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DEDICATION

. REEREN ",:r"‘\ . )
This study is dedicated to certain qualities which

the researcher believes are important for humans to adhere to,
There are seven qualities. The first is Truth. This quality

1s an occupation with understanding, rather than a preoccupation

X -’

’

with attacking. The secomd involves an acceptance that nature

2

1s guided by Principle, not chaos. Third, Mind is g governing

intelligence shared by all things, not bérsonally owned oy
coveted. Fourth and fifth, Life and Love are 1nextricahly
, ) . @ o

interdependent. Love, patient and unqualified, makes 1. f.

worth living. Life, when 1ived fully, provides th.opp»rfunltyA

for Love to occur. Finally, it seems that a sense of corporeal

. ~ . » . . ) i
reality can do little to explain awareness, especially awareness

of the importance of the other qualities mentioned. Such .

awareness belongs in a metaphysical reality involving the
sixth and seventh quadibdies of Soul and Spirit.

ﬂ_\Iogether-the aone seven qualities promote balance

to ong's life. To honour them, the researcher feels, is to

LY

honour the many individuals he has known over phe years who

used these qualities to guidé them, ¢

iv

L e gy — -



" ABSTRACT

Schoolteachers must be sensitive to a number of role expectati-ns
| s - ~ |
from various quarters, These expectations.do not always agree and

sometimes actually_conflict. For that reason teachers. must determine

to what degree they will adhere to those various expectations. A

review of.reléted‘literature suggests that experienced teachers may

develop a rather:sophisticated mechanism that allows them to weigh

5 ‘ :
the worth of role expectations to their own satisfaction as-well as
. : 5

to)ﬁhe perceiQed satisfaeﬁien of othe; role interactdrs.
o brdefjto investigate thisvbhenomenqn it was decided to stud.

four experieheed teachers{ ’Eech»teacher was interviewnd five

separéﬁe times over a period of ‘seven months. It was decided that,

because thls was an exploratlve study. establishing set questlons mn

N,

advance of each 1nterv1ew mlght prove to be presumptucus and mako 1t

~
dlfflcult for the subjects! real perspectlves to emerco Therefore,

.

AN
the study began with the understandlng that the subjects and the

researcher should view each other as equal partners, recquiring both

—

to prepare for each 1nterv1ew by wrltlng. readlng, and commentlna on

a varlety of catalysts related to the phenomenon bean 1nvestlgated

- > ¢

Thus,,. when interview Sessions took place the regearch pabtners
. . i3

. presented their ideas for discussigg.

As a result of the collaborative effort described above, it was

found that.,all subjects had ekperienced a2 number of role conflicts,

A ]
and;some particularly lntense ones early in their careers., The

subjects ﬁndicéted that present conflicts continue to appear, some

many times over. However, they feel these role conflicts are now
. ) ’ s

less intense compared with years before. This diminishment appears
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A
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A

due to regular management efforts on the part of the s.hjects,
The subjects seem to consider the most important confl:-ts to be
directly related to their stddents and-‘o aspects of “&eir perscnea.

livés and their teacher role impinging on eaqh other. Another
important conflict, as faf\és the subjects are‘cmncerr@d,.involvcs
tgmes when key aﬁult 1nteractors seem to interfefe Wil }he’work
/{;e subjects d; with their students.
The repertoire of confli;t management étrateg;es thch the sub-
’jects have learned over the years appear to have incrensed. in number
and sophistication. But while the subjects Seeﬁ to have more stra‘-
egies available to ﬁhém, they also seem to have become mere selent -
about the strategies they choosé to use.” Analvsis of ‘» data

‘suggests that the subjects measure the worth of & chosrn strateqgy

at each stage of a conflict management cycle which occurs each time
A . . .

v
N

!they encounter a conflict. The worth of the action takon is wélghwd

in terms of how the strategy has gained or maintained support 1n the

i -

work the subjects have undertaken to do with their students. . Such

selectivity leads the subjects to prefer a compromise strategy ratiicr
A : ‘

than the extreme strategies of compliance or opposition. The result

of such a tendency, it would seem, is that over time the subjects

have not lost their sensitivity to various expectations of their

role as some research literature suggests. Rather, it appears that

the subjects have retained their sensitivity to these expectations

el

At the same time as managing tovfiha\a satisfactory balance between
»

their own expectations and Qhat7they perceive others expecting of

their role.

vi

1

/
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CHAPTER I
INTRODUCTION

The primary roleg respopsibility of teachers is to attend to
the needs and interests of their students. What teachers consicer
to be best (or these students represents the teachers' own

pecrations of thelr role.
k]

In & sonse students also hold expectations of the teacher role. .
aopes and Goparations {or theflr future, in part, are
cinrasted o their twachers.  Thus the expectation by students |
han teachors will lead them Intorparticipating in activitiaes whic:
ST zomeday prove to have been a worthwhile investment of their
Cineand otforts. But o meeting this student expectation of Sher
Is petoa simele matter for teachers.  Ope reason for this is

. # . , ) . s :
rtause stugents do ot tend Lo be preoccupied with what is
Pest for them in the future. Rather,| their concerns, and interests

are generally more immediate. Thus

students can be 'unwilling
y{;ticipants, presenting teachers with the problem‘of'raising
dent interest.  Another reason that meeting student expectationz

not a simple matler for teachers/is because even when students

Sreowilling participants they may e unable to cope with the

cotivicies presented by reachers dt a particular point in time,

Dhese two cronlems are endemic L pedagogy.  Students have always

ranged in ochelr willingness and anyiity to parricipate in wharn

trachers oftfer for them-to do./ Toachers, in turn, have always



o

N

needed to find ways of meeting student needs and interests desnite
The3e LWO recurring problems.  In such a way teachers continuouslv
ALLEEPpE Lo mest student oxpectations of their orole.

Y2t teachers and Sh¥ﬁ“ntﬁ are not the only groups concerned 4

teodtothe needs and interests of studenUh. There are others who %

5

Lt a4 stako in‘ché educational welfare of these same childran‘
'.rﬁnt?,.principals, suparintendents, board.members and others
treoql) concerned fbout studeny growWth and development. But,
‘»nauxe'thnyldo not gencrally Interact with =tudents in the
'i}HJFme, they”arvldopondent on.teacherg to act on their bpehalf,
o fhiese other. stakebolders hold teachers accountable for
worr tenchers do with studenbs. This accountability apéears

virious ‘orms and comes from various quarters. outside of the

fesroom. it ocan be & powerful force in the life of public school

.

f

teacher=. Such a force calls for the attention of teachers and

ronresents further expeoctations of the teacher role.

“herefore, teachers find it necessary to address the expectatiors 4
. ) ;’ N
©loa variety of stakeholders. Their role id& one which does no
Prelve students and thenselves alone. Rathar, 1% invelves a
Interactors Flhan that. [t requires teachers

POosensT Ve notoonly to the needs of their students byt Eo

I3

Srdtarrayv of expectations of other s akehclders. A review o

. .
- '

coren brrerature (discussed later in detail) sungests

toes tedchers are Taced with various expectations of their rpoje
gy ,

1o becomes apparent that many of ‘these expectations cannotr be met .

‘
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CEATOL for bhis inuhiiiry‘is that.not all expectations are
cirenainle fﬂ’whjf Leachers wish to do;\ Furthef, Sometimes
ceHoctations are eiprossed by difforent Stareholders which
contradict cach other. Therefore, elen if teachers wished to

comply winhothese expectations they could not (Benton, 1970;

¥ inningham, 1979; Feitlar & To@ér, 1981; Kratzmann et al, 1980;
GEar S Griffing 1980; Moracco, 1981; Partin & Garquilo, 1980

schwab & Iwanicki, 1982). 1n any event, teachers do have to
N ,

“ral with these expectations when they ;merge. However, some
: il

sesearch literature Suggests that many teachers, younger ones

/

tn-particular, experience an undue amount of role-related stress

pecause of an inability to cope with vartous expectations of them

(Alschuler, 1980; Felder, 1979). However, there is also evidence

N . . ‘-‘
“5 show that as teachers bhecome more eXperienced, their expertise

<

Vi managing this varioty of exprctations increases. As well,
Thin literature gseoems Lo suggest that these teachers experience,
diminishment of Sensitivity to others as they again expertise
in the area of role expoctation management (Alschuter, 1980;

?

Benton, 1970; Cunningham, 1979).

“But such a price}for\learning to manage role—related expectat

[

feonot necessarily the fate of teachers. Further studies approaching

2

: & :
s topics of expectation management from an adult development

point of viow seem Lo indicate that, as teachers mature and again
CEperience, they learn Jo balance various expectations of their

e to their own satizfaction as well as to what they perceive
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the satisfaction of other stakeholders (Gehrke, 1979,

12872

“Hiller & Tavlor, 198%; Miller .t al, 1982; Pajak & Blasge

'*3 125 1981, Roberts ) 1977) . The result of the beachers’

) M .
onagement, then, does nots seem to inddicate any sense of dimin:

—

hmen®

crosensitivity on the part of those teachers. Rather, it suggoests

Al tenchers learn Lo respond in oa selective fashion Lo vearons
Y
crvectations of their role. The possibility that they may be Sble
.

Coomeet those expeclations, perceiving them to be mubtuallv st LEPACLOTY

cach stakeholder "1,!%:-;'», indicatds thatl expericnced teachere

.

’ . . . ' s .
Aevedop a cophisticated mechani sm%of role expectation management .

Purpose of the Study

The purpose of this study is to further investigate the

Techamam whereby teachers manage the various oexpectations of

R

®

i roleTtottheir awn satisfaction as well as to the percelverd

satisfaction of other stakeholders.,  This mejor purpose leads o

e
tree sub-purposes. They are: / .
- // N . N
oo to further deseribe/the structare and functicod . '
>
of this mechanism;
20 to trace the development, of this mechanism:

Z.0 to diseuss the effcet that the development of this

&

mechanism has on teachers and their role.

“



scope of the Study

a

\
\

SO

e

dence of role expectation management can be seen
N

coertly.s However, overt behavior is not within the scope of th)s
study. Ratner, this study focuses on the covert or thought

process which instigates behavior. Thought 1s where teachers make
s ’ -
Lhelr own sense of role expectations. Thought 15 also whqge

tzachédrs decide on the vossible ways to manage these expectations.

There is little attention given to the actual expectations

il

ol ofher stakeholders herein. The intent of this study is to

B

qain ‘insight into teachers' perspectives. Therefere, focus will
be placed on their beliefs, values, motives, and particularly o iy

thelir expectations regarding the phenoméhon of role expectation

’

nanagement. As well, no attempt has been made to judge or
evaluate these perspectives. They reflect thought emanating,

from unique experiences avallable to only those who serve in a

%

“2aching capacity. Therefore, these perspectives have been

investigated in such a light.

It 15 not intended through this study to measure the ability

.

-

of’ teachers to personally fulfill themselves either in or out
@i teaching. Determining the success of reaéhing a parﬁiéular
Tevel of fu]fillmgnt, while perhaps being a.Qorthy tdpic for
in?gstigation, is ngt a consideration herei®. Howevef, an

tiarortant’guiding assumption is that all human beings are in

soonstant hope of attaining fulfillment in various areas. " The
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=

+

teaching rele itself gives teachers the opportunity to contripute’

Lo this fulfillment.  Therefore, rather than measuring the extent
of reachinqugoals of fulfillment this study ig\designed to bring

~

T~

lignt to how teachers attempt to progress towards such axQOaL;

Figure 1, Realms of kxpectations of Teacher Role, is offered \\\\\

to turther define the scope-of this study. 1t shows a teacher

fiqure gazing outwardly towards four realms of expectations.

The first, A, 1Is the preferred role as.defined by teachers. The

~

second, B, 15 the meeting of teachers' preferred role and the

cupectations of others as perceived by teachers. The third, C,

s

iv the teachers' perceptions of expectations of othecs. Finally,:
the fourth realm,.D, is the actual expectations of others. In -
order to explain the]interplay of these realms it will be best

#o discuss the opposite realms (A & D) first, followed by ‘@ discussion

-

. ! . ’
or the middle realms (C & B) where teachers' concerns about expectations

ol their role converge.
A, the preferred role as defined by teachers, is the most

.

narrowly conceived view. ‘Here teachers attempt to define their
rote as they prefer it to be. Given their own choice of role
definition, there is not yet any question in their minds about

lrpinging exvectations of others, although others may have been
i
»considered in this role construction.

The broadest realm, D, the actual expectations of others, is

tie only one of the four realms to be external to the teachers'

6
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Figure 1. Realms of Expectations of Teacher Role. .
~

N, internal

external

(Note: This figurc was developed by the author

st

IR
| |

¢ on the basis of discussions with Dr. David Young,
.Departmenf of Anthropology, University of Alberta;

1981-82.)



¥

v -
v
v v
Clective oXperience. in o this realm are the expectations of

”

Croer o amportant stekeholders such as students, cparénts, obher

acners, adninistrators, donsulrtants, interest groups, and o
Dl Seme of Mhese expectations may be clearly formulated while

Lhers oare ot well defined at ail.

Fedalm 7, the teachors!' percentions of expectations of ob-

Falls once again within “ho teachers! internal "experience. jt i

intorG rencosent the Coachers! view of D, the actual expactat ion:

d

oth?rs.  Becausze D 1o Fo0 broad for any one andividuoal Lo clearly

-

Condeyve, vhis realm 1o osmaller than D. However, despite the fact

natothas o realm is often based on incomplete views of a large
g

"

Lo, therse perceptions are the basis of the teachers' knowledge

wtesik e cronctations of others.,

; s
etin

Tho lasi yealm 1o vMis interacvive model is B, the nme aq

botwien proserred role sxpectations and expectations of others

oorereedved by beattoor 0 -Tn this realm hope for convergence

o
H

ween theon porcw}ﬁoﬂ gﬁhﬂcta*Lons 13 eﬁ[irely posSibjei However,
‘fﬁldléb o othis realp wher@ digcrepancies between the two meet,
s Torcing teachers Lo consider éxpectations of others which
uinge on their own.  Further, it is ;n this realm where teachers
Gl senge,mthrough(certafn internal .contradictions th@'jmposztiohs
of some of their own oYpectations. | Therefore, it is.héte, in

o " .

10 realm, where the scope of this study ultimately focuses.

R
f

0



o
importance of the Study

A difficulty exists in many studies that have been made to
/

vt regarding expectations of rteacher role. That difficulty i=
’ . 3

fecauge much of the information made available by such studies

.7 4r problem specific, expressed in the language of the researcher
inutead of. the language of the teachers. Thus, issues determined

0 be highly relevant are also determined to be so by the researcher

rather than teachers. : .

Because of this restricted focus, the complexity of the teaching
' ) [ . B ¥ .
act can be obscured. Given such vaguenes:., others who would'sapport

teachers' tend to holdssomewhat unrealistic expectations offthoﬁe
teachers, with the end result being that they are seen as interferers
: ' , ‘

by teachers (Fullan & Park, 1981; Kratzmann ot al, 1980; Wolcott,
1977). Therefore, this study attempts to probe more deeply jnLO‘
. ‘ L perspecrives\of‘teachers regarding role expectations than has

ceen o done previously. By doing so, it is hoped -the findings,
contained herein, will contribute to an understanding of how teachers

come Lo make decisions regarding the extent of their commitment to

»

anpects of their work. There are several implications in exposing’
new anformation about this topic. FEach of these centributes to

L notion of teabher support. The‘jmportance of such a notion,

of course, is thAt those who would support the work that teachers

ft0 wWith students have no other .option but to try to better understand

“ne teaching role from the teachers' perspective if they are to

hav@Aanv success in su Dortihivteachers.
3 ppor g



10

[t is hored that this study contributes-to a more realigtic
view of teacher accouﬁtahility than is presently popular. As
teachers exhibit:thé ability to be selectiveiy responsive to
various expectations of their role, they also éxhibit a unigue
position of vower, one which is not highly recognized or understood
in the field. Therefore, non-teachers, in particular, may well
adhere to a relatively outmoded view of teacher accountability
wolch could detract from theif ability to communicate with teachers

- e LLred

At Lo express realistic expectations of the teacher role. Such
¥

¢ vlew may wall be séen by teachers as dis;espectful, further
~rrdangering the notion of Suppért. For suéh a reason this ;tudy

~offers information which may aid in the reconceptqalization of ‘a
clearer more acceptable model of teacher accountability than

presently exists.

lt is hoped that this study contribute$ towards teacher sel’ -

N

ﬁndwrstand}nq. The importance of this, as Cunningham (1979)

ornts out, 1s that teachors aré £06 busy and their daily

sesvidiales arestoo fragmented for them to pause and reflect much

anaoat &horr heliefs, values, ﬁotives, and expectations. These
aspects of perspective often remain tacit and unexamined by teachers.
Qj:hout Eeflection, she claims, tea;hers struggle from day to

day coping with various expectations but rarely attaining any

o~

fulfillment through the job while this pace is maintained. -The

.

collaborative research method, used herein, will give teachers



aochance to periodically s}ow this pace. In such a way the
renearch subjects have been served directly. Buﬁ it is'anticxpated
tnat such a fotm of analysis gould alsb préve to be a useful model»
for all teachers. The%efore, it will be proposed that such a

mode] be devised as a matter of professional self-development,

, M

as Wéll. The éffects of personalizing professional dévelppment
“his\way will contribute to tﬁe'general welfare of teachers,
Connelly sgqgésts (198]),:which in turn will have a positive
offect on the students they serve (Cunniﬁgham, 1979).

Finally, perhaps the greatest impact of this study can be 1in
letting teachers know they are not alone“in'their feelings related

3

to role .conflict. Eor instance, if they can accept frustration
~as part of the job.and not as the result of their own personal
inadequacies a good deal of‘stress might be femoved. Thus, with
feachers taking on this view, their perforﬁance could improve and
areater communication among them and those who yould.supporgithpm'
might-result.

Research Method

LB
In order to investigate how teachers have come to manage
meeting various expectations of their rele and the effects this
¥ o :
nrocess ‘has had on them, it is necessary &0 choose subjects who

tave been teaching for a number of years. Choosing such subjects

assures that role-related experiences have been made possible.

This type of study, then, is based on retrospection by the subjects.

-



t

wﬁch of the subjects' role-related experiences, 1t is assumed,
Y .
J .

15 taclt and unexamined. However, it is also assumed that the
memories of such eXperiences presently exist in forms that have

anomportant current influence on the views of the subjects,
Bronowski (1977) claims that it is possibple to understand how
o

N
¥

suen memories influence peéople by trying to clasely share verhal
\ * ) ’
recollections of their experiences. The most important of

these recollections, he suggests, are conflict oriented.

{Man] learns from experience: from the experiences of
others as well as his own, and from their inner exXperiences
as well as their outer. But he can learn from their

inner experience only by entering it, and that is not

donc merely by reading a written record of it. We muot
have the gift to identify ourselves with other men, Lo
relive their experience and to feel its conflicts as

our own.  And the conflicts are the essence of the
experience.  ({p.70)

As the assence of oxporience, memories of conflict stand out
amrong-the mahy othé[ experiences of the past which have faded or
aye entirely férgotteh. Conflict iaises attention. 1t initiates
rwformulatién a%d,'thereforef iﬁ is the major contributor to

S shaving process that brings people and thelr perspectives

. . !

ro the present, Fyrther cxp¢riences that are remembered to be
conflict oriented, in an-extreme or critical sense, are also more
reclaimable than those memories that are noﬁ conflict oriented
(Bronowski, 1977; Progoff, 1975; Sheehy, 1976, 1981). Thus, it

has been decided to focus on memories of situations where

e¥pectations were conflicting.



In order for critical conflicts to emergé from the past it
wWas nebessary to hold a series of in—depth‘ihterviews with the
subjects. In this way the subjects were able to more clearly

P y
articulate their memories of'these eXxperiences. This proved to
o a lengthy procedure, involving five o?e—hour interviews over
a period of seven months. Thus the number of the subjects had

to be kept small. 1In the final analysis it was decided to use

four subjects. During these interviews great efforts were made

to be assured that the subjects' own views were not dominated by

those of the . researcher. The result of such domination would

-

have meant a shperiméosition of the researcher's views over
the subjects' views;‘thus‘making the findings of.the study
irrelevant.

In o;der to deal with this potential problem iﬁ was important
that thé subjects and the researcher viewed the study, and the
INterviews 1in pa;ticular, as a Coilaboration. AsS in a true
d1alogue between two people, the ipvéstigatioﬁ ielied greatly
oncthe participants beihg willing and able to disclose their
views about managing of role expectations to eéch other. This-
waz dependent on the regearcher and subjects bejng able to come
together seriously committed to the study and mﬁtually respectful
0f the vulnorable position that each éonversant had piaced
nimself In when disclosing himself to the other. 'Finaily,

while this method of 1nvestigation was determined by the researcher



to be the most suitable for the topics’ at hand, certain limitations
related to sampling, disclosure, and data selection were inherited

along with it. Th@ée~limitations will be discussed in a later chaptear.
Vrganization of the Study

This document hag bren organized into three major sectjions.
Scetion 1 provides theoretical and practical background. It.is made
U of three vhapf@rs. The first of these, Chapter 11, presents
a review of research- literature regarding role expectations and
how teéchors manage such expectations. Chapter III is an extension
nf‘tho literature review. Tt offers theoretical notions regarding
how the subjects' experiences invdlvihg conflicts are ieft behind

Asomemories, thus glving shape to their present views regarding roan
wxpoctations.v This chap{nr a]so‘offers an explanagion about soﬁo of
chedifficulties the rescarcher met in attempting to interpret the
et ospect e accbunls and current views of the subquts. This 15
?m]]owéd by a theoretica) position as to how these difficulties might
bw’qvorcome. ‘Chépter IV provides a description of the actuai
nethods used to gather, anaiyzé, and present the research‘data.
Section 2 is composéd of four chapters. Each chapter is
devoted to a separate teacher-subject. This.has been done ip a
format similar to a case report. The reason for the case format
i5 o preserve the unique and idiosynocratic elements that became

50 apparent during the data~taking. However, at the same time,

the true emic data does not appear in its rough form in these chapters.
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Ms is berause of the tremendous extent of interview data taken

)

over the course of the study.  Therefore, these chapters r\present

aoselective account of how the subjects have met various confliating

crpectations of therr rola. This selectivity was initiated by

-

the researcher ‘but Wwas, in o alil .jnst,;m‘cos, prasented to the subjects
tor confirmation or deniay.

Eagh chapter 1n Secltion.2 15 made up of three partép The
st introauces the subjects, providing details apout thgif
bockground pertinent to the stu@y: The Sécone 1s a series of
vignettes highlight;ng what the subjects have considered to be
critical conflicts relatéd'to expectations of their role. Each
vignette addresses conditions involving a different interactor.
The interactors were solocfed because the subjects felt fhpm
Lo be partienlarly important, at one time or another, in terms

conflicting expcvrarpwns of their teacher role. The cverall
:n“@nt\df arranging the second part' in vignette form is to
“demonstrate -the change that tbok_placeAin thq way the subjects
perceived and dealt with conflicting expectations as well as

L

cooretain g sense Qf context as reported by Lhéﬂsubjocrs.

The third part of cach chapter in Section 2 presents sumnmit/
Ftatements of the subjects' current perspectiveé %egérding role
conflict and its management.  This part is shown as a chronological
oitcome of the process described in the vignettes,

Section 3 regroups the data and shows general patterns that

rxist o dmong all four of the research subjects. This section



armerally addresses the main purpose and three sub-purposecs of

o

‘he studve The outcome of this discussion is a’®number of conclugions
considered by the researcher to be important, as well as some "
: Pl

dmplications and recommendations of fered by the researcher for

application in the field of education and for future research,

inally, scveral appendices are included hercin to offer the
voader detgils regarding recruitment of subjects as well as various

cepects of Ahe data-talking and data analysis. The detlails of some

m

i

©f this material are available. For access, contact the researcher
Drectly.
Chapter 1 has introduced the notion that experienced tfeachnepa
deve-lop a sophisticated mechanlism which they use to manage Varions
‘ .
cupectations of their relos. Thus, the purpose herein is to

cxplore the devaeleopmeit and o structure of this henomenon, along
! I _ P ; <

T

with the ef foct that i nlfimately has had on thesc teachers.

P opraimary tmportance of this topic, it is claimed, is that tne

%

findinas ¢f *his study can of fer greater. understanding about th.

teacher role to those who are interested in supporting teachers,

M= method chosen to.investigate this.phenomenOn involves five -
ore-hour interviews with four Subjects.u.it Ls'referrgd to as
GﬁT%aboratin.resoarch. The interviews attempt to cite conflicts
shich have been of eritica) importance to the subjects. ' In citing
?hése conflicts, the development of this mechanigm/is shown.
F]_n.ally, the document has béen organizeé into ‘three" se.ctions‘.

The first of these follous.

!
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SECTION 1

RESEARCH BACKGROUND

This section deals with detailed information which provides,

the thesis with theoretical and practical research background.
| : - ‘

It 15 organized ihtohthree chapters. The first, Chapter II, reviews

related research litefature. Chapter III presents a theoretical

v

position upon which to base assumptions and initiate exploration.
of the topic. Chapter IV outlines the precise nature of the
methods used in'this study, giving examples of the négotiation

Drocess and 1ndicating its effect én the-study itself.

-

17



CHAPTER 11

LITERATURE REVIEW

e Trrrmy—the—enriy—+ages_of collecting research literature it

& .
hecame necessary for the researchervtgbfamiliarizé\ﬁrmselﬁ\with

T T T T L \\

—— . —

: . L . T . ’ .
a vYarlety of topics such as: organization, “role, _motive, and

—
—

conflict theories as well as teacher stress and adult developmen® ™ =—._
‘e reason for this broad-interest was that the actual purpose

of the study had not yet been clearly defined. Such a definition,

. . , :

1o2as found, could not e made without first investigating thege

various topice.,  Therefore, as the investigation into available

s

1

Sllterature progressed, the purpose began tb’develop within it.

The findings from this review of related literatﬁre have been
oraanized into four areas. The first, Role Dpfinition‘in Formal
Orqanizations,vshow§ how role itself i§ not a static concept
dependent on the inéumb»nts conforming to pre-existing norms.

Pather, it .is dependent on an interaction betWeen individuals

and the expectations they have_pf each other. The second; Benefits
of Role Paréicipétion, offers an éxplanation as tg why individuals
would want to participate in a role. Thus the discussion'moves

Into the area of motivation and rewards.  The thifd, Interference
Wwith the Realization of Benefits of Teaching, suggests that k ,
éertain conditions decrease‘the chances of teachers attaining the ,

benefits they seek in that role. The list of such conditions

1s varjed.’ However, 1t 1is suggested that the cause of the interference

18
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cari generaliy be traced to a conflicting of role eXpectations.
The {ourth, Teachers Coéjng with Interferences, "suggests that
teachers are quite capable of dealing.with,various conflicting
“rpeetations of their roles. This discussion shows a variety of
role management strategies'that® teachers are capable of 'using.
Bdt this aspect of the literature review paints a rather bleak
‘ _ PR :
Picture for those who wish to teach for a long time and expect

to enjoy it. However, a small number of recent studies suggest

that this bleak picture is not necessarily the way things are,

. . r ’
or the way things have to be. The findings of these studies

“111 be presented last.

Role Definition in Formal Organizations

I'n, ' modern societies organizations usually pre-exist the

individuals who intend to Work within them. Théy symbolize to
. ‘

1nciambent memhers a cultural given upon which they can base

their own perceptions of its language, purposes, role expectations,

~and activities.  Thede personal images, Pettigrew. (1979) suggests,

are o derived from such. everyday things as the "organization's
vocghhlary, the design of the organization's buildings, beliefs
anolt the uses ang dfstributién of power and privilege, and the
s1tual oand myths which legitimate’those,distributions”‘(p.575).
Such precursors have a disFinct influence op the individuals

Within or about to enter the organization. They provide the



el

-pregictable.  Further, the more precisé the role description the

cnvironmental parameters as a point of reference upon which
a .
¢
individuals «£an base their pehavior. o
) ¥
N . o . o . . ‘
Hole behavior then, 1s an 1mportant consideration in .the

functioning of the organization. According £o Turner (1971)

roles are attempts to structure behavior in order to make behavior

more predictable the members' behavior will be. In a sense,

organizations provide a structure which allows individuals to -

“ake others' roles somewhat for granted, thus promoting standardizatioy

~

and stability.
This attempt to stabilize behavior, Turner continues, is
noecessary Lf L the organization is to continue to exist at all. wWith,
. S . S ) O .
Tnis o point in mind, it is easy to see how the status quo provides

& powerful and necessary function. For example, as incumbents

onver the organization they must look to others occupying related -

roles for sanction and approval. Thus pre-existing norms and

;xpoctatjohs, whethgr incumben;s wholeheartedly approve of thgm
or hot, provide them with~their,first models for role definition.‘
This induction,périod_will:have a profound effeét on the inductee.
This 1is pértigula;ly SO 'in educatioﬁal organizaéions where the
role itself is usually accompanied by some amount of vagueness

(LHpka & Goulet} 1979, Lortie, 1975; Pajak &'Blase, 1982; Roberté,

1977).



"Yet this ”conférmity model"} Turner adds, is incompletg in
explaining how organization members determine their roles. It
adequately exﬁléins the tremendous influenée of the\status quo
on the individual. However, it does not account for individuals'
perceptions or the dynamic interaction of individuals as they
define and clarify their roles. Tufner éontinues by suggesting‘
that 1t 1s not jﬁst through blind conébrmity that orgénizétibh

‘members determine their roles. Rather, it is a persistent interaction

and; (larlflcarlon of these roles between members. Turner calls
/ , :
B . i

i

‘h{; a "functional model":
/ Emphasis on binding poWer of mores and folkways or on
/ the blind adherence to custom corresponds with a society
/ populated by’ people playing roles principally as sets of
e¥pectations with which they must comply. On the other
hand, a functiohal view emphasizes the interdependence
of activities 1in accounting for cultural pur31stencp
and social stability. (pp. 476-477)
S . Thus both the individual and what he perceives as group norms
wid cxpectations act interdependently with respect to the establishment
of teacher role. Members of the community, other teachers, principals
and students all hold certain expectations of how teachers will
arry out their role. 'Teachers, in turn, pfObdbly accept many of
~hese as part of their role. However, they also add personal
Interpretations which are unique and unlike the behavior of other
ﬂ'~, Goffman (1959, 1961) suggests, are dependent

motives, belliefs, and experiences. In this way, he

SREES 1on members shape their role to some extent and

Lime find they are being shaped by it.



= This defining of role, this shaping process, is dependen: on
the Interactions of the apovh. Howéver,'the processAis yet left
unexplained. According to Owen; (1981) teacﬁefs learn,tb balance
what they do and what they dn not do in ré]e accqrding ﬁo the
expected benefits\they have p;ojected. ée suggests that teacners
are proactive. They anﬁicipate tﬁat things will occur based on
their experiences to daté. In a sense, they learn torheightén
Eheir own abilities to predigt beha?ior of obthers given the conditions"

s :

at hand.  They also weigh possiblé'alternative behaviors, giving
them priorities in terms of their probable consequences. They do
these things by matching the effort neceséary with the Benefit\

expected. 1t is these aspired-for benefits which will he discussed

next,

Benefits of Role Participatioﬁ

&

Powell and Royce (1978) suggest that career choice is really
Just an extension of a larger pattern of life pursuits. Teaching,
in this case,‘is seen by individuals -as a contribution to their

daily satisfactions and is thus consistent with their "value

Vo

o a .
perceptions". This is a reflection of a personally derived
hierarchy of motives. . s

The now famous Maslowian hierarchy of needs attempts to explaiqﬁ

“hese general motives of people. However, it does not make direct
‘reference to the work role nor does it explain the reasons people

continue being motivated once needs are satisfie (Owens, 1981).

»

‘ This is discussed by Wilgenbusch (1980) who points out that Maslow's

model is based on a deficiency stimulus.



Herzberg (cited in Owens, 1981) has develpped a hierarchy which
seems better qgalified to explain the benefits teache;s see as
being impbftant in their occupation, At the Same time hié categories g
closely pafallel the ériginal-pnes.suggesged by,MasloQ.‘ Figure 2
shows Owens' (1981) conceptualizat;on of these. two models. (Maslow‘sA
modei abpears in an adapted form by Porter. in this figure.)

Herzberg's claim; like Maslow—PortefJ is that lower level needs
{or "maintenance fa&tors") must be adequately satiéfied before hiaher
level needs are-likely .to be}attaiﬁed. Tgose, he suggests, are -
the real "motivating faétors" er which individualsiultimate]y

aspire. Studies by Lorﬂie (1875), Schacksmuth (1979), Sergiovanni

and Carver (1980), and Thompson (1979) bear this out, showing that

under stable conditions factors related to job seéurity, salary,

=1 .

g

work conditions, etcetera, aré genérglly unimbortaht to teachers.
Peachers see these as occupational givens that.can be taken for
granted whije they pursdé other factors which are more under their
uersénai control; Not sﬁrprisingly, these items déal with teachers'
daily lInteraction withvstudents. It is here where (agaip; under,’
stabhle circumsténces) their preoccupations énd allegiances lig.
Further, it is here, at the psychic level, that thgy expect to
measure the realvfruiﬁs of their.efforts (Fullan & Park,el981;
jHayés, 1986; Lipka & Goulet, 1979; Lortie, 1975; Pondef & Doyle,

277,

In reference to Herzberg's hierarchy, studies by Plihal (19§1)
and Sergiovanni and Carver (1980) show more precisely 'the natire
B . e . . . -

sl these rewards. Teachers consistently reported that their greatest
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fense of satisfaction was gained from their work with students
when they felit in control and competent about the demands of the
activity. This sense of personal achievement was closely followed

by a hope for recognition received from doing work wel]. Such a

reward iswalso one of the most elusive, according tQ.teachers
‘nterviewed by Thompson (1979) and Janesick (1981).
However, while these individﬁally perceivgd psyﬁhic rewards
*
cUeni o prevall during times of §tabj1ityQ there is evidence to
show that teachers' sentiments involve all motivatihg as well as
mailntenance factors under coﬁditions,of duress. Just what those

A

. . . < \. .'
conditions are will be discussed next.

_of Teaching

I't has been shown that teachers, when determjning role definition,

do vo by conforming to normative expectations of others and blending
_exp

“helr own personal interpretations therein. It has also been shown

that role participation is a condition of expected benefits. 7To

A

manv teachers, under certain conditions of duress these benefits

shem o to be in jeopardy.

’

According to Owens (1981) interference with the attainment of
parvicular benefits can be explained in terms of divergent goals

and incompatible views between parties. This form of interference

18 dué to a confrontation of teacher volitional expectations with
“he threat of imposing expectations from others. However, this

1aterference accounts only for interpersonal conflict, The concept

ointerference herein needd to be extended to include conflicting

A



vHpectations from within teachers also. This form of interferepcs

1 known as intrapersonal conflict and, 1n a sense, speaks of n

“»acher expectations which are solf—imposed.
. N
Research literature has.much to offer regarding the ipterference

v

of the realization of teacher benefits. As will be seen, the causes

a

nf rhls Interference stem from combinations of interpersonal and

intrapersonal conflict.

1. Vague goals. Schwap and lwanicki (1982) suggest tﬁere ig -
a "lack of clear consistent information regarding rights, duties,
and responsibilities in the [teaéhing] occupation" (p.62). This
interferes with rble satisfaction. Lortie (1975) calls such a
Cltuation the "endemic uncertainty” which comes with the job of

reaching.,

Z. Multiple roles. Teacher role involves a broad range of

- .

tasks, including being a model for student behavior, disciplinarian,

classroom level curriculum developer, implementor, and evaluator,

*

rest maker and marker, caretaker, social worker, entertainer, etcetera.

"™is need to exercise such a complexity of tasks on a daily basis
suggests a potential for overload to consciousness of teachers, thus
leading to a state of tension (Blackie, 1977; Csikszentmihalyi,

1978; Elbaz, 1980; Locke & Massengale, 1978).

3. In-role perspective. The moment teachers begin participating
14
in role they tend to work at a frenzied state. They often make
excessive demands of themselves where their attention is fragmented

{Ladas, 1980). Cunningham (1979).supports this view, further

3uggesting that teachers "lock themselves into modes of perception

N2

(e



and particularly modes of expectation and action whlch.inevitahly
disappoint and frustrate them" (p.9;::{

4, FU@pgiﬁwﬁﬁdmﬁQWE,E§9?9?TEEE‘ y?eachefs need to attendvto a
large number of young people for extended periods of time. While
there 1s some contention as tovthe extent to which tbis affects
teachers, there 1s‘no doubt that, to many, 1t can be emoiional]y
and physically draiﬁing (Dunham, 1980; Feitlar & Tokar, 1981;

Kratzmann et al, 1980). ' .

5. Student behavior. Studies by Bloland and Selby (1980) show
that of the conditions which teachers onsider to be in their controL(
the greatest detractor from personal satisfaction is student mis-
behavior and the disciplinary actioﬁ they find necessary to'take
hecauée of this misbehavior.

6. Rpgg_ifplgg;pg. In terms of direct contact with otner
aaults, teaching 1s a lonely business. This loneliness. becomes
.problematic in the following ways.

a. The;e are implicit'gulés of autonomy and térritoriality
which teachers expect to be kept by each other (Glidewell et al,
1975; Lortie, 1975; Sergiovanni & Carver, 1980). While these rules
assure little interference, they also minimize communication b;twﬂQn
teachers. ¢

b. Beginning teachers, while being introduced to the profeséion
Lhrough a powerful induction proceds, are usually left,vefy much

alone to "sink or swim" on their own (Castle, 1980; Hawke, 1980;

Lacefield & Mahan, 1980; Lortie, 197SY,



. Both parents and teachers generally exercice a voluntary
restraint regarding direct communication with each other (Lieberman
Miller, 1978; Lortie, 1975). 'The greatest proportion of interaction

SeemE to regard problems and complaints. (Sergiovanni & Carver, l980%1}

iy
.

Professional problen solving. Schwab and Iwanicki (1982)
claim that teaéhers encounter "constant involvement with people
{primarily students and parents] who have problems" (p.61). While
Lhoy.desire intorpersonal involvement, many teachers find this a
neqgat ive form of interaction and thus an intefferenceiwith the
henefits which they had éxpected.

2. NQQ:E?éﬁhlﬂim?§§K§- Teachers often complajnvabout the menral
and mundane aspects'of their work which they see as related to nen-
teaching tasks such as data collecting for head office and other
forns of clerical work (Bloland & Selby, 1980: Jackson, 1968;

sorarovanni & Carver, 1980). .

91 support-role polarity. Smith (1980) reports that those
artempting to fulfill non-teaching jobs automatically take on a
new perspective, adding distance between themselvééland teachers.

a. Superintendents are held more ppliticaily accountable than
“eachers. Thus their perspective makes them responsive to such
pressures.  In turn they attempt to exert control in various fashions
over the life of the classroom tgachef. Smith suggests this
distances teachers from superintendents as if they were poles apart.

Owens (1981) supports this nopion, adding that teachers jealously

protect aspects of their autonomy (primarily instructional), and
&



when they f;el higher echelon figures are attempting to impose on
this autonomy they visualize'ﬁhemselves and these others as heing
in adversarial roles (Alken, 1979; Brumbaugh & Skinkus, 1978;
Wwolcott, 1977).

b. Principals are considered by teachers to have a good
understanding of the daiiy conditions of the classroom. _However,
they are seen by many teachepé as hampering classroom activities
wWith Qntimely interruptions (Bloland & Selby,.1980; Bruscemi,'1979;

t

Dunham, 1980; Sergiovanni & Carver, 1980).

€. Sergiovanni and Carver (1980) found .that teachers of ten
view those in supervisory roles as "insensitive'",

d. Bloland and Scelby (1980) report that teacHers often feel-
an-overall lack of recognition for their efforts by all other
stakeholilers,

N

. 10 Job security. Conditi ns related to transfer policy ang
cutbacks in staff are normally out of the hands of teachers. thn'
teachers sense this additional pressure, they report it as -‘raising
anxlety and detracting from gatisfactions more than any 5ther reason
{Apple, 1982: Mazer S Griffin, 1980; Sergiovanni & Carver, 1980;
Thompson, 1979). This anxiety is heightened when teachgrs sense a
"lottery method" is being used to select who stays ang who goes
(Hunt & Hunt, 1978).

11. Reward structure. The pature of the reward structure itself

can be problematic.



N

a. Acéordfng to Lortie (1975) extrinsic rewards are'i% flat
they can hardly be coﬁsidered as i1mportant ihcenéives. It might
RS thatvstandardized wages leaa to'complaCency. Blolahd and Selby
{19450, in rov;ewing relaredkliterature, foundcthat most female
“ecacners and teachers early in their careers considefed their wages
to be satisfactory, while male teachers of several years experience
reported diSSétfsfactiQn with their wages beéause they were able to
Jee thelir sex—age—edﬁcation counterparts making considerably moré
money in other j055. The authors confirm Lortie's notion that

’ P . 3

wages can lead to dissaiisfaction but make little
' ' ¢

contribution acn
incontives,
Regarding the pursuit of psychic (or intrinsic) rewards,

while 1t has been shown that they are very important to teachers

they are also rare and elusive (Janesick, 1981: Thompéonh 1979).

<
W

l

his point suggests that teachers' expectation to fulfill psychi¢

rewards through their jobs, alone, is unlikely (Powell & Royce, ]978):

<

e Bgigkgggggggiggggg. )Cunnjngham (1979) and Wilson (1979)
hoth find that being a teacﬁer can produce contradictions in role

"priorities. For example, teachers aré expected to be sensitive and
humanitarian. On the other .hand they need to address thei{ self-
ambitions as well as be géod manaéers. At timeé these expectatfdns
Can ‘'seem to be opposing and cause tea;heps'intrapersonal conflict.
Other role céntradictions include-teaéhéf imagés such as "legalitarian"
(Xratzmann et al, 1980), "economist" (Cunningham, 1979), "psycho-

#therap@ét" (Hult, 1979), and "rationalist"’(Darling—Hammond & Wise,

1981).

3
2



13. Partial autonomy. According to Lortie (1975) there will
always be a disparity between teacher expectations of autonomy
and what the conditions will allow. He points out that while teachers

yearn for increased independence, increased resources, and control

over their professional lives, they accept the hegemony of the system.

e they are "totally and functionally dependent"” on the organization;
'his set of cifcumstances adds to an ambivalence which he claims
’ 15>common in teaching,

I+, Change in work ethos. According to Fromm (1975) and Lasch
C1UTAY D there has been a genofal at;itudinal migration from.group
iffiliation towards.pfiorization of individualism over ghe last
several decades in modern societies. Along with this trend there
Rave heen signs of inéreaseéim§$efialism and temporality (in the

N .

#ense of lack of intimate association) as reported by Toffler (1970,

S
%

-980) and Hendin (1975). These changes have had-an impression on
“he work ethic in North America (White, cited in "Bandaids and

E’J(;?fﬂ]"‘, 1982)'

Hunsaker and‘Hungaker (1979) report that teachers have change

well, They are deménding more of their work conditions than
“ver before. .But Lortie (1975) suggests that collective bargainingf
rhe predominant teacher technique to do this, not dnly helps teachers
fofm group working Copaitions but also holds ;hem po a more precice
vole; one which may not providé kheAflexibiiity necessary to keep all

“eachers happy.



l.,

15, gggkglqnq;mgquESMQigggg}gx. There 1s e¢vidence to show
that there is a general loss of confidence in the ability of public
~ducation to serve. the increasingly diverse needs of the society
In which it exists (Hodgson et al, 1980; Owens, 1981). This loss
of conf!dence, according to Kratzmann et al (1980), has had a

negative effect on teacher moréle, They add that relyihg on such

\
|

punlic diversity for guidance regarding curriculum -and role-related
Tatters leads to contradiction and conflict. To quote:

‘Unfortunately, this [public] sentiment is mixed and is
rarely clear, and teachers are forced to sort throuagh an
'assortment of seemingly contradictory signals. Different

segments of society and special interest groups demand

different services and educational emphases and adhere to

conflicting values. All of this means that the sensitive,

responding teacher faces difficult decisions in the daily

execution of his or her assignments and responsibilities,
- {p.1%5)

Many stakeholders attempt to influence both dinegtly or indirectly
what the child does in Schqol, presumably with the hope of contributing
10 the child's future. While 'this sentiment is well meant, it
potentially focuses a great deal of pressure on teachers. Over the
y~ars this pressure has taken the form of mandating the implementation
ot standardized programs. Such an approach tends to bypass the teacher

Al
and any understanding of the complexities of the pedagogical act.

Thus lironically, such an approach often falters as many teachers

see this as an act of interference rather than support (Ben Peretz,

1975; Boag, 1980; Connelly, 1980; Cunningham, 1979; Fullan & Park,

1981; Roddy, 1979).

[N}



&

in conciuding this portion of the discussion, there is much
»vidence that under certain C@nd&tions teachers see a rather broad
vinge of benefits being withheld from their grasp. \The cause is a
vonbination of interpersonally and ipfrapersonally derived conflice
of expeétationsw ‘When duress 1s prolonged and/or intense, symptoins
emerge such as increased frustration and disillusionment, hence
wxhaustio% and irritability. These symptoms, in tufn, cén'lead to
teachers losing'much of their feeling for those they serve (Bloland
4 Selby, 1980; Catterton, 1979; Cunningham,'l979; Kratzmann ét al,
1980; Partin & Garquilo,‘1980; Schwab & IQanicki, 1982; Scrivens,
1979).' HOWevzr, Such.conditions are not always the'cése. Feitlar
aricd Tokar (1981) in their study of Bgitish and American teachers
found them tg be generally gatisfied with their work. Even while
“ome teachers are distressed about-some aspects of their job, many
af thelir coileagues‘remain undeterred, suggesting that chh Stress
s finaliy and ultimately dependent on the individual's perception
of it (Moracco, 1981; Owens, 1981; Warnat, 1980). Fuyrther, both
interpersonal ;nd.yntraperonal,conflicts are not only common bht
Cnecessary td'héalghy.living'for the indivianl (Elbaz,%1980; Schuté,
19701 as well as the organization (Spfadley & McDonévgh, 19735.

»

*

Teachers Coping with Interferences.

A It has been pointed out that there are a variety of reasons for

interference with teachers' attainment of rewards for role participation.



These reasons were identified as being either interpersonal or
intrapersonal. The extent of interference, all in all, seems to be
dependent on the individuals' perceptions of it. Further, the
Itterature has shown, there are as many ways to attend to intcrfcrénce
as there are causes of it. These too seem to depend on the

andividuals’ views. ~An overview of findings from such research

v

&

literature follows. The first section will deal with how teéchers
respond to a variety of expectations and how they appear to be

. : \ . -
successful in balancing these. The second section deals with “how
veach2rs: roact againse fo;ms-of imposed change. The third secrion
discusses how teachers look for support in the face of conflicting
cxpectations, ‘Finally, the last section discusses findings fegarding
how teacheors }earn Eo selectively';espond to vafious expectations of

their role.

tesponding to MNormal Expectations of the Job

According to glbaz (1950),-teach&ng nécessitates a balancing of
many different "égci of attention". ‘?his 1s a skill at which
;aachers have to become adept." Foliowing are some examples of how
this 1s done.

1. Control of student behavior. Maggs (1980) suggests that

teachers who hold students to specific’expectations and ehdeavour to

keep stygent behavior closely controlled are able to maintain a

satisfactory balance between self and other interests.

2. Management of time. According to Warnat (1980), teachers

who make full use of -their time do not take work home and still have

time for rhemselves'during the day. o

Y8



.4 of clerical tasks. Alschuler (1980), Maggs (1980)

and Waltor -ve found that teachers who regularly handle tasks

siuth as ro’ tak:-g, lesson writing, and test and report recofdinq

seem to feel less stress than those who for various reasons choose

not to maintain these tasks daily.-

4

. Clarity of purpose. Marx (1981) indicates that teachers who

show "clarity of purpose" and "moral decidedness" about their role
Cope more easily with everyday challenges than those who do not.

0. Clearpeaiistic planning. Clark and Yinger (1979, 1980) have -

.gnning by teachers incgeases their efficiency énd
;buting ta the management of potential interference.
i{Gehrko (1979) and Jackson (1968) have found

Aeie not overly rigid about their expectations are

2

managing the many uneXpected things that happen in

humour. Warnat (1980) suggests that teachers who
itive sense of humour find it easier to accept the various
conflicts, t3 occur in their professiohal lives.

8. Mon-

ated leisure pursuits. Benton (1970) has found,that
oonerally te:¥Wers choose to participate .in lej ... . activities which

call for a min:~um of physical and mental exertion. This could be

. L o § L . . :
a technique to iance the benefits and role behavior of teaching
¢

with totally 4&j Pt behaviors outside of teaching.,
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ﬁhnn change seems imminent,‘often in the form of mandated curricula,
Leachers usually meet such change flexibly, exercising their final
right Qf autonomy by compromising their own program as they see it
“1th the new program (Ben Peretz, 1975; Cohen, 1979; Randall, 1980).

Haowever, studies by Krawchenko (1979) and Blust and Willower (1979)

[

mave found that when a proposed program is viewed as intole[able by

'{*ibﬁHTS they often simply ignore it or, as Clarke and Washburn (1980)

fond, they make it appear_that the success of the new program iz out
o7 “heir hands. The authors pose that this Strategy .could be used uj

teachers for other forms of perceived intolerable impositions.

oaking for Support in the Face of Conflicting Expectations

Hawke (1980) has found that when there appears to be conflict

'oqarding role behavior in the life of beginning teachers they are

~usually forced.to approach those who are exerting the greatest pressure

.

on them {e.g., students, teachers, and principal). This tendency,

he éxblaiﬁs;'is because of the isolated position novices are put in.-
The ave few non-partisan allieé and must look to Whéever can assist
them during their inducéion péridd.

Felder (1979) supports Hawke's findings about beginning teachers,
-~

adding that othery teachers are the most important supporters to

beginners experiencing difficulties in their work. Yet, as Newberry

(1980) has found, there are few opportunities for new teachers to

come together in focused conversation regarding professional matters
ot

-
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with their peers. Glidewell gt al (1975), in studying the |
phenomenon of teacher support, found that experienced teachers
lacked thi;\type of érofeséional interactibn, as well. Fur;her,
they found the main way teachers gained support was not through
direct éssis%énce, rather it Qés through "éxberiénce éwapping"
by reporting to each other aBout spgcific personal situations
which they havé encountered.

Lortie (1975) and Andree (1977) both report that geaéhers are
more and more looking to group or collective bargaining to gain
gqnditions which‘will‘help ﬁhem gain or,.at'least, qot interfere with
ghe benefits for which they hope.

‘astly,»Janesick (1981) reporﬁs that, ét times, teéchers find
they '‘cannot look to their peers for support becaqse‘those teachers,
themselves, are seen-as the CauSe of interferénce. In this pafcicular
study ﬁhe subJect looked to.hjs students for support, comp]aining\ '

.

openly to them and hoping for sympathy.

Qgggéiggwpg$§_§ensitive about Eigectaﬁions of phe Teacher éo{g

‘Thefe is evidence to show that, over the yeafs, tea&hers éctually
become less éensitive dbout'how they will respdnd to Qpherskas a -
means of coping-Qith the various diverse expectations of thei; rqie.
Some of these follow in point form; ' | : fz} ’

1. 999??éﬁﬁgmﬁg}EZSEEEEEQEEQEE'- Sergiovanni and Carver (1980)
found that as»téacﬁers become more expeiienced they also become more
Aisgruntled about the benefits they had éxpepted f;omttheir teaching.
This reéaction, tﬁey claim, 1is prevaleﬁt up to the agevof forty-five

when teachers simply seem to accept that many Job benefits are simply

® ) 1
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[
not possible. Therefore, teachers eventually lower what they
expect for themselves through their work.

2. Workload. Alschdler (1980) suggests that esperienced
teachers learn to pace themselves. This paciné is most markedly
~videnced by a tendency on the part of teachers to reduce their
wwrgload over the years.

3. Decreased expectations of students. CRoberts, (1977) revorts

that teachers tend to lower ;heir expectations of students in

«

' \
“class as a mechanism of self-preservation. Lowering expectations

' ~

provides them with a "pleasant sufpp}se" when students do better

than expected.:
. N y l
4. Eg}gningﬂgentalAEEagg§. Teachers often have to ‘pretend

In order to show a consistent caring for others. Pretending to
care protects the way ‘teachers wish to be seen.

They make an effort to be cheerful, though worryxabout
something asails them. They pretend to be‘“interested in
students' questions, identical to questions they have
heard hundreds of times before from other students. -
They pretend to be absorbed in texthooks which, insipid
on tirst reading, now bore them to distraction. They
pretend that the new directive from the principal's
office makes eminent sense when in reality they think
it's the silliest thing they ever heard eof.

{Benton 1970, p.11)

>. Migration from idealisn to realism. Roberts (1977) and

Pajak and Blase (1982) agree that over the years there is a slow

a

migration in teacher ethos away from idealism toward a more
pragmatic view of their job and what it entails.

6. Situational retirement. Cunningham (1979),. in an

explorative paper about English teachers, suggests that many



teachers attempt to dichotomize between their personal and
vrofessional roles as g survival technique. Because of this

dichotomizing, the author argues, the consequences look poor for

»

not only these teachers but their students, as well.

The lived reality of the English teacher is one of
is6lation, constant power games with students, low

social status in the eyes of the community, anxiety,
and constant pressure to experience themselves in a

narrow dimension ... and the consequences to students
are just as bad. A common and predictable coping
mechanism is to take the path of least Tesistance,
what might be termed "situational retirement". (p.7)

3

Cunningham concludes that not Jjust English teachers, but a1l

teachers, may meet with similar difficulties and may be forced to

Cope 1in such a fashion.

Becoming Selectively Responsive to EXpectations of the Teacher Role
The previously mentioned techniques presént_a rather bleak
Plcture regarding how teachers cope with conflicting expectations

‘of their roles. However, there is a small bbdy of research \
literature that‘offers some hope to those planning to continue

their careers as teachers, suggesting that they will not necessarily
become less sensitive to the expectations of.their role.

1. Distancing. Pajak and Blase (1982) show that, over the
years, teachers learn to protect thémselves from the disappointment
of rejection from students, JWhilebthe novice teacher wishes to
be a teacher~friend, these roles are not conducive to suéh an
association. Eventually,.while this aspiration is still held as
belng important by experienced teachers, "they no longer mistake

1l1lusion for reality ... as they try to reach students, vet can

(93]

-
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never come oo close” (0.72). -

s

Prrceptual desensitizing. Teachers learn to vay livile

Beed £o those things they cannot influence and/or gain benef it
g 3 =

Lrof. A Moew York State United TodéhérS' stress survey (1974)
hows that experienced teachers, particularly tpose‘who are f1fty
VOLUSs or ml@or, are most adept at this. Studies by Walton (1941)
and Alschuler (1980) show Fhét teachers develop a "systematie
densensitization” toward things interfering with’their job.
delther of these studies suggests, however, that these teachers
had diminished in théir‘ability to teach or to gain satisfaction

from their teaching.

3. Compromising self and other expectations. Roberts (1977,

tnoa study of adult development, found that teachers eventually
finaoa happy balahve between thoir own self-satisfaction and
Chelnoperceptions of the satisfaction of others. While this
;uparont’mollowing reflects compromise, he adds that these
“oachers "support the system Wiﬁﬁout.pan¢oring to 1t". Studies
Gehrke (1979); Miller and Taylor (1982), and Sheehy (1976)

dnport Pobhert's findings.

Thus 11 appears that those who participate in the teaching

~ o

vele for an extended period of time have had ample opportunity
tovt tnelr self-expectations against the influence of the
. .
pectations which others have of them. These teachers, 1in
particular, have found that they can attend to the interaction

foruch expectations to their own satisfaction as well as the

catizfaction of others. Besides having developed ways in whicn



they wish to

.respond to these expeCtations

. they have hecome

adept at measuring the amount of the response as well

This

abhility to respond selectively in such a way reflects teacpers!

carefyl weighing of the costs primarily with the benefits to
themselves and their students (Dawson, 198): Fullan & Park, 1981;
Ponder & Dovle, 1977). sSuch a process, according to Elbaz (1980)

and McIntvre (1979) is dependent on an interplay between teachers'
»ersonal beliefs, values, motives and expectations. Powel] and

.

dovee " (1978) claim that these concepts form one's "personal

chilosophy"™ which roprpsent% a-dynamic ever-developing structure

d4pon which teachers try to find a consistency br a balance betweeon

tnelr choice of careers, the way they perform their role, and v
Situation at hand.
The review of related literature has provided greater focus

on o the oprecise nature of this study. The following six points

summarize the basic

findings in the literature review. These

points build progressively towards a statement that confirms the

notion that teachers do develop a sophisticated mechanism of role

exXpectation management. . Follow1ng are those six points:

L. Teachers interactively define their roles throuqh a

reeting of their own expectations and their perceptions of the
expectations of othér stakeholders.
2. Teachers are attracted to the field of education because

they perceive and learn to expect that certain personal benefits

are possible from their participation as teachers

»



3. Tt is the normal, course of events for conditions to
continuously be presented where the realization of these benefits
1s interfered with. The cause of such interference is due to an
interperconal or Intrapersonal conflict of exXpectations.

4.7 It is the normal course of events for teachers to mect
' o4

and deal with these conflibting expectations to their own

uatisfaction. "1

5. But when these conflicts are intensified or prolonged
teachers can experience undue fatigue and frustrétion, resulting
1n their leaving the f;éld ot their continuing on, but with a
diminishment of feéling toward their students and the expectations
ol other stakeholders.

6. Yet this diminishment is not necessarily the longternm
vrognosis for teachers faced with such conflicting exgéctations.
[t appears that experienced teachers develop‘a weighing mechanism
whereby they are able to meet, to their . satisfaction, their .own
ex?ectatjcns as well as the expectations which they perceive other
 3takeho]dwr5 to have of them.

The literature review has led the investigation one step
closer to understanding how teachers deal with expectations of
their réle by supporting the notion of-a weighing-mécgénism
tised to balance rolevexpectationé. The next Step to exploring

“his topic is to offer a theoretical position regarding how

1ndividual perspectives Change and develop over time and how



another individual might begin to understand this process. Such

N ¥
a theoretical discussion follows.
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development of  gud)
: o

‘ CHAPTER T11

v

THEQORY STANCE

" Some evidence was given, In the previous chapter, to show
“hat teachers likely do learn to manage various expectations of

their roles to their cwn satisfaction as well as to the perceived

satisfaction of other stakeholders, Exploring ‘the existence and

sa management skill is the primary purposc of
this studv; thus\;hk researcher has b¢en encouraged to pursue
:His topjé as a result of suth findings; But 5efore making
statements about the logisticsnof investigating such a pheromenon, .
it is iﬁp@rtant to make certain theoretical statements-upon'which
the chosen Investigative procedure can be basoa.

There are two closely related areas that call for Sugh'a
theoretical diséussjon. Thé first involves how teachers might
construct meanings aboul their worlds., Such m@an;ngs, 1t will
be shown, lead to expectations, conflicts, and a process of

perspective development., A model describing this proc-ss is also

offered. This model is similar to one presented earlier in the

research proposal. It was constructed with the assistance of 4
!nrthPrAreview of related  literature. The second involves how
Lhe rosearcﬁer and the subjects might‘jnterpret the meanings made
v the latter.  This Fopic i1s usually included in a discussion

of the research methods. However, it hgé been included herein
becanse of its close relationship to the concept of changing

prrspective and because Lhe perspectives of the subjects and 'he

44



o
o

rescearcher influence cach other so powerfully.

A 'major problem of interpretation involves a gap that distances

ceachers from their original experiences, the rescarcher from the
Peachers' attempts Lo communicate these experiences, and the readen

from the researcher's Attempt to write about these experiences. A p
[y N /
/

crries of diagrams accompanics this discussion, They are'dcsiqne@//

te help show how this gap is progressively enlarged as one moves

WAy from the original oxperionco.k~Finallv, this discussion

'

culminates 1n establishing a set of ten assumptions. These

v

resamptions directly influence the research methods chosen for }

i

a study.

Meaning and Perspective Development

In order to wanderstand why teachers behave as they do, 1t 1@«
necessary to inspect a serieg of psycho-social constructs., fAe wil]
beoshown, these constructs dynamically interact.  An attempt o=
made hercin o show this interrelationship to explain how tearhers

s
Take personal meanings, how these meanings are the basis of theiv

expectations and responses in terms of defining role, and alsc how

these meanings alter.and c¢hange due to perceptions of conflict.

v

3

LL is important to'note that while this exploration aims at .concerns
‘ /
shout teachers, 1t could well apply to all individuals. Therafore,
individuals are referrcd to in general .
The construction of human meaning is dependent on experilence

and thaught.  However, as Berman and Roderick (1977) point out,

'hought depends on feeling. ~ Feeling is the catalyst which awakens



“he pondering and wonderment of thought. Feeling is a manner of
replying to a situation and a way'of converting.it into a projected
new work.. Thus the individual's attention is raised by feeling
and acted on by thought. This process is continuous, as -the ;
attainment of ends pursued by thought introduce new feelings and-
new projected ends.
According to:Biumer (1969) this cohesive process, involving
thought and feeliﬁg, 1s a matter of the individual objeCtifyiné
h;s world. Each object of his attention symb%SiZes a feedback gr
echoing of meaniﬁg made possiblé through priof experien;es. These
symbols caﬁ be represented by a’physical form or act, concepts
such as hopés and expecté%ions, and even language itself. Every-
thing has potéhtial for meaning aﬁd meaning is constructed on the
basis of the individual's system of symbéls. This system is
always incomplete Eecause an iﬁdividual cannot atégnd to all thinas.
nor can he have experienced all thét can be experienced; fet itA
is What he has at hié disposal, at Ehis:point in time, which makes
the symbol‘éYstem,thé basis for his construction of meaning and
thus his sense of réality. \:Human naturé", Martin (i9é0) savs,
"lends itseif S0 copiously)to the symbolism process that symbgl
i;self tends ﬁo become.reality and to occupyvthe_central role nat
Just in our dreams but also in our waking hours ..." (p.18).
Interegtingly, an individual Canngt then eliminate himself
from the perception and constrqction of his own tealiﬁy. In this
sense his feal@ty is subjective and very much hié own. As Zinkel
{1979) points.ouﬁ, two indi&iduals may 5e exposéd to‘the.samerbject

but perceive symbols differenply and thus, perhaps, they perceive



o

«

N ’ ’
very different realities. In this way, he continues, each-

individual has his "own interpretation of a physical or social

v

reality as experienced, perceived, end ipeerpreted" (p.23).

_But while realities. are defined through individually perceived
symbo]s; this construction itself cannot occur in isolation.
Symbols are shared between people, an attempt to communicate.

Thus the symbolsvare shared interactively, interpersonally, and
collectively. 1t takes others to'cemplete meanings. Schutz
(i970) calls this "tradingrin meanings", Trad;ng in meaningsﬁﬁ
allows indfv;duals to determine their various roles and th:
behaviogs which seem to be required of these roles. Blumer (1969)

describes this interaction as an act of alignment.

‘People meet varieties of situations that are thrust on

them by their conditions of life. These situations are

met by working out Jjoint actions in which participants

have to align their actions .to one another. Each

participant does so by interpreting the acts of others

and, in turn, hy making indications to others as to how

tihrey should act. By virtue of this process of interpretation
and definition joint actions are built up; they have

careers. (p.72)

The meanings which an individual constructs are actually a
blend of personal beliefs, values, motives, and eXpectations,

according to Schutz (1970) ang Powell and Royce (1978). These

.meanings are the basis for choosing future actions. Regarding

role participation, an individual learns through e¥perience to

"apply meanings in an attempt to .predict the worth of behaving in

a4 certain fashion. Schutz regards role behavior itself as always
negotiable, being determined by a constant compromise between

the individual's (volitional) expectations and the expectations

47



of significant others (imposjpg) in reference to that role. An
individual who is particularly experienced 1n participating in
a role becomes skilled at balancing theée often divergent‘
expectations to his own satisfactiqn. Thus the baglance extends
frbm varied expectat{ons of hd@ the individual should perform in
role to how he wiil @erform in role. It is this use of meaﬁipg
as a pre—?xistent ffame of reference that detéhmineé the worth of
'any activity. \Appliea:accordingly, this frame of reference will
henceforth be'referred to as "perspective", ‘

'.THus perspéctive fépresents a cogplexity of concepts. It is
a cohesidn of thought and feeling. It is an objectifying of
things to bécome symbols. It is a subjective immersion of the
indiviaual's attention. Tt 1is the individual'é negotiating
expectations between himself and others, as well as between what
should be and.what will be. Tt is ; frame of reference (a blend
of béliefs, values,'motivés, and eipectations) by which an
individual determines Fh% extent of his inVolvemeﬁt in role.

Geertz (1976) points out that while perspective is represented

by'so much, it is further complicated by its téndency go.bev
cont}nﬁously changing. He explains'thatian individual views

future projects through his perspective. Upon the completion

of an action he evaluates the results through this same perspective.

Yet, the perspective has\changed as he has added to his experiences.

In this sense, perspective is the instrument used for viewing and, .
as 1t 1s a human instrument, it alters its own shape in an .ongoing

fashion. The action itself Geertz calls a "dialectic tacking™
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where humans conceptually hop back and forth between indications
of subjectivity and objectivity, future and past, self and other
perceived views, and so on. This motion, Geertz suggests, has a
circular trajectory.

In order to more clearly explicate this circular movement,
Fiqure 3, A Cyclic Mndol\of Conflict Management’, is presented.

é'a\

%

This is pased. on works by Csi%géentmihalyi (1978), Geertz (1976),

Owens (1981), Progoff (1975), Schutz (1962, 1970), and Selye (1976).

-

éach stage 1is discussed in point form.

I, Initial perspective regarding role expectations. Until
further notice, the indiv?dual's biographically aetermined
pgréb;ctjve {a blend of knowledge, beliefs, and values( motives
and expectations) provides him with a frame of reference upon
whicb-hé can view situations, project hjs alternative actions,
and weigh the worth of his anpicipated'interactions. Stated
:;differenply, perspective 15 the bhasis of an array df‘exéectatlons.
%hat is: wgat Seems to be now and what will ‘likely océur in the
future, as‘wellias what should be and what the individualkhopes

will occur. 'Such concerns regarding his personal life require

periodic inventory.

2. AAwareness of conflicting demands. Perceived new situations
involving cgnflicting deménds call on tﬁe ;ndiviaﬁal's attention.
His perspective will la}gely\have determined his sensitivity.to
these éccasions. When a confliét=;s felt:aﬁd considered to be
highly relevant, attehtioniis held. »Selye (1976) suggests that

each individual perceives these situations, bringing an initial” ..
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response ranging between the following two circumstances. “
a.. .hustress is a term denoting stress felt where attention
is raised due to perceived reasonable corigruence between the
individual's expectations and the expectations of significant
others.  Thus the situation is seen as having a satisfactory balance’
between volitional and imposing expectations. This acceptance
soon becomes taken for granted, loses relevE?ce, and individpal
J o . . A :
attention fades. : )
. . ) ' e . ,
b. Distress is a term denoting stress felt ‘where attention.

< o .
15 raised due to perceived unreasonable conflict between the

.
I3

individual's expectations and often the expectations of significant
‘ :

- others. Thus the situation is seen where the balance of expectations a

a

(mentioned above) ié unsatisfactory. Satisfacto?y expectation¥vare
not being attained. |

This conflict can be caused internally, as wgll, where the
individual imposes unreélistic'expectations oﬁ himself. Such
inﬂrapersonal conflict is commonly caused by~role barticipant
ambiguity and sélg—overload. Conflictbinvolving another person
if'interperéonal. In bothbcaseé conflict invoivés an inﬁeraétigq
between volitional and fhposing exXpectations. . : » :”

) -

Where distress ¥s perceived in either of the above circumstances,

-

according to Schutz (1970), relevance is “primary" and attention,

-rather than fading, intensifies. Thus the individual continues

N v S e

fo be sensitive to the dissonance at hand, being unclear as to how

to deal with it. ' Car

3. Dynamic weighing. The féeling of doubt is followed by ‘a
AL N ,

search for acceptable altednatives. This search requires two

D



basic considerations which are dynamically weighed together to
establish the worth of various projected outcomes.

a. The specific conditions of the conflict are unique. No
situations will be exactly like previous situations, nor will any

Situation reoccur exactly as now. However, thete remain similarities
-which are transferrable in certain respects to the present.: 0f
particuldar importance is that certain familiar forces call for the
attention and adherence of the in&ividual. Yet, while imposing

5
oxXpectations are perceived to have certain powers, the individual
himself recoanizes that he has certain powers to represent his
ovinexpectations.  Figure 4, Comparison of Maslow-Porter
Hierarchy of Needs, Herzberg Hierarchy of Work-Related Needs,

and an Adaptation of Engle and Longstreet's (1972) Power Dimensions,

15 presented. This fiqure suggests that commonly perceived

“opowers closely parallel hierarchies of human needs. As needs

play a dally part in the maintenance and motivation of an

b

mdividual, so, 1t .wwould appear, do these powers. Further. . !

individual foels‘deficient regarding a particular need, ne 1o o
that same negotiating power, and perhaps cedes it to those
represent ing opposing views. By the same token, as an individual
fecls reasonably fulfilled regarding a particular need, he will
also feel é sense of power from that fulfillment.

b. - An i1ndividual has a repertoire of possible actions. As
he weighs the power struggles thween hig:own and the imposing
expectations,vhe also weighs the values of various outcomes of

possible actions taken from his repertoire. Such actions exist

vetween two extremes. The first is to comply with the newly

¥
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Imposed expectations. The second is to oppose them. Generally
however, there is‘a meeting'place‘betWeen these two extremes
that must he met to satisfy opposing expectations.

Figure 5, Dynamic Weighing of the Situational Forces and +the
Repertoire df Possible Actions, shows how these two.considerations
are balanced. Below the line are shown the possible ‘actions.
Above the line are shown general valences that are allotted to

situations after the various relevant powers have been weighed.

Perceived as Several expectations Perceived as
Extremely are Perceived as Extremely
Necessary . Necessary Unnecessary

!
Comply with Compromise Between Oppose
Newly Imposéd Conflicting Newly Imposed
Expectations Expectﬂgions Expectations

Flgure 5. Dynamic Weighing of Situational Forces and the Repertoire

of Possible Actions.

4. Committing thought to action. The individual moves from
SIS L DL

a future perfect fantasy to the present where he commits himself

+

"o one off the above responses. This is the initiation of what he

chooses to attend to. It is important to point out that action

i

need not be seen as vigorous. It might be passive, as in the

individual's refusal to participate by ignoring anothér expectation.

Or, 1t might involve internal acceptance by the individual which

1
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would not require an uanrn§] act on his part. In such a covort
case the act, in a cognitlive sense, has been initiated. Thig
type of act 18 as important as an overt act,

b. ‘hwareness of the results of the action taken. Once adain
the individual weighs the;worth of his actions. This evéluation,
like the original sensation, is a Cohesionkof thought and felt
stress.  1f the action has been successful, the stress is reduced.
If 1t has not, it remains or perhaps 1s amplified.

6. Altered perspective. Whether the conflict has been solved,

unsolvgd, or forgotten, an individual figuratively returns to the
same piace as he started in the cycle. VYet Eo be the Séme is not
possible because his attention to confliéting expectations and the
subsequent cycle has changed him. Therefore, the very mechanism
that he used to view his expectations has altered. His perspective
h?s changed. If he was successful in solving the problem to his
safisfaction, he will have confirmed notions regarding the
appropriateness of his actions. As well, he will see himself in
a sﬁ;onger morevconfident.position than before. If he has been
unsuccessful, he must automatically continue through the cycle
until he comes to a solutién he can live with.

The cycle, as described, does not necessarily have to be
based on rational thoughk or oh clear emotions. WNor, as alluded
fo earlier, does it have to be outwardly portrayed. It gimp]y

needs to be. attended to. It is 'individual. It is sparked by

felt-thought stress. Yet stress itself is necessary for all human



life. Stress is in?scapable. It 1s what brings people to
succeed, to do well, and td carry on. It too is what makes them
breathe air, digest food, and laugh or cry about their human
conditions. But it can becoma problematic when amplified to

the point of heightened and/or prolonged frustration and anxiety.
n such a state an individual looks for relief. Such a need
initiates the cycle, described earlier. While each indi&jdual's
perceotions and solu&ions seem to be different, the cycle itself
is the same.

To conclude, it has been necessary to attempt to describe
perspective for three reéasons. The first is becaqse it is
important to see that perspective alters-and changes more as a
matter o? rule rather than exception. The second is because it
is iﬁportant to show that'a final analysis of perspective is
hidhly unlikely becauséhéﬁ-dts tendency to change. The third is
that perspective is a highly individualized concept. These three
Ppoints have an important béaring on the findings of this study,
as will be shown later, and on the process of interpretation,

as will be shown next.
Interpreting Meanings

This<bart endeavours to explain how the researcher and- the
research subjects might accurately interpret the perspectives of
the latter regarding the manégementvof conflicting role
A¥pectations. In addressing~this topic it appears that there are

two major problems. The first regards retrospection: Have



/
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relevant concerns tmerged? How accurate are memories? The

second problem regards disclosure: How willing are tﬁe Subjects‘

to Spgak of role conflict management? Do they trdst the researcher?
According to Bronowski (1977), Progoff (1975), and. Sheehy

{1976, 1981) the best way to\Come Lo grips with why an individual

thinks and behaves in a certain manner is &o look tofﬁis past.

But the past involv?s a broad'eXpanse of memories. Therefore,v

they agreé, the important things that the past can éffer lie

in the extremes of experience.. In the case of this study, the

- essence of experience lies in conflicts which remain as critical

to the subjects. Focusing on such critical confliéﬁs, then, is
where there is hope of understanding the deveiopmént of the
subjects' perspective regarding role(eXpecgétioné.

Yet what are_phe Chances of accurately recap£uring sﬁéh
critical experienées-of conflict?v Figqure 6, Tﬁé Interpre;ive
Gap (Part A), shows that é conceptual distancg;in-time exists
between the subjects now and the time of the‘éctual occurrence
of critical conflict. Nofe the boxes on thgﬁleft of this figure.
They represent actual incidents of conflictfthat occurrea in
the lives of each of the subjects. While éﬁese boxes are shown
in a similar rectanqular §hape, in reality;the experighceé of
each individual are quite unique. On ﬁhe‘fight are boxes
representing the teachers' present perspeétives. Of course,
the present perspeﬁtives,‘while’also‘showg in uniform rectangles,

§
are also as unique as the original critical experiences. As

L4
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was shown earlier} the fact that experilences are considered

to be critical is determined over time. ‘Perspective has

changeq. Therefore, 1t is the memory of these experiences that °
the>subjects are influenced by, not the actual.experiences.

Thus the process of intgrpretihg critical experiences is
problematic because a gap exists between the actual experience

of the past and the preseng, perspective. This'gap is complicated
because the perspéctive through which the subjects view the past
has changed considgrably since the time of those critiéal
experiences.

According to Barritt et al. (n.d.) memory and experience of
time are locked together.- Whenever something is reported from
memory it means it happened before, cherwise it would not
oe possible to gell it from immediate expérienéﬁ. Memories are
simply those ekperiences which are not happening now. Barritt
ebval go on to explain that memories are an essential part of
experience. 'Experienbe js‘the basis of remembering; and
remembering 1S necessary to make it possible to think, act,
and talk in the first place. If this were not so, every
experience would be for the first timé, making talk about it
tmpossible. The authors go on to claim that there is a tendency
in educationa; reseéich to attemﬁt to decontaminate recall by
objectifying the source and eliminating perceptual error.

- ’ .
However, to do so means to eliminéte the subjective experience,
thus missing the point of how memory éffeCts present experience

. and perspective. Memory moves along into the présent from the

past with the experiencer. Because of this, memory is changed,
P .
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altered, and often exvlained diffefently with the occurrence
of each new experience. But these memories, alterea or not,
are the basis of meeting new Situations as they occur. So,
rather than viewing these memories as faulty, 1t is better to
5ee them as historians do. They regard meanings of eveﬁts to
be most difficult to understand dur{ng the time of the actual
eXperience. . To historians time must pass so 1t can be understood
ﬁn « fuller context. Adopting such é view then, this study does
hot look to the original experience. Réther, it ldoks to the
recollection of experiences. Because of this position the
activity of retrospectioﬁ should be viewed as a completing
rather than a Aistorting of gndérstanding. For. as time passes,
cxperiences deemed to be critical become so because rétrospéction
allows the subjects an opporﬁunity to relate various experiences
t0 each other. . In this way a'contrast is formed, making one
experience more significant than anothér.
Pisclosure

ﬂaﬁDonald (1981) claims that explorative and evaluative
studies in education hgve commonly begn preoccupied with trying
to eliminate the involvement of the researcher during déta
;aking.v Such attempfs at "sterilization", he Claim;, have had an
unfortunate effect on such work. The irony of this effort, he
suggests, 1s that in eliminating'one imposing variable researchers
usually end up superimposing another. This superimposition

te

often comes in the form of a previously determined questionnaire.



\

But if 4t Gzearcher is truly 1nterested in the "emic" viewpoint,
1t cannot be gained by taking the questions to the subjects,
The reascn 13 becausc questions define the limits and direction
of the rezponses disallowing the subjects-frdm offering points
which they consider fo be éf original or extenuating relevance.
AS the subjects see a list of prescribed questions appearing
before them theéy are put in the position of someone who does not

, | .
know, someone who has come in halfway through the study, perhaps
deficlent and lacking expertise in the area to be studied. Thus
MacDonald argues that subjects are possibly going to cede the

researcher the honorific position of one who is the expert.

The danger in allowing this type of one-sidedness -to occur,

MacDonald adds, is that the Snqupts have so often shown that thev

vl offer dncomplete wnd often shallow answers.  Such answers

are pjfercd Jargély because the subjects have haq little opportunity.
tao really }ofleét on the topic or to feecl committed toward it.
Another dnngerlis‘that trust is rarely given an opportunity to

fqrm betweon the.snbjccts and the researcher. Without trust and
commltment of the subjects the rescarcher is left qyestioning‘

the worth of what has transpired between them. The talk has 'Leen

me-sided. In a sense, the squecté have been held captive‘by

the interview. Because of. this captivity wthe gap continues to

ex1st between the subjects and the researcher, with little having

been disclosed and little new understanding gained by the researcher.




Figure 7, Théllnt@rpretive Gap (Part B), is an extension of
Part A, shOWniearlier. Once again the actual ‘experiences are
A , .
shown iQ the boxes on the Jeft. The present teacher{perspectives
are in thG'bOXPS at Lﬁo centre. This figure has been designed
to show that the researcher is another step removed from the
teachers' recalling and 1nterpre§ing their critical experiences.
The;efore, the interpretive gap widens. ‘In order to move
toward bridging this gap it is necessary to make certain
assumptiohs about interpretation and conditions necessary fbr
disclosure to occur,

1. The researcher should assume that understanding betwoeﬁ
people 1s not a normal state.

| 2. In order to comprehend or understand another’person it

1s neécessary to overcome a -gap that separatgs them.

>

3. This gap will remain as long as the researcher is

perceived by the subjects to be separate and objective. The

offect of objectivity alone is what Buber (1970) calls the

"I - it feaim'. Here the subjects are seen as objects and the
researcher is apart and soliﬁary.: ‘ N

4. The intent of the.résearch éhould be to promote disclﬁsure
through what Buber calls the "I - thou realm" where the subjects
and the researchgr come together as "we" committed and willing
to disc;ose meanings.

5. The aim of this research is to find agreement or
consensus -of meanings. Such an éim'requires each participant

1n the ‘research to contribute through the process of negotiation.

This process requires time, patience, and in some cases,
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d1eaqreemsnt before disclosure/or understanding is made possiblc.
6. The researcher needs to recognize that his own beliefs,

values, motives, and expectations are gonstructed and perpetuated

Sn tne same basis as the subjects of the study (discussed in the

previous section).  He must see that his own ability to make

sense of his world 1s dependent on his personal reference

structu%e (or perspective) and'the sitﬁation which brings him
0 this point in time. It then follows that his perspéctive ié
inextricably part of him and, as he undertakes this study, his
nerspective becomes part of it as well. Aéteﬁpts to bracket
or sterilize his views from the study merely result in a
paling of meaning as he is forced to retire from in-depth
nteraction with the subjects. Rather, while he is necesgériiy
the project leader, he needs to view hiﬁsolf as an‘equai
partner in tﬁe process of negotiation.

7. The researcﬁer must regard the subject as having a
untqugxand well-developed perspettive. Medning, and subsequently
understandiﬁg, can emerge only as a result of each seeing the

other as fully autonomous. It is the researcher's responsibility

to build on this notion of autonomy, encouraging a sense of

mutuality and trust between the two. Bauman (1978) -suggests

that the subject and researcher negotiate meanings in a true

demotratic sense. To guote:

The problem of understanding is fully grasped only

as "the other" is capable of sustaining his autonomy

it i1s then that "the other" is recognized as a subject
endowed with authority in the negotiation which follows.

(p.203) : N



Bauman's point is conceptualized in Figﬁre'7 by the alternating
arrows between teachers and the researcher. Thé arrows
represent the depeﬁdency of the act of interpretation on the
interaction betweeh.rhwse'actors.

8. Disc}osure requires both the subjects éné the researcher
to respect the Qulnerability of the other. There should be
no sense of'rfvalry&between them. Such a feeling of respect
requirés mutual trust, possible only through exposure, exchange,
and a trading and sharing of ideas by both pafties. Both need
to show their willingness to risk disg{ggure before_ié&elligent
commitment wiil be made byvboth sides, drawing them across the .

.

gap (Merleau-Ponty;, 1964). .
9. As 1deas are shared, new insights are gained. Thereforé,

both the subjects' and the resea?cher{s perspectives change.

10. Both the subjects and the researcher must see that

ummarize, making meanings is part of the human condition.

o

individual matures he gains a sense of. perspective, being
i . ;'?2 .

fe to view his environment, respond to situations before him,
. . . I . : . 3
arld make decisions based on his persgective. Yet ﬁbrspectlve,
. £

"y

-
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1t has been shown, tends to alter and change.  An individual

welahs the pros and cons of the extent of his involvement

1n activities and evaluates the possible outcomes., After such
an evaluation his perspective has altered, even when a notion

has been confirmed. Therefore, 1t 1s important that the

researcher acceps the changing form of perspective. However,

a

he has before him two further difficulties. These difficulties

regard overcoming what has been referred to as the "interpretive

gap". The first problem involves memory and the part it plavas
jay $ f play

ssudy,

regarding present perspective.  The position taken herein 1is

that the study need not:focus on the original ®jtical experiences

.of the sunjects.  Rather, 1t will emphasize the memory of those

critical cxperiences becauge it 1s the memory that affects

the present.  The second problem involving interpretation
involves disclosure. 1t was found that interpretation of

another's pefspective is possible only through empathetic

upderstanding.  Both the subjects and the researcher must view

=ach other as equals in a democratic attempt to explore and
disclose meanings. Therefore, real understanding is possible
only through serious commitment, trust, and In-depth, often
lengthy negotiation®by pgrticipants.
But the problem of ihterpretatioq has not yet been solved.
A‘gap still Qxists between the researcher and the reader.
This-problem will_be‘discusSed in the next chaptef glong with

a3 description of the logistics involved in carrying out the

6O



CHAPTER 1V
RESEARCH METHODS

In thg previous chapter certain thevretical assumpt ions were
made about the development of teachers' perspectives and conditions
neéessary to investigate perspectives. This chapter extends trose
theoretical notions to include practical contiderations regarding
the research methods chosen for this study.. Flrst, the rationale
for collaboration is oxblained. This explanation 1s {ollowaed Ly

ta

ot}

detalls given about sampling and recruaitment technigues, d

gathering, data analysis and presentation of the data. Further,
-

. » . .

the collaborative research method used 1n this study is not

commonly known in the field of education as an investigative

¢tyle.  For this reason the following chapter offers a fairly

extensive discussion about the trusrworthiness and the limitasions

of the research method.

Collaborative kesearch

S

Vi

i
-

In order to 1nvestigate how teaqﬁ;rs become selectively
responsive to various expectations of their role, it is necessary
YO explore the dQVelopmth of the subjects' perspectives related
to this phenomenon. Personal experiences and, more specifically,
certain perceived critiqal experiences strongly contribute to the
construction of perépective. Therefore, retrospectioh is vital
L0 the explorétion of the phenomenon. But recollecting incidents

-2 the pazt can be problematic a%;details are added or deleted

over time, making certain aspects of these memories rather hazy.



However, 1t is these often faded realities that shape and vrovide
the present perspective. The here and now is dependent on such
¢ .
memories.  Therefore, the precise conditions of the original
eiperience are less important than the lmage retained.
An appropriate way to obtain memory-dependent information is

through an ongoing conversation of a collaborative form.
“Collaboration requires the teacher and recearcher to be coaurinors
of the 1nvestigation. Between them meaning 1$ negotiatesd as
“hey mutually probe topics in an empathetic bond. The goal of

; i A 5 . ety ' : — L S
Stenan antoerdependency helps foster an attitude between teachor
and researcher where disclofure is seen as vital to the partnership.

Whily distancing i«tween individuals in a face-to-face encounter

"an 5verr1de the above attitude (Goffman, 1967; Murphy, 19¢6),

LU 18 pos f%le to relleve such a tension by building a sence of
Caatual truast.  True mutuality is where collaborators come together
with a common intent. In such an atmosphere masKing the truth,
Fecause of the ﬁhrmat of ridicule, ' is lessened as conversanﬁs
are reassured that the intent of the dialogue is to serve then
and is not an evaluation or criticism. Further, the researcher
must inform the subjects of the full scope of the study before
they can sée themselves as coactors. Discloéure emerges only
under such circumstances. Recently, several studies have been
undertaken in the f}eld of education based on this position
(Bain, 1980; Boag, 1980: Boyce, 1981: Carson, 1982: Connelly,

»
1980;: Elbaz, 1980; Graham, 1981; Hawke, 1980; Hayes, 1980;

Janesick, 1981; McHugh et al, 1974; Shapiro, 1981). These



Investigations help provide the rationale for the research methods

proposed 1n this study. :
Sampling and Recruitment

AS was shown in a review of related literature all teachers
respond selectively to expectations of their role. However, the
review i1ndicated that teachers of fifteen Or more years experience-
are more successful Ehan their juniors at balancing ‘the expectations
of others with those of their own. While this does not imply thar
teaching skills necessarily improve with expe;ience, 1t does
indicate that these teachers become more skilled at selecting
thingas they will do in role. More experienced teachers also
presumably have a large store of critical experiences which
rontributw to such a selectivity. Further, in a sense, they arc
Secure in thelr positions and ;hus Wii]ing to disclose their
fuccesses with regard to the phenomenon in guestion. For these
reasons teachers of fifteen years eXperience or greater are
considered to be the best candidates for this collaboration.

Because of the extensive nature of the interviews it was
necessary to limit the numger of participants. It was originally
decided that three would be an acceptable.number. Three was seen ,

/
as a small énough number fo; one researcher to manage, while (

¥
providing some possibilities for comparisons among individuals.
' (‘ : .
I . . .
However, this number was later changed to four as it was decided .
i .
!

to include the teacher involved in the pilot study as well.

The pilot study was undertaken with one elementary school



teacher. Originally 1t had been the researcher's intention to

conduct two interviews, each of one hour duration. The interviews

were undertaken to test probing techniques for eliciting responses.

This also gave the researcher an opportunity to test his skills of

transcribing and analyzing data. Further, it was seen that new

* broblems and questions might emerge. Therefore, the researcher

would have a chance’'to alter plans before the main 'study compenced.

Ag 1t hapvened, the main altérations regarded such problems as

"he setting of\agwndas and running ofithd tape recorder. Overall,
the pilot was administered in similar fashion to the Waln'STUdF-
Thus there appeared ‘o be little in thﬂ‘way of sroilage of ther
lata. Thorefore, despite the fact that the pjiot subject had
fower years experience than the others, 1t was felt that the
additional data might well prove useful in the comparisons made
later. -

It was decided that the subjects of thelstudyﬁghould not be
acquainted nor should they work with each other. They should be
selected trom f5ur different schools. These precautions were
attempts to see that one perspéctive would not dominate ‘the others
‘and‘force premature closure of the interview conversations (Glaser
& Straus, 1967). It was further decided that the researcher
should not be socially acquainted with these teachers‘prior to the
study as such previous role relations might hamper the'serious
attitude necessary between teacher and researcher (Spradley,
1979) .

)
Regarding the recruitment of teachers, it was orﬁginaliy

thought that ten tc twenty teachers could be used as a pool from

>



which the actual researéh subjects couldi%e seleéted.A The
selection procedure would have involved some type of écreening
techniq;e. At first this approacﬁ was Seen to be advantageous. §
The reasén was because it might have assured the researcher that he
- | . | » , v¢f

had subjects who were superior in their abilities to articulate
their views about the phenomenon. As well, those teachers selected
could also be selecﬁea on the basis of their repceseﬁtativeness
of the larger group,lkhus providing parameters fé% tb@ phenomenon
pelng studied;

However, 1t was decided that a type of screening was nct viable
for two }mportant reasons. The first regards selection on tre

“

nasis of ability to articulate thoughts. It was an assUmption
' . .

inderlying the theoretical position described earlier that, %h;re
“rue empathy exisps, meanings can and will emerge. The measqre of
uéod articulation:éeponds on the conversation, and the worth of
a subject's ability 1n thi's way would only beginfpo surface later
on 1in the study.v Therefore, the selection of teacgérs on the
"hasis of ability to articulate their views would bgjinconsisyént
with the theory stancé which required a maintenance of the )
bonvgrsation’through adhering gg,the welfare of all thé conversants,

The sgtond claim of the above-mentioned screening technique . . }K
“was that it would set parameters for the'study. Howeveri this
process would have proven to be too léngthy for oneafesearcher
to undertake. As this is an exploratory study, it was decided to

leave the job. of defining and testing such boundaries to future

studles. Further, the suggestion of stockpiling teachers for

A



the purpoées of screening was also felt tQ be a contradiction of
the theory position of this study. The rationale was simple; 1f
thebsubjects were expected to commit thémselves to the study,

the study had to be committed to them. Therefore,‘the suggestion
of asking for a commitment from individuals and ghen rejecting
them was seen to be manipulativg and again a break in trast and

\'\

mutual respect. , .
"

‘In approachlng individuals to participate in the study‘it
was considered ionrtant for these individua1§ to be aware tihav
the study would give ‘hem an opportunity tolpause in their busy
tives to reflect on the 1nt9raftlon of oxpnctarlono which influence
them. TLls type of introspection has proven to be extremegy &
Sa%leYinq for tpagh@rs in similar studijes {(Elbaz, 1980; Hayes,
1980). ,
3 - |

As well, it was absolutely vital that prospective tedcher-
Cdllaborators were aware oflthe eéxpectations this invéstigation
would hold of them. Therefore, it was necessary.to inform them
of such expectations as part of the recruitm?nt plan. Avlist of
these follows.

a. The subjects must have a serious attitude toward the

i

exploration of ‘the phenomenon 5é1ng studied.
b. The subjects must Hi aware of the dependency of the
study on self-disclosure and be agreeable to maklng SUCh,dlSClOSUEes
c. The subjects must appreciate that in negotlatlng
meanlngs conflict of opinions may be necessary. Bearing this in

mind, the SUbJPCtS are held to represent their own views and not

ne domlnated by what the resea(cher may COﬂSlder more correct.
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d. When the subjects consider disclosure to be harmful to
their own or others' welfare, they dare expected to pursue the
conversation in such a way that all parties are protected.

-

e. When it is necessary to reﬁreat from a sensitive topic
1t must be done openly without ‘glossing-over or hiding the ﬁeed
té be protective. - . .
f. The subjects must be willing and available to participate
1n several lengﬁhy taped interviews. : : ' o
Q. The subjects must be Qilling to make periodic entries
1nto a journal, tq reéd a number of materials prévided by the
researcher, ané to assist,in the conétruction Qf a short personal
vrofile.
The acrudl recruitment of ;ubjects required the knowledge
and support of thelir school principals. A list of principals
@as gathered together based on information offered by faculﬁy
‘members, university fleld services, and through associatfgns
gained by the researcher as a student-teacher advisor, This list
. #
proved to be a helpful starting point. "All principals were

contacted by letter (in Appendix 1) and later by a follow-up

thone call.. All principals were supportive of the proposed study.

One principal even asked to be- involved as a subject if a similar

project on administrators were to be done. All principals were

n

able to offer one or‘.wo names of teachers who might agree to
participate as research subjects. The total numbe;"of prospective
teachers became nine. These teachers were also contactedbby
letter (in Appendix 1) with a follow-up phope call. Of those

nine, the task was to select three subjects for the main study



while remaining faithful to theoretical and ethical conditions
mentioned earlier. But, as had been anticipated, natural

selection played a large part in the designation of these subjects.
First, two male teachers did not respond to the letter or phone
call messages left for them. 'Twé gemale teachers responded that
they were simply too busy to participate in such a study. Two
other teachers, one male and one female, from the same scthl
respohded, through-their princjpél, that they were interested.

However, for various reasons, meeting times had to be rescheduled

several times and 1t was eventually agreed -that their present

? 4 )f'y’

schedules were demanding enough already without their taking on

a new proj@¢t. Fortunately, at the same time, three teachers
responded that tﬁey we;e indeed interested in participating in

the study and were able and willing to meet the criteria'stated
‘in the letter. To be absolutely sure of this commitment the;
researcher met with these three teachers, further informing them
of whaﬁ the Study would require of them. In this way thg subjects
were glven every opportunity to decline involvemeng i1f they felt
in any way unsure. However, . such was not the case,yénd itwwas

agréed the collaboration experience would begin the following

7 e

month. o ‘ ‘ v

The subject fop the pilot study was ;ecruitea through a
school'@hére the researcher had acted és a student-teacher advisor.
Having served in this capacity proved advéntageous for tﬁeg
researcher, allowing himéfhe quick access necessary to initiaté

interviews early 1n the academic year. As mentioned, it was later

deci@ed to include the pilot with the main study. This change
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,more interviews. Such an idea, as it turned out, was very much

A

required th@*teacher of .the pilot study to participéte in three

-~

h - ‘
to the liking of thisgMeacher because she was finding participation

in the interviews interesting and helé?)l to her. 1In the way
’ 5

described the researcher recruited four subjec¢ts, three females

and one male. Their range, in experience at QQe beginning of the
! ‘ : £

study was twelve to over twénty vears. ' '

The recruitment had béen completed and the plan had been

. ¢

simple. It was based.on‘a selection'procedure similar to what
Jackson (1968) had donekin s@udying "outstanding” teachers. It
was also similar to WQSC:S (1981) history work w;th retired
educators and Shapiro's (1981) iﬁtervie@svwithl"high level™
administrators. Each of these studies looked to a sélected few
subjects who represented a particﬁlar trait. Similgrly this
study looks to a-limited number of pgssiple subjécts (those withv
Fifteen to twenty or more Years experience). Like the above
studies this study required a great time commitment of its
subjects. Because of this time commitment the recruitment and
selection of subjects was laréely opportunistic.. In other Qords,
those willing aﬁd available to take pért'were seen as acceptable
for tge purpose of the study. Further,>while‘there appeared to (» .

be little researcher control shown in the recruitment téchnique, o

it 1s importéht to state that the aim of this study was not so
c < '

.

intent on control. Control W@Sgnot!seen‘as a practical aim
because of the exploratory nature of this investggation.: As.

. , -~ +
well, the literature review has shown that all teachers



'selectively responded to conflicting expectations in one manner
or another. Because all teachers Share thls Sklll all or any

teachers could have proven to be useful informants.

Gathering the Data

Five interviews were held with each of the four teachers in
this study. These interviews were one to one and a quarter houra
'noduration and were a minimum of four weeks apart. An-outline

o

ol this schedule is shown below.

1. September 1982: Recruitment of teacher
‘ ' ' for pilot study

2. October - November 1982: Pilot study -

3. October, - November 1982: ° Recruitment of teachers

‘ for main study

4 November 1982: ) : Ist interviews

5. December-1982: . 2nd interviews

6. January 1983; _ 3rd interviews

7 February - Mardh 1983: 4th interviews

8. «April - May 1983: : S5th interviews

The four teachers were interviewed separately. As well,

'

N . ¥ . . .
attempts were made to have the interviews tun concurrently so that

the first interviews were all held within a few days of each other

and so on. All 1nterv1ews were taped in their entlrety By
®

taplng the researcher was freed from note- taking allow1ng hlm to

Y

'take his place as coactor in the conversatlon The time and place

of the- interviews depended somewhat on the circumstances. For

the most part the teachers' classroonms proved most useful,
- providing a private and yet bhsiness—like-atmOSphere conducive

to the intént of the interview. . N
' v

While participant observation has beeome_a popular technigue

of investigation by educational researchers, it was deerted

<



unnecessary for this study. As‘the intent of the study was to

probe critical experiences leading to a present perspective,

it seemed likely most of those things reported would emanate

from a time well before the arri@al of the researcher. Even with

i

critical experiences arising during the research time it was felt

that observations would be difficult as these experiences would

“often happen where they could not, be observed. As well, it wac

felt that scrutiny of the teachérs might have caused them to
féel unduly influenced by an aécehtuatioh of the phenomenon.
Ther;fore, the notion of observation was set aside and tHe
decision to use conQersation alone stood.
Topic Review and Informa t_igljbﬁ?_é

JAs mentioned, it was ;?portant that the teacbers were clear
‘as to the purpose of the study énd the atmosphere necessary to
carry out such an lnvestigatidn before the study began. It was

also'important, as suggeéted by Hayes (1980), to review these

details égain at the beginning of the first interview. Such a

review was done and had a marked positive effect on fostering such

an atmosphere. An -information sheet was given to each subject

——
—~

during the first inter?iew as well. Addressing this information

sheet 'served two purposes. First, it provided some details about

themselves, contributing to the construction of their own profile.

This profile, according to Connelly (19801{ makes a valuable

1

addition.to interview data. Second, it conte&tualized the

discussion, allowing a general focusiné on the topic from the Lo

neginning. A sample of the information sheet may be seen in
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Appendix 1.

Researcher Disclosure

Il

The researcher then presented to the teachers a short written
account outlining certain critical incidents which ied him to
the topic of study. The teacher; were aiso offered a stfck
figure‘draﬁingbwhich showed a charactcr juggling a variety pf
exp@ctatioas. These items (fOuﬁd,iﬁ Appendix 2) were te act as
tatalysts,.providiné additional focus specifically related to the
phonomenon‘and initiating tho disclosure exercise. AS Qaé*\\
anticipated the catalysts wete seen differently by the subjecta$\
For instance, following is an example of how one subject found

the written account useful. Note how this subject did not relare

“o the opening ‘statement’, but as shée perused the paper she was

reminded‘of some similar experiences that she had had in the -past,

Paragraph 1= i
No. I'm sorry I haven't had those types of experiences.
Paragraph 2: ‘
,But in this paragraph where you wanted to really help
your students and so op, I saw myself there because that
was my hope; that I would, be the person to spark -their
life and really get things 901ng ,Ands§p that really
. touched a familiar chord.
Paragraph 3: o :
When you said "I wanted to run my own .show", I very muchy. o
Iike interaction with others. But, at th& same time,- ‘rﬁgﬁ.
I've always been able to work on.my own and achieve a | o XS
lot of satisfaction, doing things on my own. Like I don't
need//Well,vwe all need each other certainly. . But I ‘can
iﬁe very comfortable and find things very satisfying just -
pursu1ng an end. And I don't do it because of what o
someone else might think about it. Like, if I feel ' ‘ Y
committed to it, if 1 feel something will help my students e L
T don't mind the length of what I go ®o0 on my own. time and
~effort to help them. And that was sort of the feeling I
got when I read what you had wrltten there.

While the above subject responded to the'WrittenAaccbunt,"qhei : -

teacher was more attracted to the stick fiqure juggling expectatidpsﬂ‘



o]

Note that this teacher felt a need to speak about the figure -
because it was not Compléte. Therefore, she was compelled to
= complete it from her perspective. é

You called this "Teacher Juggllng EXpeCtatlonS" " And
‘you've listed the various things: things that a teachar
might have to be concerned with each day. But, they

are onty school things. Now I ‘have many other things

to do, as well. And maybe its worse for a woman than

it is for a man. I don't know. But this is what I

find the hardest. If I was Just a teacher I'm sure that
I could handle nearly -everything. But there's all the
other things: your home fesponsibilities, the community
responsibilities, and things like that , that you've got,
to do for yourself as well. And that's what I find the
hardest to fit in. - o

These selections show how two teachers_ responded to the
catalysts. They give a fair indication of how-the converSation

Wwas initiafed. The catalysts prOVLded a focus to stlmulate the

- (,

act of recall by the sub]ects At'the Same timef the‘catalvgts

3‘,(3#"

n

allowed freedom ‘enough for the subjects to alter the resear

examp]esy putting bhe'examples into their own contexts. With the |

<

~atalysts providing the ‘opportunity for the éubjects to focus on

the general'phenomenoh in question, and yet to be freed of pre-
sUmptuous interpretation by the résearche}, the»autonomy of
the subjects was secure from - the outset of the, interviews. .

Teacher Journals

o e e e — . . v

The teachers were also expected. to contribute their

own catalysts as well. This was to be done in the formwof = -
.journal. Because r@coll@ctlons often happon 1n a serendlpltous

fa hxon, thp teachers W@re afked to make brlef dally entrle° in a

A - , . . 1

'Apersonal-jourpal?régardihg anything which_might»touch on the study.

v
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These entries, it was’ hoped, would provide new directions/ to

explore at subsequent inte;v;ews“(Connelly; 1980). This form of

N v

cataly;t recording proved qulre succea ful w1tﬁftwo of the cubjec
as they mwade regular and thdughtful entries, thus providing fany

L i .
examples upon which to base Jater conversation. However,.as .
with the original catalystg, the journals tended to produce

‘ _ 1 , B
rather different results. For example, one teacher was able to

¢ ~

vite general situations that had brought. her to her present views.

“e follujlnq selection from the transcripts of the second LD ervien

[

with this subject illustnaﬁes this- point. ‘ . ,

The things I've got, I'm afraid they don't go very far N
back. I probably don't have a very//with the exception \
that a long time ago. 1 decided that T would not spend
my time going to after school in-services because I
largely foundithey were not very helpful. Many a time

we were Jjust glven a hand-out and then the person who
was giving the in-service proceeded to read the hand-out
to us. Or, we- were given-explamgtions of curriculum -
guides; which were self- -explanatory, shall we say. The
guides were not very complicated: They were easy to
understand if we read them ourselves. So further in-
service wasn't really necessary. When I (sighing)
started teaching there was quite (pause) not a pressure
exactly (pause) on people to go to these in-services

but it was recommended shall we say.

L

While the avae subject was able to_direct her journal comments -
at the cause of her present views, anothef subjelt preferred to
discuss how;ﬁer presenerviews were changing. Reporting abogt Sth
a change proved to be useful, és well,.bécause'it illustrated that
Ehis particular teachkbr had felt considerablg dissonance in the,
vast and was now going through a pegiod of”change, where she could
now manage such dissonance better than before: The‘following guote -

1s taken from the third interview with this subject.



I would like to say something that struck me here

(pointing to the journal) right at the veginning.

The reason that they (people mentioned in a book the
subject was reading) were able to interact with these

other creatures (wild animals bPrimarily) was because it
said they started first-doing so mentally and feelingly

at the highest possible level. 1'd like to just relate
that to education because sometimes I feel that educa‘ion
has gone so far in the other direction. We tend to think
that superiority or that knowledge,‘intelligence,\ he brain
15 superiority. And so we're thinking in terms of that
dcademic sense. And I don't think that can have ‘a

‘totally lasting effect. And I think that teachers £oo

need to view their students and their work first of all
mentally and feelingly at the ‘highest possible level,

then you come down to (pause) wiht can { do to achieve
this? And undoubtedly that's what the éurriculum'planners
endeavour to do. And.-that's what the provincial curriculum
15 hoping to see. But I think that this is an area tha%

we frequent]y‘short—change in education. And even my
children this year. Sometimes the thing that has beop

the highlight of the day has not necessarily been (pause) \
the educational thing. TIt-has been that little touch of
Spirit that has brgught out sometHing that lasts when the
others (pause) drops out of usefulness.

While the above two teacheré uUsed their journals regularly,
the other two teachers did not tend té keep up their journals,
even with reminders. Yet,.as 1t was, they claimed to feel
hampered hy sheets'and references. Theréfo(e, in their cases,

\
L1t was agreed that the journals would simoply stand as av?ilable
should Ehey be needed. It is important to point out that theée
journals were not seen as a measure of interpretive reliability.
éoing simpiy another technique to;encourage clear retrfospection,
they were considered Lha property of the subjects. Therefore, 1t
\ .

Was agfepd, the journals would not. be collected nor would al)

subjects have to keep them,

™~



vntmwew Format

After the first intervrew, each subsequent interview fol:owed
3 general pattern.. Thie pattern included three regular steps,
A discussion of these three steps follows.

oo Wemtten svnopses of the pr‘(fvi,"‘;lls: intervi ews‘ and, late:,
vrofiles o othe Slnnjui-ts were prepared by fhe rosearcher.  Thrse
naterials were éent by mail to the teachers anﬁ‘were read bv thenm

pefore the agreed meeting time. The object of these written

. \
documents -was to confirm and clarify meanlngo. (Samples of interview

- - N
svnopses and profiles can be found in Appendix S and 6 respectivel.).

‘
1

it ois interestingrto note the initial responses of these teacherz
. ) . ~

as they first saw the interpretations of the researcher. With .

.
~

several teachers there was. a note of ayoloqy for sound1ng pompous
Oor arrogant. All teaehers commented on the fasc1natfon of seeing
their views in print a$ expressed by another person. For the most

part this initial response was one of amazement mixed with

T
. v

, ¢ ! . ‘ o 3 o o o | . . L
disbelief. The following comment from an early interview with
one teacher bears this out.

‘I've found in reading some of these things. 1It's like
(pause) [It's like reading what someone else has said.

and I thlnk to myself "Did I say that? Is that what 1 //.
It's . flly a very interesting thing to read something
that yo said. And sometimes it sounds like me and then
other ‘times I think, "My goodness, I didn't know that's
the way I //" (laughing).

"

2." A portion of the interview was set aside for discussion
of Jjournal entries. When the researcher telephoned to arrange
this meeting time. he was given the opportunity to inquire at that

point as to the nature’and extent of the Jjournal entries, thus

N\

X

(]



allotting an appropriate length of time on the agehda. Regardiéss
of the fact that two subjects made few entries, this time was
normaliy schgduléd because, written or not,'the teachgrg.did cgme
prepéred’to diséusérthe synopses which, in turn, provided'ajple:
addrtional topics té address. .
BL; The researcher anticipated that other catalysts would be
necessary over time . Therefore,.he devised further cata}fgts,

drawing them from pesearch literature and from»discussions with
the reseatche;;s peers.  Two sgch catalysts wére\offered. Tho
first was a Stiék figure of a teacﬁer 1n a schoblhouse shqwinq
nxpectations competing for atﬁentioq (found in Appendizx 2) .
‘This figure erught out-similar responses aé the Juggling fiaure,
presented earlier. .Thé second (also\found in Appendix 2) was

\

description of two teachers whd‘wgre, iq several'respects, Yery

» S _ N ] o
different from each other. This description was introduced to

find out how the subjects Felt about the general role expectations”®
of teaching. It was primarily offered because the subject of the
pilot study reported having experienced critical conflicts which
fell largely outside of teaching. Therefore, it became 1mportant
to-probe further to see if this was the exten: of her conflicts.
AS 1t turned out it was not. Because the cutalyst had proven to
. Sy ,
¢ so successful, it was offered to other teachers as well. This

“

catalyst brought a variety of responses. For instance, cne
teacher disliked "Tony".

I cuess the key note in the difference of the two is that
one is a Job and one is a (pause) I would say that Tonv's



Onocthe other hand,

teaching is.a Jjob. Hé's a good .teacher probably. &rom
all outside sources he's a good teacher. 1 don't know
what kind of a relationship hé has with kids. .He's a
Jo0d curriculum teacher. He would never be faulted as
0 getting the program completed. 1I' m sure that if ohe
had to teach he's taught and he's taught well. (péusr)

I's

doubt the kids will (pause) pick up anythina from

fpause) other than (pause) just curriculum. In other wer iz
he's what 1 ocall a curriculum teacher. And 6 all 1:-en
Anid purposes that's what he gets paid for deing.  wWoll -
wouldn't fave the time of day for him.

