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ABSTRACT

This study focused upon the attributlions of student
achievement-related behavior as a function of.the expectancy effect.
The purposés of the study were to‘identify e characteristics of
students' overt and covert behavior during the learning of mathema{ics,
to galn some insight into the conceptions of self-performance which
students appear }o develop in classroom achievement sltuations and,
from an attributional perspective, to discover some of the phenomena
which characterize tRe teacher expectancy effect.

Ten consecutive mathematics lessons were videotaped in a
Grade 6 classroom. These eré used for follow-up stimulated recall
interviews. Four target students reported their interactive thoughts
and feelings pertaining to self-performance in mathematlics. The
teacher also reported her interactive thoughts. Transcripts of each
student's and the teacher's reported thoughts and feellngs were
prepared. The videotape recordings of the lessons also facllitated
later observation and analysis of teacher and student overt behavior.

Both student behavior data and teacher-student dyadic
intéraction process data were gathered. Through the deyelopment of
category systems for analyzing student behavior data, student overt
behavior and students' interactive thoughts and feelings were
categorized, quantified, and described. Other studert covert behavior
data, including causal explanations of behavior, were analyzed by
qualitative means. At an observable level, teacher-student dyadic

interaction process data were coded using a low inference observation

system, while teacher interactive thoughts pertaining to students and

iv



students' performances were-submitted to a qualitative analysis.

For each of the four students a characterization of thelr
conception of self-performance was 1nterp£eted from the student
behavior date. The students were observed to be mainly on-task and
reported self-oriented thoughts more frequently than subject matter
oriented thoughts. Causal explanations of student behavior wer?
discerned from identified clusters of chains of comments and from
basic underlying ideas and beliefs. These indicated that a student's
approach to learning seened to be a function of thejexpectancy of
success oi failure, the perceptlons of tasks, the affective state, the
perceptions of self-performance in relation to others;’and the
perceptions of the tedcher's impressions of him or her.l Variations
within these findings were recognized between the iwo "successf
students and the two "less successful"” students.

The study established tentative relationships among and betweern
the students' conceptions of seli-performance, the.j'_'::c causal perce‘ptio.
of success and failure, their achievement-relatéd behavior, the
teacher's causal perceptions of the students' performanc;;, the
teacher's performance expectations of the students; and the teacher’s
behaviors toward the student;- The{widespread acceptance of effort
attribution as the criterion of succgss or failure and the pervasive-
ness of the motivation of fhe report card seemed to act as underlying
mechanisms for variations between the achievement-related behaviors of

¥

Implications for teaching arising from the findings were

the successful: students and the less successful students.

presénted, along with some recommendations for further researxrch.
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Chapter 1

INTRODUCTION AND STATEMiNT OF THE FROBLEM

Introduction

Research in teaching appears to be on the thresriold of change.
While the intention of this research has always been to investigate
and identify the criteria of teaching eftfectiveness, tl.e directions
have ranged across such areas as teacher characteristics, teacher
tehavior correlates of student achievement and{ currently, tne mentol
life of teachers. But now the research seems to be claracterized by
a more profound change than one of focus of interest. Scekirg to
understand the mental 1life of teachers seems to have emerged at tr.e
same time as researchers have increasingly turned toward and emurac+d
some of tne conceptuallizations and methodologles ! research in
related soclal behavior disciplines.

Trhe motive for change in the research in teaching seems to
have been provoksd by a general call for more consequential findings
than those derived from the research to date. When reviewing this
research, writers such as Dunkin and Biddle (1974), Rosenshine (167%),
and Bennett (1977) all commented on the inadequacy of conceptual -
izations of variables and on the diversity of methodological issues.
Concerns such as these seemed relevant, given that much of the
research until recently had been limited to one facet of social

behavior--that which was observable.



The present research concern wlth teacher thouslit processes
seems typlcal of a wider move by researchers and theorists such as
Doyle (1¥79), Winne and Marx (1977), and Yinger (197/3) to
recorceptuallize the rescarch on teaching. As Winne and Marx (1977:07%9)
state, "the conslderatly ricter literature o research on human
learning and infermation processing seve.. too germane to research on
teactiing to be ignored.” [rom arotner perspective, the bldirectional
nat.re ot classroom influences (Fledler, 1975; Qinne & Marx, 1977) and
the impact of student aptitudes on tensrer ettects (Frophy & Evertson,
1970r; Lockheed, 1975) lntroduce what would appear to be other
relevant and significant variables. As a consequenlcyv, the very recert
trend !or research in teaching to incorporate the study ol the merntal
1i:e: of students as well as o the teachter has jrompted a renewed
awareness vy researchers of relevant variavles normally assoclated
wit). sucn disciplines as chlld development, [carnirg psycnofogy and
soclal psychology.

Alongside this reconceptualization ot research variables
trere seemns to have been a growing willingness by researcrers in
teaching to adopt difterent research methodologles. With researcr. in
teacring being lncreasingly undertakern within the context of regular
unctioning classrooms, the phenomena under investigatlon often bvecome
the behavior and actions of people in thneir normal everyday lives.

Not surprisingly, therefore, research deslgns, observational
techniques, and data gathering processes which are usually employed in
such social behavior disciplines as anthropology, soclal psycrology,

and sociology, are now velng reconsidered and of'ten used in recent



research In teachdng.

One domiain of the research in teaching wiich retlects thls
pattern ot change s that ot the teacher expectatlon studies. In
accord with many writers, OScnmuck and Schmuck (1Y79405) and brophy
and mvertson (1970bikt) point out that cxpwctafions‘thrauﬁvrlntiudily

v

are defined as predictions ot how the selt and othesp will behave.

-

LN
These expectations becoume translated Into tedcherié ctancy citects

when, as Dusek (1979:0800 states, "runctional relat§SMstips exist,

netweon teachers' own selt -generited expegfian s angyatudents’
. N b

wadenic achievement .

As defini+e trends in the indings trom the teacher
expeoctation studles nave emerged, 5o the focus of interest 1 tle
rese.ren has changed.  KHeviews o!f researct evidence by Fropry and coo i
(94, He Sooper (1Y and Dusek (1975 reveul that sy e Ctalily
crtects are reality in most classroums.  rFurthermore, Proyry and sool
(1974 indicate that the nature and extent of these expectancy elfects
i, classroons seem to depend on individual diff'erences amorg teacrers.
2 recent significince, howev.r, are studles that attempt C expisin
the dynamic processes trnat underile tne expectancy et'fects.

Recently, Braun (1976), Bropry and uood (197C;, H. Cooper
(1972), and Lockheed (+975), among others, have conceptualized models
which hypotnesize a relationship between process expectation eifects,
tr.at is, the nature and extent to which the teacher varies Fis
behavior when relating to or working with individual students, and

product expectation effects, that 1s, the differential student

academic achievements resulting from the teacher-held expectatlons.
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Such models postulate the oriplns of teacher expectations, the
tnteraction phase between the teacher and students, and the reactions
ot students to the expectations.  Hence, the primary tocus ot many
recent stadles has been on the process expectation et'tects.

A researcrters roview thedr conceptunlizations in the search
for an explanation of the dynamic brocesscs underlyling thne expectancy
ellect, certaln patterns have evolved. The recognltion of the
sieniticance of the cyclical two-way nature of classroom interaction:
foan resdted Inomany expectatlion studles belng tocused on student
learning varlables as muct. as teacher behavior variables. Glven that
studaents tend to be striving constantly for selt -esteem and selt -
respect, there seems every reason Lo belleve that the interpersonal
re.ionsthlips i a classroom exert conslderable intluence on the
wcaderd ¢ perrormance of triose involved. Consequently, expectation

-
researchers nave tuaned to the flelds of educationas psychology ard
socinl psycer togy tor variatles which will nelp in rnderstanding some
of tnese educatlional and interpersonal processes.

Attribtuticnal %nalyses of classroom soclal cognitions, that
is, tre thoughts and feélings of the teacher and students about §c;:
and interpersonal relationships in the classroom, is one sucth
contemporary focus of linterest in wnich tne theory esearén ol
soclal psycnology 1s viewed as z resource for possibfg*exglanations
of classroom interaction behavior. The educatlonal implicé&éuns o?
weiner'g (1974) attritutional model of achlevement motivation seem to
provide a promising basis for exploring some of the behavicral

mec:.anisms underlying the teacher expectancy effects. GSeeking to

.

{



understand the causal perceptions and behaviors of atudents and
teachers in the soclal environment of the classroom is the primary

goal of this study.
Need for the Study

Thls study was prompted by the need tor a closer analysis
ot the processes by which a teac’er's performance expectations of a
student are formed and maintained, how they are "communicated" to the
student and how they influence the student's behavior. Such an
-analysis of process expectation effects should reflect appropriately
the intrapersonal, interpersonal, and efvironmental character of the
typical classroom and thereby take adequate account of tr.e
btidirectlonal nature of classroom interactions. Only by an in-depth
examination of the social cognitions of classroom particlpants can
research hope to galn some fundamental insights inte the underlying
"mecnanisms” of the expectancy effects.

From the individual student's perspective, a number of
questions and issues seem pertinent to this analysis which, as yet,
remaln largely unanswered or unresolved. Does the student enter tre
learning situation with thoughts and feelings related to his expected
performance? If so, what i1s the nature of these thoughts and feelings”?
To what can the studen£ attribute their formation? Do they affect his

performance in the learning situation?” By what "mechanisms' do they
affect performance? Also, because they derive from perceptions, these
thoughts and feelings would likely be susceptible to some inappropriate

or unreallstic interpretations and inferences. Beyond this analysis,



a major concern of the student’'s thoughts and feelings is probably the
extent to which they influence student behavior and interact with the
teacher's behavior and expectations.

While many questions and lssues surrounding the performance
expectations the teachér forms and holds about students have been
the focus of considerable inquiry, the recent momentum‘zf changing
trends in research into teacher expectations has raised a number of
other concerns. Many of these pertain to the teacher's thoughts and
feelings regarding the student's successes and fallures. For example,
in what way do a teacher's thoughts and feelings aéout a student's

\
performance determine his behavior toward the student? How does a
student's achievement-related behavior affect the teacher's thoughts
and feelings about that student's performance?

In addition, the continuing concern with the extent to which
te;cher expectatlons are always appropriate an issue still to be
resolved. While there 1s every reason to 1}eve that teachers hold
performance expectations about their stude which in some form may
be unrealistic in theilr formation and maintenance, and/or
detrimental/inhibitory to student growth, not a great deal is known
about their respectlve consequences. Inappropriate expectations are
commonly encountered human behaviors which, to some extent, are
ufivoidable. However, as Good and Brophy (1973) point out, teachers
who become auaré of some of these processes a{P,likely to hold
expectations and adopt fenaviors which are more appropriate to
successful student learning.

The kinds of questions and 1ssues emanating from both the



teacher's and the student's perspective involve interdependent
processes. The expectation jprocesses of a clannroom need to be
researched in the context of ongolng interactions. However, as a
consequence of teacher expectations research councentrating on the
teacher's domiln ¢ the expuctancy effect, little 1s known abolt the
dynamics and influences ot the expectancy eftect from the student's

perspective. As Bar Tal (1978bicl3) suggests, "an attributional model

of/achlevement behawvlor provides a useful analysis for understanding

pupils’' achicevement behavior and teachers’' behavior toward puplls.”

~Mis study, which focused upon the overt and covert behavior of
students and included some'analysls of the overt and covert behavior
ot the teacher, therefore, should contribute information needed for
expectation researchers to galn an overall understanding of the
expectancy effect.

To date, few studles of an observational nature have been
undertaken in the naturalistic setting @f the regular classroom to
investigate the nature of the expectation proceases from an
attributional perspective. There i1s a real need for a detalled study
employlng a cluster of observational technlques which will facllitate
a description of the classroom and its soclal processes "the way 1t

really 1is.

Purposes of the Study

This study was designed with four major purposes in mind.
The first purpose of the study was to investigate some of the

intrapersonal thoughts and feelings of students, especlally those of

-



an achlevement-related nature, during and after a Jearning activity.
ﬁore specifically, thils aspect of the study examined individual
students’ thoughts and feelings about their performance, about the
nature of the learning task itsel:i, and about other persons involved
in the learning situation. 1In the course of participating in learning
situations a student develops his own ideas, views, and beliefs about
self-pertormance which can be represented as his conception of self-
performance. This conception of self-performance may be regarded as
an evolving personal system of interrelated ideas, belilefs, views,
emotions, and lines of reasoning concerning self -performance which
direct and control his achievement-related behavior in the classroom.

Sccona, the study examined and described the interaction
expectation process as it occurred in one classroom. By combtining
observations of the interactions between the teacher and individual
students which occurred in the classroom with the information about
irdividual students' thoughis and feelings, some insight should have
veen galned as to how the performance expectatic: . held by both the
teacher and the individual student were formed and maintained, how
expectation effects were communicated, and how these may or may not
have influenced student performance.

The third purpose of the study was to analyze the use of the
introspé;tive technique of stimulated recall with elementary school
studenté- .Studies reported by Clark and Yinger (1977), Conners
(1978a), and MacKay and‘Marland (197€) have used stimulated recall in

naturallstic settings with teachers, but only a few studies, sucl as

.



recail methodology with elementary school students. Consequer,tly, the
etfectiveness of this methadology as a technique for observing covert
behavior of classroom participants can only benefi* rrom continued
evaluation.

This study varied from most other expectation researches
because it included the combination of being classroom based, focused
on the student, employed an attributional perspective, and used
introspective procedures for observing covert behavior. Another
purpose of the study was to present the findings and to consider theilr

implications so as to facilitate tleir possible later exarinatlion and

comparison with the evi ce availlable from published s:udles. The
explanations of, {irst, the communication cof g + expectations
and their influence on student ue-havior and, o .e processes

of self-attribution of performance as they relat- . otudent

achievement motivation may well be the richer for the evidence

obtained in this study.

Research Problems

Ir. this study four general gquestlons were investigated.

. What are the characteristics of students' behavior during a
lesson”

Z. What are the conceptions of self-performance that studerts
appear to develop In classroom achievement situatioﬁs?

3. From an attributional perspective, what phenomena characterize
teacher expectancy effects”

4. How - “fective are stimulated recall procedures when used as a



researc:. technique tor observing the covert behavior ot

clssroom purticipants?
Significance of the Study

Teacher expectations conprise an aspect of teaching vehaviors
wortny of study. Researchers view them as natural and anevoidatie
componients of human functioning which, according to Good and XZroply
(:¥73:20), can be converted to appropriate teaching behaviors. oy
rclding expectations thrat are totr reallstic and flexitle, teachers

can prove to be more erfective, wnicr in turn srould rave a positive

&

impact on the quality of learning.

At a more specitic level, the dynamics and processcs
underlying the exjpectancy efzects in natural classroons ars yo 3 Lo [

\d-rstood clearly. Tris study could contribute irlormatior wrice.

et ovior o7 students in achlievement-related situations may wWell
provide arn explanation of the expectancy ellects. Findings of tils
rature could have an impact on the kind of teacher behaviors most
appropriate for maintaining positlve student acrievement motivatiorn
in +re learning situatiorn.. Hence this study could have implications
for improving the gquallity of instructlor in classrooms and tor
assoclated teacher education programs, as well as corntrituting toward
a devel_ring theory ol the expectancy effect.

Jntil now, rearly all teacrer expectation researcth. has beel
tased or. observirle beraviors of student-teacher interacticn. Tro

imyiication has always been that covert vehavior is a vital

Zert ald to sucn an understanding.  An examination ol the attrituticn
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determinant of expectation-related behavior and certainly, in his
study of teacher interactive thought processes, Marland (:977:185)
found significant evidence to support this contention. By examining
and analyzing both covert and overt interactive behavior ol classroom
participants, this study may have confirmed/disconfirmed the

jortince of what appears to be a more comélete representation of
:lassroom behavior.

This study was of an exploratory nature. The reported findings
were not intended to bte generalizable excepi in the heuristic sense
that thev might suggest what others may look for in Tfuture research.
Students' achievement-related behavior as a function of the expectancy
¢ fect 1s merely one domain of inquiry emerging amidst the
complexities of students’ mental lives in classroom learnirg. As
~hese complexities are researched, vetter theorles of classroon
learning and teaching should evolve.

“inally, the studyv continued a trend of research within the
Centre for Research in Teaching at the University of Alberta which
Yocuses upon the use of stimulated recall methodology as a research
technigue. Research by Conrers (:975a),.C. Cooper (1978),

Marland (:977), and Nolan (1978) all involved the use of the
stimulated recall technique in attempts to observe the cognitive
thought processes of teachers or students. This study was the rirst

'O
to concertrate upon some Soéggi—psychological aspects of learning.
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Definitions

In this study the following definitions of major terms were

used:

Teacher Expectations: Inferences teachers make about the performance

potertial of children.
Student Self-Expectations: Inferences a studdnt makes about his
performance potential.

Teacher Expectancy Effects: Functlonal relationships between the

teacher's own naturally formed expectancies and students'
acaderic performance and achievement.

Attribution Processes: The processes by whicn a person explalns the
causes of events.

Self -Attributions: The explanations of causes for event outcomes in

one's own behavior.

Seli-Evaluation: An individual's ideas of his own a' ' ‘ties developed
from comparing his performance outcomes witt. performance
standards.

Student Self-Performance: The performance on a task by the student

as viewed by the self. Student covert behavior pertalning to
self -perfarmance is the thoughts and feelings of self in
relation to performance on an achievement task.

Significant Other: A“person whose evaluative opinions matter to thre

student, one whose performance evaluations are likely to be
accepted by the student and used as a basis for forming his

self -expectations.
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Interpretations: Inferences that teachers make about.fhe cognitive

and affective conditions of learners during instruction. As
Marland (1977:111) notes, "teachers made inferences, based on
their perceptions of students, about-- \

1. what students were thinking;

2. what students' needs, motives, and desires were;

3. student motivational states; and

L. student feelings."

Interactive: The phase of teaching when the teacher is involved in

instructiorial activity with students in the classroom.

Other major terms used during the study are defined in

context.

Qutline of the Study

This chapter has established the context and direction of
the research. The study considered some attributions of
achievement-related behavior of students as a function of the
expectancy effect. The major purposes of the study, the research
problems, and the significance of the study were presented along with
the definitions of the major terms.

The initial section of Chapter II briefly focuses on some
philosophical notions underlying the research approach which was
adopted in this study. This is followed by a review of some of the
related literature and research. A brief overview of research in
teaching and an historical review of soclal interactlon research,

especially the classroom climate tradition, precedes an extended
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dis€ussion of teacher expectations and thelr relationshiyps to

®M assroom interactlons. Because of their significance to this study,
some substantive aspects of attribution processes research are
presented prior to a description of some attrivutional approaches
related to classroom social behavior. Q}

In Chapter III the research design is described. The subjects,
the specific protlems, the assumptions, the limitatiqns, the data and
data sources, the research methodology, and the phases in tnhe study
are presented.

In Chapter IV the methods for analyzing the data are descrited
and the reliatility information presented.

The four case studies have been selected so that the first
pair of case studies, in Chapter V, describe the ach;evement-related
behavior of successful students and the second palir of case studies,
in Chapter VI, describe the achievement-related behavior of less
successiul students.

Chapter VII contains a summary and discussion of the students’
achievement-related behaviors as a function of the expectancy efitiect
as they relate to the research questions. Some impllications and

recommendations for further research are also presented in this final

chapter.



Chapter 11

REVIEW OF RELATED LITERATURE AND RuSEARCH

Uverview

Thie review of related literature and research which rollows
i3 designed to accomplish two main purposes. rirst, a pnilosophical,
fistorical, and conceptual tackground to the investigation describves
Lrovase ujon wolch the study 1s set, places the study in & time
frame, and provides some umnderlylng rationale ror the researct
direction trnat has veern adepted. Tre pnilosoprical setilne ol trc
$tudy section, the regsearct. in t-aching section, and the c.issroon

focial irnteractlion research swctlon iccu tris purpose.

4]
&)
)
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The secord purpose of this review is to present the theory
&:.d research relevant to trie study. The teacher expectatior rusearcn
section and the attriuvutional analyses of achlevement-reliated
cer.avior section contaln the theoretical approaches and researcr
2vidence wnich should Tacliitate the irterpretation of ties | rernonena

under investigation.
The Fhilosophical Setting of the Study

Underlying mucn of the ''nmew’ research on teachir.
Marx, 1977 1s a prilosophy of science which serves to r¢
educatliona. research. Magoon (:1977:654) cites Cronbach's

that "researchers [should. simply but radically reverse tr..

o



they have traditionally plauced on bullding generalizitions about
effects of variables and gilve carerul attention to particular cases
first."” Harre and Secord (.:97<) also call for an explanition of
soclal behavior by intensive study of individual cases. Tney state
(197<:133) that "the weneratlve mechanisms at work in soclal lite”
can only be discovered Ly accepting the notion that tne processes
which are productive of social behavior cccur in individual people--
"it 1s there that the vitally important dimenslons of spontanelty and
idios: cracy occur.” But this need for a consideration of irdividuo:l
cases 1o erbedded in a deeper spectrun of researcrh thought, rotiatly
the plenomenoclogy traditicn and the orientiation relerred to oy
“ay (1975) and Van Manen (1975}, among others, as il interpretive
sclence.

In Van Manen's (1975 :7 . terms, *oo interpretive orientation
refers to «.l inguiry "wrioh has as its main concern a systematic

earcr. Yor a 'deep understanding’' of the ways 1n wrich man

&
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ubjectively experiences . . . the soclal world.” Fay (1975:7w
views an irterpretive social science as one wrlct.:

attempts to uncover the sense of a glven actlon, practice
or constitutive meaning: 1t does this ty discovering the
intentions and desires of particular actors, by uncovering the
set of rules which give point to these sets of rules or
practices, and by el.icidating the basic conceptual scheme which
orders experlence in ways that the practices, actions, ard
experiences which the soclial scientist observes are made
irtelligible, by seeing how they fit iInto a whole structure
which defines the nature and purpose of human life.

The constructivist notions Ior inquiry are elavorated urtrer
by Harre and Secord (:972,. Tney advocate the use of collecticn and

analysls of participants' accounts of soclial behavior. These



Boaghits, reolilngs, and soclal perceptions enatle the discovery o!
the rales, plung, conventions, lmages and so on underlyling tme soci.el

oenavior ot individ aals. Arard and Secord (YU 90, conslder that

social behavior is tre resddt of consclicus selt-ronitoring of
pertrormance Uy tres persor hiimselt . . L lana, tne preserntation ol
an appropriate soclal selt 1s ore ol the Important products of the

Seli-ronitoring (O sociad pertormalice.

Thete notions are tased on o mod- 1 o rdn in o owrdlen peecid

) . . N U T T NN R O IR o LY. . vt <~ s
e treato 1l tor solentiiic purposesS as 1D Loy wWoere DTl Telle SOUS

Weo FOLOW ana uraierstoand trem o inoeversdeay il

Ihe Antrr ;omorphiic model o nan concelves ol ot Sut ot ool
social investigatior s o tlolusical Individual whooe
croaracteristically oanarn actions are generated Ly e consclous
Sell-monltoring o 1ts pertormance fnoaccurdance with cortaln
Sotoool rules whicn 1t Fepresents to 1tsel! in the course of
ntlcelpatory andYmoritoring Ttommentarios dpon Iis
rlorrance, and : Ssuijecets to eritican apjrais .o in

t
rz2trospective cordentaries.  (iaré & Secord, 7<% 3.,

viloon (L%TT, lioo&oalscusslon of the uases ol etraiierarl

‘ecrnigues in educational rescorcern, polnts out that tne [renorneno-

LOsicas tradition reguires tnat the researcher learn the ol
Structures Lot determine =2ach individual's benavior. Tris is

achieved by the researcrner experiercing and interpreting trne vehavior

pirtly 1rom trne perspectlive of the participant and partly rrorm the

Poen vy

perspective ol an externad observer. As Wilson (1377:05U, states,

"4re researcner must develop @ dynamic tension between the sub jective

role o participan*t and <o role of observer so trat ne is neither

~ne entirely.”
Trese apjroacres to sclentiric inquiry wunderlie yproanded

+reory as advocated ty Glaser and Strauss (19t7,. rrom using a

1
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stratepy tor handling descriptive and interpretive data in resensrct,
theoretical conceptuallzations are generated. Yirnger (1972, considers
such a method of theory construction to be very appropriate to the
theor, {vvelopment and research in teaching. Ethnographic studies,
such as those undertaker by Fremme (1976), Doyle (1977), Jackson
(tyory, and 3mith and Geotffrey (1968), provide support to the
usefulness and effectiveness of conducting this type of extensive
desceripllve and interpretive line of sclenti:l - inquiry. Many otner
desceriptive type researches in teaching, while not etpnographblice ir
craaracter, nonetneless rate signitficant elements ol tne
counstructivist or interpr«* . ve approach to sclence.

Siven tre intention and direction of thic study,
conotractivist or interpr—tive approach to research, as deocoribed
senerally ty oy (1975, Magoon (1977), and Van Manen (1975), ard
Srecitlcally bty harprt and Secord (197:2), seemed the more aypropriate
to dopt. The cortext or the phenomena oY soclal behavior under
examinuation was a normal classroom. ky descrioving and seoking to
interpret and analyze individuals' covert and overt soci:il behavicr,
noyperully tie "generative mechani§ms" in classroom soclal life wilcl.

pertaln to exypectancy eftfects night be discovered.

Researct. in Teacting--An Overview

After several decades, research in teaching is still in a
ctate oY evolution. While conceptuallzations of research variatles
rave continued to be modified and/or retrined, and a variety of

methodologlies have beer. tried, few definite and pertinent findings



Q:VU emoerged. Yet research in the area continues to proliferate.
R
tiﬁit of the major research etforts in the fleld have occurred since
1960 ard it 1s possible to discern a number of changes in the pattern
o studles up to the present time. Research in teaching, theretore,
is in a dynamic state.
Kecently, Rosenshine and Furst (1973) and Durkin and Piddle
(1974) have contributed to organizing the direction of research in
teaching. KRosenshine and Furst's dcscriptiva~gorrclationaiv
experimentil loop suggests that research into a domaln of teaching
stould proceed from a descriptive, exploratory prase of ldentirying
viriables, to a correlational phase of establishirg significant
relationst.ips beétween and wmong the variables, to an experimental
rrase in which hoperully cause and effect relationships between and
@mwng +re variables might bte found. Dunkin and Fiddle's coﬁtribution
Wiz tu jropose a paradigm for re;earch into classroom-iile. Iy
gr.outing tne relevant variables urder four larger classes, notably
jresage, context, pProcess, and product variables, Dunkin and biddle
rave provided a model and accompanying rationale which has served &s
a theoretical franework for a number of researches into teachdng .
General rev.ews of research on teacher etlectiveness Ty
ounkin and Biddle (1974), Gage (1963), Rosenshine (1971}, and Travers
(1973,, and smaller scale reviews such as those by Bennett (197%),
vedigan (197¢), King and Smyth (1978), and Rosenshine (1977)» all
indicate that some conclusions of a seemingly conslstent nature have
emerged amidst a maze of tentative, inconclusive, and c:iten

pessimistic findings. As Brophy and Evertson (1:977:79) comment,



"the number of teaching beflaviors established as correlates of
teaching eftfectiveness 1s still linited to a handful.” Many of

these flndings may not be generalizable to all teaching and learning
situatioﬁs, for often they are derived trom descriptive and
corre}apional studies involwlng a particular subject areca, with
stud;nts at a certain grade level wno possess certaln characteristics.
Furthermore, the findings tend to pertain only to those teacher
behaviors whict. are observable. Hence, tfallure to take account of
Jage's (1903:130) comment that “the programs tnat teachers carry
around in their heads necd analysis” may explain the relative lack of
return on the investment cof research effort-to daté.

Not surprisingly, some redirection <t research effort hLas now
evoived. Tne National Institute of Educatlion’'s Panel © Report (1979
expressed a corgritment in future researct. to studies whict seek to
anderstand the mental life of teachers. As the report states, 'wrna‘
teachers do is directed in no small measure by what they think. P
Moreover, it will be necessary tor any inncvations in the contexi:
practices, and technology of teaching to be mediated through the minds
and motives of teachers" (:975:1). The report is adamant that the
relationship between teacher thought and action cannot be overlooked.
Clark and Yinger (13977), Conners (1978a), Marland (1978) and Marliave
(1976, all report research wh%ch studied this covert mental behavior
of teachers.

Winne and Marx (1977) also describe a reconceptuallization of

the research in teaching. Foremost in thelr discussign is an

extension of‘Sbe,research effort to embrace the unobserved and
Soh

g



previously undeseribed internal events 1n the teachlng learning
o
environment . “Specitically, we see the ment of 1itfe off both teachers
and stuments in classrooms as criticdal ttems to be studied 1t we are
to understand the pro(:('s%. ty which teacting tnflaences students’
learning” (Winne & Marx, [/77:670). Few studiles in the resecarch in
teaching have concentrated upon the covert behavior of students.
Doyle ('Y7?%:731) recently emphasized that "the study ot teaching
involves considerably more than the study of teachers.” 4J
wWhile suggesting there is a Jdemand tor a4 greater reoe o
curicert Wit staaent precesses inoclansr oomsy Doy (00
neverthel.ss sees geveridd protlems 0 te ancountered woern attempting
t o concept o toe stadent covert beravior i, *vaching et ectivenesas:
Little irnc.orma*tion ls aval. o1 reysarding student processes
in the clasar. om because jr=vious r-searcr .t U cdsed
L reely oro teeacrer variables. . _ W
.. Only gruss indicators of student mediatlrg processes, s.on
as time-on-task, and aptitude variatles are Known atoc.t
students. )
3. Most ot the existing researct. on student megiaténg }r.cessey
is laboratory orlented. . -
The need tor comprehensive descriptive studles of student covert
behavior in the naturalistic satting of regular classrooms Seems

consideratle in order *to explore the relevant variables as well us

the relationships between and amorg them.
Some studies have attended to trls concern. Eriwanger's

(197+) study into the covert behavior oY elementary level stadents

L



as they lwarn metrematios, and Nolan's (:1976) investigation of student
Loupht preocesses whilo Invelved in story writing are two rches

wrich have attempted o conceptualice student mediating processes in

teaching erZeetivenuss. Only a few studies, such as that by

0T Lewarning .  Ine rescarcn Lo te reported in this study, similar to

traixt ol oweeinstelrn and MIaadle:

oot VoLatiln Ll ovariaties In oUslent soclal cognitions a5 Loy
peerual Lol X 2l CLiVEe e S5

LS8 v Seeial Interaectic s b

ORI T Lo Clal r.-eractlion 20 I

CLassr mooo L irate Traditl
Ireonnrly Stadies
Will€ TeSoarcll in o leaurer exioctations seenmo Ul stern moalnly
LN

Irors Hooenthal ana Jacctolrs o \Uwoo, study, oo reported in Fygnatlion

i tre Jlassroon, interest in ial-psychclogical varialies reiative

*5 teactirne effectiverncss in gene , ar.d to some arntecedents of

*oacrey expectations in partic iioar, ;an be truced btack to tree s o
Aprroprint- s.uisrantive 1ssuaes or investisation grad.ually «—merged oo
researche:rs re:ins-1 cintinually thelr conceptuaiizations o var
Civewioe, metrol [ gical lssues gradually clartiied oo researe:.
dLLENS anl iart . patnering tecrrl jues were developed ajjropriate to

Thee pnenofena Lnder study . 1ds Line of researct is jopasarly relerred
1o oas tre cuasaroor c.inate traditiorn.

According t. Withal. and _ewis' (1Yt 3, historical pef%pectivc,

thes cazliest studies irn soclal interactl n as related to teaching



& rectiveness focused on identifying the teacher traits, qualitlies,
and vehaviors thought to tacilitate learning. In a sense, the studleo
ty Morrison, Na.;xirw'a, wicrman, Hurr, and others, cited ty wWikhall and
Lewlis, have Cuntér.u;d but, as Kyans (190(‘/ Tonnd, few consistent
Yindires nave cmeyrged.  In Dunkin and Fidale's terms (1974: 4 -wZy,

11t In the rosearch efiort was hardly s.rprisine.  Trylng

Ci
{
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Hy
[od
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1o eotariish a relationship betwes=r presage and procuct variatles

without considering the very In;ortant set of jrocess variatles, oltern

sob-Lox,  Was tasically waoreallistic.

A tecrnigue o doata eatrering tngt had s deolindte In MO
Sy CluSSToon S0Cie. Lnteraction research was Morenc s oy eope
.

Secloretrice devics 1o measlring the
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Coornlg s inopired o line o regearcer which, ror otre TLrst ,
- v P -, PR | R . -4 i . .-
[Rid L 450ess ther interpersonal relationshiiyo anorg otadernte o
H t o N

e vt A . P L LU S + R . -
cetreering datsn aroct sceclal relationsriy;s L tne clalsroeon ICOD e

AL_oZt wrhe mid-thirties, teachers' veraviors in e classroorn.

Lecares treo foeas o0 oanalysle and the classroom cll

mate tradition woio
iohed.  Trlis represented tier Uirot real atlempt Lo rescearc
Doarinoand Tiladle o (9T, process veriatles.  The maor stadi-es ol

rice rind were tre andmari woerks o!f H. H. Anderson and rlo Ccolieleues

Wil culrninsted i rieco o Appliled Psychelogy Mencgorap!

Tresy srudloa tne e .o student classrool pertornance ol teaenldrng
bhetaviore classiziod as dominetive” versus teaching tersviorg

classified as "integrative. Trese categories of teachdng vetiaviors

reflccted o] posing ends o some continuum in teadhers’ use of language



ard soe o control tecrarigues. The anderscen studles seem to
jomonstrate thet a teacher’ s classroon prrsonality and verav
inTluence the benavior of tne students taught in that class

Moanwhile, the lowa studiles of Lewin, Cippitt, and arite

(193, res Zted in o vroadenlis o the suclal Lntrraction rosesrol

perspective. They Pnvest i, etend the lnterpersinsl irceraciions o
e tidren in diftering socinl ciimates Ly (bservong tne Impact ol

cLtoorsie, denceratic, and Taluser cteires leadersnly riyles 0L €Y 4

moTale, T T el n, and gro.; prod.cotiviiy. apriied To
<
~
e AN isoroom e titite Tews Studl o Sewr Lo Donter A ednlol sl
o
S e ire comedex of Telationsniys lno 1oAY gXonpos
ToL patter o treooaltestlve nlales ol lomrroeers 1oSsihon
- PO LN PSR . . - N . P B P S p
Coll ety troaclr ve Tl [ort TGl arnd achl-oeveronne teoale o
e e lye Uamoe o prorine nt concern. SToap dpmedhfe o ere-d

wicroll and Lewis (W03, refer to s the pSYCLY Do b Tooclo
;S Tow oY any clansrooln grJug. Trig tasic tor orearn. cilel prewl social

tyteractiorn data, notatly tre accommodation ¢ personal needs and

4 igk needs through gFOup Processes, nas prersisted in
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¢ i41 intersction research (Getzels and Thelern, 19U

flnosroons Wwas part of a major atten; t at the Urniversivy L
~tcne oo develop o a . reral theory o+ trastr.ction based on alteetive
as well 25 cogrdtive as&h:;. WMo saw the social —emotional climat- as

4 £Troul [hrromenon jeeternined mainly vy the teache?'s verna, vehavior

as rejresentative of HAS total mehavior. Withall's well known Climate



lndéz\represents the ratio of learner-centered statements to teacher-
cen*t\:§ statements. One of many early users of the Climate Index
was Flanders (194G, who found teacher-centered climates to be
associated with more negative achievement-related student behaviors,
ana learner-centered c.imates 10 Le assoclated with more positive
acriievenent-related behaviors.
Another trerni in the Chicago studies, as reported bty Withall

ard Lowis (1Y 3:29%,, wWas tc examine:

. . . the dynamics c¢f soo.ial interaction at trne overt level

.7 teachers' and learners' observable behaviors and at the

same tine trying to relate trese behaviors as orserved and

ir.terpreted by tre "actors” tnemselves to the inlerred

Ccovert dynardics.
roessenee, trnis trend ¢l researcrh pjears to bte a generallzed
eo Soudy roported 1n tnis dissertation and represwnts

L sigrivicant irondening of investigation into Lunkin and Blddle's

(LATw) jricous variables. Singietary's study, cited ty Withall and
Lewis (an 37 i0 ., which sougrt to investigate teacrers’ and

wirinistrators' perceptions ol stuadents 0! each other, seems 1o

I3 +

Lo one of tre eariiest to reler to the concept of expectations .n
*

TRt

2L4aSsroull researck. .

Ly tre ear.y .25 's recoearchers Were only coming to realize:
tre complexities involved witn classroom processes in the learning
situation. Trhey seemed to recogrize that research wou.d have to

S Seus 1 tre teacher's actual behaviors in the classroom and rie
anderstanding oo trne student's self and soclal percejtlons, on toe
student's percept.ons of tne lnstructlional activitles, and on the

group 1ife context in whicr tne teacher and student interact. Yet



researchers were without adequate instrumentation and conceptual -
ization of these process variables to handle the direction ot
research. The subsequent widespread concern with the implications of
t'indings in social psychology for classroom groups reflected more than
just an awareness in the importance ot the social context ol learning.
Fussitle means tor dealing with the complexities o! the classroom:
were also being considered by investigators. The character of tre

classroom climate traditlon of research was still evolving.

The Studies of the 1950's and 1960°'s

AmOng the numerouas studies in the fleld of classroom soclal
tnteracticrn undertaken in the 1950's and 19n0's are some whict. pertain
dir-ctiy t. sutstantive issues relagéd to the later expectation
research.  Jenkins' (1951, study typltied a lline of researct wWrich
estarlished the interdependent noture of the student-teacher
re-lationship. Other studies by Sage and Sucil, Jenkine and Lippltt,
aznd Busi, all cited by withall and Lewis (1963:7v3,, and ty Hallwortt
(1552) investigated the nature of interpersonal perceptions held by
teacters and students, but they ylelded mixed results. Wwithall and
Lewls (:wu3,, in reference to other studies again which developed
surtrner the use of soclometry, noted that students' relationstips witn
eacr, otrer seemed to be determined ty teacher behavior lactors.
However, the many studies of the differential effects on teaching/
learning of opposing styles of teacher bet.avior seem to have the most
signiticance for the later expectation researct:.

BEver since 1450, classroom social interaction research into

styles ci teacher behavior and their effects on student performance
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seens to have been characterized by conceptual confusion,
inappropriate methodology and unsophisticated design. The continuum
along which teacher behavior is hypothesized to vary has remained
substantially the same, yet new terminology, modified delinitiors,
and refined instruments keep appearing. Attempting to é;tablish
relationstips between Dunkin and Biddle's (i974) process and product
variables was fraught with protlems.

Withall's (:949, seven categories ot styles of behavior along
tne teacher-centered - learner-centered continupm protably tormea the
Lasis of rlanders’ (1907, reconceptualized teacher behavior continuum
of direct influence - indirect influence and its nine categories. The
upsurge= o! classroom based observational studies, using Flanders’
Interacticrn Analysis Categories system, modifications of it, or some
otrher observational instrument, has ylelded a maze o! evidence.
Dunkin and Biddle (i974) reviewed tre evidence from the perspective
of two not necessarily related concepts--indirectness and warmtir..
Given tne conceptual ¢ nfusion of these notlons and the protlems of
their valid and reliable measurement, it is not surprising that
Dunél: and riddle (1974:132) were only able to conclude that some

relationships between the two concepts and student growth were

tentatively established, even though such relationships were based on

weak evidence. Twenty years of vigorous research effort seemed tco
constitute a necessary growing phase irn the classroom climate

tradition.



The Current State of Classroom :

Interaction Research

In the 197C's & great deal of classroom social interaction
research has focused upen the quality and quantity of actual specific
interpersonal interactions. Several studies shtowing a relationship
between specific teaching behaviors and student achlevement rave
emerged Trom tre iindings. Tne more trujttrul results in the searct.
vor process-product relationships probably reflect the greater use ol
descriptive and correlational classroom based studies, more
sciristicated instruments, and the more refined, better defined
research variables. HRosenthal's (1974, typology of teacner
in*.-raction behaviors--classroon climate, teacher input, teacrer
vLatpat, Ieveavack--torms a useful tasls lor reviewing tl.ils researct.,
evern tnougn the typology was originally designed to caiegoerice
t-acher expectancy efifects. Relerences to soclo-econonic status (o)
of students will appear {requently. Many of the research Iindings
are gualified according to this dimensicn of student individual
iorerences. There is a defirnite tendercy in tne rescarch on teaching
for SES level to be used as a proxy meagure for otner dimensiongs or
ot .uent individuzl differences such as atility, knowledge, mollvation,
ar.d performance expectations.

Research suggests that teachers wWho creaté a warmer sociu-
crotional climate will be generally more effective. Marilave

(1970:.5, reports that "a family-like atmosphere 1s one ol the moSt
crucial instructional variables for enhanced student learning . "

Joyce (1975) found the varlatles of classroon cohesiveness and

affirmativeness to be important elements of a positive classroom



climate which is most conducive

(1977:123; 4lso Zound that more

establisned successfully a more

for learning. 7ood and Srouws

eifective teachers were those who

relaxed atmosphere by employing a

numter cf interaction teiaching behaviors known to ve associzted with

failrs in student learning. Eroply and Evertson (377, and hosenshine

(1¥77, concladed trhat ex;ressions of teacher allect were assoclated

wWith tre achievement of low SES students, but not assceiated witr tre

students.
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acr.izvenent

Vervel lrnpul, as @ acter of classrocn climate, pertains to

the aroant and kind of presentation ol new ratericl to
students. hesearcn as reviewded bty Bennett (1w7c¢,, Fropry and Geood
(17, and Rosenstin: (0477 ,, Siggests that the more oileetive

ers are those who monitor approjristely tre

levels o student acrlevement and amotivation.  Juacth a

najor implications for weacher expectations,

s

PRE

Ly . Cozper (1973) and Frophy and Evertson (19721, .

Vertal output retfers to those teacher interactilorn behaviors
wilich provide appropriate action opportunities for students to
respond and ask questions. rrequency of occurrernce and staying wit:.

tudents are considered bty researchers to be twe dimensions of fert=zl

v

Staying with a low SES student seems to be importax&:;ar a
N

'
AS a guneral

output.

rigr. SEE student.

o)

reason than staying with a
rule, krophy and Evertsor (1977:27, found that, wnen asking factual
questions of lower elementary students, the more effective teochers
no r nse had

tended to give the answors 1Y followed. They wouid

ornly stay with low SES students in this situation if concerned atout



trie perscoral participation of the student. bropny and Good (1974

and studlies cited by . Cooper (1977 rownd that staying with rdgh SEC

and also upper viementary students was an e:fective teacher

when the student Talled to respond to a thowsnt jprocess ty

Hlgh ZES students seen Lo create more ovutpul opport

or Lrenselves and trese wWwere roXe iccepled Ly troee ollecti

Evidene reported vy 5ood and Sroews (1977009, Rropry ard Evertson

YTy and Fropny and Sood (0w, contribuied to tnisg

Sindlng. Moowowrlle, inoterms of tecler Indltlated cornctacs

i oand o onoluerarie diverclivy in o tnelr erfectivensss.

Ienerer recdlack ajpears to o te related cioselw ot

s leveriont . Accerdine o o Fernnetc o (14T i LS review onotr

It ques

Ve tecrer.

S ool

roeselrer, Ceedvacr inotre torm ol pralse, toonave any cUlect ot
LoV, B ald Lee contingent or pertormnance, sho.ld melioct

.

venavior

tion.

wltliey

Ll reless o6 trhe [art o tne teacter, and srould te emp Loyed Wit

recard Lo individusl difterences.  Stallings and Jaskowito

Soar (1573, and brophy and Evertscn (;yyu/ all found teacr

Lo bLe positively related to the academic achdevement of 19
ST LUENIS Wit fLigher correlitiong be-lng recorded or teac:
Joncude o mic resjonses in comparison witih global praise of

Leravior. zZrojny wd Everisor. (1%7¢) tound fir low SzS st

teoncl.or criticlsm ol Lrncorrect student responses was Legats

reiatod Lo acadenic actlieverernt. Conversely, bBrojry and Evertsorn

crserved trat tor rdgr SES students teacher vertal jruise
correlate with student acrlevement, but teacher criticlsn

Worr was jositively related to actlevement gains.
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Acad-mlice nind behavicoral feedback hes alse been linked with,

student achievemen' . Good and Srouws (19
ellective teuchiers are good providers of prod
wrad Bvertson 0 o7on) and Sowr (19735 Lodh towrM Tor low SES, low'r

elementury reade students, immediate: correctlive Deedlack weo

mportant for stadent acllevement. I reviewing @ ndnier of otado

Horllave (197 coe, concluded that Utne provicion of feediock o
vy .o oL accordling to st.aent need wes Lrgportant or o riere r
Leeerr i uteones.

Coownsr oor lnteraction Involves noamero.s Ainds 0 it Tpeers

Ll Lrae Ceserarar, e e il D

Lradicated trnat tonerecr interdactlon 1erlaviors wre QLo el s 10U cLated

WL staa Nt eerniineg s nowever, an revedsed by trie soony e o studl
reviowed Lo, Lioe natire o troe e ationsrly Lo very CcoTplex o
1 endine or oou, cruclal varialloos es sutect moatler, tre teacrdrno

Srrategis s telng wrmployed and, most imjortant, tne individaal
tiritutes Of tree peersons inveived. Nevertneless, the classroon

climate trudition LI research appedars to have come-of-age .

TrTow tout tnis review ol eesLt classroum fnteraction

Tese T, mAny ol tnie conciusions toobe gqaanitien L
cerns of stident irndividoaoo virlatles and thelr associnted ellecty
Crootrer jeertoorToance ospectatio oy held by teacrers. Foarthermnors, e

conclusions nave been derived rom studies o otservalle aSpecto ol
velravior and do not reflect the grOWire researc:. cohicerr. Ll
%

investigating teacnher and student covert ber.wvior. Tie relatlonord

between process and product variables jresented irn the review,

[

-
1%



theretore, should be viewed as tentative and acecepted with caution.

Suf ary

In this section of the review, n nistorical overview of the
research (iterature o soclal interacs . @ owas presented as backeround
to the current rescarch eftort intce teacher expectancy elfects.
Wroersoan studles on teacher expectancy elffvcts tave coc ared largely
Inoothie loast U years, mary of the conceptual areas and issues reievant
Lo R resenrct evolved aridst tre plobd studies of the eclassroom
climate sraditiin.  Trne irnportdanc: ol alrective aspects ol tehavior

r lowarning, the character o interpersonal perceptions, tre

Ll e ners DI teachier ecrhaviors on studente’ pereetlons ol oeac otrer,
a1l Lres Lo et D teacreer-stuadent Srnterscetions on o stadent acnicvement
Sheoilloprotaniy slernificant componernts o tre expectancey el o,

-r Exjpectation Rescarct

Teacher expectation rescarch nas a comparatively sror:

rigtory.  In Just o years & proliferation of studies, gsone

exyerinerntal ard otners descriptive, some latoratory tased and otrers
* + ’ J
classroorn tased, nave Ltrowght lnto some perspective the pervasive
o teacner oxpectations or. classroom interaction beroavi_ro
and stodent actlevement. This review of teacher expecta®tion researce:.
corolists O a triel cverview of the early studies and o rore

— . . ~ . N + 4 - X RPN
cohprehenslve review ol cuIrernt enerfgliry patterrns in expectatlorn

=

stuilies, especlally those pertalning to process expectatlion effects.



Ar. Historlcal oOverviow

Nearly all the literature on teacher expectation studies
i« ints to Rosenthal and Jacobsn's (1968) Pygmalion in the Classroom
4% the seminal study trom which much of the later researches are
derived. Yot the notion of self-:ultfilling prophecy, which was the
rrimary pnenomencn under investigation in that study, was well
established ir the socluel psychology literature befeore 'Gob.
B twrt Merton (1% 79), Wino 1s often credit:d as naving introduced
toes o self-rulrilling proyhecy, makes relerence to an early
socivlugist, w. 1. Thomas, Qho in turn otserved, 'I1: ren deline
sit.aticons as real, tney are real 1ln their consequences.’ Merton
poointed oLt ttat predictiorns cr prophecies of a situation can becom:

Hooontral and Juacobson (Iyo¥) were provactly the first
recearchers ©. uttenpt to orow how the self-fuliilling prophecy right
wiorw ir *re classroom. They hypothesiced that teachers devoted
aprroximately equal time to students regardless of expectatlion, but
+rnat expectation affected the quality of teacher-student interaction.
vy providing teachers witrn false information abtout tre intellect..al
capatilities cof some of the studen<s, - ~xperimenters found tley
were able to manipulate teachers' ex;p:’ :tions such that significant
crhanges in student intellectu performance subsequertly accrued.

Several reviewers of the Rosenthal and Jacobson study, such
45 Elasrof and Snow ('971), Jensen (1969), and Thorndike (196%;, rave
criticized the experimental design and statlistical procedur<s of the

L

study for not beling sufficliently rigorous to Justify the

irtegral part of tre sltuation and so afrect subtsequent developnmento.



generalizations about teacher expectancy that were made. However,
this ecriticism had little effect on "r.estigators' attempts to
continue or replicate the research. Studles which attempted to
replicate Rosenthal and Jacobsun's tindings have occurrdd both in the
clasroom and the laboratory. Some of the early studles which have
provided evidence to support the expectancy lypothesis are reported
by Anderson and Kosenthal (1968), Brophy and Good (1970), Cont,
Edwards, Rosenthal, and Crowne (1¥4%), Meicltentu.rn, Rowers, and Hoss
(196%), Rotrtart, Dallen, and Barrett (1%7!'), ard Hutovits and M.chre
(1971;. Nevertneless, a number of studies, such as those ty Z.aitorn
(192y), Flemines ind Antonnen (:97:;, and Juse and Cody (!%V.,, report
no sayporting evidence.

Once research had estatlished tentatively trne exlsterce ol tre
expctancy effect, investigators began to exanine the variations irn
teacher behavior that mignt communicate such. expectations. Tils
change empnasized less concern ror product expectation effects and
a channelling of the research effort mainly into the study of process
expectation effects. As Halgh (1G7L:9&) points out, thls chance
seemed necessary 1f investigators were "to determinc(the success of
their attempts to modify expectations, or understand *he means Ly
wrich teacher expectations produce change in pupil rehavior.” Some
of the early evidence on the character oI verbal interactlon in the
classroom, as reported by Hudgins and Ahlbrand (1970) and ty Jackson
and Lahaderne (:967), indicated uneq“} distribution of teachier-
student interactions. However, many of the early studies have shown

that teacher expectancy may be a major underlying cause of varlations

re



In Interaction. The experimentally induced expectations studles of

Kester and Letchworth (1972), Melchenbaum, Bowers, and Ross (190v),

Rothbart, Dalften, and Barrett (197!'), and Rubovits and Maehre ('97!),

and those studles which Investigated existing, unmodified teacter

expectations, sucr as Rroplty and Good (19Y70¢) and Hidgt, (Jvie o, adl

tound duetinite evidernc: to the etlect that teaclor expectationg

nteraetin with ot adents.

The ear .y researct, on teacher expectations riaised moan.

r Uurtrer research ard, predictably, these have jrovided tre foct

Sor mach o the resecarch in the last five years. The jpros
investigating manipu .d cr induced expectancy effects as

naturdally «cc.rrirn

performance expecta

*

-manipulated expectacy «lfects,

might be commur.loated il the coasaroon,

roW these communications influence st.dent per: 1T u.ce seem

the tases of the contin.ed researc:. effort into * - aicier expectati

Tne Emergil Patterns irn
Bxprctation Studies

“rom tne review of current expectation researcr.,

Jcr trends seem to have emerged ir recent .rcars.  Some

ma

rrovide Importart backsround to *ris researct..

infleeneed the quentity and o ality of teacter betavior wrer

oL
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nd ¢ons
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sevelrial
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Lrese

Jr.e *rend @ research tr.at has galned greater credence

L]
recently has been trne recognliion by reseqnr . thalt expectatlion

formatiorn and commuriication involves a two-way process.
and Evertson (.. t%;, Fledler (1975), and Wirne and Marx

repor*t, research on classroom interaction generally, and
. v

.

As Bropr.y
V1977, all

expectancy



3o

feects specitically, has in the past tended to focus conceptually

and mettodologically on adult teacher as toing active ard causal und

rerocenila student as telrg reactive and passive. L now, a5 onroplly

"2 Evertscon (1900t iSr point cut, there are signiticant Iriividual
Lllvrernces anong s*tudents in the orportunidities and prollens Wil
trel jresent te tne teacher. E. Cooper (197¢;, Luser (L9750, and
Lockrezeed (19T75) recopnliced trne signidicance and ruretion of stuaent

Craracteristics as contritiuting 1o thie expectancy elfect.  Eraarn (Ds77)

o+

ates that student self-expectations constitute Ui

Tenaviooral o cycle e vidirectional nature ol tr- e
Seers Tl e Well surmmed up oty He Cooper's (19TC -
?

cvesical process O MLtual InTLaence Seels oSt A

teeretore T Do LwWo-wWdg erpasizes the :
JUoe s oetations, Witn studenis' btelaviors and sell - R
Viewsd cs ma or influernces onotne developrent and ool LI
caperetation wllect

second trend to emerss Irom the resecrc 1s the recogrilitlon
. tree coumplexity of teacher und c-.udent individaol difrerences.
Mottar® (@ T cltes a namier 0 ostudles whdceh demonsirate thiot only
Sole teachers treat stadents di:iferently on thie tasis ol expectations.
As well, Brophy and Jood (197%, have recognized or some time trat
teachers vary irn thelr susceptitility to tre expectatior eltect,

rnamely, prouactive, reactive, and over-feactive teachers.

Proactive teact.ers appear “o be undeterred by their Expectations
for low acnievire students, so that they spend more time
irteracting wit: .uws tnan righs. Reactlve teachers simply
a.10W exlsting differences between 'igh and low students to
un®old, sc trat righs, due to their own initiative and ability,

¥
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come: to dominate putlic classroom life. . . . A *hird eclass

¢ teachers overreacts to student differences (in supplyine

qualitatively and quantitatively superior treatment to

fiighs), thus exaccrbating differences t-tween studenis.

(Brophy and Good, 1974:303.)
Slkewise, Braan (1977:195) discusses what Y- ca.is teachers'
dirferential susceptlibility to input factors,’ and corcludes thot

: I3 N/ I
cacher lnrormation ard perscrality are tie prime factors crnderlvirg
the respective positicns.
Irly very recerntly rave individuad dl:crerces in ost.dents

o s lntce the limeligh

Iad

witrn expectation researst.. Trerotome, the
Tlllowing studivs are sisriidicant as thoey rerport inTormoation atous
& J t

GTLdent attritltes or craracteristics wilch are sosociated wltor.

TeraaUini croexpectatl s, attitades, and el i
D.sek and O'Cornel’l (1973, Lockheed (0974, and Willie wnd
Frojhy (D¥Te, all foand ot o ocoerrelute riorly Wit

TeaCre o eXpectatlons.  Alars andg La Vole (1976 and Fropr ani
Ever-sor. (1974, Uound conslderatlc sex difterences especlol.y 1n tie
vaenertary grades.  Accerding to the latter st udy, teacrers hLold .ol
r.re positive views of thelr femals students, and tr.ese were
transierred It toelir teraviors moere during private contacts tran
during putlic sesslons. The studies by Cooper, baron, and Lowe (1979
“inn (!'97.,, Lockheed (:975 , Long and Henderson (1974), Rosenthad,
bara* . and Hall (197, and Rublcvits and Machr (973 all repers
generally no race ellect orn teacher expectatiors. Otor studies that
investigated the efltvcts of prnysical :*‘ractiveness and s.oclal clzoss

seem to provide no cunslstent patter..

