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CHAPTER I 

INTRODUCTION 

In the past, human life v/as lived in a bullock 
cart, in the future it will be lived in an aero
plane; and the change of speed amiounts to a differ
ence in quality. . . . The rate of progress is such 
that an individual human being of ordinary length 
of life will be called upon to face novel situa
tions which find no parallel in his past. The 
fixed person for the fixed duties who in older 
societies was such a Godsend, in the future will 
be a public danger. 

Alfred North VJhitehead 

Whitehead's cominent is especially applicable to 

managers; with the presently changing state of technology 

and rapidly increasing store of knowledge, it is not enough 

to learn for today only. Man must also learn for tomorrow. 

And since man is not born equipped with all of the tools 

and skills needed for managing, they must in someway be 

provided; this is the increasingly complex task of manage

ment development. 

This study provides an examination of two closely 

related aspects of management development--formal course 

programs and consequent attitude change. Each year thou

sands of managers, representing millions of dollars in 

costs, attend formal managem.ent development courses. 

Usually, there is no rigorous evaluation of these courses 

and, consequently, no information regarding the attainment 

of course objectives. This study is concerned with 



providing information about attitude change, including why 

attitudes change, and which of selected variables influence 

the change. 

Statement of the Problem 

Despite the cost and pervasiveness of management 

development, there has been, to date, a paucity of research 

concerning attitude change produced by managem.ent develop

ment courses. Even less research has been addressed to 

the question of why these courses influence a chance in 

attitude. Organizations are thus spending money without 

a solid determination of the program's effectiveness. 

Since there is no indication that management development 

activities will appreciably lessen, it seems appropriate 

that research be conducted to determ.ine if attitudes do 

change, and why. Only after such study will one know who 

should participate, what communication (course content) 

should be used, what instructional methodology should be 

employed, and who should instruct. Without such research, 

management development will be a casualty on two fronts: 

the fad criticism will continue because there is no 

systematic, unified approach; and firms will not kjiow if 

they are providing developmental activities which will 

produce the desired objectives. 



Background of the Problem 

Before writing about a topic, it seems well to 

offer a working definition. "Management development is a 

systematic process of training and growth by which individ

uals gain and apply knowledge, skills, insights, and 

attitudes to manage work organizations effectively." 

(Beach 1965, 343) 

To properly understand a subject often requires 

that it be placed in historical perspective; management 

development is no exception. A serious consideration of 

the history of management development demands that one take 

a bifocal view; this is necessary because it is a concept 

both old and new—old in that it has long been with us but 

new in the form and direction of emphasis. 

Management development is almost as old as recorded 

history. One of the earliest examples is Moses who, in 

giving precepts for the Hebrew armies leadership, also made 

provisions for training replacements for those leaders. 

A similar pattern was followed by the Romans, for both the 

army and the civil administration. And, for centuries, 

the Chinese picked their governmental leaders primarily 

on the basis of highly stylized educational requirements. 

The "new" aspect of managem.ent development had to 

wait until man was well into this century before it 

received attention. Several factors help explain this 



wait. In early American history, there was an amazing 

success of the one-man business, large and small. This 

success undoubtedly delayed the emergence of the large 

American corporation. And, so long as there were, rela

tively speaking, few corporations, there was little need 

for developing managers. 

Two more historical notes are needed to complete 

the picture. The organizational structure of the early 

corporations was most often rather flat; this means that 

fewer managers v/ere needed. The second, and perhaps more 

important, reason is that it would be an impossible task 

to develop managers before it is known what the job of 

manager entails. Or, put another way, some analysis of 

the task of management was necessary before attempting 

to develop persons for these positions. Near the turn of 

the century, a movement toward scientific management began 

Only after this movement had been embraced, adopted, 

scorned, and finally revised in a more humanistic form 

was man ready to logically pursue management development. 

Inherent in this movement is the concept basic to the 

development of managers; management consists of a set of 

principles which can be learned. 

During the 1930's and the business stagnation of 

that period, there was little systematic thought given 

to the develop»ment of managers. What development existed 

was through experience and on-the-job training. But, 



before condemning this practice, one should realize that 

during this period it proved equal to the task; the dynamic 

conditions that mien are nov/ fam.iliar with did not exist 

during the 1930's. 

Continuing the historical trend, one notes there 

was a shortage of management talent during World War II; 

this was not regarded as anything out of the ordinary; 

there was a shortage of all personnel during this time. 

Immediately following the war, there was such a pent-up 

demand for consumer goods that most firms were experiencing 

prosperous times. And, realistically, who wants to tamper 

with success? As the level of business activities began 

to taper off, there was a growing realization that qualified 

managers were in short supply. The stage was thus set for 

management development. 

Few activities or topics have captured the fancy 

of management during the Fifties and Sixties as did manage

ment development. It was during this time period that 

firms were being hit with the hard realization that they 

needed to establish some systematic procedure for developing 

managers; this was a major breakthrough in that it repre

sented a rather drastic change in philosophy. Prior to 

this realization, the problem of developing managers had 

largely been ignored. 

Drucker (1964) suggests that management development 

is a product of two major changes. Since the turn of the 



century, a ne\7 basic social order has developed; this is 

tlie development of management and the development of a 

society in which there is a managem.ent function. Drucker 

is saying that our industrial revolution has created both 

a need and a status for management-

It is generally conceded that management has a 

significant effect on the operation of a firm. Studies 

of business enterprises in the United States have repeatedly 

shô 'Tn that management has played a leading role in the 

achievement of high material standards. (Viteles 1959) 

If the above premise is accepted, it logically must follow 

that attention should be directed toward the development 

of management talent. Mahoney, Jerdee, and Korman (1960) 

believe that the concern for management development reflects 

a growing awareness of the contribution of management per

formance to continued success of our economy. An additional 

stimulus for the interest in management development has 

come from the increased recognition by business of the 

social responsibilities of management. Coupled with 

increasing governraental restraints, this has demanded a 

new sensitivity and awareness on the part of managers. 

Reeves (1968) states that it is becoming increas

ingly apparent that no modern business can continue to be 

successful \7ithout planned attention to the growth and 

developm.ent of its managerial staff. There is considerable 

evidence to support the statement of Reeves; this ij seen 

file:///7ithout


1 

most readily through the wholehearted embrace of business 

firms. Stanton (1963) says that it is the rare co.mpany 

that has not instituted a program of management develop

ment, or at least seriously considered one. 

Exactly how widespread is the practice of manage

ment development in terms of firms and of individuals? 

Â ndrews (1957) says that the growth of educational programs 

for practicing executives has been one of the most con

spicuous developments in business education since 1946. 

Although a bit dated, the statement is relevant today. 

There appears to be no slowing of activity in management 

development. A president's panel report conducted by 

Dun's Review in 1959 showed that most of 106 presidents 

of. the largest corporations solidly favored management 

development. And, perhaps of more significance, four out 

of five of the top fifty firms had some type of management 

development. (1959) This figure continues to grow. In 

1966, approximately 500,000 American managers participated 

in some form of developmental courses; this was almost 

twice as many as in 1961. (Bray 1966) From these statistics, 

one can easily see that the problem of managemient develop

ment is of no small stature. Sheer numbers, in and of 

themselves, often provide little in the way of insight and 

understanding. Perhaps an examination of the involved 

costs will provide more illumination. 
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Miner (1961) says that management development has 

in recent years become a m.ajor item in the industrial 

relations budget. For some reason(s), firms appear 

reluctant to give exact cost figures. Perhaps this is 

because of the difficulty in justifying management develop

ment on a tangible cost basis. Or, perhaps the exact 

costs are not easily determined. 

According to Greenlaw (1964), many millions are 

spent each year on management development. Somewhat more 

specifically, Sheriff provides cost information on 

university-sponsored executive development programs. He 

found the following costs based on thirty-three programs 

checked: 

$151-200 per week 32% 
$201-300 " " 56% 
$350 and up per week 12% (1965, 144) 

These costs become even more significant when one considers 

that the salary of the executive is added to the above 

figures. And, while it is probably true that a company 

can often provide developmental activities for less money, 

the cost is still a staggering sum. 

Another study provides the following average amount 

spent by twenty-two companies: 

Fees $1700.00 
Travel 1700.00 
Room Sc Board 1800.00 
Other 400.00 

$5600.00 (Kirkpatrick 1966, 538) 



This study does not mention whether or not there are 

developmental costs within the firm; the costs provided 

are for "outside" programs. The same study gives more 

useful information by stating that one New England utility 

spent $136,000 for management development during 1965; 

it also stated that the Management Institute of the 

University of Wisconsin Extension Center received almost 

$400,000 from business firms during 1965. 

Even though exact data regarding either numbers 

or dollars are not readily available, the above demonstrates 

the pervasiveness and costs of management development. 

There is no available information which would lead one to 

believe that either costs or numbers will decrease; this 

is one part of the justification for this study. If much 

time, effort, and money is to be expended, it seems appro

priate they be utilized as effectively as possible. 

It is rather ironic that, despite the large 

expenditures, management development is often viewed with 

skepticism. One reason for this is that like most fads, 

fetishes, and popular movements from the personnel past, 

management development suffers from an acute lack of 

realism. (Kirchner 1963) Stoltz describes it this way: 

In the late 40's and early 50's, management 
development became one of the most popular and 
we11-attended indoor sports. In regular suc
cession, fads of content and method appeared, 
were widely adopted, and largely disappeared. 
(1966, 142) 
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The image of management development consisting of fads 

has long been a cross which the management educator has 

had to bear. 

There are several reasons why management development 

has been vulnerable to criticism; one is that there is a 

void created by the absence of a unified strategic approach 

to development. Since there is considerably less than 

total agreement as to the correct approach, the door for 

fad criticism has remained open; this has further been 

fostered by the ostrich-like attitude of those who 

rationalize that many significant contributions in man

kind' s history were once considered to be a fad. And, 

since some endure and become permanent advances in concept 

or technique, why worry? 

Another reason why the fad concept exists is that 

management development activities are so varied and so 

difficult to identify, define, or study that some serious 

misconceptions have resulted. (Stoltz 1966) One such 

example is that the programs are offered as rewards for 

performance and that such programs are actually vacations 

from work; this suggests that the selection process for 

participants may be lacking. Only when these .misconceptions 

have been corrected can one expect the fad concept to die. 

This is not to say that each firm should use the 

same technicfue or techniques. Each firm has objectives 

and needs that are peculiar to their organization. To 
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effectively meet objectives and alleviate needs, the 

program must be individually tailored. Because of the 

complexity of the problem, the typical approach is to use 

a variety of different methods of development. But, some 

evaluation should be undertaken and a basic framework 

established for fitting developmental objectives to appro

priate techniques. 

Objectives and Justification 

This paper has as its primary purpose the determi

nation of the relative importance of the selected variables 

of age, education, intelligence, teaching methodology, 

instructor, and functional mix. (Of course, before such 

a determ.ination can be made, one must first measure the 

amount and direction of attitude change.) 

The major reason for wanting to know the deter

minants of attitude change provides the secondary purpose. 

Earlier it was implied the haphazard process of selecting 

participants for developmental activities contributes to 

the fad concept. Thus, by determining those factors most 

closely related to the desired attitude change, one can 

more accurately select persons v/ho will benefit. This 

will, of course, provide a major weapon for the fight 

against the fad concept; by doing this, money will not be 

uselessly spent on those individuals whom one cannot 

logically expect to change. And, looking at the other 
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side of the coin, more attention can be given those who 

are more readily changeable. 

A second cost savings is possible if lectures are 

as effective in changing attitudes as case discussions. 

The reason is obvious; one instructor could lecture to 

many more persons than he could direct in discussion. 

There is evidence that case studies are extensively used 

in management development. Foreman (1966) reports that 

case studies are used approximately one-half as much as 

conference and discussion training. And, conferences 

and discussions are second only to on-the-job training 

in terms of usage. 

The rationale for the employment of case studies 

has its genesis in learning theory. Learning is believed 

to be more efficient when the learner is involved in the 

learning process rather than merely listening. According 

to Scheer, "not until supervisors can participate in the 

sessions instead of sitting passively while someone else 

expands his knowledge, will trainees begin to derive 

benefits." (1969, 369) 

The above argum.ents supporting the case method 

are actually somewhat shallow. Might does not make right; 

the mere fact that cases are extensively used does not 

automatically mean they are the best method. And, when 

the objective of many management development programs is 

considered, one sees that the purpose is not learning 
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per se but rather to induce an attitudinal and/or behavioral 

change. Since the purpose is not exclusively the imparta-

tion of knowledge, one must logically question if case 

studies are more effective than lectures. 

Ivancevich and Donnelly (1966) present a somewhat 

interesting, and different, argument. They state that by 

using cases, the attitude of the participants is more 

positive toward training. If their statement is factual, 

case study has some practical value. Unfortunately, it is 

not supported by research. The value from improving 

attitudes toward training takes an additional meaning from 

a study conducted by Schultz. Using sixty-four first-level 

supervisors as his sample, he found a pervading attitude 

among supervisors which did not favor formal programs. 

(Schultz 1964) Andrews presents a similar argument. He 

says that "persons attending executive training seem to 

think they 'got something' out of the case method." 

(1951, 61) It appears that there is some justification 

for using case studies. 

The picture is, however, far from clear. Brown (1960) 

suggests that management development directors are over

looking the importance and economics of the lecture. He 

cites adaptability as a major advantage but also notes that 

because of its ability to impart knowledge and inspire, it 

is usually well received by the participants. Smith and 

Jennings (1961) place little faith in the case method; 



14 

they believe that the study of cases depends to a great 

extent on analysis of past history. In addition, it is 

time consuming and does not generally encourage new ideas 

or develop a creative attitude toward change. Haige and 

Schmidt (1956) add to the confusion by stating there is no 

advantage to either teacher-centered or group-centered 

instruction. It is worthy of mention that they qualify 

their statement by saying there is no advantage to either 

style when participants are perm.itted to choose the method 

which they prefer. This choice is possibly a reflection 

of personality factors which, in turn, influence the 

capacity to respond to various styles. An attempt to 

determine the relative effectiveness of case study versus 

lecture is another reason for this research. 

Many costs of a management development program are 

unavoidable. However, if the mix of the class shows no 

advantage, substantial savings could be realized. There 

is some evidence that firms try for a departmental mix. 

Huttner and Zimmerman (1956) report on training where each 

group v;as organized so as to comprise a representative 

cross section both departmentally and organizationally. 

As support for the value of such a mix, they claim there 

were desirable changes in attitude on the part of many 

trainees. Bentzen (1960) is much m.ore emphatic; he suggests 

that for an effective program in supervisory training, the 

mix should include supervisors from Production, Sales, 
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Finance, Engineering, and Personnel. Apparently, the 

rationale for such a mix is that it allows for a cross-

fertilization of ideas. Persons from various departments 

are apt to view situations and problems differently because 

of differing backgrounds and present environmental influ

ences; this would thus enable a person to be exposed to 

different views of a situation and thereby enhance his 

understanding. 

If a departmental miix does indeed enhance under

standing, it should be used. But, if not, then the 

additional problems of logistics and scheduling should be 

eliminated. This study will determine the effect of 

having such a mix. 

Hypotheses 

The hypotheses to be tested in this study are: 

1. A management development course. Personnel 

Management, will produce a change in attitude as measured 

by the Consideration Scale of the Leadership Opinion 

Questionnaire. 

2. Intelligence is the most important determinant 

of attitude change; the more intelligent persons will 

change more than less intelligent persons. 

3. Age of the participants is not an important 

determinant of attitude change. 
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4. The educational level of the participants is 

not an important determinant of attitude change. 

5. The instructor is not an important determinant 

of attitude change. 

6. Class mix, i.e., participants from, various 

departments, will not influence attitude change. 

7. Instructional methodology is not an important 

determinant of attitude change. 

Testing the above hypotheses will provide ansv/ers, 

or information, regarding the earlier mentioned problem. 

After testing each hypothesis, one will have information 

regarding whether or not a formal management development 

course will produce an attitude change. By testing the 

remaining hypotheses and determining which one(s) influence 

attitude change, insight will be gained regarding why a 

course produces change. 

Scope and Limitations 

This study involves 106 first-level supervisors 

from one large firm. Wliile not a large sample, this 

writer believes it is adequate. The significance of the 

study rests primarily in the potential benefits which will 

accrue from better methods of selection and cost reduction. 

By determining v/hich variables are most relevant for 

attitudinal change, i.e., why attitudes change, those 
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i:>ersons who are most likely to benefit from exposure to 

a management development course can be selected to attend. 

This improved selection will result in more effective 

developmental activities and lower costs. 

This research differs from other studies in this 

area because of the variables considered. There is a con

siderable amount of literature regarding management develop

ment, albeit it is primarily descriptive or speculative. 

There are some studies dealing v/ith various factors indi

vidually, and even occasionally in pairs. However, no 

publication is available that considers the variables 

of age, educational level, intelligence, instructor, 

departmental mix, and instructional methodology. 

One limitation of the study is that it does not 

include measurement of the retention of change. Another 

possible limitation is that there is no vertical mix, but 

rather all subjects were first-level supervisors. 

Plan of the Study 

Chapter I of this study includes the problem and 

the background of the problem. To aid in understanding, 

a historical overview of management development, including 

scope and costs, is presented. Next, the hypotheses are 

listed and their relationship to the problem shown. The 

scope and limitation are presented next, followed by the 

plan of the study. 
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To develop a more complete understanding of manage

ment development, the literature pertaining to the history, 

scope, function, and trends was surveyed. This material 

is given in chapter II. Chapter III continues the litera

ture survey viewing attitudes, learning, and intelligence. 

The section on attitudes includes definition, components, 

theories, development, measurement, change, and relationship 

to work factors. The literature on attitudes, learning, 

and intelligence is included only to the extent that it 

pertains to management development. 

Chapter IV contains a review of empirical studies 

regarding attitude change. Special attention is paid to 

evaluation studies in management development. However, to 

increase understanding, attitude changes produced by formal 

courses in other than business organizations are included. 

Included also are comparative studies of different instructors 

and of different instructional methods. 

Chapter V, Methodology and procedures, discusses 

design, hypotheses and analysis, subjects, procedure, and 

data treatment. Each hypothesis is discussed in terms of 

supporting research and value judgments. Included in this 

chapter is a discussion and justification of the instruments 

used in the study. 

The results and an interpretation of the results 

is the subject matter of Chapter VI. This includes a 
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discussion of each hypothesis. Chapter vii, the summary, 

provides a review of the study with suggestions for future 

research. 



CHAPTER II 

DEFINITION, HISTORY, SCOPE, AND TRENDS 

OF IvlANAGEMENT DEVELOPMENT 

The major concern of this study is management 

development and attitude change. To aid in understanding 

management development and the problem presented in the 

first chapter, relevant aspects of management development 

will be explored. Included in this chapter are discussions 

of the definition, history, scope, and trends. 

Definition 

Management development, as noted in chapter I, is 

a "systematic process of training and grov/th by v/hich 

individuals gain and apply knowledge, skills, insights, 

and attitudes to manage work organizations effectively." 

(Beach 1965, 343) A thorough understanding of the nature 

of management development requires that one look carefully 

at its meaning; one way to accomplish this is through the 

definitional process. 

The first key is "systematic" which stresses the 

notion that effective management developm.ent is not con

ducted on a haphazard, trial-and-error basis. One addi

tional point should be made clear. The fsct that management 

development is .systematic does not limit the activities 

20 
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to the classroom. Rather, the important idea is that the 

activities be planned in such a fashion that developm.ental 

activities are aimed at achieving some objective. Thus, 

the objective and not the activity is of more immediate 

concern. It should be noted here that the determination 

of objectives is an integral part of any management 

development program, and activities should be consonant 

with objectives. 

The next two words of concern are "training and 

growth." These must be looked at both together and sepa-

rate].y, together because grovrth may come about through 

training and separately because training may incorporate 

only the "hov7 to" of something. AJI example of training 

without grovrth is teaching new supervisors how to complete 

accident reports. An example of training and grovrth is a 

seminar where a manager is trained in proper motivational 

skills and, while practicing these new skills, develops 

a better superior-subordinate climate. In layman usage, 

training and growth are often used interchangeably. And, 

while this is not especially harmful, it does sometimes 

create confusion. 

The last phrase to be considered is "gain and 

apply knowledge, skills, insights, and attitudes." This 

is without question the key phrase. If a mtanager gains 

knowledge but fails to apply it, true development has not 

taken place. Implicit here is the notion that knowledge 
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alone is not sufficient; one must also acquire certain 

skills, insights, and attitudes. This then implies that 

an understanding plus a positive attitude is important 

to manage effectively a work organization. (The importance 

placed on attitudes is another reason why this research is 

of value; it will pi*ovide more information on attitudes.) 

History 

It was mentioned earlier that m.anagement develop

ment is almost as old as recorded history. However, for 

all practical purposes, one looks to this century for the 

•̂ real" history'-. And the first person of note is F. W. 

Taylor. 

Taylor, the father and driving force behind the 

scientific management movement, is rarely viewed as a 

contributor to management development. History is here 

being unkind as some of Taylor's ideas helped begin the 

movement. In general, the scientific management movement 

has contributed greatly to the professionalization of 

management. (Beach 1965) This contribution is most readily 

seen in the decline of management by hunch, rule-of-thumib, 

and intuition. As these managerial "methods" largely fell 

by the wayside, they were replaced by planning and design. 

It would be difficult to overestimate the impact. 

To vnrite more specifically about Taylor and his 

contributions requires that one take a close look at his 
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"four great underlying principles of management." Near 

the end of the nineteenth century Taylor (1911) had 

developed these principles: (1) the development of a true 

science; (2) the scientific selection of the workman; 

(3) the workman's scientific education and development; 

and (4) intimate friendly cooperation between the management 

and the men. 

The first principle involved the systematic obser

vation, classification, and listing of actual job activi

ties as they were normally carried out. Since Taylor 

extended this analysis to include foremen, one sees an 

attempt to isolate those factors essential to supervisory 

success. This approach also allowed a divorce from the 

old trial-and-error method under which foremen had for 

centuries labored. The second principle was concerned 

with the selection of people with the abilities and skills 

necessary to perform the job. The third principle had to 

do with training and was a substitute for the time-ŵ orn 

practice of allowing workers to choose their own peculiar 

methods of work. Previously, people were expected to train 

themselves in whatever fashion they could. The best that 

could be expected was haphazard and lacking in a systematic 

approach; the worst was the learning of poor or inadequate 

habits and/or techniques. The fourth principle emphasized 

planning and stressed management-worker cooperation. 
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Few would seriously argue that Taylor's "four 

great principles" were the absolute last v7ord. However, 

a close look enables one to see his contribution. Manage

ment development, to be effective, m.ust have some objective 

that is related to the position and to organizational goals, 

Taylor, by breaking the job into its component parts, pro

vided a preliminary vehicle for ascertaining the require

ments of the managerial job. Only when there is some 

understanding of these requirements can the developmental 

tasks be systematically approached. 

The second major contribution is closely allied 

to the above mentioned. Taylor advocated the worker's 

"scientific education and development"; this meant a nev; 

concept in the development of men. The education would 

now be under som.e organizational control rather than left 

entirely to the individual's v/hims. The results almost 

certainly would be better. The primary concept behind the 

work of Taylor was an attempt to rationalize business. 

An objective, logical approach to all managerial problem.s 

would enhance greatly the possibilities of success. 

Thus, while Taylor's contributions were rather 

indirect, they were considerable. Even though his concept 

of scientific managem.ent was adopted, embraced, and finally 

scorned by managers and educators alike, he provides an 

initial impetus to the field of management development. 

Inherent in Taylor's movement is a concept basic to 
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management development; management consists of a set of 

principles which can be learned. 

The next emphasis in the history of management 

development comes from the human relations movement. There 

was actually some overlap in the sense of time between the 

two movements. The year 1920 seems a logical date to 

mark the beginning of the human relations movement. The 

rationale employed here ties in with the Hav^horne research 

which was begun in 1923 and conducted pri.marily during the 

1920's. Mention of the human relations m.ovement almost 

automatically brings two names to the fore: Elton Mayo 

and Kurt Lewin. While their influence is of possible equal 
4 

magnitude, they contributed along different lines. 

Mayo's Havrthorne studies are regarded widely as 

"classics." While these studies are too well known to 

justify a lengthy discussion, it seems appropriate to 

enumerate the major findings: 

1. The level of production is set by social norms, 

not by physiological capacities. 

2- Non-economic rewards and sanctions significantly 

affect the behavior of the workers and largely limit the 

effect of economic incentive plans. 

3. Often groups do not act or react as individuals 

but as members of groups. 

4. The importance of leadership for setting and 

enforcing group norms and the differences between informal 
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and formal leadership vrere "discovered." (Bendix and 

Fisher 1960) 

Kurt Lewin's studies of the dynamics of groups and 

his emphasis viewing behavior in relation to the total 

environment was a natural follow-on for Mayo's work. 

Lewin was the pioneer in studies of how the individual may 

be influenced by the group. Thus, to both Mayo and Lewin, 

the individual was of paramount im.portance. Both realized, 

however, that the individual did not function in isolation 

or in a vacuum. This realization paved the way for other 

studies of the worker and the group. 

There are two additional factors which had con

siderable influence on the acceptance of the human rela

tions concept: labor and social legislation. The govern

ment., through this legislation, contributed to the concept 

of better relations between employee and employer. In 

1926, the Railway Labor Act was passed. This established 

collective bargaining in the railway systems, established 

grievance and arbitration procedures, and provided for 

"cooling off" periods, fact-finding, and mediation. The 

Davis-Bacon Act of 1931 provided for the payment of pre

vailing wages to laborers and mechanics v/orking on federal 

projects. 

Following the passage of the Norris-LaGuardia Act 

in 1932, the employers were severely restricted in their 

use of the court injuncti.on to halt union activity. Three 
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years later the Vv'agner Act forced the employer to bargain 

collectively with chosen representatives of the workers. 

Thus aided, union membership greatly increased. And, as 

labor unions began to grow in size and strength, the 

necessity for better employee-employer relations became 

more apparent. 

In 1933, the Wagner-Peyser Act, providing for 

Social Security, was passed and in 1935 the Social Security 

Act was passed. Following the VJagner Act, in 1936 the 

Walsh-Healy Act established labor standards on government 

contracts. That same year the Byrnes (Anti-Strikebreaking) 

Act made it unlawful to transport strikebreakers in inter

state or foreign commerce. The impact of these acts would 

be.difficult to overestimate. One immediate effect was a 

lessening of the supervisor's absolute authority. This, 

in turn, led to a different philosophy of management; 

persuasion rather than power or coercion came into being. 

There is one additional factor which must be con

sidered. Miner (1969), while noting that human relations 

programs had their origins in the Hawthorne studies, says 

it was the advent of research in the area of democratic 

leadership during and imjnediately after World V7ar II that 

actually sparked their widespread application. These 

programs have traditionally operated within a "welfare" 

concept, emphasizing the significance of consideration and 

kindness as integral to the supervisory process. The 
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original view of human relations training (based on research 

available) was that a more satisfied employee cx~oup v;culd 

result. And, this, in turn, would result in higher pro

ductivity. Man now knows the relationship is not so 

simple. 

