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ABSTRACT.

This study investigated the interaction of one grade thregp-aeacher

and his 26 students using a case study methodology in co junction with a
variety of data collection techniques The study was b sed on the

assumption that the information, perceptions, and attitudes held by a

‘teacher affect the nature and quality of interaction with studen s and of
teacher behavior in general. The major purposes-of the study were to
examine the extent to which either process. or product expectancy ffects

could be detected in the behavior of this teacher and to. describe his

during teaching The attempt was made to triangulate data sources on
.teacher-exhibited behavior with teacher-expressed thoughts and with
teacher'verbal_behavior. |

Individualized student profiles were developed for all 26:studen 5
subjects. ‘Verbal interaction received hy theAstudentrin relation to. he, -
‘teacher's affective reaction to him and_in’relation to teacher:held
lexpectancy‘for*his.achievement were examined in‘detail.

Self reports of the teacher's interactive“thoughts about students
during eight~videotaped.1essons were gathered u%ing'stimulated recall‘ '\v
procedures.ﬁditional introspective information. about teaching ’ ' \
’perfornance'and’about Students yas-obtained during regular interviews. \

All process data were recorded‘oyer a three month period, March to

June; 1979, during language arts and mathematics instruction. Subject

area comparisons were made for the various factérs under study and
T O Qi e e e



differential verbal treatment of individual students and of groups of
students was‘noted In the affective realm, the most verhal contacts °
occurred with concern” séudents and rejection students and the least f |
o} curred with indifference students. “Attachment’ students received more

qu litative interaction in the fdrm of higher level questions. The

,ror low expectancy rating to his

teacher had assigned a high, middl
students for the,subject areas of uage arts and math, Although high
expectancy students in language arts received the highest percentage

of total interactions and substantially more qualitative interactions,

. .
”the reverse trend was in evidence during math lessons when more total
interaction and more qualitative interaction was accorded to the lowest
expectancy group. When all studenbﬁrwere regrouped into the two’reading
groups, total amounts of interaction were nearly equal but more
qualitative interaction was received by the better reading group and
more managerial and feedback contacts were directed toward the poorer'
reading group The 13 boys were awarded a slightly higher average-
expectancy score in both subjectareasand in fact received marginally
higher academic results in the end of the year achievement tests when "'
.comphred with all 13 girls. R ‘l,'_j | "
Averaged scores tended to mask the individual differences to.a

great degree. Detailed examination of the 26 individualized profiles
confirmed that differentiated treatment was provided for each child on "p
the basis of the teacher's assessment of his relative strengths and
weaknesses as a student Traces of the expectancy effect were found as
evidenced ‘in . the verbal interaction exchanged with students, and the

?aintrospective information from the teacher helped to présent the rationale

behind the differential treatment of individual students and of groups of

*
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: ‘~CHAPTER-r ,
INTRODUCTION AND' STATEMENT OF THE PROBLEM

INTRODUCTION

Classroom-based research often§generatesrm0re questions' than it
. “ il . " ' .

answers. This study addressed some of ‘the questions that continue to

intrique educational researchers ~and to guide their research efforts

s With a growing interest in the interactive\nature of the teaching- '
1earning process it is no longer sufficient to focus exclusively on————”//////
identifying effective teaching strategies, even though it 1s widely |
vaccepted that "teachers make a difference" (McDonald, 1976) Therefore in
conjunction with curriculum concerns and teaching behaviors, the pupil's
‘perspective (King, 1979) must be considered in future research studies
Research based on the analysis of group scores, while valuabﬁf needs to be
.complemented by in-depth studies of observed behaviors of individual
students (as in Smyth's, 1979 examination of four students use of
academic learning time) and of various groupings of students Brophy et al.
(1976: l) claimed that statements about students in general have very
limited meaning and Eggert (1977: :8) concurred that since it is the
individual who does thetlearning, the student should be the unit of analysis
in classroom—based studies about teachers and students Viewing the student
in isolation and as ba'- member of various group\s in the classroom will help’
to provide this needed information.x |

| The ways’in which a teacher perceives individual students and
-subsequently makes judgments about them determines in large measure the

pedagogical strategies selected for them. Studies have indicated that

~the teacher's perceptions of individual-students do lead to differential



"(Brophy and Good 1974)

'It is believed that how teachers think will determine how they will act.

