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Lo "Apsfract

The—three—majop—purposesmoﬁithis;study_wene:

1. ‘
To 1nvest1gate the” bel1efs, va]ues and classroom
management ‘techniques of fourth year educat1on students
at the University of Aberta .

-

2. To exp]ore those factors which d1fferent1ate
" humanistically-oriented: teachers from more.
tradditionally-oriented teachers.
! “. .
3. To identify differences between students in the various
teaching programs as to their prOJected c]assroom '
practices. : .

The subjects‘consisted of'seventy randomly selected

fourth year education students from the Un1vers1ty of

Alberta. There were f1fty two females and e1ghteen males

-TWenty—f1ve were in the secondary program, thirty-two-were

in the e]ementary program, four in the vocat1onal program
ahd n1ne were in spec1al eduCat1on '

After an investigation “of ava1]able value and attitude
inventories, it was conc]uded that none addressed the
essent1a1 components of humanistic educat1on A

quest1onna1re which surveyed f1ve general areas was
[ M

: deve]oped. These areas included: demograph1c variables, and

. affective bachround or history of affect1ve‘exper1ences;

educationa] values and,attitudes as they related to
humanistic concepts, potential classroom'management

techniques and exposure to;humanistic concepts and

. . e y . . t
. experiences at the university level. Thé questionnaire wasg

‘designed to explore the oossible relationships between

student educational andlﬁome.experienCes and their

perceptions of and attitudes towards affective education.



The .data suggested that respondents.perceived

;___TJthemSelves_as_highly%self;awate_andiyiduals who_were in
control of their thoughts and. feelings most of the time.
- However, the equiQoqatﬁonjexpressed on some of the items .
.';suggested'that reSpondents werejless selfrawahe than they
perce1ved themse]ves to be ' :L |

Results suggested sympathy for the goals and values of
the hqmanjst1c'model of education. The equ1vocat1on
expressed‘on items dealing with the philosephical and
theoretical underpinnings of the;mddel suggested an
inte]lectual accepptance which was not integrated with or

rbased“uponjpersonal experience. . ‘

A number of imp]ications for the teacher education
emehged as a result of the exnressed preference for
humanistic techntques Because the humanistic model attends
to affect1ve as well as cogn1t1ve deve]opment future
teachers require more experientially based 1earn1ng ;n
'dea11ng with the recogn1t1on and expression of feel1ngs

7 Facilitative or human1st1c teachers need to be aware of
'the,1mpact their behavior has upon students Consequently,
more courses which emphasize or encourage self-reflection '
and self-awareness ‘are recommended.

Future research'couldwinvestigate the re]ationshibs

' between selffawareness and the development of facilitative
or humanistic teachin? styles. Litt]e.empirical
;:investigation of this area_has been carried out.‘chussing

upon’ this relationship is impdrtant if the preference for

vi



huménistic teaching is to be developed into a meaningful

[»)

integration of theory and experience which will produce more

effective humanistic teachers.
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1. BACKGROUND TD THE PROBLEM: WHY HUMANISTIC EDUCATION?
The overriding purpose of any educational system is the
devefopment of productive citizens in order to ensure the

‘survival of that society (Peters, 1970; Postman &

We1ngartner,;1969T—Rogé$37_1969T—Toff1er, 1970:—Valett;
1977). The development of "productive citizens" has
increasingly. been assigned to the public educational system
by wesfern sdciety. e : \

There is lfttle doubt that both our society and

~ educational system are facing a period of confusian, g
technological growth and changing needs (Postman & ‘
Weingartmer 1969; Toffler, 1980). Valett (1977) suggests
that it {s important for contemporary education‘to‘adapf in
uérder-to meet fhe changing social needs resu]ting’from'rapid
,techno}ogicé] growth. | - | ]
One educational alternative whjch may meet the changing

‘needs of society is the adoption of a humanistic orientation

to education. 3
There are afs 1easf three important reasons why an
exp]oratibn of educational a]ternatives is necessaryf

*1. Rapid technological growth and a movement to a
post-industrial era (Toffler, 1980). '

2. New research in brain functioning which has
implications for altering conceptions of human
intelligence (Ornstein & Galin, 1977). '

3. More inclusive definitions of human learning which
emphasize the affective component (Brown; Phillips &
Shapiro, 1976; Weinstein & Fantini, 1977; Rogers, '1976).
The remainder of this chapter outlines the relevance of
humanistic education to each of tHe above areas.



A. Introductory Overview
The purpose of this study was to explore the following:

1. Are the potential teaching prac.ices of final-year
education students relatively humanistic?

2. What are the attitudes, beliefs and educat1ona1

va]ues of these—future—-teachers?
3. Are certa1n personal attitudes and values and
‘experiences necessary for teachers to implement a
human1st1c orientation 'in the classroom?

4. Do studénts in the various teach1ng programs differ
in their value orientation to teaching and education?

Chapter One examines three reasons -why it is importaﬁt
to look at'a]ternative value orientationé to schooling with
particular emphasis on the humanistic orientation. The
discussion js intended to facilitate an understanding of the
assumptidns upon wﬁich currént éducational practices are
based and the feasibility of thé\humanistiptépproach to
schooling." 4

Chapter ‘Two begins with a review of the emergence of
third-force or humanistic psychology and examines the ma jor.
concepts of this branch of psychology.vThé discussion then.'
moves to an examination oﬁbhumanistic educatign literature,
with particutan attention to three major theorists who have
had an impact on humanistic education.

The remainihg three chapters deal with the method,

‘results, and discussion of the results, respectively.



B. Industrial and Post-Industrial Education |
Toffler (1970) notes that -in a stagnant pre-industrial \
society, the past, present and future are all - the same in '

that "the past crept forward into the present and Eepeated

— itself—in—the—future’ (p.—399). Since there is_little change
| within that society, a formal educational system-is.
uﬁneéessary and thus parents and family can pass on the
skills, knowledge and values'necessaﬁy to pr%pare their
children-for'prodﬁctiVe membership. / |
He notes that industrialization changed both society
ahd, ultimately, educatioh in a very profound way.
Political, economic and value upheavals resulted in a new ' \\
society in which the preéent was and is very different from
the past. 01d method; of‘educating and.preparﬁng children
were nb‘longer app?opriate,’as the new agé nequired‘a new
. type qf person wHo bou]d function within a bureaucratic
‘structure. |
As more people mbvéd from the farm.to the city and
’ becéme eConomically dependent on the factory, it was
importan&-to have people who were ‘equipped to survive in -the
industrial environment. Mass education tbok over the task of
preparing individua]élwho could work at repetitiVe tasks, |
take orders‘from authobityvfigures, and»above a}ﬁ, functioh
according to the c]oék ., rather than the sun and the moon
(Toffler, 1970). - N
| .In many ways, the school became a mirror.of_thé socia1

environmentwrlhe structure of the system, (i.e{'bellé, desKs

Y
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in rows, authoritarian hierérchy and .grades) taught‘implicit
lessons referred fo by Toffler (1980)as the "covert
curriculum". "It consisted--and still does in most
industrialized nations--of three courses: one in

punctuality, one in obedience and one in rote repetitive

work" (p. 29). Toffler suggests that "the whole idea of
éssembling-masses of students (raw métefiai) to be processed:
by teachers (workérs) in a cehtrally located school
(factor&) was a stroke of industrial genius” (p. 400).

Rapid technological and scientific advances, especially
| during the past fifty years have chénged society as -

fundamentally as did industrialization énd urbanization. The ,

b

wor id of todgy,‘however, is as radically differént from the
industrial wor]d as the iﬁdustria] wor 1d was from .
prefindustrial society. | . . ’
‘The educational system of today needs to be difféFéHt- '
£rom thé educational system of the industrial era (Valett,
1977) if iilﬁopes to 'accommodate current technblqgicai‘and
sociaT_Changés. However, in spite of attempted ianovation
and change, western educational systems are still preparing
individuals for an industrialized sociéty which no longer
exists (Leonard, 1968; Toffler, .1970; Toffler, 1980). For
e?ample, there are stil]‘rogs of desksflbelis; a o
‘bureaucpatic hierarchy in which studeﬁts are at the.bottdm,,r
teacﬁers in authoritarian roiFs, grades and mabks,-a f’ :
pass-fail system, ]ectufe'style as the brimary mode of

instruction and an emphasis on. the acquisition of cognitive



"skills and rote memory.

Because rap1d scientific and technolog1ca1 advances
have made the future unpredictable (Toffler, 1980), it seems
unwtse to attempt to prepare students for a new and

___uncertain_world by re1y1ng upon trad1t1ona1 educat1ona1

pract1ces |
One way to prepare individuals for an uncerta1n future
is to sh1ft the emphas1s from Know]edge and acqu1s1t1on to
educating for choice;, change and er1t1qal reason1ng
(Leonard, 1968; Peters, 1870; Toffler, 1980;vVaTett,'1977).

- In order to make critical choices, it is important to
be aware of one's own beliefs, fee11ngs and values (Rogers,
'1976. Peters, 1970). This awareness enab]es a person to make

ehotces that are best for. the individual. |
S1nce there are fewer traditional roles to sl1p into
that def1ne one's place or position within soc1ety, 1t falls
upon each individual to define his/her role. How can a
- person be equipped to make such decisions‘without an
awareness df his/her own values, be]iefs; attitudes,
feelings, 1nd1v1dua] needs and personal wor 1d- v1ew7
Cogn1t1ve development, mastery of 1nformat1on and
skills cannot prov1de this type of awareness, but perhaps
the hqmanistic approach w1th its emphas1s on affective "
deVe]opment in conjunction with cogn1t1ve and phys1ca1

S

development can begin to do sO.
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C New Research Flnd1ngs 1n HFm1spher1c Spec1a11zat1on

# ' New research f1nd1ngs on bra1h funot1on1ng, N

part1cu1arly in the ared 'of hem1spher1c spec”%l1zat1on may

L]

have 1mp]1cat1ons for the cogn1t1ve processes wh1ch are,

anaiytical ratioha1'thinking) constitute 1nte1]igence. This

emphas1zed and for the subJect areas stud1ed w1thyn the-‘

educat1onal systems.

) At present, those cognitive ab111t1es wh1ch are

B} 2

'pr1mar11y considered to be left hem1spher1c processes are -

!.

emphasized, and those ‘abilities wh1ch are deemed right
hemispheric processes are considered to be frills or extras
(Ornstein & Gatin 1977; We1nste1n & Fantini, 1975)
Research in hemispheric spec1al1zat1on may chal]enge
the;not1on that left hemispheric processes (11hear'verba],

e

challenge may in time effect wh1ch sUbJect areas are to be

Aemphas1zed within the school systems

Robert Ornstein (1977) eXp1a1ns hem1spher1c
spec1al1zat1on 1n the follow1ng way:

The cerebral cortex of the brain is d1vQﬁed into

two hemispheres, joined by a large bundle of
interconnecting fibers called the corpus

collosum.” The left side of the body.is mainly _
controlied by the right side of the cortex, and the
right side of the body by the left side of the
cortex. When we speax of Jeft in ordinary speech,
we are referring to .hat side of the body, . and to s
the Plght hemisphere ~* the brain.

: Both the structurc and the function of these

two "half-brains” in scome part underlie the two - .
modes of consciousness which simultaneously coexist °
within each one of us. A: :fough each hemisphere
shares .the potential for many functions, and both’
-sides participate in most activities, in the normal.
person the two hemispheres tend to specialize. The
left hemisphere (connected to the right side of the
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body) is.predominantly involved with analytic,
logical thinking, especially in verbal and
mathematical functions. Its mode of operation is
primarily linear. This hemisphere sgemg/to process
information sequentially. This mode of operation of
necessity must underlie logical thought, since
logic depends on sequence and order. Language and
mathematics, both left-hemisphere activities, also
depend predominantly on linear time. '

If the left hemisphere is specialized for .
analysis, the right hemisphere (again, remember,
connected to the left side of the body) seems ‘
specialized for holistic mentation. Its language
ability is quite limited. This hemisphere is
primarily responsible .for our orientation in space,
artistic endeavor, crafts, body image, recognition
of faces. It processes information more diffusely
than does the left hemisphere,’ and its :
responsibilities demand a ready' integration of many

~inputs at once. If the left hemispliere can be '
“termed predominantly andlytic and sequential in its
. operation, then the right hemisphere Ss more
_holistic and.relational, and more simultaneous in
'its mode of operation. (ppi 67, 68)
Neurological evidence has been accumulating which °
supports the concept of hemispheric specialization. However,

much 6f the evidence Has come from individqais who are
-brgin-démaged or Who§e<¢qrpus coliosum haﬁgbeen sUrgically
.split, | : B | '
~Galin (1977) and,Gazzéniga ({973) have indicated that
Qbséév&tibns Qf'"split'brain" indivi?uaﬂs reinforces the
notion that each of thé hemispheres.of thevbraih‘has |
fspecialized functions.in thaf eachvhemisﬁhere appears to
TfunCtibn'indépendehtly-when_the corpus collosum is-severed.
Dbnstein%?nd,Galin (1977) attempted to extend these
studies to include normal people. The'aim was to.discoveﬁ if
normal pedﬁ]e engaged in ofdjhary cognitive tasks_would make

use of lateral specia]izatibn~and if so-what was the nature
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" of that specialization? They hypothesized \that by recording -
"the EEG of both hemispheres of a normal t:d}yidual.working

.-at a cognitive task, they expected“to see signs of selectivet
activatioh and suppresston of the hemispheres.

It was fouhd_that while individuals-performed the =

. verbal task of writtng a letter (supposedly a left .

~
——

hemisphere task), there was a 1arge~amount of, EEG activity
of the Teft hemisphere and much less over the right. The
opposite occurred when they were asked to perform the task
of arrang1ng a set of coloured blocks to match a g1ven»
pattern (presumably a right hem1sphere task)

They 1nterpreted this to mean that,hfor certain types
of cognitiVe tasks, one’hemisbhere is activated while the.
‘~other is relatively supressed ‘

In conclusion, Ornstein and Galin¢t1977) indicate a *~
nhmber of possible imp]ications that theirwresearch-could
have for def1n1t1ons of intelligence and education.

‘Ga11n and Ornstein (1977) state that

. . An 1nd1v1dual,s’preferred cogn1tive style may--

. facilitate his learning of one type of subject '
matter, e.g., spatial-relational and hamper another -
type, e.qg., verbal analytic. A student’'s difficulty
with one part of the curriculum may arise from his
inability to charige to the cognitive mode
_appropriate to the work he is doing. (p. 64, 65)

‘ The major: 1mpllcat1on is a recogn1t1on of the
importance of both modes of brain funct1on1ng in
understand1ng and exper1enc1ng the world. A human1st1c'
or1entat1on to educat1on attempts to do th1s by emphas1z1ng

a wholistic approach_to human learning rather -than an almost

. ' . N



exclusively coghitive ‘approach. Equal attention is given to

the role of cognition, sensation anq affect in human

[

learning.

Although there are programs which emphasize the right

-

~hemispheric functioning (i.e. art, drama, music) they are

still considered secondary to those associated with left
hem1spher1c funct1on1ng (mathemat1cs and 1anguage arts).

It 1s interesting to note that in trad1t1ona1 ﬂ'
literature on neurophysiology" and neuropsychology, the left
hem1sphere is labelled major, wh11e the right hem1sphere is

-

<labe11ed minor.

Perhaps 1t is time for researchers and educators to’
regognize that both hemispheres are important in educating
the whole person (an ideal that both trad1t1onal and
4human1st1c educators support). Act1v1t1es and exper1ences
which appear to invo]ve‘both sides of the bra1n.need to be
vequaj1y emphasized'if education is'tosgrepare persons for

optimal functioning. R - ' %

~ D. The Affect ive Component in Learning

| As has been prev1ous1y stated North Amer1can

educat1ona1 systems pr1mar11y focuses on learning as

"‘cogn1t1ve development in the form of acqu1s1t1on of

curriculum content or the development of basic skills.
Weinstein and Fant1n1 (1975) ma1nta1n that the

operat1onal def1n1t1on of }earn1ng utilized by most

':educat1ona1 systems is actua]]y a cognitive def1n1t1onL~They.:x

f
7
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state that "the classical notion of learning as a 'change of
behavior' is commonly interpretec;..to mean:a change in
cognitive behavior, measured by’paper and pencil tests and
_verbatization" (p. 108). | |

If one accepts the aboave definition of learning, there

is very little need to assess or question the practices or
methods utilized present in the.Ncrth Amer ican educational
systems. However} if one examines some humanistic learning
theor1es, other approaches to\human 1earn1ng become ‘
“apparent :

Arthur Combs and Donald Snygg (1959) define ]earn1ng as
a process wh1ch hds two parts:

(a) A confrontation with new jnfcrmatton.or expertence

and | | | |

{b) The learner S personal discovery of that mean1ng
" The - learner $ emot1ona1 1nvo]vement ‘within the learn1ng ‘
situation is implicitvin their def1n1t1on. | |

Bloom (1974) maintaﬁns‘that affective entry
character1st1cs play an 1mportant role in the extent to“
which an individual "Will put forth ‘the necessary effort to
. learn ‘the learning task" (p 104). o

‘Wolfe Mays t1980), in a critique of the affective'
,cdmpcnent.in Piagetian.theory.points odtvthat' |

Piaget therefore be11eves that there is a

constant interaction between our affective life and

the elements in the cognitive realm. He notes that

two possible types of such interaction have: been

postulated. It has been argued: (1) that feeling -

and emotion are at the root of all our thinking and

consequent ly Know]edge——-V1co and Freud have been -
proponents of such a view; (2) that P1aget h1mse1f
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asserts that affect1v1ty enters into intellectual’
operations by acce1erat1n? stimulating or
distorting them (p. 37

'Rogers (1977) maintains that 1earning is-wholistic and
includes a cognitive element, a feeling component and is

eXpertential in nature. He further notes that "in its purest

forms, this occurs rarely oUt perhaps learning exoeriences
can sti]l be judged by their closeness or remoteness to this
general definition” (p. 40). | |
,AThe-preCeeding'examp1es recognhize some-degree of
interaction between.cognition'andaffect in the learning
process | . '
The human1st1c or1entat1on to learning then, is one,
which be11eves in the 1nteract1on between cogn1t1on and
affect. That a student needs to be "affect1ve1y ready for a
learning tasK and a]so has .an emot1ona] reactlon, be 1t
pos1tive or°negat1ve, to the Tearning task, are also
important asoects of this orientation t0‘1earningf (Brown,
Ph1111ps & Shap1ro, 1976) o |

However there are 1earn1ng theor1es wh1ch tend to

u' treat cogn1t1on and affect as two d1st1nct ent1t1es, or

'1gnore the rolevof affect (e,g., Dperant,Cond1t1oang,
1nformat1on Process1ng) Uncritical adherence to these
theor1es fosters the: bel1efs and pract1ces which tend to
emphas1ze cogn1t1on over affect in the schoo] setting. As
Weinstein and Fantini (1977) state,."the educational system
-does not foster harmony oetween affect and cognition: it

' 'usua11y emphasizes COgnition'at the expenseiof-the affect”
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(p. 107).

