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Preface

A culmination of sctivities on behalf of handicapped persons in this country is
to be found in landmark legisiation: Public Law 94-142 and Section 504 of the
Rehabilitation Act of 1973. We have, indeed, witnessed a considerable shift
in legialation affecting handieapped persons in recent years, but the bettle is
far from won. A critical obstacle remains—sttitodingl barriers. We can leg-
islate physical access and the provision of edueational opportunity as we have
done, but we cannot legislate acceptance; and it should not be surprising to
any informed observer that meaningful inplementation of legislative sets will
require that we give as much attention to attitudinal barriers as we have given
to the elimination of barriers of physical access, barriers of employment access,
and barriers of educational accesa.

A varied and rich literature is developing on attitudes toward handicapped
persons, but this literature has not yet been synthesized for special 2ducation
consumers and researchers. If we are L. be as effective in removing attitudinal
barriers as we have been in removing educational and physical barriers, much
ground work is needed. First, we need states-of-the-art overviews of the
literature on attitudes toward diverse handicapped persons. For example,
based un extant literature, what do we know about the sssessment and mod-
ification of attitudes toward handicapped persons? Second, we need a eritical
evaluation of this literature. Are extant studies sufficiently well done to enable
us to confidently assess and modify attitudes toward handicapped persons? If
the knowledge base is insdequate, we must then chart directions for further
research and study.

The present volume has been developed to accomplish the above objectives
by drawing upon the expertise of established and emerging scholars of atti-
tudinal studies who have been invited to summarize and eritieally evaluate the
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literature in their special areas of expertise including, where appropriate, their
own research and studies,

In the first chapter, Jones ard Guskin highlight reasons for a volume devoted
to spevial attitudes st this point in time. They call our attention to miscon-
ceptions about attitudes towsrd handicapped persons that exist, point to gaps
in our knowledge. and present an overview of social peychological theories
and approaches toward handicapped persons. Triandis, Adamopoulos, and
Brinbery (in Chapter 2) provide an overview of issucs and persnectives in the
fleld of artitude definition, formation, and change. The authors define attitude,
give a brief account of its history, discuss the relation between attitude and
behavior, review the functions and organization of attitudes, discurs attitude
formation. and, finally, present one upproach to attitude change: the assimi-
lator. Although this approach was developed to instruct people on how to
understand sovial behavior in other cultures, it is demonstrated to be a useful
methed fur changing behavior toward the handicapped.

Several theories of attitude change that have implications for special edu-
cation are analyzed in Chapter 3, and a number of methads which have heen
employed to change attitudes (including the empirical support of these meth-
ods) are discussed. We are reminded that few of the theories and principles
have heen applied to special education concerns. The article concludes with
discussions of methods which are believed to be expecially useful in changing
attitudes towsrd handicapped persons and of the generalizability of labaratory
studies to the “real world.” [ts author was William Watts, my higchly respected
and adinired colleague at the University of California, Berkeley, who died
suddenly on April 10, 19850, The publication of this article now will, | hope,
serve as some small memorial to his humanity and interests.

Almost every reviewer of the special education attitude literature (see chap-
ters in the present volume by Gottlieb, Reid, Siller, Chiba, Jamieson, and
Towner) has pointed to problems of instrumentation in measuring attitudes
te.ward handicapped perons. Even the most rudimentary measurement prin-
ciples and considerations, many reviewers noted, are ignored in the cited
investigations. It seemed important, then, in ligght of this lacuna, to include a
review of approaches t and prineiples of attitude measurement in this volume,
an assignment performed most ably by Dawes (Chapter 4). His dincussion
hegins with a definition of measurement and includes such topics as deter-
mining the usefulness of measurement, and types and examples of measures
and their uses. [lirect as well as indireet measures of attitude are discussed,

Much of attitude research in specisl education has involved sociometric meth-
ords, IU appesrs highly likely, given the movement toward the integration of
handicapped students with these in regular classrooms, that these methods
will e extensively used in order to determine the degree to which handicapped
pupils are accepted by their classmates. Review and critique of the special
wducation sociometrie liternture st this point, then, is especially timely. In
Chapter 5. MacMillan and Morrison discuss the elements of sociometrics, ad-
dress the limitations of seciometric techniques, and review and critique the
special education sociometric litersture, A conceptual model for resesrch on
wxometric status in special education is s#ho presented; using it as a guide,
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the authurs re*iew past and potential interventions. Finally, MacMillan and
Morrison examine dependent variables used in sociometric studiex and consider
alternative approsches for studies of the dynamicr of social scceptance of
handicapped children.

The chapter by Johnson and Johnson (Chapter 6) represents an important
attempt to u. ¢ social psychological theory to develop programs for modifying
attitudes toward handicapped children in classrcom settings. Their program
is unique in its emphasis upon instructional activities in ongoing classroom
settings as the basis for attitude change, its grounding in theory, and the
variety of settings in which it has been applied and tested. Participants have
been learning disabled, emotionally disturbed, and severely mentally retarded
children, working cooperatively (and competitively or individualistically) with
their nonhandicapped peers. Anyone interested in developing programs for
changing attitudes toward handicapped students in regular class settings would
du well to read this chapter in combination with the chapters by Towner and
Watts. As Towner's review indicates (Chapter 12), much of the special edu-
cation literature on attitude change has not been informed by social psycho-
logiical theory and research (see Chapter 3 for a review of this literature).
Johnson and Johnson's chapter is an important and rigorous application of
social peychological principles to problems of special education attitude change.

Gaottlieb, Corman, and Curci (Chapter 7) draw upon social psychological
theories and insights—and Gottlieb's extensive research—to delineate the
formation and change of attitudes toward mentally retarded persons. These
suthors give attention to the impact of direct and indirect experiences upon
attitudes toward mentally retarded persons as well as to an important meth-
odological problem: the attitudinal referent, that is, the manner in which the
concept of mental retardation is presented to the subject. Gottlieb, Corman,
and Curci raise the important question of whether format (e.g.. sketch, vid-
eotape, film, or simply the abstruct label of mentally retarded) contributes to
differences in attitudes which are found among the subjects of different in-
vestigations. The evidence they cited suggests that manner of presentation is
indecd important and, moreover, that there is probably value in applying the
voncept of attitudinal referent to studies of attitudes toward other groups of
disabled persons as well.

Articles by Reid (Chapter %), Chiba (Chapter 9} and Siller (Chapter 10),
an attitudes toward, respectively, the learning disabled, the emationally dis-
turbed, and the physically disabled also draw upon social psychological theories
and insights. Commonalitiex ay weil as differencer are found among these and
other chapters. For example. Reid, Chiba, Jamieson. and Towner all adopt a
tripartite approach—that is, they view attitudes as consisting of cognitive,
affective, and behavioral components—and they use this schema for evaluating
the attitudinal literature. Niller, on the other hand, draws upon his own re-
search to intrduce 2 model that includes eight components. Chiba focuses
upen children, while Reid gives attention to the attitudes of both children and
adults. Jamieson focuses upon the attitude of teachers and administrators,
whereas Niller includes the attitudes of rehabilitation personnel as well.

The selection of topics and coverage has heen more than representative but

113

-

1y



it is by no means exhaustive. Attitudes toward the gifted and the speech
impaired, for example, are two conspicuous omissions. Nar is coverage com-
prehensive in specific chaptom. Because of the nature of the available literature
and its perceived importance, the focus is upon the attitudes of children in
some chapters and upon children and adults in others.

Virtually all chapters give attention to methodological issues, some more
than others. The size and scope of the chapters are influenced by several
factor». 1ot the least of which is the quantity and quality of research available
an the wpics; some topics have been well studied while others have received
virtually no attention. The identification of gaps in our knowledge and, hence,
areas needing study and investigation, has been emphasized in all chapters.

An attempt was made to keep the chapters discrete, but some overiap has
oceurred nevertheless. For example, teacher attitudes are a major focus of
the chapter by Jamieson (Chapter 11) but they are also covered by Reid
(Chapter 8). In their review of literature on attitudes toward the mentally
retarded, Gottlieb, Corman, and Curci (Chapter 7) give attention to studies
on sttitude change, the topic thut is the major focus of Towner’s chapter
(Chapter 12). Many contributors give brief definitions of attitude (as a preface
to their expovitions and to provide the framework for their analyses and dis-
cunsions), although the nature of attitudes and sttitude formation is presented
formally and comprehensively in Chapter 2 by Triandis. Adamopoulos, and
Brinberg.

Individual authors reatd and commented upon potentially overlapping chap-
ters and suggested deletions or additions as appropriate. The remaining over-
lap was judged to be healthy and was retsined because s single study or
phenomenon can be interpreted in several ways depending on the context.
Thus, Triandis, Adamopoulos, and Brinbery treat attitude-behavior relation-
ships in a general way whereas Dawes emphasizes the associated measurement
issues. Overlap among some sections of individual chapters, then, may be more
complementary than redundant.

All contributors give attention to methodological issues, some more than
others. Siller, for example, treats measurement concerns extensively while
Towner gives particular attention to the empirical and theoretical underpin-
nings of attitude-change methods and procedures. Chiba and Jamieson pay
particular attention to correlates of the attitudes. The reviews and studies, in
toto, are & rich potpourri and our expectation is that the work reported herein
will suntribute significantly to future conceptualization, research, and study
of attitudes toward handicapped persons.

I am indebted to many individuals who contributed to this volume. 1 must
first acknowledge a special debt of gratitude to Maynard C. Reynolds of the
1'r versity of Minnesota who unfailingly supported this undertaking—con-
ceptually. intellectually, and financially—through the National Support Sys-
tems Project which he directed. Without his support and that of his associates
Raren Lundholm and Sylvia Rosen, who gave unstintingly of their time and
expertise. it is highly unlikely that this volume would have come to fruition.

June B. Jordan of The Council for Exeeptional Children has shown the highest

fevel of professionalism in helping to recomeeptualize the volume in order to
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maximize its value to the widest posaible raders!.ip, and she has been equally
heipful in seeing the volume through to production—under trying circum-
stances indeed. Bluma B. Weiner was also helpful in preparing the manuscript
for publication, as were Margaret Brewton and Norma Coleman of the Uni-
versity of California, Berkeley. Each person listed has significantly contributed
to the volume and deserses our sincere gratitude.

Reyinald L. Jones
April, 198}
Berkeley, California

xi
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M A

Attitudes and Attitude Change in
Special Education

REGINALD L. JONES
SAMUEL GUSKIN

The basis of this book is our belief that, if the laws s 1 service patterns
providing equal educational opportunities for handicappec hildren and youth
are to be effective, school environments must be made in  asingly receptive
to the individuals who make up this population. Both the urts and Congress
appear to have assumed that full integration into comm.nities and schools
woul’ wits v traditional views of handicapped persons, but such alterations
appes- --. e possible only through a better understanding of the sattitudes
that determine the status and treatment of people with handicaps in our schools
and other social institutions.

Why should we devote attention to this topic at this time? Ia it more im-
portant for us to coneentrate on changing laws, providing new services, getting
people to behave more appropriately toward handicapped persons, and, in
general, improving the lives and opportunities of the disabled population than
to spend our resources on research? Our answer is no. It is based on our belief
that the effectiveness of new laws and service patterns is integrally related
to changes in the attitudes of communities, professionals, and handiespped
persons and their families. The dramatic new laws, policies, and services
directed toward improving the lot of the handicapped cannot be fully imple-
mented without increased receptivity toward them as persons with individual
differences. Despite the assumption that full integration into communities and

tAlthough a distinetion is made sometimes between ~disabled” and “handicapped™ (the
ﬁrstnfemngmﬂytntbephyumlurpsythobgialunpammm the second, to the

limitation{s) resulting from the impairment), the terms are used interchangeably in this
and all other chapters. When the terms are used as nouns, no depersonslization is

intended: rather. the usage should be understood to be a kind of shorthand.
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achools will alter traditional views toward the handicapped, the achievement
of full integration appears to be possible only through a better understanding
of attitudes toward persons with disabilities and of attitude change.

The attitudes of the nonhaadicapped majority toward the disabled minority
are of especial importance currently because handicapped persons are moving
or being moved into the mainstream of society. Judicial decisions (e.g., Diana
r. Board of Education, 1970; Pennsylvania Association for Retarded Children
r. Commonwealth of Pennsylvania, 1972) and legislative enactments (e.g..
Section #M of the Rehabilitatinon Act, amended 1974, Public Law 93-516; and
Public Law 94-142, The Education for All [landicapped Children Act of 1975)
have clarified the right of each disabled pervon to necessary treatment (e.g.,
education) in a setting that is the least restrictive environment feasible in the
light of her or his particular limitations. Thus, the principle of normalization,
that is, providing disabled persons with opportunities to participate in activ-
ities, programs, and living arrangments that most closely approximate those
of the nonhandicapped majority, including placements in regular classrooms
or successive approximations thereto (mainstreaming), must be incorporated
into the design of every treatment. With the integration of disabled persons
into the larger society and disabled school children into general education, the
attitudes of nondisabled individuals and even of the disabled themselves are
of paramount impertance in determining the ultimate success of these inte-
grative efforts (Gottlieb, 1975b).

Let us look more clesely at the relations between attitudes and new treat-
ment approaches. What attitudes would seem to generate resistance to changes
in services? (1) Certainly, fear or dislike of contact with handicapped persons
would lead to resistance to mainstreaming and normalization. (b} The handi-
capped and their parents or other advocates are likely to distrust the nonspecial
professionals and buresucracy which were so unhelpful in the past but would
now carry more direct responsibility for mainstream programs. (¢) The hand-
icapped and their advocates are likely to have realistic fears about the reactic +s
of nonhandicapped members of the community with whom they will be forced
to interact. (d) Professionals and administrators who for the first time have
been given the responsibility for the handicapped may fear, more or less
realistically. that they will not be able to cope with these new responsibilities
in addition to the old ones and, in fact, that the presence of handicapped persons
in regular classrooms or communities will lead to complications in their profes-
<l ecareers and personal failure or unhappiness.

How may attitudes be changed by new service patterns? First, there is
some evidence that people tend to adapt to a fait accomplit and to change their
beliefs to justify the behavioral changes they make (Festinger. 1957). Thus,
if keeping a job requires one to work with the handicapped, one will do so and
soon think that it is appropriate. Second, contact with the handicapped may
not lead to the anticipated discomfort; thus, one's a titudes may become more
favorable. However. if the contact leads to greater discomfort than expected,
one's attitude may become less favorable.

These potential links between changes in education and attitudes illustrate
i part the importance of studying attitudes at this time.

14



BOUNDARIES OF THE FIELD OF STUDY

How do we define attitudes and attitude change in relation to special education”
Although there are diverse definitions of attitude. the feature common to most
is that an atUtude is the degree of liking (or disliking) held towand a person,
group. issue. or other object. In addition, many definitions include beliefs and
actions related to the object and, often, stereotypes, expectancies, and prej-
udices.” Inasmuch as there is no particular reason to restrict the definition at
this stage. our discussion focuses on the favorability of reactions. whether it
invalves holding beliefs that imply liking or disliking. showing approach or
avoidance behaviors, or directly stating one’s feelings,

Our discussion deals with the fsvorabhility of reactions. Reactions to what?
Obviously, we must discuss existing attitudes toward handicapped individuals
and groups. We also must look at current attitudes toward special education
services and interactions with handicapped students. Despite this cancern with
immesliate attitudes. it should be clear that we are even more interested in
attitude change. [2uring the period of rapid change in education, any estimate
of momentary attitudes is likely to be out of date by the time results are
disseminated.

KNOWLEDGE BASE

What do we know about attitudes which are related to special education?
Answers ta this question are treated in great detail in this volume but certain
overview statements are appropriate here. Our knowledge, based on past
research, his heen heavily influenced by the availability and ease of particular
research methods and populations and the popularity of techniques from cer-
tan weademie and professional felds,

Type« of Studies

Soctometric studies hiave been used extensively with “normal” school children.
When the participants are asked to indicate with whom they like to play. for
viample, they generally show a preference for nonhandicapped playmates,
Although the findings are consistent for some groups (e.. ., retarded children),
the muagnitude of the relation is not great; that is, there is usually difference
between the preference for handicapped and for nonhandicapped playmates,
hut there is also much overiap: 2 handicapped child rarely is the least popular
i regular clissroom and, oceasionally, is above average in popularity.

Nessotype s poefer G the et of beliefs, daually oy ersimplified, about the characteristies
of a rontp, e e it s vefer o the particular behas fors of competence anticipated of
grouge members or i iduals, and e peedoee, tarratumally unfavorsble decisions or
actiofis otie (s prepared to Gake apamst group members,

3
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College students, especially teachery: in truining. are the most common sub-
jeets for studies of attitudes toward physical disabiliy and mental retandation.
Often these studies foeus on characteristics which are easy (o measure, such
as experience with the handicapped and myjor field of study. Another fre-
quently used measure is the social distance scale; subjects are asked to indicate
how close they are willing to get to different kinds of handicupped persons
(e.g.. Would you be willing to marry a blind person?). Generally. the results
show greater avoidance of the most severely handicapped persons und a pref-
erence for physical disability over mental retardation,

A number of studies have examined tesc er attitudes toward mainstreaming
or the integration of handicapped children. Some studies huve been concerned
with changes in attitudes resulting from the introduction of services; others
with identifving factors which are related to the favorability of such attitudes.
Simple answers have not been fortheoming.

A few altempts have been reported of systematic efforts to inodify attitudes,
either by exposure to handicap ped persons or spevific educational efforts. The
results have not been consistent.

Finally. a number of investigations have been conducted into the reactions
of family members to the presence of a handicapped child. Generally, the
findings demonstrate consternation at the initial discovery and concern with
many chronic day to-day problems. The willingness of parents to institution-
alize handicapped children also has been studied and found to be related to
hath severity of handicap and certain cultural factors, such as the religion of
the family.

(Giaps in Our Knowledge

Although we know a great deal about the playmate preferences of nonhan-
dicappend children for handicapped peers in the same regular classrooms, there
are very few studies of preferences for nonintegrated handicapped individuals.
The reason, obviously, is that a handicapped child musi be known before he
can be reacted to, and if he is never in a common envirvnment with nonha -
dicapped children, plavmate choice will be hypothetical rather than real. 1t s
possible, however, to create situations in which reasonable exposure exists
tGottlieh & Bodoff, 1973 or can be ereated (Gottlich & Davis, 1973) to make
~uch chaices redistic,

Another gap oceurs in our knowledge of playmate preferences for labeled
inteprated children, [n most sociemetric studies of mentally retarded children
in regular clussrooms, the children have not been soidentified. Often, however,
clitasmates know that an integrated child has been labeled “retarded” by the
school, The results of sociometric studies in such situations are rare.

Despite the number of studies of children’s reactions to handicapped class-
mates, few are developmental in nature: that is, little attention hias been given
to eaploring the age at which children recognize handicaps or how their at-
titudes change with age. Atempts to study preschoolers” attitudes towand
di~atnlities have met particular difficulty in assessing reactions to disabilities

1
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which are less visibly obvious (Guskin, Morgan, Cherkes, & Peel, 1979; Jones
& Sisk, 1970).

We know very little about the reactions of community members to the
handicapped persons who live and work in their communities, We also know
little about how the handicapped and their advocates react in these circum-
stances. In sum, there have been few studies of attitude change over time in
the natural environment.

MISCONCEPTIONS ABOUT ATTITUDES

We suffer not only from a scarcity of systematic research on misconceptions
but also from a readiness to think that we have the answers to what, in fact,
are still open questions. Following are a number of widely accepted but in-
adequately validated assumptions about attitudes toward handicapped persons
that are often found in popular and professional writings.

Assumption: Others' attitudes and expectancies have powerful and negative
effects on the behavior of the handicapped.

Many writings suggest that if a person is thought to be a member of a group
considered relatively incompetent (e.g., the retarded), such strong expecta-
tions wili be aroused in others that they will invariably make the person behave
incompetently, even if he or she has heen mislabeled. This expectancy effect
or self-fulfilling prophecy was popularized by Robert Rosentha! (see, espe-
:ially, Rosenthal & Jacobson, 1968). Numerous attempts at replication (see
Dusek, 1975, for a comprehensive review) have shown that the effect is elusive,
demonstrable only under very special circumstances. Extensive reviews and
critiques of the applicability of the assumption in special education, particularly
in relation to mental retardation, have appeared in publications by S. Guskin
(1978); MacMillan, Jones, and Aloia (1974); and Yoshida and Meyers (1975).
This 13 not to say that attitudes and expectancies do not influence behavior
but, rather, that they do so in a more complex and varied manner than is
implied by the notion of self-fulfilling prophecy.

Perhaps the best way to illustrate the fallacy of oversimplified belief in the
self-fulfilling prophecy is to examine one of its dramatic demonstrations (Beez,
1970). Just prior to a tutoring session, 60 tutors were given psychological
reports on nonhandicapped preschool children with whom they were to work.
By random assignment, half the tutors were given reports suggesting that
the children had high learning ability while the other half received reports
suggesting low ability. The tutors were given a list of 20 words which they
were to teach the children to recognize within a 10-minute period. They were
instructed to teach as many words as they could. The tutors who thought they
were teaching “low-ability” children covered only half as many words as *hose
who thought they were teaching “high-ability” children. On the word-recog-
nition test that followed immediately, the “high-ability™ children got twice as
many words correct. These differences were highly significant.

The Beez study seemed to demonstrate clearly how the expectancy phe-
nomesnon works in schoola: Teachers who think children are iess competent
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make fewer academic demands on these children: they give them less oppor-
tunity to learn and, therefore, encourage lowered performance, even if these
children initially were equal to those thought to be more competent. However,
this conclusion ix valid only if one group 1cceived less teaching than the other,
and Beez provided no such evidence. Instead of covering more words, the
teachers in the Beez study spent more time on each word when they thought
the children were less competent. They also spent more time explaining the
meanings of words. The effect of this treatment was to reduce performance
on the learning criterion (number of words correctly named immediately after
the tutoring session), but it is far from ciear that these children actually learned
less. In follow-up interviews, some teachers felt that the children would per-
form better on long-term recall tests. Furthermore, it is possible that if all
the children in the study had been mildly retarded, as the report for the low-
ability children implied, rather than of normal intelligence, the performance
of the “low-ability™ group might have been superior to the “high-ability™ group
because of the intensive teaching. This possibility is suggested by findii-1s
(Vergason, 1964) that mentally retarded children g rform as well as nonre-
tarded children on recall tasks when overlearning is used.

The problem. then. is in ou~ understanding of the learning needs of children
«"il in our ability to make accurate educational predictions and prescriptions.
In the Beez study. negative expectancies were inappropriate. Appropriateness
can be tested empirically only by determining what works best for the indi-
vidual or group. In other words, as has so often been stated, it is the realism
or accuracy of expectancies, not whether they are high or low, that is critical.

Related to the misconception that low-performance expectations are always
fulfilled is the belief that children who exceed such expectations are punished
and pressured into lower performance. There is much evidence to the contrary;
parents and teachers sre constantly alert to signs that a child is more competent
than he or she has heen thought to be, and such signs encourage efforts to
set the child to higher levels of performance. This striving is probably what
leads professionals to complain that parents are unwilling to accept their child's
handicap.

Assumption: Attitudes toward the handicapped are negatice.

Perhaps the most widely accepted assumption is that attitudes toward hand-
icapped children are unidimensional and largely negative. Only rarely (Efron
& Efron. 196%; Gottlieb & Corman, 1975; Jones, 1974; Jones, Gottfried, &
Owens, 1966; Siller, 1967) has the possibility been considered that attitudes
toward handicapped children may be multidimensional rather than unidimen-
sional, and that the attitudes may be influenced by the degree and kind of
handicap, the nature of the interpersonal situation being responded to, and
the persanal characteristics of both the disabled and nendisabled persons. What
the evidence tells us is that when little additions! information is available about
a handicapped person (i.e., nothing other than the handicap), people who are
asked to state their preferences report less willingness to become close with
a handicapped rather than nonhandicapped person. Even this conclusion must
be qualified; in at least one study the investigators found that an obese person
was rejected more often than an obviously handicapped person (Richardson,
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Goodman, Hastorf, & Dornbush, 1961). Thus it would seem that a person is
less likely to be accepted if he or she looks unattractive or different or performs
less adequately and does nut have the justification of a well-defined liability.
The situation is different, of courwe, in personal interactions. Among nonhan-
dicapped persons who interact with handicapped peers, as in school settings,
the evidence indicates that some negative attitudes are reactions to the an-
noying personal behaviors of the handicapped persons (e.g., those of low ability
who are labeled mentally retarded; Johnson. 1950), On the other hand, in the
study of a group of peer-accepted. integrated blind children (a number of whom
were identified ax “stars”), teachers noted the abwence of annoying personal
characteristics and behaviors Jones, Lavine, & Shell, 1970) as the reason for
acceptance. These results should not be interpreted to mean that attitudes
toward handicapped children are explained solely by their personal charac-
teristics und behavior but that these factors obviously must be taken into
account when we attempt to understand the variables influencing negative as
well as positive attitudes toward the handicapped.

There is, undoubtedly, no yuestion about the fact that handicapped persons,
their parents, and their acquaintances would prefer that the disabilities not
be present. The existence of practical problems that result from a disability
is implicit in its definition (Wright, 1960). Awkwardness or mutual embar-
raxsment in interacting with strangers is also fairly universal, at least initially
(Goffman, 1963) When the disability is severe and/or the services provided
by the community are very inudequate, the lives of the handicapped and their
families may diverge greatly from the norm and generate considerable distress
(Gorham, Des Jardins, Page, Pettis, & Scheiber, 1975). Under these circum-
stances, persons can be expected to hold unfavorable attitudes toward intimacy
with the handicapped. This is mt to say thut they would necessarily dislike a
handicapped person with whom they e«:ine into frequent contact.

There are also occasions when a disabied person's relatively normal behavior
is seen as a sign of superior ability or motivation and, thus, the person is more
highly valued than nonhandicapped persons whu show the same behavior (e.g.
Helen Keller). In short, we probably should not state simplistically that at-
titudes toward the handicapped are negative; instead, we should be specific
about the cuntext, object, and reality base of the expressed beliefs or feelings.

Assumption: Negalive aftitudes are based on experience andior misinfor-
nutton .

Related to the generalization that attitudes toward the handicapped are
neyative is the assumption that they are based on misinformation or inexpe-
rience. Support for or refutation of this assumption requires us to identify
what kindds of information and experience lead to what kinds of beliefs and
attitudes. Medical training in birth defects and experience with severely hand-
icapped infants surely woulr] lead to different attitudes than would experience
in the vocational counseling of veterans with physical disabilities. Gottlieb
1975b) emphasized that under some circumstances exposur.s - handicapped
individuals leads to less favorable attitudes.

One particularly important current assumption is that understanding or
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experiencing mainstreaming (or normalization) leads to more favorable atti-
tudes both toward the handicapped and toward the mainstreaming process.
This assumption is not supported by research findings (Corman & Gottlieb,
1978; Semmel, Gottlieb, & Kobinson, 1979). One reason why attitudes may
not become more favorable is that initially they may be unrealistically opti-
mistic. To illustrate. one of the authors exposed teacher trainees to a simulation
experience in which they played the roles of teachers, administrators, parents,
and normal and handicapped children in a series of problem situations. The
trainees wennquimdtomsemnndlmenwargumemsonbothsidesof
the mainstreamine issue in different situations. Some trainces who, initially,
had been highly favorable toward mainstreaming came to take a more balanced
pasition s a result of participating in the simulation, whereas others, who had
been very unfavorable initially, became more favorable (Guskin, 1973). Thus,
it seems that initial attitudes may be based on misinformation, and experience
may shift the attitudes toward an opposite direction, depending on the quality
and intensity of the experience and the reality base of the initial beliefs and
attitudes.

Assumption: The handicapped hold low self-concepts.

Another assumption widely espoused is that others’ negative attitudes are
internalized by the handicapped in the form of negative self-concepts.® There
have been some attempts to dispel this belief (Gardner, 1966; Wright, 1960)
but it seems to be »o strongly rooted in commen sense, everydsy experience,
and social psychological theory, that it must be examined systematically.

We all know that experiences of failure and rejection can lead one to feel
inadequate. Why should not this truism hold for the handicapped who expe-
rience more than their share of both failure and rejection? One reason is that
we all adapt to failure and nonscceptance in two ways: (8) by denying either
the experence or appropriateness of the judgment, or (b) by removing our-
selves from the source of the negative evaluation. For example, if we are good
in creative writing and poor in mathematics, we choose to concentrate on those
academic fields and occupational goals that accord with our skills; if sexy
cheerleaders o handsome sthletes find us unappealing as friends or dates, we
do nat keep trying to attract their interest and, thus, we avoid continual
rejection. The modification of one's evaluative environment t.2nds to keep most
of us from having too favorable or unfavorable a self-concept. In the same
way. a moderately retarded, unattractive 25-year-old woman living in a group
home and worsing in a sheltered workshop may be an object of considerable
interest to men of her age who work in the same place. Because they are the
cnly men with whom she interacts regularly, their evaluation of her may be
sufficient to foster her reasonably high self-esteem. In contrast, if she were
living with her parents in the community and were employed scrubbing floors

"Similar leE:;;-h«h! with respeet to racial minority groups. There is some evidence
linking attitudes toward racial minority groups with those held toward the handicapped
iCowen, Bubrove, Rockway. & Stevenson, 1967. Harth, 1971).
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in a local shop where she was the only handicapped person. we would expect
her self-evaluation to be less favorable,

One of the difficulties often faced by the disabled is that they have not had
the widest choice of evaluative envirenments. On the other hand, more often
than not they have been pluced in prutected environments which, although
initially mortifying to self-esteem (Goffmar, 1961), aciually present the pos-
sibility of self-aggrandizement (Edgerton & Sabach, 1962). This point raises
the oft-heard debate between supporters and opponents of special settings
and normalization or 1 :ainstreaming. The former believe that the special set-
ting insures and protects self-esteem; the latter. that it labels the person and
forces him or her into a low status that reduces both felt and actual adequacy.
The parallel for us a- professionals, if we are educators, is whether we fee!
more adequate because we are respected among our fellow educators or less
adequate because we are held in lower esteem by society than are physicians,

Assumption: Attitrdes toward the handicapped are improving.

ltmﬂmughtthatwembecommgmmenhgbtenedabomhmdmpmm
conditions and more favorably disposed toward the handicapped. Handicapped
persons are assumed to be better off a8 a resuit of these changes. Mainstream-
ing, deinstitutionalization, and normalization are assumed to illustrate and
foster these trends. In turn, these changes are believed to he a function of
our becoming more just and humane (or more civilized or advanced). Yet an
examination of the history of reactions to handicapped children and adults does
not support any long-term directional trend in favor of the disabled (P. Guskin,
1978).

An extreme example of the difficulty of verifying the existence of a con‘in-
uing trend in the improvement of reactions to disabled persons is infantitide
of the handicapped. It was practiced by the highly civilized Greeks (Langer,
1974); it was not a civil crime but an ecclesiastical offense during the early
middle agex (Helmholz, 1975); it was favored by some individuals during the
Protestant Reformation (Martin Luther, quoted in Kanncr, 1964, p. 7; it has
been practiced quietly by individual physicians in recent years; and now it is
a publicly stated policy in the cases of certain disabilities (e.g., spina bifida
children are allowed to die in some hospitals; Public Broadcasting Service,
1976). Certainly, intanticide is increasing dramatically if we include abortions
after diagnoses by amniocentesis.

The lack of 8 simple trend is also illustrated by residential treatment in
special facilities. Although we see deinstitutionalization as an improvement
and a sign of favorable community attitudes, we must remember that resi-
dential settings were originally created to improve the education and treatment
of the handicappord. Attempts to move the disabled back into or to keep them
in the community h.ve a long history. Even Bedlam, often seen as the symbol
of inhuman trearment of the insane, attempted to return improved patients
to the comaunity (Plumb, 1973; Rasen, 1968). Furthermore, current normsl-
ization efforts are sometimes motivated by economic rather than altruistic
objectives (Edgerton, 1975 and often they reflect a lack of sensitivity to the
needs of the handicapped and their families (Gorham et al., 1975). We do not
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toward the handicapped, but oniy that the matter is far from simple and
requires careful examination, using a variety of criteria.

Assumption: Handicapped persons and their families must leamn to accepl
their disabilities.

The assumption here is that coping requires recognizing the reality of one’s
limitations rather than fighting the facts. However, from the point of view of
the disabled person, it may mean accepting a new and undesirable identity
(Goffman, 1963). The person who is willing to accept a socially undesirable
statu: may have less rehabilitation potential than one who refuser to consider
himse!f or herself handicapped. The question is, who defines reality: the client
or the professional? It may make life easier for public agencies if clients are
passive and cooperative but pasaivity and cooperation may not achieve a client's
ends. A client may, for example, be able to cope successfilly in a more normal
setting than the rehabilitation counselor or school psychologist believes. Sim-
ilarly, a muther who takes her child from on2 doctor to another searching for
a better diagnosis or prognosis may be justificd, because many physicians do
r:ot have necessary specialized knowledge and are often incompetent in dealing
with parents’ concerns. ’

There is also cunfusion between rejection of the child and rejection of a
disability label which professionals wish to assign to the child. The parent who
refuses to think that his or her child is handicapped may be responding to the
hupelessness of the offered treatment options rather than being unwilling to
relate to the disabled child. Certainly., if professionais can argue publicly about
the apprupriateness of lsheling handicapped children, a parent har the right
to deny the label for his or her own child.

Assumption: Peuple working with the handicapped hold more appropriate
beliefs and attitudes about them than others do.

We are too ready to see the public as holding inappropristely negative
attitudes because our perspective is so very different. For the special education
professicnal, the presence of a handicapped person means a job; for the regular
wducation professional or the public at large, it means a life complication, which
may be a highly realistic view. Some professionals may feel that normalization
requires parents to keep at home a severely handicapped child even if his or
her hyperactive, destructive behavior leads the parents to quite another con-
clusion. In other cases, professionals (e.g., physicians) may assume that a
handicapped child is unbearahle for parents who, if given the opportunity and
encouragement, might get a great deal of satisfaction from the child. Because
profossionals disagree considerably on what is best for a child, family, or
classmates, it is hardly appropriate to use their beliefs and attitudes as criteria
for persons in other roles.

Asaumption: Peuple who huld more progressive views on other subjects are
ware furarmble to the handicapped.

We tend to think that enlightenment is generalized, and there is some
- videnee for this pesition (Chesler, 1965). but liberal or tolerant views on some
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matters may correlate with negative attitudes toward disability. For example,
the person who argues for a mother’s right to abortion when there is a high
risk that she will have a deformed infant may be said to argue aguinst the
handicapped child's right to life. It also may be that the people who value
intellectual performance most mi.y hold the least favorable attitudes toward
persons with cognitive or learning disabilities.

Assumption: Negutive attitudes lead to bekarioral rejection of the disabled.

We seem to hold the oversimplified belief that if we feel unfavorable toward
the handicapped or to their integration into society, we will act accordingly.
However, this belief neglects many other factors that influence our behavior.
A mother may wish that her child were not handicapped but still she will love
and nurture him as be is. A teacher may feel that 2 handicapped child will
complicate his teaching job, but if such a child is placed in the classroom he
may demonstrate effective effort in working with her. On the other hand, a
teacher may express highly desirable values about integration and yet show
unhappiness with and hostility toward a child who has serious emotional and
learning problems. Behavior is determined by many factors other than beliefs
and attitudes: social norms for more aceeptable public behavior: more general
values, such as justice and altruism; and specific responses in the momentary
situation, such as a8 smile or hostile demand,

The preceding assumptions fail to exhaust the body of misinformation about
the handicapped. They merely illustrate the range of significant unvalidated
assumptions which are held by many of us. They have been presented here
to stimulate a questioning and analytic response to popular comments on at-
tituden, the close examination of the research literature, and further research.
The assumptions discussed are not necessarily invalid, only unvalidated. This
section will have failed in its purpcse if it merely leads to another set of
diametrically opposed and equally unvalidated assumptions.

PROMISING AREAS FOR FURTHER WORK

it would seem that we are ready to delineate promising directions for future
work, having identified areas of strength and weakness and having pointed
out some widely held but insufficiently validated assumptions. However, future
directions must be defined not merely by the adequscy of prior investigations
and interventions but also by clear conceptualizations of the task. Although
we can borrow concepts and methods from prior experience and from parallel
fields, such as educational innovation, social psychological research on attitude
change, and work on racial prejudice, it is essential to build systematically a
distinct framework for thinking about, investigating, and intervening in at-
titudes toward the handicapped. To be useful, such a model shouid enable us
to examine changes in attitudes paralleling or resulting from changes in ser-
vices and changes following direct attempts to train or prepare personnel. The
maodel should facilitate our examination of attitudes held by people in various
roles. including the handicapped themselves und their advocates, professionals,
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nonhandicapped peers, and the public at large. It would be helpful if the
framework allowed us to examine the relation between understandings and
attitudes and the relations between both of them and behaviors. However., it
is probably too much to ask that a single model cover this range of concerns.
Throughout this volume, severai formulations are explicated which move us
in an appropriate direction. In Table 1. we have tried to list the main variables
which should be considered in 8 model and suggestions for exploring their
relations.

The first and second factors shown in Table 1 seem fairly obvious. We need
to know whose attitude we are looking at and what the attitude is about. There
is quite a difference between exploring the public attitude toward the physi-
cally disabled and regular classroom tescher attitudes toward mainstreaming
educable mentally retarded pupils, Despite the cbviousness of these two fac-
tors, certain groups tend to be forgotten both as subjects and objects. For
example. how many studies con we find that explore the attitudes of the
handicapped and their parents or advocates toward the services we provide?

The third factor requires further explanation. Judging how pleasant you
find a handicapped person is quite different from comparing the pleasantness
of nonhandicapped and handicapped persons. The latter approach tends to
maynify differences which may be of little importance in daily living. We do
not always chovse to spend our time with the most pleasant person we know.
However, we do avoid people *ve find unpleasant. Our preferences are also
hased on more Lthan our knowledge of a person's handicap, yet must attitude
studies provide only the disability label for evaluation. Studies by Gottlieb
(1974, 1975a), Guskin 1962), and Jaffe (1966) indicate the relutive importanve
of other information abuut & person in reactions to the disabled. A related
paint is the extent of prior contact with the handicapped persons involved in
assessing the attitudes. Social distance judgments of hypothetic disabled per-
sons Pequire no contact; sociometric preferences for children in one's class are
based on extensive expusure, The public nature of judgments is the final point
made here. Comments made directly to handicapped persons are less open
than anonymous check marks on an IBM sheet.

The fourth factor attempts to identify some important determinants of at-
titudes, ranging from generslized hostile feelings toward people who are dif-
ferent, and toward general intellectual immaturity, to specific training in working
with handicapped persons, Extent of experience with the handicapped is fre-
quently explored but the quality of the experience is rarely dealt with.

The fifth factor is implicit in all attitude studies. That is, we always assume
that atlitudes have consequences; More favorable attitudes lead to more de-
sirable behavior. Yet, not only is there rarely a follow-up of consequences but
we alxo find few attempts to analyze the range of possible consequences of
attitude change. For example, what effect will observing a ward for severely
handicapped infants have upen a prospective public achool teacher's willingness
to tuke a job in a school that emphasizes mainstreaming? Will an advertising
campaign that emphasizes the need to invest in services for helpless disabled
prersons have a backlash effect on support for mainstreaming the mildly hand-
wappest? Will a course introducing the special problems of handicapped children
leud to greater self-consciousness in interacting with children who have special

12

24



TABLE 1
Factoss to Consider in Exploring Attitudes in Special Educstion

Factor to Conaider Kramples
1. Subject (who holds attitude)? Public, profeastonals, children, aduits,
specialists; various handicspped groups,

2. Ulyect (who or what in Handicapped persons, groups, or labels;
attitude about?) degree of visihility, severity, permanence of
disability: degree of competence and

mainstresming.

3. Context tunder what Comparisons with other handicapped or
conditions i the attitude nunhandicapped personis; availability of
exprensed?) other information about person/group.

Extent of contact with handicapped
required. Extent to which bebavior or
. judgment is pablic or private.

§. Influences (what are the Generalized sttitudes toward differentness,
sleterminants of these underntanding of handicap, general
attitudes™) cogmitive development. Experience with

handicapped persona: extent and type.
Specific training, attitude-change attem s,
strategies.

@ Consequences (what effects  On behavior with handicapped penvons; on

dor these sttit sdes have?) feelings when interacting with such persons;
on willingness to work with or interact with
them: on support for public policies
requiring more services; on suppert for
public policies requiring more integration.

6 Atttude measures and Saciometric indices of aeceptance or
research methidologty (how  rejection; socigl distance megsures; attitude
should we gusess attitudes?)  scales and public opinion surveys. Observed

interaction. Analysis of public laws, policies,
institutional charscteristics. Content
snalysis of mass media.

-1

Theoretica! formulations Social comparisen processes ¢ Festinger,

twhat concegits, hypotheses,  19564). Ethnocentrism (Adomo, Frenke!-

muadels can we uve to guide  Brunswik, Levinson, & Sanford, 1850),

our research or practice’?) Cognitive dissonance (Festinger, 1957).
Cuntinsrd un nest page
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TABLE 1 Continuod

p—— — Pr——y s

Factor to Conaider Exramples

Communication anslysis (Hoviand, Janis, &
Kelley, 1963). Modeling (Bandura &
Walters, 1963). Reference group theory
(Kelley, 1962). Attribution theory (Helder,
1958; Jones, Kanouse, Kelley, Nisbett,
Valins, & Weiner, 1971), Social devisnce
Iabeling (Davis, 1970; Merver, 1973; Scheff,
1968). Just world formuintions. Socis! roles
(Thomas, 1968). Altruism (Macaulay &
Berkowits, 1970; Mussen & Eisenberg-Bery,
197N,

8. Ethical considerations (what  Informed consent. Privacy. Psychologicsl
precautions must we take ss  harm to subject and object of attitude

we conduct attitude inquiry. Equity. justice, respect.
assessment and change
studien?)

problems? Cleatly, not all behavioral consequences are likely to be equally
A -sirable,

The sixth factor asks us to look more eritically at how we measurv attitudes.
Most studies use sociometric measures, socisl distance scales, or uther tra-
mwnmmmmwmmmuymuummm
or uncbtrusive measures, most studies are fimited to
sures. However, t!ndevehmentdsyﬂem&kohervaﬁomlmﬂhodshas
made observation more practical (Gampel, Gottlieb, & Harrison, 1974; Wein-
berg & Wood, 1975) although it is still more expensive and time consuming
than paper-and-pencil methods. Also, we can analyze cur laws and the char-
acteristics of achools and institutions by using, for example, Wolfensberger's
(1972) criteria for normalization; by using content analysis we can systemat-
ically evaluate newspaper and television accounts of disabled persons to de-
termine how society charscterizes the handicapped.

The seventh factor entails the search for theoretical formulations that may
help us to conceptualize attitude studies and interventions. Extant research,
writing, and theorizing in social psychology are advanced as the proper base
for approaching the study of attitudes toward the handicapped and attitude
change, but social psychology as a field is itself fragmented. Among its many
theorien, some hold promise for the issues of concern to special educators but
have rarely heen used fcr such purposes. Typically, the theories and studies
have been developed for and carried out on adult populations, usually of college
age and in college settings; studies of attitude formation, especially theories
relating to special education concerns, are virtually nonexistent. Moreover,
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many theories still are undergoing development and refinement, and typically
they explain limited phenomena. It should not be expected, then, that available
social paycholoegical theories can be adopted wholesale and applied to special
education concerr.s. Rather, as noted, such theorizing, research, and writing
can be expected only to guide our initial approsches and efforts.

Special education attitude researchers need not view themselves as mere
adapters of existing theories; they are potential contributors to theory elab-
oration and refinement. For example, Morin and Jones (1974) applied Festin-
ger's theory of social comparison processes to blind school-age children; at
issue was Festinger's hypothesis that given a range of possible persons for
comparison, someone close to one’s own ability or opinion would be chosen.

In applying the hypothesis to the blind children, Morin and Jones predicted
that manipulating the degree of relevance to blindness of a given ability would
significantly affect the frequency with which the blind were chosen as a group
for social comparison purposes. Getting around, resding, and earning money
when one gets out of school were the tasks selected as highly relevant to
blindness; paying attention to the teacher, remembering what one hears, and
staying out of trouble were selected for their low relevance to blindness. The
prediction was that the blind would be chosen for comparison on the tasks
having high relevance to blindness.

A second and related hypothesis predicted that manipulating the level of
difficuity of a given task would significantly increase the choice of the blind
as a reference group. Counting 14 beeps which were presented very slowly
was an easy task; counting 14 beeps which were presented very rapidly was
difficult. It was reasoned that the choice of the blind on the difficult task would
protect the seif-regard of the blind persons by providing a8 less competitive
group for comparison,

The results suggest the neeq to refine Festinger’s theory: First, we must
consider the degree of relevance of the question posed to the source of simi-
larity between the individual and the reference group. Morin and Jones found
that the blind were rnosen signifivantly more frequently on those items that
were of high relevar ce to blindness than on those that were of low relevance.
The authors noted that an elaboration of Festinger's theory should clarify
similarity to include the dimension of relevance.

Second, the Festinger model should be expanded to include the dimension
of level of difficulty. It appeared that as tasks increase in difficulty, when two
or more groups are available for comparison, the group that yields the more
favorable comparison will be the one chosen. Morin and Jones found that as
performance tasks became more difficult, the blind were chosen with greater
frequency over any reference groy,, including the sighted, even though the
task was not related to blindness. A'though the results of the study as a whole
were con.istent with Festinger's tueory, fulure to consider similarity in re-
lation to task relevance and level of task difficulty led to inefficiency in pre-
diction.

It is quite probable that, when we begin to apply social psychological theories
to other special education topies, similar adjustments in the theories may be
necessary, thus enriching the theories as well as strengthening the foundation
of special education theory, research, and practice. A few of the formulations
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which might be fruitfully applied or modified in attitude research on the hand-
icapped are listed in Table 1.

Finally. but by no means the least important factor to consider in exploring
attitudes in special education, is concern with the ethical implications of our
research and interventions. The movement that has led to increased concern
with the rights of the handicapped extends also to the study of attitudes
themselves, especially with the impact of such study on the object of inves-
tigation as well as on the individual expressing his or her attitudes. It has
heen suggested that to inquire into the attitudes which one holds toward
another is to infringe upon a person’s right to his or her own mind and thoughts.
Moreover, to presume to modify the attitudes uncovered without the consent
of the individual studied may also be construed as infringing upon the rights
of the respondent.

Within recent vears, governmental regulations have been developed to en-
sure the informed participation of persons whose attitudes are surveyed, whose
attitudes would be changed. or who serve as subjects in social, behavioral,
biological, or other studies and/or experiments (DHEW, 1971; see also Amer-
ican Psychological Association, 1973). The concern is with the potential physical
and.or psychological harm to the participants or to the class of individuals of
whem the respondent. participant is presumed to be representative. Potential
harm is abvious in some situations and subtle in others. For example, to expose
an individual to his own negative attitudes toward the disabled by requiring
him to respond to an attitude questionnaire or to interact with a disabled
peran, or summarizing public attitudes toward the disabled—emphasizing
the negative tone of such attitudes—has been interpreted as harmful to the
respondent and to the group which is the object of the attitude study. In the
cise of the respondent. potential psychological discomfort is associated with
th individual's being forced to face the fact that his attitudes toward disabled
pe.sons are negutive. The argument agminst reporting the results of public
attitude surveys is sonewhat more subtle and has rarely been given attention
in the question of ethical insues in the study of attitudes. At issue is the
possibility that the communieation of negative societal attitudes may reinforce
the perceptions of disabled individuals and/or groups as members of a suspect
¢lass, thereby compounding their difficulties in interpersonal relationships and
general life adjustment.

Why. then, do we wish to study attitudes toward the disabled? Professionals
in special education and related fields hold the view that we need to study
attitudes in order to change them and, thus, to facilitate the adjustment of
disabled persons. (The presumption, as noted earlier, is that we already know
the attitudes to be negative.) The philosophy underlying this view is that all
persons have a right to be respected as individuals, regardless of physical,
racial, religious, othnic, or other characteristios, and that the promotion of
such respect is in the best interest of society. Hence, it is reasoned. it is better
tor integrate handicapped children into regular scheols than to segregate them,
and to educate school children, the general public, and educational personnel
an the naturs of disabled children (to the extent that differences exist) rather
than to let each individual be guided by his or her own prejudices, precon-
ceptions, and predilections.
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Severai practical concerns grow out of these more general issues which are
likely to impact directly on research and generalization~ about special education
attitudes. The first issue focuses on permission to participate in attitude sur-
veys. Many schuol districts will wish to assess student attitudes as the prelude
to the initiation of programmatic changes to facilitate the integration of dis-
abled children in regular clasarocoms, but they will have difficulty carrying out
such assessments. For example, parental permission to perticipate in the stud-
tes will be required. Unless a majority and representative sample of students
participate, it will be difficult to use the results either to understand the
attitudes that exist in a given school building or classroom or, consequently,
to structure experiences for the effective integration of disabled children.
Thus, if too few children are permitted to participate in sociometric studies,
the nature of the classroom s: ricture will remain unknown and the best group-
ings of children to facilitate adjustment may not be possible.

There is also the matter of research into and generalizations about the nature
of attitudes toward special education. Such studies require access to large and
representative samples of subjects. Difficuities in random sampling arise not
only from parents who refuse permission for their children to participate in
attitude assessments but, also, froin school administrators who refuse per-
Minsion even to ask parents about such permissions. These limitations certainly
make information about the nature of attitudes towsrd special education more
difficult to obtair and our knowledge of such attitudes less certain.

It may seem that unobtrusive procedures can circamvent the difficulties of
scyuiring information on attitudes, but that is not so. Permissions must be
obtained for collecting all data, with the accompanying requirement that the
reasons for the study and expected uses of the data be given to the participants.

It is apparent as we appruach attitudes and attitude change in special ed-
ucation that, in formulating questions and intervention strategies, we must
give atteation to several ethical issues, including informed consent, participant
nights to privacy, and potential harm to the subjects and objects of our inquiry
and intervention.

OVERVIEW OF VOLUME

Because changes in special education requiring the rapid adjustment of stu-
dents, parents, teachers, and administrators have been mandated by Section
504 of the Rehabilitation Act and Public Law 94-142, attitudes toward children
and youth with handicaps have assumed critical importance. Untit this pub-
lication there has been no single source of information on the theory .ind effects
of attitudes and attitude change in special education. The reviews of literature
and syntheses of information which follow are organized with the special ed-
ucations eonsumer in mind. The approaches of the various contributors are
sensitive to the theoretical and technical problems and issues attendant to the
concerns of such consumers. It is anticipated that bringing the studies on
attitudes toward exceptional children and related topics together with the
perspectives on disabled children a 1d adults, (See R.L. Jones' Reflections on
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Growing Up Disabled published in 1983 by The Council for Exceptional Chil-
dren.) and carefully and clearly describing the different theoretical and tech-
resesrch and writing on attitudes and attitude change and, ultimately, influ-
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Perspectives and Issues in the
Study of Attitudes

DAVID BRINBERG

The term affitude is widely used by the public to denote a psychological state
that predisposes a person to action. The scientific study of attitudes started
in the middie of the 19th century in Germany with the use of a number of
theoretical terms to designate a person’s preparation to respond to a class of
social stimuli. At that time, the word sef was often used to refer to such a
state. Later, in the 20th century, the concept was given a8 more restricted
definition. For example, Thurstone (1928, 1831) emphasized the person's feel-
ing or affect toward an attitude chject.

People can feel good, pro, or favorable, or bad, and, or unfavorable toward
an attitude object. Many contemporary attitude theorists have used this re-
strict~d definition of the word. Others, however, have taken the view that the
concept is widely used by the public and, therefore, when social scientists
communicate with the public on attitudes, they shoun] use the public's defi-
nition. This viewpoint favors defining attitude as having several components
and restricted definitions of these components. Among the many major the-
crists who share this view is, for example, Allport (1935); he defined an attitude
as “s mentsl and neural state of readiness, organized through experience,
exerting a directive or dynamic influence upon the individual's response to all
objects and situations with which it is related” (p. 810),

Triandis (1971}, following many other theorists, used a three-part deflaition:
“An attitude is an idea charged with emotion which predisposes a class of
actions to a particular class of social situations” (p. 2). This definition has three
components: the idea (cognitive component), the emotion attached to it (af-
fective component), and the predisposition to action (behavioral component).
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COGNITIVE COMPONENT

The cognitive component reflects thoughts about the attitude object. People
give identical responses to stimuli that are quite diverse. For example, they
may use the term “handicapped” to describe a broad array of persons. A
categury is inferred from comparable responses to discriminably different stim-
uli. People also use eritical attributes to decide how to categorize experience.
For example, to categorize a person as “handicapped.” some individuals may
consider those particular physics! limitations of the person which make certain
kinds of actions difficult; others may consider psychological limitations; and
still others may use many criteria at the same time. In other words, the way
the attitude object is defined is an aspect of the cognitive component. Nu-
memus other thoughts may also be associated with the attitude object: for
example, beliefs about the “cause” of the handicap and the "consequences” of
being handicapperd. Some beliefs about how human behaviors or traits covary
{gv together); for example, a person may believe that a physically handicapped
person is dangerous or strange.

Beliefs about a category of persons are often called sterevtypes. A stereotype
in a belief that members of a particular group have a certain common trait or
attribute. Some parts of the stereotype can be accurate, in the sense that a
connection between a group of persons and the particular behavior or trait
may be shown by careful research. For example, certain groups of pecple who
“gu to church” reliably are stervotyped as “pious.” Stereotypes which have
been validated by resesrch are called sociolypes. However, in most cases,
people do not form stereotypes on the basis of careful research; instead they
react on the basis of a minimum of evidence. Often, all they know is what
other people told them while they were growing up, which is usually inaccurate.
So, most stereotypes have little or no validity.

People also have “implicit personality theories” (Schneider, 1973); that is,
they think they know what kinds of traits “go together.” Sometimes these
theories appear to be so “obviously logical” that people are convinced that
empirical examinations of them are unnecessary. For example, a person may
hold the “theory” that the attribute fat” is related to the attribute “low seif-
esteem,” and then look for data to support this “theory” because it is “intui-
tively and obviously right.”

AFFECTIVE COMPONENT

The whole network of thoughts about categories of people constitutes the
cognitive component of sttitudes toward people. Each element of this network
has some affective value attached to it. Affect is attached to any cutegory
when positive or negative experiences co-occur with the category. For ex-
ample, if “low self-esteem” is frequently associated with undesirable events
or states, then the concept acquires a negative affective value.

An attitude ohject is at the center of a network of thoughts, and each element
ithought’ of the network has some degree of emotion, positive or negative,
assnciated with it. In addition, the attitude objeet is connected to those ele-
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ments with varying degrees of strength. So, the total affect or emotion attached
to the attitude ohject depends on the strength of its connections with various
cognitive elements and on the emotion that is attached to each element (Fish-
bein, 1961). In fact, humans cannot think of many things without feeling some
emotion. We are evaluative animals; that is, we keep evaluating what is geing
on around us.

The importance of evaluation can be seen in the work of Osgood, May, and
Miron (1975). These researchers worked in some 30 different language-culture
communities spread all around the world. They worked with high school stu-
dents, in the students’ own languages, but used identical procedures, They
started by asking the students to provide “qualifiers” to 100 easily translatable
words (e.g., fire, mother, moon, truth, and adventure). Students filled in
phrases, such as (in English) “The HOUSE is " “The
MOTHER." The words that were elicited from this procedure were identified
ss“qunuﬁm.”ﬂsgmdmdhismmokﬂnmﬁ'eqmﬂygimqml-
ifiers and constructed & questionnaire that required every student to indicate
the extent to which each of the 100 words was connected with each qualifier
(e.g.. the extent to which MOTHERS are active). Then, using a statistica)
technique called] factor analysis, which allows scientists to discover similarities
and differences in responses given to such questions, the investigators found
that evaluative qualifiers were highly intercorrelated in every part of the
world. For example, good things are seen as generally beautiful, just, wise.
and intelligent; bad things are seen as generally ugly, unjust, unrwise, and
stuped.

What was important, for our purpose, is that these evaluative judgments
formed the most important (in the sense of variance accounted for) cluster of
worldwide judgments. Universally, people indicated that when using words
to qualify objects the most striking attribute is whether the object is good or
bad. Incidentally, two other clusters of judgments are also universal: pofency
(whether the object is big, powerful, or heavy) and activity (whether the object
is active, fast, and alive).

It is easy to see how these gualities have become important. When early
humans faced a hostile environment, many of the stimuli they encountered
had to be evaluated: “Is this something good or bad for me?” Once the judgmeat
was made, two other judgments were also important: “If it is bad and also
. small, I can afford to ignore it; if it is bad and dead I can also ignore it."
Survival depended on making such judgments ecorrectly. It is becaure we
humans developed the skill to evaluate the world more or less accurately that
we have survived,

BEHAVIORAL COMPONENT

An important set of beliefs attached to an attitude object concerns the be-
haviors that may occur toward the object. The options in the case of social
behavior are limited: One can go foward, away, or against the attitude object.
If the attitude object is guod, approaching it makes sense; if it is bad, avoiding
or fighting it may be good options.
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When humans developed more complicated social systems, they added rii-
mensions. Correspanding to evaluation is association (Roing toward) versus
dissociation (guing away or against); corresponding to potency is supererdi-
nation (giving advice, criticizing) versus subordination (asking for help, ac-
cepling orders of); and corresponding to sctivity is overt action (e.g., hitting)
versus covert action (e.g., silently hating). Finally, in relation to other people,
humans have devised systems of action that reflect the quality of interaction
(e.K.. formality versus intimacy). These dimensions of social action appear to
be universal and emerge in many types of data in both studies of personality
and of social behavior (Adamopoulos, 1962; Triandis, 1977a). In short, our
social behavior can be overt or covert, formal or intimate, superordinate or
subordinate, and associated with liking or disliking the other person. Mixed
dimensions are also common. For example, one may dislike the other but say
or do nothing (covert action); one may like the other but still act very formally;
onemyactinabmsy(mpemrdiwﬂwwwnrdomm«seﬁkesor
dislikes. These nmmﬂexmpmmeadomtdependjmtonmitude& They
alsoreﬂectumkimidwcialsitmionmdthebiswronUwrehuonﬂﬁp
between the persons.

in sum, nneofﬂwnﬂortheontimlimmhﬂhestﬁyohttitﬁesishow
attitudes are to be defined. One difference of opinion is between theorists who
define them simply as evaluation, that is, as emotion for or against the attitude
object, and those who use the three components. Another difference of opinion
is between theorists who define attitude as a predisposition to respond and,
therefore, hy definition, assume that attitudes are related to behavior, and
thase who define it as just another response which may or may not be related
to the behavior of interest. The next section presents the view of the first

group.

How Are Attitudes Related to Behavior?

By definition, attitudes predispose toward action. However, some investiga-
tors have found no relation between their measure of attitude and their mea-
aure of action. One possibility for the lack of correspendence between attitude
and behavior is the poor methadology used in these studies.

A measure has two attributes in which we are interested: reliability and
mihidity. Reliability expresses the consistency of & measure 8CTUSS OCCARIONS
or places. If a measure is reliable, we should get pretty much the same score
when we use it on another occasion or in another place. If the measure consists
of several responses, then there should be consistency across these responses.

Validity refers to the extent to which an instrument measures what it is
supposed to messure. There are many kinds of validity (Brinberg & Kidder.
1982). For instance, concurrent validity is obtained when two measures which
suppasedly measure the same thing are, in fact, related. Construct validity ia
uhtained when correlations emerge among variables predicted from a theory.

Recause we define attitude as a predisposition to action, when we do rot
get a correlation between attitude and action we must show, through an in-
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dependent study, that the attitude measures were, in fact, valid. If there is
no additional informstion of this kind, we do not know why we did not get the
expected correlation. It could be because (a) the attitude messure was unre-
lisble; (b) the measure of the behavior was unreliable; or (¢) the measure of
the attitude was not valid. Each possibility can be checked with additional
data. For example, a researcher can show that the reliability of the messures
is high or that the attitude measure correlates with other attitude measures
that supposedly measure the same thing. Typically, in studies in which the
relation between attitudes and behavior was low, no such additional data were
presented.

The most famous study of the relation of attitudes and behavior was pub-
lished by LaPiere (1834). Methodologically, it was a weak study. However,
since it is historically impostant and people still cite it, it is usefui] to indieate
why it was weak. In the carly 1930's, LaPiere traveled through a portion of
the United States with a Chinese couple. They stopped in 68 hotels and 184
restaurants, and they were refused service only once. Six months after the
trip, LaPiere sent letters to the establishments which had served them, asking
if they would give service to Chinese guests. Only 128 establishments answered
this letter; of those anewering, 9¢% indicated that they would nof sccept
Chinese guests, Thus, LaPiere claimed that there was little connection be-
tween attitudes and actions.

Why is the study a poor one?

1. We do not know whether the person who admitted the Chinese couple was
the same one who answered the letter.

2. The letter elicited a “norm” (i.e., usual and appropriate action) rather than
an attitude; it did not measure the particular respondent’s attitude.

3. There is no additional evidence that the answers to the letter provided a
valid measure of attitudes.

4. There is no information on the reliability of either the behavior or the
supposed attitude measure.

. The attitude objects were not the same: There is a big difference between
"Orientals” (the wording of the letter) and that particular, pleasant-looking,
smiling Chinese couple who arrived in an expensive automobile with a white
professor.

b ]

Although this study was weak, it is very instructive, It tells us thst we
must pay attention to the total stimulus field surrounding the person who is
responding to an attitude question or who is acting. Consider the difference
hetween answering a letter which asks about Orientals in general and re-
sponding to a specific Chinese couple. The difference is immense.

The same point can be made on the opposite side of the argument. There
are excellent predictions from attitudes to behavior in the case of voting be-
havior. Here, the researcher uses a sheet of paper that looks like & ballot, has
the same names that will appear on the ballot, and may be used a few days
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before an election. After the election, people are asked how they voted. The
Iatter answers can be cross-checked against actual voting frequencies across
a sample of precincts. The typical results in such cases have very high validities
(correlations between the aftitude measures and the behavior). The expla-
nation is simple: The two tasks are very similar aud they occur rather close
in time. It is almost like asking & person to vote twice, and the correlations
are more like reliability measures than measures of validity.

Characteristics Associated with Behavior

All behaviors which we study have five characteristics associated with them:
2 specific actor, 8 specific action, in a specific context, at a specific time, and
toward & specific target. Simply put: “Who, does twhat, to whom, where, and
why.” The attitudes which we generally study also will have these character-
istics associated with them. All too often, resesrchers obtain behavioral mea-
sures that have a different set of characteristics from the attitude measures.
For instance, a researcher may mesasure s person’s “sttitude toward handi-
capped people” and obtain a behavioral measure of whether the person will
help a specific blind man across the street. Obviously, there is a lack of cor-
respondence between the characteristics of the attitude and the behavior. The
researcher will probably find a low relation between the general measure of
attitude and the particular behavior, and may conclude that attitudes do not
predict behavior. However, when there is a higher cnrrespondence between
the characteristics of the attitude and the behavior measure (e.g., the attitude
toward helping a blind person scross the street), attitudes will be fairly con-
sistent predictors of behavior. It is important to note, then, that the greater
the degree of correspondence between the attitudes and behavior measures,
the more accurately attitudes predict behavior.

If we measure 8 very general attitude (e.g., attitude toward the handi-
capped), it should not be very surprising to find that this general measure
does not predict very accurately any one specific behavioral measure. Multiple
measures of behaviors that are associated with the attitude object are nec-
ensary. In this case, if we measute a person's attitude toward the handicapped
and then obtain several behavioral measures (e.g., helping a blind person
across the street, donating to a charity for the handicapped, etc.), it is likely
that we will observe moderate to strong relations between the measure of
attitude and the seversl measures of behavior, In shart, if the researcher is
interested in predicting behavior from a general attitude messure, it is im-
portant to obtain multiple measures of behaviors; however, if the researcher
is interested in predicting a specific behavior, it is best to obtain a measure
of attitude that corresponds to the specifie behavior.

In conclusion, the argument about whether attitudes predict behavior is
misleading. If the attitude measures are properly obtained, if the character-
istics of the attitude object correspond to those of the behavior being measured,
and if multiple messures of behavior are obtained to correspond to a general
measure of attitude, then it is likely that a fairly high relation will be found
between atttudes and behavior (Fishbein & Ajzen, 1975).
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Variability in Bekavior

The argument just summarized does not imply that all the variability in be-
bavior is predictable from attitudes. Far from it. Very often people do not do
what they would like to do. This fact is so cbvious that we tend to forget it.
People often do what is legal, moral, or ethical or what has good consequences
in the long run, rather than what gives them the greatest pleasure in the next
minute. In fact, attitudes often control relatively small amounts of the vari-
ability (technically, the variance) of behavior, People sometimes learn how to
act in different situations by being exposed to rewards and punishiments, If
some of these rewands are clearly connected with actions, a person sees good
cansequences for these actions. Other people also give information about what
is correct behavior and act as models for correct action. Much of what we learn
is, mht.snmammampmhmmmedwm
ished for certain actions. Once we sct & few times in a certain way, because
of such social factors or because we expeet good consequences, our behavior
in & situation may esce.pe self-instruction (conscious thought). It is like driving
& car; We stop at the red lights without giving ourselves the instruction to do
so. Our attitudes, then, may be shaped to conform to our behavior, and we
can scquire attitudes that justify what we do. So, in a real sense, when we
study attitudes, we are tapping established behavior patterns.