Another trend that nas emerged over a longer time period has



Leen bt move toward naturalistic studies, bothr in terns of the setting
Doy resecrch and the kKind o expoctation ellects to be otgerved, ithat
ig, tr.e nor-manijulated 2s aralinst manipualated elects.  Rosentiiad
(170 noies thot non-latoratery studles o this kind have risen rronm
Uojercent prisr to 470 to &40 peroent tetween SV and (975.  EBrophy
and Evertson (1974: CLotily o tne move away f'rom the latoratory on the
creands tnat more accurate and more generallzable Tinaings can be
derived from Latursa. Clussroomn researc:. krauan (197¢;, H. Ccopcr
(:97: , and Lockneed 1Y the meve ig Jfustitied necouse

wooexpectancy elfect cores Iron

el the suppoertive
Pative studios cuch as tnese bty Rropry and Scod (1970,
Sranc and Meilorn (0570, Dusek and O'Connell (19T72,, Scod wrd rroplly
(97— 4, J-ter and Davis (oo reported In Jeler,
Elias (1972, and C'Jonreli, Dusex, and Wheeler (2 s

A Tourtr recent trend i trie expectancy eilwct researcnh 1s o tre
conicern wWitrn developlng ar unde-rstara.:e 0 how teacher porlormance
cxpectitlons of students are translated inte partlceular studer.t
Leraviors .nd acrievement. Eraun (((97t), Eropny and Good (1470,

Cooper

—

147z, and Locki.od (1¥75, all propose models wWidct
)
erdeaveor to exi.ain the process expectatlion eifiects and wrich ore
51311 muinly beitg researched.
Brophy and Good (1970:3e5-3L; pesited a modul cornceptunllolrg
tre processes wW.lerlylng tre self-fulrilliing hypotheslis:
(a) Tre teacher forms difierential expectatlions for pupiil
gerformande; (b) He then begins to treat children differertly
* in accordance with ris differential expectations; (c; The

wiildren respond differently to the teacher because they are
belng treated di:ferently by him; (d) In responding tc thne

36



teacher, vach child tends to exhibit benhavior which complements
and reintorces the teacher's particular expectations for hing
(e) As a result, the general academic pertornance for some
children will be enhanced while that of others will be
depressed, with changes being in the direction of teacher
expectations; (f) These effects will show up in achlevement
tests given at the end of the year, providliln support for the
“gelv-Sulfilling prophecy’ nction.

i ocrteed's model of the expectation process retlects an

v
ty_Lence of exypectation states theory (verger, Conner, and riser,
1974). A cruclal aspect ol trne model is the use of the teacher as a

source oI 2 student;ﬁ sel<-,val uation, which in turn determines &

.
}'
¥

s .aent s o 1%-ax$eciations. Lockneed's (197

Lo

iz model of the

g ,

tun process Locuses Ul

trn: student characteristics ol achievement, sta*us, and
tenevior and personality és determining teacher expectatilons
ard teacre-r behaviors, that teacher exrectatlions determine
studernt acedernic achievement znd teachrer tehaviors, that
student characteristlics are correiated with acaderic
sorieverent, and that teacher toraviors a2ffect student
academnic acndevement.

k-

characterisiics, evaluations of otrers, and achlevementis. Tris model

i ptrermere, student sell-evaluations are determired ty status

implies that student individhal differences are cruclai to the
exy2ana*ion of expectation eftecis.

graun (1976:192-206) proposed a model of the process of
exye - ation effects which attempts to explain in more soclal
psycr.ological terms the behavioral cycle between teacher input and
jearner output. He traces the process through a number of stages 1in
the cycle: sources of teacher expectancy--input factors, difigicntial
susceptibllity to input factors, transmission of expectanc§ cues--
teacher output, learning response to output cues, learner selfl-

expectations--puplil output. Eraun cltes a great deal of evidence in



support ol each stage. Thg {Pteresting features o: this model include
the role of student self-expectations--similar to Lockheed--and the
cyclical nature of the process.

H. Cooper s (197¢, model for expectation communication and
behavior influence focuses on an attributional explanatior. The
causal sequence of teacher cognltion, teacner.behavior, student
cognition, and student behavior is set within the interaction context
of a classroom. Again, evidence is cited to support some of tre
Teatures of the model. Cooper's model 1is presented in a later sectlon
of this review of literature.

wach of tre models tend to trace the “communication' gf

.erpectations from the time teachers torm trem, to the way teachers'

penavior toward individual students vardes according 1o these
expectations, tcC the dirferential way in which tre individual studernts
perave and react accordingly and, finally, to rhow students'
performance and aerlevement are affected. The supporting research
anderlving these &odels indicates clearly that the relationsnip
between teacher tehaviors and student®achievement is far from being
a simple one; that as a consequence no definite cause andyeffect
mechanisms have yet been established and, as already indicated, the
directiorn of influénce regarding performance expectations 1s probably
of a two-way kind between the teacher and the student concerned.
These four trends generate a fifth. Research in teaching
seems to be increasingly taking account of the uniqueness of any one

classroom group. As brophy and Evertson (1976t 10) state, "Students

in one classroom may only have chronological age and presence in the

L0



classroom in common.” How the individual members o: any one classroom
group think and behave, react and interact, are phienomena unique to
tha? group. Consequently, research has moved toward a phenomeno-
logical perspective. The study of attributional processes has evolved
trom this kind of reality--trying to make sense out of the everyday
experiences of human behavior. Because attribution processes are
related to expectations, it seems logical that an attributioral
perspective might be used to view the classroom in "the way it really
is.”
Classroom Interactions and the
Expectancy Effect

The early studies in teacher expectation resecarch estatlisrod
the need to examine classroom interactions as the possible means bty
wriich teacher performance expectations of students are communicated
in tne classroom. A great deal of process expectation research has
now been undertaken investigating the ditferential treatment of
students based on different pertformance expectations. The quantity
and especlally the quality of interactions seem to serve as the medium
Ol communicating the expectations. In the review that r'ollows,
Rosenthal's (1974) typology of teacher behaviors, namely, climate,
input, output, and feedbvack, provides a useful basis for organizing

the evldence whic: has accumulated from the recent research.

Climate. There is no paucity of evidence to support the fact
that a teacher's high expectations for a student's performance gives
rise to a climate of warmth, attention, and emotional support.

Teachers appear to spend more time and interact verbally in more



positive and supportive ways with Figh expectation students than with
low expectation students. In addition, as reported by Lockhreed
(1975:4), teacher expectations may be communicated bty such indirect
teacher benhaviors as general seating arringements, use ot avility
groups, and use of superior abllity students to asslst less alle
students. H. Cooper (1978:9) cites researches by Challkin, Sigler,
and Derlega, Fester and Letchworth, and Page which tound that many
noniverbai teacher behaviors assoclated with positive emotlonal

sttraction were dispiayed by teachers most frequently 1rn interattiong
¥ Y y

witr ri.ror achlievirg students.
lrput. Ressarch evidence suggests thal teacrers vary the
woun- oand kind of vertal input they use witn ditferent students. e

Leve. oY activities teachers select to correspond with trelr
expectations 1s a criticas example or verval input. H. Jooper
{IvToilu) clites research by Corntleth, Lavis and ¥uttorn, Jeter ani
Javis, and Mendoza, Eropny and Good, wricr. indicates that slow

students have less difficult material taught to them. Doyle, Haricock,
and ¥irer (:971,) report findings that teachers monitor the learning
opportunities for a group according to thelr perception ot that group’ s
pctential .  Brophy and Good (1974) report that teachers generally not
only expect and demand less of low expectation s;udents, but trnat less

ditricult material 1s given to those students. Research by Beez (197v,,
9

Carter (1967,, and Plde- "1970) indicates tnat slower learners
receive rewer opportunit.- . learn new materlal than students
perceived as bright. The ce suggests one reason, therefore, why

the quantity and quality . .ctions between the teacher and low
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expectation students are likely to te quite diftferernt trom those

between the teacher and hLigh expectation students.

Output. kvidence 1s als. avallable wrnich indicates that
teacher verbal output behaviors contritute to differences in the
quantitly and quality ot interactions with students for whom
difterential expectations are held. Erophy and Good (i%7+) report
that, overall, low achlieving studeris gencrally receive :ewer teacher
contacts than nigr. achieving students. In terms ol staying witr.

students, Good and zrophy (1973), kosernthnal (1973), and Rowe (197w

»

found trat teachers’' crncouragement for the Cutpat of studtnl responses
Wis much preater with high achleving students. Teacrers wou. i walt
ionger Uor TISWers, Would pronpt and prote nore by repnrasine and
giving nelptul nints, and would ask harder questions of trignt
students. Ilkewlse, as Rotntart, Laltrern, and Farrett (1970, and
Jorntiett., Lavis, and buttor. (19764 ‘ound, teachers interacted
vervally in more ponstive ways witr nigr achleving students ty
accepting rnd guing thelr ideas more and, overall, spending more
interactiorn time witn tnem thén ~ith low achieving students.

Not suryrisingly, rhigh ariilty students are likely to initiate
more academic teacher-student interactions than low ablliity studernts.
Trnis findirng was reported by Brophy and Good (1974, after reviewing
a number of studies. However, trils may well be a function of other
teacher Interaction behaviors such as the use of réedbtack. In an
experiment, H. Cooper (:977:wct, found that when teachers were asked
to stop criticising lower abillity students the number ot student-

initiated interactions increased to¢ a signIficant level. Entwisle and



webster (0o

, 1 another study, tound that when techers Increasead
the amourt of pralse the requency o student nand ralsire aloso
increased.

Kesearch intoe teacter-initiated contacts iis revoased no
consistent pattern. H. Cooper (1972:10) s gg€ests that ihne teactoer
contact-initiative may be 4 tanction of teachlng strategy dirterences”

and ciltes a numter o! studi-os, such as Firestone and trody s (09,
’ . \ /

spearern, ingualry . Most ctadles, ospeciialy

oGy W roore cLroareon vased, provide evidence wolocr indlcites

.. Y . . N Vv : o
Leeaaty ol lnuernactoorn Pllerencee s exist Letweorn U Leacnlell annd
Stadwrits Tor whor diIterential periornance orpectations wre neeld.
Teacnel IrediZCK CUmpriSos tWo COomponents--ar eval latlve conponernt,
LGolly trootne fornm of prilse (roeritiolsm, and oan aclenlo Sorresiive

O wXpL.alhialory componerl”

;raise and critlelsm is particularly sensitive in communicating
teachier per:.ormance expectations to students. Ekeew (1v0U,, Bropny ard
sood {1y, Cooper and Baron (1v77,, Lalton (lYty,, rlrestone and
rroiy (:v75), Melchrenbaum, Howers, and Ross {1Wo»), and RHulovits and
Mrerr (1971, all report eviderce trat trigrt students tend to recelve
rore praise than tnelr lower achleving counterparts.  Alst, LoWer
acrnievine students were reporwed to recelve more criticlsm, esjeclally
in fal.ire situations. Smith and Lugirntard (1972:070; corciuded trat

"tlrere existed a tendency to accord the student of greater atvility



more evaluative cormdiicition:s (eneourigenont ard colitic

explanation, they suggest that low expeetit ton stident s oy receive
less evaluatlze Teedbact teciise teachers feared ot D0 woulld
contribuce to o negative latel etlect.,

Teacher rolntorcement vehaviors found ty brojry wad ool
(Yt wrich are thougnt may transnit tre difterential orfects,
irnciude rewwavding inapprepriate belbavier ol jow expectation student o,

eriticising low expectation students nore than hnign expectatiorn

Stadents irn parallel si-uationg, Jalling to pralse low expectaticn

stud-rnts trosituations wrere otner ot adents are Lypleasly preised,

ard faliine Lo give low expeetation oruadente Seedtiock concerning

cended t. lsnore Collmeernts tTrol Lower enlieving stoadents more thoas fron

crlevite studentos, and o ootaldy Ly Say 09U
“rat o rore jenitives teacrer DeedbLAack Wau glven o nigner acrdeving

St adert syl noe s, jrovide evidence wrhich s oconsi

W\

.

CerdrAack tenaviors and the enypectancy oitect.

accumeiated evidence Indicates clearly tnat teacner

re

leediacChn tenaviors contritute sigrniticantly to a dilterential gquallity

o interaction between tre teucher and dirferent students, Junkin and
Eiddle (1974:130, alert researchers to the need for some ~autlon whern

interpreting the Uinilings, given tre existence of some conflicting

bas

evidence. However, as Smith and Luginturld (1972:.00) suggest,
feedbacy car ‘e considered arn important medlator ror all studernt
performance . Hughes' (1973, experimert, which srnowed tnat prals. was

1 major determirant of student learning, 1s Just anctner study wricr.
s



artests to the potency U teacher feedback beraviors

Summary

As Hrovan (U rac UL Suegests, Ttoappears that trhe anoun

ard quaiity of papds teacter dAntersetion ofter cruclas olues toe the

ponsit e expoctancey cdaes thoat the learner internalices

St s tie premise anderiying o onamter of tne nodels whicn have teen

cuntasated to ooxplain the Tcommunicatior” of teacrers’ perrormance

cxpect oo to o stadents.e Bt trie Lue of the notion o0 comm o oteation

P Lt relevance or o tre expecltancy plenoncellt uess telogeeed
Tt lom te wdveer e Tie Creceivers of i Messdages. Thereolors

Wit Lo o tree relitilonsni; tetween dittersmtlal tecter tenovior o toward

C vl oW oaerdevers and studers | orceptlong and renavioro,
B I

.
eopecinliy joriormances, inothe classroon oarning situation nis
1 ©L re wre Crux ol the exjeoetancy erleet--eXplioring morte Dullly

tree TroCess expectation ellects.
Wiile tre importance of trne conseyannoes or. studert teravior
of e expectancy effect ras beern relterated ty Braun (9w, Ereres

! ,

2d Sooa (97e o, H. Cooper (197¢ , and trne Natiornal Institute ol

&

Ediicotion's Panel Feport (1975:3  , Teoearcr to trds eftect roan

Concerarated almost solely on produact varliatles, namely, periirnanon
o ormes.  Student percoptlons of the processes which are thougnt L.
nderlie the errects of teacher expectations are juat becoming tre

L}
Yocus of research elfort. Machn UU trlis ertort is Linred directly to

‘re appaication irn tre classroom ol attritutional analyses ol Lanan

-

' X3



A tritutional Analyses ot Acnlevement Retiavior

The linking of exprmctancy ettect research with attritutional
inalyses of actlevement -related behavior has teen a recent development.
Tt Natlonal Institute of fducation's Panel o Report (1975:31)
suggestd such a linkage to be a worthwhile researct. domain. Llowever,
15 ylidcnccd~{! recent studies, t:ils seens to have motivated ﬁorc
intvrest in process expectation eftects involving teacher behavior
soan tnose involving student teniavior. Meanwhile the application ot
attric.tion processes to achievement related vehavior nas prererated

o omsideratie research interest, ineluading studies wnlon are cuonoloon

sreritotion jrocesses ale phenoliena ~oryday Lilen
1ol dineg raman renavior inoclassroons. T naturil aspect of
vravior and need to e recognized as suct. L oloequently, 2 trief
reviow U some of the research pertinent to attritation conceptls
cv tresented. This wiil we voliowed by a consideratliorn of some

cttrit.viona. cxpianations o studernt wchlievemernt-resated Tehavior.

ttrivation Frocesses

Attrivution theory, as iritially jrojected {ror the reaims ol
raive psychology by Helder (1955, and developed Surther bty Jones and
Davis (:9095,, Kelley (“9u7,, and Welner, fTieze, Xuxla, Reed, Rest,
4nd Hosenbaum (1971, offers a number of concepts which can te applied
+o this study. As Borko and Shavelson (197z:.71) point out, the theory
"deals with the processes by whicr. reci.- integrate information to

arrive at causal explanations for eVt According to Helder (1953,

ry



Kelley (1907), Shaver (1Y75), and others, the vverall attribwtton
process consists of three phases: an observation ot an action; a
Judgement ot Intentiorn; and the making of & dispositional attribution

X )
elther to the person or to the environmert .. Thé prucess, in Shaver's

bl

(1977:137) terms, makes up the cognitive plrase o soclal perception,
that 1s, tre perception of e social behavior of a person.

Harvey, lckes, and Kidd (1976, 1975) differentiate bLetween tlie
personal and interpersonal consequences of attributiorn . However, two
Sundamental but related concepts arlise trom a review ot tru rese il Q.

o both sets of consequences.  Flrst, stoadies such o those by
craduey (197n), Soetnhals (1970, Jones and Lavis (19797, Kelley (ilyn’ ),

S:onroeder and Linder (1970, Shaver (Y75 , and Steele and wWoods

UYLy provide a surprising amount of eviderce or the nature and

2Atent to whlcern attributions are open to btias, distortion, o
defensiveness--uguaL.y to STwliill self-protective or seli-serving

[urposes of tine perceiver or ocserver. Second, studies ty wortmen
- «
(197¢,, Snyder (:y7/o), Harvey (197t), and Storms and McGaul (1870), ‘v

RN Y.
ard otrers, suggest trat trere is a considerable effort Rade by {ire z !

N e
stimulus person or actor to maintain a sense of FPerceived persongl v
- » b e

L g . .
control and freedom in his behavior in any situation. As an exanple. 5,

of tnis Snyder, Stephan, and Rosentield (1978) refer to a€tributlonal

o

1 .
egotism which 1s the motive to take credit for éucqgss-and deny blame o
Yor fallure irn order to enhance or preserve se —*eem. This concept .

of percelved personal cortrol bears a close relhﬁiﬁiship to Goffman's

(1659) self-preservation in social sltuations.. *
@ 3 4

A considerable number of studles have 1¥ttn¢ed from the

?‘
s

.
.



semlnal work by Jones and Nisbett (0000000 . Fhey modntaln that

there 1s o pervasive temdency Yor actors ' 4t trttute the¥r actions

A S
Yo situational tuctors wnlle olservers tend to attritbiute thie same

dctions to statle jersonal dispositions of tie actor.’  Feli,

wick N, Marko, and Larkin ('Yt ), bretm and Aderman (1YY )y aalper

(970N Huse and Stonner (000, Lowe and Hansen (1970), Milier
(¥76,, Monson and Snyder (1977), Rug o ind Totter (1¥?5), and Hose

(7% are Just some of the many studiles whicn lnves leated aspects

uiy, and ! and evidence Sup porting, the Jones and Nistoett thesls. i

tmpileation ©or the Clauslocl © L0 ineS Oh 7 oW Pl tecter Whe tserves
rde stadent Lnoaction may Lrterpret that o renactor titterentliy o tre

St denty The Studies Legest trnat tnl tendency stens primarisy troom
di v rerees Yrooavail crle dntormattonoand {119 erencays T 4 processirg
¢oolntorratiorn.

The concelts 0 wttriiution processes SEeh t. rave A dircce
relovanes tor the kind of inguiry intended of tr.e }lenomena urder
exanination in tnis study. Lﬁds r~.evance ls accentuated when thes:

/
concepts dare applied to the cognitive (attritution; nodel of actleve-
nent mctivation as developed by welner et a. - (1y71). As Andrews and
Debus (1972 i%, puint out, "trne kKey to this nodel is tre assumptior
that causal beliel's about success and fillure experlenices have
important consequences or subsequernt teelings, expectancies and
behavior .

Attributional M.del of Achlevement
Motivation

Attributions "have a special significance when aprlied to



achievement-related events. These are events for which *the outcome

be judged to be either successful or a fallure or some mix of the
two " (Gmith, 1977:2). weiner's (1974} attributional model of
ach.levement motivation secks to examine the effects of attribution on
student achlevement motivation, and thereby performance. According *:
the model, causes of success and faillur« -an be represented larcely
al:ore two dimensions. One dimension is the internal-external locus
»>f control c;ntin:um of causes, witk atility and effort comprising the
properties internal to an individual, ani task difficulty and 1uck
e ing external causes. A second iimension categorizes the same causes
according to stability and instatility. Avility and‘task difficulty
are the stable causes, while effort and luck are unstatle. Other
possible causes and dlmensions have been s.ggested by the studies of
aeiner et al. (197%), Frieze (197€), ani “ocoper and Burgser (@77,
tut research *ends to emphasize the four -a.sal factors as elng the

s+~neral and sallent of the causes cf acrievement mctivation.
.

T
1

fwe two main dimensions of success and/or fail.re causality are
reprecented in Flgure 7.

Welner's (1974) attributicnal model of achlevement motivation
5 presented in Figure «. A number of antecedent cues act as *hne
tases from yhich causal ascriptions far success and/or failure are
inférre), These cues include: specific informatlon such as past
success history, soclal norms, patterns of performance, time spent on
task; causal schemata, which 1s the relationship perceived tetween an

observed event (effe nd the causes of that event; and student

individual differencs  liaracteristics.

50
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Attributing an outcome o one or a comlination of atriiity,
eftfort, task difficulty, or luck, according to weiner, will influence
the future expectancy of saccess and the aiTective consequences of
acrhievement performance. As Welrer (197¢:j€.) peoints out, thnis is
an integration .o atiridution processes with AtKinsorn's { 296k)
eXpecrancy-value conception cf motivaticn.

Ao Mlgure & indicates, wWelner's criginal concerption of tne
conuegarnees 0 atirivuting an cuatoome to a particualar cause or causes

Sugg-sted trat the jocus o cortrol dimensiorn inlluences tre atrective

reactions of pride and shatn . Irn oa @il are situaticn, whern studento
atirit.te tnelr perrormance 10 an internzl cause such ac lack o

crl.lty or lack of eltcort they are iikely tc experience ~rozier

1]

vroerrissnent and sname tnar 1 they attritute tie same perlormarncs
To lrer exiernal causes such as task al:ificudty or luck. In o a success
situation, an attricution to on internal cause resel*s in greater
rride and sel:-satislaction, whereazs success attrituted to good luck
or ease of task results in less pride.
Tre affective consequernces of success and fallure ascripticns

Lave seen the sut_gect of considerable scrutiny in recent years. he

iscussion appears to have derived from Welner's (1974 position trat
ellort attritutions are a mcre potent source o: aifect than
attrit .~lons to avility. Nicholls (1976, and Sohn (:1977) conducted
studies whicr. indicated that Welner's statement was ir need of sone
qualification. Nichclls \19?&) found that tne aftective intensity of

»
an effort attribution maydyeil be greater than an ability attribution

in the immediate achievement situation, but that over the long term



e
tne intensity of affectdve consequences 1s reversed--more afi.ct
follows an ability attribution than an effort attribution. Sohn (1977)
reports that relative affective intensity depends on the emotion
inveived. An erfort attribution seems to generate more "morally
unneutral affects” such as pride and shiame, whereas ability
atirivutions probably generate rore "morally neutral affects” such as
hajpiness and unhappiness. Weiner, Russell, and Lermar (1978:82)
have slso investigated Welner's (1974) original position and concluded
@t 1t aptedars that affects often (but not necessarily always) are
directly *izd to the causes, without locus of control serving a

mediating roie.” The findings thus far suggest that a protliem nas
arisen In how 1o conceptualize Locus of control wittin welner's

atiricvotional aypriacrh to motivetion, for urdoubtedly the intoertiol -

=xlernal dimersion ol causallty nas a consideraitie insluerce or. humear

As shown alsc irn Figure ., the stabvility aimensicn is
considered to relate directly to cognitive changes in the expectancy
of ruture outcomes rcllowing success or failure. When success is
perceived ty students to be caused by ease of task, tre rcéu;ting
expectancy is one that success probably will occur in the future,
giver that task difficulty is a stable cause. Attribution of failure
to task difficuldty resudts in 1ow expectancy for success. Success
aétribuzud to the other stable cause of ability will also result in
rigr. expectancy for success, since ability normally is viewed to t.

constant. Llikewise, faillure attrizuted to lack of ability results in

low expectancy for success in the future. When success is attributed



to good luck, studerts migiat expect failure in the futire, since 1ack
1s believed to be an unstable cause. Similar expectations are rourd
Yor attributions to bad luck in a situation of failure. Attributions
to the other unstable cause of eirtort in a fallure situation results
in Ligher expeciancy for future success since effort is unider
volitional control.

As Bar-Tal (:975a:.03) points out, tre ty1es of causes
Students use to explain thelr successes or failures tend to have a
dircet intluence or their achlevemernt-related beraviors, sueh as
desire to approact, or avoid a task, persistence of venavior, irtensivy
ol performance, and cholce of tasks. Stuaents identified as Dersong
rdgh in achievement needs will tend to arproach achievement situations
difrerently to students low in achiovement needs tecause of ailrler-
ential atiriouticns tor outcomes witr, previous sirmiar aericverens
situations. As Smitr (L977:4,;, states:

-+ - People Wwho consistently experience success are peorle with
nigh achievement needs. They value success, strive to attair
it, and experience it frequently. On tre other hand, people wr.c
more often experience fallure are defined as having low
achievement needs. It is likely that these people would refer
Success but for whatever reasons have come to acceryt fallure at
i=ast in specizic situations.

Students with high achievement needs are more likely tc
attrivute success to ability and effort, will trerefore expericrce
rride and reward for thelr successiul efforts, and will be more likely
to approach subsequent actievement situations. Students with low
acrievement needs tend to attribute success to external causes,

experience little pride for their success, and subseque!&*l are likely

to attempt to avold achievement situations.

\n



Because students witn righ needs tor acrievement o

attritute failure to e ort, wricrh

longer. In contrast, wecause studerts low in
5 3 437 e )
usgaddy attribute tullure to

Y

sittion will be muc: lower. inally, b

students, wWi.c telieve thal succels

determined vy efiort

achlevement need students wWio
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deined as chance when the student feels the outcone of events 1o

controlled by external tactors. That 1s, his success or fallare will
°

depend on factors other than ability and, or et'fort. Al ternatively,
wihien the student detfines thiee task as skill structured, the outcone:
wili tv controlled by the Internal factors of effort and, or afility.
I4

A second basis by whieh tasks in aclievement sit ations can to
anilyee-l 1o the extent to which a4 student percelves a task os easy or
dizricult. Students with riien achievenent needs more oltern Clioose
tasks U interreediate difricusty troas do o students witno Low oachievenerns
teeeed . Sanhs aoLeverl L diviicaity, according Lo resewrtern cited ty
St (L AVT D)y arounses the Bretest cemotional or wrreeetive reagctiorn
in treese StAGents and, 2o well, proviaes maximoam intormatiorn Ueedtack

yvoand nmeearns too improve

. R . . N T Sy S
P toa ocrtadent o Ccapatias oo Yl ormalicy .

i
Sone interesting widltional studen*t jerceptlons ol tasrs nave
peer. reported by Joyle (1y7¢, - He was aulse to conclude that, loroa
stidont, tne achlevement 0r p tasik represented o perfornance-eradu
exenal « AS far as the students were concernied, tre most Important

goan wWas S0 anqulire tne perrormance caparilitios wnlen nave the

sreiatest likelitsod of recelving a positive evadiuwatlion Ly tne teacner,
herice a ravorabl.e performance-grade exchange. Success, tl.erslore, wWas
dependent upon students tinding the solutlion strategies or

- ] i
wccomplishing & particular task which were vtoth relioble ara

production efficient.  Erlwanger's (197, study, however, showed that -

b

st.dents may not alwavs sse the mest elltlclient solution strategy, so

o

ong as success is achdeved. Doyle's (1972, disgussion seems tc

b

wraderscore the di:ferential consequences facing.students who attribute



Suceess and perceptlon of o tasd structure to internal chuses, suchoas

theelr owrn ability and ef'tort, and those students who attribute their

sicerns and percertion o task structure to external causes.

AS Bar-Tal (19y7cu:s, points cut, the attritational analrzsls ot

wehievement relat-d behavior can gply fnoothe classroom situation t

teact.rs’ perceptions and beraviors ag Well as to thoose of students.

Toachers' ciusal perceptions oi thelr students’

.

succunnes or Yallures,

Loing tree same atiribetional strioture, provatly are oo sleniricant

oy mater, or mismatct.. Ao e Ceaoner s

trooeht 0 anderlie the pertoirridoce expeclatlons neld SUude T,
iro atitricational perspective seens jarticalariy appropricte Do
them ting to o contrioit tLothe el St edperctoariyy oellect
Ir. wrn liloding SeCtiun, 1 review o some of treo Lrcerre.ationstlio
:, t'V‘"”' +

or. tre teacher's cadsael jerceptlcons and teraviors anag e

stadent s causad perceptions and behaviors Wwiil e proesented.

lcachers’ and Students’ Attritutiors
Students' Fertformance

far-Tal 1¥7zb:io, presents & usel a framewors Ilr anderstandling
tre: perceptions and benaviors of students and teachers in Terng o

Weiner's attrisutiona, modelr ofF achtlevement-related behavior.  He

jresents tnree specitic questions pertinent to wris study:

now students' ca.sal prrceptions ol trelr successes and

“ailares determine their achleverment-related vernavior;

2. oW teacners' causal perceptions of thelr students' successes

and railures determine their behavior *toward students; and
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., reports, learried helplessness pervades the classroorm where

fallure-prone chiidren perceive thelr behavior as rhaving nc impact



on trelr environment; they are powt rless to controel the outcomes ot
events.  Tnese childrern percelve thelr failure as independent of
thelr actions.”  Such eftects, as H. Cooper (:197%:00) points out,
result from o :eeling o little or no perceived personal contrcl, that
1, in rikia's (000 terms, little eftort-outeome covariation. Dweck
and ot (CW7n AT cateporize students as helpless on o the basls ot
trielr tenaerncy o dinregard Urort ws oa d-reerrdnent of fallure.
Studernts Wwhio tena to perceive oltort as a de-terr.inant o! faillure are
Gt U od s moustery oriented.
ing of deterioration ln o perdormance o lowling tallure
Pan teeersowell oeo it Dinhed Ly the rescarcnes of Andrews and Detus
(o Tlerer o and Dweow (4735, Dweck (D=5, Dweck and Repuccl
S0, il (Y70, ol Seligman v L) . These studles revealed
Tt Tl lo5S shidents tendoa to attribute falliure Lo lack ol atility.
Eqaslly oorvinceing eviderce has beer provided bty tre studles ol

Anarews wnd Detus (w7, IDWweck (

"575, and Dweck and Repucci (1v73
Megarding U suaceessiud use of trainiig procedures 10 redirect the
Ltrriiution o poor perrernance, normaily to effort.  As Brusteln
(i+/7:2 states, "*re success of 'atiridbution retraining’ lies in the
Jact wnat wne children were supplled a strates o control the

trz . matic cxyerience O rall ire. Tre irntentiorn, and direction of
r

trose cognitive retraining procedures would appear to resemtle closely

r~

tre training programs develcoped by deCharms (197, .

- /

boa

deCrarms’ (19590, 19771 wWork on perscrnal motlvation incorporates
attrizutional aspects. His origin-pawn concept is a specific

application of attritution of interrnal causallty to oneself . As



L .’ A -

deCnarns (1970:5) states, "t help a person to be an oﬂigin~is ﬂot to
- .
. &
determine his goals but to help him develcop a commitment and purpose

T
: e . " . Ay R
50 that he can reach tis own poals more ellcetively. The basic 3 i
elements in the conditions which promote origin behavior, accdrding Q;
N

to deCharms (1y70), involve selt-study, internal goal settirng,
planning and goal -directed tehavior, and perscral responsivlitty.
That these conditions can be translated inte a trairing program .
the school setting was successtully shown ty deCharms (1970 .

The studies presented seem to indlicate that the kindg ot
resen o niadents use in explalining successes and rallures will devernire
Vreelr achleverneont related behavior. Tne evidence consistenily srows
Tt students whio attribute faillure ©o unstable CausSes, suct. as . uw
:UtLrt, are moye persistent in thelr tehavior +than students we..
attritiate thelr fallure to a statle cause which is perceived to e
wnenangeable . Consequertly, intervention jrograms designed to alter
student attributions of fallure +o persorally contruvilatle, .0 i~ able

caus+<: ‘.ave met with success.

The relationships between teacters’ attrititions of student: '
pertormarces and tnelr tehavior toward the students. The inter-
relationship of causal perceptions by teachers and their effect on
tehavior toward students has beern the subject of extensive researcr..
The Natiornal Irstitute of Educatior's Panel 6 Report (1975:36) urged
researchers "to determine what attributions are made by teachers for
the performance of thelr puplls, to determine the consequences of these
attributions for pupil behaviors, and to discover methods for cr.anging

attributional declisions.” After citing some research evidence,



63
@
Far-Tal (19Y78b: L) concludes that teachers ol elementary leve:
] .
students tend t&vattribufu thP’. students' successes to student etiort
and interest, thelr owr quallty of explanations, and in part to tihe
Stwdvn&': home conditlons. Teachers tended to attribute taljure to
students’ lack of erffort, ditticulty ! the rnaterial, and inappropriate -
tome conditions. These research results alsce fo ad support for
Snyder, Stephan, and Rosentield's {1977) noti.n of "attritutional

eg. tisr, A detinlte tenderncy prevalled tor teacher: o WLary the

I 4
credit oor osoccess with the st Ljents but districute blarme or stuioent
Sallaree v Culses external to the teacher.
Teacrers’ cuusal percertions o!f thelr oto.dents periormaces

;rovably are assoclated with their @ernaviors towads students trhroug:.
tree medfating influence of teacrer periormance expectations o
o
stiderts.  Most reviewers of research lnto tre formation o Leacrer
Syeriormance expectations of students, suel. as Eraurn (¥, Rrophy
and svertson (1976b,, and H. Souper (197% , showed that teacrers
particulariy noted student past achievement, intelligence oI the 4
.student, and sex of the student. A related ilne of research has bewoen
f ]
concerned with tiow information concerring a stude. t intiuercos
teachers’ performance expectations of students. Trils has eve.ved
from welrer's (1974:01, statement trat:
ascriytions of an outcome to stable Tactors produce
zater typical shifts in expectancy than do ascriptions to
&r YP P
unstatle factors. A typilcal shift is defined as an increment
in the subjective expectancy of suecess following a success
experience and a decrement in expectancy after a rajilure.

Some evidence 1s avallable which indicates that teachers do

torm differential expectations on the basis of mainly stable causes.



welner and Hukla (1970:5) showed that student teachers tend to reward
nore favoratly students who are successtul, who are o! tigh acility,
and who are higrly motivated. Bar-Tal and Saxe (in press) found that,
trom the causes provided regarding a student's performance, teachers
tormed their expectations mainly from atility (the greatest et'’ect ,
e:fort, and luck.. bar-Tal (1978L: L) cites researcr undertakenlby
varom and Bar-Tal (1977, wrich: srowed that "tre more SucCcCess or
Tallure was attributed to statle causes sucr. as abi.ity, easy subject
Matter or easy test, the more future ocutceor.. was expected 10 be
sirilar w¢ the prior outcome.”

Teacrers’ rerformance expectations Tor students have been
sShown to 1nfljence teacrers' differerntial behavior toward students. .
Most ¢ the research evidence for this relationshiyp was reviewed in
an eariier sectior, tut a further model or "expectation
communication'" has been postulated Ly H. Jooper (1978, . Trnis nmoael
is sigritican* tor it focuses 4pon some attritutional determinants
for differential teachers' behaviors toward students. Attribution
‘research suggests tha® many persons endeavor to maintain a sense of
percelved personal control and freedom in their behavior in any
situation. Cooper postulates the thesis that thls concept might
provide the basis of the classroom expectancy effect.

In many respects, Cboper's still largely unresearched model
contalns similar features to earlier models that seek to explaln how
teacher expectation effects are communicated to students. However,

the distinguishing feature of this model is the hypothesized vesting

of the causal sequence in the teacher's motive to retain a sense of



Fercelved personal control over classroom interactions and student
verformance. According to H. Cooper's (1978:15) model, "exjectations
and context characteristics influence teacher perceptions of con*rol
over student performance."

The model, as represented in Flgure &4, proroses:
1, that teachers form differential expectations ror students'
performances; <, that expectations, in conjunctior withr the
interaction context, influence teacner perceptions of control
over student performance; 3) that control perceptions influence
teacher feedback information and t'. socio-emotiocnal ciimate
ot the classroom; &) that feedback contingencies inrluence
student bellefs concerning the importancesof cf?t 5. producing

personal cutcomes; and 5) that eff%art-outcome rercertagns

inlluence the quality of student periormangg . ., Cbgrere 197t: &
a4 9 .

Divferential expectations are fTormed such. that - w vipectation

“+

studernts and high expectation students are identi<ied. DLt teacher
percertions ol control over student performance are lareely context
tagsed. Consequently, H. sooper suggests that scme situatiors of
C.assroor. interaction provide a greater sense oI control fcr the
teachier than others. Teacher-initiated interaction as compared tc
$tudent—initiate%;jnt%raction, and private intera®ion as compared to
puﬂviéAiﬁteraq&ilifil%iings are two #uch situations. ;Zcording Lo
the model, teachg;s'are considered to feel the gre:test personal
control over student performance in teacher-initiated private
interaction settings, and the least personal control in student-
initiated public interactiqn settings. fhe crucial variatles of
these situationél factors are content of tre interaction, timing cf
the interaction, and duration of the interaction.

H. Cooper (1978:17) states that these situational factors are

likely to interact with student characteristfcs. High expectation

S 'ny-."’ I3

->
hCS

v
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students are likely to succeed regardless of situational factors.

Low expectation students' success, bn the other hand, should depend
Lo some extent on difficulty of the tas® and on the amount o!f time
availatle to bring about the success, tnat is, contq‘t factors.
Theretfcre, by manipulating some of the context variables, Cocper and
Seymour (1977) found that teacrers may feel they can exert some
control over low expectation students’ performance. Cooper's model
suggests trat, as they rind student-initiated public interaction
settings evash controllable, teachers might be expucted to take steps
t2 aveld such situztions with low expectation students.

H. Coéper (1978:15) explains that teacners whe have o need fox
< @-nse of percelved personal control could manipulate ciassroon
LnLeraction;hwith low expectation students trnroug:n differential

s e

atterns i back and the xind of classroorn climate estabiished.

- .

AS Tourd by H. Cooper (:477;, by using feedback and expression of
ve:€ect, Leaciers can inhivit low expectation student-initiated puklic
interactions and thereby retain a sense of perceived personal control
over these students. A study by Entwisle and Webstez‘?§9?2),
involving teacher use of praise, realized similar findings. The
Teedback and affect used with righ expectation students will be more
often based oé the specific quality of the performance, such as
effort. The need for a sense of percelved personal control over threir
interactions would appear from the model to be less of a metter for
concern. '

Finally, the relationship between teacher feedback and effort

contingent outcomes for students links Cooper's model with that of

¢



Welner's (1974) attributional model of achievement motivation. Low
vxpectation students will percelve little effort-outcome covariation
in their performance. For them, this represents very little personal
control, but for thie teacher the situation reflects conslderatle
perc-ived personal control. Quantitative and qualitative aspects of
teedback and aifect Ly the teacher means the low expectation student
is 1ikely to attribute his success or fallure to external and,/or
unstarle causes. Tiere seems every likelihood that such teacher

behavior will influence the student's self-image.

H. Cooper's model of expe'tion communication and performance

influernice intrudes into the review of literature and research »

&wrtaining to the relationship between teachers’ behavior and
rd
students’ carfgdl perceptioné. Siven the nature of the expectan?y
-
effect, expectatgdis formed on the basis of causal perceptiems of
o

students' performances do 1nf1uenc‘,teachers' behaviors. These, in

turn, probably affect studentsg causal perceptipns of successes and

® >
failures. The next section reviews the research on thif®rclationshiyp-

Trhe relationships between teaghersﬂ'behavidi toward the

students and the students’' attributions of their performance.

Students' causal perceptions of success and faillure seem to be under

the Influence of teacher behavior. Bar-Tal (1978t:16) cites a
»
classroom-based study by Blumenfeld, Hamilton, Wessels, and Falkner

(1977) which suggests that teachers transmit to students three kinds
of messages, all of which influence students' causal perception:
1. Explicit attributional feedback which refers to causes

contributing to success or faillure; emphasized mainly ability

Lo
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and eftort for achileving positive outcomes.
~ . kxplanations for behaviongl expectations and evaluative
Yeedback; were of an extrinsic nature such as referrj to

authority, rules, or circumstances.

(W]

General statements referring to social or jrocedural
expectations; consisted more of threats and punishments than'
rew&rdsp.

However, the most notable evidence regarding tne relationship

[ 4

RO ]

- AU rcejptlons seems to te
s RN
o

provided ty tre sex difrerences stu aubﬁ{'t buiion studiles in
e

Letweern teacnens' behaviors and studen

social I'sychology, such as those eaux (19760) and Deaux

‘and Fa¥ris (197

oted that a tendency exists for males to

P

attritute succed ity and faillure to unstable causes, and fcr

trey unction in the classroom. Dweck and Goetg (1978:165»173,_..
concluded that the differential causal perception of boys and girls
ir. the classroom is due to d,i“éntia.l teacher behaviors. Dweck,
2:7idson, Nelson, and Enna (19’8:2?&) found that teachers were overall
more cri+<ical of bhoyssnd used more negative evaluation in both
zcademic ar.d non-academic matters. Consequently, boys more easily -
§8»attrib.'.d negative feedback to the attitude of the tgacher ratrer
tha‘n to the intellectual quality of theilr performance. When boys did
view the negative feedback to be contingent on the quality of their
work they bremed lack of effort, for teachers had tended to attribute

boy#failures to lack of motivation. With girls, teachers provided
: .



il
‘)}/ v

largely positive assessments and only used negative teedback for
girls’' intellectual railures, wlthout emphasizing motivation.as 2
cause, Girlis tended to attribute rnegutive treedback to the intelleet ...
quality of thelr work and perceived lack of ability as the reason lor
tailure.

Hegarding positive evaluation, the reverse eftecty while being
consistent, was less proncunced. Because girls recelved overall mor.e;

positive 'wedtack inftoil. ccademic and ron-academic matters, they Y

attrituted teacler pralse contingent on the qualiity of work more to

tre Leacher's favorable attitude or non-intellectual asprcts of their
pert_.rhance. Positive eedback {or boys ternded to be specific tor
DX
acyderic peer!-rmance, hence er@uraging an attribution by toys to
[
atility. This difrercniial Tedlback ¢ teachers infl.cnces direct!
beys' and girls’ causal perceptions of success znd fallure.
J [

Otrner studies, such &8s thouse or H. Cecper (977} ard Entwisle

/

-

andg§ebster (1972, which were reviewed earliQalso indicate ways in
wrich teacrers' differential behaviors ‘a.re reiated to students’' causal
percepticns of performance. Weinsieika.nd Middlestadt (:978:2:)

found, in a classroom-based study, that }}fferentia& teacher treatment

iy

is perceived Lty students and, as a consequence, gudents learn a great
deal about the achievement hlerarchy of the classroom. This finding
1-:d Welnstein and Middlegtadt (1978:2Z) to suggest that “the
expectations of classroom peers for a student's performance can be as
critical to the student's own A(eveloping self -expectations as tinose of

the teacher." Such a suggestion raises the need to consider twfefly
<«

the impact of significant others on students' self-attributions and-

S R S



sell-expectations. a -

The significant other. The notiorn of cignitricant otrers,
according to Webster and Sobleszek (1974), was initlally suggesteua by
Ho S. Sullivan in J947. He defin®d significant other as “one whos:
opinions 'matter’ to the individual, someone whose approval he
desires, and whose censure he wishes to avoid” (cited vy Webster a
Sobvieszek, 1574:¥19). Additional notions ruve bLeen proposed to tris
original concept. For Instance, a significint .ther's "pertormance

evaluations are likely to tve accc;ted.by tne wctor ard sed as a basig
for rorming hig expectations for himselt and other actors” (webster &

. +

Sotiesoui, W7h:leh).  As well, the sigpiicent other is viedud as

*
naving the competence to evaluate, both i terrms of 'is greater
atility and his foﬂﬂgl status. Fash and Foricr. (197-: ., di:tterentiat:
cetWween what they refer to as a significart other ana 2 salient cotirr.

T¢ them tre significant other is "an individual selected 4nd

annconditionally valued by the developing selt as a source of sel:

reflection and an ir® - reter ol tne behavioral dialogue.' The
salient other, on t-r. ~ -r hand, 1is a person who functions as a
significant other on.y r specific events ard is valued f0r a

specific reflection of the self. . Whereas the teacher appears as a
significant other to the student, a hockey club coach may ru.I®1il the
role of a salient other. 4

In the classroonm learming situation, significant others 'ir a
student may be the teacher, certain peers, perhaps the principal, and
probably the‘parents. Two studles have examined the influence of

significant others in modifying a student's sedf-evaluation, and hence



his sell-expectation.  Webster and Entwisle (1974 and Rappaport ard
Rappaport (14Y75) totn demonstrated the effect with small samples of
disadvantaged students.  The litfluence of signitficant others showld
be a relevant notion ir rosearch dealing with selt-expectations ol

students.

. attritufion treory and its applleation to achiievernent -reiated
situati.ns in generai, and to classroom learming situctions In
rartic...r, constltuates a rict itine o7 literature and rUSuiSFL-

o . < . < . .
Pedadbérattributions ure phenomena COmmon 1n everyaay exlstence,
i .
“helr vailidity as researcr. viriables for human benavior scel .
cgpM L, . Alse, because the rescoarer. tradition o oattribations
7
R - ' .
1®ets, .n Gizser and Strauss' (19e7) terms, mere ol a gro.nde

s

thedry developmental jrocess, lhe research area seems very arplicable

-~
to descriptive, exploreiory studies o: students functioning 1in Lnelir
reg L ur Cclassroonm environmer.® .

ﬁhat attrib.tion jrocesses can prove to te relevant to tne

study of the expectancy e fect has been established i@ tris sectiorn
of wue r=view of related llterature and research of ine study. Ihe
attributional analyses of behavior probably facilitate *re most

specific and probing inquiry yet undertaken.

This chapter reflects the blending of the two domalns of
1iterature and research underlying the investigation. One domain,

teacher expectation research, 1s a relatively recent area of inquiry



(.

\

\
derived from the classroom climate tradition o!f research in teaching .

.

The other domalr, attribuational analyses @0 ¢ dents' and beachers '
behavior, has evoelved trom attritutior toe r., o orapidly developing
area ol inquiry in social psycnology. The dynamics underlylrg the
vapoetancy phenomena may welil bte desceribed, interpreted, and expdained
Ly theke two related research domaing.

A theme recurring througnoat trne expectation research and tie

*

researcr. in teacrning generally is (ne of reconceptuaiicing arnd re:ining
tre: research variatics.  The recognition ol inadegquaclies or researct,
variavles has resulted in a surge ol inter-ust witn the mental 11%e o
c.assroon participants, and very recently this change has too:n adopted
increasingly in the researct. on tewcher expectatiohs.\ TWO . utcomes U
tils exp®sion of variables tou incorjorate the nmental lives o
st.uderts ard teachers have been, Tirst, the increased hopes or
findirg explanations of the dynanics or mecharisms underiylng tr.
expectancy phenomena and, second, the€ application orf sttribvution
thcofy and researcl. to assist in this search for explanations.

Access to the thoughts and feelings of students and teachrerso
sh.ould rnelp in understanding the interrelationships tetween and anorg
teacrers' perceptlons of studenis and thnelr tencvslors, teachers'
causal perceptions of students’' performarces, teachers' behavi.r, arnd
students' perceptions of teachers' bghaviors. Hepef.illy, the duyr .
of the procegs expectation erfects will be explained by trnis appr

Trds study 1s one o very few researches undertaken *t.us rar

which have examined in depth students' perceptions of the processes

thought to underlie the expectancy etffect. Woinsteln and Middlestadt



Vo), oWhoo undertoook suchs a study, point o0 that btoily imperative
to approsct. process eapectation ellcets Crom the stgdent ' s position
for o« nwanter of reascns.  rirst, pertormance odtcomes of achlevement,
Wwith one or two exceptions, have been the only stadent variatles

conslidered so far In classroon expectancy research..  Socond, reseoarch

«r

or. srud-nt perceptions into classroom climate factors have, in
p ooty wsed crasgroom means o! stadent cbservations, therety
discoanting the inportant etrects of individual p»r;pcctivcg-. A third
reason ror exandning of udent jersjectives on the expectaney oliect iu
-

tre recegnition of the differerncial yerspectlves o0 the otudernt and

™

X
tree teacher involved. Trilg reason ls underlined ty <o sirniticance
2 otre Jones and Nisbetu (U4 *resils of actir-ciserver discrejarncles
IroocLuBa. attritations o oano- ot Howevegr as Harvey, Ickey, and
Ca7ze 053 point out, muyte tils re lects a wider researcr.
Liscrejancy trat only now igybeing handledy namely, the virtual -
WIsence U research attention givern "to the irteractive rnat e ol
inrerence making in soclal relationships and to the special prellienms
that arise whern one persor makes attritutions about another's
attricvutiors.” This concerrn is related to Welnsteln and Middiestadi's

(1972:9; Tourth reason that "student perceptions may serve as
intervening variables whiéh mediate the effects of teacring behaviory
ori acrievement."

G.ven the deart:. of research evidence or. students' tnoagntis
and :eelings in the learmning situation, thls study--a classroom-tased

researct. .. . : .ntribute to the growing body oi knowledge

underlyirs the traching/learning process.
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DESIGN AND PROCEDURES

Overview

‘rds chapter beglns with a description of and a rationale tor
‘he design of the study, a description of the subjects, the specltic
protlems t be investigated, the assumptlions underiying the research,
wad Cirltations of the study. In Subsequent sections there are
wCewants ot the data collected in the study, the major research
methodologies used, and the phases of the stud, which include -

1

decoriptions o the research procedures ol lowed.

Lesign

Ihe research preoject was planned as a set o!f iour case
studie$ designed to faciiitate trne exploration and description of the
expectancy phenomena as viewed by students. The case study method
was considered an appropriate research des&gn for two main reasons.
The first reason derives from the fact that students' conceptlons of 4\
self-performance in classroom achievement situations are basicaily |
unknown. In order to provide a data base, intensive studies of .
individual cases should be undertaken to establish some understanding
and explanation of what Harré and Secord (1972:133) referred to as

the generative mechanisms of social behavior.
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The case stady method catered to the exploratory intention of
the researct,.  In rerlinger’s (1473:405) terms, such an exploratory
study shoidd attempt "to discover significant variables in th‘\“‘

situation, to discover relations amorig varlables, and to la

#roandwork tor later, more systematlc and rigorous testi*

Lipotheses.”  In thls way the study would be contorming t‘ first
-l
rhase o Kosenshine and Furst's (1973) descriptive-curreyonal~
L3

experimental loop for research irn teaching.
The second main reason for adopting the case study Al'proac:,

cenitered on the fuct that the research was set In the context ot a

[y

reg . ar classroom during normal teacting learning sessions. This

nat raiistic setting comprized an extremely complex aggreg.ai*ion of

‘7
v .

'_.intrapersonai, interpersonal, and envi;onmental processes over and
above tre expected occurrence o5 the learning processes. The case
Study method, ty its approach: to the phenomena i’ﬂ its informai
tecpdiques for data gathering, seemed to ofTfer the mest ei}fsctive
mear.s for studying the realities of the classroom. Stake (.078:7)
underscores the case study in these situatlions when he states that:

.o Mmost case studies feature: descriptions that are complex,
holistic, and involving a myriad of not hignly isolated

variables; data that are likely to be gathered at least partly

ty personalistic observation; and a writing style that is

informal, perhaps narrative, posslbly with verbatim quotation, N
1llustration, and even allusion and metaphor. Comparisons are
implicit rather than explicit. Themes and hypotheses may b»e
important, but they remain subordinate to the understanding of

the case.

Similarly, MacDonal}d (1978 noted that practice-based research avoids

the constraints of ¥orma® research because it is concerned essertlally
1

with trying to find insight into existing reality rather than

’»
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deevelop lng some ingernal reality.
wWtile the 1ntunslv’,-,"3m&ll—smxlc nat.u're of the research
2N
tacilitated the desired micrd-devel study of the phenomena ander
Investigation, 1t also accommodated certadn practlcal constraints

such as manpower, resources, and time.

Selection of the Ieacrer and
Student Sut jects

Tt

The cholcee 0 scnoovl fYer the roesearch was deéternined laCfeesy

by a t:acher at the rejuired grade level who volunteered to
rarticipate. The school was 4 typical larpe elementary schocl located
ir 2 residential community in a large urtan o rniter.  The jrade © CrAaus
. o5 students was accommodated in 4 temporary classroom.

Tre selectlion of Zrade « level ot elementary students was
based upon findings in the pilot study whicn indlcated that:
!, younger students were less comprehensive and articulate in vertal-
izing thoughts and tfeelings about seif-perfcrmance; and ., peers scemed

tu exert a greater influence on Grade 6 students' behavior, thereby

sharpening an awareness ot self-perfornance in the learning situation.

Selection of students. ftrom the class, four target students

were selectéd from the <! students whose parents\consented to thelr
participation. These four target students are the tfour case studles
of this research. Two of these were high achievement/high motivatlion
students and two were low achlevement/low motivation students. The

research literature suggested that differences exist in the perceptlons

77



and-behaviors of these two categories of studenis. The balance of the
studgﬁts were used as decoy students, four of whom were considered as
"bwck-ups” ES 1he'target stu?ents.

Target students were identified by use of pre-observation data
of the students obtained from five sources. First, the Intellectual
Achievement Responsibility chlé (TAR) developed by Crandall,
Fatkovsky, and Crandall (:905) provided student measures or an
internal -external locus of control scale. The scale is reported to
assess students' beliefs that they, rather than other peopl-, are
rosponcitie ror their intellectual-acadermic swccess and fallure. 7
jarticular signiricance, as Crandall et al. (1905:93) point out, the

'

scale "iimits tne source ol external control to tlrose persons Who most

ofter. come in face-to-race contact with a child, "is parenis, teacners,
zrd peers.”  The scale also limits students' beliel’s in locus of
control to intellectual -acaderdc achievemert situations. Tre scas-,

with some accompanyling psycnometric data, 1s presented in Ajpendix A.
The second scurce of data used to assist irn identilying the
target students was the Projected Academic Performance Scale (FAPS,,
a student seltf-expectation scale recently developed by Chapman and
Boersma (197%). The scale measures student self-expectations 1in
school sutjects on both academic and affective criteria. ror each of
the school sutject areas of spelling, reading, language arts,
mathematics, soclal studies, and sclence, students were required *.
predict for the current year, and over the long terr, thelr sel?f-
expectations ot ability to learn the subject matter, of enjoyment of

the sulject matter, and of performance in relation to other students.



Psychomettric data on the PAPS are in the process of being‘published
but, according to Chapman (1979), acceptable external validity and
test-retest-reliability have been established.

The students' levels of achievement in mathematics, the
sut ject area chosen for this study, comprized‘the third source of
data. These were obtained from the students' cumulative reoords,
where the levels of achievement were presented as percentiles for all
Grade 6 students wW:thin the school district.

A Tour-h source of data used in the identification of target
students consisted of the teacher's comments ard ratings aof the

students' performances. Prior to the otservation phase, the
#

researcher aiopted th= role of "counselor” in Cooper and Paron's
(1977, study by discussing with the teacher the relatlve progress and
rerformance or each student in the sutject area of mathematics. In
the course of her comments, tée teacher rated the students' achieve-
ments in mathematics as elther above average, average, or below
average .

t'inally, the researcher made an assessment of the suitabllity
of potential target students and this data contributed to the final
selection. Factors considered by the researcher, following intervi-ws
with the students, included ease ;f establishing rapport with the
student, student's "verbvaln. .," and student's clarity of volce and
speect as revealed by audio-cassette recordings.

The 10 students Qn the short list were observed carefully
during the familiarization phase of the study which included three

rehearsals of the research procedure. Students who bes. fitted the
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criteria and who proved to be consistent during the pre-observatlion
phase were chosen as the four target students. Table 1 provides a

suhmary of the information about the target students.

The Lesson Context

Mathematics lessons were chosen as the context for the study.
The formal, disciplined nature of the subject matter, as described by
Lovell \1962), was believed to accentuate the achievement-related
nature of the situation. %ll the lessons involved a study unlit on
rotion gesme<ry- :rom the introduction of the unit through to the
end-cf-unit test. The study unit followed the material prescribed in
tne curriculur. guides for Grade 6 mathematlics.

While the potential unigueness of teacher and student behavior
in ma*nematics might well be attributable to the characteristics of
*+he subject matter, research by Evertson, Anderson, Edgar, Minter,
ard Xrophy (1977, would suggest that this is not so. In the first
extensive study following Shavelson and Dempsey-Atwood's (1976)
statement on the application of generalizabillity theory to classroor.
behavioral data, Evertson et al. (1977) found consistency of behavior
of the same student when observed in Jjunior high schocl mathematlcs
and English classes. The stable variables were classified Iy
Evertson et al. (1977:5%+) in four ways:

the extent to which a student functioned as an independent,
task oriented worker; the extent to which the studen® initiated
fis or her involvement in interactions; the consistency of the

guantity and quality of teacher-student contacts; and the tone
of the interactions.

The results of this study were judged to have relevance to the current

study given the proximity of grade level of the students.
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Specific Problems

The specific problems investigated related to four ma jor

areas.