"

araother teacher disliked "Don
This Donm, T would think he's a candidate for & near-
arttack. Qr even a trip to the mental institution.
tlaughing) He teaches something once and he finds tba-
everything iv totally useless. (pause) everything from
before is ouk dated And he's got to do it all over asair
I mean that's nonsense in my (laughs) opinion. And he
do=sn't have any free time for himself and hlc fan¢v
(pause) I don‘t think I. could agree with someone or warn-
to be like that. Talking endlessly. at home with his
wife about his day's teaching activities. (laughinag)

T think she must be really fed up with him. Does zhe
have a chance to talk do you think?

whlle the above two teachers chose a ﬁavourlte teacher t“

they did not feel entirely comfortable with the extreme character-

1stics of either typeés they had been presented with. Rather,

they prefefréd to be seen as leaning in one direction or the

other. The other two teachers tended more toward the middle.
One went to some length to criticize the weak points of both

types of teachers. ‘The other teacher, however, chose to emphasize

Ehe'strengths of the two teacher—tYPeS-

R

Focusing an Open Ended Interview

Because the subjects and the researcher were considered as

N s a
2qual conversants during the interviews -the researcher was

erticularly concerned that the talk might be allowed to move into
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unrelated tangents..) While the flexib :
style was seen to have jtsiadvantages_inJexpioﬁlhg ngw directjon;}
it could h@.so'opén-énded”tha’ the 1ﬂt“nt of rna talk i¥self
g ’:‘.. . N o ! . . : i H - . ‘& . ’ X
m1ght he forgotte o The reshnkcher,otrglnallynfelt~ﬁnatj
checkpolnts wolld be needed cry ougno“*"reglntprview Lo heen bno
COnversarion qoarnd vowardvtnn exploration‘offtbé»phennwéncn'
Inoadestion, ”Ovanr, 1t bpc*nﬂ'apparent aff@§ the flr SEwWO
‘nterviews that athjjng to thg.general‘inLerver‘format'WOuEi”
. PR LT . ; h s L ) .
Tive the interviews safisfactory ‘focus. No special checkpoints
- wWere necessary because the exploration itse lf was so intensd that
: - " ! . ..‘4 N N ) » : . v
“here was little or no opportunltybavaxfable LO «move into
) N . . . ’ ) ) . :
inredated tangents.  The dlalngun w1tn n Fach interview seemed t5
firde itsclf.  The conversants were CQnti:nously directing
tnemgelves to whether they were converging on something of rutual
T AN Y O, At e ARt T appe aT@n‘fU“Yéf‘onVHrglng On SOMELHIAG T¥at ™
: . ¢ , :
ceerad related to the phenomenon béfh@’gﬁbdiéd:“'ThéwfééééfEngf """"
- o feels that this type of rational focusing occurred for three

3 - . o 4 : -
reasons. A discussion ofgieach of those réasons follows.
&'

1. Efchan 1ng dnflnltlon" of the phenomenon. Because no

true defin iQn ofvthe‘phenomwnon existed, the subjegcts often

A
b

found they needed to att empt their own dpflnl'lon They found

*hey had to do this reqularly to affirm with each other that fhﬂy'

= .
were on the track of something useful. Therefore, the lack of
d E definition was a powerful contributor towaras keeping the
ronversan}s directed towardsJdiscnssingosomething meaningfnl
3% rather than aimlesély moving in directionfnss unrewarding tangents.



Fdllowinq_ls'an example of how attempting to make definitions

",wdrked. In'this example the subject struggles with the conceptial |

A difference between being able to and having to comply Lo various

sexpectations. The result of this struggle is that the—subject

converges on a new sense of meaning. In turn, the researcher

- Vo : 9 L ’ )
offerce g definition which leads the Subject to comment further

thout her current situation., Note ‘that "selecting response"

“he term this subject uses for "seléctive responge", the phrase
- : N o

inltially usged by the researcher to describe the weighing

N
nwchanié%.

, Researcher:
Do yddﬁgﬁink definitions are useful?
Subject: » ' ‘ :
I'm not very-good at making definitions. Funnily
enough fall the things 1've written and most of the thinas
we've talked about don't really seem to have. been my v
. selecting resnonses. For example,~it has been more
” . Juggling df.expectations more than the other (the wriften

e -piece offered by the researcher). The selecting response

to me gives the impression that you would have time to

do all these thihgs (péuse) an in-service and so on B
(pause) meetings. And you-choose deliberately not to

do one or the other because you don't need it. 'But in

. fact most of what I've concentrated on is more that

(pause) I've had to do all .these things (laughing) or
should do all these things. And its-more of the juggling.
Researcher: o _ ' ' ‘
Okay. Now that's important - , .

Subject: .

Well maybe not that I need to do all these things.” 1
would like to do them all. But I have decidéd just from
the point of time limitations that I will not do some.
Researcher: * .

That's good. Let me try it. I've written down some “key
words here that ] consider to be important for selective

- response. ‘They are (pause) over time §erving in a position

" as a teather or role, if you wish, as a teacher you

decide what you can and you can't do. You decide what you

- willsor you won't do (pause). And you decide, as well, °
what you should dé and you shouldn't do. Many of those
decisions come (pause) because of specific - situations,

N (pause) perhaps happy, positive types of experiences.

& N 5



Some are negative conflicting (pause) kind of questions;
diverging interests at times that help you make up your
mind. Others are a little hazy. They Just happen. But
anyway that's basically how I see it. (pause) The thing:z
you will or won't do. And, although you don't have total
choice, there are many Bhings that'ovep the years in-
teaching you just have to\ decide because the implicit
- {pause) almost vagueness Mnvolved with being a teacher,
There are many things you can and can't N
Subject: ' '

Right. There are not Leally many things that you have =0
do, after school hours that 1s. And I think a lo- of
theZe things that we’vo‘been talking about are the af-.,
school types.of activities. Not actually in classroor
activities. '

a

2. Exchanging examples of the phenomenon.  The secrond vy e
Zlrection of the interviews was kept on track was by the converzants
Cverbally exchanging examples of aspects of the phenomenon in

aucstion.: This exchange was done similarly to the Way written
6 . :

Titalysts were offered, with one Qonversaht offering an exanelt
wnd the other conversant Lesponding with another example or a

“Soimment from his/her context. Following 1is an excerpt taken
. ‘ v
from the fourth interview with one of the subjects. This subject

desceribes, a teaching situation she presently prefers. The

researcher returns with an example of a related aspect stemming
. {

I

from the subjects talk. ~Note how the teacher picks up on the

\

researcher's unfinished statement. The outcome of this discussion
isa clearer expression about the teaching conditions that the
ibject prefers.

Subject:

[ taught the voungest children. And if they were going

to have problems I don't think they had yet (pause)

developed them. And their moms camn to meet them everwv-
R dav and they seemed to be fairly ...



<

Qesea;cher:

I had a friend in (a city) who taught at (a school) .
which 1s a on901a1 school for children who are mental Iy
and physically handircapped. Andgkids would dirty thejr
pants and that type of thing. "And so there would b
lor of’(oauee) I can't think of the word 'm not
for "tense moments" just what' a lot of peoolc would
contider to he as cen 5

Subject :

They b%ohab}y felt they wouldn't pbe doing any teachins
They were hving social workers mor e,

Pisearcher: ’

Perhaps.  There were distastefn] things that a lot of
reonle and mavbe a 10t of teachers don't like tn do.
Anyway, he eventually left teaching altogether put
always admired that he was always able to deal with

those kids in that way. How would you»deahywth tha ’*
type of thing? Or, do ‘you think you would ever be
attracted to ..* !
Quk]ect AR
r<aen1ng in a school like that?
Researcher -

3
2.

;44. D

Ay

Yoe
. Subject: cet
>\\\\\\J I don't think I've got the patlence pa sel. really.
\‘<Beg§Bse you very rarely see if you've' mg&e progress
» -~ Or gotanywhere with children. That' s why I*like grade

. One (pause) you can see (pause) the progress that the
children have made in one year. And it is tremendous..
Researeher

A5 opposed to grade five? ) -
Subject

Five or six or any other grade It's just a continuation.

They come in grade one (pause) and they're fresh and new
and enthusiastic. ’ :
Y : .
Another illustration of how the exalees were exchanged
b o 8

between conversants is shown in the following excerpts taken from
che third Interview with a different subject. The Subject has
" just finished commenting on a teacher-type that she does not
orefer.  Looking for further comments from the subject on good
Or poor teachlng the researcher inserts an example of a situation

‘from his-own past. Note how the subject then alters this example

to her ‘own situation, giving her own preferred way of planning

A}

P

&



and progressing towards what is necessary to do when one is a
. \ :

\

-beginning teacher. . ‘
. ¥ o 11
Subject: s . :
He's (speaking about Tony from catalyst on tWo teachars) non
1nnovative. He's not Creative. The'p@ople‘going to live

“1n the house // The house has probably got a good
foundation. Amd the house is okav. To make it an
exceptional house “he house has really got warmth: angd i-
(paused worth being. around. You have to.put-somethyng
1nto it {pause) above and beyond. And the job of the
tracher 1s o get the most .out of the child everyday.
NOt Just the minimum.  The maximwin.  The maximum arount L4
of thinking, exploring, problem solving. And these
things are often
Researcher: - ,
gou ‘can't get. them out of a worksheet. (pause) You
can't get them eut of a workbook. They have® to corme
int@ractionSJ'talkinq. Either with each other or wlth
yOurself or with another (pause) adult so that's
Subject: h .

I don't want fo spend anymore time with him because
{pause) he's the kind of teacher that could he on a
sraff_and he could come and go ‘and he would never maxe

A - . {

L.

1th

. any.1mpact.

<‘ ' ReSearcher: 3 - )

3 « I'd like to ask one question from this. A few years

ago, when.I was promoting a project in the school that

I was the vice principal (pause) In, T attempted to draw
together some type of yearly plan, mostly for my benefit

and theipripéipal's benefit, because we couldn't underctand
- what was going on in the school. 1 couldn't appreciate

how 1t was that other teachers didn't // at least K&lf

of them said that they couldn't do this. They couldn't

lay out // Like, what I wanted was on one sheet; something &F
that would give.an idea ) '
Subject:

AN overview. y

Resedrcher:

An overview. : .
Subject: ™~

I don't know how you can teach without it
Researcher’:

Okay. So'you're// I was just trying to fiqure out 1f what
you wWere saying was that yoy understood why that fifty
percent balked at my request for that type of overview?
Subject: \ ,

No. No, I can't understand why fifty percent of people
would balk at an overview. An overview is different‘ﬁhaq i/

~



s

%

general out}ine of yoar year's: enveayour (pause).is 'f
different (pauqe) than a daily plan. There's a big

difference there, I make a weekly plan (pause). %ki
week I'm going to cover ip math, “in reading, and da-4
da-da. And fhﬂn, at thevend of tha week o I 1ook and
what I haven't’ covered. And then what I won't have

covered that week, then T carry that over to the nex-

week. But 1 never /J and I don'* KNnow any teacher tha

7

does that's worth her salt How could you possib!l

g {rause) not do it dny o§ho* wayj. YOU have to have s

direction. And you're going to have it inside s0 it

would be no problem o Just jot 1t down And, in fact

// most teachers do that. Most teachers keepn a dai
-rlan {pause) 1 think hore jo what I'm going to try to

»»

ar

3

L
SRS

~ Lo
V-

Loy

lv

*otodav.  This is what we're going to trv to do in mat- .

This 1s .what' we are 901ng to do in reading. ay: 'Lmk.~

' _the mlnutevsomptwlng comes alonﬂ that lg better than—
plan is (pause) ] go for that. Or, if you teach a con
and the kids don't get it // they're struggling with
well ‘then, “that's yourn next class. The next class ‘is
(pause) I tgach that tomorrow - dlfferently, so you do
a plan. It's not ]ust that you come “in and "what ']l
we .do today kids?" .That's dumb. = You wouldn't do tha
But I'm saving (pause) the key . word here is flex1b11;

Y'_.‘ (

lf

have

'
[
‘4.
1t

You have got to be bp@n to all kinds of options. Tapd
' you've got to be Capaole or able to (pauge) change your

nlan. quhtj

3h’;"Piggybacking". The thirﬁ way the direction of the-
e v ‘ : -

'\

Interviewing was kept on track the researcher calls "piggybacking*(f/f
N N ' . A

?iggybackiqg involves Cquersants helping each other along, .
. N : ', -

finishing each others_statements. Plggybacklng is possible
when the conversants are closely-aligned 1n terms of understa
each other. 1In such cases of 1nterpret1ve convergence the

-

conversatlon flows along rathor freely Some éxahples of pig

‘backing have already appeared in previous statements. Anothe

<)

ndina

g7 -

r

example follows. This excerpt deals with a subject's trip to

England where she observed elementary school cther. in oae

Su;ject

.

I was there for about two months. There's a coursge that

\r2

AN
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Vt; . ' i . ‘ N

was available at university. It jisn't anymore but it
was when I took my degree. And instead of taking course
number (a number) which is // I don't know what it is.

I don't know. It's kind of early ChlldhOOd There was
a course that was available for- twenty-five students to
go,to England and study alternative methods in education.
So 1 applied, I_quallfled and so I 'went. And I was
away, the course was three weeks and then we toured. |

. But what it was was we visited differen® schor Is and we

looked at their techniques. And we loo--d at Their %13*
and weg lonked at all kinds of stuff. A~ ther we. // Swe ;
travelled together. And we lived ‘together. And then ws'd
meet back.  And we'd.discuss what we'd seen. That had

the mosk influence on my whole teaching. It changed ny
teaching. It didn't-change my way with’ kids but it

(pause) kind of freed me a bit. I lost some of the Rana-
ups about curriculum' And that was when I really

- started* to use art as a learnlng form. And music (pause)

and a lot of literature. “Betauseythat's ba51cally what

the teachers in England were doirg.
Researcher:

- And drama? ) T s

v

Subject: . ) S

- Of course and drama. 1've always used-drama (pause)
-interestingly enough. And I1'd always used art but not

to the extent that they did. .

Rpsearcher ’

Is that the tvpe of experlence that you think all’ (pause)
starting teachﬁrs should have? '
Subject:

7és. I think i€ would be%great

Pvfearcher

Do you- feel it would klnd of // You felt a little traﬂuﬂo

And kind of narrow parameters where teaching was, in vour

eyes. And this kind of opened thing$ up? It broadened
the parameters? And you,were over there anyway (motionina

to one side). S i //
Subject: : !
Ya. VYa. ves. It just made me feel good because
Researcher: e .

You cou]d see nmobody PlSP doing domething that You wero
hoping to do anyway. ' '

Subject:

Yez. Ya. Right. And had &ane // kind of worried atout’
doing (pause). .and knowing // its awful ... ‘ O

Regearcher:

£nowinag wh. - you are doing is right." And yet, nokody,
agrees witr you. Or, a few people agree with’you. So
then it's hard. Did you flnd there were things that you
had just kind of wondered dbout and in watchlng other
teachers do it, it clarified a lot?

]

(%4
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Sub]ect
Ya. It .Jjust kind ‘of establlshed it really firmly for me .

The idea of an integrated day // I don't know if you krow

'-what I'm talking about? okay. I had done a lot of work
with an integrated day (pause) especially with kids at
the grade three level. - And I had never really seen it

done. And I didn't even know what it was called. . I didn't

have a name fo* it. But I would get // and.we'd sor:. of
90 //-it's an old, old, old, idea. Tt goes a long way,
back. ‘
Researcher: ; S,
Before grades started. : | Q:

. Subject: L
Probably'before grades started. Country schools do it ©
because they have to do it you know? And when I came to
the city I used to “try.this every once ‘in awhlle and used
to ]usr love it.  But (pause) when I went to angland I

J

saw 1t done properly in a really fine // They had wor keo,

It out so well. I had never®seen it before.

‘There has been great concern shown thus far that;ﬁhe'reSQagéh

datalshouLd be collected keeping two very important considerations

in mind.’ First, that the views of‘the‘subjec;s should sbe un-
. ‘, )“1 . ‘ ‘ s
contaminated, or at least free from superimposing views. This

o

_offered'by the researcher and the subjects themselves,  to freely

expiore the phenomenon in question. Second, it seemed there

could be a danger.in such fréedom'béing abused, resulting in

-conversations moving off on wild tangents}"Suchatangenting would

a

‘consideration required a technique involving a variety of catalysts,

have, of course, meant a totdl loss of direction for the interviews,

/,r

These two cdnsiderations. seemed opposed to each other. However,

'

a$ discussed, it was found that both written and verbal intéractions
. . . Y l

o

issisted tho.conversapts to freely explore the phenomenon being
studied at the same timewas regularly refocusing the direction of

the interviews.

Fmergpnt ﬂuestlons and Responses
q
. N - C—)
After,the first three interviews were held with each subject

.
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1t appeared that a trend was becoming evident re., W'dlng the level
of talk. The early interviews™ere almost entlrely sltuatlundl
’ f
descriptions by the subjects. Such descriptions, Hayes (1980) ' n
suggesté, can be %nte;preted quite literally. But, as the fourtﬁ
agd fifth interviews wG;e held, it appeéred\that both the subjects
. 1
and the researcher were more able and willing to‘movg‘beyond
concrete descriptions to a more abstract level of convérsation.
The precise conditions about situations were no longer-necess“:y .
in the talk between conversapks. Thé‘xransition to this.neﬁ
stage ﬁeant that the subjects were better aglq to articuléﬁv their
vjéws about asbects of the pﬂenomenon from a moreAgeneral position
Ehaﬁ at tne beginning df the ;tudy; Having come to'this'point also
. ( . «

meant that the subjects were re&dy to address a set of questions
(found in Appendix 4) pfesented by the researche;, fHe object
of these questions was to confirm notions thét the fesearcher had

. ' o , ﬂ
formed throughout the study (Glaser & Straus, 1967; Spradley,v 1974,
In?e;estlngly, by the t}me the subjects. were ggked to address the
questions the answers could almost be anticipated by the researchi .
Yet, the quality of those anéwe{s zeflected the fact‘that éigréét
deal‘of thought had gone into them. 1In a sense, the answers
acted as summary responSesvwhich were made possible by the
oxtemsive discussions that haa taken place about the topic
previously. Following are exahples of some of those questions and ’

.’

their responses.



Henearcher: _

Do you think you are a more consistent person@ A
consistent teacher? . ' /
%ubje§} .

In as compared to now as before? Yes. Here again the
work experienbe over'a number of years has given me the.

canfidence, a beq1nn1ng teacher, at least I fing // Dop't

know if all beg1nn1ng teachers are. in the same catevoxw
but 1 found that when I began teaching I wasn't sure of
myself. Lkwa<n Lt sure of the level that the kKids were
working at. T wasn't sure of the content-that 1 was
required to pre sent, and all this sort of thing.

And I had a rondency to worry. Was I expecting too nuch
trom the kids? Not enouqgh? And this sort of thing.

But over the years, and the experience that has gone alona

with the teaching, T have developed a lot of self-

ConfjdenceAand shat the self-confidence has come to a
consistency.
chances are that
should work tbl vedr.  Now
can adapt more easily. 1 \Qn see
worked four vears prior to that".

Lt {might not. But then ;
d say "Hey okay, i:
ut.JI had a different

‘sﬁt of kids. I can read kids better, ahé\this-sort of

tﬁing And I can change So definitely the consistency
i3 there. ’

Another example of a summary .response 1s by a different

subject.

The

regards

’

It regards‘rééponsibility.

Researcher:

Do you believe your respon51b111t1es are clearer now tnan

they were when vyou first started teachlng7

" Subject:

Ye@ You realize the responsibility that is yours even.

'though your motives have always been to extract the most

you can out of the kids. The teacher is to expose the
most that you can. As you teach you realize theée burden

1s heavier, the‘respon51b111ty is so, so important. And-

you're naive. It's like a marriage. When you first
enter into it it'"s kinda like a beautiful relationship,

and the longer you go into marriage you realizZe the intense

reopon51b111ty I don't think any eighteeen year old
realizes the responsibility of marriage. And teachers

are the same. They enter teaching and it's like nurglng,

or any dedicated profession. So as you go further along
the—way you realize where // what you are // what your
purpose is. You realize your respon51b111tles are that
much. .

W

third example of summary responses by the same subject

rewards.

khow 1f it -worked for four previous years,
hag/méEEBB\or ny approach, or whatever,

PN
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Researcher: \
Are you clearer about rewards possible in teachlng now
than 'you were years before?
Subject:
Yes., Because when you first begin to teach sometimes the
r@wards // 1 guess you need rewards because you get _
feedback. There are times, as you det older, the whole
idea of rewards becomes // it is not important. Like that
1sn't what you are tecaching for. It isn't a self-
gratification type of thing. Or it's if I'm going to do
this and I'm going to get this. And I've never tauaght
for money. So that's // if I was teachlng for -money 1
would of quit long ago, because I was teaching for very
little. money. Because I didn't have a degree and every-
body around me had a degree (pause) And I didn't. If
it .was money that I wanted I could of done something chat
i could of got more money for than teach. So noney wag
noever a,%agtor in whether I would teach, or not, or how
well I would teach,vor how much I would teach, or how
mich time I would give to what I was doing. That was .
never // And even now if you asked me what I made, I
would really have trouble thinking. 1 don't know phac
7/ Money has never.been important to me. And I xfhdw
that sounds so pious and siliy but it's the Lkuth
r s
&

Ovefall the ability of the subjects to qddress aspects of the
phenomenon in qﬁestion had érown appreciagly from the time ofvﬁhe.
first interview 'to the time of the last interview."The éignificanCe
of th;§/grbﬁth is that thg data gathered not only provided concrete
descriptive details df the development of "the subjecﬁsf abilities
rO respond 1n a selective way to expectations of their role but
valso included fﬁe subjecfs in the tésk of~deeper’analysis.
Such~énalysis, in;this ca:..-, 1nvolved coﬁménts on how the

aevelopnent of the phenomenon has af[@cLeo the qubjecvo.
Data Analysis

Because the study is exploratory, the analyéis, like the data
Jathering, has been very much a brocess of continuous reorganizacion

of the data. It has not been unlike building a house without a
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plueprint.  In such a, case the Cérpentpr has little idea of the
finished product. He ig gdpplied with a variety of odd~;haped
hoards, some of which may be uséful énd séme of wbich may not .
At the begiﬁnjnq, the carpenter constructs-a wide array of odd-

#
. », . .
shaped pleces, only to break: them down and start aga1n} Then
- »

Gopattern emerges, two pieces 1ook the same.. But not knowinu

what the pioceg are for, the carpenter has to set them aside nti)
* .

more of the puzzle is put together. In this way the house i

nuilt, not necessarily orderiy,_with the foundation built firﬁt,
ftollowed by a floor, walls, and so on. Rather[-it is built with
very litﬁlo sense of synchrony and prescriptién. .Finallyritﬁﬁ
carpenter stands back and nods-his approval at having bui&t
something thétistands whale. Yet, even then, hevhas to wbnder, if
he Qer; to Stafg.over again, would the finished product be the

same.

This analogy is intended to show that the researcher of this

’study was presented with the same basic problem that the carpenter .

had to deal with. Stated in research terms the problem was that.
Lhevpzocedural design of the stud? could not be prescribed. Due
L0 the exploiatory nature of‘this study»a design had to emerge‘
nver time.. In ; sense, a design had to be discovered. . For thar
reason a report about the data analysis p;ocedure Eecaﬁé possible
uhly‘as the data were being gathgred. In actuality an overall
pattern of analysis could not be described until all data were
vgathered and the analysis was well underwa§?' In other words, the
proceaural éccountkdepended.lérgely on retrospection.

A
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However, the above point does not mean to say that the study
had no direction. The s$udy purpose provided the overall guiding
Iight. That purpose was: to explore the existence of experienced

teachers' ability to manage . expectations of their role to their

owWwn satisfaction as well as to the satisfaction of other stakeholders.

Hclding to' this purpose allowed the researcher to continuously
check his beap%ings as the study progressed, givihg him general

tndications that. the data emerging werce addressing the main

N

vurpose.  Another powerful directive available to the researcher

was. what Bronowski (1977)" claims. is the ultimate aim of any
scientific study, that is the search for and construction of

battern. The aim of any exploratory study is to provide a

. .

coherent, plausible picture. 2 picturev which for this point

I time can exist as a unity on 1ts own, a new synthesis enrichinua
(ho views of those who experience it. The analysis, Bronowski
adds, is not,an-end in itself. It is an exercise in overcoming

“he endless chaos of facts, giving them a sense of meaning.

)
i

The analysis, then, is not an end in itself; it is not

an end at all. It has to be made only in order to
extract the common features in what seem to ‘be different
experiences; what science is trying to do is make a anity
of these. (p.254) :

\ The.analysis was closely tied together with the data gathearina,

?hvr@for@, {rom the outset qll interview data were scrutinized.
This process. started with the transcription of tapes. It had
bo@n originally decided that, ad the‘rgsea;cher-becaﬁe more
acquaintéd'with the dialogue, He Could be Selecﬁive, drawing

fpecific-excerpts from each tape for analysis (Machegor, 1982).

AN

a



However, as. time prbgrossed it became apparent that all inter.jeuws:
needed to be completely transcribed. Therefore, selectivity of

raw data was no longer a consideration. The reason for thiz wilj

.
-

hecome gpparent in the following discussions.’

ﬂ{twﬁ' the data had hpcﬁ gathered (rom the five Intoryicws, i
appeated that four dlsﬁinct analytical steps had emergedz These
steps reflect the level of interprétatjon made possible by the
type of data that was availlable at g particulaf point in tipe.

Y . N

The first three.steps of analysis involved the subjects as .
3@§aratp iﬁdividuals. These three steps-ha¥e been désignated as:
Litefal Analysis, Inferential Analysis, and Contextual Analvsis.
The fourth step, the Comparative Analysis, involved the subj@cﬁs
Eogetﬁer as d group. A discussion of these steps follows.
Literal Analysis

The type‘of data that emerged during.the first few interviews
involved prima%ily Concre£e descriptions by the subjects of
role C;nfliéts; ISuch déta, as Hayes q1980) had suggest?d; required
literal interpretations. To look forldeep hidden meanings mighf
hagg meanp missing the original "Firsk level" meanings availablé
in what the subjects wére saying. T erefore, the researcﬁer
looked first to intended méanihgs of the subjects. The‘organ}zaﬁion

of the data reflected this)interest in retaining the literal

views of the subjects. Therefore,/as the synopses were formulated

. 1 )
little effort was made to elimjnife content from the transcripts.

For that reason the synopses wer% often extremely lengthy, being

almost ‘as long as the transcripts themselves. However, constructing



\the synonses did involve a simple editing procedure. The
following example will 1llustrate how this editing was done. The )
original statement is presented first. It js followed by the

. A\ .
SYNOPsis statement. Note how the synopsis statement remains 10

the first verson sjnquiar. The synopsis is largely a paraphrase

‘
.

£

to have this Statement stand as an edited quote, one which would
e presented to the gubjects for agreement at the next interview.
franseribed statement by ghe subject from the interviey:

i just lgke to tell a little story first (pause) before
Wroget into it. And I think it would ekplain as I see
this phenomena. Anyway I {(pause) am currently workinag
on (name). The (name) is a group of fndividuals. Some
were chosen as school board represantatives. Others were
chosen 'as teacher representatives. And the two groups
9ot (pause) together and chose another group, (pause) a
third group that are the representatives of both groups.
Thelr meeting // We had two full days, plus a Saturday
(pause) which is a part day (pause) on she eighteenth
nineteenth of November. And (pause) this session is to
see what the concerns of teachers are, so that we could p
have some dialogue between' these different groups and
get at some understanding. And it struck me very funny
the.very first day because there Wwere trustees in this
group as well.* (pause) These were forty-four or fForty-
[ive people, 1 forget. Forty—five people, I guess.
Fifteen from (pause) from each, plus thg fifteen that
are chosen together. Anyways, to make ~long story
chort {pause) when a teacher gpoke about the concerns

1t was done in a very diplomatic manner {pause) =0 ak
not to.of fond anybody. Not to offend the trustees.

dot to offend some colleague. Not to offend the
administration, Listening to the trustees (pause)

they went aflter it (pause) tooth and nail. They were
literally Ccalling other colleagues "stupid" and so on.
They didn't beat around the bUSh'Iike, you‘knﬁw, "With
further infermation yéu will have the Qpportunity to see
our point of wview". It was, "what are you? Anybody can
se2 this point!  Are you stupid?"  You know, point
blank  (pause). Not a single teacher said that. But one
trustee said that to the other trustee. And this went
On over and over and over again. And I think that that's

of the oviginal statement, but it was the wmtention of the rescarcher

aq
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the typ% of thing // the type of phenomena that you'r~o
interested in. * Why not call a spade a spade {pause)
instead of boing very diplomatic and saying, "Well it
Jooks like.'a shovel”. (laughing) That's the way 1
see it anyway. Anyway that's just the story that I
{pause) related about my experience at this (name).

N

v

Synopsis of transcribed statement:

On_Trustees -as Forthright »

a. I rather admired the trustees in that they called a
spade a spade. Trustees are to the point. They do not
beat-around the bush like teachers do.  Trustees and

¥ teachers live in engirely,diﬁferent worlds,

b. Trustees were not afraid to.go at it tooth and nail.
One even said to another trustee, "What are you?
anybody can see that point!  Are you stupid?".’
~¢. It was unreal to see.two trustees go at it. It was,

whakmo! "I think teachers should indulge in this sometime:.
‘ )

After cach interview the researcher transcribed*and then

» -
cdlted the transcriptions finto synopsis form. The synopsis of
the particular.intenvjew,was sent to the subjects for scrutiny.

During the following interview the subjects were given an

opportuhity to alter points which they felt were misinterpreted.

Stollowing are examples of how this procedure worked. The first

L3

prample shows a teacher agreeing with the researcher's
tnterpretation. The first statement is from the synopsis. The

second statement 1s the subject's comment about it. Note that

tesides adreeing with the synopsis statement the subject uses

N 4
Fhe synopsis statement as a catalyst to allow him to accentuate

»’

the point he was trying to make with another example.

Synopsis statement: J

.  The main problem is that teachers are not consulted
about changes which involve them. Another problem
related to changes' is that there are too many changes
all at once. In the past two years we have had a
curriculum change in 4 major areas: language arts,
5cience, math, and social studies. This is too mucn for
generalist elementary school teachers to do justice to.

i o ~
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Wihile teachers are rarely asked to express their opinions
beyvond the school level, they are the first on the firing
}ihe when somebody decides things are not going well
snough.

subject's commént about the synopsis interpretation:

vagl "b" is definitely important, the main problem .1s K
that teachers are not consulted about changes which
involve them. (pause) The number of changes, ya (pause)
rhat's good (pause, intercom message). The impact of
tcachers especially in things that they consider as
having some (pause) effect on them (pause) very, very ‘ .
'mportant (pause) as far as I'm concerned.. This idra
about teachers being on &he firing line and they should
// well they should be given the opportunity to express
their point-of view or whatever it is. The idea that
teachers are scape- goats for politicians etcetera, It
// 1 gotta tell you another .story // Sorry about this
(laughs). But® 1 q\@lqo on the '(pause) negotlatlng
committee of our (name) local that bargains salaries.
snd we went to talk Lo the sch®ol board represantatives
the other day. And (pause) it was unreal. The auy said,
"look {(pause) you wWill accept what we are Giving you
recause you need PLR.Y )

Following is another example of agreement expressed Dby a
different teacher and about a different topic.

Synopsis statement:

Bn1ng with children is a joy. Watching them, listening

to them provides much satisfaction for me. For example:
i. Watching a child's personality come dut as he paints
a picture; )

11 As one child Say something gentle to another child;
iii. When % child begins to read. Or, when he writes a’
story (even a two sentence story); and :
iv. It's like watching your baby take hls first step.
Tt's just something you feel. It overwhelms you!

¢ .
Subject's comment about the synopsis interpretation:

That's the thing I really liked. I loved the way you
wrote (pause) up this (pause) "On Joy". I thought it
said a lot. Right there. Well, I enjoyed reading that
I must admit.

The same teacher continued agreeing with the same interview i



sut in a less inspired manner. Nete how this item acts as a
! catalyst.

!\ Synopsis statement:

T

About Others
Thosg se who are not exceptlonal have not ‘reached an
exceptional ‘level. They have not become. Those who
are not exceptional are often insecure and are threatened
and fearful of exceptional people. Other teachers and
even parents feel their status with children is threatened
by exceptional teachers. Non-exceptional people tend
to be closed and protective about what they. know.

. 3

Subject's commént about the synopsis statemen5:~ ' ﬁ

‘And 1 thought that (pause) this was sad but true.
Because the world is full of // let's face it, everythinu
else is (pause) being honest (pause) being honest and
calling a spade a opide is hard. for us sometimes,
Admitting that you can't do something. That's.a sian
to me of (pause) growth., (pause)  Cause if you zan
always do everything (pause) ther where do you‘go?

' So being honest and saying (pause) evén to another
teacher "I can't do that very well." Or, "I'm having
trouble with that", Or, "See I've hagl a difficulty
handling that ided". 'To me that's such a valuable
thing. ' o

. The fourth example of a subjeét's scrutiny of a synbpsisa
interpretation showévdisagreément, In this'caSQ"the subjecﬁu
reacted to the choice of words';egarding tiﬁe devbted to teachina.
This tfgo of correcction was tybical of criticisms made by the
subjects. |

| Synopsis statement:

On Juggling Expectations
b. I am doing more things now than I was when I startmd
teaching. Then I had to devote all my time to teaching.
Now I am able to parL1c1pate in-parental (home and

ccommunity) duties. ‘ "

"Subject's comment about the synopsis intefpretation:

Sgb)ect
Could we change the "Then I had to devote all my time to
teaching” to "then I could devote". Because this makes

it sound as though I wouldn't have been able to teach

i)
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unless I had (papse).devoted all my time. Do you see
s what I mean? I Ehink'just that one word makes

Researcher:

That's 1b

Subject:

Okay, let me just read.it out loud agein, for me to catch
the gist of 1t. (pause) Under "Juggling Expectations”,
"T am doing more things now then I was when I started
teaching".

Subject:

ﬁesegECher: : _

“Then I could devote all my time to‘teaching.' Now I'm
able to participate in parental (home  and community)
duties" 1s that basically correct? '
Subject:

That sounds better I thinkf
The headings used in the nynepses were selected accordiqq Lo’
how well ehey represented a series of~s;atements.’“Generall§ }he;i
were taken di[ectlfffrom the text or the researcher ehtered.his‘
‘own<telm whieh'he hoped wFuld best suit what the subject had
meant, EXamblesidf'Some of these headings were: On Juggling
. ‘ - .
Expectatiocns, On Aceepting'Help, On Accepting Criticism, On
Teachep Diplomacy, My V;ew of Good Parents, The Past Speaks,
Yeu Must Control WO;;y, Too Much To Think About as Stressful
end gatiguing,.and SO on. Tﬁe reeearcher waS-par;icuiarlye
aware of the danger of tryinty to force stétements uhaer headings
that were not apprepriéte. Therefore, being cognizant.of this
e ) : ]
tendency,‘the,authot-purposely chose headings that were simple
'and‘explicit eneugh t8 fit only statements that were connected
aroundvone situation being described by the subject. 1In this

way forcing generalizations in a premature manner was less of

‘2 problem. Only later on, when substantial data hag appeared, was
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the researcher able to more freely droup statements under one

heading. This type of grouping will be shown in later analyses.
PN

For a deﬁailed view of the

synopses formal, see the samples in

a

Apoendix 5. : N : . -

Inferential Analysis

. 3 . '
When the llteral‘ana1y51s was well underway, it was possible

.

to turn to a more inferential analysis, ‘commenting on more

abstract concepts than before. After the ‘data from the first

two ipterviews were collected, a first profile on each subject

'

was constructed by thelfesearcher. As a foilow—up, a second

profile was cdnstructed after the third interviews. The object

of writing these profiles was primarily to provide comments

about the present perspective of each of the sdbjects, whereas

-~

the synopses provided infprmatibn as much about the past as the

present. -As well, the profiles were constructed for the reason

of building toward a final contextual statemefft which not only
offered accounts of critical experiences the subjects had had
o ’ €

but would also add context to those statements. The headings

under which the profile’statements were arran@éd‘tended to
reflect these'objectives.' There were basically three'types of

a

]

headings. The first involved biographical -information. Headings

such-as Background and Family were used here. The second type

-~ -

of headings'referred to personaiity_traits and social concerns
of the subjects such as: Perfectionism, Préstige, Confidence;
Autonomy, Modei anq.TieS, Aspirations, Authenticity, Sincerity,
Caring, and so on. The third typé of headings related more
specifically toithe subjects! peréeptioﬁs of conflicting

,/'

/

\/
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expectations’and the level+of skill Ehe shbjects felt they -had
ar managing those conflicts. Examples of éuch headings dre:
CJasgroom Management, Conflict Managemént, Peers, Parents,
Students, Curriculum, and, so on.

In order to construct the profiles it was not necessary for
‘new data to emerge. Rather, a bqntinuation of cchrete descr;ptive
data @as needed. However, for these data to be analyzed in a mdro
abstragt mannér it was necessary to look at the data-differently
than before. For instance, the researcﬁer had to ]ﬁbk less to
erleit meanihgs and more'to the possible existencg‘pf b%oa&@r

nore general meanings. To-do this the researcher had to move
from dealing with what the subjects were saying in each situation

to what the subjects were,séying over time, why they might be

2

zxXpressing the views that they were, and how they were expressing

cheir views. An example of this new focus is that one teacher

‘f' ".»" &

regularly used expressions oOf apolbgy, denoting humility, when

referring to her own capabilities as a teacher.

/
I must make plain that I'm really a poor choice to %sk
for (pause) for teaching expertise because (pause)
sometimes I look around and I think {pause) "Oh my
.goodness how long is it going to take me to learn how
to do things effectively?"

She was equally apologetic about what she felt to be a
tendency on her part to be too egocentric. _ ‘
I think it is true though. I am one of those "I"
.people. (laughs) And T wish // I wish I weren't.

I made the other‘commeht that "I was astounded that
this came from me." ' :
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~third peréon singular in the profilés whereaq the synopses

.

Such turns of phrase played an important part in the researcher's

constructing of this teacher's profile and, of course, in under-

' standing her present perspective regarding role expectation

Mmanagement.  For instance, through such analysis it could be

detected that this particular subiject wouid not normally blame ”

’

other .colleagues for a confiict of expectations. EvidencéAof ghis
1S given as she respoﬁds to a guestion about whether of.nOt‘the
principal could have helped her promofe a teaching>idea to the
teaching‘staff.

Provably instead of puttlng the blame on the admlnlerato*
then (pause) I should have used // come up with other
strategies and say "Alrlght what can I do'to (pause)
counteract this". And so probably that would be what //
Or (pause) But . looking at it now I think that I should .
have perhaps come up with new ways.teo appreoach it that
would have interested people ' - v /‘
- . o '

Einally, as with the interview Synops§s, the subjects were

encouraged to criticize the content of the profiles.: To encourage

such criticism, the researcher referred to the subjects in the

were wrltten in the flrst p@rqon singqular. Writing the profile

. } . o ) .
in such a wéy,‘it was hoped, would accentuate the fact that the
13 N .

researcher's writing was inferential, possibly containing errors.
The subjects were given an opportunity to address the
o : i .

profilesvduring the next following interview. InteYrestingly,

: ) . :
while the sub]ectg,were rather explicit about corrections to the

,synopsis’material, they were not particularly critical about the

rrofile material., Thete might -be two reasons for this. First,

the nature of many of the comments were more psycho-analytical

than the synopses. Whereas the synopses contained concrete

C
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information that was either right or wrong to the subjects, the
more implicit material of the pro%iles4could have been more
difficult for the sub?ects to agree or diéagrge with. Second,
the»:ese;rcher had speﬁt a considerable length of time with the
vUbjeFto durlng 1nterV1ews and later in ponderlng thelz transcripts .
and synopses. Becausé of tﬁis point it would be no surprise to
find that the researcher was beginning to geﬁ cloéer to making
statements about the subjects and their perspectives that were
acceptable to them. For more information about the profile
format\sew sample material included in Appendix 6.
Contextual Analysis

The earlier analysis forms tended to break down and reorganiz,

data into terms of the phenomencn of role expectation managemen\.

But the materlal produced by these analyses, whlle being substantial,

was largely disjunctive, showing little'inte:relationship between

the parts. Therefore, it was necessary to try to'reorganize this

informatien to contextualize the data at the same time as sélect
what had proven to be the most pertinent information about the
phenomenon of interest offered by the subjects to date. This
énalysis was a step beyond and yét totally dependent on the data
gained from the literal analysis of the synopses ané'the

inferential analysis as provided from the first and second

profiles. The presentation of these data was in the form of

case reports. The first case report was given to the subjects
after the fourth interviews. While dependent on the earlier

analysis forms, the format of the case reports was presented in
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a different fasﬁiOn.‘ A discussion of this diffefence follows.
First, the case reports wére written more in prose form,
whereas the synopses and the profiles had been presented in
point form. The case reports adhered»to a three part format.
The first part of each case report included an introduction of

the subject, attempting to. provide biographical details pertinent

i .

to understanding the phenomenon of role expectation méhagement.
Information for this section came largely from data that had
been gathered in the profiles. The second part wa; degigned to
show how the subjects had been faced with.conflicting exXpectations
inh the past which gontinue to be yiewed as critical experiences’
to thém. Statements about these critical expériences were made
B

available largely through the concrete analysis of the synopses.
The third part was designed to provide a view of the subjects’
present perspective related ﬁo their position on role expectation
.ménégement. While making no attempt to show direct relationships
to each of the previous critical experiehces, the rgsearcher
attempted -to make more general statements about thé subjects'
views subsequent td their having géne through experiences
Such as'thosé described in the second section. This part drew
heavily on the inferential analysis of the profiles for information.

The first case‘reports were extremely lengthy. ' Because the
researcher was hé;itant to eliminate what might later prove éo
be important data,‘fhe first case reports were lavgely‘untaperod.
Therefore, the, subjécts were offered thé case reports, npt onlg

for confirmation or denial, but for editing advice. To assis*
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the Su:jects‘to scrutinize and edit, ﬁhc res&aycher provided them
wit?eithree point scale. As the subjecté'read through this

fi?%t Care report they were asked to mark "A" for any statements
that were higﬁly relévant, "B" for moderately relevaﬁt statements;
and "C" for irrelevant sfatements. However, this tool was

unnecessary. «No comments received a "C" and few received a "B",
L o
A5 an example of ‘this, in one instance a subject chose, rather
\ . l ~ "
than using "A", "B", or *C", to use "A" and "AA". The latter
sign was to designate "extremely relevant" statements. Similtarly
the statements of the first case reports tended to be ‘highly
relevant to all subjects. As far as the editing process was
concerned, as with the profiles, the subjects no longer seemed
te guestion content. Interestingly, the majority of the comments
related td'concrete statements related to their own biographies
and to spelling and grammatical errors made by the researcher.
The researcher had before him a méss‘of data generally
rolaked to teacher rdle expectation management. - Yet, a lot of
‘data remained unnecessarily repetitive. Therefore, the researcher
turned to the second writing of the case reports. The second

-

case reports were written with thé same basic format as the first.
_ 1

‘The introductions were largely the same,'although'SOme information

was‘deleted that might endangér the identity of the subjects.

The seténd part was ;eofgéniZed under headings which were

Standardized among the four subjects.v This was aone'for two

reasons. The first reason was because it was felt that

standardizing headings would put the data in a more presentabple
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format for tbe reader. The second reason was because it had

been noted by the researcher that critical situations as related
by the subjects each seemed to emanate from a limited number of
sourceé.l Upon further analysis it was found that these situatioqs
seeméd to be séen‘by the subjects as having an embodied form,
meaning that each coﬁflict was seen Eo be caﬁsed by another

person Oor persons. For these th reasons the researcher sought
ogt these embodied forms as focal points of discussion. It

Waé found that there were seven such chal points. In returning
to the term used in the introductfon.and 1iterature'réview of

this document the researcher decided to name them "key interactors®.

v

‘AS the conflicts with these interactors involved their
cxpectations of teachers, the %eadings were generally as follows:
Personal-ﬁxpeéﬁations, Student Eigectatioﬁs, Exéectations of
Other Teacﬁers, Pafent Exéectations, Expectationé of School
AdminlstratOrs,vSpecialist ‘Expectations, ExpeCtatiéns of Lécal
Board and_ProQinciél Govgrﬁment Officials.

"As before, the thjrd‘part of thé case reﬁbrt attembted to
deal, in a general fashion, With_thé present persbective that
“he §ubjecps had come to regardigg rolevexpéctation~managemen£.t
The claim, once again, wés not that this perspective was due
entifely to the fe@ criti;al situations deséribéd in thezéfévious
section. IRather, the ciaim'was thét the subjects-had come to
such a perspective because of their meeﬁing critical Siﬁuations
like the onés described. Once again the subjects were.given an

e

. opportunity to react to this new case report. However, as the



.y

Y - -
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school year was near an énd the subjects preferred to discuss

-

this.caso_report by telephone. At this point thére were relétivejy'
ininor changes ﬁo be hadé to the second case report. For further
information regarding contextual analysis and the case reports
see Appendix 7.
Comparative Analysis

The data by this time had been analyzed éﬁ greap‘length to
see that it couid be reported in a-way that would sﬁow thg»uniquv
and 1diosyncratic el@m@nts aont_each subje;tf pr‘it wa§ ;1me
to turn to a bboado% comparison of the daﬁa. The objectiye-at
tﬁis stage of analyéis was to group détavmaae-available from
5tuaying cach 1ndividual subject.. The researcher used thevkéy
interactors as a quide to organize’this data bepause the
interactors were common eléments fouﬁd in the role éxpéctation'
management‘ﬁy all subjects. As well, the rééearchef’wés\mindful
of the past—to—pregent deVelopﬁent of perspective that had
“become evidegt in collecting and o:gan;zing the-data previously.
As;the'resea;chef became aware of this development he also
became aware of certaiﬁ £opics emerging at the same_time. These
topics it seemed were -a res&atemenﬁ of the study purposes. Yet
the topics were stated in suchva way a§ ;o‘éllow the researcher
to more‘directly and‘praééically address the study pu;poses
permitted. For that reason these tppics wefe used.as major
headings for the comparative analysis. The topics_are as follows!‘

1. Evidence of a cyclic pattern that occurs each time the

subjects are involved in managing conflicting expectations of rocle

RN



2. How' the subjects perceive conflicting role expectations

over time

Z.f‘HOWZtHe subjects pegceive their attempts to manage \\\

N -~

conflicting role expectations over time
4. How the experiences of role conflict mahagement have

affected the Subjecté

5.  Ev;dehcef6f a weighing mechanism that the subjects have

. : o . . o '
. come. to use to balance various expectations of their role.

- The comparative analysis did not call for collaboration with
the subJects. The reason for ending this form of collaboration
at this'pointyidf'éodrse, was'to_remain:faithful to the promise

of not discussing precise conditions of the subjects with each

other. Further, their cbmmitment,had been to construct a picture

6f“théir own perspectives. That had lérgely been done. HOWevép,

peer consultations continued, as they had during the previousg

analysés. .Therefore, thiS aspect of éollaboration~continued on
during the éomparative analysis¥ 'Finally, whilebreadings from
edu;gtion, psybhology, and Sociology wene'no{ sét‘aside

during any part of the study, the ;eseapcher recognizes fhat
iéédingsvin such‘areés had an affect on ﬁhis form of analysis
1n»par£iculaf}

The four analysis steps were an outgrowth of the type and

A;amouht of - data made available through the interviews. The

nrogression of these analyses_generally moved from concrete to
arstract interpretations of individual and group-related data.
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in returbinq to the analogy presented at the beginning of this
discugéidn, a blueprint was not available for the researcher to
follow in analyzing the data of this study. Guided only by a

general study purpose and an urge to explore this purpose the

/

researcher hag to seek his own bluéprint; one that could be
described only after all data had been collected and the analysié

itself had been virtually completed as well. The four steps
which have been described form that blueprint. :

v B

bresentation of the Data

As with the data -gathering and the analysis, the format for

&

presentation wa$ not preconceived, Rather, it evolved throughout

| the_stuay‘ After some aélibpratiOn it was docided.tﬁét this
Cmaterial ;ould be best presénted.by first addtéSsingAeach subjoct
éeparately.. This<wa; done to preserve the Qnique and often
idibéyncrétic.elemehts in each szjecE's story. The‘emic data

" taken during each iptef&iew, like any set of transcripts, wére
ilengthy and qgmberséme to read. .However, seen as aﬁ ;mportant
asbect of the study they were %ecordeg, with;seléctions appearing

in AppendiX 3. Copies of the complete body of transcripts aré -

available upon request made to-the researcher.

Thus it was necessary to summar12§‘the-emic‘data‘mentioned
above for each individual. Such a summary was organizea by.the
résearcbe: buﬁ, as pointéd out éarlier,;it :eqﬁired ;egulér,
checkbacks with the subjects'go be sure that the reséarcher had
been able to write an interpretation that was agreeable with

the subjects themselves. It was decided that these individual



case reports would ﬁolloQ a standard format similar to the éne
presented to the subjects. Therefore, the same three-part -

format was used,-as described in the previoﬁs discussion. F;;st,

“a short introduction was'presénted to provide important biographical
details about the subjé&ts.“:Secépd,‘a series of vignéﬁtes were
constructed to représent Whif the_subjgcts reported to be

conflicts that t:hey had exuperienc.ed from their past and which

they felt have had a major impact on their téaéher_role. The

same key interactors were used as focal points for these vignettes
‘that were in the sécond case study. Third, the case feports -

closed with a discussion of the subiects' present ‘perspectives
t

~

related to aspects of teacher role
. ‘- !

;gxpectation management, The
atteﬁpt of tbis closing statementfwas to show that the present

i~ T -
pgrspective'has been influenced by critical conflicts over.;he
'y@ars like those reported in the vignetteé; Each case report
was presented as a complete chapter in itself. These four
'Chapters‘maké up the body of Section 2 of the thesis.

The fesear;hidata were théﬁ“;résented in a broader form in
Section 3. fWheréas the case .reports dépended on eérlier analysis
.forms; this section drew from the comparative ahaiyéis, described
earlier. At this point tﬁe data were reorganized, returning Ep
the néfion'bf teaéhér'role management cyéle‘déééribed in éhapter
I1I of t e th sis.' Inudoing so, it became possible to compare

the developfient and outcome of all the subjects subsequent to

¢ .
s

their being involved in this cycle. Further, it was also

possible to discuss, the four subjects together in terms of a
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welghing nechanism which was found to exist within that cycle.
.The presentation of the data raises several questions.
A discussion of these follows:

1. What assurance has the reader tha£'a11 the key>interactofs

were selected and discussed? Ail four subjects showed an

i \ v‘ .
awareness of the same interactors. ~This was undoubtedly because
there are a limited number of interactors related to teacher role
negotiation. Howovér, as Qlluded to earlier, thene‘was evidence
ifo show that the expectations of these-key people were perco{vod
ditferently by each of thg,subjects. Such evidence will be
provided in the case repor&s.

2. What assurance does the reader have that the researchoer
 showed the nost_criticalbconflicts regarding role negotiation?
AS well, how does the reader know if.important detailslhave not
begnronitped from tne vignettes? The researcher does not claim
to have reported about all the conflicts. ‘The clain, rather, is
to have reported about such critical situations to give an
indication of the txpe of conflioting expectations that the
snbiécts have faced. The interest of the researohefihas]been
ﬁo trace the'development'of_a management style or technique..

Therefore, being able to collect examples, rather "than cOmmenting

s

on all situations, has been the aim. The interviews were conducted
& month apart, with subjects being encouraged to keep personél

journals to énhance the prospects of collecting important details
. : - [¥]

related to the vignettes. Further, material was presented time

and -again to the subjects giving them the opportunity to add such

X
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details to the researcher's interpretation. It should be
recognized that an important aim of each interview session and

each subsequent written interpretation was to gain a sense of

e

——
T

agreement between the researchéf‘5ﬁd*thegsgbjects. Related to

this point, another aim of the interviews was to‘ésntinuously

search out new details related to the phenomenon being studied.

3 '
* [1 <

‘Névertheless, rather than. saying all pertinent details emerged,

the researcher suggests that a number of major details have had

an opportunity to emerge and, because of the negotiation process,

these 1n aLlhlikelihood have been sthn.
'3f _Were'negated conflicts not important? YFs,vbut the first

. 4 '

intent 6f this thesis was to investigate extreme conflicts and

theif.concomitaﬁt respdnsés. Affor showing these. conflicts,

greater clarity was given to lesser and cuven negated conflicts,

Some‘of‘theée are discussed later in the thesis, when data are

compared betweén indivjduéls.

4. Was anonymity. of the.subjects not endangered by reporting

in individual format? It is true that case format could have

made the subjects more recognizable. Because the study dealt with

conflict there wag the posSibility of exposing some’ subjects

o,
e P \

with damning evidence, leaving them in a position of vulnerability.

Yet the data called for fair representation, the cage approach
being deemed the best way to do this. Thus the problem becamre
one of protecting the subjects at the same time as reoorting the

data in an open honest way. In-order to facilitate these :wo -

~



interests, the researcher had to' take pains to present a picture

of the subjects without endangering .their identity. One of the
. measures taken was to see fhat eachvsubject was given a pseudonym.
- L4 . N

. ) . - . _
in no instances were the real names of the subjects or their
&

associates given in the thesis' document. 1In cases where

meanings were not alt@red, names of places and‘dates,wore

changed. Finally, soméwspecial information seen by two of the
subjects to he of a partjCU]arly sensitive nature was omitted
ontirely from the main study as well as frém the appeﬁdices.

These protective measures were taken in accordance to the agreensnt
ahout énonymity made between the researcher(and subjocté b¢f6r~

;he study began.

5. s jt.éossiblé that thé information reported tends to be
glazed over by fond memorieé of the past and false;optim£%m
about the future?‘ There 1is séme»reason to belie§e that thi;
can happen. For instance, in retrospec;_it'is oftéh moke;plgasant
to tell é?put,one‘s'good times, how one-has succéssfully handled
a number, of situahfoﬁs in the'paét, and about how bright the
future is because of these thiﬁgs. HQQever, it is also true
that, given thevinterview atmosphere deséribéd earlier, the
'_ subjects shquld Ee williné and abie to re§ort about a broad:
reélm of thiégs. ATheir sécurity and respectability should nét
be in quesﬁion. Therefére, they 5éve little to lose in féiliﬁg
about their bad’times-as.well as their good times; ho} do'th@yv

have. anything to lose in telling about their failures as well

as their successes. From such reports the subjects and the

117



researcher, together, can discuss in a relativé]y impartial wav
the subjects' development and outlook toward the future.
6. If the data are presented in fipal analysis by first

looking at similarities between subjects, 1s this a comment that

differences are unimportant? No. Although, the primary aim
in describing a phenomenon in question is to first look to

commonalities to recognizé patterns in the data (Bronowski, 1977).

Thus looking ‘to similarities is seen as the slarting point in
G i , ¢
“

-

Mscussing the data. However, from thal point many difforerness

Mav. be apparent.  For this reason the case reports are prescnterd

tnodetaill to provide o view of the idiosyncratic details of
cochoindividual,  As well, during the presentation of the
comparative analysis in Chapter IX differences will be discusced.

such discussions, nevertheless, will -be shown as variances from

.

the gimilarities presented,

Truétworthihess of the Reéearch’Methodé

'in order that the_findipgs\of ﬁhts study be viewed as
irugtﬁorthy'certain rg]cvant points;need to be reviewed, despite
; tendency to be repetitive in somé'instances. Guba (1981) °
snggests that Va1idity regarding ”néturalistic resedrch' such as

presented in this study needs to be viewed in a different light

from that -1 the prédominantly quantitative-experimental designs.

#ts a change be made in terminology. Internal

“ivitly are better described as credibility;

vl Lath Fdependability; and-external validity

E4
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and generalizability as transferability. An adaptation of threso
Lhree tests of trustworthiness follows with suggestions for -
application to this study.

Credibilaity
L IRAPDL ST -

et

How can the resgearcher establish confidence that the

subjects' views have emerged? How can the researcher be sure ‘hat

fhege views are not purely his own? Guba suggests that theoge

SLens e vaken, \
- B . -

Lo dember checks.  Member checks refers to the testing of
s

iata by checking with the subjects for agreenment. This was dono

hroughott the interview schedule as well as after the interviews

had terminated.  EBEvidoence of. member ‘checks has been shown pr@VlOu\ly.

dember checks were an integral part of the'interview format. As

.

wWwell, the synopses, profiles, and case reports were all shown

Lo bé based on a strict adherence to collaboration between the

>

researcher and the-subjects. - ﬁ

It was felt that retrospective accounts

2. Prolonged study.

needed time to emerge. Therefore, conversants were given exposure

to the topic of the study through‘a series of lengthy in-depth

interviews. The researcher spent a minimum of one hour on Six
geparate occasions with each of the subjects. The first of

these meetings was part of the recruitment phase of the'study;

The subseguent five meetings were part of the formal study

itself. Fach of these interviews were taped. As well, a period

.

of one month was allowed to elapse between each interview. This

interim period was endineered to provide the oppdrtunity for

i



new information to unfold. The subjects were initially asked Lo
record retrospective accounts in jgurnals.’ Tbis‘plan was useful
for two of the four subjects. It was found that the other two
subjects were able to report past experiences without the
journals. Qhether they chose to‘usé a'journal or not, all
subjects agreed that this interim period did allow topics to
be remembered. The researchef, in the meanwhile, used these
interim oeriods to‘transcribw tapes, wWrite-up tHe synopses, and
later develop the profiles and case sfudies. ‘Thé one month
interim period was essential as a, practical conéideration k0o

8 C . .
pr@pafind these marorials,jsmnding’them out,; and preparing for

rne next sat of interviews. .

3. peer debriefing. Further collaboration between the -

researcher and his colleagues proved to be helpful in analyzirg
» ) : =} .
data and introducing new questions. In a sense, Guba suggects,

this-aspect of trustworthiness of the researcher's procedures

is like =¥posing his thinking to a "jury". Having to answer -

to his peers provided an . on-going cross-examination, offering

¢ -

direction, confirmation and, in some cases, alternative directions

for the rosearcher to pursue. The researcher called on the three
members of his supervisory committee and his wife-typist for thig

type of interaction.

. Collection of referential adequacy materials. Audio

tapes, transcriptions, synopses, profiles, and case reports stood

40 verify the researcher's written-interpretations. Testing

analyses sand interpreotations of these materials was an on-going

&

/ s

)
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brocess throughout the study. Such a credibility test, of course,
was done by making these materials available to the subjects

themselves and aspects of them available to the researcher'g .
. o I R
b SO

veers,
5. §?£EQEE£E£_SQhSEEE§ET Because of the alteration of the
émic data through the synopses, profiles, and case reports, it
was important to test every datum and ihterpretatioﬁ throughout
i

the research against other data to assure that there was no

.

internal conflict. -To see if interpal conflicts existed between
éata the subjécts were giten the oppottunipy during each interview
to explain them. In’the meanwhile the data fell under the
continuous scrutiny of the researcher as he altéred it to fit

a réportable format. His efforts to alter the data were based

On structural coherence from one interview to the next.

6. E?E?EEEhS£“9¥U?E£9Q99' The researcher piloted the study,
tésting his instrumental ability by arranging for experiences
prior to the major wérk, thus testing his skiIlskof interviewing
and.ana]yzing. Yet, being relatively inexperienced in using
such a research method the researcher fogpd that even after rhe
oilot study he was.ngt the expert he hadxgéped to be. Not until
the study was over did he begin to feel a coﬁfortable level of
conftidence. HoweVér; as the teachers were being studied for
the first time, this iﬁexperienbe also acted to the researcher's
advantage. Tﬁe subjects seemed to sense that the'reseafch

Was a pioneering effort. Becapse of ﬁhis, they seemed all the more

committed to making a personal contribution themselves.



Trapsferability

How can the resgafcher-dotermine that the findinés of the
study miqﬂt have app]iéétiqn in other céntexts Oor with other
B u‘h Jects?

While no céntext could ever be repeatwd.in the same‘way,
certain patterns'cén emerge {rom exploratory studies such as:
this. The aim has been to estaplish what Chin and Dod%ey (1973)
call "middle range theories”. @This,iﬁplies thatfthere be some.
ﬁentativenwsé in terms of squééting gross generalizations across
many situations. However; middle rén@e patterns can stand as
a loose sét of pa;ametéﬁs of’ggécher thought and behavior.

Guba (1981) suggests £Har_néturalistic spagies such as this
study must provide‘a richness of data whereby comparisons of .
context éould be madb with othér contexts to which transfer
night b@ahomtemplat@d. The presentatioh 5f datﬁ'iﬁ such-a wav,
ne adds, .calls the readers of the researdh>tozbe the final
judqes;of conditions of transferability based on a fdegree of
fit". Therefore, bhesides pfeéenting much of the original data
1n the main bodybof the thesis, much of the data has been included
in the appendices of the study. ‘As well; thé full body of
transcriﬁts and other supportive matérial is available for
review. o ‘ .

Dependability

w Would it be possible to consistently repeat the findings of

this study if the subjects’and the situation were the same?

>

First of all, it is impqssible to find the same situation.
- :

3
b



Secondly, the subjects' perspéctives have been changed anew by
the research. Such change is the case of all résearch that
directly involves its subjects. Thirdly, no two researchers
are the same. Thorffore, in a study where researcher participation
15 s0 vital it is dimportant that certain measures are taken to
assure the work is done in.a dependable énd scholarly fashion.
For other researchers interested in checking the data
against their own background or integested in doing similar
stddips, Guba suggests, once again, a clear "audit trail" be
left by the original rpsea%phep. Therefore, supplementing the
thesls document by audio ﬁapes.of all conversations, full
:ransbriptions of those tapes, synopses of those transcriptions,
teacher profiles( teacﬁer case studies, as weli as a éet of
Journals kept by the résearchcr have been preserved. In Lhis

way”a step-by-step account of the original research was recorded.

Lim

Ltations of the Research Methods

: ‘ : ¢
Despite there being some repetition with the preceding
discussion, the topic of limitations 1s scen to require special
attention. . The following points are offered as possible

limitations to the trustworthiness of this study.

N
14

1. Sampling.  The sample size was kept small in order to
allow in-depth study. 'However,.because of this small sample
size there was less chance to establish a sampling body which

might better represent the teachers in general.
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The opportunistic sampling style was somewhat crude.  iwhil.e

-

it was usod because of prabtical and et%;laJ reazons stated
areviously, 1t did not necessarily ensure the bw}t subiject
selection in terms of éhj]itjos or representativeness. There

was the possibility, fQ[ @xamplf,_tﬁat teachers miqht $13 typ{£ied
because they were s@lectéa ;cEQrding to their willingnésé to
share their views. Such a willfngness, of course, hight not i
repregsentative of the.majority ofltyéchecﬁ; Thorbfopo, becaus::

- 1ims have bheen made about

the sampling was opportunistic no cls

the results represepting all teachers

2. ggnfgimigyi There was ‘a danger Ehat the r@séarcher‘s
presence would affect the teachers in such a way ﬁhat tﬁey would
try to confOrm‘to what they thought the reséarcher wénted theﬁ
L0 say.r This needed attention as a recruitment criterion.

\

Further, it was a point that required hu;turing‘in the earlier

‘interviews, with the researcher reminding the subjects that the

success of the study depended on their aﬁilipy to disclose their
OWn views.

3.7 giséiggggﬁ: Goffman (1967) and Murphy (1966f, in
niscussing Lhe topic of face-to-face interaction, suggest tha:

individuals can never totally disclose themselves to another

verson. People maintain a protective veneer around thenselves.
, ) : : .
&

Some' of this protectionism is conscious, some is not. Inrany
=vent, the researcher recognized this aspect of human nature,

acceptlng that what was disclosed to him by the subjects was

\



quaiifi@dfaccording to what the subjects felt was memorable in
the first place, pertinent to the discussion, an< 1lt1matély'
zafe to their own woll-being.,

4. Focusing.. CGreat attention wés given to the developmont
of catalysts to provide flexibility to explore teacher role :vwx
oxpectation manageﬁent., This was done ihvliehvof establishing \
preconceived qqéstions to guide the study and tﬂe separate
Ynterview S@SS]Ons.l While such flexibility was shown to he

] i
necessary, it did not.always lend itselfl well to intencsifyinag
focus to direct the talk. The 'subjects and researcher all
sensed frustration éwriodically.in being free to move into ;any
ﬂjrections of ‘conversation, but.often wondering if.the talk was
on track, Furthor,rthwr@ often seemed too much to say. ThéM
"sorrowlof language", as Merleau-Ponty (19645 calls it, is that
veople cahnot say everything ﬁhey wish to. Only & few tﬁoughts
Tan emerge to the speake;'s satisfaction over a short time.

Of{ten ideas are pushed back, forgotten in order to focus on

T one that is at hand. . This selechion is done with little

sdrance that pursuit of the one bging gadr@ssea wfll necessari iy
e pxpro;sud'satisfacﬁorily.‘ ngevec, as this. ls a limj§apion,
1t 18 a natural one and one which has to be conside:ed as a
normal human function.
5._ignter§gg§§pi9ni Defining pgrspéctive( 1t has been
-.;hpwn, is a difficult business. Qf courso,'this difficulty iz

hecause perspective changes due to new experiences gained py the

subjects. At the same time the subjects are continuously trying



Lo know themselves and their viows. Knowing oneself in itself
i3 difficult. But, as one becomes distanced from the originallvy
percelved situation the intended meanings tend to he altered,

Fraure 8, The Tntérpretive Gap (Part C), is an extension of

oo
-
D

o The Interpretive Gap (Part A), and Figure. 7, The Intevprot e
AN . .
Gap (Part B). Briefly, it shows the originally perceived situation

G

transiated by the teachers. In turn,‘these recéllections are
negotiated hetween the teachers éhd'the reseafcher! ‘The
researcher, in turn, .translates ‘these meanings into the- form of

a document. Finally, Lhe doéument stands as a message zegardiqg
these meaningé to the reader. 'Through this procgss the .chance
§f~spoiling the original intent is large. Becauée of the intense
interaction of the résearcher with the subjects the outcome
becomes a joint interéretatioﬁ,‘nb‘longer rgpresentihé the views
of the subjects alone. Thereféré, this could be seén as a
Iimitation of the method of the stddy;

6. _EéEEWEE£EEE£9ﬂ; While the raw emic'views have been
exproésed‘jn the transcfipts this mass of nrinted matéfialvcould
not all bo‘grésontod in the thesis.. Therefore; It had to be
sdited by’locating and ipcluding statements that were pafticulafly

‘péftinehp to the deQelopment of role expectation management.
This edliting Qas done?£hrough a ang process ‘of negotiation,
Jowever, given what‘has/beenlsaid‘thus_fat about the difficulties
SF knowing‘ongus owh'yiew, diSc]osing it, and baving 1t interpreted,
it se@ms”ﬁnljkely that the,best'and most relevant information

will have been gleaned in all instances. Rather, it would be
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e oreaconable to consider the selection of the data +o Lo rEsent

, - .

s oof gevoralepladsible and relévant collections of statenmencs

iout the subjects' porspectives regarding the phenomenon of

oL - hY
PRV RGR AN

ClYosure.  Docarentinag the development of a nerson'sa

Srapectld presents Lo guestion of when to end the study.

it orhe read problem with closure is that the moment 1t is

s . .
crcised Cheostudy, 0 oa sense, becomes outdated. The subiocnz

’

111 continua bo change.  In years to come they might look on

cvteots of the intervnretation found in this document as a curicsicy,
. S . -

“<inn the information reported no longer part of them. Therefors,

i should he recoanivedd that this document «reports a human’
!»velopment that no longer exists specifically as it has been

nresented. l o .

\
Bthical Considerations

Voo - Pthical Consid

.

Certain ethical concerns have been mentioned tn an incidental
y

fashion thus far. But, due to the extreme lmportance of thi
area, a special section has been devoted to it. Spradley (1079)
coints out that when social researchers ask people to disclose

information about themselves and others ipn the name of science
C e _
“heyv are also entrusted with some important responsibilities.  Some

of those responsibilities are listed below.
. Privacy for the subjects and others. Even when subjects
“laimed privacy was of little consequence, the researcher felt

ne owed it to them, their colleagues, and others to eliminate

trde identities from the Bdublished document. In this study



traced to someone to their detriment despite using pseudony

suach material was edited and in some cases eliminated entirciy,

<. ine resecarch asoan agent of change. . Because of their
tntense anvolvement with the research project, Lhe perspectives

2f both the researcher and the Subjects were altered. For the

N

. i i . S Lo
st ot {‘}25;«\5(* chango were loarning experiences, welcomed oy

coTh o parties.  These usually took the form of l2arning to

CHOress whatohad been previously tacitly known or thought to o

forgotten.  However, fhe researcher also had o be aware that
A

certain rosics might have been considered as upsetting and/o:
tarmfuol to the subjects.  As it was, three situations arose

firectly that the researcher might have pursued but were clearly

painful menories and/or of a hiwhl ersonal nature to the
i \ [ L

. . \d .
cubjects. Anticipating snch occasions, the researchéyr decided

.inoadvance torstay clear of such topics. With the agreement of
toe cubjecus it was decided that If a topic was still highly

relevant, dospite the discomfort it caused, the interview mifht

Rosack o ity bur froma difforent direction and at oa difr.: e

.

(4]

 t agreement. . DUring the recruitment phase it was

fqreed between the subijects and-the researcher that the final
Thesis document would be made available to the subjects.

\

“Uonsidering the collaboration method used in the study such an
a3reement secemed ‘appropriate.  All four subjects showed an

cxtreme Interest in scoing the final document.



&

crsoand bhe pedagogical

Support of rencr

Teen o bhe antoent of thio study Lo support feachers by Dertor.

snderstanding their perceived “Xpectations of the teacher roo.
a8
In thiseway it“Qii been assumed the study will contribute 1o

sedadogy in general.. Bgr if the information of this shudy o1l

-

ised inoa Tuperficial way, without considering thne contexrs
Teported in this document, the regults could be desbructive,
fronically, while the study, in.part, has zet out Lo redetfin:

the concept of teacher  support it may only contribute as 3
. .

-

.
Ut

e}

hindrance if misinterpreted. "Therefore, the researcher appeal

Lo the user of this information to delve into the complexity of

the phenomenon where teachers respond collectively to expectations

cof their role, taking care not to superimpose solutions *o

problems’ which may have forelgn contexts to the ones reported

nerein,

«

This chapter has provided a deseription of e mothods gaed

PR I

£ gather, analyze, and present the research dara. . In doing 3.
. . » " Vv
aGia. oo

section 1 is concluded.  The stage has. bepen set for the dat

reporred-in the following section.



CASE RYPORTS

Ien s cnrased of four chanter, Yach (Chadte:

Cent S E eparate cace roport, one for cach of the Subhyect L,

S nTe menorte et oot A progression through the analyical

Weooribed in Sectiom 1. All four gLeps were uged in anaitvzin:

Lreenrad informat ton In_fhis section to

]

\
AT e 0arate s oot . Those case reports vlay an

SITOIn wreadressing towscda a lroader comparative analysis of

e wWhiich de s oussed in Scction 3.

aciual farnat o e case rehoris was AN ontarowih of
. . + - ' N
ehuneana N omeanings covween Fho SUDJRoTs and the ressuroher

Cotres mortod of the Mo Fortal o intorsiows., A¢ has hesn

by vhe neqotioac Lo hoty freed and focused the direceoi.n

daration, vrogrescing from rather open.to more swecific
AR slirrtsiwere iro made by the rezearcher o Lregeryye

L Lo . | .
bR wengects consiticred to be highly relevant 155U2¢, at

o

fans tiie bhat legn relevant ones were “llminated. 70 cnock
CeoMrILTen aynopses and orofiles were provided to the Subjsano,

Wi de the content of “ach report was guite different, there

) ' "‘
srfe certailn similarities apparent among all subjects. Some -of
trese similarities were 5o marked that it became virtually

mhossinle to exclude them from consideration until Section 3,

22 nad boen~¢ar]i@r planned. In trying to preserve 'the uniqueness

2ach subhject's report, as well as to facilitateqcertain basic



rilaricis oorder to later enhance the Process of comparizon

B

faced with a dilemma. For a time it appear-d

TseoLWo things at the same time was nof

a4 solution later appeared. The solution

1avolved ads tind a similar format which would be somewhat

standard for each report but would not call for conformity of

the content of material within that format. L the same time,

of course, it was vital that such a format would meet with the

approval of *each subject. After a number oOf revisians, as
discussed In Chapter 1V 'and shown in the Appendices, such an

srproval owas Y three-part format was chosen and agreea

4
o introduction, a description of the

ahen.,

I v discussion of the data presented. , AD
. N V ‘
1 oo parts follows.
’ i Lon. initially this part was to have provided
Pgrapt 115 to set the stage before each subject's
critical fcts were discussed. . But it was found, as a resule

fj drafts, that some. details. had been descriped too

s idlyy }:ﬁ g the subjects feeling rather unconfortable.

Therdfore, -4

oolleaqgues,

pell as Lo eliminate needless repet ' ion ip sone

cames, Lhe reso scher,ctegether with the subjects, decided that -

i@ would ‘he rest zo elimipate much of the'biggraphical background

a3t had been <« to date. However, .the decision to eliminate

sqkp material Lonot mran entirely eliminating the original

Fors e o
e

nt of the introduction. Biographical details could still he

a1 inoa cimpiifi@dtforqat. First, the subjects agreed that, the -

wiLe

w
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Introduction: could include details about their ages, schools, and

carade level s¥periences.  As well, a brief description of the

subjects| teacher-training and perhaps certain of their teaching

preferences could also be discussed. Second, rather than dwell

—

on an undue number of details from the past, 1t was felt that rhe

Y

researcher might be able to best spend his time and efforts

‘1eading the reader towards the body of the case reports by sharing

trotearly impressions of the subjects. This could be done hv

nescribing his first meeting with each subject. In presenting

the Introduction in this way, the researcher would allow the
..

reader to share in some of ;}% first impressions of the subjects.,

2. Vignettes of-conflict. Several .vignettes are presented
: i ‘ '

under this heading. Thev are cach meant to represent a prdgression -

From the past to present. As well, each vignette describes a
sanject's confrontation with what he/she considered to he ga
conflicting eXpectation which had ‘and might continue to have an

Important influence on his/her present perspective. It is

“

“lmportant to emphasize that these conflicts are examples, not the

nly relevant conflicts to have occurred in the lives of the
“ipjects.  The conflicts will, in all likelihood; have altersd
over time with each individual. Also;, the conflicts described in
the Qighettes are not hecessari;y meant to be considered of equal
¢ o o , L ‘
lmportance from one subject to the next. Further, it is not the

intention of the researcher to show that each conflict is of equal

intensity within the scope of one Subject's story.

3T



Fach vignette initially focusgs on an interactor seen by
o .- . . -
@4 subject Lo be a key person in a particular conflict. Such

interactors were considered by "the subjects to be the main calse
of the conflicts reported. - These same people were found to be

consistent interactors with all subjects. VYet, the details
. ] T \_\ . .

about the conflicts varied. The initial intention was to focus
) [

first on the key inté\sctors who are in close proximity to the
subjects, followed by associations‘progressively more distan;.
However, in some situatibns.the feéearcher may have altered this
patterh s%igﬁtly‘tovalloW'events to be repofted more ciea;ly
than would otherwise have been the cése. Foiiowing are the
.iﬁteréctors in the order they will generally appear;

a. Personal: ’Conflict with persoﬁal interactors involves
se1f and family intefests. |

~b. Students.. Conflict with student interactors involves
~anflict with the subjects' efforts to work with students.

c. Other teachers. Conflict with teacher inteactors involves

conflict between the subjects and their immediate peers.

d. Parents. Conflict with parent. interactors involves a

»

'conflict with the subjects' efforts to deal with parents regarding

[

the welfare of the students.

B - »

e. School administrators. Conflict with school‘adminisfrators
involves ihteracﬁioas Qigh tﬁe principéls and/or vice principals of
tﬁé subjecfs'”schools)

f.' Specjalists. ICénflict with specialists invoives conéultant;
and 6ther-porsonnel who;wotk directly with teacheré in various

Te

faﬁhions,. v



%

g. Board and government officials., Copflict with board and

‘

qovernment officials involves all elected and appointed

adiministrative local board and provincial government members and
what teachers perceive to be the decisions of such members.

&

It is important to note that the researcher probed for additional
interactors. However, those considered to be important to the

four subjecks fell under the above headings. Therefore, additional
- hwadings were unnecessary.'

. P
Bach vignette is followed by a table which attempts to

canture the highlights of the subjects' perspectives from a'past‘

fime frame to the present. These tables are presented in five

columns.  The firsl.cb]umn deals W th what the subjects' perceive
C e expéc%ations which are conflicting. The second column-
deoscribes the subjects! initial responses after‘firét‘perceiving
a situation of confljét. Tﬁe third column shows the subjectg'

v
chosen management responses. The fourth column deals with thg
Subjects' evaluation of theﬂsuccess of their actions. The fifth
Column.dééls with aspects of the subjects' perspectives which
have altered due to their having experienced conflicts and also
due to gheir attempts to manage those conflicts,

It 1s important to note that these tables closely adhere to
the steps aescribed in Figure 2. A Cyclic Model of Conflict
Manggement. While the tables are shown in a linear fashion to
empaasize content, they can be viewed in a circular fashion as
in Figure 2. The similarities between the tables and Figure 2 will

]

e discussed in Sectiorwiyi At that point it will be shown that



th1s cyele offers much to the explanation of the structure and
function of the weighing mechanism in‘duestion.

Because the Cyclic Model of Conflict Management is so

' : o ) 9;5-;
prevalent throughout the thesis’ the question must be Red: Have
the data used in this document been selected purely in terms of
their suitability for supporting such a model? To answer the .
question: No, and there has been no attempt to select data on
that basis. There was initially no selectivity at all. Early

. .
fynopses were interpretod as literally as possible. In time
there was an attempt to screen the data to eliminate needless
revetition, but this was done strictly on the basis of direct

teedback from the subjects. During the study the format of the

Cvelic Model was borne out time and. time again. This was presumably

due to the simplicity Sf the Model's design, allo%ing adherence
to the idiosyncrat;c elements reported yet offering a high.degree
of fit to each situation feportgd.

3. §35?9§§E934 The Discussion attempts to describé, in a
more general fashion than in the vignetteg, the development of
the subjects' perspectives regafdiﬁg role éxpéc;gtion manaéeﬁént.
Wrile the vignétteé do not represent the only confliCtG‘expérienced
by the subjects, it was agreed betWeen‘the subjécts and the -
researcher that the vignettes do typify’such experiehces{

Therefore, onthat basis the Discussion will make Qroader statemgnts
about the development of the subjecps' present awarenssé of
conflicting role expectations and their initial and chosen

responses to conflicting expectations., As well, Statements will

Deoade about other aspects of the subjects' future orientation

“

17246
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subsequent to their.having had such‘exberiences. Perspective will
ba looked: at in this way by analyzing what the subjects generally
agreed were three main areas of improvémen£ over ‘time: \confidence,
rewards, and responsibilities.

The case reports have been designed to capture the view of
the subjects, showing the cohte%t within which.each subject views
‘runf]ict management. The overall objective is to show the
structure and fgnction of the subjects' growing ability to manage
conflipting‘role‘expectations as well aé to comment about the
-~ffect that the.development 0f such a mechanism has had on,tpe'

subjecte and their role.



CHAPTER V
SARAH

E£E£é§9ction

Sarah, 1in hér mid fifties, has been teaching for over twenty
yoars. She has taught each grade level possible in elementary
zchool and 1s presently teaching grade one, her favourite- level.

, o

Sarah's initial training was ‘enough to meet the minimal requirements
G( the day for a teacher's certificate. She began her career in
& rural situation, working there briefly'befoée accepting a
contract with a large city board. Sarah has taught with thls sane
beard for the majority of her Careervthus-far. Later, with
cncouragement from her first two principals Sarah decided to
return to university where she completed her_degreé. Upon her
return to teaching she Qas given a positioﬁ at her present
school. This i1s the fourth séhOol she has taught at sinée the
H%qinninq of her career.

When the reS@arcﬁer first ﬁet Sarah-he was a faculty consultant.
41 assignment was to supervise a student-teacher working with
Sarah. The researcher [irst spoke tb Sarah by telephone to make
ivrrangements for a meeting with Sarah and the student-teacher.
Over the pelepﬁone he was ihmediately'impressed by Sarah's
cﬁeerful voice and particularlyuﬁ§.her positive approach to his
vroposed arrival.  The r@searché{ found Sa;ah's reception pa;ticularly
ouratanding because, from Lhe.rosoarchor’svoxpwrioncs, faculty

consultants-owere often received in a rather cautious manner by

clussroom toachers.

138



Later, upon arriving at th@ school for the Prearranged
reeting, the reSearchet'was m&t at the door by a pleasant white-
baired lady, the principal,,who personally led the researcher
Lo Sarah's ciaésroom. Outgide of the door the principél called’
into the classrdom that a visitor had arrived and‘a familiar

choerful 'voice called back "We're down here! Send him in!". \
. ) . §

Upoh entering,'th@ researcher was immediétoly struck by the sizt
»{ the C}assroom. 1t had‘evjdvntly bé@n two Separatg classroqms
At one time. At the end of tho room in which ne hadlentered WAas
large carpeted arca where thoré_WGre the teacher's and students'
desks as well as coat and boot racks. ‘While this end of the room
was-colorfulyy decorated with a variety of figures holding or
containing numbers or letters, th@ othép end, the researcﬁer\felt,
Was aven more %ntriguing. In that area were sandboxes, art
chasels, Carppﬁtry tools and large wooden biocks, Cassette tape
recorders and earphonésL & number of extremely low-to-the-floor
k: réund_tablos and tiny Chairé,‘bookshelves and portable chalk
bgards, not td mention a number of bulletin boards placed on the

walls which proudly displayed (in a maze of color) recent art

. work done by the students.

Amidst all the decorative paraphernalia were three adults and

two children who were busily rearranging materials for the next day's

N

works It was not difficult for this researcher to pick out Sarah from
the group. Despite her tiny stature she, more than the others,
neved quickly and with an air of certainty from one table to the

)

Nt She spoke contimmously (o the others, giving instructions



to them.
: ¢ : ¢

_ﬂ}thoun ?topping Sarah looked up and called out a chd€rful

Ty
w¢l§ome to the researcher, adding, "We'll be right there". At
that point, Sarah turhed to one adult who appeared.to be a
parenthhelper and spoke to her in a hushed voice. .Then, more
1oudly she concluded, "Okay that's fine. Uh huh. Ya. Okéy.
Thanks then. Byei” W%th that the parent was'gon@; Sarah then
rurned ﬁo two more who were evidently older students from that
school.  She briefly thanked them agd told them it was ";imo to
3000t home™ . Las£ly, again in a guiet ince,-Sarah spoke to the
wrth helper who was the Stﬁdent—teacher. ‘The two conversed
foroa oshort tiﬁe, appérently talking ‘about the day's activities
and perhaps aboﬁt the next. Sarah had quickly, aﬁd as far as
ne researcher could see effectively,disbensed with the gﬁsiness
a& Hénd like a general, confident, sure, and decisive.
) 4 .

Of course, at this time thé researcher had little way of
bnowing that.over a year later this raﬁher torceful liftle woman
woild become . a center of attention for him_as a subject of a yet
untormulated ‘'study. The early impression, described abové, not o o
snly caused Ehe researcher to recruit Sarah as a subject but
als0, interestingly eno&gb, remained as.a consistent impression
with His later perceptions over the year in which this study took
place. Finally, along with certain traits alluded to earlier, ,
sarah's ability and willingness to disclose critical conflicting
situations from her past and present made her a particularly ‘

cifective subject for a ctudy of this nature. As the following s /

sransttes will show, Sarah was-a willing partner in the negotiacion
. ,



v

of méaning pbetween herso]{ and the researche;. Probing for
information with such a subject called'for little more thah the
Mare initiatinngf notions on the part of the researcher before
iaingﬁénthusiaétically and capably spdken to by Sarah. with

Ve

g . s AR .- .
saraly-the notion of democratic® conversation was well taken.
Vignettes of Conflict

Sarah, 1t was found, has not been without role-related

s

. . . [ . . : - .
conflicts 1n the. past, nor is zhe entirely free from such conflicta
14 ; aY P

crezently. As the following vignetfes will show, Sarah not only
o hor own individual perspective regarding conflicts, but

cxporiencing such conflicts has led her to establish

¥

very much her own ways of dealing with role—related conflictsi

55 a teacher. The following seven. vignettes are stated\ip Sarah's
‘vrme. They are: .chr;oming a Tendency to Self—Overloaa; Holding
Students to a Satisfactory Effort; Managing Parental Criticism;

A Lack of Conflict with Séecialists; Maintaining Coiiégiality-

and Tegritoriality with Other Teachers; Dealing with Lack of

Support by the Principal; and Overcoming Curriculum Rigidity.

Overcoming a Tendency'to Self-Overload

This vignetté describes a problem which Sarah faced from the-
outset of her career. As will bé shown, Eowever, fhe nature of
this probl?m altered over time és her situation in life cﬁanged.

Sarah-eonsidered herself as having speciél télents as a’

teacher from the outset of her career. She felt, and continues to

L=el, that she has been divinely blessed with skills to be an

—



creeptional teacher.

I feel and have always felt God's presence within me.
I feel like I have been chosen, a type of divine
intervention to express special talents as a teacher.
I feel T have been blessed as a teacher. I believe

I am exceptional and that I have a gift as a teacher.

Sarah remembers that she "threw" herself into her work as a
novice teacher. Teaching was everything tq her. Working with . ///
her students was a labour of love. Yet Sarah's total immersion
10 her teaching was also'closély associated with what became,
‘ ) S8
w111 be shown, a problem of solf—overloaajng.
While Sarah's thouahts were preoccupied with school and her .
‘. : . .
~rudents, such a tendency could not continue. Sarah had
chher interests. . Spe also aspirbd to marry and have a family.
“hoerefore, when these interests became a reality they broughrt:
tth them the additional role responsibilities of being a mother
i wife.,  She remembers having had a difficult time trying to
clend these two roles with her teaching role. Sarah had -an
rarly tendency to deal with her domestic duties in a fashion
‘
similar to the way she had been handling her sthodl activities;
. " } ) N
intense and total. Such intensity of each role, she found,
¢ould not continue. ) )

- When I was younger I used to get really frustrated whep
T didn't get all the things done that T had planned for
the weekend, baking bread, knitting, ectc. But T came +-
a new view, 1 don't have to be as perfect as’ 1 felt I
needed to be.  For example, before we had .children 1
used to vaccuum everyday and clean the oven and cupboards.
Everything had to be spotless.

Tne above frustration was magnified with the arrival of Saran's e
) »

“irst child. Choosing to continue her teaching -after a short

maternity leave, she recalls the anguish she went through wher

142
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vhe left her child with a babysitter with whom she was not famillar.'

When 1 left my baby with one sitter about whom I was not
confident, I went through much anguish. I didn't even
know this was the cause. For this two month period I
hated teaching, .the only time of my career.

Laxwas clear to Saréh‘that her difficUlties stemmed from bélnc
pialled botween home and school duties. ‘Trying to comply with Lhe
srpectations of both.was taking its toll and would have go be’
altered, she félt. Fortdnatelytlghe passing of time offered a

first solution.  The tabysitter proved to be competent; thus

noerah was less ‘anxious about the child's welfare. rnowinag. that ,
N . e
R y

+1l was well at home she could turn her attention more complestely
. ) v ‘ . 5 - B
her work -at school. Regarding her feeling that she tended
“o bo unsatisfactorily meticulous about domestic dutles, Sarah
Pecame aware that this nroblem called for rationalizing. ‘Her
following comment about her earlier tendency to be a "domestic
perfectionist” bears this out. o
How ridiculous. There are more important-things to do.
You learn what these important things are. Xou learn to
adapt. ‘ B 4
‘Therefore, Sarah would forgive herself if the cupboardvaere
. not immaculate and if the floors were not vacuumed daily. But

these duties still had to be done perjodically, despite the fact

that she was able to alter her view of what she was to respond

to domestically; Therefore, Sarah established a set of procedurdprmn, o

rules to assist her with her responsibilities. . First, she would
nave to make better use of her time»during 2ll phases of the day.
Wnatever her responsibility-at the time, she would have - to attend

0 1t qulckly, efficipntly, and completely. This would call for

2



more self discipline. She began to realize that her earlier
fendencies to indulge at length in concerns for others sometimes
had to be limited, otherwise her, results, she felt, would begin
to diminish. Therefore she decided to "toughen-up" if she was
. to find her work rewarding; Second, during each evening certain
basic domestic duties must be’attendéd to such as washing,
ironing, éooking, and so on. Third, special needs by family:
members could take precedence over these domestic necessities
puribdically. Fourth, when chores and family needs had been
arttended to, Sarah made sure that:she found time for herself.
interestingly, no matter how short this_time was, it offered he:
an escape {rom further adherence to_the other priorities descrihed,
., Usually I follow a very well-organized schedule. &nd.
o’ L don't go off it very much until I am on my own tine.
. Usually I do nothing when I am on my own time. And
that's when T don't stay on schedule for anything. I'm
§0 structured. that that kind of helps me when I have to
go: hback to a structure. -
‘Sarah sees the above structure as a necessity to pursue the
role respongibilities of teacher, mother, and wife. Such a -
4

- conclusion comes not only from her own experiences but from what

zhe feels her colleagues must do, as well.

For myself\énd my colleagues, we\all live pretty Structured‘

~home lives. Washing, ironing, andg baking have to be done
‘before anything else. Each domestic duty has a time
rallotment .-

Finally, Sarah has come to recognizé that her husband hds
~heena key contributor to her ability to deal satisfactorily with

A

domestic responsibilities.  In short, sh® states, he has eliminated

ressures from home that other husbands often impose on their wives,
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Rather than his being actively involved in her career, Saran
feels that her husband has always been passive and yet distantly
supportive of her teaching. She sees him as being "almost

nlacid” toward her work. But rather than that alone, she feels,

.

*his 15 his way of understanding her needs and thus encouraging her

‘

L0 pursue her own intérests, ,

He is.got paftigularly,interested in éiscussing my’

school work. However, he understands that i;fs important
to me. Therefore, 1n a-rather passive manner he suppolts
my teaching, s In a sense, he let's me be, '

Sarah's ¢xpanded responsibilities have led her to becone

.

sutremely efficient. She sees herself occupying three major
o : : ’ . a - ’

voles, in two areas, a mother and wife at home and a teacher a®

<chool. She has made compromises at a domestic level to assure

satlisfaction there and at school. Acquiringethis satisfaction

-

has required an alteration of her domestic expectations, time

f
to blend these various responsibilities, and a husband who
recognizes her need to express herself, as a teacher as well.
Now, for the aboVe reasons as well as the fact that all but
| . e : R

one of Sarah's.children have moved away from the home, her
domestic duties'a:e less demanding. But, she admits, she is her
OWn worst enemy. Rather than having,more and more free time for

out-of-school#»matters she finds that there is no increase in

free time at all.. The problem has become one where, during out-of-

.

school time, she .continually and seemingly involuntarily begins
“o.think about school activities. Such an automatic shift is
reflected in her following comment about teaching and learning

1deas.



e

- T am always thinking about what 1 can do to improve my
school situation, how I can help a student master a
Skill. I often shop for items which will make teachina
more interesting and which will make 1oarn1ng more
challenging.  While outside. of school my attention
flashes into thinking about new ideas for school.

Regarding the above tendency the following comment shows
that Sarah sometimes feels that she is on a merry go-~round.

But that is where I'm gettlng a little bit frustrated
with myself. The hurrier I go the behinder I. get!
T have S0 much that I want to do with them (students).
<<

Sarah's driive . to generate, new teachlng and learnlng 1deas is
unrelenting at times.  For example, her classroom calls for
continuousalteration. While she accepts that such a tendency

1& part of ‘good teaching, she does recognize it as being fatiquing.
Yoo she sees that she is thegcause of much of the blame herself.

This room, in parfjcular, is a heavy commitment. and I'm

partly to blame because I'm not satisfied with leaving
_things the same. I should set them up and leave it.

But T don't. I set them up and then I'm constantly.

finding something that I m wanting to change.. I can see

five things now that have got to be different. ’ '

Much of the fatigue related‘tovatténding Lo her room, Sarah

teels, is due’ to its becoming disorderly. The solu{ion Lo this

problem, of course, is to clean it up. But the passing of

.

time has allowed her to give up some ownership, where she now
Ihoks to others for assistance, sharing the activities that were

hers alone bhefore.

1

o

Sometimes I need an escape from'this room when it's
disordérly. And whether it is cleaned by students,
another adult, or- myself I am much relleved to- haVG it

neat and- tidy again. ot

In the same way Sarah has learned to loosen her control over

=

ill .aspects of program and thus interaction with her students.

t
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~wamnle, whereas she once led group singing and accompanied the
SUrOuUp at rhe same time, she now turns .to outside help. The
reason, as 1s shown below, is because she recognizes that to try

©0 do all things at once wears heavily on her and provides less

for her students. As her final cqmﬁgnt implies, she was thankful,

1f not a little surprised, to find out how Well things would turn

out. The example vrovided involved ,Sarah preparing for a Christmas

> . /
concert., . - i
. i /

\4\- k :
I was~concerned because I was accompanying the school for
“the Christmas .concert. And I play t pianoc but I'm
not an accompanist. I plunk away with the kids. And 1
'got to the point where I thought I just don't want to do
this. TIt's hot going to be good for me, my kids, or the
Kids I'm working wit#.” So'I said I was going to pick
up an accompanist. And I did. And you know, I just felt

fine.
.
n C]oxing it apprars that Sarah is reasonably satisfied
Wwith her present workload. Further, she recognizes that she is
the one that decides the extent of her involvement in the work
that she does. Her main-rolée responsibilities are of her own
choice.. Yot the pace she keeps presently is every bit as hectic
as 1t was years previously, she claims. Her involvement with
. _ S ‘ , ,
students, professional - development, family activities, and church
work bear witness to this. In reality she has as much reason
roday to complain vigorously of work overload as she had years
‘hefore.  But she does not. The seemingly hectic pace she
presently keeps-is quite acceptable to her. The fatigue. and
Ln |
frustration she may have felt before are no longer evidént., Her

i'1nal two comments offer some explanation for this. Sarah feels

iood about having spen! her day well:

ta

-
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I am quite satisfied with my job as a teacher and with my
general position in life at this point in time. I sleep
well at night because 1've spent my day fully:

There is little indication that Sarah really - finds herself

"rapped by role responsibilities anymore, whether they involve =

) . B \L\:‘\\R“—!
house cleaning, creating teaching. ideas, or other such things. ‘
Thevkoy, i{ there is one alone, scems to exist in her genéfal
outleok about the work responsibilities she is involved in. She
indicates that she fecls she is a high energy type of person and

qgests metaphor1<a]]y that her output is directly related to the
o
qualjry o{~hor motive to,work. e : ¢
‘I think I'm a high energy level person. I th1nk this has
something to do.with my view of myself and life in®
general . It is p0q31h]e to burn the cand@e at Doth ends : e

1f you watch the. klnd of wick you have.

Thus 1t would seem that the way Sarah sgends her time and effo?t

seems to her to be highly réwarding. Further, she anticipates that

3 i
5T

*such réwards‘wi]J,COhtinue. From this personal trend it would geéhr
that her feeling bf ovgrlbad, whether»it be caused by herself or
others, has greatly diminished. 'Buf, most importantly, the work that

Sarah'is involved jn‘seems to have aJtered'her'notion of - self-

overload ‘into somethlng which mlght ratber be termed "self-

rejuvenating." (For a detailed summary see Figure 9, OveréomiHQ
a Tendency. to Self-Overload.)

Holding Students to a Satisfactory Effort

_The following vignette describes-an area of concern which -
has always occupied Sarah's attention. This particular problem,
however, did not appear Eo‘be a:prevalentlcogflict until later =

on in her career. It remains at the present time as a continued

~area of concern, taking much Qf her time and effort to deal with.

)
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Farlier in her carcer, Sarah suggests, she did not experience
much difficulty with meeting student expectations. However, she
claims, ovey the'years many of her students‘have become more
Jifficult ﬁﬁ please and have a tendency to be more outspoken

about their dissatisfaction with their teachers' performances.

.
t

Children are more outspoken about being bored than ever
hefore. Students expect much of teachers today. They
become bored easily and are more verbose about this.

The reason {or such criticism, she suggests, 1is because there

»

are more things vying for children's attention. The _media, in
; ~_
particular, have affected children. Sarah feels th?t childfgq\
have become progressively less willing to participate in classroom
_ actiQities gnIess classroom activities are offered in an exciting,
even flamboyant manner .

But while the above-described tendency of -students bothered
Sarah, she recognized that she was well—equipped to handle this
change in them. sHer claim is that she has always had a vibrant
exciting teachinq style, one that can compete successfu‘by,for
the attention of modern students. Her best measure of the success
of her teaching style, she adds, is that students enjoy working in
%vr class and are never bored. Therefore, such positive responses

~have encouréged Sarah to continue on in a direction éhekwished to
go in the first place.
I fit the media style teacher image more than most ‘
teachers. I find my teaching style fits the interests

of today's child. That's because I'm a very exuberant
teacher. I'm kind of on the move. I don't find the kids

say, "I'm bored", "I don't like school", or "This is no
fun". 1 don't ever get that from them. Not because I'm
going out of my way to teach but because that's the way I

teach. So 1'm not doing anything I would not choose to do.

!
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While the conflict described avae seemed settled, Sarah also
pecame aware that her students were realfy ref]eéting two deeper
more bésic deficiencies in their behavior. First, Sarah believed
that, while students were becoming more critical, they were also
hocoming hore complacent, caring less to do their work well than
their counterparts had years previously. She began to see that
Chil@fen were being given more and more material goods by adults
than ever before. Ironically, she feels, as children have been
Jiven more, they want more. Such a trend‘becomes problematic’
bwcause/ as studepts are given things so ffeely, the results
are a deterioratién-in their drive to ao and get things. Stated
in broader terms, she adds, they fail to meet new challenges.

Y

. A
‘Such complacency, she adds, results in children lacking not

nnly the will to strive but to feel the joy of success itself.

This loss of experience leaves a void %1 their personalities.

Some children do not know the joy of success through effort.

Children who have things given to them and have everything
at their fingertips crave. They have not been forced to
develop personally and, in that sense, their personality
lacks. Their hunger may drive them towards more material
toys, gimmicks, etcetera, but they are continually
frustrated. They are spoiled and it's such a shame. They
lack challenges. They don't know much about being without
or striving.
/
But such a realizaﬂion seems to undercut Sarah's rationale

to continue on with hef‘vibrant teaching style. She couid see

the possibilities of c@nt[adiction between an entertainiﬁg teaching
i

style and a need by stubepts to strive and succeed. However, she

remained firm that the Ewo could exist together, being mutually

hheneficial to her students. She rationalizes that her vibrant

style may well be entertaining but not in a way that allowed

1D
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students to be passive, | Passivity was not to be tolerated, és
Sarah recognized the imbortané@ of holding each and every one of
her students to reciprocate wpph)the effort that she put into
thoyactivitiés;

But ho]ding students to reciprocating was:‘not-enough4 Sarah

W

found. The problem of student complacency called for further

explanation than leaving things as they‘were.. There seeméq to be !
a further complication. Sarah‘felt that students were becoming
deficient in what she termed "basic moral fibré". Indicaggrs of
this, Sarah felt, were a loss of trust by young people towards
adultsh thﬁs a lack of obedience by young people to adults and
to teachers, in particular. Along with students tending to be
disobedient, Sarah adds, they are confused about other basic
value traits such as, honesty and virtue. Such a deterioration of
values,'shé.féels/ presents a frightening dilemma.
This abparent deterioration of values is frighténing.
Years before kids were taught not to steal and not to
lie. Yet now they are learning to cheat and lie if they
" can get away with it.
This "moral confusion", Sarah conclUdéd, was af the root of
her students' difficulties. Because of such apparent lack of
values her own Jjob of teaching had become more qemanding than

years earlier. Without a clear set of values in the classroom,

she reasoned, there would be chaos. Whereas at one time students

‘came to school with similar values, now there seemed to be no

similarities, just confusion, she claims. 1In years prior, Sarah
had felt free to address "reading, arithmetic, and science

concepts”. Now she could see that her first priority had to be
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a values curriculum 1f she was to be of service to her students
and if she was g; reap benefi?s from her efforts.

Thus éarah added a new emphasis to her:teaching, one which
gave stability to the earlier steps dhe had taken in atteméts
fo spur her students on to better things. The results, she

reports, have been encouraging. For example, she -has held

students to being more thoughtful and déing things for others

wWithout the promise of reéwards. The result, she claims, has

been that students show greater respect for each other and to

]

Sarah herself. By doing this type of thing, Sarah feels, she has

managed to add moral stability to the way students think anut
themselves and others. Therefore, the real important thingéﬁof

A3

the curriculum, she concludes, are values themselves. By firét
working on values Sarah has beeéﬁable to proceed the way she

wants to teach, holding students to meet challenges in a pbsitive,q
constructive manner rather than in a.negative critical fashion, |

as the trend seemed to have been bhefore.

While Sarah maintained her course holding students to

“reciprdcate her own efforts, she became aware of another problem,

this time from the opposite end of the continuum. Because Sarah

offered a curriculum emphasizing values which was largely fun-

oriented, some students claimed that they were not working. This
suggestion implied to Sarah that growth was not taking.place.
Such a thought she knew was not tgue. Therefore, she yas guick
to Lry to convince students who were complaining that what they
were doing was worthwhile and, while not a form of drudgery, it

was work.



It 1s’very verylimportant to me -that my students sense
they are being thallenged ang are growing in my class.
Sometimes I have to sell then on this because they think
they're only having fun. 1T need to convince them tha*
they are working. For instance, one little boy is in
reading in the top three per cent for the city. He thinksg
he isn't working. But he is. It's Just that it's fun.

Whenever suggestions, like the one described above, arise
through students, Sarah tries to dispense them quickly. While
this form of complaint is not commonly stated by students,

Sarah reports that it has} and continues to, strike a sensitive

note with her.

Sarah claims that the tendency to féel that work

is drudgery, hard, or always difficult causes some students

to get caught up in a useless pursuit of detail. She calls this

tendency "perfectionism". However, such a trait,'Sarah.holdS,

1s undesirable for school children. She has learned, as a

teacher as well as a mother, that in order for children to grow

they must taste a wide range of experiences. Expecting perfection -

from them then ié not only unreasonable, it is impossible. .Thus
with an expectation of perfection from childfen, Sarah concludes,
somebody is going to lose; either the children, hérself, or both.

My zeal for perfectionism was not -so strong aﬁ school.’
I learned early that my work with children would not

allow this. How can you have perfectionism with children?

That is too extreme and somebody is .going to be the

loser, either you or the kids. Because kids are not

born to be perfectionists. They -might be pushed into
- that. But they were born to explore and create. ’

[y

Rather than adhering to perfectioniém, Sarah feels that
¢hildren should explore. There is too much to experience in life
for them to be trying sd“eariy to perfect minute skills. Thus she

has them tasting life'and students who wish to perfect their

R
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skills are not encouraged to do so in her class.
While 1 respect childrefi with traits of perfectionism,
I try to change them because there are other things in
life besides making a straight line where they have to
erase, erase, and erase. I try to head off that type _
of frustration. This tyge of perfectionism is a difficult
line to pursue. In the world where there-is too much
to pursue and explore, why fuss with things that are
here today and gone tomorrow?
Yet, Sarah adds, while she has ruled out perfectionism, she
recognjzes that a fine line exists between perfectionism and
E‘- ’
holding students to strive to meet her expectations of thewm. She
feels she is successful in defining that line,
You can have very high expectations of children without
being a perfectionist. The job of the teacher is to
get the most out of the child everyday. Not ‘the minimuny
. The maximum amount of thinking, exploring and problem
solving. - o
Therefore, a balancing point seems to exist between two
extremes, complacency and perfectionism. Seeing these opposites
has provided clarification to Sarah in determining what she is
-to hold students to andvalso in defining what she needs in
return-from her teaching effort. If she is to glean student-
'related‘rewards from teaching, she has decided that she must
have an effort from her students which matches her own. Her
students must reciprocate, showing that they care to interact in
a similar fashion. The fruit of her efforts, Sarah feels,'calls
for-her to be ready to receive her rewards as those rewards often
appear in brief but briJliant moments. Such moments must be
recognized and savoured. The following Statement shows how

deeply Sarah 1s. touched by her association With her students and

her readiness to g]eén'certainnsplenQid moments with them as



156

significant rewards in return for her teaching efforts.

Being with children is a joy: Watching them, listening

to them provides much satisfaction for me. For eXamplo,
watching a child's personality come out as he paints a . w
victure, or as one child says something gently to another
child, or when 3 ¢hild begins to read, or when he ‘writes

a story for the first time. These 0ccasions are like
watching your paby take his first step. 1It'sg something

you feel. 1It's such an ovetwhelminq feeling. Ang it's

such a thrill and an honour to be able to share 1in.

Besides catching special moments, Sarah has also come to

recognize that there can be a long-term reward involved in

N i

Interacting with students which she intends to hold to. Sarah's
. ; . . R . :
talk about schoq% children reflects deep associations. She

intends to retain friendships over the years, not to cut them

[

off when‘they,are promoted from grade one into grade.two.

I get much more satisfaction getting direct. positive
feedback from my students. It's nice if the parents are
happy or compliment me. -But I don't reallyccare. 1It's
the kids that I strive to build up a good rzﬁationship
~with. They always say, "Sosh I sure miss it here in
your class" or "I sure miss you". My association with
these students is never intended to end at grade one.
I take ppride in the fact that régularly eX-students of
all ages come back to visit with me. This is not only
-at school but at my home as well. .It's kind of a nice
feeling. 1I've got so many of my best friends who were
at one time my students. They've grown up, married, and
have kids of their own. They come around the house all
the time. 1It's kind of neat ‘'you know.

Whether her interaction with her students is short term or

long term Sarah maintains that‘she grows right along with them.

When asked if she felt it was neCeSsary to put her own developmental

interests aside i¥f order to help students she replied:
v : o - .
I have never felt that I am putting my own growth aside
while these children are nurtured, heavens no! Because
I've grown 50 much. . You couldn't possibly stay in the same
sbot.' I've grown so much .in every way, especially in my
tolerance, my understanding of people.. S
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In summary, Sarah found that studehts did not respond to her

: ; _
cfforts,ﬁs she was used to. 5She felt students craved fun 8
.

but they also cravcd'chéllengcs, not passive entertainment,

These two needs she could £ill. But it took several years of
ohserving her studenﬁs before she diagnosed what she felt was the
real problem, a lack of moral direction oh‘tﬁe part of her students.
Upon recqgnizing this need, Sarah altered the emphasis of. her
curriculum with values beéoming the central theme. Sarah also

found that the prbblem‘of complaceﬁéy cogld be taken to opposite
oxtremes’by studeﬁts. In other words students could.pursue‘_
work forVWOfk's éake, often mindlessly and Qithout sensing ény
enjoyment in.it, Perfectionism, Sarah surmised, was a trait
that is closely related ;o such a_predccppation._ In'chilﬁrén;
she concluded, this trait éould not be tolerated. Therefore,
Sayah could see that-a balance must be found bgtweén the éxtreﬁés

. nf pérfectionism and complacency. - The_search'forithis balance,"
:heuaccépts; 1s an on-going task of a teacher. This 1is pafticularly
¢o, she adds, as times change and, in turn,.students noedg'anﬁ\
interests}éﬁangé. Safah/@@en approaches this potential,bonfljgt
with enthusiasm as she Jn&js thé abgve conflict will‘continuously
reappear andvthat_she knows she is equipped pé ﬂahdle it, ‘Finally,
Sarab_recognizes thét failure to face the conflict ihvoiving

Ltudgnt respohse to her means loss 6f some’of the:most”reQarding
moments possible in teaéhing. Such rewardé she is not willing

:to’jeopatdjzo. (For a detailpd’éummary see Figure .10, Learning to

-

Hoid Students to a Satjsfactory'Effott.j
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of the fun they the right things.{to pursue, she felt. this area. . wards, she {eli, hers
Jete having in : X . Therefore she would | dependerir jonher abil-
class., ‘Often . canvynce students to . ty to hold her souderce
students would get alter theyr course. T Jon course towsris

I caught up in “use- ) ) ) . Striving f¢ respohdl s
less® detarl, : ) v ) ' the chatlenge soe aor
putzing their : . far trem.

efforts 1nto ‘un- c : .
ymporrant things®.
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Learning to Manage Parent Criticism .

