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This study ,was, undertaken

- | . | 3‘f25

ABSTRACT

. in order to  identify

'niﬁhf:llyQQEEQrfiﬂg teacher behaviors that have the potential to

J

influence the ;elf—cnﬁtgpt developmeit of éhildféﬂiin kinderg:

and grade onme.

Attention was ‘focussed on &teacher behaviors *- -
L] 2

==

communicate to a child ;é::githih; about hin'aelf, there® i&

a*F

potential to influence his self-concept development. A

observation of four teaclers ;ﬁ action revealed thirt -

teacher behaviors  judged to ,have

bl ]

/
the potential

, development of a child's self-concept. Most behavic - 3

.into three categories according to

the apparent.” - ¢ _he

teacher. A fourth category - ificluded behaviors nat were

idiosyncratic.
The first category of behavio

1

<lassroom management and control.
L4

&

rs was labelled controlling.
’ .

Coatrollindg behaviors were defined as those that are wsed to aid in-

Included in this category are

descriptors such as disciplining, excluding, and paliziég-

Motivating behaviors wmade up
behaviors included de:;fiﬁzaf: such
reducing stress and wvere expressed
giving the children gnégufggg:ent or

‘to better their work.

|
"
o<
.

the second category. These

as praising, - rejecting, and

‘for the apparent purpose of

incentive to do their work or

&%



The third category consisted of those behaviors .that

[x]

ommunicated to the children that they were worthy gnd::f:éptgblg:i
and therefore were labelled positive feedback. .Some de:eéip;ari

included in this grouping we¥e acting convivial, praising, idnd

Ll

eapathizing. .

the teacher's personality. : These included descriptors if;beh;viafi
¥ .

such as jeking, acCing courteously, and acting defeasivglf.
the study concludes with a list of four hypotheses
. , & . s =
which were based on the -findings and put forward as suggestions for

I,

The E2§éf£ o

i -

further re:gi}ﬁhi The concluding hypotheses are:

] . .' ~ . .7— L
1. All, teacher behaviors that directly affect the group or

classroom climate have potential to indirectly affect the child's
B oy

self-concept development.

-

2. The intent of the behavior is an important variable in
determining the effect of teacher behaviors _on the <child's ~
self-concept development.

=

3. Teacher behadvior, whether it has a direct or an indirect

=
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CHAPTER I '
INTRODUCTION TO THE STUDY -.

Background §97§§57P§§plg-

"I think therefore I am.” Descarte's dictum suggests the basis
for self-concept theories. Everyone has a self-concept; an idea of
what he* is as a person. This concept of self is learned through an
individual's interactions with his enviromment. Much of what he
learng.gbaut himself is ﬁezerminéd by the way others react towards

him. His self-perceptions, in turn, can affect how he will behave.
Self-concept 1is determined by all the forces acting upon the
individual as well as being a force itself (Gordom, 1972).

continually being wmodified by subsequent experiences. Early
childhood years are critical in the development of self-concept
(Purkey, 1970; Dinkmeyer, 1965; Yamamoto, 1972). These are the
years when thé s&lf-concept is first being formed and is still
malleable. Since tfié .reactions of others toward the child are

"

instrumental in self-concept development, knowledge of self-concept
development and how this development c;n"§g affected should be a
prime concern of all who interact with young children.,

Although parents are the first and foremost influence in

determining how the child will think about himself, later, teachers °

*Because thefzngli:h language does not have a nahsnxiqc pronoun
for wmale/female, the convention o using he and she

interchangeably was chosen..

[



and peers become important as significant others, By the time a
child reacheg school age, he already has some feeling about his

worth and value as a social being in relation to his family and home

environment. However, since he has not yet experienced schooling,

perceptions of how the teacher feels about him. When the child

’ perceives the teacher's ittitﬁde tovards him as favar:blé, he Hi11
in turn have a positive image of himself.

Research indicates that self-concept isxsignificapcly related to
academic achievement in school (Purkey, 1970). Brophy and Good
(1974) suggest th#t children that feel good about );hgmgglves and
their abilities are more open to new experiences and as a result are
higher gchieversi The teacher's attitudes towards -a student are
closely related to her expectations of that student. GansequEﬂéfy,
the teacher's attitudes and.expeﬁt?ti@n: of the student can affect
how he sees himself and how he behaves  in éhgt role. igg;;%igil
reason, each teacher has the potential for profoundly influencing
the self concepts of the children in her care.

In  asummary, the self-concept theories  preseat cert;ie
assumptions upon which this study is based.

«+ 1. 8elf-concept is learned through social interactions.

2. Initial experiences in new eirgﬁ:itincg: are important for

developing the self-concept related to those circumstances.
3. The teacher is an influence in the child's life.
4, Sllfgéﬂncept’i?'felit23 to school achievement.

A



‘&JQOSQ of the Study

The purpose of this study was to describe naturally occurring
teacher behaviors which, in the light of self-concept theory, could
be assumed td\\have the potential to affect the self-concepts ofb
young children in the classroom. It was not intended that the study
be - evaluative; the observer made no attempt 'to judge the relative
effects of the teacher behnviérs being documented.. The interest was

not in the actual effect but rather in the potential to affect the

children.

»

Definition of Terms

The literature on self-concept includes various terms telating
to the global self-concept. Because these may be a‘gxoua to the

reader, the terms, as they are used in this study, are defined below.

self-concept: An individual's perceptions, beli!‘s, values, and
feelings which he views to be true about himself. LaBenne and Green
(1969) define self-conc;pt as ﬁ. . . the person's total appraisal of
his appearance, .backgrOund and origins, abilities and .resources;
attitudes and feelings which culminate as a directing force in

behavior" (p.105.

self-avareness: the awvareness of one's individual existence,

separate from others. ’ .

" self-image: how one sees one's phygical self.
self-esteem: the value judgenen:\ one places on one's self

according to one's own values and standards.

self-acceptance: the accepcanéz of one's self; reslizing one's

R S

capabilities and accepting them.



self-perception: how a person sees himself in relation to how

he thinks others see him. \
s self-feelings: the feelings that one has about one's self."

;elffiéengityé how an individual sees himself; uniquely

different yet similar to some or all others.

self-fulfilling prophecy: the notion that the beliefs a person

holds regarding himself ma§ influence dis behavior such that these"
beliefs or prophecies are fulfilled.

selves: the many different concepts of one's self. Example:
the physical self, social self, spiritual self, or the self as a
learner, self as a musician, etc.

al self: an individé?l's concept of what he would like to be,

real self: what an individual actually perceives he is.

significant other: ", « .+ an individual  selected and

unconditionally valued by the developing self as a source of.

self-reflection” (Kash and Boffch, 1978, p. 12).

§§gﬂifiglnggﬁgfi;hgisEgdy

The school is second only to the home. in shaping -tlf-cnncfpffsgg
and teachers, as significant others, have a direct influence in that
shaping (LaBenne and Greepe, 1969). Alghaugh the :pé;ific impact of
tg;353t behaviors on self-concept defelap:gnt is as yet unknown,
what is known is that self-concept is learned. It is safe to assume

that the teacher pliyi some role in thig aspect of learning.

What is not available in the research 1ié=fitur= it this point,
is a full picture of the kinds of naturally-occurring teacher
behaviors which could affect the child's' self-concept. Research



been hampered by the absence of such a picture. Before further
meaningful research in this area can be carried out, an inventory of
teacher behaviors is necessary.

Teachers should be .avare, that their bghaziar can affect tﬁz
self-concept of the children they teach. AﬂngﬁEZ! of fn;tazgr
influencing the affective domain needs to be vig;ed as at least as

important as awareness of " factors which affect the cegnitive

domain. Moustakas (1966) in The Authéggi;iTg:;heg, says:

We all make mistakes. But to commit a wreng, to
lower the dignity of a child aad not be gﬁafeéthac
the dignity has been impaired, is quh more serious
than the child's skipping of words during Qflf

readihg. (p. &)




éEAPTEg II
REVIEW OF THE LITERATURE
In this chapter, theories of sglficanzépc and self-concept
development are outlined in detail. A theoretical fr:ﬂ&ﬁﬂf% wvas
considered necessary as a!E:ckdfép for the collection and gﬁnlygis

‘of data and as a basis certain assumptions made in this study. -

A representative sample of theogdsts is presented.

The development of the child's self-concept in the role of
‘learner is also discussed in the }ight of the school environment.

R *
William James;, one of the Jearliest theorists to look at the

science of human behavior, descfibed the self as the sum total of
all that a person can call his (Jersild, 1952). Though very broad,

this definition presents a basitfg ndation on which “to examine the

A

wany characteristics of self-concept that have been defined by
theorists,

Self;;grgentfilr;afphg7Qfgggisg

The self is the central aspect of the organism (Rogers, 1956;
Snygg and Combs, 1959; Jersild, 1952). The beliefs, values and

attitudes that each individual views .to be true about himself

:f

comprige the self-concept. One's perception of the inner being or

igg:ﬁaf oneself is one's concept of aself.

Self as Reflected Appraisal

Mead, in comwmon with James, Cooley, Horney, and othets (cited in

Samuels, 3977) define self-as-object. They maintain that an -

.



.......

' concept-of-self. - N

- individual, in seeing himself as he thinks others see him, regards

himself as an object. Thus, the self has a reflective quality.
One's perception of one's self is a reflection of how one thinks

others see oneself. These reflected appraisals, in turn, become the

4

According to Mead (1948) the self is divided into two parts:

the "I" which is the ‘sybjective self and the "ME" which is the

objéctive self. The subjective self can stand back and look at the

objective self because the "ME" becomes an object to the 5

While the self-as-ob}ect notion appears to be generally

accepted, another dimension of self appears in Freud's writings. Be

defines: self-as-process (Dinkmeyer, 1965). This process 1is
éo-prised of three major systems: " the ego, the id, and the
superega. The ego is the agent that makei rational choices; It
decides vhat_ inatincfa to satisfy!‘ while the id is the impulsive

force and the superego is the moral force or conscience. The ego

acts as a mediator between the id and superego. Freud's system

seems to be similar to Mead's "I" and "ME". The "I" in Mead's
theory is the impulsive side of qelf whereas the "ME" represents th?
contrel aspect of self.
The "I" being spontaneous and impulsive, offers the
potentiality for new c;eative activity. The . "ME",
being regulatoty,. disposes the individual to Dboth ;;3
goal-directed‘ sctivity and conformity. - In the
. operation .of these aspects of che,_gelf,. we have the
. bani; for, on the ome hand, social contfol and, on the

other, novelty and innovation. We are thus provided



vithv'a baiis for understanding the wutuality of the

relationship between the individual and society.

