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. PREFACE

The Natfonal Symiposium for Professors of Liducational Re-
scarch (NSPER) was conceived in the mid-60s as a conference for
dealing with concerns of individuals with responsibility for
teaching research training programs. Specifically, two objectives
were behind the creation of NSPER: 1) to provide an opportu-
nity for people who teach about rescarch and related skills to
exchange information about problems, malcmls and lcclmiqucs
in their instructional assignments, and 2) to hclp these individuals”
obtain ftew information from leaders in the feld..

Following the enthusiastic response of the participants to the.
first conference in 1967 which focused on alternative approaches
for leachin[, the four basic research areas (introduction, measure-
_ment, stalistics and advanced design), the symposium developed
into an annual series. Topics have ranged from the design of
rescarch and measurement cousses to evaluation techniques.
These topics are chosen in Ilgll( ofcurrcnl concems in the field of
educational fesearch. -

NSPER: 76 represents the end of the first decade of this
conference serics. Fittingly, perhaps, the topic of this symposium
is the definitioni and measurement of affect as a component of
the learning cuvironment. The presentations of the major
speakers at the three sessions — Memphis, Baltihore and
Phocnix — have been_collected and are provided in this report. It
is hoped that this report adequately reflects the significant ideas
and issues that were raised and discussed at the tree conferences.
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~ a) The nature of affect.

INTRODUCTION

Ty

There lias been increasing clamor for educational account-
ability in recent years. Parents and pro fessionals alike are asking
what the sclmols are doing, fo prepare chifdren to meet future
demands.-More importansly, the questions are not only what the
educational system plans on doing but how cffccllvc it is in
accomplishing these goals.

In the certification of accoumlablluy of educational prograns,
broad new questions are also being puscd No longer is data on
achievement sufficient. Educators are now béi ing asked (uestions
about attitudes, feclings, interests, values, etc. ‘Such questions
grow in importance as schools take on goals such as: “Develop
pride in work and feelings of self worth,” “Develop skills in
mterpersonal relaliunsluips," ‘and “Fstablish a personal set of
bellefs for daily living.”

Answering questions about attitudes, mlcrcsls values or
feelings is nol casy. In the past, educational traditions, technol-
ogy and practices have reflected a tendency to relegate these
questions to a lesser status in comparison Lo questions concerning
cogitive growtl and development. This report frop NSPER: 76,
however, focuses on measurement undertaken to answer such
questions.,Two toples provide some structure for that focus: a)
the natwe of affect, and b) principles and guidclinés for
measuring individual affect and leaniing covironment. . - i

Three sgc..ciﬁc objectives were outlined for NSPER: 76. Tley
were:, .

I. Participants  will be exposed to, discuss and critique

presentaiions whicli delineate: .

b) The measurement of individuat affe-t.

c) The measurement of affect as @ component of the

I¢arning environment. . o
2. Participants, working it small groups, will identify and rank

“in priority-order the priﬂuplc‘s and guidelines which shonkl

be considered in measuring affcql on an individual and/or

group busis. \

3. Participants will use cuch other as resources thiough the

cxchangc of information on  problems encountered in

fnecasuring affect in specific settings. G ‘

1
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Although the structure of the threc sessions were identical, the
content and affective climate of the conference varied actoss the
sites. The major speakers addressed the issues of the nature and
measurcment of affect, yet provided their own unique perspective
and drew upon their own individual experiences. The emotional
tone or affective environment in each of the sessions seemed also
10 be heavily influenced by the opening dramatizations petform-
ed by schogl children from each of the three communities. The’
enthusiastic portrayals of the forms of affect by the children
from Campus Elementary School in Mempbhis, Edmondson Senior
High School in Baltimore and Central High in Phoenix provided a
stimulating backdrop for the Iatter activities of the participants at
the three sessions.

Unfortunately, it is ncar impossible to capture in words the

—— rirhness of the experience which followed from the viewing of
~*  the various vignettes presented by the children. What this report
documents, therefore, ate simply the major addresses from the
conferences. Contained in' thes¢ papers is evidence of how
difficult it is to adequately define or operationalize the concept
of .affect. It is most informative, however, to sec how leaders in
the field have come to grips with this definition and proceed to ’
deal with issues involved in the measurement of affective
components in the education process.
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_AFFECT AND ITS MEASUREMENT
Robert E. Bills'
University of Alabama = )
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Wlieni Bill Gephart called fast spring and asked if | would work
with this conference in the arca of “Evaluation i in the Affective

. Domain,” | was delighted. But my delight tufned to dismay when

o

'bmlogua'l process, while educators and psychologists who are .

A i Text Provided by ERi

he stated-jn® 'a leuer al a later date, that in the first prcsemallou,

“We expect that you would start by stating what the concepts -
‘affect” and “affective bebaviors® mean to you.” As you will sec,

that task is a difficuli one since there is little agreement about the

nature of the concept called affect, and the agreement which_

exists relates only tangentially to variables $uch as vahtes,
attitndes, self concepts, und others which are of concern to
edncalors .
3 .

WIIAT 1S, AFFECI‘ AND WY TIIE CONEERN?

What I want to do in lllis first pmcnl.nlnon is to show that

’m.my cducators and some’psychologists use the tenn “affect to
desu,ibe an ared of human existence whose natire is not clear to’

us. We know that education must be conceined with more than
cognition and we:have used the term affect to label some of the
additional factors but the label is neither descriptive nor is it
definitive. 1 would tike also to tilk about how people have
attempted to solve the problem of defining affect and tomorrow

to talk abont problems involved in assessing what is putporlcd to

be affect and in lietping s«.hools improve in the so-called affective
area. T

Let me go back a short distance in the history of psychology
to”describe the affect problem, to show its fack of definition, and

to establish that when educators and psychologists talk about -

affect they are nol necessarily talking abgnt the sane thing.. To
clasify -this last point, | suggest that psychaologists who are
interested in stidying affect as a phenomenon see affect as a,

nterested in hetping people to change us.ln grow sec affect as a

J

]:KC énguilwc type of precess. - ~ . v

;7 ) N B N



* >

“In |928 Schneider wrote,

In l||e psyclmlogy of feclmg, although there is an
cvery-growing accumulation of \material, there is no
sutisfactory - system ahd classification. Investigators
are interested chiefly.in the physiological foundation
wof the expressions of emotiori, whereas llnf experi-

ences themselves are ncglected o 475) .
In most respects, the statement is valid today :md it points 1o, llle
¢, «~iential and physiological horns of our definitional dilemnia.
*The statement is 2 most interesting one in that it recognizes the
- content of the expcrieuce as-2 factor which should be of concem
* but which is neglected beciuse of concentration bn the physiol-
ogy of emotion. Today, most psychologists who ate interested in
emotion view it as a physiological state, and since positive
physiological states of emotion cannot be demonstrated, the
psychology gf emotion is the psychulogy of fear 2nd anger. Little
is suid about positive emotions such as Tove, :md the expericmlal
aspects of emotion or affe¢t are ignered.
Dcﬁnil:ons of affect over the past 50 ycars differ little from
cach other:-In 1934, Warren gave this definition, “Affect =
the dynamic and essential constituent of emotion . . [ is an .
inclusive term, used to denote any variety of emotional cxpeli-
ence or emotional concomitants, especially a strong emotion, and
also ‘moods” (p. 7). The equation of affecf and emotion is shown
also in Duncker and Watt's (1938) German-English Dictionary of
Psychological and Psychoanalytical Tenns which translates the
Gerinan word “affekt”.to * . . . affect, emotion” and in Beigel's
(1971) I)Ictionary of l’sychology and Related Fields wlnch also
transtates “affekt” to “ . . . afféct, emotion.”
in 1958, English and English described affect as *
name for feeling, emotion, mood, tempemment
. temposary theorists hold that there is no separate affccbslate but
only au .xffccuve or feclir 3 aspect of a cogmllvc Sstate or
process . . . "(p. 15). Thus, ' ,an be scen that some psychologists
. rcwuuled a non-physiological definition of affect but their
number became smaller as psychology méved during the past 25
vears toward a definition of itself as the gtudy of behavior by

Y

a clqs

Elicmh is meant lhc sludy oflqvert observable, measuradle,
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behavioral acts. This movement left Gittle room for affect as an
important coinponent of Iluman eXjstence.

English and English did not overlook the more traditicual
definitions entirely. Thus, they stated that affect “practical-
ly =an ‘emotion . ...the dynamiz or essential quality of an.
emotion; the energy of an emotion” %I‘)58 p. 15). In so doing,
they negated fhe most importaat parl of their first definition,
that affzct may be a feeling aspect of a cnglxllive state of process.

Wolman (1973) illustrates the points | am attempting to uttke

"which are thai: 1) conceptual confusion is present in nost

definitions of affect, 2) much of psychology has attempted to’
equate affect with emotion as a means of dealing with affect, 3)
tlicre has been little, if any, change in definitions in the past 50
years, and 4) affect £an be eitlicr a pevceptual or a physiological
state, although it is more frequently defined as physiological
rather than perceptual. In his 1973 diclumaxy. Wolman defines
affect as: “I. A class name given to feelings, unolmns, ot
dispositions as a mode of mental functioning. 20 The name given
to ‘specific emotions or feelings. 3.. .. A state generated when
motivated action becomes unfeasible” (p ).

Aa excellent illustration of my point regarding confusion
which appears in definitions of affect can be foand in a 1972
description by Eysenck:

N
Affect. A term that is not defined uniformly. I
general, it is used to charactesize a feeling state of
particular intensity. Sometimes an ‘affect’ is charac.
terized as a state brought about by actions alinost
wholly w2void of intentional control in accordance
witls moral and objective viewpoints. The tern is also
found in the... [psychological} .. . literature  as
practically synonyumus with ‘emotion’ in cerlain
senses (p. 28).

Formal definitions also support iy point regarding the lack of
relevance of the tenms affect or emotion for education; none
encompasses~what*I belicve educators are talking about wlien
they talk about affect. To clarify this statement let me call
attention’to the fact that with the exception of the term “moral

viewpoint” used by Eyseack, none of the definitions | have
KC !
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presenited deals witl. terms such as values, ideals, attitudes, self
concepis, morals, character, and others which concern educators.
All of these coisiderations lead me to suggest that we probably
need a new term or viewpoint which does not equate affect and
emotion and which is broad enough to encompass educators’

- concerns for the nature of the inner experience of peo,de which

seems so dircctly related to the quality of their behavior.

Whicn | examiné insttusnents which purport to measure affect,
I find the same confusion which is feund in the definitions of
affect. 1 have presented. Thie flood_of measures purported to
racasure affect which has appeared in the past few years, the

" broad, range of concerns and non-specific focus, and the psycho-

-

~

metric inadequacies of the instruments suggest to me that: 1) We
are not close to an agreement about what affect is of what to call
it, 2) What wc are trying io measure is so unclear to us that we
cannot develop inslmmenls with acceptable psychometric quali
tics, and 3) We pmbably will continue to enlarge our store of
instcuments which purport to sneasure affect until we can define
what we mean by affect. | have concluded that unless we can

achieve a better voncept of affect, we will never be able to dcaI‘

with it in our classroon:s of in our rescarch. .

llow were we frapped into the dualism which sometimes
causes affect to be scen as an experiential problem and at other
times as a physiological problem? In the time available I cannot
Jully answer the question but I will introduce it.

One thing we know is that the problem has been with us for a
long time. It existed before Descartes post.ated his mind-body
dichntom+ from wlli’cln the experiential- -physiological ‘affect prub-
leme . Nad Desumes not divided us up into miad and body,
I. suppose someone clse would have done so since long before

Descartes we had accepted the philosophy of Socrates who .

rejected emotjonality to free the rational mind for understanding

and that of Aristotle whose logic posited a subject-obiect duality -

inall knowing. Were it not for thie Cautesian dichotoiny, we might
llrink of th. person we are.trying to educate and not of the
“mind™ we are trying to teach or of the body which brings the
“mind” to sc.lmol
Ief me plu.lse the problein in anotier way. The Carlesum
du.lmlcmy lias led us to an overconcern for bodily processes and
ysu,.ll manifestations of psychological processes since we

RIC 12
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. arg defined as emotion by miost psychologists.

=
.~

“cannot objectively study *“mind.” Tllls exaggerated concern has,

in recent yeass, taken the form of exclusive emphasis by the
behaviotists on overt, observable, and measurcable behavior. This
over-concern with “behavior™ has led to further lack of concemn
for what is happening to lcatners as people. In the past, there
have been isolated veices urging us to do-something about the
whole person and to concem oursclves with what we are doing to
the person of the learner. But these voices izave been ignored for
many reasons, thie most recent of which is the conviction-of-many
educators, which has come to education from psychology, that,
the only job of education is behavioral change. -~

Today we can no longer ignore affect. Federal legislation

insists that we evaluate our programs at least in part on the basis

of what is happening to leamers’ self concepts and valnes, aniong

other things. And learners are showing us that we can no longer

afford to ignore them. A few years ago they threatened to bum

down our buildings. Today they have become disruptive, aggres-

sive, hostile, and violent. In many ways, they have told us what*
we can do with our teaching, which many of them sec as

unnecessary, unimportant, irrelevant, and dehwmanizing.

A second aspect of the problem which results from emphasiz-
ing the physical bases of emotion is that it diverts us.from our
basic tancerns as educatoss and facilitators of change. If affect is
emotion, then affect is a physical problem and not an educational
one. To sce affect as emetion is to ignore the affective experience
and to conceritrate on what seems to be its physical expressions.,
Let me phrase this in another manner.;When Lam angry or afraid,
my cxpericnual concern is ot with the flow of blood to my large
muséles, the dilation of my uplls llle increase of 'ulren.lim inmy
blood stream, or other phy |c.nl clmngcs which, /taken as a awhole,

“y concern is with
the exXperict.ce of the emotion and this cxpcnulce affectsme asa
whole.Thus, if the experience is sufficiently, intense, it also
causes changes in my physical being. It is interesting to note that
when we look at emotion as a physmlog,ual process, ot nnly do
we ignore the expetience of the emotion, we can’t even defermine
what_emotion is being experienced., AL 4 physical Icycl fear and
anges are susprisingly alike and love doesn’t even exist. )

We might ask why educators have chosen a direction that
u,norcs what they call affecl “aind which*causes them to ignore

o~
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some of their central concerns. There are several reasons. Let me
share five of them with you. .

_ i) One reason educators have avoided attempts to alter affect
is the assumption that the inner world of a person is too private
to enter; that it is a violation of human rights for schools to do
anytfiing about such things as attitudes, beliefs, values, and the
like. This concern is based on the belief that the only way schools
can assist the development of socially acceptable attitudes, values,
and self concepts is to make students believe and value what we
believe they should, and we-are reluctant to move consciously
into’ 1984 and political indoctrination. If this is the only
altérnative, then I agree; but 1 do not believe that indoctrination
is the only alternative. . .

2) The lick of. concein for affect in our classrooms . has

resulted_also from 'the belief of many educators that they should

be concerned only with behavior, since it is the only thing that
_really mattess. Such a belief underlies most learning theories and
theorics of instruction. It is basic to many recent educational
praé,{iccs such as programmed instruction, computer assisted
-+ instmuction, behavioral objectives, and objectives-referenced tests.

““In part, our overconcern for behavior has resulted from the

efforts of psychology and education to become scientific. Itis
commonly held that the only way to develop psychology as a
science is to concentrate ,on the study of behavior since only

« behavior can be observed and measured directly. Education has
followed in'psychology’s foolsteps.

3) The behavioral. emphasis in psychology and education has

© * resulted, also, from the watter of definition 1/raised earlier.
Behavioral orientations define affect as an ufifit subject for
scientific study..Since science can deal only witihatignality and,
T by dgreement-from-the-time_of Socrates, affect and emotion are
irrational, it follows that science cannot deal with affect. Thus,

psychology very early gave up its concerns for soul and mind and )

divorced itself from philosophy. Psychology turiied from a study

of mind not because it was unimportant but because of the belief

that the “inner man” could not be studicd scientifically. The

result in psychology and later in educatjon was that inner
" experience was ignored. -

. 4) A further reason for ignoring affect in the goals of the

T‘ hools is the_ incorrect assumption that there is a direct

BRI 19 =~ a
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refationship between cognition and behavior. Schools have a

singular concein for cognitive learning. Even when educators have
songht goals for students such as creativity, critical thinking,
worthy use of leisure time, worthy home- munbershlp, health,
econosic sufficiency, and others, it is usually assumed that the
way to achicve these is through increased cognitive under:
standings. It is convenicnt to believe that we can reach the goal of
a fuller life by increasing coguition, and this belief answers the
question” of how schools can lelp students reach the goal.
Beliaviorism helps to avoid the problem éven more easily since it
sees affect and other internal states cither as problems which
stand in the way of studying behavior or as non-existing or
non-essential constructs, the latter position taken by B.F.
Skinuer. Skinuer holds that learning is only the modification of
already cxisting behaviors and that to change behavior, it is not
necessary to know what is inside the “biack box" called a subject
if, indeed, there is anything there at all (Skinner, 1939, 1948,
1971).

*5) In recent years, schools have been deterred. from efforts to .

deal with affect because of the opinions of some paents and
most critics who believe that social and othier goals are dive-sions,
dilulions of educational cfforts, or frivolitics and that affect is
ot the provincc of the school..

It is not only the public, the critics, and {radition which are
responsible for the point of view that education should be °
umccmc(l exclusively with cognition; educators also must aceept
some of the réspousibility. How often have we heard the belief
verhalized that, “concern for the affective lives of students is a

- nice goal but how are we suppuscd to deal with affect and still do
everything else we are supposed to do?” That usually ends the
discussion gven though we may belicve the.- qucslum more
appmpnalcly should be, “How can we do what we are supposcd
to do for boys and girls undess we are concetned for the totality
of their livés including their affective-lives?”

In spite of belicfs that affect is not the province of the schools,
many symplmns teil us that all is not well with education, and
these are forcing ns to re-examine the role of the inner experience
of a person in his education. Please note that | say forced: since if

E llC the s«.lmols were functioning smoothly, | 1I||||k they would
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continue with their exaggerated interest in cognition and the
exclusion of concetns for learners as people. Among those things
which are causing us to give attention to affectivaity are
these: 1) Students are not behaving as we think they should

biehave. They are difficult to control, they challenge our

authority and our persons, and they are destructive and violent.
2) Many people are convinced that students are not learning

coerce, manipulate, chann, seduce, or otherwise motivate stu-
.dents into becoming the kind of people we think they should be
or into leaming the things we think they should learn.

These problems have been developing for a-long time and they
ate parallcled by other problemns. Let me cite sone additional
_ones from my own work and try to put them in perspective (Bills,

1975).

To help children learn the cognitions which we believe they

should’ learn as they progtess in school, educators provide
children fewer opportunities to make decisions for themselves
and ignote them more and more in the making of decisions. The

Iy ‘.
. delerioraling human relationships - which result destroy the

helpful qualities of the teachers. Teachers are rated by students as
low in-their level of regard for them and in tlgei’rcongruence ot
personal honesty with them. Teachers ate rated even lower on
their ability to understand students as students understand
themselves and on~their regard for students as people of ‘worth

unless the stedents’ behavior conforms to the teachers’ desires. As

a consequence, the longer students remajn in school the more
negative become their attitudes toward school, toward them-
selves, and .toward other people. These d.veloping negative
Lattitudes ate paralleled by the increasingly more negative atti-
tudes of parents toward the schools (Bills, 1975). T

School is an especially bad place“to be if you are a boy because ’

teachers will see you as less acceptable than if you were a girl.
They will -have greater difficulty in understanding you as you
understand yourself, and they_will be more apprehensive about
your potentially disruptive behavior. Sometimes you are better
off if you re black rather than white; your chances of being
imnored are greater. The siddle-class culture of the average

scher, who is also feinale, makes it difficdlt for the teaclier to

Q
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understand and to accept black or male students. Girls are
accepted only if they conform to the teachers’ ideals. .

Unconscious biases assure that chitdren who hold values
different from those of their teachers will 1cceive lower teacher-
assigned marks even though their achievement levéls warrant
higher ones (Finch, Finch, and Bills, Note 2). Looked at in terms
of freedom to exercise choice and to control one’s future, schools
must be judged as oppressive (Frymier, Bills, Russcll, and Finch,
1975a, 1975b). With relationships in the schools such as these, is
it any wonder that students, and particularly black students, at
the junior high level care rejecting the values of their teachers

" (Bills, Note 1)? - )

Such symptoms and problems are causing educators to be -

concerned for fnnmanizing the curriculum, for helpiing chitdren
relate more effectively to each other and to their teachers
through such activities as values clarification; sensitivity training,
individual and group counseling, magic circle groups, and others,
for movements toward the teaching of values, for attempts to
educate character, and for other things designed to overcome the

The increasing complexity of hinnan problems which face
education have caused a corresponding increase in our efforts to
' solye the problems. Many of our efforts, though, which supposecd-
ly are intended to express concern for children as people, are
cfforts to “adjust” children to learning environments which
exagerbate already existing problems, These efforts often create
new problems and nost have been dirccted toward discovering
-new ways of getting children to learn more information. As a
result, the attempted solntions often become part of the problem.
The scarch for solntions to the problems which face the
. schools has led us.into the arca of affect, and here many
unwelcome surprises await us. The scarch is a painful one. The
confusion which is present in psychological theory about thie
nature of affect is found also in measures of affect.

o

- problems. Y

Let me be more specific and discuss Four ctnnpcndiu of what .

can be called affective instruments in a somewhat “superficial

TUnfortuately, references to the data npon which this and pre-
- ceding statewnents in this paragraph are based aré not available
: sincc_lhey)wcre' collected in confidential school snveys.

-
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. manner to illustrate both the confusion which exists and my

earlicr point about the differcnt emphases in cducation and
traditional psyzhology. That point holds that people who are
interested in facilitating change in other people see affect as a
state related to cognition or inner experience whereas traditional
psychologists see affect as a physiological phenomenon. Although
only anc of the four compendia is classed in the affect area by its
author, I believe all four are in the area as defined by cument

" educationa) use. 1t is no accident that the three compendia whichi

Pe

do not claim to relate to affect have been developed by authors
outside the ficld of cducation. Educators are the principal users
of the term affect ‘to describe a broad area of experiential
cuncerns.

The first reference is to Buros’ Mental Measurements Year-
book (1972). As the name implies, the reference is a cumulative
index which appears aperiodically and which describes education-

al and psychological measuring instruments under the broad tegm_
- of mental ieasurenient.

For all of its sophistication, The Mental Mea&urcmenls
Yearbook has not solved the problem of classification or
dc(:mition. If you are to use it, you alinost need the title of the
instruments you wish to review before you can locate them since

the refetence- is far more useable starting with the title of af ¢

instrument_than by starting with a problem and asking, “What
mstruments are available in the area?”

Buros, which is usually so helpful to people with measuremenl
problems, is of little assistance in the area of self concept,

-attitudes, sclf estecin, values, inorality, and character.cducation.

Of the 1,155 references in the sevcnfh edition (1972), fewer than
25 are even temotely related to the area with which I believe we
are concerned and most of these fall into categories of person-

ality, interest, aititude, and self concept. One reason Buros does *

not give a long list of affcctive instruments is that' such

instrunients have not heen published commercially and The

Mental Measurements Yearbook inclodes references only to
published instrusments.

The problem of classification of ingtiuments and the contras-
ing concerns of educators and psychologists can be illustrated by
rc'ﬁ:reuw to-a widely cited inventory of “affective” instruments
lited by Beatty and puhllshcd by the Association for Supcr-
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" vislon and Curriculmﬁ Development (1969). 1n it, Beatty has a

chapter on “Emotions: the Missing Link in Education” (pp.
74-88). That chapter is colitdned with self concept theory and
. not with emotion in the traditional psychological sense. Beatty
believes that feelings and emotion are understandable only in
relation to self concept. He states, “ . . . feclings arise as a result
of comparison between . . . incoming data and the self concept”
(p- 81), and he differcntiates between feclings and emotions
primarily on the basis of intensity. lle also sees feclings and

\éllloli\()ns‘as different from each other but he' belicves that

fccling?"bccome emotions when they become strong enough.
Thus, there is a relationship between feeling and emotion, but
feeling is the result of evaluation of sclf concept interactions
whetcas emotiost is a physiologicnl reaction. Beatty does not
make it clear whether emmotions and feclings differ only in degree
but not in chasacter. He does make it clear that feclings. ary
educational problems in the larger sease of the term “Lducallon-
al ”

The inventory portion of Beatty's booklet illustrates the point
of the confusion- which has resulted from a lack of a clear
definition of affect and suggests that Beatty’s views about the
nature of affect have not affected his list of affective instruments,
since the inventory, includes far more than self concept measures.
This conclusion is futher reinforced by the fact llml abtheugh
Beatty defines affect as already stated, that,is, “‘a result of
comparison between . . .incoming data and lhe self,” he opera-
tionally defines it by (he categorics under which instruments are
inventoried ‘in the compendium. These include: attitude scales,
creativity, interaction, miscelldaneous, motivation, personality,
readiness, and. self concept. Thus, most assessinent instruments
which do not purport to measure achievement mpllludc intelli-
> gence, or interests are included as measures of affectivity and
affu,llvnly bcwmcs something other than wlmt de defined it to
be.

Rolmlson Rusk, atid Head (1968) speak only of attitedes, and
these are ‘described as’ pnlllu.al attitudes to which are appendcd
two sub-groups, measures of occupational altitudes and occupa-
tional chara},lcuslus and measures of social psychological atti-
tudes. You skould ot let the titles of the various sections of
Appemlix B, Measures of .Suual I'vyclmlogu'al A Illlmlcs (Robm-

—
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. son & Shaver, 1975), mislcad you into believing that it contains
descriptions of instruments which educators would expect to find
there. Appendix B contains relerences and descriptions for most
“of the instruments which are of interest to edncators when they
tefer to affect. It includes Mcasures of Self-Estcem and Related
. Constructs, Alienation and Anomia, Political Attitudes, Values, -
“General Attitudes toward People, Religious Attitudes, and Meth-
odological Scales. Methodological Scales include measures of
social desirability and various social attitude scales. In case you
are interested, “anomia” is defined by Srole, wlio authored one
of the instruments, “as an individual’s gencralized, pervasive sense -
of social malintegration or ‘sclf- to-others alicnation’ ”* (Robinsos
& Shaver, 1975, p. 172). N
The Robinson and Shaver publication dluslrates the fact that "
psychologists do not definie affect in the same ways educators do.
Although they include most of the constructs educators consider .
1o be in the affective realm, these ate not defined as affect =
. measistes but as attitude measures. Their method of gronping is- - -
. not catirely satisfactory, however, since it uses constructs such as
attitudes and values which are as pootly defined as affect. But |
do not believe their groups are as likely to be as misdirecting to
educators as the term affect. The reader is cautioned not to make
final jndgments regarding the Instruments which are listed in°
_ Robinson and Shaver without seviewing the literatuse. This
™~ statement can be applied in varying degrees to. each of llle ¥
\mpcndna to which 1 will refer. -
T~
A In wmy p'ull(.ular ficld, which is- sclf—cnnccpl theoty, the mosl
. useful compilation is the one authored by Wylie (1974). Her
‘ book is well-written, clear in llS defi nitions and_standards, and it
delimits the arca so that it can “be covered both inle’nsively and
extensively. Most imporlaully, Wylie assists the tcader by -
“specifying “her criteria, definitions, and standards _ and - then e

discusses the instruments in terms of these., She leaves no doubt R
© % in the reader’s mind about, her opinion_of each of the instiu-
ments. Furtlicrmorg, at every possible point she attempls to point
out the need for further research and makes numerous sugges-
tions for mrpruvcmcut in the area.
L Wylié’s baok is remarkable when it is s considered that she does
the work hersolf withont the aid of a large staff. As a result, her -
fmmalum and conclusions are mose reliable than those of any . ~ -
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other list with which 1 am acquainted, althongh there s little

doubt that error is contained even in this volnme because of her

need to depend to some degree on descriptions and data provided
by authors.

Wylie does not encounter the prul)lcm of definition of affect,
since her concern is with the self concept, which f.llls in the area
of affect primarily through the thinking and pr.ullu, of cduu-
tors. A partial list of instruments which she reviews gives an
. insight into her thinking and includes n‘lcusulcs of the phenom-

\cnal sclf, such as the Butler and Haigh SI10 Q-Sort, the Index of
Adjiostment and Values, the Piers-Ilanis, Coopersmith’s Self-

- Estcem lnventory, and Gough's Adjective Check List, and

. non-phenomenal self measures snch as the Who Am 1, Twenty

. 8entences Test, the Thematic Apperception Test, Rorschach Test,

Draw-a-Person Test, and Sentence Completion Test. Although her
) concern isrfor the phenomenal and non-phenomenal self con-
cepts, educatoss are interesied principally in the phenomenal se!f
which is concerned -with the self ag an object in the perceptucl
field and which is most often called self concept, rather than with
self as agent of action which is the non-plicnomenal self.

. These four compendia give some idea of the inveptory
resources available to the rescarcher. l‘llcy 2lse reinforce the
condnslon that there is no common agreement about what affect
is, or of the types of instruments which should be used to
mcasmc it. The contents of the four compendia leail to several
_conclusions: 1) there is no common agreement aboul What to
include in sich isvcntories, probably because no broud and

+ " adequately defined concept is available to gnide the selectiod of

< instminents, 2) most of the available instriinents mef duubllul .

reliability and unknown valldnly, 3) most of the mslrunnenls in
the area have begn developed for use in one stndy “or a senies of
stidics and have, then disappeared from use, and 4) even though
an instrament is well-known and wulcly Tsed, such as the
- Tennessee Self Concept Scale, the Piers-lanis, o1 (‘onpusxmlh s
Self-Esteem Inventory, these may be little evidence to snpport its
use. If you doubt’ the validity of (his statement, 1 invite yon to

read Wylic's comments regarding the scales. and especially the

+Tennessee Self (‘dnccpl Scale.
o Erom the thoughts 1 have. shased with yon {o llus pmnl 1
l: lC conclude that the answgs to many of lhc pmbloms in (hc afiect
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area are not to be found by plowing ahead in the sarfle rut we.
have been travelling. What we need is a new frame of teference

for understanding people and for viewing educational goals. The

old frames of reference make allowance for affect only by tacking
construcls on to aheady completed houses. As 1 s0id earlier, the
reactions of busy teachers to such an approach is, “How can“we -
do this and still do all of the ather things we must do?" Permit
me_to return_to Descartes inian effort to resolve the problems |
have raised and 1o descibe what' | believe is a more productive
point of view.

. The mind-body dichctomy hae a[fecled our tllinking in many
w:iys One of its more obvious manifestations, as far as education
is concemed, is the zecent attempt to develop taxonomies of

* educational objectives in _the _psychomotor, coguitive, and af

fective domains (Ragsdale, 1950; Bloom, 1956; Krathwohl,
Bloom, and Masia, 1964). The taxonomy of objectives in .the
affective domain refers to these objectives as “emotional learn-
ing” objectives and classifies them into_ five categories which
includé Receiving, Responding, Valuing, Organization, and '
Characterization by a Value or Value Complex.

The five categorics of the affective domain do not seem o me
to show clearly that the taxonomy separtates the cognitive and the

‘affective domains, sinée cognition appeats to be a part of some or

all of them. Additionally, the taxonomy daes not relafe alfect to
ctmotion as promlsed by the term “emotional learing."”

The dilemma is this:-if you start  witiv the mind -body
dichotomy, no satisfactosy scllnme is availablé for logically
telating affect to cither part of  the dichotomy, and affect
sometimes appears as a “mind” comept apd someliinés as'a
“body” concept. Educators view affect as an aspect of “mind”
even though they use the terms affect and emotion interchange-
ably. Ou the other hand, psycholugisls who study emotion view
affect as a “body” process. More precusclv, tliose people who are
concerned with helping relationships and wanTcnlllalmg chane
in people, view affect as an aspect of a cognitive process whereas
those who are interested in the scientific study of emation view
affect, or emolion, as a physiological process. Except for the term
affect, we have no means of relating such concepts as values,
attitudes, and self coucept .to_each other even though we

Q auitively believe such a lcl.ntwnslup exists. The lcrm affect
E MC ppears inadequate fot the lask2
: <
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A more salisfa‘clory means of resolvig the problem may be fo
begin by forgetting about the mind body dichotomy and to view
‘the person from a more whalistic poml of view, such as is doue
by perceptual psychology. Aculrdmg to perceptual psychology,
as a persun interacts with other people, situations, and objects,
certain aspects of tlie experienceure differentiated as meaningful
in either a pusitive or a negative sensc. These differciitiations and
their meanings arc called perceptions. Somc perceptigns are
further differentiated as being a pant “of%self while others are
perceived as not belonging to the Scif. Perceptions and their
meanings are organized into what is called the perceptual ficld
which has a fluid and cunlmuously changing character. :

« Central to the perceptual field is the sclf concept, which serves -
as a screen or sicve througly which new perceplions are adinitted
to the perceptual Tield. Perceptionists (Snygg and Combs, 1949;

Hills, 1956; Beatty, 1969) sce behavior as a function of this
pereeptual ficld. Thus, all behavior is relevant 1o and determined
by the structure of the percepinal ﬁcld@‘ lllc instant of action ¢
(Snygg and Combs, l94\9) v v
iior the peison, his organized pcncplums ate realgly and they
. are the only reality e can know. They “have tesulted from hiss”
interpretations of his interactions and especially those which
Jduvolve_ his .self concept. Intergetions which are perceived as.
slrenglhening or confirmatory 4o the self arc accompanied by
positive affective states such as plcasun. joys love, and otheys.
Interactions which are perceived as potentially destructive or
' debasing to self or 10 the organism itsclf are accompanied by
negative affective states and if the threat.to the self is sufficiently
“great, the organism alerts itself for “fight or flight” (Cannon,
1932), The preparation for fight or flight involves physiological,
changes, called emotions. Affect is the feeling state which resiibts”
from the person’s awareness of the stafe of his self concept. -

JFhe perceptual organization of .a person includes all of his
perceptions or belicfs about the nature of reality. Some of these
bcllcfs re about what the nature of the physical universe isllke,
some of them are about what is important, others are béliefs
about how we should be prepared to experience people and -
events, and some are beliefs about who he is and what he is Jike.