Rpe following vignetté describes an area which Sarah coAsidérs

L0 he highly'sensitive in mature. That area involves her
teaching style and the way that it has been received by pvarenio.

Sarah remembers, when she hegan teaching, how strange her
. ; .

instructional style seemed to many of the parents of her students.
This was not an entire surprise, .she adds, because she began her
czreer in a rural setting where, she feels, traditional styles

were generally safer to use. But her View of good teaching
involved a lot-of integration of subjects, using the arts as a

mode to convey concepts. Because the students were doing so

.

much painting, dramatics, and music, Sarah claims that parents

oould not always see what work had been done or what growth had

taken place. To offset such concerns she visited the homes of

.~ach of her students, an effective yet equally unorthodox ide%,

she remembers. While Sarah feels she was successful in convincing

rarents of the workability of her teaching style, she remembérs

~that home visitatiofis présented a new problem. Apparently her

¢isits from one home to the next offered much fodder to local

gossip.  She was young and attractive, she remembers, and there

el

wiore "many raised eyebrows during those days", as some community

members wondered what she was doing behind thosé closed doors.

But Sayah brushed "cheap talk" aside and continued her visitations.

This procedure, she felt, was worth the investment in time and -
»ven worth putting up withvdisparagihg remarks. - Thus, during

this portion of her teaching career, Sarah remembers, she:was

. -
e

B
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1510ns produced from bParents criticizing

>

: |
Sever-l years later Sarah moved to an urban schodi,setting\

Because had found home visitations worthwhile to 1nform

parents t her style of teaching, she chose to continue this

procedure, wause she was in a larger <centre, the tendency

for community membars to gossip about her visits disappeared
entirely. She smiles as she states that, as she got older, '"no-
one wondered about her intentions anyhore, anyway". However,
she adds; urban parents also needed a great deal of assurance

' e
about her work with their children. Like rural parents these
people were the product of a more traditional teaching style

than what Sarah had hoped to offer,'

While Sarah attempted to foster the barents{ confidence ‘in

her teaching, she also became’aware of another complication.

Urban parents seemed more dlverse in what they expected of her as

a teacher They were also more verbose -about thelr V1ews In

short, Sarah feels, urban parents were eVen more dlfflcult to

please than those oarents she had encountered rurally.,

Another important reason for'parentS'becoming difficult
to please, Sarah suggests, is that all parentsk es a groUp,
seemed to be changingfover the years. As parents‘changed they

began to more openly question her teaching style. However,

Sarah feels this tendency was not because parents were.weil.

jnformed. Rather, she suggests, parents seemed to be confused
SN .

about thei;iviews. Because of thls confu51on they were more

prone to beche frustrated, thus would criticiZe'or
\ S .

Y
A

'
i
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her as the teacher. Sarah feels that this tendency stems back yto the

5

fact that parents had not seen enough current school situations to
“now what they could reasonably expect of teachers. Parents
continue to be this way presently, ‘Sarah claims. This observation
teads her to make the following generalization.
Parents today are like their children. They really
-don't know what they want but they seem to always want
more than what they have. Now this school, for example,
I don't think you could have a better staff or a better
Set of «circumstances for your child to come into. It's a
loving, clean, happy, good place. And vet we still
have parents complaining about elther there's too much
or there's not enough.

,.Sarah'roports that she has devised several procedures, in
addition to those mentioned earlie;,vto offset the tehdency'of'
parents to criticize her teaching styley at the same time as
winning their support. A discussion of these procedures follows. -
First,,when wishing -to introduce a new program idea which might
have altered the present way the children were learning, she
looked to recruiting parent support through a special meeting
"~ in her classroom as well as by continuing her dhnual home
visitations for the beginbing of the school year. Second, as
pbefore, .even normal activities in class seemed to draw some }
marent concern because "real work" sometimes didn't seem to be
HCVU[rjhg. To convince parents that work was being done as
well as, and perhaps evdn better than, in a traditional classroom
Sarah began sending weekly newsletters home. Further, Sarah

decided that a powerful method to cdnvey'tbe academic competence : gﬁ

of her students to parénts would be to do worksheets once a week
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and send them home. While this type of activity She found to ‘e e
be drab and unexciting, Sarah admits that it not only convinced

parents of the progress that went on in her class but it consolidated

~ D
Y

wark deone for the students and provided additional direction for

herself,

ci
It acts as a compromlse for the parents and ‘students who
feel hard work has to be reflected on worksheets. It
also gives the students a chance to consolidate their . 4
work thus far. And finally, it keeps one on track. it
provides a standard It firms up a lot of ‘hazy areas
that I'm not sure of with the klds, a type of evaluation.

The abovexprocedure continues presently. Each weeﬁ Sarah's

P

studenrs have a "Take Home Day". . Every Frlday they pack up all
of thé work sheets they have done that"day, slip it into the folded

newsletter that Sarah has,prepared, and . take it home, It “is this

5

type of communication, along wlth the regular presence of parenr
) ’ v
aides in her classroom, that Sarah feels provrdes her with the
type of parent support that she desires. : B . ) :1
A thlrd procedure Sarah used regardlng parent crlt1c1sm of

<

her teachlng-style invelved face-to-face confrontation hé

nature of such C[lthl ms, she learned, uSual
of student desk—worklin her classroomn.

this area,

se for 1t because 1 don't think’ _
ent knows what they re talking about. .They-. R ok
haven't dot - ‘grounds to .say that work 1s not teing done. _ ‘
_And T fMould really make an effort to prove what I am dolhg ¢ ot
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is more important than what they think it is. But
because it's'a new field for the parents you have to
really go into depth with it and explain it carefully
to them, and give them examples, and really promote it.

However, on. some rare occasions a parent would remain
critical after Sarah had patiently presented her case. Seeing
that\type of encounter as unfrui&ful, Sarah learned that it was
hest to terminate the conversation quickly and as painlessly as
possiblé.

I try to satisfy them as quickly as possible to get rid
of their criticism fast. For instance I would try to
shut them up in ten words. Or I would play their game

by saying, "Yes, times have changed since we® were young".
In such cases I might try to unruffle their feathers.

‘Finally, when Sarah felt hurt by parent criticism, when it
seemed parents did not appreciate her efforts, she learned to
look for support from her colleagues. With her colleagues she
found sympathetic understanding and a relief from feeling burdened
by unfair criticism.

In such cases I've looked to reinforcement from another
teacher or the principal, someone who is familiar with
my teaching style and my rationale for it. It makes
things better. I can even laugh off criticism, when I
hear a colleague say, "That's not right. That happened
to me too"™, or "She's always yapping about something".

- In such cases it's immediately finished. It's done. It's
ended. And I think you learn to run for help if you need
it. If you can't handle it yourself.

Having experienced and dealt with various parent complaints
over'the'years,,Sarah feels her perspective related Lo parents has
a]tpred.‘\First, Sarah sees many parents as being inexperienced.

She, on the other hand, views herself as one who has tested ang

tried a number of teaching styles over the years and also one who,



In her opinion, has been A successful parent several times over,
Because of her experience Saral feels she is more knowledgeable
about children and schooling than the parents she presently deala
With.  Further when faced with parent criticism, she feels her
eXperience is.th@ basis of her confidence to dispense quickly with
the criticism.
Generally, parents don't know when they've got a good
thing because this is their first time through this.
But 1 do. aAnd 1 usually don't encounter lengthy trouble.
I can dispense with it quickly. This is largely because
I know how much I'm doing. I've been in both places,
both teaching styles. And I am a parent. And I can
relate to such frustrations., And I know the students are
getting more. ' ‘
Because of this growing confidence Sarah has come to the view
that she does not need a lot of coaching or advice fronm parents,
She feels that she does not need to accept complaining as she
may have when she was younger,
Because I am sure of My approach in teaching I tend not
to entertain outright complaining. Perhaps I did when
I was younger. )
. Extending the above point, Sarah has come to the view that,
while she once may have needed reassurance from parents, she no
longer does. Ironically, she receives compliments regularly and

accepts them graciously.

I feel I don't need a lot of reassuring phone calls from
parents congratulating me on my doing a good job. But

I do.get lots of calls regarding this or just to say hello.

And I'm happy about it.
Above all, Sarah has come to the point that, while parents
are-not well-informed about schooling, they are powerful allies in

educating her students. For that reason their support and trust

164
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1s necessary for her to function well as a teacher.-

If you've earned their trust and you have dny of their
other children, or if they believe in you, or if they

realize you know what you're doing, or if they are not
socially shaken or nervous about your teaching style,

they will let their child alone.

|
To Sarah, at this stage of her career, the teaching role is
fear domain. [t is not the domain of parents. The following comment
»xpresses the strength of her feeling about this.
. .
I don't pick up suggestions and criticism and immediately
switch in the direction the parent wishes. I feel strongly
about my teaching style. This is my domain. Because it ic
important to me I will expend energy promotlng it or
defend1ng it to parents
. In closing, Sarah recognizes that where parents are involved
there 1s potential for conflict at anytime. However, she no longer
¥periences as many conflicts in this area as she had in her
zarlier years. Yet, as she points out, the reason for this

fiminishment 1s not because it is less important or %hat parents

are Jess critical. It is because she 1s continuously managing

v
-
4]
D
2

conditions to be assured that this potential conflict is not r
Sarah feels her management activity represents a balance
accurring between her off{orts to decrease parent criticism and,to
intain thelr trust and support of her. As a;luded to earlier,
she views her association yith parents as an alliance. 1In a sense,

*115 alllance is a compromise between what Sarah views as good

teaching and what parents view as good teaching. While Sarah feels

she cannot teach without parent support, this compromise is not
necessarily an equal split between her views and the views of her
parents . Rather, it represents a dynamic and artful manipulation

of conditions where Sarah maintains those things which she hopes
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to do with her students, at the same time as activély recrul ting

and often trving to alter the views of her parents. In the various
ways described she confidently leads parents toward her own views

o gond t@achiﬁg. {For a detailed summary see Figure !l, Learning
o oManage Parent Criticism.)

Jraling witn Conflicting _EXpectations of Specialists

DU[lng the five formal interviews Sarah did not speak of
conflict with consultants o; subject area specialists. Tne reason
for a lack of conflict with these‘interactors stems from Sarah's
view of herself as a teacher. To Sarah an exceptional teacher can
socome one who mighé provide assistance td bther teachers. 1In
short, teachers can be specialists and vice versa. As stated
earlier, Sarah feels she has been blessed with special teaching
Skills. Bécause she sees herself this way she considers Herself . -
a specialist in her own right{ offering assistance to other
teachers in need of help. Thus there hés been little reason for
¢ritical conflicts to exist between Sarah and specialis;s.
However, Sarah's view of herself as a specialist has presented her

with conflicts between herself and some other teachers. Such

‘conflicts will be shown in the next section.

“Q@EELQEaEQ Maintain a Sensé of Collegiality o /
‘The following vignette attempts to show how Sarah learned, ‘over
1% period of t1¢e, that interacting with her peers‘called for a
E tremendous amoOnt of tact. This tact was particularly important
regarding collegial sgéring, an area that Sarah enthusiastically
pursued- from the.beginning of her career. But, as will be.shown,

Sarah found that there had to be limits set as to just what and
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rF;;?CEPTIONS OF INITIAL: CHOSEN MANAGEMENT . JEVALUATTION OF 'ALTERATIUN P o]
COHFLICTING REACTION RESPONSES RESULTS PERSPECTIVE REGARDING
EXPECTATIONS ROLE EXPECTATIONS
S
Rutal parents were Sarah was hurt Sarah continued ’ Sarah sensed that
uncertain of Sarah's{but determined to teaching the way she the conflict was
unorthodox téaching | show parents that pretereed and attempted {not relieved '
style. . her teaching styleito iqnore yndirect substantially.

was appropriate. crityersms and rumours,

' Sarah began visiting Sarah sensed that |Sarah Decar. aware of
homss to recruit the conflict was the anporthnse of
patent sugport. wore relievad, parent suppert aad

4 R . confidence 1 ney
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. tyie, T a
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‘ to te rade teaean
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Senuets gossiped frustrated with visitations despite enecould por up
avnut Sarah's the gossip. q08s1p, with the gossip
“13itatisans.  Sarah . As 11 ng as. gnyes
L3¢ via the : - A pareg?t ® supported
Tirape winet, ’ : o het, .
. In time Sacah moved ta Gossap reqatding A3 Sarak began o S
an urhan school. rome’ visits tne resclie of rag
ceduced, ' WOtk With her ’

) students she recaz.
more confident ahat
ner oteacning ftyle.

- : L
557, found that Sarah felt hurt Sarah devised five . main Sarah felt these Saran came to under-
LThan paients were that these parents management strategies strategies stand that she dig
Toie diverse 1n did qor feel to deal with parent worked. not need a Jot of
“herr views and had fconfident about criticism, pacent inpir.  Ratrer,

tedter expectationsf her. She [elt !. She recrfuited she needed treir

her than hat determined to parent support through SYPport 1n the forn of
7113l parents.  Some| show tliem that meetings and home being Jefr ajona.
b Iher style was use-{visitations.
urhan She Jlooked to parents
. fod te ful, even .
cendet to he super10r to other 2. She majntained as aliies ‘but not as
itical o arent support through sar r
o teaching styles. P pp g equal partrers.
e teacbang ctyle, newslatpers, work-
N o
sheet's, and a parent ) Sarah decare lc;s Je
. aide program, - pendent on teceiving
. Complitents and
assurances fram

3. Fhe met parent

paren::,
Criticiam by patientl,
trying to explain to Saras Jare tg accent
) them. i{iwever, that parents woild (o=
a patent seemed matn fiverse 1n theijr

. unreasonable she would
cut off the
conversation and nat :

vieWs and thas she
would ajways have +o

deal with some

parent criricism and
complaining. Fur:irer
‘she came tv feeling

wOorry about it,

4. She wou!t look to
colloaques for

. more confident in her
sympathy af untair anility to face such
Cr1licism pursisted. -
corditions.
t 5. She remains strong
| and confiydent about
! her views when speaking|
H N with parents.- They
{ seemed to feel secure
i in this act of surety ,
j on her part.
AY

Fragure 11, Learning to Manage Parent Criticism.
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_how‘much She could share with various colleagues. The conflictg
discussed in tﬁis vignette are rememﬁerod.by Sarah as being
Perhaps the most criticél she has expé:iencéd in her career tgo
Jate,

Sarah remembers thﬁléval that she.expresséd initialiy in

fromoting a sense of collegial sharing among teachers Unon
11va1ng on the school scene she had been taken abark to flnd that
mast MoacheLo tended to work in 1solat10n To Sarah this did.nnt
make sense, especially where planning was concerned.  She failed

’ o,

Yo 52¢ any reason why she could not join forces ‘With her Collga;ups
But she ‘was not successful in establlshlng a work group or evew a

partnership. "The other teachers wanted to continue on in a way,

i

With which they were famlllar

I used to try to get something like an 1dea bank gOlng

This-was to'join forces, to Cooperate, so we could saye

our energy for other th1ngs instead of always relnventlng
. the wheel. But no way. It never worked

4, \

FOr a period of time Sarah was successful .in convincing some

other teachers of the same grade level that team teaching might

bhe a usefyl technique. But, she.remembers, team teaching as she had

‘hoved for ne&er éamé to be, Rather than there being a - team, Sarah
F ‘:J‘

reports, Yas really a case of her taking a1l che studen*s~for

a portion of Friday afternoons. Saran did not mind, hOWeveF.

She has fond memories of .doing imprométu'drama with a group that

Viis as large/aé one hundred children at times. These cﬁildren

responded well Eo Sarah's unique apprpachvand, she remehbers, their

fascination was so iﬁtense "You could hear a pln drop Yot the

orner teachera did not pick up the idea. 71¢ was ndt unxll the

v e

idea of team teachlng was in its second year that one of the other

168



169

teachers suggested that éhe might read to the stg&ents during some-
of the Friday afternoon times. This.suggestiOn délighted sarah,
but 1t was too little too late. A problem arose where one of the
o“her- teachers refuﬁed to have her students involved in the Friday
atternoon activities. Sarah reflects on this.

I think it was because-she was hurt. She couldn't
understand why the kids should be doing this activity.
As well, it's possible the kids were volicing so much
approval in'class that her ego couldn't take it. 1 =+
-bedieve she was threatened and jealous.

Sarah had not” been aware of the tension she had caused at the
time. She remembers that she had been completely caught up in
the fun of 1nteract1nq with students. . But she had been too busy

[RUY

+ be concerned about her colleagues. By being forgetful, Sarah o
e : .

hardsblundered into the territory of another teacher. She
aeneralizes in'the following statement.

Teachers are very possessive, Sometlmes they won't even
give up their kids for .anything because they think some-
body's going to encroach on their territory. And I think
she felt I was horning in on.her territory. Like "how
could the kids like two teachers?"

PR

Seeing what had happened, Sarah concluged that sharing in the

fashion she had been attempting to do was not appropriate. She
* - - .
wWwould have to alter her own behavior."Thezefore, her solution was

towork more on her own with her own class. Sh@vsaw that she had
jeopardized any sense of colleg%&lity by appearing pushy and even
pompous about her own teaching skills. Giving her cblleagués such

an impression she could not afford, she decided. .
For'yeafs I have hesitated about sharing what skills I _

[ have with other teachers. I felt it wrong and that I would
appear as a braggart and that other teachers would think
I thought I was better than them.
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Sarah concluded from the above ‘experience that a number of

teachers on each staff, besides being threatened, could beconme

resentful.  She suggests that such teachers are more structured

and closed to ihtpractiun'with other teachers..

Sometimes there's a resentful core. fhey never do their
share. You get a kind of bitchiness. When 1 took the _
.group for Friday drama.thé'other times, teachers did not
participate as a rule. Therefore they did mot see or
understand why imprompty drama can be both fun and useful. -
These teachers were more. structured, even rigid.. The other
teachers preferred to be in their rooms. That's what they—>
wanted to do. ' s '

Experiencesjsuch as the conflict ‘described lead Sarah to

differentiate between the type of teacher she wantéd‘to-be and
i : o ,
what she did not want to be. For instance, she began to see that

doing what was simply expected by others, staying free from risk
and complaint, was not good enoUgh for her. However, she surmises,
It appeared that it was good enough for some téachérs.'

According to outside sources they are good teachers. They
do what they have to do. They do what is necessary. ®ut
they will not risk nor will they draw any complaints. But
this is the kind of teacher who would come and go, and
would never make an impact. - And we have this kind. of
teacher in our system. You can't find fault with them
because they do their job. But that is all they do.

They don't go the extra mile. Their lesson plans are in
order. : '

Sarah calls teachers who are too catéfﬁl énd do only what t%ey
feel they havé to dof "non—exceptional". Non—exéeptional teachers,
shg explains, are ,opposed to exceptibﬁal teachers; " The following
statements about such an d!%osition she made.dﬁringlseveral

separate interviews.
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1. Those who are not exceptional are often insecure and
~are threatened and fearful of exceptional people

2. Non-exceptional people tend to be closed and protéctive
about what they know. | :

3. The world is full of those who are closed and protective
against those who are eXceptional. :

As the picture of non—eXception%l teachers emerged Sarah also

hegan to sce more- clearly what entailed an exceptional teacher.
The féllowing comparative statements demonstrate this,

1. Exéeptional people share, "Give me more. Give me more
of what you've got!" Hon-exceptional people feel Iike they're
being interfered with instead of shared with,

-

<. Exceptionality requires self-confidence. Exceptional
peonle do not feel threatened. Byt non-exceptionmlypeople
are’'threatened easily. »

3. Exceptional people attract each other like magnets.
But exceptional people repel non-exceptional people,

Sarah pointéd out that she has come to-see that exceptionality
{5 not necessarily an innate ability. Rather, she feels, most
teachers can reach a level of exceptionality if they wish. It

15 a level available to them to strive for.

Those who are not exceptional have not reached an exceptional
«level.. They have not become,

Finally, Sarah.saw that her view of* herself as exceptional

miaht well contribute towafaﬂa‘breakdown'betweén her and her

cnlleagues. She began to see that discloging‘hef weaknesses th”

her colleagues was important to her association with‘per béers.
Slbwly she sensed that other teachers. would accept her and the

- . concept of sharing if she exposed her vulnerable side.

Some days you do feel a little more special or exceptional.
But some days you don't. But that's alright. That's what
it's all about. And #hat means not flaunting yourself as ,
being the best. teacher, as never making mistakes. "It means
having days when you're Crappy and having days when
you're very vulnerable.

‘o
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In furrher'r§§ionalizing this new position Sarah feels that

- adm
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she presently remains open to growth. She reasons’that,VWhile she

has become more accoprablv;“

her colleagues than before, she
ontinues to maintain her quest for excepmiQ?ality.

Adaitting that you can't do something, tiat's a sign of

Jroath. f]f vou can always do everythlng, then where do

you qo’J so, being honest and saying to another, "I can't
e O that very well™, or "I'm having trouble with that",

" or "Gee, I've had a difficult time handling that idea",
to me that's a valuable thing. My being this way 1s more
acceptable to other teachers. In order to be good, to ke
an exceptional teacher, I think you have to. admit defeat
many times.

Sarah's hope for'ébllegLal sharing was not just a case of .
other teachers ;ccepting.what she‘had to offer them. At the same
vime as some of her colleggues were seeing her as imposing on their
;oles, she Eoo was eXperiencihg similar problems. She remembhers,
lor instance, the anger sHe used to feel when colleagues would
use special pnogram-ideas“thatlshe héd deyeloped "w};hout §0 much
as a word" from them. The lack of cburtesy‘to give crédit bothered

her.

There is'a difference between taklng an 1dea and belng
offered or asklng about an idea.
& Af} ’ .
Sarah also felt hurt to_thinkythat she had tried to offer
ideas in a face-to-face manner and, like the situation described ; (R-
& : ’

carlier, those ideas had been turned.down. Indicators of this
‘idea stealing” she found, were when bits and pieces of her ideas
would start to appear around the»sbhoo;. Alphabet boxes or léa;hihg

stations that she had developed would-appear, for example,‘in'q
o 7 _
riecemeal fashion in someone else S classroom. In such cases. tha

"ongopt upon which she had boen building Ser@d qu . To Sarah}ﬂ

~
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the point of her work had-begniﬁgscons;;ged and mismanaged. "

Therefore, not only the Iack 6f courtesy but the'sloppy abplicatlon
of the ideas by others bothered her.

It Just kills you when a whole concept has been totally
missed and mismanaged. When someone lifts an idea that
['ve been using and applies it .in a simpleminded way
without so much as a word, I feel angry.

‘She remembered, for instance, an occasion when a friend used
ner ideas for a university class. Sfe had helped the friend. But

in retufn.the friend took ful}l credit, with no recognition of
: . .

Sarah's efforts,

I used to really get uptight. I. fee] this occasion, for
example, has made me more aware of the importance of this
point of credit. That incident sat with me for years as

a bone of contention until I could come to terms with why
that happened. But it.took me a long time. I wasn't
mature -enough. Tt .ended our friendship because I couldn't
handle the fact that I had been used. ' :

. Ezperiences where teachers "lifted ideas” led sarah to ~
~“stablishing two rules, .They are as follows.

1. While I wish ko share, there is a point of etiquette
which teachers need to be aware of when borrowing ideas.
You never siimply lift an idea.. You recognize what another
teacher is doing, give her recognition, and ask if she
minds if you give it a try. - ' ' i S
Z;ABWhen trying out a cohcept which another teacher has
developed to a rathér high level of sophistication; you

do not just try it out of context or just fiddle with it.’
You should respect that teacher's work by trying to do the -
concept credit, as well as to give credit first to that
teacher. i :

E)

Finally, over the years, Sarah claimé'that her perspective has’

altered considerably regarding gétting Credit. She no longer
Sees the sense of pursuing credit. While she, is willing to give it,

—_ o B .
to her, créeMt itself has diminished considerably in importance.
- " .

-
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If 1 don't get credit for what I do.now or if somebody

else gets credit. for what I do, L don't care, I really

don't care. 1 think T can honestly say that this doesn':

bother me like it used to. When I was younger and not as
+ sure of myself, well that was different. )

But the content of what Sarah usedqin her teaching was not the

only cause for concern with her peers. She found that the way
ghe viewed her students was not the saﬁe as some of her peers.
“E | ‘FQK example, some teachers would actually ente;ﬁher.classroom
and "béwl out" one of her studénts., 'Of coupse, Sarahvadds, thié
- .action was not meant as an impositidﬁ but, just.ﬁhe same, other

S

teachers had no right to step into her territory. 1In such cases

the territory was nat just the classroom but the w# in which the
¥ ' ‘ » '
¢ students were confronted. It used to appall Sarah whenever she

saw or heard other teachers downgrading students. With the same
sense of revulsion Sarah remembers that talk between teachers often

reflected this same tendency. The result.was that Sarah tended to

interaétaiess'with her colleagues instead of more, the opposite

<

o £0 ‘what she had hoped for.
J*‘r S I've been on two staffs where I couldn't stand going to the
N 4 - ° staffroom because they didn't have this attitude. I .

couldn't stand the constant complaining. - There'd be some
old girls in there talking about kids being stupid, knowing
.nothing, and how they spent the whole day correcting them.
I found that to be depressing, demoralizing.

Sarah remembers’ bitterly when she%(?lt it took all hér‘inner

«* + strength to fend off the tendency to be sucked<ihto talking in a

negative way dbout students. .

- . . . . ?
It almost gets to the point where you are looked down
upon because you are not demoralizing the children. 1
have felt pressured too to become like the other teachers
are who I don't wish to be like. It takes a great deal
of strength and conviction to beljeve what you believe in
and not be swayed by the masses.
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During such days Sarah found refuge in her classroom, choosing

to find quiet and solitude there, away from the staffroom.

K
Sometimes your room becomes your refuge because you and

the kids can become one.

Sarah also kep&kafdiary._,By doing so; she claims, she was
ﬁﬁlw”té c6m@ tq grips with some of these difficulties. The
crercise of keeping,a dia;y helped he; hold to the views of good
:vaéhing,that she ﬁeltrwpre true, even if they‘were not the norm.

I used to write in a type of a diary to maintain my

sanity. At the end of the day I got things down. Things.
that T 'couldn't handle. And when I looked at them I chld :
put everything in perspect1Ve. :

While Sarah felt she was establishing greater clarity regarding ,

ner own role, she was beginning to feel that any sense of close

..

collegiality was nOt p0ss;ple. It appeared that she and.her

wolleaqgues at;that poinﬁ in'timé did noélshare common views. The

Sélution cam; over a.number of yeérs.. Sérah claimé that she -

'ﬁasn’t chéhged a lét_regarding her views of goodrteaching and‘abouth : .

collegiality, Rather,'there are more teachers noWadqys who share

LY
3

her Views. Further;, with her transférrning to new school situationse . - e

=ne found conditiens getting progressively better. . .[For example,

at her present school Sarah feels "everyone is family". There are
- ' . . .. o 3 B
o g e - i~y wd
noosigns of distrust here. Teachers freely offer advice back and ** N

forth regarding teaching practices and "no nosgs are out of joint",
Farther, there are no signs of teachers shouting in a cross manner - R
v students, especlially someone else's.

I'm very happy on this staff, really bles&%d, because it
‘hasn"%t been that long since ‘I have been on staffs where -
in the hall you would hear .teachers shouting or grabbing -
and shaking kids. That was awful . §
- ) P PR
) ~ R 4
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Sarah further é&Yaims that her pfesent colleagues know. when to = )

leave her alone. But most importantly, Sarah recognizes that these

Ml

colleagues seem to have a serise ‘of when "assistance is welcome and
in what fashion. The following comment bears this out.

Taday I'caughr_myself beginning to feel overloaded,*ténsp,,='

a little frustrated, and starting to complain because A
things were not going my way. Another teacher, dear soul A
that she was, says, "I wonder what we can do to change o .
this?" Instead of agreeing with me and'saying, "Ya, va,

hey're just a.bunch of terrible kids", she immediately

phcked up my need for a comforting word. She says, "Yes,

It e had that problem too. I wonder what' we can do to help."

Sarah's qratitude for her new situation has contributed to 4

growing confidbnce. She has finally found a home, she sayg, a

lace wheté he vjewg.and teaching. style are aEcepted and approved. &

1 have prown’ tremendously abs a'self-confident teacher over
the yedrs. This confidence has been forced somewhat = -
becausel T never was ,on the -same side of the road as the
majoriyy of - other téacherﬁg; I was always this éccentrié
that did these weird things.like make jello

teache
" etcetgra. There are more teachers now who f&el as I do '
“now. /But ten.years ago'there weren't. I kpew I was right, . s
v . But 'wasn't.all~thatﬁconfident‘in lots of areas.’ I knew
- .drafla was the best way of teaching but ‘it was seen only as
a ffrill in elementary schools. So I think I guarded my
. idgas a little pit stronger than I'do now. '

-

& The ¢ fideﬁCe~Sarahbfeels about her teéching views is also
?;f o reflected in the following set of rules which she feels have
‘;;;}f~ becéﬁe’formulatedxsubSequént to heryhhying experienced and pondered

-

the conflicts described earlier. . ; =

1. " A teacher should never push an idea about teaching on
another teachsr. But she should be willing to offer,ife.’
cOnditionS‘are right. : - -

- 2. TG&Ch?[SVWil]ant receive ideas well whichv%ppeér
to be coming from someone who thinks they are better )
teachers. Therefore, thé giver is better to disclose

her own weaknesses and show she is.willing to learn in the
eXxchange,.



~

. : ' ‘ {

such a teacher is still willing,to learn more and has
come to a real]ylgicc point. -She has to come to a
higher level in he}'teaching.'“l\, - '
3. Never take, program ideas that other teachers
have developed. épenk to them about it. get “an inslqht
o the reason for {he 1deas. Ask pormission to
use the idea.  These courtesies are important. "
. . S

Speak with other teachers about what appears to
be misbehavior on the part of their students. " Do /not
first discipiinc the student’ unless the teacher is not
avallable. 1n this case, treat tho»studént firmlv
but do not be abusive. ) i

-

e

5. Stay out of another teacher's classroom ?nless 1t
'soto directly interact with him or her, .

. Do not indulge in abusiye talk.about children

witho other teachers.  Such a practice, can have a '\\

; o - . /
cdemoralizing ef fect on them.

"o Periodicatly another teacher necds a helping hand.

Beosensitive to this need. Be ready. to provide constructive

aclvice, Waﬁch for hints as to where and when the help.
13 n@eded.f ; )

‘Throughout experiences of conflict involving her peers
B . . . . - .

Sarah has appeared to back away from teachers who have not seen

cve to eye with hen.,  Rather than antagonizing them, she has

. AN w
eemed o ontwardly aceept and tolerate their views. Sarah reports

‘bt she has endeavoured to keep potentially conflicting thoughts
- . N ) . ] . .
“ilhin her.  She feeld This was necessary in the interest of

i

preszerving the peace botween herself and other teachers. Withou!

~

Hus peace . or brust, she could see that there would have been

shsolutely nn hépe for collegial sharing, an objective she has

g

held her sights on thronghout her career.

o

%
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But, while Sarah sought refuge in her classroom ang consoiation
jxn her digly, 1t has been shown that she has not necessarily been
passivtlintoxnally. Rather, she made gr@at efforts to manage the
ﬁifficulfion described. For instance, she made great efforts go
r&»‘wnct the territory of.othef‘teachers and to proﬁoto gbod.wjlj
£nd‘profpssimnalism betwoen herself énd ber coLleagués. In time,

Sarah's patient effortg wWere rewarded. She now feels she has come

"0 point where her view of herself as ap eXceptional teacher no .

i

FUONYer sets hofself apart from hgf polloagues. The diminisﬁm@nt
cloconflict 3n this area is bPCdU%y she has malntalned her senge
ot CXceptionality as well as g form of respéctful collegiality
The ultimate key to thf; maintenance, she claims, is her growth

- in Self~conf?dence, fe@Jlng that self ~promotion is lessg 1mpor*§nt
now than years\beforpl and that she is m&ré willing to openly X
isclose her personal weaknesses to others than years before.

Having held to her views about eXceptionality and collegiality

Seems to have allowed Sarah to reach a point where she can share

with them. She claims she is finally at the point where she wants *
to be,. ' ’ .

I've found that You can't hide your light under a bushe:].
It is important to share and share. Otherwise vou'll
fade. I haven't the right to consider my talents as my
own. They are qifts to me. I am arateful and T wil]

see them in this tight. The important thing is I ap
aiving. 1 am showing ot herp people that I am what I am.
N hvangrlxcal]y tnspired Sarah continues, Her position with

ST Peers and the responsibility she feels for the profession is

tetlected in the fo]]mw)nq statement.

‘



I alwayd knew I had a special job to do and the teaching

I do revolves around that. It's like a testimonial,
spreading the gospel. I always think the best Christians

are the ones who don't talk about it. If you've got to .
flaunt it, no, show me. That's the way I feel about teaching
too. Don't tell me how good you are. 1 encourage other
teachers to come and watch me teach and to be with my

kids. I offer my services to speak to groups about

children. 1 do whatever I can to 1nstill my views in other
teachers, parents, and other educators. ’

(For a detailed summary see Figure 12, Learning to Maintain a Sense

~

of Collegiality.).
voaling with Lack of Support Ly the Principal A
This vignette presents a conflict which was much more pronounced

varlier in Sarah's career thdn is the case at the present tinpe.

i

8y the same token the conflict which is to be described, she reports,

wi1s not as threme as those reported earlier in this chapter. \\
However, it géuséé Sufficient'dﬁssbﬁance to have méde Sara; unéjppy
At one timoJaQ§ seems to have provided‘he; with a deeper appreciation
for hor'prvswqt,principal than would_have been the -case if she

¢

nad not had such an experience of conflict.

Sarah remembers that, earlier in her career, her first piincipé)

, -

WA S qd&te skeptical of Sarah's teaching style. Her lack of orthodoxy

was unsettling to the principal, she feels. Because of this lack of
‘onfldence in her work on the part of the principal, Sarah recalls
//’ r .

S~

iaving difficulty in securing special materials that she felt, were ¥

aréessary to teach the way she wanted. Her principal seemed set

/
~hocontrolling her activities, she suggests. The result, she says,
often led her to do some’things in sSpite of what the principal said,

rarher than in cooperation with him. Byt Sarah rarely faced her

ﬁrincjbal bersonally. She guietly and resolutely continued on

0
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tedching were

Caeen ponrly by pronot e
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Loy Found that Sarah felt angry.

! e reachers This was quite )

: fsrole” her prodram o the opposite to

Dideas. while she the type of

i owanted ta share, -collegial sharing
e hid nor e she had tried

; T Tiituer i Wit h earlier to

! S tencher s promote.

: 1o Vel

Sarah decided to
promate teacher
shatring 1ess than
hafare,

In later years Sarah
began emphasizing her
weak points to other
teachrrs,

Saraﬁlsappressed her
anger, deciding to
put ‘Up with the
thought lessness.

A‘Sarah’s

she was no longer
considered pushy
by othet
but she was not t
able to share as
she Bad hoped.,

t

4

¢

t

[¢

K

Sarah noted that
she was trusted
more by other
teachers.

_—7§;§ _____
Subsided.

Sarah noted that Sqrah Learmed *hae
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teachers | studonts,

exist comfortanly wi »
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and non-excert ) onalye
She felr grateful vaar
she was e~ roure to
tne forrer.
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~- continued

Figure 12.  Learning to Maintain a Sense of Collegiality.
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Figure 12 -- Continued.
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1'Sacah began to see

that the gairing of “
Cred:it’ was not sc
important. Such a
pursuit was not
productive .in the long
run. ’

While credit was not
50 very“important,

Sarah could see tlat
it is necessary to .

teacher ahou! using
her i1deas as a marder
of atyquetta. .

This experieonce
produced more wyidonce
of unexceptinnal
teachers, *

Sarah {aungd refuge 1in
her rla%sroom,
spending less rime in
the staffroom,

§3cak wipt a diacy to
put such difficulties
1nto perspective.

Sarak was transferred
to schools which were
more *progressive” and
where the staff
memhers were more
thougrt{ul.

T Sarah's

alliance was
largely with her
students, She
could enjoy

such an
allyance,

Sar;r felt jess
dissatisfied
about being
alienated.
Sarabh was able
to find an
understanding
listener yn her
diary but was
beginning to
doubt if the
colleqiality sne

wall' e was

Possable

The transfers
were quite
Aagrocable with
Sacah.

Sarah claims that,
over time, more and
more tealthers have be-
Tome aligned with ner
teacning style.  tHoer
notions of good teach-
ing were becoming con-
“firmed through new
assnsiations. She 15
deeply grateful for
the colleqgial supoort
for ker werk, and
encouraged on to rew
heights. She has ~cwe
to understand tha+
teacner colleqial;*y
and exceptiopality 2e-
pends_on.a.murual oo
trust, territoriai re-
svect and tacr
Without theze
inaredients trere is
litt)e hope f[nr fhﬂ‘
type of experiences
. She hopes for.

directly approach a I‘
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wrthout Mo support, as'the following statemént demonstratesl.

~

e, when 1 felt stfonqu enough about adding sometihing
. e classroom that Wasn't acceptable to the principal
I snuck them in and closed the door .

The above commonr’rofefred to the refusalfof'the prrnéipa] £o

rurehase Leggos for Sarah's classroom. His feeling was that cames
: 30! § EA

v

aativitles involving materials like Leggos were inappropriate. in
zrades other than kindergarten. Int@resting]y, pecause of this

, . E - . '
conflict, Sarah fewels, she ‘began to gee herself as more of an

1d1v1dualh;t, becominag. more gtubborn and continuing to sneak

Juvcial aares materials into her classrgom and to undertake soeria

.

Tt iviEes that the oraneipal might disapprove of. Looxring hack

nrese carlier days Sarah remembers needind much reassurance
' I 4

notead of antagonistic attempts to control her teaching by her

frincipal.  Because the principal appeared not- to support Sara&'s

But as the years passed Sarah found herhnlf in the company of
¥ g . o B

rrincinals who were notoskeptioal of her teaching style. Saran

Wwag encouraged to opmn]z{practioe techniques that she had been

e v

forced to use behin@gcloséd doors previously.‘ While these

nri ipa s’were'not'énti:ely;fémiliar with her methods, Sarah

-

recalls that they never . trled to draw her back go what thelr view

E)

“of the norm was at the time.

v

This. new-found freedom became progre551vely more satisfactory

as.far as Sarah was concerned. Now, in her.presént position, she

“hos been provided with extra teaching space and additional materials,

Y - . .
as described ear]ier. The provision ofosuch materials, Sarah

acknowledges, came duo to the direct Lnfluence of her principal.
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She feelg bthat hé prphwnt pr1nc1pal is Confldcnt in hor abilicy:

i3 teach. . Th@ prov“ ton’ of the teaching materials that Sarah

v

aéntfd!_Sheufeels is a- true 1nd1catlon of this confldence

v‘Theréfore Sarah looks at - her. present principal with great

apgreéié;ién,' She}fé@ls‘wélcome to openly'expréés her views
vrbqard;ng é’%qfiéty'ofiimpoftaﬁt‘décisiops ko“her present principal.
fSarahﬁfeeiSItﬁét‘néw‘héf view {s‘ualued and of some conseguence
 0¢£516§ og hgrléﬁﬁ clagérodm; Thé‘foiléwing comment about

‘3olection bears out this point and .also offérs some explanation

A to why Sarah sees there being le§s of a philosophical rift
cotween herself and other }fachers than had been the case year:z

Dreviously.

The prlnC1pal allows me 'a lot of input .to 1mportant
ecisions.  The selection of new teachers is an example.

When we had a teacher here who brow beat the students I

said to the principal, "That's not fair. That teathr

. . doesn't go with our philosophy. Its going to cause a lot
of strain on the whole staff." ‘
. ) . A

Sarah gives credit to her present principal for7rerruit*ng R
*Jff membere who are of a similar phllosophlcal ‘persuasiaon.

“trending to PPdaqulcal agreement, Sarah feels, has eliminated

“he type of Sttgss that she had felt‘between herself and her
: A

slleaques vears before. Further, her principal has nurtured an

umeSphéfe f{ree of the .types of controls that $arah had previously

, - o _
reacted against..  Her fb]lowing'commenz\E?pfegses satisfaction with

neropresent circumstances.

This principal is very determined to get what she wants

for her staff and has worked darn hard to get. a good strong
# sense of oneness here. We're very close. There i's an '

element of freeness to this school. But if teachers of a

different persuasjon or practice were here there. would he

a lot of stress hetween staff members.

i



Finally, Sarah feels there are others from outside of the
*

school who are critical of her principal at times. The reason,
che states 15 that the principal appears too free, too wilshy
WAV, b0 others who do hn% work closely with the principal.  But

Sarah feels that her principdl is not always understood Dby those
orvnide of the school.  Sarah malntains that her present principal
voosxeeedingly strang.  Her principal has the ability to .leave

'y

ciran and-ber enlleagues alone. Being left alone Sarabh rakes a: a

oo of confaidence In her ability as a teacher. But more han

jict peing 1«ft alone Saran reports that her present principal

v

“ImE to know when to offer advice or'qujdanco. The principil}

wrording b Sarah, cceome to have a.special sense of tact in
G nowWing when to stand Yack and when to step in. .
\ ' R
She may seen wishy washy to an outsider but she's not.
She's very strong. It's her strength that has made this
school unigue. She doesn't interfere.  She knows when to
leave teachers alone. She does have an ability to see
N when a teacher needs help and to step 1n at the right time,
however.

Because Sarah's prinéipal 1s open to‘suggéstions and shows a3
frust in Sarah's abjljtv,‘sho has earned Sar;h'é trust. For‘tha*'
roaséh Sarah looks to her-principal as a key suppérter in times
Gl éifficulty. Thefefore, the conditions that exist betweeﬁ Sarah
and her present principal seem to have greatlyqimproved from the
.antagonism she perceived having éxisted between‘hersélf'and her
principal whén she began her careér. The following commeﬁt

supports this view, as Sarah responds to a guestion about whether

W not she ever needed support from others.

%
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I “hink 1t would be ridiculous to say you dgn't. You'd'
118} ro think vou can hang.in there all by yourself bu-
I thinK almost ¢verybody needs a shoulder to cry on in
syrvathy and néeds someone to give them a pat on the
back. And that's the prinifpal.

N

Searah had been faced with a lack of confidence shown her by

M 4 -
~Y

nor first principal.  She feels this lack of confidence put added
wressure on her work. But despite the fact that she was a

'_Qéninnlng teacher, lacking tenure, she continued to work in some -
S GEY: yithout his Supéort. ‘This ‘experience seems ﬁolhaQe made

Sa}ah more"apprec;at;ve of experiences with later principals.

Hecause bf QASjﬁiV@M]n}“FJCtiOn wah her pregg%f‘printxpafk the

! -
has faded inte,unimportance, Sarah reporcs.

o e
“riginal” conflict

? [

Presently Sarah and her principal seem to hold each other in high

-oreem.  Thic esteem seoms torbe evidence of active“management

cfiorts on Sarah's part s owell as. her prLQ;ipal!Sf

- ! ’ . -y .

tfor a detailed summary see Figure 13, Dealing with a Lack of

Sanport by the Principal.)

froercoming Curriculum Rigidity

This vignette describes a conflict that Sarah feels was

farticularly strong initially in her career. While the dissonance

produced by this conflict has decreased substantially over the years,
' ‘ h : A o

17 will be shown that Sarah is still guite active trying to manage

a ‘satisfactory balance between what she wants ‘as a teacher and

what she perceives authorities outside of the school wanting of

ber. The term "authorities" were not clearly defined during the

tnterviews. But one thing was clear, it was the curriculum that

sarah taught that they seemed to be trying .to influence.

'Y
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PLRCEPTIONS OF
CONFLICTING
EXPECTATIONS

INITIAL
REACTION

CHOSEN MANAGEMENT
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EVALUATION OF
RESULTS |
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[
PEPSPECTIVE REGARIING
ROLE EXPECTATIONS

Carah'c earlier
rrincipal was

sheptical of ber
ceaching sryle.

.
.

Sarah feli carna
what aflena‘oi,
from thys
principal .tat her

feelings abour

her teachina,
style réemained
strong. -

. principal.

Sarah “snuck® materiald
into her classroom
and taught the way.she
wanted despite the

X

Sarah eventually
transferred to a new
school.

sAran's§llxena~
tion . from the
principal
cont\nucd)bur
she-was avle to
Loach'the way -
she wanted.

Uther principals

and especially

her present
principal, were
much more
supportive of
Sarah and her
style of teaching
She no longer
felt alienated
from the
principal. She
actually felt
trusted ‘and
respected.

Sarah saw this
prinfipal as inter- N
fering tecause of t.s
Skerpticism atoyt Moy
teaching style,
Because of this fnter-
ference, she .
concluded, 1t wag fair
to work 1in a

secretive fashion,

her views on scMool
policy.

Sarah saw that a new
role priority would
1nvolve open
communication-with the
principal.

Sarah beaan to see
thag, 'she ~ould call
an her prancipai for
help 1n tires of
difficulry,

Sarah felt al }‘*re
more conf:ident {n taer
teaching style.
whereas she nad
weathered difticuls
years without Suppe
she now had tnar
SUpport and respecta-
Dility.

Figure IB.I.Dealing with a Lack of Supports by the

4

Principal,



CoInran cenembers she gsed o get vVery Cross, feoelin
) :

o]

'n,:'*"na_v'\
= ! MRt I

o ’ ’ . -
seemed were riard\curriculum exRectations of nor, Thei
r ™ .
. v
citicral curricula seemed L0 say that she had to use particular
. : . N : .
» . 3, ‘ "

u ¢

caterrals inoa particnlar w Y. Therefere, to teach in the manner

. .
Cre wrmteds as a nnvice tencher, -she remembers, was made all the

L}

.

more-difficult bécauSQ‘of this perceived cubricular rigidpess

I used to get so cross vecause I had to work w1*h1nv
the dumb structure that sald you ha\e to do workbooks
and so on. » :
v ) o o v .
However, part of the-problem, Sarah found, was really within \\

y . . . - . A ‘ : N .
berself. she had been taught in university to construct and adhére
L0 precise aims and‘objectives on a daily basis.  But she found

“hat fo™her efforts she was not getting worthwhile rgqturns.
. - . ¥
L4

ihon realizing thxs.problem,rSafah, in retrospect, sees that she
8 . '

Leaan tO‘d5VGIOp thrm< ma]or 3%1119 to @ffect a more’ toleraple

. -
.

1tuation. h1rst, Sqrdn fapls that she became skilled at 1nter- /) @ Ty

‘nalizing airs and objectives,. She has found that writing aims and-

\v

Jpct1v R in longhand is not particularly‘pnofitable anymore.
Thoroﬁore} che claifs to have learned to retain her focus ons:
what her teaching intents are without investing a lot of time

iescrihing them .on paper
Over time I have learned to p[OjeCt my aims. and objec_l res
without always puttlng ‘them in written form. 1. have
lnternalizod this process. There's no way xou re going -
to it down and write -down objectives to every-lesson
that. YOu. are going to teach. That's stupid. But you
have to. learn to do it, to learn to focus.

At'thé.:ame time Sarah emphatically - alifies her o atemer:
atout 1nterna1121ng, saylng that before 1nternallzxng 15 p0551 le

it is noces%ary to formulate aims and objectlves through writing

¥
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AEE.MWrytang aims aned object ives down, She adds, 1s the only
/ : . .
P ‘ . , _—
way to learn to recognive projected outcomes of one's teaching.

e not
Thep

saywna aims and objectives are unnecessary.
PX1I5C wilh sach téacher.

Tiroy step o

Their formulation is the ]
to dood teaching. They represent a. way of : A

. . ' . . | i‘, A
thinking ahoul’ the results of your teaching. I

Learning

to formulape aime and objectives is the only way! to b@

)

able to recognize the nrojected outcome

q D tteome f your teacblng
b * . . [ D '
The cecond skill that Sarab developed -o tourteractd. seemingly
. W ~$
tard curriculum expectations regarded her being flexible to
2 pect 9
. / N T ‘ ]

s'udents' needs and Intercests., For instaﬁce, she had found thaf/

7
-/
P*udento rarely sveﬂed to loarn exactly the amount she had

3

frer

in her daily aims and‘objecpives. «Therefor€e, she begaﬁ

..
[ . .

orescribed

‘ .
extend her aims and objectives within the bounds of a weekly
) X N . ’
. \ . - . . - & . . . .
“ime period, instead of a darly period. In making this adjustment
Snrah found rhat she was bobter able to pick Up on polnts Miss 52
r“"/.

Tannoome day o ho the’'nevt or from one week to the next,

«if you . come in hore and checkoed my lesson plans you'
die. By this I don't mean I have no plans. I do not
plan so mdcﬁ on‘a dadily basis. It's more of a week plan.
This allows me flexibility to Ccreate, to allow interaction.
I plan to do so much in reading, for -example. Near' the

end of the week, -1f 1 see I haven't covered - such and such,
1t would be Ca“”l”d over to the next week,

As well, Sarah found that she could not always/plan activities
dato would beoof interost to her students. By being more flexible

@ ‘ .

s2i found that she was hetter able to’ follow spontaneously

rergent interests that seemed to be shared by her students. The

“od

«

towing comments show her willingness to drop plansﬁ)altering

an ko oone) Ger the interests of her students:

16
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The best teaching copes from somethlng that 1s not of en

}

.planned or des 1qnatod You can't say, Today we're aoing

[ORS]

t

‘et:onpect, Sarah-sees that a problem that she had

te do such.and such."  You have to take the spontaneity of
the children and go.with it. A lot of mny plannlng cone
rom what hanwwn<'and evolves. And learning has to come
from kids' ' ' R )

,-‘\'

L N ¢
ex -

suarah'seconutant vigil is to see that her students

«

S awweld as their slecesses aresflexibly adhered to.

Podo try to keep a daily plan.. This reflects what I will
try o to do. However, the man(P somogblng comes” along
Liar's better than the plan is, I q@ C@r that. Or, il
T teaching a concept "and the Vlds éon t get 1t, thep're
struggling, well then that's my next claqs. I will
“eeh that dlf((rontl tomorrow. | . o e

A ®o ~

) A

s o . . -

cncountered and, Shé.fﬂols,“nﬁw teachers continue -to endounte?, s

- .

‘

tendency ho work too much on sophistitated teaching aids,

. A . ’
PR .t
fospend tao Tittle tine interacting with students, The ,
. ’ &
Alowing coatement she makes In.terms of advicesto new teachers

-

she

T

n

) " .
' L

having come to this“realization herself.

: ' P4
You'll see younqg teachers picking up fancy teaching
aics and working until two every night making games.
uduukually they'll realize children are happy with
very simple things They don't need a lot of fancy games.
They need a lot of room to explore. Therefore, don't
take time away from the kids to make stuff, The kfds
need you.w Talk with them. Visit with them. This is far
more beneficial. : ‘ R ‘

rah concludés this advice- g1V1ng by nggestlng that while

has found it more WOLthWhllP 1nteract1ng w1th ‘her students

nstead of maring eurriculum glmmlcks, teachers are better to use

el

adds,

of

St

uden*< as resources. Thus students are involyed, she

and this process eliminates a lot‘Of‘pnnecessary collecting

materials on the teacher's part. : , :



{
Il
‘

v

It's important to use your~kids as resources. They can
bring and/or make 'additional curricular materials.

The third skill that,Sarah feels she developed due to curriculum
rigidness was the ability to recycle her own curriculum material.
‘,?ntereétiany, while =he had learned to flexibly adapt to student

needs and interests, she found that this skill need not interfere

. . : \
with the creation of npew learning activities. Both skills were
.'fnsﬁjble, she found, as long as she was not caught up remanufacturing
inSttuctional materials. Rather, she found it better-t ostabligh
»her own curriculum core.  The rogwlt was that she was able to
()4‘ .

‘reuse her own instructional materials, adapting them to the

sFudents, the time, and the place. She rationalized that spending

3 1ot of time manufacturing instructional materials was educationally

LR . . * . '
unsound. IToeliminater w&ch of the learning esxperiences that she
wished the students Lo have. Therefore, she decreased her earlier
f@ndency to "reinvent the wheel", saving time and effort on her

rart, and adapting material she had used before, again and again.

b * You don't have to be tota]ly.orgénized and remake plans of
content. You have to reorganize and refine, but never
totally. . Your core can remain stable. Sometimes it's
just the fringes that you have to change. So once you have

A planned a unit, you are going to reuse it. Much of what
you have accumulated®then can be recycled. But you
change it for the children you are presently teaching.

Finally, Sarah learned that within the scope of recycling
old curriculum material, it was best to do so by arranging her
curriculum experiences into themes. Using themes allowed her a
’ . o 3
greater range in teaching than before. For example,‘Fhe foun

that -in one class she wou‘d have a wide range of reading levels,

' t
requiring her to build up materials and approaches to adapt to this
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student variance. Therefore, Sarah could move to another grade

level with relative case because her curriculum materials and

W

activities were flexible and did not need to be thrown out.

If you teach by themes this material can bhe reused at
different grade levels. You tend to accumulate content
that can be adapted in this way because’ of the various
ability levele that children are at, reading for example.
Therefore, you never throw out present content, vou add
onto or delete. ’

Over the years Sarah seehs to have developed a sophisticated'
. . ’ \

set of procedures to deal with rigid curriculum expectations by
authorities. Yet, Sarah reports that the authorities seemed to
have altered their eXpectations of her over the”years, as well.

Her gratitudé, as stated in the following excerpt, bears this out.

There are the havé—gars in teachingj But they're nothing
- compared to what .they used to be. They've eased up so

much. It used ro be there was somebody from above éaying,
"You can't teach phonics. ‘You can't do that." Now you're
free to do your own curriculum writing. "As long as you
stay within the ]imitg,of the curriculum You can teach
it anyway you want.-

Sarah acknowlquss, as well, that the guidelines are flexible
enough for her and, at the same time, they arevexplicit enough

fﬂr‘teachers'needing more guidance.

o , o C . . =
We're very lucky because we have so much more flexibility
than we used to have.. vet there'are enough guidelines
for beginning and/or more structured teachers to follow.
It's easier to teach curriculum than it's ever been
because you've ot all this stuff available to you.

One more point of importance needs to be added before closing
this vignetre, Sarah ‘has never questioned the right of curriculum

authorities to establish parameters to guide her. As she points

out, the first thing she looks to in situations which are new to

191
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herods the provincial aovernment curriculum.  Having done
. '\‘ ) ' .

' Y . .
thrs she then applics what she knows about the grade and subject.
. \ \ . - 9 .
cnerefore, 1n every sense of the word Sarah's view of her meet ing

cerrriculur expectations 15 a "merger" between her own views and

teropereeption of the vicws of curriculum authorities,

' I was given a new gqrade to teach, the first thing 7

would do is go to the curriculum quides and find out whar-.
Jouoare to cover.  Then T would go back to my data bank
Saving, "What have I got to use t6 develop this curriculurm
but using this approach.”

In sumnary, Sarah had originally felt that the official
curriculum "had been too rigid to realistically adhere .to., For
That reason she took steps to rectify this situation by developing
taree skills. First, she learned to internalize aims &ing
objectives.  She internalized according to time pe‘biodsionger'and
more reasonable to her situation. By internalizing she was able

to eliminate what she considered to be a lot of needless writing.

second, she learned to-adapt more flexibly to the needs and

~

Interests of her students. By becoming more flexible in this way,
she feels she was able to.eliminateylearning sithatiOns which

were of little ugé to her students. Third, she léarned'how to -
recycle curriCQlum material that she had‘uSed before, fittihga
this material to the e level.she was teaching.  By rscycying
she was able to eliminate the tendeacy to continuously replan fog
~ach learning experience. Fourth, Sarah gpatefully §cknowledg@s
that éurriculuﬁ authorities have become progressively less rigid»

in their expectations of classroom-teachers over the years. These

four points, she concludes, have helped to make what was once &

a2



broblem o highly desirable situation.
{For details see Figure 14, Overcoming Curriculum Rigidity.) y

Discussion .

Critical Conflicts Perceived by Sarah

#*
According to Sarah, she has fewer difficulties with conflicting
"y

sxpectations of her role than she had earlier in her career. She
feels that most of her past conflicts have diminished considerably,
with few new éﬁes emerqing."Cufrently there appear to be only
three areas of conflict which cause her some anxiety. The first

.

conflict concerns her general perception of her students and their

v

‘parents.  She claims that both of these groups are becoming more
4 _ . ]

materialistic and nar¢i§sistic than their counterparts u@reryearr
before. Shé.feels stndents and their parent; are more critical

nf the teachers who are trying to serve them. She adds, they.

¢ : ‘ ,

are also less commjtted about taking positive actidn themselves.

She extends these points by further suggesting thgt the needé

and interests of both 'students ang parents are more diverse than’
ever before. They seem td»labk commbd convictions. Thus, Sarah

' h - .

feels, to listen to the complaints of students, and particulgrly
théif pérents, can be confusing and lnevitably lead hér to
’5ru§traﬁion.' Yet, while Sarah Considersbsuch confliets as having the
'pmtehtjal‘Ior-aﬁ*iet&—raising, she does ngf consider thém tOVbC‘QXtFCmG
KR cahpared Wwith confliuts éxpnrionced carlier in her career.

The -second area which causes Sarah: continued conflict involves

) , . , : 0 . . ' '
berrinteraction with other teachers. ®"Barlier in her career,

ki
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Sarah reports, her. apparent confidence and unorthodox teaching
Style were misunderstood by her peers. The result ‘of such
misunderstandings was that she became alienated from her peers.

Over time direct conflicts with other teachers reduced considerably.

+

However, remnants éf the subsequent dissatisfaction she felt

‘toward her peers continues to eXist, this time in broader-térms. i
With tﬁo-exveption of her imﬁod}afe peers Sarah's experience
“ells her that the general state of the field is far belo@ what
it should he, It is her opinion that few teachers attempt to
climb toyard Lhé ultimato sta£us of:exceptibnalitY; They "do -
tne1r o job but tﬁéy don't“go'tho‘éxtra mile", she says. - Such
mediocrity in the profess;on frustrates Sarah. Yet, whilg she

15 mildly anxioué about this -conflict., she gcknOwledgés her own
nx:épbronality énd can ljvevwith the fau;ts of others, feeling
qréteful.ghat she sees a better wayﬂpf being‘a‘teacher than the

malarity of her peers. Thus the conflict related to other teachers,
3 . S

|
I
|

sarah feels, exists as a realityAih.her own”ﬁiﬁa but is in nQF
way as intense as earlier peer-related conflicts.
The thirdvarea.yhiCh céu503«he;'cfntinued conflict, Saraﬁ
'fpéis} r@lates‘to.her_abi]jt§ to;han7le the multiple roles of
";oaéher, mothef, and‘wife.~ Sarah's parlier éensé of guilt,

hcause she.was unable to fulfill al]l domestic responsibilities,'
. ' ’ / A '
. fhag virtually disappeared. Howgverf guilt has been replaced by
il : .

fatigue, caused more recently by her tendency to emphasize her

i
i

: ' ” : , / ,
reacner role., - Yet again, while 7ho does feel locked into her
° /' L] . .
work at times, the frusfrationS/caused by a tendency to overwork,

o
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she feels, is relatively mild. Therefore, Sarah accepts the
tendency to overwork herself, smiling as she ‘states, "1 am my

oA worst enemy'. This latter statement, she agrees, is said with

@ certain note of pride.

v

‘There is little doubt in ‘Sarah's.mind that; earlier in her

) . ’ ) .

vareer, conflicting role expectations were substantial, dow thpy%
. . MRS v ) }\

g . . @ . . . i)

have largely diminished; with only thrfee rather major conflicts %

remaining. Further, she ctatez that no new majof conflicts havt
cimerged,  The guilt, the frustrations, the fatique, and the
_ SN . ’ ' PR
tlienation, .as prevalent inifial reactions - to conflicts, have
1150 diminished, she reports.  Such claims mjght_seem to 1mply
~that-all sensations related to role conflicts have disdppeared.
doWever, Sarah also indicates that she. is not entirely free of
conflict. As a matter of faét, she claims, she is still vulnerable
tothe old conflicts. Her following statement confirms this = - "
vilderability. Howpvgrl'this Statement also .indicates that
Sarah feels that she has become skilled at actively managing
these conflicts. .
I'm still vulnerable. You could almost say that the old 4
- fears surface. I-still worry a lifftle bit but 1 can
‘rationalize. At one time I couldh't rationalize. For
instance, I would just worry, worry, worry and think of,
"Gosh, you'know, I'd better do this.  Or, 1'd better do
that". Now it doesn't take long to squelch the worry

“and the old fears because you know you've been there
before and you know that ‘that is not worth worrying about, ’

Sarah's abilipy,to eliminate her worries will be discussed next.

Conflict Management: Strategies Used by Sagah

r‘

As alluded to above, while Sarah perceives conflicts as having

diminished over the years,she has shown that she is-capable of



. vrolonged ankiety.

u

using a humber of strategies toh deal satisfactorily ‘with conf]icts;
Analysis of thevaéta, founé in the vignettes, indicates that she
depends laféely'on five major strategies,

The first of these straﬁegies is\where Sargh waits for bgtrer
conditioné to emerge. "Some examples of waiting strategies were
shown in Sarah's putting4ué with diffiqulties related to lack Qf
principal, pareht, and'péor support. Other examplés of wsitfnd

1 4
related more to a seemingly rlgld currlculum and an apparenfl

overloade d time schedule involving home'and school responsibilitics,

Thwsp'proﬁloms Sarah has dealt with, in part, by lettjng them
solve themngelves. The success of her patienge, Sarah recognizes,
coald only BPAmeasvfod vears after her'efférts. But the ffuité
ere indecd there, as‘pvengual&y othgrs around hor.an@ the

gituations in-which shé existed altered more to her liking. This

strategy, Sarah feels, has_helped her deal with difficult

s1tuations in a way where she can continue teaching without

The second of these strategies is‘"retreating". Retreating
1%, In a subtle way, different from waiting. Examples of retreating
are where Sarah used 3 diary, kept away from the staffroom,‘and

Mnckodvoff'from éarlier colleginl interacfic%1 This strategy ha

bcpn neces%ary, ShOWlng that dpoplt@ the fact Sarah apprec1ate

0t her adultd, She cou]d\uork 'in i1solation from them. As with

wziting, Sarah shoWs a great willingness to preserve tho peace.
iowever, the difference ovists in her willingness to retreat from
conflict, as opposed to patiently waiting for a conflict to

subside, as described earlier. Sarah recognizes that retreating

G377



17 a strategy with a tempofary solution. Such -a strategy,
Sarah suggests, tends Lo be intolerable in the longterm because
i? calls for isolation from others. Therefore, it is an action
which has to be eventually replaced by a more satisfying strategy.
The third strategy that Sarah uses to meet conflict is an
anticipatory action. For instance, she often heads off pdrential
nrablems before they oucur.  She does this by recruiting the
CappoTrt of varents, studénts, peers, her principal and other
athoritioens, Sho_ndrfurm: her associations with people. Tho
fhought put into such nurturing is _evident in the rules of
“rlguette rhe has established regarding professional territoriality
‘ ‘ N : a 2 .
and the rules of priority she has. set regarding potqptlal time

. A Y
conflicts, both at home and at school. Another example of Sarah

~liminating problems before they arise is in the way she adapts

official curriculum expectations. The procedures she uses to

_Falance what. seemed to her to be at one time conflicting expectations,

reflects a considerable amount of forethdughf'angbcompromise.
. Y
TH@§ anﬁicipatbry Strategy isupreferred by Sarah above ‘and beyond
ghe'other~alternatiVes she has found évailable to her in deaiing
~wWith éonfliéting eipectatibhs. Taking time to build alliancés
and to maintain gupport betweén herself and other key interactors
has proven to Sarah‘tq be welivworth the inveétment in time and
-rffort.
‘While Sarah usuall; élimipﬁtes possible confliéts before they
happehJ such a strategyjis not always possible. Some conflicts

oceur even after she has taken steps to assure herself that there

Will be noné. When she is faced with what she considers to be

198
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C Ine five strategies which have been discussed appear to exist

unreasonable expectations, Sarah tries to guickly eliminate the N
. - .
problem. For instance/ she is quick to argue her case with

parents or students who seem to be out-of-line. She confidentally
L , . '
helds™ to her views on such occasions, feeling that she has given-in
2nough to others at this point.

kS

Finally, sarah uses a fifth strategy to manage conflict when
she 1s faced with expectations that persist, even after she has
already done everything she fevls she could do. When all has

3

! ) . B
teenidone, when she feels she can do no more, . sife often® looks

‘or the sympathy of others: At this stage she 1s not so interested
in intervention. Instead, she simply wants "someone else's
snoulder to cry on". Or, given that no on else can help, Sarax

simply rcsighs hersel{ to the fact that not every situation of

cmnfiicb'iszentirely within her ability to control. For that ‘

reason SHQ protectd herself by>acCepting‘that the "old worries"”
~are¢ not worth the effort. They are harmful, robbing her of

onergy which she tries to invest in other pursuits.

Worry just eats at your like a cancer. Iffgilike‘an
emotional cancer. And 1t just kinda digs at-you. And

if you let that get to ynu, then it can cause all carts
.of terrible things. And the main thing is .that i
such a waste of energy.
then that you value.

is
And you don't have the energy

' Sarah has suggested that she feels’lessvrole—related conflict
Y

than years previouﬁlyf She has also suggested that the. "same.

old worries” re-emerge, but that she can now manage conflicks

bricker and with less fuas than she couls as a novice teacher.

as a

vepertoire Sfrom which Sorah sclects appropriate actions for dealing

with conflicts,  Sarah gcems Lo draw on these five strategies requiurly,

~



cantinuouslv maintaining a fair amount of control over various ><{/

o .
crpactations of her role,

Tuture Orientation towards Role Expectations

Analysis of the data suggests that Sarah's outlook toward futire
role cxpectations has changed in three major arcas. These arcas aro
Nsconssed under the headings: A position of confidence; A clarif-

tion of rowards; ard A clarif{ication of responsibilities.

fopasitien of confidencoe

-

i , . -
Saralhy cmerges from cxperiences Of role conflict, like the fnros

everibed In the vignettos, confident that she can antLhuo foden?

‘

Dith future role conflicts. The reason for her confidence <eems teo

Aerive from her view that few new conflicts have emerged in recent

W

vears.  Thus she is willing to assume that, in all likelihood, she
%111 not be faced with conflicts of a type thal she has not dealt with

- before., AS'ménJiohed edrlier, éhe feels that the "same old worries re—
emerge". But, ‘she adds, she is able to dispense with these .conflicts

more qdickly:and effigiently than ever before. Therefore, Sarah

cluims}-shejis well-equipped to ﬁanage réle.conflict. She has be-
Ccome adept at tactfuliy balaﬁcing the éxpectationé of other%,xahd
vet kepresenting hér.own expectatiohé.‘ Béing able to bala;ce thése
7 . . Coe : : :
oxpecpations‘has earned her the approval of other key interaéﬁbrs,

PR

B Sbe seems able £o impress them that they are‘being fairly repre-
sented by her, Such appfoyal seehs‘to have, in a sense, built ub
SIS confidénce about-hnr Lcachinj capabilities over the years. This
confidence, she claims,. is why she no longer needs outwafd shows of

“approval bv others,

A clarification of rpwérds

_The second major outcoime of Sarah's experiences in dealing
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with conflict%ng expectations igvolves an apparent clarificatioﬁ
.oflwhat Sa;ah feels she can reasonably expect from her teaching
in the\ﬁuture!. She feels that there aré two major areas of
:r@ward. Without a doubt, the firs£ and greatest reward Sarah
v '

presently gets from teaching is from direct interaction with her
students. She speaks of the Jjoy of watbgigg them leqrn'énd grow.

A} -
She also speaks of the gratitude she feelf for being able to
share special exPerieHEQS'with them. She is wapéhful for "magic" {
noments, savouring them for séme time. Sarah puts a great deal ",

of effort into her teaching. Thus éhe expects studenté to respond
to Fh@s§\effortSf Their };éponse to her ééd what she expects,
then, is what she host'prizes. There are no other prevalen£
Toti&es cdhpeting éor ;qual‘attention during 'the school day. In

1 sense, she sees herself and her own interests quihg‘togethef

With those of her .students. Her students-are at -school to work

and grow. With this sense of growths, Sarah intends working and
- .

1

fqrowing right aiongside of them.
‘Sarah has always geen Bersélf as an eXCeptiqnal t&acher.
This point relates to thersecoﬁd\aréé of Saréhfs teaching réwards,
Even dutiﬁg'hef'early yéarsvshe could see that her efforts and
skills tenaed to set her in a class of hériown, éompared wiph mény
Caf her pee;s. With experience her zeal t¢ bé QXCépﬁiohal haé not
diminishéd, and he( tvacﬁihg\skj]ls} she sugqests,'haQe become
.nore finely Luned. Bécause of Lhese pbint§ she feels a tremendous
Emnse of prestige witﬂin the teaching community; 1t jélimpoftant
oy rnifcrate;’tﬁough, that while She appreciates direct appﬁqngx

Ly administrators, other teachers, and parents, she no- longer needs

{

/

i
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this approval liﬁe'she did years before. Her real prizé exists
2s belng viewed as exceptional among her peers. vThe best way
of gleaning such'a rewérd'is by being asked (as ;hé'often is) to
speak to, or demonstrate for, other groups of teachers about
7Arious aspects of tna;hing. Sagah adds, she also is able to
"spread the gospoi” of goodipmaching and learn new things fronm
“ther teachers herself,

The pride and prestige Sarah'fée]s for her teaching are not
fet apart from those things which are important to her in her
versonal life. Whiaelshé dées'recognize a need to protect tb@

1

latter from the former, she sees being a teacher, a mother, ‘and

¥
©

a wife ‘as one cohési?e w%olé.’ Therefoge, her rewards . are measured
‘in a wholistic sense. ‘§uch a point is parpicularly evident .in
the way Sarah enthusiastically Ehrows herself into activities
whethér they bebaﬁ school, home, or elseﬁhere.' o e
Finally,,.Sarah feels'that she has:a clearer View qf what she
can reasonably expect frbm thér teaching efforts. She sees that
/ she has migrated strongly toward intrinsic satisfactions’ove; the
years §eeing;extrinsic rewards as temporary and less méaningfuli'
She also feels she has become bétte;’&t'sétting_up sitgations,
. enhancing the appearange of rewards. She isbextremely satisfigd.
with her present teaéhing situation, making the presentvthe most

rewarding time she has felt from her teaching to date.

A_clarification of responsibilities

1
¢

The third major outcome of Sarah's having dealt with conflicting

. . ‘ \
@Xpectations involves an apparent clarification of what she feels
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she should put into her teaching in the future. Her responsibilities

are closely aligned with the major rewards, stated previously.
. []

-

Along with her own family Sarah feels extremely responsible"

for the welfare of he; grade one students. She sees that her
students need tp be chalilenged to strive; and in this effort ske
is mosf Qigorous. She feeis,students need a values orien&éd
curriculum, one which'does notknecesSarily watér‘down éore
‘subjeét§ such as rgading, arithmetic, science, and so on. She
5uggest§ that students need activities that are interesting and

meaningful . Such expectations require imaginative content and

~eaching style, she says. Therefore, Sarah suggests, integratinn

of subject areas through themes is very important. For that

. v
. - f
reason she relies heavily on drama, art, and learning centres

_— e /

1n her teaching. : P ‘

The welfare of Sarah's students is actually more than a-

ferritorial responsibility. In a sense, she adopts her students.

- They become an extension of her own family. She does not see

her association with them as temporal in the sense that June will

o

be the last-of them and a new group of students will arrive in

9 - . . " .
September. Rather, she views .them, not only as grade one Students,

" but she sees them in their future, in-grade,two, grade three, and

!

on to adulthood. She craves their love, affection’, and effort.

; \
)

i

Sarah hopes she will not only receive these things from her

v f R : ‘ '
students now but for years to come, as well. Evidence of long
Lermoreciprocation has been given in the many visits she receives
from ex-students, some of ‘Whom are in elementary school and others

who are considerably. older.
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Sarah's sense of respd%gibility regarding her studehts has
heightened over the years. As in a marriage, some nalvety aboug
the union has goﬁe now th what remains, to Sarah, is a deeper,
almost frightening sense of responsibility, calling for much
trust and dedication.

You realize the responsibility that is yours even thouh
your motiveg~havg always been to extract the most you
¢an out of the kids. The teacher is to exXpose the most
that she can. As’ you teach you realize the burden is
heavier, the responsibility is 50, sO0 important. And
you're naive. [t's like a marriage. When you first enter
Into it, it's kind of like a beautiful relationship.

And the longer you ge into marriage you realize the
intense responsibility. I don't think any eighteen vyear
old realizes the responsibility of marriage. And
teachers are the same. They enter teaching and it's
like nursing, or any dedicated profession. Therefore,
-85 you go further along the way, you realize your
responsibilities are that“muCh.‘

Sarah.also feels ‘a keen sense of responsibility toward-

o ¢ .
advising and reassuring parents. She feels many parents are as

Confused and lost as their owﬁ\children. Even though conflicts
may occur‘during interactions with‘parents, she feels they will
eventua}ly-be grateful for her gdidance.

Sarah feeis 55 eQahgelicalizeal abqut promoting good_teacbing
form andrphilosophy to otﬁef teacﬁers. She seeé such promoﬁion
as\é primary role r@sponsibility. This type of work appears in
the form of in—sérvice workshops for teacheré, work with intérng
and student-teachers, aﬁd generallybher being availa5le for
requests to takg part {6.va(ioqs activities which migﬁt involve
the bétFerment of the way teaching is done.

Closely related to thg promotion‘of good teaching among her
peers, Sarah recognizes the importance of mainﬁaining good

relations among staff members in the school. Such relations call



for a respect for what other teachers kﬁow and do. It also calls
for a sense of tact, to know when other teachers might accept
help and when they will not.

Finally; Sarah has always recognized the agthoritarian
reality of the principal and other higher level officials. Because
¢he and they have not always seén eye to eye, she has tegded to
remain distant from them. However, more,recently, she has been
recognized at various administrative leJels for her outstanding
abilities. This show of respéptlhas tended to eliminate the
Dhilosopbical alienation she once experienced. Now Sarah's
dpinion is often sought on>certain matters by her principal and
areg superjngendent, drawing her allegiance closer_to them. Thus, -
Sarah has come to & sense of greater responsibility to these
‘administrativé peréonnnl wh;re promotion of good teaching style
O Cdﬁcerned.

Len s

Sarah feels that her

i }
conflicts have diminished. vYet these

same conflicts . will re-cmerge, she feels. She also feels confident

1n having an increased number of strategies to meet her cqpflicts.

- Turther, successfully doaiinghwith role-related conflicts.

has brought Sarah to a position of clarification ofbwhat are
reasonable expectatioﬁé of her teaching fole by others and herself.
Together these points form not‘only a retrospective position but

a position which is progctivg, one whigh givés Sarah an impression
that she can bafénce éxpectatiéns of her role to the satisfactions

of others as well as to her own satisfaction,
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CHAPTER VI
LUX
. Introduction .

Lux is sixty years of age. She has taught for a toral of

2 N
rifreen years, all of which have: b®en with the same public bhoard
IS ' '

ot education of a large city.) During this time Lux has 'been a

eneralist classr®om teacher, having had experience teaching

jrades one, two, and three children. She is presently teaching

crade one.

Lux was born and raised in a rural prairie setting. Dﬁring
tnat time shé enjoyed being active iﬁ choirs, drama groups; girl
guidés, Y.M.C.A., boys' and girls"faifs, and Suhday school aé a
apll, and later as a teacher. Approximately thirty years ago
she married and moved to the city of'her,present residenéy; For

the next fifteen years she immersed herself in the task of raising

a family that would eventually include seven children.

Lux's decision to enter education was not entirely a preplanned

transition from motherhood to teacherhood. While she had been
raised to, as she describes it, "venerate" teachers, 3he had
) Al

never held such "lofty aspirations” for herself. It was not until

all of her children were well established in. school that she began

“oocontemplate a change from her domestic situation. She knew

she wanted to learn and have the opportunity to grow intellectually.

The university could offer such an opportunity.. Because teachers

were needed then, she entered the Facally of Education, ready to

c#inhark on a new career and a-new adventure.
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The resoafcher‘met Lux through/a series of associates. A
.friend in graduate studies knew’of a principal who was particularly.
amenable to theAidea of reéearéh activities being carried on in
nis school. In talking with this principal by telephqne, the
foseafcherifound that the principal waé ipdeed keen to have a
staff member invo]ved in such a study and did have one teacher | !
who might fit the criteria described.

Later, the researcher received a telephone call from the ; ) =

&
weacher the principal had nominated. The teacher was LuX. The
csearcher Was.particula%ly struck, at this time, by the quiet

tnoughtful-sounding voice on the other éhd_of the line. She
coemed S50 gentle.. After having a brief explanation of. the project,

Lvoreplied, "Well, yes T would be very interested in suéh a
rroject.  But I'm not éure I.would be.the‘best choice for you."
Thils lype Q{ humility, théVresoapchef wé§ to‘find, was very
typical of Lux. DPSpitO Lux's ‘apparent uncertainty she did agrec
Lo meet‘th@ next week to'dis;uss the project further.

A week later the researcher found himself standing at
:hevfoot of a stone stairway that led upwards to what, in all
Jikelihood, was-one of the oidest'schoolé in the city. As he
antered the building he waSIStruckAwith how similar this plaéé,was

I

.mlthe building where he had gone to school many years béfore.
Thﬂ halls were w;de and the coiling.was hiéh. The floérs were
m&rdwood.. These anTUIGS.Céntflbuted to a someWhat austefe‘look

the placo,
The rnsoaréhgr was aAssisted by a recegiigpist who sgnt him down

oo vhe staffroom.  In the meantime Lux was called on the intercon

7



ok

and told of her visitor. In a moment Luxvéntered the staffroom,
“¥tending her hand to welcome the researcher. She had a buzzlod;
vxpression about her. The reason, to the reseércher's émbarrassment,
Qas that he had arrived aﬁ hour early. School waé st1ll in

wfg } ;ps§ion. th was just about to take her group in for gym class.
JrT , » .

Peoling foolish and wanting to make up for this fausx pas, the

‘ezearcher offered to tLake the class;vas he had_served as a

hysical education consultant at one time. Lux was gquick to’
aecept this offer.

After the demonstratioﬁ lesson the students were'filed‘back
to‘chss for a final activity. Later, Lux commented on.the
'rwhejrcherfs lesson, saying,‘"lt is pretty well what I do in my
class already. But it's nice go be able to confirm what you're
doing with bthers“. These comments; the researcher was to find,
were aisofvery typ}éal of Lux.

Whénvthe students weré dismissed Lux and the résearche£
remained in the claséxoOm to ﬁalk; ,But before they dié télk, she
briskly moved from éesk to desk COllecting>materials,_storing
bgem on a éhelf that Was.alreédy oVerioadéd with.other student
’work. She apéloéized saying, "Ijli be fight theré. I just have PN
to gét thése.things together." But.as the'researchér Qaited Lax
excused herself, again leaving thé room. Soon she-neturnéd,

' carrying an adult—sizwd chai;. Shevinsistea that the researcher
sjt.in’it and that she WQuld_use'é éhild—sizédvchair,vbepag%e,
3he exp]aiped,‘"l ém guite used to this furniture",

Einally, the researchér and Lux turned té talk about the;

research project.  Again, the researcher explained the details.



After that the researcher and Lux moved freely into a variety of
topics, related to Scotland, the prairies, metaphysics, family,
and teéching.. This ability to move from topic to topic\:;th such

] . . ' . 3
ease later proved to be an asset in terms of freeing the donversation

from possibhle stagnation. But it.aiéo presented difficultios

.&o both conversants in terms of remainifng focused on one 1tem
“long énough to'estabiish anything conCre£e.> NevertheleSsilone
vory importanﬁ_elemont to a good interview was.established duriné

*

this meeting. .A‘Sense of trust was formed. ‘Because Qf.éhis.
trust time wéuld show that disclosure would not be’a'éroblem for
fhe résea;chqr. |

At"tbe,@nd of this meeting Lux had ohly one reservétion, The
same‘ﬁesitation she had expressed earlier. lShe still wondereq
1{ she could rgélly he of gny use to thg-study. (Théicesearcher

r=assured her that she would. Thus, at that pbint, they'ag:eed

on a date for their first formal interview.
Vignettes of Conflict

Lux's encounters with rolg—nelated conflicts reach back intovk
“he past as well és exXist in the present. Asvghe vignetteg will
sﬂdw, these conflicts and the'way éhe chobées to deal with thenm
are uniquely'hérs. The following SiXx vignettes are stated in
Lud's terms. - They arn: Striking a Balénco between Personal
inberesﬁ§ and the Needs of Others; Aitcring Philosophiéal Vieﬁs'
s fmprﬁvw Stuaéﬁt Response ; Féeliﬁg Relaﬁively Safe from Parent
Criticism: Overcoming'Poténtié] lsolaﬁion from‘PeersAthrough

5piritua1 Association; Complying with the PrincipalfSIWishes;
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*and Stri%ing a Compromise between Curriculum Authorities and

Curriculum Reality.

When Lux began her teaching career she remembers having
rvperienced some difficulties leaving home each day. There wore

“imes that she left home feeling uneasy, sensing that she was
!

iraving sowe things unsettled. While this conflict, she sugqgesis
¢ : _ ' :

was mild, she did feel that it presented a substantial enouan

—problem that had to be solved. . The answér., she found, called

_ror her to hold herself mpfe stringently to being sure thaﬁ
‘domestiC'duties and other family responsibilities were attendnd
e énd, 1f problematl(, qo]véd before 1edVJng home for school.
Setting this goalras avpr10rity meant that she hadvto use her
t1me at‘h;me well,;atténdiﬁg tdbeaEh‘domestic ta;k and_even
anticipaﬁing'pos§§ble unfd;seen domestic probléms-wellbin advance
‘Qf hgr:léaving for séhobl.

As time passed;;Lux found’tbét tHis conflict diminished.
While it;re—émerézd periodically? hei efforts tO'overcbme‘fgelings
of guilt and anxiety, beéauée of unséttled"things at home, seemed
ﬁé be more succéssful than béfore. The following cdmmeht reflects
her satisfaction with this éituation; éhowing<that her intention
ié‘tolleaye "all in iight" at hohe So,fhat she iséable to, in
clear céhsciehce,,concehtrate on and enjoy her school day.

A

When I leave homo ¢ach day I try to see things as surrounded
by 1lght 1 f1nd this reassuring and it allows me to

focus on things at school.  So I generally can forget

about home when 1° m at SLhOOl Once. I'm-here and involved
in the school day, I know that things are well at home

or with. others And that is’ turned off.
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Besides impfoved home management, there was another reason for
Lux feeling relief from anxieties related to home. Her children
Qere growing up and leaving home. At one time seven children
took up the majo;ity of her day. ‘Now this resbonsibilitvaag‘"
_ Seing lessened con51derab;y. However, the fact thaprher chiid:én
we;o qrowing up, frecing Lux to dq othef thiﬁgs; was evehtua]]y
'countorod\byia twist Sf fate. 'Lux's'husband wasujﬁvqived in an

accident. The ‘accident left him unable to continue work. Therefore,

//

,ﬁqu,'bUt of necessiﬁy,'founa'that'she had become £he main breadg -
anner( rather thanrspcond,income ea;ﬁer, as had been the gase
Lreviousty.  Lux suggests;that the financial pressures that this
fgiruafién"broughf’on hcr’wpre sligﬁt.‘ Howover, having her

o v 7

nesband at home called for more of a time commitment to hin.

Thorefore, while Lux sharod a greater amount of time with her-

X
husband, “the increase in time did, once again, put some pressure
on her during her séhool.day._ For that reason it bechme essential
for Lux to put in a precise and rather limited amount of time at
gchool each day. While she had at one time been forced to use
her time better at home, She was now being forced to better use’
Fime while at school. The following statement gives\an indication
of the timeline that Lux began, and continues, to work by.
. . v .
I do keep a rather precise timeline. My husband drops me
off at 'school between 7:30 a.m. and 7:45 a,m. This gives
me time to prepare-for the day. He picks me'up hetween
4:00 p.m. and 4:15 p.m. This necessitates efficient
use of my noon hreak -and the time after school.

Another conflict that Lux had to face during her ca;Ler needs

Jdescription at this time hecause of ‘its relgtionship to the new



limitations, mentioned above. This conflict involved Lux's

career aspirations. As she became aware of what was available

'o teachers in the field of education, she could see that a

school promoting wholistic devolopment‘of'children, like a Waldorf-

-type‘ishoﬁﬂﬁ was really where she would rather be. However,

-
~ e

pecause of her hushand's condition, -transportation difficulties,

and her advanced age she felt thal¥such aspirations would have :o
e osetoaside.  Lux's 'disappointinent at having to set aside an

¢

important career goal, however, did not cause her to spend time

redretting the conditions of her life. Instead, she accepted

“things as they were, deciding to pursue a wholistic teaching

’

approach at her ' own school and in her own way. Presently, she

reports, her feelings of disappointment regarding this conflict
. . . . : o~ >
are mild.

~ : L

Lux feels relatively satisfied that‘she has been able tb

. , , . ’
fairly represent her major role responsibilities of mother and

wife. As mentioned earlier, while she enjoys being at school she

has purposely limited the amount of time spent there. Yet,

limiting time at school has not meant Iimiting_the time she puts.

into school at home. Her .duties at home, calling more for

‘her presence than anything else, meant that she was quite free

ta continue- her schoolwork at home. ‘The following comment gives:

an indication of this. Here Lux . suggests that she does not‘ta]k
5 home about .schoolwork but that she does mentally ‘deal with

schoolwork at home regulérly. ’ . ' oy
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I may not talk about schoolwork all that much. But I do
find myself, when I'm ironing, for example, thinking of
something I -could do. Or, a pupil comes to mind. I also
freqguently make phone calls to parents from home if it's
‘something that I feel would be worthwhile communicating
with them. ~Sometimes it is ea51er with them in that way,
especially if they havp little chlldren, than having them
come out to the school. .

But being able to work on school-related topics at home, Lux

'recOgnizes, has also bresented her with'a problem, While it is

rue that éh@ Seems to have more time to spend both at home and on

schoolwokk, she feels she is often wasteful of her time'. When at

fiome Luy has béen able Lo blend” two responsibilities together.

tho e duties are rathor pleasant she claims she has

mecome totally lost in thought at times. She remembers, for

‘nstance, being particularly fascinated by one school projéct.
) . BN .

Earlier I found some work so absorbing I worked ﬁhroughk
the night. ‘

But this occurrence was not only once. Lux recognizes that she
has always had a tendency to. be this way.

4

I find if I'm interested in something of a somewhat
Creative nature I can totally lose track of time.

As well, Lux recognizes that it is not only her own projects
“hat cause her to be 50 totally absorbed in thought. The very
wavy shé;conGorSGS with others, wherever she 15, can cause the

LA thing.. She is somewhat critical of her tendency to be thiz

way.
Tl feel I ama bLit of a plodder. I can get too 1nvolveo
in fascinating bhut tanqontlng conversations, for instance,
and have been known to forget about time altogether., ‘
Lux's Xendency to be a ploddor p[eSGntly stands as a view of

irergell that she feols should be altered: Therefore, she continues
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0 seek out opportunities to bhetter manage her time, adding
efficiency to her day that “she feels 1s not quite good enough
yet. She has - taken, and continues to take, special sSteps toward
such self-hetterment . First, Lux continues to maintain a precise
; X . N
Clweline at SChool and tries not to be too caught up in upprodeetioa
tangents, whethey they be special prdjects'or conversations.
Sreond, she consented to give a presentation to other teachers on
p1me-management.  In this case, she explains, she ‘gave the -
presentation, not so much because it was a strength of hers, but
hecause she~ﬁight'{mprOVe in this area herself.
I volunteered to do a‘presentatjon L0 some teachers on
time-management. I figured that this would force me to
think on.the topic. ‘While I have my poor days I found
this exXperience of focusing on time-management benefitted
me. It is, simply put, an area that is not my forte,
I'd love to master its management . ’

A third Step that Lux has taken toward becoming & better
manager of time has been to talk to others about this topic. For .
example, the researcher presented a written description about two
very different types of teachers regarding timg—management. Lux
read thése, then described them to some other: teachers, looking
'for other views. She found the other teachers had varying -
“opinlons about the management types. The following'excerpt from
CLUX's transcripts has been provided at length to show how she
used the ideas of her peers. to eventually work out her own
conclusion,

The talk tended- to. emphasize two opposing traits, rigid
organization and flexible continuous immersion. Another
teacher I spoke to about the teacher models chose a very

~ people oriented jideal. While she agreed that ShQFWOQld
like to eliminate school thoughts from her personal life,
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_sometimes she didn't really see that she could. Another
teacher I spoke with chose the organizational oriented
teacher as her ideal.- She is already very well organized
but claims she has trouble shutting school off at honme.
Often enough, school ideas come up in the evenings or on
weekends. She would like to shut out school-type thoughts
durlng her home time.. The third teacher I spoke to about
these models suggested a school needs both kinds of
people to get an overall balance. But‘evéntually the
three agreed that each teacher should have a few of the.
traits from poth. Still, two teachers generally leaned
toward the well-organized but rigid type of teacher and
two. (Lux. included) toward the people oriented but,
continuously involved teacher.

fhprefnro,baftpr hvdfingvtho Views of others, Lux accepts that,

q:vén the ;nmlce of rymo;;~she would choose to remain people
urlenﬁéd. if this meaﬁt remaining a.bit'Of a plodder and
continuing to pursue conQe ,arloné in the way‘shp had done before,
then she could aCCebﬁ that she was not too fér éwayvfrom the way
sne wanted to be at t%e present. |

Given a choice between reacher qualities of high

organization or pﬂopl@ orlpntatlon 1" would definitely

take the latter.
nu”orth@lo)n, pux feels a% sured thét perfectlon 1s‘nev§r galﬂed
D alwaysiworth endeqvouring for. To affirm this notion she

lonks to Robert BrOWninq's poem, Andrea del Sarto.

- One has to beliove in p0551b111ty thlnklng As Browning
said, "Ah but a man's reach should exceed his grasp or .-
what 's a heaven for " You have to have the ideal first
and something to strive for or you can t possibly attain
betrefment :

lSo Lux's search to become é bettef manager of role
”vonsibilities; and thereforé time itself,~continu95von  xHowev&r/
Héams s0 with a greater sense of sétisfaction‘that she iz
1) accéptabln‘qoal than she had sénsed before. {For a

summary see Figure 15, Striking a Balance between Personajl

Fots and the, Needs of Others.)
9
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PERCEPTIONS QF TINITH«L r‘CHOSEN MANAGEMENT EVALUATION OF Al,TT;P.ATI_ON T
CONFLICTING REACTION RESPONSES RESULTS PERSPECTIVE REGARDNG
EXPHECTATIONS . . ROLE EXPECTATIONS
Yarly 1o oLux's During such tir 3] Lux worked hard to be The problem - . fLux felt that her
career the found at) Lux felt uncasy. assured that *all was became more teaching nard not
frldly difficult in light*® at home rejieved. suffer as much due to
to leave home for before leaving home. ‘ lack of domestic
cehools Thero .} Doing this meant betrter| - organyzation:
were times she folt time management and : ‘
oressed by putting a high
S1tuarions at hose priority on domestic
3 Tnat Were oot oyot tesponsibiilities,
! endied. Lux's childcun wetn In time, Lux
f - [ 9roving up, helping to | found she was
relieve this problem, able to become
! ' ’ more immersed
i » with her work, as .
. she wished, with-
! . - out feeling
1 -« anxious about
! ! ‘ home, .
: v r - Tt . . - - T e — - R S R s ey TTTmem I e mms
Pohe yeare passied, Lroe found v Lux and her husband The r1gid time Lux recagnized the
Ddeipite the £y pressure an %ept a ri1gid time schedule was importance. ¢f meorina
[ trac Lux's fary additron to hor schedule, thus acceptable to certain .
f fas qrown o, role allowing both home Lux. tesponsibilities ot
s inmesr e tesponsibiliting and school duties to home and of school.
) Wsibilyeg from before. Yet f he repregsented. ) :
Thas she considered : '
Pressure was this pressure Upon deeper thought This rationale N
{ laruely die to her mild. regarding this conflict{left Lux \\'
“ustand's medical Lux concluded that, teasonably i
condytion. while she would satisfied.
continue to try to be Lux recognizes tha:
2 better manager, of management ‘1§ not ane
time and represent * of her fortes,

- all her role therefore 1t calls for
responsibijlities, she rtegular attention.
was Presently doing
well enough. «

decause of her Lux :a;,-- o ‘(,97 dg:np;i'ed this _‘*E‘x rp;‘orKNS—t\h;t—qLu—x felt a
husband's medival disappornt»d, situation as “part of her confirmation in he:
condition and hey o life.® disappoint ment o%n mind that some
ae, Lux fLelt thae lessened, aspirations in life
she was unable 'o . ’ : ) S sirply had to be
take on new ( forfeited 1n lieu of
activities an . cerrain

teaching, responsibilitias.

T

-~ continued

Figure 15. Striking a Balance between Personal Interests-and the

Needs of OtherS.
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PERCEPTIONS OF
CONFLICTING
EXPECTATIOHS

INITIAL
REACTION

CHOSEN MANAGEMENT
RESPONSES

EVALUATION OF
RESULTS

ALTERATION TO
PERSPECTIVE REGARDING
ROLE EXPECTATIONS

while Lux became
reasonably
satiffied that she
was ‘gatisfactorily
\dealxni—wilh home
| /responsibilities,
she was all the
free to
hereolf
1noschoolwork
while she was at
hame. This time
she found enjoy-
able but it
maamified annther
“She
found she waz
plodder, wasting

time,

mor e

wronlen,

This realization
caused Lux to
feel somewhat
dissatisfied with
herself.

3

Lux, always on the

-lookout to improve

herself, studied
time management,
discussed jt with
peers, and even gave
workshops.

This improvement
helped to relieve
Lux's dissatis-
faction with her-~
self.

Lux tontinus to place
a Wigh praority on
self-irprevement,

igure 15

- continued.
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sltering Philosophical Views to Improve Student Response
This vignette will show that Lux has always had to deal with
~tudent-related conflict. While such a conflict has diminished

e ©orecently, it still exists as something she has to regulasly

-

e address.,
) In order to best explicate the source of Lux's student-
“related conflicts, it is best :o begin by considering her

childhood. Lux was brbught up in a household where sharing

sty
“houghts around the table was a favourite activity. All members

ol the family, spurred-on by Lux'skmother, delighted in the enjoy-

-ment of intelligéﬂr conversation. Reflective thought was §harod,
particularly after church sermons when Lux's mother called
everyone together to talk. These times Lux fondly remembers. To
“his day she tékesAg}eat pleasure in exchanges with others that
involve refiective thinking.

My interest in reflection is largely due to my mother's
influence. She enjoyed hearing speakers or sermons. Ang
she enjoyed discussing them afterwards. To her “that was
part of the whole picture. So I have come to recognize
an extreme pleasure, perhaps joy, in the pursuit of new
ideas with someone else. I have been like this since
I was a child. our family used to explore new ideas a
lot. Some of our most enjoyable conversations were like
this. ‘

i ’ . N ' .

Lux suggests that her later interest in going to university

T

was largely influenced by this sense of joy in reflection and in
j%w pursuit of new ideas. But teaching/ at that time, was not yet
foremost in her mind.
Mostly T just wanted to go.and learn things. And it was

that teaching was an area where they were encouraging
people to go. So there I went.
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Lux even remembe}é that her early interests in educatiog were
not because she was preoccupied.with young children. Her first
teaching interests were actually tobwork at the high school level.
However, for practical reasons, she turned to early childhoqd
education. |

My interest in association with others was not only for
five and six year olds. It continued on because ’
originally I thought I was going to be a high school
teacher. Then | realized that I was so far behind in
terms of course content, like twenty-two yeats out of high
school. - T didn't have a background to go into chemistry,
physics, etcetera. ﬁfthought there were so many new
developments that it would be overwhelming. So then I
decided to go to the elementary route. And then I decided
to go the early childhood route. -

So Lux's choice to teach young children came to her as a

~

matter of practicality. However, as she points out, it did not
witter what grade level she chose. One way or another, she was
bound and determined to find stimulating work at whatever school

level she taught. Overall, she suggests, 'her present situation

4

with ybunq'Childron has turned out very well for her.

But I don't think the grade level mattered. If I had
been younger it might have been different. As it turned
out, maybe this was the best choice for me.

Finally, regardless of the reasons that brought Lux to work with

younyg children, she claims that once immersed in her work she -
lacked no sense of commitment to these young people. 'As she
embarked on her new career, she recalls, her hopes were to spark

“helr young lives in a way similar to.the way her own life had
on sparked years hefore. Her goal was to share with her students

fhe exhilaration and joy of exploring new ideas.
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I wou]dglike Lo think that I am a spark in my student:z
Tives and that T can really get things going for them in
school. :

But as ﬂux began teaching she pecame aware that, for some
Teason, her students dia not appreciate that learning was an
frelting édvgnture. For'some time she felt uneasy abopt their
apparent lack of\enthusjasm towards what she calls'the "realm of
tdeas". Finally, tﬁe answer‘became clear. The problem; she
rmas@néd, was withih herself,  The unéasineSS~sH¢ felt Qas due
0 the way she‘had bheon tréating hér students;v‘That,'in turn,
“was a reflection of.a nglty view of thosé young people; For
Jnstanée, she remembers that Gérlipr in her career she tended to
“1ew o students as little people who‘needed to be informed of the
M4V§ ol the wbrld. Bt Bhe felt she a]one, as the Leacher, hearl
to determine what those ways were andvhow to convey such things

to the students. -However, Lux concluded that this view was based

[N

qﬁ 4.one-way communication model of'teaching.b It was' hierarchal
with the teacher at thg top and the student at the Bottom. The
result of this hierarchy, sge waé beginning to see,;was that

‘Sfudents were receivers of information with herself as the sénder.

such rigid one-way communication meant that the most active person

«

in £he classroom would be the teaéher, she reasoned. To Lux, the
students, at best, could only be bassive learners. Such a faulty

view, Lux beéan to see, was a rémnant of her training. She couid

see that she had simply been‘accepting thaﬁ there wasvonly one.

way of viewing>her studenté. But éhe could no longer accépt this

view. Lux felt too much d ssonanée; One-way learning could nog -

e the only way, she felt,



Lux reasoned that she could get more from her students than
t:\_r ’
she was, but the answer was not clear. Thub she turned to

professional reading, talking with peers, taking part in’ workshops,
as well as reflecting further by keeping a diary. Gradualiy,
Lhrough.these meashres, she suggests, she began to see a new way.
Thiis new way she describes as "a shift to a horizontal view of

her students". Within this_hofizoqtal view, shehexplains, it was
necessary to begin to see the child-as complete and whole? rather
than fncomplete, as before.

I would say 1 have shifted tbd brynd new view of the
child.- In the past I tried to adhere to completing the
incomplete child metaphor but realize now it doesn't

fit. My thinking and planning regarding all of my teachlnq
b#qwnq here with this new horizontal view. ‘

Viewing the child from a horizontal vantage called for other

new assumptions.  For ‘instance, where she had felt students were

limited in what they could do themselves, she now assumed thart

students were their own best teachers and should be.he]d,responsiblé .

\

for thelr own learning.

I don't. say to the child, "You are the little one. You
have to learn everything." Rather I Say, "I can help
you. But you are ybur own best teacher.” The teacher:
~can only do so much and then that student has to start.

Another assumption Lux made was that she and her students were
in partnership together. 1In a sense, they'are learning pértners.
Toqéther she and*her students could'ggow.

A teacher should help students take respon51b111ty for
themselves. Without thls,'%tudents and all people for
that matter, will not learn from their mistakes.

Students are my equals in terms of growing and exoorlanglng
toaether., We mutudlly PXp@Il@nCP And we share. My

role is not just that of h@lplnq them grow. It is one of
helbing us agrow.
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She further rationalizes her point about mutually experiencing

Ly arquing that all life calls for both giving and taking.
: 7

7

~ithout giving and taking between people, sne concludes, one party,
Y both, will be restricted in some fashion,
We tend to have teaching a one-way flow. And I think ;
~all life, be it teaching, be it any job, be it famllyh\&
whatever it 1s, it has to havé a give and take to be a
satisfactory condition. Because if one is always doing
the giving the other either feels restricted or they become
selfish or self-centred.
Another assumption that Lux came to, in viewing her students and
and the way she was to work with them, regarded her level of expectation
»f these young peqple.  Because children are whole and complete,
RS redsonn, they can make their own sense of.the world. Therefore,
she adds, 1t Js amporvant for her and other teachers to encourag
tudents to listen ipwardly to themselves., Thus, her 7Jjob as a
teacher 1s to facilitate learning experiences, allowing children
to expand their awareness of the world. For such a reason children
need not always be offered activities meaht to appeal "down" to
4 child's level. Rather), she further reasons, often activities
should be offered them that are new and unfamiliar. Children,
Lux continues, have the intelligence within themselves to make

\

sense of such activities. They simply need to be/@hallenged by

being allowed to experience activities in a wholistic fashion.

A teacher qhould encourage young people, all people,
to listen inwardly to their own though and feelings.
Therefore, I feel teachers don't have toNgppe&l ONly to.
a child's level of experience. To me it's very im ortant
,that you don't talk down. You draw them up.

Lux gave an evample of the type. of act1V1ty she l;be§“go

provide for her %fudent(. This example suggests‘that she feels

her students are not offered activities’at a higher level at .home.

SN
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I was pleased to have an excellent dance and drama'gtoup
1n the other day. I believe students need to see the
best. You have to expose them, however briefly, because
that's likely all they'll get. They're not going to get
that at home. They're not likely to watch thisvtype of
thing on tplovi&ion.

Lux provides further explanation to her view of a wholistic’
approach- to teaching. Rather tharn holding students responsible
. ) N *‘ ° i
for everything, she calls on them to make sense of such an experience,
as described above, from their own points of view.
To my mind the'children certainly wouldn't understand all
the performance. But they could grasp a bit here and
there. The dance and drama troupe presented a range of
performances but each done in a very professional manner.
They were superb. . And the performance was giving the
students ideas. And for me, I was able to say, "Do you

remember what happened?" And I can draw on that for oxtra
background.

The result of Lux's neow view, she claimsj has been éu{te
ehcouréging, Her students seem:to reépOnd‘mucH mofe éatisfacto:ily,
as compared to earlier. They now seem, she adds, more iﬁterésted
in pafticipating actively in ‘e various learning opportunities

that she offers to them.

Looking-<for further evidence to hack her new views, Lux

_reminisces about teachers who have acted as facilitators of

learning. The following excerpt was réad from her journal.

Outstanding teachers I have known have this view. 1t
-was as though they were the facilitators that helped bring’
out something of worth in me or in others. We need to
emphasize mutual respect among all living beings. To
gain respect you must give respect. Appreciation and
~love can perform magic. Therefore, teacher ang learner
are interdependent. Both grow together.  This is an
expression of universal love. .
In closing, it would appear that the dissonance Lux once felt,
o

recause of what she considered as her. faulty view of students,

“eems to have . subsided. Such a-diminishment 1s because of her

g
"



~fiorts to alter her own view, rather than. other circumstances

:xwlatéy to this conflict. The methods to enhance LuX's introspvctimn

involved reminiscing about outstanding teachers, reading, and
talking with others as well as writing reqularly in a personal
diary for further reflections and clarification. Lux's search
&5 not ended. She continues exploring new concepts and testing
her views.  The folldwing excerpt will attest to that fact. She
sreaks of a workshop dealing with children . and learning“that she
nad just attended.
I found the theory very hard to grasp in the morning
session but later a practical session helped clarify
much. Yet, after some thought, I know why I was. so
.Uncomfortab?g with this presentation in the morning., It

. Q . .
was because [-had already taken on some givens from peonla
S whose works 1 had read or perhaps heard as speakers., And

I had become comfortable with their model.  And all of a
suddén this clinjcjan 1s'giving me new ideas and they are
Going to shaknkuplmy former pattern a bit.

Tpéféfore, as Lux has Como tovgrips with inner%dissonancé
fegardfng her viGW‘of.studenﬁs,-she does h;t claim‘phét:conflict
*herein has entirely djminighed} She hés "much tobleafn", 559 
claims: She is sure -that it is cérrect to~ﬁold the chiId to bé\
responsible for his/het 1earningyand; in Such a way; the éh;ld
will respond to the teaéhef.-.8u£ she is equélIQ'sure that effecting
closure én her view ofbchildren 1S no longer viable. Everythihg
15.1in a state of change, she argues, even‘her>own views.u Despite
the fact that she might feel‘iess comfortable due to'this éontihudus
chande, it seems to bg a néée%Sity,in her life if she is also tq,v

enjoy promoting exploration of new ideas, she explains. Thus

Lux feels more and more sure that conflict regarding her views of

o
o



siuderits, learning, and her role as a teacher is relieved only

In the active search for better answers. (For a detailed summary

wee Figure 16, Altering Philosophical ‘View to Improve Student
Pagzponse. )

from Parent Criticism

Foeling Relatively Safe

This vignette'describes a coﬁflict with parents which Lux
éonsidefé to be miﬁorﬂ‘ However,. she does not consider parents
or their expectations to be minor. Rathér, the‘ih§ortahce of
conflicts in this éréé has been reducéd Eo make the prospects
nf sdch conflicts manageable.

Lux feels ﬁhat she has enjoyed a good rapport with the
parents of her students. Shé'recallé only one incident which,
che fegié;;mighﬁ be doﬁsidered as a.conflict. It'[eqarded a
motﬁnr‘whOdeS’UPSPt beééuSe Lux.had sent afstudeﬁt héme'w}th an

“1d reader. The mother,. Eux;remembers, was particularly critical

Vof the reader, feeling that it was sexist.

The only time [ have felt pressure from a parent was when

I sent home little reading books Jjust in order that the
children could have some materials at a level they could
handle. ‘And I received a question back, "Are you'still.
using these ‘antiquated things?" One mother was concerned
that they weren't liberated enough. The.women's role
models were disturbing to her..

While coﬁcern@d, Lux“remembers( she was not'daunted by tbe
-r%mplajnt!x As far as she was concerned, the parent simply needed
reassurance. Tbeyefbro, when: the pérent wés néxﬁfi;NZ;; séhool,
Lux asked h?: to comé and see the new Feaders,that the students

Were using. As a result of this meeting the mother was satisfied

and Lux was able to continue on as before.

N
~N
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PERCEDPTIONS OF
CONFLICTING
EXPECTATIONS

Lux did not sepse
any major conflictd
with her studenrs.
Rather, the
conflict, to her,
was one where her
£X1sting view of
students did not
seem to fit
teality, The way
she anteracted
with her students
d1d not seem to
allow them to
respond to her
efforts in a
satisfactory way.,

But Lux began ts
realize that this
new viewpojnt was
not likely going to
be a final
fredagogical
position, .New
143¢as were
constantly
¢hallenaing old

ares.,

SPRCUTe

INITIAL
REACTION

Lux felt uneasy

not articulate

disconcerting,

.

CHOSEN MANAGEMENT
RESPOHSES

EVALUATION OF AT
RESULTS

ALTERATION TO
PERSPECTIVE REGARDING
ROLE' EXPECTATIONS

hecause she cayld

this disagreement
with her feelings,

This notion was

| Lux could see that the

problem was an
internal one. She
searched for clearer,
less dissonant views
through talk with
others, study, and
writing.

Lux began to accept

that her secarch would
be lifelong.

).

tqure 16,

Lux eventually
found a better
view of students,
shifting her
beliefs from

those of the past
and what she saw
a8 being the norm.
The dissonance

was relieved.

dissatisfied with
this realization.

SR W §

This shift 1n views
brought greater
clarity té Lux. She
telieved 1n a
“horizontal® view of
children.  Children
should not be talked
down to, Learning
is an act calling for
self-responsibility.
Also, students and
teachers need to
mutually respond to
each other, growing
together,

Lux feels confident
that offering

students the chance to
be self-responsible s

a move in the riqght
direction,

Lux rebognizes tha® her

views about children
are not
They grow and are in
a perpetual state of
growth. She acceprs

that she will continge

te meet with inner
dissonance but ot hat
she w1l pe able 1o
face it internally
as well.