: N, ° ‘ .' ..
An educational sSystem (as oppqsed'to 1nd1v1dua]

'*;classroom teachers) wh1ch recogn1zes that an 1nd1v1dua] s

fee11ngs play an 1mportant role in learning may be

'cons1dered as more humane, in that the whole person is. betng

’ attended"to
To 1mp1ement w1despread educat1onal pract1ces based on
a humanistic or1entat1on to learn1ng may be difficult.
- Ferguson (1981) asserts that mo§t educat1ona1 alternat1ves
have offered only a pendu]um change (i.e. d1sc1p11ne in
.ffundamenta11st’ schoo]s versus affective emotional values
in the ’Free’schoo]s) She maintains that a paradigm shift
f'(a new way of ]ooK1ng at learn1ng) 1s necessary (See
" Appendi x B). ) n . o
' Rogers (1976) a]sbladvocates a paradigm shift when he
, compares and contrasts assumpt1ons in current. North Amer1can'
educat1on w1th a humanjstic or1entat1on to 1earn1ng (see
Appendix C): | o
If a goal of -an educat1ona1 system is to educate the
| who]e persons and prepare them for a future place in:
\‘soc1ety, then perhaps it 1s 1mportant to recogn1ze and
understand the role that the’ affect1ve component has in
1earn1ng However, to do so,-as 1nd1cated by Rogers (1976)
and Ferguson (1981) may requ1re a paradigm sh1ft and an

exam1nat1on of the assumpt1ons on wh1ch current educat1ona1. ‘

pract1ce5\are based rather than. another superfxc1a1 change
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E. ‘Summary

Thie chapter began with a discussion of three reasone
why it is important to look at alternative ways of preparing
and educating children for an uncertain futuren |

An outline of industrialkand post-industrial education

focussed upon the ﬁTEfdr1cal roots of current—educational——————
practices and‘suggested the need to assess the imp1icit° |
assumptiohs of current educaticnal p}actice in the 1;ght of
-‘today's changing Wdrld. |
A_selective review of research 1iterature on ' .

' hemiepheric specialization suggested that a traditicnal |
‘cognitive orientation to schooling tendé to negiect vital
componentq of human functioning (sensation and affect) he .
extension of educat1onal practices to 1nc1ude act1v1t1es

‘ wh1ch develop both sides of the brain equa]]y seems a wise

n

course to fo]low <
The chapter concludes w1th a d1scuss1on of traditional
and human1st1c or1entat1ons to 1earn1dg In order to meet -
Acurrent goa]s of educat1on,,the conception of human learn1ng
may need to be expanded to develop a more whol1st1c parad1gm

: ,cf.leann1ng.
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"I1I. THEORETICAL FRAMEWORK AND REVIEW OF RELATED LITERATURE

A,_Humanistic!Psycho]ogy

The Emergence,ovaumanisttc Psyehology
' Humanistic psychology emerged in the 1960's as a result
of criticisms 1eve]]ed at the two extant.schools of
psychetbgy, (Behaviorism and Psychoana]ysis)t.
o éehaVWOrism“was criticized for"its'preocCupation with
objeetivity and .the quantification of behavior for the
purposeS'of.predictiqn and control (Hamachek, 1975). Some -
psychologists (e.g;, Maslow, Rogers)’object to the
- assumption that a person’s behavior is completely determined
by forces outside‘ef himself/herself. Deterministic
psychology tends to de-emphasize or negate what a person
.thinks or feels. Floyd Matson -(1971) po1nts out that -
.j_, Al know of no greater d1srespect for the human
~'subJect than to treat him as an object--unless it
is to demean that object further by fragmenting it
into drives, traits, reflexes and other mechanical
hardware (p. 44). _ ‘ :
Tne central comp1a1nt of human1sts (s1m11ar to that of the
rGesta1t1sts) was that a human be1ng is more than the sum of '
h1s/her parts Consequent]y, by study1ng parts, psycho]ogy
loses that wh1ch makes a person human ”
Psychoanalys1s was cr1t1c1zed for 1ts emphas1s on
~ psychic determ1n1sm Matson.(1971) states that
Freud’s determ1n1sm was not env1ronmenta1 like
that of Watson, but4psychogenet1c, neverthe]ess, it
was determinism and it left little room, for
~ spontaneity, creativity, rationality-or

14
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responsibility (p. 48).
In a review of the common criticisms frequently levelled at
psychoanalytic theory, Hamachek (18975) lists the following:

1. The theory was generated out of a preoccupation
b - with the pathology of abnormal people.

‘““"ZT_"‘Thé“théory“may“overemphasize*the*breadthmand—depth
of. unconscious processes in behavior. ’
3. The theory was established on the basiqﬁof
. emotional disturbances among middle ctass people in
. Vienna over half a century ago.
4. A]though} as‘suggested by the theory, man can be
"~ characterized by his aggressive nature, studies of
different cultures have shown that there are many .
pe?pleS'who, as a group, are friendly and Kind. (p.
11 ‘ : - '

Although there is sbmetimes a tendency to.oversimplﬁfy
‘ the characterizations of'EEESVﬂorism and Ps&choanaTysis,'it
is the éforementioned'aspects,of thevab0ve theories which
have evoked criticism and culminated in a third forée called
' humanistjc Esyéhology{ _ |

‘ . . . : -

Wha; Is Humanistic Psy¢hclogy?_

:Unlike Behaviorism or-Psy?hoana]ysis, humanistic
‘ psycho1ogyais not a single body of'theory,but'rather a
combfngtidn'of phi]osophies and schools of thodght to whiéh"

many_quefgént fhanefs and writers have cdntribgﬁégﬁwlhe~“d””:“
'}bontnibdtibn ofvthé'philo$ophy of existentié]fsh aﬁd fhe -
; methdd'Qf phenomenology {o the;development of humanistic
" psycho]ogy are to be examihed fn.the ﬁext sectiodn. ana11y,

a summary of‘major?cbnceptg,Aéxtréctedvfrom'the‘fheoriés‘of

Car]iRogers, Abraham, Maslow, and‘Arthur Combs will be
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outlined.
Existentialism and Phenomenology
Existentialism, which began as a formal movement in

philosophy in the .twentieth century, stresses an

individual’s personal responsibility for his/her Jife. This
reepéns{bility ultimately invo]veS'the‘freedomvto choose
among alternatives in behavior. That humans are choosing,
free, responsible agenfs who have not only consciousness7but
self-consciousness is a basic'tenet.of Existentialism
(Hamachek, 1975) | |

Phenomenoldgy is generally considered. to haVe preceded
Existentialism, with cfedit for the original development - |
usually given to HuseeFT‘(Shaffen, 1978) 'Centfallemphases
are- u;on personal percept1on and subJect1v1ty Real1ty lies’
not in Yhe event or phenomena, but in each 1nd1v1dua] 3
experiences and percept1ons.'

The Existentia]ist emphaSis-upOn personal choice,d
freedom and respons1b111ty and the phenomenolog1st concern:
with persona] mean1ng perceptIOns and- subJect1ve

Pexper1ences have greatly contn1buted.to the conceptual

development of humanistic-psyehologyl

Major Principles of. Humanistic Psychology -
Humanistic Psychology is~a composite of a number of
“phi]osophical ppsifions and psychological theordes.that

‘coalesced in the nineteen sixties as a result of the
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humen-potential movement. Maslow, Rogers and Combs have nade
"significant contributions to the -development of the
humanistjc'position and although‘thetr theor ies difter, e.”
number of common themes can be‘identified. Shaffer (1978)

has doncisely‘organized these themes into five interrelated

and interdependent principles:

1. - Humanism is strongly phenomenolog1cal or
experiential: its start1ng point is conscious
experience

é.r each person has a r1ght to his/her. own un1que

‘ ~ feelings
;, b, subjective exper1ence is 1mportant
_12. "Human1st1c psychology 1ns1sts on man’s wholeness

and integrity . _ . R

a. self-actualization is a process whereby human
beings attempt to realize some of the1r
~unfulfilled potential ‘
b. human beings have an essent1al core or being:
. ‘that integrates their seemingly isolated
, tra1ts/1nto a unique patterned whole.
c.- body and mind are un1f1ed whole

3.. Humanistic Psychology, wh1le acknowledg1ng that
.there are clear-cut limits inherent in human.
. existence, insists that human beings reta1n an
essential freedom and autonomy

a. we do have a certain degree of free will; our
lives are not.completely determined by the -
“combination of ‘¥nnate endowment and _
significant environmental influences .

4, '-Hmman1st1c Psychology is ant1—reduct1on1st1c in, 1ts
or1entat1on ~ : .

a. ‘conscious exper1ences need not be reduced to
bas1c drives and defenses, as in ,
psychoanalysis, or to mere ep1phenomena, as in
behaviorism _

5. ".Human1st1c Psychology, cons1stent with its strong
roots in existentialism, believes that human nature . .
can never be fully def1ned

‘a. the human personal1ty 1s 1nf1n1tely



expandable, and this emphasis on all
possibilities ties 1n w1th man’ s striving for
self-actualization. 10-17) N

B. Humanistic,Eduoation :

Humanistic_educationT_JjRe_humanistic;psyohologyTﬁisman__www

- composite of a number of'theories and perspectives to whioh
Maslow,  Rogers and Combs have made significant -
contnjbufﬁonst They share a'similar wor 1d vieW, a‘similan
belief about the‘nature of man and a similar belief about

v the<importance.of establishing personal meaning. Their ,

‘ conthibdtions have led to'the deve]opment of|a humanistic'f

model of education.
Major Theorists

Abnaham‘Maslow
: Bieh]en (1978) notes.that as a result.of his
,observations of chi1dren MaStow concTuded'that'" | hea]thy
h1ldren seeK fulfilling- exper1ences and 1f they are g1ven
free choice they will choose what is good for them" (p
-334). Ch1]d%en and adults~are mot1vated by self- actua]1z1ng
-tendenc1es, and Mas low (1971) ma1nta1ns that the goal or
funct1on of educat1on is to develop th1s se]f actua11z1ng
’potent1a] by focus1ng on’ 1ntr1ns1c, rather than extr1ns1c;

léarning. Intnlnslc’learn1ng 1nvo]ve5,the d1scovery of a

o t

person’s unique potential and the search forvpebsonal

meaning. It is self-directed and‘self-eyaluated}‘ln'j:\‘
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" contrast, Extrinsic']earning is defined as the learning ong
associations, ski]]s and cu]turally‘defined responses that
lie outside the realm of personat meaning. It is often'
teacher-directed and teacher-evaluated and often tgnores the

learner.

A cornerstone of Maslow's theory is his
\conceptualization of the hierarchy of needs. Before
1ntr1ns1c 1earn1ng can taKe p]ace or self actual1zat1on
proceed, 1ower order needs must first be fulf1lled Steeves
(1980) notes that- ' |

'Se]f actual1zat1on is a dynam1c strugg]e between
safety and growth needs. A1l choices between these
‘two poles are right and occur spontaneously as a
consequence of natural wisdom. Growth can be
. promoted by enhancing its attractioins and ': -
minimizing its dangers and minimizing the ' ' »
attractions of secur1ty needs. There is a natural
need to know ourselves as well as a fear of '
self-knowledge which is at the centre of
self-ractualization. (p 16) .

< 4 )

Carl Rogers . | | SRR
. ' *Eoéers(1969) naintajns that the'goat‘of“education
should be tacilitation of-change and'learning’iHe peiieves
that one is educated only if one Knows how to learn, how to
adapt and change, if, one rea11zes that Know]edge 1s a ;‘
funct1on of the process of.seeking meaningﬁ rather thandans
obJect in itself. ‘ . » _f»

| | The fac1l1tat1on of th1s goa] occurs when the teacher
possesses the necessary qua11t1es and att1tudes to estab11sh
a personal re]at1onsh1p w1th the learner These qua11t1es

’1nc]ude genu1neness, acceptance by the fac111tator a

‘ pr1z1ng.of the learner,stfeelnngs_and unique 1nd1v1duality; .
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'l‘and‘empathic understanding of the student’s reactions to the
process of ]earning; These qualities, in‘combination, |
establish the climate necessary for self-initiated,
experiential learning, |

¢ : Yo ' :
' Rogers-(1975) also‘obServes that learning, involving

.the whole person only occurs when there is a blend of the4
cogn1t1ve affect1ve and exper1ent]al e]ements,‘w1th a clear
awareness of‘eaoh by the’learner..‘ _ - . o R RS |
Arthur Combs “ - . |

Combs - (1959 sees;the goal of'education'as the'
prOduction of adequate, 1nte111gent peop]e Combs purposely
" leaves the definition broad because he be11eves that “ton
decide today 1n too spec1f1c terms what the ch1ldren of |
tomorrow should be is to run. the r1sk of prepar1ng them for

" a wor]d that does not. ex1st" (p 366)

He def1nes adequacy and 1nte11igenoe'in_peroeptualﬂ

terms. o A
' The adequate persona11ty 1s one who:
9. perce1ves h1mse1f in essent1a11y pos1t1ve ways
2. is open to h1s exper1ence or capab]e of accept1ng self

and otherS' , N ‘ '
3. s strongly and broadly 1dent1f1ed w1th others

- Intelligent behav1or is the product of perceptual
,F1e1ds that are: : .

r1ch ~
. - extensive ' ’ T
1 max1ma]1y ava11ab]e when needed (p. 366) .

1In order to achleve these ends, teaching'beoomes the

’_fac111tat1on of mean1ng It is Only through the d1scovery of'
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personal meaning from information and events that learning

and behavioral changes'ocour. ‘
For Combs, this oanﬂa1so‘be_described as a continuing
differentiation of the humanistic person”s'phenomenological

experjence. Humanistic teachers value self-awareness, .

“attempt to accep tthe feelings of ot H“ér‘s‘j‘“a‘t“t“émp't"“'t"o -

ﬁac111tate the growth of a pos1t1ve self- concept in

/

students, and believe that students are capable of learning.

' C. Common Humanistic Concepts

Goats of Educat1on

The maJor purpose of human1stlc educat1on 1s the

'self actua]1zat1on of the. person Human1st1c educat1on
' _attempts to‘fac1l1tate thelextract1on of* persona].mea1ntﬁo E

e from‘]ived-eXperiences Thisvis done by encouragtng'and

foster1ng the persona] feel1ngs,_be]1efs and att1tudes of

students..Each person 1s;oons1dered ‘as unique. Env1ronmenta]

grthh‘through_personal experience.

Learn1ng

The emphas1s in 1ear1ng is on the process, not the

-rproduct.'Thusq ]earn1ng 1s more than a set of connect1ons or

_associations that are externa]ly re1nforced through pralse,

or grades Learntng how to ]earn; or'how to discoVer'~

personal mean1ng 1s the essence of the human1st1c pos1tlon

. modifications are designed to lessen anxiety "and encourage-~'

-
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~This can only be done when the affective, as well as the-
canitive domains of‘]earning’are attended to. (See Chapter
I for more details.) N
The distinction between cognitive and experiential
_learning is tmportant for.humanistic'educators. Cognitive
'“f““Tearnﬁng‘TthTVés‘tne“vautsttton“df‘a_bddy“of“KncWTedge“or*‘“ffi*
the fiXing df associations which may haye-litt]e'personal
'meaning to the learner, whereas experiential learningtis -
'se]f—initiated,.se]t-eva]uated,.has a:quality of personal
tnvbTvehent'andfitsvessence'is'meaning; '
The Ro]e of the Teacher - . ) - gﬁ}"
| Because human1st1c educatJon stresses the development
of 1nd1v1dua1 potent1a1 and the. discovery of meantng from
personal exper1ences, the teacher s role becomes one -of
‘\taca11tator rather than d1rector Fac11jtat1ve teachers are
“aware of-the1r'own values and be11ef'systems, pOssess -
pos1t1ve self concepts and are authent1c and genuine (Combs
| 8 Snygg, 1959 Gage & Ber11ner 1979) Because of these
traits,'they al]ow and encourage-students to exp]ore their

own potent1a1 and tend to be less controll1ng than more' '

- author1tar1an teachers

nThe RoIe of the Student
_ 0 - »
Rather than be1ng a pass1ve rec1p1ent of instructions

. and;1nformat1on,qthe student becomes an act1ve.%art1c1pant‘

in his/her_own 1earning;-Within ]imitsJ-and'depending'uponf
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the age of the ch11d the student sets goals for

h1mse1f/herself, exchanges ideas’ w1th others,.f1nds or

develops appropr1ate mater1a]s, and most 1mportantly, tearns
to eva]uate h1mse1f/herself Evaluat1on 1nvo]ves much more  ~

than Just ‘academic achievement in the form pf grades It

*““_1nvolves assessment of— feel1ngs—~att1tudes and- behav1ors ;.%3
that occurred from the,worK as well as Jooking at the.f1naT Es

product..’

The Importance of Affect

A maJor d1st1nct1on between human1st1c educat1on and
other approaches to educat1on 1s recogn1t1on of the =~
1mportance of the affect1ve component in the educat1onal
process The un1queness of each person S fee11ngs, and the
fundamenta] 1nf1uence of emotion upon . behav1or are Key
aspects of human1st1c edcucat1on The who]1st1c humanlst1c

approach}emphas1zes the integration of,affect'and‘cogn1t1on.

