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ABSTRACT

CHARACTERISTICS OF PROSPECTIVE TEACHERS

RELATED To

INNER-CITY TEACHING PREFERENCES

By

Thelma R. Boca

The Problem
 

The purpose of this study was to determine the general

background and characteristics of undergraduate teacher education

students preferring inner-city school assignment and those students

preferring other types of school assignments. Twelve hypotheses

were formulated to determine whether statistically significant

relationships existed between certain variables of the students'

environments and their choice of teaching assignments.

Procedures
 

Undergraduate education students enrolled in two required

eduCation classes at a large midwestern university were asked to

respond anonymously to a sixty-one item questionnaire. Five

hundred and six questionnaires were analyzed.
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Thelma R. Boca

The twelve hypotheses were. stated in null form. The level

of significance. selected as sufficient to reject the null hypothesis

was .05 (CX. = .05). The major variable in this study was student

desire or non-desire to teach in the inner-city. Ten hypotheses

were tested by means of the chi’square test for independence.

Analyses of the data for two other hypotheses were done by means

of the F test, an analysis of variance.

Major Findings of the Study
 

1. Social-class composition of students' home com-,

munities had no significant relationship to their choice of school

assignment.

2. Social-class composition of students' elementary

schools had no significant relationship to their choice of school

assignment.

3. Social-class composition of students' secondary

schools had no significant relationship to their choice of school

assignment.

4. Racial composition of students' home communities

had no significant relationship to their choice of school assignment.

5. Racial composition of students' secondary schools

had no significant relationship to their choice of school assignment.
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Thelma R. Boca

6. High school academic standing had no Significant

relationship to students' choice of school assignment.

7. College grade point average had no significant rela-

tionship to student choice of teaching assignment.

8. Beginning education students did not differ in their

choice of school assignment from terminal education students.

9. Racial composition of students' elementary schools

did have a significant relationship to their choice of school assign—

ment. Students who attended racially integrated elementary schools

were more likely to choose inner-city school assignment.

10. Students did differ significantly in their perception of

parental attitudes toward their decision of teaching assignment.

Students preferring inner-city assignment perceived parents as

being more favorable toward their decision.

11. Students choosing inner-city teaching assignment dis-

agreed more often with opinion statements on a measure of opinion

than students choosing other teaching assignments.

12. Students choosing inner-city school assignment attrib-

uted more importance to media' S influence on their decision to teach

in the inner-city than students choosing other teaching assignments.

Nineteen percent (96 students) chose teaching assignments

in an inner-city school. Eighty-one percent (410 students) chose

teaching assignments in other types of schools.
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Students preferring inner-city school assignment selected

as their first and second reasons for teaching in the inner-city as

teaching where they could make a real contribution in helping

children learn. Students preferring other teaching assignments

selected as their first and second reasons for not teaching in the

inner-city the statement that discipline problems would be more

frequent in the inner—city schools.

Implications and Recommendations
 

1. There is an identifiable group of teacher education.

students who indicate a willingness to teach in the inner—city. A

greater effort should be made to identify these students and provide

a relevant education to insure a more successful experience for both

prospective teachers and disadvantaged youth.

2. Attention should be given to development of strategies

to modify student resistance toward teaching in the inner-city. Since

eighty-one percent of the students questioned indicated a desire not

to teach in the inner—city, adequate staffing of inner-city schools may

necessitate programs designed to modify students' attitudes toward

such placement.

3. Construction and implementation of tests for the pur—

pose of selective recruitment of candidates for inner-city schools
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incorporating items that demonstrate significant statistical

differences between students oriented toward the inner-city and

those students who are not should be initiated.
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CHAPTER I

INTRODUCTION

General Statement of the Problem
 

U. S. Commissioner of Education Harold Howe wrote in

Grade Teacher,
 

‘I‘he shortage of highly skilled teachers is still the most serious

deficiency in the schools of our impoverished areas. It com-

bines with the segregation which characterizes many of these

schools to offer second-rate education. [sic]

After Commissioner Howe' s assertion, Grade Teacher magazine
 

employed Opinion Research Corporation to determine where new

teachers would most like to teach. They found that only 12% of the

1967 teacher graduates who were sampled stated that they would

accept a position teaching in the inner-city.

The Coleman report studied the preferences of future

teachers concluding that there are more children of blue-collar

 

1Harold Howe, ”Where Teachers Are Needed the Most, "

Grade Teacher, May/June 1967, pp. 102-103.
 

Opinion Research Corporation, "Where New Teachers

Would Most like to Teach, " Grade Teacher, May/June 1967,

pp. 102-103.
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workers than teachers being produced who prefer to teach them;

that very few future teachers of either race wish to teach in pre—

dominantly minority schools; and that high ability pupils are much

more popular with future teachers than low ability ones. Coleman

states that relatively few of the best prepared future teachers will

find their way into classrooms where they can offset some of the

environmental disadvantage suffered by minority children. 3

Our large cities have schools labeled "depressed--ghetto—-

inferior" that are not adequately staffed despite intensive recruiting

efforts. Fear of assignment to schools regarded as "difficult"

causes young teacher candidates to reject appointments to city school

systems. Inner-city schools are not the first choice of most

teachers.

The critical need for thousands of well-trained teachers for

inner-city schools requires immediate action.

The more experienced teachers normally select the more

attractive schools in white neighborhoods, thereby relegating

the least experienced teachers to the disadvantaged schools.

Teachers often begin with negative attitudes toward students

and their ability and willingness to learn. These attitudes are

aggravated by serious discipline problems, by the high crime

 

3United States Department of Health, Education and Welfare,

Equality of Educational Opportunity (Washington, D. C. : U. S.

Government Printing Office, 1966), Director of Study, Dr. James

Coleman, p. 27.
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rates in areas surrounding the schools, and by the greater.-

difficulties of teaching students from disadvantaged back-

grounds.

The teacher supply is replenished by young college gradu-

ates. Only a small percentage, twelve percent in the Grade Teacher
 

survey, chose to teach in the inner-city. 5 Sixteen percent stated a

preference to teach in the inner—city schools on an exploratory study

of the attitudes of undergraduate education students at a large mid-

western university.

Teachers, reflecting the values of society, do hold negative

perceptions of disadvantaged and minority students. Green writes,

"There are teachers who perceive an assignment to an integrated

school as an academic affliction. "7 He states that Negro and

Caucasian teachers teaching in depressed areas are aware that their

schools are perceived as being "low status" and "low prestige”

 

4United States Riot Commission Report, Report of the

National Advisory Commission on Civil Disorders (New York: The

New York Times, March 1968), pp. 428-429.

 

 

Opinion Research, op. cit.

6Ermon O. Hogan and Thelma Boca, "Undergraduate

Education Students' Opinions Regarding Teaching in the Inner—

City, " unpublished paper, Michigan State University, March, 1968.

7Robert L. Green, "After School Integration--What?

Problems in Social Learning, " Personnel and Guidance Journal,

March 1966, p. 706.
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schools which cause them to have lower self-esteems when assigned

to disadvantaged areas.

Teachers holding negative perceptions of disadvantaged and

minority students will not expect successful student performance.

A teacher who defines students as inferior and likely to fail, will

transmit this perception to students even though the perception may

be false. The definition brings about a series of consequences.

Teachers fail to present learning tasks they perceive the students

could not master. Children do not need teachers who may instigate

and perpetuate failure. Children need teachers with a level of

aspiration that will enable them to become more than just another

deprived person.

An enormous body of literature exists--impressionistic

and descriptive--describing the life of the inner—city child and his

environment. Many consider the problems of the metropolitan

complexes as overwhelming. Yet, there are those who refuse to

regard the task of improving the condition of the inner-city pOpula-

tion as impossible and choose to teach there, or, viewing it as

impossible, still choose to teach there for personal reasons not the

 

81bid., pp. 704-710.

9A. Harry Passow, ed. , Deve10ping Programs for the

Educationally Disadvantaged (New York: Teachers College Press,

1968). pp. 5-11.
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least of which is the possible challenge that goes with such a

situation. This study will focus on certain variables of those under-

graduate education students who chose to teach in the inner-city to

see if there are common and identifiable elements in this p0pu1a-

tion.

Definition of Terms
 

Inner-city school refers to schools serving children from
 

lower socioeconomic areas. The Office of Economic Opportunity

has established criteria for eligibility of schools for poverty pro-

grams: 1) percent of minority population, 2) percent of functional

illiterates, 3) low family income, 4) male unemployment, 5) sub-

standard housing, 6) property value, 7) overall crime rate.

Suburban school refers to schools serving children from
 

middle-class and upper middle—class areas. These schools are

situated away from the core area of the city.

Urban school is synonymous with inner-city school.
 

Disadvantaged student refers to students attending inner-
 

city schools from low income families.

Deprived student is synonymous with disadvantaged student.
 

Minorithtudent refers to ethnic groups other than
 

Caucasian but primarily Negro.
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Racially integrated school refers to a school in which the
 

student population is neither one hundred percent Negro nor one

hundred percent Caucasian.

Specific Statement of the Problem
 

The purpose of this investigation is to determine the

general background and characteristics of undergraduate teacher

education students preferring inner-city school assignment and

those students preferring other school assignments. This study was

also designed to determine whether relationships exist between

certain variables in the students' environments and their choice of

teaching assignments. In order to determine this, the following

hypotheses were tested:

1. There is no relationship between social-class compo—

sition of students' home communities and desire or

non-desire to teach in the inner-city.

2. There is no relationship between social-class compo—

sition of students' elementary schools and desire or

non-desire to teach in the inner-city.

3. There is no relationship between social-class compo—

sition of students' secondary schools and desire or

non-desire to teach in the inner-city.
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There is no relationship between racial composition of

students' home communities and desire or non-desire

to teach in the inner-city.

There is no relationship between whether students

attended or did not attend racially integrated elemen-

tary schools and their desire or non-desire to teach in

the inner-city.

There is no relationship between whether students

attended or did not attend racially integrated secondary

schools and their desire or non-desire to teach in the

inner-city.

There is no relationship between prospective teachers

who desire to teach in the inner-city and those who do

not on the basis of their college grade point average.

There is no relationship between prospective teachers

who desire to teach in the inner-city and those who do

not on the basis of their high school academic stand-

ing.

There is no relationship between beginning education

students and terminal education students attending

their last education class on the variable of their

desire or non-desire to teach in the inner-city schools.



ll.

12.



10. There is no relationship between students' perceptions

of parental attitudes and student desire or non-desire

to teach in the inner-city.

11. The Opinions of education students who do want to teach

in the inner-city will not differ significantly on an

instrument designed to elicit Opinions about inner—city

teaching from the opinions of education students who

do not want to teach in the inner-city.

12. Students choosing to teach in the inner-city will not

differ on a measure of importance attributed to media

in the making of their decision from students not

choosing to teach in the inner-city.

Importance of the Investigation
 

As previously indicated, the schooling of children living in

the inner-city has become a critical problem in our country. The

multiple causes of this problem make solutions difficult to find.

Studies such as the Grade Teacher Survey, 10 the Coleman Report, 11
 

12

and the United States Riot Commission Report, all cite statistics

 

0Opinion Research Corporation, op. cit.

1Coleman, op. cit.

”United States Riot Commission Report, op. cit.
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concerning the grave need for teachers in the inner-city schools,

the exodus of good teachers to the suburbs, and the unwillingness of

first year teachers to accept positions with inner-city schools.

Empirical evidence is conspicuous more for its absence than its

presence in the research literature concerning those prospective

teachers who chose to teach in the inner-city schools. Therefore,

this study should contribute to the research relevant to the nature of

prospective inner-city teachers.

A study of previous environments and perceptions of those

prospective teachers who indicate a desire to teach in inner-city

schools should contribute to the understanding of this group and

suggest school policies that might be employed in attracting and

retaining personnel. Further, understandings of the group to be

studied should be suggestive to colleges of education and state

departments of public instruction concerned with the initial selec-

tion and/or assigning scholarship grants to those students indicating

a desire to teach in the inner-city schools.

Finally, there is the possibility that some of the variables

can be affected by actual instruction or careful structure of student

experiences so that the proportion of the population willing to under-

take inner-city teaching assignments might be increased.
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Limitations of the Study
 

Generalizations derived from the conclusions of this study

may be limited for the following reasons:

1. This study was conducted at a large midwestern uni-

versity. The characteristics of the students attending

this university may differ significantly from students

attending other colleges and universities.

The research questionnaire might be reconstructed

to be more discriminating and measure more precisely

factors that influence teacher education majors who

perceive inner-city teaching as either desirable or

undesirable.

The population included all students enrolled in two

separate education courses. The composition of this

population, including race, sex, social-class back-

ground, and educational interests, may differ from

term to term.

Organization of the Thesis
 

In Chapter I the primary concern has been to define the

problem being studied, to identify its importance and its major

limitations . Twelve hypotheses have been stated.
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Chapter II contains a survey of literature relating to the

general areas pertinent to this dissertation.

Chapter III explains the methodological procedures utilized

in the study including a detailed description of the sample, instru-

mentation, description of the research instrument, and procedures

for analyzing data.

Analysis of the data is presented in Chapter IV. Each

hypothesis is discussed separately. Ranking of reasons for both

those choosing to teach in inner-city schools and for those not

choosing to teach in the inner-city schools are presented.

A summary of the findings and conclusions of the study are

presented in Chapter V. Implications for further study are con-

sidered.
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CHAPTER II

SURVEY OF RELATED LITERATURE

Numerous articles appear daily in professional publications,

newspapers, p0pular magazines, and research journals expounding

on the conditions of America' s inner-city areas. Commissions

have been appointed to study and determine the factors contributing

to the evident decay and disturbances. Both commissions and

individuals have given suggestions of causes and have offered many

kinds of remedies.

One recurring point discussed in many reports is the

failure of the school to provide adequate and relevant education for

inner-city inhabitants. Schools cannot be psychologically adequate

or relevant without effective teachers. The classroom teacher is

the point of direct contact with the pupil. Frequently, the inner—

city schools not only lack effectively trained teachers but substitute

inadequately trained people as teachers. Kontos and Murphy state:

The critical agent for breaking the vicious cycle of poverty

that children are victims of, is the teacher. But teachers

are not trained to meet the needs of large-city school

children. Basically, teacher training institutions are

12
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oriented toward an academic, traditional school setting.

Teacher training patterns do not emphasize the needs of urban

youth and new strategies for their teachers. . . . Now that the

urban poor have been discovered, such terms as "experimenta-

tion" and "innovation" have become catchwords of urban educa-

tion. Projects and experiments multiply, yet visible changes

in the operation and quality of inner-city schools remain

imperceptible. And that lack of visible change will continue

unless the training of the ~classroom teacher--the real agent of

educational change- -improves .

