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Purpose of the Study

The purpose of this study was to add data to the growing number

of studies that suggest the affective components, specifically: self-

actualization, deemed important in effective teaching, can be developed

through a process oriented field centered teacher education program.

Procedures

This research is restricted to sophomore, junior, and senior

students in undergraduate education courses at Oregon State Univer-

sity during the school year 1971-72. Each of the three groups (experi-

mental (Group I), control I (Group II), and control II (Group III) was

administered the Personal Orientation Inventory in the Fall of 1971.

Five months later the Personal Orientation Inventory was readmin-

istered to the same groups. During the five months between pre- and



post-tests, the experimental groups were exposed to weekly three

hour encounter-sessions and one two-day group encounter session.

Group II was composed of students enrolled in traditional teacher-

education courses. Group III was composed of volunteer participants

in an experimental, individualized field centered teacher-education

program.

Statistical Design

Each of the groups was pre-tested at the outset of the Fall

quarter with the Personal Orientation Inventory. Five months

later each of the groups was post-tested with the same instrument.

The fallowing null hypotheses were tested, using the Inner

Directed Scale (I) as the measure of self-actualization:

H0: There will be no significant change in self-actualiza-0 1 tion as measured by the Personal Orientation Inven-
tory in the experimental group and the two control
groups.

H : There will be no significant change in growth toward
self-actualization in the experimental group and the
two control groups.

Two stages of statistical analyses were used to test the above

null hypotheses. An analysis of covariance was completed on sex

and age and on the pre-test for Ho and 'sex and age forfore Ho . Sex and age
1 2

were found not to be significant. H
0

was then tested utilizing an
1

analysis of covariance in a one-way classification design with the

pre-test as a covariable. Scheffe's simultaneous confidence interval



technique was then used to test for mean differences. H02 was tested

using a one-way classification analysis of variance. Scheffe's

Technique was again used to distinguish between means.

Findings and Interpretations

H0 was rejected at the .05 level of confidence, and it was con-
1

cluded that the experimentals (Group I) as compared with Group II

were significantly more self-actualized as measured by the I Scale

of the Personal Orientation Inventory.

H was rejected at the .05 level of confidence, and it was con-
() z

cluded that the experimentals showed a more significant growth toward

self-actualization than Group II.

The results also indicate that the experimentals differed

significantly from Group II on the Existentiality (Ex), Feeling

Reactivity (Fr), and the Capacity for Intimate Contact (C) scales.

Although the experimentals did not differ significantly from

Group III on the I-scale, the results strongly suggest that the growth

toward self-actualization made by the experimentals was greater

than that made by Group III.

Conclusions

1. Undergraduate teacher candidates participating in an
individualized field-centered teacher education pro-
gram and exposed to intensive affective group encounter
procedures were shown to be significantly more self-
actualized when compared to undergraduate teacher



candidates enrolled in a non-individualized teacher
education program and not exposed to the affective
group encounter procedures.

2. Undergraduate teacher candidates participating in an
individualized field centered teacher education program
and exposed to intensive affective group encounter
procedures showed a more significant growth toward
self-actualization when compared to undergraduate
teacher candidates enrolled in a non-individualized
teacher education program and not exposed to the
affective group procedures.

3. Undergraduate teacher candidates participating in
an individualized field centered teacher education
program and exposed to intensive affective group
encounter procedures were shown not to be signifi-
cantly different when compared to undergraduate
teacher candidates participating in an individualized
knowledge and field based teacher education program
and exposed to a student centered and less intensive
affective group procedure.

4. Undergraduate teacher candidates participating in
an individualized field centered teacher education
program and exposed to intensive affective group
encounter procedures were shown to be significantly
less rigid in adherence to accepted principles and
more sensitive to their own needs and feelings than
undergraduate teacher candidates participating in
a non-individualized teacher education program and
not exposed to affective group encounter procedures.

5. Undergraduate teacher candidates participating in an
individualized knowledge and field based teacher educa-
tion program and exposed to student centered group pro-
cedures were shown to be significantly less rigid in
adherence to accepted principles and more sensitive
to their own needs and feelings than undergraduate
teacher candidates participating in a non-individualized
teacher education program.



Recommendations

1. Teacher-education institutions interested in affective

behavior might replicate this study.

2. Follow-up studies of teacher effectiveness should be made

with practicing educators who have participated in affectively

oriented teacher-education programs.
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THE RELATIONSHIP BETWEEN SELF-ACTUALIZATION
AND AN INDIVIDUALIZED FIELD CENTERED

UNDERGRADUATE TEACHER-EDUCATION PROGRAM

CHAPTER I

Introduction

For some time the professional education of secondary teachers

has been a controversial issue among educationists. While much has

been written advocating that institutions of learning become more

flexible and humane, little has been done to alter the undergraduate

preparation programs of those entering the teaching profession.

Traditionally, programs have included as Marcia Buchanan (1971)

states:

a smattering of educational philosophy and
history, an overview of one or several educa-
tional psychologies, a methods course which
is often only a bag of tricks, and a student
teaching experience which may or may not
allow the student to function fully as a teacher
in the classroom to which he has been
assigned (p. 64).

SUch teacher education sequences have focused on cognitive learn-

ings and assumed that:

(1) Knowledge of educational pedagogy would assure one of

reasonable teaching success.

(2) The affective components that influence successful teach-

ing were either unimportant, or already present. Recent research
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has indicated that the above assumptions are at best questionable

and at worst false (Combs, 1969).

Combs (1969) has recently published a ten year study that

suggests the differences between effective and ineffective teachers

are not a question of knowledge or pedagogy, but rather a question

of self-concept. That is, the teacher who perceives himself and

others in essentially positive ways is more effective than one who

sees himself and others in negative ways., Rogers (1969) and

Carkhuff (1969) have reached similar conclusions.

The above findings suggest that teacher education should have

as one of its primary foci experiences that enable teacher candidates

to explore their own uniqueness, feelings, and emotions in such

ways that positive understanding of self occurs.

Statement of the Problem

The problem of the study was to determine whether under-

graduate teacher education students (the experimentals) participating

in an individualized teacher education program would demonstrate

a significant change in self-actualization when compared with

similarly enrolled students (the controls) who were not participating

in the above program.

This investigation was designed to test the following null

hypotheses:
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Ho : There will be no significant change in self-actualization
1 as measured by the POI in the experimental group and the

two control groups.

H : There will be no significant change in growth toward
02 self-actualization in the experimental group and the

two control groups.

Significance of the Problem

The dominant concern of educators has long been the efficient

dissemination of information and knowledge. Clark Moustakas, (1969)

describes what happens to learners as they take part in this process:

Desensitization occurs through a process of deprivation
and separation, where one is treated as an object; where
skills and subject matter are more significant than
learners; where goals must be pursued regardless of the
real wishes, aspirations, and capacities of persons;
where rationalizing, explaining, and analyzing take the
place of spontaneity, humanistic experience, and natural
feeling. The adult who observes, manipulates, and
directs, the adult who notes the child, probes him, writes
him up and breaks him down into specific traits of weak-
ness and strength is actually treating the child as a thing,
and the child soon learns to react like one. When the
child is perceived as an object for intellectual and
social nourishment, when he is treated as a member of
a group or mass society, without reference to his unique
and varying differences, there is real danger he will
lose touch with his own senses, with his own identity
as a growing person. He will begin to build a wall
around himself to protect himself against the penalties
of being honest and forthright. He will become insensitive
to laughter and mimicry and sarcasm, insensitive to the
range of feelings that characterize genuine human existance.
In short, he will become alienated from any kind of mean-
ingful endeavor (p. 5).

Maslow (1971) concurs with Moustakas' description of the educa-

tional process. He states:
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If we look at education in our own society, we see two
sharply different factors. First of all, there is the
overwhelming majority of teachers, principals,
curriculum planners, school superintendents, who are
devoted to passing on the knowledge that children need
in order to live in our industrialized society. They
are not especially imaginative or creative, nor do they
often question why they are teaching the things they
teach. Their chief concern is with efficiency, that is,
with implanting the greatest number of facts into the
greatest possible number of children, with a minimum
of time, expense, and effort. On the other hand, there
is the minority of humanistically oriented educators,
who have as their goal the creation of better human
beings, or in psychological terms, self-actualization
and self-transcendence (p. 180).

Rogers (1969), Combs (1971), Jersild (1955) and Weinstein

(1970) also suggest that the current emphasis on cognition be met

with an equal emphasis on self-concept, mental health, and self-

actualization. The former Secretary of Health, Education and

Welfare, John Gardner (1961), stated:

The chief instrument we have devised to further the
ideal of individual fulfillment is the educational system
Education in the formal sense is only part of society's
larger task of abetting the individual's intellectual,
emotional and moral growth. What we must reach for
is a conception of perpetual self-discovery, perpetual
reshaping to realize one's best self, to be the person
one could be. This is a conception which far exceeds
formal education in scope. It includes not only the
intellectual but the emotions, character and person-
ality. It involves not only the surface, but deeper
layers of thought and action. It involves adaptability,
creativeness and vitality (p. 136).

Beck (1950), has stated; "We cannot know without the intellect;

we do not know until we experience with the emotions (p. 106)."
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Allen (1971) addresses the question of the cognitive-affective dichotomy:

We are still very much true believers in the old myth
that rationality is good and that the body and the emotions
are inherently dangerous and must at all times be under
strict control of the mind. By divorcing man's ration-
ality from the rest of his experience we hope to educate
it better, having isolated it in a pure state. Education
proceeds best when it does not have to contend with the
student's emotional needs.

The plain physiological and psychological fact is that
rationality can no more be divorced from the rest of
the human body than can the brain itself. Pure reason
can exist only when the person's other needs have been
satisfied to a point where they will not interfere with
long periods of rational activity.

We would be better off to seek a balance among the
competing needs of any student: sheer hunger, the
need to void, to move around, to be alone, to receive
attention, to be affectionate, to be silly and to com-
municate with friends, alongside the need to know
(p. 71).

That this narrow emphasis on the cognitive domain is not adequate

for teacher preparation was made clear by Silberman (1970) as a

result of his massive three year study of education:

The question, then, is not whether teachers should
receive special preparation for teaching, but what
kind of preparation they should receive. That the
preparation should be substantially different from
what they now receive seems hardly open to debate;
there is probably no aspect of contemporary educa-
tion on which there is greater unanimity of opinion
than that teacher education needs a vast overhaul.
Virtually everyone is dissatisfied with the current
state of teacher education: the students being educa-
ted, the teachers in the field, the principals, super-
intendents, and school board members who hire them,
the liberal arts faculties, and the lay critics of educa-
tion (p. 413).
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The importance of the teacher as a self-actualizing person has

been demonstrated by Combs (1971) in his ten year study of effective

and ineffective helpers. His review of the research led him to the

conclusion that knowledge and method have very little to do with

whether or not a person is a good helper. He then decided to approach

the problem of effectiveness from an affective view point. The results

of five studies are reported and summarized in his book Florida Studies

in the Helping Professions. They are (1) The Perceptual Organiza-

tion of Effective Counselors, (2) The Perceptual Organization of

Effective Teachers, (3) The Perceptual Characteristics of Episcopal

Pastors, (4) The Perceptual Organization of Person-Oriented and

Task-Oriented Student Nurses and (5) The Perceptual Characteristics

of Effective College Teachers.