' D) Rev1ew of the Literature

A review of the 11terature has revea]ed that the -
humanistic area can be d1V1ded 1nto three broad categories
'wh1ch include: human1st1c educat1on, open educat1on and
'; affect1ve deve]opmental programs In terms of operat1ona1
def1n1t1ons, there are some. maJor d1fferences and |

i)
)

d1st1nctlons

Human1st1c educat1on, as prev1ous]y 1nd1cated has a'

part1cu1ar ph1losoph1ca1 or1entat1on wh1ch addresses
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cognitive and affective development equally. Open education
"» has a similar philosophical orientation to humanisticA
~ education, however[ its primary emphasis is on’cognitive'and
'social development with‘llttle, if any, attention.paidAtor

thelaffect1ve areas

“““f““———Affect1ve developmental -programs—are— generally
preventat1ve mental health programs which concentrate upon -
affective development either through structured learn1ng
experlences (e. g mag1c .circle), group processes or a
comb1nat1on of both. |

| S1nce this 1nvest1gat1on is concerned with human1st1c
educat1on only those studies and art1cles relevant to . th1s
area w1ll be rev1ewed Art1cles deal1ng w1th open educat1on
«  or affect1ve developmental programs will not be addressed
VFacilitating Humanistic_Goals o
N The goal of human1st1c educat1on is . twofold -
(a) the development of the un1que potent1al of each
’1nd1v1dual learner and o
a(b) the development of students: who are capable of
f'extract1ng personal mean1ng from 1nformat1on and
| personal exper1ences ‘ |
The research l1terature suggests that teachers ‘who can
create a fac1l1tat1ve humantst1c learn1ng environment have
: part1cular character1st1cs; bel1efs, and a part1cular» |

orientation.vaer Each of these w1ll be d1scussed 1n turn.

Teacher Character1st1cs , \
. ) ‘ a8
1.
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(i) The Teacher as a Facil ltator'
/

The humanlst1c ‘teacher is one. who is capab]e of
estab]1sh1ng facilitative re]at1onsh1ps. Jensen (1973)
suggests that,’to establish suCh:relationships, the teacher
must step out of his/her,central and controtling classroom
iupositionTMIJosvoldmtigls) critically_nevieWed;educationa]__L_me__u
and social-psycho]ogical 11terature to clar1fy the 1mpact of
schools’ contro] or1entat1on on student 1earn1ng and on the
ystudent teacher re]at1onsh1p He conc]uded that .
(a) a strong control or1entat1on is 1ncompat1b]e
with helping students become respons1b1e young
adults, (b) the méthods of increasing teacher power -
“and status, and decidedly unequal teacher-student
relationships adversely affect student learning and .
the teacher-student relationship, and- (c) teacher
and student collaborative use of their resources, .
increased student participation in decision maK1ng,b»
and enhanced student status. and power may
facilitate student learning and deve]opment
(abstract) | : . A
Sm1th (1977)Vasserts that the teacher who estab11shes a
re]at1onsh1p of mutua] openness and trust w1th students
enab]es them to set their own goa]s and realize the1r fu]l
human potent1al Rogers (1974) contends that there are
certa1n cond1t1ons necessary for the estab11shment of
| fac1l1tatﬂve,hopen re]at1onsh1ps -2 sense of realness in- the
B fac111tator of 1earn1ng,va degree of pr1z1ng, acceptance andd
Qtrust and emp&thlc understand1ng Stud1es by Aspy and
'Roebuck (1974) support Rogers content1on that empathy,
’congruence and valu1ng the student are factors s1gn1f1cant1y:
’related to 1earn1ng In 1974 they conducted a study 1n |

:wh1ch 3700 c]assroom hours were recorded in f1ve hundred and_
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f1fty elementary schools. The study concluded that

classrooms with fac1l1tat1ve teachers (i.e. person centered;

’ classrooms) students exh1b1ted more pos1t1ve self concepts,

made:greater ga1ns in learn1ng convent1onal subJects,. ere

better at higher cognitive processes (e.g;,

_problem-solving), initiated more behavior, had lower

-~ absenteeism and less'discipljne problems.. There is, however,.

- controversy Within;the_ljterature-which15uggeStS‘that;

although these conditions are necessary, they may not be

suff1c1ent to ensure e1ther the fac1l1tat1on of

:relat1onsh1ps or learn1ng Rogers further suggests that 1t

is'only.when the three cond1t10ns or att1tudes 1n the

teacher are perce1ved by the student that a fac1l1tat1ve'_

relat1onsh1p can occur

"(11) The. Tlacher as a Reflectlve Person _'

Branch (1978) suggests that human1st1c teachers need to

be analyt1cal about their teach1ng and open to new Knowledge

‘and exper1ences Brown (1974) asserts that 1f teachers are

to fac1l1tate affect1ve learn1ng, then it is 1mportant to

exam1ne the assumpt1ons concern1ng human nature on’ wh1ch

they are - operat1ng in. the classroom Rogers (1974) 1nd1catesﬁ'

that the human1st1c educator needs to reflect upon seven

quest1ons S 5 _‘.""

R B

,What is 1t lfke to be a ch1ld learn1ng someth1ng o

s1gn1f1cant°

- Can I PlSK myself in the teach1ng relat1onsh1p°

. ‘What are the 1nterests, goals and pass1ons of my
,_,students” : o
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4. How can I unleash creativity?

5. How can 1 provide the resources necessary for
learn1ng7 ‘

6. Can I tolerate creat}yity°

7. Can 1l help the student develop a feeling for life *
as we]] as a cognitive one? (pp 134-139)

By asKing these quest1ons, the teacher will have a clearer
.awareness of h1s/her own va]ues and or1entat1on and of the
'd1rect1on necessary to deve]op a human1st1c classroom.

(111) The Teacher as a Grow1ng, Learning Person |

If the teacher is to set_the cl1mate ‘which allows for

‘development of individual potent1a1 and persona] growth
then it wou]d be necessary for the teacher to both be11eve\-
in self actua11zat1on ‘and be a grow1ng, 1earn1ng person o
'Gage and Ber11ner (1979) suggest that the ability to,be‘a
learner is an essent1al character1st1c in deve]oping a
'human1st1c c]assroom Kovacs (1979) notes that the style of
teach1ng 1nsp1red by the phenomeno1ogtca1 or human1st1c
'rsorientatiOn’is dependent upon a belief intthe actuaFTzings

' forces of the human person ' | : S

R1chards (1978) wr1tes that the human1st1c educator is

- a person, not.a concept ,and that: in order to be a

i»human1st1c teacher, one must be a grow1ng person- ~ .

.:exper1enc1ng al] aspects of oneself. In a rev1ew ef the
11terature and research -on affect1ve teach1ng, Khan and
'We1ss (1973) noted that teachers ‘who are se]f actua]ﬂ21ng or
h1gh on soc1a1 va]ues are perce1ved by students as. more ¢

‘ concerned car1ng and effect1ve ™

IRy
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(iv) The Teacher as an Adequate Person

To create a humanistic learning environment, the

teacher.must‘haVe a positive sé]ffconcept (CoﬁBs, 1975, Kash

& Berich 1978) Branch (1978) suggests 'the faculty of a-

__-human1st1c school should cons1st of individuals who perce1ve

A'themse]ves and their students as valuable capable and )
. \

respons1ble, \

- Studies by Combs (cited in Kash & Bortch, T978)'sUggest

that<effective helpers have a-diffehent'perceptuat set

-than‘ineffectiVe helbers;_He observed perceptual qifferehces
‘ . . . ; ) .

between the two groups 1n'four-major categories:

1. General Perceptual Organ1zat1on s
. o
ca. Is the 1nd1v1dua1 1nterested in peop]e or
things? : \
b.  Does he 1ooK at people from the- outs1de or
: . does he try 'to see the world as they see it?.
C. Does he look for reasons people behave as they

do here and now, or does he try to f1nd -
historical reasons for behav1or7 .

S 2. nPercept1ons of Other People ,
e : o | '
'é_ a. ;%pes he see people as generally able or: unab]e
: _ fid do th1ngs7 : P
b.- Friendly or® upfr1end1y° ;
c. . Worthy or unworthy? - ‘
ood. -Dependable or. undependable7' o
‘ e
3. APercept1ons of Se]f <f"~,,-li N
3 , o _
a. Does: he see’ h1mse1f as w1th peop]e or apart
: from them? : o c
b. - As able or unab1e7 SN
c. Dependable or- undependable’ L N
d. Worthy or -unwor thy? Lo - N\
e. Wanted or unwanted? A
4. Percept1ons of'the ProfessionalﬁTask
a. Does he see his- JOb as one of free1ng people ,

. 3eor controlling them?: Coe
b. wDoes he see h1s ro]e as one of reveallng or Nt“:;
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concealing? : ‘
Being involved or un1nvo]ved°
. Encourag1ng process or achieving goals? (pp.

Qo

e

46—

Each of the above categories'revea]s a
positive/negative dichotomy,pf-perceptual differences. Combs

found that "effective" he]pers fell on the positive side.

" Further to that, teachers identified as effective he Ipers

. were found'to have positive, rea]istie selfQConcepts.

(vi) Bellefs of the Humanlstlc Teacher

A]though not d1rect1y ]1sted in the 11terature, it is o

: _poss1ble~to abstract,a ‘set of be11efs that character1ze the

humanistically oriented teacher:

»

To some degree they would be]1eve that:
b-every 1nd1v1dua1 has un1que potent1al to be deve]oped
' -peop]e are worthwh1le and deserv1ng of respect :

-fee11ngs ‘are 1mportant (emot1ona1 exper1ences are as
valued as 1nte1]ectual exper1ences) :

Q-persona] growth aJd self- awareness is a worthy goal
--re]at1onsh1ps are 1mportant |

-learning is an endeavor wh1ch encompasses the whole B
T be1ng ' : : . :

—people have choices to explore and a free will w1th
wh1ch to do so. ,

. —1nd1v1duals have the1r own’ un1que percept1bns

'--the search for persona] mean1ng is a va11d goal



E Purpose of the Study |

"It has been suggested that humanistic educat1on 1s not

'SO much a set of techmiques but rather an orientation which
evolves from an'lndlvidual’s.attitudes, bellefs,TValuesrand»’
assumptions aboUt mankind and education. In a review of |
l1terature on human1st1c psychology, Rossiter (1976)
concluded that 1t is the teacher S or1entat1on rather than
any spethic'techanue, wh1chv1s the s1gn1f1cant determinant,

of whether’the classroom will have a human#stic orientatiOn.

He also suggested that the reason why research results'

.‘1nvolv1ng human1st1c classroom techn1ques are equ1vocal is.

that it 1s often the - techn1ques, rather than. teacher’s
or1entat1on that is stud1ed e ‘, _ _ ,

Kash and Bor1ch (1978) further suggest that the '
bvhuman1st1c pos1t1on 1s not adequately represented in -
‘educat1onal research and that th1s s1tuat1on is complicated_
'by the fact that we have no. process of affect1ve research or
.for commun1cat1ng the results (p. 6) S1nce the area of
human1st1c educat1on 1s so broad most research is. st1ll
the process of d1scover1ng the nature of the subJect 1tself
1The above statements,;tn comb1nat1on with the reallzatjon
that the beliefs and values of humanistically.orientedf
'teachers have not been d1rectly addressed w1th1n the '
l1terature, form the bas1s for the purpose of th1s study

The purpose of th1s study is. three fold

'.t.'ﬁ The first purpose is to: 1nvest1gate the bel1efs, values
‘and classroom management techn1ques of future teachers

-3



2. The second purpose 1is fo~explore those factors

31

(beliefs, values) which differentiate humanistically

- oriented teachers from more traditionally oriented

%——“"~‘Teaghens.,

3. The third purpose is to identify differences between

students in the various teaching programs regarding
their‘orientation'and-practices. g : ,



' III. METHOD B

A. SubJects |
The subJects cons1sted of e1ghty randomly selected
fourth-year education students from.the Un1vers1ty of
Aberta. There were fifty-two‘females (54%) and'eighteen
males l26%). Twenty five (36%) were in the secondary
program,. th1rty two. (46%) were in elementary program four,
;lS%) in the vocatlonal program and mine (13%) weére in the
~spec1al educat1on program Sub jects: part1c1pated in th1s

study from February, 1981_to March, 1981.

B. Development of the 0uest1onna1re _

| After an . 1nvest1gat1on of ava1lable value and att1tude»
‘_inventor1es,l1t was concluded that none addressed the»
essent1al components of human1st1c educat1on Most
1mportantly, the affect1ve component which 1s akmajor
- dlscriminator between the'human1st1c model'and”more‘
trad1t1onal models of educat1on was not 1ncluded in the
,‘quest1onna1res exam1ned | | ‘
_ It was dec1dedito develop a quest1onna1re wh1ch
surveyed f1ve general areas. These~1ncluded demographic
var1ables, an affect1ve background or: h1story, educat1onal.
values. and att1tudes as they related to human1st1c concepts,
vclassroom management techntques ut1l1zedr anduexposure to
| humanlstlcyconcepts'and experiences at theeuniverslty_level.

'lSee;Appendix.D for a more<detailed descriptlon;)'

32
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~After an tn-depth‘study of'the literature, items were

constructed “written on 2" X 4" cards and ptaced in the
appropr1ate categor1es"‘Var1ous 1nd1v1duals were- asked tO"_“;”“;:
respond to the items. Some 1tems were then el1m1nated due to
lack of dtscrtmin%tion, poor‘word1ng or poor‘ |
‘conceptual1zat1on |

 The quest1onna1re was co%pleted and field- tested on ten .
'ind1v1duals in the fields of teach1ng and psychology. |

It was then rewr1tten, el1m1nat1ng and add1ng 5

questjons, and adm1n1stered to the subJects

C,iProcedure for‘Data Collecfion |
‘ v Each student selected for the study was contacted by
telephone,.at wh1ch t1me an exp]anat1on of the maJor purpose
'~of the study was g1ven and a. request for - their part1c1pat1on_»
"was made Students were g10en the cho1ce of e1ther arrang1ng
for a persona] test1ng sess1on at the1r conven1ence or .
'hav1ng the quest1onna1re ma11ed to them with a
self- addressed stamped envelope enclosed Of the or1g1na]:
"._e1ghty students who were approached seventy f1ve consented
'_to part1c1pate and f1ve decl1ned due to work pressures |
F1ve rep]acements were then randomly se]ected to make up the
samp]e of e1ghty h | ‘ | ‘
'Ind1v1dual testlng sess1ons were arranged w1th
§s1xty n1ne of the students twenty one requested that the i

form be ma11ed due to student teach1ng conf11cts at that

time.
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of the-sixty-ntne students, sixty- seven eventually had

the1r personal 1nterv1ew sess1on' mak1ng up a return rate of

""“seventyn““““

Each of the no shows and no- returns were re- contacted afb
‘m1n1num of two times each by te]ephone ‘When they st111

".ne1ther showed nor returned the quest1onna1re, they were .“

. re- contacted a th1rd time and quest1oned as to the1r reasons,_d’

\

for .not part1c1pat1ng One 1nd1v1dua1 did not belleve 1n o
‘human1st1c educat1on one lost his quest1onna1re and the
rema1n1ng 1nd1v1duals 1nd1cated that they d1d not have tjme‘y'
:to part1c1pate | -

Because 1t was.. the end of the un1vers1ty térm and

— -

'subJects were hard to obta1n 1t‘was declded to proceed‘w1th
" a samp]elof seventy sub;ects,, o | | )
D, Assumptlons |
m It 1s assumed that human1st1c educat1on 1s an - 1mportanty
educat1onal a]ternat1ve for these chang1ng t1mes and that it:15
‘:‘has not been g1ven due cons1derat1on in e1ther the B
11terature or. 1n pract1ce | v | | |
It is: assumed that the samp11ng procedure was adequate
d.rto prov1de for re11ab1e f1nd1ngs | |
Interv1ew b1as 1s assumed to be m1n1mal
It 1s assumed that a se]f report 1nstrument 1s‘an

acceptable method for generat1ng 1nformat1on

o

TN



IV, RESULTS

—A—General— Frequency~Data .
_ Tab]e 1 shows the frequency of subJects responses to
the f1ve levels of agreement/d1sagreement on: fourty four
L1Kert sca]e 1tems dea11ng with affect1ve exper1ences at

l'school with parents, in ch1ldhood and in adu1thood The'

’ 1ast set of 1tems deals w1th educat1ona] values In order to ,

s1mpl1fy presentat1on and 1nterpretatwon the data'1s-
comb1ned for the two levels of agreement/d1sagreement on
e1ther s1de of the sca]e med1an The two categor1es wh1ch

*«are summed are shown in parentheses in- order of the1r

spat1a1 ]ocat1on on the sca]e with a r1ght s1de 1nd1cat1ng o

d1rect1ona11ty towards strong agreement The frequency of -
1tem responses w11] be presented in mean1ngfu1hélusters for

the conven1ence of the reader. L

B Affect1ve Exper1ences at Schoo1

Th1s sect1on exam1nes subJects exper1ences with oo A«f

fee11ngs and emot1ons w1th1n the context of teacher,

".relat1onsh1ps (1tems 1 - 6) Items 1 3 5 and 6 suggest

that students had fa1r1y pos1t1ve affect1ve exper1ences at”f

| school S1xty n?ne percent (33, 36) 11Kéd most of the1r’f7 .
-, teachers (1tem 3) and 79% (34 44) fe]t that ?he1r teachersr
liked them (1tem 6) Seventy-four (24 50) percent be11eved |
that_teachers op1n1ons of them were accurate (1tem 5) and a.

modest majority (54%) (7 47) felt that teachers showed .

.ba.ly‘.,‘.
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sensitivity to students’ feelings'(item 1).

Responses to item 4 were equivocal' StUdents apparently ;

_u_perce1ved a w1de range ofcteachers d1splay1ng on_not

d1splay1ng emot1ons This may be expla1ned in part by the
- response to item 2 which 1nd1cates that few teachers (17%)

, spoKe to the1r students about feel]ngs/emot1ons

C. Affect1ve Modell1ng of- Parents
Items 7 and 8 explore respondents experiences'with s
Eexpress1ng~emotJons 1n_terms of their experience Withvtheir
'parental models. In emotional‘circumstances, 57% (26,81l>of
the parents would-express their emotions (ltem 7l 'Fifty-ij
- percent (26, 30) of the parents bel1eved that show1ng |
feel1ngs/emot1ons was deslrable (item 8) These items
suggest that.a modest maJor1ty of respondents had parents'
who bel1eved in express1ng emotions and did so under certa1n“
c1rcumstances The corollary of th1s is that many parents_tv
d1d not express their emot1ons and poss1bly advocated
b'control.versus’open expression. Item 12, which 1nd1cates
that 79%'(53,26) of the students try to be calm and
't”collected.atfall times_adds somefsUbstancg to;this

assertion.