A different training of teachers to produce a different kind

of teacher is the common charge to teacher training institutions.

We need "people who have the will and the skill, the appropriate

'style ' to change the 'unteachable ' pupil into an active learner. "

The Influence of the Social-Class Background

of Teachers and Prospective Teachers

on Their Ability to Teach

Disadvantaged Youth Successfully

 

The effects of social-class orientation of the teacher on

successful teaching of disadvantaged youth and on his attitude toward

pupils, parents, and teaching assignment to lower-class urban areas

are well documented in the literature of education, psychology, and

sociology.

 

1Peter G. Kontos and James J. Murphy, Teaching Urban

Youth (New York: John Wiley & Sons, Inc., 1967), pp. 7, 73.

2Miriam L. Goldberg, "Teachers for Disadvantaged

Children, " in The Schools and the Urban Crisis, A. Kerber and

B. Bommarito, eds. (New York: Holt, Rinehart & Winston, 1965),

p. 231.
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Various figures have been assigned to the number of

inner-city teachers from certain social-class backgrounds. Studies

conducted in the 1930' s and 1940's cited that approximately ninety-

five of every one hundred teachers came from middle-class origins.

Havighurst says that the studies of various groups of teachers and

students preparing to be teachers show there is considerable

variability in social-class origin according to the region of the

country and the size and type of college attended. He concludes that

a large group of teachers is still drawn from business and profes-

sional families, but that, increasingly, more are coming from lower—

middle and upper-working classes.

Admission to college is dependent upon the possession of a

certain academic standing which frequently is the result of middle-

class environment. This environment rewards academic performance

highly. Students have learned skills, both academic and social,

which function best in an educated, professionally-oriented milieu.

Most are deeply committed to the American tradition of viewing

hard work and success as essential to their way of life. This view

 

3

W. Lloyd Warner, Robert J. Havighurst, and Martin B.

Loeb, Who Shall Be Educated? (New York: Harper & Brothers,

1944), pp. 102 - 103.

 

4Robert J. Havighurst, Education in Metropolitan Areas

(Boston: Allyn 8: Bacon, 1966), pp. 198-199.

 



of living ditier

inner-city sch

often undergo

Many (ne

understar

puzzled h

instructo

teachers

ing high};

experien

between

most oft

ment, In

lidd

behave and p

enabling her

lCng Experie



15

of living differs sharply from that of the majority of pupils in

inner—city schools.

Beginning teachers in situations with lower-class pupils

often undergo an emotional trauma from which they never recover.

Many (new and experienced) teachers find it impossible to

understand the attitudes and values of these pupils; they are

puzzled by the students' reactions to the material and to the

instructor, and by their often sullen, resentful behavior. Such

teachers, coming from middle-class backgrounds and possess-

ing highly academic training from colleges and universities,

experience a cultural shock owing to the great difference

between their own training and academic goals and those of

most of their students. The result in many caeses is bewilder-

ment, followed by disillusionment and apathy.

Eddy adds that the beginning teacher expects her pupils to

behave and perform according to middle-class standards, thus

enabling her to carry out what her professional training and her own

long experience as a student have led her to believe student and

teacher performance should be. The inner-city child does not

 

5Gertrude Downing, Robert W. Edgar, Albert J. Harris,

Leonard Kornberg, and Helen F. Storne, The Preparation of

Teachers for Schools in Culturally Deprived Neighborhoods

(Flushing, New York: The BRIDGE Project, Cooperative Research

Project No. 932, Queens College of the City University of New York,

1965), pp. 2-4.

 

 

6Allison Davis, "Society, the School and the Culturally

Deprived Student, " in Improving English Skills of Culturally Dif-

ferent Youth in Large Cities, Arno Jewett, Joseph Mersand, and

Doris V. Gunderson, eds. (Washington, D.C.: U.S. Government

Printing Office, 1964), p. 15.
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respond in ways supportive to this view of the role teachers should

play. 7

The high rate of rejection of appointments to depressed

schools by beginning teachers is suggested by Haubrich as the

"inability to comprehend, understand, and cepe with the multiple

problems of language development, varying social norms, habits

not accepted by the teacher, behavior which is often not success—

oriented, lack of student cooperation, and achievement levels well

below expectancies of teachers. "8

Sexton writes that middle-class culture does differ sub-

stantially from the lower-class culture. The lower—class child does

have difficulty adjusting to these differences as exemplified in his

middle—class teacher. She states, "We must learn new ways of

reaching these groups, provide rules to which they can adjust and

rewards which will stimulate their interest in school. "

 

7Elizabeth M. Eddy, "The Beginning Teacher' 5 Induction

into the Inner-City School, " in Deve10ping Programs for the Educa-

tionally Disadvantaged, A. Harry Passow, ed. (New York: Teachers

College Press, Columbia University, 1968), p. 238.

 

 

8Vernon F. Haubrich, "Teachers for Big City Schools, "

in Education in Depressed Areas, A. Harry Passow, ed. (New York:

Teachers College Press, Columbia University, 1963), p. 246.

 

9Patricia Sexton, Education and Income (New York: The

Viking Press, 1961), p. 79.
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A study of the typical Chicago public school teacher' 8

career conducted by Becker found that teachers felt that the nature

and intensity of problems vary with the social-class background of

the pupils. The lower-class pupil is perceived as ". . . difficult to

teach, uncontrollable and violent in the sphere of discipline and

morally unacceptable on all scores, from physical cleanliness to

the spheres of sex and 'ambition to get ahead. '” Children from

better neighborhoods were viewed as ". . . quick learners, easily

taught, easy to control and most acceptable" to teachers on the

moral level.

The new teacher typically begins her career in the lower—

class school and either applies for a transfer to a better school as

soon as possible or adjusts resignedly over the years. A further

change in the ethnic composition of the neighborhood or in the

administrative structure finds the teacher seeking a transfer to a

nicer school. 11

Gottlieb' 3 report on the differences and similarities between

the views of 36 Negro and 52 Caucasian teachers toward their teach—

ing and their students in six inner-city elementary schools found that

 

10Howard S. Becker, "Career Patterns of Public School

Teachers, ” The American Journal of Sociology, Vol. 57 (March

1952), 472.

11113101., pp. 474-476.
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white teachers were generally raised in middle—class families and

the Negro teachers in lower-class families. The Negro teachers

seemed less likely to voice dissatisfactions with their teaching

assignments. Those they did state were factors associated with the

shortcomings and deficiencies in the system. The white teachers

more often criticized the students or their parents. When a list of

thirty-three adjectives was given to both groups, selection of those

which most accurately described their pupils in the inner—city schools

revealed the white teachers most frequently selected the adjectives

fun-loving, happy, cooperative, energetic,and ambitious. 12 Gottlieb

observesn

The individual whose own educational experience included being

a part of a middle—class culture where children were "well-

behaved, " and sophisticated in handling of educational tasks,

and socialized by parents who not only played an active role in

the school and saw to it that their children did their school

work, would no doubt experience the greater feeling of

"cultural shock" when placed in the setting of the inner-city

school.

Israel studied effective teachers in disadvantaged urban

areas to determine if they would express attitudes, opinions, and

beliefs which reflect more favorable dispositions toward minority,

 

12David Gottlieb, ”Teaching and Students: The Views of

Negro and White Teachers, " Sociology of Education, Vol. 37,

Summer 1964, 345—53.

131bid., p. 349.
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ethnic, and racial groups than do their colleagues who were judged

least effective. The principals rated those teachers most effective

or least effective. He found that many of the teachers' attitudes,

Opinions, and beliefs are directly related to the teachers' childhood

and home environments. The competent teachers reflected a better

understanding of the culture of the disadvantaged child. They were

more aware of the patterns of living in the sub-culture and viewed

these with greater empathy than did the less effective teachers. He

recommends that those prospective teachers of disadvantaged youth

who show a more positive attitude and an understanding of the culture

of poverty be assigned to disadvantaged area schools. 14

Passow states that it is useless to belabor the middle-class

teacher for having middle-class values as the majority of teachers

will probably continue to be provided by the middle-class. Instead,

the emphasis must be on knowing about and understanding the lower-

class culture, especially to know where and when it collides with the

culture that permeates our schools. 15

 

14‘B. L. Israel, "The Relationship Between Teachers'

Expressed Attitudes, Opinions and Beliefs Regarding Minority,

Ethnic and Racial Groups and Their Effectiveness as Classroom

Teachers in Elementary Schools in Disadvantaged Urban Areas”

(unpublished doctoral dissertation, University of Minnesota, 1967).

15A. Harry Passow, "Diminishing Teacher Prejudice, " in

The Inner-City Classroom: Teaching Behaviors, ed. Robert D.

Strom (Columbus, Ohio: Charles E. Merrill Books, Inc., 1966),

p. 106.
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The Genesis and Influence of Racial Attitude

of Teachers and Prospective Teachers

on Their Ability to Teach

Disadvantaged Youth Successfully

 

 

Another area of concern is the racial attitude instilled in

teachers and prospective teachers that come from a middle-class

orientation. Unhealthy racial attitudes act as a barrier to both the

recruitment of teachers for inner—city schools and to the effective-

ness of teachers assigned to classes consisting of minority group

children. Phillip Freedman asserts that:

. . the Caucasian population of the United States harbors a

substantial amount of racial prejudice directed against

Negroes. . . . The teaching staffs of our urban areas, drawn

chiefly from the Caucasian, middle-class reservoir, share in

some measure, the negative racial attitudes of the communities

from which they spring. . . . These negative attitudes impede

the participation of the middle-class Caucasian teachers in pro-

grams for the deprived child, who is usually either Negro or

Puerto Rican.

There is considerable evidence describing the genesis, the

development, and the nature of racial attitudes. Goodman, during

the 1940's, studied how and why race attitudes begin by observation

of 103 New Dublin children. (New Dublin is a fictitious name for an

existing area located in the northeast part of the United States.) The

 

16Phillip I. Freedman, "Racial Attitudes as a Factor in

Teacher Education for the Deprived Child, " in Studies in Depriva-

tion, Vernon Haubrich, ed. (Washington, D. C. : National Institute

for Advanced Study in Teaching Disadvantaged Youth, forthcoming).
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children, all four years old, attended one of three nursery schools.

Fifty-seven were Negro and 46 were white. The racial composition

of their home area was mixed but the Negro population was clustered

tightly in two areas. Two nursery schools were located in the Black

. . . . . l

Metropolis and one was 1n a predominantly White area.

Data were gathered through (a) nonparticipant observation,

(b) participant observation, (c) interviewing, (d) testing with four

sets of projective materials--a set of jigsaw puzzles, a doll house

and doll families, a set of pictures, and a collection of several types

of dolls-—access to school records and incidental assistance from the

school's staff. Some of the findings reported follow:

In respect to racial orientations, frequency of inter—racial

contact is probably of less significance than is type of contact.

Contacts incidental to a generally pleasant situation, like the

nursery school, are certainly conducive to friendly acceptance

across the color line. . . . For a majority of our children, the

nursery school is the most important stimulus toward equali-

tarian and friendly cross-racial orientations.

 

By age two, or two and a half, children are likely to begin to

give evidence of consciousness of own and others' racial

characteristics. Mothers of some New Dublin children reported

such evidence. 1

 

7Mary Ellen Goodman, Race Awareness in Young Children

(New York: Collier Books, 1964).

18Ibid., p. 206.

19Ibid., p. 252.
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By the age of four nearly all normal children will be at least

minimally and occasionally aware Of the physical marks of race

and many will have developed distinct in-group/out-group

orientations or incipient race attitudes. The Negro child was

found to be basically out-group oriented, sharing a ”sense Of

direction" away from Negroes and toward whites, which was

manifest in friendliness but inferiority toward the out—group and

insecurity with respect to their own racial status. The white

children displayed growing race awareness and in—group orienta-

tion that brought a greater sense of security in their racial

status. Their basic orientation was within the orbit of the

white world and quite without the racial self-doubt and self—

concern which was evident in the Negro children. 20

The children clearly sensed a "taboo" around the topics of race

and prejudice that were not to be explored or discussed Openly.

It was observed repeatedly, that children whose public behavior

was largely free Of racism provided, in private sessions,

unmistakable evidence of race awareness and incipiently preju—

diced attitude. Inferred reasons for this difference in behavior

were a reticence about public expression relating to race and

race awareness which may be evident in dolls and pictures

recedes from the perceptual fields under the impact of live and

immediate persons.

Social psychologists, sociologists, and anthropologists

studying negative racial attitudes view it as a social and cultural

phenomenon and contend it is mainly sustained by social usages and

sanctions. Clark adds that prejudice needs to be studied in the con-

text Of societal, rather than individual, problems or pathologies.

The problem of middle-class striving for status and success

is a context in which one should seek for an understanding Of the

origin and nature Of hostile (intergroup) attitudes. . . . Con-

formity to and success in this competitive striving Or in other

 

20lbid., pp. 253-258.

211bid., p. 265.
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patterned life-ways, brings such psychological advantages and

rewards that the wonder is not that there are many prejudiced

persons but that there are a good many relatively unprejudiced.

Among second-graders, Kutner Observed that prejudiced

children are not only less capable of producing valid conclusions but

the invalid ones they do produce are dogmatically held. He found

prejudiced children less able to form concepts, more ready to jump

to conclusions, more easily discouraged and perplexed in the face Of

problems to be solved, less likely to show insight and understanding,

and generally, functioning cognitively in a fashion marked by rigidity

and by intolerance Of ambiguity.

Helfant reports in a study Of sociopolitical attitudes that

adolescents tend to adopt an attitude which (when in the same direc-

tion) is somewhat more extreme or emphatic than the attitude of

their parents, especially their mothers. 24

A study by Galtung Of 2, 000 American youngsters from 21

cities in grades 9 through 12, found prejudice towards Negroes,

 

22Kenneth B. Clark, Prejudice and Your Child (Boston:

Beacon Press, 1955), pp. 71-74.

 

3Bernard Kutner, "Patterns of Mental Functioning Asso-

ciated with Prejudice in Children, " Psychology Monographs, Vol. 72,

N0. 7, 1958.

24

 

K. Helfant, "Parents' Attitudes vs. Adolescent Hostility

in the Determination Of Adolescents' Sociopolitical Attitudes, "

Psychology Monographs, Vol. 66, No. 13, 1952, 1-23.
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Jews, and Catholics (in that order Of intensity). He concludes that

the level Of prejudice among these high school students is at least

not below current levels in the adult p0pulation.

