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ABSTRACT

AN ASSESSMENT OF ATTITUDINAL CHANGE AS A
RESULT OF TWO MODELS OF PREPARING
TEACHERS FOR INNER-CITY SCHOOLS

By

William Henry L'Vell Greene

The purpose of this study was to assess which of
two model treatments would produce the greatest change of
attitudes held by prospective teachers toward inner-city
schools. The models were designated Treatment I and Treat-
ment II. Treatment I was administered on three successive
days. Treatment II was administered one day per week for
three weeks. The treatment consisted of a simulation game,
a small group attitude inventory session, a large group
attitude inventory session and a lecture.

To compare the treatments, the following hypotheses
were tested:

l: The attitude mean scores of prospective

teachers in Treatment I will be higher
than the attitude mean scores of prospec-
tive teachers who participated in Treat-
ment II.

2: The attitude mean scores of prospective
teachers in Treatment I whose parents have
completed some college will be higher than
the attitude mean scores of prospective

teachers in Treatment II whose parents have
completed some college.
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The attitude mean scores of male prospective

teachers participating in Treatment I will be
higher than the attitude mean scores of male

prospective teachers participating in Treat-

ment II.

The attitude mean scores of female prospective
teachers participating in Treatment I will be
higher than the attitude mean scores of female
prospective teachers participating in Treat-
ment II.

The hypotheses were tested using multivariant

analysis of covariance. The findings were that an over-all

positive attitude change did occur and that that change was

a result of interaction of the factors of the sex of the

prospective teacher and whether his/her parents had or had

not attended college. The investigation supported the

following conclusions:

1.

Males whose parents have had some college
will have more positive attitudes towards
inner-city schools if they participate in
Treatment I.

Males whose parents have had no college
will have more positive attitudes toward
inner-city schools if they participate in
Treatment I.

Females whose parents have had some college
will have more positive attitudes toward
inner-city schools if they participate in
Treatment I.

Females whose parents have had no college
will have more positive attitudes toward
inner-city schools if they participate in
Treatment II.
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CHAPTER I

INTRODUCTION

Need for the Study

A critical issue facing colleges that train teachers
and boards of education that hire teachers is the training
of teachers for the inner-city. Previously the criteria for
the selection of teachers has included traditional academic
programs and professional qualifications. 1In education only
the student has been held accountable for his failure or
success. Now, because of the long history of failure by
large segments of the population, namely the inner-city
population, to succeed in school, it seems conceivable that
it is the schools that are disfunctional rather than the
population itself.

Students, parents, and community leaders are demand-
ing that teachers and administrators be held accountable for
school performance. Here, the subject is the teacher: not
his academic qualifications that have heretofore not included
a desire to teach or ability to be empathic to a given popu-
lation but the teachers' attitude toward the "inner-city
school" as a generic concept.

The importance of the classroom teacher as the
critical factor in the school environment cannot be over

emphasized. Strom wrote that the critical point in the



educational process is the point of direct contact with the
children--the teacher.l Thus the educational progress of
the child is greatly determined by the teacher, for the
teacher controls the learning process by his interaction
with the student. Consequently the teacher's success or
failure will depend upon the teacher's sensitivity in relat-
ing to the student, accepting the student as a person, and as
a product of his environment. This sensitivity is further
explained by Berman. She wrote that to perceive the
intentions of another in the way that the other person
desires demands open channels of communication and honesty

in relations on the parts of the persons involved.2 "If
blandness or insincerity characterizes the world of either
the perciever or the percieved, the message is lost in trans-
lation."3 Inlow supported the above point of view. He re-
ported that " . . . human growth proceeds along many dimen-
sions, the cognitive being only one. Thus teaching and
evaluation always must relate broadly to the totality of

the individual."4 He further stated that teaching commits

lRobert D. Strom, The Inner-City Classroom Teachers'
Behavior (Cleveland, Ohio: Merrill Books, Inc., 1966), p. 1.

2Louise M. Berman, New Priorities in the Classroom
(Cleveland, Ohio: Charles E. Merrill Company, 1968), p. 33.

3Ibid.

4Gail M. Inlow, Maturity in High School Teaching
(Englewood Cliffs, New Jersey: Prentice-Hall, Inc., 1970),
p. 21.




instructional leaders to observe pupil behavior with a
clinical eye and to interpret such behavior insightfully.
For the teacher to perform any of these effectively he must
be able to evaluate positively those students whom he is
teaching. Further support for this point was given by Inlow
in discussing the subject of the teacher's interaction with
parents. Inlow suggested that friendliness, tact, sincerity,
and naturalness are requisites for a positive interaction
process. He further pointed out that a willingness to listen
an ability to empathize, and skill in controlling the obstruc-
tive emotions are no less requisite.l

The necessity of interaction of parents, teachers,
and students was stated by Bookover and Erickson who wrote
that changes in the school achievement will occur when the
norms of the school are modified so that all persons with
whom the student interacts believe he can learn.2

Carl Rogers supported the idea that the classroom
teacher is the most important component in the educative
process.3 He stressed the importance of the teacher's
attitude and behavior in the classroom. The additional

quality of the interpersonal relationship between teacher

lipid., p. 23.