Thesc beliefs are called facts, valucs, attitudes, interests, pre-
judices, self concept, and the like. They are all belicts .md for the

" - 23 . "




indlvudual they are tcallly They ate all Cognilivc -perceptuat in
mature; they are the results of highly ‘selective processes and
definitions, and they have all beci learned. In no way are they
affective. Affect develops as a consequence of the interactions of
the perceptual field into which they are organized witli people,
situations, and objects, and thus, affect is a relational result.

"For our discussion the most important points are thesc. First,
the individual is more profitably viewed as a total entity thanasa
combination of parts. Second, when viewed from this vantage
point, affect i'seen neither as an aspect of mind or body,nor asa
type of cognition or behavior, but as the evaluative reactions of
the organism during, and as a tesult of, interactions. Thus, affect
is not a thing to be ignored, taught, or changed; it is the

- individual’s perceptions or awareness of the state of his organism
as it interacts. :

A third point is that a perceptual point of view provides nn
understanding of why we have been unable to find common
threads in what we operationally have “defined as affective
variablés. From a gerceptual point of view, the various things
which we have called affective variables are not affective but are
cognitive-perceptual beliefs. All cognitions are belicfs and’ they

* can be grouped in various mcaningful ways. Some are belicfs
. about the nature of reality, while others are beliefs about what is
important, about_ how we should"feel about things and people,
about what we are like, and so forth. All have been leatned in
that they have ticen dlffcrcnllaled in-interaction. Even our beliefs
about reality are learned and reality,, as we believe it to be, exisls
'anupally ihyough definition. o
May 1 llluslralc this last point- lhmugh numbiering syslems"
Befofe we can count, we must agtee on the units we will use, the °
base of lhc syslem, whicls in the decisnal system is 10, and
whether or not the system will be finite or infinite, which means
that when you reach a certain point you either begin over again
of you -continne on indefinitely. Arithmetic is based on an
infinite, decimal system in which the units are equidistant from
cach other and are of equal size. But who is distwibed when we
use a finite numbering system which has equal units and which
Ilas a base of 12, or when we use a finite numbering system with
‘basc 12 which has unequal integvals? The best example of my

O st llluslrallon is a clock and of the second is a calendar. All
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{hree of these numbering systems -- our usual numbering system,
the clock, and the calendar -- are acceptable and their aucplame
lies in the definitions we have adopted. ,

My point is that all cognitions arc’belicfs and lhcy can be
gtoupcd in various ways. Onc group is concerned with the
so-called real world. The rest of onr beliefs we have relegated to
what we have called afiect. In a traditional scnse, , coghitions
relate to ‘knowledge about the nature uf' the seal world whereas
those relating to what is supposedly more subjective have been
classed as affect variables. The dlffctcm.,e_m the two groups is one
of definition, and from a péreeptual point ,)f view, the groups
rdiffer anly 4n terms of what they relate to. Thus affect, in the
sense of the term as used by educators and others, is cognitive in
© - the same scnse that knowledge is cognitive. .

To avoid pusibic confusion in what I will say, let me provide
sonic deflnitions at this point. Our beliefs are perceplions in the

ﬁ;hal * peueption refers’toany differentiation a person

is capable of making in his perceptuat Ecld whether or not an
’ ObjCC( vely observable stinmlus is ptescm"(_emlbs Ru.llatzls and
Richaids, 1976, pp. 16-17). Traditionally, the term “Logmlion" '
has been used to describe knowledge, understanding, or ideation,  *
while in" education,! values, attitudes, self concept, 3nd similar
constructs have een called affect. Tlie constructs of cognition
and affect, when,used in the sense 1 have just defi ned it, are both
perceptual in nature. Tbus. I subdivide pcucplums into cognitive
and non- coghitive types which frees the term.affect fog use as |
have defined it. Iy my further conunents, I will -use cogaitive,
non-cognitive, and nffect in a manner consistent with thesc-
definitions. | separate bellefs about reality from otlier heliefs and
. ‘call- them ' cognitive and non-ognitive only for purposes of
< discussion. They are all perceptaal in nature; each-affecls the
Structure and content of the perceptual field, and lluough u|e\
) pctsmspeucpllons each affects behavior. .
s My fourth point in proposing that the perceptual point of view
is a more effective way of viewing the homan organism ‘and -
- behavior is my most important one. Viewed in this samner, affect
‘ should not be our most important concem if our purpose is to
assist learning, dcvclopmeul creativity, and so forth. Our corcern
S should be with the expericncing of the organism aud with the
EKC availability 4){ that experienge in .|warcm.ss and "in uu(llstotledr P
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fashion to the person as he intesacts. It is at this noint that our
developing concerns for. humanistic education, non-cognitive
variables, gronp interaction, individual adjustment, valpes,-and
the like can be interrelated and brought into focus. Let me say
how this works.

We know that if a person experiences anothes person as
undesstanding, accepling. reliable, and trustworthy, then the
ability of the person to admit.into awareness any and all aspccls
of his experience is- increased (Rogers, 1957, 1958). Threat
reduces leaming dnd the intellectual quality of behavior, as
. judged: by its’appropriateness and its ability lo scive problems
(Bills, 1969). - -

As you recognize, 1 Ilave subsliluled one sci of concepts for
“another and since 1 have, it is incumbent on me to show the
televance of the substitution for the problem of affective
measarement in the sense that tenn is usually used. Unless I can
show..the rclevance of my substization, there is no benefit to be
detivcd from this conceptual exercise.

» Perceptual theory implies that our primary concern should be
f(n those things which tell us something about the qualities of the
telationships students experience and nof for what we have called’
affect. This foltows from what 1 have already said about threat
“and its influence on the structure of the pesceptual field and,
through it, behavios. If we know. somellung about the nature of
the student’s pesceived, enviromnent in terms of potential threats
or relationships which can reduce threat, then we 2.0 predict
what will happen to the student (Rogels, 1959). Uiée: reduced

threat, 2 person lowers his defenses and begins to examine the .. .

meanings of his experience for him. His perceptual field, broadens .
aud he is able to adinit to awareness more and more of his
experiencing and is able to incorporate new expesience. Conse-
quently, his self concept alters to become more congruent witlf
the meanings of this larger body of expctiencc for his organisim,
~ Under threat a person adinits to awareness only selected
aspects of his expetience and even these may be distorted. As a
tesalt, he may come to view himself as inferior or superior to
other. people o he may view himself in other distorted ways.
None- of these_perceptual states results in positive benefits for
Imn He not only is dissatisfied with himself and experiences
\inful intesactions with other people, he is unable to learn as

»
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elfcclwcly and meaningfully as he_might, and he is wiable to use -
the totality¥of his expericnce to help him approach problems as
intemgenlly as he might. Thus, the nature of the leaming climate
-8 a most significant consideration, If the leaming climate
incrcascn\ersonal threat, it increases problems and symptoms of
problems. If it decreases pcrsonal threat; it en.lblgs the peison to

¢ dcvelon, to learn, and fo become his expencnun;, The nature of

intelpcrsonal relationships is central to the quality of the Ic.nming ’
clhnale If relationships are such that stiudents percclvc “teachers
as nmcundilionally positive in their regard for them, as under-
* standing them as they ynderstand themselves, and ascongmcnt or
hopest, {hen the level of personal threat is low asid students move -
toward becoming their experience. Thns, we woilidl have two
“concerns: 1) what are the self concepts of onr students, and 2)
what is the nature of the psychological climate or the rcl.ntionship
'+ climate we are providing students? . ~

s bccause of concern for the nature of the rel'ltionships
. which we “provide students that | have sou it to” develop
lnslmments such as the Locus of Rcspunsllnhfy Scale whiche.
_ ajtempts to answer the question of who is makmg the devisions in
<2 classroom, the Relationship Inventory which’ measnres the
qua!ilics students perceive in their relationships with teachers, the
Feclings About School which is a global incasure of students’
bclicfs about the qualities of theis schools, the Parent Inventory

) uwhich measuzes parents’ perceptions of a school and their, -

evglluatiom ‘of it, the-Teacher Problems Q-Sort witich gives a
. measuse of a- teacher’s openness to expericnce and ability o'
. ,provid. a helping relationship for students, and other measurés
. which also_might be classed as measures of the perceived ualities
of learezing climates (Bills, 1975).

"1t is also for this reason that  irive songhi to develop'a scrics
of self concept measntes which § have called The Index of
Ad,ushncnt and Values (Bills, 1975) and which g give some.idea of
* how a person perceives himself and other people Measures of the
_sclf and measures of earning clinates’ can be helpfil in at least
two ways. -

I belicve the most unpnrt.-nL of these is the dclunnn.mnn of
the qn.nllty of the leaming climate we provide students. We can
do far moie to conteol the quality of the environment we offer

.
v~ cluldrcn than we can to control their umcr quaiities or thdu
. o
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" ¢ behavior. Most psychotherapies demonstrate that if the climate in
which g person is learning is positive, the self learnings also will be

positive. Under such circumstances we know that people move
toward-a valuing process rather than the fixed and static values
which characterize the middle-class climate of our schools. We
know, oo, that people under reduced threat are more likely to

- ~-..dlsu)ver personal mcanings in their learning and such meanings

1 directly affect the intellectual level of their behavior.- Another
lmportant aspect of this point takes us back to what 1 have
already stated. Self perceptions develop in interaction and it is
only- in further interaction that we can change them. Thus, it
beconies important to know more¢ about -the nature of our
interaclions with students, as seen by them, in order to improve
the psychological climates we are affording them. I will say more
about-how we have attempted to do this later.

Probably, the most important Gse of measurcinent within -

pcrcepmal.\tlleory is to assess our effects on students. For this
reason, self concepf instruments ate particularly important. Please
notice | am suggesting the use of these.instruments to assess our
cffects and’nat:to evahate students. It is my opinion that most,_

" instruments, incjuding measutes of intelligence and aclnevement

should be used to assess our effects on students and not to assess
learness. We should assume that lez. vers have done as well as they

can givein their previous experiences and the quality “of the -

expericnces we. ae offering them. The evaluation, therefore, -
should be directed at the quality of our offerings while still”
remcml)cnug that students’ lcarning is not entirely dependent on

s ur, “effectiveness since it also ls-dcpcndcnt on their past

“experiences and present perceptions. .

The perceptual point of view can help to guldc us in the
selection of other non-cognitive instruipents for undergandlng
‘our clfects on' students. Some of these instruments measure
attitudes, othersmeasure values, and others measure intérests.

| appreciate this opportumtz to prescnt my, point of view and
will>welcome your comments and suggestions as an Opporttmlty
to further clarify my attempt fo understand a very complex issuc.
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R - PROBLEMS IN THE MEASUREMENT

P AND USE OF AFFECTIVE DATA |

~ L8

At this point, § want to talk about problems in measurement
and use of what usually is called affecllvc data, but Which I will
call non-cognitive for the reasons 1 gave eatlicr. To do this, I have
divided my comments into two sections. The, first section is
concerned with problems which arise when we scek to promote
change in schools through the use of non-cognitive instruments.

The second section is concern:d with some of the formal

problems of measurement in the area. I have chosen to emphasize
the first section which deals with the use of non-cognitive

. . - . 7
measirement as -an aid in improving schools because this

approach helps schools while it pravides_important rescarch data
of a descriptive nature. | will say more.about this later.

“Barlier, | described a major problem of measurement in the
nonscognitive arca. That problew selates to both sections of my

- present lopic. It is the problem of the lack of agreement about

ERIC
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the nature of affect. Without an understanding of what affect is,
we lack a basis for knowing what we should attempt to change, of

‘whal to measure, and of what instruments we should scek to

™ develop.

Another problem: which concerns people who are interested in
Mnon-cognitive “measurement relates (o the large scale use of
measuring instruments because of difficultics in their application
and subscquent processing. Closely related are the problems” of
when o use surveys or assessments to promote change and how

to use their results. Another problem stems from the self report .

nature of most non-cognitive instruments and other inadequacics
which are known td exist in instramments of this type. Additional-
ly, there are legal problems which are related to ‘self tisclosure
and the.invasion of privacy. .

I, would like to begini iy discussion of these and other
pml)lcms by dcscnbmg some of the things | have engaged in over
the past severil years. | belicve that 1 can put the problems and
my tentative solutions in context throigh this approach.

I have spcnl much of my time dusing the past eight years in
'dc\n,lopmg a p.ncka;,c of instranceats in the non-cognitive arca and
in using the instruments to assist schools in their self improve-
ment cfforts. One of these iustruments. dates back to the carly

# : . 20 d
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1950’s and the earliest forms of all were deVelopcd in the 1950’s.
I do not knmv the exact number of people we have tested with

~——_these-instruments since 1969 nor the number of tests which have

¥
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been administered, but a consetvative estimate is that one ot
.more of these non-cognitive instruments has been given to at least
100,000 people for,a total of at least 250,000 separate tests. The

_purposes of the testing have "been diverse and they indicate

somelhing about the extent of interest in the non-cognitive area
as well'as its variety. . - =

In two large, metropolitan, county-wlde school districts, the
testing was part of a larger survey-designed to help the central
administration understand the problems of the schools and devise
plans for- their correction. . v

In another large, metropolitan, county-wide school district,
the package was again a part of a larger sutvey but the problems
which generated the sutvey were occasioned by desegregation of
the schools. *“The school district had been given a series of
integration orders by the courts over a period of several years and
‘oroblems had resulted. Cross-district bussing and the pairing of
schools was extensive and’in one case a school had been
desngnaled to contain only grade eight. You can imagine the
“problems cncountered by that particular school. Standards* of
behavior could not be passed on by older students to lncomlng
students; teachers did not know the students:as individual people;
and there was a seriousdiscipline problem. .

Becaiise of the confusion and because there was no commonly
accepted direction for the further development of the system, the
court decreed that ‘no changes would be made in the school
syslem until an unbiased agency had made recommendations for- .
further c¢hange and development of the sysiem. Our Bureau of
Educational Services and Research entered the picture through a
contract with the school board arid completed its workaghen we
reported back to the school board at a public meeting.

Another problem also came to us from 4 large, metropolitan,
county-wide school system in its request for setvice. The system
had built four large, open-space elemeitary schools and these had
become the center of a heated controversy. Patrons were divided
in their strong opinions about them. So our Bureau was asked for
,esistance. My problent was to study the attitudes of patents and

l: lCldenls, the climate for Iezﬁnmg, and the students’ self conccpls
S e U : \
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and achievement in-the four schools and to compare these witls
results from four, matched, traditional schools in the system.”
In another project, we tested the parents and children in 12
recently developed private schools. This effort wag financed by a

foundation which was concerned with the quality of these .

schools and with their impact on children. The schools partici:
pated for a varicty of reasons such as desires for information to
use” in improvement efforts, desires of some headmasters to
‘demonstrate their schools’ superiority, and as a political device to
convince parents that even though their children were in private
schools, they did not lack access to tle resources of a university.
One headmiaster wanted tlie ‘data to prove to his baard that he
was right and they were wrong. I don’t know if he proved his
point and, if so, what happened to him. ©~ —

Our more recent work has been throdgh onr General Assist-
ance Cenier which is funded to assist schools with problems
asising from sex and race discrimination. In this work our purpose
is to provide a data base on which the schools can bunld a list of
priviities for improvement. :

One application was in a city school district which included 92
schools. Ofiginally, the purpose of the survey was to provide
information to the central offices for establishing priorities for
schiool improvement. The purpose was changed, after a review of
the data, to providing information for school by school i improve-
ment cfforts, and this was later augmented by the findings of a
study of violence in the schools whicli we conducted. The results
of the violence study were mlcrprdcd in light of the susvey

findings and provided information to be used by the schools in

combating violence.

The instruments have also been given in about 50 schools in
addition to those already cited, principally fof four puiposes: 1)
to standardize the instruments and to study their psychometric
characteristics, 2) to provide information to schools for their use
in improvement efforts, 3) to provide training opportunities for
our graduate students, and 4) to collect data for research
probleins. &

In these studics we have usually included the Parent Inventory,
the leclmbs About School, the Locus of Rcspons:lulnly Scale, the
Relationship aventory, The ndex of Adjustment and -Values,
and the Teacher Problems QSnrl (Bitls, I‘)75 Bills, Macagsioni, &

.L
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Elliott, 1964). In the larger schooi systems we used 15 to 20 per
cent samples of students and parents and in all other schools we
have used the entire school population. All instruments have -
optically scanable answer sheets. Our processing methods yield
scores on each instrument and these scores can be produced by
any of the demogsaphic vanables available which usually include
sex and grade and, sometimes, race. lIXcept for The Index of
Adjustment and Values, the processing also produces copies of
the instruments” which show the number and percentage of
students or parents choosing each tesponse alternative. '
From applications such as those I have described,.we have
learned a number of significant things. 1 would hke to share seven
of thesc with you. A
1) My first generalization is this: Change fesults most fie-
quently from a survey when it has been requested by a school
system’s central admitistration and the results are organized $o
that the remedial or improvement efforts which the administra-
- . . tion can take are clearly cmphasized If the purpose of a sutvey is
to provide. information for the local schools to use in their
improvement efforts, change is less likely to occur. - .
2) If a_school principal requesls a sutvey simply because he_
belicves it Is important, and if-he does this without consulting ‘and
fully involving the faculty, it is difficult, ,and oftentimes
. unpossnble,‘to get the faculty to use the results. Under these

o conditions, the faculty most frequently defends itself against the
. necessity to change by challenging the validity of the: results. 1 )
< might add that there is no adequate defense against such a,

challenge. In our testing, the faculty administers the tests and
they can cite many examples of conditions which invalidate the
data. They obviously do not feel responsible for the invalid data. ~
As they sce it, they are not responsible since the coIIcction of the
data was not their decision. I do not believe it is’ pbssnble to force
change on a school.
© An example of the dlfﬁculty in initiating change wull\on(going
through a process in-which involved people collect dala'wlncjl are
meaningful to them comes from the testing we have done in the
~past. which bad as its primary purpose the instruction of our
“students. In such instances we reported the results of the survey
lo the school, we interpreted the results, and we made sugge lions
EKCr lmpmvcment The faculty listened politely ‘and then igne d. ‘
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the findings and recommendations. This is not a criticism of the
teachers. The purpose of the teachgrs was to assist ns and our
students. The teachers acted conscientiously i the collection of
the data to provide a good laboratory experience for our

Students. Their purpose was not to use the survey for uncovering

problems and possible solutions. So we can gencralize that when |
an attempt is made to involve people in something which -
sonteonc else believes is meaningful, but which is not percewcd
by them as: meaningful the resulis are usually inconsequential.”
Teachers more frequently try to improve their schools when
principals help them to determine if there are problems and if
they need additional data to understand the problems and to
solve them. )

3) For similar reasons, _wéhave learned that the feedback we
give teachers must be directly meaingful 0" them. If the
information is-personally ipeaningful, teachers are/more likely to
change themselves than if they do not perceive personal meaning
in the data. Consequently, we give each teacher individual reports
which tell how one class described the teacher on the Locys of
Responsibility Scale and the Relationship Inventory (Bills, 1975).

- The reports consist of the seven scores from these two instru- .

ments printed out studeat by student along with the class average
and the norm averages. fncluded in cach repmt is a print-out of-
the test along with the number and percentage of students who

“sefected cach gesponse altérnative. Whenever possible, we make

ERIC
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individual appointnients with the teachers and go over the results
to aid. interpretation and to help the teachers understand how
they are seen by their students. Teachers do not ‘leave such
conferences with, the same perceptions as when they entered.
Incidentally, the children are never asked to identify thefiselves.
Itis a joy to report to a teacher who is providing students with
oppostunities for making decisions for themselves, assisting
students in making these decisions, and providing“them with a
climate in which the students dare to try new things. Our most
positive results may come from those ieachers who are sincerely
trying to help students and who have little information with
which’ to evaluate their efforts. Such information scems to*
enconeage these teachers t6 try even harder. :
Teachers wiih inadequate, relationships with their students |,
tend to become defensive in lllcsg reporting sessions. When this
- - Q) "
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lappens, our best _counseling skills are called for and sometimes
we can help the, teachers to lower-their defenses and to recognize
what they really have known all along but could not adinit to
themselves — that things are not going the way they want them to

We ‘have had a few surprises while counseling what ar¢
obviously poor teachers. Somie of these people are able to admit
to themselves what -they already had suspected — that they are
incffective and that they should not continue to teach. In the few
cases in which § have seen this hiappen, the teachers accept the
decision as their own and they leave teaching without recrimina-
e tions. Their feeling scems to be, “Teaching is important but itis

not a place where I can inake an important contribution.”
- 4) My fourth gencralization is that if you are working withina
» . framework designed to promote change, it is important that
commitments for follow-up efforts be elicited before thé work
begins. If commitments are not made at that Gme, there is littles
hape that they will be made- following the presentation of the
facts. Teachers do not become excited about results since there is
so much else to do to which they are alrcady committed. Too,
the results of the surveys often .are such that teachers want to
ignore,to deny, or to forget thém. The teachers want to believe
tlicy arc alrcady doing their best, and many of ther are, but the
survey may present evidence that even their best efforts are not
. producing the results they desire. Their impulse is to question the
. validity of the survey, the instruments, the interpretations, or
anything else which will dispose of ‘the results as quickly as

possible. 3

Unpleasant results must occur at least one-half of the time
because one-lalf of the cases will be below the‘mean. This can be
a serious drawback Lo the use of normative data and we are sceing
< the consequences every day in the press. Who can fail to be
impressed by a statement such as, “HNalf of the ehildren in the,
public schoals are "teading below grade level?” The immediate
interpretation is that schools aré failing and something must be
done about it. The uninformed critic makes the statement and
the-concerned patron wants to act on it. But if you examine the
natdre of such data you discover that “grade level” is defined as

, the average score made by a cliild at a particular grade level, thus,”
the average onc-half of the c]:ildrcn will be below grade level

go. They then begin to exploge how they can change. = — ~ /
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and one-half will be above it. Hlave you cver stopped t¢ think that

one-half of all practicing physicians were in the bottom halves of
their graduating classes? Facetiously, 1 could say that it is no

wonder that half of the children in our schools are below grade .

"level, after all half of them are helow average in intelligence. But
try to exphain the fallacy to teachers who have tricd what théy
believe is ‘heir best, who are frustrated because gheir efforts have
not reached all of the children to the degree the icachers dcsnc,
and who are tired and exhausted from their day’s efforts and are .
atready looking forward to (.onking the cvcninl, s mc.nl which they
may not want to do” - .
There is another factor which affects lc.uhcrs making commit-
mcnls to do something about the results of a svrvey afier the
Hresults are known. If a varicty af instruments is used, it is likely
that the results will be below average on at least one of them,
although the results inay be above average on the others. People
“take consolation in tlie above average measures whichfakes it
casicr for them to ignore the below average ones.

If you test enough sclmols some of them will turn out.to e

average. But who within our striving cultme wants to be average?
Being average may be as bad as being below avegage and the same,
result occurs as far as commitment to action is concerned.

But suppose a school is above average. Will llm cause 3
commitment? The results probably will be the same as for the
other groups. If you are above averngc you may he able to
breathe a sigh of relief and to forget the whole thing. On the
.other hand, ocing_above average may be a threal for an
overly-Concerned teacher who desires perfection. The results will

" be harmful to the children if they ciuse the teacher to strive even

haré .. Our greatest hope for success, though, is this above
average group. These people are usually less defensive. Conse-

X
a+= "'y, they may be willing to do even more; but this may not .

be wmat we wanl. We may find ourselves spending much time
‘with schools which are already doing well. »
" My 'fourth point, then’, is this: commitments for follow- “up
efforts and for establishing priorities for improvement pust be
made prior to 2 survey. > ; ’

Wliy is there no greater willingness on the part of teachers to

l"\m.lke commitments than 1 scem to have indicated? § have given
l: lC sevesal answers (o this atready but | wnmlu if there isn’t an cven
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more imporianl one. In a recent speech, Ralph Nader (Not¢ 3)

pointed to an important characteristic of economic theory. -

" ¥ o
According to Nader, all cconomic theories até production-

centered. This is true even for such diverse theories as those of '

Adain Smith, of Keynesian economies, and of socialistic econom-
ic theories. They are. production-centered and the gross Anational-
product or a similar index is the criterion of success. An increase
in the GNP is considered good even if occasioned by such a thing
as an Increase in crime which requires the purchase of more
sophisticated detection devices, communication devices, and
computer control, all of which add to the GNP. .
Hgre is another example. The Department of Commerce has
said that within the United-States almost 600,000 workers earn *
$7 billion andually in the production and use of fluorocarbons,

* and nearly 1.5 million more have jobs tiat depend indirectly .on

fuorocarbon pmﬂucls and their applications. Most of this effort

" produces aerosol sprays which save us from such undesirable -

things as undefann wetness and olor and from unruly hair and
the “wet” look while possibly destroying the ozone layer in the
atmosphere and threatening us with a serious increase in skin
cancer. This industry rests on high-powered advertising, develop-

- ed by so-<called consumer research. It adds significantly to’the

GNP witliigut adding significantly to human welfare or the quality
of life, all the while adding to the pollution problem and possibiy
havingilong range cffects on climate. .

Let me return to Nader. He stated that if we g:liminatpd crime;
waste, and pollution, our econoiny would become stagnant. lle
argued for a consumer-oriented economic theory and his speech
was a-challenge to America’s psychologists to aid in this effort.

Frankly, 1 think he was talking to the wrong group. Psychologisfs

“who are interested in the markgt-place and in industry align
. thetuselves with advertising and with management. Consuiner .

psycliolopists are concerned with questions such as what in-
fluences choice in a supermarket? Their answers to-the question

are more useful to producers and marketers than to conswmners.

{ believe there.is a dircct parallel between our production-

centered economic theories and- the way we view “education.

Evaluation of education is production-centered ~ what is our
retention rate, what is the average achievement of our product,

Q 1d what is the cost per unit? Such guestions do not'suggest that

-
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education is consmmer-centered and concerned with students as
. individuals.-In wmany ways education is production-centered and it
* is becoming even more production-centered. Fducation is being
judged by the quality of its GNP, siot for What has been done for
boys.and girls. Additional efforts to unprovc the non-cognitive
lives of children may result in a reduction of the q~|1llly of our.
educational GNP as measured by nonn-referenced tests of
cognilion which” are what schools are being judged by. Even
teachers complain about the quality of the educational products
tured out by the children's previous teachers. As painful asit is
for me, 1 must ask, “Is education really dedicated to the
enhancement of the lives of children or is it dedicated to the
enhancement of educatignal production?” Some of you may say

~ the “two-alteratives_are_the same; my belief is that they are ,

significantly different. So niy point is this: economics is producs
tion-centered; is education any the less so? Do we lave real
concerns for our learners as people? If so, why do we ignore thesc
concerns so frequently, especially ‘in secondary .and higher
education? To what degree has educalion’s reluctance.to be

concerned with_the pon-cognitive leamingy of children stemmed -

from this same produclion orientation?

5) My next point can be stated briefly. In-an improvement
cfforl commitment by teachers and administrators can be
achieved easier from the use of a few well-chosen instruments.
than from the use of a large battery of instruments. The
_ instrument or instruinents should be sclected primarily on the
basls of probleins which have been identified as important. When

pml)lcms have been identificd and instruiments have been .

selected, a faculty hias taken the first steps in commitment, In a
moment, | will illustrate the progress made by one very excellent
school which used only one instrument for its study, -
6) My sixth point is about the anonymity or confidentiality,
we must afford respondents in non-cognitive surveys. The obvious
reason is that when we intrude on the personal lives of people, we,
must cxpccl many of them to distort their disclosures because of

«the threat of adverse criticism and desires to appear adequate. If
we are measuring cognition,, we can ask for names and other

{3
identifying information. The student will do his best to give
acceptable answers (o the qucslwns. e may do the same thing
on a nongcognitive test and atteny, ty give socially acceptable

ERIC : o dtemnly e socially accep

Aruitoxt provided by Eic: . . . N
R - —_— e — - -

2




-3

Q

answers: The factor-of social desirability in non-cog itive tests
may be an asset or it may be a liability. It may be an as!scl to have

a measure of a person’s need 1o give socially acceptable answers,
. but it is a diability if it inlerferes(gmh accurate meastircinent of

other variables. Anonymily redm{ s lhreal for most people and,
thus, the need to distort.

Thete are other cogent reason;rfor avuidin id nliﬁcalion,
including the right of the illdividuaﬁﬂlls‘ii"f‘d'cy A king people
for non-cognitive information when they are neilll t [frée Lo give
nor to withhold permission is a violation of ethics. ‘

From a practical poipt of view, there is anoth et important
feason for not requesting people to identify themselves when

they respond to nop-cognitive instruments. The: immediale
inipulse of many teachers when they see a list of scores with
names attached is to sce how Mary or Jimmy or S nuel or Susy

are doing And this sort of examination of

tdactions to 1Q scorcs frequently are, “Well, would have
expecteil M.ny to score high,” or “No wonder Jimmy is doing
such poor work,” or “It’s obvious that Samuel fs doing better
than we might have expected,” or “Suisy could dojthe work if she
wanted t0.” None of -these alternatives suggests .that cllange is
necessiry. Tle idenlif cation of students may impede our efforts.

I shudder when I think of the fact that some of our data mlghl
have appeared on permancnt record cards had names’ been

_attaclied to them. What a travesty. No test data that | know of ,
are so reliablc and valid that they should be written indelibly into

the record of a person When we do so we bind the person tohis
past instead of releasing him to his future. The school’s job is to

teduce the ability of tests and other devices to predict, not, to

enhance theig effectivencss.
So in my efforts | assiduously avoid the identifi cnlion of
students by nane. We do ask teachers to identify themsclves since

ata destroys.
improvement cfforts. Let me ‘illustrate the pojnt. Teachers’.

we wish to regort the results to tliem in individual conferencgs or

through confidential reports. But we do this only after the
teachers are convinced that the results will remain confidential
and will be shared with no one in the scliool system. I am usually
able to convince teachers that the identifying information will be
kept in strictest confidence. I also acquaint them with the fact
that the numbers assigned to. them for use in the tésting will be
eassigned_before the data analysis to provide further pro’ection, -
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1 should point out that the data on which teachers. can be
identilied come from instruments which are completed by the
sludeuls. Students’ effosts to distort such data aic‘pmf)ahly in
the ditec(ion of attempling to emphasize their own perceptions
of tht teacher. and not to falsif;_} the truth as they believe it to be. *
7) My seventh, and final, point is that the characteristics of
the survey” instruments determine, in part, their usability in
change efforts. § will illustrate this sub-point by reference to The
Index of Adjustinent and Valyes (Bills, 1975); which 1 have., -
. worked longest to perfect and about which Wylic (1974) says:

It is evident that {Inc JAV has been used by many .
tescarchers. Reliability is quite high. Evidence for
convergent validity includes correlations with many
different purported measures of self-regard — a wider
“range of such instruments than is the case for any
other s«lf-xegaul measure. Although the degree of
convergent validity of any of the sclf-regard scores
from the 1AV is quite moderate, it is probably as,
“good as for any extant instrument which purgorts to -
measure global self-regard with the use of numerous
items; and the 1AV is shorter-and less cumbersome
for..". (subjects) and . . . (experimenters) than is true .
of a number of other intruments . . . (p. 165). ° -
I cite this quotation not to brag but to counteract any false
imnpression of the IAV which my next remarks may create:

The IAV is a useful tool for researchers. The insights it has
given m2 are rewarding. and have. helped me organize my
understandings into meaningful relationships. When used as a pait
of an assessinent battery for the purpose of developing a program
“for effecting change, it is probably the least productive of the
mstlumenls in our package. It is concerned with thigs over-

which teachers have littfé direct control. How much value is it to
a teachier to know that the average child in his class is lacking in
g self acceptance and sces other. people as having greater worth, to

give an examiple of what might be reported? What is the teacher
going to do about this in a direct manner? Is the teacher to give
the children pep talks to lielfi them believe” they are as good as
EKC other_peoplc? Such .apptoacllcs are not, Jsu.llly prodmtivc &II‘ Ive
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you, for -instance, changed your opinion about Alabamians
because of Mr. Wallace's insistence that, “Alabamians are just as
good as other people?”’ 1t hasn't affected my opinion of mysclf
nor my opinion of Alabamians. ~ .
The most useful instrument in the package, for purposc of
helping schools,change, may be the Feclings About Schoof (Bills,
1975). The F e;lln;,s About School is a 50 item truc-fals
instrument which asks children to respond to st=tements sucli as, .
“} like the way our teachers treal us,” “uur tcachers are
. interested in us,” “My classes are boring,” “In general, 1 like my
teachers;” “Some of the teachers act as if they want the students”
Jlo et embarrased,” -and “There dre too many rules in this

" “fhe value of ghe Feelings About Schcs! stems, in part, from
the ‘manner in which.it caibe used in improvement efforts. As 1
said carlier, children’s responses to our survey instruments are
reported to_ the school by grade or sex, combinations of these, or
any other demographic variable reyuested by the school. For each
group, we report the average score, the norm, and the tabulated
responses of the children. Our suggestion to the teachers is to
take print-outs of the Feclings About Schaol which are appro- .
pn.nc for the grade levels at which the teachers work and to ask
the children to amplify their responses. The teachers are asked to
listen intently arz? to avoid personal reactions, The teacher reads
an item to the children and then tells them how they responded.