1. What are the characteristics of students' behavior during a
lesson? * ‘%‘r»

What categorles o% student overt behavior%ccur during
a lesson?
what is the frequency of the various student overt
behaviors?
What are the relationships between student overt behaviors
and lesson situations?
What categories ;; student covert behavior are reported
to occur during a lesson?
What 1s the frequency of the various student covert

behaviors reported by students?

What are the characteristics of a student's reported

(\\\ covert behavior which pertain to self -performance”?

~ What comparisons can be drawn between the reported covert
;7 behavior related to self-performance of high achievement/

‘V// high'motivation students and low achievement/low

motivation students?
2. wWhat are the conceptions of self-performance that students
appear to develop in classroom achievement situations?
What sorts of ldeas, beliefs, views, emotisons, lines of
reasoning make up a student's conception of self-

performance?



What sort of relationshibs exist aﬁong theg ideas, bellefs,
views, emotions, and lines of reasoning?

What seem to be thi origins of t?ese ideas, views,
beliefs, emotions, linesVog-reasoniﬂgs of a student's
conception of self-performance?

what role does a student's causal perception of success
and failure appear to fulfill in a conception of

self -performance? N\

What, 1f any, are some of the characteristic qualities of

a student's conception of self-performance”

3. From m’}ributiond perspective, what phenomena’ characterize

L.

teacher expectancy effects?

How do a student's causal perceptlons of his successes and
fallures determine his achievementFrelated behavior?
How does a teacher's behavior influence a student's

>
causal perception of his successes and failures”

How does a‘teacher's causal perception of her students'
successes and failures determine her behavior toward
students?

What is the nature and extent of consensus between the

teacher and student regarding the causal perceptﬂons of
»

the student's successes and failures?

How effective are stimulated recall procedures when used as a
research technique for observing the covert behavior of

classroom participants?

" what difficulties or problems are likely to be encountered



in the use of stimulated recall with the teacher and the
¢ student8? ‘
What appears to be the potentlal of the stimulated recall
. ' methodology for.investigating gtudent interactive

thoughts?

Aséumptiong

Tﬂis investigation of the students' perceptions ot the
process2s underlylng the expectancy phenomena was based on three
substantive assumptions:

i. That the student entered and participated in achievement-
related situations with thoughts and feelirngs about his
self -performance.

2. That the student's conggption ol self-performance influenced
his achievement-related behavior.

3. That the students, in some form and to some extent, were
influenced by the expectancy effect phenomena. ]

The following ﬁwo assumptions in the study pertained to
methodological issues:

1. Introspective reports produced under conditions of stimulated
recall from videotape recordings enabled effective and
legitimate data from the teacher's and the students' covert
behavior to be obtained.

2. An adequate characterization of each student's conception of
self -performance and its relation to learning experiences was

derived from all the sources of data used, including the
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Introspective reports.

» Limitations

)

Y The major limitations of the study were:
The sample of school , teacher, students, and lessons was
small.

Ra?ﬂan Sampling was not used. :
. ~~ P ?ih

Classroom\obserVation Was only of a short time preriod

only one subyect areas.

Sy -
The problem or asking elerentary school students introspective

and reflective qQuestions and receiving reliatle usable .answers
Nas one that w.s difficult -, overcome.

by not including teacher 501f~expectations, a sigr..l lcant
component of the interactive expectation process may have

teen excluded.

Wnile essentially a naturalistic study in character, certain
observer obtrusive effects probably distorted the-behaviors
otserved.

These 1imitations precluded the making of generalizations

beyond the individual teacher and students involved in the study.
However, the findings may suggest what other researchers Might look

for in similar or related situations.

Data and Data Sources
=== @74 Jala sources

The kinds of da*ta for considering the stated research problems

and the sources of, or procedures uséd to obtain the data are



outlined below. /

Videotap-s of Lessons /
Ten mathematics lessons of 45 to 60 minutes duration were
recorded on videotape. These videotapes were used: 1) to stimulate
) the recall of the teacher's and students' interactive thoughts; and
2) as a data sdurce for coding student overt behavior and classroom
interactions between the teacher and target students. |
puring the recording of the videotapes, a lesson overview waé
prepared which described the sequence of the lesson actlivitles, tie

development of mathematical ldeas, and the occurrence of teacher-

student interactions.

Interviews

Interviews with the teacher and the students ylielded several
kinds of data depending on the type of interview conducted.

Stimulated recall interviews with the teacher and tne students
were conducted on the same day as the lessoOns were recorded- These
interviews ylielded the teacher's and students'’ interactivé phoughts-
The interviews, ranging from 30 to 60 minutes with the teacher, 20 to
40 minutes with thé target students, and 10 to 30 minutes with tﬁg
decoy students, were all audiotaped. T;anscripts of all interviews
were then prepared. Procedures and techniques for structuring some
aspects of the stimulated recall interviews with the teacher and the
students were developed from those used by Marland (1977) and
C. Cooper (1978) and are presented in Appendix B.

Interviews intended to yleld data on student self -performance



took tyo forms. First, a pre-leason interview and several post-
leason interviews were conducted - with target students during the
observation phase. Also a 10 minute pre-test interviéw and a
10..nute post-test interview were conducted with each of the target
students. Interview sched&les were developed for these lnterviews
(see Appendlix C). All interviews were recorded on audio-cassette
tape-recorders and transcripts prepared.

A second form of interview designed to yleld self-performance
data was integrated with the gtlmulated recall interviews. As
opportunities arose, such as particular incidents in the lesson,
pertinent f{nteractive thoughts reported by the student, or relevant
non-interactive comments made by the student, the researcher
manipulated the interview to inquire into student self -perrormance
phenomena. A rationale for, and procedures used with, the integrated
itnterviews are described later in this chapter.

Pre-observation phase 1fterviews were conducted with the
teacher and the students primarily to obtain data which would asslst
in the selectlon of target students. These lnterviews provided a
variety of introductory data, some of which were relevant to the
expectancy effect- .

The Low Inference Observation System:
A Revision of the Expanded Brophy -Good ",

Teacher-Pupil Dyadic Interaction
Classroom Observation System

This instrument 1s a detalled low-inference observation
system. The system provides a means of recording naturally occurring

sequences of teacher-pupil interactlon in elementary classrooms as
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wall as every dyadic interaction between the teacher and individual
students. Also, the instrument takes account of some of the
contextual differences in clasaroom interactions and, as explained
by Brophy and Good (1969, 1970) and Brophy and Evertson (1973), is
®bvased on real and psychologically meaningful units. The authors
report that it 1s possible to train coders to reach an 80 percent
agreement criterion uaing a strict definitlion of agreement.

The instrument ylelds both quantitative and qualitative data.
Each video recording of the lessons provided the data source from
which the dyadic interactions between the teacher and each of the
target students were coded. The resulting data of teacher-student
interactive overt behavior contributed to the attempted analysis and
explanation of the expectancy effect phenomena.

Because the teacher in thls study used a cordless microjp!r.one,
tne researcher was able to record private dyadic interactions between
the teacher and the student, that 1ls, those interactigakﬁcormally
intended only for the hearing of the two participants, such as qufetly
conducted desk supervision. The existing system of Brophy and Good's
was not adequate to categorize these interactions in detail.
Therefore, the researcher redesigned the sectlons dealing with student
initiated dyadic teacher-pupil contacts and teacher afforded dyadic
contacts, employing the kinds of categories Brophy and Good used in
the public response opportunities. This set of addltional categories
facilitated a much sharper and more detalled analysis of interaction
behavior between the teacher and individual students. The revised low

inference system is fully outlined in Appendix D.

’



Field Notes

A variety of field notes were recorded throughout the
familiarization and obaervation phases of the study. These nates
recorded general contextual information including community, school,
clasdroom, the subject area, the unit of study, and extra-curricular
matters that influencgg classroom behavior, such as team soccer,
Hallowe'en, Remembrance Day, school photographa, visits of art
exhibitions, etc. Also recorded in the fleld JLte- were specific data
relating to the phenomena beling reaeaxched. Target student behaviors
and related glacher behaviors not observed during the interviews or

recorded on videotape were noted whenever they were observed to occur:

Such fleld notes were informal, anecdotal, and recorded at the moment.
L J

Research Methodology

This research required the investigator to stuay the mental
1ife of students and the {nteractive thoughts of the teacher. For
this purpose, a refinement of the observation-interview method was
selected as the major data gathering methodology - The observation-
interview method 1s based on observations, ddscussions, and interviews
with participants over a period of time. Stimulated recall methodology
-offered the possibility of condensing these three components of the
observation-interview method into a more intensive and analytical

interview approach.
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Stimulated Recall Methodology

According to Connerd (1978b:1), -~
' V 4
. . stimulated recall is a txranch of introspective methodology

in which audio and/or visual cues are presented to facilitate a

subject’'s,recall of the covert mental activity which occurred

simul tanecualy with the presented cue or stimull.
At the classroom level, stimulated recall wmethedology tends to involve
the recording of a leason or event on\ludlotspo or videotape.
Classroom participants, either the toacifor or the students, at a
later point view and/or 1isten to the recording. The stimulus tends
to assist the person in recalling the thoyghts and feelings
experlieénced in the actual leason or event. The expression of thesé
interactive thoughts 1s then recorded on audiotape-.

Marland (1977:37) points to three uses of stimulated recall--
in studies of teacring and lea.rni.ng. in medical education, and in
psychotherapy and therapeutic counselor education--but as a research
tool it does nst have a long history. This lack of extensive use can
largely be attributed to a tradition of research skepticlsm held
toward the use of introspective techniques in the behavioral sclences
generally. Howeve.r, as Marland notes, the commonly expressed
opposition, whic{ tends to fo;:us on the potential for error in

- lntrospection, has been countered in part by recent developments in
research, Including the rise in interest of stimulated recall. A
gradually changing research attitude seems to be prevalling, as if in
a response to the call by writers such as Harré and Secord (1972:151,

1% ) who have advocated a return to the use in soclal behavior

research of participants' accounts of reallities and phenomena.



“sen Conners (19732) and Mariand (:577,, in thelr use o

stimulated recall methodology, attended to the precautions 1o b

taken tc gnhance the probatility of accurate recall ol thougrnts, which

Wwis the critics’ naor ot foetion to the tecrnique. T

l.ese precautions

Lie interviower's use of skiltull questioning tecrnigues, o
S, “oelae Letween recail of tnoughts and tihe actual event

(according to fleom, %53, t:ls srould te less than 4z rours , and the

arprorriate preparation ol tie interviewee.
PN 4 + b

Trie protlem oI accuaracy of recall o thoughts ralses the los.0
oo otnedir v lidity . As Connero (jy“ad:kgb, r.otes, <rroee Jinked
rrotlens or tnl wtt to oaderiie accuracy of reczil, nmanely, "ecan tre

friividiel Termemter, secondly, 1o thee irdividod reperting hls o actusd

15 I.C

Mar:and

TG el Tepllto Trit oa L0ogloal clnsistency was rerceived LetwWeen
trteractive tro.ents and events orn videotape. Conners (19 Ca:1<90)

cord.cted 1 ro.mier L2 clecrs woicn, according to Galer (1WHe., enatle

reserener to Arnler tre validity o the Indiviasnl s reports. au

Wity Marl-oid, Sonners was atlo Lo irZer that acceplatle vLilidity wal

tgred. Trerescre, os Mariand (1977:027 ) coreludes, Tvailaliy

car. te assumed tut not demonstrated or guarantewd.’

mulated recolil

ot
oS

M s* Classroom researchers wWhi use o
menod ol DEy express poooitive comment alout the guantity 2.l JLuilty
© data wrich is vielded.  In general, tne deta is descrilted as rice

ard interestin and seems to e providing roew ani uselus lnsights
] (A
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into the covert behavior of classroom participants.

The promlsing potential of the technique 1s being recognized
gradually. Most classroom investlgators who have used this technique,
such as Clark and Peterson (1979), Conners (1978a), C. Cooper (1978),
Marland (1977) and Nolan (1978), point out that subjects must be
willing and able to verballize *‘houghts and feelings as accurately and
as completely as possible. Stimulated recall methodology is : :5ed on
the assumption that such reports about these thoughts and ‘eelings
are reasonably accurate representations of that behavior.

To date, the use of stimulated recall methodology in classroom
research with elemertary students has been sparse. Nolan (:97c:3%)
states that ''no repor*ed uses oI tre stimulated recall technigue with
young children . . . were located ty the res;archer-” Tris study,
thérefofe, attempted to explore the potentia. of stimulated recall
methedology in research with elementary schocl students. The siame
procedureg and techniques as outlined by Conners (1973b) were ollowed
as far as was possible given the different age level the

interviewees.

The Observation-Interview Methodology
.» Normally tne observation-interview method consists of tnree
-
cqmpogénts, namely, an observation of an individual's action or
segment of behavior, discussion with the individual and possibtly other
involved.partlcipants about the actlon or segment ot behavior, and an
interview with at least the individual concermned. The method 1s open

to the use of participant or non-participant observation or, as used

in this study, to the condensing ot the components through the use of



stimulated recall methodology. tor case study research designs the
otservation-interview method facilitates extensive data gathering of
all torms of overt behavior as well as gaining access to individuals'
thougt:ts, feelings, conceptions, social perceptions, and so on.

The observatlion-interview method has been the sut ect 2f some
criticism. Criticisms about the cost factor in terms of time and
efvort, and that the data are difficult to analyze and interpret are
proiiens which researchers using the method tend to accommodate. ot
more sirmiticance, trough, are the criticisms wrhich claim that tre
dntu cbttained lacks reliatility, validity ana ot jectivity. However,
as Srlwanger (1974:6;4) peints out, the validity of these criticisnu

mav Wwell depend on the purpose of the interview. The criticisms nay

te valid for interviews in wider tre enphasis i
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F1owlodew of sutect matter acguired ty students In ordevr to arrive
4t conclusions or generalizations.  EFut where the emphasis 1s on
ztiempting to st.dy and understand the phenomena snderlying students’
teravior, arnd tre concerm is more on the value ol interviews as z

reans ol gairing access to students’' ideas rather thnarn witt, its

t-%+% ns, tren the criticlisms of Interviews seem to be less valiid.

Lirt
Eriwanger's clurification is particularly salient for the use oY
interviews in tnis study.

In using the observation-interview metr . 1, ~ids study was
concerned with the student's ideas underlying his behavior rather than
witr, specific aspects of his beravior. The bases of the interviews
wore mainly oovservatlions made during the lesson and which appeared on

+re television monitor, polnts arising from thre studern*'s interactive
L ]
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aﬂh ngn-interactive comments, and matters recorded in the field notes.

The interviews were structured and sequenced such that the
students perceived the sessions to be concerned largely~§1th the
recall of interactive thoughts. Certailnly this was the impression
conveyed by the Interviewer when preparing the students tor the
interviews. Hence, stimulated recall techniques not’only ylelded
valuatle data . n student interactive thoughts but served as a trigger
$Hr in-depth investigation of students' underlylng ideas, bellefs,
lines o! reasoning, and so on. During the student’'s recall of“
thoughts or viewing of the lesson the interviewer was alert for clues.
when these appeared, the interviewer would manipulate the interview to
prote. Some clues led nowhere. On other occaslons, the interviewer
missed a great dea. because he falled to grasp the signifiicance ot
some of the student.’ responses. Care was taken by the interviewer to
avold a systematic approach to probing which could have reflected
preconceived intentions. Likewise, suggestions and leading questions
were minimized. As Plaget (19600:38) points out, thugh, suggestlive
questions do have a place: "Naturally, these last questions, which
ar2 suggestive, must be kept to the end, that 1s to say till the
moment when the child canncot be made to say anything of 1+tself.”
Erlwanger (1974:329) used suggestlve questlions on occasions "to assess
a child's ideas or to confirm a hunch about the child® ideas.” 1In
this study, given the intent of tir.- Interviews, suggestive and leading
questions were sometimes used.

An important component of the observation-interview method is

the relationship between the interviewer and the student. A positive
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rapport in the interview situation reflects a considerable amount of
time and effort being expended by the interviewer in a varlety of
situations with the student prior to the intérviews.

In this study the interviewer was conscilous of the need ﬁo
21n student confidenc~ and trust in order to enhance the likelihood
of valid data being obtained. The interviewer expected that students

»wculd e curio;s to know what was the purpose of the research, that

they would be concerned about anonymity, and so on. At all times
fairness and hoénesty was intended and rnaintained, with explanations
cast in the form of generalities rather than as deceptions. Trust
was only ensured when students became aware that the interviewer did
not "talk.”

However, trust alone was found to be not the only requirement
©_r students to feel free to reveal their own understanding of self-
jerformance .  Most students were not accustomed to discussiné\{iiés
or exyressing points of view about thelr self-performance. This
secemed to be compounded further by the student having to talk in tlis
way witn an adult figure. Therefore, the establishing of the personal
relationship between the interviewer and the students also
concentrated on this unforeseen problem.

Some limitations of the observation-interview method are
recognized. Only a small number of students can be adequately
observed and interviewed at any one time period. Data is obtalned in |
an informal manner but, most of all, success of the thod depends on
an adequate relationshir belng established between the interviewer and

students. This relationship, in part, determines the success of the



interviews, while other factors include the preparation and
perceptiveness of the interviewer. A final 1limitation pertains to
the ethlcal responsibility of the interviewer. In this study the
interviewer had to monitor carefully Jjust how far he could go in

probing the private thoughts and feelings bf the students.

Validity of the Research Data

A number of major validity issues had to be consideréd in the
gathering of data for this study;' Those that pertain directly to the
particular research methodologles used in this study have already
teen discussed. However, other validity issues also }hqiiizted a
problem when designing the study.

This study was investigating aspects of the expectancy effect,
phenomena in & natural classroom ;etting- In order to preserve any
naturally occurring EXPeQ%ancy effects, 1t was essential that the
" teacher and student be unaware that the expectancy effect phenomena
were being investigated and that target students were being used. The
research s-rategy, therefore, meant that all students whose parents
had consented were interviewed. Data was collected on decoy students
but these were much less extensive. Because of time constraints,
decoy students were often interviewed in pairs and/or were interviewed
for shorter time periods. Target students were interviewed alone
until one target student asked when could she be interviewed with a
friend. Target studentis were interviewed each day, whereas most
decoy students missed an occasional day. To enhance the screening of

use of target students, all possible scrambling strategles were used

to avold the se+ting of any pattern. The researcher belleves that all



students and the teacher remained unaware of the use of target
students. This 1is verified by a post-observation ope?—ended statement
completed by the teacher (see Appendix E).

The obtrusive effects on the classroom participants of
observations and 1ntervieun'é£d,videotape recording equipment raise
another class of error souices which could invaliaate some of the
data. Webb, Campbell, Schwartz, and Sechrest (1966:12-21) describe
some of the kind of effects which influence péople's behavior. The
awareness of being tested, the selection of a particular role, the
éffect of initial observations upon subsequent observations, and the
adoption of particular response sets were all éonsidered to prevalil in
the classroom. A two week period of familiarization was employed in
an attempt to reduce these effects. This appeared to diminish the
novelty effect of students seeing themselves on a television monitor.

As Webb et al. (1966:21) note, certain interviewer effects
also may prevaill in an interview. The investigator had 1little control
over these effects other than to attempt to maintain a neutral inquiry
role.

A real concern for the interviewer was_ his position as
pereelved by the students. For them there existed a potential role
conflitt between the interviewer as teacher/adult {(someone who told
ibem'what to do) and the interviewer as researcher. . interviewer
sought to harmonize this role conflict. The students varied markedly
in the extent to which they were able to discuss ideas and express
views to the interviewer. Thils appeared to depend on what his role

happened to be to the students. Those who perceived the interviewer
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in the teacher/adult role tended to provide more tormal responses
saying what they thought was required. Students who perceived the
interviewer more as a resecarcher tended to provide more personal

respornises by relating aspects of theilr private and personal ideas
and views. As the observation phase of the study progressed, more

and more students percelved the interviewer in the researcher role.
Phases in the Study

The study proceeded through three phases. The flrst phase
corsisted of two pilot study periods which the investigator used to
develop adequate technical competency with the equipment, to finallce
decisions regarding the research design and procedures and use of
instruments, and to provide experience with interviewing techniques.
The second phrase was the period of famillarizationrn in which the
investigator completed a number of pre-observatlon tasks. The third

phase was the period of otservation in whicrh data was ccllected.

Pilot Studies

Two 1pilot studies, each of one week's duratlon, were
undertaken in April 1978 and June 1978 at a different school to that
used in the research. They were undertaken to fulfill five main
functions:

1. »The research was based on one particularly salient assumption,
namely, that students enter and participate in a learring
situation with thoughts and feelings about their self-
performance. A primary function of the pilot studles was to

verify whether this assumptlon could be justified.

98



Gy

«~+ The projected research design consisted of pre-lesson
Interviews as well as extended post-lesson interviews. Thig
and other features of the design were to be checked tor
practical viability.

3. The use of videotape recording equipment in a classroom
necessitated some t'leld experimentation and testing in order
to gain the best posslble visual and audio recordings.

(-

L. The researcher had no previous experience at interviewing
students for research purposes. The interviewer tried a
rumber of different stratesies in order to evaluate his
technique in terms o!f the quality and quantity of data
elficited.

e researcher wis interested in determining from wiich grade
level of studwnt the most relevant and compreher.sive data
might te ottalned. For this reason, tne pilot stud{es

N irvorved botn Grade 4 and srade © level students and trelr

lteacners. One Grade € class and two Grade « classes comprized

[

the sample. The subject area for the lessons was mathematics.

Results o tne pilot studies. Analysis of the audiotape
recordings of the interviews justified the assumption upor. which‘taw
study was based, namely, students do enter and participate in a
learning situation with thoughts and feelings about thelr sel: -
performance. Effort and task difficulty attributions were cited
mainly as explanations for éuccess cr fallure. Also, achievement-

related behavior was very much under the influence of peer effects.
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Thie research design and procedures were tound to be workable.
Stimulated recall methodology was Jjudged to be a‘useful research tool
with students of elementary school level. Doubts had arisen, however,
about the eftectiveness of pre—le§son interviews. These were
intended originally to pfovide data on target students' thoughts and

teelings pertailning to self-performance about the forthcoming lesson, ﬂ

tut the data appeared to teecome repetitious at'ter successive days.

»

The declision whether or not to retain pre-lesson interviews was held £

over tiil the tramiliarization phase.

Trne pilo* studdes ralsed the very real need to adopt e
strategles which would screen the use of target students in ﬁt.udy.
However, such strategies were expected to be costly in terms of
timing.

¥rom tre pilot studles the researcher gained valuable
experience in using the videotape recording equipment. Audio protiems
were overcome sufiiciently to ensure effective recordings.

The researcher galned essential experience with interviewing.
Later evaluatlon by the researcher and another graduate student
enatled feedback on interviewer style, especially with questioning
techniques. In terms of the most effective interviewing strategy, tne
pllot studies indicated that an integration of stimulated recall
methodology to elicit interactive thoughts with probing questions to
ottain self-performance thoughts and feellings ylelded the more
relevant data.

The teacher and the students were all able to recall

interactive thoughts, suggesting that the proceaures and the role



detinitions for interviewer and interviewees, as summarlzed in
Appendix B, were functiona] and sufflclent. Some students were less
verbal than others. While thls may reflect inadequate establishing
of rapport by the interviewer, 1t alerted attention to the need to
select students who were able and willing to verballze thoughts and
feellngs.

The pilot studies indicated that Grade 6 students were better
able to express thoughts and feelings about self-performance once good
rapport was established. Maybe self-performance is of greater concern
to these students. Most certainly they seemed more consclous of peer
influences and this factor seemed to affect g?eatly thelr achlevement-

related behavior in the classroom.

Familiarization Phase

For two weeks immediately prior to the data gathering and
observation phase a variety of familiarization and pre-observy®tion
procedures were undertaken in the classroom.

‘. The researcher introduced himseltf as a visitor to the classroom a
few days before the two week familiarization period. The
importance of the initial contact with the teacher and tne
students was fully recognized. The teacher volunteer had
consented to participate before the study was introduced to the
students. The researcher spoke to the students in terms of being
ipterested in what students and the teacher thought as well as
what they did during the teaching/learning process. The use of

videotape recordings amd interviews was explained prior to

distribution of parent consent forms.
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./« The researcher famillarized himself with clasaroom routlines,
schedules, resources.

3. The researcher tamillarized himselt with the students in terms of
memorizing names, notlcing characteristics, and identitying
potentlal target student candidates.

4. The researcher introduced the class to videotape recordings, both

with tnhe actual recording process and with the playback. The

teacher and students viewed themselves on videotape durilng
mathematics lessons on three occasions before lnterview rehearsals
using stimulated recall methnodology were introduced. The aware-
ness of being observed effects were prominent during the first two
or three days but the distraction of "being on T.V." diminished
progressively tollowing this lnitial phase. Technical concerns
witt, the videotape recordings were overcome at this time as well.

The researcher orientated the teacher and the students to the

W

interview situation. Outlining the roles of the teacher and
students in the interview setting was deemed essential for
yielding effective data.

6. The researcher Administered the IAR and the PAPS scales, and
consulted the students' cumulative records to obtain data to ald
in the selection of target students.

7. The researcher conducted initial pre-observation interviews with
the teacher and with the students for the purpose of obtalning
data which would contribute to the process of selecting target
students.

“#— The researcher rehearsed the research procedure on three
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consecutive occaslions. These rehearsals lnvolved recording the
mathematics lessons on vidwvotape and conducting the post-lesson
interviews with all students. A number of final decisions were
made during these rehearsals. Filrst, the target students wero
finally selected. Second, the pre-lesson interviews with the
target students were dropped from the research deaign because of
timing difficulties and because elements of these interviews were
accommodated within the post-lesson interviews. Third, the use of
screening strategies involving all students were found to be
viable and they were retalned.

‘4. The researcher developed the vital personal éélatlonship with the
teacher and students. This relationshlp seemed to underlie the
effectiveness of the entire study. The researcher spent
conslderable time interacting and talking with the teacher and
stud;nts in a variety of situations and venues.

In the judgemen€'of the researcher, classroom life was les
affected ty the obtrusion of the research after two weeks of
falifiarization- The videotape recording equipment still attrac
some attention but the distractions were short-lived. The researcher

generally felt accepted as a person in the classroom group.

Data Collection Phase

The process data were collected by the researcher over a
® .
two week perlod in early November, 1978. The research design
consisted of observing‘and collecting data during 10 conasecutive r

mathematics lessons. These mathematics lessons occurred in the first

hour of the school day, leaving the balance of the day for previewing



the videotapes and interviewinyg.
The research procedures involved with videotape recording,
previewiag the videotapos, and interviewlng are detalled in the

tollowing sections.

Videotape recording of the lesaona. The entire mathematics
lesson on each day was recorded on videutape. une Sony Videocamera
CVC Z10VA and a halt-inch reel-to-reel Javelin Videotape Recorder
VTR .000 were used for reco ng the lesson. The picture being
recorded was‘viewed on a ny 110 Television Monitor. Txwo microphones
were used to record soyfid. A multl -directional Sony ECM 150
Microphone was placed above the blackboard and a Lectrosonic; Wireless
Microphone M30K, R 3T was worn by the teacher. The ;uund from these
microphones was directed into a Snure audio mixer and then recorded
on videotape. The researcher, who ouperated all the recording alome,
monitored the incoming sound through tre use ot a set cf Sharpe H.A.lvu
Mark 11 Headphiones. The audio mixer allowed the researcher to
iocailze trhe recording of classroom intexgctions wher desired.

»or best visual effects for the purposes oI this study, the
recording camera was located near the front and away to one side of
the rocm. By regularly panning the camera within a «) degre. arc
the front or side profiles of the teacher and all the students were
recorded.

While recording the lessons the researcher took care to avoid
selective concentration of the recorded picture and/or sound on the
target students, hence no zooﬁing for close-ups was used. A regular

panning of the camera across the class in general was maintalined to
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‘consisted of thelr reportingtinteractive thoughts through use of
stimulated recall. Integrated with these reports were the interviewer
manipulated segments of the interview which probed for sell-
pertormance data. The interviews with the teacher only employed
stimulated recall methodo}ogy-

The target students were, with one exception, interviowed
individually, were interviewed dally, and were never interviewed {n

the same order from one day to the next. The decoy students were

interviewed either individually or irn palrs, and this varied for each

student onoa day bty day tasis. Due tco tinming dirficultlies, 1t was not
Y J
B
rossitle to interview each decoy student every . HOWeVer, us
Talle o indicates, with an average daily interview rate ol 1o decoy

sdents, a reasonatie coverage was achileved. A4 random  rdier ol
interviewing also was maintained with, trne decoy students.

Jeneraily, tne first s

t

udents to be lnterviewed in wry one
day were decoy students. The researcher often used these inltial
interviews to clear up any deutts or mlsconceptl ons rearding the
content or progression of the lesson.  As well, 1 a particuiar
sel?-perrormance notion had come: - tis nind the researcher woeuld
often explore trne relevancy and meaningtulness oU that notion with
decoy students. At another level the researcher would seek to retfine
ri5 questioning technigque, such as practising *tne wording cr prrasing,
and otserving the s*..» most readily understocd by the student.

The order o! u typlcal day's imterv?c ing would 1lkely consist
of the tollowing:

“. The first two interviews, wi*r decoy students, would occur
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immediately following morning recess. Normally, a target
student was also interviewed betore luncl..
«- During the lunch hour, elther the teacher was interviewed or,

Wwhen this was not possitle, decoy students who were available

and willing were interviewed.

3. Throughout Jternoon an intermingling of decuy and target
students . 2 interviewed.

4. After school, the teacher was interviewed on those occasions
when she had not hteern avallatle for « lunch hour interview.

A studert or palr ol students would be withdrawn Trom regular
class elther by the regearcher or the preceding interviewe=(s,. The
role definitions for the interviewee (as o:itlined in Appendix B, were
reyeated on most occasions, though this seemed unnecessary after the
initiai interviewing perlods. The interviewer controlled the VIR, but
selection o stimulus points was also availatle to the studernt
irnterviewees. On numerous occaslons they seiected points on the
recording r'cr reporting interactive thoughts. The interviews with
target students of'ten commenced and/or concluded withr, an inguiry into
sell-performance thoughts and feeclings relative to the lesson O the
day or the Iorthcoming lesson on the next day. These inquiries were
similar 1n direction and intention to the tormer pre-lesson interviews

which were dropped as a data gathering source. .
L

: @
The stimulated recall interviews with the é%écher, in many
respects, were similar in procedures to those undertaken with the
students. The interviewer was less verbally active during interviews

with the teacr.er. As well, she was abtle to nominate more stimulus
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points than the interviewer for reporting interactive thoughts .

The ninth lesson of the ten lessons which comprized the data
collection period was given over to an end-of-unit test. This was
perceived by the researcher to be a critical opportunity to gather
student self-performance data in a particularly sensitive achievement-
related situation. As a consequence, pre-test and post-test interview
schedules (as presented in Appendix C) were developed. These were
tased on the format and structure of tne former pre-lesson interview
schedules which were trialled and modified during the pilot study .

The pre-test interview was conducted with every student on the day
belore the test. Likewlise, the post-test interview was conducted with
cvéry student on tne day af'ter the test--the day the students received
e results of the test. ror the target students the pre-test and
post-test interviews were conducted in conjunction with the regular
interviews. The aecoy students' pre-test and post-test interviews
were conducted on an individual basis with no accompanying stimulated
rccall interview because of timing difficulties.

All interviews with the teacher and with the students were

audiotaped on a Sony Cassette Tape-recorder, Model TC-::CE.

Classroom overt behaviors. Student overt behavior data and
teacher-student dyadic interaction data were obtained from the video
recordings after the data collection phase. The researcher developed
a coding system ror recording student overt behavior data from
observation of students' behaviors. The coding system 1s described
in Chapter IV. Student overt behaviors were recorded once every

minuté on a time sample basis.
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The teacher-student dyadic interactions were also coded from
the video recordings using a low inference system based on the
Expanded Brophy-Good Teacher-Pupil Dyadic Interaction Classroom

Observation System (Brophy and Evertson, 1973).

Summary

This study was designed to examine some cf the phenomena
underlying the expectancy effect in a regular functioning classroom.
Ten consecutive mathematics lessons were videotaped in a Grade 6
classroom for use with follow-up stimulated recall interviews. rour
target students reported their interactive thoughts and described
their thoughts and feelings pertaining to self-performance in
nathematics. The teacher also reported her interactive thoughts.
The videotape recordings of the lessons also facilitated later
observation and analysis of teacher and student overt behavior. Such
& research design was intended to yleld data which provided insights
into the attributional behavior of classroom participants. These
insights may well contribute to an explanation of the teacher

expectancy phenomena.



Chapter IV

DATA ANALYSIS

Overview

Two main sets of data were gathered in this study: 1) student
behavior data; and 2) teacher-student dyadic interaction process data.
For the purposés of data gathering and analyses of that data, student
behavior whilé ieérning mathematics in the regular classroom was
divided into overt and covert aspects. The teacher-student dyadic
interacetion process data also incorporated both overt and covert
aspects.

This chapter outlines the development of category systems for
analyzing student behavior data. Student overt tehavior and students’
interactive thoughts and feelings were categorized and quantified to
provide a description of student process behavior. Other student
covert behavior, such as non-interactive thoughts about the leséon
sltuations and causal explanations of behavior, were analyzed ty
qualitative means.

Teacher-student dyadic interaction process data at an
observable level were coded using a low inference observation system,
while teacher interactive thoughts pertaining to students and

students’' performances were submitted to a qualitative analysis.

0,



The two sets of data, when analyzed, were used to conduct a
summary qualitative analysis which provided information about the

phenomena underlying the expectancy etffect.

Analysis of Student Uvert Behavior

A category system for analyzing student overt behavior during
classroom learning was developed by inductive means. The students'
behavior during 10 mathematics lessons was recorded on videotape and
the examination of these videotapes by the researcher led o tr.

building ot the category system.

The Development of the Category System

The initial examination of the videotapes inilicated thnat o
time sample of recording student overt behavior was the most feasitle.
In order to pick up all students' and tre teacher's behaviors in a
systematic manner, the researcher found 1t necessary to pan the
classroom regularly when operating the videocamera. A time sample of
one minute intervals was Jjudged to be practical and to be efficient
in reflecting specific behaviors and behavior changes.

The development ¢f the category system stemmed from
observation of the target students' behaviors. At one level students
appeared to be elther on-task or off-task. On-task behaviors were
defined as those which appeared to indicate that the student was
concentrating on the progression of the lesson, on the learning task
required of the students, and/or on the subject matter alrectly under
consideration by the teacher and students. Generally the student

would be observed to be attending or listening. On some occasions
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thie stugent might have his head on the desk, be tldgeting, or doing
Work in relation to the task but, so long as the researcrer was able
to judge trat the student was mainly attending or listening, he was
categorized as being on-task.

¢ r'r-task behaviors seemed to take a number ot forms ot
selt-involved distractions. These behaviors included just staring
aside as ir daydreaming, watcling others, {idgeting in or on his

desk, doling work not related teo the task bei'ore the class, and head

v

¢n desr.  wnere the researcher Judged the student's intention to be
L 4
cfr-task then the,behavior was categorized accordingliy.

At times students interacted with other students or were out
¢l thelir desks. Because it was difficuwlt to always assess wrdch ol
LLese wWere on-task or whiqh were off-task, tle researcher categorized
these behaviors separately.  Some of the students' interactions with,
cther siudents seemed work-related while othors seemed non-work-
related.  Other interactions seemed to involve anr..ying cr
deilberately distracting elements. Students wWere out o!f their desks
Yer s number of reasons. Some of these included approzching thre
teachter, noving to be with other students, Jjust moving around the
classroon for no apparent purpose, belng absent from the room, or
moving to procure naterialis.

A category of bvehavior judged to be on-task, yet treated
separately from the attending-listening category, was those occasions
when the student was being supervised by the teacher either at the
student's desk or elsewhere in “he room. Thi supervision consisted

of elthrer the teacher merely observing the student's work or



interacting verbally with the student. Such instances of belavior
always occwrred during seatwork. Heing supervised was treated
separately because the behavior involved a dyadic interaction and
was considered to provide support data to the low inference
observation system which was used to code classroom dyadic
interactions.

Three broad categories ot lesson situations were observed to
vccur during the mathematics lesson:

leachoer-led whole class instruction.

.« otuadent deronstratiorn, whole class instruction.
3. Seatwork.

Teachior-led whole class instr.ctiol consisted of teacher
exposition or lecture, teachuer controll+-d discussion, and teacher
dermorstration usine the Llockboard, overread projector or other
apparatus and equipment. Student demonstration in a whole class
irstruction situatlon referred to thuse occasions when the teacher
cailed upon a student to demonstrate an ildea, reinforce a teaching
peint, or attempt a discovery o!f an idea, either at the tlackboard,
witr. the apparatus, or using the overhead projector. Seatwork
irncluded those activities in which the students were assigned to work
independently on worxsheets, practice with apparatus, and so on.

The categories of student overt behavior irn relation to the
categories of lesson situations are summarized as a two-dimensional

{ramework in rigure 3.

114
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Procedures for Coding Student

Qvert Behavior

t'rom viewing t%&&deo recordings of the 10 mathematlics
lessons, the researcher was able to observe and record the overt
vehavior of all four target students in this study at the same time.
At minute intervals (accurate to the nearest 5 seconds) each target
student's behavior was coded by the researcher onto the tramework ol
categories of student overt behavior in relation to categories of
lesson situations presented in Figure 5. Coding was sustained
throughout the lesson except for transition periods at the beginning
of the lesson, during the lesson, and at the end of the lesson.

ollowing coding, the data.tor each target student was
anaiyzed on 3 lesson by lesson basls and percentage distributions

derived.

Rellability

Rellability coefficlents for intercoder and intracoder
reliability of coding from the videotapes were calculated. A student
in a doctoral program in the Department of Educational Administration
at the University of Alberta acted as coder. He experiénced a
two-hour training period during which the categories of the system
were discussed and the coding process practised. A sample of two
lessons was coded completely in the rellability check. Intracoder
reliability was undertaken two months later with another sample of
two lessons.

Because the researcher anticipated a high frequency of coded

decisions would be obtained for one of the categories--on-task

.‘I
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behavio£;--conslderation, in terms of a rellabllity estimate, was
glven to what Johnson and Bolstad (1973:113) refer to as the base-rate
problem, “that is, the obtalned percent agreement tfigure should be
compared with the amount of agreement that could be obtalned by
chdnce.” Scott's tormula, as described by Holstl (!969:140), adjusts
for the occurrence of chancg and, theretore, was used in this study

to cualculate the reliability coefticlent. Scott's formula is:

. Po - FPe
1 - Pe

where 1o represents the percentage observed agreement Letween coders,
and Pe the percentage of expected agreement Ly chance.

Scott's tormula is consildered to provide a stringent estimate
ot reliavbllity, yet because the complexity of the category system used
to analyze student overt behavior was considered not great, C.8 was
estatlished as an acceptable level of reliability. Tatle 3 contalns
a summary of the results of the reliablility checks. Reasonable
measures of rellability in stablility of researcher coding and in the

category system were obtalned.
<

Content Analysis System of Student

Interactive Thoughts

A category system for analyzing student process covert
behavior, that is, the student's interactive thoughts and feelings
during the classroom learning of mathematics, was al#o developed by
inductive means. The Content Analysis System of Student Interactive

Thoughts (CASSIT) was developed in accordance with the principles and
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Table 3

Intercoder and Intracoder Measures of Reliat-ility
in the Use of the Category Sygﬂem for
Analyzing Student Overt Behavior

Coett'icient of
sample Coded Kellatiltty

Irt-.rcoder reliability < lessons ST
(Ne. &% and No. =

Intracoder reliatiliity < lessons LT
(No. 3 ard No. ¢)

[+ 4
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parpuses ol the researc’..
A Tuil desoripticn o CASSIT is presented in Al peralx

ﬂfici, tiw maln compornients ! thie system incluade a set o rnire

Lliey Telliected tro

lu

guldelines for distinguishing tetween interactive and o lrnieractive

Lt ot analysls 28 belng based on a2 siregl. Liouslt LT
and rnine categories ©° rits ¢! interactive thougnts., A Lri.
eseription O trnese categories is as 2ol low

specltically on tie content and ski.ls of mathwematics.

+

vogritive iTocesses: Units in which a student reports a thnoug:.

preoce=ss inveived in learning the subject matter.

. . . n . .
Cablject Matter: Crdts in owrlich o a student'o Lo AT DL L Se



gghgy;9£§;75935§5-5ei:: Units in which the student rejports his
troughts atout an action he was periorming, had performed,
Orfwas cornsidering performing in relation to the learning
process. Such an action must reflect a persorality
orientation.

tehavioral Moves--Stuadent: Units in which the student reports i
though.tc and'feelings atout an actlion involving other students.

Beriavioral Moves--Teacher: A unit in wrich the student reports his

thoughts and Yeellings about an actior. involving the teacher.

~
Stk -rerrormance- -Thoughts: Unlio in owilcer T student is thinking
~
\\ N N . - . 3
~<atouwt rls or her perlormarnce behavior and outcomes. The

vssentlal elernent of these work-related urnits is sell
secl-berrornunce- —reelings: Undts in which the student reports an
emotion pertalning to fis or her performance betbavior and
utcomes .
seciings: wnits in which the student reports an emotlon experienced
durirg a lesson which 1s not associated with self-performarnce.
ask-Related: Units of thought which do not pertain to the
learring ! the subject matter.
slven the purpose of this study in student classroom behavi;r.
in general, and self—performﬁnce trooughts and feelings in particular,
its in six o!f the categories ol the content analysis
systenm, ramely, behaviorar moves--self, behav. ral moves--student,
behavioralr moves--teacher, self—peri‘ormance——th*hts, sel! -

jert ormance --feelings, and feelings, were analyzed further.

Subcategories within each. of these categories were clearly deflned



and established.

Reliability

With most content analysis systems concermn with reilatiiity
is usually directed at the coding processes of uniticing and ob
categorizing. The CASSIT used in this study introduced an additicnal
reliability concern. The coding process wrich 1s used to distinguls!.
interactive data from non-interactive data should also be sutjected
¢ a reilaviliity check. Conners (1978a: 1 07) notes *:rnt re larility
cr.ecks should be undertaken withn all three coding steps and e used
three difterent coefficients cr reliatility accordingly. Tre
researcher employed tre same procedures of estatlishing reliatlillity
Tor trer coding processes in this study

To establish rellability cuellliclents tor the coding ol dato

v

‘nt. interactive and non-interactive categories, whicp Reastl
(19t%::38) reters to as dichotomous declsions, trhe ratio ol codlryg

agrecments to the total number of coding declsions was used:

/
{
couing decldions on which the 1wWo

Holsotd (1707?1(:! explalns that, "in tnis tormasa M is the rnamoer o
udges are In agreerznt, and

N and N reler to the nunber of coding declsiouns made ty Judgrs
“

and <« respectlively.
Rellatility coefviclents for the coding process of unitizirng
reflect the consistency with whic:. coder:s segment the data into a

similar number of units. Conners (:978a:107) cltes Guetzkow 't



contention that unitizing reliability can be established by
"expressing the difference between two coders as a percentage of the

sum of the number of units obtained by each coder."

In this formula 0, is the number of units establist.ed bty the first
coder and.o‘2 is'the number of units established by the second coder.
ror this formula, a ratio of zero indicates rerfect agreeﬁent between
coders.

To establisch reliabtility coefficients for the coding process
of* categorization, use was agiin made of Scott's formula. Helsti

- —

(1965:140) reports that this formula takes into account "the extent
of intercoder agreement which may result from crance." Hence, the
formula corrects for the number of categories in the content analysis

system and Z'or the probable frequency with which each is used.

Scott's formula is:

_Po - Pe
1.00 - Pe

Rellability -

In this formula, Pc represents the agreement between two observers
and Pe represents the agreement between two observers wh.lch occurs Ly

chance .

Reliatility crnecks. Botn intracoder and intercoder reliability

checks were undertaken. Intracoder rellability, an index of stability

v! the researcher's coding, was calculated on two separate occasions,

two months apart, uslng a sample of 15 segments from the stimuated
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recall transcripts of alil four target students on each occasion.
Intercoder reliability, an index of system reliability, was determined
usiné the same sample of 15 segments as with intracoder reliability.

A student in a doctoral program in Educational Administration at the
University of Alberta acted as a coder. Training of four hours was
undertaken and consisted of discussion of all elements of CASSIT and
practice in coding.

According to Holsti (1969: :1L2), "defining an acceptable level
of reliatility 1s one of the many protlems in content analysls ror
wi.ich tnere is no single solution.' He suggests, therefore, that in
content ang;ysis research the determination oI an acceptable level
cf reliabi{ity needs to te deternined in relation to the complexity
o7 the content analyslis system used and the significance of the
research problem involved.

Marland (1977:85) established a reliability coerfficient of
9/%Q\35 an acceptable level of reliability. Given the complexity ot
the content analysis system used, and that Scott's formula was
described by Holsti (1999:141) as one "which produces a conservative
estinate of reliability,” a reliability coefficient of 0.70 was
considered to be an acceptavle level of rellatlility for this study.

The results of the reliability checks are presented in
atle “. Both intracoder and intercoder rellability coelficlents tor
the categorization process of coding were greater than the (.70 set
for acceptable reliability, that is, the most significant reliability

check .of the three used for the content analysls system. Tnls

indicated that CASSIT seemed to be a reliable instrument.
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Table &

Intercoder and Intracoder Measures of Reliabtility
in the Use of CASSIT

Coefficient of

Reliatility
Intercoder Rellability
Interactive versus non-interactive data 0.73
itization 0.1z
Categorizaticn 0.79
Iatracoder Reliabilit
Interactive versus non-interactive data 0.86
Unitization 0.0c

Categorizaticn 0.89




The indices of reliaXility for the coding prucesses of

distinguishirng interactlve from non-interactive data and of

unitization are also acceptalle. In*ercoder reiilatilil

are close to the pre-cvstatiished lovels of adequacy.

training time to enh..nce proelloicney in these coding processes
lba.» result-d in hisrer relliatlility beilng achleved. bBExamdinatic

thie coding deciviecns of the coder whe undertcex the reliabiilty creck

ty estimate

+

Mayvove more

irdicated a proctice effect occurrirg in the initial segments

data. Tre s.izitly deporscsed results do ernplasize the
reliatilisy cr.ecks for tleose processes, Ior orror and

consistency witln one oI Lhe codlrg [recesses must colnyp

reliatilicy ¢ thie cireer oC1lng [ TOCeSSeS.

Mo sures of intracoawr reltatillty were accepual

S.gfested rosearcrar smatility in coding the data cver
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short term ol two montio.

attrit.tlonal Anclyses ot Studert

The tranocrints of the post-losoon interviews contailned more
is

st adernt covert behravicr tnarn the student interactive U

boe

pae

rom ot

N

at _eaost

roughts

lack <:

WLl

v
I

- ideas, views, veli-fs, encotions, and lines of reasoning whicr

served to exylalr ctadent interactive thougnts and tee

student cvert benavior. Some 2 the date were olicited incildentuily

in association with studen* repcrts of interactive tlro

data were obtained ir a nore direct mannsr from struc:

lings

LErls .

wed

and

questioning, such as in the pre-test and post-test interviews.
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o
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mlateed recall.  Anong tre: rnon-interactive data were arn array
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0t these dat 'y pertained to student selt -performance.  Ana...oes of
these data were undertakern for each target student in order to
descritbe each student's conceptions of sclr—pcrforméhcu.

-~
Sour.t * o lderntiry twe sets of prenomena, namely: 1) the causal
explanaticons ¢f a studert's expression of thoughts and teelings atout
Sest in the learning situation; and ) the craracteristics o od

emotions, and L ines ot

t

i

e

e

|

[
[
-

ierlying ideas, views, teliel

3 the Y aise WHIcn Seems tOo o influernce the Ca Wb,

Trooodistinction Detwsn tre AW0 Sels Ol [renolena D&y L4 [ Areely
Srioitrary. However, Lne Fesealoner app rohached e [Lenctena inotnion

exysoratory study o 1D they consisted of some dyrasic procens aspeeels

+
9

¥

and more endoring aspects.  Boich. of the aspects Wers congidered Tror

ar. attritutionual perspectlve
+ )3

causal mxplanations of Behavior

b
[

ramework for analyoine the data to <rttaln cousal
xplarnations ¢ tehavior was devcloysq.by inductive mearno.
r.searcrer exanined )1 transcriipts and noted jatterns ol statements
wr.lcro seemed to oo related corntextually. wWnhnere an interactive trought
cr Teeling which contained a cue atout sell-performance had e
expressed ty the student, the lnterviewer nad olten pursued the polint
Ly using jrobing questions to elicit further intormatlon about the
studers 's mertal 1ife. Tris gquestioning tactic tended to res.dt in a

cr.ain of s*udent comments, usually linked in the Tollowing pattern:

The analyses ol tne data pertaining to student sell-pertormance

vy
“~ 1



) Reason for Underlying -
Cognition & Emotlonal Cognition-—»Justification-—#Lonsequent
Consequence ) Behavior
L - and/or or
Emotional Rationale
Consequence

The student's report of an initial cognition with or without
an emotional consequence ol'ten rererred to an aspect of sell -
perrormance . Sometimes the student had Included a reason tror his
oehavior btut more of'ten the interviewer had elicited tne reason by
Loking such questions as: why did you think that?

why did you do trat?
How come that you

Tne reason provided by tne student tended to e rolated
direct.y Lo tne initial cognition, so wsually the interviower proced
urtter Wwitio sucr, gqaestions as: wiy do you trink (tre reason given)

nade you trink or do (tne inltizl coxnition or emotlon

o
Studernt respoenses <o these questions tended to dlsclose Lelloel

systems, lincs of reasoning, and polints of view underiying a4 student's
trhoughts and eelings about ris sell -performance .

The rollowlng examples oI cnains of stJdeg;\Fmewnts include

tr.e emotional consejuence Linkage.

when T got = I was so — 1 nad worked - It's going — 1 nardly neard

zack my rdppy nard on tne to show on anytnlng she
test paper Workshee+ts my report sald when she

and aliways card went througr

' listened ~ne test.
(Tina,
[ 4

Wwhen 1 — I'm scared — Sne might — I worry — 1 ask another

reed telyp to ask the think 1 about what kid instead.

teacher was dumb the teacher

thinks of ne (Lisa,

18
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Mrer chains of student comments do not eoatalin an emotional

cunseqaence linkage .

1 don't —> 1 know 1 only — 1If I don't —» Will check with

understand got it right understand the teacher as
it tnrougl something I'm to how 1t 1is
fuCSSWork not atraid to really @ e
ask wr'ter school -

(Tina)

Not wll chains of stuieat comments included the consequernt
tehavior linkage. cConsequernt tehaviors tended to tecome the

roravior Uor anctrer chalrs of student commernt .

Atter collating chaino 0 student corfenls Which more Or lesSs

it ored tne evelved framewsrk .r pattern, the researcher thern placed

Toe ol asters trose chalns wolor contalinea, redorred Lo, o rw=llect-d

or. initia. ocer.itions, prreeptions, and/or notlves ot otelavior.
Syrom these c.uoters, evidence o conslstencles in thne Ca.Lsal
explanatlons or 2iasal pereeptions ol oa student’'s tehavior were
discerned. As a consenuernce, a dynamlc view of a student's covert

teravior jortaining to seli-pertormance in the learning situatlorn

began to eherge.

Tre Underlying Covert Benavior

ol Students

I the trocess ol examining the data lor causal explanatlors
- tenavior, the researcner becale aware of numerdus studernt troughts

Ww.icr scemed to represent the very base from wrich originated all
e
cther thought and action pertalning to selr-performance.  When these

gerieric-:ike ideas, tellels, views, emotions, and lines oI reasonirg

Wwere ldenti<ied and recorded for each student, a composite array or
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phenomena were revealed which contributed greatly to the descriptlon
of a student's conception of self-performance.

- Some: of these student ideas and bellefs had developed into a
kind of implicit theory about successful achlevement as indicated in
the following example:

He ard I are about the same. We are pretty good at math.

T:
1: warny do you think you're pretiy good at math?
T: well, I think I try harder and 1 get my homework done all

the time. You know, if you just use your brainrs you can do
something you want. Some of them, they...you know, you can
tell, .ike they are smart kids but they just don't use their
craings.

I: wrnat about other kids you think are not smart’

T: Well trey are smart. Like, you know, Just not as good as
some others. Because they dor't try, they don't like tue
subject, they don't tother *ryirg. And since they don't
get things right they hate it even more, you know. (Tina)

Other underiying thoughts o students reflected & sinele tasic

idea, telief, or point of view, as in the following examples:
Wike: Fids who do well snould be reocosnlzed in tront or the
class.
Lisa: The teacher will remermber even the smallest trings monihs
later.
Greg: 1 prefer ralf the worksheet to bte easy and haif of 1t to

be hard, because the easy work helps you to understand,
ard so lets you try better on the hard work wnich makes
you think more.

Tina: Foys do better in maths bvecause girls like more t:i-
language arts.

Descriptions of the phenomena or underlying studer~ - vert
beravior yielded a number of insights into student causal perceptlons
v success and failure, ol task structure and difriculty, o!f other
students' performances, and of the teacher's performance expectations
for them. The phenomena seemed to influence greatly the causal

explanations and perceptions students expressed in relatlion to their



behavior. While the phenomena of students' underlying thoughts were
not static forms of covert behavior in the strict sense, they seemed
1o Le reasonably stable during the period of observation *hs

study .

e Characterization of Student Conceptlorn

T
ot gelf -Performance

The attributional amalyses of student covert behavior
pertaining to self-performance has invoived a descriptive approacn.
Sonronalities among tie chains of thoughts and among tie urnderlying
tase or ideas, views, rellefs, emotions, and lines of reasoning tave
teern derived inductively from examination of the transcripts of the
target students' vertal reports. rronm a descriptlion of these inter-
related commonalities the researcher nas been able to infer ipd "Ilece
together” some of the more significant characteristics of each
student's conception of self-performance during the learning cf

mathematics.
Analysis of Dyadic Interaction Data

A major purpose for bullding up a characterization o! a
student's conception of selil-performance was to attempt an explanation
of the expectancy effect. The expectancy effect is thought to invoive
mainly process elements or variables, especlally those pertaining to
teacher-student interactions. Data from different sources were
gathered or the dyadic irrteractions between the teacher and each o
the target students. The maln data sources were: o
AL

1. video recordings of the lesson from which overt behavior of
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the irnteraction participants was coded by use of the low
inference classroom observation system;
<. transeripts o!f post-lesson Interviews using stimdated recall
methodology w'!th the teacher which contalned verbal reports
ot tracher interactive thoughts on some ot the interactions;
and
3. tiniings atout student behavior and stu@ent conceptions of
soat pertornance which had been analyced previously.
The metrod of analysis ased for these various data was tased
on thiee soegestion by Webb, ZTampbell, Scrwartz, and Sechtrest (1aons 7))
1tout thte triangulation of different data as a means ot viaitdatire

evidenee . The intor-relatlionsnips of the ol crent scurces ol data

for ur. rnteractiorn =risods are illustrat gure - . Trils method

02

ot anilysic involved an examinaticn ola ta collected, trat is,

+:o interview data and *he observational dat

Interview Data
Students. The students' covert behavior data, as obtainedbfrom
interview situations, were already analyzed, resulting in tre

characterization of studerits' conceptions of self -performance.

Teacher. The teacher's verbal reports o! her thoughts and
teelings during the observation lessons, as derived from the use ot
stimulated recall methodology, were recorded and transcripts were

.
prepared. These transcripts were examined and sectlons of interactive

and non—interactive thoughts relative to the target students, and

especially the teacher-student dyadic interactions, were extracted and
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anzlyzed. These tuoughts tended to consist of causal perceptions or
a student's performance, perrormance expectations tfor that student,
thioughts aboat tre student's mental processes in learning and
understanding, Teelings about the student, and perceptiors and

interpretations about student tenavior in general .

sne Jrservation Data
Lyadic interaction data were coded trrough use of the low

inlorenc. classroom olservatlcn syster.. The syct=mn yvields both

juuntitartive and qualitative data. Hreguency o ilnteraction tetween

Lreo leacher and each target student, requency of ctudernt-initiated

as arainst teacner-initiated contact, and ifrequency of private

Lrnteraciiong as ags ot putlic interactions provided data ooz
. . . . L 3
jaantitative reture . Fatilerno ¢ use ¢ various teacleX reidctiols

or teedtack to student responses tc queéftuns, or to student initiated
S, erat_.ed gome gualltative data ol leacner Lenavior in tre
irteruertions Lo ve ottadned.