Children mature and become adults. Many become pro-

spective teachers. Grambs Obtained evidence Of attitudes held by

prospective teachers with a social—distance scale. Future teachers,

being acceptably tolerant in viewing the teaching situation, were not

tolerant in the personal living situation. As individuals these future

teachers' rejection of minority groups in a personal-living relation-

ship would cancel Out the professed classroom tolerance. "Preju-

dices are not deposited outside the classroom door, but being a

basic part of the personality will inevitably influence all human

interchange that occurs within the schools. "2

A survey conducted by the National Opinion Research

Center (NORC), University of Chicago, during the summer of 1966

studied effects of defacto school segregation and desegregation upon

Negro and white adults in northern cities. Data were collected

through interviews, 1, 624 with Negro adults and 1, 309 with white

adults. These data suggest a variety of benefits for later life

 

 

25Johan Galtung, What High School Students Say . . . ,

Anti-Defamation League, New York, 1961, 24 pp.

26

Jean Grambs, "Are We Training Prejudiced Teachers?"

School and Socigty, 71 (1950), 196-198.
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deriving from schooling with Negroes--benefits ranging from more

adult contact with Negro Americans to more favorable adult racial

attitudes. 27 Analysis Of the NORC national data suggests the follow-

ing conclusions:

Prior desegregated schooling enhances the probability that

white Americans will have had and will continue to have contact

with Negro Americans. Or, negatively, school segregation as

a child acts as a cumulative process and makes it less likely

that the white American will experience other types of equal-

status contact with Negroes.

To a lesser extent, prior desegregated schooling enhances the

probability that white Americans will express more positive

attitudes toward interracial contact and Negro rights.

The effects of prior school desegregation upon white American

adults run in a reasonably direct fasion from that most closely

connected to the interracial experience to that least connected

to the experience. Childhood contact leads to later contact and

to more favorable attitudes toward contact.

Presumably, those who attended biracial schools as children

were somewhat more likely to have lived in a biracial neighbor-

hood. This means the school desegregation effects may in part

be a function of more general experience with Negroes as

children.

 

27United States Civil Rights Commission, Racial Isolation

in the Public Schools (Washington, D. C. : U. S. Government Print-

ing Office, 1967), pp. 211-241.

281pm, p. 224.

2 9Ibid.

30Ibid .

3 1Ibid.
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These studies demonstrate that prospective teachers and

experienced teachers cannot escape some degree of racial feeling.

Proper early childhood interracial experiences may modify the

racial attitudes of adults in the future. Meanwhile, teacher training

institutions can provide the kinds Of educational experiences that

will allow prospective teachers Opportunities to Obtain more realistic

perceptions Of their teaching role and Of the inner-city child.

A Review of Recent Innovative Training Programs

for Prospective Teachers of Disadvantaged Youth

 

 

All the available data suggest different kinds of training

programs for prospective teachers Of inner-city children. Many

proposals have been made prescribing ingredients for the new edu-

cation programs. A few colleges have instigated special studies

which depart from the traditional course of study, that Of lectures,

books,and isolation from children and schools. The new programs

are usually located within the inner-city core area and provide

direct experience with disadvantaged students within the school

setting.

Though few in number, these programs are attempting to

prepare prospective teachers for successful teaching experiences.

Teachers who are satisfied and successful with their teaching

assignments will be less likely to ask for transfers.
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One expected and observable consequence of program impact

would be a reduction in the frequency Of teachers' requests for

transfers from schools in disadvantaged areas to schools out-

side the disadvantaged area. Presumably, teachers who are

more successful and satisfied with teaching here would not

desire to transfer out of these schools as frequently. Records

pertaining to teacher turnover rate would afford direct evidence

Of the extent these teachers fulfill this expected consequence.

Some Of the innovative teacher training programs have

evaluated student attitudes and teaching behaviors. These results

have relevance for this study.

Freedman and Langberg compared two groups of prospective

teachers, one group composed entirely Of those who volunteered for

Harlem and Bronx schools, the other group made up of those who

did not volunteer but were assigned according to regular administra-

tive procedures.

SO unyielding have been the problems of administrative selection

Of teachers to schools serving disadvantaged areas that it may

be worthwhile to consider alternative proposals for staffing.

One such alternative is recruitment based upon volunteer or

self-selected applicants. . . . there is virtually a complete lack

of information concerning the consequences Of such a self-

selection procedure.

 

2Michael Usdan and Frederick Bertolaet, eds. , Teachers

for the Disadvantaged, The Report of the School-University Teacher

Education Project (Chicago: Follett, 1966), p. 236.

33Philip I. Freedman and George Langberg, "Self-Selection

Of Student Teachers, " Integrated Education, August—November 1965,

pp. 39-40.

34Ibid., p. 40.
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Both groups were evaluated using the F Scale, the

22 Cough-Sanford Rigidity Scale, a thirty item scale randomly

selected from the final E Version of the Rokeach Dogmatism Scale,

a self-rating scale that pertained to personal history and trait

characteristics, a projective scale designed to gauge the percep-

tions of student teachers with respect to the difficulties of teaching

in depressed-area schools, and a scale designed to measure the

relative importance of those factors that induced student teachers to

volunteer for special school assignments.

The significant test results show that volunteers were, as

a group, less authoritarian, less dogmatic, and less rigid than the

nonvolunteers. Examination of personal history and trait character—

istics, the pattern of volunteer responses indicated a background

characterized by strivings for autonomy, for the early acceptance

of childhood challenges, and by a relative freedom from symptomatic

signs of diffidence and fearfulness.

Freedman and Langberg conclude that self-selection can

accomplish the fitting of student teachers to the demands of a par-

ticular school and school situation. They also indicated that although

many students are attitudinally ill-equipped to teach the disadvantaged

child, there were many among the nonvolunteers who did present

positive characteristics and who were distinguishable from volunteers
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primarily by superficial fearfulness of the special school

situation.

Another self-selective program, the Cooperative Urban

Teacher Education Program (CUTE), was instituted to provide

prospective teachers with a general set of concepts pertinent to the

development of teaching skills, with special attention given to the

problems of teaching in the inner-city. During the fall of 1967,

twenty—two seniors in teacher education began a sixteen week field

experience in Kansas City. 36

Eight instruments were incorporated to obtain the data

regarding the classroom teaching behaviors of CUTE students: the

D scale, a measure of openness of one' s belief-disbelief; the

Teaching Situation Reaction Test which requires the examinee to

rank alternative solutions to various classroom situations posed as

being in an inner-city classroom setting; the Bown Self Report

Inventory which yields attitude scores on eight distinct factors; the

Semantic Differential which yields information about the meaning

respondents attach to various topics; the Minnesota Teacher Attitude

Inventory to sample opinions about teacher-pupil relationships; the

 

35Ibid.
 

6Grant Clothier and James H. Lawson, Innovation in the

Inner-City (Kansas City, Missouri: Mid-Continent Regional Educa-

tional Laboratory, 1969).
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Cultural Attitude Inventory to estimate an index of teacher

compatibility in culturally deprived schools; the Pensacola

Z-Scale, a forced-choice questionnaire designed to measure

personal autonomy; and the McREL Interaction Analysis (MIA).

A comparison group of students was established the second

semester. A summary of important findings follows:

CUTE students were more indirect, more pupil-oriented,

more objective, and more experimental than the comparison

group.

A favorable change reflected by the Minnesota Teacher

Attitude Inventory gave evidence that CUTE students improved

and also scored significantly higher from middle semester

testing to end semester testing and also significantly higher

than the comparison group. This indicated CUTE students were

more compatible with teaching in culturally deprived schools.

Results of the "McREL Interaction Analysis" indicated the

CUTE students were less direct in statement and classroom

control than the comparison group. The amount of pupil talk

was greater in the CUTE students' classrooms.

Probably the most convincing evidence that the CUTE

program was a success is the fact that 31 of 40 graduates taught

under contract in urban settings during the 1968-69 school year.

A recent program proposal to be implemented within the

next five years in the Chicago inner-city schools is a coordinated

program of curriculum development, cooperative pre- and in-

service teacher training and community involvement whose purpose

 

37Ibid., pp. 44-45.
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is the improvement of achievement for youngsters of the inner-

city. 38

The Continuous Development—-Mastery Learning program
 

will require teachers with special capabilities. Teachers already

possessing the necessary abilities will be identified. Others will

need to be recruited and trained. Teacher recruits not capable of

using Continuous DevelopmentuMastery Learning approaches will
 

be given special training in a summer internship prior toplacement

in the classroom.

Internship, a combination of the El? internship model with

a Hunter College type inner-city emphasis, developed jointly with a

large number of midwestern universities and colleges, could supply

one thousand recruits a year. The students serve as assistant

teachers during the first internship year and are then responsible

for a regular elementary school classroom during the second year.

This group of teaching interns would not require a transition into the

unique instructional patterns when hired as degree teachers as they

would have had two years of training in the new approaches.

Haubrich discusses another promising program for prepa-

ration of personnel for the disadvantaged youth. Teacher Corps

 

38William‘W. Farquhar, Lee S. Shulman, and the Chicago

Public Schools Committee, Learning and Instruction in Chicago

Inner-city Schools, a position paper, June 1968.
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candidates are college graduates who are not trained in teaching.

The two-year program places heavy emphasis on experience with

the disadvantaged. A paid internship may be an added inducement.

The importance of the program is its major thrust in the direction of

the education of disadvantaged youth. 39

Summary
 

The review of literature in this chapter has been concerned

with three general areas. The first area discussed was the relation—

ship between the social-class orientation of teachers, prOSpective

teachers and the indubitable difficulties in teaching disadvantaged

youth. The reluctance of teachers to accept assignments in the

inner—city schools and the reasons why so many leave can be

partially attributed to the middle-class background of most teachers.

Research conducted by Havighurst, Adair, Becker, Gottlieb, and

Israel40 illustrated the social- class influence on the inner-city

teacher' 8 performance.

 

39Vernon F. Haubrich, "The Teacher of the Disadvantaged, "

in Racial Crisis in American Education, Robert L. Green, ed.

(Chicago: Follett Publishing Co. , forthcoming).

 

40Havighurst, op. cit.;Adair, op. cit.; Becker, op. cit.;

Gottlieb, op. cit.; Israel, op. cit.
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The second section illustrates the genesis, the development,

and the nature of racial attitudes. This was documented by the

studies of Goodman, Kutner, Galtung, Grambs, and the National

Opinion Research Center. 41 Grambstl2 concluded that prospective

teachers do hold negative racial attitudes. Teachers and prospec-

tive teachers cannot escape some degree of racial attitude as it is

sustained by social usages and sanctions within our culture.

Three innovative training projects were discussed in the

third general area. Freedman and Langberg43 and the Cooperative

Urban Teacher Education Program44 both demonstrate the effective—

ness of a different approach to teacher training. Though limited

in the number of students participating, these programs are

examples of successful endeavors. Both were based on self-

selection or the volunteer concept. The kinds of teaching behaviors

delineated as successful in teaching disadvantaged youth were less

authoritarian, less rigid, more objective, more pupil-oriented, and

less direct in statement and classroom control. The Chicago

 

41Goodman, op. cit.; Kutner, op. cit.; Galtung, op. cit.;

Grambs, op. cit.; National Opinion Research Center, op. cit.

42Grambs, op. cit.

43Freedman and Langberg, op. cit.

44CUTE Program, op. cit.
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proposal45 was discussed briefly. Though not yet implemented, it

is designed to recruit and train prospective teachers in the use of

Continuous Development--Mastery Learning approaches with dis-
 

advantaged youth. The Teacher Corps as another way of preparing

personnel for teaching disadvantaged youth was briefly discussed.

In conclusion, the literature and research illustrate that

different approaches are needed for recruitment, identification of

suitable candidates (both attitudinal and valuational), and training of

prospective teachers of disadvantaged youth.

 

4

5Farquhar, Shulman, et a1., op. cit.



CHAPTER III

METHODOLOGY AND PROCEDURE

The purpose of this investigation was to determine the

general background and characteristics of undergraduate teacher

education students preferring inner-city teaching and those prefer—

ring other school assignment. This study was also designed to

determine whether relationships exist between certain variables in

the students' environments and their choice of teaching assignments.

The Sample
 

The undergraduate education majors included in the sample

were enrolled in two required education classes at a large mid—

western university during the summer of 1968. The coordinators

of the two courses granted approval for the study.

Questionnaires were distributed to students in both classes.

All responses were anonymous. Respondents answering 50 or more

of the 61 items were included in the analysis. Only one respondent

failed to answer 11 items. Others failed to answer 1-5 items.

35
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This accounts for the variation in totals found in the tables. Five

hundred and six questionnaires were analyzed.

Two hundred and twenty-seven students were enrolled in

the first required education course, "The Individual and the School, ”

offered to sophomores and juniors. Two hundred and seventy-nine

students were enrolled in the final education course, "School and

Society, ” required of seniors after student teaching assignments

were completed. Table 3. 1 presents descriptive data of the students

included in this study.

Table 3. 1. -- Summary of the Characteristics of the Sample.

 

 

 

 

    

Individual School Total

and School and Society

Number

22

Enrolled 7 2 7 9 5 06

Male 66 7 7 143

Female 161 202 363

Negro 7 6 1 3

Caucasian 220 273 493

Instrumentation
 

A preliminary form of the final questionnaire was

administered to a group of 80 sophomore education majors in an
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exploratory study during February, 1968. The study did reveal

weaknesses in the questionnaire.

A final form of the questionnaire was expanded and edited

with the assistance of the Office of Research Consultation. 1 The

first section was designed to collect descriptive data. This section

was based on the National Principal' 3 Study questionnaire from the

Harvard Principal' 8 Study. 2

Another section added to the final questionnaire was designed

to obtain reasons for either wanting to teach in the inner-city or

reasons for not wanting to teach in the inner-city. In addition, ten

sources that might have influenced the prOSpective teachers'

decisions of teaching or not teaching in the inner-city were listed.

The students were asked to mark a five level scale from very

important to very unimportant for each separate source that might

have influenced their decision.

The last section contained twelve opinion statements about

inner-city teaching that students were asked to mark on a scale

from strongly disagree to strongly agree. The statements were

 

ers. Kay Bettinghaus, Office of Research Consultation,

Michigan State University, assisted in the deve10pment of the ques—

tionnaire.

2Robert E. Herriott and Nancy Hoyt St. John, Social Class

and the Urban School (New York: John Wiley and Sons, 1966), pp. 271-

273.
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based on a short form teacher questionnaire developed for the

Unified School District, Racine, Wisconsin. 3 The questionnaire

may be found in Appendix B.

Statistical Hypotheses and Analysis Procedures
 

The initial analysis of the raw data was made with the

Control Data Corporation (CDC) 3600 Computer using programs

developed by the Agricultural Experimental Station.

