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ABSTRACT

THE RISK TAKING OF STUDENTS IN THE FIRST COURSE OF
THE TEACHER TRAINING SEQUENCE AT MICHIGAN STATE
UNIVERSITY AS MEASURED BY TWO INSTRUMENTS

By

Michael Dennis Wroblewski

Summar

Purposes of the Study

1. The basic purpose of this study was to develop an
instrument to measure risk taking 1n educational sltuations
and to compare it to a general test of risk taking (Kogan

and Wallach's Choice-Dilemmas) to see in what ways the two

instruments differed.

2. Closely alllied with this purpose was the desire to
ascertain 1i1f prospective teachers scored differently on the
two instruments.

3. The study additionally sought to determine 1if there
existed significant differences between:

a. The first and second administrations of the
instruments.

b. Special classes concentrating on value deci-
sions 1in education and regular educatlional
psychology classes.

¢. Male and female subjects.
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d. Interactions of the instruments with the three
other basic factors of the study (administra-
tion, class, sex).

In order to explore these related purposes, elght
hypotheses were developed. These willl be discussed later in

this abstract under Conclusions.

Limitations of the Study

1. Only students in the first course of the teacher
tralning sequence at Michigan State University were subjects.

2. The study does not consider many situational or
personality variables which might affect risk taking.

3. The developmental period (Education 200) 1s not
the only input which could affect the risk-taking propensi-

ties of the subjects.

Review of the Literature

A review of the literature for thils study consisted of
an analysis of the research done on risk taking in terms of
environmental or situational factors, individual or organis-
mic factors, and soclial or group factors.

The review indicated that further study of risk taking
should include a consideration of the unique situational fac-
tors and value alternatives inherent in specific decision-
making tasks. Before anything of importance can be said
about the risk taking of professional educators, the unique
aspects of educational declsion making need to begin to be

investigated.
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Design of the Study

The Sample.--Students enrolled in Education 200 at

Michigan State University, spring term, 1969-1970, were the
subjects of this study.

Instrumentation.--The Kogan and Wallach Choice-Dilemmas

and an experimental instrument patterned after that instru-
ment, but with educational dilemmas, were the two instruments
of the study. The Kogan and Wallach general test of risk

taking had a Hoyt reliabllity coefficient of r t-.71. The

t
experimental instrument's rellability was computed at
rtt-.77.

Procedure.,--The subjects were randomly assigned into

different fourths of the total Education 200 population. No
subject took more than one instrument, one time. Besildes
Instrument and administration, two other factors were con-
sidered--sex and class. SubjJects were nested in all levels
of all factors.

Analysis.--The eight statistical hypotheses were tested

by analysis of variance and appropriate Scheffé comparisons.

Conclusions

The followlng conclusions have been drawn from the
findings:

1. Large (295,279), randomly chosen groups of the
same population (Education 200) score riskier on the
experimental instrument than the Kogan and Wallach instrument

(P .0001) regardless of administration.
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2. No slignificant differences were found between
administrations on either instrument.

3. At the first administration, speclal classes
scored significantly riskier (P <.05) than regular classes
on the experimental instrument.

4. No significant differences were found between
classes at the first administration on the Kogan and Wallach
instrument.

5. At the first administration there 1s more of a
difference (P £.05) in scores between classes with the experi-
mental instrument than the Kogan and Wallach instrument.

6. No significant differences were found between gain
scores from the first administratlon to the second administra-
tion in the speclal classes when the Kogan and Wallach and
the experimental instruments were compared.

7. Speclal classes score riskier than regular classes
(p {.03).

8. Males score riskiler than females (P .01).

9. Males score riskier than females on the experi-
mental instrument (P < .05).

10. No differences exist between males and females on
the Kogan and Wallach instrument (B=.035, with a non-
centrality parameter of 1.0).

11. No significant differences were found between the
difference scores of males and females when both instruments

were compared.
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lt ic not the critic who counts, not the man who points out how
the strong man stumbled. or where the doer oF deeds could
have done them better. Tlno credit lulongc to the man who
. actua“q in the arena; whose Faco it marred Lq dust and
sweat and blood: who strives va|iant|q; who errs and comes
short again and again; who knows the great enthusiasms. the
great devotions, and cponJc Limcolf n a wortkq cause; who
at the best knows in the end the triumpk oF I'aig'\ achievement;
and who at the worst, iF he Failc, at least Foi'c while Jaring
groath; so that his placo shall never be with those cold and

timid souls who know neither victory nor JoFoat.

— THEODORE ROOSEVELY



CHAPTER I

INTRODUCTION

The Problem

The need for evaluating the effectiveness of tralning
programs for teachers and administrators 1s a continuilng
problem. It 1s difficult enough to assert that training pro-
grams have resulted in increased cognitlions for the trainees,
but evaluation in the affective domain is noticeably absent.
There are at least two interrelated problems in evaluating
in the social-emotional domain. The first 1s confusion about
what are the intended changes that result from tralning pro-
grams; the second 1s the crude state of development of
instruments to measure attitudinal, value, and behavioral
changes.

Educators and non-educators alike have attacked the

schools for belng too conservative.1

Protesting students
throughout the world demand brave, new approaches. The
critics say that educators are reacting and not prone to inno-
vate: "We are at the threshold of a revolution in educa-

tion, a revolution which will alter drastically every

1R. J. Havighurst, "Requirement For a Valid New
Criticism," Phl Delta Kappan, 40 (1968).




important aspect of education as a social institution and
as a prof‘ession."1

The ferment demands more than ever that educational
personnel be prepared to take more risks in such areas as
instruction, curriculum revision, budget allocatlions, and
interpersonal relations. Therefore, the promotion of risk
taking has become more and more an explicit or implicit
objective for the tralning of school personnel.

If an instrument could be devised to measure the risk
taking of educators, then teacher and administrator prepara-
tion programs would have some index to evaluate whether or
not the training program fosters increased risk taking.
Likewlse, in-service training of teachers on a bullding- or
system-wide basis might be enhanced. The risk-taking instru-
ment might help in the school administrator's dliagnosis of
where to concentrate his efforts in bringing about changes.
Desplte the benefit to education which research into the area
of risk-taking behavior in educators might be, work in this
area has not been forthcoming. Many researchers have investi-

gated risk taking in general, but inquiry into risk decisions

in the realm of education has been absent.

Purpose of the Study

The purpose of this study is to compare the changes 1in
risk taking that occur in a developmental period (Education

200) to undergraduate teacher trainees at Michigan State

1M Lieberman, The Future of Public Education (Chicago:
Pheonix Books, The UnIversity of Chicago Press, 1965), 1




University, as measured by a standard, general test of risk
taking (Kogan and Wallach's "Dilemmas-of-Choice"--Appendix A)
and an experimental instrument which 1is specific to educa-
tional situations.

Two groups of students taking Education 200 at Michigan
State University will be compared with both instruments.
Most of the students take the regular sections of Education
200; they comprise the first group. The second group of
students take speclal classes of Education 200. These speclal
classes have more of an emphasis on value systems and value

decision in education.

Definition of Terms

Risk Taking.--Degree to which an individual chooses

an option which has a high reward but a low probability of
payoff.

Situational.--That component of risk taking which is

determined by the circumstances within which risky alterna-
tives are present.

Sensitivity of the Instrument.--The capabllity of the

instrument to pick up differences between groups.

Experimental Instrument.--The risk-taking test which

is modeled after Kogan's Cholce-Dilemmas procedure, but has

teaching situations dilemmas instead.

Developmental Perliod.--The ten weeks during which stu-

dents at Michigan State University are enrolled in the first

course in the education sequence (Education 200).



Speclial Classes of Education 200.--Those sections of

Education 200 which are explicitly concerned throughout the
term with value decisions in education.

Regular Classes of Educatlon 200.--Those sectlons which

have as thelr procedure the more traaltional Educational
Psychology approach; that 1s, copnitive rather than affective

emphasis.

Assumptions of the Study

The followling assumptions are inherent in the
study:

1. The Kogan and Wallach Cholce-Dilemmas test does,

in fact, measure risk taking.

2. The instruments are of a semiprojective nature,
the subjJject being asked how he would advise others in the
situations described. It 1s assumed that an individual's
advlce to others reflects his own regard for the desirabllity
of success relative to the disutility of fallure.

3. Education 200 cannot be credited or blamed as the
sole or prime cause of the change in risk taking, but for
evaluation purposes that period of time in which the students
take the course 1s a developmental period for them in which
Education 200 is an important part.

4. Subjects in special and regular classes of Education
200 had no systematic differences at the beginning of the

course.



Limitations of the Study

This study 1s the first step in the development of an
instrument to assess the risk taking of teachers. It 1is
an attempt to investigate risk taking in the educational
sphere. Although the literature indicates that the situa-
tional elements of risk taking need to be considered, this
study 1s by no means definitive in that regard. The experi-

mental instrument 1s patterned after the Cholce-Dilemmas of

Kogan and Wallach and attempts to tap some of the more value-
salient decislons made by teachers. But it does not consider
other situational factors known to affect risk taking, such
as chance and skill aspects, or effects of prior gains and
losses. While the study 1s a consideration of one area of
the known environmental effects on risk taking, it does not
investigate at all the personality dimension. No attempt has
been made to pursue the interactlon effect of educational
decision making and personality type or trailt.

Another limitatlon of the study 1s 1ts narrowness of
scope. The sample 1s composed of college students who will
become teachers. There 1s some question about whether or not
more familiarity with teaching risk decisions 1s a confounding
variable in the study. If the sample also included practition-
ers, the generallizabllity of the findings and certitude about
the role of familiarity would be increased.

The study 1s also limited by circumstances which con-
front most soclal sclence researchers. The developmental
period (Education 200) 1is not the only input which could affect

the risk-~taking propensities of the subjJects. It 1s assumed



that this course, because 1t 1s malnly concerned with value
decisions 1n education and because 1t purports to increase
risk taking, 1s an important part of that developmental per-
iod. The relatively large sample and the random assignment
of subjects to the first and second administration of the
tests should equalize the differential effects on risk taking

of inputs other than Education 200.

Hypotheses

This study will investigate five general hypotheses.
They will be stated in broad research form below and again
in Chapter III in testable form. Each of the hypotheses
willl be preceded by a brief explanatlon of 1ts theoretical
base. A more extensive discussion of thelr relationship
to the theory and research on risk taking 1s avallable 1n
Chapter II.

Much of the research on risk taking has revealed that
risk-taking propensity can be changed. Because Education 200

purports to affect risk taking, it 1s hypothesized that:

Hypotnesis I

Some of the changes occurring in subjJects during the
Education 200 developmental period are changes in risk
taking.

The research indicated that risk taking 1s highly sit-
uational. The experimental instrument, which has educational
situations, as opposed to the Kogan and Wallach instrument,

which has general risk decisions, should be differentially



affected by changes in risk taking in the educational

sphere. Therefore:

Hypothesis II

The changes 1n risk taking of subJjects during the
Education 200 developmental period will be measured more
sensitively by the experimental instrument than by the
Kogan and Wallach instrument.

Since students are assigned to speclal or regular

classes of Education 200 on a random basis:

Hypothesis III

There will be no difference in risk taking between
speclal and regular classes at the beginning of Educatlion 200.

The literature on risk taking indicates that many risk
decisions are, at base, value decisions. When making a
declsion the indivicdual welghs the values which are associ-
ated with each alternative. Because the experimental instru-
ment 1s geared to educational decisions and because special
classes of Education 200 concentrate more on values and

value systems:

Hypothesls 1V

There will be more of a change 1in risk taking in the
speclal classes of Education 200 when measured by the experl-
mental instrument than by the Kogan and Wallach inastrument.

In most of the studles done on risk taking, male and
female subjects do not significantly differ. There 18 some

indication, however, that certain risk-taking situations do



activate responses that do differentliate by sex. Perhaps,
the environment of the school 1s one situation in which males
and females are prone to respond differently in their risk-

taking behavilor.

Hypothesis V

The experimental instrument will register more sex

difference than will the Kogan and Wallach instrument.

Overview of the Theslis

In Chapter II the review of literature on risk taking
will be pursued. This willl consist of a report of studies
relating to situational, personality and group factors 1in
risk taking. The author will attempt in the review to show
that generallizations about risk taking are not possible with-
out giving consideration to situational components and the
values activated by alternatives in risk decision making.

The deslign 1s specified in Chapter III, including a
description of the population and the sample used. This
chapter will also include a discussion of the 1lnstruments
used and estimates of their rellability. The procedures of
the administration of the instruments will be followed by a
statement of the hypotheses and the statistical methodology
to be used.

Chapter IV will be devoted to an analysis of the data
gathered in this study. Findings for each hypothesis will
be reviewed.

The final summary of conclusions, discussion and impli-

cations will be given 1iIn Chapter V.
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CHAPTER II

REVIEW OF LITERATURE

Introduction

To talk about risk taking is to refer to behavior 1in
situations where there 1s a desirable goal and a lack of cer-
tainty that it can be attained. It 1s to expose oneself to
possible fallure while in pursuit of a desirable gcal. Such
situations can range from buying a ticket on the Irish
Sweepstakes to driving a car. These situations may take the
form of requiring a choice between more and less desirable
goals, with the former having a lower probabllity of attain-
ment than the latter.

The investigation of risk taking and 1ts role 1in
decision making has been highly diffused. The concept was
first considered in the literature by economists in attempt-
ing to explain economic decisions. Out of this concern grew

1 des-

a number of mathematical model formulations. Edwards
cribes four such models that have been developed for the pur-
pose of providing a fully deterministic explanation of human
gambling decisions. They are based on the expectation that

the decision maker will choose alternatives that are of

lw. Edwards, "The Prediction of Decisions Among Bets,”
Journal of Experimental Psychology, 51 (1955), 201-204.




10

maximum value for him. However, empiriéal evidence has not
been consistent with the theories.1

When psychologlsts Joined the inquiry, the concept
became highly diffused. In order to impose some organizatlion
on the domain, the author will first separate it into three
broad areas of studies: those which have to do with environ-
mental or situational elements, those which concern individ-
ual or organismic factors, and those which address social
or group determinants. Under the rubric of slituational fac-
tors the reviewer willl consider various kinds of decision-
making tasks 1n which risk taking can be elicited. Then,
the implications of these contextual effects for risk-taking
behavior will be discussed. Under the class of individual
determinants, the author will summarize the various persocnality
and cognitive variables that are assoclated with risk-taking
behavior. Finally, the differences in risk taking of groups
as opposed to 1ndividuals will be explored.

The author will be greatly alded in this attempt by the

competent review of risk taking by Kogan and Wallach.2

1w. Edwards, "Probabllity Preferences in Gambling,"

American Journal of Psychology, 66 (1953), 349-364; W. Edwards,
"Warlarce Preferences in Gambl.ing,” American Journal of Psy-
chology, 67 (1954), 441-452; C. H. Coombs and S. S. Komorita,

easuring Utllity of Money Through Decisions,” American
Journal of Psychology, 71 (1958), 383-389; and F. Mosteller
and P. Nogee, "An Experimental Measurement of Utility,"
Journal of Political Economics, 59 (1951), 371-404,

2N. Kogan and M. A, Wallach, '"Risk Takling As a Function
of the Situation, the Person, and the Group," in New Directions

in Psycholo II] (New York: Holt, Rinehart and Winston,
1967,
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Situatioconal Influences on Risk Taking

Chance and Skill Aspects

Few decislons are composed of skill or chance elements
alone. An attempt at explaining the functlon of risk taking
in the decision-making process requires a consideratlion of
both of these components. Chance tasks can be perceived as
being susceptible to the influence of skill, and vice versa.
Strickland, Lewickil, and Katz1 found that subjJects made more
conservative bets 1n throwing dice when they were asked to
do so after the dice had been thrown (but not seen), than
they did before they threw the dice. The researchers' inter-
pretation was that the subjJects believed they had some control
over how the dice would fall. On the other hand, Cohen2 has
found evidence that subjJects introduce chance factors into
thelir perception of skllled performance. He further implies
that individuals are more prcone to risk taking 1if they belleve
they can influence the cutcome of the decision.

Littig> modifies the Cohen findings by postulating that
the perception of some measure of control of the outcome
leads to moderate risks, whereas bellef in no influence elicits

avoldance of intermediate approaches in favor of excessively

1L. H. Strickland, R. J. Lewicki, and A. M. Katz, "“Tem-
poral Orientation and Perceived Control ad Determinants of
Risk-Taking," Journal of Experimental Social Psychology, 2
(1966), 143-151.

2
1960).

J. Cohen, Chance, Skill, and Luck (Baltimore: Penguin,

3L. W. Littig, "Effects of Skill and Chance Orientations
gn Probability Preferences," Psychological Reports, 10 (1962),
7-70.
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risky or excessively conservative approaches. Littig's evi-
dence 138 very much in line with Atkinson,l who found the
same relationship between achlievement motive and risk taking.
This concomitance seems to suggest a powerful interactlon
between the situational and the personality elements of risk-
taking behaviors as Atkinson puts 1it:
The strength of motivation to achieve at a particular
task in a partilcular situation must be viewed as Jjointly
determined by a general disposition to achleve and an
expectancy concerning the consequences of action that

is deSined by siltuational cues at the time of perform-
ance,

Effects of Gains and
Costs in Decision

A very 1important determinant of riskiness of a decision
is the "seriousness" of that decision in terms of what can be
galned or lost because of 1t. This aspect of risk-taking
behavior has been investigated most extensively with the

Kogan and Wallach Choice Dilemma53 (Appendix A).

The Choice Dilemmas are a series of 12 1life situations,

in which subjJects indicate the lowest odds they would accept
for selecting a risky, but desirable, alternative when given
the choice of a more certain, but less desirable, alternative.

Kogan and Wallach's problems cover a wide range of topics,

lJ. W. Atkinson, "Motivational Determinants of Risk-
Taking Behavior," Psychological Review, 64 (1957), 359=-372;
Atkinson, ed.,, Motives In Fantas Action and Soclety
(Princeton, N.J.: Van Nostrand, g); and Atkinson, An
Introduction to Motivation (Princeton, N.J.: Van Nostrand,
13677,

2Atk1nson, An Introduction to Motivation, p. 267.
3

Kogan and Wallach, op. eit.
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entalling possible losses of prestige, self-satisfaction,
life, and money. An example 1is item 8:

Mr. H, a college senior, has studied the plano since
childhood. He has won amateur prizes and given small
recitals, suggesting that Mr. Hi has considerable musical
talent. As graduation approaches, Mr. H. has the chcice
of golng to medical school to become a physiclan, a
profession which would bring certein prestige and finan-
clal rewards; or entering a conservatory of music for
advanced training with a well-known pianist. Mr., H.
realizes that even upon completion of his plano studies,
which would take many more years and a lot of money,
success as a concert planist would not be assured.

The subject could elect not to take the risky alterna-
tives or to 1indicate his willingness to take 1t with 1, 3,
5, 7, or 9 chances in 10 that Mr. H. would become a success-
ful pianist. The lower the minimum acceptable odds selected
by the subject, the riskier his choice is said to be.

Analysis of the differential response of each item
reveals that in general "the costs of possible fallure do

Hl It

affect the risk that will be tolerated by the subject.
appears that as the value of the deslirable outcome increases,
the cost of fallure will deter the individual less. In fact,

Wallach and Kogan2 speak of performance on the Cholce-Dilemma

instrument as an index of "deterrence of failure."

In selecting a probabllity value, the individual essen-
tially 1s telling the extent to which possible costly
fallure will deter him from seeking desirable objectives.
As we have seen, declision situations will vary 1in the
degree to which the costs incurred by fallure will detract
from the pursuit of valued goals.3

Ibid., p. 135.

EM. A. Wallach and N. Kogan, Aspects of Judgment and
Decision-Making: Interrelationships and Changes with Age,"
Behavioral Science, 6 (1961), 23-36.

3KOgan and Wallach, op. cit., p. 136.
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Rettig and Rawson, Rettig and Pasanamick, and Rettig

and Sinha1

have a more broadly based but consistent inter-
pretation of this phenomenon. Thelr analyses suggest that
individuals weigh values 1in decision situations. They posit
that values are assoclated with both the gain and the cost
alternatives. To pursue one alternative and the correspond-
ing values associated with it puts the other alternative and
its associated values in Jeopardy. As the values linked
with gains achleve dominance over those assoclated with costs,
risk-taking levels should go up.

This interpretation was further replicated with real

and not 1maginary incentives by Suydam and Myers.2

Effects of Prior Gains and Losses

The research here 1s equlvocal. Edwards; Lichtensteln;

and Clovlilc, Lichtenstein and Edwards3 contend that previous

lS. Rettig and H. E. Rawson, "The Risk Hypothesis in
Predictive Judgments of Unethical Behavior," Journal of
Abnormal and Social Psychology, 66 (1963), 243-20UB; S. Rettig
and B. Pasamanick, “5I%Teren%¥al Judgment of Ethical Risk by
Cheaters and Noncheaters," Journal of Abnormal and Social
Psychology, 69 (1964), 109-113; and 3. Rettig and J. B. Sinha,
"Bad FaI%E and Ethical Risk Sensitivity," Journal of Per-
sonality, 34 (1966), 275-286.

2Mary M. Suydam and J. L. Myers, "Some Parameters of
Risk-gaking Behavior," Psychological Reports, 10 (1962),
559-562.

3w. Edwards, "Subjective Probabilitiles Inferred from
Decision,"” Psychological Review, 69 (1962), 109-135; Sarah
Lichtenstein, ases for Preferencea Among Three-Outcome Bets,"
Journal of Experimental Psychology, 69 (1965), 162-169; and
P. Slovic, 3arah Lichtenstein, a%% W. Edwards, "Boredom-
Induced Changes in Preferences Among Bets," American Journal
of Psychology, 78 (1965), 208-217.
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1 Myers and For't,2

outcomes are unimportant, while McGlothlin,
Kogan and Wallach,3 Greenberg and Weiner,u and others have

found both positive and negative recency effects.

Risk Taking in Mutual Settings

Fleld research on risk taking has not been conspicuous.
Since risk-taking behavior 1s highly susceptible to situa-
tional elements, it 1s surprising that so few American psy-
chologlists have endeavored to check their laboratory findings
with everyday 1life. By contrast, in the United Kingdom the
avereion 1is not common. Perhaps, the best work done 1in
Britain on this topic 1s by John Cohen. Summaries of this
6

work are avallable in Cohen and Hansel5 and Cohen.

1w. H. McGlothlin, "Stability of Cholces Among Uncertain
Alternatives,” American Journal of Psychology, 69 (1965),
604-615.

2J. L. Myers and Jane G. Fort, "A Sequentlal Analysis
of Gambling Behavior," Journal of General Psychology, 69
(1963), 299-309.