Altering Philosophical View to Improve Student Response..

rigid and ser,

S



1 handled this by Uarchxng her at the school one day.
asked her 1[ she could take just a moment. I wanted o
show her some of the newer mMaterials. She felt happier
knowing that our little readers now have children of
many different races and that it showed girls doing
tyrically bo;—t”pes of things and boys cooking or sometnvnq
like that. So¥I think she felt a little better about it.
The conflict, described above, was handled with ease. Lux

$uggests that theére are three reasons for this ease. First, she
claims that she has always welcomed the opportunity to discuss her
program and student welfare with parents, Over the years she has
been given the impression by parents that they are satisfied with
her téaching,and‘their child:én's progress. On the whole, she
-adds, parents have usually accepted what she ‘has done with their
children oy, if therevwere others who were diésatisfied, they did
not speak of it.

I haf@ on a number of occa51ons, and whenever possible,

‘W“iCOﬂed the opportunity to discuss the program and my

way of dealing with it. apnd to this point 1t has usually

been accepted or parents don't seem to have said too much

~against it, - ' Co
A second reason that Lux feels.the conflict was handled with

Nase was bogause, despite her attempts to upgrade herself, she
feels she has always been a fairly conservative teacher. What
sne has offered her students has ndt;béen thé type of activities'
gnat would normally cause parents.to criticizevdr complain about
“her téaChing; she claims. ‘ . i

I don't think that anyth&ng I do is that dlfferent
Therefote, I can' t say I've run into parent criticism
" or complaint often. . L

ro
~Y



The third reason for. Lux feeling she can handle conflixt,
inch as the parent complaint described above, involveg the notion
ot approval. Lux claiins that she does not need to receive parent

soproval.  While, earlier in her career, parent approval may have
Coen o more important, ahe suggests, she has dispensed.with parent

a

woroval as an important goal, feeling that approval can be a

T

iste of effort.  Tn o realizing this she has concentrated

per oefforts all the more on her students, looking for measures

't her success in these young people. Therefore, in a sense,
N

Lo finds approval within herself, Further, because she feels

(54

that over-approval of parents is not go important anymore, she
wloo feels that conflict with them can be diminished. The. prospect

~f parent conflict daes not intimidate Lux. She feels relatively

. ¢

Crecoofany fear that might accompany complaints or criticising by

Sy

such fears have diminished over the Years as has her desire
101 parent approval. .

But I would be doing this, & think, I hope, for the valye.
it would have for the student, not just for the sake
of having someone pat me on the back.  That, 1 guess, is
a change that has come with the passing of years. I
quese 1've reached the point in my 1life where that kind
of =atisfaction doesn't mean anything. I think what means
som2thing now to me is if I feel that I've done a good -
job I don't'care if anyone else knows about it. As long
as I know this, what else is important? I seem to have
found a happy view now where approval of parents and
others is not so important and I can get on with helping
stddents.

[y

&

Yet, to LUX a-new question arises from this discussion.
She now wonders.whether'she'interaCts_enough with the parents of
her students. The following statement suggests that she might be

In the process of altefing her view regarding her interaction with



Mavbe we haven't had enough opportunity to interact with
arents. Or maybe they are not aware enough. They
vobably see us carrying on in the same manner as their
“rachers did a number of years ago.

Jdess, while a sced of doubt exists within her minqd re-

possible need to interact with parents, Lux continves

o Zzel *hat parent-related conflict p]éys a rclatively minor part
1n.her daily activities. Minor bec;use, she suggests, she has Eaken
sleps to reduce the sense of intimidation that might accompany

conflict invelving parents. (For a detailed summary see Figure 17,

.Fﬁeling Relatively Safe from Parent Criticism.)

’otential Isolation from Peers through The Use of Spiritual

| 4

Overgg

tte describes a conflict that Lux éxperiencgd reiated
;;ment with other reachérs. Sﬁe jndicétes, that this
parted carly in her carcer and Conijnﬁns on today. Howeveor
.frtfihe conflict ;s ndt particnlarly‘intense and that sh? 
ell {n hand}‘

alluded EQ earlier, Lux!s primary reason for entefihg the

‘hﬂg ficld was because she felt teaching would offer her a-

to explore new ideas. Such an adventure in theought, she h

-
93

ould not only be with students. As well, she wanted 1o
with her peers, who she assumco oo ild be highly motivated

1t e

to entecr with her into whal she calls '"the realm of ideas", rather

than 1 talk" alorie.

wld have to say tyxk I'm really more interested in
“hie realm of ideas than itssmall talk. The interactions
i enjoy most with people rea ly deal with the realm of
ideas rather than with personalities and everyday kind
-of topics. I tind this type of\higher level conversation

220
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FINXTH\L

REACTION

ey

CHOSEN MANAGEMENT
RESPONSES

EVALUATION OF
RESULTS

ALTERATION TO
PERSPECTIVE REGA2DING
ROLE EXPECTATIONS

3

r\_
| Lux was. criticized
f by a parent for

J us1nq readers

\ which were per-

| ceived to have

‘ 56x15t views.

|

I

But recently Lux
began to wonder if
she interacted
enough with
parents,

about the
criticism,

—_Luxﬁikgen to

doubt her

present position,

Lux was concerned Lux. reassured the

pacent face-to-face.
She showed the parent
newer books that were
the main readers.

Lux feels she
handled this
conflict with
ease for three
reasons:

She has always
welcomed the
opportunity to
discuss her
program with
parents,

always beren g
fajrly
conservative
teacher.

Lux feels she
focuses on her
students and has
little need for

Lux felt the
tension reljeve.

No definite action has
beenvselected as yet.

Migure 1 74.

)

She feels she has

parental approval.

Lux accepts that
parents might get up-
set due to misundei-
standing. Meeting
Criticism with patience
is the appropriate
resppnse, she feels.

real rewards of her
teaching come directly
from her students.

As well, approval of
her teaching had to

be gotten from within.

|
) Lux could see that

|
|
|
|
!

The doubt
remains.

Lux may be undergoing
4 time of change
regarding her
interaction with )
parents,

Feeling Relatively Safe from Parent Criticism:,
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rewardivig. [0 pubts you in the learner role. And |

- L] . .
Fhink that throughout our entire lives we're always, 1n
a fense, learncrs’ and ‘eachers. Thus whenever you

nteract with anothey -oerson there is so much to pe
gained if you are.a receptive learner.

However

e

» bux was disappointed to find that small talk tended
Lo prevail with other teachers. 1t seemed that during the times
she could interact with them (recess and hRoon hour periods,
orimarily) her colleaqgnes looked to breaking away from
intellectualizing instead of involvement in such an activity.
Liux was disappointed when:she came to this realization,
Porbonélly, I am wiiljng'and able to enter into.a
v stimulating conversation at’ anytime, even. during staffroom
breaks. However, I have encountered lots of teachers who
do not seem interested in explorlng ideas. Dhey seem
content with small, talk.
Such small talk, Lux reports, focuses on holidays and domestic
interests. While she feels such topics are not particularly
'stimulating, she coencedes that_they may serve a puapose to her
Deers, 4 o w
Staffroom talk tends to involve a lot of reporLlng by . ©
staff members of their recent skiing trips, hollday
jaunts, redecorating of their homes, through to such
prosaic things as laundry and baking. However, 1 respect
that with some other teachers this type of small talk
may be necessary. For a lot of them I think the staffroom
break is more than a refreshment break. It's a mental -
turn-off. So Lhat, I think, fulfills a very important
need for them. », o ‘ o,
While Lux recognizes that small talk could be useful to-her
Deers, She found that such talk could al%o lead to.a real good
=¥change" ., Therefore, sle entered such conversatlons, hopeful

that they would afr as an initial stage to more fruitful discussions.

Further, Lux adds, she has been surprised to find that the small
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talk "stage" can be dispensed with quickly or even entirely at
|}

Limes.

Indulging in smallftalk may sound like a contradiction
but I feel it is often the only way that you often get
: _ Lo know people. That's often an initial stage. But
- every once 1n a while you meet someone who you sort of
o sense is interested ‘in other things. There, it's almost

as though you can sKip and go on to different topics.
And I find that very very stimulating as a listener.

bux indnlges in small talk with her peers; hopeful that
tigher level conversation will come from her patience. She
reports that such a management technique is quite Satﬁsfactory
i 2 !
to her. But there was, she still found, yet another problem
related to her interacting satisfactorily with other teachers.
Luv found that while many of her colleagues not only remained

uninvolved in the exchang® of general ideas dufing break times,

they also seemed to lack interest in professionally related’

topics, even during times that were designated for such a purpose.

Lux enjoys participating in professional development programs,
. \~
\\ . .
when she can.  She enjoys such activities either as a participant

or as a leader. But, once again, she was disappointed by her
peers' resnonse to her enthusiasm.
When I feel committed towards d new idea I uwsually like
to share it with others. I have often been disappointed
with results of my efforts to share with other teachers.
An example of this problem, Lux recounts, was when she was
drlegated as a language arts representative for a movement known
‘as the Implementation of Integrated Languaqge Arts Program

(I.I.L.A.P.). She explains that she was called on to provide her

school staff with spedial curricular materials and implementation

232
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resistance. She attempted the latter by talking with individual
teachers, speaking at staff meetings, and holding a half day in-

crviyce workshop. The results of the works shop, Lux remembers,
were disappointing.  The other teachers seemed interested during
' ©
4

the presentation, she remembers. But, as time passed, they

e

showodrljttle enthusiasm to implement the ideas from the workshop.
sven though she was available, no one made any request ' for

additional information about the topic. Lux concluded that the

other teachers were, for various reasons, sihply not interested.

After I had brought . I1.I.L.A.P., I don't know how many - v
times, there was little or minor change. For that reason

1 got the impression that teachers were subtly sayving
things like: "Don't bother me; I couldn't care less;

I have more than I can cope with now;" or, "They.are
always coming up with qomethlng new",

But rather than place the blame for the disappointing results
on others, Lux looked to herself first. For‘iﬁstance, she felt
that her presentation had not been 1nterest1ng enough, Therefore,
she concluded, she would have to find more interesting ways to
introduce [.1.L.A.P. noxt time.

Regarding my lack of success with promoting I.I.L.A.P. to
the staff, I do not blame administrators or other teachers.
I think I need to find more interesting ways to introduce
this concept. So rather than putting the blame for my
lack of success on them, I wish to be fair and will

accept full responsibility.

Another reason for her lack of success in promoting I.I.L.A.D.
to her peers, Lux suggests, is perhaps because she was not erceful
»rough.

When committed ] will go to considerable trouble in terms
of time and effort to see an idea through. But I do not

bulldoze nor am 1 aggressive. Perhaps I should be more
forceful when 1 wish to share ideas.



Finally, Lux cites a third reason for her iack‘of success 1n
nromoting 1LILL.A.P. to her péefs. She sees that she may have
hoen seen as éﬁ intorToper by some of the ther teachers. Perhaps
they had-already made plans. What if they considered their own
language arts program to he adequate already? Lux élso remembsred
sltuations where others had tried to impose new‘program ideas
on her when such ideas were not pafticu]arly convenient. Trying .
Lo see things from the viewpoint'of her peers fihally_led hef to
conclude that even if her presentation ‘'were more interesting of

'
more forceful,; sharing an activity sometimes is simply untimely.
How she silles, reminiscing about the times that She zealously
undertook to share wjéh 5ther5 who were Jjust not ready to be
shared with.
I tan think of times when I've cérrled my 1dea° to others.

This has been when I've had a touch of zeal for something
or ‘other and consequently I'd think, "Oh, wouldn' t it be

great if everybody could feel this way!" I guess that's
one of the stages that a person goes through. First you

have this initial zeal. You want to share it. Then, as

with my case, and it hasg taken me a long time to learn,

Yyou eventually come to r@a1151ng you cannot force growth

and development. .

fetthe conflict that Lux has faced regarding peer interaction

does not end here. She tells of another situation where conflict
©X1sts between herself and her peers. Once again, she argues
that this conflict is not intense. Nevertheless, she admits, it
1S significant enough to talk about. The example used has been
mentioned earlier. It involves a Presentation made to the students

of her school by a dance and drama troupe. When a program

evaluation was done by cach teacher, Lux réports, she was the only
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one o [eol that the prosentatﬁoh was appropriate for elementary
Avhool chiidren. Realf}ing that‘she was alone in her apvroval,
Lux began to feel somowhat isolated from the others in terms of
curricular priorities. For instance, as described earlier, it-
seemed tbah’the other teachers tended to promote a ”hierarchal“
view. Lux approved of ﬁhe dance and drama presentation because

it would "draw-up" the children to a higher level: But the other

teachers, she reporté, would rather "talk-down" to their students-

s . : R

by présenting programs for children only.
The other teachers didn't seem to care much for this
performance. Their feeling was that it was too classical
and therefore too aloof for the kids. They seemed to
prefer Mr. Dress-up, Sesame Street, Raffi, etcetera.
While I see a value in these, as well, I feel students'
‘experiences should not be limited to a vdriety at only
one level. I think children should have exposure to the’
majesty of classics too.

In summary, Lux has experienced conflict related to her peers.

This conflict seems to have existed earlier in her career and

seems to continue presently. Peer-related conflict, she reports,

has been felt in'three situations. First, Lux enjoys intellectual

+

»xchanges through informal conversations. However, such an

interest "is apparently not a high piiority with her peers. Second,

Lux enjoys professional interaction in formal situations. Yet,
;:um her fpports, her peers‘do not -always éhare her enthhsiésm
in tﬁis area either. ‘Third;‘Lux feels that there may be a
vhilosophical fifg between herself and her immedlate peers
regarding curriculum docisiops. Because of these differences,
the researcher suggested to Lux tha§ she might feel alienated
from her peers. Héwé&of, she argues strongly~that such is not

the case. Rather, she iInsists, she has learned to understand her

ro
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peers 1n order to live in harmony with them. However, Lux does
rccept thal she is uniquetfrom her pecrs. But are the conflictsw
described evidence that she is aloﬁe in many ways? To this
question she:qdmits that there is - a certain émouﬁf of truth.

Nevertheless, she claims to have close a$sociations with other

y

t=achers. But by close associations sheé does not mean proximity
- \

o , O
in terms of time or snace. Lux _has come to know, respect, and
admire a handful of tristed friends throughout her career as
Borh a student and a teacher. She feels these: teachers have
Gecome close because she has been able to share talk at one time
or another with them, particularly regarding the area-of ideals.
‘deals, time has taught her’, are not the types of things that she
zan discuss with the majority of her peers.
I don't dlSCUS" such thlngs as 1deals Wlth many teachers
About "half a dozen teachers that - I've encountered over.
the years have been- regeptive to talking. about such
thlngs in-a manner that 1 enjoy. Each of these toacherq

I highly respect and admire.

Lux feels a bond hetween herself and these other special

associates. - The kinship she frels for them is not easy to deszcribee,

“he explains. Nevertheless, she adds, they do give each other
cies, bdringing them'togethér.
It ‘seems the'ol adage "birds of a feather flock together"
applies here: It doesn't have to be in words but somehow’
we dive or receive some sorts of cues that let us know
when 1t JS, shall we say, safe to venture onto a topic

with one person that we wouldn't dream of discussing
with someone else. '

Thus Lux hardly feels alone, even when hervopinibn or intent
is different from that of her immediate peers. She draws heavily

on the concept of kinship from teéchersr§he.has known, most of whom
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ire not necessarily <lose at Fand. In looking to describe the
ouélity'that she likes most about these select few, she chooses

“he word "authenticity"
. . . “1(;

Something 1 have always felt 1s very important in lookinq

back on those teachers that had the.most influence on me,

even though-I may not have realized it at the time.

These are the -ones who keep surfacing in my thoughts

over the years. I have written often the word "authenticicy"”.

Lux frels a sort of spiritual unity with the teachers wHom she

describes as being authentic. A discussion of authenticity with

Lux brought out five idealistic traits thatIShe'feels.QUide her
aWn henavior now.

The first trait Lux describes as "consistency". To be a ,

' teacher, she has found, she could not ask studgnté to do something

that was incompatible with her own behaviors. Further, she arques

~that to "really Sparkf the students' interests she must show her

students that she is consistent in her own behavior, not'ﬁdSt-
part of the time but all the time,

1 feel anyone worthy of being a teacher should be-
uthentic. I do not ask students to behave in a way that

my behavior is 1nconsistent with. The teachers that have

had an impact and really spark something in you are the

ones who you feel are authentic twenty- four hours a day.

1 mean, they are not saying one thlng then d01ng something

dlfferent themselves.

The second trait Lux describes as "striving". Her ideals call
,‘ .' 1 ' . "

for her to strive toward a personal "perfection". Such a goal,
‘she argues, is not beyond reality, it continues to exist as a
possibility, always.
Now I feel my-ideals are not beyond reality. Part of me

knows that there is a perfection that we are striving for,
that we are meant to . achieve, that there is potential
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there for every human being. 1Is that beyond reality?
Maybe it is not attainable in one lifetime. And who
knows which lifetime w1l] be the one where it will be
attdinable?

The third trait that Lux adinires, and which she tries to
reflect herself, involves being "tolerant" of others. Whether
“ne agrees or disagrees with the views and behaviors of other
teachers, for example, she sees that COndlthnS are be ter when
she pursues her own sense of what is good teaching without bejné
-~ritjcq1 of her immediate peers. The following statement, in
!u”DOﬂS@ to a quéétion about the kind of effort her'peers put
into their teaching, supports this claim.

I really don't know much about the work habits of my
colleagues.  Some may do .school planning and marking,

- etcetera after school; some .at . home in-the evenlngs
some on the weekends. = I - suspect ‘some don't put much
out-of-school time .into schoolwork at all. I have seen
a variety of teachers in terms of effort and success.
Yet I tend not to be. crltlcal of any, and find that I an
happiest pur@u]ng my own sense of. good teachlng witho ut
wozrylng about others »

The fourth trait that Lux admires, and tries to demonstrate .
Berself, is "humility".  She regularly qualifies statements she
rakes that seem to put her In a position of self-qlorification. o
For instance,>thp-fnllowing short eXcerpt was her response afpef
reading her first interview Synopsis. The synbpsis had-beeh

. reported in the first person singular. Because of this'relevénCe
©o her in such a way she felt she had glorified herself and.

apologized, suggesting that she had "I disease"

I think I'm one of thOvP "I peOple ~And I wish I
weren't,
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Another example of the humility that Lux feels-is important

15owhen she speaks of the difference between her ideals and the

way she actually is., She continuously reminds herself and others

“hat oshe has not yet reached her ideals.
I don't mean\tszmply that I am demonstrating all these )
wonderful things that I am suggesting are possible. /

. /

The fifth and final trait Lux mentioned is to help others hy
"demonstrating", rather than by telling, alone. While wantingD

Yo help others 1s a noble undertaking; she explains, demonstration
. : . RS § v ,

1s the best method to truly help. Because of her "éarly conflicts

v

and bér eventual kinshjp with'certaih specfai teachers, Lux has

come tobéee.tﬁgt'more harm,than good{can be done to one‘s.

association with peeps whén helé is offered in a thoughtless

manper.  Tthughndemonstration; she has leafnéd, Heip is»accéptable L
to o&hersi | | | |

The best way to help others is to try to demonstrate
change. If others become interested they will want-to
learn more or follow an example and proceed in their own
direction. I think, with teachers and students, without
the other makinq a commitment. or Without their. interest,
youcould be doxng more harm than Food. Sometimes in
your zeal to h@lp all you are dozng is hindering.

3

The following statement shggests_that Lux feels a satisfactory -

_valance now exists between her interests in holding to her ideals

of aﬁthehti;ity and her,aware%ess_of and ‘a certain conformity to
the.ﬁeed; ané interests of bthéfs, The following statement-i
‘rogarding her presehp views abdut helping ﬁerselﬁténd helping
dthérs sﬁpports thiS claim.

As I develop I hecome better at helplng others develop

I keep trying to improve. Part of this is through

receptlvenéss to others and part of it is from know1ng

at-what pOlnt to hold to my own vxews
. - v—d



Finally, the @ain 6utgrowtg of the conflicts described "in this
vignette may be Lux's increasea sense of patience regarding her
zearch for stjmulating ekchangp and comradervaith her peérs. She
rnow knowﬁ, for instance, phét Lhe types of iﬁteraction that she 50
pri%es can come 1f not forced, :She has also come to see ghég'she’
n;od not fear beinq‘jsolated from her immediate peers because she

i not alone. Further, the type of comradery she -yearns for is

L

no; énly distahtly available to her, as she had suggested earlier,
by iy be jnf;t around each corner at angy t‘imo,. as she expectantly .
wualts meaningful encounters with hew‘peoplé and'newnidéaéf
. ' ' ’ ' R
{For a detailed summary see Figgre 18, Overéoming Potehtial
.zgmlatipn {rom Peérs thfough The Use of Spifituai Association.)
Comnly ,i_ni,w‘,i}_b__“t.h,é, ?_f,» inc IéaLS Wishes |
This;vigﬁetté descfibes a conflict which has inc;eased in
recent years for Luxf Howevé;, Lux claims that it ié‘stiil
rwlatiVely minor in importa6ce énd that ;he?haéﬂiéqwéll'in hana;
Earlier in her Earoer;'Lux_recalls, decisions made by school
'ﬂdmjnistrators.were rarely probleématic. However, more féééntly‘
sne has found that thér@ are‘tjmes wher% sucﬁidecisions can be
nuizance.to her. Plans for,“Greén and Gold Days" are an @xaﬁﬁle
aianch a nuisapcv.' Noﬁe‘howéQér,‘in the following statement, that |
Ly chooses‘to respond to this confiict.by complying with her
vrincival, despite her feelings that Green and Gold Dafs.W@TP%a&_ﬁﬂf’*‘
lnconvenience to her at that time{ The following stateﬁent shows

fow Important it is to Lux that she.is not the cause of further

conflict.
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Green and Gold nay seemed to impose on my professional .
rigants and opinions. But in fairness to the principal,

I didn't come out and make any blatant statements about

how T felt on it. So I chose, because I could sense

what the wishes 'were and because I fee] you are. a part ®

of a team, you do things even though you might have done
things diffnrmntly yourself. You still play out ydU; part.

Despite choosing to accept the principal's project, and the

fact that most of the other teacheérs seemed to support it, Lux
" could not help but feel a little disgruntled. Her reason wés

pecause: she felt that her own professional opinion had been
o N 5 : . i
averruled, evén though she had not expressed this opinion. The

-

Pallowing statement gives evidence of continued conflict.

I dislike my own program being pre-empted by school
functions which are simply agnounced. I feel it is my
right to decide to participate or not .in such an
activity. At Fimes I feel my professional opinion is *
overruled. Butwho should know best, me_ or someone else?

e

LUx argues that this conflict is minor and well in hand.
iHowever, the above statement does seem to suggest that she does

- feel some dissonance when her principal or others seem to

- -+

override her views. . Thus now, more so than earlier in her career,
Luy seems to be wanting %o have her own professional opinion
Lheltter represented. . (Forfa-dotailed’summary see Figure 19,

Complying with the Principal's Wishes. )

S'riking a Compromise hetween Curriculum Authorities and 'Cgisiéu Lum,
seality

This‘vignette destribes a conflict which Lux has deait'with'
throughout her éareer. While she ciaims that itbhas diminished
in intensity, ?t will be shown that she preséntly blends two
apparently opposing factions in order to find the right balance-

for her teaching. Tt is also important to note that Lux considers"
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both specialists and administrators from outside &f her school
"o be at the root of this conflict. For that reason these twa
key interactors will be discusseéd under one heading.

Early in her carecr, Lux remembers she struggled to éOmply
with curriculum expectations. Even after four years of university
she felt unfamiliar with the materials she should be presenting

.' .» . P ) v i i
"o her students. ‘She remembers wanting to conform to those

ma¥erials but her knowledge was inadequate. ”
Ay v ' S ‘

\1\  In the 1nitial years of my teaching I was much more]‘ﬁ
.concerned with sticking to the teacher's guide and

following every little thing. And I think that was

hecause I wasn't famfiiar enough with the materials. e
~And I felt that thé four years of university still had

not familiarized me enough with the provincial expectations.
And the only model I had to 9o on was a little prairie

city school of a long time ago where we didn't have any

of this modern material.

But her'struggle to déal with unfamiliar curricula continued
over the years.. BEach -tjme a new curriculum was created Lux,
attomptjng to.keep abreast_of these changes,.tried her best to
comply with thé»appareht expectations of those who produced the
documents. “The fb]lowing Cbmménts reflect some frustration by
Lux.  First, when new basal reading guides were presented for
implemehtathn Lux tried unsuccessfully to produce the exact sanme
. - o ' :
teSults-outlined in'the quides with her own students.
At first the basal reading guides left me with the
impression that my students should produce in the same
nanner as-the examples given., -

p But she found that her interpfetations vere too literal.

Yot theréyseemed to he no key' regarding how literal these documents

Were meant to be. Another example of the frustration Lux felt



regarding new curricula was in trying to implement a new social

- ' e

studies curriculum. . She found that the curriculum expectations
were not appropriate for the grade level she was teaching.
The original social studies curriculum, emphasizing”
. . . | . t
values, was unrealistic. -Let's have good 1deas but
let's remewber the age of- the child. ]
Trying to stay abreast of néw curricula was not-pacmséérily
a rewarding experience for Lux. - She had been tryin? to adhere
“2 new expectations but found that the new material Sne was

trying to implement was not bringing the results that sﬁq'thought

T

‘were expected. As well, she was beginning to see that she did
not agree with all of these materials. For those reasons Lux
‘looked for help from subject area specialists. But,ﬂWhile
xpecialists‘trjéd to help, she remembers, there still existed
a gap betwcen the ‘apparent GXpeététions of new curricula and
what she saw as the reality in her classroom. From her interaction
with these specialists, she concluded that specialists themsélves
~ had unrealistic expectations. She hints in the following statémentﬁ
that these specialists could neot translate curriculum rationale into
practise. . . ) o
I sometimesqthink suhgect areé'specialists have unrealistic
expectations regarding the importance of ‘their ideas in
the classroom. They often leave me tq tie their ideas into
iny own program. . They dive you all-the lovely rationale up
here but one still has to’translate that into something that
is workable. And sometimes the gap. between-the two is guite
large. ' ’ '
LuX began to see'that she was on her OWh'rEgarding the use of."
tnese new curriculum and instructional materials. She realized

“that, 1f anyone was a specialist in her grade one classroom, it was
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Lux herself. With this revelation Lux's frustration and sense of

quilt for her lack of success in precise implementation faded. Such Bis
' o 13

a claim is supported in her following comment regarding the new

basal reading program,.

While at first I felt a little frustrated, even guilty,
because my students' results were different than the basal
reading guide, T no longer feel this way. I have learned

. that guides cannot -possibly reflect the reality of each and
every group of children.

Therefore, Lux began to see that her role was more of an

adaptor, accommodating new curriculum ideas by fitting them to her

own needs. Now she is at the point that if she feels curriculum

¢t

material 1s not appropriate she will alter it or not use it at all.

I see my role as a teacher as an adaptor and a modifier.

Therefore, 1 can usually accommodate new program

expectations. And-I think all teachers need to add their own

special magic to new program ideas. When I find guide

material does not fit my needs T feel free (o change it

or delete it totally.
\ Coming to the realization that she should be a curriculum adaptor,
Laxoestablished three basic rules to guide her efforts toward this

&

goal. First, she could see that, in order to implement new <orriculum
ideas, she should not undertake too many new activities. Therefore,
trying to come to grips with what is a fair amount of new work meant
knowing and accepting her own strengths and weaknesses, Speaking

Jenerally, LUX suggests that such an acknowledgement can helo all

Lrachers.,

[,

In order to accommodate new preram ideas teachers need

to know their own strengths and weaknesses. - They need

to know what they can make work and to discipline themselvos
- not to try too much.
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A-second rule that Lux established to guide her efforts to
adapt curriculum involved her professional reading. Extended from
| a . . . .
the above problem, Lux decided 'she should try to limit the amount
of reading she did. Therefore, rather than reading a wide breadth

I .
of materilal, Lux became more discriminating. Because she was an
avid reader, Lux bad had the tendency to pick up and read almost
)

anyvihing. But heing this way caused her to waste time on unvroductive
naterial at times. How, rather than waste her time, she promised

boergelf to he more critical of both professional an non-professional
. ».\\‘ -

~.

material. Thus, before reading any material evorything\ii?e under
closer scrutiny according to its potential usefulness to her.

I read quite a lot. Much of the material T read I can
- professionally relate. And 1 do read professional journals
periodically. And I do read through the various curriculum
guides, texts, -and other materials that are sent out. 3ut
one has to become selective about what one reads. There
"is so much I want to read and there.is just not enough
time. And I am a slow reader. So I feel, "Why should 1
waste my time on third rate material if there is something -,
better?" By sampling or recommendation, you had better
gq with that than waste your time on things that obviously
ddn't interest you or won't help you.. \

The third rule that Lux established to guide her efforts to
adapt curriculum involvés adding flexibility to the objectives she
sets for her studenté. Seeing that she had been too rigid in the
rast, she decided 1t would be best to‘altef activitiés according 'to
howrher students were doing at certain points throughout. the year.
She indicates thaf she has become more skilled now than in the past
af recognivzing what, when, and how much her students need at “these

various times throughout the school year. Re-evaluating where the

s*udents are in this way, she has found, is a much more satisfactory



method, to using curriculum materials than by rigidly adhering to

them.

\1

Year end objectives provide a realistic guide of what the
really essential things are. And you often reach the point

he

where you say, "Yes I know I need to do this and this. But
that isn't going to be suitable for my students." So you
try to get the meat of the important’'areas. Therefore, you
make it work as best you can.

But while Lux feels she grew tremendously in learning to adapt
“o curriculum expectations, she suggests that she became aware of
another relaced problem.  She began to feel that there were a growing
number of times that certain lay groups,kwhen presenting their idéas

forcefully, would press for administrative decisions; which were
i .
often unwise ové:ridjng sound professional judgement.

Semetimes public opinion, not as a massive majority but as
sﬁocial groups, seems to take precedence over professional
opinion and real education§1 merit. I don't agree with this
trend.

The';osult, Lux claims, was that such public-pressured decisions

L :
would eventually be passed on to her and her colleagues in the forrr

of some kind of program innovation. Such a realization caused Lu
to feel frustrated, especially when she ¢laims such/decisions were

aften countermanded at a later time,

1 feel at times that I am expected to implement new
program ideas because administrators.have swayed too
much to publjc opinion. Sometimes their decisions seem
like a blowipa in the wind as they move back and forth,

In seeing decisions involving the way she thought sway back and

5

forth, -Lux began to have reservations about the motives of some of

L i .
“he officials makingithese decisions. Were they promoting education

i were they promotina themselves?
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It's as thouqh o our system seme people feel they

have to put on some kind of a show or something to draw
attention. And then that person's peers dash out and do

the same. Sometimes I wonder if they truly have a commitment
to that. .0Or, are they doing it because it is the way to

be noticed and make a name? I wonder how authentic they
are. If on make a name or if you get something published
you move ‘another notch up the ladder.

Lux was not unsympathetic to others who look for rewards in
rerms of human recognition. She could ‘remember earlier davs where
she needed approval from others, as well. p

As a young person I really enjoyed the plaudits. I found
1t very nice to bask in someone's approval. Maybe I'm

one of thoeoe who really wants a lot of approval. And 1
can think of where I did some things simply because I felt
it would he approved.

However, she no longer claims to need such assurances. Rather
~han looking for approval from others so much, she now looks more
within herself. Administrators, too, she argues should be this wav.
I guess I've reached the point where what means something
to me is if I feel that I've done a good job, not if someone
else tells me I'm doing well. But in promoting ourselves,
are we forgetting the best interests of the students?

If-it aids the best interest of students, well then,
hallelujah! ' -

Suspecting admjnistrators‘ motivesvadds.strength ﬁot only te.
LLux's view that she and other teachers needed to'be_flexible about
their adaption procedures{ butlthat they also needed to be more
selective about the extent of their ihvclvement_with all new
materials in the first place. This view is‘geflected in Lux's
advice to other teachers caught in the samebdilemma. She advises
her peers to have éatjence to wait before beéoming involved in new
atylish . prodrams.

Some teachers probably would have enough sense not to
attempt that for which they are not suited. But I feel there



might be some people like myself who felt they should "go
thou and do likewise" and conform too rigidly to someone
else's ideas. Therefore, do what you can comfortably

handle. And i{ it isn't sitting right with vou, then don' t‘
feel you have to carry on. Don't jump over your head just

because it's the "in" thing to do. And that would relate
to my feeling that the teacher has to be his own person and
has to work with his.own style, even if something else
might be the new style.

Another major problem LuXx experienceg was one which she was
unable to pinpoint for some'tjme; Later, she gecognized this
problem related to philosophical differences that existed between
herself and what seemed to her to be the majority of curriéulum
drccision-makers. Thc problem, she claims, was boecause the
rrevalent view of schooling, unlike her own view, empﬁasizqd
Loarning experiences as dependent on reduction rather thah on wholism.
Magnifying fearning in portions of concepts, or compartments, Lux

Telt, put the teacher ind learner in hierarchal positions. Lux

5
¢

“new; as she was slowly coming to grips with her own philosophical
Viewpoint in this area, that she could not aCCept the prevalent:
View anyniore.

I feel there has been a general emphasis in education in-
promoting the superiority of knowledge, of intelligence
etcetera. Everything is so hierarchially ordered. Yet

the over-all goals of education don't necessarily call for
such an emphasis. I tend to think that students need to

be viewed, and thus encouraged to be, as complete and whole,
rather than magnifying only- the one aspect of thelr
thinking.

"Lux feels, ‘in r@tro“pect, Lhat in the past she was gu*lt» OF\

!
. ) R _ ¢

et

dwe lllng on experiences which were unimportant for her studenté,
somehow, she had bren paying too much attention to new ideas instead

o looking to her own students and listening to her own commnon Serse



for guidance.

While 1 rtcognjze»that research on.child learning shows
the advantages of teachers using a variety of teaching

medes, experience also tells me there is little sense getting
all hung-up, as I once did, on things that I read in books

or that I heard about that I was supposed to be doing.
Rather, I have come’ to the point that many of these can
conflict and certainly detract from the most important
element in the whole educational process. And that is the
students. I've missed out by worrying about some of these
stupid bits of curriculum or something instead of 901nq

for the c¢child and the child's ability to. 1nternallze 1t .

And I think of -all the beautiful opportunities I didn't

dwell on them. I dwelt on unimportant things,

But Lux had been frying to teach hy reducindﬁconcépts fo} a
ceriod of time all alondg. Changing her approach réqﬁired a'éhango
from the rigid structure shée had previously attemptea to 5aherp b,
Sach a chqnqc,lsho suqéosté, rquired two phings.» ?irst, she had

"ooput more of herself into her teaching.
X .
A timetable, while offering organizational structure can
be too rigid. LLearning becomes compartmentalized, all
chopped up into little bits. There are few ways to inter- -
connect concepts and help otudents make sense of activiry.
CWe have to, ao»teachers and for our own selves. We can
get helo. frbmﬂmaterlals, from other teachers, and even
in-services. But, I think that you need to get in touch
with your own self. And if that dimension doesn't get put
into your teaching, then I think it's ]ust a hollow empty
thing. When we do that for ourselves, then, we can allow
children to-achieve it for themselves.

The second thing Lux had to do in moving.away from a rigid
ompartmentalized teaching format involved putting more interests
of her students into her lessons.

I prefer to follow the flow of the class interest rather -
than remain fixed on a schedule which can end an activity
before we are ready. I enjoy this flexibility.  1'd call.
‘this type of timely learning serendlplty" ©I'like to go
with it if at all possible because I think those kinds of
things don't occur that often. I think one should. maximize
for vxporxrn(eu whore the group feels enthusiastic about a
tolvl(

.
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Realizing that rpductxonlsm was not for her Lux' had to.search
out a better way. This aéarch as mentioned before brought her to
rhe concept of integrated teaching. The integrated approach, she
Telt, recognized whole concepts and whole children.
»
A teacher needs to teach the whole child. In the past
I have been frustrated feeling we had no means to apply all
aspects to the whole human. I am pleased to integrate ' »
disciplines. I have never felt comfortable compartmentall?lng
I prefer teaching, at times, in incidental ways, drawing from
Special occasions, teaching-for the moment . :
Moving into a dew phiiosophical position and sq@sequently—a
new wholistic teaching style meant, according to Lux, a move away
from the norm. However, she had comrades, and she was aware of
them. There were others who Interrelated Qubjects and seemed to
promote Lh@ "whole child" concept. She concedes that some of these
trends were coming through subject area groupS. For instance,
{.I1.L.A.P., is such a group and promOtes]leqrning through language,
a view clo§e]y aligned to Lux's
g r@ally cmmollment the langquage arts people at the preseént
time who are seeing the whole total interaction of oral
language and how these things interact. I really like the
~unified approach. - h ‘
As well, Lux hmghly app[OVPd of The Waldorf program Wthh
“rﬂmoted the WhOllSth development of the child at a personallzed
1rvel. While she did not see her own school moving in this direction,
to any dgreat extent, and she was not able to become dlrectly involved
‘1n this tvpe of program, she did feel closely aligned to those who
were promotlng this program
Waldorf promaotes the wholistic deve]opment of the child
which would become personalized.  But they do thlngs in a

groun eftlnq rath@r than basing’ thlngq on the individual
alone. ‘they do a ]ot Of eurhythmics with a sp@cxal movement

AY



alphabet and they often use music.
Lux also recognized that she felt an affiliatijon with certain

teachers whom she has admired and emulated from the past. These

. A
weachers, she states, all have had an ability to teach more than
. Y

riculum. They could teach 1n an artful fashion, being able to
wse situations that come up during lessons, providing "really useful”

things for their students. to experience.
Sometimes the highlight of fhe day .is that little touch
of spirit that has brought out something that lasts when
‘the other information sort of drops out of usefulness.
I have known and admired other teachers who think this way.
0f those téachers, I have felt there was more there than just

a curriculum.
But there was yet another problem related to adhering to curriculunm
cipectations.  Lux found that time itself ‘was being mismanaged.

She “Oinbs out that those teachers she has admired greatly over the

years were not weak in this arca. Therefore, ghe does not attempt
) _ RS :

v blame them or their style of teacﬁing for her mismanaged time in
class,

Time hasvbéen a bug-a- béo wifh'ﬁe‘all.my 1ife. -I~can"tr

blame those who 1've admired as great teachers " Most of

them seemed to manage time well. , , . . -

She recognized thétvshe Had.a tehdency to peach inla tangential

f;shibn.b Finding that‘student talk would "spark hef in;efeét;,
she wéuld of;en.losé track of.time entirely. Thﬁs,7while a meaningful
expetiehcé seemedito‘b@ available) other potentialbexperiences were
beingfinté;fered with or lost ehtirely. .The ansWer,'éhe was

beginning t® realize; would have to come with a compromise between

trying EQ he wgllfordered and teaching ihva'goinéidental fashion.



“uch a balance Lux 18 attempting to find presently.
whilé I admir¢ peers with qualities of good organizing
. and planning 1t is one area that I have a long long way
to go in mastery.
In summary, Lux reports, err the years she has experienced
four ‘major conflicts invoiving spéciélists and out-of-school
administrators. Each involved an aspect of conformity to curricula.
first, rigid adhefence to curricula along with 1ittié or no help
'from specialisgs led Lux to eétablishing‘personal guidelinés and
skills to adapt curricu]ahﬁo the needs of her students. Second,

¥

respohsiveness of administrators to public pressures, Lux is

convinced, would mean such pressure would be transferred to herself

and peers. . She also beocame suspicious that certain administrative

dscisions which influenced her were.done more for the administrators

‘han the students. In realizing that these things might?bé happening,

Lux ‘decided to be more conservative about adopting stylish innovations.

Third, Lux feeis that curficulum.content.tended to be taught in a
'reductionispic waYJ But she had‘fecently coﬁe to see'ﬁeaching in a
different lgghﬁ thanf£hat prGSénted by reductionism.- The}efé:é(
wqqépraged’by cérrain‘groups of "p;ogressive“ teacherspand téachiHQf'
_groﬁps;_she held to her views, teacﬁing wholistjcally;“Foufth, Lux
fnqnd that she Qasyguiity of'teaching inia‘Way that tefiected podr’
vimm‘managoment. 'Bﬁt éhe conCludéd that, ratherAtﬁan.eliminate
céincid%ntal"wholistic teaching; she simplf needed to blend this
Vtgachihg with'bettér manageméﬁf ﬁechniq@es; _Aﬁ thié:poinL,in,time,

Lux is endeavouring to improve in this area.

\ e
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XL Luxcfeels that her conflicts have diminished related:

o her anteraction with specialists and out-of-school adnministrators.

cowever, she does indicate that presently she puts considerable

sffort into actively managing these conflicts. Further, from her

Teports, she has become more skilled at dealing with these conflicts

(B

and more realistic about her eXpectations regarding those she

mMmteracts with in this sarca.® (For a detailed summary see Figure

20, Striking a Compromise between Curriculum Authorities and

Curriculum ®Reality.)
DISCUSSION

ggl}}gg}_gonflictg_ffipgived by Lux’

Accordinghto Luxﬂéhe.rafely,e%perienéed Bighly distressful
difficulties with exp@étations of'her‘rolé. However, this is not
Lo say that she is_free from_experienciné rolé confiiéfs. Rather,
she fgéorts thaﬁ she has experienced é number‘ofiragher "ﬁil("v

.

, . ,
conflicts over the years. She adds that, earlier in her career,

~cuch mild conflicts were slightly more anxiety-raising than conflict

she experiences at the present time. She reWsons that this
dliminishment of anxiety 1s because, earlier in her career, she was
L=t very much to her own resources to solve problems. Then, she

remembers, she was less GXpe{jehcéd'and,.thékefo:e, less able to

.deal with role-related conflicts.  But with the passing of ye3ars -

tnese and other conflicts that ‘appeared became increasingly lecs

problematic. .

?

Presently, Lux feel= there are a number of potential conflicts
. . "’4’" ! . ~

o wnich could still cause her some discomfort.. For discussion
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and Curriculum Reality,
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nurposes these conflicts are arranged under two headings. The first

. q.
involves adult interactors and is termed "external" conflicts. The

socond involves interactions of more psychological conflicts and

. J

are termed "internal" conflicts.

a

The external area of conflict is presently the least uncomfort-
arle area of tension for Lux, yet uncomfortable enough to mention.

.

Yor instance, while at one time she had hoped to intellectually

T

‘interact with hér’péers, she was disappointed to find little response

{rom them. Today, while her hope to intellectualize still remains,
she claims she is less likely than earlier to feel snubbed by
~olleagues who do not appear to be interested in discussing new -..

ideas. Another example of an external conflict involves poteptia1 

<.

ad

criticism of Lux's work by parents. triticism by pafehts has rarely (.
o . ",

occurred and Lux claims she is not particularly concerned about such Klb

griticisﬁﬁ. However, such'océésions have caused her to ponder

whérhpr or not shﬁlproxvnt]y jntorac;s with parents enéugh. k?horwforé,

ane might.bé led to,b@]imve that Lux cbuld be{aitering héf viéwg

regarding parent ipteraction, an alteration instigated by this minor

conflict. Finally, a last example of external conflict involves,
sxpectations which might impose on Lux's classroom prog}am. " Finding

just what is an acceptable amount of intervention, whether it,bé a

new plan from her principal or.a new curriculum from curriculum

authorities, continues to exist -as an area of concern to Lux.
Nevertheless, decisions by others which involve Lux's program do not

pr@sehtly exist to her as much of a problem as compared to éarlieaﬁ

« }

But, showing some evidence of tension, Lux expresses the view that

b

e
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- admlts that she ha) a, natural tendency

‘Lhought".- This’ tendency causos her - tofff

259

Lhacre are times her own professional view needs to be better . . °

Tepresented, another indication of felt conflict. Thus, it wou ld N

appear that external conflicts have potential to be problematic

for Lux. However, for the most part, she claims, such conflictd

are mild, and even then she fesls they are less discomforting than
they were when sho first experienced them.

The second area of perceiﬁegbconflict, Lux claims, is more.
Jntensely felt than external conflicts, although she adds, these

& . IS

‘nternal conflxcts are well® "in-hand", therefore rather milgd as

well.  There are three (onfllcts that Lux feels exist. 1nternally,_

v
.

~or in other- words within herself as the major cause of dissonance.

The first example involves her constant philosophical effort to
find a view of her students thdt is in harmony w1th her feellngs K
about Olaasroom reallty She accepts that she has,grown tremendouSLy

in this area. -But, she confesses, theGClarity she hopes for nas

still not been attained. . So,while she experiences less inner

~dissonance than ever before, her search for clarity continues, as

< .

does this ihrernal.conflict.

‘ forgetting ﬁjme; she rocognizeéfthat ffie can misrepresent other

topics and the interests of her gnts.. Also, while she éttemptS’

.o

L00 immerse dtems unrelafed

"1

hon she talks w1th other adults,

she

tlcognizes

¢, also epgefge

s
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L sometimes 1osing sight of the purpose of the talk., Thus, she

feels dissatisfied because she tends to be this way and, once again,

endeavours to improve herself. In this tase, she attempts to improve

her abilities. to manage time where and when she can.

A third example of an internal conflict that Lix currently

1

Cxperiences relates to the previous two internal conflicts, bhut

\

% a
S

15 more general and all (wgmmumsing. Lux usually looks first to

nerself when a conflict emerges. This tendency is, on the one hand,

’

¢ strategy which Lux uses to solve certain conflicts. Yet, on thoe
other hand, it is also a conflict in itself, Lux recognizes that,

abtotimes, She is too hard on herself. Often the results are for
. ' - N
Ler to regret earlier efforts or even brood uselessly over lost

chances to alter situations she has been faced with. The anguish

that Lux feels, related to excossive\self-criticiSm, she reports
15 Lhe mos! intenge of the conflicts she presently experiences.
Recause of thisltondency, she recognizes that she could actually
harm heréelf.

From time to time 1 brood over some things, usually an
error of commission or omission. This is not jnst because
I'm a teacher., 1 believe it is due to my individual make-—
up. I have always tended to be this-way. 1 seem to brood
over past ‘mistakes too much. I am somewhat éelf~critica1.
I Know that being too self-critical can be unproductive if
held too long and eventually it can be harmful.

’ In closing, Lux continues to experience two types of cbnflict,
wwternal and internal. Of the two the latter is more intense,
but Lux describes both as being relatively mild. The disappointment,

(rustratEon, fatigue, hurt, quilt, alienation, or regret she has o

f«1r befote, she feels, still have potential to reappear. But she

T . «

P



a0 feels she has become fairly successful at countering situary s
“hat bring on such feelings. A descrintion of the specific

rechniques which she uses iz given in the following section.

vonflict Management Strategies Used by Lux

.

As alluded to above, Lux perceives confiicts as having
“.!i:njnjs;hod over the yearg.  Yet, despite this diminishment, che
“eels that she continues to deal with various conflicts at the
present time. She feels satisfied with her ability to meet her own

eXpectations. At the same time, she feels she is successful in

w4

meeting expectations that others have of her as a teacher. Analys1s
of the interview data indicates that Lux is capable of using a
number of conflict managemenf'strategies. 'Six major stra;egies
have been cited.

The firsb‘of these strategies is a form of "retreating". When
confronted with fage-to-face conflict; Lux outwardly withheld her
own views if she felt they would add to, rather than decrease, the
‘conflict. an example of retreating is where Lux curbgd her
onthusiasm to shére tdeas with other teachérs after she found they
-were not‘integested. As she points out, she could have;been more
aggressive. BQ; her way is not to impose on others, she explains.
Aanother example of retreg;ing was seen as Lux's willingness to comply
with her prlncipalfg'szﬁes; even when these wishes intertered with
her classbacﬁjvities. Overélly her strategy, in cases where the plans
of othér aduits and her own plans might clash, has been to give in
I} othc‘:r‘s in order lo promote group harmony. Yet recently, Lux has

t=come legs interested with the results of this approach, feeling

n



that she has not represented her own view well. Thus she regards

retreating as a temporary management strategy and does-not depend
on 1t as much as she had earlier in her career.

The second strategy that fux uses to meet conflict is

“introspection”. It 1s worth noting that Lux, seeing external

retreating as a temporary solution to conflict, views introspection

Adoa nore permanent answet to her problemns.  For that reason she

recently depends nore on introspection than simple retreating.
! F H i =

[Lux 15 not one to ke particularly critical of other people:

#n0 geem to be at the heart of her conflicts. Blaming others has

tlways struck-her as a way of giving up the possibility of finding

a tarr solution hetween people. Rather, Luy tries Lo See the view

f oth&rs and consequently can be quite tolerant of apparent

]

civersaries.  Lux finds 1t more "productive" to be flexiple wirh

"nthers, accommodating their views when possible. As wéll, Lux finds

that maklna positive statements, rather than making‘deroéatoxy.
crarke abour others, 15 the best way-to maintain good communication.

1S necessary, Lux attempts to make it wizhln

Thvrefofe, i1f a change 18
herself. A good examp]p of such self-change is where she attempts
to alter her own philoscophical viéwpoint abotit her students rather
than place'blamo for her perceived lack of success on them.

Introspection, as a strategy, requires Lux to read professionally-

related material, participate in professional development activities,

and clarify her own views by expressing them in g personal diary.

Using introspection as a strategy is not without!}£e~Qﬁ2



conflicts, as was discusced earlier. However, whjlg it can be 2
sostly exercise, in terms of time, effort, and trouble, Lux feels
Chat it 1x‘the only w“g xﬂv can satisfy her desire to grow toward
'ﬂl{—hutrﬂrmént. Thus, she suggests that introspection, in the long
tun, 18 a satisfactory strategy for solving conflicts and continues
Lo depend heavily on i,

m

The third strateqy Lux uses tg manage conflict Gpwo]ves a’way
Wh1ch LUX associates with others. 1In Lux's gase, such a form of
iusoclation is an extonsion of introspecﬁion. It is a form of
internal association with othe;s, rather than actﬁally assocliating
ilrectiy with others.’ An example of this is where Lux associates
herself with teachers whom she has known over the years. Fewﬁof“
tnem are near at hand for personal contact. She refers to this
association as her "authentic idgal".‘ Lux uses this strategy
to overcome alienation from othérs, primafily because ghe finds that,
in order to hold to some of her viéws,-she has to feel that she is
not alone. Thus, through spiritual association she finds stability
and comradery. . ' .
The fourth strateqy that Lux uses to meet conflict is
*anticipatjon". She uses this strategy to head off potential
problems before they occur. Anticipation is é barticularly useful

;mrategy, Lux claims, when she feels she has enough information

to quide her toward a correct solution on her own. An example of

!

f . v N

this anticipatory strateqgy is when Lux sCreens out "unnecessary"
B ’/ ’ . '

reading material in order to get to the most “important”

cuarriculum interpretation. When screening Lux feels she demonstates



surety that her powers of discrimination are now adequate to the
task, thus overcoming an earlier sense of guilt that she once felt
when interpreting curriculum. Another example of Lux using

anticipation as a conflict fahadement strategy involves her apility

tO work in harmony with others. Lux follows a number cf simple
. ¥ X . S
W !

riles of etiquette in order to keep in harmony with and respect
. : R . _

the needs of other adults, her students, and members of her own .

family. For instance, she has learned that there are certain cues
#hich will allow her to enter into inteliectwal conversations

Q]th oﬁher adults. "She knows there are signs to look for regarding
"o Willingness of other teaéhers to share professional ideas. . She
furls.fértain that studonls‘neod not-be talked down‘fo, otherwisg
Loy will not reach the level of development possible for them.

well, she knows she must fulfill certain role responsibilities
at home, without which conflict of various kinds would likely appear,
decause of her success in dealing with c1rCUmsfénces in such a way
Lix feels that her anticipatory skills have grown over the vears,
allowing het to eliminate problems involving other interactors hefore
rhmy arise.

The fifth strategy that LLv uses to manage conflict s

"negotiation”. Thisvsrrategy is related'closely to anticipation,
tn the sense that Lux tries hard to nurturg and maihtain
communicative ties with others,: looking fgr agreement with.them.

However, it is different from anticipation in that Lux chooses to

negotiate with others when existing conditions are unfamiliar to her.

4
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Pux’s first dnclinatien s to listen to the view of others, collecting

.

information before acting. Further, Lux has full dntentiong of
reprasenting her own vicw more offectively than through her use of

imtrospection for anstance,  An example of Lux's negotiation

.

Strateay at work is when she was criticized by a parent regarding

exist vicws Ln one of the readers Lux uséd., Lux listened ta the

’

varent, andd then reassured her by showing her othor lesson material

~

ihat she alse used which the parent would not regard as sexis!., In

‘Nis way the “parent was shown that her intgrests were being

represented,  But, al the same time, Lux represented her own view
. : o

0! good teaching. Therefore, she did not reformulate her approach,
s she may have done vears earlier under similar pressure, . Instead

she dealt with the parent directly, finding agreement withaut.

7

s 4

fceling she had to. stop using the older reader.

Another example of Lux using negotiation as a.conflict

management strategy is in the way she faces a new curriculum. She
tries to comply to the wishes of curriculum authorities. Yet, she
nnows rigid adherence L0 a new curriculum can be unfruitful.

Therefore, she tries to fashion a compromise with a coincidental

.

ﬁéachinq style, being balanced by a steady adherance to.curriculun

) “"
expectations. Once again, Lux tries to represent not only ‘the views

0f others but of herself, as well. She uses this negotiation
technigue more now than earlier in her career, feeling more confident
in her ability to strike a balance. o

Finally, Lux uses a sixth strategy to manage conflict. This

strategy is called "acceptance”,  She useg it not s& much to
2hY g

. . .2

X
% L

O
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aceept the idiosyncrasies of others, but primarily when she finds
vhe 1s too hard on herself. Admittedly preoccupied with her self-
Detterment, .ux realizes that She‘periodically needs to accept that

Porobest effort, successful or-not, is.good enough for the time

Leing. If not, the results, she has learned, can lead to a self-
destructive tendency, -on her part, such as brooding uselessly over

fallure., Thorefore, Lux accepts that there will continue to pe
o v . . N
rimes when S0 will be unsuccessful about various aspeqts of her
1 ‘ ’ . ' N
teaching and that frustrations will arise because of these tines,.

1 do brood over xllly errors and find ovor—lndulgence in
this can be dpctructxvo I still have to work hard to control
thla. For pxamp]o not taking my -mistakes home.with me. '
'4" 1ook back and tgke a magnifying glass to see all my
mistakes, instead’ of saying, as I've tried, Every day 1is
a fresh beglnnlng." That's the situation. Yesterday
cannot be changed. It is over and dope with. I try %o
learn from the experience and not spend a lot of time
agon171ng over yesterday. HOWGVQ[, I still have a way to
go 1n dealing with feelings of regret.

o

Mso regarding the strategy of acceptance, Lux suggests that as

=hr has grown older she has learned to accept the inevitability

of "low points". In accepting that she does meet with such pointe
[ time, she points out that she is Eett@r able to ﬁace‘thém than
ooars before. She does 50 now optimisticaliy, confident that
botter times wili return.

And I think there-is one of the advantages of just age and
experience, the fact that you kan that- life has its up and
down cycles and that maybe you are at a low point right now.
but that it's nofigoing to continue. .1 mean, the ascending
sph@re, that it's: going to come up. And that when we get
right down to the bottom, well, the only way left to go

is to come up. So, I might feel a bit down at times but
I've always had an undprrldlng optimism.

- .y



In closing, Lux has suggested that while the conflicting expecia-
rons shie perceives alwayvs have been ma bd, they have also diminlshed

cver o the years,  Thereiore, she alaims, her conflicts are presently

¥ .

ruer and theose that che is aware of she handles to her own satisfan-
“1en. The six strategies, discussed above, the data would indicate,

wist oasg major techniques which she uses to deal with the conflicts

-

‘ , ‘% : : .
shat she prosently faccea, These strategies act as a type of repertoire,

: , . . S »
‘uw oagrees that she draws on this repertoire regularly in order to

mert the expectations that others have of her as a teacher as well o
i help her represent and accept her own expectations. The way she

“hooses the appropriatencss of -a particular strategy from the reper-

. .

to1re is based on her view of the adequacy of each strategy to maintain

a4 satisfactory balance of those expectations.

(&)

Future Orientation towards Role Expectations.

Analysis of the data suggests that Lux's outlook toward future
ale expectations hés changed;in three méjor aréas. .These areas aﬁe'
discussed under the heaaingsz"A poéitidn‘of conﬁiaence;gxclarif—
;uétLOnbof rewards; and AAtlariijAtion'of responéibiljties.

A position of confidence

F

Lux emrrges from her experiences of role conflict, like:the ones
{scribed in fhe vignertes, confident that she can continue to deal

wi1th role conflicts 1n the future. The reason for her confidence
Tt . v .

seems to derive from her view that her conflicts have always bcen

mild and because they have diminished in their imﬁortance to her.

“ -

inx feels theve is little to indicate that future conflicts might be

my worse than those. she presently experiences, Thus, she assumes,

thhare is little likelihood of her facing further coﬁflicts

type with which she 1s unfamiliar. . ) .
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There appear to be three major sources of Lux's sense of

" wonﬁidgnce:' The firsg 1s the-practical skills that she has
developed over the years.. Fof example, she feels confidentniQ her
‘hbjlfky-tb adapt.now curriculum. - Another example is that she feels
pmpfjdépt about her nmqotfatinq abilities to deai satisfactOrily
witﬁ otﬁ@r aaulfs when expeétatiohs clash. A third exampie of TLuwx
d@péndingfon her précticalvskills iﬁ§ol§es-he£ students direcé?y.
Fﬁéling'sée has metAwith consideréble success with these yohng
moople s pggof to her that she is foering them‘experionces‘that

SR worthw hile, adding greatly to her confidence. The following

Sratement shows that Lux feels she has grown substantially in this
area. o (/2\h~\ . - o )

“In the first few'years of my teaching I really questioned
~if 1 should be a teacher at all. I felt that perhaps I
~ just wasn't cut out for teaching. And I've asked myself,
~"Am I doing-the students more harm than good?" And so,
thP‘FaCt that IT've continued in teaching says that I'm
feeling more; confidence in.my work and in my ablllty to
reach these young children.

"The second major source of the confidence Lux feels reqgarding
aeroability Lo face futute role conflicts derives from her early

aependence on certain cnlleagues: whom she greatly admired. She

. L& .
Yemembers those teachers seemed self-confident. ~Wanting to feel.

“hat way herself, she looked to them for assistance. L
They all seemed to exude self-confidence. And I had no
idea where I needed to go. But they knew the way.- And,
therefore, I could be fully confident that they would assist
me. in learning whatever was negcessary. And so they gave me: -
their self-confidence.. They gave me, as a learner, a feeling
of confidence.

But Lux found that direct interaction with this select group

+

f teachers was not always possible. ‘Further,'her eventual goal -
i : .
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was to move away from a dependoncy on them. Therefore, she beadan
to *rancfergknr dependency away from actual people to the qualities

tnat they reflected.. Thus, Lux reports, much of her confidence
pd

resently 16 drawn (3 qualities rather than dependence on the - :

\ ]

rdoas and LDproval of wt)ers Her deil}d@nce -on such qUaTJtlos,

v Juwals,« 18 evident in tho followxng statemént.

To me, without such ideas life would have no real mnanlng
But I think that e}perxence helps you to see how you can
-but 1deals into workable everyday terms. And I think that
~1s one.of the optimistic things about teachlng, the fact
‘that it gives vou lotg of opportunltles to work with that
very thing. '

In closjﬁg, Lux:ha; leagned.to iook to a set of ideal quaiities
‘0 quide h@r‘as'a teac?ér. AThese‘qualities, shé feels, are basic
go her confidence in meeting role-related conflicts. She ciaims
that she no longer needs approval directly from others, as‘sﬁé once
did.‘ Now, she looks.inwardly fof this‘épproval, knowing that it is
within hergélf guided by those ideals, where meanihgful approval
11es. Tﬁe followlng qtatement rathér vividly ohows how and why Luv
ha}'mOVGd in this direcrion:

I worried gzeatly at the.beginning if I was doing every-
thxng right. And at the’ very time, when I . .Probably ne@ded
people to interact with and talk these thlngs out, I didn"
And at*that point it was very very important for.me to havev
. some sort of feedback from administrators -or othérs that 1
) assoclated-with, or ffom parents, and, of course, the .
pupils too. But I didn't have them. And that, aside from (u
my ha51c nattire, was probably what got me started on- doing
50 much of this internal review and evaluation and what not,
Now I go more by.my own inner feelings. "Like, if I sense ' S
that things are flowing well, and going well, and that good.f‘
things are happening, then I reglly don't care too much if
I don't get a pat on the'back to the extent that I did then.
A clarxflcatxon Oof rewards
¥
Another major outcome of Lux's experience wé}h conflicping.

wrpectation involves apparent clarification of what she feels she
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_~an reasonably expect from her teaching in the future. There

e , N
appear to be 'three major areas of ‘rewards. The firk&garea involves

1

the job itself. Lux was brought up to "venerate teachers". For

that reason, having the opportunity later to become a teacher
greatly pleased her. Also, Lux feels that her job provides her and
ner family with an adequate income. For this remuneration she 1sg
jrateful and satisfied,

- Lux looké to teaching as a means to coming together and

nxntéréétigngith others. 'This is a second area of reward in &h;ch
whe claimé Eolhave Found'hlarifjcation. She élaams to feel a greaf
wxhjlafation in'exploring‘new ideas with, and leérning from, others.
"Th@refore,_because she comés ;nﬁd coﬁtaét with students and'other
‘adults ﬁﬁroujh’ﬁéachinq ;He'sees oppprtuhities to ;eek out subﬁ.-
expprienceé._ Because 5f'past'experiences of conflict in this area
Lerfecls she has'beromé.much mofe realistic in terms of Qhat
rarisfactions shercan QXpeétn

P[obagly-tgg greafést réWard that Lgx derives from her teéching,‘
vnnd whicn hés been mégﬁlfied 6v;r the YGars, inhvolves her quest for
solf-betterment. The authentic idealj,as displayed by a hégdfug ) l,'
}M ?ﬂi@wftoéchérs aver th§‘years, is Her taréet. Further, knowing
?hat she ié moying in thaﬁ direc%ion By atﬁempting to&adhere to
i1eals of guthenticity.pleases‘héf very mﬁqh. In a sense, it putS
o her in the kind of Cémpany she wishgs to be associated with. This
'assoéiAtién, as.mentionéd beforé{ ié_spifituai. Tﬁere?oreé it
_shoulq be pginted out that such satisfactions need not,-ih th}s mind,

7

cohtradict the fact that she does-deg}vé satisfactipn,from‘beinq with -

‘
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‘her immediate peers, as well. Lux points out that her immediate

re
peoers play a necessary part in her abjility to derive satisfaction

crom each school day. These teachers, in relationship to her guest

o oattain her own potential, allow Lux the opportunity to check the
+ .

Q
workability of her i1deal’ as well as the

chance to influence her

meors through her ability to demonstrate those ideals.

7N

In closing, Lux recognizes that she has altered the types
of rewards she derives from her teaching role over the years.

s "inding that extrinsic rewards provide elusive and fleeting
R N i) - . .
.catisfactions, she feels the most important rewards are now

-

intrinsic in nature. .
. -~ )
¥ I think it's because my sense of rewards moved more
’ ~ from extrinsic to intrinsic. And to me the
T satisfactions are richer.., And they are a little

, different than what they were originally.

A clarification of responsibilities

Another important outcome of the conflicts Lux- has met over
the years, she suggests, is a clarification of what she might

Yrealistically put into;her‘teaching infﬁhe'future.' Such chosen

)
3

P , C g ‘ , .
*}i responsibilities are closely al_igned with the_rewards already -

described, »FOlleinq 15 a brief-description of these y

responsibiliities. -
First, Lux reported that her home responsibilities decreased

. - . ] i ) N
: as a result of her,chlldren‘gro;}“g up. However,

due to her
husbandfs'conditioh she presently needs to restrict the time

she spends at school. " Therefore, she claim§ that' her First.

}ﬁqunsibiljty is still to her home_and‘husband,‘ Because Lux is

+
.



relatively free to spend time as she wishes at home, she usually
chooses to extend her schoolwork time there. Now, more than ever
“~fore, she concentrates on prepara®ion for.her interaction with

hor students.  The tie, she'feels,'to these young people 15

L

Jubstanﬁia]. But thjs i1s not onlybevident in thé amount ;f time
she puts into pfeparing for her work with them. Tt is*éléo évjdonf'
wnen she is with them. Ddrihg these. times shé ofgen‘becomes
jﬁtgnéély imme{é@d-wjth them, sometimes enjo}iné thé'interaction

=0 much that she loses track of time altogether. Lux sees her
main role. with her students as partners in experience. She feels

students will best learn when they sense that they are,responéible
with the teacher for the activities undertaken in class. .Thereflore,
whiile she féels that her own sense of responsibility to her students

has ‘become clearer, the main point of clarification is that she
holds students to be responsible to themselves more than ever hefors.

, g v . | ; | o

A third:.area regarding responsibilities involves parents. Lux

tries to keep parents -informed as to what she and their children DN
art doing in class. »In recent years, she has’hxtendod~communica;icn
‘ ' ‘ ') o e - :
as found many parents are

with them into the -evenings. because -she h
not home during the day: She has come to ‘viewing parént5~as a key

to her teaching. Therefore, she would like to <«ind additional

272

opportunities to communicate with them. Yet, at the same time,
' : \ V . ) ) 2
she has realized the importance of representing her own' viewpoint -
o %hem. '
» e
v P
=
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Lux also feels a sense of responsibility to other educators.

She feels she gives fair attention to new curricular ideas, for

instance. As well,. she tries to respond to requests.by her

n

“wolleagques fo participate in'prbfessioé%l development activities,

although she is more careful about sharing teaching ideas with
AR : _ . ,

others than she was earlier. As well, she is particularly mindfal ’

about the Tnterests of her immediate peers.  She endeavours,
whenever she can, to show her support of group efforts.

The last point of role responsibility clarification is more
conceptual-than each of the four prior points. ' Lux has come to

a much deeper sense of conviction that hér role as a teacher -.

15 to serve others.  The bést way she can serve, she feels, is -

by acting as‘énmexample of-her authentic ideal. ‘The following

°

statement is her response ko a question about whether she feélsv

%

she'dichotomizes'her;prOféssional and'persona; roles. In§§hls
‘:tatement she refers to. a wrltten plece presented to het by the.

researcher.
I'strghle'aq;ee‘with the statemqnt that .one's personal
and professional life would have no duality. I hoped to
serve by example. This, too, really appealed to me in
these teacher$ that stood out in my mind. If there ever-

was a duallty, it certalnly wasn't apparent. .NoE only: o

were they demonstrating ‘a f1ne way of doing something,
th@y were that example. : :

. ‘This respons1b111ty, Lux explalns, is a lifelong comm¥tmdnt .

It 1nclude( all klndS of people students, other teachers),pafents,
y . . ', B m

.otcetefa. A pqem she-wrote’for her journal, called “Cycles"

: . . " :

shows metaphorlcally that she >ees herself as an 1mportant flgure

in the lives'of othershﬁﬁ» combs in»conﬁadt with: In this poem'
. - ~ . \ . '

she states that the. responsibility she feels towards others is

<
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vO nupture them, encouraging them on into a life that she and they

are all part of. ' d

. Cycles‘gk

We are the flower
That once was the bud \
That from out of the seed
Sont rbots down, with love,
While stem struggled upwards
To light from above.

“rom blossom comes seed

With the blueprint within

As rowpd go the Eeasons SR
Xgain to begin, ‘ !
For each but a phase

Ot the one complete whole

And each needs the. other

To play out its role.

«

Lux 1983 . o i i
\

In closing, Lux claims ‘that she is better able to halance th@\\

Carious expectations of her role than she was earlier in her.

'
'

“areer. On the one band, she feels cohfident fhat she satisfactorily

:

represents the expectations of others. On the other hand, she is
no longer as unrelentingly self-critical as she was before.
B ° h

Yresently, she claims, she is more self-accepting. Nevertheless,

- she has not put aside her continual search for improvement. The
iollowing comment perhaps beslt captures Lux's present position.
Wnile she may yet appear hard on herself, she retains, with this

distinct sénse of self-criticism, an optimisitic view that she is
. * " *
oving in o the right dircction.

A times 1 keopn making the same mistakes over and over.
However, once we loarr something and practice enough that
1t will eliminate the nabit that we've had before, we can
gain control of it. So T tend to feel optimistic that,
cventually, if T'm given enough length of years, | will
eventually get rhere, -



CHAPTER VII

SAFEB

Introduction -
safeb s Torty years of age, married, with two school-aged

]

Plhdren.  Ho presently toaches at the grade s5ix level of 3 pus-tic

Pemertary sohool. Ove the period of cighteen vears that Seafgga
Doen tteaching, he has faught grades four to nine. ‘He has aone
Croasa asneral classroon teacher and has also specialized in=~

cocial studies, guidance, physical education, and health. He

) )
L bheen oa promoter of several sports actfvities, outdoor education,

it a chess olub as well.

‘Safeh was brought up in a rural situation. His father, an

’

ix

rimigrant from an Bastern Buropean counfry, was a farmer, Out
4 those boys Safeb associated with during his high school vears,
2 was one of a few who graduated. ‘The majority of these friends
Ioft school early to work on their fathers' farms, However,
encouraged by his father, Safeb continued on with his education

AN
cven after high school. He entered the faculty of education at a

. . |

Western Canadian university. In 1965 he received a Bachelor of
pducation with a major in history and a mjinor in physical sciences.
Taring night and summer school classes, Safeb received a Bachelor
of AT Es (1970 emphasizing the disciplines of political science,
o<c1ology, and anthropology.  In 1974 Safeb was given a legve by

hrs board to return, once again, to the same university where,

yoear later o he was presented with a Masters degree in educational.

s
-



sdministrac ion. \

\

The researcher met Safeb through a s%ries of associatés. A
proferor trom the faculty of education.knew of a pfincipal who
iwight be agreeable to having a research project in his school.

‘he researcher contactod the principal by telephone. The resu]:
a1 this call was that Safgb was nominated as a teachﬂr'who might
it the criteria of feniority, availability, angd wi;linqn@ss which
Were necessary to- hegin rhe research. . » .

Later, the rescarcher contacted Safeb by telephoge. The
tesearcher brfef]y explained what the researéh project was about.
Atothis time the researcher's intent had.been simply to ar}angn

‘

aomweeting time to Lalk about Che possibility of Safeb becoming

mmvoelved in the project. . But Safeb itmmediately replied, with a
! ! .
Jery powerful voice, "to,problem. Glad to take part." While® \\

]

salfeb's roesponse seemed sure, however, it had been the researcher':

volicy to personally sewo each subject 'and explain in detail the
» ’ .

dYos and cons of their involvement before a final decision was

nade, L Safeb agreed Ehdr such a meeting might be a good idea. So;
1t was d@c1dod; the researcher and Safeb would meet dur;ng a spare
verilod that Safeb had during an upcoming schooi‘day.

The next week thé researcher arrived at Séfbb’s échoo}.> He
“hecked 1n at the office.  The school Secretary called Safebh.on
“heintercon. Atamiiiar powerful voice at the othef'?nd of the
prurcom replied, "Right. I'moon my way, "

As the rosearchwr walted outsjde;the offico door, Ee could see,

Wothe far ond of g vory long corrvidor, a male teacher leaving hic

.
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classroom. The researcher observed the man as he made his way
coward him. The man smrled to students whom he passed.  Twice he
sLopped, calling into classrooms to exchange what appeared tct©e

Piabtheart »d chit~cha: witn Other teachers.  The resesarchor wao
T - [

rwt.clos§ cnough *mkdixr:ngﬁdﬁh the topics being
.'?w‘:"\r_‘?'h_'j]w".:, Ehico onn v clonrly Safeb. whi e “hoge Saich walh
'w::h could not be b, w%:j}y, his own powerful voics carried Sne
venath of the corrider . Safel smiled and Jéughed easily In ezcnh
[ trese oncounters.  The rescarcher remembers that it was hard
Pt bo be uffvctag\hy Sateb's untroubled manner, Therefore, bv

-,

tne time Safeb arrived where the researcher waited, both werc
smiling cordially, each ~xtending hi§ hand to greet the oﬁher.
A% that time the two decided to meet iﬁ the statfroom which was
cacantffon the next twenty minutes or so. . N
Safeb listened intently to the researcher as the project was
drscribed in detail to him. Af the completion of the researcher's
dmécription, Safeb drew a deep breath and Began expounding on his
N | . .
versonal views of various expectations that others seemed to have
of him as a teacher. He certainly appeared to be primed to talk
on the subject. But Safeb's willingness to speak on the topic
of thjs research was not enoggh. A long term commitment had to
Te made.  Aftor the researcher re-emphasized this point, he observed
“nat there appeared to be no diminishmen: - Safeb's enthusiasm.
fnce again Safeb respondnd, "Ho prob1§m." _Thereforé, it'was

\
aareed between the 'two to meet for their first formal interview

Seesion twa weeks frow that day.

3



“ouanterbalancing a Tendency to Overemphasize the Teacher Role

¢

V{gngyﬁc§h9ﬁ Conflict

safeb's encounters with role-related conflicts reach back into

(s

neopast as well as exist in the present. The following seven
vlgnettes attempt to describé the essence_okahose conflicts.
They are: Counterbalancing a Tendency to OveremphasSize the Teacher
“ole; Learning to Hold Students to Doing Well; Protecting

Avsociations with Othor.ToacherS; Ovéreoming‘the Tendency to be

Loerly Diplomatic with Parents; Maintaining the Support of the

srancipal ﬁnd the Vice Principal; Dealing®with the Impositions of

Sreciatists: and Recoming Aware of the Political Decisions Affecting

[eachers.,

o N o . C ‘
Safeb censiders the conflict described in this vignette to

ave been rather intensc early in his career. Presently this

onflict has diminished signifdcantly—As will be -shown, Safep -

.

o0

Imitially the load of teaching was very heavy in his first years

ot teaching, Safeb recalls. He was not yet sure if he was goling

to stay in a classroom situation or if he would like to move on

1

inte administration. He felt he would have to put in-some long

bard hours to estahlish hinselfl as a competent teacher. This step,

he reasoned, was npecessary regardless of whether.he was to continua

noin the classroom or if he was to take on an administrative role,
3 oresultof this view, Safeb [eels that he did indeed work very

v

boocsbiecially in b first two vears of teaching., e spent a

drwvised several specific strategies to see to such a diminisnment.
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- Q. dieat o deal of time after school and in the evenings p;ann]va
L Helalso feels he Spent a great deal of time helping

Tatenrz oduring out-of-school time and lrading extracurricular

]

ety whilo he rather enjoysd being no immeraed o RN
Hort,oSabel began to aoestion Che results of nis efforts. woys

FRosuth o an ardert tooeher voeutly brirg him g Lromot von, o

.
LN WA ot enta ol sure he wanted? Wore chese Dong maos

.

curcomeal v heloips

proant s ostudents 1p the olacaraoed

o L ) ) A
el e felt he canld see oan himse]t signs of doteriorarion
DOresdlt ool his owors . . s

When you eat, drink, and sleep teaching 1c's ~‘Dﬂ Jally

V
Jeing to catehk s with you. Yes, 1 know fronm erreriencs
Th first year, not Knowing the curriculum and reguiring
E0 teach a wide variety of subjects, T spent a great deg:

1
.3
X

of. Lime organizing. I wasn't gett;ng muchsleen.  Anc
youocould tell. T was being grouchy, miser@ble, the whole
thina. '

Thus Safeb hegan to see an error in the way he was approacn1WG

nis career. The error, he claims, detived from his earlier view

“hat long hard hours would play a vital factor in contributing
B T .
“owards personal succeds. But the very idea of success was being

. r-formulated in'his§mind. An area of major reformulation involved
Safeb's decision to drop hgs earller-admlnlstratlve asplratlons.

He claims “F}we made such a decision for two reasons. First,

.

Safteb had amplied to his school board for an administ ative'position

¥
L

.

geveral times. He was'turned down each time. He ten hegan'to
Hispect’ that there were ton many people competing for the same

job. ‘Therefore, he conc]dded, such a promotion might never come
taohim, o Second, he was eventually given %he opportunity to

i C e fute for a vjice principal for a period of time. Actually.

[
.D'



2rving 1n this position brodght him to see several disadvantaaes

0 1eing a school administrator:

e

Or these tEwo reasons Safeo rationalized that it was better

) '
o invest his time and effort in his teaching. Looking first to

¢ .

@gpieyinq those things under his immédiate control would allow hig
ﬁo cheivo‘surer‘and mbre immediate rewardsi_ Therefore, he
concluded that being a classroom teacher was a satisfaétory rs:uﬁfnn
whter oall, and aépirzng ta continue to be a classroor teacher
hirearned 4o safe Yo e the most promising endeavour at “hat poins
A otime, 3 s ‘ .

But setting aside administrative aspirations was only part of

. ‘ s
Poor t .

‘e andwer ta Safeb's problem of overworking. He could set some nf

cisopeers caught up with this =ame preoccupation with their worr

’

"2t he had been PYperiencing. Finally, he Degan to see, through

} : ; : ’ ‘
tuessootner teache s, that too much time and effort put into work

“an harm bﬁih the students and the teacher. Such a fendency, he

vexsoned, was a trap. A trap that 'was very difficu}t to break fro-.
Trachers T know that have had medical dlfflcultlos nervous
breakdowns, etcotera usually put twelve to fourteen hours a
day on the job.- They don't do anythlnq @lse. They try

~tov hard to do a good job but ironically don't.

2

Seeing some of his colleagues have such trouble confirmed in «

Safeb's mind that some kind of a balance would have to be establiched.

N . . ) \\,\ ) ) »
It seemed to him that such a balance\ﬁaG\Lg\flrst eglct bﬂthomn Hld

fome 1ife and his teaching interests.  Such a notion was reinforced
tvoa vite principal that Safeb served with. Safeb still abider by

thig advice offored by rhe administrator.

.
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Iwas given e retlowing advice by my first vice princirual
Toorill abide by o1t YPhere are things that vou do ar hore
2nd there are things that you do at school. And you make
sure that vou never short-change one or the other, TIt's
fine,  You de a 1ot of school work, organizina, and so on.
Anolong as you have a life of your own outside the school.
Don't spend twentyv-four hours thinking about vour work.
Qtherwise vou're not goyng to last lona”.

Therefore, an order o ascureWNiis longevity in teachina, Safer
Sordbchat hie hewe Nifo reguired protection from his work. H-
Tl thar s tendency v talk an think about school ar home could

LErmiul toseveryome o an the ramily.  For this reason he Gelaranod

T loand come as micn 48 posoable.

Sorconloalone can't take up your whole life. . you EREcRS
Al ” .
pHYeae other Chanas. . And if yvou phowaw to be & fuamly
man oand give voeur family a f3ir shake you
the latter. (ron the former.  I1f you wish

crrectations of both, you must try to cepa

4 ComlTnoas vol <an.

Such & deciaion, Saleb states, called for good managerent of
\ El
Crme, partioularly reaarding rlanning of classes and taking work

s

Lot Onee again, he looked to some of his colleagues for evarmples,
¥ntére§tihgly, those who provided him with examples were the same
ones that he had, at one tine, been critical of. They had, in
his earlier estimation, not Put in enough time and effort at school.
But now he began to admire them for their ability to leave their
work behind and to go on to.other things.
Leaving at three forty-five. is fine. I've khown excellent
teachers, because they plan at home or they plan on the
weekend. We all have other commitments. And we should
have It is their right ang necessity. There has to be

a time and a place for the individual to leave his work:
behind and to take on the business of living his own life.
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Safel feols he Han teen arle to find a3 satisfactory balance

Sotwesn attending .to home and attending to school matters. . Tre

ollowing statepent shows rha* he presently feels satlsflec thas

L1so3cheol responsipilities are being g;operly handled. This

“arement also shows how Safeb tries to eliminate working on schoo)
. 4

Gttivities at home, especially at the expense of losing family tinme.

While I take some marking home, it is never ever an hour,

usually much less. Disciplined time management at s,”oﬂl

1s mandatory for.this reason. Now I tend not to take 3

S lot of schoolwork home. What 1 try to do at home 1z cpepnd
00 more than an hour on my schoolwork. And I try
ny family a fair shake in that regard. At Limes I
ten to fifteen rinutes only, sometimes none, This often
d»wﬁnds on whetheor I've had a chance to some plann ¢

“at school. 1 do Lako marking home porjodagally ‘Nhe%ﬁ;

Firds have gbne Lo bed 1 spend £l fteen Or twenty minutes

4

Y

a marking. Normajly I come 1n‘rho morning, about fifceen

‘ minutes befors classes That 'S the time we have to be in.
s I work at noons mcva51onally, as well. [ also spend a lor.
Cof time aftep e fool. I'm usually here until four thirey,

Y1ddz dismiss .oal three thirty. So I do the work here much
“bertor than I can at home, where there are othor ulstzac*ions
. I usually work with kids unt11 four o'W ock and then I
©ospendoa hall an hour marking or organlzlng'ﬁgself'for Lhe
nesit day. ' ' '

‘

JFOor the most part safob feels he 15 successful at eliminating
ool Work at home. o even tends not to indulge in talk abour
hool at home. However, he admits, there is a time when he must

confide in hig wife akout school .- When he feels he has been

v

ifecred in a negative way by his work at school and is acting
roorly at home, he knows he must warn his wife. During such.times;

hie feels 1t is important that his wife upderstand thatvhe s trying

ro deal with something that is not family-related.

1 do talk over '\1ng" about’ school with my wife. If
things really unset me 1 do confide in her. My wife is
Lhe one when things really get bad. She should know why
. . ;



: N . :
Spee o Sdeon anterest anvolved the operation of a variety

o
S

' groubhy or mean.  And that's why 1 explain .tc her wny
moupset or on of Jjoint for the first hour or 0 when
?.dat home, or 1f I'm out of -step for the day or twe dave.
Even thouagh 7 try not to let it affect me, it does at

Sives.  And I jnest want the rest of thé famiﬂy bt De aware

4
1
i

- v .

Wolre protecting b family acts as an important counterbalancr
N o <.

Bls tfndency to overemphasize teaching, Safteb found that thers

wersoouther snings bo use as- counterbalance, as well.  He found

A
L

“irat ne nhad other interosts bevend those that centred around rore

- . \ =]

ind his vchool.  Further, he reasoned that being busy in such

-

codeavours was not only desirable but necessary for him to be

.

»fiectivi)Jn{thptclassruom.

Beyra hgay ﬁu? of school 1s good.  To be efféctive 1N oy
IO YOU have-th de effeotive in other areas of vour lifc,

. asz well, What rappens to vou in the outside world has an
aff«ct on vou 1n the classroom, ‘

tnerafore, Safet went out of his way to/nurture other interest:.

¢

¥ ‘ . . : . o

vMr anbtance, Safeb, along with his brother, used his weekend ti:

woooperate 3 family farm.  Such an endeavour, he points out, has

i1yen him a nice balance between academic and manual types of wogk.

‘

Ihe change of pace, he suggests, i1s what ‘he needs to reVitaiizé

fimself in order to réturn, ready to work at school-again on Monday

v

'
4

merning.

. r . &
An ‘important way a lot of teachers, myself included, cope ¢
with pressures in education is to operate a variety of
businesses. I run a farm which gives me a ciunge of pace
each weekend. Here, 1 do a lot of manual labour. : So I
kind of put my problems that I have aside by doing other
things. When I return to school on Monday I am relaxed
and “fresh. k ’

<

@§

e
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PUNNING DUSINesses such as his farm, Safeb continues; gived

+
?

. i1 financial stability.  Thus, he feels, he is agiven Yet o anotter
. , ‘ N .

seinterbalance to the tefidency to-overemphasize mis teaching., v
. : . : N
’ Ohserving nis celleacues has helped confirm his view that bheing
. A

.

fanancially indepeqdont relieves much potentijal pressure. He

claims that many teachers, whose only income 1s %eaching, are

-
fearful of losing their positions, This‘fear, he adds, affects
Lhielr, teaching in a negative manner. He, on thé\other hand, being

ineffected by such a pressure, feels he enjoys teaching more than

i

wany of his colleaques. . N
) A

see other teachers worried dbout money, Usually chey
ar> family peonle whose sole_earnings are from their
. . " " teacher's cheque. 1 feel this has a bearing on how they
- *

~ - I have no payments to make. As well}.teaching has never
Corepresented to e mqy Primary income. Teaching is almosc

Pin money for me- With my farm and other business. interect s

. I am capable of funcploning independently of my monthly
paycheque from rhe schoo] board. For that reason, if I
stopped enjoying teaching I could quit today. I could
walk out now and not be worried about where the money was
coming from, 1 . :

N\ : . .

Safeb has ﬁgrsued a gf@at number of other ;hterests, ratherv
vran Schoo]wofk'and famify responsibilities alone. * He héé‘heen
Fltive over the_x@ars iﬁ community league.‘ He has been involvad

Bis local schoo) bargaining unit. e has been his school
rerresentative féi his provincial'teaching association.- Safeb
sasalso baSn‘On.the executive of a pfpvincial and fede;al

3

cnnstitupnry~oﬁganization for a political party. These actjvities,

K o

Raf@b(clarms,,]iko teaching, have been and continue to be botr
' Srimulating and satisfying for him. The reasoun s largely tnat he

ihoable cxtend the pleasant task of interacting with students

B

(IS : perfohn theih job. On the other hand, [ have been fortunar =~
: - o ]

)
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© othe eaually Pleasant task of interacting With adu]tﬁ,
S . ' - S
RAEIC tnvolvement in thege activities adds satisfaction to
’ my life that teaching, alone, has not ofkerOd. I enjov
mmprfng and working with other people, not only young
Reople but peovle of aj) ages. ,

+

©

Saf@b"fpund_that, 485 he sorved ip these varinug organizatians,

RCAme Tiore and,morwljnterested in politics. How such an |/ ,

i
N 4 4

o

- Al
Terest, hesfenls, has brought him closge Lo a votent:sg p@ﬂigigal
. . : . .
) . ‘e
TaATeOr Fncduraged oy others, he has. begun to .« Seriously at

;

’
» v

1

Lhilg posnibllj}y for the future.
‘ 7
I have not always aspireq for political office, however, .
. At one time hoing a teacher, a farmer, ang a political o
o participant wa.s “nough. But people began Sudgesting that
I run for offico,  This sngge§tjgn drew ongme. - ’

%

.

4

- \ L. A \ .
Presently Safei feerls he s in a position where he PNJOVS 3

‘.

Ceonfortable balanes berwoen a variety of perscnal interestsg,

o ol which s dDNiHJLDd‘by his,toachjng. But not only the nrdsent

o Jookad after in this regards., The future seems also to be

bl 1ooked after as far as he isgs concerned.

I have poljticarﬁaspifatiqns. Therefore, I can have my
cake and eat it too. I am able to meet people, serving
ny one purpose of enjoying meeting others as an end in
1teelf, as well as making myself known{ By'making myself
well known Ioam recruiting future support :

Yer . i .

X

Safeb feels he and hié.famjlf are happy. They are synancially

stable. For himself, his businesses offer hinm the opportunity to

S5cape academia and the Interests of Students alone. He looks

'

.

forward to an early retirement, where the possibility exists for
him to continue on into. blossoming -new career. . O

I do not fee] locked into teaching in any way beéause of
my financi., ituation and because T have political

interests that could potehtially replace my interaétion

With children. 1 think U'1Y retire within the next ten
- to twelve vears. I'm going to enjoy myself by retiring

© e



&

0 Overemphasize the Teagher Role.) .

13

early and pursuing other personal goals such as .
political leadership at some level. Maybe when I retire
- 1"}l run for city'council or M.L.A. ’

.

Igﬂclosing, Safeb claims he is entirely free of an earlier

g N . «

fwﬂd@ﬂcyhto invest 'too much time and effort in his,teaching. He

1o

15 grateful for finding a satisfactory solution to this problem,
- » . . ] v .

varticularly as he sees many of his colleagues-struggling along,

' , , . ] .
as he once did. They do 'so, he adds, to the detr}mgqt of their,,

. '. ) ‘?“ 3
health, their family ties, as well as their- teaching. _Being .

protected from such a tendency, he feels, will allow him to teach «

L]
-

/ - ' ‘ .
well :and for whatever length of time he chooses to continue teaching,

"

{For a detailed summafy see FigureﬁZﬁ;_Counterbalancing a Tendency

-
4

Learning to Hold Studlents to Doing Well S :

?

Thi's vignette describes an area which Safeb found gifficult
. . B ‘ M I . . l . h »

O manage from\gﬁe outset of his career. - Yet, while tensions
o ' | ‘ -

created by this conflict still exist, Safeb claims that he now

manages this area more to his satisfaction than ever before.

Wheh Safeb began: his career he remembérs that his greatest
RN . . Ly

aspiration was to contribute substantially towa?d the growth of

-

his students. He wanted 'students to be excited about what he had

pe)

to offer and, in turn, for them to strive toward those .things he

__—

\

r¥nected of them. He remembers his expectations were high. However,

he was saddened to find that his students were not as keen as he

wad hoped. For the most part; -they seemed unable to raise themselves
.0 the levels he set. There were even some students who appeared
not to care at all. * Safeb remembers his feelings of doubt and "

‘lack of confidence{during those early months of teaching. One

286
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CONFLICTING | REACTION RESPOHSES RESULTS PERSPECTIVE
BN SRR ROLE EXPECTAT
- i
iatot worked hard tofSaten fele vyred, [Safel set aside IThe problem was Safen began to cew
Yexcel, Aut s frustearted, and spirations to become a pot entirely that -being a scronl
aeals wegpe cinelear’ droapnointed, cchool gdministrator, solved, . adripistiator sy
and hrs oattempls HIE dn(_-)xi’ﬁ to stay 1n not ke a better
0 a promotion ¢ the classroom. position-arn hif- o
wWere o gnasuceenaial Safeb could see thar
. ‘ I ngder to teacn
well he .sheuld
nurture, nat eli~inate
L other interents. >
- B F;
Safon found that the He comtinied A In observing some of | R {
‘zame old protlen feel his colleaqgues and . Safeb became mor. ¢
persisted, eved frustrated, listening to advice ] confident that ne
wher ‘he nag from hys vice was doing his Jor
carde admine o rative ptincipal he decided he well,
Anprrations was going to have to
i [ind a better balance S safeb could ses
1 in his life., Over . that his heme hés
- : Ttime he took cegtain needed to b
- : steps to establish a protected.
! balance,
i 1. He become a better . Satey feels - .-
‘ v presently 1rnoa ooy *
: manager of time at . Corfartanle
schmi)j‘ : . \ situarion.
. v R cut down o .
‘I"(‘:"‘lv\‘f:;:w‘f’l“m Safel could sce -hat, ‘
3. He become invnlved [Safeb's cuniibe his ::n\n:w W
was not Jocwked 1mtn
a number of frustration
teaching.
busipesses.  The lessened, -~
Lustnenses offered:
a. 2 change of pace
an? .
b. -tinancial !
* independence from w
teachan&
4. Mo Became involved .
in a number of “
pr)ll"ic:l_ll‘,’ oriented
AC L xr‘-s. encouraging
o New career.,
b e -
B
+
\
”

Figure 21,
Teacher Role

Counterbalancing a Tendency to Overemphasize the
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yrwblﬁm, he states, was !hat he was unsure of the content he wac
Footeach to his students.  From this problem certain basic
duections emerged.  How much could he expect of his Studopts?
How much effort was reasonable? Whatvwas their capacity to learn?
Bow could hie determine when students were trying their best?
"Mastw;y” was the answer to safeb. His-reasoning was that éll
tldnntu, aiven the right amount of time, effort, and encou;agement 4

could master any aspect of the curriculum he presented to .them.

'his view became clear to him as he, in turn, became more familiar

with the curriculum and with the students he worked with. Therefore,

armed with this sense of growing familiarity, Safeb established a

traching approach that required each of his students to attain a

Jpecifjc‘levo} of skill bofore they moved on to new work. The
»1lowing statement dwucribes how égfeb now approaches the topic
of mdstery and how strongly he feels about his students performing

we] 1

T get upset if & child S]ack@ns off or doesn't put forth
a consistent effort. Within one or two months ninety

per cent of them will know what. my expectations are. and
they know they have to produce for this guy. For example,
in a language arts unit I will progresq {from spelling,
punv'uatlon, arammar, towards content. My final
expectation 1s For them to master the wrltlng of a short
vaper, not Jjust bass over original mistakes, but see
themand correct them, The first time the kids gid

this lanquage arts assignment, three quarters of them
flunked. Pight now one or two are flunking. They are
now more carcful and try harder. At first it means belng
hard on some of them. Some of tifem have to face low marks
or even failure. These students have to redo their work
and show it to me.

.

But the . technique, described above, was not always used with

“otal confidence, Safeb recalls. He remember s being bothered



init1ally because he may have been oXpecting too much of students.
When I started teachingyit's possible that I wasn't
Y
nearly so sure that students could reacth standards of
excellence or mastery. I remember, the first time I
used this technique, 1t did bother me that I was too

tonagh., | .
3ut, over the yvears Safeb became more familiar with the
content for which he and his students were responsible.  Fach

over the first row months, he found that students could and

VoA,
would begin to master this content.. Seeing the success of their

wastering uch content, Safeb feels he has come to a clearer

1>]

vrew of what is a reasonable eoxpectation of his students in terms

of subject comprehension and the extent of their involvement in

N
¥

thar subject . Thus, Safeb feels he has gained considerably in

oo

-

"1y ability to determine what and how much»students'should learn

He aluo focls confident g, his ability to hold students to a4

~nid oto rargse thelr oxpd ¢ ns of themselves.,  Further, desplt‘

“ine [act fhat students. complarn each year about Safeb being too

tongh and unreasonable, Safeb perseveres. .

o Over the_Yoa}S‘l have grown accustomed to students
complaining that I'am too tough. But I .know if T hold

thein to task they can and will produce better work. o 1
remind them that [ told them in September what I expected
and that- I haven't.changed. 1In a sense, it's themn or me,
‘a matter of not trying so hard or, excelling. 5o I have
learned that this approach, while painful for some students
at first, is ultimately a happier situation for us all.

And while it used to ! ther me a bit that I might be too
tough on my students, :° certainly doesn't bother me now.

Because he has OXporionced-this'conflict situation, Safeb
feels he can now see:more clearly certain aspects of what he
¢wpects in-return for his efforts in holding his students so

rigorously to hask.'1Fipst, Safeb sees that he gets a great deal

.

280
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satasfaction when o gtudent s adhere as hoegt they can to hic

requitoment soof thon,

LoexXpect rewards in tcaching.  These largely come from

kids adhering to my expectation of them. 1 expect kids
to strive, not fifty per cent but as;hard as they can.

Atter all, 1ife is not measured by bits of effort, it's
all or none. ’ ‘

Also, as a result of dealing with this conflict, Safeb has

L
pecome more aware of a deep sense of personal pride in seeing that

i
13 students dé well when their results from standardiz®d tests
are compared wjth‘the results of other Studepts. To Safeb, his
studenﬁs are a reflection of him as'{ teacher.

What children learn iswlargel§ a refl;cfion of my teaching

ability. Thus, as they move on up the line, T want them
to show up well. :

Safeb has also_fouhd, over the years, that his students ‘must
show respect toward him and to each other if le is to manage the
~fforts of all students toward the goal of mastery. A key to

cuceess, he suggests, is discipline.

—_ «

Gonofally.i helieve a class of grade six students must
be respectful towards the teacher and each other. Discipline
1s the starting point. Without it 1 can go nowhere.
as he feels surer about the things he expects from s;udenté,
Safeb also feels that havjng held stuéents to tgsk over the years
ras brought him to feel surer about the things that he needs ro
cive to his spudongﬁ. First, Safeb;acgopts’that the majprity Qf
onflicts rogardjng hin 5Wn'srudents come with the-job of
fcvaching. ’He féCOgﬂiZ“S the inevitability thaﬁ all students will
cXperience. problems at various‘tjmes. While occasions of uh'v

Gcceptable behavior or lack of effort by students do frustrate

Saleb greatly, he knows that he must handle eyen these problems as

#



rest he can.

Students are my first responsibility. They are also

the people that T most closely interact with. Any
pressure which they bring to'me [ must deal with first.
This, is my Job. And you'd find that 'if the kids are
workinag, I'm usually there helping them. The teacher has
Lo serve the purpoéa‘of helping the kids that need help,
even when they are working on indiviaualized_programs.
That's basically where I ]eqrn where the kids are at,
crreularing around, not sitbing at my desk marking or
planning my next day's work., So, for example, I find out
that Joe doesn't know how to multiply three digit numbers;
Jack who 1 thought might havé had a .problem has this

whole thing down pat. R » ' ' ‘

Finally, Saé%ﬁgshos important aspects of his teaching

e
N\

'rmgponsibijities subsequent to experiencing certain difficulties
with his stadents, By‘&horsamo Loken,&hc-recognizesbthat certain
ITmits exist to tpoﬁo-roﬁponsibilites. He guggests that thofe are
1uur‘suchj§imipations. First, Séfeb'feels, when he has given a
‘student his best and has made no apparent hoad@ay with the studsn:
e will have to refer the c¢hild on for additiohal help. Safebh

Stadests that such occasions are not his failures. Rather, he

Goeopts tha' when he most refer a child on, it is bocause he has

fa

NOWocome te bhetter grips with nis.own weaknesses and does nor
" 3~;J,too unhaopy when he fings he cannot hélé a‘student. False
~nride is not a.consjdvrarion in the child'stolfare, he  states.
Merefore, more of hin cnergies presently go into diagnostics

Lhan ever before. Safeb considers himself as part of a teaching’

oy _ . S
t¢am, acting on behalf of his studénts, rather than being the only

verson who could offer assistance to them.

There are times, after having tried to recognize a child's
pioblém, and having given him additional help, you can

say you've. done everything'that you possibly could. And
you don't down-grade yourself and feel slighted because -
yow couldn't do it., Because there are situations where



a teacher Just deesn'! have the time or maybe the expertize
ta bhe able te help that Individual. You are looking at

the complete individual. So there might be special

areas where the ¢hild has to get special help. . It might

be reading. You might be able to handle most reading
areas, bt not ‘hiis one. Therefore, vou have to come ‘o
grips with your own skills.and knowledge in order to

know when to refer the child on. Now, 1 am better able.,
to diagnose problems.- I am better able and willing to

see and say that I-am able or not able to help a child.

A second limitation to what Safeb feels he should do for his
srudents involves curriculum. He has come to see that he has

only so much influence on his students. The most important area

- . 9 : . . . N
rhat he can influence, he feels, is primarily to teach his students

now to read, write, and compute.

As a teacher I am best to- commit myself strictly to what
1 can do best with'my students. And th@t is to teach
basic skills. '

A third reasonable limitation to his commitment to students,
Safeb feels, involves time. Safeb sees himself, once again, as
part'of a teaching team. His job then, is to be responsible for

seeing that his s€udents progress from one grade to.the next. He

cees that as a fair contribution to thesq young people.

Reqgardless'of the grade level I zould teach I would want
the children to learn at least the things that the students
would be required 'to know in order to handle the next

" level. Each year 1s -an important year. I am aiways
helping my students prepare for [the next leg of their:
education. Grade six. is a step/toward junior high. Grade
seven is a building block for dgrade eight. And each
suftzeguent year, a block for the next. If I were.teaching
grade five I would be doing»ev@rything I possibly could
to make sure the kids would le¢arn as much as they can Lo
be able to do well in grade six and so on.

/
{

Finally, Safeb reports that theré is a fourth limitation to
. / - . . .
what he sees &8s a fair teaching responsibility. He claims there
. R : / B .
13 a distinctive point where he can go no further. This point

/
/

/
/

et
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1s when he senses that! a stydent does not care, nor do his
N . :

parents. After having tried his best to win the student over,
with no success, Safeb is willing to go no further. He can care

about his students but he cannot do their caring for them, he

1

states,

I feel T am rnhl?ﬁt{c when 1t comes to expecting students
bo care.  Som. just don't. 1. give then my best. But

you can only go so far with them. That's the way they
are. They've got to live their own life.. It's their \
problem. This isg particularly true when I don't get any @\
cooperation frem the home. Those kids you really can't %
care about. HMaybe you should, but you've done everything

you can in the classroom situation and you've tried giving

th=m special help and so on. And the student doesn't . -
want that help. Then there's nothing more you can do.

And you just have. to resolve yourself, otherwise you'1l]

have a-nervous hreakdown.

In closing, the conflict Safeb has felt regarding students

, , :
meeting his expectations of them, he claims, is well in hand. But,

. * \ .
headds, for this situation to be better now than years hafore,
#o

eohas to reqularly nanage conditions around him.  Such manageoment

requires skill, a gk involving a balance of giving and getting,

“irst, Safeb does his host to see that his students get the ' ¢
' ‘ e o
SHPCTIONCHS necessary to continue on with their education.

sﬁcmnd,'Salwb ajsovtrjws?vpry hard to see ﬁhat these'students
match his AffoFts.. T?qother,.safeb feels, the ei;orts of the
_'uacgef and his Spudenﬁs shouldjbe equatl, reflecting the face
~that they all éafe about the schooling process. (For a detéjled
summary see Figure 22, Learningvtq Hold.Students ;o Doing Weil.)

Protecting Associations with Other Teachers

“Lhis vignette describes a conflict Situation that, in Safeb's

mind, can be just as intense today as it was earlier in his
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RESULTS

RECARDING
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Safeb persevered,
tolding his students
to task,

OQP: the years

Safeb could

that his mistery
approach was

successful,

N

s00

Safep laarned thar,
while Ris annrodch was
pax%f;l for sare
students, 1% W@t oLaegt

for a1l nf ther,

sonferat rord

e¥pectarions ol ther,
he foels a deep s2rse
of satisfacricr as a

teacner.,

Safen felt a clrarer
sense of respontanility
toward his students,
Whatever their

problems . are, he must
help them as a teacher

Safeb found there are
certain times when he,
as a teacher, can
limit his {nvolvement
with a student. ’

has 0

1. A st

probiem which sorteone
clse might better
help with.

2. He is trained and
aple to help his
students ptamarily 1in
the area of basic
academic srills.

3.+ Students are with
hin for one year only.
Therefcre ne tfies to
help m1R stident: for
this vear, which i
part of a puch longer
serres of steps in
thejr schouo!l
experience.

4. safen no lonzer
{eels badly when a
student does pogly, as

long as te has Jdones his
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would purposely snub younger teachers for things like inappropriate 7

AVl

(]
2
Bg!

‘4

\

areer . By the same token, 1t &dll be shown that Safeh presently

3
.

“akes dreat care to seo that such a conflict does not get out’ 4

o hand.
Fr&h the beginning of his carcer Safeb viewed other teachers

- -

N

arorole models., Tt was his colleadgues, he reasohed, who shareé

nis situgtion during L~ work day. Therefore, hellooked_to

“hem for guidance by nxamble. Yet hé found that not ailbof his

colléuuung were good role models. For instance, he remembers,

“hring Fhose carly veons= thore was a ot of pettiness displaynd
: - .

oy ocome teachers. He reports that older teachers, in particular,

-
-

JA-aring apparel or even si;ting in thé wrong chair in the staffroom.

To Safeb such a way of dealing wi%h one's peers was destructive.

“hile he hoped that such pettiness would simply disappear if he

J1d not indulge in it, he was to be disappointed. As the yrRars

passed, Safeb found Lhat Lthis trait persisted with manv of his

Porrs. s For instonce, he reporls that at his present Schgo] 50me

trachors openly colplain about their fellow teachers and others

with whom they work. He also notes that this kind of negativity

i3 no longer a prastice for older teachers alone. Nor is it
iirected-only dt junior teachers. The following statement
reflects his distress.

The thing that really bothers me sometimes at this school
is the amount of bitching that goes on. And it's not
biLching.nécwhsarily about kids.- It's about kids, o
administrators, teachers, anybody who 1s not in the . '
staffroom at that time. But even if that happens once
a month, as far as I'm concerned it should never happen

-at a.school. . .



norealizing that cope of his colleaques indulged in such
nedativity, and would Tikely continue to do so, Safeb devised some
“
rules to guide his own ‘actionst.  First, he adopted a rule that had

\7“- . . . ‘.
peen established at a sehool which he previously worked in.

\

reqarded the type of talk which was encouraged in the staffroomn,

v

o

“At another school I've heen at, this kind. of bitching
never  happenecd. We even had a sign above the door saying,
"If vou don't "have anything nice to say, don't say it".

We didn't have bitching there. We discussed politics,
books, movies, etcetera.

'

Safleb decided fo apide by a second rule regarding when and
3

where certain kinds of discuskions should take place.. ®nce ®

again he looks to previous school situations for personal guidance.

it has pécome hi; view that teachers ngeaing to talk about
diffjculgiés at school should do so at general staff meetings .
or privately with someone like Ehe:priﬁcipal. 'Adheriné to such
times makes sense to Safeb bﬁf; he adds, the)étaffroom, unless
vacant as a meeting room,‘Sthld not be used for éuch a purpase.

At this previous school you still discussed things at
staff. meetings. Or, you had the principal come in and
ask [or information about a student in regards to how

fie was- doing because he had a parent interview coming up.
And coming into the staffroom to discuss students was ’
alriéht 1f you had a spare. But we would not talk about’
a student or other people in front of fifteen other =~ . »
people. ’ '

In such a way Safeb set his own standards for talk about
~choolwork and those with whom he worked, His view had hecome

that all conversations in the school, especially 1n the staffroom,

Rl

no feols, can breed furtiier negativity and an agmosphere too

zrould be geared toward the positive. Overindulgence 1n negativity

+

2:’0(;
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Coming to realize such a possibility has caused Safeb to become

207

depressing for him to work in. However, Safeb concedes, there

A

“ay be a need-for some teachers to talk this way periodically.

.

v

sore flexitle in his adherence to the. above-mentioned rules than

Wan Eh@ caso bpforv. Hmw, SaL@h claiﬁs, he has learned to be

olittle more tolerant ol his peers. He suggests that a Jlot of

toachers seem to need to “biow of f steam" as a hreak from the ' .
jnﬁensity of thejr work in the classréom. By the same token,

teeadds, cuch teachers seem to need someone to join them in this

-
.

GROeTGige,
Maybe the reason why teachers bitch in the staffroom is
bécause they are really able to exXpress their true
feelings there. Here are the safe confines of the staff-
room.  So they do it fo their own colleagues: They look . -
for support. from others. They come in and say, "That
~blankety-blank did this."  And another teacher might” zay,
"Well that's oxact ly what he did last year.™ CHere there
might be .some wi]]ingnossvto get things off their chest,
Here there nay b a willing listener,someone who will
understand and_slmpathjze with what they are trying to do
and what they are ~Xperliencing.  Perhaps they'll wven
Y fing aywjl]inq participant to join thenm in-the bitching.

The increased tolerance that Safeb feels toward his peers
comes from his realization that he t0o needs a sympathetic 1igtenst -
. Y . L
Y

Yo ofdeal with extreme frustration. Yet, at the same time he

continues

¢

to hold to the view that his own talk must always have

a constructive intent. But only in dire circumstances does he

talk about thogfrustraLionq and only to his own private audience.

» ~

You need somehody else to'.cry on their Shoulders once ‘in
awhile.  Whether it's another family member, sStaff member,
Principal, or'other administrator. But there has to be
somebody. I don't care how long an individual has taught,
there are times when something happens that you -want to be
able to talk to some individual about a problem you have,



That 's as a reqult of the Job you're in. It could he 3
kid, a curriculum problem. It could be a parent. It
could be a lot of other things. And vou just like to he
aple to rtalk o somebody and be able o express your point

of view. Maybe not even ask for support, but just bheinag
ardeero give the person your side of the story and have
them listen to you, ' '

3

But talk was not 1o be the only areca in which Safcb perceived
onflict existing with his peers. OQOver time he became aware that

all teachers, himself sncluded, maintain a fierce ownership over
. . . ‘

.

what their students do. To be seen as interfering with another

teacher's students, he found, was a major error on the part of
“he intrudgr, nne wbich could take some t}m@Ato make amends for.
Giving an exéﬁple of two teagheré and their classeé.being in the
library at the same time, Safeb eXplains two basic rules that

~ach teacher should try to follow to be assured that no terrjtorial

4
~

conflict is generatéd‘botwgen them. The first rule suggests that

v

teachers in such-a situation should do-everything in their power

.

to stay'cloar of the other teacher's activity,

Having one teacher have to speak to the other's kids can
‘be a matter of infringing on the other 's territory. I
know if my kids were making noise I. would want them to
sex me rather than have the other’ teacher come down @&
thum ~Again, this is because someone else can't poss ibly
know what my thinking is about whaL 1s an appropriate
activity for the kids. i ' ‘
K second rule, Safeb explains, gives clarifitation as to
“hen-a teacher can become involved with another teacher's students
without an invitation and without being perceived as interfering.