The relation between attitudes and behavior, then, is reciproeal. Attitudes
predispose actions; actions shape attitudes. Viewed in a broad historical and
crons-cultural perspective, individuals hold the attitudes that are most useful
to them for effective social action in & particular historical period and a par-
ticular culture. These attitudes predispose their behavior, but when their
behavine is shaped by contemporary events (e.g., new laws, social movements,
travel to other countries, etc.), they aequire new attitudes.

Another perspective can be drawn from clinical cases. Many times our habits
are inconsistent with social norms, roles, or even our self-concepts. For ex-
ample, suppose & person has a partirular sexual habit which is not socially
approved. and we measure the person’s attitude toward that sexual habit.
This messure may reflect the social norm (social desirability). So, the person
might indicate a dislike of, and opposition to, such sexual behavior, In many
clinical cases individuals think that they disapprove of s behavior, except when
they are “carried away” and do it in 8 “weak moment.” What we have in such
cases is an affective system, shaped by past pleasant events and personal
experiences, and a cognitive system, shaped by social influences. Each system
predisposes a class of actions, but the actions are incompatible with the attitude
ur are viewed by most members of a society as incompatible, Such persons
may ask clinicians for help to bring their habits in line with their ideals of who
they are and how they should behave,

A less extreme case, but parallel to it is the situation in which a person
has habits (e.g.. smoking) which are known to be harmful. Here, the cognitions
reflect probubilitien of future events (cancer, death, ete.) but the habit is well
entrenched, The person may then /ike to smoke but verbalize the infention
to stop. In this case, too, there is & contrust between the habit-affective system
and the cognitive system.

7
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To sum up, when people have no established habits about a certain behavior
they do what is socially desirable, consistent with their self-concepts, intrins-
ically enjuyuble, and has good pervived consequences. Different persons weigh
these factors differentially; some pay a ot of attention to what is socially
desirable, others do what is enjoyable, and so on. In addition, the weights
may be different for different behaviors (e.g.. when we pray, we do what in
socially desirable or what .18 good consequences; when we drink at a cocktail
party, we may give more weight to what is enjovable). Also, some social
situations call for more of cne or another of these factors. For instance, in a
church. as opposed to a party, people are more likely to perform socially
desirable rather than personal'y enjoyable behaviors.

When a behavior is under “habit control™ (escapes conscious self-instruction),
what we think, feel, or like to do (in short, our attitudes) may be irrelevant.
So, in thinking about attitudes and attitude change. we must consider what
kind of behavior we are trying to change. If we want to change a behavior
thet is under habit control. we have to use one coumse of action; if it is not
under habit control, another course of action may be best.

The secr.nd big issue concerning attitudes, then, is whether they are related
to behavior. The view just described is, by definition, that attitudes are related
ter hehavior. although they may sometimes not account for very much of the
varisbility of behavior. The opposing view is that attitudes are not necessarily
related to behavior.

Another approach to the study of the relation between attitudes and behavior
is the use of people’s specific beliefs about a behavior in the prediction of the
actual behavior. A belief simply links an action (or object) with & consequence,
attribute. or another ohject. For example, vne belief that may be associated
with allowing handicapped students to take part in “normal” classes may be
that “allowing the handicapped to take part in normal classes would mean that
the nonhandicapped students will be slowed down in their learning.” Each
different belief associated with the behavior (in this example, allowing the
handicapped to take part in “nozmal” classes) may then be examined in order
to determine the relation of each belief to behavior.

An example may help to clarif; how we can study the relation of a particular
belief to a behavior. Suppose we are interested in finding out whether the
belief that “allowing the handicapped to take part in normal classes would
mean that the nonhandicspped students will be slowed down in their learning,”
is related to the behavior of voting to allow handicapped students in the
classrvom. We would ask a persun two questions associated with the belief:
(a) “Suppuse that allowing handicapped students to take part in normal classes
would mean that handicapped students will be slowed down in their learning.
How likely is it that you would vote to allow handicapped students in the
classroom™ (h) "Suppose that allowing handicapped students to take part in
normal classes would #f mean that nonhandicapped students will be slowed
in their learning. How likely is it that you would vote to allow handicapped
students in the classroom™ The difference between the responses to those
two questions would indicate the pxychological relevance of the belief to the
behavior of vating. The greater the difference between the two responses, the
more relevant this belief would be to the behavior. Conversely, the less the
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difference between the two responses, the less relevant this belief would be
to the behavior.

This approach has a number of implications for the study of the relation
between beliefs and behaviur. For example, it allows us to determine the
relevance of each belief, If we are interested in altering a behavior, the most
efficient strategy would be to attempt to change the relevant, rather than the
irvelevant, beliefs (Jaccard & King, 1977).

Why Do People Have Attitudes?

Attitudes help people in many ways.

1. Attitudes help people to understand the world around them by organizing
the very complex array of stimuli in the environment. Imagine how difficult
it would be to act if we had to develop our action patterns from first
principles eech time. By holding stereotypes and having predispositions to
respond, we act more quickly. Of course, there is 8 price: To the extent
that our stereotypes sre inaccurate or our attitudes are unjustified, we also
act more inaccurately or inappropriately.

Consider, for example, a person who dislikes handicapped people. Such a
person may be “using information” given to him by others to the effect that
the handicapped are parasites on society. This attitude predisposes a ready-
made response, so the person has a set of actions immediately available when
called for. For example, he or she may vote against government actions in
favor of the handicapped.

2. Attitudes help people to protect their self-esteem. They make it possible
for people to avoid unpleasant truths about themselves or to cover up
uncomplimentary thoughts. In cur example, the person who dislikes hand-
icapped people can cover up extreme stinginess by arguing that the hand-
icapped are itic (thus, the government should not support programs
for hnrnﬁmmwdren).

3. Attituder. help peoj.c to adjust to & complex world so that they will do the
right (rewarding) things at the right time. For example, if a person’s friends
also dislire handicapped people, he or she will be rewarded for such atti-
tudes.

4. Attitudes Lelp people to express their fundamental values. In our example,
the person may place his or her personal, financial condition ahead of a good
society.

This analysis was developed by Katz (1960). He discussed the knowledge,
ego-defensive, adjustive-utilitarian, and valne-expressive functions of atti-
tudes. The importance of the functional approach is that it directs us to examine
the bases of a person's attitudes, which will suggest different courses of action
for attitude-change purposes, depending on which basis is discovered. For
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example, attitude change is best schieved through information if the attitude
basis is mostly informational: it is most effective through psychotherapy if the
hasis is mastly ego-defensive; it is most likely to work through changes in the
person’s socisl group if the basis is mostly utilitarian; and it is most responsive
to an attack on the cunnection between attitudes and values if the basis is
mostly value-expressive, In short, the functional approach implies that we do
not change all attitudes the same way. We should tailor-make our attitude-
change procedures to take into account the functional bases of the attitudes.
Of course. some attitudes may have two or more bases, and more than one
change procedure may be needed to change them.

Attitudes have additional functions. Since positive or negative emotions are
usually associated with attitudes, they may he used as reinforcers. Reinforcers,
of course, may be used to increase or decrease the likelihood of a behavior.
The effectiveness of the attitude as a reinforcer depends upon how polarized
(extreme) it in. For instance. if a person has a very strong positive attitude
toward people in wheelchairs, this attitude may be used to shape a number
of different behaviors, such as helping a persn in a v * elchair, becoming
friendly with someone in a wheelchair, or allowing people in wheelchairs to
attend public schools. The use of the attitude as a reinforcer may increase the
likelihood of thene behaviors. The converse of this example would also be true;
that ix, if 8 person has a negative attitude, it would be possible to use the
attitude to decrease the likelihood of a behavior.

Attitudes may also serve as stimuli to elicit behaviors which have been
previously learned and associated with the attitudes. For example, if a persor
has a positive attitude toward handicapped people, behaviors (e.g., giving to
charity) that were previously learned and associated with the attitude may be
elicited when the attitude is made salient.

In sum, it is »seful to identify the function(s) of each attitude. However, an
important issue in the study of attitudes is how much weight to give to the
functional buses of attitudes, One view is that the study of why people have
particular attitudes is extremely important because only by designing change
procedures specifically for these attitudes can we have real attitude change.
Another view is that the study of why each person holds a particular attitude
is too time-consuming and expensive; we must discover procedures that work
for everybody. even though we admit that such procedures may work better
for some people than for others,

How Are Attitudes Organized?

A central principle of attitude organization is ronsistency (Abelson, Aronson,
McGuire, Newcomb, Rosenberg, & Tannenbaum, 19€3). Cognitive elements
(e.g.. thoughts about attitude objects) are connected with one another posi-
tively ( + u) or negatively (- ). When we assign plus and minus signs to re-
lations. consistency or halance implies that multiplying the signs algebraically
will give us a positive sign. For instance, if Person B dislikes (- ) Person A,
and if Persom A dislikes ( - ) attitude object X, then Person B's attitude toward
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O would be balanced if B liked O, because then we would have ( - ) times (—)
times (+u) = +u. On the other hand, if Person B disliked O, we would have
(-) times () times ( —) = (- ), which is not balanced. Unbalanced attitudes
are more likely to change than balanced attitudes. A ehange could involve any
of the above elements; for example, B may start liking A, or B may perceive
A as liking O, or B may start liking O.

When a person does something positive toward an attitne object but feels
negatively about it, there is imbalance or dissonance (Festinger, 1857). Im-
balance is an unstable state that motivates people to change their attitudes.
For example, suppose some people believe that the handicapped are poor
workers and dislike them. Now imagine that a law requires these people to
hire handicapped workers. Further, assume that they are law-abiding and
therefore, do hire the handicapped. The cognition that they have zcted in a
positive way is in conflict with the cognition t' st they dislike handicapped
people. When there is such conflict, some cognition must change to restore
consistency. Inasmuch as it is difficult for people to think that they have not
acted in a positive way, the cognition about the attitude (dislike for the hand-
icapped) is easier to change. Such people simply may say to themselves, “Well,
what do you know? They are not bad . . . 1 like the handicapped!”

Unfortunstely.tlummmtnlwmthatmmﬂe There are a number of
things pecple can do when they are faced with inconsistency. Abelson (1858)
has identified four such strategies:

1. They can stop thinking about the inconsistency; if the discrepancy between
two cognitions is not considered, there is no reason to change.

2. They can bolster one cognition; for instance, they can argue that their
behavior was due to their being a law-abiding citizens or their desire to
please their supervisor, and has nothing to do with the way they feel about
the handicapped.

3. They can differentiate. That is, they can argue that even though they li'e
sore kinds of handicapped people, they dislike most of them.

4. They can transcend the inconsistency by finding some higher level expla-
nation, such as the general principle that one should act in a positive way
even toward those one dislikes, or by arguing that it is & good principle of
action in a civilized society.

Another complication is the freedum which people saw themselves as having
at the time of the act. If they did not see themselves as free to act positively
or negatively. then there is no inconsistency. That is, they had no choice so
their behavior had no relevance to their attitude. Still another complication

. concerns the extent to which they feel committed to the action. Suppose that

such people see very little reason for acting the way they did, other than that
it was the right way to act. In short, th_y reason that they acted because they

feit that that was the only way to act. In this case, the discrepancy betw «en

action and attitude becomes greater beesuse there is commitment. So, the
more free people feel to act or not to act, and the less reason they see for
having acted. the greater the dissonance and thus the greater the discomfort
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from the discrepancy between action and attitude. The discomfort is reduced
when they change attitude.

The various components of attitude (i.e., cognitive, affective, and behavioral)
must be consistent with one ancther. If they are not, the person experiences
dissonance. Thus, the person's idess must fi. the person’s feelings and inten-
tions to act. Furthermore, past behavior is one of the most important pieces
of information used by the person to decide how he or she “really” feels about
the attitude object.

These general puints apply to everybody, but there are also individual d
ferences in the organization of attitudes which are worth noting. First, there
is the problem of categorization. Conceptual categories can be broad or narrow.
Some people resct to the world with broad categuries, wherers others use
narrow categories. For example, consider the idea of what is “legal.” Some
people categorize many acts of marginal legality as “legal,” any act that does
not land them in jsil is seen as legal. Others have a very finely tuned conception
of what is legal.

The way people react to handicapped persons will reflect, in part, such
differences in categorization. Some will use a single broad category, but others
will use several rather specific entegories. Broad eategorizers tend to be more
tolerant of deviant behavior. They are less upset when a person who is sup-
posed to act one way acts in 8 somewhat different manner. Narrow catego-
rigers, by contrast, accept only a straight and narrow path of action.

An important aspect of categorization is the placing of stimuli into three
categories: acceptance, rejection, and noncommitment. For example, consider
opinions about the way peonle should act toward handicapped children. Some
of these opinions would be acceptable to a person, others would be rejected,
and finslly there will be a group of opinions toward which he or she feels no
commitm:nt one way or the other. It turns out that people who are extreme
in their sttitudes (ie., extremely favorable or extremely u. avor.ole toward
the sttitude object) have a large category for rejection and a very small cat-
excry for noncommitment (Sherif, Sherif, & Nebergsll, 1965).

An important issue in the organization of attitudes is how much emphasis
to place on phenomena that apply to everybody, such as balance and disso-
nance, and how much attention to pay to individual differences, such as dif-
ferences in categorization and in the bases of attitudes.

How Are Attitudes Developed?

Attitudes are learned. For instance, children may learn s new category when
they compare two objects and are told, “This is not the same ss that.” Positive
and negative evente or positive and negative words are associated by parents
with certain categories. The parent may say, “Blind people must be helped
across the street,” and reward the child for helping. After many such expe-
riences, the child learns to feel good and to intend to be helpful in the presence
of blind people. Thus, a positive attitude is born.

When s category of people or a behavior toward people is frequently as-
sociated with positive or negative events, the person learns attitudes toward
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the category or behavior reflecting these events. There are several kinds of
events: direct experience, which may be positive or negative, or indirect ex-
perience, such as receiving information from others. A person may experience
the positive event directly—for example, receiving candy in the presence of
an attitude object—or may be told that one will receive candy in the presence
of an attitude ohject.

People may start by evaluating a particular attitude object neutrally, but
if they form new beliefs connecting the attitude object with particular attri-
butes, consequences, or antecedents, then they will move away from neu-
trality. Some beliefs will be strong and some weak; some will conneet the
attitude object to positive attributes, others, to negative sttributes. The sum
of the products of the strength of these beliefs and the evaluative aspect of
each belief is an index of the affect toward the attitude object. Fishbein and
Azjen (1975) discussed this idea in detail. They pointed out that although a
person holds many beliefs about an attitude object, only some of these beliefs
are salient, and affect toward the attitude object depends only on the salient
beliefs.
- There is evidence that affect is positiveiy related to exposure to an attitude

cbject. In other words, repeated exposure to a stimulus leads to liking it.
Harrison (1977), after a review of 10 years of research on this phenomenon,
speculated that it may be related to the Solomon and Corbit (1974) opponent-
process theory of motivation. This theory suggests that if the presentation of
a stimulus triggers an affective reacti~n, the withdrawal of this same stimulus
will trigger an opposite (the opponent) process which, in turn, resuits in feel-
ings that have the opposite affective velue. So, if a nove] stimulus is threatening
or annoying, the absence of the stimulus will produce positive affect. Repetition
of this sequence leaves the initial process unaffected but strengthens the op-
ponent process (Solomon & Corbit, 1974) so tha: the latter becomes conditioned
to the stimulus and, as a result, a stimulus which originally was threatening
becomes positive after many exposures.

The application of this finding to reaction< toward handicapped persons
suggests that if people are frequently expused to handicapped persons, other
things being equal, they will start to like them. However, this ides is also
related to the so called “contact hypothesis,” a8 hypothesis which has been
shown by research not always to lead to greater liking.

In sum, attitudes are formed because the person is exposed to the attitude
object, which can generate positive affect; the attitude object is observed to
have particular attributes; the person learns from others that the attitude
object has some attributes; and/or the person is rewarded for believing that
the attitude ohject has certain attributes. The rewards may be of many kinds,
such as motiey, goods, information, services, status, or love (Fos & Foa, 1974).
Children, of course. are also receptive to these rewards, although the specific
form of the reward may be different for them. When a reward is given con-
sistently for a period of time, there is more learning but there is also rapid
forgetting (“extinction” of response) when the reward is no longer given. On
the other hand, when the rewand is given only some of the time (intermittent
reinforcement ) extinction does nat occur so readily. In short, learning is more
likely to last if the reward is not always given. Many other factors are relevant,
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such as how big the reward is, how soon after the response the reward is
given, and so on.

How do sterectypes develor? The preceding discussion is Sirectly relevant.
Suppose & person has some powitive and some negative experiences with deaf
people. If the positive experiences are more frequent or of greater magnitude,
or are more clearly connected in time or place to deaf people, then the attitude
toward the deaf will be positive. However, most people do not have direct
experiences with all attitude objects. In fact, most people have limited ex-
periences; the majority of their attitudes are formed in school, or at home, or
are based on what other people tell them. So, one of the major determinants
of stereotypes is what people are told in their formative years. Of course,
reading and watching TV and the other mass media also impact on the for-
mation of attitudes.

Does interaction with deaf persons have good or bad consequences? There
is no simple answer. Interaction can have positive consequences, for instance,
in seeing that one's conceptions about what the deaf can do are wrong (e.g.,
sign language can be used to communicate extremely complex and abstract
concepts). Interaction can also have negative effects. One must analyze the
total situation, the total flow of interaction, and the kinds of rewards and costs
such as the ides that mere contact is beneficial. In some situations interaction
reinforces one's stereotypes and confirms one's worst expectations (Amir,
1969).

The conditions under which interaction takes place are very important. For
instance, when a person is in competition with another group, the interaction
is likely to have negative consequences if that group gets rewards the person
had hoped to obtain. On the other hand, if cooperation with the other group
makes it possible for the person to obtain desired consequences which would
not be available otherwise, then the resuits will be positive.

When two groups differ on a given attribute, the grester the difference the
more likely it is that this attribute will appear in their stereotypes of each
other. Furthermore, they are likely to experience what is called “contrast™—
to see a difference as larger than it really is. So, for example, the public is
more likely to consider “deaf” people as completely deaf and is unlikely to
realize that there are variations in the degree of auditory loss; or the public
may perceive “blind” people as completely blind and not realize that some of
them are able to read print under certain conditions, In such cases, interaction
can change a stereotype, thus eliminating misperceptions and exaggerated
contrasts between one’s own and the other group.

Another influence on the formation of stereotypes and belief systems—the
bases of attitudes—comes from various “implicit personslity theoriea” (Schnei-
der, 1973) about the way attributes, traits, and human characteristics are
organized. For example, a person may think that fat people are jolly, an
attitude that implies a learned tendency to see particular traits as “going
together.” Clusters of traits reflecting (a) extroversion, (b) agreeableness,
(c) dependability, and (d) emotional stability often have been reported in the
literature. In one such study, Tzeng (1975) found six dimensions which were
characterized by the foliowing clusters of traits:
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1. Good, nice, pleasant, honest, just, sincere, polite, sensible, sympathetic,

friendly.
2 Oid, strong, heavy, large, clean, hard-working, courageous, cultured, rich.
3. Young, light, fast, nervous, beautiful, thin, lazy, joyous, amusing, greedy.
4. Optimistic, cpen-minded, happy, hot, simple, wholesome, rich.
, trusting, ealm, sober, sincere, thin.
complieated, intelligent, hard-working, active, curious,

i
|

A related belief is that of & “just world” (Lerner, 1975), that is, the idea
that good things happen to good people and that those who are suffering or
deprived deserve their “ate. Believers in 8 just world are more likely than
nonbelievers to admire fortunate people, derogate victims, be more religious,
be,more authoritarian, and be moare satisfied with existing institutions and
political leaders (Rubin & Peplau, 1975). This belief has obvious Lnplications
for handicapped persons.

mmdmmmmmmmhmm
finc it painful to see a victim of misfortune who has done nothing to deserve
this fate. Observers are threatened by the possibility that the same thing could
happen to them. Observers who derogate the victim feel more secure because
this suggests that as long a8 they are “good” nothing “bad” will happen to
them.

It is possible, then, that negative attitudes toward handicapped persons
represent & “just world” phenomenon. This possibility has important impli-
cations because it suggests that emphasizing the merits of handicapped persons
can increase observers' defensiveness.

What kind of evidence suggests that people have 2 “just world” viewpoint?
In one experiment (Lerner, 1965), twe students, one attraetive and the other
unattractive, worked on a task for which one, randomly selected, was paid.
Observers rated the paid person as contributing more to the task, as predicted
from the “just world” theory. In addition, people felt mare comfortable when
the attractive student was paid and less comfortable when the unattractive
student was paid. However, subsequent research has questioned whether the
“just worid” hypothesis is necessarily supported by these data. In some stud-
ies, for instance, it has been argued that observers may feel guilty for par-
ticipating in situations in which one person is treated better than another, and
that this guilt leads to the derogation of the victim. However, still other studies
have attempted to control for this possibility and found that derogation oec-
curred even when the cbservers could not have feit personally responsible for
the fate of the vietim.

The insue of perceived responsibility for the victim's plight is impartant in
applying the “just world” theory to handicapped persons because it is likely
that most observers (teachers, other students, citizens) are not responsible
for the condition of these individuals. The litersture suggests that derogation
exists when & person is powerless to help the victim. Thus, this theory may
provide an explanation for the overly solicitous behavior often observed among
persons who interact closely with handicapped people. When they perceive
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thmhum‘ﬁeb&mﬂhw&”ﬂnyewiemsndnﬁmmthem
generated by the “just world™ viewpoint.

mmmmwhmkdmnhmwthewaywﬁmdmm
formed. Harvey, Hunt, and Schroeder (1961) argued that some children are
socialized by getting very little infurmation about the way the world is made
w.mwammwmwmwmmmmmm
exphmtioumformmhg.wmmmmhemaduks.theymﬁkely
to conform to authority figures. Other childven, who also are not given any
information, are punished inconsistently. Such children are likely to reject
authority figures; they may become rebels or delinquents. Still other children
are consistently given a lot of information about the way the world is: “If you
do X. Y will happen.” Such cnildren may become adults who like to do what
other people, particularly their peers, consider correet. Finally, some children
are given information inconsistently. This last group may become particularly
inquisitive, often trying new ways of doing things.

According to the argument of Harvey et al. (1861), adults will react differ-
ently to particular attitude objects, depending on iwhicii of the four methods
of child rearing was used during their socialization. ¥or example, if school
authorities say, “We must integrate the handieapped and the nonhandicapped
as an experiment in this class,” those in the first socialization pattern may
conform without asking questions; those in the second may find many reasons
for not conforming; those in the third may “check” with their friends to see
what their friends are doing, and do likewire; and those in the fourth pattern
may say, “Sure, let’s try it,” and then keep a critical eye on the “experiment,”
changing their attitudes if the experiment does not work.

Some child-rearing patterns result in some individuals becoming insecure.
Highly mmmmmnhwdﬁmm.ummﬁwdumk
and generalized anxiety and low self-evaluation (Rohner, 1975). Such adults
are more likely to change their attitudes than people who are secure (Triandis,
1971). Sometimes the attitudes themselves reflect insecurity. For example, a
pemnwhofeelshmmmaymmmﬁwﬁmmmdm
gince a loss in such a competition would be especially humiliating.

An important source of attitudes is our social group. We learn to look at
theworldthewayourdmishedeoeialgrwps(e.g..&mﬂy,&iexds)hokat
it. One way to analyze the sources of people’s attitudes is to check on their
friends. One way to change people’s attitudes is to change those of the persons
with whom they interact. Not only people’s sctual friends, but also the friends
they aspire to have (the reference group) may be important in the formation
of attitudes. If people aspire to join particular groups, say those of higher
status, then their perception of the attitudes of others in those groups is very
important in determining their attitudes.

Certain socialization influences are also responsible for more or less strong
beliefs in a “just world.” One of the consequences of socialization patterns that
lead to a child’s becoming authoritarian, dogmatic, very religious, and so on,
iaastmngbehefin:"justworid."'l'hisconsequemeisbothdmiraNeand
undesirable: desirable because such people are more likely to do what they
believe to be morally correct and consistent with social norms, and undesirable
because such people derogate victims.
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Rubin and Peplau (1975) examined the socialization practices that might lead
to a reduction in the emphasis on the “just world.” They pointed out that mast
children’s televisiun programs give the message that good guys always win
and bad guys always lose. Parents often tell children that accidents are due
to their having been "bad” in the past, teachers usually depict successful people
as faultless, and religious leaders often tell stories about the punishments that
have befallen those who did not follow God's orders. These socialization put-
terns tend to emphasize the “just world™ cognitive bias. More sophisticated
television programs might indicate that sometimes the bad guys get away (a
reality which, according to the Justice Department, is statistically more prob-
able than snyone wants to admit), that accidents are usually not punishments
for some misbehavior, that successful people often have more faults than the
average citizen. and that punishments occur to both “good” and “bad” people.
The world is often unjust. Above all, the knowledge that we humans have a
tendency to see the world as more just than it really is and to defend ourselves
against information that shows it is unjust should help ux to stop derogating
rerfectly inpocent victima.

The issue here, as it is in the evaluation of the functions of attitudes, is the
extent to which we should attend to individual differences and their sources.
NSome scientints argue that we should keep looking at the major common de-
nominators and disrexand individual differences, whereas others put great
emphasis on such differences. A related controversy is whether the person's
behavior is due to internal factors, such as personality or attitudes, or external
factors, such as the nature of the situation (Endler & Magnusson, 1976). The
view advanced here is that behavior is usually due to the interaction of both
attitude and situation. Furthermore, the importance of the interaction depends
on the kind of behavior, the kind of person, and the kind of situation which
are involved (Triandis, 1977a).

A Partial Glimpse of Attitude Change

Inasmuch as attitude changr is well covered by Watts in the following chapter,
here we discuss only one aspect which is particularly related to our interests.

Consider a situation in which a person has negative attitudes toward hand-
icapped people. What can we do to change them? Three broad strategies can
be usmxd: (8) informational, (b) behavior modification, and (¢) experiential.

The informational approach exposes the target person to a variety of ideas,
beliefs, and viewpoints about and possible insights into handicapped individ-
uals. The range of ideas is broad: statistics about the contributions of handi-
capped persons to the gross rational product, information on jobs which can
be done only by handicapped persons (e.g., deaf persons are able to work
comfortably in environments that have very high noise levels), or insights into
one’s motivations and the functional bases of one's attitudes toward handi-
capper] persons.

The behavior madification appraach woukd put the people in situations where
they may make a positive response toward a handicapped individual, resulting
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in & reward. When people see themselves behaving positively, cognitive dis-
sonance (Festinger, 1957) can lead to changes in their attitudes toward the
handicapped which will “line up” their attitudes with the realities of their
behavior.

The experiential approach would cresate conditions in which the experiences
of the individual in the presence of handicapped persons would be positive.
Repetition would condition the person to emit positive affective responses in
the presence of the handicapped individual. Pleasant encounter groups, par-
ties, or situations in which the person receives status or love in the presence
of handicapped persons could be used also.

It is likely that esch approach has a role in 2 program to change a person's
attitudes. The combination to use is & matter of practicality or economics.
Experiential and behavior modification approaches are expensive but effective,

when one wants to change behavior, rather than just attitudes.

One approach that combines the advantages of the informational with some
experiential (st least vicariously) and behavior modifieation elements (by re-
warding correct actions) is the “assimilator” used by Fiedier, Mitchell, and
Triandis (1971) to instruct people on understanding social behavior in other
cultures. This approach can be useful in changing behavior toward handicapped
individuals.

The basic strategy is to present “episodes™ of social interaction to people
with two different perspectives and to ask each person to choose one of four
explanations as the appropriate of esch episode. The procedure
for the development of such assimilators to change attitudes toward handi-
capped persons is as follows:

1. Take a sample of persons who have some experience interscting with, for
em.wmmmmmdmmﬁbeﬂhmwﬁhw
other handicap.) Call it sample A.

2. Take a sample of deaf people (sample B)

3. Interview samples A and B. Ask what “episodes” they can give you that

describe interactions with members of the “otner” group.

Edit the verbal eplsodes into deseriptive paragraphs.

Present the paragraphs to new samples of A and B. Ask them to suggest

why people in the episodes acted a8 they did. Each why is an aftribution.

6. Edit the episodes and attributions so each episode has several different
attributions which have been obtained from both ssmple A and sample B.

7. Present these edited materials to new samples of A and B, Present all the
attributions ss paired comparisons for each episode and ask, “In your opin-
ion, which of these two explanations is the correct one?”

8. Analyze these data for differences in the chosen explanations; that is, iden-
tify situations for which sample A uses one explanation significantly more
(or less) frequently than sample B.

9. Now rewrite the episodes with the statistically significant explanations
found in step 8. The final item should look like the following: For the training
for group A members, each episode should be followed by three explanations
(attributions) frequently given by members of group A and one given by
members of group B. When a trainee chooses one of the A explanations,
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he is told in the “feedback™ that it is “incorrect” from the point of view of

the other group and to study the episode once more. When the trainee

chooses the explanation of group B, he is reinforced and given more feedback
explaining why group B looks at this episode that way.

For the training of group B members, cach episode is followed by three
B-preferred attnibutions and one A-preferved attribution, and the feedback is
structured to parallel the feedback for A members.

The effect of the assimilator is to broaden the perspective of the trainee so
that he or she will consider the point of view of the other group also. The
trainee leams to empathize with and to appreciate the other group’s poiat of
view and, we hope, to change his or her attitudes also. One way to use the
asaimilator is to identify particular needed changes in behavior (as reflected
in the various items) and, after the training, to provide rewards for such
behaviors.

An important problem in the study of attitude change is whether to use a
cognitive (informstional), affective (experiences with plessant and unplessant
events), or behavioral (positive events following specific desired behaviors)
approach. There are also other issues and questions: How much to use each
approach, in what order. who should be the source of attitude change, and
how to modify the approaches for different axdiences. Some new
to attitude change, such as the assimilator. may prove useful, but there is not
enough research in the ares of attitudes toward handicapped persous, using
this approach, to allow a firm assessment at this time, Triandis (1977b) has
discussed some of the methodological problems in sasessing the effectiveness
of such training programs.

To conclude: This chapter has examined attitudes as general phenomenon.
Specific treatments of attitudes toward the disabled can be found in the lit-
erature, e.g., Thomas (1980).
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An overview of theories and research on the topic of changing attitudes toward
handicapped persons is diffleult because few studies have been earried out and
most of those have been atheoreticsl. At first glance it would appear that
virtually all the extant theories and research dealing with the dynamies of
attitude change should be relevant to the topie, but a closer look raises many

comprehensive
nMchmmthande(lm).mm(lm).
Oskamp (1977), and Triandis (1971).

THEORIES OF ATTITUDE CHANGE

Information-Processing Theories

The information-processing views, best outlined by McGuire (1968, 1968, 1972)
and Wyer (1974), call attention to the fact that persuasion is s frequent problem
in communication rather than in overvoming aetive resistance to change. McGuire
transiated Laswell's (1948) analysis of the communieation process (who says
what to whom, how, and with what effect) into the components of source,
message, channel, receiver, and destination. In his analysis of the attitude-
change process, McGuire identified the componesnts of sttention, comprehen-
sion, yielding, retention, and action. Thus, attitude change is regarded as
requiring a successive series of steps, each of which has only a certain prob-
ability of occurring but all of which must occur for 8 change in attitude to take
place. For example, if the probability of a person’s paying attention to the
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message is .50 and his comprehension rate is .40, maximum likelihood of his
yielding to the point of view advocated would be .20; in fuct, in most cases, it
would be much less, considering such tendencies as counterarguing while read-
ing or listening to the communication. If behavior change, rather than verbal
statements of opinion, 1s the ultimate dependent variable, two additional prob-
abilistic steps are required: The person must retain the new opinion for some
period of time, at least long enough to have an opportunity to modify behavior
sccordingly, and then he or she must modify the behavior. McGuire (1972)
concluded ~In the light of this analysis, the wonder is not that advertising
campaigns have so little effect, but that they have any discernible effect at
all”™ (p. 200,

It has been said of the analysis of variance that one of its most userul aspects
is calling attention to otherwise frequently overlooked scurces of variance; in
the same way, the communication-persuasion matrix calls attention to impor-
tant factors in designing attitude-change programs that otherwise might be
forgotten. For example, the question might arise of huw being distracted while
reading 8 communication could affect attitude change; if one concentrated upon
the yielding component, the prediction probably would be that opinion change
is facilitated, inasmuch as thc distraciion interferes with the subject’s tendency
to counterargue. However, distraction alse should lower the probabilities of
attention and comprehension. The resultant effect on attitude change would
then depend upon whether more was gained from interference with counter-
argumei ts than lost hy poor reception of the message, yielding the prediction
of a nonmanotonic inverted U relation over 8 wide range of distraction. That
is, attitr de change should increase with distraction up to some point and then
decrease as distraction becomes greater, Furthermore, if the message were
simple, the comprehension mediator would play a lesser role in determining
the net relation between distraction and attitude change than in situations in
which the communication was more complex.

To predict the effects of a particular independent variable in a given case,
one must firt estimate its effect upon each of the behavioral steps into which
the persuasion process is analyzed and, second, examine the social influence
situation (e.g., message comp.lexity).

In other examples, McGuire pointed out that the multitude of studies in-
vestigating the effects of various personality variables (e.g., anxiety and self-
esteem) upon attituc. change have produced a conflicting array of results
ranging from strong positive to strong inverse relations. If, rather than fo-
cusing upon attitude change or the yielding component, one considered the
probable effect of each variable upon attention, comprehension, and, only then,
yielding, the confusion might be clarified (McGuire, 1968).

Perhaps the most obvious individual difference variable with which to il-
lustrate the application of the information-processing approach is intelligence.
The isyman asked to conjecture hew intelligence is related to persuasability
typically predicts a negative relation on the assumption that the more intel-
ligence people have, the more difficult it will be to persusde them because
they will have more arguments in support of their beliefs, will be better able
to see the flaws in the opposition's arguments, will have greater seif-confi-
dence, and so on. Although al! these conjectures may be true, they focus upon
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meyiekiiantepinthepmcessandlgnmmeoﬂtem When attention is turned
to the reccption components, it is clear that intelligent people should compre-
hend the message more adequately. The positive relation of intelligence and
comprehension tends to enhance susceptibility to persuasion. Again, the net
effects of a wide range of intelligence upon attitude change should be non-
monotonic in the form of an inverted U with the greatest change occurring
among people in the intermediate range. The point of the curve's inflection,
the level of intelligence at which maximum persuasion occurs, depends upon
the relative variance in reception and yielding in the particular situation. That
is, if the message is very simple, maximum change is reached at a lower level
of intelligence than in the case of a complex, difficult communication.

Situations also differ greatly in leeway for individual differences in yielding.
If peuple understand the position being advocated in a physics lecture, for
example, it is highly probable that they will accept it. On the other hand, if
the issue is 8 heated political campaign, individuals may understand the ar-
guments perfectly and still not sccept the position; indeed, a boomerang effect
would not be surprising. The more arguments presented and understood the
more negative people would become (Dean, Austin, & Watts, 1971).

In one of the clearest confirmations of the theory, Zellner (1970) predicted
and found that higher levels of self-esteem were associated with maximum
attitude change as one went from conditions of suggestibility to conformity
and then to persuasability. She reasoned that self-esteem would be positively
related to mexsage reception but inversely to yielding. Therefore, as the sit-
uation placed greater demands upon reception, guing from minimum in the
case of suggestibility, to maximum for persuasability involving relatively com-
plex messages, the optimam level of self-esteem should increase. The results
accorded with predictions, including the mediating variable—reception—which
correlated with opinion change: r = .22 in the suggestion situation, .34 in the
conformity induction, and .39 in the persuasion condition. Furthermore, re-
ception was positively related to self-esteem.

Not all studies have shown the predicted relation with the mediating variable
of reception. For example, Millman (1968) successfully predicted an intersction
effect between levels of chronic and acute (manipulsted) anxiety on opinion
change, based upon iheir presumed influence upon comprehension, only to
find that they had no effect. These results are disconcerting because the in-
formation-processing theories are based upon reception as a mediating variable
in the opinion-change process. Yet, across many studies, the vorrelations be-
tween various measures of comprehension and attitude change tend to be weak
and inconsistent (McGuire, 1966, 1968, 1972). This state of affairs led Green-
wald (1969) to hypothesize that it is not comprehension of the factua! material
per se that is important but, rather, whs he called “recipient generated
cognitions”; that 1x, the idiosyneratic though - nd evaluations that are aroused
hy the communication. It is clear that some degree of message comprehension
is & necessary prerequisite for attitude change to oceur: the questions are how
much and which aspects of the communiqué are most important. These am-
biguities need to be clarified, and further basic research should be done on
the relation between comprehension and attitude change (e.g., Eagly, 1974)
before one can apply this theory with confidence.
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such detailed iaformation about the respondents’ personality char-
acteristics would be available to the investigator, the main value of this ap-
prwhismhnmawmdmemﬁexitydthemdmem

Theories of Consistency

BegimﬂngwithFﬁuHeider(lm).swmberdpsyehdogisuhawdevebped
mmmmmmmmmmmm
among their beliefs, attitudes, snd behavior. The drive for consistency is
assumed to be a motivating factor, so that when inconsistency is introduced
or made salient, people change one or more components to regain consistency.
Although numerous consistency theories have been advanced (see Abelson,
Aronson, McGuire, Newcomb, Rosenberg, & Tannenbaum, 1968), for the sake
of space, only Festinger’s (1857) theory of cognitive dissonance is discussed
here.

Dissonance theory has probably inspired far more research than all other
consistency theories combined. Dissonance occurs whenever an individusl si-
multancously holds two cognitions (ideas, beliefs, opinions) which are psycho-
logically inconsistent. Because dissonance is an unpleasant motivational state,
peoplestﬁvemnd\ueitthmaghamgﬁﬁvemnhaﬁmthstmhwm
adﬁmmmmtcogxﬁdmuwdmghxmorbothmhmfm
gefsexample.ifnpemohbeliemﬂuteignnﬂemlﬁngmmand
knows that he himself smokes cigarettes, he experiences dissonance. Aronson
(196¥) discussed the range of tactics which the person might employ to reduce
this dissonance. The most direct but difficult way to reduce dissonance in such
asitustioniswsmpsnnking.&rmgth'u.m:nsevemlwminwhich
an individual might justify continuing to smoke. He might belittle the evidence
ﬁnkingdgamwmmﬁngwmrwamwwithmherﬁmnemokm
(*If Sam, Jack, and Harry smoke, then it ean’t be very dangerous”). He might
smkeonlyﬁheﬁﬁppedciprettesmdr;ehﬂetﬁmselfﬂmﬂmﬁhermme
cancer-producing materials; or he might convince himself tha! smoking is an
hnpoﬂmtmulhigblyplemmbkacﬁvﬂymdthatsshonerbutmmmyabh
ﬁfeispmfemh!e.Aﬂthesebehaviomnducedimnmwe,ineﬁeﬂ.byhssenmg
the absurdity involved in smoking when it has been shown to cause cancer.
‘The numerous possible ways of reducing dissonance often create problems
with testing the theory (see subsequent discussion).

Classic examples of research include postdecision dissonance in which, after
makingachoicebetweentwoormmobjeﬁstopmthase,theperwnusuﬂly
enhances the qualities of the chosen alternative and derogates those of the
rejected one. In this case, dissonance arises from all the positive characteristics
of the rejected alternatives which are lost; it can be reduced, however, by
enhancing the chosen objeet, such as by reading advertisements that exto its
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virtues. Dissonance theory is differe ntiated from the earlier conflict theory in
this case by predicting that changes in evaluation will occur after, rather than
prior to, the decision.

Another common example of dissonance is liking something as a function of
effort expenditure. For example, if persons work harder to accomplish some-
thing or underye more severe initiations to gain admission to clubs or fra.
ternities, they should evaluate the accomplishment more pesitively to reduce
the dixsonance that would arise from working so hard for something that is
of little value (Aronson & Mills, 1959).

Nimilarly, if a person does something against his or her private beliefs, as
in counterattitudinal advocacy, disconance should occur; the magnitude of the
dissonance should be inversely related to the degree of incentive or justification
for acting. That is, the justification provides strong cognitions consonant with
performing the counterattitudinal act and thereby avoids aronsal of dissonance
(Festinger & Carlsmith, 1959),

The range of dixsonance studies greatly exceeds these examples (see Brehm
& Cohen, 1962; or Wicklund & Brehm, 1976). Arvnson (1968) and others (e.g.,
Chapanis & Chapanis, 1964) have pointed out a number of problems in the
theory. It is psychological rather than logical inconsistency that is important;
conseyuently, no clear, unequivocal rules can be applied in determining in-
comsistency. Ax a rule of thumb, Aronson suggested that dissonance is aroused
when the cognition violates a strong expectancy.

Another problem ix that & person may use multiple modes of resolving
inconsistencies (e.g.. smoking cigarettes), and the best attempts to block off
alternative modes of dissonance reduction may fail. Thus, measuring one mode
of reduction may be snalagous to counting the people exiting from one door
of & burning building.

Incunsistency ix said to arise between two cognitive elements if, considering
them separutely, the opposite of one emanates from the other. However, in
most situat. s, two cognitions sre seldom evaluated by themselves. Conse-
quently, tw . cognitions, when taken in the abstract, which would appear *o
arouse dissonsnce, may fail to do %o because of the existence of a neutralizing
underlying cognition. For example, a counterattitudinal position taken in the
context of 4 formal debate would not induce dissonance because it is clearly
understood by both the speakers and audience that the debaters’ statements
may not necessarily reflect their personal views on the topic at issue. Thus,
the rules of debating provide an underlying cognition that prevents the arousal
of dissonanee.

Underlying most dissonance predictions is (he idea that the person has a
positive self-concept. Thus, telling a lie for a small reward would not be dis-
sonant for a pathological Liar or 2 person high in Machiavellirnism who believes
that lving 15 & central part of life (Epstein, 1969). Indeed, Aronson (1968)
suggested that. in the Festinger and Carlsmith (195%) study, dissonance is not
arousex] between the cognitions “{ believe the task is dull” and “I told someone
the task was interesting™; rather. the perception that “f am a decent truthful
human being™ is dissonant with awareness of having misled someone.

Another problem with dissonance studies is that the variables manipulated
have usually been quite complex. Thus, it is difficult to ascertain just what
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aspect ( the manipulation produces the obtained effect. Furthermore, Cha-
mmw&m;mmmhmmym
odolugy. It is true that there is greater subject self-selection in these studies
than in many aress of psychology, but it is probably unaveidable to some
mmmwwmwmmm
something against their wishes while maintaining the illusion that they are
doing it of their own volition. Indeed, the results of many studies may be due
to the subjects’ having their defenses aroused becsuse they were being “conned,”
rather than their experiencing dissonance. For example, Yale students were
Mmmmmmmdmmmwm
were ade.aantly opposed to the intrusion. In a high-choice condition, most
mmﬂywwhhwmmmmwmm
mm.mmwmmmmwmmmmmw
MWWMMWMMM.MMWM
mhhmdpﬁee.mmwwmmmmdwm
wwmmmmmwmmmmm
Mmammmmmammmm%w-
mptintermuﬁmbemmthe“&umnce"mummmeself-
mdmmmsmdmmkmwm
andthemgnitionolaﬂowingomdftobeconnedimoddngmethhgmiw
one’s beliefs. In short, the question is one raised many years ago (Deutsch,
Krauss, & Rosenau, 1962): Is it dissonance or defensiveneas?

Functional Theories

In this point of view, best exemplified by Katz (1960) and Smith, Bruner, and
White (1956), the position is that if you want to change attitudes or even
understand them. you must know what function they serve. Different opinions
serve various functions and the same attitudes may serve one or several,
depemﬁngonthehuﬁvidthnthebsskomevecﬁnhlstudy,&nitb,
er,dete(l%ﬁ)oﬂeredthmhro@ﬁmeﬁmaenvdbyatﬁtudes
and opinions: object appraisal, social adjustment, and externalization (or ego
defense). Because Katz (1969) elaborated four functions that encompass the
preceding ones in greater detail, they are discussed here instead.

Attitudes Serving the Instrumental, Objective, or Utilitarian Function

This function is based upon the utility of the attitudinal object in need of
satisfaction: it 1s best exemplified in behavioristic learning theory. The atti-
tudes are aimed at maximizing external rewards and minimizing punishments.
To change such attitudes, one changes the person's evaluation of the goal to
which they are instrumental or the person's perception of their instrumentality
1o that goal. Carison (1956) demonstrated the effectiveness of these approaches
to attitude change.
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The Ego Function

This function refers to the sase in which attitudes protect the person from
acknowledging basic truths shout himself or herself or about the harsh realities
of the external world. Attitudes are developed as protection against internal
conflict and external dangers. Mere presentation of new information asbout the
attitudinal object, promising rewards, or invoking penalities would be rela-
tively ineffective in changing these attitudes inasmuch as they frequently
would further threaten the perwon and arouse anxieties, thus feeding ego-
defensive behavior. The attitudes may be susceptible to change by removing
the threats and providing catharsis and self-insight.

The Value-Erpressive Function

The person derives satisfaction from expressing attitudes appropriate to his
or her personal values and self-concept. Attitudes originate through main-
taining self-identity. enhancing favorable self-image, self-expression, and self-
determination. Two conditions are relevant to changing value-expressive at-
titudes: (a) Some degree of dissatisfaction with one's self-concept, or its
associated values, is necessary. This dissatisfaction can result from failures or
from the insdequacy of one's values in preserving a favorable image of oneself
in a changing world. (b) Disaatisfaction with old attitudes which are inappro-
priate to one's values also can lead to change. The impetus to change may
stem from new experiences or the suggestions of other people.

The Kruwledge Function

The individual has a need to give adequate structure to the universe. Attitudes
help peuple to simplify and understand the highly complex universe and to
provice meaningful cognitive organization, consistency, and clarity to their
views of the world. Attitudes serving this function should be particularly
ameneble to change when new information is communicated to individuals, or
when they have new experiences with an attitude object.

Relatively few studies have been conducted specifically to test the functional
approach; they have focused heavily upon the ego-defense function, which is
probably the most interesting and nonobvious, and used racial attitudes and
authoritarianism as the dependent variables. In all cases, the predictions were
that <:hiects who were intermediate in ego-defense mechanisms would be
more influenced by a self-insight approach than their counterparts who were
high and low in this respeet. It was assumed that subjects who were high in
ego defense would be unaffected by the single treatment because it would
threaten them and raise their anxieties; and subjects seoring low would hold
their prejudiced views for other, non-ego-defense, reasons. Thus, for example,
if lowdefense subjects held their prejudiced views to conform to group norms,
or because of a lack of information, providing self-insight on the relation be-
tween emntions and prejudice would be irrelevant.
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The results of these studies (Katz, McClintock, & Sarnoff, 1857; Katz, Sar-
noff. & McClintock. 1956; McClintock, 1958; Stotland, Katz, & Patchen, 1955;
Stotland & Patchen, 1961) were disappointing in that the predicted relations
were obtained in only two (Katz et al., 1957; McClintock, 1958), and, in the
first study. only when using certain measures of ego defense. Four different
measures were used by Katz et al. (1957): two TAT cards; a sentence-com-
pletion test: the Paranoia Scale of the MMP], and items from the (California)
F Scale; the expected relation was obtained only with the latter two. Fur-
thermore, Stotland and Patchen (1961) later used the same F Scale items but
did not find the predicted relation. It is quite likely that a major problem lies
in the assessment of ego-defensiveness: thus Smith (1969) was led to conclude,
“Here. difficulties in assessing motivation combine with those inherent in the
study of attitudes to make clear-cut results difficult to obtain” (p. 85).

Despite the empirical problems in testing the theory, it is of considerable
heuristic value and particularly relevant to changing attitudes toward hand-
icapped students. Since many classes of handicapped persons are particularly
distinguishable subgroups of the population, they would appear, ss in the case
of racial minorities. to be good targets for prejudice based upon ego-defense
needs. Furthermore, teachers and students are likely to experience anxiety
and to feel threatened in interactlons with handicapped children; this state of
affairs is one that presumably arcuses ego-defense attitudes. Indeed, it is the
dynamic quality of ego-defense attitudes that makes them particularly dan-
gernus because they can be triggered by events that have no logieal or direct
connection (e.g., sexual frustration presumably can increase prejudice).

Beliet in a Just Warld

One particularly interesting function served by attitudes toward the handi-
capped is what Lerner (1965, 1971) called the belief in a just world. Although
this topic has been covered in Chapter Two in relation to attitude formation,
it« implications for opinien change are worth noting here:

People have a need to believe they live in a just world—a world in which
deserving people are rewarded and the undeserving are appropriately
deprived or punished. Given this need, the awareness of someone who
is suffering through no fault of his ow:n creates a conflict for the observer.
The ohserver can either decide that the world is not so just after all or
2o through the effort of persuading himself that the “innocent” vietim
actually merited his suffering. One relatively comfortable way the ob-
server can resolve this conflict is by deciding that the victim, though
innocent by deerd, deserves his fate by virtue of his undesirable personal
attributes, (Lerner. 1971, p.127)

It seems probable that the same process would operate in the observer's

responses to handicapped victims who, in most cases, clearly have done nothing
to deserve their fates. Thus, in many cases. negative attitudes toward hand-
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icapped persons may represent the “just world phenomenon”; and, if so, further
information about the merits of the handicapped would simply threaten the
observer to a greater extent inasmuch as it would incresse his perception of
injustice. Rather, it appears to be a case in which providing self-insight (in a
nonthreatening manner) into the mechanisms operating would be more effec-
tive in reducing the negative attitudes. Incidentally, this theory also might
explain the overly solicitous behavior that is often observed among people in
close contact with handicapped individuals—because if they perceive them-
selves as “helping others,” the “just world” discomfort is reduced.

TECHNIQUES OF CHANGING ATTITUDES

Persuasive Communications

No dnubt the most common method of attempting to change attitudes is to
present new information through persuasive messages. The literature on the
topic is voluminous. Although the landmark text is Hovland, Janis, and Kelly
(1953), “ he bent resources probably are McGuire (1969) and Fishbein and Ajzen
(197H).

Source Effects

Kelman (1961) suggested three components of source valence: credibility, at-
tractiveness, and power. In turn, these components are associated with at-
titude change vis three different psychological processes—internalization,
identification. and compliance. Internalization is present when the person
privately tends to manifest an attitude change in his or her verbal report or
behavior even when the original source of the message has been forgotten or
changed to a new position. Here, the credibility of the source is of major
importance. Identification refers to the receiver's desire to establish a grat-
ifying role relation with the source, either in actuality or fantasy; the moti-
vation is primanily induced by the attractiveness of the source. Compliance
involves public acquiescence to the attitude advocated by the source but with-
out private commitment to it; dependence upon power over the receiver is a
means tn attaining desirable goals.

Of the three, source credibility hus been most extensively studied and the
results have been fairly consistent. When sources are purportedly expert on
# topic, more attitude change is obtained, apparently because the receiver is
more willing to vield to the expert’s opinion. Messages from neutral or un-
valenced sources are better learned than those attributed to high- or low-
credihility sources but produce only an intermediate amount of opinion change.
Perhaps it is only whes a person is unable to evaluate the source that he must
analyze the arguments himself.
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Fear Arousal

In an early study, Janis and Feshback (1973) varied the extent of fear-arousing
information on tooth decay in Mexsages concerning proper dental care. With
three levels of fear arousal, they found that the greatest reported change in
tooth-brushing practices, a week later, was for the low-fear condition, and the
least change was for the high fear condition. They interpreted these provec-
ative findings in terms of defensive avoidance reactions in the high-fear con-
dition. Subsequent studies seldom found this inverse relation (Higbee, 1969;
McGuire, 1969) but, instead, generally showed that strong-fear appeals pro-
duced more attitude change than weak ones. McGuire (1969) proposed a non-
monotonic inverted U relation between intensity of fear arousal and attitude
change based upon a two-factor analysis of anxiety. As a drive, anxiety should
tend to increase the probability of the opinion-change response; as a cue, it
should tend to elicit responses such as avoidance and aggression that would
interfere with the opinion-change process. Therefore, an overall nonmonotonic
relation between anxiety and opinion change should oceur (assuming that one
has varied fear levels over a wide range) with an optimal intermediate level
of fear arousal. A nonmonotonic theory, such as that proposed, also implies a
number of interaction effects with situational and individual differvnce vari-
ables. Fur example. higher levels of fear arousal should be optimal for subjeets
who are low, as compared to high, in chronic anxiety. Several studies (Lev-
anthal & Watts, 1966; Millman, 1968) generally have supported this prediction.
Similarly, higher levels of fear should be more efficacious in producing attitude
change when they are highly specific and when detailed recommendations are
made to reduce the fear (e.g., directions about where to go for a tetanus
innoculation. Leventhal, 1970). There is also increasing evidence that various
levels of fear have differential effects upon different dependent variables such
as attitudes and behavior (Rogers & Thistlethwaite, 1970).

Fishbein and Ajzen (1975) criticized this research for confounding degree of
fear with message content; hence, differential persuasion may be attributable
to variances in the information provided rather than to levels of fear arousal.
Similarly, Higbee (1969), in his excellent review of fear-appeals research,
pointed out a number of problems, including ambiguities, in the sources of
fear,

Ihxcrepminey of Position Adrocated

It is of considerable practical importance to know how discrepant the position
advocated by the source should be from the receiver’s initial opinion for the
message to have maximum persuasive impact. We have two competing points
of view on this 1ssue: one is a straightforward discrepancy hypothesis that
states that the more change requested, the greater the amount will be obtained:
the other is a prediction of a nonmonotonic relation in which the greatest
change occurs for intermediate discrepancies. The majority of studies indicate
that the amount of obtained change is 4 negatively accelerated, increasing
function of the discrepancy between the receiver and the messengers’ posi-
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tions, at least up to rather extreme instances (Brehm & Lipsher, 1959; Hoviand
& Pritzker, 1957). On the other hand, in the case of extreme discrepancies, a
decline in opinion change, predicted by the nonmonotonic theories, sets in
(Bachner & Inuko, 1966; Fisher & Lubin, 1858),

Aronson, Turmer, and Carlsmith (1963) reasoned, from the standpoint of
dissonance theory, that the subject may make at least two responses in a
persuasive situation: change opinion or derogate the source, They predicted,
and found, as did Bochner and Insko (1966). that with highly relisble sources,
the paint of the curve's inflection comes at greater discrepancies, if at all, than
for lesa reliable sources, which tend to be easily derogated when their positions
appear too extreme. Unfortunately, Rhine and Severence (1870) and Esgly
(1974) failed to find interactions between sourve credibility and discrepancy.

mmmwmmmmmmmhwngw
reconcile inconsistent findings. To the extent that involvement refers to the
subject’s commitment to his initial opinion, there is some evidence that as
involvement increases, the effects of highly discrepant messages decrease
(Freedman, 1964; Rhine & Severence, 1970); but this finding has not been
universal (Rule & Renner, 1968).

Drawing the Conclusion vs. Leaving it Implicit

A number of studies have sought to demonstrate that persuasive messages
produce more attitude change if the conelusion is left for the reader or hesrer
to draw for himself. This hypothesis was inspired by similar views in psycho-
therapy. Paradoxically, most studies find the opposite: Explivitly drawing the
conclusion leads to greater change than leaving the reader or hearer to infer
the conclusion (Hoviand & Mandel, 1852; Thistlethwsite, deHaan, & Kame-
netsky, 1855). The problem appears to be that most subjects are insufficiently
intelligent or motivated to draw the conclusion and, consequently, they miss
the main point of the message.

Refuting ra. Ignoring Opposition Arguments

Hovland, Lumsdaine, and Sheffield (1949) found thst for those members of
the audience who were initially favorable, ignoring the opposition was more
advantageous; for those who were initially opposed to the conclusion, men-
tioning and refuting the arguments was somewhat superior. There was also
an interaction with intelligence, such that refuting the opposition was mare
effective for those with high intelligence and ignoring it better for people low
in intelligence. McGuire (1969) speculated upon a number of conditions that
would favor .gnoring the oppositions’ arguments; Mentioning the arguments
in order to refute them might suggest to the receiver reservations sbout the
conclusions that he or she would not otherwise have; rather than demonstrating
the source’s ohjectivity, it may indicate that the issue is controversial and the
source hax a persuasive intent; presenting the opposition’s arguments, even
to refute them, may put the receiver in a conflict situation; and, initially
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mentioning these arguments might eause the receiver to switch sides, thus
producing defensive avoidance of the later supportive anguments.

Forewarning of Persuasive Intent -

A number of studies have investigated various aspects of forewarning of per-
sumﬁvemwnt.Theeffectsoffmmmglmvebeendmmﬁtﬁomboth
theoretical and practical standpoints. With the recent rise in consciousness
about the ethics of research, and the consequent concern about deception in
studies of opinion change (e.g.. saying that the study investigates learning,
information processing, ete.), the question of the fe:sibility of simply telling
subjects that one is studying opinion change has been raised.

There are at least three theoretice] reasons for expecting forewarning to
reduce the immediate impact of persuasive messsges: (a) Forewarning may
ledsubjecuwthmkofmmemmmmeimerbefmorwhﬂemadimme
communication (McGuire & Papageorgis, 1962; Petty & Cecioppo, 1977).
(b) Forewarning may arouse psychological rezctance (Brehm, 1966; Hass &
Grady, 1975): that is, the subjects’ freedom of choice in evaluating the content
in impinged upon, thus areusing reactance. (c) Finally, forewarning may cause
the subjects to perceive the communicator as less fair and unbiased (Dean,
Austin, & Watts, 1971; Hass & Grady, 1975). Although the majority of studies
have found an inhibiting effect in forewarning, a few have found positive
effects, particularly in cases of anticipatory belief change (McGuire & Millman,
1963), in which the subjects’ opinions are measured after the forewarning but
prior to receiving the persuasive messages.

Regardless of the immediate effects, Watts and Holt (1979) found in two
studies that after a week's time the initial differences disappeared and fore-
warned subjects showed a delsyed-action “sleeper effect” that brought them
up to the xame level as subjects who were not forewarned.

Ihstraction

One might conceive of distraction and forewsrning as being at opposite ends
of & continuum, ranging from the blatant announcement that the investigator
ix attempting to persuade the subjects to disguised persuasion in which the
study is passed off as one of comprehension or some such thing in the general
area and distraction 8t the other end. In the latter case, typically, not only is
no mention made of persuasion, but subjects ure also distracted in one way
or another to minimize their tendencies to think of counterarguments. Whereas
forewarning has been shown to facilitate the production of counterarguments,
distraction apparently interferes with the subject’s ability to think of them
(Raron. Baron, & Miller, 1973; Petty, Wells, & Broek, 1976). Therefore, dis-
sraction should influence positively the yielding component in persuasion and
make the person more susceptible, if the message is adequately comprehended.

However, there is considerable evidence that distraction interferes with
romprehension (e.g.. Haaland & Venkatesan, 1968 Petty, Wells, & Brock,
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1976). Therefore, if distraction increases to the point where the loss in com-
prehension is too great, a decrease in opinion change should occur because, in
the extreme case, one cannot conform to the position advocated in a com-
municatien without understanding the side taken. Hence, from a theoretical
standpoint {(McGuire, 1969; Wyer, 1974), a nonmonotonic relation should pre-
vail with moderate levels of distraction facilitating opinion change. The ma-
jority of studies apparently have fallen into this "moderate” realm since most,
but not all, have found an immediate facilitating effect of disiraction. There
is some compelition between two theotatical interpretations of the positive
effect (Baron, Raron, & Miller, 1973): the pre-mentioned inhibition of coun-
terarguing and a dissonance theory interpretation that claims that the in-
creased effort required {o understand the message under conditions of distraction
facilitates opinion change.

Indirect Effects of Persnasive Commaunications

In 1960, Katz claimed that one of the most necessary research areas was the
generalization of persuasion. Stated simply, the question is the extent to which
the persuasive effects of a message directed toward a specific topic generalize
to similar or psychologically related, but unmentioned, issues. A number of
studies have consistently shown an indirect persuasive impact of communi-
cations on logically related beliefs (Dillehay. Insko, & Smith, 1966; McGuire,
1966, Wyer, 1974) which, as would be expected, is usually considerably smaller
than the direct effect. McGuire (1960) suggested that experimental manipu-
lation of the salience of logical relations among beliefs should increase the
indirect effects of persuasive communications by disrupting the equilibrium
between wishes and reality that appears to characterize a person's cognitive
system at any given time and to move it further into the logical reality oriented
realm. Furthermore, to the extent that the relations among beliefs are salient,
any change in & given belief requires some degree of corresponding change in
the interrelated but unmentioned beliefs to maintain a given level of consis-
tency. That is, increasing the salience of the relations reduces the chances f
compartmentalization and resulting lack of change on the related beliefs. Sev-
eral studies (Holt, 1970; Holt & Watts, 1969; Watts & Holt, 1970) have sup-
ported the finding by various manipulations of salience which consistently
incressed the indirect effects of communications. Furthermore, Watts (1978)
found that distruction, which should interfere with the person’s tendency to
think of logically related beliefs, significantly reduced the indirect effects of
communications and at the same time increased the direct effects.

(’learly, a person planning an attitude-change program concerned with hand-
icupped persons should be aware of this research, not only to avoid unanti-
cipated consequences in the form of possibly unwanted change in related beliefs,
but also because of the anchoring effects that such related beliefs may have
upan the target belief. That is, if the specific belief attacked in 8 persuasive
message is interreluted with a number of other beliefs to which the person is
cummitted or. for other reasons, the beliefs are resistant to change, they should
serve as anchors for the attacked belief (Holt, 1970; Nelson, 1968) making it
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resistant to change. Thus, an attitude-change campaign, well designed in other
respects, may fail because of the unmentioned anchoring beliefs.

Personal Contact

Most research on the effects of personal intersction upon attitude change has
been directed to racial attitudes but there is no apparent reason for the findings
not to be applied to handicapped persons. Amir (1969) summarized the con-
ditions necessary for interracial contact to have a positive effeet: (8) the mem-
bers of each group must be of equal status or (b) the members of the minority
group must be of higher status than the majority group members; (c) there
must be a favorsble climate for group interaction; (d) the interaction must be
of an intimate rather than casual nature; (e) the intersction must be rewarding
and pleasant; and (f) the two groups should have a mutual goal that requires
interdependent and cooperative action.

Although the list is demanding and probably seldom met in real-life situa-
tions, Cook (1969) created similar conditions in & laboratory setting. Prejudiced
White coeds were placed in the position of having to interact with a Black
person over a 1-month period. When the Wite student agreed to participate,
she was unaware that one of the other participants was Black. The game
required a high degree of cooperstion; it provided a basis for fairly close
interaction for 2 hours each day on an equal basis, and it had a superordinate
gual--winning and earning a bonus. Also, during each 2-hour session, breaks
were planned that afforded opportunities for pleasant interracial interaction
to allow the Black confederate to establish herself as an individual and, thus,
to weaken the subject's racial sterectypes. A comparison of the subjects’ racial
attitudes before and after the experimental treatments indicated that ap-
proximately 40% showed positive changes in attitudes of one standard devia-
tion or more, compared to 12% of an untreated control group of prejudiced
women. Although these results are encouraging, it is important to note that
107% of the experimental women showed no change in attitude and approxi-
mately 20% became more prejudiced,

Foley (1976) suggested that perhaps 2 hours a day were insufficient to spend
togrether since the suhjects then returned to the conflicting norms of a southern
city. Consequently, she conducted her study in a maximum security state
prison where new inmates were randomly assigned to living quarters (two-
and eight-person cells, and dormitories) with the exception of maintaining an
equal distribution by rece. The status of all participants was equal, and the
study expanded on Cook's in that it examined ~hanges in the attitudes of Blacks
toward Whites as well as the reverse.