The results of the studies indicated that the characteristics of

effective helpers in the five areas were very similar. Likewise,

the characteristics of ineffective helpers in the five areas were very

similar. Combs concludes that (1) the characteristics of the effective

helping relationship transcend areas of competencies and (2) effective

helpers are concerned with people rather than things; perceive others

as able, worthy, helpful and dependable rather than unable, unworthy,

hindering, and undependable; perceive themselves as dependable,

identified, enough, and worthy rather than undependable, unidentified,

not enough, and unworthy; and perceive their purpose as self-revealing,
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freeing, involved and concerned with process rather than self-conceal-

ing, controlling, uninvolved and concerned with goals. In conclusion

he stated that

the giving of self called for in the helping pro-
fession is probably possible only in the degree
to which the helper himself feels basically ful-
filled (1971, p. 13).

Jersild (1955) states that the teacher's understanding and

acceptance of himself is the most important requirement in any

effort he makes to help students to know themselves and to gain

healthyattitudes of self-acceptance. Schaffer (1964) suggests that

teacher education adopt a more humanistic approach:

If the main goal of education is individual growth
and development, then one of the best ways to
teach this to future teachers it for them to experi-
ence its application in their own lives. If we con-
tinue to prepare future teachers as if their pre-
paration consists primarily of learning isolated
facts and skills, then they will view their own
work as imparting them (p. 26).

Recent research in the area of group processes training, often

termed T-groups, sensitivity training, basic encounter, human

relations.labs, or group counseling, has shown significant success

in helping people become more self-accepting, aware, and sensitive

to self and others. In short, group processes training is thought to

be a self-actualizing experience. An extensive review of research

by Rogers (1970) resulted in the following conclusions:

The evidence is strong that intensive group training
experiences have therapeutic effects.
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Changes do occur in sensitivity, ability to manage
feelings, directionality of motivation, attitudes toward
the self, attitudes toward others, and interdependence.

The research evidence clearly indicates no basis for
making any restrictions as to group membership.

To be optimally effective the group training must be
revelant to the organizational, family, and live environ-
ment of the person.

Effective consulting relationships on a continuing basis
are at least as important as what occurs in the group
sessions in determining impact upon the participant.

Training experiences to be optimally effective should
be concentrated in uninterrupted and continuous sessions.

There is little basis for the widespread concern among
lay groups about the traumatic effects of group training
(p. 118).

The Purpose of the Study

The purpose of this study is to add data to the growing number

of studies that suggest the affective components, specifically self-

actualization, deemed important in effective teaching can be developed

through an individualized, process oriented, field centered, teacher

education program.

Limitations of the Study

The following limitations are recognized in this study.

1. Human behavior has been influenced by the research
process itself.

2. The subjects as well as the participating faculty reflect
a variety of beliefs, environments and previous experience.
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3. The subjects and participating faculty are continuing to
experience their chosen environments during the course
of this study.

4. The accuracy of any instrument that purports to measure
human behavior is questionable.

5. The facilitator, the investigator, may have had an
influence on the subjects.

6. Possible limitations may arise from:
a. Variability of field experiences
b. Subject mortality
c. Short duration of study (five months)
d. Volunteer status of some subjects

8. A randomized selection procedure was not used.

The Instrument

The instrument used in this study was the Personal Orienta-

tion Inventory (POI) developed by E. ShostruM. The,POI is reported

to be the best instrument available to measure current mental health

(Knapp, 1966). Related research and descriptions of the POI are

found in Chapters II and III respectively.



10

CHAPTER II

Review of Related Literature

Background and Theoretical Constructs

Over the past several decades new models for human growth

and development have emerged. Such models have suggested that

human behavior is primarily a result of internal phenomena rather

than external phenomena. Hamachek (1971) states:

Most of our personal and interpersonal problems
arise not from disagreements about reality, but
from distortions and misperceptions of reality.
In order to be as accurate as possible in our per-
ceptions, we must develop as much insight as we
can into ourselves as individuals and the ways in
which our needs, values, and beliefs influence
how we perceive the world in which we live.

The need for knowing one's self is basic and
universal in human experience . . . The need
which has been variously labeled "self-acceptance",
"self-love", "self-understanding", and the like is
neither innate nor indistinct in function and origin.
It is basically a need for an image of one's self
that is accurate enough to be workable and accept-
able so a person can enjoy experiencing and express-
ing it (p. 58).

Such psychological orientations as that described above have

been referred to as "the third force" or humanistic

psychology. Humanistic psychology endeavors to go beyond the

points of view of behaviorism or psychoanalysis. The humanistic

orientation generally does not see itself as competitive with the
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other two schools of thought; rather it attempts to supplement their

observations and to introduce further perspectives and insights

(Bugental, 1964).

Bugental (1964) has identified five basic postulates of human-

istic psychology:

1. Man, as man, supercedes the sum of his parts: man
must be recognized as something other than an additive
product of various part functions.

2. Man has his being in a human context: the unique nature
of man is expressed through his always being in relation-
ship with his fellows.

3. Man is aware: all aspects of his (man's) are not equally
available to man, but that, whatever the degree of con-
sciousness, awareness is an essential part of man's
being.

4. Man has choice: when man is aware, he is aware that
his choices make a difference in the flow of his aware-
ness that he is not a bystander but a participant in
experience.

5. Man is intentional: man intends through having purpose,
through valuing, and through creating and recognizing
meaning . . . the basis on which he builds his identity
and it distinguishes him from other species (p. 23).

An increasing amount of research is being conducted using the

theoretical constructs of the humanistic orientation. The results

of Maslow and Rogers described below, are representative samples.

Maslow (1962) conducted intensive investigations into what he

termed self-actualizing people, people who were moving in the

direction of achieving and reaching their highest potentials. He
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identified 15 discernible personality characteristics:

1. They are realistically oriented.

2. They accept themselves, other people, and the natural
world for what they are.

3. They are spontaneous in thinking, emotions, and
behavior.

4. They are problem-centered rather than self-centered
in the sense of being able to devote their attention to
a task, duty, or mission that seemed peculiarly cut
out for them.

5. They have a need for privacy and even seek it out on
occasion needing it for periods of intense concentration
on subjects of interest to them.

6. They are autonomous, independent, and able to remain
true to themselves in the face of rejection or unpopularity.

7. They have a continuous freshness of appreciation and
capacity to stand in awe again and again of the basic
goods of life, a sunset, a flower, a baby, a melody,
a person.

8. They have frequent "mystic" or "oceanic" experiences,
although not necessarily religious in character.

9. They feel a sense of identification with mankind as a
whole in the sense of being concerned not only with the
lot of their own immediate families, but with the wel-
fare of the world as a whole.

10. Their intimate relationships with a few specifically
loved people tend to be profound and deeply emotional
rather than superficial.

11. They have democratic character structures in the sense
of judging people and being friendly not on the basis of
race, status, religion, but rather on the basis of who
other people are as individuals.
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12. They have -a highly developed sense of ethics and are
inclined to choose their behavior with reference to
its ethical implications.

13. They have unhostile senses of humor, which are
expressed in their capacity to make common foibles,
pretensions and foolishness the subject of laughter,
rather than sadism, smut, or hatred of authority.

14. They have a great fund of creativeness.

15. They resist total conformity to culture (Hamachek,
1971, p. 56-58).

Roger's (1951) self-theory was proposed basically as a result

of his experiences as a therapist. Essentially there are three con-

ceptual identities in the theory: the organism, which is the total

person; the phenomenal field, which is the total experience; and the

self, which is a differentiated portion of the phenomenal field and

consists of conscious perceptions and values of the "I" or "me".

Like Maslow, Rogers (1961) has attempted to identify what he

terms the "fully functional person":

1. He tends to move away from facades; from a self
that he is not to a self that he is.

2. He tends to move away from self-imposed images
of what he ought to be.

3. He tends to move away from what the culture expects
him to be.

4. He tends to move away from pleasing others and begins
to be more self-directing.

5. He tends to be more autonomous and more responsible
for himself.
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6. He tends to be more accepting of his own inner state
and is not disturbed to find out that his feelings toward
a. given experience or person fluctuate.

7. He tends to be desireous of experiencing his own com-
plexity of being.

8. He tends to be able to live in an open, friendly, close
relationship to his own experience.

9. He tends to be more accepting of others.

10. He tends to be more trusting of his own self.

Rogers sees the "fully functional person" as one who is able

to maximize his potentialities; one who makes self-enhancing

choices; a creative person whose behavior patterns are not easily

predictable, but who is dependable; one who is able to trust his

own organism and, therefore, enter into intimate relationships

with others.

Self- Actualization Research

The investigations of Dandes, Flanders, Murray, and Smith

that follow are representative of studies that have attempted to field

test the theoretical construct of self-actualization. Such representa-

tive studies appear to indicate that psychologically healthy teachers

are more flexible and student-centered and tend to be perceived by

their students as more concerned.

Dandes (1966) utilized four instruments to investigate the

attitudes and value dimensions of 128 teachers in central New York
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State. The instruments were the Minnesota Teacher Attitude Inven-

tory for the measurement of permissiveness or warmth or student-

centeredness; the California F-scale, Form 40 and 45, for the

measurement of authoritarianism; and the Dogmatism Scale; Form

E, for the measurement of openness-closedness of belief systems.

He then correlated the results of the four instruments with scores

from the Personal Orientation Inventory.

Dandes' results indicated that the more psychologically healthy

a teacher is, the more apt he is to hold values and attitudes that are

associated with:

1. Permissiveness, warmth and student-centeredness

2. Liberalistic education

3. An absence of authoritarianism

4. Openness of belief systems

From his findings, Dandes suggests that teacher educators

modify the college curriculum to include experiences such as group

counseling and T-groups. Such innovations would aid the potential

teacher to grow and develop psychologically which would enable

them to encourage this growth in their students.

In another study Flanders (1969) also reports significant

correlations between the POI and the Minnesota Teacher Attitude

Inventory (MTAI) in a sample of 129 elementary and secondary

teachers. The correlations were all positive ranging in magnitude
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from .12 to .47 against the Time Incompetence Scale of the POI.

The teachers were involved in a T-group experience conducted

over the course of a year. The POI was administered at the begin-

ing of the program, during the middle of the program and again at

the end. Significant changes in the direction of self-actualization

were observed between the first and third administrations for eight

of the 12 POI scales.