2Wilbur B. Brookover and Edsel L. Erickson, Societ
Schools and Learning (Boston: Allyn and Bacon, Inc., I§3§;
p. 95.

’

3Carl B. Rogers, "Humanizing Education: The Person
in the Process," ASCD News Exchange, IV (April-May, 1967),
pP. 2.




and student is very important, according to Rogers. He
maintains that a strong belief that the student can learn
is the most important asset a good teacher can have. The
genuineness of the teacher is manifested in his ability to
love, accept, and trust his students in addition to the
development of an éﬁpathic understanding of them.

Recognizing the importance of the teacher as a
critical factor of student performance in the educational
setting and the necessity for the teacher to positively value
his students, an educational experience for pre-service
teachers was designed to provide pre-service teacher education
students the opportunity to evaluate and/or change their atti-
tudes toward the inner-city school.

The problem was whether than experience produces a
greater positive change when it is spaced apart or concén—
trated. Findings of this research should contribute to the
existing body of knowledge available concerning pre-service
education programs for inner-city students. If the results
of this study indicate that there is a positive attitude
change that is dependant upon the method of administering
a given treatment, then other designers of experiences
relevant to the preparation of teachers for the inner-city
may wish to incorporate this experience into similar
programs.

The philosophy of the methods program at Michigan
State University is that the secondary school teacher must

teach both students and subject matter. The student is the







primary focal point and the subject matter is secondary.
This position results from the belief that before a teacher
can begin effective classroom instruction, there has to
have developed a sense of trust or some degree of rapport
between the student and the teacher. The structure of the
secondary methods program (two hours general preparation
and three hours specific subject matter preparation) allows
the general section to concentrate on developing an aware-
ness of the psychological and sociological competencies
needed to deal with young people in the secondary school
which would assist the prospective teachers in achieving
maximum effectiveness in instruction. Strategies for
teaching specific subject matter are left to specialists
from the various departments throughout the University.

The staff of the Secondary Methods Program at
Michigan State University which consisted of one Co-
ordinator and three Graduate Assistants recognized the
importance of the teacher's attitudes toward the performance
of the student, and that a lack of understanding of the
meaning of school to an inner-city student magnified many
of the educational problems associated with that student.
The staff hypothesized that prospective teachers held nega-
tive attitudes toward the inner-city and that an educational
experience should be incorporated into the course to allow
examination of these attitudes and encourage the development

of positive, student-oriented attitudes.



Purpose of Study

The purpose of this study was to assess which of
two (2) model treatments of training teachers in urban edu-
cation would produce the greatest change of attitude toward
inner-city schools in prospective teachers. The treatment
consiéted of a simulation game, a small group attitude
inventory session, a large group attitude inventory session,
and a lecture.

The methods of administering the treatment were

designated Treatment I and Treatment II.

Treatment 1

Treatment I was administered in three successive
nights, each session being two and one-half hours

long.

Treatment II

Treatment II was administered one-day per week for
three weeks with each session being two and one-half hours
long. In order to determine the above, the following major
hypotheses were tested:

Hypothesis 1l: Prospective teachers participating

in Treatment I will experience a greater positive

change of attitude toward inner-city schools than

the prospective teachers participating in Treat-
ment II.

In addition to the above major hypothesis, the following

related research questions will be tested.



l: Prospective teachers in Treatment I who had a
parent or parents who completed some college
or graduated from college will have more posi-
tive attitudes than prospective teachers in
Treatment II whose parents have completed some
college or graduated from college.

2: Prospective teachers in Treatment I who had a
parent or parents who had not completed any
college work will have more positive attitudes
than prospective teachers in Treatment II
whose parents have not completed any college
work.

3: Female prospective teachers participating in
Treatment I will have more positive attitude
change toward inner-city schools than female
prospective teachers participating in Treat-
ment II.

4: Male prospective teachers participating in
Treatment I will have a more positive attitude
change toward inner-city schools than male
prospective teachers participating in Treatment
II.

Definition of Terms

Prospective Teachers

Prospective Teachers refers to students enrolled
in a teacher training program who, upon completion of that
formal program, will be certified to teach at the secondary

level.