D Affect1ve Experlences in Ch1ldhood
Items 9, 10 and 11 explore express1on of emot1ons 1n‘~
ch1ldhood Responses to item 8 were equ1vocal poss1bly

1nd1cat1ng-a WJde range of exper1ence in expressing or
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)

'hiding'emottonsfor an inabi]ity to remember their reacttons'

. as chi]dren F1fty Six. percent (33, 23), of the students

students often fe]t happy as ch11dren (1tem 11)

The data suggests that the students appear to be happy X

.C h11dren It is poss1ble that e1ther the students_cannot

_ remember the1r ch1ldhood c}early or that they are repressingﬂf

vithe1r awareness of ch11dhood experiences. " The data needs'to"

be 1nterpreted w1th the 1nformat1on in the next sect1cn
wh1ch suggests that the respondents see themse]ves as h1gh1y
self- aware 1nd1v1duals who are in contro] of the1r thoughts

and feel1ngs most of the t1me

E. Adu]thood Exper1ences

Items 12 to 19 explore students -awareness of seTf ‘and"

._awareness of feellngs ‘as an adu]t wh11e 1tems 20 to 23
‘expldte students ab111ty to d15t1ngu1sh between what they ‘
‘b th1nK and what they feel co ° f'f.' ‘d ,',‘v*' :viy
| .. ltems 14 17 and 19 suggest that students percetve |
y:themselves as be1ng se]f aware and Know themse]ves In 1tem
:[14 78% (14, 64) of the students clalm that they Know(_f“
'themselves thorough]y Eighty- two percent (46 36) of the

students claim that mostiof the t1me they Know what they

_ are fee11ng from momen to’moment (1tem 17), wh11e seventy o

; percent (49 21) of the respondents cla1m to be aware of what

';"the1r body is: do1ng ﬁ[om moment to moment (1tem 19)

i
. i
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Responses to 1tems 12, 21 and 23. suggest a strong
control or1entat1on Seventy nine percent (53, 26) of the |

Fstudents try to be ca]m and co]]ected at all t1mes (1tem :

'12) Seventy—twovpercent (43, 29) of the students c]a1m that,
'(most of the- t1me, they are ab]e to contro] the1r A
';emot1ons/feel1ngs (1tem 21), wh11e 77% (41, 36) of the
'Hi:respondents 1nd1cated that most of the t1me - they are ab]e
hto contro] the1r thoughts (item 23). y

Responses to 1tems 13 15 16 20 22 tended to be'
‘1leither-equ1vocal in nature or have large med1an responses'
”’suggest1ng uncerta1nty |

= ,@Or example, students responses were equ1voca1 as to

"f whether they enJoyed p]ann1ng an act1v1ty more than actually-ff

.odo1ng it (1tem 15)- Th1rty three percent were unsure whether

- they h1d or expressed negat1ve fee11ngs (Ltem 13) wh11e 31%‘,__v

‘v_were unsure 1f they cou]d accept confus1ng s1tuat1ons w1th

"f;ease or d1fflculty (1tem 16) Th1rty three percent were not‘A

'sure 1f they tended to feel th1ngs rather than th1nK about’
htth1ngs (1tem 20) “while 50% were undec1ded 1f what they j
“whth1nK about th1ngs 1s more 1mportant than what they feel
;ftabout th1ngs (1tem 22) ". ]

B ‘The uncerta1nty and. equ1vocat1on of these 1tems"

“'suggests that the val1d1ty of the responses to ear11er 1tems;-n

'-’ydeal1ng w1th awareness and contro] may be questlonable The .

'tresponses to the f1rst two c]usters of 1tems suggest that/';

\

the students;see themse]ves as‘self‘aware,1nd1v1duals.who__.“w'

are ‘able to control their thoughts and emotions most of the



time. : o

It is possible that the reverse may be true and that

their'perceptﬁonS'of'their‘experienCes are inaccurate.

41

"Behav1ora1 11terature has asserted that much human behav1or

is react1ve and unconsc1ous Osborne and Baldw1n (1982)
po1nt to the d1scont1nu1ty of consc1ousness and that é
The consequence of this very unpa]atab]e fact is

that we are not aware of ourselves or what we are';‘-'
doing almost all of the time. (p.-268). - : t ‘

*“They refer the doubt1ng reader ‘to the GPeenspoon Effectr

h(Greenspoon, 1955) Eastern teach1ngs such as. Buddh1sm,i;

GurdJ1eff1an 1deas, and Tao1sm support the not1on that most‘

- i

1nd1v1dua]s are not only unaware but that they are unaware

R

) _of the1r lack of .awareness. Techn1ques of self observatnon,

_and Lowen ;,.

v-on the ]ast set of 1tems is - a more valid 1nd1cator of the
e va11d1ty of- the subJects se1‘ percept1ons than the pnev1ous o

"clusters of 1tems re]at1ng to self awareness and P

wh1ch eventual]y po1nt to an 1nd1v1dual s 1acK of awareness

(both sensory and cogn1t1ve) are advocated not only by
..3

?ﬁEastern ph1losphers but western psycho]og1sts such as Per]s\_'i

-

'3 T
.
B SN

“;Nesb1tt and W1lson (1977) suggest

. that subJects in certa1n soc1a1 psychology o Y
'”"exper1ments were genera11y not conscious. of the1rz,
- . cognitive processes. the willingness of subJects '

- to offer exp]anat1ons ‘of their cognitive , “
- - processés...could be interpreted as 1nd1cat1ve of
“how unaware most people are of the1r 1acK of - -
alareness. (p 281). . , Do

’It may be poss1b1e that the equ1vocat1on and confus1on'

)

. =
:‘z

A
%
I

'self—control,

'(.:'.‘-.-‘.. e
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F Educat1ona1 Va]ues ,f,

Items 24 to 44 explore 1nd1v1dua1 s educat1ona1 be11efs .

and values. Items were der1ved from: concepts found-w1th1n

to fac1l1tate compar1son

the human1st1c mode 1 of educat1on Itehs from more '

trad1t1ona1 mode]s of educat1on were also 1nc1uded in order.

) t,.)
-

Items 25 33, 34 and 43 dea] with the 1mportance of

affect and the express1on of emot1ons E1ghty-two percent;'

M‘(29 53) of the students be11eved that " when dealing with“

¥

students, teachers shou]d express the1r emotions (1tem 25)

‘and ‘they . strong]y agreed (90%) (74,186) that it is 1mportant

to show sens1t1v1ty to the fee11ngs of - others‘(1tem 34)

1'-S1xty percent (39 21) of the students agreed that the

-classroom is- an appropr1ate p]ace to express emotions (1tem' N

33) and respondents strongly agreed (87%) (20,67) that

1ﬂch1ldren & fee]1ngs are 1mportant (1tem 43) Responses to

| :these 1tems suggest that at 1east 1nte]lectqal]y,, o

respondents are sympathet1c to the 1mportance of fee11ngs

'{,‘,, K
However, few students (29%) take workshops dea11ng w1th the- R

i

and the express1on of emot1ons w1th1n the c]assroom sett1ng.

express1on of emot1ons (item 72) o o
Items 26 27, 30 32 37 39 41 and 42 perta1n to the.l
goals and va]ues of human1st1c educat1on Students strongly'
agreed (86%) (20 47) that enJoy1ng be1ng w1th ch1]dren is a
prerequ1s1te'fqr successful teach1ng (1tem 30) and (54%)
(24 31) that'teachers shou]d help students to learn to ask

quest1ons (1tem 26).
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| Respondents d1sagreed (67%) (20 47) that mastery of

is' the most 1mportant part of school (item 32)

and students strong]y agreed (86%) (46,40) that experiential

learning is more 1mportant‘than lecture-based 1earningv(item

. 42)"They alSOhagreed'(61%)'(41 20) that fantaSy'experienoes

. can be a valuable means of 1earn1ng (1tem 41) Seventy-two

percent (36, 36) of the students agreed that the classroom 1s‘

a plaoe to teaoh walues (1tem 37) ‘and students strongly

'agreed (93%) (70, 23)'that self-understand1ng is an 1mportant’

_goal of educat1on (1tem 39). Respondents very strongly

agreed (96%) (83 13) that it s 1mportant for students to I

,recetve 1nstruct1on in commun1cat1on skw]]s (1tem 27)

Responses to these 1tems suggest that students are, ‘at

N |
!

'least 1ntellectually,‘strongly sympathet1c to the goa]s and

dva]ues of 'the human1st1c mode] of educat1on

Items 24, 31 35 38, 40, and 44 address the

td'theoret1ca1 aga ph1losoph1ca] underp1nn1ngs of the '.u

' human1st1c mode1. It is 1nterest1ng to note that on f1ve of

the s1x 1tems, a fa1r percentage of - the responses were -

:'u;med1an responses suggest1ng some . uncerta1nty on the part of.i o

°

R \
respondents 'For example, 37% of respondents were uncerta1n

‘as to whether it was poss1b1e to separate 1nte]1ectual

[

‘exper1ence from emot1ona1 exper1ence (1tem 31). Forty

ipercent of the students were unsure 1f 1og1c is more’ e

'1mportant thdn feelin, .+ m 35), ‘while 43% could not debide_;

'1f 1ntu1t1on is“a- valid £ of 1earn1ng (1tem 38)

.Forty- four percent of respondents were undec1ded as to

‘A
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“whether the schooT'shoqu cOncentrate on developingvthe_

;inteTTecL (item'44) while 307 were not sure if formal

H cTassroom tests were essent1aT for. accurate assessment of
student performance (1tem 40) . On 1tem 24, 54% of : ‘
‘respondents beT1eved that measurement prediction and
ﬂcontroTvof human'behav1or is essential, while 27% were
»§undeCTded These responses are 1ncompat1h1e with the
human1st1c pos1t1on ATthough_students had fa1r]y strong
‘opinions aoout questions‘on the value of affective

' eduCationaT'gOaTs a fair percentage Were‘uncertai# in theirg
T'.responses to the quest1ons which tap understand1ng of the |

.foundat1on of the human1st1c modeT Th1s uncerta1nty -

'suggests a Tack of deep refTect1on on fundamentaT

ph1Tosoph1caT ‘and . pedagog1ca] 1ssues and may suggest an .

B funcr1t1ca1 superf1c1a1 acceptance of human1st1c bel1efs and‘

- techn1ques These results may aTso suggest that courses'

"-deaﬂ1ng‘w1th the hUman1st1c modeT are superf1c1aTTy

Ipresented and perhaps too techn1que or1ented w1th _ij f,':g‘
1nsuff1c1ent attent1on to deep th1nK1ng and vaTues Students
:aTso Tack the teach1ng exper1ences wh1ch m1ght heTp them’ to

“1ntegrate theoret1cal and pract1cal 1ssues. T S

TGLHExpertences with Emotions_

TabTe 2 shows the pattern of responses for 1tems 45- 62
.These 1tems are categor1caT rather than. ‘the leePt type
T1tems found 1nn the prev1ous ‘section. (See Append1x A for

‘1tems and number of categor1es ) These 1tems were 1ntended
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to 1nvest1gate the nature. and express1on of the respondents

prevalent fee]1ngs_(1temv62) persons approached by -

respondents for discussion of emotions t1tems 45-51);:aﬁd
difficult feelings forvrespondents-(ttems‘52-61). |
Students tndjcated’that, when they wanted to-discuss
Strong emot ions (items 45 - - 51), they approached-a parent -
39% of the t1me and a spouse 23% of. the t1me The’ B
emot1ons/feel1ngs which students have most difficulty w1th |
'are: frustratton, 51% (1tem 56); hurt, 47% (1tem 61)
anxiety,'SQ%'(item'57); anger, 37% (item 52)5 and
| tonelineSS, 36% (ttem 59)' | | yy' . .
As might be expected, 1n»the ]ight of thelabove;
-students almost never expressed the1r negat1ve emot1ons,
while on]y 67% expressed pos1t1ve emot1ons |
,  These data suggest that students have d1ff1cu1ty
..express1ng emot1ons and’ part1cu1ar]y, ézgat1ve emot1ons
Eﬁ 1s 1nterest1ng to note that, in the prev1ous
sect10n, students 1nd1cated that it was very 1mportant for
teachers to express thetr emot1ons in the classroom The :
“'d1screpency between what they wou]d 11Ke to do and what they.
do may suggest some. d1ff1culty once they are in the

;'classroom full tlme

' H ‘Classroom Management Techn1ques
‘ Table 3. shows the ch01ces of c]assroom management
.:techn1ques wh1ch students would aotually use "in pract1ce and;'

would use 1dea11y (1tems 63- 70) The ch01cesiare rank
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~ordered categor1cal data The data 1nd1cate students

N

_ overwhelm1ng preference for human1st1cally or1ented

: classroom management techn1ques The1r preferences were.
strongest for TET or Roger1an approachbs '.'~;'T Tt |
B The ranK order1ng of preferences for var1ous techn1ques
“was the same for each 1tem regardless of whether the cho1ce
lwas actual or’ 1deal Th1s suggests that- the d1st1nct1on_

between actual and 1deal may not have been mean1ngful for

”most students Changes 1n the pattern of preferences for

‘>:techn1que from actual and 1deal prespect1ves measured from a~”'

”;sample of experlenced teachers may be more l1kely due to'

don the JOb exper1ence The students An the study appear to
'nhaVe 1deal1st1c expectat1ons about the use of classroom vl;'T'
) management techn1ques | =

The data needs to be 1nterpreted in conJunct1on w1th

“-the data from the. teach1ng experlence 1tem wh1ch shows trathf 5_f

}:most students (61%) have only student teach1ng experlence
Responses 1n Table 3 wh1le not ent1rely preconceptual _are'f"
;“based on l1m1ted classroom exper1ence _ ' : :
| | The d1fferences between actual and 1deal cho1ces of ;.tt‘
‘tclassroom management techn1ques were small and not ]-“W

.;s1gn1f1cant._Student,preferences‘were relat1vely,stable. '

B Un1vers1ty Exper1ences |
» Table 4 refers to the categor1cal 1tems 71 to 76 Wh1ch{A
'fattempted to gather 1nformat1on about students exposure to

‘human1st1c values and affect1ve exper1ences 1n an
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‘interpersonal or group context.

Thirtyrseven percent of the students had taken @ course

whiChwdirect1y¥addressed—humanistic»values~m0n4y~30%-of—theé—f-u

students had exper1enced workshops where express1on of"

vfeellngs/emot1ons were. encouraged Most students (79%) had

'made some close fr1ends while at un1ver51ty, but had most of

the1r close frlends outs1de un1vers1ty (597 S1xty three

- percent of the students 1nd1cated that they had been

: encouraged to express emot1on/feel1ngs w1th1n class = . .

B conﬁexts N1nety one percent favored courses wh1ch exp]ore t =

,fee11ngs as well as thoughts

he

These data suggest that students are exposed to

. professors and/or courses which foster affect1ve educat1on'

.and espouse~affect1ve deve]opment, butythat‘the,extentﬂof

' q'or1ented 1nstructors

- their interest in'such a.perspective'or experience«is not

\,

-.m atched by the ava11ab11ty of courses or appropr1ate1y

a9

Student responses may also 1nd1cate that a]though there

'i_ may be 1nte11ectua1 be11ef in courses wh1ch exp]ore

"feel1ngs, th1s is not matched by the1r w1111ngness to seek

' out affect1ve exper1ences (e g 41tem 72)

J. In Summary

fThe aveﬁage person answer1ng the quest1onna1re c]a1m

ttt ' to have had pos1t1ve emot1onal" exper1ences at schoo]

e, gi)achers 11ked h1m/her,ﬂ 'tt
! iy

'2;_” to 11Ke teach1ng, iv.t'.'~"""’ j ) 07_1_

4
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3. - to have had teachers who showed sens1t1v1ty to

fee11ngs, o _ . -

A

-Q-"to have had- parents who be11eved and- expressed

1 emottons.
'5. as a child, to have been happy and;expressed their‘
, ‘emotions; L\ | ' o
6.' as a:'adult,.to be highly self—aware (the-reverse may"
' be true) | |
.7. : to be sympathet1c to the goais human1st1c educat1on-

@

8. -that he/she would- go to the1r fr1ends, then to the1r

parents to ta]K about strong emot1onsL

S T '
g. - that he/she has more . "d1ff1cu1ty" with “negat1ve

SN

émot1ons than with pos1t1ve emot1ons,

"10. he/she expresses m1xed emot1ons (w1th negat1ve and

‘pos1t1ve)

 11._:that he/she wou]d use’ human1st1c techn1ques for solv1ng

.management prob]ems in the classroom,
12., that" he/she bel1eves that more un1vers1ty couRses

-shou]d dea] w1th feel1ngs as well as thoughts

'K Factor Ana1ys1s of Interva] Data‘p

_"The responses of all subJects ‘to 1tems 1 44 wh1ch are

-the Likert- type 1nterva1 ‘data, were subm1tted to a pr1nc1pa1
. B

"components factor analys1s (Mullak 1972) The resu1t1ng

J ’

_ seventeen factors were subJected to a Scree test (Cate]l

. -

1952) wh1ch resu]ted in the select1on of six factors
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accounting for 43% percent of the total variance. Theidata
were factor analyzed a second time us1ng a varimax rotation
_“wwmm_miKerl1nger,~4973) anduthe res1dualevar1ance red1str1buted~—{ ——————
“ over the six factors chosen by. the Scree test. Tab]e 5 shows -
the pr1nc1pa1 1tem ]oad1ngs and the percentage of total"
‘varjance.accounted for by the six factors.