Murray (1968) investigated social values of teachers as they

related to students' perception of teachers. The 261 subjects were

randomly chosen home economics teachers employed in Pennsylvania

during the 1967-68 school year. Each subject was administered

three tests, the Personal Orientation Inventory and the Study of

Values which were used to discriminate between self-actualized

and non-self-actualized teachers, and the Student Estimate of

Teacher Concern which was used to identify the students' perception

of teachers. For purposes of hypothesis testing 20 teachers were

identified as possessing scores in the self-actualized and non-self-

actualized ranges of the POI and the Social Value scale of the Study

of Values. The scores of the self-actualizing teachers were 19.6

for the time competent scale and 99.8 for the Inner Directed Scale.

The non-self-actualizing teachers' scores were 12.4 for the Time

Competent Scale and 58.4 for the Inner-Directed Scale. These

scores when compared with the clinically judged sample did
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differentiate between the self-actualized and the non-self-actualized

teachers. The t-test findings were significant at less than the .0001

level, and Murray concluded that self-actualizing teachers were per-

ceived by their students as more concerned than non-self-actualizing

teachers. Teachers with high social values were also perceived by

their students as more concerned than teachers with low social

values. Factors of teacher's age and years of experience were

unrelated to the major variables of self-actualization, social values,

and student perceptions of teachers.

Smith (1968) investigated the facilitation of student self-directed

learning as perceived by teachers with high and low levels of self-

actualization and dogmatism. The teacher personality variable in

the classroom and the ability of the student to accept responsibility

for his own learning were studied within the framework of Maslow's

self-actualizink person and Rogers' self-directed learning. The

Personal Orientation Inventory (POI), the Dogmatism Scale, and the

Teacher Facilitation of Self-Direction Inventory were the measuring

instruments. The subjects were 164 home economic graduates from

Pennsylvania State University during 1957-1966 who had a minimum

of one year teaching experience. For hypothesis testing a total of

84 teachers were selected representing the highest and lowest

quartiles.
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All three hypotheses tested were significant at the .01 level when

analyzed by correlational analysis and t-tests. A total score was

utilized for the POI with a score of 97.976 for the upper and 74.707

for the lower quartile which significantly differentiated between the

more highly and less highly self-actualizing teachers. Smith con-

cluded from her study that a significant relationship existed between

teacher's levels of self-actualization, degrees of dogmatism, and

perception of use of teaching behaviors relevant to the development

of student self-directed learning and that these were independent of

teachers' years since graduation and years of teaching experience.

The more highly self-actualizing teachers perceived themselves as

using a significantly greater amount of teaching behaviors which

encouraged the development of self-directed learning among students

than did the less self-actualizing teachers. This finding was indepen-

dent of respective years since graduation and years of teaching experi-

ence. The more highly self-actualizing teachers were significantly

more open-minded than the less self-actualizing teachers regard-

less of the respective years since graduation and years of teaching

experience.
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Self-Actualization and Group Processes

The studies which follow are representative of investigations

that have demonstrated the efficacy of the assumption that positive

mental health or movement toward self-actualization might be an

outcome of the group encounter experience.

Guinan and Foulds (1970) tested the hypothesis that a weekend

encounter session would induce changes in the direction of increased

positive mental health and personal growth. The experimental group

consisted of ten college students, 6 males and 4 females ranging

from fresbmen to seniors, who volunteered to participate in a

marathon "growth group". For purposes of comparison an equal

number of students were selected for a nontreatment group con-

trolled for sex, age, and college class. The POI was administered

just prior to the beginning of the experience and again two days

after. Pre-test and post-test mean scores for the 12 POI scales

were compared. The data disclosed that all 12 mean scores of the

experimental group changed in a positive direction, and there were

significant changes (p <.05) in mean scores on 7 of the 12 scales.

The experimentals appeared to change significantly in a

positive direction on the scales of the POI which purport to assess

the following characteristics: (a) feelings or attitudes of personal

freedom or independence and internal direction based upon inner
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motivations rather than upon external expectation and influences (I);

(b) flexibility in the application of values (Ex); (c) awareness of and

sensitivity to one's own needs and feelings (Fr); (d) ability to express

feelings in spontaneous action, to be on the outside what one is on

the inside (s); (e) acceptance of one s self in spite of weaknesses or

deficiencies (Sa); (f) ability to accept one's natural agressiveness

(A); (g) ability to develop intimate and meaningful relationships

with others which are unencumbered by expectations and obliga-

tions (C).

Young and Jacobsen (1970) employed three personality measures

to assess changes in mental health that might result from a marathon

group experience. The measures used were the Edwards Social

Desirability Scale (ESD), the Marlow-Crowne Social Desirability

Scale (MCSD) and the 12 personality scales of the Personal Orienta-

tion Inventory (POI). Seven of 14 volunteers were assigned to the

treatment group. The- subjects participated in a 15 hour marathon

group experience. Seven of the subjects were assigned to the con-

trol group and did not participate in the group encounter. The 14

subjects were pre-testedwith the three instruments four days before

the treatment and post-tested four days after.

Mean differences for pre- and post-test scores were compared.

The results indicated significant differences between pre- and post-

test performance for the MSCD Scale and the Self-Actualizing Value
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Scale of the POI for the experimental group. Although no other

significant differences were noted,the experimental group demon-

strated a consistent tendency to move in a more socially positive

direction.

The pre- and post-test performances of the experimental and

control subjects were then evaluated with a multivariate analysis

of variance computer program. The pre-test scores were evaluated

by an analysis of variance and the post-test scores were evaluated

by an analysis of covariance in which the pre-test scores served as

covariates.

The results of these analyses indicate no significant difference

between pre-test scores. A significant difference was noted in post-

test performance on the MSCD scale (p < .01). Experimental sub-

jects demonstrated lower defensiveness after participation in the

experience.

Haiman (1963) over a three year period pre= and post-tested

425 students, enrolled in a sensitivity skills training and group

processes course at Northwestern University, with an open-minded-

ness attitude scale. He also pre- and post-tested 231 control sub-

jects enrolled in courses of comparable length, size and composition.

Care was taken so that variables such as instructor influence and

maturation would be cancelled out. His results indicated significant

(p < .001) increases in open-mindedness on the part of the experimentals.
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Burke and Bennis (1961) attempted to study the early but unsub-

stantiated claims of T-group supporters. They formulated four

hypotheses.:

1. Members of T-groups will show, overtime, increased

profile similarity between their perceived actual

behavior in the T-group and their perception of the

way in which they would like to behave in the T-group.

2. Members of T-groups will show, overtime, greater

changes in perceived actual behavior in the group.

than in their perception of the way in which they

would like to behave in the group.

3a. ,Members of T-groups will show, overtime, increased

profile similarity between their perceived actual

behavior in the groups and the way in which they

are perceived by other group members.

3b. Members of T-groups will show, overtime, decreased

variance over-raters, in their -ratings of individual

members of the group.

4. Members of T-groups will show, overtime, greater

changes in their ratings of a particular other than

this individual will show in rating his own perceived

actual behavior.

The results of predictions (1) and (2) are of greatest significance to
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the present study. Prediction (1) was confirmed at a high level of

confidence (p <.01) for all but one of the six groups. It was con-

cluded that a significant number of T-group members demonstrated

an increase in self-satisfaction with perceived group behavior. Per-

ceived actual self and perceived ideal self were much closer to one

another at the end of the group experience than at the beginning.

Prediction (2) was also confirmed at a high level of confidence.

A significant number of members demonstrated more change in

perceived actual self than in perceived ideal self. That is, group

members described their overt behavior as changing more than

their ideals of how they would like to behave. The authors conclude

that this change in perception of self accounted for increases in

self-satisfaction of group members.

Krafft (1967) studied the influence of T-groups upon the on-the-

job perceived behavioral changes of secondary school seminar

teachers. The subjects were randomly selected from 17 innovative

secondary schools located throughout the United States. The 62

experimental and control subjects were matched and located in each

of the schools. They were divided into an experimental group of

32 and a control group of 30. The experimental group was exposed

to a ten day T-group experience. The instruments used in the study

were the Perceived Small Group Seminar Atmosphere and Bunker's

Categorization System. Predictions of behavioral change were
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collected on the final day of the laboratory session. Six months later

the experimenter interviewed all experimental and control subjects,

one randomly selected team member of each and the principal of

each.

The data was subjected to T-tests and the findings were shown

to be statistically significant (p < . 025). Krafft concludes:

1. Laboratory training participants themselves, their peer
co-teachers and the respective principals of these same
subjects indicate a significant perceived behavioral change
as the participants function in the on-the-job situation six
months following the workshop.

2. Participants are more willing to share information, are
more concerned with putting their ideas across, and find
it easier to provide truthful feedback and to express their
feelings more.

3. Participants make an increased effort to listen better
and with more understanding.

4. Participants are less irritating to others, are easier to
deal and talk with; they are more tactful, less commanding
and more cooperative.

5. Participants are more willing to take a stand on issues,
to experiment and try more new ideas.

6. Participants in laboratory training sessions involve others
in group decision-making, let others do more thinking and
experimenting and are less likely to dominate a discussion.

7. The behavior of participants is more flexible; they more
easily take group roles and make helpful contributions to
a group.

8. Participants have increased intellectual understanding of
human behavior. They are more analytical of behavior
and have a clearer perception of the people with whom they
interact.
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9. Consciousness of group process, of subcurrents and hidden
group agendas and of ability to perceive group roles has
increased in participants.

10. Participants are more conscious of and sensitive to the
feelings, needs and reactions of others.

11. Participants are more able to tolerate shortcomings of
others. They are more considerate of individual differences,
more understanding of others' problems.

12. Participants are more willing to accept suggestions; they
are less defensive and less arbitrary about their "knowledge"
and information.

13. Self-confidence, poise and confidence in leading discussions
are factors of increase, perceived in participants.

14. Ability to be more at ease and comfortable in groups, to
feel more inner security are characteristics of the
participants.

15. Participants have greater insight into themselves and into
their own roles in groups. They are improved in their
adjustment to their jobs and are less conflicted about
authority figures.

16. Participants did not significantly increase their ability to
maintain self-discipline, nor to check and control their own
feelings and emotions more carefully.

The failure of this category to differentiate significantly
may not be an altogether negative factor since the indication
is that laboratory participants tended to express their feel-
lings more openly, thereby evidencing "less self control"
but greater willingness to communicate straightforwardly
and honestly.

17. Student members of small group seminars instructed by
laboratory training participants expressed increased satis-
faction with the atmosphere in their small groups.

18. No highly reliable predictors of individual behavioral change
were isolated. The predictor with the highest correlation
with actual perceived change was the composite prediction
of the sensitivity training group members (Abstract).
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Culbert, Clark, and Bobele (1968) investigated the measures of

change toward self-actualization in two sensitivity training groups.

They utilized the Personal Orientation Inventory (POI) to measure

changes in self-actualization. The subjects were 19 senior and

graduate students from the University of California at Los Angeles.