Inner-City School

Inner-city School refers to those schools located
in the core city in low socio-economic areas. These schools
have large Black populations who are of low socio-economic

status.



Attitudes
Attitudes refer to the manner of feeling or position
that is made or taken toward a person, thing, symbol, event,

or other stimulus.

Population

The population was students enrolled in Education
327, Methods of Teaching in the Secondary School, at Michigan
State University. Students enrolled in this class are those
who are preparing for the Michigan Secondary School Teaching
Certificate. This course is taken prior to student teaching.
The students are generally juniors and seniors from thirteen
disciplines.

Students participated in this study on a voluntary
basis by enrolling in "modules" (workshops) entitled,
"Teaching Non-Whites." Treatment I students were Education
327 students during the Winter Term of 1971; Treatment II
students enrolled Spring Term, 1971. The description of
the workshops was the same both terms. (See Appendix for
Education 327 course description and procedure for selection
of modules.) The total number of students participating
in these workshops was 108.

This experience was administered in three sessions

each being 2.5 hours long. It included a simulation game,



small group interaction, large group interaction, and a
lecture.

The first session consisted of the simulation game
"Washington Heights."1 "Washington Heights" attempted to
simulate a depressed community occupied by a minority group
and controlled by an outside majority. The object of the
experience was to present a situation such that the prospec-
tive teacher could, as far as a simulation game would allow
him to, (1) empathize with the inhabitants of a depressed
community, (2) develop a sensitivity to what kids from de-
pressed communities bring to school, (3) to examine the
school-community-institution relationship in respect to
school-community expectations and school-community realities,
and (4) to be able to recognize and be sympathetic to persons
who view the school differently. After the game, a prolonged
and detailed talk-down was held for the students, to evaluate
what happened to them and their peers during the game.

The focus of session two (2) was on small group dis-
cussion. The large group was divided into small groups and
each was assigned a facilitator. The facilitator's role was
to keep the discussion on the given topic, act as a resource
person, and to manipulate the discussion such that true

opinions would be extracted.

lPeter F. Flynn, "The Empathic Affect of a Socio-
Dramatic Game on Prospective Inner-City Teachers" (unpublished
Ph.D. dissertation, Michigan State University, 1971).
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The session began with the showing of the movie
"A School Fights Back," produced for the Muskegon Heights
School District, in Michigan. The movie was an examina-
tion of what had happened to the district as a result of
being integrated. Also it introduced and explained partic-
ular programs that had been initiated to ease the racial
tensions in the schools and how the school was made livable
for Blacks. 1In the film, particular attention was given to
the feelings of Black students and the Black community.

After the movie the small groups focused on an exam-
ination of their attitudes toward the inner-city schools and
its clientele. To generate discussion, the students were
asked to react to several questions. Initially the student
was to verbalize to his group (a) why he was in the workshop
and (b) why he was interested in teaching in the inner-city.
Secondly, the participants were to talk about the simulation
game from the first session, relate the game to their responses
to (a) and (b) and compare their feelings and behaviors with
the feelings and behaviors of the other participants.

The third exercise of the session was designed to
examine the nature of the relationship of the school to its
clients. To do this the participants were instructed to
react to the following:

The effect of reinforcing the cycle between

prejudice and racism is to make the victims

into criminals and to excuse the structures

that are really responsible. We don't blame

the school system for the poor performances

of Black children, we blame the kids for
being unable to learn. The children are
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called problem children, underachievers, or
disadvantaged and are punished by insuring
increasing disadvantage for their uncooper-
ative nature.

To bring the statement into perspective, they were asked to
perform the following tasks:
Task 1l: Agree with and support the statement.
Task 2: Disagree and criticize the statement.
In addition, they were asked to employ Tasks 1 and 2 on
the following statements:

1. A change of philosophy by the school will
change the effect of teaching.

2. The students lack incentive which retards
school motivation.

After completing the above, the group discussions centered
on "what people are" and "what education should be." Dis-
cussion of the former was facilitated by reacting to the
following statement:

Input I. Many of us tend to assign people to a
set of general classes and assume that
by the act of crude classification they
are understood. If we know a person's
race, class, occupation, religion, marital
status, and sex, we have a clear, fixed
image of what he is. One problem with
these sterotypes is that however accurate
or inaccurate they are in global terms,
they are too convenient. We stop with
them, erroneously believing that we under-
stand a person through them.

Task 1l: How does this relate to your
concept of Blacks?

Task 2: Do you have sterotypes, no matter
how remote they are?

Task 3: Do you interact with Blacks,
Chicanos, or Indians or do you
interact with people?
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Discussion of the latter was facilitated by the participants
involvement with the following:

Input I. Most, if not all, educational programs
for Blacks aim to change them into White
middle-class-like people. The belief
that White "values" are superior to
Black "values" has no basis.