3N. Kogan and M. A. Wallach, Risk Taking: A Study in
Cognition and Personality (New York: Holt, Rinehart and
Winston, 196%.

uM. G. Greenberg and B. Weiner, "Effects of Reinforce-
ment History Upon Risk-Taking Behavior," Journal of Experi-
mental Psychology, 71 (1966), 587-592.

5J. Cohen and C. E. M. Hansel, Risk and Gambling
{(London: Longmans, 1956).

6J. Cohen, Chance, Skill, and Luck (Baltimore: Penguin,
1960); and J. Cohen, Behavior in Uncertainty (New York: Baslc
Books, 1964,
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In America, Grifrithl and McGloth11n2 found horse-race

betters prone to wager proportionately more money on "long-
shots." Thus, they tended toward riskier decisions than
obJective outcomes warranted. Munson's study of carnilval
betting3 found confllicting results but it seems clear that
demand characteristics were artifacts of this study.

Field studies seem to find results in which subjects
chose riskler alternatives than in laboratory studles. The
exact relatlionship of the difference still needs to be
explored.

Much still needs to be known about the sltuational and
task parameters of risk-taking behavior. It does seem evi-
dent, however, that the situational elements interact wilth
certain personal characterlstics. What 1s known about the
personality aspects of risk-taking behavior will be consld-
ered next.

The Role of Personal Characteristics
in Risk Taking

Sex and Age Differences

It 1s commonly belleved that women tend to be more con-

servative that men. Wallach and Koganu found no evidence to

lR. M. Griffith, "Odds Adjustment by American Horse-Race
Betters," American Journal of Psychology, 62 (1949), 290-294.

2

McGlothlin, loc cit.

3Kk. F. Munson, "Decision-Making in an Actual Gambling
Situation," American Journal of Psychology, 75 (1962), 640-643.

uM. A. Wallach and N. Kogan, "Sex Differences and Judg-
ment Processes, Journal of Personality, 27 (1959), 555-56U;
and Wallach and Kogan, "Aspects of Judgment."
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support this stereotyplc view. They did find dlfferences,
however, which seemed to indicate that "each sex appeared

to be willing to tolerate higher risk levels 1n pursult of
values consldered more sex apprOpriate."1 The values assoc-
iated with the risk decision are important determinants of

the level of risk both in terms of situational and personality
characteristics.

With young children, Ka332 found boys consistently
riskier than girls in a momentary pay-off game. Agalin with
children, Slovic3 in a study conducted at a county fair,
found older boys (ages 11 to 16) manifested greater risk tak-
ing than did their female age mates.

The 1nconsistency of the adult and children findings
has not been adequately explored. Perhaps, the difference 1s
due to a lack of knowledge of sex appropriate values in
children.

On the subject of age differences, Wallach and Koganu
tested an elderly group of subjJects (mean age of 70) with an
intellectual equivalent group of college students with the

Cholce-Dilemmas instrument described previously. The older

group scored consistently more conservative than the college

students (both male and female). Unfortunately, studies to

lKogan and Wallach, "Risk Taking As a Function of the
Situation, the Person, and the Group," p. 166.

2N. Kass, "Risk in Decision-Making As a Function of Age,
Sex, and Probabllity Preference,” Child Development, 35
(1964), 577-582.

3P. Slovic, "Risk-Taking in Children: Age and Sex Dif-
ferences," Child Development, 37 (1966), 169-176.

QWallach and Kogan, "Aspects of Judgment."
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measure risk-taking differences along the age continuum have
not been forthcoming. Consequently, no broad general con-
clusions concerning changes 1in risk-taking behavior in males
and females across the total life span can be made., One can
only conclude that there 1s evidence to support sex and age

differences in risk taking.

Personality and Motivatlonal Correlates

Achlevement Motivation

A number of researchers have investigated the relation-
ship between risk taking and achievement. The McClelland-
Atkinson formation of this relationship 1s best known.

1 two components, subjective

According to Atkinson,
probability (Ps) and incentive values (Is) are inversely
related. If a task is very difficult to perform (low Ps),
its (Is) will be very high. A person will derive a great
deal of satisfaction from 1t. The model postulates that there
are also probabilities and incentive values for fallure (Pf)
(If). The Ps + Pf = 1; Is + If = 1. Atkinson also postulates
two motives: the motive to succeed (Ms) and the motive to
avold fallure (Mf). These two motives combine with the
aforementioned probabilities and incentives to determine risk-
taking behavior.

In those situations where skilll and not chance are con-

ceived to be the element which determines the outcome, the

risk-taking level is determined by the following equatlon:

lAtkinson, "Motivational Determinants."
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Resultant Motivation = (Ms x Ps x Is) + (Mf+ Pf +1If)
Analysis of the egquation reveals that indivliduals higher
in the motive to achleve success should‘prefer intermedial
risks, while those individuals with Mf>Ms will exhibit
elther extreme risks or very low risk levels.

McClelland's experiment with children in a ring toss

1 2

game™ confirmed the Atkinson model but de Charms and Davg,
in a similar experiment deslgned to operationalize more
exactly the Atkinson model, found conflicting results. Sub-
sequent empirical studies have, for the most part, confirmed
the Atklnson theory. However, a number of undefined areas
in the theory are troublesome. Kogan and Wallach sum them
up:

1) The particular context under which the risk-taking
procedures are administered.

2) The need to control for individual differences 1in
skill so that subjects approach the decision-making
tasks with equivalent obJjective probabilities of
success.

3) The relevance of the motives to achleve success and
avold fallure for decision making under chance con-
ditions.

43 The influence of diverse methods for assessing achleve-
ment motivation on results obtained.3

lp, C. McClelland, "Risk-Taking in Children with High
and Low Need for Achievement," in Motives in Fantasy, Action,
and Soclety, ed. by J. W. Atkinson (Princeton, N.J.: Van
Nostrand, 1958), 306-321.

2

R. de Charms and P. N. Davé, "Hope of Success, Fear

of Failure, Subjective Probability, and Risk-Taking Behavior,"

%ournal of Personality and Social Psychology, 1 (1965), 558-
od.

3Kogan and Wallach, "Risk Taking As a Functlon of the
Situation, the Person, and the Group," 173-190.
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Whether or not these trouble spots are working out in
the theory, it is doubtful that 1t could satisfactorily
explain risk-taking behavior. In the many studies done to
test the relationship of achievement motivation to risk tak-
ing, another personality construct has been uncovered as
belng operant. It has been variously labeled as need for
social approval, soclal desirabllity, and def‘ensiveness.1
Spontaneous remarks by subjects in various experiments indl-
cate that they thought 1t would have been "welrd" or "not
sensible" to pick the particular task, even though they felt
inclined to do 30.2 These subjects might have been influ-
enced by their desire to appear "acceptable" to the experi-
menter.

This aspect of the risk-taking phenomenon will be
consldered again in the section of the review on group influ-
ences. For now, 1t appears that individuals discern that
certaln soclal values are assoclated with the level and extent
of risk taking they exemplify. Furthermore, subjects who
are more fallure threatened appear to seek approval from
experimenters more than success-oriented subjects in their

risk taking. These former subjJects would be less prone to

1D. P. Crowne and D. Marlowe, The Approval Motlve (New
York: Wiley, 1964); R. W. Moulton, "Effects of Success and
Fallure on Level of Aspiration As Related to Achievement
Motives, Journal of Personality and Social Psychology, 1
(1965), 399-0406; J. W. Atkinson and N. T. Feather (%’s.), A
Theory of Achievement Motivation (New York: Wiley, 1966);
and Kogan and wallach, "Risk Taking As a Function of the Sit-
uation, the Person, and the Group."

2Moulton, "Effects of Juccess and Fallure," H405.
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have internalized values; they would be more dependent. It
seems that personality and situational varlables interact to
cause the sallence of certalin values or clusters of values

in deciding risk situations.

Other Personallity Correlates

The most comprehensive work on risk taking 1s Kogan and

1

Wallach's Risk Taking. In this book the authors examine a

number of personality variables which are related to risk
taking. Among them were inventories for impulsiveness, self-
sufficiency, independence, and rigidity. Kogan and Wallach
found that females high in risk-~taking propensity were more
independent and less rigid. Other factors were responsible
for male risk taking. Perhaps variables assoclated with sex
role 1dentity become operant in risk decisions. If these
variables are, as 1t seems, sallent in females and not
males, 1t suggests that the differential salience may be due
to differences 1in the application of value systems between
the sexes in risk-taking decislons.

In another study conducted by Cameron and Myer32 a
preference for low-payoff, high-probability bets (low risk)
was found to be assoclated with autonomy and endurance needs,
while exhiblition, aggression, and dominance needs were related

to high-payoff, low-probability bets (high risk).

1Kogan and Wallach, Risk Taking: A Study in Cognition
and Personallity.

2B. Cameron and J. L. Myers, "Some Personality Corre-
lates of Risk Taking," Journal of General Psychology, 74
(1966), 4L,1-60.
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In a doctoral dissertation finished at the University
of Michigan, w1lliamsl investigated risk takers in an indus-
trial setting. He found that the greater the propensity of
an individual to take risks, the more willing that individual
will be to: 1) attempt large-scale change, 2) place emphasis
on promotion, and 3) prefer ability and merit as criteria for
mobllity in the organization. Williams alsoc concluded that
the high risk taker has more of a need for independence and
he exhibits greater tolerance for change. These findings

are consistent with an earlier report by Ziller.2

3 have proposed

Finally, Barron, Kaplan, and McClelland
an assoclatlon between risk-taking and creativity. These
authors suggest that willingness to take at least a moderate
level of risk 1s necessary for creative acts. Pankove“ has
demonstrated this relatlionship 1n children. He concludes

that the 1link between risk and creativity lies 1in the

1L. D. Williams, "The Measurement of Risk-Taking Pro-
pensity in an Industrial Setting" (unpublished Doctoral dis-
sertation, University of Michigan, 1960.

2R. C. Ziller, "Vocational Choice and Utility for Risk,"
Journal of Counselling Psychology, 4 (1957), 61-64.

3F. Barron, Creativity and Psychological Health
(Princeton, N.J.: Van Nostrand, 1§§§5; N. Raplan, "The
Relation of Creativity to Socilologlcal Variables in Research
Organlzations," in Scientific Creativity, ed. by C. W. Taylor
and F. Barron (New York: Wiley, 1863), 195-204; and
D. C. McClelland, "The Calculated Risk: An Aspect of Scien-
tific Performance," in Scientific Creativity, ed. by
C. W. Taylor and F. Barron (New York: Wiley, 1963), 184-
192.

uE. Pankove and N. Kogan, "Creative Ability and Risk-
Taking in Elementary School Children," Journal of Personality,
36 (Sept., 1968), 420-439,
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tndividual's abllity to feel realistically self-

confident.

Generality and Specificity of Risk Taking

Having examined some of the personality and situational
elements of risk-taking behavior, it seems appropriate to
consider the relative effect of each. The only comprehensive
approach to thils problem has been Kogan and Wallach's mono-

graph - Risk-Takigg.l This classic study digresses from

traditional psychological distinctions of fields and toplics,
such as "personality," "oplnions and attitudes," by positing
moderating variables. The authors argue that researching
the relationshilip of two variables for an unselected sample
of persons 1s too simplistic and that by dividing the sample
under study in terms of theoretically relevant character-
istics (moderating variables) that relationships might hold
for some subsamples and not others. In this way, Kogan and
Wallach made clearer what interactions personality and situ-
ational elements have in risk-taking behavior. These inter-
actions and relationships might easily be lost in a more
traditional 1independent-dependent variable study. In fact,
the authors found little generalized individual consistencies
toward risk or conservatism.

Kogan and Wallach's Risk-Taking, however, did point out

that some kinds of individuals did exhibit generality in risk

taking. Persons who were high in "motivational disturbances,'’

lKop;an and Wallach, Risk Taking: A Study 1n Cognition
and Personality.
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that 13 high in test anxlety and defensiveness, did exhibit
a great deal of consistency in their risk taking across a
variety of decision-making tasks. Some of Kogan and Wallach's
other findings which are relevant here are:
1. Independence, Self-sufficiency 1s directly related
to greater risk taking in females on the cholce
dilemmas (r=.27; r=.42).

2. Rigidity 1s associated with the male sample as a
whole on the choice dilemmas (r=.26).

3. Self-sufficlency is related to conservatism in
males and independence to risk taking in females
on many risk-taking tasks.

4. Some personality determinants of risk-taking behavicr
become manifest only in the absence of motivational
disturbance.

5. Individuals low 1in both test anxliety and defensive-
negss made more "rational" or "adoptive" decisions.
That 1s, they were highly responsive to environmental
contingencies bearing on cholilce of strategy for a
given decision-making task.

6. Changes 1in betting strategles suggest dissonance
reduction to be operant. This 1s evidence in sur-
port of Festinger's dissonance theory.

The Kogan and Wallach study has numerous implications
for the study of cognitive-judgmental processes, intellective
abllities, decision making and personality. 1In fact, 1t
deserves consideration from anyone interested in the psychology
of thinking. De Kockz found that much of the variability of
risk taking can be accounted for when the moderator variable
technique 1s employed. More specifically, the monograph sug-

gests that an individual will be more responsive to lnterval

Ibid.
2A. R. De Kock, "Relationship Between Decision Making
Under Conditions of Risk and Selected Psychological Tests"
(unpublished Doctoral dissertation, University of South
Dakota, 19263,
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dispeositions or to environmental cues depending upon what

is the nature of that person's motivational matrix. As

Kogan and Wallach put 1t:
Look to the motivational matrix in which the thinker 1is
operating if you seek to understand whether an over-
generalized predisposition or, on the other hand, sensi-
tivity to relevant environmenfal data, wlill tend to
govern his thought processes.

Once agalin, 1t appears that an analysis of an individ-
ual's perception and disposition of the risk-taking context
seems worthy of study. Individuals react differently to
decision-making situatlions dependent upon what they percelve
to be sallent for them 1n that situation. The question of
what exactly becomes sallent to individuals in risk situa-
tions will be further clarified in the next section of this

review.

Group Declisions Involving Risk

For the purposes ¢of this thesis the author will confine
his remarks to the most recent controversy in the literature

on risk taking: the "risky shift."

The Risky-Shift Phenomenon

Several recent studies have disputed the common sense

notion that groups tend to make more conservative decislions

2

than individuals. The experiment by Stoner, who firat

1Kogan and Wallach, "Risk Taking As a Func¢tion of the
Situation, the Person, and the Group," 215.

2w. H. Whyte, Jr., The Organization Man (New York:
Simon and Schuster, 1956); and N. Bateson, "Familiarization,
Group Discussion, and Risk Taking," Journal of Experimental
Social Psychology, 2 (1966), 119-129.
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reported this phenomenon, is paradigmatic of these studies.1
Stoner had male graduate students of industrial management
at M. I. T. take the aforementioned cholce dilemmas individ-
ually and then come together in groups of slx to achleve con-
sensus on levels of risk for each item. Stoner then separated
the subjects again and asked them to state their preferential
risk level. He found that both in group discussion and in
the individual retest the subjects had increased in their
preference for risk, i.e., toward an acceptance of lower odds
of success for trying the risk alternative. This "risky shift"
did not occcur in the control sample, which had no group dis-
cussion but simply reconsidered the prcblem a few weeks later.
The risk-shift phenomenon has also been reported by
Wallach, Kogan and Bem2 with monetary rewards, and Bem,
Wallach and Kop;an3 with aversive consequences for fallure.

Possible Explanations of
the Risky-Shift Phenomenon

There are four major explanations that have been offered
for the risky-shift. These four are diffusion of responsibil-
ity, leadership, ratiocnality, and a cultural value for risk.

A brief review of the support for each follows.

1J. A. F. Stoner, "A Comparison of Individual and Group
Decisions Involving Risk" (unpublished Masater's thesis,
Massachusetts Institute of Technology, School of Industrial
Management, 1961).

°M. A. Wallach, N. Kogan, and D. J. Bem, "Diffusion of
Responsibility and Level of Risk Taking in Groups," Journal of
Abnormal and Social Psychology, 68 (1964), 263-274,

3p. J. Bem, M. A. Wallach, and N. Kogan, "Group Decision
Making Under Rlsk of Aversive Consequences," Journal of
Personality and Social Psychology, 1 (1965), -
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The diffusion-of-responsibility hypothesls contends
that the "affective bonds formed in discussion enable the
individual to feel less than proportionally to blame when he
entertains the possible failure of risky decision."1 Thus
the group accepts a higher risk level than the individual
because the individual 1i1s deterred by greater feelings of
responsibility for faillure.

The evidence in support of this hypothesis 1s, for the
most part, indirect. Kogan and Wallach come to prefer this
explanation by eliminating to their satisfacti&ﬁ other inter-
pretation, and because this hypothesis 1s consistent with the
way in which mobs act.2 The little direct evidence Kogan
and Wallach can marshall in support of the diffusion-of-
responsibility hypothesis rests on the necessity of group
discussion for eliciting the risky-shift.3 But more
recent studies by Batesonu and Flanders and Thistlewaite5

have found as strong a group shift toward risk when subjects

IM. A. Wallach, N. Kogan, and R. B. Burt, "Can Group
Members Recognize the Effects of Group Discussion Upon Risk
Taking?" Journal of Experimental Soclal Psychology, 1 (1965),
395.

2A review of the Kogan and Wallach position is availl-
able in R. Brown, Social Psychology (New York: Free Press,
1965), 656-708.

3D. G. Marquis, "Individual Responsibilility and Group
Decisions Involving Risk," Industrial Management Review, 3
(1962), 8-23; and Wallach, RKogan and Burt, "Can Oroup Members
Recognize the Effects."

uN. Bateson, "Famillarization, Group Discussion, and
Risk Taklng," Journal of Experimental Social Psychology, 2
(1966), 119-129.

°J. P. Flanders and D. L. Thistlewalte, "Effects of
Familiarization and Group Discussion Upon Risk-Taking,"
Journal of Experimental Social Psychology, 5 (1967), 91-98.
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were not involved in group discussions but were merely asked
to prepare arguments for group debate,.

The leadership hypothesis is supported by Collins and
Guetzkow1 and is based on correlational evidence that riskier
members of the group are perceived as more self—assured2

3 In a study

and as more influential members of the groups.
done by Nordhoy,u congervative shifts in risk were found in
some groups and these same groups stipulated that the more
conservative members of the group had been the most influen-
tial. Influence in the group may be due to which way the
group will shift. It seems now that the leadership hypothesis
may be a partial explanation of risky-shift but, as Kogan and
Wallace put 1it, after failing to replicate the earlier find-
ings in support of the leadership hypothesis, "It can hardly
qualify as the sole cause of group-induced shifts toward

enhanced risk-taking."5

lB. E. Collins and H. Guetzkow, A Social Psycholo of
Group Processes for Decision-Making (New York: Wlley, 1%655

2G. Clausen, "Risk Taking in Small Groups" (unpublished
Doctoral dissertation, University of Michigan, 1965),

3M. A. Wallach, N. Kogan, and D. J. Bem, "Diffusion of
Responsibility and Level of Risk Taking in Groups," Journal
of Abnormal and Social Psychology, 65 (1962), 75-56; . m,
"Risk-Taking and Need for Achievement," Acta Psychologica, 21
(1963), 108-115; Y. Rim, "Personality and Group Decisions
Involving Risk," Psychological Record, 14 (1964), 37-45; and
Y. Rim, "Socilal Attitudes and Risk-Taking," Human Relations,
17 (1964), 259-265.

uF. Nordhoy, "Group Interaction in Decision-Making
Under Risk" (unpublished Master's thesis, Massachusetts Insti-
tute of Technology, School of Industrial Management, 1962).

SKogan and Wallach, "Risk Taking As a Function of the
Situation, the Person, and the Group," 260.
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The rationallity hypothesls assumes that in group dis-
cussion errors are eliminated and more information about the
task i1s communicated so that individuals will make a more
rational choice of risk level. The average level of informa-
tion about the task will be 1ncreased. This interpretation
is consistent with Batesonl and Flanders and Thistlewaite2
cited above, in which individuals restudied and prepared argu-
ments for group debate. However, the Bem, Wallach and Kogan

3 with risks of physical pain should have produced a more

study
conservative risk shift 1f the rationality hypotheslis 1i1s ten-
able.

The evidence on the risky-shift phenomenon seems to be
more and more consistent with the last hypothesls to be con-
sidered - the cultural value hypothesis.

Several times in thils review, evidence has indicated

that value considerations are generic to risk decisions.

Studies with the Cholce Dilemmas reveal rhetoric¢ in group dis-

cussions which 1s highly evaluative and influential. For
example:

"Life 1s not static."

"Nothing ventured, nothing gained."

"Don't be such a stick-in-the-mud."
The persistence of this evaluative aspect of risk taking has

led Brownu and others to ask 1if risk 1tself 1s an American

lBateson, loc. cit.
2Flander's and Thistlewaite, loc. cit.
3Bem, Wallach and Kogan, loc. cit.

uBrown, Social Psychology.
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value. Brown's answer 1s that perhaps moderate risk is, in
fact, a value.

Hinds1 found that subjects consistently rated themselves
riskier than other people like them. They perceived that they
were being daring in their choice of a risk level, and when
they later found out they were not, the subjects opted for
a2 less conservative level. 1In a study by Levinger and
Schneider2 subjJects admired choices riskier than their own.

Brown postulates that:

Riskliness 18 indeed a cultural value but. . .cultural
values cannot be realized 1n concrete situations until
they are specified. The functlion of the group discussion
. » .18 chiefly informative. It teaches the individual
how to be risky 1in the present concrete task; 1t glves
specificity to the value.3

Some of the implications of thls theory are that deci-
slon making, especially in terms of risk, needs to be examined
in specific, concrete situations. Each sltuation elicits
values or value clusters which are perceived to be linked to
each alternative in the decision. At base, risk decisions may
be value decislons and the preference for risk may itself be a
value. The risky-shift may be explained as the competition

of the value of risk with moral values.u

1w. C. Hinds, "Individual and Group Decisions in Gambling
Situations" (unpublished Master's thesls, Massachusetts Instil-
tute of Technology, School of Industrial Management, 1962).

2G. Levinger and D. J. Schnelder, "Test of the 'Risk Is
a Value' Hypothesis," Journal of Personality and Soclal
Psychology, 11 (1969), I65-170.

3Brown, Social Psychology, 702.

uG. R. Madaras and D. J. Bem, "Risk and Conservatism in
Group Decision Making," Journal of Experimental Soc¢lal Psychol-
6l

ogy, 4 (1968), 350-3
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Recently, Stoner has reported evidence 1n favor of the
value hypotheslis. He offers a more comprehensive explanation
of the risky-shift phenomenon within the context of the cul-
tural value hypothesis. Stoner explains that the value
hypothesis can deal with both conservative and risky shifts.

Risky-shifts arise because of the dominance of values
favoring the risky alternative; cautious shifts come
from the dominance of values favoring the cautilous
alternative; and the abhsence of a systematic shift
would be explained by the fallure of the problem to
engage, ln a consistent man?er, values favoring one
alternative over the other.