(uéitzer, 1968, p. 12)

However, Meltzer (1968) views Freud's id, ego, and superego as’
consta;tly being in combat with each other vh!ﬁe Mead's "1" and "ME"
work harmoniously together. ‘

The aelf-as—objegt and zh;.self-gs-process lt; conbin;ﬁ in Kash
and Borich's (1978) v;itings.. They suggest that psychological
processes such as thinking, remembering, and petceiviné are the
self-as-process. - Self-as-doer represents the physical actions.
One's thoughts and feelings about oneself make up the
se'lf-as-object. . They summarize this notion by stating: ] ' ;

The self-as-doer participafes in a relatiénship; the

self-as-process experiences the relationship; and the (issx¥>

perceptions of the self-as-doer and th; feelings of o

the self-as-process become attitudes and beliefs about

the self-as-object. (p. 20)

Language infthe development of self-as—object. Mead (1948) and

others stress the acquisition of symbolic communication as vital to
the.develop-ent of self?concept. ;hrough the use of 1:ﬂgu:§g, the
individual can carry on conversations not only with others but also
vith himself. This inget conversation is simply the process of
thinking. During this pfoceap the indi;idual responds to himself
and thefeby is an object to himself. He learns to define himself in
increasingly precise terms thfough the use of language. Experiences
become verbalized, illouin‘ the pernonhto ;ee himself in the same

terms as others see him. Thus an individual can be more specific



about himself and his feglingg."  As language develops, the
realization of oneself as an object becomes possible.

Self-Perception ahd Behavior

Self-perception is selective and determined ' by past

". . . we evaluate the world and its meaninog in terms

experiences.
of how we see ourselves" (Purkey, 1970, p. 10). Perceptions of a
situation ard influenced by selfﬁpgreeptiéﬂ:,, which in turn
influence behavior. Rogers concurs with this nétian stating that
"experience is perceived in terms of its relevance to the self and

.. « behavior i;rd§§2f:in§; éy these perceptions" (Purkey, 1970,
p- lg)i Brookover, Thomas and Patterson present a wmodel to

represent the cyclical properties of behavior, self-perception, and

self-concept:

My ' .. .~ _others'"
!SEIEEchzgpt : . K : - Perceptions

0 of Me

My Perceptions
of
Others' Perceptions

of Me

Figure 1. This cause-effect model, iaiing ;chkvi-g, begins with

"Others' Perceptions of Me." (Oswald, 1976, p. 16)



Development of self-perception. Social theorists such as Mead,

Cooley, Horney, and Sullivan (cited in Therrien, 1969) emphasize the

influence of social interactions on the development of perceptions

~—

about oneself. Self-concept is unique to the individual, but has
its origins in social experience. "To be a gelf requires other
selves” (Mead, 1948, p. 223). A betaon acquires a concept of self
through repeated social interactions. These interactions, as

interpreted by the indiv{dual, influence a persoa's beliefs about

himself. Behavior in a given situation 1is determined by these

beliefs. ) ' ?

Sullivan, like Mead, places importance on "significant others"
in social relationships. Not all social experiences have equal
relevance in their impact on self-concept. The child's perceptions
of an interaction will depend upon how important or significant
those involved are to him personally and consequently‘his behavior
will be influenced by this perception. The wmore significant the
"other,"” the greater will be the influence.

A person -Qst infer attitudes of others towards himself from
their behavior. These inferences, which may or may not be accuraste,
affect his own perceptions of himself thus influencing what he
perceives and how he behaves.

His ideal self is vhat he would like to be and his real self is
what he perceives he actually 1is. When these two selves are
compatible with each other, the individual achieves consistency.
Anxiefy is produced when there is a d?lcrepancy b;tween them. If g
person operates on faulty assumptions of how he is perceived by

significant others, these assumptions will tend to be reinforced

10



(Samuels, 1977). "The child, indeed, be;aie;-zhgt vhicg he thinks
he is" (Yamamoto, 1972, p. 83). A child that EFE§ himself as 1,p§a?
speller will likely perceive situations that reinforce that ;a;Lep;
and will also behave in a manner consistent with that perception.
"Perception is selective according to whether the experience is
consistent with the current concept of self or not" (LaBenne &

Greene, 1969, p. 19).

Self

as Resistant to Change

Acearﬂin;{ to Lecky, the individual rejects experiences which
conflict with his self-evalustion and in this way ‘strives to

aintain himself, (Jersild, 1952). Snygg and Combs (1959) concur

. stating that "man seeks both to maintain and enhance his perceived
self" (p. 45). In order to waintain the integrity of his
self-concept, an individual must constantly evaluate his
relationships with others, Ezperigngés that are not consistent with
one's self perceptions are considered as threats (Samuels, 1977).
Even though a person's self-concept is somevhat resistant to ehgn;e.

re-evaluation- is _occurring constantly in order to maintain an

equilibrium (Jersild, 1952). In this way the self can be considered

to have a dynamic quality. For example, if a pef!éﬂ'EIpefiEEiéi

something that is incompatible with his own perceptions, he then has’

three choices: to ignore it (selective perception); to reject it

outright; or to assimilate it and thus reorganize  his

self-perceptions. Whether to reject the experience or assimilate it

may depend in part upon the number of times this experience or
similar experiences happen to the individual. Ia other words, if a

child is used to being successful, then experieaces of success will



be easy to accept. However, a poor studeat may have a difficult
time accepting success and may distort or reject itl He may think
to himself 'This can't be my mark, there must be some wi;tage'- fhe
child's self-concept influences the kind and quality of experience
perceived.

William James expressed the ;;paft§ncg af iﬂ?&t cponsistency in
much the s;ne ﬁ:f as Lecky (Samuels, 1977). Conflicts can arise if
there is a discrepancy between inner feelings and outward
appearances. The greater the conflicts, the greater the
discrepancy, in ihiéﬁ case, the individual ;cries to adapt or
reorganize his self-perceptions. Reorganization may occur “' the
individual becomes aware of that Hgiéh he wvas previously unaware
(Therrien, 1969). This striving for caﬂ-i;tgnegr is in agreement

with the theories of Allport, Lewin, and Sullivan (LaBenne and
Greene, 1969).

The younger the age of the individual, the easier it is to
- chauge the self-concept. A young child\%h:i not had an extensive
amount of experiences upon which to base his self-perceptions.
Thus, he does not yet have a firmly fixed idea of hi3i21f o inm
relation to many life experiences. At the age of starting school,
the child's self-concept is still malleable. " . . . the child's
self-concept is not unalterably fixed, but is modified by every life
experience . . . at least through the maturing years" (LaBenne and
Gfgéﬂe, 1969, p. 23). As personality becomes na:; established, tha
individual achieves a higher degree of ;;:bility. The
self-reinforcing nature af‘ the self-concept ‘becaae: increasingly

-rigid as it develops.



The paradox of self-concept developwent. What 1is ‘bgggging

increasingly evident throughout ' the literature 1s the, paradoxical

nature of self-foncept. An individual acquires a self-concept

Ehfauéh interact¥ons with his environment . e learns how to think
about himself through his perception of haﬁasignigiignc others think

about him. However, his perception of himself determj

of significant others, his behavior, and most importantly, how h¥
perceives a situation. All perception is selective depending upo

g:é);nst experiences, which in turn, defines future perceptions.

Cynsequently, self-concept is a difficult construct to change,
pakticularly as a person gains more experiences and becomes more
fixed in his perceptions.

Sg}f as Hangiggl?gg

Most theorists agree that the selffecnggpt is comprised of ﬁ;ny'
different selves. James separates self into a material self, which
includes all material Pﬂi!etiiﬂﬂ!; the social self, comprised of how
nﬂé' feels others perceive him; and the :ﬁi:igull self, which is
one's inner being (LaBenne & Greene, 1969). Mead (1948) divides'
self into an "I" and "ME." Bé::g:é Mead's self-concept theory is
based in social psychology, he also lsais at self-concept in the
light of the wmany social situations experienced. dJle considers
self-concept to be made up of a variety of concepts, each stemming
from different social situations.

Other writers have discussed how an individual perceives himself
in terms of his body self, his ga§§i?\ self, bhig cagnitive ‘glf:,
(Samuels, 1977, Ch. 1). Self-feelings with regard to the differjgir

selves are dependent upon interpersonal relations with sigﬂific\nt



others. ‘ignific:nt’atﬁers vho influence the social self might be-

rent than significant others who affect the cognitive self,
Gyadually a person develops self-feelings about all his different
selves.

Self-Esteem as Part of Self—Cangepg

During the growing~up years, thildren learn about themselves
o 7 ;

through their experiences. A large pPercentage of these expeliences

have a "quality" or "value" placed on them. A mother, L‘hrnu&
3

repeated contact with her child, gives him an impression of his
worth as a person. Through these repeated experiences, the child
gains an idea of whether he is a "good me" or a "bad me." If Qis
experiencea"have been es E‘llly pagltlve, then he will have a
positive sgelf-concept. One failure or defeat is unlikely to
adversely affect this self-concept because of the build-up of
successful encounters (L;Benné and Greene, 1968),

The tern !elf;ES{EEI is used to refer to the values one hol
the Judge-enta one makes about his selféperc;;tian:g Coopersmith
(19‘7) defines self-esteem as:

The evaluation which the individual makes and

customarily maintains with régard to himself: it -

expresses an attitude of approval or disapproval, and

indicates the extent to \ihi!::h the individual balie’:

himself to be capable,: significant, successful, and

worthy. (p. &)
High\vpelf-eltee- develops from rEhe ‘quality of interactions with

significant others and from the frequency of successful

experiences. Low self-esteem indicates a lack of self-respect and

la



personal feelings of insignificance and unworthiness.

Self Concept as a Learmed Conltruct‘

When a childbis born, he cannot differentiate between himself
and his surroundings. After repeated interactions with significant
others, particularly the mother, the child gf:&uglly learns what is

"ge" aBd "not me." A person needs a social world in order to

develop a self-concept (Mead, 1948). The first step in

understanding one's self is developing self-awareness.

Development of self-awareness. As the child learns to smile,

kick, reach and grasp, he begins to realize that he has control over
certain parts of himself. He is thereby developing a body image
(Dinkmeyer, 1965). While this body image is developing, the child
is also learning whether he is loved or not.

The self is formed from the experiance woven in

everyday life, concealed in everyday aéeqffegcea,

hidden in fwe deep communications of unspoken feelings

and affection. The child becomes‘ the way he is

treated (furkey, 1970, p. 34).

- Within ver& little time, the child recognizes g%; inner wants
and needs. At this point in his development, he comes to realize
that uoe all of his wants are conli;gznt.with that of other people.
One little boy might want to eat ice cream, while his mother might
vant him to eat carrots. At this stage a very important feature of
self-concept development occurs. Once the <child experiences
purpon§s and intentions that are different from his own, feelings of
his own personality begin to develop (Dinkmeyer, 1965). - He thinks

—

of himself as a unique individual rather than just an extension of

15



his parents. Feelings and perceptions held by the child begin to
affect his behavior.

Self-identity and memory. Memory is an important factor in

developing a self-identity. By remembering repeated actions and the
sensations they caused, babies learn that they have control over
their environment and that they exist as a separate "self." By the
time a child has reached the age of two and one-half, he is using
his own name thus . providing himself with a label Ehgt_ii uniquely

his (Purkey, 1970).