Task 1l: Agree with and support the
statement.
Task 2: Disagree and criticize the
statement.
The final activity for the session was a supportive-critical
message giving exercise. Each group member was instructed,
"Is there anything supportive, or critically supportive,
you would like to say to any member of the group? If so,
do not call that person by name or give any indication to
whom you are referring; just make the statement." After
each person who wants to say something has had his say, a
short discussion-reaction period followed.

The third and last session was composed of small
group and large group activities. To establish continuity
of the group process initiated during the last session,
the groups (with the same persons in each group) began the
session with the following exercise.

In this exercise you will unfrivilously play

the role that you will arbitrarily be assigned.

You are to discuss the relationship of the

described community and the school; how each

does or does not compliment the learning process;
the implications for the teaching process, etc.

Remember to stay within your roles.
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X = Ghetto Resident
Concerned about his plight, politically
aware, articulate, calls a spade a spade,
intelligent, knows he has not gotten what
he is able to achieve, and loyal to his
neighborhood, admits positive and negative
components of neighborhood. Suspicious of
outsiders.

Y = Liberal Social Critic

The progressive helper who feels the
Ghetto Resident has been wronged by
society. He supports "rehabilitation"
programs that are economic, spiritual,
and political. A lay euthenic.

Z = The Neutral Observer

He feels that the ghetto exists because
it's all a part of the scheme of things.
Some are rich; some, almost rich; and
some, poor. Maybe if they work harder,
things will improve.

The progress of middle-class education in the

ghetto is doomed. It is not relevant. Specifically,

middle-class English is a second, not primary,
language in the ghetto: Drill, conversation,
vocabulary study and the other elements of the
language arts are limited to the classroom, period.
There is little or no reinforcement at home, on

the corner, in the poolhall, or on the street. How
could there be? The ghetto has its own dialect,
its own vocabulary. There is also little interest
in social history courses: the growth and develop-
ment of middle-class America is a reality with
which they will not or cannot identify. The story
of middle-class America is not dramatically their
story. The drama of the present social change
enveloping the ghetto is their story. While math-
ematics and science are relevant, there is no
motivation to learn. There is no immediate reward
for learning--no clothes, no food, no prize of any
sort. Learning for the sake of learning is unknown
and holds no value for the ghetto child.

What does? Material objects for one. The new
alligator shoes, the diamond ring, the custom-made
suit or dress--anything new, everything new. Only
what can be seen has a value. The ghetto attitudes
are basically self-accommodating. Law and order in
the ghetto will be maintained as long as it does
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not interfere with needs or wants. When it does,
the law does not apply. See something you want,
take it; see something you need, take it. Respect
for property--forget it. New meanings are applied
to middle=class words. To lend is to give; to
borrow is to keep. "Lend me a nickel, lend me a
dime," really means that nickel or that dime is

now mine. Stealing carries no stigma. Just don't
get caught. Where the middle class has its virtues,
honesty and loyalty; the ghetto has its virtues,

in juxtaposition. Clever lying is often necessary
for survival. Loyalty to another exists only so
long as it does not become a threat or an inconven-
ience. Twisted virtues these may be, at least to
the middle class; nevertheless, they are there.

And there is the moreal structure of the ghetto,
which flows from the natural order of things.

Pressuring a child to achieve can be explosive.
Imagined slights or indignities trigger emotional
rage.

The non-so-hard-pressed middle class does not react
violently to pressure. The leveled emotionalism

of the middle class promotes a plodding toward
reachable goals. The frantic pace of the ghetto
permits no such luxury. In fact, only immediate
goals and immediate results are tolerated.

A long-term sense of responsibility is seldom
established in the ghetto male. 1In light of these
circumstances, the ghetto mother usurps the father
role and a matriarchal society results.

Admist this frustration, the school provides comedy
relief from intolerable home and life situations.
The students learn early how best to turn the school
scene to what they think is their advantage. Most
are capable of creating only bedlam; all things
emotional prevail. The atmosphere is so mentally
scattering and exhausting that any problem or sub-
ject that requires concentration is, too difficult.
Thinking is, after all, hard work. Their substitute
for application to academic goals is a witty frivol-
ity, for there is humor in the ghetto as well as
sordidness.

The next task was to read the following statement and respond
to the "initial reactors.”

Control of one's destiny is the best predictor of
performance. Despite the very large achievement
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differences between Whites and Blacks at the

ninth and twelfth grades, those Blacks who gave
responses indicating a sense of control of their
own fate achieved higher on the tests than those
Whites who gave opposite responses. This attitude
eas more highly related to achievement than any
other factor in the student's background or school?