The teacher then asks, “Do you think thiis is the way the children
fegl about the school?”” Maost of the time the children will agree  _ ¢
wnlll the statement but often lllcy will say the situaticn is worse .
now than it was. The teacher carefully avoids asking the children
*c why they feel as they do. “Why" questions arc* lllrculcniug.lhey
tequire some kind of personal dnswey which you are expested Lo
‘be able to defend. Furthermore, the “wlny question may lead to
a_discussion of personalitics, nsually those of the teachers, and
what the children say may not be at all complimentary. Instead,
the teacher asks the simple qmslion. “What do you think the
school llllb'll do about .it?" At this point the leadaer takes -
obvious and copious notes and is careful to avoid commculs such
as, “You know you dou’t bhelieve that,” or “Thal’s’a ridiculous
, ggestion. llas someone clse a better .mswer"" Instead, the |
l: lC'.uI"-r listens, atltempts to undcrsland what the children’are -~
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‘sayilig; and records their responses. 1 usuallyssuggest that the

v . " teachers get togclhe? with consultative help and look at the
C. tesponses, asking themselves, “What is the overall picture of what
\ - the chilldren are telling us?” : '
SRS ln the very cxcellent school to whichi I referred carlncr I was

leachlng an off-campus coursse and had frequent contacts with the

i fnculty We looked logelher at what the children had said and
" then elementary aid secondary teacher groups attempted to
generalize from the particular suggestions of the chitdren. The
results were astonishing in a number of ways. The children told
the’ teachers alimost the same ihings a professional educator might
have told them about the quality of human relationships, the
O lype of instructional practices, the opgortunity of the children to

“have a voice in-their own cducation, the feelings of respect and |
affection the children wanted tcachers to have for them, and
\ others. A second interesting feature was that the clementary
=% children were far more insightfui about wllal should be done to
improve the school than were the secondary children. The
sccondary children had ‘begun to adopt-the point of view of lllcir
elders that the purpose of schobl is to cover text-books and to
teach information and that the role of the teachier is to tell the
“children what thiy need to know and to-assist them in learning it.
The important part of the story is what happened after this
exercise. I asked how the school might use the results and the
teaclicrs began to respond as the children had. I helped them
generalize  from  their responses. As a consequence, faculty
- _ meefings weie given over to an improvement process which
continued for the next two years. | don’t know how effective the
, changes were that the school initiated, but I do know that the
<" teachers saw the children differently and had formed a partner-
", ship with them io explore ways to improve. No doubt the

children saw the teachers differently than before.

©

Reliability and Validity
N You may notice that to this point 1 have avoided the terms
.. . rteliability and validity. I have done this for several reasons. The
-, most important siems from ‘what 1 tried to establish carlier.
o Afect arises as a consequence of the intezactions of a person with
-FERJ(C another_person, situations, or objects. lls within the contex* of
. ; 2 ‘ o
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rclalumslnps that affect develops and it will change only |I|rmq,h
further and unprovc(l relationships. 'So'my emphasis lias been on

the use of non-cognitive instruments as means of establishing =
improved relationships in which change can occur.

But there is another reason for my “approach. Relationships
between educational rescarchers apd” local schools have changed
rapidly in the past few years and they promisc to ¢hange even
more in the future. Traditionally, research in the schools has been
the province of educational psychologists and_other faculty
members in. professional education and was conducted for a
varicly of reasons, including desires to collect research data with
which to test hypotheses and to construct theories, particularly
- _ theories of how people learn, to develop a body of information

and conclusions which could be used to construct and modify
school programs, and. to collect information to furlher tmder-
standings of human development.

Today, the nature of the relationships between educational

.~ tescarchers and the schools has changed. The public schools are

more sophisticated in problem definition and designing ap-
proachies to problem solution than ever befots~ind they are
improving continiously. The schools must be concerned with and
attempt  to solve problems of definition, project design and
. implementation, -and evaluation of outcomes -to satisfy their
. publics and to secure the federal funds which are needed to
initiate-innovative programs. Public school personnel no longer
are content to cooperate with our requests for use of the schools
as laboratories for the collection of data relevant to problems
which are of concern solely to us m higher education. What they
want is assistance in solving their own pmbluns, many of which
_are rescarch problems. For this reason public school people seck
our help and 1 believe that those of us in institutions of public
higher education owe it to the schools to lielp to the degree we
can.

Many institutions have found the new relationship a profitable
one. We bave a waiting list of schools which have requested our
help. We find ourselves working on exciting problems which have
a degree of importance in the lives of people which we never
aclyieved in the older relationship. The new relationship has not
I)ccu a oue-way street, though, 1t has given us an ‘excellent

boratory for educating onr c(lnulmual research students. There
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is no dearth of opportunity for working with people to defigf
problems, to construct approaches to solve the problems, to
select or design the instruments nceded for evaluation, to assist in
the colléction of data, tu analyze the data with our specialized
resources such as optical scanning devices, computer facilitics,
and compuler progranis, and to assist in the interpretation of the
data and the use of the interpretations,

But there is another important reason why 1 have relegated
“pure” non-cognilive research to a secondary position in this
papes. That reason rests on the present state of our knowledge in
the non-cognitive area as it pertains to definition and instrumen-
tation. Let me quote again from Wylie (1974):

Although progress has been made in the last decade,
no investigator has satisfac ‘orily conceptualized or
coped with all the difficult measurement problems in
the self-concept field. Quite a few have indicated that
they make no claims_for having tried to support the
reliability or construct validity of their instruments,
and they arc content to ‘let the reader beware,’ as it
were (p. 123).

‘

The same thing can be said about other non-cognitive measures,

Tlhe research cmp‘ilasis i the non-cognitive arca at the present

time probably should be on defining constructs, developing
instruments to measure these constructs, and validating instru-
ments as measures of the constructs rather than with efforts to
predict differences in gronps, to measure change resulting from
the application of independent variables, exploring relationships
of non-cognitive variables to other vaiablcs, and other similar
problems. The rescarch problems in the area should be directed
toward a determination of the nature of constructs which can
most profitably be conceptualized as central to our non-cogitive

_concerns, toward more adequate definitions of these contructs,

and the construction and validation of instruments 6 measure
them. Without such definitions and instruments, we can hope to
add littfe to tfie arca except more confusion. We will add-to the
solution of the problems if we bend our efforts and those of our
students toward definition and instsumentation and away from
the further proliferation of crudely constructed instruments to

4 J ¥
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measure.vaguely defined constructs. Most of these instruments
are never used again, but if they survive, they frequently are used
by uncritical researchers and result in further confusion.
The problem of test proliferation results, in part, from a
- failure to understand the nature of theory. Tou often we view
theory as a_set of truths whicli have not been completely
validated, rather than as a means of conceptualization which
attempls.to place known facts into meaningful relationships with”
cach other for purposes of understanding and prediction of new
facts and relationships. Progress results when we push a theory to
its limits, for then we_can sce the inadequacics of the theory and
. construct a new one. More often than not, though, someone
belicves he has insight into truth. So he constructs an instrument
to.collect data with which, to prove this truth, The instrisment, if
it is ever used again, may eventually appear in a compendium of
instruments. Since the instrumeny does not rest on well-defined
constructs, it becomes known by its title, "and il .is, used
snbscquently for measuring constructs inferred from the title.
This cventuates in more confusion. Co
Frequently, the solution of a school’s problem seems to
require the development of a special instrument -and often the
_construction of a uew instrument cannot be avoided. However, il
can frequently be avoided by examining other means of data
collection and a ‘more thorough examination of the problem may
result in a redefinition of the variables so they can be measnred
with instrumients already dvailable.
In discussing reliability and validity it is important to
cmphasize that the use of an instrument determines, in part, the
«  emphasis which must be given to ils reliability and validity. If we
are using instomments in change processes, questions of reliability
and validity are frequently of secondary importance sitice we can
compare the results with people’s perceptions of their experience.
If, though, we are involved in more traditional research efforts or
<. if we are to base recommendations for change on the use of data
collected by formal instruments, then reliability and validity are
more important concerns. Most instruments in the non-cognitive
area fail to pass the reliability and validity tests. True, there arc
some instnuments which have reasonably high cocfficients of”
x counsistenncy angl stability, however, the reliabilities of many
E TC~.)||-C()g||ilivc instruments are not known, and the reliabilities of
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inost are unacceplable.

I have given one example of how use determines the
unporlame of reliability. This was the means by which the school
that used the Feelings About School used the daia to change their
instructional programs. The Fetlings About School has excellent
reliability but the reliability of the instrument probably is of
secondary concern when it is used in‘the manner I described.

Here is another example of how use determines the impor-
tance of reliability. If an instrument is to be used for making
judgments about a person’ which will significantly affect his
future, then none of the non-<ognitive instruments which are
available pass the test in my opinion. If, though, we are using an
instrument ‘in a controlled experiment, we may accept one with
Icss than optimum reliability although we must recognize that the
lack of reliabilily always contributes to the emg\r variance and
nuany studies have failed to significantly alter educational thought
because they failed to establish predicted relationships even
though the failure may have been. duc to a lack of reliable
instrumentation.

Although reliability is a nccessary condition for the use of
most instruments in research work, it is not a sulficient condition
to justify their use. Of greater importance is the question of
validity and in the non-cognitive area, as in the cognitive area, this
is difficult to achieve. The primary reason for this is the lack of
criteria against which tests can be validated. Before moving into
the question of validity, let me clarify a statement which 1 just
made.

acceptance of most instruments. The word “most” in the
statement relates to the fact that it is not possible to establish
rcliabitity for many useful instruments. For example, the reliabil-
ity of a questionnaire usually .cannot be established. On a
questionnaire which seeks to gather information, why should we
be able to predict the answer to one itera from the answers o
other itemns?

Other examples of instruments for which reliability = co-

“efficients are unobtainable or meaningless are in Q-technology.

This widely used technique requires the construction of a Q-sort
and its .m.llysn by means such as intra-person corrclation and
- factor .m.nlysns of the resulting coreelation matrix. Q- lwlmolul,y is
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the inverse of R or Pearson product-moment correlation. Inan R

study, a group or population of people is given a number of lests
after which the tests are corrclated with each other and this
iter-person matrix is tuen factor analyzed lo sce the factors
which are common and unique to the tests. In Q,a population of
tests is given to a number of people or to one person who is asked
to describe himself in a varicty of ways such as how 1 used to be,
how I am now, what I would like to be, how Iam scen by my
mother, etc. Following this the various aspects of the person are
correlated with each other and then factor analyzed. In this case

gach item of the-Q-sort is a test. Since an ilem is a test, its

internal consistency cannot be measured.

To me, Q-technology is the most useful technique available for
quantifying descriplive data and for solving some of the problenis
I have discussed. It is an excellent means of generating hypotheses
and has been used in a wide varicty of ways such as stidying
changes in paticnts during psyclmlher:ipy (Rogers and Dymond,
1954), differences and similaritics in the types of relationships
experienced and inexperienced therapists of different persuasions
attempt to effect with their clients (Ficdler, 1950, 1953), role
concepls of university professors*(Bills, 1975), the purposes of a
college or university (Bills, 1970), and the openness of teacliers lo
expericnce (Bills, Macagnoni, and Elliott, 1964). .

What 1 have said is that reliability is usually an important
feature of "2 measurement instrument although not always

measurable and sometimes not even applicable. I have also Said

that the reliabilities of non-cognilive instruments vary from
uiknown; through unacceptable or barely acceplable, to a few
with acceptable reliabilities.

So mucls for reliability. Let’s take a quick}l(mk at validity and
introduce it by noting that Kerlinger (1973) says that, “The
subject of lidity is complex, controversial, and peculiarly
impottant in behavioral rescarch. Here pethaps more  than

.. anywhere clse, the natuse of reality is questioned” (p. 456). It is

impossible to address the validity problem without getting into
philosophy. lnquiries into construct validity, in particular, are
inquirics into the nature and sicaning of variables. h

Actually, | Infve'ulr_czuly discussed what is probably the most

l’nnp\nlzllll aspect of the validity question. Of the various types of
LS . . . as P -
F lC\idlly the most important in the non-cognitive arca is construct,

"4y »
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validity since it is in the area of constiuct validity that

psychometsy and theory meet. Whereas construct validity is most

difficult to establish, ofher types present simples problems. For
example, it is sclutively easy to detenine il an instrument can
predict witli a better than chance degree of accuracy. But even if
it does, this does not prove that it is a measine of what il
purports to measuse — in other words, that it has construct
validity. There was a time when we were not concernied for the
reasons behind predictive or concunent validity ; if an instrument
predicted what we wanted it to predict, then it was acceptable.
Ability to make predictions from unknown bases still characterize
industrial psyclmlogy and wmotivation rescarch. The Minnesota
Mullnplaasnc Personallly Inventory rests its validity on its ahility
to predict the nosolog)c groups that hospitalized patients will fall
into. Predictive validity may have value but it adds little to basic
nnderstanding and it is not helpful when we desire to determine if
applications of newly derived educational methodologies positive-
ly influence the non-cognitive lives of students.

- Convergence and disunnuublllly have been suggested as
means of establishing construct validity but § cannot see that they
solve the basic problem either. If two instruments which purport
to be mecasures of the smne construct agree with cach other while
disagreeing with other instruments which purport to measure
olher constructs, we know something about the insirnments bul
we do not know if any of them measure the construct.

Past of the confusipn about which variables in the non-
cognitive area arc central, necessary, productive, and non-
duplicative results from inadequate knowledge regarding the
construct validity -of non-cognitive- measmes and construct
validity “poses what may be an unsolvable problem. Since
non-copuitive variables are constructs or concepls, it is doubtful
that instruments with construct validity can be developed to
measure them. The reason is simple. A construct is a means of
conceptualization. 1t is not a thing, a truth, or an object; it is an
idea or a miniature theory. To establish conetenct validily would
mean that an idea or a concept is a reality ~ . can be proved to
exist. This has been a. basic problem in the measurement of
intelligence. Since we do not know what intelligence is, we
cannot (el if a test measuresit. It is possible to validate a test as
- measure of mlclllgcucc only through devious and smnclmlcs

(V)
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. construct.validity. Thas, most devclopers of intelligence tests shy
from claims that their tests weasure intelligence and they say
they mecasure things such as 1Q, mental naturity, or scholastic
aplitude., A varicly of imaginative means have been used in
attempts to establish the construct validity of non-cognitive
measures. Most of these hivolve such complicated logic that the
“rescarcher may not be certain of the type of wlidity which is
being tested or if the test establishes any evidence of validiiy.-The

. best we can, hope for in validation studics is support for the
construct as a wseful means of conceptualization, but this

supports only the usefulness of the construct, not its validity.
But cven though we may 1ot be able to solve the construct
¢ ‘yalidity problem, it is possible to determine to what degree a test
measnires only one factor and to determine to what degree two or
? more. tests overlap in ‘what they measure. This can be done:by
means of factor analysis. Factor analysis can be used to develop
instruménts which are factor, pure and to climinate overlapping
variables which are called by different names. Kerlinger (1973)
claims that factor analysis can be used t6 develop instruments
with construct validity althongh Cronbach (1971) disagrces. 1 also
disagree for ihe reasons [ have given. We would do well to-help
our doctoral students concentrate in this arca.

Let me smnmarize. Surveys of instruments in the non-cognitive
area show that some have imknown reliability, mauny have poor
. reliability, and a Jew have reasonably high reliability. These same

surveys show also that little is known about the validity of
non-cognitive instrments, that content validity is all that is
claimed for most non-cognitive instruments, and that practically
notling is known about their construct validity.

It is my belief that-we would do well to involve ourselves more
with the first mode of operation which | have described in this

paper ~‘that is, in attempls to facilitate change in schools — than
in what might be considered as more basic research until such

time as betfer instruments are av “iable. If educators want to get
&

into the basic areas, let them aid . the solution of the problem
by helping to develop more adequate construgts, definitions, and
_ instruments. In ihe meantime, the descriptive research restits
@ Hich become avaitable to us from cfforts to effect change such

EMC | have described are fruitful sources of hypotheses for further
‘

= | 10 o

questionable means which _establish predictive validity bul not’
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by
study. Such hypotheses can lead us toward bette: definitious and
toward better instrumentation, Science usually staris  with
description and the science of the ston-cognitive aspects of buman
experience could profit from more descriptive efforts.
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/ AFFECT: A BIOCHEMICAL PERSPECTIVE

David E. Price, M.D. )
The Johns Hopkins University >

be relevant to the subject of yquir mecting. The term “affective

. i domain”_ was not a part of my vocabulary, so. my ~ fir i§t

- T gequire ent was to understand your definition,.and | 'was thus
inlrod ced to Bloom’s Taxonomy of Educational’ Objectives

/ (l956) Theré T found that the affective donfain embraces,

] “objectives which emphasize a feeling tone, an emotion, or degree

7 of acceptance or rejection., Affective objectives  y from simple

) altention to “selected phenomena tg complex but internally

_-consistent qualities of. character and conscience . . . a large num-
" ber of such objectives in the literature cxprcssed as interesl,
attitudes, appreciations, values and emotional sets or biases.” One
popular inedicai dictionary defines “affect” as, “a Freudian term
for the feeling of pleasantness or unpleasantness evoked by a
stimulus; also the emotional complex ssociated with a mental
state; the feeling experienced in connection with an emotion.”

- { The ideas expressed in the term *“affgct” are ancient and have
inspired much of the world’s classic literatnre. The anatomical
location of the affect was long subject to some of the same
unccrl‘?intlcs%eat of _the ‘soul. laving wandered from
bowels to heart to brain, the affect seems to have settled down
and is now classified among functions ascribed largely to the
siervous system. e

Scientific knowledge about the affective functions has accu-
mulated more slowly than has knowledge about the cognitive o1
motor functions of the nervous system. | suspect the reason is
that science demands a rigor of icentification, observation,

this subject only in recent ycars and is still not highly developed.

One obvious problem is the highly subjective nature of lllc
manifestations of affect.

I would like to quote the closing paragraph of a lecture by Dr.

O Vemon Mountcastle (1975), a renowned neurophysiologist.

[KC Allhougll not speaking specifi (..nlly about affect, he has dloqucnt-

s: v - N

} was asked to talk briefly about biomedical rescarclt that may _

measurement, and experimental manipulation that has come to -

Rl §



ly described the subjective nalilrc of perception, which 1 consider
to be a closely rélated neurologically mediated phenomenon. e

_ Each of us lives within*the universe - the hrison»— of
his" own brain. l’mjc(.lmg from it are millions of .
fragile sensory serve fibers, in groups uniquely
adapted to sample the energetic states of the world
around us: heat, light, force, and chemical composi-
__tion. That is all' we ever know of it dlreclly, all else is
|()glCd| inference. Sensory stimuli reaching us are
. transduced at peripheral nerve endings, and neural
replicas of the dispatched brainward, to the gray
mantle of the cerebral cortex. We use them to form
¥ dynamic and continually updated neural naps of our
place and orientation in the external world and of
events in it. At the level of sensation, your images and
my images are virtually the same and readily identi-
fied onc to another by verbal descriptions, or
common reactions. -Beyond that, each image is
conjoined with | genetic “and stored experiential in-
formaiion that maskes each of us uniqucly private,
From that complex integral, each constructs at 2
higher level of perceptual experience . . . his own very
personal view frem within (p. 130).

The biomedical sciences liave been concemed increasingly in
the past decades with how the body works. With heavy emphasis
on the anatomical sciences giving way to the study of physiology,
we are delving ever deeper into the biochemical and biophysical
processes of ever smaller constituents of the body and are now
reaching down to the submolecular level.

Medical research is also marked by an increasing appreciation
of the behavioral sciences and what they can contribute to the,
understanding of the human animal as a creature that functions
socially as well as physically, intellettually and emotionally. One
may question how independent thesg functions are. Perhaps they
are only different manifestations of a eomplex chemically and
physically mediated, biological system whiclk has innumerable

© terrclated feedback pathways. ] —_—
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EKC examples, one of whith has nnporl.mv implications for
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It is hard to isolate the affect for scpamlc study because it
appears to be influenced by a vast number of hereditary, .
psychological, nutritional, physiological, environmental, social,
and situational factors. The feelings evoked by stinmli may well
be detennined by the sum of such inflhuences. In my current state
of ignorance, I ¥ind it difficult and perhaps futile to try to
identify research that is particularly relevant to the affective

- domain: | am, therefore, going to mention scveral lines of

investigation that may be of some-interest and lcave it to you to
judge their relevance.

.. Vasked one of my psychiatrist colleagucs what he wonld say it

you asked him to make this tatk. Two ‘lines of investigation
immediately came to mind. One of these is the discovery of the
catecholamine system of neurofransmitters for which Julius
Axelrod received the Nobel prize in 1970 (Fricdhoff, 1975). The
discovery that noradrenalin and dopamine are internenronal
transfer agents in the brain and that they may be associated with
affective disorders opened the way for study of the mechanism of
action of neuropharmacologic agents and for an understanding of
the role of drugs both in producing affective disturbances and in
rclieving themn. Considerable attention has been focused on the -
use of such diugs as sitalin and dextioampliciamine as aids in
dealing witli hyperactive, undcraclncvmg children. As you know,
there is controversy about the cfficacy of this intervention and
about the mechanism of any benefit that is observed. These drugs
act upon the nenrotransmitter system,-and | mention them as
justifying your interest in the expanding ficld of neuropharma-
cology. -

- The second avenue of progress he cited is the perfection of
analog scales for measurement of affect. Although themselves not
new, the nodem application of analog scales is believed to have
given behavioral scientists a method for exploring affective
pltenomena that is contributing much to improved ui q’ndcrsland‘ng

Discoveiy of the ultrastructure of cllmmosamcs the chemical
nature of the gene, and the replication mcdmmsnil of the DNA
molecule have all heightened interest in the ficlth of genetics.
Many abnormalities have already been identified that seem to be
cansed by the abnornmality of a single gene that }f‘c(emlmes the
presence of some important enzyme. | will" mention  two

oy |
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intellectual development, the other for a digestive function,
Perhaps both of these bear soine relation to affect. Oue is the
disorder popularly known as PKU or phenylpyruvic ketonuria
caused by a deficiency of an enzyme which acts upon one of the
amino acids. If not treated by appropriate dietary restriction in
infancy and childhood, these individuals suffer severe intellectial
retardation. Anoiher common disorder is due to deficiency of the
enzyme lactase which digests milk sugar. These individuals are
intolesant to milk from which they suffer abdominal disconfort
and dia#ﬁea, a situation surely calculated to modify wnes feelings
about himself and the world around him. )

Tuming to the ficld of nutrition, one discovery from animal
studies is that a protein deficiency in the mother’s diet during
gestation results in impaired behavioral development -of the
offspring which cannot be repaired after birth by supplemental
feeding of the young, Studies are being conducted to detenming

wlhether the observation holds true among human mothers and '

their babies. IT it does, supplementation of deficient diets of
pregnant women may help assure normal behavioral development
and the improvement of cwmotional well being.

here is not time to enumerale examples from among
numecrous environmental factors that clearly influence the affect:
such things as physical comfort, noise; and toxic substances.
llowever, 1 do not want to quit before mentioning infectious
agents. One group of these has become known as slow, viruses
because of their propensily lo lie dormant for many years after
infection before producing a recognizable disorder. Soine have
their most characteristic action in the nervous system and the

study of these viruses has become a fruitful field. It was less than

three weeks ago that 4 Nobel prize was announced for Dr. D.
Carleton Gajdusck who related one of these viruses lo a
neurological disorder transmitted among members of a primitive
tribe by their practice of ritual cannibalism.

1 think it is safe to say that the affect may respond to almost
any disburbance of bodily well being, so that the whole gamut of
medical research may havé relevance. Our objective should be to
achicve the highest possible state of health. | would therefore
appeal for manipulation of the affective domain of educational

nbjectives to attain that goal. K‘yo,wlcdge of healthful practices of
)

)
E TC‘laily living is not sufficieni) Ways must be found to gain
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acceptance, internalization, and motivation, if that knowledge is
to become effective as a detenminant of behavior. We already
know so much more than we apply. While many exanples conld
be cited, consider only one. We know that for one common type
of cancer, a potent preventive lics within the reach of all. Yet we
have not discovered how to motivate people to forego cigarelle
smoking!
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THE ASSESSMENT OF AFFECT:
NOMOTHETIC AND IDIOGRAPHIC

David A. Payne
University of Georgia

>

The choice of the terms nomothetic and idiographic in the

title was intentional, not capricious, and did not represent an
altempt to cast an aura of greater wisdom and scholarship to
these procecdings than alrcady exists. Those terns represent at
once the general thrust of my remarks and the cause of a partially
unsolvable problem. The problem guestion being, “Does the
simple aggregation of idiographic data result in a nomothetic
summary?” The answer is probably both yes and no. “Yes” in a
sense that in practice most applications of environmental mea-
sures arc simply accomplished by summing the respunses of a
latge number of respondents in affect assessment for an environ-
ment versus an individual person in that environment. ]
" It is undoubtedly a perversion to use Allport’s (1932) tersms
nomothetic and idiographic to simply describe a differential focus
on general patterns of group behavior versus the individual, But
this basic distinction will be used for expository purposes.

ON THE NATURE OF AFFECT AND THE
AFFECTIVE MOVEMENT IN EDUCATION

There is a definite, strong, and pervasive revolution taking
place in cducation. This revolution concerns what can best be
described as affective learning outcomes. These outcomes are
commonly concerned with such personal ex pressions as attitudes,
interests and values. Evidence of this affective revolution can be
seen in the type and extent of rescarch on affective outcomes
being completed and published in the professional joumals. 1t is
also evident in the papers being presented and discussed at
professional educational and research meetings and convenlicns,
in the kinds of sensitizing experiences being made part of teacher
training programs, in the kinds of books on “humanizing the

@  school curriculum® that are being published, and most of all in
EMC”'" actual learning experiences being impleniented in our class:
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rooms. Almost every teacher is aware that no matter what he or
she does, affective leaming takes place. Gagné (1965), for
cxample, has gulcd that: ..

... tliere are many aspects of the personal interaction
between a teacher and his students that do not
pertain, in a strict sense, to the acquisition of skills
and knowledges that typically fosm the content of a
curriculum. These varicties of interaction include
those of motivating, peisuading, and the establish-,
ment of attitudes and values. The development of
such human dispositions as these is of tremendous
importance to education as a system of modern
society. In the most comprehensive sense of the, word
“learning,” motivations and attitudes must surely be
considered to be learned (p. 23).

N
Affective and cognitive charactetistics are not separable. They
develop together and inflnence together (Gordon, 1970). Concern
with both kinds of outcomes, then, evidences concer for the
total individual, '

Douglas Heath, in an extremely informative article in the May
1972 issue of the School Review, has noted three major societal
influences which are “fueling” the movement toward affective
objectives in our schools. | draw heavily at this point_upon his
thoughts and ideas.

The first major influence reflects an awareness on the part of
all citizens, but particularly those in charge of setting policy for
our educational systems, of the apparent gulf between where
socicty is going and our mode of life, and the way we are
educating  our ’y(mlln. It appears to some observers that
“contentporary life can be characterized by the availability of an
increasing (1) amount of leisure time, (2) degree of impersonat-
ness in our interaction, (3) degree of interdependence, and (4)
affluence. Perlaps todays youtl are closer to perceived educa-
tional irrelevance than we were, Perhaps perceived and actual
relevance are further apart than ever before in our history.
Another contributor to the archaic character of traditional
education is the changing rolcgpcclaliqns society now holds for

v N
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A second major influence contributing to affective education
of humanistic education movement stems from. what might be
called the emotional estrangement of youth. Heath suggests that,
for cxample, the minimal demands of walching television, being
basically a passive activity, contribute to this estrangement,
Vicarious experience is one thing, direct self-initiated action and
coping expericnce another. There would scem lo be Jhere an
implication for a different kind of - leamming environment — an
aclive, involved, hands-on set of experiences. Other fucls relate to
sensory over-stimulation, changes in time peispective and perhaps
lack of a sensc of history, and ways of relating to authority.
Perceived .validily of one’s self comes from the increased -
subjectivity that accompanics affective training. .

The last primary impetus for affective educmion comes from
the over-emphasis, perhaps thanks to some extent to Sputnik; on
cognitive ontcomes in education. We introduce more and com

Jblex subjects at earlier grade levels. Because of incieased time

spent on leaming there is less time to fecl. As noted previously
concern for the total organism evidenced concem for both the
head and heart. But what is this thing called affect? )

“«

THE MEANING OF AFFECT

Fo attempt to define the concept of affect or affectivity agfast
from a thousand or se other chasacteristics of human organisms is
impossible at least and foolhardy at best. But®what fools these
psychometricians be to tread where angels fear. It is obviously
necessary to get an operational handle on the construct of
“affect™ if we are going to attempt to measure it. Every speaker
worth lis salt at sometime or anoflier employs the dictionary to
help him initiate a topic or support a point of view. 1 would not
want you to be disappointed. The always-accurate and ever
responsive lexicographers English and English (1958) in their
Comprehensive Dictionary of Psychological and Fsychoanalytical
Tenns note that the term affect at least historically, refers to a
general class name for feeling, emotion, mood, and temperanent.
It is further emphasized that affect is generally not considered to
exist alone apart from any cognitive dimensions of personality.
Further, the term affect should not be constyued as implying a
unitary trait. Evéa a cwsory perusal of the literature reveals the
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varicty of ways thal rescarchers have created to describe the
. affective domain, Table § contains-a sunimary of three of these
_ classifications. They represent kind of a mixed bag. But some
commonalities exist. The tenns “interests,” “‘attitudes,” and
“yalues” are evident in two of the lists, and implied in the third,
(Krathwohl, set al. .1964): LEven the authors of the Taxonomy
imply in their writings that Receiving thirough Valuing include
“interest,” and that Responding throngh Owganization includes
“yttitndes” and “values.” Nunally (1967) uses- really an old
fashioned tene “sentiments” as his collective noun rather than
the term affect. lle draws some interesting dislinclimis between
- the three terms Interests, - Values, and Attitudes. 1le defines
Interest as a preferance for an “activity, Value as a broader life’
oriented goal, and Attitude as a fecling about particular objects
(social, physical, or abstract). Are there any charactesistics
common to these three Tacets of affect? With the help of Shaw
and Wright (1967), I began a list. Let me share it with you.
‘ 1) Affective variables give rise to motivated behavior. Feclings
“can molivate behawor; they can influence an individual to

TABLE 1 =
: Altemative Ways of Conceplualizing
’ the Affective Domain .- - ~

~

Center for the Study

of l'valuation
Krathwol, et. al. (Hoepfuer, et. al.

“(1964) 1972) Nunally (1967)
Receiving Peisonal Tem- Sentiments
Responding perament Interests
Valuing, Social Tem- Values
Organizativn perament Adtitudes
Characterization Attitudes, Opin-

* by a Value or ions, Beliefs
Value Needs
. Complex ~ Interests
o . Values
ERIC~ .
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respond in différent ways, and different individuals to respond
differentially. The concept of individual differences is necessary,
but not sufficient, evidence for the existence of an affective
variable. ? ‘e :

2) Affcctive variables vary in intensity. Two individuals may
have favorable attitudes toward the same referent, but v.nry in the

-mlcnsily of their feclings. Converscly, they may hold different

altitudes with the same deg-ce of intensity. It is probably true
that” molivational sltcnglh is tied to intensity of fecling and,
therefore, - that the likeliliood of certain behavior varies with
intensity. lnlensily also has implications for instruction. The
more intense an alli(udc, the harder it is to change it.

3) Affective variables are learned. The conmtlative effect of
training, education, childrearing, and formal and informal social
interactions influence the development of attitudes, interests, and
values. —

. 4) Affective variables have spezific referents. These referents _
need not always be concrete objects, but may include abstract or
social referents related, for example, to woild or political issues
or (o theology . .

5) Affective variables represent varying degrees of inter-
relatedness. Attitudes toward similar objects are mo, e likely to be
interrelated than attitudes toward dissimilar. objects. Complcx
clusters of interrelated beliefs (c.g., toward thg women’s libera-
tion movement, and its subissues of abortion, and cqual pay for
cqu.nl work) are more difficult to change than-single, narrowly
referenced attitudes. This dimension is somelmlcs referred to as .

“genefality.”

6) Affective variables are relatively stable aml enduring. The
history of reinforcement of an attitude in a particular individual
is probably thie piitary determinant of the stability of the
attitude. Affective predispositions are difficult to change. The

- role of family and school - the primary social institutions.— in

developing and modifying attitudes cannot be underestimated.

- 1) Affective variables vary in salience. Salience .refers to
proximity to the surface of a pcrsons mind  how casily an
emotion can be evoked. .
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i,sat back at my desk somewliat smugly and looked at the list.

any hmman characteristic, cognilive, affective, and to a -greal
extent psycliomotor. What then lloratio, is llu.rc nothing new
under the psychometric stm? *
. % TIHENEEDTO ASSESS
AFFECTIVE CHARACTERISTICS :

There are four primary reasons why affective ontcomes need
to be dealt with and assessed in our edicational institutions:

1) Affective variables influence an individual's ability 1o
participate effectively in a democratic society. Atlitudes toward
institutions,, practices, social groups, and the like, affect and are
affected by the efforts of society to maintain itself and nicet the

objectives nimst be considered legitinate outcomes of concem (o
edncators (Scriven, 1966).
“2) The development of skills and abilities related to the
acquisition and growth of attitudes and values is necessary Jora
. liealthy and effective life. The development of rational attitudes
and values is the result of intelligent examination of society’s
needs and those of the individnal. Aftective skills are necessary to
the overall effective Mmnctioning of the individnal in society, _°"_

-~

’

«  his work, (c) believe it possible to make maximal use’ of his
abilitics, and (d) feel that. lic is making a contribniion’ to soclety.
.hll (196S) reasons ‘that the valués of, mastery, activism, trust of
others, and independence of faniily should be considered legimate
educational objectives, since the have been empirically related to
sociocconomic achievement and npward umbllaty in onr licavily
mdnslnsh/ul sociely,

4) Affective ranabhs influence Iwmmg This p()slnlalc has
been wedl dounncnlcd The interaction of teachers’ and students’
affective chatacteristics influences progress toward the attainment
of classtoom goals. Ripple (1965), in sumnagizing rescarch on the

Q ective characteristics of tHe learning situation, concluded that
[MC .|ll.|mmu|l of classroom ulqccllvca is facilitated by (@) a
.