Thils 1is not an ex post facto explanation, in that Stoner

found subJjects' perceptions of their own relative riskiness
were a good predictor of the group shift.

The value hypothesis accounts for much of the evidence
complled on the risky-shift phenomenon. It explains the
Bateson2 and Flanders and Thistlewaite3 findings on the
development of a position for later debate as an observing of
a greater consistency between alternatives and the values the
individual holds. The Rabow et al study,u which demonstrated
that the introduction of ethical dimensions is not required
in order for groups to demonstrate conservative shifts, is

consistent with the value hypothesis. Also relevant here 1is

lJ. A. F. Stoner, "Risky and Cautlious Shifts 1in Group
Declisions: The Influence of Widely Held Values," Journal of
Experimental Social Psychology, U4 (1968), 455.

2Bateson, loc. cit.

3Flanders and Thistlewalte, loc. cit.

uJ. Rabow, F. J. Fowler, Jr., D. L. Bradford,
M. A. Hofeller, and Y. Shibuya, "The Role of Social Norms
agd Leadership in Risk-Taking," Sociometry, 29 (1966),
16-27.
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Teger and Pruitt's observation that in the Kogan and Wallach

Cholice Dilemmas the original position on the 12 items 1is

correlated with subsequent group shift [r = -_.89 p<'.__.001].1
In other words, items that are initially risky tend to exhibit
risky shifts, and vice versa.

In gambling and other decision situations the value
hypothesis would be of little help in understanding risk decl-
sion, but on the other hand, there 1s a great deal of evidence
that for 1life situations which engage widely held values, the

value hypothesis 1s most useful.

Summary and Conclusion

The research on risk-taking behavlior became a general
toplc of concern to psychologists in about 1959. Since then,
a conslderation of situational and personality components led
to investigation of group influences, especially the risky-
shlft phenomenon. It appears now, that no generalizable,
simple relationship exists between situational or personality
variable and risk level. However, mediating or moderating
varlables do make some relationships clear. The studies of
risky-shift phenomenon and others suggest that an important
mediating consideration 1is the value constellation associated
with risky and conservative alternatives. Further, research
should center on the interactions of values, perscnality, and

situationally unique components. Perhaps, investigators should

lA. I. Teger and D. G. Pruitt, "Components of Group Risk
Taking," Journal of Experimental Social Psychology, 3 (1967),
189-205; and A. 1. Teger, D. 0. Prultt, K. 5t. Jean, and
G. Haaland, "A Re-examination of the Familiarization Hypoth-
esls in Group Risk-Taking," Journal of Experimental Social

Psychology, 1969, in press.
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talk about, for example, risk taking of anxious individuals
in the Department of Defense or defensive teachers confronted
with value dlilemmas in educational situations.

The literature reveals that further research in the
area of risk taking should be concerned with the unique values
and situational circumstances that are inherent 1in specific
decision-making elements. That 1s, risk taking even 1in one
individual will be different, depending upon in what situation
the risk alternatives are present. In educational situations,
for example, a teacher may opt for a risk level that 1s sig-
nificantly different than the level that teacher chooses
when he takes on the role of a stockholder or parent, or for
that matter, a student. Risk-taking studies that 1nve$tigate
the educational sphere have not been forthcoming. Before
anything of importance can be sald about the risk taking of
professional educators, the value constellations of alterna-
tives and the situatlionally unique aspects of educational

declision making need to begin to be investigated.



CHAPTER TIIX

THE DESIGN

This chapter contains a description of the sample and
the instruments; a discussion of the development of the
experimental instrument and the procedures used to establish
its reliabllity; the testable hypotheses; and an explanation
of the procedure used in the collection, analysis and inter-

pretation of the data.

The Sample

The population from which the sample was chosen were
college students at Michigan State University. Specifically,
these subjects were studying to become teachers. They
enrolled in Education 200, the first course in the teacher
training sequence at Michigan State University. Those sub-
Jects who entered the specilal classes of Education 200 were
selected at random from all those who enrolled in Education
200 spring term. There 1s no reason to bellieve that the
special section subjects differed in any systematlc way from
regular subjects.

All subjJects in the study were interested in becoming
teachers. None had taken any education course previously.

Some students had teaching or quasi-teaching experilence
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previously, but previous experlence was rare and appears to
have become equivalent in each subgroup through randomiza-
tion.

The age range was 19 years old to 51 years, but here
again, the vast majority of the students (over 99 per cent)
were 19 to 22 years of age. In all, 574 subjects were used.

Two hundred fifty-one were male, and 323 were female.

The Education 200 Experience

Education 200 at Michigan State University 1s an edu-
cational psychology course which attempts to prepare indi-
viduals to become good teachers by concentrating on bullding
competency in instructional design. Students are taught to
make behavioral assessments, write appropriate behavioral
obJectives, and develop strategles to accomplish these
obJectives.

Of at least equal 1importance to the planners and teach-
ers of Education 200 1is building teacher trainees' awareness
of themselves and the value systems of other individuals.

The course 1s divided into two parts, the task demands of
teaching and the personal demands of teaching. The task
demands are the more cognltive aspects of the course des-
cribed above. The personal demands are included to bring
about affective changes. The course designers hope to pro-
duce teachers who will address themselves more frequently and
vehemently to social issues and who will change education to
be more relevant to children. The vehlcle to cause this

change 13 discussion and analysis of an individual's value
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system. Appendix B, page 104, shows a value inventory which
students f1ll out at the beginning and end of Education 200.
The students compare their own rankings to see 1if any value
change has ensued. Other materials of Education 200 which
reflect the concern for values are in Appendix B.

The speclal classes of Education 200 are centered even
more on values. The students in these sections attend no
lecture as the regular students do, but instead have more
small group sessions which are organized around the consldera-
tion of thelr own and other individuals' value systems. A
typical outline of a ten week term for speclal section stu-
dents 1s shown in Figures 3.1 and 3.2.

The purpose of thls explanation of the Education 200
experience 13 not to evaluate if, in fact, value change
occurs, but instead to demonstrate to the reader that value
change 1in educational situations 1s intended to occur as a
result of Education 200. The reader will recall from the
review of the 1literature in Chapter II of this thesis that
the values considered to be associated with alternatives in
decision making have a profound effect on the riskiness of
that decision. Education 200 purports to produce changes
both in values and risk levels. Course planners also claim
that the speclal classes of Education 200 change students
even more.

Hence, Education 200 1s an important part of the future
teachers' developmental period. The course 1is an approprilate

area of inquiry for risk taking in the educational sphere.
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FIGURE 3.1

Suggested Reading Schedule
Summer
Sections 1, 2, 5, and 6

Time Table

1.0 COMMUNICATION
wOrkbook Course Objectives (p. 1-3)

*Sensor% Awakenin
*James People Pilay

2.0 ASSESSMENT
*Death at an Early Age #Summerhill
hildren
*How Children Fail

#lord of the Flies

3.0 TEACHING ROLE (POWER)
#The Power Elite

4,0 LISTENING EAR
*Workbook: Values (p. 9-56)

5.0 TEACHER'S ROLE (84)
Workbook: Born Female (p. 85-99)

6.0 RACISM
Autoblography of Malcolm X
Manchild in the Promised lLand
*Black Power
®Black Rage
*The Wretched of the Earth
#The Man Who Cried "I am"

#The Souls of Black Folk
Politics of Protest

7.0 STUDENT
Student as Ni
McKee Report andout )
*Teaching as a Subversive Activity
*Halls d%‘?earnigg

8.0 ACTION PROJECTS
9.0 ACTION PROJECTS

10.0 OPEN

*Recommended Readings



TITLE:
PURPOSE:

DIRECTIONS:

38

FIGURE 3.2
ACTION PROJECT

Perasonal ObJective

You willl, within a few weeks, have an opportunity
to participate in an action project. In prepara-
tion for that experilience, you should begin to
identify some perasonal goals that you would like
to attain and to formulate them into possible
objectives.

l. List three value areas of personal concern,

A.

B.

c.

2. Identify a personal concern. HINT: A value
conflict that arose during the small group
discussions, a behavior you as a teacher
would want to look at more closely, or a
skill you as a teacher need to develop.

3. Using your concern, write a behavioral objec-
tive. Remember the description of an objec-
tive has three essentlial parts: a terminal
behavior stated in unambiguous measurable
performance terms, the conditions under which
the behavior 1s to occur, and the criterion
of acceptable performance.
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Instrumentation

Two instruments were used to measure changes in risk

taking. The first, the Kogan and Wallach Cholce-Dilemmas,

will be discussed next. The second, the experimental instru-

ment, will then be considered.

The Kogan and Wallach Instrument

A detalled description of the group-administered

Choice-Dilemmas procedure instrument may be found in Appen-

dix A. Earliler research with this instrument was reported
in Wallach and Kogan;l Kogan and Wallach;2 and Wallach,
Kogan and Bem.3

The Choice-Dilemmas are a series of 12 1life situations

in which subJects Jndicate the lowest odds they would accept
for selecting a risky, but desirable alternative when given
the choice of a more certain, but less desirable alternative.
The subjJect's selection of the probabilility level for the
success of the risky alternative which would make him choose

it reflects that subject's "deterrence of failure"u for him

lM. A. Wallach and N. Kogan, "Aspects of Judgment and
Decision-Making: Interrelationships and Changes With Age,"
Behavioral Scilence, 6 (1961), 23-36.

2N. Kogan and M. A. Wallach, "The Effect of Anxiety on
Relations Between Subjective Age and Caution in an Older Sam-

ple," in Psychopatholo of Aging, ed. by P. H. Hoch and
J. Zubin {New York: Grune anﬁ S%ratton, 1961).
3M. A. Wallach, N. Kogan, and D. J. Bem, "Group Influ-

ence on Individual Risk Taking," Journal of Abnormal and
Social Psychology, 65 (1962), 75-86.

uN. Kogan and M. A. Wallach, Risk Taking: A Study in
Cognition and Personality (New York: Holt, rinehart and
inston, 1 , 20,
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in a particular decision area. Levels of probability pro-
vided for the success of the risky alternative are 1 in 10,

3 in 10, 5 in 10, 7 in 10, and 9 in 10. If a subject refuses
to gamble on the risky alternative, no matter what the prob-
abilities, a score of 10 in 10 is assigned to the item.
Hlgher scores are assoclated with greater conservatism.

The range of scores on the Choice-Dilemmas can be 12

to 120, with mean scores typically in the high 60's. Authors

of the Choice-Dilemma instrument have reported corrected

split-half reliabilities ranging from .53 to .80 for various
samplesl and test-retest reliabilities (one week) of .78
and .82.° In terms of validity, relationships with other

3

risk-taking behaviors,” and other types of risk-related

phenomenau have been demonstrated.

The Experimental Instrument

The experimental instrument 1s patterned after the
Kogan and Wallach procedure, except that the dilemmas of
choice are all concerned with the decision making of teachers.
The Kogan and Wallach instrument 1s a general test of risk
taking. Its items are drawn from many different situations

of 1life. On the other hand, the experimental instrument

1Kogan and Wallach, Risk Taking: and Wallach and Kogan,
"Aspects of Judgment."

2

Wallach, Kogan and Bem, "Group Influence."

3Kogan and Wallach, Risk Taking.

uKogan and Wallach, "Effect of Anxiety;" and Wallach
and Kogan, "Aspects of Judgment." .
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purports to measure risk taking in educational situation
dilemmas.

The 12 items of the experimental instrument were
selected by the following procedure. Two forms of the
experimental instrument were constructed, each form contain-
ing 12 items. Each form was administered to a randomly
selected sample of Education 200 students winter term of the
1969-1970 school year. Form I was given to Sample I (n=69);
Form II was given to Sample II (n=68). For each Form, the
intercorrelations between items and total score on that form
were calculated. Then the intercorrelations for all 24 1items
were ranked, the 12 items having the highest intercorrelation
with the assoclated total score belng chosen for inclusion in
the experimental instrument. Appendices D and E contain the
item pool and the experimental instrument.

The 1tem pool was administered in two forms because of
the length of the test. The CDC 3600 computer at Michigan
State University was used to calculate the Pearson product-
moment correlation coefficlents for both sets of 12 items 1in
the pool. Those items which contributed most to the variance
of the total score on each form became the experimental
instrument. The intercorrelation matrix was calculated in
order to select more homogeneous items for the instrument.
Six items were selected from each form. Table 3.1 shows the
correlations of the items in the pool with their corresponding
total score. Those 1tems with a correlation coeffliclent of

.453 and above became the experimental instrument.
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Table 3.1.--Pearson product-moment correlations of 1tem pool
with associated total scores.

e
e

Correlation Correlation
Items With Associated Items With Assoclated
1-12 Total Scores 13-24 Total Scores
"1 57147 13 45174
2 .35279 *14 .45749
*3 .45305 15 .38749
"y .55677 16 .27798
5 .15951 17 -.05445
L) . 49538 #18 .52141
7 .55269 ®19 .51254
8 41926 20 43220
9 .0947Y4 21 .26102
10 .22333 ®22 .48699
#11 .u48706 %23 54484
12 .35249 Roy .52781

#Selected for experimental instrument.

Rellability Studies

In order to have a stlill more accurate estimate of the
reliabllity of the instrument, another Bastat routine was run
on the Michigan State University CDC 3600 computer. The
responses of the subjects of this study (Education 200,
spring term) on both the Kogan and Wallach and the experil-
mental instrument were analyzed. The correlation of the
items of both instruments with their total score 1s presented
in Table 3.2.

A separate analysis of variance was also undertaken
to compute a Hoyt reliability coefficient. The Hoyt test of

reliability 1s an estimate by analysis of variance of the
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average relilabllity of all possible split-halves. The
results are identical with the Kuder-Richardson formulation.
The Hoyt reliability coeffilclent 1s computed by the follow-

ing formula:

ro, = MSS - Mssi

MSs

Table 3.2.--Item correlation with total score for both
instruments.

Items Experimental Kogan and Wallach
1 43102 . 46909
2 .57108 57731
3 LU47105 46319
y . 43860 42912
5 .59497 .38016
6 L49240 . 44183
7 .52646 .52161
8 .51264 47092
9 .57823 .54812

10 .55263 .53434
11 .55642 .55356
12 45439 . 37954

Tables 3.3 and 3.4 contain the mean squares for subjects,
and 1tems and subjJects by item for both instruments. The
result for the Kogan and Wallach instrument was Peyp = .T1.

The relliability of the experimental instrument was higher

(r'tt = . 77).
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Table 3.3.--Mean squares for subjects and 1tems on the
Kogan and Wallach instrument.

|

—
e

3ources SS ar MS
Subjects 5,303 278 19.07
Items 4,221 11 383.78
Subjects By Items 17,169 3,058 5.61

Table 3.4.--Mean squares for subjects and items on the
experimental instrument.

Sources SS dr MS
Subjects B,u457 294 28.77
Items 1,127 11 102.54
Subjects By Items 21,513 3,234 6.65

Procedures of Test Administration

The almost execlusive rellance on the pretest-post-test
design 1in research on risk taking 1is rather curiocus. The
pretest 1s not 1indispensable to experimental met:hod.1 Indeed,
the alternative design used in this thesis offers the addi-
tional advantage of not having the obtained results depend
upon the sensitizling effect of a pretest. This confounding
effect of a pretest and post-test administered to the same
subject 1is important to guard against 1in view of Bateson's

hypothesis that merely 1increasing the famillarity with the

lD. T. Campbell and J. C. Stanley, Experimental and

Quasi-Experimental Designs for Research (Chicago: Rand
McNally, 1963).
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elements relevant to a decision on the Choice-Dilemmas will
1

increase the riskiness of that decision.
In order to avold the contamination of practice from
taking a pretest, it was decided that no subjJect would take
more than one test, one time. The Education 200 populatilon
for spring term of the 1969-1970 school year was randomly
assigned into fourths. The first administration (lst week)
of the Kogan and Wallach test was glven to one=fourth;
another fourth received the experimental instrument in the
first week of class. A similar procedure was used for the
second administration of the instrument to the remalining
naive two-fourths. A diagram of this procedure 1s contained

in Table 3.5.

Table 3.5.--Hypothesized proportion of subject responses.

Kogan and Wallach Experimental

First Administration 1/4 1/4

- Em mk e SR s A EE e EE @S S W G S EE Gk e wm  WE e ke e dm e B ek W s A

Second Administration 1/4 1/4

A table of random numbers was used to stack the two
instruments and two unrelated questionnaires. Each instructor
was given a pille of instruments to hand out to his students
as they took their seats in the classroom on the first day

of class. A cover sheet requesting the student's name was

1N. Bateson, "Famillarization, Group Discussion, and
Risk Taking," Journal of Experimental Social Psychology, 2
(1966), 119-123.
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stapled to both instruments used in this study and the
unrelated questionnalires. This was done to preserve the ano-

nymity of the subjJect so that a more honest and frank response

was engendered. These cover sheets were separated from the
questionnaires and tests by the subJects during the class
period prior to returning them to the instructor. The cover
sheets from the two unrelated questionnaires served as a
1ist of students who had not taken either the Kogan and
Wallach general test of risk taking or the experimental,
education-specific test. In the last week of the ten week
term, these cover sheets were randomly stapled either to the
Yogan and Wallach or the experimental instruments and were
administered for the second time.

Because some of the subjects who were present at the
first administration were absent at the second, a certain
amount of mortality exlsts. The date of the second adminis-
tration was not announced to the students. There 1s no
reason to suspect that the mortality 1is related directly or
indirectly to the subjects' risk-taking propensities. -
Table 3.6 shows the actual number of subjects who responded

to the instrument.

Table 3.6.--Actual number of subjlect respondents.®

Kogan and Wallach Experimental
First Administration 195 162
Second Administration 100 117

@Total N = 574,
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Testable Hypotheses

The following are the testable forms of the hypotheses
that were presented in Chapter I. They are stated in the
null form.

Hypothesis I.--There will be no difference between

scores on the first administration and the second adminis-
tration of the experimental instrument.

Hypothesis IIl.--There will be no difference between

scores on the first administration and the second adminis-
tration of the Kogan and Wallach instrument.

Hypothesls II]l.--There will be no difference between

the gain scores from the first to the second administration
when the experimental and the Kogan and Wallach instrument
are compared.

Hypothesis IV.--There will be no difference between

classes for the comparison of the Kogan and Wallach instru-
ment with the experimental instrument at the first adminis-

tration.

Hypothesis V.--There will be no difference between
gailn scores from the first administration to the second
administration in the special classes when the Kogan and
Wallach and the experimental instrument are compared.

Hypothesis VI.--There will be no difference between

males and females on the experimental instrument.

Hypothesls VII.--There will be no difference between

males and females on the Kogan and Wallach instrument.
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Hypothesis VIII.--There will be no difference between

the difference scores of males and females when both instru-

ments are compared.

Analysis
In order to test the statistical hypotheses the Finn

Analysls of Variance was computed. This four-way analysis

of variance procedure separated the four fixed factors 1into
16 unequal cells. Comparisons between appropriately weighted
cell means were calculated and corresponding probability
levels were determined so that the null hypotheses could be
tested.

The analysis of variance was the most powerful, approp-
riate model to test the hypotheses because this procedure
allowed for reordering of the basis vectors to achieve a more
accurate estimate of thelr variance and because the nature of
the data collected seemed to warrant the necessary assump-
tions.

The assumptions of the analysis of varlance procedure

and the reasons for accepting them follow:

Normality
A Bastat routine run on the sample data on the Michigan

State University CDC 3600 computer indicated that the distri-
butlions of scores for both instruments approached normality.
Skewness and kurtosis computatlions are given in Table 3.7.
Ideal skewness and kurtosis would be 0 and +3, res-
pectively. But even if these data didn't indicate normality,

the relatively large number of subjects in the sample (N=5T74)
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would lead one to assume it because of the Central Limilt
Theorem. As Hays puts it:

Inferences made about means that are valid in the case
of normal populations are also valid even when the forms
of the population distributions depart considerably

from normal, Yrovided that the n in each sample is rela-
tively large.

Table 3.7.--Skewness and kurtosis of sample on experimental
and Kogan and Wallach instruments.

Skewness Kurtosis
Kogan and Wallach ~0.0514 3.4267
Experimental 0.1593 2.7959

Independence of Error Components

The design of this study warrants this assumption. In
no case were there any repeated measures on subjJects with
either instrument. Each individual was given only one test.
All responses were non-group responses. None of the classes
discussed the 1tems. It 1s doubtful that any lnteractlon
among subJects contaminated the findings in any systematic
manner. Subjects were nested within all levels of all

factors.

Equality of Varlance

The variances of each cell in the sample were computed

and were found not to differ significantly. The fact that

lw. Hays, Statistics (New York: Holt, Rinehart and
Winston, 1963), 378,
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the smaller variances were associated with smaller cell n

lends additional support for accepting this assumption.

Summary
The purpose of this chapter has been to explaln the

procedures and instrumentation used to fulfill the objectives
of this study.

The sample and some of its characteristics were dis-
cussed, as was the Education 200 experience which the sample
underwent during the developmental period. The two instru-
ments used in this study were then considered, along with a
presentation of their development, use, and reliability.

The procedures used in administering the instruments
to the sample were then reviewed and reasons for the par-
ticular methodology were given.

The final section of thls chapter was devoted to an
explanation of the model used to test the hypotheses presented
here and 1n Chapter I. The assumptions of the nature of the
data appropriate to this model were also presented,

The following chapter will be devoted to the presenta-

tion and analysis of the data gathered in this study.



CHAPTER IV

ANALYSIS OF THE DATA

The data collected and analyzed by the procedures des-
cribed in Chapter III are presented in this chapter. Each
of the eight statistical hypotheses presented in Chapter III
is analyzed separately.

In order to test all elght hypotheses a Finn analysis
of variance was performed on the data. The four basic fac-
tors (instrument, administration, sex, class) and their
interactions were reordered so that each first, second, or
third order interaction of interest would appear last in
the program. Thls reordering allowed for a more accurate
estimate of mean squares. The omnibus analysis of variance
table for all interactions of interest is available 1in
Table 4.1.

It was decided that the .05 alpha level of significance
would be used throughout the analysis. Further investigation
into what was the nature of the significant interactions
presented in Table 4.1 necessitated the use of Sheffé post-hoc
comparison tests for significance. The null hypotheses were
rejected 1f the specific Sheffg comparison did not 1include

zero in 1ts confldence interval at the .05 alpha level.
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Table 4.1.--Analysis of variance of interactions of interest.®

Interaction Mean Square "pr "p
Instrument 81.6667 42,2954 .0001
Administration 0.1170 . 0606 . 8087
Sex 12.3695 6.4062 .0117
Class 8.8192 4.5675 .0331
Administration by Instrument 9.9009 5.1277 .0240
Sex by Instrument 0.2881 0.1492 .6995
Class by Instrument 2.7020 1.3992 L2374
Administration by Class

by Instrument 4,2597 2.2061 .1381
Error (IASC)b 1.9308

8211 tests run with df = 1,558

b

I=Instrument; A=Administration; S=Sex; C=Class.