They were divided into two groups of 10 and 9 and met for 14 weeks

for one 2 hour period per week plus another 2 hour controlled pair-

ing assignment each week to promote authentic interaction and

increased self-awareness among the members.

Pre-test means compared to self-actualized, normal, and non-

self-actualized samples revealed differences in the two groups with

Group I scores equivalent to the ones produced by a population of

self-actualizers and Group II relatively similar to a population of

normal adults. Group I showed an I scale pre-test score of 89.33

and post-test score of 88.44. Group II showed a I scale pre-test

mean score of 79.60 and post-test score of 89.80. Group Ds post-

test results revealed 10 of the 12 scales showed small decreases,

2 of the 12 scales showed small increases, and none of the changes

on the 12 scales to be significant. Group II's post-test results showed

all 12 scales to have increases and four of the scales showed statis-

tically significant changes including the I scale which was significant

at the .01 level. The authors concluded that the sensitivity training

treatment appeared to bring about increased POI scale means for a
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group initially resembling normals and did not disturb the mean scores

for a group which initially appeared to be near the self-actualizing

level.

A second part of this study concerned with the relationship

between increases in members' self-percepts, as measured by the

POI ratings, and increases in self-aware verbal behavior, as

measured by the Problem Expression Scale,failed to show any

directional correlation between the two measures.

Green (1969) investigated expressed behavior changes occurr-

ing as a result of exposure to filmed classroom situations and T-group

sensitivity training. The study was concerned with determining

which of the alternative experiences might affect variables associated

with human understanding and self-understanding. Thirteen variables

were recorded for each subject on the pre- and post-tests: two scores

from the Personal Orientation Inventory to measure self-actualization,

the total positive score from the Tennessee Self Concept Scale, six

scores from the Fundamental Interpersonal Relations Orientation -

Behavior, three scores from the case study of Barry Black and one

score from a test of knowledge of facts and principles. Three groups

were randomly selected from students enrolled in Human Develop-

ment and Education classes at Washington State University. The

three groups were composed of 21 students divided into subgroups

of 10 and 11 and exposed to the T-group experience; 19 students
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divided into subgroups of 10 and 9 and exposed to the discussion of

filmed classroom experiences; and a control group of 24 students

who experienced in-school observation. A questionnaire and a measure

of interpersonal relationships were administered four months follow-

ing the post-test.

No significant differences were revealed between groups on

measures of self-concept, interpersonal relations, or subject matter

knowledge. The T-group showed a significant positive change on the

inner-directed measure of self-actualization and on the remedial

score of the Case Study of Barry Black. The control group showed

a significant positive change on the remedial and whole scores of the

Case Study of Barry Black. The discussion group showed no significant

change.

The questionnaire item responses showed the T-group to have

perceived significantly greater change than the discussion or control

groups in understanding human relationships, self-understanding,

sensitivity toward peers and adults, and interpersonal relationships.

Both the discussion group and control group perceived greater

change than the T-group in understanding school organization. The

control group when compared with the T-group perceived significant

improvement in understanding children.
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Reliability and Validity of the POI

The POI is said to be the only instrument currently available

that was explicitly designed to measure positive mental health or self-

actualization (Shostrum, 1964). The following studies are representa-

tive of the instruments' reliability and validity.

The two studies described below are representative of investiga-

tions that have examined the reliability of the POI. Klavetter and

Mogar (1967) administered the POI twice with a one-week interval

to a sample of 48 college students. All correlations ranged from .52

to .82. The POI scales of Time Competence and Inner Direction had

reliability coefficients of .71 and .77 respectively. The authors con-

cluded that, with the exception of three subscales, the stability

coefficients were generally high.

Examining the stability of POI scores over a one year period

Illardi and May (1968) tested 46 student nurses. They reported

coefficients ranging from .32 to .74.

The studies that follow are indicative of the POI's validity.

Shostrum (1964) in an attempt to demonstrate the effectiveness of

the POI as a discriminating instrument tested two groups, one judged

to be relatively self-actualized and one judged to be relatively non-self-

actualized. The subjects in each group had been nominated by

practicing clinical psychologists. Results of the analysis indicated

that the means for the self-actualized group were above those of the
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normal adult group means on 11 of the 12 scales and the means for

the non-self-actualized group were below the normal means on all

scales. The critical ratios were significant at the .01 level of signifi-

cance on the two basic scales and on eight of the subs cales at the .05

level of significance on another subscale. It was concluded that

the inventory significantly discriminated between clinically judged

self-actualized and non-self-actualized groups on 11 of the 12 scales.

In a series of studies examining responses of hospitalized

psychiatric patients, Fox (1965a) and Fox, Knapp, and Michael

(1968) reported that a sample of 100 hospitalized patients were found to

be significantly lower on all POI scales than the nominated self-

actualized sample reported by Shostrum (1965). While the major

scales of Time Competence and Inner Direction significantly differ-

entiated the hospitalized sample from the clinically nominated non-

self-actualized sample, there was less differentiation among these

samples on the subscales.

In a study concerned with outpatients, Shostrum and Knapp

(1966) found that all POI scales significantly differentiated a sample

of outpatients beginning therapy from those in advanced states of

therapeutic progress. The POI scales were correlated with MMPI

scales for the male and female outpatient samples. Correlations

ranged from .00 to .67, the latter being in the male sample between

the POI Spontaneity Scale and the MMPI Social I.E. Scale (Si). The



31

highest average correlation for both sexes was with the major POI

scale, Inner Directed. The investigators concluded that the high

correlation with the MMPI Social I.E. Scale supported the contention

that the POI measures attributes important in the development of

harmonious interpersonal relationships within "Normal" populations.

They also stated that their results supported the contention that the

POI was sampling areas of psychological well being.

Studies of fakability by Knapp (1965), Shostrum (1966), Foulds

and Warehime (1971) and Braun and Asta (1969) generally indicate

that fake good responses do not produce self-actualized profiles. It

should be noted that the Inner Directed scale is not affected signifi-

cantly by different instructions.
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CHAPTER III

Design of the Study

Sample

The population consisted of approximately 934 (Appendix A)

undergraduate and graduate students registered in undergraduate

teacher education courses in the School of Education at Oregon State

University during the fall and winter terms of the 1971-72 school

year. The sample consisted of 97 undergraduate teacher education

candidates currently enrolled in pre-student teaching teacher educa-

tion courses.

The Experimentals - Group I:

There were 44 experimental subjects, 20 males and 24 females,

who volunteered to participate in an individualized field centered

undergraduate teacher education program, The Western View Pro-

ject (see Appendix B for a complete overview). Participation in the

Western View Project was in lieu of all or some of the following

regularly scheduled undergraduate teacher education classes:

1. School in American Life

2. Educational Psychology

3. The Junior High School
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4. Junior High School Curriculum

5. Reading and Conference

Controls - Group II:

Group II consisted of 29 subjects, 10 males and 19 females,

who were enrolled in Education 310K, School in American Life, a

required course for secondary education majors in the Division of

Humanities and Social Sciences at Oregon State University. The

subjects in this group chose not to volunteer for the Western View

Project.

Controls - Group III:

Group III consisted of 24 subjects, 4 males and 20 females,

who were preparing to teach at either the elementary or secondary

levels. The subjects had volunteered for a knowledge and field

based program, Foundations of Education Pilot Program (see

Appendix

TABLE 1.

C for a complete description).

Sex, Age and Number of Students for Groups I, II, III

Group I Group II Group III

Males
Females

Totals

Mean Age

20
24

44

20.45

10
19

29

20.42

4
20

24

19.00
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Group Treatments

The Experimentals - Group I:

The experimentals were exposed to the following treatments:

1. Approximately three to fifteen hours per week working
as tutors or teaching assistants with junior high age
students (12-15) at Western View Junior High School.

2. Approximately six hours of interpersonal communications
skills training.

3. Weekly small gropp (10-15 students) encounter seminars
that met for two to three hours.

4. One weekend encounter session conducted by the investiga-
to r.

5. Scheduled individualized counseling and/or conferences
with either the investigator or the two other members of
the project staff.

6. Individually selected readings.

The weekly and weekend encounter(s) were facilitated by the

investigator. The guidelines for the encounter sessions (as presented

to the experimentals) are identified below:

Ground Rules for Group Sessions

1. Everyone who is here belongs here just because he is
here, and for no other reason. (This is our top rule.
It depends on nothing else. Nothing changes it.)

2. For each person what is true is determined by what is
in him, what he directly feels and finds making sense
in himself, and the way he lives inside himself.
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3. Our first purpose is to make contact with each other.
Everything else we might want or need comes second.

4. We try to be as honest as possible and to express our-
selves as we really are and really feel just as much
as we can regarding the here and now.

5. We listen for the person inside living and feeling.

6. We listen to everyone.

7. The group leader is responsible for two things only: he
protects the belonging of every member, and he protects
their being heard if this is getting lost.

8. Realism: If we know things are a certain way, we do not
pretend they are not that way.

9. What we say here is "confidential;" no one will repeat any-
thing said here outside the group unless it concerns only
himself. This applies not just to obviously private things
but to everything. If the individual concerned wants others
to know something, he can always tell them himself.

10. Decisions made by the group need everyone taking part
in some way.

11. New members become members because they walk in
and remain. Whoever is here belongs.

Attendance at either the weekly or weekend encounters was

not compulsory. The subjects were required to work at Western

View Junior High for the times they had committed themselves.

Controls - Group II:

Group II was exposed to the following:

1. Approximately two hours of interpersonal communicatio-a
skills training.

2. Field centered experiences ranging from placement at
one educational setting to visitations to several educational
settings.
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3. Large group presentations.

4. Small group discussions.

5. A required minimal number of individually selected
readings.

A course outline is found in Appendix D.

Controls. - Group III:

The subjects were exposed to the following:

1. Approximately six to eight hours of interpersonal
communication skills training.

2. A continuous progress approach in working with
each student.

3. Continuous placement in a school setting of their
choice.

4. Large group presentations that focus on integration
of theory and practice.

5. Two hours per week of small group seminar time
that focuses on experiences, readings and personal
concerns.

6. Individual conferences between project staff, participating
teachers and subjects.

Prior to pre-testing, each of the above groups were exposed

to approximately two to four hours of interpersonal communication

skills training. This training consisted of structured exercises

designed to facilitate inter-group communication through the use of

specific communications skills such as "paraphrasing" and "behavior

description".
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Table 2, below, identifies the treatment given to each of the

three groups.

TABLE 2. A Comparison of Group Treatments.

Treatment
Ex-Group

I
Control Group

II
Control Group

III

Interpersonal communications
training prior to pre-test 2 hrs. 2 hrs. 4 hrs.