Factoﬁ,1, account ing for;932%.of the total factorial

. Variance, is . a[' tion value orientation to

&

'1earning Person

vely on this factor favor
'v.the use of ﬁaniz 't}on in 1earn1ng, attent1on to - ¢'

’Jearnsgg and emphas1s upon -

the affective componént
l1nterpersona1 commun1cat1ons .
Factoru2 account1ng for 7. 57 of the total factor1a1 SR
variance, is an emotlonal b1ograph1ca1 factor Persons i R,
'load1ng pos1t1ve1y on th1s factor are those who had more ’

:frequent happy, rather than sad ,exper1ences, had

)

o
.emot1ona11y express1ve parents expressed the1r fee11ngs as e

. ch11dren more often and be11eve that express1ng emot1ons is-

i‘des1rab1e

“u

;_Factor 3 account1ng for 7 2% of the total factor1a1
‘vékiahcé,,1s a natural sc1ent1f1c rat1ona1 value or1entat1on R

'lito educat1on Persons loadlng pos1t1vely on this: factor
‘ Q

favor performance assessment teacher contro] cogn1t1ve '
'1earn1ng and emphas1s upon 1nte11ectual processes

A_FactOFv4 account1ng for 6 8 % of the tota] factor1a]

\

variance, is ‘an emot1ona1 self- awareness factor Persons

Toading pos1t1vety,on;th1s factor,perce1ve themse]ves as not

o
o T
(),. . -'A’f~l
2 . R
. v
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.  .TABLE 5 N ‘
T ITEM 'LOADINGS FOR VARIMAX .

'ROTATED FACTORS FROM QUESTIONNAIRES

ITEMS - FACTORS

9. 7T ea

20, o SEy

9. oo T SRR
310 T a8 . Aan
B R T | 7 2% -
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P
be1ng as aware of the1r emot1ons or thoughts as they cou]d

be even though they perce1ve themselves as emot1ona]1y,

.rather ‘than 1nte]1ectua11y, respons1ve

e exposed to teachers whotexpressed the1r emot1ons These

Factor 5, account1 g for 6 1% of‘the tota] factor1a1

N variance, is a b1ographlca1 student teacher persona]

}perceptton factor Persons load1ng pos1t1ve1y on th1s factor.t‘-

ﬂ'd1d not. 11ke most of the1r teachers, thought the1r teachers

p1n1ons of them were 1naccurate and felt. unllked by, the1r

"teachers | | _‘ |

| Factor 6 account1ng for 5, 8% of the total facor1a]

“-var1ance, 1s an ant1-1ntu1t1ve emot1ona1 value or1entat1on
'and express1on factor Persons w1th a pos1t1ve load1ng on.;g

’th1s factor do not va]ue 1ntu1t1on and were genera]ly not

.

persons a]so va]ue 1nte]lect ‘more than emo%;on and v1ew the'ﬁ“g‘

' ‘classroom as an 1nappropr1ate p]ace to express emot1ons -

-ﬁwL Ana1yses of Varlance h

Factor scores'on the above factors were employed as the

"1_dependent var1ab1es 1n a ser1es of e1ght ‘one- way ANOVAS to : f’”

D

';4determ1ne whether those persons choos1ng part1cutarvﬁ.'7

‘;ftpclassroom techn1ques d1ffered s1gn1f1cantly 1n terms of

’ ”}vthe1r factor scores There were four cho1ces of techn1que in

;four c]assroom scenar1os; w1th cho1ces be1ng made ?rom two “

'iperspectlves (actual“and 1dea1) Tab]e 6" shows the, cho1cesj“""

'hof c]assroom techh1gg;§yh1ch were s1gn1f1cant1y d1fferent

'Rfrom the three alternat1ves across the e1ght quest1onna1re ,g'”T

-
. ':.



o

F ..x - ’ _ 3 pes
. J» ’, . . -
. ¥ oL . o ‘
W e G :
- . DL . Q.&Kx - Xy
> i R . < - '
. P - o;'w “&5-a9 ‘89-p9 119-€9 Palied B.E SaDLOUD O1 JRUBDS |{BSPY-|eNIDE Bl R
{8A8| 60°>d 1B Jued L sLubBls Budm mwucwuwt‘,_o. (310N ._
, ) ,, L~ N B . B =
; o el S A ) mmvw
’ 131 . L ot N J.JW.
< 89 - 0
B o - . LA V.
o uepdeboy PR .89’ 3
- N - N ~ N o
. hm“._ .n .
) 130 - SR S99 .
E N . Lo - + B N . N . . . .A.J /.
589 : v L,
uey uaboy 131 ¢ uepaaboy Yiet o pg 1
131, X - €9 . v
g v wayy L.
..mLou,Umu. ,
- . ! K . _
W SOIYVN3OS A00¥SSVID [S5082V - .
'S3U0DS HOLOVI NI° ‘SIONIYISFLA INVITIINDIS oz_o:coaa W
mw:ouzxuWh IN3WIDVNVK HOOYSSVD uo mu~oxu, : - i’
L " '

© 9 37avL.




N B - : . B .
. ‘. . . ST

ifems (63-70).

Four of the e1ght s1gn1f1cant ‘mfferencs in Table 6

’*7;“_““Wéré“bﬁfFabtbrfTT“wHTTé—thérE‘WaS“OnéwsrganTcaﬁt“deference_;T

. .
PRI

'lclassroom management techn1que 1n'both actua] and 1dea1

“s1tuat1ons "“-tt"

on Factors 2 H3 4 and 5 These data suggest that Factor 1

is the best pred1ctor of persons choos1ng a Roger1an or TET

-~ .

v

B . 0'.» )
As m1ght be expected Ebom the frequency data conta1ned

1n Table 6 the most preferred cho1ces of classroom

‘rmanagement techn1que (Roger1an and TET) are. those expressed

‘uln terms of s1gn1f1cant d1fferences in factor scores. The

J"cho1ce of TET for 1tems 63 67 and for 1tems 65- 69 approached

'Pfs1gn1f1cance These data show that those persaks choostng
flffof the classroom scenar1os from both an actual and 1deal ' \

ﬂ52 3 4eand 5 occur only from the actual perspect1ve and for

_r'Cho1ce of*RQger1an techn1que results 1n a s1gn1f1cantly

J"

,'*fRoger1an and TET techn1ques have significantly h1gher scorgg

‘ion the confluent va]ue or1entat10n to 1earn1ng factor 1n two'

e

one scenar1o each suggest1ng that these factors are not‘as

'strong as pred1ctors of cho1ée of Roger1an or TET.

e x" ;
b1égraph1ca1 student teacher persona] percept1on factors r,

5

« l S \( v

fh1gher sg) on the emot1ona1 se]f awareness factor
@ . I . A

B . .
: . o e e s T
. . Lo - .
PN DR SR SR W -
.~ L
- = B . CRA A ’ 3

;perspect1ve o oo : @”
e g 4 _ \% _ o
: Table 6 shows that s1gn1f1cant d1fferences on factors R
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L .
v

‘ 8 ‘ Y
Persons choos1ng a Roger1an approach to c]assroom

management appear to favor a conf]uent approach to educat1on'

Ty
: v

*h*and'respond1ng emot1onaTTy themseTveSN—Persons~choos1ng—TETﬂ~_-

aTso favor a. confluent approach to, educat1on, tend to have_

o had happ1er ch11dhEod emot1onal exper1enée in the1r homes,v

b

‘;Mnuiﬁnd not’to value ratrgna11ty add natura] sc1ence h1gh1y and
. Mr.‘-'.’f -"‘ .

‘t A vleere"Txked bx theﬁ? teachers

: 55 These data_podht tgyﬁhe 4mportance of the teacher tra1nees

‘..'- R ‘\ -‘ \_ L 2 Iy ! W

fﬁff _ home énd schoeJ eage’nemces 1n terms.of h1s/her vaTue.

e

a II,Q

z-',

”

¥
i

M Cross TabuTat1ons of Categor1caT Data
; G : ‘ )
ATthough there were more s1gn1f1cant assoc1at1ve S

' eTat1onsh1ps 1n the cross ¢abu1at1ons«of data than

3

presented here onlyﬁthose cons1dered to be, mean1ngfu] are ?T

tvvtj presented Many o# the stat1st1ca11y s1gn1f1cant

aSSoc1at1ons were the resuTt of very smaTT dev1ant ceTTs 1n

W . we .

'f{the cont1ngency tabTes The ﬁo]low1ng data are’ abstractedr‘

[y

E-
" e

_from the cross tabuTat1on of var1ab1es5tmtems) 45 *76 ‘and

o N i a .
S gthe categor1calfiten5:@ea}1ng h1th«age spec1a]1zat1on,.“

'program'and sextti

\,;%Y‘
¥

! ooy . .o
wo [ - - . ..
? o

4

P

w . ° : - - A ’ ‘ '..‘;-.'..v,_ . 4
St 'Age._., ‘ : . : - .

‘

'} The modaT age group (born 1959) opted strongly for a

¥

' Roger1an approach to classroom management (82 1%)'on 1tem 68

and & heause of I&T 67 96) on 1tem 69 The number of

. 1
A $ . ?
* . . . - < . N PR
S Cx - » o r;,—rc','ﬁ' o : . EEE S
2 . T . . . - o x': : »u . : Lo
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individua]s,fat]ing'outside the modal age was too small to

'jproduce meaningful relationships between age and the choice

-0 f-classroom-management—-technique.

. A
&g

“Specialization ) : v _ ‘ o T ) 1 o
Because of the smallﬂsamp]e‘size,‘therebwere not.enoughy
‘subjects'in each of the'teaching'specialtzattons to create;_ﬁ.
.the possibtlityrof_meanihgful‘re{a@ﬂohshlps;wtth<other"'
variab]es The‘magdritQ of Students favored”etther,as
Roger1an or TET approach to- classroom management When angg;_»~
authoritarian or behav1ora1 approach was favored by a
part1cua1r spec1a11zat1on, ‘there was Jnvar1ab1y one person

"in that group. = . =%

8 \g, Program :
g\,“.ﬂ{”;', There was a 51gn1f7cant assoc1at1on between teach1ng
N 2

program (ftem 3) and vocat1onal cho1ce (1temf5 MaJor1t1es

: of students 1n e]ementary (61. 3%) secondary (76 0%) an'~*;"
spec1a1 educaton (88 9% ) chose teachlng as thETP{$JPSt -
vocat1on_ wh11e none of’ those 1n the vocat&ona] program d1d'_u

e

(Ch1 square =11, 38 df = 3 Q < .01). However,'the sma]l y
_number (4) of vocat1ona1 students suggests caut1on in p; !
1nterpret1ng th1s €1nd1ng ._7'“.,;bd_' _y;' 4 |
, The overal] number of students hav1ng d1ff1culty in
‘ deal]ng ‘with- frustratlon (50 7%) (1tem 56) suggests that-the. 3
pPOCGSSIhg of th1s emot1on needs attent1on w1th1n the "o“_~ N

teach1ng tra1n1ng program and re1nforces the case for

) ~_’-i¢.‘ .

e
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‘affective education. A-signtficantly’higher'proportion'of”

secondary students (72%) reported d1ff1cu]ty with

~-mum$rustrat1on (Ch1nsquare~s~8 55r~df~“_3T_p___.O4) _Th1s may_w_;;m

techn1ques (1tems 63 - 70) - accord1ng to- teach1ng program

shows a. preference for Roger1an and TET c]assroom management ﬁ

'techn1ques, regardless of teach1ng program

L”Sex,‘

suggest that as a resu]t of pract1cum exper1ence, students

find secondary teach1ng more stressful.

B Tab]e 7. shows the. cho1ces of classroom management

.from actual to 1dea1 perspect1ves co]ﬂapsed across the four’fify

>

classroom scenar1os *The pattern of choice overa]] c]early
N l'stp

.%
E

Most maies . (59’8%)'and females-(75%) thought re11g1on

to be e1ther very or moderately 1mportant 1n the1r lgges

‘More men (40. 2%) than women (25%) thought re11g1on toiﬁa‘

"un1mportant or: ne1ther 1mportant nor un1mportant (Ch1 square

7.2, df = 3, P < '06) "

K

Sex 1s s1gn1f1cant1y assoc1ated w1th cho1ce of . teach1ng

‘as. a proFe551on (1tem 7). Fema]es choose teachvng as a f1rst

cho1ce (75%) more than ma]es (41 2%) (Ch1 squarep» 5. 16 df

1, p < 02) aIn tota] 66 7% of those tra1n1ng to be ,-t

teachers are do1ng SO as a result of their f1rst cho1ce of

P
u\ v

vocat1on _ o “,f, , : . 8 T

‘-‘7-

Rather than look at spec1f1c assoc1at1ons between sex -

"\ "y

and 1nd1v1dua1 1tems perta1n1ng to c]assroom management_t
3

<

t'techn1ques (1tems,6§_-*70), the data for items 63,--66-and_~'
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items 67 - 70 were combined to provide: a more réliable

indtcation of any rélationship between seX'andnchoice ot

ce

classroom management techn1que from- either an actual or

e

t Students Who Ta1k W1th Fr1ends About Strong Emotlons Itemf}iiﬂ

1dea1 perspect1ve Tab]e*7 shows the percent cho1ce of

c]assroom managemént techn1que for males and fema]es for

f both actua] and 1dea1 perspect1ves Both ma]es and fema]es}‘

Istrong]y favor Roger1an or TET approaches Males favor the
author1tar1an approach more than the females From an 1oeal
'perspect1ve males . favor author1tar1an and: behav1ora1 |
vappnoaches more than women wh11e females favor TET more
than men . | | . o | ‘

. More fema]es (78%) than ma]es (47%) have not
4exper1enced workshops where they were encouraged to‘express i
the1r‘emotJons (1tem 72) (Ch1 square = 4.44, dfn--1,vg < f”::

P

.04) .

© X

s , . .
Z.‘""’.'. i o’ ‘%‘ o : oy
cet . g B
. ﬁ:d» -

kS LA AR
. .

There 1s ‘a’ sagn1f1cant assoc1atlon between talk1ng to ne

: “fr1ends about strong emot1ons and talk1ng to s1bl1ngs (1tem

1 50) The two are negat1ve]y assoc1ated (Ch1, quare_- 12 467

df‘: 1, p < 001) Th1s suggests a type of 1nsu1ar1ty or

‘11m1ted-openness 1n d1scuss1ng emot1ons

A
-A

’ tﬁD1ff1cu1ty Wlth Frustrat1on'~Item 56

of the 52 2% of studentsgwho have d1ff1culty w1th

vfrustrat1on,_75% favor TET on 1tem 70 wh11e 45 5% of the

RN



'62
47;8%Tstudents who don' t havevdifficuTty favor'a Rogerian

,;:method‘of cTassroom'management (Chi square = 13.45, df = 4,

Y
.01). C

“ourses . on Human1stlc Concepts Item'71'

Taken
There is a s1gn1f1cant assoc1at1on between those who :
"have”taken courses on human1st1c concepts and mak1ng c]ose
lvfriends‘at Un1vers1ty (1tem 73) (96%)‘ Such students-have ;'
‘“/imade cTose frlends at un1vers1ty, wh11e those who haven t
taken such courses (69 84) have made c]ose fr1ends at B
‘un1vers?ty (Ch1 square = 5 14 df =1, p. 5 03)
There is a s1gn1f1cant assoc1atlon,befween #ak1ng such"f’t

; : u-‘." uﬂda -« ,':
courses andahah1ng most of onﬁgg§cﬂose
C ek

fr1ends (1tem$74) at\f 3

¥ A

Un1ver51ty “F1fty s1x percent of those tak1hg human1st1c

-courses - had most of their close fr1ends at un1vers1ty, wh11e
30 2% %f thoseqnot taktng human1st1c courses had most of h
the1r fr1ends at un1vers1ty (Ch1 square 5. 14 df = 1, p<
02) Those who enroTT in such courses may be more open and‘

frlend]y~and/or such courses may fac1l1tate persona]

fr1endsh1ps
L L T R T R
Those Who Talk W1th S1b11ngs Item 50 -,'..r",.gmsa;f“

e

'Zﬂ” There 1s a s1gn1f1cant negat1ve assoc1at1on between

ta1k1ng w1th one’s s1b11ngs and hav1ng any close fr1ends at fr
un1vers1ty (Ch1 squarev- 4 {;\ df = 1, g < 04) Almost half,:‘
- {42, 9%) of the 10.3% who talk w1th s1b11ngs don’ t have close#n"‘
fr1ends at un1vers1ty, wh11e 83. 6% of the 89 7% who don'’ t



63
L 'talk to sxb11ngs have a close fr1end at un1vers1ty However,'
:?ﬁfha'the number of students ta1k1ng to siblings 1s small (3).

Those who talK w1th1n the1r fam11y appear. to. ma1nta1n this .

source of soc1a] contact‘exc]us1vely, havwng»fewr,1f any,

.close friends at university.’

T o _ T T
.
| Professors Who Encouraged Expres31on of Fee11ngs in Courses o
'Iteih*“75 | | o -

There was a s1gn1f1can£ p051t1ve assoc1at1on between

.h exposure tb professors who encouraged expresswon oﬁ(fpe]1ngs

'-iand the cho1ce of TET as a classroom management techn1que_

’-(1tem 65) of the 68 7£ of students who chose TET 76. 2% of
';them had beenq1n courses where express1on of feel1ngs was -

) t'encouraged (Ch1 square 9 75 df =-4 B < 05) o "

| ': There was a s1gn1f1cant pos1t1ve assoc1at1on between

exposure to professors encourag1ng the express1on of

'férifee11ngs and . part1c1pat1on in courses dea11ng w1th tyﬁéé{h

v :*human1st1c concepts (1tem 71) (Ch1 square.= 3 99 df Eiﬁ,‘p

: y 'g,”05).ofthe37.34\;f students tak1ng courses dea]1ng w1th.f

%

”humanistjc conceptsp 0% had exposure to professors who .
‘encouraged‘theVexpress1on of fee11ngs -

T There was a’ s1gn1f1cant assoc1at1on between attend1ng
- e
A workshops that encourage the express1on of fee11ngs (1tem

P

f.72) and be1ng exposed to professors who encouraged the T

,express1on of fee11ngs (Ch1 square-= 4 78 df = 1, 9 < .03).