Analyses of the data for the following ten hypotheses were

conducted by means of the chi square test for independence. 4 The

chi square test for independence is used to determine if observed

frequencies differ significantly from expected frequencies. In this

analysis the major variable was student desire or non-desire to

teach in the inner-city.

The research hypotheses tested by means of the chi square

test for independence follow:

1. No relationship will be found between social-class

composition of students' home communities and

 

3Milton Hillery, Director of Research for the Unified School

District, Racine, Wisconsin, Unpublished Teacher Questionnaire.

4Sidney Siegel, Nonparametric Statistics for the Behavioral

Sciences (New York: McGraw-Hill Book Company, Inc. , 1956),

p. 104.
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their desire or non-desire to teach in the inner-city

schools.

No relationship will be found between social-class

composition of students' elementary schools and

their desire or non-desire to teach in the inner-city

schools.

No relationship will be found between social-class

composition of students' secondary schools and

their desire or non-desire to teach in the inner-city

schools.

No relationship will be found between racial compo-

sition of students' home communities and desire or

non-desire to teach in the inner-city schools.

No relationship will be found between whether students

attended or did not attend racially integrated ele-

mentary schools and their desire or non-desire to

teach in the inner-city schools.

No relationship will be found between whether students

attended or did not attend racially integrated secondary

schools and their desire or non-desire to teach in the

inner— city 3 chools .
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7. No relationship will be found between prospective

teachers who desire to teach in the inner-city and

those who do not on the basis of their college grade

point average.

8. No relationship will be found between prospective

teachers who desire to teach in the inner-city and

those who do not on the basis of their high school

academic standing.

9. There is no relationship between beginning education

students and terminal education students attending

their last education class on the variable of their

desire or non-desire to teach in the inner—city

schools.

10. No relationship will be found between students' per-

ceptions of parental attitudes and their desire or non-

desire to teach in the inner-city.

Analyses of the data for hypotheses 11 and 12 were con-

ducted by means of the F test, an analysis of variance. This is a

statistical test of significance of the differences between the means

obtained from two groups.

 

5Fred N. Kerlinger, Foundations of Behavioral Research:

Educational and Psychological Inquiry (New York: Holt, Rinehart

& Winston, Inc., 1966), p. 309.
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11. The mean scores of students who choose to teach in

the inner—city will not differ on a measure of opinion

about inner-city teaching from the mean scores of

students who do not choose to teach in the inner-city.

Symbohcally: Ho: M1 = M2

Legend: M = opinions of students choosing to

teach in the inner-city

M = opinions of students choosing not to

teach in the inner-city

12. The mean scores of students choosing to teach in the

inner-city will not differ on a measure of importance

attributed to media in the making of their decision

from the mean scores of students not choosing to teach

in the inner-city.

Symbolically: H : M = M

o 1 2

Legend: M1 = students influenced by media in

making their choice to teach in the

inner-city

M = students influenced by media in

making their choice not to teach in

the inner-city

The level of significance (0L ) chosen for all hypotheses

was the . 05 level of statistical significance.

In addition, this study will determine reasons students

give for their choice of teaching in the inner-city or for not teaching
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in the inner-city. These reasons will be ranked and reported in

Chapter IV.

Summary
 

The purpose of this investigation was restated and the data

collecting procedures were discussed. The population consisted of

all undergraduate education majors enrolled in two required educa-

tion courses at a large midwestern university. Five hundred and

six questionnaires were analyzed.

Twelve hypotheses were stated with a description of the

appropriate statistical measures that were applied. These were the

chi square test of independence and the F test, an analysis of

variance.

A ranking of reasons for choice of either teaching or not

teaching in the inner-city will be reported in Chapter IV.



CHAPTER IV

ANALYSIS OF THE DATA

This study was designed to determine the general back—

ground and characteristics of undergraduate teacher education

students preferring inner-city school assignment and those students

preferring other types of school assignments. In addition, twelve

hypotheses were established to determine whether there were any

relationships between certain variables of the students' environ-

ments and their choice of teaching assignments. These hypotheses

are evaluated in the order of their presentation in Chapter III. A

discussion of the findings appears in Chapter V.

The data presented in this chapter were collected by a

questionnaire administered to all the undergraduate education majors

enrolled in two required education courses. Respondents answering

50 or more of the 61 items were included in the analysis. Five

hundred and six questionnaires were analyzed. There is variation

found in the totals of the tables because a few students failed to

answer some items.

43
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General Background and Characteristics of

Students Participatig in the Study

 

 

The following descriptive data present the frequency

distributions and percentages of the total population of those students

who prefer other types of school assignments and of those students

who prefer inner-city teaching assignment.

Table 4. 1. -- Frequency Distribution for Choice of School Assign-

ment and Predominant Ethnic Background of Head of

Student's Household.

 

 

 

 

Inner-city Other

School School , Total

Choice Choice

Afro-Arnerican 9 ( 1. 8%) 4 ( 0. 8%) 13 ( 2 . 6%)

French 4 ( 0. 8%) 18 ( 3. 6%) 22 ( 4. 4%)

Anglo-Saxon 41 ( 8. 2%) 168 (33. 6%) 209 ( 41. 8%)

Germanic 25 ( 5. 0%) 109 (2 1. 8%) 134 ( 26. 8%)

Irish 6 ( 1. 2%) 38 ( 7. 6%) 44 ( 8. 8%)

Jewish 2 ( 0. 4%) 19 ( 3. 8%) 21 ( 4. 2%)

Italian ‘ 2 ( 0. 4%) 10 ( 2 . 0%) 12 ( 2 . 4%)

Polish 5 ( 1. 0%) 31 ( 6. 2%) 36 ( 7. 2%)

Spanish 0 ( 0.0%) 7 ( 1.4%) 7 ( 1.4%)

Latin American 1 ( O. 2%) 1 ( O. 2%) 2 ( O. 4%)

Total 95 (19. 0%) 405 (81. 0%) 500 (100. 0%)    
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The heads of students' households were predominantly

Anglo-Saxon and Germanic (68.6%). A majority of students

preferring other types of school assignments came from homes

in which the head of the household was either Anglo-Saxon or

Germanic (55.4%). A majority of students preferring inner-city

teaching assignment also came from homes in which the head of

the household was either Anglo-Saxon or Germanic (13.2%).

Thirteen Afro-American students (2. 6%) participated in

the study. Four students (0.8%) chose other types of school

assignments and nine students (1.8%) chose inner-city school

assignment.

A majority of the students came from homes where heads

of the households' occupations were managerial, executive pro-

prietor of a large business, commissioned officer (20. 8%); skilled

worker or foreman, noncommissioned officer (16. 7%); profes-

sional, other than education, or scientific (16. 3%); or small

business owner or manager (15. 5%); a total of 69. 3%. Students

preferring other school assignments comprised 56. 5% of this total

and students preferring inner-city assignment, 12. 8%.
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Table 4. 2. -- Frequency Distribution for Choice of School Assign-

ment and Major Occupation of Head of Students'

 

 

 

 

Households.

Inner - city Other

School School Total

Choice Choice

Education 8 ( 1.6%) 26 ( 5.2%) 34 ( 6.8%)

Professional (Other

than Education) or 15 ( 3.0%) 67 (13. 3%) 82 ( 16. 3%)

Scientific

Managerial, Execu—

tive Proprietor of

Large Business or 19 ( 3.8%) 86 (17.0%) 105 ( 20.8%)

Commissioned

Officer

Small Business

Owner or Manager 13 ( 2.6%) 65 (12. 9%) 78 ( 15.5%)

Farm Owner 3 ( 0. 6%) 34 ( 6.8%) 37 ( 7.4%)

Clerical or Sales 5 ( l. 0%) 29 ( 5. 8%) 34 ( 6. 8%)

Skilled Worker or

Foreman, Noncom- l7 ( 3.4%) 67 (13.3%) 84 ( 16.7%)

missioned Officer

Semi-skilled Worker,

Unskilled or Farm 14 ( 2. 8%) 30 ( 6.0%) 44 ( 8. 7%)

Laborer

Unemployed 1 ( 0.2%) 4 ( 0.8%) 5 ( 1.0%)

Total 95 (19. 0%) 408 (81. 0%) 503 (100. 0%)   
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Four hundred and six students (81%) attended public

elementary schools and 95 students (19%) attended either private or

parochial elementary schools.

Table 4. 3. -- Frequency Distribution for Choice of Student Assign-

ment and Type of Elementary Schools Students

 

 

 

 

Attended.

Inner - city Other

School School Total

Choice Choice

Public 82 (16. 4%) 324 (64. 6%) 406 ( 81. 0%)

Parochial 13 ( 2. 6%) 75 (15. 0%) 88 ( 17. 6%)

Private (Other
than Parochial) 1 ( 0. 2%) 6 ( 1. 2%) 7 ( 1. 4%)

Total 96 (19.2%) 405 (80. 8%) 501 (100. 0%)   
 

Four hundred and thirty-two students (85. 9%) attended

public secondary schools. Seventy-one students (14. 1%) attended

either private or parochial secondary schools.
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Table 4. 4. -- Frequency Distribution for Choice of Student Assign-

ment and Type of Secondary Schools Students

 

 

 

 

Attended.

Inner—city Other

School School Total

Choice Choice

Public 85 (16.9%) 347 (69.0%) 432 ( 85. 9%)

Parochial 10 ( 2. 0%) 55 (10. 9%) 65 ( 12. 9%)

Private (Other

than Parochial) 0 ( 0. 0%) 6 ( 1. 2%) 6 ( 1.2%)

Total 95 (18. 9%) 408 (81. 1%) 503 (100. 0%)   
 

Three hundred and thirty-six students (66. 7%) spent the

major part of their youth in villages or towns, small cities, cities

(50, 000—500, 000), or suburban areas near cities. Two hundred

and twenty~four students (44.4%) preferring other school assign-

ments came from villages or towns, small cities andlarger

cities (50, 000-500, 000). Fifty-eight students (11.6%) preferring

inner—city school assignment lived in population areas of 50, 000 or

more.
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Table 4. 5. -- Frequency Distribution for Choice of School Assign-

ment and Type of Community in which Students Spent

the Major Part of Their Youth.

 

 

 

 

Inner - city Other

School School Total

Choice Choice

Farm 10 ( 2.0%) 51 (10.1%) 61 ( 12.1%)

Village or Town

(under 10,000) 15 ( 3-0‘70) 91 (18.0%) 106 ( 21.0%)

Small City

(10, 000-50, 000) 12 ( 2-4‘70) 67 (13.3%) 79 ( 15.7%)

City 27 ( 5 4%) 66 (13 1%) 93 ( 18 5%)
(50,000-500,000)

. . .

Suburban Area

Near City 3 < 1-6%> 50 ( 9.9%) 58 ( 11.5%)

Metropolis

(500,000+) 16 ( 3.2%) 45 ( 8.9%) 61 ( 12.1%)

Suburban Area

Near Metropolis 7 ( 1'47") 39 1 7-7%) 45 ( 9. 1%)

Total 95 (19. 0%) 409 (81. 0%) 504 (100. 0%)   
 

Ninety-six students (19%) participating in the study pre-

ferred inner-city school assignment. Four hundred and ten

students (81%) preferred other types of school assignments.
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Table 4. 6. -- Frequency Distribution for the Kind

of School in Which Students Prefer

 

 

 

 

to Teach.

Number Percent

Inner-city 96 ( 19%)

Outer City 42 ( 8%)

Suburban 159 ( 32%)

Rural 27 ( 5%)

Small City or Town 83 ( 16%)

College 40 ( 8%)

No Preference 59 ( 12%)

Total 506 (100%)   
One hundred and sixty-nine students (33. 8%) chose to

teach in the elementary grades while 233 students (46. 5%) chose

the high school grades. One hundred and ninety—two students

(38. 3%) preferring other school assignment chose senior high

while 129 students (25‘. 8%) chose the elementary grades. The

students preferring inner-city teaching assignment were almost

equally divided between elementary grades (8%) and senior high

(3. 2%).
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Table 4. 7. -- Frequency Distribution for Choice of School Assign-

ment and Grade Level Students Prefer to Teach

 

 

 

 

Inner- city Other

School School Total

Choice Choice

Egg Elementary 21 ( 4.2%) 70 (14.0%) 91 ( 18.2%)

figmememar)’ 19 ( 3.8%) 59 (11.8%) 78 ( 15.6%)

)1:fo High 8 ( 1.5%) 47 ( 9.4%) 55 ( 10.9%)

ffgfig)fligh 41 ( 8.2%) 192 (38.3%) 233 (46.5%)

ggtafpglzvelDoes 7 ( 1.3%) 37 ( 7.5%) 44 ( 8.8%)

Total 96 (19.0%) 405 (81.0%) 501 (100.0%)    
One hundred and thirty-seven students (28. 2%) selected

social studies as their teaching major. English and Speech was

selected by ninety-five students (19. 5%) as their teaching major.

These two majors were also selected most frequently by both

groups, those preferring other school assignments and those pre-

ferring inner-city school assignment.
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Table 4. 8. -- Frequency Distribution for Student Choice of School

Assignment and Elected Teaching Major.

 

 

 

 

Inner-city Other

School School Total

Choice Choice

Arts & Crafts 3 ( 0. 6%) 11 ( 2.4%) 14 ( 3. 0%)

Business—

Industrial Arts 5 ( 1. 0%) 19 ( 3. 9%) 24 ( 4. 9%)

English 8: Speech 25 ( 5. 1%) 70 (14.4%) 95 ( 19. 5%)

Foreign Languages 4 ( 0. 9%) 17 ( 3. 5%) 21 ( 4. 4%)

Mathematics 6 ( 1.2%) 43 ( 8. 8%) 49 ( 10. 1%)

Music (Vocal &

Instrumental) 5 ( 1.0%) 26 ( 5. 3%) 31 ( 6. 4%)

Physical Education 2 ( 0. 4%) 27 ( 5. 6%) 29 ( 6. 0%)

Science 7 ( 1. 4%) 52 (10. 7%) 59 ( 12. 1%)

Home Economics 0 ( 0. 0%) 27 ( 5. 6%) 27 ( 5. 6%)

Social Studies

(Economics, History,

Government, Geog- 36 ( 7. 4%) 101 (20. 8%) 137 ( 28.2%)

raphy, Sociology,

Psychology)

Total 93 (19.0%) 393 (81.0%) 486 (100.0%)   
 

Social-class composition of students' home communities,

elementary schools, and secondary schools revealed that approxi-

mately 400 students (80%) of the population studied lived in
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middle—class communities, attended middle-class elementary

schools, and approximately four hundred and twenty-one students

(84%) attended middle-class secondary schools. Tables 4. 9,

4. 10, and 4. 11 give the frequency distributions for students' home

communities, elementary schools, and secondary schools.