Different geographic locations within an institution tend to develop different
norms, which are based on the attitudes of the individuals in the area; these
nurms should be expected to influence the attitudes of randomly assigned
inmates. Indeed, normative data for the three living areas indicated that the
reyular inmates from the eight-perion cells had the most negative attitudes
towand interracial interaction, those from the dormitories the most positive,
and the two-person cell inmates averaged somewhere in between. The new
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inmates were assessed on racial prejudice at entrance and again approxinsately
1 month Ister. Changes in prejudice over the month directly accorded with
the normative attitudes of the groups to which the subjects were assigned.
The results indieated a significant main effect for living ares and 2 number of
interaction effects involving personality variables,
in an early study of integrated housing that contained many of Amir's (1969)
criteria for success, Deutsch and Collins (1951) reported decreased prejudice
from the intersction. However, it is difficult to interpret the data
because of self-selection in moving into the integrated housing. Thus, the
people who moved in voluntarily were probably more open to interracial ex-
periences and more ready to undergo positive attitude change toward Blacks.
Siegel and Siegel (1857), in a naturalistic experiment, demonstrated the
influence of group norms upon suthoritarian attitudes. It was shown that
students who lived in former sorority houses were considerably more author-
itarian than their counterparts who lived elsewhere. A unique characteristic
of the school wes that all students who wanted to live in these houses drew
numbers from a pool in 3 random selection process until the open plases were
filled. Thus, the investigators found a naturalistic setting, with the crucial
random assignment to conditions built in, where the effects of living in different
membership groups for a year could be examined. At the end of the year, the
ntmielﬁawhahadnotgaimdemrytothefamrmtyhominghdde-
creased in authoritarianism significantly more than those who had lived in
these houses. Furthermore, the effects of reference groups could be examined
correlationally because, at the beginning of the following year, all students
again had the opportunity of drawing for this housing. The investigators rea-
soned that those students who drew numbers again had maintained the same
reference groups during the year that they had lived elsewhere, whereas those
who no longer were interested in moving into the former sorority houses had
presumaably changed their reference groups. As expected, the data indicated
that students who had changed their reference group showed greater reduction
in authoritarianiam than the ones who had maintained the original, more au-
thoritarian, reference group. Numerous other studies have examined the ef-
fects of group norms upon the attitudes of their members and the results have
generally been pusitive. Hence, we can hope that mainstreaming will resuit
in more favorable attitudes toward nandicapped students, providing the con-
ditions are optimal.

Role Playing

Although much research has focused upon the attitudinal effects of role playing
and counterattitudinal advocacy. one of the most directly relevant studies was
conducted by Clore and Jeffrey (1972). Jt 18 described here in some detail to
illustrate *echnique. Clore and Jeffrey used three conditions (role playing,
vicarious role playing, and a control) to study changes in attitude toward
handicapped persons. Students from an introductory psychology course were
randomly assigned to the three conditions. The role players were told to
imagine that they had recently been in automobile accidents which had severed
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the lower part of their spinal cords, leaving their legs permanently paralyzed.
They were asked to pretend that it was the first day back on campus after
the sccident. Each person was then asked to take a 26-minute wheelchair trip
that included 100 yards of alightly uphill sidewalk, four elevatar rides, several
rampe and doors, and a complicated procedure for buying a cup of coffee.

Vicarious role players were instructed to walk behind the role players at a
distance of 20 feet. They were fuily informed about the roles the others were
playing and they were asked to observe the role players’ experiences but not
to interact in any way, ride in the same elevator, or help them. Control subjects
were asked to sper-: an equivalent amount of time walking around the campus
and having a cup of coffee at a different location.

A number of dependent messures were taken, including affective and at-
titude scales; an attraction measure for the experimenter (who appeared to
be confined to 8 wheelchair); volunteering a manth after the experiment to
help show handicapped prospective students arcund the campus; ahd a delayed
attitude questionnaire given 4 months later. Role players had changed sig-
nificantly compared to the control group on all messures except one of the
four affective rating scales and volunteering to show a disabled student around
campus. In the last measure, considerably more of the role players (63%) and
vicurious role players (68%) volunteered than those persons in the group con-
trol (42% ), but the difference did not reach significance. Intereatingly, on most
measures the vicarious role players changed almost as much as their role-
piaying counterpans. .

The study demonstrates the dramatic effects of emotional role playing upon
individuals' attitudes. The delayed effects are particularly impressive, inas-
much as they were obtained by telephone poil 4 months after the experiment,
during a different semester, and in a context in which it was extremely unlikely
that the respondents would connect the telephone poll with the previous ex-
periment: the critical item was one of four directed to the expenditure of
student funds. The authors favor an empathy interpretation of their data rather
than dissonance reduction, because the viearious role players responded so
similarly to the artual role players.

In contrast to Clore and Jeffrey's findings of striking similarity between
role players and viearious role players, an earlier study by Culbertson (1857)
found that a much greater percentage of role-playing subjects changed atti-
tudes toward Blacks than of observers who merely listened to the discussion
and were instructed to assaciate with assigned role players. It should be noted,
however, that both role players and observers became significantly more fa-
vorable than untreated controls who only provided opinion data. As Fishbein
and Ajezen (1975) pointed out, the discrepancy between the two studies may
be due to the fact that in the Culbertson study role players actively generated
information while the observers passively listened, whereas in the Clore and
Jeffrey study, the roles of the two groups were more similar. Indeed, im-
provisation was suggested by King and Janis as early as 1956 as a necessary
condition for active participation (role playing) to increase attitude change.

In a different context (cigarette smoking), Janis and Mann (1965), Mann
(1967), and Mann and Janis (1968) reported that emotional role playing by a
patient who had just learned that he had developed lung cancer and, conse-
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quently, could expect painful illness, hospitalization. and early death was much
more effective in producing both immediate and delayed (18 months) reduction
in smoking than merely listening to a tape recording of one of the experimental
MeSSIONS,

However, Fishbein and Ajzen (1975) noted that different information was
available to subjects in the role-playing and contrul conditions in these studies,
For example, Janis and Mann exposed all control subjects to the same tape
reconding of a single role-playing session selected for its exceptional “dramatic
and emotional quality.” However, it is virtually certain that if another role-
playing sexsion had been recorded the control subjects would have been ex-
posed to different information. A better procedure would have been to use
Fishbein and Ajzen’s “yoked” contruls whereby each person would have ob-
served a different role-playing sexsion. It seems far more likely that Janis and
Mann used 8 conservative strategy ratier than one that would have maximized
differences; that ix, it appears that listening to “the best” role-playing sessions
would have resulted in more change among the controls than if each individual
had been exposed to 8 different session. At any rate, the importance of role
players and controls having identical information cannot be overemphasized.

A poasible source of bias in most of the studies, which would faver active
participation, is the heavy use of introductory psychology students. It seems
reasonuble that psycholagy students, as a group, are more empathetic than
the population at large; since empathic fantasy ability has been shown to
facilitate opinion change through active participation (Elms, 1966; Matefy,
1972), the obtained results may be more supportive of role playing. Further
more, the great preponderance of college atudents used as subjects probably
indicates that the average 1Q of the participants in these studies was well
above the general population; this varisble is positively related to opinion
change through active participation when appreciable improvisation is required
(Watts, 1473, 1977). Despite these criticismx, the technique appears to be
valid: more interestingly, it hasx been shown to work in studies involving
disabled persons.

1 punterattitudinal Behavior

This area represents a3 reversal of the usual format in which information is
presented in an attempt to change the recipiend's attitude, with the hope that
# hehavioral modification will ensue, Festinger's (14571 theory of conitive
dissonance provided the impetus for a wave of studies on the effects of coun-
terattitudinal behavior. According to this theory. if a person behaves in a
manner inconsistent with his or her private beliefs or attitudes, a state of
dissonance 1= aroused which is psychologically unpleasant and, in turn, provides
the mativational impetus reduction through various modes, one of which is
attitude change. Festinger reasoned that dissonance would be greater when
subjects performed counterattitudinal behavioral tasks for small, rather than
large, payments or under mild. rather than strong, negative sanctions, sinee
each condition provided adequate justification Tor the behavior. In a classie
expoeeriment, Festinger and Carlsmith (1954 varied the incentives for telling
lies. All subjects, male undergraduates, performed two boring and repetitive
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tasks for approximately 30 minutes. Afterward, the control subjects were led
to another room where a different person interviewed them on how interesting
and enjoyable the tasks had been. In the experimental conditions, the subjects
were told that the investigutor's assistant could not come today and another
student was already waiting to take part in the experiment. The experimenter
then offered to hire the subjects to perform the role of assistant for either §1
or $20. The experimenter introduced them to the waiting female subject, who
was actually his confederate, and, in accordance with instructions, the subjeet
attempted to convince the confederate that the experimental tasks were in-
teresting and enjoyable. Then the subjects. like those in the control group,
were interviewed in a different context. As predicted, subjects in the §1
condii 1un thought the tasks were more interesting and enjoyable than those
who had been paid $20, presumably because of the dissonance aroused by the
unjustifiable telling of lies.

Cohen (1962) extended the range of payments to $10, $5, $1, and 50 cents
and, in an unpublished study, to 5 cents, causing McGuire (1966) to comment
that there was room for orx: more dissertation in the ares if green stamps
could be used as incentives for counterattitudinal essays. Again, in accord with
dinsonance theory, an inverse relation was obtained between amount paid and
the degree to which the subjects changed their beliefs in the direction of the
position advocated.

Many similar studies have followed that examined a range of behaviors. For
example, army recruits were induced to at fried grasshoppers and they rated
them as more tasty (Smith. 1961); children prohibited from playing with an
attractive toy under conditions of mild threats devalued it more, following a
temptation-resistance period, than the children who were severely threatened
(Freedman, 1965). The somewh: t mixed resuits led to the refinement and
elaboration of different variables that =iould interact with reward or coercion.

Fishbein and Ajzen (1975) summarized a list of requirements, each assumed
to be a nevessary but not sufiicient condition for the arousal of dissonance.
Subjects must commit themaeives to perform the counterattitudinal tasks with
full awareness of the kind of reward they are to receive (if any); they must
do so voluntarily with a maximum of subjective decision freedom; they must
feel personally responsible for the aversive consequences of their behavior,
which must violate an expectancy related to the self-concept: and it must be
impossible for this behavior to be considered justifisble under any circum-
stances. They concluded, rather negatively, that even when investigators have
attemptesd to meet all these conditions, the dissonance effect has not always
been observed; more important. if all these requirements are accepted as
necessary. it is doubtful that any situation can be found in which dissonance
plays #n important role in determining social behavior.

An exaet opposite conclusion was reached by Varela (1971) who enthusi-
astically and, presumably. effectively applied dissonance theory principles to
mdustrial situations (e.g,. passing over 8 man for promotion; selling stan-
dardizedd window shades in Uruguay where no two windows are the same size).
Huowever, in Varela's work, it is somewhat difficult to separate the extent to
which the eesults are due to dissonsnee thecry or his own charisma. When
Wicklund and Brehm (1976) reviewed the research in dissonance theory, they
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came out on 8 more positive note, perhaps because Brehm was one of the early
disciples of the theory.

A number of problems arise in applyink dissonance theory to any particular
situstion. One of the more difficult is selecting the appropriate .aagnitude of
reward (or punishment): If too much of either is administered, no change can
be expected; that is, the justification for certain behavior would be quite
adequate if, fur example, one's life were at stake. Un the other hand, if too
little reward is promised, a boomerang effect may occur as the subjects justify
their decision not to perform the requested task.

One of the impressive aspects of the studies of counterattitudinal behavior
is that the change appears to last for considerable time. For example, Freed-
man (1965) found that after time periods ranging from £3 to 64 days. virtually
all the children’s initial devaluations of the forbidden toy had persisted. How-
ever, in a series of studies, Nuttin (1975) and his colleagues found that the
near-total persistence occurs only when the subjects have been post-tested
immediately after the experimental treatment.

Bem (1967) argued persuasively and demonstrated, in several simulation
experiments, that the obtained dissonance effects in the forced-compliance and
role-playing studies can be interpreted more parsimoniously in terms of at-
tribution theory. Thus, if a person observed another doirg an onerous task
for little payment, he would infer that for some reason the particular individual
must find the task enjoyable. Bem argued that people basically make inferences
about their own actions in the same way, that is, “I must like brown bread
becsuse I'm always eating it,” or, to paraphrase H. L. Mencken, “I don't know
what I thint ustil | hear what [ say.”

Dissonance thearists have countered with the argument that an chserver is
in a very Jdifferent situation in that he or she does not know the subject’s
crigina. attituge, whereas, to the degree that it is at all salien.. the subject
has tius advantage. Nisbett, Caputo, Legant, and Marcecek (1973) have shown
that people make quite different inferences about the causes of their own
behavior as compared to that of someone they are observing. Regardiess of
which interpretation in correct, from a practical standpoint, considerable re-
seureh indicates that countersttitudinal behavior can be an effective way to
induey- attitude change.

sacratic Methods and Value Confrontation

McGuire (1960) and others (Henninger & Wyer, 1976; Holt & Watts, 1969;
Raosen & Wrer, 1972) demonstrated the “Socratic” method of persuasion whereby
a person’s opinions are changed through the mere process of answering a
questionnaire and. thus, becoming aware of inconsistencies. For example, a
person might be asked to rate his belief in the three following statements:
(8) “When traffic congestion increases there is a marked rise in the incidence
of deaths caused by lung cancer.” (b) “Traffic congestion in the Bay Area is
becoming worse.” (¢) “There will be increases in death from lung cancer in the
Bay Area.” ‘nee the inconsistencies huve hecome salient they are resolved
through changes in opinion. Although not all studies have found evidence for
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this process (e.g., Watts & Holt, 1970; Dillehay et al., 1966), the preponderance
have; this fact is provecative enough to warrant serious consideration.

Whereas the Socratic method induces apinion change through subtly making
people aware of inconsistencies among their beliefs or opinions in the process
of answering questions, Rokeach's (1971, 1973) value confrontation approach
exposes people to information designed to make them consciously aware of
the states of incnsistency that chronically exist within their value-attitude
systems, belew the level of conscious awareness, When individuals become
aware of previously existing contradictions or inconsistencies between their
values and self-conception, they should reorganize their value systems. Fur-
thermore, since values are presumably dynamically related to behavior, such
reorganizations should lead to some form of value-related behavior change.

In a typical study Rokeach had subjects rank 1% terminal values, such as
freedom, mature love, and a world at peace, in terms of personal importance,
Then the experimental subjects were shown the average rank ordering made
by a large sampling of fellow students, with freedom ranked first and equality
11th. To arouse feelings of self-dissatisfaction, the experimenter interpreted
these findings to mean that students, in general, are much more interested in
their own freedom than that of others. Subjects were then invited to compare
their rankings with those in the table. To incresse dissatisfaction, subjects
were ssked 1o state their degree of sympathy with Civil Rights demonstra-
tions. Immediately aterward, they were shown a table that displayed a strong
positive relation between attitudes toward Civil Rights demonstrations and
values given to equality. The experimenter interpreted the significance as
follows: “This raises the question as to whether those who are against Civil
Rights are really saying that they care a great deal about their own freedom,
but are indifferent to other people's freedoms. Those who are for Civil Rights
are perhaps really saying that they not only want freedom for themselves,
but for other people as well” (pp. ). Once again, subjects compared their own
rankings with results shown in the table.

The results indicated lonz-term changes in the rankings of equality and
freedom among experimental subjects but little change among controls. At
titudes of the experimental group toward equal rights for Blacks had improved
significantly at the delayed testing (3-3 months and 15-17 months), but not for
the short-term (3 weeks) testing. Finally, significantly more experimental than
control subjects responded favorably to an unobtrusive mailed request to join
N AACP, and they enrolled in an ethnic core program in the college. The results
were much ~tronger for subjects who had reported dissatisfaction with their
rankings. Using a path analysis of Rokeach's (1973) original data, Grube,
(ireenstein. Rankin, and Kearny (1977) argued that the primary source of
bwhavior change, after self-confrontation, is awareness of inconsistencies be-
tween behavior and self-conception, rather than mediation through values.
Rokeach's data revealed that the method primarily affected the behavior of
participants whose previous values and attitudes were not inconsistent with
an egalitarian self-conception but whose behavior might have been.

In a <tudy directly concerned with educatio 1, Greenstein (1976) conducted
an experiment 1n a field setting with teacher trainees at Central Michigan
University. During the first week of the teaching program, he administered
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& pretest questionnaire containing Rokeach's value survey. Approximately 10
days later, during the experimental sexsion, the subjects received a “results
summary” containing their own rankings of the 18 terminal values and feedback
from 30N student-teachers who had completed the same value scale the pre-
vious year. The trainees’ attention was focused upon two target values, and
they were told approximately the following:

One of the most interesting findings shown is that the student teachers,
on the average, felt that “A Sense of Accomplishment” (ranked a “4™)
was very important: but that “Mature Love” (ranked as “8™) was con-
siderably lexs important. Apparently, Central Michigan University stu-
dent teachers value "A Sense of Accomplishment™ far more highly than
“Mature Love.”

The experimenter then invited the student teachers to compare their own
rankings with those of the former sampl. and, after a few minutes, cv.itinued
by telling the group that the previous year's teschers had been divided into
two groups, those considered “good” and the others, “mediocre,” as evaluated
by their supervisors. It was then pointed out that the rankings were reversed,
with the hetter teachers rating mature love rather highly and placing much
lexs emphasis on a sense of accomplishment. The statement was then made
that these data ruise the question of whether concern for the problems of
others, and the placing of less emphasis on personal achievement, is essential
t success ax u public school teacher. These data could be interpreted to mean
that g teachers value the problems of others above personal gains or ad-
vantages,

Students were then invited to compare their own value rankings with those
of the “guod”™ and “medinocre™ teachers and to discuss the interpretations of
the differences. Control subjects were asked to rank the values as they per-
cei ext professors of education might: they were then given actual composite
ratings made by professors of education in another study and encouraged to
take part in a 15-minute discussion.

Thirteen weeks after the treatment session, the post-test was sdministered
and evaluations were made from the recently completed student-teacher rating
forms. Post-text differences in the rankings for mature love were as predicted;
the experimental subjects ranked it much higher than the controls (p > .001).
There were no significant differences in the rankings for a sense of accom-
plishment between the two groups; but this finding appeared to be due to the
fact that the pre-test rutings were already consistent with the values of good
teachers and. consequently, there was no reasc1 to change. Perhaps the most
interesting finding was that teaching evaluation scores were much higher for
the experimental than control subjects (p -~ . 008),

It is impressive and, indeed, almost ineredible that one brief self-confron-
tation period can have such pronounced and long-term effects. The study is
commendable in that it was conducted in a naturslistic setting. The judges
(teaching supervisors) were unaware that an experiment was in progress,
which ruled out some sources of invalidity. When considered in conjunction
with earlier studies (Rokeach, 1971, 1973). the findings show considerable
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mmnummmmmmmw
ufnmdifyingmde:behﬁwhmnhmamm.m.
-whice-community relations, locus of control, and teaching. Hence, one could
remmblymhsdeummhmﬂwdsbuldbeeﬁecﬁvemmtfymmm
toward handicapped persons.

PERSISTENCE OF INDUCED ATTITUDE CHANGE

Amunﬁnsthatammdestowardhmdimmdpmmbnwbeenammny
changed, temporal persistence becomes a topic of major importance. Ephem-
eral changes or “elastic shifts in opinion” (Cialdini, Levy, Herman, Kozlowski,
& Petty, 1976) would be of little interest because mainstreaming is & relatively
m-wmmmmmmmmmmhe
custly, if not impossible. Furthermore, it is imperative that changes in atti-
:mwm:atmmmwumdmmmm of
course, ifbe}nﬁwﬂdmwmhﬁthlbhﬁmd.theirpem“ﬁd
be equslly important. The most comprehensive review of the literature on this
topic is by Cook and Flay (1978).

In the pmssddismssimsevenl:heaiesmdprmdwfwchsnging
attitudes, comments have been made here about the persistence of the re-
sulting changes. For exampb . in discussing Rokeach's (1973) self-confrontation
method, the studies to date .ndicate remarkable persistence, in some cases up
tn 24 months. Similarly, studies of role playing and counterattitudinal behavior
have shown long-term changes. Also, some of the research on the modification
of ego-defense attitudes through self-inaight procedures found a “sleeper ef-
fect” wherein delayed changes were greater than immediate ones. Although
thesestudiesusedavmietyofmhxﬁquesandnpmmdm.theyanhveone
thing in common: personal, active participation. It appears that the one gen-
eralization which can be made is that actively, rather than passively, involving
pervons leads to more long-term attitude change. Watts (1967) specifically
sturdied the persistence of opinion change under conditions of active, compared
to passive, participation in a situation in which, through prestudy and aiter-
ations of the communications, the immediate effects of the two methods were
virtually identical, thus providing idesl conditions for studying temporal per-
sistence. In the active condition, subjects wrote essays arguing in favor of
various attitudinal positions; in the pasaive condition, they resd communica-
tions taking the same povitions that had been modified to produee equivalent
immediate change. Greater persistence was predicted for the active group on
the basis of more ‘avolvement and subsequent thinking about the issues, read-
ing about them, mmmmmmmmwedaw
offect” for the sctive group whereby the attitude change not only declined less
rapidly over time but, also, showed an absolute increase from the immediate-
to-delayed measures. This information was related to the extent to which
subjects said they had discussed and read additional information about the
topic.

{n discussing the relatively strong; persistence found in these types of studies
(cunsistency-based and behavioral-obrervation approaches, including role play-
ing), (ook and Flay (1478) enumerated four general factors that seem to have

62

74



been present when total persistence resulted.

1. mmmmhnmmmmmmmm
dilemmas (how do | justify not playing with s toy that I like?) in the
resistance-to-temptation studies; discrepancies between values and behav-
ior in Rokesch's studies,

2 Most experiments seem to have generated considerable emotional affect
(e.g..Jm&!m'mlmmmdembmadgwm
cancer vietim).

3. Most experiments seem to have had a high degree of personal relevance
for subjects.

4. There were usually rather obvicus ways available for redueing the self-
relevant dilemma and its related asousal state.

mwmmmmmmwm
manipulations, however, it is wise to remember Nuttin's (1975) position that
total consistency is induced b foreed compliance in dissonance studies of
counterattitudinal behavior onl; when immediate post-tests are given to the
same subjects. It would be prer ature to conclude that such is the easo for the
full range of consistency stud..s; indeed, Nuttin dealt only with the forced-
compliance design. Nevertheless, caution should be exercised until further
data ere collected with designs systematically varying the presence or absence
of an immediate post-test.

Research concerning the persistence of change induced by persussive com-
munications has resulted in less consistent findings ranging from omplete
persistence and, in some cases, sleeper effects, to complete loss over com-
parable periods of time. In one of the few studies specifically investigating
this topic, Watts and McGuire (1964) examined persistence as 8 function of
subject recall of various aspects of the messages immediately afterward and
over periods of 1, 2, and 6 weeks. The findings were complex, indicating that
abiﬁtytomcal!ﬂaenmﬁﬁﬂadmnt&lmdthemm.thewﬁc.m
positively related to immediate change but negatively related to persistence
after 6 weeks. Ability to recall the position taken in the message, or its con-
clusion, was positively related to immediate change and unrelated to persis-
tence, after 6 weeks. Only memory of the specific arguments used in the
messages was positively related to change at both the immediate and delayed
times of measurement.

In a later study (Watts, 1967), subjects who remembered both topic and
sidemkeninmssagesrudSWeksmﬁermhdwwedmpemme
than their counterparts who failed to recall these aspects of the communica-
tions. (In this study, only 14% of the subjects recalled one aspect of the message
without the other, so the two measures were combined into a single index.)

Un the other hand, in studies in which the conclusion or side *aken in a
communication was reinstated after the message (Cook & Insko, 1968), or
when the conclusion was overiewrned by being repesated seven times in the
communication, and social support for message scceptance was present (Cook
& Wadsworth, 1972), persistence of induced change resulted. Similarly, al-
though the greater immediate changes induced by high-status sources do not
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fast, multiple presentations Johnsen & Watkins, 1971) or the reinstatement
dmﬂmnmmdwmmm(l{em& Hov-
tand, 1953) creates greater persistence. In general, however, there is little
mMmmmdemmﬁmmm

studics found considerable persistence over time, but the dynamics of what
variables lead to persistence are not well understood.

CONCLUSIONS

ltw@&em&e&eﬁnm&mmmw
hmdkappedpemisthmuhmuﬁvepaﬂkipﬂhnmhod(e.g..mb-
playing, counterattitudinal advocacy, and value confrontations). This recom-
mmuwwmmmammm.

in any given session. Therefore, economic and other practical matters may
dictate the influence procedure chosen. If it is necessary to reach large numbers
ufpwple,themofmmdhmightbedvinbh.

[t should be clear that this chapter is not meant to be 8 cookbook or “how
to do it” manual, Such a text would not be feasible given our current state of
knowledge. Rather, it is hoped that the contents have some heuristic value
which will suggest mmmmmmmmm
questioﬂarisesoftheestemtowhichmeﬁmﬂmindwed in the chapter,
mostly from laboratory studies, can be generalized to the natural environment
or “real world.” Granted that carefully conducted experiments have internal
validity, to what extent do they also have external validity or generalizability?
In & classic article, Hoviand (1859) discussed the differences between exper-
imental and survey studies of attitude change in an attempt to reconcile the
conflicting results. Many of his comments are equaily appropriate to the ques-
tion of generslizability of laboratory studies, Hovland pointed out that in
luboratory studies the investigator has a captive audience and some degree of
attention is guaranteed, thus ruling out the selective-exposure phenomenon
thatoﬁenoccursinmturalisﬁesetﬁngswhereinpeop&etendwrudmly
communications with which they are already in agreement. Another important
factor is the individual's personal involvement with the particular issue. Lab-
aratory studies typically choose uninvolving issues to assure obtaining some
degree of attitude change, whereas surveys and programs about handicapped
persons deal with topics high in personal involvement. Consequently, the
individual may resist opinion change.

Time of measurement is another factor differentiating laboratory studies
from naturalistic settings. In laboratory studies, opinions are most often mea-
sured immediately after the influence attempt, when change would be greatest;
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tumﬂ:y.theymbeteﬁedwwhd\eﬂbemnt.ﬂm.wtheemﬂm
the immediately induced change is ephemeral, surveys or attitude change
programs may produce quite different results. A related issue is the amount
of post-communication interaction that would usually be minimal in the labo-
ratory study where, after cinss, students disperse; it could be considersbie in
attitudechange programs, however. Thus, if & hostile environment is en-
M.MMWMMMMMwh-
mm;mmm.ﬂmeumam.wm
should be solidified. Finally, the classroom setting of many lsboratory exper
mmrmmwmmhmmmmm
augmenting its effect. Inzsmuch as most programs designed to change atti-
tudes toward handieapped persons probably would be conducted in sehool
mmwuamwmmmmmamy
research.

Theextento!thecongmen&betmtbesehﬂmh&ehbaatwyex—
mmmm&umuwmwmmmmmbewmm
the chances of obtair .- the same results. However, even when the two sit-
uations appear to be :dentical, it must be remembered that the naturalistic
setting is far more complex and, therefore, different results may be produced.
MIMmmm&mermmmmemhsdmﬁesu“tmh'bm,
rather, a:- ! 'mmwmmgmmnwbnmmbem
most eff e
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Approaches to the Measurement of
Attitude

ROBYN M. DAWES

In 1925, L. L. Thurstone presented a technique for assessing the judged
seriousness of crimes. The title of his article, “Attitudes Can Be Measured,”
clearly implied that measurement of attitude was something new, that it could
not be done without using the proper techniques, and that those techniques
were available.

Attitudes are complex, personal, and hizhly “human.” When we spesk ahout
the measurement of attilndes, what do we mean? (a) What do we mesn pre-
cisely by “measurement™ (b) What is it about attitudes that we “measure™?
Because the second question is ecsier to answer, let's consider that first.

A frequently made statement is that a score on an attitude scale, let us ssy
of attitude toward God, does not truly describe a person’s attitude. There are
so many complex factors invoived in an individual's attitude on any issue that
it cannot be adequately described by a simple number such as a score on some
sort of test or scale. This is true, but it is equally true of all measurements.

The measurement of any object or entity deseribes only one attribute
of the object measured. This is the universal characteristic of all mea-
surement, When the height of s table is measured, the whole table has
not been described but only the attribute which is measured. (Thurstone,
1931, p. 19)

Nofe: This mmuam was prepared while the author was a James Mckeen Cattell
Sabhatical Fellow at the Institute for Necial Kesearch and the Psychology Department,
The University of Michigan.

70

82

ot

J',

R P
FERRTT

b
'3



So the answer to the second question is very simple: We measure attributes
(aspects, dimensions) of attitude and we dexign a measurement technique that
will assess thase aspects or dimensions. But 'ot us turn to the first question:
What in “measurement ™

In an influential article, Stevens (1851) defined measuren-ent? as "the as-
signment of numbers to objects or events according to rules” (p. 1). However,
there ure many ways of doing so; in fact, an infinite number of rules exist for
assigning numbers to any particular set of objects or events. Consider, for
example. the number of rules that can be used to assign numbers to beauty
contestants or politicians (e.g., cube the distance between the candidate’s chin
and left forefinger when she is standing at attention and divide by the number
determined from the sign of the zodiac ut her birth). Few of these rules would
yield meaningful predictions (e.g., who will win) if the assignment of numbers
does not represent meaningful attributes.

To understand the concept at issue, let us consider physical measurement
first. Weight is a simple example. It refers to an attribute of objects that is
assigned according to the simpl~st of rules: the number of standard weights
(pounds, grams, or fractions thereof) an object balances in a pan balance.
Moreover, once we have determined the weight of objects, we can make
meaningfu! nredictions about them, alone, in part. or in concatenation (placed
together). For example. one or more objects weighing a total of 6 grams will
sutweight a 4-gram object. Weight is termed representational measurement
because the weight <" objeets literally representa their behavior in pan bal-
unces. The behavior that can be predicted before it is observed yields a con-
smistency check on our measurement system.

Not all representational measurement uses numbers. For example, the Mohs
scale orders the hardness of minerals from talc to diamonds on the basis of
which scratches which. The scale has a consistency check. When mineral a
scratches mineral b, ¢ is represeited above b in the order; when mineral &
seratches minersl ¢, b is represented above c in the order. It now folows that
a must be represented above ¢ in the order because orders are, by definition,
transitive. If the re resentation of minerals' hardness is consistent, it follows
that since @ is ordered above b and b above c,then a must serateh ¢; it does.

At first glance, the consistency check for the Mohs scale may appear to be
trivial in comparison with the consistency check for weight; nevertheless, the
Mohs scale is a valid representation of one attribute (hardness) of a class of
objects (minerals). Any order that represents an attribute is just as valid a
representationsl measure as is 8 weight or number. In the attitude domain,
the most successful type of representational measurement—Guttman scal-
ing—consists of an order.”

“uttman scaling is presented in detail in the following section,

The fact that orders can be valid representational measures seemed to have escaped
sume members of the British Association for the Advancement of Science in 1432, Several
members of its commission who were empowenad to atixdy the problem of messurement
in wcial seience came to the cunclusion that concateration was not possible in social
inquiry and. therefore, that scientific messurement was impossible; hence, social inquiry
coubd not be 8 seience,
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Orders are not trivial. Spurious orders can be detected because they fail
the consistency check. For example, one of the begt known spurious orders is
the pecking “order” among chickens. Close observation reveals that it is not
transitive. hence fails the vonsistency check, hence is not an order. When
chicken a pecks chicken b and chicken b pecks chicken c.it does not necessarily
follow that chicken a will peck chicken c. Apparently, chickens are too stupid
to establish the sort of pecking order (status hierarchy) found among some
types of age groups; among chickens, who pecks whom is stable but depends
to a large extent on the vicissitudes of the first encounter between two chicks.

Representational measurement is rare in the study of attitude; instead,
questionnaires and rating scales are pervasive. Although these devices are
used to try to assess important aspects or attributes of peoples’ attitudes, they
do not constitute representational measurement because there is no internal
consistency in the subjects’ responses that can be checked for correspondence
to the numbers or orders derived from such responses. For example, suppose
a rating scale offered subjects a range of numbers from -3 to +3 to indicate
disagreementagreement with the statement, “Taxes should be lowered with-
out a simultanecus cutback in governmental services.” A man chooses +3.
What inferences can we make on the basis of this behavior? That he will
probably vote for a tax reduction? That he is politicaliy naive? That he believes
in paying government workers by manufacturing money? We cannot even
make a firm prediction about some other response he may make to this or
another rating scale. In other words, there is no consistency check for his
response; thus the rating scale is not representational measurement.

Measurement that predicts in the absence of a consistency check has been
termed inders measurement by Dawes (1972). Some theorists argue that index
measurement is not messurement at all, but the important question is net the
definition of measurement but whether index measurement is useful. It is, if
it predicts. For example, pollsters use rating scales (index measurements)
almast exclusively, and their predictions of election outcomes are usually cor-
rect; even when they are wrong it is by only slight margins, as in the Truman-
Dewey election of 1948, (See Abelson, 1968, for a discussion of the remarkable
aceuracy of pollsters.) Of course, these predictions are statistical in nature
and on occasion specific predictions can be quite wide of the mark.

Basically, two types of statistical predictability are studied to determine
whether an index measure is useful: internal predictive validity and external
predictive ralidity. Internal predictive ralidity refers to tiie power of re-
sponses to predict other similar responses (e.g, from une rating scale to a
highly similar ane); esternal predictive calidity refers to the power to predict
to topographically dissimilar behavior (e.&., from rating scale to responses to
voting). Most good index measures can be shown to have both types of pre-
dhietive validity.

Reprosentational measurement, by definition, has predictive validity through
the consistency check. Hence, the basis of all measurement is empirical pre-
diction.
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AN EXAMPLE OF REPRESENTATIONAL MFASUREMENT:
GUTTMAN SCALING

Guttman scaling (named after Louis Guttman: he did net originate the tech-
nique but he was most influential in developing it during World War 1) is 8
technique that represents people and stimuli in an interlocking order. It is
representational in that the resulting interlocking order yields consistency
checks through transitivity, just as the arder of hardness represented by the
Mohs scale yields such checks (aitnough the checks in Guttman scaling are a
bit more complex). It is widely used in a variety of psychological and social
contexts.

The Basic Technique

Suppose that a set of arithmetic items could be ordered perfectly in terms of
difficulty and that people could be ordered perfectly in terms of arithmetic
ability. Then, each person who passed a given arithmetic item would pass all
the easier ones, and each person who failed a given item would fail all the
maore difficult items. The result would be an interfocking order of people and
items, people would be ordered with respect to items, and items ordered with
respect to people. That is, each person could be represented between the
hardest item passed and the easiest one failed; correspondingly, each item
could he represented between two people (see Figure 1),

FIGURE 1
Relation of Items and People on Basic Guttman Scale

Increasing skill
People
$ \ { \ \
} ¢ $ $
Arithmetic items

Increasing difficulty
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The purpose of Guttman scaling is either to construct from obtained data
such interlocking scales or to test the theory that predicts the occurrence of
intertocking. Usually, as in the preceding example, people are interlocked with
stimuli. Abstractly, the «caling technique can be used to construct or test for
interlocking orders between the elements of any two sets (Coombs, 1964). For
simplicity of exposition here, however, the method is explicated in terms of

The investigator wishing to construct a Guttman scale begins with the knowl-
edge of whether each individual should be onvlered above or below each stimulus
(e.g., whether he or she has passed or failed an arithmetic item). A perfect
Guttman scale exists given the fundamental condition that (a) if there are
people who should be ordered above stimulus j but not stimulus &.then (b)
there are none who should be ordered above & but not j (Ducamp & Flamange,
1969). When this fundamental condition is met, it follows that stimulus & can
be unequivocally ordered above stimulus j in the resulting interlocking scale.
Moreover, people can unequivocally be represented in the scale () below both
stimuli, (b) above j but below k,or (c) above both. (If the condition is satisfied,
of course. no one could be represented above & but below j.)

One simple algorithm for forming a Guttman acale is to construct 8 matrix
in which the rows represent people and the columns stimuli. (All people with
the sume response pattern are treated as identical, as are all stimuli that elicit
identical response patterns.) An X is put in each cell if and only if the row
person surpassex the column stimulus. A perfect Guttman scale exists if and
only if it is possible to rearrange the rows and columns of this matrix to obtain
a triangular pattern of Xs: The person farthest out in the order should surpass
all the stimuli (those surpassed by no one are irrelevant), the person next
farthest should surpass all but the most extreme stimulus, the person next
farthest should surpass all but the two most extreme, and so on. If the most
extreme person is represented in the top row of the matrix, the second most
extreme in the second row, and 5o on, the resuit is a triangular pattern of Xs
(Dawes, 1972, p.46).

The consistency check is made by determining whether the basic condition
of Guttman scaling is satisfied. If stimulus & should be above stimulus j in the
interlocking order (becuause someone or snme pev.ple surpass j but not k), then
no one should surpass k but net j. In point of fact, this condition is rarely
satisfied in its stringent form because there are usually a few excepiions that
prevent the perfect order. But exceptions are tolerable as long as they are
infreqquent (e.g.. exceptions in pan balance measurement are tolerable if the
balance mechanism is crude and given to error).

Examples

The mewt widely known example of Guttman scaling concerns fear symptoms
in combat (Stouffer, Guttman, Schuman, Lazarsfeld, Star, & Clausen, 1850);
they range from pounding heart to uncontrollable and frequent urination (being
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“scared pisaless”). For example, the probability is very high that soidiers who
lose control of their bowels have previously vomited; for those who do not
vomit, the pmbability is very low that they will lose control of their bowels;
and some soldiers vomit without losing control of their bowels but very few
lose bowe! control without having previously vomited.

Other examples of Gutton scaling have been presented by Bentler (1968),
Dawes and Moore (1979), Patterson and Dawes (1975), Podel and Perkins
(1957), and Spaeth (1965). Spaeth found that the voting behavior of Supreme
Court Justices can be ordered on the basis of their economic liberalism and

behaviors can be ordered from negativism to physical humiliation; Dawes and
Moore found that cheating in college conforms to a pattern whereby all who
cheat on term papers also cheat on exams, but not vice versa; and sexual
behavior in our society was found by Podel and Perkins and by Bentler to
progress in order from touching to cunnilingus.

An Example of Guttman Scaling on Attitude Measurement

Anendurhrginwmtofsodﬂpsychowmhuheentbesmdydpnjmee.
that is, of individuals’ attitudes toward others as a function of the ethnie nr
national group to which those people belong. In order to evaluate prejudices,
Bogardus(l%)devehpeds“wchldistsnce"mk;mmﬂymgideahmt
the more prejudiced individuals are against a particular group, the greater
the social distance they insist on maintaining between themselves and members
of that group. For example, & person who is extremely prejudiced may insist
tln&mmbemofaparticuhrgmupmtbeaﬂowedmvisithisorhermmry:
people who are only slightly prejudiced may accept those group members as
mighborsbutmthcloseldmﬁpbymiage.ManimﬂW'sMudim
is assessed by discovering the degree of social distance he or she places between
himself or herself and members of the group against whom he or she is prej-
udiced: the greater the distance, the greater the prejudice.

Bogardus developed his social distance scale by asking whether individuals
would accept specific group members as citizens, neighbors, fellow club mem-
bers, and s0 on. He did not explicitly state the principle of the Guttman scale
but the idea is implicit in his concept of socia) distance. An individual who
would not let a group member come within a certain social distance should
not let the group member come any closer (e.g., a person who refuses to grant
the group member citizenship should reject that member as a neighbor); fur-
thermore, if the individual allows the group member to come within a certain
distunce, he or she should allow him to come within all greater distances (e.g.,
peopie who allow the group member to become a fellow club member should
allow him or her to visit the country). It should be possible, then, to construct
& GGuttman scale according to the principle that the ethnic group dominates a
certain distance ~riterion if. and only if, the respondent refuses to allow a
group member to come within that distance.
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This example has some rather unusual features. Most often, a Guttman scale
represents real people dominating or failing to dominate real stimuli. In this
example, the “people” are stereatypes of a single prejudiced judge, and the
“stimuli” ar hypothetical situations indicative of social distance. These unique
features have no bearing on the logic of Guttman scaling; the Guttman scaling
procedure unly reouires the establishment of an interlocking order between
two sets of elements; the nature of these elements is irrelevant to the pro-
cedure.

The Bogardus technique requires the construction of a separate Guttman
acale for the prejudices of each individual: if the order of hypothetical situations
on these scales is the same from individual to individual, then there is very
strong evidence for Bogardus's concept of social distance. In general, the order
is the same, but there are interesting culturas differences (Triandis & Triandis,
1965),

A Caution

How much inconsistency should he tolerated bzfore making the devision that
a <t of observations cannot be reprenented by an interlocking order? Although
there is no definite answer to this question, one word of caution is necessary:
When the number of observations collected is small, it is often possible to
construct something that looks like a Guttman scale—even if the resronhse
patterns are generated randomly.

Consider. for example, the sampling of 20 observations of domination of
stimuli @ and b in a population in which the puttern of people and stimuli do
not interlock. Consider, also, that all four responses to the two stimuli are
eyually likely in the population; that ix, 25% of the people duminate both a
and b: 25% dominate a but not &, 25% dominate b but not a; and 25% dominate
neither. It would not be at all unlikely to obtain a sample in which seven people
dominate hoth « and b, two people dominate a alone, six people dominate b
alone, and five people fail to dominate either. (The Pearson chi-square value
for testing the hypothesis that all response patterns are equally likely is 2.80.
The value needed to reject this hypothesis at the .05 level is 7.81 [df = 3].)
Then W¥é (1% of 20) of the response patterns conform to s Guttman scale in
which ¢ is ordered above b, Morcover, it is necessary to regard only 2 of the
10 actual responses (20 subjects times 2 responses each) to be in errur in order
to have a perfect Guttman scale. (The people who dominated a should have
dominated b also.)

Une minus the proportion of responses that must be changed in order to
obtain a perfeet scale is sometimes termed a coefficient of reproductibility. In
this example, this coefficient is .95, which sounds impressive. However, high
values of this coefficient can often be misleading. The problem is that the order
of the stimuli ix determined after the observations are collected; hence, “cap-
ituiization on chanee™ is bound to veeur. It is possible, however, to specify the
onder & priori and see how well the response patterns fit it, in which case the
coefficient does not involve such capitalization.
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AN EXAMPLE OF INDEX MEASUREMENT: RATING SCALES

Rating scales are index measurement techniques that are used to assess in-
dividuals' attitudes by asking them to express those attitudes in terms of 8
categorical or numerical rating. They are widely used in social psychology.
particularly in attitude assessment. Ordinarily, they consist of categories (often
ordered), numbers, or lines; sometimes, they consist of combinations of cat-
egories, numbers, and lines. The individuals whose attitudes are being as-
sessed usually are asked to select a single category, pick a single number, or
place a check mark at a single point on a line; sometimes individur '« at . 4sked
to do something more complicated, such as to indicate on a line 2 ruage of
positions acceptable to them.

Six examples of rating scales are presented in Figure 2. In Figure 2a (Adorno,
Frenekl-Brunswik, Levinson, & Sanford, 1850), subjects are presented with
statements that express authoritarian attitudes and they are asked to indicate
agreement with each statement by selecting a number from +3to — 3. Notice
that they must selevt an integer vahie and that a specific verbal category is
paired with each integer. Notice also that they cannot express complete in-
difference towand a statement; there is no 0 on the rating scale. (The first
statement in Figure 2 in taken directly from the original scale on authoritar-
ianism; the second is an adaptation of the original statement and is used more
frequently.)

Figure 2b is an example of the semantic rating scales used by Osgood and
his ussociates (Osgood, Suci, & Tanner baum, 1957). Subjects are asked to
indicate their feelings about the concept presented to the left of the scale. The
extremes of this scale are defined in terms of bipolar semantic adjectives
instead of agreement or disagreement; furthermore, the positions between the
extremes are not paired with verbal labels, although the midposition is clearly
meant to be used when a rater associates the concept with neither pole of the
adjective pair.

Figure 2¢ is taken from s study by Sikes and Cleveland (196%) in which
police and community members participated in 8 program of face-to-face con-
frontation that was meant to alleviate tensions. When the program ended,
each participant was asked to rate its success by choosing one of the four
evaluative labels: excellent, very good, good, poor. Notice that although these
labels generally are regarded as forming a good-bad continuum, “poor” is the
only possible unfavorable response.

Figure 2d is from a study (Valins, 1966) that attempted to manipulate male
subjects’ attitudes toward Playboy playmate pictures by giving the subjects
false information about their heart rates while they were looking at the pic-
tures. Here the subject is able to choose any number between 0 and 100 to
indicate his feelings about attractiveness; he is not constrained to choose among
only a few alternatives. Another important difference between this and pre-
vious scales is that the verbal categorizations are associated with a range of
numerical values inatead of with & single number.

The next example, Figure Ze. is taken from a study by Walster (reported
in Festinger, 1961) in which the attitudes of inductees toward military jobs
were assexsed at varying times after they had chosen between two jobs. This
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scale, easentially, is like that presented in Figure 2d, except that the verbal
labels are associated with single points on the scale and the subjects, therefore,
may make a respunse "between” two labels.

Finally, Figure 2 is an example of a Likert Scale. These scales consist of
declarative statements with which subjects indicate their degrees of agree-
ment. There may be any number of categuries of agreement, ranging from 2
to 9 or se (the usual is 7), and there may or may not be a neutral category.
No numbers or spaces are associated with these categories. This particular
~~xample is taken from the work of Cowen, Underber, and Verillo (1858); it is
discussed later, in the section “An Example Combining Direct and Indirect
Assessment.”

FIGURE 2
Six Examples of Rating Seales

The following statements refer Lo opinions regarding s number of social groups
and issues. sbout which scme people sgree and others disagree. Plesse mark each
statement in the left-hand margin according te yo. - agreement or disagreement,
as follows:

« 1; alight support, agreement - 1: alight opposition, disagreement
+ 2. moderate support, agreement -2 moderste opposition, disagreement
+ 3: strong support, agreement -8 strong opposition, disagreement

Sciences like chemistry, physics, and medicine have carried men very far
but there ure many important things that can never possibly be understuod

by the human mind.
Mmtpeopkdonimﬁaeunexmmwmmeirﬁmmm:nedhy
secret plota hatehed in hidden places.
{a)
MY FATHER active -: - —:-: -1~ pasive

f.1
Please rate prog-am
by circling your choice.
Excellent
Very Good
Good
Pour
{c)

How attractive is thi' playmate?

a0
Not at all alightly moderately very extremely
()

Continned on nert page
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There are many types of rating scales in addition to those presented in
Figure 2; they range from simple ones that require a subject to respond only
“yex” or “nu” to complex unes, such as the scale presented in Figure 2e. Rating
scales are found throughout social and educational psychology, especlslly in
research concerned with attitudes. For example, almest all public opinion
surveys use a rating scale, in that subjects are asked to express their attitudes
directly by using a veroal category (e.g., “strongly approve,” “approve,” “dis-
approve.” or "strongly disapprove”). Furthermore, a great deal of research
on attitude change defines such change in terms of changes in rating scale
behavior: for example, Festinger (1964) presented 10 studies of attitude change;
in seven, the subjects’ attitudes were assessed by rating scale methods alone.

Figure 2—continued

How muchwnuldymlhkewwkstthisjob

L Would like very much

Vould like fairly much

Would like and dislike equally

Would dislike fairly much

Would dislike very much

NIRRT EnEY
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Would dislike extremely much
(e}

The blind adult s not quite as mature or “grown up™ as the sighted adult.  (Circle

1 4]

strongly aptes, mikdly agrev. mildly disagree, strongly disagree
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Example of 8 Rati..gx Scale: The Semantic Differential

One of the m- <t ubiquitous of sl} rating scale techniques is the semantic dif-
ferential (Osguod ot al., 1967). Jts purpose is to assess the different semantic
connotations of & concept for the person doing the rating. The semantic dif-
ferential consists of a word or concept te.g., FATHER in Figure Zb) which is
rated bynsubjeﬂonssetofsales;eachmhismhm'edatbothpdesby
adjectives that form a continuum (e.g., hard-soft). The subject places a check
nmrkauhepoimonthecontinuumwhichhefeebmmlydmibes
the concept. For example. a man rating the concept FATHER on the active-
passive scale would place his mark next to the word “active” (one extseme of
the scale) if he thinks of his own father as a very active person. If he thinks
of his father as somewhat “passive,” he would place a mark near the middle
of the xcale but on the passive side of the continuum; and if he thinks of his
father as neither active nor passive, he would place the mark exactly in the
center of the scale. This procedure is followed for each semantic seale for the
concept.

The three major types of scales used to assess the semantic dimensions are
(a) evaluation (i.e., good-bad), (b) potency (i.e., strong-weak), and activity
(i.e., active-passive). The reason for concentrating on these three dimensions
is that & number of factor analytic studies (using people from 26 different
cultures arvund the world) have demonstrated them to be the most important
fuctors of semantic connotation; that is, if we know how an individual rates a
cmeept on these three dimensions, we can predict fairly well how that indi-
vidual will rute it on a variety of bipolar semantic seales. Thus, the semantic
differential technique has high internal predictive validity. Although the fac-
tors discovered are hypothetical variables, they correspond very closely to the
actual semantic scales defined by the adjectives “good-bad,” “strong-weal,”
andd “active-passive.” Recause this correspondence is not perfect and the re-
liability of \ « single scales is low, additional scales are used to evaluate these
three factors. Three or four scales are used to assess each; for example, the
scalen “good-bad,” “tasty-distasteful,” and “valuable-worthless” may be used
to assess the evaluative dimension.

The location of the concept on esch of the three dimensions is usually de-
termined by averaging the ratings assigned to it on the three or four bipolar
«ales meant to evaluate that dimension; these averages are obtained by as-
signing values of from 1 to 7 to correspond to each position on the scales. Once
these values on each dimension are obtained, it is possible to represent the
concept in a three-dimensional space and to evaluate the distance between
concepts in that space. Osgood and Luria (1854) believeu that such distance
represents “difference in meaning” (p. 580). They further proposed the fea-
sibility of studying chanyes in meaniny by observing changeain spatial location.

Osgondd and Luria (1954) engaged in an extensive investigation of psycho-
therapeutic change as evidenced by change in semantic differential ratings.
The concepts which they asked patients to rate and the scales which they used
are present in Table 1. The coefficients at the bottom of the tables are the
“factor loadings™; that is. the correlations between the scales actually used
and the three hypothetical variables of evaluation, activity, and potency.
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Concepts
LOVE MENTAL SICKNESS SELF-CONTROL
CHILD MY MOTHER HATRED
MY DOCTOR PEACE OF MIND MY FATHER
ME MIND CONFUSION
MY JOB FRAUD SEX
NY SPOUSE
Scales arnd Their Factor Loadings

Scales Evaluation Activry Potency
valuable-worthless R ) 13 04
clean-dirty 82 08 -.06
tasty-distasteful i -.11 08
fast-slow 01 .70 .00
sctive-passive 14 .59 04
hot-cold -.04 .48 -.08
Inrge-small .08 34 a2
strong-weak .19 20 62
deep-shaliow 2 14 48
tense-relaxed - .56 37 -.12

Sowrce: C. E. Osgood & Z. Luria. A blind analysis of a case of muitiple personality
using the semantic differential. Journal of Abnormal ard Social Psychology, 1954, 49,
§79-591, p. 580,

The semantic differential appesrs to have demonstrated external as well as
internal predictive validity. It is widely used in psychological investigations
of attitudes toward a variety of social ohjects and phenomena. It can be used
to investigate attitudes toward handicapped persons held by either nonhan-
dicapped or handicapped individuals (with the same or different handicaps),
The attitudinal dimensions of evaluation, potency, and activity are particularly
suited for such investigations. For example. we could compare how “sctive”
a blind person is regarded to be by other individuals with how “sctive” he or
she regards himself or herself to be. Further, it would be possible to trace
the self-image of handicapped persons through the cours:: of some program
aimed at mastery of compensatory skills,

A word of caution in interpreting the results is in order. The semantic
differential is not subtle. Any mildly intelligent people are quite aware that
they are being asked to express feelings about the goodness, strength, and
activeness of the concept being rated. It is posaible, therefore, to fake re-
sponses in the direction deemed socially desirable. In particular, when people
actually fee! that crippled, blind, deaf, old, or mentally retarded persons are
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bad, weak, and passive, they may avoid labeling them as such during attitude
assessments, especially if the investigator is actively involved in helping hand-
icapped persons. Moreover, if une is participating in a treatment program,
one may feel compelled to project through attitude assessments a more positive
self-image as the program continues,

How do we “know” that. a subject is not “faking™? We do not. In fact, we
never can know for the simple reason that it is impossible to know directly
the subjective experience of another individual. Nevertheless, we can know
samething about the experience of another, and, in contexts where self-reports
of experience are highly fakable, it is wise to use direct reporting techniques
in conjunction with others, such as direct behavioral observation or indirect
techniques. (The latter are discussed in a later section.)

A Caution: The Literal Interpretation of Fallacy

Consider a policeman who has taken part in the Sikes and Cleveland (196K)
program which was initiated to ease police-community tensions. He is asked
to rate the program by choosing one of four categories—“poor,” “good,” “very
good,” or “excellent” —on an evaluative scale. If he chooses “gand,” doca the
choice mean that he regards the program as, literally, “good™

Suppose he thought the program could best be described as “fair.” In the
rating scale used by Sikexs and Cleveland there is no such cateyory: our subject
may. therefore, choose “good” in preference to “poor.” Suppose he tends to
avoid making pejorative statements about other people or their eflorts. Thus,
10 matter how had he may think the program is, he must say at the least that
it is “good™ if he is to avoid the only pejorative label, “poor.” Suppose he does
not have a very strong opinion of the program; it would be natural then for
him to avoid using an extreme category, which leaves him with a choice of
rating the program “good” or “very good.”

in short, because individualy' responses on a rating scale may be determined
by many factors other than attitude, their responses cannot be interpreted
literally. Sikes and Cleveland were aware of the ambiguity in responses and
therefore they worked out other more sophisticated techniques to evaluate
police and community attitudes (Cleveland. 1970).

To interpret responses literally on a rating scale is a fallacy. The Sikes and
Cleveland scale has been used to illustrate this fallacy because it clearly dem-
onstrates the problems of the literal interpretation of responses. But all scales
are subject to the same problem. For example, people may tell a polister that
they “spprove” of the President’s policy, not because they like the policy but
hecause they feel that it is somehow unpatriotic to “disapprove” of the Pres-
Wlent, or that “the President deserves our support,” no matter what ques-
tionable course of action he has taken, or because they do not like to say
unpleasant things about people, or even because they may suspect that the
pollster is compiling information about dissident citizens.

Inthe preceding examples, the factors other than attitude that may influence
the subject’s response are yuite straightforwand, Sometimes, however, these
factors can be subtle. For example, Johnson and Foley (1969) have shown that
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w«ummm.w&mwuwﬁw
telling them that what they did was a “time-filling” instead of an educational
task.

The principle that rating seale responses cannot be interpreted literally
should not be surprising. Hecause rating scales are usually used as index
messures, they must be evahuated in terms of their predictive validity. Simply
presenting somecne with a scale and noting his or her response to it does not
mmm&m.mmmmuﬁumhmw
lieving that the individual’s response to the scale provides a certain source of
information. Ifit d »es provide any information, this fact must be demonstrated
and not assumed cn the basis of the scale's structure. Interpreting a response

literally involves s1ch an assumption.

Statistical Manipulation of Index Measures

mwmmmmmawmmmmw
about which statistical manipulations and tests are appropriate for index mes-

can be manipulated, often try to turn index messures into representational
measures simply by asking subjects to take intervals or magnitudes (e.g., on
rating acales) seriously. That, of course, leaves the empirical status of the
numbers completely unchanged; that is, the numbers still do not consistently
represent behaviors. Finally, some authors maintain that if stable statistical
results can be obtained. then the messure lesding to these resuits must be

representational. The following excerpt is typical:

In brief, 1Q's behave just about as much like an interval scale as do
measurements of height, which we know for sure is an interval scale.
Therefore, it is not unressonable to treat the IQ as an interval scale.
WJensen, 1969, p.23)

1Qs are very useful numbers, but they do not lie on an interval scale (i.e., a
representational scale involving intervals) because there is no behavior that

"‘Youcan‘taverugemnkmders."Ofmurse,ywmuwdoitaumetimehxdecemﬁﬁng
the outcome of track and swimming meets. What you cannot do is ascribe some empirical
meaning to the fact that objects a and & have a higher average rank than do ohjects ¢
andd, e.g., that the second- and third-best players in a tennis tournament will necessarily
beat the first- and ifth-best players at doubles,

‘] recently reviewed an articre purporting to show that the results obtained when the
semantic differential was comverted to a “true interval™ measure were the same as those
ohtained when it was treated as an index measure; the authors converted the scales to
“true interval™ ones by removing the colons between the categories!
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they consistenly represent. The IQ number reflects, in a convoluted way, the
number of items answered correctly on an 1Q test; it has external predictive
validity but it yields no firm principle for ordering people.

Two important principles must be understood sbout statistical manipulation:
(a) Any procedure properly followed yields a correct summary that may or
may not be useful. As Hays (1963) noted, “If the statistical methud involves
the procedures of arithmetic used on numerical scales, then the answer is
formally correct” (p.74). (b) Statistical inference is based upon assumptions
about the distributions of numbers in the populstion sampled, #ot upon their
empirical status.

The statistical test can hardly be cognizant of the empirical meaning of

the numbers with which it deals. Conuequently the validity of the sta-

tistical inference cannot depend on the type of measurement scale used.

(Anderson, 1961, p.309)

Of course, cubing or taking the square root of numbers may yield a different
statistical result; it is not possible (o make such transformations on many
representational measures because then they would no longer represent the
behavior of interest (e.g., behavior in a pan balance). Thus, many statistics
and statiatical tests yield results that are invariant (Adams, Fagot, & Robin-
son, 1965) in the ways the numbers can be changed. It does not follow, however,
that the only statistical summaries and tests that may be used are those that
vield invariant resuits.

INDIRECT ASSESSMENT

When individuals are asked questions about sttitudes toward ethnic groups
or toward people with a particular type of handicap, they are well aware that
their attitudes are being assensed. Their answers may be biased by this aware-
ness. For example, it i socially unseceptabie to be biased against ethnic groups
or handicapped persons. Thus, responses may be determined, in part at least,
by subjects’ knowledge that their attitude is being assessed. Such responses
have been termed reactive by Campbell and Stanley (1963), a term that is used
widely in the research literature.

Campbell (1950) urged the development of attitude assessment techniques
that will not elicit resctive responses,

In the problem of assessing social attitudes, there is 8 very real need
for inst~uments which do not destroy the natural form of the attitude
in the process of describing it. There are also situations in which one
would like to assess "prejudice™ without making respondents self-con-
scious or aware of the intent of the study. (p.15)

Many psychologists have developed methods that are not reactive (Webb,
Campbell, Schwartz, & Sechrest, 1966). The use of such nonresctive or indirect
measures i said to have begun in American psychology with J. C. Penney:
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he observed whether the people he interviewed for a job salted their soup
hefore tasting it, a practice he interpreted as indicating the lack of an inquiring
or empirical attitude. Melton (1933) assessed museum ' isitors’ attitudes towsrd
certain displays by noting how often the tiles in front of the displays had to
be replaced (controlling for the bias of most people in our culture to turn right
when entering a room). Milgram, Mann, and Harter (1965) developed the letter
drop procedure for assessing the political attitudes of people in a given location.
They hired a post office box to reeeive mail for various bogus political orgs-
nizations. The name of each organization clearly implied a certain political
philosophy (e.g., “Young ©  wunist League™ “Citizens against Gun Con-
trol”). Stamped letters a.. d to these various organizations were then
“dropped” at various places . ¢ community, and the frequency with which
the letters were picked up and mailed was interpreted as an indicator of
povitive attitudes toward each « . wnization.

A straightforward method of assessing attitudes through indirect measures
is presented in the following section. This method has possible application for
assessing attitudes toward handicapped persons,

Error Scores

The judgmental errors of people often indicate something about their under-
lying attitudes. For example, the person who, after reading the statistics on
cigarette smoking and health, concludes that smoking lowers life expectancy
by & years may be more favorably disposed towaru smoking than the person
who believes that it lowers life expectancy by 13 years (the correct answer is
lo. Or the man whe judges an ordinary-locking woman to be quite besutiful
may be assumed to iove her more than does a man who judges her to be quite
ordinary looking. Whether such judgmental bigses influence “pure” perceptual
judgments (e.g., estimating the size of a coin) was once 8 matter of some
debate among psychologists. In the context of assessing attitudes, however,
tne questior, is immaterial because, as has been emphasized repeatedly in this
chapter, the issue of whether a particular technique is useful is empirical, and
is determined by the supporting data.

It is a mistake to believe that judgmental errors are necessarily influenced
hy attitudes. Differing conclusions about smoking and life expectancy may,
for example. result from cugmitive errors and failures to process statistical
information correctly. Or the man who believes that the ordinary looking
woman is beautiful may judge almost all women to be beautiful (or, at least,
he- may offer this judgment when asked). It must be demonstrated that, in
fact, a particular error ix due to a particular aspect of an attitude. Or at least.
as in the following example, & plausible case should be made.

MacNeil, Davis, and Pace (1975 investigated whether teenaged boys’ errors
in evaluating each others’ physical skills (pitching 4 ball) could be used as an
indire i measure of social status in the group. The boys studied were from
three cliques in 3 male boarding school located in the southeastern United
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States, Each boy's status in each clique was also evaluated by direct and
indirect scalogram questions. The “direet” scalogram consisted of questions
about whom each boy would most like tv spend time with; or who decided
what to do and how to do it during free tim« periods. The “indirect” scalogram
asked whom esch boy would trust and put in a pesition of power during a civil
defense emergency. The indirect scalogram was administered approximately
oae month prior to the pitching evaluation; the direct scalogram, immediately
afterwards.

In the pitching evaluation, each boy in turn pitched baseballs across a plate
while the other boys stood behind the pitcher and scored his throws across
the plate (5 for cutting coriters; 3 for crossing the center of the plate; 1 for
balls just outside the strike zone; and 0 for “wide” balls). At the same time,
experimental assistants stood by the plate where they were able to make more
“objective” evaluations of the pitehes because they were sided by lines that
were visible only to them. The average of each boy’s pitching scores as de-
termined by the other boys minus the average of the objective scores was the
“error” score and was used to indicate his status within the group.

In two of the three cliques studied, the status rank assigned to each boy
was consistent across the direct and indirect scalograms and the error scores.
In the third group, however, the two scalogram rankings were in agreement
but the error-score ranking differed markedly. A few hours before the eval-
uation. a member of this clique had downed a fifth of vodks, after being dared
to do so by the group leader, and had died. (For a description of the incident
and the subsequent decision to continue with the investigation, see MacNeil
et al., 1975, p .294). Thus, the difference in status rank obtained from the
error scores could easily be interpreted in terms of the role each boy had in
the activities leading to the death; for example, the lowest status member of
the group was displaced upward to the next highest rank (he had left school
without permission before the drinking party), the leader moved down to fifth
place, and his lieutenant, who had tried to break up the party before the
“dare,” was moved up to first place.

Judgmental errors in evaluating the physical (or cognitive, for that matter)
«kills of the handicapped may be a rich sourve of indirect attitude assessment.
Judges—other people or the handicapped persons themselves—who expect
handicapped individuals to be wesk, inept, or stupid may well score perfor-
mance below s more objective criterion. On the other hard, those persons who
feel that it is more important to be “nice” to or “positive” with the handicapped
than to give realistic feedback may, consciously or unconsciously, be biased
toward scoring their performances sbove a8 more objective criterion.

It is important, however, to remember the caution thst no matter how
plausible a technique may sound for assessirg attitude, it is necessary to
demonstrate empirically that it actually works. Empirical validity for judg-
mental errors must be shown to be related to other phenomena, either be-
haviors or scores on well established tests of attitude. For example, errors—
hoth overestimation and underestimation—in judging performances by hand-
icapped persons may be shown to be related to scores on the Cowen scales,
which are discussed in the following section.
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AN EXAMPLE COMBINING DIRECT AND INDIRECT
ASSESSMENT

The attitudex of nunhandicapped persons toward people whe are blind or deaf
were studied by Cowen and his associates ((Cowen, Bobrove, Rockway, &
Stevenson, 1967; Cowen et al., 1958). In particular, the investigators tried to
develop a scale hat would assess evaluative attitudes by asking respondents
to agree or disagree with statements about what biind or deaf people are like
and what their life expectations should be. The seemingly factual phraseology
of the statements (e.g., “It is very difficult to make a blind person change his
mind once he has decided on something”; allows the respondent to make pos-
itive or pejorative judgments without directly stating that handicapped per-
sons are guod or bad. Nevertheless, a reasonably sophisticated respondent
would understand the import of the scale. The statements are presented in
the Likert format ( Figure 2f); respondents are asked to circle “strongly agree,”
“mildly agree,” “mildly disagree,” or “strongly disagree,” and scores of 1, 2,
3. and 4. respectively, are assigned to the possible responses.

The first step in the resesrch was to develop an internally consistent scale
of attitudea toward blind people. Judges selected 56 statements from an initial
pool of 97 which, they agreed, expressed a positive or negative attitude. These
items were presented to 101 adult education students. The 30 items that
corvelated the highest” with the score based on responses to all 56 statements
were chosen to constitute the final “Anti-Blindness™ scale. Of these 30 items,
2 had been judped to indicate a negative attitude toward blindness and 10 to
reflect @ positive attjtude.

The second step was to show that the scale had external as well as internal
predictive validity. Following Barker (1948), Cowen et al. (1858) argued that
4 blind person has the same status in our society as do other minority group
members and, hence. “is subject to the sume prejudices, fears, and negative
attitudes on the part of the dominant majority group member” (p. 301). There-
fore, if the Anti-Blindness scale really tapped evaluative attitudes toward blind
people. the scores should have correlated with scores on scales assessing eval-
uative attitudes toward other minority groups. Hence, the subjects who had
heen used in the construetion of the Anti-Blindness scale were asked to fill
out an X-item Anti-Minority scale, a 12-item Anti-Black scale, and & 21-item
F ("fascism™) scale. The correlations between the _cores on the Anti-Blindness
scale and the other three scelos were .36, .45, and .33, all reliably greater
than zero.