Concept of Self as it Affects Perceptions of Others

Relationships with others. are affected by a person's own
self-perceptions (Therrien, 1969). Accepting others is directly
related to one's self-acceptance. Sullivan points out: ";f there
is a valid and real attitude toward the self, that QEEiEudE‘iill be
manifest as valid and real toward others. It is not as ye judge
that ye shall be judged, but as yaurjudge yourself so shall you
judge others" (8nygg and Combs, 1959, p. lSl?. Snygg and Combs

€1959) stress the need of the. organism's '"search for adequacy"

(p. 129) They go on to say "generally speaking, the greater the

feeling of aﬁéquacy, the greater the capacity for acceptance of self

and of others" (p. 137).

Self-Concept Development in the School Setting

The concept of many 'selves" keeps running thraughaut'ﬂthg
literature. As hAs been discussed previously, different theorista
have divided the self-concept into various jelvggi These selves or
categories of self-concept dvgglgggénd form a composite or glag;l

view of self. For the purposes of ths study, the self as defined
]



by the social situation will be the focus.
A person has many different selves or roles depending on Lhe

social situation. For example, in the social situation of the home,

role may be

a person's role may be cook. This same person'

L~
o

musician in the evening outside of the home. Some situations will
be more important than others to the individual and therefore will
}ffecc self-esteem in different ways. A person can have distinet
>and different -elfafeelings depending upon the role played and the
social situation. One may hold %negelf in high regard as a musician
but will not be as concerned about one's image as a cook.

The school is the social situation of iggnrﬁgnce to this study

and with it the focus of self in the role of student. In this role,

the child's development of self-concept has the pﬂ;iibiliti of being
influenced by the teacher's behaviora.

Self in the Role of Student

A child comes to school wit petcéptiﬁnlﬁ already formed ibpiil;

himself. He has some idea of hi; capabilities for :ayfzzskith his
eavironment, and of his value as a social being in fiiltiﬂﬂ to his
family and peers. However, he probably does not have any
perceptions of his role as a student, as a treader, or his role in

_in} of a number of other activities inm which he will be

participating during his school life. By participating in these

e
a student and how well he will fit that role. g??

. ]
First experiences seem to be most important in developing

self-concept. Because the child has no previous experience of

schlooling, the first year will likely have greatest impac

r
o)
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self-concept development for the following reasons: . V*g\

I. "A child's

[
| =

itial experiences with a situation have the

the concept he develops of himself in that

=]

strongest influence o

The self-concept, once formed, characteristically reinforces

itself, thus becoming relatively fixed and not easily changed"

(Therrien, 1969, p. 103).

Self-concept and __ school _achievement. "Empirical and

experimental data clearly indicate a direct relationship between the
child's self=concept and his manifest behavior, perceptions, and
scademic performance” (LaBenne and Greene, P- 24). Children with

poor self-concepts generally do poorly in school. However, due to

the dynamic quality @f self-concept plus the young age of a
beginning pugil, self-concepts can be changed. As Purkey comments,
"Ihehselfrwili change if conditions are favorable" (p. 12),

A child that ‘Egelz inferior or un:ezg}tible sees life's
experiences as a constant threat. His defense mechanisms e#:e intq
Play in order to protect his self-esteem and to reduce tension.
Some of these mechanisms might include: rationalization, thinking
up logical reasons rather than facing the real reason;
idgutifie:tian, taking other people's qualities for his own;
repression, denial of unpleasant actions (Dinkmeyer, 1965). rfhe
child who feels incompetent may try to cover-up by br;iging or being
aggressive. ‘Tpi: in turn reinforces his negative self-concept and
‘ihelp: to maintain self—caﬁniiggncy. Before a gh;agg in behavior can

occur, a reorganization of the child's self-concept has to preceed

iﬁi



Teachers as significant others. Parents are the child's first

significant others, but once the child .starts school, the teacher
becomes important for two reasons: first, the very nature of the

teacher's role means that he becomes a significant jother.
iA‘E,r‘;i.gﬂific;;fu: others are the people who most intimately administer
the 'rewards and punishments’' in a person’'s life" (LaBenne and
Greene, 1969, p. 14). Secondly, the teacher and child are in close
contact for a large part of each day.

In the role of significant other, the teacher's behavior can

himself as a pupil are affected by the way in which he perceives the
teacher's perceptions and feelinéa about himself. Ghilétgn tBA;
feel good about themselves and fgél approval from the teacher are
more open to experiences and are able to Eu;etian more adequately.
Academic performance is greatly improved when a student feels that

the teacher's impressions are favorable (Purkey, 1970).

Self-fulfilling prophecy. People act in a manner consistent

with their perceptions of how achgfg treat them and expect them to
act.  Samuels (1977) relates a number of studies which describe
rgi;tian:hipl between students' achievements and their teachers'
perceptions of tg;-:‘ One study by Brophy snd Good, (1974) found
that teachers were more likely to encourage those students whom they
perceived u> high-achieving and givé thema more clues when iikigg
them a question. La-ge:pgctgdii:higveiiﬂc children were §uit; often
overlooked, but if asked a question were not encauf;géd when ;é
answer was not immediate.

Other areas in which self-fulfilling prophecy <creates

&



inequality, according to studies cited in Samuels, (1977) were in

relation to the socio-economic status and the sex and race of

students. In the classrooms where teachers expected boys to be less

successful in reading than girls, this was usually proven to be

true. Lower self-esteem occurred with low-income students and

students of a different race when they came in contact with new

"significant others.”" Both teachers and peers had expecfations of

" these students and indeed the students were inclined to evaluate
themselves in comparison with their perception of the expectations
of this middle-class group.

Each child's behavior stems from that child's perceptual field.

Consequently, his culture, background, - experiences and present’

situation determine his behavf‘b- Snygg gnd.ﬁcﬁbg expressed it this
way:

What a person thinks and hov he behaves Are largely

determined by the concepts he h@ldl-:bﬂut himself and

his abilities . . . The self . . . is the point of

reference for everything he does and the self can cély'

be understood throygh somebody's perceptions.

(p. 122-123)
Teachers have to understand a child's bgh;viar. from the point of
view of the child. In this way understanding can take . the place of

generalization. S

i

.on , ( L
The dominant characteristics of self-concept have been

outlined. Thus, self-concept is the system of beliefs and values

that eacl individual learns to attribute to his objectified self.

o
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S;If-éoncept influences the behavior of the indiQidual and
determines the way he perceives others. As self-perceptioﬁ and
self-esteem develop, and the individual strives to maintain a
consistency between his real self and ideal self. Though‘: person's
self-concept is segmented and changing, each individuil strives to
achieve a uanified, consistent i’nge of himself in his relationship
to his environment. |
The teacher, as a signifiéinc other, determines to a large
extent the percebtions a child holds of himself as a student. Ei;
. perceptions, in turn, determine his behavior in the role of student.
First expgriencés are pattiﬁulntly crucial in developing
.lelf-concept. New experiences in school supplement old concepts and
can set the general direction for future uchooiing.' Téachera, when
conveying their expectations to the students, can influence that
direction. The studenf's petceptiép of himself, learned from his
perceptions of how others see hiw, is a major determinant of his
behavior. ®
Hence, self-concept influences wmuch that each human sees and
.
does. "It is becoming clear that wany of the difficulties which
people experience in most areas of life are closely connectéd with

the ways they see themselves and the world in which they live*

(Purkey, 1970, p. 2).

A
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THE DESIGN OF THE STUDY

™~y

This chapter outlines not only the procedures for the study but

also the reasons for using these particular procedures. Information

on the sample, the pilot study, and the setting are included.

Loy

Finllly; methods used for data analysis are outlined.

- The need for studying behavior in . the setting in ;hich it is
normally taking place has been well documented (Beegle and Brandt,
1973; Williemson, Karp and Dalphin, 1977). The underlying
assumption is that behavior  is setting-specific. The social
situation and the Egin;ng"str;cture: of the individual determine
much of the behavior. Wilson (1977) talks 1b§ut schools exerting a
powerful force on the participant's behavior and suggests that if

research is to say anything meaningful about everyday classroom

activities, then research is best conduct within school settings.

For the above reasons, this study took Plac¥in thé classrooms.
Naturalistic reasearch (defined as “the study of phenomena in
naturally occurring contexts" p. 9) is conducted according to the
type of information being :Bught.(lf:nd;i 1972). Iﬂfari:tian néédgdi:
for this study was a full description of teacher behaviors that
might influence the child's self-concept development. Henéi, due to

the descriptive nature of the study, the narrative form o

T

observational procedures was used for collecting the dats, the focus

being naturally occurring teacher behaviors.
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The Participants

The partidipants in this study were (wo kindergiftgn ;nd tvo
_ grade ome teachers in ‘different elementary schools in a i:hﬁﬁ;
district near the City of Edmonton. The principal of each iﬁh??l
vas contacted and he in turn informed the grade one and kindergarten
teachers of fhe lcu§y. Out of six volunteers, four were chosen Lo
participate. Only one :ln:if@ai from each level was selected from
any one school in order to minimize comparative coanversations amang
teachers. Having two teachers at the same level with ample
opportunitjfit.disﬁus; the obsepvations might biii/thg data. Also,
at the kindergarten level, where there is no prescribed curriculum,
teachers might feel compelled to change their behavioss to make them
more comparable.

Kindergarten and gr;dg one teachers were chosen for two
reasons: (a) Research indicates that beginning e:perieace;: are
most significant in developing self-concepts. (Since kindergarten
is aot compulsory in Alberta, children .in both grade ome and
kin&ergarten could be new to school life.) (b) The programs differ

at each of these levels and therefore teachers might display some

different behaviors. The kindergarten program is less structured,

that is, the structure is much less overt than grade one. Very
little large group imstruction is seen in kindergarten, rather the
teacher plays the role of facilitator. Two teachers at each level
vere selected.

Pilot Study

A pilot study was conducted one week prior to final data

collection. A grade one classroom was selected from one of the



-

varﬁifeg{:; The pilot study involved a time period of one ;fternaén
and vas conducted for the Eallav{hg reasons:

l. To find out ﬁﬁ;t methods were neécessary in order to obtain a
complete picture of verbal and non-verbal behaviors, (for example,
tape recording, hand written narratives, mapping, etc.).

2. To determine the length of time ﬂe&ﬂ%é for a umit of

observation in order to record a meaningful sample.

3. To provide the opportunity for practicing concise, objective

note-taking.

