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Abstract

2 e purpose of this study was to examine student influence upon the
o teacher within the context of a bidirectional model of interaction: The pqssibilicy'
of using the teathers’ motivational structure as a means of explaining and

predicting the occurence of student influence was also considered.

The theoretical framework for the study was developed from a review of the
literature. The key components of the model were: the feachers’ predispositions,

. including their motivational structure, the ebjective situation, and the definition
of the situation. Presumably, the teachers' behavior would be controlled by their
definition of the situation, which would be a function of the predispositional .

., ¢  strictureand the ol‘)jective situation. o
Nosiiemad .
 The interaction between the tedcher and the students in three elementary
classrooms was studied. These teachers were.chosen from-a sample of 54-teachers,
who had first been eategorized into three groups, on th basis of a Q-Sort. Thus,

there was?one teacher to represent each of the categorie. siguiicaat. others

'3

ed, student moti and growth, moti A case study of each class
‘was then condueted. J ‘

The Q-Sbrt, developed to help choose teachers, proved to B effective for

identifying teachers' predispositions toward categories, but proved inefficient in

discriminating teachers' predominant category. ' .

The results of the study indicated that students did influence the interaction
in classrooms, and further indicated that there ‘was a differente in how this

influence occurred. However, it proved difficult to predict student influence using




the p: i cts of the three _‘ i types. lnpnrt,mswu

because uuehen were not purely any of the thrpe categories. It was more

plausible to ‘rask nludem,ehhvnon in order of lmporum and then prodlcl . H b.
1 lllldent influence on this basis. * . % - ;
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" OVERVEW .

1. 1 Purpa-e of study W

The piirpose of this study was to observe classroom interaction pmerns and
" 1o fihd evidence of student influence on the benahu- Mou npéclhcllly, the study

with different m mouvntmn;l systems.: ™ \
Hence, the m;jor (Acwrs under consideration .in thu sludy were (1) leuher
tht mummn systems, (2) teacher belnvlor. and (3) p\lpll behmm . e
v

\ &g : - =< .

1.2. Rationale

1.2.1. The needTor  bidingztio vl:wof' room | ! Loy

While not _the only gul of education, academic lclnevement is cerumly one

. of the primary gaals. Because of this, » great deal of research bas been generated
which focuses on the link between academic ‘achievement nd classroom clin

(Rosennh‘ne‘ 1079).  Traditionally, research in this area’ “bas studied bow the

teacher engineers 'various factors of " the. classroom to create the optimum
conditions for lesrning to occur. This research has shown that teachers.can lter.
outcomes according to the way they struttire the, Glass, the way they -control i
and the content they inttoduce to it (Croeker et al, 1076). On the basis of fhis
andeother research (Brophy, 1979, and Roseluhme, 1070), it has been shown that D
* a_teacher who operates the classroom in & businesslike manner and engageso
students in on-task b‘ehlvmr will foster better u:hnevemzm gains. This research

i cumplred and- contrasted interaction’ patterns nnd :tudenl mrlnence on teachers -

#
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,has found that teacher behavior influences the whole classroom milieu, which in

turn influegces the academic achievement of the students.
. .

One of th{e underlying assumptions of this research has been that students
function largely in a reactive capacity to teachers within the context of the
classroom (Fiedler, 1075). Some researchers have come o feel that  this

.interpretation of interaction inthe classroom is not adequate and have considered

instead, a bidirectional interactioh, model (Fiedler, 1975; Klien, 1971; Noble and
Nolan, '1976; and Randhaws, 1980). These rescarchers have produced evidence
which: shows, that while teachers do iffluence students, students also influence
teachers. This is an important consideration, as it may be a factor in explaining

why, often, teachers fail to achieve optimum conditions for learning.
.

122 stri 23 a basis of infl

Given that students cad influence teacher behavior, it is necessary to gain

, 20 understanding as to what sorts of behaviors will be influencial'in modifying

teagher behavior. To help in this urfderstanding, it Is useful to consider teacher

in the theoretical of the "social learning thicory® of

Bandura sad Walters (1064). They contend thot. learning of appropriate
bebavmxs requires a model, and,. more important &7 the context of this study,

" contingent reinforcement of the bebiaviors.  + ¢
5

Assuiging thst teschers have fundamental nesds a5 formulated by Masiow
(1970, positive reinforcement can be ‘defined as satisfaction of these needs and
negative réinforeement can be defined as deprivation of theseheeds. Within this
model of motivation, a teacher- is considered to have two types of needs:
deficiency needs and growth needs.

Dzhclency needs are arranged in a hierarchy with physiological needs at the

PoU.am Safety needs, needs, and self-esteem needs are
“BMgher in the.bierarchy.. According to Maslow (1970), these needs are fulfilled

\\



a

3
‘ primarily through social interaction and-are necessary to maintain psychological
health. - 5

v S

Growthi needs includé self-actualization and aesthetic needs,, and are
satisfied through the activity itsell, as the person engages in given tasks. The .

Tlfliment of these néeds coms from th ackal doing of te deed. The ource of
satisfaction is mtemal to the person. According to Maslow [1970). uusfnctmn of
these needs is not necessary to maintain psychological health. In.most cases, for a
person to engage in activities related to meeting growth needs, the deficiency
needs are already being mel. [ '

; ¢

Thus a student could influence his/her teacher by contingent reinforcement

of teacher behgviors. Reinforcement might be seen as student behaviors which
enhance or hinder satisfaction of the teacher's deficiency and/or growth needs.

1.2.3. Interactive model

Given that findings by Fiedler (1675), Klien (1871) and others have
indicated that there is a two-way interaction between students and teachers, then

- the next consideration is *how* teachers and students influence each other. To
" facilitate ing of this social

it is helpful to consider this

problem within an interactive model which can be applied to a classroom. Such a
i

model has been provided by Stebbins (1975). His theory contains three major

construets,

First, there is what Stebbins (1975) termed the *objective situation® which
is *the immediate social and physical burroundings and the current physiolpgical
and psychological state of the actor* (p.6). In this case, it would include the
observable behavior of the students and the teacher. Such behavior would be
capable of communicating meaning to another person. This could be verbal or
non-verbal in nature. ' :

The objective situation will be different for each person involved. Even
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Elgure 1:  Flowchart of the bidirectional model

v
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Teacher Student | | Student '

Definition Definition { . Learning
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Situation . | situation
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though the- cl could be consi a common envi , influetices

. outside. the classroom will influence classroom’events. For example, statements
made by teachers or the prifcipal to a teacher have an impact o what occurs in
the classroor; yet, these i ¢ not ily evident to students,

The second construct is what  Stebbins (1675) has referred to as
“predispositions®. He has stated that they “equip us with specific; usually
habitual, views,of the world and guide bebavior in the immediste present* (p.12).
They are to the beliefs, expectancies and attifudes of a

* persgn (Jablonski, 1933).

2 /

The definition of the situation is the third contruct. Stebbms (1975) used
this term to refer to the interpretation of the “interrelation of the activated”
predispositions and the elements of the objective situation®. This'is his term for

the person's perception of the objective situation. ! i

*“'The definition of the situstion"would then guide subsequent behaviors of the,
person. Findings by Dunkin and-Siddle (1974) and Brophy (1979) can be seen to

support this, though they usEd different terminology. \
. \

4 , \ 'l

1.2.4. The teachers' decision-making process \
{

Next, the mediational process of the person must be considered\ A given
behavior by one person is.observed and then processed by the other before a
reaction occu

Mablonski (1983) referred to this mediational process as

* decision-makir

ision- h timY, the person has & fiumber of options which can be
rchosen. For example, Hymayl (1880) listed sixteen options available to teachers *

when fi f'eldm! student questions. The teacher has to make a decision as to which
option fo_ exlrcue Jablonski stated: 'Such a definitiorr of the situation would
become Lhe pivot I'ar the decmon-makmg process and would be the antecedent to
teacher behavior® (p.3).

So, within this model, one person would . influence the other person by




i 6 ~

; performing an overt behavior which became part of the objective situation. This
2 in tutn would be observed by the other person and thrdugh a perceptual process,
in which the observed ‘behavior interacts with that person’s predispositions, the
situation would be defined. This definition of the situation would be antecedent
to the person's behavior. This mediational process would-be true for both
teneiiers and students. : -
\ . ?

* In addition, the person could be ;nnil‘enceé by a’change in his beliefs and
attitudes. This also would influence the definition of the situation and thus the -
person’s behavior. This potentially has great significance in that different séts of
predispositions will result in different behaviors. ) S0 ¥

1.2.1 5 The role of the teachers’ motlvltluﬂtl structure In this model .

How tesdhtes defines a situation ss mesting their nseds wil influence how
" they behave (Jablonsk, 1983). This wil depend on What they have learned from

. their past experiences. According.to what ‘they have had reinforced, aad by
whom they have been reinf a0 for current situations will be

formed.

In such & model, motivation would be & part of the pefson's predispositional
structure. Bandura (1077) wrote about expectations of future consequences as
i He considered these ives to be hi jcally ordered in a

manner analogous to Maslow's hierarchy of needs. Jablonski (1983) has slso noted
\ : in her review of the literature that many authors have suggested that

53 predispositions are organited in a hierarchical fashion. , .

Expectancies sbout who fulfills needs, snd on what behaviors needs
fulfillment is contingent on, are part of this predispositional structure. As such, it
is part of the basis upon which decisions are made. ¢
Potential sources of need satisfsction would be.family and friends, work

collegues, or students. These sources of deficiency needs satisfaction can be




placed into two ies pertaining to the cl (1) students and (2)
significant others. Thus teachers can bé categorized as either perceiving students
as their primary source,of ‘deficiency need satisfaction or perceiving signi
others as their primary source of deficiepcy need satisfaction. Such percepti

may result in their finding different student behaviors reinforcing.

A third category of teachers must'also be considered. These are teachers
who are primarily growth motivated. " - :
1.2:6. The nature of studgnt influence within this theoretical

framework -

Viewing classroom i jon in this i allows orie to

project the manner in which students wouldinfluence teachers:

1f students are seen by teachers as the-primary sources of need satisfaction,
then | satisfaction or deprivation of deficiency needs by students will be. strong
reinforcers. The teacher will attempt to create & relationship in which students
satisfy needs. This type of teacher would likely ‘be the most influenced by
studdnts. ' \ -

| This sort of individual will tterrpt to meet the need-to feel aceepted and to
enbance esteem through interaction with students. Demonstrations of warmth

toward the teacher by the students will be reinforcing. Studenbinitiltef contact
or, in the case of negative control, avoidance of contact with the teachér will be
reinforcing. Praise and approval of the teacher's classroom structure, cqutrol. and
content will also be rein\forcing/, In general, any social reinforcement which,
positively or negatively, affects the teacher's feeling of acceptance and ZSQeem will

. be influenti .
!




-

. b .8

\ .
classroom is an indirect means of needs satisfaction, The teacher will operate the

class according to norms which significant others deem appropriate.

Students can influence the teacher by complying or mot complying with
these novn{s. ‘This may mean keeping quiet, sffaying on-task, showing interest in
academic matters, snd behaving in socially sppropriate ways. In short, by
exhibiting behaviors ‘characteristic of student types whigh fresearch has shown
teachers to value — for example, compliant, athievement oriented, and non-
disruptive (Brophy and Good, 1974) -- students influence their teachers.

A third category-arises if the teacher is motivated by Self-actualization and

aesthetic needs.  If this is the case, then the incgntive comes from the satisfaction

of teaching itsell. To some extent, this should neutralize external controls, though
not entirely. The students’ response to the presentation of material or teaching
techniques will be a gage by which teachers determine the effectiveness of what
they are doing. The feedback does not necessarily satisfy a need of ‘the teacher,

but it does give the teacher information about the effectiveness of the teaching

process. For instance, through negative reinforcement such as talking, restlessness, -
and inattentiveness when the task is one with which they ‘are not comfortable,

students can influence the teachers' decisions.
" Whichiever of the eateiories teschers tall into, they will be influshiced by the
students. The diference will be in the degree of influence; the type of bebaviors
which will influence the teacher and the nature of teacher response to these X
bebaviors. | . .
.

1.2.7. Summary S -
" In the context of a bidirectional interaction model, the teacher's behavior
can potentially ‘be influenced by student behaviors, ‘or changes in the teacher’s

beliel and attitude system, By influencing teacher's behavior, students can affect
their academic outcomes. For example, if a student is trying to meet the need for

i

i s b
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behaviors observed and catagories of students and teachers.

9

attention from the teacher and sttempts this by doing a good job on a work
assignment, that student is engaging in bebavior. which will résult in improved

uhlevemen', On the other hand, if the student gains -mnmn by behnvmg ina’

dmpnu manner and succeeds in engaging lhe teacher in off-task bebavior, the
academic outcome will be affected in a negative du'mwn

¢ izing classroom i fon as ionsl, and as varying

according to the motivational structure of the teacher has major implications for

" educational research and teaching. Researchers and teachers need to recognize
that student input into. classroom interaction is a variable which_ affects the .
outcomes of the process. In addition, researchers and teachers must become more -

I3
aware of teachen motivational structures and how they affect the process of

. student influence. In the context of such a model, these variables are sigmificant

in that they influence the learning process as it occurs in the classroom.

.

", 1.8, Definition of terms ~

This section provides definitions of- the terms used in this study to refer to

1.3.1. Categorles of behavior

On-task: Any sction which peru.uu to"the tuk or activity of‘immediate

concern in the classroom."”

Off-task: _ Any action which is mot related fo thé task or activity of
immediate concern in the classroom.

Attending: The student's eye or body orientation is toward the teachér or
task, or the student's behavior indicates involvement in the ongoing classroom
activity. . : p

Disruptive: Any pupil behtv:or which elicits an off-task response from the
uulm

1
l
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Positive Behavior: Student's teacher-directed behavior which the teacher

'
considers to be desirable., . .
e ' shke
Negative Behavior: Student's teacher-directed behavior which the u.wher

considers to be undesirable. | [ . .

Pupikinitiated: Teacher-directed behavior by a student which occurs when
that student is not specilically called upon or designated by the teacher.

~Teacher-intitisted: Teacher-difected’ behavior by a student which results
from questions or commands-from the teacher. , - ‘ P
. R A

& - . = N : A T,
1.3.2. Ci of g =y

Accepting:  Behavior which is generally facilitative in nature involving
! "

warmth, positive regard and understanding. .

E'szeem-enhming Behavior of an evaluative nature aimed at enhancing
the person's sense of . worth or sense of pride iy mk,mvolvemm and
accompllshment L

lnmrwb-provxdmg Bebatior umed st providing mteruhng and fultillmg
activities to the parties mvo]vecL

. Direct: * | motivating student behaviors which of themselves provide

immediate reinforcément %o the teacher for quu[ing in presgnt or past behavior.
Indirect: Any‘

tudent behaviors which results in teacker reinforcement from
significant others. 6 N . :




.8 3. Cltegorle' of teachers and ltudenh 5

Slgmﬁcnnt Others Motivated Teacher: 'l‘rus teacher pme.m of ngmr.cam'
others -- administrators, peers and paretts - as his/her major source of deficiency

m nusfacnon with regard thlslhcr\leachmg career.
- |
"+ Student Motivated Teacher: Thls teacher perceives of his/her s'.udents a
primary source of needs satisfaction in tqms of hls/her teaching career.
A \

Progressive Non-technical Teacher: This teacher operates his/her class'in &
mtnner whxch emphasizes the needs, \!f shldenls within the context of traditional
content’snd methodology. (Tms-Qeqn s ysed fn chapter 5 to refer to Ron who,
while being student onented did not canslder them the pnmny source o( needs
umm’{mn ) . \ / S »

\ .

Growth Motivated: _This teacher slhsﬁes hls/her growth needs through the

tuk of teaching. ; _ . \

Peci-directed Student: This type lof student dirccts his/her behavior
towards attaining. nefds satisfaction primarily from interaction, with othtr

students. r
. B . 3
Teacher-directed Student: This type‘ of student directs his/her behavior

towards attaining needs satisfaction primarily from the teacher.

1.4. Mmh questions *

The following research questions have been formulated:

1) What are the specific student behaviors which influence teacher behavior
in the classroom?

2) What are the overall pnterns of student- lucher,lntenehon nnd in what

ways do tl:ey dll!er for each teacher? .




. ' . ) 12
; ; y

3) Is the stident motivated teacher more influenced through social
reinforcement-by the students than enher the s:gmfxcnnt oLhels motivated teacher"
of the growth motivated teacher?

4) Is the significant others motivated feacher influenced moré through
indirect motivation than either the student motivated teacher or the growth

motivated teacher! S ;

5) Is the growth motjvated teacher influenced less by students than either
the student

d or the growtlx ivated teacher? o %

8 Is the signilicant others motivated teacher fnfluenced less by stidents ’

than the student motivated teacher?

1.5. Limitations
This research entailed the observation of three classrooms over o period of

three weeks. The classes were chosen on the basis of the motivational structure of
the teacher. The data collected was qualitative in nature. As such, the study
 should be regarded. as the i ion of classroom interaction arrived at by

this author. N0 claim-can be made that other observers would have derived the '

same meanings. However, the intent of the research was fo interpret a set of

theoretical -propositions using a symbolic interaction methodology. This would -

argue that the interpretations ultimately must be interpreted through the
predispositions of the observer.

“If & limitation exists in the study, it was that while proposing a bidirectional
model of interaction, the primary focus was thd lelcher, rather than the teacher
and students.
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“* HTERATURE REVIEW
B « ;

The primary focus of this investigation was on student influence of teachers
g 5 S 5

in the classroom within the context of a bidirectional model of interaction. As
already stated, this is mot the traditional focus of research on classroom
interaction.” Therefore research literature has' been reviewed which focuses on a
bi-directional model that includes student inflience on the teacher. Also, material
concerning teachers' predispositions; the objective situation and the definition.of
the situation was reviewed. In addition, pertinent fesearch literature concerning
smotivation of teachers and students in terms of how it relates to this interaction

model hss been considered. Finally, material relating to Q-Sort methodology was

overviewed.

2.1. Bidirectional cl f . %

Typically, in research on classroom interaction, the assumption has been
that teachers influence student behavior with students merely playing a resctive
role. Studies on classroom ‘behavior have shown that teacher behavior actually

can systematically alter student behavior (Noble and Nolan, 1076). However, some

researchats, feeling the above assumption is not adequate, have raised concern

that little is known about how students affect teacher béhavior (Noble and Nolan,
1976; Klein, 1971; and Randhawa, 1083). E

BUF. Skinner, as early as 1053, had said that a cofnplete functional analysis

- in classroms must look both wags. Winne and Marx (1977) supported this view

noting ‘that a reconceptualization of research in teaching is necessary. *Rather «




than investigate whether teaching of one or another kind is effective, we propose,
that research should question how teaehers nfluence learners 3ad vice versa* (.
870). . S B

L

In related ﬁelds of mquu-y, a umdmchoml ‘model has a]ready proven

d

in i ion. _Bell (1968) summarized
‘stugies on the area of socialization, indicating that 2 unidirectional model is too

imprecisg. He stnted that-the mumphon ofa nmdxrechonnl effect of parents upon
" children was a fiction of convenience rather than. belief. ‘Bell pointed out that
masy of the correlational studies on socialization can be-plausibly reinterpreted,”
indicating ".h‘e effects’of children on pé'rents Osofsky and OConneII (1072) l‘ound
that mothers! \ind fathers" behavior was systemauuny and du(mnmny a
function of the b! hnvxor’o[ thelr young dnughws .

Studying tfe effeets of group ehavior o {iatrcf thél ieaders; Haythors,
Couch, Haefner, Langham, and Cnter (1856) reponed that, to 2 significarit
degree, the behavior of leaders was » Tanction of the attitudes or personality
characteristics of the_followérs.. "Hemphill (1949) also foglnd thit a group's

product; ity and morale de])endé on variables associated, not only with the~léhder
but with the group itself. In studies by Hastorf (1965}, Zdep and anen {1967),

and Hemphill

participation and le ﬂ rship lttempls were systemnucllly mmipulnted b &

Blubatgh (1968), in a somewlnt inore_related study, .found. that uegahve
feedBack increased the speaker's total non—ﬂulnu-, decreased the syenker s rate
of speakingsand verbal oulpllt This made the :puker dus:ﬂsﬁed and \mhnppy

" Witlf the speaking expérience. et e

More related to research ‘about student influente on teither behavior

ag
studies in which. students appeared to influerice the behavict of:the counselor.” In .
these studies, students were asked to exhibit pi

anged. bebaviors to ‘an, :

unsuspecting counselor (Bandura, Lipsher and Miller, 1 amsky and Farwell,

ions to increase or decrelse a group members verbal




+  1068; Heller, Myers nnd Kllne 1983; Russell And Snyder, 1983) ‘The ﬁndmgs &
mdncaud a change,in cf\mse]or behav)or. g

R - . s 5

- Several studies hnve lookcd at thq'way adults can mfluence students. B

Rosenﬂ'!ld (1967) observed adults cank:lcung interviews with eighth grade © °

£
students o a one-to-ope basis. He found that when the interviewer followed"+
students’ answers with’ approving responses such as a srnllt head nod, verbal

. acknowledgement- or gesticulation; “the stud:nts slmwed higher percentages of

§mllu and head nods'thsn when the mtervlewers gave duappmvlng responges or §
d Allen (1988) found tl}". by nsmg verbal and nonverbnl
" social reinforcement during and after speeck, two profgssors could mcrease thé

. . no responses. Sarbin

“ver bupuuupmo‘onow puticipating studenls; ' S

Ioies and Thibault (1958) offered an altersative (o the idiroctionsl model.
They askecr‘n‘ question’of, how important the “bebavior of one person in a'dyadic v 5] &
! retationship s\in dgtermiiog,the behavigr of the other: They deseribid two,  *

. . types of intersctions, which could be cbns dpoits of & conti mot e

reciptocally clptingent intersctions at one end; “the behavior of Jhe actor is o

“ cantmgeut -on (\e\kfimor of the othér’ and vxce versa® (p. [157): I . ;
) . ions, dt the other- end,. *the bebavior of one ; ;
] - actor is} contingent on 'the behavior of another, but h.. other's bebavior is RN
1 independently determined (p.155). L
. (j ; ) T
. diler (1975); relating this model to class stated that asymme i
' contingent interactions *are often govefned by a hierarchical mg?u(u_{on, subh ‘
as'ch i aditional® (p- 736). “*Altemative® cla i b, 2l
which offeé students more choice, as to how sag\what they learn could e _—
h " a5 having > i i jon-smong - students in /. .0 .
these clagsrooms. Fielder (1675) suggested that Slasedoms.sac be considered as - o
i lying at various points along this continuum, ’ . L B
" Fiedler (1075) “studied cl: "wm;interuﬁo using the Hit-Steer —
w RS
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Observationsl System to reveal the patterns of interaction, especially the extent
to which the behavior of each is confingent on the other. In addition to finding

* that lntencllon in the classroom is reciprocal, her research found that clusmom '
events are-at least partly determined by students. o
Yarroy, Waxler ard Scott (1971) conducted a study investigating the
interaction between adults'and children in a nursery school setting. They found
that adults' positive and negative behavior varied considerably from ¢hild to
child. *This variability . was' systematically related to and modified by qffid

of , friendly and aggressive i ions ‘with their

peers, social reinforcement of the child, and sex of the child® (p. 300).

Besides ing. that i ion in is indeed reciprocal,
several intéresting résearch questions ‘were raised. One question was, which
. individual variables in teachers are associated with a tendency to encourage “
student influenice attempts. Research by Koenigs, Fiedler and deCharms (cited in
" Fiedler, 1075), suggested that the complexity and: abstractuess of the teacher’s

belief system is one relevant variable.
Noble and Nolan(1976) looked specificall at the relationship between rates
of Student:volunteering and (s) the differential rates of teacher questions directed
. to the individual students and (b) the percentage of volunteering approved by the
teacher. The patterns suggested that the students influenced the number of
questions_directed to them by teachers. This suggests that students and téachers
accomodate each other.' This study called into question research which has noted
differential treatment towsrd groups of students ‘classified by sex (Brophy -and
. Good, 1970; Jackson, Silberman, snd Wolfson, 1069), by socioeconomic status
(Hoehn, 1054; Rist, 1670), by teacher attitude (Silberman, 1069), and by teacher
 expectancy (Brophyand”Good, 1970). Noble and Nolan observed that these
results-may in.fact have been obtained as a result of student behavior, rather than
a set attitude on the part of teachers towatds students classified differentially.
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Klien (1671) demonstrated that a college class could change the verbal

behavior of guest lecturers from approving to critical er by
Y changing from attention to nonattention on cue. Klien, further concluded from

the results, that, at lesst at & college level, positive belavior by students results in
positive teacher behavior. .