The final step in the research was to show that scores on the seale predicted
actual bias in a behavioral setting. Here, Cowen et al. (1967) shifted to in-
vestigating attitudes toward the deaf. Uxing the same procedures as in their
earlier studies, the researchers construeted an internally ennsistent Anti-Deaf-

A correlatin corfficent i~ ot a daw of nature It simply sssesses how well one thing
cati be predicted from wnother in & inear manner o the gopalation sampled. Had the
wivestipgalors usesd ther subjeets, they would have shtained different correlations and
might well have chosen different tems,
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ness scale. They then showed that the scores on this scale also correlated with
those on the Anti-Minority, Anti-Black, and F scales. (The correlation coef-
ficients computed across 160 college students were .50, .30, and .36.)

Two and one-half months after responding to the Anti-Deafness scale, 48
male subjects who had had either “extremely high"” or “extremely low™ scores
participated in an experiment on “personality impression.” Each entered a
room with two other “subjects” (actually. stooges), and the three “subjects”
were told to ask each other questions for 20 minutes in order to form impres-
sions of cach other's personality. The two stooges asked a set of prearranged
questions and answered all noncontroversial questions honestly; they were
primed to answer controversial questions (e.g., about Vietnam) in the same
manner. One stooge wore a hearing aid, the other did not. Each stooge wore
the aid during a randomly selected 50% of the trials, and neither knew whether
the ival subject had scored extremely high or extremely low on the Anti-
Deafness Scale.

At the end of 20 minutes, the subjects filled out semantic differential scales
indicating their impressions of each other’s personality. The main hypothesis
of the study was that the responses of the high Anti-Deafness scorers on the
evaluative scales would favor the stooge not wearing the hearing aid, but that
the low scorers on the Anti-Deafness scale would not exhibit such a bias. The
hypothesis was confirmed.

THE RELATION BETWEEN ATTITUDE AND BEHAVIOR

In the La Piere (1931) study (see discussion in Chapter 2 by Triandis. Ada-
mopoulos, & Brinberg). the discrepancy between what was done and then said
hy the ldging and restaurant owners and managers directly conflicted with
the then-prevalent belief that White Americans were mare racially biased in
their behavior than in their expressed beliefs. A Chinese couple was served
4t all but one establishment on a long cross-country trip, while these places,
contacted by phone. indicated they would refuse to serve Chinese. The study
led to a great deal of research on the relation(s) of verbally assessed attitudes
and behavior. Ajzen and Fishbein (1977) found large attitude-behavior dis-
crepancies: for instance, an attitude scale assessing favorability toward religion
in general is not a strong predictor of church attendance. Wicker (1969) also
fouind 8 low correspondence.

But such a general attitude scale can hardly be expected to be s strong
predictor of church attendance; people may or may not attend church for a
variety of reasons other than favorability toward religion. Ajzen and Fishbein
(J97T) recommended close correspondence between action and target com-
ponents 1f attitude is to predict behavior; for example, in predicting church
attendance. they recommended assersing attitude toward church attendance
rather than toward religion in general.

However there is 8 reductio ad absurdum in such reasoning. When the
action and target correspond too precisely to the behavior, the “attitude as-
essment™ amounts to little more than asking the subjeet what he or she is
gning to do or does. Consider an attitude-behavior study in which the behavior
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is giving blood in a bloodmobile in front of the Illinois Student Union on the
afternoon of Friday. October 6. If the subjects are asked to rate their agree-
ment or disagreement with three items, (a) “I favor altruism,” (b) *I favor
giving bicod,” and (¢) I fuver giving blood in the bloodmobile outside the
1linois Student Union on Friday afternoon October 6,” it is not necessary to
run a field study to eonclude that the greatest attitude-behavior correspon-
dence exists with the last item and the least with the first. Asking subjects
attitude questions in which correspondence to behavior is too precise misses
the point, which is to predict behavior from general attitudes, not to determine
the relation between benavior and the subjects’ verbal assessments of it. How
much correspondence is “too much?” | do not know.

Ancother and more important problem in La Picre's interpretation of his
findings is his conclusion: “All messurement by the questionnaire technique
proceeds on the assumption that there is a mechanical and simple relation
between symbolic and nonsymtolic behavior™ (p.231). Not so. He postulated
8 1:1 relation between verbally assessed attitude and behavior: A given attitude
corresponds to a given behavior and vice versa. But the relation of attitude
to behavior is muny:1. Many different attitudes—including especially favorable
attitudes toward complying with social norms and pressures (e.g.. not turning
away guests at a restaurant when they are physically present) may be asso-
ciated with a particular behavior. For example. Schuman (1972) found that
only 13% of Detrit area heacd: of households and their wives agreed to dis-
crimination in principle, but 41% agreed if it were “necessary for the harmony
of the firm,” and 53% agreed if a majority of Whites in the firm favored it.
Schuman wrote,

But only to a true believer will any one of these values win out in all
situations regardless of the other values with which it competes. A few
people go to the stake for a single value, but history and common sense
tells us that most people work out compromises depending on the exact
balance of positions. (p.332)

The fact that a single behavior may be associated with many attitudes is
illustrated in Figure 3b. Figure 3a illustrates a 1:1 relation.

But the relation is also 1:many. A single attitude may be associated with a
multitude of behaviors; for example, a positive attitude toward a belief in a
personal God may be associated with going to church, giving money to religious
charities. praying, and the like. Fishbein and Ajzen (1974) illustrated this:
They found & much greater correspondence between religious attitude and an
aggregation of religious behaviors than between that attitude and any single
behavior. (To someone conversant with classical mental test theory, this find-
ing is hardly surprising.) One:many relations are illustrated in Figure 3c.

Because the relation is both meny:1 and 1:many. it is many:many (Figure
3d). A single belavior is asseciated with many attitudes and a single attitude
is associated with many behaviors. Such relations are very difficult to char-
acterize mathematically. This structursl complexity means that the attitude-
hehavior problem is quite ifl-defined.

Finally, it should be pointed out that although most attitude-behavior re-
searchers have treated behavior as the criterion and attitude as the predictor,
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FIGURE 3
Relations Between Attitndes and Behaviors
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there is no compelling reason for doing so. Behaviors affect attitudes as well
as viee versa. Nor is there any special reascn to believe that behaviors are
more “real” than are attitudes, Indeed, we believe the exact oppusite in such
contexts as course evaluations, in which we accept the anonymous question-
naire as an instrument to assess true student opinions about tesching and
reject what they say to the teachers face to face (Schuman & Johnson, 1977).

CONCLUSION

In order to measure how hot it is in a room, all that 1» necessary is to look at
a thermometer made by a reputable company. One does not need to know
about the effeet of heat on the expansion of mercury or about heat and mo-
lecular motion. Nor is it necessary to contemplate exactly what we mean by
h&twmnnkejudmntssbwtwhetherdmbebavioroﬂhememn'ym
the tube correspondes to cur meaniny.

Not 20 with attitude measurement! We must have a reasonably clear con-
ceptiondtheatﬁtmkwewnmmmmd.mspedﬁuuy.hmwm
aspects or attributes of the attitude we are interested in measuring, Moreover,
if a representative measure is proposed, its internal consistency must be as-
sessed; and if an index measure is developed it must be shown to have internal
or external predictive validity (preferably both). Occasionally, resdy-made
techniques are available that seem to suit the re. :archer’s needs, but they
" st never be chosen, like a thermometer, on the basis of their names. Often
t is preferable to devise one’s own technique and to suit it to the purposes.
And that involves the most enjoyable challenge of all: to be creative and correct
at the same time.
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Sociometric Research in Special
Education |

DONALD L. MACMILLAN
GALE M. MORRISON

The contents of this chapter are restricted to research employing sociometric
techniques in classroom settings in which handicapped children are enrolled.
Before the substantive findings of these studies are reviewed, the elements
of saciometrics, the kinds of information on attitudes they yield, and the lim-
itations of the technique are examined. These discussions provide the basis
for the evaluation .. specific studies, The review of the substantive research
leads ta generalizations on the sociometric status of handicapped children in
classroums and, then, to a conceptual model that offers a more comprehensive
framework to guide future thought and research on the social status of hand-
icapped children. With this model as the framework, past and potential in-
terventions are reviewed. The chapter concludes with an examination of the
dependent variables found in the current literature and the consideration of
alternative dependent variables which may provide more information on the
dynamics of the social acceptance of handicapped children.

SOCIOMETRIC TECHNIQUES

The term “sociometrie,” as used in the special education literature, encom-
passes a variety of techniques which differ markedly from the orthodox tech-
niques described by Gronlund (1959). The variations raise questions about
their validity tthat is, do these techniques measure the same construct which
is derived from clussic sociometric techniques) and about the comparability of
findings where techniques vary from study to study. The principle parameters
of sociometrie techniques are examined first,

Note: This ~!mf3;- wits ~upposted in part by National Institute of Child Health and Human
Development Researck Grants No. HD 04612 and HID 15540,
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Description and Definition

The sociometric techniques ariginated by Moreno (1434) were used initially in
classrooms to evaluate the extent to which pupils were accepted by their peers
and to determine the internal structure of classroom groups. Lindsey and
Byme (1968) described sociometrics as a subcategory of attitude measurement
in which the responses constitute the cunatice aspects of an attitude, that is,
how a person would behavz toward an individual or attitude object under
circumstances in which that person believes that his or her choices may have
conmequences for himself or herself. The belief that the responses will have
cunsequences is important, otherwise the responses tap an affective componeit
of an attitude. Gottlieb (1975) and Scott (1968) develuped the point further
with the claim that when individuals do not believe that choices will have
consequences for them, sociometric responses are “scarcely more overt than
those required by the usual self-report inventories™ (Scott, 1968, p. 217).

In an extended discussion of the kind of situations portrayed in the socio-
metric question or criterion, Groalund (1959) noted that certain questions fail
to establish potential consequences for the choices made and, therefore, cannot
be considered sociometric questions (e.g . “Whom do you like bext?" “Who are
your best friends?"). Moreno (1834) also insisted on basing the sociometric
chuivex un criteria that reflect actual situations or activities in which group
members have a real apportunity for participation. Hence, such choices as
seating companions, partners in classroom projects, sharers of leisure time,
and the like are criteria upon which a teacher can group class members and
where students can see the potential consequences of their selections. Ques-
tions that ask for hest friends or best looking claxsmates lack clearcut criteria
and potential consequences and thus fail to ensure valid responses, Techniques
lacking criteria and consequences have been labeled “near-sociometric” tests
which run the risk of eliciting socially undesirable responses,

Swivmetric techniques have been identificd with peer-assessment tech-
niques (see Kane & Lawler, 1978), yet they vield different types of information.
A sociometric is designed to reveal the rater's attraction, aversion, or neu-
trality toward individuals; that is, the emphasis is on the rater's feelings about
rather than judgment of the other individuals' characteristics. Peer assess-
ments require the rater to evaluste the extent to which another individual
exhihits or possesses @ certain characteristic (e.g., attractiveness, leadership,
achievement. ete.r. Henee, sociometries vield information about internal strue-
ture (Who wauld you want to 1 as opposed to information about ex-
ternal group structure (Whe sits or plays with —", which can be gathered
through ohservational procedures.

Elements and Terminology

A soviometric includes a baxix fur chuice (also called the sociometric question
ar socianetrre eoteron) which the rater uses to make selections. These eriteria
can be vither spevific (e.¢., seleet the five students with whom you prefer to
eat lunch) or generul (e.g.. select the five students with whom you prefer to
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do projects). Note that the question establishes the situation-specifie nature
of the response and that with another basis (e.g., playing baseball) the child's
naminations could change.

When the sociometric ratings are obtained, several terms are frequently
used to characterize the patterns of selections among class members and their
statuses.

1. Star; a child who receives more nominations than expected by chance (Bron-
fenbrenner, 1945),

2. Isolate: a child who receives no nominations (an extreme status).

3. Neglectee: a child who receives some nominations but fewer than is ex-
pected by chance.

4. Rejectee: a child who receives more negative choices than is expected by
chance.

The first three terms are derived from the number of times a child is nom-
inated by classmates on a positive basis of choice (e.g.. name the five children
you would most want to sit next to in class). The rejectee status can be
established only when negative choices are sought (e.g., name the five children
you waould least want to ait next to in class); it indivates 8 rater’s aversion
toward 8 nominated child. It is important to differentiste the negative feelings
reflected in nominations for negatively worded choices from the foelings re-
flected in the lack of nominations for positively worded choices that result in
isedate or neglectee status,

Another pattern of choice which must be considered is found in the situation
in which two children independently select one another; such choices are des-
ignated as mutual or reciprocal choices. Mutual choice must be based on the
same criterion; it indicates 8 mutusl desire to associate with nne another in
the activity specified.

The preceding brief descriptions of conventional sociometric terms and con-
structs provide a hasis for evaluating research conducted in the name of so-
ciometrics with special education populations.

Interpretation

The historical roots of sociometric techniques lie in teacher’ efforts to un-
derstand the social structure of classrooms and the search for facilitators to
enhance social structure. As such, the sociometric data could be displayed as
a sociogram that schematically represents choice patterns (see Gronlund, 1858,
for an extended discussion of sociograms) among class members. Although
interpretations for one classrvom must be limited to the situation in the basis
for choice, sociograms can be very informative, in a descriptive sense, about
the classroom's internal social structure,

Easy to develop, administer, and score, sociometrics have been increasingly
used as outcome measures in evajustion projects; for example, to measure
social adjustment in efficacy studies of special r5. regular classes (as done by
Jordan reported in Thurstone, 1459), and as dependent variables in research
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{e.g.. Johnson, 1950). The extension of socivmetrics into evaluation and re-
search createdd some problems in interpreting the saciometric data, For ex-
ample, comparing the sociometric status of an educabie mentally retarded child
(EMK) in 4 regular fourth grude classroom to that of an EMR child in a self-
contained EMR classroom 15 hazardous, if not dovnright foolhardy, because
the populstions making the nominations differ along a host of significant di-
mensions: 1Q. achievement, adaptive behavior, and possibly others, such as
social class andd ethnicit -, Even when one compares the somometric status of
handicapped to nonhasdicapped children in the same classrooms, problems in
interpretation arise, primarily from the desire to attribute differences to the
handicap, per se.

Saciometric techniques vield descriptive data but do not tell why a child
enjoys star status, is rejected, or is an isolate. To illustrate, let us consider s
hypothetical study in which hard-of-hearing children are found to be rejected
symificantly more often and accepted significantly less often than are their
peers with normal hearing in the same classroom. Although it ix tempting to
attribute such findings to the hearing loss or handicap per se, these differences
also could be caused by the hard-of-hearing sample’s being syxtematically
different from the other children in terms of 1Q, age, the extent to which they
arv sosally adept, oF even the amount of contact with the other children, The
point s that eatreme caution must be exercised in interpreting sotiometrie
results as evidence that a disability or label causes the social status.

Gronlund (19380 also stressed that sociometrios tap the internal structure
of it clissroom as cuntrasted o the external structure, which would be tapped
by an ubservational scheme showing which children in fact intersct socially.
Therefore, socmmetrie results must be interpreted in terms of internal pref-
erences as opposed to actual social intersetions. Independent research and
interpretations must he pursued to determine the relation between the so-
clometrie attitude and the actual social behavior. Such investigations of hand-
wapped popilations sould be expecially nae ol myirm or challenge the
as=umption that wttitudes affect behavior

(e must also consider how sociometric in-truments are scored and indices
of sovtil status are derived, For instance, Johinson (1850) asked for nominations
ander three situal tms: (1) Whao do vou best like? (by Who wuuld you have sit
nent to v and (0 Who do you like to play with best? An “acceptance seore”
wits derived from the total pumber of time - & child wos named across all three
atititieass Junes, Lavine, and Shell (19720 solicited nominations for 10 situs-
tians and anaivzed the data for euch situation separately. Hence, they were
able to study the social status as a function of eriteria. Whereas Johnson
Diterpreted his resslts as an indication of general social status.

Thee ~octometric inst Fuments in Most instances specify eriteria (seating, play,
cliss projeets) for selection, and these eriteria must be used to interpret the
data, Gronlund (109 stated that there tends to be consistency acruss criteria,
but thes ~tatement has not been tested with handseapped populstions, for whom
loprse woatld ~ugngest incansistency. For example, a mildly retarded male who
enerls i athleties may be rejected s a coworker on an academic project
becigme the Tater perveives him as lacking the potential to contribute to it
vet he may be viewerd favorahly for selection on s baseball team. Until there
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is such research on the situation-specific versus generalit; of social status of
handicapped populations, caution in interpreting sociometric data seems war-
ranted

Finally, there is a paucit, of evidence on the intemsity of attitudes in the
socioretric research in special edusation which renders the results difficult to
interpret. E vidence showing that EMR or learning disabled (L.D) children are
rejected reveals nothing about the intensity with which the raters expressed
this attitude. Furihermore, without evidence on intensity, predictions of be-
havior that rexult from attitudes should be made with less confidence.

Sampling

The use of sociometric techniques in resesrch with hanticapped learners raises
problems in sampling, particularly when a study entails the ratings by non-
handicapped children of a handicapped child in their regular classroom. First,
the integrated handicapped child is a “select” or unrepresentatis - case who
has been selected for integration because of a favorable prognor s, Only the
most promising EMR or deaf children are selected for integrati m. This fact
makes the generalizability of findings limited; certainly one canr 5t generalize
the findings to all children with that handicap. Differences in achievement,
IQ. social behaior, and other child characteristics differentiate integ~ted and
nonintegrated children with a particular disability.

One consideration is the “sample” of children doing the rating. ' com-
position of a regular class varies from classroom to classroom with nost of
variabics that may alfect the favorableness of the attitudes expresse toward
handicapuesd  hildren: sex, social class, age, modal achievement level, and
ethnicity, for e, npt- . Clearly, there is a need to describe in some detail the
characterisiics o1 1" . peer group doing the ratings as well as the characteristics
of the teacher and classroom.

Additionally, there is & need to describe and account for several crucial
envivonmental varisblos, such as teacher variubles, curriculum variations, class
sze, and classroom climate. Schmuck and Schmuck (1975) argued convincingly
that these environmental variables can significantly affect the social acceptance
patterns within and between classrooms.

Inconsistency in results across studies mav be due in part to factors related
to sampling: the possibility is hard to evaluate because of the insufficient
dencriptions which are provided in so many of the research reports and their
implicit assumption that the sociometric status of handicapped learners is
attributable to the handicap, per se.

instrumentation

The inconsistency of findings across studies also may be due in part to vari-
ability in instrumentation. Three types of sociometrics are commonly used,
sometimes alone and sometimes in combination:

97

103

R



1. Partial rank-order. Each child in the classroom is asked to nominate a
specified number of children according to the criteria. For example, list the
three children in the class with whom you would like to work on a social
studies project.

2. GCuess who. Each child is given a series of descriptive statements and is
asked to name the child in the class who best fits the description. For
example, who is the best in reading? or who fights a lot?

3. Roster and rating. Each child is given a list of every class member and is
asked to rate esch, usually on a continuum of like to dislike.

Gronlund (1959) contended that the results derived from these techniques yield
similar results, yet the literature on EMR children suggests subtle differences
which are a function of the type of sociometric or near-sociometric technique
employed.

RESEARCH FINDINGS

The sociometric studiex in special education usually have examined the status
of & handicapped child in a regular classroom. Moreover, the majority of studies
have focused on EMR children; few J1ave focused on other kinds of handicapped
learners. The basic question asked in the research is whether the handicapped
learners are nominated as often as their nonhandicapped peers or, conversely,
whether they are rejected more often.

Varisbility across studies in terms of age, 1Q, instruments, sociometric
criterion (when specified), and characteristics of the regular class make com-
parisons impossible and any generalizations very tentative. Nevertheless, a
consistent trend is apparent: handicapped learners in regular classrooms enjoy
lower sociometric status than do their nonhandicapped peers, but it is uncertain
whether their handicaps are the resson.

For organizational purposes, we have separated the studies under review
into two groups: (81 those focusing on EMR and LD children whose handicaps
essentially are learning inefficiencies, and (b) those focusing on physically or
sensorily handicapped children whose handicaps are more visible.

Studies of EMR and LI Children

Earlier reviews of the literature (Dentler & Mackler, 1962; Guskin, 1963) on
the popularity of retarded children concluded that there is a consistent positive
carrelation between intelligence and socisl status. Since the majority of re-
search summarized in these reviews was conducted, there has been a shiRt in
the upper 1Q limit for defining mental retardation: first to one SD below the
mean (Heher. 1961) and then to two SDs below the mean (Grossman, 1973) .
Caonsidering the fact that 8 number of the studies reviewed in this chapter
were conducted between 1961 and 1973, the reader is cautioned to be careful
about generalizing their results to current populations o EMR children. How-
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ever, much of the work prior to 1961 was done with EMR children who were
psychometrically similar to present-day EMR children (i.e.. scoring below [Q
).

Johnson's (18)) early work revealed that low-1Q children (mean 1Q = 63.69)
in regular grades 1-5 were accepled less often and rejected more often on
sociometric measures than were typical children in the same classrooms. John-
son us. ] a partial mnk-ordertechniquiththneaiteria(%odoyou like
best? If you were to have your seat changed, who would you like to have sit
in the seat next to you? Who are the children in your class that you like to
play with the best?) The same three questions were then rephrased to yield
rejection nominations. Acceptance and rejection scores were derived by sum-
ming the nominations across the three criteria. It should be noted that the
CAs of the retarded subjects were greater than the CAs of the typical students
at every grade level. Inasmuch as the “retarded” sample was not labeled or
specially programmed, theditferemesinaecepwwemdrejecﬁonmap-
parently due to the characteristies of the children and not to their EMR
condition per se.

Baldwin (1958) studied 31 [Q-defined EMR children enrolled in grades
4-6. The median CA was almost one year older for the EMR sample than for
the nonretarded sample. The 1Q range for the EMR sample was 50-74, The
Ohio Social Acceptance Scale (a roster and rating technique) revealed that the
EMR sample was significantly lower in the degree of social seceptance. Both
Johnson (1950) and Baldwin (1958) concluded that the children rating the EMRs
consistently resented antisocial behavior.

Lapp (1957) used the sociometric instrument devised by Johnson (1950). In
Lapp's study, the EMR subjects ranged in CA from 9 to 13 years and in [Q
from 35 to 92, and were integrated into regular grades 3-6. Lapp reported
that the EMR children were lower in social acceptance scores but did not differ
from nonretarded subjects in terms of rejection. Although the EMR sample
lacked specific abilities that would h-.ve resulted in their higher acceptance,
they apparently also lacked objectionable traits that would have led to their
being rejected. The fact that social acceptance scores were lugher than would
be expected by chance, coupled with the failure to find higher rejection scores,
led Lapp to conclude that integrated EMRs were tolerated by regular class-
room peers.

Integrated EMR children, 23 of whom (CA range, 11—16: Q. 54—80
participated in jurior high school academic and physical education classes,
were studierd by Qucker, Howe, & Snider (1969). The investigators adminis-
tered the Ohio Social Azceptance Scale, which was adapted for use with older
subjects, in regular and special classrooms. The EMR subjects were rated
significantly lower than nonretarded subjects in both academic and nonaca-
demic clawes. Moreover, the social status of EMR subjects did not differ
hetween ucademic and nonacademic settings. However, the investigators re-
ported a more favorable rating in special classes. Although this finding is
difficult to interpret. because of differences in the raters, one might speculate
that the special class provided a more “accepting” environment for the EMR
subjects. Confirmation of this hypothesis would entail investigation into the
EMRs pereeptions of the twn situations. The findings of Rucker et al (196Y)
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do not support those of Lapp (1857), but the age differences between the two
samples could account for the lack of accord.

Miller (1956) used a roster and rating technique by which euch child was
rated by every other child an # 1-h scale, ranging from “wanting that person
ax a friend very much” to “don’t want that person as a friend at all.,” Three
other scales (1-5) also were rated on the basis of (a) that person's feelings
toward you, (b) that person's popularity, and (c) learning facility. Twenty
subjects were identified in each of the following IQ ranges: 6080, 90-110,
and 120-140, Comparable samples were selected at 4th- and 6th-grade levels.
The supenior [Q subjects were wanted most as friends, followed by the average
and low-1Q ramplex; all differences except those butween average and low-1Q
children in the fourth grade were significant. No group was actually rejected,
according to the ratings; in fact, even the low-1Q sample was mildly accepted.

The sociometric status of EMR children participating in an integrative re-
source room program was studied by lano, Ayers, Heller, McGettigan, and
Walker (1974). No specific data were provided on CA, 1Q, or social class; the
sample was describud as elementary students in three groups: regular class
pupils, former special class EMR pupils, and resource room referrals (never
EMR). A partial rank-order technique modeled after Johnson's (1950) was
used. Regular class children were rated highest, followed by resource room
referrals. and then former EMRs; the mean scores for each group were sig-
nificantiy different. Former EMRs were rejected most often but their rejection
scores were not relisbly higher than these of resource room referrals. The
distributions of acceptance scores for EMR and nonretarded subjects over-
lapped sufficiently so that EMR status per se was scen as an insufficient
explanation for the mean difference. Some kMR children were reasonably well
aceepted while large numbe s of nonretarded children appeared to be disliked.

Monroe and Howe (1971, used the Ohio Social Acceptance Scale to inves-
tigate the refation of length of integration time and social class to the socio-
metric status of EMR (1Q. 54-92) adolescents in integrated junior high schools.
The 70 male subjects who were integrated were separated according to the
number of years they had been integrated (1-3 years). No differences were
found in the sociometric status of the EMR students asa function of the length
of time they were integrated, but higher social class EMRs were less rejected
than were lower social class EMRs.

The role of sociceconomic status was investigated further by Bruininks,
Bynders, and Gross (1974) who added the effects of the sex of the rater. The
target subjucts were 65 EMR children (1Q H)-¥5) in elementary grades in two
school districts, one urban and the other suburkan. A form of roster and rating
technique (the Peer Acceptance Seale) was used; raters indicated the degree
to which they wanted the other chiliren as friends. stick figures were used
to convey three alternatives—=friend,” “all right,” and * wouldn't like.” Same-
sex ratings were higher for urban EMRs than for non-EMRs of both sexes,
whereas suburban EMRs received lower ratings than nonretarded children.
When total ratings were analyzed, no differences were found between EMR
andd nonretarded samples in either urhan or suburban districts. Whether the
SES differences attest to differences in the social adeptness of urban EMRs
or the greater tolerance of urban nonretarded children could not be ascer-
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tained. Slightly higher IQs and lower CAs were noted by the investigators
for the urban EMR sample.

Goodman, Gottlieb, and Harrison (1972) used the Peer Acceptance Scale to
study the social acceptance of EMR children who were not known to peers as
EMR in a nongraded elementary school. At the primary level, the names of
six unidentified EMKs were included on the roster with 29 nonretarded chil-
dren, a total of 35. At the intermediate level, four lists of names were randomly
generated which always included four unidentified EMRs and eight segregated
EMRs. Three of these lista contained 39 names each and one list contained 37
names. The results indicated that both integrated and segregated EMR chil-
dren were rejected more often than the nonretarded children, thst younger
children and females were more accepting or tolerant of EMRs than the other
children, and that males at the intermediate level were more rejecting of
integrated than segregated EMRs. However, the findings may have been
affected by the fact that all EMR subjects were bused to the school.

A similar design was employed by Gottlieb and Budoff (1978) to study the
social position of segregated and integrated EMRs in two schools: (a) a tra-
ditional elementary school und (b) a no-interior-walls school. Eighty nonre-
tarded children in the open school and 56 in the traditional school (spresd
evenly over grades 1-6) rated both integrated and segregated EMRs on the
Peer Acceptance Scale. Despite the fact that the EMRs in the open school
were known more often by nonretarded peers, the EMRs were not chosen as
friends more often in the open school; indeed, EMRs were rejected significantly
more often in the open than in the traditional school.

Gottlieb, Semmel, and Veldman (1978) explored the sociometric status of
mainstreamed EMR children according to a regression mode! in order to as-
certain the influence of certain variables. A roster and rating technique (How
[ Feel Toward Others) was administered as part of Project PRIME (Kaufman,
Agard, & Semmel, in press). Ratings were analyzed for 32¢ EMR children
aged 8-15 years who were integrated into grades 3-5. The independent var-
iables included peer perceptions of cognitive and disruptive behavior, teacher
perceptions of cognitive and disruptive behavior, and degree of integration.
The most intriguing finding was that the acceptance and rejection scores for
EMR subjects were associated with different independent variables: Accep-
tance was associated with perceptions of academic performance and rejection
with misbehavior. Moreover, contrary to the expectations of advocates of
mainstreaming, no relationship was found between the degree of integration
and sociometric status.

Few studies have focused on learning disabled children. A tota! of six were
identified: two by Bruininks (19788, 1978b), two by Bryan (1874, 1976), and
une each by Sheare (197%), and Siperstein, Bopp, and Bak (1978). Bryan (1974)
administered two sociometric techniques (a partial rank-order and a “guess
whn") acruss 62 classrooms, grades 3-Z. that included 84 LD children. The
LD children were rejected more ofter and accepted less often than were the
nondisabled children. When the data were analyzed by sex, race, and LD
status, the investigator found that white LI boys and girls were the least
popular; black L) boys and girls were next in order, followed by nondisabled
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black boys and girls, . white nondisabled boys and girls were the most

A year later, Bryan (1976) administered her scales again in 20 classrooms
in which 25 white children of the original LD sample were enrolled. She
selected a matched (sex, race, and classroom) sample of nondisabled children.
The results closely paralled the eartier findings: The social status of the LD
sample again was significantly lower than that for the controls, even in class-
rooms where there was 75% or greater change in clasamates from year 1 to
2

The Bruininks (1978a, 1978b) studies focused on the social acceptance cf LD
students in mainstreamed settings. The LD groups consisted of students in
grades 1-5 who spent the majority of their time in regular classrooms and
received up to 45 minutes of instruction per day in a resource room. The
contro} groups consisted of randomly selected same-sex peers in the same
regular classroum for each LD child. Mean ratings from the Peer Acceptance
Scale were compared for the LD (19783, N = 16; 1978b, N = 23) and control
groups. Both studies revealed that the social status of the LD students was
significantly lower than that of their regular class peers. Addiiionally, the LD
students were less accurate in their perceptions of their own social status,
Implications were drawn regarding the effect of this lowered ability to perceive
the feelings of others on social status and general social adjustments.

Siperstein et al. (1978) studied 22 LD children integrated into regular fifth
aval sixth grade classrooms for at least 75% of the day, resulting in a total
sample of 177. A single question was asked of each child: Name the same-sex
children in the class whom each liked best. In addition, each child was asked
to nominate: (a) the best athlete, (b) the smartest student, and (¢c) the best-
looking child. LD children were nominaied significantly less often than non-
disabled children on the sociometric question and no LD child rated a “star”
powition. However, LD} children were not found to occupy “isolate” positions
in greater proportions than were nondis»™'2d children. All three criteria (ath-
lete, smart. and attractiveness) were correlated with social status, attrac-
tiveness corvelating the highest.

A sociometr.c (roster and rating) techmque was one messure used by Sheare
(1978) to evaluate the impact of resource interventions on 41 LD children
(grades 3-3). The controls were a group of 41 nondisabled children, stratified
by sex and classroom. The eriterion for rating was the extent to which the
child “liked the named child.” A test-retest reliability after 2 months yielded
a voefficient of .89, LD children received significantly lower ratings on the
sociometric measure; however, pre-post differences in ratings revealed that
LD children had significantly higher ratings at the end of the year than they
received in November (which was also found for the nondisabled sample).

Despite wide variations in sociometric techniques and eriteria for sociometric
choice, the literature on mildly handicapped learners in reyrular grades reveals
a conxistent picture: These children are less well acrepted and more frequently
rejected thais are nonhandicapped peers. Efforts designed to isolate child, peer,
or situationsl factors that might explain why these children enjoy lower so-
aometric status sre only beginning to appear in the literature (e.g., Bruininks
ot al.. 1978 Gottlieb et al., 197%). The findings to date do not suggest that
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tersporal integration per se will be successful if the eriterion for success is
social popularity. Thus fir, the research has sought to explain findings in terms
of the attributes of the handicapped child or administrative arrangements but
seldom of the group doing the rating. The findings (e.g., Bruininks et al.,
1974) regarding sex and SES of rater can possibly be extended to include the
internction of child X rater (age discrepancies, ethnicity, achievement differ-
ences, ete.) This type of information appears to be greatly needed for deecisions
on where to place mildly handiespped children in keeping with the principle

Studies of Children with Physical/Sensory Handicaps

rxmmmmmmmmmm

or severely mentally retarded children, the majority of those extaat focusing

on ing-impaired children. Like the studies with EMR and LD subjects,

the sociometric research with physically/sensorily handicapped children has
i classrooms,

Force (1956) studied 361 nonhandieapped and 63 hendicapped children; the
wwamdmdmm.m.mmy.
i sociometric

mm&mmmﬂlmmm Force attempted to
ascertain the variability in terms of specific disabilities and reported that
cerebral palsied children were very low in social status on all three criteria.

the handicapped samples which could affect social status independently of the
handicap.

Elser (1859) used a partial rank-order technique whereby children nominated
three children as friends, playmates, and luncheon associates, and then named
the three children they would not want for each role. In addition, a “guess
who" technique was used to establish a “reputation score” on the criteria of
popularity. game-playing ability, and smartness. The subjects were 46 hearing-
impaired children whose hearing loss was in excess of 85 dB, whose CAs ranged
from 9 to 12, and who were enrolled in regular grades 3-7, and 1,248 non-
handicapped children. No detailed information was provided on the latter or
on the clasarooms in which any of the children were enrolled. The hearing-
handicapped children were not as accepted as the average nonhandicapped
children; however, no differences were found between hesring-handicapped
and nonhandicapped subjects on personality ratings, aithough the hearing
handicapped were signifieantly lower on reputation scores. Interestingly, the
children with hearing aids were more aceepted than were those without hearing
aids (the latter, with mild to moderate handicaps, were less “visibly h.._di-

capped”).
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Kennedy and Hruininks (1974) studied seven boys and eight girs with hear-
ing handicaps who were enrolled in 13 elementary classrooms with 277 non-
handicapped peers. The sample was divided into children with moderate hearing
loss (4574 dBs, & 1) aml severe to profound losses (15-110dBs, N = 11),
All (hildren wore hearing aids fulltime. Three sociometric tests were admin-
istered: a partial rank-order (criterion: working, playing, or sitting together),
a roster and rating technique (extent to which the child is wanted as a friend),
and a socioempathy scale (child indicated how classmates rated him/her). The
results revealed that hearing-impaired chiicren were rated significantly higher
than nonhandicapped children on the partial rank-order scale but no significant
differences were found on the roster and rating scale. The results were more
favorshle for the severe-profound subxample. The inconsistent findings (of
Elser, 1439, and Kennedy & Bruininks, 1974) may have been due to age
differences or to the presence of greater social adeptness in the severe-
profound subsample who had attended preschool. Most important was the fact
that the hearing-handicapped children were selected by pupils with above-
average sociometnc seores.

The 11 children with severe and profound hearing losses were followed over
the next 2 vears by Kennedy, Northeott, McCauley, and Williams (1976), Their
sociometric status was evaluated by the same instruments used by Kennedy
and Brumninks (1971). After 1 year, the hearing-impaired children were not
different from their nonhandicapped peers, but after 2 additional years they
were significantly lowe, in sociometric status, On the roster and rating tech-
nique, the hearing-impaiced children were not significantly different from non-
handicapped peers during any of the 3 years. Efforts were made to account
for the drop in popularity; observation revesled that the hearing-impaired
sample interacted verbally significantly more with teachers and significantly
less with peers,

Only one study used soviometries with blind children (Jones et al., 1972).
The poputation of concern consisted of 11 boys and 9 girls, integrated blind
children all used Brailiel, who were enrolled in grades 4-6. The investigators
developed their own sociometric questionnaire; in the final version it consisted
of 10 tems for which the rater was to nominate three children. Some items
werv indicative of acceptance te.g., *1 would like to eat my lunch with
1 would like to work on a social studies project with ———") and others
tapped rejection (e, 1 would be happy if this person were ahsent from school™.
“During an arithmetic lesson, T would not like to sitpextto __._.")

In general, the blind children were found to score helow the median on most
of the 10 items: however, some were found to be stars who tended to be
deseribed as personally congenial and free of annoying personality and behavior
problems, The investigators also analyzed the sociometric standing of the
~ipchted children wha listed a blind classmate on the sociometric items. Gen-
¢-rally. the blind chitdren were nominated by & cruss-section of sighted class-
mates, That i~. the blind children had been nominated by popular, isolated.
and rejected children, The analysis did not consider sex or socioecunomic status
of raters, but was restricted to sociometric status.

Finally, Gerber (9771 included 8 sociometrie (“We are going to have s
bhirthday party for you. Who will you invite? Whe will you not invite?) as a
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measure in a study of preschool children (3-12 to 5 years) in a class that
included three handicapped children: an orthopedically handicapved bay. an
“autistic-like™ hoy, and a cerebral palsied girl. The names of the handicapped
children appeared 5 times (31.2% ) for inclusion in the party and 7 times (41.2%)
for exclusion, The cerebral palsied girl was not mentioned at all on 75% of the
nominations.

Research using sociometric techniques with children possessing physical or
sensory impairments ix so small in volume that making generalizations is
hazardous. The existing studies have been conducted in classrooms where the
handicapped child is integrated into regular programs. Again, acceptance and
rejection sppear to be related more to the pervonal-behavioral characteristics
of the child than to the handicap per se. Additional research is needed to clarify
whether the visibility of the handicap (e.g., wearing a hearing aid) facilitates
freater acceptance than a handicap that is not apparent to the raters. With
the exception of Jones et al. (1972), the literature lacks analyses of the char-
acteristics of peers in relation to the degree of acceptance shown the handi-
rapped children.

In order to clarify the factors rel:ted to the sociometric status of integrated
handicapped learners, an alternative conceptual model for sociometric research
is offered in the following section.

A CONCEPTUAL MODEL FOR SOCIOMETRIC RESEARCH

N far, research on the sociometric status of special education students has
controlled very few independent variables in any given study. Figure 1 depicts
the model controlling the majority of studies to date. The mean or medium
sociumetric status determined for the handicapped learners is contrasted to
the median or mean value for the nonhandicapped group and some judgment

FIGURE 1
Current Model for Most Sociometric Research in Special Education
Sociimetric )
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FIGURE 2
Alternative Model for Resezreh on Soclometric Status in
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the&etthatmmnmﬁeuinwhkhmmhvebemaskedrkwaympud
or rejected handicapped children ha- . found that the attributes which are
continually mentioned—personality and behavioral characteristics—are in-
dependent of the disability. The investigation by Gottlieb et al. (1978), ex-
amining variables that sccount for variance in sociometric status within a
mmdonmdel.mwwﬁuﬂmhvesﬂpﬁmhmwm
independent variables that are related to sociometric statys.

It Is cur contention that an alternative model for sociometric research is
mm:m’ﬁwmmammmmm
components—handicapped child, nonhandieapped peers, interactions of child
wm.wwmmmwmmt
variables for each which, somehow, should controlled or manipulated for

ment deviates markedly. Similarly, the interaction of age, ethnicity, SES, and
mwmmmmmﬂmwmwumdﬂdmimbebm
smdiedinrebtionmtbemmevmahlesinmemmwcappedpeersdning
the rating. Moreover, Mbamedtoehddsted!eﬂﬂenf&a&enaswey
mediate the attitudes of nonhandicapped peers. For exumple, the social ge-
ceptance of handicapped children may be facilitated if the teacher reinforves
ormmplhnenmhmdicappedchﬂdnnhmemmnfmhndiappedch&-
mates or if the teacher reinforces nonhandicapped children who exhibit fa-
; clasemates. Indeed, the effects
oftescherbebavimontbemp&nweofcbﬂdmnhbeledmnunynulded.
who were shown in a videotaped situation, was investigated by Foley (1979).
When the teacher rescted positively to the children's behavior, peer acceptance
ratings were significantly higher than when the teacher rescted negatively.
The data suggest that the teacher’s role is critical in evaluations of mainstream
situations; thus more evidence is needed.

In keeping with this model, some interventions are presented which are
designed to improve the sociometric status of low-status children.

PROGRAMS TO IMPROVE SOCIAL STATUS

The literature reviewed to this point has repeatedly indicated a general lack
of acceptance of handicapped children by their nonhandicapped peers. Given
these discouraging findings and an educational objective of improving the social
acceptance of these children, there has been a surprising lack of experimental
studies attempting to manipulate social aceeptance patterns. The few studies
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attempting to change sociometric status per e have been plagued with prob-
lems mentioned previously, such as lack of comparability of instruments and
a wide variety of sampling techniques, making comparisans and/or general-
izations virtually impossible.

A notable deficiency in the few reported intervention studiex is the relative
lack of any conceptual framework or validity base for the type of intervention
implemented. Most studies have relied on intuitions or assumptions, such as
the belicf that increased exposure to and cuntaet with handicapped children
will imm:mmmmmdwmmdcmmwmm
dicapped peers. Such assumptions are generally unfounded and even may be
fallacious (Gottlieb, 1975). It should be noted here that the assumption on
increased contact (the “contact kypothesis®) is 8 philosophical cornerstone of
the mainstreaming movement. The use of the word “philosophical” emphasizes
that the assumption is not empirically based and the dynamics underlying the
concept have not been thoroughly delineated.

The studies involving change in sociometric status are reviewed in the frame-
work of the conceptual model (Figure 2); that is, social acceptance is viewed
from the perspectives of the individual child, peers, teacher, and environmental
variables, and on the effects of these components on the social interaction of
a child and his prers, Because of the limited use of sociometric data as de-
pendent variables of <hange, implications and directions are drawn from stud-
ien which were designed to change attitudes toward the handicapped or to
change behaviors which are known to correlate with social acceptance.

Interventions with the Individual Child

Kesearch on the dynamices of peer acceptance hax focused primarily on the
aasociation of acceptance or rejection of u child with a host of personal char-
acteristics. Found to be related to social acceptance ave physical charscteristica
(attractiveness). age. intelligence, academic achievement, personality, and so-
cial behaviors (Gronlund, 1959). Social behaviors have been suggested as an
ohvious target for remediation. Oden and Asher (1977) examined the effects
on the sociemetric status of socially isolated children of coaching them in social
<kills for friendship making. The coaching consisted of instructing the children
i six 5-7 minute sessjons in the following concepts:

. .. participation ... getting started, paying attention); cooperation
(e.x.. taking turns, sharing materials); communication (e.g. talking with
the other person. listening): and validation support, referred o as being
friendy. fun. and nice te.., looking at the other person, giving a smile,
offei g help or encouragement). (p.4i)

These sessions were followed by one in which the chikl was allowed to practice
the skills learned in a game-playing situation with a peer. A post-play review
sesston immediately followed, The control groups consisted of (1) socially iso-
lated children merely paired with another child to play ganes and (b socially
solated children paired with a peer to work on independent tasks. A peer
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nomination roster and rating sociometric technique was used to obtain ratings
on the play and work situations in order to obtain a ruting of friendship. Pre-
and posttest measures were obtained. The results indicated that the children
who received the cuaching incressed their play sociometric rating sigificantly
more than either of the control groups. The coached group also showed a
Rgreater but nonsignificant increase in friendship nominations. A follow-up
sociometric assessment one vear later indicated that the coached children
continued to increase their play sociometric ratings. This study suggests that
scial acceptance of socially isolated children can be improved by coaching
them in social and friendship-making skills. It is not clear which aspect of the
intervention (the couching or the practice and feedback) was responsible for
the change.

It should be noted, in this as well as other successful interventions, that
the positive and encouraging results were obtained with socially isolated (low-
acceptance ratings) children. Very different interventions may be needed for
children with various handicaps. For instance, the rejection of mildly retarded
children by nunreturded peers has been associated with their negative social
behaviors (Baldwin, 195%; Johnson, 1950). Interventions may have to deal with
these negative behaviors before instituting provisions to develop positive social
behaviors.

Suceessful intervention in social behaviors have used modeling and behavior
maodification techniques, such as shaping, peer reinforcement, and self-control
(Cartledge & Milburn, 1975, MacMillan & Morrison, 1979). Although poten-
tially useful for improving socisl acceptance, these interventions have nat been
linked with actual changes in sociometric status.

Several other corvelates of social acceptance which are promising for inter
ventions are positive and negative reinforcement (Hartup. Glazer, &
Charlesworth, 1967), social role-taking skills (Kitano & Chan, 1978), socio-
empathy (Bruininks, 1978a), and communication sKkills (Brvan, 1977).

The relation of scademic achievement. self-concept, and peer acceptance has
bevn emphasized by Schmuck and Schmuek (1975). The directional relations
among these phenomens have not been documented but it can be postulated
that improvement in scademic achievement may enhance self-concept and
sovid acceptance, Sheare (1955 investigated such a possibility, The interven.
tion consisted of & resource program devoted primarily to the seademic needs
of LD students, but after the subjects attended 8 resourve program for one
year no significant changes were found in their self-concepts or acceptance by
peers. However, measures were not taken to determine whether paraliel changes
in academic achievement werce accurring hecause of the resource program, so
the study is an inadequate test of the hypothesis that academic change causes
sovial acceptanee improvement. Thix line of investigation, however, is poten-
Ually mteresting and fruitful,

Interventions with Peers

Interventions to improve social status alse might focus on the handicapped
child's peers. Research on attitudes toward the mentally retarded indicates
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that children who are more sccepting of mentally retarded children are usually
female, young, from a lower SES group, and better adjusted than those who
are less accepting (Gottlieb, 1975). These demographic characteristics are not
based on sociometry and do nat offer guidance for possible interventions, but
they represent the research on the peer compunent of a soclal acceptance
model.

Guidance for intervention may be obtained from two studies that attempted
to change attitudes toward handicapped people. Clore and Jeffrey (1972) ex-
plored the effects of emotional role playing on interpersonal attitudes toward
disabled college students. (See Chapter 3 for detailed discussion of this study.)
Wilson (1971) compared the effeets of simulation of deafness and chservation
of a deaf person. No differences were found on an attitude seale but differences
appeared on a semantic differential, the simulation group giving the deaf s
lower rating (supposedly becsuse of their experience “in the shoes of a deaf
person”). Role playing and simulation experiences hold potential for application
to other handicaps as well. The theory behind such techniques is that the
experiences will increase empathy, understsnding, and tolerance of the people
with the various handicaps. This theory needs to be further validated in studies
in which sociometric change is a dependent variable. One can see the promise
of such techniques as role playing, simulativn, discussion, and various other
activities in the curricula of schools to broaden the perspective of childien
toward their handicapped peers.

Child-Peer Interactions

A more complex and realistic area of attitude-change study is that of inter-
actions between handicapped children and their nondisabled peers. Group
processes and other environmental variables make up the milieu in which peer
acceptance patterns are developed and fostered. The majority of intervention
studies attempting to change sociometric status come under the rubric of
“contact.” As mentioned previously, these studies assume that increased ex-
posure to or interaction with handicapped children will ineresse peer accep-
tance of them. In addition to increased contact, some studies are based on the
assumption that participation in prestigious activities with popular students
will cuntribute to increased scceptance of an unpopular child. Chennault (1967)
paired unpopular and popular students in 8 special class for cooperative ac-
tivities that included the planning, rehearsing, and presentation of a skit. The
results indicated that the experimental subjects gained significantiy over con-
tr] subjects on 8 roster and rating sociometric measure. The investigatore
acknowledge that the gain could have been caused by any one of numerous
factors including

(1) the enaperative group experiences; (2) removal of the experimental
subjects from the classroom twice weekly for five weeks; (3) attention
provided by experimenier; (4) interaction with high status peers;
(5) successful public performance; (6) private support and public sp-
proval by the teacher; (7) successful completion of a challenging task; .
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and (8) concrete rewards given to classes at the end of the performance.
(p. $67)

Obviously, the significant factors should be determined to specify the dynamics
of the very broad contact £ nd exposure hypotheses. What mediates acceptance
or rejection in the interactions between handicapped children and their peers?

McDanie! (1970) studied the effeets of participation in extracurricular activ-
ities on the social acceptance of EMR students by their EMR peers. It was
discovered that EMR students who participated in the activities, the exper
imental group, were more accepting of their peers; rejeetion rates were either
decreased or stabilized in this group. It should be noted that the sociometric
measure used by McDaniel was the acceptance of others rather than acceptance
by others. The authors attributed the increased acceptance to the greater
interaction with an awareness of others. However, the question of the specific
nature of the interaction remains.

Lilly (1971) paired unpopular, low-achieving students with popular peers in
the making of a movie to present to the class. The investigator also attempted
to examine the effects of the specific variables of experimenter impact, peer
impact, removal from class, and salience . "participation in the movie, Although
Lilly noted a gain in social acceptance due to the treatments, he was not able
to differentiate the effects of the variables, Thus, again, no illumination is
provided on the dynamics of the contacts or the interaetions.

When Lilly looked at the social acceptance grins at a 6-week follow-up, he
found that the gains did not endure. Rucker and Vincenzo (1970) also feiled
to find long-term effects after similgr intervention. Both studies suggested
that long-term endurance of social scceptance gnins may be achieved only
through more specific interventions that modify the behaviors which the un-
populer children may be exhibiting.

Ballard, Corman, Gottlieb, and Kautman (1978) attempted to control the
behavior exhibited by mainstreamed retarded children through highly struc-
tured group activities. Groups of children that included retarded learners were
provided over a period of 8 weeks with structured and ordered tasks which
were designed to encourage cooperation and provide successful experiences
for everyone. Pre- and post-sociometric measures indicated that the experi-
mental group of mainstreamed retarded learners improved their sociometric
status significantly more than the contro! greups. The investigators, noting
the need to specify the component responsible for the increased acceptance,
offered four possibilities: (a) the cooperative nature of the task, (b) the high
degree of structure, {c) the minimal academic nature of the task, or (d) the
length of the treatment period (8 weeks).

Classroom Environment

In attempting to define the nature of peer interactions and their influence on
sacial acceptance. investigators must consider the setting or environment in
which the interactions take place. Schmuck and Schmuck (1975) emphasized
the influence of the classroom climate or environment created by a teacher on
the social acceptance patterns in the room. Earlier, Schmuck (1966) observed
two types of liking pattemns in classrooms:
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Centrally structured peer groups are characterized by a large number
of pupils who agree in selecting only a small cluster of their classimates
as pupils they like. Along with this narrow focus on a small number of
pupils, many other pupils are neglected entirely. Diffusely structured
peer groups, on the other hand, are distinguished by & more equal dis-
tribution of liking choices; by no distinct subgroups whose members
receive a large proportion of preferences; and by fewer entirely negiected
pupils. (p. 341)

mmmwwmmmmmmmmmm
of group cohesiveness, demonstrated by positive attitudes toward school, self,
and peers, More positive behaviors consistent with the goals of the school
were also seen in diffusely structured classrooms. Students were more sccurate
in estimating their own status in centrally structured groups; this trend was
detrimental for low-status students who were made acutely aware of their
social positions. Thus, the diffuse structure is considered a healthier classroom
social status pattern.

Schmuek (1966) emphasized the potential influence of teachers in shaping
these sociometric patterns. He found that teachers of more diffusely structured
classroums, compared to other teachers, attended to and talked with a larger
variety of students per hour. Teachers of centrally structured classrooms called
on fewer students for participation and seemed to ignore the slower, less
involved students. Teachers in classrooms with positive liking patterns re-
warded students with specific statements for helpful behaviors and eontrolled
behavioral disturbances with general, group-oriented statements, In contrast,
teachers in classrooms with less positive liking patterns tended to reward
individual students less often and reprimand them publicly for breaking rules.
Teachers with positive classroom climates were more aware of the mental
health aspects of their students and their classroom. In general, these teacher
behaviors were associated with a positive, cohesive classroom climate which,
in turn, was associated with diffuse and supportive classyoom liking patterns.
Kaufman et al. (in press) confirmed this association in investigations of social
status as 8 function of classroom environment; they found that the status of
EMR-special class, EMR-mainstreamed, and nonretarded students was sig-
nificantly related to the cohegiveness of the classroom.

Reinforcement Patterns

The importance of tescher reinforcement patterns on sociometric patterns is
shown in a study by Flanders and Havumaki (1960). In one condition, the
teavhers were instructed to praise only the students in odd-numbered seats
for participation in a group discussion; in the control condition, teachers were
allowed to direct praise to the group as a whole. In the experimental condition,
the students in the odd-numbered seats received significantly more sociometric
choices than those in the ¢ven-numbered seats. In the control condition, there
was no difference between the students of odd- and even-numbered seats.
Thus, the teacher's pattern of public positive reinforcement had a significant
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effect on peer acceptance patterns.

Alsv related to teacher reinforcement patterns are the contingencies for
reinforcement set by the teachers. In a study by Drabman, Spitalnik, and
Spitalnik (1974) the teacher was able to change the sociometric pattesn of the
group by changing the contingencies in s token reinforcement program. The
social status of disruptive children was improved by making group reinforce-
ment contingent on the behavior of those disruptive children. Although the
actual behavior of these children did not change significantly, improvement in
their social status was attributed to the responsibility for having to behave.

Group Processes

An essentially unexplored but very important aspect of environmenta! influ-
ence on peer acceplance is the effect of group processes on the acceptance
patterns. Set.muck and Schmuek (1975) described the contributions of group
noTms, expectations, communication patterns, and group cohesivesness to class-
room climate and their effect on social acceptance patterns. The investigators
described classroom activities which can be used to improve acceptance pat-
tems through the broadening of noyrms and expectations, increasing group
cohesiveness, and improving communication patterns. Research in this area
should be pursued to determine the effects on these processes of the addition
of handicapped children to the group, and to ascertain whether interventions
designed to improve group processes affect the soclometric status of handi-
capped children,

Classroom Organization

Other aspects of the environment which can be considered for manipulation
are the administrative arrangement (described in a preceding section), degree
of structure provided, the nature of academic and social demands, and the
opportunity for interaction Hallinan (1976) studied the effect of the organi-
zationsl properties of a classroom (open vs. traditional) on friendship patterns
and the amount of interaction possible. It was found that the structural char-
acteristics of schools impose constraints on the content, frequency, and du-
ration of peer interactions. The resuits of the study showed a less hierarchical
distribution of choices, with fewer social isolates and sociometric leaders (sim-
ilar to a diffuse structure) in open classrooms as compared to traditional classes.
Thus, classroom organization could be a potentially important variable to con-
sider in studying classroom peer relations.

In summary, potential avenues for improving the social acceptance of hand
icapped children include treating the child or his peers as individuals, manip-
ulating peer interactions, and attempting to change aspects of the total
environment, such as reinforcement patterns, group processes, or classroom
organization. Few of these possibilities have been empirically documented with
handicapped children. Future investigations should focus on the use of com-
parable scciometric measures with various groups of handicapped children to
discover subtieties that could affect interventions with each group. And, be-
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cause the proof of any intervention is its robustness in the test of time, more
studies should consider the longitudinal nature of sociometric change.

DEPENDENT VARIABLE: WHAT CONSTITUTES ACCEFTANCE?

It was mentioned previously that studies comparing acceptance and/or rejec-
tion of handicapped learners and nonhandicapped peers typically use mean
sociometric scores. Let us assume that we are concerned only with acceptance
scores which have been derived from any of the types of sociometric instru-
ments described previously in order to illustrate how more information might
be derived from these studies.

First, all nominations are given the same weight. Being nominated by the
lowest status child in the class “counts” as much as being nominated by the
highest status child. Jones et al, (1972) examined the nomination patterns for
blind cuildrer. and found that the nominators represented a cross-section of
the class in terms of social status. The question raised here is whether so-
ciometric data should be analyzed further to determine what kinds of children,
in terms of age, sex, SES, achievement, and social status, are nominating the
handicapped in urder to discover the characteristics of chikiren who are likely
to accept handicapped classmates.

Related to the weighting issue is the apparent assumption that the more
nominations an individual receives the better is his or her acceptance, Is being
nominated by 10 children you cannot stand “better” than being numinated by
one whose friendship you value? Somehow we must go beyond socio-empathy
and ask the children who are the significant others in the class by whom they
want to be nominated. In this fashion, some qualitative judgments could be
made regarding the quantitative nominations a given child receives.

Another dimension of this problem relates to the desire to move from the
sociometrie structure of a class to the individusal child's perception of aceeptance
and that child's feelings about his or her acceptance. It seems plausible that
a child could be very happy in 8 class if only one other child (probably a
significant other) is accepting of him or her, yet traditional scoring procedures
would identify the child as an isolate. We underscure the need for some qual-
itative asse~sment to supplement quantitative assessments because we are
convinced that there are individual differences in the needs of children for
sovial scceptance which are ignored by traditional scoring procedures.

One explorstion of the qualitative aspects of sociometric status was the
Gronlund (1959 study of mutua) choices. A child who is highly popular with
one segment of the class and actively rejected by the same number of other
classmates represents a different case from the child who is ignored by all
segments of the class. Yet scoring procedures that subtract rejections from
acceptances would obseure such differences and assume sacceptance and re-
jection to be a single continuum. This position was challenged recently by
Gottlieb et al. (1978).

Finally, in this era of mainstreaming in which sociometrie techniques may
he used as outcome measures in evaluations, we must csution against the
uneritical interpretation of results. If one expects handicapped learners to be
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6

Classroom Learning Structure And
Attitudes Toward Handicapped
Students In Mainstream Settings:
A Theoretical Model And Research
Evidence

DAVID W. JOHNSON
ROGER T. JOHNSON

David hesitates in the door of the classroom but the special education teacher
escorts him firmly to the empty desk near the front of the room. He is afraid
to look around. “Will the kids like me?” he wonders. I know I'm not very
smart. Will they make fun of me?" The students who recognize him shake
their heads in disbelief. “Not Pumb David! What's he deing in our room?”

Similar scenes with other handicapped children are occurring in regular
classrooms all over the country.! Often the handicapped students may be
anxious and fearful and the nonhandicapped students may regard them with
distaste. Students attitudes toward themselves, each other, teschers, and
other school personnel may all be affected by mainstreaming. How teachers
structure the interactions between handicapped and nonhandicapped students
can have considerable impact on these attitudes.

This cha,ter presents a theoretical mode! and supporting evidence which
establish that, as a consequence of how teachers structure student-student

'Editor’s Note. Tbevngmttedsxﬂbesmﬂytheehﬂdwm prior to mainstreaming, was

mnmm»wnmmﬂybyuwup«nwhwwmwomm
however, is broad enough to encompass identified and labeled as well 38 identified but
nonlabeled handicapped children.
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interaction within the classroom, (a) attitudes of nonhandieapped toward hand-
icapped students become more accepting or rejecting and (b) the self-attitudes
of both handicapped and nonhandicapped students become more positive or
negative.

DEFINITION OF ATTITUDE

The extensive discussion of the conce;t of attitude in the previous chapters
makes necessary only a brief definition here. Aftifndes are a combination of
concepts, verbal information, and emotions that result in a predisposition to
respend favorably or unfavorably toward particular people, groups, idess,
events, or objects (D. W. Johnson, 1979). Attitudes are useful in the sense
that they provide a simplified and practical guide to appropriate behavior.
Some attitudes, like positive self-esteem, help students to function effectively
in a variety of situations; others, like fear of failure, interfere with effective
functioni

Appropriate attitudes are those that promote the ability to carry on trans-
actions with the environment that resuit in maintaining oneself, growing, and
flourishing. In terms of mainstreaming, both positive self-attitudes and pos-
itive attitudes toward handicapped peers are appropriate. /rappropriate at-
titudes are those that make for s more painful and troubled life through decressing
one’s abilities to maintain oneself, to develop in constructive and heaithy ways,
and to flourish as a person. Rejection of oneself and of handicapped peers are
inappropriate attitudes in the contemporary classroom. Appropriate attitudes
promote effective behavior and feelings of satiafaction, enjoyment, and hap-
piness. Inappropriate attitudes promote self-defeating behavior and feelings
of depression, anger, anviety, and guilt.

The content of this chapter is generally based on the Structure-Process-
Attitude theory of attitude acquisition and change proposed by Watson and
Johnson (1972). The theory posits that social structures define the process of
interpersonal interaction which, in turn, determines what interpersona! and
self-attitudes are acquired and maintained. One social structure may Jead to
supportive and caring processes of interaction and, thereby, to positive in-
terpersonal and self-attitudes; another social structure may lead to rejecting
and competitive processes of interaction and, thereby, to negative interper-
sonal and self-attitudes. Through the sucial structure maintsined in learning
situations, teachers car. determine whether a process of acceptance or rejection
appears in student-student interaction and, therefore, whether students de-
velop appropriate or inappropriate interpersonal and self-attitudes.

MAKING CROSS-HANDICAPPED SOCIAL JUDGEMENTS

Mainstreaming is based on the assumption thst placing handicapped students
in regular ciassrooms will facilitate positive cross-handicap relationships and
attitudes. Yet there is considersble disagreement as to whether there are
conditions under which physical proxirmity between handicapped and nonhan-
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dicapped students will lead to constructive croas-handicap relationships. The
lack of theoretical models and the apparently inconsistent research findings
have left the impression that mainstreaming may not be working. Perhaps the
key factor identified by the research as determining whether mainstreaming
promotes positive or negative cross-handicap relationships is whether students
cooperate, compete, or work independently on their academic assignments.

Physical proximity is a necessary but not sufficient condition for a reduction
of negative labeling and stereotyping and for the building of positive croses-
handicup relationships and attitudes. It is the actual interaction between hand-
icapped and nonhandicapped students that determines whether initial preju-
dices are strengthened or replaced by acceptance and positive attitudes. The
process of making social judgments about heterogeneous peers can be de-
seribed as follows (see Figure 1)

1. There are preinteraction negative attitudes existing between nonhandi-
capped and handicapped students,

2. Depemling on whether interaction takes place within a context of positive,
negative, or no interdependence, a process of acceptance or rejection takes
place. A cooperutive, compared with a competitive or individualistic, con-
text promotes greater interpersonal attraction among heterogeneous in-
dividuals.

3. The process of scceplance results from interaction within a context of pos-
itive interdependence, which leads to (8) promotive interaction and feelings
of psychological acceptance and safety: (b} accurate perspective-taking;
(¢1 differentiatedd, dynamic, realistic views of collaborators and self; (d) feelizygs
of sucoess; (e} pusitive cathexis towand collaborators and self; ') expectations
of rewarding future interuction with collaboraturs, regardless of their het-
erogenvity.

1. The process of rejection results from interaction within a context of negative
or no goal interdependence. Negative goal interdependence promotes op-
positional interaction and no gual interdependence results in no interaction
with peers. Both lead to (a) feelings of psychological rejection: (b) insceurate
perspective-taking; (c) monopolistic, static, and stereotyped views of class-
mates; (d) feelings of failure: (e) negative cathexis toward classmates and
self: and (f) expectations of distasteful and unpleasant future interaction
with heterogeneous classmates.

With further interaction, the process of acceptance or rejection may be

repeated.

.
)

Each aspect of making social judgments about handicapped peers is discussed
in the following sections,

PREINTERACTION ATTITUDES

Premtersction cross-handicap attitudes are baserd on stigmatization, impres-
sjon formation, and categorizing and Isbeling.
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FIGURE 1
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Stigmatization

Goffman (1963) defined 8 stigma as a deeply discrediting attribute of an in-
dividual. His is the only major thearetical work in the area of stigmatization.
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He distinguished between an indjvidual's “virtusl social identity,” which is the
character imputed to the individual by society, and “actual social identity,”
which reflects the person's true identity. Virtual social identity carries the
diserediting connotation. According to Goffinan, there are three types of stigma:
(a) physical dissbilities, (b) character disorders, and (c) tribal attributes, such
as ethnic membership or religious affilistion. The latter are transmitted through
the family and all members are affected.

When an individual has a highly visible stigma, simple contact with others
causes the stigma to be known. Certain stigmas (e.g., mental retardation)
may be viewed by nonhandicapped students as disqualifying handicapped stu-
dents from certain ac*ivities (e.g., academic work). To the extent that a hand-
ieap disqualifies a student from major activities in the classroom, it influences
the handicapped student's acceptability to nonhandicrpped peers. Finally, some
stigmas may interfere with iateraction with nonhandicapped peers (e.g., deaf-
ness, blindness, and being nonambulant) and thus are quite ebtrusive and lead
to a lack of epportunity to reduce rejection. These three aspects of the visibility
of the stigma (readily apparent, disqualifying, and obtrusive) all sffect the
strength of the feelings of nonhandicapped students (Abelson, 1978).

When visibly handicapped students are first placed in the regular classroom,
their nonhandicapped peers may hold negative attitudes toward them which
reflect the process of stitmatization. Various research studies indicate that
students who are perceived as handicapped by nonhandicapped children and
adolescents are viewed negatively and with prejudice whether the handicapped
students are in the same or separate classrooms (Goodman, Gottlieb, & Har-
rison, 1972; Gottlieb & Budoff, 1973; Gottlieb & Davis, 1973; Jaffv, 1966; G.
Johnson, 1850; G. Johnson & Kirk, 1950; Miller, 1956; Novak, 1975; Rucker,
Howe, & Snider, 1969).