4. To test the recording equipment and the effect on thed
teacher using it.

Some revisions vere made before final data collection. Mapping
vas not used bécause the teachers' location in the classroom was not
considered important. The teachers' proximity to the children could

be recognized from the tape recording or field notes whenever

periods. All verbal behaviors were tape recorded and a description
of all nom-verbal behaviors was easily hand vritten. Notes of a

subjective nature weré madet in a diary every day after the
, ’
' \

observation period. » ‘

Procedures for Collecting a Duta Base

An inductive rather, ZQEZE%::EHEEiVE approach seemed most
. appropriate for the pgrpéfép‘ of this study since this approach
"begins viéh observations of the empirical world . . . Theoretical
statements are built up out of the data that the researcher has

collected” (Williamson, et al, 1977, p. 16). Other than the

ra
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" theoretical frapevork of self-concept development, the researcher

had, at the autaeﬁ, no preset categories Or variables to direct the
collection of data. Thus observations were not limited to
predefined categories. The categories were alloved to emerge from
the data. Instead of testing hypotheses, this type of study tends
to generate them (Beegle and !tiﬂdt; 1873). Di;: .analysis was
integrated vith data collection to structure further observations.
That is, over time the observations became increasingly focussed.

Of the three general types of observational data, (outlined inmn
Brandt, 1972) narrative procedures seemed most suitable because of

the study's descriptive nature. Brandt states that "with narrative

iy

data, the recorder merely tries to describe. Interpretation comes
later" (p. 8l1). He goes on to say that the most distinctive feature
of narrative data is the relative lack of interpretative content.
Objective descriptions of verbal behaviors were considered necessary
to establish a valid data base. Conclusions can only be as valid as
the data base upon whiéh they are drawn.
 Data collection began on April 8, 1981 and continued until Ju;e
4, 1981 with approximately two. consecutive weeks of afternoons spent
in each of the four glii;rﬁacg;
Once the teachers were selected, pfgliniﬂify visits were made to
each participant in order to fecure appropriate informed consent and
to assure the participants of confidentiality. The first afternoon

ing the

of observation in each classroom was spent familiari
children and teacher with the presence of an observer in the

classroom. Verbal behaviors were recorded using a remote control

lapel microphone worn by the teacher during most of the observation
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pertod. The microphone was not worn until the teacher fElE.fEIIIQﬂ
and indicated a readiness. In some cases, such as outdoor
activities and gym él:i;eg, the verbal behaviors of the teizhef vere
not recorded on tape.

Si:ulé;neaus written observations were made of the teacher's
non-verbal behaviors. Iocluded in these notes were notations
canﬁe;ting verbal behaviors to non-verbal behaviors and explanations
of the "influencing environment" (BEiﬁ;t, 1972, p. 90). These field
qﬂ:gi ;gte important fa; interpreting the teacher behaviors during
analysis. For example, a teacher might say "You shouldn't be
frightened, they were just trying to tease yau"v and without more
information on the circumstances ‘surrounding the behavior,
itt;-pti;g to interpret the behavior would be difficult.

Dg;LfipEiaﬂs of wall charts, pictures aad fi:iau: other material
displayed around the Eli;gf@ﬁi! were recorded in the field notes
since ;h&:e seemed to be relevant to self-concept development as
ugl;. _ . /

The classroom presents to the pupil a body of

ihformation feg;fdingi expectations for learning and

behavior. These are communicated to him not ouly

lso

Eﬁr@ugh the physical arrangement of space but

through the nature and types of displays on bulletin

boards in the room (Gatdan; 1966, p. 90).

A daily diary was kept to record subjective reactions,
impressions and questions arising from the data collection.
Informal conversations were held with the teacher whenever

necessary. These usually occurred when an explanation of a behavior
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vas needed or when the teacher wanted to listen E@ the tape
recording or read the field notes.
The Setting

A kiﬂderglrteﬁ and grade one classroom were selected from one
school; & kindergarten in a second school; and a grade one classroom
from a third school. | The four teachers each held a Bachelor of
Education degree and an Farly Childhood diploma. Teaching

experience ranged from one year to four years between the

kindergarten teachers and from five years to six years between the
grade one teachers.

The two kindergartén rooms, one in a portable and the other

vithin the school, were large, vell-equipped classrooms set up with

activity centers. Both programs were play-based settings in which

=

the children could make a variety of individual choices. The grade
e .

aﬂeléi,::taﬂﬁi were similar to each other with desks grouped in the
center of the room and different activity areas set up around the
periphery.

explanation of the te;ian: for the visit. One teacher answered a
child's question about the lapel mike by saying "I'm taping my
voice. So I can see if I talk nicely to children or not." Usually
the teacher explained that the lady wgsghgfe to do some special work
of her own. The children were cautioned that the observer was not a
helper but would be very busy writing notes and should not be
disturbed. This seemad to satisfy them as very few que;ﬁianj were

asked about the observer over the period of observation.



The Teacher's Reaction to the Data Collection

All of the teachers participating in.the study volunteered but
gave dggfefent reasons for their involvement. One teacher said she
was "doing this for you, not for me." Another felt "unspoken
pressure from the school board." One considered it a learning
experience. She felt that she was unaware of some of her mannerisms
and vaanted to learm Qore about her style of teaching.

There were also differences in the manner in which each reacted
to the observer. Two teachers glanced at the obperver repeatedly
while the other two ignored‘ the observer's presence except for
occasional remarks ‘;hed incidents happened in the classroom. It
should bg stated that the observer had previously taught on the same
st;ff as two of the teachers and was acquainted with the other two.

Aftef the first ;fternoon in each classroom, considerable time
was spent vith each teacher to assure her of the ndn*evllugtive
aspect of the study. Several occasions arose where the participant
felt the need to justify certain types qf behavior. (u;ugllj
disciplinary), even though the writer attempted to be noniﬁciéicili
To further stress the non-judée-ental nature of the observations,
the researcher assured each teacher of her awareness qf Ehg problems
and pleasures of everyday close interacti&nl with young children.
It was ;cknovledged‘ that due to the spontaneous nature of

.

interactions between teacher and children, it would be impossible
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for the teacher to weigh every behavior before reacting.*
Consequently, it was felt that the teachers' behaviors were as
natural as they could be with an observer present.

Data Analysis

The data consisted of transcripts of eighteen afternmoons of
taped and written recordings of four difféflﬂt teachers' verbal and
non-verbal behaviors. Al;haugﬁ the observer was in the classroom
for twice as many afternoons, recorded observations were not always
collected due to a number of problems. Mechanical failures with the
equipment meant the loss of three réﬁafdings. Some afternoons were
disrupted because of special eveﬁti such as school plays, staff

" meetings, group éietute; and special meetings which involved the

teacher. Because data collection was close to the end of the achool

year, there were more iamterruptions than usual, patticularly in the
L& .

afternoons.
Recordings were tranacribed as time permitted. All of the data
were integrated and analyzed frequently. During a cursory analysis,

behaviors were selected which the researcher intuitively felt might

affect self-concept development. After each progressive examination

of the data, using the theory of self-concept development as a

*Brophy and Good (1974) reinforce the idea of the spontaneous

aspect of teacher behaviors:
Teachers are usually awvare of their general instructional
and behavioral objectives. However, it can be stated with
some assurance that teachers in general are not aware of
the specific ways in which they attempt to influence
classroom behavior. They are especially unaware of the
qualitative aspects of their interaction with . students
(p. 298). :
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framework, categories and patterns were identified until a picture

ot

of teachers’' classroom behaviors began to emerge. Descriptors of
clusters of teacher behaviors were generated cthroughout and

subsequent to the data analysis. The selection of. some descriptors

L1

vas influenced by the .categories dscribed by Berliner and Tifuﬂaf
(1976).

Verbal and non-verbal behaviors were grouped together using the
same categories whenever applicable. In most cases, nanaverb?l
behavior was used iﬁ conjunction with verbal behavior and added
meaning to that behavior. However, some descriptors contained only
non-verbal behiviors, and some contaiped only verbal behaviors.

The frequency of occurrence of behaviors was >ﬂét used as a
factor in the study. Th£t4is, ﬁheﬁhgf the behayior appeared anlf
once or many times had no bearing on the inclusion of that behavior
in the listing of behaviors. Since the purpose of the study was to

define or document all naturally-occurring teacher behaviors which

have the potential to influence a child's self-concept, it vas

unnecessary to examine frequeacy patterns.

I
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CEAETER IV
DISCUSSION OF THE FINDINGS
The purpose of this study was to describe as many teacher
behaviors as possible which might influence self-concept. BIhe
behavior descriptions collected in natural settings were analyzed in
light of several theoretical propositions derived fra: self-concept
theories. | |

) Efglig@gafy73:;;4An§1y;§q

Initial analysis of the transcripts involved 'the sorting of
behavior descriptions into two categories: behavior relevant to
self-concept development and behavior irrelevant to aelfécagéept
development. A guideline fai sﬁﬁh sorting was developed fr;m
intuitive natigng! combined with propositions derived from
self-concept literature:

Anyrbeh;viafzfthgtftbe teacher e;hibith;pitVgéigrgheighiégrsaﬁgK

information or feedback gbggtuhiigglf”ip ;hgﬁg;bgal;gi;gg;iqp

have the paﬁgggiglfta influence his_concept or §e;ligg: about

higaelﬁi -

Behiviafi of the teacher that indicate her feelings toward or
beliefs about a child may either directly or indirectly influence
that child's feelings or beliefs about himself. -

Feedback from the teacher can afféct many aspects of ghg child's
self-concept. Various senses of self-concept may be affected by any
one b;h:éiﬂf- Praise from Ehé teacher about a child's jumping

ability might, for example, indirectly affect his self-image and



self-perception but would directly affe;t his self-esteenm.
Self-esteem seems to be the pervasive factor since‘a ;erson can have
a .value attached to any of the other notions of self-coacept.
Seif-feelingl can be positive or negative in relation to self-image,
self-perception, self-acceptance and so on.

However, not all interactions that have potential to affect
self-<concept have an evt}uativc elesent. Graphs of height,  hair
color, and shoe size all ;ffeCt the child's self~perception but may
or may not have ; value attached depending upon ghe child's feelings
about thgse things. If a child is sensitive about being very short,
then his self-esteem may be affected by a graph about his heighp.
On the other hand, just learning that he is a certain height wmay
oply affect his phynicai self-image. A child perceives that he can
do certain things such as sharpenihg a pencil, countiqp, bounciﬁg a
ball, etc. which need not A-ffect the self-esteem un}ess he alup
1ea;ns to judge how competent or incompetent he is at these
activities. Learning about behavior that is appropriate in the

classroom setting also need not affect the self-esteem portion of

self-concept.
A Y

Phase Il Data Analysis and Findings

With the key statement in mind - does the teacher's behavior
tell the student something about himself -~ the data were repeatedly
analyzed. Initially, kindergarten and grade one classrooms were

analyzed separately. All verbal behaviors that had potential to

affect self-concept were selected from the transcripts. Non-veshal'

behaviors were analyzed in the same wmanner. Frequently, the

non-verbal behaviors needed to be looked at in conjunction with
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verbal behaviors in order to bring weaning to e;;ﬁ of thenm.
= . ¥

Together the behaviors were grouped on the basis of what information
the child was likely to receive and/or by a dgéiﬁigiaa of the
ghe;elbghiviaf: were probably giving that information to the child.
The child would know he was being excluded when the teacher said
s+ + s "take your book . . . go and sit out there umtil you're ready
to behave yourself."” Excluding is also a description or definition
of the behavior. The same applied when grouping. behaviors ugﬁgr
praising. The teacher is indicating to the child that he is good or
his work is good. These behaviors were straightforward and é;iy to
~define.