Racial composition of students' home communities,

elementary schools, and secondary schools revealed that two

hundred and fifty-five students (50. 6%) lived in racially segregated

home communities, three hundred and forty-three students (69. 1%)

attended racially segregated elementary schools and two hundred

and nineteen students (43. 1%) attended racially segregated secondary

schools. Tables 4. 12, 4. 13, and 4. 14 list frequency distributions

for the racial composition of students' home communities, elementary

schools, and secondary schools.

Analyses of the Hypotheses
 

Analyses of the data for the twelve hypotheses follow. 1

Results can be applied only to this population. The statistical

hypotheses were stated in the null form. A chi square statistic was

computed for the first ten hypotheses to determine whether

 

er. David Wright and Mr. William Loadman, Office of

Research Consultation, Michigan State University, assisted the

investigator in computer programming and interpretation of the

data.
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relationships exist. The acceptance level of significance ( (X. ) for

all hypotheses was the .05 level.



Hypothesis 1
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Ho: There is no relationship between social-class

composition of students' home communities and

desire or non-desire to teach in the inner-city.

Table 4. 9. -- Frequency Distribution for Choice of School Assign-

ment and Social-Class Composition of Students'

Home Communities.

 

 

 

    
 

Inner-city Other

School School Total

Choice Choice

Predommamly 2 ( 0.4%) 14 ( 2.8%) 16 ( 3.2%)
Upper-Class

Combination

Upper-Middle 12 ( 2.4%) 85 (16.7%) 97 ( 19. 1%)

Class

Predominantly

Middle-Class 32 (6.3%) 144 (28.5%) 176 (34.8%)

Combination

Middle-Working 33 (6.5%) 98 (19.4%) 131 (25.9%)

Class

Predominantly

Working-Class 12 ( 2.4%) 48 ( 9.4%) 60 ( 11.8%)

Combination

Middle-Lower 2 ( 0.4%) 16 ( 3.2%) 18 ( 3.6%)

Class

Predommantly 3 ( 0.6%) 5 ( 1.0%) 8 ( 1.6%)
Lower-Class

Total 96 (19.0%) 410 (81.0%) 506 (100.0%)

X2=9.104 d.f.=6 O(.=.05
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According to Siegel, 2 the X2 value with six degrees of

freedom (0:. = . 05) is 12. 592. An X2 value of 12.592 or more

indicates that there is a significant difference in the frequency

distribution of responses to this item. Since X2 < 12.592, the null

hypothesis was accepted. There is no relationship between social—

class composition of students' home communities and choice of

teaching assignment.

 

2Siegel, op. cit. , p. 249. All X2 values cited in the

analyses of the data were read from the same X table.



Hypothesis 2
 

Ho:
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There is no relationship between social—class

composition of students' elementary schools and

desire or non-desire to teach in the inner-city.

Table 4. 10. -- Frequency Distribution for Choice of School Assign-

ment and Social—Class Composition of Students'

Elementary Schools.

 

 

 

     

Inner-city Other

School School Total

Choice Choice

Predominantly

Upper_CIaSS 1 ( 0.2%) 6 ( 1.2%) 7 ( 1.4%)

Combination

Upper-Middle 5 ( 1.0%) 39 ( 7.7%) 44 ( 8.7%)

Class

Predominantly

Middle-Class 34 ( 6.7%) 142 (28.2%) 176 ( 34.9%)

Combination

Middle-Working 31 (6.1%) 135 (26.8%) 166 (32.9%)

Class

Predominantly O

Working-Class 16 ( 3.2%) 68 (13.5%) 84 ( 16.7/0)

Combination

Middle-Lower 6 ( 1.2%) 14 ( 2.8%) 20 ( 4.0%)

Class

Predominantly

Lower-Class 3 (0.6%) 4 (0.8%) 7 ( 1.4%)

Total 96 (19.0%) 408 (81.0%) 504 (100.0%)

X2=5.941 d.f.=6 06:.05
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2

Since X < 12.592, the null hypothesis was accepted.

There was no significant difference in the frequency distribution of

responses to this item. No relationship exists between the social-

class composition of students' elementary schools and their choice

of teaching assignment.



Hypothesis 3
 

Ho:
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There is no relationship between social—class

composition of students' secondary schools and

desire or non-desire to teach in the inner-city.

Table 4. 11. -— Frequency Distribution for Choice of School Assign-

ment and Social—Class Composition of Students'

Secondary Schools.

 

 

 

    
 

Inner—city Other

School School Total

Choice Choice

Predominantly 04

Upper_C1aSS 3 ( 0.6%) 13 < 2.6%) 16 ( 3.2%)

Combination

Upper-Middle 6 ( 1.2%) 58 (11.5%) 64 ( 12.7%)

Class

Predominantly

Middle-Class 29 ( 5.7%) 130 (25.7%) 159 ( 31.4%)

Combination

Middle-Working 40 ( 7.9%) 133 (26.3%) 173 ( 34.2%)

Class

Predominantly 0 0

Working_ClaSS 11 ( 2.2%) 45 ( 8.9/0) 56 ( 11.10)

Combination

Middle-Lower 4 ( 0.8%) 22 ( 4.4%) 26 ( 5.2%)

Class

Predominantly 0
Lower-Class 2 (0.4%) 9 ( 1.8%) 11 ( 2.2%)

Total 95 (18.8%) 410 (81.2%) 505 (100.0%)

x2 = 6.098 d.f. = 0!. .05
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2

Since X < 12.592, the null hypothesis was accepted.

There was no significant difference in the frequency distribution

of responses to this item. No relationship exists between the social-

class composition of students' secondary schools and student choice

of school assignment.
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Hypothesis 4
 

Ho: There is no relationship between racial composition

of students' home communities and desire or

non-desire to teach in the inner-city.

Table 4. 12. -- Frequency Distribution for Choice of School Assign-

ments and Racial Composition of Students' Home

 

 

Communities.

Inner- city Other

School School Total

Choice Choice

 

Racially Integrated

Home Communities 45 (8’97") 210 (41'70/0) 255 (SO-6%)

Racially Segregated ( 0

Home Communities 51 (10.1%) 198 (39.3%) 249 (49.4%)

 

Total 96 (19.0%) 408 (81.0%) 504 (100.0%)    

H

HX =.6566 d.f. (x=.05

 

Since X2 < 3. 841, the null hypothesis was accepted. There

was no significant difference in the frequency distribution of reSponses

to this item. No relationship exists between whether students' home

communities were segregated or racially integrated and their choice

of school assignment.
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Hypothesis 5
 

Ho: There is no relationship between whether students

attended or did not attend racially integrated

elementary schools and their desire or non—desire

to teach in the inner-city.

Table 4. 13. -- Frequency Distribution for Choice of School Assign—

ments and Students' Attendance or Non—Attendance

in Racially Integrated or Segregated Elementary

Schools.

 

 

Inner- city Other

School School Total

Choice Choice

 

Racially Integrat ed

Elementary schools 56 (11.3%) 287 (57.8%) 343 (69.1%)

Racially Segregated

Elementary Schools 39 ( 7'9%) 114 (23'00/0) 153 ( 130-9070)

 

Total 95 (19.2%) 401 (80.8%) 496 (100.0%)   
 

X2=6.246 d.f.=1 (X.=.05

 

Since X2 > 3.841, the null hypothesis was rejected. There

was a significant difference in the frequency distribution of responses

to this item. A relationship does exist between the racial composi—

tion of the elementary schools students attended and their choice of

teaching assignments. Students who have attended racially integrated
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elementary schools are more likely to choose inner-city school

assignment.
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Hypothesis 6
 

Ho: There is no relationship between whether students

attended or did not attend racially integrated

secondary schools and their desire or non—desire

to teach in the inner-city.

Table 4. 14. -- Frequency Distribution for Choice of School Assign-

ments and Students' Attendance or Non-Attendance

in Racially Integrated or Segregated Secondary Schools.

 

 

Inner- city Other

School School Total

Choice Choice

 

Racially Int egrat ed
. 1 , . 0

Secondary Schools 36 ( 7 2%) 83 (35 9%) 219 ( 43 1/0)

Racially Segregated
0

Secondary Schools 60 (11'90/0) 226 (45.0%) 286 ( 56,9/0)

 

Total 96 (19.1%) 409 (80.9%) 505 (100.0%)    
X =1.480 d.f.-:1 (1:.05

 

Since X2 < 3. 841, the null hypothesis was accepted. There

was no significant difference in the frequency distribution of responses

to this item. No significant relationship exists between whether

students attended or did not attend racially integrated secondary

schools and their choice of teaching assignment.
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Hypothesis 7
 

Ho: There is no relationship between prospective

teachers who desire to teach in the inner—city and

those who do not on the basis of their college grade

point average.

Table 4. 15. -— Frequency Distribution for Choice of School Assign—

ment on the Basis of Students' College Grade Point

 

 

 

 

   
 

Averages.

Inner — city Other

School School Total

Choice Choice

3.5-4.0 4 ( 0.8%) 25 ( 5.0%) 29 ( 5.8%)

3.49-3.0 13 ( 2.6%) 86 (17.2%) 99 ( 19.8%)

2. 99-2. 5 39 ( 7. 8%) 152 (30.5%) 191 ( 38.3%)

2.49-2.0 34 ( 6.8%) 132 (26.5%) 166 ( 33.3%)

Under 2.0 5 ( 1. 0%) 9 ( 1. 8%) 14 ( 2. 8%)

Total 95 (19. 0%) 404 (81. 0%) 499 (100. 0%)

X =5.745 d.f. = (X .05

 

2

Since X < 9. 488, the null hypothesis was accepted.

was no significant difference in the frequency distribution of

There

responses to this item. No significant relationship exists between

prospective teachers who desire to teach in the inner—city and those

who do not on the basis of their college grade point average.



Hypothesis 8
 

Ho:
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There is no relationship between prospective

teachers who desire to teach in the inner-city and

those who do not on the basis of their high school

academic standing.

Table 4. 16. -- Frequency Distribution for Choice of School Assign—

ment on the Basis of Students' High School

Academic Standings.

 

 

 

 

   
 

 

Inner—city Other

School School Total

Choice Choice

Far Above Average 29 ( 5. 8%) 118 (23.4%) 147 ( 29.2%)

Above Average 47 ( 9.2%) 214 (42.5%) 261 ( 51.7%)

Average 15 ( 3.0%) 59 (11.7%) 74 ( 14.7%)

Below Average 4 ( 0. 8%) 15 ( 3.0%) 19 ( 3. 8%)

Far Below Average 0 ( 0. 0%) 3 ( 0. 6%) 3 ( 0. 6%)

Total 95 (18. 8%) 409 (81 . 2%) 504 (100. 0%)

X2=1.050 d.f. =4 (X .05

. 2 .
Since X < 9.488, the null hypothe31s was accepted.

There was no significant difference in the frequency distribution of

responses to this item. No significant relationship exists between

prospective teachers who desire to teach in the inner-city and those

who do not on the basis of their high school academic standing.



Hypothesis 9
 

Ho:
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There is no relationship between beginning education

students and terminal education students attending

their last education class on the variable of their

desire or non-desire to teach in the inner-city schools.

Table 4. 17. —- Frequency Distribution for Choice of School Assign-

ment for Beginning Education Students and Terminal

Education Students.

 

 

 

 

    

Inner-city Other

School School Total

Choice Choice

Individual and School

Course 49 ( 9.7%) 178 (35.2%) 227 ( 44.9%)

(Beginning Students)

School and Society

Course 47 ( 9.3%) 232 (45.8%) 279 ( 55.1%)

(Terminal Students)

Total 96 (19.0%) 410 (81.0%) 506 (100.0%)

X2=1.829 d.f.=l OL .05

 

2

Since X < 3.841, the null hypothesis was accepted.

There was no significant difference in the frequency distribution of

responses to this item. No significant relationship exists between

prOSpective teachers who desire to teach in the inner—city and those

who do not on the basis of their college level of education.
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Hypothesis 10
 

Ho: There is no relationship between students'

perceptions of parental attitudes and their choice of

school assignment, inner-city or other schools.

Table 4. 18. —- Frequency Distribution for Choice of School Assign-

ment and Students' Perceptions of Parental Attitude

 

 

 

 

   
 

Inner-city Other

School School Total

Choice Choice

Very Good Idea 18 ( 3. 7%) 17 ( 3. 4%) 35 ( 7. 1%)

Good Idea 20 ( 4. 0%) 56 (11.3%) 76 ( 15.3%)

Unaffected 29 ( 5. 9%) 154 (31. 1%) 183 ( 37.0%)

Bad Idea 22 ( 4. 4%) 139 (28.1%) 161 ( 32.5%)

Very Bad Idea 6 ( 1. 2%) 34 ( 6. 9%) 4O ( 8.1%)

Total 95 (19.2%) 400 (80. 8%) 495 (100. 0%)

X2=30.885 d.f.=4 0L=.05

 

Since X2 > 9.488, the null hypothesis was rejected. There

was a significant difference in the frequency distribution of responses

to this item. There was a relationship between students' percep—

tions of parental attitudes toward student desire to teach in the

inner-city and their choice of teaching assignment. Students pre—

ferring inner-city school assignment did perceive parental attitudes

to be more favorable toward their desire to teach in the inner-city.
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Analyses of the data for hypotheses 11 and 12 were

conducted by means of the F test, an analysis of variance. This is

a statistical test of significance of the difference between the means

obtained from two groups.
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Hflothesis 1 1
 

Ho: The mean scores of students who choose to teach in

the inner-city will not differ on a measure of opinion

about inner-city teaching from the mean scores of

students who do not choose to teach in the inner-city.

 

 

 

 

Table 4. 19. -- Analysis of Variance of Mean Scores of Opinions of

Inner-city Students and of Opinions of Non-Inner-city

Students.

Means Inner-city = 25. 546 Other = 27. 083

Source of Sum of d 1‘ Mean F

Variation Squares ° ' Square Value

Between. 185.196 1 185.196 6. 211*
Categories

Wlthm . 15057. 222 505 29.816
Categorles

Total 15242.418     
 

*Significant at the (X. = .05 level.

The findings presented in Table 4. 19 show that the mean

scores of students choosing inner-city assignments do differ on a

measure of opinion from the mean scores of students choosing other

school assignments. The students choosing inner-city assignment
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tended to disagree more often with the statements3 than students

choosing other teaching assignments. The null hypothesis was

rejected.