Randhawa (1980, 1983) nvegtigaied the relat fip between the verbal
interaction of teachers and their )students in grades 4-6-and junior high. He

concluded that the quality and type of intellectual climate are generally
dependent on the qunlu,y and type of mtellechul input of both teachers and their
students. L’\ . . e
Summary.’ Research literature does support the assumption that a
bidirectional model'of interaction better explains what occurs in relationships. In
i . particular, it indicates that studies in clussroem. interaction need to take
bidirectionality of influence into consideration when explaining classroom * °
a pm:e;?u and related outcomes. ' ’ *

2.2, Predmposxﬁons

The term predispositions is denved from the work of Stebbins {1975), who
dafingd predispositions as *prodicts of past experierice [which] impibge upon our
nwuenas, equip us with specific, nsuslly habllunl. views of the world and g\nde 4
behavior in the immediafe present* (p. 12). Somewhat synonomous to this term
are the more frequently used terms of "attitudes®, *beliefs*, *values®, and
*ideologies®. 'Each of these terms, while possasmg different dc{mmnns (Dawes,

- 1072, p. 18), shares many of.the same chg.rutemuu Thus, they will be ducussed .
under the rybric of PYQdBMl!lOn!: thllz both the students and the teacher

. bring sets of predispositions with them to a classroom, the focus of this review was

primerily on the teacher., % . \J‘,

: . . )
Stebbins (1975) characterized predispositions in th;‘follnwing manner: (1)
: . N
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Predispositions include the product of an. individual's soclal irteractions, an - -
individual's long range goals, and an individual’s attitudes and values-all of which 1
are *products of past experience® (p.12). (2) Predispositions are *enduring
states® (p. 12). (Stebbinf differentiates between long and short term goals, *
considering only long terpt goals to\pe predispositiop® Short term goals have an ;
*immediate aim*, snd”hence, -are not an enduring state. Thus, they are ot )
. predispositions.) (3) The relative permanency of predispositions facilitates people
' acting the same way in & given situation. (4) Predispositions ‘are inactive until .
“triggered by “situational stimuli® (p. 12). : ;
Rokeach (1968) made a differentiation between attitudes and predispositions ~ \
based upon the characteristics of endurance. He argued that sorme predispositions
are momentary and suggested that the *more enduring persistent organizations of
predispositions* (p.12) be called attitudes. “This difference is one of terminology
rather than concept. (Such terminological difficulties will recur the

discussion, reflecting the patter of the literature which lacks, ta some degree,

'termmo]ognca] consistency®.)

Rokeech (1968) and Kerlinger (1967) both viewed the concept of an attitude
as enduring and predisposing an individual to act in a certain way. - Rokeach i
defined attitude as: oy ; i

— a relatively enduring organization of beliefs akgund an object or
situation pleduposmg one to rupondin some preferential manner (1968,

p.112) )
Kerlinger’s definition of nt,htude was thum R
is an enduring structure of descriptive snd ovaluative beliefs that .- . -
o ¢ individual (o behave selectively toward the referent of
' the attitude, (1967, p.110) . - P

Shaw and Wright (1067) also addressed the'*enduring® nature of attitudes,
They suggested three factors which ‘caused the stability of attitudes: (a) the

’

. interrelationships of attitudes, (b) the reinforcements present when the attitudes
were learned, and (c) the desire‘of individuals to exert closure, that’is, the

N ! g >
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stronger and more central the attitude, the more resistant it would be to change.
These authors further refer to attitudes -ynf predispositions to respond to social
objects*. (p. 6).

Newcomb (1975) stated that both psychologists and sociologists regard

attitudes as tendencies to act with regard to some specifiable entity. Like the

authors previously cited, (1968) consi attitudes to be enduring,
specifying that *residues are carried over to new situations* (p.22). While

titudes are enduring over time, they will change *as new residues are acquired
through experience in new situations® (p.22). Newcomb (1968) further noted that
attitudes exert a *dynamid® influence upon individual's responses to objects and
situations; thus suggming\n interplay between ':\l&na the situational
influences to determine behavior.

Other writers have further defined how change occurs over time stating that
the stronger or more central the belief is to the person, the more resistant it is to

\\ change (Rokeach, 1968; Shaw and Wright, 1967). It can be assumed then, that

the stronger the belief held, the greater the accumulation of incongruent
experiences needed to change the belief. -+ Also, it might be assumed- that in
situations where beliefs conflict, the stronger, or more dominant belief will govern

congruent behavior.

The notion put forth by these writers (Rokeach, 1968; Shaw and Wright,
1967; Newcomb, 1968; and Kerlinger, 1987)of predispositions as being stable

suggests & hierarchical order. Their enduring nature could be considered a

function of this order. The stronger, more important predispositions would be
higher in the hierarchy and thus more resistant to change. Hence, the higher in
the hierarchy, the more stable & predisposition.would appear over time.

o Other writers ‘have also itferred to the fact that predispositions are

and are organized or
(1975) talRed of *systematically related beliefs® (p.68); Kerlinger (1967) used

m spme manner. Sharp and Green
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*structure of descriptive and evaluative beliefs* (p.110); Shaw and Wright (1067)

used *a relatively enduring system of affective and evalutive reactions* (p.10);

andyRokeach (1968) used the phrase *organization of beliefs* (p. 112). N

The complexity inherent in.a person’s attitude is evident from Rokeach’s
(1968) attempt to distinguish *attitudes*, *beliefs* and *values* and to explaia
their relationship to each other. - He defined values to be *abstract ideals, positive
or negative, not tied to any specific attitude, object or situation, representing a

*person’s beliefs about ideal modes of conduct and ideal terminal goals® (p-124).

Rokeach postulated that values are ranked in & hierarchical organization by
importance and that they are subsets of beliefs. He stated that belicfs. *describe
the object of belief as true or false, correct or incorrect; evaluate it as good o
bad; or advocate a certain course of action or a certain state of existence s |
desirable or _undesirable® (p.113).  Beliefs are’ organized into belief systems. g |
Further, sttitudes are defined as an Srganization of beliefs. This, values are a |
subsystem of beliefs, which in turn, are .subsystem of attitudes; each having its

‘own hierarhical organization. .

In attempting to come to terms with belief systems various researchers have
proposed differing MNsters of beliefs, or have expounded upon those factors which
they consider the mosy important. Green (1971) suggested that a belief system is
comprised of four'mgin components: (1) core beliefs, (2) belief clusters with
relations betwden thepn, (3)\gvidentisl beliefs, and (4) a correspondence between .-
the rank ordering of beliefs and the relations between them. " Silberman (1969) :
focused on teacher atitudes toward students through analysis of classroom
observational dats and interview data. He identified sttachment, concern,. ¥
indifference and rejection as four distinet attitudes that teachers held about their
students, * )

Sh;rp and Green (lﬂ7’5)‘ hypothesized that the lo]lowini factors were the
most important in. teachers’. beliel systens: (1) how. the teachers viewed ks
—themselves as students; (2) the professional training they.had received; (3) on-the-
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job experiences;4) individual world views as a resulf of personal socialization
exjeriences. :

. § . . - /"
The conceptual complexity of the belief system of teachers is highlighted by
hd work of Wehling and Charters (1960) and Shavelson and Stern (1981); Eight

distinct and relatively independent dimensions of teacher belief systems emerged

from the research carried out by Wehling and Charters (1969):
1. subject-matter emphasis

2. personal adjustment ideology : .

3. student sutondmy vs, teacher direction
1. emotioal disengagement ) . o,
5. consideration of studsnt viewpoint L
! 6. classroom on’ie;' ol b
7. student challenge

8. integrative learning

Shavelson and Stern (1981), i a review of research on teachers' pedsgogieal
thoughts, judgements and decisions, referred to predispositions s *teacher

characteristics®. Among the dimensions they presented are beliefs about students,
conceptions of subject miatter, commitments to planning strategies and behefs

‘about teaching. i
. -, .

| Predispositions can be conceived. of as having both'an affective and a
|

c’)p.lmve component (Jablonski, 1983). The affective” component would be 4
“{hether or not one feels something to be pleasing. The cognitive component
dould be whnt one knows about the object (Jablonski, 10 McKenneiiyf1074)
of erved Chll writers often disagree over whether beliefs, the affective component ',

in'McKentel's work, and cognitions, should be included under the term

*attitudes®. He purported that both elements were indeed parts of attitudes,

-

v
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makes a bellef part of an attitude is that the idea-elements
k are ded to I In technical jargon, the
attitude consists of *cognitions invested with affect* or *hot
cognitions*. It is the evaluative aspects of beliefs which makes [sic
them part of attitude systems. (p.15)

Katz (cited in Dawes, 1972, p.16) wrote that attitudes include the affective,
+ or feeling core of liking or disliking, and the cognitive, or belief elements which

desgribe the effect of the attitude, its characteristies, and its relations to other

objects." The importance of the teacher's total knowledge of a situation (the

cognitive element) as integral in coordinating & personal set of idess and belief

(the affective element) prior to teacher action or behavior has been reiterated by
Sharp and Green (1975).

Rokeach (1968) took a somewhat different view. He conceived of an
attitude organization as having three components: a cognitive component, an

alfective and a behavioral ¢ & b5

Given the varied characterization of the ients of predispositions and
the fact that many authors have suggested a hierrchical organization of
predispositions, the actual process of- decision-making s affected by teackier
predispositions becomes " difficult to envisage. A possible explanation for ihe
operation of predispositions may be inberent in the hierarchical organization of
predispositions (Jablonski, 1083). Efther elements from within specific categories

or the most imgortnnt‘:uwgories would feature prominently in the’ decision-
making process, o
. Ajzen and Fishbein (1980). proposed.such an explanation. These authors
theorized that an individual has many belitfs about an object, but it is not
possible to attend to all these beliefs at any given time. Thus, they- -have
. suggested that between five and nine beliefs should be considered salient. It is
these "salient beliefs* which predominate in determining the behavior of an

indivi Such a ization makes the decision-making proms I

ralntlon to predispositions seem more [nnchoml \

. S 0
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. : An explanation for the surfacing of extemporaneous behaviors which do not
i fit the general patiern of behayiors can also be found in the work of Ajzen And?

Fishbein (1980). These writers suggested that a person’s intentions are a function

of attitudes (a positive or negn‘tiv’e judgementﬂlo{ the behavior) and *the subjective

norm* (how the individual feels others will view the behavior). They indicated

that *the subjecti;e norm may exert pressure to' perform or: not to perform a

Y " given behavior, independent of the person’s own attitude toward the behavior in

question* (p.-7). A example would. be a teacher who is less tolerant of

misbehavior when the principal (norm setter) is in the room. This particular

example highlights the npphcablllty of these concepts to the significant others

motivated teacher. In a larger context, it suggests that the perceived source of

needs satisfaction is & ms;or forc‘; in detcrmmmg “the ordering of a persons

prednspusmonal structure.

Summary. Researchers and theorists vary as to terminology and how they
sddress issues, related to teachers' predispositions. K Still they share key

3 of predispositions in their definitions. Predispositions are *residues of

experience® which are continuously, but gradually, shaped with new experience.
The strofiger the predisposition, the more rasistant it s to change. Predispositions
are hierarchically organized belief structures which have a cognitive and’an

affective companent They account for predictable patterns of responding.tof

timuligin & person's envi ; however, behaviors do oceur.
st bekinvicry fasyarise becatse the tesohier predispositions that beonae salicit
in’ those' situations may be evoked by the subjective norms perceived by the

teacher. 5
2.3, Objective situation . : .
)
"' Wundt (cited in Ittleson, 1673) wrote *for ever}y piece of knowledge. two
! factors are necessary--the %\nb;nct who knows and’ the object. known, independent
of thiS subject* (p. 8), With reference to the classroom, either {esteacher of

stydent would be *the subject who knows*. The present section deals with 'ﬂm\
object known, independent of the subject®, that is the objective situation.

.
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Stebbins (1975) defined.the *objective situation® as *the immediate social
and physical surroundings and the current physiological and psychological state of
the actor® (p8). Maclver (cited in Stebbins, 1875) defined it as *the situation as
it might appear to some omniscient and disinterested eye, viewing ll its complex
interdepeudencies and al its endless contingencies® (p. 7). Thus, the termi is used
o label & bypothstical-sifuation in which all"the clements and their possible

interrelationships are containéd.

Jablonski (1983), referring to'the pedagogical setting, stated *the objective
situation is that set,of circumstances which exists in-the classroom, before an
mterprebauon is placed upon-it by the Lencher" (p. 19). The social elements,
psychu‘ugchl e]ements structural e]efnenu and logistical elements -~ all the
ingredients and qualities of a classroom — comprise the objective situation. These
clements might include aspects of the school itself; the childre, the parents, the

stalf, the geographical location and the cultural heritage of the area. -

. e
Shavelsors and Stern (1981) referred to the objective situation-as antecedent
conditions of teaching. The factors they suggested which comprise the objective
situstion 4re: (1) information about students; (2) the natufe of the instructional
task, and (3) the classroom/schoo! environment, | .
Some suthors have considered the objective situation.in terms of 'the types
bility to

of elements which contribute to the teaching Situation, the teacher's
change these elements and theé-mmanner in which they it the teaching situdtion,

The term *frame factors® was used by Lundgren (1677) to refer to *factors whiclt

* limit the variation of the teaching process® (p.42). ‘Examples of frame factors are

the time schedule, the fact that children are bussed, the fact that the H’(re is no.
science laboratory, or the fact that the children are of a partigular religious faith.:
®yer (in Ornstein, '1973) called these factors *surrounding ‘conditions® and
sug;uted they fell into, one of three categories: conditions pertammg to home,

" conditions pertaining to school and l:ondltlons pertaining o community

i ~
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~Crocker et al. (1076) also addressed those variables which are beyond the

control of the teacher, yet, are also an integral part of the teaching process. Some
examples of the *boundary conditions® of the teaching situation, as seen by
Crocker et al. (1976) are:

1. natire of the curriculum

©

. time available

L4

class size

L o

grouping arrangements

o

. teacher deployment _

o

classtoom characteristics

<

. 'school characteristics

. societal demands (school board, province,
pressure groups, ete) (p4). - R

a

, Similarly, Palmer (in Wick and Beggs, 1071) referred to the community, the

school system, the school and the classroom as "situational factors*.

. Summary. '\w of the literature indicates that/Tesearchers tonsider
. common characteristics 5 b Wpiveysbl-across settings. The elements of the home

and:community, the school, aspects of instruction and the students appear to be

£ diobal. qﬂ'nmm of the objective situstion. (

2.4. Definition of the situation T

A definition of the situation results from the interaction of various aspects of
teacher predispositions and the objective situation (Stebbins, 1675). Essentialy, it
is the meaning that an individuals attribute to evolving occurrences around them:
It is the manner in which they perceive-the situation.

Stebbins (1975) considered ihe-;derinit'ion_of the situation to be *a more or
E A\

7

!
i
1
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Ieu conscious synthesis.. nnd personal interpretation of the m!erreluuun of the
acuvnted predispositions and the elements of the subjective situation® (p. 15).
The subjective sltuahun is the term used by Stebbins (1975) for *a mental
construction, the elements of which have been taken from a larger whole... thmugh
the process of selective perception® (p.8). The relationship of the definition of the
situation to goal-directed behavior is explained in a four stage model: (1) the
subject enters a setting with an_action orientation in mind; (2) aspects of these
surroundings activate some of the predispositions the subjects cnlrry with them; (3)
aspeets of the surroundings} the orféilations, and the activated predispositions
initiate selection ol a cultural or ha‘binm] ‘definition or further construction of &
__unique one; (4) this definition guides subsequentgoal-directed action’ in the
s)hnhon " 1

Other researchers have grappled with the idea of considering‘ }wtion, based:

on the way one thinks before one acts. -Harnack (1068) described the process of

defining the situation as choosing *the best road to take®._The choice would be ,

mediated by what ‘he referred to as *screens of selection®. A person weighs the
‘separate factors in a situation, using sereens of selection, before making a decision
and acting upon that decision. T

Bross (in Phillips, 1071) also highlighted the importance of an integrative
system of decision-making, He, like Harnack (1968), maintained that information
passed through a *filter system*. Bross (in Phillips, 1971) speculated that the
*screens® consisted of values and predictions through which information passed

before it was integrated and behaviors emerged.

Shavelson and Stern (1981) proposed that attributes and heuristics form the
basis for teacher behavior which is the result of teacher cdgnitive processes*.
The cognitive processes would: be considered roughly analogous to the process of
perception based on teacher predispositions. The information processed could be
viewed as the ohject:ve smmtmn The selective processing of elements in- the

objective smmuon would essenhnlly be the teacher's perception or definition of

the situation (Jsblonm\wea).

~

i
i
!
i
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Melntyre and Morrison (1677) hold that classroom processes could be viewed
by means of usefully lized perspectives®” which are b
analogous'to Harnack's (1968) screens of selection and Bross's (in Phillips, 1071)
filtering system. Mclntyre and Morrison (1977) presented six clusters of

conceptualized perspectives which could be useful for exnmlmng various factors of

classroom life: B

I

psychological processes

classroom as a processing system

»

: o

temporal structure of classroom activity

»

. substance of classroom activity a

interpersonal relitions

- N
8. persons . IR T

Thése perspectives could be conceived of as operating in terms of the teacher

; ) ’.

@

.

arriving at.a definition of the situation.

Martin (1676) presented & different perspectivaof definition of the situation.

* He viewed an individual as atempting to define a situation by trying to see it

from other ﬁeop]e's viewpoints. While proposing this hypothesis, Martin (1976)
did concede, *in the final analysis, an in ual acts according to his own
definition of the situation, through his interpretations of what.he thinks others

expect of him* (p. xi).

Summary. Behavior and the decision preceding it do mot occur in a
vacuum. The situation is defired through an interaction between the person's
predispositions and the objective situation. This definition of the situstion guides-
subsequent behavidy, Because the objective situaton is constantly chanine, the -
teacher must be in a continuing process of defining the situation,
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. 2.5. Motivation

/ It is necessary to briefly overview motivation s it is formulated by Bandura -
and Walters (1964) and Maslow' (1970). These suthors wrote from _different
theoretichl perspectives: Bandura and Walters (1964) from a sacial. lesring poml

of view and Maslow (1970) from a humanistic point of view.
: Bandura and Walters (1964) provided part of the theoretical basis of ‘this
o * research, contending that behavior is learned through ‘contingent reinforcement.
In a later work, Bandura (1877) addressed more épecmcauy the topic of?
% motivation in a social learning context. He suggesud that hnmnns anuclpntory '

¢ “capacities enable them “to Be motivated by ,'Past
experiences creatq expectations that certain actions will bring valued benefits,,
that others will have no appreciable effects, and that still others will avert fitire
trouble® (p. 18)." He further stated that, through. symbolicaliy’ representing +*
forseeable outcomes, people convert. future conseqentes int currént motivators

of behavior. A mcmvuor then wau1d be roughly analogous toa predxspasumn.

In developing this concept, Bandura (1677) mggmed a ‘dave]opmenul

biefarchy of incentives* (p. 103). The lower lovels of the hierarchy would consist ;

of material symbolic ces and - social §
arrengements. The bighest level of development is when the individual regulates -
his own behavior by "self-evaliative and ‘other self-produced consequences® (p.
103). Bandura (1077) observed that after “signs of progress and .merited -

. attainment become a souree of personl satisfaction, knowledge that one iss done
h : well can function as a reward® (p. 104). v W Ay »

, b .

tively easy to see the rehuonshnp/between Bandura’ 's deve}opmenul .

1t is relk
biérarchy and Maslow's (1072) hierarchy of feeds. The lower. level incentives;

would  correspohd to the basic needs formulated by Maslow." The hlgher level

whieh aregeltreguleted, would d to the growth' needs .
/) Jormitlted by Maslow. ¢ ) g




: Typically an act has more thsn one mohvat
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ann(g_ about motivation, Maslow (1972) il d that motivated hehavlor
must be *urderstood to be a cHannel through which many basic needs may be
simultaneously expxas‘ed or satisfied® (P 153). . Maslow suggested that -
motivation is based upon gohl astainment, rather than upon mstxgntmg dn_yes N

. Maslow (1972) stated that "the situstion or the fieldsin whiéh zhéorwism‘

reacts must. be taken. into acéount® (p. 154). ln terms of the model mn[med in |

the ramnlle this coyld be termed the objemve situation. Further, 'tye field \ a

itsell rust be interpreted .iti terms of-the organism* (p. 154). The field is

anslogous. to the objective situation. The *interpretation - in. ferms UL the "

orgnmsm' "could be consq‘lered to-be the deﬁmuon ‘of the situation. -

the relati between these ‘con D nnd

mmdem ‘of behavior, Maslow (1970) stated, -m&wmm 6 not’the only ..
“determinants of behnvlor While' behavior is l.l.mast a.lways mnllvlted it is also
* biologically, culturally, and situationally determined as well* (p: 154). Explained -

as such, motivation could be d a part of-the.predispositional stricgare of
] = v B B e
an individual.  ° R ;o e
B vl ' * ) . P

- b
‘Several writers have taken Mlslow‘s motivational theory.and applied it to”
the role of occupstion in the life of an individual.” Roe (1ggB)" y’:moe 3
“The application of this [Maslow's] theory to occupational psychology
is fmrly ‘obvious. In our. somety ﬂme is not a single situation which is
@otentially so capable of giving Some s-mhchon at all levelx of‘bwc
needs” 8 is the occupnhon dp: 32)

BT .
Blai (1982) built upon"this as . that 1 +as formulefed by

Maslow, is elated to job sitisfaétion.. His researeh indicgped that there isa direct .

association be'.ween ‘need mmumem and job satisfaction. ‘This implies. that need

smshctmn isa motivator of behavior to_obtdin fulfillment of needs in Ed

ltmctnre

occupation. As such) it can be co a pait of the

of a persori.. g e o

<«




Exactly where motivation fits iato a model of decision-making is soriiewhat
unclear from a review of related literature. That motivation is an |ntegxal part of

decision-inaking is undoubted, yet, its

and

to

definition of the situation was defined differently by various authors.

Foote (1951) considered motivation and definition of the situation to be the

- same construct:
In s&entence, we take motivation to refer to the degree to whlch a
buman being, as a participant in the ongoing social process in which he
necessarily finds himself, defifies a problematic situation as calling for
. performance of ,a particular act, with more or less ‘anticipated -
consummations and consequences, and thereby his argamsm ;cle.’lses the
energy appropriate to performing it. (p. 15)

Predlsposmons were ot considered in this model )

. .
7
Stebbins (1975) idered -such a view i 1 He i
predispositions into his model, holding that they were necessary to account for the .

patterfhg, timing and direction of behavior. Stebbins (1975) observed that

predispositions *recurrent sctivation also helps explain why human beings are

m
(p33).. Thus, predispositions interact with motivation, in that a person interprets

iyatéd the same way in similar elasses of situations at various points in time®

a situation as meeting his needs based upon past experiences.

Similarly, Shaw and Wright (1967) referted to attitudes and motives as,
being alike in that both terms refer to the direction of behavior. A distinction

f™ade is that *an attitude'is not characterized by ap existjng drive state, but only

refers to the probability that a given motive (and its accompanying drive) migy be
elicitdd® (p. 5). This is much like the distinction Stebbins (1975) made between
predispositions and motives.
]
wy B
Taking a different view to these authors, Krech and' Cruléhfield (cited in
Newcomb, 1968) consid ivation to be a, of attitudes: *An

attitude can be defined as an enduring organization of motivational, emotional,

" perceptual and cognitive processes with respect to some aspect of the individual's
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world* (p. 23). Newcomb (1988) attempted to differentiate between the two by
defining atfitudes as more persistant and inclusive than motives. Furthier,
Newcomb (1968) suggested that a person could have a wide range of motives
aroused by a situation, but only a single attitude.

From a different perspective, Staats (1968)- referred to *motivational
stimuli* within the context of social learning theory. *In Staatg’ (1968) model the |
attitude system and the mozivatiomr’symm are one and the s

In developing 4 system of attitudes withinfhis lenrmng model, Staats (1968)

suggesied that the of the be ical in nature.

Such  conception explains why, at given times, various stimuli diffgr in their

relative mnforcm/g,mvenslty In discussing -his hierarchy, Staats. (19 EBB)‘uskd\ s
*Maslow's hierarchy of needs as support. e

»

_ Atkinson (1982), from yet another perspective, attempted to explain the
relationship between motive, expectadicy and incentives. He defined incentive as
*some potential reward or goal* (p. 24); motive as *the disposition within the
person to strive to approach a certain class of positive reinforcers (goals) or to
avoid a certain class 6T Regative incentives (threats)* (p. 25); and expectency s
*a particular kind of cognitive association'aroused in the person by situational.
cues® (p. 25). "Atkinson stated their relationship in a *principle of motivation®: Lo

The strength of motivation to perform some act is assumed to be a
multiplicative function of the strength of the motive, the expectancy

(subjectiva, probability) that the act will have as a consequence of the

attainment’ of an incentive, and the value of the incentive:
Motivation= f(Motive x Expectancy x Incentive) (p. 26).