4
s -

- - a2 a

It then dawned on e that these descriptors could be used with

nceds of its members. If for no other reason than this, affective -

5

3) Affective outcomes interact with occupational and t'oca'-
tional, sansj‘aclum In maintaining  himsell cummmcally, an“'_,
individnal must (a) relate effectively with his associates, (b) t.njoy

’ -
.
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generalized “feeling of warnitls in the learsing enviromment, (b)

* students, (c) democratic group decision-making leading to stimu-
lating activitics, (d) tlx use of nonpunitive control techniques of
consaduablc clatity and ﬁmmess, (e) reduces frustration and
anxiety in learning tasks, and (f) shifting states of order based on
the organization of emotions toward the achievement of goals.
More specifically, Domino (1971) has experimentally demon-

. instructor’s teaching style, and the amount of, and satisfaction

them, they are likely to deveiop positive attitudes toward it.
Atlitudes have also been shown’to be related to achievement.
Basslmn, Murphy, and Murphy (1964) have demonstrated with a
sample of sixth-grade students a rclali(mslup between positive
attitudes and achievereit in adthmelic (sce also Alkcn 1970).
-A cautionaty siote. needs to’be added. The desire to improve,
- modify,_adjust, . expaud;—or- in-some—way influence -and alter
attitudes and values “shouldgnot obséure our, primary concetn
. whicls is with lcatning. We do not just want to ake the students
feel better. Heath (1972) suggests that * .. . we need to ediicate
youtls, not just liis head nor his heart. 'l'lu, promise of affective
cducation is that it will stimulate us to recover the person tost
among our absteactions; its danger is that it may. devalue man's
2 most promising adaplive and educable skill: a dlsuplmcd itsted-
lect” (p.371) -
But oyr concem hete imli.nlly is witl educationz! environ-
o ments rather than individuals. What is the counection between
individual affect and the dimensions of educational envitonments.
Let us step back in tinte and .ake a bief historical sighting by
considering theotists who liave attempted to teconcile e
individual and the group.

Many believe that a good sescascher st abways begin with a

theory. Educational rescarchers have been using niany theories in

Useir search for vasiables which relate to student achievement or

~ pcrf(mnnmc in the school. The scemingly unending seasch is for
EKC those variables which can acconnt far.the most visiance so that

Rt e
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tolerance of emotioggl and fecling expressions on the part of

strated interaction between a swdcnl s achieveméint values, dhe ~

with learning. If students are learning materials that interests -

ot
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- eventual contsol and manipulation can be exescised to enhance
- ‘and maximize student growth. :

In the beginning there was Lewin (1936) and his field theory
which “postulated that behavior was the result of the interaction -
of two-independent vectors: pesson and cavironment. The

- famous postulate that behavior was a function of person and
envitonment interacting, B=F (P,E,) sent many a researcher
scampering with his calipers and mggnifying glass. Henry Mugsay’s
(1938) “personology” with the nced-press dimensions alsa
contributed significantly to the “environmental” literafure. More
conteinporary theorists are now having an impact ony.line kinds of
rescarch being undertaken. lllustrative of the newer theorists
would be Barker (1968) and his ccological psyc/lzx{logy, Holland

«  (1966) whose theory is embeded in a vocational decision-muaking

and saisfuction Tramework, and Pesvin's (19)9"7) work with his
technique called Transactional Analysis of Pessonality and En-
vironment which is basically a six concef)l’: 1 1-point, 52 scale
semantic differential. A recent and impgttant critique of five
major theosetical positions with regard/to. pesson-environment
intesaction has been presented in a mdjor monograph by Walsh
.(1973).
Recent research on the school environment has focused on
testing hypotheses derved from suciopsychological theory of
the classroom as a social systemy{(Getzels and Thelen, 1960). This
. particular model suggests tha fzslilulional and individual charac-

’ teristics interact in clussryz:us to influence school leaming.

-Getzels and. Thelen incorgorated the views of both Lewin and

Mursay by stating that the social system and resultant behavior

were a function of Athe “simultaneous™ interaction of the
nomothetic and idiogfaphic dimensions:

... social héhavior resulls as the individual altempts

. to cope Kll ari enviromment composed of pattems of
' glions for his behavior in ways cousistent with
w/i independent pattern of needs (p- l32\).

Whay Getzels and 'l'llclclflluvc essentially done is to take the
envirgfimen) and person dimensions used to study personality by
1 and Mugsay, and expand them to the concept of an entire
fial system such as the school (Fig. 1). Such an exteusion is not
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Figure 1: Getzels and Thelen's model of an Interactive Social System
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\huﬁr'caﬁ(mablc. As Slioben (1962) points out, the school is more
than _just a place to learn and develop academic skills. Bt is
esscatially a mini-community where members interact and in-
- fluence themselves and others.

Coughlan and Cooke (1964) Ilavc in addition, suggested that
teacher attitudes and persceptions of the school environment are
related to>student, performance and the cffectiveness of the
school, Several other investigators have looked at the influence of
classroom social climate and students’ and teachers’ character-
istics on learing. The findings in general suggest that affective
aspects of classroom climale (satisfaction, intimacy and {riction)
predict both coguitive and affective lcaming. With respect to
affective leaming outcomes, Walberg (1969) has reported signifi-
cant multiple correlations of 44 and 41 between 14 dimensions”’
of the classroom social climate, and science interest and physics
interest, respectively. Thus it appears the environmental charac-
teristics constitute viable variables potentially u useful in education-
al research focused on student achicvement or pcrlommmc in the

-~ school. .

EVIDENCE OF THE IMPORTANCE
OF ENVIRONMENTAL VARIABLES

The literature abounds with reports bearing on the significant
impact of environmental and climate factors on the teaching/
" learning situation. Although many studies show significant
correlationat relationships between environment and outcome
_measures, very few cxperimental studies can be found where
independent variables were systematically manipulated undes
controlled conditions. In any event, the views of Anderson aud
Walberg (1974) and Randhowa and Fu (1973) strongly support
the environnental line as one to follow in educational research,
Anderson and Walberg (1974), for example, cite data which
support the superiority of environmental measures over 1.Q.
scores as predictors of cognitive, affective, and behavioral
-~ criterion measures.
After a very extensive review of the relevant literature, Perkins
(1976) was able to draw several conclusions. Among the more
prominent were the following: -
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1) High inference measures of the school environ-
ment are generally more meaningful than low infer-
ence measures in educational rescarch, and high
inference measures are especially appropriate in
studies concerned with the sociopsychological leam-
“ing environment. -To suggest the lack of validity for
low inference measures is :"most herctical. After so
much work has been doue, time and effort expended
in creating and applying observational techniques, for
. example, we really are not closer to the identification .
of critical variables or the development of valid,
measures than we were 40-50 years ago. The use of
cobservation systems be they category or sign has
sesulted in the fragmentizing of behavior to the point’
where it loses meaning. In addition, the inferences
that must be made from an isolated behavioral act to
a_motivational referent, particularly in regard to
affcclivq variables, are extensive and inlensive, and
probably not warranted by the data.
. L)

2) Students perceive differences in the learning en-
vironment related to the cowrse content being
studied. Science classes were perceived as more
rigorous, formal, and fast-paced groups with moder-

-—ate goal dircction and difficulty; while humanitics

courses were scen as being slower-paced and more
disorganized. .
3) Students’ perceplions of {he clissroom leaming
envirtonment  do  affect student performance and
achievement. Students’ perceptions of the difficulty
of the class were shown to relate positively to
achicvement while perceived environmental dimen-
sions such as friction, apathy and cliqueness were
found to be inversely refated to achievement.

4) While the variables ©of class size and teacher
personality do affect students' parceplions of the
classroom learning environment, the vatiable of sex of
teacher does not. As classes incieascd in size, students

A
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perceived the environment as more formal and diverse
and less difficnlt and intimate. Personality character-
istics of teachers, such as self-centeredness and
authoritarianism, were found to be related to the
perccived organization, formality, supervision, and
animosity in the classroom cnvironmeni. It also
appears that attitudes toward school appears to be
negatively related to grade level and positively related
to sucio-economic class.

5) While little rescarch directly related to teachers’

¢ perceplions of the school learningsnvironment exists,
carly related rescarch focused on simply identifying
factors affecting teacher job satisfaction and develop-
ing measies of teacher work values. Only recently

“ has an attempt been made to assess the relationship  #

between teachers® perceptions of the school eaviron-
ment and student performance. Teachers’ percepiions
of the school environment with regard to dimenstons
such as student cvaluation practices, communily
relations, opportunities for faculty development, and
faculty contribution to the educational program were
shown to be pusitively related to school perfunnamc
(pp- 34-35).

: METHODOLOGIES INVOLVED IN
- ENVIRONMENTAL ASSESSMENT

Menne (1967) has identified two major vagiables that are
invalved in the assessment of any learning environment. These are
source of data and uature of data. By specifying two major data
sonrces (the individual student as opposed to institutional data)
and two types of data (psychological and perceptual as opposed
to objective) a general model can be developed which describes
the major approaches to environméntal assessment. The mode!
might leok something like the one shown in Fig. 2.

The first type of measure Meene (1967) has characterized as
subjective student perceptions (Quadrant A). This class includes a
myriad of self-report  perception instntments based on the

O assumed validity of “high inference” measitres, ie., when general °
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Figure 2: Model for describing major approaches to environmental assessment
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o ;,Iobql impressions and/or opinions are eported. Such methad-
ologics usnally réquire students to rate a varicty of dimensions of
the cnvironment. Typical wonld be the Learning Environment
Inventory (Anderson, 1973). The LEL contains 14 scales (c.g.,
Cliqueness, Difficulty) appropriate for secondary level students.
Each respondent indicates, using a four point scale, his or her
agreement or disagreement on how well cach of 105 item/state-
ments describe a particular class (e.g., “Many students in my
school would have difficulty doing the advanced work of my
class’). This method of measnring an educational cnvironment
was developed for college level applications by Pace and Stem
(1958) and refined by the late Dr. George Stern as reported in his
very significant volume entitled People in Context (1970). A brief
vignette from the 1958 report by Pace and Sten should provide
the 1cader with the flavor of the kinds of profiles that can.be
drawn using their insteument, the College Characteristics Index:

LY

The total pichine of the environment, then is one
of high social activity, esprit de corps, and enthusiasm
combined with an emphasis on helping othess and
idcalistic social action and all within a fairly well
understood set of mles and expectations which are
deliberative and orderly. One would expect some of
the explicit objectives of such an institution to stress -
personal and social development, idealism and social
action, and civic responsibility (p. 274).

This. description of the “institutional peess™ can be contrasted to
the institutional intent and prospective college student’s personal
needs. Such information shonld prove nsefinl to college adminis-
trators, high school connselors, and any who are involved in
college admissions work in matching individuals and institutions.
‘Fhie approach suggested in Quadeant B to the measurement of
cavironmental characteristics relies on reports of specific observ-
able self-reported student behaviors. The observable behaviors
might range from number of hours spent studying per week to
mimber of social activities. Astin (1965) has reported a study
using a 3S-itera stndent self-seport instrmment with such sla(c~
ments as: “The instonctor called students by their first names,”
]: lCuI “I took notes regnlary in class.” The investigator was able to

’7,




75

demonstrate significantly different classroom  cavironments in
different fields of undergraduate study. Another example of how
the behavioral approach has become operationalized is the study
of the environment of the classroom of gifted students, as
reported in the work of Steele, House, and Ketins (1971), with
" their Class Activities Qneslmnnalrc

Quadrant C suggests the use of other individuals (other than
the studeat himself) to report on . the- impressions of the
institutional - environments. A great varicty of observational
systews are available for application (Simon and Boyer, 1970).
The problem with this approach is that observational systerus
focusing on small segments of behavior compound the mfcrcncc
problem.

The last of our methodologies we will label, for lack of a
better rubsic, institutional description (Quadiant D). This
method, pioncered by Astin and Holland (1961), focuses on
objective and readily available data snch as number of students,
student/faculty ratio, number of vohunes in library, tuition,
percentage of males and females, distribution of degrees held by
faculty, operating budget per student, and similar indicators. The
types of data just described are probabh- ore meaningful at the
institution level rather than at a lower = 1, e.g., the classroom.
The descriptions are also probabl§ more -aningful at the college
level, although some commonality with other educational levels
obvnously exists. Typical of the institutional description instru-
ments is the Environmental Assessment Technique (EAT) (Astin
and lolland, 1961) which is based on cight attributes of the
student body: size, intelligence level of the students, and the
“personal oriemations of the students as indicated by the
percentage of students in cach of six classes of major ficlds
(Realistic, Intellectual, Social, Conventional, Enterprising, and
Artistic). Most of these data can be secured from readily available
published sources. lllustrative of the kinds of data presented by
Astin in support. of the validity of the EAT is a-1963 slndy(
showing strong relationships between his $:AT attribute scores
and student descriptions of the perceived effects of four years of
college.

-
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ILLUSTRATIVE ENVIRONMENT CLIMATE MEASURES

This section of our presentation will deal with the brief
descriptions of fong instruments.

Class Activities Questic Haire

‘The fisst of these is the Class Activities Questionnaire (CAQ).
- Following is a brief description of the CAQ taken ',from the
‘ writing afSteele, Honse and Kerins (1971):
The Class Activities Questionnaire (CAQ) is a 25 item
instrnment administesed to both stadents and teach-
-e18. It asks students to agree or disagree on a four
point scale to statements describing general kinds of
activities which characterize their class. These activi-
ties imply cither levels of thinking of affective
classroom conditiens. Each item is paired with
another item to compose a factor; sixteen factors
yield a revealing profile of the class. (Five factors are
represented by single items. One factor, “Teacher
Talk” is reported separately as well as being used as a
component of the “Lecture” factor.) In addition,
snbscores are derived by clustering factors into the
fonr dimensions of Lower Thought Processes, Higher
‘Thonght Processes, Classroom Focns, and Classroom
Climate, The cognitive dimensions of Lower and
Higher Thought Processes represent a2 dichotomy
strongly suppaoited in validation studies of Bloom’s
Taxonomy of Educational Objectives (Bloom, et al.,
1956). The' Classroom  Focus dimension  assesses
whether the focus is on the teacher as information-
-giver with students having a passive role in the class.
“Fhe Classroom Climate dimensions assesses atiitudes
and feelings, such as how relaxed and open the class is
and the amonnt of involvement of students in class
activilies (p. 450).

1 A fther desciiption of the maj  elements of the CAQ is
E Tc«nlcaclllc(l in Table 2.
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The Learning Enwironment Inventory (
. « ©
The Leaming Environment Inventdry (LEI) is,an instrument
designed to measure the social climate of learning of a class as °
.« perceived by students. Its best application would be at the
secondary school level. Developmentatty, it is an expansion and
improvement of the older Classroom Climate Questionnaire and
describes the nature of interpersonal relationships in class, as well
as the structural characteristics of a class as perceived by studcntﬁ.
The LE} has been developed to include items representing scales
indicative of concepts identificd through research as good
predictors  of leaming and consistent  with  sound  social-
psychological theory. N .
‘The LEI consists of 105 statements descriptive of typical
school classes and requires the st*«dent to cxpress his agreement
or disagreement with cach stutcment on a four point scale, The
15 scales of the LIl with repiesentative sample items are listed

below: -,
Scules . Sample ltems
1. Cohesiveness . . .. . . . “Members of the class are personal
friends.” .
. 2. Diversity. ..o “The class divides its cfforls among
. several purposes.”
3. Formality . . . ... ... “Students arc asked to follow a -
C complicated set of rules.” < Ly
) 4. 8peed. oo “The class hzs difficulty keeping up
with its assigned work.”
- 5. Environment. ... ... “Iie books and equipment students i
-, - need or want are casily available to
) ' them in the classroom.”
<. 6.7 tion.......... “Certain students are considered un-
. cooperative.”
7. Goal Direction. . . ... “The objectives of the class are
specilic.” .
8. Lavoritism . ....... “Only the good students are given
. § special projects.” .
' 9. Dilficulty . . 7 ... 'Students are constantly  chal- \
. )
o lenged. !
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Apathy. .. ........ “Members of the class don’t case

U W . what the class does.” -
A 11. Demberatic. .. .. ... “Class decisions tend to be made b
\ ; y
\ all the students.”

_ \ 12, Cliquenes. . .. ..... “Certain students work only Wllll
their closc friends.”

swork of the class.”
c ‘14. Disorganization . . . . . “The class is disorganized.”
. 15. Compelitiveness.. . .. . “Students compete to sce who can
‘ do the best work."”

In teris of its structure, the LED cah be used to derive scores,
for individuals within sampling units or a mean can be used fo
provide an estimate of the L|Illldle pmﬁlc of a class, Ltadc or
school,

Data generated from research with the LElin the c\ulualion of
the Harvard Project I’hysus in 1969, using some 64 classes and
1,048 students (Anderson; $973), shows that test-tetest reliability
cocfficients for the test scales vaty from a low of 43 (Diversity)
to a high of .73 (Friction). Cocflicicnts - internal consistency,
indicative of the degree to which items on the same scale tend to
measure the same ihmg, vary from .54 (Diversity) to .85 (Goal
Direction)., The intraclass corgelation, a class coefficient indi-
calmg\.gruzlp teliability of thé LEI scalcs varys from 31
(chrsnly) to 92 (Disorganization).

"Validity data supporlive’ of the capablllly of the LEI scalcs fo
piedict a variety of school ontcomes stems from many studics
(Andcrsun 1970; Walberg and” Anderson, 1968: Anderson and
. 4 Walbctg, 1968). In general, tescarch shiows that the subscales are

predictive of learning outcomes, or other variables described ‘as
being theoreticilly conducive to the support of .ulupwlc Icummg
envitonments. These relationships are, however, complex. The
Colgsiveness seale, for example, relates to three major class and
cowse propertics\ Small classes are more cohesive thin are large
.+ clisses, particularly when the class contains fewer than 16 pupils
(Walberg and  Alilgreen, 1970). Class coliesiveness relates to
fearning critesia differentially, depending upon the nois of the
cohesive class. (‘oiml\(c classes scemingly sanction only goal-
]: lC dirccted behavior. If the g,mup nom includes leaining, u)hcswc-
= 8, , . :

K

v 13, Satisfaction. . .. ... . “Students afe well-satisticd w1lI| the

-

-
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ness contributes to incrgased learning. In non-learming oriented
classes, .coliesiveness acts against Jose pupils who_want to learn
(Anderson,’1970).

The My School tnventory '
" As originally developed, the My Class inventory contained 45
items - distiibuted over 5 scales labeled Satisfaction, Friction,
Cumpetitiveness, Difficulty, and Cohesiveness. The invculory is,
considered appropriate for students aged 8 througly 12° Reading
level of:, My, Class invenlory items is generally considered
appropriate for fourth prade students. .., ~

An .nd.gp__alum of .the My Class ipwentory vas .mlncvcd by
tewording My Class scale iteis “to incorporate the concept of
“seliool”” rather than “class®® or, “classes.” The modified instru-

ment was called thie MySchOoi avem,my.—l‘?owxnmbleﬁhe%rd——

“class” was ~changed to “school” in the following invc.nlmy
llcm “The pupils enjoy . lhcu schoolwork in sy class.” This
Lll.nm_.,c was considered nenéssary «in order to dlicit a more
generalized response about school charhcteristics, and’to_better
take into account situations whcrc individual elementary students
had dlffcrcnl classes wnlh differcnt teachiers dunng llu rcgul.u
schoul diay. . ¢ ,
Indmdun scale rclublhlus reported in the manual for the My
Class mvwlony.»f.m[.,c from .54 to .77, cousiderably lower than
those *for the LEI. 'liu. instrument is still undergoing dcvelop
ment, though it hasbeen used successfully in sevesal rescarch and
evaluation studies (Walberg, 1969; Cayne, 1970; Walberg, Sorcs)-
son and Fisht k. 1972; l’emfns l‘)76) I!crkins (}376) in ‘a
canonical cafelationat” study using the My .SchoolNnvenlogy
reporied médian intemal consistency coefficients for 4? clemen-
tary schools range from 41 (C ompelitiveness) to 73 (Salisfac-
tion). In an evaluation of the My Class inventory,, Maguire, Gactz,
and Manos (1972) st.nlc “ . .the My Class luventory appearcd
to be'superior . .. My (l.nss produced more interpretable re-
sulls .l prowdcs a broader coverage of the entise atmosphere,
in |mllulldr a greater effort is made to tap the interstudent
relationships. For llusc two reasons, the My Class inventory is
commended foe use in e evaluation of primaty grade atimo-
sphere.
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Sample items and the labels for the five My School scales are
presented below:

Scales ~ Sample ltemns 4
L. Satisfaction. ........ “The pupils enjoy their school work
. in my cluss.”
2. Friction.......... . “Children are always fighting with
. cach other.”
3. Competitiveness. . . . . . “The same people always do the best
. work in our class.” .
4. Difficully......... “In our class the work is hard to do.”

5. Cohesiveness. . . . . ... “My best fricnds are in my class.”
Each scale contains nine items requiring a Yes or No response.

Due to scoring program, high scores are interpreted in directions

oppasite that of label, e.g., Satisfaction = Dissatisfaction.

The School Survey

The teaclier is another sonrce of valuable descriptive data
_related to the environment. To assess teacher perceplions of
various faclors mediating the schedl environment, the Schigol
Survey may be cmployed. This instrument was developed by
Coughlan and Cooke (1974) at the University of Chicago to assess
a global construct called work attitudes or satisiaction of teachers
within the school sctting. They describe the instrument as being
useful for the formative and summative evaluation of schools and
for providing school personnel with feedback concerning teach-
ers’ work attitudes. .

The School Survey contains 118 items each requiring one of
three possible responses, Agree, ?, and Disagree.

Factor analysis of data from the third fornt of the School
Survey (Coughlan, 1970) initially yicldea 3 factors, cach .
contaming from 6 to 10 items and accomting for ‘relatively
moderate amounts of the total test variance. Kuder-Richardson
Formmla 20 internal-consistency reliability coetficients for indi-
vidual facior scores range from 44 to .80 with a median of .67,
Perkins (1976) lias reported median internal consistency reliabil-
ity coefficients for 42 schools ranging frons .58 (School Com-

— —_— - e —‘——S;—ﬁ———-
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munity Rélalmus) to .85 (Supervisory Relations). \A more
detailed dtscussiou of research and development efforts with the
‘School Survcy can be found in Coughtan and Cooke (1974, pp.
295-313). chlowim, are the scale labels for the now finalized 14
scpamlc (Ilmcusions af the Schiool Survey, together with a sample
item froni each scale:

'

Scales Sample ltem
1. Administrative l’racllccs . v o« .. “The administration seems
- - willing to give careful con-
. sideration to our ideas and
’ supgestions.”
2. Professional Work Load ... ... “I am asked to spend too
- much’ time in meelings
. ) . around here.” o

3. Non-Professional Woik Load . . . “l reccive sufficient cleri-

cal assistance to domy job
- cffectively.” g
4. Materials and Equipment . .. ... “The instructional mate-
‘ ) rials provided for me hese
. arc very satisfactory.”

5. Buildings and Facilities . . ... .. “The layout of this school
' is inconvenient for the

. staff.”
6. Educational Effectiveness . . ... “In my opinion, adequate

cducational standards are
being upheld in  this

scliool.”
7. Evaluation of Stwlents .. ... .. “Students’ absences are
L excessive i this school.”
8. Special Services ... ... ... ... “Our Ebrary services for
. .sludculv arc very sallsf.nc-
tory.”

9. School-Community Kelations. . . “In general, 1 apprave of
scliool board policies.”

10, Supervisory Relatious . . . ... .. “1 seldom get the help |
: s need in handling difficult
" discipline cases.” .
" 11, Colleague Relations . . . . .. ... “Pesple in my school co-
Q ’ T T operate well.” '
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12._ Voice in Educational Program . . “i should have a greater
voice in-sclectipg students’
textbooks and reference
material.”

13. Performance and Development .. “1 think. my work per-

. ) formance is judged faisly
here.” ‘

14. Financial ncentives . . .. .. ... “} feel our salary system
adequately  regards  out-
stapding work.”

ILLUSTRATIVE SAMPLE DATA FROM THE
LEARNING ENVIRONMENT INVENTORY, MY SCHOOL
INVENTORY, AND SCHOOL SURVEY
* As part of a Iargcr Title I project conccmcd with the
assessment of principal conmetencies (Payne, et al.,, 1975), the
LEL, My School, and School Survey instruments were adiinister-
ed to ten school samples of secondary students (N=3613), 35,
cleinentary school student samples (N=3350), and a sample of 35
teacher/school unit samples (N=1145). School means were used '
w. the unit of amalysis. The dependent mcasures for the
clesmentary students were: Vocabulary, Reading, Language, Work
Study, and Math grade equivalents from the lowa Tests of Basic
Skills. For the seccondary stadents, the Reading and Math scores
from he Tests of Academic Progress were used. Average daily
attendance figures for the 20-day school period closest to the
testing dates were also used as criterson measures for both -
samples. )

Relationships Between School Survey
Factors and ’Stydem Achievement and
Average Daily r\ttendance

Table 3 presents the intercorrclations between School Survey
factors, student achievement, and average daily attendance for
the clementary school sample. For this sample, 86% (72 out of
84) possible achievement correlations were statistically signifi-
C‘T}z The rather large number of significant couelations for the

|5|entary sample |)()iljls out the strong interrelationship be-

Y / I 3 84
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TABLE 3
. Intercorveistion Between School Survey Factors
(Teacher Satusf! ) and Student Ach snd Average Daly Attendance
(Elementary Schools: N=35) )
- o
lowa Tests of Basic Skills Subtests
% Average
Work iTBS Dailr
' Schonl Survey Factors Vocabulaty  Reading  Language  Swudy  Math Total Attendance®
1. Administranve Pracuce (9)} 49+ S50 ~9e S8 40 55 27
2, Protessionzl Work o
Loud (9) 10" 44 42° ASe 43 43° 27
3. Non Professional Work
Load (6) 27 3 28 31 28 31 27
4, atena’. and Equip- v
ment (8) 21 22 20 .20 .25 22 22
R S. Buddings & Facihities (7) 47° S0 42° A42% 380 49° 25
-t 6. Educauonal Effecuve. 3
1ess (10) 8t* .82¢ 83° 82*  76*  80° 55
7. Evaluaton of .
Students (10) .68° 70° 69°* 73° 67° 67° 57
8. Special Services (8) 48° A48 . 43° 49° 47 45 a3
« 9. Schoo! Community Inter- - )
face (7) 49° 47° 50 53+ 51 51 .08
10. Superisory Relations (10} 37° 41 Al 36 39 33¢ A9
o 11 Colleague Retations (7) 57° 55 54 S6* 590 54¢ 31
12, Voice in Educational N
Programs (8) a6 A3 41F 440 38 410 27
) 13 Pertormance and '
) Deveiopment (10) 38° a8 36* 40*  40*  35* 14
14 Financial Incenjives (9) 41° S0 37 470 410 45 09
' Number of 1tems on scale
. ? Bused on a sampie of 36 schools
g *Correlation sigmficantly different from cero, p. < .08
) 5
'ERIC | .Y
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tween various subtests of the lowa Tests of Basic Skills.

Supplemental analyses of the l"l'BS revealed high positive correla-
tions approacliing .95 betweeh these achievement indices. The
data for elementary schools do, however, point out the predictive
reationship between the School Survey factors as measures of
teachers’ job-related attitudes and student achievement.

Of particular interest in Table 3, for the clementary smmple,

- are the:School Survey scales of Educational Effectiveness (6) aud

Lvalualmn of Students (7). The intercorrelations between these
scales and the ITBS subtests show a rather strong association
between teachers’ perception of the school’s general educational
effectiveness, as regards academics and curriculal and its, pro-
grams, procedures, and materials for adequately cvalu.llmg
students and clementary student achievement scores. The éorrela-
tions would pfedict that teachers having poorer attitudes towards
these dimensions of their working eavironment are found in
schools with relatively lower studeust achievement. These same
two School Susvey scales (6 and 7) were the only scales to

correlnte significantly with average daily attendance. What might -
be rey resented in the data is the global nature of the schools in

the s..mple and their teache - *eddent/school environment char. o
teristics. It is seasonable to assame, for example, that better
school systems, having mote eifective school programs, are
generally associated with betler teachier work attitndes, higher
average daily attendance, and thus, higher student achievement.

It appears that ihe relationships between the School Survey, as
a measure of teacher attit:dvs “mediating” the school environ-
ment, and elementary student achicvement are rather strong in
teims of the frequency of significant conelations, thongh the
magnitude of relationships for lhc various scales varies from
moderate Lo high.

Relationships Between the My
School and Learning Environment
lnvemory and Student Achieveiment and
Average Daily Attandance
)

The data derived from correlating the school climate/learning
cnviremuent sneasures with outconte vatiubles were somewhat
sur - oow predicted strong rcl:nl_i)o,llships between these l&p

(SR .
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sets of variables. The relevant intercorrelations for clementaty
and sccondary schools are presented in Tables 4 and 5.

For the clementary \lsmnplc, 31% of the 35 correlations were
found to be statistically significant. For t*  secondaty schools
(Table 5), 22% of the 45 possible correlation. were statistically
significant. The ninguill{dc of the sighificant correlations fus the

secondary sample was somewhat higher than that for the
clementary sample. Owing 5 the rather high intercorrelation
between the ITBS subtésts mentioned previously, the most .
meaningful correlations for elementary schools are those between
the ITBS Total score and average daily attendance, and the My
School Difficulty. (icad “Easiness”) and Cohesiveness (read “*Lack
of Cohesiveness”) scales. Apparently the degree to which clemen-
tary students sce the school and school climate as not being
overly demanding and loosely organized ang structured in terms
_of interpessonal relationships with others is positively related to
their achicverent test performances. The scores on the Difficulty
factor of the My School are .also related to average daily .
attendance in tliis sample. In a comparison of the magnitude of-
the corselations befween the Difficulty and Cohesiveness scales
and the ITBS Total scores, the Difficulty factor accounts for
approximately three and one-half times as much variance in
student achievement as the Cohesiveness scale, and thus, is
considered the better scale for prediction purposcs. )

In compating data from Tables 4 and 5, some similaritics
between clementary and secondary students’ perceptions of
school climate/leaming environment and student achievement
‘ exist. Secondary students’ perception of a somewhat loosely

organized (Scale 14, Disorgization), less goal directed (Scale 7,
Goal Disection), but challenging (Scale 9, Ditficulty) atmosphere
tends to be rather strongly associated with student achievement
as measured by the Tests of Academic Progress. Of interest, when
comparmng the two samples, is thie magnitude, and direction of the
Ditficulty/studest achieveinent correlations. Appasently second-
ary students’ perception of the learning cnvironment as more
difficult is associated with higher student achievement. For
clementary students, the trend is reversed. . N
Another interesting finding for the secondary schools was the
o significant puositive correlation between LEL scale 10 (Apathy)
F lCmd Reading, and (e negative correlation between Apathy and

.
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TABLE 4 i
-° Intercorrelation Between My School Factors and Student Achievement
¢ " and Average Daily Attend. nce
(Elementary Schools, N-35) ) ¢
I lowa Tests of Basic Skills Subtests
. Work ITBS
My School Factors? Vocabulary . Reading  Language Study Math Total
Satisfaction ’ 21 22 13 23 14 19
Friction .18 .18 26 21 31 .19
Competitiveness 11 13 14 n a0 i
Difficulty .65* 60* 65* 66*  "63* 5%
Cohesiveness 35% 34* 31 37 , 28 35*

! Due fo scoring procedure applied, scale interpretation should be in direction opposite that listed
(e.g., Satisfaction = Dissatisfaction)

*AD.A. correlation based on N = 36 Elementary schools

*Correlation significantly different from zero. n.<.05
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TABLE 5
: Intercorrelation Between Secondary Student Achievement and
\ Average Daily Attendance and Leamning Envisonment inventory Factots
(Secondary Schools, N=10)

Learning Environment Inventory Factors,
Tests of Academic

Progress 1 2 3 4 5 6 7 8 9 10

11 12
Reading ' -31 43 -49 58 -51 35 -~71*A2 :93* 65*58 46
Math -34 41 -53 60 -53 29 -74*60 .89* —65*.58 .48
School Average

Daily Attendance  .75* .72* 44 -40 59 03 46 20 .12 54-04 .16

*Correlation -significantly different from zero, p < .05

»
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_Math. Such a fuiding may suggest something about the dilfer-,
ential attitudes of high and low achicving students in Matl and

Reading and (. cir relative perceptions of the amount of apathy in
the general learning enviromment. Jligh perceived apathy is
positively associated with high reading achicvement, and negative-
Iy associated with achievement in math for these schools. An
additional variable, possibly usuful in explaining these data, is the
different instructional approaches teachers take to these two
subjects. -

An additional i finding uf interest (or the secondary schools are
{he comelations between the LEI scales of Intimacy (1), and
Diversity (2), and average daily attendance. Apparent., for this
sample, students’ perception of a school environment as offering
warin refationships with others, and providing a multitude of
act’~ities and acadesric opportunities that match student interests
is rather highly and positively related to average daily attendance.
When considering adolescent enjoymeant of the school environ-
mend as a factor in fostering good school attendance, these scales
and their correlations seem quite logical.