Small group seminars 3 hrs.
weekly

2 hrs.
weekly

2 hrs.
weekly

Large group presentations No Yes Yes

Educational Theory and
Pedagogy

Student
choice Yes Yes

Readings
Student
choice required

Strongly
encouraged

Affective Group
Encounter Exercises Intensive No

Les s
Intensive

Continuous systematic
coordinated placement
in school seeting Yes No Yes

Collection of the Data

The pre- and post-administrations of the Personal Orientation

Inventory were completed during the second and sixth weeks of the

Fall and Winter Quarters respectively. The instrument was admin-

istered under similar conditions to each of the three groups.
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Treatment of the Data

The answer sheets from the pre- and post-tests were hand

scored and the statistical analysis was completed with the help of a

grant from the Oregon State University Computer Center. If a sub-

ject chose both or neither alternate answer for more than 15 items

on the pre- or post-test, he was excluded from the sample. The .05

level of the confidence was selected as the acceptable level of statistical

significance.

Two stages of statistical analyses were used.

Stage one: An analysis of covariance in a one-way classification

design was computed on the post-test with the pre-test, age, sex,

and age and sex serving as covariates. Data were reported for all

14 scales. For statistical testing of the hypotheses, the I Scale was

utilized as the measure of self-actualization. An analysis of

covariance in a one way classification design was also performed

on the differences between pre- and post-test scores with sex and

age serving as covariates.

Stage two: Upon analysis of the data from stage one, it was

found that sex and age were not significant factors in this study. An

analysis of covariance in a one-way classification design with the

pre-test as a covariable was performed to test H01. A one-way

classification analysis of variance was also performed to test H02.
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For each of the analyses performed in stage two, Scheffels simulta-

neous confidence intervals were used to test for mean differences.

The Instrument

The instrument used in this study was the Personal Orientation

Inventory (POI) developed by Shostrum (1964, 1966). The instru-

ment was designed to be a comprehensive measure of an individual's

current level of positive mental health or self-actualization. The

instrument is a paired opposite, forced choice 150 item question-

naire. It yields measures for twelve scales (two major and ten

minor) of personal values, concepts, and self-percepts. Shostrum

(1966) describes the scales as follows:

I. Ratio Scores

(Ti/Tc) Time Incompetence - Time Competence - measures
degree to which one is "present" oriented

"(O/I) Other/Inner - measures whether reactivity
orientation is basically toward others or self.

II. Sub - scales

(SAV) Self Actualizing Value - measures affirmation of
a primary value of self-actualizing people

(Ex) Existentiality - measures ability to situationally
or existentially react without rigid adherence to
principles

(Fr) Feeling Reactivity - measures sensitivity of
responsiveness to one's own needs and feelings
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Spontaneity - measures freedom to react
spontaneously or to be oneself

Self Regard - measures affirmation of self
because of worth or strength

Self Acceptance - measures affirmation or
acceptance of self in spite of weaknesses or
deficiencies

Nature of Man - measures degree of the con-
structive view of the nature of man, masculinity,
femininity

(Sy) Synergy - measures ability to be synergistic,
to transcend dichotomies

(A) Acceptance of Agression - measures ability to
accept one's natural agtessiveness as opposed
to defensiveness, denial, and repression of
agression

(C) Capacity for Intimate Contact - measures ability
to develop contractual intimate relationships with
other human beings, unencumbered by expecta-
tions and obligations.

While it is possible to obtain a profile of scores from the

inventory for purposes of hypothesis testing in this study, the I

(Inner-Directed) Scale was utilized to indicate the level of self-

actualization. The I Scale contains 127 of the 150 items of the POI

and has a high correlation with the other subscales. Knapp (1965)

contends that it is the single most representative overall measure

of self-actualization. The I Scale has been utilized as the measure

of self-actualization in studies by Groeneveld (1969), Le May (1969),

and Russell (1968) and is developed around value concepts having
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broad personal and social relevance. The I Scale measures whether

behavior is oriented towards self o.r toward others.

An illustration of the paired items in the I Scale are as follows:

21. a. I do what others expect of me.

b. I feel free to not do what others expect of me.

41. a. I must justify my actions in the pursuit of
my own interests.

b. I need not justify my actions in the pursuit
of my own interests.

46. a. Reasons are needed to justify my feelings.

b. Reasons are not needed to.justify my feelings.

Reliability and validity studies associated with the POI are

reported in Chapter II.

The Self-Actualizing Person

From the work of Shostrum (1966), it has been found that the

orientation of the self-actualizing person tends to lie between that

of the extreme other and extreme inner-directed person. He tends

to be less dependency or deficiency oriented than either extreme

and to have more of an autonomous self-supportive or being orienta-

tion. He is sensitive to people's approval, affection, and good will

but the source of his actions is essentially inner-directed. He is

free, but his freedom is not gained by being a rebel or pushing

against others and fighting them. He transcends complete
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inner-directedness by critical assimilation and creative expansion

of his earlier principles of living. He discovers a mode of living

which gives him confidence. He appears to have liberated himself

from rigid adherence to the social pressures and expectations to

which the non-self-actualized person conforms.

The self-actualizing person lives in contrast to the extremes

of the inner-directed and the other-directed person. He transcends

these dichotomies. The extremely inner-directed person appears to

have incorporated a psychic "gyroscope" started by parental influences

and later on is further influenced by other authority figures. He goes

through life apparently independent, but still obeying this internal

piloting which is guided by a small number of principles. The

extremely other-directed person appears to have been motivated to

develop a radar system to receive signals from a far wider circle

than just his parents. There is a danger that he may become over-

sensitive to "others" opinions in matters of external conformity.

Approval by others becomes the highest goal. Manipulation in the

form of pleasing others and insuring constant acceptance becomes

his primary method of relating.
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CHAPTER IV

Presentation and Analysis of the Data

For the purpose of statistical analysis, Hypotheses I and II

were stated in the null form. The I (Inner-Directed) Scale of the

POI was utilized as the measure of self-actualization for statistical

testing of the hypotheses. The .05 level of confidence was selected

as the acceptable level of statistical significance. As previously

stated in Chapter III, the investigation involved a five month exposure

to a small group seminar and an intensive two day group encounter

in the experimental group (Group I, N=44) as contrasted with Group II

(N=22) who were not exposed to the above treatments and Group III

who were exposed to an' individualized field based program and less

instensive affective group experiences. All groups were exposed to

the same pre- and post-test procedures. Mean data and standard

deviation for all scales of the POI are reported in Table 3.

To aid the reader, the POI scales are restated and defined

below:

I. Ratio Scores

(Ti/Tc) Time Incompetence-Time Competence - measures
degree to which one is "present" oriented,

(0/I) Other/Inner - measures whether reactivity orienta-
tion is basically toward others or self



TABLE 3. A Comparison of Pre- and Post-test Means and Standard Deviations for the 14 Scales of the POI for Groups I, II, and III.

1 2 3

Scale
Pre-test
Mean

Pre-test
Standard
Deviation

Post-test
Mean

Post-test
Standard

Deviation
Pre-test
Mean

Pre-test
Standard
Deviation

Post-test
Mean

Post-test
Standard
Deviation

Pre-test
Mean

Pre-test
Standard
Deviation

Post:test
Mean

Post-test
Standard
Deviation

Ti 5. 86 2. 36 5. 59 2. 84 5. 43 2. 17 64 07 2.49 5. 33 2.27 5.. 00 1.61

Tc 17. 41 2. 17 17.09 2. 93 17. 50 2. 17 16.29 2.. 33 17: 39 2.27 17.61 1. 50

0 41. 9S 11.61 36. 59 12. 80 42.36 5.38 39. 86 5.89 35. 78 9. 40 33. 33 9. 52

I 84. 55 11.65 90. 95 13. 37 82. 43 6. 92 82.36 7. 14 88. 22 10.02 90. 78 8. 84

SAV 19. 45 3. 33 19.95 3.61 19.07 2, 49 20. 21 1. 85 20.61 3. 22 20. 28 2. 70

Ex 20. 50 3. 94 22. 72 4, 05 19. 86 3. 13 19.07 3. 56 22. 72 3. 40 23, 83 3. 84

Fr 15. 73 2.62 16.64 3. 26 15. 57 2. 50 13. 79 3. 40 17. 11 2. 24 17. 33 2. 81

S 12. 18 2.85 13.31 3. 12 12.29 I. 97 13. 14 2.38 13.44 2.66 13. 72 2.42

Sr 11.86 2.23 11.68 2. 88 11.35 2.61 11. 57 2.21 11.66 1.97 12, 06 1.80

Sa 15, 72 3.39 15.77 3.22 16.35 3.22 15.28 3.36 16. 83 2.93 17.22 2. 71

Nc 12. 50 2. 19 12. 32 2.08 11.07 2.23 11.07 2. 33 11. 89 3.02 12.00 1. 85

Sy 6. 77 1. 47 7. 14 1.32 6. 92 0. 73 7. 36 . 84 7. 22 1.43 7. 22 1. 17

A 16. 45 2. 73 16.09 3. 49 15. 92 4. 14 15.07 3. 54 17.28 2. 53 16. 17 3. 18

C 17. 32 2. 88 18. 90 3. 50 17.36 3.77 16.00 4. 91 19.33 2. 49 19. 17 2. 62
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II. Sub-scales

(SAV) Self Actualizing Value - measures affirmation of
a primary value of self-actualizing people

(Ex) Existentiality - measures ability to situationally
or existentially react without rigid adherence to
principles

(Fr) Feeling Reactivity - measures sensitivity of
responsiveness to one's own needs and feelings,

(S) Spontaneity - measures freedom to react
spontaneously or to be oneself

(Sr) Self Regard - measures affirmation of self because
of worth or strength

(Sa) Self Acceptance - measures affirmation or
acceptance of self in spite of weaknesses or
deficiencies

(Nc) Nature of Man - measures degree of the constructive
view of the nature of man, masculinity, femininity,

(Sy)

(A)

(C)

Synergy - measures ability to be synergistic, to
transcend dichotomies

Acceptance of Agression - measures ability to
accept one's natural agressiveness as opposed to
defensiveness, denial, and repression of agression

Capacity for Intimate Contact - measures ability
to develop contactual intimate relationships with
other human beings, unencumbered by expectations
and obligations

Pre-test scores indicated initial equivalency between the groups

did not exist. Consequently, an analysis of covariance in a one-way

classification design was completed on the post-test with the sex, age,

pre-test and sex and age serving as covariates. The F-Values for
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sex, age, pre-test and sex and age for each group were tabulated and

appear in Table 4. The results of this analysis of covariance revealed

that age and sex were not significant variables affecting the outcome

of the post-tests. Also, this analysis revealed that the pre-test was

significant at the .05 level for each group.

An analysis of covariance in a one-way classification design

was also completed on the differences between pre- and post-test

scores with sex and age serving as covariates. The F-Values for

sex and age were tabulated and appear in Table 5. The results of

this analysis revealed that sex and age did not affect the way the

students responded to the POI, Therefore, since sex and age were

not significant variables, they were not used in testing the hypotheses.