Here Atkinson (lﬂfl) has attempted to sccount for individual differences. in
arriving at decision$ about how to behave in given situations. . g
3 % v

Feather {iﬂEQ] ﬂlgsuted that values are a 'particular class of motives, which
are’ “tied to & normative base felating to an evaluative dimension of goodness-
badness® (p 270) Feather'(1082) drew .this conclnnon based on definitions by

-
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other authors who defined motives and values in a very similar manner. He noted
that Rokeach (1878) considered values to be hierarchically organized. and
McClelland (1965) i motives to be hierarchi organized.

< »
Blum and McHugh (1971) took issue with the view of motives as *casual®
antecedent variables to behavioral events. They suggested that “to provide a
motive, then, is to formulate a situation in such a way as to ascribe a motive to
an actor as part of his common sense knowledge, a motive to which he was
«oriented in ‘producing the action®(p. 100). Blum and McHugh (1971) suggested—

that motives are a *grammar of application® for the *categorization [of] problems

which members regularly resolve, 1 dically producing the ization of their

every day environment* (p. 108). Their use of motives, basically, is an aspect of

the theory of definition of situation concerned with the. justification of plans of

" action.

. Summary. From a review of related literature, it is clear that there is not a
i  ‘about the i ip of ivation to the i
model.  There are, hawever, common elements which link motivation to

predispostions and suggest that motives are, in fact, a component of the
redispositional structure as it ‘is formulated in. this research. Both are
bierarchically structured systems. Both-are antecedent o decision-making. Many
writers consider motivation to be Telated to' constructs such as beliefs, values and

of predispositions. Therefore, motives

attitudes which are

| structure of indivi

can be considered an integral part of the
and, as such, would be an important part of the interplay with the objective
situation. ‘This in turn will affect the definition of the situation and thus the
behavior of the individusl. . o

3 s [} .
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2.8. Q-Sort . . .

The Q-Sort technique was originated by Stephenson in 1953 and has several
advantages for investigating sttitudes, beliefs, values and motives. In a Q-Sort,
items-with each itern usually placed on a card~are sorted into groups along a
continuum. In & forced Q-Sort, the number of cards placed in each group is

usually predetermined to approximate a particular frequency distribution.

Jablonski (1683) stated that *the varigbles in any Q-Sort are ordered or

scaled relative to each other with respect to a specific criterion, with a specific

subject as a frame of reference. It is basically an ipsative measure® (p. 33). Being

an ipsative measure, the Q-Sort provides person-centered data in numerical form

which is available for analyses. . #

Jablonski (1983) further stated that the whole Q-Sort procedure *is founded '

on a basic vocabulary, thus making it essential to carefully choose items for each
card” (g, 38). Wittenborn (1961) maintained that, prior to 1960, items lacked
structure and seemed to have been assembled informally. The result was
uncertain analyses. : P

Later studies l"&mpt;d to- remedy this problem. Kerlinger (1968) pooled
items from several related lists: the Allport-Odbert list of 18,000 traits, Barr's
list, and Charter's sod Waples'lst. Kerlinger (1066) ultimately ended up with*a

"90 item Q-Sort after ‘evaluating a list of 400 adjectives using such eriteris as

validity, applicability to the teaching situation, lack ‘of ambiguity and non-
repetition. Kerlinger ubyd 36 judges, all with educator status st diferent levels of
tesching:  professors, elementary snd’ secondary 'teachers, parochidl school
teachers and military officer teachers. &

Sontag (1968) constructed an 80 item Q:Sort o measyre perceptions of

desirable teacher behaviors. One hundred and seventy-five items were drawn

from the literature in four aress: (1) teaching subject matter (2) interpersonal

‘
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relations (3) suthority-disci and (4) ivesocial.  Five judges,

knowledgeable in test construction and educational theory, examined the items for *

validity and clarity. Items which could not be classified in one of the four areas, ~
or weré not considered teacher behayiors or were not clear were rejected. Twenty

itgms were assigned to each category, giving 80 items in all.

In & validation smdy of the structure of social attitudes, , Kerlinger (1872)
. used two Q-Sorts. One Q:Sort, used previously in a study by Smith (cited by
5 \(erlmger, 1072) was 'a 60 item stmctured Q-Sart of liberal and conservative

ttitudes. The other was called the *Referents Q-Sort®. The sources used té * -

treatises on conservatism and liberalism,

obtain items for "this Q-So&Tclude
Lfexts ‘on_editcational philosaghy, péwspaper editorials, magazine and journal
" The final Q-Sort had 80 items. No mention®, .

was made of the criteria’ used, the meth{ds\x the individuals-employed in its

articles and existing attitude sc:

construction.

i

Housego :snd Boldt (1978) produced a 60sitem Q-Sort. An originial pool of
over 100 items was generated by ‘principles, teschers, and student teachers using
theory and prafical experience. These items were then examined by four faculty
m::\bm to ensure validity, resulting in a reduction to a 80 item Q-Sort. .

In determining whether the Q-Sort' which results from the item selec’liol;
process is useful, the reliability and validity of the instrument have o be
considered. ’

. e
The reliability- br Q—Suy\,kstmments isoften demonstrated throngl; the test-
retest method. This is olﬁlned when "the same measuring instruntent is ﬁ:yliéd
on. two occasions to the same sample of individuals...and the scores [are]
———— correlated*-(Ferguson, 1076, p:427)- The Q-Sorts-developed by Caggiano
Kerlinger (1968), and Housego and Boldt (1978) all used the test-retest method to
establish the.reliability of their mstrumenl.s ] i
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Validity, typically has not been addressed in the studies involving Q-Sorts
(Wittenborn, 1961). Jablonski (1983) suggested that this may be  funetion of the
practicd of minimal reporting of item pool development. Qne of the few
résearchers who did deal directly with validity was Caggiano. She stated in her
study that “the validity of the soit was established in the process of its
construction® (p. 91) as the items useddwere develoed to coalesce with a
partular theory. Yet, Caggiano (1970) was forced to admit that *whether of not.
the theory itself is valid is the question basic to the whole study® (p.91).

Assuming validity and reliability of an instrument and considering its uses,
one problem often associated with this type of measure is that the ranking of
items creates an item interdependency. Hence, once & particular item is ranked,
another is automatically displaced. Such displacement masks differences that
could be'present. While this is certainly a problem in some instances, it need not
always be the case. '

Jablonski (1983) observed that forced interdependence of items lends itself

to specific theoretical situations *in which certain elements may be perceived as _

encroaching more on a decision than others® (p. 35). Thus, once an element is

considered to be of greater importance it sutomatically displaces elements of

lesser importance.

B Whether the Q-Sort should be forced :f unforced hu' also created
controversy in the research literature (Cohen, 1976; Livson and Nichols, 1958). In
the unforced sort, the subject has the option of distributing the items as be sees
fit. The forced sort requires that the items be sorted in a preconceived frequency

jon.  Block (1056) that-each type af. sort lends itsell to
particular situations stating:
The_unlc d 'h-is-desirable-in-the where th

scale separation ofrnems is important and the ordarlng of the items-i
held to be irrelevant or is in fact undll{erenmlm(‘ he forced lppmnch
is more useful when item order is judged of paramount importance.
(p-492).

e »
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Block (1956) also sated *the forceg Q-Sort method appeared equal or superior to -
the natural unforced Q-Sort method® (p. 402). :

Some writers have argued wh:the; a forced choice should be a rectangular *
4 or quasi-normal distribution; yet, Livson and Nichols (1956) observed that ®there

has been an almost exclusive use of a quasi-normal distribution for ‘the Q-Sort*  «

(p.160). Livson and Nichols (1056) found that the use of a rettangular )
| distribution did not significantly affect relisbility of Q-Sort information, but later
research by Sontag (1968), Kerlinger (1070) and Caggiano (1970) indicated that

use of a quasi-normal distribution has remained prevalent. The most likely reason

being that the rectangular distribution requires *the maximum possible number of
inter-item discriminations* (Livson and Nichols, 1056). Thus it is a more difficult

sort.

Summary. * Q-Sort methodology is considered to be very useful for
‘investigatiig predispositions. Typiclly,the subjct orders the e on b sort

along a conti in & ibution, ' Suck a forced procedure is
- webul i crestarch i thak Ghe:velakivavalueof tho items iimportant in the
~ decision-making process. Reliability of a Q-Sort, has typically been established
using the test-retest method. Validity of a-Q-Sort has been established on the
basis of expert opinion and item selection.




, Chapter 3
_» METHODOLOGY

3.1. Introductory Rationale

Analysis in the context of this research, might better be conceptualized as .
the develohment of theory grounded in the research conducted. On a theoretical
level, arguments for this type of approach in social psychological research have *
been made by many, including those who follow the methodology of symbolic
interactionism as éxpounded by Blumen (1969), who takes. the earlier works of
G.H. Meade (1934) as his starting point.

Relating épecifically to the empirical rationale for dealing with subjective
reality and associated qualitative data, there is a well-established body of
literature in the grounded theory tradition, for example, Glaser and Strauss
(1967). Focusing specifically on education, there is the Canadian research by
Martin (1976, 1982) and Stebbins (1974). The essense of the approach is to
discover how different people interpret the world in which they live through the
interpretations of the subjective meanings which indjviduals place on their
actions; and discovering the subjective rules for these actions. The approach
reqlures a continuons mterpretauon of the stream of social mtern:tlon, using the
full nnge of i fon in the i i This i ifies event

coding and time interval sampling as a methodology, as they simply cannot

ide datiwhich

p hich-will-capture-the of the

A Iog,‘ or electronic record, provide the only reasonable means o{ preserving
the data in studies of this sort. The only test of the quality of the dnu is in the
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interpretations which it yields. If the interpretations make sefsc in the context

observed, validity claims made for the data can be said to be justified (Glaser and

Strauss, 1067). b
. .

3.

. Overview of procedure 4 o

For_this research three classrooms were selected for observation from 7
schools in the greatelyst John's, Newfoundland area." Each was an elementary
(Grades 4-8) ‘classroom chosen on the basis of the motivational systein of the
teacher as determined by the results obtained from a Q-Sort administered tg all
elementary teachers in these.schools. Teachprs- ' Jere ranked lccordmg to !h

scores in each of the three motivational ute}one The teacher who, both ben \
‘represented the' category and agreed to participate, was chosen. One'was a .

deficiency motivated teacher, whose needs were met primarily by students; one
was @ deficiency motivated teacher, whose needs were met primarily by others;
and, Yne was a growth motivated teacher.

These classes were ‘then observed over a 17-day period which allowed
approximately s week's observation in each_class. The observation focused on the
interaction between the students and the teacher ‘and concentrated specifically on
the behaviors by which students ipfluchee teachers,

The data was collected by recording, in a log, the behavior which becurred
during interaction in the classroom befWeen students and the teacher. Besides an
anecdotal account, the observer kept*a record of his reactions and impressions of
what had transpied in the classrooms. Thus, in a sense, the analysis of data was

ongoing throughout the observation period.

In conjunction with third party observation, .interviews with both teachers

and studentg were utilized to collect data.. Selection of those interviewed was
based upon the findings during observations: .

+ After the observation period, the information collected on each of the
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classrooms was organized and analysed to observe pmern: nnd trends in the
interaction of each class. The specific behaviors used by students to igfluencel
teachers were also noted. Some of the behaviors were intended to mﬂuéx;ce the

teacher while others appeared to be employed unconsciously. This determihation

»
was based upon the interviews with the students.- The classes were then{

compared ‘to each other to ascertain existing differences related to the
motivational structures of the teachers.

3.3. The choice of classrooms

.1. Initial sample A

Initially, the Q-Sort was administered to 54 elementary teachers, from seven
schools in‘the greater St. John's area. The purpose of the sort was to evaluate the

primary motivational category of each teacher.

‘The, observer met with the principals in each o the schools to explain how
lhe Q-Sort was to be administered. "They, in l.um gave the Q-Sort to their
teachers and instructed them in the procedure for its completion. In addition to

_the verbal instructions, written instructions were attached to the Q-Sort. Thirty-

three of the fifty-four Q-Sorts were returned to the observer.

3.3.2. Q-Sort B

The Q-Sort was four pages long. The st page consisted of instructions.
The second consisted of a set of- blanks. arranged along a .continuum to
approximate a normal distribution. On the last two sheets were the 18 items fo be
sorted (See Appendix A for a copy). The subjects were required to rank these

items along the continuum in s forced sort.

AV
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3.3.2.1. Réasons for using Q-Sort methodology

A &-Sort format had been chosen because it was felt to be superior to other
questionnaire formats for the purposes of this study. It forced subjects fo choose
which items were most or least like themselves. The items had to be placed &¥6ng
a continuum in  fixed pattern which resulted in the maximum discrimination
between categories (Block, 1056). In deciding an item was most like oneself, an
item of lesser importance was placed lower on the continwum. o This

e of items was considered to be an asset in .categorizing [achrs

into motivational types. The items ranked highest indicated the behaviors which |
were most important, to the subject, and thus, it allowed insight into hmmmcaﬂ

order of the subject’s .&numml structure.

The qun.si-normal distribution was employed because it was less difficult for

subjects. A rectagular sort requires the imum number of di
(Livson & Nichols, 1955;, still, it- was felt that the advantages gaine® by usnng a
" rectangular sort would be less than the loss caused by teachers rel\lsmg to take

the time to complete the Q-Sort. o
3.3.2.2. Item "selection J

.
The items used were developed with the assistance of 18 judges, including

hers, graduate students, research assistants and professors. These people
" served in various capacies, at vaious times. Many helped genrate items. They

critiqued items generated by the researcher on the basis of his researeh. Some
itial drafts of the Q-Sort, thén gave feedback on the

served as subjects for|

procedure and ‘on individual items. This method of item selection is in keeping _

with that used by other reselrchers such as Kerlmger (1088), Sonug (1968) and

Housego and Boldt, (1978).
’

. Each of e items was a description of behaviors which. the researcher and
judges considered typical of one ‘of the three teacher categories, Initially, lists of
*teacher behaviors congidered to be typically notivated by one of the three
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categories of needs, were generated, The list for each of the categories was then
evaluated according to two criteria. First, the behaviors needed to be those which
would typically be motivated by only one category of needs satisfiction 5o as to
effectively- differentiate between teacher types. Thus, if a behsvior could be
motivated by either growth needs satisfaction or deficiency needs satisfaction by
students, it was rejected. Second, it was considered important, thgt some items not
appear more attractive than others. The reason for this caution was that teachers
might choode certain items-because they perceived of them a3 being more valued
i the researcher.

The resulting items were organized into a Q-Sort format and given to people
who had not parqglpabed in the generation of items. After doing the sort, they
evaluated each item on its clarity and the degree to which it Ieﬂected their
motivation for engaging in the behavior. . The items were then reworded,. if
necessary, or replaced. Ultimately a poole of 18 itergs - 6 for each of ‘the 3
categories - was developed. - ‘Each item was considered to be indicative of a
particular motivational orientation. The Q-Sort may be seen in Appendix A.

3.3.3. Analysis of Q-Sort ‘results

After administration of the sort, the results were fallied. Subjects obtained -
a score in each of the three categories. Once the Q-Sorts had been scored, they
were checked by a second party. The same checking procedure was followed
when entering the data into the computer for analysis.

Looking at table 3.1, it can be seen um I.he student-motivated scale

dominated the sort. The raw score meahwas over 45 pumts higher than either of
the other scales. Furtherthe-standard deviation-for-the student scale was smaller -

thas the other two'scales. This indicates that overall the subjects scored high on
the student scale with.fow being extromely low. This could ndicate one.of two

things. : .
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- Table 3-1: The means and standard devistions'
. . ol the three category scales. |
|
: |
G v i
Category Rav Score Standard ( 2
Nean Deviation | A
g 27.086 3.166 i
. \
, . o o b4
significant ¥ |
Other / 22.6543 4.341 L
Motivated . . X
22,343 4.151 ¢ \ |
L. \ |
. - \

\ ’
| was that most teachers tended to have a| Ingh level of
student orientation. This was the case even for those who bad a strongrr
# affiliation to one of the other categories. When one considers the amount of time
8 teacher spmd- in contact with students and/or the usual motives for deciding to
enter lhe mchm; prol\-smn this would appear to be a logical mumphon
Al

One possibi

Another possibility was that the Q-Sort did not accurately aiﬂemxﬁm
between the three cnuprlq, skewing the scores in favor of the mldanf—mouvnod
“scale. This-would mean that the items considered indicative of 8 student-oriented
teacher wm more attractive to subjects. 7

"In terms of intérpreting the scores, it meant that nudenb-dxrectLd teachers

were more differentiated from the other cnlaﬁﬂ{‘Convmely‘ teachers in the
other. two categories wer; Jess purely either growth or ulxmﬁ ant others

motivated. T

e St st e



-y

g 43 s
s & s

In order-to eliminate scaling differences between the three ‘scores, the. raw

scores were then converted into staidard scores! , (see' Appendix B for table of

raw and standard scores). Two further calculations were carried out. The $irst

was the\difference between: each raw score and the average of the-second and

third intra-individual scores. The second was the difference between the second_

and third scores. The results of these calcu]ntia%s catl be found in Appendix c.

P

The maximunz overall differences between a porson’s highest standard score -

-

and his/her second..and third scores were the primary criterion for chobsing
teachers. Howw&r the \ralue of this score was qualified by the similarity hptween
the second and third ‘scores.” The reason for this qualification. was that sxmxlnnty

between the: second, and third highest scores was indicative that the person, was. -

more,like the catégory in which he scored highest, This was a function of the *
ipsativity of the scale.

Several of,the high scores were memd because the subjects uughl ina
school using an open classroom format. It was feli™Mthat this emth: wonld
contaminate their Scores on the Q-Sm't. Further,.the classroom structure would

interfere with comparisions between the three classes. 2w &

,
3.3.4. The three classes chosen

Of those remnmn';, three teachers were nppmnched, The s|;mf1cnnt oth&s
motivated teacher had ranked highest in hxs cuwgory, “the student motivated -

teacher had ranked highest in his category; and,’ the growth motivated '.elcher
had ranked fourth highest in bis category. fThree teachers ranked higher in the
growth motivated category, but had been rejected becwse they, tmxht ina school
with an open classroom format.) : .

Thus, the nrnple was limited to’ three cluses. Thls allowed a louger term
observation th:n would have been posslb]a if more classes were mcluded l.ong:r

Latandard scorems [raw score - ,......)‘ standard deviation . .

ol g

"%

#
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term observation providedydata i whsmore nsturl: that i, the students and
teacher had the opportunity to become comfortable witle the observer's presence.
In addition, it provided more_opportunity to observe the entire repertoire of
behaviors. Possibly the strongest benefit of limiting the number of classrooms
observed was that it allowed the observer tq view the patterns of behaviors which
varied from day to day. In short, this meant that mote in depth and varied data

was collected on each of the classes. ‘ \

3.4. Observation training :
s \
To prepare 10} the job of observer, the researcher practiced in two
classrooms.  One and one half hours were spent in each classroom. The purpose

was to provide an opportunity to overcome awkwardness as an observer and to

gaip a better awareness of the types of behavior to look for while in the

classroom.

1 {

Thie istice: Helped Svéccoethe uitial ahck-catsed by ke kiess volits
of behavior to be observed. It also provided an opportunity to reslize several
technical difficulties that would have impeded ‘observations during !h.e actual

research. For example, the need,lo situste oneself to enable a view of the

- ; .
students’ facial expressions became evident as the teachers observed reacted to

students’ facisl expressions. The importance of noting thoughts and impRssions
for Iater consideration wés realized s the observer attempted to recall bis

impressions after the practice sessions. “

. [
3.5. Data collection
e
&

The collection of data” occurred over a 17-day period through .in-class
observation.” Half-day seiaions ‘were observationed according to a schedule
arranged with the teachers, Where possible such activities as assemblies or free
periods were avoided. Cn‘rl and Dan were observed for 22 hours, while Ron was

observed for 25 hours.
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In a general sense, the student behaviors recorded were those which the
observer felt ‘were designed to influence the behavior of the teacher. In more
- specific terms they included students' social reinforcemg®® of the teacher and
behaviors whicﬁ indirectly reinforced the teacher. In ;ddition, they included
. direct attempts bo alter the behavior of the teacher through positive and negative)
* feedback concernihg the content, structure and control of the classroom. An
attempt was made to make these mterprelnuons within the overall context of Ihe
classroom situation. .
Social reinforcement involved student behaviors that the observer believed

the teacher would find rewarding. It included verbal behaviors such as praise of

"

the teacher or i negative sense, criticism. It also included, nonverbal behavior
. such. as smiling, close physical ‘proximity when talking, eye contact and in a

negative context, smirking, and avoidance of eye contact.

‘Behaviors which the teachers .appeared to find indirectly reinforcing,
because they resulted in attainment of esteem and acceptance by significant .
others, were dlso recgrded. Examples of this were on-task behavior, compliance, *
* and non-disruptive b‘&h‘lvior. The negative categories of such behavior were off*
task behavior, inatténtiveness and disruptive behavior. These behaviors are not a
complete description of the behaviors observed, but serve only to illustrate the <

typu of behaviors recorded.

In order to compile data on each of the classes several methods were used.

- While in class, the observer maintained  log, in which'a descriptive record of !
behavior was kept as it occurred. The types of student or teacher behavior snd
the responses they elicited were described. Behavior which elicited no response
was also noted, when the observer thought it should have done so. Further, the
-particular time periods and subjects were noted to sscertain responses which

resilted from these varibles. This log served as a reference for later decription ¥

of behavior and analysis, : I

- e
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ion of classroom interaction, the observer recorded

In addition to the descri
his interpretation of what had been observedyduring the-day. This served as a
record of the ongoing-analysis of data. This was considered necessary because of
the interpretive nature of the data analysis, and often served to guide the

observation on succeeding days.

To gain insight into the i process, interviews were conducted by
the observer. The interviews were not formal or structured, and were conducted
primarily during the lastsseveral days of the observation period in freetime and
after school. Both teachers and students wer® interviewed. Students were asked
about their perceptions of student influence upon the teacher, and specific
methods they personally employed. An éxtensive interview was conducted over
several sessions with each of the teachers. The questioning centered on issues
which had arisen during the observation period. This involved questions about
why they had reacted to certain situations in the class during th observation
period.  Further, the general nature of the classroom interaction which had ~
occurred earlier in the school year was discussec‘l'. As well, more abstract issues
dealing with the teacher's motivational structure were explored. Areas such as
aims, values, and goals were considered. -

Then, in each of the classes, five students were chosen for a briefer
interview. ‘These students were picked to be representative of both high and low
academic students, and both teach iented and student-ori d*students.

Questions dealt with how they perceived their relationship with the teacher and

their opinions of classroom interaction.

\ Id ~ . ..




Chapter 4

CARL: THE SIGNIFICANT OTHERS
*  MOTIVATED TEACHER

: '
The first section of this chapter discusses conclusions drawn about Carl's

predi iti

and its hie 1 order. Next, the manner
. in which students used these predispositions to influence him is

described. Evidence to support these conclusiéns is provided in each section.

4.1. Carl's predispositions . E

Carl's predispositions fell into two main categories. First, he defined himself
as more *traditional® or *old fashioned® in his approach to teaching. Thése .
terms were used by Carl as a rubric for a set.of predispositions related to
operating his class in a maoner which would gain approval from significant others.
These tended to predominate. A second group of predisposftions concerned the
relationship he wished to have with students. 'The predispositions will

discussed in their hierarchical order.

» C 41 Pr:dl;po-Mud o galaing approval from sigaificant
others
P Catl perceived of significant others as-Kis primary source of meeds
- satisfaction. This predisposition was rated highest in the hierarchy because it
affected and dominated the others. Carl stated that teachers were-the most
{ ) important members of this group.. Parents were also inﬂuenti-ﬁ:\ghe
—_— # F

“The tames of the teachers and students used Ia this nudy'm/mmsou

v .
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principal ang, school boafd administrators played a less important role. The

fnfluence of siguificant aumé upon.Carl was evident during observations and waf °

further supported by statemeiits which Garl made during the interviews. * _

One way to gain acceptance and Tespect from staff members is for the
teacher to operate his classroom in-such a way that it does not interfere with

other classes. Thus rmjor predisposition of Carl's was that his clasé-function

smoothly gnd quietly. “This bt 6nly involved working quietly and on-task during

class tirhe, but also meant behaving while at assemblies or during recess.

When asked to participate in the study, his one reservation was that thi
class was noisier than his classes usually were in thegpast. This concern contimfed
throughout the study as b frequehtly referred tofthis issue with the observer. Tt

_was also a dominant theme throughout .interactions with-the students. He often

scolded them for talking or other misbehavior. . AR

In order to facilitate control over the class, Carl tended to teach the class as
a group and be rather directive in his approach. During observations there wete
fvern] occasions when students did work together or when Carl was working with
Y Q-é)up while the others worked independently. However, soon after the nf)ise
level rose, Carl reverted to a single group spproach. L f

.o ; .

When using such an spproach, all work was ddne at the same pace with
explanations being given to the whole class. Individual differences were llrgely
overlooked. For example, reading classes were conducted with students in a smgla
group. Typically, whéff beginning a new story the vogabulary was placed on the

board and discussed. Next the text was read aloud, with all the studenuming a-

turn. Mhen the story was reviewed and the questions from the text were assigned.