In order to compute the necessary Sheffé comparisons,

cell means and their respective n's were obtalned.

16 cell matrix of this design 1s presented in Table 4.2.

Lower scores indicate riskier choices.

A considera-

tion of the elght statistical hypotheses follows.

Null Hypothesis 1

There will be no difference between scores for the

first administration and the second administration on the

experimental instrument.

The analysis of this hypothesis and hypotheses 2 and 3
necessitated the computation of welghted means for both instru-
ments and both administrations. Table 4.3, which follows,

serves as a summary of this computation.
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Table 4.2.--Cell identification, frequencies and mean item
responses.2

Experimental Kogan and Wallach
Instrument Instrument
Class Sex Admin.I Admin.II Admin.I Admin.II Total
MALE @K-u.oz'r ®i-u.368 @E-s.lul Qf—s.soo X=Yy,697
REGULAR n=73 n=38 n=64 n=41 n=216
PEMALE D% 786 (B=i.395 [Das.62380%=5.293 |X=5.051
n=103 n=49 n=80 n=57 n=289
MALE B%=3.250 O%at. 483 [Dxas.187EX=s.878 | X=4.584
SPECIAL n-7 n-S n=10 n-13 n-39
-3.625 BY=3.895 Xas. 635 [Bx=5.306 | X=t.u58
FEMALE n=12 n=8 n=8 n=6 n=34
TOTAL: X=4.375] X=4,349 X=5.406] X=5.320
n=195 n=100 n=162 n=117

aLower means indicate riskier cholces.

Table 4.3.--Welghted means for instrument by administration.

Instrument Admin. I Admin. II Admin. I-Admin. II
Experimental X=4.375 X=4.349 .026
Kogan and Wallach X=5.406 X=5,320 . 086
A
3/ -1.031 - .971 .06
The .026 difference between the first and second adminis-

tration of the experimental instrument was found to be not
signiflicant. Null hypothesis 1 could not, therefore, be

rejected.
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Null Hypothesis 2

There will be no difference between scores for the
first administration and the second administration on the
Kogan and Wallach instrument.

Referring to the previous table, the difference
between administrations 1is .086. This difference was also
subjected to the Scheffé procedure at the .05 alpha level and
found to be not significant. There were no grounds for

rejecting null hypothesis 2.

Null Hypothesis 3

There will be no difference between the galn from the
first to the second administration when the experimental and
the Kogan and Wallach instruments are compared.

From Table 4.3, the difference between the gain scores
on the two instruments is .06. This difference was found to
be not significant by the Scheffé method.

This result was surprising because the analysls of
variance indicated that the instrument by administration
interaction was significant at the .02 level and the first
order interaction of the instruments themselves was signifi-
cant at the .0001 level! (Table 4.1)

Further probing with the Scheff€ comparisons revealed
that the significant differences were within administrations
and between instruments. Both the -1.031 difference at
administration 1 and the -.971 difference at administration 2

were found to be significant.
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50 that a still more accurate representation of the
instrument by adminiatration interaction could be ascertained,
another analysis of variance was run on the CDC 3600 computer.
This analysis concerned only the Instrument/administration
interaction. Mean scores for the cells were exactly the same
as previously computed. Scheff& comparisons for the differ-
ences among the cells were also made. These Scheff€ compari-
sons were made with 3,571 degrees of freedom rather than 1,558
because the data were reconstructed into a two-way analysis
of variance. No change in the previously cited conclusion was
made as a result of the new computations. Table 4.4 shows
all simple comparisons for the instrument by administration
interaction.

Table 4.4.--Simple comparisons for instrument by administration
interaction (IA).

Experimental Kogan and Wallach |
Admin. 1 Admin. 2 Admin. 1 Admin. 2

B 4.375 4.349 5.406 | 5.320 |
g /,
= Admin. 1 - a a
& b. 375 /4;;?7 // .026 1.031 .9u5
(=)
i Admin. 2
min.
5 4,349 .026 1.057%2 .9712
Admin. 1 a
= |5.406 -1.031 é;;%j;;f;/ -.086
%< /
§§§ Admin. 2 - 91‘58 - 9718. 086 / 4
5 |5.320 : ‘ ‘ /)

834gnificant at .0005.
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A summary of the Scheffé'comparisons for the first
three null hypotheses 1s presented in Table 4.5, A visual
presentation of the interactions considered with these
hypotheses 1s presented in Figure 4.1.

Table 4.5.--Scheffé comparisons for the instrument by
administration interaction (IA).&8

Comparison (t‘) S VVar( V) P

EA, - EA, .026 .333 NS
KA, - KA, .086 .322 NS
(EA1 - EA2) - (KA1 - KA2) .060 .46l NS
EA; - KA -1.001 .285 .05
EA, - KA, - .971 .365 <505

811 comparisons made at the .05 alpha level.
Key: E = Experimental

K = Kogan and Wallach
A = Administration

Null Hypothesis U

There will be no difference between classes for the
comparison of the Kogan and Wallach with the experimental
instrument at the first administration.

To analyze this hypothesls weighted means for the two
classes of Education 200 for both instruments on the first
administration were computed. These means are presented in
Table 4.6.

The difference between the two classes or secticns of
Education 200 for the Kogan and Wallach instrument was .023.

The corresponding difference for the experimental instrument
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Figure 4.1.--Instrument by administration interaction (IA).

Kogan and Wallach

/M .
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P<. 0005 P .0005

~1.031
-.971
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Experimental o
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oW R~ 00O DWW R,

Admin. 1 Admin. 2

Table 4.6.--Weighted means for instrument by class interaction
at the first administration.

—
—

Instrument Regular Special Regular-Speclal
Kogan and Wallach 5.409 5.386 ’ .023
Experimental 4.471 3.487 .984

q‘/ .961

was .984. The difference between these scores (-.961) was
analyzed with the Scheff€ procedure and found to be signifi-
cant at the .05 alpha level. Therefore, null hypothesis 4

was rejected and the following hypothesis accepted:
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Hu: At the first administration there is more of a
difference in scores between classes with the experimental
instrument than the Kogan and Wallach instrument.

This finding was explored further with the Scheffé
technique. The differences between classes on each instru-
ment at the first administration were examlned. The Kogan
and Wallach difference of .023 was not significant at the .05
level. The difference in classes between the instruments 1s
due to the riskiler responses of the special classes as opposed
to the regular classes on the experimental instrument.

A graph of the interaction of instrument by class at
the first administration 1s available in Figure 4.2,

Figure 4.2.--Instrument by class interaction at the first
administration.
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Null Hypothesis 5

There will be no difference between gain scores from
the first administration to the second administration in the
speclal classes when the Kogan and Wallach and the experi-
mental instruments are compared.

Data for this hypotheslis were gathered by computing
the weighted means for the administration by class by instru-
ment interaction. Table 4.7 contains the results of this
computation.

Table U4.7.--Weighted means for instrument by administration
by class interaction (IAC).

Administration 1 Administration 2
Reg. - Reg. -
Instrument Reg. Spec. Spec. Reg. Spec. Spec.

Kogan and Wallach 5.409 5.386 023 5.380 5.013 267
Experimental 4,471 3.487 .984 4,383 4.122 .261

g -.961 . 006

The difference between the Kogan and Wallach special
classes across administrations was .373. The corresponding
difference for the experimental instrument was calculated as
-.635. The difference between these scores is 1.008. The
Scheffé comparison established that thlis difference was not
significant at the .05 level., Consequently, the null
hypothesis could not be rejected.

A graphic representation of the difference 1n gain

scores in the special classes from the first to the second
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administration 1s shown in the following figure. The closer
the lines are to being parallel the less significant 13 the
interaction. Although the lines on the graph representing
the instruments seem to depart considerably from parallelism,
they represent the smallest cell n's in the study. Hence,
the Scheff€ confidence interval at the .05 level (1.33) 1is
rather large and the difference 1s not significant.

Figure 4.3.--Instrument by administration interaction for
special classes.
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A summary of the Scheffé comparisons used to test
hypotheses 4 and 5 is presented in tabular form on the

following page.
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Table Q.B.--Schefré'comparisons for the instrument by admin-
istration by class interaction (IAC).2

Comparison V_':) s \[Var( V‘ ) o
(KC,~KC,)~(EC, -EC,) -.961 .9U6 £.05
KA,C,-KA,C, .023 .672 NS
EA,C,-EA,C, .984 .649 <.05
(KC,A, ~KC,A,)=(EC,A,=EC,A,) 1.008 1.330 NS

8a11 comparisons made at the .05 alpha level.
Key: E = Experimental C1 = Regular Classes

K = Kogan and Wallach -
A = Administration C, Special Classes

Null Hypothesis 6

There will be no difference between males and females
on the experimental instrument.

In order to test null hypotheses 6, 7 and 8 the welghted
means for the Interaction of the instrument by sex factors
were calculated. They are available in the following table.

Table 4.9.--Weighted means for instrument by sex inter-
action (IS).

a—
e —

pp——- —
—— —

Instrument Males Females Males-Females
Experimental 4,107 4.552 -. 445
Kogan and Wallach 5.233 5.486 -.253

c;) -.192
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It can be readily observed that males tended to respond
in a more risky manner on both instruments. To test null
hypothesis 6, the observed difference (-.445) was subJected
to the Schefré procedure at the .05 level to see 1f that A4if-
ference was significant. The Schefff confidence interval
called for :.321. Therefore, the observed difference was
Judged significant at the .05 level, Null hypothesis 6 was
rejected and the following alternative hypothesis was
accepted:

H6: Males score riskier than females on the experi-

mental instrument.

Null Hypothesis 7

There will be no difference between males and females
on the Kogan and Wallach instrument.

The observed difference (-.253) was also set 1in the
Scheffé confidence interval and found to be not significant.
The null hypothesis was not rejJected.

Figure 4.4 18 a graph of the interaction of sex with
both instruments.

The reader will remember that null hypothesis 7 1is
also the hypothesls of interest. Because the null hypothesis
was not rejected does not indicate that it can be accepted.
So that, 1f it was warranted, a stronger statement could be
made in support of the hypothesis of interest, a power test
was run. This was possible because the analysis of variance
procedure had previously calculated the error term. It was

decided that a difference of 1.0 in the mean item score would
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Figure 4.4, --Instrument by sex interaction (IS).
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represent a real difference between males and females on the
Kogan and Wallach instrument. g was computed for the non-
centrality parameters of 1.0 and .5 and at alpha levels of

.05 and .01. Since 1.0 was decided as the difference and

.05 the alpha level, the power was computed at .965. The

null hypothesls could be accepted then at the .035 level,

given the acceptance of 1.0 as a meaningful difference. It
appears, then, that no real difference exists between males

and females' scores on the Kogan and Wallach instrument. A
summary of the findlings of the power test for null hypothesls 7

is presented 1in Table 4.10.
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Table 4.10.--Power test for null hypothesis 7.

— v
lem— —

Non-Centrality Parameters

Alpha Levels 1.0 .5
.05 .965 .40
.01 .86 .22

& = 1.07 at .5 difference.
&= 2,15 at 1.0 difference.

Null Hypothesis 8

There will be no difference between the difference
scores of males and females when both instruments are com-
pared.

As Table 4.9 reveals, the difference between the differ-
ence scores on sex 1s -.192. This value was tested for sig-
nificance by the Scheff€ method and found to be not significant.

A summary of the Scheffé comparisons for the tests of
hypotheses 6, 7 and 8 1s presented in Table 4.11.

Table 4.11.--Scheff€ comparisons for the instrument by sex
interaction (IS).2

Comparison Q‘y sVvar(¥) p
EM-EF -.4ys .321 .05
KM-KF -.253 . 327 NS
(EM-EF)-(KM-KF) -.192 . 458 NS

8a11 comparisons made at the .05 alpha level.

Fey: E = Experimental M = Male
K = Kogan and Wallach F = Female
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Summary

In this chapter the hypotheses stated in Chapter I
were stated in their null form and analyzed. Those which
could be rejected in the null form were restated as direc-
tional, or delta hypothegses. A summary of the results fol-

lows.

Table 4.12.--Analysis of variance of interactions of interest.?

—
————

Interaction Mean Square npn "p"
Instrument 81.6667 42.2954 .0001
Administration 0.1170 .0606 . 8057
Sex 12.3695 6.4062 .0117
Class 8.8192 4.5675 .0331
Administration by Instrument 9.9009 5.1277 .0240
Sex by Instrument 0.2881 0.1492 .6995
Class by Instrument 2.7020 1.3992 .2374
Administration by Class

by Instrument 4.2597 2.2061 .1381
Error (IASC)b 1.9308

8411 tests run with df = 1,558,

bI-Instrument; A=Administration; SsSex; C=Class.

Null Hypothesis l1.--There will be no difference between scores

for the first administration and the second
administration on the experimental instru-

ment.

The difference of .026 in the weighted mean item response

was found to be not significant at the .05 level. The hypoth-

esis was not rejected.

Null Hypothesis 2.-~-There wlll be no difference between scores
for the first administration and the second
administration on the Kogan and Wallach
instrument.
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The observed difference of .086 in the weighted mean
item response was subjected to the Scheffé\procedure and

found not significant at the .05 level.

Null Hypothesis 3.--There will be no difference between the
gain from the first to the second admin-
istratlion when the experimental and the
Kogan and Wallach instruments are com-
pared.

The observed difference of .06 was not significant at
the .05 level. Analysis of variance found the interaction of
instrument and administration to be significant at the .02
level and instrument alone to be significant at the .0001
level. Scheffé& post-hoc tests revealed that all simple com-
parisons of the two instruments regardless of administration
were significant at the .0005 level. It appears that sub-
Jects responded differently on the two instruments but not
differently at the two administrations.

Null Hypothesis 4.--There will be no difference between
classes for the comparison of the Kogan

and Wallach with the experimental instru-
ment at the first administration.

The observed difference between the two instruments
was -.961. This difference was found to be significant at
the .05 level. The followling alternative hypothesis was
accepted.

HQ: At the first administration there 1s more of a
difference in scores between classes with the
experimental instrument than the Kogan and
Wallach instrument.

It was also found that at the first administration the

special classes of Education 200 scored significantly (.05)
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riskier than regular classes on the experimental instrument

but not on the Kogan and Wallach instrument.

Null Hypothesis 5.--There wlll be no difference between gain
scores from the first administratlon to
the second administration in the special
classes when the Kogan and Wallach and
the experimental instruments are compared.

The difference (1.008) was tested with the Scheffé
post-hoc procedure at alpha .05 and found to lack significance.
This difference represented the smallest cell n's in the study.
Consequently, the Scheffé confidence interval was the largest
at the .05 level. There 13 some question in the author's
mind concerning the effect of an increased sample. But
nevertheless, the null hypothesis could not be rejected at
the .05 level.

Null Hypothesis 6.--There will be no difference between males
and females on the experimental instrument.

The observed difference (.U445) was Judged significant
at the .05 level and the following alternative hypothesls
was accepted:

H6: Males score riskier than females on the experi-

mental instrument.

Null Hypothesis 7.--There will be no difference between males
and females on the Kogan and Wallach
instrument.

This null hypothesis is also the hypothesis of interest.
The observed difference was found to be not significant at .05,
The author was interested in making a stronger statement about
this hypothesis if 1t was warranted. A power test was run to

determine Beta. For the non-centrality parameter of 1.0 and
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alpha level of .05 the power was calculated at .965. Beta,
the probabillity of a Type II error, was therefore .035.

The null hypothesis was accepted at the .035 level.

Null Hypothesis 8.--~There will be no differences between the

difference scores of males and females
when both instruments are compared.

The observed difference (-.192) was tested for signifi-
cance by the Scheff€ method at the .05 level and found to be

not significant. Null hypothesis 8 could not be rejected.



CHAPTER V

SUMMARY, CONCLUSIONS, AND IMPLICATIONS

This final chapter will be devoted to a summary of the
study, followed by a discussion of the conclusions generated
from the analysis of the data, and concluded with recommenda-

tions for further reaearch.

Summary

Purposes of the Study

1. The basic purpose of this study was to develop an
instrument to measure risk taking in educational situations
and to compare it to a general test of risk taking (Kogan

and Wallach's Choice-Dilemmas) to see 1in what ways the two

instruments differed.

2. Closely allied with this purpose was the desire to
ascertain 1f prospective teachers scored differently on the
two instruments.

3. The study additionally sought to determine if there
existed significant differences between:

a. The first and second administrations of the

instrument.
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b. Speclal classes concentrating on value deci-
slons in education and regular educational
psychology classes.

c. Male and female subjJects.

d. Interactions of the instruments with the
three other basic factors of the study (admin-
istration, class, sex).

In order to explore these related purposes, eight
hypotheses were developed. These will be discussed later in

this chapter under Conclusions.

Limitations of the Study
l. Only students in the first course of the teacher
training sequence at Michigan State University were subjects.
2. The study does not consider other situational or
personality variables which might affect risk taking.
3. The developmental period (Education 200) 1s not
the only input which could affect the risk-taking propensi-

ties of the subjects.

Review of the Literature

A review of the literature for this study conslsted of
an analysis of the research done on risk taking in terms of
environmental or situational factors, individual or organis-
mic factors, and soclal or group factors.

The review indicated that further study of risk taking
should include a consideration of the unique situational fac-
tors and value alternatives inherent 1in specific decislion-

making tasks. Before anything of importance can be sald
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about the risk taking of professional educators, the unique
aspects of educatlional decision making need to begin to be

Investigated.

Design of the Study

The Sample.--Students enroclled in Education 200 at

Michigan State University, spring term, 1969-1970, were the
subjJects of this study.

Instrumentation.-~The Kogan and Wallach Cholce-Dilemmas

and an experimental instrument patterned after that instru-
ment, but with educatlional dilemmas, were the two instruments
of the study. The Kogan and Wallach general test of risk

taking had a Hoyt reliability coefficient of r t"71' The

t
experimental instrument's relliabllity was computed at
rtt-.77.

Frocedure.--The subjects were randomly assigned into

different fourths of the total Education 200 population. No
subJect took more than one instrument, one time. Besides
Instrument and administration, two other factors were con-
sldered--sex and class. SubJects were nested in all levels
of all factors.

Analysis.--The elght statistical hypotheses were tested

by analysis of varliance and appropriate Scheffé'comparisons.

Conclusions

The following conclusions have been drawn from the
findings:
1. Large (295,279), randomly chosen groups of the

same population (Education 200) score riskier on the
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experimental instrument than the Kogan and Wallach instrument
(P £.0001) regardless of administration.

2. No significant differences were found between
administrations on elther instrument.

3. At the first administratlion, speclal classes
scored significantly riskier (P<£.05) than regular classes
on the experimental instrument.

4, No significant differences were found between
classes at the first administration on the Kogan and Wallach
instrument.

5. At the first administration there 1s more of a
dirference (P<.05) 1in scores between classes with the experi-
mental instrument than the Kogan and Wallach instrument.

6. No significant differences were found between galn
scores from the first administration to the second administra-
tion in the speclal classes when the Kogan and Wallach and
the experimental instruments were compared.

7. Speclal classes score riskier than regular classes
(p<.03).

8. Males score riskier than females (P £.0l).

9. Males score riskier than females on the experi-
mental instrument (P <.05).

10. No differences exlst between males and females on
the Kogan and Wallach instrument (B=,035, with a non-
centrality parameter of 1.0).

11. No significant differences were found between the
difference scores of males and females when both instruments

were compared.
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Implications

It seems apparent that the instruments behaved differ-
ently in the study (P~>.0001). This 1s consistent with the
theoretical framework of the study. Risk decislions in edu-
cational situations are different than the general risk
decisions. It would be interesting to explore further this
difference between the instruments. Further research in this
area should certalnly establish the correlation of both
instruments on the same subjJects. But cautlon must be exer-
cised in interpreting that correlation. If it 1s very high,
which seems doubtful from the results of this study, then
perhaps the instruments are tapping the same propensity. In
that case, there would be no need for the experimental instru-
ment. If the correlation between the instruments 1s very
low, 1t would leave doubts about its validity as a measure
of risk taking.

Analysis of the dlstributlions of scores on both instru-
ments 1is revealing, in that they are remarkably similar.

Both distributions are almost perfectly normal. Skewness
and kurtosils figures are avallable in Table 3.7. It appears
that both 1nstruments spread scores in the same manner. The
experimental instrument's relatively high rellability for an
instrument of this type (rtt-.TT) lends credence to its con-
tinued use in exploring the differences in general and edu-
cationally specific risk taking.

The data indicate a lack of significant differences
between administrations on either instrument. Of course,

mere fallure to reject a null hypothesis 1s not the same as
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accepting 1t. But 1t ralses some doubt about the effective-
ness of the Educatlion 200 developmental period on risk taking.
Both instruments measured a change toward greater risk taking
(.026, .086), but that change was not significant. Perhaps,
further research with a control group will help to clarify
the effect of a specific treatment on risk taking, both in
general and in educational decisions.

The difference between special and regular classes at
the first administration was an unexpected result of this
study. It was assumed that the decision concerning who
would go into special and regular classes of Educatlion 200
would not cause any significant differences in risk taking
between the classes.

It now seems plausible that demand characteristics have
entered the study. It is possible that subjJects, because
they were picked for special classes, thought they should
respond in a "special" manner on the instruments. This
seems even more likely 1n light of the finding that signifi-
cant differences between special and regular classes existed
at the first administration on the experimental instrument
but not the Kogan and Wallach instrument. It seems reason-
able to assume that the instrument more directly related to
the teaching situations would eliclt demand characteristics
in a classroom of prospective teachers. PFuture researchers
might do well to guard agalinst demand characteristics 1in
their studlies.

The whole question of demand characterilistics and the

finding of significant difference at the first administration
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between regular and speclial classes makes suspect both the
finding'of a significant difference between special and reg-
ular classes (P <{.03) and the finding of no difference in
gain scores 1n the specilal classes when the two Instruments
are compared.

Another issue confounding this interpretation is the
fact that between administrations of the 1instruments a stu-
dent strike was called. Some students stayed out of classes
for the rest of the term. It 1s difficult to measure what
effect this strike had on the subjects, but 1t seems plausible
that a selection process was operant. It 1s reasonable to
assume that more high risk students would not be present for
the second administration of the instruments than low risk
takers. Students who stayed away from classes during the
strike took the risk of losing credit for thelir courses.
However, analysis of the number of subjJects absent at the
second administration because of the strike indicates a small
minority.

Males score riskier than females in the study (P .01).
Although males score riskier than females on the Kogan and
Wallach instrument, the difference was not significant
(B=,035). However, on the experimental instrument males were
significantly riskier than females (P .05).