In summary, it appears that students’ perception of a general
school leaming environment, characterized by an casygoing,
unpressed, somewhat structured, diverse and warm atmospheie,
makes the greatest contribution to student leaming as measured
by standardized, achievement tests. In addition, «udent achieve-
ment for both clementary and secondary schonls seems predict-
able from students’ assessment of the relative casiness (cleimen-
tary ) or difficulty (secondary) of the school environment.

The Use of Environmental ’ :
Data to Build Pre-Service and
In-Service Training Programs e,
in addition to the rescarch applications that were jusst noted,
an additional application of envirc nmental data can be illustrated.
Data from the peeviously described Schaool Snrvey will be used.

The illustration is drawn from the principal competency
projcer previously noted (Payne, et al., 1975). As part of that
project, individual school principals recewved a profile of their
s school with respect to the i4 scales of the Schiool Survey. A
?‘c\l)mk form similar to that presented in Table 6 was used.
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Individual school administrators could then identify the “highs”
and “lows” of the working environment as perceived by the
teachers. The aggregate data of Table 6 present a relatively flat
profile, but it appears that highly rated were elements in the
school environment labeled Professional Work Load, Colleague
Relations, Non-P.ofessional Work Load, and Supervisory Rela-
tions. Less highly rated were Administrative Practices, Voice in
Educational Programs, and not unexpected, Financial 'acentives.
Principals used their individual school profiles to develop a set of
objectives that became part of a field-bascd training program
being conducted by Valdosta” State (GA) Colicge under the
sapervision of Dr. Joseph Licata.

The same general appruacll conld be used to dwclup programs
for lwcl;crs

PROBLEMS IN DEVELOPING AND APPLYING
CLIMATE/ENVIRONMENT MEASURES
N

Menne (1967) and others have commented on the many
problems, both theoretical and technical, that nmsl’l)_c‘ faced at
the outset of the development of environment measuses. Among
the dominant problems are' those related to:

1. Content Validity: As is the case with the development of
any mstruhent, the domain of phenomena to be measured must
be clearly specified. The developer must ask himself why a
particular variable or st of variables age’ to be measuyed. Is it for
purposes of institutional comparisons, program evaluations, or to,
assist an administrator or teacher in defining the parameters of
the dontinant climate so that modifications could perhaps be
made? 1t is impostant o emphasize that the focus of the
instunnent is on the environment not the inhabitants. ft follows
that the definition of broad variables, e.g., liking sahoul doés not
do lllll(.|| to clarify a complex phenomena, 2

2. Sampling. At hoth the pilot or ficld-test stages where « .l
are gathered for instrument refinement purposes and at the stage
of gathering final data, great care needs to be given sample
sclection. Matrix sampling procedures can be used in a way
similar to that described by Walberg and Welch (1967). Tlhe
over all expersmentat design ased to validate the instrament sight

mmploy constrasted groups. Again in such a situation identifica-
E lC
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T4BLE 5 i
Summary of Means and Standard Deviations for the Dimensions of the School

of the School Survey Administered to 1200 Teachers in Forty-F:ve Schools*
_aﬂ
Assumed ’
* Number of  Mean of. Mean as % Average
ltems on Neutral cf Maximum Item Standard
Scale Point Mean Possible Rating & Deviation
1. Administrative Practices 9 18.0 15580 58 1.73 . 7.164
- 2. Professional Work Load 9 18.0. 19.603 73 2.18 5.017
3. Non-"rofessicnal Work Load 6 12,0 12.808 71 213 3.827
4. Materials and Equipment 8 16.0 15.887 66 1.99 5.768
5. Buildings and Facilities 7 140 14432 69 ° 2.06 4.506
6. Educational Effectiveness 10 200 . 20.280 68 2.03 6439 .
7. Evaluation of Stadents 10 20.0 18.598 62 1.86 6.333
8. Special Services - 8 16.0 15420 64 193 5.153
9. School-Community Relations 7 140 13.088 62 1.87 5.142
10. Supervisory Relations ° 10- 200  21360- |- 73 2.14 7213
11. Colleague Rejations 7 14.0 15.212 72 217 5011
12. Voice in Educational Programs 8 16.0 13.234 55 165 5217
13. Performance and Development 10 200 20220 67 2.02 6.600
l‘t1 Financial Incentives 9 J18.0 14.628 54 1.63 5.227
» on each difnension were scored 1 = dlsagree and 3 = agree. | 9 ~
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tion of those gronps or institutions that reflect different types or
levels of the variables of interest must be undertaken with great
cale. )

3. Date Aggregation: In wost environmental ‘studies student
perception scores_are pooled thereby masking individual differ-.
ences in pupil perceptions. This is in contliet with sowe data (e.g.,
Bruntr; 1958, pp. 85-94) which suggest that individual person-
ality factors infinence perceplions. It would be best not to have
the environment p reeption scores corrclate with any personality
characteristics of the rater. ’

. . 4. Instnunent Format: 10 is generally desived that an environ-
mental instrument contain a relatively few but uncorrelated
scales. Lack of interscale correlations should aid interpretation or

A profiling of the scoes because all existing datd support the
multi-dimensionality of environments. Many data redhiction
multivariate techniques are available and statisticians are be-

- - coming more sophisticated every day in their techniques for

. obscuring data, Beware of factor analysts bearing oblique axes.

Some compromise between, comprehensiveness and comprehen-
sibility is desiied—-

S..Data Analysis: 1t is unlikely that instruments that are
sensitive to rater personality would provide the desired high
degree of between-ustitution/class variance .and low  within
variance. ' We ate usnally looking for common environmental
charactertistics not common  personality characteristics “unless
students having a personality aspect in conmon have been
grouped together or have been attracted to the same institutions.
. 6. Conrergent and Divergent” Validity: Evidence from a
yariety of sources bearing op v:zli(lily.slmuld be songht: a
mulfi-method approach. Likenmmed scales across meastircs
shonld show some pusitive relationship. They should show soine
relationships with objective data. But it was also noted that for
most applications, environmental scores should not correlate with
chatacteristics of the inhabitants, obseivers, or respondents,
Monitoring with time-sampling fechniques wonld alsv yield useful
data.* . ’

3 * The assessment of learning covironments or clintates is not an

casy task. Due to the complexity of the phenomena involved, a’
Q varicty of Wﬂchcs shanld  probably be tred. With the
. EMCBX')C"(“‘“": time and cftort (and |1f you are Incky some N.LE.

PArai e * J
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“ monies) reliable and valul cnvumuncnlal measnres can he
(Ievclopcd and pul togood use. ‘ ’

PROBLEMS IN THE DEVELOPMENT AND
APPLICATION OF AFFECTIVE MEASURES
{ FOR USE WITI1 INDIVIDUALS .

L Tiicre are a number of factors and influences which have

N /5’ inlublled the devclnpmenl and use of affective measures in onr

) classrooms. Soiie of these are charcteristic of luullcgs othes
Saiefer o te lJmu.alpmblun. o

R / Reluctance to Consnderg * s
Affective Variables T .

Many teachers are reluctant to become involved with teaching
and evaluating affective objectives. Some fecl that these kinds of
learning outcomes are of only minor importance or that this is an
_area where cducation has no province. Admittedly, affective
objectives can® prove to be a sousce of controversy, but the
conscious avoidance of attacking aflective objeclives directly

represents an affective stance by ‘the ieacher. Teachers are also .
- sightly concerned about violating the students rights to privacy. It
is’becoming increasingly difficult to maintain a value free posture |

in contemporary socicty. By now educators must accept the fact
that affective oytcomes are eqnally as important as cogni‘ive ones
and therefore deserve equal treatment and time. N
Another contribution to teacher reluctance rcsl“s*(m the 7
educational philosophy of the local school board and'administras
=, tion. If those in control of the cuniculim are reticent about the
school becomifig involved in the pustit of affective objectives,
obvmusly lua(llus will slly amy from taking initiative on their
awn. dlow 4mcn ‘lmé WE.. heard a_teacher-remak that, “My
principal wouldn't .npprovc » l'ylcr (1973) has recgntly nolcd an
allicd political problem. He observes that the_function of school
. in a democratic society is to help students gain the knowledge
) and skill necessiry o ijucgease |}1dcpu|duuc in judgments and .
action, but not to mdmf u.lchp.uluular pnlllual or seclarian

views.
Q . 9 . .
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A frequently voiced complaint of the hanied classsoom
teacher is that he or she does not have tlime to-devole to
developing and applying adequate assessment piocedures, When a
time. constraint occurs, the first type of assessment to be
short-changed is the affective. When cognitive and affective
objectives are in competition for time, attention and resources, ;
the affective tend to be the first to go, thereby contributing to
the crosion of affective development in our students. It is a
matter of mioritics. Time tmust be found to consider these
important variables. Some time may have to be taken from
mslnuumml .ullvllus because of the particularly intimate as-
sociation helwéen teaching for values and testing for them. But
instrattion can focus on both the so callud cognitive and affective
nh;uunvcs simultaneously.

. l:uck of Faith - *

N

This problem drea is dilficult to overcome as it is anchored in
dne’s belicf or lack of belief that paper and pencil inventories and
scales can measure classroom variables _related to meaningful
behavior. There is. considerable evidence to support the conten-
tion that measured attitndes do relaté to important school
onteomes. It is almost a truism thay if a student feels good about .
himself, he will probably 4eel good about learning. -

Articifiality of Situation

To some extent this specific problem relates to the larger

.pioblem wea of the validity of the instsuments we use lo

measire. To ask an individual what lie would do and then ke
the assitmption that he would in fact do it, if the opportunity
presented itself, is sumewhat artificial. The fact that great reliance
is placed on infercice in assessing affective outcomes must be
aceepted  There is, admittedly, a real question of the relation of
verbialized and actual behavior. All possible efforts must be made
to help inswie that the relationship is as strong as is possible with
known techniques or the development of new ones. Doces the
apparent lack of realigm mean that we should disconnt attitudes
and values. Np indeed! 1t does mean that great care needs to be
sxercised in assessing such vasiables. The fact that an individual is

ERIC f
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willing and does make a response to an inventory has some
meaning. The less persomally controvessial or threatening the
attitude being assessed the greater the likelihood of a valid
tespousc, °

Public vs. Private Attitudes

The most reasomable approach to the interpretation of
self-report statements on affective measnres is to accept them as
public declarations rather than reflections- of typical or private
characteristics, Context plays an important part in determining
the validity of sclf-reports. Attitndes toward the woman's
fibetation movement in _general, awto styles, and men’s clothing
are relatively non-threatening general topics. Whea an individual

s pressed to make specitic revelations concerning his relationship

with his wife’s or daughter’s liberation, his specific relations with
minorily group members, or his vote for a particular political
candidate in the last election, the respondent will mose likely
attempt to conceal his true feclings,. Many of the affective
vaiables dealt witliin the classroom setting, however, are of the
less personally threatening varicty and thetefore wore readily
lend themselves to assessment.

Lack of Knowledge of Technigues

An obviously inhibiting factor in any assessment progras is
lack of knowledge abont methos . that can be employec i
measiring affective ontcomes,  Most teacher training programs
avoid any systematic attention to the specification or measure-
ment of affective ontcomes. Even test and measurement classes
devote only minimal time to the topic. It is of little wonder then
that deashers-in-the-field pay little attention to affective vaiables.
Pubfications by Beatty (1969), Oppenlieim (1966), Shaw and
Wright (1967) and Mayliew (1965) have made significant contii-
butions to technical literature illnstiating the varicty of measure-
ment approaches avaifable. Assessment in the classroom setting is
not all that difficult; witness Corey’s (1943) ealy efforts.

In addition to these five factors, there are a number of
technical problems refated to the development and application of
affective measures that need to be considered. Such factors as

9y
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semantics, fakeability, control of social dcsualnllly,and rcspunsc T
r sets and styles are just a few trouble spols in instrument |
i " development and validatioti. .
E There remains the perplexing problem of what to do with |
- affective data. Obviously, they can be examined for individual
E andfor group progress. 'l'luy can 'pc used by the teacher to
‘ monitor classroom almosphctc. What about upmlm(, such data.
There are probably two compelling reasons for not treating
- affective data in the form of grades. First, it is difficult at best to
presctibe, or_proscribe within limits, specific affective oulcomes
in a democratic educational selling. Sccond, there is probably
little hope of 1swrlammg, the rea! feelings of students if rewards, ‘
- sanctions, or penalties were attached or associated wnlll any
—————particular_type_of attitude.

It reai cfforts are to be directed toward the impluucnlalion
and assessinent, of affective outcomes in our classes, significant
Lllan;,us in aspects of our teacher training programs at both
inservice and pic-service levels will have to be instituted. Teachers
must be provided with greater experience in methods useful in /
helping students examine their attitudes and values. In addition
the ways in wlhich our classrooms are organized will have to:be
,ncslnulmul In many locations this already is well underway.
These requirements would seem particulally concial due to the
incicascd emphasis on individualized student leaming prograws
and competency based teacher tiaining programs. ’

APPROACHES TO THE ASSESSMENT OF
- AFFECTIVE-OUTCOMES

Y -
.

PR Appumlu.s to the_assessment of affective variables are limited :
only by amcativity and motivation. Many methods have been
developed by psyt.lmlnusfs aid sociologists in their studies of
human. behavior, -but tew have been ugn_nmmmalcd to, or

T, translated for vse by, educators. - .
Cattell, Heist, and Stewart (1950), after exlensive review of
— the literature and personal rescarch, have identificd nimerouse,

methods that can be applied in the assessment of attitudes and
sentiments, or as they refer to them, “dynamic traits.” Selections
from their list and some additional methods follow:

EMC A , g,
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1) Money. The amount of money an individual spends on
cerlain activitics and courses of action is a direct reflection of his
attitude and interest.

2) Time. The amount of time an individual devotes to certain
activities is, to some extent, a reflection of his attitude toward
them. *

3) Verbal expressions. A host of affective assessment nie thods
use verbal expressions. Thurstone, Likert, Semantic I)lffclcuu.ll
and opinionnaire methods are illustrative.

4) Measures of attentionfdistraction. Recods of Icng,lln of
time an individual attends to a stimuluss, or a ranking of stimuli
(e.g.,. pictorial) according to responsiveness to them, could
profi lably be used as measures of attitudes. Failure to 1espond to
certin stimuli is also meaningful behavior.

5) Fund of information. The amount or type of information
an individual possesses about a certain object, individual, or issuc
is to somé exfenta-reflection-of-his-attitude_or interest.

6) Specd of decision (reaction time). 1t may be that decisions
are made more-quickly about questions.on which the subject has
the strongest convictions.

7) Written’ expressions (pcmmal dociments). Analysis of such
documents as  biographics, ~diarics, records, letters, anto-
biogiaphics, joumals, and compositions can be very revealing of
an individual’s attitudes. A personal document has been defined
by “Allport (1942) as any self-revealing record that intentionally
or unintentionally yiclds information abont the structure, dynam-
ics, anid functioning of the author’s mentat life. .

8) Sociometric measures. Analysis  of friendship choices,
social distances, preferences and the geueral social structure of a
classroom can be very infornfative about attitudes.

9) Misperceptionfapperception methods. Provided with .unln-
guous stimuli, an individual may be tempted to persceive llluu in
accordiunce with his own interests, attitudes, and wishes.

10) Activity level methods. There are a number of measures
of the individual’s general excitement Jevel in response to a
stimulus, among them (1) fluency (.unoun( written), (b) speed of
rcadmg, and (c) work-endurance.

-11) Observations. 'The use of standardized reports syslcm-

atically "gathered by trained recordess operating within the limits

“of an cxpllutly stated frame of refeience Im provided extremely

. ‘ ) { U
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valuable-data on attitudes per se and on the operation of these
attitudes within the individual (sce Amidon and Houga, 1967).

~ 42) Specific  performances and behaviors. An individual’s
behavior can illustrate his attitudes and their influences. It is
argued by.some that behavioral measuses are by far the most
valid. The indirect methods we commonly use, however, cas
provudc valid data if reasonable precautions are taken and
stringent criteria are employed during the developmental stages.
Webb, ct al., (1966) have written an extremely valuable reference
work with examples of behavioral measures and observational
methods.

13) l’hysmlogwal measures. The use of autonomic and eta-

bolic measures can provide useful data in controlled situations.
Psychogalvanic response, pulse rate, muscle tension and pressure,
and metabolic rate arc some of the procedures employed.

14) Memory measures. Instructing an individual to leamn given
material, varying the controversial nature of the content, intro-
(Iucmg an unrelated activity to distract the subject, and then
“asking him to recall all or part of the original material is one
npproacll —to-the_use_of_memory as an instrument of altitude

\\
™ assessment. The selective operation of memory in resuiniscence, - ___

dream, or fantasy may also be analyzed.

15) Simulation. The use of paper and pencil, visual, auditory,
computer, or role-playing simulations can provide worthwhile
data about inter-personal skills and attitudes (Levine and Mc-
Guire, 1970). )

SUGGESTED AND ILLUSTRATIVE USES OF
MEASURES OF AFFECT

Appllclll(ms of affective .measures fall into five general
cnlq,oms 1) classroom application, 2) screening and selection,
3) counseling, 4) research, and S) program eyaluation.

-

Classroom Applications

The imaginative classroom teaclier can create many situations
in which the use of standardized or homemade affective measures
makes a real contribution to the instructional program. The Work

[ IIC Values Inventory (WVIE) (Super, 1970), for cxample, wuld bc

9 j
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used on a pre- or post-basis to assess changes in work values
associated with a unit on the “world of work,” gr the WVI itself

could be used as a starting-point in exploring varions occupaltions.

It might be helpful to have students estimate their scores before -,

taking the' test, and then comyiare these estimates with the test
results. “lndividual student scétres or lass means could then be
compared with selected nommative data. The study of vocations
could be stimulated by this method; discussion might revolve
around known differences between occupational groups.

Screening and Selection o

The Schoo! Interest lnventory (Cottle, 1969) is an instrument
that illusteates well the sensible use of an affective measure. The
SI¥ is used to identify potential dropouts. It is suggested that the
SII be used on an intrainstitutional basis, so that a sludcul s
scores are compared only 1o those of other individuals it the
same school. Students in the seventh or cighth grade could be
administered the SII, and their scores ranked from highest to
lowest within grade and sex. (Higher scores indiciie a greater
probability_of the student's dropping out of school). Using any
number of criteria, e.g. a cutoff score of 25 or above or selection
of the top 20 percent, one could identify students who might
benefit from connseling. Connselees could consider the. possibility
of continuing in the same or another conrse of study, or explore

“vocational and sotcial adjustments that do not require a high

O
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sallool diploma. The counsclor or teacher may also wish to set up

“rap groups” in which personal, social, or vocational pmblcms
conld be explored. Obviously, the use of a test us 2 succmm,
instrument should be undertaken in conjunction with other

N 9 ’
relevant data. School achicvement records, attendancg, teacher’s |

opinions, and age relative to scliool grade need (o be considered.
Petsonnel managers frequently fild that affective measures are
uscful in the hiring and placement of special classes of employees,
and that scores may be related to job success. It is imperative
when an affective measure is used in this manner that its?
relevance be demonstrable. . : ",




Counseling ) ] * -~
. Perhaps tlic major uses of standardized affective measures
involve counscling. The value of such measures to stimulate a
studentt to look at himself cannot be overestimated. The test can,,
+ . -be used as a slarting point to help establish sapport in the ™
- counseling interview. Asking the student to predict his scores and
- then comparing his prediction with the actual results can be
beneficial. A diagupstic profile such as those that frequently
accompany so mank interest and attitude survey instruments is -
very useful in this Rind of activity. Descriptions of the subscores .
- can also be used as a Basis.for discussion. Student involvement in
the actual task of profiling is recommended.” .

r———y

Research ) .
: . “$ . ,
o There are numerous fields of vesearch using affective measures
‘ that might prove of interest to the cducator. The anthors,of the -
Study of Values, for example, note that ‘it has been used to -
-reseagch the following topics: - . ~ . T
1) Differences in scores of those in different college majors -
, and occupational, religious, ethnic, and nationality groups.
. ©2) Changes in values over time, and these® changes ™ as
. functions of specific training and educational experiences.
W Y A 3) Relationships with other attitude-, interest-, and cognitive-
style incasiures. : a
¢  4) Relationsliips between- friendship_choice @nd sociometric

statys. T

Such a list is really endless.
. 3

¢

A

Program Evafuation .

- ~E .
Se

Another area in which affective mcasures are achieving great
popularity is program evahtation, Curriculum evaluation is receiv-
ing increased attention from cducatiomd  measurement  and
assessment experts and consultants. Most state and “federal
educational programs require the assessment of affective vari-
ables, an'd. local school systems are also becoming conscious of
these important ontcomes. Oue interesting development along,
E TC this line is. the construction of the Minuesot Schodl Affect

| ’ i, 2
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. nrajor dimensions are presented in Fable 7,

¢ .

. : "
Assessment battery which is applicd on a system-wide basis
(Johnson, 1974). A combination ol semantic differential concept
rating scales, and rated statements make up the battery, suitable
from K-12. Anoiher extensive system has been developed by
Bills (1975).» ‘ - ‘ ¢

Measures of such variables assaittitude toward school, respect

for self, and appreciation of artistic efforfs are illusteative of -

cducational product. and process outcomes in a comprehensive
evaluation system. The self-concept is a personal attribute that is
. . . . . +
given considerable attention in many educational program evalua-
lions. :

.

ILLUSTRATIVE MEASURES OF AFFECT

It is impossible (o adequately survey the kinds of measues of
affgct available from commercial and selected non-profit organi-
zations, nor to review the tremendous variety of custom-made
devices that can be developed. There are imany sources, in
addition to Buros® compendia, that might be consulted, Among
the best refererices are-those by Robinson and Shaver (1973),
Frith and Narikawa (1972), Chun, Cobb und French (1975),
Walker (1973), Bonjean, Hill and Mclemore (1967), Lake, Miles
and Earde (§973), Shaw and Wright (1967), Beatty {1969) and
Payne (1974). Following are four instruments :hat reflect the
[favor of instruments that are available or that can be produced.
These instruments could be used on an individual or group basis.

3

Schoo! Sentiment Index

The SSI, 5\7@Wmllwln§miml‘0liﬁcIlvcs-_lixclmnge-—_
(Fiith and Narikawa, 1972), measures several dimensions ol
attitudes toward school. This eighty item inventory requires
students to indicate, anonymously, their perceptions of, or
attitudes toward, various aspects of school (dichofomous re-
ssponse, True-False). The reliability, both intemal censistency and,

. stability, have been established on a varicty of student groups.

Modifications®of the basic SS1 structure arc available to cover the
entite grade range. Administration time is abowt 30 minntes. The

ERIC - . 7
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Dunensxons of the School Sentiment lndex. Number of Items on Each

i . £ TABLE 7
* 2 . 2l
. . . T4
Dimension | ) !
# Teacher Mode of Instruction ' 12
PO,
Teacher Authority and Gontro] 12
. . Fe y
. Teacher Interpersonal Relation- ‘12
ship with Pupils
Leamning , 10
Social Structure and Climate 10
Peer Relationships - 12
General Attitude Toward School 12

"]:C ..f

'No of Items -~

.

"“My teachers are interested in the things I’

Lig

A . Dimensicn, and Sample Items ’IB-' ' .

Sample ltems (True-False)

“My teacher; make sure I always ’understand

what they want me to do.”
“In my classes, the teachers allow ug to
make many decisions together.”

do outside of school v

“The blggest reason | come to school is-to
learn.” .
“This school has events all the time that
make me happy I attend school here.”
“Other students bother mek'when ’m trymg
to do my school work.”

“Each mormning I lonk for sard to coming to
school.”

ol
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Remmers’ Generalized Standard Scales

" Using the cqunl appcnnng intervals method, lI Il. Remmers
and his colleagues have devcloped a series of “standard scales.” A
gcnemlm@ standard attitude scale is one that can be applicd to
any{of a selected class of objects. The scale may be used to.
measure aititudes toward any given subject, for example, by
inserting in the appropriate space the name of the subject. The
statements in the scale remain the same and have the samie values
regardless of the subject chosen. A sample master scale developed
by Remmers and Silance (1934) is presented below. The scale
values in parentheses following cach item would not be included
when the scale was duplicated for use.

sy

l)iicctions

A SCALE'FOR MEASURING ATTITUDE
TOWARD SCHOOL SUBJECTS
N

form A’

v

Following is a YiSt of statgments about 3chool
subjects. Place a plus sign (+) before cach statement

" witly which you agree,”and a minus sign () before
c.u.h statement witlt whiclt you disagree with refer-
ence Lo each of the subjects listed at the feft of the
statements. Your score will in no way affect your
grade in any conrse.

English | Math
1. 1 have this subject. (0.6)

LY . . -
2. This subject is the most undesir-
able subject taught. (0.7) °

3. | getest this subigcet. (0.8)

4."1 look forward to this subject
- witlehorror. (1.0)

3

L > .
5. This subject is" disliked by -all
* students. (1.3) 4

6. ltis |muis'lnncnl' for anybady to
. take this subject. (1.5) °




Values: Ethical, Moral and Social

The forced-choice format has been widely adopted in_ thie
construction of inventoties of affective variables. This method has
many _possibilities for use in classroom measurement. Two
examples will illusteate possible applications. The lirst is from a
scale, the Personal VEMS test (VEMS stands for Values: Ethiical,*

i Moml and .Social), developed by Gardner and Thompson (1963)

" ine their investigation of social »values gdverning, interpersonal
nl.nlums .mumg .ulolcswnt youtlt and their teachers. The VEMS
" requires a verbal tesponse indicating the action- that otigln to be
" taken when' cunfwntml, certain problem situations. Eacli'decision

implics the selection” of one value gver another. The values in

question are loyalty, honesty, truthfulness, kindness, generosity,
+ conformity “and impunitiveness. In an effort to encourage the
tespoindent to become cgo-involved in the situation, the respon-
«dent is asked in some items to supply the name of his best friend
as a pamupant in the pmblcm situation. Following arc two
sample items: )

-

You have just taken an important true-false examination in .
English. Your teacher has asked you to exchange papers so
that you can grade each other’s papers as she reads the
answers aloud. You exchange papers. with your best friend

' who is seated near you. He slips you a
‘note which reads, “‘Please change a few of my answers when
they are incoriect. I have to get a passing malk'on this

tesll“ : -

WHAT DO.YOU THINK YOU OUGHT TO DO?’

»

—A. Help your friend so that he will get a passing

mark on the test. PRI

—_B. Mark his paper in the same Way you would grade
the paper of any other classmate.
9
fn this item, alternative A is scored on the Loyalty scale, aud B
on the Honesty scale.
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. "+ You and your classmate play a clarinet duet for the school

.Y " assembly. There was much ap'plause Feeling rather pleased -
with her performhance, your classmate says to a_group of
people you §|e standing with; “I guess | played it |ust about
. perfectly, didn‘t 12" You Know that she squeaked a little on
some of the high notes an¢ thal her timing was faulty in a
number of instances.

. ("

WHAT DO YOU THINK YOU OUGHT TO DO?

3 L
. L)

—: A, Be generous and say to the) person next to.you,
.t “She certamlv was terrific today."”

- ———B. Say, “It was $good performance but not perfect.
You'd hetter do some pracncmg on those high
notest”’

~ -

On this item, alternative A is scored on lllc Generosity scale and
B on the Truthfulness scale. .

P_reféned Job Characteristics Scale

. Farquhar and Payne (1963) have described the dc\?clﬂplﬂéﬂt of
an instrument aimed at assessing relative preferences Jor state-
ments correlated with mcupalional molivation. Beginning with a
sel of cnglll alternatives describing ligl achievement motivation
and cight’describing low achievement motivation, they construct-

. ed a 64-item pair scale by combining high and Iow allcrumvcs
Two sample items from the scale follow? '

+° 1 prefer: .
1.”A job wliere my opinion is valued, or
a 2. A job with short working hours
ot ) preter: .
- - L+ A job which does aot tic me down, or

’ ¥ . . .
- . 2. A job where I cc 1d decide how the work nsLlo be done
L] -
. © 7 In the first item, altemative 8 is tlic high- motivafion alterna- ~
tive; in the, scum(l itis .lllcm.llwc 2. ,
v S Y
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Self-Con;epl Measute;

Onc of the most important ditiensions of the human organism
has been labeled sclf-concept by psychologists. Shavelson, Hub-
ner; and Stanton (1976) have recently noted the viability of this
construct, as well as pointed out the needed kinds of research, In
support of the construct, evidence suggests that self-concept is: 1)
organized and structured, 2) multi-faceted, 3) generally stable, 4)
hicrarchical,” 5) developmental, 6) cvaluative and -differentiable
from other constructs. Examples of representative devices are ihe
Michigan State Sclf-Concept Scale, Covpersiith’s Self- Esteem
laventory, lra Gordon'’s How 1 See Mysclf, thé Picrs-Harris’ 'l‘he
Way 1 Feel About Myself and Paulene Scars’ The Self- Concepl

- Inventory. . s

[

"IN SEARCH OF REMEDIES

What are some steps that educators and behavioral scientists
might take to remedy the problem situations surrounding the
assesstent of affective educational outcomes and Icaming en-
vnmmnenls”

" With the apparent shift in funding posture in Washington,
pacticularly at N.LE., rescarchess should now have the opportu-
nity to initiafe from the field proposals to investigate a great
variely of topics. “Tiere are both basic and applicd problens in
nced of investigation. Despite the presence of a substantial
amoumt of theoretical literature, very little is really known about
the ‘composition and devclopment of affective variables in an
educational setting. What are the contributors to, and modifiers
of, behaviors related to the expression of attitudes, interests, and
values? We need basic data. In looking at the applied area, one
can see many psychometric questions. Such questions as which
measutement techniques would optimize the assessment of which”
kinds of affective objcctives for what kinds of populations need
to be addressed. We need more studics utilizing the Campbell-

Fiske metliodology called the multi-trait . mutti-method matrix,

Another approacit or thrust, and this may sound silly to many,
would be to employ the sensitivity methods that many minority
and psychological movements have used successfully to Bring

E T C«l‘l)(ml increased awareness of issttes. In teacher training institu.
. ,.K - .
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tions such cuoiiscionsness-raising  might be approached both

formally, through changes in custicular emphasis, and informally,
through the use of grouping and organizational development
techniques. That old course in tests and measurements could
stand to be aver-hauled so as to include a gicater eiphasis in the
assessmient of affective oulcomes. )

in addition, instructional supervisors, lead teachers, curriculum

» directors, and school administrators can do a number of things to
assist classroom teachers in overcoming some of the obstacles to
effective assessment of affective kaming outcomes. Some of
these strategics are asfollows:

1) Work with teachers in gencrating graeral curriculim

+designs which will be responsive to affective needs of students.

2) Assist teachers in the writing of affective objectives so that
there will -be at- least somg conscious awareness that the,
outcomes must be considered. :

3) lelp develop instructional experiences for students where
both cognitive and affective outeomes are integrated.

Our professional  organizations need to push for greater
recognition of the importance of affective voriables. There exists
a Special lnferest Group in the American Educitional Reseagch
Association that deals with Affective Education. In addition a
Task Force on Affective Measurement has been activated within
the National Council on Measurement in Edvcation, More and
similaé organizations nced to focus some portion of their encrgy
and reseurces on this vital area of education.

Suffice it to say that the affective - umponents of education
age immortant and that they should be and can be assessed. It is,
as 2 and Gooler (1974) have noted, a mattes of priositics and
effort,

In cldsing let me relate a story.told about young I’eter Rabbit:
It secms that Peter Rubbit was a lively Fitle boy
bmmy who had the bad fiabit of stroking the little
gir! bunnies on the whiskers at every opportunity. 1lis
motler, wanling desperately to cue her son of this
annoying habitysaid to him, “Peter Rabbit, if you .
don’t stop this, you are going to tumn into a goon.”
Well, that startled Peter and he did stop - for thiee

O weeks. But one moonlit niini he hopped out onto a

v
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3  clover field in which several litle girl bunnies were
‘ playing and sidicd up to one and stroked her on the
whiskeis. - . )

- o y . -

-

i And sure enuugh, he tuined into a goon! Now the mor2] of  this
_stdry, Fm sure, is obvious: “llarc today and G oon Tomorrow.” )
So°it is with many of the answers of our affective measure--
ment problems. If we don’t start to search now for some of them,
‘tomorrow may be tou late.
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B 'AFFECTIVE MEASUREMENT AND
, L THESELFCONCEPT .

Walcodt H; Beatly
San Francisco State Univérsity

3

In recent yéurs increasing attention has been givc'u o

the importance of feelings of children in the class-

room. The earlier sotion o¢ training the intellect has

given fvay to the belicf that education must deal with
—— lllc whole child. (Beatty, 1952)

i fecl lllul 1 have come full circle. That was the opening
paragraph of my I'h.D. dissertation at the Univeisity of Chicago,
written twenty-six years ago, R

The dissertation was a validation-study of a way of using
classroom obsgrvations for determining the climate of feelings in
_a classroom. Lookmg back on those words, I think I was wrong.

“Very little attention was being paid generally to the feelings of
children in the classroom. At the Umvcrslly, tlesh Thelen had set .
‘ “upa laboratory classroom in which it was possible to study the
many interacticns which take place. Two of )is students, Jolin
Withall (1951) and Ned Flanders used these fdﬁlllllcs and made
significant contributions to the development of ohservation
technigues. In fact, it is my belief that Flandess® (1965) study -
= sponsored by the ‘US. Office of Lducatian entitled, *“Teacher ’
. mfluence, Pupil Attitndes, and Achicvement,” was one of  the
great breakthroughs in educational research.