If there was a case Where .another group was-in tho library

unzupervised and they were tearing around, not do:ng their
work, I would speak to them and insist on them following
'similar rules. ~But, if the teacher was present I would-
speak to her ai a matter- of etiquette.

pleys!
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v
‘Havinq ;xperipnced and contemplated certain difficultf@s

1nvolving the type of talk that t;;chers might 1indulge in and
tnvolving Situationg where they Shou]d or shou]d not 1ﬁt5rven9
on therr peors' pehali, Safeb claims, he has .become a more
aensitive opserver of other teachers While the above two areas
Save prgsent@d Safeb with a cortaip amgunt of frustration over
{Jmé; this Jast éxample’of teache& interferehce has caused hinm
‘llgtle_difficulty. Yot, he adds, it has been a source of
considerable tension between cerhaié.qf his‘peers.' H@ has

bserved toachers arguing vehemently about whether or not one

ore right to certain curricular content than the other.

THovou interfere with another teacher's daily routine,
(hfmﬁﬁigno proccedures, etcetera, their noses' can get out
of join¥. This is true of content as well. I have scen
two teachers really go at it in a classroon because one
is handling a curricular topic that the other considers
his or her teérritory. "Hey how come you're doing this
with your class in grade two if I'm doing this with ﬂy
class in grade three?"

¥ ' Fortunately for Safeb, he views this situation not as a e
' i ] . ’ .
point of contention, but rather as a point which supports his

+ YN teaching.  In other words, Safeb claims that he 1s pleased

wen he hesrs that another teacher from a different grade lovel

“ dezling with certain curriculum topics that he also deals with.

For myself, I'h'usually’quite pleased to hear that

something has bnen introduced to my students in previous
years. This makes my job easier. ' Instead of having a
general lesson, then I can have a Dpeéific lesson for
the smaller number of Students who.were not in that
class last year. BeSldPS, a chance for review shouldn't
be missed.

s
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Therefore, what Sateb perceives to be an issue between certain .

of his peers is a non-issue to himself. Nevertheless, he feels
. [}

~

wethat 1t is important to be sensititive to such points of tensien,

S

N

hetween himself and them. Above all, he wishes ‘0o be seen-b§

.

@inor tension, yet ‘one which, 'in various forms, has remained

¢ - .
CHT neing sure that he will not someday be the unmindfuyl
’ !
crogenitor of such a conflict.

Safenh, at one time, looked to his peers as role models.

But” because of conflicts, such as those described previously,

-ne claims he no longer depends on them so much for ‘modelling.

fHowever; he continues to consider close association with
teacher peers as vital to his own teaching and personal satisfaction.
Because of the importance of this association, he takes grgat care
to maintain his ties with them, being sure not to create a rift

. ’ o /w
his peers &s constructive'an&gsuéportive of their efforts to
teach.  Yet, while he endeavours to "keep the peace", he has come
to recognize that hé,must<protect himself from teachers who,
in certain situations, become petty, negative, or destructive,

Therefore,” presently Safeb considers interactions with his

peers to be a source of some tension. For the most part it is a $

»

]

cohstant thrpughbut his career. vAt this poiﬁt in time, Safeb
feels that §Qéh éonﬁi&;ts present no great threat to him and
ﬂhat he has the mahagement of these conflicts well in hand.
(For 'a detailed summary see Figure 23, Prdtecting Associations

wilh Other  Teachers.)



EVALUATION OF

tendency cf some
teachers to he
petty and
neqative.

Safeh noted that
teachers
periodically
infringe on each
other's

tercitory through
their invalvement
with anothet
teacher!s students,

€afwb also noted |
that some teachers
argue vehemently
about curriculum
ownership.

P 279,

frustrated with

his peers.

Safeb abserved
some tension .
ir. this area.

personally
troubled with
this problem but
was concerned to
not cause a
problem in this
area himself,

|- axperience

Tsateb's increased

7 tendency to be
a negative role model.
Therefore, he first

“jerrcerved teachers

who acted this way
aowraong, In time,
Safebh became

rolefant of his

mares
peers,

.as he recognized that

overyone “needs a
shoulder to cry on® -
and to *blow off
steam®. He formulated
qyidelines regarding
what, when, apd where
drptain“school topics
are to be discussed.

Safeb feels that his
in this
type of situvation

has helped him
formulate qguidelines
wnhvalving when a
tcacher should and
should not anteract
with another teacher's
students.,

sensitivity “to other
teachers and their
problems helped him
become thoughtful
enough to stay clear
of contributing to
tensions in this area.

PERCEPTIONS OF INITIAL CHOSEN MANAGEMENT ALTERATION TO
CONFLICTING REACTION RESPONSES . % "RESULTS PERSPECTIVE REGARDING
EXPECTATIONS o ROLE EXPECTATIONS
Safel noted the safeh was Safeb considered such His increased Safeb looks less to

tolerance
helped him
enjoy the
company of his
peers more,

Safeb's

rules
proved to be
sound,

Safeb has
managed to stay
clear of trouble
in this area.

Protoect ing Associations with Other Teachers,

~all teachers need a,

“periodically.

his peers to be role
models.

safeb accepts that
some teachers will
continue to be
negative and petty.
He also accepts that

sympathetic listener

Such experiences have
contribued to Safebh
seeing that he needs
to maintain supportive
ties with his peers
But at the same time,
he feels he might
protect himself from.
the tendency of some
of them to be petcty,
destructive, and
thought less.

PR . e
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Overcoming the Tendency to be Overly Diplomatic with Parents

The conflict described in this’vignette, Safeb is convinced,
18 one which pervades all of teaching. It involves a tension
that each teacher facos, he {oels., Whike some of his peers do
not deal with this conflict soe well, he suggeﬁtﬁ that he, on the
other hand, has been albile to face It more and more successfullv
S othe rasszing of years
Safeb was brought un to highly value the qualities of
fovthrightness, even outspokeness. Yet, throughout his years of
teaching -he has felt a subt}@ yet overpqwering tendency to be
fess than that, parflcularly in séeakinq with parents about their
children. This‘tendency is‘because, he suggests, teachers are
always on stége. They have to be careful about what they séy
and do. Their job is to be careful not to hurt the feelings of
others. But, he ckaims, having to be this way puts extreme
preésure on Lteachers.
In many instances teachers have to play a particular role.
And they are afraid to express themselves, Teachers have
to be very very aware as to what that climate out there
is 1n what they say and do. Part of that comes from being
continuously on centre- stage. They can't make a mistake.
Safeb further contends that when teachers feelrthey are on *
"centre-stage" they often tend to override their own feelings,
| 7aving to hide them. This, he adds, is because teachers must
be fair. They try to never offend. The repercussions of
'iuffonding others; might involve a reprimand from school officials,

4
S0, he suggests, téachers have a tendency to be too careful or,

A he put it, too diplomatic.
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Teachers learn to control their swearing. They learn
{ to control their emotions. They learn to control what
- they say and how they say it, not yelling, etcetera. So
teachers are always trying to be Fair. Thelr greatest
fear is being unfair. . They take great care not to offend.
Doing this they often hide their true feelings. And so,
. anwall, teachers have a tendency to be overly diplomatic, ' !
' il : .
et&ﬁ>cjtos two examples to support his claim. The first

zample involves an observation he has made of his vpeers. -This
cxanple involves a parent-teacher interview he had had, only he
was o nobt the teacher. He was the parent vj§j§<ng his son's school.

In retrospect, Safeb fecls very sympathetic towards his son's

i

v

teacher. She was very care{ul In reporting to Safeb and equally
careful, possibly defensive, in trying to interpret Safeb's
concerns.  Safeb knew that his son could cause problems at s&hoo]‘
3ut he smiles when he describes the careful way that his Son's
veacher searched (6{ terms which would not antogonize Safeb.

An example of teachers béjng overly careful about what
they say is when 1 gJo as a parent to see.my own child's
teacher. She is a good teacher. Yet I can tell she is
thinking, "Hey what is this guy driving at? I've got

© . to give-him the right answers,. what he wants to hear.
T've got to be careful as to what I say, so as not to
ruffle his foathva " 1n reporting to me she’ set up
her. vtatemvnt< <arpfu]1y She got at her -point in a
very round-about way. Eor example, instead of savying,

\"Y01r Chl]d lacks thlg” or "Your child has a big mouth",
it's something like, "Oh your child is no problem. = But,
there are times when he i's over. exuberant."
The second exampbo,éufeb uses. to suppdrt his claim that teachers

‘ "‘ . ! . N N ‘.
dre too diplomatic involves report card-comments., The example is

axtension of the first exan ”10 . This time Safeb speaks more
, ‘ . 7 s
Cooromidirect experience.

You learn to bercareful writing comments in report cards,
I try to find ‘nmwthjna poSitiVo.- You neVer sayy,. "Your
chil d talks too much in olas% and never ‘pays attention
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\ .
to what I am trying to do or say in the classroom.
Rather, you try to word it, "Johnny has a very pleasant

SR sposition, colectera. But there are times when he is
oveyrly oxubnrant in the classroom, ctcetera

The result of this preoccupation with being too diplomatic,
fafeb contends, can make teachers indecisive, even tinid. They
olten back down from situations too easily, he adds. This. .

“endency carries over into the way they deal with otherz.

s the work that makes teachers appear to be -
Indecisive or overly diplomatic. And this carries over
in"o other sitvarions to.a large extent. So when

teachers deal with others this is still part of them,

S0 most teachers will not face up to conflch which

involves other adults ,uchhas paronLQ, administration,

etoctera.  And most suffer from being too careful and

too diplomatic. I think a lot. of teachers are just too g
timid and are afraid to face such conflicts.

Safeb provides an oxample to support his view that teachers

can be indecisive and timid, giving in too eas 1ly to Lhe demands -

%

of parents and other adults. , This example is of a teacher with

twenty years experience who felt compelled by a parent, and later by

-

the principal and area superintendent who seemed to support the
parent, to administer medicine to a student. Administering
medicine to a student was against teachers' association and board
policy,>5afeb reports. Yet, despite policy being on her side
in this case, she chose to comply to outside pressures in. order
Lo eliminate further conflict.
An example of this hesitancy was when a senior teacher
who I remember to be rather outspoken was confronted by
faggiifnt, the principal, and the area superintendent
ab administering medicine to a student. . While it is

against the teachers' association and school board
policies for a teacher to administer medicine to a student,

this teacher chose to comply to the parents! w1shes because:
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number one, she didn't want to ruffle anyone's feathers;
number two, she .seemed all alone in this conflict;

number three, she had already received an official
reprimand from the area superintendent; and number four,
she feared losing her job. So, you see, she lacked
security in her position even after twenty years teaching.

But Safeb was far from unsympathetic to his peer's ‘willingness
to cemply.  He began to feel that such action might be appfopriaﬁe

for many of his peers because their positions were not strong

fnough to counter unveasonable demands. He reasoned that their

193]

thinking has become shaped by fear. 1If they are to last as teacher '
fhey must not of fend.

Perhaps she sees the handwriting on the wall., Maybe she

knows that if she doesn't respond in a particular way

there is a possibility of her losing her job. 1'd say

1t's appropriate. You all learn to be this careful over

a perjod of yrars. I'i not altogether sure it's wrong.

As a matter of fact, it's what you have to become to

exist in this system so as not to offend.

But while Safeb has sympathy for his peers he also feels that
wontoof them are unnecessarily careful not to offend pareéents.
Hooclaims there are two main reasons for this.. First, he suggests
that many teachers do not have the knowledge needed to hold to
their own opinions when faced with unreasonable expectations by
parent s,

Many teachers don't know the correct procedures’ when
someone makes a request of them. They're afraid to say
"No" because they.don't know. ‘And, once It's accepted,
it becomes part of the way of doing things. )

A second reason for teachers being s0 careful to be non-

~{fensive, Safeb claims, dis. money. He claims that many of his

foersoare notTin a strong financial ‘position and, because of thig,
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they are afraid of losing their jobs if'they moe£ other adults,
and parents in particular, in conflict situations. He adds that
et toavhérs feel financially trapped and must continue to
Ceach for that reason.

Other teachers [ habe known say, "Boy if only I could w)ﬁ\ ‘
Lotto Canada. 1'd tell these guys to screw off". They

want bhetter security. . Some of them feel trapped. I
know two younda male teachers who have won lotteries and
qauit teaching. That was Several years ago and they're
€211l not back. For that reason 1 feel that most teacherg
back down from unreasonahloe requests from other adults,
Those who don't are financially secure,
Safeh {ndls considerable sympathy for other teachers. But
ce1s pot free of theiv dilemma ejther. He clarmg that he feels
Frndency to be over-diplomatic, as well. However, he also :
Staims that he does not feel the same intensity to maintain a
careful exterior as do his peers. 'As a matter of fact he considers
nimself to be unique in his ability to deal with conflict which
would cause other teachors to act timid or indecisive. ‘He claims
trere are four reasons for this uniqueness. Those reasons are
discussed next.
The first reason relates to what Safeb describes as his
Increased awareness of what his students can do. This point was
- i ] ' . ’
discussed in a prior vignette. Feeling some confidence about this
rnowledge, he proposes that he has become more confident in holding
students to - task and, in turn, facing parents who may feel he is
unjust or too hard.on his students. , L,
It has become Safeb's opinion in talking to parents, particuiar]y

awout,the'progress of their children in school, that when problems

Arise these problems are botter faced imnediately than put off.



Putting: of f problems, he arques, only allows them to becomne worse

-

over time. This poéition has been fortifieg, Safeb claims,(
“hrough observations he has made of his peers. ﬁe states that’
other teachers "beat around the bﬁsh;'goo much. They lack
forthriéhtness, sometdeSIdoing nothing fo; Ehe child. Eearrng
conflict with parents they chgosé to stay clear of talk about the

child's problem, usually, he adds, offéring praise but only praisg.

.While praise {c important. We, as teachers, tend to hsat
around the bush too much when a problem arises. The
sycstoem, as we know it, dwells too much on praise.

\ . .
Safeb's awaweness of a tendency for teachers to stay clear of

'confljct with parents agd other adults ié heightencd thrbugb %ié
.wqu as a negotiat ;‘with the local bargaining‘unit. He observed
“eachers and trustees together. While, he hoted, teachers would -
try to bhe féir and und@rsﬁanddng, trustees exhibited a much
djfforent‘behaviOf‘v They seemed more willing to face cbnflict

“oven with cach other.  The contrast between groups was incredible,
hee ztates. Teachers. scemed slow and cumbersome in the way thev

Spoke, ’Tru§tees,bon “tie other hand, were able to get to the point ’
. kY ' .
vonediately, a quality Safeb greatly admires.
, : _ ) |

Trustees were not afraid to go-at it tooth and nail.
Rather, one even said to. another trustee, "What are you?
Anybody can see that point! Are:syou stupid?" It was
unreal to see two trustees go at it. Tt was whammo!
S0 I rather admired the trustees in that they called a .
spade a spade. Trustees are to the point. They do not
‘beat around the bush like teachers do.  Trustees and
teachers. live in entirely different worlds. I fihd this
forthrightness refreshing because we teachers speak in
a much more careful, even cumbersome manner, so as not
to of fend. - Co
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S ENperiences such as this have helped reinforce Safeb's visw

Lhat honesty and forthrightness are the best policy to follaqw.

fofeels that while one might be influenced to take a. softer liﬁe
'yn reporting to parents about their cgildten's progress, the Ehild,
“hevarent, and the twache;;will all be bettor off in the long

Sin by hs takjng.thw dirocp approach to solbjnq'a p:oblem.
Phisoapproach, he suggests, takes coutage., Yet,hebédds; attacking

nroblems directly need not bé’done without tact. He claims'that

.

while taking this approach, he is still able to remain inoffensive,

But there are times when. a child 15 experiencing problems
and needs direction. He needs to see where the propblen
Liens. s Hero venl have  to be able to state it outrightly,
ayon couraqwouviy. "Both the teacher and the child can
face this. And if a.child is experiencing a problem:

T try-to word my concerns in such a manner that the - 4
child of parent would get some wind of it but not offend:
hem. '

~

T
=

Jthe second reason Safeb feels he deals with parent-related
. q . . )
rroplems bhegter than his peers is because he has seen ample

»videncé that his teaching is good. Safeb feels that he is
respected for his teaching qualities. He has been given posiEiVe

+{eoedback from his students, parents, other teachers, and

P

dministrators -over the years. He claims to enjoy ‘a good rapport
with those interactore, particdlarly.parehts and students. -

. I've had a good rapport with many parents, kids, principals, _
and central office personnel. Getting good feedback. from -
them is an ihdication to me that I have been doing a good
job. And I know through this, what doing a good job is.

Sdfeb feels that such feedback reinforces his ability to deal

. ¥ ( . .

satisfactorily with unfair expectations of parents. For instance,



#“len he oncounters parsnt criticism regarding his handling of a

student or about his teaching in general, he claims to have

Frocome tongh-skinned and that such remarks do not interfere with
LS teaching.

When 1 run into a parent who says I don't’kﬁow_how to
teach, this sheds off my back. And I still try to help
the kid. ‘ ' .

Yet; while Saf@bzfoels he gnows when parents are being
unreasonable, he still has to déal ijhyﬁﬁestions by parents
; regérding his érofessional mogivesl Petty remarks,”he statés,
can be brushed aside. 'But it 6995 hurt when.a éarent Suggests
that he is'spitefuf or vindi;tjvp; Such a view is'rarely stated‘

by a parent., But, when 1t Hhas been, Safeb sugqests thar he

v

_2NDresses the followinq opinion to-the parent who is criticizing

tis oefforts, . - ‘ _ :
I am entrusted with the welfare of a Qroup of children,
-I.am responsihle to see that they grow and develop,
But at times this trust seems guestionable. 1t seems
that some poob]o think that when teachers strongly hold
a child to a-task they are just trying to get even. Byt
what you are trying to do is make 4 point with that one
'particular child.. It might not work with others. What-
ever works for their long~term benefit is foremost in
my -mind, even when it seems painful -to this student, . the
parent, and even-to me. - : ’ :

Finally, Safeb has come to the opinion that he is a partner
With parents. He is not alone in terms of tesponsibility for the
rrogress of his students. Because of criticism, such as the
‘aforementjoned, he refuses to accept total blame when it comes to
] ' - - . '/(
discussing difficulties that hisg students are experlencing.,
I frel that I am in partnership with parents,

particularly when a child is experiencing some
difficulty.

2

S
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The third reason Sateb feels he deals with parent-relatoed

Froblems hetter than h1s peers is because of his legal knowledge.

»

Safeh has a SLrong interest in teacher politics, being active in

tegal and financial nedotiations on behalf of the teachers'

tGrociation.  This exporience has made him much more aware of
i ’

vhat Yhe leaa) rights of teachdrs are. This knowledge has glven

t3in the ability to stand up for the rights of himself and his
poers. ' ' € v
You can't be out in right field and all of a sudden
make: some ‘stupid statement and stick to it. You've got
to have some knowledge as to what is happening and be
ablr to-handle the situation. :
safeb cites the example,. given earlier, where a parent asked
Leacher to administer medicine to a child. While the teacher
Thonnt use Safeh's acvice, for fear of losing her job, Safeb

EENELE that becanso, of Rig legal knowledge he would have refused

adrinister the medicine if-he had been directly involved. 1n

CHIY casée he would be prepared to oppose’ the ‘parents and anyone

4

“lse who sided with then.

' For myself 1'd have told the parent and principal.where
to go. I'd direct them to the operational handbook which
fvery principal has. If this problem persisted, 1'd
say, "You guys phone the central office and get someone
down here becanse at this stage of the'game'you'and I
aren't talking." ’

Y

Safeb cites a second example of conditions where unreasonabloe
parent expectations can be overcome through legal knowledge. some

rarents’ have tried to pressure'éafeb to drop the topic of drug

abuse from his health course. While listening to their cbncerns,‘

he could not agree that staying away from the topic was acceptable. .

Ll
jo—
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Thersfore, he strengthenod ki argument for this topic by showing
Lhe parents that 1t was vart of the legal curriculum.

I gencrally Jook to the curriculum guide, local board
policy, -and school decisions to fortify my position,

for teaching controversial topics. I have encountered
par=nts who have Lraed to convince me that discussing
drug abyse in r11~g only encourages the taklng of drugs.
As 1t is part of the health curriculum and becauS@‘I fer]
if handle«d responsibly and QenQJbly, it is-a highly

desirable 1op1c I am not going to stay away from it.

1

Sex education was also a topic questipned by parents. For
~xamplg‘ Saféb'was criticized.for using a éarticulai film. Once
‘again he looked for legal curriculum endorsement. But in this
case the endorsément was sought and gained froﬁ the local board
and Safeb' Drlnéloal bo<ause the film in question was nof part

h

~f the regular cyrriculum. So Safeb, feeling sure of his legal

'osition, vresented the {ilm. Yet, after protecting his own |
v R

sosition, he relieved potential antagonism by offering parents

he opportunity to take their children from-his class during times

v

wihen such £ilms were being presented.

While sex education is also a curricular topic, a film
which we show on maturation is ‘not consldered part of the.
requiar program. The local board and the DrlnCJpal do
endarse’ it, howover, I have had Darents ugge;t this

film is nat part of schooling. And I held to showing

this Lilm. 1In the above cases Lh@ parent,, 13 freo to
remove his child from my class

The fourth.reason Safeb féers he deals with parent-related’
EI”UXPmS.hy{tof.ghan‘hiS peers‘js because of his finanéial
;jﬁuaﬁion."This ppint has bheen discussed at,léngthlgarlie[ and,
"herefore,” will .not be élaboratedtupon hefe;r'HOwever, it is no
l=¢s important,a reason, Safeb emphgsizes, as an explanation for

’

nis ability to deal with parent-related cbhflict than the first

(93]

it



#

Ry roaséns. The following point expresses his view that he is
not locked into teaching, unlike most of his peéré. Therefore,
1f pressured unreasonably by parents énd othérs, he could always
iteave teaching.

dy livelihood doesn't rely on teaching. I'm secure
enough and have other business’ventures that, if somebody
wanted to force me, I could go and do something else.

In clozing, Safeb contends that teachers usually evolve
toward a pozition of utter timidity when it comes to their facing
Pparent-related conflict. He feels this is- endémic to teaching.
i
Teachers 'tako great pains to be respectful and to not of fend
Y

nchers. They are always being diplomatic, he states, but for

him, too diplomatic. e adds that-what teachers most fear ic the
[

reprimand that often accompanies occasions where they are

merceived by parents as being unfair towards students. Therefore,
, v op C v H

cwhien teachery deal with varents, they often shift away from
: b

conflict of any kind.

While Safeb admjtu‘thag he is influepced by such a tendency
Hjmsw1f; he also claims that this influence is much:less prevalent
han with Ers peers. He feels that this difference ié heqause
of his.leqal knowledge, financial independence, strong,repuﬁation,
and rapport with’parénts, as well as his skill in fortbrightly
facjng parents r@gafding various problems.

Sateb is proud of the fact that he "calls a spade a spade".

JInterestingly, with the confidence that he claims to feel

rogarda V”jf]ity, he also suggests that he is usually far

from § atlve with and antagonistic toward parents.
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For the %ost part the opposite is true, he states. While

retaining his abil;ty to be forthriéht, he contends that he is

5ti1l careful to be constﬁuctive‘about his students.. He states

that he tries harq to maintain supportive tiés with parents and

finds little constructive value in being offensive to them.
Ironically, Safeb feels that, ratﬁor than becoming less

compliant with paronts’ Wwishes over time} he has become more so;

Ae1ng aware of his position ofhgﬁrengﬁh and confidence heqnow

foels lesé frustratjon from barent-relatéd conflicts than earlier

In his career. He foel% satisfied with hi; abilify to faéevthe

few conflicts that now arise in this area, at the same time- A\

a5 protecting his own c5ncerns‘and inte[esté. Thus, he claims,

xlong wiﬁh the realizarion of his stréngths has come an increasjng' /;/ﬂ//

\’;@nd9n¢y to be‘more Benoyoientvandvtolorant £oward the»wishes of /

Jpgron%s than 1n thd past . (For a deta;lod summary sée Figure (/

f24, Ov“rcomjng the Tnhdonby to be Too Diplomatic with Parents.)

Halntaining the Support of the .?.!iﬂ?i@élﬂiﬂfﬂﬁ&ai

Safeb claims that he nevef really intensely feit the" conflict
described‘in’thjs vighofte. He fﬁrtﬁer suggests that it is
Dresenﬁly not nuch of a proﬁlﬁm to h;m porSona11y§ Rather, as
dwﬂqrib@d»jn4earl;er vignotteg,‘the conflicts are £hose which

S0Me Of his peers have struggled with and, for some, continue Lo
ruagle with.,  However, as before, the Struggles of his peers have,

PO avcertain extent , hecope Salen's as well. ' \ﬁ



PERCERTICHS OF
CONFLICTING
EXPECTATIONS

INITIAL
REACTTON

CHOSEN MANAGEMENT
RESPONSES

EVALUATION OF
RESULTS

ALTERATION TO
PERSPECTIVE REGARDING
ROLE EXPECTATIONS

Safeb found that hef
and, to a greater
extent, his
colleagues tended
to be too
diplomatic and
rather timg

whe'n dealing with '
patents.,

He observed
teachers being too
caceful 1n report-
ingd to parrnts and
10 complying too
casyly to
unreasanable
parent
tionn.

exXpoota-

This timidity
botherecd Safeb,
It was not the

‘way he wanted to

be.

“well, -

The fault, as he saw
ity come from teachers
lacking knowledge

as well as financial
stability. -He, opn
the other hand, did
have these elements
upon which, to base
his strength to
oppose unreasonaby]e
parent expectations.
They were: .
1. He was skilled at
teing forthright yet
tactful.

2. e receivad ample
positive feedback

from parents, students
and others tregarding
his ability to teach

3. He knew the leqal
rules regarding
curciculum,

procedure, etcetera.
4. He was financially
independent.

In realizing bis
strengths,
found that he
need not feel
bothered about a
tendency of some
to be
tun diplomatac.

trachers

Safeb .

jSateb considers him-
self as unique among .
his peers,. to bhe -
forthright, sometimes
able to act on behalf
of his peers,

Safeb accepts-that
some parents will
likely continue to
¢riticize, some un-
fairly. TlIronically,
Safeb sees that he bas
broom? lese senaytive
such vonflicts
has

tolerany

about

an’d bheaome war:
tawhrd and >
complian® with farent

expreotations,

Sateb feels he has
reached a stage where
he-has found a balance
between f{orthrightress
an? tact, when &ealing
with parents.

Safeb feels he has,
seen anmplea evidence

to reinforece his view
that most other
teachers -are too
diplomatic and rimid
wr*h parents,

Figure 24. Overcoming the Tendency to'bé Too Diplomatic with Parents.
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Sifob originally saw his own school administrative leaders
45 comrades and advisors. They provided him with support and
quidance which he, as a beginning teacher, necded and gladly
accepted. He also remembers, many times, their being availaple
: ) ' RN
For him to bring personal problems to them for discussion.
Between Safeb and the school administrators there was a bond of
‘trust, he claims. However, as the vyears passed, he saw evidence
that not all school administrators and teachers enjoyed that same
crust. Periodically a teacher from another school would report a .
Ji1tuation to himﬂwh@ro this bond of trust had been broken.
une such example of where this bond had been broken was a
“ituation, described earlier, where a teacher Safeb knew was
L4 N
foreed to administer medicine to a student. Safeb suggests that,
* )
In this situation, the brincipal, and later the area superintendent,
fesponded too easily to a parent who had pressuted them in an
“xtremely forceful manneore. In'taking the parents' side, Safeb
continues, a barrier was formed between the teacher and the.
vrincipal.  Whatever trust the teacher had felt previously toward
"he prancipal, Safeb adds, was now gone.
The teacher I méntiQned, who was forced by the administration
to’give medicine to her student, will have to look elsewhere.
for a friendly shoulder of confidence. She'll not trust
that principal or area superintendent with her innermost
feelings. A barrier has formed. “8he'll think, "1'l1
have to watch what I say from now on and look to more
sympathetic people as comrades." = -~
Sateb claims that he has never met personally with an

b dncomfortable confrontation with his school administrators such

45 the ones described above. But, he adds, examples like this
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Save clarified his Vi about individuals in such positions. e
Shiggests that some principals and vice principals are moghﬂ
nrecccupled with self-promotion than with assist?ng and supportinz
“helr teachers. When this is the case, he adds, such individuals
will be toc quick to recvond to criticism from outside of the
wehool, for too much criticism means no promotion. Therefore,
rather than face angry parents who might, in turn, present their
case further up the hiwrarchal chain of command, these individuala,

Safet suggests, will likely apply pressure directly on the teacher.

Such nressure is appliod, Safeb continucs, hecause some administrarors
\ ;

hope that their compliance will please those who may be in a
basitlon to offer them a promotion.  Above all, Safel adds,
chese individuals try to show their superiors that they are

sapable of smoothly running a school. Individuals preoccupiad

«

“itho ool -oromotion, Safeb adds, are bad administrators. They

sspond to the wrong things,

Lots of principals and vice principals try very hard

to keep things running smoothly. They do this often by
complying to the squeaky wheél and SUppressing the teacher.
This is for hrownie points. So they end up, rather than
being a good administrator, they become bad. And a bad
administrator i1s one who pursues brownie points because
thelr main objective is to move ahead. And this is
particularly true of vice principals, because they are on
the ground step toward the only promotion they can get,
becoming a principal. They seem to become intensely
upward mobile when they get into this p051t10n. Here the
vice principal, in order to become a principal, has to

do all of the right things. He has to squash boat-
rocking or anything at his school that might reflect
negatively on him. Therefore, he is willing to apply
pressure on the teacher rather than face the:
superintendent under such circumstances.

Having considered situations where principals’ or vice principals

ave seemed not to support teachers well, Safeb concludes critically



Jhat aood administrators are not those who promote themselves,
“hey should be like himself a'nd\,many of his peers, free of a tende TN
to promote themselves.

I feel that, regardless of an educator's level of work,

he shouldn't do things for his own benefits, working

ahead on brownie points, because that's not what should

be. Most teachers in elementary school are not

caught up in this kind of self-promotion.

But Safeb found ghat neither being d§sdainfu1 of school
administrators who were this way nor simply giving advice to
teachers in conflict with such administrators was enough to‘
relieve his own dissatisfactions. © He Bogan to see ﬁhat he should
rake Inventory of his own personal position of strength), should
b ever be confronted by a principal or vice principal preoccupioé
with self-promotion. After consideration he ci ed four areas of
strongth. First, Safeb consjdered his political knowledge about
tudents and parents to be sound. He felt he knew what and how
mich students could do as wellvas in wha; siﬁuatiens and how much
(e could count on parents to back him in“his efforts to work
with these students. He felt confidence in this knowledge‘hecause,

: .
as he saw 1t, he would rarely get himself in a situation where
parents would have to "go over his heae".

‘Seeond, Safeb claims hexwas becoming increésingly aWare Qﬁ‘the
different types of individuals in schbol administratiVebpositions.
Hrcause of thié he was, he claims, also more aware of their
individual interests. Of course, Safeb states, each administrator
1o osomewhat different, odch hqs his own streneths and weaknesses,

Such awareness, Safeb adds, has helped him understand the

rdinsyncracies of those in school administrative positions.
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While perhaps feeling a certain increase in tolerance

! _ ' ‘ L .
Pocause of his increased knowledge about the tdiosyncracies of

vchool administrators , Safeb has also rpégééjzod that he is
firmly intolerant toward school adminigtrato}s who do not suppOrt
Dimoor, worse still, might dir@étly interfere with his work as a
classroom teacher. | If these situations ever became the case,
heoreasons, he would have to personally face the principal or vice

praincipal 10 oa.power struggle.  The basis of his own strength,

should there ever be such a power struggle, he suggests, 1is his

loaal knowledge. He {urther reasons at he ts highly aware of

ers sufh as curriculunm .

trgal procedures regarding teaching matt
adherence, time on the job, supervision, hiring and firing
owlicies, and so on.  Safeb adds that he has become more knowledgal 1o
tiena lot of school administrators, giving him further confidence,
“aould he ever be unfairly confronted by them.

\‘. ) . )

Safeb's fourth position of strength involves his financial
position, once again., Briefly, he reasons, should he ever be
pressured unreasonably by his school administrators and, because
of that be robbed of the pleasures he claims to derive from

. * ‘« .
“~aching, he could quit.

Upon taking this inventory Safeb was satisfied that his

position was next to impregnable. Yet, while formulating this

s

position of strength, he was also mindful that he had always

&

enjoyed-a fairly good rapport with his prinéipal and his vice
orincipal. ‘He had always had thét all—importaht bond of trust

with them. Because of this trust,he adds, his school administrators
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sadeoalways cupported Limoin his endeavours as a classroopn teacher .

Fuchia line of support he wished. to maintain. While.he admitted

hat it felt good to know of his personal powers as a teacher, he

toncluded that it was vital for him to)ﬁo what he oould to

7/

naintain a qood rapport with hig principal and vice principal.

Mrer all, he reasoned, thesge individuals, and the pPrincipal in

farticular, were key Supporters if Safeb's teaching should ever.

coms under fire. They could offer protection from unfair outside
Hpectations.  Also, he adds, he realized they were the ones who
faciliated the comradery that existed within the staff. For

these reasons Safeb Was eager to maintain a good rapport with his

3

administrators. .

Administration at a school is important to teachers.

Both the principal and the vice principal can compliment
each other. And the principal is the keystone of the
school. What he does and the way he does it sets the

mood and the pace, Teachers look to him for support and
backing. Periodically he is needed by: teachers as a

sort of protector from outside parties. And if he

supports you when others seem to be critical of what you're
doing, your job is made much mor e satisfactory. This is
important for the staff to feel together, also.

In closing, Safeb has not GXpériénéed much in the way of .
school administrator-related conflict.  However, hé has observed
some such é;ﬁflict with his peers., Because ofitﬁis he.tends to
b Sympathetic toward his peers.and somewhat disdainfuyl toWard
Cortain school administ}ators. Such admjni$tratorsvére those
Wiy, he fepls,uare’SQ preoccupi ed with their own upward mobilify

fratorhey seem-to turn from the interests and needs of their own

“ralf. While such individuals try to build a reputation as good
‘ v ' ‘ 3
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cadmnistrators, Safel adds, they are not good at all. Rather,
they alienate themselves from their staffs and trust i3 barricaded
metween staff o and administrator by the fear and distrust that

teachers foo} toward the administrator. VYet Safeb takes solace

w
.

Trom the fact that he has a considerable position of power, should
ne ever be confronted by situations of égnflict with his nrincival -
Oor vice principal. But Safeb works very hard trying to maintain

: AN
3 healthy rapport with his immediate superiors, recognizing the
importaﬁce'of their support to his own achievemeht of thé'immediate
rewards he hopes for in teaching, partjcularly those iﬁvolving
adult relations on hjs staff. Thereforé, Safeb reserves his
pogition of power to be used Only;if absolutely necgssary, leaving

it for the timeé beinq in a dormant state. (For a detailed summary

see Frgure 25, Maintaining the Support of the Principal and Vice

N
LY
Principal.)
Pealting with the Imporiiions of Specialists
This vignetts degoripes conflicts which Safeb feels he was
notosensitive to early in his career. Alter-a few years of .0
cuperience, however, he became increasingly aware of these .
. , - 5

cwnflicfs. Presently, he reports, while these conflicts do

nnrioaicang surfacé,he feels he has them'éatiéfacto;iiy controlled.
'Safeb points out that a large pértion of his attraction to

~rach was becauge he foelt being a'téachér Qas a respectable

pasition.in life; IWhiie he expected‘Eo:respeét>the rights of

others, he, in turn, @xpectea to receive .due respect from those

with whom he worked. Aﬁong those importént in this area, he

suggests, were certain adults. For the most part other teachers,

4



Q ' ( RiTial SEN MANAGEMENT EVALUATION OF ALTERATION T
.& HEACTON SPaNaes . RESULTS PEPSPECTIVE 2EGAMA -y
. ROLE FXPECTATIONS
Safeh observed 000 Safet drd oo Safsh took His distant Safed conclude? that
. ' ¢ ditectly tnveintory of Wit own 1nvalvesent and schnol adrin:strgiern
abinretratorn: ) EXPRILIeN e 1y, pocaition of power . recent anventory praul tonn de GOt
P cauaht L2 oan Tl e was Wy ey ! il ] shadld he be faced Cofrelveved thys i e pre e ey Ly
“Herr o oown o celf- of thie with an unteasonab)o conflict. thelr owre dl oo
promorgon. e Tatriaratra o Principal someday.  He ronotion,
resstts of g (AN RTINS al=o gave legal advyce
prenvounation hie peers, |t colleaques,
“eant teafhor aone ’ Safeb's pewer DUTLa
supoort and g g was connected to ki
hacraer of mistiust political knewledqe
Bt wernn teartors about students,
and school” patents, his own rohgel
aldminictrators, administrators, npe
lnga} knowledge, ang
h1s own firancial
r . ’ » independence.
5| Safeb continued 0 T The maiier wal “Knowing that ho had s Saleb eIt more  |safeb tecegnized Trai
Y ponder the CStill unsete pod., substantial power base |satisfied with support by the schoo)
c passibility of s : was good for Safeh's this pozition. administration is very
. having to face : confidence. But, he important to him and
“ school i also knew that he had other teachers. This
' adﬁlnlstra(0r5>VhO i to maintain a qood SUpport can exist as a
wolre unreasonable, ‘ rapport with his screening technique to
i - principal and vice protect teachers fron
| ‘principal if at al) unreasonable expecta-
{ possible. Therefore, tions from outside of
\ . he took ‘ the school. School
tesponsibilitf to see administrators also
. that a trusting bond facilitate a happy
3s maintained between’ healthy staff sense of
him and- his immediate ' comradery. - Such
sup@ixors. His power ) Support is so imporrant
position existed in a ’ that it calls for
dorrant state as a maimtenance effarts,
trumg card to be used not only from the
only +{ necessary. principal and vice
¢ Jprincipal, but himself
. as a teacher.
<
.
K
< Figure 25, Maintnining the Support of the Principal and g

Vice Principal.
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parents, and sghool adininistrators have provided him with this

necded resnecty he claims. However-, SPO(lall‘ s (those meant to

crovide professional development and/or supplementary services
"o teachers) sometimes seemed Lo interfere with Safeb. By
varerfering, he adds, fhese specialists were actually disrespectful

~f him and his position as a teacher.

He has provided tHrno examples showing how specialists and
Lo met in such Confl ¢ty oand how he learned to deél with tnose
conflices, "The first “wo situations describe face-to-face
fﬁnfrbntafionsrbetw“fh Safeb and specialists. The.thfrd describes

G broader more dgencval cituation involving Safeb and certain

. o _ L
sweci1allist agencies,

The {irst conflict situation Safeb described involved a

decision he and a stud nt! parents had agreed upon in OLdar to

“

motivate the bhoy to do his homGwork: Togethér they had decided

Lo take the student's pIVQJCal od\catlon classes away fLOmvhlu

2ntil he began working harder in other areas. Safeb was aware
Lhat such a decision WJS against board policy but, in this case,

'

b and the parents felt Lhat this decision night improve the
student's learning situarion.

I VnoWinb]y,'WirH the -support and éncouragemenF of the
'paron“s, went against hoard policy regarding tine student
missing physical éducation. We had agreed that if this
worked, then, given the situation, we'd try it..  This i=
‘asme where My sense to use negative reinforcement
oﬁﬁhcmd»policy I reasoned that my p[OfeSS]Onal DOQILIOD
would ovarr}dp a catch-all pollcy

However , Safeb noted that for a-short period of time the new
’/' : - . ) . .

condjtioﬁs seemed to be working, The ‘student was progressing

‘
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along berror than heforo, However, the boy went to the choo]

quidance counsellor to uomplainigPout losing his physical educat: g
e

Classes.  Ae it turned out, Safebh reporrs, the guidance counseljo-

Crpoied Biu decision co take physical vducation away from the
]

A culdance counsellor and I had @ run-in over tpe way

1'd treated a particular student and the way.he was doing
h1s homework. “My diagnosis came down that the child was
lazy and could have done the homework. The guidance -
counsellor was approached by this student and in turn
Cane back to me éayinq} "He just can't do jt."

Safeb's 1nitial reaction was to feel irritated. He reportg

4aving had two reasons for ferling this way. First, the child

had not discussed this problem with Safeb or his parents. Seeking

“eoretain his physical education classes, the student chose to

.
v . 3

3N Supbort from the guidance counsellor. But, Safeb ciaims,”
Fhe student dig not tell the whole story, misleading the guidance
- counsellor. Therefore, the counsellor was "fooled". While

feeling somewhat angry toward the student, however, this feeling

_ o -
was largely directed ab the counsellor for accepting %the complete

story of the student.

I was very upset because the'student made an appointment
with the guidance counsellor. Rather than face the music
in the class the student saw an easier way to deal with
the situation, which was not do homework and still retain.
the right to take P.E. - This occasion hothered me because
the xid comes back with a great bjg smile on his face.

And the guidance counsellor comes in and gives this big
spiel. And he's been snowed and doesn't know it. The"
student is plaving us off against each other and¥he's

got one of the two of us fooled. : C - L

. - ' ) :
The second reason Safeb initially felt irritated over thig new.

tirn . of events was hecause: the counsellor did not think to cheek

(93]
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with Safeb to confirm or deny the student's claim. Instead, the
counsellor directly challenged Saffeb's right to take the student's
physical edication classes away. What the counsellor did not

snow of was the parents' involvement in this decision.

) ‘Being placed in a sit@atﬁon whereby somebody was
challenging whar 1 was doing W1thout‘reaily~b@ing awar«
as to what was happening to me in the classroom bothered
me because the counsellor was infringing upon my rights,
In this case 1 had peon cLrcumvented. Having the
counsellor tell me [ was wrong, knowing he didn't have

. the complete facts, was maddening. He didn't know what

~ had been happening prior to his arrival. He didn't knbw
that the student's parents had encouraged me to take P,F,
away from the student because they knew this technique
tended to work well. '

dhtle Safeb feels rhat-his initial reaction to the counsellior .

tntervention was anger, he worked very hard to suppress this

cmotion., e reports that he would have liked to lash out a' the
quidance counsellor. But he chose to try to "preserve the peace",
»vplaining the whole ituation to the counsellor.

I would have Jlike to tell the guidance counsellor he was
"stupid" but, as I have to work with him, decided not
to-hurt his feelings. So F tried to pe tolerant of the
guidance counsecllor's views. But he had overstepped his
poundaries and I was angry inside, partly because 1 :
could see he was wrong, but I had to preserve the peace.

Overall, Safeh reports, his decision to show patience in thig .

Cituation was better tnan insulting the counssllor. This notion
o, _ T : oo '

R later contirmed in hia own nind by the fact that he and *he
o : . S s

connsellor were ablo 1o work rbgpthef rather well in future ¢
. o L ‘
The second conflict: situation Safeb described. involved work
’ . ’ - . E . '
he was-doing with a special student who reguired an individualized

Program. Hﬂ.rémpmbers‘how he struggled, at first, in trying to

A
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bnderstand more about the student.

This student's abilities were retarded. I was at a loss
as to how much to expect of her and when. I needed !
guldance regarding this student's capacity. and the rate
cof learning T ocould expect frop her.

Bventually, he reports, he finally began making headway.
. ‘ _ .
had written a prodram for the student and it seemed to be
carvyna. Aut then sorcone from the school board sent a special

‘
2

tdcation consultant oud Lo -assist Safeb.,  The consultant was
€, .
Cresampgtous and becaunss of that, Safeb felt, she was insulting.

was workindg on this program but the system sent a

consultant out to help me. She told me what T shouldmdo.
And I kept saying that, "I'd already done that." She
didn't.really come out with any interest in understanding
what I knew abhout the situation.  She assumed I knew .r
nothing. This was an insult to my experience, my training,
and to me. Actually the help was needed more before I
wrote up . a program than after. Once the writing was done

it was easy to Implement. I 'didn't know how much ‘information
I should require of the student.

Once again Safeb felt that a speciaii§E had imposed'dﬁfairly
<n ohim.  Again he inirially foit grritaped. Yét, he reports,
something inwardly told h;m toisuppress this anger. Lashing out

3 ) . ‘ .
at the consultant would not get him anywheré. Instead he listéned
‘and talked with the séecialist. At Eirst it looked like her visit
was going.to be a total waste of his tihe, he felt.g But after
‘their conversation Lhey mutually agreed that she would ohserve
i in.éction in his c]assfoom. The resultsyof her observation,
Safeb states, proved to Le rather ﬁiuitful,‘méking him grateful .

vhat he had notuépllownd his first instincts, to become angry

Wwith the specialist,



P
We talke. or an hour and a half. It was a complete waste
of tirn «:fort, and energy. So she sat in on my class
and © ' -ink we both got more out of that session because
shr ‘h@d'what I was doing and could offer constructive .
adv? n vhat basis. By doing this she was less

DYy g st and became another set of eyes focused on
thy=f proaram, ’
Safeb [ having experienced situations of conflict,

such as the o do.:riqu thus far in'this vignette, has made nimt
more cognizar: of ‘he types of béhavior required of himself and
svectaliste. His claim, as well, is that he can now more bapab]y
deal wjgh such situations shpu]d they arise once again. As a
result of nis reflections on these two examples he offofs the‘

collowinag rules of conduce.

L. Studey e primary responsibility of the classroonm

ccacher.  por n the ¢lassroom teacher must have the

Lirst o opnort o £] withh his students without interference

Pooon't know how to read it is my responsibility
her to do everything that 1 possibly can do to
ooy how to read. If I'm having problems I don't
1, Johnny can't read so that's it. You go down
p:Lice and sce the resource room teacher and see
ban work out a timetable for yourself over thers."

I S buy that. You try to set up a program.. You see
wh 's reading. And you proceed from there. And
1t be you ¢an get him started and teach him to

rva?“'thouL calling in a specialist. But personally I R '
tak~eory child as an individual that -has potential. ‘ ‘
And y to develop that potential. " And 1 never throw

up rids and say, "Oh well, that's just so and s0.
S0 W v '

g0 hell cares?"” o

4. If assi. .ance 1o needed regarding a student's welfare in

L e classrdmm, tggchers should bhe given the opportunity to ask

et

For that assiscg :mher than have Specialists arrive uninvited.
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A ctudent's problem is my problem. I prefer in such
- prablem cases to work alone init1ally. If T need help
Pocometimes look to the parents. | And, yes, I will approact
ofi1ce staff <00l as fhe guidance counsellor. But thas
fc wy right to work on the situation first and to invite
ouvtside parties In to assist. Now if I nad sald, "I
can't handle this situation. Would you please do somethina
about 12", [ would be guite receptive to specialists'
’adv109. Sb, it is one thing if I ask for help. If there
are certain students that I know requitre help and I'm
Lot able to give it to them, T will refer them for
spocial assessment, eltcetera.  But the thing that bothers
meo1s when a person, like a specialist, just walks in.

Safeb feels that there are times when a speciaiist could find
Voo necessary to interveq@ in a éituatjon involving a s;gaent. BQt,
Feowarns, Ehor@ are also certain rules to abide by whén this
nocurs, _ ' - L~
I, Bﬂforé becoming seriouNly involved in a problen cdnc@rnfng

Ve

student, check wfth his clas.room teacher.
I Enturvenhidn with avsrudonﬁ.in a problem sitgat{on.coulj
anpropriate jf {Ln classroom toacher is ﬁor pfosent. bBu;, even
“ren, intorvention shotld be done c$ a tehporary solution, to bLe
avwfofrod‘pn‘for a morw'késting solution to the classroom teacher .
3f Spgcia]ists should be very careful about accepting a ' .,
Lndent's ~@olanation  at fécebvaluegespécjally regarding a
erpiainf abnﬁt a teachor.
G '1‘qupw014118t finds h» no@dx'to investigate a éituailmn
Anvm}vihq a toachor—étddwnt COnﬁrontqtion or a sltuation where
‘hJ teacher may need.aﬁsistancd in a‘sﬁﬁject aréa, do néﬁ appioach'
. ‘ - _ . :

CLat teacher inoa presumptuous manner. Expect and accept that

tieclassroon teacher will have a rational informed point of view,

i 5. - Above all, when circumstances lead a specialist ‘and a

ATacher £0 2 face-to-face confrontation, it is much better for

f
I3



coth to suppress any anger they might feel towardg, each other.
The reason is because both will find their jobs morérdifficult to
40 17 antaonism 1s allowed to breed between them. With patience

“aeoconflict can be cleaved-up ‘and a solutlon gained.

chird conflicer situation Safeb described did %ot involve i
faco—to—race contrantaiion with a specialist.  But, he points
i thoa ‘ was bothored very carly in his career by ’tho wOork
- certain specialist Q&uncies. His concern inyolvéd the ideas
contoedacarion présonrﬁd go him by specialists. - For instancé,
found that totally accepting such ideas was not rewarding‘for
drim. Thic ﬁas because acceptance ahd an attembt to épp]y
- . ‘
crecialists! ideas, In the form explained by specialists, never
Coemed to work.  Safeb rwm&ﬁbors that his bwn pre-service Eiainan?
a aood hxamp]o’m( rynhjaiixth'tryjng to present him with their
‘ﬁiuaﬁ‘on udncatjdn.. !n'ﬁhose déys, he rememhers somewhat bitterly, )
Jf he was wo oget bhis tweaching certificate, he had to Qutwardly ,
AL tt?‘;'.::‘.:-'_'idoas‘pru:_:.ym_l,.ed. ’ ) ) ‘ o . » .. -

2

At universivy 1-was part of a captive audience. There

was always somebody trying to sell you a product there.
you had to do ‘he buying.. ‘Part of the problem became

that I started ro see that some university instructors
were in left ficld or right field, or even out of the ball
park. But if you wanted a certificate you had to buy and,
requrgitate what he told you. Therefore I'd say, "Ya,
va. [']) write . this down for the-instructor in order fo
geu omy credity .l ' '
The samne . problem has continued .throughout his career, -Safeb

~taims.  He points oGt that there are a plethora of in-service
activitieé, some of which he presently attends. .In almost all

cases, he points out, the specialists try to "sell" their ideas,"

e
s
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claiming them to be o great "panacea".

Often 1, as a 2acher, have been approactied about
- implementing &+ new method. Usually those representing
. the new movemant are other teachers, consultant
- umversity, or a commercial organization, Theyiﬁlan“
core on like Zealots $inging praises of this method as
1f it will solve all my problems, the great panacea.

But unlike his unjvnlsity.oxperience Safeb has found that he
hav considerable Say, A a teacher, in how uscoful these ideas

are to be., In short, he has found that there is no such Ehing as

~

a "panacea" where in-services are concerned. Experience has

taught him, he adds, to guard himself from the zeal of Specialists
5 S S . N

Yet, at the same time, he also tries to see the best aspects of
. the ldeas expressed by specialists, adapting them for his own
: ]

LB,
You've got to guard yourself from this type of salesmanshiu.
If you're naive you'll buy the whole thing and not adapt
It to your needs and Cause a lot of grief to yourself and
your students, LXperienced teachers realize fhat certain
things have merits. There are certain things about this
éysrem that ‘are good. 5o you accept that. But you don't
buy all the package. You learn to buy -just the good
things. " ake the good things and use them.

Safeb cites a more nrecige example of ideas presented to hin

DY ospecialists and where experience taught him to adapt these

' -

vdeas to hio own sense o reality. The following statement 15
offered at length to show how he altered and adapted information
»f;wred fo him By specialists regarding the use of positive angd
nedative reinforcement.,
I questioned the total reliance on positive reinforcement
N with children way back at university. As the vears have
' passed I have so!n, time and time again, occasions wh@te

theories taught during my teacher training were not
ahsolute. Therefore, 1 am not afraid to oppose such



theoretic not ionn. T feel negative reiniorcement in
appropriate atotrmes., IL you are tryinag Lo prevent
peaple- from doing something, the best way to do that is to
tell them the consequences of their actions. Hore 1T

don't just mean the logic of why it isn't nice otcetera.
Rattor, I owean what the law will do to them if they break

tne rules.  Some people respond better to this. Aand that's=

what teaching's all ahout. 1It's common sense. You don't
get-much in ‘the way of results by vellingwat kids or
telling them thov're stupid. But there are times vour
professional knowledge tells you to use negative
rernforcement bhecause you've tried everythin\~@l§é and 1t
hhasn't worked. So as a professional 1 want to tfy it oin
this situation. And hopefully it will work., TIf it
doren't, well then you go with something else. Some -
cdveators feel negative  reinforcement is bad. ‘But in
Sowmeocases 16 works. | would say 1 am prepared to use
anvthing that works,

Therelore, safeb portially opposes what he was originally

and is perjodically presented with regarding positive and

i
Couative reinforcement, making theoretical ndtions more practical
\

\

svoaltering them to {1t the situation he meets. The following
siment o racher foreefully reiterates his view that ideas or, what
ool Mevetems", presented by specialiste should never to f20

sonas "o oh-alls® by teachers.

N !{ p“[.'.\].“/ r1'~""“)t'il](! .t‘hpi;;’) i(](.:-as af; E!f{‘l’f(‘ﬂt('d 'I":r' \
Srecdaliats i carbage! L Anybody who's had any kind of

e
whoowill jnet no' have this system or any other system
workoalone tor hem.  There are a lot of good systems
around but pore ate catch-alls.

tence with discioline realizes that there are kids

Vib, while Safep's view that the control of studenpt behavior
raoseem rather decided, he feels his view is not necessarily
'nflexible. While he 19 now able to alter and adapl new ideas to

LYl h1s own needs, Safoh states that there are times when he*can

Setaside b1 own position.  An example of such a time, he reports,

'

#ould be if the whole staff needed to standardize their approach

2



Choeont sl inag stude pehavior.,  Given his Say, e osltares;, b

ald oacor prothe RENSHIS ’Jﬁ\risi(‘n, even i f the qroup wished to an

SEAINSE s own views,
'Unually mothods such as discipline are decided bv the
toachery . Howoever, at most, they become a school issue -q
b ﬂﬂg}dod 2 by the principal and the staff together.
In this case if 1 have had input and the decision goes
against my opinion, 1 could comply.

While Safeb s willing to compromise his OwWn views of what
PEoRTober trocedure in the area of student discipline, he Loints
Ve thét > 13 not presently ih a position where he needs to
Sleld vo e group will. Therefbré, whiie being clear on how to
handle such g situation, should it arise, it is not presently a
provlem for him.

In closing, safeh reports that he dislikes 1t when specialis: e

Comoto znfprfere, in one manner or another, Qith his work. Of=ap
A adds, spccialists ©an be presumptuous and disfvspectful of his
Sesition as a teacher., He accepts thét this trend iray continue .
5~wovrr, rhaﬁbis not o say that he feels that a dilemnma exiIsts
recalse such situations nay reoccur. He claims that he has
cecome much better than years previouély at recognizing wben suéh
conflicts are about to happen. He also claims to be clearer on

. L,
'1pproprigte actions tgo take during such times.' He feels thar
pecialis e shou]d refpect the territorial interests of teachoers.
20, when Thwy impase on his Eerritory, Safebh states that itvlg

COLTEr for hir o fo show patience, tolerance and flexibility

srecialists, 2cting in such a way, hg feels, he can alQa;s

Tl sonething useful nd goad from such anp exhange, despite g3

POT SEAT UL AL the aanpe time, he adds, treating specialists this



U asswrﬁncp that iiure cuchanges he has with them will nos
he Spolled., Th@rv(oy«, Safeb 15 able to encouraas, even under
JUVGYSD.CODditiOnS, a roespectful atmosphere between himself and
Specialists,  Such anidtmosphpre, He states, 18 very importani to
mimoand Onn‘which he will jeopardize only under the most extrems
pressurd. (For oa detaaled summary see Figure 26, Dealing With the

thpozitions of Specialicus.)

sccoming Avare of the Political Decisions Affecting Teachers
The conflict described jn this vignette, Saféb reports, was
not initiafly a problem for *him. Rather, he claims, it emerged
over the yoafs. Presently he feels that he deals relatively well
with this conflict. Yct, he admits, this area tends to bother him
nore intensely than any other area of conflict that He now
eXperiences.
According to Safeb, dpcjéions madé about broad~educatioﬁa]
'issuws affocting his uwn Joh are often made because of political
vraessare brought to bear on schooi board and provinciéi government
Wiministrators.  He adds that there séem‘to be yocal minority . ‘ o
Troups who try to manipulate administrétors. Safeb feels;these | ' <\
1ino}ij aroups manlpuldte by using thé media, blamlng tedchers
“or o doing a poor job and giving otheré rhe‘impv05510ﬁ that‘thvre
mi1st be major changes in what teachérs dp.
Minority group.s dse thp’media which, in {urn, is only £06 - o .
keen to blow things up into something sensational. They '
are looking to place some kind of blame on people. In
rhic‘ case teachers seem to be the target. Together these

mall groups and the medla give the impression: that tklnvs
are really really bad out there.
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i REACTION RESPISES RESULTS PERSPECTIVE ARDING i
! . POLE BYPECTATIONS i
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-‘ Safeb was Sateh suppressed his Safeb tound that )Safen coulsd see thar l
E yreatated and anger, explaining te he worked well *Yerping the peace” ;
: wanted to teld the counsellor the with the 1S overy 1Trortant
Cthe -)\n'hn;w full sytyation, counsellar. Batween tT : i
cognsellor b Patience was 1ty |specialyses ;
wag Tatups it own virtue, he Le a shave X
" heca found. deod ansotiatier wptd |
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the | ’
dia - . ;
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Yroac uor anger . He listened grateful that he | necoming mors wnow- !
S to *he cansultant, chad been patyent o ledgeanls atoase
s Eventaally she He did learn handling
. observed him teach. something. conflicts
He !6und this useful. . sitahlicy 3 set o f
Sy orules suaggacuing
that the claroroom
sl . teacher 15 tre rony
important rerzon to o,
taly oo -
it considering tre welvara
of a o rlen,
he sug WAL
confrontatran acoure
betwenn 3 erecralist
and a teacher, every
: effort should be made
o to be patient and
tolerant of the other,
e s P S U N T S N RS S S -
3 foupd rhar Safeb was Over time Safeb found Safebh telt that Safeb accepts
fasv.to.face irritated . that it was better to adapting such spectalists wil
CAnflicts were Aot because theoe protect himself from ideas was a continue tc uyn-
s only prabtlen ideas, as pre- being overly enthusi- successful wittingly 1ntervenc
with wpecial:ists. sented by the astic about new jdeas approach. -periodically.
e experienced spectalists, di1d on education., By the )
difficulty with not seem to same token, he found . | Safeb concluded that
pecialists pre- work. it-profitable to take ' there is no such thing
Sentang their . only the points from . as "catch-all® . or a
1Aeas ina Jarger such presentations "panacea” wnere
forum, - that he thought would © | education is concernnd.
work for him.
Safeb became mote sute
about altering and
' adapting the (deas
expressed by
‘specialists in
conflict situations

and still remain
positive, Further,
vhile being sure of
his ability to alter
and adapt 1dess to
h1s own purposes, Ko
concludes - that he
would be able to
futther adapt and
COmpromise with the,
i nReeds of the staff

’ o ) should he be requited
] . to standardize some
i | of his aporoaches.

. : . h - e ———— ettt
v o e —— v, . r s

Puropie 2600 bealing with the Impositions of' Specialists,



Sometimes administrators at these levels are o sensitive,

safeb adds, that they continuously alter and change areas which

involve the teacher role. One example of this involves the -curriculum,

Rut changes that occur purely as a result of political pressure,

. , %

he feels, present more problems that had existed before. For
instance, the local board made a decision to alter the way ‘Safeb
was to teach science. He was expécted to offer a great number of
Iaboratory experiences to his students. But such a change was
fudicrous, he points out, becanse his school had no laboratory
taciliticr in the {irst vlace.

Thi> local hoard did away with the textbook approach to

teaching science.  Worksheets reflecting a laboratory

approach were to be used. However, we have no labora tor”.

We have only one bunsen burner and no science lab. The

worksheet and investigative approach in science won't
WOrk here. ‘

Another subject arra which has been influenced by politiéal
SEUre rercnély iz mathvﬁatics. Safeb clainms that, for some:
reason, the provincial government has eliminated the teaching of
fractions in his grade six program. Being experﬁenced In teaching
arade six ﬂath, Safeb considered this recent change inconsistent
ﬁifh.thﬁ feSt of ‘his program.
The provincial government eliminated fractions from the
grade six math program. This was internally Jncon51 tent
with the rest of the math program,
Generally, decisions séen by teachers as politically-forced aro
initially met with broad teacher resistance, Safeb clqims. Ye
ayves Lhroe reasons'why he and his peers take this position. The .

Pirotoreazon is pecause Saleb and his peers are rarely asked for

rnput about curriculum decisions.  The administrators may have

334
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cokeend the pob e o Phev did not ask anv teachors, Sarebh stotes,f

Turther, bhecclaims that by not checking with him or his neers,

»

“haze who are respensitle for actual curriculum changes will
never o know that, in many rases, he and his colleaques may have
cotter prodrams than the new curriculum.

They may have done studies on the public about these
changes and deemed it necessary for the system, My -
reaction 1is, why should I have to do this? They may have
polled other teachers but they didn't ask me, nor have
they asked any teachers I know. Some other teachers often
say about edicts, "Well what the hell is going on again.
Who's little baby is this?" What bothers them is all of

a sufdon you bhave this edict that you'll be using theess .
new curriculam Lot hooks hecause some Joe Blow has

dectded that CUc s what vou will use.  You have 110

incut . But o Lhe worst fhing is that they don't know what

1s already haproning out here. For instance, in math I .
had develoved s hetter program using a combination of

Eexta dnvolving problewr solving and fractions. This
COTroeswas more rigorous than the watered-down one offered
in ke new mnath <nrricu]um My reaction is, why change?

I had a hetter Droqram that tcok me some time to dpvelo;

The second reason safeh feels that'teachers initially resist
neuwocurricila is because generalist teachers cannot cope wWith so

booh change.  Math and science are only two areas.which have been

.

recently altered. Two other areas which have been changed are
.language arts and social studies.

There are too many changeS'all at once. In the past two
years -we have had a curriculum change in four ma]or areas:
language arts, science, math, and social studies. This is
too much for generalist elementary. school teachers to do
© justice to. System-wide changes, partlcularly currlculum—
related, should -be done gradually, one per ye for
instance.

+A third reason teachers initially resist curri ulum changes

te hecause sometimes they take curriculum documenty too literally..

Safeb himself remembers feeling angry and frustrated years before

wten che was First expectod to alter his course due to-a change in

aicie



rryeulun omaterial. e exproesses sympathy (< hiz neare who
continue Lo vxperlénco Fhis difficulty, knowing that such a route
w11l cventually hurt themselves and their students.

I can see a 10t of frustration out there with teachers
who take curricula word for word or else they disagree
“with d4t, thus teach it half-heartedly. So you fee]
trustrated and pverything else. You're angry, and’ say,
"Hey who's the idiot that gave this?" But some teachers

say, "What the hell. I 6nly have a certain amount of time.

Why ‘should I.be“angry and frustrated and so on. I'l1]
teach their dumb course. ' If that's the text they want
‘me to use I'1T do it. . Fine, I know the kids aren't going
to be-getting as much out of it as some other text.- But
I'11 do it anyhow." : R

 Thus safeb is left with the Impression-that, where curriculum -

decisions are concerned, administrators outside. of the schdol are
4 .

v

not interested in Bis input or the input of his colleagues.
: ¥ .
Sarther, it seems that ihe system that he works in will continue
"2 change curriculum at a fast rate, holding teachers resporisible
for seeing that these programs are implemented. Making such
observations Safeb concludes that he and his peers are political

Pawns in a 1arge»polipjcal milieu, one where teachers are held

Yesponsible without having’matching decision-making power, T3

jo)

"
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ne relterates, whenever things qo poorly it is teachers who
Suflfer the disdain of the public.

While teachers are rarely asked to express their opinions
beyond the school level they are the first on the firing
Line when someliody decides. things are not going well
cnough.  So I helieve teachers are scapegoats for
politicians and for changing §ituatiqns In education.

But things are not as bleak as they may Seem where Safeb is
concerned.  While feeling angry about the abuse that teachers

sometimes get from some quarters, he feels that he has devised



ritain strategies to counter some of the problems described

carlier,  The first of these strategies is that. when Safeh

findg that ne does not agree with a curriculum change, he speaks

wvoabout iU. Going this route is not without its own frustrations

-

wyovog;‘ Por instance, when Safeb first began to see a problem -
wiih the new math nroqgram he §poke out against ﬁhé changes. e
‘:fﬂkO td his principal and vice principal. waeyer, while.they
mffwred'supporE of a sympathetic.natugé, they offered little
diroct help..'séfmb'élso spoke with a vafiety-of.consultanﬁs,
subject aroa‘specia]iS's, ana éurriculum specialists in an attempt
s Countorfthe‘néw cdrriculum. >Yet the system proved 1a109 and
mperscome, étill loaving Safeh with his problem. R ‘
Wh@ﬁ vou fina]l§ think'yéu are.approaching the right
person he says, "Well; it's because of the committee”. .
And he's the spokesman for_a committee but there's no one

person that savs, "I am tho guy that decided we use
texthook "A" as onposed tor using textbook "B". It's

alvivs s "We the commitlee! or, "Somebody else'., But
thore's nobody olsce .H”‘jﬂdividn\] S0 vyou finallv end
Up resigning yourkplf tn your classroom duties. You wankt
inpul.  But you can't have it. Who do you talk to?-

The principal? HMo. The consultant? No. VYou and up
going %hrough a frustratingly long line.of 1nd1vldx§js
all of whom have input to the currlculum dpc151onc hut
‘none who can speak from a. position of authorlty

Y

Neverthgless, Safeb in51sts that.speaking out is, for himself,

he first and most 1mpo1rant step in facing curriculum chanqe

Vwat displeases hzm. - The following comment shows that he does

not always expect to meel with 50 few results. ~There is always
vhe hope, he feels, that someone else will join him if he continues

expressing his views,

b : : B
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I've learned, whenever possifle, when 1 drsaqres wikh

something, 1 qet up there angd criticize, realizing the -

Possibilities of

getting any changes are very remote.,  Bu-

.1 always hope” that somewhere, one voice crying out in the
wj}d@rnoss, thpro‘will be another voice. And then theré
will be two voices, ~The thing will grow and eventually
maybe the curriculum will change "to the way 1 would like

tTo See the change.

Further, while S3feb

v

feels duty-bound to speak out about

anreasonable decisions which infiuence,him as a teacher, there ig

& point where he can also accept those decisions. Once he has

nad his say and done his

best to influence the system's deci;iOn,

hé says that he is realistic enough to accept the decision and

i
lTive with-it.

AS a teacher 1 ej

ther speak out to change something or

I learn to live with it. It is my choice to either

attempt to change fhe system's new expectations or to
adapt to it. There is a real world out there ‘that you
are living in, aﬁgiif there are certajn decisions that

‘have to be made,
then dammit, you

and if you can't change those decisions, .
have to live with them! vYou might not

/" like what has happened, but you have to lijve with thes.

The second arca in which Safeb feels he ¢an counter unfair

wpolitical alterarions rn

his role as a teacher involves the leve]

and intent of the administrative expectations expressed to him.

Three exampieé of how‘hé
pﬁpectationS‘are:giyen;

Superintendent's bulletin
sﬁould emphasize homework

rocodnizes that such a st

responds to various administration
The first example Saféb'takeS'from the
,stating that ‘genérally teachers

more than they have in the past. Safep

atement is'a syggestion, one which he

already addresses. Therbfore, he feels this statement -does not

Tequire any major altoerat

.

ions.

LS
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I, as a teachor, read the superintendent's bulletin and
not e what'embhaxps he sces as important in education,
For example, while we've been pursuing the fun aspect of
learning, he turns around and suggests students should

be doing one to three hours of homework a week. And

I do this already. But this chande acts as a bit of a
quide.. Overall, though, I am not about to drastically
change my bractices because of a bulletin.

However, moving to a second example of‘how he would receive
administrafive expectations Safeb offers the other extreme.
Whereas a superintendent's bulletin could be taken as a suggestion;
requliring little or no change, Safébvexplains that somekmessages

From the superintendent.'s office are more like "decrees" and must

.

w0 complied with. In knowing the difference between suggestion -

and decree, Safeb feels he is able to cope adequately With high
l-vel administrative expectations,
However, if.word came out like a decree, the principals
take note of i* and we as teachers are held to complying.
And if we must, we must . '

The third exémplu of how Safeb has learned to respond to

adfministrative decisions involves curricilum oncegsagain. His

;

pattern of rosponse fol Lo, First, he generally peroses

curriculum document, considering . which will k@ép him d5rea5t of Co
3 - | - . .
recent trends in education.
I perusc through it. | doén't. know if you'd call it
‘rgading’in great detail. But yes, T read it. "And I try
to find out as much as I possibly can because I am
concerned about the students and all this sort of thing.
It's my responsibility as being an educator to know what's

happening in the world of education.

Second; safeb trieg to adhere to new curriculum expectations’

hocause the results of 'his students will be-notéd by others. For



~

b,

§

instance, the new mathematics program i1s followed-2ach Hay by a

srty-wide tist,  Safel does not want his students to do poorly.

“herefore, Le must comply with the new program.

I do adhere to the new math curriculum guide, even when
T disagree with it, because in May we have a city-wide
test. 1 want ny students-to do well in it before turning
t ‘

O New work.

Third, while he i< usually fairly compliant about new curriculum

dncuments, Safeb reports that he is also fairly critical of such

material.  No curriculum presents a pggfect program, he states.
. HVEN ,
P * B . :‘ )
—.Mhen a new curriculum guide and/or textbook comes out I
look it over. I am generally fairly critical of all
documents which will affect my teaching. I assume this
material is not and cannot act as a panacea.
. A . .l
Fourth, as an extension 6f the prior points, Safeb does not
- \ ( | '
interpret curriculum literally, . Curriculum documents are guides,

\

and no teacher should attempt WOrd-for—word implementation, he

states. X
Thus I take the material as being a suggestion. The
guide can never be taken completely literally. You
realize that curriculum documents are only gquides. They
require adaptation to your students and situations’in
order to be-successful. That is the teacher's job.. We
forget that these things are only indicators sometimes.
‘They are not written in stone. ~Experience helps you ger
p;ob]oms with new curricula. For instance, you are less
naive. Word for word application is not possible.

Fifth, the Eype of adaptation that Safeb speaks of;is, despjte
Epoaklng out periodically, to accept thé overall thrustvof ﬁhe
cu[riculQm and then sﬁpﬁlement ité intent‘with some of his own
curriculum ideas.

So if a text comes out, if I use the'text,'and I disagree.
with-the text's selection, I will use other materials.

to supplement the text. If there's a special reading
serics that we have to use or that we go. into, I use that

P

e
L
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reading series. But I supplement it with other materials,

as well. So I actually revise my own curriculum. ¥

follow the general curriculum guidelines as sent out by

the local or provincial governing body but I supplement -
it. After all, you have to put something of. yourself

into each new currlcu]um

Sixth, Safeb tries to remind himself, when he feels unhappv
about being expected to implement a‘curriculum th%t he does not
“ntirely agree with, that it is important to keep a positive
disposition for his students' sake. For it is his~stud§hts, in

the final analysis, he feels, to whom he owes his allegiance.

USt try not to let conflict between himself and

‘

Therefore;, hk
higher lével administrators interfere with the pfogress of his
ﬁ“udehts.
You always keep in mindbthar it's the srudeats you Qor}
with and for. It is their welfare that is . in question,
You. owe it to them to keep a positive disposition toward
new mandatory curricula for which they will be held
,apon51blo : o
Thus, according to Safeb, he adheres to a'fairly regular
vattern when it comes to facing'problems such as those regarding
curriculum deciéions made by high level administrators in education.
He. seems fajrly critical oﬁ such material. If he does not agree
with'an'aspéct'of the ,d”flCUJUm, he speaks out against 1t
H1V1ng his say, Safeb admlfs, helps make such Currlcu]um decisions -
ore acceptthe, even whon these decisions continue Lo go.against
. ‘ ’ ! '
s own viewpoint .,
‘Gpnerally, Safeb S#atos, it>iS necessary for teacheré to
adapt to the system in which they exist. This is pa:ticurarly

true, he adds, when'teachers are held responsible for a job without

having a full say in changes which involve their job. To exist in
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such a system, Safen concludes, he and his peers have to realistically
:dapt.

So the teacher is still frustrated. But he's learned to ,
live with the system. He's become a realist ih‘many cases.
If he doesn't become a realist he's going to have a

nervous breakdown or something like-that. And he's not
going to be able to continue teaching for any length of

time because of the frustration that he experilences

related to others dictating to him what he "should do.

The problem of having responsibilities without having a say
toonot only in the area of curriculum, according to Safeb. He

points out that there are a nunber of other .politicdt pressures

wihleoh result in unfair conditions for “teachers. He gives

eramples to add strengeh to his argument. First, he has observed

oo central board of education trying to promote the concept of
"school-based budgeting®. However, he points out,“this concept

does not work. - lt'neédsnto be revampéd. But it is required by

L

fhe board and so everyone .is held to suffer through the experiment.,

Schoal-bhased bUdgéting was required for each school by
the local board.  However, the formula worked to the
disadvantage of small schools and schools with an
independent handicap status, like here. So the panacea
of school-based budgeting is failing at this school. It
must be revamped. : »
Second,’Safeb feels “that the. central board has uséd guestionahle *.
. _,f‘\\
. ]pgTEIto convince the ublic that cutbacks in education are

v

’

\\ ] T . .
neceSsary\this\xsgr. -Why not next year? cause elections are
————— N

~
due, he answers. Thus, Safe

~

f herevis,aaother example of
where teachers will be forced to suffer from unfair political
“decdisions.

I feel central office trying to sell ﬁ% questiohable B
logic, like schools needing to tighten their belts because
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welve got to amake up a nine million dollar deficit in ono
vear, Howvva, 1t is plain to me that this deficit took
at least three years to build up. Why do they really
want to clean it up this year? Because school board
elections are this fall.

Third, Safeb cites an example of where the provincial

government is trying to cut back education costs in a similar way

.

'O the local board. The' result, he feels, is that teachers will

suffer from such cutbacks.

The provincial govermment is trying to do-a similar

snow jobw~  The Minister has announced that school board
grants will be held to only five ber cent increase. That
won't even keep up with inflation. _In the meantime the oil
cgmpanies are reing given five point five billion dollars
as an incentive to drill for more 0il. When the Premie;

of the Province says, "Kids are our most valuable resource. "
and then does something like that, I really start to wonder.

’

Fourth, agajnvfrnm the provincial level, Safeb citos an example
of the Minicter of Education reintroducing grade twelve examinations.
Byt the examinations are simplistic and és & result of that,
whfair, Safebarques. Again, he féels, teachers are stuck vith
hwvihq to comply with o bad political decision.

The Minister of bducation has called for the reintroduction
of standard exams, However, the tests are given before

the grade twelve year is finished. It tovers too much
material, three years. And it claims to supply standard
Iinformation for universities and prospective employers.

I question all of that.

Fifth, Safeb cites an eXample from his personal experience

45 4 salary negotiator. He was shocked to find the local board

1
x

nngotiator taking advantage of the poor public ihag@ of teachers

. . . : « e o ‘
©Yo1ncluding an improved 1mage as part of the bargaining packadge.

Safeb had previously seen the board's role as involving the

prometion of a positive teacher image to the public., He changed

.

e

1S View beocause of thig Sltuation, then seeing hoard members more



politicians and of being capable of stepping aside when public

criticism of oducation increases, leaving teachers to face the

4
crrticism alone.,

Teachers are indeed scapegoats for politicians.

This has been confirmed ih'my mind by a salary bargaining
sithation. The way the bhoard negotiator spoke about us,
he |said, "You are suffering from poor P.R, We can help
you improve it." So 1 think teachers are dumped-on by
upper level administrators as well as politicians. They
hold themselves apart from the direct line of fire but ‘
seem to think they can intervene when they want.

i

Sixth, Safeb feels that the public, in general, places blame

tor the poor showing of students in recently publi§ﬁ§§ test
. ~—

~-.

results on the shoulders of teachers and their teaching tgéQiiqnos.
S public should not be surprised to get such results, Safel
AVUes, becauge teachers ares working under the policy of "automatic
romotion”. Nobody fails. More students stay ,in school. No
wonder, he adds, there are so many students who do poorly. vYears
wiey o such students were not included in test scores because thev
would drop out of school. But the public does not get that
viewpolnt, he adds.
It's unfaig to lay onto teachers the shortcomings of
education in general. ‘For instance, automatic PQOPOtiO”
Means that anyone attending school for twelve vea¥s will
graduate. Natural selection uséed to weed out those not

interested in making an effort toward their own learning,
It's not surprising that today a number of students

are poor at feading and writing.

g Such examples fortify, in Safeb's mind, the opinion that
teachers do indeed suffer from a poor public image. But, he
feels, they are critigized unfairly. He often speaks out agains£
general criticism of teachers himself. He argues that he and his
reers care deeply about their students. They work harder and do

a better job than teachers did years before. Nevertheless, he adds,

. ¥
i g



“heewmorale of teachors g presently low, bparticularly when they
are publicically criticized.

I hecome annoyed mostly when at social functions people
make derogatory remarks about teacher competency. That's
garbage! I feel I am cornered apd must defend my
colleagues. And much of the public criticism of teéachers
is unfair. Teachers care about their students. They are
always willing to change and improve. I beljeve teachers
are teaching better now than ever before. But teacher
morale gets particularly low when the public and the
administration seem to be down on teachers,

From-experiences such as those described Safeb has Coﬁcluded
that part-truths and misleading statements are coﬁmon in the
political forum in which education exists. Worse thbugh, he
feels, fs that teachers éuffér from such political gamesmanship.

freating teachers as scapegoats is intolerable, he states, adding

that they need input to shape their own destinies. By including

cachers more in politically-related %ecisions in education,

e

safeb argues, many problems would be eliminated.

We'd eliminate many problems that we presently have that
have been created needlessly by administration if teachers
-had input into the decision-making process. The main
problem is that teachers are not consulted about changes
which involve them. But they are held responsible.
Therefore, they need more chance to express their points
of view. Teachers are treated as non-persons because
nobody wants to ask them for their opinion. Generally
speaking, foachérs, right or wrong, feel they don't have
input into the decision-making process.

Teachers generally fre interested in such input, Safeb suggests,

T=achers should be'treaked with dignyty'by,>for example, being
invited to prepare brieﬁs and to take part in discussions about
nroposed s?stém—wide ch%ngés. The results of such input, he adds,
m31ght require adminjstratoré and polititians_to be.a litcle more

‘onvincing to teachers than they are presently, .

Y]
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If the system really cared for teachers they would zhow
1t best by asking their opinions, because 1 believe
ninety per cent of all teachers are interested in this
type of input, barticularly where their subject and/or
grade level is concerned. Teachers have to be involved
In order to reopresent dec¥sions made regarding the way
they will teach. 71t'g a matter of involvement pow or
complaining later ., Professiona] teachers see this.

And, for the most part, the teachers 1 have worked Wwlth
are vrofessionals.  Teachers should be invited to prepare
briefs and take part in discussions about proposed changes.
These "change Prtoposals should be announced in the
superintendents' bylletins and the A.T.A. publications.
And teachers might decide, "Hey we don't want to change
what we're doing because we're doing a good job." And
maybe the onus would be on central office or the
provincial government to show teachets that the job isn't
being done and that it can be done better.

In closing, Safeb says that he will quit, as a final act of
retaliation, should teachers continue - to be abused publicly and
forced to tolerate unfair decisons invo]vingftheir jobs. His

comment about  decisions related to teacher-student ratio and
k3 .

cacher preparation Uine bear Lhis out.

T care enough ahont teaching that, if | feel 1T can't do
the job of that | am nnt doing the proper job, 1 would
rather quit rather than saying ‘as many do, "The hell
with you. You want me to teach fifty kids? so maybe
twenty-five of those kids will learn absolutely nothing
from me. But that's their tough luck." 1 don't look at
it that way. Rather 1']] say, "To hell with this nojse.
I'm going to throw in-the towel because I can't cope
with fifty kids jn the classroom, or thirty hours of
straight teaching per week withogt Prep time. We don't
have enough time ag it is. If these things happen, then
I am definitely not going to be able to CoOpe with the
situation and do a good Jjob. ' 2

The éonflict deécribed in this vignette was initially ﬁotu
Jwbortant to Safeb; However, it increasea substantially over the
Years ana,'he reports, is the most inténéely felt fole;relatéd
confiict'iﬁ hié iifé ét present. The magﬁifiedLintensity of thié

conflict has been counteracted by a number of Strategies he has

o
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ned o during this time, as well. Nevertheless, he does adgmit

“hat these strategies are not always enough to diminish his

frustrations.  For that reason, he concludes, an early retirement
13

Gay be necessitated despite his love of the profession. Having

this outlet, he agrees, is in itself an additional strateqgy to

aounter this conflict.  (For a detailed summary see Figure 27,

E .

Hecoming Aware of the Political Decisions Affecting .Teachers.)
- DISCUSSION

Critical Conflicts Perceived by Safeb

According ﬁo Safeb most conflicts that he experienced earlier
In his career have diminished somewhat . However, two remain as
worthy of his attention.

The first of these two conflicts-involve Safeb's personal
aépiratiéns. During the initial years of his career Safeb
experienced some difficulty in attadn;ng‘the types of results
bﬁ wanted from his teaching. During those years, he édmits, re
was unciear as to what he‘aSpired.to do, peach or adminjsfraﬁe,
Séf@b‘hoﬁed that his faﬁil? life suffered and his state of health
was deterjorating. This problem was largely due to his extra’
etffort pﬁtsﬁing what séemed‘to him to be two different careers.
quay Safeb insistsvthat‘this_aréa no lgnger presents a serious
broblem.  However, he does admft‘that the satisfacfion.he derivoé
from a balance betwmén‘p;rsonaJ and profesé#onél work ié'periodicélly
tested by other inr@}ests'and expectéﬁions.

The second conflict that Safeb expegienced eariier In his

career and which re-emerges occasionally involves negative



PERCEPTIONS oOF
CONFLICTING
EXPECTATIONS

|
INITIAL 'l

REACTION

CHOSEN MANAGEMENT
RESPONSES

EVALUATION oOF
RESULTS

ALTERATION TO
PERSPECTIVE REGARDING
ROLE EXPECTATIONS

Initially Safep
felt no pressure in
this area. How-
ever, in time he
began to suspect
that high leve}
administrators
succumbed rather
quickly to public
pressure, The
effect was thar
important decisions
would be made with
hittle considega-
tion given to

- teachers, Further,
if things went
poorly teachers
were often blamed
for their
decisions, He
provides examples
of curriculum
changes in math,
science, )
language arts, and
social studies.

Figure 27,

Safeb was
frustrated ang
angry. He claims
that he and his
colleagues tend
to resist change
initiated in such
A way because:

1. No input was
allawed to them.
2. Sometimes
there is too much
change.

3. Word-for- word
implementation is
possible.

. Teachers,

Safeb found that
speaking out against
unreasonable change
was an lmportunt;step.
Sometimes other
teachers would join
him in this
opposition. Yet, to
Safeb, the important
thing was to have
tried. ¥

Safeb fcels that, over
time, he has also
tearned to interpret
the level of intent
of certain
administrative
decisions which
might affect him.
are just Suggestions,
The impartant Onhes
are "edjcts® or *de-
crens'.‘ Again, using

-the example of
curriculum changes, he

offets some steps for
adaptation,

1. KXeep abreast ofy
curriculum changes.

2. Certain curriculum

areas must be adhered-
to strictly because
students will be
tested in May.

J. Be critical of new

curriculum,

4. Word-for-ward
implementatjon cannot
be done.

5. Adapt to new
curriculum by
supplementing it with
old nmaterjal,

6. FKeep a positive
disposition (or the
sake of the students,

Becoming Aware of the Political

Somg

Safeb feels his
strategies work
but he is still
irked by
political games-
manship at the
expense of
teachers.

Safeb realizes he has
the ability to adapt
to the “system*.

Safeb's view that
administrators
succumbs easily to
o0litical nrpgair.
groups is confirmed,

-- continued

Decisions Affecting
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INITIAL
REACTION

PERCEPTIONS OF
CONFLICTING
EXFECTATIONS

CHOSEN MANAGEMENT
RESPONSES

EVALUATION OF
RESULTS

ALTERATION TO
PERSPECTIVE REGARDING
ROLE EXPECTATIONS

Talen Cytes other

talities gn
cfeIation cadse a
TLAXNTCL bhelween

[N

cesponsing -
Tty asd teacher
P2Wt, with teacher
feiny treated as

Putlie scaoegoasts,

ey Ao

school -tased

ing,

S. budyget Cutbachs
AT the local andg
provincial level,
3. grade twelve
standacd
Feraminatyons,

¢ Detter punlic
telations offered
O teachers by .
toard officials as
-3 batgaining
strateqy,

S, automatic
student pcomotion,
t. teacher-student
tatio, and

. teacher

Preparation time.

Safeb continund to
cxarples whegye forl annoyed,

3
G

/
Safeb spore oft at
SOC1s8l gatherings,

&

Safeb feels that, 1f

teachers continue to -be

pubtlically abused and
continue to have so
Iittle say about their
own jobs at a macro
level, hie may quit
teachingf

Safeb continues
to fre}

annoyed hecayse
of this
situation.

While the. tensions
remain, knowing
that he can speak
out and, 1f
necessary, quit
seems to. improve
the situation,

Sateh accepts the

public tn have inpist
ahout rdutational
issucs. | Also, Satan
feels that he and hys
peers would be bhottep
supported by hign
tovnl adainistrators
1{ given the
DPpRrtunity Lo Spes
\_abo\n “hese 1ssues,

—— ]

right of government o g

taure 27 —— continued.
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“rart found o
~rample,
;
safeb adds,

COmr

‘r-energesinto Safeb's

thjn%éng. Safeb explai

@1ns that he was brought up to appreciat

N\ : '
and promote growth and good relations between people. Because of
this inte

rest it is no wonder that non- growth or prolonged

rrhallznd negativity would seem to interfere with aspects of
s teaching. For Instance, he still finds the ambivalence of

some of his studentsg upsetting. While Safeb claims that he demply
Tares about his students, he has difficulty in dealing with students
“ho do not ceem to care about themselves Therefore, a lack of

TUEponse by students towargd their work has always been taken by
safeb to be a serious problem. But negative thinking 1s not a

nly in children, according to Safeo . Parents, for.
soﬁptimes react in a def@ﬁsij manner and lay the blame
2r their child's lack of success.on the teacher Teachers,
are also kn

PWn to indulge in undue criticism ang
onplaint among themselves Situations such as thesge occasionallv

<on501ousness, causzng him to f‘%l a

Ihitle frustrated and Jrrltated

e

suggests,

FIAR RS

T

~las

el

"aocument

r

rritvorial

While }wo role-re

lated conflicts which stem back to the

ainning of Safeb's career are worthy of his att@ntlon,

Safeb
there are three conflicts that have eherged In recent

which are more intvosoly felt The first of thoso inooiVOs-

by—paséjng. Safeb hlghly pr1zes hlS dutonomy as a .
sroom touoher. Whi]o_he aPCths the gu1dance of currlculum
Iments aod their leaal authority,

he does. not appreciate having
upon dooumonL" sent out to h1m "edicting"® hlS compliance.

. '
esents such mandatory requirenme

nts-at- this stage of his caréer

»

/
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“he sane way, Safeb 13 hurt and angered when specjallsps try
‘o offer anﬁkstanée to him or his students without first being
shed, Their arfival in §UCh situations is an unwelcome one,
sceording o Safeb.

The second conflict which has recently emerged and which 1

c0ssibly tho pozt intensely felt by Safeh to date involves the

Say teachers are Lreatod in general.  Safeb has observed that
~ducation 15 a politicnlly vulnerable system. Because of this
coelitical wvulnerability, Safebh arques, teachers are caught as

“awne 1n a large political milieu. Safeb despairs at times

mecause teachers are subjected to public abuse due to what he calls

‘npolitical gamesmanship". The greatest problem, Safeb feels,

s that teaéhérs are rgspogsible for education but have very
tittle say ahout its‘broéd aireétion. It hurts him'tQ see teachers .
“reated poorly éublicly,.and so often wben criticism is aimed
'ﬁt th;ngs they have so little say about.

The third conflict which has'recently emerged for Safeb is not
quite‘as intensely felt as the one mehtioneatéieviOusly.
However, it is closely related to it. kThis'conflict involves What
teachers bécome when they are subjeéted to»author%tarianism.
Safeb arqgues thaﬁjteéchégs learn eafly in their careers to "not
vock the bgét”. This results, he continues, with teachers—becoming
cverly diplomatic and often:ﬁimid in all aspects of their work.
Sufﬁb doeg.nbt liko.gucﬁ‘a'tendéncy; Teachgrs.becbme all the more
cpen to abuse by others becadse»they are this}way,'hé'adds:

3ut Safeb feels a strong sensc of allegiance to his peers. He

3
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syvampathetic wis thear hecomiqi\this way and champions their

cause when he ¢

-
\

.

In cl@$1ng, Safocb does still experience some role-related
conflicts. Of these, two are minar, involving personal aspirations
and negative thinking. Three more recent conflicts.are slightly
more. intense. Together these three (territo;ial by—pasédng,
political abuse and the resulting teacher timidity’ fo;ﬁ a
areater concern for Safeb than the otMer two. Further, wbilc
Safeb 1s not.freé from rdle;reiated conflicts, his perspective
seems somewbat free &F rhe aep;essed state that one might.hormally

in 1f one were subjected to such conflicts. " Curiously, Safeb
does pot- seem to react adversely to these conflicts, particulag]y
:ho;o of the broad socgal gariety. Rather, therg i; some intimaticn
fhat'hg enjoys or, at least,.finds these conflicts iﬁvigorating;
Jonflict Management SCrategies Used by Safeb

As alluded to above, Safeb perceives some role-related conflicts
existing at the predsent time. Yet, many of those conflicts
have. diminished over the years, he reports, and the oheshwhich
AR . _ : S | A
‘remain are well .enough in hand that he actually might consider
some of them as contributing to his life as a teachers rather than
as detracting.
Analysis of the interview data indicates that Safeb primarily

uses six-conflict management strategikf to meet present conflicts..

The first of these sﬁrategies 18 "retreéting". Safeb usually

- - Jﬂ’ .
chooses to maintain the rapport that he enjoys with all adults
. ) . ) ) A . . ) /" . '. - ' .
1t whom hi comes into immed¥ite contact. He uses terms such as

re

&



foostates,

of otherg® regularly,

\

"hedr suppart and friendship,

Fetreat
Tntervened without

inoundue negativity,

were cited when he met

"Trying to keep the peace" and "trying not

an indication of his

Examples of

Lo hurt the feelings

intereat

hi

In maintainina

s willingness to

- in conflict with specialists who

invitation and when other teachers indulged

I'n cases such as these Safeb has shown

that, rather than outwardly opposing the other interactors; he

=ould often prefer to

tolérate their actions, even though internally

noowould not agree with them.

The

"

verbalizing”,

N

second strateqy that Safeb uses to meet conflict is

In recent years Safeb has become aware of broader

Sancational conflicts that exist outside of his school, He claims

alona with this

sducational decisions
tecisions as "edicts"
these deci
politias of education

feels the educational

difficulties. But,

miscarriage of justice,
vent this anger. He speaks out.
principal, committee chairman,

listen to his concerns.

join him,

sions

awareness, he'has become more critical of

made at a high level.

He refers to such

, "decreos", and "sales pitches". Often,

often lead to'pUblic abuse of téachers,'he adds,

initiate mandatary changeés, prescrifng

o Safeb and ‘his peers exactly what and how to-ﬁeach. Such

‘Decause teachers cann r‘éatisfy all those expectations. Thus, he

system, as it is, is-disdainful of teachers,

showing little or no respect for their views,

particularly their

while Safeb feeis angered over this seeming .
‘he has also found a satiéfactory way to
He finds a pfincipal;(vice
dr‘associagion council who-will

His hope is that some of his peers will

(WA
L
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that Safeb depends On‘td manage conflicts

‘ategy, for Safeb, is closely related to .

. 1t relates to high level educational

dvcisions.  After having spoken out against or at least)questionpd

certain decisions, the conflict that Safeb had sensed b£¥ore, he

Juggests, S to diminish. Safeb explains that he is satisfied

that »& has done

srt to represent the profession. Fegling
this way helps him accept that somé disag;eéable decisiéns>will
continue to occug despite his wishes.

_ The fourth st:?teqy that Saféb uses;to meet conflicts is

"anticipating”. Safeb claims that many of the earlier difficulties

ne has ‘met are now eliminated because of his ability to foresee

“hose difficultjes-beforo’they arise. Examples of his skills of

anticipating were cited in a number of face-to-face Situations.
“or instance, Safeb adheres to a number of rules which eliminate
conflicts with other téachers, speclalists, parents, as well as

his principal and vice principal.  Safeb has also defined personal

priorities to guide how much time he is to put into his teaching,

]

heing mindful of "giving his family a break".  _Further, he has

- "he means and rationale.to .guide his future, both in the area of

fi1ancia1 security as well as vocationally. One more example of

Saleb's development of the'antjcipatory strategy is his:ability

o foresee many of the difficulties he and his students could meet

in the future, He knows- that some students will not like being
pressed to do well.  Yet, he claims, he is equippéd_to face this
area of conflict, antivipating student difficuities and éncouraging

them to do well,

wl

%]

o~



The fifth strategy that Safeb uses to manage conflict is
"“negotiation", This stfategy he uses largely at a high i
administrative level. For insténce,‘onee'he has voiced his oéinion
anﬁf‘a new curriculum, Safeb "usually accepts'the decisi@ns
represented by this document. ‘But he knows Lhét total Compiianfe

.

-0 @ curraculum is not realistic. Therefore, he adjusts.to its
| : , ' ’
:nqpirements as nuch as he can. The negotiation, in this case,
‘::Qrsﬂin Safeb's sunplementing some of.his own curriculum‘idGas
th the now curriculum requirements,
The sixth of these strategies is "associating". Earlier in
.1 career Safeb depended rather (heavily on obhers,‘partiéularly-
m1s brincipai and vice principal, for advice related to conflict.
while he continues to abide by things he learned from this early
addvice, he does not seem so dependent on othgrs in this ares
anymore. But periodically, he reports, he needs a sympathétic
. c )
“shoulder to cfy»oh". When he finds someone has been unreasonable
and-. ne cHoosas not to pursue the d]SCUSblon, h@ looks go his w1fn
Sva col]caque from anu*ner ocxool for this sympathy . sSometimes
Swfob simply Needs a "=ounding board" ahd sémetimes someone to'
1\uqh with about the FldlCUlOUSneSS of the SLtuatlon. ,Ovéralj}
‘fhjx trafr;y seoms to offer Safeb a cathartlc rellpf
In_closzng, Safeb feels that pressurés from role- related
~onflicts have decreased for him over the yfars: This trend, he
ruggo%ts, is because he is better equipped £0‘d¢al with these

5ohfljcts. He suggests that he. is more tolerant of others ang

more capable of""keepinq the peace" than years before. While he

m

(g}
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ol macre leved contlicts have inPIKNJSrwl, he admits phas thig

et proveding lension in his 1ife, also stimulaton him ra
ST s whien he g developed Yo counterp them.  In & SeNse, Safchby e

inead the political foarum in which, he claims, teachers do so poorl.,

Sewell) o he holds a "trump card", just in case conditions become ip-
delorable for him,‘suggosting that he can ang will quit his hob, The
strategics "discussed herein act as the hasis of Safeb's reperttive

for dealing with role-related conflicts, Using this repertelre, Safeap

N

aims to maintain & aatisfdctory balance between what others expect of
]

©

Yiim as a teacher and what he feecls are reasonable expectations of hig

<

"carher role himself ,

Fibure Orientation towards Role Expectatlons

Analysis of the daté suggests ‘that Safeb's outlook toward: Iutor
A
role expectations has changed in three major areas. These areag are <
discussed under:thekheadings: A position‘of cohfidence; A clar1f~
ication of reWardsf ano A clorification of respon51bllltles.
A posjtfon of con%jdenoe
Sateb emerges fron his experiences of role confliot, like the ones : -
-dgscribod‘in the vignorLos, oonfident’that he can oontihue to dpollwrth;
rode donflicts in the future. This confidence‘seomg@to bo:defived:from

three sdurces, The first of these sources of confidence'appears_to he:

- haleb's legallknowledge about what teachers have to’do and what the:y do

not have to do.. He sees hig colleagu@s 45 naving a deficiency in‘this

areq, mdklng them tJmld when facing autk i&* . He,
VIGWSs himsoli[in.a rathonr powoxful p051é\ be dU
reles that Gpply to hiw Job.

The sccond SOUrce of Sdfcb's Confidgpce to deal

conflicts ig his practical knowledge. For'instance,




O1s students, he feels he understands their interests, neods,
~~

P

and capabilities. He 15 familiar with the contenNof present

cGirricula and has had no difficulty adapting liO. new ones. He
Feols he is an expert at organizing learning experiences for hias
ctudents.  Further, he feels he has had a good number of successes
“1th students over the yRars. He has received direct feedback

regarding this success {rom npot only students but other teachers,

& x
1

cadministrators, and barents.  But possibly the most important

Cvpe of feedback has heen Safebh's Wn opservation of his successes.

n

kx'r},o‘followjng statement gives an indication of Safeb's view that
T1e confidence has grown considerably over the years. This
confidence, he emphaslizes, is because of direct experience,

1 am definitely better now at handling these ﬁ%oblems

than T was years ago. Experience breads confidence.

And it's one thing to take courses or read books but

1t's another thing secing the thing in operation. And

as far as 1 am concerned there are many cases whereby

you learn from practical experience. And the experiences
that you have better gualify you to handle that special
problem than actually spending a whole year andg dealing
from a textook with some of these problems. So the WO K
experience over a number of years has given ne confidence.
As a beqinming teacher, when I began teaching, T wasn't
sure of myself. I wasn't sure of the level that the kids
were working at. I wasn't sure of the content that I ‘
was required to present, and all this sort of thing.

And T had a tendency to worry. Was I expectinggtoo much
from the kids? Not onohgh? But over the years, as I

have gained experience in teaching, I have developed a

lot of self-confidence.

A

Not only Safeb's confidence has grown because of his increasec
bﬁ]iticaj knowledge regarding students. He feels he has also learn:d
a great deal abou£ unwritten rules of territoriality and etiquette,
allowing him'to be successful in dealing with other teachers,

Hdninistrators, specialists, and parents.

i
\ i



358

Proal iy, another aroa where Safeb seems toe feel bia confidenee
DA drown i oin the political m&]i@u. Safeb foois he has gained
constderaible knowledas about the workinqs of how hiah leve!
decisiong are made.  Rocause of this type of knowledge he clains
he has become less naive and more critical of. decisions made
rgqardjnq teachers. Becoming this way, Safeb argues, has made
him o less likely to be }ooled by others zealously trying to convince
nim about new ﬁrogram rdeas, for example. He has become a
conservatave regarding such in-coming ideas to education and sees
n1s being this way as a protection from over-involvement in what
.are often {ruitless ventures.

The third point, regarding,§afeb's source of confidence to
deal with role-related conflicts, involves hﬁé outside Interests.
safeb is relatively free of financial burden. He has extensive
outside interests Lﬁ a family business, politics, and community
affairs. He is a man with places to go; seeing a bright future
tor mself . He is not locked into teaching. Havina =o many
DhLIons open to him is his trump card, allowing him to see his
role és a teacher as a convenience, a role which he can continue
or terminate whenever he chooses.

A_clarification 6f rewards

Another major outcome of safeb's experience with conflicting
axpectations involves an apparent clarification of what Safeb
teels he can reasonahly expect from his teaching. Safeb sees
teaching as a highly rewarding experience because 6f the opportunity

tt gives him to interact with people. He is gregafious and enjoys



Cne company of people of all ages. He sees in hls work with
students a sense of satisfaction, a satisfaction, he feols,

»cause of the service he provides to his students.

In his work with adults Séfeb feels he is respected by the
crincipal oand vice principal, other teachers, and parenfs regarding
hia teaching ability. As well,rbecauso of the additional work
Yo does as g teachvrﬁ’ association representative, he feels hig

)
cere further respect him for his legal knowledge and show gratituds

coward him for his wjll;hgnuss Yo share thigs knowledge.,
Sateb clatme that the satisfaction felt from his interactions
Sitnoadults has remained intact over the years. However, an

tortant change has taken place. He has found that an outward show

recriprocation by othors to his own-efforts is not as necessary

1t was during his earlijer yearsbof teaching. He suggests
“hat he ds o able to hold out longer for compliments and othef fofmg
Os1TElve reinforcement finding his rewards more through hisg
mwavobservutions Lhan through direct verbal confirrmation by othere,
Fafen has learnced vo o halanee the abdvp rewards derived frop
Coaching and the rewards that he derives from time spent with s
family as well as busin@ss,'political, and community interests.
dul o seelng to interests out of school; Safeb repo;ts, has called

ror him to decrease time and effort on his school work over time.

Yet, he claims that this decrease has not detracted from his

suCCess as 3 teacher., Further, he suggests that he has become
@ more complete and satisfied'person and, thus, a better teacher,
as well, because he has given so much time and effort to these

other dnterests.  While Safeb is aware that such rationale is



Srrvicrzed yogome of her teachers, he simply notes thar many
cachers put too much time and effort into their teaching,
choerving that they are the ones'whp become disenchanted and,
ironlca]iy, less productive in the long run.

Generally speaking ngeb feels he has’bécome more reasonable
tnoterms of what rewards he can expect in teaching over the. years.
Ha feels mrany of his colleagues expect too much from teachiné
and suggests that they should also look outside of theijr profession
for other rewards and a bettef balance in life,

ﬁ_glgfificatiOnhgfvggspOnsibilities

Another important oltcome of the conflicts safeb has met over

“the years, he suggests, is a clarification of what he might )
realistically put into his teaching. Such chosen responsibilities
e closely aligned with the rewards already described. FollOWiné

Lo brief description of those reéponsihilites.

Undoubtedly the strongest responsibility that Safébvpresentiy
frels is an the personal Area. Time vwith,‘his family necds to be
protected from aﬁéghﬁral tendency to overwork in teachihg, he . : )

frates. By the same token, Safeb rates the importance of his own

personal development very high, claiming that effort put into
1weas of business and politics secure his future and assure his

300d performance as a teacher, as well. . [

'

l While Safeb's personal life ranks as his most important

n - . :

; | : :
Jesponsibjlity, one should not pe led to believe that teaching

% : | :

i
/

1s necessarily dnimportant. Safeb feels that he deeply cares

+hout those with whom he comes into contact through‘teaching,
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farenost of these olhoer .. are his students. It is to his students,

+

}

“laims, that his Primary teacher role responsibility lies.

Anything regarding the welfare of his students, while they are in

#chool, is his concern. Sateb sees himself as their mentor,

e who challenges and holds them to task, and one Who'encourages

NN

toward attaining their potential. He feels he begr offers

ihasic skills and tries to lead ythem to a level of competency

¥ .

reh will allow them to progeed-successful;y on into Jjunior

135 echool.  While Safob does not expect all students to have

same ability, he fecls that most students ‘he has can master

s

“tandard which he cets for them. Above al} else, Safebvexpects

MUs to strive while they are with him. He suggests that he

P his best with cach student and expects the same from

Howover, he adds, there are times when a.student dces not

STpond to his cHallenans.  In such a case Safeb knows *he hest

R

Psoto warry less abont such a student and leave hin to Nis own .

Vv

wsoforoa tyme. Then, if the student does not respond to

Sieby the stadent will be referred to someone who might have

IR gER

flecess.  Thus, Safeb does not blame himself for failure,’

Bhr, he claims, does his sense of caring diminish.

Being in education You have to care for kids, for people,
regardless of what leve] you're at. And the thing is,

You try and do the best. that you possibly can to devé]op
their potential.. But, also with that comes the realization
that there are certain kids, for one reason or another,

who ‘are not willing to accept your help, or to accept

You teaching them anything. Now, there are very few of
these individuals, and maybe at one time it dig bother

me when I first began teaching that, "Hey, this kid 1
better XY for. He is not responding. What the hell am



Aving wrong?"  Whereas now Lwill trv 2Y7, and if teo
Rud oti1l igpt™ responding I don't blame avic bl for the
radts problen: anymoere. I ocan leave him on hie own for
awhrle or 1T con cefer him to some other porsen to ook
ALrer his noeds, S0 now 1 fee] better about myself.
-oron't o go howe and Worry abougt kids all .the time and not

“loen,
o
- . . . - ‘ . . . AR .‘
Another ymportant responsibllity, Safeb claims, is feporting
vooand generally interacting with the parents of his students, . ‘ \é

while he i onot one to gyge parent volunteers 'in class, he has

’

THe QT see that nurturing their support is necessary. The pay-nif
Car thig effort appear.: 1f and when their child eXperiences

difficulty in class.

l

-

I feel that T am in partnership withkparents, particularly
when a child ig experiencing some difficulty. ’ :

.

Safeb feels a strong sense of responsibility to contribute to

other teachers, This rasponéibility is to both his immediate
staff members and the general teaching profession. He sees other :
L ) . : &

te=achers eXpecting him, like themselves, to con£ribute Lo staff
activities such as supervision, serving on comnittees, and offerinq‘
"o do e¥tra curricular acLivitieé With studenks. But, pbssibly
Tere important, Safeb has beéome known by his poe}é-as a legal
specialist with Interests ‘in t@acﬁérs' association business., For - c
that }easpn they re-elect him yearly Lo represent them. This
role he feels fb anoth;r major expectation that other teachers
nave of him.

Finally, Safeb sees his responsibil;tiés to administrators
av various. levels as an authoritative one. He feels ;hat sChooi

«duinistratorsg expect him to teach competently, to assist students:

Prodress Lowards the nexi grade level, and to keep parents informed



Eg

Feems to be harmony and snrehjty;apn the other hand, opposition

and respond to thejr coﬁcerns. As well, he~féels.these officials
“xpect him to generally adhere to cur;iculum exXpectations and
rnntributé and adhere Lo malintenance ;oles and decisions pertinant
“ooreacher aroup activities, To Safeh these expectations are
Vel Feasonable, and . trics to be compliant, feeling that to

“ihold such LeSponsibilities will assure him of administrative

SUBPOTt. He feels he peeds Such support in order to fulfill his

ownorole, - . *
v ". ,' ) '. e
Inclosing, Safep claims that he is Better able to balance
X ) . ] . . ’
Thovtrions Apectatinng af py S role than he was carlier in

/

SlSocareer. He feols b satisfactorily represents the exbectation-

others.  as Well, he feels he satisfactorily represerts his own
. _ , : A , ‘

fersonal Interests and neods where_his teacher roje 1s/involved,
Balancing these twe setsoof expectations, 1t perhabs is not
: ) :

Vi

‘1tprisin§_Afhat Safeb has devéléped two-seemjngly ery different
viewpoints. On the one hand,.hgrenjoys people. He jig both
mrnqﬁrjous tbwards and tolerant of theﬁ. He nurtureé_the support
Qf othefs and'pends to be extremely compliant with the needs
Pfothose orhers, op Lhe other hand, when inmerseq iﬁ Eho poligrcal
T lien, Safﬁb anpears to Jack tru;t in“ahthmrities. For LHat

TrasaM he seems, in this area, extremely critical, and even

wigressive toward others, 50, on the one hand,, for Safeb, there
.o Y

and debate.  Yet, the fwo viewpoints do not seep to clash. «One
is aimed at individuals, the Other at a system, Both, to safeb,
ADDeAr to he satisfyind and, at times, invigorating positions

€ron which to base futyre actions.