 

The twelve opinion statements, frequency distributions

and means can be found in Appendix A.
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Hypothesis 12
 

Ho: The mean scores of students choosing to teach in the

inner-city will not differ on a measure of importance

attributed to media in the making of their decision

and the mean scores of students not choosing to teach

in the inner—city.

Table 4. 20. -- Analysis of Variance Between the Mean Scores of

Students Choosing to Teach in the Inner—city on a

Measure of Importance Attributed to Media in the

Making of Their Decision and the Mean Scores of

Students Choosing Other Teaching Assignments.

 

 

Means Inner-city Students = 9. 093 Other Students = 7. 568

 

 

Source of Sum of d 1‘ Mean F

Variation Squares ' ' Square Value

Between. 182. 304 1 182.304 9. 230*
Categor1es

Wlthm . 9974.753 505 19.752
Categor1es

Total 10157.057     
 

*Significant at the (X. = .05 level.

The findings presented in Table 4. 20 show that the mean

scores of students choosing inner-city assignments do differ on a
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. . . 4 . . .
measure of importance attributed to media 1n the making of the1r

decision from the mean scores of students choosing other assign-

ments. The null hypothesis was rejected.

 

4A comparison of percentages and frequency distributions

for the media are located in Appendix A.
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Reasons Students Give for

Choice of School Assignments

 

 

Students were asked to select from a list of ten statements

the major reason, the second most important reason, and the third

most important reason for their choice of teaching assignment.

Tables 4. 21 and 4.22 give the rankings.

Students preferring inner-city assignment selected as their

first and second most important reasons for teaching in the inner—

city as teaching where they could make a real contribution in helping

children learn. Good teachers are needed more in the inner-city

received a high ranking on the choice of their major reason for the

type of school assignment they prefer. The students also considered

important the statements that teaching in the inner-city would be

more personally rewarding, more challenging, and more profes-

sionally satisfying.

Students preferring other teaching assignments selected as

their first and second most important reasons for not teaching in

the inner-city the statement that discipline problems would be more

frequent in the inner-city schools. Other reasons that received a

high ranking were statements that teaching in the inner-city is too

difficult for beginning teachers, it is dangerous, values of the

children would conflict with teachers' values, and teaching would

be more difficult because of parents' attitudes.
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Summary
 

Descriptive data of the population studied were presented.

Twelve major hypotheses were stated and analyzed. Rankings of

reasons for choice of school assignments were discussed.

The majority of the heads of students' households were

Anglo-Saxon and Germanic. Most of the students spent the major

part of their youth in suburban or population areas of under 10, 000

pe0ple. Over 80% of the students attended public elementary and

secondary schools. The majority of the students lived in predomi-

nantly middle—class, white communities and attended predominantly

middle-class, white elementary and secondary schools.

Ninety-six students (19%) preferred inner-city school

assignment while 410 students (81%) preferred other types of school

assignments. More students chose to teach senior high (10-12

grades) than the elementary grades. Social Studies, and English-

Speech were elected most frequently as students' teaching majors.

The first three hypotheses were concerned with social-

class composition of students' home communities, elementary, and

secondary schools. Social-class composition of students' home

communities, elementary schools, and secondary schools did not

have any significant relationship to students' choice of teaching

assignments. The null hypotheses were accepted.
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Racial composition of students' home communities did not

have a significant relationship to their choice of teaching assign-

ments. The null hypothesis was accepted.

Students' attendance or non-attendance in racially integrated

elementary schools did have a significant relationship to student

choice of school assignment. The null hypothesis was rejected.

Students who attended racially integrated elementary schools were

more likely to choose inner-city school assignment.

Students' attendance or non-attendance in racially integrated

secondary schools had no significant relationship to the students'

choice of school assignments. The null hypothesis was accepted.

College grade point average had no significant relationship

to students' choice of school assignments. The null hypothesis was

accepted.

Students' high school standings had no significant relation-

ship to their choice of school assignment. The null hypothesis was

accepted.

Students attending their first course in the education

sequence did not differ in their choice of teaching assignments from

terminal students attending their last course in the education

sequence. The null hypothesis was accepted.
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Students preferring inner-city school assignment did

perceive parental attitudes to be more favorable toward their

decision to teach in the inner-city schools than did the students

preferring other types of school assignments. The null hypothesis

was rejected.

The F test conducted to determine the significance of the

differences between the mean scores of the two groups, students

preferring inner-city teaching assignment and students preferring

other types of teaching assignments, on a measure of opinion

yielded an F statistic of 6. 211 which was significant at the .05 level.

The mean score was lower for students choosing inner-city teaching

assignment. They tended to disagree more often with the opinion

statements than students choosing other teaching assignments. The

null hypothesis was rejected.

The F test conducted to determine the significance of the

differences between the mean scores of the two groups, students

preferring inner-city teaching assignments and students preferring

other types of teaching assignments, on the importance attributed to

media in the making of their decision of teaching assignments

yielded an F statistic of 9. 230 which was significant at the .05 level.

The mean score of the students preferring inner-city teaching

assignment was higher than the mean score of students preferring
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other teaching assignments. Students choosing inner-city schools

attributed more importance to media' 8 influence on their decision

to teach in the inner-city than the students choosing other teaching

assignments.

Students were asked to select from a list of ten statements

the major reason, the second most important reason, and the third

most important reason for their choice of teaching assignment.

Students preferring inner-city assignment selected teaching where

they could make a real contribution in helping children learn as

their first and second reasons for teaching in the inner—city. Stu-

dents preferring other teaching assignments selected as their first

and second reasons for not teaching in the inner—city the statement

that discipline problems would be more frequent in the inner-city

schools.



CHAPTER V

SUMMARY , CONCLUSIGNS,

AND RECOMMENDATIONS

Summary and Findings
 

The purpose of this study was to determine the general

background and characteristics of undergraduate teacher education

students preferring inner-city school assignment and those students

preferring other types of school assignments. Twelve hypotheses

were formulated to determine whether relationships exist between

certain variables of the students' environments and their choice of

teaching assignments.

A review of the literature supported the assumption that

there was a relationship between social-class orientation of teachers

and prospective teachers and difficulty in teaching disadvantaged

youth successfully. Teachers are reluctant to accept assignments

in the inner-city and if assigned there, frequently refuse the

assignment or leave after a short teaching experience.
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Another postulate supported by the review of the literature

was that prospective teachers and teachers hold some degree of

negative racial attitudes which are sustained by social usages and

sanctions. These attitudes impede the teacher—student relationship.

Both literature and research illustrate the need for dif—

ferent approaches in recruiting and identifying suitable candidates

with positive attitudes and the understanding to work with lower-

class and minority subcultures. A more careful selection of

teacher candidates and different teacher training for education

majors willing to teach disadvantaged youth are necessary to

insure a higher rate of success for both teacher and learner.

Data collected by questionnaire from 506 undergraduate

education students revealed that 19% (96 students) chose teaching

assignment in an inner-city school. Eighty-one percent (410 stu-

dents) chose teaching assignments in other types of schools. More

students chose to teach senior high (10—12 grades) than the elemen-

tary grades. Social Studies, and English and Speech were elected

most frequently as student's teaching majors.

The majority of the heads of students' households were

Anglo-Saxon and Germanic. Most of the students spent the major

part of their youth in suburban or population areas of under 10, 000

people. Over 80% of the students attended public elementary and
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secondary schools. The majority of the students lived in

predominantly middle-class, white communities and attended

predominantly middle—class, white elementary and secondary

schools.

follows:

A summary of the major findings of the twelve hypotheses

Social—class composition of students' home com—

munities had no significant relationship to their choice

of school assignment.

Social-class composition of students' elementary

schools had no significant relationship to their choice

of school assignment.

Social-class composition of students' secondary

schools had no significant relationship to their choice

of school assignment.

Racial composition of students' home communities

had no significant relationship to their choice of

school assignment.

Racial composition of students' secondary schools had

no significant relationship to their choice of school

assignment.
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Racial composition of students' secondary schools

had no significant relationship to their choice Of

school assignment.

High school academic standing had no significant

relationship to students' choices Of school assignment.

College grade point average had no significant rela-

tionship tO students' choices Of teaching assignment.

Beginning education students did not differ in their

choice Of school assignment from terminal education

students.

Racial composition Of students' elementary schools

did have a significant relationship to their choice of

school assignment. Students who attended racially

integrated elementary schools were more likely to

choose inner-city school assignment.

Students did differ significantly in their perception of

parental attitudes toward their decision Of choice of

teaching assignment. Students preferring inner—city

assignment perceived parents as being more favorable

toward their decision.

Students choosing inner—city teaching assignment dis-

agreed more often with Opinion statements on a



 

 

2
.
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measure Of Opinion than students choosing other

teaching assignments.

12. Students choosing inner—city school assignment

attributed more importance to media' 3 influence on

their decision to teach in the inner-city than students

choosing other teaching assignments.

Students were also asked to select from a list Of ten state-

ments the major reason, the second most important reason, and the

third most important reason for their choice Of teaching assignment.

Students preferring inner-city school assignment selected as their

first and second most important reasons for teaching in the inner-

city as teaching where they could make a real contribution in helping

children/learn. Students preferring other teaching assignments

selected as their first and second most important reasons for not

teaching in the inner-city the statement that discipline problems

would be more frequent in the inner-city schools.

Discussion of the Findings
 

The recruitment and training Of the teacher supply for

schools serving disadvantaged youth has been the responsibility of

teacher education departments. Relatively few teacher candidates

volunteer to teach disadvantaged youth. The few prospective



 

\
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teachers that do prefer to teach in the inner-city are handicapped by

the inadequacy Of college preparation, their usual middle-class

orientation, and some degree Of negative racial attitude.

One finding Of this study suggests there is a population

indicating a desire tO teach disadvantaged youth. Nineteen percent

of the population examined chose inner-city teaching assignment.

Previous studies found 12% Of the 1967 graduates would accept inner—

city positions. 1 Sixteen percent Of the undergraduates participating

in a preliminary study stated they would accept inner-city teaching

assignments.

The findings which emanated from the statistical analyses

Of the hypotheses formulated during the investigation indicated there

are. some significant. statistical distinctions between students desir—

ing inner-city teaching assignment and students desiring other types

Of school assignment.

Students preferring inner-city assignment perceived their

parents agreeing with their expressed desire more frequently than

students preferring other types Of teaching assignments. This

could not be attributed to anything specific, but might be considered

as an important variable in selection Of students for inner-city

 

1Opinion Research Corporation, op. cit.

Hogan and Boca, op. cit.
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teaching assignment. If the parents express extreme displeasure

about their son or daughter accepting an inner—city teaching assign-

ment, this will have some influence on the student' 8 final choice.

The findings of this study suggest that students preferring

inner-city teaching assignment disagree more Often with the Opinion

statements. The student preferring inner-city assignment may be

more Optimistic in nature and hopeful about the abilities of dis—

advantaged youth. This is a necessary condition to effect some

degree Of success for both teacher and learner.

Evidence in this study suggests that students preferring

inner-city school assignment attributed more importance tO media

in making their decision than students preferring other kinds of

school assignments. T. V. including the news was the most

important media in their decision to teach in the inner—city. Com-

munication through media more frequently reveals the need Of

volunteers and professional staff for inner-city improvement

programs. This may have positively influenced the student's

preference Of assignment to inner-city schools.

Another positive relationship resulting from the statistical

analysis was concerned with students who had attended racially

integrated elementary schools and choice Of teaching assignment.

Students who had attended racially integrated elementary schools
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more frequently chose inner-city teaching assignment. The real

significance Of this correlation can only be determined through

further empirical study.

The variable Of social-class had nO influence on the

preferences Of prospective teacher's school assignment. As

social-class background of prospective teachers and teachers is

relatively homogeneous, this variable did not distinguish that part

Of the student population studied that was inner~city oriented from

those not so oriented.

Evidence of no significant relationship between preference

Of teaching assignment and prior racial contact will not be helpful

either except for the finding that students who attended racially

integrated elementary schools more frequently chose inner-city

teaching assignment.

Students' high school and college academic standings had

nO effect on their preference Of school assignment.

This study suggests that beginning and terminal education

students did not differ in their preference Of school assignments.

Terminal education students have completed their student teaching

assignments. Objectives Of student teaching provide for the Oppor-

tunity in a real situation to develop teaching style and skills. The
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student teaching experience may also influence perception of future

school assignment but this was not assessed.

The reasons students gave for their preference Of either

accepting or rejecting inner-city teaching assignment suggest that

student perception, whether realistic or unrealistic, is consistent

with their preference of teaching assignment. Students who view

the inner-city schools as teeming with discipline problems and

dangerous would not be able tO teach successfully and should not be

assigned tO inner-city schools. Students who feel they could make a

real contribution in helping children learn and feel that there is

greater need for good teachers in the inner-city schools have

greater potential for successful careers teaching disadvantaged

youth.

Implications Of the Study
 

The problem Of providing sufficient numbers Of teacher

candidates for inner—city school assignment has become increasingly

evident. A number of approaches have been suggested.

Establishment Of different kinds Of social-action programs

to change the character Of the inner-city are not achieving change

easily or quickly. Systematic improvement in the educational

environment Of the inner-city may be partially realized through the
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elimination Of one Of many adverse conditions--the acute shortage

and unwillingness Of qualified teacher candidates to accept assign—

ment in the inner-city schools.

One alternative involves the identification Of education

majors willing and desiring to serve as teachers in the inner-city

environment. Willingness to teach in the inner—city is not a single

sufficient condition for improving the education Of inner-city youth

or providing the numbers Of qualified teachers needed, but it is

desirable and necessary.

There were real differences within the prospective teacher

population studied. The students have definite preferences about

their future school assignment. Significant statistical distinctions

between the two groups were found which distinguished the student

who is inner-city oriented from the rest Of the population.

This study has several cogent implications for teacher

education departments, curriculum constructors, and college pro-

fessors.

1. The immediacy Of providing teachers for disadvantaged

youth suggests that the most relevant thought and action would be to

provide an applicable education for the teacher education population

willing to teach in the inner-city.
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2. A greater effort should be exerted to identify students

preferring inner-city teaching assignment.

3. Strategies should be developed tO modify student

resistance toward teaching in the inner-city through more compre—

hensive coverage Of minority peoples by courses in urban sociology,

anthropology, and behavioral psychology. Hopefully, this will

eliminate the myths and stereotypes attributed to minority and

lower—class students and schools.

4. The significant statistical differences between those

students preferring inner—city school assignment and students pre—

ferring other types of school assignments should be recognized.

There is a possibility that tests may be constructed for the purpose

of selective recruitment and these variables could be recognized as

important distinguishing components.