6 ,of the 29 9% of students attend1ng workshops that encouragedt“_'

1';fjthe express1on of fee]1ngs. 85% had been exposed to
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professors who encouraged the express1on of feel1ngs o

_ However, of the 62 7% of students exposed to professors who

”encouraged experss1on ofn feelings, most have not attended

workshops (59.5%) . Attend1ng the workshops may ‘be more'

.Jnd1cat1ve'of a student s attachment to-humantst1d3values

because ‘of the greater personal 1nvolvement requ1red
Exposure to theoret1cal or policy- type statements about

human1st1c values from professors does not place as many '

-

»demands upon the student as.a workshop

There was a s1gn1f1cant pos1t1ve assoc1at1on between

.‘fmak1ng close friends at un1vers1ty (1tem 73) and be1ng

' exposed to professors who encouraged the express1on of =

;kfeel1ngs (Ch1 square 4.14, df ='1; p < .04). of the 62 7%

aaf nds at un1vers1ty while 64% of those who had not been

-

of students who had been exposed to professors who

’rencouraged the express1on of feel1ngs, 88 1% had made close :

o

f'exposed to such professors had made close fr1ends

=8, p < 001)

T,

VStudentSVWho FavbgﬁFeeling Type_Courses'at’University: Item -~

Almost all students (91%) favor such courses:and"the-"

.human1st1c classroom management techn1ques of TET and -
.:.Roger1an methods (1tem 64) There is a 51gn1f1cant pos1t1ve'

'assoc1atlon between these varlables (Ch1 square =_38.27; df
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_N. CrOSS'Tabu1ations.of Actualfldea1 Choicés of"Classroom o

Techniques

t

~ Table 8 shows the assoCiations of choices of classroom

74
N

4

.”management‘techniques within the“actual'and ideal

'perspect1ves across s1tuat1ons and between the actual and

1dea1 perspect1ves for four common s1tuat10ns

As m1ght be expected four of«the six poss1ble pairwise

-v_assoc1at1ons w1th1n the actual category were s1gn1f1cant1y

.»assoc1ated.

For the EpUr commOn:situations, 'ctual-idea] ChoiCes of

_ classroom techn1que were. s1gn1f1cant1y assoc1ated 1n three
Jof the four cases. These data 1ndlcate a h1gh degree of
;'concurrence between actual and 1dea1 cho1ces of c]assroom
’techn1que There 1s more cons1stency dcross s1tuat1ons when :
~the cho1ce 1s 1dea1 (100%) however,‘when the perspect1ve is.

,-actual the preference for a. part1cular classroom techn1que

is- more var1ab1e across s1tuat1ons (75%) Pract1ca11ty does

i

ti.appear to make a d1fference even at a theoret1ca1 level.

Table 3 shows the aboveﬁﬁata in the form of percentages:

‘ _of students choos1ng classroom management technlques--the -
"*four 51tuat1ons for actual and 1deal perspect1ves The tab]e‘oﬁ
conf1rms the p1cture of a h1gh degree of cons1stency in

' «techn1que chosen for a]] s1tuat1ons from both perspect1ves

D1fferences appear to ex1st ma1n4§ between the cho1ces of ’

'c]assroom techn1que rather than between actual ~and 1dea1

perspect1ves.

. d oA - X . .
R g N .
e T - e
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%. cross Tabulations of Programs and Choice of\QJassroomd;

“Techntque

These data were pooled andfaveraged in order to

a2

stab111ze the measures. The pattern of cho1ce of classroom

techn1que for each program was summed across the four v

'classroom s1tuat1ons and the mean taken to g1ve a stable

.

measure of classroom management techn1que preferred :

‘Table 9 shows that the pattern of cho1ces for

'j.elementary and secondary students 1s very s1m11ar

A]though the vocat1onal and spec1a1 educat1on pattein
\
is also s1m11ar, the maJor d1fference appears to- be that the -

. \:.\

k_wvocat1ona1 group is h1gher ‘on author1tar1an chouces wh11e
‘,_the spec1a1 educat1on group is h1gher on behav1ora1 cho1ces
”’Th1s may be due 1n part to the smaller number of subJects 1n:d
: each of those two categor1es, or 1t may ‘be due to d1fference' ‘

;1n va]ue or1entat1on and tra1n1ng Most vocattonal educat1on

(e }

‘students are a]ready tra1ned ‘and exper1enced in a trade and .
,tend to be o]der than the average student It 1s poss1b1e B

“that spec1a1 educat1on students are more exposed to

LY

behav1oral techn1ques and concepts »

P Ana]ys1s of Var1ance of D1fferences in S1x Factor Scores _;'

Tor Each Tra1n1ng Program {
.o ) \S . '
, Tab]e 10 1nd1cates that there were no s1gn1f1cant

4

dtfferences between program groups on the s1x factor score

means or that preferences/d1fferences w1th1n the samp]e’for t?

. dtfferent factors were fa1r1y evenlygdlstr1buted across

LoLe
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A . . - . Lo ..
. N K LY . 'L?F . ‘ﬁ':‘dlv

programs R sif oY '
e e RS
) v Ce ‘gzlu - - '
A .C1assroom Management Techn1ques .~£;T' .

-‘f‘—'the ch01ce of c]assroom management techn1ques from both Ceel

P AN

. g‘ “ .‘-‘.
F v Table 11 Shows the frequency of subgects*vresponses—on

" ’ .
PR

actupj and 1dea1 for the four programs The pattern oﬁg

o

‘ﬁesponses for each pﬁogram sub samp]e was eXam1ned

There appears to be a preFerence for the human1st1ca11y

or1ented techn1ques (Rogertan, TET) regardless of- the C e
rprogram r%spondents are enro]]ed”1n°'”’:v'. R ‘.‘
;f" - ’The overa]] pattern was’, s1m1]ar for al] groups with the

. » vl, L o ‘ _%‘:

: “;follow1ng except1ons..‘ R _”:. 'iﬁ"”; R Lo ' "ﬁ**fir
<4—-0n quest1on 63, spec1al educat1on stugents préferred*JJ .;‘t

‘;éoger1an and Behav1ora1 technlques rather than TEJ

\

. _"'):

--—Vocat1ona1 edUcat1on siudents chose Roger1an over TET Y,
L m . . . :f
"quest1on 67«and they were sp]Tt.among the four Cho1ces gp
L : v . ;,."'4'2
L quest1ona70
! &

#’The ranK order1ng of prefgrences Fop-var1%us techn1ques
< oy

.rema1ns relat1ve1ytstab1e, for each program suggestang that

1«;the dlst1nct1on between actua] and 1dea1 was not’mean1ngfu1

for most students Th1s data c]osely parat]els the f1nd1ngs

BTN
. L ‘

s . -

reported in Tab]e 3 Sect1on H.
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1? N e - .“;Q, |
V. DISUSSION AND SUMMARY o - o
‘i ﬁlhe three maJor purposes ofmth%s study were:;if.‘i ﬂ;' a o
* ﬁﬁt .to 1nvest1cate the be11efs, va]ues,iﬂng1asgrqgm;" .
%49_;_—ﬁ-managemee#—%echntques;ofifutﬁﬁé} 6L S E‘QQ;; &

.-
‘. ..

2. to exp]cre those facfors whtch -1ff§ientiate
Cm % ‘ & -
human1st1ca]]y orwentated teachers trom more o - ;

¢
. . .

E ,tnad1t1onal teachers', | - o
S 13&‘ to 1dent1%y d1fferences between students in varieus o f'ﬁ
t . , teach1ng programs as to-classroom pract1cesw" eI e LW
é; 'i. ?o 1nvest1gate the above,'a quest1onna1re was des1gned 3
‘;g, and adm}n1stened to‘a random samp]e of {ouith yeap educat10n SR
;students The guse Of 8 ques“"”'&a”‘e:q@'?géQ ‘ r such” &1 .-;

R 0 SV
1nformat1on pnesumes a certa1n degree oﬁ'awareness of one s T
R B e . _,'&--:_;” :
1.8 values, be]tefs and behav10rs In other words, some &‘- L
'Y._gﬁ,l D‘ } “,-‘ . . ’
1ntrospébt1on is reqU1red Accord1ng to . N1sbett and W1Json\ s,f

(1977) #dﬁbjects 1n stud1es and exper1ments are genera]Jy

not aware.of cogn1t1ve processes Dsborne (§581)

<

hypothestzes that what may be occurr1ng in these sfhdtes 15 1:f "?
pseudo 1ntrospect1on (subJects who befdeve they are more

St aware of the1r behav1or than they actually are)" (p 281) ;T‘;~v1

b The data gathered in 1nvest1gat1ng the f1rst purpose of J

th1s stud? appear to,be an example of thys problem Some/

- data from Sect1on £ deal1ng w1th self awareness and ,;~.?{jelv}_”f
v :

rhff se]f control suggest that the sUbJects percewved themse%ves

as h1gh1y se]f aware 1ndrv1duals who were 1n control;

‘et the

thefr thoughts and feel1ngs most of the t1me
uncerta1nty and confus1on expressed on the 1tems 1n the same't
0" oo " o e ‘. -" - J, ; .

73 . T N e
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Lo

sect1on whlch concerned awareness of feehng suggest that
-the respondents are less aware than they percewe themselves ,
'_tobe | = l‘ NN ' '

: Th1sc__apparent_1 acK‘of__congruence and se]f__awareness may,____

' .""f";have repercuss1ons 1n the classroom I-nd1v1duals who' -1.acK» :
‘ ‘awareness of themse]ves may also be Mware .of the. 1mpact
wh1ch the1r ’behawor has on students Const1on and

l .

i frustratmrt%s to why students behave 1n certam way's may’
: i . -
@'evelop, and 1nd1v1duals who are Less self aware may have a = -

endency to b]ame, gcr1t1c1ze or pumsh rather than exp]ormgv.

how the1r behav1or affects students

“:Lge data from Section F 1nd1¢mtes tha& students are ' ‘s

~« “\n

t1c to the 1mportanc3‘e¢of"’f'eel1ngs and express1on of

emotad’ns.m -ﬁhe g;"]assroom (ﬂthe ﬁ‘ame d1st1nct1on between t;he.

4

e “,_“ LR
e humamst1c and other mode]s of educat%an) %lowever, e -

uncértamty expressed when answer1ng quest1ons “deahng w1th ' J;' -
“the . ph1losoph1ca1 and theoret1ca] underpmmngs ‘of the -

o+ ° Ty
humamst1c mode] may suggest an\ﬂ'f@]lectua'l acceptance of ‘

th1s I\ : _e] that 1s not supported by - understandmg a?1sgng

AT

Prom persona] eXperlence O(Qenume lear'nmg as Cola1;z1 "“"*'. e
o 1979 defmes 1t) Respondent;g may. th1nK they would .

L3 . encourage express1on of feehngs (1tems 25 33 34 *43) yet

answers to items 45 to 62 1nd1cate othermse Very few '_ S

St_udents had f‘aw‘l pé‘smve expemences at

| school yet few had teachers who spoKe about fee11ngs and

.

v,emot1ons Genera11y, parents tended not to express emot10ns,

- 3T

Ao
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)
ok

. possl 1y advocat1ng control rather than expres51on
. ST
Respondents d1d not approach teachers when they wanted to

why

d1scuss-$ﬁrong emot1ons or feellngs Respondents almost

nevecmexpressed negat1ve_ t1ons_and“on1y 67% expressed

i .

.posatJve emotions. The subJects appear to" have d1ff10u]ty 4@%&

r('""

express1ng emot1ons and on the other hand advocate.;

expre551on w1th1n the classroom Such a. d1screpenckugn/

- ["':

1nd1cate an 1nte11ectual acceptance of th

. P
v ‘.' a . J PR
b . -

’express1ng fee]1ngs rather than a genu*ne understand1ng IR,

[ e

‘Ih A

.). ol

B ,M 1%

developed from péngwnaﬂ exper1enceﬁ?fhere 1% aJso the . ;fif;

thateaggan nespoadents perce1ve

_y1ng gUggest1on

ktent th1s dﬁs@repancy and 1acK

< . ;, ,..

'as the maJor1ty of respohdents were'irﬁthelr earﬁy twent1es,.w

2 g

[and 1acked extens1ve teach1ng exper1ence Howeverf'the

3

"h quest1on ar1ses as to what the un1Vers1ty program can do to

.1ntegrate an 1nte1Jectua1 acceptance and persona] . __;l?ff;;w
R exper1ence f_;‘A Y | | : B ' '
' ;;, Prov1d1ng more affect1ve1y ortented courses and 'vt“v;"»f 74‘
N ., . o
_/exper1ences w1th1n courses wh1ch focus on developqng ‘f_ft;f"

se]f awareness are two ways of try1ng to develop ap 't"grg -rffif}
E'1ntegrated understand1ng of affectqve educatlon. If students |

Sy s

S . R
are not aware of the t1me and p]ace ?or express1ng fee11ngs L
S . " RSN

Tt
1n the c?aSsyoom, then exper1ence§@$¥ih1n un1vers1ty c]asses

wh1ch allow for eXpress1on may he]p them 1earn._Exper1ences L

wh1ch a]]ow s*‘den}s to lead each other and schoo] age ¥
i o 7"“‘ Dot S

> . B B . - B C LA L AR
e s T T R o ST T :



A ST T N . TR , ‘ - 78
e ‘,n‘h~ R W ‘ '

ch11dren 1n express1ng and deallng W1th feel1ngs may a]so be

l .

benef1c1al For examp]e un1vers1ty students cou]d lead

»e B

Y ’,

e]ementary students in mag1c c1rc1e sess1ons or secondary .

;;J;;L.students 1n 1nner c@ange sess1ons -

L] R

R

The exper1ence of lead1ng small groups 1n explor1ng

.
;

feel1ngs may poss1b1y be more readnuy transferred to a

,school assroom than an 1ute1&ectual cd%cept”that fee]1ngs

"1.-‘ .

ust be,provided ﬂL?h péfsonal exper1ences Wh]Ch
K ¥ f\ . «,w . ‘-,“‘;‘ i ” i ‘ ‘ T ) -. o g . E B
,*t these statemends and provmde for,an exper,entja11y i B

g " R [
R . . . opr . -
% [
>

“

hand11ng classroom management s1tuat1ons That;'tudents
}%%_ could not d1st1ngu1sh between actual and ?%eat cho1ces
o suggests a lackfof exper1ence as 5? what works (1.e

e ach1eves des1red resu]ts) w1th1n a classroom Th1s s1tuat1on“ K

»_”"1s-probab1y the d1rect resu]t of students lack of¢teacthg

v

exper1ence _h ffy':‘_iTQf'f t o 3‘,,] B 'f;'
. - - . ,‘ 'i{ . . : \ .‘ ,
EﬁBbI ,“‘ Chanqes may occur in; preferences for certa1n tecﬁn1quesah

when respondents galn experlence 1n the olassroom They may

d1scover that what appears 1deal1s11cal1y appropr1ate may.__

i, not work g1ven the rea]1ties day to- day inv the classroom._tti
“ may.also.be that;thefsystem_ys'not conducive to the‘ e




N B B 77
o _1." . ‘ @3‘ ) " ¥
o oA Co ' . n . .
utﬁ142at1on of human1stlc techn1ques (i.e., bells,'desks in &gﬁ

: rows, large c1asses, suBJect matter emphas1s, author1tar1an

uh1erarchy)

’“f“In summary,_there were some 1nterest1ng 1nd1cat1ons

“These f1nd1ngs may 1n part expla1n the culture $hock type :a'vﬂf
.ftrauma that{many f1§st yean‘ o

-;teaChérS‘may7wishrto be

s

.Qumamstm model cand they p‘eréewed themsetves to be. more

‘aware of their be11efs and behav1ors than they actually are. ,'Q,'3

Lo € : ,
self exp]orat1?n are necessary for develop1ng an awareness L

from the analyses of Sect1ons A to I. Studﬁﬁﬁs were unab]e

e
\ L]

to d1st1ngu1sh between actua] and ideal choices -of classroom

-

management techn1ques Respondents appeared to have an,

1ntel]ectual vePsus exper1ent%al acceptance of the

S

. 7(,{,'& e e e B

eachers experlence Beg1n?1ng N
b
"gﬁstlve rather than

it would appear <

R

however,’

may not adequately prepare them to fulf1]1 the1r w1shes

If fac111tat1ve teachers are: to become aware of the1r"'

7

.._. . e

own values, be11ef systems and the 1mpact that the1r

tbehav1ors have upon the psycho]og1caLwand emot1ona1 growth

b -\

of . students,,some 1mp11cat1ons& i;teacher tra1n1ng programs

jemerge There appears to be a needhforfhore courses wh1ch

:iemphas1ze and eﬁcourage 1nd1v1duals to deep]y explore the1r

AY

own values,‘be11ef systems, personal backgroa?d fee11ngs SN ‘_rp

’yand behav1ors Introspect1on and other forms of‘ .d-j;:l S, e

s
P

gl e e e A e ,—»‘ e e e 1

S Ty

oF one s be]1ef system and ph1losophy, and'would fac:l1tate

an- understand1ng of whether 1t 1s 1nte11ectual]y based The




development of classroom practlces that are cons1stent w1th _
one’'s beliefs and values could also emerge More pract1cal

T
‘classroom experience, coupled w1th courses Spec1f1cally _ l

des1gned to focus upon 1ntegrat1ng bel1efs and pract1ce are

-« .

necessary 1n order ‘to develop the fa l1tat1ve and , ,:-d‘ | L
human1st1c approach ‘that. students agggar to desire. ‘ '

The Educat1onal Psychology department at the- Un1vers1ty

: 4
o T of Alberta appears to be aware of this need In the 1983 R

1984 term, four undergraduate courses (417 425; 493'and9’

f"" s
495) are be1ng offered These courses explore personal

*#‘values, self awareness and development as a person and =
.
quure teacher An explorat1 ' of - 1ssues and and confl1cts

ﬁzQpat have emerged from four years at un1vers1ty is, alSO?'

fﬁg,wpffered To some degree, all of thesg courses all appear to

&&_ be experlent1al:as well as cogn1t1ve in nature But several
questlpns rema1n Are enough courses of th1s type be1ng

J;v offered° Do other departments need to become aware of and VK

toA 1nvolved in offer1ng courses: of th1s nature7

5

3 \"J S

In regard to the second purpose‘of th1s study descr1bed
“6n’ page 75 it would appear that those respondents choos.wg ,j.-

. thevhuganlst1c techqmques (Roger1an and TETY of classroom

o

' managemeﬁt,favor a confluent dr humanlst1c approaﬁh to.j‘j

» educat1on Th1s approach 1nclude§ us1ng fdntasy and _ . diﬂ, 5

1ntu1t1on 1n learnlng, emphas1zrng nnterpersonal

commun1cat1on attend1ng to affect1ve apsects of learn1ng

e e s ke e el S

7_ and regpond1ng emot1onally to oneself Respondents choos1ng;:f

.l

human1st1c techn1ques tend not to value performance

- -
R S
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assessment teachegr@ontkbl cognitive t rn1ng and emphas1s '

ry«, r'l . ™y ol \p (3
AJ % .