The videvo recordings o tne matnematics .-ssons provided the
data source r'or codirng the dyadic interactions. Coding was conducted
ir. accordance with the procedure outlined in Brophy and Jood's (192%)
mAaria. lor codiné classrceom bepavior.

Intracoder and intercoder reliatllity checks were undertakern.

x

eliarility was calculated using a formu.a proposed Ly Zrophy and
.

Evertson {1973,. The formua is: Percentage agreement - norier ot

codirey decisions made bty votl coders and agreed upon, divided Uy

itse.: jplus the number of coding decisions not agreed upon jlus the

number o! codings made bty the first coder but not the second plus the



number ¢i codings made by the second coder but not tre Sirst.

An 50 percent agreement criterion was set as an adequate
reasure ol reliatility for both intracoder ard intercoder checks. A
student in a doctoral program in the Department of Educational
Adninistratior at the University cf Alberta acted as a coder. Tnis
student had previously used the low inference otscrvation systen.
Alter tWwe hours of retraining, which involved discussion of the
ctservationr system and practice ’oding Trom the video recording,

e was abtle 1o code the interactions tetweern the teacher and each o

the rcur tarret studerts during two corplete lessons. An irtracoder
Crelliatillty check was conducted two montns alter tre original codling.
i eaer case tne measure of reliatility was Wwithin the agreemen:
critericr. or ©u percent which had teen recommended by Brophy and
vertson (1973 . Table D presents a summary of the measufes of

ALl the data pertalning to the dyadlc interaction - ;. sodeu
LetWeen tne teachier and each: of the target studenis were carefully
exarined. OSwlections were made from all trese data sources to provide

w

cverall descriytions of the episode

The Summary Analysis

Student overt and covext behavior data, the charactcrization
ol student conceptions of self-performance, and the dyadic interaction
data provided a detailed dgﬁfriptivg base upon which to explore the
expectancy etfect phenoméﬁgf The i&formation base was examined *or

e

the presence ‘of any relatlonships among and between student
»

b

\n



Table 5

Intercoder and Intracoder Measures of Rellarility
in the Use of the Low Inference
Classroom Observation System

s S widilotios el St g
AR §
AT Coefficient or
KR Reliatility

Intercoder Keliabtility

Biracoder Reliability

Student Bl .6

Student o 35.30
Student 3 90 .16
Student & 3465

[>

&

3t



conceptions of self-performance, student causal perceptions of
success and failure, student achievement—rela{;d behavior, teacher
behavior towards the student, and teacher's causal perceptions of
student pertformance. The finding of any suggested relationships was
considered to contribute toward an explanation of the expectancy
effect as it existed with the teacher and each of the four students
in the learning of mathematics in a regular functioning Grade 6

o

C.assroom.

137



Chapter V

CASE STUDIEs : TINA AND MIEKE

Organization of the Case Studies

The case studles of the four Grade © students illustrate how
typical students in a classroom percelve and behave in achievement-
related situations, in this case the learning of mathematics. Each
case study consists of a unique and idiosyncratic description of &
rersorn and ltis, her behavior, suggesting a consideralle diversity in
row individual students view the complexlty of the sane learning
setting .

An analysis of these descriptions, however, proceeds on an
ir.dividual basis in order to develop as completes as possible z profile
ot each student's beravior and conception of self-performance. wmach
case study is described in a way that best describes tne student's
conceptions. An attempt is made to 1llustrate how the student's
couceptlion appears to function as a relatively stable cohesive system
thiat controls and directs his thinking in the learning of nathematics.

Chapter V contalns the case studles of two "successiul’
students--Tina and Mike. These are the students who were classiflied
as high achlevement, high motivation students. Chapter VI contains
the case studles of two "less successful" students--Lisa and Greg--who

were classifled as low achievement, low motivation students.
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The profiles are presented in the following way:

1. A shrort selective blograpny of the studert is Presented. The
sketch focuses on school -related aspects and 1s based upon
information gathered from interviews with the teacher and the
student and from ob jective sources suc!. as the two scales
Telating to student seltf-expectations of periormance and
schcol cumulative records.

<. A quantitative analysis of the student's overt and covert
behavior diring tne learning of matnematics is presented and

discussed.

a

Tre causal perceptions and explanations of st.i-rnt t-ravior,
as rejorted by the student, are examired. From tie
inrormatior available a characterizat}on ¢l othe student's
conception of sell-performance is presented.

4. Student tenhavior while in}cracting with tre teacrer is
exarined. Tris description inciudes totr a quantitative and
Qualltative analysis o!f the interactions as observed at the
oyert ievel. Also, an analysis {s made of the covert tenavior
of' totn the studernt and teacher during some of tie
interactions.

Iri trie profiles frecuent reference is nade to Nigher or lower
atility, higrer or lower s=li-expectations, and righer or lower
teacher's performance expectations for a stud: - - Jriless quuiified
otherwise, "righer" refers to above average c: class, while

"lower” refers to below average for the class.
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TINA

Blographical Inlormation

Tirna was the second of trree girls in her family. Her olier
sister attended senior high scrnocl, while her younger slster was in
arade 3. The father was not living with the fuamily in their apartmer.t
vitoln the neilghborhood of the school. Her first Tour years o!f Jlire

Were spent inoa rural community tel re the famiiy moved to troir

P rsent rome.

Tlna was aged !0 years ard reported tike-ridi o
.
Lo oner maln interests. She ernjoyed Watcerling television, especialiy
movies. The Tandlly had trave lled to Fritior Oolumtia ard to ot
LortioeWwest areas o the Unitea States of Aterioa.

AL art ol her invoiversont in scroo. it
Lelper, o trallic patrol wardern, a.d 1ls0 acted as a relling narnd Lo
& 1OWeIr grude c.assroom d.ring alter-schoul hLours.  She participated

in all the usual extracurricwuar activitdes saor a5 sport, muoilo, and

In the classroom Tira judged mathematics, healtn, and soclil
studies as her best subjects. HKer preference for matheratics was
tased on a liking for the challenge at working with numters. Tina rnad
one close {riend in the classroom but repcried she 1iked most, 11 1ot
all students.

Tre teacher described Tina as a glrli of average tc¢ sligntly
avove average quformance in mathematics, tut with thre jotential :_r

mucr. btetter achievement. Tina was percelved ty the teacher to E%aé



suody nappy cee- L wCRY stodent Who Was easily satistled, ad wro did
Lot Seem oversy concerned Wit! o refined work Periornidice (Lot o lony
o Uler WOXK wWas doree.

Teacher:  You norraily expect a girl's btook to be Quile neat,
tut rot Tina. [ike, she'll do all her moatn inos

.

Telt perns Ut wWon't use a pencll tecause ste Urninke
1t nect 0 use a felt pen.

I response to the guestion of Twny do YOou Ccunie o oo ool
(ina stuted that she needed the education. This wo.ld elLittle ror %
St gocd Jol o whicr woudd meal s wowld rot Lave Lo work tou r.ural!

ool Be polnted Cut o that srne 11k d oserool

Cheotormal deseriptive dactcoon Tin Guppoorted the tencner s
CoTIente A Tl percentise oY Gondevemnmont in matieematics it tre
Xl SN Ly Al Andl ittt Onn e Seroul o it iy records, .
Topreonted o Siener aendleving studert. The PAND tota, CXpectatlon
BoLTr D e WS one O the rilLnest scules recorded Ly tier ntodeencs Gr

Sl u $;ass and reliocted a nig degreo ob CAPRCTAIICY Ol SLCoen.

/

perl 'rhance 4oross six syl ect areas. Mer matnematics s.bo-noor It

elow st ol uT o sageested trat el eXpeCtaliOns Por tnis 5.l ect arte
Wele alse relatively high. Eramination of ner responses indicat.d
ina expected to always enjoy mathl, oxpected to learn all Lr.aer--
Was Lo Learm, and expected to bLe bLetter at matr. *tan nost xkids, .-

-

+
BVRe

one oI the btest in the class.

Tina's self-reporting ot internal responsicilicy fir sLicceus
or rallure on the I1AR revealed that out of % situations sr.o
attrivuted <o ty Internal causes and % to external rauses. Recause

rer internal respornsitility :ror success score of 4 was ciose to telng

equlivalent tc her internal responsibility for failure score of o, it

Wt



can te concluded that Tina assumed credit ror causling good things to
bappen In muich tne same way as she accepted blame for unpleassant
Consequences. gxoeninoation ot oer zx;é;nﬂlmcs supported this conclusion,
tut with ome nctari- exception.  With items pertalning to task
ditriculty, success on casy tasks was attributed to external causes,

Whereas failiure on ditriecddt tasks was attrituted to interrial causces.

waantitative Analysis of Fetaevior

Dina s vernavior during the 10 leSsons of Matll.omatics was
.

dividead Into covert fad overt aspects.

Iria’ s overt v avior was ool rded o tre Calrory systern lor
wiaiyalng stadent overt teravi o owniern was descrised in Utapter IV
The numter of recorded oiservations o! ner overt behavior irn cacr, e

* r

tre caleglries N the Lrree naln cosson S1tuations for eacr. 1esson was
eapress2d as a4 percentage ol tre $0%tal nanver 0! recorded ortservations
-: Tina's overt tenavior itdentiried inL tnat lesson. The resuits of
trlo arialysis are shown in Taule - .

within-category o! lessorn situatlon percentage distritutions
I means o overt behaviors.arc presented in Tatle 7, while tre
coniernsing of Table 7 according to categories of student over:®
benaviecr 1s snown in Tatle =.

e majority of Tina's time was spent in tne lesson situations
0 teacher-led whole c.ass instruction and in seatwork; these

situations accounting tor approximately k¢ percent and 45 percent,

respectively, of the learning time. In all lesson situations a
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slgniticant amcunt of Tina's behavior was attending and;or listening,
that 1s, on-task. As Table 7 lndicates, tor teacher-led whole class
instruction, Tina was olserved to be on-task rus 4 Meddr across the
1V lessons ot approximately 7 percent of the time, amd tor student

demonstration whole ciass instroction she was observed to te on-task
tor a mean ot approximately 90 percent of the time. At seatwork, Tina
was observed to be attendling tor a mean of approximuitely & percent of
the time. Table b lndicaies triat attending-listening bet.aviers were
observed to account tor a mean of nLearly 80 percent pf [ina's overt
behavior across all mathematlces lessons. '
Most ot the balance of Tinu's ove{t veravior was coded as
not attending-ilstening directly. However, Tatle ¢ shows tnat not
attending -listening ternaviors wWere vUserved to vccur for a mean of
approximatesy o percent ¢i the time with teacher-led whgle class
instruction, <, percent ot the *time witl. student demonstration who.e
class ilngtruction, apd < percent of the time with seatwork. Overall,
as shown in Tatle &, Tina was observed t¢ be not attending-listening
tor a mean o! '+ percent of the time. Relati{g&y {Ey ouservations of
-wTina’s over® tehavior were recorded in the other tategories of
o intéf%fting witn other students and out of desk. During seatwork,
Tina was.observed to te out of her desk for a mean of & percent of
the time.
In gquantitative terms, Tina was observed to be on-task much of
7 *ime during most lessons. This feature of her behavior was
particulariy prominent during seatwork. She was most lilkely to be

not attending when other students were demonstrating an idea to the



wi. le class. Tables © wma - irdicate trat lessons ' and 7 were duys
whenn Tina was coded & ot .ttending or listening more than &C percent
N

Ootal Lessorn tire . 1 Jessons 3 and £ she was observed 1o e
Lot zttending for ltoand [l pwroent, resj.ctively, of tne total lesson

tire. The dally varlatlons were deered o Le signliicant .t carn orly

o+

eowxplalned tromoan analysis of Tlra's tiolsgnt processes.

soVe Tl e

Tina's reportid covert tersvior during cach lesson wai 1ivided
Lt teraotiv w.d norn-interaciive thoughts and eelings LTy s
rleraotive L5 and Teelingo--tne actual thosghts and eelings
caperlernced 4.rinle Lrie 1o580n--Were guantizied. The content analvuls
O st .dernt intergcetive "cA"tP, CASSIT, was used tcer trlio
M A SIISTS R ramier of Tirna' o intersetive troawnt uirits irn oeacr o

T LOlaL nanier LU trlaert wnits idernciiied lnoshat lesscen.
caller « trer resaits of trdls arnalysls are presented.
Moot o the thoughts reported by Tina Were usaal.y Lelaviola.

ToVes--gell, teravioral moves--student, soll -perrornance--tnousgtts,

and e lings. Lognitive processes, non-task-reiated, and teravicral

ToWec - ledllerl @ele caleglriss o Lroaghts reporied on an avelags:
A Y
oL DoopwreentT Uloaal tnoagnts.  Relatlively few tnioughits in o tne

Dilegorien U osat o0t natter and ool -perlormance- -teclingn wers:

ror Tlna, tr. Interactive thowg:r® “x citegories were
Lrtrer ana.ny rording to sul -categorl- - what the thougl.ts were

avout. Five se categorles had thie righest frequencies of
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occurrence, while selif-pérformance--feelings was sSb—categorich ror

lurroses relevant tc the direction of the study and fap‘purposes oz

later comparison with other students. The results cf tnig more

intensive analysis are shown in Table 10.

behavioral moves--self. Behavioral moves--self, the thougi.t
urits in which the student reports her thoughts abogt an actiorn she
was perrorming, had performed, or was considering periorming ir
relation 1o the iearning process, were zurther analyged in terms of
tre ®inds of motives and mental vehaviors wrich prevailed wnllie the

+

student was learning. Talle 10 reveals t:rat, of her .- ravioral moves,
Tirz's reported thoughts were frequently tocused on attending-
ilstening as well as the rotives for attending or for avoeildirng

attending. Tina's interactive thoughts of seeking or av_iding pui.ic

«rticlpitiorn. accounted for & percent -nd rearly o percent,

—

respectively, ot all her behavioral moves--sell inoughts.

Behiavioral moves--stiudent. Thought urits ir which the student

reported her thoughts about an action involving other students were
N ?‘ .
sul-categorized in an attempt to identiir'y ihe nature and extent o:

student concern wiwr. peers durlng ieerning. Tatle 10 SN§;§ trnaet Tina

was aware primarily of what other students were dolng. She was aisc

trequent.y concerned about and aware of other students' s.ccesses and

-
tallures. 7To a lesser degree, Tina reported thoughts irn whicr she
was inferring or interpreting what other students were thinking.
Hehavioral moves--teacher. Sub-categories were alsc used four

those thought units in which the student reported her thougnrts atout



Table 10

Within-Category Percentage DistY¥ibutlons of
Sub-categories of Selected Student
Thought Categories of CASSIT : Tina

Sub-categories of Selected CASSIT “iiiii;gife%fry
Categories of Student Thoughts Distribuéfzns
Behavioral Moves--Self
Seek public participation .9.01 ”
Avoid public participation 7.58
Attending-list.ning 36.55
Not attending-listening L5
Motive to attend 8.:8
Motive to avoid attending 13.:8
Motive to use a technique .58
Motive to av 'd use otf a technique Ce

Behavioral Moves--3tudent

jerceptions of other students' performances 3sl
Ihferences of other students' thoughts 2.9
Interaction--positive n.82
Interaction--negative 2227
tvrceptions of otner students' behavior 43.:3
tetavioral Moves--Teacher
Ferceptions of teacher's irstructional moves 25.8°
Ferceptions of teacher's reactions 12.90
Interactions £l 3
rerceptions of teacher's overt behavior “5..6
Self -rerformance - -Thoughts .
Self-assessment--success l0.67
Self-assessment--:11] ro 11.90
Perceptions of task {1i:ficulty 21473
Perceptions of task structure 28.57
Self-attributions 2.38
Self-expectations 11.90
Slgniricant Other Tk
Self-‘erformance--Feeilngs
Anxiety 7l
Moralily neutral--positive 35.71
Morally neutral--negative 4,29
Morally unneutral --positive ) ---
Morally unneutral --negative L2 .86
s
reelings "
Tositive ' £3.75

Negative 31.25




]
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an action involving the teachior. These were intended to enatle
observatior. of some of the kinds of thoughts about teachers which
students experiernce during learning. Table 10 indicates that Tina
Was aware o. what trne teacher was doirg and also reported thinxing
aLo.t the teacher's irstructional noves. rewer _: Tina's reported
trougrnts perfained to interactions with trhe teacher and an awareness

ol trne trteacner's resctions to situations in the lessons.

S5uli-perforrance--tnoughts. These interactlve thought units

rorresented tne primary focus of the study. They reler to thought
inits irn wrien the studert is thinking avout his or ner periormalce
cevavior and outcomes. Tina's reported trnoughits pertaining tc her

S.iclesses and fallures accounted tor nearly o9 percent of fer sedl’-

pertormancs interactive thoughts, Wit tre successes teling conslderad
v

Tore freguently tnan the fallures. FPerceptions o tasks, in terms o
dirricuety and of structure, accounted ror 50 percwnt C1 Ler sell’-
jrriormance thougnts. Tr.ougnts involving self-expectatlions were
expressed less trequently, yet they were consistently present acrocs

.8t 1es5S0ns.

Self-performance--feelings. Thougrt units in wrdicr an emotion
related to selt -performance was expressed ty a student were ancl yced
Surtrer according to anxiety, morally neutral, and morasly aeulra.
sul-categories. 0OF tne few seli-pertormance reellngs reported Ly
Tina, Tatlir~ ‘0 reveals that norally neutral positive feciings, such
as happiness and pleasurable surprise, and merally unneutral negatlve

feellrngs, such as feelings of shame, occurred most frequently .

—s



152

reelings. Thought units in which feelings were expressed in
relation to the class, tne lesson, and other general matters, werc
considered to reflect a student's overall view of the learning
situatior. and indirectly contritute to her behavior and hexr thougnts
atout selti-performance whiie learning. Approximately two-trirds o!
Tina's expressed thougr.ts reveazled positive emotions such as
enjoyvment, 1lzasuratle surprise, and amusement, while one-third ol
Her expressed thoughts in tnls category revealed negative erncotions

Such &% WOrTry, SnLame, AnLeyance, ang-r, and toredor.

Summary ol wuantlitative Analysis

Tne guartitative ana.ysis of Tina's overt and covernt behavior
dowdrie tre lessons provided sorms description ot her behavicor daring
carning . Most o of the time shie Was otserved to be on-task, eujpecially
d.ring seatworrk. Not attendirg-listening behaviors, wnen coded,
rainly occurred during lesson situations whict, required ter Lo waticr
or lister.. Trne majority o Tina's reported interactive troughts
Yozused wporn the self, namely, her own performance and ter behavior

ir. the Learning process.  rew feelings related to self-periormanc

Wwoere reportod. Most of her reported selfi-oriernted thougnts reterrad
©U task-Treiated matters of how she perceived the task and ter

ztver.tior. to tasks. These Uindings support the strong trend Ior tie
Jr.-task overt behavior noted earlier. Self-assessment and sell -
expectation thoughts were rrequently reported to occur as well.

Other frequently occurring interactive thougnts which Tira

reported included an awareness o! what other students and the teacher
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were deoing, how other students were pertorming, and expression of
variety ol emotions about matters pertaining to the classroom and

lessons generally. An interesting earture of Tina's tLOUELYS was the

S 5

™

occaslonal reference to percelving why the teacher wdopted a

hd}
. v’
rarticular strategy ol ing or mode of behavior.
R rinally, the percentage distritution ol Tina's reported
[N L4 . . el 5 .
interactiv. - .ghts indicates few references to the subject matter

ol mathemnatics or tne thinking processes involved irn jearning

I ornance

* -+

A slegnlticant proportion of Tira's mental activity during tie

Rad

Lnarning o matnernatics pertains to componenis o Sell-porIormalics:

fosents and feclings.  An analysis of the gualitutive aspects of

tris coevert tehavior revealed the relatlonships Letwerrn the Lhougntis
vxpressed and aiso pointed to the tase of ideas, views, beliels,
erotions, and lines of reasoning which were perceived to underlie

trege rolationships. The relationships tended to be causal in nature,

nence an oattritutional analysis of these thoughts and feel%ng was
" ©

d-emed appropriate.

Causa. bxplanations of Tira's kehavior

The transcripts of the interviews with Tina contained several
chaing ol comment which included causal explanations of behavior and
]
causal perceptlons Bf perfogmance. Her report of an initial cognition,

wr.ict, sometimes included an emotional c gequence, of'ten referred to



ar. aspect o! selt-pertormance . Tlnda sometimes provided or readily
disclosed reasons for these thoughts and uc u‘ deccribed consequent
behaviors which stemmed irom such cognitions. In coilating these
ct.ains o comments Ulve clusters were discerned which, re’orred to
common cognitions, perceptilons, and metives of behavior, namely,

approach to learning, task dif:icuity, specliic perlormalices, puwilic

rarticijatior, and perceptions ol other students’ pertorrmance.  Each
cluster of Tina's cnaidlns of comrment is descrited wlith cxamples and

wnecdotes ineladed .

Approazch, Lo dleorning. Tina' s patterrn ol tercvior whorn

cralieneed Wwith new sr o difTicult meterial seemed it coroistent.

Tree patlern was eXempiililed o
. and then tre irst anowr was right ot T ostill dorn’
gt it 1t was Just 2osuess for the Uirst one.  So 1I'nm
golrneg to talk Lo her atout 1t tonorrow. (i vsson .

Tire's approact. to learning can be described as mistery-orioentod
ard persistent under these clrcumstances. When the teachel wWag

irtroducing new work or the work was hard she always listened.

U‘

ecause usually 1 listen wnen I'm...like sometiing new 1
lways listen, 1 know that. (Lesson I

/

Est I listen when it comes to tnings trnat are nard, tat 1

Just go on 1f iti's sonetning I know. (Lesson )
wroer— Tina did not understand a discussion polnt Or WOrkKsheot LIOUiwn
tren she was motivated to call upon the nhelp ol the teacler:
Let's say I don't understand something...then I'm not alrald
to ask. I'll even put up my hand to tell the wrolg ansWwer sC
trhat I1'11 find out how to do it. (Lessorn 3)

During the unit test, Tina became worried whern sne couldn't complete

one problem. Aware tnat some answer was possitle she persisted, evern
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tror o years.  (Lessor. 7,
T: It [tre worksheet] wes preetiy simsie. ’
I: Did yo: have tirme to Uinish i+
P I nave randed 1* in already.
I: Wiy do you think you rourd it pretty simpl
T well, see, lact yeur, trat was something we wels Very o ood
2t otecaase T onever Y00k anything like that tercre, arni 1
Teally enjcysd tha* section of ma*rs. And that's 2.ow I
Car. remembter 1t...1t was s5o good. Lesson 3)
: Wwas teatrer-led whole clasg irngtroactiorn,
L . RN
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Al thenl Shie Woald Le sayln:, somethdng else and T odidn 't evern
kriow what she was talking abo.t because Just remembered whict
I heara teiore. (Lesson j)

O, other occasions when Ting perceived the discussion to e coentered
-~

on euny material she wesld spend tlme completing otrer wri‘tel work

or engage In intellectual [elsule r'esredts sLelh, A4S Ccrosswords.  Tind
nevertteeless tended to keep tuned in to tne lecoon suiticlentiy to
Dollow tre dril't of the lesson, cueing to what sre pearned in previous

Frals Dor CLeckiny [rogless o the discussion. CT SO0Mer 0CCcasions Sl

repert-ed 4l torent ternaviors: Sometimes [ 100K ot tie techer. ..l
v . . - T, ' e . . LY 3 - . T, e '
UL Wt oorer says o tut Imonot really Jiotendne. Joe crilnks 1o
oncentrating” (Loesson o
T S bl + 3 -~ F - . o TR L TS o ~ e + s
AN UYLk, Teaction Lo €asy o Larli il WOrKOLr etS o wWas
Srart immetlat iy oand not WRlt oto TOllow tne teacier oo Ste) ty s

Ulead-in” o0 i task. Again she TepoTted TeVIeW s b moln reasol.

Dor Uindire the material slmpie, evern STatllel On ohie oo oaSion:

[
@]
ot
£
&
pa
b
<
-

t was a worksneet [ got last yeal s0O I Kilew al. i
N

2.swers’ (Lesson 4. Sometimes Tina initially perceived tre task to

e easy, yet Uound 1t more dirticult once sne Ugot into itV UL folt
dumi tecause, I mean, I thought tnis was golhg to te wuuy and tnen
£et intl it and it's not so easy arter all” (Lesson o . At Jirer

ound r.ard looring worksieets to

times tne reverse appiied when sne ©
Leowasler tran expected.

Ir. gercral, when Tina percelved task difricuity o o [SEREISN
e cogrition sevemed to be accompanied by feellngs of toredom and o

sense 0 dlsgust. GShe generally attributed the easy level of material

tu tne external factor ol review and, as a conseju.ence, engaged 1ln a

9
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viriety ol alternative behaviors. A number of underlying polnts of
{

view and bellef's were assoclated with these chains of comment but

these Wwill be described later.

Specitic pertformances. Tina made trequent reterence to
sr-cllfic successes and fallures and often accompanied these with an

expression ¢f an emotion. .

r3

: I wasn't sure whether it was right or not and 1 got it
wrorng, and I was mad.

It Why do you think you got 1t wrong”
T: 1 didn't check 1t--I Jjust did it with my eyes. 1 odidrn't
butner crnecking it. (lLesson o)

Ir. tris exdmple lack of effort wao clted as the jrimary reason tor
Saliure, thoasn sne wiso added et the diagram on wrlcn she was

Working was joorly printed.
Jnotte Tew occasions when Tinn nad ditticuaity in percelvirngs

task siructure she tended Lo become conlused and of'ten experierced

terny orary tallure.  where thils involved another student, reelings o!

L J
erbarrassment were experienced: "Tom was right and ne kept on sayine,
'Yo.'re wrong bat I'm right.' and then I found tnat I™as wrong. 1

Y

et stupld” (Lesson o, . Instances of temporary rallure did not seem
te sive rise to intense feelings. Causal explarations tended to
revolve around insufficient efZort on Tina's part which she readily
counteracted glven her mastery-orlented approach. Lo learnitig.

Irtense feelings were reported to have been experienced wren
Tine received back her result orn the unit test.
How did you get on in the test”
i+ I did actually very good, I would say. I was pleased with.

myself. 1 expected that.
I: Why do you think you did so well”

]



T: Well, because I listened. You know I learned and I did my
worksheets pretty good. 1 thought T did a good Jjob and it
should get me a good mark on my report card so my Mom can
spoll me or brag about me. (Lesson 10)

This item sample provided some clue to the reason for the intensity
of teeling and also indlicated clearly Tina's view about the major
success having resclted from her input .f effort. Incldental

successes during the learning of mathematlcs in this unit were

sttributed bty Tina to ease of learning materilal, as described earlier.

Puvlic purticipation. Tina generally preferred not to
volunteer a response during dlscussion or otler to demonstrate an idea
ir. ‘ront of thne whole class.

I just don't like to answer questions. I know what it Tthie

discussion] is about. 1 just don't want to...I guess it gives

someone else a chance who doesn't know who wants to I'ind out.

1 am arrald 1'd get laughed at if I got 1t wrong. Whern I

kiow tne answer, 1 Jjust don't like to teli. It's just me.

Lesson 3)
Tvis and other item samples suggested that the influence ol pevr
»Tlects played an important role in relation to participating publicly
in front of the class. Tina ternded to avoid placing herself in
situations in which she would feel embarrassment in front cf her
peers. "Sometimes I say the stupidest answers and 1 think they are
right at the time. 2ut when I find out the right answer I trirk I~
so stupid you know' (Lesson 5.

On some occasions Tina chose to put her hand up and, as
already described, volunteer a Wrong response ir. order to find out the
correct answer. On one occasion she reported that she felt like

volunteering al. tne time on that particular day. In paraphrasing

tris one chaln of comments, Tina felt glad but surprised that the

158
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teacher had seclected her to respond, for she had percelved that the

teachier usually asked the same persons over and over agaln. Tina's

explanation for this pattern of the teacher's behavior wus:
Sometimes 1 think that she asks people because she can tell. ..
like if they don't know something, she can tell, and then when
they don't know she can explain it. And it seems that she Just
knows when you don't know. And then some, she knows that they
know 1t and that they can show the otners. (Lesson 5)
Perceptions of other students’ behavior. While Tina was
disineclined t. demonstrate ideas in tront of the class hersel!’, she
tended to wiserve critically other students' efforts in this regard.
A rixture of emotions seemed to accompany these perceptions.
In goneral, where other students' motives to demonstrate
idvas in ront @ the class were perceived 1y Tina 4o be mainly
non-task rocused her thoughts and feelings tended to te negative. She
expericnced annoyance when she perceived students goirne to the front
o the class in order to be the locus of everyone's attention.
Motives of this kind conflicted with her own reasons for volunteering
cr not volunteering to putliclv participate.
where othier students were perceived by Tina to be not
attendirg sufficiently, negative feelings of a different order were
exjerienced. On watching a less successful student trying to
demonstrate an idea which was lmpossible, she obviously experienced
teelings of derision toward the peer:
Oh Lisa, you're nuts, ...you're stupid!" 'Cause...it was so
simple, I mean, my little sister would have known trat.
(Lesson 2}

In another case, Tina considered another student to be "kind of dumb"

for working at the most difficult item and not noticing the most
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obvious point. Agaln, other students' lack o' attention to thu’ask

seemed to conflict with Tina's persgnal reasons tor rublicly .

e
participdting. .. L

. :"
Tina's gasic ldeas and Bellels
Underlying tke causal explanations and perceptions of Tina's

sell -periormance related behavior in tre learning of mathematics were

a n.umber of ideas, bellefs, views, emotions, and lines ot reasoning .
4
{hese vase Lroughts seemed to be interre-lated with and int'luence

.~

signtiticantly Tina's bekavior which would te apparent to the teacher
1904

Wil v Other students in the clags.

measons for sucgess. One central belletr of Tina's whic’
as SHQLESS
pervades 211 interviews was her direct assoclation between student
*
¥
suceen. and the amount of effort whiclh: students expend in the learning
TroCcess.

It You kmow 1if you Jjust use your brains you can do something
you want. Some of them, they...you know, you can tell,
like they are smart kids but they just don't use thelr
brains. :
I: Whad about other kids you think are not smart?
T: Well they are shart. Like, you know just not as good as
some others. Because they don't try, they don't like the
subject,s they don't bothegx trylng. And since they don't
get things right they hgte it even more, you know. (Lesson 5)

Tina believed ske broke this perceived circle by trying harder.
A courple of years ago 1 used to hate maths, now I really like
it. Just because, 1 guess, I'm trying harder and I get a lot
right and hardly any wrong. (Lesson 5)

Trese notlons surfaced readily in discussions about the unit test and

otner student performances. She felt disappointed that some class

members had scored low: "1 mean, that's real bad for Grade 6. He
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Pa low scoring student snould be paying attention' (Lesson 100,

[ d
©As cnie explanatior ror ttis performance level, Tinz reported
trat these students have "lots of trains tut they don't vother
trying." Another explanation provided ty Tina was:

i Triey stilll can't understand it byt they arc dumb. They
wor.'t go up and tell. They won't understand. I'm not
afraid to gc up there because she helps you.

‘3

I: wry do you think they were a‘raid to go up”

T: Well...they are afraila they will ge embtarrassed in front
of the class. And that's their tigges: protlem because
"who cares wnit the ctrer kids thirk, really.” Let <iem
think whas sney want to, tnat 1s what I say. (Lesson [U)

irz s rationalizatiorn was exprescsed at a time ol jwrsoral success,
Yel 1t wWas conslutont witl her approach tc learning descriicd cariier.

HoweVer, tne tnought seemed to cort’lict with her owr reluctarce-to

Jwtiicly particlipate in class for fear of LeMng lasgred at Ly the
vtier studernts if sie was wrong

Tire orter referred to instances of geeying one ear tured crn
WLt o teaCler wWis s8aving during teacher-.ed whole class instruct?_:.
wrlle at tne sar- time concerntrating on some off-task activity. ris
was ner mode of randling lesson content whidk she perceived to oo

review. "I dorn'- velieve I have to listen 1f 1 know 't already”

{Lessor. 7,. Whrern questioned as to what she would do 1P tr.e “ecachner

suddernuy asked rer a questior, Tina replled: ‘weil...1 was prepared
to tare the risk. You know, I know symmetry and ste...I would Just
ask whalt the questiorn. was again and she would tell me ard then 1
would know” lLesson 7,. Tina made conscious attempts to give the
impression ol' l4stening to the teacher by sometimes putting up her

nand witnout knowling the teacher's question or by occasionally looking

at the teacher yet without listening to what was being said.
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‘' Aing's belief that success in classwork was related to how

L~ ,
nard a student worked or listened was reintorced by comments comparing
her efforts to remain tuned in to the teacher while involved with
o7 -task activities and cther students who became tctally distracted
and who did not lister. at all. £ven with easy worksheets shie was
critical of students wh: did no: work on ahead but who preferred to
waste tlme listening to the teacher's preamtle when they already knew

wriat rad to be done.

.o »

Fercertions of her own mathema*ics atility. Tina perceived v !g
ferselr to te a good student at maihematics. "I think I'm pretty soud -
4t ma+th because 1 trwy harder and 1 get my homework don- wll tre time"
(Lesson 5).- Sne disclosed similar thoughts in tne interviews which.
embraced the unit test situatior.. Before the test she expected to dc
well bty answering correctly most, if not ali the questions. Tina felt
that she had worked hard and thrat it would be just a matter ol
accuracy. On the test day she reported tQat she had not studied tor -
+ne test because, ®I didnW #hink I ueﬂ"c& Reintorcemapt of her A
beliefs was provided by the test results from which she concluded:

"1 did better than some of the girls that I thought were smarter at
matr. than me” (Lesson 10).

Tina's higher performance self-expectations in mathematlics
seemed to be perceived clearly and these were attributed largely to
the reasonable amount of effort she expended in the learning .
situations. But Tina also felt the teacher's performance expectations

4

of her were correspondingly high- I
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. ' » . '
Tira's perception of the teacher s _performance exjectatlions

of herself. Tina's belief that the teacher held higher pertormance
expectations for her seemed to be based or. a number of rerceptions
and obtservations which had led her to conclude:

We l I don't think she thinks 1'm bad at it imathematics’ but

I™W.not one of the best. She protabtly thinks I'm pretty good

1 think. (Lesson 6)

Tina's belief wegarding the teacher's performance expectations
2 nher were readily disclosed during interviews 1nv61ving the unit
test situatiorn. Thne day before the test she cApected the teacner was
‘gcing to think pretty well of her after the test." When the results
¢ trne test were announced, Tina's comments were:

-

well she will think I'm pretty good...she won't te surprised
trougr...Ihe probably thinks that I am a ji‘tle rit better
maybe tran I think. (lsesson 1)

Occasionally Tina referred to asypects of Ler bebavior :rorm
wilcr tne regsearcher surmized tnat she was concerned witr rreserving
or mairtaining the teacher's performance expectations held towards
~er. Tre attending behaviors oY providing the teacher with an
impress%£ that she was listening to the teacher-led whole class
instruction wnile mainly being off-task coniirmed ihis interpretation.
. one occasion Tina lost her mathematics btook and spent much of the
teacher-lied oral discussion searching in her desk. She was worried
lest the teacher perceived her to be not listening. 'She wouldn't
really be mad but she would be kind of disappointed” (Lesscr. ., "Tina
explained that the teacher would be surprised to find her not

listenimg, whereas with other students who regularly did not listen

she would not be surprised and so would get upset with them.
B i



Early in the year, with review type mathematics, Tina found

. .

herself not succeeding. This worried her because "maybe she [the

teacher must think I was crappy at rirst” (Lesson - ). Tina was
concerned with the early impressions which thre teacher formed of her.
Wrile Tina's concern with the performance expectations reld
by the teacher for her "surtaced” on a number of occasions, she did
express a point of view which seemed to deny the notion of concern.
It matters what I think about myself, and what she thinks,
I dor’t...11ke, about my work, 3 she thinks I'm no* trying
mayve I'm not. But if she thinks I'm not trying and 1
am, Wwell then I just don't care what she thinks. Because 1

rrow Wwhat I think. It doesr't natter that really...it matters
Wwhat T think...I know when I'm nct trying. (Lesson ©)

A .ater corment bty Tina suggested that this reasoning stemmed from tne

Model jrovided by the mother. Tina explaired t:at i sne dld jooriy
Yo

i tre 2.l test rer motrner woul e her 1: she Kknew that Tina
“rad not ocrise.. DL+ i Tina "had tried" the mother would be

disappointed .t wWilldanot hassle. Tina found tre pouitiorn wnich rner

motier adopted . te very helpful .

Ferce;tions of other students’ performances. Tina perceived

clearly trne remmtive m&thematics periormarces o otner students in the
class. 5he was able to place most ;tudents into a mathematical
fierarchy in relation to herself. Their mathematical competencies

as revealed by their work and by the way they answered gquestions in
class contributed to the clear perception. Tina was very aware that
the teacher spent a greater proportion of time with éome students who

had problems.

During tie unit test Tina reported beirg unconcerned with the

104



perforrnances ot the other students. Throse who finished the test early
were percelved "to be real good at mathis or that they weren't even
tryirng.” When the test results were announced she guessed which
students performedgpoorly. Tina chose not to share her result with a

student who scored low "because 1t would make her feel bad. She
vxpressed surprise at which boy had scored highest, tut noted that
Loys do better in mathematics because giris like more the lunguage
arts.

The teacher nad preceded the handing tack of test results with
wr. explanation of the distrivution of marks, the avera.mark for the

class, and wny studerts who scored very well would be recognized.

. & L. o
Tina aiprro thesé precedures because they nelped 1n ldentifying
s
rer relative standing in tne class¥ They also puatlicly rewerded those
-

’«
students who nad teen listening and astdnding during tre learning

o
SUOSLONS O the mathematics unit. ‘”
# >
FPerceptions of tasks and activitieg. Tina believed the ®

listenirg and the workshee@ facets of learring mathematics to be
mutually significant. She pointed out that the listening partsogf
lessons, such as tifcher—led wrole class instruction, were important
vecause they enatled the worksheets to be completed. The worksheets
were viewed as the parts of the lessons where she work;d hardest and
were the parts she remembered most about lessons. )
In terms of dirficulty of tasks, Tina preferred hard‘

worksheets.

I: Why would you prefer to have hard work?

T: I like straining my brain. 1 don't know why. ‘'Cause then
I feel good. (Lesson 6)
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Shre seened unconcerned that hard workshecets could increase her chancos

0! failure. <

I will Just haveg to see 1Y 1 don't understarnd it and Just
check 1t over. It doesn't worry me because that's how you
learn...by your mistakes. (Lesson 6)

Tnese comments reflected Tina's mastery-oriented approac!. to learning.
¥inally, on numercus occasions Tina referred to "getting a
gocd mark on her report card.” As an gnderlying motive for muce.

her vehavior, this thought appeared €o be salicnt in that it peervaded

her thougnts atout attending, rer views about tasks, ~nd her
Tor achlieving well on the unit test. The teacher protatly
34

i
. . . - . “ .
irna as the signilicant person in the classrcon *. realize

1

narK oon the report c . Tina's motiv

kind f pertormance expectations *he t8d8 i med arnd maintalire.d
p )

. .
&
toward her can be interpreted readily f

. .- . N . . Y 4
triis a putliornzl aralysis or wehavior.
.

A Chiaracterization of Tina's Conceyption
ot Self-Per:iormance

Tina became the focus of this study because “was perceived
to be a successful student. The results of the attr™utional analysis
of trer Behavior, together wit: some of the p#levant findings of tre
quantitative data, have @nabled ar. interpretation to be made of how
Tira might have per&ved rer:v . © and her self-performance in the

iearning of mathematics. The major elements of this characterization

of her conception of self-performance were: Y

1. Tina's approach to learnimgrcan be described as mastery-

o

oriented, that is‘he engaged in learning behaviors which

i e evidence descrit.d

166
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/h" v
Tesulted in immediate or eventual success. She believed that
Succuss was the function of etftort expenditure, hence
perceived a clear e{fort-outcome covariation.
Tina was undaunted by what she percelved to be hard
workshe¢t§. She preferred difficult material because this
enatled her tQ work hard, that is, to apply considerable
effort which would result in eventual success.
Tina fcund success whict. had, been g.ined by considerable
effort expenditure to be satisfying and jleasurable. reellings
under these circumstances were AOrc intersive. Success
attributed to ease of.material to te learned gave rise to
negative recling states such as veredom arnd s$§r%.
Tdvgnaound tzilures which were short-iived anﬂ‘&ing and
sometiﬁes embarrassing. However, these feelings wefe of
shallow intensity and temporary. Because T¥na did not
exyperience major fﬂures, no evidence was available as to Q

-~

the kingd of feelings which would accrue. However, there were
indfications oI deep-seated feelings of fear if she er

N N

periormed badly. .

(

Tina was reluctant to participate putlicly. She avoided ”

Placing herself in situations which night prove embarrassing.
Tina seemed unhappy when she percelved other students'
behabiors as reflecting negative or non-academic motives
_ghich conflicted with her own. S

Tina perceived clearly the classroom achievement hierarchy in

relation to herself. She approved of the procedures followed

- e

.
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Ly the teacher when glving back test mesults. a

pev

- 8. Tina believed the teacher held nigner pertormance expectiaitions
for her, and expended efort to preserve these faverable

expectations.

-
. Tina valued as the ultimate goal of classrocom behavior the

galning of a good mark on her report card. She cleaxly
percelived the expenditure of effort to be the means of
2t
achieving this goal. The teacher and parent apparently had
transmitted successtully to Tina the societal value o ellort.
%pfythe.ggiiing.of & good mark on her report was viewed Ly
Tina rnot anly as self-rewarding but as rewarding the mo?her,
Tina's rost significant lcve figure. Tina perceivgd the
teacner to Lg tre [erson wWho wo'uld ‘royidc the reward, ternce
tne mediating role of teacrher expectations. By caring atoul
tre xind 0! performance expectations the teacher rormed and
maintidned about her, and maintalning a higr. pr;fiie oL elllort
expenditure, Tina appeared to fulfill her desires of gaining
socias approval from the two most si ~ant otrers--tiw
" teacher and tlie mother--as Well as r-- .1g a higher degrec

4

<02 self-esteem.
V

Analysis of the Dyadic Interactions
Between Tina and the Teacher

Both the covert and overt behavior of Tina and the teacler

were observed and analyzed for each dyadic interaction episode. The

low inference classroom observation system was used to code the

observable behaviors and stimulated recall methodology was used to



guthier G prarticipants’ reported covert beboviornr.

Analy

sis ol the Overt =

g chaviors

The recults o0 the analysis of the intercetion sequences
vetween Tina and t're teacher are reportea in Table 0 and ir.
Fig&er Voand . Table 0 snows that Tina and tie teacher interscted
dyadically (o times during the 0 mathematics lessons. The ma,ority
of trnese dyadic intcyaqtions were student initiated and private in
natare and occupled a total durztion time of Ty oseconds.

“lpare UV oindlemtes that the four.pulllc dyadic intersooc tonn

‘ c s L e . . ;
were teacher initiated, ¥4me volunteered on eact. vccasion ‘o respoud,

[N I .
hat she always answered the guesti. s correctl and <rat ot
" Yo

teacrer’ s feedrack tu’&&d»tc e tried and neutral. Flgure © shows
7

trat tiee private dyad€ec $mteractions were meinly oo odent initiated

4 I ’
\ .
-

tc wricr tre teacler resdponded in a more exdtended manner tran in the
-

putllc ir%teractigns. However, a suistuntive analysls o o

interactions revealed that cnly *w. 0! trese private dyadic

irveracticons corsisted of suytalnud conternt ilrzourmation exchanges.

overall, tne gquality of interactions teiw-ern Tira and the teacher

were cnaracterized by iriel, positive, and neutral communichitions.

Tre Overall Analysis of tre

Uyadic Interactions

Some o:f the dyadic interactions between Tina and the teacricr
were analyzed vy an overall examination of the observalle data, the
teacher's covert behavior and the student’'s covert behavior. Tre
purpose ol this analysls was to attempt to describe in detaill the

~

process behaviors durlng dyadic interactions which might have
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.
contrivuted to the "communication” of expectations. With Ting, the
surprlsingly smull number of Interactions meant that only 4 sample
of behaviors could be described. Glven this limitation, they arec
reported as 1tems of relevant data derived trom tfour dyadic
interactionyg btetween Tina and the teacher.

During lesson ! Tina initiated an interaction with a content
comment. The teacher sustained the interaction by glving a clue,
to which Tina sald "Oh!" in such a way as to imply that she
«nderstood. Obviously the teacher, in reading her mind, assumed Tina '
liul worked out the correct answer tor she at'tirmed the as yet unstuated
correct response.by verbal lzsing what ste presured was in Tina's mind.
In this way tle teacher provided Tina wit: tr. answer, while Tina, whoe
had Qot kr.own the answer, as learned from tle later interview, had
rrovided the teacher !;gh the impression that she had caught on to the
slightest of clues. donsequently, Tina had preserved thne teacher's
pertormance expectations held towards her.

Lesson ® contained a similar situation. Tina imitiated an
interaction with a content question. The teacher provided
explanations and worked through an example with Tina, at the
conclusion of whiclh. she asked:

Teacher: And do we have I
Tina: Nods
Teacher: Hmm Hmm!!
The affirmation by the teacher reflected the teacher's assumption tﬁ;t

Tina understood for she left Tina at that point. Tina later stated

she was quite satisfied with the outcome of the interaction. This

»

ples Eagﬁher with that in lesson I, rateeduthe possibility that
T b iy " .
o . B o
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- A
by‘presuming_Tina understood, apd not checking whether this wag the
sltuation, the teacher conveyed the impression éf’holding higher
pertormance expectations to Tina. Tina meanﬁhil ?sed noncommittal
Or non-verbal messages to convey the impression fh&@ she understood
to the teacher, thereby preserving the teacher's impression of her.
At an earlier point, the teacher had reported that Ting had
asked tor help. .

1 thought at the time then it's rather unusual because she
doesn't usually ask for help. She is usually an independent
sort whg goes right ahead and does...but she asked, so it
could be that she wasn't paying attention ‘referring to Tina
with her head on the desk). (Lesson &)

Thls comment suggested that the teacher seemed happler at finding an
excuse tor Tina's need for help in the form of lack of attention or
effort. An attribution to lack of abllity presumably would have been
inconsistent with the teacher's performance expectations for Tina-

In lesson & Tina had asked the teacher if what she had done
was Eorrect.
: 1 asked her 1f that was okay.
: And how did she respond”
She went "Aaargh!"
Why do you think she said it that way”

Because I don't think she hardly even looked. She knew
I'd get 1t right I guess. (Lesson &)

T
I
T
I
T

o oo

Tina's interpretation of what was coded ln the low inference
observation system as an affirmation type terminal teacher feedback,
and recorded as a brief "Hmm Hmm," indicated an awareness and
.accepta.nce ;af teacher performance expectations.
An eplsode during the unit test in lesson 9 yielded
!ﬁ%eresting interaction information. Tina initiated two interactions,

close vogethex~ in tiib.{which pertained to whether or not a test

4



problem could be answered. Brief, noncommittal replies by the teacher
left Tina searching for the problem and, at the same time, thinking:
"I knew she was looking at me and I thought, 'What is she thinking.'.

L
Meanwhile, the teacher was watching Tina intently:

Teacher: 1 was hoping that I would see like the light buldb
above her desk-kind of go "ping"...a look of
recognition or discovery that she had got it.

- These comments can be interpreted as the teacher apparently walting
Zor confirmation of her expectations, while Tina might have veen
concerned that the maintenance of the teacher's performance
expectitlons of her could te at stake to some extent.

The items of dyadic interactions described above seemed to
crrotitute a very limited range ol the irteraction process Lehaviors
totween Ting and the teacher. Yet the sample of & interactlons t'rom
a toral o 11 éyadic interacticns across the -0 mathematics lessons
a;pe;;;g to contairn elements o! performance expectation tehavior on
“he part of both Tina and the teacher. Thls might indicate a
relatively high incidence of perzormance expectation behavior across
a wider sample of lessons and subject areas.

A playsible interpretation of the evidence presented seemed
to confirm that the teacher held higher performance expectations for
Tina. Her behavior toward Tina included a number of subtle yet
non-deliberate process behaviors which appeared to convey to thre
student that the teacher expected her to succeed. The teacher's
verbal comments also contained strongly suggestive evidence for the

existence of these expectations. Tina's verbal reports indicated

clearly that she was aware o! the teacher's performance expectations

175
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of her. She seemed to adopt subtle interaction behaviors which
appeared to be motivated by the desire to preserve the higher

performance expectations held by the teacher of her.

Summary Analysis

The results of describing Tina's behavior during the learning
of mathematics have established some tentgtive relationships among
and between Tina's conceptions of self-performance, Tina's causal
perceptions of success and failure, Tina's achlevement-related
behavior, the teacher's behavior towards Tina, and the teacher's
causal perception of Tina's performance.

2+ Tina valued the gaining‘of a good mar< on the report rorr
as the goal of classroor behavior.

Success in achieving this goal was perceived i 7Tina to re

gV

,

depenrdent uéon thé expenditure of eflfort.

3. The teacher was perceived bty Tina to be the person who
granted the reward of a good mark on the report ¢

4. The teacher was perceived by Tina to approve of effort

expenditure as the main criterion for success.

(N,

The teacher was percelved by Tina *to hold righer performance

expectations for her. .

. T a perceived these teacher performance expectations for her
were based on her effort-oriented behavior.

7. Tina was viewed as a student who was mainly on-task.

8" The teacher held higher performance expectations for Tina

based on attribution to ability and effort.
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9. The teacher appeared to "communicate" these expectations to
Tina by subtle yet probably non-deliberate process behaviors.
10. Tina appeared to consclously engage in behaviors which were
designed to preserve or maintain the performance expectations
held by the teacher toward her, tkat is, to be perceived as
a successful student whsyexpended conslderatle effort in her.
Wwork.

i7. Tina was a successful student because she was mastery-oriented

in rher approach to learning.

MIKE
Elopgraphical Irsormation

Mike Qas tne ornly child of a family living in a private hLome
in the neightorhood of the school. He was born irn a miring town in
Ontario ana had lived in Edmonton for the past five years.

Mike was aged 11 years and reported bott.« collecting and
reading to be his main interests. hHe wWatched some television,
especlally "Disneyland” and "House on the Fralries.” The family had
travelled extensively in Canada and during 1979 were expecting to move
for a one or two year stay in South America.

As part of his involvement in school 1ife, Mike was a library
helper, a team soccer referee, and a patrol warden. In the classroom
he especially enjoyed scocial studles, but reported liking most L
subjects. In mathematics he felt he was doing well tut stated that

"1t gets boring if we repeat work done before.” Mike had two close



friends whom he noted were similar to him. They apparently shared
experiences and activities during recess and after school. In
response to the question "Why do you come to school?”, Mike replied
briefly, "I like to and I have to."

The teacher described Mike as a student of above average
ability. While hls work was perceived to be messy, she noted that he
worked ver& hard. The sch001‘:;mulative records indicated that Mike
-ad gained an achievement percentile of 89 in mathematics, which
suggested he was a high achlieving student.

The PAFS total expectation score of 145 reflected a hlgh
degree of overall expectancy of success. His mathematics subscore of
£9 out of 28 suggésted that his expectations in mathematics were
consistent with the overé;l pattern. Examination of Mike's responses
to the mathematics subsectlon of the FAPS indicated that he expected
to always enjoy math, he expected to learn all there was to learm,
and he expected to be better at math than most kids but not one of the
best in the class. Mike did expect to do very well in math when he
got‘older.

Mike's self-reporting of internal responsibility for success
or failure on the IAR revealed that out of 3% situations h® attributed
24 to internal causes and 10 to external causes. The subscores for
internal responsibility for success of 15 and for intg?nal
responsibility for failure of 9 suggested that Mike assumed credit
for causing good things to happen in a different way to which he
accepted blame for unpleasant consequences. Examinatlon of his

responses on the IAR indicated some possible areas of differential

178
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where effort or attention by Mike was pitted against

responses.
teacher's explanat}ons, the naed for help, or other students'

distraction, Mike glaimed resprsibility at times{jﬁ/éhccess, but

pPlaced the blame on external fagtors at times of fallure. This

~

pattern of response on the IAR was almost nog;:r stent when effort

[
or attention by Mike was pltted against task dif ty and
significant others' thoughts about Mike. His internal responsibility

for success was close to being equivalent in these circumstances.

Quantitative Analysis of Behavior

Mike's behavior during the nine lessons which he attended was

divided into covert and overt aspects for analysis purposes.
®

. Overt Behavior

The results of the analysis of Mike's overt behavior are shown
in Tables 12, 13, and 14. Table 12 indicates that the majority of
Mike's time was spent in the lesson situations of teacher-led whole
class instruction and in seatwork; these situations accounting for
approximately 45 percent and 47 percent, respectively. of the learning
time. A considerable amount of Mike's behavior in all lesson
situations was attending-listening on-task behavior. As Table 13
indicates, Mige was observed to be on-task for a mean across the
nine lessons of approximately 86 percent for teacher-led whole class
instruction, 75 percent for student demonstration whole class
instruction, and 93 percent for seatwork lesson situations.
Attending-listening behaviors, as shown in Table 14, accounted for

about 88 percent of all Mike's learning time in the mathematics
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lessons. I

Not-attending or listening behaviors accounted for most ot the
balance of learning time. While in seatwork, not attending-llgtenlng
behaviors were virtually not observed; they were more prominent in the
whole class lesson situatlons--13 percent for teacher-led and
24 percent for student demonstration. ,Overall, Mike wis observed to
be not attending-listening for about 8 percent of his learning time.
Relatively few observations of Mike's overt behavior were recordéd 1in
the other categories of interacting with other students and oy% of
desk.

A prominent feature of the quantitative analysls of Mike's
overt behavior during most lessons was the high proportion of time
spent attending or listening. Tables 12 and !4 indicate that lessons
2, 7, and 10 were days when Mike was coded as not attending or - ¢
listening 1. percent, 32 percent, ahd 19 percent of the tinme,
respectively. He was most likely to not attend or listen during

teacher-led whole class instruction lesson situatlions.

Covert Behavior

\\\ In Table 15 the results of analyzing the percentage
disfr{bution of Mike's interactive thoughts across each of the nine
lesson; are presented. Most of the thoughts reported by Mike were
those claégigied as cognitive processes, behavioral moves--self,
behavioral moVésf-student, and self-performance--thoughts.
Behavioeral moves--teacher, non-task-related, feelings, and subject
matter were categories of thoughts reported on an average of 5 to

10 percent of all thoughts. Relatively few thoughts in the category
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of melf-performance--feelings were reported.

For Mike nearly 18 percent of all thoughts were reported tor
the combined categomies of subject matter and cognitive processes,
which are the categories conasldered to be academically pertinent to
the learning of mathematics. However, for purposes of this research,
six other categorles of thoughts were further analyzed. These
categories were behavioral moves--self, behavioral moves--atudent,
vehaviaral moves--teacher, self-performance--thoughts, self-
performance--feelings, and feelings. The results of thls more

intensive analysis ard presented in Table 16.

Benavioral moves--self. Tatle 6 shows that, ot !ls
tehavioral moves, Mike's reported thoughts were frequently {,cused on
attending-listening actlons, including the motives for attending-
listening. At no time did Mike express thoughts that he was not
listening or attending which could\Ef categorized as behavioral
moves--self. A few interactive thoughts of seeking to particlpate

publlicly were reported by Mike.

Behavlioral moves--student. The category ot behavioral

moves--student interactive thoughts accounted for nearly .2 percent of
all Mike's reported thoughts. As Table 16 indicates, 56 percent of
these thoughts were perceptions of other students' behavior and the
balance were perceptions of other students' performances and
inferences of other students' thoughts. These percentages indicated
that Mike was aware of what other students were doing in the class and

was concermed about thelr successes and fallures and about what they



Table 16

Within-Category Percentage Distributions of ~
Sub-categories of Selected Student Thought ! 4
Categories of CASSIT : Mike

- . - PR

Sub-catcgoriol of Sglected CASSIT

Categories of Stud’n. Thoughts Percentage

Distributiona -

Behavioral Moves--Self

Seex public participation ) 7.k

Attending-listening 7143

Motive to attend LSk
Behavioral Moves--Student

tercejtions of other students’' performanc:s JATIRNIY

Inferences of other students’ thoughts FEVIRRTY

lerceptions of other students’ behavior S o0

Behavioral Moves--Teacher

terceptions of teacher's instructional moves . 2.0
Interactions 5.26
Perceptions o!f teacher's behavior 5.7 3

Self-rerformance--Thoughts

Self -assessment - -success 6.13
Self-assessment--fallure 8.0t
Ferceptions of task difficulty <7 .42
Perceptions of task structure £5.81
Self-attributions R 3.23
Self-expectations ! .52
Significant others L.84
Self -Performance--Feellngs
Anxiety 25.00
Morally neutral--positive 25.00
Morally neutral--negative 50.00
Feelings
Positive 92.31
Negative 7.69
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were thinking.