The major implication Of this study is the finding that

there is an identifiable group Of teacher education majors whO are

willing to teach in the inner-city. They are being educated in the

same manner as all other education students. It seems probable

that something more needs to be done to provide more teachers for

inner-city schools and to improve the survival rate of teachers

employed in the inner-city.
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Recommendations
 

1. This study should be replicated at colleges and

universities Of varying sizes and types to determine the size Of the

pOpulation preferring inner-city school assignment.

2. Identification of common, salient features and traits

that may be present within the undergraduate education population

preferring inner-city school assignment needs initiation.

3. A longitudinal study identifying students preferring to

teach inner—city youth should be considered with a follow-up study

to determine actual school assignment, years Of teaching, and

possible definition of teaching problems, and areas Of success.

4. In-depth investigations are urgently needed to determine

relationships between early school and community interracial

experiences and adult racial attitude.

5. An effort tO develop tests for the purpose Of selective

recruitment Of prospective teachers for disadvantaged youth should

be initiated.

6. An investigation Of the effect Of positive media pro-

ductions about inner-city conditions and the "need for help

programs, " e. g. , Teacher Corps, on the decisions Of education

student's choice of school assignment, warrants consideration.
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APPENDIX A

ADI)ITIONAL DATA

Frequency Distributions and Means for
 

Individual Opinion Statement 3
 

and Choice Of Teaching Assignment
 

Table A. 1. --Frequency Distributions and Means for Opinion

Statement: Generally Speaking, school achievement

is negatively influenced by the home environment Of

the students in the inner-city while it is positively

influenced for children in other schools.

 

 

 

    
 

Inner-city Other

School School Total

Choice Choice

1. I strongly disagree 4 25 29

29.2% 23. 2%

2. I disagree 24 70 94

3. I am neutral 10 47 57

4. I agree 49 211 260

60. 4% 65. 4%

5. I strongly agree 9 57 63

Total 96 410 506

Inner—city School Mean = 3. 4 Other School Mean = 3. 5
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Table A. 2. --Frequency Distributions and Means for Opinion

Statement: Parental plans for the future of the child

have a significantly more positive influence for outer—

city children' 3 school achievement than such plans do

for inner-city children.

 

 

 

 

Inner—city Other

School School Total

Choice Choice

1. I strongly disagree 1 14 15

(7

2. I disagree 19 20' 8/° 48 15' 1% 67

3. I am neutral 12 60 72

4. I agree 47 244 25H

66. 7‘70 6?), 79,0

5. I strongly agree 17 44 61

Total 96 410 506   
 

Inner-city School Mean = 3. 6 Other School Mean 2 3. 6

Table A. 3. --Frequency Distributions and Means for Opinion

Statement: Generally speaking, children in the inner-

city schools are characterized by shorter attention

spans than children attending other schools.

 

 

 

 

   
 

Inner-city Other

School School Total

Choice Choice

1. I strongly disagree 8 14 22

. 32.3% 23. 3%

2. I disagree 23 80 103

3. I am neutral 21 123 144

4. 41 165 206

45. 8% 46. 4%

5. I strongly agree 3 23 26

Total 96 405 501

Inner-city School Mean = 3. 1 Other School Mean : 3. 3
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Table A. 4. --Frequency Distributions and Means for Opinion

Statement: Values of inner-city children are in

conflict with teachers' values.

 

 

 

 

Inner-city Other

School School Total

Choice Choice

1. I strongly disagree 7 } 11 18

30.2 1 . 2

2. I disagree 22 07° 49 5 % 71

3. I am neutral 28 126 154

4. I agree 33 190 223

40. 7 53. 1

5. I strongly agree 6 % 20 % 26

Total 96 396 492   
 

Inner-city School Mean = 3. 1

Table A. 5. ~-Frequency Distributions and Means for Opinion

Statement: Generally speaking, children in inner-

city schools are characterized by a lower potential

for effective learning than are other children.

Other School Mean = 3. 4

 

 

 

 

   
 

Inner-city Other

School School Total

Choice Choice

1 I strongly disagree 38 89 127

_ 68. 8% 58. 0%

2 I disagree 28 148 176

3. I am neutral 8 64 72

4 Iagree 21 } 91 112

22.90 26.400

5 I strongly agree 1 /O 17 / 18

Total 96 409 505

Other School Mean 2 2. 5Inner—city School Mean : 2. 2
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Table A. 6. --b‘rcqucncy Distributions and Means for Opinion

Statement: Appropriate learning experiences can sig—

nificantly raise the I.Q. level of inner-city children.

 

 

 

 

Inner-city Other

School School Total

Choice Choice

1. I strongly disagree 4 16 20

2. I disagree 4 8' 4% 26 10' 3% 30

3. I am neutral 17 68 85

4. I agree 43 195 238

74. 0% 73. 0%

5. I strongly agree 28 102 130

Total 96 407 503   
 

Inner-city School Mean 2 3. 9 Other School Mean = 3. 8

Table A. 7. --Frequency Distributions and Means for Opinion

Statement: It is generally true that it is necessary

for those who teach inner-city children to spend more

time in motivating the student.

 

 

 

 

Inner- city Other

School School Total

Choice Choice

1 I strongly disagree 2 18 20

. 1 1. 5% 11.2%

2 I disagree 9 28 37

3. I am neutral 4 42 46

4 I agree 41 213 254

84. 4% 78. 5%

5 I strongly agree 40 108 148

Total 96 409 505   
 

Inner-city School Mean == 4. 1 Other School Mean : 3.9
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Statement: Most teachers in the outer-city fear

teaching in the inner-city.

 

 

 

 

Inner-city Other

School School Total

Choice Choice

1. I strongly disagree 4 15 19

12. 50 15.4

2. I disagree 8 /° 48 % 56

3. I am neutral 27 121 148

4. I agree 44 197 241

59. 3% 55. 0%

5. I strongly agree 13 28 41

Total 96 409 505   
 

Inner—city School Mean 2 3. 6 Other School Mean 2 2. 5

Table A. 9. "Frequency Distributions and Means for Opinion

Statement: Because of the nature of the problem and

the nature of intelligence, there is little that can be

done to raise the I.Q. level of inner—city children.

 

 

 

 

   
 

Inner-city Other

School School Total

Choice Choice

1. I strongly disagree 55 184 239

_ 85.4% 83. 1%

2. I disagree 27 146 173

3. I am neutral 6 49 55

4. I agree 1 13 14

8. 3% 4. 6%

5. I strongly agree 7 5 12

Total 96 397 493

Inner-city School Mean 1. 7 Other School Mean -- 1. 8
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Table A. 10. -— Frequency Distributions and Means for Opinion

Statement: School tends to be a happier experience

for outer-city children than for inner-city children.

 

 

 

 

   
 

 

 

 

 

   
 

Inner-city Other

School School Total

Choice Choice

1. I strongly disagree 8 20 28

41. 0% 21.5%

2. I disagree 31 68 99

3. I am neutral 16 112 128

4. I agree 33 166 199

42. 1 51. 2”

5. 1 strongly agree 7 7° 44 /° 51

0

Total 95 410 505

Inner-city School Mean = 3.0 Other School Mean : 3. 4

Table A. 11. -- Frequency Distributions and Means for Opinion

Statement: Discipline problems are more frequent

in inner—city schools as compared with outer—city

schools.

Inner-city Other

School School Total

Choice Choice

1. I strongly disagree 4 13 17

, 15.7% 8. 1%

2. I disagree 11 20 31

3. I am neutral 14 48 62

4. I agree 58 249 307

69.8% 80. 1%

5. I strongly agree 9 77 86

Total 96 407 503

Inner-city School Mean : 3. 6 Other School Mean : 3. 9
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Table A. 12. —- Frequency Distributions and Means for Opinion

Statement: Generally, inner-city children have

little desire to learn in school.

 

 

 

 

   
 

Inner— city Other

School School Total

Choice Choice

1. I strongly disagree 17 33 50

64. 6% 18.7%

2. I disagree 45 157 202

3. I am neutral 16 113 129

4. I agree 17 92 109

46. 7% 25. 5%

5. I strongly agree 1 12 13

Total 96 407 503

Inner-city School Mean = 2. 4 Other School Mean = 2. 7
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Frequency Distributions of Importance Attributed to

Specified Sources by Students in Making

Their Decision of the Type of

School Assignment Preferred

 

 

 

 

Table A. 13. -- Frequency Distribution of Importance Attributed to

Conversations with School Personnel Students Knew

in Making Their Decisions of the Type of School

Chosen to Teach In.

 

 

 

 

Inner-city Other

School School Total

Choice Choice

No importance at all 28 143 171

Very unimportant 4 38 42

Unimportant 22 86 108

Important 30 1 13 143

Very important 12 28 40

Total 96 408 504   
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Table A. 14. -— Frequency Distribution of Importance Attributed to

Conversations with Friends in Making Their Decisions

of the Type of School Chosen to Teach In.

 

 

 

 

Inner-city Other

School School Total

Choice Choice

No importance at all 15 109 124

Very unimportant 8 35 43

Unimportant 22 113 135

Important 40 128 168

Very important 11 21 32

Total 96 406 502   
 

Table A. 15. -- Frequency Distribution of Importance Attributed to

Personal Experience in Making Their Decision of

the Type of School Chosen to Teach In.

 

 

 

 

Inner-city Other

School School Total

Choice Choice

No importance at all 14 113 127

Very unimportant 9 54 63

Unimportant 11 86 97

Important 33 1 17 150

Very important 26 36 62

Total 93 406 499   
 



102

Table A. 16. -- Frequency Distribution of Importance Attributed to

Lectures in Education Courses by Students in Making

Their Decisions of the Type of School Chosen to

 

 

 

 

Teach In.

Inner-city Other

School School Total

Choice Choice

No importance at all 51 255 306

Very unimportant 4 31 35

Unimportant 22 87 109

Important 15 30 45

Very important 3 7 10

Total 95 410 505   
 

Table A. 17. -- Frequency Distribution of Importance Attributed to

Reading Materials in Education Courses by Students

in Making Their Decisions of Type of School Chosen

 

 

 

 

to Teach In.

Inner— city Other

School School Total

Choice Choice

No importance at all 39 226 265

Very unimportant 9 39 48

Unimportant 27 94 12 1

Important 19 47 66

Very important 2 3 5

Total 96 409 505   
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Table A. 18. -- Frequency Distribution of Importance Attributed to

Conversations with Student' 3 Family in Making

Their Decisions of the Type of School Chosen to

 

 

 

 

Teach In.

Inner-city Other

School School Total

Choice Choice

No importance at all 28 143 171

Very unimportant 6 22 28

Unimportant 33 124 157

Important 24 93 1 17

Very important 5 25 30

Total 96 407 503   
 

Table A. 19. - - Frequency Distribution of Importance Attributed to

Articles in Magazines in Making Their Decisions of

the Type of School Chosen to Teach In.

 

 

 

 

Inner-city Other

School School Total

Choice Choice

No importance at all 13 116 129

Very unimportant 3 32 35

Unimportant 23 1 10 133

Important 46 136 182

Very important 1 1 15 26

Total 96 409 505   
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Table A. 20. -- Frequency Distribution of Importance Attributed by

Students to Articles in Newspapers in Making Their

Decisions of the Type of School Chosen to Teach In.

 

 

 

 

Inner- city Other

School School Total

Choice Choice

No importance at all 16 93 109

Very unimportant 4 30 34

Unimportant 24 12 1 145

Important 43 143 186

Very important 9 23 32

Total 96 410 506   
 

Table A. 21. -— Frequency Distribution of Importance Attributed by

Students to Television Programs Including the News

in Making Their Decisions of the Type of School

Chosen to Teach In.

 

 

 

 

Inner-city Other

School School Total

Choice Choice

No importance at all 13 88 101

Very unimportant 5 24 29

Unimportant 13 99 112

Important 5 1 166 2 17

Very important 13 3 1 44

Total 95 408 503   
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Table A. 22. -- Frequency Distribution of Importance Attributed by

Students to Radio Programs Including the News in

Making Their Decisions of the Type of School

Chosen to Teach In.

 

 

 

 

Inner-city Other

School School Total

Choice Choice

No importance at all 21 111 132

Very unimportant 4 32 36

Unimportant 32 126 158

Important 34 118 152

Very important 4 22 26

Total 95 409 504    
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APPENDIX B

INSTRUMENT: GENERAL EDUCATION SURVEY

What is your sex?

1.

2.

Male

Female

What is the predominant ethnic background of your father or

other person who is the head of your family?

p
n
-

W

O

10.

m
d
m
c
n
r
w
a
r
-
e

Afro-American (Negro)

French

Anglo-Saxon

Germanic

Irish

Jewish

Italian

Polish

Spanish

Latin American

What is the major occupation of your father or other person

who is the head of your family? (If you are the head of your

family, then specify your father's major lifetime occupation.)

1.

2.

3.

C
D
C
b
N
I
C
D
U
I
r
P

education

professional (other than education) or scientific

managerial, executive, proprietor of large business, or

commissioned officer.

small business owner or manager

farm owner

clerical or sales

skilled worker or foreman, noncommissioned officer

semi-skilled worker, unskilled or farm laborer

unemployed
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In what type. of community did you spend the major part of

your youth?

a
w
a
i
b
w
m
w

farm

village or town (under 10, 000)

small city (10, 000-50, 000)

city (50, 000-500, 000)

suburban area near city

metropolis (500, 000+)

suburban area near metropolis

What is the social-class composition of your immediate home

community?

1. predominantly upper-class

2. predominantly middle-class

3. predominantly working-class

4. predominantly lower-class

5. combination upper-middle class

6. combination middle-working class

7. combination middle-lower class

What is the racial composition of your immediate home com-

munity?

«
i
c
o
m
p
b
w
w
p
— 100% nonwhite

7 5 - 9 9% nonwhit e

50 — 75% nonwhite

50% nonwhit e- 5 0% white

50-75% White

75 - 99% white

100% white

In what type of school did you receive most of your elementary

education?

1 . public

2. parochial

3. private (other than parochial)



 

 



10.

11.

12.
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What was the social-class composition of your elementary

school?

predominantly upper-class

predominantly middle-class

predominantly working-class

predominantly lower— class

combination upper- and middle-class

combination middle- and working-class

combination middle- and lower-class«
1
0
3
0
1
.
5
m
e

What was the racial composition of your elementary school?

100% nonwhite

75-99% nonwhite

50-75% nonwhite

50% nonwhite-50% white

50-75% White

75-99% White

100% white«
I
m
m
e
r
N
i
—
A

In what type of school did you receive most of your secondary

education?