In summary, management development owes a debt to 

Taylor for the basic concept that managemient consists of 

a set of principles which can be learned. Mayo and Lewin 

showed the importance of both the individul and the group. 

Labor and governmental regulations forced a change in 

managerial philosophy, and research about democratic 

leadership helped the grovrth of management development. 

Scope 

The next area of concern is whether or not one 

really needs management development; i.e., what does it 

accomplish and for whom? Miner provides an excellent 

answer. 

As our society becomes increasingly committed to 
the larger stable organization as the core of its 
industrial system., the need for people with the 
technical and personal characteristics required to 
manage such firms can only grow. And, since 
effective managers are not born fully equipped to 
assume their occupational responsibilities, the 
demands placed on the educational process may be 
expected to expand in a parallel fashion. (1965, 1) 

To take this one step farther, one can see that the organi

zational structure of the various large companies today 

results in a division of labor which requires a continuous 
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search for people to fill the different positions. And, 

the most urgent need for new personnel is at the executive 

level. (Tov7le 1965) But, even if the supply of qualified 

managers was available, a firm v/ould still need a manage

ment development program. The manager of today, and 

tomorrov;, v/ill continuously face change. Business is 

increasing in size and complexity; there are increasing 

pressures from labor and government; and the composition 

of the labor force is changing. There is apparently an 

ever growing recognition of social responsibilities. 

Perhaps George C. Houston summed it best v/hen he said: 

The rate of change has increased to the point 
where the process of digestion must be accom
plished in an incredibly short time, while in 
earlier days, it took several generations to 
fully absorb and adjust to major economic changes, 
the individual today is faced with major changes 
in his thinking and his attitudes, not once, but 
perhaps twice during his lifetime. (1961, 8) 

In today's industrial world, the rapid revision 

of management technology makes the updating of skills and 

attitudes a must if the manager is to remain in the main

stream of thinking. Man is now faced with the appearance 

of a technology which affects, and threatens, not the 

worker but the manager. It is unrealistic to expect each 

individual manager to teach himself everything he needs 

to know in order to keep up with today's changing environ

ment. Thus far the best vehicle for this reeducation 

appears to be management development programs irrespective 

of whether conducted by industry or university. 
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The rapid growth of seminars offered by univer

sities, and their v/ide acceptance .und encouragement, gives 

further evidence of the pervasive belief in the concept 

of m.anagem.ent development. The first continuous program 

began at M. I. T. in 1931, and prior to 1953 there were 

only four in existence. (Houston 1961) However, since 

1953, university-sponsored programs have multiplied from 

four to more than forty. (French 1970) 

Andrews (1961) believes that a well-conceived, 

well-developed, and well-taught university-sponsored 

development program is probably the most effective program, 

available. This method of development is numerically 

small compared to in-house training; its influence may be 

much greater; this is because managers sent to these pro

grams tend to be higher level. 

Megginson (1967), in a research study for the 

Small Business Administration, found a peculiar relationship 

between size of firm and those using university programs. 

He found that 6 per cent of the firms with one to nine 

employees used it; 4 per cent of those v/ith between 100 

and 250 employees used it; and 10 per cent of those with 

more than 500 em.ployees used this method. No explanation 

was given for his findings-

One must keep in mind that regardless of v.hether 

in-house or university-sponsored development is used, 

certain methods of instruction are employed; these include 
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the lecture, case analysis, role playing, films, simulation, 

incident process, in-baskets, program.med instruction, con

ference discussion, and T groups. Discussion in conferences, 

case analysis, and lecture, in that order, are the most 

popular techniques. (French 1970) An evaluation of various 

methods will be the object of a later section. 

To survive in today's economic environment, a company 

must develop its different assets to a level equal to or 

better than its competitors. High among these assets are 

the individual managers. It is a purpose of management 

development to systematically nurture the abilities so that 

they may be most effectively applied to the work of managing. 

Viewed in this light, management development contributes 

to. the firm's long-range survival. (Carey 1965) 

But, lest one becomes unduly enamored with the 

virtues of management development, it seems only fair to 

note a dissenting vote. Stokes (1967) believes that 

management development is wide of the mark. He suggests 

that firms engaged in management development programs are 

merely trying to keep up with the corporate Joneses. He 

then notes that firms should spend this time, money, and 

effort not in the development of managers but in their 

selection. Unfortunately, Stokes is not completely wrong 

but his case is overstated. A well-conceived management 

development program includes selection as an integral part. 
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Trends 

Earlier in this vrriting, brief mention was made of 

the fads that seem to surround management development. 

These fads and trends are deserving of a closer look, 

both as to their cause and effect. In the beginning, the 

management development that did exist was limited to the 

training of foremen. The need for management development 

came into the spotlight during and immediately following 

World War II. The war industries, faced with rapid expan

sion plus the loss of managers to the v/ar effort, were 

caught in a severe shortage. Not surprisingly, the initial 

emphasis was upon developing managers for the levels where 

they v/ere most needed. Following World War II, many firms 

v/ere faced with a dual problem of old managers and few 

suitable replacements. This was coupled with the fact that 

many managers were ill-prepared to deal effectively with 

such problems as organizational expansion, technological 

innovations, and increased competition. As a result of 

these forces, "crash programs" became the order of the day. 

In concept, these programs were designed to accelerate the 

training and experiences of promising young managers. 

However, because of inadequate techjiiques for selection, 

the order soon became training for everyone with little 

attention given to potential; this soon proved to be un

satisfactory so companies reverted back to developing only 
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an elite few. As the need for the crash programs lessened, 

a more critical look was focused on management development. 

Increasingly, management development began to be viewed 

as something needed by all managers. Thus, the trend 

changed from development for a few to development for all, 

back to a few, and finally rested on development for all. 

One more very important trend should be mentioned. 

Originally, the developmental activities were primarily 

of a classroom nature; this shifted to development in an 

organizational sense with a combination of classes and 

work experiences. This shift is by no means complete; and 

firms are still expending timie, effort, and money and 

creating organizational misfits. 

Along with these trends, and possibly influenced 

by them, management development has suffered through a 

number of fads. Reeves puts it this way: 

The American businessman has shovm many times our 
national avidity for the adoption of fads. In a 
continuing search for the touchstone which will 
solve all of his business problems, he has come 
up with at least four major fads, all of which 
have had a major impact on the American business 
scene. (1968, 32) 

The first of the fads was the "human relations" 

movement. Following the publicizing of the results of 

the Hawthorne studies was an overvvhelming v/ave of acceptance 

that treating employees with kindness would solve all 

business proble.ms. Fire became a word not to be considered; 

all was sweetness and light. Gradually, it became apparent 
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that human relations per se were not the ansv;er to a 

manager's prayer. This discovery led to a predictable 

human reaction: if human relations was not the complete 

answer, it was no answer. Therefore, many managers re

treated to their former position of Theory X. 

The ne.xt m̂ ovement to immediate management develop

ment was '^conference leadership." To be effective, the 

manager merely needed to learn how to conduct a business 

conference. From this meeting of the minds, solutions to 

all problems would, in some magical way, fall. Following 

the discovery that this did not hold came the predictable 

rejection. 

The third fad, and still very much in evidence, 

is.a fetishism of the term "communications." A manager 

may appear to look knowledgeable in the face of a business 

problem by looking wise and bravely noting that there v/as 

a communication's problem. While this is often the case, 

claiming sanctuary in a semantic jungle is not necessarily 

the solution. 

The fourth fad is now gathering strength and shows 

some promise of creating more controversy than any of its 

predecessors; this is the T-group or Sensitivity Training. 

To date, there have been violently positive and violently 

negative reactions, and it is still too early to accurately 

assess the value. (Reeves, 1968) 
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So long as emotionalism and fuzzy thinking guide 

our attempts to develop managers, management will be 

subjected to the fad criticism. This is another of the 

reasons why more research is needed in this area; to date 

there is justification for much of the criticism. 

There is no clear evidence that firms are effec

tively, or even systematically, selecting the participants 

for programs. French (1970) says that the question of who 

participates is somewhat dependent upon the attitudes of 

top management. Although few management development pro

grams are compulsory, strong support from top management 

will make them appear so. 

Andrews (1957) found that the most frequently used 

selection criteria were either a recently awarded promotion 

or a pending promotion. How selection is interpreted by 

colleagues can sometimes create problems. Such action 

may be perceived as the naming of a "crovm prince" but 

is less likely if all are given an opportunity to engage in 

some sort of developmental problems. Diametrically opposed 

to the crown prince idea is the sometimes existing belief 

that selection for a management development program implies 

the individual has done something wrong and is being 

punished. Wellford (1960), in a DuPont study, says that 

those persons in the upper end of the managerial spectrum 

who are believed to be qualified 1:0 attain general manage

ment status and those individuals at the lov7er end who are 
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•relatively young but v:ho are considered to have potential 

for advancement should be participants. 

Huneryager (1961), studying sixty firms, found that 

82 per cent of these firms sent men who were nev/ly promoted 

or who had been selected for a promotion in the near future; 

66 per cent selected technicians and specialists requiring 

general management "know how"; and 60 per cent selected 

persons who needed a refresher course in new theories of 

general management. There is also a small danger that 

selective appointment will be viewed as an extra paid 

vacation. Not until participants are more systematically 

selected for management development can one expect these 

problems to lessen. 

This history of management has shown the forces 

contributing to its origin and development. Important 

trends were enumerated with the more easily discernible 

fads discussed. Rationale for the existence of manage

ment development v/as offered and the role of both industry 

and universities noted. 



CHAPTER III 

ATTITUDES, LEARNING THEORY, AND INTELLIGENCE: 

RELATIONSHIP TO MANAGEMENT DEVELOPMENT 

This study is primarily concerned with changes in 

attitude which are produced by a formal management develop

ment course. If one is to learn how and why these changes 

occur, it is necessary to first understand attitudes. The 

initial portion of this chapter is directed toward this 

understanding. Specific areas which are discussed include 

definition, components, theories, functions, development, 

measurement, change, and the relation of attitudes to work 

factors. A short discussion of experimenter bias and the 

"Hawthorne effect" is included as a problem related to the 

measurement of attitudes. The above mentioned subject 

areas are discussed as they relate to the how and why of 

attitude change in management development courses. Some 

material is, of course, theoretical in nature. 

The second part of this chapter contains a discus

sion of theories and principles of learning. One technicjue 

or strategy for changing attitudes is through the receipt 

and assimilation of new information, i.e., learning new 

material. Learning theory is also an integral part of the 

attitude change model of Kurt Lewin. The discussion is 

37 
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thus aimied primarily at providing insight into attitude 

change. 

The last section of the chapter discusses intelli

gence. One hypothesis of this study is that intelligence 

is a major determinant of attitude change. To provide 

support for this hypothesis and provide some understanding 

of the relationship between intelligence and attitude 

change, this writer believes that one must have some 

understanding of each concept. 

Attitudes 

The prediction of human behavior would be a tre

mendous asset to the industrial manager. A_nd, while it is 

not realistic to expect completely accurate predictions, 

a working Imowledge of attitudes, their formation, and 

changeability could greatly enhance management's effective

ness; this is even more true when considering attitudes 

of people in a superior position because their attitude 

apparently has some effect on the workers' behavior. 

There are probably as many definitions of attitudes 

as there are writers in the field; this is not unexpected 

when dealing v/ith a complex topic such as attitudes. 

Sherif and. Sherif say: 

Operationally, an attitude may be defined as the 
individual's set of categories for evaluating a 
stimulus domain, which he has established as he 
learns about that domain in interaction vvitn 
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other persons and which relate him to various 
subsets within the domain with varying degrees 
of positive or negative effect. (1967, 115) 

Secord and Backman believe that attitudes are 

"certain regularities of an individual's feelings, thoughts, 

and predispositions to act toward some aspect of his 

environment." (1965, 97) 

Katz states the following: 

Attitude is often defined as a predisposition 
to behave in a particular way toward a given 
object. Assuming that man acts according to his 
predispositions, there is no better way to pre
dict his response to a stimulus than to knew his 
attitude toward it. A second and more coniTion 
definition of "attitude" is a predisposition of 
the individual to evaluate some symbol or object 
or aspect of his world in a favorable or unfavor
able manner. (Wagner and Sherwood 1969, 2) 

Kretch, Crutchfield, and Ballachy define attitude 

as "an enduring system of positive or negative evaluations, 

emotional feelings, and pro or con action tendencies with 

respect to social objects." (1962, 139) 

Zirobardo and Ebbesen (1969) provide the following 

summary of the definitions. In general, attitudes have 

been regarded as either mental readiness or implicit pre

dispositions which exert some general and consistent 

influence on a large class of evaluative responses. These 

responses are most often directed toward some object, 

person, or group. They further note that attitudes are 

seen as enduring predispositions, but ones which are 

learned rather than innate. Therefore, even though 
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attitudes are not necessarily transitory in nature, they 

are susceptible to change. This is true because of the 

nature of their development; i.e., they are learned. 

Perhaps at this point an analysis of the above 

definition will provide useful insight regarding attitudes. 

If one considers attitudes as underlying learned predis

positions, it logically follows that methods used to 

increase or decrease learning could be applied equally 

well to changing attitudes. Thus, one would expect that 

some "direction" could be applied in the learning of 

attitudes. 

By conceptualizing attitudes as relatively permanent 

rather than momentary suggests that by changing a person's 

underlying attitudes, it would be possible to produce long 

lasting rather than momentary changes in behavior. And, 

if one considers attitudes as highly generalized predis

positions, attitude changes could produce some specific 

changes in behavior. 

possibly a note of caution is in order here. 

BroadJ.y speaking, one would not expect any simple and 

perfect correspondence between an attitude and relevant 

behavior because: (1) behavior is a product not only of 

attitudes but of the immediate situation as well, and 

(2) attitudes relevant to a situation are often multiple. 

(Newco.mb, Turner, and Converse 1965) But, even so, one 

can expect that by changing underlying attitudes, more 
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behavioral changes should be produced than by tryi.ng to 

directly change only the behavior. 

Following the definitions of attitudes, it seems 

appropriate to provide a short statement of the meaning of 

some other terms which will be used; 

Salience—the degree of desirability of an attitude 

or action. 

Centrality—the degree to which an attitude is 

clear to the person. 

Valence—the degree of attraction (positive or 

negative) and direction. 

Internalization—the process by which attitudes 

and actions become compatible or congruent. Thus, an 

attitude is internalized when a person's action is compatible 

with the expressed attitude. 

Action tendency com^ponent—the likelihood of a 

person to react in accordance with his attitudes. 

While defining attitudes and analyzing the defini

tion provides some useful knowledge, it does not provide 

much information about measurement or change. The defini

tions imply that attitudes are states which exist within 

a person and, consequently, exert some influence over 

behavior. To provide a more complete understanding, 

attitudes are often broken into components (sometimes 

called criteria). 
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Reinforcing what was written previously, Sherif 

and Sherif (1967) provide the following commentary. 

Attitudes must be learned; i.e., they are not innate. 

Thus, one does not inherit attitudes, per se; rather their 

origin is the process of socialization. Attitudes are not 

temporary states but are, once formed, relatively enduring. 

This is not to say that attitudes can not be changed; 

rather it is to say that attitudes are not transitory and 

are somewhat resistant to change. 

Attitudes imply a relationship betv:een the individual 

and objects. Thus, attitudes are not self-generated but, 

rather, must have a relationship to some identifiable 

object; this does not have to be a concrete object but may 

be conceptual in nature. And, a further note of warning is 

in order. Even though there must be some relationship, 

this does not mean that a person cannot have an attitude 

about something which does not affect him.. The key is 

whether or not the object is identifiable. An additional 

characteristic is that the subject-object relationship is 

not neutral but has some motivational properties; by this 

is meant that a person has a positive or negative feeling, 

miotivation, or predisposition because of the attitude. 

Stated another way, an attitude has valence. 

Through the formation of categories, the subject-

object relationship is created. Categories are formed 

which differentiate between the objects and between the 
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subject's positive or negative relation to objects in the 

various categories, pursuing this line of thought suggests 

that an attitude toward an object carries with it attitudes 

about related objects. Therefore, an attitude does not 

exist alone but is part of a set. A person tends to have 

similar attitudes toward objects he considers to belong 

together. (Newcomb, Turner, and Converse 1965) 

Attitude Components 

Kretch, Crutchfield, and Ballachey (1962) suggest 

that the attitude components are cognitive, feeling, and 

action tendency. Secord and Backman (1964) say that 

attitudes have affective, cognitive, and behavioral 

components. Zimbardo and Ebbesen (1969) use the classifi

cation of affect, cognition, and behavior. In general, 

these classifications are in agreement. 

The cognitive component of an attitude is generally 

considered as consisting of the individual's belief about 

some object. As an extension of belief, factual knowledge 

can be considered a part of the cognitive component. 

The feeling com.ponent of an attitude refers to the 

emotions connected with the object or person. Included 

within this component are a person's evaluation of, liking 

of, or emotional response toward some person or object. 

The person or object is thus felt to be liked or disliked, 

pleasant or unpleasant. 
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The action tendency component includes the person's 

behavior directed toward the person or object; it includes 

all of the behavioral readiness connected v/ith a particular 

attitude. A person who holds a positive attitude toward 

any given object will be disposed to act in a favorable 

manner tovrard the object. 

By viewing attitudes as having components, some 

valuable information about their change is gained. For 

example, one might use some technique which would act on 

only one component. Thus, one might change the feeling 

about some object without affecting the cognitive component. 

Using the knowledge regarding components allows for better 

control over changing attitudes. 

Theories of Attitudes 

.At this point it seems appropriate to discuss some 

of the theories of attitudes. Again one finds a number 

of theories and a number of slight disagreements. It 

actually is more accurate to speak of theories of attitude 

organization; this is because one is primarily interested 

in the concept of attitude when viewed in context: as a 

component of the personality of individuals, as serving 

functional or adjustive ends, or as a descriptive concept 

characterizing a prevailing mode of thought of the miembers 

of a category or subgroup. (Secord and Baclaiian 1962) 
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The theories in general tend to be intrapersonal, 

i.e., they pertain primarily to the relations of the 

attitude components of an individual and note certain 

conditions that control and/or change these relations. A 

study of some representative theories should provide a 

perspective for change and conditions of change. 

Before delving into the theories, some note should 

be made of one of the most pervasive characteristics of 

human thought and behavior—the tendency to be consistent. 

(Secord and Backman 1962) This is illustrated by the view 

one has of persons they dislike. This person is considered 

as having "bad" traits and one usually refuses to attribute 

desirable traits to him. To do otherwise would not be 

consistent. Also, one tends to have beliefs that are in 

line with our actions. Thus, if one believes sugar sub

stitutes are not dangerous, there is no hesitation to use 

them. In summary, it can be said that this tendency toward 

consistency is found in the theories that will be presented, 

One of the leading proponents of the concept of 

consistency is Heider and his "balance theory." This 

theory is summarized as follows: 

A theory of balance. A positive or negative affecr 
toward another person tends to be in a state of 
balance with an individual's affect toward an 
attitude object toward which the other person is 
also oriented, A state of balance is achieved 
either wlien the three signs of the relations are 
all positive or when two are negative. Balance 
and Imbalance are related to cognitive structure, 
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affect, person perception, influence, and attitude-
change processes. (Secord and Backman 1962, 110) 

The above is deserving of a closer look. In general, 

the balance theory says that a state of balance exists in 

a cognitive system to the extent that the parts of the 

system form, units with noncontradictory relationships-

The theory further notes that an unbalanced cognitive 

system will tend to shift toward a state of balance. 

Kretch, Crutchfield, and Ballachey (1962) state 

that the most significant application of balance theory is 

concerned with the individual's affective cognitions per

taining to people and social objects, i.e., the person's 

own positive or negative evaluations of people and objects, 

and his cognition of the positive or negative evaluative 

relations that exist among these people and objects. To 

generalize, one can look at a cognitive system as having 

three parts: the person himself, his perceptions of another 

person, and an object. A system is balanced if there are 

no negative relations or if there is an even number of 

negative relations, i.e., tvra negative relations. The 

system is unbalanced if there is any odd number of negatives. 

An exariple of an unbalanced cognitive system, would 

occur if a person who hates the protest movement likes a 

person who favors the movement. In layman's terms, the 

cognitive imbalance would be : "How can he, whom I like, 

possibl}' like the protest miovement, which I do not like?" 
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It should be noted, in summary, that while unbalanced 

cognitive systems tend to shift toward a state of balance, 

the process of achieving cognitive balance is not an easy 

one. In fact, balance is often not achieved; this is 

especially true when the balance can be accomplished only 

by harboring "unpleasant" cognitive systems. (Kretch, 

Crutchfield, and Ballachey 1962) 

The next theory to be explored, Festinger's theory 

of cognitive dissonance, is closely related to Heider's 

balance theory. Before delving too deeply into this theory, 

perhaps an explanation of some terms would be in order. The 

term cognitive element refers to any knowledge, opinion, or 

belief about the environment, about oneself, or about one's 

behavior. Dissoance is introduced to represent an incon

sistency between two or more cognitive elements. Two 

cognitive elements are in a dissonant relation if, con

sidering these two alone, the obverse of one element v/ould 

follow from the other. (Secord and Backman 1962) 

The theory of cognitive dissonance begins with the 

note that ideas or cognitive elements are consonant with 

one another if one of the elements implies the other in 

some psychological sense, and are dissonant v/ith one 

another if one implies the opposite of the other. (Newcomb, 

Turner, and Converse 1965) Thus, a person who drinks but 

yet has knowledge and acceptance of research evidence that 

alcohol is a health hazard constitutes dissonant beliefs. 
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The theory further argues that cognitive dissonance 

is a state of tension. The degree of tension is dependent 

upon the importance of the elements to the individual and 

the degree to which the elements actually conflict. One 

additional note should be made about this tension; it has 

motivational force. An individual attempts to reduce the 

dissonance in one of two v^ys. He either diminishes 

phychologically the importance of the dissonant elements, 

or he changes one of the elements. 

The theory also notes that the attitudes of a 

person usually are consistent with each other; it further 

states that a person behaves in accordance with his atti

tudes and that his actions will tend to be consistent with 

each other. This is not to suggest that attitudes and 

behavior are always in consonance; rather the key point 

is that if there is dissonance the person, being psycho

logically uncomfortable, will be motivated to reduce the 

dissonance. 

The implications for attitude change should be 

obvious. If, through some enforced m.odification of behavior, 

the individual is led to express outv/ardly an attitude which 

is discrepant from his actual private attitude, then a state 

of dissonance is created in him. (Kretch, Crutchfield, and 

Ballachey 1962) One method of reducing this uncomfortable 

state is to change the inner attitude so that it agrees 

more closely with the outward expression. Thus, pressures 
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toward a desired attitude change could be exerted by forcing 

the person to behave in somie specific manner. The important 

point is that just as attitudes influence behavior so 

behavior can, in turn, exert an influence toward change in 

attitudes. (Newcomb, Turner, and Converse 1965) 

Secord and Backman (1962) suggest three ways of 

reducing dissonance: 

1. Change of a behavioral cognitive element. This 

suggests that when knowledge of one's behavior is dissonant 

with a belief, it is often easiest to change one's behavior. 

2. Change of an environmental cognitive element. 

An example is a person who experiences dissonance between 

his knowledge that smioking causes cancer and his use of 

tobacco. To reduce the dissonance he points out the fact 

that many doctors smoke. 

3. Addition of new cognitive elements. In the 

event that it is difficult to change any of the cognitive 

elements that are involved in dissonance, it is often easier 

to add new elements to outweigh the dissonant ones. The 

heavy drinker worried about his liver may tell himself 

that drinking is relaxing and thus beneficial to his 

health. 

Festinger (1957) gives a summary of his theory as 

follows: 
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1. There may exist dissonant or "nonfitting" 

relations among cognitive elements. 

2. The existence of dissonance gives rise to 

pressures to reduce the dissonance and to avoid increases 

in dissonance. 

3. Manifestations of the operation of these 

pressures include behavior changes, changes of cognition, 

and circumspect exposure to new information and new 

opinions. 

The significance of Festinger's theory for manage

ment development courses should be clear. If one is 
N 

successful in inducing changes in attitude, it is not 

unreasonable to expect some concomitant behavioral change. 

The next theory to be studied is Katz's functional 

theory. This theory has as its thesis that the motivational 

basis of an attitude is the key to understanding change. 

The theory further notes that the motivational basis of an 

attitude will largely determine the effect of certain 

situational factors and communication directed toward 

attitude change. 

While it should be kept in mind that many specific 

motives may serve as the source for an attitude, there are 

certain motivational bases on which the formation of 

attitudes tends to happen. Newcomb, Turner, and Converse 

(1965) provide the following summary adapted from Katz: 
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1. The adjustive function. Essentially this 

function is a recognition of the fact that people strive 

to maximize the rewards in their external environment and 

to minimize the penalties. Attitudes acquired in the service 

of the adjustment function are either the means for reaching 

the desired goal or avoiding the undesirable one, or are 

effective associations based upon experiences in attaining 

motive satisfactions. The dynamics of attitude formation 

are dependent (here) upon present or past perceptions of 

the utility of the attitudinal object for the individual. 

2. The ego-defensive function. The mechanisms 

by which the individual protects his ego from his ovm 

unacceptable impulses and from the knowledge of threatening 

forces from without, and the methods by v;hich he reduces 

his anxieties created by such problems, are knovm as 

mechanisms of ego defense. Many of our attitudes have the 

function of defending our self-image. The formation of 

such defensive attitudes differs in essential ways from 

the formation of attitudes which serve the adjustment 

function; they proceed from within the person, and the 

objects and situation to which they are attached are merely 

convenient outlets for their expression. When no convenient 

target exists, the individual will create one. Adjustment 

attitudes, on the other hand, are formed with specific 

reference to the nature of the attitudinal object; they 
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are thus appropriate to the nature of the social world 

to which they are geared. 

3. The value-expressive function. I'̂ ile many 

attitudes have the function of preventing the individual 

from revealing to himself and others his true nature, 

other attitudes have the function of giving positive 

expression to his central values and to the type of person 

he conceives himself to be. Satisfactions accrue to the 

person from the expression of attitudes which reflect his 

cherished beliefs and his self-image. 

4. The knowledge function. Individuals not only 

acquire beliefs in the interest of satisfying various 

specific needs; they also seek knowledge to give meaning 

to what would otherwise be an unorganized, chaotic universe 

People need standards or frames of reference for under

standing their world, and attitudes help to supply such 

standards. 

In looking at these functions one point needs to 

be kept in mind. Without exception, the functions have 

reference to how the person adapts to the environment. 

The adjustive function and the knowledge function include 

attitudes connected with cognitive adaptation. The value-

expressive function and the ego-defensive function are 

concerned with the relations of the external environment 

to the self. 
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The last theory to be discussed is Kelm.an's 

three-process theory of attitude change. This theory is 

especially important to management development because it 

suggests conditions under which attitude change will occur 

and those under which there will be no change. Kelman 

suggests that there are three distinct processes of social 

influence: compliance, identification, and internalization. 