Initial Reactors: 1. What attitudes keep non-white
kids thinking they do not
control their environment?

2. What things in the environment
can reverse this feeling? Or
can it be reversed? If so,
how? If not, why?

Before moving into a large group, the group leaders
were asked to answer as many of the students' questions as
time would permit; The group leaders were graduate students
who were experienced inner-city teachers. They were not
included as subjects in the study.

For the last hour the students were brought together
in a large group. To spur group interaction, they were
asked to find a solution to the following instructional
crisis depicted in the caricature on the following page.

Following the feedback from the students, the session
continued as on a lecture-discussion format focusing on:

(1) teacher attitudes and how they affect learning;

(2) teacher orientation vs. student orientation;

(3) good-teaching as a possible alternative;

(4) curriculum as it relates to the student; and
(5) bridging the consumatory-preparatory gap.

Collection of Data

Demographic data were collected during the adminis-
tration of the instrument. In both treatments, the prospec-
tive teachers were asked to respond to the instrument before

beginning the treatment and after the last activity.
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Instrument

The instrument used to assess the attitude change
so that the two groups could be compared was a Semantic
Diffefential of fiffy descriptive scales developed by C. E.
Osgood.l Twenty bipolar objective scales with high evalu-
ative weighing were chosen for this study. According to
Osgood the user of his scales, when wanting to index
attitudes, should select only those scales which have high
loadings on the evaluative factor across concepts generally
and negligible loadings on other factors as determined from
his factor analytic scales. Test and retest reliability
for Osgood's Semantic Differential can be found in the

Measurement of Meaning by C. E. Osgood, G. J. Suic and P. H.

Tannenbaum.
The scales were matched with the concept, "Inner-City

Schools."” Pre-test and post-test forms of the instrument
were identical.

The Semantic Differential requests responses from
meanings. Meanings are derived from experience. Since no two
individuals have identical experience, it follows that no
two individuals will percieve precisely the same meaning in
any given word. Hence an assumption of the semantic differ-

ential is that the backgrounds of the prospective teacher

determines his affective reaction to the stimulus concept.

lC. E. Osgood, C. J. Suci, and P. H. Tannenbaum,
The Measurement of Meaning (Urbana, Illinois: University of
Illinois Press, 1957), pp. 34-37, 82-84.
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The positive or negative direction of attitude is determined
by the marking or selecting of polar terms by the prospec-
tive teacher. If the score falls toward the positive pole,
the attitude is positive, if toward the negative pole, the

attitude is negative.

Design of the Study

The following design was employed:

Pre-Test Treatment Post-Test
X, 0, X
X5 0, X,

This design was chosen so as to allow pre-testing,
post-testing, and different treatments. With this design

both groups are distinguished and can easily be compared.

Treatment of Data

The semantic differential allowed an assessment of
the prospective teacher's attitude change. This assessment
was determined by the directional movement toward either
the positive or the negative pole over each scale. The
scales were numbered one through seven with seven being the
most positive and one being the most negative. The total
score for each respondent was computed by adding the numer-
ical value of each response.

The statistical procedure used on the analysis of

the datawas the multivariate analysis of variance. The
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data were analyzed on a Fortran computer program entitled
"Multivariance: Univariate and Multivariate Analysis of
Variance and Covariance, A Fortran IV Program, Version 4,
June 1968," developed by Jeremy Finn at the University of

Buffalo, Buffalo, New York.

Limitations of the Study

1. Participation was limited to those prospective teachers
who elected to enroll for this particular workshop.

2. The design did not attempt to control for history.
History would be the specific events happening between
the pre-test and post-test in addition to the experi-
mental variable.

3. The study was self-limiting in that the Semantic Differ-
ential measured the connotative meaning of stimulus
concepts by prospective teachers.

4, The study was conducted in a large midwestern industrial
city. In all probability the characteristics of the
prospective teachers in this study will differ signifi-

cantly from those conducted in other parts of the country.

Plan and Content of this Thesis

This chapter has presented the statement and nature of
the‘problem to be investigated. It also contained the
methodology, procedures, description of the population, defi-
nition of terms, description of the treatment and the research

instrument.
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Chapter II is a review of the literature relevant
to the investigation.

Chapter III is an analysis of the data.

Chapter IV contains the research findings and the

conclusion of the study.



CHAPTER II

REVIEW OF LITERATURE

For the last decade educators and sociologists have
relentlessly pointed to the widening educational gap be-
tween the nation's affluent and the nation's poor. The lack
of education has been identified as a primary causal factor
that relegates an individual or a group of individuals to
low socio-economic status. The central city has been sug-
gested as a primary point of concern because that area is
a pocket for the poor, uneducated citizenry. The central
city or "inner-city" as it has been labeled is generally
made up of minority groups that have been alienated from
and denied the educational and economic opportunities
afforded to the majority of the population. Thus, the
educational process of the inner-city school is a concern.
However, it must be recognized that the school itself can
not as a singular institution ameliorate the socio-economic
condition of the inner-city.