}



CHAPTER VIII .

MARGARET -

Introduction -

Marqarer ig thirryenine years of aqey married, with two
Tontary vho<ﬂ»nq~d cihrldren. She has an Honors B.A. Deqgpone

o miraptbee and a0 Bacheotor of Bducation degre~ which she nainesd

siUhistarotion. she has had teaching expericence with oiw-

ht-voar—old childhon in e western European country of her

sirth before she came o Canada. She is presently at her thnird

ol min sl necoming JLaff méﬁber Wfth‘the board of wducation
§ larae western Canaciian city. She has taught grade ope
“oiusivelt antil this vear when éhé took on a éplft grade bng~‘
ﬂHO’aS$ignﬂéﬂt.

When the researchet of this study first met Margaret he was

B

faculty consultant. iis assignment was to supervise a student-

teacher working with her . Originally working with Margaret, then§

\

made her easy to approach regarding her possfble involvement in
the study.

Margaret was the researcher's choice. as a subject to do a

Z1lot in preparation for the main study. ‘The reason for this was

that’ she was ‘interested in being involved but had only twelve

’

v»ars teaching experience. The latter point would have excluded:

her from 'the original selection criteria, stated earlier. But

involvement in a preliminary study was possible. So together,

¢

f resgearcher, the thesis committee, and Margaret decided to go

anead, with the undorstdnding that the data provided from the

2 i~/
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y{luf study would very likely not be gsed as part of the final
:hésis’data. The reasons, of course, were because of Margaret's
lack of teaching experience and the possibili;y that, as the
rwséarche;_experimented with the-interviewing‘and analysis
ﬁochniques,bthe data might be gpoiled. |

Margér&& proved to BD a r@latjvely Qiiling spbject, keen to
aisclose éspécts of her life Whére conflict relaf@d té her teachinag

.

~xisted in mhe past and present. Therefore, as the interviews wen-

son, the data began to 1 ovide some interesting insights into

Cwrgaret, the person, and Margaret, the teacher. Because these

;nta‘proved to he so rich the researcher was encouraged by the .
LheSls committee to exiend Margaret's involvement in the study.
Tnniqgg§;$tion was mado Lo'ihclud@ her with the three main subjects,
Three {yasbns made the above suggestion possiblp. Firse,
ncluding Margydret's cace féport as paft of the main study would,
ﬁddinq VF* aanhor.snhjwct, add further.dimcﬁsion to the
GatAL »chond,_the‘rPSwafcher had been very-caréful to follow the
Sodearch brocedurés, described earlier, thus being sure the
“oohnigue USed_with Margaret was similar to the technique that
wmuld:bevused with the other, subjects. Therefore, the data would

»

not be spoiled. Third, and probably most important, Margaret

~~laimed that the reséafqh interested her and that she would be

rleased to become part of the main study. Therefore, based on the.

Alove reasoas, it wak aareed to include Margaret as the fourth

coubdect of a study which had originally involved only three

sunjects.
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Before continuing on with a description of rolevﬁglat%§

conflicts which Margaret has encountered, it is impartant  to note

i

% a0 Margaret was rather concerned that her identity be protected.

A

Tne reason {or her concern was because she felt she might be .

“asily recognized in print, FBr that reason, at her request,

irtroductory portion has been kept short “na relatively freo

- 3

croeersonal detaile,

j |
Vianetter of Conflict

a ——

Sargaroc'a wncmunrnré witﬁ role-related conflicté,rnach hacsy

Lara bRe Lot as wel) af‘~X1Sﬁ In the.future. . The following
Toven viqnv&:es attoempt to describe important ésp@cts ¢f those
“ﬁfliCtS;' They are: ‘ﬁttemptlﬁg to Juggle Teach;ng énd Domestic
envonsiniiities; Estahjjshing More Realistic Expectations of
Students; RPeaching an Adoquate'Leve; of Contribution to.che Staff;
Léarning the Yalue qf a Good Téachiﬁg erutation with Parents;

'éplishinq Fair Job Ekpectafions with the Principal; Minimizing
‘nterference by Spe%ialists; and Becoming More Ciosely‘gssoéiéted

. wWwith Board and Department_Officials:

Attempting to Juggle Teaching and Domestic Responsibilites

oy

The conflict described infthis>vignette grew as an outcome
of increased responsibilities.’ Therefore, initially it was not ”ygl

L4

a major problem for Margaret. By the same tbkenw 1t seems to
have passed its mo¥t—difficult stages, according to Margaret, as.
she claims that her present sitjlation is a little more tolerable

now o than it was a foew years ago. For a full description of this'



nilict ot s necessary to go back to a time hefore Marqaret
cad considered teaching as a career.
When sne first contemplated a career, Margaret stayed away

rrom the teaching profession. - She did so, she explains, because

.

her father had taught and she could not see pursuing the same
field, .It was not exciting) nor did it seem to Margafet_to be.
@ rewarding occupation. So she set out as a social worker. But
“nis endeavour:}asted less. than a year. It was a depreséing

fahiguing‘busineSS and, she reports, her clients were patheticn

4

Their Situation in llf@ usually 1nvolved a mental- or phy31cal
Yandicap.,  As well, she adds, despite her efforts, it se@med She
wis of little effect . in Improving the conditions in which her

ients lTived. While it was trye she did have the opportunity

¢

“oowark witt children, as she had hoped, the conditions were ‘a0
i for her to bear..

“argarct reports that she yearned for a situation where she

ald savour her sUccvrsos. Ju t knOW1ng she was doing good for
Stmeone 1n wncial work >wpmpd bleak and- empty It did not

vresent her with jmmwd1ate~enough results.  She needed to ses

Loese results,-she explains. . She wanted to wofk with young pedple,
v o . :

and particularly young people who were 'strong, healthy, and

vhthus@astjc. Thus, despite her early hesitation, she turned to

the public education of young children.

That's why I like grade one in a normal public school
situation, because you can see the progress the children
have made in one year. And it's tremendous . And the
h)qher grades are just a continuation. But they come in
grade one and they' re fresh and new and’ enthuslastlc
‘And while nof'ﬂvorythlnq they learn is due toyme, I can
see that much ju. N

>

367
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Another reason Margaret looked to teaching was because it
seemed Lo her to be a chance to escape the close control of an

rmmediate superior.  She yearned to find work. where she could be

celavively self-sufficient. As an elementary school teacher she
“btoshe might be free from what sometimes scemed to her to ba

. . ° ) ) (\ . . .
thunfarr oxpectations of an adult world. Instead, she would he

p
abhleta entdy the unthreatening environment of fered by children.
e Children are a lot more accepting and understanding
3 - than adults. [f you say, "I'm sorry, I've just been too

busy, I haven't got time", that's erough for' them.. And,
in‘this way, they are no threat at all. They: have
abszolutely no, hold over your life 1in that regard.

S0 Maraaret feels that she came to the teaching of young

~n1ldren because social work did not suit her needs, She reporte

. ~ ; »
' LndT che was attracted to work with young children, particularly
4 ) v ) . ;
. ring a period of trorr achool lives that precedes the need for <
r1gid curriculum.  =arly childhood in education, . she felt, was
toeopolint whore childich innocence was stijll preserved, where
:ﬂukjus} treats, and ficld trips were common. This Situation,:
s too, would free her from the critical eye of a superior, a concern

v 1xﬁich.she had become all the more sensitive to, Teaching, at

*11 lo:/nl, Margaret felt, would present fewer things. to be
tnhappy about, a far cry ffombthe depressing siﬁuation»of a
saclal wogger,andka return to the'very occupation she had

criginally set out to ‘avoid. ) NG

~ Margaret was'happy as a teaChéf. But, in‘her.earliést years,‘
she remembers the long evening>énd weekend hours she was required
, v . ,

to spend’;eadying herself for dpcoming lessons. The long hours

were a problem but, she adds, she was-éingle then and her hours - B



e T e G, Howol

when she became marricd ora anaert ooy

1 family,. she found this prohlem became magnified. Her hushand,

celing caresr orlented,
sduties. Peing left wi
rECame a sarious prohl

herself for school but

N

were met and her gener

Margaret reports, thers

was too busy to handle many of the domss=ri.

. ] 9 »
A domestics as a major responsibility

em to Margaret as she had not only to ready’

. 3ee to it that the needs of her own childron

‘ . o

al’household was kept in order. Together, A\

¢ roles were too taxing and she could see

“hat she would have to alter .some personal conditions around héﬂ\

in order to cope.with

NN

her responsibilities. Trying to alter these *\5

conditions Margaret refers to as a "jugglihg act"( an attempt to

B

retain the best of each role at the same time as eliminating

unréasonable responsibilities.. She reports trying to alter her

L

personal conditions in two ways.

The first way Margaret tried to alter her persohal responsibil::ies

involved homemaking,

capongibilities of e

Llme-as pursuing her own career -as a teacher, and there was no

way She was going to q
nusband agreed to hire
household. chores. would

haome when the children

was much to Margaret's

teaching and freed her

had difficulty meeting.

joint.

she felt that she could not meet all tnhd
1ng a mother and a housewife at the same

.

ive up teaching. Therefore, she and her L
. ‘ : ¥4

‘a governess who would see to it .that

be looked after and that sSomeone would be

_ . %
arrived there after school. This*arranqgemen®-
satisfaction as it alioweq her to continue
from a responsibility whiech she previously.
4 . . .
The following comment bears out this
] :
\
\
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I think 1t would be .ver g just at ffome all dav
cleaning house. 1 wou pay someoge ~lse to clean
house allowing me to do somethfing worthwhile.
And. I'm not suqgesting n't worthwhile.
By worthwhile 1 mean more rewarding
than heina at home. ely worthy :
calling. But_ it is not\for me. ’
The second. part of Margaret'\ ing ack to cofthol her
personal responsibilities involved her teaching role.
"hat it was necessary to raise Her own level of expertise
regarding school management skills to free herself t
“1tn out-of-schoel interests. She has held to this\aim.over the
voar
*
It has been my aim over the years to raise the \evel of :
my Dxpertiqe and skill to the point that I'will mMot need
.to spend as much time preparing to teach as I once dld ' AR
This would free me ‘to devote more time to fam1ly a other
1nterests ; L ‘ - '

Margaret claims she became successful in her aim to décrease

rer planning time for teaching, freeingvherself as she had hoped.
She claims to have done this using certain strategies, First, she -

. Y ) . - . Lo - N ! “ » ’
claims, she became adept atrplanning well. Rarely, she states,

14 she ever have ‘to sturi a lesson from scratch, as had been the | .
> _ “aae earlier in her carcer. Rather, when planning for school
9’1 R . ' . . K ' . N . . . . - . » ? <
¥ Cowwperiences she relies heavily on activities she had done

wfwviously.

A good teacher doos not have to rearrange and reorganlzp .
curriculum materials cmntlnuously To have to replan o

all over again each time is nonsense. It's mismanagement. N
You shouldn't have to start from scratch again.. If you

have -to totally reorganize and replan the content each . '

time, then you wouldn t have. done.a very good job ip the ',

first place. ‘L :

wey

' In the same way Margaret recycled materials.. Whereas during

g - ' v -



1

- B - N

realizedTihat o b wonld e taolish to tose thosd materinle as

Shev prepresonted a groit deal of time and eflfar . 7 Thess materialn

~

Wme the pasis of et wroqram, she adds, and-were adantable
' ’

Drenoyoar to oyear.  Purther, the amount of material she choso
Coorstain was streamlined to incyease efficiency. . "

T foel free to reuse teaching materials. 1 don't

Lhrow a chart away and say, "Mekt year I'l]l make a pow".
\ . Yqu\don't Feach exactly the same way each vear. But vou
) can teach basically the same unit -for a number of ViTa e
You can refine 1t and change it. For instance, I haye
four boxes of charts, cards, and worksheets. These are
the basis of my teaching. Most teachers have more. I
find to haveffore is wasteful because much of it becomes
lost or fordeh ten. j

hd - .
Another 1mportant reason that has allowed her to decrease
her planning time on school matters, Margaret claims, is that she
has learned toruse time at school well.. Her reason for being at

!
! .
shool, she states, is to interact gith her students. Thkerefore,

| P '

whille the students are in the classroom, Margaret holds herself

Yo working directly with them. To use this time for plannin
. Jod

croother "busy work", he feels, would not hely the students and
#ontd inevitably dmpocc on her some other time.

A good teacher uses her time to work with kids or help
thewm. She should circulate around the room to'see if the
work is -properly done and to see. if she can help. She
should endeavour to give both weaker and better students
‘additional help.

S0 Margaret attempt»d to raise her level of exXpertice and

é
“E1ll in teaching, particilarly in planning and grouyp management,

inoorder to allow hotr o .devote more time to family and other

intereste. The followieng comment indicates that she feels she

Ak reached that point.

cArly wears, she worbed very-hard developina her own mazerial.

!

s



I 'am doing more things now than I was when I started
teaching. - Before, I could devote all my time to teaching.
Now T am able to participate in parental duties. So, vou
see, if I was going home every night, spending hours and
hours oh school preparation, there would be no way that

I could do these other things. But now I can,

¥

Yet, while Margaret f{elt that her teaching responsibilities

\

wercomore in ohand, it owas her domestic duties that Legan to
Tosctare her s Two o areas contributed to this additional NDrossure,
The first ot these relates to finance. Margaret and her hustand

roped fo vursue @ lifestyle which thgy had not had the opportunity

T have years hefore.  They could see the opportuntity for a mece
couse and car, a governess for the children, and many other
FEE ;

vdditional atems. Thos, if this lifestyle was to bhe theirs,

,

Coachingsyenld not onty he a ncety but a necessity.
HO 1 didn't work we couldn't pay the mortgage.
Therefore, 1 uac.teaching as an essential means to
additional watrials for the family. It's not just pin
money. . ’

But, Marugaret states, while fjnanse presented some pressure,
1Towas not a particularly intense pressgre. The reagon was
sCause, she claims, the necessity of having»to Leacb was an-
dcceptable trade-off in lieu of the new lifestyle thét.jt made

"

rossibile,

Rl

e wecond arca of aomestle pressure added to Margaret's

Sretoof pesponsibilites was much more intense than the firse,

i

eraaret o clatms. Hoinvolved parenting.  While the JOVErNess

srdsquately saw to a large part of the domestic chores and Margarev'as

cusband was contributing "in his own way", Margaret was still the

fre to have o mastermind the running of the household. Thus,



N

N

Yvot, she found that just dropping the children off at fe°sons Was

ornerng anterects b to call for greater atrtentio:.

Myocommitments i life are largely family and _ob oriented.
Wiile teaching io very important to me, there are many
tinos my family calls for my primary attention over my
Job. You see, ny husband's role is slightly different
Cromemine.,  Ho I3 not required to perfbrm domestic dution
tike 1T do. Ther~fore, he is.freer to vursue job-relat

1nheregsts,

i

Margaret hegan to toaily apnreciate the difficulties ipualvas

PhorAarengind. She felt o chat parenting was a . oonwere compsl i cat o

Ceochaan teaching. Uhe parent, she sugygestas, 18 the ohild's
Sirctoand g ot teacher,  Thus, she needs to be well-infornen and
\\ A . . -

dl-toundsdl o Continuing, Margaret states that a parent nood: ro
wrde her children with a broad range of cultural esperisnces

bl

supplement their schonl activities., A parent alzo needs to EY;d
. . » . ‘
.

~rochilldren to doing their best, contribute to the maintenance
¢ othe family, ahd address difficulties in order to be of clear
.’ ' . ‘ ) 5
chngcrence.  The latter of these points, Margaret adds, may’ reqijre
Lov,oasoa pAarent, to hold to her own sense of -right and wrong and

mphatically say ""No" periodically to some of her children's

reguests and behaviors.
In order to meet the above responsibilities Margaret found she
was required to takegtime to transport her childrén to special

i1

activities such as dance classes, swim classes, and girl quides. ¥

often not enough. In some cases leaders were required and she had
Lake a rarn. Being one to pride herself in contributing her

“iroshare 1o such activities, Margaret took on dutics leading

il gnide troop, teaching Sunday School, and contributing in

v _ Y

TR



variods fastaions ro %o children's dance group., Thezo additip
Semands gheaccepted as* part of her mother obligations. 8he
' .

oy

feel Ivcked into them as they were of her own choice an

were, she adds, usually assistants and substitutes who could

relieve her, should she be unable to attend some of thege seséion?.

i
!

dowever, along with these activities came committee meetings,

warkshops, costume-making, and so on. Tt was here where Maragaret
A~ _ - »

erienced h@rﬂw?in difficulty. For example, the Guides %elq
vening workshops for jorospective leaders. Margaret tri=d to

srtond them but found athar activities interfered. Besides, murt

A the worrshop was common sento and, she statez, 1t was not

™

ovth o her time. S0, she did not-attend any more meetings. St

¢
“
,

saew she did not have to, as the sessions were not mandatary ©ov

‘ .

sov o certification.  But she still had a niggling sense of douft
. . :

B

hat the others at the workshop might think she was callous, she
’ .
frenorts,

o~ Possibly o more pewcrinl and vet cven morc subtle conddibie :

Popressure on Margaret's parent role was felt through a dance

Group in which the children parljcipated.

I feel somewhat dissatisfied with +he choices when I have
to respond to requests for suppor’ by the dance group.
For the most part I feel I have to participate each time
am approached. ¢or instance, I consented to sew for my
children's dance group even.though I haven't time for 1t.
Cleverly worded newsle'ters apply pressure on me to
participate. T feel instructors and parcnts will s=tor
thelr noses at me if I don't support the dance ér@up for
all fqnctions. : ’

Present Iy additiona) comnitments, like thore mentioned apove,

raret trios to mest Put she 15 not always successful at doing

he sungestion thch she might not be fulfilling her parent



-,

. . 13

SESsatiotcer 0y T a sonaid o polot with Lo one wiyor b

shiren oo alsoocapaile of touching.

Soretimes 0 two cntldren press me to atteng the
activities wien 1ohaVe other responsibilities,
“Oh mominy, yon' e [ot Joing to miss that again, are

yous's

r

brasny e
.)?"_} o ':,

N2

—3

“a1le vresently Maragaret teels pressured by domestic

s

"5VUHA1UJIIfiQS, such a5 those mentioned above, she doeg havr

Teergaln strategies to nanage them. Following are three such

Lravedics. First, rp order to remain satisfactorily in charae
»

Wothe denestic scens, Margarot feels Dhe has had b Lecnrme g

poalads cdanner, i oyt {he way she has learned <o vlan
: - . ‘
i e AR inaioation. b how she plans a househol. day 1o
" ’ ) Id :
Shewares down the day'e activitvies for the'gouernegs o
TPend to ke evening before.  Details included are sucn thing:s

The sopper menus, instructions for the governess to pick un

“anodry cleaning, a reminder” aboyt dance class for one of the

craldren, and so on.  in planning the day in such a way, Margaret

claims, she is able to g0 to work feeling that things are relavive! s,
> ) .

well in hand‘éi)home.

Anbtheﬁ.sﬁ}ategy that Margaret has dé&eloped to assisf her in
managing<addjzgonal domﬁstic pressures involves rétating'ﬁer
domestic commitments. She notes that it is not always possible
tor 'her to participate iﬁ all doméstié activities. fhéréfbre, she
reasons, it is sometimes necessary to attend to theﬁ on a rotational

bas1s. For instance, something js attended to one week and, later

"ay have to slip back as a less fmportant commitment with another



fhrang priority. Thiz technique, Mabaaret clairs, -

‘

. \ [ R
Slatreely o socisfactory. But, as alluded to earlier, 17 -does po;

crarely relieve her donse of anilto to meet all commtment s,

A thirvdistrategy Marcaret uEes as an attempt to relievi herself

\ C

Cortonne Rectic " jugagling act: that she foels she must perform:

tarly 1nvolves finding Lime for ‘herself. %uch time, she rﬁpo:::,“
“etes in the evenings when she ha's .no other commitments. ¥hile
L]

what. rigid time

che normally Polds firmly to a tight and some

woinedule, 1t is during these moments that she tries to turn off

cverything and everybody.  Yet, even then, Margaret admits thas
. . - : .’

sre cannot <scape that’ familiar niggling sense ghat there are otheg

"nings to do which are more important.

‘ Hhale Toam nsuelly very busy, I am not always so. | hav.
aotendency to drop everyihing, my well-ordered Fininne
inclvded.  for coxample, | sometimes sit back and watced
Ehrfw hours stralght “fAESlSXQELQD‘éDQwﬁﬁfﬁﬁi.lpQﬁihﬁiﬁ«m~~A-

Yoworld. ©ohate myvself [or this because most of rhas seof
e nead Iy o worth watching.. And I know —there sre-—odiieg
things that [ have to be doing. I feel guilty when I loee
time this way. I_consider reading Alberta Report, Manches
Guardian, ]1xt2w%‘> to CBC Radio, doing embroidery, or
watcning se:iggs drama more useful than just {lopping down
and watchinag any-hing. But someotlimes I just flop down

MY WAY .

Mlosing, Margarer claims that she feels skightly lezs

SRy

cooure redgarding porconal conflicts than sheddid a few yoars zao.

Sndfesls she has <ovcral strategies to manage the twe major ralec

v

'th #he has chosen to pursue.. Interestingly, of these two roles

“argaret claims that teaching is less strenuous. Homemaking presents
more consistently with difficulties at the present time, she

: ¢
Paimse Finally, she does not indicate that she cannot handle



e ale esponsibilties,  However, she does cxpross rhe
Siew, ﬂgaln usina the juaqler metaphor, Ehat her Juazling acw.
Seeme toonEr to o heoin I»"“TP‘“U,]‘]“‘ motion. (For a detailed sur-or
- }':]'-m‘n ' :,3“5,';‘&'&‘,“:‘“ 10y to Cuggle Teaching and I:)o:t\.{-:,:t 1c
~:anrlb1linios,;

“ablishing MNore Realyotic Bxpectations of Students

This vignette deccribes a conflict which became problonatic
A - N3
sryvoearly in Maradres's carecr. o It still remains & concern, Shie

’ .

iy, ut o the tensions jt once produced have diminished suisrantiallo,

s - 9

“zrlvoan her career, Marvgaret reports, she helg her studonts

stherturecisely o osuch things as homework assygnmento anid rovuros

\ Do and roney from bt However, she soopn Tound that 1t owas s
4

. Grnecessary and anresconat e Lo expect soopuch from ovoony Sl

. o e vengsoncd Lhict e litig stadkents to riod evpectations s nos .

-

way. Thus she adijusted her expectations noward a oors moleras

pod flexible stand. She nia longer held stndents to desilines i

\ ‘e had oncb’done. Making such. an adjustmfnt in her trinrking, on
srtates, caized hér to eXperience less.[rustratioh than she ot °
;fwviously and claims that her students began WOrRingwjust ag'wfll,i

, 11‘_‘ not. better, than before. , : PR !

I have found over the years, as a mother and as a teacher,
that we, as teachersy—can cause children some anxiety

by insisting on our ;;i:;TETes being the only priority 1in
their lives. I have nagged the kids. to bring forms, bring
moaey, and.do all their work or they'll be kept after
school. This ‘has caused me much anguish} and frustration,
~as well. Therefore, I have found it better to be les
rigid and more tolerant. ~Now I do not expect all children
to bring all forms or all.money on time? Neither do I
expect all students to complete the same:amount of work
~done by a certaln time.
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. -~ _
; PEPCEPTINNS QF INITIAL [ CHOSEN !ANACKH!ZNT’ EVALUATION OF ALTLRATION TO
‘ TTORFLICTING REACTION . HESpOYaes RESULTS TPERSPECTIVE REGARDING
i EXPECTATIONS \ ROLE EXPECTATIONS
! “argaret tried to S0ocial work do. \ sUoquit social She (ound het neviMargaret (ound that
ftay clear. of presaedt wOT K She went into tole . young children :n
teaching tnitially | Racrqarer. teacrning after all. satisfactory, public schools
¢ . She chose social - previded her vyt
’ »ork, but foun! It happy worhing
j Grsuivable. . N canditions.  Thetw
i \ Children showed i
1' imnadlate tesalte ant |
i wels eagier to o please
‘ thAn thoser she had !
; @ worked with !~,A(n.’.r. ,
; R .. o . S R S P S,
| tarqaret qot MALGACST N oAt Rey Margates {oaag MAfJaret '
} marcied. Byt cne fatigen! Trhired a She was able o TRt sNe s largely
{- Adtitional Sene . Also, do mate dmecrye s chatge of tre ip- I
dumestic pressores cetoaeproved be activityes, tringing. of Rer gen | i
| overe ton much, pPlanci~3 shvallis an , childten and manage- |
. rter s fgee herself oantl Of the howme, He:
PO Spent more time on hustand will not play
home myreers) ! 4 maj)or role in this.
“tartiched theee Kargaret feels that
; cules to teaching provides
} ) het vith far fever
' y VY T3Pt the contflicts than
i tane Jomestic management
| N to he matersal: COnCer RS,
; and . X
| . une school time to Margaret {eels that
interact with Pazenting 15 more
studen' s, Jifficult than
teaching.
Being able to spand] Margaret felt “MaTgatet accepted the | Margarst felt Margaret presently
more time oOn Like 3 quagler. ] financial burden be- telieved by Continues tO View he:
Jomestic activities| The pace seancy Cause 1t brought .her using these tole respoasibilities
sgemed to add mote hecric. ol the life-style she and| stragetes, as a perpetual juggling
pressure, ' her husband desired. However, she act, one WALICh the
financially and | She tecame a notemaker| tended to fee] a {feels she has
socially. Jrorqanlur\q the Little guilty it {reasonably well 1n
qoverness's day. She’ she wvasn't doing |hand.
found that 1t was something
. necestary to rotate “constructive®, Margaret accepts that
N . soci1al commitments. - R Juqgling of these two
A% ' She made sure that she roles wi)l continue
N . had some personal time for some time,
whete she was not |
responsible for any- !
thing.

Fiqure 28, Attempting io Jugale Teaching and Domestic

Responsibil:iticsg,
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.with learning disabilities as well as those pr‘are emotionally 4
. N .

C

di‘sturbed, (RN
R .

I would refer children who can't cope in a regular
classroom. They should be put into an appropriate situatior.
Such children as those who seem of average ability but
are having a great deal of difficulty with learning t5
-read, for example, rather than children -who are fairly
dull, because there is‘probably not a great deal you caf
for these children except 'plod along and get as much hely
as possible. Another situation is where children Screar)
yell, throw fits, and refuse to cooperate. They need
additional help. Their problems brobably start at home
and make teaching verv difficult. I think these types:
] of children should be referred on or excluded from tie
classroom for a tame ., : ‘

G

. ) . "

The third reason Margatet f(alt suceessful in having more

rlexible expectations of her. srudents than earlier invelved ok

¢

2eneral pace of herfclassroom. She states that, due ta Fex
[ ' \

\... " . xom, - ' . <
CXperiences as bgth a parent and teacher, she has rafongnized vhys

wveryone needs time to recover from the Intensity of ‘he schon)

day. For that reason it was necessary for her to relax her pace
, y ’
somewhat, teraching fewer acad@mics.. The resulte, she/élaims, hawve

v . i

. . , ‘
tefen -that her studénts and she, herself, became healthier, more

, . : &
relaxed, giving each of ther more Opportunity Lo make ready Yor
iufthervactivities.r .
You ‘can't let the pace get-to you. . It's a hears atrack
Situation when you try to get the stud.. 5 to work, work,
work. ‘I tend to relax the pace quite a bit and do art
nearly every day and have more story time and less formal
work time, ) ' -

D 14 . N
In closing, Margaret states that she once experienced a propire

where students could not or would not adhere to the expectations

. ¢he held of them. The problem; she claims, was due to her own

rigidness.  The answer seemed ‘o be 1n altering her own oxpectation-,



.
A SN ‘ § o
. f o ’ : . “ .
she did this by individualizing her expectations, reforring troce

. v
*

whom she could not help, and’qhnﬁrally“relaxing'Chofpaco of wne:

\ v

[N 3
classroom activitieg, allowing for recovery time from one event

]
~

" ©o the next. The result,; she feels, has beén a general dgminlsnm@ﬁi
. 1 L i o

©f tension 1n this area. Her claim now is that students currently

31ve her little reason to fee] conflict.-*However, she adds, she-

[N 4 :
18 still aware of this area of concern and it still requires \\

thought on her® part to be assured that the expectations S$He holds

{

of her students are kept reasonable for both them and»for'herségf.

i

(For a detalled summaty see Flgure 29, Establishing Mor. Realisri-
. . - " Y .

Expectations of Students.) ‘ '

T

“raching an Adequate Level of contribution to the sulfr

i ; ~ : o
Originilly the copflict described in this vianette was not,

&
o

:revalwng, Margaret rwports.]'According Lo her, as she pecame more .
vzperienceg as-a teacher and as she became inyolved more in domest

regpoﬁeibilitiesy pressures in this area éeemed to increase.

As‘Marqgfet's‘téaching'gxperignce increased she began to
develop’her own curriculum material. This involved a lot of writ.
she repor£5. But‘with the production of this materia% came an
ihcreasing number of othér teachers asking.to borrow jit. In‘some
éases, she'remarksf téachers simply tqok ideas she héd written
withput asking. 1In time this téndency on the part of other teachers
began to bother Margaret: She beéan to . that some twéchers were
too depéndent on bher. They did not seem to want to thi%k for
themselves, sﬁe suggests. ' Further, Margaret felt somewho!

y

compelled to share her *ideas because it was generally donsidered

professionally proper to -affer ideas --- “ther teachers. ot

<
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PERCEPTIONS. OF INITIAL
. CONFLICTING REACTION
EXPECTATIONS

CHOS§§\HANAGEHENT
RESPONSES

- EVALUATION OF

RESULTS

ALTERATION TO
PERSPECTIVE PEGARDING
ROLE EXPECTATIONS

Margaret became
ffustrzated,
. T

Margaret had an
. early tendency to
™ " hold students
: too riqidly to
her expectftians, .
Students could
not adhere’to her
fxpectations,

Marqgaret decided to
be more tolerant of
students ‘and to hold
more flexible .

, expectations of them.
She did this by:
1. ouserving .
.students more closely
in order to
individualize,
expectations
2. learning under
what circumstances
to refer students
to the care of
specialists ; ‘and

R decreasing her
expectations of a}l
her studéntn,\

t .
i 'y
‘

Margqaret found
both she and
heyr students
seemed

happier . N
She felt less
frustrated,

Margaret accep:s \Waz
thege will usuvaliy re
a few students who
do not Jive up o per
ﬁxpek!atlgns during -
ach adtlivity,
GW Y ,
Margaret recognized
thpt?ﬁer experience
as both a parent and
4 teacher, had much o
do with flexible
expectations of jher
“stud®nes. b

. YR
Margaret recagnized

" that pacing is
necessary for -both
students and teachars,

4 Rigid expectations ,

can be counter-
productive.

Margaret feerls she has
a clearer under-
standing of what are
reasonable
expectat}ons of
students than years
before, ‘

e ~ '

Figure 29. Establishing More Realistic Expecﬁ

ations oﬁjstudents.

t
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Margaret felt that this type of ;hafing was being carried to

\
\

. edtremes, oy ‘ ' . ,
For instance, there is guite a lot of \narlng of materials
. ) ®
T , among teathers. I react against this. Fowever a lot X
of teacﬁerz come  to depend on others instead of ‘their cwn
intelligence and carry. borrowing to exlremes.

R
»

Mo:e often than not, Margaret states, Urq._ Fsional snarln

became: more' a case of taking than sharing. Teachers take from
\ v K » ‘ o «
~ach other, offering nothing in return. Furthel, she points -
o . o ’ ‘ " ’ ’ B
out, credit was rarely given for a good idea. Upon realizing
3 B S v ' ¢ : . R
these things she concluded that it was not right to take an idea
\ * ! ‘ .
without giving credit. As well, she states, when looking’ to borreow
A : . : . . s
tdeas, teachers should plan to give something In eXchande. Vhbn
v ' .
tnese two rules were #ot adhered to, Margaret rcpoits, she felt

angry., - : : PN

You don't just come in and take an idea. There are rules

of coyrtesy. You shoild give creditfl, 1've Sean. 50Mme

things that I've done first in the school appearing in

other ‘rooms. Sometimes I feel if 1 develop sofething on

my own, why should I give it up?. Why should 1 give'jt

to someone else? T don't know. I simplified our pre-prime:
readlng series and a lot of other teachers asked me for tho-.
T. felt compellod to bhare But they gave me nothing in .
return. I JnVented:tnose. I tgped these. If they're
going to trade something, that's dlffP{Dﬂt Bu: that
doesn't happen. This niggles at me.’ )

~ ~

The approach Margaret chose to take in dealing with what she

calls "one—éided sharing" was to try to control the. numnber  of

teaching 1deas others borrowed from her. One way she feels she
did this was by Septing an example. She preferred to work on her
own. 'As a rule, she States,lshe did not borroQ from others. By
being this wa} she feels she encouraged other staff members to

treat her similarly.



Fodon'™t g bedng asbod oy A fQVuH;. L A N
1Mpose on otlora, Thorefore, 1@ don 't daeually sy for
Favours.  wWhether at home or school prefer not relyyag

" on others, For my own peace of mind things are pore
settled af 1 handle thing:s on ny .own. So J don't yeally
need to borrow material [rom other teachers, L've peovor
found a noed to do around to classrdems and borrow, 1
figure things out on my own.  So I figure other people
should be able to do s0, as well. 4

Anogher approach Margaret chose ta Use in trying to contraol
. : { . )
the amount of Eequosts madeé by peers to sharo~her ideas invoijd Ve
§ssociation withfthe general staff, Margaret‘reasoned That close
assodiakion with all the staff wag gene?ally uhfruitful.
By closely 1nteract1nq Gith all giaff members shé felt she would
end up 1nvesting more and more of her time in areas not Girectly
related to her own work. She felt it would be better to interact
at d close’ professional level w1Lh only her #Wn immediate grade
)

level peers.. Her decision to be select}ve in her close associa- 10ne
oﬁ staff, she reports, has proved to her to bé a satisfactory
situation. She feels that she keep% a relatively low profile on

staff. By helng this way, she states, she is ahle to keep clear

Of unnecessary additional involvements. Her assocliation with her

w
rd

grade level peers hag proved to be satisfactory, as well. She
point$ out that these teacher® share similar teaching conditions.
Their problems are often her problems. Therefore, they can solve
problems together. Best of all, she yates, her immediate peerc
do not depend on her for curriculum material that she has.wricten,
They each seem to sense that they must respect this area as g ’
- B . ) ‘ O
~erritorial right of the other. Because of this associlation with

these teachers, Margaret agds, a strong respectful bond now exists

between her and them, so much <o that they are not onl- colleayuns



»

but close perscnal friends.

Talking about how things should be done as how vou would
approach  a problem, Lhat's fine. But actually taking other
people’s workshéeps, or charts, or whatever ig 3 slightly
different matter. 1 tend to share such discussions with
the other grade one teachers. They are friends as well

as colleagues. We discuss how to handle various children
and what.is the best approach to various things.

Margaret experienced other subtle pressures related to her
association with other teachers, also. These pressiures generally

involved her own feelings about how other staff memhers saw her .

The foremost question on her mind regarding this area hecame:

S

~Yas she contributing enough as a gtaff member?
i R
Intgrestingly, while Margaret felt better about her selective
association with poers, she a;é wonder 1if othér staff members
might  be judging’her.harshly for taking’this stand. Perhaps thev
caw her as‘not involved enough professionally. This f-2ling

of doubt even surfaced as a question regarding her own iob securite

Because her husband was an exccutive member of the local

N

school

board, Margaret felt that she might he seen by her peers as secure

for unfair reasons; all the more reason, she adds, for them to

think that she did not have to contribite to staflf endeavours as
{

much as they did. Her followidg comment. shows that she feels

the odd statement by a peer, whethes made in Jest or not, may be

h -

both serious and true as far as her Job security is concerned.

Sometimes other teachers suggest that the security of my
teaching position is because my hushand is with the coard.
But these comments could be serious at times. And, after
all, "never a truer word is spoken- in jest." “Sgo there may
be some truth in it. Although I feel competent, at times

I feel my credibility as a teacher is somehow connected
by others with my hushand's position.



38t

Seeing herself LN a position where hefp peers might question her
o
contribution to staff\cndeavours, Margaret saw that ir was all
Lhe more important to make efforts to correct any misqivinés they
might have o% her. Afﬁér all, she adds, she wan*wd\fn ne part,
the staffi. She enjoyed her work andg under no crroumstances 4
she want to jeopardize Lhe relative harinony in which she felt .n.
existed. She attemptoed to Cope with thnsé possible Mmisgivings
Yy other staff members in four waY?f‘
.

o,
. N )
First, Margaret had observed other expegienced teachers wh®
¥ !

. ®

Were not active in the area of professional development angd Wh“:;
dia not get particularly in?olvéd in such things as special
_ s .

workshops and seminarc. Many of these teachers Margar~t adnired.
She felt they were 300d teachers. Their low profile regalding
profeésional involvement on staff dig not seem to affect their.
jobs. Therefore, she concluded that she could take such a pbsition;
silently associating herself with these experienced teachers,
seeing this route as the likely directioﬁ\that all téachers take
eventually anyway.

/The~§econd method Margaret used to relieve her anxiety regardin.
,ﬁossible'misgiv;ngs Dy © rs involves the naﬁure of e*p@cnations
ather teach;rs had of nir. Margaret_found that, Qver the years,

other staff members did not actually expect much of her in the way

of professional interaction. While she was expected to contribute

to staff endeavours by serving on committees, she noted that ozher
teachers expected her, first and most importantly, to contrihure

Lo general maintenance tasks. Therefore, these respon@ibilit1es,

she felt, were g3 high priority,



Other teachers have expectations of me which are importan: :

- pulling my own weight in such things as being on time at
meetiqgs, meeting deadlines, taking turns at clean-up,
managing art supplies, broviding coffee, .etcetera.

e 2

\ .

The third method Margaret used to relieve her anxiety about her
efforts as a contributing staff member involved the staff as a

R . . 5 .
qroup. She learned that staff decisions must always he adhered
: *
to. Sometimes these decisions would conflict with her intentionas

.
but she would be better off (o give in to them. The followingy
comment.about special occasidns bears out her view about staff

decisions.
Colour Day and other similar schoolwide activities somet oo
seem frivolous. Tt was a complete waste of time. But
when such an activity is announced, T participate. I
don't think 1'd have the nerve to say "No' to this. This
18 because the staff has decided as-a groﬁp to participass.
And I am sure T would feel further pressufe from them if
I did not, '

lowever, while Margaret adheres to group decisions, she does
L
not always comply with the wishes of individual teachers. Fol]owins
1s an example of how Margaret faces individual teachers regarding
conflict. Tt involves field trips. Margaret found that some

s

teachers consider a particular field trip their own domain.

I

Yor
instance, a trip to a fort ‘was considered by another teacher o b
for her grade devel, not Margaret's, However, Margaret saw thig
trip as being beneficial to her grade one class who were studying

- : » - o )
"Me as an Indiwvidual" and "Me and My Family". The same trip woild
benefit the students once again, using a difforen Fheme she sy

Using this rationale, she sugdests, she is willing to ‘ace Drosaur.

from another teacher without feeling ustue stress.

)
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I have taken students to the fort. One teacher feels this
should be reserved for grade folur as the curriculum calls
for it then.. However, there is a relationship here with
grade one, "Me as an Individual” and "Me and My Family".
Further, this trip can be taken over and over again, as
several themes can be vmphasized through such a trip.
Therefore, rationalizing in such a manner, I am willing

to bypass pressure from the grade four teacher on this.

The fourth method Margaret used to relieve doubts that her
peers may @ave had about contributions she made to staff involved,
: 3 E . .
once again, those teachers who worked at the same grade level,

It was these teachers, Margaret claims, whom she' looked to if she

s

needed backing. It was these teachers, she adds, who offered hor
resﬁ%ct and’ the opportunity to laugh-off unfair insinuations
regarding remarkslabout her job security. ‘ . K

The other grade one and two te€achers are supportive.

As well, one of the young teachers thinks I'm pretty
swift. She accepts helpful hints from me regarding her
teaching. And together we have developed a fairly hearty
sense of humour about a variety of things that happen in
our day. This is a teacher humour. TIt's not shared with
or by outsiders. We sometimes give people a hard time.
It's protective and addresses things that teachers, as

a group and as individuals, can't do much about other than
accept. ’ :

In closing, Margaret feels there is a pervading and forced
feeling of collegiality in education. It is one where an uncontailned
sharing of materials seem to her to be the rule of the day..

Margaret dislikes this tendency, preferring to develop all het

own material by herself. Therefbre, she discourages wholesale

borrowing on the part of other teachers wheré she is concerned.

Margaret's main professional contacts are with teacher< of her own
grade level. Such associations are fruitful because she and

these specific teachers can discuss problems which are similar in#

: ) . . A
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nature. On the other hand, a lot of interaction with the resgt of
the staff, she feels, is_unfruitful , except regarding group decisicons
involving épecial oc¢asions and maintenance duties that all staff
memberé are required to do. So Margaret suggests that'-she now
sees that her imaée.on s?aff is one of a contfibuting active mgmb@z.
At the same time she has learned, to limit her involvement on sEaff
to be assured that she is not c;ught—up.in unfruitful undertakings
WBich tall out of the realm of her own-classroom activities. She

k]

reports thrat she is presehtly satisfied that she has these '
conditions under better contrdllghan beﬁore, freeing her to undertare
other role responsibilities relatéd mo}é'to tbe area of QOmeétics.
(For a detailed sumhary see Figure 30, Reaching an'Adequate Level .

of Contribution to the Staff.)

Learning the Value of a Good Teaching Reputation with Parents

Margaret claims that she has had few conflicts with parents

over thesyears. Yet the conflict discussed in this vignette shows

that this is an area which she has'been quite aware of and concerncd

.

about for:some time. /
The only parent conflict Margaret recollects involved a“memo

that‘a reading specialist had ent‘home without Mardaret's'know]edéo.

The memo fegarded one of Marg7ret's students'and it suggested to

the parents that their chjld/@et some remed?a} assistance. This

suggestion was the first the(parents had heard of their child

needing help and they were angry with Margaret for not keeping

them informed. . As it turngd out, the memo had hot been entireiy

accurate, Margaret r@porgé. Therefore, she claims, the conflict

was largely a misunders?énding{
N .

f -
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PERCEPTIONS OF INITIAL CHOSEN MANAGEMENT EVALUATION OF ALTEPATION T0
CONFLICTING REACTION RESPINSES . RESULTS . PERSPECTZ‘_JE REGARD I,
EXPECTATIONS - ROLE: EXPECTATIONS
Margaret insists Marqaret was Margaret saw ljittle Margaret felt Margaret's potyos .y
collegiality wag angry. She felt sense participating in | less frustrated, confirmed that, g
forced. She found forced to share. professional sharing However, she stilll nov tawe an idea _
teachers depending with peers other than had doubts. OUE virg credye
too much on each’ - those of her own grade . YheAS well, von
othrr for . L level, : should of for aametngy
curciculum k- ' inTeachange, h’-\i\ .
materials. ' o ‘4
rartg—a-ret felt that Mar;avr‘et felt a Margaret coped with Margaret observed } Margaret ha_sfcko;amvrﬁ
other teachers little quilty. this new pressure by: that she was not recognize that ner
might judge her ’ ‘ 1. ohbserving and judged harshly by | peers generally )
harshly for not ‘ acting as some peers | her peers, eXpect her to “puiy -
wanting to share whom she admired; . ner own weight™ ra- .
with them. o R ‘12, being sure that she garding maintenan-.
“pulled her own . tasks and adnerini - -
. ’ weighy®, doing the staff decxsxor‘.slr":»: t-
‘maintenance tasks re- NG SpeTIal atcae e
’ quired of all not professiona)
teachers on staff; : matters. Margara-
o 3. always complying . recognizes that
with the wishes of the Sorpliance witk e
‘general staff; and : general stafl caonvngs
4. retaining close ! 1S necessary., ’
ties of comradeship . N
. with her immediate . | Margaret has reccr.
| grade level peers. | MOre indepengdeane {oo-
. . het peers, Sne fenle
. . . that sharing cur:ier; .
’ ' : ' marerial 1s not
. necessary but in'or-
ACTIAg with kaor arade
’ leve]l peers 15, wl
MY
Margaret feels thar
she has a relatively
! o good 1image orspafy a
a contribiuting memnn
At thed same t 1me o,
feels she manages
quite well to minirize
het staff invalvenart,
e
. &
| 8

e e e 2 1 15, s = s 8 - o-e

Figure 30. Reaching an Adequate Level of Contribution to the Stafrf.
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My only réa} run-in with parents was because of a

miscommunication and a subsequent misunderstandinq of the \
~real situation. ' The parents misconstrued the meaning of

a Memo_that someone else had sent home. - .+

. This incident gefhf&rced'Maféaret'gvvieQ that -parents Q?ré
eXtremely important aslfar as her jéb.was ¢Onéerhed. Tbey'heedéd
to beAkept,informed."This poeint aiso became reinforced asvher
oyn-childrén entered SChOOl;: garents aré.concerned,'sometimes
anxious, and often’defépsive abogt"their 0ffspr;ﬁg, she saw.
Therefore, the above conflict and her own pParenting experience
led Ma?garet to i?Creasefhef-t{eS with the parents of.her students,

\

As she did this she felt she gained the confidgnce and support

of parents. /
This is because I keep parents informed of classroom
activities and I welcome them to my classroom. Parents
- see me as helping their children get a good start. And

parents generally support Division I teachers anyway.
They see me ‘as a teacher but also as a parent, as well.,

¢ .
)

Bdt‘it is not qnly-good commﬁnicatjon with parents that has
added to her Qwh sense 'of security as,a teacher, Margagét repofés.
Having had an experiénce of'conflict, liKe.£he-one desctibed, hgg
made her more mindfpl of the ;mportance of staying clear of
compiaints.v She Suggests that when parents complain they often

? .
.90 to the principal or the.area’superintendent. 700 many complaintsg

that bring in such administrators, she feels, undercut her :eputafion
;-»v . . f ' . : ‘
as a good teacher and her own job security.
Lack of parental conflict, she adds, means that her reputation
is more .intact. Therefore, Margaret: concludes that_a'repdtatjon
must be protected. The best plan to protect hey téaching reputatyog,

she has found, is to nurture it. By nurturing a reputation, parent

conflict is generally eliminated before. it can occur, snhe claimz.



\

o

Interestingly, Margaret adds, heing a good teacher and-being seen

a;ﬁé good teacher are:not always the same thing. The'ip

7

thing,. she points Qut, 1s that parents perceive her to be a gnod

portant

feacher. Therefore, it is the perception she claims to nurture
N "\ N .
and maintain. - S
CIf you've had big fights with parents you begin’to feel

quite secure in your position. So, YOu see how important
one's reputation is? One's reputation needs to be protected.
And it hurts to have it tarnished and must be protected.
Interestingly, whether correct or incorrect, if this
general view is that you are a good teacher, your teaching
life is made rasier. :

: _ W

In closing, Margaret reports having had few conflicts with
- } ‘

barents over the years. The fo% she has had and the ones she has

\,

Observed involving her peers and parents has confirmed, in her
‘own mind, the importance of the support and confidence of parents
toward her., Without this Support and confidence her job is more

’difficult,-not to mention the [act that fhe security of her positios
. _ ‘ o

*

may be in jeopardy. Therefore, Margaret makes regular efforts to
JroR . g 3
LIy to minimize situations where she would come into conflict with

rarents. (For a detailed summary see Fiqure 31, Learning the ﬁa{u%

of a_GoodfTeaching Reputation with Parents.)

Establishing Fair Job Expectations with the Principal
% ' -
The conflict of this vignette has been with Margaret a long

time, causing several tensions in her life. It involves herself

i

and her immediate superiors. Its should be noted before continuing
;
that quite a lot of detail has been eliminated from this vignette

in order to preserve the conditions of privacy which were promised

Margaretﬂﬁ



\] PERCEPTIONS oF
,CONFLICTING
EXPECTATIONS
-

CHOSEN MANAGEMENT
RESPOMSES

INITIAL
REACTION

EVALUATION 0F
PESULTS

ALTERATION TGO !
FPERSPECTIVE Reunaaniy
POLE EXPECTATIONS

Marqares
complaint from
parents about

Wy A gtudent

Ereblem had been

o)y,

received a

the

Marqarat spoke tn the
parents. Byt 'to hae
sute she didn't

have *o face simj)ag
cirrnmsrancos,.shn
spent greater time and
effore keeping parvnis
informed of classgoom
activiaties and thoir

, child’'s progress,

Hargaret was up -
set,  Her

competeohcy seemed
in questinn,

v \

Margaret's .
anxiety was re-
lieved. She fealt
secure .

Marcaret's singulac
eYperience with ana
Pacents reinfarced
her view thae
welfare would e
Jeopardized 1f sucr o
confrontatyon re-
~Ccurred,

more Kot ran

Margaret has
Sfe that a good
teaching repuratinn
needs tao be nurture+,

come v o

- Yargaret feels
;ﬁ repYration is not
necessaryly a re-
flection f realite.

Kargaret feels she
better undersrands
the concerns of )
bparents now than she
d1d when she began
teaching.

Margaret's view thar
. a parent Jends a
great deal to her
understanding about 1
children at school 1s
confirmed. She sees
that reporting to.
parents is a virtaj
aspect of the Leéch\ng
act, :

Figure 31.

Learning the Value of a Good

Parents.

1

c

Teaching Reputation with
A
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Before Margaret began teaching she was involved In social

S

work. But her social work GXp?rionce did not turn Qut WHI%;

. She felt a ﬁremehdous sense of tension with her traﬁning officer.
The training officer seemed to think that Margaret was unsuitablo

for gﬁe job. Margaret aéds that the training offfcer seeined [

jealous of her for a number of reasons. Nevertheless, because

I3

this was her first‘job, Margaret remembers, she did not defend

herself for fear. of further antagonizing her superior,

When I was just starting out in social work my training
officer confronted me with an image of myself which I .
found}to be upsetting. .At that time I hacked-off.

v

Later, when she first began teaching, Margaret repofts‘that

’

her principal tried to forée her to tfahsfer to another school.
Margaret‘s'initial_feaction to this move to.tfansfer her.waé to

» backkoff onée again.. However, that earlier strateqgy, she remembers,
did not’6ffer her ény satisfaction. She couid see that she Ead
dained a good reputation-as a teacher at that .school. To let tne
principal transfer\her, shevreasoned, woﬁld put th;s hard-earned

reputation in question. She could not have that, she felt.

h Y
Therefore, she decided to seek the help of her 1ocal teacher's

association. Subsequently she was provided with legal advice and,

@s it turned/out, she stood up to the principal, refusing to complv
“with his wisheg.
Later, when confronted by my past principal with a
similarly uncomfortable view to that which the training
officer presented, I chose to fight rather than
retreat, as 1 had done years before. I had earned a ‘
good reputation and I was not about to have it tarnished.
I sought outside assistance from the teachers' assoclation.



'

Howewver, simply accepting the principal's position regarding
timne gn the Jjob was Just not acceptable to Margaret any longev.
In time she began to resent the intimation that hey wortn could e

Teasured by the amount of time she Put 1n at school after hourrs.
. i . .

Further, she reasoned that professionals take pride in the work.
that they do and it should be assumed by the principal that éll
teachers, being professionals, work hard and .put in a full day

whether at school or at home.

I know my hours on the job at school do rot reflect the
work. that I do. An earlier principal used this as a
measure of teacher worth and I've resented this., It 1s
simpleminded. I think it is possible to fool
administrators and teachers about work 'time by’ taking

~ books home, staying long hours, etcetera. A prqfessional
‘criterion is to think that'everyone is doing the amount
of work that they need to do. I think most teachers put

> in a full day. Further, this does not nor should it require
' a great deal of additional after-school hours planning for
those who are experienced. ,
-

Besides being a poor measure of teacher competence, the above

time expectations of the principal meant that neither ofMargaret's -

@ ‘ .
two major roles could be done effectively, she states. Taking

time awdy from home responsibilities meant she ‘had to extend

s

those hours as well. The inevitable result, she reasoned, would
.mean a deterioration of both and likely criticism from others

because nothﬁng was being done well. \
You just cannot keep doing and doing and doing. .If you're
pulled in'so'many directions you don't do any jeb weéll.
You might, in. fact, be criticized for doing things '
poorly which is probably worse than being criticized
for not doing them at ail. : :

" Therefore, Margaret learned that K opposing the time cxXpectations
, \

eipressed by that-principal was the way to go. But she wondered

W
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how to do it. She found she was legally held to putting in six
and three quarter hours per week at school above and beyond her
regular class hours. Seeing no advantage in a legal approach\tﬁen,
cshe looked to other teachers who seemed to successfully handle thic
. ~
Froblem. Margaret observed some other teachers saying "No" tq the
principal regarding matters of time. She felt particularly
encouraged to follow their example as these teachers did not seem
to lose the respeét of the principal or their peeré. Nor did they
seem to éxp@rjende any sense of guilt about holding to their own
views;about'mime'input. Further, they did not seem\té sense any
™ . -
lack of job security, she adds.
- " You see other peéple around You saying "No" to the
‘principal and yet they seem respected in just the same
way, and aren't the ones to lose their jobs. Ang I've seer
other teachers over the years leave early in. the day -
without loss of .professional respect. " So I gUessiéi's
just the . realization that you're being pulled in too many
directions at ‘once and seeing that oth@r-people‘are able
to.do it and-aren't condemned.
But simply saying "No" to the principal regarding adhering
to unfair time expectations was hot‘enough on' its own merit,
Margaret reasoned. Therefore, she devised five rules upon which. .
to base her arguments. The first rule involved Margaret conditionin
her principal. She made it regularly known to him that she. was
an exceedingly busy person.  This point being true, she feels, |
offered her an on-going excuse from many time imposibjons,

I sjmply.explain that T have too many other things to
do. I don't feel gquilty about this because 1 do have too
many things to do. : : :
| ) N

Second, Margaret made it kKnown that she needed several days

notice from her principal regarding special meetings becalise she

AlWavie hnd ~aaeo. _
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' only gor Principals but for all people she deals with.
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sne made it known that she had no obligation to atteng. The

N
L

following comment about an impromptu budget committee meeting -
g p g g

PO

being called at the same time a5 a previously planned interview

session bears this out.

When given short notice I do not fee] it necessary to

. attend meetings, etcetera. I give my reason for not
attending and am careful to point out that I am following
-a rule of etiquette. For example, I did not attend a
budget committee meeting which was called on short notice.
Instead I told the principal I was going to attend this
interview which had been arranged a long time ago and nag
‘already been pPostponed once. I did not feel guilty.
Rather, I felt annoyed becdise he was annoyed, -

Third, for events that occur simultancously on a regular hasi:o,
.

Margaret learned to rotate them accordir. to their uUrgency. She
based this on a systeﬁ”of'priorjties. : /
I tend to seec scheduled events in terms of priorities. -
Those events which are a first priority like parent-teache r
meetings I attend. The second and thirg priority items,I
reschedule for a later time. However, if I miss enough of
the second priority events, like girl guides session in
the evening, they become a firgt priority and I feel
pressed to attend them at the next opportunity. Some
events simply do not become first priority and fade,awa&.

A fourth rule Margaret devised to protect her own interests -

¥ . N
invqlved who owed whom. For instance, if 'she was asked to meet

" With the ptihcipal or do something for him as a favour, she could

postpone or cancel the event if necessary. On the other hand, if

she had'asked\the favour herself, she states, she would be held to

( ! . : | v"

participate. " The following statemeﬁt,ﬁshe feels, holds true no-

If 1 were asking a favour: of someone else I wouldn't

dream of cancelling Ol pPostponing the event. When I am
doing someone else a favour I feel they sfjould try to
accommodate me rather than the other way around. 1 fee]

I can cancel Or postpone events with someone who is asking
a .favour. ' ' : E
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Fifth, while taking pride in her forthrightness to deal with

her principal regarding unfair time expectations, Margaret concedec

that she has come to see that a compromise is necessary. The

importance of maintajning satisfactory workfconditions, she states,

is dependent on both herself and her principal endeavouring to

maintain harmony between them. Therefore, she has learned to not

rigidly oppose all time requests by the principal. Rather, she

opposes only those which she considers to be unreasonable and which

she can count on by using one of the rules she has established for

that purpose.

Margaret feels she has come a long way since the days when ghe

was afraid t

_principal.

o say "No" about unfair time expectations by the

Her fear was ‘in being judged harshly by the principal

and by her peers. . Today she claims she ignores’ such would-be

pressures becauSe’they are not all real as she had once thought

them to be. -

Ther

€ were times when I said "No" or left the school at

three-thirty p.m. and felt the Principal or other teachers

“thou

ght I should stay and work. In my first teaching years

I would stay at school ifand when I sensed this, rather

than
both
be j
addi

be open to that. sort of criticism. And it used. to

er me that the principal and some other teachers would
udging me if I said "No" to staying and taking on
tional work. " Now T ignore this would-be pressure,

Besides, more often than not others are not judging me
anyway.

Margaret
Howey€r, She
Recently she

own teaching

Seems to have unfair time Impositions in hand.

has 'encountered another problem involving the principal.

has become a little uneaSy about the*security of her

position. She explains that the local board has

308
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started proclaiming certain teachers "surplus" in response to a
decrease in student enrollment. She states that such a turn of
events has started a lot of teachers wondering if they will have

a Jjob the next year. For that reason Margaret was eager to find

o

out the strength of her own position. Seeing the principal as a
key to her security she looked to him for reassurance. She reports

that his comments about her teaching were encouraging. Therefore,

her job looked relatively secure, she reasoned.. Yet, there
remained a seed of doubt in her mind. . That doubt regarded the
sincerity of her superior.

Because jobs are hard to find these days some teaching
positions are being declared surplus. We are often lett
wonder fng who's to go. But the principal considers me a
good teacher. He wrote me a glowing report on my teachina
abilities and asked me to take the split grade one-two
class bdcause of my "expertise". I believe he is sincere.

The point of sincerity itself began Margaret questioning once
again her'security. Had the principal given his honest forthright
view? She cites a time when the principal passed ou%la questionnairn,

to alil teachers on staff asking for their critical views on him
: A &

as -an administrator. But, she remembers, she and the other teachers

were hesitant to express their true opinions, feeling that .he would
not respond to them well. ., The solution, they had reasoned, was to
- hold back.

Several teachers did say, "Wow, if we really say what we
think we'll be out of a job next’'year." And I feel that if
we were réally honest about what we think he might come

and say to us, "Well if you don't agree with what I'm

doing perhaps you should take a transfer.” So while the
principal seems sincere aboutvwanting feedback, teachers
still have a measure of distrust. They're not sure of hirm.

4

Another example supporting Margaret's hesitation to trust in

,the sincerity of her principal involved his recent disclosure about



0

how he would move a teacher out of school.if he had to. The following

convgrsation was one which candidly took place between Margaret and
p )

%ge principal only.
He did say that when it came to declaring a teacher surplus
he could work it through the school until he got rid of the
"weak link". And I asked him, "What if the teacher fought
back?". He replied, "If I wanted to get rid of somebody, -
I'd play dirty." This is a bit unnerving isn't it? .
Because you might think you'lllay dirty back. But I
think h@ would have the upper hand. -He's very clever.
_And you never know if something you might say he could
store up in his mind for use at a later date.

\ "

Unnerved as she was, Margaret prompted the principal for
something a iittle more defin;te regarding his opinion of her
teaching. Once again,‘wgile his reply was positive she remained
unclear.

When I askéd him about his satisfaction with my teaching he
said, "You are hard to beat, Margaret". But I'm still not
sure if he was sincere or sarcastic here. And I'm not sure
I can trust hjim. ' ' '

?

Mardaret sees her principal as a "bit of a railroader” and

"benevolent dictator". He is not entirely trustworthy, she

'

reports. Yet, -hé 1s an Important figurc in her life. Stated not

as positively, he can be a major disruptive force to her as a

3

teacher, she [eelg. For that roaéon she recognizes that she should
attempt.to make life between them relatively harmonioﬁs.~ Yet, by
the same token, also being aware of legal limits to his authority}
she kﬁows she can obpose him successfqlly when absolutely necessary.

If a teacher does a poor job the principal can make life
miserable for her. Under such circumstances she would want
to leave. I am aware that the principal has no power to *h
fire teachers. He can play a major role in a teacher being
transferred. However, he is not the last word in this
either. I ran into a situation like that once and fought

1t successfully and I can do it again.

Prd



In closing, Margaret reports that she has never lived in complete

N

harmony with her immediate superiors. A Struggle seems to have
existed between them regarding their view and her own view of
“her Job. She reports having faced a number of conflicts where she.
has attempted to counter unrealistic expectations of her by these
superiors especially regarding time. The following statement
fXpresses her opinion as to the root of her strength to make such
. counter efforts work. She feels that she is no lohger~as concerned
about criticism as she was earlier in her career. The reasons she
gives, in the following statement.
Have I become insensitive to the thought of beirg judaed
by others? No. 1I've become selective, by beiing secure
enough in your life not to worry about people judging you
at every turn. Age may contribute to this. In the final
analysis I feecl secure in my job; I am a good teacher; I apj.
aware of how the system works; and T know that I'm pullina
my own weight. )

The situation at the presenr regarding Marqgaret and her princiea]
s2oems to have just as much possibility for disharmony as .in the
rast.  However, she revorts, now she is-able to Letter renresent
her own needs to her principal than she was in the past. From
what she has reported, it would appear that Margaret continues to
actively use the strategies she has outlined in this vignette,

These strategies, she claims, have helped to iessen certain personal
conflicts which she feels pressured by. (For a detailed summary

°

see Figure 32, Establishing Fair Job Expectations with The Principal.)

Minimizing Interference by Speéialists
The conflict described in this vignette was initially of little
concern to Margaret. It grew, she suggests, as a result of her own
an—"

increased expertise as well as an inérease in specialist activity
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"EPTIONS OF
CONFLICTING
EXPHECTATIONS

INITIAL
REACTION

CHOSCH *ANAGEMENT
RESPONSES

EVALUATION OF
RESULTS

ALTERATION TO
PERSPECTIVE REGARDIN
W0LE ExPECTATMNQL

e

“arcaret was faced
4 training

who was

olfrcer
-antagonystic
taward her,

wnnﬁiéheibegan
toaching Marqgaret
found-that her
first principal
made unreasonable
tima demands of

her,

e

Margaret was un-
happy with her
superior's
attitude.

Hargaféivddé
frustrated and
fatiqued by thys
expectation,

She was
tnitialty
compliant .

She also.felt a
little quilty
when she could
"not adhere to
these
expectations,

Margaret chose to not
aggravate her
superior, tending to
be compliant.,
"Eventually, .she quit
social -wark.

TEventually she
reasoned that adhering
to such expectations
was unreasonable.
There were times she
jJust had to say *No*
to the principal.
Legally(she saw no
answer . However,

she observed other
teachers who seemed
successful in

saying "No" with no
loss of respect or

job security. Thus,
she established five
rules involving time
priorities to assist
her. They involved:

1. her being too busy
to take on additional
responsibilities;

2. she could not
accept new
responsibilities on
short notice;

J. she rotated
responsibilities so
they would be attended
to eventually: '
4. she trarely qave
thus asked
and

favours,

for fow;
5. her becoming
flexible enough to
adherr sometimes to
the expectations of
others 1n order “to
keep the peace®.

Both solytions
helped ta correct
the situation.

frustration and
fatigue subsided.
She felt no

sense of quilt as
she had
previously. The
pressure ' of otherq
judging her

scemed to dis-
appear.,

B4
Margaret saw tha:
when there is no
harrmony between
employses and
the work
is very

Superior
situatjon
poor.

Macgaret recoqgnized
the 1mpartance of
trying to keep a
sense of harmony with
the principal at rtnc
same tjime as holding
hetr own position
reqarding time
impositions. Such
compromises she feels
will continue to be
necessary.

-~ continied

Figure 32, Establishing Fair Job Expectations with the Principal

A
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CHOGEN MANAGEMENT
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EVALUATION OF
RESULTS
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PERSIRCCTIVE REGARDING
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Such doubt put
Margaret's job
security in
question.

Recently Margaret
strugqgled with
aspects of her
association with
her principal.
Teachers were
being *declared
surplus®. Purthet
for various '
reasons Margaret
questioned the
principal’'s
sincerity towards

her. .

Living under such.
conditions of un-

certainty were

difficult. To help
telieva the tension,
she tonok inventory

of her own posit

ion

of strength. They

were:
1. she does not

worry about criticism

SO much anymore;
2. she has had
considerable

experience in i

fo:

3. she knows she 18

a good teacher:

4. she feals sho

contributes her

fair-

share as a teacher;

practical ways t

.schonl system

works.

“and
5. Yhe is aware of
the ¥gal and

he

Margaret felt
teasonably
confident about
her .own position
of strenqgth,
.thus increasing
her sense of
Security,

Margaret 1s not as
sensitive about being

l)udgod by her

pPrincipal as she was
irn earlier vears.

Margaret has leatrned
about the power that
principals have oyar
teachers.and the
Iimits of thys
power .

Some {riction scems
to presently exist

betwern Margare:r

and her principal.
She continues *=

“feel better speaking

directly to the
principal atout
matters of securitv.

Fig“he 32 —~ continued.

403



n recent vears,

Margaret reports thal her school syvstem has become extronely
active in promoting curricolim and methodological chandge,  She
claims that she received a 1ol of written curriculum quides and W
1 . ’
sapportive materials duc o t}Qs trend.  Bu' such an influx of
ratertals, she points out, was never a problem. Hather than being

an overload, she suggests, the ideas she found in these materials.

were very Melpful.,  The reason she felt such little sense . of overs

load, éhe.exp]ains, is bicauéo the nature of the grade one—two
program is not rigid., Thus she has felt {free to pick and choosc
from these materials. Therefore, rather than béing frustrated
with new curlicular: ideas interrupting her routine, she is elated.
Often the ideas expressed. in such material, she udds, have acted ae.
both a change of pace as well as focal points which enhanced
discussion and written work for her class,

Having too much written curriculum material never has,

nor do I anticipate.ever will, bother me. These. are

welcome *additions to my own curriculum which I have created

on my own. Such occasions enhance discussion sessions, )

Creative writing, etcetera.’ Besides, I do not feel pressed

to participate in all of these. ' -
Therefore, Margaret claims she has always adhered to the
curriculum guides she received. She States that it has been her
préctise to peruse new material, recognizing that it was up tofhet
to see to the implementation phase.. The act of interpretation, she
claims, has always been her right. But during:thisotime of curriculum
influx, she reports, a large number of subject area specialists

were sent out to assist teachers with interpretation of these .

documents. . Their main approach, she Continues, was to hold workshops
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for teachers. Margarot reports that she 1n1t1ally attended some

of these workshops but found that tﬁey were not useful. She felt
that her own interpretation of the new documents Was moré realistic
" thah Qhat the specjaljStélpresented. Aftef all, she adds, she
knew her own students better than the Special;sts did.”«Begidp§,
she éonti}ues, this whole area_ofvcurrichlﬁm dnterpreﬁatioh.was
hef forte. She did not need help of this %ind: ‘Therefoys)-seegné -

these sessions as a waste of time; she decided that she would not

attehd them anymore." .
I decided a long time ago. that I wouldn't attend any nore
in- service g@%slons Gonerally I fcwl I can do something

‘more productive on my own.

Margaret recalls that she was able to make the decision to
, o
refrain from-involvement in ‘such profeqolonal development act1v1r1»h
v .
>

iargely bpcause of system. regulatlons that protpcted her from'v
ha&lng.tovgo. First of" al;, she states,»in—sorvice wofkshops
were.held,after school andg, she adds, t@achers‘were rarely legally
held to go fo.such afﬁer schbol aCthJtIGS
In.SPEVICPQ are not partlcuiarly worthwh1ie They come
after school as a rule. And 1 am not keen working right

after school. Ag in- services are not mandatory I feel,
free to do ot her thlnq

o«

Margaret reports,that she also heard storlec from anorhsr
. -l

feacher who had some bad OXpPr]PnCQo when a consultant came into

>

heroclassroom, Apparcntly, the consultant had heen extremely

critical. 1In the eénd thé'classrobm teacher was left demoralized

‘

and somewhat embittered.. Margaret states that she was not about’ tnv

’

let herself in for such an experlence. Therefore, despite
. . ".“

adminﬁstratlve support for-consu]tant involvement in the classroon,

<«
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Yargaret moved in quite the opposite direction.

I have never found consultants to be particularly ‘helopful.
I've heard that some of them are more critical than '
helpful. I know b?cause.l had a girlfriend who was
utterly destroyed by a consultant. So I've decided to

" stay clear of consultants.

lln order to keep specialists out of her. classroom, Margarem
‘made usé of a recent Systém rogulétjﬂ,u Tﬁis regulation, ghe
poings éut, refused entry to any classroom to Speciali§t5 of othér
personhel‘from outside the ;choél unt;l invited b; the classroom
teachef, principal, or area sUperiﬁtendent.

‘We-are protected from outsiders such as consultants coming
in without ipvitation by our new simplified line. of
authority. It doesn't allow outsiders into the classroom
without a request by the teacher, principal, or the area
supérintendent.

:Finally, Mérga:et recognized that there was aaager of her being
seen_as cémplacent because of. her lack of pérticipét?on.ag in-
services and intera;tion With:cohsultahts. Yet the very act of
réminding herself of this danger, she reasonéd, Qgs an indication
Ehaé she wa§ oééﬁ to_change. ‘BesiQes, she poiﬁts out,,ﬁhe nature

of the grade one curriculum has always been in continuous change.

.

"ecach day brings something new'', Therefoted Margaret felt that

che was not complacent. " However, there weré times she wondered : '
¥, . . ) .

how her principal and peers viewed her non-involvement with
specialists. "Farlier, she remembers, she was very sensitive abdut

this areé. However, again observing some of her peers successfully
handling tﬁjsiproblem; she found that wéuld—be judgeﬁehts made by
othefs of her were:uéually unréal. Therefore, the sense ofh
anxiety sheAhad_at>one.Lime fe]t,\shevexpLains; ﬁas quqély

38 C : )

diminished.



« It used to bother me if I did not work with specialists,
And T felt there was a type of pressure on me to attend
in-service workshopsjr I don't know if this pressure from
the principal or other teachers was real or 1f it was 4
Just my feeling of guilt, but it is not felt as stronqly
as when I first started teaching. " Now 1 don't worry so
much about what others think.

(For a detailed Summafy see Figure 33, Minimizina intorfprenc& Dy
. . 1 € ‘
Specialists. )
Becoming More Closely Associatod with Board and bepartnent Offizisls
\Thé conflict ip‘this vignette, Margaret feels, .is minor compiared
to. the ones reported ecarlier. Howevér, it Qas real and is thercfore
worth reporting. Further? it has altered drastically over the
years, makihg it sdmewhatfof a cupiosity.
As a teacher, Margaret's association w}th others butsidé of
"he immediate school éommunity was limited. Reing this Qay, she
explains, wa§ her own choice. As mentioned earlier,'she did not
see consultants as.useful interactdrs. Also, Margaret explains,®

while area superintendents had the right to intervene in her schoo!l
. .
activities, she rarely saw or heard from them. Therefore, officials

beyond the school itself seemed to Margaret to be distant and

uninvolved with her work. Pe:habs,,she adds, it was this distance

~ that prompted her to consider these officials as unimportantsy She -

even viewed,them as rather useless. She reports one time calling
them "useless coffee drinkers". Margaret was unable to cite any
specific circumstances that would make her feel advefsely towards

such officials. Nevertheless, she adds, her feeling towards thepn

was negative. ‘

Over. time-this perspective -altered drastically, however. Her

)

husband eventually bécame an executive mehber of the same school
€,

N\

I



PERCEPTIONS OF

INITIAL CHOSEN MANAGEMENT EVALUATION OF ALTERATLON TO
CONFLICTING REACT}ON‘ RESPONSES RESOLTS PERSPECTIVE REGARDING
EXPECTATIONS ROLE ‘EXPECTATIONS
Y [.d
Margaret ‘found ind She felt Margaret decided not This decision ) Marqaret recognized

service workshops
a waste of her
She also |

time.
learned from

uther teachers
that

were qften
destructive,

of guilt at not

development
activitiesypre«
sented by'khp
specialists.

consultants
in the classronm

Mowever, Margaret She wondered if
did feel a sense

being involved jn
the professional

specialists were
imposing on her
work and time,

she should be
more.compliant
to- impreéss her
principal and
peers.

anymore.
able to do this

legally required
attend. |

Margaret decidegd

invited by the

or area
superintendent,

'.'~‘x SUCCoSs
remaining aloof f
professional doye
ment ACtIVIties,

contludea rpar

pressures by nthe
were unreal, The
fore, tie need to

guilty was upnec.

to attend workshops
She was

because she was not

to have specialists gn
her claiscoon because

specralists could not
came 1nto hep class-
room without being

teacher, principal,.

TVing some of

relieved some
anxtety.

to

not

she heard *horrog
stories®.  She was
aware *hat -

fully fof guilt was
rom cfrelieved,
op-

she

rs

re—
feed

SSary.

T N
Hargaret 's gense

that workshops and
consultant visits

‘|¥ere largely for

curriculum
interpretation.

Margaret confirm-q
her view that she wag
a good curricelum
interpreter,

Margaret's noti on that
professional develop-
ment is not for all
teachers was conficm-
ed by her observing
others like herself.

’Figure 33.

Minimizing 1n

terference by

Specialists |

e
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board that. Margaret worked for. With this turn of events Margaret
became much more involved in what such officials did and learned

to appreciate the complexities of their positions. Eventualiy
#

she found her position to be realigned with the "other camp',

I used to fecl a "they versus us" conflict between the
head office and our school staff. 1 no longer do as my
husband is 'with head office.

Along with this turn of events, Mardaret reports, she felt a

. N i - N
new-found prestige in being so closely associated with such high

level officials. As WD11, she admits, she also felt a greater

sense of security in her own teaching position. This security,

she reports, was partly due to her husband's position., But it
also came from her greater familiarity with the formal workings

v

of the system itseif, she states. Becoming more aware of policy

‘and procedure, she arques, has added greatly tq her sense of

N

confidence as a teacher.

I feel I understand the structure of our public school
board organization and its line of authority. This

is, in part, due to my new knowledge and partly due to
-my husband. [ am better able to deal with my job because
of these things. : ~

In closing, Margaret reports that she feels no tension toward
. board or department officials at all. Rather, the tension. she T
used to feel has altered from feelings of antagonism to the

opposite feelings of trust and comradery. '(Eor a’'detailed summary

., Becoming More Closely Associated with Board and

£
ticials.)




PERCEPTIONS OF
CONFLJICTING
EXPECTATIONS

INITIAL
REACTION

CHOSER MANAGEMENT
RESPONSES

EVALUATION OF
RESULTS

ALTERATION TO -

PERSPECTIVE REGARDING
"ROLE EXPECTATIONS

Hargaret felt
distant from
officials outside

of hec school. She

felt they were
‘useless coffee,
drinkers®,

Margaret felt
disdainfu}
toward these
officials,

antagonism
towards them.

She also felt an.
"us versus them®

Macgacet's husband

became an executive

member of the same
school board that

Macrgaret worked for.

Margaret's
antagonism de-
creased as she
became more -
avare of the
situations such
officials deait
with.

Margaret became mocre
knovledgeable about
vand appreciative of
macro-level politics
and administration
in education.

She became friendly
with the onetime
distant figureheads.

Margatret's sense of
prestige  and
security grew,

Fjgure 34,

Becoming More Closely ASsociated with Board and

Department Officialls. ,



DISCUSSLON

Critical Conflicts Perceived by Margaret

e
0f the role conflicts “which presently remain important to

Margarel, she claims to feel raiatively free of difficulties
involving students. As she explained, she has worked and cdntinues
to Qork very hard to see that that érea of her life 1s under.
control. However, there is still evidence of conflicts continuiﬁg
presently. These conflicps are interrelated‘and are discussed

LN

next.

The first conflict. fegardsiMargaret's’juggllng of teacher and
domestic rotes.  This conflict wac_otjgfnallyva pressure caused
entirely by Her teaching‘role. Ho@everg t%is'sipuation has shifted
bso that>pres¢ntly'i; is her domest;c role which causés her
difficulty{ Margaret has péinted out'that she has an e#tremely
fullltimeFable and that‘being 50 busy bhas been»of her own chdice._
Because such preésuresvare Self—chosen! éhe élaims tﬁey are generally
acceptable to her., HerQet;‘hetjtime schedu;e remains” today as .
the cause‘of'hefvmoSt pressing_conflict; Whilé she has rélieved
herself of'late-evening planning for gchool; Qt seems there is é
never-ending list of things to do at home. Further, she seems
pressed by social commitments. Hér:own children are quick to
remind her that hep attendanée i1s requested aﬁvpﬁe or anothér‘df

their functions. As well, there is some'intimation that Margaret's

hquand\is fairly .demanding, asking.her to support his role, while

not taking>major responsibility for the upbringing of their .children.

N

Such pressures from . her family mémbers or others who come into
oo ) . \ ; o .

411
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contact with the famiiy, Margaret states, are inescapable and ShOW
little sign ofsbei%g relieved.
The second confiict which remains for Margaret to deal with
involves an aspect of professional develobment. - Margaret has always
gt .

felt "niggled” by a pervading sense in education tha&‘sﬁéfhas to
share her ideas with her peers. By the same token, she adds,
there are subtle pressures to look for opportunities to interact
with other teachers and consultants with professional development
being the OSBECtiVe. She continues to feel this Fendehcy islloo

contrived and that experienced teachers like herself do not

necessarily need such wmctivities. Therefore, she argues, they

should not be pressured into participation. Further, she states,

1f experienced teachers choose not to participate,‘it is unfair
fer others to judge them harshly.

A third coeflict 1s closely related to the last one. . Margaret
claims she is presently not nearly ae sensitive aboue what:oehers
think,of her as a teacher compared witb earlier in her Career.

However, she has indicated that she confinues‘to gé conc%rned
about this area. For instancé, she has had reason to wonder i%
her immediate peers feel she is ébntr}puting her fair share‘af
the’ school. = As Qell, she has shown he;eyﬁhan a little cono®m
about how her principal views her as a teacher,-so‘much‘sg{;hat
her job security may not be entirely stable.. While feeling
conditions between herself and beard officials have improved, she

is not entirely sure of her present status with her own prihcipal

and continues to feel somewhat threatened in this area.

-



Margaret reports that the number of conflicts and the intensit,

of these conflicts has diminished over phe years. Howeverk she
also reports that she is not free of role-related conflicts and
that she does have her struggles periodicallyﬂ Yet she claims
that these struggles are_far.frgﬁ»uhbearahle: many of them she ha&

chosen herself. Further, she states, she has certain strategies

to face these conflicts. These strategies will be di'scussed next .

contlict Management Strategies Used by Margaret

Analysis of the interview data indicates that Margaret

R}

primarily uses five management strategies to meet conflicts. - The

first of these strategies is "accepting". Margaret féels that she
js more to]eranﬁ of otbgrs and- the problehs that crop up each day.
Generally, she states,'she is less wbrried’about situations of

conflict and accepts them as part of her reqular life. Further,

she no longer expects to solve all problems, some will he left for

another day and someone else to deal with.

I think I.'m more tolerant of life.fn.general than I was
fifteen years ago. So it would come into everything. 1t
just follows through to the teaching. Golly, vou could
have a heart ‘attack or a nervous breakdown or something.
'I mean some people are very hard on themselves. I think
you can tell. They are really up-tight and worried, not

very relaxed. Becausc there you can't change the world, that

sort of thing. I think Ehere are a lot of things that you
Just have to accept. 'Okay, that didn't work out. Let's
see why, and on to the next thing. I useéd to get very
frustrated about things. I used to worry why I couldn't
change it. Not now though. S

;(.
§

vAn exémple of this type of acceptance was cited in'Margaret's
peréonal life.r She bresently feels pressbre:to juggleva number of
social and domestic cémmitmeﬁts. Unforfunately, she concluded,
they could not all be‘haqqléd as she had hoped. Therefore, she

Y
A

c

»



rationalizes that simply doing her best will have to Gn, despite

~the fact that some.items are not handled entirely toﬁher satisfaction;

Another example of accepting was cited in the teaching role itself.
Margaret pointed out that she cannot solve all problems presented
#

by her Stuapnts; Oncglagain, feeling confident that sﬁe does her

best, she céuld then aefer the child on t§ someone-else to deal )

with, Whilérwanting to serve cgildrgn she étates that she dpes not

want to "take their difficulties home" with her. |

) The sécond strategy that Margaret uses commonly is "associating".

ﬁgr . - , .
about those with whdm‘she éssociates. She feels she is a fairly
independent teacher, wanting fo do her own work and expecting the
same_frdm hér peers.’ éy the same token, she expiains, her
imﬁediateygrade lev;l peefs-wefe imporéant interactors. By
associaéing with these teachers, she feels that her ﬁob 1s made
easier.! This arrangement, she édds, is mutually beneficial. She
offers her 6wn expertise and moral support to the other two
teachers. In return, ;hey offer her the samfe, she feports.

The third strategy that Margaret seems to be able to use is
"opposing". Margaret claims thét sﬁe has becbmg much more férceful
about her own rigﬁts as a téachgr over the yea}s. While not first

‘ looking to oppose éthers, she states that there arektimes where
she‘éimply mus;'say "No".éo'dﬁﬁersvwho make unreasonable requests
of her. ‘Examples were cited in the vignettes tnvolving specialiste
and her principals, én”paréicular. 'Margaret's following statement

indicates that she feels she will oppose others if and when the .

For a variety of reasons, stated earlier, Margaret is very selective -



situation 1s necessary.

I think I'm certainly RS forceful than years before.
I'mean, in the past if qom one asked me to do something 1

didn't really want to do, T just said "Ye%" because I didn's

have the nerve to say "No".
The fourth strategy is "negotiating". It acts as a qualifier
for the previous strategy. Margaret states that she has come to

see the value in "keeping peace" between herself and other

interactors. She claims to do so whenever possible, citing exampl.:

from interactions with parents, other teachers, her principals),

and others. For the most pawt, she reports, her efforts to find

.
K3

an acgeptable compromise between herfelf and others is a top

priority 'to her. Only when ;go finds a situation falls into éh
unreasonable category will she revert to opposing, she explains.
.The fifth strategy is "anticipating". Margaret has-.established

an elaborate set of rules which guiggher regarding what are

" reasonable expectations of her as a teacher. Thesé rules are

based on her practiéal and.légal_knowledge of the educational Q\

sYstem in which she works. They help her establish a pattern unon. -

which to base ﬁer\daily plané. They involve time management of
doﬁestic duties and'organizing‘tasks for her students. Tgey also
involve aspects‘ofrtérritoriéli£y with her ;eers, atﬁendance at
meetings, as well as iegal and non-legal commithents to peers,
specialists, principal#, ané others. The use of such rules,
Margaret .claims, has helped hegvestablish her owﬁ pattern éf Qhat

are reasonable expectations, shaping situations in which she is

involved to per own advantage. ' This is done, she states, by

!

2
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making her rules well known to others, Observina that others have .
no arguments with the rules, holding regulavi;vﬁo those rules} an.i
s recognizing the conditions in which she is involved, in ordé( to
_anticipate possible fufure evenpts.

In closing, Margaret yges a ‘number of strategies in attemprer™y
s
b

) Qliminate §bndj£ionﬁ of conflict. wﬁjle she, at one»time,

Claim; to have been exXtremely compliant in.the face of unreasonah)e
expectations, éhe now feels sﬁo»is better able to recognize what

are réasonable expectations and to rather forcefully hold to her
-own views of what is right when ne;essary.‘ However, whﬁle She

does feel satisfied with her capacity to be forceful, she states
that shevprefers‘acc;ptiﬁg, negdtiating; and angicipaping éErategi~s.
These strategies, she points oﬁt,valiow her go stay gleér.of
confrontation, an activfty thatvshe feels can iead her into an .
unhappy situation and,lﬁherefo;e, one which should be avoidéd
wherever and whenever possible. -

. As %ér as present cohflicts are concerned Margaret makes no
false_cl;ims. She‘recognizes that she continues ;o expéfience
various conflicts, some which are ﬁot totally under her control.
For instance, she continues to strugglg with various domestic
©7pectations, making her feel like a "perpetual juggler",
Nevertheless, she claims, the tea;he:—relatéd conflicts that she
presenﬁiy'expe;iences are reasonably well in hand. Thus‘Margaret
further claims that she mainlains:a satisfactory balance between

what others expect of her as a teacher and what she feels are

reasonable expectations of her teacher role herself. ¢



Future Orientation towards. Role Expectations

Analyéis of the data Suggegts that Margarel's outlook toward
future role expectations has changed in three major aréés. Thesé areas
are d%scusgedjunder the headings:  A.position of confidence; a r]argf—

ication of réwards; and A clarification of responsibilities,

*A position of confidence
Margaret emerges from-her experiences of role conflict, like Lhie

ones described in the vignettes, confident that she can continue to

Aeal with role conflicts in the future. -This confidence scems 1o de-

rive from three sources. The first of these sources of confidence is

@ point which Margaret does not like to dwell on. Nevertheless, wh

admits, it is real. She feels that her position at her present scnoel

15 secure because of her husband's position. She has stated that e)e

frels such influence is unfair. As well, -she gratefully acknowlodoes
- . . . » . N N -

this implicit security because some of her peers are presently beir;

transferred or releasecd.

The second source of Margaret's confidence relates to her legal

'knowledge about education. Margaret has gained considerable knowl cdge

about théflegal expectations of . teachers, especially regafding'time.
She has also come to understand the line of authority in education,
knowing much about the limits of powér for her principai, specialists,
and s0 on. She believes this knowlegge stands her in a position (S
poOWer When_sho deals with others yho have unreasonable nxpec{afiﬁns
her,

The third area of confidence is Mérgaret's practical knowledge
about teaching; Several aspegts of teaching are involved here. Marg-
aret views herself as a capable and rather independent curriculum

interpreter. She also feels she has become knowledgeable regarding

417



the interests and capuhilitics of her students.s She views heorgels -

o skllleéwteacher in tho,agea uf group.manggemenh and class control.
Su&h knowledge, she reflects, has come to her Ehrough trial-and-errar
Anndjrema;ns as a basis fof her to solve Classro§m problems in the
future as well aé an additional point of,job security,

-1 am more knowiedgeablo_and skilled in teaching ﬁow than

ten to fifteen years ago. And all that I've learned about
discipline, control, and classroom routines I think. I've

taught myself ‘through trial-and-error: 1I'm sure ] am moprs
‘confident to both deal with the problems and teach well.,

And, therefore, if you are confident aliout these things,
then you wouldn't be worried about your job situation..
“Margaret has-roco;ved positive feédback about‘hér teaching ovér
- , . , C
rhe years ﬁrom‘studentﬁy_parenfs( qnd other teachers. ~This past
jpprovai.is'considergd evef& ﬁlt‘as good as cecent'épproval,
-qugarét C]éims, altﬁough, she ddqg, such approvaf'is not. as
necessary as it was yearé before.

Margaﬁet also feels that ﬁer own experienqe as a parent ﬁas

provided her with new jnsjgﬁts,about students and‘theirrpa;ents,
" adding to her pf%ctical‘knoWledée-abéuE hef 5ob.

Finally, Mafgaret has‘establishéa a comﬁlex set, dff%uiés which
vgqidé’her priorities as to which commiﬁment she is able to attend
to at the presenﬁ time. ‘She uses thesef?ulés'with ﬂér principal,
éeers, and othefs. Knowing that thé,rules arf efféétive,,having
obée:ved Other teachers use them with "no‘loss of respect”, has -
.acted as the encouragément that Margaret‘has néeded'gd ﬁakg a
fairly Strong‘position regarding.éstablishing paramétefs of her job.

A Clar{ﬁiction\gg;fgg3£g§

Margatet appreciates thevopportunity'to work with youhg people

in élementary school. They are happy, healthy, ahd'enthusiastic.v



Tgoy'are alsg*underspanding and unth:f&t@nlﬁg? she, addst Further,
with these young people Margaref is éble to directly see the
frujts of her labour. She js‘theré o “watéh thefpenny drop" as
avchild realiées h@/she can do the Work éxpected.  Cenerally, she
fgelé a sense of pf;ésure; knowing that tﬁe‘étudents are leérnihg
and enjoyjng'thé act;vities they aié 1n§olved in. This pléasu;@,
Margaﬁet édds, was notAo}iginally S50 ﬁeeply,felt. It has gfown
overvtime:-

Teaching alsp offers Margaret the best of two worids. Thtough'
'téaching she is able to free heréé]f from the "drudgery of housework™.
- Her paycheque COﬂ£KijteS'tO family vgpohses such as the hqrtgaqe
ané governess, fees. rnOW1ng that ‘shr héé,¢ontributéd to:the family
30 51gn1flcantly allows Marga'et in 1004 éonsciencé, ta eﬁjoy
her work day. at sc%dol. Ap\ghe samé'(im%, she recognizes that the
t{me‘exbectations of‘teaching are uni‘ue cbmpared Qith otger
prof9351ons, fr;elng her to spend evenlng, Wepkends, and summer

olldays with her fam1ly Thus Margarot fe@]s she presoﬁtly onjoyé
CheAbetter part.of two roles.

Margaret does not draQ heavily oq'adult interactors fo;;a
o : AN :
yreat deal of approval. She has founﬁxtﬁem to be more critical
than child;en and not pérticularly'reqular with compliments.
Knowing thaf'she is‘doing a'good'job, Shé'States,fis enough.
We%ld I think'the'rewafas in ¢ achlngvarc often not %pokc

very clearly. I mean for exarple, very few parents will -
come rushing up to you telling what a wonderful jobh you

care-doing.  But if ‘they thougnt you were doing a bad job
they wouldn't. hes;tate to wrive a lettor to the pringipal

or the superintendent., So I don't think I am very dependent
on other adults for support any more. I think if I know .
that 'I'm doing a good job, that's erough, I don't have o
have all the DGOplP running and telling me what a great
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job'I'm doing. Some people utways look for someone o toll

them that that's the right thing' to do or they are doing

‘very well. T don't think I roed that. :
While not looking for compliments and other direct forms of.

. ' Al
approval, Margaret does look to some of her peers for aspects of
‘her teaching rewards. For instance, her immediate grade level
peers are more than business associates. They. are among her

- closest friends, she states, Further; she looks to the over-all
rchool staff for dssurafice that she is an equal and contributing
me&ber to the group. For the most part, Margaret feels that the
staff views her in this way.

Margaret explains that she is proud to be a teacher. She is
a member of a worthwhile profession. But, of course, she is not -

- @ teacher alone. She is a:mother, wife, and community member.

imrther, as her husband is involved in pblitical and administrative

work with a'school board, Margaret's sense of pride and prestige
y L : 13

eitendé to in?lude that. Tpese‘things together exist as a major
’ . . \ -
oﬁ—goingksourge of reward to Mdrgarer. _ ' ‘ -

_Overa]ll Margaret feels hér view of possible rewards through
peacbing have bofh altered qhd become clearer: Over time she
ciaims ﬁhatihef motives to escape hoUzéwork, for example, remain
important, but‘they>have given way to more pedagogical motiveé.
In reéanizing ﬁhese pedégogical>rewar§s élong with the ‘other
rewards, stated above, Margaret suggests that she is beﬁter able to
enjoy hér teaching position in general. Presently Margaret féels

o \ ‘ .

satisfied with these rewards and plans to continue pursuing them

as a classroom teacher for some time to come.
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A clarxflcatlon of _Lespons lblllfifﬁ
~Another outcome of Marésrot;s having experienced role conflicr
18-a clarification of wha? she mightyrealistjsally put into“her
ﬁeahhing. Follo@jng i1 a brief description of such responsibilitzﬁf
Margaret's most important [ole respongibilities inﬁolve her
famil? and her teaching. - Together, these responslbllxtles, accoriin
to her,'requ1re almost full time. attentlon. They run back to back,
\W1th teachlng done through the day, followed by time with the
famlly ahd plannlng for the next day S eVentsﬁk guggling these
hwo fesponsjbilities,‘Margaret points out, invoiVesvsome‘ténsihn
in her ;ife,'with doheshics'being the cause of the greatest
'djfficulty,- Nevertheless, Whll@ domeshlcs cause her‘to strugclo
at tlmeb,.ShP Statps that she feels an equal rﬂlponsibility fo;"
her teachlng as Well as'her home situation. |
Margarst fesls that whllevshe 1s at school she should spehd a.
;makjmum amount of time with‘her"studeh§S. She has‘come to see
ﬁhht, regardless of outward appearances, ;here are always some
students who can hse individual help. At the same time, théré‘ar@
others who,neea to work indebéndently. Thus, by spendinq‘time Wit}
1nd1v1duals and small groups She facxlltat@s hoth needs. Margaret
tries -to be continuously aware of what her studeﬁts'canland;bénnor
. v k . » . =
do. Therefore, she feels her role?ds a diagnostician has increasoi,
While she.does noh taks part'ih professiénal dévelopmeht astivities,
~Margar_et does rely heavily on specialists. Students who éxperienco
difficuity regarding academics and, in somé cases, hehaviop:she

will refer for additional help.



Margaret sees her role as a teacher requiring her to e a

curriculum interpreter. She is compliant regarding new curriculurm

materials, actually Welcoming them as a basis of new ideas. Thege
1deas are blended with her existing core of plans and material’
Margaret also looks to current situations .commonly experienced

among her students to help -make her curriculum offerings more

Ry

A

meaningful. As sheg plans her daily lessons she states that she.

“ries not only to be assured that her students will progress
o N

toward the next grade level but that they will hopéfully enjoy

their daily experience in her class.
s

Margaret feels she needs to "pull her own weight" as far a:

(S5}

the rest of the staff is concerned. The primary role responsibiliti

Hdargaret feels she must adhere to, regarding the generé] staff’,

1nvolve such things as complying with group decisions, taking her
turn serving on committeesg, supervising on the playground, and

naking coffee perjodicaily. While the main staff requires little

of her, she feels, her ifmediatle grade level peers reguire greater

attention. This greater attentioh is because, *she explains, she

4

and these teachers prefer to standardize a lot of activities_withij
*‘their grade levéls. Therefore, standardizing éertéin activities
calls for rélatiVely close interaction with these péople.
With eg&e;ience as both a teacher and a pafenE Margaret feels
she has becoﬁe more sensitive to the needé and cqncerné of the |
pérents of her students. She tries to keep‘them informed as much

as possible about her Plans, feeling that parents are often unclear

as to what goes on in a school nowadays. This sense of responsibility



nooas well. Ry reassuring parents of Lor plans they ares '

complain, she cxplains., Tnuo,-sh@,fdelgh a dritgnes

fo

Eery

cComr fostered, one where she is able to work with a relat)
€

aegre: of autonomy whi]e_ma;ntaining parental suppo}t.

F;nally,.Margaret views all administrativc personnel as
tepresenting various levels of a line of authority;>,Because she

.(‘ ’ b ,.
views'administrators this way she tends to respond to theif
eXpectations from a legalistic point of view. She sees thét she
. ) .

1s hired to perform fairly explicitly stated“duties-and, as far
aé adni h 'S are concerned, these'aré the things‘she aﬁtends

k:, she does concede that, in order for a relative
Lo exist, rigid adherence to legal rules is not
Rate. Rather, I't is necessary-to pe flexible,

, Ny

jir of ten51ons With admlnlstrators whenever possible.
_kt feels her sense of responsibility has become clparﬁ
‘eallstlc over the years. She works hard to be sure

K-

her teaching ang domestic responsibilities are represent .3

fairld Attempting to do so hasg meant increasing her efficiency
b=rudents during the school day, seeing her work with them
§ng her fulllaftention. It has alen ie-ant - becoming

selective ibout her intéractions with other adults. 1n limiting

her adult 1§teractiqﬁs she feels that she is able to minimize her

commi tmenig Pout endangering her overall association with them.

Being thi¥ v allows her to attend to her two main role

-

responsizilities to her satis ction.
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In)élosgng; Margaret has become an ;ndependeﬁt, even sollta:y
;;eacher. She féels she is largely the engineer of her own destiny,
‘seeing her skilﬁs as a planner for and manager of young‘people as
being finely'honed. She sees herself as a juggler, nmandipulating
a number of responsibilitiesi Cohtinubusly and at the same time.
Her attendance to these varioué'responSjbilities‘is done
satisfaétorjly as far as she is concerned aﬁd as far'as she can .
see others being concerned.  She attempts to minﬁmize'cénflict
between herself and other role interéctors‘and frels she does so
fairly successfully. Whilé Margaret is not free of‘r§le—reléted
cbnflicts,‘she.does feel‘she is presently in a situationvwhere the
conflicts éﬁ%xﬁoeé experiénce do not detract from the or@er and
enjoyment that éhe‘dgrives from her job and hef-]ife in general.
‘Suéh conditiéns, Méréa}et expecés,.will'contihﬁe fof somer;ime to

come. |



SECTION 3

FINAL ANALYSIS AND CONCLUSIONS

. This section is_compqsed of two chapters. . The first Chapter 107
15 a comparativé ana]ysis of the data presented in Sefhjon 2. This
analysis resultg\founajin Chapter IX are no longer the resuL; of 3
rollabofative effort with the subjectst The réasbn fof ending
‘collgboration_of this sort, éf course, was to remain faithful‘to
the promise of not djséussing details involving the subjects with
] -~ . DN

each other. Further, their commitment had been to construct a

A
)

picture of their own perébéctives. That had largely been done.
However, peer consultations qontinued, as they had during previous
analyses. - So, ffom‘that point Yf view, the notion of collaboration
. .w-‘ . - . 5 -
continued on and continued to influence some of the interpretations
of the data found in this chapter.
The. second part of Section 3 is Chapter-x.i This chapter

provides a SUmmary of four/things: the problém, significance of

-7,

the Study, the investigative procedures, and an overview of the
findings. A short discussion of the relationship to earlier
research is offered. As well, ihplications_anthecommendations

regarding the findings and the method of research are presented,

O



CHAPTER IX %

A COMPARATIVE ANALYSIS

The aim of this chapter is to compare the data reported in the
four case studies. An attempt is made to come to grips with the
major purpose and three s&b—purpoSes of the Lhesis stated on paqge

four. The format of this chapter will conform to a number of

5 -

topics which were presented on pages 111-112 as an adéptation to -
the purposes of the study which were expressed earlier on page. four.
' . #

Qrganizing the format in such a manner adheres more closely to

[

the way the data have emerged. At the same time it remains
fqithfﬁl fo %hefover@ll purposeé of tﬁo sfgdy.

Thus the cﬁaptér is orééﬁized into three sectjops,‘ The firéc
sﬁction diécusses the confiict management cycle as intfodﬁced in
C@aéter II1. The second'secgﬁon discusses concrete details
subsumed by the c?élé such as: How teachers perceive conflicting
exXpectations over time; hpw teachers perceive their‘ménageméng of
conflicting expectitions of their roles over time;_and the ef%ect
that having been involved in role expectation management over a
number of years has had on teacheré. Tﬁe third sectién movés'from
the cbnc;ete details of the preViéus section Eoward a more abstract
analy§is of the weighing mechanism téachmrs use tb baiance‘their

berception of role expectations others have of them with the role

expectations they have of themsnrlyves,
TPS-EQDﬁliEF_ﬂéﬁiEETQQEUQZEBi

The conflict management cycle was introduced in Chapter IT1 and

Vi
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qraphically presented on page %0 as Figure 3, A Cvclic Model

of Conflict Management. It is based on;explanations about confllcf
management as offered by é number of established researchérs from
the fieids of psychology, sociology, anthropology and education.

't was shown in Chdpter III that this cycle couf%”@onSist of siw

N Q

brasic steps. These steps assist with the task of elaborating
the experience of, dealing with various conflicting role expectations.
In general, it was (ound that the data support this cyelical

’ : ! . . : N
~xplanation.  The six steps of this cycle, bhce again, ‘are:
1. initial perspective regarding role expectations:

2. awareness of cohflicting demands (and a subsequent increaso

" or .decrease of intensity felt about the conflicting demands)

3. dynamic weighing of the perceived situation with the

v o

actions pefceived'to;he possible and Satisfactory;

4, committing thought to action;

5. awareness‘(of evaluation) of the results bf the action
“taken; and

| 6. altered perspective regarding role expectations.

Within each vignette presented in the case reports, a number of
experiences of cohflict were shown. These experiences can allkbe
expressed in terms of the éycie mentioned above. These éxperiences
of conflict were expressed in linear form at the end of each
vignette. The reason for their being presented in such a fashion .
wWas to show the develobment of experiences of conflict adhering
basicaily to the steps of the cYcle while maintaining a more
readable form. The cycle itself, as will be éhOWn, is not always

S

2dasy to read when contextual information is entered within its



framewofk.

At this time it is important to iliu;trate how this information
can be expressed in such a form. The-vignetﬁes selected were the
first ohes in each case report, Chosen‘due to their chronological
order rather than based on théir degfée of fit to the cycle.

These illustrations are presented as_édaptations from the lineér .
figures mentioned. They are offered over the next féur pages, .
each referrlng to a different subject, The -first is Figure(35,
A Cyclic Model Showing Saraﬁf0vercomih§'a Tendency to Self-
0verload< This illustration is adapted from Figure 9, Ov§réominq
a Tendency to Self-Overload. The second is Figure 36, A Cyclic

Model showing Lux Str1k1ng a Balance between Personal Intnrestq
and the Needs of Others. This illus;ration is adapted from Figuyn
15, Striking a Balance between Personal Interests and the Needs
of Others. The third is Figure 37, a7 Cyclic Model showing‘Safeh
Counterbalancing a Tendency to Overemphasize the Teaching Role.
This illustration is adapted from Figure 21, Counterbalancing a
Tendehcy to bvefemphasize the Teacher Role._ Finally, the fourth

.

illustration is Figure 38, A Cyclic Model ghowind'Margaret Attempting
to Juggle,Teéching and Domestic Responsjbiliﬁies. This illustratiog
is adapted from Figure 28, Attempting to Juggle Teaéﬁing and
Domestic Responsibilities.

Attempts have béen made to select starting points which are
about the same for all subjects, Howeyer, finding exactly the
Same starting point among them\@as;ﬁot_possiblo. 'Nevertheless, it

not.the same, similar points were possible hecause the same

Interactors and the sSame general problems {(personal, in this case )
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1. Sarah got
marriad and had

a family, at

the same time

as continued 6.
her teaching,

;oled " She Sarah
oped to

fulfil) feit
both her / that

roles her
well. teaching
role need
not suffer
anymore due
to her
tendencies to
be a
( perfectionist at
home .

at school, she

2. Sarah twcame
perfecticnmistic tendencies at
home.  She was not a pecfectionyist

felt,

aware of her

She wag aluayq

dissatisfied with the quality of
her work at home as compar ed w)lh
her schoo] work,

Figure 35. A Cycllc Model Show1ng Sarah Ove

dissatisfactions.

&

> 5. Sarah could see that her tAitionale
~“as helping to relieve her

to Self- Ovcrload

%

3. Sarah did npae
want o decreacs
her effort in
teaching. She
rationalized that
she was too
demanding at
home |

4. Sarah alterny
her view of gocd
housekeeping.

rcoming a Tendency
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W
N 2. Lux’ found it mildly difficulr
to leave home for°school.
There were times she felt
pressed by situations at home s
that were not yet handled. ) .
1. . Lux began } ' ' 3. Lux C;uld
teaching while see that, in
she retained \ order to continue
domestic . . | teaching, she
responsibili-/ ¢, | . S . | would nave to
ties. She /fLux "1 manage her
hoped to  °/ felt ’ ) domestic dutics
fulfil) that ' . . better than sro
both her had.
toles teaching
well. need not o
suffer as . ! ™
much due tog . 4. Lux organized
lack of . . - her ‘work dutio: . o
domestic . . . at home hetter,
organization.

5. Lux couild see that improved domestic¢
Jranagement had relieved the uncasiness
she had felt about leaving home somewhat .

Figure 36. A Cyclic Model Showingupr Striking a Balance between
' Personal Interests and the Needs of Others,



2. Safeb found that hard work¥as
A teacher and being promoted were

~_
not necessarily connected, .
1 N ——————— e —— ey
1, Safeb aspired . 3. Safeb cuould
to do well as a -t } . see that teaching
'farher. One petsonal, and
t?me he felt hg domestic welfare
might want to . . | were morce
bre an cisggt - important than
St B .
adminisrtra oo . . . further pursux*
toc. that he S of a oromotion.
as Just .
s happy : . .
as a . .
teacher. . _.J
Doing away
with admini- ’ ) 4. Safeb ser asida
strative \ : h oiration of
hspirations 1S aspiratioen
llowed him to becoming an
ursue ‘other administrator,
nterests. deciding to stay
an the classroon.

-
N

5. Safeb could see that changing his
aspirations was celieving his frustration
and disappointment

Figure 37. A Cyclic Model Showing Safeb Counterbalancing a
- Tendency to Overemphasize the Teaching Role,



l.Margaret be-
came married,
trying to .
teach at the

same time as 6.
fulfyrll
this new
role.

Marga-
ret felt
that she

f both roles
satisfactori-
ly. She noted
that she could
do even more
domestic
ctivities,

A

Y

2. Marqaret found that the
-additional domestic duties along
with her teaching

responsibilities were
fatiqguing,

3. Margarer was
not wtllinag to
give up eithet
tole. She c¢nul:
see that she
would have tA
manage both he
house and schocy
duties better
than she had.

4. Margaret

cimproved her

management skills
at school. At
the same time she
and her husband
hired a ?over ess

Figure 38. A Cyclic

- Teaching and Domestic Responsibilities,

5. Margaret could see that the governess
and her added school management helped
relieve her sense of fatigue, .

.6___

to assist at home

Yodel Showing Margaret Attempting to Juggle



wefe aiscussedﬂ Furthor, in the same way, ik'shouldbbm nofod
that details af each step were not the samé for each inﬁjvidual{
However, the contextual 1nformatlon does remain Lolatlvoly
Conclrtent within tho Cycle S framework |

~There éfe‘othen important qualificgtions tha; need to be maﬁe

regarding the general application of the cycle. Pirst, it

be noted that the intensity of each exporlcnco of Confllft varies
ffom one subjpct to the next “Sgcond, more than gne propl§m can
Occur at thHe same time. While thééé\jliustrafioﬁs do‘goé show
concurrent conflicts, all. subjects reported suéb was acéhallyfthe
case, Third; the‘solutiOnsbfound to-deai’with the conflicts are
“varied. Foufth} the solutions .themselves may términaﬁé at-the
end of -a cycléffor one subject -and, for other‘, the problem remains
‘to be dealt with more completely in the future. - Fifth, as tﬁe
squeéts repbrted their expérience Eﬁe details appéared‘rather
idiosyncratic, és.the researcher had e%pocted Nevérthelécs,a
while the'context within each \tagé was often dJL(nronL, the staqés
. €
tlemselves were the same. " L
.Finally; the data bresented a forceful notion that had not
heen previoﬁsly emphasized in Chapter ITI. The cycle itself can
recur many tiﬁes over . An}exampl; of this phenomenon is offered
in Figure 39, A Complex Model showing SaraH'Ovegcoming a Tendency
£0 Self-Overload. This illustration is an‘adaptatioa from gjgur;
9, Overcominé a Tendency ;p Self—Overloéd, anAe%tensioh 5f Figure‘
35, A Cyclic Model of:Sarah Overcoming a Tende;cy to Self-Overload.
The data showed'tﬁat, as a éonflict cycle was completed, it tended

to continue. This continuation was because the solution at thé
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Figure 39. A Complex Model Showing Sarah'Overcoming a Tendency

to Self-Overload,



end of ‘one cycle sometimes proved to be temporary for the subject.