My early optimism about growing coucern for the_children’s
feclings came largely from reading a book called £ “motigy.and the
Lducative Process by Daniel Piescott (1938). It appearéd obvious
that the connection between emotions and learning could no

* longer be ignored., At about the same time the second symposium
son Feelings and Emotions was held at the Umvcrsnly of Chicago. .
1t was liere that I heard a paper read by Cad Rogers {19505 which
influenced me greatly. Much of what-l will be discussing had its —
* beginning there,
Despite the rather slﬂw progress in lhls atea with fhe passage
[KC of time, l-slnl} feel optimistic. It is indued quite possible that this

-

- -

SN 8 £

- e - U A P S _ e




EF

120

s

conference, sponsored by Phi Delta Kappa, m;‘y tead to follow up
work by those attending which could well be a milestone in the ’
Tstudy of feclings and emotions. 1 believe progress has been held

_up partly because measurement in this arca has been so difficult.

Onc of the most complete systems for “assessing affectivity,”
developed by Bob Bills (1975), leaves key questions undls&.ussed
Two of these. are: what is the role of the school in developing

affective _behavior, and what implications does a. completed

assessent have for steps to be taken by the sehool? §state this,
not as criticism, but as an indication of where ‘we stand at (e

. present time, and therefore, liow important this conference is. In

my opinion, Bills has gone farther than anypne else up until now,
to make it possible. to answer these questions. 1 shall bc discussing
his work later. -

In fommlatml, my prcscnlati(m 1 have been guided by Ralph

- Tyler's (1969) Lomlndmg remarks in the 68th Yearbook of the

c

National Society for the Study of €ducation on cducational
evaluation. He states that the foundations *upon which future
developments il educatighal evaluation will take place are four
essential and interrelated operatlons e

1) Clarifying the [)dﬂl(.ll'il( educational function for which

_cvaluation. is needed. In this case, it will be the role of affect in

14
learning. “* . ’

* 2) Formulating a body of theory, lncludmg comcpts “nd
assumptions relevant to this educational function. This will, 1
hope, be my main contribution. .

3) Selecting and developing evahuation mstnumnts .md proce-
dures that aré consistent with this body of theory. 1 will attemplt
to give samples of these. ’

4) Revising on a continuous b.lSls. in the light of tlle
information vbtained by this process.”

Following these steps, | will start by trying to clarify the
meaning and importance of affect in the learning process. Then |
will present a tlicoretical formulation, based on a ‘Self concépt
theory of motivation and learning. Fisially, 1 will te looking at
measnring instruments yod procedures which are consistent with,
the theory. Tyler’s final operation,, that of revising on -a
contintions basis, is something 1 hope we can afl work on in the ~
future. ) . .
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* "+ AFFECT IN THELEARNING PROCESS

b

fitst, consideration must be given to the problem of what is
meant by “affect” and “affective behavior.” We all “experience
feclings and unuuons bul our experience is often not dircctly
obscrvablc by another and it is not an casy concept to define. For’
my purposes today, I wish to stay with a very simple idea, that
affect is the experiencing of positive. or negative feclings, the
. awareness of “pleasantness or unpleasantness. l'urlllemmre this
"+ experience I|4.|S motivativial pmpullcs. One moves toward or
- attempts to continue pleasant feclings; onc‘sctis to move away
from or to stpp unpleasant feelings. All motivition-has an
affective.quality and all feclmgs are motivating. X \:\
. “Affective behavior” is a term used to refer to agtions which
we have learned are expressions of feelings or emotions, or which -
are clues to an umlcrlying affect, T.uial expressions, body | . .
posture, tone of voice, vigor of response, as, well as some
behaviors such as boasting, quarreling, reaching ont, and others, * - -
are clues -which onr_ past exptncncc has validated as ||d\llll[,
important affective mcanmg. . e aaan K
Words such as interests, attitudes and Values are used (o
indicate some affective disposition. These are indicators that .
some cognitive matter has motjvational affects attached to it. |
Distinctions’ can be made with regard to the extént that caclt of -
. these is-integrated into the total pcrsonalnly The 7axanamy of ) “
4 ldmal«mal Objectives: AJ[euwc Domain (Kmlhwuhl et al., i
)
|
|
\
|
\
\

_1964) uscs the ‘continuum of inteipalization. As one procccds~
from Me lowest to the highest categorics of responses, there is
increasing cmotional conmmitment, mucasmg complexity, in-
creasing abstractness of the calegory, and i increasing importance
in the Structure, of the personality. These are useful ways of .
Iuokmg al affective clements, but actually “in lwiman behavior, .
these are really cognitive-affective responses. All cognitions have |
some atfective character, and umvcrsdy. all aftects have cognitive
clements. The relationship is that of figure to ground. Either the
coghitive or the affective component. can be in figure. Typically,
we tend to stress one or the other, Mathematical ideas are
cognitive, but within the.awareness of an individual, they .llw.lys
@ “arry alfective meaning as well. One is nmlwalcd toward or .nw.:y
F lCrum such ldCJS with  differing (Icgucs of intensity. ﬂms
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elements of the cognitive realiay which we are able to specify can -
be used as a basis for knowing that there is an “affective quallly
which can also be-investigated. Most of the studics in this arca
have been with regard lo attitudes toward subject matter,
In the same way that we have feclings about cognitive mattess,
.- we have cognitions about affective matters. We know the
<. bchavior whiclvis associated with various feclings. This underlics
skill in dramatic acting and, at thewme time, is what enables us
to mfe; how others are fecling. ’
~ Wc are borh with the techanisms which give rise to feelings
e and cmollons Th be some unlearned affective reactions,
+  stuch “as these to ghain, but it appears that for the most;part, we
+ learn 1o dssociate positive or negative affect with our experiences._
Thus, we leam to like foods and to dislike people on the basis of
- ?s‘(in tolor or ‘their religions views. This process, which Freud
. called &athexis, fakes place all threugh life, and it takes place in
s, the classtoom. Because of the. motidational nature of these
. affective attachments, it -bgcomes impogtant to measure these
attachments and, perhaps, even moy mpmlunl to unders}and_
how they develop.” - - A )
A dlslmclion needs to be mide between feclings apd emotions.
- They are both present in the classroom and have important_ ;-
> consequences for learning, "but | would argue that “for nieasue-
' oment -purposes we are mainly concerned with- feclings. 'l,'lle

‘ diagram below will illustrate shis. . L
a ) - .
N .- o (‘t ’ N
) . ;.qSlR()N ¥ . 7 -
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- Figure 1. Energy mobilized i the body .
,  asindicated by the strength of emdtion.
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e .. The lowest fevel of affect mobililcs the least amount of cncq,y‘

, o motivation toward activily. “This is raughly cqmvalent to the
[ lC)as.nl mclabulu Tate, which is just snffucul cnu[,y o maintain
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life processes. Usually, in a waking staie; we would be at a

-+ . somewliat_higher fevel of energy mobdilization, which 1 have

labeled the “awareness level.” We are aware of pleasant and

unpleasant - sensations  associated  with sensory inputs. If the

sensory input calls for action, normally the energyslevel and

strength-of fecling increase. Such an increase starts activity touse

the energy and respond to the fecling. In the diagram the arrow

represents such an )ANH’CIHJPS in the classtoom the teacher has

asked the’ student/a question. The upward curving line indicaces

. that the question has released energy. The student would lllcu

answer the question, thus making a constructive use of the

cnergy. When he has finished his answer the feeling-chergy level

may or may not return to a lower level. If the response was
satisfactory, then the energy level tends to decrease. 1, Ichvcr. .

the scudent does not have a satisfactory response, then the cucrgy

level may continue to climb as 1 have indicated with the dotted

line. The increased feeling climbs to the level of strong emuotion.

. The student begins fo squirm and feel uncomfortable. So imuch

© 7 mobilized encrgy with no outlét can be contained only so long. If
the stiident has no skills or knowledge with which to handle thie

dunauds of the situation, lie must dosomething to get rid of the

- ovc(wlnclmmg fecling. This is the point at which he will run from

the scom, pr yell, or hit somcone, or cry; he takes any fl(.ll()ll

which will release the energy and allow him to return to a more

~ comfortable level. As observers, we would be wall aware thay the

student was experiencing strong feclings. e s Luld also have

cognitions, but we would bie less aware of them. The cogaition in

this case- might be the knowledge that the instructor was the

cause of all of his discomfort, and so, it is quite sensible to yell at

- the teacher or run dway. The concern of the educator is to help

‘ the student learn to make adeguate responses which enables the

energy to flow productively and not evoke strong emotions.”
Belavior at the level of strong efiotion is indicative of the fact
that tlre student is under too lnnutim)rcsslnrc Possibly tlis is
“because of the demands of-the classtonmn, or it may be due to
“factors ontside the school. Recurring behavior, indicative of -
unmanageable stress, suggests the nced for special, psychological -
lldp. .. . -
o ° The above diagram illustrates shoit- Jerm  fluctuations of
EMCLclmgs in rcsponsc to mmcdulc classroonr dennds. I the ~
- -
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student “develops pessisting  positive feclings toward leaming,
¢ . goward specified: cognitive,material such as literature or reading,
- and -toward those .values which make for effective personal
" fungtioning, then he will rarely feel stress and will feel successful
L3 inschoul- e C o .
¥ A 4965, tne journal Educational Leadership devoted an entire
o issue o afféctive leaming. In the fcad editorial, Early Kelley said:
“It confd well come abont that this is one of the most important
issnes . in the |Ii§(§)(y of this publiculion\. The reason for this
_statement. is that it has now become abundantly clear from
* rescarch- and from_ reasoy, that how a person feels is more
o important than \what I}g knows. This seems true becanse-liow one
feels controls Behavior, while what one knows does not. What one
knows s used in behavior, ,to be sure, but the way it is used
Alepends npon positive or negative feclings. 1t is possible fobea’
__saint or a denon with siwitar knowledge” (1965, p. 455).
oL I 1969, Piaget, wlio has become one of our most respecteds
! rescarchérsin developmental psychology, published his book, The
© o~ Psyehology of the, ‘Child.._,llc stated: .“There is no behavior
pattern, however inﬂlcllccluul, which does not involve affective
factossas wolives . - Belavior-is therefore of a picce. . . .The
(wy dspects, affective and cognitive, are al ihe same time

insepaiable and jrredycible” (1969,p. 158). '
. I geseirch, the interest and findings are becoming more
S digectly of coiicern to education. Ira
studies in which the self concept.of an individual, in relation to
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Perhaps the most comprehensive series of studies concerning the
elfects of affective factors on school performance are thosg of
'Bob: Soar (1969, 1972). In a«chapter in the 1970 ASCD
Yearbouk, he summatizes his own research and that of more than
“a dozen wther rescacchers. The conclusions sipported by all of
¢ [his work clearly -indicate that a niore indirect, more vpen, more
supportive style of ‘teacher behavior increases the subject matter
- growth of pupils. In addition, such teacher behavior is associated
~ wilh more favorabie pupil attitudes toward school. and"increased
growth in creativity. Fusthennore, the effects of such a facilita-
tive* classrcom climate continues  after the pupil lcaves the

.o« classroom.- < ) R (. (
QO i a stady by Davis (1976), it was found that, incollege level «
FRIC s t .

Gordon (1970) reports -

school; was the best single predictor of achievement in school.
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classes where the teacher used student ideas and student input
- was positively reinforced, the students reported positive attitude,
changes toward the subject matter. Fox, Lippitt, and Schmuck
(1964) carried out research in an elementary school where they
found that pupils who perceive their parents as supporlwe of the
school utilize their abilities more Tully. The same thing was true .
“of pupil liking of the teacher. When they liked her, they made .
grealer nse of their abilities. If they were dissatisfied with the
A teacher, they were dissatisfied with themselves. In relationship to -
their peers, students made greater use of their abilitics if they
were will llked The opposite was true for students who had few
== friends. More eliildréi made use of their abilities when more’ of

" the children were well liked. 1, .

* Thisis only a small sample of the research in this area, and
Llearly, it supports the idea that a person’s feelings arg important

in the learning progess,. ~ - o .
» . ASELF CONCEPT THEORY OF '
. MOTIVATION AND LEARNING . ‘
- 1 would like ’lo‘cpmcced with Tvler’s second operation and

altempt to imbed these ideas about feetings in a model of learning
apd motivation. It seems possible that one of the reasons that
progress in understanding and measuring feelings in the classroom
=isadhat it has been done on an ad hoc basis. Attitudes, for
) cxulllplf."‘ ar¢ measured without any cleai idea of how the
attitudes developed or what can be done nf one wishes to change
attitndes. 1 believe that this'is because fccluq,s and emoltions can
« " only. be understood in relationship to the personality of ghe .
person expericacing the emotion. It is as a person is cvwlualmg
the meaning of an experience for. his self that feclings 'arise
(Beatty, 1969, p. 81). Furthenmore, such a model hag implica-
* tions' for. what we shduld be measuring in the affective domain .
and Tor the kinds of insiruments we should be using. |
. i N

1

Perceived Self in the World . | BN

<

This is a self concept model based on the hypothesis that an
“xlividnal organizes his experiences over time around a plunrc of |

‘EMC Ll “ - . ‘ 124 1
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himself or herself functioning in the world. This perception of
one’s self in the world develops as one is reacted to by others.
The parents rcspond to the child as male or female. Each of these
- -concepls.is extremely complex. It includes how one dresses, what
one plays with, who_one plays with, and a whole constellation of
behaviors associated with malencss or femaleness. The child is

also responded to with love or rejection and he sees himself as he

is seen, i.g., if he is loved, he sces himself as lovable. .

The child’s behavior is also appraised as a menmber of a culture.
The culture prescribes a way of life ranging from what is
) appropriate for-one to eat to the most decply held values about
7 "7 how one should lead one's life. This might be broken down into
i many more dclaﬂed parts, but the im:portant point is the fact that

the child experiences many, many actions and reactions which
, buide Imn Jn del‘mnl, himself. The part of the self which emerges
through this process, 1 call the perceived self in the world. To the
child, this perception is who he is and it Uetermines how he
-relates to other people in the world. In the carly years, the child
“usually lives in a family that continues to respond relatively
consistently and to reinforce these developing images. The
* jmages, therefore, become his own picture of himself. In time, the
child lcarns about alternate ways to be and behave, but since
these arc incompatible with his perceived self, they are resisted
and the self concept which he has developed becomes reality; that
is the way he is. The pcuem.d self changes as behaviors which he
formerly . identified as himself cease to be reinforced, and some
héw image, which is being rclnfoucd replaces it. This happens as
the child moves from home fo scliool and to other parts of the

"

world, beyond his early cxpencnung Thas, a child continues to

change and grow gradually as his expcncmc of himself ir the
. world reinforces or denies pr.mdcd or additional conceptions.
However, at any one tinie, his behavior will be consistent with the
picture he holds of himself. :

The Concept of Adequacy_

I4 -

‘At the same” time that the perceived self in the.world is

dcvclopm[,. another part of the self concept is emerging. Not only
x does the child experience appraisals of what he is like, he is also
E ‘lCappr.llsc(l in terms of what he, could or should be like. More
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imp_oilml than this, he has the models of mo ther and father who
are perceived as so much imore powerful than the child. To him,
as$a very young child, they appear to be able to do wcryllmlg, if
only he could be like “Mommy” or “Daddy,” then he too would s
be able to coitrol the world and his swn life. e conceptualizes '
that which he is able to undcrsland or of which he may be aware,

as their qualities and tries to become like this. lle imitates

Ea parental behaviors. Through this identification process he devel- .

ops an additional- part of the self concept which 1 call lllc
Concept of Adequacy. It is a model of what one shauld be like if
“one is rv}ally going to be able to salisfy one’s needs and to
" “function effectively. This part of the self also grows and changes - .
us the child grows. Later on, his mother and father are scen as - _
having limitations and behaviors which cause negative alfect in
the child, and he supplements. his concept of adequacy with

" additional “identifications from other sources. At some p()ml it
[

may be the Bionic Man, or a supportive teacher, or a star athlete.
A person’s picture of adequacy is a complex lmxlurc of many
identifications and is, before long, completely unigque to that
person. The concept of adequacy, like the perecived self, is reality
to the mdwudual but is, of course, unlike anyone clse’s rexlity.

Figure 2 is a diagram of this model of the sclf concept. Ascan
be seen, the perceived self and the concept of adequacy overlap -
10 some degree. ‘As he grows, a person sees himself as adequate in
some ways. In the general way in which lic lives bis life, the way
he dresses and cals, his way of caming a living, all may scem

" adequate aud the person has little desire to change them.

Howevet, a largc porll(m of these two pacts of the self coneept do

nol ovcrlap A person’s way of seeing himself is discrepant from,

his picture of adequacy. It is this (Imupamy which is the major

source of the motivation to learn and grow. iach person is

continually slnvmg, to become more like his concept of an o

adcqualc self. ~
Since behavior is consistent wnlh the self coneept, and since a

person is motivated toward adequacy, it is possible through the

obscrvalum of behavior to infer chmacteristics of a person’s self .

“coheept. This self coneept consists of so many thousands of

>

<" perceptions so that a full undesstanding would take much time
,*~d observation. F ortunately, the behavior which is an expression
l: lC the self umccpl can be organized dr()lllld four nodal points. In
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Organizing Centers of the Self Concept (Feehngs/Cognmons)
Personal Worth .
Ability to Cope

. Ability to Express
Autonomy (Ability to make choices)

v

Figure 2. A Self Concept Theory of Motivation and Learning (Beatty & Clark, 1968)
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olhcr words, | think all behavior is related to one-or.more ofluur .

or[,amung centers ih the sclf concepl. "

“Worth - .

N . Tt e e

The first of these mgduumg centers is the feclings and l
cogunitions of pcrsoual worth. Each person has feelings about his
. perceived self related to how worthy he is. lle also hasa concepl
_of ‘what perfeét. worthiness would be like. He is motivated to
learn ways in which he can behave so that it.will increase his
feclings of. personal worth. Feelings of worth come from being
~ loved. ;A chllds expericnce of being wanted and included, of
ihaving his‘needs taken care of merely because he exists, builds a
feeling of having worth. There are also iimes when needs other
than his are given priority by his pagents and he is not inchided.
This means that he feels less worthy than it is possible to beconic.
If this dlsucp.uuy between how worlhy he perceives himself ln
be and his'perception of an ideal state of worthiness is small, he is )
weakly motivated to try (6" become more inchyded and valued,
and to others, he appears secure. If this discrepancy is great, he
appears jealous or resentful of others, and strives umlmually for
allention. - - '
Copiﬁg - : .
A second organizing center,_in the self concept is aronnd the
feclings and cognitions ‘concerned with coping in the world. The
increasing competence that a child experiences as he grows,
develops coordination, leams skills and acqires nseful knowledge
gives him increasing confidence that he is able to handle the.
demands of the world. The abilitics of others, adults in general, ™
expert athletes, famous people, and people with talents which,are
admired, set a standard of coping dblllly beyond that of the child.
However, as long as he is progressing in a satisfactory way in bis
leaming, he maintains .confidence that he too will become an
expert at coping. Learning to cope in our sociely is so complex
Ahat it requires schools and many years Af work (o become
capable. I the demands of parents or of the school set uniealie"c
standards, or if their judgments of him find fault with him, he
E T‘Cflll Insc umlulcmc Again, if the discrepancy between his
. ,.K . .

[Aruten provided oy eric
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peceived ability to cope and his concept of adequacy issmall, he

=3

Q

will fecl challenged and confident as hie leams. If the discrepancy .

begins to increase he will dislike school and wanl to escape. lle
will have negalive feclings about learning.. ~ -

The feelings of personal worth and of confidence that one can

_cope witl one’s world are two scparate organizing centers. One

can be loved even though he can nottope, and one can cope even

if he is not loved. However, for the average pérson, they beconie
considerably cntangled. The child may hav started out with
unconditionat love as a helpless baby. Later parents may withhold
“lave when a- chivd“behaves “badly” o1 they may usc love as a
reward for “good” behavior. This tends to teach the child-that
one achicves worth through doing as others wish, that coping
cffectively is the secret of being prized. It is my belief that the
schools are, to a large extent, responsible for this confusion in the
child. The fact that much of what we insist that children learn in
school leaves them unmotivated, pushes us to use approval, and
threats (o withhold it, as a source ,of motivation. The skill or
knowledge should be giving the child a fecling that he is
increasing his ability to cope. When he Searns these things in order
to get love it turms our evaluation system into a kind of global

cvu_lqulimi of the child. Since he is working for approval, i “A”™

med{cls hie is really loved, and air “F"is strong'rejection. However,
thert is no way”in which more knowledge or skill can bring
feclings: of worth for more than a transitoly” period. At the
moment of great achievement,, onc may feel a glow Of_béillg
admired, but it quickly fades and the child is still no more loved
than he was before the achievement. Using love or approval as a

molivating device may lead to g cater productivity but it comes_

"

at a high psychic cost.

It.is possible to disentangle these twa sets of behaviors, so that
an individual is motivated to learn things because he can clearly
see that they enable him to cope better. At the same time, he can
learn lfléll werth comes from relating to peoplearound him so
that tiiey care about him, merely becanse he is himself and not
because-he can cope well, I have hope that progigss in measuring
affect will contribute to a recognition of classroom processes
which keep these.two centers of motivation separate.

.
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Expressing

I have said e:ullcr that all experience is .Mump.mlcd by a
pleasant or unpleasant affective tone. The nature of the organism
i s such®that a number of activities, wmplclcly unconnected with
o coping, are pleasait, and we are motivated to participate in the.
Music, thythm, color and form are examples. They buing feelings
© o of fulfillment. It is my belief that ‘our frenctic culture, with its |
.~ emphasis on coping, has almost destroyed the arts. In the -
elementary grades, schools encofirage expressive expericnces®
painting, sculpting, listening to music, marching and dancing, and
“discovering the beauties of nature. These activities tend to. :
disappéar by mid-elementary school and retun later oply as
electives. It is this fecling of the need to express whiich 1sce assihe
third ogganizing center for behavior. - "
This kind of expressing brings feclings of delight or beauty,
lml tl:ey are not the only parts of, lhc self which need tobe , *
expressed. The blocklng effect of anger or fear, when we are
unable to think or act cffccllvcly. is known to all of us. Strong
pusitive emotions, such as g;cal joy or love, distort our reactions
if lllcy are snppr«.sscd Thé expression, “I'm so happy 1 think 'm -
" going to bust,” is indicative of the pressure sucli emotions have
" for expression. Unfortunately, our_culture does not Iouk favor-
ably upan strong emotions. In the growing up process, ost of us -
have experienced times when we were sent to our rooms to cry or ;
were_forbidden to gxpress openly our feelings of anger. This was
- parllullarly true if the anger was: expressed toward a parent.
" Schools, too, are resistant (o emotional expressions. The net
_ result is that most people do not leam appropriate ways (o
, express cmotions, or for that matter, to be with someone clse
who is expressing emotion in their presence. If the discrepancy is
greal beiween the way one perceives one’s sclf as Il.mdlmg
emotion producing situations and the way oné sces a really
adequate person handling it, the person will tend to bottle it up
and seem passive. This same person, in a sufllucnlly provocative
situation, may be unable to control it. The lcclmg will come out
" explosively; possibly even doing violence to others. On the other
lland a person whose perceived sclf is pnly slightly -discrepant
o “om his congept of adequacy, will casily express his warmth, his -
EMC'""’Y""“: his grief. e is more uﬁ.lblc of showing feeling at any
- T - - J U.
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“level of intensity, but he is less likely to show extremes of feeling,
anger for ekample, because cxpressing annoyance, as it is
experienced, keeps it from building to unmanageable proportions.

> Autonomy , ' .
. i ) i *
‘The fourth center around whicls behavior is orgauind is called
autononyy. 1t°is the feeling that one can make choices which- will ~
have a significant effect .on one’s life. We all start out life as”
highly dependent upon adults. As we develop some feelings of
+ wortly, ability to cope and to express, we learn that, in every
) situation, there are alternative courses of behavior. Sor 1e of these
alternatives are more s.lllsfymg than others. I we were truly
¢+ independent, we would be guided by our intermal standards of
evaluation and become more autonomous. However, our. experi-
ence with authority, and the way in which others have manipu-
lated the rewards and satisfactions, tends to oppose this develop-
ment. There are many situations in which people feel, “lhave no
choice.” This is not literally true, of course. One always has a
choice, but choiccs have consequences. It may well be that,
because of the consequences, even a highly autonomous person
would make the same chuice as others in a given situation. The
fectings would be quite different, though. A person who says, “I
have no choice,” feels a lack of control over aspects of his life.
The autonomous person feels that he always has a choice, and ,
that the conrse of action he takes is his choice. He can consider
alternatives with a real fecling that the issue is not foreclosed.
Thus, the person who perceives himsclf very differently from his
picture .. adequacy may complain, but is docile with authority,
- feels coatrolled and helpless to Llldllbc fnany aspects of hls life.
Wher~ “hie discrepancy is smlk, ‘the person appears ‘o be
indeper-tent and optimistic that, by his own efforts, he can better’
his situation,

These four organizing cenlers in lllL self concept are inter-
related in many ways. The feelings of personal worth seem to be a
kind of corerstonie of personality. It provides the pleasure and
optimism which makes growing up exciting and worthwhile. Orie
.. has the courage to try te cope with this complex world. But,
" trying to cope also brings frustration, or Sometimes joy, so there
l: TC need to, express. Qur culture’s prohibition ol outwardly

| 135
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.expressed strong feelings leads them to be tined inward or
dammed up. Whee anger is tumed inward it tends to lezd to
fcclmgs of depression because anger at the self glves risc to
punitive immilses toward the self for not being more capable.
Despite_this, if the individual is encousaged and loved, he finds
that he can cope with the woild,.and this, supported by his
feclings of worth, enables him- to assert some autonomy. A
~worthwhile person with coping skills can make choices which he
wouild otherwise fear or with which he would feel unable to cope.

As an individual grows, his perception of Imnsclf ch.mgcs to

include his accomplishments. His concept of .ndcqn.uy also grows

to present a.more complcx pictureof what the individual could
-be like. I these two’areas of self grow in such a way that the,
discrepancy between thiem is never toos great, the person will

e

s -~ appear appropriately mature for his*age. As an adult, a person

E

Q
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Aruitoxt provided by Eic:

who is niatyge, according to this description, wonld sce himself as
a worthy person with very little need te defend this perception.
lle would move into various situations with the confidence that
he would probably be able to cope cfiectively. His expression of
Teelings would be quite open and.accurate, and he would feel that
die coutd really’ make choices which would have some influence
over his own destiny. Such a person would probably be similar 1o

the descriptivn that Maslow (1970) has given-of a solf-actualizing

persan. .
Motivation and Behavior g ,
(Y t-

This is the heart of the model and will, | think, providc a basis
for looking at the components of the learning cnvmmmenl which
havz an important inflaence on affeet and affective development
in students. llowever, | would like to sketch.in the rest of the

model very briefly, as | think it will Ll.mfy sume additional things -

about the learning environment.

Motivation to maintain the self and, whent the opportunity
presents itself, to reduce the discrepancies hetween tlie pesceived
_self in the world and the concept of adequacy, are present at all
tinges. The_activity of an individeal at sume particular moment
bungs into figurc the motivations inherent in whichever is the
appropriate organizing tenter in the self. While actually working
on learning some skill, the activity is energized by lllc motivation

- . 13,, T \




C ) .
to cope more atlcquatc?y Interpessonal relations, between boys’

and girls fof cxample, inaddition to the biological drive, would -

be encrgized by mollvation to becomne more worthy. The pa;nful .
struggling t find -one’s feclings, und talk_about them, in an
encounter grofp draws yipon the motivation to express. Outbursts
against autlioty, as unskillful and unlikely to succeed as they .

may be, are still motivated by the drive to tecome more matuge *

through bcwming more autonomous. -~ - °
Over time, an individual has learned many ways ¢ of mnmlalning
and enhancing the self. These are his strategies for becoming, **

“which may include an orientation. toward dependency, that is, a

tcndcncy to rely on authority. Another may tumn from author
and try to find his_ own ways of becoming more adequate a ki .
of problem salving orientation. In addition, people adopt short

»

and_long range goals which guide their ¢hoice of activities. One |+ -

might decide to go out for the basketball tcam or sclect some
vocational goal, such as becoming a teacher.. Such goals are:
usually achieved by known patterns of bchavnor, such’as
practicing basketball skills, or attending a wllq,e which has a

_teacher prepasation program. These strategics or goals have becn

incorporated in the self’ because lllcy appeus o offer routes
toward greater adequacy. )
All of the behavior 1 have discussed occurs in a context which

_is called, on the diagram, the action space. For our purposes, this

”

”

ERIC

Aruitoxt provided by Eic:

would consist of the classtoom and school envitonment. Within
the action space, there are many choices an individual iay make,
Pethaps any behavior s theoretically possible. givever, -by T
vaticus means, a paticular action space; such as a classtoom,
delin¥ts these choices. There are rules of conduct within a. .
classtoom; there are approved activitics which the school believes
will enable a child to achieve certain educational goals; and, there
are_selected tesoucces provided. Thus, a math classroom is not,
nomally the place within which a boy can practice his basketball
skills or work too actively on developing his relations with his
girlfriend. Not only does the classtoontlimit and direct choices,

*

the self concept of the child and the strategies he knows, places
limits upan the choices he can make. A ¢hild who sees himself as :
muable to express himself well may not feel he has the choice of
volunteering lo Sp(..lk in class. If he sces himself as nnable td cope:
mathematically, he may not feel that he can choose to do the .

7 . - o




. assigned_work. Perhaps, in his perception, being seen as I.uy or’

defiant is preferable to being a Kkiown failure. .

Despite the fact that o classroom is usually structured to

encourage certain kinds of behavior and discourage otliers, a child

: may work on _other goals. Much of the talking or whispering

between children is concerned .with interpersonal relationships

and’is energized by the motivation to feel more worthy through

_caring fricndships. It should also be clear that varions ways of

structuring the action space can Facilitate or inhibit the opportu-

nily for a child to work on the adcquaues‘almnl wlmll he is
concerned..More will be said about this later.

- Once the individual has assessed the action space, Ilg, acls in°
some  way calculated to eilhcr»m.unl.ml the perceived self or
cnable him to feel more adequate. This model of the orginization
of the sclf has been inferred from observation and intgrpretation,
over time, of the overt acls of individuals. What we observe is the
content of the act. But, becanse we believe all behavior is caused,

»7 we try to understand the intent of the act as one part of the

* causal chain. ‘The intent is inferred frons examining the context,
or aclion space, and giving attention to all aspects of the countent
of the act. it has both cognitive and affective content. We can
observe the tone of voice, body tension, gestures, changes in skin
coloring such. as blushing, facial expressions, and the words whicls

. are used.- When all of this has heen considered, we ask ourselves,
LCan we understand what thie individual was trying, to accom-

< plish?” The answer we come up with will often (Iciummc the
response we inake, and this response then becomes the conse-
quence, or one of the consequences, perceived by the child as tlie

result of his act. The model which has been presented hercclias

been inferred from bebavior and should serve as an aid in
determing the kinds of consequences which will relate to 'llle
child’s motivation and, therefore, be most helpful to his g growth.

" What we are concerned with in trying to improve our measire-

. ment of affect, is the kind of things which are important to
- szmtplc from the action space, the individual's -ILlS, and the
consequences provided by the school. . . .

. Parenthetically, it is worth noting that this last part of the
madel, represented by the squares in the diagram, is the part of

o camin;, which is of concern to B. F. Skinner. Those behaviors

EMC vhich are wanted are fCIllfOIT(’ that 3 , because pleasant
' > '
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‘onsequences oceur, those acts; which we valuc are performed by

the individual. The rest of the model, which Skinner would reject,

is concerned with lgudustandmg and predicting which act the’
-~ individual will Zeiform.