These findings are perhaps the most interesting of the
study. Clearly, the experimental instrument differentlates
sex; clearly, the Kogan and Wallach instrument does not. It
has often been said that schools are femlnine institutions

which require behavior which 18 more congruent with "female"
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behavior than "male." It has also been said that school
personnel are not prone to take risks. Perhaps, this study
will be a beginning in the exploration of the relationship
of these two 1ideas.

The theory of risk taking indicates that risk deci-
slons are often value decisions. Alternatives in risk deci-
sions are constellations of values vylng for prominence.

The experimental instrument may separate male from female on
the basis of value constellations which are more or less sex
appropriate. The Kogan and Wallach instrument does not com-
municate sex-appropriate value dilemmas. The findings 1in
this study are consistent with Kogan and Wallach's own studies
in this regard. The experimental instrument may be measuring
some of the value constellations which are responsible for
both lack of risk and a "feminized" environment in the school.
If future researchers investigate further into educational
risk taking, they might design their studies to correlate
risk propensity and sex-appropriate values.

It should be obvious to the reader that this study only
barely scrapes the surface of the investigation of risk taking
in the educational sphere. Much yet needs to be known about
the relationship of such concepts as general and educational-
specific risk taking, sex and risk, personality and educational
risk. The experimental instrument can be of use to future
researchers but more about what exactly 1t 1s measuring needs
to be known. The administratlion of the 1lnstrument to known
high and low educational risk takers of both sexes 1s perhaps

the next step.
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Questions for Further Study

1. What would be the result of a study correlating
the same subjJects' responses on both instruments?

2. Can other trainling programs for educators be
evaluated in terms of risk taking with the use of a control
group?

3. Would the absence of a student strike and/or
demand characteristics of being in "special" sections have
made a difference in the results?

4L, What 1s the relationship of a feminized school
environment and low risk in the schools?

5. What is the relationship of sex-appropriate val-
ues to risk decisions in males and females?

6. Would the encouragement of more masculine admin-
istrative techniques cause changes in the risk taking of
educational administrators?

7. Do male administrators take more risks than female
administrators?

8. Would practitioners score differently than teacher
trainees on the experimental instrument?

9. What value considerations would serve to promote
risk taking in teachers and administrators?

10. Would elementary teachers score riskier than
secondary teachers?

11. Would a longitudinal study of the teacher tralnees
of this study show them to be higher or lower risk takers

when they become practitioners?
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12. Do certain personality types score differently
on the experlimental instrument?

13. What would the administration of the experimental
instrument to known high and low educatlonal risk takers
reveal?

14, What educational values do high and low risk takers
of both sexes have in common?

15. Did the high risk takers tend to participate in
the student strike more often than low risk takers?

16. Does age make a difference in risk taking in

educational situatlions?

Reflections

The contlinued study of risk taking in the educational
field should be undertaken. The author 1s very much con-
cerned with the current state of education. If schools con-
tinue to be chiefly concerned with safety first, they may
very well face the prospect of being superceded by other
approaches to education. Many private firms have already
demonstrated that they can do a better Job than public schocls.
Unless public education fosters innovative, high risk person-
nel, 1t 1s lilkely to become obsolete.

It 1s, therefore, incumbent upon universities to accept
the responsibility for training teachers and administrators
toward taking risks. Investigation of what experilences could
encourage risk in educators 1s also of paramount concern.

Students, parents, teachers, school boards, legislators

and administrators all must be freed to try brave, new
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approaches. Time, money and opportunitlies must be made
avallable for experimental programs. Mistakes must not only
be tolerated, but those who dare must be appreclated. Too
long, the schools have played the role of the conservator of
mores. Now, the role of the school as a change agent needs

to be emphasized.

It 18 not the critic who counts, not the man who
points out how the strong man stumbled, or where the
doer of deeds could have done them better., The
credit belongs to the man who 138 actually 1in the
arena; whose face 1s marred by dust and sweat and
blood; who strives vallantly; who errs and comes
short again and again; who knows the great enthus-
iasms, the great devotions, and spends himself in a
worthy cause; who at the best knows in the end the
triumph of high achievement; and who at the worst,
if he fails, at least fails while daring greatly;

so that his place shall never be with those cold and
timid souls who know neither victory nor defeat.

~=Theodore Roosevelt
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MALE OPINION QUESTIONNAIRE 11

tructions: On the following pages, you will find a series of asituations that are

ly to occur in everyday life. The central person in each situation 1is faced with a
ce betwveen two alternative courses of action, which we might call X and Y. Alternati
more desirable and attractive than alternative Y, but the probability of attaining
xhieving X 18 less than that of attaining or achieving Y.

Por each situation on the following pages, you will be asked to indicate the minimum
of success you would demand before recommending that the more attractive or

irable alternative, X, be chosen.

Read each situation carefully before giving your judgment. Try to place yourself

the position of the central person in each of the situations. There are twelve

tions in all, Please do not omit any of them,

Mr. A, an electrical engineer, who is married and has one child, has been working
for a large electronics corporation since graduating from college five years ago.
He is assured of a lifetime job with a modest, though adequate, salary, and liberal
pension benefits upon retirement. On the other hand, it is very unlikely that his
salary will increase much before he retires. While attending a convention, Mr. A
is offered a job with a small, newly founded company which has a highly uncertain
future., The new job would pay more to start and would offer the possibility of a
share in the ownership if the company survived the competition of the larger firms.

Isagine you are advising Mr. A. Listed below are several probabilities or odds of
the new company's proving financially sound,.

Please check the lowest probability that you would consider acceptable to make it
vorthwhile for Mr. A to take the new job.

The chances are
The chances are
The chances are

in 10 that the company will prove financially sound.
in 10 that the company will prove financially sound.
in 10 that the company will prove financially sound.
The chances are in 10 that the company will prove financially sound.
The chances are in 10 that the company will prove financially sound.

Place a check here if you think Mr. A should not take the new job no matter
what the probabilities.

D o~

]

ir. B, a 45-year-old accountant, has recently been informed by his physician that he
"4 developed a severe heart ailment. The disease would be sufficiently serious to
force Mr. B to change many of his strongest life habits - reducing his work load,
irastically changing his diet, giving up favorite leisure-time pursuits. The
thysician suggests that a delicate medical operation could be attempted which, if
‘uccessful, would completely relieve the heart condition. But its success could not
b assured, and in fact, the operation might prove fatal,

‘ugine that you are advising Mr. B, Listed below are several probabilities or odds
that the operation will prove successful,

Please check the lowest probability that you would consider acceptable for the operati
to be performed.

~—_ Place a check her if you think Mr. B should not have the operation no matter
what the probabilities.

~— The chances are 9 in 10 that the operation will be

a success.
~—— The chances are 7 in 10 that the operation will be a success.
The chances are 5 in 10 that the operation will be a success.
The chances are 3 in 10 that the operation will be a success.
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fr, C, a married man with two children, has a steady job that pays him about $6000

ser year, He can easily afford the necessities of life, but few of the luxuries.

ir. C's father, who died recently, carried a $4000 life insurance policy. Mr. C

vould 1ike to invest this money in stocks. He is well sware of the secure "blue-chip"
itocks and bonds that would pay approximately 6% on his investment. On the other

vand, Mr. C has heard that the stocks of a relatively unknown Company X might double
their present value if a new product currently in production is faborably received

)y the buying public.
would decline in value,

However, if the product is unfavorably received, the stocks

msgine that you are advising Mr. C.

Listed below
that Company X stocks will double their wvalue.

Please check the lowest probability that you would

are several probabilities or odds

consider acceptable

to invest in Company X stocks,

— The chances are 1 in 10 that the stocks will double their value,
—— The chances are 3 in 10 that the stocks will double their value.
— The chances are 5 in 10 that the stocks will double their value.
. The chances are 7 in 10 that the stocks will double their value.
— The chances are 9 in 10 that the stocks will double their value.

Place a check here if you think Mr. C should
no matter what the probabilities,

r. D is the captain of College X's football team.
tional rival, College Y, in the final game of the season.

iconds, and Mr. D's team, College X, is behind the score.
run one more play.

for Mr, C

not invest in Company X stocks,

College X is playing its tradi-
The game is in its final
College X has time to

Mr. D, the captain, must decide whether {t would be best to

ettle for a tie score with a play which would be almost certain to work or, on
the other hand, should he try a more complicated and risky play which could bring
victory 1f it succeeded, but defeat if not,

(magine that you are advising Mr. D.
wds that the risky play will work.
Please check the lowest probability that you would consider acceptable for the risky
play to be attempted.

Listed below are several probabilities or

w—— Place & check here {f you think Mr. D should not attempt the risky play no
matter what the probabilities.
The chances are 9 in 10 that the

— will
chances are 7 in 10 that the

will

work,
work.,

risky play

—— The risky play

- The
- The
= The

chances
chances
chances

are
are
are

S in
3 in
1 in

10 that
10 that
10 that

the
the
the

risky play
risky play
risky play

will
will
will

work.
work.
work,

¥. E is president of a light metals corporation in the United States. The corporation
it quite prosperous, and has strongly considered the possibilities of business ex-
Masion by building an additional plant in a new location., The choice is between
wilding another plant {n the U,S,, where there would be a moderate return on the

liftial investment, or building a plant in a foreign country. Lower labor costs and
Wy access to raw materials in that country would mean a much higher return on the
nitial investment. On the other hand, there is a history of political instability

d revolution in the foreign country under consideration. 1In fact, the leader of
l@all minority party is committed to nationalizing, that is, taking over, all

foreign investments.
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loagine that you are advising Mr. E. Listed below are several probabilities or odds
of continued political stability in the foreign country under consideration.

Please check the lowest probability that you would consider acceptable for Mr. E's
corporation to build a plant in that country.

The chances are
The chances are
The chances are

in 10 that the foreign country will remain politically stable.
in 10 that the foreign country will remain politically stable.
in 10 that the foreign country will remain politically stable.
The chances are in 10 that the foreign country will remain politically stable.
The chances are in 10 that the foreign country will remain politically stable.
Place a check here if you think Mr. E's corporation should not build a plant

in the foreign country, no matter what the probabilities.

O~

11

Mr. F 18 currently a college senior who is very eager to pursue graduate study in
¢chemistry leading to the Doctor of Philosophy degree. He has been accepted by both
University X and University Y. University X has a world-wide reputation for excellence
in Chemistry. While a degree from University X would signify outstanding training in
this field, the standards are so very rigorous that only a fraction of the degree
candidates actually receive the degree. University Y, on the other hand, has much

less of a reputation in chemistry, but almost everyone admitted is awarded the Doctor
of Philosophy degree, though the degree has much less prestige than the corresponding
degree from University X.

Imegine that you are advising Mr. F. Listed below are several probabilities or odds
that Mr, F would be awarded a degree at University X, the one with the greater prestige.
Please check the lowest probability that you would consider acceptable to make it
worthwhile for Mr, F to enroll in University X rather than University Y.

The chances are
The chances are
The chances are

in 10 that Mr. F would receive a degree from University X.
in 10 that Mr. F would receive a degree from University X,
in 10 that Mr. F would receive a degree from University X.
a
a

=W Ww P

The chances are in 10 that Mr,.F would receive degree from University X.
The chances are in 10 that Mr. F would receive degree from University X.
Place a check here if you think Mr. F should not enroll in University X, no
matter what the probabilities.

“r. G, a competent chess player, is participating in a national chess tournament.

In an early match he draws the top~favored player in the tournament as his opponent.
“r. G has been given a relatively low ranking in view of his performance in previous
tournaments. During the course of his play with the top-favored man, Mr. G notes
the possibility of a deceptive though risky maneuver which might bring him a quick
victory, At the same time, if the attempted maneuver should fail, Mr. G would be
left in an exposed position and defeat would almost certainly follow.

uiugine that you are advising Mr. G. Listed below are several probabilities or odds
that Mr, G's deceptive play would succeed.

Please check the lowest probability that you would consider acceptable for the risky
Play in question to be attempted.

. The chances are
- The chances are
~— The chances are

in 10 that the play would succeed.

in 10 that the play would succeed.

in 10 that the play would succeed.

~— The chances are in 10 that the play would succeed.

= The chances are in 10 that the play would succeed.

~~— Place a check here {f you think Mr., G should not attempt the risky play, no matte
what the probabilities.

-IR NV R




100

¥r. H, a college senior, has studied the piano since childhood. He has won amateur
prizes and given small recitals, suggesting that Mr. H has considerable musical talent.
As graduation approaches, Mr. H has the choice of going to medical school to become

s physician, & profession which would brirg certain prestige and financial rewards;

or antering a conservatory of music for advanced training with a well-known pianist.
Mr. § realizes that even upon completion of his piano studies, which would take many
wre years and a lot of money, success as a concert pianist would not be assured.

Imagine that you are advising Mr. H., Listed below are several probabilities or
odds that Mr. H would succeed as a concert pianist,

Please check the lowest probability that you would consider acceptable for Mr. H
to continue with his musical training.

Place a check here if you think Mr. H should not
no matter what the probabilities.

pursue his musical training,

The chances are 9 in 10 that Mr. H would succeed as a concert pianist.
The chances are 7 in 10 that Mr. H would succeed as a concert pianist,
The chances are 5 in 10 that Mr. H would succeed as a concert pianist.
The chances are 3 in 10 that Mr. H would succeed as a concert pianist,
The chances are 1 in 10 that Mr. H would succeed as a concert pianist.

Mr. J is an American captured by the enemy in World War 1II and placed in a prisoner-

ofswar camp.

vould prove successful.

Conditions in the camp are quite bad, with long hours of hard physical
labor and a barely sufficient diet.

After spending several months in this camp,
Nr. J notes the possibility of escape by concealing himself in a supply truck that
sthuttles in and out of the camp.

Isagine that you are advising Mr. J.
odds of a successful escape from the prisoner-of-war camp.

Please check the lowest probability that you would consider acceptable for an
be attempted.

escape to

The
The
The
The

chances
chances
chances
chances
chances

are
are
are
are
are

1l in
3 1in
5 in
7 in
9 in

10
10
10
10
10

that
that
that
that
that

the
the
the
the
the

escape
escape
escape
escape

would
would
would
would
would

Of course, there is no guarantee that the escape
Recapture by the enemy could well mean execution.

Listed below are several probabilities or

succeed.
succeed,
succeed.
succeed.
succeed.

|11

The escape
Place a check here if you think Mr, J should not try to escape no matter what
the probabilities.

¥r. K is a successful businessman who has participated in a number of civic activities
of considerable value to the community. Mr. K has been approached by the leaders of h
political party as a possible congressional condidate in the next election. Mr. K's
party is & minority party in the district, though the party has won occasional electioc
in the past. Mr. K would like to hold political office, but to do so would involve

i serious financial sacrifice, since the party has insufficient campaign funds. He
vuld also have to endure the attacks of his political opponents in a hot campaign.

lmagine that you are advising Mr. K. Listed below are several probabilities or odds
of Mr. K's winning the election in his district.

Please check the lowest probability that you would consider acceptable to make it
vorthwhile for Mr. K to run for political office.

~ Place a check here if you think Mr. K should not run for political office no
matter what the probabilities.
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The chances are 9 in 10 that Mr. K would win the election.
The chances are 7 in 10 that Mr. K would win the election.
The chances are 5 in 10 that Mr. K would win the election..
The chances are 3 in 10 that Mr, K would win the election.
The chances are 1 in 10 that Mr. K would win the election.

¥r. L, a married 30-year-old research physicist, has been given a five-year
sppointment by a major university laboratory. As he contemplates the next five

years, he realizes that he might work on a difficult, long-term problem which, 1if

s solution could be found, would resolve the basic scientific issues in the field

and bring high scientific honors. If no solution were found, however, Mr. L would
have little to show for his five years in the laboratory, and this would make it hard
for him to get a good job afterwards. On the other hand, he could, as most of hie
professional associates are doing, work on a series of short-term problems where
solutions would be easier to find, but where the problems are of lesser scientific
importance.

Imagine that you are advising Mr. L. Listed below are several probabilities or odds
that a solution would be found to the difficult, long-term problem that Mr. L has in
aind,

Please check the lowest
vorthwhile for Mr. L to

probability that
work on the more

you would consider acceptable to make it
difficult long-term problem.

The chances are 1 in 10 that Mr. L would solve the long-term problem,
The chances are 3 in 10 that Mr. L would solve the long-term problem.
The chances are 5 in 10 that Mr, L would solve the long-term problem.
The chances are 7 in 10 that Mr. L would solve the long-term problem.
The chances are 9 in 10 that Mr. L would solve the long~term problem.

difficult problem, no matter what the probabilities.

Place a check here if you think Mr. L should not choose the long-term,

Mr. M is contemplating marriage to Misa T, a girl whom he has known for a little more
than 2 year. Recently, however, a number of arguments have occurred between them,
luggesting some sharp differences of opinion in the way each views certain matters.
Indeed, they decide to seek professional advice from a marriage counselor as to
vhether {t would be wise for them to marry. On the basis of these meetings with a

murriage counselor, they realize that a happy marriage, while possible, would not be
issured,

Imagine that you are advising Mr. M and Miss T. Listed below are several probabilitie:
r odds that their marriage would prove to be a happy and successful one.

Please check the lowest probability that you would consider acceptable for Mr. M and
¥ies T to get married.

e Place a check here if you think Mr. M and
what the probabilities.

Miss T should not marry, no matter

- The
eeeer. The
- The
—~—— The
— The

chances
chances
chances
chances
chances

are
are
are
are
are

9

7
5
3
1

in
in
in
in
in

10
10
10
10
10

the
the
the
the
the

that
that
that
that
that

marriage
marriage
marriage
marriage
marriage

would be happy
would be happy
would be happy
would be happy
would be happy

and
and
and
and
and

successful,
successful,
successful,
successful,
successful,
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THE PERSONAL DEMANDS OF TEACHING

OBJECTIVES

The student will complete an action project indlcating
his individual growth in personal freedom and/or accept-
ance of others' freedoms. His projJect will focus on
"actlve involvement" 1n one of the value areas selected
by the student. The project will include a description
or explanation of the growth he feels the projlect
represents and will be due Monday, August 17, 1970.

Following the reading of Student as Nigger by Farber,

the student will write a paper on any theme that 1s of
relevance to the student. He wlll then indicate, without
direct references, why and in what ways he agrees or
disagrees with Farber. The paper will be due Monday,
August 10, 1970.

The main requirement for this paper 1s evidence of
critical thought on your part. We are interested 1in
your views concerning those concepts and/or values

you select. We do not want a book report; therefore,
any paper which 1s largely a matter of paraphrasing of
Farber will not be acceptable.

BOOKS:

REQUIRED: SMALL GROUP CARRELS

Student As Nigger, Farber Preparing Instructional
;6 Children, thl Objectives, Mager
olitics of Protest, Skolnick

Autoblography of Malcolm X Developing Attitudes

or Toward Learning, Mager
Manchlld in the Promised Land
Workbook by Henderson
3 of your choice from the
recommended reading list.
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VALUE INVENTORY

Here 1is & list of values. The list is in alphabetical order. Change the
ranking to match your own ranking by placing the letter of each value in
the right hand column. The top space should have the letter of the value
which is most important to you. Put only one letter in a space - no ties.
Feel free to erase or to rearrange your list.

You will not be graded on how you rank the values. This is simply an
opportunity for you to look at the values which you hold most important
for your life. OK?

A - AESTHETICS (appreciation of the arts, nature,
one's own appearance, besuty)

B - EQUALITY (the treatment of others as squally RANK
important human beings) ORDER :

C - FREEDOM (independence, self respect, freedom
from overwhelming anxieties)

D - HEALTH (physical and emotional health, inner
harmony, absence of pain)

E - HONESTY & JUSTICE (personal integrity and
fairness)

F ~ MATERIAL WEALTH/POWER (freedom from want,
affluence, security & comfort)

G - MATURE LOVE (sexual and spiritual intimacy)

H - PEACE (harmony among nations & groups)

I -~ SAFETY (freedom from violent harm at work, on
the strests or in the homa)

J - SOCIAL RECOGNITION (sense of social worth,
attractiveness to opposite sex,

popularity)

K - TRUE FRIENDSHIP (close companionship, loyal friends,
camaradarie)

L - WISDOM (mature underatanding acquisition of knowledge,
skills & "common sense')

(After filling this out, remove page by tearing along perforations.)



June 29,

1970, begin carrel work.

Complete unit I - July 16, unit II - July 31, unit III - August 21,

I.

1.

A, Introduction to teaching
Handout will be made available
Assigned readings

1.
2.

a.
b.
c.
d.

f.

Differentiating between the personal demands and task
demands of teaching (pg. 114-115)

The model of teaching (pg. 116-117)

Definition of teaching (pg. 116)

Differentiate between instructional design and instruction
1. Teaching vs. learning (pg. 118 & 123)

Behavioral vs. nonbehavioral (fact vs. opinion)

1. Refer to exercises in manual (pg. 119-122)
Assessing and describing status conditions

1, Objectives for unit II (pg. 129-132)

2. Assessment used in 36 Children (pg. 124-128)

B. Aasessment (three tapes plus handbook readings)

Assigned readings--to be read prior to first tape on intel-
lectual assessment

1.

6.

Strategies
Operant
Respondent
Modeling

a.
b.
c.
d.

e.
f.

Objectives (pg. 129)

Chart -~ Intellectual Behavior, (pg. 133-135)

Nature of Intelligence, (pg. 141-149)

Distribution of Intelligence, (pg. 150) (pgs. 151-171
will be covered in tape)

Piaget - (pg. 172-178) -~ Clarizio

Piaget - Handout - Prawat

Bring handbook to carrel to use during assessment tapes.
Intellectual Assessment (one tape plus handbook, (approximate
time in carrel - 45 minutes)

Assigned readings--Social-emotional assessment

..
b.
c.
d.
e.

Social-emotional - Constructs, (read pgs. 179-182)

Child as a Moral Philosopher, (pgs. 187-194)

Exercises on Moral Development, (pgs. 195-202)

Handout on Parent-Child Interaction

Environment, (pgs. 203-205), Look at Office of Ed. Survey,
(pg. 205=-213)

In-basket assesament (approximately one hour each). Assess two

students and attend at least one session to discuss hypotheses

arrived at. Sessions have been scheduled for all day July 8 and 9

to provide interaction and feedback on the assessment unit.

Exam ~ exam may be taken when unit is completed but must be

completed no later than July 16. (taken in carrel room)

Objectives Unit (five tapes and two handouts)

A. Overview (approximately 20=-30 minutes)

B. Relevance - What is 1t? (approximately 40 minutes)

C. Making Relevance Operational (approximately 20~30 minutes)

D. Preparing Behavioral Objectives ( approximately 45-60 minutes)
probably a handout on different types of behavioral objectives.