Cearl's'perception that he was being judged by significant others was also a
factor cqptributing to his emphasis on the mandated curriculum. Carl explained
that teachers with the same grade compardd test results. * Thus, if his class did

g A . A ‘ \
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“well in a test, he considered it to be a reflestion,of his teaching. Further, even
though he knew this was nof'a valid measure, Carl liked his students' projects and
{materials to compare well with those-of students in.other classes. As well, Carl
{expressed concern that teachers of the following grade judged him it accordance
ito how well-prepared his students were for their grade. Hence, Carl stated that
ihe emphasized the cumulative subjects, such as mathematies and linguage arts,
towards the end of the year. , . 3

v .

'

Carl's désire for approval from his -peers affected his predispositions

\concermng the mandated curriculum. While the observer was present, little was

rcogred other than that prescribed by the school board.

i ’ / . LY

1" Geogrgphy, science and health were covered primarily by reading the text
and dofng. questions from the text. In mathematics students worked at the

lexercises in the book. Carl spent a high percentage of class time at the board
lexplaining and correcting work.. The general pattern was to correct homework,
illustrate a new coneept and then assign seatwork.

S N
|\ He defined his goals and objectives as those found in the teachers’ manuals.
When interviewed, Carl stated that the guidelines he used fof teaching were *ihe
fosls and obestives aulied n the teachers texts”.
|
I* Carl also mwde it a prlmsty goal to cover the mandated curriculum. Smce
he defined his objectives as those found in the teaching manuals, if the students
extilited mastery of the materil found in’the texts, then he SR B 0 60 s
complete This belief was based ihbe assumption that each yeaph curriculum
built upon the previous ye.\:lhlls making it hecessaryto see that students have

IS strong foundation before attempting the followlng year's work. W s .

t .To some extent it was more important to com‘plev.e the curriculum thnn'to
have the students understand the work. For instance, when a'student was having
difficulty anderstanding his work, Carl would attempt to help him.. However, if
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that student was unsble to grasp that concept, and time was short, Carl would -’

move on in order to finish the work. (While this was not the norm, it does
indicate that the predisposition. to emiph
instances, stronger than meeting the interests of the student.) Another example is

of work was, in some

the wey in which humorous, off-task incidents were dealt with. Carl stopped
humorous comments by students if they interfered with work. When he did allow
students to tell of a comical incident, he quickly. got the class back on-task.

The fact that teachers compared themselves with each other pervaded other
aspects of teaching. Since classes of. the same grade were placed in adjacent
rooms, noise level was a consideration. The walls were moveable partitions and

noise could be heard between classes. On several occasions, 4 teacher from an

adjoining room came in after a session to apologetically inquire if hef class had
disturbed Carl. - - :

P.r[n)u, also defined s a souree of needs gratification, were perceived by
Carl to rate him ‘according to the students' work. Hence, Carl stated that he
liked students to have *nice* art work, projects:and stories to take home. Based
on gbservations, this did not motivate-him to do more than prescribed in the
course outlines. It did, however, cause him to attempt o ensure that the work
sent home was "neat and attractive®.

“Summary. This section dealt with p ¢ based on

by sigaificant others. Fellow teachers were the first concern, with an emphasis
being placed on”order, discipline and covering the mandated cirriculum. The
parents were an important secondary concern, with an effort being made to show
evidence that the children were working in a productive manner. '
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student percep

There were several salient predispositions concerning how Carl wished to be_

perceived by the’students. First, it sppeared to be important that he be accepted
and respecl{;y the students. This was evidenced during the observation period.
If students became interested in a topic, he pursued it with them. At times,
student contributions were off-topic, yet Carl listened and responded. This
seemed to be a function of the fact that students were not passive, but gave
strong social reinforcement by responding to him with wnmmz:x}immsc. His
pace quickened, with his facial expressions and voice tones becomifig more lively:
He listened to personal storiés about home during free time. When students asked
to bring plants or pete=
s0. Still, hetold the observer that

to discourage it. In short, he w

ters, cats, tadpoles - to class he allowed them to do

is practice was bothersome and that he trfed
ed to please the students and gain their

approval. 7

In fact, it was a goal of Carlls to make school interesting for the students.
This emphasis wasreflected in Cafl's Q-Sort. He gave a high rating to questions
such as, *If students become inferested in topics not in the lesson plan, 1 will

pursue their interests.*

To' facilitate a- relationship in which his needs were fulfilled, Carl was
predisposed to condone a fair,
to the sharpener, to the 4.‘ to friends’ desks during-seatwork without asking
permission. Many entefed class just after the bell had gone and went to the tap
to get a drink without jasking. Whesi the bell went for"gym, music, or lunch,
students would rush from their seats and line up at the door. It did not matter if
Carl had not finished talking or they” had,not completed their work. If Carl
wished to do more wofk, he firsthad to get them seated again or at least quieten

them down. )

Further, Carl liked: to occasionally joke with students. He would make *

mount of physical movement. Studgpts could go *



® 52

humorous comments or allow students to make them. His chuckling and facial
expressions indicated that he enjoyed these occasions. Observations and
comments by students indicatedl that they liked this and appreciated Carl for it.

Summary. So Carl, while being predomi ignificant others moti 3

g ¢
was also student motivatéd—Student motivation wis judged to be secondary
“the context,of behavigwhich would not
conflict with significant others motivated®ehavior. Allowing children to bring

because it was usially evidenced with

animeTs to class gained rewards from the sthdents, but it was also very visable to
sigofficant others. While Carl would respond to student interest and listen to
students' comments whichi were off-task, he would not Jet them be too disruptive.

4.1.3. Predi growth motlv .
Carl did show evidence of growth motivation. He stated that he felt
rewarded when students showed by their work that they Had learned something
be had taught them. However, observations indicated that this was lower in the
hierarchy and did ot provide much incentive which affected Carl's teaching. For
instance, Carl used student interest to expand on the curriculum on several
oceasions, but only where it did not interfere with covering curriculum or'if the
subject did not have a great deal of content and filler was needed.
4.2. Influence ! B .

Within Carl's ch.?sm':m' individuals were able to meet their needs in a

variety of ways. Before describi indivi I classroom

how students i

activity, 'a description of group influence will be given.

A
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4.2.1. Group influence ' . 4

A salient feature of this class was the existence of a “steering group*.

" Lundgren (1972) has used this term to refer to students who were academically in
the 10-25 percentile range, and paced the class through their interactions with the

« teacher. The autlor believes this construct can be broadened to refer to a group
which, by its behavior, exerts influence over other aspects of the classroom.

The students n the sicering group wergby 1o means homogeneous, yet, as a
group, they dominated interaction in the class. Some interacted with the teacher
primarily on-task. They directed many discussions, with Carl reacting to their
statements and_questions. During. seatwork they would demand individual .
attention by behaving in a disruptive manner -- walking up to LI}e teacher, or

- calling out, "Sir, Sir* - so that at times Carl did not get to other people in the
class. The majority interacted: both ‘on-task and off-task. They initiated most of
the interactions with the teacher. In fact, & general feature of this class was a
“high percentage of student-initiated-ondact, or teacher-initiated contact caused

by student misbehavior. %
.

Besides influencing the teacher,  this _steering group influenced other
students. Upon seeing this group gain the teacher's attention inappropriately, and
misbehaving with litle consequence, others imitated them. Carl specifically cited
Scott, Jerry and Adam, believing that their disruptive behavior served as a model
for other students. Student cqmments alluded to this dynamil: *At first the closs
was shy, except for a few, ... now we all speak out*; *Most people were real good #¢

. now we talk quietly and get away with it*; *"When the teacher got mad, they
[students] used to get sooky [act childishly] ... nQ‘v: they ignore it." Such student
comments indicated that the change appearqd to<he a function of the students’

~  realization of Carl's tolerance. v

v v The prime result of the steering group's influence upoh Carl and the other-

students was the inconsistant interaction ‘pattern which had developed over the

5
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z -
year. .Carl explained that the steering, group's resistance in complying to the
; .- norms he had attempted to impose, had forced him to become tolerant of their |

behavior. As other students modelled the steering group's behavior, the increased

5 toleration generalized to much of the class. Still, such behavior continued to
’ bother Carl gnd he attempted to stop it. The tolerance appeared to be a matter . -t
+"of resignation to the fact that he could not eontrol their bghnvi.on '

During discussions, Carl asked students to raise their hands before speaking, ~
- but, often, they simply called out. Frequently  they were responded to if
the topic.
Conversely; if Carl judged the contributions ta add-little, he {baded to ignore

contributions were considered valid; that is, judged to’add

o~

*  them, and at times reprimanded the student. If this failed, Carl said he resorted

7™ to asking specific people to ansiwer in an effort to get those speaking out of turn |
to stop and listen. During observations, the success of this tactic was limited. :
Frequently, if a student was asked t answer a question, those whom the teacher
was attempting to silence simply repeated themselves -- each time louder. If those

E " asked were slow answering, others volupteered the answer.

Still other times, out of frustration, they were scolded for speaking out of

turn. Carl indicated that he bad to keep at them much of the time: *Come on i

“now, settle down o work please®, *That's eiiough, don't say anything else
today*, *Husry up and get your books out, we only have 20 minutes lefi.

Whether Carl chose to respond to raised hands, to allow students to call
out, or to pick people at random, would vary. Often the procedure changed
N ' partway through a session. He told the observer that his usual practice, in past
years, had been to have students raise their hands. This had worked well,
however, this class persisted in contributing out, of turn,

Further, while he made it clear that contributions should be on-topic, he

. _sometimes listened to off-topic were

+ condoned snd sometimes rejected. Thus inspprofriate actions were

rewarded; and hence, they were continued.
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By allgwing students to speak out of turn, Carl gave them a cértain amount
of control jh discussions. Rather than acting as the director, deciding who would
sp¢ak, he ended up reacting to the students’ colments. )

Thus, Carl had dealt inconsistantly with the steering group by randomly

_areinforcing their behavior and causing it to persist. Further, of)
clasathad modelled their behavior so that it had g.enen.liz:d to the

r students in the

In the context of Carl's predispositional structure, the i be

interpreted as a conflict of interests. Carl desired the class to be orderly and
disciplined.  However,” constant detentions and punishrents are generally
considered a sign. of poor control. If Carl were to pursue such a course, the
opinion of -significant others might be adversely affected. Besides this, Carl
indicated that in his opinion, efforts to attain a smoothly functioning class had
become counterproductive to curriculum coverage. In addition, Carl desired to be -
accepted and respected by students. He stated that he liked being with children.

+ He had a very pleased expression when ﬁzudents responded warmly to ‘him.

Hence, Carl had definéd the situation as réqn' g him to be lenient; and yet, he

considered this an inadequate solutmn { Thefefore C: wol ld Tluctuate in the
manner in which he operated his class.

s
The class as a whole exerted influence in other ways. Students were

cognizafit of doing some of these, but were uncognizant of others. One method,
uing Carl's predisposition toward gaining* approval of students, wai to
persistently petition Carl.. An example of this occurred one afterncon when the
class minnged to seé an unplanned film. Adam had asked several times if they
could see a film during the afternoon, but was told *no® each time. Ultimately
they, viewed acfilgy Exerpts from student interviews indieated , that -this
occasionally occurred: "we nag him to do something ... sometimes he gives in®;
» and, *if we ask before class he will sometimes change®. g .

N Observations indicated that the teacher was willing to accommodate




. important goal of teaching by sig‘niﬁun! others.

students! requests if these couldjbe accomplished Without interfering with other
objectives related to pleasing sighificant others. For instanée, the unplanned film
was related- to the unit, b

Zcheduled*for a later date. Thus, it was in keeping
with Carl's desire to cfver the curriculum. *

A variatio{ on this theme combined direct requests with negative
reinforcement. *Making & deal with the teacher* was how one student phrased
it. Students agreed to. be quiet and attentive in feturn for some request. ‘One
contract was to sculpt sosp carvings in art. On another afternoon, they
contracted to have & speling bee during the last twenty minutes. (This contract

went unfulfilled because the students did not remain quiet, which was their end of

the bargain.) Thus; the teacher informally bargained with«students to reduce

. misbehavior. This instance involved Carl's strong predisposition for a quiet,

orderly classroom. P .

Tnfluence was also_achieved through positive reactions to activities and-

topics they liked. At times when, Carl introduced a worksheet the class went
"Yaaaa...!. One worksheet received a clap. Once worksheets were handed out,
the class worked q@@ftly. It is hard to estimate how much this Behavior

influenced the teacher; however, it was obvious that he liked these reactions. He ~

smiled ‘when students cheered and would look at the observer, hw eyes lwmkhng
with delight. As the students quietly applied themselves, he relax® in “his
dealings with them, Student interest was both directly and indirectly satisfying.

1t was sn indiestion of approval from students, and also, it was congidefed .an
-

The results of student interest were gvident. Topics which interested the
clus were expanded ug;n. ’l’Ens might ‘be a. profonged discussion with more
opponumty for student .participation. It could mean spin-offs such as art
activities, beil‘ig read to from books on the subject, or small writing assignments.
“This was illustfated during a reading period, the class becatne interested in the
central character of the story -  talking rock; so, for art Carl had. the students

oy

— e



) The historical figure, George-Washington Carver, also generated clats interest.
¢ _J The teacher found and read them his biography. Then in science, the class grew ~ « -
: peanuts since n was his w:{rk with peanuts that gained Carver fame. . b
K} N _ ‘ < F
* Such teaching activities can be interpreted in two ways. First, they cin be B
L . considered as the: prod\lcu of “process-otiented teaching, with ‘Carl usig the - ]
students’ interest ®a a foundation to build upon. Second, fhe incentivpfor -

following such a course can be considered o function of deficiency needs \

@ . tulfillhent, Thiswould result-from student feedback and approval by peers for

o introducing such high interest activities. Since these teaching sctivities were

o : (') lawer prl‘onty than other predispositions, such as curriculum coveruge, the ‘more
likely explanation is that it was pr'm'mily (b sesond interpretation. \
« Students were ajso able to waste time at the begmmng of sessions by ¢ gettmg !
. drinks. *Many of then arrived just after the'bell went and lined up at the tap. 1
. When asked about this, Carl explained that it was more trouble to have them
lined up ot the fountain in the hall or negging him for drinks throughaut cless. * }

. Hence, it gained student ac ; reduced disruption for teachers opscorridor * #%
A * ° g

duty and-reduced negative reinforcement in class.

4.2.2. Individusl Influence J X o
_ On an-_individual ' basis, “studenfs met  their. pefsonal needs through
intersction with th teacher. According to'the studeat and his goal, the behavior

+T was very different. To illustrate this a re‘presentmvc sl.mple will be described. * |
e }
-t Scott dommned clmroorn mtermxon obtnmmg more than pwice a8 mmy !
. teacher contacts as any other student:: During, the first Several.sessions, he” -« '
L4 continually made remarks to the observer. If .Carl left the room, Scott Visited .

™ other students. Whén Carl was in the ro’om, Seott tend_e’d to ueek‘h'u attention.
To.do so, besides misbehaving, Scot‘t»mnde many on-task comments. If ignored;
. > R .
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- lie repeated a tomment until he recefved a response. ‘At times, Carl reprimmded

him for this pracnce, at other times, Carl acknowledged him. One reason for his
.pknowledgement was that Scott's comments were usually relevant - though not
always. Sometimes, if the off-task comments were humorous, they were accepted.

“Usually ‘though, Scotts off-task-commens elicited a negative response.

Through such behavior, Scott satisfied bis needs. His comments gained the,

atfpntion of the teacher and the class. Even when spoken to for misbehaving, be
achieved bis goal which Was to' gain attention. 'When singled out, Scott-would

smile at Carl ‘and/or look sbout the class with & hugé sell-satisfied grin to make *
. sure he haq been noticed. ' Once, w}nle re:ﬂ’hg about the mouth in health Séott

blurted, *1 have a big mouth!® ln spﬂmg when they came to the list wud

"stern®, Scott said, *Mr. James had to.be stern with us.* He highlighted his

disruptive behavior in each instance. On eac{ccc&sion, the class and Carl

., laughed. . Pleased with his success Scott siiled, at ohe point bowing.

. L 17
The reason for Scott’s suceess in gaining attention and approval aﬁeued
twofold. One, he was persistant - a type of negBW reinforcement. Carl would
respond in ordet to end the disruption caused by his nagging. Even as Carl said,
_ *Scott, sit in your seat!* or “Stop jalking®, Scott would cntinue his off-task
behavior. This was a negative use of Carl's predispositions toward classroom

order and on-task _wm-k. . . é . & e

Two, Scott's social skills were’ good. He smiled, made eye contact, and

, - showed a genuine interest in what Carl said. Fufligy, he contributed to class

discussions and, Was funny. Thus, Scott met Carl's need for student acceptance.
s : - - -

Leslie achieved similar results, though on a smaller scalec She spoke out of

 turn,-both on-task and off-task. Her favourite pastimes were walking to the tap

for a drink and talking with Tracy.  These two friends exhibited approximately

the slmevlmollnl of on-task and off-task behavior while in class; yet, they were "
treated, very differently. Tricy reccived harsher rebukes. Her off-task behavior

E G : 5 e
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was more often noticed and stopped. She less sufcessfully engaged the téscher on-
task. ‘The differences can be attributed to several factors noticed during
observations. / ’ ’

. One factor was Lesli€s high' scademi¢ standing. It was reinforced in
interactions with the teacher. She said things like, *Good, I got that one right.*
Tracy, on the other hand, was of average academic ability, and in Carl's opinion,
not performing at her potential. * o .

Though Tracy was ¢ aice gir LinL had a better social demeanor. Leslie
was pleasant, made eye contact, ‘smiled and was energetic. She gave the
impression of being very happy. These traits were evidenced in her dedlings with
the teacher. Once, after she had answered fof another student, she giggled, put *-
her hand to her mouth -- as if it had slipped out - and said, *Oops, sorry.*

Tracy, on the other band, smiled less, and made less eye contact. +

Further, Tracy gave the impression of being less responsive to teacher
contral. If Leslie was told to stop, she temporarily stopped. When Carl's tone

-was sharp, she was close to tears. Tracy, however, would loweksher eyes and

appear penifent; but would soon be misbehaving again. Responsiveness to such

behavior on Carl's part reinforces the fact that{"to a degree, he was also student

oriented.

The fact that Tracy often eame to school without her books, or without ber
homewrk completed was cited by Carl as a source of irritation. He said that it
conlrlgned to'his sttitude towards her, and ihat this was aggravated by the Il:\
it she shways had s *limsy* exeuse

In short, Leslie was more compliant. She gave more positive social

"reinforcement. Her work habits were better. Thus, she gave more direct and
indirect reinforcement, which resulted in her being treated more leniently and \

given more attention. Hence, while both gigls were equally disuptive, Tracy was

. treated léss leniently nn‘received less social reinforcement from the teacher. »

«
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- Another group also used the teacher's desire for quiet, orderly behavior and
academic achievement to produce interactions patterns which met their needs.
This group complied to these norms in order to influence the teacher. They were,
however, less obtgusive than the steering group.

For instance, Tony was seldom spoken to in class. He worked very quietly,

keeping mainly to himself. At times, however, he stood up and walked around.er
whisperedl to another student. Whereas other students were noticed by Carl,
Tony seldom attracted attention. During the obervation period, he was never
refused help when he.approached the teacher. Once, when Tony and two others
were at the teacher's desk seeking assistance, Carl ordered them back to their
desks; then, upon noticing Tony, called him back and assisted him. (This was by
no means the norm, with Tony receiving less help. than most; however, it
highlights the fact that he was viewed differently by Carl.

Other than specific cases, when help was needed with work, Tony avoided
interaction with Carl,and, to a lesser degree, the. class. He seemed shy and was
“content to-do his work without bother. He achieved this, and gained relative,
freedom to move about by his desk, while students who were less compliant were
quickly told to sit in their seats. This treatment appeared to be a-function of the
fact that bis behavior corresp
well-beiaved and did excellent school work: Besides this, he was mannerly and
respectful td Carl. ’

to Carl's predispositions. Tony was quiet,

Thejinteraction between Carl aod Tény highlighited another itnportant
consideration about the two-way interaction model. Often, because it is an
ongoing process in which both parties influence each other, the direction of*
influence can be ipterpreted in either direction. Ia this case, an alternative
inierpretnlion might be that Carl, by leaving Tény( to himsell, but helping

~ whenever he sought assistance, was able to obtlim&:lire1 student behavior.

Heather was not as academically sble as Tony; still she was very quiet. Byy

4
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being non-disruptive, she could bebave off-task with virtusl immunity. She would
get a drink 2 to 3 times some sessions. Unlike most students, she would-hever ask
permiesion. She also frequently sharpened her pencil. To stretch the time taken
for these dctivities, she took a convoluted path to and from her desk. Varying
this theme, Heather would chooke students across the room o assist ber with
work. Again, she took the long way ver and back.

1f she was noticed doing something, such ss playing with a string instead of
following-in her text, little was said. Heather's off-task behavior was overlooked
by Carl because she complied with his predisposifion for quiét, orderly behavior.
. \
Other students, such as Janet, were satisfied to talk to their neighbpurs and
have limited contact with the teacher. . They were quiet and on-task. JThey,
therefore, were infrequently asked 1o contribute to discussions - others

" volunteered.  When most of the class Wb offtask ~ for example, between

activities -- they talked to' a nearby person knwmg that onme of the Iouder
students would be singled out.
<

Another group of students resorted to off-task activities for needs
satisfaction. By behaving off-task or by being disruptive they were able to gel
Carl to behave in ways which met their needs. In this case, the group consisted of
scademically wesk students. A prime example was Jerry. Accordiag to Carl, he
bad dooe little homework all year. This irritajed Carl sinee he chsidered

. homewdrk to be important.  Jerry ‘also frequently misbehpved. Carl felt that

these two factors hwm to be overly strict with Jerry. At times Jerry
was :pon'n to when nGt the only student misbehaving, or spoken to more
sharply thm the incident deserved. (Carl was currently attemnpting to alter this
.

Eov ;érry'- part, he realized that the teacher's threats held few

The ob were Iate in the school year and Jerry,
like the nlher students, was aware that Carl would, within limits, tolerate bis off-
task behmor

/oy .
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Many of Jerry's comments constituted efforts to gt the class to laugh at ¢

predisposition for order. Once in art class, students were to generte a list of

him.  In his desite to gain recognition from the class, Jerry 1sed Carl’s

® words which included the word dog - dog-earred, hot-dog -- and then draw «
5 pictures 1o illustrate the wordg. Jerry began calling out *Jackson-dog®, and
; *Straight-dog*. Such remarks, which wee often nonsense, aggravated Carl, but

gaiped the attention desired.
- -

Ian used similar tactics, making comments, which were poor attempts at <
. humor, to gain class approval. His contribution during an analysis of a poem .
about ink --*ink stinks®; during an explanation of the French male and female .

gender - *Sir;»# don't have # skirt, so I'm not a girl*. He parroted other

students’ comments, which had received a positive reaction from the class and .
teacher. During one observation, the teacher was talking to the class, when lan

shouted to the observer, *Hi sir!*" L
7 While b was disruptive, Tan was also exhuberant and would give Carl s big

laughing smile while reldting an anecdote. Carl admitted he liked this behavior.
" Thus, while he frequently scolded lan, he lsughed at some of his comments and

Lo responded warmly to im when he was on-task. ) .

A misjor cause for singling out lan was'his low-pitched, husky voice. On one
oceasion, -Carl mentioned the fact that Ian's voice carried above eyeryone else's in

the class.

Yet, whether Ian was laughed at or reprimanded, he found it pleasing. He,
. appeared o like the attention of the teacheroften smiling at him, even after &
scolding. When singled out, he looked to see if he had been noticed, gleathing %
.  with delight when others were looking at him.
\ - 8 -
Sevegll students used the teacher's disapproval to gain respect. John was - .
- the leader of this group. He gained the admiration of the others by aggravating
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the teacher. He would twirl his ruler, talk and make faces. When the teacher
spoke to John, he would look at his cohorts and smile. The message wss, *we got
him that time®. . i

Adam sttempted to have the last word when being chastised. He would
- look on passively. The message to his peers was, *This does ot bother me*. He
would question,he tescher's decisions. He scemed awaré that the teacher seldom
backed up threats with consequences. He did ot comply with the teacher's
requests in order gain esteem from e students. Asane student put i, *Adan

+ wa slways trying to b a bigshot.* \ 5

Summary. Obuerv*ions indicated that this class was able to exert a
| considerable ‘amount of influence over Carl's behavior. In some cases they were

able to bargain with him to have certain activities. By reacting positively to an

activity they were able to prolong it and increase the frequency of its occurrence.

A steering group dominated the interaction, often creating a situation wherein the
/" teacher, rather than thie students, was the fesctor. Individuals influenced Carl's
perception of them, snd thus, how he treated them. .Some received more
 gttention. Others, created a negative impression, thereby gaining sstisfsction

from other students. =

. * + 4.3. Conclusion v N .