,f‘hﬁellectual processes Persons ‘Sf *F1cally choos1ng

N

:,~lso had*happ1er ch1ldhood exper1ences and belleve that

:,. B they'ﬂ1ked and were l1ked by’ the1r teachers. As was

"sdggested in Chapter 4 it is 1mportant to recognize'the

“ 1mpact that a person 'S home &nd school exper1ences have in

ulthe formulatlon of h1s/her ph1losophy of educatlon and
Tsuﬂsequently h1s/her behav1or as a teacher 1n the classroom | S sﬁ
ﬂga1n, th1s po1nts to the need for courses ‘which. extens1vely |

_ enplore personaldbackground to fac1l1tate an understand1ng

- of how"a - person s exper1encesg1nfluence h1s/her present

| educat1onal ph1losophy and classroom behav1or t:‘u? Lj'§;~dt

universi ”'courses taught us1ng

It would also seem that

._;JA‘J &

f:;;ﬁPaCh | l_ prov1de modell1ng

lhkiégoss1ble that studentS‘f-f,*

the confluent orwhumanlst1

,n.‘wq‘“‘.
P exper1ences for students

wt’ . /

taught ip a confluent way be more ltkely to teach us1ng a :jdl

] confluent approach Generally, un1vers1ty courses tend to

L9

emphas1ze cogn1t1ve and 1ntellectual development and L 7ff;_l"‘
| performance assessment w1th l1ttle Af any: attent1on_pa1d to

‘the affect1ve components of learn1ﬁg~oﬁ3tEEGdiaelopment ‘of f“vrfw.

N
: 1nterpersonal .or commun1cat1on sk1lls There 1s a

. .

d1screpancy between what stu {ent's are told “in: edusatlon‘
| courses (1 e., mot1va¢1on is

ortant maKe the content ‘ ' ;9

\,

nterest1ng, e§éh s%@ﬁentg1s 1mportant and must be treated.'

as an 1nd1v1dual te asz\w-whole 0h1ld etc-) and ,how: they s

"'are;taught Fbr exampl ;e courses on'emot1onal learn1ng

farebtaUght'cognitlvely It 1s a gap that must be br1dged 1f

L -

.
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g;w%‘ .f S L
1mp1ementqp‘w1th1n the school sett1ng The o]d adage "do as '’ ®

1 say not as I do may.. be 1n ev1dence How can future

'teachers expect to successfu11y 1mp1ement a human1st1c

-approach when most of the1r own school1ng exper1ences have_

g‘know]edge However, the Faculty of Educatlon 15¢1n the

un1que pos1t1on,of hav1ng to address tWO poss1b¢y

o

beeg in‘a system emphas1z1ng a more trad1t1ona1 approach° .

.

Part: of the d1ff1cu1ty is d resu]t of the un1vers1ty s

‘trad1t1onal emphas1s upon research and theoret1cal _ 'f',gﬁgp»

e
,‘. .

[T

Q

e

conf11ct1ng goa]s Students must be 1ntroduceﬂkto . .

. -w e o . B
,“theoret1ca1 Knowledge (Goa] One) and be trangq, and prepahed o

iexper1ent1a1 (iQe;, student teach1ng)
"f“there 1s€41tt]e if any prov1s1on for 1ntegrat1on of these

> two goaTs Iniéther words how do 1nd1v1dual“1

g "“.f"

re]at1omsh1p between theory and~pract1ce'7 At pre_u ,,_ }>__gf“f_;¢y

-would appear that th1s ]S dw'e‘by tr1al and é%ror It may ber

, adv1sab1e to des1gn a comﬁb ,ory cougﬁe w1th1n each program"

@ o
or spec1a1Azat1on, which- addresses th1s 1ssue spec1f1ca11y AN

B

,:,jff3?g Anbther dsff1cu]ty AS - that the theor1es wh1ch students L

-~
P
a4

g

“are exp%;ed to are ofté;ybased on current research in the
. field an thus may be d1ff1cu1% to 1mp1ement'3n the 37

‘classroom as 1t presently ex1sts Aga1n, how. do students 3

©. -

Ju. AR .a‘-

-;_:r
, . et

'reconc11e ‘the. pract1ca1 rea11t1es oF\the classroom w1th the ‘ffu‘f?

: “hew 1deas and techn1ques they are told about? Student;.

BN



A

teach1ng alone may not bewenough to fac1l1tate the

ntegrat1on of un1vers1ty based lnstructwon and the
. \ .
classroom s1tuatTon' It may be eas1er for students to make

~ the trans1t1on from theory to pract1ce 1f there were more

opportun1t1es to discuss this 1ssue-w1th1n exper1ent1aT
sett1ngs conta1ned in un1versfty classes
A number of ana]yses were. emp]oyed to determ1ne whether ;’j, i

’ 'students in- the var1ous teach1ng programs d1ffered 1n the1r

' cho1ce of classroom management technlques (the th1rd purpose 4

4 of the study) The reSu]ts ¢ons15tent]yﬂshowed that
regard]ess of program enro]led 1n, the students prgferred‘ L ,jﬁ;f
the human1st1c c]assroom management techn1@u A]though ' ”;Qf/;

caut1on 1s necessary 1n 1nterpret1ng thei%§f1nd1ngs (as.qU .
ek Com

L

there were;ﬁmall pumbers of subJects 1n spec1ai and

vocat1ona1 educat1on) -ayrandom sample was ut11kzed It 1s {
Sh
therefore poss1b1e to address some general quest1ons ‘ 4¢§f.L

RS S5 RN

If students cons1stently prefer human1st1c techn1ques ”s;f'%

o

for classroom management Awhy are there not moﬁ% educatlon

bl

courses wh1ch emphas1ze, teach and prov1de exper1ences us1ng

th1s approach’7 Is 1t poss1b1e that there is.a. gap betWeen i; ,}V;ib%
7 e : _1“"‘.‘{ L
o what students des1re aqd what theaun1vers1ty programs are R
e s

prov1d1ng° Or 1s 1t possnble that what the students th1nK

they want 1s due to a 1acK of pract1cal cWassroom exper1ence

‘)". ‘_: : 1

o in wh1ch the 1ntegratt'n:of personal ph1losophy and theory Bl

) w1th pract1ce occurs7 The data wh1ch 1nd1cates that

et

respondents cannot d1st1ngu1sh between actua] and 1dea1

cho1ces supports*¥h1s not1on Aga1ng th1s po1nts to the need

. ¥ ' v,‘ L - . ] . [ ’ 3;’ B R
LR : e e W s



for not only more classroom exper1ence but for courses

vy -
wh1ch prov1de opportun1ty,to-exper1ence the 1mpact one’ s

ph1losophy has on c]assroom:behavwor. More courses on*

"',seTf ref]ect1on, theor1es of the person and‘personal value

.

' m1ght also encourage the process “of se]f d1scovery

.q

%Se]f reflect1on is part1cu1ar]y 1mportant if the»goal is-to

i ‘ produce fac1]1tat1ve teachers Perhaps a; shtft in emphas1s
X o

from curr1cu1um ‘and content f persona] explorat1on coupled

1;JWIth,more e§ger1ent1al learn ng at the un1vers1ty would help
9 . ,ﬁ . R VR . f " S B . e
wf hehatta1nment of thﬂs go ! ;5; Ha R ]“éf et
‘ : ..‘_ " ‘» '.- ’ ) _".‘ ° 9,;'.' ‘ ‘c. i.‘ - g . ~-'“/ ‘b : ‘...“‘»_ v‘.‘? ;ln"' ': .‘4 "’
@wwSun:%_x\and Imp11catlons -; ﬁ__‘é‘ i ;;;ja§;<._ﬁirfﬁiﬁl
‘a '. It appears that the sample of fourth year ed&cat1on f‘u o

'rveyed have expressed a preference for the
%, o »_@"a ‘

‘Tand techn1ques of the human1stlc model of

Y a h
teacher tra1n1ng program eﬁ%rge\as a result of thls L

- Q','

expressed preference,

e the humah1st1c model attends to: affect1ve as

I")n

:‘,‘.

feel1ngs Th1 )1s”adw1sable s1nce<the maJor1ty of students”
._.' 1. .

surveyed heresap ar. to have d1ff1culty jn express1ng

1

emot1ons

Fac1]1tat1ve orkn

‘-f}{ the 1mpact Qhe1r beH&yTor has on students Th1s p01nts to a

need for more courses wh1ch emphas1ze or encpurage '

doon T “ & ‘ . o !
B T R R AT

"3%:' educat1on 3 umber of 1mp11c¢¢1ons for the un1vers1ty rfﬁ-f”

’ft as ogn1t ve deVelopment future teachQ;S'requ1re Aﬁit
U N : : DRSS
ftrﬁjn1n in deal1ng w1th the recogn1t1on and,expressfon ofjh-

“um§n1st1c teachers need %9<he aware of




e T oy

! self reflect1on and self awareness The processdof'
self- reflect1on should also 1nclude opportun1t1es to. ) -m\
‘“1ntegrate a personaﬂ teach1ng ph1losophy w1th the real1t1es'

S

- of the classroom Hopefully, th1s would he 1p leéﬁen the

3'. cuLIUPe shock beg1nn1ng teachers often e;per1ence

f c. ":As was suggested earller, few studentsfhave had the ’

.'? exper1ence of be1ng taught by professors us1ng the confluent

"~0r humanist1c approach %f students had more courSesﬁtn lif ’vy'
whlch thls model was ut1l1zed ‘1t may be eas1er forothem to y
. ‘teach in a- s1m1ba§”$anner ih the1r own classrooms v' f- |

.l ia u;reqt1ons fo_ uture Research i: rﬁa{sf;kf | )’
CT‘T Earl1er d1scuss1ons suggesi“that ‘somé; of the f1nd1ngs % e
.are the' result/of a lack. qf5classrooo eXper1eﬁce and (V\E;?lFﬂ" ;
developmentaﬁbmatur1ty‘ SubJects could be}vaen thetsame‘i
quest1onna1re after one and f1ve years of exper1epce to J” }1,2&3

\“ 'i (
“4 determhne to what extent 1deal1st1c expecta¢1ons and lacw of
\ .

-‘ . _“1. B . e v w’." .
exper1ence played in anSWer1ng the quest1ons W {'z }{;bgﬁ‘b
‘ ;1 Future reseaoch m1ght also cons1der the role that Q_ -

_.‘..‘

M . ’ " 5.“.‘...— '[
e courses spec1f1cally des1gned to focus on ﬁntggrat1on of
* theory and pract1c§ have 1n Tesse}ng therculture shock of

(2% . &
"‘, \,\ “t .

: new teachers A group of f1rs¢ year tea@hers could be g1ven

the quest1onna]re at the beg1nn1ng of the SOhOOl year. Half
J \_\‘

>

‘f_of the grOUp could then*attend 1nserv1ce sess1ons whﬂchffyu.
P S

focus updn 1ntegrat1on of theory and pract1ce At“fhe end of ,,'f

Jn,‘.l )

the school year, the quést%onna1re would be readm\n1stered

4’$
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e

Another .way to approach this issue would oe to compare
'“_—students—from two educat1onal currﬂculum and—instruction
courses. One course could be des1gned to focus on

. ! '
integration and one could deal with curriculum content. 'Pre

N A}

- and post‘tests coqu'be'adhjnistered to both groups and .
eomparisons made . _- B
F1nale, it has been suggested that self-reflection ahd\
self awareness. are important factors in the development of
facilitative teach1ng“sty1es. Although the 11terature
abounds with assertions of~this viewbdint, little ehpirica]
"investigation has been carried out. It may be useful to
uoderstand the relatiohship'between se]f-awarenessrand
fac111tat1ve teaching. Such research could contr1bute to the
development bf courses which wou]d encourage the growth of
faci]itative teachers. This is particularly important if, as
the findings from this study suggest st\oents at the

; University of Alberta truly wish to move in the d1rect1on of

more' human1st1c teaching.

S
}
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_APPENDIX A: Questionnaire . S

" Part A

~> Explanation

- - , IR | \
- ThiS’is‘a‘survey'of randomly selected fourth year L

education students. The purpose is to investigate some of the

values, beliefs and prospective educational practices of :

.- +teacher trainees as they leave the teacher education program. .

g “Your co-operation in completing this survey is greatly
“ appreciated. Please answer the enquiries from your personal.
* experience or point of view. Your participation is anonymous

50 there is no cause to be concerned about unpleasant T

.repercussions ‘of speaking freely. We hope that findings will
7 help clarify the sorts of values University of Alberta
' graduates have as they leave the teacher training program. .

Results will be made available to anyone interested, by
contacting one of the two researchers listed below.

vThahK'you.

<

'idohn Osborne
Gloria Boisvert , o
. Department of .Educational Psychology



? "QUESTIONNAIRE

6 , . .
- A Answer the following two questions of the general purpose
answer sheet in the space provided in the bottom left hand = |
corner.

Identification Number
Age
- Answer this question in the space provided for name. in
~ the ‘'upper left hand corner. . ' ‘

-

’ : Specialization (e.g., phys ed, drama)_

Answer the following questions by filling in
the correct - number in the bottom left hand space
labelled special code. ' ' :

Program
0) Elementary-
1) Secondary
2) Vocational

3) Special ‘Education

Sex >
0) Ma]e ‘
1) Female '
Teaghing Ekperience _' | : L7

0) No full time teaching expérience
1) Less than one year full time

2) 1-5 years full time

3) Over 5 yéar§ full time

4) Student teaching only

\



How important is religion in your life?

ey NOTI X

0) ve€§ important

93

- 2) ne1ther,1mdortant}nbr>un1mportant

As a

. Fdr
3) un1mpon%J4

) \ =
vocat&ﬂﬁ? teach1n?‘

1) moderate]y41mportant,5;7'

)"’!

4) YFVygun1mp; ¢’b¢

\;

‘was my

K S
_.y)'-

¥ﬁrst cho1ce

1) not ‘my first cho1ce
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™~

Part B

in answering these questions you will find that they
follow the format presented.below. We have included an example
to assist you in respond1ng appropriately. Please transfer -
your response to the answer sheet by darkening the appropriate
box when you come to the questions on the next pages

-~

9

Example

Please check the box beneath the statement that most
accurately reflects your opinion.

My teacher is competent

rarely [/ -/ / often
, A~ B C D E

If you rarely had competent teachers you would respond
this way ' : : ’
rarely / / / / often
' A - B C D E '

!

- If you had about the same numher of competent and
incompetent teachers. you would respond this way

rarely / /: /[ often
- T e

If you. had many competent‘teachers you would respond this
wa y . : | . . . .
“rarely___ /. /- /] often
A .B .. C D. E
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~Section 1

When answering .the following questions, think about the

relationships you had with your teachers:

’

1..My teachérs.showed Sensitiyity to their students

.feelings |

most teachers /o [T / no teacher
A B C b. E .

2. My teachers spoke to their-students about

feelings/emotions . T ' -

no teééher{ / / / /___most teachers
- A TB ~C D E

=3. 1 liked my teachers

- most of them__ /. / / / none of ' them

when

— A B C D E
4. My feachers disp]ayed their pehsoha]*emotions/?ee]ings‘

Most teachers_. _ / /__/___/__ no teacher
A B¢ 10 E_ |

5. I though that my teachers’ opinions of me Wére

“accurate / /] / indCCUPate‘}

i B ¢ D E

6. My teachers liked me V'

‘no teachers / / /____/ most teachers

_ A B € D E
Thinkiabouf the relationship yoU'had}with.your parents
answering the following. . :
7. In ehotioné] circumsfances my pareﬁts would
eXpreSS'theiri : ' hide their

emotions / -/ /] emotions -
A B ¢ D0 E .

8. My parents belﬁeve that showihg feelings/emotions ‘is

‘desirable / / / /  undesirable

A B C D E



ch11dhood

s
14

e

To answer the fo]]ow1ng quest1ons, thfhk‘dbout“yourc .

9. As . child, in emotional circumstances 1. -

expressed'“ : o hﬁdfmy. -
- feelings____/ / /_ /- feelings

, A B ¢ b E ..

10. As a.child I felt sad. & « &
- often A A /: seldom® i #

. FTE T Th T E e :
11, As a child I felt happy x;{:§'j | n “

se]dom / / /. /" .often . L

A B. .70 T E-

When answer ing the fol]ow1ng th]nK about yourselt ae?an-'

adU]t . . E ) E) . CU s L

PETRNE. X g
5

12. 1 try to be calm and collected O -
rare]y / /- /: 'ift often A
A "B ~C ,D,g-.EJu ) ,t,x,y e .
| LT e R A
" 13. When I am. aware of negat1ve feel1ngs I i TR
, N - IR
hide them___ / / / /”‘- eXpress them o R
AT B [ vD B , B
14. 1 Know and understand mySJefE } R S o

Few

thorough]y"' /1 /I slightly -
| A8 C o TE L

3

Lo e

15, I eh joy plann1ng and th1nK1ng about an a¢t1v1ty more

than actually doing it

.
. :

. .sometimes 7 / /. never R
' : A B~ - C. ”‘D‘} Ew “'ﬂ}‘f tuﬁfxﬂ”

16. ‘I can accept s1tuat1ons that are confusqng w1th\

ease__ / /- ./.. /'“7 diff1cu1ty

-

Ca
+

e



¢ :
17. From moment to moment I Know what I am feeling
most of ‘ : none of

the time / / / / the time
: A B C D E

18. 1 allow my intuitions to influence myxbehaVior .

most—of - none—-of—

the time -/ / / / the time -
| A "B T C "D E

19. From moment to moment 1 am aware of what my body is
do1ng

rarely . / __ / / always
A B ¢ 0 E

Reflect on the words "think" andjf?eel" and answer _the
—?ollow1ng S R : .
20. I tend to'feel things .rather than think about things.

often- /| . /. rarely
' A B C D E

21..I‘am‘ab1e to control my fee]ith/emotiohs‘

none of R . most of
the time / / /- ./ the time.
' 2 B ¢ D E |

22. wWhat 1 think about th1ngs is more 1mportant than what
T feel about th1ngs
mostly_ . '/ /o /] rére1y

S A B C D E

23. 1 am in control of my thoughts

none of . o " most of
the time__ /- -/ [ /. the. time
- A8 ¢ ©o & .
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‘Section 11

- Before enswering, think about these values as they relate
to education and society.