It has been suggested that when preparing teachers
for the inner-city attention must be given to the attitudes

of those prospective teachers. Gertrude Noar pointed out:
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The teacher candidate needs to understand not only
what makes the child tick but also what motivates
himself. Somewhere, sometime during his years in
college, he should experience a confrontation. . . .
There is no longer any doubt that the very nature
of our culturally philologistic society imposes on
the college the necessity of so preparing teachers
that they are free of irrational prejudices.

The necessity of the confrontation that Ms. Noar refers to
is evidenced by theé following account.

I remember vividly the first day I was to report
to work. For two weeks before this day I had nothing
but apprehension about my job. I felt determined to
go at least one day and if it didn't work out I would
quit. My first professional duty was to appropriate
classrooms. The room was crowded, hot and sticky with
high-pitched voices of constantly-talking students.
To get over to the counselor's office I had to pass
through a myriad of students. In order to get into
the counselor's office I had to weave somehow through
the unfamiliar crowd. All of a sudden I felt real
panic inside. I was very much aware that at that
moment I was the only white person in a room filled
with two hundred strange faces. I had never been in
a place with so many colored people, let alone ig the
minority. I thought I would suffocate or faint.

The problem faced by this teacher is not academic. It was

a problem of attitude, fear, and a lack of understanding.

A problem of not knowing herself while amidst people unlike
herself. This teacher, if she is going to provide effective
instruction will need to undergo certain behavior and/or

attitude transformations. Why?

1Gertrude Noar, Teaching and Learning the Democratic
Way (Englewood Cliffs, New Jersey: Prentice-Hall, 1963),
pp. 119-121.

2R. Chapman, "Teaching is Also Learning," The Bulletin
of the National Association of Secondary School Principals,
52:23-27 (October, 1968).
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Alan Wilsonl in studying the effects of social
attitudes on the academic attainments of urban school chil-
dren found that "the normalization of diverging standards
by teacher" crystallized different levels of scholastic
achievement. He concluded that teachers adapt their atti-
tudes toward academic attainment and their concepts of
scholastic excellence to the composition of their student
bodies. David Gottlieb found that the race of the teacher
influences the type of attitude he has regarding his stu-
dents.2 He assessed the views of Negro and Caucasian
teachers toward students in a nothern urban community. He
found differential perceptions of students by their teachers.
White teachers typically selected adjectives indicating
that Black students are "talkative, bossy, high-strung, as
hellions, and fun-loving." Black teachers view the same
students as "happy, cooperative, energetic, ambitious, and
fun-loving." The majority of the teachers agreed that the
students did not possess qualities usually associated with
middle class children.

The attitudes held by experienced teachers are not

markedly different from those held by prospective teachers.

1Alan B. Wilson, "Social Stratification and Academic
Achievement," in Education in Depressed Areas, ed. by Harry
Passow (New York: Teachers College, 1963), p. 234.

ZD. Gottlieb, "Teaching and Students: The Views of
Negro and White Teachers," Sociology of Education, XXXVII
(1963), 353.
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Grambsl found that undergraduate students in education
expressed "good," tolerant attitudes toward students of all
groups in our society, but that the degree of acceptance
dropped markedly if the personal lives of the future teachers
were involved. When attitudes toward students were studied,
inhabitors of urban areas were rated lowest with the Blacks
occupying the lowest ranking of groups on a Bogardes-type
social distance scale.

Charles Silberman2 noted that the teacher's negative
attitude toward inner-city students centers around class
prejudice as well as color prejudice. He stated that " . . .
many teachers who have just moved up into the middle class
may feel threatened by contact with lower class children;
the youngsters remind them too much of their own origins."3

Hogan and Boca4 conducted a study of the attitudes
of undergraduate education students at a large mid-western
university toward teaching in the inner-city. Sixteen per
cent of the students surveyed stated that they preferred not
to teach in the inner-city. ". . . teaching in the inner-

city tends to destroy a teacher's enthusiasm for teaching,”

lJean Grambs, "Are We Training Prejudiced Teachers?"
School and Society, LXXI (1950), 196-198.

2Charles E. Silberman, Crisis in Black and White
(New York: Random House, 1964), pp. 3-16.

31pid.

4Edmon O. Hogan and Thelma Boca, "Undergraduate
Education Students' Opinions Regarding Teaching in the
Inner-City" (unpublished paper, Michigan State University,
March, 1968).
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and ". . . values of inner-city children are in conflict
with teachers' values" were the two primary reasons given
by secondary majors for not wanting to teach in the inner-
city.