He defines the influences this way: 

1. "Compliance can be said to occur when an 

individual accepts influence from, another person or from 

a group because he hopes to achieve a favorable reaction 

from the other." (Kelman 1961, 62) The key point to 

remember here is that the overt expression is instrumental 

to. either gaining a reward or avoiding punishment. It 

should also be kept in mind that attitudes of this type 

are allowed expression only when the influencing agent is 

in a position to observe. Why act in a specific manner, 

which you may privately disagree with, unless there is 

some reward? 

2. "Identification can be said to occur when an 

individual adapts behavior derived from another person or 

a group because this behavior is associated with a satis

fying self-defining relationship to this person or group." 

(Kelman 1961, 63) Identification serves the tv;in functions 

of establishing or maintaining a desirable relation to the 

other person or group and of supporting the self-image. 
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Probably the most common form of identification is trying 

to be like another person. In extremie forms, the individual 

may actually try to be the other person. Another form of 

identification occurs when an individual atte.mpts to act 

in a manner that he believes the other person or group 

expects. An example of this is a professional person 

behaving in the manner expected by his peers. 

Identification is both like and unlike compliance; 

they are the same in that in neither is the attitude itself 

intrinsically satisfying; rather the satisfaction is related 

to another person or group. The difference between com

pliance and identification is that in the identification-

situation, the person believes in the attitudes which he 

expresses. In the compliance situation, this is not true, 

3. "Internalization can be said to occur when an 

individual accepts influence because the induced behavior 

is congruent with his value system." (Kelman 1961, 65) 

One sees immediately two major differences between internali

zation and the processes of compliance and identification. 

First, in the process of internalization, induced attitude 

is intrinsically satisfying. And, secondly, more importance 

is attached to the pervasive characteristic of consistency. 

The occurrence of one of these processes depends 

in part upon the source of power of the influencing agent, 

(Secord and Backman 1962) If the influencing agent is in 

a position to control rewards and punishment, compliance 
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is likely. But, if the relation with the agent is satis

fying, identification is more likely. Internalization is 

m.ore likely to occur vThen the influencing agent is, for 

whatever reason, highly believable. 

Some mention should be made of the processes' 

implications regarding the permanence of change. An 

attitude embraced through coiTipliance is highly dependent 

upon rewards and punishment. Thus, if the influencing 

agent loses this power, the attitude is likely to be 

forgotten. Because attitudes induced through the process 

of identification are dependent upon a satisfying relation, 

they will remain only so long as the relation to the 

influencing agent remains satisfying. Internalized atti

tudes are likely to remain only so long as the agent is 

believed. One more point should be emphasized: the pro

cesses are not necessarily mutually exclusive. For excimple, 

the influence agent might well have control and, at the 

same time, a satisfying relation could be enjoyed. 

This discussion of theories is not intended to be 

a complete list. Rather, the three chosen are believed 

to have the most relevance for attitude change as it 

relates to management development. And, while attitude 

change will be discussed later, it is believed that a 

knowledge of some of the theories is essential for a 

complete understanding of change. 
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Attitude Functions 

At this juncture, a short discussion on the functions 

of attitudes seems appropriate. By functions is meant 

simply what an attitude provides for the individual. 

Attitudes may be considered functional in that they are 

emotionally satisfying. (Secord and Backman 1962) A per

son who has a high degree of hostility may find an outlet 

by protesting. And, he finds some support from other pro

testers and his hostility is expressed with social approval. 

Some attitudes are a justification for certain behavior. 

Prejudice toward a group may justify one's treatment of 

this group. And, finally, some attitudes are functional 

only in the satisfaction that one gains from holding 

attitudes similar to those held by friends. In the broad 

sense, attitudes provide emotional satisfaction and often 

justification. 

Attitude Development 

Following a review of the components and theories 

of attitudes, attention can now be centered on the develop

ment of attitudes. As one would expect from, so comtplex a 

subject, this development is the result of several forces. 

To be more specific, ICretch, Crutchfield, and Ballachey 

(1962) identify some four forces which affect attitude 

formjation. 
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The first of these forces to be considered are 

individual V7ants; attitudes develop in the process of want 

satisraction. An individual is faced with various problems 

in his attempt to satisfy wants and in wrestling with these 

problems, attitudes are developed. In general, a person 

tends to develop favorable attitudes toward persons and 

objects that satisfy his wants. Unfavorable attitudes will 

be developed toward objects and persons that prevent want 

satisfaction. 

The relationship of want satisfaction to attitude 

development can be illustrated by racial prejudice. Not 

surprisingly, attitudes of racial prejudice may develop to 

serve various individual needs. One is perhaps outside the 

realm of "normal" development but will still provide an 

example. Often, racial prejudice is found amiong the mentally 

ill. Certainly not all persons suffering from, emotional 

disorders develop racial prejudice, nor would all racially 

prejudiced persons be classified as mentally ill. But, the 

pathological individual may well develop attitudes of racial 

prejudice that provide rationalization and support for his 

deviant behavior. An individual who is either suspicious 

or harboring pent-up hostility may vent this on a member 

of a racial minority. 

Almost any important want that is persistently 

frustrated will find expression in aggressive acts v;hich 

apparently allay the frustrated state, at least temporarily. 
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(Kretch, Crutchfield, and Ballachey 1962) It should be 

remembered that the targets of such aggression need not 

necessarily be related logically to the frustrating situa

tion. Thus, when the target of aggression is a racial 

group, a situation is created which allows for the develop

ment of an attitude that will rationalize the aggression. 

Attitudes of racial prejudice may also develop to 

serve aggression which is produced by frustration of 

economic, political, or sexual frustration. For example, 

it w^s found that persons who were rated as dissatisfied 

with their own economic situation expressed hostile 

attitudes toward Jews more frequently than those who were 

economically satisfied. (Kretch, Crutchfield, and 

Ballachey 1962) 

For som.e, racial prejudice may also serve as a 

substitute for certain socially disapproved wants. Society, 

at least in the recent past, has more readily accepted 

behavior based upon racial prejudices as contrasted to 

behavior based on cruelty, greed, or some aspect of behavior 

that is not socially approved. And, finally, attitudes of 

racial prejudice may develop to serve some repressed wants 

such as a desire to be superior to someone. This want may 

be satisfied by the individual being able to place miembers 

of minority groups beneath him. One sees from these 

examples the relationship between wants and attitude 

development. 



59 

A second major force affecting the development of 

attitudes is the 'information to which a person is exposed. 

(Kretch, Crutchfield, and Ballachey 1962) New information, 

alone, is seldom a determinant of an attitude except in the 

context of other attitudes. Rather, new information most 

often is used to form new attitudes which are consistent 

with those already held. Earlier, the prevailing human 

characteristic of consistency was noted; this is also some

times called the concept of balance. And, as related to 

attitudes, this concept suggests that an individual v/ill 

develop attitudes which are consonant with one another 

and will avoid attitudes which are in conflict. 

Attitudes are responsive to information; they may 

therefore be "valid" in that the cognitive com.ponents of 

attitudes may correspond to the facts about the objects 

of these attitudes. This is necessary if the individual 

is to cope effectively with the many complex problems 

he faces daily. One can say that attitudes reflect the 

facts. 

A word of caution is in order here. Not all 

attitudes correctly reflect the facts. Thus, information 

which is used to develop attitudes need not be factual 

to be effective. There are a variety of reasons why 

attitudes may not correctly reflect facts; one is that 

people are often not sufficiently well informed. They may 

have some factual information but it is inadequate to 
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provide a true picture. For example, it is a fact that, 

on the average. Southern Negroes score lower on intelli

gence tests than v.'hites; but this is not the complete 

picture. In this sense, a few facts can be dangerously 

misleading and lead to a completely erroneous interpretation, 

A major reason why people incorporate invalid and 

inadequate facts into attitudes is the complexity of today's 

world. In this age of information explosion, it is vir

tually impossible for an individual to assimilate an ade

quate number of facts for himself. Because of this, a 

person necessarily relies on an "authority" as his source 

of inform.ation. Thus, for all persons, facts are often 

mediated by authorities. The amount of discrepancy between 

facts and the individual's beliefs are heavily dependent 

upon the validity of the interpretations by the authorities; 

this should not, however, be construed that an individual 

will blindly, wholeheartedly embrace all of the facts 

offered by the authority. A person's wants also come into 

play here. And, since facts are used to form attitudes 

consonant with pre-existing connected attitudes, the 

authorities' facts will more likely be accepted if there 

is little disagreement. 

One more point is worthy of mention. Authorities 

are sometimes unreliable, either through intent or ignorance 

Because of this, they may disagree. This situation of 

conflicting fasts fro.m authorities plus a dearth of 
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relevant facts may force the individual to invent or distort 

"facts." These "facts" may bear little resemblance to 

reality, but rather will tend to support attitudes which 

are already established. 

Another factor influencing the development of atti

tude is the group affiliations of the individual. (Kretch, 

Crutchfield, and Ballachey 1962) Many attitudes have both 

their source and support in the groups to which the person 

gives his allegiance. The attitudes tend to reflect beliefs, 

values, and norms of the group. Support from the group is 

important if the individual is to maintain his attitude; 

this is basically a support for one's position. 

Members of a group tend to hold similar attitudes; 

this is due, primarily, to the fact that group members come 

to hold common beliefs about persons or objects. These 

beliefs are often related to shared group values. One 

important concept concerning values is their centrality of 

the value system. Central values are those held most 

deeply and are significant determinants of attitudes; these 

are important because of the concept of consistency. It 

would be uncomfortable to hold values that conflicted with 

existing attitudes. 

Group norms also affect attitude development; this 

is because group norms not only prescribe what the •'correct" 

behavior is; they also prescribe the "correct" attitudes. 

Thus, people are rewarded not only for acting in the 
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correct manner; they receive a reward if they have the 

proper attitude. To not hold the right attitude is met 

with disapproval by the group and pressures to conform 

often become great. 

Group influences may be broken into two types: 

primary group influences and reference group influences. 

Primary groups are those face-to-face groups such as 

family, small work groups, and small friendship groups. 

Some writers believe that primary-group influences are a 

major dete.rminant of attitude development. (Kretch, 

Crutchfield, and Ballachey 1962) There are several ways in 

which the primary group can affect attitudes. First, the 

group exerts pressures for conformity of attitudes. Under 

extreme pressures, few persons are able to retain attitudes 

at odds with those of the group. Secondly, a person often 

consciously and deliberately seeks membership in groups 

which have attitudes similar to those he holds. Thus, 

the group here serves to reinforce existing attitudes. 

Third, members of an enduring group tend to be exposed to 

the sam.e information. And even m.ore importantly, they tend 

to interpret the information the same way; this results 

in a homogenizing effect on attitudes. Lastly, a person 

may attempt to gain acceptance within the group by adopting 

group attitudes as his own. 

The second major type of group affecting attitudes 

is the reference group. A reference group is any group 
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in v/hich a person is not a member but to v/hich he aspires. 

The reference group influences attitudes only in so far 

as the individual identifies with the group. However, the 

individual does not blindly adopt the group attitudes. 

Attitudes develop selectively in the process of want 

satisfaction. The person selects among the available 

attitudes those which are want satisfving. 

Personality may be considered a force influencing 

attitudes. Despite the effects of group influences to 

produce uniformity, there is some diversity. A major factor 

in this diversity is the personality differences which 

exist among individuals. Studies have been conducted 

relating personality to various attitudes, e.g., religious, 

ethnocentric, and political. In general, the individual 

accepts as his own those attitudes that are a part of his 

personality; the attitudes of the individual reflect his 

personality. (Kretch, Crutchfield, and Ballachey 1962) 

Persons with different personality characteristics thus 

could logically be expected to develop different attitudes. 

/ Culture, as a force affecting the development of 

attitudes, has been advanced by Morgan and King (1965). 

They note that the attitudes of an individual reflect his 

culture. The influence of culture can be determined by 

noting whether societies differ in their patterns of 

beliefs and attitudes. This difference may be either 

within cultures or between cultures. If a particular 
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attitude is held more generally among individuals in one 

cultural category than among those in another category, 

it may be said that the culture has influenced the attitude 

Morgan and King (1965) report that in almost all 

attitudes the socioeconomic position seems to be important. 

It must be noted that individuals do not merely adopt the 

attitude characteristics of their class. As in group 

influences, the attitudes still must serve to satisfy wants. 

Berelson and Steiner (1964) note that there are 

differences in opinions, attitudes, and beliefs that derive 

from the social strata in which people find themselves 

or from the social characteristics that they have. One of 

the reasons for this is that membership in a given social 

stratum conditions or limits a person's view of the world. 

In addition, this membership also carries with it certain 

expectations and pressures that one acts in a manner appro

priate to their position. 

Class, whether measured by income, education, 

occupation, or inherited status, is another important 

factor in attitude development. (Berelson and Steiner 1964) 

In general, the lower classes are more authoritarian. 

(Authoritarian here refers to intolerance on civil liber

ties, prejudice against minorities, skepticism toward the 

motives of others, and pessimism on humanity's chances 

generally.) 
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In addition to class, age apx̂ ears to have som.s 

impact on the development of attitudes. (Berelson and 

Steiner 1964) Age appears to bring with it conservatism 

in the usual sense plus a higher degree of authoritarianism.. 

However, with respect to authoritarianism, the effect of 

age is balanced somewhat by the effect of education, 

Tvro final notes will end the discussion of factors 

which contribute to attitude development. First, attitude 

development is complex and includes many factors. And, 

second, even though, for purposes of clarity and analysis, 

each force has been treated separately, this is not actually 

the v/ay the factors operate. All, or most, of the forces 

are ever present, interacting with one another and simul

taneously acting upon the individual. The one factor which 

appears to dominate the development is that of satisfying 

wants. And wants certainly do not come about in splendid 

isolation. 

Attitude Measurement 

After discussing the components and development of 

attitudes, it seems logical to investigate how attitudes 

are measured. Various techniques will be mentioned with 

special emphasis given to the Likert scale. 

There are som.e characteristics of m.easurement that 

are common to all types. The purpose of any and all scales 

is to measure something. And, any object has certain 
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dimensions or characteristics that can be measured. The 

important point is that often different scales must be 

used to measure different characteristics or dimicnsions. 

Further, the scale must be calibrated in units apr^rcpriate 

to the dimensions being measured. 

In certain respects,' an attitude scale is similar 

to other scales; it can be thought of as a yardstick 

designed to assign values (usually numerical) to persons 

in terms of units that are defined in as exact a fashion 

as possible. (Nev/comb, Turner, and Converse 1965) It 

should be kept in mind that the meaning of any numbers 

assigned will be less than in physical measures* 

Measurement may be considered as a classification 

process. These classification procedures are sometimes 

divided into levels of measurement. (Newcomb, Turner, and 

Converse 1965) These levels are assigned according to the 

number of m.easurement requirements that are satisfied and 

the precision of statements that can be made about the 

measured elements. Four such levels are the norainal, 

ordinal, interval, and ratio levels. 

The nominal form of classification is so crude 

that one does not consider it as measurem^ent. This classi

fication sorts the elements into classes v/î h no specifi

cation of their relationship. ?Ji example of this type of 

classification is the numbers worn on footl:all uniforms 

that designate ;,roughly) a position on the tea: )rn 
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Classification at this level is distinguished from 

the other (higher) form.s of measurement simply because 

the symbols chosen to represent the classes are not intended 

to indicate any particular relationship betv/een those 

classes. In the higher forms of mieasurem.ent some kind of 

relation between the classes are indicated by nuraerical 

label. 

In the measurement of classes of objects, one is 

often interested in knowing whether one class is greater 

or less than some other class on some particular dimension; 

ordinal measurement provides this. Two notes should be 

made about measurement at the ordinal level. By the time 

one reaches this level, he is beginning to assume some 

underlying dimension of variability along which objects 

are being compared. (Newcomb, Turner, and Converse 1965) 

It is rather meaningless to say that one object is greater 

than another except with respect to some particular 

dimension. The second note is that ordinal measurement 

allows one to organize object dimensions even where he 

cannot establish discrete units of measurement. Thus, 

relative standards can be set up. This type of measurem.ent 

is often used because of the difficulty experienced in 

trying to set up units of measurement. 

When there are discrete units of measurement, one 

is in a position to make more powerful and meaningtul 

statements. One can not only rank objects as to some 
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property but can also tell hov/ far apart they are. This, 

of course, adds greatly to a person's accuracy and pre

dictive pov.'ers. 

The early history of attitude measurement was 

marked by efforts to ensure that measuremient was at least 

ordinal, while attempting to strive tov/ard interval measure

ment. (Newcomb, Turner, and Converse 1965) It must be 

kept in mind that ordinal measurement is a minimal require

ment if attitude measurement is to have any scientific 

value. 

If one is to use the concept of attitude to under

stand and predict behavior, it follows that valid and 

reliable instruments for measuring attitudes are needed; 

this is not an easy task because the measurement of atti

tudes, like the measurement of all psychological determi

nants, must be indirect. Attitudes can be measured only 

on the basis of inferences drawn from the responses of the 

individual toward the object—his overt actions and state

ments of belief, feeling, and disposition to act with 

respect to the object. (Kretch, Crutchfield, and Ballachey 

1962) 

Various methods have been devised for the measure

ment of attitudes; the most widely used and tested is 

the so-called attitude scale. Typically, an attitude 

scale consists of a group of items to which the person 

responds. From a set of fixed respondents he must choose, 
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such as by specifying agree or disagree. From this pattern 

of agreement or disagreement, one can infer something about 

his attitude. 

Usually, the statements are assigned scale values 

in some manner so that a quantitative index of the attitude 

may be computed. V/hile scales m.ay differ in type and 

method of construction, they always have the same objecu:ve: 

to assign an individual a numerical position on a continuum, 

a position which indicates, for example, the valence of 

his attitude toward some particular object. (Kretch, 

Crutchfield and Ballachey 1962) 

In determining which items shall be included in a 

scale and how many items are needed, Kretch, Crutchfield, 

and Ballachey (1962) suggest the following four criteria: 

(1) discriminating function, (2) sharpness of discrimination, 

(3) discrimination along the entire scale, and (4) minimal 

numbers of items for reliability. 

These four criteria deserve a closer look. To be 

useful, an item on an attitude scale must truly discriminate; 

this means that persons of different attitude make-up m̂ ust 

resx5ond to the item in systematically different ways. Items 

should also discriminate sharply. Thus, all persons who 

assent to a favorable proposition regarding some object 

should be nearer the favorable end than any of the dissenters 

of the proposition. Under ideal conditions, there should 

be no overlap; and in selecting scale items, those v/ith 
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the smallest overlap are chosen. There should also be 

discrimination along the entire scale. Basically, this 

means that one needs more than a rough measure; he needs 

to be able to make fine differentiations. 

And, finally, one wants to determine the minimal 

number of items needed for reliability. In general, it 

can be assumed that the greater the number of items in a 

scale, the higher the reliability; this is because with 

a larger number of items there is less danger of a net 

distortion in either direction. But, this must be balanced 

with considerations of efficiency and practicality in 

testing; this rather quickly places an upper limit on the 

total number of items that can be easily handled in 

attitude scales. 

Before discussing various types of scales, perhaps 

it is appropriate to briefly discuss reliability and 

validity. The ultimate aim of any technique of measurement 

is its validity; i.e., how well does it measure what it 

purports to measure? And, the validity of a scale inti

mately depends upon its reliability, i.e., the consistency 

of the measurement. A. technique of measurement cannot be 

more valid than it is reliable. 

There are three general ways to ascertain scale 

reliability: (1) test-retest, (2) split-half method, and 

(3) equivalent-forms m.ethcd. In the test-retest method, 

the particular test is given a second time and the two 
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results are compared. The second test may be given imme

diately or it may be administered after a considerable 

lapse of time. Test-retest techjTiiques are subject to 

some major weaknesses. If the second test is administered 

soon after the first, the respondent may remember his 

responses and try to be consistent with his former per

formance. This could, of course, cause a spuriously high 

coefficient of reliability. But, if there is a long 

interval the subject may v/ell have experienced circumstance; 

which actually changes his attitude. The result could well 

be a spuriously low correlation. The equivalent-forms 

method compares the scores obtained on two comparable forms 

of the same scales. The split-half method compares scores 

on.one-half of the test with those on the other half. The 

degree of reliability is usually expressed as the coeffi

cient of correlation between the two sets of measurements. 

After determining that the reliability of an 

attitude scale is satisfactory, the problem still remains 

to ascertain the validity. Thjree comm.only used m.ethods to 

determ.ine validity are: (1) experts' judgm.ents of content, 

(2) measurement cf known groups, and (3) accuracy of pre

diction of behavior. (Kretch, Crutchfield, and Ballachey 

1962) 

When a scale measures a representative sample of 

all the beliefs, feelings, and action tendencies that 

pertain to the object, it is considered to have content 
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validity. It can be determ.ined or estimated v/hether or 

not the content is representative by getting the opinions 

of experts. 

Validity of attitude scales m.ay also be estimated 

by comparing the attitudes of groups known to differ in 

their attitudes tovrard some specific object. By using the 

measurement of knovm groups, one is actually saying that 

certain types of people should, on a priori grounds, differ 

with respect to attitude. This differentiation, among 

certain defined groups, should also be in a specified 

direction. Certain types or groups of people can be expected 

to have certain attitudes; this is, of course, an over

simplification because of the important influence of 

individual want satisfaction. Thus, the use of knovm 

groups has some readily apparent v/eaknesses as a validation 

technique. 

The ultimate practical test of attitude measurement 

validity is how useful the instrument is for the under

standing and prediction of behavior with respect to attitude 

objects. Kretch, Crutchfield, and Ballachey (1962) say 

there are very few good examples of this type of validation; 

they note that a number of investigations have found that 

verbal measures of attitude predict the social actions of 

a person with varying degrees cf accuracy. There are 

several possible explcinations for this; one is that actions 

are usually determined by a number of psychological factors 
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and by many attitudes. Second, often the immediate situa

tion will influence the action. And, lastly, there is not 

always a psychological identity between the object of the 

attitude test and the actual object. 

The m.easurement of attitudes has come far in recent 

years. However, there are certain limitations which should 

be mentioned. Kretch, Crutchfield, and Ballachey (1962) 

suggest some three general limitations; they first note a 

problem resulting because too frequently attitude testers 

"measure" attitudes that people do not hold. They suggest 

there is a large hard core of chronic knov;-no things. 

Clearly, these people who have no awareness of various 

issues or objects cannot hold attitudes about them. And, 

even those with knowledge may not hold a preexisting 

attitude toward the object or issue. To ask them̂  questions 

may well lead them to generate an "apparent" attitude to 

please the interviewer. 

Attitude scales have proven to be useful tools for 

obtaining measures of valence of the cognitive and feeling 

components of an attitude; most, however, do not measure 

the other primary characteristics of attitudes. (Kretch, 

Crutchfield and Ballachey 1967) These characteristics 

include such as consistency and interconnectedness. Along 

this same line, attitude measuremient techniques do net 

adequately measure the action tendency component. The 

individual answering the questionnaire says what he 
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believes he v/ould do in some situation; this m.ay differ 

from his real action tendency. 

And, finally, there is a problem^ common to measure

ment in all sciences, i.e., the influence of the process 

of measurement upon the object of measurement. By merely '• 

asking a person questions about an object can influence 

his attitude toward this object. This problem will be 

discussed in detail later in the chapter. 

Keeping these limitations in mind, a look will be 

taken at some of the methods used to measure attitudes. 

There are five basic types of attitude scales: (1) the 

Thurstone-type scale, (2) the Likert-type scale, (3) the 

unidimensional scale, (4) the free response method, and 

(5) the social distance scale. The construction of a 

Thurstone-type scale begins with writing a set of statements 

that are designed to measure some particular attitude. 

A scale value is assigned to each statement at the time 

that the scale is constructed. This value is assigned 

by a large number of judges who are given each statement 

and asked to place it on a scale containing eleven cate

gories that appear to cover equal portions of the scale. 

One end of this eleven-category scale is designated as 

being highly favorable toward the attitude object with the 

other end of the scale highly unfavorable; the middle point 

is neutral. An example is shown in Figure 1. 
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. A , B . C , D . E , F , G . H . I , J . K , 
Unfavorable Neutral Favorable 

Fig. 1.—Thurstone Scale 

The judges place each item in what they consider 

to be the appropriate category. The final scale value 

for any given item is then determined from the values 

assigned by all the judges. The median of all the judgments 

is the value assigned. (Secord and Backman 1964) 

From all the statements on which judgments were 

made, the final items are selected according to two 

criteria: 

1. Items having the greatest agreement among 

judges. 

2. Degree to which item.s have scale values which 

range in approximately equal intervals along the eleven-

point scale. (Secord and Backman 1964) When the scale is 

administered to a person, he selects those items with which 

he agrees. His attitude score then is the median of the 

scale values of the items with which he agrees. A major 

criticism of the Thurstone-type scale is that the attitudes 

of the judges may well influence the selection of items. 

Another major type of attitude scale is the Likert-

type scale. This type of attitude measurement may come 

closest to our intuitive ideas concerning the location of 

individuals on a positive-negative attitude continuum. 

(Newcomb, Turner, and Converse 1965) The first step in 
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the construction of this type of scale is to collect a 

large number of state.ments considered by the experimenter 

to be related to the object of m.easurement. There is a 

fundamental difference fromi the Thur stone-type test because 

in the Likert scale the judges are asked to indicate their 

own attitudes by responding to the statements. Typically, 

the judges select one of five possible responses to each 

item: strongly agree, agree, undecided, disagree, and 

strongly disagree. However, both seven-point and three-

point scales are also used. 

To reduce the large number of items, an internal 

consistency analysis of the items is made. Basically, 

this is done by determ.ining the extent to which the responses 

of the persons in the standardization group to a particular 

item are consistent with their total scores. (Secord and 

Backman 1964) It is the use of item analysis in the 

Likert-type scale that most clearly distinguishes it from 

the Thurstone-type. Thus, every favorable item should 

receive consistently higher scores while every unfavorable 

item; should receive consistently lower scores. Those items 

which best raeet this criteria are chosen for use. 

Scoring a Likert-type scale calls for assigning 

a sequence of integer scores such as 1, 2, 3, 4, or 5 to 

the categories of responses. The "1" response must be 

consistently given to either the positive or negative 
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extreme. Finally, a simple summation of these scores 

yields the attitude score for the entire scale. 

The score obtained on a Likert scale can be inter

preted only in a relative sense, i.e., where the individual's 

score falls relative to the scores of other persons. Thus, 

the score does not have an absolute meaning. Usually, the 

interpretation of the maximum score portrays a favorable 

attitude, the minimum score an unfavorable attitude. But, 

a weakness of this method is the difficulty of inter

preting the scores falling in the middle range. This is 

because one does not knov/ an exact score that corresponds 

to the neutral point. 

Another type of scale that is sometimes used is 

the unidimensional scale developed by Guttman. This is 

also called "cumulative scaling." "An attitude scale is 

considered unidimensional if on every item a person with a 

more favorable attitude gives a response more favorable 

than, or equally favorably to a person v.ath a less favorable 

attitude." (Secord and Backman 1964, 104-05) A simple 

example of this type of scale would be one concerning 

height in which the items could read as follows: 

1. He is taller than five feet. 

2. He is taller than five and one-half feet. 

3. He is taller than six feet. 

In such a scale a person who responds positively to 

statement number three will also have responded positively 
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to state.ments one and two. This is the essential char

acteristic of a unidimensional scale: the pattern of 

responses is reproducible from knowledge of the scale 

score. 