Ny i

B 4

treatment of students as evidenced in verbal interaction patterns

The recognition that teachers are individuals with beliefs about

‘teaching which may influence their teaching behavior has led to the

investigation of* the mental processes that underlie teaching performance.

-

If such a direct connection exists then investigating teacher thought P
processes and the perceptions that govern teaching behaviors would seem

to be a worthwhile pursuit., Thus a focus\on teacher thought processes is
\ »

considered ‘to yield a potentially,rich source of data. However, ‘it may

prove to be too individualized a process which may not answer the broader
\ N

questions or help to explain the instructional process in,a generalizable

way.

The National Institute of Education s Panel 6 Report (1975:1)
\

concerning investigations of the teaeher s "mental life",‘such as the

information about students which is proCessed covertly, indicated

 that students do influence teacher behavior‘and decisionfmaking. The

realization that a classroom of students is comprised of individual students

who hold differing attitudes towargy school and who possess. unique attributes

“and levels of ability has led to more serious consideratibn of the

i My

£

Aindividual student in- recent research studies. Brophy and Good » (1974 3)

7

claimedthatrelatively little educational research had focussed on the

individual student: "We believe that this is a major reason why educational

3

‘research has. contributed relatively little ‘knowledge that teachers can

¢

apply in classrooms.

The two-way interaction which occurs in the classroom is as much
. o b

due to student effects on“teachers as to the better known teacher effects

ol
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on students . Researchers (Brophy, Evertson>\Anderson, Baum, and
Crawford 1976) tried to ascertain to what extent certain personality
types and certain student behaviors predictably\igfluence teacher )
behavior toward a specific student and, in turn, ether the resultant
(fairly predictable) teacher treatment of this particular student .
influences his individual academic achievement. Hence t mightrbecome
possible to estimate a student's achiévement level simply by describing
his salient personality characteristics. Predictions of great: accuracy
are unlikely but general trends, true of certain types of students, ma
enable future researchers to develop useful guidelines for effective

' teacher interaction with specificbtypes of students,

Teachers act on the basis of the perceptions they hold about”

, students. The degree to which :hey are'aware of these’tendencies determines
the‘extent of influence these perceptions'will have . Also the‘degree of

accuracy of these, perceptions ‘and the extent of flexibility exercised in

their maintenance affects the suitability of teacher treatment of students

- PURPOSE .OF THE STUDY

In the attempt to investigate the "bidirectionality" (Fiedlerr
1975 735) of the instructional process and the effects of student
characteristics and béhavior upon a teacher, the present study
examined the ongoing instruction in one'classroom over a three month
period ﬂ | |

A major focus of the study was an exploration of the teacher 's
. cognitive processes such as the ways in which he had formed expectancies

for student performance (Finn, 1972) and his prescriptions, diagnostic

.judgment.and decision making (Shavelson, 1973, 1977)”on the basig of

o
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( his revealed perception of the individual students in his class; The

data cbllected took the form of teacher-provided background information:
about pupils, teacher rankings of all pupils, and ratings using numerical
;scores on such varied measures as personality characteristics, usual
work habits;‘projected achievement scales, and through teacher-expresSed
) attitudes‘and feelfﬁgs toward’the(students mhich’were gathered using -
'general interviews and stimulated recall procedures. It was anticipated
that an examination of this teacher—provided information might help to
explain how and why this teacher'’ s»behavior toward his students had

" become differentiated, if indeed it hgg,'and might help to‘describe :

. the links between achievement expectancy“held'for students,' teacher
»treatment of students, and student achievement..In other words, in what
,waysdidthis teatheris expressed perceptions'about‘his students appear
to influence his treatment of them and, in turn, their achievement.