E. Mental Operations - handout and game. Read Mager if necessary--
trial writing of objectives.

F. Take Home Exam - Must be completed no later than July 31, 1970

Unsure of what form these will be in yet. May be hand-~
outs plus meetings in Kiva for films or lectures {if

tapes aren't ready. These will be provided and scheduled
during the early part of August, and unit is scheduled

to be completed by August 21, 1970,
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is manipulating (means)
the variables of instruction (givens)

to produce intended changes in learner behavior (ends)

A framevork for the organization and systematic application
of behavioral science to instructional design and instruction.

L0T



-TEACHI NG
is manipulating (means)
the variables of instruction {(givens)
to produce intended changes in learner behavior (ends)
\Z WV

Instructional Design Instruction
(pre/post class) (in-class)

INSTRUCTIONAL VARIABLES

: Classroom School Home Community
A, Humans
1, Individual Students
2, Groups
3, Teachers

R, Environments
1, Sensory Conditions
2. Supplies & Equipment
3. Space & Arrangement
4, Time

C. Curricula
1, Basic Abilities, Concepts
Principles
2, Subject Matter Materials
3. Required Teacher and Studen
Activities

-.ﬂ- Ll L L X L X T T X L T T 1 ¥ Ty Y ey
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INSTRUCTIONAL DESIGN TASKS

I.

11.

I1I.

(pre/post class)

Assessing and Describing Status
Conditions, (givens)

A. Human Components (others-self)
B. Environmental Conditions,.
C, Curricular Structure.

Specifying Intended Changes. (ends)

A. Selecting the beyond-school and
in-class analogue behaviors.

B. Formulating the behavioral objectives.

C. Analyzing the terminal and prerequisite
behaviors.

Selecting and Preparing Strategies for
Producing Intended Changes. (means)

A, Operant strategies.
B. Respondent strategies.
C. Modeling strategies.

—TEACHI NG

is manipulating
the variables of instruction

to produce intended changes in learner behavior

1.

1I.

I11.

(means)
(givens)
(ends)
\\"4
INSTRUCTION TASKS
(in-class)

Assessing status conditions;
determining appropriateness of instructional
design and revising if necessary. (givens)

A. Humans
B. Environment
C. Curriculum

Implementing strategies for producing
intended changes, (means)

A, Operant strategies,
B. Respondent strategies.
C. Modeling strategies,

Evaluating type, extent and potential cause
of changes, (ends)

A. In regard to givens.
B. In regard to objectives.
C. In regard to strategies.

60T
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INSTRUCTIONAL DESIGN

Assessing and Describing Status Conditions. (givens)

A,

B,

Human Dimension (individual students, groups, teachers)
1. physical behaviors

2. social-emotional behaviors

3. 1intellectual behaviors

Fnvironmental Dimension

1 sensory conditions

2 supplies and equipment
3. space and arrangement
4, time

- -

Curricular NDimension

1. basic sbilities, concepts, and principles
2, subject matter materials

3. required teacher and/or student sctivities

Specifying Intended Changes, (ends)

Selecting the beyond school and in-class analogue behaviore
1. physical

2. social-emotional

3. 1intellectual

Formulating the Objectives
1. terminal behaviors

2. conditiona

J. criteria

Analyzing the Terminal and Prerequisite Behaviors
1. information types

2. mental operations
3. complexity levels

Selecting and Preparing Strategies for Producing Intended Changes.

Operant Strategies

1. creating a response

2. maintaining a response
3. extinguishing a response

Respondent Strategies
l. creating a response
2, extinguishing a response

Modeling Strategies

1. creating a response

2. maintaining a response
3. extinguishing a response
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td. 200 Office: 238 Erickson Hall
Phone: 353=-8765
(ourse Coordinator: Dr, Judith Henderson

EDUCATION 200

(eneral Description

Education 200 is the first of four courses constituting the core of the
professional training program in education. These courses share the common
thjective of helping each and every one of you to become competent and dedicated
teachers, Education 200 has the unique responsibility of serving both as an

"sdvance organizer" for what will follow, that is, as an introduction to the

yrocess of education known as '"teaching,'"” and as a format for the presentation
if certain concepts and principles known to the behavioral sciences and relevant
o you as prospective teachers,

With these purposes in mind, we have organized course material around a
‘onceptual model of what we think teaching is, or should be, all about. This
Teaching Model'' serves as a framework for organizing most of what will follow

io the course (see appendix). In Education 200 we shall deal almost exclusively
ith the "Instructional Design' half of the model, leaving for later the actual

fce to face confrontation with students known as "Instruction."”

Mmtent

Education 200 is arranged into four basic units. Unit I is An Overview of

daching., 1t is designed to provide you with a common referent for understanding

¢ tasks and the rationale behind the tasks teachers perform.
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Here the distinction is made between "Instructional Design'' and "Instruction';
s concept considered basic to an understanding of the various tasks involved in
teaching. "Instructional Design' is besat compared to the pre and post game planning
undertaken by a football coach, while "Instruction" is comparable to the implementation
of that plan during a football game., A teacher goes through certain procedures prior

to setting foot in a classroom just as a good coach views game films and devises

itrategies before meeting opponents. Like a good coach, a good teacher frequently

mst change and amend plans to suit the realities of the situation. This second

tet of skills is known as "Instruction''. The totsl teacher combines both of these

thilities and is an effective improviser as well as & careful and deliberate planner.
As we have indicated, Education 200 is concerned with the "Instructional

design' aspects of teaching. There are three major tasks involved in "Instructional

Jesign". Unit II 1is an in depth examination of the first task encountered by

teachera, that of Assessing and Describing the Status Conditions. Here, quite

timply, a teacher examines what he has to work with in the way of students,
etnvironment, and curriculum., The teacher must consider not only the needs and
linitations of the students, but also the environmental and subject matter "givens".
Mter these factors have been properly assessed, the teacher is ready to consider

the goals of his fnstruction,

This takes us to the second major task a teacher faces, that of "Specifying
‘tended Changes'. This is the concern of Unit I111. Here the teacher decides

‘ere he is going with his instruction by making explicit the exact changes in

itudent behavior (or learning) which he intends to bring about., Statements of

these intended changes are known as "objectives". 1In formulating objectives, it is
tCessary to consider not only where the students are at a given point in time, which
‘s the function of assessment, but also where the studentas will be at some distant

Pint in the future. This "beyond school" consideration forces school learning to
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e relevant, for few teachers would have students memorize dates of battles after
iirat considering the out-of-school application of such sn intended change.
Finally, Unit IV addresses itself to the third task involved in instructional

wsign, that of Selecting and Preparing Strategies for Producing Intended Changes.

#re the teacher must choose from among a number of alternative strategies or

eans for achieving the desired end which is the change in behavior described in

he objective. Proper selection of strategies depends upon sn accurate reading

if both the givens and the ends. Thus, strategies are tailored to the human,
nvirormental, and curricular givens, as well as the type of response sought by

the teacher. For example, research shows that concrete kinds of rewards, such as
vney or candy, are more effective than abstract rewards for disadvantaged children.
ws, a teacher with lower class youngsters might well decide upon a strategy

wploying concrete rewards.

rocedures

e S ——

Education 200 meets five times a week, in three large group and two small
iroup sessions.

The large group sessions are designed to provide content that cannot be
®tained in the readings and to clarify concepts that are frequently difficult
0 grasp.

The small group sessions are designed to provide information and also to
mable you to question and interact with others about course content.

You will receive copies of the objectives for each unit prior to the initia-
lon of the unit, These objectives apecify the abilities that you should be able
‘0 demonstrate at the end of the period of instruction, We highly recommend that
‘s gear your study to these objectives since they represent the important concepts
fesented in the course and the content over which you will be examined,

Included in this handout are the objectives for Unit I, the reading assign-

®ats for the course and a description of the evaluation procedures.



rge group instruction:

, Keith Anderson
. Norman Bell
., Donald Freeman

. Robert Green

11 group instruction:

ss Madelyn Albrecht
¢. Henrietta Barna
. Clyde Claycomb

. Frederick Ebbeck
. Albert Gary

5. Katherine Gordon
. Matthew Klein

. Joseph Koch

. Steven Levenkron
't Marcy Nabrezny

s Barbara Nicholas

tructional Design:
!, Henrietta Barns
. Donald Biskin

3. Celia Guro

administration:
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EDUCATION 200 FACULTY AND STAFF

Dr. Donald Hamachek
Mr. George Harris

Dr. Judith Henderson

Mr, James Parker

Mrs. Vivian Riddle

Sr. Dolore Rockers

Mr. Kenneth Rode

Mr. Gerald Stone

Mr. Terrill Taylor

Mr. Kenneth Washington
Mrs. Phyllis Welsch
Mr. Michael Wroblewski

Mrs. Shirley Willard

Mr. Richard Prawat
Mrs. Vivian Riddle

Mr. Terrill Taylor

 Judith Henderson, Course Coordinator Mrs. Marian Tesar, Administrative Assistant

%s Janis Johnson, Secretary Mrs. Jane Payne, Administrative Assistant
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9/26 FIRST SESS10M (L,G.) COURSE INTRODUCTION: At the end of the first session,

you should be able to describe the teacher training programs at M.S.U, (i.e.

course names and descriptions), and the general format, requirements and methods
of evaluation for Education 200, You should know who to contact, and where, for
various types of opportunities and/or problems associated with this course. 1In
sddition, you as prospective teachers should be aware of the vitality and critical
importance of education in our society today. Far from being a haven or refuge,

the schools of today are truly '"where the action is.”

$/29 SECOND SESSION (L,G,) UNIT ONE, THE RELATIONSHIP BETWEEN TEACHING AND
LEARNING ;: THE TMPORTANCE OF SPEAKING BEHAVIORALLY: At the end of the second

session, you will recognize the following points: (1) the distinction between
teaching and learning ({.e., tesching can be directly observed, lesarning must be
inferred; a teacher can be teaching one thing, the students learning something
totally different; (2) the fact that teaching aims at a specific bit of learning
(intention enters in); (3) the fact that learning is best conceptualized, as well
s observed and measured, as a "change in behavior"; (4) the fact that statements
of observable behavior must be used for the making of viable hypotheses regarding
students' needs as well as for valid evaluation of behavioral change.

In addition, you should be able to distinguish statements of observable
behavior from nonobservable statements. Practice exercises will be available after

¢class; these should be completed and brought to the following small group session.

3/30 THIRD SESSION (S,G.) SMALL GROUP INTRODUCTIONS OF PEOPLE AND PROCEDURES:

$ ING BEHAVIORALLY: It is important that the small group members (instructor

nd students) get to know each other so one objective of this session is to get

four pictures; another is simply to have you interact. You will receive feedback
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concerning your performance on the ''recognizing - behavioral - statements"
exercises. You should now be able to demonstrate (verbally and in writing)

an ability to operationalize or speak behaviorally and explain the two reasons
for this important skill; the first centering around the importance of intentions
in teaching, and the fact that learning can only be seen as a change in behavior;
the second centering around the need to gather information and construct valid
hypotheses concerning studentas - both of which are facilitated by speaking in

verms of apecific behaviors,

In addition, at this session application forms for the field trip and

student education corps will be available.

10/1 FOURTH SESSION (L,G,) INTRODUCTION AND APPLICATION OF TEACHING MODEL:

this session will be concerned with the three major classes of instructional
nriables and the various tasks of teaching ao defined by the Teaching Model.

it the end of this session you should be able to explain what is meant by
‘Instructional Design' and '"'Instruction,' and describe the various components

if these two aspects of teaching. You should also be able to explain the
utionale for the sequence in which the tasks are performed. You should be able
to analyze given teaching situations by identifying and citing examples of the
urious components. Practice exercises will be available after class; these

thould be completed and brought to the following small group session.

10/2 FIFTH SESSION (8,G,) FEEDBACK REGARDING APPLICATION OF MODEL AND QUIZ:

‘““re you will briefly discuss your analysis of the teaching situations taken
‘ron yesterday's large group session. Questions over the content covered thus

far will be entertained and a short quiz to assess your mastery of Unit One

hjectives will be given,
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READING SCHEDULE, FALL TERM, 1969

The following five books will be used for required readings in Ed. 200,

Titles Date when reading should be completed
36 Children, by Herbert Kohl, 1968, Oct. 1

The Way 1t Spozed To Be, by James
Herndon, 1968, Oct. 3

Educational Psychology in the Classroom,
by Henry Clay Lindgren, 1967.

Chapter 3, Chapter 14 (p. 465-478) Oct. 6
Chapter 13 Oct., 7
Chapter 2, Chapter 5 Oct. 9
Chapter 6, Chapter 14 (p. 478-494) Oct. 10
Chapter 18 Oct. 17
Chapter 16 Oct. 20
Chapter &4 Oct. 24
Chapter 15 Oct. 29

fducational Change and Architectural Consequences,
by Educational Facilities Laboratories, Inc., 1968 Oct., 15

Preparing Instructional Objectives,
by Robert F. Mager, 1962 Nov. 5

The required readings are those which include information considered
essential to your mastery of the key concepts contained in this course. You
vill be held responsible for the information presented in these readings as
related to the course objectives.

Chapters 17 (Oct. 15) and Seven (Nov. 19), Eight (Nov. 21), and Nine
(Nov. 24) in Lindgren represent recommended readings; that is, they will, in
tll1 likelihood, increase your unacrlunding of the course content, They are
not, however, considerad vital to your attainment of the course objectives.
The remaining chapters in Lindgren (1, 10, 11, and 12) are optional. They
tontain information that may be of interest to you as & prospective teacher

but were considered either unnecessary or inappropriate for this particular
course.,
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EVALUATION PROCEDURES, FALL TERM, 1969

You will receive one of the following grades: 4.5, 4.0, 3.5, 3.0,
2.5, 2.0, 1.5, 1.0, .5.

Your evaluations will be based on individual attainment of the course
objectives., You will be asked to demonstrate objective attainment in

a variety of ways. The course is divided into four basic units, thus a
test will be administered at the conclusion of each unit over the content
objectives contained in that segment of the course. The teats will vary
in type, some containing short answer, multiple choice, and production
items., They will also vary in length and weight; the size of the test,
and weight assigned in terms of grade determination, will be based on

the amount of content required for mastery. A multiple choice final
exsm will also be given.

In addition, a part of the evaluation will be based on your performance
on class assignments as well as your contributions and participation in the
small group sessions.

Your final grade will be computed according to the following:

Measure % of final grade
Test = Unit #1 5
Test = Unit #2 20
Test -~ Unit #3 10
Test - Unit #4 15
Final Examination 25
Small Group Participation 23
100%

It is anticipated that the following scale will be used for assigning
grades:

95 - 100 = 4.5
90 = 9 = 4.0
85 ~ 89 = 3.5
80 - 84 = 3,0
5~ 79 = 2.5
70 - 74 = 2,0
65 -~ 69 = 1.5
60 - 64 = 1,0
55 -~ 59 = -
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OBJECTIVES - UNIT TWO

SESSING AND DESCRIBING STATUS CONDITIONS:

A teacher must assess student, environmental, and curricular givens. Teaching
s & purposeful activity aimed at bringing about certain intended behavioral changes

n students. A teacher must assess student ''needs", the limitations and opportunities
therent in the environment, and the subject matter givens prior to the formulation

f instructional goals or objectives. The objectives sre based upon student needs.

A teacher assesses student behavior by gathering behavioral data and construct-
ng "hypotheses". Hypotheses are hunches about student needs. These needs may be
ysical, social-emotional, and/or intellectual in nature. Because of the probabilisti
ture of human behavior, student assessment is a difficult task.

Assessment of the classroom, school, and community environment involves knowing
it variables are important and how information about those variables may be
quired.

Assessment of curricular structure is a specialized task that necessitates
erstanding of subject matter hierarchies in both a general and specific sense.
us, a teacher must understand what is meant by facts, concepts, and principles,
how these may be ordered within a discipline; a teacher must be able to identify

important facts, concepts, and principles peculiar to his subject matter ares.

VES FOR "ASSESSING AND DESCRIBING STATUS CONDITJONS":

The objectives for this sub-unit involving two levels of skills - production
recognition-recall. The production objective for this sub-unit involves the
thering of relevant data on, and the formulation of hypotheses about, the physical,
ial-emotional, and intellectual needs of a group of children. The hypotheses

ft follow logically from the information provided.



120

The recognition-recall objectives are prerequisite to the production task.

these objectives may be listed according to the category of variable to be assessed:

HMAN COMPONENTS

Physical behavior: You should be able to identify (1) the variables to be

issessed; (2) the reasons or rationale for this assessment; (3) the ways or means

by which this assessment can be carried out. You should be able to identify

"normal" and "abnormal' physical characteristics for children of a given age range

wd sex. From a number of alternatives, you should be able to choose the most

probable effects of certain physical characteristics on social-emotional and

intellectual behavior. Related to this problem of the assessment of physical

‘teeds” 15 a more central question concerning the role of the school in promoting

the physical well being of students., Should the school assume responsibility for

factors such as nutrition, cleanliness, general health care, etc? You should
able to present arguments for, or against, the assumption of such a role.

Social-emotional behavior: You should know and be able to identify the

tlevant social-emotional variables, such as personality characteristics, moral

velopment, etc., the rationale for the assessment of those variables, that is,

Yy it is important to assess those particular aspects of social-emotional behavior,

the means of assessment. You should be able to identify the various yardsticks

Horal Development - behavior, affect or feeling, and judgment - and describe how
y relate to one another. You should be able to identify the Stages of Moral
gment and select the most appropriate mode of moralizing for each stage.

You should be able to identify the specific indicators of social-emotional
lsdjustment, such as negativism, withdrawal, etc., and list three criteria for
ferral of children with such problems. You should be able to describe the
obable social-emotional effects on children of certain modes of parent-child
teraction.

In addition, you should be able to identify the probable effects of

tain social-emotional behaviors such as high need-achievement, on intellectual
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Intellectual behavior: You should be able to define the two approaches to
ntelligence, the cognitive~developmental and the psychometric approach, and identify
imilarities and differences between the two. You should be able to name the three
ysumptions and two requirements of intelligence tests. You should be able to
kscribe the procedure used in determining test reliability, and be able to
jescribe the rationale for interpreting intelligence test results in terms of a
unge of scores. You should be able to describe the two types of validity. You
thould be able to explain the abuses of intelligence tests in terms of the violations
f certain assumptions discussed in class.

You should be able to identify the Stages of Cognitive Development and select
he most appropriate mode of presenting instructional material for each stage., You
hould be able to identify the important intellectual variables and how and why

wch variable is to be assessed.

You should be able to identify the relevant intellectual variables, how they

uy be assessed, and reasons why they should be assessed.

avironment = Classroom, school, community, home: You should be able to fdentify
svironmental givens in the classroom and school which influence the formulation of
tjectives and the selection of teaching strategies. You should know which character-
utics of the community need to be considered for their probable impact on the school
% how a teacher may go about assessing those characteristics. You should be able

b "operationalize" the general categories of environmental variables---gpace,

wsory, and material conditions -- in relation to assessment of the home environment.
‘Ms you should be able to name specific variables (i{i,e., amount of available study
fice, number of reference books in the home) and describe how these variables affect

thild's intellectual, social-emotional, and physical behaviors.
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asrricular Structure: You should be able to identify and define the major

ategories of curricular variables -- i.e., facts, low level concepts, abstract

wacepts, principles. You should be able to describe what to look for, and how to

riceed when assessing curricular structure. For instance, you should be able to
dentify concepts and principles and explain how a teacher might go about selecting

the concepts and principles basic to a given subject area., You should be able to

mer a hierarchy of concepts.
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OBJECTIVES - UNIT I1I, Part II

Instructional objectives, which are precise statements of teacher intent in
itudent performance terms are a logical necessity if teaching is viewed as a purpose-
ul activity aimed at affecting specific changes in learnmer behavior. Thus, if
eaching aims at bringing about certain changes in learners, the teacher must give
wee consideration as to just what those changes are., This is the purpose of a
khavioral objective. A behavioral objective is a statement of teacher intent.

't is stated in student performance terms because the teacher is trying to bring

dout changes in learners, not in herself, although personal changes may be pre-
quisite to learner changes. Instructional objectives must be geared to the needs

i the students. As we have already seen, these needs assume an order of priority,
ith physical needs paramount, social and emotional needs second, and intellectual
eds third. Thus, if a child has an empty stomach, or is '"turned off", his
intellectual needs will probably go unfulfilled. Instructional objectives, then,

¢ of three types - those concerned with physical changes, those concerned with

xial and emotional changes, and those concerned with intellectual changes.

ECTIVES FOR "SPECIFYING INTENDED CHANGES":

Objectives for this sub-unit involve two levels of skills =-- production and
ognition-recall. The production level objectives are two in number. The first
l or objective 1s simply to be able to produce a good behavioral objective. Such
objective describes educational intent in unambiguous performance terms. Thus,
Yen students with certain '"needs', you should be able to name the appropriate

jective types and formulate several objectives geared to those needs. These
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jectives may represent day by day or unit by unit intentions.

The second production task, a 'convergent production' task, involves analyzing
terminal behavior and conditions of various objectives. Thus, given a statement
s behavioral objective, you should be able to categorize the ''conditions' of that
jective, according to levels of abstractness, that is, you should be able to deterwmi
{ concrete, pictorial, or semantic information is to be processed by the student.
sheuld also be able to categorize the '"terminal behavior" specified in the
jective as to the type of mental operation involved, (i.e. recognition, recall,
vergent and divergent production, and evaluation).

The recognition-recall tasks are prerequisite to the production tasks. They
e listed below,

First, you should be able to distinguish behavioral from non-behavioral statement
fobjectives, and distinguish between objectives or ends that are intellectual,
i{sl-emotional, or physical in nature. In addition you should be able to describe
it is meant by '""beyond school behaviors', and how consideration of such behaviors
fluence the selection of "in-class analogue behaviors'" known as instructional
jectives. Tn connection with the distinction, you should be able to describe what
seant by “relevancy'.