Other teacher behaviors were more elusive because they did not

give a clear message to the children and were difficult to

describe. Under what descriptor would the behavior "I really like

the way four people are ready to listen" be categorized? Even
though the information the child receives is not clearly known, some

information is being communicated that has potential to increase
self-avareness. As a result, these behaviors, wvere selected and
categorized under a definitionm which bgit described the action.
'When trying to describe these actions behaviorally it became
necessary to define them in fairly précise terms.

The bghlﬁaﬁl c;tggﬁfigé .in a preliminary list proved to be
unsatisfactory. Some vere too comprehensive and some were discrete
but not clearly distinguishable from each other. By fifiﬁiég the
various dimensions of the behaviors, a workable set of descriptors

was developed.
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Occasionally, when it was uncle.f as to which descriptor best
described a behavior, the added infornation in the field notes gave
.the researcher the ﬁece-sary clues. For example, when the teacher
~ said "Can you cross your legs, please Keith," the tone of voice
(firm) plus knowledge of 'the rule of sitting with legs crossed
during discussion time aided in the categorizing.

A decision wvas wmade to group kindergarten and grade one
behaviors of the same nature under the same descriptors to avoid
duplication. Therefore nost. of the descriptors contsin examples
from both levels.

Finally, all kindergarten and grade one verbal and noa-verbal
teacher behaviors were combined into thirty-two descriptors. All of
these descriptors, then, were desctiptive of the teachers' observed
classroom behaviors. Table I lists these descriptors. fhe érderzi;
alphqbeti;al and does not have any relation to ihe significance or

frequency of the behavior.

Non-verbal behaviori..Although many non-verbal behaviors needed

to be looked at in connection with wverbal b;h.viOt to establish

‘neaning, some were clear by the behavior alone. »For example, finger
in froant -of wmouth to indicate "Shhhh" was a,éontrolling behavior

even without the verbal "Shhhh." Smiling was a positive feedback

behavior and frowning was a coantrolling behavior without needing

speech to help clarify it. When the teacher was frowning in the

%ontext of saying to a child "P"7t you ever do that again,”" the
frown was an iéconpanying behavior grouped with the verbal behavior,

in this case under the descriptor, "disciplining." Smiling was a

non-verbal behavior used in many different situations with and
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1.
*2.
*3,
*h
*5.
*6.

7.

8.

9.

*10.
11.
12.
13.
14.
15.

. 16.

*17.

%18,

*19.

*20.
21.

*22.

ngi
24.
26.
27.
.28,
29!

*30.

*31.

*32.

*Those

Table I

Teacher Behaviors Occurring in Kindexrgarten

-

and Grade Ome

admonishing
attending

candid
complimenting (control)
convivial
courteous
defensive
disciplining
empathizing
excluding
expectant
helping

ignoring
inconsistent
individualizing
joking . .
moralizing

open questioning
personalizing
policing
positive
praising
prefereatial

promoting decision-making

=

promoting peer-teaching, peer-helping

promoting self-sufficiency

protecting
reducing stress
rejecting
sarcastic
shaming
signaling

descriptors arked with

an asterisk were adapted from

Berliner and Tikunoff (1976) Study of Beginning Teachers. The

wvording of descriptors and/or d

efinitions may differ slightly.



vithout verbal behaviors and therefore was grouped under numerous
éei:fiptgr;a Other non-verbal behaviors were categorized under more

thao one descriptor as well, depending upon the context in which

There were three groupings vth-t only included non-verbal
behavior. These were "attending," "ignoring,"  and "iigﬂ;llingf
Altogether, non-verbal behaviors were grouped under fifteen
descriptors (see Table II).

The full set of descriptors with definitions and examples is
outlined below. Non-verbal behaviors are inserted within the verbal
examples vhen applicable and are also listed separately. The reader
should understand that the descriptors were comprised of actual

behaviors that took place in certain contexts. For example, the

non-verbal behavior .of sighing is grouped ugder the descriptor .

"shaming." ThEI?illég for this is that sighing was exhibited in

[ ]
[

conjunction with a verbal behavior classif

another context, sighing might tell the child something quite

Also included vith each descriptor is a brief explanation of how

these behaviors might influence self-concept development. Since the
purpose of this study was to describe teacher behaviors, there is no

vay of knowing if these behaviors actually do affect the child's

1. Admonishin

of inappropriate behavior in classroom. Admonishing behaviors have

the potential to teach the child whether his behavior is acceptable

ed as "shaming." In



1.
2.
3.
b.
5.
6.
7.
- 8.
9.
10.
11.
12.
13.
14.
15.
16.
17.
18.
19.
20.
21.

22.°

23.
24.
25.
26.
27.
28.

29.
30.

31,
32.

signalling

Table II

Verbal and Non-Verbal Behaviors
in Each of the Descriptors

admonishing verbal
attending -

complimenting verbal
candid verbal
conviv§h1 verbal
courteous verbal
defensive verbal
disciplining verbal
empathizing verbal
excluding verbal
encouraging . verbal
helping : verbal
ignoring -

inconsistent - verbal
individualizing verbal
joking verbal
wmoralizing _ verbal
open questioning . verbal
personalizing : verbal
policing verbal
positive verbal
‘praising ‘ verbal
preferential verbal
promoting decision-making verbal
promoting peer teaching verbal
promoting self-sufficiency verbal
protecting verbal
reducing stress verbal
rejecting ‘ ' verbal
sarcastic verbal
shaming verbal

aon=verbal
non-verbal
aon~verbal

non—verbal -

aon=vérbal
non-verbal

non-verbal

non~verbal
aon=verbal

L

non—-verbal

non-verbal

non=verbal

non-verbal

non-verbal
non-verbal
non-verbal
non-verbal
noa=-verbal

~ Al



Oor unacceptable.

(verbal)

"Mary, wvalking plgiié.“

"David, are you pgyiﬂj attention?”

"Remember what I said about being independent?”

"We're vaiting for you, Michael." E o L

"You're going to find it difficult to hear my instructions if you

/
are making this much noise." : v

"Ryan, is something wrong, dear?”
"Ryan, are you having a problem?"
(The last two examples of the teacher talking to Ryan seldom
required an ansyer. The children seemed to know that it meant "stop
vhat you're doing and go back to your desk and do your ﬁﬁfki") |
(non=verbal)
finger in front of lips (meaming Shhh)
vaiting for quiet |
pushes gently on child's head in one particular directionm
:aviﬁg Fﬂ?i? by shoulders
screving up face l

2. Attending ~ (non-verbal) teacher actively listens to what §
student is saying, reading, or reciting. Attending behaviors have
the potential to convey to the child a feeling that he is worthy of

the teacher's attention. .

3. Candid - teacher verbally acknowledges to students feelings

of anger or frustration, admits mistakes, expresses need for

‘self-improvement. Candid behaviors have the potential to create a
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climate where mistakes are acceptable.

"You guys sure make me feel lonesome.

"1 don't know."

"I don't know, that's what's confusing me."

4. Complimenting- (comtrol) -~ teacher's action reinforces

“student(s) whose behavior is in the ‘right direction but with the
putpoce. of having the rest of the class follov the example.
Complimenting (control) behaviors have the potential to tell a child
indirectly that his behavior is acceptable and to tell others
indirectly that their behavior is not. T
"I really like the way four people are ready to listen."
"I like the way Cara is not talking 'cause she knows that it's only
Jeff's turn to talk.”
"Oh, boys and girls, it's really nice the way you are working ic.
quietly.” (This remark vas made to a small group of children.)
"Are we iinc;niﬂg to Lisa's good idea, bﬁyé and girlg?“
(non-verbal) : | .
holds hands behind back and walks around room 1a§kin(;g; children's
work (child:enssce; to knov this means work hard without fooling
around) \
5. Counvivial - teacher seeks contact with students, talks with
™

students. Couvivial behaviors have the potential to create an
atmosphere of warmth and feelingi of acceptability on the part of
the child. Children feel good about being part of the group.

"I'm glad you're feeling good about each other."



"Not when I'm around, no giﬁngppgr:. I wouldn't let them
anyway, Scottie. I wouldn't let them! 1I'd just go up to
say 'you can't take Scott!'"

(Teacher talking to class before going out in the woods for
on ecology, smiling.) |

"Like you and I, we're all human beings."

"No, I'm not your mommy . . . your mommy's coming back soon,

40

take you

them aod

eh?"

"It's my favorite job." (Child says to teacher, 'you like ;e:cﬁing;

'don't you?'.)
(non-verbal)
smiling
touching
cuddling
iiughing

£

LI
sitting close to child

6. Courteous - teacher requests rather than commands, uses

please and thank you, apologizes. Courteous behaviors have the

potential to convey to the child feelings of worthiness ghgn_hgiﬁi

4
treated politely.

"Oh, I'm sorry."
“Pardon?"
"You're welcome."

"Thank you."

7. Defensive - teacher defends own behavior when questioned by

i

students by implying blame on pupil's part. Defensive behaviors

have the potential to indirectly place blame on the child;

him that his behavior is unacceptable.

to tell



"Well, you didn't tell me you had anything, did you? Why didn't you
mention it when I was calling nsmes?"” (Child was complaining
because he didn't have show and tell, teacher's tone of voice was
raised and defeunsive.)

“I's not a mechanic." (Child asked a question about a toy.)

"I'm oot a mind reader, am I?" (teacher frowning);_d

(non~verbal)

frowning

8. Disciplining - teacher sets up rules and controls for

"appropriate classroom behavior, reinforces these rules, warns about

these rules. Disciplining behaviors have the potential to tell a

child or group of children that their behavior is unacceptable.

"Can you cross your legs, please, Keith." (rule in classroom
discussions is to sit with legs crossed) (tone of voice firm)

"Now are you going to work without fooling around or am I going to
have to let lo-eéne else work here?"

"Boys and girls could we freeze for a moment please.” (Children
doing something wrong.)

"Preeze!" (Command used to stop all behavior and listen to the
teacher) (teacher frowning)

"Betty, I'll talk to you when you get rid of your gum."

"Put your hands on your heads, boys and girls."

“You know what . . . you're bugging me. You're not doing your
work. It bothers me, did you knov that? Can you get it finished?"
"No, remember, hand up so that you can have your turn."