The Michigan Public School Racial Censusl conducted

in 1967 by the University of Michigan Survey Research Center
indicated that teachers' attitudes toward minority groups
are negative. It stated that,

(1) Teachers have more negative attitudes toward

their pupils in classes with a larger proportion

of Negro pupils and (2) it appears that the greater

the proportion of Negro pupils in a class the lower

the teacher's rating of their pupils' academic

ability and motivation.

Clark2 employed a group of white students to inter-
view a sample of white teachers in the New York inner-city.
Fifty per cent of the subjects stated that Negroes were
inherently inferior in intelligence and, therefore, could
not be expected to learn. They believed that the humani-
tarian thing to do was to conduct schools as custodial
institutions rather than educational institutions. Clark

viewed these responses as an excuse for deliberate non-

professional behavior.

1Michigan Department of Education, First Michigan
Public School Racial Census (Lansing, Michigan: Michigan
Department of Education, 1967), p. 3.

2Kenneth B. Clark, "Clash of Cultures in the
Classroom," in Learning Together, ed. Moyer Weinberg
(Chicago: 1Integrated Education Associates, 1964), pp. 18-
25,
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Ryans1 concluded that there are three key charac-
teristics that differentiated between good and poor teachers.
They are:

1

2
3

good teachers had good attitudes favorable to pupils;
enjoyed pupil relationships;

were generous in their appraisal of the behavior and
motives of other people.

This study covered a span of one hundred separate research
projects and 6,000 teachers. Ryans noted high positive
relationships in classrooms between observers' assessments
of "productive pupil behavior" (e.g., assessments presumed
to reflect pupil alertness, participation, confidence,
responsibility, self-control, initiating behavior, etc.) and
observers' assessments of previously identified patterns of
teacher behavior which refer to understanding, friendly
classroom behavior, organized business-like classroom behav-
ior.

The studies cited so far indicate that teachers and
pre-service teachers (undergraduate assumption) reflect the
values of society as a whole in holding negative perceptions
of minority students. Green stated that teachers, both
Negro and White, who teach in inner-cities are aware of the
fact that their schools are perceived as being low status
and low prestige schools, which cause them to have lower
self-esteem when assigned to disadvantaged areas. He con-

cluded that it is crucial that educators foster the idea

lD. G. Ryans, "Some Relationships Between Pupil
Behavior and Certain Teacher Characteristics," Journal of
Educational Psychology, LII (1961), 82-91.
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that an assignment to a school in a disadvantaged area can
be a worthwhile experience rather than a form of punishment.l
There is a necessity for teachers to be totally
aware of the realities of the neighborhoods, homes, peer
group associations, etc. that inner-city students bring to
school with them. Prospective teachers must also make the
transition of student to teacher: take responsibility for
their actions, exhibit genuine feelings, and promote actions
or processes that would contribute to the elimination of
unwholesome social environments. The need for improved
teacher education for the inner-city is urgent.
Ssmith noted,
The fault (of the collapse of the urban school) lies
within the larger society that fails to acknowledge
the existence of black people and subsequently trains
teachers and constructs curriculums and materials for
a presumably monalithic white middle class society.
Teachers have failed because for the most part, they
don't know any thing about, care little about, and

have not been trained to teach their black and brown
pupils.

To assist in preparing teachers for the inner-city
some scholars have sought to inject the intense examination
of the traits of Blacks, Chicanos, Puerto Ricans, and other

groups. Little attention has been given to the examination

1Robert L. Green, "After School Integration What?
Problems in Social Learning," Personnel and Guidance Journal
(March, 1966), 704-710.

2D. H. Smith, "Preparation of Teachers for the
Central City," Teacher Education Issues and Innovations,
Yearbook of the American Association of Colleges for Teacher
Education (Washington, D. C.: AACTE, 1968), p. 50.
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of the predominant culture and its institutions. Smithl

and Carroll2 recommended a program which allows prospective
teachers to become more aware of their attitudes and beliefs
by developing empathy for inner-city people. Inman recom-
mended that, "the pre-service program of teacher education
should seek to develop in each teacher a sense of genuine
respect and empathy for the students."3

Washington4 conducted an investigation to assess
changes in the attitudes of prospective teachers as a func-
tion of their experiences in pre-service education courses.
He used the Osgood Semantic Differential to investigate the
attitudes held by prospective teachers toward inner-city
schools. The study was conducted on a sample of 250 pro-
spective teachers, 125 in the control group and 125 in the
experimental group.