Given a behavioral objective you should be able to, first, identify the "terminal
avior" or what the learner is doing when he is demonstrating that he has achieved
objective; second, identify the ''conditions'" under which the terminal behavior
expected to occur; third, identify that part of the behavioral objective that
icates the standard or ''criterion' by which the terminal behavior is to be judged,
t is, the level of acceptable performance. You should also be able to define these
ee components of behavioral objectives: conditions, terminal behavior, and criteri

You should be able to cite reasons for the categorization of terminal behavior
Yocated as an important third step in the process known as 'Specifying Intended Chan

lysis of terminal behavior tells a teacher something about prerequisite behaviors,



125

structional strategies, and relevancy. It provides a means of "assessing"
e instructional objective.) Finally, you should be able to define what is meant
"{nformation types'" (concrete, pictorial, semantic), '"mental operations"
ecognition, recall, production), and "complexity levels'" (units, classes,

lations).
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EDUCATION 200 Spring 19770 Calendar of Large Group Sessions

T 12 Personal Rewards

e Content By
f Jinxed by weather

] Changing student-teacher relationship + Media presentation Ken Wood

a.m. - McKee Report, High School Activists Gina Schrack

p.m. -~ Statewide perspective Deeb, Sec. of Stz
Bd. of Educatic

Changing Sex Role Expectations, focus on Women's

Liberation Panel; Jackson, ¢

4 Movie: 'We Are One"
Economic=Social Dichotomies Intro. by Hurwit:

b Movic: 'Where Prejudice 1s"
[ Racism in the Claasroom Al Hurwitz, Judy
pening  "“The Black Experience' Jinx
) "Rightness of Whiteness” Abe Citron
ening  “The Black Experience" Jinx
ﬁ Political Ramifications of Social Changes Rep. Jackie Vaugl
F Media: Cave of the Shadows Willard, et al

I1;: Task Demands
Assessing the Environment and its effects on people Robert Green

Assessing Social~-cmotional needs and their effect on

learning Don Freeman
! Intellectual Asscesment: The psychometric point of view Keith Anderson
- Intellectual Assessment: The developmental point of view Don Freeman

Quiz 1 on Assessment (In=class)
Behavioral Objectives: Why and How Keith Anderson

Quiz 11 on Objectives: Take home due 5/25

Analysis of Objectives Don Freeman

Film on the application of Operant Strategies Judy Henderson
Opcrant and Respondent Strategiles Judy Henderson
Respondent Strategics Elwood Miller
Modeling: Slides and Taulk Anderson and Tayl

Final Take Home, duc 6/9
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DRAFT

Minimum Expected Reading List - Education 200 (Spring 1970)

The Indjividual and the School (Workbook for Ed. 200) $5.00

e Student as Ni
Racial Crisis in

ar, Jerry Farber, (paperback) $2.95
rican Education, Robert Green, $7.95

Racial Crisis in American Education

Preparing Instructional Objectives, Robert Mager, $1.75
Peveloping Attitude Toward Learning, Robert Mager, $2.00
36 Children, Herbert Kohl, $.95

Time Table:

April 10

April 17

April 21

April 28

May 1

May 8

May 15

May 22

May 29

June 4

Workbook:

Handout:
Farber:

Workbook:

Green:
Workbook:
Green:
Kohl:
Green:
Workbook:

Workbook:

Workbook:

Workbook:

Mager:
Green:

Handout:

Course Objectives (p. 1=3)
Born Female (p. 85-99)
McKee Report

The Student as Nigger

On Values (p. 9-19)
On Making Morality Operational (p. 36-43)

Racial Crisis in American Education, Chpt. 14

The Rightness of Whiteness (p. 68-83)
The Myth of Negro Progress (p. 63-67)
Chapters 7 and 12.

36 Children
Chapters 6 and 11,

Teaching Model (p. 116-118)
Unit Two Objectives on Assessment (114-115, 129-132)

Assessing Social-Emotional Behavior (p. 179-182)
The Child as a Moral Philosopher (p. 187-194)

Requirements for Intelligence Tests (p. 140-149)
How a Childs Mind Develops (p. 172-178)
Assessing Intellectual Behavior (p. 133-135)

Unit Two Objectives (p. 219-221)

Probing the Validity of Arguments Against Behavioral
Goals (p. 222-227)

Prepsri nstructional Objectives

Chapters 5, 8 and 10

Respondent and Operant Strategies

Mager: Developing Attitude Toward Learning
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INSTRUCTIONS: On the following pages, you will find a series
of situations that are likely to occur 1in the everyday 1life of
a teacher. The central person in each situation 1s faced with
a choice between two alternative courses of action, which we
might call X and Y. Alternative X is more desirable and
attractive than alternative Y but the probability of attalning
or achieving X 18 less than that of attaining or achieving Y.

For each situation on the following pages, you will be
asked to indicate the minimum odds of success you would demand
before recommending that the more attractive or desirable
alternative, X, be chosen.

Read each situation carefully before giving your Jjudg-
ment. Try to place yourself in the position of the central
person in each of the situations. There are twelve situations
in all. Please do not omlt any of them.

l. Miss A, a newly certified teacher, is looking for a teach-
ing job. After a considerable number of interviews, she
is offered two contracts. One position 1s in Willow Run,
a suburban community in which she would earn a good salary
preparing students for college. 1In Willow Run she would
have few behavior problems. Alsc Miss A would have few
challenging experiences. The other contract 1s with
Middletown, an urban system which 1s currently "heated"
because its majority Black population demands local con-
trol of the schools. Miss A feels she would derive great
satisfaction from working with economically deprived stu-
dents but 1s fearful that she might not be retained once
local control is realized.

Imagine that you are advising Miss A. Listed below are
several probabilities or odds that her contract will be
renewed 1n Middletown.

Please check the lowest probability that you would consider
acceptable to make it worthwhile for Miss A to sign the
Middletown contract.

The chances are 1 in 10 that she will be asked to
stay on at Middletown.

The chances are 3 in 10 that she will be asked to
stay on at Middletown.

The chances are 5 in 10 that she will be asked to
stay on at Middletown.

The chances are 7 in 10 that she will be asked to
stay on at Middletown.

The chances are 9 in 10 that she wlll be asked to
stay on at Middletown.

Place a check here i1f you think Miss A should not
take the Job no matter what the probabillities.
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Mr. B, a first year teacher in a small town high-school,
1s about to attend a social science departmental meeting.
It 1s the middle of the school year and he has noticed
that all the teachers in the department seem to do "their
own thing" in their instruction. He feels strongly that
there ought to be more co-ordination in the department
curriculum and that the lack of organization does the
students a great misservice. He perceives two courses of
action. He can openly confront his colleagues with his
perceptions but they might possibly become defensive,
regard him as a young upstart, and no change will result
or they might welcome a fresh approach. Mr. B's other
course of actlon 1s toc sway them by the example of hils own
organlzation and attempt in private conversations to in-
fluence them in a non-threatening way. This second method
1s surer but slower and in the meantime many students will
not receive the benefit of a more co-ordinated approach.

Imagine that you are advising Mr. B. Listed below are
several probabilities or odds that his fellow teachers
will react favorably to confrontation.

Please check the lowest probabilility that you would con-
sider acceptable for Mr. B to speak up in the meeting.

The chances are 9 in 10 that the teachers will react
favorably.

The chances are 7 in 10 that the teachers will react
favorably.

The chances are 5 in 10 that the teachers willl react
favorably.

The chances are 3 in 10 that the teachers will react
favorably.

The chances are 1 in 10 that the teachers will react
favorably.

Place a check here if you think Mr. B should not
directly confront his fellow-=teachers.

Mr. D, a specilal education teacher, has been assigned to

a class of students whose truancy rate is three times that
of the regular students in the school. He would very much
like to initiate consultation with a nearby university
about these students. If he asks for the university's
help without talking 1t over with his principal, the uni-
versity wlill almost certainly help, but 1f the principal
finds out he will be in a lot of trouble. But, on the
other hand, knowing the principal as he does, 1f Mr. D
talks to him about the university's consultation, he will
not allow 1it.

Imagine that you are advising Mr. D. Listed below are
several probabillities or odds that the principal will not
find out about the consultation.

Please check the lowest probability that you would consider
acceptable for Mr, D to consult with the university.
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Place a check here 1i1f you think that Mr. D should not
consult independently no matter what the probabllities.
The chances are 9 in 10 that the principal will not
find out.
The chances are
find out.
The chances are
find out.
The chances are
find out.
The chances are
find out.

in 10 that the principal will not
in 10 that the principal willl not
In 10 that the principal will not

H oW W, =

in 10 that the principal will not

Mr. E, a young, single teacher, has an attractive girl in
his high-school c¢lass who desperately needs someone to take
a speclal interest in her. He seems to have better rapport
with her than any of the teachers in the schoocl. She comes
after school to talk to him but must leave soon because the
students are bussed in to school each day. These after
school talks seem to help her but they are over before they
get to talk about anything meaningful. Mr. E wishes they
could talk at length and after considering many alterna-
tives decides that the only feasible, non-threatening way
is for him to offer to drive her home the next time she
starts to "open up" in her conversations. Mr. E realizes
that although this time to talk in a more relaxed, natural
atmosphere might be very helpful to the girl, the community
might not approve. He would face the possibility of being
fired.

Imagine that you are advising Mr. E. Listed below are
several probabilities or odds that the community would
look with disfavor on Mr. E.

Please check the lowest probability that you would con-
sider acceptable Tor Mr. E to offer the girl a ride home.

The chances are 1 in 10 that no unfavorable community
reaction will ensue.

The chances are 3 in 10 that no unfavorable community
reaction willl ensue.

The chances are 5 in 10 that no unfavorable community
reaction will ensue.

The chances are 7 in 10 that no unfavorable community
reaction will ensue.

The chances are 9 in 10 that no unfavorable community
reaction will ensue.

Place a check here if you think Mr. E should not offer
to drive the girl home, no matter what the probabilities.
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Mr. F is a high-school social sclence teacher who believes
that grades emphasize external punishment or rewards for
learning and not internal motives. He would lilke to abol-
ish grades 1n class because he would like his students to
learn for themselves, not for him. If he does abolish
grades he faces the prospect of censure from parents, fel-
low teachers and administration and the possibility that
some of his students, because they are so conditioned to
learning only for a grade, will stop doing anything in

his class. On the other hand, 1f he continues grading
most of his students learn most of the material even if

it 1s for the wrong reasons.

Imagine that you are advising Mr. F. Listed below are
several probabllities or odds that the community will be
upset and the students will waste their time.

Please check the lowest probabllity that you would consider
acceptable to make 1t worthwhile for Mr. F to stop giving
grades.

Place a check here if you think Mr. F should continue
to glve grades no matter what.

The chances are 9 in 10 that the reaction to stopping
grades will be unfavorable.

The chances are 7 in 10 that the reaction to stopping
grades will be unfavorable.

The chances are 5 in 10 that the reaction to stopping
grades will be unfavorable.

The chances are 3 in 10 that the reaction to stopping
grades will be unfavorable.

The chances are 1 in 10 that the reaction to stoppling
grades will be unfavorable.

Mr. I has been teaching for 10 years at Red Oak school.
The principal is retiring next year and Mr. I 1s almost
sure to get the Job. He 1s well-liked in the community.
He is looking forward to the increase in pay and the chance
to improve the educational experience of the students at
Red Oak. There 18 a P.T.A. meeting coming up on whether
or not sex education should come to Red Oak. Mr. I knows
well the feeling of the more influential parents. They
are opposed to sex education. Mr. I believes Red Oak
chlldren need sex education. If he speaks up at the next
meeting there is a good chance he can influence the unde-
cided parents because of his prestige in the community.
However, 1f he does 80 he will offend the more powerful
elements 1n the community and his chances for the princi-
palship with all of the accompanying good he could do 1n
that positlion are reduced. If he doesn't say anything at
the meeting, the principalship 1is his but sex education
1s lost.

Imagine that you are advising Mr. I. Listed below are
several possibilities or odds that Mr, I will sti1ll get
the principalship even 1f he does speak out.
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Please check the lowest probabllity that you would con-
slder acceptable to make 1t worthwhile for Mr. I to try
to sway the P.T.A.

Place a check here if you think Mr. I should not attempt
to sway the meeting no matter what the probabllities.
The chances are 1 1n 10 that Mr. I will stl1ll be
principal.

The chances are 3 1in 10 that Mr,
principal.

The chances are 5 in 10 that Mr.
principal.

The chances are 7 in 10 that Mr.
principal.

The chances are 9 in 10 that Mr.
principal.

will still be
will still be
will still be

oOoH H H

willl still be

Mr. J's Human Relations class has Just returned from the
auditorium from a required Veteran's Day assembly. The
main speaker, who the principal invited, lauded at length
America's military achievements from Generals Custer to
Westmoreland. Mr. J had taught hias class all year long

the way to avold nuclear holocaust was international coop-
eration. One of the students inspired by the speaker's
remarks, proclaimed that America should bomb the out
of the Communists. Mr. J feels angry and obligated to
respond to the remark and the Veteran's Day speaker. He
would like to hold a sober discussion and have the stu-
dents express their viewpoints but little time is left in
the class period and by tomorrow the students would no
longer be excited by the 1ssue. However, 1f Mr. J expresses
his own political viewpoint he may get to make a polint he
has been trying to get across all year but he stands a good
chance that what he says wlll get back to the principal,
who will disapprove.

Imagine that you are advising Mr. J. Listed below are
several probabllities or odds that his oration will not
be retold to the principal.

Please check the lowest probability that would consider
acceptable to make it worthwhile for Mr. J to tell the
students what he thought about the Veteran's Day speaker.

Place a check here if you think Mr. J should not tell
the students what he thought about the speaker no
matter what the probabillities.

The chances are 9 in 10 that the principal won't hear

about 1it.
The chances are 7 in 10 that the principal won't hear
about 1t.
The chances are 5 in 10 that the principal won't hear
about 1t.
The chances are 3 in 10 that the principal won't hear
about 1it.
The chances are 1 in 10 that the principal won't hear

about 1it.
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Mr. K 1s in a faculty meeting. Miss White, a fellow
teacher, has Just had an argument with the principal about
a committee report.- The school 1s going through accredita-
tion by North Central Accrediting Assoclation. Miss White,
the chairman of the administration-~faculty relations com-
mittee, turned in a report stating that the relations
between the principal and teachers leave something to be
desired. Mr. K belleves Miss White has a valid point. He
thinks he should support her but if he says anything the
principal may be offended.

Imagine you are advising Mr. K. Listed below are several
probabllities or odds that the principal will not be offende:

Please check the lowest probability that you would consider
acceptable to make it worthwhile to support Miss White.

The chances are 1 out of 10 that the principal will
not be coffended.
The chances are 3 out of 10 that the principal will
not be offended.
The chances are 5 out of 10 that the principal will
not be offended.
The chances are 7 out of 10 that the principal will
not be offended.
The chances are 9 out of 10 that the principal will
not be offended.
Place a check here 1f you think Mr. K should not sup-
port Miss White no matter what the probabilities.

Mr. L has been approached by a group of students to sign a
petition circulating in the school to abolish the dress
code. Mr. L has taught his classes about soclal action
and in fact the petition was started by a student in his
class. He fears he willl lose face with hils students as

he does not now enforce the code in his classes. However,
the petition will be presented to the principal and the
superintendent. If he signs it he might be called on the
carpet.

Imagine that you are advising Mr. L. Listed below are
several probabilities or odds that he will not be called
on the carpet.

Please check the lowest probability that you would consider
acceptable to make it worthwhile for Mr. L to sign the
petlition.
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Place a check here 1f you think Mr. L should not
sign the petitlion no matter what the probabilities.

The chances are 9 in 10 that Mr. L will be called
on the carpet.
The chances are 7 in 10 that Mr. L will be called
on the carpet.
The chances are 5 in 10 that Mr. L will be called
on the carpet.
The chances are 3 in 10 that Mr. L will be called
on the carpet.
The chances are 1 in 10 that Mr. L will be called

on the carpet.

Miss O,

a fifth grade teacher, has a class of children who
refuse to stop talk*~z when she 1s presenting the lesson.
She feels 1f she could stop a few of the leaders she could

solve her problem.

meanwhlle every student would not hear the lesson.

She could continue to discourage talk-
ing out of turn and in time the talking would stop, but

Miss O

thinks that a quicker way to stop the talking would be to

place adhesive tape over the offenders'
them into realizing that they must stop.

mouths to shock
However,

if she

does thils she's likely to be severely criticized by the

parents.

Imagine you are advisling Miss O.
probabilities or odds that Miss O will not be criticized
by the parents.

Please check the lowest probability that you would con=-

slder acceptable for Miss O

The
The
The
The
The

|

Mr. P,

chances
chances
chances
chances
chances

are
are
are
are
are

O -\NwWw ks

in
in
in
in
in

10
10
10
10
10

Listed below are several

to tape the children's mouths.

that
that
that
that
that

the
the
the
the
the

a teacher in the local high school,

parents
parents
parents
parents
parents

will
will
will
will
will

Place a check here 1f you think Miss O should
the chlldren no matter what the probabilities.

not object
not object
t object
obJject
object
tape

lelele
(o] (o3 [o] 6]
c*

has been active

in his opposition to de facto segregation in his school

He has been instrumental in planning a boycott of
his high school because of alleged de facto segregation

He would like to join the picket line and refuse
to teach his classes for the duration of the boycott, but
if he does so he risks being fired.
course of action and teach his students about segregation
during the boycott but he feels nothing teaches as well

Ssystem.

there.

as action and example.

Imagine you are advising Mr.
probabllities or odds that Mr.

P.

He could take & safer

Listed below are several

P will retain his Jjob.

Please check the lowest probability that you would consider
acceptable for Mr. P to join the demonstration.
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The chances are
The chances are
The chances are

in 10 that he will keep his Jjob.

in 10 that he will keep his Jjob.

in 10 that he will keep his job.

The chances are in 10 that he will keep his Job.

The chances are in 10 that he will keep his job.

Place a check here if you think Mr. P should not

join the demonstration no matter what the probabilities.

O ~JHw

Mr. S has found a student smoking in the lavatory and has
asked the student to come after school to see him. The
school policy is a three day suspension for smoking in

the school. Mr. S smokes and he feels the suspension
would not do the student any good; in fact, it will mean
that the student will be three days behind in his studies.
Mr. S knows the vice-principal will not make any exception
to the school policy. If Mr. S does not send the student
to the office, the administration may find out and Mr. 8
will be 1in trouble.

Imagine that you are advising Mr. S. Listed below are
several probabllities or odds that the administration
will not find out if Mr. S does not send the student to
the office for smoking.

Please check the lowest probability that you would con-
sider acceptable for Mr. S to neglect to send the student
to the office.

The chances are 1 in 10 that the administration will
not rind out.
The chances are 3 in 10 that the administration will

not find out.

The chances are 5 in 10 that the administration will

not find out.

The chances are 7

not find out.

The chances are 9 in 10 that the administration will

not find out.

Place a check here if you think Mr. S should send

the student to the office regardless of the prob-

abllities.

in 10 that the administration will
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INSTRUCTIONS: On the following pages, you will find a series
of situations that are likely to occur in the everyday life

of a teacher. The central person in each sltuation 1s faced
with a cholce between two alternatlive courses of actlion, which
we might call X and Y. Alternative X 1s more desirable and
attractive than alternative Y but the probability of attaining
or achieving X 1s less than that of attaining or achieving Y.

For each situation on the followlng pages, you will be
asked to indicate the minimum odds of success you would demand
before recommending that the more attractive or desirable
alternative, X, be chosen.

Read each situatlion carefully before giving your judgment.
Try to place yourself in the position of the central person
in each of the situations. There are twelve situatlions 1in
all. Please do not omit any of them.

1. Mr. C is 45, married, and has two children. He 1s the
principal of a moderately successful school. He 1s well
liked in the community and could stay on as principal
untll he 1s ready to retire. He has a chance to take a
position as superintendent of schools for Middletown and
he welcomes the opportunity because his present position
has become too routine of late; however, Middletown has
had three superintendents in the last four years. Commu-
nity ferment in Middletown continues to make 1t difficult
for the superintendent to keep his Job.

Imagine you are advising Mr. C. Listed below are several
probabllities or odds that Mr. C will be able to stay on
as superintendent of Middletown.

Please check the lowest probabllity that you would con-
sider acceptable for Mr. C to take the new position.

The chances are 1 in 10 that Mr. C will be able to
hold the superintendency.

The chances are 3 in 10 that Mr. C will be able to
hold the superintendency.

The chances are 5 in 10 that Mr. C will be able to
hold the superintendency.

The chances are 7 in 10 that Mr. C will be able to
hold the superintendency.

The chances are 9 in 10 that Mr. C will be able to
hold the superintendency.

Place a check here 1f you think Mr. C should not
accept the superintendency position no matter what
the probabilities.
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Mr. G, a fifth grade teacher, has a number of students in
his classroom who are rambunctious, energetic children.
They have a short attention span and find it difficult to
remain in their seats. Mr. G has provided a corner of his
room where they can express some of thelir energy but he
wishes they had more outlets. He would like to occasion-
ally send some of these students on an errand or to the
library, but 1f he does so the principal might think he
can't control the class.

Imagine that you are advising Mr. G. Listed below are
several probabllities or odds that the principal might
not object.

Please check the lowest probability you would consider
acceptable to make it worthwhile to allow the children to
leave the classroom.

The chances are
The chances are
The chances are

in 10 that the principal won't object.
in 10 that the principal won't object.
in 10 that the principal won't object.
The chances are in 10 that the principal won't object.
The chances are in 10 that the principal won't object.
Place a check here if you think that Mr. G should have
the children stay in the room no matter what the
probabllity 1is.

)

O ~I\NwWw -

Mr. H 18 teaching social studies in an all white community.
He belleves hlis students need more exposure to Blacks. In
planning a unit on racism he plans to bring in the 1local
head of the NAACP but he would also like to invite some
Black Panthers because he feels they would give a more com-
plete picture of the Black situation. If he has the
Panthers 1n he 1s more likely to incur the wrath of the
parents, but he bellieves the educational galn would be

much greater for the children.

Imagine that you are advising Mr. H., Listed below are
several probabilities or odds that the parents willl not
react negatively to the Panthers.

Please check the lowest probability that you would consider
acceptable to make 1t worthwhile to have Mr. H invite the
Panthers.

Place a check here 1f you think Mr. H should not
invite the Panthers.

The chances are 9 in 10 that the parents will not
react negatively.

The chances are 7 in 10 that the parents will not
react negatively.

The chances are 5 in 10 that the parents will not
react negatively.

The chances are 3 in 10 that the parents will not
react negatively.

The chances are 1 in 10 that the parents will not
react negatively.
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Miss M, a high school English teacher, has a mini-skirt
she would llke to wear to school. Her school has no rule
against mini-skirts and many students would probably think
she was more contemporary 1f she wore it. However, her
colleagues and some of the parents might be shocked, and
she has a reasonably good rapport with her students already.

Imagine you are advising Miss M. Listed below are several
probabilities or odds that the parents and Miss M's col-
leagues will not be shocked.

Please check the lowest probability you would consider
acceptable for Miss M to wear the mini-skirt at school.

The chances are 1 in 10 that the colleagues and
parents will be shocked.

The chances are 3 in 10 that the coclleagues and
parents willl be shocked.

The chances are 5 in 10 that the colleagues and
parents will be shocked.

The chances are 7 in 10 that the colleagues and
parents wlll be shocked.

The chances are 9 in 10 that the colleagues and
parents will be shocked.

Place a check here 1f you think Miss M should not
wear the minli-skirt to school no matter what the
probabilities.

Mr. N has a student teacher working with him who 1s pre-
senting material to the students as if the class were a
college level course. Mr. N feels he should bring this
to the student teacher's attention and work with him on
it. However, he doesn't know when would be the best time
to do so. If he does so immediately, the students will
not have to continue to be lost, but the student teacher
may not be convinced he was not getting through to the
students and may beiieve Mr. N does not give the students
enough credit for being able to master the material. 1If
Mr. N waits until the unit test he 1s much more likely to
reach the student teacher because he will have more evi-
dence. Waiting until the unit test, however, may mean
that the students will be wasting time in class.