_ Carl was predisposed to attend to several types' of studen behavior.
 Consequently, he was influenced by-these bebaviors. Jin order of importance they
{are: non-disruptive behavior, on-task behavior; nnd potmve social reinforcement
'(mcluamg student interest): 1

. To aummlme “denl influence’ upon Garl, it is helpful to colmdar his
behavior withjn a model which categorizes his respomel to types of student

havior. . o

B

* (1) Students who were on-task, non-disruptive and. gave Carl positive social
. —

i AR e S



reinforcement, were treated leniently. They were allowed a little more freedom. ~
: Further, - Carl tended to interact with them in  positive manner with few
f ] negative exchanges. J

(2) Students who were on-task, non'disruptive, but did not dive Carl much
positive soil reaforsemen, were o treted leiatly. Howerer, Carl left these
" students to themselves, while he attended to other students who deminded-his
attention. : ¢ . e

\

3) Shldenu who were on-task and disruptive, but gave Carl positive social

were treated inconsi . Carl usually stopped. the disruptive
behavior. However, at times he was tolerant of the disruption. In addition, he .
* was not as strict with'these'students. ~ '

% " (4) Students who were on-task, disruptive and. did not give much positive
social reinforcement tended to be immediately stopped and treated with less
tolerahce thaa the other groups mentioned thus far. $ N

(5) Students who were offatask, but non-disruptive and gave Carl positve
social- rei were treated issively. Their behavior tended to be
tolerated as it disturbed no one. Lhis should be qualified in that there were time

v limits involved. A student could not be off-task continually.

. (6) Students who were off-task, non-disruptive and gave Carl little positive
" social reinforcement, were made to get back on-task when noticed. Hawever, the
fact that their béhavior was non-disruptive meant ‘that they were not quickly

noticed.

(1) Studujnu who were off-task, disruptive, but gave Carl.positive social
reinforcement, would be stopped. Though the manner in which this was done did
not tend w‘%o unt.. Further, if ‘the students were not c;mtinunlly off-task and
disy_uplii'e they were more often tolerated than those who*continually behaved in i

this manner. . .
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+ (8) Students who were off-task, disruptive, and gave little social positive

reinforcemtent tended to be treated strictly. They often received scoldings as

Carl attempted to get them back on-task. 5
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' _Chapter 5 :

RON: THE PROGRESSIVE
= . NON-TECHNICAL TEACHER

)

The first section of this chapter discusses the conclusions drawn about Ron’s -
predispositional structure and its hierarchical order. Next, the manner in which
students used these predisgositions to influence him is deséribed. Evidence to

support these conclusions is provided in'each section. -

5.1. Predispositional structure

Like Carl, Ron's predispositions can be grouped into two cnt'egt;ries: onemsy
ciltegory relating to students and another category relating to significant others.
A major difference between Carl and Ron was the amount of ‘emphasis Ron
placed on satisfying the needs of students: The Q-Sort defined Ron s a student
motivated teacher. Observations indicated that Nis student foens was & method of
teael_iing. While students wére a major source of needs satisfaction, significant ~
others appeared to be more important. As such, Ron cannot really be considered
a student motivated teacher. Therefore, he has been labelled a *progressive non-
technical zeag{er.- This term is defined as  teacher who operates his class in a
manner whick-emphasizes the needs of students within the confext 3f traditional
content and methodology. ~

- After discussing Ron's predispositions” towardy students and significant
others, his other predispositions will be discussed in ord‘g\r\‘imwlmce.

N v,



i 5.1.1. The relationship between students and significant others

Ron’s majar predisposition was his student emphasis. This shaped and

| i his other

He said, *the student, as far as I'm

" concerned, is the crux of the teaching process®*. While all three teachers made

similar with Ron, it was manifested in the way he dealt with students.
o~ " The students were very responsive to Ron: they smiled, stood in close

* proximity, aad were warm towards him.. While walking down the hallway many
students would say *Hi* or tell him something. If he was on corridor or outside

___duty, sfiidents would congregate around-him. In_observing-Ron,-it-was-obvious————— -——

. this interaction satisfied his needs for acceptance and esteem. He would smile --
the mouth, cheeks, eyes all expressed his pleasure.

" " . v
- . Comments made during interviews reflected his predisposition ‘to view 1 ;

. ok *™ students as & major, source of‘needs satisfiction. He'said he considered it 7|
important to have  relationship in Wwhich there was no'tension between students .

. and himself. He felthe had been successful in:achieving this goal. Ron'was very
comfortable teaching the class. He felt they were *spproachable and sppreciative
of the effort.he az into working with them®.” The amount of time "he made

himself” available Yo students was a further indication of the importance of this

interaction. He stayed late after school, participated in. intramural sports, snd

encouraged students o stop by his-house for help. 2 .-
! p o B - v

; Hc_wvever, signilie’nt‘ others were also a mnjc:r source of negd: satisfaction for

. E Ron. He' operated his class in_ s manner which gained spproval from other

teachiers. Further,_s by-product of his student focus was that they behaved in I

. ways which significant others valued. 3
55 5 . \
N . \

N. ¢ The imp of needs satisfaction by significant others was evidenctd in
-, Ron's’ behavior.

s active in community church life, and served on several community committees.

He had ‘grown”up.in the school eighbourhood and was now .+ *
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This made him visible to the parents. Second, be sccepted extracurricular
activity. During the present school year, he bad started s student council and

participated in intramural sports. Third, he was helpful to staff members. In
particular, he watched classes for teachers in nearby rooms if they needed to luve
and shared the materisls for experiments which he had put together. Fourth, Ron
operated his class in Moon-disruptive and on-task manner which was pleasing.to
other teachers and the principal. ¢

- 2 ~
Furthermore, his basic approach of focusing an the ltude#‘ needs within a
traditional context, meant that often the same behavior which resuited in direct

significant others. For instarice, when students came to Ron's home for help with
homevork, he perceived of this as a sign ofgacceptance and respect from them.
X-bwever, parents ‘also would be impressed by his wd]m[ness to give of his_time.
Hence. both groups gratified his peeds. Further, teukers would_gbsmz or hear
about the quiet, on-mk behavior of the students and tllelr positive interact

with Ron. Some might hear, ss the observer did, when -one of Rons.students

approathed him and stated his high opinion of Ron including the reasons for the
opinion. Certainly, parents heard direetly from their children.
Acceptance by the prinq'pd \vls\p"nticuhlly important to Ron. He felt
grateful because the principal had made'it possible for him to move back to the
school district. Ron said that the principal had *taken & risk that I would work
out fine, eveh tbﬂ;h}c did not know me.* Because of this confidence, Ron said
he attempted to put forth an .extra effort. Further, Ron noted that that the
principal had trested.bim a5 a professional who was competeat and capable of
" making hissown decisions. This gave Ron & big boost in sell-esteem snd extra
incentive to coﬁln\lo working as he had with sludentu

Ron was judged to be prim'n.xily significant others motivated because he
appeared to place behaviors which typically gain approval from ngmfcmt others
ahead of student acceptance. Order, control and on-task behavior were plued

“needs satisfaction by students, also resulted in indirect needs satisfaction from



5.1.2. The other’ predispositions
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above student approval. The interviews with Ron and the students indicated that

he had been very strict. He used detentions and other forms of punishment during
the first part of the year to achieve these goals.

Summary. Hence, needs fulfillment by significant others was higher in

—v Ron's predispositional hierprchy.” However, his predisposition toward gaining -

needs satisfaction from studeits was also high. Further, behavior which satisfied

.'students’ needs, was both s means of obtaining direct needs satisfaction, from

students and a means to an end, in that it’ rgulted in.indirect needs satisfaction

from significant others.
. P

Row’s predispositions toward sigaificant others and students led to s number
of other predispositions. A high priority was given to aving a very structured
class. This secmed tobe  refult of & desire by Ron t be in control of the elass
Some structure was due to school regulations, but more rules were*added by Rbn.
Whickever the case, he rigidly enforced them. No students were permitted in the
classroom without the presence of a teacher. When going to the bus or to another

part of the-school, students had to first queuc snd then walk single file. These

were school regulations and Ron strictly enforced them.

A rule instituted by Ron, dictated that before going to the washroom a

student had tosign his name, the date and the ime on a form hung by the door.
This re was s reaction to an incident in which severs) students damsged school
property whxle out to the washroom.
- g
yEatlier in the year, sbudenl misbehavior was recorded on ﬁle cards. Lnter,
“list was kept. of students who fsiled-to do theli homevork. , These. phctices had

succeeded, ‘according to Ron, in making students aware that. he was. keepmg track *

of their behavior. Such procedures suggested 10 the observer that there was a

bigh degree of teacher contiol.
S~

£ e
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Ron also emphasized quiet and orderly behavior, stating that, during the
first, two thiFds of the year, be hal strived to improve stident behavior and
output. He wed negive minforcement, such as scolding and nagging.
Consequences such as lines, detentions and isolation were,siso ‘employed.

At this poinl in the year, virtually oo student gng:ged in offtssk bebavior. -
When cither. Roncor a student was speaking, everyone ejse lisiened. *Nobody
%ﬁ./mmm wanted to contribute, he/ehe first raiséd a hand to
obtain attention. One-result of ".hu orderliness was that students’ mmments were
relevent and added to what had been said. .

“spoke out of turn

- Likewise, -whed Ron was lectuting; thf class wis quiet and attentive. - Ron

o
spoke ina strughblorwud manper\with little, dramaties or huror. The result of

such behavmr wn that’ the studenu were compliant, ‘Which'was a suong »\irce of

* indiredy needs nllllllme .88 !euhers and prmclpals valnemch behavmr

It 'was mtemung mn Ron :tu'}d he valned studem; complunce beclu‘se

“he felt it wis prerequisits t haviag & good relatiomship with thém. O

rmdlcs‘ed that the classmom was.a comforsble setting. .The stuidents appeued to
be relaxed and conteut The ug.emtian bétween the teacher and students was not
"forced. or tense." thtl- eriticism was directed toward them. ‘Only one student was
disciplined during the niml\mtlgn period, It. was: likely that the’ students’ .
complxuce was plrhl“y 8 result of the fact that their needs were being me\,v‘

Ron pmvnded what A.spy o Roebuick (1077) hes “referred 4o a3 a
 heilitative envirsnment®, Siudents were listeded “to sad., accepted. Ron

.u.mpmx o belp s ik thod picgomsl i egeie pmblems,

Eﬂort by students was l.|so valued. Wmle homework was, 1mpnrtnnt clm
work received more emphasis.  Ron made it clear that Je ]udged studenu
llvnuubly ilthey were making an effort with their \{hocl work. A final; péthps
obvious, behavior was completion of assigned -work. . When ntmx uudonts‘ :

abllty, Ron wauld frequently refét to this eriterion. * -
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* " Ron felt that™he should abide by the mandatéd curticulum. Hedid so, wing |
textbooks and the chpulkboard. Howeyer; in -conjunction w.th this, Ron .
occasionally- added projects aaq suggested activities. * The: riaecn he give, for O

suggested experiments. For reliffion, hA gave assignments and had stadents mike

-\ going 0 was to make it mote interdting for ihe students” In stpnce, the clast did ,
: |

wall displays and mobiles. Students worked on group projects in history. |
|

Mathematics, however, was a matter of working tbrough the fextbook.” - =

* Ron's emphasis on the curriculum has been ranked low. »Whilehe desired |

- complete at leut those subjecls, such as math&hnatics, which were cumultive, ke
+ was more cnncemzd that tfle material be relevant to the students and that. my.

“inderstand it When correting exrcises o doing examples, Ron mvalv;d'
| students. If,a student made an incorrect ;esponn, Ron did not ask someone
for the corsect .answer. Instead, he would help the student 10" undeistand s, - -
;mistake, oftengetting him.to verbalize his thought process. Herwould take
‘. considerable timeato. ensure hat’ ﬂ:{mdenz understood the concept before
movwrm somethmg elu Further, when :nhnhn, m;dm's, Ron placed a gréat |
_'deal. of emjphasis on pimc-ymon and effort, rither than oo mastery of the

cumcnlum. ‘< ',~

mmary. Ron mphlnud structure aad ordetly, orMAk behavior i bis .
clus. Dne to his focus on students he prondea facilitative conditions (Aspy and Y

" Roebuck, m‘n) for the students. ~ He placed more’ émphasis on students’
i thasi on completing the msndated curriculgm.

o .

5.2. Influerfee & of i

" “As is obyfus from the nthve ion, the elu. ioned j
to  Ron's wishes. Students bebaved in ways which he found fery uamrying sull,
nudenu dnd have ippht into the l:I.nsroom prneuu In fact, they $ere Able lo
shape Ronn behavior so W" their n:ed: yn met 'by im., First,, the mup
influence - of the students will be dlunlud followed by & ducnptmn ol ‘)w g
mdlvldul stnd!nu influenced tlmroom setivity.

l
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\t:’jmnp Influence o T

1o iconsidering student influence in this, class it is significant'to note how
students did not behave. Particularly evident was their lack ‘of overt effect upon
the curriculum and, classroom structure. Students never asked Ron to show a
filgn, to read to them, or to do group work. -While in class they were very passive
and compliant. Further, studénts stayed on-task. “

. . i

*The extent to which this was a function of classroom interaction was

¢

- diffioult to assess. Most likely it was a combination of factors. One factor tvas *

lack of a role model. Ron claimed that the classlacked a leader to adversely
inflience other students. One boy had served this role, but he left early in the
'schooi year. ;Rop-sluled, as did one of the girls who wu’inler,viewcd. that _class
... Bybavior had improved since his departure. (The lack of rofe models might also
account for thé Tact that there yas no domingnt steering group in this class, as
had been case with Carl's class.) ‘Another factor, attested to by the teacher and
students, was Ron's rigid enforcement of structure and order during the first third

of the year. . - §
N o ‘ ,
The result was a static interaction pattern. Students appeared content with
the.manncr in which the teagher operated, and conversely, the teacher as happy
with the students’ behavior. Aetuall, the pattern of interaction which habeen
achieved was very complex. It involved a balance of the teacher's deademic
gxpectencics ahd,students’ academic output; a balance of the teacher)s behavioral
expéetencis aind the students’ behavior and?a balance of thefeachea structure
and the stidents’ expettancies about format. v . ’

: White the “students conformed to Ron's expectations, they “also’ modified®
them. By yepr's end, dusffo their performance, Ron considered these students to
be academically weak; thus, he never held hi[\ expectations for the quality of
thelr work Based on observations, be had become more tolerant of incomplete
Homework. Sn(tfil times when assignments were due and & number of students




or in small groups.

. ontent.. The\cc that Students would talk to him about such issues seemed to

enhancing for him. 5 i
o =

1l . B 3
bad nol passed’ theirs in, Ron only told lhem the mlgnmelts value toward the =
final grade and nmmded them how clnse they were to the’ yurs end. Due to
improved work h:b:u by the majority of the students, he Bad given them more
responsibility for getting gheir work done. Ron felt at this point that he could
ease up on the strict supervision and still have control. This was primarily .
evidenced in mathematics. Since the class was behind with only a few ‘weeks left
in the school year, Ron loosened fhe structure to increase the pace. Instead of
Ron correcting the work, the Manual was placed on a Yable for student reference.

‘Since students were opemlmg at their own pace, more hrelp Was given mdmdunlly

Ran's style of interaction had changed since he moved to this school two
years previously. He related how he had found the younger students.more ®open
and willing to talk about themselves ... and relationships with family and peers*. .
Because of this, he had relaxed more with studéits and modified his teachigg style i’
to a re interactive |pprmch mlkmx greater use of student contributions.
School work was related o studeqt’s personal life where applicable. He often
respondtd to the feeling embodied in student’s comm\nns rather than to just the'

mmd Ron. He lrequenily referred to the quality of such interactions as an
indication that he was doing something right as a teacher. AsWuch, it was esteem

Such influence was still ongoing. Ron ssid that how he operated individual
classes was a function of the student behavior. With classes who exhibited self-
control and responded personally to him, he was less business-like. I he found
that the class abused such freedom, he imposed more structure. Similarly, the
number and scope of projects was a function of the®lass, With classes who were
able to work independently, projects were more frequent and more complex
Since Ron left his homeroom to teach several other classes, the observer had the

* opportunity to verify these statements. In another class which Ron taught, an
i
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fnvolved' Bistory project bad been ongoing for five months. Ron believed his

homeroom needed more striictured individual work. O ions supported this
beliel™ This seemed 10 be s function of his desire for wanting interaction with the
“students, while at tl;e same time the need for control over the class dominated his
ecisio ’ . . s
-During the observation period Ron gava one assigament that involved
independent work. Thie quality of the students' work that was done during this
yassignment ‘was very poor. Yet, when the students did structured sTtwork‘or
took part in a discussion, they were on-task and productive. This has two
possible explanations. First, it can be interpreted as the class's resistance t
projects and groupwork in favour of individual seatwork and diseussioris because >
these were more familiar and comfortable for them. They resisted, according to

" Ron, by engaging in disruptive behavior and by being ingiggntive when. he
. d

. introduced these activities. Such an interpretation is in keeping with findings by

" Good and Brophy (1984). Second, it can be interpreted as Ron reverting back to

a more controlled approach because of his need for structure.
’ Z b
5.2.2. Individual Influence \ <
Students, ss & group, did influence teacher behavior, but it was individusl
influence that was most apparent. Students defined e s*nl.ion differently, and
therefore, bebaved differently o meet their necds. ~ * © o !

d b

One group received a high proportion of the
These tended fo be private interactions such as getting help with work, or nki\ng
permission to do something. To refer to them as a steering group such as existed
in Carl's cldly, would not really be valid, for they did little to influence the .
operation of the class, Besides, their contacts with the t&cher were usually one
task. i

R
For instance, Roger had transferred to the school three ‘weeks prev'nully‘,

.

“
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and was far ahead of the class in mathematics. Rorr had him assist others with

their work. According to Roger's facial expressions, he was Mattered to aid other

students, and he liked the frequent contacts with Ron, when he sought
irmatiof ™ clarification of a p he was explaini toamﬁ{
" Roger, by assisting other students, evaded work. He spoke quietly with other

er student.

students. Obsefvations indicated that these chats were often off-task; yet, he
frequently colfesred with Ron, which gave the appearenct of on-task behavior.
Thus, Roger was affe to meet his needs by appearing on-task, and by voluntarily
partigpating. '
p

- - 8
Patsy put a good deal of effort into her work. She contributed to

discussions, but the majority of teacher contacts were for help with seatwork. She

also sought help from Ron after school. -Patsy related to Ron in 4 relaxed manner

and thanked him for helping her. 1

. Jessé was also considered a top student because of his input into class. This
bigh ranking appeated 1o be  result of bis exhibiting valued bebaviors, such as
on-task work and voluntary participation.

) '
Patsy and Jesse made good use of social skills.” They displayed warmth,
were attentive, smiled, and showed interest. Ron responded to this reinforcement
by baving longer interactions, and by being less formal with them. He smiled
more and used more relaxed tones.

Sandi also had high input int’o classes. Ron responded positively to her
participation. While not considering her a top student, he spoke highly of her and
tolerated some off-task behavior. She could doodle in lrer books and waste time
without being sc.oldedA Other students were stopped for sirnih'; behavior.

. »
These students were teacher directed. Their behavior whs primarily on- *

task, the aim of which seemed to be acceptance and approval from Ron. Bascd
.
on observations, Ron gave them time and attention. He was seldom judgmental




and showed them respect. Ron stated that he tripd to give students the benefit of
“the doubt and *zot be down on them all the time*.

This applied to all students.

- Other students achieved the opposite effect. A group of boys realized that
Ron tended to interact with those who volunteered and sought help. They did
.neitﬁel, thus giving Ron a minimam of positive social reinforcement. They would

seldom smile o give any indi of Instead, i on consisted
of mee and fqrmal response, such as is typical whenydealing with &
supe hen asked if.they were having difficulty, thé.response was usually a

politely mumbled *No Sir*. The result was that Ron had less interaction with

these students. He stated, that within limits, he let students choose the amount bf*

contact they wanted with him. One of his goals was to provide a comfortable
environment, for students; and thus, he did not want to impose upon them. This’
“behavior appeared to be a result of his student emphasis and desire for positive
student feedback.

Darrin was a prime\example. Ron considered him bright, but lazy. He
quietly worked on-task, though with little effort. When he Wanted a break, he
spproached another student for help. When off-task, he was ynobtrustive. In
cases when the teacher did approach Darrin, the encounters {énded fo be brief, &'

typical i ion occurred in o mathematics period while Darrin was ysing the

manial to correct his work.” Ron asked, *How's it [mathematics work| goiag,

Darrin?* Darrin replied, *Fine [without. looking up].* *Having no problem?"

*No.* *Okay.* By giving him minitum positive social reinforcement, Darrin
ively terminated the on with Ron. ]

o .<
Kirk was similar to Darrin, but he maintained a higher profile. He had

given up'any hopes of passing. Ilis motlier called during the observation period to -

express her concern over his attitude. He produced littlé work, though this was
not. evident from observiff him in class. During seatwork he used the same
tactics as Darrin. For breaks he sauntered over to friends to get help. They
would huddle over the textbook, but many of the conversations overheard by the
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obsgrver had pothing to do with the subject matter. Like Darrin, he minimized
conversations with the teacher: *Sir, I'm finished.* *Everthing?* *Yes sir.*

*Corrections?* *No sir.* *All r‘\ght then, do them.*

“Heace, Kirk abided by the rules and had a coplortable existence in the
* slassroom, without a great deal ofpressure to work. This is not to imgply e did
no work, but rather, that Ron never constantly pressured him to produce good
work. Further, be had minimal contact with Ron duesto not giving him much
bositive social reinforcement,
§ & )
It was low productivity which jeopardized Kirk's passing, specifically his
lack of completed homework. While this was true of several students, it was more
often true of Kirk. He would gome, to school with his work incomplete and never
mention it to Ron. It only became evident when he was asked to hand in
homework, or when questioned about the work. In a stern, but not loud voice,/
Ron would ask why it had not been done and when he intended to get it done.
Kirk would maintain 1 subservient and penitent pose. His cyes would be down or
fearfully looking at thé teacher. He answered Ron in a low, unsure tone. The
end P@ult was that the work was seldom completed. ~

A conversation between Ron and Debbic exemplified those related to
homework. When correcting science homework Debbie was unable to answer sa
question. Ron asked if she had done the mikﬁd work. ‘Almost inaudibly, she »
replied, 'No gir, 1 couldn’t 'do it.* *Okay, you will have to do them this
weekend.*" chbles eyes were focused on her ;sk top.  *Did yqu have trouble
reading tlus pagc" *Yes sir.* In n sterner tqfie, Ron said, *1 didn't see you up
here for help did I?* Eyes down, Debbie madg no reply. '

: 1

In such interactions, Ron was stern; still, there was little hint of anger and
seldom any stated consequences. It seemed that if one responded properly, there
was rclnuve immunlly For example, several students never passed in religion

uugnmenis Kuk in particular was singled out as having only completed one of
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four assignments given in the last five months. After being scolded for this,

¢ rather than being made to work on their assignmenis, they were allowed to,work

on some posters for religion with the rest of the class.

Unlike this group, Carla tended to interact with the teacher off-task, but-in
an appropriate manner. She volunteered to run errands, to clean erasers, or to
put up posters. She told Ron about incidents which oceurred at home o with
friends. Sometimes, this would be within the context of discussions in religion or
health. Carla also talked to Ron before and after class. In talking with him,
Carla was vivacious. She had friendly, expressive eyes. SMe smiled and fidgeted,”
as if excited that Ron was listefiing to her. Ron also appeared to enjoy her. He

smiled and his remarks indicated that,he was intefested in what sheewas saying,
N

Glenn slso liked fo run errands for the teacher. He was poor academically

and had failed the previous year. He indicated to the observer that he had felt
isolated and shunned last year and’had, feared that the same thing would happen

, this year. The fact that he was getting his share of involvement made him
responsive to Ron. When asked to do something, he did so with eagerness. Ron
showed his appreciation by thanking him and by often sending him on errands.

Cathy kept to herself while in class. Because she had made a tremendous
improvement in her work over the year, Ron rated her highly. At this point, she
‘ was working well and was left to contact the teacher when she wanted help.
Wihen interviewed, Cathy said that she had done poor Work at the\peginning of
the year, which resulted in the teacher continually *yelling® at her. She found
that he did not *yell* at her when she did "good* work, so she decided to
improve. By improving, she not only avoided the constant scoldingy, but she also
began gaining positive feedback from Ron. In this cnse, it was obvious that Ron
influcnced Cathy to change her work habils. Still, the fact that he rated her
higher than her work warranted, and that he praised her in class, can be
interpreted i her realizing a way to change Ron's behavior towards her.