This completed the analysis of stage one as previously described in

Chapter III.

Stage two statistical treatments as previously described in

Chapter III were performed to test the hypotheses.

(A) Hypothesis

H : There will be no significant change in self-
1 actualization as measured by the POI in the

experimental group and the two control groups.

H : At least one of the groups will differ
a

1 significantly.
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TABLE 4. A Comparison of F-Values for Testing the Significance
of the Covariables; Sex, Age, PRE-TEST and Sex and
Age.

Scale Sex" Age" Pre-Test' Sex and Age2

Ti .59 .11 27.75* .31

Tc 1.07 2.78 14.00* 1.67

0 1.19 1.26 62.86* 1.05

I .31 .32 78.38* .28

SAV 3.21 1.06 32.41* 2.53

Ex .62 .01 20.56* .39

Fr .83 .01 8.49* .04

S .01 .96 33.61* .48

Sr .01 .05 36.02* .28

Sa .56 .59 14.76* .70

Nc .26 .36 14.00* .28

Sy .83 .03 10.62* 2.54

A .12 .91 39.14* .58

C .10 .29 11.90* .24

4cjP <.05
1

2

.05 = 4.04

.05 = 3.19



TABLE 5. A Comparison of F-Values for Testing the Significance
of the Covariables; Sex, Age, and Sex and Age

Scales 1Sex l
Age Sex and Age

Ti .42 .025 .21

Tc .77 1.85 1.13

0 .94 2.05 1.29

I .12 .96 .49

SAV 1.28 .63 1.15

Ex .23 .02 .12

Fr .37 .84 .52

S .07 2.48 1.24

Sr .30 1.14 .64

Sa .52 .01 .26

Nc 2.64 .98 2.17

Sy 2.23 .31 1.16

A .05 .11 .09

C .64 .00 .33

48

1

P < . 05

.05 = 4.03

2 .05 = 3.19
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An analysis of covariance in a one-way classification design with

the pre-test as a covariable was completed. The results of this

analysis revealed an F-Value of 4.784 and indicated that at least

one of the post-test scores differed significantly (Table 6).

TABLE 6. A Comparison of the I Scale Adjusted Post-Test Mean
Score and F-Value

Group I
N=

Group II
N =

Group III
N= F

Post Mean 91.52 94.70 88.26 4.784*
*P

< .05 .05 = 3.18

On the basis of this analysis, the null hypothesis was rejected

and it was concluded that there was a significant difference in self-

actualization in at least one of the groups.

Scheffer s simultaneous confidence interval technique was used

to test the differences between the adjulsted post-test means. The

confidence interval was calculated to be 1.3 < G1 - G
2

< 12.4. The

results indicated that Group I was significantly more self-actualized

than Group II as measured by the I Scale of the POI. It was also

determined that no significant differences existed between Groups I

and III and Groups II and III on the I Scale.

According to the POI the above findings suggest that Group I

as compared to Group II appears to be better able to transcend the

dichotomies of the extreme other- and inner-directed orientation,

more autonomous and self-supportive, and more apt to discover
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a mode of living that promotes creativity and self-confidence. The

findings also suggest that the treatment Group III received appears

to favor self-actualization more than the treatment received by

Group II and less than the treatment applied in Group I.

(B) Hypothesis II

H There will be no significant change in growth toward
02 self-actualization in the experimental and the two

control groups.

HA : At least one of the groups will differ significantly.
2

A one-way classification analysis of variance was completed

to test the differences between pre- and post-test scores. The

results of this analysis revealed an F-Value of 3.18 which indicated

that at least one of the group's pre- and post-test scores difference

was significant at the .05 level (Table 7).

TABLE 7. A Comparison of the I Scale Pre- and Post-Test
Score Difference

Group I
N=

Group II
N

Group III
N = F

Mean
Differences 6.41 -.07 2.56 3.18*

* P < . 05 . 05 = 3.18

On the basis of this analysis the null hypothesis was rejected.

It was concluded that a significant difference existed in growth toward

self-actualization in at least one of the groups.
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Scheffe's simultaneous confidence interval technique was again

used to determine which of the differences was significant. The signi-

ficant confidence interval was determined to be .78 < G
1

- G
2

< 12.18.

The results indicated that Group I demonstrated significantly more

growth toward self-actualization than Group II. Comparisons between

Groups I and III and Groups II and III resulted in no significant differ.-

ences. However, a comparison of mean gain appears to favor Group

I over Group III (Table 8).

Although no significant differences were found, these findings

suggest, as in the previous analysis of data, that the treatment

received by Group III appears to favor growth toward self-actualiza-

tion more than the treatment applied to' Group II and less than the

treatment applied to Group I.

Related Statistical Data

In order to further study the experimental treatment, all

scales of the POI received the same statistical treatment as the I

Scale when it was utilized for the testing of the hypotheses. As

previously indicated, age and sex were not found to be significant

(Table 2).

An analysis of covariance in a one-Way classification design

with the pre-test as a covariable was completed on all scales of

the POI. The results of this analysis indicated that at least one of
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TABLE 8. A Comparison of Groups I, II, and III' s Adjusted Post-
test Means and F- Values for 14 Scales of the POI.

Scale
Group I
N=44

Group II
N=29

Group III
N=24 F-Values

Ti 5.41 6.16 5.15 1.141

Tc 17.10 16.25 17.63 1.675

0 35.02 37.96 36.72 .809

I 91.52 84.70 88.26 4.784*

SAV 20.13 20.62 19.75 .543

Ex 23.07 19.81 22.83 4.837*

Fr 16.85 14.08 16.84 4.576*

S 13.62 13.37 13.18 .204

Sr 11.54 11.78 12.05 .380

Sa 16.03 15.24 16.94 1.580

Nc 12.05 11.46 12.02 .546

Sy 7.21 7.37 7.12 .213

A 16.20 15.58 15.64 .368

C 19.29 16.36 18.42 3.431*

*P < . 05 .05 =3.18

the post-test scores differed significantly on the following scales:

I, Ex, Fr, and C (Table 8).
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TABLE 9. A Comparison of Group I and Group II Confidence Intervals
for the Ex, Fr and C Scales of the POI

Lower Upper
Scale Limit Group I Group II Limit

Ex

Fr
C

.48

.94
.07

<

<

<

G
1

G
1

G1

G2

- G2

- G2

<

<

<

6.06

4.60

5.79

Scheffe's simultaneous confidence interval technique was also

used to test the differences between the adjusted post-test means

for the Ex, Fr and C Scales. A review of the results indicated that

Group I differed significantly from Group II on the Existentiality

(Ex), Feeling Reactivity (Fr) and Capacity for Intimate Contact (C)

Scales. The confidence intervals for each scale appear in Table 9.

The results also indicated that Group III differed significantly from

Group II on the Existentiality (Ex) and Feeling Reactivity (Fr) Scales.

The intervals are reported in Table 10.

TABLE 10. A Comparison of Group II and Group III Confidence
Intervals for the Ex and Fr Scales of the POI

Lower Upper
Scale Limit Group II Group III Limit

Ex -6.06 < G2 G3 < -.014

Fr -.079 < G2 G3 < -4.71
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The above findings suggest that the treatment received by

Group I favors positive changes in mental health as compared to the

treatment received by Group II. On the basis of these data and an

interpretation of the POI,Group I appears to have become more

flexible in the application of values held by self-actualized people

(Ex), more sensitive to their own needs and feelings (Fr), and better

able to develop intimate human relationships (C) than did Group II.

The results also suggest that the treatment Group III received was

superior to that treatment applied to Group II. These findings appear

to be consistent with the previously described results.

A one-way classification analysis of variance was completed

to test the differences between pre- and post-test scores. The

results indicated that at least one of the group's pre- and post-test

mean gain scores was significant at the .05 level on the Inner-Directed

(I), Existentiality (Ex) and Feeling Reactivity (Fr) Scales. In

addition at least one of the group's pre- and post-test mean gain

score was significant at the .10 level on the Capacity for Intimate

Contact (C) Scale. The mean gain scores and F-Values are reported

in Table 11.

A final application of Scheffe's simultaneous confidence interval

technique was used to determine which of the mean score differences

were significant for each of the three scales. The results indicated

that Group I differed significantly at the .05 level from Group II on



TABLE 11. A Comparison of Mean Gain Scores for 14 Scales of the POI.

Scale

1 2 3

F Test on
Model III

Mean
Gain

Standard
Deviation

Mean
Gain

Standard
Deviation

Mean
Gain

Standard
Deviation

Ti -.27 1.72 .64 2.21 -.33 2.38 1.0651

Tc -.032 2.32 -1.21 2.39 .22 2.41 1.4567

0 -5.36 5.60 -2.50 6.8 -2.44 8.78 1.0788

I 6.41 5.14 -.07 6.99 2.56 7.82 4.3513*
SAV .50 2.09 1.14 3.35 -0.33 2.45 1.3245

Ex 2.23 2.56 -0.78 4.79 1.11 3.31 3.1857*
Fr .91 2.26 -1.78 3.79 .22 3.46 3.2662*
S 1.14 1.86 .86 2.51 .28 2.54 .7166

Sr -0.18 1.82 .21 2.36 .39 1.75 .4505

Sa .05 3.24 -1.07 2.79 . 39 3.27 .9070

Nc -0.18 2.02 0.0 2.35 .11 2.32 .0896

Sy .36 1.26 .43 1.34 0.0 1.41 .5214

A -0.36 2.38 -0.86 2.74 1.11 2.56 .4491

C 1.59 2.46 -1.36 5.65 -0.17 2.31 3.175**

*F' < . 05 . 05 = 3.18
**P <.10 .10 = 2.39
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TABLE 12. A Comparison of Pre- and Post-test Score Differences
Intervals for the Ex, Fr, and C Scales of the POI

Lower
Scale Limit Group I

Ex .001

Fr .004

C .29

G1

G1

G1

Upper
Group II Limit

G2 < 6.02

G2 < 5.38*
G2 5. 59**

P<.05 *4, p < 0

the Existentiality (Ex), and Feeling Reactivity (Fr) Scales and at the

.10 level on the Capacity for Intimate Contact (C) Scale. The inter-

, vals appear in Table 12.

In summary, two stages of statistical analyses were reported

in this chapter. Stage one was utilized to determine which variables

affected how students responded to the POI. Stage two was utilized

to test the hypotheses.