A fourth basic type of attitude scale is the free-

response method. This method serves better when investi

gators are more interested in getting a description of the 

cognitive content of an attitude rather than a quantitative 

m.easure of effect. The characteristic that defines this 

scale is that the respondent is free to answer each state

ment in his own words. 

The scale of social distance, developed by 

Bogardus in 1925, vras one of the first landmarks in the 

history of attitude measurem.ent. (Nev/comb, Turner, and 

Converse 1965) This scale is used for the specific purpose 

of measuring and comparing attitudes toward different 

nationalities. On this test, the respondent is asked to 

answer a series of statements as to whether he would be 

willing to admit members of a race to one or m.ore of the 

following relationships: marriage, neighbor, or citizen. 

While all of the five types of scales have value, 

the Thurstone-type and the Likert-type scales have more 

relevance for this study. Therefore, they were afforded 

more attention. 

Limitations and weaknesses of attitude scales were 

earlier discussed. Briefly, these liraitations are 
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"measuring" attitudes that people do not hold, failure 

to measure characteristics such as consistency, and the 

influence of the process of measurement. However, the 

techniques do have value and are useful, especially if the 

limitations are kept in mind. 

Experimenter Bias 

Two limitations worthy of separate discussion are 

the experimenter bias and the "Hawthorne effect." There 

is some reason to believe that one or both of these are 

always present; certainly their influence must be 

considered. 

Argyris (1968) suggests that there is some similarity 

between conditions in an organization and research systems. 

If this is true, then unintended consequences found in 

formal organizations should also be found, in varying 

degrees, within the system created by research. Psycho

logical withdrawal is offered as an example; this means, 

basically, that the person may have little real involvement 

in the research situation. This can, in turn, lead to 

some di fferent results from what might be expected fromi a 

more complete cooperation. 

The probable ranking expert today in the field of 

experimenter bias is Robert Rosenthal. Rosenthal is 

rather firm in his belief that the experimenter can, and 

does, influence the subject. He further expounds tl:ar 
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this is a constant condition, rather than one which comes 

and goes. Rosenthal (1963) states that in the normal 

course of behavioral research, different experimenters 

often obtain different data from comparable groups of 

subjects. A major reason for this is the experimenter 

bias; i.e., the subjects perform in a manner that the 

experimenter has in some fashion communicated to them. 

Rosenthal and Fode (1963) note that the recent studies in 

experimenter bias have shovm that the experimenters are 

able to obtain from their human subjects the data that 

experimenters expect or want to obtain. 

This communication from, the experim.enter to the 

subjects should not be interpreted as nonprofessional 

behavior on the part of the experimenter. In fact, the 

experimenter's hypothesis can be communicated quite unin

tentionally to the subject. (Rosenthal 1967b) But even 

though unintended, Rosenthal believes that the expectancy 

or hypothesis of the experimenter is a significant deter

minant of his research. 

Rosenthal (1967b) believes this bias is ever present 

and, indeed, suggests that unintended covert communication 

from the experimenter to the subject appears to be the 

norm in psychological experiments. He notes that such 

communication can both affect the subject's response to 

the experimental task and also be partially predicted from 

a knowledge of various attributes of the experimenter. 
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Rather interestingly, he does not suggest how one can use 

these predictive powers to control the bias. 

Reporting on the results of a study conducted by 

John Adair (personal communication to Rosenthal), Rosenthal 

(1967a) states that the study showed that experimenters 

who prophesized the perception of success by their subjects 

fulfilled their prophecies. And, conversely, experimenters 

who had prophesized the perception of failure also fulfilled 

their prophecies. 

The pervasive significance of commiuni cation has 

recently been elegantly demonstrated by experiments on 

experiments them.selves showing that the experimenter 

influences the results obtained. (Rosenthal 1967a) Rosenthal 

fails to provide back-up material for this statement, but 

it does serve to point out the intensity of his belief. 

Early in the history of the research interest in 

the self-fulfilling prophecies in the behavioral sciences, 

it was believed that a process of operant conditioning 

might be responsible. It was thought that perhaps every 

time the subject gave a response consistent with the experi

menter' s expectation, the experimenter m.ight give some 

sign such as look more pleasant or smile without being 

aware of it. Thus, the experimenter might have taught 

the subject what responses were the desired ones. However, 

Rosenthal (1967a) says this was not so; there was no 

•'learning curve" for subjects. 
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Rosenthal (1967a), while admitting that he does not 

know if research findings would hold true outside the 

laboratory, does offer some general conclusions. The most 

compelling and most general conclusion is that persons 

can engage in highly effective and influential unprograrnmed 

and unintentioned communication v/ith one another. The next 

conclusion is that experimenters and probably "ordinary" 

people can affect the behavior of those with whom they 

interact by virtue of their expectations of what that 

behavior will be. 

Not all researchers are in agreement with Rosenthal 

and Fode. Using a sample of forty "naive" experimienters, 

Zegers (1968) attempted to see if the experimenter bias 

was in effect. Each of the forty experimenters administered 

a verbal operant conditioning technique to three subjects. 

Two of the subjects were accomplices who either confirmed 

or disconfirraed the experimenter's expectancy that the 

conditioning techniq[ue would or would not be effective. 

Conditioning in equal amounts occurred in all treatment 

groups indicating that the experimenter bias phenom.enon 

did not occur. Zegers' conclusion was that some research 

may not be contaminated by experimenter bias. 

In an almost open attack on Rosenthal, Barber and 

Silver (1968) conducted an analysis of thirty-one studies 

which attempted to demonstrate that experimenter•s 
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expectancies and desires significantly affect experimental 

outcomes. They obtained the following results: 

1. The experimenter bias is more difficult to 

demonstrate and less pervasive than its proponents claim. 

2. When the experimenter bias did occur, it was 

either verbally reinforced or the experimenter transmitted 

expectancies and desires by paralinguistic or kinesthetic 

cues. 

It thus appears that while the jury is still out on the 

pervasiveness and effects of experimenter bias, it must 

be always considered. 

Hawthorne Effect 

One of the findings of Mayo in his Hav/thorne studies 

\ms that some of the participants in the study apparently 

reacted, and favorably, to the attention given them by the 

experimenters. One result of this reaction v/as an apparent 

desire to please; i.e., the results are due to suggestion. 

This has since become known as the "Havrthorne Effect." 

Today, to describe a phenomenon as resulting from a 

Hawthorne effect implies that the results are due to 

suggestion. (Sommer, 1968) Sommers further suggests that 

the Hawthorne effect is ever present. 

From the above discussion, it can be seen that 

measurement of attitudes may not be entirely '̂ accurate.'• 

Although there was no overt communication to the subjects. 
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there is the possibility that covert communication influenced 

the subjects. And, since the experimenter enjoyed an 

apparent good relationship with the subjects, there exists 

the possibility that the subjects responded in the manner 

they believed that the experimenter wished. While precau

tions were taken to avoid contam.ination and sound research 

procedures v/ere followed, the possibility of contamination 

exists. This must be kept in mind v/hen evaluating the 

results. 

Attitude Change 

Attitudes tend to constrict, conserve, and stabilize 

the individual's v/orld; this is because they are lasting 

residuals of his experiences. As the world changes and 

individuals try to adapt to these changes, they often find 

their attitudes changing. Sometimes the change is easily 

accomplished; at other times, the change can be psycho

logically uncomfortable. 

To know how, or why, attitudes change is of great 

interest and importance to the theoretician and the prac

titioner alike. Argyris (1956) notes that it is interesting 

to know that some mien change and some do not. But, it is 

more urgent to knov/ why this is so. Knowledge regarding 

changing attitudes is especially useful during periods of 

transformation, whether it be social, economic, political, 

or technoloaical. 
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There are two major kinds of attitude change: 

incongruent change and congruent change. (Kretch, Crutch

field and Ballachey 1962) By incongruent change, one 

means that the direction of change is toward the sign 

(positive or negative) opposite that of the original. 

Congruent change is that change in the same direction as 

the existing attitude. Thus, congruent change may involve 

either an inci'ease in the positivity of an existing posi

tive attitude or an increase in the negativity of an 

existing negative attitude. 

Change Factors 

Kretch, Crutchfield, and Ballachey (1962) say that 

the modiflability of an attitude depends both upon certain 

characteristics of the preexisting attitude and upon cer

tain characteristics of the individual. They further note 

that the following seven attitudinal characteristics are 

the most important in determining modifiability: 

(1) extremeness, (2) multiplexity, (3) consistency, 

(4) interconnectedness, (5) consonance, (6) strength and 

number of wants served by the attitude, and (7) centrality. 

Further discussion of the above characteristics is needed. 

It is generally accepted that more extrem.e attitudes are 

less susceptible to change than are less extreme attitudes. 

Extremte attitudes tend to be held with more confidence 

and/or intensity and are therefore more resistant to change 
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An attitude's resistance to change varies with its 

multiplexity with a simplex attitude being relatively more 

susceptible to incongruent change than will a highly multi

plex attitude. (Kretch, Crutchfield, and Ballachey 1962) 

The same authors note this is not true of congruent changes. 

Attitudes with a high degree of m.ultiplexity are easier to 

move in a congruent direction; this is especially true 

regarding the cognitive component. The reason is that 

there is more information which can be integrated into an 

existing multiplex attitude thereby strengthening its sign. 

Earlier, the prevailing characteristic of consis

tency and the rather strong trend toward consistency was 

noted. An inconsistent system is somewhat unstable because 

of.the dissonance among its components. Thus, in an effort 

to regain stability or consistency, an attitude is rela

tively easy to change in the direction of more consistency. 

Attitudes with a high degree of interconnectedness 

are relatively resistant to change in an incongruent 

direction; this is because the entire cluster, rather than 

one attitude, will be resisting the change. Like many other 

things, apparently attitudes also find strength in numbers. 

In this same view, it is assumed there is a high degree of 

consonance among attitudes which form a cluster. The 

resistance to change of an attitude that is part of a 

cluster will vary with the extent to which it is consonant 

with the other attitudes m.aking up the cluster. Thus, 



one can expect attitudes v/hich are consonant to be difficult 

to change in an incongruent direction. But, they should be 

less resistant if the change is in a congruent direction. 

One of the factors influencing attitude formation 

is that of satisfying wants; and attitudes, once formed, 

can serve other wants. An attitude that serves strong 

and multiple v/ants is especially important in the psycho

logical economy of the individual, and v/ill be prized by 

him. (Kretch, Crutchfield, and Ballachey 1962) Such an 

attitude vrill be difficult to change in an incongruent 

direction. Attitudes also often reflect the values of the 

individual, i.e., what he believes to be "good" or "bad." 

Any attitude resulting from a basic value that has strong 

cultural support will be resistant to change in an incon

gruent direction. 

In addition to attitude characteristics, various 

attributes of the individual also help determine the modifi-

ability of attitudes. Individual differences in intelli

gence help explain rate of attitude change. (Kretch, 

Crutchfield, and Ballachey 1962) One explanation is that 

the more intelligent person is better able to comprehend 

and evaluate the information which he receives. 

And, finally, group affiliations can play an 

important role in the changing of attitudes. If the 

individual highly values membership in a group, he will 
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be extrem.ely resistant to changing any attitude v/hich 

reflects the norms of the group. 

Methods of Attitude Change 

Some characteristics which influence both amount 

and direction of attitude change have been noted. The 

above tells one but little about how to actually bring 

about a desired change. The strategies, processes, 

approaches, and methods of attitude change is the next 

area of discussion. Bandura (1969) claims there are three 

general strategies to be em.ployed to induce attitude change. 

He also suggests that these can be used separately or in 

various combinations. The first strategy is that of 

informational or belief-oriented; this v/orks through 

exposure to various forms of persuasive comimunications and 

assumes that nev/ or additional information about an object's 

characteristics can change one's attitude in respect to 

that object. 

To investigate the impact of the new information, 

one looks at three general sets of variables: the communi

cator, the communication, and the recipient. One variable 

which is intuitively believed to have influence is the 

communicator. For many years the importance of the com

municator in the influence process has been recognized. 

Throughout history there are references to public figures 
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who were notable for their skill in persuading the masses. 

Studies have determined that, among other characteristics, 

the credibility and group affiliations of the communicator, 

as perceived by the recipient, are important in determining 

the effectiveness of attitude change. (Kretch, Crutchfield, 

and Ballachey 1962) 

In assessing the impact of communicator credibility, 

one needs to look at two different kinds of effects: the 

recipient's evaluation of the communicator, including his 

message, and the amount of attitude change produced by the 

communication, Secord and Backman (1964) report that when 

comm.unication had been presented by a communicator of high 

credibility, a communication was judged more favorably than 

the same message presented by a person of low credibility. 

These same two authors claim, however, that with respect 

to attitude change, the results were not so consistent. 

Not always has the highly credible communicator brought 

about greater attitude changes than the low credible 

communicator. It is vrarth noting that even comm.unicators 

of low credibility produced some changes in attitude in the 

direction of the communication. Also, attitudes measured 

somie three cr four weeks later were com.pared with those 

measured immediately following the communication. During 

this time, the effects of communicator credibility had 

disappeared. A probable explanation is that the recipient 

had dissociated the source of the communication from the 
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communication; i.e., the communication but not the comjnuni-

cator is recalled. 

The reason why a highly credible comiminicator is 

m.ore effective than a communicator with low credibility is 

deserving of a closer look, one thought is that the 

communicator "lends his prestige" to the comm.unication, 

thereby increasing its acceptance. The content of the 

communications sometimies will include incentive references, 

or it may be especially designed to alter the valence of 

the attitude object. Thus, a prestigious comrciunicator is 

generally more influential because his behavioral recom

mendations, if followed, are more likely to result m 

favorable outcomes. (Bandura 1969) And, if a recipient 

does not believe or trust the communicator, he may interpret 

the message in such a manner that it is less believable. 

To be effective, anyone who would change attitudes must 

have "membership character"; i.e., he must be seen by the 

audience as "one of us." (Kretch, Crutchfield, and Ballachey 

1962) The implication is that persons talk to and are 

influenced by persons they see as being m.ore or less like 

they are. 

Changes in attitude can be induced by exposure to 

communication, but it is doubtful if the simple presenta

tion of facts is effective; because of this, higher order 

conditioning processes are often used to supplement the 

communication. Tv.̂o such attempts are vicarious reinforcement 
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and negative appeals. An example of a vicarious rein

forcement is smoking a certain brand of cigar and thereby 

improving job performance. Negative appeals paint a dismal 

picture of the adverse consequences associated v/ith failure 

to follow a communicator's behavioral recommendations. 

Despite the relative ineffectiveness of the simple presen

tation of facts, it remains one of the most v/idely employed 

methods of attempting to change attitudes. A major reason 

for this popularity is the ease of application. 

Even though a simple presentation of facts is 

relatively ineffective, more attention should be given to 

the role of communication in influencing attitudes. The 

effectiveness of commainication is influenced not only by 

the communicator but also by the medium which is used. 

(Kretch, Crutchfield, and Ballachey 1962) It is generally 

agreed that personal influence is more effective than the 

various mass media in influencing attitudes. This ineffec

tiveness of mass media is primarily due to the fact that 

persons tend to select information v/hich is congruent 

with existing attitudes. If the information is not con-

giruent, it tends to be "tuned out." Despite the fact that 

mass media is relatively ineffective, it does play an 

important albeit supplementary role. The influences may 

first be presented personally by a trusted communicator 

and later reinforced by the mass media. This reinforcing 

action makes it worthy of mention. 
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The next area of communication to be discussed 

concerns the organization, content, and presentation of 

communication. Secord and Bacl̂ man (1964) note that the 

way in which a communication is organized and presented 

may also affect its ability to influence. One area of 

concern regarding organization of the communication is 

the question of one-sided versus two-sided communications. 

Should the communicator present only that inform.ation 

favoring his side, or should he also present some counter

arguments? 

Secord and Backraan (1964) report that the results 

are far from clear on the above topic. In one situation, 

neither the one-sided nor the two-sided programi showed 

any clear-cut superiority. But, one important point was 

noted: less educated recipients were more influenced by 

one-sided arguments than were the better educated subjects. 

One possible explanation is that the less educated lacked 

familiarity with the logical arguments pro and con. One

sided communications seem to be more effective if the 

audience is already in basic agreement or if they lack 

knowledge about the object. These two conclusions are in 

line with the concept that resistance to a communication 

is a function of the existing cognitive elements that are 

dissonant with the comjnunications. The same two authors 

cite evidence that tv/o-sided advertising commercials 

produced more attitude change in favor of the product 
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being advertised. (Secord and Backman 1964) In this same 

vein, there is no conclusive evidence as to the influence 

of the ccromunicator drawing the conclusion of his message 

versus leaving it up to the recipients to draw their own 

conclusion. 

Another question concerns primacy-recency. If 

the first communication is more effective, one calls the 

result the primacy effect; if the last communication is 

more effective, one calls it the recency effect. Again, 

thex*e is no conclusive evidence. However, when the com

munication contains an element which arouses a need and 

one which gives information leading to the satisfaction 

of this need, it is most effective to present the need 

arousing element first. (Secord and Backman 1964) 

The information presented concerning the comm.unica

tion has not provided many consistent answers. The one 

important finding which has relevance for management 

development is that one-sided presentations are more 

effective for persons who lack knowledge about the issues; 

this suggests that different means of presentation should 

be used depending upon the sophistication of the participant 

Another general strategy for inducing attitudinal 

changes involves an affect-oriented approach. (Bandura 1969) 

Both evaluations of, and behavior toward, attitude objects 

are changed through their affective properties. This 

approach is based upon the principle of classical 



conditioning. This method calls for transfer effects of 

emotional conditioning to come into play. The attitude 

change comes about through techniques of association. 

The third approach to the changing of attitudes 

relies upon a behavior-oriented strategy. (Bandura 1969) 

This approach uses the same assumptions as the various 

models of cognitive consistency, e.g., Heider's balance 

theory and Festinger's cognitive dissonance. All of the 

cognitive consistency models have in common the view that 

an individual's cognitions about himself and his environ

ment are organized into a system that is internally 

consistent. These models further believe that there is a 

strong drive toward this self-consistency. Therefore, the 

introduction of new information that is not consistent 

with existing attitudes causes a motivational state that 

"pushes" the individual to eliminate the inconsistencies 

by making some cognitive adjustments. Thus, the consistency 

adherents believe that a lack of congruity between cognitive 

elements constitute a basic factor in changing attitudes. 

Bandura (1969) suggests that there are several 

reasons for selecting change in behavior as a primary mode 

of attitude change. One is that it is easier to alter 

specific overt actions than to change personal convictions 

which may be deeply held and yet difficult to define. 

Second, varying opinions may exist about the effects of 

behaving in certain ways. Therefore, these beliefs will 
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be more easily changed than will a cognitive representation 

which is more firmly fixed. And, finally, behavior is 

often so completely maintained by its immediate consequences 

that induced cognitive modifications are likely to have 

little effect. 

One final note should be added here. Using any 

one or any combination of these three strategies can be 

effective. V/hen there is a change in behavior accompanied 

by a congruent set of attitudes, this is accepted as 

evidence of effective internalization. 

In an overview, Wagner and Sherwood (1969) state 

there are four contemporary approaches to attitude change: 

(1) the functional approach, (2) learning theory, 

(3) perceptual theory, and (4) consistency theory. The 

functional approach to attitude change has, as its basic 

principle, that attitudes are important to the individual's 

need satisfaction. Therefore, attitudes change to the 

extent that they either promote or support certain needs. 

It is further suggested that a person develops positive 

attitudes tov/ard those objects that are rewarding and 

negative attitudes toward those objects that are punishing. 

His attitudes will change only to maximize rewards and 

minimize punishment. 

Wagner and Sherwood (1969) also report on a "three 

process" theory of attitude change developed by Kelman. 

This theory is particularly concerned with situations in 
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which one person attempts to influence another. Compliance, 

the first process, is when the recipient changes an atti

tude to gain favor or avoid displeasure from the influ

encing agent. Identification occurs when the individual 

adopts the attitudes of someone with v/hom he has enjoyed 

a satisfying relationship. And, internalization is the 

acceptance of influence that is consistent with existing 

attitudes. 

The manner of attitude change is dependent upon 

the particular function served by the attitude. The com

pliance process is dependent upon the reaction of the 

influencer. If his reaction changes, the recipient's 

attitude will change. The attitude change in the identifi

cation process can be one of two ways. The person with 

whom one has identified can change his attitude resulting 

in the identifier also changing, or the identification is 

no longer satisfying. An attitude which has been interna

lized can change when an individual notes that it is no 

longer consistent with his existing value system.. The key 

to attitude change according to this theory is the function 

served by the attitude. 

The second major approach to attitude change is 

derived from a learning theory approach to behavior. 

Guerin (1968) suggests that Lewin's unfreeze, change, and 

refreeze process is related to learning theory. PJi 

assumption basic to Lewin's process is that attitudes are 
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usually organized and integrated around the person's 

self-image; they result in stabilized, characteristic 

v/ays of dealing with others. To unfreeze, there is an 

alteration of forces acting on the individual so that his 

stability (of attitudes) is disturbed sufficiently to 

motivate him toward change. The change itself is actually 

the learning of new attitudes and occurs by one of two 

methods: (1) identification, or (2) internalization. The 

refreeze is a solidification of the new attitudes into 

another pattern of stability. 

Included also is the primacy-recency question 

discussed earlier. Several other factors are included 

in the theory: (1) the communicator, (2) the nature and 

organization of the communication, (3) audience predis

positions, and (4) responses to the communication. All of 

these have been discussed earlier under strategies and 

processes for attitude change. And, v/hile there is some 

relationship to learning theory the approach lacks a 

clear, concise statement of its basic tenets. (VJagner and 

Sherwood 1969) 

A third approach to attitude change involves the 

person's perception of the object or person. Basically, 

this approach suggests that attitude change is a reinter-

pretation or redefinition of the attitude object. 

The last major approach to attitude change is the 

theory of consistency. This theory states that a person 
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will always attempt to hold attitudes which are consistent. 

To hold dissonant attitudes is psychologically uncomfortable, 

and the person will be motivated to change his attitudes 

so they v/ill be consistent. Thus, the change in attitudes 

will be somewhat dependent upon the degree of intensity 

of the attitude. 

In summary, Zimbardo and Ebbesen (1969) state that 

all techniques of attitude change rely upon the assumption 

that change comes out of conflict, discrepancy, inconsis

tency, or discontent with the status quo. 

And, lest one becomes unduly enamiored with the 

potential for changing attitudes, Festinger, in an article 

in Psychology in Administration, provides the following 

guidelines for an administrator: 

(a) Recognize that attitudes serve different 
functions. In order to change, the person 
must feel a need to change; a need stronger 
than the need to maintain the "old" attitude. 
One need that may at times be helpfully 
aroused is the need to reduce feelings of 
inconsistency or of dissonance. 

(b) It is the need to change that must be aroused. 
Other needs that are satisfied by "outside" 
inducements may bring about compliance, but 
not bring a shift of attitudes that v/ill 
serve as the basis for maintaining nev/ 
behavior without the inducement. For example, 
a "reward" system, for promptness may thus 
cut lateness when the reinforcements are 
sought by the individual, but may later decline 
in effectiveness, or may not v/ork to change 
attitude toward lateness. The individuals 
may seek ways to "beat the system," or shov/ 
up late if the rewards seem lost. 
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(c) Try to arouse values that are important to 
the other person, or encourage him to feel 
some dissatisfaction with his attitudes. 
Then, if he can see how a change in attitudes 
will be m.ore consistent with other values 
he accepts, shifts may occur. 

But . . . 

(d) Don't arouse feelings of threat. If ego-
defensivaness comes into play, the threats 
may boomerang, just as inducements may. 
The chance for the person to let off steam, 
and to express his ideas and feelings may 
allow him to see that a change is not a 
threat. 

(e) Give the individual (or group) a special 
role, if possible, that leads to behavior 
that arouses feelings of dissonance and that 
leads to attitude changes. Or, use his 
present roles if he can be helped to see 
that a presently existing role is incom
patible with certain attitudes. 

(f) Use the group as a source of support for 
attitude shifts. A variety of needs are 
fulfilled in this ̂//ay. 

(g) Get an expression of commitment to changed 
behavior; if possible, to a kind of behavior 
that is linked to existing values or attitudes 
that may, in turn, act as magnets to attract 
other attitudes. 

Getting the person to make some sort of effort 
(not "bribery") can lead to movement of 
attitudes. If that effort is based on values 
or attitudes consistent v/ith the attitudes 
the adm.inistrator is trying to develop, it 
will be particularly effective. 

(h) with all these suggestions, maximize the 
feeling of choice for the individual. Earlier 
attitudes will be viewed with less ego-
defensiveness if the person feels he has 
chosen to behave in new v/ays and that these 
new v/ays lead to nev/ attitudes. 
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(i) Recognize the useful limits of information. 
Seek to be (deservedly) credible as a 
source of information. Provide access to 
information, and if possible arouse needs 
that v/ill lead the person to choose to use 
the valuable information. Provide a "low 
pressure" rationale (within a framework 
of the other guidelines). 

(j) Notice individual differences—both in 
attitudes and in their "shiftability." 

(k) Don't be surprised if—after trying all these 
ideas—attitudes still don't change (much). 
(Festinger 1963, 296-97) 

Relation of Attitudes to Work Factors 

Attitude components, theories, develop.ment, measure

ment, and change have been discussed. The importance of 

each has been stressed. The question now to be ansv/ered 

is the relationship of attitudes to various im.portant 

factors in the industrial world. Included will be pro

ductivity and motivation with special emphasis placed on 

superior-subordinate attitudes and relationships. 

Likert (1968) says that the results of studies 

show a consistent pattern of motivational principles and 

their application associated with high job satisfaction. 

Since high job satisfaction indicates a positive attitude,^ 

Likert has made an indirect connection between m.otivation 

and attitudes. V/hen Likert mentions motivational principles, 

he is talking about such factors as recognition, participa-

tion, and job enlargement. The logical conclusion to be 

drawn is that the very factors which ccntri.bute to a 
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positive attitude are those factors v/hich also are con

ducive to motivation. 

VHiat of the relationship between attitudes and 

absence from the work place? The evidence here is rather 

heavily one-sided. Pigors and Meyers (1965) state that ^ 

either chronic tardiness or absenteeism may indicate 

undesirable attitudes among employees. Tiffin and Mccormick 

(1965) report that a study of twenty-five departments in 

a mail-order house showed departments with the most absences 

had the lowest miorale. And Lawler (1967) notes that 

employees who have a negative attitude toward their job 

are more likely to quit and more likely to be absent. 

The implication from the above is that if, for 

whatever reason, the employee has a negative attitude 

toward the job, he is more likely to stay away from it. 

Since, in general, humans avoid those objects, persons, 

or places which they perceive negatively, the findings 

are not surprising. 

The findings on the relationship of attitudes and 

productivity are not so well defined. In an article widely 

regarded as authoritative, Brayfield and Crockett (1955) 

conclude that there is no clearcut relation between 

employee attitudes and employee performance. They warn 

at the beginning of the article that they do not expect 

to find a cause and effect relationship. In a study of 

ninety-tv/o engineering new hires, Kirchner (1967) 
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reported rather ambiguous results. He first notes that 

job attitudes can be an important factor in how well an 

individual performs on the job. He then notes that, 

overall, there is no cut-and-dried relationship betv/een 

job attitudes and future performance. 