Forming Impressions

The second step in making social judgments about handicapped children begins
with the furmation of an initial impression as the children enter the classroom.
Une's cognitive representations of what another person is like are greatly
influenced by the first few minutes of contact (Heider, 1858; Kelley, 1873).
First impressions can be strong and resistant to change, even with the intro-
duction of contradictory information (Watson & Johnson, 1972). The formation
of an impression of another person occurs through perceiving initial actions
and appearances and generalizing these initial impressions to the total per-
sonality of the other person (Asch, 1852). Three important aspects of first
imprensions need to be taken into account: (a) the primary potency of being
handicapped, (b) the number of characteristics included in the impression, and
(¢} the dynamic quality of the impression.

Some characteristics are more important than others in forming an initial
impression. Asch (1952) designated some characteristics as central and others
as peripheml, whereas Allport (1854) designated the characteristics that ov-
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Kowiumake. 1976) have been found to be of primary potency.

Impeessions may be classified as either differentinted or monopolistic on the
MMMMMMWMRWMMM
mdthe\uythehpfm&meedbythmmwnﬁm
situation. A differentiated impression includes many different eharacteristics
Mmmmm“mmm.mmam
memmmmmmmam
nopolistic impression exists. According to Allport (1854), humans operste
MWMMMM”MMMWM
are essier to form and maintain than are differentisted impressions.

Finally, differentiated impressions, by their very nature, stay in & dynamic
state of change because of their tentativeness and the differential weighing of
characteristics acconding to the current situation. Monopolistie impressions,
by their very nature, are static due to their rigid weighing of a few charse-
teristics of primary potency regardiess of the demands of the current situation.
As one forms an impression of another person, one inevitably categorizes and
then labels anpects of the other's appearance and actions.

Categorizing and Labeling

Categorizing snd labeling are natural funetions of human learning, thought,
and memory (D. Johnson, 1979). When nonhandicapped students form an
impression of handicapped peers who are mainstreamed, they categorize the
peers’ characteristics, attach a label to esch category, and form a conceptual
structure that organizes the overall impression. However, the way in whieh
the impressions of handicapped peers are categorized, labeled, and organized
has important influences on mainstreaming; it may lead to a differentiated,
dynamic, and realistic impression, or it may lead to errors based on rigid
stereotypes,

Labels permit the consolidation of information in one easily retrievabie term.
Inevitably, they carry evaluative connotations as well as denotative o-2gnings,
Although labeling is inevitable, when labels are applied to handicapped peers
they may have negative effects by emphasizing monopolistic eatey ries of
primary potency that carry stigma, thus eneouraging treatment only in terms
of the handicaps, and assigning handicapped students to g low power position.

Some labels (e.x.. psychopathic, schizophrenic, and cerebral palsied) are
rated more negatively than others. Teachers hold lower performance expec-
tations for studenta labeled culturally deprived or juvenile delinquent (Jones,
1972). Furthermore, lzbels often define power relationships between the Ia-
heler and the lubeled, with the latter placed in a low power position.
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PHYSICAL PROXIMITY

When hundicapyend students enter the regular classroom, nonhandicapped stu-
dents form initial impressions of theni, These impressions are based on the
information received earlier about the handicapped students, the visibility and
primary potency of the handicaps, and the labels used to categorize the stu-
dents’ characteristics. Beciuse being physically, intellectually, or psycholog-
Mymmmmmmmmmm,mmmm
are perceived somewhat negatively from the beginning. The negative percep-
tion sets updwnmngpmsibiﬁtyummnﬁcappedmwmm
handicapped classmates.

Physical proximity between handicapped and nonhandicapped students—
that is. placement in the same classroom-—is the beginning of an opportunity
hut. like all opportunities, it carries & risk of making things worse as well as
the possibility of making them better. Fhysice!l proximity does not mean that
the stigmatizing, stervotyping. and rejecting of handicapped peers by non-
handicapped students will result sutomatically. or that handicapped students
will be automatically inchuded in relationships with their nonhandicapped class-
mates which are necessary for maximal achievement and healthy social de-
velupment. Several studies indicate that placing handicapped and nonhandicapped
students in close physical proximity te.g., the sume classroom) may increase
nonhandicapped student prejudice toward the stereotyping and rejection of
their handicapped peers (Goodman, Gottlieb, & Harrison, 1972; Gottlieb &
Budoff, 1973 Gottliels, Cohen, & Goldstein, 1974; lano, Ayers, Heller, Mc-
Gettigan, & Walker, 1974: Pands & Bartel, 1972). On the other hand, there
i also evidence that placement in the same classroom may bring about more
positive attitudes in nonhandicapped students toward their handicapped peers
(Bullard, Corman, Gettlieb, & Kaufman, 1977; Higgs, 1975; Jaffe, 1966; Lapp,
1457; Sheare, 1975, Weehsler, Suarez, & McFadden, 1975). This contradictory
evidence is consistent with previous research on ethnic integration, which
indicates that although contact between stigmatized and nonstigmatized stu-
dents may be a necessary condition for reducing prejudice and rejection, it is
not 4 sufficient one (Gerard & Miller, 1975; Harding, Proshansky, Kutner, &
Chein, 1964 Shuw, 1973; Watson & Johnson, 1972; Wolfe & Simon, 1975).

Furthermore. during the initial interaction between nophandicapped and
handicapped classmates, the nonhandicapped students may feel discomfort snd
<how “intergetion strain.” Jones (1970), Siller and Chipman (1967), and White-
maun and Lukoff (1964) found that physically nonhandicapped persons reported
discomfort and uncertainty in interacting with physically handicapped peers.
Kleck and his associates found evidence indicating that nonhandicapped in-
dividualx interacting with a physically handicapped (as opposed to a physically
nonhandicapped) person exhibited greater motoric inhibition (Kleck, 1968);
greater physiological arousal (Kleck, 1968); less variablility in their own be-
havior: termination of interaction sooner; expression of opinions that were not
representative of their actual beliefs; reports of discomfort in the intcraction
iKleck. Ono, & Hastorf, 1966); and, in the case of a person said to have epilepsy,
maintenance of greater physical distance (Kleck, Buek, Goller, London, Pleif-
fer. & Vukcevie, 196%). Furthermore, Jones (1970) found that nonhandicapped
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college students whe performed a learning task in the presence of a blind (as
opposed 1o 8 sighted) confederate reported stronger beliefs that they would
have performed better on the task if the blind person had not been present,
even when the actual performance data indicated that the presence of a blind
or sighted person had no sigmificant effects on achievement. The discomfort
many uonhandicapped students seem to feel when initially interacting with a
handicapped peer may add to the risk that a monopelistic, static, and overly
simplified view of handicapped peers as stigmatized may dominate relation-
ships when handicapped students are mainstreamed into the regular clsssroom.

Whether mainstreaming results in constructive or destructive relationships
between handicapped and nonhandicapped students is largely determined by
the type of interdependence teachers strueture among students’ tearning goals.
[t is this interdependence that defines the social context in which interaction
between handicapped and nonhandicapped students takes place. In any learn-
ing situation, teachers can structure positive goal interdependence (i.e., co-
operat.on), negative goal interdependence (i.e., competition), or no goal
interdependence (ie.. individualistic efforts) among students (D. Johnson &
Johnson, 1973;.

In a couperative learning situation, student goal attainments are positively
correlated und students coordinate their actions to achieve their mutual goals.
Students can achieve a learning gozl if and only if the classmates with whom
they are cooperatively linked also achieve their learning goals. In a competitive
learning situation, student goal attainments are negatively correlated; stu-
dents can obtain their goals only if the other students with whom they are
competitively linked il to obtain their leaming gosls. In an individualistic
learning situation, the goal achievement of each student is unrelated to the
goal attainment of others: there is no correlation among student goal attain-
ments. Nuccess is contingent on individual performanee, irrespective of the
quality of others’ performances. These three types of goal intendependenee
create different patterns of interaction among students which, in turn, create
positive attitudes toward acceptance of elassmates, regardless of their hand-
icaps, or pegative attitudes toward and rejection of handicapped peers (D.
Johnson & Johnson, 1975, 1978, 1983a; D. Johnson, Johnson, & Maruyama,
19%3). The specific procedures teachers use in implementing the three learning
situations may be found in D. Johnson and Johnson (1975) and D. Johnson,
Johnson, Holubec, and Roy (1984),

PROCESS OF ACCEPTANCE

The process of acceptance begins with the placement of handicapped and non-
hamdicapped! studentx in xmall, heterogeneous learning groups and assigning
them a lesson to complete as a group, making sure that all group members
master the assigned work. Inother words, & positive interdependence is strue-
tured among the students’ learning gosls. There is s great deal of research
companng the effects of cooperative, competitive, and individualistic learning
1), Johnson & Johnson, 1975, 1978, 19%3a; 1. Johnson, Johnson, & Maruyama,
1453, D, Johnson, Maruyama. Johnson, Nelson, & Skon, 1981). Compared with
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competit.ve and individualistic learning situstions, working cooperatively with
peers

1. Will create a pattern of promotive interaction, in which there is

a. more direct face-to-face interaction among students;

b. an expectation that one'’s peers will facilitate one’s learning;

. more peer pressure toward achievement and appropriate ciassroom be-
havior;

d. more reciprocal communication and fewer difficuities in communicating
with esch other;

e. more actual helping, tutoring, assisting, and general facilitation of esch
other’s learning;

f. more open-mindedness to peers and willingness to be influenced by their
ideas and information;

g more positive feedback to and reinforcement of each other;

h. less hostility, both verbal and physical, expressed towards peers;

2. Will create perceptions and feclings of

a. higher trust in other students;

b. more mutua! concern and friendliness for other students, more atten-
tiveness to peers, more feelings of obligation to and responsibility for
classmates, and desire to win the respect of other students;

¢. stronger beliefs that one is liked, supported, and sccepted by other
students, and that other students care about how much one learns and
want to help one learn;

d. lower fear of failure and higher psychological safety;

e. higher valuing of classmates;

f. greater feelings of success,

Positive goal interdependence creates the preceding patterns of promotive
interaction and psychological states which, in turn, create (a) differentiated,
dynamic, and realistic impressions of classmates by nonhandi-
capped students and (b) a positive cathexis toward others and oneself.

Labeled handicaps lose their primary potency when the view of the hand-
icapped peer as a person becomes highly diffeventiated, dynamic, and realistic.
A differentiated, dynamic impression includes many different categories; each
category is assigned a weight for its importance according to the demands of
any specific situation, and the weight or salience of esch category changes as
the requirements of the situation change. New information on the handicapped
peer is admitted into one's impression as it becomes relevant. Thus, if a peer
is visually impaired, this category may be noted when the group is trying to
read what the teacher has written on the blackbeard, but it is forgotten when
the group discusses the material they are studying. The conceptualization of
the handicapped peer stays in a dynamic state of change, open to modification
with new information, and takes into account situational factors.
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WhenmnhmﬂiumstudemMMywithalmﬂhpMm.me
boundaries of the handicap became more and more . Although handi-
upmdstudenunmybeaﬂemhﬁelheenemdmebm&ﬁﬁesmnmey
are isolated, intensive promotive interaction under positive goal interdepend-
mmamum"wmamw
students. lfahndinpmdmmhefdshnﬁnggmpmrmdwmk
cleaﬂy.theoﬂ:ernmbemofﬂneleanﬂngmupbe«xmhishlyawmdme
fact. With the realistic perception, however, there also comes a decresse in
mmﬁmwmwmwmmwammmwm
connected to the handicapped student.

A direct consequence of cooperative experiences is a positive cathexis (Deutsch,
1849, 1962; D. Johnson & Johnson, 1975, 1978, 1983a; D. Johnson, Johnson,
& Maruyama, 1983) in which

- 1. The positive value attached to another person’s efforts to help one achieve
one's goal becoines generalized to the person.
2, Students positively cathevt to their own actions aimed at achieving the joint
goal and they generalize that value to themselves as persons.

In other words, thenceeptanceofnndlikimforhmdhppedpeembym
handicapped students increases when interaction takes place within a context
of positive goal interdependence, and the self-attitudes of handicapped stu-
dents become more positive. Specific research supporting these contentions
is discussed in a later section.

PROCESS OF REJECTION

When hmdicappedstu&ntsmﬁrstplacedinthechsmmtheymrya
social stigma that dominates initial impressions and leads to the formation of
static monopolistic stereotypes that overshadow much observed behavior. This
initial tendency toward the rejection of handicapped students is perpetuated
by instructing students to work alone so that they will either outperform their
peers (competition) or meet set criteria (individualistic efforts).

When interaction between handicapped and nonhandicapped students takes
place within a context of negative goal interdependence, compared with co-
operative learning activities (I). Johnson & Johnson, 1975, 1978)

1. There is a pattern of oppositional interaction in which students

have little face-to-face interaction:

h. expect their peers to frustrate the achievement of their learning goals;

face peer pressure against achievement and appropriate classrnom be-
havior;

. communicate insccurate information and fre: uently misunderstand each

other;

. #re closed-minded to and unwilling to be influenced by peers;

give each other negative feedback;

g. express verbal and physical hostility toward peers;
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2. There are perceptions and feelings of

a. distrust for other students;

b. higher fear of failure and more feelings of failure;

c. less mutual concern and feelings of responsibility for peers;
d. being rejected and disliked by classmates.

Negative goal interdependence creates the preceding patterns of opposi-
tional interaction and psychological states which, in turn, create (a) monopolistic,
static, and oversimplified impres dons of handicapped classmstes by nonhan-
dicapped students, and (b) & negative cathexis toward others and oneself. In
the competitive classroom, reading ability and competence in spatial reasoning
are the primary qualities that make others or oneself worthwhile; these two
qualities separate the winners from the losers.
place within a context of no goal interdependence, students are instructed to
work on their own, not to interact with other students, to use their own
materials, and to work towand goals that are independent of the learning goals
of other students. In such a situation there is no interaction among students
and no structured interconnectedness with peers. The independence of stu-
dents during learning activities creates (a) monopolistic, static, and oversim-
pﬁﬁedimpmmiomoﬁmﬂapﬂdmm&esbymhmdimppednﬁem.
and (b) negative cathexis toward others and oneself.

Both competitive and individualistic lesrning activities provide little or no
information on handicapped peers, thus allowing initial stereotypes to continue.
What little information is available is likely to confirm existing stereotypes
that handicapped peers are “losers.” The boundaries of the handicap are not
clarified.

A direct consequence of competitive experiences is a negative cathexis
(Deutsch, 1949, 1962; D. Johnson & Johnson, 1975, 1978, 1883a; D. Johnson,
Johnson, & Maruyama, 1983) in which

1. The negative value attached to classmates’ efforts to achieve becomes gen-
eralized to them as people (if they “win,” you “lose”).

2. Students negatively cathect to their own actions when they lose and gen-
eralize that negative evaluation to themselves as persons (in the usual
classroom, achievement hierarchies are relatively stable, leaving the ma-
jority of students continually to experience failure).

Generally, the research indicates that in comparison with cooperative situa-
tions, classmates in competitive situations are disliked and self-esteem is lower
for all students but the few “winners.” Both self-esteem and liking for class-
mates are lower in individualistic than in coopersative Jearning situations (D.
Johnson & Johnson, 1975, 1978 1983a; D. Johnson, Johnson, & Maruyama,
143, although the theoretical rationale for these findings is somewhat unclear.

it should be noted that the process of rejection can be replaced in the
classroom at any time by the process of acceptance by strueturing cooperative
interaction between handicapped and nonhandicapped students.
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COOPERATIVE INTERACTION AND MAINSTREAMING

Two of the most important aspects of the process of acceptance are the re-
suiting cross-ethnic interpersonal attraction and positive self-esteem of the
handicapped students. Recently we condueted a meta-analysis of research
comparing the relative impact of cooperative, competitive, and individualistic
situations on interpersonal attraction between handicapped and nonhandi-
capped individuals. Given the disagreement among soctal scientists s to whether
limitations of the summary-impression methodology used in previous reviews,
there was a need for a comprehensive review of the existing research that
examined the magnitude of any difference among the three goal structures as
well as the probability of finding such differences. We reviewed 268 studies
that yielded 105 relevant findings. Three types of meta-analysis were used:

voting method, effect-size method, and z-score method. When cooperation was

compared with interpersonal competition, the results favored cooperation with
a voting method score of 14 to 0 with 9 ro differences; an effect size of .85,
indicating that the cross-handicap liking st the 50th percentile in the coop-
erative condition was comparable to the cross-handicap liking at the 81st per-
centile in the competitive condition; and a z-score of 7.88 (p > .001). When
cooperative and individualistic conditions were compared, the results favored
cooperation by a vating method score of 48 to 0 with 6 no differences; an effect
size of .96, indicating that the average cross-handicap liking in the cooperative
condition was equivalent to the cross-handicap .iking at the 83rd percentile in
the individualistic condition; and a z-score of 15.39 (p > .0001). There is,
therefore, strong evidence that cooperstive leamning experiences promote more
positive cross-handicap relationships than do eompetitive and individualistic
ones. (Qur own studies, some of which have been completed since the above
review, may be described as follows. (See Table 1 for summary of these studies.)

Study 1

R. Johnson, Rymders, Johnson, Schmidt, and Haider (1979} mainstreamed
trainable mentally retarded students from a special station school into a junior
high school bowling class with 18 nonhandicapped students from public and
private schools. The study took place over 6 days. Students were randomly
assigned to cooperative, individualistic, and laissez-faire conditions stratifying
s that 6 nonhandicapped students and 4 trainable retarded students were in
each condition. Teachers were randomly assigned to and roteted across con-
ditions. Behavioral observations were conducted by trained observers who
ritated among conditions. Average interrater reliability was 80-90%. A sig-
nificantly grester number of positive cross-handicap interactions was found in
the couperative than in the other twe conditions with far mere encouraging
amdl aceepting crovs-handicap remarks being made.
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TABLE 1

Mainstreaming Resesreh Summary: Charscteristics of Studies
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Length of
Length of  Grode Growp Tape of Instructionsl  Sample Comparisos
Study Study Level Subject Arva  Size Heterogeneity  Session Size Free Time  Cunditions
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tarded faire
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16 days 4 Social Studies 1) Learning dis- 4b min, 51(12) Daily: 10 Individ.
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tionally
disturbed
1% days k] Mathemmitics «n Learning dis- 25 min. 40 Two; 8 Individ.
abled, emo- min.
Lionslly
disturbed
N dayn i Reading an Leaming dis- 30 min. 124 None Individ.
abled
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Study 2

The cooperative/individualistic design was also used by Martino and Johnson
(1979) in the study of 12 2nd- and 3rd-grade boys enrolled in a summer be-

ginning swimming program that consisted of 11 sessions. A pretest messure
asking students who they would like to work with if they learsed to swim in

to swim for fun. Over the 9 days of instruction, only one friendly cross-handicap
interaction was observed in the individualistic condition. In the cocperative
condition there were up to 20 friendly cross-handicap interactions with
average of 10 per free-time period. An average of 3 hostile cross-handicap
interactions occurred each day in the individualistic condition, while in the
coopersative condition there was an average of 1 per day. The learning-disabled
students in the individualistic condition spent far more time alone than did
their counterparts in the cooperative condition.

Study 3

Cooper, Johnson, Johnson, and Wilderson (1980) compared the effects of co-
operative, competitive, and individualistic learning situations on the cross-
handicap interaction and relationship of t0 randomly selected junior high school
students, Students were randomly assigned to conditions stratifying for sex
and handicspped condition. Twelve of the students were either learning-
disabled or emotionally disturbed. The students studied together for 3 hours
a day ‘n English, science, and gecgraphy claases for 15 instructional days. On
a sociometric nominations measure, students indicated more reciprocs! cross-
handicap helping in the cooperative than in the other two conditions and more
crvss-handicap friendships in the cooperative than the individualistic condition.

Study §

Rynders, Johnson, Johnson. and Schmidt (1880) conducted # subsequent study
integrating 12 severely handicapped Down's Syndrome students into a junior
high school bowling class with 18 nonhandicupped students. Students were
randomly assigned to cooperative, competitive, and individualistic conditions
so that 6 nonhandicapped and 4 handicapped students were included in esch
condition. Working in pairs, instruetors were rotated across conditions. Six
trained observers collected behavioral data over 9 days of 60-minute sessions,
obtaining an interrater agreement of 0% . On the average, each Down's Syn-
drome student interacted positively with nonhandicapped peers 29 times per
hour in the cooperative condition as compared with 2 positive interactions per
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hour in the competitive condition and 4 positive interactions per hour in the
individualistic condition.

Study 5

In a study by Armstrong, Balow, and Johnson (1381), 40 5th- und 6th-grade
students were randomly assigned to conditions, stratifying for achievement
level (learning disabled or normal progress) and sex. The students

in either cooperative or individualistic learning experiences in language arts
classes. Certified, trained teschers were randomly assigned to conditions and
then rotated seross treatment groups at the midpoint of the study. Effective-
neas of the random assignment of students was verified through administration
of the SRA achievement test prior to the study. A sociometric pretest verified
the absence of friendships and scquaintances in each condition. The results
indicate that greater interpersonal attraction between the learning-disabled
and nonhandicapped students was evident in the cooperative condition.

Ntudy 6

D. Johnson and Johnson (1981) studied the impact of cooperative and individ-
ualistic learning experiences on relationships between handicapped (learning
disabled and emotionally disturbed) and nonhandicapped 4th-grade students.
Fifty-one students, including 12 handicapped students, were assigned to con-
ditions on 8 stratified random Lasis controlling for handicap, ability, and sex.
Students participated in one instructional unit in social studies for 46 minutes
s day for 16 instructional days. Teachers were trained, randomly assigned,
and then rotated across conditions. Behaviu=) measures were taken for cross-
handicap interaction within the instructional situac~» during daily 10-minute
free-time periods, and during 8 post-experimental problem-solving situation
with new peers. A number of attitude measures were also given. There was
more cross-handicap interaction during both instructional and free-time sity-
ations and more interpersonsl attraction between handicapped and nonhan-
dicapped students in the covperative than in the competitive condition.

Study 7

R. Johnson and Johnson (1981) studied the effects of cooperative and individ-
ualistic learning experiences on interpersonal attraction between handicapped
(learning disabled and emotionally disturbed) and nonhandicapped 3rd-grade
students. Forty students (8 handicapped) were randomly assigned to conditions
stratifying for sex, ability. handicap, and peer status. Students in groups of
5 participated in a math unit for 25 minutes a day for 16 instructional days.
Teachers were trained, randomly assigned, and rotated scross conditions. The
results indicate that cooperative learning experiences, compared with indi-
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vidualistic ones, promote more cross-handicap interaction during instruction.
The interaction was characterized by involving handicapped students in the
learning activities, giving them assistance, and encouraging them to achieve.
wswmmexmmmmmmmmm

Studies 8-11

Nevin, Johnson, and Johnson (1982) reported thiree studies conducted in three
different rural Vermont school districts. The studies focused on mainstreaming
low-achieving, special-needs, 1st-, Tth-, and Sth-grade students who had also
been referved by several teachers and the guidance counselor beeause of dis-
ruptive behavior. Students were placed on an individual contingency program
and then switched to a group contingency program. Variations of A-B-A de-
signs were used in the studies. The results consistently indicated that group
contingencies (compared with individual and no contingencies) promoted grester
social acceptance of handicapped students by nonhandicapped peers.

Study 12

R. Johnson and Johnson (1962) compared the effocts of cooperative and com-
petitive learning experiences on interpersanal attraction between handicapped
(learning disabled and emotionally disturbed) and nonhandicapped 4th-grade
students, Fifty-one students were assigned to eonditions on a stratified random
basis controlling for handicap, ability, and sex. They participated in two in-
structional units for 45 minutes a day for 15 instructional days. Specially trained
teschers were randomly assigned to conditions and then rotated so that each
teacher taught each condition the same number of days. Crose-handicap in-
teraction during daily free-time periods and a number of attitudes were mea-
sured. The resuits indicate that cooperative learning experiences, compared
with competitive ones, promote more interpersonal attraction between hand-
ieapped and nonhandicapped students.

Study 1t

Smith, Johnson, and Johnson (1882) compared the effects of cooperative and
individualistic instruction on the relationships among learning disabled, normal
progress, and gifted 6th-grade students. Fifty-five students were assigned to
conditions randomly stratifying for ability and sex. They participated in one
instructional unit for 66 minutes a day for 5 insgructional days. Teachers were
trained, randomly assigned, and rotated across coaditions. The results indicate
that cooperative learning experiences promoted more positive relationships
among the three types of students than did individualistic learning experiences.
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Ntady 1}

D. Johnson and Jehnson (1982) compared the impact of cooperative and in-
dividualistic learning expenences on interpersonal attraction between handi-
capped teducable mentally retarded and learning disabied) and nonhandicapped
11th-grade students. Thirty-one students were assigned to conditions ran-
domly stratifying for handicap, ability, and sex. They participated in a math
unit for 3» minutes a day for 16 instructional days. Teachers were trained,
randomly assymed, and rotated across conditions. The results indicate that
cooperative learning experiences promoted more cross-handicapped interae-
tion during instruction and greater interpersonal attraction between handi-
capped and nonhandicapped students than did individualistic learning
experiences.

Study 1

R. Johnson and Johnson (19%2) compared the effects of cooperative, compet-
tive, andd individualistic learning situations on the mainstreaming of 4th-grade
stirlents with severe learning and behavioral problems. All o4 students (of
whom 12 were handicapped) were randomly assigned to conditions, stratifying
for ability, sex, #nd handicap. One regular teacher and one certified teacher
trained for the study were rndomly assigned to each condition and then
rotated across conditions. The study lusted for 15 instructional days. Six re-
seurch assistants observed the cross-handicap interaction in each condition.
The results indicate that cooperative learning experiences prumoted more
interpersonal attraction between handicapped and nonhandicapped students
than did competitive or individualistic ones.

Nty 14

k. Johnson. Johnson, INWeerdt, Lyons, and Zaidman (193) studied the ef-
feets of cooperative and individualistic learning experiences on relationships
hetween mmhandicapped and severely functionally handicapped students who
normally spent their entire day in a self-contained spevial education elassroom
(1.Q."s from untestable low to 8. Forty-vight Tth-grade students (4 bandi-
capped) were randomly assigned to conditions stratifyving for ability, sex, and
handicap. They participated in 8 science unit for 40 minutes a day for 10
instructional days. Teachers were trained. randomly assigned. and rotated
aerins conditions. In the cooperative (compared with the individualistic) con-
Jtion. the mentally retarded students participated more in the learning ac-
svitios, interacted more frequently with their nonhandicapped classmates,
o copived greater peer support and acceptance, and were better liked and
a - pted by the nunhandicapped students. Nonhandicapped students in the
o perative condition indicated 4 greater motivation to seek out and interact
witl their mentally retarded classmates during free time.
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Study 17

D. Johnson and Johnson (in press) compared the impact of cooperstive and
individualistic lewrning on interpersonal attraction between handicapped (learning
dinabled and emotionally disturbed) and nonhandicappew students, Forty-eight
4th-grade students (12 of whom were handieapped) were randomly assigned
to conditions stratifying for ability, sex, soci class, and handicap. Teachers
were trained, randomly assigned, and rotated across conditions. Students
participated in a social studies unit for 55 minutes a day for 15 instructional
days. The results indicate that cooperative learning experiences, compared
with individualistic ones, promoted greater interpersonal attraction between
handicapped and nonhandicapped students as well as more croas-handicap
interaction focused on supporting and regulating efforts to learn snd ensure
active involvement of all students in the learning tasks.

Study 1%

D. Johnson and Johnson (1883b) compared the impact of cooperative and in-
dividualistic learning experiences on relationships between nonhandicapped
and hearing-impaired students. Thirty Srd-grade students (10 of whom were
hearing-impaired) were randomly assigned to conditions stratifying for ability,
sex, and handicap. They participated in a math unit for 55 minutes a day for
15 instructional days. Teachers were trained and rotated aeross conditions.
In the couperative (compared with the individualistic) conditiun, there was
mure irteraction between hearing and hearing-impaired students and the hear-
ing studenta indicated more acceptance and liking for hearing-impaired class-
mates, greater motivation to seek out and interact with the hearing-impaired
students during free time, and greater willingness to academically support
amd encourage their hearing-impaired peers.

SELF-ATTITUDES OF HANDICAPPED STUDENTS

Both the process of acceptance and the process of rejection affect the self-
attitudes of handicappend (as well s» nonhandicapped) students. In the process
of acceptance, handicapped students

1. Evaluate their actions simed at helping the group achieve its goal positively
atkl weneralize this evaluation to themselves as persons,

2. Receive positive feedback from nonhandicapped peers, including caring,
personal support, academic support and help, and friendship.
4. Feel succensful ax a result of their own achievement and that of their groups.

These factors tend to result in the building of a differentiated view of oneself
and pasitive self-attitudes.
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In the process of rejection, handicapped students

1 Evduatetheirmmlywhentheyhﬂwsdéevetheiﬂwnins
goals and generalize this evaluation to themselves as persons.

-3 Mivemivemmmmmwumm
mmmummwmnwmm.

3. Feel like a failure due to their lack of achievement.

ﬁexwfaﬂmmndwmsuninlhebmmwdammmkﬁewofmlf
an handicapped and of negative self-attitudes.
The impact ofpeerexpmaumnmﬂhbehmybeespechlbrpowerﬁﬂfw
i students. Tumnure and Zigier (1958) demonstrated that retarded
children and children who have a history of failure are more outer-directed
thsnwmmhumuwedchﬂ&enmdchﬂmvnwhobawahmdm
Thiswter-dﬂwtednessmdemmtmedwhmetheinﬁwmofmdeb
on the children's behavior. It myalmincmaemebnpactdpeerexpeastm
and labels on self-attitudes.

There is correlational evidence that cooperation is positively related to self-
esteem in students throughout elementary and junior and senior high school
in rural, urban, and suburban settings; competitiveness is generally unrelated
to self-esteem; and individualistic attitudes tend to be related to feelings of
worthlessness and self-rejection (Gunderson & Johnson, 19%0; D. Johnson &
Ahlgren, 1976; D). Johnsan, Johnson, & Anderson, 1978; D. Johnson & Norem-
Hebeisen, 1977; Norem-Hebeisen & Johnson, 1881). Experimental evidence
indicates that cooperative as compared with competitive and individualistic
learning experiences result in higher self-esteem (D). Johnson & Johnson, 1983a;
D. Johnson, Johnson, & Scott., 1978; D. Johnson, Johnson, Tiffany, & Zaidman,
19%1: R. Johnson, Bjorkland, & Krotee, 1983; R. Johnson & Johnson, 1881;
R. Johnson, Johnson, DeWeerdt, Lyons, & Zaidman, 1983; R, Johnson, John-
son, & Rynders, 1981; Nevin, Johnson, & Johnson, 1982; Smith, Johuson, &
Johnson, 1982), and promote higher self-esteem than does learning in a tra-
ditional classroom (Blaney, Stephan, Rosenfleld, Aronson, & Sikes, 1977; Gefl-
ner, 197%), and that fuilure in competitive situations promotes increased self-
derugation (Ames, Ames, & Felker, 1977).

{n a series of studies with suburban junior and senior high school students,
Norem-Hebeisen and Johnson (1881) examined the reiation between cooper-
ative, competitive, and individualistic attitudes and ways of conceptualizing
one's worth from the information that is available about oneself. The four
primary ways of deriving self-esteem are basic seif-scceptance (a belief in the
intrinsic aceveptability of oneself), conditional self-acceptance (scceptance con-
tingent un meeting external standards and expectations), self-evaluation {one's
extimate of how one compares with one's peers), and real-ideal congruence
(correspondence between what one thinks one is and what one thinks one
<hould be). Attitudes toward cooperation were found to be related to basic
self-soceptance and positive sell-evaluation compared to peers, whereas atti-
tudex toward competition were found to be related to conditional seli-accep-
tance: individualistic attitudes were found to be related to basic self-rejection,
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ments about self and others must be used. That process consists of initial
impression formation, placing labels on others’ and on ene's own character-
istics, and interaction within a context of pasitive, negative, or no interde-
pendence. A context of positive goal interdependence promotes a process of
scceplance that inchades a differentiated, dynamie, and reslistic view of others
and self and a positive cathexis toward peers and self. A context of negative

or no goal interdependence promotes a process of rejection that includes a
monopoiistic, static, and simplified view of others and & negative cathexis

toward ciassmates and self. Each process, furthermore, promotes expectations
about further interaction that affect social judgment.
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Attitudes Toward Mentally
Retaded Children

JAY GOTTLIEB
LOUISE CORMAN
RICHARD CURC!

Attitudes can be defined as a set of predispositions, with responses to a spec-
ified claas of ohjects or people, possibly taking different forms as elements of
the set vary. These forms are expreasions of the cognitive, affective, and
conative components of an attitude. The cognitive component is deseribed
sometimes as perceptual, informational, or sterectypic; the affective compo-
nent as feelings of liking and/or disliking, and the conative component as
behavioral intentions or behavior per se.

Atitudes do not appesr full-blown in the child; they are learned graduslly
through experience. To our knowledge, no research has been published spe-
cifieally on the cognitive-social developmental processes that undertie the for-
mation of attitudes toward retarded people; however, Proshansky (1966)
discussed a related subject—the development of intergroup attitudes as it
evolves through three overlapping phases: awareness, crientation, and atti-
tudes.

According to Pros! ansky (1966), attitudes begin to take shape at 8 to 4 years
of age as the child starts to develop a sense of self and lezms to distinguish
self from others. For example, by the age of 4 years snd 3 months, 86% of
both Black and White children are aware of physical charneteristics that dis-
tinguish the two races (Goodman, 1852). In addition to being sware of inter-
group differences, the child from 4 to 7 develops rudimentary sttitudes with
some of the words, concepts, and phrases for descsbing members of other
groups. Support for this assertion is available from a fleld study of presciiool
children (Corsaro, 1981) in which the word “retard” was used by one 4-year-
old to describe the inappropriate behavior of another 4-year-old. By the early
grade school years, attitudes become fully developed with the addition and
orgunization of new detsils as the child learns to differentiate incressingly
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more subtle cues from the environment and to internalize them in the cognitive
system. The child vcan then begin to differentiate his or her affect, cognitions,
and behavioral tendencies toward a particular attitude referent. Thus, by the
age of approximately ¥ years, ¢ r third grade, relatively detailed portraits of
uthers and accompanying attitudes toward them emeryge.

Five factors are considered important contributors to the formation of at-
titudes: (a) heredity, (b) physiology, (c) total institutions (e.g., parental influ-

ences during child rearing), (d) direct experiences (e.g., repeated contacts or
a single truumatic experience), and (e) social communication (e.g., information
dissemination) (McGuire, 1969). In this chapter, direct and indirect experi-
ences, of which social communication is a primary example, are highlighted
because these two factors are most readily influenced by schools. Both direct
and indirect experiences are eiaborated on inasmuch as they affect attitudes
in general and attitudes toward mentally retarded individuals in particular.

Direct and indirect experienves that affect attitude formation may be con-
sidered as the input phase of the attitude equation. That is, the attitude holder
takes in information from the environment and uses it to form an attitude or
to change it. Any discussion of attitudes, however, must be concerned with
two additional phases of the attitude equation: process and oufput. The process
phase is concerned with the internal cognitive restructuring that serves a
number of functions, including rendering the stimulus material compatible with
the person’s pre-existing conceptions, feelings, and past experiences. The out-
put phase deals with the actual attitudinal response, expressed either verbally,
as in an opinion. or behaviorally, as in 8 motor response.

Although this chapter is concerned with attitude formation as distinct from
attitude change. it should be borne in mind that the formation of an attitude
is integral to change in the attitude. Attitudes undergo continual change as
people acquire new experiences and information about the object in question.
Therefore. attitudes are not completely static but are constantly ehanging.

The first and third phase of attitude formation. input and output, are dis-
cuxsed in the following sections. For discussion of the process phase, see
Triandis, Adamapoulos, and Brinberg (Chapter 2).

INPUT PHASE

Inputs that affect attitude formation (and attitude change) include the persan
wha presents information designed to affect the attitude in question, the nature
of the information presented, and the medium through which the information
is communicated. In the social psychological literature, these factors are la-
beled the suwrre, the message, and the channel. respectively. Inasmuch as
the majority of research in mental retardation hus foeused on channel variables
(.0, direct and indirect experiences), only these variables are discussed here.

Direct Experiences

in the course of direct experience shared by two persons, each forms an
impres-ion of the other by considering the information provided for forming
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a judgment, the frequency of interactions, and the intensity of the relationship.
These initial impressions are important because they can have an enduring
effect on later attitudes (Kleck, Richardson, & Ronald, 1974).

In addition to actual information, the frequency of one person's interzction
with another influences his or her attitude toward the other. Several st 1dies
have found that opportunity for frequent cantact is related to positive attitude.
For exan.ple, Festinger, Schacter, and Back (1950) reported that oceupants
of an apurtment house for married students, after having had considerably
more experience interacting with each other in a tenant’s organization, were
more apt to choose each other as friends than were students who did not
choose to participate actively in the organization.

Duration of interaction does not have a linear relation to liking. Brief contact
has been found to strengthen initial attitudes; that is, a person whose initial
attitude is hostile is likely to become more hostile after brief contact with the
attitude referent, whereas an initially favorable attitude is likely to become
more favorable (Myers & Lamm, 1976). Long-term interactions, on the other
hand, produce a general trend toward positive attitudes (McGuire, 1969),
although this phenomenon has not been observed when mentally retarded
people are the attitude referent.

The intensity of relst.on between a person and the attitude referent also
influences attitudes (Secord & Backman, 1964). For example, parents of re-
tarded children have been shown to have more favorable attitudes than a
randomly selected sample of parents toward educational services for the re-
tarded (Meyers, Sitkei, & Watts, 1966); and siblings of retarded children have
different attitudes toward retarded children than do nonsiblings, although the
direction of this difference is not always positive (Grossman, 1972).

Although contact with a retarded person is probably the preeminent influ-
ence on attitudes, in an educational setting it is certainly not the only way
that attitudes toward mentally retarded persons are formed. Indirect expe-
riences—the absence of the mentally retarded person during the formation of
a person's attitude—is also an important contributor.

Indirect Experiences

In the literature on attitudes in general, indirect experiences with an attitude
referent are ususlly discussed as 8 means of changing attitudes. However,
since indirect experiences (e.g., spot announcements on television) are often
employed to inform people about mental retardation and, hence, to influence
the furniation of their attitudes, this means of influencing attitudes is briefly
mentioned.

The major approach to attitude influence in the indirect experience category
may be referred to as passive participation. The person whose attitude is to
he influenced receives information about the attitude referent either through
reasoning or, for example, from listening to a lecture by a teacher, group
leader, or television announcer,

Redatively little research has been conducted on the effectiveness of indirect
experiences on attitudes toward mentally retarvded children. The reason i that
it is commonly thought that the retarded children must be physieally present
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for enduring change to occur. This assumption s tenuous, bowever. It should
be kept in mind that, to date, investigators have been singularly unsuccessful
in securing durable attitude improvement toward mentally retarded children
regardiess of the technique employed (e.g., Ballard, Corman, Gottlieb, &
Ksufman, 1978), and even when the mentally retarded child was physically
present.

OUTPUT PHASE

Theories of attitudes and attitude change are elaborations of 3 basic input-
process-cutput model. The inputs that act on them have been discussed in the
preceding sections. Here the outputs that result when an individual processes
inputs are briefly discussed. The outputs are the three components of noymal
sitbjects’ attitudes toward retarded children—affect, cognition, and behavior.

A Review of the Literature

The framework presented for studying attitudes is useful for reconceptualizing
the literature on attitudes toward mentally retarded people; the view that
attitudes are composed of cognitive, affective, and behavioral components
which are influenced by direet and indirect experiences can be applied to the
existing body of literature on attitudes toward mentally retarded persons. In
doing so, it may be possible to provide some structure to an existing body of
research which, traditionally, has been composed of a series of atheoretical
studies that have yielded a confusing and contradictory body of findings (Gott-
lieh, 1975a).

Direct Experiences

One of the principal arguments advanced to support the movement to integrate
retarded people into the mainstream of society is that contact between retarded
and nonhandicapped people will produce beneficia! consequences, such as re-
ducing strangeness. This “contact” hypothesis was strongly advocated as a
reason for mainstreaming retarded children who had been placed in seif-
contained special classes (e.g., Christoplos & Renz, 1969). The argument was
advanced that if retarded children were enrolled in regular classes, nonhan-
dicapped children would become more familiar with them and, consequently,
would like them better.

In 1972, & series of studies was initiated to test this hypothesis. In the first
study (Goodman, Gottieb, & Harrison, 1972), the sociometric status of 10
educable mentally retarded (EMR) children who attended regular classes in
a nongraded elementary school was compared with that of 8 EMR children
who remained in a special class in the same school. It was hypothesized that
non-EMR children would rate the mainstreamed EMR children more favorably
than the segregated children. A sociometric scale was administered to 40 non-
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EMR children who rated the integrated and segregated EMR children and a
randomly selected sample of other non-EMR children. The raters were asied
whether they liked, tolerated, didn't like, or didn't know each child whose
name appeared on a list of their schoolmates. The data revealed that
(3) nonretarded chillren occupied 8 more favored social status in the peer
hierarchy than either integrated or segregated retarded children, and (b) male
raters rejected integrated EMR children significantly more frequently than
segregated EMR children. These results failed to support the contact hy-
pothesis that mainstreamed placement promotes the social geceptance of re-
tarded children by providing greater opportunity for contact between retarded
and nonretarded peers.

Based upon the findings of Goodman et al. (1972), Gottlieb and Budoff (1973),
in the second study, speculated that the greater exposure of retarded to non-
retarded children actually may be accompanied by the lowered social status
of the first group. The same sociometric measure used in the previous study
was administered to 136 nonretarded elementary school pupils. The raters
provided sociometric ratings of a randomly selected group of nonretarded
peers, 12 partially integrated EMR children, and 12 segregated EMR children
who attended the same schools as the raters. Both the integrated and seg-
regated EMR children were enrolled in one of two schools: (a) a traditional
school that contained classrooms accommodating approximately 25 to 30 chil-
dren in each; and (b) a school that had no interior walls so all children, including
the retarded, were visible to each other.

Two specific hypotheses were advanced: (a) regardless of placement, EMR
children in the no-interior-walls school would have lower social status than
EMR children in the traditional schaol, and (b) partially integrated EMR pupils
would receive less favorable ratings than segregated EMR pupils. The results
supported both hypotheses. Furthermore, integrated pupils had lower social
status than segregated pupils, regardless of the schonl in which they were
enrolled. This study also confirmed the finding by Goodman et al. (1972) that
non-EMR children in general enjoy more favorable social status than either
partially integrated or segregated EMR children.

Because the results of the first two studies not only failed to support the
contact hypothesis that mainstresming would result in improved acceptance
of retarded children but actually failed to contradict the hypothesis, we decid~
to conduct additional studies using different measuring tools. OQur thinki _
was that, possibly, the sociometric scales we employed were providing inap-
propriate data to test the contact hypothesis. Therefore, different measures
of social acceptance were used in two additional studies to replicate the pre-
vious sociometric investigations. _

Gottlieb, Cohen, and Goldstein (1974) assessed the attitudes of 399 nonre-
tarded elementary schoo! children toward integrated retarded children. This
study consisted of two independent replications employing subjects at different
socineconomic levels. In the first, 284 lower-middle-class children in three
elementary schools were given an adjective-rating rcale that measured atti-
tudes toward retarded children. Eighty-eight ehildren attended a no-interior-
walls school (the same one that figured in Gottlieb & Budoff, 1973) where
visibility of the behaviors of the 19 EMR children in the schoo! was maximized,
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and 84 pupils attended a traditional school in which 7 EMR children were
integrated intv regular classes and 12 others were segregated. A third school
in the same town enrulled 112 pupils but did net contain special education
children. Because of Gottheb and Budnff's (1973) findings, Gottlieb et al. (1974)
predicted that attitudes toward EMis chikiren would be most favorable in the
school with no EMR pupils and least favorable when the non-EMR children
had the greatest opportunity to witness EMR children's behavior, that is, in
the no-interior-walls school. The results indicated that attitudes were most
favorable in the schuol with no EMR clildren. Although students in the tra-
ditional school displayed somewhat more favorable attitudes toward retarded
children than students in the no-interior-walls school, the difference between
the two schools was not statistically signifieant. The second replication by
Gottlieb et al. (1974) was conducted in an affluent community: amost identical
results were obtained.

In yet another replication of the sociometric studies, Gottlieb and Davis
(1973 conducted a behaviorally based social choice experiment in which non-
retarded children in the intermediate grudes were asked to select either a
nonretarded child or an EMR pupil as a partaer for a ring toss game. Three
treatment conditions were established with 14 subjects randomly assigned to
ench treatment. Depending on the treatment condition, the non-EMR subject
selected (2) 8 non-EMR or an integrated EMR ehild, (b)a non-ENR or a
segregated EMR child, or (c) an integrated or a segregated EMR child. The
results showed that non-EMR children almost invariably selected another non-
EMK child when given the choice betwe=n an EMR and a non-EMR child;
that is. in the first two treatment conditions = nonretarded child was selected
as the preferred partnier 27 of 28 possible times. In the third treatment con-
dition, when the non-EMR subject was asked to choose either a segregated
or an integrated EMR child, there was no statistically significant difference
in the choice distribution; integrated EMR children were selected by 8 of 14
non-EMR subjects. Thus, neither this study nor the previous sociometric
investigations supported the notion that integrated EMR children are better
liked than segregated children. In these studies, too, the data suggest that
mainstreamed retarded chikdren were less well liked than EMR children who
remained in self-contained classes.

Aloia. Beaver, and Pettus (197%) investigated the effect of competence sat-
tributions on the selection frequency of EMR students by their nonretarded
peers in a social choice paradigm. A partner for a simple bean bag game was
chosen by each of 304 intermeddiate school students from two pairs of students
under three treatment conditions. Prior to selection, each subject was provided
information about the competency level of each pair member. The data showed
that attributing competence to an EMR student does influence statements of
intended choee of an EMR student as s partner or opponent in a game.
Analysis of the selection frequencies of EMR students showed greater selection
of nonretarded pair members as partners and EMR pair members as oppo-
nents, The resuits support the finding by Gottlieb and Davis (1873) that non-
retarded peers are the preferred partners of nonretarded participants ina
wame-playving situation,

The findings of this series of studies, taken as a whole, suggest rather
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convineingly that greater contact between retarded and nonretarded children
is not automatically accompanied by an increase in the socisl acceptance of
retarded children.

Whereas the preceding studies with elementary school children indicated
that placement of retarded children in regular classes failed to result in more
favorable attitudes toward them, different results were obtained in Sheare's
(1974) study of adolescents. In this study, 400 nonretarded adolescents at thr-e
Jjunior high schools were given a questionnaire to assess their attitudes towa. ..,
special clase pupils; 200 subjects were then randomly sssigned to classes with
no EMR pupils and the remaining 200 were assigned to classrooms with 1 to
3 EMR pupils who were partially integrated into at least two regular clssses.
Analysis of the retest data provided by Sheare's attitude scales indicated that
non-EMR adolescents who had been given the opportunity to interact with
EMR students expressed significantly more favorsble attitudes toward special
class pupils than did the non-EMR pupils who had not imteracted with EMR
pupils in their classes.

Stager and Young (1981) conducted a study similar to Sheare'’s (1974). A
six-item sociometric guestionnuire was administered verbally at the beginning
and end of a high achool academic semester to 382 nonretarded adolescents
who were classmates of 26 mainstreamed EMR students. The retest data failed
to replicate the results of Sheare's study. The physical presence of EMR and
nonretarded students in the same classrooms did not promote more favorable
attitudes toward the EMR students.

With the exception of the Sheare study, research has failed to support the
proposition that integration into regular classrooms, with its resulting inter-
action between retarded and nonretarded children, improves the social status
of EMR children. Although effects of integrated plascement may reflect factors
other than contact (e.g., teacher bebaviors), integrated placement provides
Kreater opportunities for non-EMR children to observe the behaviors of re-
tarded children. This factor of increased exposure is also present in studies

that examined the effects of a school with no interior walls on acceptance of ~°

retarded pupils (e.g., Gottlieb & Budoff, 1973; Gottlieb et al, 1974). When
viewed in this way, the results of studies of integration and architecture are
remarkably consistent: Retarded children whose behavior is more visible to
their nonretarded peers occupy a social position either similar to or lower than
their less visible retarded peers.

In a related line of research, Johnson, Rynders, Johnson, Schmidt, and
Haider (1979) examined the effects of cooperative, individualistic and laissez-
faire goal structures on the interpersonal attractions of nonhandicapped stu-
dents and severely retarded peers in & junior high school. Six nonhandicapped
and four retarded students were randomly assigned to three treatment con-
ditionx; couperative, individualistic and laissez-faire. Depending upon the
treatment condition, the frequency of positive, neutral, and negative inter-
actions between retarded and nonhandicapped tesm members was recorded
by outside raters. Analysis of the resuits revealed that nonhandicapped stu-
derts positively reinforced MR teammates considerably more often under the
cooperative than under the other two conditions. These data support the use
of a cooperative goal structure as a means of soliciting positive responses from
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nonhandicapped students toward retarded peers.

The amount of time that retarded children actually are exposed to nonre-
tarded children during the ~chool day was not directly examined in any of the
preceding studies because none operationally defined mainstreaming in terms
of the extent to which ret.rded children attend reguiar classes. Given the
findings of the studies on placement and architecture, and the essiier findings
that retarded children are rejected because they are perceived to misbehave
(Baldwin, 195%; Johnson, 1950, one could speculate that the more time re-
tarded children are visible to their nonhandicapped peers, the more they are
likely to occupy an unfavorable social position.

This hypothesis was tested by Gottlieb, Semmel, and Veldman (1978), who
assessed the relative contribution of perceptions of behavior and ability, as
well as the linear and quadratic components of time integrated, to the sccep-
tance and rejection of retarded children. The subjects were 300 elementary
school EMR children who were integrated with nonhandicapped peers for
different amounts of time during the school duy. Sociometric status was mes-
sured by a forced-choice instrument in which non-EMR raters were asked to
indicate whether they liked, tolerated, did not like, or did not know each child
in their classes. Rejection and aceeptance were the dependent varinbles in two
commonality analyses in which the predictors were teacher and peer percep-
ciuns of EMR pupils’ academic ability an: aggressive behavior and the linear
and quadratic components of the number of hours of academic integration per
week. Results indicated that teacher and peer perceptions of EMR children’s
misbehavior were significantly related to social rejection e~ores. Teacher and
mmmdsukm'smm.mmm
to rejection, significantly correlated with social acceptance scores. Neither the
linear nor quadratic component of time contributed a significant percentage
of unique variance in social acceptance or rejection scoves. This study revealed
that the amount of time for which & retarded child is integrated has little if
any effect on social status. These results support the findings of previous
research that indicated that mere contact between normal and retarded chil-
dren does not improve attitudes toward the latter, Rather, this study suggests
that the behavior which the retarded child is perceived to display has a greater
influence than amount of exposure does on others’ attitudes toward him or
her.

MacMillan and Morrison (1980) replicated and extended the study by Gottlieb
et al. (1978). They explored the perceptions of teschers and peers toward EMR
and educationally handicapped children in self-contained classes on two di-
mensions-. -academic competence and misbehavior. Results differed from those
of Gottlieb et al. (1978) in that teacher perceptions of both academic competence
and misbehavior were found to correlate significantly with the social accep-
tance and rejection scores of EMR children. The ratings of EMR children by
their retarded peers failed to correlate significantly with their social acceptance
or rejection scores.

The implication of research employing direct experience, then, is that contact
between retarded and normal children will not produce positive attitude change
unless the retarded children can be taught to exhibit behavior that conforms
to the standards expected by their nonretarded peers. In other words, the
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placement of retarded children with nonretarded children must follow or co-
incide with efforts to modify the retarded children's inappropriste behavior
patterns, assuming that a retarded child is more apt to be accepted by non-
retarded peers when his or her behavior meets an acceptable standard of
mewwmum.mmmmmmwemw
support in a controlled laboratory study by Strichart and Gottlieb (1975) who
examined the extent to which normal children will imitate a retarded child as
a function of the latter's competence on a rigged task. As predicted, the more
competent the retarded child, the more aften he or she was imitated. Fur-
mermv.themmmemmemﬂdedch&i.thmﬁwqwnﬂybew
she was selected as & play companion on a future game task. This study
demonstrates that the more competent the behavior displayed by the retarded
child.themonmhlmep&meebymremdedpeersisﬁkebwﬁupmve.

Indirvect E.periences

To our knowledge, only two studies have used the indirect experience, active
participation design. In the first, Siperstein, Bak, and Gottlieb (1977) found
that after group discussion attitudes became more negative. Severa! limitations
to that study, however, were () the fact that the participants were forced to
reach consensus, which usually does not happen in naturally occurring situa-
tions; (b) subjects’ initial attitudes were not controlled, thus the negative at-
titude change could have been the result of a pretest by treatment interaction;
and (c) no attempt was made to study the nature of the ongoing discussion to
determine whether the information generated during the discussion could ex-
plain the negative attitude change.

A later refinement of the Siperstein et al. (1977) investigation systematically
manipulated the attitude favoralility of group members who discussed mental
retardation (Gottlieb, 1880). Four treatment conditions were established:

1. Three nonhandicapped subjects with positive pretest attitudes were paired
with one nonhandicapped, low-sociometric status child exhibiting negative
pretest attitudes toward mentally retarded people.

2. Three nonhandicapped children with positive pretest attitudes were paired
with one nonhandicapped, high-sociometric status child exhibiting negative
pretest attitudes.

4. Three nonhandicapped subjects having neutral pretest attitudes were paired
with a nonhandicapped, low-sociometric status child holding negative pre-
test attitudes toward the retarded.

4. The control condition, in which three nonhandicapped positive pretest at-
titude children were paired with one nonhandicapped, low-sociometric sta-
tus child with negative pretest attitndes to discuss a topic unrelated to
mental retardation.

Results indicuted that the three experimental treatments produced signifi-
cantly more positive attitude change than did the control condition. Thus, the
indirect experience, active participation paradigm can result in positive atti-
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tude change toward mentally retarded people if the majority of the group
members have, initially at least, neutral sttitudes toward retarded pecple.

The effeet on attitudes of videotaped displays of a retarded child has been
examined in studies uxing the indirect experience, paasive participation design.
For example, Gottlieb (1974) reported that an actor who displayed incompetent
behavior was liked less by nonretarded peers than was the identical actor who
displayed competent behavior, regardless of whether the actor was labeled
mentally retarded. On the other hand, Gottlieb (1975b) employed a similar
paradigm to examine the effert of aggressive behavior and found that an actor
who displayed aggressive behavior was liked significantly less by nonretarded
peemu'henheu~ashbekdm'.amwanwhenhewmno&uolabeled. Further,
in & relatively similar paradigm, Yoshida and Meyers (1975) found that teachers
forined impressions of retarded children on the basis of behavior they observed
rather than the label. Freeman and Algozzine (1980) also found no differences
in social-acceptance ratings by peers as a function of the assigned label.

A recent study by Siperstein, Budoff, and Bak (1980) employed audiotaped
vignettes and photographs to examine the effect of the clinical label “mentally
retarded” and the idiomatic label “retarded” on social acceptability. Their
results found that children responded more negatively to the idiomatic than
to the clinical label.

PROCESS PHASE

Very few studies have investigated the nature of consistency among the com-
ponents of attitudes toward mentally retarded prople. The most detailed study
of attitude consistency was conducter by Begab (196%) who reported that the
cuggnitive, affective, and conative components of attitudes of social work stu-
dents towani mentally retarded persons were not highly correlated when the
factor of subjects’ prior experience with retarded people was not taken into
account. Higher correlations were obtained for students who had had direct
vxperiences with retarded persons.

Somewhat similar results were reported by Siperstein and Gottlieb (1877)
and Gottlieb and Gottlieb (1977). In both investigations, no significant rels-
tionship was found between the cognitive and conutive components of an at-
titude when no attempt was made to structure situations in which the likelihood
of the relation could be maximized. Conceivably, providing the subjects with
more information about the retarded referent toward whom they were asked
tos express their attitude might have resulted in greater cunsistency between
the two attitude components.

OUTPUT PHASE

A~ eould be expreted from the preceding section, few studies have mesasured
specific components of attitudes toward mentally retarded persons. Typically,

1 6‘4 152



a general attitude has been assessed. However, measures used to assess gen-
eral attitudes in certain studies van actually be considered to assess specific
attitudinal components. For example, Clark (1964) assessed nonretarded chil-
dren’s cognitions of EMR children by asking esch nonretarded child to deseribe
the retarded child be knew best. After classifying the children's responses into
four categuries—identifieation, description, evaluation, and association—he
reported that responses were based on the stimulus value of the particular
retarded child being described rather than on a general charseteristic attrib-
uted to EMR children, such as intellectual deficiency or special class placement,
Nonretarded children's affect toward retarded children was assessed by so-
ciometric questionnaires in many of the studies reviewed previously; these
instruments indicate the extent to which retarded children are liked or disliked
by their classmates (Gottlieb, 1975a). Finally, the conative component of at-
titudes toward retarded children was assessed in several studies (Aloia et al.,
1978; Gottlieb, 1972; Gottlieb & Davis, 1973; Strichart & Gottlieb, 1975) by
asking nonretarded subjects to choose a retarded child as a partner with whom
to play a game.

Attitude Referent

An additional topic critical to the study of attitudes toward mentally retarded
people is the precise nature of the attitude referent. It has been indicated
elsewhere (Gottlieb, 1975a) that the attitude referent in studies of mental
retardation sometimes has differed in ways that are known to affect attitudes
(e.g.. severity of retardation). Research has shown that attitudes toward the
mildly retarded are significantly more favorsble than toward the severely
retarded (Gottlieb & Siperstein, 1976, Warren & Turner, 1966).

The attitude referent may differ not only in the particular charscteristics
.he subject attributes to a mentally retarded persen, but also in the manner
in which the investigator presents the concepts of retardation to the subject.
Some revearchers have required subjeets to evaluate “retardation” in its most
abstrac * “wm; that is, the label “mentally retarded person” is provided without
any sudi” 1al information (Gottlieb et al., 1974; Hollinger & Jones, 1979; Jaffe,
1 ¢ trauch. 1970). On the other hand, Meyers et al. (1966), accompanied
the label “slow learner” or “retarded” with a statement indicating thst retarded
persons will never be able to read better than about the fourth-grade level,
and will always be like a 9-year-old child. Other researchers have asked sub-
jects to indicate their feelings about a particular mentally retarded person
(Bruininks, Rynders, & Gross, 1974; Goodman et al., 1972; Gottlieb & Budoff,
1973; Johnson, 1950). Still others have supplied a sketch of a hypothetical
mentally retarded person and asked their subjects to rate the person in the
sketch (Gottlieb & Miller, 1974; Guskin, 1963a; Jaffe. 1966; Smith & Greenberg,
1974). Finally, some cxperimenters have presented videotspes of mentally
retarded persons (Freeman & Algozzine, 1980; Gottlieb, 1874; Guakin, 1963b)
ur provided live eneounter situations (Gottlieb & Davis, 1973; Strichart &
(Gottliech, 1475).
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Method of Presentation

The question arises whether different methods of presenting the concept of
mental retardation contribute to differences in subject attitudes. Most prob-
nb!ytheydo.hﬁe(lmﬁ).foreumpk.huﬂumuwmenunymﬁedhbd
was evaluated less favorably and with grester variability than a sketch of a
retarded person. If an abstract label and a sketch of a retarded person are
rvaluated differently. it is likely that a label and/or sketch may aiso be eval-
uated differently from a videotaped presentation of a mentally retarded person.
The difference may occur because the subject is able to witness a greater
variety of behavior on the videotaped display than in a static sketch of a person,
Similarly. it is iikely thut a videotaped presentation elicits attitudes that differ
from those expressed in a live encounter with & retarded person. One important
differen-e between the two situations is that in the live encounter subjects
may be more likely to believe that their actions lead to real consequences
which can affect them (Kiesler, Collins, & Miller, 1969).

CONCLUSIONS

The literature on peer attitudes toward retarded children does not indicate a
favorable picture. Contrary to initial expectations, mainstreaming retarded
children in regular classes does not appear to promote more positive attitudes.
In fuct. the preponderance of evidence suggests that the opposite is true.

Umne of the most glaring deficiencies in the attitude literature relating to
mental retardation or any handicapping condition, for that matter, is the almost
complete absence of any attempt to tie rusearch to existing theories of social
psychology. Although there is an extensi.. lit<rature on theories of attitude
formation and change. the theories have not been employed to advance re-
search in retardation. Clearly, the research suffers for this lack. Little unified
knowledge has emenged from 30 years «f research. When Johnsen (1950) first
ohserved that mentally retarded children in regular classes were sociometri-
cally rejected fir more frequently than were nonretarded children, a long-
term body of research should have been aimed st determining how to reverse
the rejection. Such research was not begun. To date, the systematic research
needed to improve the plight of the retarded school child is still not being
eenducted.
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Attitudes Toward the Learning
Disabled in School and Home

BARBARA WENTZ REID

The research literature suggests that if children are generally met with positive
attitudes by their tenchers, peers, and parents, they are likely to thrive both
academically and socially (Bradley & Newhouse, 1975; Coopersmith, 1967
Gronlund, 1959). In contrast, & barrage of negstive attitudes, hostility, and
rejection may be devastating and cause children to discredit or reject them-
seives. Coffman (1963) observed that handicapped adults often view them-
selves as tainted or less than whole as a consequence of negstive sttitudes. A

physically handicapped adult indicated the depth of self-derogation as follows:

Ididn’twmnanyone...tokmwhow”eltwhenlmwmifﬁrme
first time. Butthemmmmise.mou&cry:lddn‘tsmwithnge
when | saw myself, [ just felt sumb. That person in the mirror couldn't
be me. 1 felt inside like a healthy ordinary, lucky person—oh, not like
the one in the mirror! Yet when I turned my face to the mirror there
were my own eyes Jooking back, hot with shame . - . when I did not ery
or make any sound, it became impossible that I should speak of it to
anyone, and the confusion and the panic of discovery were locked inside
me then and there, to be faced alone, for a very long time to come.
(pp.7-8)

Thepossibiﬁtytha&learnhgdiuhled(wnﬁ}dmnmayalsosnﬂerwpoig-
nantly as 8 consequence of negative attitudes suggests the need to change
attitudes toward these children and to teach them how to proteet themselves.

Traditionally, research has focused on the etiology, diagnosis, and reme-
diation of learning disabilities rather than on the soeial factors which influence
these children. Bryan and Bryan (1978) suggested that one reason for the
historic absence of social research may have been professional polities. In a
perhaps overzealous sttempt to differentiate the LD from the emotionally
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disturbed child, some professionals insisted that LD children had no significant
social or adjustment problems, and, hence, there was no need to investigate
this area. Another reason may be the view that the term “learning disability”
is one label that hus not generated the stigma of labels such as “retardation”
or “brain injury” (Hallahan & Cruickshank, 1973). Although current research
indicates that LD may be preferred to other labels, the findings do not rule
out the possibility that it, too, may convey & negative stereotype (Abrams &
Koders, 1979). A final reason may be the lack of a consensua! definition of a
learning disability and the identification of population parameters. The re-
search results cannot be generalized. This is a major problem, which confronts
researchers working in any area of learning disabilities.

During the last few years, however, a social research renaissance has begun
to emerge in thin field. Because of their rapid development, variety of sources,
and different foci. the studies are by no means systematic or comprehensive.
However, when taken as s group, they provide important information on the
general trends of the attitudes of teachers, nonexceptional peers, and parents
toward LD children.

The diverse nature of this research requires that the review of the literature
be undertaken with two specific limiting factors in mind. First, there is &
question of consistency across learning disability populations. One study, for
example, referred to the disabled population in terms other than “learning
disabled™: it is included because the diff -rence in labels was regional and did
not seem to imply a difference in ch.d charscteristics (Keogh, Tehir, &
Windeguth-Behn, 1974). The other studies referred to their child populations
as “learning disabled,” but even with this consistently used label, it is difficult
to make comparisons across studies because given the many variations in and
conflicts over the characteristics of LD children, each population of children
may differ in subtle ways.

Second, few of the studies reviewed here addressed the guestion of “atti-
tudes” directly; many focused on issues identified by terms such as “expec-
tations” and “interactions.” These studies have been included because their
content falls into the broad definition of attitudes used in this book.

Chapters 2 and 3 of this volume provide detailed descriptions of eurrent
theories of attitude components and attitude change. In order to structure
this chapter. the reviews of rescarch have been arranged according to attitude
compuonents: cognitive, conative, and affective. The groupings here are some-
what fluid and arbitrary because insufficient methodological information was
presented in some of the reports,

TEACHER ATTITUDES

It ix difficult to overestimate the potential importance of the child’s teacher
on his or her development. The teacher is likely to be the first adult outside
the immediate family to play 8 major role in the child's life and to continue to
have @ senificant influence throughout the school years (Mussen, Conger, &
Kagan, 1974

During the 1970°s, the mainstream movement and Public Law 94-142 focused
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sttention on the development of new program designa to allow the placement
of handicapped children in least restrietive environments. One population of
children whom mainstream programs have been designed to serve is the learn-
ing dizsbled (Lilly, 1870). As » result of the humanitarian wish to avoid the
segregation of any major group of children, many LD children are now in
divect contact with regular classroom teachers for most of the school day.
Therefore, the attitudes of regular ciassroom as well as special education
teachers profoundly influence the LD child's growth and development.