‘

Thus the conflict was found to re—emerge, requiring further

»

attentioh by Sarah, in this caée. For Sarah, such a reoccurrence
was particularly-trﬁofwhere she, during conflict perception stages
B2, C2, and D2, had to deal for éome time with her own sense of

guilt about leaving Bér;famiLy in order.tb continue teaching. As

ks shown, this conflict is not yet entirely solved and has to be

readdressed each time Sarah is faced with new situations related

%

to the specific problem cited. .
It is of particular worth noting that- each stagé'should St
ke seen as having a clear cause-and-effect rélationship'rngardinq

onIy'one conflict. These stages, while adhering to a genecral

L

developme;tal'pattern, Also seem to interrelate with other perceijvsd ‘{*g
conflicts. For iﬁstance, Sardﬁfg\eeréeption;of‘guilt regarding
the,ambdht of time and efforf she spends doing home-related work
influences, to é cerpajn‘degree, hér work with students’and adult
interactors. Thé‘strategies she uses to deal with ponflict are
1n£errelated, being used as Strategies for other conflicts.
(ﬁxamples of strategies~5aréhvused widely are seéh in Figure 39:
altéripg her view 6ﬁ»th@ copflict (A4), waiging for her situation
to_change wiﬁhvothgrs (B4),Iand improving hér time and peoples
manageméﬁﬁ skills (C4 and D4). |

-A last impoftaht point fegaréing the recurring nature of the
c&cie needs §o'be made. Thé subjechlindicated'fhat they had, an&
conginuemtq hévp, a number of Eble conflict experiences whiéh hapron

concurrently. The various problems, -their perceived solutions,



2l <~valuauon.§ of the resulting action of ten occur at the same
::im(:. T‘hus the cycle, if dréwn-complete]y, would look very much’
Uike a number éf ovex;]apping, interconnecting circles. Some of
fhese circles would be in motion, some temporarily inaci.jh,v“e,'pﬂrﬁ'»:;fpf‘.
CSome of thefsg circ']Aer»; would move more guickly than others, tependin:
nboﬁ the dntensity with which they are (o]t and the ability of 1",}1@
-asnbjects to dce‘al with t}"1§rm. }"i.rml]y; the: (o(‘ug rf{ a(:t.lr;;n Wwlthin
~ach cycle, if 4 E‘\_wef(f pc;ssib}'e to viéuaily Ccilte such a point,
“reodd Be ‘wh('re‘ consciousness itself is ] Q'c.'aliod,' sparked bv‘
\:'«'rnf’ljcvt;'jng c-xpec'tia’(.ion.é and the drlive to solve these conflrict:rs.‘
This description of the cycle itself now ends. Thé discussion

turns next to the aﬁalys?,,of the effects that experiencing the

cvele has had on the subjects.

Conflicping Role Expectations Over Time

* ‘\

The éesearéh fpr this s%ﬁd§ waé done with senior teachers who'
gave a retrospective account abdut thegr,experiences of golé.conflicts.
Thus, the céntent of the cycle.sﬁould be considered in the light
that all present views are reievént prfmarfly to thé-past. This

- m v o :
section 1ooksbat the détails‘of these accouﬁts, paying particular
attention to 5ow the subjeéts percéivé their role cdnflictéand
their abilities &0 manage role conflict over tim?. As well,’this
‘discussion widl cohclude with an analysislof how the subjects'
perSpectfves have changedfovér time and héw expefiences of conflic:,”

“conflict management, and supsequent perspective changes have

affected the subjects. It.is importart to point out at this tige

4 »

.



that the following analyses are reportéd in accordance with the
stages of the conflict management cycle itself.

How the Subjects Perceive Conﬁ};cting Role<§iggg§atiohs Over Time

3

The format of this presentation will be similar to the_QigneEres!
usfng what the subjects considered to be‘key intgractors as focal
poiﬁts/in djscussing their conf&gcts. ‘Thése heédihg; wil;, once

fé@ain, beiordered in'termé of their proximity to the subjeéts

themselves.

Conflicts involving personal expectations

t v
All four subjects reported feeling conflict between their
personal and school lives, Each of these conflicts involved ah

attempt to balance ti@e to favourablyirepresent both responsibiliting
. ! o .

%

and -both roles. ‘Eafiier in their careers, for inétance, all
sUbjec&s,experiénced some anxiety because they sensed ﬁhat'their
hoﬁe.iifebwasfnot gettjné enough of their time. The three women,
Iafl>mothers, felt some anxiety about ébaﬁdoninq their domestic
duties:: For Maréaret and Sarah, leaving their”childrenvihlﬁhe
care‘of soméone else was a éonsjderable probléﬁi HOWeQer, the
énxiety hés long since faded away as their familises have~g;own up..
Margaret, However, COntinugs to experience some’difficulti in:
this areé.

All four subjects reported that, during the éarlier phases of
their careers, theykhad a tendoncyvto spend teoo much time on school-
work after students were dismissed. Wbegher the work waé done at

school or taken home meant that'their'personal lives were not

gotting the time and attention they had hoped for. Now, all four



agree, this pressure has largely diminished. However, therevfs T
additional development Lhat is of further intefest While Safeb
and Hafgaret feel this tendency has sub51ded and is well un‘ur
control, Lux and -Sarah bdth report that schoo]work bdhfihues to
call for their afﬁentlon duflng various times of %he evening ‘and

-

veekends " But the interesting point here is that now both are

relatidely free of the motherhood role that once took so much off
their time alter school. Being involved in thinking about scheol

during out-of-school time has bequn to take on the form of an

v

4 i ,'. ) | N
avocation for them as well as o vocation.  Lux and Sarah feel

less necessity to have to attend to school thoughts; . therefore,

fuch an endeavour is now more g labour of love. Thus it would

‘appear that the two older teachers are less pfOLPCflVG abour their
home llVeS, whereas Margaret and Safeb continue to be proteeﬁive

' Overall, this tendency to spend too much time on schoolwork after

(AN

hours causes neither Lux nor Sarah any great anXJety, although as

Sarah reports, she dOea feel that thlnklng about classroom actxwinlee

is difficult'to‘escape at times

"Presently, the,only teacher of the foul who contlnues to feel
any sense of tension regardlng balanc1ng respon51b1llt1es between
home and school is Margaret This is hecause she feels she "has
two full-time roles which,éhe is forced to continuously juggle in
ordér to satlafactorily handle both. let, even in Margaret's
case, she reports that the tension she felt when shebfirst tried
to blend her domestic and teaching duties has subalded considerably

&

Iurther, all four- suhjects agree that’they‘are ac;ivé mahagers of

v

PN



‘maintaining a balance that must occur between their perzonal” and

Pl Fl

school lives,

ponflicts'involVihg meeting of Student expectations

A pervading conflict regarding students was a clash betwéen

I

the teachers' expectationsvof‘students‘and their students' inability,

lack of interest, or drive to meet those eXpectations. This concern -

was, as the subjects reported, their way of meetlng student
. expectations. All four subjects felt they began their careers with

. .
rather high expectations of‘their‘students As well, each of then

nuggested that durlng those flrst few years of teathlng Lhey

were not - entlrely clear as to what or how much thelr students couid

0or would cope mith, Safeb; Margaret and. Lux p01nted out that the
'had earller struggled w1th rather r1g1d expectatlons of their
studehts and tended not-to alter them'Tor indiyiddals or for special
circumstances. Each of these teachers reported that often their
students did‘not Tive up to the_expectatlohs that“they héd eet for
the etudents. Sérah, on the other hand, claims this waeAless of 3
problem origihally. She feels she has always been the type of
teacher to be,flexibleuand adépt to the needs, interests,iand

capabilities of her students. > However, she suggests that children

began to change ten to fifteen years ago.. They seem more critical

and less willing to strive in school compared_with their counterparts

from years before. Thus Sarah has found that meeting student

expectatlons 1s at least as much a problem now as 1t ever was.

A further development related to student expectatlons, and-

reported in Xgrylng degrees by all four oub]eCtS, was' a tendency l,
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the subjects to be too self-critical about mistakes they made in

their teaching. Lux reported this problem as intensély felt
wquief in her career. sSarah and Safeb also mentioned that this
area was a problemcat.one time. Margarot'hOWQver,’reported that
self—criticism.regarding her teaching was neVér a major problen,
although,_shevconcludes, she 1s not entirely.free of this problem
either.
Présently all four subjects‘reportod that meeting various

oXpectations of students is not a éerious problem, nor is any

© ' .
tendency they may hévo had to be too self-critical about thei; WO
wi(h students. Nevertheless, there is every indilation'than
tension continues to exist regarding maintaining a baiance betweer
theirbstudents' expectations and theirbown. While none of the

subjects reported this area as being presently distressful, they all

agréed that the diminished tension they feel is a reflection of
’ ®

‘their own active management skills. Such skills will be reviewerd

later.

Conflicts iﬁvolving the expectations of other teachers

»

All four subjects reported having felt a conflict of interc.i .
with other teachers early in thei; careers. Lux and Sarah were
disappointed to find that few colleagues were interested in
professignal sharing{ Both ‘remember situations where other teachers
seemed to purposely ignore or react defenéively ggéinst Lux and
Saraﬁ's zeal to share. This éiffi;;lty no longer exists.for Sarah

and it has been considerably reduced for Lux as well. Interestinaly,

, Margaret claims she has always had the opposite tendency. She preferied



.and contindes to Erofer interp[etjng curriculun developpont aids
and participating in instructionalfactivitios independently fropm
by Peers.  such an independent view has .been reinforced over the
vearsoas she feels she has become more and more expert in thease

|
ski}ls. Margaret's view today is that collegiality is a continucusiy

Iorcod notion. Safeb, on the other hand, has never seen thig arew
as an important conflict in his teaching, although he frebly

offers to his colleaques advice about law and politics in education,

While Sarah and Margarét do not see eyew{g—eye regarding

~
»

woflogialAsharing, there is an aspect of it thég\ ey do agree on.
That aspect regards the tendency by other teachers to take pro@ram
1deas that Sarah or Margaret were working on and implement them

n pdrt o; totally into their own classroom activities., Such soha,
‘ney claimed, were done without inquiry being made or credit beina
«{iwrwd.' Both‘teachwrs report ed boing'extrem@ly distraught k
~arlier jn‘thgir careers about this type of conduedly their pe@}s,
goweyer, whilé they presently recognize that this t%ﬁf of terrivor; il
invasion continues to occur, ft doesn't seem. SO prevalent anymore

nor do tﬁey feel so sensitive when such circumstances reappear.

Lux and Safeb menti5ned no such difficulty regarding whét
Hafgarpt and Sarah refer to as "stealing" of program ideas. Howe e,
Safeb's greatest conflict regarding other teachers has been an
invasion of another kind. Safeb has noticed, over the years, -ha-
~Some teachers seem to need to criticize and downgrade others when
Luey are frustrated. He has heérd these other teachgrs talk in

“Uuch a way about students, barents, the principal, and even other



seachers.  Such talk has always upset him. He claimﬁ, while such
nogativity does not occur often, it goes reoccur periodically in
the present. Sarah mentioned the same éonflict but has found, in
recent years, that it has disappéared entirely.

Qastly, general staff decisions have caused all four subjact .-
Q certain anguish at times. 7This anguish has been folt whep a
aroup plan required the subjects to set aside their own clasgroom
vlans. All four claim that this conflict is no longer as p{evalowt

1t once was, although Margaret and Lux mentioned thét pre-
cmptions by staff decisions can b@_annoyjng at times. Once again,
“he subjects agree that the general diminishment of conftlicts

\\

1nvolving éther teachers is due largely to their own active
management skills.

S
[
¥

Conflic ts_involving parent éxpectations

Sarah is the only one of the four s@bjects who‘reported havinag
ihad considerable conflicé with Mrents. _This conflict, ghe
claims; i1s because her teaching style has always been so different
from what parents are u§ed ﬁo. «Therefore, each year, parents make
concerned inquirieg about what she 1s doing with their children.
Yet, despite the faéé th%t she has had more face-tg-face conflicts
wigh parents thén have the other subjects, the other three show
just as much conéern about the maintenance of home support for‘thexr
teaching. Safeb feels that parental support is ve%y important to |
h1sJjob.  But because of this he reported feeling a sense of

Frustration from Being too careful with parents. Margaret, Lux, ang

Sarah have experienced little frustration in this area. Yet, they

»
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o0 dre greatly .concerned that harmony existg betwoen themzelues

) . i
and parents. They do recognize that interactions with parents
can, at times, produce considerable pressures. Thus, while al}
four teachers .agree that they experience very little or no anxijety
regarding parent conflict, they also claim to spend much time and
»ffort seeing that such conflicts do Not.arise. Just how they o

this will be discussed later.

Conflicts involving expectations of the principal and/or[

vice principal ‘

Lux was the only teacher to report having had little or no
direct conflict with her principals or vice principéls. The other
three each experijﬁced different and,yet.very traumatic conflices
with some of thes; administrators earlyiiq;phejr‘careers. Saran
felt, because of her unofthodox teaching”style, that she did not
fit the norm of the day.  Subs sequently, hor'prinvjpals were some -
what skeptical about what she was doing. Safeh), whilé Speékjnd
fondly of earlier administrators, does recognize that‘some‘of nnen,
especially vice Principals, could be quck to pdss on curricylun-
;olated pressures to him. Miaéaregﬁhas had a history of conflic£
with hér immediate superiors.  Her problem has tended to focus on
a dlfference of oplnlon of what are fair tinme expectatlonq between
hgr and those superiors. The result has been that she has had to
stand sometimes against her 'school administrators{ causing contiéded

tension.

Interestingly, while the exact nature of the ConfllCtS

’

experienced by Margaret Safeb, and Sarah varied, the end result



was that they felt they had bnon‘b@trayod and that their school
* *
idninistrators no longer supported them. There is a suggestion of
spoilage with this perceived loss of support; each subject sugqmsfinn
that he/shée felt a‘sense of aliena}ion from’either the principal o
vice-principal at various times. This alienation is evident most
vrevalently with Margaret who continues"to‘question:the sihcerity
of her currené administrators, particularly her principal. Lux
and Safeb did not speak of presenﬁ conflicts with their school
(administrators. However, they did hint that they were -not withéut
some tensiOn in this area. ‘Sarah was the only one of the foup‘who
said she was totally conflict-free with.her present principal.
Degpite the relatively acceptable present circumstances, all
subjects agreed that between themselves and their immediate school
administrators there remains eontunued potential for conflict.
Conflicts invol yjﬂs_i.hs,f_&_r{e_ét_é_tﬁafgﬁiﬁﬁS.iﬂ_ii_tg
According to the subjeéts,‘speciaiists are personnel from the
local board who function in two ways. The first way is to respond
to teachers' invitations ;o assist them with students or in-class
' jmplemehtation of:curricula. The sécond way 1s Ho general1y off;r
in—servicé workshops regarding éurriculum and instruction to groups
| of teachers. -As fa; as conflicts are Concerned; Ehe subjects seem
split regarding specialists. Sérah} for example, has always been
extremely involved in professional development. In receﬁt years’
she reports that, she has been Convinced, largelybby others, of her
own expertise. Theréfore,'while,She is é classroom teacher, she
has been égting the'qut‘pf a type of consultant.. She does this in

)

her own school as well as for the larger school system itself,
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demonstrating what she sees as good teaching techniques. Thus,
Sarah has not felt any sense of conflict in this area nor does she

presently feel any. .

Lux also has had little sbnée of conflict in this aren, being
°ne to continuously looklfqr the chance to upgrade herself. She.
has ﬁﬁt felt greatly pressured br overloaded by these personnel.
However, she did experience sone difficulty implementing curricula
carlier in. her carecr. While she suggested that specialists
sum@fimes seemed to Ieave the majority of the implementation wmr#
Yo her, she was not unhappy with them for that tendency.

Safeb and Margaret are quite different in this regérd. Safeb
has had several eXpe:iences with specialists arriving t¢ intervene
in his classroom. As far as he was concerned these people had
invaded his territory. While situations where these circumstances
could be repeated are not so commoh, Safeb admits, he would still

feel resentful about such invasions. "Margaret's feeling about

~

~specialists ‘is even more adamant. While she has had little direct

J

conflict Wwith these people, éhe has concluded from indifect sourcés
that Qhat specialists offer dgring out—of-élass time is a waste of
her §ime. For this reason, she has concluded that specialists do
not play a majér'part in her role and can interfere with her very

busy time schedule if sQe were to allow them to do so.

While Sarah and Lux have had fairly posi%ive experiences with

specialists, Safeb and Margaret have nét. " Yet, regarding the

guestion of present conflicty, they dre all similar. None of them

f

currently. experiences any major sense of conflicl with specialiats.



Conflicts involving the expectations of bhoard or department

r/l

nfficials

Sarah and Lux reported that they had, at one time, felt that
hoard and department pressures w@re téo domanding.‘.Théy agreced that
the focal point of this pressure was on éurrigulumIstandardization 15
well as curriculum change; The expectation to rigidly adhere to
curricula was too much, they reported. Now'5§rah:and Lux feel.%hmt
thesé pressures have bepn relibved, The rate of Cﬁfricu]um chanqﬂ
and the extent to which teachers are held to comply with new
curriculum standards 1y less, Lheyvreport. They, élong with
Margaret, presently feel that having guidelines come out at the
current rate ié quite suitable for grades one and two teaching.,

Thus, the flow of ideas . is keptl dynamic and exciting, they feel,

Safeb, on the other hand, did not feel.this conflict in the paar,
However, presently he is feeling vexed over curriculum involvement
by the government, seeing it as too much of an attempt to control

teaching. As a grade six teacher he finds 1t very difficult to

stay abreast of all the suggeétéd changes, Mwith attempts to control
. : . .

‘what the students learn, such as standardized examinations in

hathematics, he feels locked into complying. ins‘Elaim is’that

those'who nake m;jor educational decisions do not reallyiéére aboﬁf

teachers., Otherwise, he adds, thoSe-foicialg would‘ask for

teachers' views;fegarding7curriéulai‘

The motiv?% of board or department offiriéls wére at one time
questioned by\M?tgé}effr ééritor in their careers ;hié was not
so for thefggbgr threo, ﬁowevpr, more receﬁtly Safebh, and_to a

T

_ lesser extent Lux, have begun Lo question seriously whether or not



decisions from this higher ]eQeJ are inspired bv.infpros* ir
stndents or splf—int@reSt.

Sarah, Margaret, and Safeb seem to have iﬁCroaSéd their
fnvolvement'with board and/or department officials ihlrecent years,
Sarah and Margaret iq a pleasant way, Safeb perhaps less so, Lug,
on .the other hand, seems to have remained only distantly aware of
such ;fficials. None’of the four subjects seems dissatisfied with
liis or her prcsont association with the boafd or deparémant in gersral,

Conclusion: COanlct over ‘a field of intent

‘Generélly;'the conflicts that the subjects of this study
reported experiencing earlier jﬁ their careers Havs djmlnfshed.
However, they also pointed ouf that old worries periodically
re-emerge, indicating ﬁhat past conflicts have not been eliminat@d\

. | v -
entirely. = Some new conflicts have appeared’as the years passad
as WGli.’ Rscently such COnfll(tS largely 1nVo]vn aspects of
Leacﬁer territoriality. fes, all Subﬁecss agtee»thét present
sonflicts are not intensely felE nor are they overly abundant:

The tension felt. sy the subjects focuses largely on a number

. ¥ . .
of key interactors. While thiS_focus of attention has been

placéd on individuals, it is actually é field of intent where the

conflict itself occurs. This field, or territory, lies between

‘teachers and their key interactors. At times this field is the

. -

site of a sEruggle'between';hese individuals. The teachers'

intentions are filled with hopes and plans which they have for
their students. At the same time they have their OWn'personal
hopes and plans which come into play and can conflict with the

former. As well, students do pot always conform to what teachers



nave in mind, not to mention that many(adult interactors offer .- .

which are not éntirely agreeable with‘the intentions of the'toachtr:.
So the field between teachoré and their key.interactors can

he the site.of conflict. These encounters are iﬁtenSe, yet usually

brief. Therefore, it should be made clear that this field is, under

normal circumstances, coﬁflict—free and harmonious. Otherwise e
System in which teachers work would presumably crumble and\d Cay{'
By the same token, the Conflicgs thgt_do occur periodjcal Y play

o a Very>impoftant‘part in the role définition of teacher, tp memnory
of which influences them for many yeérs after the conflicts QCCQ{.
This is becauée the expectations of various interactors are not
neatly inaependent of each,othe;. Thege interactors, and
subsequently ﬁhe éXpectations‘they have of teachers, are largely.
jnterdepepdent upon:oach other,'shafing int@rosﬁs in tho.oQorallv

' welfare Qf students. Disagreement between them about studgnt—

related matters is where conflict appears in one form or another.

Regardless of the actual outward behavior brought on by conflicts,

one thing is sure: attention has been raised, putting. twe very

.
4 ’

s1gnificant actions into effect. First, teachers select and use

a strateéy to assist themselves to reach a éatischtory solution {i.
the conflict. Second, as a result of attempts to find glsolution,
.,thé Qerspective pf teachers ipvolving role dgfznitidn 1S re-
cvaluated ang Oftep altered. These two points'W§lf be considered
next.‘ : ' : - v

How the Subjects Perceiv é;.'ih?_i r Attempts to Manage Conflicting Roler

Expectations Over Time - : : ,

This part preseénts the various strdtejﬁes which the féur



v o -

subjects of the study reported. The ainm 1

S to discuss the strateaies

which the subjects used early in their careers, .the strategics thew

have learned to use more recently, as well as their perceptions or

any change in terms of their choice of ané’abjlity to use thege

&
strategies.

Unlike the previous presentation, this

discussion will not

follow the subheadings provided by’ focusing on key interactors.

0y

Rather, three main subheadings héve been selected which reflect

those used in the discussion sections of each case report. These

three subheadings are: Combliance, Opposi

4

.

tion, and Compromise.

They have been chosen because they satisféctorily éla&ify the

various strategies reported by the subject

These headings might hest be pictured on a

N -

from the extreme opposites of total compli

L0 the more middle-of -t he~road strategy of

s, thus allowing compar ron,
continuum of POSSInI1i*{ng,
ance and total oppnsitiog

Compromise. The

headings are presented first with moderately popular Strategies

and ending with strategies which all subje
Compliance |
“The sgbjectsléf-ihié study reportea us
compliance. They are:_ retreat}hgf accgpt

Each of these Strategies refers to, in one

other alternatijive actions available.

cts agreed-they preferred,

ing three main forms ol
ing, and associating.

fashion or another,

‘the subjects giving in to soméone clse's expectations. When these

: strategies are used, the éubjects agree, there appear to be no

I~
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BESE?QEEQE; Retréating refers to when the subjscts back
away from conflict. Often such conflict involves a face-to-fauoe
coﬁfrontétion. Early ekamples of this strategy were r@por:éd by
Sarah and Lu# who found that their zeal to interact with otﬁ@r
\ . . e

teachers led to some antagonism. The solutfon, they found, was
Lo curb their enthusiasm. 1In doing so, both.felt Ehey had been
ablé to preserve a relatively good rapport with their‘immediat* Devra,

Neither Safeb hor Margaret reéprted early_antagonisﬁ'due to

\

zeal about any aspect of their teaching. However, Margaret had

~some difficulty . with her immediate -superiors and found it necessary

to retreat from situations of antagonism with them. Safeb also
felt unhappy about the attitudes of certain colleagues which
3

resulted in the same type of retreating. o .

All subjects reported using this stfategy early in th@®ir careers.

But they tended to see it as a temporary'SOIUtion, having no longterm

satisfaction. With the passing of time Sarah and Margaret found
th%y had little Aeed to useAthiS strategy. Lux and Safeb periodicaliv

use retreating nbw. All four tend to agree that retreating can bLe

useful in preserving the peace. between themselves and others.

However, they point out, this is sometimes done at the expeﬁSEIOF

Eheig own positions. Overall, the subjects feel that they ~can uss

‘retreating as a strategy presently but none of them depend on it

ag a lasting solution to their problems.
Accepting. . Accepting is a strategy whére ‘the subjects
choose to deal with conflict by simply waiting for better timeSfﬁo

come. Early examples of this strategy weré_evident‘when Margaiet
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Ll

Lo a lesser oxtent Sarah, put up with unharpy situitions

» J -
with thex- principals. It . appears that all four subéfcts s1mply

V'g» % v . . - . : \ ¥
“put up wigh varrous difficulties early in their careers. For the

most papree ntience was rewarded, as they eventually found

rotter conditions when they were transfe;ed and gained new
assocliations.
% ,
The strategy of accepting is also evident with curriculum
;onflicts,‘as far as Lux and-Sarah age concernaed. These two Subjﬁf?“‘
reported that' curriculum expecﬁations have decreased over the years.
Thus the conditions themselves, they agreed, hdd chanéed and the
strategy uSed”proved fruitful.

| Another area of_conflict recenély'présenting itself, Qhere
accepting has beeﬁ used by the subje¢ts, involves self-acceptance.

Fof instance, Lux reported that she had tended to be.extremely ’
yéelfjcritical about what she did.as a_teacher: For the most part,
~ snhe reminisces, she was too hard on herself. Bny vith th5 passing -
nf'yoars, she repOftﬂ; she bogan to acceb{ her own shortdomings,
'r@alizingkghat perfection was an ideél worth aﬁminé for but not

a realiéfic Self—expectatioh. Such a rationale, she’sfateé, %ade
1t easier to accept herself as a'teaﬁher,_ She extended this
argument by expressing the vieﬁs‘that oﬁe's'weaknesses‘és well as
one's strengths are impértant té accept as a conflict étrategy and
~hat éne cannot coﬁtrdl ail situations.
Saréh spéke aboqt seif—aéceptance being imporﬁan;!~-$he~reportcd

.

that she did have a tendency to worry unnecessarily earlier in her

career. When the old worries reappear, she present



@

hevaelf that she cannot do everything and that it is hetier for nes
nurposely to dispense with such feelinés. ;Tho reason, she ébhcludcc,
13 hc@ausp itijs tho»worry its51f that is the problem, detracting
from the things she has set out to dd, Margaret aéﬁeed'wigh‘Sarah

and Lux, applying the same rational argument. The.varioug roles

5he'juggles have Qresented and continue to present her-with

difficulties. She claimed that’ rationalizing that whatever her eff-r:z

are 1s good enough helps her subdue a sense of guiit about not
doing all things well all the time.

All subjects suggested that it is importanf to come to a

,'position of self-acceptance and that this strategy has been usefu?

at vérious.times of their careers. Besides self-acceptance there

are still other areas whére~this_strategy'is used presently. For

instance, Lux continues to wait patiently'upon others who may

prove to be overly aggressive. Saﬁeb~reported; once he has had

the dpportunity to speak out against what he sees as .unfair

i‘t-/

~expectations of educational authorities, he finds it easier to

acbeﬁt decisions by them. Margé;ét;:Sarah,‘and Lux all menFionéd
that they feel it is important to accep£ staff dccisioﬁé;,eVen if
vonflicting.

The‘subjects of this study have éome éonflic;s that they feei
‘théy cannot satiséactorily solve. Iﬁ_;eeing théﬁ there is little
sense in putsuing soluﬁiéns tb such poanjcts; they accept”the‘
problemsf suppréssing tﬁem.u Further, in some instahceS, the
subjects aré able to transfer their attentibn‘to areas where their

efforts can be effective, thus replacing whatever difficulties

tﬁey were faced with. For, instance, instead of getting involved in

452



problem solving endeavours seen to be fruitless, Safeb pursuc:z

nolitical ahd cqmmercial interests; Margareg her domestics; Lux.
selffgrowth; ahdearah promotion’of a teachiﬁg>style. o ’ﬁ

FOve'rall t,hé _subj(»c_‘t,:s,‘agreed thét, unlike rf.—rtx;eatinq; accepting can
59 more than,a Eemborary solution to their problems, Theirf;
comménts'generally reflected the view that 1ife is full of tups
énd downs", Therefon;, accepting .the bad with the good, tﬁéy
ragreed, iéla useful mgans of finding peace within themselves, acz
well as findipg a sékisfactory balance,reéarding expecﬁations tgey >'
sée others having bfufﬁém.

ﬁgglegEiﬁgL'vThe th&rd form:of compliance is "gSSdéiatihg".

Asséciating,reférs‘ﬁé the uSé of others'tq-assist in:éoaling.with

conflicting expectations. Early indications of this sttabegy ware

£

&

offered by all four subjects as théylreported observing Othéf

* teachers handling various role conflicts. . For the most'part, the
P ) . . o ’ ‘ N s .-
other teachers provided help by example, the subjects reporfted.. .
. . < .- ) s . . . N s
. . . . N - N st —‘ . " .
Safeb, Lux,and Sarah also mentioned seeking 'and receiving direct o T

adiice from peers early in their.careers.

There is little indication to ;;;:;Ve~fhatAthé*subjects were

o

tonéciously selective about whom they associated with in the past. .. :

i o . - T L .
However, as the years have passed, «felectivity has become a pattern

for all; éor instghée, wﬁilé Lux‘does not -eliminate ;h@4pOSSibilifg
.of'associating_witﬁ hef immedjate‘pee;s and other adults, she has
fe;ognized_that ohlyAa few édﬁ;ts}%slong wiﬁh he; studeﬁ%~ ehlly
share Her‘interests. o *

All four‘subjecfs also ;epOEted seé@@é_nega

behavior by other teachers, students, parents, 4 »prindipals,

¢



: W
and-others. 'Thus, through observation, the subjects were able to

‘select proper and jmpropér behavior patterns for themselves, as
well as to see more definitive roles }6r 6Lhers.

Lux's association with what she refers to as an "authentic
Tdeal" pefers to'teéchvfs she has known in a spiritual form of
_JSSociatinq. Manysof her problems are prwgnntly solved through
her reference to ho{ éuthontic gdeal rather than to specific
reople, she reports. 'Maréaret;[eports having largely practical
asSociétions phrough her job( ;llow;ng friendships to become bart
of her school l}fe only i} practical. Conflicts are dealt with
through the assistance of, ;small group of peers. &Safeb reports
having retained»éloselties with colleaques from elsewhere. Like
Lux, Safeb.does not eliminate possibilities for associating but
generally looks for advice and’assistance outside of his present
school; Sarah is the only one of the four subjects who reports no
such present selectivity, although it can be argued that she has g
close allegiance to a number of other experienced teachers with
'whoﬁ she closely relates outside of her own school.

There are also indications that some subjects continue to look

:

for advice from others. But they have also becomé selective about

v

whom they ask and accept advice from. For instance, Safeb and Saral

report that periodically, when all else fails, they need a "shoulder

v

to cry on". Only their closet allies are allowed to share, and

seem able to cope w;th, such difficulties. Of course, the outcome

«
is nhothing more than a cathartic release, they agreed, Nevertheless,

o

they both emphasized that such a release is very important at

\

Cimes. Margaret and Safeb reported that they sometimes share



their school-related problems with their spouses.  All tour subjects
¥

strongly advise that use of spouses in this way should be limited,

however, . While Lux looks to others less for sympathy or direct

advice than the other subjects, she points out the importance of

] . )

associating for the purpose of exploring ideas. Talk itself, ohe

continues, clarifies and resolves problems directly or indireccly,

whether the talk Ys done with' students, personal friends, or other. .

farther, she points out, the fkesearch itse)f has served this PUTDeS

|
for her. (There is more mention of this in Chapter X.) All other

subjects agreed about the imp@rtance_of falk 1tself, although they
use 1t in various ways. Margaret and Sarah use talk with otheor-
for immediate and practical purposes. Furfher, Margar@ﬁ‘mentioneﬁ
laughing-off difficulties with her graaé—lovel peers. .Safeb
alluded to a similar point and emphasized the comradery possitle.
<hen teachers go for a Friday after-school drink. Lux r@hain?
‘open to any form of associating, seeing all sorts of indirecf valae
1n being this way,

The use’of associating by the subjeéts seems to offer focus to
clarify role beha@jor for them. They recently seem to prefer beins
selective in the amount they associate with others énd also with
whom they associate. Tbeir attempts to distance from others
sometimes might Indicate that the subjects believe that too much
assoclating, with too many people, has an =ventual diminishing

cf{fect oﬁ their ability to dg'thejr work with «<hildren to their own

satisfaction.



Opposit ion

The subjects of thié study ﬁeported using three ovposition
strategies. They were: argquing, verbalizing, anq oppoéiné.
focause these three are rather similar they will be subsumed under
one heading.

According to the subjects, opposition 1s used aé a Sttéteuv whon
they perceive certarn expectations to be unreasonabloe. égfly
indications of“tho Use of this strategy were qiven which Involuvag
stndents.,  For example Saf@b.roportcd 5?udoﬁfs not sceming abi,
or willing to live up to his expectations of themy The solution,
he decided, was to hold them more, not leéx, tp/fask. Subsequent |
with the passing of years, Safeb has maintainli that'bpposinq a
“endency byistudents to."éase-off" has‘boen the best way to get
qud results from them. :Sarah and Lux both support this yipw,
tinding, as thev have become more expverienced, thev have received

similar good results from their students. Margaret, on the othe:

\
fand, has not needed to emphasize this étrategy. She reported ths-
she had a tendency to be overly rigid with her students
carly on in her career, Therefore, she has had to try to add some
flexibility.' Thus, in this area Margaret is the only subject of
the four who did not embhasize her'oppositidg of>students' tendency
to work below their potenfial.

The subjects oppose a tendency by pgronts similar to the above problem
with students. All four subjects reported having an incfeased ability
to hold parents to fulfilling their parental responsibilities regar 1ing

their children and school. 1In a sense, the subjects oppose what



se2m Lo be unreasonable expectations of the teac)

B

er role bv parentz,

txamples of this were given when Sarah reported she has learned

“to didpense gquickly with weak parent arguments about what she,

as‘a teacher, should be doing in addition to what'she'presently does.
Safeb pointed out that he periodically reminds parents of what he
can and will do and what they, in turn, should do for their children.
Regarding administrative expectations Margaret repo:;é having
)

an increased ability to say "No" when requests she percejves as

unreasonable are made of her. Sarah has shown she can appose

administrative leaders but presently chooses not to. Safeb

indicated that he uses the pa}jtical forum to ephpose unfair

ﬁdmjnistratjve decisions, He has even'hjnted that he enjoys usino
thils strategy in such a way. Lux, on the other hand, abhors
argument and direct forms of opposition. She usually chooses not
to aréue ér complain, checking herself wheneve} she- finds she 15‘
tempted to be critical of others.

Opposition is seen by the subjécts as a strategy to e]im%natﬂ
unreasonab{e expectations of them. While Lux chooses not to use
this strategy, the other thrge reserve 1t for limited use. The
reason for this limited use is related to the concern by'the §ubjects
for support. Therefore, all three subjects who report that they
currently uwse opposition, also emphasize the importance of extrem?/
care when doing so. They further indicated that there is considera51o
skill neJessary in recognizing how and when to use this strategy.

i . .
Compromise

The subjects reported using two main forms of compromise, ‘The,

are: npegotiating and anticipating. These Strategles are used “o

I~

)

uid



find a happy medium betweén their own perceived expectations and '-o
expectations tﬁey perCGiQe other interactors having of then,

NSEQELEEEQQ: "Negotiating" is a strateqy used whéh.tbe
siubjegts are not able to anticipate a conflict in ;dvance. It
1nvolves non—forseeab}e occurrences ana requi{e;‘both giv;ng~and
taking on the part of the subjecté:.A R o .

Earlyhevidence of negotiating was seen when Safeb“reported;
having to re-evaluatg\ﬁiskjob aspirations. in.:hgg case he wag
férced to find a compromigeybetween the oxpéctations of his job,
the expectations of his family;‘gné his per?qﬁél life's ambitionc.
“aced with lack of Success Safeb had ro measufﬂ more carefully, -ns
warth of his efforts with the rewards of ferod In return, Tbm
result - for Safeb, was a new direction in Job enphasis,

All éuhjects Qave evidence that they make efforts to nalance
nome and séhgol activities satisfactorily. All reported following
various self-made rules regarding time input, formulated to sea '
“hat there was equity between those two interests, While all four
Jdse a typewof negotiative‘sKill heré, Maréaret and Safeb seem to
he more vigorously involved because of greater family demands.

All.four,subjects remarked about pressures made by new
curricglum docum;nts. With experience, all'agreedc they have
become.bettérvat‘négotiating an acceptable program bétween curriculum
expectations and their own views of those documents.L Safeb reports
adapting his own ideas to ﬁhe new méterials. Margaret, Lux, and

Q

Sarah, on the other hand, report adapting various new curriculum

4

1deas to their own existing“programs. In any event, negotiating

> ;



15 an important skill for the subjects as they face new expectaric..
off this type,

- Lux perhaps epitomizes one wHo is .a skilled ﬁegotiator,'ag she
take§ information, accepting the views.of{pthers and, at the sana
rime, rep:esentjng her own views. Lux feels she has come a long
way in developing this skill since her éarly.days as a teapher.
Margaret1 and Sarah repopt improvement of»their negotiétion
teéhhiques, using them dnva variéty of situations and Qiﬁh,é

variety of interactors as well. Safeb, who claims to verbally

.

oppose a great deal, also uses negotiating to solve problems betwe: n

himself and others, admitting that compromise is more often thrin
not the result of his struggles. *

. - _ ‘ o
The subjects' apparent Interest in negotiating a compromisze

3

with other interactors seems to reflect, once again, their concer:

for "keeping the peaco". Yet, this strategy seems also. to be

adequate to the task of seeing that their own Views are relatively
: f

well-represented. The subjects all agreed that their skill in

negotiating role expectations.i§ better now than evér before. " In

turn, improvement in this skill has offered them’moré. long-run .

satisfactions subsequent to eXperience of conflict, they claimed.
o | ‘ i | | o

For that reason negotiating presently stands as one of the most

preferred ways to deal with conflicting expectations for all

a

subjects,
‘Anticipating;> "Anticipating” refers to a strétegy where

Athe_subjects attempt to eliminate conflicting role expectations
' ; s

‘

béfore.they occur. This strategy does not,alwa?} iaiplve direct .

L

interaction with other people. Sometimes, if used as the subjects

~

&



report it best used, they can head-off face-to-lace Aifficulty

altogether.

There wasrlitﬁle Evidence that antjcipatingawas uced as a
najor conflict maﬁagemént strategy by the subjects Parly in th@f{
cageers. However, as they bééame‘moré'experienced'Saféb and

Margaret reported being able to eliminate much difficilty involvin:
. : %

the time they wege involved in their work. Through the use of

certain personally established rules, they both reported succesaf{ iy

anticipating, and thus eliminating, further dispdtos,w1th ke
Interactors in this area. ‘Sarah and Lux reported having acted

it

she same way at one time, although they no . lohger claimed to be

Interested in decreasing school time now that family pressures are &
i . C L7

S

decreased.
. b o

All subjects said they used rules to anticipate and eliminate

i

conflicting expectations besidés those existing betwesn family

1
-

s<cchool.  They reported establishing various rules to gJutde theig
pehavior as they reacted to conflicts with students, other tea ne- ,

principals, and even more distant officials beyond the immediate
- N N :

Gghool community.  Some of the rules mentioned involved recognitcing

"of teacher territory, extent of associating with others, and

curriculum adaptation. N

2
4

A more specific example‘gg_how"a teacher anticipates difficulty

and eliminates it before it occurs was given when Sarah described "

-

the way she recruits parent support for her work. As'she explainnd
" v [T .

it, such an act nurtures a healthy alliance, thus heads-off trouble

before it has a chance to occur. Another example of anticipating



S

#as given by Margaret, as she described the rules ShP‘dQTJS@d and
learned to use, guiding her’dﬂcisioas rééarding which meetings she
w11l attend and Q%ich she will not attend. at bertaih_points of
Eime., Safeb‘feéls thét, aé hjévcxpetience;ngW,lhé~beéam@ more
familiar with what his studénté could and would do.  599ing_conJ1:jG:s
where some stﬁdenps wouid "pull a fast .one" on him helped ﬁim
anticipate.égch situations, thus eliminate them in.advance. Sarah,
LUX, and fo a certaln degree Margaret, agréed»with Safeb's poiqib
"explainiﬁg that they too anticipate and eliminate student difficulties
jjn a similar f?shion.

Ail.SUbjectsvstated that they prefer anficipating above all
'otper strategies. They.agreed that they have had té work*hard to °
master this strategy ﬁnd claim that theyvare befter now, than
yearsvbeforé, at using it. Also, they report thaf this st;ategy
calls for regdlar,attention and.vigilance in order to use it @
gkillfully.'lﬁlis impértant to‘note that anticipating i1s not only
2 skill devised to see the perspecﬁiVes of other key iﬁteractors.

- . . s

Rathe;, it 1s used largely to see that'theré are no complaints
or,érjticismg from Qﬁhers. In a.sense, it is a defense mechanisi
which is proactive. It involves a careful balance thch tﬁe’
sﬁbjects handlé, forvthe.most~parth intbfnally.' This‘balance, the
'subjeCtsbag;eed, cannot always be to their advgntage._ But it can
eliminate cdgflict, they Claimed}land offers them'the’opportunity

to master better their own destinies now than years before.

Conclusion: A tendency toward compromise

The subjects agreed that the strategies of compliance and

opposition generally tended to be used as extreme actions and are



" not prefe}réd strategies, choosing to use them when the}e are fow
alternatives., érespntly the favoured strategy by all foqr subjov':
15 to fiﬁd';qme gort of compromise. as a sol@tion to role conflicﬁx.
The subjects agreed that this ;trategy is often a more acceptable

longterm solution to their bProblems. 1Its advantage over the othe: .

. L. o

15 that it>allon for what they seg as fair rgpresentatioﬁ of their
own positions at the same time as retaining.the support of bth@r
intoragtors, so vital to their teaching joBs;

Anticipating was the preferréd.f;:m of compronise. »Howéver;
while it iIs prefe:red,>the SUbjects felt that it 1s not always
possible to anticipaté difficulty in aannce. In most Céses th
-subjects choose,'agla second altefnative, negotiating as a réle
cpﬁflict-étrétegy. After that, if'they need yet another alternative
strategy, depending.od the streng&h of their poéition»wejghed wj&h
poSsiblé outcomes;‘thoy choose compliaqce or opposition. Once

. . . . ‘\H . - . .
again, neither of these two Strategies are seen by the subjects

to be as satisfying as compromise bécause, they feel, witn ejther
«f those stfategies remnanﬁs'of'conf];ct often remain. Thefefor;,
rhe subjects agre¢d that compliance and opposition roméin as
1mpor€an£ although lfmit@dAaSpGCtS of‘thoir overall repertoixg,
for managing conflict. ' :. | )
iFollbwing isvanvexamplevof how the subjécts choése conflict
‘management strategies. Territorial intérventfon stands CUtvas
the most glarindg difficulty the subjects have had go face.
Nevertheless, while this iégfrue, the subjects reportéd that theyy

are no longer as sensitive to intervention by others as they once

were. "All subjects showed that while they could directly oppose

I~

B
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others\in thjsfarea,*they usually choose to compromise Wwith others

in this situation. oOnly@Whey added, when they perceive others a.:

B

being clearly wrong or totally unfair wo%é} they directly use
pposition as a strateay. As mentioned in. the above statement,

“he subljects reported preferring not to use opposition because 1t
oeobardized support syslems which exist between rhemselves and
~thers. Only when support cannot be lost or if jt is log: altoadi.,
will the subjects consider using opposition. 1In the same way, i
cubjects agreed that total compliance is not normally a chosen

methodvéf dealing with tefritorjai intervenﬁion. Howgver,.théy
also agreed that‘this strategy 18 uséd when theré are no othvr
options and/or when the prbblem 1s considered not. worth WOrryin:
N - L
It would appear, that the strafegies‘are often Qsed éequehtlall;yv

ror instance, when the ;ubjects choose one strategy, they ére often
lgd to take another strétegy {mmediately thereafter. Thus two
strategles are used in a compiemeﬁtary fashion £o deald with a .
garticular problems: Margarét Uses associating to face uhféir

.critiéismi "laughing it off". Thtbugh the use of associating shei
1é,led to accept the conflict, thus a second_strategy., Safeb, on

" the otheg ﬁané, uses verbal dpposjéion\to deal witﬁ sdme.new
directions froh boara or department officials. Once he has‘donev
this, he uses cpmpliqnce as‘a strategy. ~In\both cases, threﬁe

.

strategies are used because of. a lack of alternatives. However,

both subjects agreed that, when new alternativées apgéar, the subjects

usually elect to.move to a more satisfying compromise.

“Another example of the'way Strategies afe used sequentially

it



"

involves how the subjects work with théir students. A éommgn
cohflict is/a lack of student effort. While the subjects, in a
-sense, try to coméiy with the‘intereéts of their students, they

also show that they can directly oppose the lagk of effort shown by
some of them. Nevertheless,lit ﬁs argued, the gltimate gbal of

the subjects, in sometimeé appearing to choose more egtreme»
strategies, 1s to convefge on a compromisé bepweenvtheir eXpectatinn.
and the expectations of their students.  In such a way, hy choosing
vitreme strategies, th@.subjects shape future condit§ons which»méy
lead to their ;iking.

A f;nal'examplé}shéwing thistrétegies,’which thé suhjects
choose,\can bé sequentiai invo}Vés other teachers. The,subj@¢cs alf
teported that[they:héfe depended héavily in thé past on~a$sociaﬁinc

‘asa st;a{ogy po cléquy roléboxpeétatimns. Through this‘sc'atwg;
they have noted many réle intwfpretatiéns by their peers which the
subjeﬁts»nge‘detefmjned for themselves to be appropriate or
inapéropriate; Now all‘éhbjects depehd iéss on associating for Eho
pufposé gf es;abliShing role mbdéls~becadée role definition has

) ¥ il . .
~become a less difficult task compared with years. earlier. :Neverthrloss,

they also reported that this area still reguires their constant

-

atténtidn” But the major strategies have changed. fThey now
~primarily choose anticipating or negotiating strategies because,
as they confidently stated,, they mnow have more information and. moro

skills to assist them in.their management efforts.

. ‘ o s L
"The subjectS'gf the study agreed that they presently have 'a
fr@pertoire'of strategies used to solve their problemS'caus§d‘by
R . - o ‘ - ]
conflicting expectations.  This repertoire, they feel,is clearer



and more useable than ever before. They 'also reportaod reusing
~slrategies over and over -again. The subjects agreed that the)r

conflict management repertoire can be used with more skill thar
. Q : )

years earlier, each claiming to be better at recognizing where
and how to manage conflict than years before. All in all, the
subjects abide by one overriding theme when considering the use
of strategies to deal with role conflicts. This theme was
consistent throughout the interviews.  All subjects agreed that
thewelimination of conflict is a main objective when they wer:
faced with it,. The primary way they choose to climinate conflict

2

13 by "keeping the;peaco"‘between themselves and othegs. By takina

guch oxtfeme ca;e to hélan;e the various expectations of their
role, it appoafs'that tedchers ;ndeayour te maintain a field éf.
‘Jntent, or territdry, which exists betweeq themsefves and their ko,
rolo:ihteragtors. bRathér than,alldwing discord tobérisé, they

> ‘prefér to eliminate it long.before .it has a chance. to. occur. "Also,
Vgl they seem toragree that allowing antagonism to'breed'between,themgplves
and other key interactors will,inevitably lead to a deterjoration

of the work they do with young peoﬁie.

‘How the Subjects' Perggective§;HéveAChanged Regarding Aspects of

» ' Role Expectations . N
The following presentation is about the subjects' perspectives

"subsequent to theit havihg'faced-variousarole conflicts described
) . . 4 ’ .

In the case reports. As,@ill be -shown, these perspectives have
altered after each case of percelved confllct by the %UbJeCtS.

The result-has been that the qubjects re- evaluated the worth of

their involvement and recognized the form that involvement. would



.

take regarding aspects of their role. Whether notions of worth
were confirmed or denied in the minds of the subjects, one thing 1&

clear: some clarifichtion of role expectations Has been at least
{ - . . : . B

initiated. Three areas invoiving changé of perspective are

presented. 'The first involves the subjects' confidence to deal

with conflicting fole;expéctations‘infthe future. The second

1n001ves.the subjecps'~views rega;ding what constitutesvfair role

expectations for the future. This topic has tonimpothnt subtopics.
. One discusses what the subjects-now believé are fair’expectat}Ons

regarding what and how much they put-}ntq their teaching (role L

responsibilities). "The other discisses what-and how much is

realistic for them to expect to get.out of their teaching (roles
rewards). .The third area of perspective change is dependent on
discussions of the preceding points. It involves the>subjects'

dispositjon towards-role expectations, in general, and acts as &

conclusion to this .topic.,

Confidence to deal @i}h_ﬁggfllctlng_pole gggectatlogﬁ_ln the turure
All subjects reported with optimism that they felt confident in

o

their abilities to manage conflicting role oxpectat%@ns in the ¥

R . . . . :
future. All four reported expectfng fewer ‘conflicts, although they
“agreed that conflicts would continue to occur and would call.

for due attention. Their rétibnaﬁﬁdfpr'such‘optimism was their
past successes. All of them had faced and dea%;“with a-nhmber-of

role-related conflicts. They see themselves as survivors, proud -

<

. that their records stand as tried and true. They seem to agree that
the conflicts they remember can act as reasonable parameters of rol.
B o o o O
\

\




'should do and how much students were capable of doing. But. .

confldence was not earned in a state- of 1solat10n andhlndepénd

‘over. the vears. - They are: Increased

refers to an awarenéssxof‘the &eaching

sense of confu51on and lack of confldence regardlng what

,Rather, the subjects reported that durlng their f1rst years 1

%)
o
-

4

conflicts in the future. In the same way, t

Fl

reported ehdt the
\erteq1ef they have learned now stand as - as;s ofbéonfjdence
that they can continue so face fu ure iots{- The suhqoops
appeared relaeively certain that Aeast;fewﬁ new

Circumstances of conflict beyond §Ht ers will occur in

the’fdﬁure. The basis of such confiNence j iscussed under four

-subheadings next. These subheadings re§er tY arbas of awareness

b

Tncreased ‘socio-political aWaroness; Increased legal awareness;

and'lncreast’awareness of personal .conditions. -

e

"Pedagogical, awarenege"

oy
RN

ct itselr. chagdjng‘-
£ . M @
have learned is workable

4

confidenCe, it refers Fo what the SU)]ec

in th01r teachlng, This awareness is not

’ - A R ‘ o o : | -
Huch of 1t remalns tacit and intuitive, Nev Itheless, it contributes

powerfully towardsdthe.subjeobs' senSesof oonf eoce and ihne:
stfenéth when facing pedagogical confiicts.ﬁ

All subjects reported early fh their cafeers feel'ng'some
. S udeq%s

Ow'!

each subject reports more clarlty in thlS area of work This

partlcular, they c;psely observed other teachers. They often'
/f“\\‘_,{ o | : | . .

lways Cleamly articulated,

L
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¥

compared the- results of thege teachers with thesr own rosulrs.

1

Making such comparisons,.the subjec
‘formative impression on,. them regard
~

pedagogically workable.

‘ ' J
ts agreed, made & slrong

ing theif views of what was

-~

. 4
All subjects aqgreed that as time has passed, they have learned

a great deal about themselves and t
»
inwardly, observing their own teach

toward this self—khowl@dgé. They h

-

as well as their failures in teachi

heir teaching role. "Looking
ing efforts, has contributed
’ .

ave observed their successos

v

ng. Being able ﬁo note their

strengths, in particular, they agreed, has added‘considerably to

.their confidence in their teaching

«

abilities. Seeing their

strengths, they added, is an indication of self-approval. ‘ﬁprh€r,

because they have seen a substantial number of their teaching

strengths, they gointed out that accepting their weaknesses in this

i
i

area has been mage relatively easy.

that acceptance of their weaknesses

view of themselves as teachers, reminding them that they are not

| \
Further, they generally aare..

has provided them with a reag s

o

~

sverything in their students' lives and that there are realistic

~

- limitations to .the job of teaching.

The subjects indicated that sel

aspect of the confidence they feel

instance, Lux and Sarah reported th

x

IS

f-betterment is'an important

3
k!

about their teaching. For:

at they are continubusly trying

PO Improve as teachers. Similar indications were expressed by
il

Safeb and Margarét, although their
seems. geared for skills related mor

role,

interest in self-improvement

e outside of the direct teachinu

i

AN



All subjects agreed that it was once lnportant to receive she
direct approval "()f others regarding their teaching skills

dowever, they now agres that direct approval by other adults 1¢
. _ \

no longer as important as it Once was, pointing out that what they

do in the classroom is something other adults cannot gauge well.

-

Inztead, they. claim that positive student response to their »ffore:
remains as the one form of direct feedback that makes a marked

rapression on them regarding their confidence to teach woll,

Ironically, while the subjects of this study claim to no longer
need the approval of other .adult in%?raétorsg it appears that
abbroval continues to bngffered. They reported that they
reriodically receive. compliments about their teaching from other
aqglts. 'But, while they feel thesé compliments are not necessary,

they do appreciate themn, nevertheless.
, > .

Finally, all four subjects are parents. They all agreed +that

taving reared their own children has girven them invaluable insiane:

into the problems and concerns of thejr students. Knowing what

\

1ving is like, they fecl, has broadened theis
. .

contemporary famlly

sense of understdnding and has further extended Lheir sense of
\

confidence apout their pedagogical awareness.

»
\

he subjects of this study feel their confidence has

incp€ased regarding their ability to teach well. There are several

"easons for this confidence. First, they have been able to obserur

~

and compare their results with. the results other teachers have wi*h

students. Second, they have learned to tecognize and apprec1atc

th01r individual teaching strongths which allow them to see and

work on their weaknesses. Third, they obserVe the success of théjy



work -through their students. Fourth, despite feclinag it to e oo
1moortant how, they hayv received ahd continue to recej e apprmvé
Motherr teaching fyom other adults, ijth, they are paronts,
211 subjects agreed that parenting has added sjgnjfxcantly‘to Fiain
arvility to deal with students. Sgbsequeﬁtly the subjectsz feel
ratisfied about their ability td recognize cerﬂain realities abour
mublic school teaching and that their teaching skills aresadequat..
~0 the task. Because of'thjS, the subjects suggest, th@y.feel

optimistic that they will continue to deal well with future role
~ > 4 .

expectations,

Increased socio-political,awareness. "Social-political

zwareness" refers to the subjects’ zecognition'bf and knowledge

about the dynamics that occup_between themselves ‘and other

<

interactors, including their students. This area of awareness
o X .

will be discussed in two parts. The first part of this presentaﬁimn

13

discusses the subjects' awareness of the dynamics that occur

between themselves and their immediate adult interactors. The
second part discusses their awareness of a broader area of human
dynamicé. : . )

As has been shown, within the s;hool walls there are strong

3

‘orritorial divisions that discourage other adults from LMpOSIngG

&

on the teacher role. The subjects all spoke abeut this notion of

fervitoriality.  They claimed that they have learned about. and

. . ! -
abide by various implicit rules which guide them in their effarrs
Ler see that these bounds are not over-stepped by themselves or )
other interactors.  Following is a discnssion of some of the rulec

Cwhich were agenerally agreed upon by the ﬁanecrs.

«



The subjects state® that they, alone, are responsinle for

planning and leading the school experiences of their students.-

-

Bocause noother adult could guess the intentions of the classroors

teacher, they argued, there can he no other primary leader.

Therefore, no other adult has the right to intervens in class

N .

N

Attivities, making assumptions about what the students should e

‘doihg or redirecting them. With various levels of intensity, the
4 ' .
subjects agreed €Qat.interventlon Wwith ‘their students 1s an

imposition on their territory. Generally, they consider this tyno

. . + Y . ) .
<f intervention as an unacceptable action. However, thev also

L

vagreed thég when a teacher is not in the room, appeafs ailing, or
requests assisﬁanée, others are welcome to mmtervene at &hose
“imes. But jn'éuch cases would-be helpors\need o tread lightly
lest they iﬁgg;férp with that teache£'5 intentions.. t
. : o

Another teﬁritorial rule, generallyiagreed'on'by the subjects,
regards the "stealing" of program or instrucéion ideas by other
feachers. They felt that while displays are openly exhibited
5utside the dlassréom and the.classroom doors remain open for
Dassers—byrto~observé, it is not thé right of one teachef to uze

the same idea without'VPrbally giving cr-iit to the other teacher.

» . . .
It is a particularly serious offense, Mardaret and Sarah pointed

§ ,
cut, when these ideas are applied jncorrectly. Aas well, all
N\

o

subjects agreed that offering program or instruction ideas should
e done without being aqgressive or pressuring other teachers. .

They tended to agree that offering ideas was most appropriate when

'oth teachers could offer something to each other, as in a trade of



a5, Thern o ds an indication that the subjscts do net Tindul e

Tthoin negative talk about their students or, for that rat-er,

arout other adults. s Generally the subjects aareed that nNedgs jve

"ok about students 1. tnproductive ‘and can cven be des!yrucsive
ey

rogarding the qrowth and welfare of both students and teachers,

talking-down otudent o ac ronay

Dvrefare, Cho auljocte see "
practice,  Interestinaly, all subjects conceded thar s Teact o

4
need o complain about thoerr students reriodically as o a

.

. &
cathartic rolease of tension. i .

Related to the above point, the subjects explained thnat trep-

.
v

S a-t@he and place to talk about their teaching, For instanco,
iy do not use the staff}oom during general recess periods fo.
extended talk.about student concerns. The'staffroom, they all
‘agreed, is a place which offers teachers a break away from the
Intensity of the'classfémeW'Sé?IBEEWEYEendéd talk"éBéu}’déEéEEEN
s of their‘teaching, they said, shoulé be done in the office of
‘another staff member, in the staffroom during a spare period, in
their own clasroom before or,éften;schpol hours, or at general.
_staff'meetings.
Tﬁé subjects havé>learned that selective associations with

other staff membefs~is, for various reaséns, necessary. Tﬁis
-selectlvity is based on such considerations as: the grade lévéls
they teach, their philosophical views about” children and,teaéhinq,
the personél interests shareﬁ,éy othefs, and so on, Sarah was

the bnly subject who reported clbsq ties with the majority of her

vresent staff. However, she, too, had gone through long periods

1

'_:‘:



o Jsélation‘anduconcwdqd‘that she has learped chat clos: azsoo:e

with everyane she cncounters is.not always productive.

. . .
All subjects agreed thHat it is important to pursue other
,finperests outside of school. Outside interests, they explained,

L low them to break away consciously from schoal thoughts at

.

4timéé. A1l teachers aqreed that time spent at school requires

relatively intense immersion into the work;‘ Wasting time means

.

the four that home-time and school-time should be generally

.

+

rarated.  The former needs to be protected {ron “he latror, «nov

.

fnlt.\ 4 ’ S

. - R
All "sucjects agreed that time at school was a poor nmefasurc

a teacher's worth. - For instance, the teachers agreed that, whil~

. % principal might ask teachers to stay extra hours, he/she woula

b

"7ﬁ(_AVIV‘~‘AﬂjAU1Wliijlle,il[MjulﬂaEﬂiquUlCE_IJLit\JJliSVIJJQkaQﬁL~P§OdU€4}%¥ﬂ:~—~S
Margaret, and Sarah mentioned that- it -would be -easy-to - mislead
vrincipal regarding the amount of work they were doing. All
o 4 N
subjects reported haygng devised a set of rules involving time

PriofTtiks which guided them in their decisions as to when they

L e .
couldor $should conform to time exXpectations: of others.

4

All four subjects reported that it is impaftant to appear
to he teachers who contributed their fair share of the.g@neral

'ﬁzchodl workload. This area of concern involves staff and the

principal, in particular. All subjects intimated, in one form or

4

snother, that to be seen as not contributing their fair share woil :

]
fe harmful to their association with others on staff.

a

o

of

work has to go gome with them. There is a definite feeling arcr .-

foanr e

¥



In a4 simylar wayv, the subjects SPecs T wn L~ 2] AL

@putation which 1s nurtured and built up over tne years,  Thers

i

Wasoagreement ‘amondg them that to have Eheir roputation tarnisn-a
=onld present them with role difficulties 1n the futyre. Repu

15 an appearance of competency, according to the subjects. The

(D]
[
i

‘

ime interactors regarding reputation, they felt, are parents,

srincipals, and other teachers, 1n that order. al} subjects

reportug feeling sécure in retaining their Jphs Fecauce th

-

“heyohave reputalions as good reachers., One suLjyect, Margare:,

A1l

Voot

!
b

ﬂ@%klonéd “hat, while reputation is an appearance of competenc.,

v

. % .
SU15 not compotences 1 aelf ),
3

Thee seoond napecl L fhe SubJects’ inoreseod oo

N ‘ ‘ o , . .
political awareness tnvolves a broader area of #nyman dynarics,

includes such concepts as public opinion, socjeta) change, and

X3
1

_unvernnental decisions. Awareness of this area

does not 1nvolwe
. N

“he establishment of rules. Nevertheless, the sUbjects claimed

that 1t does provide them with an additional sense of cecuricy

and confidrnce.

v

Sarah 1s adamant that children ang their parents have changed

“

over the years.  Feeling that she sees a general trend toward,

materialism and amoralism confirms,

»

in her own ﬁind,‘that she has

clearer picture -of her teachéE\Tbie\ghii;these Other interactors.

Lux and Sarah, due to their seniority and preéumably‘the

grade levels they teach, have recognized that the organization in

which they work has become more flexible in facilitating vgrious
il ; ‘

societal changes than years before.

They feel satisfied and



s pregent] . 5000

srlatively eccure, knowine that the system
2

decisions which they find agreeable.  All four zubhjects reporrec

viewing the organization fol\ which they work as being somewhat
werevolent.  The feelings of alienation and powerlessness whie—
some of them felt before have diminished considerably®aver the
A
'Qs

Vears,

.Safeb and Margaret seemed less conscious of~social»changos

“hildren ‘and adults related to the organization of education.

But they were aware of the sensitive response of the system to

what they described as the tige-like or changing moods of the

public. Safeb has felt irritated over this extreme sensitivity
s

% o S :

> 2 public opinion. However, now he feels appeased becausze he r
N 4

found an outlet to speak out about changes which occur because of

‘his sensitivity. Margaret and Sarah are not as concerned as
Séfeb about being influential in a political sense. They botn

ied quite secure feeling that they have close ties with distant

YRS

Lowers.  Lux is different in this respect, maintaining an aloof

position and rationalizing that higher echelon figures involved
in the political scene are of little consequence to her 0or to what -

whe does in her classroom.

To close, the subjects reported that they have gained in

confidence over the years in their abilities to meet possible

future role conflicts. Thisg confidence has been gained, they

reported, because they have learned more about the social-political

A

realities that involve theirvjobs. Becoming aware of these

realities has helped thenm establish some rules to guide their

&



<

&

interactions on an 1mmediate level and has also helped them
formulate rather constructive optim{ftic outlooks toward education

“nd society 1n general.
EN

Increased legal awarencsS. "Legal awareness" 1nvolves

caformation about the organizational structure of public

vducation and knowledge of its function as determined bv rules of

npolicy and procedure., As well, such knowledge rxtends beyond tis-

wducational organizational system to include the laws of the land,

iargely represented by educatiéﬁéiﬁguthorltiegg ,‘*
N : . P . / ) x co
The teachers of the study arefaaware of a number of explicit

2 n

rules stated by thie provincial government ;-  the board, and the

<chool.  Such policies and procedures relate to: time at the

[} ’ ‘ . . .
~ahool, legal time expectations of teacheés~f0r before and after

¥ ,
“Cthool, linﬂ'of anthmrity, teachers admjnister}nq medicine,
Ceacher tf;nsfer, and docla;jng teachers surplu;.

Two of the subjects, in particular, showed a high level of
'understanding regarding legalities and their jobs. Safeh and
“argaret, fthe younger two subjects, were considerably more aware

: )
of detailed legal knoWledgevthan tﬁ%*iﬁjer two subjects.. Both

of these teachers agreed that the majority of their colleagues are

not aware enough of the legal area of public school education.

Thev suggested that, because of this lack of awareness, other

tecachers are often too timid, accepting unfair expectations

unnecessarily. These two subjects tended to cite regulations,

'

in detail, involving teacher role responsibilites: particularly

those regarding time on the job, special requests made of teachers

-



. [

“rishoare not norpally sxpectod, and Qeaeral corrctlon iner.ye
' =Y p
Y .
biudoand Sarah bork claimed to have a muen clearer §den of -
> : ?

iaal knowledge than rhey had earlier im thoyr careerc, Yt

r»fther of these two siubjects dwelt on legalistic terminoloagy, nev

cited specific rules of policy or procedure as had Safeb and

Margaret. However, they appeared to feel comfortable with gener\:

1Mpressions about their own legal well-being; rut they did no

thoose to pursue more detailed legal awareness.
4 ' :
‘Whether precisely ‘adhering to explicit ruleg or simply being

arnerally aware of such rules, all subjects agreed that legal

awareness 1s an important factor regarding the confidencevthey fee]

JIn their role negotiftions. As they have learned to regard thé
- .f \
( word of the law a§ the authority in matters between Seachers and
A\ ] - A . N N

therS, they have come to use this awareness to their advantage -
over the years. For this reason they expressed some optimism

.~ that, as far as they are concerned, they will continue Lo adeguat.,

. [
cope with role eXpectalions in the future. ‘
g . _ . %
Increased awarcness of personal conditions, ’Perscnuu

B o . .
conditions" refers to the subjects' awareness of their personal
¥
. . . 4‘
life situations, excluding direct involvement of the teaching act

ftself.’ While it might be argued that a persona. sense of

~omfidence is predetermined by personality Lype, the data provided

~vidence to show that berception of the past, as well as perception

’

of current situations, is important to how the subjects feel abour
thoir ability to face various future roles expectations. For.

. d .
oxamnple, all subjects rf@ognizod that their home situations ha3

¥
&

v be %n_order before they could teach well and enjoy ﬁﬁ%ir



V/A‘\ -
TG
, s
-
: -
"raching.  Lux and Sarah, for instance’, have the Support o f thego
» ) ~ - ™ “
¢
sbands.  As wel ) v they now have more velieved conditions reoson o,
® ) . ' °
child-rearing responsibhilities than I Tthe paet . Safebs wis. poe
-
Sohome Lo see e dumeat e dutres that fhe o ;M?T> T T A N SN AT
. . : L )

. } . M
foodeal with, Maraaret - ferling the lTeast secure in this farcs '
Peeaase hero fami ) v hits not-yet grown up, Still remains somewlt
. . :

: : . _ ,
onse over this situation but claims to hiave things in hand., 1
. .
. b v , »
A . . ‘
<11 cases, the subjects presently seem Lo have atiained a4 sense \\

. L - \f ey )

- ) N . .
~1 drecdom from anxioety regard:ng home responsibilites,

Financial securiry plays f,large part in the Subjects' feslip.a.

ry

with future role expectat ions. Safet,

s &
of confidence to deal

1o oparticular, sees hin financial position as being vital to nis
: 4 o}

~ bid

wnse of confidence. s financial jndvpendence, he claims,

s

‘rees him from feelinghe ymust comply with unfair expectations by .
“hoge iq¢positions of autbo;!ry; The others are not ag fortunate
=0 be freé\of financi@]'burdens. However, they are not nearly as
xnnsit?ve.to this i%sue as he is. Sa}ah and Lux are rather
philosophical about finance, suggesting that financial security
15 always available to those who care to t@aéh well, Therefore,
\ ) . : .
Thoy feel Confidhnh and rwlatjvpyy free from the throas of
1nsuffjci@ncy. Margaret senses some burden regarding financezs.
fowever, her paychegue is a joint contribupion along with her
husband's.  Thus the weight of meeting tle financial
f@spoﬁs;bilit}es is' not hers alone. Furtner, because ¢rf her
nuzband's position, any threat thch Margare§'felt about the actuga;-
Socurityﬁof her job is no longer in question, as i o

brotected.



neorecognizes the importance of npew horizons and has nurtured 7

Finally, future role orientatioh plays an ‘important vart in
8 N

“he subjects' feelings of confidence. all consider their'futures

0 . . N
"0 be reasongbly bright; with few constrainte an. uncomfortable
, . . X
b . : §i°
“ies.. This 18 particularly true of Safeb =i Saran.  s&feb..
Y

’ *
)

anticipates antering the field of politics s on and hopes ™o retire

. / -, o ‘ . ‘ .
within the next ten Lo fifteen years. while he onjoys his teacihins,
4 . L

i Y : - n : ;
fhose horizons for Some Uime. sarsh, o the other Mand, fntoercio
! .

- -

. . ! L3 - ~
Teostay In teaching and feels che has been equally farsighted Tn
cee1ing to her own future. She& claims sHe,cannot, nor ever could, -
see herself in another role. - The prospects of continuing to work

»

with yodﬁg/éhildren are exciting to her.” Lux and Margaret aro

Swore reserved about their future role involvement. vet both,

report that they are,satisfied with future prospects. While Lus
= & { . .

feels she would have liked to become involvediwith a Waldorf

1
v

vSChOOl, she suggests she is happy enough, ‘because of her age and
. ~ 4

&

other circumstances, to maintain her present position. This is not

a sign of complacency. Rather, she points out, itlgs an acceptance

of the realities before her. Margaret's future is less clear.
. L :

Vg
AFY .

\

She seems not to have reflected Sso. much on the fu?ure, in genefal.

But she is’yéunger than' the other subjects. However, she does

’

anticipate anotlier leave situation which will allow her a temnorary
3 .

\

hredk from her opresently hectic -pace. 1If this leave should cone

°

to be, she will return later thlthe classroom.

The subjocts have reported'three areas which contribute

. N .
significantly to their confidence to face possible future role

/!"«
#
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-mentioned by the subjects was that students respected them as

- mnowledgeable people bocause the students were new to the subiect

’ ) 480

expectations. They are: adequate home support, financial securitv,

and future role poééjbilities. Cenerally, the subjects are optimigtic

- - : . .
abd@$ their futures and, they tlaim, are equally optimistic - e
that they will continue to deal with various role expectations in A
. AN ”
the future. Gy
N . et .
Abjlity,to delincate fair role expectations ‘
R (&) .
aQ
All four subjects reported having Increased awareness regarding
rewards dvailable to them through their teaching as well as - »
. . * “ . a .
. .f R N PN
responsibilities that seemed fo be reasonable expectations of them. .
: 2 - : V Y
A discussion of these two areas follows. ’ K
Increased awareness of possible role rewards. V"Rolé"/
N ! ’ . . Y . L I
rewards". refers to the .subjects' perspectijve regarding aspegts of
what and how much.they feel they can realistically expect'f}om thetr o0 L
redaching. : - L
All four sUbjects claimed that they are now more adept at
attaining rewards from their teaching than in previous yearg. - This:
adeptness has involved learning to clearly delineate what rewards
are realistiéally possible and which are noy . 'Delineating their
‘ g , v v . . R
rewards, the subjects Suggesti/has intensified their interest in
. . [y * L ]

some rewards and de-emphaéiZeG,others. o
An'important reward that all four subjects spoke of derived
from their integaction with students. While it appeared that the

intensity-of this feeling varied among the four, all subjects

agreed that children were enjovable to work with. - One point

Areas being taught. Further, the subjects reported, their student:



v

were pelatively unthreatening, n@king I1fe in the classroon
relatively comfortable for the subjects. Also, because students
v : - } '
are so 1nexperienced in life, the subjects claim that observing
F . )
and 1nfluencing students offers the subjects some exciting and
memorable moments. They all agreed that they have come to see
\ | : .
‘this reward as a more Prevalent one tham years before.
. i .
Further, because of their increased ability to recognize
"hese special momontw, the subjects aqreod that they are better
able to savour them, as well. Lastly, the returns that the Stibgeocs s
vl this study hope for are npot onl;‘{or such apecial moments alone
Such moments are too few and too far between, they repoerted.

Pather, théir erpectation is that studentsg wWill ctrive toward thes:

moments as well., Striving, on'the part of stLgents, is one of the

. . :
g
greatest possible rewards for the subjects. Thus, when student:

gtrive to meet the ‘expectations of the teacher, the teacher's
motive - to serve the students 1s reciprocated.

While rewards regarding student interactions have become

”
\

clarified; this shoyld not 1mply that these rewards have evolved
rntlrely due to the efforts of the subjects Thé abilities and
the willingness of students have playéd S vjtal role in this
clarification, as well. When students did not respond as hoped,

tﬁe subjects had .to look again at theirgMWIGXpeCtationS.

Margaret, in particular, remembers having to make drastic alteration
t;) what sk‘we‘considered were rigid expectations. The others agrou,
as well, that the r@@ards they see as attainahle throuqh'their
wwfk.with children has roPrGL@ntod more of a éomproﬁiSo between

2

themselves and their Students {?anﬁmerely individually~determined.

z L
z o

' i \ e _\ B
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None of the four subjects claims money was a primary reason
for their teaching.  Sarah and Safeb were both extremely forceful
In refuting {hat money to them Had any importance at all as far
as tﬁeir tcachinngaa conce;nod. Sarah explained that this was‘
beceﬁée she could have pursued another career if sheAhad hoped to
'getyrich. Safeb, equally as adamant, explained that he Qas
1ndependently wealthy. So, for two different reasons, these two
subjects feel money rlays a minor part regarding prime benef{ts
gained from their teaching. .

While none of the teachers emphasized money in their talk,
Lux was partﬁcula;ly gratefungor her wages. She had never
r%ceived‘wagés until she was ih her early fifties. Sarah
“Xpressed the same Sense of gratitude. Margaret, Safeb, and Luy
have always had their dol]ars'earmarked for spendyng. Lux, being
the main breadwinner of the family, was the only one of the four
subjects that seemed to have to teach, or work, for that matter.
Nevertheless, éll subjects agreed that, while their fqture
paychejues are budgetted for a variety of expenditures, financi5l
romﬁneration for services rendéreé has become a less significant

-
. T .
reward for them aver time. Finally,»all subjects felt that they

Are worth the money paid to tHem for their teaching effprts.

ALl subjects agreed that, despite earlier difficulties in
meeting home and school responsibilities at the same‘ time, the rwo
roles ave actually quite cémplomentary. Given that time has t-

b treafed in a disciplined fashion, the subjocts reported that

family and community interests can be pursued without a1 lot of



\ N
bressuare from teaching. All subjects inQicated{that thev are nyahs
active in such actjv1t;§s during evenings and. weekends. Barlier
tnotheir careers, it has beeﬁ shown, this was not possible, o
“Urther, tho-subjocts agreed that the outlook for future personal
development was good: Safeb bocause of an option to retire egy)-

to politics; Sarah and Lux who wish to continue on as ‘they have

il Margaret because of the Possibility of a leave of absence and

LN

the option to return to teaching.

Interaction with other adults has proven to be, while 3 rochky
road at time&, a source of rewards to the sgbjetts as.well. Fro-
1nstance, they look to their immediate beers for social and
vrofessional interaction,. Safeb and gérah eé%h look t& *neir

veers for sympathy and understanding. All four Cconcur that thos

[

ay : .
twbe their peers look on them 48 good, verhapsa cxcellont, teacrars

whno contribute not only to ‘students but to the general well-beins

Df the schood.  The subjects also look to parents and various

N

administrators to show respect and confiderice for the sUbjmcto!
abilities_in various ways bbfitting their stations, . But, as has

been shown, such rewards are not possible without making adjustmen- o,

Social and professiona! interaction with peers 1s rewarding some--

times, but not always. imllarly, face-to-face encounters with

v v

parents and administrators can also be rewarding, but ‘only to a
point., Therefore, in subtle ways the subjects distance themselvesg

from adult interactors. They do this to protect the rewards ,
available from interactions with other adults without diminishing

their appreciation for such interactions.

The subjects have definegd the rewards they see as being important



o then and as beiﬁq realrstically attalnabln._ Thov agroed
'Hat/th@y arvibotgbr~ahle tO ncw th05§ rewards than years befm;w.
IThis ability has been gained thrdugﬂiaQJustinq and clérxfyinq
thelr views about such rewards ovér tiﬁb. In the exambles aitven
1t has been suggested that this clarification was made possible
‘ C "
Sy eliminating unattainable goals as well as seei?g\teljﬁtale
signs that would endanger the aitainment_of the rewards hoped for.
whether the reward 1s freedom of time, reciprocated efforts by
. .
students, money, prestige, assoclation with others, persgpal
Lcttermept, or general enjoyment, the subjects agreed that each
has ite price to pay. The payment of this brice, they claimed,
has also been clarifiéd, making it relatjvély clear wjiéh rewardé
are worth pursuing and what the chances afe of attainfng such v
rewards. "Finally, all subjects reported feeling confident that
they will cqptinue to attailn rhﬂ/r@wards they feel are important
ro them i the future.
§ increased awareness of reasonable role responsibilities.

reasonable role responsibilitiés refers to the subjects' perspectives
regarding aspects of what and how much they feel is realistic to
put into thesr teaching., |

The subjects fee]l they have progressed considerably toward mor-
c}early_deliﬁeating their role responsibilities, subsequent to
having'experi@ﬁced conflicting expectations of their ‘role and havinea
increased their awareness about aspects of role expectations, '
wspocially‘regarding possible role rewards and their worth.

:“ . .
.All four subjects agreed that they have ®liminated role vagueness

that once plagued them earlier in their careers.

e 2



The process by which these teachers have Clarified «lej
responsihilities reflects an interaction between two parties and
' “\
1ives evidence that compromise continues to be the major shapinu
rorce as far as role expectations are concerned.  An exanple of
this 1s given. All four subjects claim they now have a deeper
ense of responsibility in their work with their students than in

'n@_pastﬁ Jﬁime has shown them that they do, indeed, affect the

uobringing Qf their studenté, and that this influ¢nco 15 not small.
Yorothis roaégn, the effect of their roles j; tak@n>more seriotsly.
'
However, their sense of responsibility has its limits. All
. . | _ L |
fuhissts have suggested that there ;S’a time when their consciences
can be absolved of further responSibil;ty. This abso%ution is '
whoﬁ;’aftor‘due effart, a student or even the student's parents
ﬁo not respond to the subjects' efforts. The subjects have secen
this probiomwand, while such occurrenéos ar? 1golated, they do
demonstrate that the subjects will noﬁ‘accépt the totai responéihilr;y
for thelr studénts' welfare. The reason is because this
responsibility, as they see it, cannot he vnhiroly,ono~sjded.v
.ﬂccordinq tg the subjects, they cah push students and prod then
bt inevitably a. positive response must. he returned, Forgﬁhe subyic s
frel that Lt 1s not possible to be responsiblc totally for another
human being. Therefore, all four_sdbjerfs Havo come to see this
very imporlant aspoct-ofbrole responsibility as requiring a good
elffort, but an efforl that will Qo only so far. Without reciprocarion,
they maintain, further effort is useless and not worth the rewarde

'

avallable. . #

3
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Similar acts of compromise are observable with 1 he suhiect .,

such as being responsihle for nUtting 1n enough time bhut not tc¢o

wuch, offering assistance to other teachdrs but not too much,

avtending in-service workshops but not too many, and sc on.  The

'

rossibilitiestare endless.  But the responsibilities thovwcelves
“re o not.  This 1s because the subjects seem to have found at the ?
present time a relatively satisfactory pdsition hetween the

wxpectations of them$elves and other rolc¢ interactors.

Conclysion: A refined disposition_fgﬁg£g’ggle exXxpectations

The four subjects feel that they now enjoy, more than ever
tefore, a position of strength and stability regarding role conflict
management. The amount of influence they feel they have on their

roles is generally to their satisfaction. The subjects spoke of

their acceptance of personal, pédagogical, legal, social,” and

\,

politicél forces that influéﬁ&e thé%. But they recognize tha;' °
they.haQe pgwer to give shape to those forces thét influence~the@,
as well.  Accepting such a givé~andrtake principle has brought
them also te'accepting that-harmonyfand balance are necessary
dynamics as far as role expectations are concerned. Without
e .
harmony, they feel assured, conflict.is moro apt to re-emerge oncs
Sgain. Therefore, while the subj¢cts reported leafning to
‘represent their own positions as téachers,xthey’also have.
‘recognized the importance'of~revaining flexible toward the expectations
~of otbers, in order to maintaiqfand preserve such harmony. Th@fr
seemingly tolerant dispositioné are a reflection of a refinement

¥

apout their various role expe#tations. This refinement is seen
/

f

‘ . 4 /
1n the subjects! contlnuous/tqncprns, and thus efforts, to formula-~

i



satisfactory compromises between the various Important expectatior -

which they perceive of themselves.

The subjects fee] they were once rather najve about role

>

expectations. But now they feel they have become more realistic.

m

his sense of .realism has derived largely from being sensitive to

™ Y

A variety of expectations and having to,balance those expectation. i

Ve

> - .
which do not seem to agree. It also seems to have derived from

the fact that the subjects have been left to determine this balan-.

by themselves, .

b

While it is true that the subjects' sense of increased realite

15 drawn largely from their increased awareness of various rol-
}

e¥pectations, it does not necessarily follow that they are sensitiv

{ «

"0 all expectations. As a matter of fact,. all subjects reporteq -

about a necessity to actually Suppress awareness levels in certain

¢
"

areas. "They have learned that a bursuit of certain expectation;
. o - | . '
N certain ways can be unproductive. More importantly, in such

cases pursuit of certain expectations can bring them pain ang
4 »

uinhappiness. Having felt this pain before, they now choose not
FO pursue those things as ardently as they agy have done before.

Examples of the subjccts'suppressing aspects of their sensitivity

toward role expectations involve:
L. the subjects setbting aside the notion of job promoticn,

«

remaining satisfied with their classroom involvemen® or pUrsing
L]

. . B N
plrations outside of the school entirely, rather than becomng

fiisappointed by rejection;

2. the subjects no longer being as sensitive about territoria)

1nterventjon'by othergs, accepting that such intervention will OCCi:

N
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Again, or al least dislancing themselves from others who might
intervene in such a way, rather than being hurt by unexpected

dnterventions; and
..

3. the subjects no longer expecting all students to strive

all of the time,  rather than being disappointed after having dorn.

all they could to plan and present activities to their students.

) , , , . ‘
¥ While the subjects clained ey are successful at suppressina

¥
thelr sensitivity, in some instances, no matter how hard they r,,

they admitted, negative feelings do arise pericdically and are
. :

not always easy to eoliminate. Further, while their immediate
. .
csemsations of hurt or disappointment have to be dealt with, they

reported that they are, at times, tempted to indulge in certain
secondary reactions which can also be uhproducnive in the long rur

I“xamples of secondary reactions are: Self~doubt, guilt, as well a-

¢

extended worry,'anger, brooding or regret, l | '
The first stép in dealing with such reactions, the subjects
feported,.is to accept that these feelings can appear, but then
reject tﬁém_WheQ they do. Thus, like the Condition; that set the
Stage of conflict -and the initial reactions thét preceded’them,

these negative reactiops also need to be suppr§ssed. These
senseless reactions, the subjects agreed, cannot be indulged in

wjthogy/éogtrol[ as they are unproductive and can actually do
: i ’

congiderable harm to the subjects themselves as well as to the

Autual appr901atlon the subjects and their key interactors may
/ k4

//' alrec ﬂ@ have for each other.

e /)

¢

- " For the most part, the subjects stated, their behaviour

-
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Loward others must be contained. buring instaanp ol felt hur:
oééénger, the temptations to blame or be cynical t0wé;d other
interactors.are reactions that need to be eliminated or, at least,
clgfely controlled. For thé most part, it éppears th#t sgéh
reactions are not part of the conflict maﬁagémenﬁ‘repertojre of
e four subjects.

Besides suppressing sensitivity toward unproduétive expectaﬂjuuc

by

nd toward unproductive primary and secondary reactions, the

subjects tend to t?y to holdbto productive goals, claiming thaﬁ/}”
Lave such an or;enta:ion provides them with greater success in’
4weeting.roie expectations in thg long run. The types of productive .
things they talkéd about were largefly future ériented. The SUEJ;F”F”
ﬁpoko about such things as:

1. 1looking toward further enjoyment in thoir‘teafhing;

2. fecling that {hcy were serving others well; and

D
. g
3. looking toward good things to come to them personally,

such as new stimulating ideas, new challenges for self—érowth,
and geherally a worthwhile future. -
The subjects seem sure that fhey have:the right approach to .
maintaining a‘successful course in satisfactorily handling their
roles and in meeting thé many égpectations that continué to be
held of them. The future is not free from obstructions, they
agreed. But accepting that such®is the casc Seé%s to add
)nner‘stfength and surety to the way they see their teaching.

Murther, the subjects' orientalion toward longterm productivity
t

o~

may offer them more than just the satisfaction af those who have R
survived. such an orientation seems to provide them wilh self-
» s

7
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;néygdzing elements that, in the long run, aszures then mch
%

\ opportunity for personal fulfillment through their teaching roic

‘\\‘ . N ) ‘
“ms-well as in their personal lives

[N

The Weighing Mechanism

This'discussion acts as a conclusion to the Chapter., It is.

neavily depoendent on the previous two discussions Which dealt
. , ™ R
with the recurring cycle of conflict management and the content

of that cycle. Attempts.are made at this point to describe the

w#21ghing mechanism tha' teachers develop in order to manage the
£l .

. f
- .
B

various expectations of their role to their own 3atisfaction an
. @,
. N f

well as to the perceived satisfaction of other stakeholders,
This weighing mechanism i« a.resulByof the subjects' experirp..-
v ot * '

invo;ving conflictjng‘rble expectations and the subjpgts' atte;pts

Lo manage those ﬁonflicting role expectations. While thils mechan sz

15 dependent 5q the concepts Qf the.conflict managemént cycle, it

cannot be descrifed in terms of one sinéle rovolutionnofveach of

the “various conf]ic%§§ycles experienced by the Fnbjécts. NQ:ther

Can any one stage of.any one cycle fully describe the weighing

méchanism, aithquh'awareness of each stage is important to

uUnderstanding it. Fur;her, whileldiscusﬁion of the complete / 5,
. «

repertoire of cogflict management strategies also adds to under-

“smanding this mechanism, it too is subgumeg by the latter.

Instead the mechanism should be seen asldepénding on a collection

nf learnings which occurred because of all roio‘conflict experiences,

Thus understanding the mechanism is dependent on the sum total of

all experienres of conflict and the attempts to marage conflictinn
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role GXpeétations.# .

The sophistication of the we@ghing mechénism 1s depondent Sp
the ability of teachers to look back in time, reviewing their
c¥periences which at onevtime were sparked into the cyclic actieon
mentioned., Qata of this'study have shown that such past experion.e
of the conflict management cycle‘are far from forgotten by the

subjects. They are a basis for future action. The mechanism is

dependent on the subjects’ disposition towards acting in the

future. Therefore, it is also dependent on the subject®™ use of

the past to adapt to present and future Situations. While memory

i . -

of the past may alter details of earlijer ¢cycles over time, such
~xperiences stand out as the basis of deci<ions related to the
came-area.  These carliecr experiences occurred due to heightencd

awareness which explains why they remain relatively clear presentl .
B . . 3

! .
7o the subjects these memories are consider®d to ‘be. the basis of ,

an expanded and refined view of reality. This expansion and

refinement has occurred at all stages of the conflict managament

(3\/Cle.v ) ) , .

Phe Mechanism at Bach Stage of the Conflict Manag egent Cycle
The weighing mechanism which teachers develop ff now discussed

! L4 . ]
in.terms of each/stage of the conflict management éycle.
: N
. ' : /
Awareness of conflicts L L
. T T . ‘.\ . ’/’/

The data have indicated that, as the subjects experienced

more conflict management, they felt they were able to put conflicts
into a satiéfactory perspective more easily than earlier in their
vareers. Experience has taught them what conflicts are probable,

. . . .
which ones are important enough to be concerned about, and which



PAes are unimportant.  Inp short, the subjects felt thew nag
- \\ ’ ! ) .

N

learned to be sensitive to some conflicts and not Others. Th:s

i )
selectivity is an sxample of-fhe‘wojghinq mechanism at work
- : . .

during the conflict perception étage of the cycle,

§e£ec§}ggm§£5$pqgges for action
, .

Another stage at which an expandeq and refiried view of reality
was indicated invaolved the subjects' decision as to how to deal
with perceived conflicts, Several areas are involved at this

. Tk
Stage. 'First, a more prteii_lij of interactors and theijr
relative importance to. the teachers' role is seen. Interactors
are seen as limited in number. Within thisg point it is clear
Lhat the interactors are seen as having a limjted number. of
vepectations.  That limit seems to be made clear Subsequent to’
' I4
their experiencing the cycle,
' ) . B ,-' "w" -
The second area 1involves the subjects perception of the

“wecific conditions which eXist between themselves and thelr ke

interactors each time. As the subjects gained experionces; thoir
Yl ew became expanded and fefjned in this area as well. ,THey

r¥3lized there were a‘limjted number of poss}ble conditions, most
of whichvtend‘to look the séme, or simila%, to other conditiohs
from the paét.. In recognizing this point ﬁhe subjects became
surer that they were aEle to weight ciearly the pros and cons of
those conditions‘of éonflict because @he} could betterranticipaté
them. . o ¢

Third, a clearer view of possible s;rétegies and the actions

the subjects are willing to use is realized over time. At this

2
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Come thoey weargh the Trportance cod the oxient SLothedr v a vem o

N pursuing a conflict. Thus, their choice of strategics to deny

vaoth o limiled number of conflicts 14 drawn from o pool of knewiciooe

ﬁ@d‘skﬁllﬁ which thev have learned from the past. This choice,
they have found, can be 5itber superimposed over or adapted to
et present role prﬁctation conflicts,
The subjects showed an int@résting tendency Lo choose actiors
of conflict management between the extremes of ébmp]ete OpPPOs LY 1o

'

o total compliance.

1

Rarely did they choose the extremes themselves,
In closer anafysis it was seen that the subjects tended to use

these extremes as paramcters to guide their selection of Strategies,

4
Further, while the subjects appeared to have more Strategies

avallable-to them between these extremes, they tended to be very

seléctive about which of these strategies they actually chosg
' »

to use.. The reason appoared to be related, once again, to the
pxint that there are o limited number of-importnﬁt‘interactons.
In realizing this, the subjects could sec that only a few strategios
wore possibie it they were to maintain o good rapport “with these.
interactors., Therefore, the worth of the strategies is measured
in Lérms of their effect on the field of support which the SubjCCES
teel 1s so importan{ o fﬁem. Often enough the attempt is to
Mt a hnppvy: medium between the ﬁ‘XpC’Ctﬂti](,’/‘HFi Lhe subjecte considia

P. .
Lo be important and the expectations the ‘subjects perceive key

interactors believe are lmportant.
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Awareness of the results of the action taken

g
4

] The subjects showed an expanded and refined ability to weligh
the worth of the action taken after it had occurred. Whether
catisfied or dissatisfied, thay showed a maturity in their use of

“he weighing mechanism at this stége, requiting less eXternal

v

gesurance to determine the success of their actions than they had

years before., They had developed more of an internal check-scale

cased on a self~developed set of principles which they had’

¢

>stablished over the years.
This refined ability to internalize the weighing of the resule.
, ' ' = N

! the action taken also has implicatione in a proactive sense

» » o Vf

Tho"éubjecté showed that~£hey had developed an ability to seemingly

foresee conflicts before they occurred, They were able to present

possible scenarios, and they could play-out these SCenarios to the

Point at which they conld see the possibility of conflict or not., i

“he same way,'stratégios coula be formulated in adyangﬁ, often :
eﬁqugh toleliminaté,uor at least reduce, conflicts hefore tbey
oceurred.*
plterad perspective °
After oxéeriencinq a number of role conflicts and subsequéntly
goilng thfqugﬁ’the cycle, it was shown that per;pective ébanges.

[
\_‘ ,/
This stage, too,

1s concerned with é weighing action. Howevgr,
%hé welghing is no l;ngem conflict oriented, aJthough perspective
chanée had occurred largely because‘of various Einds of past
conflicts. ﬁather, at thisrséage the worth of role e#péctations
1s considered. As well, this is the stage”af‘which fﬁé’sétisfacrory

r

balance hotuaaw J—
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Perspective itself can be the cause of conflict. Aftrer VOR

of development, perspective normally matures and stabilizes,

Change seops to e

but it will not, nor can it, remain still.,

i

catoof 1ts nature. As more cXperience is added, porspective, o

'
v !
Lo

of necessity, is allored. It 1s given further dimension Shrouan

oaccunulation of experiences upon which to bhase comparisons,

wdding further clarity to the parameters of role cxpectations.

Given that memory remains clear, this type of change conutinues

and represents further refinement of perspective regarding role

~xpectations.  So dormancy, at the perspective stage of the confl: -+

Jnanagement cycle, does not seem in any way likely. But it, like

"he other stages of the cycle, is dépendent on conflict perception,

When conflict is sensed, the cycle is initiated and, again, within

each stage of that cycle, the weighing mechanism Is'also sparked

into dction. - This mechanism is something experienced teachers haue

lerarned to use, allowing them to manage the various expectations

of their role to their own satisfaction as well as to the perccived
satisfaction ‘of other stakeholders.

A Wholistic View of the Mechanism

This discussion presents the weighing mechanisn, setting aside

ric stage previously described. Instead it approaches role

conflict management -wholistically, as the subjects would do, and

represents what seems to be a relatively sophisticated level of

perspective development., The result, once again, is a refinemen:

“oward role expectation and role conflict management. This time,



however, the refinement should be seen

more as an inrformal

weighing process which the individual comés to in specifically

addressing the reality of conflict, rather than simply as a
positional outcome of confljct which was discussed earljer.
Role conflicts ceen to appear between real

prople and the roa)
conditions

In which they exist. Bul for the mostopart, as the
sumjects have shown, role conflict seems to be less those things
and more an internal struggle. What they perceive as conflicting

now intensely they feel the conflict, and how successfully they

deal with the conflict is ultimately handled from within.

The internal turmoil felt appears to be largely a berception

a lack of hwnan satisfactions

(;f'

A lack of morey, a lack of

available promotion, a lack of excitement, a lack of time, or a
3 . B

tack of understanding or respect by others; cach of these seems

ne cause of great anguish to individuals. As these satisfactions

Soem unreaéhable, one can become worried, frustrated, and distrosasd,

over time, individuals seem to learn that a constant indulgence

Yot

In such feelings is usually a state of ‘mind. “
, At this point a rcalization can unfold suggesting that

‘ndividuals are independent of the cause and the

Seeming effect

of their turmoils. If they can see that s{tuations which Ca“sé THIREEEE At
ex1st within their own perceptions, then they may conclude that -
vither prolongation or dispensation of this

anxioty might also pe
feen as existing within their own perceptions Both are indewepdent
and outside of the individuals.

These difficulties have .only twen
prrceived and, as a re

5ult of perception, these individuals can

realize that they have let the difficulties become real.

Yet, over

NEAT
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A

ey as we bl dindividuals come to see that their percencions and

Low they Internalize those berceptions can

become self-destyucsjve
o S N .

% 1ndulging in extreme moods of brooding, sulking, or depression.

“rdardless of the apparent reality, they begin to recognize thar
Fuch a destructive tendency cannot continue. The answer, they
Lecognize, is to refute sheh a neqative view of reality, to

refute the apparent reality that ther:\js not wenough money,

’ &
p &

'

promotion, excitément, time, understanding, or TeSpect. With oy,
refutation, incii,vwiu(n.; Can sec o necess byt formulate 4 pew
reality.  Their heightened interest can foree rhoﬁlto look for &
(ulﬁer realization of what is around them 3o they.can tefine
wallable realities into what 1s no longer self-destructive,

Thus the reality is formulated around those things which qgie
them o a sense of growth, frhitfulness, and improvement. This new
reality is born out of necessity to preserve oneself, to eliminare

celf-doubt, worry, frustration, and anxiety. Whj]g such moonds

nay be inescapable as initial reactions to berceptions of conflictina
dsmands and expectations, they can bé dealt with by ‘accepting thair
dcgtructiVe potential, attempting tq‘suppress them, and, with any
luck, entirely eliminating themn. In this way the indiyiduals

“

may recognize their responsibility for their own fggme of mind

1 -

and their inner abilipies to control that frame of mind, taking
and accepting a fuller responsibility for balancing the varioys
cxpectations of their teaching role as well.

This concludes the discussion, comparing data from all subjects

in the study. The next chapter summarizes detajls about the overal]

)

srudy .



CHAPTER X

SUMHMARY, TMPLICATIONS, AND RECOMHENUATIONS

This chapter is presented in four parts. The first part is a
‘
summary of the study problem and the method used to investigate the
nroblem. The second paft is a summary of the research findings andi
conclusions. The third part is a brief -discussion about the
relationship of Ehe findings to earlier research. The fourth DA

digcusses implications of knowing about the findings of tihe Strdy,

Some recommendations aroe also offered along with the implicaticons.

Summary of the Study Probl em and Method of Investigation

.

It has suggested earlier in this thesis that teachers find i
necessary to be sensitive énd responsive to the expectations of
students as well as of certajh‘bthér key stakeholders. Buﬁ
expectations of these various parties do not always agree with eac
other, requiring teachers to pick and choose an appropriato wvay

i »i

ol responding to those cxpectations. A review of the literatuar-
rointed out that teéchers over time seem to_develop a relatively
sophisticated weighing méchanisﬁ which permitg them to manage
varlous expectations of their role to their own»satisfachioﬁ as
will asxpo the perceived satisfaction of other stakeholders,

r

barther review of relaled literature suggested that thi¢ mechanisr

b3 orelated to a conflict management cycle and that such a cycle

Amight assist in explaining the mechanisim. The objectives of the

e

crudy were to trace the mechanism's development, describe its
! A

3 . .
-tructure and function, and discuss the effect that its developmon



Las on teachers,

The best way to address such objectives, it was .found, was *o
neet with four GXPG}jDHCPd t@aehers, intefviowinq tﬁom in five
Sonarate and'relativmly lengthy sessions. Al) interviews wore
done individually, as it was considered Important to allow all
subjects to present their perspectives without facing direct

influence by other subjects. Because this method was based on

retrospective accounts, the interim periods between interviews

o

were kept roiatively long, allowing the subjects to bgtter recount
memories related to the topic. The interim periods also allcowed
“ne researcher to record his interpretations of what the éubj@cts
iad reported.  These intmrprmyations were then offered to the
‘iumjpcts in synopsis form as accuracy checks. In time the synenacs
were accompanied by mare formal profiles and 1ate; aé Case

reports.  The ffnal case reports were presented in Section 2. Ali
of tHe abovp~méntionedvinterpretatjons were pfesented Lo xhe
subjects for corréction or confirmation.

Because each case report was done in collaboration with the -
.r@searchef, the researcher's part in the findings had to pe accept g
as parEAof the study itself. This point may be' seen as a limitation
to the study. But, as was pointed out ia Chapterllv, interpretation
makes the researcher undeniébiy part of the data régardléss of the
research method used.

The importance of this investigation has been that the findings
can offer understanding about the teacher role in light of the
pressures teachers must handle. Because a number of stakeholders

have interests in the welfare of students, it is possible for them



w0 dwt;act trom, rather than add, SUPROIt Lo the wors wpar ey o
do.  Therefore, if it is important for them to have iﬁput 1nto “he
teacher role, thgy need to.understand whether teachers po}gejvo
this input és supporti&e or disruptive. As well; through this

sfudy 1t is possible that teachers can better understand the

conditions of role expectations in which they are involved themselves,

summary of the Conclusions

P

Foliowing are a number of statements which represené a summary
of Lhé conclusions of thjs study. These statements are arrahged
under topic headings which appeared in Chapter IV as an adaptation
L0 the study‘purposes stated in Chapter I. The topic headings wero
also presented in Chapter IX as a basis for comparing the data frnm
all subjects.

A Conflict Mapagement tycle

1. The data generally adhere to the conflict management cycle
sdggested in Chapter III. The cyclic patterA ocqurs'éach time :%e
subjects are involyed in maﬁaging conflicting expectations of trej:
role, ’

2. The cycle is dynamié; It continues until a Satjsféctory
solution s found, By the same token, it appears that it initiate;
“onsiderable chanage within the subjects.,

v “
3. While the cause, context, and intensity of ?erceived
. , /

i

conflict vary from time to time and from subject te subject, it

abpears that it is always conflict that heightens interest ang

initiates the cyclic action,
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Pow o the Subjects Percejve Conflicting Lxpectations Ouey Tyme
1. The cause of conflict seems to initially involve percejve:
Intervention or non-support by others, or self-overload by the
subjects. Secondary reactions which contribute to continued
\ . N
conflict often include feelings of abandonment . alienation, as ~

’

well as prolonged anger, brooding, or quilt,
2. All subjects reported a diminishment of intensities {e]t.
about perce;;ed conflicts and secondary reabtions_over time.
R ' , \ . . y
3. There was little t9 indicate that the overal} number of
conflicts has docrééSGd, howéVor. Rather, the subjects reported
thaé they are presently actiye ménaging Variops cpnflicging role
~xpectations. B .
q ) : -
4. The subjects learned over time that the number of key A
interaqfors 1s limited. Therefore, they concluded, the number of
role expoCtations.is limited also.
' 5. Key interactors included thé subjects themselves, their
.i?mediape familias, érudonts, parents, other toachmrs, PriﬂCiPAJS, ?
specialists,'as well as board and government officials. The
subjects de’not mention secretarial or custodial‘staff, nor was
there much offered about e}periencesawith Studént-teachers or
interns.
6. The subjects generally agreed that presently their greate%;
management efforts involve student expectations. Personal
:expectatioﬁs also rated highly, particularly for the younger two

1

subjects who still have children at home.



7. The Subjﬂﬁfx aqrugd that conflicting evpectations have a
tendency to recur, or recycle, periodjcally: Accepting +his
tendency, Lﬁey feel, has made them more ready to deal with cohfliChs
than in the. past. ? . .

How_the Subjects Perced ve: Their Attempts to Manage Conflicting.
pipectations of Their Roles Over Time "

1. The' subjects indjcgted that they have become much clearer
about strategies évai]able to them to'manage conflicting role
expectations than years earlier.

~

2. The preferred strategy when conflict is foreseeable is to

anticipate and éhus elimingte'the conflict. If the-conflict is

<

t ! o
unforeseeable, the subjects reported preferring to negotiate an
[ :
acceptable response between appropriate interactors.
-

3. In general, while”the subjects feel they have more strateégies
available to them than ever before, they Eend to be very seleétivo
about their choices of these strategies. For instance, they
rarfiy choose the extremes of Qpposi;iéniog cbmpliance. Further,
the compromiseistrateqjes that they do solecﬁ are primarily
wrighed in terms of their ability to foster the support of other
interactors.

How the Experiences of Role Conflict Management Have Affected th

Suielll b e &

Subjects

S T — >

1. The subjects reported that, with the passing of years, “hey

have become more confident that their conflict management actions

.
.

are adequate and fair. They reported needing progressively less

direct reassurance from other people regarding the evaluation of

R ¥
“helpoactions, o ' f
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2.‘ The subjects reported feeling confident 1n thofr abilities
‘o face conflicting role expectations in the future. A larqge
Dart 6f this confidence, they reported, is dug to the awareness
“they have dained over the years iﬁﬁphe areas of pedagogical,

lvqal, personal, and socro-political knowledge.

’

3. The subjects reported feeling they are now more realjetic
. . ' & -
470Ut the things they should be expected to do as teachers. Tric
increased sense of what is Frealistic, they reported, has been diono
‘v oan increased-awareness about role rewards and role vesponsiblly i o,
ih1s increased awareness, in turn, has been due to past experiences
ot role conflict and role conflict management .
4. The slbjects.roported that they have genrrally bhecope more

folerant toward other role interactors and more self-accepting abo .
"hrmselves over time. » N
]

A Weighing Mechanisn

1

1. The data prbvided evidence of a weighing mechanism whjch_;un

Jubjects have learned to use to balance various expectations of

their role,

2. The weighing mechanism can be explained in terms of the

enflict nanagement cycle. © Within ecach stage of the ayele evidoen -

ol weighing role expectations can be seen.

3. The weighing mechanism itself has been built on the succes cc
and failures of the past. While the total of these experiences

has grown, the mechanism has become relatively simple in its

9]

directive to manage role expectations. The number of conflicting

frpectations seems limited, as do the strategies to solve thern.

LN



oorvaluttaon of these strategies Is simply dons e LT

StEIItY Lo maintain support.  Such an evolution towards soleceivg:

-

and samplicity suggests that the subjects have hecome rather

“finad in their views about their roles in gereral.

4. The above refinement seems largely rooted in e Subjectn

acilities to internalize fhe conflict management cycle.' They hauv.

Jdearned to play-out conflict, often before conflict occurs,

-

#e1ghing the pros and cons of their involvement at each stage of

the cycle. At times the subjects may seen outwardly compliant and

passive.  This appearance can be misleading as the internalizing

7

Process 1s not recognized easily. Further, it does not explain .

+the subjects' longterm interest in maintaining harmony betwesp

'

interactors, Rather than criticize or blame themseluis or ob by
interactors, the subjects have taken on a positive and produc: e

rientation toward role ezpectation, attempting to fing longrerm

alfurance that ‘their conflicts will be minimized in the future.,
4 . N

Relatlonship to Earlier Research

In Charter IT a review of related literature suagested tha-

“

“3chers consider their role in terms .of benefits and 1n bormynf
pntorferences with those role bénefits. The Litcrature also

cuadested that, as a result of prolongation of an inability to

- ’

calance these things in terms of role expectations, teachers wil].

dmnerally tend to express less caring for the woik that they do.
' I

fevever, a emall body of research litarature suggested that a ]ogo

oraring 1s not necessarily what happens to teachers Cver b ame



sechobitereture amplies that teachers may Decone sy bled o

rotecting themselves, their teaching interests, as well ag tne

uniowledge has been oxtended beyvond the reviewod researcin literat .

¥

tontent of the Study

A

. v
intereste pf other stakeholders. s
) 4

N . .
hig stud,,

In further investigating the phenomenon through +

P

fore has been learned about the general perceptual development o

Vachers.  The range of areas which teachers are sensitive abeur
varrous stages of their careers has been made ¢learer. Also,

cimilar information has been presented regarding the +tvpes of

2

sy that teachers choose to select to balance conflicring

cHbectations. Finally, more information is now available about tr.

Svpes of pﬁpple that teachers become as a result of the work tha:

thev do. -

- Implications and Recommendations
S re 2T GlY RECYmmendations

———

This section 1s presented in two parts. The firs: discusses

irplicanidns and recommendations regarding the contens of the o

The secaond discusses implications and recommendations regardind

“he method of research. -

The nature of all:public positions of relatively high profils

1o that there are always various expectations from various Guarte

ceaching 1s such a position and requires a certain sensitivity Lo

Fuege various expectations. While role exXpectations of teachi-re

from various stakeholders often agree, sometimes they disagreée,

VYeachers are left to determine an acceptable balance among such’

[

~xpectations. This is an important aspect of role definition and

I3

u,

s



Sepresents an aspect that can often be uncomiorvanle Loy craon e

CWOVEr, determining this balance is both necessary aned rnozcias .
Lor them.

Mot ﬁ}! those who enter the teaching field SUJV@QS{Ul}V Mg
i ovarious expectations of their role, however. The rp@iew §¥

retated research literature gave evidence that some teachers 1nd

“heconflicts are too many and that they are ill-equipped to fare

"

“hese conflicts.  The result is that such Individuals will exoperion .

%

~¥tended emotional stress which will lead them to a loss of
; 7 ' . ' o
apbreciation for their position or to leave the field of teaching

“ntirely, The research literature also suggested that 1nexperisnce

tGacheii{may be particularly susceptible to job-related pressures

#hich could end in one ofvghe two resul&s just méntioned.

It also appears from this study that teacheré who -have worked
in the field for some time have learned to manage conflicfing rale
cxpectatioﬁs adequately well. They are Ehe survivors. - They hawve
proven that they are equipped to facé the role cohflicts that
reriodically emerge in their lives. But the skills thege toafhﬂYr
héve leérned do not appear ?O beVAttempts ﬁo desensitize themselve:
From others. Rathér, they reflect sensjtiviky toward the expectations
or Othefs along with a distinct sense of refinement  and sophiétiéation
“hich auides them toward managing the ‘role expectatiohs they

ich major conclusions- have implications for the field

nd research, leading the researcher to make
10ons to four different groups.  They are: teachers,
1ning institutions, educational administrators, and

evelopers.

50
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Recommendations to teachers

1. Teachers should realize and accept that, not oniy they, ho-
all teachers have to face role-related conflicts throuéhout their
. ' t
careers,  Teachers are in a service oriented field whore such
confjiqts seem to he.ovdemic.

2. Teachers should also know that, whﬁ,le 1th may be appropriat.
Lo try to eliminate role-related conflict, such oxperiénbes‘of
confl}ct can have a positive outcome in the iong run. These
“Eperiences contribute toward teacher development, adding to th«
“cachers' repertoire to deal with similar conflicts in the fgturn.

3. Teachers might do well to consider whavt potential condli:t;
are worth being concerned about. It seems ljkely, for instance,
that Eonflicts related toléomostic expectations and student

repectations will be areas which they will primarily need to attend

N

to, ' 4 {

4. Teachers should know that managing role expectations.is
made easier when they maintain support systems between themselv&s.
and other interactors. The main strategy that they Will need to
develop invelves learning to fing a sétisfactory comproﬁise bet@o@u
Phedr own eXxpectations and the expectations they perceive other
ceyorole intwragtors having of them.