At first blush, one would expect a relationship 

between productivity and attitude. Under conditions of 

extreme dissatisfaction, it is reasonable to expect the 

emiployee to "get even" with management by producing below 

par. Is it not, therefore, also reasonable to expect that 

if the employees are satisfied they will produce more? 

To embrace this idea, one must assume that the motivational 

structure is rattier simple and that productivity is a goal 

in itself; such is, of course, rarely the case. 

One .more idea should be explored. Based on Mayo's 

findings at Western Electric, it is known that level of 

output frequently is controlled by group norms. It is 

possible that a person could have a positive attitude and 

at the same time be restricted by the group. Thus, in 

summary, the relation between employee attitudes and 

employee performance is not necessarily direct; it is 

necessarily complex. 

The relation to supervisory attitude and subordi

nate performance has long been studied. Almost without 

fail one fi-nds this relation to be of significant value. 

Kahn and Katz (1960) state that a dimension of supervision 
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which has been dem.onstrated to be consistently related to 

productivity is a syndrome of characteristics v/hich can 

be called "employee-oriented." 

Kahn (1960), reporting on three studies, shows the 

importance of employee-centered supervisors to productivity. 

In an insurance firm, he states that the high producing 

supervisors were more employee-centered in their attitudes. 

In a study which is highly supportive of the above, Kahn 

reports that high producing railroad foremen shov/ed greater 

sensitivity to the needs of subordinates. And, high pro

ducing employees in a tractor and equipment company reported 

that their supervisor took a personal interest in them. 

Nagle (1954) also found that the better supervisors 

were more sensitive to the v/ants of their subordinates. 

Miner (1963) notes the same finding and says that, in 

general, the more effective supervisor shows more considera

tion to his subordinates. It appears all too obvious that 

this sensitivity and consideration must be a reflection 

of the superior's attitude. While it is possible for a 

person to "fake" these qualities, it is doubtful if he 

could do so for any extended period of time. Taylor (1964) 

has found that capable supervision is all-important to the 

work of a scientist. The significant portion of Taylor's 

statement is that he defines capable as meaning supportive. 

He further states that the nature of the relationship 

between persons working on creative projects, including 
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supervisory, is one of the most important determinants of 

group effectiveness. 

Obrochta (1960), in a study of 121 hourly workers 

and nineteen foremen, found that if workers and foremen 

have favorable attitudes toward each other, they will be 

more likely to have favorable attitudes twoard the firm. 

This relationship, while an important one, does not appear 

overly complex. It is not difficult to imagine a foreman 

with a favorable attitude toward his firm also viewing 

subordinates with some favor. And, conversely, if a 

superior has a negative attitude toward the firm, it is 

entirely conceivable that he will pass this down the line. 

Vroom and Mann (1960) note that, in general, there 

is an indication that subordinates who are involved in the 

decision-making process have more positive attitudes tov/ard 

the firm. It follows that a supervisor who is not sensitive 

to the needs of his employees will not practice this style 

of leadership. In a study highly supportive of the above, 

Indik, Georgopoulos, and Seashore (1961) administered 

questionnaires to 975 industrial workers in one firm. One 

part of the questionnaire was designed to measure superior-

subordinate corranuni cat ions. They report consistent evidence 

that a high level of performance tends to be positively 

associated with the openness of communication channels 
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between superior and subordinate. This type of communica

tion does not occur if the supervisor lacks sensitivity. 

Miller and Formi (1964) claim that when the attitude 

toward their foreman is positive, workers are likely to 

have positive attitudes toward their jobs and even better 

attitudes toward their company. 

The evidence overwhelmingly suggests tlie importance 

of supervisors having favorable attitudes toward the firm 

and considerate attitudes toward subordinates. If attitudes 

can be changed in the desired direction by management 

development courses, they wou.ld seemingly be a vTorthv/hile 

investment. Evaluation of the role and success of manage

ment development as a change agent v/ill constitute a later 

chapter. 

Theories of Learning 

Earlier in this chapter, it was noted that attitudes 

are learned predispositions. It is therefore logical to 

assume that methods used to increase or decrease learning 

could be applied to changing attitudes. It seems appro

priate to review somie theories and principles of learning 

since this will provide information regarding attitude 

change. For the purpose of this paper., learning will be 

defined as that human process by which skills, knov/ledge, 

habits, and attitudes are acquired ana utilized in such 

a way that behavior is modified. (Beach 1965) 
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Theories of learning are exactly that; even today 

in this astonishingly scientific age, the key to the way 

the hum.an mind works has not been found, (Daugherty 1965) 

A question might logically be asked at this point. What 

is available—from a heritage of 1,000 years of theory and 

seventy-five years of laboratory work—to help the teacher 

teach and the learner learn? A look back into history 

will provide some insight. The study of learning was slow 

to detach from magic, superstition, theology, and philosophy; 

and virtually no progress v/as made in understanding how man 

learned during the 1,500 years from the time of the Greek 

philosophers to the end of the Dark Ages. There is one 

possible exception: Thomas Aquinas, who was born about 

1220. For Thomas Aquinas, knowledge was derived, in part, 

from sensation or sensory experience and, in part, depended 

upon the soul. (Bellows 1960a) However, Aquinas may be 

considered as transitonal—as a line between primitive 

animism and connectionism. 

Connectionism is a big step forward in the approach 

to a useful theory of learning because it does not depend 

upon superstition or innate qualities. But rather, con

nectionism forces one to describe the conditions under 

which learning takes place. (Bellows 1960a) This, in turn, 

may enable one to formulate some rules for the training 

situation. 



107 

Although he is not often considered a learning 

theorist, John Locke was one of the first persons to formu

late a clear view of mental development. (Bellows 1960a) 

The most significant aspect of his work v/as that he denied 

the existence of innate qualities or ideals or forces in 

the mind. Rather, Locke believed that the mind at birth 

was like a clean white sheet of paper, and that its content 

was acquired through sensory experience. Locke is credited 

with another first by his introduction of the tenia associa

tion of ideas which was used to explain the process of 

recall. Locke's ideas on learning were written in 1690. 

Note there has been a dearth for some 400 plus years since 

Thomas Aquinas. The next dry spell is not as long but one 

must still jump some 200 years from Locke to the beginning 

of the present century. 

Near the turn of the century, some students of 

psychology turned their attention to integrated behavior 

rather than mental content; this brought about the shift 

from the contents of the mind to reactions, activity of 

the organism, or the person, i.e., behavior. Thus, con

nections between elements of behavior were beginning to 

be sought. This brings one to the concept cf behavioristic 

connectionism. Under this broad heading, three types of 

learning tVieory are worthy of mention: Thorndike's 

trial and error learning; Guthrie's contiguous conditioning; 

and Hull's learning theory. (Bellows 1960a) 
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First, a look will be taken at Thorndike's work. 

It can safely be said that no one has influenced our 

present day theory and practice more than Thorndike. 

Thorndike believed that when a person is active in a 

situation in v/hich he has never been before, he makes a 

variety of responses. None of these responses need be 

the appropriate one; all may be trial and error. As the 

person is indulging in this varied activity, there is an 

elimination of the wrong kinds of activity and an integra

tion of the reactions by which the successful response 

is achieved, 

Thorndike (1914) postulated three principles to 

account for the learning he observed; these were his laws 

of readiness, exercise, and effect. He defined readiness 

as a state of being prepared to act. According to his 

second principle, when a person repeated cr exercised the 

correct response, this strengthened the connection between 

the response and the stimulating situation v/as weakened. 

Though he believed they had great value, Thorndike did 

not place as much emphasis on the above mentioned principles 

as he did on the law of effect. 

According to Thorndike's (1914) law of effect, a 

response that is accompanied or followed by pleasantness 

is stamped in; a response that is accompanied or followed 

by unpleasantness is stamped out. Or, put more simply, he 

is saying that when a connection is accompanied by a 
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satisfying state of affairs it is made stronger. Success

ful behavior, achievement of a goal, adjustment to the 

environment, or reduction of a need is satisfying; and by 

thi.s satisfaction, the connection between the stimulating 

situation and the behavior is strengthened. The contribu

tion by Thorndike should now be readily apparent. The rule 

practiced in many industrial training applications has been 

the rewarding of the correct response and practice and 

repetition. Punishment, usually in mild doses, has also 

been used. 

A discussion of the learning theory of Guthrie 

is the next topic. Guthrie's theory is often called the 

stimulus-response contiguity theory. He claims that a 

combination of stim.uli which has accompanied a movement 

will on its recurrence tend to be followed by that movement. 

(Bellows 1960a) He further maintained that the full 

connective or associative strength, i.e., the connection 

between the stimulus and the response, is established by 

a single trial. The term contiguity is the result of 

Guthrie's insistence that both the conditioned and uncon

ditioned stimulations must occur at the same time. 

Somewhat surprisingly, Guthrie would agree that 

practice can result in improvemient of performance. He 

maintains that a stimulus-response sequence is made more 

positive through repetition because the end responses are 

singled out which fit the particular situation. It is, 
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therefore, not a matter of the strength of the bond estab

lished between stimulus and response but a matter of the 

elimination of some conditioned responses. Guthrie places 

very little emphasis on motivation. Thus, if one utilized 

Guthrie's theory in a training situation, little importance 

would be afforded motivation; neither would emotion, likes, 

dislikes, or interests. Since Guthrie does believe that 

one learns by doing, a great deal of rote learning and 

frequent drill would be expected. 

The next theory to be considered is that of Clark 

Hull. The best one can expect is a gross simplification 

of an exceedingly ponderous theory. Indeed, as Roger 

Bellows states "it becomes an oversimplification to clarify 

what Hull talks about." (Bellows 1960a, 26) Hull's theory 

of learning is called a reinforcement theory and is, there

fore, more closely related to Thorndike's than Guthrie's. 

In Hull's reinforcement theory, the reduction of a need 

is the setup for connecting' the stim.ulus to the response. 

Wnat is meant here is that when a learner has satisfied 

the need, then there is a tendency for that pattern of 

responses to occur again. Thus, above all, for Hull, the 

person who learns must have needs. The learner must be 

a motivated person who is seeking to satisfy his needs. 

A different kind of learning theory will now be 

considered: configurational or interaction theory. The 

big difference is that this theory does not view the 
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person as responding to a stimulus; rather it views the 

person as a whole organism that is related to a whole 

environment. (Bellows 1960a) This theory is sometimes 

called the Gestalt viewpoint. The Gestalt psychologists 

took a radical departure from the connectionists. They 

believe that the whole experience or response pattern 

that one makes to environm.ental situations is more than 

the sum of the parts in the environmental situation. 

Learning is viewed as the formation of insights into situa

tions. And learning problems are solved not by rote 

practice, frequency of performance, trial and error, but 

instead by perceiving wholes or total configurations in 

relationship to other total configurations. One therefore 

thinks of a related group of stimuli rather than a stimulus. 

The Gestalt psychologists would set up a training situation 

where the trainee would be motivated to learn. And, lastly, 

the situation would be so arranged that the learner would 

be able to see significant relationships. 

Next to be considered is the work of Tolman, a 

psychologist closely allied with the Gestalt school. For 

Tolman, the main feature of learning is that the trainee 

learns to recc'gnize cues or signs. (Bellov/s 1960a) These 

cues show the relationship of intermediate goals to final 

goals, i.e., learning. People learn what leads to what; 

they learn the importance of the cues. In short, he is 
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reall>̂  saying that the trainee understands relationships 

rather than blindly having correct response stamped in. 

No student of learning theory would dare exclude 

John Dewey from his list of contributors to learning. 

Dewey founded his philosophy of functional education on 

the field theory of learning. (Daugherty 1965) This, of 

course, underlies the "whole method" of presenting subject 

matter. To Dewey, all learning was problem solving. To 

have retentive and transfer value, it must have purpose 

that relates to life situations. 

This ends the section on learning theory. No real 

attempt was made to evaluate the theories, but perhaps a 

quote from Deese gives the best summation. "Since it. is 

recognized that there is no theory of learning currently 

available which is able to explain all the facts of learning, 

there is little talk about the exclusive and ultimate cor

rectness of one or another theory." (Deese 1958, 302) 

principles of Learning 

Attention will now be directed to some principles 

of learning; this will be an attempt to bridge the gap 

between the more abstract theoretical thinking of Thorndike, 

and the m.ore practical aspects of management development. 

Goetz and Bennis (1962) have listed five principles: 

1. principle of simulation 

2. Principle of Laboratory Approach 
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3. Principle of Involvement 

4. Principle of Diagnosis-Action 

5. Principle of Variety 

It may be noted here that Goetz and Bennis admit more 

principles could be enumerated, but believe that the above 

five provide enough material to analyze current teaching 

methods. A brief description or explanation of each 

principle seems in order at this point. 

Principle of Simulation.—The greater the degree 

to which the learning situation provides a replica of the 

processes of the real world, the more effective the learning 

This does not necessarily mean role playing a situation but 

rather using those processes and dynamics of some position, 

e.g., production supervisor. 

Principle of Laboratory Approach.—This principle 

has as its thesis the greater the degree to which the 

learning situation capitalizes on experienced behavior, the 

more learning. And, implied here is an important corollary, 

the more contiguity between behavior and conceptualization, 

the more effective the learning. One cannot overstress 

that concepts take on more solient meaning when they can 

be related to experience. 

Principle of Involvement.—The greater the degree 

to which students are actively involved and participating 

in the learning experience, the greater the learning. This 

principle is something of a cliche, yet behind it lies 



114 

the idea that motivation is a powerful impulse to learning 

and that motivation is increased by active participation 

on the part of the learner. 

Principle of Diagnosis-Action.--This principle 

states that the greater the extent to which the teaching 

situation contains elements of diagnosis with alternatives 

to action, the more effective the learning. The belief 

here is that solid analytic training should lead to a 

better understanding in the real world. "There is nothing 

so practical as a good theory," Kurt Lewin said. Thus, 

it is our belief that the teaching situation should contain 

both elements of analysis and action. 

Principle of Variety.—As more channels are used, 

learning improves. The more of the person one can involve 

in the learning process, the more effective the learning. 

The greater the variety of approaches used by the learner— 

sensory, miotcric, or cognitive—the more he will learn. 

Formal management development courses should be, 

to the degree possible, designed in consonance with the 

above principles. V^ile there is general agreement that 

involvemient aids learning per se, one hypothesis of this 

study is that student-centered instruction is no more 

effective that instructor-centered instruction for producing 

attitude change. This writer admits the relationship 

between learning and attitude change but does not believe 
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there is a perfect correspondence. This is because of the 

other factors, e.g., personality, that influence both 

learning and attitude change. 

Intelligence 

As stated previously, one hypothesis of this study 

is that intelligence is a major determinant of attitude 

change. Supporting this hypothesis is the notion that 

more intelligent persons are better able to evaluate 

comm.unications and change accordingly. To add clarity to 

the paper, a discussion of the complex concept of intelli

gence is needed. 

The concept, nature, measure, and attributes of 

intelligence have attracted much attention and a concomitant 

amount of disagreement. This disagreement has spread into 

the area of definition with some contending that it is 

both irrelevant and misleading to attempt a definition. 

This group would blithe3.y state that, "intelligence is 

whatever the tests measure," Unfortunately, there is 

probably somie validity in the statement. 

Intelligence will be treated as a composite whose 

elements may be operationally tested. Stoddard provides 

the initial definition: 

Intelligence is the ability to undertake activities 
that are characterized by (1) difficulty, (2) comi-
plexity, (3) abstractness.. (4) economy, (5) adap-
tiveness to a goal, (6) social .value, and (7) the 
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emergence of originals, and to maintain such 
activities under conditions that demand a con
centration of energy and a resistance to 
emotional forces. (1942, 4) 

Discussing his seven factors as attributes of intelligence 

will provide greater clarity and understanding. 

Difficulty may be considered as a function of the 

number able to perform at some specified level. As such, 

it is also a function of population. One must be careful 

when defining difficulty and not fall into a trap where 

the difficulty is meaningless. The ability to call on 

increasingly rare knowledge and to solve increasingly 

difficult problems of any type is a mark of growing intelli 

gence only when the behavior along all points of the con

tinuum of difficulty fits into the total definition of 

intelligence. (Stoddard 1942) 

Complexity has reference to area; i.e., how many 

kinds of tasks can be successfully undertaken? Complexity 

may be considered an attribute only in relation to diffi

culty. Considering the two together, one may think of 

difficulty as representing the height and complexity the 

width of subject matter. 

The attribute of abstractness lies at the heart 

of intelligence as defined. (Stoddard 1942) Abstractness 

is, at least by implication, in all formulations of the 

meaning of intelligence. Mental activity is removed from 

the physical and takes place in symbols.. Looking back to 
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the first two attributes, one notes that difficu]ty vas 

expressed in som.ething of a hierarchy of abstractness and 

complexity referred to the symbols mastered. 

The fourth attribute, economy, is another name for 

speed—the accomplishment of the most mental tasks in the 

least time. (Stoddard 1942) However, the word economy 

seems to be a better word than speed because speed implies 

only rapid motion with no thought given to direction, 

purpose, or accuracy. Economy, as it relates to problem-

solving, calls for sound judgment made relatively soon 

after being presented with the problem. By designating 

economy as an attribute of intelligence, the primary con

sideration is not the long-time mental activity but rather 

the results of the problem-solving effort. 

The attributes of adaptiveness to a goal and social 

value tend to merge. (Stoddard 1942) The individual who 

exhibits intelligent behavior is usually believed to be 

applying his mental processes in behalf of what his 

reference group approves. The concept of adaptiveness 

implies that the behavior is learned rather than instinc

tive. And, intelligent behavior is not busywork but rather 

is aimed at some goal. 

The emergence of originals is included as an attri

bute because of its special place at the upper end of a 

valid distribution of intelligence. (Stoddard 1942) 

Originality is considered not more of something but rather 
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something new and different. It should be emphasized in 

summary that these attributes v/ere separated for the 

purpose of discussion and clarity. In actual practice, 

they tend to work together, v/ith the possible exception 

of originality. 

Intelligence Theory 

A look has been taken at one definition of intelli

gence and the attributes associated with this definition. 

Another definition will be viewed and related to a working 

theory of intelligence. The concept of intelligence refers 

to the degree or extent to which an individual is ready 

to learn new things rapidly and solve problems correctly. 

(Miner 1963) Looked at in this light, mental ability is 

to a great degree a function of existing knowledge; this 

is the vievrpoint which will be taken in this study. 

Miner (1963) states that there appear to be three 

factors which influence the extent to which a person may 

possess the ability to learn, or develop capacity for 

reasoning, which is called intelligence: native potential, 

motivation to learn, and environmental stim̂ ulus potential. 

Native potential is a basic ingredient of the ability to 

reason or the ability to learn. In general, native potential 

refers to a characteristic of brain structure or chemistry 

which serves both to limit and to facilitate mental 

development. It should here be emphasized that intelligence 
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and native potential are not synonymous; native potential 

refers only to the potentiality and, as such, places an 

upper limit on what can be learned. More specifically, 

it seemis probable that native potential is a characteristic 

of neural structure or neural chemistry v/hich when exer

cised results in a facilitation of the process of neural 

interaction. (Î liner 1957) This neural interaction, in 

turn, results in reasoning, individual differences in 

native potential probably result from differences in the 

characteristics of these neurons. These differences would 

appear to be inherited, i.e., genetically determined, 

Because they have identical genes, the study of 

one-egg twins has been of special interest. If heredity 

is.the sole determinant of intelligence, then one would 

expect each twin to be of the same general intelligence. 

Studies of particular interest are those of one-egg tv/ins 

raised together compared with those reared separately. 

Any differences, according to the theory proposed in this 

paper, would be due to other influences, i.e., motivation 

and environmental stim.ulus potential. 

Guilford (1967) provides a summ.ary of the correla

tional results from nineteen studies. Of these, there are 

fifteen instances of correlations of one-egg twins raised 

together and four instances of such twins raised apart. 

For those reared together the median cor?.-elation was ,83 

with a range of .76 to .95. Correlations of one-egg 
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twins raised apart ranged from .62 to .85 v/ith a m.edium 

correlation of .75. The correlations of .88 and .75 

suggests rather strongly that the inherited native poten

tial is an important factor in a theory of intelligence. 

And, the difference betv/een .88 and .75 suggests other 

factors are also important. Wechsler (1958) , v/hile not 

admitting that native potential is inherited, does state 

that like all mental functions, general intelligence may 

be said to depend upon both the condition and structure 

of the brain, in the broad sense that no intelligent 

behavior is possible without at least partially intact 

cerebal hemispheres. 

Vrtiile acknowledging that there are no available 

instrioments to measure this native potential, there is 

evidence that leads one to believe that it is a factor in 

brain functioning. It is known that brain injury sometimes 

results in a loss in mental ability. It is further knoven 

that the injury, if not too severe, may not cause a loss 

but rather impair further gains. There are also studies 

which indicate a marked similarity of intelligence among 

siblings, even when raised in different homes. (Miner 1963) 

The second factor that determines the level of 

reasoning ability is one of motivation. If the individual 

does not wish to learn, or if there is actually a wish 

not to learn, native potential will not be developed; this 

is true even when the environmental stimulus potential is 
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high. A favorable environment is stimulating onlv to 

those who are able and willing to take advantage of it. 

The role of motivation in the development of intelligence 

is rather conclusive. A quote from Miner emphasizes this 

point. 

It has been clearly demonstrated that the person 
who is actively interested in learning and 
developing himself, who wants to accumulate new 
knowledge, will in fact develop his native poten
tial more ful.ly, other things being equal, than 
the person who has no such interests. (1963, 23) 

One explanation is that an active, aggressive, or competi

tive person encounters more interaction with his environ

ment. In a limited sense, he '= learns" from this increased 

interaction. There is also evidence that concomitant 

shifts in motivation results in higher levels of reasoning. 

(Miner 1957) 

The third factor, environmental stimulus potential, 

is also supported with rather conclusive evidence. (Miner 

1963) If the environment is intellectually barren, the 

individual will be less likely, i.e., less motivated, to 

develop his native potential. One reason, of course, is 

that learning will be curtailed. And, going back to the 

concept that m̂ ental ability is largely a function of 

existing knowledge, it follows logically that intelligence 

will suffer. 

Of all the environmental variables that may be 

related to the development of intelligence, the socioeconomic 
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level has probably received, the most attention. This is, 

of course, a complex composite and, therefore, research 

regarding the relationship is sometim.es less than con

clusive. Guilford (1967) concludes that it is easier 

to show the inhibiting effects of environmental depriva

tion than it is to shov/ the beneficial effects. Among 

the inhibiting influences are little stim.ulation during 

infancy, lack of attention, no intelligent models, and 

poor educational opportunities. Thus, Guilford provides 

more evidence supporting the factor of environmental stim.ulus 

potential. 

To state which of the three factors is the most 

important would at best be without value. Superior intelli

gence alm̂ ost certainly depends upon no one factor being 

at a low level. It may be advanced that native potential, 

more so than the other two, places a limit on mental 

ability. 

Relationship of Verbal Intelligence 
to General Intelligence 

To this point, intelligence has been discussed as 

a single unitary concept. Such an approach is inadequate 

for showing the relationsh.ip of intelligence to abilities. 

Berelson and Steiner are m.ore direct. They state that 

"intelligence is not a single, unitary trait. It is composed 

of a series of specific abilities, but they ore positiv-iy 

http://sometim.es
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correlated with each other—that is to say, they have 

something in common and hence there is such a thing as 

general intelligence." (Berelson and Steiner 1964, 212) 

Intelligence may be considered as the total complex 

of the various abilities as they exist within the individual 

Actually, any broad area in which an individual is inter

ested and can learn could be called an ability. But, 

while the potential list is virtually limitless, there 

are only four areas which have received widespread study; 

these are: (1) verbal, (2) numierical, (3) mechanical, 

and (4) spatial. (Miner 1963) Verbal ability is a know

ledge of vrords and their use; numerical ability is skill 

in manipulating numbers; mechanical ability is both being 

able to deal with mechanical objects and understanding 

their operation; and spatial ability is skill in relating 

and visualizing objects according to their shape and 

position. Intelligence is not identical with the sum of 

these abilities; one reason is that factors other than 

intellectual ability, e.g., drive or motivation, are 

involved in intelligent behavior. (Wechsler 1958) 

Verbal ability will receive primary emphasis in 

this paper. The reason is that it appears to be the most 

important aspect of intelligence in a literate society. 

(Stoddard 1942) Words are our prim.ary means of communi

cation; they carry the major symbolic relationship and 

the major abstractions. It is primarily through the 
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written and spoken word that infor.T.ation and knowledge 

are transmitted. And, since various occupations have 

what amounts to minimum demands in the area of verbal 

ability, there is more justification for the emphasis. 

Miner (1957), in a definitive study, notes that foremen 

(in an organizational sense foremen are the first level of 

supervision) generally fall into the upper middle 31.7 

per cent of the intelligence distribution. In this study, 

I«liner used a short vocabulary test to measure intelligence. 

Apparently, there is a relationship between verbal ability 

and the supervisory job. 

All measures of intelligence are derived from 

measures of ability, i.e., from tests of specific types 

of performance. (Wechsler 1957) The individual is given 

tests and based on his performance scores is rated as 

having a certain level of intelligence. There are any 

number of "intelligence tests." Some attempt to measure 

several abilities, some only a single ability. One of the 

reasons for selecting a verbal test for this study is that 

there is in general a positive correlation between verbal 

ability and other abilities. (Berelson and Steiner 1964) 

Stronger evidence is provided by IVliner (1961) who states 

that in the population as a whole, the correlation between 

a short vocabulary test and tests of general intelligence 

appears to be at least .75. The primary interest is in 
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the measurement of general intelligence; a verbal test 

provides that measure. 



CHAPTER IV 

ATTITUDE CHANGE 

Attitude Change in Management Development Courses 

A review of the literature on attitude change in 

management developm.ent program.s is the primary concern of 

this chapter. There v/ill be, however, other areas inc3.uded 

because of their close relationship either to management 

development or attitude change. There will be a discussion 

of attitude change in academic institutions, a discussion 

of instructional methodology, and a discussion of the impact 

of the instructor on attitude change as those topics relate 

to the objectives of this study. 

Earlier, the cost and pervasiveness of management 

development in today's industrial world was noted. One 

question to be considered is the value of these develop

mental activities. In an argument that has appeal because 

of simplicity. Rock (1963) states that many management 

development programs have merit or value. He offers as 

rationale that if the programs had proved to be of doubtful 

value, the vast amount of interest would not have been 

generated. While testimonies of faith such as this may 

be gratifying, they add little to existing knowledge. 

126 
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Moffie, Calhoun, and O'Brien (1964) report on a 

Kepner-Tregoe course in decision-making. There were some 

fifty males, representing three levels of management, who 

completed the twenty-four hour course. Even though there 

was no attempt to measure the effect of the program, the 

authors believed it \^s a useful program. They offer two 

"proofs": (1) the participants in the course thought it 

was worthwhile and (2) their observation of the trainee 

participation showed an improvement in attitude. Unfor

tunately, the authors fail to note either the methods of 

observation or exactly what they mean by '̂  improvement in 

attitude." Because of these omissions, it is difficult 

to whole-heartedly embrace the "findings." 