The attitudes of regulsr education teachers toward LD children have been
extensively researched, possibly beesuse they are critical to successfil main.
streaming. While investigators have addressed esch of the three attitude com-
ponents, the cognitive component hes received the most attention.

Cognitive Component Studies

In four of the seven investigations discus ed here, children who were labeled
“LD" for experimental purposes were p - ceived more negatively than when
they were labeled “normal” Educationu y handicapped children were alse
p reeived negatively during an intervie . situation (Keogh, Tchir & Winde-
guth Sehn, 1974). Only Shotel, Iano, anu McGettigan (1972) studied teachers’
attitudes before and after exposure to LD children under mainstream and
other administrative arrangements, and their feelings were positive. Suth-
erland and Algozzine (1979), unlike the other investigators, attempted to de-
termine the subtle effects of the “LD” label on children’s performances under
laboratory conditions.

To mensure the expectancy created in teachers by the term “learning dis-
ability,” Foster, Schmidt, and Sabatino (1976) asked two groups of elementary
grade teschers to participate in the study of a “newly developed teacher re-
ferral instrument.” Both groups were shown the same videotape of a child
engaged in various activities and were asked to rate him on the form. The
“normal expectancy group” was told that a clinical team had classified the
child aa learning disabled.

The analynis of the ratings indicated that the low-expectancy group had
rated the child more negatively than the normal expectaney group. The in-
vestigators suggested, in conclusion, that the “LD” label attached to the child
had generated a negative bias in the low-expectancy group which was sufficient
to alter the participants’ observations of the actual child behavior,

A number of other investigators (Foster & Salvia, 1977; Jacobs, 1978; Yas-
eldyke & Foster, 1978) have measured the expectancy created in teachers
the term “learning disability.” They used elaborations on the experimental
technique described by Foster, Schmidt, and Sabatino (1976). Foste: ard
Salvia used the same general approach but included a demand condition, an
oral request to be as objective as possible versus no such request, as well as
a label condition. The results indicsted a significant label-instruction inter-
action. During the objective conditions, the presence of the LD label did not
significantly influence teacher ratings of the hypothetical videotaped child. In
the nonobjective conditions, the LD labe) influenced tescher observations and
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ratings and the labeled children received significantly lower ratings. It appears
to be important, then, to develop ways of teaching teachems to give themselves
“objective instructions.”

Jacobs (1978) assessed the effect of the “L.D™ 1abel on classroom teacher
observations of u child's performance after expectations for the behavior had
been created, The investigator developed a Personality Questionnaire and
Behavior Checklist which were completed by the teachers; they were divided
into control and experimental groupe before and after viewing the same vid-
eotape of a child engaged in various activities. In the pre-viewing condition,
the two groups were asked to complete the measures for & hypothetical child—
normal, for the control group; LD, for the experimental group. The child in
the videotape sequence was then identified as normal for the contral group
and LD for the experimenta! group, and the measures were completed again
after the film was viewed. Analysis of the responses revealed that the exper-
imental group rated both the hypothetical “LD" child and the videotaped
subject significantly more negatively than the contro! group rated the hypo-
thetical “normal” and videotaped child.

Yuseldyke and Foster (197%) also used similar procedures to study the effects
of two disability labels, “emotionally disturbed” and “learning disabled,” on
initial teacher bias and on the ability of teachers to disregard stereotypes when
evaluating behavior that is inconsistent with the stereotypes. In this study.
vlementary schoul teachers were divided into three groups: & control group;
an experimental group for the label “learning disability™: and an experimental
group fur the label “emotionally disturbed.” The teachers rated a videotaped
fourth-grade boy more negatively when he was labeled either learning disabled
or emotionally disturbed, even when his behavior was inconsistent with a
label's sterevtype. The investigators conciuded that the labels "emotionally
di=turbed” and “learning disabled” generated negative stereotypes that re-
mained consistent during the observations of the child's actual behavior.

Teacher perceptions of the behavior characteristics of “educable mentally
retarded” children and “educationally handicapped™ children were studied by
weogh. Tchir, and Windeguth-Behn (1974). (“Educationally handicapped” ir
the term used in California to describe the LD population.) The participants
were randomly selected and interviewed. Analysis of the similarities and dif-
ferences between teacher perceptions of the EH and EMR label indicated that
the EH group was perceived much more negatively and as having disruptive
personality and behavior problems. The terms *hyperactivity™ and “aggres-
stve” were conaistently applied to these children. The problems of EMR pupils,
on the other hand, were seen as more academic in nature, and EMR person-
alities were seen as gentler and more positive,

Many teachers in this study indicated that they had not had direct experience
with EMR children; others indicated that they felt unqualified to judge such
chilitren. Keogh et al. (1974) suggested that this varishle may have influenced
the results and contributed to the comparable negative characteristics attrib-
utedd to the EH child.

Shatel. Tano. und McGettigan (1972) studied teacher attitudes toward var-
jots handicapped children, including those with learning disabilities. Their
subjects were regular classroom teachers in six elementary schools in three
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school districts: Three element ary schools that were partivipating in an inte-
Mmmmummemwmmm
group consisted of the other three schools which had been matched on size,
nature of the student body, and presence of two self-contained special classes.

A paper-and-pencil questionnaire was administered at the beginning and
enddthenhodywwmthewﬁem'ﬂmmwmnidpmuex-
mmdmwﬂlymdﬁwuﬁmmenmehMmd
end of the schoul year in regurd to integration into regular classes, academic
and social adjustment potential, teachers’ competency to teach these children,
and the need for special methods and materials.

The only significant difference in attitude between the two testing periods
Was in expressions about teacher competence. Initially, both the experimental
teacher group (91.4%) and the control group (85.2%) agreed they could be
competent with help. On the posttest, 89.7% of the experimental teachers still
agreed with this statement, but in the control group the proportion of agree-
ment dropped to 74.1%, a significant change. The researchers i
that, as the school year progressed, the control group teachers had received
Ememppmtwimdimcnltwpﬂsmdﬂnnhadexpmmddhmmgvmt.
m:mmmmwmmwmm
experimental teachers maintain their initial optimism.

Although the results of this study appear to reflect positive teacher attitudes
toward LD children, the results, unfortunately, are somewhat confounded by
a definitional issue. In Pennsyivania, where the study was conducted, the term
“brain injury” rather thun “learning disability” was used at that time for
purposes of special elass piacement and diagnosis. When, as part of the study,
many teachers were asked how many children in their classrooms were learning
disabled. the estimates ranged from 10 to as many as 30 pupils. The authors
reported that quite a few teachers seemed to consider the term
disabled” to be synonomous with “culturally disedvantaged,” so the attitudes
m. have been directed toward children other than those intended by the
investigator. However, the population in this study was so opportune—a large
group of teach>rs who were faced with the prospect of actually teaching LD
children—that the inclusion of the study in this review seems justified.

All the preceding studies, excepting Shotel et al. (1972), indicate that the
stereotype—the cognitive component of tescher attitudes—of LD children
includes negative charaeteristics. Teachers “know™ that LD children are hy-
peractive, aggressive, and disruptive (Keogh et al., 1974) and that the more
negative descriptors on a rating form apply to a child (even though normal)
who is labeled as learning disabled (Foster & Salvia, 1977; Foster et al., 1976;
Jacobs, 1978: Ysseldyke & Foster, 1978).

The argument can be made that the majority of LD-labeled children possess
the traits which are attributed to them by teachers, such as hypersctivity,
aggressiveness, and disruptive behavior, and therefore the teaschers in these
studies accurately described LD children. However, investigators who have
reviewed the incidence of such characteristies in the LD population have found
that they are not so widespread in fact as they ane assumed to be by the
sterentypical picture (Bryan, 1974a; 1976).

Although only a small percentage of LD children may display these char-
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acteristics, they have become well known and almost interchangeable with the
iabel. Therefore, what many teachers may “know" to be true about the LD
child may be only an inaccurate, artifically induced stereotypical picture. Un-
fortunately, the studies discussed so far in this section demonstrate that such
inaccurate knowledge can affect teacher ability to observe, assess, and teach
the LD child in the classroom.

Teachers in training who were enrolled in advanced undergraduate special
education courses were the first-order subjeets of Sutheriand and Algozzine
(1979). The investigators studied the effects of the LD label during tests of
children’s visual-motor integration. The children were normal, but each had
been randomly labeled “normal” or “learning disabled.” Each student teacher
tested and trained eight children on the machine that wa: used and gave each
a subjective score; at the same time, the machine, whict was fitted with an
event recorder, provided an objective score for each child. The purpose of the
study was to determine if the bias of the “LD" label, which was known to the
student teachers but not to the children, could, through a complex process,
affect the children's performances. Girls who were label «d “LD" differed sig-
nificantly in performance from girls who were not so labeled. No significant
differeice was found between the subjective and objective scores.

Connotative Component Studies

Three studies were found in which the investigators had attempted to measure
the connotative or behavioral compunent of teacher attitudes toward 1.1 chil-
dren in the classroom.

Bryan and Wheeler (1972) conducted a srall observational study of the
hehaviors of LD and average learners in naturalistic classroom environments.
Each of five teachers identified two LD and two average learners who were
grouped for comparison. The interactions of the four children in each group
were observed and coded, using an interaction process analysis. The findings
failed to indicate any differences in the amount of time each group spent
interacting with the teachers; the failure may have resulted from the fact that
the time spent on the observation of this variable was only 2% of the total
uhservation time spent on each chiid.

In order to verify the findings and to increase the scope of the investigation,
Hryan (19474h) conducted another observational study to systematize, record,
quantify, and analyze the ongoing behavior of both LD and average achieving
third-grade boys. The behaviors of five teachers were observed concomitantly.

The results of the study show that the interaction patterns of the teschers
andd the LD children differed from those of teachers snd average achievers.
Tenchers were three times as likely to respond to the verbal initiations of the
romparison children as to those of the LD children. In addition, half the
teacherx’ time was directed to school work with the LD children, whereas only
one-quarter of their time was given to school work with average achievers.

Chapman, Larsen, and Parker (1979) alwo conducted an observational study
to determine if the interaction patterns of teachers and LD children differed
from those of teachers and normally achieving children. The subjects were

162

174

15
1 ailheds



$10 first graders who were divided among four classrooms located in public
scheols in middle class, suburban neighborhoods.

The study had two stages. The first took plsce during the first 13 weeks of
the children's first year in school (kisdergarten), when the verbal interaction
patterns of the teachers and each child were recorded. The second stage was
conducted during the end of the children's second year in school (first grade).
It consisted of interviews with the teachers who were anticipating having the
students in the second grade. Data were collected on kindergarten and first
grade teache rs’ ratings of the children’s academic abilities, grades distributed,
achievement test scores (CAT), and referrals to special education. Based on
these data, the students were assigned by the investigators to one of four

ement.

The results of this study present a complex pattern. The type of teacher-
child interaction appears to reiate to the type of activity observed: Results of
interactions during work periods contrasted with those of classroom proce-
dures. When work was the focus of the period, LD childven received inore
eriticism, praise, and feedback when teschers initiated the interactions than
did the comparison peers. The Iatter group received more praise and eriticism
when they initiated the work-related interactions. In contrast, LD children
were the recipients of significantly more criticism during procedurs! activities,
and they received more criticism and warnings regarding classroom behavior,

The pattern suggests that teachers may use speeific and varied strategies
during the more structured periods of direct educational instruction but may
not be flexible or competent during perinds of unstructured activities. At the
same time, LD chiidren msy be more responsive to praise and feedback during
structured work periods. The unstructured nature of procedural transitions
may be difficult for the LD children and thus may lead to inappropriate be-
haviers which frustrate or irritate teachers.

Affective Component Studies

Only one study addressed the issue of teachers’ feelings of liking or disliking
LD children. Garrett and Crump (1980) used a modified Q-sort technique to
measure regular classroom teacher preferences for LD and matched control
children in grades 4, 5, and 6. Fifty-eight teachers were asked to sort the
names of all their students on a 8-column form resembling a normal curve.
Each column received a number value of from 1 to 9 indicating a preference
range from “most preferred” to “least preferred.” The results indicate that
1.D children were significantly less preferred than their nonexceptional peers.

Analysis of Teacher-Attitude Studies

The puttern that emerges in the investigations of teacher attitudes toward
LD children is that the attitudes are negative because the stereotypes gen-
erated by the label “learning disability™ or “educationally handicapped” are
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negutive. Learning disabled children are perceived as having many more ac-
mmmmmymmmmmw;mwcmm.mm
stereotype persists even when the behavioral evidence is to the contrary.
Teschers behave differently toward LD children than toward their nondisabled
peers, 4 difference that tends to be ngative (Bryan & Bryan, 1974), Teachers
spend less free time with L.D children and respond less frequently to their
verbal initiations. These results raise questions about the regular classroom
tencher's competence to assess accurately and to teach LD children. and to
interact socially with them in a positive manner.

Because of methodological problems the results of the studies reviewed are
far from conclusive. It is difficult to generalize from the populations because
the definition of “learning disability” is offen shsent or vague; children may
be identified as “labeled by the school district as learning disabled” (e.g.. Bryan
& Wheeler, 1972),

Precise definitions of LI children are necessary. Mercer, Forgone, and
Waolking (1976) surveyed the definitions of LD children used in different stutes
and found nine compunents, but each state combined selected elements to form
a uniyue definition. Thus, when teachens’ attitudes are studied, it is difficult
to determine whether negativism is directed toward a particular criterion (e.g.,
“neurolngical involvement” or “discrepancy™ or toward the children. Shotel
ot al. (1972) alse found this type of definitional problem.

In investigations using original assessment tools (Bryan, 1974b; Bryan &
Wheeler, 1972 Foster & Salvia, 1977, Faster, Schmidt & Sabatino, 1976
Jacohs, 197%; Ysseldyke & Foster, 1978), instrument development infurmation,
uf. 1n seme cases, reliability data were not reported. Without this information
it is not possible to gauge accurately the infernal consistency of the studiex.

The conative research contained many sampling problems, such as bias built
into the selection method. Teachers volunteered themselves or their students
for participation and the effects were not balanced by large samples of detailed
subject descriptions. Too few teschers or LI children were used to warrant
generalization of the conclusions.

Finally. there ix little indication that the methodology of the conative studies
was controlled for response bias. One type of response bias mentioned in the
literature is the tendency to “fake good™ (Scott, 1968). The researchens did
not indicate specific attempts to disguise observations or to visit the sites prior
10 observation, to reduce the tendency. Interestingly, Bryvan and Wheeler
(1972 hypothesized the ocrurrence of rexponse bias; during their initial ob-
ervation study, when they found that teacher intersetions with both the LD
and normal children represented only 2% of the total interactions, they cun-
cluded that the teachers did not interact with the research subjects because
of the presence of ohservers,

Many arvis. stich s the affective attitude component, were not addressed
adequately. Because of the complex nateees =0 e G Lhie uncenain
relation amony 2ttitude components, teseners may have negative stereotypes
of hut still “like™ LD children. Further, attitude compenents have: not been
studied ssmultaneously. For example, studies using an interaction process
analysis might have broadened their results hy combining thix method with
an additional instrument which was designed to measure the coxnitive com-
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ponent. Few studies werx found to have been designed specifically to deter-
mine sttitudes, snd none reflected a clear perspective on the multidimensional
aature of attitudes, which may account for the lack of attention to more than
one stlitude component &t & time.

The studies found were limited to tescher and child populstions at the el-
ementary school level. Teacher attitudes may vary secording to the age of a
child because the prominence of certain charscteristics may incresse or de-
crease with age. Further, children may be influenced by the attitudes of a
number of different teschers. On the whole, the current literature is addressed
primarily to attitudes of regular classroom teachers (except for Sutherland &
Algozzine, 1979). It seems important to determine the attitudes toward LD
children of other kinds of teachers, for example, Wmm

gests that some traits are perceived as central and determining while others
are peripheral (Deutsch & Krauss, 1965). Hypothstically, then, a tescher may
form a totai impression of a child who is identified as learning disabled on the
baasis of & central trait associated with the label. Determining this trait eould
provide a basis for the development of tescher attitude change programs and
programs geared to helping children develop behs iora necessary for sucressful
mainstreaming experiences.

Finally, we have no comparative data on the attitudes of teachers who have
and have not been identified as effective teachers of LD children. Possibly the
sttitudes of these two groups of teachers are the same; if not, the differences
should be studied from a multidimensional perspective to determine differences
in attitude components.

NONEXCEPTIONAL PEER ATTITUDES

The academic and social adjustment of LD children in classrooms is influenved
not only by the attitudes of teachers but also by those of their nonhandicapped
peers. Peer influence increases markedly during the school years and gradually
becomes moce important than the influence of teachers. Because grining ac-
ceptance through the making of frieids is one of the strongest needs during
adalencence, L1 children approaching their teens may be especially affected
by negative peer attitudes.

Research on the attitudes of nonhandicapped peers toward LD children has
heen focused mainly on the conotative and affective components. Two obser-
vational studies that were previously discussed (Bryan, 1974b; Bryan & Wheeler,
197¢) also yield information on the conotative component of nonexceptional
peer attitudes. In both studies, the investigators attempted to determine
whether peer interactions could discriminate between small aamples of LD
and nohexceptional children. The findings indicated that the amount of time
spent in any type of peer intersction was approximately equal for both the
LD and comparison children, However, patterns of interactions differed: The
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LD child who initiated interactions was significantly ignored by his peers.
Unfortunately, the sample of children was too amall to generalize the finding
to ather populations.

A number of suctometric studies which have explored the affective com-
ponent of nonexceptional peer attitudes toward LD children have alresdy been
discussed in Chapter 5 (Bryan, 1974c, 1976; Bruininks, 1978b; Siperstein,
Bopp, & Bak, 1978),

The study by Garrett and Crump (1980), mentioned briefly in regard to
teacher attitudes, alvo compared peer status of LD children with the status
of their nonexceptional peers. All fourth-, fifth-, and sixth-grade students,
including 100 LD students, in 58 classrooms participated in a sociometric
investigation in their regular classrooms. Students were given booklets with
the names of all their classmates. The participants were asked to select three
students who would be chosen and three students who would not be chosen
for a free-time play peried. The results indieated that LD children had sig-
nificantly lower socisl status. Additionally, each child completed a modification
of the Peer Acceptance Scale. No sbsolute differences were found between
the LD and control groups on social status and self-appraisal, but the LD
group tended to overestimate their status whereas the nonexceptional group
tended to underestimate theirs. Bruinink's (1878a; 1978b) findings that LD
children consistently rate themselves higher than their actual standing is con-
sistent with this result.

The research on nonexceptional peer attitudes toward LD children over-
whelmingly indicates that LD children have been perceived negatively. How-
ever. the studies are unidimensional in that the majority are concerned with
only one attitude component—the affective—which somewhat limits gener-
alizable conelusinns. The populations of the studies that dealt with the conative
component are insufficient in size to allow the data to be generalived. There
is no information on the engnitive component. Therefore, although the results
confirm that LD chikiren are not liked by their peers, further study is needed
of (a) the stervotype that nonexceptional peers associate with LD children and
(b) their behavioral intentions or actions.

The findings that, however low in peer status LD children may be, they
consistently rute themselves much higher, halds possibilities for hypotheses
on haw LD children cope with their low -status positions (Bruininks 1978s, b;
Garrett & Crump, 1980). One way in which many disabled aduits cope with
the pryvehologically threatening consequences of disability is denial (Chaiklin
& Warfield, 1973; Edgerton, 1976; Wright, 1960), 1t is possible that L) children
use this same defense mechanism to deny their low status among peers in a
psychelugically protective fashion,

PARENTAL ATTITUDES TOWARD THE LD CHILD
[attle research has been done in the ares of LD child-parent interaction and
paarental attitudes towarnd L1 chiliisn, The results of the two studies reviewed

here suggest that parents are hostile toward their LD children. Strag (1872)
userd a questionnaire concerned with neurological dysfunction and behavioral
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tarded, and normal children. The results suggested that parents of nermal
children and parents of LD children rate them differently on severs! variables.
The LD child was described as one who clung more than tiae =o*mal child, had
less ability to receive affection, showed less consideration for othe: veople,
and was move jealous. However, LD children were seen as less stuhbon. than
mentally retarded children.

Wetter (1972) compared the attitudes of parents whose children had been
diagnosed as learning disabled with the attitudes of parents whose children
MMMWMMNMMWNWMM
were registered at a pediatric outpativnt clinic. Each parent was given the
Child Bebavior Rating Scale; the mothers were also given the Mother-Child
Relationship Evaluation.

Wetter hypothesized that the attitudes of mothers of LD children would
display more overprotection, overindulgence, and rujection than the attitudes
of mothers of nonexceptional cnildren. Part of this hypothesis was validated:
A significant difference was found between experimental and control groups
nn overinduigence and rejection, which confirmed the author's hypothesis. No
ddferences were observed on overprotection.

The attitudes of the fathuru of the LD children did not difer significantly
from those of the mothers. However, the statistical analysis indicated that
parents of children with a learning disorder displayed grester disagreement
in assessing a child’s overall adiustment than do parents of normal children.

Much more research on parental attitudes is necessary before the negative
results of the two studies discussed here can be generalized.

CONCLUSIONS AND DIMENSIONS FOR FUTURE RESEARCH

The literature on attitudes toward LD children can be faulted for s number
ofnmhmﬁdogica!wraknessesmdinmekmwwesfwummmkap-
proaches which have left manv unevenly explored or totally unexplored areas.
Ahhmxghthemuhﬁofaspxiﬁcstudymymmﬂupmuﬁdsm,sﬁn
certain general trends of th:: research in toto appear to hold significance and
canno: be discounted:

® Regular classroom teachers associate the label “learning disability” with a
negative stereotype,
@ LD children have significantly lower social status than their nonexceptional

peers,

® Regular classroom teachers and nonexceptional peers behave more nega-
tively toward L.I) children than toward their normal classmates.

® Parents sppear to describe their LD children in comparatively negative
terms.

LD children are now placed in environments that appear to be decidedly
haxtile and unsupportive. The awareness of these circumstances requires
professionals to respond with a three-pronged program:
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First. research efforts must concentrate on determining the sources of hos-
tility and rejection. Certain hypotheses eme:xe from the literature to explain
why attitudes toward LD children are neyative and to help to interrelate the
peaults of the various studies. One hypothesis puts the somrce of negative
attributes in some discrediting characteristic or stigma, for © :ample. low ac-
ademic achievement, which causes other persons to categorize tive LD child
as “less than whole” or “tainted” (Coffiman, 1963). Research findin,zs support
the notion that children who are low academic achievers but have not been
identified as learning dixabled also are recipients of negative attitudes and
sgjection (Brophy & Good, 1974; Larsen & Ehly, 1975, Teachers appear to
like bright, high-achieving students. If this is the case, attitude-change pro-
grams should be cognizant of this information.

Another hypothesis that recently emerged from the literature focuses on
the manifestations of the learning disability as the source of the rejection.
Bryan and Perimutter (1979) found that female undergraduates judged un-
labeled videotapes of female LD children in social interactions in a laboratory
setting as more negative than ~omparison non-LD children, even though the
undergraduates were not privy to the children’s personal histories, carrent
academic status, or current social status. Salient characteristics of LD children
may interfere with successful social interaction. One characteristic that may
impede social interaction is nonverbal behavior. Differences have been found
in the nonverbal behaviors of LD children in comparison with non-LD controls
{Bryan & Sherman, 19%0; Bryan, Sherman, & Fisher, 150u). LD children spent
lens time looking at the interviewer and smiling, behavior that may affect
adults’ judgments, Uther suggested characteristios that may interfere with
suecessful social interaction include deficit- in soeial perception, lack of sche-
matic and urianizational judgment, and affective processing (Bryan & Bryan,
1975; Bryvan, Wheeler, Felcan & Henek, 1976; Krohick, 1978). “In terms of
total life-funetioning, social ineptitude tends to be far more disabling than
acsdemic dysfunction” (Kronick, 1975, p.87). '

Sevond, programs need to be developed to assist LD children to cope with
the threat of negative attitudes. When Jones (1972), for example, summarized
studies on the stigma attached to educable retarded children, his major con-
clusion was startling: Although stigma was shown to be a real problem for
noninstitutionalized educable mentally retarded students, there is little reason
1o helieve that teachers have developed adequate programs to help the children
to cupe with it. “Most striking in all their {teachers'] responses, however, is
the uncertainty with which teachers approach this area and the paucity of
validated techniques for dealing with the problem” (p. 562). When children
are facedd with name calling or other such negative behavior, the most so-
phisticated teacher response at this time seems to be the brief “ignore it.”

In addition. the concept of mainstream classrooms as a fertile place for the
growing together of differences must be re-examined. Although the economie
and psychological investments in this movement are extensive, we have a
responsibility to do our best to provide LI children with a setting in which
they can survive. Mainstream claszooms may not be the setting.
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Children’s Attitudes Toward
Emotionally Disturbed Peers

CONSTANCE CHIBA

Researeh in the ares of emotional disturbance has traditionally focused on
questions of etiology, identification, and remediation. Very fittle comparative
research has been conducted on attitudes of children toward their emotionally
disturbed peers. The literature available on this topic is reviewed in this
chagpter.

Investigations of emotional disturbance have carried a variety of generie
lsbels that usually reflect the investigators’ underlying assumptions of the
cause of the disturbance. For the purpose of this review, the category of
emotional disturbance is taken to include children who have been classiffed as
emotionally disturbed, behaviorally disordered, socially maladjusted, and ed-
ucationally handicapped; the latter is s cateh-all teym that is used in Californis
and includes children with emotional disturbances. This review is not con-
cerned with the issue of internal versas environmestal causes of the behavior
of the subjects under investigation, and the discuxcion is restricted to the
liternture pertaining to the attitudes of children. For a review of the literature
on adult attitudes toward mental illness, see Rabkin (1972, 1974, 1979).

Following McGuire (1969), attitudes are considered as having affective, cog-
nitive, and conative

In a study of children who had been placed in classes for the
disturbed, Quay, Morse, and Cutter (1966) distinguished three dimensions of
behavior: unsocialized aggression or conduet problems, symptoms of person-
ality problem» or neurvees, and immaturity-insdequacy problems. Implicit in
each dimension are problems with reiationships. In fact, & major resson for
the referrnl of children to special education classes for the emotionally dis-
turbed has been the inability to get along with classmstes (Rubin, Simson, &
Betwee, 1966). In & study of 172 elementary-school-aged children placed in
classes for the emotionally disturbed, Woody (1969) found that the central
resson was poor social relations for 47% of the boys and 46% of the girls.
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Despite the importance of interpersonal behavior in the identfication and
diagmosis of emotional disturbance, very little systematic research has explored
the attitudes of nonhandicapped children toward their emotionally disturbed
peers. The few investigations of the topic can be classified as (a) studies of
peer perceptior: of emotional disturbance, (b) studies of peer acceptance of
emotionally disturbed children, and (c) studies of the correlates of peer ac-
ceptance and peer rejection.

PEER PERCEPTION OF EMOTIONAL DISTURBANCE

Research on peer perception of emotional disturbance has largely focused on
two topics: (a) developmental changes in chiliren’s perceptions of emotional
disturhance and (b) children’s attitudes toward emotional disturbance in re-
lation to their attitudes toward other disabilities. Research on developmental
changes in peer perception of emotional disturbance reflects the larger body
of research concerned with the development of social cognition. Investigations
of the latter have shown, in general, a developmental trend in children from
concrete to abstract modes of person perception. Young children perceive
others in terms of external or surface atributes, such as specific acts and
external pussessions. With increasing age, their percejtions come to include
awareness that their peers have internal dispositions and stable attributes
(Livesley & Bromley, 1973),

In general, research findings on peer perception of emotional disturbance
agree with the findings in the field of social cognition. Children's reports of
the disturbed behaviors of their peers reveal that their concenty of deviant
behaviors progress from concrete Aescriptions of self-evident acts to attempts
to explain the behaviors in terms of underlying psychological dimensions.

One method used to study developmental changes in the perception of emo-
tional disturbance is to present children with descriptions of imaginary deviant
peers whase characteristics are like those which adults attribute to mental
disorder. In addition, in 8 number of studies, chikiren have been asked to
describe known peers whom they consider to behave in a deviant manner.
Consequently, the attitude-component focus of investigations has been the
rgmitive and affective components.

In a two-part study, Coie and Pennington (1976) investigated the point at
which children become aware of behavior that, to adults, indicates emotional
disturbance. The subjects were 10 girls and 10 boys at each of four grade
levels (1st, 4th, Tth, and 11th). In the first part of the study the children were
asked to describe peers whom they considered to be markedly different from
the rest of their classmates. These deviance attributions were classified ac-
cording to seven categories of behavior: aggression, sucial norm violations,
adult rule violations, social withdrawal, interest. appearance, and self-
reference. In the second part of the study, the children were presented with
two story descriptions. In “The Distorted Perception Story” the stimulus
figure was that of a child with a seriously distorted social perspective. In “The
Loss of Control Story,” the stimulus character was that of a child who behaved
in an aggressive manner and was frequently unable to control himself.
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The results of the second part—the story descriptions—indicated significant
age trends in the responses to the stimuli. The firnt-grade subjects recon-
structed and normalized the events and characters of the stories into forms
which they could understand. For example, in “The Loas of Control Story™
the first-grade children explained the character's aggressive behavior as the
result of actual provocation by someone. In contrast, the alder subjects rec-
ogmized the irrational qualities of the story character and tried to explain and
understand the described behavior. Similarly, the respense for “The Distorted
Perception Story” showed that with age more children were aware that the
story figure had a deviant perception of social reality. In turn, the older
subjects assigned an increasingly deviant status to the stimulus figure.

The results of the open-ended interviews on the kind of children whom fh.
subjects regarded as deviant indicated that sggression and social-norm vie-
lations accounted for over half the nominations for deviance, Subjects across
all grade levels described aggressive children as deviant. No significant dif-
ferences were found across grade levels for aggression attributions. However,
4 significant age-group effect was found for social-norm violations; they were
mentioned infrequently by first graders as indications of deviance. Further-
more, only the 11th-grade subjects made deviance attributions on the baais of
the language and phenomenon of psychelogieal disorder; for example, only
1th-grade subjects identified peers as deviant with such comments as “crazy,”
“needs to see a paychiatrist,” and “has mental problems.”

Middle-grade-level subjects are not only able to make deviance attributions
but, also, to judge severity of emotional disturbance in the same manner as
adults. Mardsen and Kalter (1976) investigated whether fourth- through sixth.
grade children could discriminate degrees of severity of emotional disturbance
in descriptions of imaginary peers. The subjects were eight boys and seven
girls in the fourth grade and nine boys and seven girls in the sixth grade. Five
vignettes were read in random order to the subjects. The central figures in
the vignettes were depicted as manifesting normal behavior, incipient school
phobia, passive-aggressive behavior, antizocial behavior, and borderline psy-
chotic behavior (the order represents the investigators’ ratings of severity of
disturbance). In addition, the centra! figure always was described as male and
in the same grade as the subject interviewed. Clinical labels were not used.

The children’s responses to the central figure in each vignette were coded
on & >point scale indicating judgments of severity of emotional disturbance.
The scale puints were as follows:

1. Subject explicity states or implicitly suggests normality with no hint of
emotional disorder.

2. Suhject sugpests possible presence of emotional problems in the central
figure but the sugyestion is so implicit it cannot be assigned a higher scal.
point,

3. Subject indicates that the central figure has emotional preblems which are
minor in degree.

§. Subject indicates central figure has moderate emotional probiems.

5. Subject explicitly states that the eentral figure has serious emotional prob-
lems.
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The results revealed that 68% of the children's responses to the normal central
figure were scored as “1" on the scale, a rating of normal; and 56% of the
responses to the burderline paychotic central figure were scored as “5” on the
scale, the must severe judgment of behavior disorder. The central figure seen
as the second most disturbed character was the antisocial figure. Mardsen and
Kalter (1976) concluded that fourth- and sixth-grade children recognize emo-
tiona! disturbance and judge its severity in a manner that corresponds to the
views of mental health professionals.

Like or dislike for a person has been shown to be related to the kind of deviance
attributed to him or her. [sing the same techniques as Mardsen and Kaiter (1976)
as well as two 4-point scales measuring degrees of liking and disliking for the
stimulus figures, Mardsen, Kalter, Plhunkett, and Barr-Grossman (1977) were
able to relute liking/disliking to type of deviance attribution.

The results showed that the normal vignette character was liked more than
the passive-aggressive or borderline psychotic figures and was disliked sig-
nificantly less than the aggressive and passive-aggressive characters. The
aggressive and passive-aggressive imaginary figures were disliked most.

These findings on the relation of aggression attributions and dislike for the
imaginary stimulus figure were substantiated by Novak (1874). Novak pre-
sented fourth- through sixth-grade subjects (N = 326) with descriptions of
six imaginary peers who exemplified depressed. phobic, immature, aggressive,
schizoid, and normal behavior. Each subject was asked to evaluate each stim-
ulus figure on three dependent measures: attractiveness (10 bipolar adjec-
tives), 8 social distanc~ scale, and & scale of perceived similarity to self.

The analysis of the responses showed that the normal stimulus figure was
rated more positively on all three dependent measures than were the other
imaginary characters. On the attractiveness dependent variubles, the aggres-
sive figure was rated significantly less attractive than the others. The greatest
social distance was assigned to the figures described respeetively as phobic,
immature, and sggressive. On the scale of perceived similarity to self, the
figure described as schizoid was rated the most dissimilar.

The responses of the subjects to the aggressive deviant stimulus suggest
that they were reacting in part to the possible impact of the disturbed behavior
un themselves. Aggressive and immature behaviors (both highest on the social
distance measures) cause pain to other children (Novak, 1974).

In the aforementioned studies, target children were not labeled emotionally
disturbed. Consequently, the subjects’ responses reflect attitudes toward be-
haviors rather than toward the concept of emotional disturbance.

Novak (1975) hypothesized that children may tolerate a wide range of deviant
hehavior but may be less tolerant of the same behavior when it is associated
with some type of mental illness label, He also hypotuesized that the sex of a
«timulus subject may influence children's ratings of deviance. Next, using the
same task and dependent measures but with two additional conditions, Novak
(19751 investigated the responses of 625 fourth- through sixth-grade students.
In the additional eonditions, the participants received labeled and unlabeled
descniptions of the stimulus figures in the six vignettes. All the figures in the
first condition were labeled “emotionally disturbed”; in the second condition,
no labels were attached to the figures.
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The responses to the description of the normal stimulus figure provide the
elearest effects of the label “emotional disturbance.” When the imaginary
normal peer was of the same sex a» the subject, the label had no effect on the
subject’s evaluation, but when the imaginary normal peer was of the apposite
sex, the label elicited ratings that were negative on attractiveness, social
distance, and perceived similarity. In general. labeling had no effect on the
deviant behavior descriptions. Novak concluded that the lack of & labeling
effect on the responses to the deviant behavior descriptions may have been
due to the conervte bases for making judgments. In interpreting the labeling
effect on responses to the opposite sex imaginary normal peer, the investigator
suggested that, in the absence of abnormal behavior upon which to make
Jjudgments, the subjects responded mainly to the mental illness label and that
the sex of the stimulus figures evoked the subjects’ responses.

The hehavior of a child has also been shown to be more salient than the
label “emotional disturbance™ in research by Freeman and Algozzine (1980).
In this study, 96 fourth grade children were randomly assigned to one of eight
conditions. In each condition the children were shown a videotape of a non-

" handicapped fourth-grade boy engaging in various “normal” behaviors. De-

pending un the experimental condition, the participants were toid that the
target chilkl was emotionally disturbed, learning disabled, retarded. or non-
handicapped.

ARer viewing the first part of the videotape, the subjects were asked to
rate the target chikl. Then, before they were shown the second part of the
videotape, the subjects in each condition were given either positive or neutral
information about the target child. The resuits of the study indieate no dif-
ference in the subjects’ social acceptability ratings of the target child an a
function of the disability label. The investigators concluded that children are
more responsive to the behaviors of their peers than to labels. In addition,
the results showed that the assignment of positive attributes to the target
child favorably influenced social acceptability ratingx in all labeled conditions.

Children's beliefs sbout what causes a peer to behave in a deviant manner
were the subject of only one study. Maas, Maracek, and Travers (1978) in-
vestigated children’s beliefs about internal versus external causation of dis-
ordered hehavior. The subjects were 60 children, 10 males and 10 females in
each of grades two, four, and six. Three vignettes, each describing a character
who exhibited antisocial, withdrawn, or self-punitive behaviors, were read to
the children. They were then asked to respond to forced-choice and open-
ended questions on the reasons for each character’s behaviors, desires, inten-
tions, and ability to change. A list of traits was also presented to the children
and they were asked which traits they would aseribe to ench stury character.

A response to the questionnaire was categnrized as “internal causation” if
a child said that the stimulus figure was born that way, that the behavior
resulted from disease or injury, or that the child did not know the cause of
the behavior. A response was categorized as "environments! or external caus-
ation” if a child said that the behavior resuited from treatment which the
character had recewved from friends, family, or teachers.

The results indicate that as children grow older they explain the causes of
behavior disorder more in terms of external causation. Similarly, with in-
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creaving age, children are more likely to Lelieve that undesirable behavior can
be changed by altering the external environment. In contrast, the respanses
of the younger children attributed disordered behavior to internal causation.

The traits attribted to the three different stimulus figures agreed with
those of the studies reviewed previously. Acruss all age J~vels, the most neg-
ative traits were ascribed to the antisocial character.

Children's attitudes toward the concept of emctional disturbance in relation
to their attitudes toward other exceptionalities have been assessed by a variety
of attitude-scale measures. The results of these studies, based on different
metodulogies, indicate that in general children perceive the concept of emo-
tional disturbance more negatively than other disability concepts.

Research based on the semantic differential technique indicated that third-
and sixth-grade students rated mental illness more negatively than orthopedic
handicaps or mental retardation. Witkins and Velicer (1880) had third- and
sixth-grade subjects (N = 40) rate the concepts of “person,” “crippled,” “re-
tarded,” and “crazy” on a 5-point semantic differential scale. The bipolar ad-
jectives in the scale measured evaluation of potency, activity, and
understandability. The findings revealed that the subjects evaluated the con-
cept of “cruzy” more negatively than the concepts of “normal,” “crippled,” or
“retarded.” Moreover, “mentally ill” was evaluated as less understandsble
than the concepts “normal,” “crippled.” or “retarded.” However, mentally ill
persons were perceived as active and potent, like average persons. The in-
vestigators postulated that the reasons children rate mental iliness more neg-
atively than other disabilities may be that mentally ill persons are thought to
be bad and are also perceived to have the ability to act out the motivations
attnbuted to them.

A hierarchical rating of disabilities in which emotions! disturbance was rated
the lowest was also obtained in the research of Parish, Chisen, and Parish
(197%). Female and male students in fith, sixth, and seventh grades were
wiven an attitude inventory consisting of 24 positive and 24 negative adjectives.
All students were asked to select the 15 adjectives that best described emo-
tionally disturbed. physically handicapped, learning disabled. and normal chil-
dren. The seore for each disability was determined by the number of negative
arjectives selected as characteristic of a given target group. The emotionally
disturbed group was rated least favorable of all the groups.

Greater social distance was ascribed by high school students to the concept
of emotional disturbance than to the majority of other disabilities. The study
by Jones, Gottfried, and Owens (1966) measured how much social distance was
assigned by high school students (V = 186) to 11 exceptionalities and a normal
condition. The exceptionalities were deaf, blind, hard of hea: 'ng, partially
wweing, detinquent, chronically ill, emationally disturbed, speech handi-
capped, wmildly mentnily retarded, severely mentally retarded, gifted, and
crppled. Students were asked to rank pairs of exceptionalities on a 10-point
sovial distance seale. Using the paired comparison technique, the 11 excep-
tionalities were ordered from most to least acceptable for each of the 10 social
distanee statements,

The results indicate, in general, that the average and gifted conditions were
anchored at the high end of the continuum, while the severely retarded were
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grouped at the low end. The social distance ratings assigned to emotional
disturbance were in the lowest quartile (i.e.. one of the four lowest rated
groups on the following seocial distance statements: 1 would aceept this person
as i neigchbor. ™ *1 would exclude this person from my country. ™ “I would aceept
this prerson as a ci-worker.” “f would accept 4 child of this type for a playmate
of my own child.™ This study sugyests that high school students hold negative
attitudes towand the category or label of emotional disturbance.

Certain methodologicn limitations are apparent in the research reviewed
thus far. Mewt studies are limited to middle-grade populations, When attitude
scalex were used. the reliability and validity of the assessment instruments
were not discussed. However, the major deficiency is that no study wes con-
cerned with the relation between children’s perceptions of ematiseal disturb-
ance and social interactions with emationsdly disturbed peers. Given the implicit
assumption of investigators that children’s conceptions of emotional disturb-
ance are related to their social behavior, it is unfortunate that none of the
sturdiex actually investigated this relation. Future research should focus on
the impact of the cognitive and affective attitudinal dimensions of children
upon subsequent behavior toward disturbed peers.

PEER ACCEPTANCE OF EMOTIONALLY DISTURBED
CHILDREN

Very little research has directly addressed the attitudes of nonhandicapped
chil:iren towand their emotionally disturbed peers. The seant findings that
eXist are hased on pevr-assessment techniques in which the affective and
cognitive components of the subject's attitudes are measured, The conclusions
have a familiar ring, however: emotionally disturbed children as 4 group are
Jexs wevepted thun are their counterparts who are not disturbed.

Bower (1964) used a peer-assessment index, “A Class Play,” which he de-
veloped, to study 200 fourth- through sixth-grade clusses. The measure con-
tains hy pothetical deseriptions of 20 roles in a pday, some positive, some negutive,
and some neutral. Fach subject is instructed to choose a classmate who would
be most suitable for each mle. By counting the number of times a pupil is
picked for each role, 8 pereentage is ohtained that indicates the poxitive or
negative perceptions of cach pupil by his or her classmates,

tn Bower's findings, «iucationally handicapped children most often were
chosen fur the negzative rojes, hostile children, in particulur, were selected for
roles consistent with their behaviors: and educationally handicapped children
were seldom seen as able to play pisitive or neutral roles.

A varation of the "Class Play™ was used by Vac (1968) to ascertain the
comparative seepd positions of emotionally disturbed and nondisturbed chil-
dren i regular classrooms. The subjects were 16 classex, ranging from grades
ane through <ix. The eriterion for selection was that the elass contain vne pupil
dentified s~ emotionally disturbed. Thus the sample included 17 emotionally
disturhed children and 36% students pot so classified,

An acveptance seore of 1 was given each time a child was named by a
clas=mate in response o g positve question, and the mean acceptance amd
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rejection scures of the emotionally disturbed and normal Rroups were com-
pared. The investigator found that the emotionally disturbed children were
not as acceptable as their peers whe were not emotionally disturbed. The
differences between the mean scovptance and rejection scores for the two
groups were statistically significant. The percentage of “stars,” that is, so-
ciometrically high subjects, was greatest in the nonemotionally disturbed group,
and the percentages of rejectees and isolates were greatest in the emotionally
disturbed group. In general, the social positions of the emationally disturbed
children were relatively stable throughout the school year. The percentage of
rejected emotionally disturbed children remained consistent from fall to spring,
but the percentage of rejected chilren in the nurmal group decreased slightly.

The impact of social interaction on the attitudes of nonhandicapped children
toward autistic children was investigated by McHale and Simeonsson (1980).
The attitudes of second- and third-grade nonhandicapped subjects (N = 28)
toward children with childhood autism confounded by mental retardation were
measured before and after the subjects participated in a week of daily half-
hour play sessions with six autistic children in a special education classroom.
The nonhandicapped subjects were told that they were to teach the autistic
children how to play. The attitude questionnaire was composed of adjective
ratings and sociometric and open-ended questions.

Analysis of the pre- and posttest attitude questionnaire indicated that at
both pericds the subjects were positive regarding interaction with the autistic
children. The subjects’ understanding of autism increased as a result of the
interactions.

The disparate findings of this study and the preceding research may be
sttributed to the differences in both the charucteristics of the handicapped
children and the nature of the interventions, McHale and Simeonsson sug-
gested that the short duration of the ponhandicapped children’s interactions
with the autistic children may have been an important variable and influenced
the rexults. Morvover, the suthors explained that the nonhandicapped subjects
probably did not expect the autistie children to behave “normally.” given the
nature of the instructions, the severity of the autistic children’s handicap, and
the special edueation setting of the interaction.

Keyger (1963) found peer rankings and degree of emotional disturbance to
he significantly negatively correlated. The subjects were 25 males ages 9 to
1} in a residential treatment unit. Admission to the unit was based on the
presence in each boy of emotional disturbance or academic or social retardation.
Ar a measure of peer sceeptance, the children were asked to rank every child,
ncluding themselves, according to popularity. Two occupationa! therapists
and two special education teachers ranked each child in the group on degree
of emationa) disturbance. The results indicated that the children judged to be
the leaxt emationally disturbed were more popular than the children who were
more disturbed.

However, caution is warranted in generalizing the results of studies based
on emotionally disturbed children in residential treatment units to children in
resular classroom settings who are eategorized as emotionally disturbed. The
subjects betng rated as well as the subjects doing the rating in the two settings
most likely vary in many dimensions.
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The reiation of sociometric status and the behaviors of institutionalized
bekavinraily deviant preadolexcents was investigated by Kaplan and Kaufman
(197%). The children (V = 20) ranged in age from 6.5 to 11 years with the
10- to 11-year olds accounting for two-thirds of the population. A sociometric
tent was given to the subjects monthiy, a total of 11 for the year. Each child
was asked to name the three peers he or she liked best and the three he or
she liked least. A like-dislike score (the number of pasitive choices minus the
number of negative choices) was then computed for each child.

In addition, staff members rated the subjects’ behaviors each day on a
checklist that contained &2 daily behaviors. A correlational analysis and an
ANOVA were done on the seciometric data and checklists. The analysis in-
dicated that like-dislike stat-is correlated with a number of negative behavioral
items. Physical and verbal agrroasion toward staff members and peers were
significantly negatively correlated with social status. On the other hand, cor-
relations were low between like-dislike status and socially valued qualities.
Consensus was higher among peers i the most disliked than for the most
liked child. The investigators hypothesized that because socially valued be-
haviors do not have the visibility or impact of overtly aggressive acts, children
show more agreement on the negative characteristics of their peers. Here
aguin, the applicability of these findings to regular classroom settings is ques-
tionable.

The scattered findings on peer acceptance of emotionally disturbed children
indicate that as a group the latter are more rejected than are their peers who
are not disturbed. A methodological limitation of the few studies earried out
in regular classroom settings is that all used the same peer-assessment tech-
niques. Research based on other methods of as.ensment is essential. Future
research on the topic should 1.xe various sociometric and observational meth-
odologies. Studies of mainstreamed emotionally disturbed children in regular
classrooms which use both sociometric and observational analyses, such as the
procedures followed by Kaplan and Kaufman (1977), are needed. Their methods
enable an investigator to specify the behaviors exhibited by accepted and
rejected students from which suggestions can be drawn for remediation.

CORRELATES OF PEER ACCEPTANCE

Recall that in the study by Quay et al. (1966) of children placed in classes for
the emotionally disturbed, the presenting behaviors were characterized as
unsocialized aggression, personality problems, and immaturity-inadequacy
problems. Inferences can be made about the peer status of emotionally dis-
turbed children to the extent that the three syndrnmes have been found to be
assaciated with peer acceptance or rejection.

Aggressive behavior, according to a fairly large body of literature, correlates
with peer rejection across all age levels. Moore (1967) found that preschool
children who respond aggressively in situations of interpersonal conflict are
more disliked by their peers than are children who manage interpersonal
conflicts more effectively.

Miliman, Baker, Davis, Schaefer, and Zavel (1975) studied the relation be-
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tween sociometric status and personal social behavior in 38 popular and 38
unpopular bays, all with serious learning and behavioral problems, who resided
in & residential trestment unit. To determine sociometric status, each child
was Kiven a composite score on the basis of peer responses to the following
two questions: “If you were guing on an off-campus trip, which boy in the
cottage would vou most like to sit next to on the bus?” “If you were going "0
an off-campus trip, which boy in the cottage would you net like to sit next to
on the bus, if any?™ The Devereaux Elementary School Behavior (DESB)
Rating “cale was used to measure cach child's behavioral adjustment.

The results indicated that unpopular boys had more problem behavior on
the DESH factors that measure movement against others (e.g., classroom
defiance, disrespect-defiance, and external blame) than did popular boys. In
addition, the unpopular subjects had more problem behavior on the DESB
factors Mmeasuring movement away from as well as toward others.

Peretti (1975) attempted to determine which characteristics were related to
student acceptance or rejection in sixth-yrade subjects. The 30 students were
given a sociometric questionnaire in which they were asked to name three
classmates they would like to sit by, and three classmates with whom they
would not want to sit. A forced choice questionnaire was also given. The
children were asked to check the personality characteristics that best fit their
acerpted and rejected chuices.

The personality descriptions attributed to the accepted students tended to
he centered on qualities such as pleasantness, sharing, and other similar be-
haviors. Conversely, the personality impressions ascribed to the rejected class-
mates were aggressiveness and rudeness. Peretti concluded that a child’s
pereeption of the personality of the other is the most important factor in making
chuices about whom one would like to sit with. The second most important
factor is purticipation in extracurricular activities, far buys, and physique of
friend, for girls,

Goertzen (1959) asked 1,773 seventh-grade students to rate 32 behaviors on
# sucial distunce scale, The items were obtained from a pilot stuay in which
~eventh-grade children were asked to write descriptions of people or things
pe ple dicd that made the students dislike them or not select them as friends.
These “objectionable” behaviors included such items as “Some seventh graders
mt, push. and pick fights. They try to beat up on people”; and “Some seventh
graders always do what is right. They don't get into trouble.”

On the hasis of the pilot responses, each of the 32 negative behavioral items
wits ranked from lenst to most acceptable. The lowest ranked items (indieating
a majority of subjects resporkling to the social distance scale with dislike” or
~hate” ) included the behavioral items of “hitting, pushing, fighting,” “bossing,”
“taking things which are not one’s own.” The highest ranked negative items
ndu ating a majorty of subjects responding to the social distance seale with
‘Have as a friem],” or “okay™) were the items of “not paying attention,” “being
shy.” “poor in sports or dance.”

The results of these studies indicate that peer rejection of emotionally dis-
turbed children can be expected to the extent that emotional disturbance is
manifested in aggressive behavior. There is much less evidence, however,
regarding the acceptance or rejection of children classified as emotionally
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disturbed on the basis of the other two behavioral syndromes identified by
Quay et al. (1966)—immaturity-inadequacy problems and withdrawn-neurutic
behaviors,

A tentative case cun be made that peer & jection of emotionally disturbed
children with withdrawn or immiature behaviors may occur to the extent that
these behaviors are associated with the incapacity to give positive and neutral
reinforcement to others. A number of studies have shown that giving positive
reinforcement to another child or to the group is associated with peer accep-
tance. For example, Hartup, Glazer, and Charlesworth (1967) showed that,
in nursery school children, the number of responses a child made to peers was
positively currelat--  "*h peer acceptance. In an observational study, Bonney
and Powell (1%...; d that the most accepted first-grade students were
those who were bea. e to function effectively in & group situation. The
popular children conformed more to the group, smiled more, and made more
voluntary contribution: . the group than did the unpopular children. Similarly
‘n 1977, Ladd and Oden cited in Asher, 1978) found that children who are
helpful have more best friends.

An observational study by Masters and Furman (1981), showed that pup-
ularity is correlated with the overall rates of emitting and receiving neutral
as well as positive acts. The study found that conversation, associative play,
and other neutral benaviors are also correlates of popularity.

Much of the evidence for the association of peer rejection with aggressive
behavior and of peer acceptance with positive and neutral social behavior has
bewn based or correlational analysis. However, causal direction cannot be
inferred from correlational data. Peer rejection may lead to aggressive social
behavior, und acceptance by one’s peers may lead to positive social behavior,
but the reverse also may be true. Most likely, the relation of social behavior
and acreptance-rejection ix a reciprocal rather than a one-way process. Re-
search on the correlates of peer acceptance and rejestion underscores the need
fur ubservational analyvses of the social interaction of chiddren who are and are
not disturbed.

SUMMARY

Most of the research has focused on the cognitive and affective components
of children’s attitudes; almost none has directly examined the bebavioral ten-
dencies of nondisturbed children toward their emotionally disturbed peers.

The majur findings may be summarized as follows:

Developmental changes oceur in the cognitive component of children's at-
titudes toward emotional disturbance. Young children generally attribute de-
vigner to therr peers on the basis of aggressive behavior. Fourth- through
seventh-grade subjects are able to discern both emotional disturbance and its
severty in story characters. Behaviors that violate social norms and aggressive
behaviors are the basis for middle-prade pupils’ deviance attributions to im-
agrinary characters as well as deviant peers. Seventeen-year-old students’ per-
eveptions of emotional disturbance parallel adult conceptualizations of the
phenomennn.
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The studies which have been reviewed iflustrute that the cogmitive and
affective components of children's attitudes toward their emotionally disturbed
peers are related. Story characters to whem deviance attributions are made
are disliked more than the chararters not so deseribed. Similarly, peer accep-
tance studies of emotionally diviurbed peers indicate that in general emotion-
ally disturbed children are perceived in a negative fashion and liked less than
their nondisturbed counterparts.

A consistent finding is the significance of aggressive behavior as a deter-
minant of both deviance attribution and peer rejection. Regardiess of the age
group under investigation or the particular methodological technique used,
negative attitudes are held toward a child who behaves in an aggressive man-
ner.
A major deficiency of the research was the lack of studies on the behavioral
component of children’s attitudes. Future research should be directed to the
general question of children's behavioral tendencies toward their emotionally
disturbed peers. Both sociometric and observational studies are needed.

Most important, research is noeded to provide a data base for social inter-
vention. With the growing awareness of the importance of relationships in the
development of social competencies, it seems likely that in the future reme-
diation of emotionsl disturbance will incJude more emphasis on understanding
and modifying the interactions hetween disturbed and nondisturbed children.
According to Hartup (1978),

Peer relations contribute substantially to the development of social com-
petencies in children. Capacities to create and maintain mutually reg-
ulated relations with others, to achieve effective modes of emotional
expression, and to engage in accurate social reality testing derive from
interaction with other children as well as from adult child interaction.
{(p.91)

Research is neaded which is directed to assessing how the attitudes of children
toward their disturbed peers affect the perceptions of the emotionally dis-
turbed children and the subsequent social interaction between the two. This
information eould provide a basis for programs of social intervention.
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10

Attitudes Toward the Physically
Disabled

JEROME SILLER

Although attitudes toward physically disabled persons have been investigated
from a variety of viewpoints, systematic studies using developed instrumen-
tation, defined samples and substantia! populations are relatively infrequent.
This chapter will describe general trends in the overall research, review se-
lected systematic studies, and discuss some of the methedological problems
that arise.

There is ample evidence that the term “physically disabled,” although ad-
equate for certain purposes, may not be a sufficiently clear referent for many
ather purposes. As used in this review, “physically disabled” focuses primarily
on the sensory conditions, such as teafness and blindness, and on the skeletal
andd motor conditions, such as amputation, poliomyelitis, and body deforms-
tions. However, skin disorders, burns, obesity, and other physical conditions
that arouse strong social responses clearly fall within its purview. Other con-
ditions. such as cancer, heart disease. epilepsy, muscular dystrophy, and the
like. also are considered here because there is a clear continuity of attitude
arientation toward them. One other definitional note must be added. The
presence of neurological involvement affecting a person’s cognitive coping
potertial—for example, cerebral palsy with cognitive dysfunction—substan-
tially changes the stimulus picture for nondisabled respondents. The frame of
reference here assumes that any central nervous system problem involves
motoric behavior without higher intellectual dysfunction, unless otherwise
nuted,

The specific topic areas covered are measurement considerations, the strue-
ture of attitudes, ways in which the disabled are different, developmental
aspects of disapility, the social position of the disabled, attitudes of rehabi¥-
tation worke-rs, and varisbles affecting the interactions of disabled and non-
disabled persons,

By now, there is abundant literature on attitudes toward disabled persons.
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mmmmamvmumm&mmwm
articles and books through many journais and other publications directed to
mny&ﬁemtwfemmmm.mbmgfwmnidngourw,md
emh&emﬁﬁmwhtmﬁdwm.hwmmatmm
total review of this literature is available and that it would be of value, within
themeeﬁmitsofthiamlm.tomﬁdeammseMVempkofme
mmummmmmmmw.mamm
could and would have been included, if space were not a constraint, can be
ﬁmndinmofthegenersltextsmdmviews(e.z..Barker.Wﬁght, Myerson,
& Gonick, 1853; Cruickshank. 1880; Kutner, 1971; MeDaniel, 1976; Safilios-
Rothschild, 1970; Siller, 1976a, 1976b, 1984, in press; Siller, Chipman, Fer-
guson, & Vann, 1967; Siller, Ferguson, Vann, & Holland, 1967; Wright, 1960;
Yuker, Block, & Younng. 1966). Since most of the work which has been done
with aduits has import for children, data from all age groups are considered.

The absence of a separste section on parental attitudes stems not from the
subject’s lack of impurtance but from the almost complete lack of significant
research on this vital topic.

MEASUREMENT CONSIDERATIONS

Inasmuch as virtually Wl techniques generaly employed in the measurement
of attitudes have been used in rvlation to disability, evaluation of individual
studies becomen difficult because of the absence of adequate technical infor-
mation Lo assens the measuring instruments and the limits to the generglization
of results. Most instruments have been used only once, with no follow-up
studies. Other major deficiencies in attitude research have been the lack of 8
theoretical framewark to guide seale development and insufficiently sensitive
measures of children’s attitudes. However, several systematic and program-
matic approaches have been undertaken.

A basic conceptual division of the attitude measurement domain is whether
attitudes toward the disabled are best represented along a single positive-
negutive dimension (e.g., the Attitude Toward Disabled Persons Scale, ATDP,
of Yuker et al., 1966) or as multidimensional in character (Siller, 1970s: Siller,
Chipman et al.. 1967; Siller, Ferguson et al., 1967).

Unidimensional approaches to attitude measurement derive a single score,
such as degree of aceeptability, positiveness, or willingness to associate with.
Even when multiple scores are obtained, as on a sociometric scale, 8 single
underiying dimension is assumed. In practice, despite the name offered by the
seales developed and the different areas of content tapped, such scales usually
intercorrelate fairly highly. Most single-score measures probably tap a mixture
of dimensions on an affective (feeling) level (Siller. Ferguson et al., 1967).

Cowen and his associates have provided unidimensional scales on blindness
(Cowen, Underberg, & Verillo, 1958: Cowen, Underberg, Verillo, & Benham,
I961) and deafness (Cowen, Bobrove, Rockway, & Stevenson, 1967) which
have reciived more than the usual peripheral development and usage. Also
wirlely used are the semantic differential (Oxgood, Suci, & Tannenbaum, 1857)
and a set of stimulus pictures depicting children in which all features of ap-
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are held constant except the presence or absence of a vizible physical
handicap and the type of handicap (see the 10 references to Richardson, alone
and with his associates). The picture stimuli have been widely used with
children.

A variety of social-distance measures have also been reported and are dis-
cussed throughout this chapter. The results of such studies are mostly unin-
teresting in that the ratings are highly influenced by the other conditions
which were rated concurrently and that the empirical findings are virtually
never tied to a priori theories. Psychometric sophistication is usually lacking
and assumptions of dimensionality are sometimes inappropriately ma le (Siller,
Chipman et al., 1967). The precise dimension upon which the social-distance
indices are taken (e.g., preference, seriousness for onesell) often differ from
study to study, making comparison difficult.

A strong relation between a measure of disability attitude and nondisability
indices i yet to be demonstrated (Siller, Chipman et al., 1967; Siller, Ferguson
et al.. 1967). Does this mean that such relations are absent or that extant
instruments are too insensitive? The latter possibility is the more likely. The
relation of methodological problems of measuring disability attitudes to two
theretical issues was suggested by Siller (1966). The first methodological
difficulty. mentioned earlier, is the vague referent for the general term “dis-
ability.” This procedural problem reflects the theoretical issue of the extent
to which the public's attitudes generalize across disabilities and the extent to
which they are specific to a disability. The second theoretical issue pertains
to the dimensionality of attitude structure. By employing only a single sum-
mative score, buth the Cowen scales and the ATDP treat this domain as
unidimensional. Other work supports the contention of multidimensionality.

An important implication of the multidimensional approach is that one's
definition, conceptualization, and measurement of the attitudinal domain be-
come more differentiated and flexible. Major theoretical and empirical issues
of this attitude doma‘n were investigated in a series of studies under the
writer's direction ( Ferguson, 1970; Siller, 1970a, 19705, silier, Chipman et al.,
1967; siller, Ferguson, Vann, & Holland, 196%; Siller, Ferguson et al., 1967;
Vann, 1970). The purpose of these studies was to describe and measure salient
dimensions of attitudes of nondisabled persons toward the physically disabled.
The latter measurement aspect is discussed here: the theoretical aspect of
dimensionality and the empirical findings based on it are discussed in the
~ection on structure of attitudes.

Siller and hiz associates developed a series of factor analytically based scales,
collectively called the Disability Fartor Scales (DFS), which clearly demon-
strate multidimensionality in this domain. Eschewing the general term “dis-
ability,” separate questionnaires (Likert-type) have been developed on the
conditinns of amputation, blindness, cosmetic condition (Siller, Ferguson et
al.. 196%: Siller, Ferguson et al., 1967), deafness (Ferguson, 1970), obesity
(Vann, 1970), cancer (Siller & Braden. 1976), and a general scale (Siller. 1970).
The set of questionnaires provides wide flexibility in assessing attitudes toward
spevific disabilities or toward disability in general. Each questionnaire is seored
for s number of dimensions, usually seven, The scales are self-reported. ob-
jeetively scored, eeonomically administered in terms of time, and comprehen-
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sible to adolescents. Reliabilities, with few exceptions, range from the high
.70's to the .9's. Validity and cross-validation studies have proven to be very
supportive. The DFS has heen widely used and has often been discriminating
when other instruments have not been (e.g., Marinelli & Kelz, 1978), The DFS
has been used to assess the attitudes of s number of disability groups and a
rewritten version for the deaf has been *asted (Zuckerman, 1980),

Whiteman & Lukoff (1964, 1965) alse have applied & components approach
to the study of attitudes toward the disabled. Unlike the Siller approach, in
which a similar-item format was deliberately used to minimize instrument
variance, Whiteman and Lukoff used a diversified-item format to minimige
response set and to lend support to clusters or factors cutting across indices
that refer 1o common content but differ in modes of presentation. Essentially,
the particular factorial dimensions obtained in their studies can be subsumed
within the sct obtained in the Siller work, thus lending credence to both
orientations and to the meaningfulness of the dimensions obtained,

An interesting different multidimensional approsch to attitude measurement
in disability was followed by Jordan in a series of studies extending over a
number of years (Jordan, 1971). A priori attitude behavior scales (ABS) were
developed by Jorian, using Guttman facet theory,' and using the following
ordered levels: sicietal stereotype, societal norm, personal moral evaluation,
personal hypothetical action. personal feel.ng, and personal action. The con-
ditions studied by Junian were deafness, mental illness, Black-White relations,
and mental retandation. The reports of certain reliability and validity data
support the approach. An interesting feature of the ABS has been Jordan's
extensive use of cross-cultural samples.

Although the ATDP has been used in studies with the DFS and the ABS,
sample sizes have not been sufficiently large or representative to draw firm
conclusions regarding their interrelations. However, the contention indicated
previcusly, that the ATDP is basically a measure of general affect, receives
empirical support from the fact that when the DF'S and the ATDP were used
together, what were identificd as general affect scales on the DFS correlated
mast highly with the ATDP (Siller, Ferguson et al, 1967). This last finding
has been repoated in a number of unpublished studies by the writer since the
ea. ier report.

One final note: Considerable dissatisfaction has been raised in many quarters
regarding the omission of sxituational factors in the assessment of personality
and attitudinal offects. Sloat and Frankel (1872) examined the coptributions
of subjects, disabilities, situations, sex of target persons, and items to the
variations of attitudes towand persons with disabilities, and their results strongly
suggest the need for including the situational aspect within a multidimensionsl
analytic framework, and for considering the interaction of these variahles.