Behavioral moves--teacher. Of all Mike's reported interactive

thoughts nearly 9 percent involved behavioral moves--teacher-
Tabtle 16 shows that Mike was aware of what the teacher was dolng and

N -
also reported thinking.sho.t the teacher's instructional moves.
. \ , \

S_O_sz About )1 percent of all Mike's
interactive thoughts were reported to bLe self -performance- -thoughts.
Of these, 16 percent were tocused on successes and another 8 percent
were tocused on fallures. Perceptions of tasks, in terms of 4
difficulty and of structure, &ccounto(for 53 percent of Mike's
self -performance thoughts. Thoughts involving self -expectations
accounted fozranother .4 percent of Mike's reported interactive covert

behavior.

Self -performance--feelings. Very !ew expressilons of

self -performance--feelings were made by Mike. J those reported,

75 percent occurred in the lesson during whic!. the unit test results
were announced. Because Mike was disappointed at his resylt, Tatle 16
presents a spurlously high percentage of morally neutral --negative
feelings.

Feelings. The majority of Mike's feelings about the claas I;
general were positive in nature. Emotions such as pl{fsure.
amusement, pleasurable surprise, positive hopes, and beE;; unworried
characterized his covert behavior. The small percentage of ‘negative

feelings was directed solely to expressions of boredom.

»



Summary of quantitative Analiysis
of’ Behavior

* The quantitative analysis o: Mike's behaviar provided some
descriptive trends in now he functioned during the learning o
mathematics. Most of thne time Mike was obs rved *o te on-tasr ln &l
lesson situations. This was concluded from an analysls of both Mike's
overt and covert bte:avior. Not attending-listening behaviors mainly
occdrred during lesson situations which required him to watch or
lister..

The ma_ority o Mike's interactive tho .ohts © -used upon the
sell, torr in terms ot nis own performance and 'is tehavior in *ie

learring jrocess. %ost 0F his sell-oriented thoughts referred to

o

tesr-related matters o how he perceived the task and his attent:cr t
task. Irnls p%akcrn Jr ¢cuvert tehavior, togetner with the reasonatly
Ireguernt occurrences of learning thoughts s.uch as in the categories o
.

Cognitiv. processes and sni wct matler, supporis tre stro trerd for
[ o

or.-tasr overt beravior. Scltf-assessment and sell -expectation trougntis
comprised a signifiicant set or selt-oriented thoughts which reflectea
& mor:- gersona; aspect ol bhehavior.

vtner frequently occurring interactive thoughts whiilcr. Mi-.
Teported included an awareness of what other students and the “cacher

were dolng and thinking, how other students were pericrming, o

mainly positive emotions atout the classroomnm generally.



Attrit ational Analysls ot Seltf-Fer:ormance

Covert Behavior

-
Crusal Bxplanations of Mike's
Kehevior

The tranccripte of tre interviews witt, Mike contalned several
ct.ains of comment which included causal exjplanations ot btelavior and
causal porceptions o! periormance . In collating these chalins o

g
comments *our clust.rs were discerned w:ich referred to commorn
cognitions, perceptions, and motives or behavior. Trese clusters
were task percerptions and tehaviors, speclfic periornances, patilc

varticipation, and perceptions of otrer students’' tehavior. Each

ciuster is described with, examples and anecdotes incl.ded.

sk perceptions and tehaviors. Mike olten reterrd to ot
easy material which the claQS was requlired to learn. His commorldy
rejcrted reason for tinding.the sutject matwer and lezrning tasks °
Lo eusy !é? that 1t tended to bte review trom grad- 5.

I: How did you feel you <+ - on with itl

M: I thought it was pret: -asy...yes, you know, 1t was

iTetty easy. 1 had dore this last year. (lLesscn &,

M: 1t was pretty easy.
I: WwWrv was 1t easy”

M: woll, it's only review, like, well it is just a revi-w o
what we did this year [early half of 14%7: and we dia iz

last year toc ':9771. (Lesson 5
Mike expressed disappointment in lesson L that the unit topic was
proving tu ve all review. He had expected to learn a great deal nore
new material in Grade &. His justificatlion for this was a prelferernce
to experience the challenge offered by new work and so that he could

learn all that there was tc be learned.

189



Consequent behaviore varied according to lesson situations.
In addition to attending or listening during whole class instruction,
Mike often occupied himsel!f with other classroom assignments. Durling
one mathematics lesson he wrote a story tor language arts, on another
occaslun he completed a word search task for spelling, and during a
third iesson comjpleted all mathematics worksheet assignments set rd}
the day when he was atsent. while engaged in these off -task
Yehaviors, Mike nevertheless kept an ear tuned to the teacher-led or
student demonstration whole class instruction.

Luring seatwork, which normally involved completing works:..ts,
Mire. endeavoured to finish the assignm?nt quickly. He often went on

4ncad, nNCt Wa.ting for the teacher's directions or instructions.
&

I: OJray Mike, as you i'irst looked at the worksheet what were
youi thinking'

M: well, to try and ge*t some things dome in a hurry, to get
& head start orn them. (Lesson 2

Mike's reasons for goling ancad with the worksheet were that e
understood what had to be done anyway and also that he might have som
‘ree time at the end in which he might do some reading. GLbecause the
worksneot material was perceived to be review, he expected to get thne
worksteet mainly correct, 1! not all correct.

One aspect o! the worksheets.did prove annoying to Mike. I
was thinking, like, in some of what we are asked to check, 1¥ is a
lot easier to use...lookir, :° 1t you can tell. Using a Flexiglas 1is
quite tad" (_esson &4). Where Mike perceived the answers in the
worksheets on motion geometry to be self-evident from visual
inspection he saw little point in going through the hassle of checking

the wWork technically. His anncyar.ce with this procedure led him to
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commert to the teacher in lesson & that the thickness of the lexiglas
induced e¢rrors anvway. In lesson < Mlke found he could not achieve
sutfficlent precision in his drawlng so left that example and went on
with tte next. Having understood fully the central ideas and
relationships, Mike was disinclined to a.iow mere technicallities to

slow his progress. .

Specific performances. Mike expected to succeed on all his

matnematics worksheets and on the unit test.

I: How well did you do ‘on a worksheet]”

M: 1 got that one all correct.

1: Can you remember your thoughts and feelings at that time
when you looked at the sheet?

M: I expected to get it all right. (Lesson 3

wnith the worksheets he expected them to ve easy because they Were Just

review. He accepted that tfrom time to time he might get one or iwo

Wwrong tut would only be surprised it he got many wrong.

I: how would you feel then'
: I don't know.
I: 1t you did get any wrong, what would you see as some
reasons why you got 1t wrong”
M: Well, I might have been rushing too much or never
understcod it. (Lessorn 5)

Of interest in thils hypothetical situation 1s Mike's atiritution or
failure to lack of efrtort.

The impiications of Mike not knowing how he would feecl if he
failed underscore the typical level of achleveMent ol this student.
Yet Mike di1 not experience total success in the unit test.

How did you get on in the test Mike”
I had 87 percent.
Were you surprised at that result’

Yes. 1 was more or less. 1 thought it was a bad mark.
What reasons would you give for not getting as good a

X
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mark as you hoped for?
M: Maybe I was careless. (Lesson 10)

Mike explained that the mark was not too bad seeiné as he had lost
4: marks on minor technicalities due to lack of precision. But he
was disappointed that he had not scored higher.
I: What were your thoughts when you heard her announce your
mark and you walked up to get it~
M: I was sort of disappointed that I only got 87. I was
feeling bad.
I: But was it still a good mark?
M: To me it's not really a good mark. 1 am so used to
higher marks, I guess. (Lesson 10)
Mike attributed his lower than expected performance to lack T effort,
yet in a sense he also attributed the relative failure in part to the
rigorous marking system.
Each one was something shall and it happened in a different
part. I got four marks off for four different questions and
then a half mark off for another one. As she sald, the half
marks added up...0On one of them I forgot on the parallel
lines, I got marked off 1 mark out ol Z marks because of no
label.
The teacher's constant reminder of the need for precision and Mike's
disinciination to concern himself with detall during the cther
learning sessions of the unit probably accounted for Mike's initial

internal attribution of perceived failure. This reactlon was also

consistent with the earlier described hypothetical situation.

Public participation. Mike readily volunteered and frequently

found he was called upon by the teacher to demonstrate an idea in
front of the whole class or to answer a question during discussion.
On most of these occaslons Mike experienced no emotion, reporting that

he was not really conscious of other students watching him.
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I: when you are up at the front are you aware that all the
kids are looking at you?

M: A little bit.

I: Does it worry you at all?

M: No.

I: Why do you think it doesn’t worry you?

M: Well...I usually don't worry or get embarrassed. (Lesson 5)

Mike stated repeatédly that he did not worry about being in front of
the class. He could not recall ever experiencing fallure in that
'situation.

In general, Mike was not surprised to be picked by the teacher
to contriute to the discussion or publicly demonstrate an idea.

I: Why do you think she picked you?

M: I don't know. Well, she might have thought I hadn't had
a turn for a while or something like that.

I: Do you find that you often get called upon by her to
answer questions?

M: Quite often. .

I: Why do you think th@#t is?

M: Well, I guess most people get called upon quite often
when they put up their hand.

I: Do you think you get called on more than other people?

M: No. (Lesson 5)

These comments by Mike suggested he felt relaxed when contributlng
publicly to the lesson and. apparently perceived his amount and kind

of participation to be normal for class members. -
£

Perceptions of otrer students' behavior. While being aware

of other students' public contributions to the class, Mike seemed only
slightly concerned about why they participated or how they performed.
When Lisa was in front of the‘class demonstrating an idea, Mike
commented:

M: I was thinking she probably couldn't do it, you know.
Then she would get all embarrassed.

I: Okay.

M: I was Jjust watching, 'cause 1 knew she couldn't do it
anyway, so I started doing my story agaln. (Lesson Z2)
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On another occasion Mike pointed out that he sat up and took more
notice when another student whom Pe perceived to be smart began
challenging what appeared to be a fact. "He (the other student]
usually picks out little mistakes. And he usually debates quite a
bit" Qﬁe;s;n 6). Mike did report that he knew most people's
mannerisms and habits. . During the unit test ﬁike hardly considered

how other students were doing. He did make one comment: "Some

people I think are uptight. you know!" (Lesson 9)

Mike's Basic ldeas and Bellefs

-

Self -expectations. Mike seemed to hold high performance

expectations for himself in the learning of mathematics. This
pervading notion was discerned across a variety of éituations. When
/—-)/'he first studied newly assigned worksheets, Mike expected to do well
because he perceived them to be mainly review. Consequently, Mike
nearly always "got it all correct” or close to being all correct.
During situations in which he participated publicly, Mike
generally believed his contribution to be correct.
I+ What were you fhinking?
M: I was thinking about the math thing, you know, when she
asked the question and it just came into mind, the answer.
It Then you put your hand up.
M: Yes, 'cause I had it right. I was pretty sure I was.
(Lesson 5)
Mike seldom experienced any form of failure in these situations and
hence appeared;at ease personally and always confident that he
understood clearly the subject matter being learned.
In terms of the unit test, Mike also expected to do well and

P believed he would feel "pretty good about this."
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I: How do you expect you will get on in the test?

M. I think I'll probably get on pretty good.

I: What do you mean by pretty good?

M: Well I might get it all right or nearly all correct.

It's hard to tell.

I: Have you ever got all correct”

M: Yes, quite often. (Lesson 8)
In an earlier lesson Mike commented in a similar way about the
upcoming unit test, noting that the test would be easy because it was
mainly review. However, Mike also added a further reason for the
expecfed success: ''Well, I guess I usually do good in most things at
school on math or so" (Lesson 6).

The comment regarding Mike's perception of his own ability
was supported by another statement from the pre-test interview. In
response to the question, "Do you think they [the other students:
wonder how well you are doing?', Mike replied.

Maybe. 1 sometimes think that they might very well find me
better than anyone else, something like that. I sometimes
get the thought.

A clear indication of Mike's self-expectations was revealed
in comments when the teacher was discussing the distribution cof test
scores prior to handing back the tests. Mark expected to be at the
top--he had no expectations at all for beilng below half marks: "I was
wonidering what I got. 1 sort of felt that I might be one of the best
in the class.”

Mike also volunteered the information that the previous year
the Grade 5 students were streamed for mathematics and that he was in
the top maths group. The direct evidence and interpretations of a

variety of his comments lend support to the conclusion that Mike

believed he expected to do well because he perceived himself as a
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student of higher abllity. Ease ot task probably served to reinforce

the high self-expectations.

Mike's perceptions of the teacher's pertformance expectations

of himself. While Mike often referred to his high performance self -
expectations ln mathematics, he rarely expressed comment as to how he
thought the teacher perceived him. During the interviews involving
the unit test, Mike did comment:
M: I don't think she would be surprised if I got it nearly
all or all correct. 1 think she would be surprised ir 1
did real bad.
I: Why do you think she would be surprised if you did real bad”
M: Well, in most of the worksheets I did pretty good. (Lesson &)
¥ollowing tne announcement of the test results Mike felt that the
teacher wouldn't ve too surprised with his lower than expected score.
Mike telieved the teacher's thoughts about him in mathematics more cr
less matched his own thoughts of his performance. The inference is
drawn that, because Mike perceived himself to be a student ot righer

or above average performance, ' believed the teacher perceived him in

a simillar manner.

Perceptions of other students' performances. Mike seemed to

perceive clearly the achievement hierarchy of students in the
classroom. When asked how would he know who were the top five cr
six students in mathematics, Mike commented:
Well they éort of seem to always know what's happening and
whenever they are asked a guestion they get it right or at
least mostly, you know. And they can explain things you know.

And some of them 1ike, have been in my math class for a couple
of years so I know. (Lesson 5)

He percelved that students who were not sure about the work tried not



to get asked questlons so thgeeé students would be the lower students.
As well, Mike reported noticing that the teacher supervised some
students more than others because they were people whom the teacher

thought might have had more problems.
{

Mike was able to determine how other students performed in the
¢
unit test by means ot the teacher's discussion about;the distritution

of marks. However, he was basically unconcerned m% the performances

of other students, except to note that his murk wa 11 above the

-1q
average. Mike seemed to hold no negative attitude gpﬁqrds students of
. Mo &

. towards the
f

'ﬁ' v
e&ﬁed well in

the test. While thls may refiect Mike's lower than expected score,

Q

lower ability than himself. Likewise, h

teacher recognizing putlicly those students who had P

1t was also consistent with a wider attitude of lack of real concern
or interest in how other students performed. He did express
disappointment when he realized ancother student hrad gained the top
mark in the unit test, but only because it depriv-d tim from achleving

that success.

Perceptlons of tasks and activities. Mike held differential

views regarding the most important facets of lessons:
Well, if it is new stuff then you lister. to the teacher so that
you can get your worksheet right. If it's review, doing the
worksheet is the most important. (Lesson 8)
Throughout the lesson series he would have preferred new work for the
challenge it offers. When asked as to what was the most important
thing in mathematics, Mike replied, "Learning new stuff.”
In terms of difficulty level of worksheets, Mike preferred

those which contained some exercises which caused him to struggile,

197
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yot which he was able to manage all right. However, 1! only a short
prriod of work time was avallable, Mike preferred easy worksheets:
If we don't have all that much time we usually like an easy
worksheet, but usually we like 1t halt and halt....Sometimes
1 like doing a hard one, you know, llike star guestions or
tt.ink questions. 1 sort of 11ke doing those ones. (Lesson 7)
Ther importance of the unit test was emphasized by Mike.
I: Do you ree the end-of -unit test as an important thing.
M: Yes. I think so, especlally since the report cards are
based on that. (Lesson 7) ’
wWhen askod during the pre-test interview 1t he cared about tests,
Mike relterated the same polnt:
Because, you know, if I don't care, I'll Jjust do all the
answers without thinking. Like, you know, it will reflect

on my report card, and 1 don't want that. (Lesson 3)

The report card featured as one underlylng motive 1in Mike's benavior

and performance in the classroom and a good performance on tre oundit
test was perceived as the necessary component. Mike stated in

. -
lesson 7 trat the lesson situatlion ot listening counted most toward

doing well on tre unit test because worksheets were viewed mainly as

review.

A Characterization of Mike's Conception
of Self -Performance

Mike was selected for study because he was judged to be a
successful student. A characterization of his conceptlon of sell-
performance was interpreted from the available evidence. The major
elements of this characterizatlon were:

1. Mike's approach to learning can be described as mastery-
voriented- Success was always perceived by Mike to be

obtainable through a combination of ability and effort. His

{



selt pereeption of higher ablility sesmed to be the maor
tactor underlying his hlgh psrformance selt oxpectations.
Ay partial Yallure was readily accounted tor by ifnsuttlcelent
ef'tort.
Mike perceived all subject matter and lesson tasks to he of
a low level of difficulty. He undsrstood all concepts and
all operations in the urdt tople belng studied and attrinuted
thlis clear perception ! task structure mainly to review.
Mike revealed tew emotional reactions to his pectormance.
uccesses were viewed as inevitable confirmations ot tds
selt -expectations. Wnere hils pertermance tell short ot his
expectations, Mike tended v, experlence morally neutral
fvelings ot disappolintment, btut these were of temporary
duration and o!f shallow intensity. No evidence was avallatle
as to the kind o! teelings Mike would experience 1Y he ever
Jerrormed poorly.
Mike readily vciunteered to participate pubtlicly. when in
front of the class Mlke experienced little or ro emotion,
always appeariﬁg relaxed. He expected tu succeed and his.
behavior reflected his high degree of self-contidence.
Mike tended to be unconcerned with tne motives and behav;;rs
of other students, yet he was awaxre of what they were dcoing.
Mike perceived clearly the classroom achlevement hierarchy
in relation to himself. He percelved himself to be one of

K

the best students in the class and he considered other

I3

students shared this poilnt of view of his performance. Mike

194
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Judged the obter students' rolative positions by how they
behiaved and pertormed during the learning situation.

Ve Mike- belleaved the toacher he,d hlsghor pertormance
uxpectations !for Lim.

8. Mike perceived as an important goal of clasaroom performance:
the galning ot 4 good mark on his report card. Becauae he
held high selt-expectations based on his self-perceived higher
abllity and because Mike percelved the teacher held higher
pertormance expactations of him, Mike readily bellieved he
would achleve a good mark on his report. Mlke did not expect
to fail. He possessed a high degree of selt -esteem based,
mainly on his successf il behavior and pertormance in learning
mathematics. Mike's perceptlons that his peers acknowl edged
tds ability contributed to r.is high level of self-esteem.

Analysls of the Dyadic Interactions
s Between Mike and the Teach

Analyslis of the Overt Behaviors

The results of the analysis of the interaction sequences
between Mike and the teacher are presented in Table 17 and in
Flgures § and :0. Table 17 shows that Mike and the teacher Interacted
dyadically 13 times during the nine mathematlcs lessons. Approx-
imately half of the interactions were teacher-initiated and public,
Lhile most of the balance were student-initiated private interactions.
These student-initiatgd private interactions occupf;d a total
duration time of 102 seconds, although one such interaction of

55 seconds pertained to a non-mathematical concern.
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flgure 9 indicates that in the seven teacher-initiated public

interactions M_ke volunteered on nost occasions to respond, that he

answered correctly the process questions and that the teacher tended
to give process feedtack ty repeating Mike's response and outlining
the reasoning he used to arrive at tro- response. In four of the
seven interactions the teacher incorporated praise in her reaction to
Mike's answers. On the one occasion that Mike was initlially Jjudged to

respond in a partially correct manner the teacher provided a brief

¢lue which enabtled Mike to arrive at the answerxr.

.

The private dyadic interactions as shown in Figure 10 were zl:
student-irnitiated, to which tre teacher responded in an externded

b

ranrer in triree of the T'ive interactions. A sutstantive wrialvels ol
-

Py

TSt three interactlions revealed that ecch concerfied trivial as;ects
Ol the l-arning invelved and not one deazlt with. sub oo matier contert
Lriorrntion. Qverall, the uallity of private dyadic intera tlons waco
craracterized by non-significant issues, and by triel and neatral
communicatibns.

The Overall Analysis of the
Lyadic Interactions

Some of the dyadic interactions between Mike and the teacher
were analyzed by an overall examination of the observaltle data, the
teacher's covert behavior, and the student's covert behavior.
However, thne number of interactions was very small and, consequernt.y,
the 1tems of data described were only samples of actual behavior. <>
They may rot cénstitute generallzations of phenomena prevailing

whenever Mike and the teacher interacted dyadically.



Ir. lesson @ Mike had volunteered to demonstrate an idea on
the tlackbourd in front of the class. The teacher commented that she
wes concerned that previous attempis to explain the idea had proved

risleading or had sidetracked the discugpion.
Teacher: Now when & child doesn't answer what you expect, you
have to suddenly make a snap decision as to what
direction your lesson is going to go from there.
I knew that our time was running, and 1 sajd I fope
Mike does do it...that there are no mistakes...that
he does the method that I was thinking ot.
I: Was that one of the reasons why you cai.~d Mike up
in tra*t case” »
Treirers Protably yes. 1 know that sometimes I de that.
Wwhen 1 ask a question you can read the answer in ti.c
child's “ace and you know that they understand or r.ow.
I prcuvatly did call Mike up at this point to say...
let's move along...we' ve got to get or. with the
worksreet. (Lesson )
Mike viewod the eplsode in a ro . tine manner. His thouent .

2
wWere onothe questlon al hand and he vaw no particular reason why b
was ploked and not someonc else.  He expected to dermoncirate the poirt
correctly and commented as he returned to his desk, "I knew that 1
hed done 1t right.” Mike rurther recalled trat as he returned to his
dwsk ne was watching a desk dispute between two boys and that his rind
w:s nct really focused on the teacher's discussion of his
demenstration to ‘he whole class.
pariler in the same episode a student percelived by tle teacher
Lo be less successiul had demonstrated what seemed to be an ing-nious
ldea.
-
.
Teacher: 1 was actually suﬁbrised...coming from Clare. New i:
Durican or Mike or someone like trat had come up and
done 1it, I would have thought "Yes' because they are

the ones you sort of think of as "quick thinking.”

The evidence provides further confirmation of the teacher's



perceptions of Mike as a succesesful student and that this success is
attributed to his ability.

Some: interactions involved trivial concerns of Mike. While
they reflected an intellectually stimulated mind they nevaertheless
were viewed as prouvatly unnecessary. ]

Teacher: 1 was aware of Mike behind me [ while working with
another student, at this point and I was thinking,
"Is it going to be another one of yesterday's
comments?" lan earlier innane comment].
I gave him a funny look when I stood up and I looked
at r.im. You know, "What is it now?"
Ee noticed the thickness of the Plexiglas and compared
it to the thickness of the line and he was sayirg 1t
may create error...At least 1t was a it more of an
intelligent comment .

.

Jr. another occasion during the learning of mathematics Mike was
particularly corncerned with the nurnter of library books ne had read

in a period of time and Telt that the number had teen incorrectly

recorded. while the teacher acknowledged Mike had completed his work,

she was concerned that this reflected an off -task tehavior which
probatly conflicted with her expectation of Mike. Mik., meanwhile,

had expressed concern with the inaccurate recording . ks read as

early as tre first five minutes of the lesson. The dyadic interaction

involved a total of 55 seconds of time.

A plausible interpretation of the evidence presented suggests
trat the teacher held higher performance expectations for Mike. Mike
was one of the students used by the teacher when she wanted to change
the pace of the lesson or redirect the discussiop along pre-planned
lines. The teacher telt sufficlently assured of Mike's understanding
and contribution to the class to call upon him whenever she posed

process questions involving higher order thinking. She tended to
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trovide praise in her feedbeck to Mike as well as integrating his

correct responses into the overcll discussion. Mike was aware that
the teacher held higher performance expectations of him but little or

no evidence was avallable to suggest he manipulated situations to

enhance the expectations held.

Summery; Analysis

The results of describing Mike's achievement-related behavior
during the learning oI mathematics have established some relationships
anong and between aspectis of his thoughts and his behavior: -

. Mike held high performance self-expectations which included
gaining a good mark on the reportr form.

<. His expected success was perceived by Mike to be based on
higher ability.

3. Mike pefceived the teacher and other students held higher
performance expectations of him.

L. Mike perceived these teacher and other students' performance
expectations were based on causal perceptions of higher
abllity.

5. Mike was perceived by the teacher as a student who was malnly

on-task.

(o

The teacher held higher performance expectations for Mike.

%. The teacher's causal perception of Mike's success was mainly
to ablliiy and to some effort.

8. The teacher appeared to communicate these expectations through

interaction process behaviors such as selective use of Mike's



volunteered responses to pace thg lesson, by selective use of
Mike to respond to higher order queétions, and by the use of
praise when giving feedback to Mike's correct responses.

9. Mike performed successfully in all lesson situations,
reflecting his mastery-orlented approach to learning. He
hardly knew fallure other than those accreditedWs minor
lapses in effort.

10. Mike's successful performance served to sustaln the high
performance expectations held for him by the self, the

teacher, and the other students.

A Summary Comparison of Tina and Mike

This chapter has described the achievement-related benavior
of two "successful' students, Tina and Mike. Both students were
observed to be on-task most of the time, especilally during seatwork.
Not attending-listening behaviors were more likely to be coded during
teacher-led and student demonstration whole class instruction. - In
quéntitative terms, the interactive covert behavior of the two
students was similar in pattern e;cept for one basic difference.
Mike's thoughts tended to be more content or task-oriented fhan Tina's,
while Tina's thoughts tended to be more self-oriented than Mike's.

Tina and Mike subscribed mutually to the importance of the
report card grade, thelr approaches to arning were mastery-orlented,
and thelr performance self-expectatlons werg perceived ty them to be
higher or above average. They usually experienced success wWith

positive affective consequences. However, where Miké‘!ttributed his

208



success largely to ability, T'na attributed her success largely ~o
effort. As a consequence, Mike scemed uninvolved emotionally and
urconcerned about his public image, which reflected his task-oriented
self-conception. 1In contrast, Tina was cOncerned about her public
image, hence her self-conceptlon seemed tO involve more personal
elements.

Both Tina and Mike seemed aware that the teacher held higher
performance expectations toward them, as conveyed by some of the
teacher's instructional moves. Tina percelved the teacher's highér
performance expectations were effort-based and hence she sought to
maintain or enhance this image. Mike percelved the teacher's higher
performance expectations of him were abillty-vased. The teacher was
viewed by both students és espousing effort asg the criterion of

SucCcess.



Chapter V1

CASE STUDIES ¢ LISA AND GREG

LISA

Biographical Information

Lisa was the youngest of three girls in her family. Both of
her older slsters were teenagers attending junior high school and
senior high school, respectively. The father was not living with the
family in their home in the nelghborhood of the school. Lisa had
lived much of her early 1ife in a northern Alberta community betore
the family moved to thelr present urban home.

Lisa was aged 11 years and repcrted swimming and running to
be her main interests. She enjoyed watching television, especially
"Bewltched" and sometimes the news. Her travel experlience extended
as tar as Vancouver and northern Alberta.

Lisa stated reading, spelling, and language arts in general
to be her best subjects. In terms of maths, she reported belng in
the bottom class in Grade 5 where the classes were streamed ror that
subject area. Lisa had one close friend in the classroom. Her
involvement in school life included beilng a trafflic patrol warden,

a library helper, and a helping hand in a lower grade classroom during

after-school hours. When asked as to why she came to school, Lisa
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replied, "To learn. The teachers can explain it better than anyone
at home."

The teacher viewed Lisa as a student whose aﬁility was
slightly below average. The teacher detected early in the year Lisa's
problem with processing new intormation: "I notlced several times,
something I have Jjust gone over and over and over, she'll ask a
question about, as if she hasn't heard anything.” On examining Lisa's
cumulative record, the teacher found th;t the problem had been
investigated and was a factor to be considered by the teacher when
worsing with Lisa.

The school's cumulative records showed that in SGrade © Lisa
rad gained an achlievenent percentile of 5 in mathematics. This
represented a low achleving student. Her FAF3 total expectation
score of 100 was the lowest recorded in the class and rcflecte$<;*zz:\\\
degree of expectancy of success in performance across most school
sut jects. Her mathematics sub-score of 17 out of 28 indicated that
her expectations for that subject area were correspondingly low.
Examinaticn of Lisa's responses in mathematics showed that she
expected to learn only some of what would be taught, expected that
most other kids would ve better than her, and expected to like math
a little.

Lisa's self-reporting of internal responsibility for success
or fallure on the IAR revealed that she attributed 24 of the I+
situations to internal causes and 10 to external causes. Because her
internal responsibiiity for success score of 13 was close to beling

equivalent to her internal responsiblility for fallure score of 11, it



can be concladed that Llsa assumed credit for causing good things to
happen in much the same way as she accepted blame for unpleasant
consequences.  Examlnation of her responses tended to support ttis

conclusion.

" wuantitative Analysls of Behavior

LLisa's behavior during the learning of mathematlcs was
analyzed quantitatively according to both the overt and covert

aspects.

Overt Benavior

Tables 8, '4, ana . » . -sent the resuits of the ana.ysis ot
“isi:'s overt behavior. Tablie 1 indicates that the majority of ilsa's
time was spent in the lessor. sltuatlons ot teacher-led whol~ . 188

instruction and o! seatwork, which accounted Yor approximately
we: percent and Wi percent, respectively, or tne learning time. ror
most of the learning’time Lisa was observed to be attending-listening.
Table 1Y shows that across the three categories ot lesson sltuations
Lisa was otserved to be on-task ror approximateiy 90 percent ol
teacher-led whole class instruction, 97 ﬁercent of student
demonstration whole class instruction, and 77 percent of the seatWwork
learning time. Attending-listening behavliors, as shown 1n Table <O,
accounted for about 85 percent of all Lisa's learning time in the
mathematics lessons.

Not attending-listening behaviors were observed to account
for a very small proportion of Lisa's learning time. Table 20

indicates that these behaviors accounted for barely 3 percent of the
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lesscen time. Not attending-listendrng behaviors were
w0l the Lo Lessons.
; A rnolliceatble proporvion ol tre learning tine

recorded w8 ot bteling on-task was absorbed by Lisa interacting' with
other stud nts, especiadly dwing seatworrk. Tal.e oo reveals that
-~
nooreotran o operoent ol Lisa’s Lvert Lehaviors wers coded S
irnteracting witrn trery studernts, witn the seatwork Lescor situation
aCCu Lnting 1or Mmure trarn twe-tnlirds ol Ut percerntage distrit.tion.
Au Taatle 0O WS, Intersotire Wit otiel ST Ldents Was Coldf o pollent
LU 1iSa U Lo alW TR el aVioory e was Lelng sapervised UL Lre
L4

PLroarnciber Vopoercent O nel SealwWord ine . Jut Ol duSk Denaviors
WX LGeerVed T HEIN AR (08 L T10 NUVES ¢ SN

wriile Lisa rees rded 25 Ul U-laSa most ool tree Ui,
TRl ITOBLOWE Ut S Bsund Tl
d.rine sSestWord was diviaded oller
teraviors . In 1£0GSUL £ SealwWork, L wWas orn-tasr |3 percent of too
Tot e, Lenson time and ergaged irnooin Leraviors abe .t (v percent o0
Cree Lotal Lesson Lime Ther percertage &i*;tri:utlons Tor or-tasr and
ILr oo iurirnes seatwork in l-ason 7 wWere 15 percoent oad
eopercert, respectively, oI tre totin pesscn Lire. SuillWorA s pealed
CU Le Ll LenSons Sitaation in o whicn Disa was noot JiRediw o (53 VESPSEN
LYooty aviors ot et tendlirg lloterling .
Cva;r'_ He ""‘"v:,‘i‘vt‘

Ire percentage aistrications o bise’u Intéractive trouegnis
across 10 lessons are presented irn Tatle <0 . because tre Ulrnag *
refearsal lesson contalined valuatie informatiorn avout Lisa's
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conception ot self -performance, the data from the lesson were also
analyzed. About hall o! Lisa's reported thoughts pertained to selt -
orivnted aspects. An average of about <7 percent of ail thoughtis
ACross 4ll iessons were éatcgorized as scli-pertormance--though.ts,
wrile o3 percent were coded as behavioral moves--scli.  The
selt-2oeused cnaracter of Lisa's covert behavior durirne ;warning.was
ror-. jronounced with the inclusion of seltf -pertormince--feclings;

these acceunted for another 3.5 jercent of all thoughts

Sisa’y Teelings atout classroom matilers 16 penolial We s

reported trepeontly oand sveraged TU percent 0! ner intoractive coverst

teravior. Anothier 9 percernt of Lisa's thoughts were oriented toward
Donavioral moves o obrer students.  The categorles of coenitive

Trocesses, boebavipral movees- -teacher, and non-tassg-roelated Showesnts

2hel contalned Letweernn 5o to To o perecent ol Lisa

v
]
44

o
A

b
(o
~
o+
C

Oy
¢

Whilie she made very J1ttle relercnce 1o sulject matter trougshils wrer,
1earning mathematics.

Six ¢! the categories o! interactive thoughts 4 - sul-
categorized in or%er to turther analyze thuse though.t unlitoe which
rere presumed to pertain to Lisa's conceptlon of seli-performarce.
Triose categoriss were venavioral moves--self, behavioral moives-
StudcﬁL; beraaviora.: moves--teacher, self-performance--thougnts,
Sell-jerrormance--teelings, and feelings. Tablle ol jresents the

resuits ol the more inter. . ve analysis.

Behavioral moves--sell. As Tadle << indicates, over hal:l o
_isa's thougnts coded as behavioral moves--self were g%ncerned witr.

attendirg-listening and with the motive to attend. This finding

IR



Table 22

Within-Category ltercentage Distritutions
Sub-categories of Selected Student
Thought Categories of CASSIT

Sut-categoriecs or Selected CASSIT
Categories of Student Thoughts

tehavioral Moves--Sel?
Seek public particijation
Avoid public participation
Attending-listening
Motive to attend
Mctive to avold attendirng
rretending to attend

tehiavioral Moves--Student

twrceptions of other students' per:ormances

Inferences of other students’

Irnteractions

terceptions of ostier studernts'

Heb,avioral Moves--Teacher

trioughts

ter.... r

o Ierceptions ot teacher's instr.-*ional moves

Int..ractions

fercertions of teacher's behavior

Seli-Cerformunce--Thougnts
Seli -assessment--success
Selt -assessment--fallure

rerceptions of task difficulty '

rerceptions o! task struetir.

Self-attrivutiors
Selt -expectations
Signiticant othrers

Selr-lertormance--reclings
Anxiety
Morally neutral--positive
Morally neutral --negative
Morally unneutral--positive
Morally unncutral--negative

Feelings ™
Iosiiive

Negatlive

L d

Lisa

of

fercentage:
Distritutions
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supports the trend noted in the analysis of her overt behavior.
However, a trend not discerned in the overt analysis was the 19 percent
of thoughts which were concerned with motives to avold attending and
pretending to attend. Table Z< suggests that Lisa's thoughts about
volunteering or contributing publicly in the class were more often

oriented toward avoiding participation than seeking participation..

Behavioral moves--student. Tatle 2I shows that Lisa was aware
o0l wnat otrer students were doing and how well they were performing.
ottt sut-categories contained about 3 percent of Lisa's behavioral
MOoVes--student thoughts. The overt analysis rad indicated that Lisa
Spent & signiticant amount o her scatwork interacting with otrer
students and this is matcred bty +trne L5 percent of Lisa's uvehavioral
noves--student trioughts which were concerned with interactions. Jrly
rerely did Lisa report thinking about what otrner students were

trinkirneg.

tehavioral moves--teacher. Ot the small percentage of Lisa's
interactive thoughls which she reported about the behavior and actions
vl the teacher, most were concerned with the interactions whict, she
srnuared witr the teacher. However, as Table 22 also sr.ows, Lisa wag
aware o what the teacher was doing. Examination of this suL-category
ol Lisa's thoughts revealed that approximately half were perceptions
ol how the teacher would react if Lisaz initlated an interaction for a

particular reason.

Selt-performarice--thoughts. Table 22 indicates that most of

Lisa's selt-perrormance--thoughts during the learning of mathematics

i)

rers



were concerned with self-asséssment. 0f the nearly 40 percent of ajl
thoughts in this category, 26 percent referred to fallure and

14 percent referred to success. Also very much on Lisa's mind were
perceptions of task étructure which accounted for another 22 percent
of thoughts in this category. Lisa also appeared to give
consideration to significant others, a sub-category which was coded

7 percent of all self-performance--thoughts. A further 10 percent of
these thoughts referred to Lisa's self-expectations. Examination of
the transcripts containing the data used in this analysis showed é
generally negative trend prevailing in most sub-categories of Lisa's

seli -performance - -thoughts.

Seif-performance--feelings. Most of Lisa's svif-performance--
Teellngs contained negative elements. Talle 22 reveals that
3% percent of all her expressions of emotions reflected anxiety such
as Tright and worry, 36 percent reflected morally neutral--negative

"

f'eelings such as disappointment and despair, and 3.5 percent reflected
morally unneutral--negative feelings such as jealousy. Ot the
remaining 2! percent of self-performance--feelings expressed, mos:

referred to morally neutral--positive emotlons such as pleasure and

roying for success.

reelings. Tatle <2 shows that more expressions of negativé
atffect were reported by Lisa than positive affect. Negatlve feelings
expressed included anger, boredom, disappointment, dislike, envy,
embarrassment, and fear. Of the positive emotions expressed,

amusement, excitement, pleasure, and pride were most often reported.



Summary of Quantitative Analysis
of Behavior

Scme patterns in Lisa's behavior can be discerned from a
quantitative analysis of the avallable data. At the overt level,

Lisa was observed to be a student who was on-task for the whole class
instructional situations and mainly on-task during seatwork. The
covert analysis would seem to suggest, however, that Lisa was viewlng
instructional events through a screen of largely negative thoughts
and feellings.

Elements of this negative learning screen identified from thre
quantitative analysls of Lisa's behavior included trends for avoidance
of public participation, some intentions for not attending-listening,
selt -assessments of faillure, perceptions that success or failure on
tasks was more likely to be controlled by external factors than by her
own level of competence, awareness of the influences of other people
on her performance, and a collatlion of emotions considered generally
to suppress learning effectiveness. The majority of lLisa's inter-
active thoughts, therefore, were self-oriented, both in terms of her

own performance and her behavior in the learning process.

LY

Attributional Analysis of Self-Performance
Covert Behavior

Causal Explanations of Lisa's
Behavior

Numerous chailns of comment which included causal explanations
of behavior and causal perceptions of performance were discerned in
the transcripts of the interviews with Lisa. Five main clusters of

these chains of comments reported by Lisa were approach to learning,



‘e 223

berceptions of tasks and behaviors, specific performances, public

participation, and perceptions of other students' behavior. Each

] 4
cluster is described, with examples and anecdotes included.

"Lesson R" af'ter some examples pertains to the final rehearsal lessor.

Approach to learning.

I: How digq you teel at that time”
L: 1 Just didn't know what it was and I was just going to
stay there. I was frightened because 1 thought if she
(the teacher] asks me 1 didn't know what it was.
I: Why would that frighten you?
Because everybody else has their rand 4y they Knew the 'Y
answer and I didn't.

i You would fed)] bad”
¢ Yes, becaus of what the other kids might think about

me .  (LessonR

-

o]

This sample of a chain of comments illustrates *r. rind oL
thoughts which pervaded Lisa's mind during tr. learring or matleratics.
She frequently made reference tco the cognition that she did ro+

L]
understand the material to be learned. In most cases this cognitiorn

Was accompanied by a negative emotion. very or'ten the cause ol tris //*\\

emotional accompaniment of the initia] cognition was perceived ty Lisa
to e what other students and the teacher might think of her if and
when they became aware of her tallure.

L: I thought I would get wortied if I rad to do a worksheet
on it.

I: Yes...

L: Get all confused...

I: Why would you get worried if you had to do a worksheet:

L: Because I wouldn't want to do it and I would te scared to
ask the teacher because then she would think that I
wasn't listening.

I: What happens when you are worried lilke that”

L: I'll ask other kids. I ask Andrew. (Lesson R

Lisa's plight was even more sharpl. «xposed in comments such as the

following:



I was stuck on one question, but 1 asked Clare, 'cause I
didn't want to bother the teact..r. 1 thought maybe she
Tthe teacher) would think I was dumb because 1 didn't
get it. (Lesson 2)

These samples ol several similar reports of Lisa's covert
btehavior illustrate her reactions to failure. They also Slggest that
Llsa attrituted her failure to a combination of lack ot arility ana
lack of et'fort. Her approach to learning, thnerefor:, aypeared to

contain a numbter of the characteristics of learned heljluessness. The

Irequent comments such as "I don't understand 1t" or "I needed nelg
irplied that Lisa perceived success or tfailure on “asks Lo b more
ilkely controlled by external factors than by ner OwWn Leve-l

compet-onice or her input o eflort.

Tre helpless approach Yo learning was ofo ryed i oorn.mior ol
circunstances. Once Lisa reported:

Wrer she 'the teacher! was at the tlackboard, 1'd swear I was
wrong, and I thought, "Wny should I iistern...I know I'm wroneg
and why pay attention.” I said, "Carol, can I use your come’”

and tere 1 was combing it and pretending 1 was listering. 1
didn't feel like listening tecause it was getting toring.
(l.esson R)

.. another occasion Lisa asked the teacher Ior trely. Lisa percelved
Irom the teacher’'s volce that she had become annoyed witl her tecause
she said, "You've done that tetfore!” Lisa's comment ir reactlon ‘o

tr.iis was:  "That's why I hate askirng her and why I ask other kids.'
Wrile triese examples rellect a student's distortion of what really
nappened, 1t nonetheless illustrates elements of a student's view of

the learning situation; a student whose approact. to learning could be

described as learmned helplessness.

AR
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Task perceptions and behaviors. During the interviews, Lisa

sften referred to the nature of tasks elther in terms of their level
51 difficulty or how well she understood them. As described in the
previous section, she frequently commented that she did not understand
trie material to be learned or that she needed help with the
matiematics. Accompanying these cognitions were expressions of
rogasive wmotions ranging from anxiety to boredom. while she tended
t o oattritate these perceptions of taliure to internal tactors, ler
conoeqaential beraviors varied from situation to situation.

1.1sa quite olften pretended to listen when shtie did not
irderstand thie lesson discussion:

I: wWere you thinking about tie lesson at this time.
L: No, not really. 1 was [ust doing trnat “demonstrates

-«

noddirg o: th head] so ster didn't think I wasn’t joyivg
attention.

I: =2t were you ilstening to what she sald’
. No.

T: what were you thinking then at trnat time?
.+ I dor't know. T car.'t remember. BRut I rerenter me sharirng
ny head 'cause 1 saw her look at me and 1 went 1ike that
"demonstrates ) and I thought if she saw me 1'd get into
troubtle. So 1 wasn't paylng attention, I Was daydreamning.

(Lesson K)

wrille daydreaming was one'distracted behavior, uthers reported ty Lisa
in the interviews wuﬁs trinking about Hallowe'en, the weekend and
recs:s85, passing notcé to a friend, anncying other students seated near
r.wr, and pilanning a play she Wwas organizing tor a coming party.
;

Lisa's perceptions of tre tasks were sometimes positive:
: 1 enjoyed it. 1'd nad so much tun.
Why did you find 1t fun and enjoy it”

Because 1t was interesting. 1 learn geometiry better
than math--the other kind of math. (Lesson 9)

o=

On other occaslons she reported that the worksheets were easy. wWith



the unit test, her Imdtilal feellngs of threat became feelings ot
rellef when she first looked at the sheets.

1 was looking at it and 1 thought the tirst page was easy,

the second page was getting a little hard, the third page was

pretty easy. The second page was the hard one. (Lesson 9)
As a consequence, Lisa did not walt to | . sten to the pre-test
instructions and words of advice but rather went on ahead -

A commonly expressed feeling toward tasks was that ot boredon .

I.1sa reported boredom during some lesson sltuations in which she did
not understand the material to be learned.  She was also like.y to
report trese feelings when she perceived thie material belng learrned

to be revicw:

: Why was it boring"
recause 1 knew it alrecady. It was getling toring so 1
tegan to play with my desk. (Lesson .,

I:+ Were you thinking about maths®

L: No.

I: wra® nad happened to the matns at this point”
L: Boring.

1

Lisa even became tored when the teacher discussed i tes questions
following tne annguncement of the test results. The conclusion is
drawn that reporting boredom served as a surt‘ace expression for when
Lisa "turned’off" maths. Unce a whole class discussiorn involving
material percelved ty Lisa to te easy became prolonged; s becam.:
vored. Alternatively, when she perceived the discussion to be ceyond
ner understanding, ste became bored. The post-test discussion
occurred when Llsa was fraught with intense negative feelings. Thesc
eellmge also had the effect of her "turning off" mathematics so that

shie became bored.

-



Specltic pertormances. Lisa's approact, to learning was
accentuated when reterence was made Ly her to specitic pertormances
during the learning of mathematlcs. From an initial cognition ot
success or fallure an emotional congequence tended to be expressed.
Some of these expressions of emotion seemed tu retlect intense
Ivelings:

I+ Can you remember your thoughts and feelings ut that
time a public dyadic interaction'?

L: Actually the question...answering it, rigrt.  And 1 was
rkght. And 1 wus proud too.

I:  Why were you jproud”

L: Because I got it right and I don't usually pet 1t rignt.

I: And the teacher answered you ir a speclal woy relerrine
to pralse .

L: Wow, I was listening tor tnat! (Lesson 5,

Jn receliving tack a worrshreet, Lisa re: orted:
& t

L 1 knew I didn't do too well and I ot tnree wrong ... 10 fuse
t=lt kind o!f tad because I thought 1 might nave got it

It Why do you think you gOl three wrong'

L: Well, I didrn't look hard at the bottom wieno I ostarted it
and I go "I don't know row to do this,” and sre tre teacr.er
rut, "Then ask!" and I did ask and she didn't nely me
So I got mad. (Lesson 9)

wrile Lisa's teclings during the l.ossons ranged :rom
Jublilation at experlencing a minor success to teelings of annoyance
Witrn hersel:r for what she descrited once as a "measy nistake,” trroug:n.
to intense :eelings of anxlety for si=0 0 -ant Yallures, the most
proround emotions of dejection were r-or.: o3 about the rappenings
invoiving the urit test.

I: FHow did you get on in the test”

L: Horrible. 1 did rotten _she scored 5+ percent, tre class
average was 75 percent . I don't like it. And I am not
taking it home elther because I'm golng to get a licking
if 1 do.

While these comments alluded to a poussible underlying motive for the



newative reaction, Lisa dld percelve internal causes tor the-
periormarce.,
vhiy, T was mad. T sald {t was al. tault. T should have:

done 1t right. And it I do it again, I'm Zolng to get a
hundred.. .l swear. (Lesson {0)

Rariler Lisa reported that she wasn't surprised at the result tor ste

oiwl cxpected worse: Tl had expected worse. Harvey got tle lowe
thoerhe 1 oarm not trying thougr. 1 want to try wut I can't...]
Loan golng to flunk this year” (Lesson U
Jisd perceived lttie or no eriort-outoon. covaridtiorn a

CulisrngLent oy s seened to attritute her per:ormance in the unit
as mucn to o lack ot abtility as to lack of eficort. On other vee
isa sttrituted fer [oorer performance solely t. lack ol eltort:

[ fad one little measy mistake. 1 knew tre answer. 1+ we sl

Lol ndve been soe tad 17 1 would have not KNoWwn trie choWer.

But 1 knew tre answer and 1 wes 80 careless. 1 was Lod at

mysell .  (Lessor. 2)

It How did ycu get on in ma*th yesterdoy

L: Well, 1 got a little bit right and a little bit WIong .

I Jjust didn't understand quite a bit o: it.

I: Why do you think you didn't understand Quite a bit or i+

L: I don't know. Maybe 1 wasn't listening. (Lessen 1)
i{r.e general pattern, therefore, seemed to be one of atiritution
effort for minor railure, and attrioutior to mainly atility and
elrort for what Lisa would have deemed slgrifiicant railure. It
rer sell-performance covert bernavior during situations involvirng

ercelved significant fallure which contained many o: <nhe charac
P £ y

istics o!f a learned helpless approach to learning.
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Putrliic participation. Lisa re'irted frequently comments about
A’

seeking or avoiding putlic participation such as contributing to the

NP ¢!



class discusslon or VUlwavnring to demonstrate an ldea to the whole
class.  On some occasions she tried to avold teling selected. These
tended to te times when she did not know or wis not sure ot the
correct answer or ldea. Under these clrcumstances Lisa attempted to

avold conveying an impression to other students or tu the teacher that

e elther did not krow or was lncorrect.

wroon Lisa vo!lanteered to demonstrate an dder at tre tlackvoard

Aot Wi eQuns .y 16 concerned tor the same reasorn evel thourgt she telt

e bl bLelny correct.

1 How do you 1oel When you go up to the roard Ll that
Nervous

I: Wry are you nervous”?

L: BRecause 1 don't know it it's rignht or wrong, ind i it's
wrong 1'.1 get laugned at trom the kids.

T: wiit about whe u get it right

.+ I teel happy- son R

1. _ccasions Lisa ve d to demonstrate an idea in iront ot

*

CLass wWwhen she was in doubt about trne answer:

i: I was thinking, '"Could you or could you not do it," and
I debated, "Well, I don't think so, but maybe I could . -~

I: So you gave it a try.

Li Yes. 1 rxnew 1 was Wrong:

I when the teacher picked you, how were you veeling then”

L: Proud.

1: Why were you feeling proud”

1. bBecause 1 finally got up there. It's the second time 1 7
£ot up there in a whole year. (Lesson .,

—sipoWwever, once Lisa perceived she couldr. 't deronstrate tne ldea she

Telv upset.  She did not want the other students to see or Know tnhat
ste had falled, and consequently she wanted to escape the situation
by sitting down. Thls ingident ralsed the - ..stion of why Llsa should
want to risk putlic fallure and its consequences wher she was always

ancertain of the accuracy of her contribution.



A craln of comnents reported by Lisa provided some insight
into why she was likely to risk public fatiure. After tryine

Tej-ratedly 1o contritute correct responses during & ¢, :5s discussi ol

e oscklieved rer nope at o otransition point in the lesgon:
-+ Srne asked me...l had put up my hand...she goes, YesU .. .and

~
1 g0, "Is & tridge parallel”” because I knew 1t was. 1 Sust
wanted nLer to gel my attention. So 1 sald, "ls a tridee

I el”"” and she goes, "Yes it is.”
I: How did you feel then?

1 elt good. (Lesson 1)
Krascerns f'cr Llsa wantling to get the teacher's attention carr *
identitled from this specific transcript item tat, zc SO S
bBart o an overscll pattern, ste Wwas probatly engagir.
drsiened o enndnee the teacher’'s overall impressicr Lroo-or
wroorn Disa relleved She Knew the onswer ©o oa R

inoclasy Jdiscussion bul Was net pilcked she tecale ann

I telt mad, wecause I puat up my hand or rearly ever :

I+ Nuw you« have got your hand up.
L+ 1 know trat...it ain’'c fair. I felt sad ir @ Wwa. .ocause
1 rrad my hand up I'irs:. 1 want to say soretrlng to hLer

+

atouat that. ..l was getti:y riz: at her...She jicks me atc.:
crce a year mayve 1f I'- lucer
I+ well, orce every coupl: U duio oanyway.  (lessor O

Lisa jrereelved o numter o criidren were asked Irequently, wheXeas she
Yelt she was olten ignored Ty the teacher. While these views were

distortions ci what really nappened, they nonetheless poriray the

view held Ty one studernt. Interestingly, the students named ty Lisa
L
Whom she belleved were asred ‘o respond to questions frequenily were
e

ai. successtul student:o.
_isa's thoughts and bvehavior regarding putlic participation
ir. the class appeared at first to ve confusing. However, a talance

;:-3‘



OY motives between seeking the teachier's attention and avolding putlic
Tuilure seorved to sugeest some kind of dilemna for Lisa. Tre desire

to impress the tescner, wnom Lisa perceived to te an inticential

»

siegnifiicant corner, rad to bte "weighed” against tne risk of sensitive

ertarrassrent 11 she talled in front of her peers.

Perceptions o otrer studentso' behavicr. [isa viewed thno

teravicers of otner students with mixed feelings. where she round
eTSell tedng helped iroroer work, oither directly or indirectiy, Uy

i ettortsg o otfer gtudents feor Teactlons Werd gencrally Uavoralle

T Wrat were you tninking o trat tinme

Lt Trying to tnink row to do tnat questicn. 1 odidn't omnow
now o toe do it oand thern whern she Sanotrer student oy oat ot
rLackitoard, did it, 1 reromtered. Lessor R

Lot frequaent.y recewived help Urom Andrew, a4 stodent WLomo She jerceliviea
wsLally KNeW the Gnswer.  He Was seated next to o her and readily
irovided ausistance when she reguired relyp. She oltern Ielt encoarzeged
Wil She nioticed thal Andrew was experiencing difricuil ey or wos
progressing siowly with the same wWork trat she was doine.

Wit sume students Llsa experienced feelings of a difterent
order.  when a successiul student whor Lisa percelved to te zoustiul
riadss an error at the tlackicard, she reported teeling good because
e nad to be helpcd‘hy the teacher while 1n I'ront of the class. on
anotner occasion Lisa commented that, when students she perceived to
Lo succeessful went up to the tlacktoard and correctly 1-nmonstrated ar.
idea which she was unalle to answer, "1 feel like I'nm dumt and you are

smart” (Lessorn R;. Once Lisa reported that she wished she could have

Leen in the posltion o! another studert who was successtully capturing



trie limelight when out in tront o the class.

[

l.isa was very aware of other students' performances in the
r.it test. The students who scored well had their marks announced
jutlicly. Lisa did not apjrove of thre teacher's procedure of
recognizing those students who achieved high marks. As she stated,
"1 knew 1 wasn't eolng to get my name called out” (Le.oson 10) and, a
. R

iittle later noted that, "It gets you jealous." However, lLisa
sppeared Lo be'aware of the students why scored 1owW, rioting that
(Y e or four other students scored lower tharn her nmarrk. zecause one
st .dent, whon she perceived normally achieved |ower rarks, gailned a
nigner marr, Lisa specud ated or wnether or not he r.ad created. Sne
vod noted this student rad scored the sanme marx as a saccessidl
5todent whe sat next to nim. Lisa's behavior in relation to neT
t¥rocptiong ol other studer.ts' perrormances in ¥ test revealoed
someining o *re intensity ol Seellng and the inpact on neT mind oY
At ste: deemed to be a signiricant fal. .w

while Lisa once reported that she wWas urnconcerned witr hLow

Gtrer students were perrorming daring the reguliur learrning sefssions,

o)

Gre neverttae.ess seemed very aware ol how well ger peels wel

achivving-

lisa's Basic ldeas and pellels
_isa s Baslc ldeas ahd PEs2Z2->o

Perceptions of her own mathematics atlility. Lisa generally

was cogp‘rned wigh her ability in mathematics. She seemed to belleve
X '
that hfr lower performance was attributable to lack ot atility, as

}nferred in a number of her comments.



I usually don't get it right referring to her resyponse to
a public question;. (Lesson 5)

Last year 1 was 1in the low class treferring to the streaming
ot stulents Tor mattematics in Grade 5. (Lesson )

N

I rnave never got a maths test back that 1 el happy witr..
(Lesson 10,

1: How do you expect you wWwill get on in thu rtest’

L: FHRotten!

1: Wrat do you mean by rotten?

L: Hopeless!

I: Why do you think you won't do well”

©: 1ldon't like it, and 1'm not trying any more. (Lesson &
Lisa olten diséla;dd. gfthor directly or irdirectly, trat She wahted

. A ‘

T sk
Lo tre Yoo ound :szat Fevard for rer efforts in o tree oreiing dally

Oveerall sne percelived some improvernent in Ler rathernatlicon

. , e '
poert ornance since she Tirst start.ed scr.ool: '"T get & 2 last yeor.
bt weo torriile. O the first year 1ogot a DU (Lesson D).