In another study suffering from the same lack of 

design and methodology, changes were found in the amount 

of influence supervisors were able to exert with their 

subordinates. (Baum, Sorensen, and Place 1966) The specific 

course content was not mentioned, but rather was labeled 

"human relations training." The authors claim that after 

this training of the superiors, the subordinates felt 

the supervisors had more influence. Such a feeling could 

be due to factors such as more effective delegation or a 

participative style of leadership. 

Stephensen (1966) notes that human relations 

training is one means that business and industry has used 

to change attitudes. Without providing any evidence, she 
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also claims it appears that no matter how statistically 

lacking some evaluative studies are, change of some kind 

results from a human relations training program. In con

cept, it is easy to agree. However, no evidence was given 

so her statements carry little weight. 

Marshall (1954) claims that the "incident process" 

of supervisory training proved effective in improving 

the social skills of supervisors. He also concluded that, 

at least in this organization, supervisors were not inter

ested in training activities which included either lectures 

or conferences. And, again, how these "facts" were derived 

is not a part of the study. 

In a more ambitious undertaking, an attempt was 

made to identify modifications in job performance following 

supervisory training. (Buchanan 1957) The subjects were 

154 first-level supervisors, who were placed into small 

groups for the training sessions. The course content was 

not specifically noted, but there was a strong i.iiplication 

that the primary emphasis was on human relations. Both 

superiors and subordinates of the participants were asked 

to report on job-related behavioral changes. According 

to these reports, 69 per cent made identifiable miodifica-

tions in their job performance, Buchanan said this change 

was a result of the training course. The above findings 

are rather dramatic, but also of doubtful value because 
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of the study. It is not clear exactly what, or how, the 

"measurement" measured. 

Lundberg (1962) acknowledges that many firms believe 

that management development pays off, but he also states 

that such an opinion cannot be supported. Lundberg is also 

critical of the various developmental methods used and 

claims that apparently there is no assurance that any 

specific methods will obtain desired objectives. In the 

fashion of a true critic, he offers no suggestions. He 

does say, however, that the assumption that training changes 

attitudes and attitudes change behavior is largely unwar

ranted. According to Lundberg, his review of the literature 

reveals no significant trends showing relationships between 

human relations training and behavior change. The authors 

cited thus far have offered largely opinions and descrip

tions. It is interesting to note that even without benefit 

of research there is less than agreement. 

Empirical Studies in Management Development 

The next broad area to be discussed concerns changes 

in attitude where some statistical techniques have been 

employed. This section will not include a discussion of 

seminar mix, instructor impact, or instructional metho

dology but rather will focus on a broad aspect of attitude 

change. 
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The year 1948 seemiS to mark the first attempt to 

evaluate statistically management development programs. 

Katzell (1948) studied sixty middle-level supervisors who 

were employed by the Illinois Central Railroad. The 

subjects were divided into four groups and attended 

sessions for four hours a day, one day a week for eight 

weeks, for a total of thirty-two hours. The sessions 

involved both, the conference method and directed discussions 

dealing with the supervisory job, human behavior, and 

leadership. The average supervisory experience was 18.5 

years and the average education 10.5. Pre and post measures 

of How Supervise? were obtained; different forms were used 

to eliminate any effects of "practice." Reliable increases 

in scores were obtained. 

One of the first comprehensive evaluation programs 

was conducted in 1951. (Canter 1951) The program evaluated 

used both lecture and discussion as instructional tech

niques. The course, covering motivation, employee attitudes, 

leadership, and the structure of groups, can properly be 

termed human relations. Ten sessions each lasting two 

hours were attended by eighteen supervisors from one 

department of the Farm Bureau Insurance Company. Eighteen 

supervisors, matched on age, education, sex, years of 

service, and intelligence from two other departments in 

the same firm, were the control group. A variety of 

instruments was administered prior to the training and 
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also following the training. These included a test of 

psychological knowledge called General Facts and Principles 

How Supervise?; the Watson-Glaser General Logical Reasoning 

the Social Judgment Test for Supervisors; a measure of 

attitudes toward human relations techniques called Super

visory Questionnaire; and the Test of Ability to Estimate 

Group Opinion, an instrument which requires that estimates 

of morale for both the immediate section plus the depart

ment be compared v/ith the results of an actual attitude 

survey, 

No changes were reported for the control group, 

while there is evidence of some positive changes in the 

experimental group. There was an increase in knowledge 

as measured by General Facts and Principles. Significant 

gains were recorded on both How Supervise? and Supervisory 

Questionnaire. There was a shift to better accuracy in 

estimating departmental m.orale on the Test of Ability to 

Estimate Group Opinion. Canter interpreted this as re

vealing greater sensitivity to group feelings. 

A study of both male and female insurance super

visors yielded results similar to those discussed. 

(Lindholm 1953) Sixteen sessions held once weekly and 

lasting approximately two hours were presented to some 

fifty supervisors. The program, using conference methods, 

role-playing, and film, strips, covered the personnel 

functions of the supervisor's job emiphasizing the hum.an 
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elements in supervision. Comparable forms of How Supervise? 

plus a general attitude measure were administered to all 

participants. There was a statistically significant posi

tive change on Hov/ Supervise? There v:as also some change 

on the overall attitude measure. 

Perhaps the most widely discussed evaluation study 

is the work done at International Harvester. (Fleishman, 

Harris, and Burtt 1955) There was actually a series of 

four studies, all conducted by the same researchers at 

International Harvester. The first study involved forty-

six foremen who attended a two-week course at a Central 

School run in conjunction with the University of Chicago. 

The.re was a strong human relations flavor in the course 

which covered labor relations, human behavior, logical 

thinking, public speaking, economics, and planning and 

organization. Instructional procedures included lectures, 

discussions, and role-playing with assigned readings. 

The instrument used to measure attitudes vras the Leadership 

Opinion Questionnaire which provides indexes of attitudes 

in Consideration and Initiating Structure, pretest-posttest 

comparisons showed a reliable increase in Consideration 

and a reliable decrease in Structure. 

The second study was an evaluation of a refresher 

course conducted for those who had attended the Central 

School. (Fleishman, Harris, and Burtt 1955) This one-v/eek 

course involved lectures and discussions and dealt with 
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human relations, problems of organization, and economics. 

Both experimental and control groups contained thirty-one 

males who had recently attended the Central School. The 

groups were matched at pretest on age, education, seniority, 

and years in supervision plus the measuring instruments. 

The Leader Behavior Description, designed to elicit 

information from the subject's subordinates, and the 

Leadership Opinion Questionnaire were employed. Comparison 

of mean scores showed generally negative results; i.e., 

there were no reliable changes in the experimental group. 

The final investigation in this series involved 

thirty-nine foremen from a single International Harvester 

plant. (Fleishman, Harris, and Burtt 1955) These men had 

all attended the Central School during the eleven-month 

period between pretest and posttest. A control group 

of fifty-nine foremen did not attend the school during 

this time. The only instrument used was the Leader Behavior 

Description. There was no evidence of change in either 

group. 

The International Harvester studies had a two-fold 

effect. Immediately following the publication, an aura 

of pessimism permeated many management development groups. 

The studies had been interpreted as giving little or no 

support for expenditures on developmental activities. 

Fortunately, the pessimism was not universal and some 

persons were determined to prove the value of such 
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activities. The final result was that it caused a critical 

re-evaluation and more research. 

McGehee and Gardner (1955) report on a study some

what different from most but still related to influencing 

attitudes. Ten industrial foremen v/ere given extensive 

training in time study procedure and use. Although these 

men did not conduct the time studies, their work groups 

were often studied. After receiving the training, they 

had a more favorable attitude toward time study. The 

authors fail to explain v/hy, but one can speculate that 

new information had some effect. 

Hayes (1956) reports on a course involving 190 

supervisors. These supervisors were divided into ten 

groups of seventeen to twenty each. The course was con

ducted for five consecutive days, eight hours each day. 

Using case analysis, lecture, and discussion, the course 

objective was to create a more democratic leadership 

climate. To measure how well this objective was reached. 

Nelson's Supervisory situation Survey was administered 

pre and post. Each of the ten groups showed a marked 

difference in the desired direction regarding human rela

tions attitudes. According to the author, a large portion 

of these gains remained after one year. There was no 

control group. 

Bart.hol and Zeigler (1956) conducted an evaluation 

of a course consisting of twenty weekly meetings, each 
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lasting one and one-half hours. The subjects v/ere 210 

foremen, general foremen, and department supervisors at 

Westinghouse. The participants were divided into small 

groups, and the conference method v/as used. Subject 

matter included production control, accident prevention, 

cost problems, budgets, material control, job instructor 

training, and human relations. Different forms of How 

Supervise? were given before and after training. The 

researchers specifically note that the course instructors 

had no knowledge of the test and did not cover the same 

content. Yet, there was a reliable increase which appeared 

among those at all educational levels—elementary, secondary, 

and college. However, the greatest gains were made by 

supervisors who had attended college. 

Similar results were reported for a program con

ducted at B. F. Goodrich Company. (Goodacre 1957) The 

eighteen sessions of one and a half hours covered human 

behavior, decision-making, employee selection, employee 

progress, and job evaluation. The 800 eligible managers 

v/ere randomly divided with 400 assigned to the experimental 

group and 400 to the control group. Pre and post measures 

were attitude scales dealing with Attitude Toward Company, 

Attitude Toward Employees, Job Satisfaction, and Self-

Confidence; an Achievement Test covering course material; 

and a Supervisory Performance Rating. 
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No change v^s reported for the control group. 

There was a statistically significant increase in Self-

Confidence for the experimental group. The Supervisory 

Performance Rating imp.rovemient seemed to indicate that 

the course had reliably improved the experimental partici

pants' ability to select and develop employees. 

Moon and Hariton (1958) report on a rather unique 

evaluation of a study conducted at General Electric. 

Thirty hours of primarily psychological material was con

centrated in a two-v/eek period. Special attention was 

given to methods of developing subordinates. Subjects 

met in small groups and participated in discussions, 

lectures, and role-playing. Fifty engineering managers 

received the training, but evaluation measures were 

performed by sixty-six subordinates of the men v/ho parti

cipated in the training. Similar measures were obtained 

from the Manufacturing Section of the same plant for con

trol purposes. These managers, who were evaluated by 

sixty-seven subordinates, did not participate in the 

training. A questionnaire containing ten items, designed 

to provide information on changes in supervisory practices 

over the two-year period subsequent to the start of 

training, was given to both experimental and control groups. 

Some clear-cut differences between the two groups 

v/ere noted. On nine of the ten items, the experimental 

subordinates reported more improvement for their supervisors 
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than did the control subordinates. The most notable 

differences between groups were in the extent to which 

subordinates could express their views, in recognition 

given for good work, and in concern for the future of the 

subordinate. It thus appeared that, as a result of 

management development, the engineering supervisors had 

become more employee-oriented. 

Soik (1959) reports on a human relations course 

consisting of nine meetings of one and a half hours which 

were held at two-week intervals. Instructional techniques 

included guided discussions, lectures, role-playing, case 

analysis, buzz-sessions, and movies. The subjects, all 

employed at the Allen-Bradley Company, were sixty-six 

first-level supervisors, one second-level supervisor, and 

seven staff engineers. Of this seventy-four, no more than 

fifteen were placed in any one training group. The instru

ments used were the Supervisory Inventory on Human Relations 

and the Human Relations Questionnaire. The former is, 

in this case, primarily a knowledge measure. 

Not surprisingly, because of the sensitization 

process, posttest scores on the supervisory Inventory on 

Human Relations significantly increased. The Human Relations 

Questionnaire, administered posttest after six months, 

also recorded a reliable change. 

Stroud (1959) reports on a course called Personal 

Factors in Managemient held for supervisors with the 
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Pennsylvania Bell Telephone Company. The experimental 

group contained 122 supervisors, but questionnaires v/ere 

completed by only 103. A control group of ninety-one 

was matched on job, department, work location, age, length 

of management service, and sex. Instruments used were the 

Consideration Scale of the Ohio State University Leader 

Behavior Description, and a description of critical Incidents 

Each subject described four such incidents and the immediate 

superiors desci'ibed one. 

Scores on the Consideration Scale increased signifi

cantly for the experi.miental group and not for the control. 

Behavior descriptions provided by the superiors indicated 

that they felt the experimental group had increased in 

Consideration. Critical incidents of the experimental 

group showed a statistically significant tendency to indi

cate a greater awareness of the feelings of others. 

Mosel and Tsacnaris (1959) report on a programi 

carried out in the Air Force. The subjects were eighty-

three officers and non-commissioned officers who were 

performing supervisory duties. Forty hours of training 

v/as spread over a six-week period. Topics covered v.̂ere 

methods im.provement, instructional techniques, management 

techniques, and human relations. Before and after measures 

were obtained on parallel forms of How Supervise? The 

experimiental group showed a reliable increase while there 

was no change in the forty-four member control group. 
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A comprehensive evaluation was conducted at the 

University of Pennsylvania, (viteles 1959) The ten-month 

university program covered practical logic, history of 

economic thought, world art, business history, history 

and aesthetics of music, world literature, Ulysses, social 

science, ctnalytical reading, philosophy of ethics, history 

and meaning of science, modern architecture, city planning, 

political science, Ajnerican civilization, and international 

relations. The instructors were primarily from the Univer

sity of Pennsylvania faculty. Bell Telephone executives 

at the third level and above who were considered to have 

high potential were the subjects. Three experimental 

groups of seventeen, nineteen, and tv;enty-one took the 

course during the academic years 1953-54, 1954-55, and 

1955-56. The control group consisted of sixteen executives. 

Tests used were the Graduate Record Examination, the Kuder 

Preference Record, the Cooperative General Culture Test, 

the Allport-Vernon-Lindzey Study of Values, the Significant 

Issues Questionnaire, and the Conservatism-Radicalism 

Opinionaire. 

The control group did not change to any significant 

extent, but some significant shifts were recorded for the 

experimenta] groups. There was a shift from the economic 

area toward the aesthetic on the Study of Values. The 

Significant Issues Questionnaire shov/ed the experimental 

group becoming considerably more liberal. And the 
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Conservatism-Radicalism Opinionaire showed a change to 

more radical viewpoints. 

Guetzkow, Forehand, and James (1962) report on two 

separate .studies in the same article. Participants cf 

each program v/ere twenty-one civilian administrators for 

the Army, Navy, and Veterans Administration in grades 

GS 11 to 15. In the Regional Course, there were three 

eleven-week courses involved using discussion and lecture. 

Classes were held once a week for tv/o and a half to three 

hours. Course material included decision-making, human 

relations, organization, and communications. A matched 

control group was used in this study. The Position Per

formance Inventory, a forty-item, rating form completed 

by the immediate supervisor and one peer worker, was the 

primary measure. Included in this instrument is informa

tion on decision-making skills, policy-making abilities, 

policy-executing abilities, analytic decision-making 

abilities, cautiousness, and self-confidence. An instru

ment prepared by the Civil Service was also adm.inistored 

before and after the course. 

A sumnier program, called the Residential Course, 

included both two- and four-v/eek courses. Sixty per cent 

of the forty-seven experimental subjects attended for 

only two weeks. The material covered was generally the 

same as in the Regional Course. Sensitivity training 

was added to the Instructional format. An exaiainaticn. 
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called Knowledge of A-dministrative Theory, was added to 

the measuring instrumients. 

post measures indicate that the Regional Course 

produced reliable changes on the Position Performance 

Inventory. There were improvements in the total score, 

decision-making skills, cautiousness, and self-confidence. 

The Residential Course produced no reliable changes on 

any measure. The authors state that studies of management 

development programs indicate that long-term, full-time 

programs, lasting a year or more have a significant impact 

on the behavior of participants. It has not beeui demon

strated that short-term programs produce measurable change. 

(Guetzkow, Forehand, and James 1962) 

House and Tosi (1963) concentrated their research 

on twenty-four engineering managers. This program consisted 

of twenty sessions each lasting two hours. The managers 

met once each week; the teaching methods were lecture and 

discussion. Material covered included managerial objec

tives, communication, employee counseling, participative 

management, and performance standards. Although a control 

group numbering thirty-three was a part of the study, this 

group was selected from outside the Engineering Department. 

Measuring instruments were the Responsibility, Authority, 

and Delegation Scales developed at Ohio State University 

and Stoadill's Satisfaction Scale. 
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The researchers report that there was no evidence 

of change in the experimental sample above the change 

among the control group. They do not, hov/ever.- explain 

why there v/as a change in the control group. 

Papaloizos (1962) reports on training conducted 

on foremen from different industries in Switzerland. The 

twenty-hour program used cases, role-playing, and discussion. 

Subject areas were job analysis, job evaluation, time study, 

and interpersonal relations. Instruments used in the study 

were a General Attitude Questionnaire and a Case Attitude 

Questionnaire developed for the study. A total of 150 

foremen were trained, with the instruction carried out in 

groups of approximately twenty. The General Attitude 

measure, pre and post, was administered to eighty-seven 

subjects, and the Case Attitude Questionnaire was given to 

105. A reliable change in the General Attitude Questionnaire 

was noted, but no such change was recorded for the Case 

Attitude measure. 

P.eporting on a human relations course involving 

tv/enty-thjree male Research and Development supervisors, 

Carron (1964) notes some unexpected changes. Using sensi

tivity training, role-playing, and case analysis, the 

training period lasted for six months. Measuring instruments 

were both the Consideration and Structure Scales of the 

Leadership Opinion Questionnaire and the F Scale on the 

questionnaire developed by Aderno, et al. The F Scale 
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is a measiire of Authoritarianism, No changes were reported 

for either the F or Consideration Scales. Surprisingly, 

there was a significant positive shift on the Structure 

Scale. Lack of a control group greatly hampers any mean

ingful analysis of these results. 

This ends the general discussion of evaluative 

results of management development courses. One cannot 

help but be hit with the overwhelming "evidence" .regarding 

the positive effects. And, one must also suppose that the 

failures are laid to rest without benefit of a formal 

published report. 

Influence of Formal Instruction on Attitude Change 

From the discussion of strategies for attitude 

change, it was seen that communication influences attitude 

change. Formal instruction may be thought of as the 

communication. The literature reviewed in this section 

is concerned vd.th attitudes which have been influenced by 

formal instruction. Although the subjects are not indus

trial managers, there are enough similarities between 

industrial and academic teaching techniques and methodology 

that the inclusion of work done in schools will add to 

the knowledge. 

The first study noted is concerned with changes 

in scores on How Supervise? after attending college courses 

in psychology. (Wickert 1952) The subjects v/ere four 
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groups of students enrolled at Michigan state University. 

Group I consisted of sixty-eight students in Introductory 

Psychology; Group II, numbering sevent^^-seven, were students 

enrolled in Industrial Psychology. A prerequisite to 

Industrial Psychology is Introductory Psychology. The 

fifty-one members of Group lli were enrolled in a Psychology 

course that had as a prerequisite Industrial Psychology. 

And Group IV, nuiTibering thirty-one, was enrolled in an 

advanced course in Industrial Psychology. 

Some change v/as recorded for all groups but 

Groups III and IV showed more change than did Group II, 

which in turn revealed more change than did Group I. The 

author concluded that a greater amount of exposure to 

human relations leads to a greater change on How Supervise? 

A question that almost automatically arises is whether or 

not How Supervise? is a knowledge test. This was not a 

part of this study, but an earlier study found a correlation 

of +.66 between scores on an intelligence test and How 

Supervise? (V7ickert 1952) 

Another study using college students as subjects 

also revealed changes in attitude following course comple

tion. (Iviiner 1963) Subjects were three classes of sixty-

nine, eighty-nine, and fifty-seven students enrolled in 

a junior-level course entitled Organization and Inter

personal Relations. The course was behavioral science 

in nature although the 215 students making up the 
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experimental group were Business A.dministration majors. 

Two control groups were used: fifty-four students in a 

Business Law course and 116 students in a course called 

The School in American Life. The course The School in 

American Life is the first professional course for educa

tion majors. All groups were given a forty-ite.m sentence 

completion test before and after the course. (This test 

has since been published as the Miner Sentence Completion 

Scale.) In general, this instrument was designed to 

measure a person's attitude and interest toward the 

managerial role. All experimental groups changed in a 

positive fashion tov/ard more managerial interest v/hile 

no such change was recorded for the control group. The 

findings indicate that attitudes relevant for the mana

gerial role can be changed. 

An earlier study evaluated changes in attitude 

induced by an Air Force Reserve Officer's Training Corps 

(ROTC) course in leadership and management. (Specter 1958) 

Lectures, discussions, and role playing are used in the 

instruction, and major stress is placed on attitude change 

Subjects were university seniors in ten sections of Air 

Force ROTC selected from ten different schools. There 

were at least twenty men per section. The measuring 

instrument was the Attitudes Test in Human Relations, 

This instrument is an index of the motivation to practice 
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good human relations. A comparison of pretest and posttest 

scores revealed reliable evidence of change. 

These studies indicate that courses can be effec

tive in changing attitudes in the desired direction within 

a college group. Still largely unansv/ered is the question 

of which is the most effective miethod of instruction. A 

comparison of student-centered versus instructor-centered 

is the topic for the following section. Studies conducted 

in both the industrial and academic commiunities v/ill be 

included. 

Instructor-Centered Versus Participant-
Centered Instruction 

Before discussing the studies, a prevailing feeling 

regarding the usefulness (or uselessness) of the lecture 

will be presented. Morreale (1969) says that readings, 

lectures, and discussion groups do little, by themselves, 

to effect any type of lasting grov/th, improvement, or re

direction of an individual. In a statement of support. 

Miles and Porter (1966) state that '̂ how-to" lectures are 

largely ineffective in changing attitudes. They further 

note that effective human relations (leadership concepts) 

clear-ly involve more than the mere dissemination and 

acquisition of facts. Rather, it depends prim.arily on 

changing deep-seated attitudes and perceptions about 

human nature. 
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Hardt (1966) , more generous than m.any, says that 

the lecture method is useful for presenting information 

when the only application is obedience to requirements. 

And, Andrews (1957) suggests that if one wants to emphasize 

how to think rather than what to think, discussion rather 

than lecture should be used. He also notes the effective

ness varies directly in strength and conviction of personal 

benefit with the am.ount of meaningful discussion and v/ith 

the competence of the discussion leader. 

In a final slap at the lecture method, the follow

ing quote is offered: 

It has been found that for human relations 
training to be effective in changing trainee 
attitudes, skills, and overt behavior., it is 
necessary to use participative techniques. 

. (Schein 1965, 41) 

Subjects for the first study reported here were 

124 male college students who were veterans of World War II 

(Asch 1951); twenty-three of these, all mem.bers of one 

class, served as the experimental group. The remaining 

101 who were from three classes were the control. All 

students were enrolled in a beginning psychology course; 

none had any previous exposure to this type of subject 

matter. The experimental group was taught by a nondirective 

(student-centered) technique, v/hile the others were taught 

using directive methods. Pretest and posttest scores 

were obtained on the Minnesota Multiphasic Personality 

Inventory and the Bogardus Social Distance Scale. 
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A comparison cf scores showed that both groups 

improved in attitudes of general tolerance. No signifi

cant differences were found between the directive and non-

directive groups. The nondirective group improved to a 

significantly greater degree than did the directive group 

in the area of emotional adjustment as measured by the 

MMPI. 

Levine and Butler (1952) report on a study involv

ing twenty-nine industrial foremen. Their subordinates 

were classified into nine grades with three wage rates 

per grade. The grade classifications were based on skill 

and training required, but the foreman's evaluation of the 

worker's performance determined the rate. The workers 

were rated on accuracy, effective use of working time, 

output, application of job knowledge, and cooperation. 

Foremen consistently rated higher grade workers at the 

top rate and lower grade vrorkers at the bottom rate. 

The tv/enty-nine foremen were randomly divided into 

three groups of nine, nine, and eleven. Group A served 

as the control group with Groups B and C serving as the 

discussion group and the lecture group respectively. The 

control group received no training. The discussion group 

met for one and a half hours with a leader who simply 

introduced the problem by asking why it v/as that the high 

skilled workers were rated consistently higher in the 

last ratings than the low skilled workers. The lecture 
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group was given a detailed lecture on the theory and 

techniques of employee performance appraisal. Results 

showed that only the group involved in group discussion 

improved in their ratings. The conclusion from this 

study is that group discussion is more effective than 

formal lecture in overcoming resistance to change. 

Industrial personnel, primarily first-line super

visors and middle-level managers, were given eight hours 

of training in group decision methods. (Maier 1953) 

During this training there was great emphasis on the view 

that if subordinates participate in solving problems, they 

will exhibit less resistance to implementing solutions. 

The experimental group numbered 176. The control group 

contained 144 supervisors and managers who were given a 

brief lecture on resistance to change. A Multiple Role-

Playing problem was used for the posttest measure. Sub

jects in both groups were divided into groups of four; 

from these a leader was randomly selected. The groups 

were then given a production problem and told to solve 

it in such a v/ay that the greatest productivity would 

result. The leader was given the task of obtaining such 

a solution from his group. A comparison of the results 

from trained groups and control groups showed reliable 

differences. The experimental subjects' solutions were 

generally far superior. 
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Di Vesta (1954) evaluated an Air Force training 

program consisting of twenty hours of instruction on 

human relations subjects. Two sections v/ere taught by 

the lecture method, and the other was taught by the group 

discussion method. The ninety-four men in the experi

mental group received some technical training in addition 

to the human relations course; the twenty-four control 

subjects received only the technical training. All sub

jects were Air Force personnel being trained as medical 

administrative supervisors. The instruments used were 

the Personnel Relations Test, an Air Force developed 

index of knowledge regarding superior-subordinates; How 

Supervise?; a special attitude scale for NCO's; the 

Leadership Opinion Questionnaire; the Social Intelli.yence 

Test; a special situational test of leadership skills; 

and the Prediction of Human Reactions Test. 

Scores for the experimental groups showed a positive 

change on the How Supervise? instrument. The experimental 

group revealed reliable changes on the Leadership Opinion 

Questionnaire for both scales. There was an increase in 

Consideration and a decrease in Structure. There v/as also 

a change in the judgment in Social Situations component 

of the Social Intelligence Test. In general, there was 

evidence of considerable change in the experimiental groups, 

instructors for the experimental group v/ere care

fully selected. The lectures were presented by persons 
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v/ho were judged, and who themselves believed, they were 

competent in this medium. The same process was used to 

select the discussion leader. There was no evidence from 

this study that either method is superior in producing 

change. 

Blocker (1955) conducted a study using fifteen 

insurance company managers. The course consisted of ten 

two-hour m.eetings spread over an eight-month period. 

Instructional techniques included films, role-playing, 

and discussions. Subjects covered were leadership, 

motivation, responsibilities of the supervisor, counseling, 

employee cooperation and attitudes, and discipline. The 

major emphasis was on the social and psychological forces 

affecting behavior. Eight of the subjects were considered 

democratic, while the reamining seven were defined as 

autocratic. This measure was taken from interview reports 

each manager submitted when he held a discussion with a 

subordinate. 