STRUCTURE OF ATTITUDES

Canceptualization of the dimensionality of attitudes in relation to structure
shviously has eonsiderable practical and theoretical implication. The most di-
rect and extensive rescarch bearing on this concept was conducted by Siller
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and associates (Ferguson, 1970; Siller, 1979a: Siller, Chipman et al., 1967;
Siller, Ferguson et al., 1967; Vann, 1870; and unpublished work). The inves-
tigatinns have been cross valiited on a variety of populations and substantial

* numberx of persotis and have been confirmed by the work of others. In short,

seven fairly comprehensive dimensions of attitude, along with scales to mea-
sure these dimensions, have been found for a range of conditions. Although,
for certain conditions (cancer and cbesity), the basic seven have not been
completely obtained, in general the findings on sttitudinal components can be
described as follows:

1. Interaction Strain: uneasiness in the presence of disabled persons and
uncertainty about how to deal with them.

2. Rejection of Intimacy: rejection of close, narticularly familial, relationships
with the disabled.

3. Generalized Kejection: a pervasive negative and derogatory approach to
disabled persons with consequent advocacy of segregation.

4. Authoritarian Virtuousness: ostensibly a “pro-disabled” orientation, this

factor is renlly rooted in an autharitarian context that manifests itself in a

call for special treatment which is less benevolent and more harmful than

it seems.

Inferred Emotional Conseguences: intense hostile references to the char-

acter and emotions of the disabled person.

8. Distressed Identification: personalized hypersensitivity to disabled persons

who serve as activators of anxiety about one’s own vulnerability to disa-

hility. .

Imputed Frunctional Lumitations: devaluation of the capacities of a disabled

person to cope with the environment.

&

=3
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The study of these components has led to a number of strong conclusions,
same of which are noted here. The seven dimensions represent an initial
taxonomy of the attitudinal domain in disability and undoubtedly have impli-
cations for other deviant conditions. Attitude components are highly general
across disabilities. Components of attitudes within a disability tend to be
positively correlsted, and a person favorable or unfavorable toward one dis-
ability likely will have similar feelings toward others, The greatest consisten-
cies in attitudes acruss disabilities ordinarily will be on the same component
te.g.. Inferred Emotional Consequences on amputations with Inferred Emo-
tional Consequences on any other condition). The structure of attitudes for
physical disability is organized more strongly around sttitude component than
by specifie disability condition.

Whereas attention to 8 specific attitudinal component may be justified for
a particular purpose, careful thought should be given to what one is really
interested in and to pursuing the flexible and differentiated attitudinal path
rather than an unnecessarily less differentiated path.

With more work on the structure of attitudes, it is almost certain that there
will emerye various disability-specific dimensions like those found for cancer
(siller & Braden, 1976) and obesity (Vann, 1970). It ix leas likely that a major
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general dimension will emerge using the same factor analytic approach, al-
though it is not impossible.

ARE THE PHYSICALLY DISABLED REALLY DIFFERENT?

Do the physically disabled, in fact, so present themselves as to promote dif-
ferential treatment by others? Writers in the area of blindness, for example,
have found such points of difference as “unevenness in level of

from one cognitive area to ancther” (Witkin, Birnbaum, Lomonaco, Lehr, &
Herman, 1968, p. 767), developmental delays (Fraiberg, 1968), differential ego
delays (Sandler. 1963), and lost interplay with the mother due to inability to
look and smile at each other (Burlingham, 1964). The frequent mannerisms
(“blindismx") and stare of the blind have deeidcd social impaet.

The possibility of actual systematic differences in social perception of the
disahled has been raised (Schiff & Thayer, 1974). Richardson, Hastorf, and
Dornbusch (1964) studied 8- to 11-year olds and concluded that restricted ancess
to direct experience in social interaction leads to the impoverishment of per-
ceptual categorization. Kleck demonstrated experimentally in a series of stud-
ies how the behavior of a nonhandicapped person is modified in the presence
of a handicapped person—for example, shorter responses to questions and
more distortion of opinion (Kleck, 1969; Kleck, Ono, & Hastorf, 1966). Comer
and Piliavin (1972) demonstrated that disabled persans experience considerable
discomfort in encounters with physicaily normal persons. As Schiff and Thayer
(1974) obwerved. there is a pattern of mutual difficulty in dixabled/nondisabled
interactions. Schoggen (1963) pointed out that behavior settings were more
of a behavior determinant than a child's physical characteristies, a position
that ix at variance with the usual tendency 1o identify the determinant of
prublem interaction within the individual.

Such behaviors of nondisabled, unthinking, and unempathic persons as star-
in. rude questions or actions, and devaluative and subordinating actions pre-
cipitate resentment and anger in reaction. The attitudinal dimension of “Inferred
Emotional Consequencas” (described previously) may be derived in part from
the insistence that disability distorts one's character and, in pi rt, from the
angry reactions of a person who “has had it.”

To deal with the pressures upon them, disabled persons. like +he nondisa-
bled, use various defensive and coping techniques (Lipp, Kolstod, James, &
Randall, 196&; Siller. 1976a). Denial of the implications of the disbility is a
particularly important defensive mechanism whose operation vari»s greatly
among persons. A consequence for measurement is that self-repo:s by dis-
abled perwons may be based upon real feelings. what they wish wire so, or
belivfs of greater negativity than may actually exist (Dixon, 1977: Frie nd 1971;
Weinberg-Asher, 1975).

Disturbances in nondisabled-disabled person interactions are attributed to
an assumed “impairment in empathic ability” due to the supposed diYerent
developmental trucks imposed by disability. Biack (1964), using 8 projietive-
type test involving disabled participants in helping roles. reported thit the
physically normal people found it difficult to think of a disabled person as a
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helper. Two more studies found quite opposite results; nondisabled and un-
dergraduates who responded to hypothetical counseling situations preferred
disabled over nondisabled counselors (Brabham & Thoreson, 1973 Mitchell &
Fredrickson, 1975).

One might infer that, as soon as one departs from the direct fact of disability,
evidence can be provided to demonstrate either the presence or absence of
psychological differences among the disabled. The obvious physical difference
cannot define resulting reactions. As Wright (1£64) has ~hown, a “spread”
may occur where improper generalizations are made from one characteristic
of a person (e.g.. the physical) to other charucteristics (e.g.. the intellectual
or emotional). Much of the data suggest that if the disabled present themselves
as “different™ the behavior is often a secondary consequence of the social
climate rather than of the inherent disability-specific phenomenon. Moriarty
(1974) pointed out, “Only when minority group members are stigmatized do
they feel and act like secial devisnts™ (p. 849). The somstopsychological ap-
pruach, which ix based upun the dynamic interuction of disabled and nondis-
abled persons, seems to be the most suitable for understanding this complex
situation because there can be no static “right” answer to the question of the
degree to whick an undefined person with an ambiguously perceived disability
is *different”: Different to whom and for what purpose?

DEVELOPMENTAL ASPECTS

Physical disability confronts parents, peers, and other significant others (as
well as oneself) wih something of great import (Richardson, 1969). Our knowl-
edge of familial attitudes consists mostly of anecdotal and clinical-type reports.
The more research-hased studies generally are weak because of, for example,
small numbers, limited nonrandom samples, poor instrumentation and meth-
oduloggies, and insdequate or crude statistical handling (Jordan, 1962),

Only 4 few studies report on the emerging perception of disability in pre-
school age children (Fine, 1978; Jones & Sisk, 1970; Popp & Fu, 1981; Wein-
berg, 1978). Weinberg (1978) examined 3- to 5-year-old children’s awareness
os physical impairment. The participants were shown pictures of a same-sex,
abled-hodied child sitting in either a regular chair or wheelchair and were
anked 4 series of yos no questions Lo assess their attitudes toward the pictured
child. Weinberg found a shift of understanding between ages 3 and 4. The
younger children did not appear to relate to the disability, whereas the 4-year-
olds responded that what was different was that the child was in a wheelchair.
It would seem that by age 4, children have learned something about phywsical
disability and attending to it as a distant but important element. Further,
Weinberg reported that knowledge about disability does not have a significant
effeet on liking, willingness to share, or perception of the disabled child's desire
to play.

Jones and Sisk (1970) studied 230 nondisabled children, ages 2 to 6, who
responded to drawings of @ ame-sex chikl wearing a leg brace and without
the brace. Standard questions were asked reganding interpersonal aeceptance
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and limitations imposed by orthopedic disability. At age 4, children began to
cinsistently perceive the limitations imposed by orthopedic disability. Re-
sponses to the two drawings were not significantly different (aside from the
&ywddsgnﬂwm«thndtbeorﬂmyedhﬂydiﬁbhdchﬂdinmm
to the question, “Would you play with him?™), The disabled child was perceived
a8 leas likely to have fun by 4- to 5-year olds; 5- to 6-year olds, in general,
qualified their responses by indicating conditions under which they believed
the disabled child would have fun or be .

Popp and Fu (1981) investigated by means of slides and a tape recording
whether preschool children (N = 121) had a realistic understanding of the
limitations imposed by various orthopedic disabilities. They found that pre-
schoolers were aware that such conditions might impose physical limitations
andtendedtopeneivethesble—boﬁedchﬂdmnnmmbleinpeﬂoming
various tasks. Affective measures were not obtained, so the implications of
the findings for the interpersonal consequences for the orthopedically disabled

Fine (1978), using 125 pre-schoolers (ages 3% to 6 years, 5 months) found
that 50% or more of an age group did not correctly identify the deviant picture
{missing left arm) as “different” from the two others that were identical except
for the presence of the lef arm until the interval of 5-6 to 5-8. Children at
all age intervals studied were able to discriminate the perceptually different
picture; however, ax a group, the majority did not do so until almost time for
regular school entrance. it was found that the base rate for the entire popu-
lation in applying negatively toned adjectives (ugly, bad, mean) to the disgbled
picture was so high that it virtually precluded differentiation between early
and non-early perceivers (i.e., those who could correctly identify the “differ-
ence” before their age peers). This result suggests that awareness was present
although it did not meet & rigorously set criterion for correct perception of
the difference.

Hypotheses regarding the relations of castration anxiety and self-concept
to agr of onset of perceptual discrimination were tested by comparing 20 early
perceivers to 2 matched (age, sex, Q) controls on the Children's Thematic
Apperception Test (CTAT) and the Children's Self-Social Constructs Test
{CSSC) for the varisbles in question. The results suprorted both hypotheses
regarding castration anxiety: There were higher castration anxiety scores for
early perceivers, and those with higher castration anxiety scores were more
negutive. The hypothesis on the greater negative :elf-image of early perceivers
received support, but no relation was found between attitudinal evalustions
of physical deviation and self-cuncept.

The findings of Weinberg (1978) and Fine (1978) extend downward the
previous findings of Richardson (1970) regarding the negative attitudes toward
the disabled held by first graders, That attitudes of elementary school and
older children continue to be negative has been documented in many other
studies. Adolescence in particular poses threats and increases negativity (Siller.
Chipman ot al., 1967). The key position of the preschool years fur subsequent
attitude formation certainly deserves eonsiderably more attention than it has
receivisd.

Important sustained research on the developmer.tal aspects of dissbility has
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been conducted by Richardson and his associates (see references to aspects of
their work in various sections of this chapter). Richurdson’s basic measurement
device hax been u picture-preference ranking method (see Chapter 4). Some
of the essential findings of his research suggest (3) widespread preference for
nonhandicapped over bandicapped chikiren, with preference for certain disa-
bilities; th) a remarkably consistent ordering of disability conditions by groups
of children from very differ-nt geographical settings and social backgrounds;
fc) a perid of close interaction does not change preicrences: and (d) neither
interaction nor being disabled oneself change the order of preferences (Rich-
ardron, 1969, 1970, 1971; Richardson & Royee, 1968, Richardson, Goodman,
Hastorf, & Dornbusch, 1961; Richardson, Ronald, & Kleck, 1974).

Richardsan (1970) maintained that positive or negative preferences for spe-
cifie disabilities reflect widely held social attitudes toward the handicapped
and that as children become more socialized through aging. their order of
preference becomes similur to that of sdults.

Interestingly, the use of the picture-preference technique has failed to sup-
port certain posaible preconceptions, to wit, (a) an intense interaction in a
relatively short period of time can overcome initial barriers (Kleck, 1968;
Richandson, 1963); (b) greater contact facilitates personal knowledge of one's
peers and thus affords greater opportunity to make judgments based on more
than physical appe: > alone (Richardson et al., 1974); () high sociumetric
status would lessl one to express more normative values toward the handi-
capped while low sociometric status would lead to less-often expressed nor-
mative values ( Richardson & Friedman, i%73); and (d) functional impairments
are Jeast liked (Richardson et al., 1961),

The eonclusions reached by Richardson and his associates using the Picture
Ranking Task have not gone unchallenged. Yuker (1853), in & highly critical
article, challenyes the conclusion that s stable order of preference for handicaps
hax hevn established and cautions that “the interpretations obtained through
the use of the Picture Ranking Task are, at best, applicable only to data
obtained using this task, and showd not be generalized” (p. $2). A full response
to Yuker's criticisms subsequently was made by Richardson (19%3) and study
of both articles is highly recommended both for their substantive implications
and for insight 1nto the conceptual and methodological issues involved.

THE SOCIAL POSITION OF THE PHYSICALLY DISABLED AND
PREFERENCE RANKINGS FOR TYPES OF DISABILITIES

Prubably the most widely quoted summary of attitudes toward physically
dimabiled pepsons is that of Barker et al. (1953): “Public, verbalized attitudes
toward disabled persuns are on the average mildly favorable: an uppreciable
minority openly express negative sttitudes. . Indireet evidence suggests that
deeper unverbalized attitudes are more frequently hostile” (p. 84). Twenty
vears of work in this domain and close review of the literature convince me
of the eontinued truth of Barker's summary statement. Physical disability, in
mast instanees, s i stigmatized condition with distinet social problems for the
dhsabled person.



Sociumetry has been a major tool in examining the socia! status of handi-
capped children. In one early study (Force, 1956) it was found that physically
handicapped children were not accepted by normal children in integrated classes
and that few hwl enouch psitive ansets to offset completely the negative
effect of being labeled handicapped by their classmates. Around the same
time, Freeman and Sonnega's (1956) results provided no basis for assuming
that speech handicapped children were socially rejected merely because of
speech. Svldwedel and Terrill (1957 found the sociometric status of disabled
children to be similar to that of their normal classroom peers, while Elser
(1956) found the sociometric status of hearing-handicapped children to be lower
on the average than that of their classmates; the least accepted children were
the mildly handicapped and those without hearing aids. The fincings by Raskin
(1962) paralieled these resuits; he noted that blind children tended to be liked
but not well respected. A general pattern of cunclusions from the early studies
sugRests that despite the practice of placing exceptional children in regular
classes to enable them to maintain normal relations with their peers, segre-
gation from their peers was not prevented (Gronlund, 1959).

Studies carried out in the 1960's continue to support the earlier findings of
impaired social status for disabled children: Centers and Centers (1963), for
elementary school-age amputee children; Bansavage (1968), for orthopedically
impaired adolescents; and Gallagher (1969) and Marge (1966) for speech-
defective children. In the latter studies, however, acreptability of speech-
disabled children was not found to be a factor in playground activities for first-
any third-grade peers: teachers’ attitudes toward spe  h deficiencies were
thought to be highly influential on the nther children  slagher, 1969), al-
though there was a trend for teachers to prefer norme  speaking children
(Marge, 1966). Mothers of normally speaking children i no differ greatly
from mathers of sprech-handicapped children in attitudi: .oward speech dis-
irdcrs, 1 chandson's waork, already cited, also supports the differentiated sit-
uati .. ¥ issbled children. Thus, although some differentiation is found to be
relaied o speafic activities and may be a factor in the interactions of disabled
and nondisabled children, a general picture of status devaluation repeatediy
vinNerges,

Inasmuch as the pressures for mainstreaming have incressed during and
sinee the 1970's, one would expect the influx of disabled children into the
regular school system to impact on peers and teachems fur more than in the
past. Definitive studies are s to be forthcoming. The complexity of the issues
and methodological problems are such that one would not expect isolated
studies based on small. unrepresentative samples of students, teachers. ad-
minixtrators. and communities to be a suitable mode for the exploration of
these prablems,

Two studies are representative of significant research. MeCauley, Bruin-
inks, and Kenneddy (18976) used an observation schedule of interactive hehavior
to compare the behavior of hearing-impaired and nondisabled children in a
classroom se tting. They reported no significant differences: however, disabled
children relied more heavily on teachers as a source of rewarding social in-
teractions whereas the nondisabled children relied more on their peer groupa.
Retweh, Hambleton, and Houldin (1977) conducted a study of 195 hesring-
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bnpahvdﬂudentshfourmmsthnvaﬁedindemdinumm After
controlling for relevant variables, Reich and his associates concluded that the
results indicate that integration is beneficial to academic development but may
utimuhtepenwmlmdmxialdimnmie&rmrdmdmetypedmm.
students who are integrated must have highly developed oral skills, at least
average intelligence, and supportive parents.

!m;ﬂkaﬁomﬁwnsmhstndiesmmaneedwmamiﬁeumatwiﬂ
maximize successful interactions because (leaving aside criticisms regarding
Mcsmwmdm)cmmndmmmw
attitudes toward disability which tend to be negative. Children maintain and
huﬂduponthmeatﬁtndesduﬂmthecmmofmeirdevehm. tend to
isolate or at least to treat children with disebilities differentiaily, and are highly
influenced by parental and teacher attitudes. Actual performances of disabled
children may or may not influence interaetion outcomes positively, but they
can rather easily affect such interactions negatively. Careful attention to set-
ﬁngmesugeforamstnmjvememcﬁwmismswybecausemmabne
may have negative rather than positive aspects.

Studies with adults sre spread over many areas, such as professional-client
attitudes, teacher attitudes, and employment; some of these are discussed
elsewhere in this or other chapters.

{n research with adults, attention has not been directed so much toward
the sociometric status of disabled persons as toward establishing the general
population’s perceptions of different disabilities, Social-distance-type studies
have established consistent and stable relative rankings among aduits for a
variety of physical and other conditions (e.g., Jones, 1974; Shears & Jensema,
1969; Siller, Chipman et al., 1967; Tringo, 1870). Typicsl results find cerebral
palsy, body deformations, and obesity to be among the most rejected disabil-
ities, whereas amputation and blindness are more favorably ranked, and many
other conditions fall at various points along a continuum. A consistent finding
has been that s relatively high degree of social acceptance is noted up to the
point of marrisge. A sharp decrease in percentages of subjects who would
accept disabled persons occurs hetween the points on the seale labeled *Would
Have as & Friend” and “Would Marry.” Thus, in one representative study,
the percentages for amputees drop from approximately 80 to 18; for persons
in wheelchair, from 79 to 7; for the blind, 77 to 16; harelip, 69 to 8; stutterer,
5 to T: deaf mute, 53 to 10; and cerebral palsied, 38 to 1 (Shears & Jensema,
1969). A general order of preference is, usually, physically disabled first,
sensory disabled second, and brain injured third. “Seeial” conditions, such as
mental illness. aleoholism, and delinquency are invariably rejected.

Shears and Jensema (1969) suggested that six dimensions probably com-
bine and interact in the formation of stereotypes of anomalous persons:
visibility, communication, social stigma, reversibility, degree of incapscity,
and difficulty in daily living. Barker (1964) described an “organic” and “func-
tional” dichotomy. Siller (unpublished) identified a set of primary variables
that mediate between real aspects of a disability and the ultimate form in
wiich the components of attitude are structured toward that disability (tran-
sient-permanent, organic-functional. riiology. terminal-nonterminal, and
personal responsibility). Each individual condition also has the possibility
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for connoting certain psychological qu. -ties, e.g., paralysis-dependency,
cerebral palsy-uncontrolled. skin conditions-dirtiness (Siller, Chipman et
al., 1967).

Previously, in discussing the muitidimensional nature of attitudes and Siller's
components approach, it was mentiond that attitudes can be specific to a
condition (e.g., fear of castration) or more general, encompassing many con-
ditions (e.g., interaction strain). The question of which components are salient
i0 a particular disability or set of disabilities is an empirical question to which
data already have provided some answers (Ferguson, 1970; Siller, 1970a; Siller
& Braden, 1976; Siller, Chipman et al., 1967; Siller, Ferguson et al., 1967
Vann, 1970). The findings of Siller (1970a) and Siller and Braden (1976) are
unequivocal in regard to the presence of attitude components across disabilities
which were operationalized in the DFS-General measure. Jones (1974), fol-
lowing up implications of the generality of attitudes toward exceptional chil-
dren, used hierarchical factor analysis to analyze responses to a social-distance
questionnaire (6 interpersonal situations and 13 categories of exceptionality-
nonexceptionality). The results revealed a general factor concerning attitudes
toward the disabled which cut across type -t (isability and interpersonal sit-
uation. The general factor was differentiat « ‘nto attitudes toward the phys-
ically disabled, psychologically disable., and mildly mentally retarded-
nanexceptional. Attitudes toward the gifted emerged as a separate factor.
Tringn (197 also found a generally higher correlation of each disability var-
iable on his social-distanee seale with the overall score than with other disability
variables, sugpesting the usefulness of generalized measures, such as the
ATDF or the combining of DFS scores. However, Siller (14708) specifically
demonstrated that the organization of attitudes toward physical disabilities is
much more strongly hased upon the specific attitude component than toward
the disability type. One might infer that the maost useful approach to under-
standing the attitudes of the general pupulation is a sensitive appreciation of
whether one is interested in disability in general or in a specific disability, and
whether one needs Lo approarch the problem through an overal] seore or through
measures of specific components, Conceptualization and instrumentation for
proceeding in all necessary ways are now available,

ATTITUDES OF PROFESSIONALS AND REHABILITATION
WORKERS

An important aspeet of the milieu of disabled persons is the interaction with
various professional personnel in rehabilitation and educational efforts. (For
the review of studies of educators’ attitudes toward handicapped pupils, see
Chapter 111, Here, only some aspects of the attitudes of rehabilitation per-
sonnet toward the disabled are discussed.

Certain kinds of conditions traditionally have lesser “appeal” than do others
to professional workers. Thus aging, mental retardation, dying, and chronic
dixability all seem to have relatively restricted interest for professionals in
general. Professionals, like most people, prefer working with the “beautiful
prople”- - those who are most like themselves intellectually and socially, and
thase who can benefit from assistance.
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Thus, in one typica! study, the major reasons given by rehabilitation coun-
selors for the preference not to rehabilitate persons with particular kinds of
disability were lack of speed and ease of success in achieving vocational re-
habilitation and unpredictability of client behavier (Goldin, 1966).

Eight major physicat disabilities were ranked on how disturbing they would
be as personal afflictions by 7 rehabilitation professors, 32 future rehabilitation
counselors, and 50 Mensa members (Wilson, Sakata, & Frumkin, 1968). The
latter two groups were signifieantly different from the seven experts (profes-
sors), whose attitudes were judged to represent a more objective view. Wilson
and his associates noted that *. . . one may not take for granted that either
highly intelligent or highly interested tut relatively uninformed persons will
view handicaps with the same objectivi.y as experts” (p. 1304).

Warren and Turner (1966) provided data showing consistent relative rank-
ings of a variety of conditions of exceptionality by several groups of profes-
sionals. The subjects included 24 teachers of the mentally retarded, 22 social
workers, 63 student nurses, 17 medical students, 27 graduate students in school
administration. and 219 psychology and education students, The preferences
for the total group were, in order: academically talented, antisocial, sight
handicapped, mildly retarded, hearing handicapped, brain injured, and se-
verely retanded. Rankings were also obtained on the educational emphasis
that respondents felt disabilities were given in current training in their fields
of specialization and on their familiarity with disabled persons. The results of
these rankings were almast identical with the ranking of preference. The
ahsence of much differentistion among the three categuories suggests that a
common attitudinal element underlies all.

Several studies have demonstrated that the expectations of significant others
(“Pygmalion” effect) affect the performance of institutionalized blind adoles-
cents it respanse to their houseparents (Mayadas, 1975) and the “blind role”
assumed by blind persons (Mayadas & Duehn, 1976). Mayadas pointed out
how important it is for significant personnel to be carefully selected and to
receive continued training. These findings are probably as highly generalize-
able to all disability conditions and all rehabilitation professions as they are
to nost hasic relationships between persons of discrepant statuses.

For the characterizations of specifie conditions, the research on attitudes
coward deafness and cancer is a “sampler” (studies on blindness are reviewed
in Monbeck, 1973). The attitudes held by professionals toward deafness seem
tor be “mildly positive” (Ferguson. 1970; Schroedel, 1972). Educators familiar
with the difficulty imposed upon communication are less positive. Research-
bused studies on the attitudes of professionals toward cancer are only now
emerging. Generally, the clinical findings of professionals’ strong reactions and
negative differential treatment have been supported (Pinkerton & McAleer,
1976: Tichenor & Rundall. 1977). The factoria! structure of attitudes toward
cancer held by health-related professionals and studenta only partially reflects
the structure of attitudes repeatedly found for other disability conditions (Siller
& Braden, 1976). It is obvious that the condition of cancer projects a unique
quality which must be taken into consideration in the training of professionals
in terms of impact both on patients and social perceptions, including percep-
tions of the professionals,
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The crucial nature of the personal element injected by the rehabilitation
worker is observed in the frequency with which direct-care personnel con-
tribute to their own difficulties in dealing with children and adults around
rehabilitation issues. Workers who attempt to “reassure away” depressed
feelings may unwittingly reinfurce denial and obecure dependency needs and,
in acute cases, appropriate mourning reactiors. Frustration and anger toward
persons who do not improve or confom e also evident. One also can observe
anger and rejection on the part of staff and teachers toward individuals who
manifest hostility or passive-aggressive behavior.

It is crucial that clients with chronic cunditions be self-sufficient and active
in their own behalf. This imperative can come into confliet with some profes-
sionals’ orientation toward client pasaivity. Wright (1969) found that emphasis
on negative aspects of disability was needed by professionals who "needed to
reassure themselves of the importance of their services and thereby of them-
selves” (p. 84).

Ofshanksy (1974) wrote of feelings of “mutual resentment” between coun-
selors and their clients and described a number of causes of the supposed
resentment. This investigator concluded that by increa ‘ng the counselor's
self-esteem through status and financial rewards, as well as allowing him or
her the freedom to express feelings in an atmosphere of mutual suppart pro-
vided by members of the same profession, the counselor's own resentment
would diminish, thus leaving him or her able to help the client dea! with his
or her resentment. Olshansky pointed out that one aspeet of client resentment
is that in counselor-client relationships the latter is slways in an “inferior”
position.

The status-differential between professional and client and between teacher
and student was the topic of a set of papers by Frankel (1970), Kerr (1970),
and Siller (1970b). It was evident that power elements enter into the status
differential and that the professional can symbolize domination, degradation,
and inferiority or safety, security, and confidenee, Siller attributed the primary
significance of destructive status differential situations to “transference dis-
tortions” an! countertransference.

Much of the attitudinal and behavioral literature becomes more meaningful
if it 1s viewed from the position of transference-counter-transference. The
psychoanalytic literature on transference (the tendency for an individual to
distort the realities of the present interpersona! relationship in secordance
with impulses and wishes derived from past cxperiences) and countertrans-
ference (similar actions by the professional upon the client) is substantial,
Although the action of transference-countertransference is basic in the clinieal
literature, particularly of psychodynamically oriented writers, there has been
almnst no effort to deal with this topic in rehabilitation,

A noteworthy exception to the absence of attention to transfer phenomena
ix Blank's (1854) description of certain prevalent attitudes based on transfer-
ence and countertransference in counselors who work with the blind. He pointed
nut that workers with serious conntertransference problems are usually re-
garded as having “blind spots,” being inept, hostile, too disturbed to work
with clients, or Iacking initiative {being anxious and inhibited). Blank indicated
that many countertransferences are not deep seated and, per se, are not
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pathognomer - or personality disorders. The author offered the hypotheais
that a great  art of 8 worker's “growth” whivh is attributed 1o “experience”
actually represents the gradual and progressive resolution of countertrans-
ference problems, principally on a preconscious level, in interactions with
clients (and co-workers) so that he < r she continually becomes better able to
see the client’s problem and the indicated line of help.

Some examples of frequent countertransference probiems may help to make
this concept clearer. One may unconsciously overidentify with the client as
“erippled-defective-castrated.” which. in turn, can lead to rejecting or sub-
ordinating behaviors. (ne may aiso respond to the client’s transference ex-
pectation for the counselor to be the “gond” parent who will make things well
by trying to be an amniscient benevolent savior. Failure to fulfill this role can
then evoke anger in the client and resentment andior guilt in the professional
(Siller, 1969).

A few investigators have written in some depth on attitudes of professionais
toward disabled clients (e.g.. Leviton, 1971, 1973; Sussman, 196¢; Wright,
1960) and the general importance of the topic is universaliy recognized, but
there has been a conspicuous absence of extended programmatic work in pur-
suit of in-depth analyses and concomitant variables. i'he total number of avail-
able studies amd the quality of research dealing specifically with attitudinal
aspects fail to reflect the topic’s importance. In general, the level of research
sophistication is relstively low; most studies have used small samples of non-
randomly selected professional populations and weak instruments for assess-
ment.

Svstematic research of both a quantitative and qualitative nature should be
undertaken in this aren. The available dats are quite sdequate for most “nose
counting” purposes. What is needed now is more work of an explanatory nature
which could be used to direct attitude-change programs.

VARIABLES AFFECTING INTERACTION OF THE DISABLED-
NONDISABLED

A variety of factors have been identified as important in the interaction process
of disabled with nondisabled persons. Age, sex, and other demographic var-
iables are important mainly in the manner in which attitudes toward the
disabledd are expressed rather than formed. Thus, wemen may have attitudes
<imilar too men's but will be more likely to express them in ways which are
influenced by their sex role. Adolescents of both sexes tend to be more re-
jeeting than are vounger or older persons, and persons better educated to be
most accepting. Kthnicity (Richardson et al., 1961 and cultural bias (Dow,
1 Jangues, Linkowski, & Sierka, 1970; Jordan, 196%) also may be implicated
in reactions to the disabled. Hard generalizations on the influence of these
various demographic factors are difficult because their operations are complex
and unlikely 1o be deseribed directly and simply.

The personality of the nondisabled person has been studied in relation to
the person’s attitudes toward the disubled. In general, significant but weak
relations have been found for a variety of personality dimensions, with “fa-
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vorable” variables such as ego strength, body image, boundaries, nurturance,
good adjustment, and social interaction measures correlating with acceptance,
and more “negative” variables such as anxiety, hostility, alienation, and au-
thoritarianism correlating with rejection (Cloerkes, 1981; Noonan, Barry, &
Davis, 1970; Siller, 1984, in press; Siller, Chipman et al., 1967; Yuker et al.,
1966). Particular ego defensive structures of nondisabled persons have been
shown to be related to negativity (Gladstone, 1977). The pattern of results
from numerous studies suggests that ego strength and the ability to attain
stable relations with others underlie positive reactions toward the disabled.
Ethnocentricism is clearly related to negative attitudes and is highly general
in nature. People who express ethnocentrism toward other outgrups tend to
express negative attitudes toward the physically disabled.

Studies using the physical status (disabled or nondisabled) of the person as
a variable are beginning to be reported. but so far no trends are evident.
Increasing attention is being paid to the attitudes of disabled persons them-
selves, but results are as yet indefinite. Speculation upon the realism of dis-
abled persons’ perceptions of their social position and of the attitudes of
nondisabled people toward them would profit from systematic research efforts.

The context in which interactions take place is usually undefined or limited
in the typical research study, yet there is evidence that context is an important
element (e.g., Shurka & Katz, 1976: Sloat & Frankel, 1972). One might cer-
tainly expect that the question of whether the disability will affect outcomes
(as in & competitive situation involving limitations assumed to involve the
disability) would be a factor in ,.ateractions.

A start is being made on specifving concrete operations that can enhance
or retard disabled-nondisabled interactions. Thus, Bazakas (1977), in an ex-
perimental study of a person in 8 wheelchair interscting with a nondisabled
person, found that the former received the most favorable response only when
he or she presented him or herself as both coping and openly acknowledging
the condition. Either coping or ack:-owledgement alone was insufficient to
promote positive responses, Shurks, Siller, and Dvonch (1982) experimentally
manipulated the variables of coping or succumbing orientations toward one's
disubility and being responsible or not responsible for becoming disabled to
determine their effects upon evaluation by the nondisabled of someone with
a disability. Nondisabled subjects viewing videotapes of an interview of a
person in a wheelchair rated the disabled person on a number of indices. Being
portrayed as coping and not responsible resulted in the most favorable eval-
uations. with coping being more potent than responsibility. The order of fa-
vorghility is coping-not responsible, coping-responsible, succumbing-not
responsible, succumbing-responsible. Achievement level of the disabled person
and the type of school service received also have been shown to influence
aceeptance (Havill, 1970), The search for more such variables that directly
affect attitudes and consequent social interactions is clearly indicated.

FINAL RL MARKS

Attitude-change stinlies in physical disability have not been numernus. (For
a theoretical discussicn of attitude change, se¢ Chapter .. or 1 review of
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attitude-change studies, see Chapter 12.) Positive findings have been reported,
but the total impact of any approach or study is not encouraging for bread
progoeams of change, Some useful themes that have emerged are that social
coping skills in the disabled (Bazakas, 1977; Shurka et al., 1982) and emotional
rule playing in the nundisabled (Clore & Jefirey, 1972) should be encouraged:
that contact and informational techniques should be used jointly and not alone
(Anthony, 1972); and that the attractiveness of disabled persons will increase
if they are seen as attitudinally similar (Asher, 1973). Contact with the disabled
ix an important variable determining interactions. but the consequences of the
cuntact can be either favorable or unfavorable, depending upon other contin-
gencies (e. ., Amir, 1969). It appears that attitude change toward the disabled
will be most successful when it is directed towand the affective state of the
nondisabled person. Discovering the sources of negative attitudes will provide
cues for effective change procedures. Pinpointing attitudinal components will
suggest differentis] change procedures and promote appropriate assessment
of the effects of interventions,

Although the contents of this publication are concerned mostly with children,
some currelation between the educational efforts for children and their sub-
sequent hehavior as workers must be considered.

Employment, transportation problems, architectural barriers, and attitu-
dinal states are the most frequently menticned major impediments to suc-
cessful rehabilitation. A compilation of the research literature on attitudes in
the work situations of disabled persons was assembled by Schroedel and Ja-
cobson (197%). The review of the reported studies reveals that for the most
purt researchers have used nonstandardized instruments upon nonrandomized
populations, Actual practice studies are rare, and most information is based
upon stated beliefs, opinions, and perceptions of the respandents. Basic terms
of the dixability conditisns often are vague. Employment practices regarding
the disabled are highly idiesyneratie, and while employer sceeptance of hand-
icapped workers is increasing (Hartlage, 1974), most employers, regardless
of the size of the business, anticipate increased expenses despite their rec-
mnition of such benefits 8s lower absenteeism, less tardiness, and decreased
turnover costs (Williams, 1972), Employer misconceptions regarding the ca-
pability of disabled persons abound; the work of Siller, Ferguson et al. (1967)
on the attitudinal dimension of *Imputed Functional Limitations” suggests an
assocation hetween judgments of functional capability of and unfavorable at-
ttudes toward disabled persons. In effect, although pessimistic expectations
for the performance of the disabled may refleet actual conditions for sume,
many persons may he using supposedly “valid” functional reasons to rationalize
their own disturbed feeling states, The Disability Factor Seales (DFS) can be
useful to help differentiate between legitimate assessments and disturbed
affective reactions. Legal, moral, economic, and other pressures clearly are
indicated as tools to support the verhalized favorable attitudes of employers
and to overcome the resistance of others,

Any inclination to consider disability outside the larger social context and
ax residing only in the persan ix destructively erroneous. 1t is hoped that the
eitations and analyses provided in this chapter have conveved the complexity
and dynumic nature of attitudes towand the physically disabled. Continuities
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and all other persons. .

In opting for wide coverage in this chapter, the critical assessment of in-
dividual research has been sacrificed and most reports have been taken st face
value. Thenisjnstiﬁuﬁmforstmaiﬁdmdmho{mepastmh
Mmmsvmydmm.mdwmmmw Itis
of considerable satisfaction to note that studies w e becoming increasingly
mpbisumtedmdmmapmﬂuetothemmexityofmembjatltsmn
that we now have sufficiently “tooled up” conceptually and
to look forward to a new wave of significant research that will be of direct use
to people who work with disabled individuals, It is to be hoped that systematic
programs of research directed toward specific problems of need will be ac-
complished by attention to basic theoretical and measurement concerns.
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11

Attitudes of Educators toward the
Handicapped

JANET D. JAMIESON

{f the concept of mainstreaming is to be translated into practice, it will depend
in large part on the readiness of general education administrators to make
appropriate decisions (e.g.. establish policies, determine informative guide-
lines, and provide adequate resources) and of classroom teachers to maximize
the educational experiences of handicapped children. Although several special
educators (e.g., McGinty & Keogh, 1975) have expressed concern about the
«bility of regular educators to sccomplish these tasks successfully, the moti-
vation for accomplishment may prove to be more important. The concern for
erducators’ attitudes toward handicapped students is reflected in the literature.
Prior to the passage of Publie Law 84-142, investigations of educators’ attitudes
tended to focus on regular classroom teachers; since then the 1ocus has shifted
somewhat to include administrators and other types of educators.

ATTITUDES OF ADMINISTRATORS

The administrations of public schoo! systems are complicated managerial struc-
tures in which schoul building principals are usually at the lowest rung and
program {e.g., special education) sdministrators are just below the top; thus,
principals are accountable to a hierarchy of middle management administra-
tors, whereas program administrators are sccountable only to superintendents
of schools. Nevertheless, the administrators at all levels play key roles in
instituting changes in public edueation. The degree to which administrators
support new concepts often is determined by the enthusiasm evinced for the
concepts in the attitudes and behaviors of administrators higher up in the
management hierarchy. Hallard (1977), for example, found a moderste cor-
relation between the attitudes of administrators of special education programs
and the attitudes of superintendents, as perceived by the “administrators,”

206

218

;53}2



toward the serving of severely handicapped students in the public schools.

There are also indications that school administratory’ attitudes and behaviors
toward hamdicappesd students may have some effeet on the quality of the
educational programs provided for handicapped students as well as on the
attitudes of school-level staff toward these students. McGuire and Throop (no
date). for exampis, found that the attitudes of chief school ufficers and prin-
sipals are significantly related to the quality of educational programs provided
for EMR students. In a study by O'Rourke (1980), the resuits indicated a
significant relation between the attitudes of building principals and those of
their teaching staffs toward handicapped students.

It was possible to fiad 19 studies (many of them doctoral dissertations)
providing information on the attitudes of public school administrators toward
handicapywed students and the concept of mainstreaming. One study (Restad,
1972) was found in which the attitudes of administrators toward the hiring of
a handicapped teacher were addressed. From the responses to a two-part
questionnaire cunsisting of both descriptive and attitude items, Restad ascer-
tained that hix sample of elementary and secondary school administratoms
generally held positive attitudes toward the employment of a blind teacher;
however, the responses varied according to the administrators’ level of edu-
cution andd the degree of their previous experience with blind teachers.

The primary purpese of the 19 identified studies was to ascertain admn-
istrator attitudes towand handicapped pupils through measures of “willingness
to serve” amd “program plucement decisions.”

Overall, questionnaires were the most frequent method of collecting data
(16 studies); the Rucker-Gable Educationsal Programming Scale (RGEPS) was
usedd in five investigations. Interviews, conducted either in person ar by tele-
phone, were emploved in four studies. Although several studies used more
than one questionnaire. only one investigation (Guerin & Szatlocky, 1974)
included multiple measurement techniques in its design. In three of the studies
using questionnaires (Deleo, 1976; Hallard, 1977: Savage, 1971) the return
rates were reported to be fairly high. All in all, the research on administrator
attitudes cannot be deseribed as rignrous; nevertheless, the results indicate
important attitudinal tendencies.

Although some studies included more than one focus, they are presented
here aceording to four major foci: (a) the relation of attitudes to placement
decisions for different categories of handicapped pupils; (b) the relation of
attitudes to environmental characteristics, such as geograp’ .al area of as-
signment and community size: () the relation of attitudes to personal char-
acteristivs. such as sex, and knowledge of and experience with handicapped
children. including that acquired in inservice training, and (1) the comparison
of administrator attitudes with the attitudes of educational pervonnel in other
roles,

Administrator Attitudes and Type of Handicap

In studies examining the relation of administrator attituoes toward serving
handicapped children in regular education settings with the severity and cat-
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egury of handicapping conditions, the attitudes of principals and other admin-
istrators generally disagreed with the trend to mainstreaming severely
handicupped students. {n general, administrator attitudes appear to differ with
the type and severity of the handicap identified. Through a post hoc analysis
of principals’ RGEPS scores, Pupke (1977) found a significant relation between
the types and degrees of severity of handicapping ronditions and attitudes
toward the placement of handieapped pupils. In Payne and Murray's (1974)
investigation, the attitudes of principals toward the concept of integrating
handicapped students into regular education settings were positive for stu-
dents who were categurized as visually handicapped, hearing impaired, phys-
ically handicapped. and learning disabled. In contrast, principals and
superintendents were less accepting of students who were iabeled educable
mentally retarded, trainable retarded, and emotionally disturbed (Payne &
Murray, 1974; Savage, 1971) although some secondary school principals per-
ceived learning disabled students to be more like their normal than their
educable retanded peers (Smith, Flexcr, & Sigelman, 1980).

Both state directors of special education and administrators of Jocal districts
seemed to perceive emotionally disturbed children as the most difficult to
program (Nazzaro, 1973), and principals viewed mentally retarded pupils as
having the poorest progmsis for successful mainstreaming (Davis, 1980). An-
other investigator (Leonetti, 1977) who cumpared attitudes of principals to-
war the placement of maderately handicapped and mentally retarded children
with those of special education “experts” found the principals to be far less
restrictive. In a cross-cultural study, Morris and MeCauley (1977) compared
the attitudes of Canadian “regular school administrative personnel” with those
of special educntion experts from the United States and also found that the
school administrators selected placement options that were closer to the reg-
ular classroom than did the special education “experts.”

Administrator Attitudes and Environmentsl Characteristics

Several studies examined the relation of administrator attitudes toward hand-
jcapped children and selected aspects of the school setting. Generally. the
information derived from these studies is inconclusive and somewhat confusing.
Pavne and Murray (1974) found that urban school principals were more re-
fuetant 1o integrate handicapped children into regular school programs than
were thetr suburban counterparts, but Peterson (1977) found that urban prin-
vipals and superintendents did not differ from their rural counterparts in
attitudes toward the integration of handicapped children. Overline (1977) found
mure pusitive attitudes toward mainstreaming among rural teachers and prin-
ciprals than among either suburban or urban principals. There are some indi-
cations that community and school size also affect attitudes. Educatars, including
directors of special education and prineipals, in small or medium-sized com-
munities were found to hold somewhat more favorable attitudes toward the
ctmeept of munstreaming than did their colleagues in larger communities
(DeLen, 19761, Directors of special education and principals in small high
«chools wern found to be more pusitive toward the mainstreaming of learning
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disabled and mentally retarded students into extracurricular activities than
were their counterparts in medium sized and large high schoals (Collins, 1979).

lnmmhasmzallconununitiesm\dumﬂerschmhmuaﬂymasmdaed
withmmm.itmybeummeumpemuﬁudmedmtmmﬁm
the more positive are the attitudes toward including handicapped students in
regular education settings. However, it is difficult to draw conclusions from
these investigations because of reported variations in the level of resources
available, :mmmammmmmm.wmmm
characteristics of the community (e.g., socioeconomic 3tatus of the residents
and their attitudes toward handicapped persons).

Administrator Attitndes and Personal Characteristics

The personal characteristics of administrators, such as sex, level of
sibility, level cf education, knowledge, and experience with the i .
also have been examined in relation to attitudes held toward the concept of
mainstreaming. Sex does not appear to be a significant factor in administrator
acceptance of handicapped pupils (Lazar, 1974; Peterson, 1977).

The results of several studies indicated that administrators’ experience with
handicapped students may be related to their knowledge and attitudes, as
measured by the appropriate placement of the children. Overiine (1877) found
that principals who had nne or more years of mainstreaming experience tended
to hold more positive attitudes toward the integration of handicapped children
in regular clssses than did those with less experience. However, Peterson
(1977) found that the general level of experience (e.g.. number of years in an
administrative position) did not appear to contribute signifieantly to the su-
perintendents’ and principals’ knowledge or attitudes toward handieapped chil-
dren.

According to Smith (197%), the number of interactions with mentally re-
tarded students was the variable most predictive of principals’ attitudes toward
mentally retarded and learning disabled students. Nevertheless, when Pupke
(1977) examined the effects of relative experience (e.g., an inservice training
session) and grade level on the attitudes and knowledge of public school prin-
cipals involved with mainstreaming, the two vatiables proved not to be sig-
nificant. Specific experience with the skills required to mainstream may affect
attitudes; for example, in a school district evaluation of the mainstreaming
cuncept (Marshall Independent School District Study, 1973) where principals
and teachers had previously volunteered to individualize their instructionsl
programs, attitudes toward the mainstreaming concept were positive.

Education and inservice training have also been suggested as variables that
may affect administrator perceptions of realistic placement for hanticapped
children. The results of Leonetti's (1977) study differed somewhat frum those
of Pupke's (1977) in that Leonetti found that principals who attended many
inserviee sessions on special edueation, expended a great deal of time reading
litersture on special edueation, and had M.A. degrees plus 30 units exhibited
cluser agreement with experts in special education on measures of knowledge
and placement of handicapped children. Comer (1977) attempted to evaluate
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the effects of a specific training experience un district-level regular education
administrator attitudes toward and knowledge of appropriate plucement. He
fourd that the experience variable (scores on the workshop content instrument
and amount of siministrative experience) was significantly related to the
knawledge scores on the RGEPS but not to the attitude scores,

Althouyh specific experiences with exceptional students and mainstreaming,
along with professional training. appear to be somewhat related to adminis-
trator knowledye of and attitudes toward handicagped pupils, administrators
generally du not appear to be very knowledgeable about hardicapped children.
As noted previously, two investigations found administrators to differ signif-
icantly from the experts on the program placements they select for handi-
capped children (Leonetti, 1977; Morris & McCauley, 1977), which led Leonetti
to suggest that inasmuch as principals are less knowledgeable about appro-
priate placement than the experts in all areas of exceptionality. their pref-
erence for nunrestrictive placements is a function of currently accepted practice
and not sound knowledge. He also found that the number of workshops at-
tended by administrators contributed most to the prediction of knowledge of
placement : as the number of workshops increased, the administrators’ “knowi-
wdge” came closer to agreeing with the experts.

{nservice education appears to be an important variable in relation to knowl-
wrlge of appropriate placement, but administrators do not seem to be so pre-
pared and informed. In 1970, a survey of academic requirements for school
principals reported that none of the 50 stater required any course in special
wdueation for certification. As of July 1, 1975, Colorado snd Missouri included
speeinl education course work among the requirements. Not only was course
work not required earlier. but 65% of the principals surveyed in 1970 had
vleeted to take no course work in speeial education, and an additional 3% had
taken only one cotrse (Newman, 1970). The picture has changed with the
reqquirements of Public Law $94-142, but given their lack of knowledge and
experience with handicapped children, it is doubtful that the positive attitudes
of administrators toward muinstreaming mildly handicapped pupils refleet re-
alistic assessments. The fact that they tend to choose program options closer
to the regular classroom than experts do may indicate a positive attitude, but
<uch an attitude, unfortunately. is based upon a lack of knowledge regarding
realistic placement.

Administrator Attitudes Versus the Attitudes of Other School
Personnel

Several studies have compared the attitudes of administrators with those of
other educators, sueh as reggular elassroom teachers, special education teach-
ers, amr] nontenching personnel (e.g.. school psychologists). QOverline (1977)
found that principals show significantly more positive attitudes towary] main-
~treaming handicapped pupils than do either regular or special education teach-
vrs. Barngrover 11971) examined the attitudes of teachers, administrators,
and school psychologists who had daily contacet with handicapped children and
found that teachers more often favored the retention of special classes whereas
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nontesching educators tended to prefer regular classroom placement. Savage
(1971) found that the attitrdes of administrators and superintendents toward
exceptional students were more positive than were those of the special edu-
cation personnel, and Peternon (1977) found that superintendents’ attitudes
were more favorable toward the concept of mainstreaming than were those
of principals.

Guerin and Szatlocky (1974) interviewed central office administrators di-
rectly responsible for special education, sehool administrators, and teachers
to leam their attitudes toward programs »f integration for the handicapped.
With one exception, the attitudes of both groups of administrators were pos-
itive, and the majority of the teachers also expressed positive attitudes. DeLeo
(1976) examined attitudes toward the concept of mainstreaming expressed by
educators in several different educational roles: aceording to his results, the
most faverable attitudes were held by the directors of special education, fol-
lowed in order by special education teachers, principals, and regular classroom
teachers; the attitudes of the latter were the least favorable.

Essentially, all these studies show that school district staff members who
are the most distant from students (e.g.. superintendents and central office
administrators) express the most positive attitudes toward mainstreaming
handicapped students, whereas personne] who are closest to the regular class-
room (teachers) present the greatest incidence of negative attitudes.

in general, superintendents have indicated the most positive attitudes to-
ward mainstreaming, followed by schoo! principals and psychologists. Schoal
principals appear to hold more positive attitudes than do special education
teachers, and regular teachers appear to be the most apprehensive about the
concept of mainstreaming.

TEACHER ATTITUDES TOWARD HANDICAPPED STUDENTS

Classroom teacher understanding of and attitudes toward handicapped chil-
dren were perceived to be influential in determining the intellectusl, social,
and emotional adjustment of handicapped children many years before the
passage of Public Law 84-142. As early as 1956, Haring suggested that teachers
who have an “adequate understanding of the nature of exceptionality and a
knowiedge of the special instructional techniques and methods are potentially
more capable in their teaching realtionships with exceptional children,” and
that “teacher acceptance™ may lead to an "atmosphere of acceptance” in the
classroom.

Attitudes of regular classroom teachers toward the concept of teaching
handicapped children in regular classrooms have been determined from several
different appreaches, including both formal measurement studies and “attitude
indicators.” The latter include information sbstracted from other than formal
attitude studies. For example, Birch (1974) deseribed and analyzed the main-
streaming programs for educable mentally retarded children in six school
districts, of varivus sizes and pupil composition, in five different states. He
found that teachers were generslly willing to try mainstreaming, even if they
had not had direct experience with it, and after experience the majority of
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the teachers volunteered to continue. He also found that regular teachers
without mainstreaming experience were apprehensive about having excep-
tional children in their classrooms, a finding which could indicate negative
attitudes. Birch suggested that what is needed to ensure that handicapped
children are r-.: greeted with initial rejection is inservice education to build
up teacher confidence and competence in working with these children.

Teacher contracts and contract negotiations also have given indications of
teacher attitudes toward the inclusion of handicapped students in regular
classreoms. In an examination of the provisions directly or indireetly related
to special education in 70 teacher-negotiated contracts, Sesnowsky and Cole-
man (1971) concluded that to some degree teachers feel a need for contractual
protection in dealing with the concept of mainstreaming. The majority of
identifiedd contract items that reflected teacher concern were related to emo-
tionally disturbed or behavior-prot .em children. In some states, teacher or-
ganizations have proposed the use of “weighting formulae” to assign handicapped
students to regular classrooms (California Teachers' Association, Memo, 1877).
Weighting formulae are uruzlly viewed as & way to reduce overall class size
in mainstream situations, but they can also be interpreted as reflecting teach-
ers’ voncerns about and attitudes toward handicapped children. Generally,
these indirect assessments of teacher attitudes show that teachers are not
enthusiastic ahout working with handicapped learners and that they have many
concerns about the practicality of mainstreaming.

Forty-four studies were located which provide information on teacher at-
tituden toward handicapped children thiough firmal studies or (a) evaluations
of inservics treatment effects; (b) messunng spe-cific program effeets and ad-
ministrative arrangements (e.g., resource roots programs); (¢) examining the
relation between teacher characteristies of evperience, sex, level of education,
and knowledge of handicapped children with their attitudes toward program
placement; and () measuring teacher attitudes toward specific disability groups.
Other studies have compared teacher attitudes toward handicapped pupils
with attitudes of nonteaching populations, with teacher sttitudex toward non-
handicapped students, and with the effects of labels,

Teacher Attitudes and Inservice Training

In a0 larsge number of studies, investigators have attempted to mensure cog-
nitive and affective changes in teachers in orrder to evaluate inservice treatment
effects. but these studies generally show only an increased amount of special
vdueation information acquired by the teachers. The effeets of inservice train-
iy on teachers attitudes and their ability to make realistic assessments in
terms of placement for handicapped children are less clear (Becker, 1880;
Rauffman, 1977; Nielsen, 1979).

Brooks and Bransford (1971 found notable attitude shifts in regular teachers
towand the concept of special education after a summer inservice program;
they conchuded that it is the lack of knowledge concerning the role and function
of special educators that causes many regular educatons to be unwilling to
aveept sprevial newrls children.
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Glaxs and Meckler (1972) tried to evaluate the effects of an inservice program
on teacher attitudes and found that by pairing information about special ed-
ucation with experience with handicapped students, teachers perveived them-
selves as being more competent to teach these children in their classrooms.
Finn (1880) also found that pairing exposure with inservice training produced
significant changes in teacher attitudes toward mainstreaming.

Yates (1973), too, used a laboratory/experiential teacher inservice model to
that the inservice experience not only increased the amuunt of information
teachers had about special educeation but, to some extent, also increased their
perceptions of the possibility that handicapped students could be successfully
integrated into reguiar classrooms. Similar results were found by Singleton
(1978) when the mvesngatofpmmdmervicewnh 1 direct assistance program.
Teachers not only had daily experiences with handicapped students, but were
also able to use the services of a resource teacher. This inservice approach
appeared to create both positive attitudes toward mainstreaming and more
positive teacher expectations.

These eight studies suggest a relation between the amount of knowledge
teachers have about special education and handicapped children and their
acceptance of handicapped children in regular elassrooms. In each of the stud-
ien, tescher uttitudes were axcertained by measures of willingness to accept
handicapped children in regular classrooms. Although inservice workshops
may increase tescher knowledge and acceptance of handicapped children, there
are imlications that it inay not lead to their becoming more realistic apout
placementx for handicapped children.

Nearly all the studies addressed only the cognitive component of attitudes.
They do not reflect thorough understanding of the complexity of attitudes and
attitude measurement. Paper-and-pencil measures prevailed in the metho-
dologies and few attempts were made to include the use of observations,
teacher interviews, or other unobtrusive measures to validate the measure-
ments taken. The generalizability of the information from this group of studies
is questionable, primarily becaase most of them addressed elementary level
teachers only and included only teachers who had volunteered to participate
in inservice training or those who were already involved in mainstreaming
projects. Characteristios of the samples selected for the studies, such as sex,
previous experience, or level of knowledge before inservice, are seldom de-
seribedd. In some studies measures of teacher attitudes were confounded with
those of administrators (Brooks & Bransford, 1971; Haring, 1956). Further-
more, no study addressed in its methedological approach the problem of teach-
ers giving socially acceptable responses,

Teacher Attitudes and Program Evaluation
A group of studies (Barngrover, 1971: Bradfield, Brown, Kaplan, Richert, &
Stannard, 1973; Guerin & Nzatlocky, 1974; Johnston, 1972; Shotel. lano, &

McGettigan, 1972) measured teacher attitudes as part of an attempt to evaluate
the effects of specific programs, resourves, or administrative arrangements
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for handicapped students. For the most part, these studies also are proble-
matic; they tend to have the same limitations as the studies on inservice
treatment effects and therefore may not contribute much to our knowledge of
teacher attitudes toward handicapped pupils.

One important teacher-attitude study was conducted as part of a compre-
hensive evaluation of 8 mainstreaming project. Harasymiw and Horne (1976)
formed an experimental and a control group from a large, randomized sample
of teschers in schools where handicapped children were being mainstreamed
and cumparable schools where the integration of handicapped children had not
been instituted. The selected schools were similar in terms of the family so-
cioecnnomic status of the students, type of facility, and services available. This
is une of the few attitude studies in which instrument validity was sssessed.
The resuits supported previous findings on the positive effect of inservice
preparation on teachers’ opinions and attitudes toward integration issues.
However, although teachers became more liberal in opinions and assessments
of their ability to manage handicapped students in regular classrooms, their
basic attitudes toward disability were not changed. Other interesting findings
include the fact that teacher estimates of the manageability of emotionally
disturbed and blind pupils did not seem to be altered by the project experience
of inservice and mainstreaming, nor did the experience modify their basie
social distunce attitudes, Yet teachers came out of the project with significantly
more fuvorable feelings toward mainstreaming. They did not significantly dif-
for in their seceptance seores on such variables as age, education (number of
spevial education courses taken snd degrees achieved), or sex.

Two studies examined the effects of class size and class composition on
teachers' attitudes toward muinstreaming. Mandell and Strain (1978) found
that when class size ranged from 25 to 27 students. teschers were more fa-
vorable toward mainstreaming. Buttery (1978) examined student teachers’
attitudes towaru exceptional children and found thst they perceived main-
streaming to be more scceptable when only one handicapped pupil needed to
be integrated into the class,

Several other studies examined the effeets of the type of integration program
usedd on teacher attitudes toward mainstreaming. Shotel et al. (1972) found
that providing & resource room hax & slight to moderste effect on teachers’
attitudes toward mainstreaming EMR students. However, Guerin and
szatlocky (1971). in examining the effeets of different program models, found
that the type of integration program used had no effect on either teacher or
admimistrator attitudes. There are indications that the degree to which a
particular integration program provides support for and exposure to handi-
ciappred children has some effect on teacher knowledge of and attitudes toward
handicapped students. In a study that examined the effect of special education
support services on teacher attitudes, Perry (188%0) found that the availability
and numbers of such support services had a significant effect on their attitudes
toward the mainstreaming of mildly handicapped students. 1t can be concluded
from the studies reviewed on program evaluation and tescher attitudes that
the existenes of an integration program may not adversely affect attitudes
when the teachers perveive the integration program as supporting their main-
<treaming efforts, the class size is reasomable, and the number of mainstreamed
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students is minimal. The teachers then are apt to be more positive toward the
presence of mildly handicapped children in their regular classrooms.

Teacher Attitudes and Teacher Status Charscterist'~s

In several studies of teacher attitudes toward handicapped children and the
concept of mainstre.ming, the variable of teacher characteristics was also
included. Teacher attitudes toward the inclusion of mentally retarded children
in the public sachouls were not differentiated by the teachers’ sex, levels of
formal education (e.g.. baccalaureate vs. master's), or years of teaching ex-
perience, although significant attitudinal differences were found between reg-
ular and special education teachers toward providing regular classroom
instruction for the children (Greene, 1976). Harasymiw and Horne (1976) also
found that sex did not differentiate teacher attitudes toward handicapped
children on several variables,

There is some evidence that teschers may vary in their attitudes toward
studenta in general as a function of the level of teaching assignment. Wandt
(1952) examined teachers' attitudes toward the general populativn of school
children and found that elementary teachers were more favorable toward all
students than were seconeary teachers, and that secondary teachers and teach-
ers with more years of experience were more homogeneous in their attitudes
toward students. Hewever, no significant differences in attitudes toward hand-
icupped students were found between primary and intermediate teachers by
Kinnison (1972) or hetween elementary and secondary teachers in the Cali-
fornia Teachers’ Associgtion (CTA) study of 1477,

NSome indications are present that although teacher attitudes toward hand-
icappetd students may not vary significantly by yrude level, their receptivity
toward handicapped students in their classrooms may so vary. Mark (1980)
examined the attitudes of regular teachers toward the mainstreaming of EMR
students and found that elementary teachers are more positive than are in-
termediate teschers. Lake (1979 found middle-school educators generally to
be apen to serving handicapped students but lacking the necessary knowledge
of disahilities and related programs and services to do so. Hence they did not
percvive mainstreaming o he successful. Even at elementary grade levels
there appears to be some variance in teacher attitudes toward mainstreaming.
For example, in a study of the effeets of support serviees on teacher attitudes
toward mainstreaming, Perry (19$0) found that teachers in grades 1-3 are
more supportive of mainstreaming and more confident of their abilities to teach
mainstreamed students than are teachers in grades 4-6. The reason may be
that the furmal training of elementary teachers better prepares them to work
with children who differ in developmental progress. Also, teschers at the
intermediate Jevel have been deseribed as more curriculum- and less child-
oriented. Anuther explanation may be that the academic structure of inter-
merdiate schools is Jess supportive of the mainstreaming concept than is the
structure of vlementary schoals,

Type and amount of teaching experience and age have been examined in
refation 1o teacher attitudes toward handicapped students, although with
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somewhat contradictory results. For example, Peters (1977) found no signif-
icant differences in teacher acceptance of handicapped children which related
to type and amount of teaching experience, whereas signifieant attitudinal
differences were related to the amount of the teachers’ academic course credits;
the resource roum teachers, whw had more academic course work in special
education than did regular teachers, were significantly mure knowledgeable
about exceptionalities than were regular teachers and significantly more re-
alistic in their attitude toward the educational placement of exceptional chil-
dren.

Two studies seem to indicate that prior experience teaching handicapped
students produces more positive attitudes toward mentally retarded students
and the possibility of mainstreaming them. Kennon and Sandoval (1978) mea-
sured the effects of specialized experience by comparing the attitudes of reg-
ular teachers toward mentally retarded students with the attitudes of special
class teachers. They found that regular teachers who had some prior expe-
rience with such students expressed more positive attitudes toward them.
Mark (1980) also found that previous teaching experience with mentally re-
tarded students produces more positive attitudes towsrd mainstreaming these
students. However, in contrast to these findings. LeVine (1876) found that
experience teaching handicapped students did not differentiate teacher atti-
tudes toward specific disability groups, and Lake (1979) found that specific
.caching experience is not related to teacher attitudes tow ard mainstreaming
mildly handicapped students.

A decade earlier Proctor (1967) had found that amount of experience helped
teachers to achieve more realistic attitudes toward the educational placement
of exceptional children, although the type of experience did not appear to
relate to the attitudes. Like Peters (1977) and Stephens and Braun (1880) 10
years later. Proctor found that the amount of previous course work pertaining
to the exceptionalities of children was significantly related to the teachers’
attitudes toward mainstreaming; nevertheless, Panda and Bartel (1972) sug-
gested that course work may not affect more general teacher attitudes toward
spreific handicapped groups. Harasymiw and Horne (1976) indicated that youn-
xger teachers have more positive attitudes toward mainstreaming than do older
teachers, and Perry (1980) found that elementary teachers with 2 or fewer
vears of general teaching experience were more receptive to mainstreaming
than were those with 2 or more years.

There are some indications that teacher knowledge of appropriate tesching
metheds and materials for working with handicapped students also affected
their level of acceptance (Lovitt, 1974) by increasing their confidence and self-
perceptions of competence to teach such children. Several studies found that
the amount of resourees and support, in the form of materials, services, and
resotiree teachers, available for working with 2 handicapped child may also
affect a teacher's willingness to accept the child in the classroom (CTA, 1977,
Mandell & Strain, 197%; Perry, 1980).

Specifie churacteristios of a handicapped child may be a factor related to
aceeptance by the mainstreaming teacher. it has been shown that teachers
who report fewer discipline problems or interTuptions in integrated settings
expres< more positive attitudes toward the concept of mainstreaming (CTA,
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1977), Student personality charcteristics and the use of certain handicap labels
also have been found to influence teachers’ attitudes of acceptance or rejection
(Helton & Helton, 1977).

Teacher Attitudes Toward Specific Disability Groups

Studies of teacher attitudes toward specific disability groups often yield con-
flicting information and thus are difficult to i

Shotel et al. (1972) exumined tescher attitudes toward different categories
of handicapped children in relation to integrating the children into regular
programs and perceiving their potential for scademic and social adjustment,
the teschers’ competencies ior teaching the children, and the need for special
methods and materials to teach the children. The results indicated that teach-
ers who participated in a mainstreaming program became more negative in
their perceptions of educable mentally retarded children as suitable for main-
stream placements and able to make good social adjustments, Emotionally
disturbed children also were seen as lacking the potential for good social
adjustment in mainstreaming situations. The teachers in this study, like those
in several athers (Gillung & Rucker, 1877; Guerin, 1979), were consistently
more positive and optimistic in their responses to learning disabled children
and were least positive toward educsble retarded children.

Categorical labels appear to influence the attitudes of future educators,
although sumewhat inconsistently, For example, in a study of the attitudes of
students who were enrolled in a teacher-education program for mentally re-
tarded children. Warren, Tumer, and Brody (1964) found that the children
who were labeled educable mentally retarded were more acceptable than those
who were Isbeled brain damaged. In Combs and Hurper's study (1967) of the
attitudes of college students, a mentally re.arded child was seen more nega-
tively when the description was unlabeled than when it was labeled, but the
descriptions of children labeled psychopathic, schizophrenie, ~nd cerebral pal-
sied were rated more negatively than the descriptions of the s.me children
that contained no labels. The investigators concluded that sithoug:: labeling
affects perceptions of exceptional children, the effects are not consisten" across
labels and, furthermore, that experience does not appear to affect teacher
perveptions of the children.