"Don't you ever do that again please. When it's clean up time you

clean up whether it's recess time or not.
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(non-verbal) SR .

looking stern )

frowning

turning lights out

Q.iting for quiet

pulling child up by arm o

walking around

holding hands up o
!;?TE'

9. = teacher relates to child's feelings; :eﬁepti>

feelings. Emphathizing behaviors have the potentiadl to é:ggte a

" %
climate of empathy; children can feel secure }n\ﬁdisﬁlhyiﬁg their
= S : i } PR

feelings. L
"Maybe you've got a rotten spring cold." g

"It's hard to draw a line there." .
"Jane, 1 know it makes you sad but it would really be'. . "

"I know, it's tough."” (Said when someone complained when they

coulda't go out for recess because of rain.)
.o .
. ) 7
"You know, I guess everybody has different ways of looking at

things, don't they?" (samiling)

=

"You shouldn't be frightened, they were just trying to tease you."

(said in a soft voice. consoling a crying child .)

"It seems kind of sad because they are such beautiful creatures.”
(non-verb:l)

patting arm

cuddling

b

hugging

feeling forehead of child



10. Excluding - teacher banishes studeng from class activit).
Excluding behaviors have the potential to tell a child that his
behavior is unacceptable.

"Brian, maybe your giggles won't be quite so bad if you sit back on
the bench." .

“This is just enough sillineu{. Take your book . . . go and sit out
there until yo;'re ready to behave yourself;"

"Alright those children who are ready for show aﬁd tell may come to
the listening corner, except Billy, Susie, and Jane. They know what
to do."

11. Encouraging - teacher encourages chilé by defining the

level of difficulty of the task as being within the child's

capabilities. Encour;éing behaviors have the potential to indicate .

to a child that it 1is acceptable and understandable to have

. \
difficulty.

"Oh, it's not hard, ;;u'll see."

"It'uAno easy. You kpow, Brian."

"They dom't usually éxﬁect grade onés&to know 'caus¢ -it's really
hard." )

"It gets tricky, I know."

12. Helping - teacher gives offers of help. Helping behaviors

have the potential\zo create a climate of togetherness; children can
ask for help without feeling inaﬂequn;e. *

"Do you want me to help you?"

"You do that part and I'll do the sides.”

"1'11 help you measure that."

(non-verbal)

o
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_guiding child's hand

13. Ignorigg.- teacher appears to delibgiately "not hear" 6r
"not see" child or children as a control device. Ignoring behaviors
have the potential to convey to the child feelings of unworthiuness
if the teacher does not acknowledge his presence.
(As teacher re-vouﬁd film, several cﬁildten were asking questions.
Teacher was ignoring them, but finally said "I hent lots of people
asking questions but I don't see any hands up."

14. Inconsistent - teacher gives a direction and does not

follow through, sets up rules and< ignores_ them, is inconsistent.
Inconsistent behaviors have the potential to create an ingsecure
climate of disorder; .child cannot learn whether his behavior is
acceptable 4Y non-acceptable.

“"Freeze.”" (Teacher keeps on talking and children keep on doing
whatever they were doing.)

"I think there's already three people working thetév. You think you
can share all those tools without anybody getting hurt? Roxannf,
why don't you go see if you can help them too." (Four in
woodworking center when rule is two people only.)

(Teacher holds up finger to indicate listening while announcements
are made and then continues talking herself.)

(Teacher talking differeantly to children and adults, using third
person when talking about herself to the children, but oot

consistently.)

®

(Letting children chatter in rug corner one day and not the next

day.)

15. Individualizing - teacher shows interest 1in child as an
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individwal outside of school activities. Individualizing behaviors
have the potential to convey te a child a feeling that he is worthy’
of the teacher's interest, particularly in matters apart from school.
"Do you go to ballet lessons?" ’
"Does your mom work some days?" | "
"What's your favorite kind of donuﬁ?" (smiling)

"I looked down amd I thought 'Oh, those are pretty shoes'."

"Did your mom call it aphids? OK, well your mom knows a lot about
plants, so we'll call them aphids."

"Have you heard how your mom is Riley? 1Is she ok?"

. 16. Joking - teacher makes jokes or teases in a friendly way.
jﬁking behaviors have the potential to create a warm and friendly -
'ut;éhphere which helps the child feel good about himself.

"This\\is wy mountain climbing rope." (speaking about the remote
control mike)

"Are‘you‘teasing me?" (spoken in a friendly tone) (eyes wide open
to show surprise)

"This is my magic tape." (smirking)

"Are you rpucihg“*or the Islanders? Oh boy, what a traitor. That's
:tertible." (smiling and laughing when saying this) (wrinkling up
nose) |

(non-verbal)

smirking . - S .
wrinkling up nose

smiling |

- laughing

i

17. Moralizing - teacher emphasizes goodness ‘versus badness,



verbally expresses ideal behavior model. Moralizing behaviors have
the potential to iﬁforn the children whether their behavior 1is
acceptable or unacceptable.

"Excuse me, we are going to have to wait because some people aren't
being pblite.”

"I like the way Dan has his hand up. He remembers his manners." _
"Some of us are really rd-.-b‘ring,ogr sanners this afternoon.”

"1. alvays notice that the people that don't talk are the ones that

get their work done first. And they do it the best."

18. Open questioning - teacher asks questions which call for

interpretive responses indicating that the «child's ideas are
worthwhile, accepts student's work and . ideas. Open questioning

behaviors have the potential to make the child feel worthy and

acceptable.
"What do you think it's going to turm into?"

"Why do you think you need more water?"

"Now what's that back part on the spaceship? The furnace! Oh. I

hear it's pretty cold up in space. What's this part? I see, and

what about these? Something to do with when the engine starts?
That's what I was thinking of. h huh, so does it need anything
else? No the exhaust heats it."

19. Personalizing =~ teacher calls student by name.

Personalizing behaviors have the potentiall to give .the child a
personal identity; to make him feel an important member of the class.
"Good morning, Michael.” (smiling) r

"How are you today, Jane?" ¢

"Can you carry this box, Sandi?" .

(..
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Zoi

licing - undue emphasis on quietness, orderliness, good

;

¥
behavior, and teacher spends disproportionate time with monitoring

student behavior and controlling ‘for discipline. Policing behaviors

feel that most of their behavior is unacceptable.

(Teacher says child's name for comtrol out af»hibit but does not do
anything about it, just carries on talking.)

(Teacher says "Freeze" but then keeps talking and childrea don't pay
attention.)

(Child asks teacher a question, teacher says "Shhhh" before

answering question.)

(Teacher interrupted a child many times when she was listening to

child's answer to discipline another child. Watched other children
canst;ntly rather than attend to child who was talking to her.)
(non-verbal)

Teacher talks with finger in front of lips indicating "Shhhh."

21. Positive - teacher expresses positive, pleasant, optimistic
attitudes and Eéglingi towards group. Positive behaviors have the
potential to create a climate of approval and warmth; children may
fgal good about themselves. ’

"Oh, I like the waves." (lots of children making waves)
"I think it turned out nicely.” (a group project = bulletin board)

"I see lots of people doing their best. Really good pictures.”

"Phat was very good, boys and girls." oy

(non-verbal)
nodding yes

whispering to child
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putting arms around child

bending over child
22. Praising - teacher VEfbillyjfgﬁjfﬂi student(s). Praising

behaviors have the potential to help the child feel good jbgut

hiiuelf or about his work.

"Looks really nice, Susie. That's an excellent cat." (smiling)

"Oh, Sandra, that wvas excellent!" (smiling)

"Yes, Géthy, that's very good."

"That was good remembering."

"Reith, that's so neat the way you made those go into a curl! What

a good idea!" |

(non-verbal)

smiling

23. Preferential - .teacher treats children differeatly in

classroom, has "special" children or gives special jobs to certain
children. Preferential behaviors have the potential to convey to
the child feelings of his worthiness or unworthiness, depending upon
the child.

"Charlene, would you go with them ;;d show them the v:y:;né then
come right back"?

"Well, Charlene's not busy !D!ihé might as well do it."

"Charlene will show you the ilyeﬁé the art room."

"Charlene, do you want to water the plants?” (No other children were
given special j@ﬁl;)

Child spreads books out on floor . . . teacher praises him. Next

day another child spreads same books out on floor during the same

period . . . teacher disciplines her.
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24. Promoting decision-making - teacher encourages student(s)

'!Ea make choices, decisions. Promoting decision-makipg behaviors
. have the potential to enable the child to order his day thereby
giving him feelings af being capable. 7

"David, do you want to work at carpentry?”

"Where are you going to Uérk?“

"Well, what should we do?"

"Well, you tell me Hbié to do."

"Put your hand up if you would like to go outside for gym today.

o

k, more people want to go out than want to stay in."

25. Promoting peer—teaching, peer-helping - teacher encourages

students to help each other. Promoting peer-teaching behaviors have
the potential Eé create a cli-:t:zaf cooperation thereby making the
children feel good about themselves.

"Ellen, you take Tracy with you 8o she can play with you and
Christine." .
"You boys help Dan."

© "Why dan;g you guys work together?'
YTammy, :bee you could help Betty."

"Michael, would you go with Ellen and Jane, too. They have a lot of

bottles and you can help them collect ladybugs."”

26. Promoting gg}i%iuffizieggi - teacher encourages students to
take respounsibility. Promoting self-sufficiency behaviors have the

potential to help children accept responsibility for their actions;

"It's up to you."

"Sure, as long as you take it back when you're done,"
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"You don't have to ask.” (Child asked to go to the bathroom.)

27. - teacher defends student from verbal or

Protectir
physical assmult ;y another child. Protecting behaviors have the
potential to create a climate of fairness, enabling the child to see
teacher as an ally; gives the child a feeling of acceptability.
"She doesn't need toO copy jéu! She's got a really good brain. Mo,
ih§>dagin‘t need to copy anybody. She's on a iiffif:it page.’

28. Egdgcigg;_gtresi - teacher accepls aistakes, encourages

responses, waits for a response OT gives child more time toO
reapond. Egdu;igj stress behaviors have the potential to create a
climate of acceptability; child can guess at answers; does not feel
threatened.
"Betty, what do you think? 1'll come back to you in a minute,
Betty."
‘“What are some things you see in that picture? Susie? Good,
anything that Susie didn't wmention?”
"You were watching your lines and you were thinking 'there must be
four letters in th;t>ﬁafd’ . . . that was good thinking, but there's
a mistake."
(nansve:bji)
" smiling
1;ug§ing‘
cuddling

29. Rejecting =~ teacher rejects child's work or effort or
feelings. Re jecting behaviors h;va- the potential €& é:::;; a
climate of insecurity; child may feel unworthy. '

"You didn't even spread it out to the edges. That won't dol”



(teacher frowning, nhiking head)

"Really, you want to hE!f}iE? I don't think so." (ffaihi;g)

Asking another child to answer question before first child is
finished talking. 4

"There is no reason it should be taking you this long."