1 rope I get a vetter mark. 1o 1 do, I get & oull game... 1 uot
love it. And ny Mam goes, 1f 1 get a...scume...no less tran o

[
-

1 get a ouJji game. And they are expensive. They are
atout $». (Lesson L,

However, these comments were expressed prior to the urit test.
Hecause Lisa identified the unit test result Wwi'' her report card,

a’ter the test she conciuded:

I kr.ow I'm going to flunk this year. I am golng to rlurnk soclal
too. I know. 1'm going to flurnk. 1 told my Mom that too, ard
she goes, "'You'd better mot or you'll get a whipping . Sco
I'm roping. (Lesson 10,

Lisa appeared to be aware ol her ability in relatiod o other

students' performances. She olten referred to situations where she

perceived 'everycne else knew the answer and I didn't" (Lesson R,.

Ty, Lisa Was hoplrg IOr an even bLetlel grade trlo yoar. “

<33
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Tnese perceptions had developed into a mind-set ter Lisa. Whenever

she thought of an answer whicN’she perceived to be difterent to

"everyone else,” Lisa assumed she was Wwrong .

I was thinking how to do it because I thought trere was only

l< out of the whole thing, and then everybody...that person
came up with 14, Clare. And I couldn't think. 1 suid,
"Or, I'm gone completely!” (Lesson R) -
Wwatoening successful students' performances in front of the class
~
contributed to Lisa's basis for compariscn between hersell and other
students.

The tranccripts contained many irstances of [is. atzemptineg

Lo scereen rom other students the impression that she was a lower

serdeving student. She was certaln that 17 other students pergeivea
fer o to re wrong they would laugh at her. Likewioo, when sShe nLeeded
reoljofror. tree teacher, Lisa reported a I&Lierence Lo g0 Lo the teacher

ratier Lran nave her come to the desk:

I: How do you fewl when the teacher is with you like *rot
'referring Yo desk supervision].

L: Okay. I fejt better because 1 knew 1I'd get it rigni...
I prefer to go and find her, but she won't let me.

I: Why do you prefer to get out of your seat”

L: Because notody can hear what 1 say [to the teacher,.
(Lesson ) -

k4
Lisa seemed very concerned with concealing her perceived lack o

atliity in the learning of mathematics.
An aspect otf Lisa's ablility which appeared to have some
sigrniricance in her self-performarce was 1llustrated bty her commer.

"1 rad forgctten already.” On several occasions Lisa reported

torgetting an ldea or forgetting a word.
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L: I didn't know what that one word said, intersect
1 still can't say it...And as soon as she came and told
me I knew what it was.
I: How did you feel then?”
L: I telt stupid with myself, because I should have known
that word. We talked about it so much. (Lesson 1)
She even expressed surprise in lesson § when the unit test was belng
distributed for she claimed to have forgotten that as well. Glven
that this learning difficulty was recorded in Lisa's cumulative school
record, the evidence from this study would confirm the influence upon
her learning of the difficulty in immediately processing certaln
infornation.
Lisa's perception of her own abtility rerlected an acceptance
of lowsr self-expectations, yot contained elements ol hoping f'or more
SLecess.  However, with her perceptions of little efrort-outcome

covariation, Lisa's hopes appeared to be forlorn and there were

irdications that trls was recognized Ly Lisa.

Lisa's perceptions of the teacher's perrormar.ce expectations

c: nerseif. ‘Lisa often reported that she was concerned about the

teacher's impressions of her. She did worry about what the teacher
thought about her and this often resulted in her asking other students
for help. Lisa endeavoured to avold conveying the impressior. to the
teacher that she was not succeeding because she had not listened or
because sne was dumb.”
1: Why do you feel bad when you get 1t wrong”? (Lisa had
volunteered to respond to a public question.!
L: I don't like to...It's just that I don't like her getting
to know...so that, like, the teacher thinks I'm doing
bvetter. (Lesson 5)

Alternatively, Llsa engaged in behaviors calculated to convey



a good impression of her performance to the teacher. At times the
teacher would have observed Lisa to be attending, when actually she
reported that she was only pretending to attend. Lisa also adopted
some attention-seeking behaviors and often was Wwilling to risk pubtlic
failure in an attempt to gain recognition from the teacher. Yet
underlying these vehaviors was Lisa's belief about how the teacher
perceived her performance:

I: Do you think the teacher knows how well you are doing
in maths?

L: Oh yes.
I+ And what do you think she thinks about you and maths”
I: I'm horrible.
I: Why do you think she thinks that about you in mathematics™
L: ‘'Cause I know. 1 just think that. (Lesson 1)
List's comments about her achievement in the unit test further
exempnitied her perceptions of the performance expectations held Ty

the teacher toward her.

I: What do you think the teacher thinks of you after that

test?
L: Rotten.
I: Do you think she's surprised about you and maths’
L: No.
I: Do you think the teacher has the same idea about you and

math as your ideas about you and math?

L: I doubt it. 1I'm going to ask her what she thinks about

me after school...I'm scared! (Lesson 10)

Perceptions of the teacher's performance expectations of her
were not confined to success and failure behaviors. Lisa perceived
the teacher differentiated in the selection of students for responding
to public questions. She also’reported a bellef that she was ''picked
on” for misbehaviors when . -r students had often provoked her, but

would not tell the teacher s:- +:i in error for fear of being accused

of answering back. However, - =8 concerned by these incidents for

23€



she felt sure that the teacher remembered even small happenings some
months later.

Lisa was sensitive tu percelved ditferential teacher bernavior,
especlally {cllowing the unit test: "Hers [Mary's, was the same thing
as mine and she got 1t rignt and I got mine wrong. 1 think she
favored her. 1 think she likes Mary" (Lesson 10). These perceptions
of teacher bias in ravor of other students protably served to
accentuate Lisa's bellet that the teacher held lower periormance

expectatdons for ter.

Ferceptions of tasks and actiwities. While Lisa olten Tound

she was unable to understand the material to be learned, her reported

comments did suggest that she r'elt more uncomfortatle in the listening

wrole class situations than with the seatwork. Tris notion wWas
supported by her response to the questlon, "What was the most
important part of the lesson”:

L: Doing the worksheet.

I: Why do you tind it most important:

L: Because it's mere fun, it's not importarnt, and wnen sl

just talks she doesn't really give us a chance. (Lesson 7
Lisa clalmed she preferred hard worxsheets to those which wele ecasy
or about 50/50 tecause they made her concentrate more.

These views seem somewhat difficult to understand when
examined as specific elements but they reflected Lisa’'s outlook in
relation to self-performance. Perhaps she believed that striving to
shcceed on difficult tasks would convey an impression to the teacher
of high effort input--a quallty which she percelved was valued by the

.

teacher. The unrealistlic expectation of suiisss also seemed

<37



consistent with [isa's hopes tor a higher grade in mathematles. Such
views would serve only to compound an already complex set of elements
and relationships.
A Characterization of Lisa's Concuption
o seli-Feriormance

Lisa became the tocus of trds study because she was percelved
to be a less successtul student. The results of the attributional
analysis of ner behavior, together with some of the relevant findings
ol the guantitative data, have enabled an interjretation to be made o
"ow LLisa might have perceived herselt and her sell-pertormance in tr.-
ivarning of matnematics. The major elements od thls cruwracterization

ol rer conception of seli-perlormance were:

ILisa's approact to learning can be descrited as Learned
helpiess. Sne perceived little erfort-outcome covariation,
velieving that raillure tended to be uncontrollabie Ly any
action on her part.

«. Lisa perceived efrort to be the criterion ol success as
espoused Ly the teacher, the home, and peers.

3. Lisa frequently percelved a task to be structured such that
success or rallure was likely to be controlled by external
t‘actors rather than 6; her own effort and ability.

4. Lisa found success to be satisfying and pleasurable. These
feelings were the more intense since success for Lisa tended
to be infrequent and minor in nature.

5. Lisa was concerned with most fallures. Significant fajllure

and public failure occurred frequently and aroused intense



O

(G4

‘0.

o 3Y

teellngs of anxiety and disappolintment. Minor tullures were
annoylng to Lisa and ol'ten trustrating iU they robtbled her of
experiencing any kind o! reward or success.

Lisa attrituted signlilcant taijure mainly to lack of abtility
and to some lack o! etftort. Minor fallures were attributed
malnly to ettort.

wisa was in a dilemma regarding public particlipation. Her
rirE}“&?clination Wwas to avold public fallure situations,

yet she\ébemed to want to contribute for purposes o!f
impressing the teacher.

Lisa ot'tern percelved other students' success in front ot the
Ciiass as conrirming ner bvellef of lack of atility. She did
net ajpprove of the procedures followed Ly the teacher when
Ziving tack test results.

Lisa velleved the teacher held lower pertormance expectations
ror her. While she expended some effort to enhance trese
expectations, she retalned the belie! that the teacrer
perceived her as an unsuccessful student.

Lisa hoped for a good mark or. her report tut perceived the
goal to be virtually unobtainatie. She seemed very aware of
her lack of ability but sought to conceal this from herselt,
her peers, and the teacher durirg the dally learning sessions.
By employing self-protective tendencies such as.misattributing
lack of success to lack of effort, mood, and the nature of the
tasks rather than to lack of ability, Lisa was able to sustain

L
a partially acceptable level of self-esteem and to retain the



socially approved expectation of better grades.

tim she engaged in a serles of behaviors deslgned to enharce

tre teacher's pertormance expectatlons te-id towards her.

teacher was percelved to be the maln eiement in

better grade wrdch, in turn, would appesse the

1
i

pressare trom [Lisa's home. The fraglle benavior nietwork wrict.
Lisa seemed to have established tor coplng with her
prone pertormance was shattered by the reallity ot the unit
test.  Her perception of helplessness, her attritution
o arility and rer intense negative emotions all resuriaced

with, the reallzation of fLier perceivea tallure.
)8

o the Dyadic Interacti.rg
cen Lisa ar.i the Teacher

The dy wlic interactlons tetween Lisa and the teacler we

aralyced according to trnelr overt and covert aspects.

Aralysis of the Overt Behavior

The results of the analysls o! the interaction seguences
vetween Lisa and the teacrher are presented in Table <3 and in
Figures ' and 1<. Tatle £3 indicates that Lisa and the teacher

ir.creracted dyadically 5+ times during (1 mathematics lessons.

tr

private in nature and 12 were public. The student-initlated private
interactions occupled a dura%ion time of 15 minutes 33 seconds across

tre *% lessons. Taktle 24 shows the frequency distribution of the

duration of these private dyadic interactionms.

r.ose interactions, 44 were student-initiated, of which 3. were

wehleving tis

threatened

tallure

to

e

ar

Lo

[d
-
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Table 24

Frequency Distribution of the Duration of
tudent-Initiated Private Dyadic
Interactions Between Lisa and

Duratiorn of

the Teacher

Irnteraction

in
Minutes and Seconds

050

s 0C

*requerncy

2

20Uy

"N



“lgure 1 indicates that, of the teacher-initiated public
irteractions, Lise volunte~red to respond to all guestion types. Most

0 the teucrer giestions were process type questions to which Lisa

made Incorrect responses. The tezcr reactions to these ingwrrect

responses (rneluded negations, i and repeating o: student

“rlse witn toth prodact an TOCe'S5 type teacrer guestions to

wWrlen lise violurnccered corrcct or partially correct 'responses, th.

Coacrer provided mainly process Lyie fg%db&Ck; Suadent-initiated

pwisle lntoractions were oiLd tericed vy isc culling out reievarnt

S GTIING, o WILIOT trae teacrer provided muinly cries foodoacs. )

Tren natTe ol tre jriviaie dyadic interactions teiween o%oe and
: Teacter I opresented in Piglre L. Apart Ir.m One teacner-
Il it et directed av GO lling Llsa’s tenavior, thaes
Intorictions were il initiated TYoLisas Most 9ot tne dyadlic contaots
iritiated T Felnematlcal Content Llothe learnire.

Teaoier reccted witr oa variety o reediuck cehaviors, witt.
WIfirmations, giving o clues, ard, or rephrasing the Guestion, and
PTOCeSs eXpianations as the mont Yrequently used. Where teacher
teedoacr Invel ved sustalining belaviors, Lisa's reacti ro viried wit:,
SOrYrect sStatements, asring-o! additional GQuestions, and the
Cornriltuting ©f COMMents as the most frequently givern resporses.

Plgure .oaloe indicates that aroot <Y percent ol lre contaols
Witi o the teacrer which were iri+tiated iy Lisa involved ;r.cedursl

natters. The teacher ternded tco react o these concerns witr.

atfirmations or process explanations. 4 feature oI all the ;rivate
dvadis interactions was the trend for tre teacher to use more



criticlism than praise with Lisa. Across the 1! lessons criticism
was coded on eight occasions, whgteas praise was coded once.

In summary, where Lisa voluntegred incorrect responses in
™
Jutlic interactions, the teacher's réactlons tend.d to be brief and
neutral both in terms of corrective and evaluative reedback. When

Lisa volunteered correct or partially correct responses ir. putlic

rteractions, the teacher tended to affirm or provide process

o

sustained contert information exchanges.

y

The overall Aralysis of the
Dyadic Interactions

Sore 0! thne dyaedic interactions tetween Lisa and the teacn-

wore araivzed by an overall examination of tre orservarle dats, i

teacher's covert tehavior, and the student's covert uvehavior. Tris
arnalysis provided additional descriptive infcrr.c . at_out the
Ol the %nteractions concerned .

During a whole class discussion, the teacher asked for

examples of parallel lines 1rn everyday 1ife. The teacher was

conrronted withn "a sea of g%hds” and, after hearing examples from s

01 the students, moved onto the ne@ﬁ;section of the lesson. Lisa was
disappoifrted trnat she had not been invited to contribute, so initiated

a putilce interaction at a transitior point in the lessorn a srort time

Later. N
L: Mrs T .
T: Yes.
L: 1s a bridge an example of a parallel lire”
T: It probatly is. (lLesson I

rwedvack. Private dyadic interactions were charactericed bty rnurerous

Qe

R6
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As illustrated in the sattributional analysis, Lisa's intention tor
rersisting with the idea was, "I Jjust wanted ner to get my attention.”
The teacher's ceomments about the incident as reported in the post-
lesson interview included:

I probably srould nave pursued that witn roer and asked rer to
draw a diagram to check out...to see wnat exactly she wa
thinking of'. nat is kind of interesting. I notice witr sore
crnildren you can kind of put them off and they eventually
‘orget about wrat it 1s, but not Lisa. She'll...that's
tyrical of ner...she'll come btack to reep alter you till she
£ets her question answered.

- ' : : \ .
Dres teacner' s report contalined little Or no GawWwarveresss O Llsa $oned

Sor attention, yeb the persistont beraclLr oapparerntll o wWain Lot
Joexpe:cted.  However, the report did lndlcate soree ooanierenl o atont

processes.  Slvern tree tescior’s perlornialooc ckpoClalllns

ZN O AWATC eSS Ol el proTler. WoTrooooLor ol LTreedlate
. . . . . .
S pasllenent coard Iellect b Senonltive reeaction o

v, anotrner o-zcasion, Lisa had volanteered Lo a=monsirale ol
idea. The teacher asked, '"'Does anyone tulnx tney cou:ld core out and
CTOW hOW tlhe tWwo triangles _on the overlead projector screern  Lignt to

rongruent’ Mous*t ostudents dismlssed the pessitiliuy

o
C
Ve
-

M
I
+
o}
b
£

3
b
~
14

velng congruent Yrom visuoal inspection, tut Llsa wanted to attempt a

demor.strwion of tre idea. Her report or the dnteractliorn eplsode
Legarn w.'!oa t=eling o delignt at having been chosen Ly the teacor.er

Tlogl 4] tC tnee front o the class.  However, thne dellgn Gl Rsy

I: Wrnot were you doing thede
L: 1 was stowing her n tre screen what 1 meant. 1t you



s could take that cormer to that corner.

1: 1 see.

L: And I didn't want to do it on the overnead so I  ust
wanted to show her that way.

I: Why did you not want to do it on the overncad?

L: Pecause I didn't want anybody to see it because 1 Knew
1 was wrong as soon as 1 done 1t

I: Okay, so you had to go on with it. Did you mind that®

L: Well I was feecling upset because I nhad finally got uj
there, then I made . mistake, and it didn't loor right
and I just...I wanted to get back into my seat...l kKnew
treey “the other students | knew I was wrong and I was mad
tecause I was wrong. (lLesson J)

™is traumatic episode for Lisa continued When the teacher used Lisa s

erTor 25 o discussion teaching polnt in the lesson. A Lisa recalled,

i dise.ssion jroved to De as o rrassing to hel A wWheno she WES
crying to demonstrate to tre wrole class the ides 0 congrachicy Jhcw
Gree reglfteed traet it ocounld not e done

’ Thee teacner' s Views o tne interactiorn eplscde wWero:

S 15 point that Lisa KLew

Or ottt ghee Fnew U was Lot right tecaase she gl

Ccumee Lpoand shie crvicuoly reard the other crlldr

te done."' Aand yet 1 almost got the irpression

anted to be <ne center of attertior or alrnost playing
amt role game. I don't know.

I thought it was good thougr. I trought tie class n e

end benerited from rer mistake.

W
i

~ ¢ teacner seemed to cue accurately to Lisa's desire ror telng in

trie limellght, thougr. provatly perceived a dilzerent reason 2or Lisa

wantinges tihe attention. Whereas Lisa provably was endeavourine to

[

enrance her pubtlic acaderic image, the teacher percelved Lisa to i«

staging some kind of show. The teacher definitely underestimated

3

v

Lisa's emtarrassment for putlic railure and ner intense feclings vl

@

disappointment at herself. Thils was & retlectior. o _isa's atility
16 conceal her teelings. The teacher instead capitalized on Lisa's

error 4s an opportunity to reinforce teachring points and viewed the



episode from thls perspectlve.

The two episodes described in the overall analysis up to
t*is point demonstrate the potency of misperceptions. In the rapid
interactions and exchanges of a normal classroom, the teacher seemed
ornily to have time l'or a single interpretation of l.isa's bYehavior
vased on what she saw. This interpretation tended to be based on

i

.~

Cormation the teacher possessed about Lisa and on her interpre-

o+

sti.ns ol Lisa's behavior from previous experiences.

Tro teacrer seeMed to be alert to Lisa's attempis to get
a+t.omtion. 1. a later episode involving a student-iritiated private

interacticrn, trne tezcher vecane anrioyed:

¢ rewlly did annoy me at the time and I think I spoke at her

(==

st.arply. 1 said, "Come on, you nave done questions like that
Letar: . It was one of thr. tasics. Sre didn’'t know how to
check ror a flip or something or otner...l tlought, "Are you
doing this deliverately to get some attentlon or...7" I could
rict Yelieve that she'd Tcreotten something so tasic. (Lesson ¢

Iisa claimed trat sne had forgotten:

Like I didn't know how to do it at that time, but I looked
Lacr, and then I did, and then I asked frer, "I didn't rnow
row to do it," and she goes, "Well, you have done 1t before.

Novertheless, the teacher spent 50 seconds working through the exercise

withn Lisa. While she expressed satisfaction with the relp she
received, Lisa was sensitive to the criticlsm, as percelved in the
teacher's use of volce, at the beginning of the interaction episode:
"Trat's why I hate asking her. That's why you Wwill see me turning
around to Carol." These insignts provided some explanations for why
Lisa was observed to be interacting frequently during seatwork.

Lisa often initiated dyadic interactlons with the ts&gger

vecause she needed help. The teacher's typical reaction to this need
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was exemplified by the following verbal rep)rt:
I ended up going through a complete example witl her, and
watching her step by step and commenting as she went through
it...I spend quite a bit of time with her. It seems to follow
a pattern almost. 1 mean, almost every day I seem...she does
have problems...I think by doing one with her 1ike that and
ng over it all again, it Just sort of locks it all in.
sson 2)
The teacher often alluded to Lisa's learning problem of short memory
recall. She also noted that often Lisa's difficulties were probtlems
in reading directions. "I find if I Just read the direction for her
or go over with her, ask her tc read 1t, that's half the problem”
(Lesson ).
However, after viewing Lisa's vehavior on the video recordings
oI the lessons, the teacher began to speculate on otier reasons
uanderlying lLisa's provlems with the mathematics.
1'r. thinking now that maybe part of Lisa's protlem is that she
doesn't exactly pay attention so closely in class. She's busy
comting her hair. (Lesson R)
¥or this eplsode Lisa commented tnhat when she did not understand sne
became bored. "I know I'm wrong so why pay attention®” and
consequently combed her halr. Later, while viewing another lesson,
the teacher commented:
I notice Lisa wandering around jusy after I explained it. You
would think she would go ahead and work on another example...
I'm wondering if part of her short memory recall isn't that
she's not paylng as close of attentlon or that her mind wanders
while she's trying to learn.
These comments suggested the teacher was considering some possible
modification of her thoughts about Lisa. Whereas she had formerly
att;ibuted Lisa's problem to a learning disablility, the teacher now

considered perceivy some of Llsa's problem to be a lack of effort.
> ;

: B
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The evidence presented indicated that the teacher held lower
performance expectation'or Lisa and that Lisa was aware ol these
expectations. The numerous public interactions btetween Lisa and the
teacher reflected Lisa's desire to g£aln the teacher's attention,
probably for the purpose of attempting to convey a favoralle
impression to her. By veing seen to participate and willing to try,
I.isa seemed to be responding to the soclally approved effort ethic at
the same time as malntaining a degree of self-esteem. However, the
reality of public fallure was nearly always present, hehce a deep
conlict existed for Lisa personally.

Private dyadic interactions betweer. Lisa and the teacher also
involved more tharn a content information exchange. The teacrer
provided z generous amocunt of assistance to Lisa wricr. satisried rer
greatly ror she usually understood the task as a result ol tle help.
While the help was & rorm of instructional compenu:tiorn by the teacrer,
given the teacher's knowledge of Lisa's specitic problen witn learning,
Lisa was nevertheless concerned about the image she was presentirg to
the teacher. As a consequence, she engaged in behaviors wrich were
attempts to minimize the teacner's impression that she wao not

succeeding because of lack of ability or lack of effort.

Summary Analysis

The results of describing lLisa's behavior during the learning
of mathematics have established some tentative relationships amorg
and between Lisa's conception of self-performance, Llsa's causal

perceptions of success and fallure, Lisa's achlievement-related



reravior, the teacher's benavior towards Lisa, ard the teacher's

Caudadl

O,

T

perception of Lisa's performance.

Lisa wanted a good mark on the report form, preleratly one
which was tetter than that gained previously. There were
indications of pressure from the home.

Lisa percelved that the espoused criterion Ior succCess was
ellort. r

Despite expenditure of effort, Lisa percelved llttle or nu
ellort-outcome covariation.

A deeper telle? neld by Lisa was that the cuews of tallure
Wi percelved to be luack ol atility.
fise perceived that sne experienced fallures ol many torno.
Trey ocourred frequertly and sorme were deemed sigrniticans
recaLse o trelr assumed lmportance for her Jealling Progress
and tecause ol thelr perceived inflience oL peers.
Lisa olten expressed negative emotions, some of wrich incladed
intense Teelings of arfkiety and disaprointment.
Lisa was otserved as a student who was mainly on-task.

During seatwork, she was olten observed interacting with otler
students.

Lisa often found she could not understand much o the métgrial
o be learmned.
Whenever whole class dlscussion sessions were prolonged, Lisa
tended to engage in discreet distracted behaviors.

Lisa endeavoured to enhance her putlic ac%démic image

o

especlally for the benefit of the teacher. However, she had
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to balance thls deslre against the risk ot embarrassment ot
putlic failure.

Lisa was able to maintaln some degree of selt -esteem tor the
tenet’it Of hersel!, her teachier, her mother, and her peers,

by engaging in selr-protective behaviors which included
misattributirng her pertormance to lack of etf'tort, mood,

and/or external factors rather than to lack of ability.

Lisec perceived the teacheor held lower pertormance expectations

Jor her and trls would bte realized in a lower mark on t.er

Line Wwas very concoerned atout wnat the teacher the oht of
ror. She ergaged In varicus vehaviors in an attempt to
errance the teacher's impressions of her.

Lisa engaged in viarlous attentlon-seeking toraviors, toe
intentione of which were soretimes mispercelived by toe
Leaclher.

The teacher held lower pertormance expectations for Lisa.
Incorporated within these expectations was an awareness ob
Lisa's éroblem witn short memory recall.

The teacher engaged irn compensatory behaviors with Lisa
especlally wher. she needed help with her seatwork.
Occasicrally, under the stress o!f normal classroom
furictioning, Lisa perceived elements of teacher criticism and
annoyance toward her which she interpreted negatively.

Consequently, Lisa often preferred to seek help from classroom

friends, hence the frequent interacting with other students



during seatwork. At times Lisa was the target or corrective
behavior durlng these interactions with other students, which
Lisa again interpreted negatively. Lisa's reasons for
avoiding asking the teacher tor help pertained to the
preserving of a more tavorable impression.

(8. The teacher began to consider moditylng her attritution ot

‘15&'5 protlem to lack of ettfort as much as to lack ol

atility, based on presumed lack of attention retaviors ty
Lisa.
. Llsa was an unsucceesstul student because ner approacr. Lo

learning tended to be cnaracterized ty iearned helplessness.

SREG

flograprical Information

Jreg wWas the seqond of two boys in his Tamily which lived ir
theilr home in the neighbourhood of the school. He had always lived in
Edmonton, mainly on the south side of the city.

Greg was aged !! years and stated that his main interest was
the family dog, an !i month old German Shepherd. He nad begun a rock
collecting hotby following a recent visit to the site of petrified
wood and bone tossils. Greg reported watching a considerable amourt
of television, with "Happy Days” and "Charlie's Angels” among his
favorite programs. The family had travelled to San Iranclsco and
to the British Columblia coast, as well as throughout Alberta.

While he commented that he fulfilled no dutles around the



255

school, Greg nevertheless jolned in school-organized extra-curricular
activities. He telt the Grade 5 year had been a particularly good one
tor him as he belleved he had leérnt well, mainly through the help ot
4 good teacher. Hils best subjects were mathematics, physical
education, art, and language arts.\gHe especlally liked to write
stories. Greg rad two close friends in the class. He enjoyed tleir
‘riendstr.ip tecause they treated him well in last yeuwr's class. Greg's
response o tne question, "why do you come ¢ . school " was, "To learn
because parents don't know it all.™
Tre teachier viewed Greg as 4 student with o few protlems
largely because nls ability was not as great is the other students.
Stie Lelleved hie Knew e was nct as Lright as tne otrers .nd percelved
trat Greg played on tnls somewnat:
He almost seems to laiay trat role. I tnini he tinds comtort in
iv, In a way. Probaviy in other years he's gotten away wit!. not
icing as much work or working as hard tecause of this. 1 almost
get tne feellng he's using 1t, and [ don't Know exactly wWhere to
draw tre line.
Some conilicting information was found in the formal
.
descriptive data. 1In support of the teacher's comments, Greg achleved
in matnematlics a percentile score of Y on a school district wide
assessment. Tnls indicated that Greg was a lower achieving student ir
mathematics. Meanwhile, Greg's total expectat: score of 147 on the
forced cholce, seltf-rating rArS placed Greg among the students in iis
class who had the highest academic self-expectations. His
expectations in mathematics sub-score or 24 out of a possible <8 was

close to the class mean. Examination of his responses indicated that

Greg expected to learn everything that would be taught, that he
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expected to be better than most kids and that he'expécted td‘enjoyi
math a great deal in the coming year. His self-rating of‘expéctdtiags
for mathematics in the long term was consistent with these results. z&.
Greg's resulits on the PAPS were treated with cautlon given the réaiit;‘ZQ'.y ‘
! .
of the other information, yet They raised immediately interestidg‘ .
qdestions as to why hie should rate himselt in this manner.
areg's seltf -reporting of internal responsihility.ror HUCCeBS
or raliure on the IAR revealed that out ot ¥ situations he attribtuted
<t tu internal causes and 8 to external causes. Because his internal
responsitility for success score of L was higher than his interncl
responsioility for fallure score o:r 10, 1t carn be concluded that Greg
verded Lo assume credit ror causing good things to nappen but was
disirclined o accert the Flame 'or unpleasant consedguences or
cireumstances. Bxamination o!f his responses suggested that
differential causal benavior toward success and fallure luargely
occurred 1in situations comparing his input of ettfort with the
teacrner's explanations, the giving of help, and the teacner's ..wvel of
cornicer:. In success situations, Greg clalmed internal responsitility
tut with tallure situations ne attributed blame to tne external
causes, namely, the teacher and those responsitlie tfor his learnirg
development. In situations comparing his effort or atility witr
perceptions otf tasks, other people's moods and views, and cirers’
atilities, Greg claimed internal responsitlility for both success and

fallure-



guantitative Analysis ot Mehavior

"3 .

Greg's belavior during tig 10 lessons on mathematics was

analyzed quantlitatively according to bouth overt and covert aspects.

Jvert .Eeﬂ&{%

The results of the analysis o! ureg's overt tehavior are
presented 1In Tatles 25, L6, and &7. Tarle 25 shows that the ma jority
0! Sreg's overt betavior wis coded as oceurring durilng the lesson
situations of teacher led whole class Instruction and’lﬁ'seatwork,
these situations acce.nting tor approsimately o7 percent and
<+ percernt, respectlvely, of the learning time. A rigr percentage or
;re"s vehavior ir ecuach jesson situation was observed to be attending -
~istening. As Tabtle ¢ indicates, a:tendlng-listening behaviors
accpgnted;for 1oyt < percent o Lreg's time during tcacrer-led whole
class Instruction, about v) percent o! student demonstration whole
ciass insiructlion, and avout 7. percent of seatwork. As a percentage
mean o! learning time across all learning situatlons, Taonle 27 shows
that attending-listening behaviors were observed o9 percent of all
benlviors during the 10 mathematics lessons.

Most of the remaining time 3reg was coded as not attending-
listening. Tatle 27 indicates that across all lesson situations for
all iessons tmne percentage mean for Greg's not attending-listening
behaviors was about 11 percent. Tables 25 and 2£ show that not
attending-listening behaviors were more likely to occur during

seatwork where Greg was coded to be not attending-listening on the

average of about 5 percent ol the time. Not attending-listening

--
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behaviors during teacher-led whole class instruction and student
demonstration whole class instruction lesson sltuations were coded
about 7 percent and 5 percent, respectively, of the time. The student
overt benavicr categories of interacting with other sﬁkdcnts, teing
out o! desx, or being supervized by the teacher, were coded as
occurring in:requently across all lesson situations.

Ir. quantitative terms, Greg was observed t¢ pe or-task mucl.
of tre time during most lessons, especlally in the ‘ecacher-ied and
student deronsdration whoie class situations. He was most lixkely to
ve not attending-listening during seatwork. Tables o5 and &7 show
that lessons 6 and 9 were days when Greg was not attendirg or
listerning abtout 15 percent of the time or more. Lesson & ;as a day

When Le Was nged as r.ot attending-listening durire teacrner-led whole
>

class ingir 2 0r 17 percent o the time. Chie dally variations irn

nis overt uehavior can only te explained from an o urnalyois of Sreg's

.

c®vert uvehavior.

Covert zehdvior .

Tatle <& presents the results of the anzlysis ofeGreg's
interactive thoughts acréss the 10 mathematics lessons as determined
vy the use of GASSIT. Most ot the interactive thoughts reported by
Sreg were self -pertormance thoughts and behavioral moves--self, which
accounted for about <5 percent and << percent, respectively, of all
thoughts. Approximately another 14 percent of Greg's thoughts were
categorized as thinking processes for learning mathematics.

Behavioral moves--student, self-performance--feelings, feelings, and

non-task-related were categories of thoughts reported on an average

¢
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3.
o1 5 to 1u percent of all thoughts. Relatively tew thoughts in the
categories of subject matter and b%pavioral moves--teacher were
reported.
The interactive thoughts in six categories were furth!g
arilyzed according to sub-categories o: what the thoughts were abtout.
Tney were behavioral moves--self, behavioral moves--student,
sehavioral moves;?teacher, self—performance——thoughts, self -

performance--feelings, and feelings. Tatle 29 presents the results

[ 4

0l this more intensive analysis.

Behavioral moves--self. As 7 o SN s, about €7 percent
Ny = . 3
i 4 (D A N *
0 Greg's behavioral moves--self tho PR ERIPEI ] ned to attending-

listcni:g. This buld appear to support the findings in the
overt analysls, .as another 18 percent of the thoughts in
this catesory réfe to motive; for attending. Only a small

percentage of tho:;hfs co;cerned the sut;categories of motives tu

avold attending and avoiding or seeking to participate publicly.<

Behavioral moves-—stug* Greg seemed to be aware of what
otrrr students were doing and hew well they were performing during the:
learniry of mathematiCE’ Table 29 shows tha£ about 46 percent of
Greg's beliavioral moves--student thoughts were focused upon other

Q%Students' successes and fallures, while another 40 per?ent moni tored
aspetts of thelr behaylor. Relatively few thoughts were reported
which were concerned with what other students were thinking. Thoughts
expressed abog} interacting with other students accounted for only

9 percent of all thoughts in this cateéory-



) )
Table 29
Within-Category Percentage Distributions of

Sub-categories of Selected Student .
Thought Categories of CASSIT : Greg '

Sub-categories of Selected CASSIT ) ”i;:igiizzgory
Categories of Student Thoughts Distributions
Behavioral Moves--Self ‘
Seek public participation 2.63 -
Avoid public participation 5.26
Attending-lissening ¢ £7.1°
Motive to attend B.42
Motive to avold attending 6.58
Behavioral Moves--Student
Perceptions of other students' performances - 45.7:
Infererices of other students' thoughts 5.71
Interactions : 5.57
Perceptions of other students'’ “ehavior 40 .00
Behavioral Moves--Teacher w
Percepticns of teacher's instructional moves 13.33
Perceptions of teacher's reactions 13.33
Interactions 13-33
Perceptions of teacher's behaVior 60 .00
Self -t ormance--Thoughts Q
Self -assessment--success : 15.2
Self -assessment--fallure 21 .74
- Pq; ptions of task difficubty 19.57
< ?eroeptions of task structure 20.65
Setf-attributions 5.43
Self +sgpectations Y 7.61%
Significant other ‘. 9.78
Self-Performance--Feellngs ’
Anxiety 53.33
Morally neutral --positive 30.00
Morally neutral--negative: 16.67
Feelings .
Positive / Lg.ks
Negative - .55
' /
M
S Lo
)\
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Behavioral moves i?achgg Ot the ifw behavioral moves
teacher thoughts reported by Greg, Table 29 raveals that most referred
tu his awareness of what the teachier was doing, these accounting tor

60 percent of the thoughts in the category. Greg reported only a
small number of thoughts about the téébhe:" tnstructional moves, her

reactions to happenings in the class, and about hds interactions with

the teacher.

s

X
Self-performance--thoughts. Greg's reporteu thougnts

pertaining to nils successes an fallures accounted :'or about

i'37 beicent or all his self-performance thoughts, with the rallures
being considered more frequently than the syceesses. Tatle £9 also
indicates that ancther &0 percent of sa&f—pérformahbe thoughits rélated
tb perceptions of the q.ﬁks in terms of their difriculty and thelr
structure . Thoughts involving significant otners accounted ror a

further 10 percent ol the thoughts in this category, while self-

expectations and self-attributions were infrequently reported-

Sel?t -performance ~clings. Thought units coded in this
category accounted for .o «rcent of all Greg's interactive thoughts.
As Table 29 reveals, 53 per:ent of the emotions expressed involved
anxlety, ranging from feeling scared to worry. Another 30 percent of
Greg's self-performance feelings were morally neutral and positivwe in
nature, while the balance of 17 percent were moralf; neutral and

negative. No morally unneutral emotions were reported by Greg.

Feelings. Of the feellings which Greg expressed about .

classroom matters and happenings in general, more were negative in

-
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nature than positive. Table Y indicates that teelings such as anger,
embarrassment, boredom, anxiety, and dislike were expressed 4% percent
ot all feellngs, while pleasure and amusement accounted for the
calance of 4% percent.

Summary of guantitative Analysis P
of Behavior '
Greg was observed to be on-task for most of the time,
‘esPecially during whole class discussion lesson situations. Some not

aqtegding-listening behaviors were recorded during seatwork. The
m;jority of Greg's feported interactive thoughts focused upon the

P L
/selgi‘namaly, his own performance, his behavior, and his feelings
abuut ris pertformance. While hls behavior thoughts reflected a trend

;ﬁ 2

;is“attgnding«listening, Greg's self -performance thoughts and feelings
Zoﬁgzsted of fallure and negative tendencies, respectively. The
aggeniing—listening characteristic of Greg's thoughts were supported
by the approximately :4 percent of all thoughts which were categorized
as cognlitive processes. The nature of the relationship between higher
eftort !hput on the one hand and lower outcome on the other may well
be discerned from an attributional analysis of Greg's covert behavior.

Attribuvional Analysis of Self -Performan.:
Covert Behavior

A significant proportion of Greg's mental activity during the
learning of mathematics pertalned to components of self-performance
thoughts and feelings. These aspects of covert behavior contained
sets of causal relationships and a base of underlying ideas, views,

~

beliefs, emotions, and lines of reasoning.



Causal Explanatlions ot Greg's \
Behavior
.
The transcripts of the Interviews wi‘r. reg contalned several
chailns of comments. These were collated int  ive clusters: approach

to learning, perceptions ot task, specific pertormance, public

participation, and perceptions of other students' performances.

Eact,

.cluster of Greg's chains of comments is described, with examples and

anecdotes included.

Approach to learning. When challenged with new or dirficult

material, Jreg's behavior tended to tfollow a pattern:

QY 1= QY

Q= Q

—

(%)

How did you find this worksheet’

Well, it was kind of hard in fact.

How were you starting to feel then”

Well, I was kind of mad but I kept on trying to make it
work .

Did sou finally get 1it?

Oh no...I gave up finally.

Do you usually like to give up when a thing gets toogrn
for you like that?

Sometimes I give up and sometimes 1 don't.

Why do you think you choose to give up?

well, when 1 feel 1ike I can't do it and I try and try

.over and again, 1 finally give up because I'm mad at it.

Why do you think you can't do that sort ef thing”
Maybe I don't try hard and I didn't try different
things. (Lesson 5)

This example was typical of Greg's reported covert behavior when

confronted with tasks which he could not handle. His comments

indicated he expended much effort but when beaten he tended to glve

up, attributing this failure to insuffigient effort. However, other

situations of a_similar nature suggested that a perceived lack orf

ability was recognized by Greg. On one occasion Greg reported

becoming mad with a worksheet and began to worry about his performance.

He attributed his failure in this instance to lack of competency.

P
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Orily when o classmate went to the teacher for help did Greg choose to

do llkewise. As a result of her verbal comments to him Greg telt a

gTeat deal better. ™

In what way were you helped?

Well she told me what my problem was.

What was your problem?”

l.ike, my hand was shaky all the time. And the ploture

would slip sometimes.

1: Okay, and how did that help you when you got back tu
your desk”?

: wWell, so that next time I could try to not make my hand

shake a little bit. (Lesson &)

oo Q0

wrile sreg reported still beling mad with the workshieet, he no !.nger
worried atout his pertormance. In other wgrds, the problem of rallure
remained tut the@erceived undesirfable consequences had dissipated
because of some kind of assurance Greg perceived he had recelived lrom
the teacher. This interaction - .sode is fully discussed in the

overail analysis of dyadic interactions b eg and thre teacher.

The eéexamples described seemed to e Greg's approach tq
-learning. He tfrequently had %g contend with'failure situations in .
which he percelved little or no effort outcome covariation. There
were indications that he attributed his faillure to lack of agglity and
lack ot effort, and experienced a variety of negative emotions
accordingly. Behaviors and pertormances of these kinds would appear
to be symptomatic, at least to a partial degree, of a learned
helplessness approach to learning. However, at times, Greg showed
signs of motivated concern toward his self -performance.

Following the announcement of His test result, Greg was

attending closely to the teacher's comments. While his result was
€

one of the .owest .- the class, he nevertheless was positlvely

Lot
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motivated. 'Y
1: When she t'irst began speaking, what were you thinking?
s Well, 1 was thinking about things 1 got wrorng;, and I-
was looking at them...I wanted to see what 1 did wrong-
(I.+ss0n 10)
]
areg reported he followed the teacher closely througnout this extended
discussion session.. ‘\ -
Overall, while Greg displayed certa&b signs of learned

helplessness, there were other indications which precluded totally

categorizing his approach tu learning in this way.

[ask perceptions. Greg's verbal comments about nis learning
ol mathematics were characterized by numerous references to
dncertainty toward understanding the subject matter and to task
L

11 Ciculty.  His cognltions were sometimes accompanied by an

exjression of an emotion and some causal explanation.

I: What were you thinking”

5: I Was thinklng about the answer to her question and I
tnink I said "Yes." Well, I muttered it to myselt.

I:  You never put up your hand thougt .

2y No.

I: Why not?

G: Well, I wasn't quite sure so 1 was a bit scared-

1: 1In what way were you not quite sure?

5: well, 1like this was the first time I had ever worked on
o
this. (Lesson 2) <
In this situation, Greg's response to the teacher's questiorn ‘L

would have been incorrect. Uncertainty about his understanding was
accompanied by some anxiety and was attributed to newness of the
subject matter. Greg often claimed that he was reluctant to
participate publicly in the discussion because "it was my first time

doing this stpff" (Lesson 3).




Gree trequently reported instances of not fully attending,
especially during the whole class situations. While he sustained
attention tor periods of time, he oftcﬁ commented that his mind began
to Wander once the sessions became prolonged: ™I was kind of ti\
and | wasn't too quite sure of the answer. . . . I was kind of
with my ruler” (Lesson 5). Un ditferent occaslons Greg re
distracted by what other students were doing, by daydreaming‘ Py
concerns beyond the classroom. Even during the test he fouﬁi! mself
distracted by what others were dolng. The evidence ﬁuggestit areg
tended to be distracted when he did not have a clear perceptlion o! the
task . s
4t times areg percelved initially that a task was casy but
gound it harder than he had anticipated:
~% 5: Well, like, the first question 1 did. I had to dou i*

. over again, 'cause 1 didn't get 1t exactly right.

who decided for you to do it over again”

1 did. 1 was thinking I should erase it and do 1t over
again.

1: -Why did you want to erase 1t and do it over agaln”
G. Well, so I could get it right. (Lesson 2)

[N

AP
In addition, Greg pointed out that he wanted the teacher to see that

nis work was right when he handed it in for marking.
On a few occasions, Greg's initial perception of an easy task

proved to be well founded:

well 1t [the worksheet] looked kind of easy.

How did you find 1it?

Well, it was okay.

How do you feel you have got on with the worksheet?

Pretty good.

Why do you think you have done pretty good?

Well I was going kind of pretty fast. Like, I followed
her...I kpeéw what to do because I was listening. (Lesson 3)

L
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Greg attributed hls clear pc{feptlun of task to ettort during the
whole class instruction 4e;;on situation. ‘

His initial percept’! of the unit test relleved him of some
deep anxletles. Prior to tg;‘distribution of the test materials,
Greg reported:s "1 was scared and I was hoping she would have
torgoutton about the test...I don't iike tests all that much because
I'm scared that they will be hard"” (Lesson 9). Greg assoclated hard
questions with a poor performance. However, when he fifst looked over
the test, Greg reallzed that 1t was as easy as he had hoped and
expected little or no trouble. At the end of the test Greg felt
"pretty good” tecause he believed he had nearly all of it correct.
"1 wiil tell her (my Mom’ tha} I had my maths test today and that it ' \
wasn't too hard" (Lesson 9). These perceptions of the unit test by
Greg are interesting, glven that he scored 43 percent--the second

lowest mark of all the students in the class.

Specific performances. Greg often made reference to specific
successes and fallures which tended to be accompanied by the
expression of an emotion. Whille working on a worksheet the teacher

w

had publicly asked him a question.

I: What were your thoughts when you heard your name called”?

G: 1 was kind of scared because I didn't know what she wanted
me for because I didn't think it was about the maths sheet.

I: What went through your mind at that time?

G: . Well, I was thinking about the answer 1 drew. Like the

cross...1 felt good because she accepted my answer...l was
right and she agreed.
I: Now Just after she had finished talking with you, can you
remember what you were €thinking and feeling at that time”
G: I was feeling good because 1t had made me feel bettar.
- And 1 was right. (Lesson 7)



¥4

On another occasion, when the teacher was returning work-

¥eets, Greg felt anxious while waiting for his paper.
A
G: 1 was kind of shaky. Like, if I did good or bad.
I: What went through your mind when you actually had the
paper in your hand”

G: I was kind of happy with the work 1 did, and some things.

I: Why was that?

G: Well I did kind of good in math...on the sheet.

I+ How well did you do? o > ‘ .

G: Well, on the first question I dia:rn't do very good, and the
last one. The rest 1 did pretty good. ’

I: Did you think that was about as good as you could do at
this time? .

G: Well, no! 1 thought I could do better.

1: Wwhy do you think you didn't do as well as you could have
done”

G: Maybe I dddn't try too hard or I wasn't paying attention
maybe. (Lesson 5)

This example typified a number of chains of comments, particularly in

terms of the doubtful attributionvof-failure to effort. As the
transcript sample also indicates, Greg percelved success when he
Judged he had otrtained as many correct responses as needed to allay
the ear of railure. His early concern before recelving back the
worksheet sugge§ted that the possibility of fallure definitely
eXistéalin.his ;ind. Theretore, Greg's threshold for success or
ffailure seemed closely linked to his feelings toward self-performance.
These notions were brought sharply to focus with thé results
of the unit test. Prior to the announcement of the test results,
Greg reported: i
G: 1 wasn't feeling too good.
1: Why not?
G: Well, 1 was kind of scared 1 might get the lowest mark
maybe. (Lesson 10)
Again Greg considered the possibility of perceived fallure. He was

very concerned about the teacher's reactions and his Mom's reactions

27



if he gained the lowest mark or a bad mark.

I: Greg, how did you get on in the test?

G: I had 43 percent.

I: And were you surprised at the result?

G: Yes a bit.

I: Why were you surprised?

G: Well I did good sort of. Like I didn't get all...why, 1
got some right but sometimes I got half of them wrong,
right. ; :

I: Why do you think you got about half and half?

G: Well 1ike, maybe I was paying attention a bit on math and

thinking of different things like the diorama...I also
didn't study for it.
I: How do you feel about the result generally?
G: Not too bad. (Lesson 10)
Greg's attribution of his performance to effort or lack of effort
again seemed doubtful. Also, he reported that he viewed his test
4 .
result as a partial success.

-

1: What were you thinking when you first looked at your score?
G: Well, I looked at the 473 percent and then I looked at the
blackboard to see how high it was from the top. I didn't
feel too bad., (Lesson 10)
While Greg's remarks probably reflect a hidden concern about his
pertormance, he seemed relieved that he had not gained the lowest mark
in the class. This may well have proved to be the basis of his
partial success.
Overall, Greg experienced fe; real successes but frequently
faced the prospect df perceived fallure. However, by acceptingd a
lower threshold level for differentiating between success and failure,
which éeemed closely iinked to feeling good or feeling bad, he seemed
able to cope with his all-round lower level of achlevement. Greg
reported gftributing his lower performance level to lack of effort,

but these oausal explanations, by the manner in which they were

expressed, tended to be unconvincing, suggesting that Greg might have
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perceived other factors to be responsible.
¢

L

Puﬁlic participation. Greg preferred not to participate

2

v
publicly. On several occasions he reported he was unwillinQ_to -
- 4

demonstrate an idea in front “of the class:

G: I kind of get shy when I'm up there in front of the classroom.

I: Why do you become shy?

G: Well, like, everyone's looking...watching you. That makes

me kind of feel funny. (Lesson 5)

Greg indicated in an earlier lesson that he preferred not to be the
“irst one up at the front of the class to demonstrate an idea but,
i the teacher had called on him; he would have gone through with the
demonstration. In some instances his main reluctance to participate
seemed to focus on his feeling of pérceived uncertainty toward the
subject matter because thls was his first exposure to motion geometry.
More likely, however, Greg preferred ﬁot to volunteer to participate
in order not to place himself in a situation of potential public
fallure. When commenting about a practical joke that was played on
a boy who was demonstrating an 1dea in front of the class, Greg
stated: "I wouldn't feel all that good if I was him, hecause I might
think that they were laughing at my answer...that 1 was getting it
wrong' (Lesson 1). Greg noted that he would prefer the other students
to laugh at something he was wearing than laugh at the quality of the
ideas he was demonstrating.
Greg tended to volunteer to contribute an idea during whole "’
class discussion only when he was absolutely certaln S% the answer.

However, Greg's hand raising was characterized elther by putting his

hand half up or by putting his hand up a l1ittle later than others,
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usually when he observed the teacher was on the point of selecting
from other volunteers. '

I: You put your hand up there. You put it up a little later
than others. Why was that?
G:s  Well, maybe 'cause they thought of the answer before I
did. (Lesson ?7) p
Greg reported not beigg disappointed when another student was chosen
and felt that his slowness at putting up his hand and his desk
Flacement near the back of the Troom contributed to this non-selection
by the teacher. He believed the teacher selected students to respond
on the basis of first hands up and sometimes because she noted that a
student had not answered for some time. Greg commented that the

?
teacher did not seem to pPick on some students more than others.

.Overall, Greg appeared reluctant to volunteer to demonstrate
ldeas in front of the class or contribute ideas toward the class
discussions. While he frequently claimed he was unsure of .whether he
would be correct or not, largely because of unfamiliarity with the
subject matter, he also seemed to engage in behaviors designed to
avoid participation. His expected feelings of nervousness and shyness
when in front of the class were emotions which he perceived might

contribute negatively to his public image.

. i
Perceptions of other students' behavior. Whenever other

-

students were demonstrating ideas in front of the class Greg tended
to have 1ittle or no desire to take thelr place, but he did use their
ldeas and answers as & basis for comparison with his own.

I: Now, Lisa goes up and works on this. What were you thinking

and feeling then?
G: That's when she put the mark with those squares and then
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N she did it from the bottom to the top of the other one. And
that's when 1 was sure it was wrong. You couldn't do it.
Then I was quite sure I was right. (Lesson 2)
Where Greg percéived success when another student was unsuccessful
&
he tended to have good feellngs. However® he felt erently when
a student whom Greg perceived to be less successful at maths
succgeded where he falled.
G: Well, I was...llke he had his all right...llke all of them

and I didn't have all of them right. So it didn't make me
feel too good.

I: Would you like to explain this feeling that you didn't
feel too good?

G: Well, T felt kind of...well T didn't feel good because like
he got his right and maybe 1 didn't trace mine that good.

Maybe I was going too quickly in tracing. (Lesson 6)

[

In the pre-test interview Greg did report that he was
concerned about how other students would perform in the test. ''Well,
I mostly think how good they are” (Lesson 8). During the test Greg
became aware of other students finishing early.

I: What thoughts did you have at that time?

G: Well, I was wondering if they went fast or if they...if
I went slow. (Lesson 9)

Greg had expected some of those who finished to be the first through
the test, but some who finished early did surprise him. He was able

to learn from the manner in which the teacher announced the results

how others performed on the test.

Greg's Basic Ideas and Beliefs

Self -expectations. Greg seemed to hold generally lower
self -expectations for his performances. At tlimes these self-
expectations seemed to be a function of his perceptions of the tasks

such as exemplified in a pre-lesson interview.
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I: How do you think you will get on in maths today?

G: Fairly good. It's not too hard.

It Why do you think you'll get on pretty good? °

Gt Well, because I'm here [had been absent earlier in the week]
and she explalns it well: °

I: What is there a®vout today'’'s maths that makes you think you
will do fairly well?

Gs Well, from the other work, it is kind of easy. (Lesson 1)

As the pre-test interview showed, terms used by Greg such as "fairly
good" or "pretty good" referred to about a 50 percent pass rate.

I: How do you expect to get on in-the test?

G: Maybe good.

I: What do you mean by maybe good”

G: I would say maybe about half and half.

I: Why do you think you are going to get about half and half?

G: Well, 'cause there are some hard questions like.

I: How do you know they are hard?

G: Well from the worksheets maybe, because that's where it's

all coming from. (Lesson 9)

Greg's disinclination to participate publicly also underlined
the expectations he held for himself. He did not want other students
.- 0
‘"to know his level of performance or ability and preferred to use
avoidance processes where possible. When Greg needed help from the
teacher he reported:

G: I like to walt when there 1is hardly anyone there, so
that 1'11 feel better.
I: Why does it make you feel better?
G: Well 1ike, kids...they might laugh at the question I have

to ask for. (Lesson 1) *

Greg's uncertainty about many of his reéponsés'to the questions asked
of the class by the teacher probably added to his belief of lower
expectations.'

A clear indication of Greg's self-expectations was revealed
in his comments when awaiting the handing back of his unit test
results. "I was kind of scared I might get the lowest mark, maybe

I wasn't thinking I would get the lowest mark but maybe a little

«w



closg to 1t" (Lesson 10). With his test result, Greg commented, 'Well,
I would say it's abQut what I usually get." ‘
The direct evidence)and int;rpretations of a variety of his
comments ten& to support ;he conclusion that Greg %eld lower
performance expectations for himself inaqthe learning of mathematics.
While he tended to report that he attributed his lower performance to
laeck of effort, the evidence would suggest other causal factors were

percelved to be responsible. Greg often commented that he tried very

hard but still falled.

Greg's perceptlons of the teacher's performance expectations
of himself. Greg often expressed concern about what the teacher might
be thinking of him. He tended to believe she perceived him to be
"in-between bad and good in maths” (Lesson 4) which he copsidered to
be a falr reflection of his performance. When he provided the correct
response to a public dyadic interaction b;tween the teaeher and
himself, Greg felt particularly good because he believed the incident
would help her to think he was doing well. "I think it might give me
a2 better mark on my report card” (Lesson 7). This incident typifiedl
Greg's desire for the teacher to notice that his work was correct.

His thoughts around the unit test situation pro?ided insights
into what he perceived éhe teacher's impression of him was like.

y I: What sort of thoughts do you think she is going to have

about you and motion geometry after tomorrow's test?

G: Maybe good...She might want me to go more than half and
half...maybe all right or a little more than a half.

(Lesson 8)

These thoughts reflected the reality of the teacher's expectations

matching his own, yet Greg also implled that she would like him to
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achieve begter. On the day of tge test Greg felt he had m;naged to
succeed with most of the test; yet, as he handed it in: 'Wwell, I was
kind of scared...l was kind of worrying what she would think...me done
that fast” (Lesson 9). After the test was marked, Greg reported:
G: She might think I haven't been trylng too hard or .
something, maybe.

Vi 1: ou think she would have been s rised about the mark-
- ™~ urp
G ¢V (Lesson 10)

Greg commented that the teacher's views on hiq;
o mathematics were about the same as the ideas he he
performance.
Greg seemed t. te of the opinion that the teacher would
»
ascribe her lower performance expectations for him to a Jack of
cfforf. Earlier in the lessons Greg had commented that if he had
answered incorrectly one of the teacher's questions:
I wouldn't feel too good.
For what reasons?

Well, 1ike, I wouldn't have the answer and she might think
I was fooling around, maybe. (Lesson 7)

Y= O

Overall, Greg perceived the teacher held lower performance
expectatlions for him and that these were possibly based on an

attribution of lack of his effort.

Perceptions of other students' performances. Greg seemed to
perceive clearly the achievement hierarchy of students in the
classroom.

Why do you think they did better”

Well there is lots of smart kids in the classroom.

Do you know who the smart kids are”

Some of them.

How do you know they are smart?

: Well, like they are good in other things, like maybe
reading, language arts...they answer a lot of questions

QOO
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and stut't. They get a lot right.

I: Do you know who‘{he not so smart kids are in the room”

G: Yes.

I+ Why do you think they are not so smart?

G: Well, maybe they don't get all the gquestions right or maybe
or sométimes they don't pay attention very much...they
didn't try tqo hard. (Lesson 5)

N\

Greg had noticed that the stﬁdents who were fgood at mathemg&ﬁcs tended
to answer more questions and especially the difficult questions.

While he did not expect to score the top mark in the test, he did guess
successfully the two likely candidates from among the claﬂs- Again,
Greg percelved thgz less successful students were those who expended

insufficient effort.

!
Perceptions of tasks and activities. Greg reported activity

sessions such as completing worksheets to be the mest important part
’

of the lessons in mathematics. As he explained, "When we do our
worksheets then I know what is golng to be coming up ahead.” He
preferred worksheets which were somewhere in between hard and easy.