Moderately physically handicapped children may experfence greater aceep-
tance by regular education classroom teachers. When Pell (1978) examined
the behaviors of classroom teachers after physically handicapped pupils had
been transferred from special to regular classes, s high degree of acceptance
was evidenced by the regular classroom teachers. The studies that examined
the effects of exposure to and contact with specific disability groups on teach-
ers’ attitudes also presented some confusing results. For example, Keilbaugh
(1977) found that teachers having prior contact with and exposure to visually
handicapped students were slightly more positive toward mainstreaming such
students, and Kennon and Sandovul (1978) found that previous expesure to
EMR students resulted in more positive teacher attitudes toward mental re-
tardation. However, Kuhn (1971) found that exposure to blind students through
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a resource room located in the school did not affect the attitudes of regular
teachers toward the blind. Stephens and Braun (1880) identified having a
special education child in the family as the only variable that generates positive
tesicher attitudes toward handicapped pupils,

CONCLUSIONS

Several tentative conclusions can be drawn about the variables that affect
teacher attitudes toward handicapped children. Specific experience with main-
streaming handicapped children scems to have a greater effect than inservice
workshops alone (Haring, 1856); thus several researchers recommended pair-
ing inservice courses with actual experience. However, there are indications
that although actual experience with mainstreaming increases teacher lmowl-
edge of appropriate placements for handicapped children (Proctor. 1967), it
may lcad to more negative teacher attitudes toward the placement of these
children in the classroom (Fanning, 1970; Kinnison, 1972; Overiline, 1871).

. These studies also suggest that sex, age, and teaching experience alone are

not directly related to teacher attitudes toward the concept of mainstreaming
and handicapped children.

On the other hand, amount of course work or education appears to be sig-
nificantly related to teacher acceptance of and knowledge about bandicapped
children (Harasymiw & Horne, 1976; Haring, 1956; Peters, 1977; Proctor,
1967). Lens rather than more formal education appears to lead to more positive
teacher attitudes, and greater amounts of specific special education course
work tends to result in move realistic teacher attitudes toward the placement
of handicapped children, although not necessarily in more positive attitudes
toward mainstreaming. In the studies reviewed here and in the preceding
seetions, special education teachers (defined as those having extensive amounts
of eourse work and knowledge of and experience with handicapped students)
were consistently found tn be more realistic in their attitudeo toward the
placement of such students than either administrators or regula: classroom
teachers.

Generally, no one variable can be identified as a strong predictor of educator
attitudes. Increased special edueation inservice and formal course work may
lead to more realistic placement decisions but greater experience also may
lend to more negative attitudes. These more negative attitudes often are
reflected! in teachers being less willing to mainstream handicapped children
after having had mainstreaming experience. Whether this negative attitude
occurs a5 a result of acquiring more reslistic perceptions of what is prssible
or hecause of a lack of materials, resources, and support is not known. Edu-
cutors generally appesr to be more rejecting of behaviorally or emotionally
disturbed and mentally retarded pupils than of other categories of exceptional
children.

Educutor attitudes may not be the best indicators of success for any par-
ticular mainstreaming effort. Literature on the relation of attitudes and be-
havior is ineonclusive, especially when paper-and pencil tests have been the
sole measures of attitudes. It may be that teachers’ classroom behaviors toward
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mildly handicapped children do not differ from those toward average children
(Reilly, 1974). A great des! of intra- and intervariability in educators’ attitudes
toward handicapped children is apparent.

if accurate predictors of succoss or failure in mainstreaming efforts are
m.m“mmwbwmmdm'mmm
realistic placement assessments, rather than to attitude measures. Measures
of educator attitudes may reflect many considerstions other than behavior,
such as & realistic gssessment of the smount of resources and services available,
the lack of knowledge and experience, “false confidence,” the degree of freedom
teachers perceive themselves to have in decision making, or characteristies of
a particular handicapped child being integrated. Attitude messures may not
indicate how teachers will behave or the outcomes for integrated students.
Attitudes may be situationally specific as a result of the intersction of all the
different variables.

In sum, therefore, the use of an ecological approsch to prediction is sug-
gested—much like that used by Foley (1979) in which teacher characteristics,
the nature of the student's disabilities, and the supportive services available,
were all examined. This type of approach includes an assessment model that
gives educators the knowledge to meke more securate sssessments of the
learning needs of a particular handicapped child, the resources available to
work with the child, the limitations of the classroom environment, and the
knowledge and skills for teaching the child in a particular setting. This mode)
could provide a conceptual framework for designing measures that will better
predict the outcomes for handicapped children in integrated settings.
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Modifying Attitudes Toward the
Handicapped: A Review of the
Literature and Methodology

ARTHURLENE GARTRELL TOWNER

The high interest in modifying the attitudes of nondisabled toward disabled
populations appears to be fairly recen. and, in fact, to paralle] the growing
concern with mainstreaming. Most of the 47 studies discussed in this chapter
were published during the 1970's, the period of greatest change in the legal
and social status of handicapped persons. Investigators used a number of
approaches to try to modify the attitudes of different populations of nondisabled
persons toward persons with different disabilities, but statistically significant
results were reported in somewhat less than half the studies and long-term
effects were seldom demonstrated. Even when the same approaches were
used by different investigators, the results tended to be inconsistent.

In arder to determine, if possible, some of the ressons for the variability in
resuits, this review was undertaken to try to relate what we kitow about
attitude change to how the studies were conducted. Therefore, in sddition to
examining methodology, each study was examined for the presence or absence
of seven factors which have been hypothesized to be necessary to programs
attempting the effective modification of attitudca. The factors were
extrapolated from theories of and research in attitude change.!

'A similar gnalytic review of research on the modification of attitudes toward dissbled
persons was completed by Donaldson (1980). She analyzed 24 studies in an attempt to
delineate factors common to successful interventions and offered several theoretical
constructs as explanations. Although some of our basic theoretical notions and inter-
pretations of resuits show aimilarities, ther are sufficient differences in format and
focus to provide information from somewhat different perspectives. The combination of
this chpter and Donaldson’s 19680 review offers s comprehensive angiysis of the liter-
ature on modifying attitudes towand disabled persons.
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OVERVIEW

To assess attitudes in the reported studies, investigators used various mea-
sures - generally pay- rand pencil technigues —sometimes singly (22 studies),
in pairs (10 studies), or more numervusly (3 measures in each of ¥ studies; 4
or more in the remaining 7). The preferred measures were the Attitudes
Toward Disabled Persons Scale (ATDP), developed by Yuker and Youny
questionnaires constructed by the investigators themselves, the Rucker-Gable
Educativna! Programming Scale (RGEP), an instrument designed for use with
teacher populations; and behavioral observation, interviews, and mensures of
a formal nature (e.g., Minnesota Teacher Attitudes Inventory). However,
behavioral observation was employed in only five studies (Ballard, Corman,
Gottlieb, & Kaufman, 1977; Guskin, 1973; Rusalem, 1967; Skrtic, 1977; Wilson,
1971); interviews and follow-up assessments were found in only four studies
(Clore & Jeffrey, 1972; Forader, 1970; Guskin, 1973; Rusalem, 1967); and
folluw-up assessments alone in two studies (Ballard et al., 1977; Westervelt
& McKinney, 1980).

The instruments devised by investigators included questionnaires of infor-
mational and attitudinal items (Alese, 1973; Baran, 1977; Carlson & Potter,
1972 Dahl, Horsman, & Arkell, 1978; Euse, 1976; Friedman & Marsh, 1972;
Guskin, 1973; Hersh, Carlson, & Lessino, 1977; Koch, 1975; Scheffers, 1977;
shotel, fano, & McGettigan, 1974); written descriptions of reactions to ex-
periences (Clore & Jeffrey, 1972; Wilson & Alcorn, 1969); an attitude scale
and disguised attitudinal telephone axsessment (Clore & Jeffrey, 1972); picture,
sentence completion, and drawing completion tests (Granofsky, 1956); adapted
achievement tests and attitude scales (Orlansky, 1977); self-report inventories,
unstructured interviews, and self-evaluations (Chafin & Peipher, 1979; Glass
& Meckler. 1972 Handlers & Austin, 1880; Naor & Milgram, 1880); structured,
multiple choice, sentence completion, sttitude questionnaires (Rusalem, 1967);
sociometric and social distance questionnaires (Ballard et al., 1977; Dahl et
al.. 197%;, Westervelt & McKinney, 1880); and adjective and descriptive traits
cheeklists (Gottlieb, 1980); Hastorf, Wildfogel, & Cassman, 1978; Jones, Sow-
ell. Jones, & Butler, 1981; Siperstein, Bak, & Gottlieb, 1977 Siperstein, &
RBak, 1980; Weinberg, 1878).

Few attempts were made to sddress the complexity of attitude measure-
ment. For the most part, investigators addressed the cognitive or affective
components, not the multidimensional aspects of attitude.

The reports of the majority of studies did not indicate theoretical bases for
the appruach to attitude change. In some of the studies which did apply at-
titude-change principles, it was not possible to determine whether their ap-
plication was intentional or caincidental because the authors did not provide
such information. Several investigators used theoretical constructs for post
hoe explanations of outcomes; however, it was not apparent that the construets
were used to design the studies.

Only nine studies were found in which the theoretical bases were explicit
in the designs: (a) theories of cooperation and competition (Ballard et al., 1977);
thy source credibility snd status in persuasive communicatior: (Baran, 1877);
{e) comitive dissonance and its production of empathy through role playing



(Clore & Jeffrey, 1972); (d) Lewin's change theory regarding reduction in the
restraining of forces to reduce interaction struin (Evans, 1976); (e) group
pularization and its informational influences (Gottlieb, 1880); (f) deviance dis-
avowal (Hastorf et al.. 1979); 4o) person perception through playing the role
of a so-called helpless individual (Koch, 1976); (h) perceived similarity and
attraction (Weinberg, 1978); and (i) Siller’s multidimensional theory of atti-
tudes coupled with Katz's functional theory of attitude change (Yerxa, 1978).

The attitude-change techniques used in the studies lent themselves to 10
groupings, as follows:

1. Repetition, frequent contact with a credible source, and continuous feed-
back. )

Selective information (designed with specific attitudinal goals).

Role playing of a disabling condition.

Pervonal and social contact.

Direct contact with the attitudce object (in un educational setting).
Face-to-face contact through media (film, video- and audiotape).

Group discussion and sctive participation (usually in a lecture-discussion
format).

(vert and covert pimitive reinforcement.

Vicarious role playing or observation.

Especially prepared persuasive communications.

NI g B
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The most widely followed. alone or in combination, were the fifth (direct
contact with the attitude object in an ed- cational setting); the seventh (group
discussion and active participation); and the third (role playing of & disabling
condition). Essentially, all the techniques fall under three of the influential
factors of attitude change identified by Hoviand, Janis, and Kelley (1853) in
the Yale Approach to Attitude Change; (a) tite source, (b) the channel, and
(e) the destination. With the exception of Baran (1977) and Forader (1970), no
inveatigator mentioned the importance of the type and style of the message
or the particular audience who was to be the receiver, and all attended only
minimally to the source and destination. The channe! was the major area in
which principles were identifiable.

In Table 1, the studies reviewed in this chapter are summarized by the
population with which some attitude change was attempted, the disabled pop-
ulation toward whom the attitudes were directed, the measures used to assess
attitudes and changes therein, and the theory and/or change techniques which
could be identified in each. Not surprisingly. the populations whose attitudes
were studied the most were regular classroom teachers, sometimes including
sdministrators (12 studies) and college students (15 studies). With the first
population, attitudex toward children with learning and behavior problems
were the major focus of change attempts; with the second, the major focus
was on changing attitudes toward persor. with physical disabilities. In the
remaining 20 studies under review, attitude change toward disabled persons,
mustly those with physical disabilities. were attempted with 4 populations of
lay personx (3 “community groups,” 1 “general public”) and with 10 of ele-
mentary students, 4 of high school students, and 2 of related professionals.
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TABLE 1

Studies Attempting to Modify Attitndes Toward Disabled Persons: Summary

Attitude Theory and/or
Attitude Change
Disabled Pupuiation Assessment Measures Techniques Specified or
Study of Concern Subjects Utilized Applied
1. Alese (197D Mentally retarded Commumity groups Investigator's questionnaire 2. Seleetive informstion
N =954 {informational and attitudinal) 6. Face-to-face contact
through media
£ Bailard et al. Mentally retarded Elementary students Behavioral Observation 5. Direct contact in ediscs-
asn N=31EMR students  Forced choice sociometric ques- tional setting
currently enrolled in tionnaire 7. Group discussion plus sc-
37 regular class- Faollow-up measure tive participation
rooms
8. Baran (1977) Mentally retarded General public Telephone attitude survey 6. Face-to-face contact
N=80 through media
10. Especially prepared per-
suasive mmﬂlm‘
4. Brooks & Brans Learning & behavior Regular classroom Semantic differential scale 2. Selective information
ford (1971) problems teachers & adminis- 5. Direct contact in educa-
trators tional setting
N=30
8, Carlson & Potter Learning & behavior Regular classroom Investivator's questionnaire 1. Repetition, feedback,
(1972) problems teachers {open-ended) source
N=10
8, Chafin & Peipher Hearing impaired Childeare workers Informal self-reports through 3. Role playing disabling
{1979) with regular teach- unstruetured interview condition
ing backgrounds 238 5. Direct contact in educa-
Q Nm=3 tional setting




f.CiuuiJchy
(1972)

8 Dahletal. (197%)

8. Daniels (1976)

10. Donaldwon & Mar-

tinson (1977)

11. Euse (19765)

12, Fvans (1975)

13. Felton (1975)

Physically disabled

Physically Gaabled

Physicaily disabled
Emotionally disturbed

Physicully dissbled

Physically disabled

Blind

General disabilities
Multiply handicapped

College students
N=78

Elementary students
N=&3

College students
N=1538

College students
N=9¢

College students
N=20

College students
N =60

Puraprofessional train-
N=7

Semantic differential seale
Writtén reactions to

experiences
Attitude scale & disguised tele-

phone assessment
Interview & follow-up sseens-

ment
Evaluation form
Social distance checkliat

Attitudes Toward Disabled Per-
sons Seale (Vinish)

Abilities of Handicapped Persons
Scale

Attitudes Toward Handicapped
Scale

Attitudes Toward Disabled Per-
sons Scale

Opinion about Mentg! Iliness
Scale

Attitudes Toward Disabled Per-
sons Scale

Investigator’s questions on atti-
tudes and amount of Jouking
time

Amount of Contart Seale

Attitudes Toward Disabled Per-
sans § ale—Form B

Semar e differential scale (type
of contact)

Actitude Toward Disabled Per-
sons Scale

239

Cognitive dissonance theory
3. Role playing disabling
cundition
9. Vicarious role playing/ob-
servation

3. Role playing dissbling
condition

8. Covert reinforcement

8. Face-to-face contact
through media
8. Covert reinforeement

¥, Covert reinforcement

Lewin's Change Theory
4. Persona! & social contact

4. Personal & social contact

Continned on next poge



TABLE 1 Contined

Attitude Theory andior
Attitude Change
Disabied Population Assessment Measures Technique Specified or
Study of Concern Subjects {tilized Applied
$14. Fenton (1975) Learning & bebavior Regular ¢isssroom Rucker-Gable Eduestional Pro- 7. Group discussion
problems teachers gramming Scale
N=548
18. Forader (1970 Physically disabled High school students Attitudes Toward Disabled Per- 6. Face-to-face contact
N=14 sons Scale through media
Interviews & follow-up assess- 10. Persuasive communics-
mentsa tions
16. Friedman & Marsh  Blind High school students Attitude to Blindness Scale 2. Selective information
11972) N=215 3. Role playing disabling
tits
7. Group discussion plus sc-
) tive participation
17. Glass & Meckler {aaming & behavior Regular classroom Self-report inventory of work- 5. Direct contact in educs-
(1972) problems teachers & adminis- shop effectiveness tional setting

18, Gottlieb (1980:

19. Granofsky (1856)

Educable mentally re-
tarded

Physically disahled

N=1§
Elementary schoal stu-

N =208
Community groups

N = .
21U

Minnesota Teacher Attitude In-
ventory

Adjective Checklist

Picture tests; sentence comple-
tion; drawing completion

Interest Values Inventory

Minnesota Inventories of Social
Attitudes

7. Group discussion

4. Personal & social contact



20, Guskin (1973)

81, Handlers & Austin
(1980)

2. Haring et al
(195w

23, Hantorf et al.
{197

24. Hersh et al, (197D

Learning & behavior
probiems

Ge fixabitits

General dixabilities

Phynically dinabled

Mentally retarded

Coflege students
N = nut provided

High schoal students
N=20

Regular classroom
teachers & adminis-
trators

N=14]

College studenta
N=53

College students
¢~’ = m

244

Behavioral Observation
Interviews & follow- up assess-
ments

Seff-evaluation questionnaire

General Information Inventory
Classroom Integra‘ion Inventory
Activities Index

Picture Judgment Test

Critieal Incidence Test

Impression Scale
Client Preference/Rank Order-

ing
Semantic differential scale

. Group discussion
. Viearious role playing

and simulated experi-
ences

condition

. Personal contact
. Face-to-face contact

through media

. Group discussion plus ae-

tive participation

. Dirert contset in educa-

tional setting

. Face-to-face contact

through media

. Group discussion plus se-

tive participation
Face-to-fice contact
through media

. Direct contact in family

setting

. Group diseussion plus se-

tive participation

Continued on next page
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; TABLE 1 Continued
Attitude Theory andior
Attitude Change
: Disabled Population Assessment Measures Technigues Specified or
. Study of Concern Subjects {Utilized Applied
-~ 28, Jomes et al. (1981)  Mental and physical Elementary students Deseriptive Charncteristics Scale 8. Role playing disabling
handieape N=74 condition
4. Direct contact in educa-
tional setting
6. Fare-to-face contact
through media
7. Group discussion plus ac-
tive participation
26. Koch (1975) Rlind Community groups Investigator’s likert-type ques- Person Perception Theory
N = not provided tionnaire 3. Role playing disabling
condition
1. Group discussion plus ac-
tive participation
27. Lazar et al. (1971)  General disabilities Elementary school Attitudes Toward Disabled Per- 5. Direct contact in educa-
fifted students sons Scale—Form O tional setting
N=44 7. Group discussion plus ae-
tive participation
28, Lazar et al. (1978)  General disabilities College atudents Attitndes Toward Disabled Per- 7. Group diseussion plus ac-
N=20 sons Scale tive participation
Preferred Student Characteristic 8, Positive reinforcement
Scale plus
29. Naor & Milgram Mentally retarded, Callege students Knowledge & Attitude Scale 5. Direct contact with edu-
(1980) emotionally dis- (training teachers) Behavioral Intention Question- cational setting
turbed, learning diss N =80 maire 7. Group discussion plus ac
abled, physically or 2 4 2 Course Evaluation tive participation
sensorily handi-
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8. Rapler et al.
M ¢

_'ﬂ. Rusalem (1967)

8, Sadlick & Penta
(1975)

4. Scheffers, W.
(a9

88, Schorn 19T
30 Shaw & Gillung
{1975

37. Shotel et al. (1974

Paysically disabled

Deaf-blind

Fhysically disabled

Blind

Leaming & behavior
problems

Learning & behavier

Leaming & behavior

College students
N=50

Elementary school stu-
dents
N=152

High school students
N=28

Nurses
N=84

Elementary schoul stu-
dents
N=21

Regular classroom

Regular clasarcom

N=8%
Regular classroom

N=118

243

Attitude scales
Adapted achievement tests

Knowledge and Attitude Ques-
tionnaire

Rucker-Gable Educational Pro-
gramming Scale

Rucker-Gable Educational Pro-
gramming Scale

Investigators’ questionnaire
yesmo)

3. Role playing disabling
conditions

7. Group discussion plus ac-
tive participation

5. Direct eontact in educs-
tional setting

5. Direct contact in educa-
setting
7. Group diseussion plus ac-

8. Face-to-face contact
through media

3. Role playing disabling
condition

1. Group diseussion plus re-
tive participation

2. Selective information

5. Direct contact in educs-
tiona! setting

2. Seleetive information

8. Direct contact in edues-
tional setting

Conlinred on next poge



Attitude Theory and/or
Attitude Change
Disabled Population Assessment Measures Techniques Specified or
of Concern Subjects Utilized Applied
‘S Siperstein et al. Mentally retarded Elementary school stu-  Adjective Checklist 6. Contact through media
18T dents (audiotaped)
N =46 7. Group discussion plus ac-
tive participation
& Siperstein and Bak  Blind Elementary school stu-  Adjective Checklist 2. Selective information
S (196D) dents Activity Preference Scale 3. Role playing disabling
N=109 condition
6, Face-to-face contact
. through media (video-
snd audio-tape)
7. Group discusaion and ac-
tive participation
0. Skrtic (19T Learning & behavior Regular classroom Modifications of Attitudes to- 2. Selective information
problems teachers ward Handicapped Individuals
N=31 Scale
Learning dissbied st  Teacher Approval-Disapproval
dents Scale
Na=g2 Behavior observation
41. Soloway (1976) Learning & behavior Regular clssaroom Rucker-Gable Educational Pro- §. Direct contact in edues-
problems tenchers gramining Scale tional setting
N=T4 EMR-EH Placement Survey 7. Group diseussion plus ac-
tive participation
42. Weinberg, N Physically disabled Elementary school stu-  Rapler et al. scale plus six addi- 4. Personal and social con-
(1978) dents and tional items tact
College students Descriptive trait sttitude scale
N =265 Pervon-description
Contact with Dissbled Scale
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6 Westervelt &
~ MeKinney (1980)

6. Witson (1971)

ﬁ. Wilson & Alcorn
(1968)

6. Yates (1979)

#7. Yersa (J97M)

General disabilities

General disabilities

Physieally disabled

Elementary school stu-
dents
N~=~48

College students
N=680

College students
N=80

Regular clazsroom
teschers and sdmin-

N=480

College students
N=1564

Attitudes towsrd Disabled Per-
sons Scale

Disability Factor Scales

MeCloskey & Schaars Anomy
Scale

6. Face-to-face through me-
dia (fitm)

3. Role playing disabling
condition

9. Vicarious role playing/
Observation

3. Role playing disabling
condition

7. Group discussion plus sc-

Siller’s Multidimensional
Theory of Attitudes

Krathwohl's Affective Do-
main Sequence

Kats's Funetinaal Theory of
Attitude Change

7. Group discussion phis
shared active participa-

tion
9. Viearious role playing
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ANALYSIS

This review was directed to (a) the discussions of the samples, instrumentation,
and procedures; (b) the outcomes of the programs; and (c) the presence of a
series of factors which have been suggested by theories of and research in
attitude change to be useful elements (Halloran, 1967; McGuire, 1968; Triandis,
1971; Zimbardo & Ebbeson, 1970). These elements are as follows:

1. Defining the term “attitude” in the context in which it is used.

2. Specifying the component(s) of the attitude(s) of concem.
3. Employing instruments that appropristely measure the component(s) of
concern.

4. Identifying or suggesting the function(s) of the attitude(s).

5. Attending to the influence of the subjects’ personalities.

Specifying or suggesting ¢ theory of attitude change.

Specifying and/or applying attitude-change principles.

These factors are referred to by number in the following analyses.

=~

Reguiar Classroom Teachers and Administrators

Regular classroom teachers, inexperienced and experienced, and a few ad-
minisrators comprised one of the larger populations exposed to programs
designed to produce changes in attitudes toward disabled children. The in-
vestigators attempted to explore teacher attitudes toward instructing and/or
working with exceptional children in a variety of educational situations, with
and without supportive services.

Table 2 lista 12 relevant studies. separated into populstions involved and
not involved with disabled children. In the programs, attempts were made to
assess the effectiveness of different modes of instruction with various formats
{e.g., workshopa, courses, inservice training, and continuing eduration) to
produce increases in teacher kmowledge about and attitudinal changes toward
the integration of exceptional children in regular classrooms. Most investi-
gators sought to determine the effectiveness of their programs in increasing
the partmpants knowledge about exceptional children with concomitant im-
provement in attitudes toward the children.

In most studies, but not that by Chafin and Peipher (1979), the samples
were adequate in size. Only Haring, Stern, and Cruickshank (1858) used ran-
dom sampling to assign subjects to treatmentr. Carison and Potter (1972) and
(hafin and Peipher (1979) provided sketchy but fairly adequate descriptions
of their subjects; in the rest of the reports, the subjects were not well enough
described. Adequate descriptions of instrumentation were given by Carison
and Potter (1972), Haring et al. (1858), Schorn (1977), Shaw and Gillung (1975),
and Shotel e, al. (1974). The interview conducted by Chafin and Peipher (1879)
was not deseribed sufficiently to determine its appropriateness. Only Shaw
and Gillung (1973) provided reliability data; no investigator reported validity
data.
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Brooks & Bransford (1971) A 1 X
Cartson & Potter 1972) A 11 X
Chafin & Peipher (1979) A ]

Feuton (1975) B 1

Glasa & Meckier (1972) A 11 X
Seborn (1977) C 41]

Shotel et al. (1072) C.D m

Skrtie (1977) A i1l X
Populations Not Involved with

Disshied Children

Haring et al. 11958) A i X
Shaw & Githang (1975) A i

Soloway (1878) A 1

Yates (1°79) A 1 X
2Purposes of Study:

A Detemhweﬂe:ﬁmdmhhcmhnwh&esbm&exwptwm
dren and to produce concomitant change in attitudes toward them.
B. Determine relation of experience and sex as predictor of degree of shift in attitude

change,
C. identify differential responses toward various disability groups.
D. Establish consensus of teacher desire for special methods and materials to meet
needs of disabled children.
*Techniques Employed:
I. Lecture/Discusdion with er without ocbservation of disabled chikiren.
I1. Practicum placement with forms! instruction,
I11. Practicum placement with observation.
*Success = statistically significant results.

For the most part, treatments were clearly reported but the descriptions
of the procedures followed were insufficient to permit effective replieation.

Adequate illustrutions of treatments or techniques were lacking in Fenton
(1975), Soloway (1976), and Yates (1973). Except for Carlson and Potter (1872)
and Chafin and Peipher (1979), investigators used pretreatment measures to
establish the initial attitudes of the participants. Only Shaw and Gillung (1874)
and Skrtic (1977) made pre-, post-, and follow-up assessments, and they were
the only investigators to examine the long-term effects of their treatments,
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Brooks and Bransfurd (1971), Glass and Meckler (1972), Haring et al. (188),
Skrtic (1977), and Yates (1973) presented evidence of the participants' in-
crerved knowledge s nd acceptance ¢f exceptional children after several treat-
ez its. Although little evidence was found of increased knowledge of the realistic
piacement of disabled children or of subsequent changes in teacher behavior
toward the children n instructional settings, changes in instructional tech-
niques were noted subsequently by Carlson and Potter (1972, and Haring et
al. (1958),

In the comnarisons of the subjects, Shaw and Gillung (1975) found no dif-
ference betu sen the participants and the teachers who elected not to partic-
ipate in the programs, and Soloway (1976) found that more favorable attitudes
toward disabled children were demonstrated by teachers without integration
experience and by those who had had more than two college courses in special
education. Sey. and years of experience were of little or no value as predictors
of attitudes (}'enton, 1875).

Negative changes in attitude toward and optimism concerning the integra-
tion of exceptivnal learners were found by Fenton (1975) and Shotel et al.
(1974). Schorn (1977) was able to differentiate the effects of the identical
treatment-practicum placement-within varicus school districts.

Except for Carlson and Potter (1972) and Haring et al. (1958), investigators
did not report concomitant changes in teacher behavior within instructional
settings, perhaps because no technique was used to a sufficient degree to
pre-duce the desired intersction of attitude and behavior change. Even these
investigators could make only general statements about the subsequent changes
in instructional techniques Jearned through the treatment.

Elements of attitude-change theory included the following:

1. The use of the term “attitude(s)” in their tudies was specifically defined
by Haring et al. (1858) and Schomn (1977).

2. All reports specified or suggested the attitude component(s) of concern: the
cognitive for the majority of the investigators; the affective for Chafin and
Peipher (1979), Schorn (1977), and Shaw and Gillung (1975); both eugnitive
and affective for Haring e: al, (1858), Soloway (1876), and Yates (1973);
and all three components—cognitive, affective, and behavioral—for Skrtic
(197171,

3. In all studies except Cnafin and Peipher (1973;, the mensures employed

werr appropriate for the components of coneern.

The issve of the functions of attitudes was rot addressed in any study.

The influence of subjects’ personalities was ignored. :

Only Skrtic (1977) specified the applicatior. of attitude theory in the de-

velopment of his program. The assessment of this element was not possible

for the Fenton (1975), Soloway (1976), and Yates (1973) studien pecause
the descriptions of the program content were insufficient.

7. Except for Shaw and Gillung (1975), there was evidence 1n all studies of
the application of certain principles of attituce change, but they were not
identified as such. For these and the other studies in this review, 'vhen
the prinviples were not identified us such, it was impossible to Getermine
whether their application was coincidental or intentional.

ST
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When studies reporting more sucvess are compared to those reporting leas

success in attitude change on the application of the elements of change theory
(Table 3), little if any difference in the patterns of application is evident.

College Students

Although 15 studies were identified in which the populations consisted of
college students, only 14 gre discussed in this seetion. (The report hy Daniels,
1976, did not include sufficient information to permit analysis.) The subjects
were mostly undergraduates. Guskin (1973) recruited a mixture of graduate
and undergraduate students from special education courses and Lazar, Orpet,
and Demos (1976) used only special education graduste students in their in-
vestigation. Among the undergradus.es, the most popular source of subjects
was introductory psychology courses,

Table 4 presents the classified studies by purpose, technique employed, and
reported success. Several examples of methodological deficiencies were noted,

TABLE 3
Application of Elements of Theory to Attitude Change Studies by
Significance of Resuits
Nludy 4 Elements of Theory*
Studies Reporting Stutists-
cally Significant Results 1 2 3 4 b) 6 T
Brooks & Bransford (1971) X X X-
Carlson & Potier (1972) X X X-
Glass & Meckler (19725 X X X-
Haring ot al. (195N) X X X Xr
Skrtic (1977 X X X X~
Yates (1974 X X X X-
Stusties Not Reporting Statis.
tically Nigmificant Results
Chafin & Peipher (1974) X X-
Fenton (1975) X X X X¢
Schorn (14977) X X X X-
NShotel et of (147§ X X X:
Shaw & Gallung (1970 X X
Soloway (1978) X X X+ Xr

Note  Regular classroom tese' '~ and administrators were the auhjects of the studies,
1 AMttitudeis defined.

2. Componenti defined.

. Apprupriate instruments used.

Function of attitudes identified.

Peronality fuctors considered,

Theory of attsitude change specifier or suggestesd,

7. Principhes of attitude change applied or suggestesd.

“ould not be cetermined. * Were not identified. but applied.
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" iqu(s) Success
Study Study> _ Employed® _Reported®

n X
111

411 X
i1 X
1

Special Education Courses

Nsor & Milgram (1980)

Orlansky (197D

Wilson & Alcorn (1869)

In Dormilory Setlings

Weinberg (19789)

Physical & Qecupatiosal Therapy Courses
Yerxa (197%)

Vocatiosal Rehabilitation Services

Euse (1976)

GRADUATES

Sperial Education Courses

Guskin (Included undergradustes) (1978)
Hersh et al. (197D

Lazar et al. (1976)

Job Sites

Chafin & Peipher (1979) J 11

V. v X
n
$11

b3

D O X “mEg mwOwd>

<

*Purpose of Study: To explore
. Effectiveness of emotional role playing.

nvam.mmmwmmmmmm

o m>

smmamwm:mmnﬁwummwm&-
abled person,

Application of covert positive reinforcement to induce change.

Disability simulation versus observation.

Lecture versus active learning spproaches.

Programmed instruction.

Simulation games in the modifieation of attitudes.
Effectiveness of lecture/discussion techniques.

Disability aimulation.

 Effectiveness of the tactic of scknowledging the handicap in interactions between
handicapped and nonhandicapped individuals.

Effectiveness of a course including direct contact in family setting, role playing,
and group discussion.

r IPPFFNN9

Continsed on next page




Table 4 Continued

M. The differences in effectiveness of & truditional lecture-discussion strategy with an
experimental strategy that combined lecture discussions with direet contact through

field experiences.
N. Effectiveness of optimal conditions for contact between disabled and able-bodied

persons.

*Techniques Employed:

1. Role playing and simulated experiences.

Il. Disability simulation through actual experiences and/or observation.
1. Face-to-face contact with disabled persons,

IV. Lecture/discussion,

V. Lecture/discussion without participation in field.

V1. Shared active participation.
*Suceess = statistically significant results,

With the exception of Chafin and Peipher (1979), the samples used in the
studies were of adequate size. The descriptions of the subjects were sufficient
in the reports by Donaldson and Martinson (1977); Hastorf et al. (1979); Hersh
et al. (1977); Naor and Milgram (1880); Weinberg (1978); Wilson (1971); and
Yerxa (1978). In most studies, subjects were randomly assigned to treatments;
however. no indication of randomization was provided by Guskin (1973); Lazar
et al. (1976); and Oriansky (1877). In all except Yerxa's (1978) study, a major
weaknens was the absence of refisbility and validity data for the instrumen-
tation. [nadequate descriptions of the content and/or development of the in-
strumentation were evident in the majority of the studies, but this deficiency
could be due to the need to abbreviate reports for journal publication. Yerxa's
(1978) study was reported in a dissertation and was the only one to describe
basic procedures sufficiently to permit replication. Clore and Jeffrey (1572),
Donaldson and Martinson (1977, and Wilson (1871) included pretreatment
measures in their studies, but other investigators did not. Follow-up measures
to assess the longterm effects of treatment were found only in Clore and Jeffrey
(1972), Euse (1976), and Evans (1976).

Enthusiusm for the activities and for the creation of realistic perspectives
on mainstreaming resuited from role playing and simulated experiences. How-
ever, contradictory responses varying from improved acceptance to increased
skepticism eould be noted (Guskin, 1973). Lecture-discussion course-type ex-
periences yielded nonsignificant results and showed variability in the scores
of femaie and male subjects (Lazar et al., 1976; Orlansky, 1877). The combi-
nation of lecture/discussions and direct contact with different kinds of excep-
tional children was found to have an advantage over training limited to lecture-
discussions (Naor & Milgram, 1850). Both live and videotaped pane] presen-
tations by individuals with visible physical disabilities were of equal effec-
tiveness, with no significant differences between male and female respondents
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{Donaldson & Martinson, 1977). Contact alone was not found to affect attitudes

igni but structured social interactions with disabled persons led to
the formation of positive attitudes by the nondisabled participants (Evans,
1976; Hastorf et al., 1978). Only contact in an intensive situation was shown
to result in major changes in subjects’ perceptions of disabled persons (Wein-
berg, 1978). Attitude scale scores and amount of time spent looking at pictures
of physically disabled persons v ere increased significantly through the appli-
cation of covert positive reinforcement (Euse, 1976).

Similar effects resulted whether subjects actually participated in the role
mwmwmmmmmmmmm
techniques had immediate and longterm effects on interpersonal attitudes
toward disabled students (Clore & Jeffrey, 1972). There was wide variation
in the insight and frustration experienced dependiny upon the type of disability
simulated, but these differences were not found to be related to age. sex, or
educational background (Wilson & Alcorn, 1969), Significant differences were
found in anxiety level either before or after interaction with the disabled
persons, and the active or passive role of the disabled persons during the
interactions appeared to affect post-intersction scores: Behavioral differences
were nonsignificant (Wilson, 1971).

For health and non-health students, participation in a dyadie self-instruction
program was equally effective; however, the health students demonstrated
more pretreatment comfort at the thought of interaction with disabled persons.
It was much more difficult to change attitudes related to an individual's feeling
of vulnersbility th.an to change those related to suthoritarian condeseension
toward the disabled (Yerxa, 1978).

Elements of attitude-change theory included the following:

1. Only Yerxa (197%) defined the use of the term “attitude(s).”

2. All investigators suggested or specified the attitude component(s) of con-
cern: Naor snd Milgram (1880) and Wilson (1971) tackled all three com-
punents-—-cognitive, affective, and behavioral: Clore and Jeffrey (1972) also
explored the behavioral component. The majority of studies addressed pri-
marily the cognitive component, aithough a few included the affective com-
ponent. The affective component appeared to be the primary concern in
the studies by Hastorf et al. (1979) and Weinberg (1978).

3. All measures were appropriate for the component(s) of concern. Euse (1976)
provided no information on his choice of instrumentation, and Chafin and
Peipher (1979) did not describe theirs sufficiently for identification.

4. Yerxa (1971) used the functional theory of attitude change in the devel-

opment of her program; other studies did not identify or suggest the func-

tions of attitudes,

Yerxa (1978) alone considered the personality factors of subjects by using

siller's multidimensional theory of attitudes toward the physically disabled.

6. Attitude theory was applied to the development of attitude modifieation

techniques by Clore and Jeffrey (1972), Evans (1976), Hastorf et al. (1979),

and Yerxa (19750,

All studies applied some principles of attitude change in their techniques

but nnly Donaldson and Martinsor (1977), Euse (1976), Evans (1976), Guskin

-l
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Studies Reporting Statistically
Sigmificant Results 1

lore & Jeffrey (1972)

Evana (1976)

Guskin (1973)

Hastorf et al. (1979)

Lamir et al. (1876)

Naor & Milgram (19680)

Weinbery (1978)

Yerxa (197%) X

Studies Not Reporting
Chafin & Peipher (1979)
Donaldson & Martinson (197D
Euse (1976)

Hersh et al. (1977

Orlansky (1977)

Wilson (1971

Wikon & Alcorn (1869

N MM
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Note: Coliege students were the subjects of the studies.
*Nee Table 3.

*Cauld not be determined.

“Were not identified, but applied.

(1973), Hastorf et al. (1979), Weinberg (1978), and Yerxa (1978) specificd
the intended application of the principles.

The pattern of the application of the elements of attitude-change theury for
the studies reporting statistically signifieant or nonsignificant resulta (Table
5) is very much like that for the studies of regular classroom teschers, with
the exception of Yerxa: She was the only investigator to use all seven elements
in her research.

Community Groups

Membenrs of social and civie groups and the geners! public were the participants
in the four studies discussed in this section. The purposes, change techniques,
and reported successes for each are provided in Table 6.
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TABLE 6
Studies with Community Groups, Elementary and High School Students, and Related Professionals:

Purposes, Attitude-Change Procedures, and Reported Successes

with simulation in changing elementary school
students’ attitudes toward their handicapped
peers.

254

——
Success
Study Purpose of Study Technigue(s) Employed Reported®
Cuomminnidy Groxps
Alese (1Y) To enhance accepiance and understanding of re- Film depicting retarded individuals in productive
tarded individuals and to dispel damaging mis- setivity, in contrast to sterectyped images.
conceptions about them.
*© Paran (197D To determine the effectiveness of & series of tele-  Four 14-hour tclevision dramas employing men- X
vision programs on changing public attitudes to- tally retarded people as talented, and depicting
ward mentally retarded people. them in everyday situations.
Granufsky 1956 To determine inflvence of social contact as 2 Social interaction for & hours.
technique for modifying attitudes toward visibly
disabled persons and the relation of psychological
and situational variables.
Koch (1975 To cosrect misinformation about blind persons Role playing and group discussion. X
and to change view of blind as inferiar, helplens,
an dependent.
Elementnry Schind Studentn
Ballard ot u}. QYT To impruve the sucial atatus of mainstreamed ed- Dim-tmm‘ct.gmnpdhwumkm.mdslwedu- X
ucable mentally retarded children among nonre- tive participation.
tanded classmates.
Dahl et al. (19T%) To determine the effectiveness of experiences Disability simulstion. X



Jones et al. (1981)

 Lazar et al. (1971)

Rapler et al. (1972)
Sehoffers (1977)

Siperstein et al. (197D

Siperstein & Bak
(1960)

Westerveit &
McKinney (18%0)

To study the possible effects of » concentrated
program on young children’s perceptions of peo-
ple who have mental or physical handicaps.

To determine if grester understanding and ac-
ceptance of diszsbled wonld result from special in-
structional progrsm.

To determine effects of school-site integration of
orthopedically handienpped children.

To determine the effoctiveness of a 20-lesson unit
of study as a technique for improvement of chil-
dren's imowledge of and sttitudes toward blind-
ness.

To examine group discussions ss a factor affect-
ing children's attitudes towssd competent, nor-
mal-appearing children and incompetent,
abnormal-appearing children.

To improve the social seceptability of s blind
child by teaching sighted children about biind-
nesa and sccentuating a potential “redeeming vir-
tue” of 8 blind child’s scademic competence.

To evaluate the effects of a hrief film designed to
point out how the aspirations and interests of
handicapped child are similar to those of his or
her ponhandicapped ciasamates.

25
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Group diseussion,

Disability simulation, personal eontact in inter-
views, film, and group discussion.

Lecture, group discussion, and direct contset.

Direct contact.

Role playing disabling conditions, group discus-
sion plus sctive participation.

Group discussion.

Role playing, disability simulation, group discus-

Film showing handicapped children in wheel-
chairs participating in physical edueation and
classroom activities with nonhandieapped chil-
dren,

Conrtinved on rext page
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Table § Continned

Redated Propransesia
Felton (1975)

Sadlick & Penta 115975

procedures on feelings towand desf-blind persons.

To determine effects of personal and social inter-
actions with disabled persons.

To prumote attitude change toward quadriplegic
pensona.

reet contact during 6 1-hour sesajuns,

Information and professional training courses.

y Success
- Study Purpose of Study Technigne(s) employed Reported®
' Mgk Schoul Students
- Foender (1970) To differentiate effectiveness of various modes of  Persussive mesanges via TV, sudio-tape, and live
Friedman & Marsh To promote the integration of the blind students Five instructional periods taught in coeducational
- 9T into the social and educational fife of the school freshman health edueation, inchuding group dis-
by eliminating the mystery surrounding blind- cussion, disability simulation and sctive partici-
ness and the resouree program. pation with 8 braille writer.
 Randlers & Auatin To foster an swareness of the problems of h.-ndi- Group discussion, research reports, film, disabil-
(1980) caps and handicapped people and to foster & ity simulations, face-to-face contact by personal
mote positive and accepting attitude toward interview with a blind person.
handicapped people.
, Rusalem (1967) To ascertain effects of various attitude-change Group discussions, active participation, and di-

Face-to-face interactions with physieally disabled X

persons via a video-tape and group discussion.

sSuccens — statistically significant results
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Methadologically, the studies had some limitations, Alese (1973). Baran
(1977), and Granofsky (1956) reported adequste size samples, but Koch (1875)
prwvided no comparable data. In all four studie, sampling procedures were
nonrandomized and nonrepreventative.

Although the dencriptions of procerdures were fairly clear, they were not
sufficiently detailed for replication. except for Koch (1975), who spelled out
her procedures, Alese (1973) alone provided reliability data for his instru-
mentation; none provided validity data. More important, in all four reports
the content and development of the measures were inadequately described.
Nevertheless, three of the four studies displayed one major strength: the use
of mare than one instrument to sssess attitude change’(Alese, 1973; Granofsky,
1956; Koch, 1975). Koch also assessed the longterm effects of the treatment
used.

The results of the film presentation in Alese's study and of soc.«l contact in
Granofsky'~ investigation revealed no significant changes in sttitude; neither
was any relation extablished between various personalitv and background
factors and attitudes. In the Koch study the tendency to view blind persons
as helplexs, inferior, and dependent was significantly reduced by role playing
and group discussion, but not to the the extent expected. Baran (1977) found
the respondents who viewed four 1 172-hour dramas about mentally retarded
peaple 1o be significantly more positive in their attitudes toward mental re-
tardation than respondents in the nonviewing conditions.

Elements of attitude-change theory included the following:

1. The term “attitudests)™ was not defined.

2. The components of attitude were specified or suggested in all four inves-
tigations: they were primarily eognitive and or affective,

3. Appropriate measurements were employed for the component(s) in all four
studies,

i. The functionts) of the attitude(si were not identified.

o, Only Granofsky (1956) considered personality factors.

6. Only Koch (1975) provided a theoretical basis for her approach to the at-
tUtude-change provess,

7. Barua (1977) spearfically stated his principles but Koch did not identify hers
as such,

Elementary School Students

In the 10 studies in this classification, the populations were students in grades
36 from predominantly white middle-class backgrounds. The purposes, atti-
tude change procedures, and reported suceesses are provided in Tuble 6. Sev-
cral methodalogical problems were evident. The sample sizes were adequate
in all studiex but that of Lazar, Gensley, and Orpet (1971). Samples were
poorly deseribed and nonrandomized in the studies reported by Dahl et al.
19N, Lazar ot al. (197h, Rapier, Adelson, Carey, and Croke (1972). and
Seheffers (4977), The rest of the studies were adequately deseribed and sub-

Jeets were randomiy selected or randomly assigned to treatments, Pretreat-
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ment measures were used by Gottlieb (1980), Jones et al. (188]1), Scheffers
(197T7), and Westervelt and McKinney (1980). Longterm effects were measured
by Ballard et al. (1977) and Westervelt and McKinney (1980). Because the
majority of the samples were white, middle-class students, they cannot be
accepted as representative.

The descriptions of the attitude modification techniques or treatments ap-
plied were fairly clear, but not sufficiently so for replication. Reliability and
validity data were not peovided for the instruments in any study, even for the
Attitude Toward Disabled Pervons Scale (ATDP), which is widely used. The
majority of the investigators developed their own instrumenta. Their content
was described but not the development and evaluation procedures. The gen-
eralizability of the resuits and conclusions of these studies, therefore, should
be viewed with caution.

Although Lazar et al. (1971) used lecture, group discussion, and direct con-
tact, and Rapier et al. (1972) used only direct contact, both studies yielded
significant increases in positive attitudes. Interestingly, the ATDP was found
to be sufficient to detect shifts in the attitudes of the gifted group in the Lazar
et al. study. Some sexual differences were noted in the population used by
Rapier et al.; that is, the definite attitude differences between boys and girls
found prior to integration diminished afterwards. Age and maturity appeared
to be influential in that older children expressed more realistic attitudes than
did the younger ones.

Participation in cooperative sctivities with educable mentally retarded chil-
dren resulted in increased social acceptance by nonhandicapped peers who did
or did not directly participate in the treatment (Ballard et al., 1977). Disability
simulation was more effective in changing attitudes toward physically disabled
persons than toward persons with other handicapping conditions (Dahl et al.,
1978). The information influence of group discusaion on attitude change was
supported in the study by Gottlieb (1980), Significant positive changes in
children's perceptions of handicapped people resuited from the combined use
of disability simulation, interviews, fiima, and discussions (Jones et al., 1881,.

Competent, normal-appearing children were found to be more attractive
than incompetent, abnormal-appearing children (Siperstein et al, 1877). How-
ever, when a similar technique was used to portray a blind child on video- and
audiotapes and in group discussions as competent and incompetent, the par-
ticipants developed better feelings for blind children but were less inclined to
engagte in activitiea with them than were the students not given the instruction.
It was suggested that participation may have increased individual awareness
of the limitations of blindness.

Although no evidence was found of widespread rejection of physically hand-
ivapped children, participants tended to be attracted to wheelchair-bound chil-
dren more than to children on crutches and braces (Jones et al., 1881).

Elements of attitude-change theory included the following:

1. The term “attitude(x)" was not defined.

2. The components of attitudes of eoncern were cognitive and/or affective,
1. The mreasurements were appropriate to the components,

§. The functions of attitude were not indicated.
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§. No consideration was given to the persanality factors of the subjects except
for Ballard et al. (1977).

8. Indications of the application of attitude theory to the development of the
treatment were found in four studies (Ballard et al., 1977; Gottiieb, 1880;
Siperstein & Bak, 19080; Siperstein et al., 1877

1. Attitude-change principles were applied but not identified as such in most
of the studies except for Ballard et al. (1977), Gottlieb (1980), Siperstein
and Bak (1980), and Siperstein et al. (1977).

The pattern of the application of the elements of attitude-change theory is
shown in Table 7.

High School Students

Forader (1970) and Rusalem (1967) respectively investigated attitude change
procedures invelving physically disabled and deaf-blind persons with high school
students. Friedman and Marsh (1972) attempted to improve attitudes toward
blind students. Handlers and Austin (1980) were concerned with genernl dis-
abilitien, The purpases of the four studies and the attitude-change procedures
used are shown in Table 6.

In each study the sample sizes were adequate but the subjects were not
well described in the reports. Forader used stratified random sampling to
as#ign his subjects to treatments, whereas Rusalem used pretesting to identify
high- and low-scoring groups. The treatments were fairly well described by
Rusalem. inadequately by Forader. The samples in Friedman and Marsh (1972)
and Handlers and Austin (1880) were nonrandomized and did not inelude con-
trol groups.

Rusalem employed three types of data collection: (a) observation of the
students during sessions, (b) changes in scores on attitude measures, and {¢)
follow-up and self-reporta, which greatly increased the strength of his inves-
tigation. Unfortunately, no reliability or validity data were provided for the
instrumentation in the studies, and Rusalem did not deseribe his test devel-
opment. Forader used formal measures: the Attitude Toward Disabled Persons
Scale and the Marlowe-Crowne Social Desirability Scale. The Attitude Toward
Blindness Scale was used by Friedman and Marsh (1972). Handlers and Austin
(1981 used teacher-made questions for students to self-evaluate their attitude
changes,

Regardless of the mode of instruction, no difference in attitudes was found
in the subjects of Forader's study who were exposed to persuasive commu-
nication, and no difference was evident 2 weeks after the expesure. In the
Rusglem study, the attitudes of the students who, privr to treatment, had
been assigned to the low-scoring group changed significantly after the six 1-
hour sessions, but the identified high-scoring group changed only slightly in
attitude. This result suggests that the ceiling of the instrumentation may have
been too low to detect changes in the high-scoring group. Both Friedman and
Marsh (1972) and Handlers and Austin (1980) reported positive reactions to
their instructional programs. However, deficits in their research design ne-
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censitate limited acceptance of their concluslons,
Elements of attitude-change theory included the following:

1. The term “attitude(s)” waa not defined,

2 Theuumwmdmmmbmm“mmwm&m“

8. The measurements empioyed in three of the studies were
the components; that in the fourth (Handlers & Austin, lﬁﬂ)mu!dnotbe
determined.

4. The function(s) of “attitude(s;” were not specified.

5. Some considerstion for the personality factars of the subjects was shown
by Rusalem.

6. No theory of attitude change was suggested.

7. Attitude-change principies were applied by all investigators but were not
identified as such.

The pattern of the application of the elements of attitude-change theory is
shown in Table 7.

Reinted Professionals

Two studies were found which involved persons in this category (Table 6).
Felton's (1975) sample of health care workers was very small, nonrandomized,
nunrepresentative, and not fully deseribed in the report. The treatment used
was described so0 inadequately that replication would be impossible,

Sadlick and Penta’s (18756) sample was adequate in size and the subjects
were randomly selected. The inadequate description of the sample, however,
raises questions about the representativeness of the study sample. The de-
velopment of the instrumentation was described, but neither the Feiton nor
the Sadlick and Penta study provided reliability or validity dsta for its in-
strumentation.

According to Sadlick and Penta, their results indicate an increase in positive
attitudes toward physically disabled persons after direct contact and viewing
ammdcsmmuymwmmmmmmmnm
nurses’ interactions with quadriplegic patie-ts for a 10-week period appeared
to greatly increase the longterm effects of the positive attitude change. The
weneralizability of both studies must be viewed with reservation.

Elements of attitude-change theory included the following:

1. Sadlick and Penta (1975) were among the few investigators to define their
use of the term “attitude(s).”

2. The use of attitude components of concern was specified by both Felton

(19751 and Sadlick and Penta.

Measures appropriate to the components were employed in both studies.

The function of “attitude(s)” was not addressed.

No consideration was given to the personality factors of the subjects.

The use of attitude-change theory was specified by Sadlick and Penta.

In both studies, attitude-change principles were intentionslly applied.

-0 L e
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The pattern of the application of the elements of attitude-change theory is
shown in Table 7.

TABLE 7
Application of Elements of Theory to Attitude Change Studies by
Significance of Results
Study Elententa of Thevry
Stadies. Reporting Statistically
Significant Results 1 2 3 'l 5 6 7
Ballard et al. VT X X X X X
Baran (1971 X X X
Dabl et al. (197 X X X
Geotthied (198 X X X X
Junes et ul. (198]) X X
Koch (1475 X X X X
Lazar et al. (1971) X X X
Rapier et al. Q972) X X Xr
Sadlick & Penta (1977 X X X X
Siperstein & Bak (19w X X X X
Siperstein ot al. (1977) X X X X
Wentervelt & MeKinney (1480 X X X«
Studies Nt Reporting
Mtatistically Significant Rensuits
Alese (19741 X X *-
Felton (1470 X X
Forader (197w X X t ¢
Friedman & Mursh (1972 X b
Giranofsky (149567 X X X
Haundlers & Austin (1480 b .
Rusalem (1987 X X X X
Scheffers (19T7) X X X

Note Community groups, elementary snd high schind students, and related profes-
sttusls were the subjects of these studies,
“Ser iable 3.
« o add not be determined,
w.re nt identified, but applied.

SUMMARY ANALYSIS

The various approaches to the modification of attitudes of nondisabled to-
ward disabled persons have been used with different populations with appar-
ently equal effectiveness. When similar techniques were applied to the different
disability groups, the applications yielded discouraging and contradictory find-
ings. Both positive and negative attitudinal changes, in addition to numerous
reports of nonsignificant changes, resulted from interactions with disabled
persons as well us fron: the provision of educational and general information.

Several studies reported nonsignificant differences in attitudes between
subjects who received treatmenta and those who did not. The mode of pre-
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sentation—live, videotaped, audiotaped, simulated, role-played, or chserved
experiences with disabled persons or disabling conditions—did not produce
any significant differences in the amount of attitude change. Furthermore,
numerous methodulogical deficiencies in most studies reduced their general-
zabiity.

Although significant increases in positive attitudes were minimal in most
studies and rarely included longterm effects, a few investigators reported more
success than others. These successes are worthy of examination for clues to
the reason(s) for the variability in effectiveness. Analysis of the studies re-
pmhtgmwggesuapo&dﬂenhtiontoomwmofmmhwing
factors: (a) the extent of the use of the seven elements extrapolated from
attitude-change theory andior research, (b) the attitude-change technique(s)
emplved, (c) the type of assessment used to detect the shifts in attitude, and
(d) the presence of general methodological requirements. It may also be helpful
to determine whether successes with some subject populations were more
frequent than with others, or whether successes may be related to the disability
population of concern.

Twenty-five of the 47 attit: de-change studies reviewed reported statistically
significant increases in positive attitudes following treatment (Ballard et al.,
1977: Paran, 1977; Brooks & Bransford, 1971; Carison & Potter, 1972; Clore
& Jeifrey. 1972, Dahl et al., 1978; Evans, 1976; Glass & Meckler, 1972 Gottlieb,
1980; Guskin, 1973; Haring et al., 1958; Hastorf et al., 1979; Jones et al., 1981;
Koch, 1975: Lazar et al.. 1971; Naor & Milgram, 1980; Rapier et al., 1872
sadlick & Penta, 1975; Siperstein & Bak, 1980; Siperstein et al., 1977; Skrtic,
1977: Weinbery, 1978; Westervelt & MceKinney, 1980: Yates, 1973 Yerxa,
197%). (The report by Daniels | 1976] was not analyzed because it did not eontain
sufficient information.) Most of these investigators sought attitude change
through the cognitive componen: ; thus they based their approaches upon the
notion that increasing knowledge abat disabled persons would bring about
chang - in the affective component and would result in the desired attitudinal
changes, In some cases, the investigators expected the attitudinal changes to
be reflected in overt behavion.,

The extent of the applieation of the seven elements extrapolated from at-
titude-change theory andior research varied across the studies from two to
seven, although three or more elements were identified in most of them (Table
R). It was possible to determine the component(s) of attitudes of concern
telement 2) in all studies, vither through inference or specific reference, and
the appropriateness of the instrumentation (element 3) to measure the com-
ponent(s) of concern in 42 studies. In the reports of 40 studies it was possible
to identify attitude-change principles (element 7) in the treatments applied;
unfortunately. few of the investigators clearly specified their intent to apply
the principles so their application may have been coincidental.

Recause teachers and administrators, college students, and elementary and
sovondary students were the populations investigated in 41 of the 47 studies
that were analyvzed. most of the change techniques used by the investigators
were related to educations) situations, The most frequeatly employed tech-
niques were direct contact in educational settings and yroup discussion via
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TABLE 8
Applications of Combination of Elements of Theory to Attitude Change
Studies by Significance of Results

e — "
Studies Studies Not
Reporting Reporting
Statistically Statistically
Significant Significant

Combination of Elements® Results Resunits

1,28 45,6,7 1

1.2,3,6,7 : 1

3, 23,17 1 1

2,356,717 1

2367 ]

2,357 1

235 1

2,317 12 14

23 3

2,7 2

Note: In most studies, the application of factor T was not identified, hence it cannot be
determined whether the applications were intentional or coincidental.
*See Table 3.

lecture-discussion formats followed by role-playing and face-to-face contact
through media.

The instrumerntation did not seem to have any major effect in the detection
of shifts in attitudes; several types were used singly or in combination to an
equal dexree acroas studies. Those used more frequently were investigator-
developed guistionasires and attitude scales, semantic differential sciles, and
the Attitude Toward Disabled Persons Scale; those used to a somewhat lesser
degree were interviews, behavior observations, and the Minnesota Teacher
Attitude Inventory.

There is nn indicat'on that the successes reported in the 25 studies were
relaced to the populations studied: Seven of the more suceessful studies used
population: of regular classroom teachers; six used college students, nine used
children, one used 8 community group, and one used nurses. All the subjects
appesrsd to be comparable in their responses to the various treatments. No
evidence was found that the amount of attitude change was related to a specific
disebility group.

The reports revealed numerous metho . lological deficiencies: insufficient de-
scriptions of procedures for adequ .te replication; absence of reliability and
validity data for the instrumentat on; poor sampling procedures; poorly de-
scribed subjects; and inadequately described content and development of in-
strumentation. Because the stren.ith of the research design is eritical to the
degree to which the results can ' e accepted, the findings can only be char-
acterized as contaminated. Unfortunately, this contamination makes it im-
posaible to identify or even suggest with any degree of certainty that success
is related to the application of the change elements identified. Any hypothesis
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of the reason for the variability in the successes reported by the investigators
would be inappropriate and presumptuous.

Nevertheless, it is possible to identify those investigators whose method-
oloty wus somewhat stronger and to specify the presence of certain change
elements. These studies can be viewed with less caution and with a greater
degree of cunfidence. Some of the better designed studi »s were those by Clore
and Jeffrey (1972), Gottlieb (1980), Haring et al., (195K). Hastorf et al. (1980),
and Yerxa (197%). In each of these studies random sampling, descriptions of
the development and content of the instrumentation, and fairly adequate de-
scriptions of the procedures are present. Clore and Jeffrey also included follow-
up measures to assess the longterm effects of the treatment.

The methodolugical and theoretical change elements are juxtaposed in Table
9. The studies in which four or more chunge elements could be identified displuy
fewer methodologrical deficiencies than those in which only three elementx were
identified. In the three studies with the fewest methodological problems, four
change elements were identified for Clore and Jeffrey. Gottlieb, Haring et al.,
Hastorf et al., Siperstein, and Bak, Siperstein et al., and Weinberg (1978).
and seven were identified for Yerxa. Yet only Clore and Jeffrey satisfied all
four methodological criteria. The change techniques employed in these eight
stuedies included disability simulation, vicarious role playing, lecture/discus-
sion, shared active participation with discussion, face-to-face cortact through
media, and direct contact in edueational settings. Clore ana Jeffrey, Hastorf
et al.. Nuor and Milgran, Weinberg, and Yerxa studied attitude change in
college student populations; Haring et al. in regular classroom teachers; and
the remamning seven investigators focused on elementary school students (Bal-
fard ot al.. Duhl et al., Guttlieh: Jones ¢t al.. Siperstein & Bak, Siperstein et
al.. and Westervelt & MceKinney). Weinbery investigated the influences of
aptima: contact conditions in two separate experiments: one with elementary
school students and the other with college students. Successful resuits were
obtained only with the college students.

It i~ not pessible to attribtite unsuccessful results to any single factor. Whether
the fuilure to achieve satisfactory results is the fault of poor methodology.
futlurme to use clements of attitude-change theory, or some unknown factor
eannot he substantiated: too many other variables are involved. The combi-
nation of the copfusion created by poorly described studies, suspect method-
ooy, andd lack of specifie indication of intent to apply principles of attitude
chismge does not permit conclusions about the influence of the elements on the
outeome. [t is possible that studies entailing more elements tend to have better
methodology.

Although we cannot be confident of the general findings of most of the
research, and there is a eritical need for improvements in the methodology of
moat ~tudies, the elements found in the better designed studies do provide
~ome information that may suggest which factors should be present in order
t develop more effective attitude-change programs. Nevertheless, only after
more well-desimed research is completed can we be reasonably certain of the
edement s that contribute to the variability in effectiveness. At the very least,
we should eomsider and apply what can be gleaned from theories of attitude
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§
E

Assignment to Treatment

Ballard ¢ al (197D

Baran (197D

Brooks and Bransford
{197

Carlson and Potter (1972)

Clore and Jeffrey (1872)

Dshi et al. (1978)

Evans (1976)

Glass and Meckler (1972)

Gottlieb (1980)

Guskin (1973) (an
evaiuation report vx.
research report)

Haring et al. (1958

Hastorf et al. (1979)

Jonexs et al. (1881)

Koch (1975

Lazar et al. (1976)

Naor & Milgram (1880)

Rapier et al. (1972)

SRadlick and Penta (1975)

Siperatein & Bak (1880)

Siperstein et al. (1977

Skrtic {1977 (dissertation
abutract)

Weinberg (197T%)

Westervelt & McKinney
(1990}

Yates (1973)

Yerxa (1478)

23,587
23,7
£33

23,7
2367
23.7
2.3.6,7
237"
23.6.7
23,7

1.23.7
236.7
23,7
2.4.6,7
237
23,7
23,7
1.2,3,6,7
23867
2,3,6,7
2367

2,367
23.7"

237
1.2.3.4.5,6,7

» | Randomized Sample and/or

Mo MM

X

» | Follow-up Measure

Note: Evaluations are made solely upon availability of methodologies] information in
this report of the study

g
.

*Principles of attitude change applied, bust not identified.

*{'nable (o determine.
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change and/or aititude research in our future attempis to modify attitudes
toward disabled individuals.

RETROSPECT AND PROSPECT

The examination of the literature on techniques of modifying attitudes toward
disabled persons revealed numerous deficiencies in methodoiogy and, in most
cases, the lack of a systematic spplication of attitude theory and principies of
attitude change to the development of the treatments. Nevertheless, with
wmamwmdmmm.mmwmd
the magnitude of the task of developing and validating strategies of attitude
change for diverse objectives and populations, it is appropriate—indeed nec-
essary—tu araw from extant work.

Despite the discouraging outcomes of the analysis of the studies reviewed,
hispmﬂbhweatmgomh{mﬁonmmmhewwthedem
opment of future research in this ares. Aithough it is impossible to disregard
the methodological deficiencies in the studies, several recurring factors were
appavent. It has been established that there were no significant differences
in the amount of attitude change based upon the technique employed; however,
examination of the presence or absence of these factors tentatively suggests
eriteria for future research. Of course, we must recognize that the basis for
the suggestions will be refined a1 1 strengthened in some instances and refuted
in others.

The effectiveness of future research could no doubt be greatly improved if
researchers would employ the following guidelines—some obvicus and others
less s0—in the development and implementation of studies designed to modify
attitudes toward disabled individuals. Persons researching and writing in this
ares, therefore, should attend to the following:

1. Clearly define the disability group of concern.

2. Provide an operstional definition of the term “sttitudes™ for the context
in which it is to be used.

3. Develop the treatment using principles and theories of attitude change
which seem to be the most appropriate to objectives, and describe the
principles and theories thoroughly.

1. Select instrumentation that will messure the specific component(s) of at-

titudes being examined.

Provide reliability and validity dats for all instrumentation, and describe

the development and content of investigator-developed instruments.

6. Use multidimensional measures to assess sttitude change, including be-
havioral and (where possible) physiological as well as verbal measures.

7. Use posttreatment as well as pretreatment measures and include proce-
dures to determine longterm effects of the treatment. (Pretreatment mes-
aures may be eliminated with a randomized snd representative sample.)

8. Use samples that are randomized and representative, and clearly describe
the subjects.

9. Examine situational variables which may provide information on the pos-
sible function of the sttitudes and personality characteristics that may

pl
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influence the persuasibility of the subjects, and use this informsation when
10. Determine whether a relation between verbal expression of attitudes and
overt behaviors resulted from the treatment.
11. Validate the treatment in the complex reality of the public schools, rather
than only in iaboratary settings,

Despite limitations, extant literature on «ttitude theory and research has
much to commend it with respect to conceptualizing the nature of attitudes,
the techniques for modifying them, and their measurement. It can facilitate
our understanding of how attitudes in special education context develop and
the functions they serve, and it can suggest strategies for attitude change.

The necessity for testing principles and theories in special edueation contexts
a4 a prelude to decisions about their value for our special edueation purposes

must be recognized. Inasmuch as there appears to be no comprehensive theory
which can be used for such purposes, we can draw from existing literature
that which seems most appropriate and immediately useful.
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