"If you had not been fooling around quite as wmuch, you ﬁﬂuldAh!TE
been finished and we wouldn't be having all these prablé:: vith this
page.”" (teacher frowning, angry tone of voice)

"Somehow I don't think so because if yau were it would work out.”

the child said that he was doing it)
(non-verbal) :
frowning
shaking head no
guiding child out by hand ;n head

.3Di Sarcastic - teacher responds in a Qe-giﬂiﬁg n:nnefg
Sarcastic behaviors have the potential to give children a feeling of

'

unworthiness. ‘ S
"Crayons¥don't have legs, little boys that need crayons have to go
get them themselves.” (frowning)
"Printing goes a lot faster if you just make one stroke each time
and you don't draw on them.” (Spoken to a litfleibay that had been
sitting at the table trying to print iﬁgetﬁing for approximately one
hour, teacher was frowning. This was said in a series of reprimands

trying to get the child to work f;ster;%i

"The message I'm getting from you is that you don't want to hear

Sandi's TV show. Too bad." (The children were cleaning up in order
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to come to the listening corner to listeam to another child's :ﬁaryri
and watch the home-made TV show. They were excited about it and
makiitg noise when the teacher made this remark.)

0 - = )

"No, all my erasers have walked avay." (frowning)

(non-verbal)

frowning o [ -
31. Shaming - teacher in:tillgi guilt in students for their

‘behavior in order to establish control. Shaming behaviors have the

potential to give children a feeling of unworthiness.

“If? you don't want to cooperate, you don't have to wmake one of

these, dear."” (Children vere making a mother's day present and were

anxious to make them so that they could take them home to their

mothers.)

"You're welcome, David." .(Teacher said this to child when the child

had forgotten to say "thank you.") »

"Just thiank how disappointed your mom will be not to get this nice

»*

gife.”

(Child is sent out of the room for ﬁiibgh;vinﬁ and a little later

teacher comes out to talk to ﬁi: privately.)

(Child's answers are in parentheses.)

Jeff . . . what's been our problem lately? (teacher sighs) Jeff,

can you put your peacil down for a minute (spoken quietly and

firmly) now is this the way we're used to having you behave in our

I

-classroow? It's not, is it? Wow come you've changed so much? Is
something bothering you about our classroom? Are you feeling
tired? (Yes) Are you? Hé_yuu get lots of sleep at night or do you

find it hard to get to sleep sometimes? (Yes) Is it . . . well,
——



ok, but does it make you feel less tired by acting silly ian the

classroom? Or does it just make it worse for you? (It makes me
feel le;: tired.) Really? . . . by acting silly? But you know vwhat
you do.to the rest of the children . - and to me? You make us
feel awfully tired because we have to keep saying Jeff, Jeff, J!gff,
and your work doesn't get done as nicely as you used to do it.
(Pause) Grade one is almost over, you know that. You don't have
very much time. I know yau‘ﬂint to go to grade two but we'll have
to finish all of our grld%ﬂg work first, ok? It's making me feel
pretty sad to have to keep saying Jeff, Jeff, Jeff, Jeff. I'm used
to saying "that's really good, Jeff”. 1I'm not used to talking like
this to you. (Sighs.) (I'm really good at soccer.) Well, yes, I
know that. You're good at lots of things. You're also good at

‘mathematics and reading . . . when you want to. Are you going to

L]

try really hard? There's not wuch time left in grade one. Jef
You think! (voice sterm, teacher frowning) Are you going to try
really hard? Because we're all feeling pi-el:ty tired and we're all

anxious to be outside playing in the nice weather. (It's raining,

there's no sun.) Well, not today, but other days Ehéfgvii, isn't
there? Ok, so can you try. really hard, please. Ok, look at what
you did here. You finish your mathematics out here and then you
come in quietly.
(non-verbal)
sighing, frowning

32. S;iggllig; - ({(non~verbal) teacher uses body language,
non-verbal signals to change students' behavior. Signalling

behaviors have the potential to convey to the child a feeling that



his béhl?igf is unacceptable.
snapping fingers

painting', : N
clapping hands

Physical characteristics. The physical characteristics of each

Charts, posters,

elin;ta@: vere recorded in the field notes.

were choices ade by the teacher, these were considered to be
behaviors that| could affect self-concept. Some examples of these
behaviors were:| graphs of height, eye color, size of shoes, ability
to remember ph né niibéf; address, and colors. Charts of words,
vowals and days
individual charts number of books read were displayed as well.
The arrangement of desks was recorded also as a teacher behavior.
Some de;k; were grouped in pairs, some in groups of fours, and some
desks were isolated from the athgr:.é

The physical characteristics of the <clasaroom were oot

classified under descriptors because information collected regarding
them was incoumplete. The researcher merely recorded what was

covering the walls but did oot pursue this with the individual
teachers. Since the behavior of putting charts on the walls means
nothing in iteself, the teacher's reasons for selecting these
particular ones is necessary to know in order to group the
-bghaviari And aspessing the teacher's purpose or objective in

selecting the material to be displayed is difficult without further

of the week, birthday charts, lost tooth charts :n{
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information. All charts, pictures, etc. remained the same in all
four classrooms during the data collection periadéﬁhs#

Phase III Data Analysis and _Findings

With subsequent re-readings of the data and classifying the
behaviors within the thirty-two descriptors, emerging patterns began

to be clearly recognizable. A significant percentage of behaviors
= 3 ] % .! - s
were exhibited with certain apparent 1ntentions 1n

ind. By

analyzing the behavior in light of all information available (such

as tone of voice, c¢ontext of the behavior, and expression), a

decision was made regarding the teacher's apparent iatention for the
behavior. zDecisians_feg:t§§ng the intention's underlying behavior
are difficult to g;ké_ However, a great deal of direct and subtle
inférnitiag vas used in makin such' decisions. In addition, a
second reader was used to assist with the judgements.

Some behaviors appeared to be for the purpose of controlling the

il
class. Management and control behaviors appeared to occupy a large

proportion of the teacher's time, particularly in grade age; ‘Thus,
an umbrella category emerged consisting of all the descriptors of
behaviors exhibited by the teacher for the purpose of classroom
management and Enncrbli Another 1irge category emerged, that of
behaviors expressed for the apparent purpose of giving the child%én

encouragement or incentive to do thelr work or to better their

work. This category was called "motivating" behaviors.
A third category became evident based on the teacher's
intention. These were the behaviors that were expressed with the

apparent intention of simply making the child or group feel good and



Hﬁrﬁhﬁhiléviﬂﬂ were called ""positive feedback" behaviors.*

The 1ggt;:1tzgary includes a cluster of descriptors that were
much hifdetljﬁé group under an umbrella category. related to
i%EEBEiQﬂ; In the researcher's Gpiﬁinn, there was no conscioua

!iatentian on the part of the teacher when expressing these
behaviors. The first three umbrella categories were based on the
teacher's  apparent intention for exhibiting the behavior:
téntralling, motivating, and positive feedback. However, in the
fourth category, teacher behaviors such as "courteousness" are aot
likely to be given wmuch forethought. The teacher, ia all
probability, is not thinking to herself, "I want to be courteous and
chgrgfa?e I'll say thank you.” These behaviors do not seem to be as
situation-specific as the other three categories. Nor do they seem
to be as specific to the role of teacher, but rather are more

dependent on the personality of the teacher. If she is courteous or

candid to ﬁEhgt\ in the classroom, she is probably courteous and

" candid to others outside the classroom as well. With this peasoning

i

mind, this last category was called "idiosyncratic" behaviors.
All thirty-two descriptors were clustered into these four
umbrella categories (see Table III).

Phase IV Data Analynl; and Findir

F

In order to group all thirty-two descriptors under the four

*There is no category for negative feedback peh;viar: because
the researcher felt that none of the teachers' behaviors were
gxpreu;ed far the -pplrenc d;reet purpa:e of making a Chlld or

56



large umbrella categories, Eh;fpnfpﬁié or intention of the béﬁ:viar
needed to be clififigd; That behsviag; could have more than one
intention soon became apparent. Therefore, a decision was made
regarding the main or direct purpose of the behavior and grouping
wvas based on that decision. The SEEDEﬂl%Y purpose was labelled the
ingigeggéiQEEﬂ;ian of the behav®®r. For example, when the teacher

says, "I really like the way Billy is ready to listen,” her direct
intention for waking this rengrk;gppeir; to be to tell the children
that she wants everyone to listen, therefore it is classified as a
controlling - behavior. Indirectly, Billy may be receiving the
information that his behavior is appropriate for the classroom
setting. However, the classification is made on the basis of the
direct intention. ° _ \ E

Agdin, when looking at the intent of the teachers' behiviaf;,sig
some cases the same behaviors were found to have two . entirely

different purposes when used in differeat contexts. To illustrate:

when the teacher used a child's name in the context of\saying ''good

morning" or "how are you," she probably had no particul intention

in mind. The descriptor for this behavior was personalizidg and it

came under the large category of "idiosyncratic" Dbe aviors. .

Bowever, when the tg:chéf said the child's name by itself in a loud
voice implying "stop that talking," then the definition of the

behavior was disciplining and the intent was controlling. Tone of
voice as well as context of the bahiiiap were important clues for
Y

L e . . N . ]
deciding the grouping of the behaviors both under the descriptors

El

and later under the large umbrella categories.



_ Table III

Umbrella Categories

Controlling Behaviors - adwonishing
disciplining
excluding
moralizing
complimenting
policing
signalling
ignoring
inconsistent

Motivating Behaviors - encouraging

' helping

open questioning

positive

promoting peer teaching
promoting self-sufficiency

rejecting
shaming
excluding
. ' praising
sarcastic

Positive Feedback Behaviors - convivial
" empathizing
praising
protecting
Idiosyncratic Behaviors = joking
defensive
courteous
candid
attending
individualizing
, personalizing
- preferential



An example of the intention of a behavior being different when
used in two different situations can be found in "praising." A
teacher often praised the children with the intent of letting them

know that she believed they had done well. Other times, praise was

used as a motivating behavior. Teachers used praise to encourage
children to work harder to produce a better product. Examples of

praising, whatever the intent, are all listed under the descriptor
"praising" because of the information the child was receiving and
because praising defined the action. But, as explained previously,

the intention of the‘ behavior was the factor de;e:-ining its
under both umbrella categories of ‘“positive feedback”" and
"sotivating" behaviors. The intention, whether direct or indirect,
was - not considered when grouping the behaviors under the
descriptors, but was the deciding fiﬂéﬂf when classifying the
descriptors within the large umbrella categories.

Because many behaviors were not* exhibited with a direct
intention does not mean that they did not have a potential direct or
iddirect effect on the child. There needs to be a clear distinction
made between direct and indirect intention on the part of the

teacher, and the potential for direct and indirect effect of the

behavior on the child. The intention of the.teacher's behavior was
i

analyzed in order to group the behaviors into categories. However,
affect the child, either directly or indirectly.
Many teacher behaviors, while not affecting the child diféztlyj

have the pontential to directly affect the classroom climate and
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consequently the group. Some behaviors such as courteous and
péaiﬁive set the tone of the classroom. Children ~can feel

comfortable and secure being a part of such a group. Indeed, they

may feel good about themselves because they feel good about

belonging to such a classroom.
My mother loves me.

feel good.
feel good because she loves me.