Imagine you are advising Mr. N. Listed below are several
probabilities or odds that the students will not be
wasting their time 1if Mr. N waits to confront the student
teacher.

Please check the lowest probability that you would con=-
sider acceptable for Mr. N to wailt to confront the
student teacher.
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The chances are 1 in 10 that the students will not be
wasting their time.

The chances are 3 in 10 that the students will not be
wasting their time.

The chances are 5 in 10 that the students will not be
wasting thelr time.

The chances are 7 in 10 that the students will not be
wasting thelir time.

The chances are 9 in 10 that the students will not be
wasting their time.

Please check here if you think Mr. N should not wait
regardless of the odds.

Mr. Q has a boy in class who he feels he Just doesn't
understand. He feels if he had the opportunity to talk
to the boy's parents and visit his home, Mr. Q could do
much more for the student. The boy's parents work nlghts
and Mr. Q would like to make a home visit. Mr. Q would
like to visit during the day and feels strongly that he
should be given released time to do so. Mr. Q has reason
to belleve the principal does not share his convictions.
In fact, there 18 a good chance that the principal will
view Mr. Q's request as an attempt to "goof off." Mr. Q
could try to see the boy more often after school but he
feels this would not be as effective as the home visilt.

Imagine you are advising Mr. Q. Listed below are several
probablilities or odds that the principal will honor his
request.

Please check the lowest probability that you would con-
sider acceptable for Mr. Q to consult the principal about
the home visit.

The chances are 1 in 10 that the principal will not
think Mr. Q 1i1s trying to "goof-off."
The chances are 3 in 10 that the principal will not
think Mr. Q is trying to "goof-off."
The chances are 5 in 10 that the principal will not
think Mr. Q 1is trying to "goof-off."
The chances are 7 in 10 that the principal willl not

think Mr. Q 1s trying to "goof-off."
The chances are 9 in 10 that the principal will not
think Mr. Q 1s trying to "goof-off."

Place a check here 1f you think Mr. Q should not ask
the principal no matter what the probabllilties.



141

Mr. R 1s about to start teaching a class of senior English
in an inner-city school. He would like to use language 1in
the classroom that truly communicates to his students.

Mr. R believes that 1f he uses "street terms" and colloqu-
ialism he will more effectively communicate with his stu-
dents and the students will be more interested and involved
in the class. However, Mr. R fears this may cause a furor
in the school.

Imagine you are advising Mr. R. Listed below are several
probabilities or odds that Mr. R's approach to English
will be tolerated.

Please check the lowest probabllity you would conslider
acceptable for Mr. R to use "street language" in his
English class.

in 10 that it will cause a furor

o
o
ct

The chances are
in the school.
The chances are
in the school.
The chances are
in the sachool.
The chances are
in the school.
The chances are 9 in 10 that 1t will
in the school.

Place a check here 1f you think Mr. R should not use
"street language" in his class no matter what the
probabilities.

in 10 that 1t will cause a furor

3
(o)
ct

in 10 that it will cause a furor

o
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(2 4
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in 10 that it will cause a furor

3
0
ct

ot cause a furor
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Miss T i1s on her way to a staff meeting when she runs into
a student of hers who 1s crying. The student seems eager
to talk with Miss T, and she would like to help but she
fears she will be missed at the required meeting. Miss T
may not be able to help the student but she won't know
that unless she stays and talks to him. On the other
hand, she 1s almost certain that nothing much will be dis-
cussed at the meeting that will be of help to any of the
students.

Imagine that you are advising Miss T. Listed below are
several probabilities or odds that Miss T will not be
missed at the faculty meeting.

Please check the lowest probability that you would con-
sider acceptable for Miss T to stay and confer with the
students.

Place a check here if you think Miss T should go to
the faculty meeting regardless of the odds of her
being missed.
The chances are

The chances are

The chances are

Artttp—

The chances are

The chances are

in 10 that she willl not be missed.
in 10 that she will not be missed.
in 10 that she will not be missed.
in 10 that she will not be missed.
in 10 that she will not be missed.

b
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Mr. U, a nontenure teacher, has been approached by his
fellow teachers to represent them to the principal. His
colleagues want him to express their desire to be more
involved in curriculum construction. Mr. U feels honored
to be chosen and welcomes the opportunity to present the
faculty grievance as he sees 1t, but wonders i1f the prin-
cipal's forthcoming evaluation of his teaching might be
prejJudiced.

Imagine that you are advising Mr. U. Listed below are
several probabilities or odds that the principal will
turn in a good evaluation of Mr. U.

Please check the lowest probability that you would consider
acceptable for Mr. U to present the faculty grievance.

The chances are 1 in 10 that the prineipal will not be
prejudiced in his evaluation.
The chances are 3 in 10 that the principal will not be
prejudiced in his evaluation.
The chances are 5 in 10 that the principal will not be
prejudiced in his evaluation.
The chances are 7 1n 10 that the principal will not be
prejudiced in his evaluation.
The chances are 9 1in 10 that the principal will not be
prejudiced in his evaluatilon.
Place a check here if you think Mr. U should not pre-
sent the grievance regardless of the odds.

Mrs. V, a high school social problems teacher, has had her
class conduct a community survey of pollution. The class
has become excited about the problems of air pollution
from a local factory. Mrs. V has encouraged student plan-
ning and participation in developing and conducting the
study. The c¢lass wants to file a citizen's suit to force
the factory to install abatement equipment. The factory
1s the largest taxpayer 1in the school district. The

class needs Mrs. V's help and she has advocated responsible
soclal action. However, if she loses her Job she may not
get to help any students.

Imagine you are advising Mrs. V. Listed below are several
probabllities or odds that Mrs. V will not lose her Jjob.

Please check the lowest probabllity that you would consider
acceptable to make 1t worthwhile for Mrs. V to help her
class with the suilt.

The chances are 1 in 10 that Mrs. V will retain her Jjob.
The chances are 3 in 10 that Mrs. V will retain her job.
The chances are 5 in 10 that Mrs. V will retain her Jjob.
The chances are 7 in 10 that Mrs. V will retain her Jjob.
chances are 9 in 10 that Mrs. V will retain her job.
Place a check here if you think Mrs. V should not help

her class file the suit no matter what the probabilities.

gl



11.

12.

143

Miss W. a fifth grade teacher, 1s soon to be evaluated

by the district's curriculum coordinator. The school
district's curriculum calls for her to present a balanced
presentation of subjects in a sequential manner. Miss W
has, however, had her class continue on a unit of instruc-
tion which 1s of particular interest to her students. She
would like very much to continue on this unit because her
students are excited about 1t, but she fears the curriculum
coordlinator will criticize her.

Imagine you are advising Miss W. Listed below are several
probabilities or odds that the curriculum coordinator will
not criticize her.

Please check the lowest probability that you would consider
acceptable for Miss W to continue the high interest unit.

The chances are 1 in 10 that the curriculum coordinator
will not object.

The chances are 3 in 10 that the curriculum coordinator
willl not objJect.

The chances are 5 in 10 that the curriculum coordinator
wlll not object.

The chances are 7 in 10 that the curriculum coordinator
will not object.

The chances are 9 in 10 that the curriculum coordinator
will not object.

Place a check here 1i1f you think Miss W should go on to
the next unit no matter what the probabilities.

Miss X has a teacher alde in her c¢lassroom who 1s the wife
of a school board member. Miss X feels the teacher aide's
methods of instruction are philosophically opposed to her
own. Miss X has talked to the alde repeatedly about her
classroom behavior but the aide continues in her approach.
Miss X contemplates speaking to the principal about it.
Miss X feels she and the children could somehow manage to
toldrate the aide until the end of the year, but if they
did so she bellieves the children will suffer. On the other
hand, 1f she goes to the principal, he may change the aide,
but there 1s a good chance Miss X's request will be deniled,
which will result in worse consequences for everyone.

Imagine you are advising Miss X. Listed below are several
probabilitles or odds that the principal will change the
teacher alde.

Please check the lowest probability that you would con-
slder acceptable to make it worthwhile for Miss X to
consult the principal.
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The chances are 1 in 10 that the principal will
change the teacher alde.

The chances are 3 in 10 that the principal willl
change the teacher alde.

The chances are 5 in 10 that the principal willl
change the teacher alde.

The chances are 7 in 10 that the principal will
change the teacher aide.

The chances are 9 in 10 that the principal will
change the teacher aide.

Place a check here 1f you think Miss X should not
talk to the principal no matter what the probabili-
ties.
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OPINION QUESTIONNAIRE 1

INSTRUCTIONS: On the following pages, you will find a series of situations that are
likely to occur in the everyday life of a teacher. The central person in each situati
is faced with a choice between two alternative courses of action, which we might call
Yand Y. Alternative X is more desirable and attractive than alternative Y but the
probability of attaining or achieving X is less than that of attaining or achieving Y.

for each situation on the following pages, you will be asked to indi{cate the minimum o
of success you would demand before recommending that the more attractive or desirable
tlternative, X, be chosen,

lead each situation carefully before giving your judgment. Try to place yourself in
the position of the central person in each of the situations. There are twelve
tituations in all. Please do not omit any of them,
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l. Miss A, a newly certified teacher 18 looking for a teaching job. After a
considerable number of interviews, she is offered two contracts. One position is
in Willow Run, a suburban community in which she would earn a good salary

preparing students for college, 1In Willow Run she would have few behavior
problems. Also Miss A would have few challenging experiences. The other contract
is with Middletown, an urban system which is currently "heated'" because its
majority Black population demands local control of the schools. Miss A feels

she would derive great satisfaction from working with economically deprived
students but is fearful that she might not be retained once local control is realis

Imagine that you are sdvising Miss A. Listed below are several probabilities or
odds that her contract will be renewed in Middletown.

Please check the lowest probability that you would consider acceptable to make
it vorthwhile for Miss A to sign the Middletown contract.

The chances are 1 in 10 that she will be asked to stay on at Middletown.

The
The
The
The

chances
chances
chances
chances

are
are
are
are

3 in
5 in
7 in
9 {in

10
10
10
10

that
that
that
that

she
she
she
she

will be
will be
will be
will be

asked to
asked to
asked to
asked to

stay
stay
stay
stay

on
on
on
on

at
at
at
at

Middletown.
Middletown,
Middletown,
Middletown.

1]

Place a check here 1f you think Miss A should not
what the probabilities.

take the job no matter

Mr. B, a special education teacher has been assigned to a class of students whose
truancy rate is three times that of the regular students in the school., He would
very much like to initiate consultation with a nearby university about these
students. If he asks for the university's help without talking it over with his
principal, the university will almost certainly help but {f the principal finds
out he will be in a lot of trouble. But, on the other hand, knowing the principal

l:lhe does, 1f Mr. B talks to him about the university's consultation, he will not
sllow 1it,

imagine that you are advising Mr. B, Listed below are ssveral probabilities or
odds that the principal will not find out about the consultation.

Please check the lowest probability that you would consider acceptable for Mr. B
to consult with the university.




Place a check here if you think Mr. B should not consult
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independently no

matter what the probabilities.
The chances are 9 in 10 that the principal will not find out.
The chances are 7 in 10 that the principal will not find out.
The chances are 5 in 10 that the principal will not find out.
The chances are 3 in 10 that the principal will not find out.
The chances are 1 in 10 that the principal will not find out.
Mr. C, a young, single teacher has an attractive girl in his high-school class who

desperately needs someone to take a special interest in her. He seems to have
better rapport with her than any of the teachers in the school. She comes after
school to talk to him but must leave soon because the students are bussed in to scl
each day. These after school talks seem to help her but they are over before they
get to talk about anything meaningful, Mr. C wishes they could talk at length and
after considering many alternatives decides that the only feasible, non-threatening
wvay is for him to offer to drive her home the next time she starts to "open up" in
her conversations., Mr. C realizes that although this time to talk in a more
relaxed, natural atmosphere might be very helpful to the girl, the community might
not approve, He would face the possibility of being fired.

Imagine that you are advising Mr. C. Listed below are several probabilities or odc
that the community would look with disfavor on Mr. C.

Please check the lowest probability that you would consider acceptable for Mr. C

to offer the girl a ride home.

The
The
The
The
The

chances
chances
chances
chances
chances

are
are
are
are
are

l in
3 in
5 in
7 in
9 in

10
10
10
10
10

that
that
that
that
that

no
no

unfavorable
unfavorable
unfavorable
unfavorable
unfavorable

comminity
community
community
community
commnity

Teaction
reaction
reaction
reaction
reaction

will
will
will
will
will

ensue,
ensue.
ensue,
ensue,
ensue.,

Place a check here if you think Mr. C should not offer to drive the
home, no matter what the probabilities.

girl

Mr. D has been teaching for 10 years at Red Oak schocl. The principal is retiring
next year and Mr. D is almost sure to get the job, He is well-liked in the
community, He is looking forward to the increase in pay and the chance to improve
the educational experience of the students at Red Oak. There is a P.T.A, meeting
coming up on whether or not sex education should come to Red Oak. Mr. D knows
vell the feeling of the more influential parents. They are opposed to sex educa-
tion, Mr. D believes Red Oak children need sex education. If he speaks up at the
next meeting there is a good chance he can influence the undecided parents because
of his prestige in the community. However, if he does so he will offend the more
powerful elements in the community and his chances for the principalship with all
of the accompanying good he could do in that position are reduced. If he doesn't
say anything at the meeting, the principalship is his but sex education is lost.

Imagine that you are advising Mr. D, Listed below are several probabilities or
odds that Mr. D will still get the principalship even if he does speak out.
Please check the lowest probability that you would consider acceptable to make {it
vorthwhile for Mr. D to try to sway the P,T.A.

Place a check here if you think Mr. D should not attempt to sway the meeting
no matter what the probabilities.

The chances are 9 in 10 that Mr. D will still be principal.
The chances are 7 in 10 that Mr. D will still be principal.
- The chances are 5 in 10 that Mr. D will still be principal.
The chances are 3 in 10 that Mr. D will still be principal.
The chances are 1 in 10 that Mr, D will still be principal.
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Mr. E's Human Relations class has just returned from the auditorium from a require
Veteran's Day assembly. The main speaker, who the principal invited, lauded at
length America's military achievements from Generals Custer to Westmoreland, Mr,
E had taught his class all year long the way to avoid nuclear holocaust was inter-
national cooperation. One of the students inspired by the speaker's remarks,
proclaimed that America should bomb the out of the Communists. Mr, E feels
sngry and obligated to respond to the remark and the Veteran's Day speaker. He
would like to hold a sober discussion and have the students express their viewpoin
but little time is left in the class period and by tomorrow the students would no
longer be excited by the issue. However, if Mr. E expresses his own political
viewpoint he may get to make a point he has been trying to get across all year but

stands a good chance that what he says will get back to the principal who will
disapprove.

Imagine that you are advising Mr. E.
odds that his oration will not be retold to the principal,
Please check the lowest probability that you would consider acceptable to make it
worthwhile for Mr, E to tell the students what he thought about the Veteran's Day

speaker,

The
The
The
The
The

chances
chances
chances
chances
chances

are 1 in
are 3 in
are 5 in
are 7 in
are 9 in

10 that
10 that
10 that
10 that
10 that

the
the
the
the
the

principal
principal
principal
principal
principal

won't
won't
won't
won't
won't

Place a check here 1{f you think Mr. E should not

hear
hear
hear
hear
hear
tell

Listed below are several probabilities or

it.
1t.
ic.

about
about
about
about 1it.
about 1it.
the students what he

thought about the speaker no matter what the probabilities.

b 4
"

facto segregation in his school system,
a boycott of his high school because of allegad de facto segregation there.

F, a teacher in the local high school has been active in his opposition to de

He has been instrumental in planning

He

wvould like to join the picket line and refuse to ' teach his classes for the duratio
of the boycott, but if he does so he risks being fired.
course of action and teach his students about segregation during the boycott but
he feels nothing teaches as well as action and exsmple,

Imagine you are advising Mr. F.

that Mr. F will retain his job.
Please check the lowest probability that you would consider acceptable for Mr. F
to join the demonstration.

- The
The
The
The
The

111 ]

matter what

chances
chances
chances
chances
chances

the
are
are
are
are
are

9 in
7 in
5 in
3 in
1l in

Place a check here 1if you think
probabilities.

10 that
10 that
10 that
10 that
10 that

he
he
he
he
he

will keep his
will keep his
will keep his
will keep his job.
will keep his

He

job.
job,
job.

job.

could take a safer

Listed below are seaveral probabilities or odds

Mr. F should not join the demonstration no
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Mr. G, a fifth grade teacher, has a number of students in his classroom who are
rambunctious, energetic children. They have a short attention span and find it
difficult to remain in their seats. Mr. G has provided a corner of his room wher(
they can express some of their energy but he wishes they had more outlets. He
would like to occassionally send some of these students on an errand or to the
library but if he does so the principal might think he can't control the class.

Imagine that you are advising Mr, G. Listed below are several probabilities or
odds that the principal might not object.

Please check the lowest probability that you would consider acceptable to make it
worthwhile to allow the children to leave the classroom,

The chances are
The chances are
The chances are

in 10 that the principal won't object.

in 10 that the principal won't object.

in 10 that the principal won't object.

The chances are 7 in 10 that the principal won't object.

The chances are in 10 that the principal won't object.

Place a check here if you think that Mr. G should have the children stay
in the room no matter what the probability is.

U - RV VU

Mr. H has a boy in class who he feels he just doesn't understand. He feels {f he
had the opportunity to talk to the boy's parents and visit his home, Mr. H

c¢ould do much more for the student. The boy's parents work nights and Mr. H
would like to mske a home visit. Mr. H would like to visit during the day and
feels strongly that he should be given released time to do so. Mr. H has reason
to believe the principal does not share his convictions. In fact, there is a
good chance that the principal will view Mr. H's request as an attempt to '‘goof
off". Mr. H could try to see the boy more often after school but he feels this
would not be as effective as the home visit.

Imagine you are advising Mr. H, Listed below are several probabilities or odds
that the principal will honor his request.

Please check the lowest probability that you could consider acceptable for Mr. H
to consult the principal about the home visit.

Place a check here 1f you think Mr. H should not ask the principal no matter

what the probabilities.

emeee.. The chances are 9 in 10 that the principal will not think Mr. H is trying to
“goof off".
The chances are 7 in 10 that the principal will got think Mr. H is trying to
"goof off".

e Ihe chances are 5 in 10 that the principal will not think Mr. R is trying to
"goof off".

e~ The chances are 3 in 10 that the principal will not think Mr. H is trying to
“goof off".
The chances are 1 in 10 that the principal will not think Mr. H is trying to
“goof off",

Mr. 1 is about to start teaching a class of senior English in an inner-city school
He would like to use language in the classroom that truly communicates to his
students. Mr. I believes that if he uses "street terms' and colloquealism he will
more effectively communicate with his students and the students will be more in-
terested and involved in the class. However, Mr. I fears this may cause a furor
in the school.

Imagine you are advising Mr. I. Listed below are several probabilities or odds
that Mr., 1's approach to English will be tolerated.
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Please check the lowest probability you would consider acceptable for Mr. I to
use "street language' in his English class.

furor in the school.
furor in the school,
furor in the school,

The chances are 1 in 10 that it will not cause
The chances are 3 in 10 that it will not cause
The chances are 5 in 10 that it will not cause
The chances are 7 in 10 that it will not cause a furor in the school.
The chances are 9 in 10 that it will not cause a furor in the school.
Place a check here if you think Mr. I should not use "street language"
in his class no matter what the probabilities.

1]

Mrs. J, & high school social problem teacher, has had her class conduct a communit
survey on pollution., The class has become excited about the problem of air
pollution from a local factory. Mrs. J has encouraged student planning and parti-
cipation in developing and conducting the study. The class wants to file a citize
suit to force the factory to install abatement equipment. The factory is the
largest taxpayer in the school district. The class needs Mrs. J's help and she
has advocated responsible social action. However, i{f she loses her job she may
not get to help any students.

Imagine you are advising Mrs. J. Listed below are several probabilities or odds
that Mrs. J will not lose her job.

Please check the lowest probability that you would consider acceptable to make it
vorthwhile for Mrs. J to help har clase with the suit,.

Place a check here {f you think Mrs. J should not help her class file the
suit no matter what the probabilities.

The chances are 9 in 10 that Mrs. J will retain her job.

The chances are 7 in 10 that Mrs. J will retain her job.

The chances are 5 in 10 that Mrs. J will retain her job.

The chances are 3 in 10 that Mrs. J will retain her job,

The chances are 1 in 10 that Mrs. J will retain her job,

1] ]

x

iss K, a fifth grade teacher is soon to be evaluated by the district's curriculum
co-ordinator. The school district's curriculum calls for her to present a
balanced presentation of subjects in a sequencial manner. Miss K has, however,
had her class continue on a unit of instruction which is of particular interest

to her students. She would like very much to continue on this unit because her
students are excited about it but she fears the curriculum coordinator will
criticize her.

lmagine you are advising Miss K. Listed below are several probabilities or odds
that the curriculum coordinator will not criticize her.

Please check the lowest probability that you would consider acceptable for Miss K
to continue the high interest unit.

3
Q
(2

The chances are 1 in 10 that the curriculum coordinator will
The chances are 3 in 10 that the curriculum coordinator will
The chances are 5 in 10 that the curriculum coordinator will
The chances are 7 in 10 that the curriculum coordinator will object.
The chances are 9 in 10 that the curriculum coordinator will object.
Place a check here if you think Miss K should go on to the next unit no
matter what the probabilities.
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object.
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Miss L has a teacher aide in her classroom who is the wife of a school board
member. Miss L feels the teacher aide's methods of instruction are philosophicall
opposed to her own, Miss L has talked to the aide repeatedly about her classroom
behavior but the aide continues in her approach. Misas L contemplates speaking to
the principal about it, Miss L feels she and the children could somehow manage

to tolerate the aide until the end of the year but if they did so she believes

the children will suffer. On the other hand, if she goes to the principal, he may
change the aide, but there is a good chance Miss L's request will be denied,

which will result in worse consequences for everyone.

Imagine you are advising Miss L. Listed below are several probabilities or odds
that the principal will change the teacher aide.

Please check the lowest probability that you would consider acceptable to make
it worthwhile for Miss L to consult the principal.

Place a check her if you think Miss L should not talk to the principal
no matter what the probabilities.

The chances are 9 in 10 that the principal will change the teacher aide.
The chances are 7 in 10 that the principal will change the teacher aide.
The chances are 5 in 10 that the principal will change the teacher aide,
The chances are 3 in 10 that the principal will change the teacher aide.
The chances are 1 in 10 that the principal will change the teacher aide.