1. public

2. parochial

3. private (other than parochial)

What was the social-class composition of your high school?

predominantly upper-class

predominantly middle—class

predominantly working—class

predominantly lower-class

combination upper- and middle-class

combination middle- and working-class

combination middle- and lower-class4
0
5
0
1
9
m
e

What was the racial composition of your high school?

1 00% nonwhit e

7 5 - 9 9% nonwhit e

50 -7 5% nonwhite

50% nonwhit e - 5 0% whit e

50-75% white

75 - 9970 white

100% Whited
a
w
n
s
-
c
o
m
m



13.

14.

15.

16.

17.

H
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In general, what was the quality of your work when you were

in secondary school?

0
1
9
m
e

far above average

above average

average

below average

far below average

What was the income position of your family at the time of

your graduation?

1.

2.

3.

4

highest 25% of our community

second highest 25% of our community

third highest 25% of our community

lowest 25% of our community

What is your present college grade point average?

0
1
9
m
e

3.5-4.0

3.0-3.49

2.5-2.99

2.0-2.49

under 2.0

What is your teaching preference?

(
1
1
.
-
b
u
m
p
s early elementary (K-3)

late elementary (4-6)

junior high (7—9)

senior high (10-12)

grade level does not apply in my major

What is your teaching major?

O
C
D
m
-
J
O
D
U
I
v
-
b
O
O
N
D
—
i Arts and Crafts

Business-Industrial Arts

English and Speech

Foreign Languages

Mathematics

Music (vocal and instrumental)

Physical Education

Science

Home Economics

Social Studies (Economics, History, Government,

Geography, Sociology, Psychology)



18.

19.

20.

21.
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In what kind of a school do you prefer to teach?

inner city

outer city

suburban

rural

small city or town

college

no preference«
1
0
3
0
1
9
m
e

What is the desirable social-class composition of the school

you prefer to teach in?

predominantly upper- class

predominantly middle-class

predominantly working- class

predominantly lower—class

combination upper- and middle-class

combination middle- and working-class

combination middle- and lower-class

no preferencec
o
n
c
a
v
i
b
o
o
m
h
s

What is the desirable racial composition of the school you

prefer to teach in?

100% white

75-99% White

50-75% white

50% white-50% nonwhite

50-75% nonwhite

7 5-99% nonwhite

100% nonwhite

no preferenceC
D
Q
O
D
U
‘
i
b
D
O
N
i
—
A

If, afier signing a contract in a school district, you were

assigned to an inner-city school, would you

1. accept the assignment with certainty

2 accept the assignment with uncertainty

3. refuse the assignment

4 accept the assignment only if you were promised a school

in a better neighborhood in the near future



22.

23.

24.
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If you expressed a desire to teach in an inner-city school,

would your parents

(
fi
r
t
h
-
D
O
N
H think it was a very good idea

think it was a good idea

be unaffected

think it was a bad idea

think it was a very bad idea

If you expressed a desire to teach in an inner-city school,

would your friends (those you talk with openly)

m
p
h
-
C
O
N
)
— think it was a very good idea

think it was a good idea

be unaffected

think it was a bad idea

think it was a very bad idea

Think about a friend in teacher education. In what kind of

school would you perceive this friend would choose to teach?

Q
Q
U
‘
A
D
O
N
H

inner-city

outer city

suburban

rural

small city or town

college

no preference

READ CAREFULLY
 

IF YOU SELECTED THE INNER-CITY AS YOUR TEACHING

PREFERENCE IN QUESTION 18, PAGE 110, PLEASE TURN TO
  

PAGE 115 AND ANSWER QUESTIONS 25 THROUGH 37. THEN GO
 

ON TO PAGE 118.

IF YOU DID NOT SELECT THE INNER—CITY AS YOUR TEACHING

PREFERENCE, PLEASE GO AHEAD TO PAGE 112, ANSWER
 

QUESTIONS 25 THROUGH 37, AND THEN GO ON TO PAGE 118
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ANSWER THESE QUESTIONS ONLY IF YOU CHOSE NOT TO TEACH

IN THE INNER-CITY IN QUESTION 18 (Page 110).

 

 

Below are ten statements that are often listed as reasons for not

wanting to teach in the inner-city. Please use these statements in

answering questions 25, 26, and 27.

25.

26.

27.

28.

1.

2.

10.

Teaching in the inner-city tends to destroy a teacher' 5

enthusiasm for teaching.

Discipline problems are more frequent in inner—city

schools.

Teaching in inner-city schools is more difficult because

of parents' attitudes.

Values of inner-city children are in conflict with my

values.

Teaching in the inner-city is dangerous.

Teaching in the inner-city is too difficult for beginning

teachers.

The race of children in inner-city schools would bother

me.

I am from the inner-city and do not want to return.

I am a Negro and feel I should teach white children for

racial balance.

Children in inner-city schools have a lower potential for

effective learning.

Select from the statements given above the single major reason

you do not want to teach in the inner-city.

Select from the statements given above the second most

important single reason you do not want to teach in the inner—

city.

Select from the statements given above the third most

important single reason you do not want to teach in the inner-

city.

How important was personal experience in your decision not

to teach in the inner-city?

1.

m
i
n
u
s
:

 

no importance at all

very unimportant

unimportant

important

very important



29.

30.

31.

32.

33.
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How important were lectures in education courses in your

decision not to teach in the inner-city?

 

1. no importance at all

2. very unimportant

3. unimportant

4. important

5. very important

How important were reading materials in education courses

in your decision not to teach in the inner-city?

 

1. no importance at all

2. very unimportant

3. unimportant

4. important

5. very important

How important were conversations with school personnel you

know in your decision not to teach in the inner—city?

 

 

1. no importance at all

2. very unimportant

3. unimportant

4. important

5. very important

How important were conversations with friends in your decision

not to teach in the inner-city?

 

1. no importance at all

2. very unimportant

3. unimportant

4. important

5. very important

How important were conversations with your family in your

decision not to teach in the inner-city?

 

1. no importance at all

2. very unimportant

3. unimportant

4. important

5. very important
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34. How important were articles in magazines in your decision

not to teach in the inner-city?

 

no importance at all

very unimportant

unimportant

important

very importantC
fi
r
t
h
i
—
I
»

35. How important were articles in newspapers in your decision

not to teach in the inner-city?

 

1. no importance at all

2. very unimportant

3 . unimportant

4. important

5. very important

36. How important were television programs including the news
 

in your decision not to teach in the inner-city?

1. no importance at all

2. very unimportant

3. unimportant

4. important

5. very important

37. How important were radio programs including the news in
 

your decision not to teach in the inner-city?

no importance at all

very unimportant

unimportant

important

very important0
'
1
9
m
e

CONTINUE ON PAGE 118, QUESTION 38, PLEASE.
 

DO NOT ANSWER QUESTIONS ON PAGES 115, 116, AND 117.
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ANSWER THESE QUESTIONS ONLY IF YOU CHOSE TO TEACH

IN THE INNER-CITY IN QUESTION 18 (Page 110).

 

 

Below are ten statements that are often listed as reasons for wanting

to teach in the inner-city. Please use these statements in answering

questions 25, 26, and 27.

25.

26.

27.

28.

$
.
m
e

0
3
0
1

.
q

10.

I am from the inner-city and want to return.

Good teachers are needed more in the inner-city.

Teaching in the inner-city will be more challenging.

Teaching in the inner-city will be more personally

rewarding.

Inner-city children are more anxious to learn.

There is more opportunity for advancement in the inner-

city schools.

Fellow teachers will be more dedicated.

There is more professional satisfaction in teaching

where the need is greatest.

Parents in the inner-city appreciate the efforts of

teachers more.

I want to teach where I can make a real contribution in

helping children learn.

Select from the statements given above the major reason you

want to teach in the inner-city.

Select from the statements given above the second most

important single reason you want to teach in the inner-city.

Select from the statements given above the third most impor-

tant single reason you want to teach in the inner-city.

How important was personal experience in your decision to

teach in the inner-city?

1.

m
u
s
e
u
m

 

no importance at all

very unimportant

unimportant

important

very important



29.

30.

31.

32.

33.
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How important were lectures in education courses in your

decision to teach in the inner-city?

 

1. no importance at all

2 very unimportant

3. unimportant

4. important

5 very important

How important were readirg materials in education courses

in your decision to teach in the inner-city?

 

1. no importance at all

2. very unimportant

3. unimportant

4. important

5. very important

How important were conversations with school personnel you
 

know in your decision to teach in the inner-city?

1. no importance at all

2 . very unimportant

3. unimportant

4. important

5. very important

How important were conversations with friends in your

decision to teach in the inner-city?

 

1. no importance at all

2. very unimportant

3. unimportant

4. important

5. very important

How important were conversations with your family in your

decision to teach in the inner-city?

 

1. no importance at all

2. very unimportant

3. unimportant

4. important

5. very important
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34. How important were articles in magazines in your decision

to teach in the inner-city?

 

1. no importance at all

2 . very unimportant

3. unimportant

4. important

5. very important

35. How important were articles in newspapers in your decision
 

to teach in the inner-city?

1. no importance at all

2. very unimportant

3. unimportant

4. important

5. very important

36. How important were television programs including the news in
 

your decision to teach in the inner-city?

1. no importance at all

2. very unimportant

3. unimportant

4. important

5. very important

37. How important were radio programs including the news in
 

your decision to teach in the inner-city?

1. no importance at all

2. very unimportant

3. unimportant

4. important

5. very important

CONTINUE ON PAGE 118, QUESTION 38, PLEASE.
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Below are statements concerning teaching in inner-city schools.

For each statement you are to

a. state whether or not you agree with the statement and

b. if this statement were true, would it cause you to accept

or reject a position in an inner-city school?

Generally speaking, school achievement is negatively influenced by

the home environment of the students in the inner—city schools while

it is positively influenced for children in other schools.

38. I strongly disagree

I disagree

I am neutral

I agree

I strongly agreem
i
-
P
O
O
N
H

39. If this statement is true--

1. I would accept an inner-city assignment.

2. I would be uncertain about accepting an inner-city assign-

ment OR this statement would have no effect on my

accepting an inner-city assignment.

3. I would reject an inner-city assignment.

Parental plans for the future of the child have a significantly more

positive influence for outer-city children's school achievement than

such plans do for inner—city children.

40. 1. I strongly disagree

2. I disagree

3. I am neutral

4. I agree

5. I strongly agree

41. If this statement is true--

1. I would accept an inner-city assignment.

2. I would be uncertain about accepting an inner-city assign-

ment QR this statement would have no effect on my

accepting an inner-city assignment.

3. I would reject an inner-city assignment.
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It is generally true that it is necessary for those who teach the

inner-city children to spend more time in motivating the student.

42.

43.

0
1
9
0
:
3
6
3
1
—
- I strongly disagree

I disagree

I am neutral

I agree

I strongly agree

If this statement is true-—

I would accept an inner-city assignment.

I would be uncertain about accepting an inner-city assign-

ment 9E this statement would have no effect on my

accepting an inner-city assignment.

I would reject an inner-city assignment.

Most teachers in the outer-city fear teaching in the inner-city.

44.

45.

0
1
$
m
e

I strongly disagree

I disagree

I am neutral

I agree

I strongly agree

If this statement is true--

3.

I would accept an inner-city assignment.

I would be uncertain about accepting an inner—city assign-

ment OR this statement would have no effect on my

accept—fig an inner-city assignment.

I would reject an inner-city assignment.

Generally speaking, children in inner-city schools are characterized

by a lower potential for effective learning than are other children.

46.

(
fi
t
-
P
O
O
N
H I strongly disagree

I disagree

I am neutral

I agree

I strongly agree



47.
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If this statement is true--

1.

2.

I would accept an inner-city assignment.

I would be uncertain about accepting an inner—city assign—

ment OR this statement would have no effect on my

accept-fig an inner-city assignment.

I would reject an inner-city assignment.

Appropriate learning experiences can significantly raise the I.Q.

level of inner—city children.

48.

49.

m
i
t
h
v
-
a I strongly disagree

I disagree

I am neutral

I agree

I strongly agree

If this statement is true--

3.

I would accept an inner-city assignment.

I would be uncertain about accepting an inner-city assign-

ment OR this statement would have no effect on my

accepting an inner-city assignment.

I would reject an inner-city assignment.

School tends to be a happier experience for outer-city children than

for inner-city children.

50.

51.

0
1
1
4
5
m
e I strongly disagree

I disagree

I am neutral

I agree

I strongly agree

If this statement is true--

I would accept an inner-city assignment.

I would be uncertain about accepting an inner-city assign-

ment OR this statement would have no effect on my

accept—i—ng an inner-city assignment.

I would reject an inner-city assignment.
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Discipline problems are more frequent in inner-city schools as

compared with outer-city schools.

52. 1. I strongly disagree

2. I disagree

3. I am neutral

4. I agree

5. I strongly agree

53. If this statement is true--

1. I would accept an inner-city assignment.

2. I would be uncertain about accepting an inner-city assign—

ment OR this statement would have no effect on my

accepting an inner-city assignment.

3. I would reject an inner-city assignment.

Generally, inner-city children have little desire to learn in school.

54. 1. I strongly disagree

2. I disagree

3. I am neutral

4. I agree

5. I strongly agree

55. If this statement is true--

1. I would accept an inner-city assignment.

2. I would be uncertain about accepting an inner-city assign—

ment OR this statement would have no effect on my

accepting an inner-city assignment.

3. I would reject an inner-city assignment.

Generally speaking, children in the inner-city schools are charac-

terized by shorter attention spans than children attending other

schools.

56. I strongly disagree

I disagree

I am neutral

I agree

I strongly agree0
1
¢
m
e
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57. If this statement is true--

1. I would accept an inner-city assignment.

2. I would be uncertain about accepting an inner-city assign—

ment 93 this statement would have no effect on my

accepting an inner-city assignment.

3. I would reject an inner-city assignment.

Values of inner-city children are in conflict with teachers' values.

58. 1. I strongly disagree

2. I disagree

3. I am neutral

4. I agree

5. I strongly agree

59. If this statement is true—-

1. I would accept an inner—city assignment.

2. I would be uncertain about accepting an inner-city assign-

ment QRthis statement would have no effect on my

accepting an inner-city assignment.

3. I would reject an inner-city assignment.

Because of the nature of the problem and the nature of intelligence,

there is little that can be done to raise the I.Q. level of inner-city

children.

60. 1. I strongly disagree

2. I disagree

3. I am neutral

4. I agree

5. I strongly agree

61. If this statement is true--

1. I would accept an inner-city assignment.

2. I would be uncertain about accepting an inner—city assign—

ment OR this statement would have no effect on my

accept-fig an inner-city assignment.

3. I would reject an inner-city assignment.
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