‘.Dyadic7verbal‘interaction.data were recordedt The amount and‘kindi
of verbal interactionApccurringbbetween a teacher and individual’
students within‘the'context‘of classroom instruction have:been found to
vary considerably in other studies (Dusek, 1975 and Firestone and Broudy

1975) The differences that occurr:d were analyzed and teacher—provided

data about the individual student were used in the attempt to describe .
'how differential verbal treatment was effected

: Various data sources for the teacher saintrospeotive»thOughts and
perceptions about students were complemented by other data sources‘
in the form of dyadic verbal interaction data, end of the year

9
achievement data, and data-onﬁthe overtgteaching behaviors exhibited during



e

N

classroom instruction. o
o The information is presented in narrative, deScriptive form
reporting teacher—expressed thoughts and perCeptions.about students.

The results of analyses of scores received by the difrerent'groupings of

students and by each individual student are presented and discussed.

STATEMENT OF THE PROBLEM
| 'Thebmajor overarching'question addressed in this‘stUdy was:.@g

. To what extent is it possible to explain how or why differential
treatment of students occurs by examining the teacher's
3 perceptions of his students?

The study was further guideduby-the followinh,;more'specific,
research qnestions: ‘

[
~.l ~

1.0 What are the common characteristics of §tudents assigned by the t acher
to each of four attitude—to-student groups (attachment, concern '
indifference and rejection)° .

o
o 1.1 What were the perceived personality characteristics which might
serve to explain the teacher-expressed attitudes and affective
feelings toward these groups of students’ Co

'.2.0: What evidence is there if any, of expectancy effects7

.2.l'g‘ywhat evidence is there, if any, of groduc 'expectancy effects?
 What ig the relationship of te cher-held expectancy to end
~ of ‘the ‘year achievement result T

52;11 for students assigned to high middle, and low probable
. highest achiever levels (for general achievement in all -
Vsub;ects)’ - : R

“2.12 for students assigned to high ‘middle, and low probable'
o achievement in language arts". lev 1s?

2,13 for'' good" and "poor" reading gro ps?

. 2.14 for students assigned.to high, middle, and low probable'
. achievement in mathematics" levels’ : .

"2.{5 for boys and for girls’ o
2,16 for the four attitude-to-student groups?



3.0

4.0

5.0

5.1 What are the predominant teaching behaviors of this teacher7

0

' . . - S : 3

i12.2 | What evidence is there, if any, of process expectancy effects?

What is the relationship of teacher-expressed-expectations L .
to the amount and kind of ‘verbal interaction exchanged?

o 2.21 for students assigned to high middle, and low "probable
. highest achiever" levels (for general achievement in all

. subjects)?.
2,22 for students assigned to high middle, and low Kérohable
- . achievement in language arts" levels? , , "

0 2.23 for 'good" and "poor reading groups7

2.24 for students assigned to ‘high, middle and low probable
~ achievement in math" levels"?

2,25 for boys and for girls’ L
2.26 for the four attitude-to—student groups’

Ty oo oo

~Using all available inf ation, to what extent is it possible to

construct a comprehensive student profile which would describe the
student's behavior, his achievement, his membership in various

igrouping patterns, and the relationship he had with this 't acher?