I: Why do you prefer those particular ones?:
G: Well, so the easy ones could help you understand it and
the harder ones make you think a lot more. (Lesson 8)
His rationale for this view was that it was best if a person did not
have to think hard all the time nor have to not think at all
throughout the maths lessons.
In terms of the total unit, Greg felt that he would remember
the worksheet activit;es more t%an anything else that happened during
the 10 lessons. But the most important aspect of the whole unit on

motion geometry for Greg was the unit test. Marks were given for the

tests which he realized counted toward his report card.
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On several occasions during the interviews Greg made reference
to the repoxrt card. When he was Jorrled about his ﬁgrformance on a
worksheeg he commented:
G: 1 was worried, 1like...]1 was thinking that I would get
lots of them wrong.

I: Why would that worry you?

G: Well...like, when the teat came, when 1 do the test, 1

wouldn't do too good on it.

I: Why would you not like -to do badly on a test?

G: So I could get a better mark on my report card. (Lesson &)
Greg reported in the pre-test interview that he did care about how
well he did on the test because of what 1t meant for his report card.
He even wished he could get more correct than he expected for this
reason. On the day of the test Greg felt he concentrated more than he
usually did for a worksheet in order "to get better marks on my repd¥t
card.” The motivating effect of the unit test and its implications
for the report_tard seemed to be prominent throughout the entire
mathematics unit.

A Characterization of Greg's Conception
of Self-Performance

Greg was selected for study ecause he was judged to be a less
successful student. A characterizatio;\Qf his conception of self-
performance was interpreted from the avallable evidence. The major
elements of thils characterization were:

1. Greg's approach to learning consisted of several elements of
learned helplessness. He perceiVéa.little effort-outcome
covariation, belleving that fallure tended to be controlled

by external factors. However, on a few occasions, he

displayed elements of a positive, functional approach to



learning, but these occasions were usually short-term in
duration. )

Greg's perception of tasks influenced his achievement -related
behavior. Where he porcéivod the task as easy and to be
structured as a skill task, Greg attributed his successes
and fallures to the amount of effort expended. But, when
perception of task was not clear, he attributed the frequent
failures to a considerable lack of effort. Extreme lack of
effort, in Greg's terms, appeared to be synonymous with P}ck
of ability.

Greg found success to be satisfying and pleasurable,
especlally since he experienced it infrequently.

Greg experienced intense negative feellngs of anxiety and
anger with significant failures.

Greg's threshold for perceived succegs and fajlure seemed to
be a function of his feelings about his performance rather
than a function of any predetermined level of achievement.
If his low achieving performance was perceived by Greg to be
better than expected, better than some feared level of
achievement, or better than some unwished for class ranking,
he felt good and viewed it as a relative or partial success.
The' converse appeared to apply when a low achieving
performance was viewed as a relative or partial fallure.
Greg sought to avolid participating publicly. He seemed to
adopt avoldance processes designed to prevent other students

from learning of his level of performance.



1.

Greg was aware of other studenta' performances which he used

»

as a basis for comparing his own perforsance.

Greg held lower performance self -expectations. ’
Greg belfeved the teacher held lower performance expectations
for -him. He waa conderned about her impressions of him.

Greg perceived cloa.rld the classroom achievement hierarchy in
relation to himeelf. This served to reinforce his lower

self -expectations. ‘

Greg was concerned about hl; report card. Because he held
lower self-expectations and because hq perceived the teacher
held lower performance expectations of him, Greg was worried
as to how he could achieve the good mark on his report. He
was afraid that the teacher might perceilve him as one who
exerted little effort, as revealed by his performances on the
worksheets and the unit test. Greg believed that effort
expenditure was the causal critefion of success. His anxiety
in the learning situ%tion appeared to be centered on this
dilemma--he wanted .to present a favorable image to the teacher
of his work input and yet he could not achleve the results to
suppo;; the effort exerted. Consequently, Greg sought to
conceal his real level of performance from the teacher, from
his peers, and even from himself. He preserved a degree of
self -esteem by adjusting his threshold of perceived success

as well as eng;ging in avoldance processes with other people

in the classroom. These face-saving approaches enabled him

to mask his real level of performance and to often view hise
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results through positive eyes. \Wherever posaible he sought

to avofd diminishing the temcher's impression of him.

An N ghe actl

' Bet and the Teagher - \
N
A Y

The dyadic interactions between Greg and the.tescher were

analyzed according to their overt and covert aspects.

Analysia of the Qvexrt Behavior

The results of the analysis of the interaction“sequences
between Greg and the teacher are rJdported in Table 30 and in
Figures 13 and (4. 'Talle 30 shows that Greg and the teacher inter-
acted dyadically 13 times during the 10 mathematics lessons. (.’hly two
of these’ were pub}ic in nature, both teacher-initiated. Most of the
interactions occurred at the private level, five being teacher-
initiated and six being student-initiated. Duration of the private
interactions totalled 2 minutes 43 seconds, comprized of 1 minute
5 bconds for teacher-initiated interactions and 1 minute 38 seconds
for student-initiated. On three of the days there were no dyadic
interactions of any kind between Greg and the teacher.

- Figure 15 indicates that with the two public teacher-initlated
interactions’, Greg was selected as a non-volunteer to‘}ospond to one )
product and one choice question. His answers were correct, to which
the teacher provided feedback that was neutral but extended in natlre.

The nature of private interactions between Greg and the
teacher 1a,pres;;ted‘ln Figure 14. 7Pwo of the five teacher-initiated

interactions were related to behavior and involved issuing of warning
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and criticism by the teacher. The work-related teacher-initiated

interactions involved brief periods of observations of Greg's work by

the teacher during desk supervision. Two of these interactions were

recorded as observations only, while the third interaction involved a

verbal exchange of content information. Most of the dyadic contacts

initiated by Greg concerned the mathematical content of tﬁe learning.

These interactions tended to be short term, for which the teacher

provided a variety of feedback behaviors such as affirmation,

negation, process explanations and giving of clues. ;
In summary, Greg's interactions with the teacher were largely x\

private in nature and tended to be brief. Aslide from three lnter-

actions, the dyadic contacts were of 10 seconds duration or less,

involving brief exchanges of communicatiog. Apart from the two

behavior incidents, the teacher's reactioné were neutral. On work-

related interactions she tended to affirm, provide process feedback,

or give clues.

The Overall Analysis of the Dyadic
Interactions

Some of the dyadic interactions were analyzed by an overall
examination of the observable data, the teacher's covert behavior and
the student covert behavior. With Greg, thg‘very small number of
1nteraction§ meant that only a sample of behaviors could be described.
Nevertheless, the items provide additional relevant data 1in the
relationship between Greg's conception of self-performance and the
teacher's thoughts about him.

During lesson 1 Greg initlated an interaction with the teachere
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explaining that he did not understand the worksheet task. Greg
reported that he had not wanted to go to the teacher because of what
she might think about him, yet finally he felt compelled to handle the
task in this way. He approached her near the blackboard and when the
interaction commenced they were alone. Greg felt fine about the
teacher's explanation until another student, whom he perceived to be
smart at mathematics and confident in manner, approached waiting to
talk with the teacher. From that point on Greg wanted to sit down,
to escape from conveying an impression to the peer that he needed any
kind of help. He was particularly troubled when the teacher,
perceiving him to be now confused and interpreting this as still not
understanding, began to reteach the ideas on the blackboard. This
served to embarrass Greg even further so he withdrew prematurely from
the interaction. As Greg confided in the post-lesson interview, he
still did not understand the worksheet task.
Meanwhile the teacher had been puzzled by Greg's behavior:

I did not know if I was not making my questions clear, but it

seemed every question I asked him he came up with something

totally off course.

I said, "Now what were we talking about today? What has

the lesson been on?" and he didn't even...he said "seg...ments."”

And he was even stumbtling on the words, and I thought, "My

goodness! What's gone wrong here? He hasn't been paying

attention or something." (Lesson 1)
The teacher's first reaction was to check her own explanat¥n, hence

she made recourse to the blackboard. When she noted that Greg finally

knew what the lesson had been about, she asked:

"What is your worksheet on?" "Oh yes, rays," and he turned
and left and of course we hadn't even talked about the question
that was actually bothering him in the first place. (Lesson 1)



The teacher had often noticed this aspect of Greg's behavior,
"He thinks he understands things too quickly!" Greg's explanation,
involving the desire to withdraw from the’ presence of the other
student, was not percéived by the teacher. Her inclination was to
attribute the cause of the behavior to lack of effort during the
eafiier listening session. Bq&&use she had to deal with another
student, she soon forgot the incident. Greg, on the other hand, had
retreated feding bad about the situation. He suspected the teacher
was more aware of his lower level of performance, he perceived he had
failed to save face in front of the reer, and he still had not
resolved the original difficulty.

N [ ]

On another oqpasion, Greg approached the teacher and initiated
the interaction with the comment, "Look what I've got--1t looks
horrible!" (Lesson 4) Despite frequent attempts and much effort he
had trouble with using the Plexiglas to good effect. He now sought
help. Greg felt satisfied with the teacher's comments about trying
not to be so shaky and left the interaction no longer feeling worried.
The teacher perceived the cause of Greg's problem to be a lack of
good coordination for this was similar to his difficulty with
handwriting:

I didn’'t want to knock him down really and sort of say, "That's
terrible,” or something. So I said, "It's a bit shaky,"” or
something like that.

This indicates Greg's attitude though. He belleves himself
to be dumb. You know, he thinks he is not smart. And he is
usually the first one to admit it. And I think he is believing
he is not smart and he doesn't even attempt some things.

(Lesson &)

Analysis of this interaction episode raised a number of

290
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underlying explanations of behavior. Whlle the teacher was sensitive
to Greg's situation and acted accordingly, her general views about\\\
Greg's overall gggformance seemed to conflict with those of Greg. >
She percelved'that Greg belleved he was lacking in ability but she
tended to infer that greater é?fort by Greé would overcome the
problems he was experiencing. Greg recognized the high value placed
on effort by the te;cher. ‘

.In the interaction episode, Greg felt ﬁé had expended
considerable effort for no return. He perceived the cause of the
préblem was either a lack of ability or some external factor such as
the nature of the task or teacher explanation. Greg's problem was one
of compromising this realization with the expected effort-oriented
perspective of the teacher. Yet following the interaction Greg
reported feeling better even though he was still mad with the task.
Apparently Greg had interpreted the teacher's feedback comment to him
as not criticizing him for lack of effort. While Greg might have
pondered as to why he could not do the task, he felt the teacher's
impression of him had not beeﬁ &1minished by this perceived fallure
experience. He percelved the teacher's performance expectations for
him had been maintained.

A third dyadic interaction between Greg and the teacher
further underlined the teacher's views about Greg. Greg was busy
working on a worksheet with the class functioning quietly when he
inadvertently knocked a ruler to the floor. The teacher immediately

asked Greg a question.
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1: You were looking around the room when he dropped something.
Was that the trigger for you to ask him that question?

Tr: No, I think it was a combination of two things. 1 hadn't
spoken to him yet at that class and also 1 felt he was not
paying attention. 1 thought this might jar him back
into...But he obviously had been doing something because
he had an answer. (Lesson 7)

Greg became a little scared when he heard his name because he was
unicertain as to the reason for the interaction. However, this was an
interaction episode which proved to be a successful experience for
Greg. He felt that the teacher's impression of him would be enhanced
and that ultimately, "I think it might give me a better mark on my
report card.” Greg also believed that if he had failed she would
attribute that to lack of effort. Because in this incldent the
teacher had considered that Greg's input of effort might have been
questionable, the participants in the dyadic interaction apparently
were thinking along similar channels.

Overall, the evidence suggesté that the teacher held lower
performance expectations for Greg and that these were based on a
perceived lack of effort. Greg seemed aware of these expectations.
His problem was to convince the teacher he was trying hard which he
perceived to be the basls of her expectations for him. From the few
dyadic interactions which were amenable to detalled analysis, Greg

seemed very conscious of the kind of impression the teacher might have

of him and attempted to present as positive an image as possible.

Summary Analysis

The results of describing Greg's behavior during the learning

of mathematics have revealed some possible relatlonshlps among and



" between Greg's conceptions of self-performance, Greg's causal
perceptions of success and fallure, Greg's achlevement-related
behavior, the teacher's behavior towards Greg, and the teacher's
causal perception of Greg's performance. v
1. Greg wanted to ‘gain a good mark on the report card.
2. Greg percelved that success in achleving this goal was
dependent on the expenditure of effort.
3. Greg recoéhized that the teacher valued highly the exertion
of effort.
4. Greg exerted considerable effort for 1little or no vutcome

return.

Greg percelved the teacher held lower performance expectations

o

for him.

I~

Greg perceilved the teacher based these lower Rerformance
expectations on a lack of eftfort.
7. Greg was viewed as a student who was mainly on-task.
6. Thesteacher perceived Greg held lower performance self -
expectations which he attributéd to lack of ability.
9. The teacher held lower performance expectatlions for Gxpeg
based on attribution to lack of effort.
10. The teacher appeared to "communicate" these expectations to
Greg through differential behaviors and response opportunities
for different levels of students.

Greg appeared to engage in behaviors which were designed to

[uny
s

convince the teacher he was expending consideratle effort and

that his lack of success was attributable to other factors.
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1<, Greg was a less successtul student because in many respects
he was learned helpless in his approach to learning.

A Summary Comparison of Lisa and Greg

observed mainly to be on-task most of the time, especiallf?ﬁ
teacher-jed and student demonstration whole clns@ti' . \‘ \
Behaviors other than attending -listening were i}(ely t.d %ded .
during seatwork. In these situations lisa was often observed to be
interacting with other students, while Greg's behavior was of'ten coded
as not attending-listening. In guantitative terms, the interactive
covert behavior of the two students was similar in pattern except tor
one difterence. Greg's thoughts seemed to be more task—oﬁicnted than
Lisa's, whereas Lisa's thioughts were slightly more self -oriented than
Greg's.

Lisa and Greg both desired a good grade on their report card.
They seemed to believe that the teacher--the person who distributed
the report grades--espoused etfort as the criterion of success. B
Consequently, Lisa and Greg exerted much effort yet experienced little
effort-outcome covariation. This often resulted in intense negative
feelings and causal perceptions‘of fallures to factors other than
effort. Both students displayed tendencies of a learngd helpless .

approach to learning. By perceiving tasks to be structured such that

success on them would be determined by factors external to their



control, Lisa's and Greg's self-conceptions of performance were
characterized by fallure perspectives and negative consequences.

Overall, Lisa and Greg differed only slightly in how they
coped with these undesirable self-conceptlions of performance. Both
seemed aware that the teacher held lower performance expectations
toward them and both belleved the teacher based these expectations on
lack of effort. As a consequence, Lisa and Greg engaged in behaviors
designed té protect their levels of self-esteem, such as presenting
favorable work-oriented images to the teacher. 1In adAition. Lisa
often misattributed her performance to factors other than lack of
abllity as a means of'attempting to conceal her failure. Greg chose
to imply at least partial success whenever possible as his attempted
means of concealing fallure. Both studen£s frequently engaged in

-

avoldance behaviors 1if they considered their public image to be at

risk.
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Chapter VII

SUMMARY, CONCLUSION3, IMPLICATIONS, AND
RECOMMENDATIONS FOR FURTHER RESHARCH

Summary of the Study

Purpose

The purpose of the study was to seek some understanding of
the causal perceptions and behaviors of four Grade & students and
thelr teacher as they relate to the expectancy effect in the classroom.
The study focused on questions pertaining to the characteristlcs of
student behavior during the learning of mathematics, the conceptlions
of self-performance which students appear to develop in achievement-
related situations and, from an attributional perspective, the
phenomena which characterize teacher expectancy effects. In additlien,
the study also sought to examine the effectiveness of stimulated

recall as a research tool when used in naturalistic settings.

Methodology

Ten consecutive mathematics lessons were videotaped in a
Grade 6 classroom for use with follow-up stimulated recall interviews.
Four target students reported their interactive thoughts and described
their thoughts and feelings pertaining to self-performance in
mathematics. The teacher also reported her interactive thoughts.
Some pre-performance and post-performance interviéws were also

)

conducted.

256



Overt process data were also obtalned from the videotapes.

Students’ overt behaviors and dyadic interaction behaviors betwsen

——

the teacher and each student were coded.
The research design was intended to yleld data which provided
insights into the attributional behavior of clasaroom participants

and possibly contribute to an explanation of the expectancy phenomena.

Analysis Teghﬁiguea

The analysias of the data proceeded in three main phases. T
Student behavior, both in terms of 1ts overt and covert aspects, was (/
coded according to category systems developed for the research by
inductive means. The category system for analyzing student overt
behavior and the content analysis system of student interactive
thoughts fac{litated thé quantification of student behavior.

. Student self-performance covert behavior w lyzed from

an attributional perspective. Causal explanations spudent behavior
were deseibed according to identified chalns of comment. As well,
the characteristics of a student's underlylng ideas, vieﬁs. beliefs,
emotions, and lines of reasoning were described. From this
attributional analysis, a characterization of each student's
conception of self-performance was discerned. )

Dyadic interactions between each of the students and the
teacher were analyzed at the observable level by using a‘;evision of
the Expanded Brop;;-Good Teacher-Pupil Dyadic Interaction Clas;room
Observation System. These data, together with the verbal repoxts of
thelr covert behavior from each of the interaction participants,

facllitated an overall analysis of the interactions. Some expectancy



phenomena were revealed in this analyais.
A summary analysis for each atudent was developed to indicate
the kinds of relationships tound to vxist betwoen and among aspects

ot student achievement-related behavior ind teacher behavior.

Lescriptions of the Case Studies

A colZation of the summary analyses for each student is shown
in Tatle - This 1s intended to provide gume bases for the drawing
of conclu 8 1n the next section. When pre;entod as®significant
teatures of the case studles in relation to the major elements cf t.he“
analyses undertaken in the study, comparisons between the four
students could be made. However, discussions o:f thre percetved
comparisons between Tina, Mike, [L1sa, and urey are tr::fvd twily in
the presentation of evidence leading to the drawing of some of the
conclus}ons and will not be attempted from the information contalned

in Table 3:. °

N Conglusions

Because the study was limited to the investigation of a small
number of student conceptions of self-pertormance as they relate to
the expectancy effect in one Grade 6 classroom, it 1s not possible
to generalize beyond the limlits inherent in the study. However,
certaln conclusions can be reached concerning student behWwior in the
classroom, the causal explanation of that behavior, and how the
explanatlions of behaviar seem to relate to the prevalling performance
expectations‘npld by the teacher and the student. The conclusions

are presented in the form of answers to the research questions with
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which the study was concerned. A further conclusion concerning
differential teacher behaviors for different student performance

expectations held by the teacher 1s also reached.

1. What are the characteristics of students’ behavior

a) Categories of student overt behavior

Examinati;n of the video recordings of the Grade 6 mathematics
lessors revealed initially a variety of student overt behaviors. Some
of trese pertained to different postures, varying degrees of
attention, varying kinds of distractions, the kinds of ongoing inter-
actlons, rovements around the room, and so on- Some overt behaviors
reflectea _n-task ternavior while otrers reflected off-task behavior.
Some overt behaviors tended to ve reported in a descriptive manner
tecause of observer uncertainty as to whether or not they reriected
on-task or off-task behavior. As a consequence, student overt
betavior was categorized as attending-listening, not attending-
listening, interacting with other students, out of desk, and
supervised by the teacher.

Therefore, 1t can be concluded that several categories of

student overt behavior could be discermed.

v, Freguency of student overé behaviors
All students were observed to be mainly on-task. Mike was
recorded to be attending-listening g#& percent of the time, Lisa and
Greg £5 percent of the time, and Tina 80 percent of the time. For the
balance of the time, most students were observed to be off-task. Tina

was not attending-listening for 14 percent of the time, Greg 10 percent



of the time, Mike 11 percent of the time, and Lisa 3 percent of the
time. Lisa was observed t¢ be interacting with other students for
about 7 percent of all learning time.

Therefore, 1t can be concluded that a major proportion of the
student -vert behaviors observed were attending-listening behaviors,
a sma portion were not attending-listening behaviors, and other

overt vehaviors occurred infrequently.

c) Relationships between student overt

behaviors and lesson situations

Three proad categories of lesson situations were identified:
teacher-led whole class instruction, student demonstration whole class
instruction, and seatwork. 1In ail lesson siltuations the students were
observed to be malnly attending-listening. However, differences
between the successful students and the less successful students were
discerned. Successful students were more likely to engage in not
attending-listening overt benaviors during teacher-led and student
demonstration whole class instruction. Witrin this trend the
proportions for not attending-listening were higher with Tina and
Mike during student demonstration whole class instruction than during
teacher-led whole class instruction. Less successful students were
more lilkely to be engaged in behaviors other than attending-listening
during seatwork. For Lisa, these otheﬁé?ehaviors tended to be
interacting with other students, whereas’Greg tended to be not ,
attending-listening.

Therefore, it qu—v6’53321uded that while attending-listening

behaviors were prominent in all lesson situations, success®u] students
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tended to engage in off-task behaviors more during whole class
instruction, whereas less successful students tended to engage in

behaviors other than attending-listening during seatwork.

d) Categories of student covert behavior

Examination of the transcripts of the stimulated recall
interviews with the students revealed initially a variety of covert
behavior which included interactive and non—int;ractive aspects. Only
the interactive thoughts were categorized. A diversity of interactive
thoughts were coded according to the broad trends of self-oriented
thoughts and feelings, learning of mathematics thoughts, other
person-oriented thoughts, feelings in general, and non-task-related
thoughts. The nine m%in categories of student interactive thoughts
were subject matter, cognitive processes, behavioral moves--self,
behavioral moves--student, behavioral moves--teacher, self-performance
--thoughts, self-performance--feelings, feelings, and non-task-: aéed.

Therefore, it can be concluded that several categories .
student covert behavior could be discerned.

Within a number of ca gorieé of student interactive thoughts,
sub-categories were 1dentifiejfto facilitate a more intensive analysis
of those thought units relevant to the intentions and directlons of
the research. The sub-categories tended to separate the objects of,
the intentions of, and the nature of the thoughts and feelings
pertinent to each category. Those categories which were sub-
categorized were behavioral moves--self, behavioral moves--student,

behavioral moves--teacher, self-performance--thoughts, self-

performance--feelings, and feelings.



&
Therefore, it can be concluded that several sub-categories

of selected categorles of student interactive thoughts could be

discerned.

e) Frequency of student covert behaviors

A

All students reported self -performance--thoughts most

frequently. These ranged from Greg's 25 percent of all thoughts to
Mike's 31 percent. Behavioral moves--self thoughts were the second
most frequently reported interactive thoughts by all students,
ranging from Mike's 14 percent of all thoughts to Lisa's 23 percent.
The third most frequently reported category reported by the students
was behavioral moves--student, which ranged from Lisa's 9 percent of
all thoughts to Tina's 14 percent. Cognitive processes category

of thoughts was reported 14 percent and 12 percent of all thoughts,
respectively, by Greg and Mike but only 7 percent and 6 percent,
rgspectively, by Lisa and Tina. Other categories of thoughts which
tended to be reported 4 to 10 percent of all thoughts by all students
were self-performance--feellngs, feelings, behavioral moves--teacher,
and non-task-related. Subject matter thoughts were the least
frequently reported thoughts, ranging from Mike's 6 percent of all
thoughts to Tina's 2 percent.

The seld -oriented categories of thoughts, namely, self-
performance--thoughts, behaviaral moves--self, and self—perfo;mance—-
feelings, accounted for most of all students' thoughts, ranging from
Mike's 48 percent to Lisa's 58 pegcent.

Therefore, it can be concluded that the most frequently

reported categories of student interactive thoughts were
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self -pdrformance--thoughts and behavioral moves--self .

f) | Student self-performance covert behavior
! :

The student self-performance--thoughts category was subdivided
accordi to aspects of self-assessment, perception of tasks, Q!
self-e;#ectations, and significant others. The most frequently
reporte@ interactive thoughts in this category were perceptions of
QEFR éﬁ ficulty andgperceptlions of task structure, which accounted
for N-;LO,_jo, and 53 jercent, respectively, for Lisa, Greg, Tina,
and Miké. Self -assessments of success and of fallure thoughts were
reporteﬁ 24, 28, 37, and 40 percent, respectively, of all self-
performgnce thoughts by &ike, Tina, Greg, and Lisa. Self-expectations
and se%f—attributions thoughts ranged from Greg's 13 percent 65 all
self—p%rformance thoughts to Mike's 18 percent. Apart from Lisa's
17 perdent of all self-performance thoughts, the sub-category of
significant others was reported 10 percent or less by the other three
students.

Therefore, it can be concljuded that a large proportion of
self -performance--thoughts which. students reported were perceptions
of tasks while a smaller proportion were self -assessmentg of success
and failure.

Self -performance covert behavior also included self-
performance feelings. These were reported infrequently by students,
ranging from Mike's 3 percent of all interactive thoughts to Lisa's
and Greg's 8.5 percent each.

Expressions of anxiety were the mosgt frequehtly reported

emotions, especially by Lisa and Greg-. Morally neutral feellngs were
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reported by all students less frequently, while only Tina reported
feelings which were sub-categorized as morally unneutral.

Therefore, 1t can be concluded that a large proportion of
self -performance--feelings which students reported were expressions
of anxiety, while morally neutral emotions were less frequently
expressed .

g) Comparisons between the self-performance covert
behavior of high achievement/high motivation

students and low achievement/low motivation
students

Several comparisons between the self-performance covert
behavior of successful students and less successful students can be
drawn. Of all self-performance thoughts, perceptions of tasks were
_reported by the successful students, Mike and Tina, 53 pgrcent and
50 percent, respectively. These percentages of thoughts were higher
than Mike's and Tina's 2u percént and 28 percent, respectively, of
thoughts reported as self-assessments of success and railure. The
less successful students partly reversed this tre;d in their reported
self -performance thoughts. Greg's and Lisa's repofted perceptlons
of tasks accounted for 40 percent and 29 percent, respectively, of all
thelr self -performance thoughts. These were close to or lower thar.
Greg's and Lisa's self-assessments of success and fallure thoughts
which were reported as 37 percent and 40 percent, respectively, of
all thoughts in this category.

Tina and Mike both reported a higher percentage of self-
assessment--success thoughts than self-assessment--fallure thoughts.

<o

Greg and Lisa's self-assessment thoughts reversed thls trend with



more self-assessments of fallure being reported than self-assessments
of success.

Other trends in the comparison of the self-performance covert
behavior between successful and less successful students were
discerned. Mike and Tina, as successful students, reported thoughts
referring to self—ekpectations of 15 percent and 12 percent,
respectively, of all self -performance thoughts, but infrequently
referred to self -att{ributions and significant others. Lisa and Greg,
as less successful students, reported thoughts referring to
slgniricant others of 17 percent and 10 percent, respectively, of all
self -pertorrance thoughts, but intrequently referred to self -
attributions or self-expectations.

More self-performance feelings were expressed vy less
successful students than successful students. Both Lisa's and Greg's
reported expressions ot selt-performance emotions accounted for
9 percent of all their interactive thoughts, whereas Tina's and Mike's
expressions of self -performance emotions accounted for 4 percent and
Z percent, respectively. Anxiety was the self-performance feeling
most frequently reported by Greg and Lisa, with higher proportions of
noral .y neutral negative feelings being experienced as well. Mike and
Tina reported very few expressions of anxiety. Theilr reported self-~
performance feelings referred to mailnly morally neutral emotions.

Therefore, 1t can be concluded that the successful students,
compared with the less successful students, tended to report more
perceptions of tasks, more self-assessments of success, and more

references to self-expectations; whereas the less successful students,
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compared with the successful students, tended to report more self -
assessments of fallure, more references to significant others, and

more expresslons of self-performance feelings, especlally anxiety.

¥

What are the conceptions of self-performance that students
appear to develop in classroom achievement situations?

a) The ideas, belief's, views, emotions,
lines of reasoning of a student's
conception of self-performance

From the interviews with the students, the researcher
endeavoured to gain an impression of the conceptions of selt' -
perrormance held by each student. The ma jor components of these
conceptions were found to refer to several common ideas, bellefs,
views, emotions, and lines of reasoning. One obvious component

centered on pertormance, with notions of success and failure and

causes of success and failure. EfTort was perceived by all students

to be the criterion of success, while ability wad perceived as a
supportive reason. Other causes reported included mood, nature of

the task, and teacher's explanation.

Feelings were often expressed by the students in relation to

performance. A common emotiog\reported Wwas anxiety, ranging in degree

from a slight concern through worry to fear and despair. Morally
neutral emotions such as pleasure, satlsfaction, disappointment and
boredom, and morally unneutral emotions such as pride, envy and
shame were also expressed with references to varying degrees of

intensity.

Student perceptions of the tasks occurred frequentiy. Whether

a task was easy or hard and whether the working of a problem was
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understood or not seemed to be central concerns of the students.
Bellef's about the preferred difficulty level of tasks and which facets
of the lesson students considered important were other notions
identified by students.

. All students commented about the achievement hlerarchy of
students for the learning of mathematics in the classroom. Not only
were the relative performance capabilities of other students
recognized but, as well, the sbudents reported EPe cues to which they
attended for identifying the achi~v.-mer.* places of other students.
Each of the four students perceived his or her place in the hierarchy
and this related closely to the performance self-expectations held Y
each student.

All students made frequent referral to the end of unit test
and especially the mark on tpe report card. With three students the
mark on the report card tended to be considered in association with
the parent(s) and the home. The pervasiveness of the influence of
the report card seemed to transcend most self-performance covert
behavior.

The teacher's roles in the student's conceptlion of self-
performance seemed to be crucial. Most of the students expressed
concern about what the teacher thought of them. They were anxious
that the teacher held as high performance expectations for them as
possible. All students perceived the teacher valued effort as the
criterion of success. They all percelved the teacher to be the
person who distributed phe report marks.

Fear of failure was reported both directly and indirectly by
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. 4
most stnﬁas. This usually was associated with self-esteem. Fear
of pubiic fallure, which could involve being laughed at by peers or
diminyition of the teachex's impression of himself, tended to result
in the student engaginé‘in what Goffman (1967) referred to as
face-saving tactics. Fear of private fallure and its potential
effect on the report card created further pressure on a student's
performance. Hope of success was seldom reported by the students.
Therefore, it can be concluded that a student's conception of
self -performance tended to include the following components: notlons
of success and fallure and thelr causal determinants of malnly effort
and, to a lesser extent, ability; emotion of anxiety and, to a lesser
degree, a range of affective states; perceptions of tasks; perceptions
o performance self -expectétions and the achievement hierarchy of the
classroom; mark on the report card; teacher's performance expectations
of the student; and fear of failure.
b) The relationships among the ideas, bellefs,

views, emotions, and lines of reasoning of
a student's conception of self-performance

////’r From the components of the students' underlying self-
performance covert behavior several relationships were discerned. The
most pervasive relationship seemed to pertain to what Doyle (1978)
Deferred to as the performance-grade exchange. Students seemed
.desirous of successfully completing tasks in the most efficlent manner
possible in order to place themselves in an advantageous position for
gaining a good mark on the report card. Of necessity, students
perceived the teacher to be the medlating influence in achleving this

goal and they tended to adapt their behavior<with a view to presenting



themselves favorably.

An associated relationship was the students' approach to
learning. All students accepted that effort was the espoused
criterion of success amnd consequently expended effort accordingly-
However, while two of the students realized the desired outcomes for
thelr effort expenditure, the other two students percelived little or
no effort-outcome covariation. As a consequence, those who achieved
thelr goal opted a mastery-oriented approach to learning, while
those who f:j}gd to achieve thelr goal tended to adopt a learned
helpless approach to leaxrning. |

The approach to learning adopted by the student tended to be

a function of his perception of the task. Where the task was

percelved by the student to be easy and the means by which to complete

the task clearly understood, the student tended to be mastery-orlented.

If ﬁhe student perceived the task to be difficg}t and the means of
completing }t were not understood, then the student tended to be
learned helpless.

Perceptlons of success and fallure seemed to be assoclated
with positive and negative emotions, respectlively. These feellings
were the more intense when assoclated with public performance and with
significant performance, such as the uni‘ test.

Perceptions of other students' behavior and perfaormance
appeared to be used by the student for comparing hls own behavior and
performance. These comparisons seemed to contribute to the kind of
performance self-expectations formed and held by the student.

Performance self -expectations were generally based on a
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selt -percelved causal tactor. Mike tended to base his selt
expecetations on atillity, whereas Tina perceived eftort to be the
underlylng cause. [isa and greg, both less succesatul students,
referred to eftort trequently but there were indications that they
also based thelr pertormance self -expectations on ability.

Whether or not a student wished to participate publicly seemed
to reflect a relationship wit}l the §tudunt's percelved public image.
Mike's level of self-esteem enabled him to participate publicly s
raslly and readlly as he participated privately. Intervening tactors
svvormvd t'o‘ﬂoe involved with the cther trree students who engaged in
what Goftman (1947) reterred te oas varlows kinds of face -work. Tina
and Lisa, to a varylrg degres, were concermned with, entancling the
Leacter' s impression ol tnemselve; At Yhe same time as risking the
embarrassment o! public fallure. Lreg was particularly concerned®wit:,
protecting his putlic image, hence e adopted aveldance tactics.

Theretore, 1t can be concluded that a student's conception ot
self -performance tended to include the following relatlonships among
and between the components: the per:‘orma.nce—gradeaexcha.nge; the
approach to learning; the perceptions of the ta§ks and tne approach
to learning; performance and emotions; other student performances and

self -expectations; self-expectetions and attricutions of performance;

and putlic particlpation and personal status.

c) The origins of these bel2efs, views, emotions
and lines of reasoning of a student's
conception of self-performance.

The evidence suggested that the nature of a Grade ¢ student's

‘onception of self-performance reflected the backaround of the student

3ty



ard his previous school experience. Two related pivotal notions
seened to te involved. The "all important” grade on the report card
appearsd to link directly +ne studernt's classroom jertormance and the
horme .  Students teri-d to want a good report mark to satis”y the
vxpoctations o i rarent s).  Society, including the parent, the
Tealher, otner students, and tne sell, espoused eflort experdlture as
hee oY critericrn for actl-virng this good repert mark.  whers

llLrmt-oLteome covariation was percelived by tre student in ot past,

S.onis ceneeption ©f sellspertornance was developed accordinel .

Tinu'o cinevptlions wers choract riwed y os.ccoos and
resitive e i, willle Disa's irnd Sreg's conceptions wer
croaraciericed vy Uall o wd negative Jewling s, Trelr current Virow
ol The perl rmanace arena U the clussr o oappeareed b te nroaped fren

perspectives derived Dron previous grades o6 tres report cuxd and tre

) \

asscociated poarental reaction to trem.

Trerelore, it cun e concluded that
student's conception o self-jerrormarce terc
from previous report card perforrmance and its assoclated cuoosal
criterion ol ellort.

4 Causal perceptlons 0! success and falluare

and concuptions i sell-perlormance

Tina accepted wre wrort criteriorn ol sucoess, whereas MIke
attributed tis signiricant success largely to higher atility. Wiere

he: succesded with learning

z

rich he perceived to tv sy, Miv
attrituted nis pertrormance tc review or familarity witrn the subicct

matter. wrdle apparently not experilenclng significant fallure, Mike

313



attributed his infrequent and minor failures to lack of effort. Mike
appeared to bte uninvolvedlemotionally and unconcerned about other
students in the classroomt As a consequence, his conception of

.
Se il-perlormance was very task oriented.

Tina's conception of self-performance tended to involve more
jvrsonal elements. She was concerneq about her puvtlic image and
Strived to e viewed as an erfort-conscious student. She attributed
Ler slgniticant successes to effort but her routine successes to o

t was review.

e

comlination o efrirt and ease of task, especially it

ria attrizuted for irfrequent and ridnor Tailures tc lack o efiort.

.1sa arnd Greg attributed their failures iritizlly to lack of

e

~lrort. However, loth perceived other factors to be involved. Lisa
Tryerted lhck o arility and Sreg inferred lack or atiiity as the
roaser. tor not achlieving th- outcome expected from tne ancunt o

ort -xperded. Eoih students’ conceptions incorporated perconal

e

el

vioments, especially in terms of race-saving tactics as mechanlsms

lor r@taining some level of self-esteem. A component of these
&

facw-saving tactics appeared to involve misaztiributions. Lisce and

areg seemed to want to avold attrituting thelr fallure to lack of

ariiity '+ attrituting it to lack of effort, mood, or external
actors. Where Lisa and Greg ev--rienced success, they both
avtrizuted this malirnly to efi'c. . partly to task di:zficulty.

Thererere, it can be concluded that causal perceptions of
success and rallure influenced significantly student conceptions of

sel! -periformance . “



e) Characteristic qualities of a _student's
conception of self-performance

From the discussion to this point it has been possible to
discern some overali qualities of a student's conception of self-
performance. The drive or motive of the report card appeared to be
sallent. This seemed to be linked to the student's approach to
learning which, in turn, gave rise to the bparticular emotions
experienced. The student's causal explanatior of his rertformance
seemed to influence the -anner *v which he behaved in the classroom.
Trese behavicral reactions terded to reflect +he natﬁre and level of
sell-esteenm of the individual student.

The set of qualities which appeared to be craracteristic of «

studert's fnpeption or sell'-perlormarce scemed to resemtle, in 4
< J

gererallized :form, the causal framework for the chains of comments
referred to in the attritutional analysis oI behavior. ‘Qhe expression
o a cogrition tended to be acconpanied by the expression o ..
emotion. The subsequent causal explanation of behavior tended to
reflect some underlying idea or bellei’, and often gave rise to the
adoption of some consequent behavior.

Therefore, it can be concluded that the characteristic

f

qualities of a student's conception or self -pertormance appeared to

e attributionally based.

®»

3

4
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3. From an attributional perspective, what phenomena
characterize the expectancy effect?

a) Causal perceptions of; students and their
effects on achievemegt behavior

The causal perceptions of performance by the successful
students, who were described as mastery-oriented, were reported
earlier. 1In relation to achievement behavior, whenever Tina and Mike
experienced failure they simply applied more effort to the task and,
as a result of this persistent behavior, uchieved the desired outcome.
They apyroached all tasks, including the unit test, coriident of
success, and usually sustained a prolonged intensity of effort until
tne tasks were completed.

The causal perceptions of performiance 1y the less successiu
students, who were described as learned he~lpless, were also reported
earlier. BRoth Lisa and Greg, when ;aced withy, a difticult task,
poersisted for a time, tren gave up. While they often approached their
routine assignments readily, on some occaslons the e hesitant.
This hesistancy was more profound wher approaching the w.it test.
Both students viewed the test as an an:iety—loaded task. During
assignments, both Lisa and Greg tended to be less intense in thelr
work effort and were more likely to be engaged in behaviors other
than attending-listening. This appeared to be related to thelir
perceptions of the task.

Therefore, it can be concluded that a student's achlevement-
related behavior is determird by his causal perceptions of success

and fallure.



b) The relationship between teacher's behavior
and students' causal perceptions

The evidence from the four case studies indicated that the
students were aware of the performance expectations which the teacher
held for them. Furthermore, the students perceived the bases by
which the teacher formed and maintained the expectations. Mike

"perceived the teacher's high performance expectations of him were
based largely on his higher ability. Tina perceived the teacher's
higher performance expectations of her were based on her expenditure
of effort. With both students, some of the teacher's instructional
moves conveyed to them the teacher's expectations held toward them.
The amount of extra time given to other students during seatwork and
not to them, and the selective use of students to putlicly participate
were examples of>this. Both the successful students recosnized the
value the teacher held towards effort. Tina often pretended to give
the impression of attending at times when the lesson became dull in
order to main{ain her percelved image of an attending student.
Overall, the teacher's behaviors reinforced the successful students'’
attributions of performance to effort and ability.

Both Lisa and Greg recognized the vaiue placed on effort by
the teacher and both perceived the teacher's lower performance
expectations held toward them were based on attributlions to
insufficient effort. For example, Lisa sometimes percelved the
teacher to criticise her performance. Because she had exerted
considerable effort, Lisa attributed her lower achievement to factors
other than effort, namely, lack of abllity. Greg, in recggnizing the

teacher's behaviors as espousing effort, also faced dilemmas when he



expended much effort for little return. He sought to attribute the
cause of failure to factors other than effort. 'These situations
indicated that teacher behaviors which extolled the virtues of effort
often resulted in the less successful student attributing his fallure
of performance to lack of ability or, occasionally, to other external
factors.

Lisa and Greg were also aware of the teacher's differential
behaviors when interacting with other students. Selective use of
some students to respond to different questions and even the number
of response opportunities offered to some students were recognized by
the less succgssful students during whole class instructlion. The
overall effect on Lisa especlally, and to a lesseT extent on Greg,
was an awareness of thelr ranking in the achievement hierarchy of the
classroom. »

Therefore, ¥ can be concluded that students’' causal
perceptions of success and failure were influenced by teacher
behaviors which extolled the virtues of effort and by differential
behaviors when interacting with students.

c¢) Causal perceptions by teachers and their
effect on behavior tdward students

»

>
The evidence suggests that the teacher's higher performanée

expectations for the successful students were based largely on ability
and some effort for Mike, and largely on effort for Tina. Percelving
Mike to be a student of higher abillity resulted in the teacher often
calling upon him when she wanted to change the pace or the direction

of a lesson. She found she could always rely on Mike to contribute

-
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or demonstrate the significant idea during discussion. She seldom
interacted with him privately. With Tina, the teacher perceived a
student who needed very little help with her work. Consequently, when
Tina did ask for help the teacher felt sure that the problem would be
minor and that Tina would already have expended considerable effort in
an attempt at a solutlon. She tended to make the assumption that Tina
would "catch on" to the merest clue.

The teacher's lower performance expectations for Lisa appeared
to be based largely on ability, whereas for Greg they were bvased
largely on effort. Because the teacher was aware of Lisa's learning
problem she tended to provide compensatory behaviors. She frequently
interacted with Lisa, helping her to understand directions and often
worked through an example of a problem with :.exr. However, the
teacher later began to suspect part of Lisa's problem to be a lack of
effort. Teacher feedback containing criticism was only coded following
this comment by the teacher. With Greg, the teacher seldom interacted
privately but when this occurred it was largely intended for checking
his progress. On occasions she félt it necessary to check whether or
not Greg had been attending.

. The teacher differentiated her behaviors toward the lower
performance expectation students according to her causal perception of
thelr fallure. Where she perceived failure to perform was based on a
stable factor, as in Lisa's case, she provided additional academic
support. Hawever, with Greg, to whom she attributed failure largely
to the unstable cause, her behavior was less academically oriented and

more attention-demanding in nature.



Therefore, it can be concluded that the teacher's differential
behavior toward students seemed to be determined by her causal
perception of their success and fallure.

d) Censensus between the teacher and student

regarding the causal perceptions of the
student's successes and failures.

Four sets of causal perceptions were observed to prevail in
the learning situation: the student's causal perceptions of his
performance; the student's perception of the teacher's causal
perceptions of the student's performance; the teacher's causal
perceptions of the student's performance; and the teacher's perception
of the student's causal perception of his performance. With Mike
there appeared to be consensus with all sets that his perrormance was
attributable largely to ability and some effort. Similarly: all sets
of causal perceptions attributed Tina's pertormance Jlargely to effort.

Therefore, it can be concluded that, for the ccessiul
students, a consensus was tfound between the teacher and the students
regarding the causal perceptions ot the students’' performances.

With Lisa, failure was perceived by her to be attributatle
largely to lack of atility. However, she perceived that the teacher
attributed her lower performance to lack of effort. The teacher
meanwhile attributed Lisa's fallure to ablility. While no direct
evidence was found as to what the teacher perceived Lisa attributed
her failure, the discrepancy in causality se<-ced to exist with Lisa's
interpretation of the teacher's behavior. With the teacher beginning
to modify her impression of causality toward lack of effort, Lisa's

interpretations probably will be reinforced.

e



Greg perceived his failure to be attributable to factors
other than effort, probably lack of ability. 1In his view, the teacher
perceived his fajlure to be caused by insuftficient effort. The
teacher did perceive Greg's performance to be attributable largely
to lack of efrfort but perceived that Greg attributed his tallure
pertormance to lack of ability. Both Greg and the teacher perceived

the

]

ther's attrivutions of Greg's performance correctly, but lack ot
consensus in the ascription of faillure generated the pressure in the

learning situation. Greg perceived the teacher to be in tre power

\
role and so adopted a passive proiile. The teacher percelved Greg as
& quiet student who seldom participated and was, therefore, inclined

to be distracted.

Theretore, it can be concluded that, fcr less successt o
students, a lack of consensus was found beitween the teacher and tr.
students regarding the causal perceptions of performances.

To the researcher, the variation in consensus of attritution
of performance for successiul and less successful students corstituted
one probatle explanation of the expectancy ettect. Variations in
teacher behaviors and in student behaviors appeared to be tased oun
this central point.

Therefore, i1t can be concluded that the issue ¢f consensus
between the teacher's and students' causal perceptlons of student
performance was a key mechanism in the explanation of the expectancy

effect.
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L. How effectlive are stimulated recall procedures
when used as a research technique for observing
the covert behavior of classroom participants?

a) Difficultles or problems in the use of
stimulated recall methodology

The use of stimulated recall methodology with elementary
schoul students was a comparatively new venture. Not surprisingly, a
number of protlems and difficulties arose in the course or the study.

The research design contained a familiarization phase and most
aspects of this phase which pertained to stimulated recall proceeded
as planned. The technical difficulties were overcome, the obtrusive
¢ oects of the presence of the researcher and the video recording
equipment were reduced, the selection of target students accomplished,
and the establishing of rapport between the researcher and the target
students was undertaken. This included the rescarcrter, of necessity,
naving to learn the Grade 6§ vernacular. However, an unforeseen
di“ficulty was one which focused on the unusual experience for
students tﬁﬁdiscuss and report to an adult thoughts about their
teliefs, ideas, and values which pertained to their performance in the
classroom. The rehearsals overcame this protlem to some extent for
two of the students tut it was not until several days had passed in
the data gathering phase that the researcher became awarXe ol arn
increase %n the resecarch value of the other two students' reports of
their self -performance covert behavior. Wwhile the researcher had been
alerted to the need for choosing students who wWere more verbal and
chatty and who were auditle on a cassette tape, the experlence seemed
to suggest taking account of this further individual difference

variable of conversing about the self with an adult.
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The researcher, as interviewer, was attentive to the need to
use malinly neutral questions and comments in elliciting student verbal
reports of covert behavior. Because of the interntions of the study,
the researcher used some leading questions when the student's recall
of thoughts seemed complete. The researcher found, however, that
withholding the use of leading questions during the stimulated recall
Sections of the interviews became difficult with two of the students
who tended to recall brief thoughts.

Interviewee preparation was considered very important. The
researcher now believes that the details of interviewee preparation,
as outlined in Appendix B, should be undertaken with eaéh student
tefore each interview. While students differ in thne need Sor this
preparation, some discussion berore each interview appears to be
recessary . The researcher was surprised at the few occasions in which
students stated they could not recall their interactive thoughts.

Most mathematics lessons were of 45 to 60 minutes duration.
The lessons were tog long for students to sit and recall thoughts;
the researcher found that after 30 minutes the effectiveness of the
stimulated recall interview diminished. Theretore, 30 minutes would
appear to be an upper time limit for interviews with Grade 6 students.
Such a 1imit would be helpful given the concern of withdrawing a
student from 4t regular classroom learning sessions for the
interviews.

Therefore, it can be concluded that with certain refinements
few, if any, major problems exist in the use of stimulated recall

methodology with Grade 6 students.
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b) The potential of the stimulated recall
methodology for investigating student
interactive thoughts

)

The immediate feature observed about student interactive
thoughts was their tendency toward brevity. Students recalled
initially only a few thoughts at each stimulus point and often these
appeared to be unsophisticated in substance. Usually students would
focus on a single idea which they might describe briefly. Only on
some occasions would student verbal reports in responses to the
researcher's question extend heyond six sentences. Nonetheless,
student interactive thoughts tended to be coherent, logical, and
readily applicatle to content analysis. The data derived can be
descrited as rich, interesting and extensive in scope. They appeared
to reflect the full range or array of thoughts experienced by the
student during the lesson.

3tudents reported without hesitation interactive thoughts
which ordinarily onz\;zght have deemed indiscreet or embarrassing to
the student. Their reports reflected a spontaneity and candidness
which initially had been unexpected. However, the richness of the
data diminished when the mood of the student was r. = appropriate for
the needs of the interview. This seemed to occur rarely given the e
number of interviews conducted over the 10 day observation phase.

Therefore, it can be concluded that the potential of
stimulated recall methodology for investigating student interactive

thoughts appeared to be profound though, as yet, not fully realized.



5. The teacher's covert behavior which pertained
to performance expectatlions of the students

From the stimulated recall interviews conducted with the
teacher, several general comments about the teacher's performance
L
expectations of students were derived from the data. These included
her vliews about the class overall, an awareness of her use of
differential behaviors with different students, her potential to
modify performance expectations of individual students, and her
views of the teaching-learning process as they pertained to
expectations.

The teacher did compare the class this year with the Grade 9
she taught at another school the previous year. She commented that
the class consisted of varying degrees of ability and so tnhe progress
througﬁ the curriculum guides was expegted to be slower. The students
were percelved to vary wmarkedly in th;fr familiarity with the unit
topic of motion geometry; 1t was elther review or new material.
However, she wanted the class to proceed as a total group- When the
unit test results were revealed the teacher reported that the students
who scored low were expected because their work had been careless
throughout the lessons. Some good students were observed to have
not achieved as well as expected, while other students surprised her
with their good results. .

In the course of teaching the teacher wgs aware of some
differential use of process teaching behaviors fé} different students.
Often when she wanted to change the pace of the lesson or redirect it
back to her preconcelved plan, the teacher reported calling upon

ks

students whom she perceived or presumed would provide the desired



response. Altermatively, when the teacher wanted to reilntorce an ldea
she reported calling upon students whom she perceived or presumed
would provide an 1ncorrﬁft response. Through use ot process feedback
to these students, the teacher belleved she might be claritying the
point for the benefit of the whole class. The teacher also reported
her awareness of detinltely changing her pace ot speech and develop-
ment of idea according to her views of the student's pertormance
capability. She was aware that under the normal pressures ol teachlng
she often only chose volunteer students to respond. Because of thls

the teacher later realized t some students did not publicly

participate n the les§on. K ly, with some students, the teacher
was aware that any diftficu perceived to experience witn tneir
work was usually in the order needing an assurance that they were
"on track." Consequently, she adopted di:fferential behaviors
according to wrether or not this observation might be valld for each
individual student.

The teacher reported that she often tound herself mqfifying
her opinions or students according to her current perceptions of thelr
performance. One student whom she expected to per:orm well pertformed
poorly. She perceived no slackening in his effort input, hence she
became concerned about the reason for this droptoff in performance.
When it became known t;at +re student was bothered 'y geometry the
teacher reported belng relieved. Her original attritution of his
performance to ability and effort remalned intact for she now
explained away his poor performance to nature of the task, an external

factor- The teacher twice reported that when she perceived a student



to be "on the tall” carly in the lesson she endeavoured to encourase

this unexpected behavior. rinally, the teacher did report holding a

student i1 rnind When she was narking the test, although she belioved

this di1 n t sway her markines at contentious points.

The teacher expressed some views of teaching-learning as they

pertained to student perrormance expectations. Both direct and

-

indirect evidence was obtained that the teacher placed a high value

onn effort. Her behavior when'returning test results condirmed tha
=vidence . The t:achgr's Justiflecation to *the students Tor o - ol
tne names ot these who obtzined the highest rarks was to r Lt
corsiderslle attertion and listening undertaken ty the sto: neo.

Tar o
(LSS EVES

like

she

Letw

~elout the loesgong
Tre teacrer oftern expressed aosensiiive concern alow- !

vior ir relatlior to tne students.  She reported trnat she diu
~c thin(\ny studert théught trat she had ignored him. Liuwewlse,

cndeavoured -+

O

take care to aveld referring to tre relatiorarl;

ecn activities and happenings in t:- .. sroom and test results

and report cards.

Therezore, 1t car be concluded that the teacror was aware ol

her pertormance expectations held towards students and was aware

accerdingly o some differential process behaviors for different

students.



Implications for Teaching and Learning

The implications of this study of the conceptions of student
self -performance and the expectancy effect seem to be numerous. The
four case studies presented underline the uniqueness and
idiosyncracies of each individual classroom participant. Each student
is a ddfferent human being engaged in the process of learning and,
especially, in Jjust beilng a person. By viewing the achlevement-
related situation of the regular functioning classroom through
difTerent students' eyes, several insights emerged which should have
irplications for teaching and learning. While these realizations may
not necessarily reflect anything new educationally, they do emphasize
taslc aspects of human functioning in the learning process which may
nave been overlooked in the drive for superior curricula and advanced
instructional techniques.

The evidence from the study would indicate that the society,
the school, the home, and even the individual students espoused etfort
as the overriding criterion for success. The adage seemed to exist
that so long as anyone worked hard they would achieve success.
Parents, the teacher, and the individual studerts accepted the notion
that the quality of the outcome derived depended on the amount and
kind of effort expended. Where etffort and outcome tended to covary
for a student, that student appeared to experience positive self-
jﬁ@fformance feelings and functioned 1n a success-oriented climate.
However, where effort and outcome tended not to covary for a student,
that student appeared to experience negative self-performance feellings

and functioned in a fallure-oriented existence.



The successful students appeared to view their outcomes as
upholding the generaliy high value placed on effort. The less
successful students tended to find themselves in a dilemma. They
believed that they hagw exerted all possible effort, yet the societal
value had not been realized. The study would support the effort
expenditure, for it provided evidence that less successiul students
were attending-listening as much as, if not more than, the successful
students. 1In addition, less successiul students perceived both
directly and indirectly that the teacher and other students attributed
their Tailures to insufficient ef:fort. Inevitably, the less
Suiccessiul student attributed his failure to factors other than
effort, usually lack of abllity. The situation for less successful
students, theretore, appeared to be educationally bleak.

The implications for teaching and learning in this situation
seemed to Zocus upon the nature of the tasks. The study indicated
that the less successful students were motivated to learn but often
found the task beyond them. Despite considerable effort, these
students were unable to perceive tasks to be structured as ones whickh
they could solve by their own efforts and abilities.® Had the tasks
bteen clearly perceived by the less successful students, there seemed
every reason to expect £%at effort-outcome covariation would have
followed. The iﬁplicatibn fér teaching, therefore, would be one of
adapting instructional tasks to meet the task perception needs of the
various stggifis in the classroom. If the tasks were perceived to be

manageable B all students then the espousing of the effort criterion

of suacess would seem to be more appropriate.
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In situations where all students in the class were learning
the same material at the same rate at the same time, both the
successful students and the less successful stu@ents were
M sadvantaged. The successful students viewed the tasks as usual ly
easy, usually review from previous years, and expressed boredom and
disappointment. The continued, long term effect of these views might

result in negative attitudes to learning. The less successful

.
I S

students were disadvantaged gsr the different reasons described
3

S
earlier. : Q

e et )

Ey accommodating differing student success thresholds through
the adaptation of instructional tasks, teachers would be obliged to
accept the netion of students functioning at differing levels of
ability. An eclectic approach to instruction in the regular classroom
might be one means of achieving this. The successful students would *
be appropriately challenged, while the less successtul students would
experienee more success which they could attribute to effort rather
than to factors other than effort.

The study revealed that all students were willing to work and
learn at school. The report card seemed to be the motivating factor.
In a sense, the pervasiveness of the report card in the thoughts of
students was surprising, yet it confirmed Doyle's (1978) study which
referred to the performance-grade exchange character of the classroonm.
Successful students were very keen to retain their good m@)ks on the
report, while less successful students were very keen to improve thei£

report card marks. In three of the four cast studies the researcher

detected that either subtle or direct pressure was exerted from the
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home for the student to achleve a good mark.

The report card seemed to be the ultimate though seldom
visible goal of student behavior in the learning process and the
implications of this for teaching seemed far-reaching. The purpose of
the report card may need to be questioned. Students were aware that
the taking of a uniﬁ test was directly related to the report card,
therefore, the purpose of tests also may need to be reviewed. 1In ’d“\d’
addition, students expressed concern about what the teacher's
impressions of them might be. All students saw the teacher as the
person who distributed the marks on the report cards and consequently »
appeared to deem 1t necessary to impress the teacher. Evidence showed
that the students' intentions were to enhance thedx repowt card
prospects. While teachers and administrators would most 1likely
emphasize that elementary classroom learning is designed for higher
goals, the reality of three students' conceptions of the goal of
learning cannot be overlookeg.