L ]
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Summary. From observations then, while Ron was a powerful actor in the
interaction, students did influence hat occurred. As s group, they lowered Ron's
expectations. They limited the type of work he gave them to that which was
highly structured sad supervised, because they agpeared to find this type of work

more Teach d

were able to interact more with
Ron, while student-centered individuals were able to choose the amount of
interaction they had with him. - This could vary from minimal, to frequent on-
task, through to visiting bim at home. ’

" 5.3. Conclusion

Ron was predisposed to attend to several types of student behavior.
Consequently, he wu’.inﬂuenced by these behaviors. In ordgr of importance, they
are: on-task behavior, non-disrupti\_r‘e behavior, and positive sacial reinforcement.

! P ‘
. To summarize student influence upon Ron it is helpful to consider his
behavior within a model which categorizes his responses to these types of student
behavior. o . E

(1) Students who were non-disruptive, on-task, and gave positive social
rein[:;rcement were rated highly by Ron. He also gave them help during seatwork
or after school. This tended to be reactionary in that these students requested
help. * )

¢ o Ji

(2) Students who were non-disruptive, on-task, and gave minimal positive
social reinforcement tended to be left alone. Ron gave, or at least offered them
help and required them to participate in discussions, but he felt that he should not
foree them to interact with him as long as they were working quietly.

{3). Students who were non-disruptive, off-task, nnc’ gave positive sqcial »

reinforcement were told to get back to work. However, this seldom occurréd.
Students were usually on-task during observations. When they wgre off-task it
tended to be for short periods of time and thus was cither not noticed or ignored.
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' Interviews did indicate that earlier in the school year, persistent off-task behavior

was punished.

(4) Students who were non-disruptive, off-task, and did not give positive
social reinforcement were treated in much the ssme way as those who gave

positive reinforcement. In either case, prolonged off-task behavior was not

tolerated, once it had been noticed.

(5) Students who wefe disruptive, on-task and gave positive social
reinforcement were asked to settle down. (It should be noted that during the
observation period virtually no disruptive ‘behavior occurred.) On the few
~ occasions students were a little too dnsruptwe during work which mvolved noise,

such.as an experiment, they were simply asked to quieten down.

(6) Studénts who were distuptive, on-task and did not.give positive social

" reinforcement were again simply asked to quieten déwn of to stop whatevet was

considered disruptive. The only time Ron would be sterner with the students was

i be felt that their behavior was habitual.
* (7) Interviews indicated that Ron was very stern with students who were
both disruptive and off-task. If such behavior persisted, then they were punished.

Ron stated that during the first part of the year he had kept a record of

- disruptive bebavior and incompleted work. It did not appear to matter whether'or

not he was given, positive social reinforcement by these students.

Thus, it appeared that Ron was very consistent in the manner in which he

dealt with off-task and disruptive behavior. Still, those who were usually involved
and gave positive feedback to” Ron were treated with o' little more tolerance.

-

‘However, obscrvations indicated that this was a function of the fact that ‘thry .

" were usually compliant \y the.norms of the teacher. Since there was very little

disruptive or off-task Behavior during the ﬂbSEI'VllIOI\ period, it is hard to

. estimate the eﬂm of gpe[ll reinforcement in* the form of smllts or warmth.

A
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Volunteering and involvement did seem to cause Ron to be more lenient and to

tank students favourably.
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AChapter 6

DAN: THE GROWTH MOTIVATED
© TEACHER _

' . Lo

The first section of this chapter discusses the conclusions drawn about ‘Dan.’s'

* predispositional structure and its hierarchical order. Next, the manner in.which

students used these predispositions to influence him is stated. Evidence to
support these conclusions is provided in each section. *

6.1. Dan's predispositional atruct’fnre

Dan'’s predispositions can be organized into the three categories outlined. in

‘the rntmnnle of this study. These prepositions will be' dlscusud in order of their

lmportnnce to Dan. ‘

6.1.1. Predispositions related to growth motivation F

The oburvnlic‘ms and interviews indicated that Dan’s growth motivation
was the predominant category of needs fulfillment in the classroom: It appeared

to provide incentive for his interest in the process of teaching. —~

During the interviews, it' became clear “that Dan hpd considered the
curriculum end had developed bis ideas about what was worthwhile and how to
best present it to students. Besides academic goals, he attempted to use the

interaction with students to achieve social goals.  Hence, he conscidusly -
: mteuected vlluu whlch he considered to be important -- fairness, :qubl rights, .

and henlthy Illeltyles

-y
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# .
Dan devoted time to making sure the content covered the areas Qe felt it

. should. The mandated curriculim formed a foundation upon which work was

based, but to this, Dan added materials found by browsing professional books and
journals. These included units and‘v_vorlgsheets‘ " The questions asked were
frequently developed by Dax. He read to students from a novel.for 15 to 20
minutes per day. The stydents dofed this, becoming involved in the characters’

lives and in the pléL They pleaded to see the illustrations, This practice seemed

to bave stimulated interest in reading, as many of the students were using the
library. Another popular addition to the curriculum was drama practice. During
the observation period, the class was preparing to present a play for the Canada
Day concert. One of Dan's goals, related to the curriculum, was to find "material
which would inspire the students®. N )

Dan felt student interest was important, and thus, geared his classes toward
achieving this goal. These efforts gave Dan a sense of satisfaction. For instance,
one day in mathematics Dan drew stick men on the board. This grabbed the
students’  attention. After cohyincing them that ths _ activity involved
mathematics, Dan wrote information about the figures on the board, such as
height, weight and age. To match names with the figures, the students had to
complete a series of computations. Ogyanother occasion in social studies, he had
students brainggorm to develop a picture of entertainment in modern
Newfoundland. This was then contrasted with entertainment as it existed in early
Newfoundland. Another time, Dan presented several problems on the bond
which required crentwe thinking. The students solved them and demanded mm'e,
and Dan had a worksheet ready for them: The pleasuré of such successes was
trwshlrenl with Dan wearing a pleased expression and being miore relaxed in his”

interaction with the students. Such efforts also affected the quality: of teaching. -

One student stated, *It is never boring. There is always something to do ~
always something planned. ¢

v oW g
“» . = .

-~
Dan was also predisposed to use humvr., Thijg does not imply he consnntly T
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o joked, Toi ‘b Tendéd to be be serious and on-task. . However, to generate interest
in work or to make a point about’ misbehavior, he used humor. An example of
the latter occurred during a mathematics class. - Gecille had been told’to pay
sttention twice. Dan had just spent 10 minutes explaining the method for doing a
type of division ealeulation, and then had set-the class to work. Within 20

" seconds, Cecille asked how to do the first problem. Dan threw'up his hands,

. looked at the ceiling, f,nmed and stomped out the door... The cluss laughed as Dan .

,re-entered 3 few seconds Iater and, with an exaspernted look, sud *Honestly
Cecille, you're going to make me retire before I'm 30.”

Sinoe student intersst was a goal in that jt contributed to learning, it-slso
served the function ol providing I‘eedbnck to Dan as to how successful agtivities
bad been: If students were intérested in an activity, then bhe method o,
presentation and the content were jndged a s8ceess:

w e %
o
)

Dan emph.sized sfmcture, md p]snned classes in detail. 'A period might
consist of 3 or 4 different 10 minute activities. Dan’s purpose in doigg this was to
Allevlate boredom for the students. When planning lessons he alternated, when
possible, the types of activity, so that there was not-a mommg“! seatwork and an
afternoon of discussion. ' In lddltlon, the morning or afternoon session.was oftén
ended with a high-interest'activi';. Such teaching practice is consistant with his
growth motivation, in that it was Dan's interest in the process and his attempts fo
enhance learning that provided the incentjve for such planning.

"~ Den repeatedly informed ol ol hsne plans during a session, ‘He said
be bad found this increased students’ efficiency in switching activities. Edch
Monday he gave s dictation which outlined the overall plan for the week. Again,
the incegtive for Dan making the effort involved ‘was his interest, ib creating a
more efficient learning process.  © '

© e A . X
* .Another prédisposition related jo Dan's growth.motivation was his belief
Il . ! -
that’ the/"nudenl was the resson for teaching. Thiy beliel manifested itself in,

e

o



procéss-oriented_activities,. rather than 4n student-orieated sctivities, as it had
with Ron. Dan's attitude was that schools gxisted for students; theréfore, as a *

teacher he should do evefything in his power to help them léarn. He considered

e

.-would not (gnyrq A_lop)c tlutyhe considered importan|

change in students to be 8 measure of his success. Therefore, students' comm’ents
indicating they had grisped the concepts presented- durjng discussions and’
assigned work provldedleedback nbo\lt the success of the Ies;ons
— 5
Though he did not state it as’such, Dan's comments s.nd actions indi
that he viewed students as part of  systen; and thus, to be most effectiye, Ke, .
believed he had to affect the whol: system ’Tlns pnnc‘fle pervaded Dau 's work.”

_Related to this principle was Ddn's involvement with committees. His beliéf
was that through them, the curriculs, the school and eventually the school system-,
could be changed. He felt that his involvement would'bene‘l_’n the students; hence,
be was willing to give up time and endure the tedium often associated with such o
work.  Altermatively, it"can be viewed as a means of gainipg ;‘ecogniﬁon from
teachers and the principal. L 3 " h A\ e

Dan kept in. touch with tbe parenl? beuuse u[ their Imporlunce to the
.students’ learning and psychological growth.. He noted that i in the past,’ puenu
provided ingight into stnden'&' prohlems In addition, he bcheved that.stu ents &
knowledge of the existing liason " between parents « lnd the' teacher prov d\d &

security. Hence, he attempted to meet all of the plnntp 2nd, to a limited extent
~

. BRI ;0 .
“ In short, Dan not only realized the n’uny comppnents of the system whlch
affected, the mmenu but he.slso beliéved that* Ne ‘should uchvely work with
them. o v A " o

crute 8 Luln.lpproub with them 0

Dan nﬂemptetw teach in accordance o his values and behefs Thohgh ho§ "
tried not to ‘cover uwlcs whic were offensive to ugml‘mnl othen. whe said he’

He used.the anmple of

wio

o




abortion. He said he would cover this topie, Bt in a manner whlch would not b

upset significant ofhers.: . -l
pset sigifca . )

e It it did come to a conflict between. signil'icnnl -nthers" and 'his values, then
hls values prevulled He smd he would *go to thc bitter-end for a stlldent even if
it meant confronting staff or -parents®.. He cited -one instancs in which he
confronted the guidance counselor over the process being used to belp an
emotionally disturbed boy. He felt the counselor’s approach was ineffective, so he

‘Vworked to institute a new npproach Thus, this Leuher acted upon his beliels, in

an effort w better serve his students’ Inng term needs. From these examples cited

|
by Dan, it became evident that his values predominated  the role of needs
fulfillment lrom significant others.

"Further, in a long term context, it was not student reinforcement which

rewarded Dan; rather, it was the process-of working with them. Dan told the °

observer that he found his work with several of the students'very rewarding. The .

observer noted that the behavior of these students seemed to irritate the teacher.
While agrecing that he was irritated by. their misbehavior, Dan said that he found
the process of working with themfin an effort to bring about healthy chdnge,
exciting. ~ Such satisfaction, led 1o a situstion in Mhich he was dealing with
students differently, in an attempt.to change them in ways_he considered
“worthwhile.

+Dan, then, tended to be growth oriented in bis work. He ‘tried to improve as

Y tencher, and this favolvement i in the teaching pmcess provided satisfaction of

\ growth needs. His sttempts to implement his values aid beliefs h)ok priority over

- “that be satisfied his deficiergy needs through his job.

gaining needs fulfillment from significant others and studen!s. This further
indicated that his growth motivation was dominant. Howpv‘er, it was also true

» P .
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6.1.2. Predispositions related to -tvdelt matﬁlﬂon

Students were a major source of deficiency needs,satisfaction Reremn; to

§ nu(ent! Dan stated: The relationship has to transcend them liking me. I want

w to.bave s rapport. 1 want 2 caring relationship. e makes teaching
worthwhile.*

This desire motivated Dan to interact with students on a personal level. He

was open about his feelings. When the class functioned as.he liked, he was

pleasant. Conversely,
was evident. He would tell students how he felt. “A student said that she liked
the way Dan interacted with them: *He was almost like  frigpd.*

he was irritated with the students or curriculum, this also

The students were attached to Dan. They liked being in his ‘class. All but

" one of the students interviewed, cited Dan as the reason’they liked ichool. “Thiy"

listed various upec\.s a( his teaching that they enjoyed: 'He was funny®; 'He
talked at their level rec& and lunch time®; "He was'not loo rlgld' and, *He did
interesting things.in class®. The acceptance gained by such activities may have
provided an incentive for Dan's efforts. - *

= =&

While making the class interesting was a function of Dan's process
orientation, sometimes it appeared io be a result of his desire-to gain approval

from students. Anecdotes, such as the tale about a tapeworm being enticed from

"a person’s intestines, were told solely for interest. In fact, Dan’s habit of utilizing

personal experience and knowledge had evolved due to student feedback. He said
that students responded to these accounts as they made topics seem more alive
and tangible. The students listened intently and asked questions. For his part,

Dan enjoyed the students’ interest. 'He was animated as he told the stories and .

looked pleased when questioned.

Further, he would allow conversations to brieﬂy wander off-topic to
something which interested the students. Once [ workshee'. of riddles was given.

L 4
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'Th\s was very interesting; still, ifs function was to fill time in a Way which plzmd

|the stugents.”  « . -

& i ’ o @ 3

The lack of rigidity with which threats weré exccuted was 3 further :

: mdlcmon of Dan's desire to be accepted by students. He sddmn carried out

- threats of detention or withdrawal of high-interest activities. The pattern

“6.1.3. Pred related to  others

homeroom:
~

observed was that after a threat, students stopped the lrnw.lng behlvlor for
several minutes, but then th: thrut ‘was forgotten.

Students were also given the freedom to state their opinions. They could
sny things like, 1 think this is a stupid story®, or *This is boring, Sir*.. Dan did
not treat such comments, as out of ‘place, but rather, responded, *I agree, this is a

.
/sjupid story, ‘but the school board won’t let us use a reader which.I feel is better*

or *Give it a chance, you don't even know what it's about yet.* Dan stated that
he tried to be\open with sm'denls about his feelings and encounged them to be
open with hifi.

" Dan also appeared to seek needs fulfillment from significant others. He was
concerned about visible student misbehavior. For example, he was upset, and

" spoke to the class very harshly after the librarian reported that they  had

misbehaved during library period. The difference between this incident and
misbehavior in the homeroom appeared to be its visability to other teachers.
Similarfy, Dan supervised the movement of bis students lhmugh(‘mt the school,
even when this meant leaving-the majority of the class unsupervised in the

'

Some class activities initiated by Dan were conspicuéns ones wh‘ich would be
noticed by significant others. Interestitg art and language arts activities were

. posted on the walls. A display of antique items and books, gathered by.the

students for social studies, was placed in the hall. Thes¢ activities were visible
i AN
e
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: 'm‘milgsmions'uf the teacher's work and 'Io'cusad attention on his effofts. This is

“not to imply that this was a prime reason for doing such -activities, but rather,

thatresteem satisfactibn was a by-product because significant others would respect

the teacher's efforts.

g @ . . : .
Summary. Hence, students and significant others did provide “needs

lulf:nllme.nt for Dan, but, his growth motivation appeared to be the dominant

predisposition. It resulted in a process orientation. Dan attempted to interest

students and enhance their learning. He did this by supplementmg the curriculum

nnd by trying vdrious activities.

6.2. Influence : - i PR
‘Students were sble to influence Dan by using his prednsposmcnal stmcture

‘
A description of group influence will be given' and then the manner in which

individuals mﬂuenced him will be outlined.

6.2.1. Group influence

... Group influence was facilitated by the.fact that, like Carl, Dnn opernted the
class in.an mcons:sten% manner. Students were asked to raise their hand m get
permission to speak before volunteering comments or answers.. Realizing this
procedure excluded those who were reluctant to participate, Dan so;eurnes asked

specific students for comments or answers,

"he difficulty was that students spoke out of turn. Dan would ask one

person a question, only to have another person call out, the answer. In other *.

cases, students employed ‘attention-seeking behavior in order to gain the right to

 speak — tapping their desk ,of caling *Sir,sir*.

As s result, the noise level was high. This was aggrevated as some

classmembers used this noise as an opportunity to chat to each other. Dan
flugtuated between tolerating the noise and attempting to reduce it. .




i Y
. W i < .

This inconsistency .can be understood s a conflict in Dan’s predispositional
structure. He ‘wanted. the students to be quiet and non-disruptive, He also
wanted them to be lnterested and involved: In the hopes of generumg interest
Dan would allow students to speak out of turn as their enthusiasm rose. Then, as
some students began to abuse this leniency, he would attempt to exert more
control;, but  desiring approval from students, he would seldom f pply any
consequences to the disruptive B¥havior. .

Hence, some students would use this inconsistency as an opportunity ‘to
behiave off-task. Others would use this leniency to spesk dut of turn or to
dominate discussions. A-few would use it as an apporlunlt}' to irritate the teacher
and thus, gain approral from their peers.

The students were also able to influence Dan in other Ways. One method
cited by a student Was T *ask real sweet* dnd then *be real good*. At times
this approach succeeded: These requests tended 'to tror activities which Dan

Avalued. The class provided incentives in that they ‘behaved well nd showed

interest during these activities.

Conversely, when Dan threatened to withdraw valued activities, students
would momentarily settle down: Then, within' minutes, they would resume their
off-task behavior without being punished. One student noted that, at times, they
were not ifterested in the activity and continued the disruptive behavior.
However, the student was unable to explain why an mmcy was not always
valued enough to work s anincentive to stop misbehaving. A possible

explanation might be that on some days their interest in a particulaRactivity had
been saturated and thus it was not vilued.

Student feedback also influenced the types of activities and materials that
Dan added to the curriculum. The students' reaction to an activity was the
criterion for its evaluation. Dan wanted students to be involved in the process

and successfully achieving the objectives of the activity. Therefore, students were

4




often readts because they showed interest in it 2t to spend more of

their spare time reading. Similarly, dram got studentsved and interested,
;

" soit was continued. LS - . R

Similarly, discnssions were subject to student influence. When students

" showed an interest in some topic, though it may have been off-task, the tescher -

wouldpunhe it ¢ s e .

2.2, lmerlu-l Influence ~

+  Comments by students- ‘slmut how they. gained or avoided attention

provided insight into individual's influence upon the teacher.. The sometimes high

" noise and activity level which existed in the classroom made it difficult for some

students to gain the teacher's attention. To overcome this problem ‘students

“developed various methods, such as tapping on the désk, hand waving or even

more disruptive behavior. Some studénts said they would shout-what they wished
tosay.’

According to Dan, the success of these methigds was a function of the
content of their contributions.” He lightly stated that if the contribution began

be an indicator that a *frivolous* comment followed. From observz

with—*my grandfather told me .*, it tended to be cut off, since he judged this to

Dan's expectancy of the quality of students’ contributions also affected the Success

rate. Those who generally made relevant comments were listened to more

frequently then those who tended to make,irrelevant commenis

Conversely, at times avoidance of-attention was desired. For instance, one
student said that, when Dan was asking questions and came to one she did not
know, she would sit up and begin scanning the text as if she were searchmg for
the answer. Observations indicated that this technique was successful for those

'students who made a practice of volunteering when they knew the answers. It

appeated that Dan interpreted those who voluiteered to be interested and

competent, and thus not in need of his proddipg. :

ns though,
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" To facilitate off-task sctivity, common ploys were used. One studet cted

\ooh“ into, & book while-conversing wjth neighbours.  Another cited movm‘ a

c pencil as if writing. Based on observations, these activities were successful. The

i fact that students considered it necessary to appear on-task indieated the
unporunce of this behuvwr lo the teacher. »

- : chuﬁng, chatting loudly, llo\_\éhed in the seat, or l!nxj‘\n; out the window.

To gain a' clearer understanding of the dynamics ‘or u\her—stud;nt
‘ interaction speciic students will now be discussed. They will be considered in the
s contexl of three groups: on-task, teacher-oriented utudenti, off- us A studenlr
" oriented students; and those who fit neither of these. =

On-task, sasiharorisated shuinite lociked b toé teacher fodtlinmenl of
. needs satisfaction through on-task activity. Each student's manner was different.

Davig qulcdy did his work. He was shy, seldom contributing in class: His major

. L complaiiit about the class was that the noise sometimes interfered with his work.
iy -

2 Sigee"David-did-good-work-end was-quietthe teacher left him alone unless he
o askedforhelp. - 1 -

~
“His counterpart was Vlvun. who was l-nk-omnud’ but also frequently

to class. discussions-at times in & disruptive manner. Some of the

i ; contributions were made to gain the observer's attention. At times, she would
Ll make a comment, and lhel; look to see if she had been noticed. If the observer
was looking at her she would smile with pleasurd_Dar note
the same conclusion due to Vivian's increased input/While

" present.

She volunteered answers, d to

asked questions,
thereby enhmcm; her elteem needs. - Dan’s description was, "she likes to

\

: . Sucg-s\i avoiding attedtion rested on being, non-disruptive. The students
. reprimanded were conspicuous in their off-task behavior: e.g., turned arouid °

at he had reached <

S,



© were task-oriented. The quality of Wendy's work was yery high. In addi

" chastis

"perform*. Though he found ’( irritating, Dair condoned her behavior becatuse the

quality was good and it tontributed to the functioning of the class.
o : .
Wendy and Jessica ‘slso volyntarily participated in class discussions agd .

unlike V)vnn. she tended to contribute more sppropnnzly *that is, dunng
dlscusslons, after raising her hand or nfter being asked. She also used a good deAl g
of social reinforceinent. She was polite and smiled. These behaviors enabled

- Wendy to control both the amount of input into-class and when it ‘occurred. She

volunteered answers she knew. If she did not wish to contribute she tended tobe

overlooked, while others who had not volunteered in previous sessions were called

! .
‘upon.” Since her contributiohs snd her demesnor were good, the teacher

respunded positively. Her comments were seldom_ cut short and. she was seldom

e%o:casmnnl  talking.

Jessica's behavior was similar to Wendy's, though she was a pogrer student
academically. Her work and contributions wee primarily on-task, which resulted

_in a degree of wlen.nu This was illustrated on several occasions .as' Jessica talked-

out lond to another student about a story they were discussing m reading, but

was Dot reprimanded. The fact that' the comments were on-taak by 3 task-
oriented student seemed to be the eritical hcwr

These students ‘influenced the teacher by compliance to h}; norms. By ..«

working on-task, by contributing to class discussions and by engaging in mingimal.
disruptive behavio, they attained satisfaction'of their needs from the tescher.

Some class membars_iotked ¥ other students, 1gr needs satisfaction. ¢ One

method of accomplishing this was 16 interact with the teacker in a-manner which

* guned reinforcement from other students..

Kenny, Lori, Chad, llorettn, Heather and Liam frequently engaged in off-
task behavior--primarily talking. As a result,” they were often told to 'L\!'m R

¢
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around®, 'stop talking® or +get back to work®. " While they were frequently
* reprimanded, n certamly was not in. q‘mpnmorl to the amonnt ol their off-task
behavior. Theu misbehavior was endnred in plrt . because they were quiet and
persistent. Sev;ul of these students, who were mtervlewed mentloned Dan's lack

of ngldnty N \ ,.‘_

i
Funher, for sevem members of the group, Dan's repnmmds served to focus
the clms attention on them giving them a degree of status.
; \ |
Bud also Gsed. the teacher's sco]dmp in this maoner. When the teacher.

\
nanded him, Bud 'was wisibly pleased On one ocgasion, as Bud talked to

+ another student, the teacher grimaced at bim, then walked over and silently, but

a b !

expréssively, mouthed, *be quit of sl Bud grinned widely, aid looked éround
e :

to confirm that he had the class's kuen‘uou Another time, when told to get back *_

”/ut his mathematics, he pulled his h\aod over his head to get attention. A final
: |l|uslmj,|on oceurred during a class’ dlscnsswn with Dan seated at the back of the
room. Bud had'straddled his chair ghd was ch&ttmg to Peter behind him. The
teacher told him to turn around and move closer to his desk. Again, Bud was
very pleased 6 be singled out. Within & minute, weating s smug expression, Bud
had rotated his chair 180 degrees to hce‘Qhe back of the room. Dan ignored this

4 - | . .
+ action as well a5 Bud’s smug expression. It\was not ignored ::_ylthe other students:

The ..‘m;u disruptive student was Bud's cohort, Peter. He -frequently
engaged in off-task activity geared towards secking the sttention of the other

- stidents One day during sutworli‘ He walked over. sad pinched Liam. On
another octasion he gurgled Toudly.. Haroldhad made the sound firt, and Peter
was not 0‘6 be outdone. When mter\'uwed several students mentioned Peter's

misbehavior. S -
/

DT.,‘ would ask Peter questions as a ploy to: Keep bim outask. Many
quemon$ were asked when he was llll"n!d around hlkmg or twitling & ruler. .He
was thén i though these‘ imandg tended to be inelfective, and
were so/‘meumu ignodred. \

/( . : s
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Dan did not like to pﬁsh\'&too hard. He said that Peter had a temper
and if he was scolded too often or too hmh]y, he would “get bis back up or lose
his temper and then do nothing®. As- 2 raull Dan was satisfiedto keep him
*reasonably® nun~disrupli.ve and on-task.