'What information is obtainable from the interviews held with the teacher’ -

4.1 ~Which kinds of thoughts about students in particular were
reported during stimulated recall interviews’

4,2 ‘What teacher attitudes and priorities are revealed in all

_ interview data7 S

4.3 - To what extent do teac er-reported thoughts clarify/corroborate'u

numerical scores assigned on the different student ratings7

Q

How could the teaching behavior of ‘the teacher subject be descrihed7

9

5;2, What are the predominant verbal interaction behaviors ef bv..
- this teacher’ e T S




DEFINITION OF OPERATIONAL TERMS

Exégctations:' are those inferences and predictions that teachers

g. ' make about the present and future academic achievement and general

.

classroom behavior of students (Brophy and Good, 1974:3é). These
expectations are closely'xied to academic achievement and refer to

the teacher-projected estimates of student behavior and achievement,

*

‘Attitude-to-Student: are affective responses of .teachers to

students (Crano énd Mellon, 1978:47), These are closely related to
personal qualities of the student and his reactions to the teacher,
These teacher attitudes correlate with differential teacher behavior

(Willis and Brophy, 1974:529). o oy

Pupil Attributes: are personality characteristics and qualities

which are used by the teacher “fo describe the pupil and they form the

. 1 ' : .
basis on which teachers develop attitudes and expectations.

Self-Fulfilling Prophecy: is an expectation or prediction, which

may be false initially, which initiates a series of events that cause

the original expectation to become true (Brophy and Good, 1974:35).°

andic Verbal Interaction: refers to the.verbal interaction

exchanged by the teacher and an individual si"@ﬁg in an instructional

setting.

Expectation Effects: refer to the communication of teacher expectancy

to children. When the teacher's behavior does'this, expectation effects are
said to be in operation (Muttart, 1977:7). These expectations could be

communicated directly (told to the student) or indirectly by the amount and

quality of attention given to individual students by the teacher.



Interactive Thoughts and Decisions: are those thoughts and

decisions which occur only within the stream of conscious thoughts the

teacher is having during actual instruction.

Stimulated Recall: is a branch of introspective methodology

in which audio and/or wvisual records of wa subject's past behavior

are used to facilitate that subject's recall of the oovert $bntal
acttv1ty which was occurrlng 51multaneous1y with the recorded overt
behavior (Marland, 1977:11). It is'a method of obtainlng from the .
subject a retrospective account of bis covert mental activity which (:i

: 4
co-occurred with the subject's overt behavior.

Content Analysis: is a technique for makingﬁinferences by

systematically and objectively identifying specified characteristics of
messages (Holsti, 1969:14). The technique “invellves segmentation and codlng'
of the qualitative - (written transcript) data thus transforming. it so

it becomes susceptible to quantitative treatment and permits precise

*

descriptlon of relevant content characteristics..

ada

- SIGNIFICANCE OF THE STUDY

If the routine events that occur in elementary classrooms are to
be fully comprehended,'the day-to-day activity of teachers and pupils

must become the focus of serious and intensive investigation in future



. f“} | . ;
research‘studiesiin'education. }éis study attempted to exsmine and
‘describe such events and interpersonal relationshins that_opirate
in &he iearning environment by using a phenomenologicalt case study
perspective. | '

The teacher processes countless pieces_bf‘information during the’
teaching day.. It appears that certain:hinds of information (for examole,
perceptions or‘student sbility or student attention) are particularly‘ ‘
salient for 1nteractive thinking and decision making in which teachers
are engaged. By investigating this teacher's interactive thought -~
processes using stimulated recall methodology and general interviewing

,techniques, this study sdds to the findings on interactivekthoughts
and decisions by narrowing the focus’to;those patticular thoughts
rwhich occur as a reaction toiperceived student behauior and attributes
during eight instructional'periods chosen for examination.

‘Although general interviewing techniques can-reveal global teacher
4thoughtsrand beliefs as well as specific‘thoughts about students, an %
}_‘insightful and.promising method of obtaining the teacher's interactive
thoughts 1is to present the.teacher with issue—specific stimuli from
a videotaped lesson in progress and thereby elicit the covert mental
-thoughts which were associated with these specific incidents.This stdd&}
adds to the ‘research oh Stimulated recall as a technique foriobtaining
such information and also adds to the findings concerning the kinds of
interactive thoughts about students and other instructional concerns
that the teacher processes during the teaching of the lesson.