5. As Loacgers endeavour to find a satisfactoyy balance of \K
role expectations they would do'WGiI to bear in mind that they
3hould consider their own personal development when considerinng
thoir students.  Suppressing self-development in order t@ allow

student growth is not logical. Eliminating the teacher-self from

teaching seems to be an act of sterilizing. Instead, teachers

.



o
“hould consider th@msé]yos}

to be growing and developing along w

helr students.  Such an attitude will likely enhance ernjoyment

nd longévity in the ficld by teachers,

Recommendations

to teacher education institutions

Too T may be amportant for leacher cducation institutions
Crias e Lo student ot enchers Fhat their chosen career involves
. :

nochoconf il managemer ! and, while they may develop some ekt

1«

Gomanagement within that institation, the majority must e

. ' . / - L ; . 4 -
cxperienced and refined individually in the field.

2. Teacher cducation institutions might do well to encourage

~flectlon on the part of their studentiteachers. This' exercise,

nostanding back to sce the effects of one's efforts, appears to
’ . . B
me contributive toward a

skillfully,

3. An Important aspect about self-reflection in role is that
teachers need: to recognize and accept their own teaching strengths
and weaknesses.  In a sense, they may create their own conflict by

critical self-sérutiny. But -such a r&Sk'seems necessary to build
confidence about one's ability to deal with future role conflicts.

Recommendations to school administrators

. School .administrators are in a unique role position where

thev have avthority over teachers at vhe same Lime as they are

cxpected to be a source of suppﬂrﬁ to them. Tt zeems largely

because of these two aspects of role that teachers view

administirator

1
itV

cand domineering commander. These perceptions scem to be related

3

q

teacher's ability to manage  role expectati o

ariety of ways ranging belween extremes of trusted compatriot

o

i

)

zuch

o

SR



largely to an individual's development in the organization and the

N

Specific dynamics which exist between the administrator and teacher .

While there 1s little administrators can do about the initial

impressions teachers have of them, administrators can influence

e

teacher perspective in a positive way over time. One importagnt-"

thing administrators might do is to impress on teachers that

2

authority and support are not necessarily juxtaposed concepts and

that authority does not necessarily undercut support. An Importan

way educational administrators can show this is through talk

shiey

iteelf. With regular dialogue hetween teachers and administrators

the act of disclosure is

-

enhanced. By teachers sharing their

hobes and plans with administrators a trust may be initciated if

“administrators prove worthy of that trust. Thig they do by providing

cvidence that they care and can assist teachers. In time teachers

will likely not only share their hopes and plans but their concern:

and their difficulties as well. This is an extreme trust, to shars

Wwith one of authority, and it would likely be closely monitored

by teachers. To show that authority and support can pe complementary

Instead of opposed means
in any way.

\

Y

administrators must not betray the trust

K

2. 'Beginning teachers are important to consider Separately

at this time. Such teachers will experience a number of new.

oy

expectations with_their new role. Because of thig in-all likelincos

they will experience difficulties dealing with some of (},cse

expécta}ions,‘ At the same time, administrators are not necessarily

500
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Cheoones beginning teachers will (1St (Urn L0 1oy auon aneo.
fooa mattor of fact, some beginning teachers, noving to be ge. o,
anocompetont an thelr new role, may be hesitant to disclose thei:

Sitticulties to anvone.  For these reasons administrators chougld

nok for tell-tale signs of struggles. 1In observing such strugals
simimistrarors might facilitate growth ﬁhrough the;e diffleufg

CLhes by dncouraging a partneluﬁip with the,bo@inner“andAany-
caveriencesd teacher at the samn grade leovel Or a vartnership wioo

snoether dnexperienced teacher whh may be going through zimilar

\

N\
cificultics at the same time,

3. prwrjenvoq twnchors presumably have conflict management
Strareqlies nore iﬁ_;jlsn‘w‘t,hggr Srw1jn11jn§1 tc%ichf;rs:. But thoy alen

O randge in the w@Way they viow admjnistratmr¥. I j§ porsiiad.
Cirrefore, that some coxverienced toachwré.for various reasons frov
Frelr past omay consider administrators not worthy of theiv mrust,
Surther, at this point in their careers it appeafs that théy‘hav;

A - .

Lhe abilivy to shut off administrators in some éfeas of profescional
tnteraction, actually using thejf conflic£‘mana99ment strategins
Lo distance themselves from administrators. In such cases it
appears i1t could be & Jong uphill climﬁ towards winning the trust
and appro&al of teachers. Once again; the nurturing pzocess‘is”ho_
lwés important than ir is with beginnjng'teachers. HOWeyer, 1t mé?
2 all the more necessary to display support in a diréct ﬁashion

Witp experienced teachers. One example might be to include such
v ' g

\

teachers in major administrative decisions. By doing this,

2

-&dministpafofs extend a gesture of -professional respect to teachor.s.



. . 1 N
Thors gestare T oan time, 1t hoped, wiil be e GG
S hdrantst ot o ~hould not mistake the necd o e tare

Poacher brast oag POQuUIrIng a fotygl e mauishment of antle gy ey,

Wather o example  adminastrators should provide tearhors wibn
A Q N

lear pictire of Lhe appropriateness of authority in terms of

1ernera l

Wiministrat ive dccisions in the school, as well as the
. . )

Cthe

more limited areas of administrative authority in areas of i

eachicr dowain which melude specifics of student Iinteractions as

well as certain interactions with barents. Making clear to

teachers the appropriateness of authority and theé necessary. limit -

of that anthOrity could be an important first step in assistin

administrators to construct a teacher support system in their. schootsn.

Recommendation Lo -theory develaopers
e RNy developers

“he theoretlical developmert of the weighing mechanisy i v

VU

Sheconcept of oa recurring cyele might offer different and

[P
. AT

chlightening perspective to others studying related arcas
!
sy " ) M ) : R .
crlated S might benefit particularly from the notion fhet
. »o

. ¥
mdividuals regulorly consider pertinent memories and, nsing

S

- ] N ) N ) ‘
s memortes, weigh ihe conscequences of theirs actions, attermpst o,

oo Toreses  and shape their future conditions. I other words o1

man belings use thisg weighing mechanism,‘trylng Lo rationally

P

elifoat harmony in their 1jves.
L. As this has been an explorative study, conflict management
Pheory mioht find a e Peoarer detinition of the limits of

Percelved

ot aet T hy Tooking at how individuals Wojgh Phe worth of condtjer-

[N

et }'1:1:. =

NN



ctations conflict as far as Individi, .
Thoer dedeptable conflicts? “What apre unaceen a1
. T
I:ﬁ

el b r‘lfqu“er"pelr;nnf*%cm“s could bg

actined ¢ rarding

1
HEST

1

dhrrdual e choose

Lo nse to manage conflicting

eXpoctations,
e acteptabile as {ar as Indrvddual s are
Tt sy

ConnCe v}
theriies

are anacceptable?

Using the notion of a ¥eighing mechanisnm,

role
to e oo ~ b
R S A S AT ST

by porsiiing greater basrer standine
. . ¢ . .
Anamics bhat aceny between sndividuals,  of particular

smportance might be focusing on

ndividuals as they

welgh the
fhelr oy involvement with oihers,

interactively defining
b omaceep!able pale behavior,

5 - - e -\ 4 31 -
15 accept amnr
[

What role behavior
mdividinaglg?

Bhiat behavior is unacceptable?  How much o) c-
‘hese behaviors worth tea individuals?

—~—
3. ¢

. Using the nofion of
\ v

A weighing mechanism, organization.

heory might find o cloaver explanation of dyniami s which oxist

botween snbogroups in an organization, Dower is ONE L Concapt
.

volving o

A

yrnamics hoetweon subgronps, that might he

ok BT
PirUaest

U might be considered by stud?ing how individualec

s within subgtoupi
wcggh the worth of various powers of influence. How do the meni.os
¢l subgroups perceive various power Soufées? How do thew perce iy
“helr own power

sources”?

How do they perceive the PoOwer: sourcrs ot
-~ -

sthers?  What sare the offects of_sgbgroup aw

areness of .power
infliences on organizational health?

managemen

anding abogs



o llsaing the notion of 4 welghing mechanism, change theory

it alec make gains, This seems to be imporiant in the area

I planned change when applied to assessing needs and to measuring

the Limits of acceptable Cchange. Do individuals recognize the

pocd for change?  What do individuals see as acceptable change? .~

Rt
\1\""
%

Shot dh andividunls see 45 Unacceptable change?  what chiange

Shold be it biatod by individualg? Shonld certain tvpes of

Change be omitiated by mdividualg occupying certain roles?
»

“othod of Research

The ¢l ilahorati veenethod of research used tor this study has

Fresented the regearchor with o number of advantages and some

Psadvantages.  These points will now be addressed 1n

Lerms nf

rnlrcalione: and recommendations.,

ol

First, this mcthod of Crosearoh

i Be ased s a tool 1o build trust between the subijects and

reecarcher, Tt ig g mﬁthod_in which the subjects recognize that

ey

hove arequal status with the researcher. Role barriers are ’

targely eliminated, with the result being that the researcher ang
subjects can speak at the same level. The following excerpt from
N ointerview with Safeb expresses this view.

- That goes into a part that I consider important in education,
and that's communicating, .and not just saying the things

that people want you to say, but being able to say tne

things that are in here, in your heart. Because all tne

time we get to be diplomats. - You say, "Well, he asked me
thaet. T should tell him this. No, I might hurt his
teelings. What I think he meant is ~-, " And you answer,

You know, you don't talk at the same level. What you do.

15 700 go either Up or down and you miss each other.  And
Pobank that daing something like this study, T think we'r

At Uhe same wave length., We could communicate. In other
worls, we.wore meeting head-on, exchanging ideas. And
that's what 1 think, not just téachers, but peopfe in life
genorally should be trying to do, to be able to handle
their problems and in everyday living,

“



Thus pursuing the study of humap perspective seems sphanced
“arough such an approach. Trﬁgt has been built because the subjects!
Jplnions.have been valued, not debated. This should be. 3 starting.
olnt fdr those endeavouring to undertake sucﬁ research,

This method of research can be ‘used to assist subjects to

~ . ’ .
focus their attentions on thejr role conflicts and the strategies

Phey have learned to use. But such heightened awareness is not
4

!Mvionly elfect. Talk itself can bring reliefl to the subjects.

2y the same token, subjects seem to onjoy,ﬁalking\about themselves,

heoralk centers around their views and their memorieg. Beina abl.

T eXpound about themselves to another adult was seen hy the
Pdects as oa lusury and one which they readily indulged in.

SArdgaret o following comment bears this out .

"Il was interesting talking about the conflicts and the
sorting out of one's life. And I've never found that
talking makes me anxious. 1 think it helps usually to
talk about things. 1 like talking.

While relief and enjoyment were considered by the subjects to

' effects of participating in the study, these feelings were not

always immediate. Some discomfort often accompanied the retrospection
required of the subjects. For instance, in the following exXample

Lux speaks of a painful memory which; she feels, had affected her

o

for-a number of years. Real longterm relief from anxiety, she
reports, was made possible through uncovering this memory.

This memory is very painful. Tt has been pushed into the .

background. Yet how many ways had that affected me and

my choices? All this time I have made no connection to it.

But. it had. So I think that we often do exactly that;

suppress bad memories. But these become blockages to our
wPersonal development. I think all the things that we've



s
M-

Been burying, for years and years will, at some Doint, ‘have
‘ fxﬁsnrfaco S0 that we can consciously deal with them andg
;> ) eliminate them. I think, Up to a certain point, all we do

15 sweep them under the carpet and hope they won't bother s,

[

The research method helpsﬂ\to identify and clarify certain pointx
for the subjects. an éxce;pt from an interview’thh Margaret is
tused to support this Claim:, She speaks about rewards froh working
with Chilareh, a point that had not been part of the-conversation
until the third ihtérview.

Maybe the rewards come more from the children themselves,
seeing the enlightenment on their faces or when the penny
finally drops and they realize that they really can read.
Or, that they can do what you've been asking them to do.

—~ The rewards areufrom the children rather than from the
other adults in the profession. Maybe it's just satisfactich
with yourself, knowing that you've done a good job. But

' I think if the kids are learning and happy and don't groan

.every time you suggest doing'Something -

The research method helps to confirm certain notions and raise

ivpreciation for this confirmation for the subjects. Sarah points

out that this Is done hy having to articulate her thoughts.

) You think you know basically how you feel about things.
But when you have to put them into words“you really have
to be very sure of yourself. "I think it's a dood piece of
research and I'd like to see it when it's all completed.

A short statement from Sarah; once_again,-shows'thaﬁ-the method
Caf fgséarch not ohiy allows confirmatiOn of .perspective but
promotes change by introducing new ideas.
- ,It's firmed ub things in my mind. Some things I've never
even thought about. '

Thus the research method used in this study has been instrumental

in changing the Subjects. It has offéred relief from conflict.

eN

Tharefore, while it has helped to focus attention on the subjects!



fun{}jct management strategies, 1t has become g Strategy in itself.
“he research method has also goipod-to clarify, confirm, Snd even
ilter the subjects! bPerspectives.

A criticism sf the research msthod might be that it has spoiled
"he o data, changing ;hé“subjects S0 shey are unrecoénizable. But
v reiterate from Chapter 1V, the réseapcher cannot become extracted
from the research nor can a study involving direct input by the
cubject g eliminate the possibility of Changlng the subjects
A suq;ng that these po;nts are true , then,. brings the researcher
Lo accept his 1nvolvemnnt and the 1nvolvement of the study with
the thlnklng of the Subjects. The researcher concludes that if any-
houpe of knowing‘;pwut pPeople's thoughts @xist; the best way 1s to
ask them, giving ‘them ﬁhe opportunity to ponder their situations}

10risting them when nmcw<sdry\w1th questlons and ather conversa*innal

tatalysts, Novertheloss, 1t must be recognized that the study does

X

WA

“ieed subjects along in:the djrecfion_in which they are already going,

Such an.effect needs to be noted in this and future research studies.

From the above discussion it follbws that the research method

' cwllabo;ation approach encourages input along what can normally be

a rigid hierarchial structuré. While both trust and thoughtful
’dialogue‘take time to foster, the outcomes can be extremely

productive, eliminating waste of money and manpower due to lack

of teacher involvement and»commiﬁment. For educational admlnlstrators,
areas where direct COllaboratlon with teachers coulgd prove useful

include: needs assessments defining job descripﬁions, professional



P

e lopment, curriculnm development and implem@ntatimn, And evoy
taffing.  The educational researcher can be assured that, tnrough

"his method of research, the subjects' responses are serjously

“onsidered and answered allowing him to better represent the aun oot

views than through more Superficial means such as Surveys. As well,

“his particular study leaves a number of vignettes which stand

ready to be tried forrtheir own ability to promote dialogue with

teachers, They'coulaxp;pyfde the stimulus necessary to add further
clarity to the inforﬁation offered in this Study.

Another criticism of the research method could involve sampling.
Taking those who are willing énd évailable as subjects does pose
“the problem of selecting four individuals who are g particular
type of person, However, it SEéuld'be pointed out that the study
does not burport to represent the over-all teaching population.

The four subjects are tééchers:‘ They have surv&véd a'number of
yoar; working in . the field. In g sense,_they could be seen as
representing experienced teachers. NevertgeleSS, proo} of
“epresentation of the fie;d has not been a brimary claim of this
study. Therefore, a’recommendation might pe made to extend this
study.to tegt the reliability of the parameters establiéhed herein.
This ﬁight be doﬁe by 1ncluding more or different subjects. "
Studies involving other Subﬁegts might involve novice teacheréi

b

Leachers who quit the field, uUnmarried teachers, teachers Withoue

rﬁildren, secondary school teachers,vseparate,school teachers,
private schaol teachers, Students, parents, or administrators.

A follow-up study of the original four supjects themselves might



&

prove useful.  Using another researcher at another time might also
offer further information about either role expectations or any
of.a number of topics possable to address through a study of
perspectives,  Further, while the topic of this Study has been
relatively broad, due to its~explératory nature, it might prove
useful now to provide more spe;ific focus to the phenomenon in
question. For jnstanéo, avmor@ precise description oflthe types
of Gonflicts that teachers experience at specific stagés of their
careers might be undertaken. As wéll, a similar study about the
serategies used at various stages might prove interesting and usef:].
A fair criticism ﬁhat can be made of the collaborative rgsearch
"method is that }t is a lengthy process. It.calls for a tiﬁe
commitment on the part of all those involved. Further, beéause of
: *‘he expldratory nature of this type of study, there is no blueprins
to guide the researcher. In order to remain faithful to both '

focusing and freeing interviews (described in Chapter IV), there is

no clear bogiﬁnjng point to the‘study. Even questions cannot bpe
rﬁliably‘formulated in advance of the interviews. By'the same
token, there is no clear end point to the'study. No final Conclus%on
Seems to émerge as.fér as Ehe subjects are concerned{ The subjects,
%as they are réported, already exist in the past, -3s they continﬁp‘
Lo prerience>life and change. ‘TheYefore, né éﬁe person is
_representéd by the information in such a,studyzﬁ Researcheré
en;eavouring to undertake this type of research should be aware of
some of these difficulties and frustrations whiéh they will face
«and- they should pe Willjng‘to invest the time and effort necessary

to undertake such a work., . -

518
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While this research method is indeed long and complex,.it is
ot without its own rewards to the researcher. Like the subjects,
the researcher has the opportunity for growth through his involvemsnt
In the research process., Hrs kpq@ledge and skills in interviewina
cachers and intorhreting their views has been cxtended as ‘a

h\@iarcher. By discussing problems with experienced teachers he

oS

15 learned a great deal about himself as a teacher. As well, :the

'

Tesearch cxperience has added a new dimension to the(rn searcher's
role as aﬁ educational administrator, assisting him to recognize
when and under what circumstances direct collaboration Wwith
teachers is useful and necessary.

Finally, this study is hotvclosedpas far as the researcher is

concerned. Through conversations, personal observations, and

readings the phenomenon where teachers weigh and balance role

expectations reappears in his iife dail ..,Thereforej the study
. Y

Jtself continues on in the mind of the researcher, offerlng him

\
further opportunity to confirm and alter his. own view of the

phenomenon's reality. ’ ' -

El
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APPENDIX 1:

RECRUI'IMENT LETTERS AND INFORMATION SHEET

Sample letter to Principals.

Al

The purpose of thls letter is to 10cate a senlor classrocr

»acher who will consent to partict oate in a research %tudy

The study 1 am hoping to conduct requ1re° a teacher of
ivrrcxlmately fifteen to twenty years experlence His/her involvement

wonld prlmarlly consist of five one-hour interviews. The topic of the

//oealc with a phenomenon which I call "teacher selective respon:e”

5 I mean that I ‘believe teachers devise a screening technique over
FBﬂ‘yoars which they use to determine what role expectations they will or

not deal with, Senlor teachers are partlcularly rich in what %hmy

can offer this ‘tople. I anticipate the findings of such a stuoy will
oT7er mach in terms of a better understandlng of role expectations and:

wolz conflict to those of us who hope to support teaoher% and the work

I

hey 10 with children,

Because this study is exploratory I have no Darameters to guide

wiocLiOn of my subject. Thus I am free to draw on any senior teanher

he weuld be w1111ng to participate.

Do you know of teachers who wouk e
“ilerested? If co,

I would appreciate their names and I will contact

then .
0 pursue the possibility of their involvement,

532



‘u’flclpatlnu in a resear

SRy

1

A

“nouldd he/she choose to take part, will flnd thl% a most r

tclpated. Irom this I.

As a teacher with ten years experlence myself, I am well.

aware
the buqy schedule which all teachers must keep.

The addltlona] pressure
ch study is something they may not Wanu

y in reviewing studies uglng such a collaborative 1nterv10w tech

~ropose, all subjects reported their extreme

satisfaction with having

sincerely feel that the person you nomlnot@

ewardlng
vience, ’

.Thank you for your consideration.
, o

Yours sincerely

Neil W. Garvie

Pnique -
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‘017“ primarily consist of Tive one

’LL\ \ll"l

N
RS

IS

Thea

[oh

woneffer this topie,

RIS
ERR R

“o'h o children,

© the busy

Creviewing
treerese, all subjects r
otivipated.  From:this I

ity vou will find this a most rew

rarticipating in a res

Sample Letter to Teachers

-

The purpose of *hi letter is to locate a senio» claqsronm
wr who will con%enf to partlclpate in a research study,

M r\

The study I am hoping to conduct requires a teacher of

ately fifteen to twenty years experience, " His/her involvement

-hour interviews, The topic of the
TR

vodeals with a phenomenon which I call "teacher selective response”

this I mean tnat I believe teachers dev1qe a screening technique over
y2ars which they use to determine what role ex

pectatlonq they will
w¥ill not deal with,

Senlor teachers are partlcularly r
I an+1c1pate the findings of such g

‘n terms of a better understanding of role expectation

ich in what they

study will offer

h S and role.

‘ilet to those of us who hope to support teachers and_the work they do

As a.teacher with ten years experience my

self, I am well awére
schedule which all teachers must keep.

The additional Drpq<1r
earch study is something you may not, want

studies using such a collaborative interview technlque as 1

eported their extreme satisfaction with having

sincerely feel that should you choose to take
ardlng experlence

Howeyer,

(@8]
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Thank you for reading this letter I do hope the studv

interests you and that you will consider part1c1pat1ng in it.

Yours sincerely

L Neil W, Garvie
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Letter to Teacher Regardihg Profile Sheet -

November 12th, 1982

Dear

L

I have enclosed a proflle sheet. Would you be kind
enough to fill it in and give it to me when we next meet
It will prov1de some, context to the perspectivg I am hoplng
w111 emerge in this study.

I'm very much looking forward to our flrst session
and will contacc you in a week or two to arrange a meeting
lee
Best regards

Neil W. Garvie
NWG/cvg ' ‘ o

enclosure 1 “

(1]

A

[



L, Name:

S Age: A

Y

“, ‘School::

PROFILE SHERT

ll,'

6.

Chosen Pseudonym:

2. Phone Number:

e

Phone Number:

7. Grade level: 8. Years Teaching Experience:
——— : —_—
S Grades, subjects Previously taught:
A\
[ . . ¢ i
Teacher Training:  (where, when, etc.)
N _ -

"1, Is there anything ¢lse about you which would be helpfyl

tha construciion of your profile?

i
o+
e
o
-+

in in
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APPENDIX 2: INTERVIEW CATALYSTS 22/10/83
MX.&ELEQ@HEEQQD_iQ Teacher Selective Response

I hegan my formal teaching career with a public board of
Toofion, Tt wie 102, And, there I was, already with what seemed Tike
e of exveriences with children (having been a Y.M.c. 4, counselor
ui‘iercL#r as well as a syports ang recreation promoter

for ten years
ot to this). T felt we ll-prepared.

I had a degree under each arm and

“elshtt atbitude Tor teaching (so I had been told by my universi ty

fructors), 1 saw my role of teacher as being a promoter and leadar,

sawomyself promoting a Way of life; a picture of the good 1ife

nysically sound , emotidnally vibrant and intellecfﬁa{}y actiye. In this
hored to serve my students best by example. I was oﬁé\whgif rersonal

crioyrofessional life would hold no duality,

I would lead my students to challenging,

satisfying, happy
Sohool experiences.

I would expect them in return, to be mindful, thought~
i, and respectful, But

wanted to be admired,

» iIn retrospect, I realige I wanted.more, I

As a teacher I had hoped to be seen by adults as

-well as students as the epitome of g complete pérson. I particuiarly

industrious, skilled, and

"echnically knowled%eable. Further, I hoped to be seen as 3 valuable

wrb might even be

wanted to be recognized as a éonscientious,

contributor to the school community and, rerhaps deep do

vomidered ag indispensable,

I hoped to run my own "show", 1 expected to discuss with others

more than anything to be the last word
‘wxgmmz Pedagogical act. This job of teacl

chronomy would not be compromised, .

[BEaER educationa] issues -hut wanted

ing was my job; My specialty. My

Along with these

aspired-for things there were the extrinsic
tewards as weld,

My monthly Paycheque seemeqd quite attractiye. The amount
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sas substantial compared to anything received to that point,” And probably
"ecause both my parents had been teachers I quite naturally took well to

rereiving a governmental wagei'seeing it as a security to my livelihood,
S

I was very aware of the hierarchical.executive chain in
~eneation. I think I had always seen my 1life and career as a series of
steps, I was a classic example of the young upward mobile "executive',
Toaching would not be my only work and I fully expected to receive my
Pt vewards for faithful toil in the fielq along this chain of comman: .
"f conrse, I further expected increased respect, influence, and autonomy

no this oceurred,

Over the years as I worked 1ong,‘hard and hopeful hours I
cmenvored to understand each area of teaching and management that seemed
"o contribute to the whole of this human "machine". I wanted to understand

2, I osuppose, T wanted to add to the notion of my indispensibility
hyobeing onelof a few to really know the full system, This yearning to
“now and to ératify myself led me into Fttempting to teach all subject
mreas, all grade levels, and later outside the classroon to professiona:
feve lopment and séhool administration. '

|
~ ¢

As time went on I was indeed glven chances to increase my
ianuence .+« Derhaps exténding'my autonomy. This was particularly so
‘n the area of movement education. - I was becoming known as one of the
2w people in the system who could provide other teachers with "real help"
in fneir work implementing & provincially mandateq physical education

cvrriculum,

The Departmen& of Education, in reacting to this edict, called
“nome to do some cufricu}um writing and to later provide in-service help
“reciiic to this dOCumenﬁ, For myself this period of time was both
Cexhilarating and Puzzling.  The exhilaration was-due to my being thyust
e a whole new realm oﬁ experiences at a different level of educatior,

e st the same time, regardless of My preparation for doing workshops ,
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~Tien encountered teachers who were less than enthusiastic about ry
“enn. 1 detected through these experiences that the well-intended
apport sent out to them was not always considered supportive at all,
A6 times 1t was seen by some as nething less than interfering. To others
Yt owas just another "downtown idea-that would soon pass". And, thankfully

toromy ego's sake others still accepted my advice enthusiastically.

I emerged, subsequently, from this experience asking quest:onz
Why did some teachers react so negatively‘at my very presence?
“hyoid some seenm passive, almost apathetic? Why did some seem to talw
1deas like duékn to water? wWhat effect did I have on their }T(%“F?EOH&L
coen?ooand, T ohad to then grudgingly ask the question: Would they hawa

‘2 dust oas well without my "help"?

In time I returned to a school situation as a part-time
lwssroom teacher and vice-principal. It was during this period that
=in saw this phenomenon of attempted influence on teachers' lives. o

.me it was as both instigator and recipient,

My new role allowed fbr a fuller scope of educational

exneriencef albeit in one school this time. As I was unclear on the
broad picture of school act1v1ty, and thought the principal and téachers'
Lo e as we]l I saw before me the chance to promote this type of under-

tanding.  This took the form of my requesting teachers to write-up theiy ™
nﬁv°onal ‘curriculum outline for the year, I felt 1t 1mportant that we 211
had a basic understanding of what dher teachers were doing with their
students. However, I was saddened to find that once again I had erred,
The reaction ranged from passivity to out-and-out hostility. Instead of
doing a service I was interfering. It seemed I had again been presumptuous

about teachers' thinking and thé way they saw their work at school,

But while I was busy'"operating on" teachers I found I was

bteceming the target of change and influence myself, For instance, the

1
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Thenlonal Development, Department was continuously drawing teachers

SRR T included), out of school t

"ot Superintendent's

O take various work shops, Secondly,
office'continuously inundated us

with suggested theres
v oohool activities (e.g.

» Remembrance Day, UNICEF, Thanksgiving, :

1on Week, Fire Safety Week, ete.) and publicly congratulating those
“he instigated "outstanding"

progrmas conforming to these,
0o attempted influence on the lives of teachers were curricy
cutside organizations who satur
Faniling "their" topic.

2a0h

e

A third example
lum committees
ated us with the latest tect

These often appeared to be i
other, vying for our attention,

v niques for

I competition with

And so I was beginning to see these presuma%ly well-meant

as a comment on my teaching ability,
Cowhat

1t my colleagues and myself were currently

crvices To me they operated irrespective
doing with children at aur
invate, although being quite 3

deficient and replaceable,

feheol,  They seemed to ins gnorant of nz,
“ur knowledge wasg

I was

becoming hypersensitive about anything that 1 might
as infringing on my rights to define m
responsibility T felt was

Thrtrne y role as 4 teacher, My

t& work with children and communicate

with
“rants and ironically influences Jike the one stated above were deterring
wther than supporting me in this, - '

3

My necessary reaction, it seemed
e,

y in order to DPreserve some
> of professional autonomy and self int

egrity, was to protect myself

fonome of these influences, Subsequently, I was

becoming an idea
the worth of suggestions for
They were an overloag to my system.
nore of a recluse,

“ereener”.  Regardless of
sripcsed them,
s

change I usually

I was becoming more

Within my school I would work CO-Operatively and

teachers and parents alike. But, beyond the school -
Ctunity my doors were slowly drawing closed,

enly with students,

I was seeing before me too much change, too much diversity of
SW_o0v interest groups, "‘and

too little self choice in regards to what
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WAy L200ming a growing awareness on My part about the various influences
#7 25 a teacher. I had become convinced that I was a very small un
~mportant cog in a huge unintelligible whee], And, although my role was
st precisely the same as ofher teachers T could sense there were some
cthaere who felt as I did. I had to wonder about them. To me teaching
ane becone a burden and I was spéndiﬁg Much time protecting myself from
‘is welght. Did I have company in this? Further, I had to wonder about
o2 who existed merrily along, showing.no outward turmoil about this
Thencmenon.  Why did they seem to exist in apparent harmony with their
fee]ings about themselves and their role with children? Why digd there

s2em to be such a broad realm of sensitivitieg?
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A Sketch of Two Teachers
——————_cachers

Tony

fony ‘is 34 vears of age and teaches grade 4 at Holqm
Pokum Elementary School.  Tony derives a good amount of
satisfaction from hisg teaching job. And, over the years, ‘
has developed a good amount of teaching expertise along with a
rather impressive file of lesson plans in each major subject
area. Tony is well-organized and 1s able to get alot of planning
done for the next day during work sessions where the students
work on individualized programs and where each has a set of
worksheets that he/she needs to complete before moving on to

-the néext unit, Tony is also a very busy individual outside of

Leaching. He enjoys playing for a local softhall team three
times per week and he and his family are active together with
such activities as boating,‘skiing, Y.M.C.A. work, track and
tield and church. Because of this it has become important
for Tony to hold himself to a fairly precise timeline at work.
He prefers to leave school promptly at 3:45 p.m. in order to
meet a variety of other commitments (recreation or otherwise).
Tony works hard as a teacher and feels it is hig

~right and 3 necessity to commit himself strictly to what

Additional experiences as well as additional help, should the
child have problems, lie with others (consul tants, parents, etc).

" Being aware of resource help in the community and with the 1pcal

“board Tony is prompt to refer students for appropriate help.

= . . E .

[92]
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Don
Don is 40 years of age and a teacher of grade 3 at
Piddily Okum Elementary School. Don derives a good amount of
satisfaction from his teaching job.” And, over the years, he
has come to believe that teaching is an interactive task that
is always changing. Therefore, upon having taught a certain
unit and/or subject to his students the course becomes outdated
and upon trying to reteach it again he finds he must totally
véorganize and replan the content because of various differences
in the situation and in the students each time. Because of this,
Don is forever signing up for in-service sessions at the local
teacher centre, collecting new resources at the school board
offices and talking endlessly at home with his wife abqut his
next day's activities etc. Because of his view of teaching Don
doesn't have much free time for himself and his family. 1In
order to facilitate hig continuously unfolding curriculum Don
Is often organizing field trips, arranging for parent helpers
and aides, driving kids to special activities; visiting homes
in order to better understand his students and so on. Don
takes a great deal of pride in being a generalist teacher.
Bocause of this he teaches all subject areas. Further, when a
© student experiences difficulty with reading, printing, speaking,
" behavior, ctc. he chooses to spend additional time with them '
and rarely 'refers them onto othets. :
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APPENDIX 3: SAMPLE OF INTERVIEW TRANSCRIPTTONS

ZAa D INTERVIEW WITH SARAH (excerpt P-P. 1-10)

Interviewer:

Sarah:
I,
3.
I,

(o
wJe

T,

26/11/82

, " Ok, You'd like me to: quickly: '
clue you in again uh,

Rieht. Revamp, Or re// re whatever the word is, '

“ Ok, We'll re: do it (laughing)

Re// re// re...
Fridays (laughing) re//re

Oh yee: Fridays

Ok, Uh first of all Just want to say that I have

not pot a letter to Mrs. White (principal) that 7
can recall, So it just a // I have a 1ittle form
letter to: let her know what we're doing, . e

You haven't?

T don't think I've given one to her, Although I've.
talked to her, Of this I will,

Ok, " Uh huh. >

- Uh ahem Secondly, The uh Mr.// Dr. Blower has:

the information about us: doing this." Dr, Blower
is in charge of these such and development downtown
with the Public Board of Education and so ...

lright. Alright. Ok, Uh huh,

That's that's being looked after., Thirdly, did you
get my: most recent letter with this form?
(referring to the profile sheet)

No

Oh shucks, Well itss// being held up somewhere,
I sent it about a week ago,

Really, No.

And its just an information uh gathering sheet
Asking//One important question uh on this sheet

is uh "What. pseudonym would you like to have?"
Becance when it comes to my writing this up: uh
rather than Your name// which won't even appear on
the tape ,,. |
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Uh huh, 0k,

- ’ | )
80 uh// Well its not important rﬂ%ht now I'11 uh
I'11 leave it that, It might it ight be kimd of
fun to think of something that is particularly

meaningful to you, So ok ..,

}

Uh and I can also leave: this with you (referring

to another copy of the profile sheet) just in case
that's held up, Now if I could Briefly: review?
This research Attempts: on one hand to recapture
situations; and examples; from the past, And
describing your view: Your perspective of things;
in the present (4) I am Most interested in trying
to gather together enough' information to constimet
Your perspective// Your view. Alot of research,
oddly enough up until now, tends to: come at it

from the other way around. Take a look at teachers:
atd write it up, Maybe talk Briefly: to teachers.
and write it up,. Uh Maybe serd a questionaire//

uh some kind of a form to get a Bit of a view of
what teachers might want to do, or PRefer doing,"

or how they think about their school work, or
whatever. Its .all somewhat superficial, And:
its My view that this research style: can be
extremély. informative, But: ahem I have to accept
that I am going to become part of: the uh the
research by sitting here and amd even just listening
because I'11 be''doing// the writing-up of it. ‘ApA
that you, as a human being// as we All: talk we
change. -Uh There's no point in time that will be
the last: word on our position// or our perspective,
So that together over four or five interviews: the
theory is that we will merge in understanding.your
view: a little bit more,

Ok. (knock at door). That's alright“(as someone

" apologies for intruding)

The reason for you in particular, I had mentioned
uh there is a point of uh being a senior teacher,

)

Uh huh,

Because you will have had experience ,,.

-Thank you for not saying senior citizen,

Oh: (1aughs) ‘ — A s

Yen
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1, Um,  But its my view that you: have had nmore

‘experience and that you are: willing amd able to
disclose it, Because of your position you// you're//
I said last time I'm not really looking for a

‘ ‘ SUCCEBSFUL teacher., But uh that's not entirely :

' true. Successful in the sense that you feel: sucressful,

I think that's obvious from what I see around here,
(referring to highly sophisticated classroom with
learning centres ete,) But that you: are secure,

- 5, Uh huH, '
i I, And that you are willing to join with me and look
: o back with me, Also looking today at ..,
02, S. In other words not (ahen) you're not trying to -
FABricate something to try to make it look good,
I, - Ya,
E 3, " There's no point in that,
- I. Ok, That's what I'm after, Ok, And that's that,
' Ahem, I'1l1 have the yellow pack in front of me ..,
ﬂ». 5. ya,
o 1. Jnust every onée in awhile to kind of: jot down an

idea or two ‘that you've been talking about that we

might return to., Do you remember the bunch of stuff
- that'1 gave you a long time ago (laughing because of

her expression that she has forgotten to review

the written material that was given her),

i, S. . If I'd// if had known it was today amd I woull have
. sat down at lunch and looked it over, I thought it
was next week,  And I thought "Well I've got another
week to kind of go through this again". (laughing)
So I haven't, So maybe you'd better recap.,. That's
the word we wanted, Recap, - ' '

o, I.° Recap, Ok, Well uh// because we did go through this
, a little bit before it uh// ,,. A

no, . S, . Ya. Just clue me in, ' ’ ‘ﬁ

41, I, ' Ok. Well there are two things in here (referring to
extra copies of material originally discussed during
the original meeting) that are very important, I
.think, This letter we can put aside because; uyh it



stands for itself, Qne: I have a an introdnetion:

to teacher selective response: which was My story:
To act as a bit of a CATalyst: to get you thinking

about this phehoménon._ Because éverything that 1

- deseribe isn't necessarily going to jive with your

experience., But I think the phenomenon: I call
"selective response™: will be ;: And this model I
think is important.

\

Oh right,

If you like, And if this kind of gets: some thingsvif

going for you maybe put that one aside (referring to
account of my experiences) uh at first and just
addresthhis‘ ' o

Ok (4s she'puruseS'my personal account)’

Or or would you like to take a few commerdts just to

kind of: snap through that? Which would be fine, ~
H X . . A

&

I think I can : remember read th ... (reviews one

Jpersonal account( (22) Hmmm, This is: the paragraph .

that stuck with me, (Referring to my account of
trying to help others am how some teachers rejected
my, ideas and others took .to them "like ducks to .
water"), Very Ums;: That's a;: That's a loaded - w

- paragraph. Agh: I don't know whether its:: Ok:

Why; i why was that uh/[ loaded? - o
Well because so: true to So many uh what we// we

have. term in this system what we call MASter teacherys,
Ok.  And there's a core of us, Amd 1// I'm just =
going to speak Very sionestly with you, Ok?

e

NS A

Uh huh, Please

Obviously we're coming at this
the same point of view, There g // 1 6n't know
how many there would be. Let'/ sayf there [Q pe:

151 guess, Ang WE. are we arg a
first of all believe in what e 2 g
We are doing is the right: ajppy @2 education, . .
amd: are willing to share wi{ 8€ we have -

with others// that's why' I waX willfng to share;

with you. Because: that's pal\t of our philosophy to//
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to its almost like a GOSpel., That 57 we can: allow
more people to see: that there is// that there i¢
nothing to fear in// in our // in the way we are

With children, That wé can we can get more Followers:
to this: core,

Uh huh, This group is not a formal group?

No:: Its kind of an under: cover group that// that's
been selected to work just// I mean its our OWN//

We we approached and its our OWN// Its whatever we
can do: to instill in other teachers or other educators
or other par// parents, Any body that's interested in
education, «ifWe can// if we can INfluence them, Ok
And we're just in the infancy of our// of our: being,
S0 at this point in time what we're doing is we're
encouraging teachers from other schools to come into
our classroom: and to watch us teach, to be with our
kids, Um We are// we are offering our services in
the way pf speaking at any any places and wants:
anybody to talk on: children, And we're all very
Just: drdinary people., But we do have one thing in
common: and that's our education, and to the VALUE
that uh// what we're doing is worthuhile and RIGHT.
And so: um:: this is ..,

Can you tell me uh// ok are you reaching? Does it
(reFerring to account of my experiences) seem 1ike a
NAIVE statement for instance? -

A, This// well this is/ this// No., No. Tt spens
Tike ar very// its very //it gets you right// Recause:-
this is this is the way it happens with with Exceptional
reople, EXCEPtional people I Think: its my own point
of view again, T think exceptional people: are a
threat to alot of people who are Not exceptional,

Who haven't: reach an exceptional level, They//
They// I'm not saying couldn't be but they haven't
BEcome: that, So if you are exceptional in any+hing
you're a threat, Right? And education is no
different, If you are an exceptional teacher you're

. such a threat, You're a threat even to parents

sometimes: Because you are// they're losing their
their um status maybe with the kids, Ck? So: this
"Why diq teachers react so negatively at my very
presence” OBviously it was the threat, the fear: the
insecurity of their own// not so much of their job
but of their own: of their own uh philosophy:: Do//
do you see what I'm saying?
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I sure do. "That's a new one, That's totally uh well

This is my idea: I've found with ciudent teachere
it// its amazing, If you get a gooi student tearhor
In vour room and its a mediocre teacher// and vou've
got an exceptional student teacher, I don't thinsw

if yon'd do any research on it I bet// baring// 1 vet
there: isn't an exception to this, That that atadant
teacher would Not get an exceptional student teacher
report, Because exceptionality is only seen: hy

.exceptional people, Do you see?

Uh huh,

So that the// the mediocre teacher that gets an
exceptional student teacher: is threatened, Right
now: they're threatened. “And they// in omier to
handle 1t// Again this is all my own idea, This//
they might not be: true, But: this is the way I
feel, 1In order to handle that: they cannot say that
this: gifted. person, this gifted teenager, this gifted
child almost in some casgs has More than what they
have. They've been teaching for 10 years, 12 years,
5 years, whatever years, If they were an exceptional
teacher they would just gobble that// they would just
// they would just: Suck that person in: and say
"give me more, Give me more, I want more of what
you've got, And here's some of what Ive got!"
So you see the share// its just like a magnet,
Exceptional people: in any field, I think, attract:
each other, And and people who aren't exceptional:
repel each other:: And I think that that// I think
this is// in one ¥ay or another an ordinary education//
a a good AVerage run of the mill teacher who's got
lot's going for her but who isn't that 3 percent::
who hasn't got that quality that's intrinsie, 1
suess is the the word, Its there, Yoy know, you
were born with i{t, yun you're// you// you've been
given a gift, I FEEL its a gift, And I feel it is//
%ts 1ike the gift of// I don't want to get religioys
ut ... , '

/

No, uh d//_don't: try to not be something that yoy
are because,,, , >

Ok.

-1 think we talked a LIttle bit about religion lac+

time,



Well see I// I'm very much aware of: of: God's presence
within me, I// I have been since I've been a kid,

And T always knew that I hai a special job to do.

And the job that, I have to do is TEach., And the
teaching that I do in// all revolves around that:

And I the// the// NEver think in terms of curriculnnm.
1//1//1 NEver even look at the curriculum: from year

to the next, I never do, No matter.what grade T

have, The curriculum is: immaterial. It will eet//

I know that it: will get covered, OKk? o

Uh huh, ' ,

The thing that// I STRIVE for is um: VALUES::;
Because that is my:: that to me is my job, Is to:
teach values. EVERything else is// Kid's learn from
themselves, You don't have to teach them anythirg,
But they Don't Learn Values: by themselves, That
has to be// they have to be exposed to it over and
over again in a thousand different situations,
Right? So: when you're teaching values all the roct
of that stuff takes care of // it// it// you *each
them math, You teach them reading, You teach thenm:

-Srience,  You teach All of these things, But the

basis for EVerything is: Values.

Could you say that: ahem: You uh// that-the information
that they could get through math and: social studies
and and several other subject areas is within their
gracp or within them already? And that values might

be a~ well, But that you add focus? Or you ald
direction: as a teacher? (3) )

I would say that um:: The chances // The chance of
value being within them: is.directly related to where
they've come from: and ami what they've been exposed
to. Where as sometimes Knowledge they can pick up:
um off t,v, They can pick up: coming down the
street, They can pick up: brushing with people:

uh in the// in the store, Knowledge is is all
around them, But VALues: I don't think is, I

think values are: are something that um really
focused in on early, Amd children now a.days don't
seem to: have that special um:: They don't seem to
have that coming from home, . Almost 80% of them,

More so than before?

Oh ya. Ya, Very much so than before.



You notice that with// th
Grade one,

Grade one, And you've no
one”?

Ch. Oh. its so apparent a
it makes the job of teach
Becanre: people who don't

work say "Well you have:

have hetter: equipment,
Yon have shorter hours,
know A1l these "You we g0
materials to work with,
The real thing that's bei
to to// to draw from., Be
say o a class of twenty

is is a grate two clase?

ticed that? Even in grade

nd ite so frightenine, and

ing; So much more: stren:ogs,

know anything about: onr
more A,V, material., You
You have more time off.-

Da da da da da da," Yeu

t all there, you know,
Tearhing should be a rnar:;.
ng taught is less ant lore,
cause at one time you rontd
or thiriy, or fourty kii-~.

"1 don't think that that is really the// the rieni

thing to do," Today out

of those fourty maybe thrity

of them/ twenty five of them maybe will have had un/
some// some push as far as right or wrong, Alot of .
them parents say "you make your own, dear, If you
want to do it, You do it, If you don't want to Ao
it, That's alright." And: it scares the HELL out, -
of me: when I see a grade one child saying to me:

"I won't do that because
There's no// there's no:

I don't want to do it,"
respect for for maybe a

person who has: more knowledge, You know?

You?

Me. Or: ANYbody,

That (ahem) // I would have to ,assume that what you

- are saying is that parents have changed too? (4)

Ya, They've changed// Th
many ways, Not only in t

ey've changed um:: in so
erms of Having more//

there seems to be more material things around, Even

in our// in our inner cit

. more, " ¥hen I had the inn

came to school with zip 1
lunches, aAmg uh fancy Wa
And uh 8ood clothes, And
Not well off, So: even ¢
the poor were say ten to

SAd thing is say TWenty y
had// And +ich people alp
Their VAlues were better,

Y schools really, They have ,

er city kids: the kids still

ock bags, you know, for

yne Gretzky un lunch boxes’,
really: these kids were

he poor are better off thap

fifteen years ago, But the

ears ago poor people still .

ne// too// had good values,
And EVerybody came from

the same: point of view almost, Like from your home
and my home, A1l of: us basically: didn's want our

/

(
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kids to lie, didn't want our kids to cheat, Do

you know what our kids are learning today?:: CHeat!
And Lie, if you can get away with it, And that's//
that is a TRuth, ‘

Depending on the situation the situation defines
whether you chgat or lie or Not 1ie? o :

That's right, Get on the bus ami tell them you're
five, Don't tell them”you're seven, You'll have to
pay for it, ‘ v

Uh huh. Does that come frbm uh: trying to work with
Or against a system that's bigger*than you? Otherwize
1t will get you? Ixike the ‘bus system or,,,

Yes. I dunno know. I don't know what it comes from,
I just know: that its there:: And it scares me;
becanse: truth is truth: and right is right,

Can you// you five me an example of "+truth ir trith?
and right is right" then? Obviously it would the in
terme of values,

Right. Well: I mean it is Not right to Lie, apd

we we all do it, - Cause we're human. But: to say to

" a child"Its ok if you 1lie". I (laughs) I cap't ree

where I've taught thenm anything, I HAve to say to
them: "It is not// it isn't a good thing to say '
com~thing that {sn't true", To call it a LIE, 1
FReSS, is s0 is// its kind of HArsh word for a »
child// a baby// a five year o0ld, He doesn't

- really know the difference between telling the truth

end telling a 1ie: you know, So: you don't even
term it as a 1je: for a little one. But they do know:
the difference hetween telling what is right//

-what is the truth and what is Not the truth, They
~they know that they've spilled the paint, Amg you

say'"Would the person who has spilled the paint come
and help me clean it up (?)" They know that they've
spilled the paint and that they have to: te]] the
truth about it, ym: ,,, | .

Are there subtle SHades: not just from .black and
white and so on, But I was thinking of when 4 child
doesn't tell you everything? -

ot
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Ya. Y// Ya. You don't ex// well we're looking at
perfection then, And we're never going to achieve
It. T mean we aren't so how can we expect chi]iren//
Little children are basically very honest, They'1]
// And that's// what// they're basically very honest,
Thev'1ll tell you the truth: if you give them// ¢
yon let them, Like I don't think a rhild ever
Starte out life: lying, T think that's somethinc
they have// they have been almost taught to s,

Ant that's what scares me about parents, is beraure
at ore time that's what was important, that your
chili was uh// ., T

Uh huh. They were rewarded in a sense for changing

. the truth or: not telling all the:truth?

Yes. Uh huh,  And materialistic, you know, valner//
materialistic: uh: gains are SO important, Iike
"What am I going to get out of this?":  "What anm I
going to get for this?" Like the two boys comine
in tonight helping me:: They walked out of hewe
feeling really good about what they did.," I know
they did, And I sajd ‘"T'm Foing to do somethine
special for you someday," FProbably that special,
thing I'11 do is I'11 invite thenm in to paint a

 pictore for me,

How will you remember to do that?

1'11 remember

How 4o you do that?

I don't know. I just will,

You don't have to wrife that down?

NO. ' . A -
, i

It'doesn't become an overload on your system to ,

remember all these details of who to remember to be

good to and so on?
No. No:: I suppose If I forgot they'd remind me,
Uh huh, So you fee] fairly secure in that?

I// 1 was very// 1 Won't say I haven't forgotten,

I probably have, I can't remember ever forgetting;
Probably: could have happened (wi thout me knowi

it, I don't think so though so. ¥ think if 1

ever did slip up they would remind ™27 You know

"Hey: when are we going to get to eeme into your
room?" Like they knoy: that any click click

556



APPEH Y 40 THESIS QUESTIONS A0
Study Questions

JThere are two purposes to this study, aiving rise to
Fowy main recsearch questions. The first Purpose is to try to
snderstand the expectations teachers hold for themselves as
1] as the expectations they perceive othersiholding of them.
I

%

L. What expectations do teachers have of their roley.
a. How dbes role participation contribute to teachers'

-~ zonal gpals? ' :
' b. What do teachers see ag their role priorities?
C. When do teachers' own eXpectations become
~ontradictory, ambiguous, or overloading and thus a personal
Itapility? :

2. What do teachers perceive that otherns expect of the

LeAcher role?
~a. What, in the view of teachers,'dc¢ students expect
il the teacher role? . .
b. What, in the view of teachers, do non-students .
and others influence the teacher role? o ‘
c. To teachers, how significant are the expectations

+f self, students, bPeers, parents, principals, Superintendents,

inservice educators, preservice:educators, the law, etc.?
d. Who and in what situations do teachers view as
Tupporting their role ag they prefer. it to be>.
’ ¢. Who and 1n what situations do teachers view as
rterfering with their role as they prefer it to be?
f. At what point do teachers find the expectations

'ioorhers impinge on their own expectations (e.gq, interpersonal

Croperson-to-policy conflict)?
%

nrder these expectations of their role intd some acceptable
whole to th:ir personal and professional satisﬁgction. ~This

Purpoge gives rise to the final WO research questions. They are:

3

3. To what extent an4%in what situations are teachers

“11ling to negotiate (respond tc¢, react against, compromise’
wivl, or ignore) perceiveq expectations?

a. What are teachers willing to accept as "occupational

hirzards" or as "coming with the job"?

557

L3 purpose 18 reflected in the first two main research questions:

The se¢cond purpose of the‘study 1s to see how teachers

‘1’0_.!
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b. How do teachers react when confronted with raje
Tesponsibilities they are not willing to accept?

4. How does this balanc1ng of expectatlono affecc
“eachers and their role?

a. What are the limits of teachers ‘sensitivity
'nwards the various expectations of their role’

b. Is it necessary for teachers to dichotomize
“herr personal (private) lives and their professional (public)

1 \ﬁ
L1vers

¢. How is 1t possible for 'teachers to retain a .
“onse of self integrity and a sense of self fulfillment consldnflnv
various eypectations of their role?
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After having held 3 interviews with Margaret (pPilpt)
I would Tike to gather together some specific questions to add
direction and focus Lo this study. Included here are some such
qrestions.  They overlap in a rather tiresome mamer.  However,
I think they are converging on points of fmportance. Thay
LolTow this general outlina: ‘

I Margaret's Present Perspective

A.  Margaret's Present Perspective related to Selected
Response ' '

- B, Examples of Selective Response from the proposal
literature review :

C. Other questions .
11 The.Process which Shaped Margaret's Perspective
A.  Margarct's' heightened awareness - |
B. Margaref's,changing personal expectations

y ,

C. Margapgt's awarcness of others' expectations of
her :

D.  Questions from the Proposal literature review on
role difficulties -

E.  Questions on peak experiences

. kS
[ Margaret's Present Perspective (motives and aspirations,
beliefs a expectations S

A. Margaret is at a present state where she chooses to be
selectively responsive to certain expectations of her role as a
teacher. :

1. What is her present position (perspective) ,
regarding the phenomenon? L

2. ‘What has she become?

3. Has she limitedéper Sensitivity to aspects of her
role?
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T\ - 4. Does she dichotomize her roles?
’ 5. After balancing expectations does she feel
entirely authejglic? .
6. Does she feel integrity of{é}lf or subdued,
repressed, alienated, etc? R
/. What'are‘these reWards, benefits, or satisfactions
that make the meeting of conflicts worthwhile?
: !
8. What is it that leaves teaching role conflict
less intensive than other roles?
9. Are there certain peak experiences once had and '
~anticipated by Margaret?
10. How does Margaret deal with conflict?
Face on? T o
Under the rug?
Compromise? (merge)
How much compromise? With whom and under what.
~ clrcumstances? ; : ‘ ‘
Who or what will she not compromise with?
L1. What will she do now? - Won'+? “Can? Can't?.
Should?  Shouldn't? 3
V120 What is she continuing to do now what she has
- always done?
13. .What is.she'doing now. that she once was not?
14, What has she discontinued doing that she -once did?
15, What-does she view as occupational hazards?
(necessary evil) '
v e
16.. How does she see Eeaching contributing to the L (m

attainment of Ker personal goals? (motives and
‘aspirations) ' ' ' ’

N

17. How has this been effected by her expectations?

B.  Examples of Selective Response Stenming from thq?Literatu¥u
Review Proposal ' A =

In dealing with situations which Margaret may see as’.
being difficult or nor she:



\y.

.. Has become sure of her teaching role.
, _

2. Hds become self confident.

Organi zes and manages her time satisfactorily
(does not waste time).

4. Protects her out-of-school time.

5. Contrqls-student behavior well.

6. _Organizes and handle@ clerical and non-teaching tasks
i —_ e

well.

7. Maintains a sense of humour (protects her sanity
bv becoming less rlglaly perfectionistic and more

tolerant), .k

8. Maintains a breadth of leisure.time act1v1Lle
which are not related to teac Eln :

9. 1Is wx]llng and capable of belng lnfornal in her
school work, . : -

10. Plans well.

11, Is able to find sugggrt in the face of confllct
prlﬂtlpal helps when parents atLack)

J12. Maintains a clear sense of pu E8§§e as a teacher
rt

(feeling that she is doing a wo ile job and the
pr1nc1p]cs she adheres to are likewise worthwhile).

13. Maintains a sense of Erlde in her knowledge;
and skills-as a teacher. - o

o

14. Maintains a sense of Erlde in her status as a teacher.

15. Maintains a sense of hum umility in belng a teacher

16. Has decreased what she expects for herself over
the years. .

17 Has decreased what she e __pects of her students

over the years.

18. Has decreased the amount of work she requires the
students to do over the years. v
“ i
19. Has decredsed'hor own personal. workload as a
teacher over the years.

N—



20.  Has decreased her perceptual load over the vears
(decreased the number of requests she respords to,
number of quéstions, etc.). '

21. Has had to leam to feign mental states (because)
of feeling "low'" or that the material was Ciresome
she has to pretend enthusiasm so as to encourage
students) .

22. ' Has learned to distance herself from her
students (to define her teacher role from the
students’ role, adult role from the childrens'
role, etc.). 3 ’ : .

Has established a feeling of authenticity and

23.

rom her teacher-self and personal-self.

3
- integrity where she feels little or no dichotomy

24.. Has learned to merge her original gdealism with
realism? o ' '

¥

25, -Has become skilled at négotiating and cbmpromi sing
with others regarding teaching and subsequently the
teacher role (diplomacy).

26, Has a clear pattern whereby she decides where

“her grioritjes lie (committees, teaching, Guides,

ete. ). . ,

27. -Has learmed tb.say "no" as an important skill
of selectivity. - . o

28: Has become qﬁite indepeﬁdent and rarely tequeétS'
help (territory)?

29. Feels confident -that she knows where she can:get
help if and when she needs it. : :

30. Feels reasonably satisfied that she is being an
becoming the type of person she wants. N
D . \

31L. Knows what she will accept as "necessary evils!

of the job.

©32) Has been influenced by her mother role tgiving up

things for. her children and becoming aware of other
parents' expectations). ‘ :

33. Has become 'tough-skinned" regarding certain
recurring negative teaching experiences.




- 34, Has leamed to elean thgy best from positive
"peak'! experiences teac ing.

5. Has become skilled at seeing the point of view
of several interactors and - regularly converses in such
a way (my point of view, yours, theirs), )

36. No longer feels a sense of guilt about doing "mora"
Activities with her students (no matter how much
you.do there's always something more possible).

37, Has become better at dealing with job-related
feelings of .anger, frustration, anxiety, even depression.

38. Is less likely now to say tynical,QabrasiVQJ

. negative things. ‘ N

C. Following are some important questions that have recently "
cmerged. They address selective‘response, [ think, through l
satistaction, confidence, support, criticism, and. choosing between
comitments (particularly saying 'no'). '

1. Is Margaret satisfied=with'teachihg as a job?
As contributive to her life? :

2. Is Margaret satisfied that she is teaéhing‘the
. way she should be? How does she experience this?
Satisfied? FElated during peak. times?

3. Who and under what,circumstances does Margaret
ask for help?  Support? Will accept advise? Criticism?

- Judgement?  Evaluation? | )

4. Who and undér what circumstances doeS‘Mérgarét
say "'mo'"' to direct or indirect requests for help,
support, etc.? : ‘ woo

11 The Process of Shéping Margaret's Perspective

A. The building of Margaret's perspective gs she recounts ir.
Ouver time her awarencss has been heightened and focused on
certain experiences. With her past perspective (motives-and
aspirations, beliefs and expectations) she viewed these
‘experiences. Her perspective altered because of this heightened
-awareness or viewing. This section represents the "important'

. o) A B
which bring her to this point in time and, once. again, this point
of view. ' : . o ‘ .

P

L
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I What Norings Myfgaret to this present perspective
-regarding \the phenpmenon?

2. What eperiefgep has she had which produced this -
heightened Awarenydss\and thus reshaped ‘her perspective”

1
’

<

3. What pesteiye ped ‘experiences does she identify
with? ' ) @ ' '

o

4. What negative\exgeriences does she clearly
remembdgr and is still sensitive to?

I

S5, it conflicts has she succeeded in dealing with = o
thus lgaving her with a position for the future? o

6. 1 “which way did Margaret's expeétatioﬁs change = |
ovey time? . . - oo ﬁ‘//

B. Margaret had held certain personal expectations for hersel-f
through teaching. o L

1. " Hoy did she originally see teaching contributing
Co thelattainment of her personal goals? (motives and
aspiratiions, expectatiens) ﬂ >

Do thesd aspirations have any order of priority?

Do these \spirations ever contradict or conflict = = s
with each dther? . R

2 Whéc were Margaretfs'original beliefs about the
teacher role? .o S S

C. Margaret has become aware of expectations others have of her.
Some of these may be truel Some may be figments of her .
imagination.. Some of the represent involvement she has. had = = |
with others recently. Somg in the distant past. All of them -
she has shaped. giving her nformation at hand into a personal

sense of meaning. - D .- :

1. Who or what /conditions are most prevalent in =,
- Margaret's mind/ regarding these significant others'
. expectations (gtudents, teachers, principals,
- superintendentfg, trustees, consultants, parents, the
media, the puflic, interest groups, they, professbrs’, - ‘ '
parents, chi¥dren, spouses ... the law," the curriculum, N
‘the way thipgs are, tradition, authority, retigion, ' '
“joy...)? ese are not always clear nor specifically
- emanatipng from one. S

-

1
-



2. How did/do these influence Margaret? How significant
were they? Supportive? Interfering? Impinging?
- : d
D. Questionsvstenn&ng from the proposal literature review
related to role difficulty. - o ; : »
Has™¥argaret experienced difficuMy due to: . 5
'Y .
« . \
L. lack of time?

s

2,

Maltiple roles (mother, manager, disciplinarian,
<, artist, musician, committee member, friend, ete. )T

cler

I 4
3. Teacher role vagueness (lack of definition of
a good teacher ! _

) 4. Being locked into téébhing (unable to do other Jobisy?

5. Being isolated from Interacting with other adults?

%
roblems of others:
etc.)?

6. Continuously dealing with
(e.g. children, parents, principal

7. Dominance”of clerical tasks over reql teaching?
8. lack of job security? * ' , 4
+ 9. Diminishing meaningful ‘rewards?

- 10, Contradictory roles (humanitarian v.s. legalistic
' or v.s. manageria)?

i . ' s
M.+ Lack of autonomy to teach as she feels fit?

-

12, Dominating public ethos attitudes which "are diverse
and unclear? '

P

" 13.- Has found parents changing over the years.

4. Has found students to have-changeq_over the vears,

- I3 * . . ¢ N . '
. Question related to positive "peak’ experiences.
When has Margaret experienced extreme and memorable
+ satisfaction or elation through her teacher rolg?

]

IIT There is quite alot of literature on beginning teachers. There
could be’room here for comment.

5
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NTORENPRECTATIONS DOES SARAH. HAVE OF HER ROLE? 3,383

L.a. How does role participation contribute to Sarah's versonal
aoals? .
- Jjoyous experience of being with children anc watching
them learn _

- long term frj@ndsﬁlps with sfudehts, teachérs,
parents, and others .

- Prestige as an "exceptional" teacher .

oY

<. What does Sarah sce as her role priorities?
- childrens' welfare : ‘ ‘ ,
= Lo challenge them, to get the most out of thepn ‘ //T\
to adhere to a general curriculum guide but orimarily A
Loach values, +he important things
emphasize children's work experience as an enjoyable

SCNivity L. exktensive use of drama, art’, learning
centres . ¢#r
~ to see that uurred{ interests are used to be assured
that children get real meaning from classroom axnerienc.
- recruit parental support —
- bromote and share her teaching style with'orhef
teachers who are interested
- 2ndeavouring to maintain good relations in the
school ... as the staff{ and students are like a family
to her . : '

I.¢. When do Sarah's own expectations become contradictory, )

abigdous, or overloading and thus a personal liability?, N
- intensity to create new ideas for school experiences .
eg. caught up with changing the classroom . .. diffigult
to escape this tendency during home time, shopping
time, resting time - . A _ -

Ay
o

WHAT DOES SARAH PERCEIVE THAT OTHERS EXPECT OF THE TEACHER ROLE?

£.a2. What does Sarah see students expecting of the teacher role?
- too much, spoiled, complacent, unchallenged '
: - eXpect teacher to entertain like television
- éxpect teacher to (make) help them learn by providing
learning exercises ' K
- trust teacher in direction of activity, that it is;
worthwhile n ' /

2.0, What does Sarah see non-students expecting of the teacher rol..
- other teachers - to pull own weight, contribute

- Y0 kKeep.their distance
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v‘r

- principal - to be competent, to teach kids, -0 get
them through !
- parents - trust thn teacher 'with chiids' welfare

- often confused as to their own expec tatlon:

- consultants, , Other Spec1allsts and in- -Services -

Sarah more of a consultant herself
- not use consultants

- superintendent, board, etc. - encourages her
exceptionality personally
- minister, department, etc. - no comment

- the publlc - no comment
- university instructors and pre-service - foundations

of theory, some “have encouraged her on with high idealistic

expectations.

- c¢childhood - clear expectations to hold to views regarcind

worth of <nlrural activities and a pxndnktlvo ulphpownf
{how to survive well) ‘

does Sarah seo students and others influencing her role?

- students - deep and direct line of feedback

- tremendous excitement when atudpnts respond well

- frustzatlon when children’do not respond as hoped
‘ther teachers - vital in terms of collegial

lhdLlnéAéna support regarding direct interaction by

oxwectinq'Sarah to contribute as a team member and to

handle her class

- prlnclpal - being quletly supportlve
- by talking with Sarah
- parents - by dlstantly supportlng, sharing an

interest, notes

- by criticizing

- consultants et. al. - not greatly influential,
alnhbngh sarah and colleagues are active giving 1n
services

- superintendent et. oal. - by speaking to her of her

exceptional teaching and offering advice regarding

promotion of such teaching .

- minister et. al. - no Qirect influence
- the public - no influence, not aware of particularly
- unlver91ty instructors et. al. - having provided \

cfamples to encouraqe her toward the way she wished

to teach :

- having provided challenges to press her towards .

excellence

- own childhood - mother as an example of a cultured

person and father as a p051t1xo surv1vor, brief but
offect1ve models



- 1. To Sarah, how significant are the expecrations of zelf,
srudents, peors, parents, principals, superintendentsz, in-zervice
wducators, wre-seryice oducators, the law, etc.?

- self - vital although personal 1nt@re ts beyond

the téa<H1n; act set aside

-students - vital N .

- othgr teachers - appreclates collegial interests
and outward show of respect and caring, low significant
- P[%QE&E?% - prlncxpa{_support vital, ?ﬁESE&EFi?Q?
need to be addressed, very significant®

- parents - parents often confused, support vital

- fairly significant

- consultants et. al. - professional consultants
unlwporﬁant, small group of exceptional teachers
vital and in-services pre-dominate Sarah's thinking,
significant ’ .

- superintendent et. al. - encouragement

- uplifting and {;:poctful fairly significant

- Mminister ot. al - unimportant, not significan:

- rhg~%uh11r - unlmpur+ant not significant

- 11ve1°1t' instructors et. al, - diregt exps.ation:
- unimport ant standards vltél, very stanifican:
—‘own chlldhoo@ - direct expectations, unimpoertant,
standards vital, very significant

£.». Who and in what ‘situations does Sarah view as subporting
i role as they prefer it to he?
- tudents - support by responding to her challenges

- opner L@auners - support by showing respect to
" Sarah as an exceptional teacher, sharing at a

professional and personal level ' .
- principal - support by letting her be
—parEHE:"——support by trusting her and leaving her alone
- uonculgapts -et. al. - support-by having her involveéed
as a clinician oL
- sending out materials .
- superintendent et. al, - support by openly encouraging
her aﬁa'?giflngABEBerq of her

. ‘- sending out materials

' =~ flexing currlculum expectations
- mlnlster et. al. - no direct support although adding
flex1b1llty'Eo_Currlculum interpretation important
- the public - no direct support °
v university instructors et. al. as role models
--own childhood - as models
-~ conflicts magnlfy ideals regarding her reason for.

teaching .

3

F
-

2.0, Who and in what situations does Sarah view as interfering

with her rolg as they prefer it to be?

N o
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- qelf -~ Own worlst enemy in her prnUlt of exsplienro,
difficult to escape constant immersion

- students - have become spoiled, complac-n:, shorté:
‘attentron.span, won't respond unless Sarah- uses

aimmicks and vibrant style ' A

- other _teachers - 1nterfere by stealing ideas,

. alllng down htudentg, not wantlpng to werk together

- parents - 1nLPrfereS by complaining
- LrltlLl/lng without understanding Sarah's progran
! (currlculum and method of instruction)’
- consultants et. al. - no interference
- mlnlster et al. - no interference althouqh currleil"

guxde were rlgld at one time

- the publ1c, m111eu times - distinct change in
time, confusion of morals, greater materdialism, no
necessity towards}gxcellence

2.9. At what point does Sarah find the expectations of others
impinge on her own expectations (e.g. 1nterpersonal or person-
to-policy conflict)?

' - Generally Sarah- finds, except for her students, that
others should be distantly respectful. While she
enjoys team teaching and collegijal sharing of other
sorts she does not want unlimited interaction, for
the most part she enjoys her independence tOL"SCEiVQ"
Generally, che wishes to initiatg interaction with
other teachers, parents, etc.

.In‘lng@mont strongest internally between desire to
teach well and need to escape thoughts about teaching.

. The only serious impingement at this point is her own
inability to break froe of overwork

TG WHAT EXTENT AND IN WHAT SITUATIONS IS SARAH WILLING TO DEAL
WITH (RESPOND TO, REACT AGAINST, COMPROMISE WITH, OR IGNORE)
PIRCELIVED 1APLCTATIONS>

<

J.a. What is Sarah willing to accept as occupatlonal hazards or
s coming with the job? -
- self - accepts that while she is no p@rt ctionist she
will alwayu strive to be exceptional, her own worst
* enemy

- students ~ accepts ‘that students have changed, {spoii@d,

lack values ) . :

- ofhep_tﬁaphors ~ accepts that group decisions should
he adhered to

- accepts that some teachers use others

- principal - accepts that the principal may need to

Cpre- empt . . !

€
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parents - ecepts that she will alwavs have o cell
?ofwgfﬁdruw anduw¥ecrurt support for 1+ ?
- some paropts @1ways'criticaT .
- oconsultants o et. al, - no comment

u00x11 nt<é: Q1 - accepte D?MLFG@DP and lu'a

aovernment 'AHHt Lo ~stablish policy R '
- minister et al. - accepts legal curriculun guides
as the rijghr, of the qovernm@nt to establish curriculuy
standards , s :

- the public, milieu, time - accepts that times have

<“angpd al“houu\ not noce%sar1ly for the better
own childhood - accepts that she Spns her narento

~qr1y Qmphﬂf!llng tnpordande of family and friends

.

103 Sarah react when confronted with role rezpon: il
] .

seors ndt willing to accept?

R P

[

- students - react Lo student needs by complying in
She senne of rntortalnxng and Challondlng
- not give up on failures
- .other tpachors - reacts to teacher territorial
irbo}téﬁbp'by fecruj‘ﬂng in adyence and talkina face
o face or 1ooking for sympathy after the fact

1n past wad more allenated Ir%m majority. 0f teachers
- pringipé} - 1 past was more alienated to principal -
~'héféh£§"- react to parent criticism by facing,
tafkiﬁa; recruiting, notes, phone calls
- consultants et. al. - none

- bup@rlntendep* et al. - none”

er ¢f. al. <n_w‘__~,althoggh_gggggef curriculy

~rather liberally during
e e o bimes thatoabowas

the public, milieu, time - adapts to change in tires,

claims to be the type of teacher that suits the timez
- own (hlﬂahood - may have . "over compensated" for

vm%lw parents atoan early age

.

“**knuug THIS BALANCIHG OF EXPRCTATIONS AFFECT TEACHFRS AND TURTx

- ctudents have to do their part and strive, will not
I»t them aive up,fdbut not continfled worry

"worry can be like a cancer, f£an't let it get to you"

‘rerefore suppress it (regarding students failing,
arents criticizing, teachers jimposing)

- rather than see constant pressures l'ook to pogitive
asnects of those pressures (enjoy the attention)

- can't he aware of everything ... nct interested in
finance or legalities particularly ' '
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Tt mecescary {or Sarah to dichotomize her poroonal RSTER BANEE

“students, etc. ... but claims not 1e”' hut greater

and her professjonal (public) life?
na need to lichotomize . ,
- busband: "placidly! supportsand Saral is encotiraged ’
taocontinue her work into the evening, domestic tirs
ShoLping bime lbuyinc extras). :
- long r(rw:{'1bndﬁh1yn with "ifdpﬁts, Sven o rrre o adute
[SERIRES ' ' s
S uses need o ne d Tittle protective of Rore 1 fe I ‘
“eorind time for famiiy (children almost all arown op
Ana Personal Time ... yet this time ic apent ﬁ“lﬂq . ' . )
altov of comminity ancd church work ... continue
dretariousness)
- rigid structure roudrdlng home time, flexible within
rigid structure at school ... %igns of areater '
proftectionisn during mothering )
: ow £ it possible for Sarah to retain a cense of self - .
"earity and a sense of ‘self fulfillment considering the varicn:
voectations  of her role? - : =
o .

Selective response and self integrity and self fulfillrent

- few role expectations have gone agarnst Sarah's

views, although liberal views have been attacked .
- being an exceptional teacher doing the right thinag

for students , e
*ceeing others around her who are not so keen or

caring gives her confidence and reinforcement of her

right views ¢

- proud of progressive style, being different, excep+tiona't, ¢
skills in drama, art, interdisciplinary, rapport with™

students’ :

- aware of weaknesses, accepts that she runs{out of

steam periodically, needs help in games adapting etc.

- willing to give and accept help from other teachers

- eXtremely gregarious, needs people, values friendehif

- confidence due to positive reinforcement over the

-years from students, parents, etc. ’ v

-« "placid" support at home R

- extremely 11gld time organlzatlen at home, carry over
from mothering '

- f1&xibility-within rigid structure at school

- eXpects good retﬁ?ﬁ\ﬁﬁom her studentf from her nard
work

- grown in realism regarding the‘sy°rom parents,

caring

- ¢learer sense of what is rewardable in teaching

- Clearer sense of what is unrewarding and not. worth
worrying about

- broadened view of conflicts in teaching

- refined view regarding what conflicts are worth
involvement and to what extent . '
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- more sure'of position regarding conflic ts, suret
- more forthright, forceful

- yet more tolerant and compliant

- internalizes more contllct

- clearer tin\ organization, time and home

- maintain posNtion regarding all .thought and action
having to be purposeful and productive

e

- neceéalty of being free of destructive thouqnt (mope,

critical of others, complains, worrying)

- happiness,; laughter, friends hips, aregarious, touagh
- generally faces and/or suppresses conflict . o
- a]thouQ1 need reinforcement from students and ‘
sometimes ¢ others (principal) is freer fromPone time
devendency on this

- limited awareness of broader educatlonal involvemrents

at ‘the macro-level, closed to classroom and school
- sense that here and now 15 full enjoyment

- Nno sense of loss of carlng, burnout i
- does not believe in ‘burnout, those who do so have

failed to adapt, or achieve realistic expectations, ...

cxpectations not possible in teaching .

[¥s]

DN
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§ELF. KNOWLLEDGE (Confirmagion of generalizaﬁioms%(nlm?
MOTIVES | g

- ————— . ! Y .
Are your reasons for teaching clearer than they were
when you first started teaching?

HESPONSIBILITIES

Are vou clearer on the things you are responsible
tor as a, teacher compared with whenm vou stayrted” S

REWARDS

Are you better ar recognizigg and gleanigh the rewards
possible in your -Leaching?
¢

ANRERARDS  CONFLICT PR ACHTEVING. REWARDS)

Are vou more discriminating about involvement with
things which are not rewarding or even conflicting?
More broadly aware?

Balancing opposites? (o ‘

YANAGING CONFLICTS
Are you better at dealing with problems in teaching?
Internalizing?

Foreceful?
Compliant?

CONFTDENCE
. Are you more conf§dent’about your ability to deal with
teaching problems

. Teach well? Hold your job?

STRENGTHS AND WEAKNESS
Are-you more aware of your strengths and weaknesges?
Able to accept and disclose weakness more so? '
Less frustrated about failures?:

- More willing to improve your teaching skills (apd
personal skills)? '

More of a tendency to criticize yourself and to be
more tolerant of otherg?



PRODUCTIVUIY-OR LENTED , .‘ .

. \

et

Sl v _ y
Are you more productive-oriented regarvding vourself
arxl others (not indulge in talking behind peopl's

- back, talking down pcopite, ctc.)?.

I NDEPENDENCE

CARING

(XPLICIT RULES?

¥

Are you less.dépendent on the verbal .support of ;
others than you were when you started? To whom d you. |

“ look, for support (Sympathy? Appreciation)? Hav

you become selective about who you closely associate
with over the years? <

5

Do you feel as caring about others as you did when-
you started teaching? ‘ -

Do you feel satisfied as a teacher?

Do you believe in burm-out and have you ever felt
such 4 thing? ' _
#
< . Y
Ar you more aware of the line of authority in education’
Are you more aware of the legal rules?
Policy and procedure?

S

IMPLICIT RULES

HAVE TO'S

’ - \ . . -
Are you aware of important unwritten ruies that
exist in the teaching field regarding teacher territoriaiity
. . R act?
andt teacher tact? '

AND DON'T HAVE TO'S v

+- have to do and those things you don't have to do?

CLHERS

y . s LR
Are you more aware of the things which you as a teacher .

N A4

As a person?

How much‘attention do you feel you did/do pay to
students? < )

Parents?

Other teachers?

The principal?

The vice principal? ' .
The public? ' »

The Superintendent and other school hoard officials? -
Consul tants? Minister and other department officials?
University instructors? <

Own parents? =~

General school hoard?

Department rules and laws”?



AN
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o \ | ¢
The Superintendent and other. qchool bdard officials?
Consultants? Minister and other depawtment officialg?
. University instructors? . »
. . Own parents? >

* General school board? , .
Department rules and laws? S .
o ' - f
RESEARCH USEFUL?- (Dj %Iosure” wrlte-ups. el
N\
' )
. N \
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APPENDIX : _BAMPLES OF TNTERVIEW SYNOPSE:
o - - 2/2/83 . R

5

vneteis of Third Interview with Safeb {excerpt p.p. 1-9) . ‘
\ . .
' ’ A
. . , : 11 (
Traching Tide i Help Time . , -
3 . RS b« ’

s. 1 tnke offence io Tony not nelping hl" ctudent° when they

~5

are wovan? on thnir individualized programs, s y

/b, M find that if the kids are wnrkmng, I'm usually thera
helping them, 1its ereat to bo organized but the teaohnr "Ifﬂ

| hie ba serve the. vrpose of helping the kld° that, nePd hel p;

+i. That's

basienlly where 1 ioapn ¥here the kids are at -- virculating,

~ven when they o rurknqg on 1nd1v1duallzed.programs

arountd, Not sitting at my desk marking or planning my next
\ X ‘ . N .

Yi(iy‘f ':4")Tk." . f‘

a, "o doesn't lrow how to mulflply three dlg}f numbers, "

o ’
" H
. "Jrk who T thought mis ht have had a problem has this whola
thirg down pat,” ‘ .
. ‘ ’ \
4L Ton ran work st your desk when the kids are writing tecis,
& B . : ' . .

ey Lirson plans ©00 the pext day are Aone out of class 4ima,

“

cing the Buek (Lhe ~hild). !

Pony coems to pace the buck, If he doecn't take a erack at

t

helpins the kid he's learning it all for the consultant, parrig,

Saoive whien to eall "Help' for Help M

o . "But it owisht also be he (Don) has Gho- refer them to
others.  And VL. depends on the situation, He might find he
har 't cent kids for referrals .., for 4 or 5 years now and thon

» . he has 20, ., Thnr?'s the possibility of that, happening.”

N
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©ibet"If Jehinny doesn't know how to read it is my . "

responnibility as a teacher to do everything that T possibly '
v, - : . s
can @9 o -teach Johnny how to read, If I'm having problems

then 1 osee a conrnltant or a.resonrce room teacher or other

spect el of e sorl 1o do somgz desting wiih dohnny and -
R

on L., o bdon't say 'Well, Jnhﬁny can't read so that't i+,
Yoo o Aown ﬁb boe offien and Pn tme rP°Ou*Cesvoom teacher ond

see LT oyon ecan morltoont g flmetable fOr yourself over thﬂre

-

Len' Cbuy that, ®You fry to qet up a “rograM..., You seg wher

he's reading,  And veu procoed frgm there.” And it might bz,
)

Cyou enn geh him ctarted and teach him to read without ci”»nk

in"a rpecialist ., But personally I take every child as an
individnal that has potenfla] “And T try to develop that

rotential,  And 1 never throw up my hand% and say 'Oh well,

[$]

?hqt JUO'“”O nn} s0. 30 who the hell qares?"'. ~_

.
f

b. .i. There oo 11mp‘ .after having pur%ued this proceque
(recormize a nh~1d'< problem, refer him to.a specialist, and

corttinue giving the chlld afditional help) you can cay "'I've

done everything that I possibly could', AndAyou don't down

grade youfself and .-feel slighted because you couldn t do it,
Becanse there are si ituations wherp a teacher just doesn't have

O .

" the time or mayhe the exp@rt1u§ fo be ablo to, help that

]nd!"\ﬂual" ‘
~ (Item #2) .

it Part of the reason I feel I have done everything T
can is becausn of my university training.  There I feel I wac
7iven an«nnﬂurlt ‘on of 3 falrly full range of possible student
u*oh’nwﬁ diaznstic techniques, and methocn to assist student-

experiencing problams,

B

i
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- I feel satisTied I am expert enough to handle grade 6 il

students and the material they are responsible for,

4 : . o
-1 try to read up on special problems in order to help a

student,

111, "It is one thing to diagnose (a problem) and try to
maké someone q]ne responsible. But the child is in my classroom
And T'm there to teach that child, (While teaching can be
taxing: at the best of times) ... T feel it is my responsibility.

to find out as murh as I can about that particular student,"

- I feel thatnlvaa in partnership with parents and
conﬁultants;i?ar*Ecularly wbén a child is experiencing some
Aifficulty. ;

tv. T am definitely better now at handling these problems
than T Was years ago,  And "experience breeds'confidence"...
And it's one th‘nq to ‘take courses or read books But
Tt's another thing seeing the thing in operation., And as far
as 1 am concerned there are many cases whereby you learn from
bractical expericnce, And the experiences that you have

better qualify you to handle that special problem than actuafiy |

‘spenling a whole year and dealing from a textbook with some of

these problens,"

-

= I am better able to diagnose problems. I am better able
and willing to see and say -that I am able or not able to help

him,

~ You are looking at the complete individual, So there
might be special areas wherg the child has to get special help,
It might be reading., You might be able to handle most reading
areas ... but not this one, Therefore you have to comg to grips
With your own skills and knowledge in ox'de;;‘to know ‘
the child on.

) to rgfer

A ‘ (Item #6)
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Ovortime Kills

a. 1. Don is tno engrossed in his Jjob,

i1, "There has to be a time and a place for the
individual o e eave his work behlnd and to take on the bus1n9°~

of ]1v1ng his own life.,"
)

i1, "(When von eat, drink, and sleep teaching) it's

‘eventnally going to catch up with (you). I know from experience,

You (eventually) have to realize there are other things to life

than just teaching,"

iv. "Don do~sn't have a home 1ife ««. He talks school with

" his wife and kids. He doesn't have freetime for himself and

his family, The guy is dr1v1ng himself to an early grave if
that keeps up." _
Ny (Item #50)

b, i, I was given the following advice by my first vice
principal, I still abide by it: "There are things that you 4o
at home and therc are.things that you do at school, And you

make sure that you never short-change one or the other,"

-1, "It's fine, You do alot of school work, organizing
and 8o on, As long as you have a life of your own outside the
school,  Don't spend 24 hours thinking about your work.
Otherwize you're not going to last long." This is +true for ~ev

job,"

c; ‘"Yes, I've had some personal experience in this, The first
year, not knowing, the cutriculum and requiring to teach a wide
variety of subjests in Junior high, I'spent‘a great deal of time
organizing, T wasn't getting much sleep and you could tell,
T was being grouchy, miserable, the whole thing."

(Item #54)
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1, i, Now, I tond not to take alot of school work home,
\ "

il, "wﬁét I'try to do at home is spend no more than an
hour on my school work., and I try and give my family a fair

shake in that regamis,"

171, At timen I have .10-15 minutes only, sometimes none,
This cften dopendé on whether I've had a chance to do some

planning at school,

v, "Normally T come in the morning Just before classes
(about fifteen minutes). That's the time we have to be i .
1 work At noons occasionally (as well) ..., I also spend alot of
Qime after school, 1I'p usually here until 4:30, Kids dismjise

~at 5:30, So I.d4o the work here much better than I can at home ve

(wheve there are) other distractions.,

ve "I usually work with kids until 4:®0-and thep I spend
» half an hour organizing (or marking) myself for (the) next
A

d ay., "

vi, I do take marking home Periodically, When the kids
have gone to bed I spend 15 or 20 minutes marking,
: (Item #56)

e, 1. Being busy out of school is good,

P9, Leaving at 3:45 is fine. "I've known excellent
teachers because they plan at home or they plan on the. weekend,"
We all have other cOmmitmenfs. And we should have, It is their

right and ne cesity,

f. "Many people would say (Don) is a really great teacher,

Although (Tony) might have all the great characteristics (to
‘\\..

be an equally good tut different kind of school teacher),"



February 28th, 1983

PN
; : 2B/ 2753 !
ynopsis of “the Fourth Interview with Safep (excerpt P.p. 1-5)
Teacher ﬁxr@ctations of Studenis
a., "I spend a great deallbf time, effort, and\ezergy in
making sure that kids really know th%irlst;ff.ﬁ I try as
‘much as I possibly can to prepare them for the grade 6
exans, for example, which are the city wide exams, and the
~ provincial examc," ' |
' (Ttem #34)

b. i, uEach year is an important year, I am always helping

my students'prepare for the next leg of their education,

Id |
Grade six is a step toward jgnior high, Grade seven is a
“building block for grade eight, And eacbssubsequent year ,
’ a block for the next, . i e

i

ii, Standardized tests influence the content and my
teaching style greatly, I think this is fine because it
£ives direction and stimulus to me as the teacher and to

the students as well,

C. i, "If I were teaching graderﬁ I would be doing everything
1 Possibly could to make sure the kids would learn as much

as they can to be able to do well in grade 6 and so on,’

ii. What children learn is largely a reflection on my

teaching ability, Thus as they move on up the line I want

them to show up well, ¥

111, Regardless of the grade level I would teach I would
want the children to learn .at least the -things that would be
required of them at the next level, A

de i. "es I am a perféctionist in many ways,”

‘;,,-0
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<11, "I get ubset if a child slackens off or doesn't
put forth a consistent effort .., , Within one or two months
90% of them will know what my expectatlons are and they know
they have to produce for this guy." (eg, Language arts ‘
unit on various people various occupations, I progress from
spell 1ng, punctuation, grammar, towards content, My final
expectation is for them to master the writing of a short
paper, not Just pass over original mistakes o+ but see them

and correct them),

\\‘ iii. "The first time the kids d1d thls 3/4 of them flunked,

Right now one or two are flunklng" ‘They are more careful

and t)y harder

ive I'm a perfectionist in terms of expectlng students
to strive and produce work that they are capable of, Most kids
are capable of doing the work I expect but few do because’
they are not exneoted to strlve ® thelr potential or, at
least, to the sfandardo I set fOr them,
“(Item #36)

v. VWhen T started teachlng it's possible that I wasn't

- nearly so sure that students could reach standa:ds of excellence

v

or mastery,

vi, I have learned that this approach while painful for
some studentq at first is ultimately a happier s1tuat10n for

us.all,

vii, Over the years'I have grown accustomed to student§
complaining that I am ‘too tough, But I know if I hold them
to task they can and will produce better work I remind thenm
that T told thenm in September what I expected and that I

haven't changed, 1In a oenue, it's them or me (a matter of not

trying so hard or.excelling).



viii, "I remember the flrst time I used this technique
it did bother me (that I was too tough), But it certainly

doesn't bother me now,"

ix. At first it means being hard on some of them, Some
of them have to face low marks or even failure, These
,turent" have to redo their work and show it to me Sometimes

it gets to be somewhat of a ping pong match,

e. 1 expect school—related behavior, ifm not worried about W
what other teachers think of my studens in the library.
But T feel my class must attend to their own work whnle

they're in that room, This might involve dlSCUSSlOn on topir,

{ .
f, i, "I want the kids .to.be able to be tolerant of other

people gnd their beliefs, And I don'i'care which way it works,
whether it's one group -tolerant of another or one individual
being 1olerant of another individual." 1Ip thls case a minority
of one was trylng to override the feelings of the other
students regarding Christmas, I can't accept that Usually
I try to recognize and res spect mlnorlty views because they
seem naturally disadvantaged, But, as in thls case, at .
times I have to protect the majority from the mihority.

(Ttem #4)

g. i. I expect rewards in teaching, These largely come
from children adherjng to my expgﬁ;atlon of them,

ii. T expect kids to strive, not flfty percent but as

" hard as they can, |I saw a show about surgeons recently
which confirmed this point . in my mind.* Life is not ‘measured
by blts of effort/ it's all or none,



he i, I feel-I am realistic when it comes to expecting
students to care, 7 Some just don't, I glve them my best
but ”you oan on]y go so far with them, That's the way they
are, They gotta live their 6wn life, 1It's thelr problem,
(ThJG.Js particularly true) when I don't get any cooper§t1on
. from the home. Those kids you really can't care about.ﬁ ‘
Maybe’ you should, but you've done everything you can'inathe
classroom situation and you've tried giving them special ~
help and so on, And the student doesn't -want that help then
- there's nothing more you can do, And you just have to
resolve yourself, otherwise you'll have a nervous break&dwn.jy
‘ (Item #100)
)
Expectjng Trust and Respect for-Teachéf—Judgement and Practical

Knowledge ‘

a, I am entrusted with the welfare of a groﬁp of children,
I am responsible to- see that they grow and develop. But Bt
times this trust seems questionable, It seems that some
people think that when teachers strongly hold a- Chlld to
a task they are just trying to get even, But "what you are
“trying ‘%o do is make a point with that one particular ohlld
It might not work with others," Whatever works for their *
long term benefit is foremost 1ﬁ’my mind, even when it seems

painful to the student and because of that, to me,

[}

b, it Some educators feel negative reinforcement is bad,
i\But in this case it worked ,,, I ‘would say I am prepared to
use anything that works .., The parents knew what worked and

~

they were relaying it on to me,"

ii, T questioned the total ?elianpe on positive
reinforcement with children way back at university, As the

years' have passed I have seen time and time again occasions

. where theories fanght during my teacher training were not

absolute, Therefore, I am not afrald to oppose such theoretic

notions, o
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.11, I feel negative relnforcement is approprlate at
times, If you are trying to prevent people from doing some-
thing the best way to do that i1s to tell them the consequences
of their actions, Here I don't just mean the loglc of why it
isn't nice ete, Rather, I mean what the law will do to
them if they break the rules. Some people respond better to
this, : '
; ) e .

ive "That's what teaching's all about, It's common
sense .,, you don't get much in the way of results by yelling
at kids or telllng them their stupld But there are times

- your professional kriowledge tells you to use negative

relnforcement because you've tried everythlng else and it
hasn't worked «+. 50 a5 a professional I want to try it in
this situation and hopefully it will work., If it doesn't,
well then you go with something else," |

(Item #18) T e
V. My professional sense tells me to‘rarely use negative |
reinforcement for the group, This is because it 1" a technigne
meant to take things away from those deqerv1ng and know they
are deserving of such actibn, More often than not, the rest
of the students deserve much better treatment

c. "A classroom is almost like a family situation where you
are. 11v1ng with these individuals, And what one does shouldn't
really effect another individual unless that other 1nd1v1dua1

did something to cause the first one to react "

'Cirdﬁmventing' the Teacher and Territoriality

Sometimes it bothers me when another teacher unthinkingly takes

over what 1 consider to be my territory,
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APPENDTY 6: SAMPLES OF TEACHER Phor-1ng

..j..”t 'PJ‘Ofi](‘ of L..l.l__\i (v->:cr~>rpt Ppap.-1-5)

cockeround S

cles

brought up in a staunch Presbyterian manner, She always °

1, X was born in Sasﬁatchewan near Moose Jaw. " She has
i? recollections of her girlhood 1ife there, She was
considered tegpthg one of a selected few "high" callings.
During this she 1id not aoplre to teach however, It was years
later;after her children were almost all grown up. that she
“undertook the attainment of a teachlng certificate at the
U\lverelty of Alberta, Lux has been teaching locally for close
to twenty years, % ' . )

Family

2, Lux enjoys a close'%ssociation with all members of her
family. Her husband who was a successful business man left .

that work and like Lux pursued an edugation degree himself,
Hewever, for various reasons, he was unsuccessful in attalnlng

a position in the field of education, Thus he was forced back
into business., More recently he has become partlally disabled
and unable to continue work, It seems ‘that he is somewhat bitter
toward educational -institutions in general, Therefore it 1%
llkely that he and Lux find it necessary to eliminate much talk
about such related topics,

Lux hah feven children, One is given the impression th a‘

they ¥eep in fluce toych with their parents

b, At this point in tlme Lux is the main bread winner for the
faml]y The money she earns goes toward family maintenance and
savings, not so murh holidays, expensive hobbies, etc, (1f th1°
is so it must alienate her somewhat from other teachers, @he

' maJorlfy of whom use their teacher pay cheque as second famlly

1ncomo_\

e



4, Lux's husband picks her ﬁp from work at 4:30 p,m, each day.
This necessitates her holding to a rather tight schedule where

she often works through lunch hour and gets the majority of her
planning and marking done during the hour between dismissal
and home time,

.

School cr}ﬂdfen,; | , ._ o -

5. Lux is fond of her students, They.ﬁeem akin to her, an
extension of her family, Tt appears she does not dichotomize
between student and child,

6. The love and affection that Lqi holds for a'shows to her

school children is the starting point of tHeir,relationship.
lforizontal Thinking \

7. Lux feels that all livigly belngs are equal and promoting
Quperlorlty of one over another can be destructive, This is

¢ partleularly true .when chlldren sense they are belng talked
down to, ‘
Learning Partners i

8. If'given the view that teacher and students arp experlencang
life together for the flrst time the experience in class calls

for equal respons ibility by each learning partner,

Humility, Meekness and Tolerance

9. Much of Lux's talk reflects an admiration for the qualities

of humility, meekness and tolerance. Some examples follow:
. n .

587 .



a. She disapproves.of elitism,
‘b, While she admlres creat1v1ty she doesn' t—clalm to be
50 greatly 1ncllned \ ’
¢c. While she admires the good management of time and .~ o
'curriculumﬁmaterial she does not claim to be as strong as she
would like to be in this area, : ' ﬁ 
d. She speaké of being a "plodder" and that she goes off |
on tanéenis. ' .
e. She concistently-looks for positive statements about
others, ' [ '
', She ralnlv criticized others and When she does 1t is
done in an eytromply fair and diplomatic fashlon. (She is
hesitant to use terms whlch might be taken to be derogatory or
to have a limiting effect on others eg. "dull "average," "bad,"
"incompetant," etc,), B

g. ©She is extremely tolerant of a variety of teaching styles,

10, One is given the impression that Lux sees herself as being

Gratitude

fortunate to teach and be paid for it and that her own life

situation she sees 1n a similar light.

\

Retrospection

11, Lux often looks well back to the prlmary of your childhood
when reflecting on the reason for her view,

Self Criticism
12, Lux usually looks first to herself when there is a problem,
13, Lux is quick to handle most inner conflicts.

14, Lux recognizes that she has an interest ang an ability to
reflect on her prevlous act1v1t1es Whlle this can give guidance
to futureAprogects she finds this form of critiéal'thinking can
turn on her, She does still tend to brood on "acts of commission

~ or ommission." ‘Thus she tries to remind herself that "tomorrow



will be a better day."

1s, Puttlng herfelf in a p051t10n of self criticism leaves
the door open for her to better understand and help others.'
If she Jyas to first look at criticizing and blaming others
thig would be an 1mposstb111ty.

16, “There seems to be a dlsadvantage in this position howevqr,
Criticizing oneself first can give debator the upper hand,

B .
+

Selﬁ Awareness , ’ . . :
.17, Self re?TEFTTSﬁ can be.useful to a teacher (as long as it

has the goal of self improvement}), Lux feels it is 1mportant
for her to know and accept her strengths and weaknesses at this

point in t1me

18, It is a useful exercise for one to reflect on oneselfzin
teaching, Thus seeing, not only one's strengths aml weaknesses
but in seeing that endemically teaching is full of ups and
downs This when accepted makes teaching no less rewarding in
the case of the former and more tolerably in the case of the

' latter ‘ v ‘

Intnitive Learning

L)

19, Intuition is learning from within, Tt implies:

a. Limiting the personal for experiencing'the impersonal.
b. " Limiting the selfish for experiencing the unselfish,

c. Limiting the ego-centric for experiencing the universal,.

(see Boone)

tetdphysical Thinking :

20, Lux feels there is too much emphasis by eduoators on
technlrally oriented learning, Intelligence is evident in
other fashions, ; 4
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21, 'There is much to be learned from-within,

22, Vocabulary is not the only way to see and feel
intelligence, mind. Communication is possible from mind to
mind. This is done on a spiritual plane and cannot be falrly

’\meaqured by technlcal nor by 1mmed1ately practical standards,

23. The surety of knowlng for teachers is possible only in the
convincibility of one's pursuit of intelligent good and that
“human condi%}ons and practical situations unfold with time.

The surety lies only with the former.

“urriculum ¢

24, . Lux complies with Provincial curriculum expectations,
Howevpr, she sees it neoe ssary to "add that touch of Spirit"

‘w1thout which the curriculum stands sterile,

25, lux tends to integrate much of her curricular activities
'+hrough language arts, This approach is current®y being
promoted by a teacher group called I, L A.P. which Lux heartlly ;’

endorses,

,26. Tux whlln quick to face inner conflicts tends to comply
wlth £Toyp wishes even when she doesn't agree with them (outef_
confllcts). She sees herself as a team member and the group
intentions‘more important than her own (not to be confused with
her personal ideals which she strongly adheres to). Therefore
Lux with her interest in supporting group wishes has become

masterful at adapting her teachlng activities to fit accordlnglx

27, Lux enjoys teach1ng for the moment In other words when
she senses her students might be keenly interested in a topic
she will move toward that, This would mean making her past

plans more flexible or dropping theT/altogether.
\
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; 3/3/83
second Profile of Lux (excerpt p.p. 1-4)

& PERSON ' 4

' 1, Lux is extromoly interested in getting to know others.
This is because she sees 1nteract10n w1th others as
potentially rewarding, where a stlmulatlng discussion might
téke place, |

2. . Lux sees life as an adventure in_thought. She loves to

explore ideas,

3. Lux is not very materially minded. Rather; she is extremely
metaphysical in her orientation, She sees ideas providing

her with a sense of deep satisfaction, *

b, Lux ¥eems ever willing to learn from other pébple and

“new sltuatlons

5. Lux sees this learnlng process as a life long proceqs, one

which teachlng can encourage if the teaoher has the right view,

6, Lux is reflectlve and somewhat self-crltlcal She glso

appears to be a rather %1ncere and humble person,

THE TEACHER ' : : -/

' 7. Lux i a growing teacher. She seems satisfied that sho

does good work with her students but that she has much to learn
THE S TUDENTS

8. Lux feels she could have been teachlng any grade level,
<“ She enjoys her >tudents in grade one, Regardless of the age,
- uhe emphasnzes, a teacher cannot talk down to young people

9. Lux views her students horizontally rather than from
vertical heirarchial perspectlve. This allows her also to
see her role as an equal experience with students and where

students arefalqo to be held- reSpon91ble for learnlng

—_—
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HE CURRICULUM

10; Lux is extremely compliant about curriculum
expectations, She tends to adhere to these guidelines fairly
clozely, Yet she sees it as a necessity to adapt these to the

needs of her class,

11, Tux is’interosted in integrating. topics which promote
the whole child., Recent trends to increase phys, ed,, art,
music, etc, She sees as improvements to the Division I

~curriculum,

12, The I.L.A.P. (integration through language arts) movement
is somnthing Lux feels closely affiliated with,

13, Lux highly approves of The Waldorf program which promofes
the wholistic development of the child at a personallzed level,
She does not see her own school moving in this direction anyy
great extent and (glven that she was younger, ‘transportation
~was not a problem) she might vie for total involvement in this

, type of program,

k. Lux tends +o follow her own plans fairly closely fron
day today, Periodically, if something comes up that all her

students have experienced she may pursue it.

15, Taux tries to keep abreast of recent thinking 1n education,
She reads quite abit and participates as much as uhe can in

1n-serv1ce seomons.
TTHE CONSTRAINTS

16. 'Lux is held somewhat rigidly to a timeline which encourages
her to do the maJorlty of her school work at school, Her work
day at- school qtart ‘at approximately 7:30 a.,m. and ends at

.4 :30 p.m,



L7. " This timeline means that Lux cannot always particpate
in stalfroom Fatherings and all the in-service sessions she

Yl T
woryt like,
11IAD

‘;E SIx is quite receptive to curriculum ideas that are sent
out in the form of guides, journals, workbooks, readers, texts,

memos, etc,

19, Lux is only pressured regafding new ideas which might
involve her class when they are super imposed (eg. as in Colour
Day at a school level), Even here though, Lux is willing to
comply as such things don't happen that often and also they
can be used in a complihentary fashion to the regular lgssqn,’
AUTHENTIC, SINCERE, CARING |

L3
Y

20.  Lux has rarely experienced external conflict (conflict

of %nterests between herself and others), Her mild approachable
manner seems to placate trouble before it grows, And it would
seem that Lux is seen by others as sinéefe and totally trust-
worthy, She seems to give the impression to others that she

_1is selfless and giving therefore unquestionably an ideal teacher,
MODKLS AND TIES

21, Lux adhéres to models of good teaching, _Buf.thése models
have largely been provided by others in fhe past, Lux sees
the strength of these teachers as having the quality of
authenticity,

’

22, Llux has no close social or idealitic ties with teachers at

her school. Yet she does not feel alienated, -
COMPARTMENTALIZING

:%3. ¥hile Lux does not seem to experience any amount of
external conflict she does have to deal With some internal

conflict, This she sees ‘as learning to discipline herself to

H &“



eliminate school thoughts, particularly thosg,regardlng
broodnng over mistakes that may have been made durlng the
day. However, generally Lux can suppress or rationaliz® these

» feelings when and if they arise,

-4

TINE MANAGEMENT . - | . i

24, Tux claims to have difficulty ir time management, This
she says is because she Wves to gét involved ‘in a train of
tbought with her students, But following this can make her
forget time, ‘& problem in a school where there are bells

special®sts, ete,

¥
TEACHING REWARDS

-25.  Lux sees teaOhlng as rewarding because learning can be a
stimilating process both as her own experience and in observing
the students!' experiencing, As well, Lux sees students'

responding to her own efforts as rewarding in addition,

26, Lux 1is pleased ang grateful for the financial remuneration

offered her for her efforts,
3

ACPTRATION

- 27, Lux aspires to contlnue on as a classroom teacher, ‘Given
that circums tancss were different she mlght well aspire to
teach in a Waldorf school or perhaps specialize in g subject
area. But such thinggs, .she points out, are not possible,

She seems pleased overall to be in the situation she is in.

~

e

Y5ay



APPENDEX 7t SAMPLE OF TEACHER CASE REPORTS

15/4/83
HI Margaret!

Inclosed please find Margaret. This is a loose
unedited comilation of our talks. I have done my best to make
connections but am hesitant sbout cutting out much to date! Now.
vegarding the editing, that is to be done between you and 1. 1|
nust get agreement (rom you regarding this paper (which will
ultimately be g majorr chapter in the thesis, a case study to be
oxact). T then go on to further analysis.

But before T can continue on may 1 ask you to do the
following?

L. Read through this document carefully.

2. Look for.statements which you fecl are particularly
relevant. In the margin mark these with an 'A' and add anything
to the text that you wish. '

3. . look for statements which you feel are particularlv
irrelevant. In the margin mark these with a 'C' and add anything
to the text that you wish. '

4. For Statements which you see being in that hazy grov
area which you would still like to evaluate please mark 'B'.

Therefore, we'fe IOOking at a bit of a Likert scale
htre, as follows:

A B , ’ C
extremely moderately | totally

relevant relevant irrelevant

- Remember, relevancy is measured only in accordance
to your view regarding how you meet various expectations.

A. Finally, I'd appreciate it if you would jot down
your thoughts about the following because our next méeting (our

last major meeting) will not likely allow us time to address each
verbally. ~ 5 : :

a 595



a. New jourmal items.

b. Confirmation or denial of any items from the
last interview and profile. '

C. A comment on the worth of such a research format
to you and perhaps to other teachers.

d. Anything else that might be important to tell
‘your story. ' . ' ; '

Thank you.

Yours sincerely,

Neil W. Carvie

NWG/cvg

enclosure
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Margaret sees little advantage in coellecting extreme

number of years. You can
refine it and change it. |
4

amounts of curriculum materials. She stores only those things
which she sces as being used for sure. Having too much material
Leads: to disorganization and mismanagement. [n such caseg

material is lost.

I have four boxes of charts, cards,
worksheets. These are the basis

of my teaching. Most teachers

have more. I find to have more

is wasteful because much of it

becomes lost or forgotten. ‘ :

Management of the Classroom

Margaret has found that time put into the maintehance

of the classroom facility itself is important for maximal

1 ing.
earning

I like things tidy. A messy and
very untidy room with things
strewn all over the place can't
be a very easy place for children
to work in. .

- Time with students

kY

3

In the long run what decreases the chances of a maximal
leamning situation will cause Margaret anguish further down the
line. In this she sees that sometimes the shortest distance
between two points is not always a straight line. Thus she sces
the time she is at school as a fairly #ntense time where her
prime responsibility is tolinteract with students. Procrastination

or laziness in this
teacher. -

area have a habit of coming back on a busy

A good teacher uses her time to
work with kids or help them.
She should circulate around the
room to see'if the work is
properly done and to see if she
can help. She-should erdeavour

08
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. to give weaker and better students
additional help.

teacher.

“

Let children know she is available

during individual work periods. ~

The children should feel free to ’
come for help especially if it is

v not a split grade where the teachers
time is tied up more. '

[t is.unfair to plan during class time. [t would
cut her oft from her students . -

I wouldn't just git there at -my
desk planning. That would cut~me
off from the children. e
They would get the impression
that they can't bother me

- because I'm too busy.

[t would algo eliminate the opportunity to work with
those who require additional attention.
.
I could sit there planning
tomorrows . lesson while the
children work. But that
presupposes that all children
are capable of doing the same
work.

Referring Students

. But there are times that the Ceacher has to recognize -
- she can't help a child and/or the child i« deterring the rest

of the class from progressing. In such a case she would refer
the child. for additional help if it is available or have the
child removed to another situation. . Therefore it 1s important
For her to recognize which child she can help through referral
For help and what “the conditions are currently with resource
people.

The teacher is ultimately
w ~ responsible for the child.
Consultants and other
resource pecople are often too - -
busy to be effective on the
child. I would refer
children who can't cope in a

Tt is important that students are net cut off from the



regular classroom. They should

be put into an appropriate situation.
In our system unless they are of very
low ability ‘or two to three years
behind in school work it's not likelv
you're going to get him moved Ffrom
your class. Mostly referrals should
be made on behalf of children in the
grey area.

: Th@§ are not handicapped or mentai]y

retarded. But they are definitely
below average. '

A child who seems of average ability

but is having a great deal of difficulty

with learning, to read, for ‘example

rather than a child who is fairly dull

because tHere Is probably not a great
deal you can do for a child like that
except plod along and get as much
help as possible.. I use parent aides
quite alot in cases like that.

ES

And it is important for Margaret to recognize those

children who are beyond help i

problems for example.

Children who are screaming, yelling®
throwing fits, and refusing to
coopercte need help. 'Their problems
probably start at home and make
teaching 'very difficult. T think
these types of children should be
excluded from the classroom for g -

Cime. Maybe it would make the parents

realize that they themselves have to
do something as well.

Expectations of Students '

karly in he

r career Margaret held students rather

freci-ely to homework assignments, returmning forms ard money

from home, etc. However, she began to see this as an unfruitful

position. This was one area where rigidity was not' the best

way. Thus she adjusted her expecte

stand.  She no longer holds students to deadlires as, she had
once done.  New she experiences less frustration than she had

and claims her students are worl

than before.

tions toward a more tolerant

dng just as well if not better

n a regular classroom. Behavioral -
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I have found over the years as a
mother and as a teacher that we, as
teachers, can cause children some
v anxiety by insisting on our activities
being the only priority in their lives.
I have nagged the kids to briry forms,
bring money, do all their work or
they'll be kept afte? school. This
has caused me much anguish and
frustration as well. Therefore I have
found it better to be less rigid and
more tolerant. I o not expect all
children to bring all forms or all
money on time. Neither do I expect
all students to complete the same
amount of work done by a certain
time. - I do not believe in laxity. -
But I think I've found a happy medium
between that and this previous rigidness.
I still think I get good results from
. my students. Those struggling are
‘easy to pick out and spend more time
with me. Others are more independent
and ‘van work on their own.

L9

This is particularly true as a holiday approaches.

You can't let the pace get to you.
[t s a heart attack situation when
you try to get the students to work,
work, work, I tend to relax the pace
quite abit and do art nearly every
day and have more story time and less
- formal work time.

!
Association with Students

: During the day Margaret works with her students. That
is her job. Ard she does not encourage home visits. Nor does
she encourage long term associations with them. Rather, her
long temm association is not with these people as such but
with the grade one greup she is serving at cach present time.

Leaving Work at Work
Ay

Margaret sees the necessity in limiting the connection
between scheel and home. Dor't inflict every little detail of
the school day on one's spouse. Thdat's hard on a marriage.

»