On the basis of these analyses both null hypotheses were rejected,

and it was determined that the treatment received by Group I signifi-

cantly favored more changes in and growth toward positive mental

health than did the treatment received by Group II. The findings

also indicated a significant difference on two sub-scales in favor of

the treatment applied to Group III as compared to the treatment

applied to Group II. It would appear that the treatments applied to

Groups I and III are significantly more facilitative in developing

positive mental health than the treatment applied to Group II.
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Although there were no significant differences between Groups I

and III on the I Scale, the treatment applied to Group I resulted in a

mean gain of 6.41, while the treatment applied to Group III resulted

in a mean gain of 2.56, It should be noted that the pre-test mean

for Group I was 84.55 and the post-test mean was 90.95 while the

pre-test mean for Group III was 88.22 and the post-test mean was

90.78. These data might suggest that (1) the treatment applied to

each group was comparable, (2) that Group III was highly self-

actualized at the outset, and therefore, comparisons of changes in

self-actualization were difficult to measure or (3) the treatment

applied to Group I was more facilitative toward self-actualization

than the treatment applied to Group III. Since the only major dif-

ference in treatments between Groups I and III was that Group I

received a more intensive group encounter experience, it would be

consistent with the research to suggest that the treatment applied

to Group I was more facilitative in developing positive changes in

self-actualization. However, further research is needed to support

this speculation. The conclusions and recommendations based on the

previous statistical analyses reported in this chapter are identified

in Chapter V.
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CHAPTER V

Summary, Conclusions and Recommendations

Summa ry

Review of the Problem

The problem of this study was to investigate whether university

students enrolled in an undergraduate teacher education program and

exposed to affective group encounter experiences would demonstrate

a significant change in self-actualization when compared with subjects

enrolled in an individualized knowledge and field based program and

subjects enrolled in a traditional program which did not offer exposure

to the above procedure. The null hypotheses to be tested were as

follows:

H : There will be no significant change in self-
1 actualization as measured by the POI in the

experimental group and the two control groups.

H
0

: There will be no significant change in growth
2 toward self-actualization in the experimental

group and the two control groups.

Review of the Literature

A review of the literature on self-actualization and affective

group experiences revealed that a considerable amount of theoretical

and empirical research has been compiled by others. Such research
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appears to have been inspired by the writings and experimentation

of humanistic psychologists.

There seems to be a general consensus among researchers that

teachers judged to be relatively self-actualized tend to be more

effective than teachers judged to be non-self-actualized. In addition,

students appear to consider self-actualized teachers to be more effec-

tive in their classroom responsibilities. Self-actualized teachers are

characterized as being open-minded, flexible, and concerned about

their students.

A review of the research literature indicates that (a) group

process procedures generally facilitate positive mental growth, and

(b) affective learning experiences such as group encounter, sensitivity

training and group counseling appear to be finding acceptance in a

wide range of occupational settings.

Review of the Design

The sample consisted of 97 undergraduate students enrolled in

teacher education courses at Oregon State University during the Fall

and Winter Quarters of the 1971-72 school year. Group I (the experi-

mentals) consisted of 44 subjects who had volunteered for an

individualized field-centered teacher education program. Group II

consisted of 29 subjects enrolled in Education 310K, School in

American Life, a required course for secondary education majors.
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Group III consisted of 24 subjects who had volunteered to participate

in a knowledge and field based experimental program.

The subjects in each of the three groups participated in some

type of field experience, a minimum of two hours of interpersonal

communications skills training and small group discussions.

Groups Is and III's experiences differed from Group II's in that

their field experience involved intensive tutoring and teaching in

local public school classrooms, and their programs were designed

to meet the needs of each student. Treatments differed between

Group I and Groups II and III in that the former was the only group

to participate in intensive group encounter sessions.

The I Scale of the Personal Orientation Inventory (POI) was

utilized to measure self-actualization. Pre- and post-test admin-

istrations of the instrument were made under similar conditions to

each of the three groups. Hypothesis one was tested by a comparison

of the adjusted post-test I Scale means utilizing an analysis of

covariance and Scheffe's simultaneous confidence interval technique.

Hypothesis two was tested by a comparison of pre- and post-test

mean differences utilizing an analysis of variance and Scheffe's

simultaneous interval technique: All hypotheses were stated in

the null for statistical testing purposes. The .05 level of confidence

was selected as the acceptable level of statistical significance.
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In order to further study the effects of the encounter procedure,

all scales of the POI received the same statistical treatment as the

I Scale.

Review of the Findings

In order to test Hypotheses I and II, two stages of statistical

analyses were employed. Stage one utilized an analysis of covariance

technique on the post-test means and the pre-post-test mean differ-

ences on all 12 scales of the POI for each of the groups. The find-

ings indicated that sex, age, and sex and age combined did not affect

the way the subjects responded to the instrument. The results also

revealed that in each case the pre-test was a significant variable

when it was used as a covariate in comparing post-test means.

On the basis of the above results H
0

was tested utilizing an
1

analysis of covariance with the pre-test as a covariate. As a result

of this analysis H
0

was rejected, and it was concluded that a signifi-
1

cant difference existed between at least two of the adjusted post-test

means. Scheffe's simultaneous interval technique was then utilized.

Findings based on this analysis revealed a significant difference in

self-actualization between Groups I and II. The difference favored

the experimentals and was significant at the .05 level.

Similar results were obtained from an analysis of the data for

H0. The hypothesis was rejected and Scheffe's technique indicated
2
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a significant difference in growth toward self-actualization between

Groups I and II. The difference again favored the experimentals and

was significant at the .05 level.

Identical analyses of the remaining scales revealed post-test

differences between Groups I and II on the Existentiality (Ex), Feel-

ing Reactivity (Fr), and Capacity for Intimate Contact (C) Scales.

In each case the results favored the experimentals and were signifi-

cant at the .05 level. The findings also revealed that Group III

differed significantly from Group II on the Existentiality (Ex) and

Feeling Reactivity (Fr) Scales. In each case the results favored

Group III.

From an analysis of the data for mean growth toward self-

actualization, the results indicated at the .05 level that Group I

showed significantly more growth than did Group II on the Existentiality

(Ex), and Feeling Reactivity (Fr) Scales.

The findings also revealed a significant difference at the .10

level between Groups I and II on the Capacity for Intimate Contact

(C) Scale. The results favored the experimentals.

Analysis of the data suggests a unique relationship among the

three groups. A clear and significant difference was shown to exist

between Groups I and II. In each case the treatment applied to

Group I was favored. Although no significant differences were found
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when Groups I and III were compared, it was suggested that the experi-

mental procedure applied to Group I appeared to be more facilitative

toward positive mental health than did the treatment applied to Group

III. Further research may be needed to discover significant differ-

ences between the two procedures. Two of the sub-scales significantly

differentiated Groups II and III. In each case the treatment applied

to Group III was favored.

Conclusions

After consideration of the previously mentioned limitations, the

following conclusions and implications were made.

1. Undergraduate teacher candidates participating in an

individualized field centered teacher education pro-

gram and exposed to intensive affective group encounter

procedures were shown to be significantly more self-

actualized when compared to undergraduate teacher

candidates enrolled in a non-individualized teacher

education program and not exposed to the affective

group encounter procedures.

2. Undergraduate teacher candidates participating in an

individualized field- centered teacher education pro-

gram and exposed to intensive affective group encounter

procedures showed a more significant growth toward
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self-actualization when compared to undergraduate

teacher candidates enrolled in a non-individualized

teacher education program and not exposed to the

affective group procedures.

3. Undergraduate teacher candidates participating in

an individualized field centered teacher education

program and exposed to intensive affective group

encounter procedures were shown not to be signifi-

cantly different when compared to undergraduate

teacher candidates participating in an individualized

knowledge and field based teacher education program

and exposed to a student centered and less intensive

affective group procedure.

4. Undergraduate teacher candidates participating in

an individualized field centered teacher education

program and exposed to intensive affective group

encounter procedures were shown to be significantly

less rigid in adherence to accepted principles and

more sensitive to their own needs and feelings than

undergraduate teacher candidates participating in

a non-individualized teacher education program and

not exposed to affective group encounter procedures.
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5. Undergraduate teacher candidates participating in an

individualized knowledge and field based teacher educa-

tion program and exposed to student centered group pro-

cedures were shown to be significantly less rigid in

adherence to accepted principles and more sensitive

to their own needs and feelings than undergraduate

teacher candidates participating in a non-individualized

teacher education program.

The following implications were made from the above conclusions:

1. Schools of education should examine existing programs

to determine the emphasis on individualized instructional

methods.

2. Public schools should examine existing inservice

teacher education programs to determine whether

or not the affective needs of teachers and students

are being met.

3. Schools of education need to assess faculty compe-

tencies concerned with affective interaction.

4. Schools of education should examine the attitudes

of faculties and leadership personnel toward affective

models of teacher education.

5. Schools of education need to implement affective

models of teacher education.



66

Recommendations for Further Study

A multitude of problems were generated as a result of this

study. Further research needs to be completed to:

1. Determine the feasibility of incorporating group process

models into the existing teacher education structure.

2. Assess the teaching effectiveness of practicing teachers

who have participated in individualized affectively

oriented undergraduate teacher education programs.

3. Determine the relationship between affective group

encounter and tutoring.

4. Determine the strength of the gains made in self-

actualization in a similar program that was to extend

over a longer period of time.

5. Determine if a sequential organization of an affective

curriculum is effective.

6. Determine the attitudes of teacher educators toward

implementing affective models of teacher education.

7. Assess student attitudes toward affective models of

teacher education.

8. Assess public school attitudes toward affective

models of teacher education.



67

9. Determine whether similar affective models from a

randomly selected population indicate the same results

as this study.
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APPENDIX A

OREGON STATE UNIVERSITY
SCHOOL OF EDUCATION

ENROLLMENT IN EDUCATION PROGRAMS
FALL TERM 1970

Division and Departments FR. SO. JR. SR. PBAC.
SCHOOL
TOTALS

TOTAL
IN

FIELD
DIVISION GRAND
TOTALS TOTALS

Elementary Education 288 280 234 242 14 1058 1058 1058

Vocational Education:

10 14 14 25 2 65 65
Agricultural Education -

(School of Ag)

Business Education 9 8 7 5 4 33
School of B & T 145 178

Home Economics Education 3 3 3 3 12
School of HEC 254 266

Industrial Education 14 34 26 30 3 107 107
Division Totals:

26 45 36 38 7 152School of Education
Other schools 464
Division Total 616

Humanities and Social Sciences:
Art Education 8 8 11 10 1 38

School of H & SS 5 6 9 10 30 68



Division and Departments FR. SO. JR. SR. PBAC.
SCHOOL
TOTALS

TOTAL
IN DIVISION GRAND

FIELD TOTALS TOTALS

English Education 52 30 63 38 2 185
School of H & SS 24 49 234

Journalism Education 2 2 2 6 6

Modern Languages Education 6 8 8 7 4 33.
School of H & SS 1 1 2 5 9 42

Music Education 10 9 7 6 32
School of H & SS 12 44

Social Studies Education 31 26 34 41 4 136
School of H & SS 6 7 24 20 6 63 199

Speech Education 2 8 10 8 2 30
School of H & SS 31 61

Division Totals:
111 89 135 112 13 460School of Education

Other Schools .194
Division Total 654

Science and Physical Education:

27 27 8 9 4 75Science Education
School of Science 20 27 32 62 30 171 246

Health Education 2 2 6 13 23 23

Men's Physical Education 43 23 24 40 130 130

Women's Physical Education 84 55 47 40 4 230 230
Division Totals:

27 27 8 9 4 75School of Education



Division and Departments FR. SO. JR. SR.