-— \
Aware—ing .
b

Before we continue with. the question of how and” what to

measure, tlicre is one more part of the model which should be -

described. The consequences which the individual experiences
after he acts are interpreted by him in terms of their meaning for
the sclt. Because this interpreation is a somewhat complex

process for which therc seems tg be no existing word, | have”

called it “aware-ing.” It.is a process in which the consequence of
the m(lmgual s action is evaluated in terms of its consistency
with the self concept. If it is consistent, then it can be accepted
and evaluated a second time in relationship to adeguacy. Does the
consequence mean | have become more adequate? {f, the

Cconsequence s inconsistent with the concept of self, it is

"

Q

rationalized or denied. For example, if a teficher tells a student,
who sces himsclf as average, that his work was satisfactory, he can
aceept }Ilis as consistent with his perceived sclf. Since the work is
designed to make him more adequate in coping with some aspect
of |IfCZ|Ic feels that he is becoming more adequate. However, if,

1e same student, the teacher gives him strong praise, this
1ot fit his conception of hinself as average, and, while he
¢l good about it, he will .tend to rationalize it away: “The

with
docs
will

teaclfer was just in a good mood,* or “f was lucky.” We all know
how (difficult it is for many people to hear 2 compliment, Bécause. o+ -

the student has explained away the compliment, it tends not to
makk him feel more adequate. The same thing is tme when the
teacher gives the student negative fecdback; he will prob.ably
ratipmalize it and, therefore, discount it. If the feedback over timeé
is

grafal change in perceived self and, as a result, in his feclings of

addquacy. The kind of consequences which capable teachers
provido in the classtoom are typically of this kind, that is, a

gradual building of feelings of confidence in coping or of personal
-worth, and so forth. 1t tends to be gradual because the aware-ing

EKC mucss is like a chunnel wlmh ‘wnll allow in only those things

. a

’

onsistently different from his carlier belief, there will be a . ‘
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which are consorant will the perccived self. Other consequences
arouse n'g:ga(ivc feelings or strong emotions or anxiety and leid tov

. behavior which defends the self from suclt inpt. Rogers (1959)
speaks of a more rapid kind of change. lle sees the organization
within a person as a kind of gestilt, where it is possible, by
changing' a minor item, to alter the whole pattern of organization.
This sometimes happens when a student goes to college. bHe has
been an excellent student in high school .t has his confidence

~ - Quite suddenly shattered in college when he discovers that his
typical effoits now anly rate o mediocre grade. In competition

- with the best from other high schools, the feedback ®uickly

_ makes hint feel fur less adequate. This kind of change scems to be

. fare in the, schools, 1t sometimes happens when an average
student suddenly develaps a deep iuterest and, with o stronger
Sy lnolivalinn,',bcgi}m' to dum in outstanding work. The change
O usually is puzzing but it is probubly becanse the stident
snddenly sees the work us'rcul‘ly caabling him to cope better with

©~  sontething important to lim; o .
.4 N .
N . LY
Learning * 0,
¢ = . . >

"

The diagram in Figute 2 can be divided into two paats: that
llustrated with circles and that presented as squares. Cliange can
take place in any part of ihie system, aid the new configuration
will result in different bclmvjur.. If a cliange takes place in one of
the squares, that is, if an individual pereeives his action space
differently; or. learsis siey skills or kiowledge that change his

. actions, or if lie interprets consequences differently, the change is
, one which I call instrumental learing. The self content is ot
changed necessasily. However, when an indiyvidual takes on new
identifications in his concept of adequacy, there i§ ow a change

in the discrepancics between the perecived seif and the concept of
adequacy. Thus, atotivation clianges and, guite possibly, changes

in the strategies for becoming or in thie person’s goals also take
place. I call this intrinsic learping. Théy are clearly inicrrelated,

. “lmg‘lhey also differ in important ways. If the teacher pays
) attention-, only to fostering actions wlich renresent skills® and
Jnowledge, the process-is essentially training. Available choices in

the classroom and the teacher's actions whic provide the

E kl‘Cuudcllt's consequences are directed at coguitive outcomes or

» H £ g
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motor vitcomes. The teaching of typing represents a simplified
example. The classroom is designed for this one function and the
procedures are straight forward. Students are instructed to put
theis fingess on the keys and to perforn various actions. Aslong
as the student docs as he is told, the tcacher has little concem
. with why the student wants to type, or what he will use it for
whcn he gets through. If we pay attention to only the self
com.cpl parl tepresented: by -circles, then our concernn is with
therapy. When the dimepamy between the perceived scIf and the
_concept of adequacy is decreased, the person wilt function more
effectively, that is, have better interpersonal relatious, cope more
confidently, express himsell more openly, and take more respon-
sibility for his axn life. It seems clear to me that sound education
is concernied Wl“l both parts of the model. We want sludcnls to
¢ budd the necessary skills and knowledge but we also would like

l()‘llkls\lrc that they use them effcctnvcly
[N .

AFFECT ANI) THE LEARNING
ENVIRONMENT

. %

This model -suggests that the learing -cavironment has an
impact on the cognitive-affective elements which make up the self
" concept. These are the factors which have significant effects upon
an inklividual's feclings about himself. 1 W()uld like to identify-
sumc of these biiefly and discuss ways in which they can be
measuted. fin teems of the Figure 2 diagram, 1 am concerned with
the squares: the action space, the student’s acts or behaviors, .md
the consequenves provided by the schook :
In a general scnse, the action space perceived by a child
includes all of the matters which influence him. It \if@ld include
. his pareat’s. attitudes,~possibly the public's reaction to the
. schools, the gcncral climate created by administrative policies and
_nulés, the size ‘of the school, the number of children in the
clissroom, the design of the cursiculum, and so forth. Even the
_aesthetic aspects of the gronnds and interior decor have lhelr
llllpd(.l More dnculy, the, expectations of the tgacher and ways
e or slie relates “to childien and the relationships mnong the
childeen are of critical importance. The most important of these
‘"llucm,cs are, -perhaps p.mnl.ll attitudes, the perceived rclcvame

EMCF school and the m.llcn.ll {0 be learned, the clnld s pcru,plmn of
,
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the teacher, and the chitd’s refationship with other Lhildren, .

Table |, white far from complete, is an attempt 10 list sonic of

these factors under thic oiganizing centers of the self cuncept

which they would influence. The qQuality of these factors in a-

- classroom could be sampled cither by dircct cbservation o by an
inventory completed by the students. Both techniques will be »
“described below, . , N

In a’small volume entitled, A Systeni’for Assessing A [fectivity,

Bob Bills (1975) has developed instruments for sampling some of
these. flis Parent ‘Inventory is a 35-item multiple choice instry-
ment which samples parental- attitudes and opinians. The first
four ifems gather information about the giade of their child in
school, their citizenship, and their levels of education. These ° .
items are not scored. The rest of the inventory concerns feelings
about the quality of the school, the teachers and the way they
‘handle the children, and the kinds of things which the parents
think the_school, should be helping the childsen to achieve. The-, -
inventory yields an attitude score from negitive to positive
feclings'aboul school. Bills’ studics liave shown that iLis a reliable
instrument which is able to differentiate between grade levels and

»  among schools, : :

A second 6f Bills’ instruments is a fairly global sampling of
many aspects of the school, named, Feelings About School. There
are two forms of this inventory with 50 items in cach. The areas
sampled have to do with the relevance of school'work, the
fairness of the school, how students think the teacher feels about
the childien, the children’s feelings abont the teacher, how
inlcrcsliﬁg schoolwork is, how they feel about grading, and
further questions of this kind. It, too, is simple to-scofe, has
adequate reliability, and shows differences by sex, grade leved,
and among schools. It has been uscd fiom 6th through (12th
grades, : ;or

While some attitudes toward the teacher are sumpled in the B
Feclings About School instrument, Bills has also (’lcvclopqd Y '
Relationship nventory. Tlhis hias 72 items and enables students to -
describe the qualities of the relationship they have with their .-
teachers. The statemnents read, for example, “lle (she) respeéts
me,” “lle (she) tries to understand exactly how 1see things,” “He
yfhe) is acting a part with me.” It yields four scores on

\‘ w i » o » L -
FRJCerpersonal relationship. variables. These are based on Bills’

o
4y -
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Elements of school organization, of the wmculum or of teacher
behavior which are likely to have impact on a person’s feclings of
pc:sonal worth, confidence that he can cope, feelings that he can
express opeuly nnd accurately, and that he cin make sigmﬁ'.anl
choices.
Worth’ , ¥
Warm-cold or impersonal climate .
Respectfnd — sarcastic
‘Strengthening — belittling - -
Non-punitive — punitive
Non-judgmental — judgmental
Valuing individual differences
Empathetic . -

. Coping
Challenging - dull
Encouraging ~ disconraging

’ Flexible pacing — lockstep

Appropriate ratio of concrete/abstract
Flexible sequencing
Differer:zes of opinion valued .

. . Expressing
Acceptance of feeling expréssions
Facilitation of fecling expressions
Modeling/Teacher expresses openly

Autonommy
Genuine choice opportunities
Clear, non-dogimatic.sules
Risk-taking encouraged

Aruitoxt provided by Eic:
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theory of teacher variables which influence persosal growth of
'students,  Adapled from Rogers (1961), the variables are:
empathic understanding of students, positive regard for students
as important’ people, positive regard offered without condllmns
and congruency in their relationships with sludcnls To quote
from Bills: '

> -

v e rd

The term e:npalhy is used here to describe 2
relationship in which lhc student believes his teaclier
understangds what it is like to be a student — the
teachier can ‘walk around in the shoes of the student.’
Positiveness of regard merely means that, from the’
- . point of view of the student, the teacher acts as if-he ~ -
believes the student is an important person. I a )
¢ teacher is unwndltioml in" his regard for a student, it

2 seems o the student that the teacher is not placing a
‘price’ on his positive, regard, saying in effect, ‘I will
regard you highly if you are the kind of person | )
valne and will ‘not regard you™ highly if you are
different.” And by congruence it is meant that the
student perceives liis teacher to-be thinking and
fecling in a manner consistent with how he_is
behaving — the teacher does not give the appearance
of thinking and feeling one way and talking or
behdving as if he is thinking and fcclm;, in another

way. (1975,p.42) -

; The students respond to the items of the inventory by usinga .
’ 6-point Likert-type sgale, Bills has computed the reliability of the
scales. *fhicintercorrelaiions among them runs lmm .74 between

- empathic understanding and level of regnd, to .34 between

- unconditionality of regard and level of rc;,md. Tllc factor of
unconditionality of regard scems to be the most independent.
Bills suggests that these factors lave considerable separateness byt :

are often present in the same person to the same degree. | would

expect that unconditionality of regard is the one which most
people are least prepared to give, We tend, as 1 suid earlicr, to get

cupim, behavior entangled with the rewards of approval and love.

Q "V fact in Bills data, the lowest scores in one study, with an

]:MC =6929, are on this factor. The sc: I|LS showed adequate split-half
; 40 .
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. feliability aud individual item correlations with lolal scale. The
four scales give significantly different mean scores and show
dlffcrcmcs by secx. s.ade level, and school. The data which Bills
has galue:cd also show that students rate their-teachers as having
higher regard and congruence than empallm understanding or
unconditionality of regard. Male students scored their teachers
lower on all four variables than did female students, Uncondition-
allly of regard and congruence scores stay about the sanie from
fower to higher grade levels, but scores on vlevel of rcgard and
cmpallm understanding decrease. This is interpreted to mean that

as students proceed to the kigher grades, lilcy find that teachers

regard them less highly and are less cmpathic.

On these three inventorics developed by Bills, ali of the scores
indicate the way in which the school setting and teachers are
perceived on sciles which run from negative to ‘positive. e has
tested samples totaling from 2,000 students or parents up to

" more than 6,000, from grades six through college, and from six to

e

1

Q
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Aruitoxt provided by Eric

ien different schools, depending on the instrumesit. There are
neither norms nor clear means for intérpreting results. It also
seems possible to fake such inventories in order to creafe a good
impression. Bills has collected “his data with promised anonymity
and there'is certainly no need to know individual identitics in
order 1o assess the Ieammg environiment. .

‘The research by Fox et al. (1964), referred to earlier, showed
that relationships with classmates are also important. Two
variables arc of particular interest: how well a child is liked and
how broadly diffuscd friendsliips are over the class. Better liked
children niade better use of their abilities, and the more children
in a classroom who had friends, the more children who made
fuller use of their .|b|||l|c~. The techniques for sociometric
measurcment are well dwclopcd and can be carried out quile
simply in the classroom. Each class member indicates his choices
of other chitdren he or she® would like to be with. The question
conld be phrased in terms of a number of settings such as choice
of seatmales, classmate lo invite Immc clussnate as a fellow
commillee member, and so forth. Usually a clild is asked to
make tliree choices and it is quite common and useful to ask
them to indicate three whom tliey wounld rather not have with
them. The data can be displayed as a disgram with arrows
sonuecting children to show the pattern of choices and rejections.

. 1 4L "
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It can also be ()rEallizcd as a sociograph (Clark, 1952), which
shows status among Jeers by indicating those most chosen and,
those chosen by popular children. It also reveals the lines of *
commmnication in the class. Cleavage lines-appear when none of
the children in a higher status group have chosen any- of the
children in a lower status group. Not only does this mean that
there are different status rankings, but that one group literally
does not talk to the other group. In tenmis of Fox's research, the
niore cleavage lines, or the more rejected childgen there are in a
classroom, the fewer childien who will be fully utilizing their
_abilitics: . . . . :

With these examples of how the action space can be measured,
I would like to move to the next area in my diagram, the
student’s actions in the action space. I shid) make a few general

4

-

* - $
- comments and combine further consideration of the. student’s

action with the next area — the consequences a child experjences
in the classtoom when he acts. .

‘Attitudes toward subject matter and the values which students
hold are relevant to learning. Teachiers often have an objective to~
develop positive attitudes and clearly, attitudes, can facilitate or -
block learning. Inveatories for measuring them are well developed
and sclf devised scales, using Remmers or Likert type scales, are
easy to use. The means of student scores on these gives an
indicaticn of classoom impact and positive attitudes tend to
correlate with retention and possibly with futnre use of skills or
Knowledge. This probably needs no further discussionhere.

' The interdependence of a child's behavior and the conse-; -
quences which follow -is a natural wmit of measurement and it
reveals what is being reinforced. However, it has been difficult to
gather this +tata, 1t seems increhsingly evident that to split
behavior and consequences apirt simplifies the data to the point _
of meainglessness. It could well be the reason that so many
cadier studies in education have come np with the result “no
significant differences.” Soar (1972) states it this way, “Growing
evidence for the existence of complex interactions between
classroom iwh;wior, the natuie of the leaming task, and character-
istics of pupils, points strongly to the need for more subtle, more
complex, and more extensive research on clissioom leaming.” (p.
Q7). One technique which seems to mcet some of these needs is

]:MC servation. It has some disud\}un(ugcé in that it requires training

P o - )
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of obscrvers, l.nkcs the time of a skilled obsesver, and may, at
least initially, make teachers and children self conscious. It does

- have définite advantages, however. It gives duta based direcily

* upon obscrve(l behavior. It keeps the connection intact between
~ the learning task, the teacher behavior, and the student behavior.
Finally, it makes possible the sampling of a more complete range
. of factors which influence pupil growth.
, The development of satisfactory observation instruments. is
Sll" continuing, but there is- oneqnslrumcnl which has been -
widely used and has pmbably been subjccu.d to more study and
development than any other currently available. This is Ned
. Flanders’ Classroom Interaction Analysis (1970). In a book
published in 1970, Analyzing Teacher Behavior, Flinders has
discussed classtoom behavior techniques for recording, analyzing -
and interpreting the data, and a number of uses which can- be
made of the technique. Since this resource is available, I will limit
the discussioni hiere to the process of data collection, the kind of
data that it produces,-and a few of the major findings from its
use.
" The term “interaction analysis™ refers to any technique which |

attempts to gather data on the chain of events in a clissroom. A’

trained observer sits in the classroom and records the flow of

events according to predetermined categories. e leams code

symbuols-for each category, and as he observes thie events in the

classroom, le writes down the code symbols which classify the

event., With this long list of categorizations, it is- possible to

analyse the frequency of events in cach category and to see how

each event is part of a longer chain. Inferences about the chain

ther can be made. It is important to make entries al a consistent .
raic of 20 to 25 tallies a minute in order to know what
pmporlmn of the time is spent in ecach activity. Flanders’
approach is a ten-category system (Tuble 2). Seven categorics are
used when the teacher is talking, two when students are tafking,
and one to indicate sitence or confused activity.

~Of the seven categories of teacher talk, & first three are.
responses Lo sfudents:  “‘accepts  feelings,” “praises or co-
courages,” and “accepts or uses ideas of pupils.” A fourth
category is “asks question.” In eady rescarch, these four
~ategorics were referred to as indirect teacher influence. The next

? “piving directions,” and “criticizing

Q
EMC wee categories, “lecturing,
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Table 2. Summary-of Categories for .
the Flanders System of Intesaction Analysis

TEACHER TALK

5

. INDIRECT
INFLUENCE

1. Accepts Fecling: accepts and clarifics

the fecling tone of the students in u
non-threatening manner’ Feclings may
be positive or ncgative. Predicting o
-nﬁ.:::m fechingsare inclnded. .
Praises o1 bLncourages:  praises or
enconrages student action or behaviue,
Jukes that release tension, not at the
expense of anothes individua
head ot saying “wm-h™ a1 “go on™
are inclided.

Accepls or Uses Ideas of Student:
clanfying, building, or developing
ideas oc suggestions by a student. As
teacher hiings wore idess into play,
shiift to categary five.

Asks Question: ashing a  queslion
ahoul content o proceduse with the
intent that a student suswer.

DIRECT
INFLUENCE

Lectusing: giving facts oy upinions
about  content or  procedure.
expeessing  his  own ideas, azting
theturical questions, -

Giviag  Direction:  ducclions,
wands, or orders W0 which a student s
expected to comply.

Criticizing o Justifying  Anthonty:
‘statements intended to change student
behavior fiom non-acceptable H

com-

0 ace
ceplable  pattein: bawling somcone
oui, stating what he is doing: extieme,
self-sclercnce.

c.

TALK

STUDENT

3~

Student Talk  Respanse: talh by sta-
deals in response to. teacher. Teacher
initiates the contact or solicits stale-
ment.

Student Talk  Initistion: talk by stu
demts which they inittate. 8 “calhing
on® sticlent is Yinly to mdicate who
may Wik next, bbscives must decide
whethier student wanted to talk. It he
did, usc this categlny. .

10,

(Y}

ar Confufion: pauses, short
pesiods of slence qud periods af con-
fusion in which edmmunication can
0t be understoog e( the obseever, .

\

3 From: Flanders, N. A. Teacher influence, ?gi attitudes. awd
achicvement. (Cooperative, Rescarch Manog

b Nu. 12, OF

25040) Washington: U.S. G
-

1 Peinting mr:no. 1965,

e \

Aruitoxt provided by Eic:
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or justifying authority,” were called direct teacher influence,
= ¥landers® rescarch showed that in classes in which students scored
high on liking the teacher, feeling motivated, belicving there wete
fair,rcw;irds and punishments, lack of anxiety, and independence, .
the - teachers used more indirect influence; whereas, teachers of
the classes in which students scored low, on these factors used
< more direct influence. The differences between teachers classified
as using more indirect influence versus more direct influence are
small. Flanders connents, “One gets the impression that a small
amount of .indirect influence lubricates the classroum gears of
subject matter Icammg. and even lhough the total amount of
‘ indirectness is small, its presence or absence is significantly
related to the positive or negative attitudes of pupils, respective-
“ly™ (1970, p.392). - - ;
One other instriment which produces data about some of the
. interactions in the classroom is a further one developed by Bitis
(1975) eutitled, Locus of Responsibility Scale. It is a 27 item
multiple choice inventory designed to' tap the studen.s percep-
tions of the nature of classroom interaction. As Bills describes it,
it attewpts to answer the question: “Who is making decisions in
the classroom?™ The answer comes as scores for each of three
categorics: teachercentered, interactive, and student-centered.
Bills suggests that scores that are balanced between the three
categoties, with the highest score on interactive processes for
making decisions, seem optimal. This instrument differentiates
among grade levels and schools and between sexes, Althoagh both
sexes see teachers about the same way on teacher-centercilness, ~
females report higher student-cemteied relstionships. There afe~
many possible patterns of interaction, some of which might
correlute with atfective variables such as attitudes toward school.
Bills does not report any such studies.

Measnring Affect in Individnals

. The self concept model which [ have presented becoines even

“more useful when one looks at affective processes in individuals,

Specifically, the measutement of individual affect concerns the

kind of coguitive-affective “acts™ of individuals which exable us

to infer feelings about adequacy. Hlow can we wmeasure the

E lCugmlnvc afﬁ:clwe dispositions associated with the organizing
RI

Aruntext proviasa vy exic I
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conters of worlll. coping, cxprcssm;,. and autonomy or choice
~making? g

In order to answer this, Lhave followed a slralq,y pmpmcd by
Jim ‘Popham (Payne, 1974) for specifying atfective objectives. It
consists of five steps:

1) Make a general statement of the affective objectives.

2) lmagine a student who personifics these objectives and try

to describe the behavior which he would exhibit.

.

3) lma;,mc a student who does not possess these qualities, or-

possesses the opposile feclings, and try to describe the
behavior he would exhibit. .

4) Select situations in which the two imagined-people would
respond “diffctently. This could be o nalumlly oculrrm;,
-sitdation or one that is contrived.

5) As a final step, one should select those suu.nlmus which

' most effectively, efficiently! and practically define the
intcirded ontcomes.

A general statement of the affective objectives might be ds

follows: As stidents progress through school, they will niaintain

or increase feelings of personal wortl, of being able to cope, of

»

~ being able to express openly and accurately, and of being to some

degree autonomous, that is, able to make their own choices.

The statement uses the words, “maintain or increase.” The
‘assumption is that some children have relatively healthy self
concepts; that is, there are small discrepancics between the

perceived self and the concept of adequacy, and (he classroom.

should help them nwintain this. Others, with lurger discrepancics
between perceived self and the concept of adequacy, will have
classroom experiences which will enable them to increasingly feel
that their pcrccivcd selves are becoming more adequate,

The attempt to follow sleps iwo and three in the Popham
strategy are presented in Table 3, The behavioral characteristics
listed for students who have feelings of adequacy and those who
" fecl much less adequate can serve as a guide for determining the
kind of data one needs to gather, or for the selection of an
instrument which will measure dimensions of the self concept.

Once again, the observation could be used to look at the

" behavior of individuals. Though it may be an effective method, it
c.crlamly is not the most cfficient or pr.lclwal For research
urposes, ohservation could serve as an independent measure for

b 14,
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R TABLE 3 ' oo R . B,
The cognitive/affective variables of worth, coping, expressing, and : ) )
autonomy for two hypothetical students. . v
POSSESSOR NON-POSSESSOR T
_ Worth Worth - ) : ' i
‘ Positive self reference (self accepting) Seeks reassurance/denies own importance
Comfortable with people (poised) Nervous around people -
Is friendly (has friends) Few friends/quarrelsome with peers .
Can admit imperfections (take criticism) . Boasts™ - .. A
Independent Dependent on authority'orqo;hers
Flexible Rigid o
\ _ Undefensive/open ° Easily defensive/denies actions
A Trusting _ Suspicious/wary
Warm (loving) . Cold '
Spontaneous N Calculating/mean °
) Can relax (not tense) y Often tense/rarely relaxed - .
" Happy Unhappy
Can be quiet Attention getting




v

Coping—

_Takes' responsxbxhty/good leader
"Sees school work as challenging
Curious/participates

Problem solving approach

LiKe- school .

Comyetent in school work
Sociometrically chosen for tasks

1

Expressing :
Talks easily in class/outspoken’
Shares feelings (even negative)
Takes positions on issues
Open about feelings/self revealing
Direct/blunt !
Constructive confrontations

- Less superficial talk .,

Autonomy[Can Make Choices -
Can disagree openly *

Decisive

Can take reasonable risks

Thinks through issues & decisions .
Resistance to authority/reality oriented/tests for-self
Internal locus of evaluation

<
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Copmg -

Poor leader/mesponsxble

Dislikes work

Dislikes novelty/reluctant to participate
Flounders

Dislikes school

Does poor work

Not chosen for tasks

” Expressing

Does not volunteer to participate
Hides feelings/pokerface/fake smile -
Not clear what he believes

Denies feelings

Super tactful/unclear meanings
Destructive/blows up/blasts¢

Chatters

Autonomy
Never disagrees or really agrees
Wish-washy

. Plays it safe

Impulsive/flip-flops
Authority oriented -
Dependent/checks out others

N

ovl .
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validating sclf report typo sncasures. It is also a nseful tool in the
case of an’ individual child who seems to be having difficulty in .
N school. In this gase, rather than an interaction analysis lypc

anccdotal record as described by Prescote (1957). .t
.. When we turn to other measuring instruments, it is clear that

thére are problems which do not appear when measuring

" cognitive variables. The first problem is that, with the exception

of some attitude inventorics, very little affective measurcment has -

the time for, such measures since: most of ‘the existing onies,
’ developed independent of an - explanatory,, theory, have not .
- supplicd dala which had clear usefuluess. They may be useful -
direetly. to' connseling situations, but for the most part, they do
not” scem o get' very close to the total )lyn.mlic.s affecting
motivation and learning. It seems to me- that those of us
concerned with measurement and rescarch in education nust help
- teacliers understand the importance of affective factoss.
A sccond kind of problem, selated to tlig first, is that some of
the better known psychologists, Skinner (1974) for example,
“deny the importauce of internal processes. These, too, are seen as
_ the resultant of seinforcement processes. They arguc that, if one -
provides the appropriate consequences skillfully cnough, any
! * behavior one desires can be developed. 1 do not believe that ‘
behaviorists have demonstiated this with the more complex Lo
human processes. At the same time, I think there is eviden . that ‘
internal variables correlate with behavior and gredicted outcomes.
1 have already reviewed some of this rescarch. In the end, it is
essentially an empirical question to bc settled by further rescarcly.:
<A different kind of problem arises ‘because, willithe exueplimr
of observation, affective measuring instruments are, for the most
part, self repott statements. Jt is clear that these are’subject to
distortion. In a study by "Gétzels and Walsh (1958), it was
assumed that any question serves as a stimulus for an individual
to set up a persomal hypothesis as to how he would answer the
question. lle then checks his personal hypothesis with the
situation. Following that, a vesbal response is made which is
cither the personal hypothesis or a distortion which fits the
situation.  With  this  mini-theory, they put forth several
l:lk‘llcvpolIchcs for research. The first one was that questions dealing

2 \

- - .

observation, it would probgbly be most helpful to employ an .

been done in the schools. There may even be resistance to taking :
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with socially conflicted objects of inquity, would clicit a large
discrepancy between the personal hypoihesis and the expressed
" seaction. Thé second fypothesis stated that questions dealing
with socially neutral objeets would clicit small dlS(.I'CP.llltl(.S
between the two. They tested the hypotheses by giving persous.

. lwo questionnaites, one made up of direct questions, and one, a»

senfence completion questicnnaire, which was ‘scored as a
projective technique. Both of their hypotheses were confirmed.

" The implications of this study-arc essentially that, m any
attempt to measure affective variables, we are asking s(udcnls o
make public statements subject to a social desirability cfful n
the cases where such a public statement might'. invoke
defensiveness, techimiques should be employed which miniize
this. In Getzels' study, the use uf a simple projective lcdmlque
was able to circuinvent miich of the distortion. It is also possible
lo use a bairc(l comparison technicque in which statements are
selected  which Imye a low correlation -with scales of social
desirability, sueh as * yse dcvelopcd by Edwards (1957).

There are’ * problems comected with cstablishing validity for
affective instruments. Reliability and content validity seeny to
cause few problems. Concurrent validity, the correlation between
the instrument and independent mcasures of the, same trait,
prcseuls the problem of finding really good independent,
indicators. Corrclations with other tests, purporlcdly measu’;mg
the same construct, are usually positivé; often significant, but
low. Construct validation, the degree lo\whu.lu\an instrument”
accurately measures the construct, presents problems whicli |1
think are mainly due to the difficulty of defining the constsuct. I
think that improvement in this area and in the area of predictive
validity will come as we develop definitions 1 ore- tied to
behavior. 1 have'tried to do this in Table 3. Certwi.ay it is anarea,
which calls for much work and ingenity.

Waren Findley, in a pessonal communication, called ny
altention_to a paper submitted for piesentation at AERA by
Watker and McGranahan (1976). The paper concerns the
development of an affective measte which samples four kinds of
attitudes: feclings toward school, social stiucture and climate,
attitudes toward reading and math, aid self concept in school. An
espcaally interesting part of the study was the validation

chaique used. A group of students was asked to pl.ly-.ul that *
E lC '

Aruitea Provded by ERC

.. 139 . 7

-

\

-*

|




. B
~ . -

- -

they enjoyed schoul and felt competent in their school work. A
5eumd group was asked to play-act the opposite. To quote from
v Dr. Walker’s letter: “The logic of the study was this: if students
‘who are pretending to have a specific attitude give a certain set of
1esponses, then those. responses ase a valid ingdicator of the
attitude ‘when given by students who are not rofe-playing.” In
27+ T addition to the imaginative technique, there was an interesting
o finding. Studeats role-playing positive attitudes aclieved very
high scores on the attitude measures, while ‘those role-playing
negative attitudes had scores close to zero. This clearly indicates
> ihat what the test constructor thought were items which would
- meastie positiveness and negativeness agreed to a very high,
. degree with students’ perceptions. This would scem highly
validating. However, “‘real” students do nol score at these
extremes, most likely because their feelings are mixed or qualified
in some ‘way, Since constructs are defined in “pure” terms (a
_pesson has it or.does not have it), the results of validation studies
. do not come out as clearly as we would like.
The selution to validity problems- still lies ahcad, but we -
“ should be aware that we are working with constructs describing -
<, very complex processes and functions. “There is no royul road to
- ‘sclf;’ we are forced to approach .Along the only paths open o us,
through the torfuous byways of analysis, inference, hypothesis,
and reconstruction” (Mason, §1976). The prize is increased ability
to predict and to formulate effective teaching methods.

Despite the problems which we lave discussed, there are
literally hundreds of affective measures. Some are quite well -
knownt  such as the Rosschach or Thematic  Apperception
Technique. A large number of newer ones are bricfly described in
v, Improving Educational Assessment and An Inventory uf Measures
of Affective Behavior (Beatty, 1969) under headings such as
° “Attitude Scales,” “Creativity,” “Interaction,” “Motivation,”
“personality,” and “Self Concept.” The measures are in various
stages of development and offer a varicty of approaches.to the .

. measurement problem. )
Lo Before talking about a specific instrument which has been
developed just for the purpose of assessing mdmdual affectivity

in the schools, 1 would like to give brief desmpllous of several -

@ pproaches to affective assessment. Ong technique which is not

EMC()() well known is the bcnuulVDlMcn.ulml, developed by
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‘Osg;)od, Suci, .and Tannenbaum (‘l‘)57). :i'llcy 5%11111(: that

adjectives are the most important words for conveying the shades
of meaning which concepts have for us. They experimented with
a number of bi-polar adjective scales for rating concepts. Of the
many different dimensions studied, three were found to account
for most of the variance. They were evaluation, for example,
good-bad; potency, that is, strong-weak; and activity, adjectives
such as fastslow. Actually, ‘the major part of the variance is
accounted for on the evaluation dimension alone. This is

probably true because it is the main element of affective .

reactions. If a concept such as school was studicd, students might
be asked to rate it on a number of 7-point scales ¢ :erned with
evaluation  such as, good-bad, beautiful-ugly, fair-unfair,
happy-sad, and nice-awful. If ten scales were used, one would gel
scores on a 7-point scale ranging from ten to 70. These scores
could then be compared to determiiie positiveness or negativeness
toward various aspects of school, differences in attitudes between

’n‘/

the beginning uwd-end of wschivol year, dcross grade levels; and so
forth. The concepts could, of course, be chosen to sample aspects
of worth, coping, expressing, and autonomy.

Anotlier measuring tool, appropriate to affective variables, is

the Qssort developed by Stephenson (1953). The technique was-

used by Rogers (1954) to assess personality changes associated
with therapy. The Q-sort_is constructed by selecting a number of
statements about pcrsona%mnul behavior. 1t is possible
to use a Q-sort developed by someone else, but in order to
include those particular behaviors which are refevant to the study,
the items are usually developed by the person doing the
assessiment. These statements are printed on separate cards, and
the persons being tested is asked to soul them into piles ranging
from “most like me” to “least like me” In order to insure
uniform distribution of the traits, 2 “forced-normal’ distribution
is used. The subject is asked to place a specific number of cards in
“each pile. For example, if the sort had 54 items in it, one would
use nine piles and’ place only three items in cach of the extreme
piles, five in the two next mosl extreme, six in the nexs, eight in
the next, and ten in the middle pile. The data derivéd from this
procedure  consists  of an  individual®  beliefs about his
haracteristics. It can also be used in a number of other ways such

E MC 15 sorting the items tlie way one thinks the teacher sees one, or in
i .
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terms of.one’s concept of adequacy. An individual can also sort
- 4 - .
according to the way he thinks most descriptive of another
person. Each of these sorts represents the sorter’s perception, and
there are no norms which can be applied. Comparisons can be
A - . . 3 . . -
smade’ by computing corrclations between two separate sortings of

the items. [t is also possible to discover which items are uséd most
often within a gronp of students to describe themdcelves or others.
Stephenson describes even more_elaborate ways of constructing
and using the methqd. The scoring is somewhat fime consuming,
but the instrument has great flexibility and could certainly” be
used as an independent criterion while studying the validity of
another measuring device.