Richard was another student who was uu‘led leniently due @ the u:::hzr's
perception of him. He continually chatted to those around" him. In/the middle of

[ explanation Dan would be interrupted by 8 comment which rmgl:t or might

| pot be on-topic. One student claimed that Richard *talked to Ilumel! if nobody

| else listened®. By not conforming to class ‘norms. Richard had convinced Dan
that he was hyperactive. Dan stated, *I honestly believe that the child cannot

| control himself*. Based on this perception Dan allowed Richlﬁd to talk more

than was the porm. Other students, and R|chud himself, dld not, share this

g ¥e perception. One student’s opinion was *Richird llle! ulkad .. to get other
: people’s attention®. Richard stated his reason for talking was *to stop from
| getting too bored®.

\ These students gained needs satisfaction through off-task activity. Other
\students were treated differently due to- the interplay between Dan's growth !
‘motivation and aspects of their background or behavior. For instance, Sean was a
fostr cbild.  Therefore, Dan staled that he sttempted to be more caring with
Sean because he.felt this was lscking ‘at home. Harold who was weak
-‘udem?ﬂt received more belp in this ares. On two occasions while the
observ present, the majority of a period Was spant helping Harold. {What
dlﬂ‘erentma this case from others observed was that Huold did not ask for help,
it wu Dan's decmon )

‘The most striking case was Judy. Dan found his work with her extremely.
satisfying; yet, while the observer was in the class, Judy's behavior was often .
aggravating and seldom rewarding, She slouched in her seat, exhibifed poor work
habits and was often inattentive. Referﬁng to this sort of behavior, Dan stated

* that, while she still could be very irritating, the improvement since September

e sttt it



secing ber change over a penod of time.

.
had been tremendous. The reward was the process of worlnng wnh Indy and in
.

Summaty. As'a group, students could influence Dan to do certain activities.
They influenced his decisions about the types of activities done in class by their

reactions to them. Individuals, in complying to Dan's norms, were viewed

positively and allowed to volunteer out of turn. Other students were able 4o’ -~ -

engage in more oﬂ task be avior. Some were sble to interact negatively with Dnn
And thus, g.uned needs um!v:uon from the other students.

A
6.3. Conclusion

Dan was predisposed to attend to several types of student behavior.

Consequently, he was influenced by these behaviors. In-order of importance they

are: interest and achievement in the task, on-task behavior, and non-disruptive
behavior. Social reinforcement was a factor in that it affected how the teacher
perceived the studénts,and thus how he responded o requests. It also influenced
how leniently the s'.\lde'nts were treated. Still, it was not as npul‘ltmt a factor as
the lhree mentioned above. .

*To summarize student influence upon Dan, it is helpful to consider .li‘_s
behavior within a model which categorizes his responses to these types of student
behavior. .

(1) Students who were interested, on-task and.non-disruptive, were thought.
very highly of by Dan. He would bg involved with them and allow their interests
to dictate the direction of the work. '

(2) Students who were interested, on-task, but dhruplivé, tended to be

“treated leniently. While Dan would It’hlllpl to stop disruptive behavior, he was

willing to sacrifice this, within limits, to achieve interest and involvement with the
work. " This in part accounted for the noise which existed at times.




] (3) Students who were interested, but off-task, and non-disruptive, tended to
" be. temporarily overlooked. This Was because such off-tssk activity was

‘temporary. Since it was not disruptive it was overlooked..

(4) Students who were interested; but were off-task and disruptive were not
an_issue, since this seldom occurred.” If they were interested, then they were on-

task except for short periods of time.
" -~ S .

(5) Students who were disinteresteds and were on-tsk aad non-disruptive

- were left to work alone and be helped if necessary. Tn many cases visible interest
would not be a factor. Silent reading or seatwork are examples of this, However, - *

during astivities such as discussons, when interest was desired, Daa ncourad

.Il the students to take p-rz ) ® §

(6) Students who were dmntere!ted on-task and disruptive were noticed by
the teacher. 1If .they- Were' engaged in some distracting activity ‘such as
absentmindedly humining, they were told to stop. However, this category. also
included such activities-as making negative cotments about the material. In'sich
cases, Dan allowed students t6 state their opinions. ; e

(7) Students who were disi off-task snd non-disruptive were made -
to get back on-task when noticed. However, ‘often, due to being non-disruptive, &
there was a time lapse before Dan reglized that-were off-task,

Students who were disinterested, off-task-and disruptive were frequently
scoldeﬁ%} The behavior of. this type of student attracted the teacher's attention
‘and was st odds with the goals which he was attempting to attain. There' wers'.
however, several of these students - for example, Sean, Richard, and Peter -
whom Dan perceived of ss having special needs." Thus, they received differential

. trefiment. s , o L T
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The purpose -of “this chupter was to discuss the conclusions whith were .-

drawn wnlh respect to the resurch quwlons, to exnmm:z their Lheore cal
Y lmphcntlons nnd to present recomm dmons for practlce and future, rese: 2

C‘oﬁclumons

: i The bonclusxons il be discussed:in order” of um questlons pxeqented ot
L Chnpler 3 : LR . .
SRPRRRS Yo e v S
s 7.1:1. What ‘are the specific student | ‘behaviors which innuence t-euher s

e belnvlor in the classrooms obséryed? - ) ; . =

To sepanle atudent ml?nences frdém the cnntext of the mtencuqns within *

oo which they occurred, nnd to cltegvnze them, i§ a wmewhat artifidtal exercise.
' . One reason is tqnt these st\‘ldenu used. several ‘types of influence goncurxently
‘when. interacting with the teacher. (This was exempllﬁed i:y Scott-and Jeiry-in,
erl 's class. Bothr persistently spoke out of lu:n, but,Scott was attended to more.

" frequently because his comments were oftei. relevant or Humorous}and because he /* ~ *
Tt used better social skills. Therefors, to sa; that, » single behavior influenced the ;'
teacher is- misleading, when uken out'of the_cdntext of the student's totgl
behavior pattern.. < ) =5 ;

o . s 5 Ny

N . o AN
Further, the students' behavior had a Eurpulative effect ypon the unhe;'s),
perceptiom of thein. Newcomb (1968) bas noted that change in attitude occurs




™ instances. -He

Js new residues are ac‘gnired lhmugh ekperience”. Carl hwd been frustrated by ’

with several students. He said

his of this/ph in bis i

that e *Helt because he had overreastod {p their behavior in specii

ved this.was-due to the attitude he had formed because of

their previous misbehavior.

. In addition, Newcomb (1968) poted that a perceptiong€erts a *dynamic®
influence on the individual's resPonses. ‘Thus, throughout any ‘student-teacher
mv.enct\on teachers’ attitudes will influence reactions. This helps account Tor the
fact tlnt Ron reacted differently to s'!udents who had not completed their
homework. ll,» also helps in understxndlng Ron's different expectations with
regard to-work. In Pan's case, his percéption of Peter as having a bad temper

‘caused him to be more lenieft with him. He perceived Richard to be a

byperactive child, thus he was allowed to talk more than other students. Further,

“itwas because Dan perceived of Vivian as a “coy female* thal he reacted

negatively to her social-reinforcement. - .

It s also-important to note that the same typé of behavior was often used
by two different students to achieve very different results. + According to the
students' definition of the situation, what they desired was very different. .For
instance, & student-directed student might interact with the teacher op-task as a

r‘ne‘:ns of ultimately being able to interact more with friends off-task. Such was
the case with Roger in Rén's class. A teacher-directed student, on the other
hand, might interact with the tencher on-tisk to gam attention. ' Patsy dld this in

Ron's class.
’ :‘

" Reslizing these qualifications, several categories of student behavior which

_ influenced teachers can be discussed. . . : -

i
!
i
i
|
l



7.1,1.1: On-task and off-task behavior

Al three teachers valued on-task behavior. Consistantly applying oneself to
septwork, or having one's homework done raised the tescher's opinion. ‘An
interesting example was Cathy, ‘who showed great improvement i her work
habits-over the year. As 4 result Ron ranked her very high in terms of class.
standing; even though he admitted she still was not ‘an academically strong

student. Further, he openly praised her in class’for her improvement.

Besides raising the teacher's. opinion of themselves, studerits were treated k

more leniently if theybehaved primarily on-tasly Students, such as David, who
liked to keep & low profile, and have little teacher cofitact, were allowed to do so.
Conversely, if students wished to volunteer, ss did Vivian, this was also tolerated
more than the norm. * Further, more off-task behavior by those students, who
were primarily on-task, was often tolerated. Tody and Leslie exemplified this
dynamic. Jsnet was an’additional case of good work habits allowing a certain

amount of off-task behavior with no consequences.

Students' willing participation was also valued. Those who volunteered .

answers and made contributions to discussions tended to be held in high esteem.
Thils was especially true with Ron. Such behavior achieved several other fésults.
It gained the teacher's attention. With some studepts, such as lan and Vivian, it
served the additional purpose of gaining student attention. Alternatively, Wendy
used it to avoid being called upon by Dan to answer questions which she did not
know. She would participate when:she knew the material, then refrain from

participation if she did not know the material.
|

Several students used off-task behavior to influence teachers. They‘ were

able to. draw the teacher off-task, thus gaining|the teacher's attention and

consequently the attention of other students. A teacher. who was irritated by the
students’ off-task behavior would ‘react by scolding those responsible. ' These
reprimands gained the attention of other students.’ John exemplified this typé of
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student. He éonspicuously would not do his work, and thereby, drew the.teacher
off-task. In this way, be gained esteem enhancement from his peers. Liam and
Sean did the same sort of thing in Dan's class. . S

" 7.1.1.2. Disruptive and non-disruptive behavior

Students were also able to influence teachers by being either disruptive or
non-disruptive. Most did so by being non-disruptive. Students who were non-
disruptive could have more off-task behavior tolerated. In part, this was due to

not being noticed.. Often however, the teachers were aware of a student's

inattention, but ignored it, choosing instead to attend to a more pressing issue in

_ the class. Kirk was able to ggt by with a minimum of work, because he did not

disturb the rest of the class. Ron knew that Kitk had glven up any hopes. of
passing; therefore, since he was not disnlptive‘, he was not pressured.
A

| .
i Whil t students complied with teacher norms to gain what they desired,
several didm' . These students would not comply and thereby gained

teacher and/or peer attention. For instance, Scott would interrupt discussions to
capture the teacher's attention. % .
Students often used disruptive behavior as a form of negative reinforcement
to influence the teachers. A common use of this spproach was'to gain attention.
Students would continually edgage in conspicuous activities until they were given
attention. Scott would repeat & statement 5 times, predicated by *Sir" until be
was acknowledged. Jerry would wave his hand continously until the teacher
assisted him with Seatwork. Lorrie would tap on her desk until noticed. -«

Several students had been able to create & greater tolerance for their off-
task behavior through a type of negative reinforcement. " If some disruptive
behavior, such as callitg out answers, was continually gepeated, the teachers first
tried to change it. Upon failing to do 50, the teachers then modified their

. behavior in an attempt to avoid further irritation. Hence, Carl reprimanded Scott

snd Jerry less and Dan labelled Richard as hyperactive.

?
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In a varition of this, students used disruptive behavior as a type of negative
reinforcement, which was then used in conjunction with a form of contingicncy
contract. Students in Carl's class bargained with him: they wauld behave, if he
gave them some concession. &

" 7.1.1.3. Behavior Indicating Interest or lack of Interest

Student’s observable interest influenced teachers' decisions concerning the
curficulum. Carl knew his students enjoyed following up social studies usits with
art actvities, 50 he accommodated this nterest. |
' Teachers were alss affected by the lack of interest exhibited by students, If
students were not interested in-a topic, or found a pnunulnr method of
presentation boring, they engaged in behavior which indicated this Tact to the
teacher. In Dau's lass students began talking to eachgsher. If they bad been

reading from the text too long in Carl's class, students began fidgeting; and were

: ‘inattentive. Ron said that he had done few group projects with his cliss because

they *fooled around, wasting a lot of time during group work*. Research has
conobornted that students use’this approach to resist formats with whlch they are
not ccmfortnble (Good Z Bmphy‘ 1984).

7.1.1.4. Posltive soclal relnforcement and négative soelal relnforcement

Students influenced .teachbrs through their.positive social feedback. Ron

attribited the positive response of studeats to a more interactive approach, in
which facilitative conditions were provided, to his adopting such  teséhing style.
Thus, while this style was very instrumental, it was students who were influential

in bis adopting it. i . ¢

In a more personal context, such belnvlors as :mlhng, muklng eye contact,
being hel _I

and showing warmth had slgnmcnnt influence: When Leshe smiled

apologetically, it gained her a certain tolerance. ‘Requests made by sludents using
thege skills appeared to be granted more often.

.

@



(
I
[

103

Conversely, some students did not want contact with" the teacher. To

" achieve this they would refrain from smiling 6r making eye contact and would be

cool towards the teacher. In: this manner they were able to be Jeft to themselves
and contacts with the teacher tended to be brief and less frequeat.

7.1.15. Requests B

With the proper use of the ’sorls:o[ influence mentioned above, students
were often able to simply state their opinion or ask the teacher for something, in
order to have input into classroom fun®ioning. The teachers wanted to make
school a pleasant experience (or place) and would .camp]y with reasonable

requests.

+ ' Summary. Thus, students were able to ‘exert influence in their interactions’ ,

witt®be teachers in o wide variety of ways. Often, several of these techniques
were used in conjunction with- each other. Further, the students'. behavior
influenced - teachers through its cumulative effect on their predispositional

structures. 5

7.1.2. What are the overall patterns of student-teacher interaction and
in Wwhat ways do they differ for each teacher?

In discussing the three’ interaction patterns it would be useful to apply
L\mdgfen's (1072) concept of frame factors. This term is used to refer to
intervening factors in the environment Which limit what occurs. The texts, the
board policy, the administrator's rules, the bussing schedule and the parents' goals
are all frame factors. Iheir significance is that, for each of the three classrooms,
many of the frame factors were similar, and thus, could cause the similarities

- between the classrooms' interaction patterns. ,
kg \

While this concept helps account for the similarities, it also explains some

differences, as the frame factors' were not totally alike for each classroom.

Bussing did not limit Ron's class as much as the others, because fewer students
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were bussed. The principals in each of the schools were very different in their
style of administration. The students’ personalities were also poticeably different.

In applying the concept of frame factors to this research, its definition can
be broadened to include the predispositional structure of ‘each person under

 consideration. By alfecting ow the teacher defined the situation, these factors

limited the decisions the teachers would/make concerning their behavior.

2 )
Before comparing the interaction patterns (vhi:h reésulted, each teacher will

be considered separately.

7.1.2.1. Significant others motivated teacher -

Carl perceived his primary ‘source of, needs satisfiction to be significant
othets. Of pa icular m‘paruncb were those teachérs who taught the same grade
and the lolluwmg grade. The,plrents were also important. Carl attempted to
gain saushction by operating his.class in a manner which these significant others
valued. This included an emphasis on. quiet, on-task behavior. Also, it had
the dated i .with_Carl
continually attempting to set a Iast pace. It bad made Carl very aware of the
ippumee of the work students produced. In shoft, Carl tended to emphasize
tasks and student behavior which would, in his .ell.imu‘mn, elicit reinforcement

resulted in a0 emphasis on

from other teachers and parents.
|

Whlle significant othiers were the primary source of needl ntP(nhon,
students also provided Carl with direct needs  satisfaction thmu*h their
interactions. Therefore, Carl frequently behaved in ways which he hoj
please students, He wonld oensxonnll( allow jokes, or off-topics discussigns.

would

;
To comprehend the mteucunn‘pmern which resulted, it is alsq crucial to
understand the class composition. A group of students resisted complying to Carl's

norms, and thus, had exerted euns;der-ble influence, over the rest of the class.,

They could be copsidered a steering group (Lundren, 1072) i that they influenced




the behavior of the others in the class and commanded a high percentage of the
interaction with Carl, who who was often solely reacting to their contacts with

him,

The. behavior of this group and the control they had over classroom
- intemctiq‘n caused tension because their desires were at odds with Carl's needs
snushcuon by significant others. Carl felt this class wassomewhat out of control,

in that, they ‘were not cnnsxste'ntly quiet, orderly, on—usk or producing quality

work. The result also was an ongoing struggle, with a high degree of negative
interaction, as Carl reprimanded students and cajoled Xth.em to comply to his
norms. During the year, the students had successflly changed Cail behavir, in
that he had become more tolerant of misbehavior. Carl said he had attempled To
change the manner in which he conducted class discussions, though ‘this had only

been marginally unsuccessful. :

While there was conflict between-the studem; and the teach;r, there also *
had existed a good ‘deal of positive interaction. Carl allowed students a fair
degree of freedom and encouraged them to share things which they found
‘interesting. This could involve telling the class a story of bringing a pet to school.
+Corl liked to talk with ‘thein during recess or lunch. The studénts enjoyed talking

with him." : .

7.1.2.2. Progressive non-technical teacher N

Ron focused on the students’ geeds in his teaching. With regard to his own
‘needs satisfaction, this served two purposes. One, in interacting with students,
Ron was able.to gain direct needs satisfaction from their feedback. Two, stidents,
in response to his x‘yls had behsved in & manmer w)mh bas_been traditionafly
valued by significant others.

Diurtng ool Gste etstudeate werzqules audiomtisks s yndir iy

were compliant; and seldom departed from the norms Ron had set. -In the context
. of subjects such as religion or health, theyt’ were open and personnl: These
discussions proceeded orderly, and in a structur®d manner. *
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Several factors have been attributed to this pattern of student behavior.

First, the class did not-have'a group of students or even one student who

influented the others by modelling disruptive, off-task behavior. Ron said there

‘was no leader. Early in the year there had been a boy who served in this

capacity, but his family had moved.
Second, during the first two thirds of the year Ron said he had set up
consequences for breaking important rules. 'Further, during this 'time, he

Conspicuously tracked the behavior of students.

Third, the student-teacher interaction was primarily positive in nature, with

Ron providing what Aspy and Roebuck (1976), borrowing from Carl Rogers, has-

cdalled ilitati iti empathy, g! ., and positive . regard.
However, while Aspy advocates giving these unconditonally, Ron appeared to
have made giving them conditional upon the students' behavior. As one student,
speaking about the reason for her improved behavior stated, *Mr. McDuggell
didn't yell ot me when I did good work.” Ron also implied this when he stated
that he could not have eased up the pressure unless the students had responded to
the way he taught. .

Related to the positive ways in which the students and the teacher
interacted in class was:the fact that they also frequently interacted outside of
class. Ron chatted with' students during recess and lunch, and was involved in
student-related activities after school. In addition, students visited Ron at his
bome, .~ ’

B
. ! o %
. The students played a significant role ‘in bringing about this sort of
1 i . It was their responsi which had initially led Ron to
adopt such a manner of interaction. Further, as Ron indicated, it was the way
they responded to his style which determined how strict and structured he would
be.
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The final outcome was that students were content with the manner in which
Ron operated the class.and fhus were not constantly ll!empting- to affect change.
Their needs were being accommodated. Furthérmore, they were relating to Ronsper
in ways which be found very pleasing and their behavior was also indirectly

rewarding. p : .

« 7.1

. Growth motivated teacher h

Dan's teaching was growth motivated. He endeavored to teach according to
his values. The' motivation for most of his efforts was internal, due to
involvement in the teaching process. 'He nitempted to nu‘n.mn the mandated

curriculum by adding new maferials and improving upon the existing ones. He .
also tried to vary the pme'm:zion of the content.in an e"nr; to make it as
inferesting as possible. Besides being process oriented in the classroom, Dan
involyed himself with the system which affected the students. He did committee

work related to the curriculum and kept in contact with parents. "
¢ g . o

Still, Dan also atterhpted to meet his deficiency needs, through his
involvement with significant others and the students. Hel fostered a caring -

et g e

re_lﬂionship' with students and engaged in conspicuous f“vﬁﬁ which would

—gain apptoval from parents, teachers and administrators. Hence, to some degree

,- his career met all of his needs. . This & in keeping with the writing of Roe (1956),

who stated that an occupation has the potential of meeting a person’s needs at all
leyels. < o

Dan’s class liked him and-enjoyed interation with hirg; however, many of

. the students were student-directed in terms of needs satisfaction. This meant that
their beh:
other students, rather th,n the teacher. The result was behavior which was at

jor was frequently ‘oriented towards gaining needs ‘satisfaction from

odds with Dan’s aims, s it was disrupti - to classroom functioning. In
to stop such behavior, Dan was drawn off-task and employed empiy threats. ) '
Further, the manner in which the interaction- took place tended to be

J
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inconsistent. Dan's predispositional §tructure led bim to delire quiet, on-task,
non-disruptive behavior from students| ‘However, having students interested and
participating in the ongoing process appeared to be more important. Hence, Dan
was willing 't sacrifice somé control|in order to facilitate the generation of
interest and participation. S\}wﬂ‘ring of student behaviors helps to account

. for the inconsistency of interact |

While therg/ was negative interaction, there Was also_muéh positive
interaction. Oftén this centered about the activities which Dan introduced to the
class, He usedxgany high-interest activitles which were not patt of the mandated
cumcnlnm The students nppref}gtad thls It was one of the l.hmgs which they
highlighted as  réasdh for iking him. \_

The students were able to inﬂuence\whnt occurred in class by the feedback

. Syithe
i they gave Dan. The“activities they showed interest in were ‘prolonged, and
repeated later. 1. .

© 7124, Ccmp.rlm of teacher types |

\
/ In companng these three teachers uvenl trends stand out. The first of

these was the high pércentage of positivelinteraction in Ron's class, aspscially
i
relative to the,other two classes. Threats, warnings and’ pestering were not

" needed to get the students working as was the case in the ofher clasids.
T

peers in an attempt to gain needs satisfaction in Ron's class. Again, this was not
the case for the-other two classes, each of which had a considerable amount the
peer-directed activity. |, - )

Ron’s goal was to make the class & comfortable place for students, but orie

it which they were compliant and on-task. His assumption was that if facilitative -

conditions were provided, then ledtning would oceur. -

| .
Correlated to this was’the fact that|little behavior was directed toward
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While in Dan's classroom, it became clear that he was less concerned with
. . "
ofder as long as the process was working and the students were interested and

successfully learning.” While not always s effective as he would have hoped, he

did have a very clear set of values and he operated his class in an effort to achieve -

! - his purposes.

In working with students, Dan attempted to affect their whole system. He
not only worked with them in‘class, but also attempted to change the curriculum
a.nd school policy. He also worked with, the parent, while the other teachers
worked primarily with just the students.

The fact that Carl was pfimnri_ly significant others motivated meant that he -

was largely governed by the norms set by this_group. As such, his teaching
appeared to be mote externally motivated than that of either Ron or Dan,

The speed at which classes were paced also differed. Carl often burried- the |

class in an attempt to get the curriculum covered. Dan planned his agenda in
advance and attempted to meet it. Ron t#hded towards letting the students set
the pace. He kept them on-task, but applied less pressure on them to speed up.

Even though the teachers basically abided by the mandated currieulum,

each matters differently. Carl, the traditional teacher, followed the

mandated curriculum more than the others. He tended to work directly from the
text. In deciding what would be done, a major consideration.was how it would be
viewed by significant others. ) :

Ron, mainly used the text, but enphasized discussion to personalize the
material for the students. Ron did not ¢riticize those having difficulty, instead he
attempted to understand their problems with the material and to help overcome

them.

Dan, tended, to add many activities to the mandatéd curriculum which. he
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. felt were geared to the academic needs of the students. Further, e attempted to

manipulate the presentation of activities so that the format varied.

The manger in which the teachers approached the class was also reflected in
the reasons students stated for enjoying their teachers. Carl was appreciated for
bis bumor, tolerance dnd helpfulness. Ron was liked because be was helpful,
understanding. Pl aring. Dan was highly thought of because he gave interesting
work, and relatedsBaito the students. E 5

In comparing the teachers, it was clear that"their motivational ‘structures ~

were useful to help understand studert influence. Still, these psychological
constructs proved to be leis useful in predicting the sorts of influence which would
occur. Though the teachers had different motivational structures, the manner in
which they were influenced overlspped considerably. Hovever, it was possible to
rank the student behaviors which were influeniial into s bierarchy. From this
hierarchy, it was then possible to consider the power of these behaviors as

* incentives for the teachers. Those whick were higher jn the hieraichy, were more

. valued, and thus, capable of exherting a greater influence upon the teachers.

/

v

The hierarchical arrangement of behaviors whichserved as incentives for
Carl was, from most to least important: (1) non-disruptive behavior, (2) on-task
behavior, (3) positive social reil (4) letion of the curri and

(5) student interest in work. Orderly behavior and on-task behavior were ranked
first and second because Carl's attempts to obtain these behaviors dominated his
interaction with students. Positive social reinforcement was ranked third because

,Carl responded to it and sttemptéd to gain it when interacting with students.