TOTAL
SCHOOL IN

PBAC. TOTALS FIELD
DIVISION
TOTALS

GRAND
TOTALS

Other Schools 149 107 109 155 34 554
Division Total 629

Miscellaneous:

2 7 2 11B-2 Program
Study Abroad 3 1 4

Teacher Corps 30 30

Unclassified 15 11 1 5 3 35
Miscellaneous Totals:

15 14 4 42 5 80 80School of Education

TOTALS:

467 455 417 443 43 1,825School of Education
Other Schools ' 1,212

Grand Total of
Undergraduate
Programs 3,037



GRADUATE STUDENTS

DEPARTMENTS MASTERS DOCTORS TOTALS

College Student Personnel

Guidance & Counseling

Science Education

Education

12

42

1

17

11

18

29

53

19

Adult Education 2 1 3

Business 10 5 15

Elementary 8 5 13

Family Life 1 1

Foundations 15 15

Health 12 5 17

Home Economics 6 6

Industrial Education 5 5 10

Physical Education 14 6 20

Recreation 1 1 2

Remedial Reading 20 1 21

Unspecified 12 9 21

Vocational Education 3 20 23

Trade & Industrial 2 2

MA in General Studies 9 9

TOTALS 159 120 279

GRAND TOTALS 279 + 3, 037 = 3 316

77
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APPENDIX B

The Western View Project
by George Coon

The Western View Project was a co-operative venture between

the School of Education of Oregon State University and the Corvallis

School District. It was designed to further promote development of

a field centered teacher-education program and to further develop

an education complex. It was centered at Western View Junior

High School. It provided a sequence of experiences for training

prospective junior high teachers in four phases: tutor, teacher

assistant (teacher aide), teacher associate (student teacher), and

intern teacher. Each phase offered experiences with junior high

students which allowed the candidate to gain confidence as he worked

his way up this ladder of increased responsibility.

A prospective teacher entered the program from one of several

co-operating teacher-education classes on the Oregon State University

Campus. The candidate entered the program at the tutor level and

with success, they were elected to become teacher assistants and

teacher associates. Since the intern level is essentially a post-

graduate level and because it relies upon funding at the district

level, few, if any, will be selected for this level (none have been

selected for this level at the time of this writing), Candidates were
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interviewed and evaluated by the Oregon State University project

staff. They were then assigned according to their level of compe-

tency and according to the needs of the participating teachers.

Each of the candidates, upon entering the program as a tutor,

selected one of several seminar groups (based on time convenience)

with which they met weekly. The seminar was the place where the

students' experience could become personal and humanistic through

interacting with teachers, Oregon State University staff, and each

other. It was also a place where educational theory and practice

could be bridged together by the candidate in forming his own

philosophy.

The co-operating teachers were selected by their principal,

and they became a part of the teacher-training corps. They repre-

sented the instructional areas of: art, English, home economics,

mathematics, music, reading, social studies, and science. An in-

service teacher-education program was arranged whereby the pro-

ject staff was involved in weekly seminars. The seminars placed

donsiderable emphasis on interaction among the group. They pro-

vided a dynamic personal-professional experience with others in the

project.

Considerable attention was given, both among the teachers and

the candidates, to developing competencies for teaching in the junior



80

high schools. There was a strong thrust toward personalizing and

individualizing instruction for junior high youth.
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APPENDIX C

Foundations of Education Pilot Program
for Sophomores in. Elementary and Secondary Education

Approximately sixty students have been selected to participate
in the Foundations of Education Pilot Program developed by an inter-
divisional faculty team of three in the School of Education. The pro-
gram is dedicated to providing sophomore education majors with a
broad base of foundational experiences and knoWledge that will per-
mit each participant to take maximum advantage of later pre-service
and in-service professional experiences and activities.

This is a knowledge-based, field oriented program involving
both the acquisition of a body of educational content and the acquiring
of an extensive experimental background. Instructional and seminar
time increases from two hours per week during the fall term to three
or four hours per week winter and spring terms. Provisions are
made for each participant to spend a minimum of eight hours a week
with learners in the real world of their classrooms (See Figure 1).
Through this process, students have many opportunities to bring the
theoretical and practical together in a manner that will have functional
meaning to them.

FIGURE 1:
Fall Winter Spring

Credit Hours 3 '5 6

Field Experience 6 hrs per 6 hrs per 6 hrs per
week week week

Instruction & 2 hrs per 3 hrs per 4 hrs per
Seminars week week week

The program provides for the following:

1. A Unified Approach to Education through Personalized Experience
in the Foundational Areas of History, Philosophy, Sociology,
Psychology, and Instruction.

2. Integration of Theory and Practice in Realistic Field and Labora-
tory Settings.
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3. Continuous Progress in Personal and Professional Growth through
Individualized and Personalized Instruction and Evaluation.

4. Development of Teaching Competencies through Instruction
Applications for Students in Classroom Settings.

5. Development of Instructional Approaches Based upon Foundational
Knowledge -- Designed to Meet the Sociological and Psychological
Needs of Students.

6. Interdisciplinary Faculty Team Supported by Interdivisional
Faculty Involvement.

7. Theoretical Background in Foundation Areas Necessary to
Develop a Personal Approach to Teaching.

8. Early Experience in Realistic Classroom Settings for Education
Majors.

9. Experience Against which Students May Test Perceptions and
Conceptions Developed in Theoretical Study.

10. Examination of Literature of Foundational Areas Related to
Theory and Practice in Education.

11. Foundation-Centered and Field-Oriented Exposure and Experi-
ence in Innovative Programs, Normal and Unusual Classrooms,
Advantaged and Disadvantaged Students, Majority and Minority
Groups, Anthropological Sensitivities, Interpersonal Relations,
Results and Application of Education Research, Educational
Technology, Application of Systems Approach to Development
of Educational Programs.

12. Foundation Sequence Initiated by Registration for Fall, Ed 310-
3 hours; Winter, Ed 371x, Ed 211 - 5 hours; Spring, Ed 312,
Ed 372 - 6 hours.

Each student is placed in a field assignment of his choice insofar
as that is possible. No distinction is made between elementary or
secondary education. They may stay in their initial field assignment
for one, two or three quarters. Many of them desire some time in
elementary as well as secondary settings.
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Each student is a member of a seminar group which consists of
students who are supervised and advised by one of the instructional
team members. The instructional team goes into the schools each
week to observe and help trainees. Additionally, there is a large
group session where all students are in attendance. These sessions
are plb,nned by the instructors and students in a special planning
seminar which is held weekly.



APPENDIX D

Education 310K
The School in American Life

Fall Term 1971

Oregon State University

Introduction:

84

This course is organized to provide an opportunity for those who
want to become teachers, supervisors, and administrators, as well
as future parents, to study the American school within the framework
of our American society. The exploration of what actually goes on in
American public schools could increase your knowledge about formal
education in contemporary American life and give you more personal
power to enter into decisions regarding your future as a teacher-
educator-parent. We will deal with the schools as they are as well
as how they might be.

This may or may not be a first course in "education" for you.
For some it will be. The members of the class may range from
sophomores to graduates, and that wide range of student interests
and experiences affects the course of organization.

A. General Educational Objectives

1. To study the American school within the framework of our
American society.

2. To see and reflect upon the actual operations, procedures and
services provided by a variety of educational institutions.

3. To increase student knowledge about formal education in con-
temporary American life.

4. To increase student knowledge and skills to give them more
personal power to enter into decisions regarding their future
as teachers, educators, and parents.

5. To present the schools as they are to consider what they might
become.
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6. To provide individualized and personalized opportunities for
students to work in laboratory settings as tutors and aides.

7. To improve the quality of instruction given to students and OSU
education students by personalizing and individualizing their
experiences.

8. To develop attitudes and capabilities which are conducive to plan-
ning and implementing new educational experience for public
school students by OSU education majors.

9. To integrate the theoretical and practical aspects of training
teachers.

10. To prepare teacher trainees for an earlier experience with students
and associated teacher roles.

11. To involve teachers more directly in the process of training
teachers.

12. To develop an educational program which will make it possible
for education majors to be involved in planning and evaluating
their own education.

13. To develop educational experiences which will enable education
majors to take increasing responsibility for the planning,
implementation, and evaluation of their own education.

B. Course Requirements

1. Reading

2. Student Seminar Group

3. Field Trips

4. Regular Attendance (class, seminars, and field experiences)

5. Individual and/or Group Conference with Instructors

6. Field Experience (working with students in educational settings)



C. Reading

The following books have been ordered for the course:

Author

Havighur st
Kaufman
Decker
Peddiwell
Macrorie
Morris
Toff ler
Silberman
Gray
Glasser
Kohl
Reich
Herndon
Williams
Borton
Featherstone
Berman
Holt
Rogers

Title

Society & Education: Book of
Up the Down Staircase
An Empty Spopn
The Sabertooth Curficulum
Uptaught
The Naked Ape
Future Shock
Crisis in the Classroom
Teachers Survival Guide
Schools Without Failure
The Open Classroom
The Greening of America
How to Survive in your Native Land
Hassling
Reach, Touch & Teach
Schools Where Children Learn
New Priorities in the Curriculum
Under Achieving School
Freedom to Learn

Readings
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Publisher
Allyn & Bacon
Avon
Harper
McGraw-Hill
Hayden
McGraw-Hill
Random House
Random House
Fearon
Harper
Vintage
Random House

Simon & Schuster
Little Brown
McGraw-Hill
Live right
C. Merrill
Pitman
C. Merrill

The 19 books listed above approach Ameiican education from
different perspectives. They are intended to provide provocative
accounts and interesting reading. All are available at the bookstore.

D. Student Seminar Group

Student seminar groups will be organized to provide you with a
group experience for facilitating reading, discussion, and planning.
These groups will meet on Tuesdays or Thursdays during class time.

E. Field Trips

Student seminar groups may want to take field trips on Thursdays.
Field trips can be arranged for almost any school to which you are
willing to provide transportation. I would be pleased to make arrange-
ments for you.
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F. Field Experience

Students who want to earn an "A" are required to complete a
field experience. We will assist with the placement. Many oppor-
tunities are available. Students must devote 4-6 hours each week
to this experience to make it worthwhile. A diary or journal may
be kept.

G. Bibliography

Your reading should not be limited to the books ordered for the
course. A supplemental bibliography has been prepared for your
use.

H. Staff

This course will be a cooperative venture. The following people
will be available to provide instruction and instructional support:

Carvel Wood - responsible for general planning and
coordination. Office of Education Hall, room 207,
extension 3648.

Larry Dale - responsible for planning and coordination
of the Cresent Valley High School Section of Ed. 310K.