“ . . ,
24. Measurement, prediction and control of human behavior
are .
essential_. / / / / ‘unessehtiaL

A B c D E

25. It is important that when dealing with students,
teachers should

express their - ; hide.fheir
feelings /- / / / feelings
' A B C D E :

1

26. A teacher’s function is to help students

come up with v _
answers / [/ / ask questions
A B C. D E .

27. It is important for students to: rece1ve 1nstruct1on
-in commun1cat1on skills.,

strongly ‘ ‘ sthongly
agree / Y / disagree
- A B C D E :

8. Behavior is.influenced‘mainly by

emotion / / / / infe]lect
~ & "B ¢ D E |

28. It is important that instruction occur. in a
sequential manner . :

‘strongly : / - strongly
- agree____/ / [/ disagree
B C D E

N>

30. EnJoy1ng being w1th children is a prerequ1s1te for
successful teaching ‘

strong]y'( “ strongly
disagree / / / / agree
A B C b E '

31. It is possible to separate'inte]]ectualveXperience
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from emotional experience

strongly . . strongly
agree / / / / disagree
A B C D E

32 Mastery of 1nformat1on is the most - 1mportant part of

school
ggng]y ) strongly
gree / / / / agree

B C D E.

33. The classroom is an appropr1ate place for students to
express emotions . , .

~strongly ’ strongly
disagree / / / / agree
: A B C D E

34. It is important to show sensitivity to the feelings

of others .

strongly : strongly

agree / / / / disagree
A ‘B c D E

35. Log1c is more important than fee11ng ' o

s trongly o 4 strong]y
disagree '/ / / /___ _agree
A B C D E

- 36. Students will learn best if the teacher is in firm
~control ' : '

strongly strongly
agree / / / /. _disagree
A B «C -~ D B

. , )
- 37. The classroom™s not a place to- teach va]uei/

strongly .. , - strongly
disagree  / /- / / agree
A B C D E |

o | . :
' 38.. Intuition is a valid form of learning

strongly ' : ! strongly
disagree_ -/ / / / _agree
A "B € D _E

39. Self understanding is an important goal in education -



\
\

strongly strongly
agree ./ / / / disagree
A TB ¢ D E

100"

s )

40. Formal classroom tests are essential for accurate
assessment of student performance

strongly ' strongly
agree / YA / disagree

B C D E ‘ \\o
41 .~ Fantasy exper1ences can be a valuable means ‘of
. learning ' : _ ‘

strongly o \ . stfongly
disagree’ /__*/ / / agree
A B - C D , E

42.. Experiential learning is more 1mportant than lectur
based 1earn1ng B

strongly - - sirong]y
agree__ -/ / / / disagree -
A B . C D E- . - ‘ \,

43. Chwldren s fee11ngs are always 1mportant
strongly ; ‘1 strong]y.
~disagree /- / / / agree

' B - C D |- E

44‘ The schoo1 shou1d concentrate on develop1ng the
‘1nte11ect

strongly -~ ~ . strongly
agree__ "/ /_ ./ __./__ - disagree
. ' B . C D E
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If you had strong emotions and you wanted someone - to ta]K to,

which of the
45

47

48
49

50.

51

461

following do you usually approach7
parents |

teachers

friends

counsellors

minister

siblings__

spouse

Which fee]iﬁQS‘do youfrebé]] having difficulty with?

52

55
56
57

58

- 59
- 60

61

anger

happiness

sadness/sorrow__. S _ : ;

joy/ecstasy
frustration
anx1ety

gr1ef_____

-lonelihess.

excitement_

hurt

ﬁWhén\:.express my:emotions,ithey érevméstiy.

%»; P

Ll

- 62 

(A) positive _

(B) negative

62 (C) mixed____ ' .



Part D _ o "

~.A number of classroom situations are described here which

require a choice of management techniques. Read. the
description of the situation then, on the answer sheet .
provided, choose two alternatives. The first choice is.to bg
the technique that you would actually use in the situation-
_while the second choice is what you think the most ideal
~alternative would be. However, you may have the same ,
alternative for both choices. We realize that sometimes it is
not possible to do what we consider ideal.

1.

"_. her eyes.

- a.'Arrang

Two students have been talk1ng at 1nappropr1ate times

"'dur1ng your lessons. The ta]k1ng seems to be increasing.

Other: students are show1ng s1gns of 1ncreased talking.

a.'Inform the two students that they will be given
additional work if they Contlnue to ta]K at the wrong

t1me

b. Arrange for a’ d1scuss1on with these students in wh1ch
'~ you explore their awareness or .lack of awareness of
. their behavior -and the fee11ngs assoc1ated with these
~ behaviors. Explain the ways -in wn)ch their behavior is
‘disrupting the lessons and how you feel about the
situation. . ‘ : v o

c.‘The students are told that the1r talk1ng w1thout
permission is inappropriate and that each time they - :
talk a tally will be placed on the board. The students

. ‘are also pra1sed for not talking .inappropriately. o

d,’Dur1ng a private discussion you inform the two

students that you are upset by their ta1k1ng and
explain how it disrupts the -lesson. You invite them to-
state their views and feel1ngs on the situation. You

. ask them to join with you in workKing out a. comprom1se
solut1on to a mutual problem..

ior h1gh school student is frequent]y absent

dane, a se
from your

that she hdas become very withdrawn, has lost a - .
considerabje- amount of. we1ght and has dark c1rc1es underfj

v for ‘Jane - to sit near another student who
" frequently receives positive reinforcement for class
‘particfipation. Ask - Jane to handle simple classroom
tasks /that assist.you (e.g., social-clerical duties)
. and praise her contr1but1on Emphasuze class =
- partigipation by frequent use of verba] praise and .
attention: .

lass. When she ‘does attend you have not1ced ,3] -
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v ' v » S o
Explain to her that since she doesn’t attend classes
regularly, she will most certainly fail and therefore

/you are fgoing to,irsist that she drop your class:
‘unless she is,willing to'come on a consistent basis.

L3 .
Arrange a meeting during which you express your

i

‘concern for ‘Jane’.s academic and personal welfare. You-

ask.her’ to share her +thoughts and feelings about the

situation at schoal _and_elsewhere._You—try to—

understand her situation by clarifying your

perceptions (and hers).of what is happening. You. offer

as much supportas you can in helping her to feel that

. your classroom’ is a place where she is cared for.
, i ' 3 ‘ .

&

.- In a discussion with Jane you express your concern for

her behavigr by pointing out the adverse consequences -
uponher- academic progress. You invite her to share -
her thoughts and feelings about the situation. Through
examination of alternatives you arrove at-a mutually

and withdrawn behavior.

‘agreeable solution to. the prob]em of her. absenteeism

. - John is a very quiet unassuming 10th gradé;studehtu He is |
not a behavior problem however he rarely completes
assignments. He is a member of ‘the school basketball
-team. - ' : I ' ' '

a.

Invite him to join you in a discussion, in which you
both express your thoughts and feelings while. .

~attempting to define what the problem is. Both

",contribute_pOssible‘so]utions'and explore the
- consequences of those solutions until a'mutua]‘

agreement is reached.

John is given éséighménts of*apbfophiate‘difficulty-
level. As he satisfactorily completes assignments he

_f_earns'points which can be exchanged for free time or
preferred acitivities. Bonus points are awarded for

‘completion of assignments in class time.

. Meet with John after school. Encourage him to talk

- about his feelings towards you, your class, and the

assignaments. You carefully listen, clarify perceptions

on both sides .in a non-critical way..The epphasis-is -

upon accepting the feelings he: describes rather: than

- attempting to change his beliefs or behaviors.

. ‘Lnform him that he will hot'bélélibwed to remain in .

your class unless he begins to hand in-assignments.

You also remind him that if he is suspended from your .

class he will not\be'allowed'to stay on the basketball
team. SR IR B

Bill and‘Frank'are‘4th grade students»WHo have been
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engaged in-verbal abuse bordering on physical hostility
over a period of weeks. One day they begin a fist fight
at the pencil .sharpener during which Bill begins: to cry.
. . ) ~
a. At-an after .school meeting you ask each, in turn,
about his feelings towards the other. You must then
.give each a chance to respend to the other’s. o
statement. The emphasis is upon trying to understand’
the other person’s feelings rather than criticize -

them. - L

b. At an after school conference each student is ‘given an
opportunity to state what he believes started the
fight. You also give your opinion. Once this is done
each student is encouraged to offer suggestions as to
‘how to get along in the classroom and on the - '

playground. The discussion terminates with mutual,
agreement upon a suggested solution.

c. Warn the boys that further. fighting wil result in
their being taken to the principal’s office and their
parents contacted. ' .

d. Baseline data on the frequency of the fighting
behavior of the two boys is collected. A contract. is ,
drawn up. between each child, his teacher and parent in
which it is agreed that he will try not to get into -
fist *fights, that he will receive ‘one check mark for -
every half-hour free of fighting, that each occurrence
of fighting results in‘a loss of one check mark, that
twelve check marks can be exchanged for a candy or

. small toy and that if .-for or more check marKks are -

' _taken away he gives up watching TV for one day. Both .
parent and teacher dgree to give check . marks according -
to the terms of the contract. - . -
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" Answer Sheet Part D |
Instructions: Make two choices for each classroom management
situation.: v '

TeghniqUe o Technique
. you : - you

Scenario would- use. : consider
’ : ' - ideal.

64 - " 68

65 . . § 69

SN

e .10
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Part E

Answer the questiohs briefty.'v

Have you. had any courses wh1ch dea]t directly W1th the _

71,
concepts and values ih human1st1c educat1on°~
Yes , ‘ ‘
“No__-
If yes, please state the name of the course. and -
briefty describe what ‘was done.
72. Have you ever attended any worKshops in which you ‘wer
L encouraged to express your fee11ngs/emot1ons7
- Yes o
No
_ If Yes,'brief}y.de3cribe what the workshop was aboutt
" 73. Have you made any_close friendsywhile at'univesity?‘“
'7432Are mos t of your close fr1ends assoc1ated w1th“]1fe at )
= un1vers1ty'7 S : . v
Yes. -
'75.5Have ‘any . of your professors encouraged students to express
: feel1ngs/emot1ons either in class act1v1t1es personal
o meet1ngs or .in wr1tten ass1gnments7 &
v Yes
No______ » _
. 1f yes, please e]aborate as to who, what courses and
_ 1n what way. S BEREE R .

'Are you in favor of un1vers1ty courses wh1ch exp]ore

feel1ngs as well as thoughts°; S
Please explain your ansWer brief]y;_.“”

g
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APPENDIX B: Assumptlons of the 0O1d And- New Parad1gms of '

" {from The Aquanian”ConspiPacy by'Mari]yn Ferguson,

ASSUMPTIONS'OF THE OLD
PARADIGM OF EDUCATION

Learning

ASSUMPTIONS OF THE NEW

PARADIGM OF LEARNING

1980)

Emphasis on. content.,
acquiring a'body of-.
"right” 1nformat1on, once
and for a]l ' e

L

.'Learn1ng as a pPoduct a
destination.

"Hierarchical and
authoritarian structure.
Rewards conformity, '
- discourages dissent.

Relatively rigid
"structure; prescr1bed
‘curr1culum

“TLockstep progress,_
:emphas1s on .the -

"appropriate” ages- for

- certain act1v1t1es,‘age
segregation: :

cCompartmenta11zed

‘Pridrity on'performahce.

groupings.

per formance

-Emphasis on learn1ng how

to learn, how to ask good

”questions, pay attention

to the right things, be
open to and evaluate new

.concepts, have access to
- information. What is now

"Known may change

_Importance of ConteXt

_.Learn1ng as a pPocess a .
'«Journey _ e

'Egalitarian. Candor and -

dissent permitted.
Students and teachers see
each: other .as ‘people, not

“roles. Encourages
ﬂvautonomy :

:éelative]y‘fTexibfe

structure.. Belief that
there are many ways to-

- teach a given subject.

‘_Flex1b{11ty and

integration of age

automatically’ limited to

v, certain subJect matter by“

Pr1or1ty on se]f 1mage as'“

the generatoerf

individual not



Emphasis on external
wor id. Inner exper1ence
often considered
inappropriate in school
setting.

~
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Inner experience seen a AR
context for learning. U&g\ *
of imagery, storytelling

dream Journals. _
"centering" exercises,
and exploration of
feelings encouraged.

Encourages -communi-ty—

¥Bureaucrat$ca++y :
determined, resistant to
community inpu%.

W
1

Education seen as a
social necessity for. a.
certain beriod of time,
to inculcate minimum
skills and train for a
‘spec1f1c role. .

Increasing reliance on
technology (audiovisual
equipment, computers,
tapes," texts),
.déhumanizationﬁ

input, even community

-cqntro1.

Education seen as

‘1Tifelong process, one:

only tangent1a11y related
to schools

Teacher is learner, too,
learning from students.



| APPENDIX C .
ASSUMPTIONS IMPLICIT IN CURRENT EDUCATION

LEARNING: A HUMANISTIC ORIENTATION ,

b

>

110



!

APPENDIX C: Assumptions Implicit In Curpent Educatiéﬁ;f'

(from Learning Systems, Models and Theories by Sahkian,

ASSUMPTIONS IMPLICIT IN
CURRENT EDUCATION

“The student cannot be

'““”—Trusted to pursue-h1s~own—‘"—-—

learning.

2. Presentation equals:
learning.

purposes.

- :3. The aim of" educat1on.

is to accumulate brick
upon brick of factual
”Knowledge.

4. The "tnu;h“ is known-

- 5. Constructive creative
citizens develop. from
independent  learners,

6. Evaluation is
education and‘educat1on
- is evaluat1on

LEARNING: A HUMANISTIC
ORIENTATION

1. Human beings have a

1976)

«
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naturalwpotent1a]1ty*for
learning.

. ’. ‘
2. Significant learning

takes place when the
subject matter is

-perceived by the student

as having relevance for
h1s own :

3. ‘Learning which
involves a change in

self-organization--in the:

percetpion of oneself is
threatening and tends to

. be res1sted

4. Those 1eabn1ngs which

. are' a threat to the self -
"are more easily perceived

and assimilated when
external

minimum. -

' 5; When threat to fheju

self is low, experience.

© can be perceived in

differented fashion and

Tlearning can proceed. .-

6. Much s1dh1f1cahf

learning is acquired

through do1ng

threats are at a -
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7. Learning is
facilitated when the
student part1c1pates

- responsibly in the

learning processes.

8. Self-initiated
learning which involves

€}

the-whole-person-of—the

learner--feelings as well

as intellect--is the most

lasting and pervasive.

9:"Independance,

~creativity and

self-reliance are all

‘facilitated when
.'self-criticism and"
" self-evaluation by others

is of secondary

importance.

10. The most so¢1é11y

“useful learning in the -

modern world is learning
of the process of
learning, a cont1nu1ng
openness to experience
and incorporation into.
oneself of the process ‘of
change .

Y
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APPENDIX Dﬁ Breakdown of Questionnaire Design

Part A -- Demographic Variables
'This *section was deSigned to elicit re]eyant-personal.
1nformat1on such as age, sex, program spec1a]1zat1on

—teaching- exper1ences and vocational- cho1ce-1h1s 1nformat1on

would later be correlated_w1th other sections of the =

questionnaire.

_Part B -- Sect1on 1 -- AffectiVe History
Sect1on I examtnes exper1ences with- express1on of
: fee11ngs and emot1ons within the contéxt of parental and
teacher relat1onsh1ps It also. exp]ores awareness and
tunderstanding,of self. The various quest1ons exp]ore the
following: Lo |
‘Questions 1T - 6' exper1ences with teachers
| _Questions 7 - 8: exper1ences wi-th parents .) :
.Questtons‘9_f‘1f: exper1ences as a. child - ,
Quest1ons 12'? 19: awareness of fee11ngs as an adu]t

'Quest1ons 20”5 23: understand1ng of the d1st1nct1on
- between th1nk1ng and feel1ng

.Part B - Sect1on II - Educat1ona1 Be11efs,“'
Sect1on II explores an® 1nd1v1dua1 s educat1ona1 values
t and be11efs Items were der1ved from the concepts found within -
‘the human1st1c mode1 of educat1on ltems from more trad1t1ona1

w:_'models were a]so 1nc1uded in- order to fac111tate compar1sons

. oo
Y N
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Part C -lAffective Informat ion

"This section was- intended t& elicit more information

'about how people'deal_wtth feeltngs and emotiOnst

Part D - C1assroom management Technmq es' E

Th1s sect1on was des1gned to expkore potent1al classroom
pract1ces Four c]assroom scenar1os were deve]oped and

. \ ’ .
'respondents were asked to choose a management strategy In-

4each soenarno, the strateg;es 1nc]ud;d an author1tar1an
Rogerian' behav1ora1 or. TET cho1ce Respondents were than
asked to categor1ze the1r cho1ces 1nto what they wou]d 1dea11y -
| do and wha't they would actually do Th1s was 1ntended to
c]ar1fy whether students wou]d make a d1st1nct1on between
the1r 1deals and that wh1ch 1s praot1ca1

Part E - Unlvers1ty Exper1ences -

Thts sect1on was intended. to explore respondents

: exposure to human1st1c concepts and exper1ences 1n the

‘affect1ve area énd to d1scover whether or not students were 1n -

tavor of affect1ve deve]opment at the un1vers1ty level