Student ‘interest was important, but was ranked-fifth, below completion of the
curricuum because he would sacrifice student interest to cover the curriculum.
g

The behaviors whith ‘affected Ron would ‘be arranged in a lierarchy as
follows: (1) on-task behavior, [3) non-disruptive behavior," (3) posmve social

) studenl i and (5) i ] + The”

S o
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importance of on-task behavior was evidenced by the strictness with ‘which it was {

enforced early in the year. The same Wil tfue for non-disruptive behavior. (- -

Positive social reinforcement was ranked third because Ron devoted considerable

time to receiving it from students. However, he did not let fulfiliment of this need

interfere with obtaining non-disruptive or onetask behavior. Behavior which
indicated contentment was ranked fourth. This terin was used 'to sefer fo
 interest, and student comfort. He believed students needed ‘to have a comfortable
_ environment, and therefore, feedback 15 to how successful'he-had been achiéving
) this goal influenced him. . Completion of the cmw“‘w;s ranked fifth because .
) though it was a goal ‘which Refl Strived for, it recéived less emphasis than the’

oiher goals already ment‘innéd‘

' i f .
. Behaviors ’wbch mﬂnenud [Dan would be hlenrchxcaﬂy arulnged in the
following manner: (1) student intkrest, (2) 'student uh)evement (3) on-task . ¢

or, “and- (5) positive social Feinforcement.

behavior, (4) non-disruptive beh

Interest and achievernent were ranked hrst and second due {o the efforts Dan =~
v " made to attain these gosls. Ontask behavior wes ranked third because, though
not emphasized as much-as interest, the. teacher realited it was important if
students were to master the curriculum, and therefore, attempted to kept students
primarily on-task. Non-disruptive behavior was also-desired: Twas ranked below -
the others because Dan was wiling to-sacrifce this, Jo;/dzgree, in ordef to
achieve goals which were more valued. Positive'social reinforgement was sought " |

after, but not :t the expense of those behmars already mentioned,

. Summary.* From the comparisons, it is clear that considering a teacher's |
’ motivational structure s useful iy understanding what occurs i the classroom.” - "
- Dan emphasized aspects of teaching which satisfizd his grovth needs..Rou focused

on the students as a means of needs satisfaction. Carl had structured the class in’

ways which would attain needs satisfaction from significant others. ,However,-a;
alternative may be to organize influential studént behavior into a hierarchy which ..
then cauld'be used to predict student influence. ", ™ % ', uf
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7.1.3. Is the student motivated teacher more influericed through spcial . ¥}
. reinforcement.by the students than either the growth motivated ' &

: teacher or the significant others motivated teacher? s g

~ C

"A compatison of thiese three teachers indicated that fhe progresive non-, -
technical teacher (student motivated tn\gher‘) was' in fact more influenced by , . -
students! social reinforcement. He focused on the students' needs and .attempted )
to make school comfortable for them. This focus. made hiin sensitive to student
feedbacket® he attempted to foster a relationship with' them. If a student gave - -

him minimal social réjoforcement he would spend less- time with that student, .
‘believing -that the student, within limits, ,skiowld - determine . the amount: of |
intersction. Students who voluntarily intefacted with the tescher received a ot " . /
of teacher attention. Further, this teacher made . point of spending time with' = |
students during [ree time. He even encouraged them to visit his home. : i
: ’ < s e g I~

§ Funher, while it is true that he attempted %o receive needs snusfunun n-om » i
'significant others, he tried to do so by being student-directed. Sl |

. - . * . ' . d

The other teachers were also inﬂu!nceld,by students’ social reinforcement,
but other factors were more likely to override“its effeét. -Thesignificant others B
teacher was more coficerned about pleasing teachers and perents. (Still, in Casl's )
class, otial reinforcement tended to gain the students more tolerance oY their
mnsbeh })r) The growth motivated teacher placed more emphms upon the
proces: teachmg and hiswole in this pmcess -

\
7.4, l. the sign| others d teacher ¢a more
through Indirect motivation than either the student motivated .

teacher or the growth mptivated teacher? I

The Jfindings did mdlcate that the significant others motivated teacher Was 5
more influenced through indirect student incentives’ than. the other "\.enchers
Intervmwa With him revealed that he was m\mh more conscious of other tenche@_\ %e
,lnd ‘parents judging him by students' h&hnvlor thea. eithier of the other two 5
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N teachers. He tritd to have the students bring ool work home to the parents and
attempted to havs the students quict and on-task because of the other teachers.

technical teacher. He stated that. he had felt the need to prove himself asa
. teacher ‘in the ps.st This indicates his need to gain approval from” slgnlhcant
others. In class; he made sure that the students bebaved according to the norms

this ‘group valued ~ non-disruptive, on-task behavior. The reason that indirect

\ ", student influence was. jidged to be less lmportanl for this teacher than the

4 “ significant others muhvlted teacher was lhsl it was not as dommam lu influence.

growth related activities. E

'7.1.5. s the growth motivated teacher influenced less by studenits than
cither the student motivated teather or significant other
motivated teacher?

The answer to this question was not entirely cleas. "Overall, the significant
‘ others motivated teacher appeared to be-the most influenced by students. The
progressive tion-techniéai teacher was also idfluenced by stidents, but he had &
very bigh level of classrobin control. Wit the growth motivated teacher it was
.o/ difficult to discern the degree to which student influence was a function of.his

attempls to consciously involve them in the decision-making process.

o

»

Howeve;, indirect reinforcement was also important to-the progressive no-

The growth motivated teache was also influenced by indirect reinl’arcemgnt .
g from the stidents. However, this appeared to be secondary to his emphasis on -




. 7.1.8. Is'the others teacher Infl d less by

students than the student thotivated téacher? '
The results of ume case studies indicated that the significant others
motivated teacher was most influenced by students. There are several

explanations for this finding.

The teacher claimed that ths class was unususl Because there were several
students who resisted his Mofluence ‘and had exerted considerable influence over
classroom functioning. This being the case, then the influence exerted by students
most years wo\lld be consldembly less than observed

A second consideration was the teacher's desire to obtain direct needs
satisfaction from the students. Besides obtaining needs satisfaction from

significant others he wanted to be accepted and respected by students. %

Third, bis desire to have students behave in ways which resulted in needs® -

gratification from significant others may have made him more vulnerable to
“infltence, than either of the other categories of influence. Student provision or
denial of-thiese behaviors may have been a very powerful incentive for the teacher.

7.2. Theoretical lmpllca\‘,lom

One of lhe purposes of this research was to obtain data in which to ground J

theoty. Thn.s section will discuss the implications which the findings had for the
theory initially geneuted through a review of the literature.

In brief, this theory: stated that classroom intéraction,is bidirectionsl; that is,

O ) 5
teachers influence students, but l‘!ldlll(l also influence the teachers. A definition
of the situation occurs through an interplay, of observable student behavior with

the teacher's predispositiona] structure. Thls then serves as a basis for decldmg\
. ~

how-to behave. - -
-
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The findings confirmed this theory, but also suggested that there was need

for modiﬁcution of the theory: B
/ .

7.2.1. mdlmnnn.my of model ', . ' .t

The observations did support previous research which had found that the

i process was bidirectional. In all three cl the teacher not only
influenced students, but also, was influenced by them. Hence, a model which

attributes students the role of mere reactors to the teacher. js incomplete. A

tudent-teacher relationship is better und, in the context of a bidirectional

model . e i

This must be qualified with the. realization ‘that the teacher was' the most
. powerful actor in all three cases. This was in'agreement with the findings of
Randhawa (1982). :

7.2.2. Inifluential behavior and attitude change

The findings also gave insight into how student iﬁnmce/mm,
Observations indicated that student behaviors which became part of the teachers'
objective situation influenced their behavior. These behaviors had an immediate
effecy upon the teachers. Negative reinforcement also caused the teachers to
charfge their behavior. . -

" Asecond category of influence ofrred over a longer period‘of time as
B = student behaviors changed the predispositions of the teachers. This became

evident during the interviews: The teachers talked about how they had formed -

certain exbectanciés . for..students “aiid how gaining insight into students’
backgrounds had changed the manner in which they interacted' with individuals.

+ For instance, Ron had become more structured with this class 8s a result of

\ i . previous interactions during the. first part of the year. He did this because he .
A expected it to result in student behavior which he valued. ~
Y. A - “ >
, <y N 5y
. 5
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7.2.3. Motivational structure

Teachers were “conceived of as possessing needs as outlined by, Maslow
(1970). The observations and interviews indicated that they behaved in ways

which would obtain gratification of these needs.

Satisfaction of needs was further hypothesized as coming from three major
sources: directly from students; from significant others, in which case, the students
served as indirect satisfiers, with satisfaction being contingent upon their

" behay
Agal
valid; ot |

; and from the teaching process itselfl which was internally satisfying.

Further, findings indicated that the differeatteacher miotivational structures
could be attributed to the differences observed. The students in the significant
others teacher's classroom were able to influence him by-behaving in ways which
would be valued by. teachers and pareats. For instance, they ‘bargained to be
Squiet, if they received some concession i return, Students in the progressive non-

technical class did influence the teacher through social reinforesment. By giving

minimal social reinforcement, students were able to drastically reduce the amount,

of contact they had with the teacher. Positive feedback to the growth motivated *

teacher about the materials used and the presentation of if, influenced his
teaching. These three examples highlight the fact that the motivational structure
did affect what would influence the teacher.

] + "
However, while the findings did support much of the theory, they also

indicated that it was incomplete. The research revealed*that the motivationalr

striicture was more complex then hypothesized.

. Teschers had been categorized into three groups according to their
amotivational structures, the underlying assurhption ‘being that a teacher was
either one or the other. The observations did indicate tendencies which

~ 5

, observations and interviews indicated that these three catagories were

smsiin g o s
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corresponded to these hypothesized categories, but they also suggested another,
conceptualizaton of the construct. .

S

from'significant others. All three were also motivated by the desire to obtain

The three teachers observed were all motivated toobtain needs gratification

direct satisfaction of their needs from students. -Only one of the teachers was
significantly motivated to satisfy growth needs.

This datd led the researcher to hypothesize that the categorization of
teachers might better be concelved of as additive in .nature. Thus. most leschers
would be motivated by both students and sigaificant others, with one group
usually being perceived of as the dominant needs satisfier. Those who are growth

motivated, would usually also gratify their deficiency needs through teaching.

The reason significant -others ere influential in all three, cases was likely,

due to the control they have over a teacher. Teachers' careers depend on the

" velationship they foster with administrators. Parents are able to cause trouble for

teachers if they so desire. Further, teachers tend to have stron@;" predispositions

about the rights of parents to control their childrens’ education. Acceptance or

rejection by colleagues, whom a teacher interacts with each day, is also a powerful -
incentive. ~ Hence, while all three lesche'rs perceived their relationship to 1
significant others differently, they were all aware of the 1mporhnce of compliance

with their expectatioms. "\

The students also were"powerl’ul motivators in all three cases. Teachers
spend approximately four to five hours a day in contact with their students. The3
magnitude of this interaction alone makes the potential for influence siguificant.

Further, sn important factor related to student inﬂu:nc_e,’which emerged
during the interviews, was the teachers' ideological positions about their role.
Each' believed that students were the reason that schools existed. As such,
students were s central focus of their tesching. This contributed to the teu:hm
responsivenes to the studenu
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Growth needs emerged as significant with ofly one of the teachers. This is
in keeping with Maslow's (1870) theory, which held Ilm growth needs are not
necessary for psychological health and as such would nét alway's be expected to by
present. Further, it logically follows that when growth needs are: present, they

< would be satisfied in conjunction with the ongoing satisfaction of deficiency needs.

As Roe (1056) indicated, an occupation has the potential to satisfy all categories

of psychological needs.

Thus, a more plausible conceptualization would be that for the majority of

teachers their careers are a source of deficiency needs satisfaction. Bothy

-
significant others and students would usually serve as satisfiers of these needs.

‘With some teachers their careers would also function as a source of growth needs

satisfaction. In all cases, their motivational structure would provide a basis of

student influence. .

This does not hopvever, negate the possibility of teachers who fell solely into
one of the categories. For instance, teachers might in fact be primarily growth
motivated in their teachiag career, if their’deficency needs were met fotally -

outside of the context of teaching.

Other possibilities might also aceur if teachers were deficiency motivated,
but had béen ostraized by oné of the sources of needs fulfillment. Such would be
the case if the teacher had been rejected by the students. The oppostte situation
could also exist. Another possibility, whichhas not been discussed, would srise if
' o Soew iy 6k Vg o Ny ik e

Hence, lhjjndmp do not nepte, but uther, qualify md expand upon the
model as it s first stated. . .

i
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7.3. Rew{imgndmum

This section will discuss the implications of the findings for research and. -

practice.

7.3.1. Recommendations for research

The findings indicate several areas of further research. First, longer term
casepstudies should be carricd out which trace the development of the interaction
between the students and the teachers over a longer portion of ‘the school year.
The interviews indicated that the early part of the year was especially significant

in the formation of interaction patterns. ) ' 5

Second, further data should |be “collected- to help develop a better
understanding of the motivational categories of teachers.

;l‘hird, research should be conducted which delves specifically into the

. relationship between the teachers' motivational structure and the manner in

which they define the situation. = -

Fourth, observatidns should be c':r!ied out which collect quantitative data
on the types of student influence which hive been discussed in this research.

" Fifth, in retrospect; the assumption that certain bebiaviors are indicative of
either of the motivational categories may be a limitation on the logic of the study.
For instance, the finding that the three teachers desired order may indicate that it
was not really a result of sigrificant others motivation. Therefore, - these

+ assumptions should be tested.

' 5
“Sixth; in researching this material the teacher interviews proved very

informative.’ Further research into the nature of teachers® motivational structutes

and student influence should be conducted using this methodology.
~ :




Seventh, a questionnaire should be developed which nlts teachers to respond

. to certain teaching situations. This approach, using the &(ht situations could
prove very useful in collecting data on student influence. It could also be used in

conjunction with a device which identifies the motivational type of the teacher.

— Eighth, the Q-Sort developed for the selection of teachers, proved to be
useful in identifying teacher orientations toward the categories, but it was
ineffective in discriminating which category was dominant. Therefore, it should
be further dtveloped s0d tested fr rlsbilty snd v.mmy

Ninth, -the l.ype ol student — low academic student-directed or. high
nﬁemle unher»dnecud - ;ppesn,d—tn be a significant variable in this study

rtgarding /the type of influcuce they exerted.  This area should be further -
investigated.*

Tenth, more research’ should be carried out in categorizing the student
d determining whether they can Re used s
a means of predicting student inﬂuenr upon the teacher.

behaviors which influenced teachers

-7.3.2. Recommendations for practice - *

This seetion deals with the practical implicatioas of the research findings.
The value of this research to professionals was primarily that it could prove useful
in pyﬁm; insight into their interactions in classrooms or other- situations.

¢ Throngh better understanding the vmlblu ‘which AIfecI ‘them in these situations,

they csn be more effective.

First, frame factors other than’ motivational ;tzletura proved to be

imporl-nt These should be considered by professionals ahd effective strategies for

" coping with them developed. . )

&
Sﬁond teachers need to carefully consxder their motivational stryctures and

how they -affect their teaching. To whn student behaviors do they uspond)"' -

- Whaf determines their norms for teaching their class? ¥, eu

o
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= Third, teachers should not necessarily react negatively to student influence,
. but they should earefully consider how it oceurs. Categorizing student behavior
in ‘terms of the types of bebaviors which proved influential in this study - for
example, ‘social reinforcement, interest, op-task behavior - could-help in this

endeavor.

=2 ~
= Fourth; it should be realized that stadents jfluence teachers to gain
satisfaction for their own needs. Therefore, there is an implied message to which
teachers should attend. When students apply - negative reinforcement to the
tuchzr in order to escape some task, there is a ‘message about that activity which

shuuld at least be considered. v ~
L , L 2 L .
Fifth, principals, inis § lors and other. pr i need to

be aware that interaction ‘in the class is bnduectwnll when working with' the
teacher or sludenh. Further, they should also mnndu the” ulclm- s motivational

structure as a major variable in the influence. * %

Sixth, considering ‘a career as a. major source of needs ‘ll[ﬁ“l:nﬂ!‘ can ‘be
_helpful in understanding dissatisfaction with the job, and help provide solutions to
ovircome this problem.
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_ _ ANSWER KEY i
N i
. - ;
~_ The statements w‘ere arranged in the-following order: :
(s) Student motivated category: 4, 5, 6, 11, 15, 18. . B

' (b)‘fgigniﬁclnt other motivated category: 2, 3, 8,
/jw, 13, 14. 8

“ 7 {¢) Growth motivated category: 4, 7, 9, 12, 16, 17..

& .
The scoring is completed by ‘allocating a value to -
each item and then totalling the score for each category.
Points are allocated as follows: s
Items it column 1 are given 7 points each,

those in column 2 are given 6 points each, . . & i
those in column 3 are given 5 points each, . D -
those in column 4 are given 4 points each, . :

those in column _§/,;:e given 3 points each, . .

those in column 8 are given 2 points each; o v ¥
those in column 7 are given 1 points each.




Infructions

; " This is a survey to assess aspects of teaching. It will take approximately 10
to 15 minutes of your time. It is important that.you rate«the statements
according to how typical ‘they are of your work as a teacher, rather than
according to how you would like to work if you had optimum work conditions. It
is not desirable to labor over your decisions, rather, place the items according to

your initial impulse.

ha 5

On pages 2 and 3 you will find a list of statements related to teaching. On
‘, page 1 you will find a set of blanks which approximate a normal distribution
pattern. There are seven éolumns arranged along a continuum, with. number.1
being most like me, and number 7 being lesst like me. The statements are to be
arranged in- this pattern according to how you rate them as being most like or
-least like your teach)ng Thus, the two statements which ‘are most lfke your
teaching would be placed in column 1, and the two statements least like your
‘tenchmg would be placed in column 7. Then, of the remaining stnterhen;s the
two which g consider to be most like your leuhmg would be placed in column
. 2, and the two which you consider to be least like your teaching would be placed ..
in column 6, and so forth until all the stat:ments have been used. The order in-

" which they are placed within the colymos il m not 1mportanl Use each statement |

‘only once! E

’
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. 1 2 3 4 5 8 7
. i ;
"MosT LEAST
) A . LKE LIKE
- T
. 2 >
e
/

. 4 . )
*NOTE: The >ime efficient way to do this is to
' - read throfgh all the statements; then
3 -complete the end ¢olumns first and work
progressively inward. *° i

o » »
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Statements

1.If students become interested in t,;pics not in the lesson plan, I will

. s ~
pursue their interests. -
2.1 use mostly individual seatwork?[ind}ﬂz it more beneficial than group e
> @ S
work, in social studies. a 8

t .

] o
3. 1tend to be a *disciplinarian® in terms of classroom control.

? 4.1 subscribe to professional magazines and book clui::.

5.1 tend to spend time during recess, lunch and/or after school talking to

students. : ' t. 4

8.1 do not mind noise as‘long as I feel there is work being done.

7.1 alter and/or add to the curriculum that, which I consider to be

important.
‘ LN i
8.1 make a point of letting parents know about the work and projects
the students have been doing in school. g

9.1 attend N.T.A. workshops and find them quite useful.



, i
10:1 tend to go by the mandated curriculum, feeling that Ce objectives

outlined by, the board should be met. = o

. . -
- 11. T "go-to-bat® for students*when they request help with some concern
. they are having with the system. B ‘\ ¥ o

J2.1 develop many of my own materials and activities to supplement

existing resources. te Y !
2 . i
\ . - i
) ) - -
13. I have a lot of input at staff meetings. @
s n s s \ )
-14.1 mpke it a practice fiot to refer students to the (vice-) principal for .
: discipline problems. o Lt B )
- : Y
15. In establishing classroom rules, I involve students in the decision-
5 .
making. YR g o
T e \
\ ey B ;
16. 1 tend to try new techniques'and activities that other professional such 4
3 ; 5 . . .
as reading specialists, and supervisors suggest. i
w Fle 2 £ . % \

17.1 have been, or currently am involved} in, N.T.A. . special interest

councils.
’ r
18.1 spend class 'time discussing issues which students find relevant, snd
in which they are interested.

<
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-

Table B-1: Raw scores and standard scores of

CLE S

/:. ~. Q-sort results
Rav Scores il . Standard Scores
5 Significant
S CEnE Smm. o TEne
a0 2 a ~9778 10267 -323s
2 22 ) -1251 3992 *
28 2° . 1083* \ 13626°
30 15 -8162 \., 1583
2 26 7964 Heaa
2 29 ey -s0s3’
30 20 ~5858 ~826
s 15 26 ~-17376 8810
\ 21 \ 27 19157 3992
"3 n ® -3554 -3235 .
29 20 158
n 2
27 1, % ” -m
2 30® 18° -s778® -10463°
23 2 o 2 6065 . -826
23 20 s =12947, 16037
2 2 E a0 s nuas
s 17 s 'n ~6610 -12763 18446
: 27 17 28 -2m ~-12769 13628
i 27 30 15 -m 1m78 17690
i 2 1 B -an -150m3 16037
i an 2 20 12402 3884 Lo
] n 2 19 12402 -1251
t g 2 Y] 2096 10267 12072
2 2. 2 " am9s RUT -2

\




; E 136 . ;
N . i
: |
; . y ) )
. g Raw Scores Standard Scor .7/
i student  SignAficant  grouen Student Sigiticant *7 routh /
: wotivitad (ST, Motivated  ottvated | ot Kokivasag :
. L pDY H
2 26 18 -m 7964 -10463— ;
. 28 u 20 2896 3356 5644 i
® 21 N ¢ 20 s 19482 -s644 :
30 15 27 9233 “-1ar6 1219 i
" u s 4 ‘ 12402 12768 21992 i
p Fr— 26 Y20 )" -3441 7964 T -s6u4 3
E 2 2 20\ . 608 . 1083 5644 it
. 32° 2° 16° 15570° 3356° -1528:° vy
3~ 2 20 .28 -9778 -s858. 13628
27 2 21 272, 2356 Sws
. Note:. The Q-sort scores for the case study subjects are as follows:
' ban: Growth motivated teachar.
: Bearl: Significant others motivated teicher:.
SRon: Progressive non-technical teacher. . - :
p -
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d RIfSULTS OF-CALULATIONS USED
TO DISCRIMINATE Q-SORT
RESULTS FOR RANKING
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Table C-1: Résults o[.@culatﬂons used to discriminate

Q-s0tt results for ranking

Student Sgniticany ‘Growth i
Motivated Motivated Motivated H
X z x Y x Y %
13294 13502 16774 -6543 -}4‘0 ~20045
=-4812 5243 ~1526 =-7433 6338 -21%0 i
6625 -12575* Taeer® 32912t 270t
Vs -sas -13570 7650 : 1007
~4061 l!;ﬂl 12507 : 2203 =7306
<1318 22927 23790 -1728 -10601
¥ 12575 -5011‘ - s ~10062 10059, RS 131
16605 -26186 ) -21982 © 3592 T ow 29778 |
26414 6275 17513 -23270 8501 ~29551
12628 =319 . =6550 12468 ~6075 12987
8203, =7441 ~9682 44 un us23 "
17213 20941 . 7099 27683 ~24312 6742 1
~596 ~16972 =12421 -5082 13027 7856
-s® 2r6a® toams® ees® -lae® . -26056®
a2ss . -a728 - 1 . -m 9819
*-18037  -21895 Suer s asie R
-1 -12470 -1 -2166 . olame 16
sus -nais ' oaeem -asese 8135 6159
-0 ~26397 ETERGRTI 20049 197
068 6159 1418 -2610 ~1%450
-i1110 " ~22956 ~16309 23709 14801
2090 6938 18040 -10068 13986 i
803° toeaae aoss v * -136 13683
29139 coasass Tistes  easeemml r
un 131 . 5230 wa
l],]n‘ 10191 "l‘)ﬂl’ =-8236
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/ v i
. ! | !
. f "
o v
Significant ‘ e H
Studant Grovth
Others i
mw’uod . ¢ Notivated | ml\mnd i
‘ x [ 3 X [ . [x | Y {
4010 9000 C a0 sseo -Znn {
. 26203 25126 31946 -13640 -5743 |, -38766 {
3 3 i
12312 -28595 -0z -dess | as290 26609
16791 © 16701 “iosed® 8410 \ms 25171
-4501  A3608 L1507 . 2203 41906 -1u05 *
p s361 . 6697 sz 1709 -*mz 5012
¢ ) {
21532° - 10637 12u¢. 0851° . -u"m‘ 12214 i
o Vol
-13663  -19486 1781 -23406 - 21448 -3920
|
-m 6591 s110 2963 -7 -3§28
Note: X and Y represent the calculations: 5
. X = catagory score 204 850re 4 3rd score "
e 7
¥« 74 score 5 3rd score s
The Q-sort scores for the case study subjects ai ®
v ®pan: Growth motivated teacher. X
Pcarl: Significant others motivated teacher. .
. CRon: Progressiva non-technical teacher.
va i § \
. e
-
\ .
§ y '
! 4 [
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