L I ]

am good because I feel good.
feel good because I am good.
y mother loves me because I am good.

K et

(Laing, 1970, p. 9)

The model of teacher's clasroom behaviors that have potential to
affect the child's self-concept may help to clarify the anglysis
(see Figure 2). The teacher's behaviors, whether they are
controlling, -Qtiv;fingj positive, or idiosyncratic, can have a
direct effect on the child, a direct effgccb on the group, and a

direct effect on the climate. All of these behaviors can also have

an indirect effect or influence on the climate, group, or child.

For example, when a teacher jokes with a‘child, such as "This is my
magic tape,” the behavior can be categorized as "idiosyncratic" and
can have a direct effect on the classroom climate and an indirect
effect on the gr;up of chrldren and the individual child.
Conversely, a behavior that has a direct effect on the child, such

as "You're a bad boy" can have an indirect effect on the climate by

setting a negative tone if the teacher is usually negative, The

K

'childtéﬂ‘I;f feel that the classroom is a place where their "normal"

behavior is not acceptable.
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,"': %,
/ T \ _ direct
! bebaviors effect

A\

controlling
motivacing

positive feedback

idiosyncratic

e = = — - — indirect
influence

Controlling Behaviors = behaviors used to aid classroom

management and control. :

Motivating Behaviors = behaviors expressed for the purpose of
giving the children encouragement or

incentive to do their work or to better

their work.
Positive Feedback - behaviors that tell the child or group

that they are worthy and acceptable.
Idiosyncratic Behaviors = behaviors exhibited without conscious
' ' intention or thought, wmore reflective of
the teacher's personslity.

Figure 2. Model of Teacher's Classroom géhgviars That Have
Potential to Affect Child's Self-Concept




Whether the child is affected directly or indirectly by the
teacher's behavior does not change the fact that the potential for
affecting the child's self-concept development is there. The
purpose of this study was not to determine what the effect of the
behavior may have been or to determine to what extent the behavior
affected the child. Rather, the purpose was to geﬁergte a
description of the kinds of teacher behaviors which occur in
classroom settings and which might affect the child's self-concept.

Clearly, the literature on self-concept development indicates
that when a person receives information about himself; whether a
significant other tells him directly or whether he perceives
attitudes and feelings about himself on the part of the significant
other, the potential is there for his global self-concept to be
affected in some way. The analogy of a car ;ccident might be useful
here. *A car accident has potential to affect one's health

regardless of how often it happens, how severe it is or what ihjury

was actually incurred.

Sunnagz

- In summary, all teacher behaviors, both verbal and non-verbal

that had potential to affect self-concept development were selected
from the data. On the basis of the kind of information passed to
the child and/or & definition of the action, these behaviors were

grouped under thirty-two descriptors. Further classification

*Unfortunately, this analogy is negative rather than positive.
However, the same principle applies to positive behavior.
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resulted Efﬁi considering the intention of the teacher ﬁghivi@fia
Using direct intention ounly as a basis for grouping, three umbrella
citegarie: emerged: controlling, motivating, and positive feedback
behaviors. The fourth category, idiosyncratic behaviors, was used
to cluster those behaviors that did not have a direct intention and
were probably exhibited without any conscious purpose on the part of
7 the teacher, but were more a part of the teacher's personality.

Thus, the teacher behaviors that had potential to affect the
child's self-concept gi:hgr directly or . indirectly fit iato
thirty-two descriptors which in turn clustered under four umbrella

categories.
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CHAPTER V
SUMMARY AND CONCLUSIONS

.

E‘

The purpose of this study was to describe naturally-occurring
teacher behaviors that have _potential to affect self-concept
development of children in the classroom.

Data were collected by ﬁif;ur;li:tic observation techniques over
F;g period of two months (end of April to June) with approximately two
weeks spent in each of two kindergarten and two grade one classrooms.

All  behaviors, verbal and non-verbal, that might affect

self-concept, tj,:[: is, those that conveyed some infamtid& to the
child about himself, were selected from the transcripts and grouped
nder thirty-two descriptors. They were grouped according to the
was likely to receive. Clusters of behaviors began to fqrn"
according to the intent of the behavior, Thus, the teacher's
intention or purp? for exhibiting the behavior was analyzed ‘and
four large categories were formed: controlling, wotivating,

These four categories were incorporated into a model which
illustrates how teacher behaviors hlVE potential to influence th}
child, the group, or the climate. The model also illustrates how

the direct influences of the teacher complemented the indimect

influences that the climate,.group, and child had on each other.
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As with any study based on naturalistic observation, the
findings must be viewed with some caution:

l. Dbiervéf and interpreter bias: the observer approached the
study with n, personal philosophy that might be <classed a»
hu:;niitiz; This may have caused selective perception during the
observation period. However, observer bias vas minimized through
use of the following mwethodologies: (a) the verbal behaviors were
taped and transcribed; (b) there were no preset categories; and
(c) a second reader was utilized.

2. Participants: some cautions are to be exercised in view of

the selection of the p:fticip;nci used. First, the teachers were -

all volunteers; secondly, they all had reputations as good teachers

(as reported by colleagues, parents); and thirdly, the study:

involved children five to seven years of age. The findings might

have been quite different if the teachers had been randomly selected -

3. Timing: the study took place in the afternoons only. This
meant that :;rg relaxed, “less academic, subjects were being taught,
particularly in grade ome. As well, the study took place during the
last two months ifg;;hﬂcl, when teacher behaviors could be different
than at another time of the school year. More emphasis might “be
placed om setting up classroom behavior rules, establishing
relationships, .and generally settling the children into the school
routine in the course. of the early mouths of the achool temm.
Finally, the amount of time sampled in each classroom was only two
wveeks at most.

4, ! Reporting: a problem is always present in communicating

¥
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, . .
meaning to the reader in that the wvwriter and the reader have

differing paradigms. Everyone brings his own meaning to the printed
page.
Conclusions

Hypotheses. Based on the findings reported in Chapter Four,
certain tentative couclusions can be put forward. The findiags, and
the hypotheses derived from them, appear to be common seunsical,
almost simplistic. In hindeight, and with the evidence distilled
and organized, the results of this study emerge as ideas that many
would class as obvious truisms. However, the complexity of the
classroom is made up behaviors that are, in then:el%e-, reln;iveiy
unsophisticated. It is the diversity of human interaction that g;d:
complexity to group behavior and necessitates descriptive research.
The inductive approach used in this study allowed the researcher to
uaravel thex complexities of the classroom; the isolating and

analyzing of specific samples of behavior gave rise to findings from

which it is now possible to derive hypotheses. TéutalggiEILIy;:

these hypotheses are speculative in nature. Nonetheless, they
provide fruitful ground for further research. Future investigators
could test the hypotheses that:

1. All teacher behaviors that directly affect the RKroup -or

classroom climate have potential to indirectly affect the child's

self-concept development. This hypothesis is partially affirmed by

many of the classroom climate studies which are raeported in the
“
literature (see LaBenne and Greene, 1959)x Questions which further

research might seek to answer include;
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- Which teacher behaviors have the greatest effect on classroom

climate?
- Does classroom climate become less important to self-concept
development as children grow older?

2. The intent of the behavior is an important variable in

determining the effect teacher behaviors may have on the child's

self-concept development. In categorizing the behaviors observed

during the course of this study,bit became evident that behaviors
could be grouped agcording to the perceived intent of the teacher.
The intention of the behavior is to give feedback to the child; it
is this feedback thatvaffecta the child's sélf-concept development.
P;so{ble questions for fu&ther research include:

- What does the child perceive by the teacher's behavior as
gg’pared-with what the teacher intends?

- What does the teacher perceive her intentions to be when

various behaviors are exhibited?

3. Teacher behavior, whether it has a direct or an indirect

‘intention has the potential of affecting the child's self-concept.
A direct intention is evident when the teacher behavior is directed

. at a particular child. When the teacher's behavior is intended to

.

affect one prticular child, other children may be affected

indirectly. Similarly, vhen a teacher seeksg directly to influence a
~, group of children or the whole class, the 'effect on any given child
| is iﬁdirect. Future researchers might find it profitable to
sscertain:

- What are the relative effects on childrea's self-concept

development of teacher behaviors directed at them personally and of
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behaviors that reach them indirectly?

4. Some teacher behaviors appear to be expressed without

conscious thought or intent. This hypothesis is consistent with

conclusions found in other studies. Brophy and Good (1974) report

that "lack of sufficient awareness" (p. viii) is a common feature of

(o]

teacher behaviors. They fur;her suggest that because of a lack of a
sufficient data base of actual happenings in the cl;liraa-, more
research is needed in this area.

-~ Of what behaviors are teachers aware? Of wvhat behaviors are

they unaware?

- How does the teacher's repeated use of a child's name, many

times unconsciously, affect the self-concept of the child? What

effsfts does this have on other children in their rglicianghip_uith

-

that child?

Speculations. The following statements tend to be more

conjucture than the previous hypotheses. They are concerned with
the frequencf patterns of teacher behaviors. Since this was not a
quantitative study, these statements can only be speculations which
might suggest areas for further investigations. *

l. An apparently large proportion of teacher behaviors in
kindergarten and grade one have potential to affect the self-concept
dcv&lopnent of children in the classroom.

2. Very few classifications of teacher behaviors relate to
promoting the affective domain.

3. Many classifications of tesgher behaviors relate to

-

wmotivation and controlling behaviors.

4. Apparently, self-sufficiency and decision—making on the part
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of pupils are promoted more by thf behaviors of kindergarten
teachers than by the behaviors of grade one teachers.

The co-plexity gf the classroom provides reae;rcbcrl with & rich
environment im which to carry out additional naturalistic research
studies. Although this type of research does not allow for precise
controls, ultimately these rich descriptive studies may provide more
meaningful infor-atio; to teachers and researchers.

all aspects of the affective domain seem to be attracting more

interest in the last decade. Educators are realizing the importance

of a positive emotional environment. Enhancing the self-concept of

children in the classroom can be both a cause and an effect of such
an environment. Hopefully, naturalistic research in the affective

erea wvill become more prevalent. As Kash and Borich (1978) point

out:
The belief that pupil self-concept is not a legitimate N
concern of public educntion; or that affecﬁivt
dimensions warrant consideration only when they serve
/9 cognitive obsectivel may have influenced the amount of o

research, the kind of research, and the funds
available for research ‘in the affective area. Even
more determinant, however, is the prevailing concept
of learuning (and educatin;)} as a solely cognitive
endeavor. Before we can begin to progress in
researching the affective .“;Ctl of the learning

experience, we aust acknovledge that learning is (/
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L

L
indeed composed ©of both affective

elements. We need an holistic concept
concept that deals with the phenomenon

an experience of the total person. (p.

of schooling as

10)
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