In Washington's study, the pre-service program
that was developed included pictures, micro-labs and group

discussions. The content of the program was focused on

l1pid., p. s51.

2E. G. Carroll, "Adjusting Our Teaching--Adapting
to Other Values," Elementary English, 46:172-172 (February,
1969).

3T. H. Inman, "Educating Teachers for the Disadvan-
taged," The Journal of Business Education, 43:268-269
(April, 19683).

4Kenneth R. Washington, "Additudinal Change of
Students as a Function of Experiences in a Pre-Service
Education Program" (unpublished doctoral dissertation,
Michigan State University, 1970).
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racism in education, teacher perceptions of inner-city
schools, attitude introspection, racism in the whole
society, and attitude assessment.l

In the study Washington compared the attitude mean
scores of participants and non-participants, gemale and
male participants, and participants whose parents had a
college education to participants whose parents did not
have a college education.

Washington2 found that there was not a significant
statistical difference between the control and experimental
groups. He also found no significant difference in the
mean scores based on sex. The study did substantiate that
the mean scores of prospective teachers whose parents had
a college education were higher than those whose parents
had not.3

Flynn4 studied the effectiveness of a sociodramatic
game as an affective method of preparing teachers for the
inner-city. Two questions were posed: (1) Do prospective
teachers who play the game express attitudes more similar
to those of inner-city residents than those expressed by
prospective teachers who have not played the game? (2) Are
prospective teachers who have played the game more empathic
toward inner-city people than those who have not played the

game?

lipid., p. 36. 21pid., p. 47.

31bid., pp. 49-60. 4 1ynn, op. cit.
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Flynn found that the groups which participated in
the game when tested had greater similarity with the inner-
city norm group than those who did not participate. The
treatment groups also projected more (one part of the
measurement required the participants to answer the instru-
ment--Flynn Attitude Inventory--as they thought an inner-
city resident would) than the non-participant group. The
pre-test showed that there were no significant differences
between the game players and non-game players before the
game was played.

Flynn found that the sociodramatic game was a useful
method for preparing teachers for the inne}—city. The study
was significant in that it was effective in eliciting atti-
tudes from prospective teachers that were similar to those
expressed by inner-city residents.

A significant portion of this investigation deals
with the change of attitude toward inner-city schools as a
result of participating in either of two time-limited groups.
An effort was made, by reviewing the literature, to estab-
lish a theoretical basis for prediction of attitude change
as a result of participation in such groups. Anecdotal and
descriptive research is available. Unfortunately, the enthu-
siasm that characterizes description of time-limited groups

is not reflected in vigorous research activity.

lA time-limited group is one whose existence is for
a predetermined length of time.
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Summarz

The literature that has been reviewed in this
chapter forms the theoretical basis of this study. The
first portion of this chapter focused on material indicating
that teachers have negétive perceptions of inner-city
schools and students. Also indicated were the roles of the
teacher as perceived by the inner-city teacher. Silberman
and Grambs demonstrated that teachers and prospective
teachers hold similar attitudes toward inner-city schools
and its clients and that these attitudes revolve around
class prejudice as well as color prejudice. The relation-
ship of teacher attitudes as they affect teacher behavior
was discussed.

Part Two of this chapter supported the hypothesis
that pre-service education can and should provide the
teacher an opportunity to examine his values and beliefs
within the context of being prepared to teach in the inner-
city. Writings by Smith indicated the necessity for pre-
service training. Smith and Carroll cite the necessity
of a program for attitude and belief introspection. Specific
studies of this nature by Flynn and Washington indicated that
pre-service programs do have an effect on the attitudes of

pre-service teachers.



CHAPTER III

ANALYSIS OF DATA

The purpose of this study was to assess which of

two model treatments would produce the greatest change of

attitude toward inner-city schools. One treatment, Treat-

ment I, was administered in three successive nights, while

Treatment II was administered on day per week for three

weeks.

major hypothesis was tested:

tested:

2:

In order to compare the treatments, the following

-

Hypothesis 1l: The attitude mean scores of
prospective teachers in Treatment I will be
higher than the attitude mean scores of
prospective teachers who participated in
Treatment II.

In addition, the following sub-hypotheses were

The attitude mean scores of prospective
teachers in Treatment I whose parents have
completed some college will be higher than
the attitude mean scores of prospective
teachers in Treatment II whose parents
have completed some college.

The attitude mean scores of male prospective
teachers participating in Treatment I will be
higher than the attitude mean scores of male
prospective teachers participating in Treat-
ment II.

The attitude mean scores of female prospective
teachers participating in Treatment I will be
higher than the attitude mean scores of female
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prospective teachers participating in Treat-

ment II.

The hypotheses were tested using multivariant
analysis of covariance. Analysis of cova