No reliable change was found in interview behavior; 

the authoritarians remained authoritarian and the democratic 

managers remained democratic. Blocker suggests that a 

human relations course can effect only limited change in 

attitude. 

The last study to be included in this section 

involves Research and Development supervisors. (Miner 1960) 

The experimental group numbered fifty-five v;ith an 
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additional thirty in the control group. The course con

sisted of ten weekly meetings each lasting one and a half 

hours. The material, predominately psychological in 

nature, was presented in the form of lectures. The .major 

objective of the course was to foster a more favorable 

attitude toward the supervisory role. The small amount 

of discussion v/as limited to interaction between instructor 

and students, not among students. Pretest and posttest 

attitudes were measured using a forty-item, sentence com

pletion test. 

The results showed there was a reliable change 

produced by the training. The change was almost entirely 

a matter of positive attitudes; i.e., the experimental 

group developed a more favorable attitude toward the 

supervisory role. The conclusion is that the lecture 

method can be an effective method for producing attitude 

change. 

There are no studies available which attempt to 

determine the relative effectiveness of case analysis in 

producing an attitude change. Several authors, however, 

have suggested why the case method is the best. Although 

he offers no research evidence, Lisberger (1955) suggests 

that the case m.ethod is the best for changing attitudes. 

As rationale, he says that attitudes change because the 

participant, in saying what he would do and why he would 

do it, actually brings out attitudes about himself. Since 



153 

other persons are also bringing out attitudes about self, 

the participants realize that there are other views. This 

realization, in tu.rn, leads a person to a more open and 

accepting position v/hich more easily allows for attitude 

change. Lisberger may be correct, but it appears he may 

be guilty of oversimplification. It does not alv.̂ ays 

necessarily follow that realizing there are different views 

v/ill lead to attitude change. 

Fredriksen and Martinson (1953) note that attitudes 

changed in a human relations program where the case method 

was used. They do not offer any evidence to back up this 

claim. 

Phillips and Foster (1962) provide an unusual 

reason for using case analysis. They say that the learner 

who becomes an active participant in the learning process 

takes a greater interest. This interest, in turn, creates 

a more favorable attitude toward the training program. 

Logically, it follows that the participants, with a favor

able attitude, would be m.ore motivated to learn. Possibly 

Phillips and Foster have a point. Unfortunately, their 

thesis is difficult to accept without the substantiation 

of some realiable research. 

Attitude Change in the Classroom 

Learning and/or attitude changes produced through 

exposure to a formal class.room situation is the next topic 
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reviewed. As stated earlier, there are enough similarities 

to justify the inclusion of research and discussion of the 

results of studies in the academic comimunity. All of the 

studies reviewed in this section compare instructional 

methodology. In most studies, the comparison is made 

between student-centered and instructor-centered methods. 

In an early study, Gerberich and Warner (1936) 

reported on the relative efficiency of the lecture and 

discussion methods. Subjects were college students who 

v/ere enrolled, in a course called American National Govern

ment. Fifty-one were taught by lecture while fifty-nine 

were in the discussion group. The same instructor taught 

both classes. 

No attempt was made to measure attitudes in this 

study. There v/as no significant difference between the 

two instructional methods on a test of final achievement. 

However, some reliable differences were revealed when the 

groups were divided into above-average and below-average 

groups. The lecture method was found to be superior for 

the above-average student. The opposite was true for the 

below-average student where the discussion method was 

superior. The findings from this study suggest that 

in.structional methodology should be tailored to the 

audience. 

Preston and Heintz (1949) report on a study involving 

college students. The students were asked to rank twelve 
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potential presidential nominees in their own individual 

order of preference. The subjects were divided into 

groups of four or five, and leaders were elected. The 

leaders were drawn aside and told to proceed in either 

a participatory or a supervisory (directive) manner. 

Group rankings were then formulated and a final ranking 

secured from each person. The results showed that partici

patory leadership is more effective than supervisory 

leadership as a technique for changing attitude. 

Five lecture classes and twenty-nine discussion 

classes in social science were investigated to determine 

what students thought about during the classes. (Bloom. 

1953) A method of stimulated recall was used to revive 

memories after attending the class to determine the 

thoughts v/hich occurred during the class. The basic idea 

behind the method of stimulated recall is that a subject 

may be able to relive an original situation accurately 

if he is given a large number of cues. All students were 

interviewed within forty-eight hours after the original 

class and, as a recording was played back to them, they 

were asked to report the thoughts they had experienced 

during the original situation. They were also invited 

to volunteer reports of thoughts they had at other times 

during the class if they believed these thoughts to be 

important or relevant. 
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The results show that 64 per cent of the thoughts 

during a lecture are about the idea under consideration, 

while in the discussion classes only 55 per cent of the 

thoughts were about the discussion topic. From this study, 

it appears that the lecture is superior to discussion in 

developing information about a subject. 

Eglash (1954) offers a report on teaching psychology 

using the group discussion method. The students in the 

discussion class were divided into groups of approximately 

six and asked to select a discussion leader. They discussed 

the subject matter together for twenty minutes and then 

made a class report. Another group of students attended 

lectures only. There was no significant difference in 

achievement, i.e., learning. However, the discussion class 

felt they had learned little; the lecture class felt they 

had learned much. No explanation for this belief was 

offered. 

A comparison of three instructional methods is 

given in the next study. (Guetzkow, Kelly, and McKeachie 

1954) In this study, eight instructors each used three 

methods. Thus, eight of twenty-four classes was taught 

by the same method. The three methods used were: recita

tion or teacher-directed; discussion; and tutorial where 

the teachers were available for consultation. All students 

involved in the study had a common core of lectures, text, 

and readings. No differences were found between the 
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three instructional m.ethods from the point of view of the 

educational outcome. 

A study conducted at the University of Michigan 

involved thirteen sections of a course entitled Psychology 

of Child Development. (Rasmussen 1956) In the lecture 

classes, the majority of the tim.e was spent listening to 

lectures with a few hours of films and small group dis

cussions. Save for three and a half hours of films, all 

time in the discussion sections were devoted to discussion. 

Each group v/as expected to read an assigned text. Six 

months after completing the course, students were asked 

to take a test covering course material. 

No significant difference v/as found in knowledge 

gains. The members of the discussion sections estimated. 

they had learned more, that more attitude change regarding 

self had taken place, and that more behavioral change 

would take place as a result of this course. It is unfor

tunate that only the knowledge aspect was measured. 

Using high school students as subjects, Thompson 

and Tom (1957) compared methods for teaching Vocational 

Agriculture. There were ninety-one students in the student-

centered classes and 128 in the instructor-centered, A 

scale, measuring attitude toward farming, was administered 

to all subjects. A comparison of results showed no signi

ficant differences in changing attitudes toward farming. 

The researchers believed, however, that the pupil-centered 
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method v/as superior in developing the ability to recall 

factual material. 

Leton (1961) conducted an evaluation of three 

methods of teaching a course in child Grcv.iih and 

Development. Subjects were 145 students enrolled in three 

sections of the course. All subjects were representative 

of the elementary education student and assumed to be 

comparable in ability and pre-course achieve.ment. The 

sections of the course vrere each taught utilizing a dif

ferent mediiim; lecture, case-centered, and group-centered. 

The same text was required reading in all three sections. 

All of the students v/ere given the Minnesota Teacher 

Attitude Inventor̂ '- and Shoben's Parent Attitude Survey. 

A comparison of results shov/s that achievement in 

the course as measured by course tests is not signifi

cantly related to teaching method. And, while there was 

a positive attitudinal change in all sections, no one 

method of teaching proved superior to the others. 

Hurst (1963) compared three methods of instruction 

in beginning Educational Psychology classes at Ohio State 

University. subjects were 248 students enrolled in eight 

sections. The group decision method was used in three 

sections, the discussion method was used in three sections, 

and lectures v/ere emiployed in two sections. Those in the 

group decision sections were divided into small groups 

of four to six persons. Then, they were given the problem., 
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information about the problem, and told to reach so.me group 

decision. All subjects were given a fifty-item test similar 

to the mnnesota Teachers Attitude Inventory, an Applica-

tional Ability Test which measures ability to apply know

ledge, and a Factual Knowledge Comparisons .showed that 

there was no reliable differences between any of the 

methods. 

To this writer there appears, based on his research, 

no clearly superior method. This view is not held by Filley 

.and Jesse (1965) who conducted a survey of the research. 

They claimi that when the purpose of training is to cause 

attitude change of group members, the group-centered method 

is superior. The facts do not warrant such an assumption. 

This vnriter agrees with McKeachie who says that "the hope 

that either method produces significantly greater long-

term benefits is probably unrealistic." (1954, 148) 

The Instructor's Role in Learning 
and Attitude Change 

Before completing the literature survey, the role 

of the instructor should be considered. He is the communi

cator and, as such, is in a potentially influential position. 

His credibility, or lack of same, undoubtedly will exert 

some influence. Argyris (1956) says that no one starts 

from scratch in human relations training. Each person has 

his own feelings, values, needs, and prejudices. All of 
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these profoundly influence his behavior. Since the in

structor and the participant m.ust normally interact, the 

instructor's behavior as well as the participants is a 

legitimate subject for discussion, Argyris is here saying 

that instructor behavior can influence the participant. 

Ruja (1954) provides some dual information in a 

study using college students as subjects. Four classes 

were taught in Philosophy, two each by lecture and dis

cussion. Two Psychology courses were also taught utilizing 

the t^ffO methods. These six couses were taught in one 

acedemic year by the same instructor. The Bell Adjustment 

Inventory, designed to measure home, health, social, and 

emotional adjustmient, was administered to each subject. 

in. addition, a ninety-itemi Likert type Instructor Rating 

Form was given. 

The findings reveal some unexpected results, and 

some anticipated results. In all situations, the lecture 

proved superior to discussion in the mastery of subject 

matters. Comparisons showed no differences in scores on 

the Bell Adjustment Inventory. And, only in the Philosophy 

classes, discussion proved superior to lecture in producing 

a positive attitude toward the instructor. 

Jennings (1954) reports a study consisting of 

forty first-level supervisors from one company. Twenty 

of these participated in sixteen sessions which were 

devoted to solving cases in human relations. The supervisors 
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were divided into groups of four v;ith each group working 

out their own solution. The group mix v/as manipulated in 

such a manner that all participants v/ere forced to serve 

at various times in a role of leadership. The other twenty 

supervisors also received training in liuman relations but 

only using the conference method. All forty subjects were 

ranked for performance effectiveness by their superior. 

The men were then assigned so that each group had equal 

levels of competence. At pretest, this grouping procedure 

resulted in one-half of the men considered above average 

being in each group. The posttest measure was a reranking 

of the same men. 

The posttest rankings revealed that 70 per cent 

of the above average m.en were in the experimental group; 

only 30 per cent of the above average men remained in the 

control group. The forced leadership procedure proved 

superior to the conference method. 

Andrews (1957b) provides additional support con

cerning the importance of the instructor. He notes that 

the testimony from participants as to the effectiveness 

of management development varies directly in strength and 

conviction of personal benefit with the amount of meaning

ful discussion and with the competence of discussion 

leadership. In an article along these same lines, the 

same author reports additional evidence. (Andrews 1957a) 

Again drawing from the views of participants, he says 



162 

that the effectiveness of management development programs 

depends greatly upon the qualifications, experience, and 

behavior of the instructors. 

Kerrick, Clark, and Rice (1967) report on a study 

involving 272 Peace Corps trainees. Peace Corps volunteers 

must undergo training on personal health and community 

health before accepting assignments. This study sought 

to dete.rmine whether the lecture method or the discussion 

method was the better technique for transferring knowledge 

and for changing methods. The instructors were chosen for 

their skill and ability to teach by either lecture or 

discussion techniques and were assigned randomly to groups 

of students. Pretest and posttest measures included tests 

of factual knowledge, attitudes and beliefs about sxjecific 

illnesses, and intention to follow recommended personal 

and community health behavior. 

No significant differences were found between the 

two methods on knowledge gained. There were some differ

ences between instructors, however. The researchers con

cluded that the instructor, not the method, influences 

transfer of knowledge. The participation method did prove 

to be more effective in changing attitudes. 

Several conclusions logically must be reached 

after reviewing the literature. The first is that formal 

management development programs can produce changes in 

attitude. There is no method of instruction that is 
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clearly superior for prodvicing this change, although a 

slight edge could be given to the participative method. 

The role of the instructor, while believed to be influ

ential, is also not clear. The evidence does suggest 

its importance, however. These conflicting findings pro

vide rationale, and incentive, for conducting additional 

research. Certainly more is indicated. 



CHAPTER V 

METHODOLOGY AND PROCEDURES 

The purpose of this chapter is to explain the 

procedures employed in conducting this study. Research 

relating to the hypotheses will be discussed providing 

rationale for each. Where there is a paucity of research, 

the value judgment of the v/riter will indicate the reasons 

for the hypotheses. An integral part of any study such 

as this is the measuring instruments; to this end, the 

rationale for their selection will be given. 

Design 

The research design used in this study is con

structed so as to provide answers to relevant issues. 

Such a design will thus permit generalizations about atti

tude changes in m.anagement development courses and the 

reason(s) for the changes. The first, and perhaps most 

important, question concerns the m.atter of change. The 

essential question is: Are the attitudes of the partici

pants in some way different as a result of the course? 

A design to answer this question reqiiires a pretest, 

exposure to the course, and a posttest. The attitudes 

measured usually should be related to the objectives of 

164 
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the course. There miust also be specific hypotheses in mind 

with instruments which are appropriate to the hypotheses. 

If there are statistically significant differences 

when pretest and posttest scores are measured, the ansv/er 

is by no means complete. To determine that the course is 

the cause of the change requires that a matched control 

group be established which differs only in the exposure. 

This group must be administered instruments at times 

identical with the experimental group, if there are organi

zational or environmental factors v/hich produce change, 

this will be reflected in the control group as well as 

the experimental. 

VThen a pretest is employed, the possibility exists 

that participants become sensitized and change, not because 

of the course but as a result of interaction betv/een some 

aspect of the course and the pretest. The possibility of 

some "practice" effect must also be considered. To elimi

nate these possibilities, this design includes a group 

which attends the course and is measured only at posttest. 

Hypotheses and Analysis 

The hypotheses of this study will be listed and 

the rationale for their inclusion discussed in this section, 

They are as follows: 
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1. A formal managem.ent development course, 

personnel Management, will produce attitude changes in 

the participants. Specifically, it is hypothesized that 

the attitudes measured by the Consideration Scale of the 

Leadership Opinion Questionnaire (LOQ) will change in a 

positive fashion; i.e., the attitudes will become m.ore 

employee-oriented. No change will be produced on the 

Structure Scale of the LOQ. Since the course was pri

marily concerned with human relations, it is hypothesized 

there will be no change in attitudes as measured by the 

General Attitude Survey. The rationale here is that there 

is no relationship between these general attitudes and 

course objectives. 

Earlier studies using the LOQ have revealed that 

changes on the Consideration Scale have been produced by 

management development courses. Fleishman, Harris, and 

Burtt (1955) reported a reliable increase on this sca].e 

with a sample of forty-six industrial foremen. Di Vesta 

(1954) also reported a change in ninety-four subjects who 

attended a twenty-hour course in human relations. This 

author, in an unpublished study, also found a significant 

increase on the Consideration Scale. 

2. The second hypothesis is that the most im.por

tant determinant of attitude change is the intelligence 

of the participants. It is believed that the more intel

ligent subjects will show more change. The evidence 
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supporting this hypothesis is not conclusive. With a 

sample of only seventeen, Papaloizos (1962) found that 

a measure of general intelligence did not correlate v/ith 

either the attitude held or a change in attitude. Miner 

(1961) states that studies have given no indication that 

there is any relationship between the extent of attitude 

change and either amount of learning or intelligence. 

Kretch, Crutchfield and Ballachey (1962) state that 

individual differences in inteJ.ligence help determine 

differences in rate of attitude change. One explanation 

is that a m.ore intelligent person can better comprehend 

and, consequently, evaluate material that is presented 

to him. Thus, the miore intelligent participants in a 

human relations course should show more change since it is 

generally believed that an employee-oriented super vi.sor 

is more effective. (Miner 1963) The hypothesis is sup

ported by a study involving sixty supervisors. (Kat.iell 

1948) He reports that a comparison of attitude change 

produced by a human relations class shows more change for 

those v/ho had higher scores on a test of mental alertness. 

3. The next hypothesis is that age is not an 

important determinant in attitude change. Krugman (1959) 

says that older participants change more as a result of 

management development. Miner (1961) says the findings 

thus far suggest that both the young, newly hired trainee 

and the more mature manager can benefit from management 
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development. This author believes that in general older 

persons are more resistant to change but that the super

visors in this study are still am.enable to change; i.e., 

none are elderly to the point that they are completely 

set in their v/ays. 

4. Hypothesis number four is that educational 

level has little effect on attitude change. There is very 

little evidence to either support or contradict this hypoth

eses. Barthol and Zeigler (1956), reporting on a study 

involving 210 supervisors, state that the greatest changes 

in attitude were made by college educated supervisors. 

This author believes that since, in the firm, where the 

study was conducted, there is no necessary relationship 

between education and promiotion into supervision that 

education is not an important determinant of change. There 

is also no apxDarent relationship between education and 

performance. Thus, while education may well be a factor 

in overall attitudes, it is not believed to be a factor 

in the consideration of people. 

5. The next hypothesis stating that instructional 

methodology is not an im.portant determinant of attitude 

change is both supported and contradicted by the literature. 

Using 124 college students as his subjects, Asch (1951) 

found no difference between nondirective and directive 

teaching methods regarding changes in attitude. This 

finding is supported by Di Vesta's (1954) research 
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involving ninety-four Air Force members. Miner (1960) 

notes that the lecture can be an effective miethod for pro

ducing change. Levine and Butler (1952) claim that dis

cussion is more effective. Gerberich and VJarner (1936) 

suggest that the lecture method is superior for the above-

average student, while the discussion method is better 

for the below-average student. Page and McGinnis (1959) 

suggest that a directive approach is favored by members 

of a sophisticated adult group. As noted above, there is 

less than agreement as to which is the more effective 

method. 

6. This hypothesis is that a departmentally mixed 

class will not influence attitude change. There is no 

research regarding the effect of a departmentally mixed 

class on changing attitudes. Houston (1961) suggests that 

it is desirable that each group be selected to provide a 

wide diversity of backgrounds and experience. Supporting 

this viev/point, Bentzen (1960) says that an effective 

program should include supervisors fro.m production. Sales, 

Finance, Engineering, and Personnel. Presumably, their 

rationale is that a wide mix allows for participants to 

learn from each other. This author believes that the 

influencing agent will be the instructor and also the 

message content, not the other participants. 

7. Hypothesis number seven, that the instructor 

is not an important determ.inant of attitude change, should 
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not be gene.ralized. In this study, the two in.structors 

were experienced instructors with similar backgrounds; 

each had taught the course several times prior to the 

study. The same course material was used, and the same 

course outline faithfully followed. Di Vesta's (1954) 

study employed instructors believed to be well qualified 

using a particular technique. Neither proved superior. 

Mahoney, Jerdee, and Korman (1960) reported no superiority 

for any one instructor. They do note that the instructor-

must be well qualified if change is to occur. The two 

instructors in this study meet this criterion. 

Subjects 

The subjects who participated in this study were 

ninety-one first-level supervisors who were employed by 

a large West Coast aerospace firm. Even though the subject 

are from three branches of the firm, all are from the same 

general geographic area. These supervisors, all male, 

voluntarily enrolled in a company-sponsored, off-hours 

management development course; this was the first such 

course any had attended. 

The course, entitled personnel Management, con

sisted of eight weekly meetings each lasting two hours. 

The course content, largely "human relations" in nature, 

included: interviewing and counseling, recruitment. 
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selection and placement, orientation and training, morale 

and discipline, motivation, and employee appraisal. This 

particular course was one that was offered regularly by 

the Management Developm.ent staff. The only requirement 

for enrollment was that the person be a supervisor. All 

course attendance was on a voluntary basis. 

Two weeks prior to the beginning of the course, 

all supervisors in the firm were sent pamphlets annoimcing 

the course, the times it was offered, and the instructor. 

The course was offered Monday, Tuesday, Wednesday, and 

Thursday nights with one course offered in the afternoon 

to accommtodate supervisors who worked the swing shift. 

More supervisors were interested in classes on Tuesday 

than any other tim.e; to handle these, a different instructor 

taught one Tuesday class. The placement of participants 

was thus on the basis of their choice of class day. 

The composition of the six experimental groups 

was as follows: 

Group 1 (N==14)—4 subjects from Manufacturing 

Department, 2 from Sales, 1 from Finance, 2 from Personnel, 

3 from Engineering, 2 from Materiel. 

Group 2 (N-=15)—4 subjects from Manufacturing 

Department, 1 from Sales, 2 from Finance, 2 from personnel, 

3 from Engineering, 2 from Materiel. 

Group 3 (N=16)—All subjects were from the 

Manufacturing Department. 
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Group 4 (N=15)—AJl subjects were from, the 

Manufacturing Department. 

Group 5 (N=16)—4 subjects were from Manufacturing, 

2 from Finance, 3 from Sales, 1 from Personnel, 3 from 

Engineering, 3 from Materiel. 

Group 6 (N=15)—4 subjects from Manufacturing, 

1 from Sales, 3 from Finance, 3 from Personnel, 2 from 

Engineering, 2 from Materiel. 

Procedure 

Groups 1, 4, and 5 were taught by a student-

centered (discussion) method. Groups 2 and 3 were taught 

by the lecture method. This writer was the instructor 

for all five classes. This particular procedure allowed 

for one class from one specific functional department and 

one class from various functional departments to be taught 

using a subject-centered approach. It also allowed for 

the samie class composition to be taught using an instructor-

centered approach. Group 5 was taught by an instructor 

with similar educational and industrial experience to this 

author. Both this author and the other instructor were 

experienced instructors, and both were rated as nearly 

equal according to instructor evaluation instruments. 

Groups 1 through 5 were administered the Leadership 

Opinion Questionnaire and a General Attitude Survey 

(see Appendix) pretest and posttest. Group 6, to eliminate 
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any sensitizing effect, was given the instruments only 

posttest. All were also given Thorndike's forty-item 

Vocabulary Test. 

A matched control group of fifteen was selected 

from an original list of forty-one. Participants in the 

classes were asked to select someone who worked with him 

and who was similar in age, experience, and education. 

The personnel folders of these men were then checked to 

see if they were, in fact, similar. Only fifteen met the 

requirements and completed all instruments. The instru

ments were administered the same week as for the experi

mental group. 

Pretest and posttest com.parisons were .made for 

all groups except Group 6. 

Data Treatment 

pretest and posttest scores will be compared for 

Group 1, 2, 3, 4, and 7. T-tests will be employed to 

determine the significance of the comparisons. (A 

significant difference in comparison is one which has been 

statistically determined to be greater than could be 

expected by chance alone.) Analysis of variance and 

correlation coefficients will be computed to determine 

the influence of intelligence, age, and educational level 

on changes in attitude. 
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The p.roportion of all participants who shift to 

a more employee-centered attitude will be computed. The 

entire sample will be placed into a high-half and low-half 

distribution based on intelligence, age, and educational 

levels. These two distributions will then be co.mpared. 

Analysis of the data in this fashion allows for 

a determination regarding the proof of each hypothesis. 

Justification of Instruments 

In selecting the measuring instruments for this 

study, several criteria were employed. A major concern 

was the validity of the instruments. Closely related 

to this was the relevance of the validity; i.e., were the 

instruments validated for a sam.ple of industrial 

supervisors? The reliability of the instruments was also 

of concern. And, finally, the practical convenience was 

considered. There is often m.ore complete cooperation 

when the instrum.ents are relatively short. 

According to the author, the Leadership Opinion 

Questionnaire provides measures of two important dim.ensions 

of supervisory leadership—Structure and Consideration. 

(Fleishman 1960) Of additional value is the fact that 

these two dimensions are independent. The two scores 

are defined as follov/s: 
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Structure - Reflects the extent to which an 
individual is likely to define and structure his 
ov/n role and those of his subordinates toward 
gQ^l attainment. A high score on this dimension 
characterizes individuals who play a more active 
role in directing group activities through 
planning, communicating information, scheduling, 
criticizing, and trying out new ideas. 

Consideration - Reflects the extent to which 
an individual is likely to have job relationships 
characterized by mutual trust, respect for sub-" 
ordinates' ideas, consideration of their feelings, 
and a certain war.mth between supervisor and sub
ordinates. A high score is indicative of a climate 
of good rapport and two-way communication. A low 
score indicates the supervisor is likely to be 
more impersonal in his relations with group 
members. (Fleishman 1960) 

The Leadership Opinion Questionnaire (LOQ) is a 

self-administering instrument which is usually completed 

within fifteen minutes. Basically, the instrument asks 

how people believe rather than how they act. This provides 

a better measure of attitude than would a report on hov/ 

people act. 

The LOQ was administered to a group of forty-two 

sales supervisors as a part of a battery to predict success. 

(Bass 1958) All supervisors were employed by a large food 

products corporation. Three years after the testing, these 

sales supervisors were rated on overall effectiveness. 

The correlation between ratings and Structure was .05 and 

between ratings and Consideration was .32. The latter 

correlation is statistically significant. 

Performance ratings, using the criterion of composite 

ratings from five supervisors, were obtained again five 
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years after the originaJ. administration. For the twenty-

six sales supervisors still in their jobs, the Consideration 

Scale had a correlation of .37. The ratings used placed 

a heavy emphasis on the development of subordinates. 

A study conducted at a large v/holesale pharma

ceutical company used the IJOQ. (Parker 1963) The company 

operated eighty warehouses which were geographically 

decentralized. Each warehouse is suĵ ervised by a foreman 

whose work group averages tv/enty-five employees. Stan

dardized v/ork methods are used throughout the firm. Each 

foreman v^s given the LOQ and the scores correlated with 

group-effectiveness criteria. The Consideration Scale 

showed a correlation of .51 with "favorable attitudes 

toward supervision." There was a correlation of .24 with 

"group feelings of goal achievement" and a correlation of 

.45 with the recognition that workers felt they received 

for good performance. 

Fifty-three first-line supervisors in a large 

petrochemical refinery were given the LOQ. (Bass 1956) 

The Consideration Scale correlated .29 with a forced-

choice performance rating two years later. 

Department managers in a large shoe manufacturing 

firm were given the LOQ and, at the same time, individually 

rated on overall proficiency by a management team. 

(Fleishjnan 1963) There were eighty-eight managers from 

ten plants included in the sample. The correlation 
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between LOQ scores and ratings by the management team was 

.30 for Consideration and .50 for Structure. 

The ten plant superintendents v/ere also administered 

the LOQ. At this time, their plants were rated by top 

management. The correlations were .42 for Structure and 

.34 for Consideration. Thus, there was a significant 

relationship between the leadership styles of the plant 

managers, as measured by the LOQ, and overall effectiveness. 

Reliabilities were obtained by both the split-half 

method and the test-retest method. There was a three-

month interval between test periods. The reliabilities 

are shown in Table 1. (Fleishman 1960) The reliability of 

each .scale is adequate to justify using the instrument. 