Projective techniques are particularly appropriate when there
is concern that students might want to distort their answers té
create a particular impression. Some projectives are complex and
take long fraining to score. There are simpler approaches,
however, such as’the sentence completion technique mcutio‘cd
in Getzels and Walsh’s (1958) research. A person is presented
with part of a sentence such as,. “People like me ..".,” and he is

_ asked to finish the sentence in any way he wishes. It is possible to

look at the content of the ending provided by the person for
cognitive reactions, but as an affective instrment, it is scored in
terms of whether or not the completion shows positive, negative *
or indeterminate affect. In the case of the stem, “People like
me. .., if the student finished it with the phrase, “most of the
time,” it would be scored as positive affect. 1t is possible }o'gut
high agreement among raters and this approach has great
flexibility. 1t has the usual advantage of a projective technique,
that of being able to tap feelings which might be hidden if asked

- ~for directly. By measnring variables both dircctly and with this

rojective technigue, the investigator could use the discrepancy
3clwecu responses as an indication of defensiveness. tligh
cfensiveness is siggestive of donbts aboul personal worth. )
‘The Index of Adjnstment and Values, developed by Bills &t al.
(1951), is a sclf perception measnre which has probably been
more thoronghly stndied than any other single instrument for
assessing self concept. It began in 1951 as a measure of adult.
adjustment, and through continnal work, now offers forms to
measure adults, high school, junior high school, and elementary

EMCSCIN)()‘I stuclents from the third grade on up. Each of these forms
:
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lias been tested for reliability and, to some degree, for validity.
The adult form has also been used extensively in rescarch. The
.- instrument, the validation studies on it, and some of the research
results using it, are reported by Bills in his book, A System Jor-
, Assessing Affectivity (1975). | would like to present some of the
: highlights from that report.
The instrument cousists of two answer sheets, each containing
. a list of 49 adjectives, and.two instruction sheets. The Index of
) Adjustment and Values (JAV) asks an individual to rate himsclf
, on a five “point scale with regard to how much of the time the
adjective characterizes him. He is then asked to tate, again on a
five point scale, how he feels about being this way, and finally, to
rate how he would like to be with regard to the same trait. When
hie completes the ratings for himself he is then asked to make the
same assessments as he believes his, peers would rate themselves. .
The two answer sheets are identical. The instruction sheets differ
only in that the word “he” instead-of “I"“is-used-to-indicate that
one is rating others rather than self. .
The instrument yiclds scores showing the difference between
the perceived self and the perceived ideal self, a comparable score h
for perceptions of other people, and two scores which summarize
i the relationship between 2 person’s self acceplance and his
perception of other people’s self acceptance. This is done by
sunuping eich of the columns and computing a discrepancy score
between Column 1 (1 am ") and Columm 111 (““1 wonld like
tobe ”). ’ .
, The 1AV for Self cun be examined at several levels. Each rated
trait gives specific information about how an individual sees
himself, how he feels about it and how he wounld like to be. Such
information is probably of use only in comnscling, 1 is also
possible to compare scores with nonnative data provided by Bills.
This would probably be most useful in examining or comparing
-group means. For example, is this class more setf accepting than
that class? The third level would be concerned  with the
behavioral characteristics of people with high or low scores on tlie
IAV. Bills provides some information on this. 1je suggests that
self acceptance is not a linear function but one in which scores
around or just above the population mean represent optimal

Qo "(Ijuslmqnl. . .
E lC Bills has developed another score which appears to be a real Wt
- B ,
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inmovation. This is what he calls categorical scores. By using the
Column 1T (“llow you fectabout yoursel”) sums from both the
Self and Others ratings, a person can be assigned to one of four
- categories. If his Seclf Colunm 1l score is at or above the
population nean, he is assigned a plus (+). I the sating score for
Others is equal to or above the rating he gave to himself, he is
assigned another plus, and is labeled a ++ persoir. If a person’s
Column {1 score fog_Sclf is below the mean for the population he
is assigned a minus (=). If, at the same time, the ratings on Others
is above his score on Self, he is given a second sign of plus. The
four combinations then, make it possible to have categories of

- people labeled ++, --+, +—, and —~. Thus, ++ people are those
who score themselves above the mean of the population on self
acceptance and see others as equally or more self accepting\
Plus-minus people sce themselves as more accepling than the
-population but sce others as less accepting of themselves. The —+
person is less self accepting but sces others as more self accepting
and the - people are neither self accepting: nor do they see
others a3 self accepling. .

Some of the score interpretations which Bills belicves are
“supported by his rescarch are as follows. Increases in Column 1
and 1l on the Self measure are usually indicative of positive .
change. Al the same time, a decrease in the discrepancy score
between Colummns 1 and 111 may be positive. Bills theory assumes
that personally well-adjusted people like themselves and sce
themselves as little discrepant from their idcal selves. When it
comes to category scores as a means of assessing change, (wo
variables are taken into account together: perceived sclf accept-
ance and perceived  clf acceptance of others. Changes in
categories are seen as indicative of change i self perception. To
cvaluate this, the four categories are interpreted from most
desirable to least desirable in the order ++, —+,+--, und S—

Research which supports these interpretations and data on
reliability and validity are all reported iwBills’ book (1975).

“With the instruments which Live discussed for measuring
affective variables in individuals, it should be possible to assess
the four coguitive-atfective ogganizing centers presented in my
self’ concept theory. When measures of the leaming environment
are studied in relation to student scoges on affective variables and

Q
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theory- of motivation and learning. This
develop an appropriate rationale for our

and the results of our measurement should enable us to correct
and extend the theory. If such an endeavor lives up to its
promise, it could well lead to important changes in the schools.

ERIC 18y
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their performance in school, it should be possible to-deepen our
understanding of the factors which enable children to learn in
school and become effective people in their lives beyond school.
Both sets of measures, those for the learning environment and
those to assess students, have been drawn in relation to an overall

should enable us to
measurement efforts,
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There are two ways in_which evaluation and-:the affective
domain must be considered. The first is evaluation of affective
aspects of programs, personnel, or products. The second is Ihe use
of affect in evaluation. Understanding the first encompasses (1)
the general nature of ‘the evaluation process, (2) what it consists
of, and (3) how it works. Understanding the latter requires (1)

. knowledge of the affective domain itself and (2) the acceptance

of an epistemology, a way of knowing, that is not held in high
respect in our culture. This paper presents thoughts about these
five points that were examined and're-examined at (he NSPER:

-76 sessions. -

E

THE GENERAL NATURE OF THE
EVALUATION PROCESS

_ Evaluation is a systematic problem-solving process. This is a
basic point on which all of tlie evaluation theorists agree. As such,
evaluation is a derivative of the scientific metliod akin to the
research; the development and other systematic problem-solving
processes. Like research and development, the evaluation process
involves a problem, the design of a systematic plan of action to
resolve fhat problem, the reliance on data in solving the problen,
and the evaluation of a product. Evaluation differs from research

" and development and these differences became apparent when

Q

one specifies the general characteristics of the problem, tlie action
plan, and the product for each of the processes.

To make clear the differences between an evaluation problem
and a research or development problem, it is necessary to define
tlie concept “problem” as a component of the scientific method.
McDowell (1966) asserts that a problém consists of two clements,
an intention and a barrier to the realization of that intention.
McDowell says that a problem statement documents the inten-
“on, explicates {he barrier, and presents either data or

E mc‘mvincing logic that establishes the connection between the two,
A FuiText pe c ¢
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« McDowell’s work and thie deliberations of the participants in
the 1972 NSPER sessions (Gephart, ct. al., 1973) make the point
that the abstract language of the scientific method is deterrent to  *
the actual work of systematic problem splving. That is, the ters
“intention” and “barrier” nced to be made more specific if work’
is to be accomplished. To achieve tha: specificity NSPER: 72
{ ~elicipants delineated three types of iutentions' and their
assaciated barriers as shown in the table below: .

- TABLE 1: Inteutions and their Barriers

Intention Barrier(s) .
1. To know in a generalizable la. The item to be known has
or theory sense. never been studied before
or,

Ib. The study or studies of
- the itew are inconclusive.

2. To do some task. © 2a. The tools or procedures
for doing the task have
nol been created, or

2b. The tools or procedures

for doing the task will not

petform at the quantita-
tive or qualitative levels

-

- v . desired. ¢
3.To choose one item (or 3. The relative worth of
some subset) from a set for each of e items in the
treatment  different  than choice-making sitnation is
the othets in the sct, not known.

When we have an intention to know that is problematic, the
rescarch process is the appropiiate resolution strategy. When done
propetly the rescarch process produces evidence which supports

Y ois readily recogalzed that other types of intentions, exist. ‘The thice
Q ealt with in this paper are commonly misunderstoad and mixed together

. E MC y educatoss.
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or rejects conjectures (hypotheses) about bits of phenomena
‘ and/or their relationships. The development process, the appro-
. priate resolution strategy when an intention to do is problematic,
creates work tested tools or procedmcs An intention to choose
that is, pmblemalic is best resolved by the ¢ aluation piocess.
When done properly,lie evaluation process gives information to

decision makers ~ information which helps them determine the

relative worth of the-alternatives being considered.
Evaluation and development ase similar processes in their
" focus on a specific situation. They are different in that evaluation
produces information while development produces tools and
pmccdures The products of evaluation and rescarch are also
similar_and_different. They both produce information. Rescarch
/——”d’ﬁe right produces information that is applicable in diffarent
places and times. It is generalizable. Evaluation on the other hand
produces situation specific information: What is the relative
- value of altesniatives A, B, C . . . in location Y at time T?
Evaluation then is a systematjc problem-solving methodology
sinilar to the research and development processes, but differcnt
from them incterms of the speuf cs of the purpose it serves and
what it produces. ¢ - - .

THE COMPONENTS OF THE
EVALUATION PROCESS

A second way of examining the evaluation process is initiated
by the question, “What docs it consist of? What are its
component parts?” A review of, the literature on the evaluali‘on
process is indirectly helpful in answering this qncsmm That is,
although much of the literat e alludes to the components of tie
evaluation process, few if any writings focus on the delincation of
tlietn dicectly. . e,

Five components can be teased out of the literature (Figure 1).
The elimination ofany one of them scems logically to emascufate
the concept “evaluation.”

Those five are:

. 1) Need to nake a choice, Every evalnation effort and all of
the evaluation modcls confinn “the need to make a choice” asa

Q ntral component of the evaluation process. Sometimes this
]:KC\mcé making is for simple lahcling pusposes — we want te

164

’



Cl‘micc . [Need to Make a
Maker(s) Choice Systeny;
Role |

I
i
|
b

of'
Altematives,

.

FIGURE 1: Components of the Evaluation Process

-

BA ot provided by R




[

169

.., conununicate quickly to others in a manner which tells the

quality of some entity. The need in this labeling situation stems
from the fact that there are a broad range of symbols of quality
all of which cannot be used simultaneously. For example, in
evaluating a student’s work a range of symbols from A to E is
usually considered, and the evalualor needs to choose the one_
label that best reflects the quality of the work. At other times the
need to make a choice stems from the fact that several action
options may exist and it is impossible to simultaneously pursue
all of the options. For example, consider the sitisation in which a
riew educational program has been, through a test run in a school

- system. AL this point the decision makers have several action

altemnatives: a) build the new prograin in as a part of the regular
program; b) test the program again with some modifications; o c)
drop the new program. It is impossible to do all three. Thus there
is a need to make a decision. e

2) 4 value system. The-act of choosing one alternative from
some set of altematives always occurs in a given settingand at a
given time. As such, it occurs within a specific value system or
value complex. The nature of that value system will establish who
makes the decision and the variables to be used in determining
the relative worth of the options. In one location a particular
decision will be made by the school board members; in another
the same decision will be in the hands of administrators; in still
others, in the hands of teachers. In one setting the acceplability
of the aterials by the lay public Will be a primary criterion. I -
another, public opinion will be relatively iumaterial. Which
(either decision locus or basic criteria) surfaces is an actifact of
the extant value base.

3) A set of alternatives. Every evaluation problem has within
it a set of alternatives. Many fail to differentiate those instances
in which information is desired that will describe the school’s
population (on some relevant scale) from those instances in which
a choice is to be made. The former is a situation in which we’
simply want to know, “How do the people of interest distribute
on some variable?” (e.g., what are the reading scores of pcople
who successfully leave the sixth grade in school J?) The latter, the
chioice making, is a situation in which two or more alternatives
are present and the circuinstances prohibit treating both (or all)

—l: ‘llC“tIrenr alike. Forexample, Wj coutld use textbook serics A only,

/bi " )
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textbook series B only, or some combination, It is impossible to
implement all three options.

Evaluation always contains or focuses on a sct of two or more
altematives. Sometimes only a few alternatives ont of some larger”
set will be considered and used. At other times, a limited subset is”
readily. visible to the decision makers and the process calls for
delincation-of_heretofore unperceived alternatives and then the
specification of the relative worth of all the alteratives. If a sel
of alternatives cannot be delincated, an cvaluation -problem
cannot be delineated. )

The distinction between components 1 and 3 needs further
comment. At first consideration, listing them separately appears
pedantic. There are many instances where the “need to make a
chuice™ exists within an individual or organization BUT no
altematives exist. Al other times options exist but in the absence
of a perceived need to choose. Neither of these instances call for
an application of evaluation asa formal problem solving strategy.

4) Evaluator role. In every instance of an application of the
evalnation process there is an evaluator role. Somelimes it is
oceupied by a person other than the choice maker. At other times

one person plays both roles. The evaluator role involves determin-
ation of the alternatives that will be considered in the choice
making and the value dimensions to be used in deterniining their
relative worth. It also involves generating data and interpreting
those data, sometimes in 1 formal report.

5) Choice maker role. The last component is the choice maker
role. Again, this may be played by someone other than the player
.of the evalnator role or one person may play both roles. Further,
the choice maker role may be played by one person or by a group
of persons. If one person, it may be an instance in which that
person is acting independently of others or under the influence of
some collection of others. If the decision making role is played by
a group, it may be acting as a whole or it may be a group acting
serialty. In any case, an individual plays the choice maker role by
specifying and teceiving the information necessazy lo determine
the relative worth of the alternatives and using that infonnation

for sorting the altematives into categories to be treated differcn-
tly (for example, qualitative descriptors to be used and those not
to be used: actions to be taken and those not to be taken, etc.).

gLA
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A distinction nezds to be made at this point between
evaluation as a systematic problem solving process and evaluation
that is a spur of the moment, accidental aclivity . The components
listed above are found in the instances of evaluation used as a
Systematic problem solving activity, Evaluation is a continual
human activity. Sometimes it is carried ont in ways that generate
public information. At other times it is used to generate private
information. The former is the focus of this presentation.

HOW IT WORKS

Despite the large number of what appeats to he competing
models of the evaluation process, there are a very limited set of
operational definitions of the term. Given acceplance of a degree
of abstraction in language it is possible to describe the evaluation
process using one sel of operations. At a more explicit level of
language several process descriptions are possible. The material
which follows presents the generalized operalional definition and
three derivatives that can be shown through a higher degree of
specificity in the language used. The fact that dif; fering levels of
abstraction (or specificity) of language are being used to describe
evaluation operations should be clear in the reader’s mind. The
different operational descriptions are not different evaluation

- g w A
“models, but rather, operational definitions thiat are more or less
abstract.

How §t Works — The General Case
8

The general case of evaluation involves three kinds of aclivity:
Determining the information- needed, generating that informa-
tion, and reporting that information. These three acfivities can be
found in writings about the CIPP Madel, the CSE Model, the
Discrepancy Model, the Countenance and/or Responsive Models,
the Formative and/or Summative Madels, the Goal Free Model,
etc. The three. activities can also be seet in case study reports of
evaluation effoits. '

Before detailing the general nature of thiese iisee classes of
evalvation operations, a distinction needs (o be made between-
applications of the evaluation Pprocess-that are ad hoc in nature

@ lapplications-that are of a continuing nature. The former are
"ERIC '
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« activitics. undertaken to serve a specific purpose or decision. Their
L opesationsare.generally sequential.

The operations i a’ continuing evaluation cifort, such as a
univessity’s institutional research operations or a public school
system’s evaluation program are much more iterative in nature.
And although this complicates the operations in an actual case, it
makes only a simple moditication conceptually. That modifica-
tion is the addition and use of fecdback mechanisins between the
geneeal activity blocks. (Fig. 2.and 3)

-

"FIGURE 2: A Block Diagram of the
_ Ad Hoc Evaluation Process

5
Determine Generate Report
Information | 3| Needed Information
Needed fnformation

" FIGURE 3: A Block Diagrain of a Continuing
Evaluation Operation
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Delermininé the information needed is essentially an interface
activity in -which three items ase made explicit. (A flow chart of
these activities is. presented in Figure 4. First, is there an
“evaluation problem?” That s, can a choice making activity be
identified in which the relative worth of the alternatives is not

. known to the individuals who must make the choice?If the
answer (o that question is no, an evaluation is not needed.
Second, a matrix should be constructed which specifies the
alternatives and the vasiables that the decision makers will use in
determining the relative worth of the altematives. An illustrative

- matrix is shown in Figure 5. In this case the alternatives identified
through discussions with the decision maker emanate from a
textbook adoption problem in a state that publishes an approved
text list. The variables to be used in determining the relative vafue
of those alternalives arc identificd through discussions with the
‘decision makers and selecled educational specialists. The blank
columin is included to suggest that more variables might be
included in-the evaluation. The same point should be made about
the alternatives. The specifics of the situation and the decision
will detgrmine the number and nature of the alternatives and
value variables to be included in a given evaluation effort. The
third item to be specified is the plan for_collecting the data
needed to fill each cell of the alternatives/values variables matrix.
This involves activities (3), (4), and (5) in the flow chart (Figure
4): Specifying the exact nature of the data; specifying the
procedures to be used to' generate or collect the data; and,
schecluling the data generation activities. In doing these activities,
the evaluator needs to check with the decision mak.r lo see that
the data are credible; that the procedures to be used are

" acceptable  within policy and budgeting limits:- and that the
schedule is acceptable.

ERIC .
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The secand general activity in the evaluation process is the
generation and analysis of data. The purpose of this activity is to
produce the data and/or information that is- needed 1o fill the
sells of the matrix. In the illustration (Figure 5), cell 1A would be
filled in by determining the cost for textbook series A (either on
a_per pupil or total cost basis or both). Cell 1A calls for tlie
comparable cost figure for textbook series B. Cell IB would be
filled in with data and/or-ipformation on the level of achievement
that can be attained through the use of textbook series A. The
flowchart presented in Figure 6 displays the activities which
comprise this aspect of an evaluation effort. It recognizes that
some of the information needed for a decision may already exist
in society’s knowledge bank; that other kinds of data may be
possessed by some other agency (the cost factor in the textbook
illustration is a case in point); that still’other kinds of decision
may exist in_the client’s data bank but not in a forn directly
relevant to the decision being served; and finally, that some of the
data reeded to determine relative va’ae of the alternatives will
have to'be generated in the evaluation. Associated with each of
these classes of information, the flowchart indicates activities that
need to be carried out. A destinction is made here between the
concepls “data’ and “information.” The following test scores are
data: 25,31, 16,42,36,34,29,34, and 37. Those dala musl
undergn some conversion in order to become information. The
len scores range from 16 to 42, have a mean of 32,0, and a
standard deviation of 7.3. Evaluation efforts frequently involve
the generation of data that must be converted to infonnation.
The flowchart (Figure 6) recognizes two more operational points.
All of the information accumulated needs to be interpreted in
terims of its meaning for the specific decision. Finally, the

flowchart does not delineate between coghilive and affeclive
data. This is deliberate. Usually both types of data will be
involved. In some cases affective data will be more central and in
others cognitive data items will be preeminant. The exact mix will
be detenmined by the specific project.

The final class of activities in evaluation is reporling. Evalua-
tion theorists take different positions on this activily. Some are
content to present the information collected in the evaluative
effort. Others believe the evaluative work is incomplete until the

17
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decision or judgment is made. Regardless of the stance, a
. reporting effoit is inclided.
fltepgrting activity, as indicated in Figure 7, starls with the
determination of the information needs (Fignre 4), for in that
"}aspcqg\ suinie. of the reporting specifications are set. As the
" delincation of the alternatives is carricd out some aspects of the
reporting activity are set. As the value variables are established,
still additional ; reporting specifications are scl. The level of
decision making on which the evaluation is to focus further
. spétﬁlics the reporting. The reporting activity involves indentifica-
tion of the specific_individual or individuals who make the
c!migc\;..l’n,d the determination of the way in which the person(s)
receive or process information. Do they intake information best
!Im;ugh reading? Through listening? Through working through
illustrative fasks? This information also sets specifications for the
. teporling activity. Within these specifications evaluation reporting
conchrdes _with the design, development, and delivery of tie
evaluation information.

-

l;lu,w !tMIofks: Tilqee General Models

As.slated cailicr, the operational definition of the evaluation
.;pztxccss can he described using language at different levels on a
continuum from abstract to specific. The preceding was very
abstract, a leseription of the general case. This section will be
more specific by dealing with thice general types of evaluation
°  cumrently described in thic evaluation theory Iitcmﬁu‘re. These
" —sthree operational forms of evaluation have been nsed for decades.
Tie first is the form espoused by those individuals who define
cvaluation as measurement. The second form is the definition of
- evaluation us a service to decision making. The third fonn,_by
definition, merges measurement and decision making by defining
cvaluation as a synonym of judgment. .
An Hlustration of the first foms (evaluation equals ‘easyre-
«ment) can be seen in a school system’s standardized testing
program. The staff is awae of a cyclical need to make certain
types of decisions. To help them in making those decisions, a
battesy of measuring pracedures are administered, the responses
tabuloted, and the data sto ed ready for retgieval if and when it is
O  nceded. - o
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An illustration of thie second form can be scen in the work of
an evaluation department as it tries to help a school board decide
on the set of educational goals their school district should focus
on. A large numper of goals are possible candidates and the
school caniiot focus on all of them. The goals to be considered .
must be delineated and the variables whic {Cwill be used to
determine the rclative worth of the many goals must be specified.
The data for each goal on each variable are collected, analyzed,
and interpreted. And, a report indicating rcli ve worth of the
individual goals is made to the group thai has the responsibility
for the selection of a specific set of goals.

The third-form of evaluation (evaluaticn cquals judgment) can

be illustrated by the work of an accreditiiig agency. Knowledge-
able judges are selected. Those judges cxamine the item to be
- accredited. Their observations are collected and a judgment is
rendered. (The evaluation problem in this case is the intention to
describe the quality of a program when many descriptors are
available and their relative appropriateness is not known.)
" These illustrations suggest the operational definitions of the
threr general forms of evaluation (Figure 8). The figure below
item 1l outlines their operational steps. The other rows detail
their general nature, products, and criteria for qualitative assess-
ment of an evaluative application.

In sutmary, evaluation in any of its forms involves detcnmn-
ing the nature of the information rceded for a deusnon, the
generation, analysis, and interpretation of ‘ata basic to that

‘nformation; and the reporting of the information. It is a__

systematic problem-solving strategy uscful when there is an
intention or need to make-a choice and the relative value of the
options is noi known. ls commponepts are a valuc base, a set of
alternatives, a need to make a choice; and “choice-maker” and
“evaluator” roles. It is a.ual{nal human behavior engaged in by
all. Sometimes it is don‘g subjectively and for the most part
piivately. At other times it is done systematically and publicly.
e latter is our focus here.

THE AFFECTIVE DOMAIN

The presentation of that center heading, “The Affcctive
KC Jomain™ in some respects is—connterproductive to clear under-
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standing. The woid, “domain,” commoles scope, dominion,
power, bound.nry It often gives rise to ideas of exclusivity.
Educators use the phrase to signal something other than
cognitive. lit this usage educators have take. an either-or stance, a
stance that makes understanding the concept, affect, more
difficult because cognition and affectivity are nol discrete, not
separate in real world behavior., .

‘As a cose in point consider the behavior of an artist.
Composing and rendering a work of art are prime examples Hf the
incxorable’ unity of what is called cognitive, affective, and
psychomotar behaviors. Logical analyses of behavior have given
labels to aspects of behavior FOR THE PURPOSE OFF STUDY
AND COMMUNICATION about a complex concept. In this

manner we have created thiee useful explanatory fictions, the
, cognitive  domain, the affective domain, the ‘psychomotor
© domain. BUT, as useful as this separation is, we must never make
the mistake that it is real.or that we will see “pure” affective

behavior or “pure’ cognitive behavior, ete.
Willt this caveat in mind, what is the affective domain? To
Janswer that question, we suggest the ancient “Blind Men and the
Elephant™ story. To them the definition of “clephant” was varied
because  of differing vantage points. People describing the
affective domain have different vantage points as well. Some
describe it by telling its synonyms. Others pomt to examples of .
it. Still others will tell you what it consists of. And another group
will ply you with how it works. Two more can be found. Some
describe by contrasting the affective domain with items that are
related but different. Ard finally, there are people wlho describe

» by telling how it fits in_the giand scheme.
We agree with Henry Cady (1967): To appichend the meaning
Lof a complex concept ALL of these forms of description or
definition need to be used. So, to practice that belicf, the
- following discussion merges the message from all of the “blind

men.”

‘The affective domain is an abstract categorical term which
references a class of conwepts. As such, it has no synonyms. In
normal aad professional disconrse, it is used as if it is the opposite
(an antonym) of the cognitive dowain. This is a mistaken usage
for there are cognitive aspects to affective behavior and affective
sspects to cognitive behavior.

.
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" At times, both in°gencral and professional discourse, a number
of terns are used as synonyms (e.g., emotions, attitudes, valués,
'pcrccplions,_ anxiety, love, hatred, feclings, beticfs, etc.). There
are two difficulties in this. First, the term on which we are

. focused is “affective domain.” The term “emotions” cannot be a
synonym of the term “affective domain” for tle former,
“emotions,” as a plural term, references more than one of the
entitics of interest while the term “affective demain” reféiences a
(singular) category. The failure to recognize the rivovement from a
category to an element in that category blocks thorough
undeistanding. i

The second difficulty here is shown when people say, “Right!
‘Emotions’ and the ‘affective domain’ are not synonyms! ‘Emo-
tion’ (singular) and ‘affect’ are synonyms!” Wrong! Our language

’ has a built-in variable, abstract to specific. “Emotion” and. — |
“affect” are at different levels of abstraction (or speciﬁci_lygjusl
as “nepliew” and “aunt™ ate at different levels on 2 kinship
variable. “Affect” is a more inclusive concept than is “emotion.”
And, “the affective domain™ is a still higher level of abstraction.

During the NSPER: 76 sessions, note was made of the fact
that the paper presenters and the participants uscd over a dozen

words in talking about the focus of interest, the affective domain.
In some of the discussion there was at least the hint that these
terms {(and concepls) comprise a taxonomy. That is, one of the
terms, “perception™ encompassed another, “self-perception.” In
tura “perception” was encompassed by some other terin. The

- gloups at the three NSPER: 76 sessions were asked by this writes
to help cunstruct a taxonomy of this terminology. An effort of
this sort was made. And, although the taxonomy that resulted
was far from defiitive, it did scem ‘to hetp people apprehend -
weaning of the concept, “the affective domain.” For that reason,
and to spur reaction, that tentative’ tavonomy is presented in
Figure 9.

The affective domain is the term for 1* = whole class and as

“ such is the most abstract concept in the taxonomy. Comments by
NSPER: 76 speakess suggest that the affective domain has two
subdivisions, the physiological and the psycho-social. 1t was
furthier suggested that thé former was more often the concem of

-
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the medical field and the latter of the fickls of education,
psychology, an¢ ,ociology. The dotted lines in Figure 9 suggest
that additional categories might exist. ‘ '

The;physiological class, according to knowledge of aur nervous
system, can be subdivided into somatic and visceral responses,’
The former includes those internal changes in body lqnglpeml'l\uq,:
tespiration, pulse rate, and blood pressure. The latter” are’ the
sensors for external stimuli and muscle contractions and expan-
sion. “

The other major branch of the affective domain subdivides
into categories labeled “values,” “2motions,” and “perce~tions.”
Values, in '\l/hc NSPER: 76 Jiscussions, seemed to encompass
beliefs - dnd -attitudes; cmol?eus divide into pleasant and un-
pleasant éqinsptit)us; and perceptions into those of self and othess.

The reader shpuld keep” in mind that the classification in
Figure 9 is\prcgo _d\;{nly 'as/a suggested direction. The NSPER:
76"_'parlicipanls»jl)f(i)_his wiiter have sc\t,iuqu reservations about the
validity of lhe—ﬁlacefgi\ent’f)f the tegms. Despitesthe caveat, three
ll_l:iugs can be acgépled fron) this effort to “taxonorize.” First,
the domain does have termihology 3t differinig lévels of abstrac-
tion (or specificity). Second, a taxonomy of ._zﬂ'feclivc domain
terms scems to have poltential for enliancing our understanding.
Third, in the affective domain involves measugenic ity and thus,

" focuses on the specific. Measurement_of gross Jostiactions are
very difficult and usu.lly accomplished by combining observa-
tious of more sgecific things. Therefore, ncasugement in the
affective (Iﬁn‘l:ﬁﬁ;' is likely to focus on [;qrcc;)lii(xs of self and
other, on attitudes and beliefs, and: on {pleasantness. Again,
although they c'ucomagc forther analysis ul(\);lg {hese lines, the

- participants In the NSPER: 76 sessions da pot endorse the
particulars of the cl7 ssification system presented in Figure 9.

To this point cur definition effort has dealt with synonyms
and antonyms. m so doing however, we have touched on
onstitutive definition — what it cousists of. The discussion

indicates that the components of the affective domain are

um&epls of varyng concreteness or substance. Further, there is

confus%n\ in the field abont them. That confusion is demon-

strated whien persons try to stade the inclusion-exclusion criteria

that would determine whether concept X is or is not included in
’

9 2 taxonomy ordomain.
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Confusion is also apparent when we try to construct an
operational  definition - how does it work? The effort by
Krathwohl and others on a taxonomy of the affective domain,
althiongh onr best effort to date, is more an operational definition
than it is a taxonomy. lts Jevels start with recciving and move
throngh respor"ing, valuing, organizing, and Lllamclumm, Such
terminology classifies levels of operations.

We can define by giving illustrations or pointing to instances in
which affect exists. Ostensive definition is possibly onr strongest
snit when it comes to defining affect. Unfortunately, such a
definitional approach is not accorded much prestige. Our culture
does not recognize ostensive definition as a very important mode
of definition. We want to connt, measure, and operationalize, a
point that will be picked up in the final section of this paper.

Defining the affective domain by_conteasting it with related
items is another approach that needs attention. The ““affective
doniin” shonld be contrasted with “affect,” with the “cognitive
domain” the “psychomotor domain,” and other related concepts.
This wiiter is incapable of making these contrasts. Someone with
greater knowledge in this snbject matter is needed to do the job.

The importance of this form of definition can be scen by
analogy. Consider for a moment a contrast definition of reading.

Reading is like listening, writing, and speaking. They
all mvolve messages transmitted  from peison o
person. Listening and reading foens on the receiving .
ot coded messages. They are different in that reading
deals with massages encoded in a visnal media while
the messages in listening are encoded in an aural
media. Reading i like writing. They both involve
visually codes message processing. They differ in that
weading is Jecoding awd writing is encoding.

Wik of this sort on the “affective domain™ is needed to Ielp us
apprehend the meaning of the concept.

The last form of definition can be called classificatory
definition  where does it fit in the grand scheme of things? We
have mdimentary work here. The affective domain is an aspect of
behavior akin to the cognitive and psvehomotor domains. As such

Ahey assst us m analyzing behavior psychologically and socio-

.
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logically, that is, what is going on within and between individuals.
As stated above, our attempts to apprchend the meaning of
the affective domain are complicated due t; fragmentation of '
previous work and our failure to attend to some forms of
definition. Qur understanding would be “enhanced jf: (1) we
developed and carried out systematic definition efforts on those
forms of definition that have been neglected te date; and (2) we
find a way of synthesizing the meaning presented from all the
ucfinition forms. The whole is more than the sum of its parts,

ACCEPTANCE OF OUR
AFFECTIVE EPISTEMOLOGY

a One of the baniers to knowledge and utilization of the
affective domain in evalgation can be found in She epistemology
we belicve to be prec‘aut. How do we know that we know
something? In our culture (the Euro-American heritage) we know
that we know something when we can classify it and count and
measure it. And, we really know that thing when all of us get the
same numbers! This cpistemology is reinforced over and over by
schools, industry, government, social press for accountability,
cle: “det’s test it,” “Measure it so we can know what's
happening.” ‘

There is another cpistemology, a primarily affective one, that
has been attributed to the Afro-American heritage. In that
cpistemology we know that we know something when we can feel

. . As implied carlier, this.knowing-by-feeling epistemology is not
accorded the prestige that is given to the count-and-measure

approach._But, it is a way of knowing that we sught to recognize
and use. Further, the cmmi} nd-measure epistemology is not free
+ from error. In fict there 3fe lasses of error to which we become

vulnesable when we rely on it for knowing, errors of logic, of
measurement, and of analysis. -

In our recent history there are many examples of our rejection
of the fecling epistemology. Title | of the Elementary and
Secondary Education Act provided an abundance of them. That
act mandated that tl:e projects funded through it be evaluated.
To the education community, and others, that nicant, “count it
and measure it!” So we did. Time after time the numbers we gol

O iiled to show any differences in effect. So we dropped those
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pmccdfnes. Many times that termination caused bad feclings. Th
people in those programs were excited about what was happen-
ing. They. could feel a change! But that wasn’t good enongh!
Knowing by feeling was no match for knowing by the numbers!
Many people strongly believe that feeling is an unreliable way
of knowing. But, how do tiey know that? Mostly by feeling! To
the writer it is sheer folly to reject any way of knowing! The
person addicted to a single epistemology, who denies himself the -
use of all other epistemologies, is much more likely to err than is ..
. the person who uses various cpistenmologies as checks and
balawces on each other.
‘The message is clear. If we are to evaluaic affective aspects of
. educalional programing, we must accept and become morg skilled
at sensing, at fecling what is going on. That statement does not =~
mean that we should stop counting and measusing. Rather, it is
: bora out of a recognition that our attitudes about liow to seally
know something too often exclude the use of affectivity. And, it
is borm out of a personal recognition of how tough it is to get in
touch with my own feelings! 1t is something 1 must continially
~work on, x

©

. SUMMARY

The affective domain relates to evaluation in two ways: as ai
aspect of programs or products to be evaluation, and as a vehicle
for the evaluatign. To ude this relation requires knowledge of the
evaluation process and of the nicaning of the concept, the
affective domain.

" Evaluation is described here as a systematic problem-solving
process appropriate for situations it which choice making is our
“intention and we do not know the relative worth of the options
that structure the choice situation. Evaluation is described
operationally and componentially.

‘The atfective domain references an aspect of belavior that has
been isolated via logical analysis from the remaining aspects of
behavior. Our knowledge base related to the concept, affect, is
sparde. To help suggest directions of investigation six definitional
approaches are listed and applicd and a tentative taxonomy of
terminology is presented.
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Finally, it is-argued that affect as an cpistemology deserves
greater acceplance; that the use of asingle epistemology (usually
the cognitive) is more prone 3£euor than the use of several; and,
that work is nceded to help us get in touch with our feelings and.q

thus improve our ability to kq(_)w via affectivity. Try it! It fzels *
good!!

%=
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