The study indicated that a student's feefdngs of self-esteem
mediated his achievement-related performance. Where these feellngs "
were positive, then the student tended t¢ perform with success.
Student self-esteem attributed to high ability seemed, for the
student, to be related to more confidence and greater immunity from
emotional concerns and awareness of other students than when student
self-esteem was attributed more to effort.

Low levels of self-esteem seemed to be assoclated with

face-saving tactics. The study indicated that misperceptions and

misattributions by the teacher and less successful students tended to
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occur when a student was ehgaged in protecting his self-image. In the
normal hustle of a regular classroom the teacher tended to make
Judgements about student behavior and performance based on
insufficient information. Reference to stereotyped explanations
tended to result in inapproprigte teacher behavior. Where the teacher
did have rull information she acted appropriately. The implication
for teaching is one of becoming aware that a causal explanation
normally can be found for most if not all student behavior. Hopefully
this study has provided insight into some of the causes o student
tehavior which, in turn, could add to the information base which
teachers might use in their decision making.

A great deal of literature has been presented about teacher
periormance expectations of students and how these might be
"communicated." This study showed clearly that students are aware
of the performance expectations which teachers hold toward them.
Furthermore, the students accurately perceived the attributional basis
of those expectations. The study also indicated that students engaged
in behaviors which were designed to preserve or enhance the
performance expectations which the teacher held towards them and
there was evidence which suggested that not only did these behaviors
succeed, but students perceived them to succeed. Such an all-round
degree of awareness by the stﬁdent might surprise teachers, especially
those who are sensitive and strive to be falr. Students tended to be
very active classroom participants even though outwardly they may

spend much time seated passively in a desk.

33<
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However, the findings illustrate the importance of the social
psychological dimensions of classrooms in a student's mind. The
nature and extent of student interactive thoughts which focuk on
self-performance considerations compared to subject matter and
learning considerations may need to be taken into account more by
teachers. Teachers need to be well versed in the prevailing group
processes of classrooms and this also has implications for teacher
education programs. xr/_\\

Finally, the %ppression is gained from the study that
classroom 1life for successful students is more happy, more positive,
and more conducive to learning than it 1s for less successtful
students. The evidence to support this impression was both varied

and extensive. Less successful students experlenced personal and
learning pressure, complete with ihtensity of feelings, to a degree
virtually unknown or not experlenced by the successful students. The
reasons for the situation appeared to range from the less successful
students’' inability to feel relaxed with the subject matter to
perceptions of ability differences among séudents. While the teachers
in most classrooms may be unaware of the scale of the problem, a very
real need seems to exlst for less successful students to be relieved
of some of the personal and learning pressure. Teachling behaviors
which accentuate the achievement hipra!chy of the classroom appear to.
contribute directly to this pressur- The implicatlons for teaching
seem considerable, for teachers wisr. . - redress the situatlion may

have to revise significantly many che:_s:- and long held behaviors

and ideas.
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Recommendations for Further Research

This study was exploratory in the sense that attempts were
made to describe students' conceptions of self -performance and,
through an attributional analysis, hopefully to arrive at contributory
explanations of the expectancy eft'ect phenomena. Very little is
known about student thought processes during learning, especially
interactive thoughts concerning selt-performance. The research line
has considerable scope for» development and this study seems to suggest
numerous directions for further inquiry. Som® of the directions

recommended are presented below.

Student Interactive Thoughts

1. Student interactive thoughts in a normal classroom are orly
becoming known. How studentis process information while learnirng
and how they integrate this with conceptions of self-pertformance
could contribute to theordes 0i learning and teaching.

2. The study has revealed that self-oriented thoughts and feelings
form a significant component of student interactive thoughts.

This data base, however, is precariously thin and a real need
exists for replication studies across grade levels, across sub ject
matter, and across student ability levels.

3. The origins of student conceptions of self-performance would
appear.to be significant for teachers and counselors. This study
was able to indicate some very general.trends, hence the need for
& detalled study of how students developed the cgg;?ption of self-

performance which they have acquired.
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The study indicated certain components of the student's
conception of self -pertformance were viewed to be more significant
than others. An investigation of which hierarchy of components
was assoclated with which kind of student should prove helpful for
teachers.
No attempt was made in this study to investigate the comparative
characteristics of student conceptions of selfl-performance on
criteria other than successful and less successful students. other
varia®tles, such as sex and soclco-economic status, may reveul
variations of a different order.
The iInmpact of success and fallure on students secried so vary. The
bases and origins of these variations should e worth, investigating
tor they right provide an important information Lase <0 teachers
in their declsion making related to feedback teraviors.
Student emotions, though a coroilary to a number o other Zactiors,
arpeared as a signiticarnt component of student interactive
thoughts. Extensive studies into the impact of this intervenir,
variable could help teachers to btetter monitor the emctioral
health of students and the influence on student emotions of

.
teacher behaviors. CJ
The significance of students' conceptions of self ~perrormance cn
thelr learning probably cannot be overlooked. A study which would
investigate relationships between student product measures and
student conceptions of self-performance may provide more realistic
causa} explanations of student performance which, in turn, mignt

suggest more appropriate instructional directions.
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Y. Gof'fman (:907) has elaborated on frace-work and this study found
evidence that self-protective tendencies of this kind were
adopted bty students. Detalled analysis of the reasons underlying
the use of these tendencles, the different kinds of tendencles
adopted and the impact on student behavior of continued use of
self -protective tendencles could help teachers to better

understand the effects of some of theilr teaching behaviors.

feachrr-Student Dyadic Interactions

Dyadic interactions seem to be crucial in the "communication"
of perrormance expectations.  From the episodes described in this
study, & mlcro-analyslis of many episodes should yield rich and valuatle
explanatory data. A need exists for longitudinal analysis of
teacher-student dyadic interactions over an extensive time period and
aCross a number o! sub'ect areas. Such an analysis might reveal a
greater array of subttle vehaviors and intentions of botnh the teacher
and student, {or these seem to hold the clues in the transmission of
interpersonal impressions.

The dyadic interaction episodes between the teacher and the
student seemed to be fréught with misperceptions and defensive
attributions. A detailled study of these behaviors may help teachers
to become more aware of the reasons underlying a student's behavior.

The conclusion was reached in the study that the issue of
consensus between the teacher's and the student's causal perceptions
of the student performance was probably a crucial point in the

explanation o! the expectancy effect. For such a conclusion to be
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accepted in a general form, more investigation of the consensus lssue

is recommended.

The Teacher's Interactive Thought Processes

This study has emphasized the student perspective of the
interaction process of the expectancy effect. Student conceptions of
self -performance, including performance self-expectations, are now
viewed to be significant elements of the interaction process. A study
which examined closely the teacher's covert behavior in relation to
the interaction process would seem necessary. No attempt at an
explanation of the expectancy effect would seem to be complete without

such a study.
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THE INTELLECTUAL ACHIEVEMENT RESPONSIEBILITY SCALE

Tne Intellectual Achievement Responsitility Scale (IAR)
developed by Crandall, Katkovsky, and Crandall (1965) provides a
measure of student locus of control. The IAR contailns two sets of
guestions; half pertain to attributions of responsibility for
success (I+) and half to attributions for failure (I-). The total
IAR score is a composite of internal attributions for both success
and fajlure.

The TAR Scale

”~ A
It 4 teacher passes you to the next grade,.would }iﬁpronblyt‘
e ’ » °
a. ‘tecause ste liked you, or 4o o
I+ _  v. ©ecamwse of tne work you did”

ra

when you do well on a test at school, is it more likely to be
I- ___ a. Dbecause you studied for it, or
L. Dbecause the test was especlally easy?

3. Wren you have troutle understanding something in school,
is it usually
a. because the teacher didn't explain it clearly, or

I- E. Dbecause you didn't listen carerully"
L. S~ When you read a story and can't remember muct. o it, is it
usually ' v .
a. Dbgcappe the st ".E.n t well writtgn,
I- b. Tbecause.you weg t Interested in tre tory
5. Suppose your parents say you are dolng well in scrnovi- 1Is
this likely to happen
I+ a. because your school work is good, or

t. ©because they are in a good mood”

6. "Suppose you did better than usual in a subject at school.
Would it probably happen
I+ a. Dbecause you t*ied harder, or
t. ©because someone helped you”
7. When you lose at a game of cards or checkers, does it usually
happen ‘
a. because the other player is good at the ga?e, or
1- b. Dbecause you don't play well”



I+

10.

16.

I+

17.
I+

18.

Suppose a person doesn't think you are very bright or clever
a. can you make him change his mind if you try to, or
b. are there some people who will think you're not very
bright no matter what yéu do?

If you solve a puzzle quickly, is it
a. because it wasn't a very hard puzzle, or
t. Dbecause you worked on it carefully?

If a boy or girl tells you that you are dumb, is it more
likely that they say that

a. Dbecause they are mad at you, or

b. because what you did really wasn't very bright~

Suppose you study to become a teacher, scientist, or doctor

and you faill. Do you think this would happen

a. Dbecause you didn't work hard enough, or

b. because you needed some help, and other people didn't
give it to you?

Wner you learn something quickly in school, is it usually
a. Dbecause you pald close attention, or
b. Dbegause the teacher explained it clearly”

1f a teacher says to you, "Your work ¥s fine,"” is it
a. something teachers usually say to encourage pupils, or
b. Dbecause you did a good job?

|

When you find it hard to work arithmetic or math problé&é at
school, is it
a. Dbecause you didn't study well enough before you tried
them, or
b. Dbecause the teacher gave problems that were too nhard’
When you forget something you heard in class, is it
a. because the teacher didn't explain it very well, or

b. Dbecause you didn‘'t try very hard to remember?

Suppose you weren't sure about the answer to a question your
teacher asked you, but your answer turned out to be rignt.
Is it 1likely to happen

a. Dbecause she wasn't as particular as usual, or

p

b. because you gave the best answer you could think of

&
When you read a story and remember most of it, 1s it usually
a. Dbecause you were interested in the story, or N~
b. ©because the story was well written? \

{
If your parents tell you you're acting silly and not thinking
clearly, is it more likely to be .
a. because of something you did, or &
b. Dbecause shey happen to be feeling cranky?
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19. When you don't do well on a test at school, is it
a. because the test was especially hard, sor
I- L. Dbecause you didn't study for 1t?
20 . ¥hen you win at a game of cards or checkers, does it ha;ﬂen
I+ a. Dbecause you play real well, or
b. Dbecause the other person doesn't play well’
21. If people think you're bright or clever, is it
a. because they happen to like you, or
I+ b. TDbecause you usually-act that way?
22. If a teacher didn't pass you to the next grade, would it
_probably be !
a. Ybecause she "had it in for you," or
I- b. Tbecause your school work wasn't good enough”
<3. Suppose you don't do as well as usual in a subject at school.
Would this probably happen Ny
I- a. '~ because you weren't as careful as usual, ox
b. Dbecause somebody bobhered you and kept you from working.
b If a boy or gi ls you that you qre'brignt, is it usually
I+ a. because ought up a good'idea, or
e b. becaus 1like you? '
25 Suppese you becgame a famous ﬂeacher, scientist or doctor.
Do yogkthink this would happen
___a. ecause other people helped you when you needed it, or
1+ b. ©because you worked very hard” -
6. Suppose your parents say you aren't doing well in your séhpol
work. Is this likely to happen more
I; a. because your work isn't very good, or
b. Dbecause they are feeling cranky?
<7 Suppose you are ghowing a friend how to play a game and he
has trouble with it. Would that happen
' a. because he wasn't able to understand how to play, or
I- b. Dbecause you couldn't explain it well?
s When you find it easy to work arithmetic or math problems at
school, is it usually
a. because the teacher gave you especlally easy protlems,
or
I+ t. Dbecause you studied your book well before you tried them?
29. When you remember something you heard in class, is it usually
I a. because you tried hard to remember, or

b. Dbecause

the teacher explained it well?

¢
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30. If you can't work a puzzle, is it more likely to happen
I- a. Dbecause you are not especlally good at working
puzzles, or
b. Tbecause the instructions weren't written clearly enough?
31. If your parents tell You that you are bright or clever, is it
more likely
a. Dbecause they are feeling good, or

I+ b. Dbecause of something you dig?
32. Suppose you are explaihing how to play a game to a friend and
he learns quickly. Would that happen more often
I+ a. Dbecause you explained it well, or

b. Dbecause he was able to understand it?

33. Suppose you're not sure about the answer to a question your
teacher asks you and the answer you.ve turns out to be
wrong. Is it likely to happen

a. because she was more particular than usual, or

f. becaarse you answered too quickly?
v ’ -
'_’! If a teacher says to you, "Try to do better,” would it be
a. baecause tWls is something st.e might say to get pupi%‘g

to try harde¥®, or &
I- b. Tbecause your,JErk wasn't as good as usual?
..

- :

Validity and Reliebility . ’i;
<

Crandall et al. (1965:100) are cautious in their statements
of validity and rellability. Modest reliability co ations-are
presented, namely, test-retest correlation of 0.65 internal
consistency correlation of 0.60 for students in the grade six range.
However, Crandall et al. (1965:107) could only provide what they
describe\as significant but low construct validity correlations in
the 0.20-0.30 range for the same students. Despite these data and
other supporting psychometric findings as summarized by Lefcourt
(1976:69-71), the IAR is frequently used in educational and
pPsychological research, probably more so thafl other similar scales
Such as Battle and Rotter's (1963) Children's Picture Test of
Internal -External Control and the Nowicki-Strickland Locus of Control
Scale (Nowicki & Strickland, 1973).
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GUIDEL INES FOR STIMULATED RECALL INTERVIEWS

The guldelines for stimulated recall interviews were adapted
from those developed by C. Cooper (1978) and Marland (1977) .
*

rd

Discuss with the Student the Goals of the Research

Little is known about the student's thought processes during
instruction. The goal of “this rfearch is to find out the thoughts,
feelings, moment-to-moment reactions and perceptions of the student
during the instructional process (that 1is, cognitive interaction,
classroom events, math content, instructional strategles, the teacher,
the class, etc.). Viewing the videotape of the lesson faciligates
recall of thoughts and feelings. Since individual student talk
constitutes such a minor portion of classrobm-interaction, even the
most perceptive observer cannot detect hist '&.emgt;iona.l and

intellectual reactions to classroom events; nor c the student's
_is.j[oyment ¢f the lesson, understanding of :_x content and awareness of
‘ y classroom events always be inferred f his/her verbal and

non-verval behavior. N

It is considered that a study of these processes could yield
insights which would assist in the development of theories of
instruction which in turn could lead to the improvement acher
education prograg- . Dq

4 How well the student behaves or how well he achieves is not
the focus of the interview. Impress upof the student that the
stimulateqgerecall interview is not a memory test n a test of any
kind. He?ghe should consider the (taped) lesson ;:sgh\ordinary lesson
and behave orquact as he naturally would. ‘.

»
Prior to the Interviews with the Student or the Teacher:

1. Preview the videotape of the lesson to identify those segments
which appear most significant for investigating the thought
processes of the student or teacher.

2. Arrange the interview setting so that t interviewee can look
directly at the monitor and not be distfacted by the
igterviewer.

3. Give the student or teacher time to become familiar with the
operation of the ¥TR, have the student or teacher operate the
VIR and spend some time in viewlng the videotape, particularly
. 1f the student or teacher &gs never viewed. himself on.videotape
before. ’ &
. .
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4. Explain the purpose of the stimulated recall interview and
indicate clearly what is required of the student or teacher.
Stress that the role of the student or teacher is to recall thie
thoughts, feelings, and moment-to-moment reactions experienced
during the lesson and to indicate when a~cpnscious decision was
made and the reasons for méking that decision.

5. &#xplain to the student or teacher that he/she will probavly torm
new impressions of the lesson and of the events which occurred
during the lesson while viewing the tape. Ask the student or
teacher to try and distigguish during the interview between the
thoughts and feelings experienced during the lesson and those
experienced after the lesson or when watching the videotape.

,?Discﬂ@%}{;th.thqﬁlgépher the Goals of the Research

~

At the present time very little is known about the thought
processes of those involved in the classroom teachiﬁg—learning
situation. These processes are the focus of interest of thWis researchk
project. The goal of this gesearch is to find out what information
the teacher and the students use dyring instruction—erd Tiow tlLey
process this information. The .‘teractions betwean the teacher and
the students are of special interest. .

It 1s considered that a study of these processes could yield
insights which would assist in the development of theqries of teaching
and learning and which would lead eventually to the improvement of
teacher educatlon programs and school curricula. How well the lesson
was taught and how well the student learned is NOT the focus of thre
interview.

Role of the Teacher/Interviewee

The method used in this research project to obtain data on
teachers' information processing during instruction is called
"stimulated recall."” Asking teachers to recall after a lesson the
thoughts and feelings they experienced while actually teaching the
lesson has not proved very satisfactory. Recall of thoughtgaand
feelings 1s facilitated when teachers are shown a videotape of the
lesson. Seeing events in the lesson on videotape helps to trigger or
stfmulate recall --hence the term "stimulated recall."

Whereas 1t 1s possible to have people in some professions
"think out loud" about their professional duties because they are not
interacting with other people, it is not possible to do this with
teachers because it would interfere with the instructional brocess.

We know that the mind works faster than the voice. As
teachers interact with children in the classroom they--
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- become aware of many more classroom events than can te

interred from their verbal and nonverbal behavior;

- react to classroom events amotionally and intellectually

in ways which even the most perceptive observer could not
detect because they are internal - -many reactions are not
revealed to the observer;

- make numerous decisions about what to do and say next or at

some future point in the lesson, or what not to do or say .
The a¥ternative courses of action considered, the reasons

fo¥ the final choice of action are trequently mot declared

or revealed; the observer is not privileged with this
"insi¥e®™ knowledge and with the various rationales. >

As thnﬂﬁggcher relives the lesson by viewing the videotape, he

is invited”to pré¥idg a detailed account, to talk aloud, about:

-~

a, thoughts, feelings, moment-to-moment reactions;
AGTYY ngs, momernt-to-moment reactions

(b E%y ious choices (that is, when you chose to do or say
thing rather thran other things, or when you chose to

T2y or do nothing,, the alternatives you considered betore
N ing a choice, and the reasons for choosing to do or say

vgpat particular thing.

You may stop and start the tape as often as you wish.

The interviewer may also stop the tape on some occasions to
ask you if you can recall your thoughts, feelings, reactions,
etc., in relation to certain classroom events.

The 1interviewer's role is simply to assist you to recall what
you thought and felt during the lesson.

As you view the tape you will probably form new impression:

of the lesson and of events which occurred during the lesson,
and think of other things that you might have said or done .
Try to distinguish during the interview between the thoughts
and feelings you had during the lesson and those you had after
the lesson or when watching the videotape; ensure that the
interviewer is aware of the distinctions too.

If you have any questions, the interviewer will be pleased to
discuss these with you prior to the interview.

N



Role ot the Initerviewer

In the stimulated recall session with the

st .d-n.t or teacher,

the role of the interviewer is to asulst the student or teacher to
recall and verballize the covert thougtits and feelings experienced

during the lesson which has been videotaped. To

tfacilitate as

complete and as accurate recall as is possible the interviewer must:

- try to estallish a relaxed, triendly, supportive atmosphere

“; pfior to and during the interview;

- try to facilitate and encourage self-discovery; €t is important
for the interviewee to bel ieve that he/she is capable of telling
about inner processes without the interviewer telling the

interviewee what they were;

- avold making interpretations of, and Jjudgments about, what
appears on videotape; ask questions requiring elaboration or

clarifiication but avoid questions answerable by "yes" or "no";

- assume a respectful set towards the student

or teacher and the

videotaped material; communicate to the interviewee that he/she

is being taken ¥ery seriously;

- keer the student's or teacher's attention focused on tne TV

image; refrain from unnecessary aéltivity as
actually interfere with recall;

such activity may

- encourage the interviewee to talk; don't have the student or

teacher become go engrossed in listening to
forgets what he/she is reliving; the interv
authiority--you are that person's interested

- be patient; give the interviewee a chance t
reliving the recorded lesson;

you that the person
iewee is.the
student;

o become involved in

- immerse yourself in the interviewee's communication rather than

trying to figure out what to say next;

- keep the student's or teacher's discussion
transpired in the actual videotaped lesson

focused on whai
d, in particular,

on the student's or teachgr's covert thoughts, feelings, and tiy

sources of these; consclous decisions and r
those decisions; :

- stop the tape (if the student or teacher ha
at polnts in the lesson where it appears 11
for purposes of this research and at the fo

easons fs' making

s not already done so)
kely to be profitable
llowing points

identified during a preview of the videotape:

1. When the teacher asks a question of t
another student).

he student (or

304
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When the student's (or another student's) dnswer to a
question 1s part-correct or inooryect. J

3. When a student-initiated question (relevant) occurs.

k. When a student-initiated comment (relevant) occurs.

5. When the teacher responds to a student's answer.

. When there is a behavior-related teacher-at'torded warning.
7. When there are non-verbal cues suggesting that the teacher

(or student) is anxious, annoyed, perplexed, excited,
enthusiastic, excited, etc.

€. When the lesson is not running smoothly.

-

Y. When the student interacts with other students.

ask proting questlons to tacilitate maximum djisclosure by the

student or teacher, for example;
-

" * What were you thifking, feeling at that point’
Why did you say, do ......7
Did you have any reasons tor saying, doing ...... 5
Did you understand what the teacter was saying, doing ...... A
What did you think the teacher was wanting, thinking, ...... v
Can you recall any other kinds of thoughts 7
Were trere any fantasies (daydreams) goi your rind"
.« Was there anything that you did not want to
Was there anything that you wan}ed to do at at time?

Note: wuestions should be brief &nd should create an intense
v awareness 1in the student or teacher of himself/herself .
Avold questions which are suggestive of, or imply

criticism, incredulity, disagreement, disapproval, etc.

- chteck rrequently that the student or teacher is difrerentiating
between interactive thoughts and feelings and those subsequently
rormed.
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PRE-TEST AND POST-TEST INTERVIEW SCHEDULES

Pre-Test Interview Schedule

1. What is coming up tomorrow? . (the test)
<. How do you expect to get on?
Why do you think you will do L ?
G ghat is there7about the unit that makes you think you will
O J

5. How do you expect to feel® Why?

c

.DO You ever think of how others might be doing in the test”
How 4o you know how well they are doing?

[SSEEEN

Do you think they wonder about bow well you are doing?
9. D9 you.think the teacher will know how well you are doing”

o Nhat-@;y@u think she will think of you and motion geometry
after ghe test?

11. Why de you think she will think this of you?
12. Do you care much about how well you do on the test? Wiy ”

-

. " Post-Test Interview Schedule

—

How did you &et on in the test?

wWere you surprised at the result? Why?
Why not?

3. Why do you think you got ?
aR
What reasons would you glve for getting

How do you feel about this result?
Do you have any idea of how others got on”

[aS)

How do you know how they got on?

How do you feel about them knowing your result”

What do you think the teacher thinks of you after this test”
W1ill the teacher be surprlsed aboutvyoﬁ and the math test?

>-% " Do you think the téacher has the same idea about you and maths

as you do, Or are her ideas different?
) - ’»

367
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% You have a pretty good idea of how well you are doing in maths.
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. SUMMARY OF CATEGORIES IN THE REVISIN OF THE
EXPANDED BROPHY-GOOD TEACHER-PUPIL DYADIC
INTERACTION CLASSROOM OBSERVATION SYSTEM

The summary of categories in the low inference observation
system is adapted from Marland {1977) . The main difrerences {rom the
system used by Marland pertain to the private dysdic teacher-student
contacts. ’

The major aspects of classroom life coded by tris system arc
represented by the four cells in the diagram appearing below. within
ench cell are the sut-categories otf those four aspects which are then
“Lrtrer broken dowr. inte still smalloer units.

w

Putlic Response Private Dyzdic
Opportur.ities Teacher-Puypil Contactis

— - —_— = — - - R e S

PR C .

1. Work-related

Teacher ‘ 11. Fersonal

AT orded | I11. Procedure-related
' IV. Feravicer-related

e e — - 4

‘R .
, | 1. Student initlated 1. Wwork-related
Student ﬁ
Iritiated X questions 11. Personal-related
e | II. Student initiated {
' comments
L envs oL '

A. Teacher Aftorded Response Opportunities
The three key aspects of this category o1l classroom event are:

(a; thevy are public interactlions between the teacher and a
ernisd, intended to be monitored by the class r group
Wwith which the teacher 1s working;,

(v) they occur when the teacher asks a question requiring
either a vertal or nonverbal response;

(¢, orly one child makes the response.

For each response opportunity that 1is coded, information has to be
checked off ir. each of four subcategories: (1) type of response
opportunity; (<) level of question asked; (3) quality of child's
answer; (4) nature of the teacher's feedback reaction.

369
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(1) Types of response opportunity

Predesignated (PRE):

Non volunteer N. VQOL):
Volunteer (VOL):

Called out (CALL):

N

tevel ol question asked

Process (PCSS

Product (FROD):

Checice (CHOIS):

Sel:l Reference
(SEL¥ REF ) :

Opinian:

teacher names the child first and
then asks a question;

teacher asks a question first but
calls for a response from a child who
has not raised his hand;

teachdr asks a question first and
invites a response from a child with
hand raised;

teacher asks a question but a child
calls out the answer before the
teacher has a chance to select a
respondent; the teacher nevertheless
responds to the child who called out
the answer.

s

question requiring stgudent to
integrate facts or sibw kKnowledge o:
their relationships; P

question for whicr a specitic correct
answer i1s sought;

question requiring an answer to i«
selected from one o: the altern:: .o
presented;

question requiring child to make a
non-academic contribution to the
classroem discussion. Tr.is type of
question has then to be :urther
classified as subject-matter related
(SUB) or non subject-matter related
(NON SUB) and then whether it requires
the child to show a preference (PREF)
or to give information Iout his past
experience (EXP).

question requiring student to take a
position on an issue or to predict the
outcome of an experiment or hypothet-
ical situation. If the child gives
no response (NR) this is coded. On
the other hand i1f the child does
respond, the teacher's reaction to



(3) Quality of child's answer

(L)

the answer is coded: if it 1is pralsed
(), criticized (I), ignored (0),

. accepted {ACPT), integrated (INTEG)
into the orgoing discussion, or 1if the
teacher disagrees (DISAG) with the
cnild's opinion.

~

AN
The child's answer is coded as correct (+), partially correct
(+), incorrect (-), or no response (NR) but, 1f the child
indicates that he doesn't know, thls iltem of information is
also coded (DEK).

Nature of tne teacher's feedback response

.- teacher's reaction to the child's response has been

tegorized as terminal or sustaining. Reactlon which 1s
+erminal, that is, it has the effect of terminating the
interaction with the child, could be one of nine types. The
teacher may praise (I), criticize (-), ignore (0), give a
sigple arfirmation (AFFIRM) or simple negation (NEGATE), give
process teedback (PCSS), give the correct ahswer (GIV ANS),
ask another (ASK OTH) child for the answer, or the arswer may
ve called out (CALL) ty another student. Reactlon which is
sustaining, that is, it has the effect of prclonging the
interaction, could be one of four kinds. The teacher may
repeat the gquestion (REPT ), rephrase the question or give
a clue (REP or CLU), ask a new guestion (NEW ), or repeat the
student's statement (REF SS).

Student Initiated Response Opportunities

—

Student initiated guestions

This category of response opportunity is used if the student
asks the teacher a question regarding the subject matter under
discussion or some other matter. If the s*udent calls out
(CALL) the question without prior teacher approval, this

point is coded and also if the question is relevant (REL) or
irrelevant (IRREL). Two kinds of teacher reaction to the
question, praise (f) and criticism (Z), are coded if they
occur, and also types of teacher {eedback. The teacher may
provide no feedback (0) (that is, ignore the question), delay
(DELAY) her answer, not accept (NACPT) it into the discussion,
provide a brief or long answer or she may redirect (RDRET) the
gquestion to another student. Three other categories, pralse
(), criticism (I), and warning (WARN), are provided if the
teacher makes a reaction related to the student's behavior in
initiating the gquestlion.

371
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Student initjated comments

The detalls surrounding a student initiated comment that are
coded are very similar to those for a student initiated
question. All but three teacher response categories, brief,
long, and redirect (RDRCT) are retained. They are replaced
by another three. The teacher may accept (ACPT) the student
comment, integrate (INTEG) it into the class discussion, or
may use it to shift the direction of the class discussion.

<

Teacher Afforded Dyadic Contacts

v
P

11.

I11.

Iv.

Teacher afforded contacts (work-related)

These are instances when the teacher makes private contact
with an individual child about his work. Several features of
tr.ose contacts are coded. The duration of the contact 1is
timed. The contact may be one in which the teacher just
obgserves (OBSERV) without entering into verbal interaction.
The teacher may graise (), criticize (2), ignore (0), give a
simple affirmation (AFFIRM) or a simple negation (NEGATE),
give process feedback (PCsS), or glve the correct answer

(31V ANS'. Alternatively the teacher may sustain the
interaction. He may repeat the question (REPTw), rephrase
the question or give a clue'zREPor CLU), ask a new question
(NEW «', or repeat the student's statement (REP SS)-

Teacher a’forded contacts (personal)
Trhese cortacts do not involve either work content or procedure
but are o! a strictly personal nature. .

Within this category a distinction 1s made between those
instances when a teacher seeks a favor (child helps in |
running the classroom) and those in which the request has

to do with getting the child ready to work. The latter are
coded as management (MANAG). Thank you (THANKS) is coded 1
the teacher thanks the child following the management or
{avor request. -

Teacher afforded contacts (behavior-related)

Trhis category 1is used whenever the teacher makes sone comment
on the child's classroom behavior. They are subdivided into
praise (1), non-verbal intervention (NV1), warnings (WARN),
and criticism (2Z). Errors which the teacher makes when
warning a child are also noted. Three kinds of errors,

target errors (TARG), timing errors (TIM), and overreactions
(OVERT) are coded. The no error category is used whenever the




teacher does not make one of the three errors. ‘Provision also
exists for the coder to record his uncertainty (?) if he is
not sure that an error has occurted.

Student Initiated Dyadic Teacher-Pupll Contacts
(referred to as Child Created Contacts on the codip sheets)

I.

1T.

.
Child created contacts (work-related)

This type of contact may be initiated by a content comment
(CoNT C%, a content question (CONT Q), a procedural comment
(PROC C), or a procedural question (Pgbc @) . The teacher's
teedback to the child is coded as elther terminal or
sustaining. The teacher may praise (1), criticize (I),

ignore (0), glve a simple affirmation (AFFIRM) or a simple
negaton (NEGATE), give process feedback (PCSS), orygive the
correct answer (GIV ANS). Alternatively, the teacher may
sustain the interaction. He may give process feedback (PCSS),
give a clue (GIV CLU), ask a new question (NEW Q), or repeat
the student's statement (REP SS). Where swstaining feedback
in the form of a que@tion is provided by the teacher, the
student may give a correct response (+), a partially correct
response (+), or an incorrect response (-). For other teacher
sustaining feedback the student may ask a further question
(ASK &), make an appropriate comment (GOMMENT), or simply
acknowledge the teacher reaction (ACKNOW ) .

Child created contacts (personal-related)

In this category there are two first-order divisions,
experience (EXP) sharing and procedural (PROC). All
experience sharing contacts are personal ones in which the
student contacts the teacher to tell him something which 1s
not related to either classroom work or procedure. The
teacher's response 1s coded as either acknowledged (ACK)
(that is, the contact is acknowledged by the teacher) or
delay (that is, the teacher indicates she is unable to listen
or talk to the pupil at that time).

A procedural contact occurs when the pupil 1s making a
request, offers to do an errand, or reminds the teacher of
something. The teacher's reaction is coded as grant or
non-grant (N GRANT) (teacher has or has not granted the
request) or as delay.
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POST-OBSERVATION OUPEN-ENDED STATEMENT COMPLETED BY
THE TEACHER : A VERIFICATION OF VALIDITY

Following the observatfén phase, the researchgr requested the
teacher to write down everything she knew about or percelved
regarding the intention and direction of the research. She was
invited to classify her thoughts into (a) definite knowledge,

(b) strong additional hunches, and (c) possibilities (no matter how
slight the bases for thinking these). The following is the teacher's
statement..of her thoughts.

As requested in your letter of November <1, 1 submit the

folluwing as my knowledge or perception of your research project:

The project proposed to loqk at the thought processes and
observable behaviour of the teacher and students during regular
mathematics lessons. Lessons would be video-taped over a
two-week period, then used to stimulate recall of thoughts
during an interview. The information that was obtained from
video-taping and jinterviews would later be coded and classified
and analyzed; hopefully this would lead the researcher to some
clues concerning thought processes during teaching and learning

and how these thoughts influence us to do or think certain things.

The use of stimulated recall had already been researched and
proven viable in this type of study.

The study ‘involved a two-week period of familiarization.
During this time, the researcher made use of classroom
observaticon, personal interviews, casual conversation and
inventories to acquaint himself with the -participants. To ensure
that the video-taping would take place in as normal a settling as
possible and that participants would act as naturally as
possible, the video-equipment was utilized during this time,
followed up with individual interviews. In short, "trial-runs”
of the daily procedures of the next two weeks were carried out.

During the two weeks of actual taping, the researcher
recorded math. lessons, usually in their entirety, meanwhile
.logging key points and interactlons with the video meter.

Outside the classroom, the researcher previewed the lesson,
selecting suitable segments that would be used later to stimulate
thought-recall. A variety of individual and small group
interviews were conducted and recorded. Later the researcher
would review the interviews, transcribing, coding and analyzing
the -data.

Signed: Teacher
November 23rd, 1978.
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10410

10:11
10:12

16:13%

10:15

10:17

VTR

Counter

000

010
016 »
020
021
025
- 030
olO
ol9
059
060
067
070
Q72

077
030
083

087
090
092
097
100

107
1:0

117
120

125

130
135

I

SAMPLE OF LEBSON OVERVIEW : LESSON

P

Indicators, Interactions, Questions

.

We will have some practlge making some 111D e

Stude g; move to get traclng paper

Trs Students given warning to hurry

Tr: Please waft and we’'ll do these together

Tr contact with Roger

Tr: Let's review as to how we use the Plexiglas.

Tr: Holding it stralght up and down

Tr: Can you with your finger trace along the

Tr: Try and find the very most top polnt ol the
leaf . f

Trevor: Student /question. T

Tina: Student gquestlon.
Arthur. .
Tr to Trevor

Rodney to teacher
Tr with Cathy
Tr with Cheryl
Lisa out of desk

New instructions to Rodney
Tr to Cheryl
Rodney up with Trevor--also interacting
with Tina
Tr to Denis
Lisa call out, Tr accepts-
Tr gives extra instructions to those finished.
Richard to tr.
Tr to Cheryl
Greg to tr, "Look what I've got. It looks
horrible!"

Tr to Denis
Tr to the BB--explaining re sending a message
using the Plexiglas.

Thelma to teacher--she had gone on ahead.
Ricky to teacher.
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S ™ « - : .-
Time VTR Indicators, Interactions, Luestions
Counter . ’ ’ '
—— — - . 4 o e e R . . . I
Yo ' Andrew~tas teacher
141 i Thelma giden another worksheet.
14 ' Tr withlisa
150 | '
156 l ?
10120 160 ' Tri Okay, \(et's try the next example with tracing
paper.
163 . Tr to Cathy.
168 i Denis: Student question, "Which one are we doing’"
170
178 . Trs How are we golng to check congruency’
] 180 | Sandra responds -
N 188 . Tr: Now you are ready to tlip your image.
| 190 \
! 192 ‘ Denis: Student question.
? 199 Tr used Denis' comment. .... Rodney out of desk.
‘ <00 ' Tr to Roger
A S Tr to Denls .
1 Tr to-Thelma
| 207 Tr to Lisa A
1 210 ‘
! Q1L ' ‘ Trevaqr out of desk to Tina
| 214 7 Ly . '
10:273% 215 Tr to Ria. d
<17 Tr: Which did you pretfer, the tracing paper or the
220 Plexiglas.
| 223 Tr: Let us do some checking with the Plexiglas.
* 225 Prevor and Tina still interacting.
! 230 ~ ‘
10125 | 233 Lisa call out.
! Thelma to the teacher.
! 238 . Tri All right. Go ahead and use whichever method
4 ) you prefer.
| 2wo |
i 249 Denis: Calls for tr's attention across the room.
{ 250 )
i 253 Tr to Richard.
|
20 L, :
10:27 261 Tr to Rodney
270 | Tina out of desk for tracinhg paper.
277 L,
280 + Tr to Richard. Mike waiting by tr.
10129 293 + Mike talks with teacher.

t— e
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CONTENT ANALYSIS OF STUDENTS' INTERACTIVE
THOUGHTS (CASSIT)

' 4
This content analysis system has been developed to enable the

zategorization of students' JAnteractive thoughts and feelings during
the learning of mathematics. The structure and format of the system,
and its underlying rationale, reflect the direct influence of
Sonners' (1978a) and Marland's (1977) systems tqr analyzing teachers’
interactive thoughts. However, the categories of the system have

been generated from examinatlon the transcripts ot the students’
interviews and, in part, from a consideration of the ma jor research
questions of the study. .

4

Researchiers have long recognized the probable interdependence
of students' task ouriented and self-orlented thoughts and feellngs
while learning. An analysis of thls covert behavior could suggest
bLases for, and provide cues to, a better understanding and
appreciation of student learning in the normal classroom.

Lata .
Transcripts ot students' interactlve thougr.ts d.ring a lesson

contained the data to bte analyzed. The transcripts were prepared
from audlo recordings of post-lesson interviews witr, each of the
students. The post-lesson interviews involved largely the use of
stimulated recall methodology. While viewing a video recording of a
recently completed lesson, each student was asked to report nis
thoughts and feelings during the lesson. The vertalized recall of
thoughts occurred at each of a number of stimulus polnts in the
lesson chosen by either the interviewer or the student. Normally,
on each occasion, the videotapg was stopped. Following the student's
reporting of thoughts and feelings during a particular stimulus point
in the lesson, the interviewer often questioned the student further
regarding some of the causal explanations and perceptlions of his overt
and covert behavior.

The data avallable in the transcripts, therefore, consists of
more than just students' interactive thoughts. Data of a non-
interactive form include:

1. Subsequent disclosures pertaining to causal explanations and
perceptions of a student’'s behavior.

2. References by the student to thoughts or feellngs experlenced
prior to the lesson (preactive data) .

3. Thoughts and feelings which a student had after the lesson or
during the post-lesson interview (postactive data) .
)

WO
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4. Discourges during which the atudent endeavoured to axplain an
incident, situation, or circumstance tor the beonefit o! the
intorviewqr.

Coding
‘There arc two major ateps in the content analysis systenm:
1. Idemtification ot in‘-rlct1v~ data. \

~
2. Unitization. This eecond phase of the system usually involves
two stages:

(a) 1identification of units of interactive data, and /

(b) placement ot units of interactive data into
categories. «

jtep . 1 Identification pt Interactive Data

The tirst step in using the content analysls system 1s to
dentity those thoughts and feellings that the students report as having
;ccurred during the dessori. These thoughts and feelings are the
nteractive data and are to be distinguished trom tne non-interactive
iata, that is, those thgughts and feelings that cecuarred betore’or
\f'ter the lesson. Non-interactive data is not to be coded.

. Refore each interview the student was reminded that the
interviewer was seeking recall of only the thougnts and feellrgs wh.icrh
securred during the lesson. In addition, the student was asked to
indicate when non-interactive thoughts were beling verballzed. W!dle
tt.e student was able to contribute in this way 1ln some cases, the
jisferentiation between interactive and non-interactive data remains
largely tne task of the coder.

However, in the transcripts, many clues make easy the task of
itstingulshing interactive from non-interactive data. Examples of
clues wt.ich indlcate interactive data are:

3; 1 was just thinking about
S: 1 was sort of feeling . . . - . : .

I: WwWhat were you thinking then?
S; 1 was kind of laughing at him in my mind. He looked\SOJ

funny

) L
I: when you firet saw the worksheets what were your thoughts

at that time”
S: 1'd probably get fhrough it in short time. It usually is

quite easy. >



"Likewise, many clues in the transcripts indicate non-
interactive data:

S: 1 can't remember golng like that

-

S: 1 think I was thinking a bit about Richard

St + + . and I was kind o! upset last night because I
thought

I: You were saying:

S: Me and Ruth have a hatrit of putting our pencils i: our
mouths.

Guldelines. In addition to the obtvious clues :or
distinguishing tetweer. interactive and non-interazctive data, trere is
avzi.atle a set of approjriate guldelines developed bty Marland (1977
The ¢uldelines specizied telow are modified slightly from Marland's
set. They should be used espocially when the clues illustrated above
are less clear or not present. In the examples oI nor.-interactive

data provided witl, each guidelin., any included interactive date have
beer. underlined. j‘

suidelin.

O tre transcrijts in

Lavel as norn-interactive those sections

S saying or doling, or wrat
P -
)

wrich tre student 1s recalling what he wa
oo nad osald or dene, rather than whit e wa

&9

xamples

E: - - . so0 1 looked ir my notes, LY DOOK to see whnat it
looked like.

Note 1: Statements indicating that the student saw, heard,
or sensed what another student or the teacher was saying
or dolng are to be coded as interactive since it is
clear that the student was processing other people '

behavior during that segment of the lesson.

Examples:

- I: Can you remember what you were trinking at tnat
time?

S: About the fight. 1 was looking at wnat they
were doing.

S: I was jJust tinishing the first jpart whnern 1 neard
ner say, "Example B."

Note <: When the student is descriting or relerring to a
learning experlence and his descriptior contains reasoLns,
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purposes or consequences, then the data are to be coded
as interactive.

Example:

St Egl&é;;llKQAJQSﬁ before-1 went up, and we were
all%talking like, because we were talking about
the picture like, we couldn't get it exact. OS¢

he went up first to _ask so_tnat 1 declded that

I might as well go up to find out.

Guideline . >

Label as non-interactive those sectlons of the transcripts irn
Which tre student is snhowing awareness ol what he waswdoling rather

tr.an of whnat he was trinking . *
Examnyle:
S: 1 cer.'t remember. kut I rememter me shaking my read,
"cause 1 saWw her lookirg at me.

suldeline 3

1 n7.., as non-interactive those sectlons ol the transcrijts in
wiic: tio student is engaged in general discussion atout iwarning, ood
n thre: learning process that somelimes arise, where it is

situations
K tre discussion 1s nc® related *o the interactive thower.is
t

OLvic.n tr

3: 7ou krow, 1 krnow symmetry, and sne...l would just ask
wi.it the question was agalr and she would tell me arna
tren 1 would Know.

Guddeline &

Label ac non-interactive those sections of the transcripts in
whic!. it appears the student is providing a reasorn, explanation, or
rationale for what he was doirg or saying.

Example:

S: I don't like eating, tut sometimes things are so b rirg
that 1 feel like doing sometning, so 1 eat. Sometimes
I draw, but that draws my attention from the board and
then I might miss something.

Guideline

Label as non-interactive those sectlions of the transcripts in
wr.icr the student summarizes, restates, reviews what he or the
integviewer said previously.
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Example:

S: I got it wrong a couple of times and went to another
Plcture.

I: Yes. S0 you...

S: Went onto an easler question and Jjust left the rard one.

Guideline o

Label as non-interactive thiose sections of the transcripts in
wrich the student discloses causal explanations and perceptions of
tehavior in response to extended questioning by the interviewer.
These disclosures tend to consist of personal Justifications,
rationalizations, motives, or emotions that underlie student inter-
active thoughts durlng learmning. At the time of a lesson these
processes would probably function in a subconscicus or retflexive
manner, given the speed and complexity of most covert behavior.

Example:

What do you do with the questions that are lhard?
: Well, I try to figure them out, or go uy to the teacrer
or ralse my hand.

1
S

I: How do you tfeel when you nave to go uj and sue the
teacl.er.
S: well, I like to wailt when there is rardly anyone. trere.

So that I'11 feel better.

I: why does 1t make you I'eel better:

S: Well, kids...I'm kind of shy a bit still.

I: And you were golng to say about the kids’

S: Well, 1ike they might lauglh at the question I have *o
ask for.

Suideline 7

Labvel as non-interactive trose sections o! tre transcripts
where the student indicates any uncertainty avout throughts and
reelings belng interactive.

Examples: %
S: Well, I think I was rKi:: .t

S: I guess I was thinkirng

Guideline &

When classityling parts of the transcripts as interactive or
non-interactive, look for contextual clues. Often decisions about the
nature of sections of the data can only be reached after examining
clues found in lines prior, or subsequent, to the section under
scrutiny.



Guideline Yy

Wwhen in doubt, classify the section o1 the transcript in
question as non-interactive.

Step < ¢ Unitization

According to Marland (1977), the unitization.phase of a coding
system usually involves two stages, namely, the process ot unitization
r segmentation and the process of categorization. Segmentation
consists of dividing the data source into units, such as a paragrapl.,
~ntence, or thought. Categorization involves placing each unit into 1
. of several discrete, clearly defined categories.

As Marland (1977:304) points out, "the distinction between the

two stages ot segmentation and categorization 1s foften] blurred
tecause the unit seiected 1s best understood in terms of the
categories. In tact, tn2 categories largely establish the unit."”
Treretore, in coding the data of this study, the procedure to be used
involy .. one of examining the transcripts and determining each unit on
the t .l 0f a section of the data complying with one oI the categories
cv interactive thoughts. The unit 1s only estatlished when a segment
o: <. <ranscript matches witn the characteristics ol a category .

Tre Unit. The unit of analysis in the content analysls system
1. what Mariand (1977) and Conners (197ba) rerer to as a thought or
tioutional unit. Conners (2975a:352) delf'ines this unit as "a remark
cr series of remarks, which expresses a more or less complete idea,
2 serves a specified Tunction.' Consequently, the thought unit may
conprise a single work, a part of a_ sentence, or an entire paragrath,
so 1ong as it is centered on a single trhougnt.

3

Ea~h single thought unit is to ve clearly delineated when
codirg tres interactive data by enclosing in parentheses.

Example of segmentatlion of student thoughts:

: What were you trinking at that time?

(It's a crazy looking diagram) and (Crystal was trying

to say that you could) .make a slide™etween two diagrams .
(There was no way you could.) (Just by looking at it you
could +-.1.) (And she had to try it out,) (and I knew) .
("oh Crystal, you're nuts! There is no way you could

make anything out of that like a slide.”) (And I felt
like going up there and changing it.)

L) =

Conners (1978a:353) refers to "false starts" and "mazes” as
two common speecl. characteristics. However, tecause they do not meet
tne eriteria of a single thought unit as detined, they are not to be
uniitized.



e
Examples of 'talse starts": (Examples are underlined)

S: Well...I1 was only...(1 was trying it out in my mind.)

S: Well, I was going to, like say that, I didn't have,
Flexiglas you know...(since it's quite thick and
sometimes you have to move it around.) .

Example of "mazes': (Examples are underlined) -

S: (I was afraid I'd get laughed at if I got it wrong.)
Like, because, when they, if 1 really want, because I
wasn't sure, I didn't put up my hand.

Categories. From examination of the transcripts, nine
categories of students' interactive thoughts and feelings have been
created. KEach category consists of a set of thought units with one
or more distinct characteristics. Consequently, a thought unit may
be categorized only once, given the discrete nature of the categorieh.
The nine categories of interactive thoughts and feelings are:

1) subject matter, 2) cognitive processes, 3) behavicral moves--selrl,
b§ behavioral moves--student, 5) behavioral moves--teacher,

) self-performance--thoughts, 7) self-performance--reelings,

8) feelings, and 9) non-task-related.

Given the purpose of this study the categories of behavioral
moves--3e11, behavioral moves--student, behavioral moves--teacher,
self -pertormance - -thoughts, self-performance--feelings, and feelings
were subcategorized.

1. Subject Matter

Units in which a student's thoughts are focused specifically
on the content and skills of mathematics are to be coded as "sulject
matter.” Thoughts expressing ideas assoclated with the concepts, °
operations and applications of mathematics are typical of this
category .

Example: (Shown in parentheses)

S: See, she asked if they were alike, (and Jjust like they
are all the same in size and that's it, they are

congruent . )

Wwhen a student reports simply that he was thinking about math,
the math question, or makes other general references to the subject
area, then the units are not normally coded as subject matter. Such
references usually occur in the context of being on-task, that is,
attending, and are to be coded as "behavioral moves--self.”

Care must~be taken to exclude from the subject matter category

any reference by the student to his thought processes involved when
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learning the mathematical concepts, operations, and skills. These are
coded as ''cognitive processes.” Similarly, units of student
perceptions of task structure and of task difficulty are not to be
coded in this category, but rather as a subcategory of "self-
performance--thoughts."

2. Cognitive Processes

" A "cognitive process” is the unit in which the student reports
a thought process involved in learning the sub ject matter. The
thought process must include a merital action performed by the student
as he engages' in the task of learning. As covert behavior, these
mental actions m be accompanied by overt behaviors, such as
verbalizing, writing, and acting. Specifically, cognitive processes
range from perceiving or being aware, to knowing or remembering, to
understanding, to reasoning or Jjustifying.

References to thinking how to do a task (a question, a
problem, a worksheet) are included in this category.

Examples: (Shown inm paq;ntheses) .

S: 1 rémember that (I was thinking, I was doing on a plece
- of paper how it could be different.)

S: (I was trying to think how to do it.)

3. Behavioral Moves--Self

4 "pehavioral move--self" is a category in which the student
reports his thoughts about an actlon he was performing, had performed,
or was considering performing in relatlion to the learning process.
Such an tion must reflect a personality orientation, usually in the
form of rsonal decisionmaking. Thought units should refer to
actions involving a motive, desire, intention, interest, or some other
self component.

A palr of subcategories of behavioral moves--self includes
those references to avoiding or seeking public participation.

Example: (Shown in parenfheses)

S: See I put up my hand...(I wanted to do the question.)

A further pair of subcategories refer to attending-listening
and not attending-listening.

Examples: (Shown in parentheses)

S: (I was listening to what she was doing.)

I: What were your thoughis at that time?
S: Maths...(I was thinking about maths.)
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A related palr of subcategories refer to the motives to attend
and the motives to avold attending. Sopge reference i1s also made to
pretending to attend.

Example: (Shown 1n parentheses)

~S: (I dadn't want to listen to the maths lesson.)

4. Behavioral Moves--Student ™

A "behavioral move--student'” is a category in which the
student reports his thoughts and feelings about an action involving
other students. The theought units may refer to either the other
student as a person, the other student's behavior, or both.

Subcategories of behavioral moves--student include perceptlons
of other students' performances, inferences of other students'
thoughts, perceptions of other students' behavior, and a direct
interaction with another student or students.

Examples: (Shown in parentheses)
S+ (1 saw that he had got his all right.)

S: She was looking at me and (I could tell she was thinking
she was stupid.)

St (Jenny was working hard) so (I decided to ask her what
was going on.) >

Thought unit% in which a student reports a self-performance
thought in relation to an "involvement by a significant other student
are excluded from this category, and are to be coded as 'self-
performance--thoughts."

5. Behavioral Moves-—Teadﬁgg

A "behavioral move--teachar" is a unit in which the student
reports his thoughts and feellngs about an action involving the
teacher. The thought unit may refer to either the teacher as a
person, her behavior, or both.

.

Subcategories of such actions by the student include a
sensory experience or a cognitive experience such as a perception,
interpretation, or evaluation of the teacher's behavior, perception
of the teacher's instructional moves, and a direct interaction with
the tedcher.

Examples: (Shown in parentheses)
S: (I wondered why she began to talk quietly to us.)

St (I saw that she was asking all the kids without their
hands up.)
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s

Thought units in which a student reports a selt -performance
thought in relation to an involvement by a significant other teacher
are excluded from this category, and are to be coded as "self -
performance--thoughts." : :

-

6. Self -Performance--Thoughts

Units in which the student is thinking abdut his pertormance
behavier and outcomes are to be coded as ”§elf-perforﬁénce——thoughts.
The essential element of these work-related.units is self, where the
student is (1) reflecting upon how well he has achleved thus far,
(11) monitoring his work performance of the moment, and
(iii)‘contemplating hls expectancies of future behaviors and outcomes.

Some subcategories of self -performance thought units emphasize
aspects of self-evaluation. This cluster of- subcategories consists of
references by the student to self-assessment of success, self-
assessment of Tallure, perceptions of task difficulty, and perceptions
of task structure. Perceptions of task structure are those units
‘Wwhich reflect how a student views the task before him. Does he
believe success or fallure on the task will depend on his own level of
competence and input of effort (for example, "I could see how to do
it") or does the student believe that success or tailure on the task
1s controlled by factors external to the self (for example; "1 couldn't
see how to do it")? Elements of personal judgement of competence are
contained in a task structure perception.

Examples: (Shown in parentheses)

S: (I thought I would get it all right.)
S: (I knew I didn't do too well and I got three wrxong.)
S: (The worksheet was pretty easy.)

Thoughts which are causal explanations of self-performance
behaviors and outcomes are to be coded as the sutcategory of
self-attributions. Likewise, thought units which are references to
a student's future performance behavior and to his outcome expectancy
of success or failure are to be coded as the subcategory of self-
expectations.

"Examples: (Shown ip parentheses)
S: (I was trying) but I just couldn't get it.

S: (I don't usually get it right.)

Another subcategory of "self-performance--thoughts" units
relates to the contributing effect of significant others on performance
behavior and outcomes. The primary element of these thought units is
self, that is, the mind of the student 1s focused upon his performance
behavior or his performance cutcome. The significant other element



relates to this self by way of acting as a percelved probable .
consequence, a causal explanation, or a guldeline for self-evaluation.

These units of thoughts of'ten relate closely torﬁhe appropriate
cluster of units in the category of "selt -perfe

ance-~feelings.'

Examples: (Shown in parentheses)

S:  (If T got a 10t wrong they would laugh at me . )

S: (I didn't want anyone to see 1t because 1 knew I was
wrong. as soon as I done it.)

Self -Performance--Feelings
Units in which the student reports an emotion pertaining to

his performance behavior and outcomes are to be coded as "selt -
performance --feelings." As expressions of affective states in relation
to self-performance, these units are to be coded as:

anxiety, e.g., concern, worry, fear;

morally neutral --positive, e.g., happiness;

morally neutral --negative, ¢.g., unhappy, sad, disappointment;
morally unneutral--positive, e.g., pride;

morally unneutral --negative, e.g., shame, embarrassment,
Jealousy .

Examples: (Shown in parentheses)

S: I said, ("Oh, I'm gone completely.") .

S: (1 was really happy with my resultf)

S: When I was wrong (I felt ba@).

S: (1 felt proud for now my Mom could brag about me.)

S: (I felt so stupid when I knew I was Wrong . )

Feelidgs.

" The trénscripts contaln reports by students of the emotions

they experienced during the lesson, other than those experienced in
assoclation with self-performance. These other emotions are expressed
about many classroom happenings and usually take the form of pleasure,
surprise, annoyance, frustration, apprehension, and anxiety.

Subcategories of (a) positive emotions and (b) negative

emotions are to be used.

Examples: (Shown in parentheses)

S: (I was really exclted.)

S: I didn't feel 1ike listening (because.it was getting

»

boring.)
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Y. Non-Task-Related

Student thoughts which do not pertaln to the learning ot the
subject matter are coded in this category. In general, the units
ret'lect ot't-task thoughts such as investlgator awareness, matters
external to the classroom and the .lesson, and self-involved and other
student dlistractlions. )

Examples: (Shown in parentheses) (

S: (I was watching the camera to make sure that you‘éuuldn't
pick me up, and suddenly you got me.)

S: (I was thinking about the weekend, then Halloweg

Coding Guides _ "y

AR
‘. Using the guidelines provided, decide whetmr{i d%a.r é‘

interactive or non-interactive.

.. TPlace parentheses around each thought unit within the sect of
interactive data.

3. Asslign each 1lnteractive thoug‘t unit to a category. d
Note: Coding guldes No. < and No. 3 usually will occur
concurrently.

4. Where repetitive interactive data are noted, unitize with the
parentheses but do ‘not categorize. Mark with asterisks so as
not to include them when quantifying the thought units.

Where one unlt appears within another unit, place brackets
around the inner anit and categorize separately.

|

Example:

S: (I wanted to question him [because I didn't
understand it] and 1 wanted to ask him to help me.)
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