While the validity correlations are not really high, they 

are statistically significant. 

TABLE 1 

RELIABILITY ESTIMATES OF LOQ 

GrouD 

122 first-line supervisors 
202 ROTC cadets 
394 employees 
120 executives 
31 first-line employees 
24 Air Force NCO's 

*Test-retest reliabilities 

. 79 

.82 

. 8 8 * 

. 80 

. 7 4 * 

. 6 7 * 

.70 

.80 

. 8 9 * 

.62 

. 8 0 * 

.77* 
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One more point about the LOQ should be mentioned. 

In an instrument such as the LOQ, care m.ust be taken to 

ensure that you are not actually measuring intelligence. 

The LOQ is not h.ighly correlated v/ith intelligence as 

measured by several tests. The correlations are shov/n in 

Table 2. (Fleishman 1963) 

TABLE 2 

CORRELATIONS OF LOQ SCALES V7ITH 
MEASURES OF IITTELLIGENCE 

Measure Sample 

Ace Quantitative plus 
Language Score 145 ROTC Cadets -.16 -.13 

Navy Verbal-Numerical Test 247 Navy OCS .04 .04 
" " .08 -.01 

Wouderlic Bakery Supervisors .19 -.27 
" 42 Sales Supervisors .09 

A final consideration in choosing the LOQ v/as 

that, based on published reports, it is well accepted as 

an instrument for measuring attitude change in human rela

tions programs. (Fleishman, Harris and Burtt 1955; Di Vesta 

1952; Harris and Fleishman 1955; Korman 1959; and Stroud 

1959) 

The General Attitude Survey has not been used in 

any published studies. The forty-two items in the instru

ment were those items which v/ere found to discriminate 

between high attitude supervisors and low attitude T> 
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supervisors. (V7ilterding 1967) The instr^oment was used 

extensively by the Management Development staff in the firm 

where the study was conducted. However, the results of 

these studies are not available. Thus, the prim.ary justi

fication for the instrument is that the items in an earlier 

study were found to have discriminating power and it was 

used withill the firm. 

The selection of the Thorndike forty-ite.m Vocabulary 

Test is justified by several studies. However, before 

discussing why a particular test of verbal ability was 

chosen, it seem.s appropriate to discuss v/hy any test of 

verbal ability was considered. 

Miner (1957) summarized the results of some tv/enty-

one studies which yielded estimates of the relationship 

between vocabulary tests and measures of what one has chosen 

to call "general intelligence." He found a median corre

lation of ,83. On this basis, plus the knowledge that the 

various general measures themselves do not intercorrelate 

at a much higher level, it is assumed that general intelli

gence can be predicted adequately from a vocabulary test, 

A particular advantage of a vocabulary test is that 

vocabulary has generally been found to show little drop 

with increasing age after the person reaches maturity. 

Thus, this type of test would lend itself well to testing 

situations where there are wide age ranges. It would also 

be valuable for follow-up studies at cny later date. 
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The Thorndike forty-item Vocabulary Test was 

adapted from the vocabulary section of the Institute of 

Educational Research Intelligence Scale, CAVD. The test 

was standardized by administering it along with the Otis 

Self-Administering Intelligence Examination, Intermediate 

Level, Form A, to 538 students in the seventh through 

ninth grades and the Higher Level, Form A to 456 students 

in the tenth and eleventh grades. Thorndike's test, along 

with the Verbal Section of the American Psychological 

Examination, v?as administered to 268 entering college 

freshmen. (Thorndike 1942) From the standardization data, 

he estimated that parallel form reliability v/ovild be .83 

for a cross-section adult group. In this study, Thorndike 

used two forms each containing twenty itemis. He suggests 

that the longer the test, i.e., the more words that it 

contains, the higher v/ill be the reliability. 

In a sample containing 1,738 m.en and 1,236 women, 

Thorndike calculated the reliability as a figure between 

.80 and .85. (Thorndike and Gallup 1944) This v/as the 

standard voting sample used by the American Institute of 

Public Opinion and thus contains only adults. Hagen and 

Thorndike (1955) found a value of .85 employing the odd-

even split-half method. This sample included 1,060 males 

over the age of 18. in 1948, Thorndike calculated the 

parallel form reliability for a cross-section of adults 

at .915 using all the test results he had available at 
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that time. (Thorndike 1948) These reliabilities are both 

high and consistent; i.e., there is little variability; 

this plus the ease of administering the instrument led to 

its inclusion in the study. 



CHAPTER VI 

FINDINGS AND INTERPRETATIONS 

As an aid in the interpretation, the subject 

breakdovni will be presented again. Following this, each 

hypothesis will be given along with results and methods 

of analysis. A discussion of the findings wil] follow 

each hypothesis. 

Group Breakdown and Description: 

Group 1 (N=14) Functional Mix Discussion 

Group 2 (N~15) Functional Mix Lecture 

Group 3 (N=16) Manufacturing Lecture 

Group 4 (N=15) Manufacturing Discussion 

Group 5 (N=16) Functional Mix Discussion 

with different instructor 

Group 6 (N=15) Functional Mix Discussion 

Group 7 (N=̂ 15) Control 

The first hypothesis is that the managem.ent develop

ment course will produce change in attitude as measured 

by the Consideration Scale of the Leadership Opinion 

Questionnaire. No change is expected on the Structure 

Scale or the General Attitude Survey. The results of each 

group will be shov/n (see Tables 3 through 9); discussion 

will follow after the last table. 

182 
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Analysis of the preceding tables shows that, in 

general, the course did produce a positive change in the 

scores on the Consideration Scale, in four of the six 

groups (Groups 2. 3, 4, and 6), a significant change is 

noted. In the remaining two groups (Groups 1 and 5), 

the change, while in the desired direction, is not sta

tistically significant. Since there is not a reliable 

change in the Control Group, it is assu.rned that the change 

for Groups 2, 3, 4, and 6 resulted from exposure to the 

class. The reasons why Groups 1 and 5 did not show a 

reliable change is less clear and merits further 

consideration. 

Although it is usually not a factor in attitude 

change, the effect of sensitizing or practice must be 

consider€5d. Analysis of data reveals that in this study 

it is not a factor. Table 9 shows reliable differences 

between the pretest scores for the Control Group and 

posttest measures for Group 6. Presumably, their attitudes 

were similar prior to the course, although there is no 

way to determine this absolutely. 

A. short review of three change mcDdels will perhaps 

help to understand why there was no change. The basic 

assumption of the Lev/in model is that attitudes are usually 

organized and integrated around the person's self-image, 

and tliey result in stabilized, characteristic ways of 

dealing with others. Before the person is willing to 
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change, his stable equilibrium must be disturbed suffi

ciently to motivate him and make him ready for change. 

The change itself actually involves learning new attitudes. 

Two methods may be employed to learn: identification and 

internalization. Identification is achieved by emiulating 

someone. Internalization occurs when the person learns 

new attitudes by being placed in a situation where new 

attitudes are needed. 

The cognitive dissonance model shows man as 

attempting to reduce discrepancies in his attitudes by 

appropriate changes in this process. Dissonance is reduced 

in several ways. A person's attitude may be changed so 

it corresponds more closely with his knowledge of what 

others believe. Or, he may re-evaluate existing attitudes 

and make a choice which will be based primarily on the 

principle of consistency. 

The last change model incorporates the basic 

assumption that attitude change must be understood in 

terms of the needs they serve. The most successful change 

agent is the one who is able to learn what functions the 

attitudes perform. 

These three models all im.ply that the individual 

who is being influenced to change an attitude must per

ceive some need for change in himself. He must also be 

able to change and must perceive the influence agent as 

one who can facilitate change. 
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Group 1 did not show a reliable change. To help 

determine why, an investigation as to how the group differs 

from other groups is necessary. The qiaestion is whether 

or not this group (or Group 5) is unique in some way which 

will explain why change was resisted. This group was 

composed of members from various functional areas. However, 

class mix cannot be considered the important variable 

because change was produced in Group 2, also functionally 

mixed. 

Instructional methodology was student-centered 

in nature. Again, this is not conclusive; Groups 4 and 6, 

taught by the discussion method, showed reliable shifts 

in attitude. 

The following tables (Tables 10 through 14) will 

show comparisons of Group 1 to the other groups. Table 10 

shows no reliable differences between the pretest scores 

on the Consideration Scale, Since the groups had similar 

attitudes prior to the course, the lack of change cannot 

be attributed to initial differences. 

Table 11 indicates that prior to exposure to the 

course, the groups v/ere similar in general attitude. 

Again, lack of change cannot be attributed to initial 

differences. 

There are no reliable differences in age as shown 

in Table 12. 
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None of the differences in education are sta

tistically significant at the .10 level as shown in 

Table 13. 

Table 14 shows that there is a reliable difference 

between Group 1 and Groups 2, 3, and 4. It is worthwhile 

to note there is no difference in intelligence between 

the two groups who did not show an attitude shift. 

Attention must be focused on how or why a more 

intelligent group would not change; this is contrary to 

a study reported earlier. (Katzell 1948) Katzell found 

a greater improvement for supervisors who had higher scores 

on a test of mental alertness. Greenfeld (1966), in a 

study involving ninety-nine industrial executives, found 

that participants who had lov/er intelligence scores 

reported more benefit from a management development program. 

He suggests this is because they found the program more 

difficult and, consecjuently, became more involved in it. 

Gerberich and Warner (1936) found the lecture 

superior to the discussion method for the above average 

student. They also found the discussion method to be 

superior for the below average student. It must be 

rememtjered that the study v.̂as concerned with learning and 

not attitude change. 

page and McGinnies (1959) , working with a small 

group ranging from six to sixteen, report a coraparison 

of two leadership styles in group discussion. They found 
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that a directive approach by a discussion leader is 

favored by members of a sophisticated adult group. Bloom 

(1953) reports that college students in a lecture course 

have more thoughts relevant to the topic than do students 

in a discussion class. 

With this background research and the models for 

change in mind, an analysis can be more adequately 

attempted. The course which was offered to the subjects 

could not be termed intellectually demanding. Instead, 

the content was aimed at a rather low level. Thus, the 

nature of the communication may have been such that the 

members of Group 1 failed to see any reason to change 

attitudes. If no new information was presented, the group 

would be less likely to change; and this .must be considered 

a strong possibility when viewing course content and level 

of group intelligence. Also, the relatively low level of 

the material may well have detracted from the credibility 

of the communicator; he was not viewed in a favorable 

light. If the subjects see no reason for changing and do 

not perceive the communicator favorably, change probably 

will not occur. In other words, a change in attitude 

would not serve any particular needs. 

There is also the possibility that both the com

munication and co.nnmunicator were acceptable, but the medium 

was not. Some of the evidence suggests that the above 

average groups are more favorably inclined toward a direct 
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approach. Group 1 members possibly believed they "knew 

as much" as did the other class members and, thus, v/ere 

receiving little benefit from the discussion, if this 

were true, they would prefer nev/ information from the 

instructor. This nev/ information conceivably could produce 

attitude change. 

Based on the evidence, this author believes that 

the communication, i.e., course content, provides the 

best explanation as to why there was no change. One point 

is clearly indicated from this analysis; content, medium, 

and instructor should be tailored to each group. 

The second group which did not shew a change was 

not taught by the instructor who taught all other groups. 

It is not conclusive, however, that the instructor is the 

crucial deterrrdnant. While there was change in four of 

the five classes taught by the primary instructor 

(Instructor A), the fact that there was no change in one 

group must be considered. This will be discussed more 

fully following a later hypothesis. 

Essentially the same procedure, and for the same 

reasons, will be followed for Group 5 as for Group 1 

(see Tables 15 through 19). 

An analysis of Group 5 reveals several ways in 

which it is unique; the instructor (communicator) is 

different; there is some difference in intelligence a-,d 

there are differences in education. Again the cxuestion 
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must be asked: Whiy did this particular group resist 

change? Keeping in mind the course content, there is 

again the possibility that this group, because of their 

educational level, received no new information. And 

again communication, communicator, and medium must be 

considered. 

Even though not all groups showed a reliable 

change, there is an indication that the change v/as wide

spread- Sixty-three of the seventy-six participants 

(83 per cent) showed change in a positive direction on 

the Consideration Scale. A large majority did show some 

change providing some evidence, admittedly not conclusive, 

to support the major hypothesis. 

The remainder of the hypotheses will be discussed 

together because of their relationship. One hyiDothesis 

states that intelligence is the most important factor 

relating to attitude change with the more intelligent 

persons showing the most change. The remaining hypotheses 

are that age, education, instructor, class mix, and 

instructional methodology are not important factors in 

change. 

At first glance, it appears that intelligence is 

an important determinant, but not in the direction pre

dicted. Group 1, the most intelligent group, did not 

show a reliable change. However, it must be kept in mind 

that this is but one group. Table 20 provides a look 
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at the relationship betv/een intelligence, age, and educa

tion and changes in attitude. 

TABLE 20 

CORilELATIONS BETWEEN INTELLIGENCE, AGE, 
EDUCATION AND CHANGE 

Factors Intelligence Age Education 

Consideration Scale .087 .048 .024 

Structure Scale .170 .015 .017 

General Attitude .049 .308* .031 

*Signifleant at .05 level. 

An analysis of the relationship of intelligence, 

age, and education to changes on the Consideration Scale 

shows that no factor is the major determinant. The reason 

for the relationship between age and change on the General 

Attitude Survey is something of a surprise since it wap 

hypothesized there would be no change in General Attitudes, 

One possible explanation is that studies generally show 

an increase in the level of job satisfaction with age, 

(Saleh and Otis 1964) England, Korman, and Stein (1961) 

report a trend for older workers to have more favorable 

attitudes. Using least-squares analysis of variance, the 

value of F is computed to be 8.577 (significant at .01 

level) for the linear relationship of age and scores on 

the General Attitude Survey. This relationship indicates 
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that as age increases there is an accompanying increase 

in attitude. Therefore, it is possible that the older 

workers, being already more favorably inclined toward 

the firm, were more susceptible to change. This is 

explained by congruent change; i.e., the change is con

sistent with existing attitudes and actually reinforces 

them. 

Earlier it was noted that 83 per cent of the 

participants changed attitudes. By dividing the partici

pants into nearly equal groups (high-half and low-half), 

the differences in proportion can be computed to see if 

the differences are reliable. Table 21 provides this 

information. 

TABLE 21 

PER CENT CHANGING ON CONSIDERATION SCALE 

Intelligence 

24 and below 
25 and above 

Age 

41 and younger 
42 and older 

Education 

12 and below 
13 and above 

N 

36 
40 

38 
38 

47 
29 

N Changing 

29 
34 

32 
31 

40 
23 

% Change 

80 
85 

84 
81 

85 
79 

t 

.065 

.034 

.071 

None of the differences are reliable 
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The least-squares method of analysis of variance 

allo\̂ 'S an evaluation from another point of view. This 

v/ill enable one to determine which factor—intelligence, 

age, or education—had the most effect on changes in 

attitude. The linear relationship of these factors to 

change will also be shown. Table 22 shows these rela

tionships. There are 55 degrees of freedom for the 

denominator in the following tv/o tables (Tables 22 and 23) 

TABLE 22 

CONSIDERATION SCALE CHANGES 

Source 

Intelligence 
Linear 

Age 
Linear 

Education-
Linear 

DF 

6 
1 

6 
1 

3 
1 

Sum of 
Squares 

150.702 
14.455 

156.409 
34.388 

96.873 
43.305 

Mean 
Scjuares 

25.117 
14.455 

26.068 
34.388 

32.291 
43.305 

F 

.844 

.486 

.876 
1.156 

1.085 
1.456 

None of the values are significant. 

This analysis indicates that none of the three 

factors are important determinants of change on the 

Consideration Scale. 

The results as shown in Table 23 generally confirm 

a previous analysis; i.e., there is a significant relation

ship between age and attitude change as measured by 
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General Attitude Survey. This analysis indicates that as 

age increases, there is an accompanying increase in atti

tude change. 

Source 

Intelligence 
Linear 

Age 
Linear 

Education 
Linear 

GENERAL 

DF 

6 
1 

6 
1 

3 
1 

TABLE 23 

ATTITUDE 

Sum of 
Scjuares 

388.139 
8.222 

1239.932 
857.414 

221.837 
54.016 

CHANGES 

Mean 
Squares 

64.690 
8.222 

206.655 
857.414 

73.946 
54.016 

F 

.708 

.090 

2.261* 
9.380** 

.809 

.591 

*Signifleant at .10 level. 

**Signifleant at .01 level. 

The hypothesis that the instructor is not an 

important determinant cannot be fully supported by the 

evidence. The two instructors in this study v/ere closely 

matched on business experience and teaching experience. 

They attended the same Graduate School at the same time 

and, in general, took the same courses. Class content was 

as nearly the same as possible. Participants in the study 

did not know that the study was a project of one of the 

instructors; rather they believed it was a research project 
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of the management development staff. Therefore, there v/as 

no apparent reason for a group to favor or try to "help" 

either .instructor. 

The fact that the one course taught by Instructor B 

did not change cannot be considered as absolute evidence 

that the instructor is the reason for no change. On the 

other hand, there was change in four of the five classes 

taught by Instructor A. This indicates that the instructor 

may v/ell to be an important variable. 

Two hypotheses, that neither instructional metho

dology nor class mix are important determinants, will be 

discussed together. Both groups (one containing only 

factory supervisors and one containing a departmental mix) 

which were taught by the lecture method showed a reliable 

change. Two of the four groups taught by a discussion 

technicjue shovred change. While it is not conclusive, there 

are indications that both technicjues can be effective. 

Certainly the belief that lectures are largely ineffective 

is refuted. 

Many of the same results are seen when class mix 

is analyzed. Both groups containing only factory managers 

changed; tv/o of the four containing mixed groups also 

changed. This strongly indicates that there is no apparent 

advantage to a mixed class. 

The conclusion that must be dravvii is that the course 

content, instructional methodology, and instructor must be 
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tailored for each group. Only then can one logically 

expect that communication will provide new information, 

i.e., a reason for change; that the comimunicator will have 

credibility; and the medium will be acceptable. 



CHAPTER VII 

SUMMARY AND CONCLUSIONS 

In today's increasingly complex world, it is 

unrealistic to expect a manager to, on his own, keep 

abreast of the state of the art. And, yet, if this nation 

is to retain its industrial leadership, the managers must 

be developed. To accomplish this, firms have, during the 

past three decades, devoted much time, effort, and money 

to management development. Skepticism has, however, kept 

pace with the increased activity. And, one m.ajor reason 

for this is that there is still not a systematic approach 

to the role of management development. Specifically, there 

is. no evidence that participants are carefully selected 

or that one knows what types of programs are the mosu 

effective to accomplish overall objectives. 

A major problem existing within management develop

ment is that of selecting the participants who will most 

benefit from exposure. Concomitant to this problem is 

knowing what type of exposure will be most beneficial. 

This is the primary purpose of this paper: to provide 

some guidelines for selection and type of program. To 

provide these guidelines recjuires that certain variables 

be set up in the form of hypotheses and these be tested. 

213 



214 

The subjects in this study were six groups (N=91) 

of first-level supervisors in a large West Coast aerospace 

firm. All v/ere voluntarily enrolled in a company-

sponsored, off-hours management development course. The 

course. Personnel Management, was largely human relations 

in nature. Specific subject areas included: interviewing 

and counseling, recruitment, selection and placement, 

orientation and training, morale and discipline, motivation, 

and employee appraisal. The groups met once weekly for 

two hours for an eight-week period. Five of the groups 

were taught by the author; the remaining group v/as taught 

by an experienced management development instructor who 

used, the same course material. 

Groups 1 and 2 were composed of supervisors from 

various functional departments. Group 1 was taught by a 

discussion method and Group 2 by a lecture. Groups 3 

and 4 contained only supervisors from the factory area. 

Group 3 was taught by lecture, while Group 4 was taught 

by discussion. Group 5, a functionally mixed group, was 

taught by a different instructor who employed a discussion 

techinique. All five groups, plus a matched control group, 

were administered the Leadership Opinion Questionnaire 

plus a General Attitude Survey before the first session 

and again after the last. All were also given Thorndike T, 

forty-item Vocabulary Test. Group 6 was given only posttest 
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The m.ajor hypothesis was that the course. Personnel 

Management, would produce attitude change in the participants 

Specifically, it was hypothesized that attitudes, as 

measured by the Consideration Scale of the Leadership 

opinion Questionnaire, would change in a positive fashion. 

The second hypothesis was that the intelligence of the 

participants v/as the most important determinant of this 

change. The other hypotheses were that age, educational 

level/ instructional methodology, functional mix, or 

instructor were not significant determinants of attitude 

change. 

The major hypothesis was, in general, supported. 

All groups showed some change in the desired direction; 

the change was significant in four of the six groups. 

For the total group, intelligence was not found 

to be a significant determinant. Hov/ever, Group 1, which 

showed no reliable change, was the most intelligent group. 

And Group 5, taught by a different instructor, showed no 

change, but had a significantly higher level of education. 

Thus, while not reliably related on the whole, both 

intelligence and education appear to be determinants for 

specific groups. 

There is also no conclusive evidence of the role 

of either the instructor, the methodology, or the mix. 

And, a linear relationship was found between age and change 

in general attitudes. Change was produced in departmentally 
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mixed classes, in factory supervisor classes, by lecture, 

and by discussion. There was also a failure to produce 

change in two mixed classes, each taught by a differer̂ .t 

instructor. 

All courses were taught using the same material; 

this is a variable that was rather closely controlled. 

Since all groups v/ere exposed to the same information, 

and not all changed, the evidence indicates that course 

content must be carefully tailored for each group. There 

is also a hint that sophisticated groups may show more 

change when taught by a directive approach. 

The overall conclusion which must be drawn is that 

the content, the medium, and the instructor must be care

fully selected for each group. Several bright spots emerge 

from this study. One is that attitude change may be pro

duced by the lecture method. Another is that there is no 

necessity of a departmental mix, and the last is that all 

age groups can be changed. 

Limitations 

One major limitation of the study involves the 

question of retention; i.e., was the change transitory in 

nature? Another limitation is the lack of correlation 

studies between change and supervisory effectiveness; 

i.e., is the change congruent with organizational objectives? 
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A larger sample, with each instructor teaching the 

same class mix in the same way, would have given more 

credence to the role of the instructor and the influence 

of methodology. 

Possibly the most severe limitation is that this 

study does not isolate all variables which have an influence 

on changes in attitude, while somie progress has been made, 

the why of attitude change still remains somewhat unclear. 

Suggestions for Further Study 

Additional studies should be conducted to determine 

why there is change in attitudes and which factors influence 

this change. One example would be using some personality 

measure to determine this influence. Also, more work should 

be done to determine the influence of intelligence; this 

could be accomplished by matching groups, using the same 

medium, but drastically differing the course content. Such 

a study vrould help determine the influence of both intelli

gence and communication. 

More work is also needed to determine if one method 

of instruction is better suited for a specific group. This 

is necessary if instruction and instructor are to be ade

quately tailored. 

This study, while pointing out the importance of 

tailoring a course, is inadecjuate in one respect; it has not 
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provided an answer as to how the course should be tailored, 

More v/ork is needed; only then will maximum benefit be 

derived from management development. 
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AJ^PENDIX 

GENERAL ATTITUDE SURVEY 

Do not show your nam.e. Write your organization and Social 
Security number. 

How satisfied are you with each of the following? (Please 
draw a circle around the number on each scale which best 
represents your degree of satisfaction with a particular 
item; 3 = satisfied and 1 = dissatisfied.) 

Satisfied 3 2 1 Dissatisfied 1. Your opportunity to 
disagree with your super
visor' s evaluation of your 
performiance on your per
formance analysis. 

3 2 1 2. The importance of 
"knowing the right people" 
in getting ahead. 

3 2 1 3. The way promotions 
within your department are 
generally handled. 

3 2 1 4. The fairness of your 
supervisor in evaluating 
your performance. 

3 2 1 5. The number of bosses 
telling you what to do. 

3 2 1 6. The extent to which 
your job offers you a 
challenge. 

3 2 1 7. The degree to which 
your job utilizes your 
capabilities. 

3 2 1 8. The imiportance of your 
job to Boeing. 

3 2 1 9. The feeling of accom
plishment you get frc.T. 
your job. 
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Satisfied 3 2 1 Dissatisfied 10. The extent to v/hich 
you find your job interesting 

^ 2 1 11. The degree to which 
your job keeps you busy. 

2 2 1 12. Your work load in 
comparison with the work 
load of other employees in 
your work group. 

3 2 1 13. The opportunity you 
have to use your own 
judgment and initiative. 

3 2 1 14. Your base weekly pay 
(before income tax) in 
comparison with those who 
have been working less time 
than you. 

3 2 1 15. Your base weekly pay 
(before income tax) keeping 
in mind the skills necessary 
to do your job successfully. 

3 2 1 16. The length of time 
between your pay increases. 

3 2 1 17. Your chances of getting 
more pay. 

3 2 1 18. The extent to v/hich the 
employees work group exhibit 
pride in the work group. 

3 2 1 19. The degree to which 
Boeing management takes a 
sincere interest in the rank 
and file employees. 

3 2 1 20. The ability of Boeing 
management to maintain 
cooperation between 
different departments. 

3 2 1 21. The ability of Boeing 
management to plan ahead. 
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Satisfied 3 2 1 Dissatisfied 22. The degree to which 
Boeing management treats 
fairly the lower level 
supervisors. 

3 2 1 23. The opportunities to 
go to night school with 
iinancial support. j:-i 

3 2 1 24. Job security at Boeing. 

3 2 1 25. Employee Transfer 
practices. 

3 2 1 26. Complexity of work 
duties required of employees 
in this supervisor's group. 

3 2 1 27. Extent to which work 
is routine.; 

3 2 1 28. Extent to which the 
nature of the work requires 
the employees in the group 
to depend on each other in 
getting the job done. 

3 2 1 29. Extent to which the 
nature of the v/ork permits 
the employees in the group 
to get together with people 
outside the department during 
v/orking hours. 

3 2 1 30. Specialized skill 
recjuirements in the work. 

3 2 1 31. Extent to which the 
work permits employees in 
the group to talk and get 
together with each other 
during working hours. 

3 2 1 32. Opportunity that work 
duties allow employees to 
take initiative and make 
decisions. 
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Satisfied 3 2 1 Dissatisfied 33. Extent to which 
employees can complete 
whole tasks or projects 
instead of little pieces. 

3 2 1 34. Amount of training time 
recjuired for most jobs in 
your group. 

3 2 1 35. The amount of noise in 
my work area. 

3 2 1 36. The extent to which 
your supervisor delegates 
responsibility. 

3 2 1 37. The extent to which 
your supervisor "backs up"̂  
his employees. 

3 2 1 38. The extent to which 
your supervisor takes a 
personal interest in you. 

3 2 1 39. The amount of instruc
tion and training your 
supervisor gives you. 

3 2 1 40. Your supervisor's 
general competence to 
handle his job. 

3 2 1 41. Your supervisor's 
ability to lead rather than 
boss. 

3 2 1 42. The extent to which 
your supervisor is v/ill ing 
to accept and act upon new 
ideas you may have. 