Although extensive research has been conducted on the identification

of teacher expectation effects, the investigation of the process by which
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the effect operates in the classroom is a relatively recént research'
area. Acting on the-basis of our exnectations and affect is a necessary
and unavoidable human tendency. The actual effect of holding performance

» expectations in the classroom will not be in operation unless tne
teacher:comnunicates these expectations and affective feelings to stuoents
nho become influenced by them reciprocally. Differential teaching behaviors,
as evidenced in verbal interaction patterns, can communicate this
information to etﬁd7nts‘as can assignment to different gronping patterns
such as reading groups. The researcher has obtained one teacher s
.expectatlons for and attitudinal feelings about the students in the class
and has gathered extensive verbal interaction data in the attempt to
identify ano describe any relationships which seem to indicate an
expectancy effect is in operation. Thus the study.helpsbto extend
tne finding8<in:expectency research.

_  ‘The overt behaviors of teachers are subject to. potential’
- .

\\

‘misinterpretation if classroom research is limited to observational
measures strictly; By delving into the mental life of teachers ano
their perceptions of students, researcherS'may’begin‘to explain some
of the reasoning behind thetdifferential treatment of students exhibited
by teachers. This study has combined observable behavioral data on
exhibited teacher behaviors with a complementary; introspective
investigation of the teacher's thought processes during instructional

me and of teacher-held expectations and affective fee s concerning

in the class. One of ‘the main contribnyions of this study is
the tri ngulation or corroboration of varying sources of data about\{ie

teacher (thoughts, classroom behavior, verbal interaction) and the
: ' 4 , | \

,

" resultant description of selected aspects of classroom 1ife during the N

three month duration of the study.
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A final contribution of this study is the recommendation' that
students must be viewed not as a "class" but as individuals in future

research studies; It is this focds on the child that will result in

 specific information about teacher-student reléfiénships which

collectively may provide the factual basis necessary for more | -

"generalizable theory on teacher-student relationghips.

ORGANIZATION OF THE STUDY

‘This chapter has outlined the main purposes of the study, the
research problems, definition of terms, and significanée of thé study.

b ’ = .
In Chapter II, The Review of Related Literature and Research, the

first section presents the background of research in teaching from which

the present study is drawn. Strengthsrénd_weaknesses of case study ‘

methodélogy are reviewed next followed by the third sectionnon teacher

thought processes. Research on the teacher expectancy effect is

‘then discussed as well as a survey of research conducted on teacher
attitudes to students. The fiﬁal seétionnof the cbapter>reviews‘studieé
concerning interaction in the classroom énd.ends with a brief summary of
the vafious research areas ré§ie&éd.

In Chapté% III the design and proced?resgﬁsed iniéﬂﬁé study are

described and the subjects, instruméntation, phases 1in-

S L\~
-the. study, data

-

preparétion ahd data analyéis are preéented;
Chapter IV describés how the teacher assigned the sééﬁent subjects

to one of four attitude-to-student groups. The general éharéﬁteristics

of each of the four attitude groups are presented and cOmp;¥ed to findings

from previous research on teacher attitudes to students.
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Chapter V presents the data obtained on teacher—assigned
expectancy measures for the students. Findings concerning the extent
to which product expectancy effects and process. expectancy effectsA
seemed to be in operation in this classroom are presented.

.Chapter VI presehts all 26 student _profiles as brief case studies
in themselves. Each proflle was created by using teacher-provided data
on the student's personality characteristics work habits, and ability
which were related to achievement, I.Q., and dyadic verbal interaction
exchanged betneen the particular student and the teacher.

In Chapter VII, concerning teacher thought processes; the resultsof -a
micro content analysis.of the stimulated recall transcripts determined the
substance of his expressed thoughts about‘students during teaching. The‘ |
results of a macro—analysis of all interview data which indicate the
priorities and attitudes held by the teacher are presented.

Chapter vIII presents findings concerning the teacher s behavior

~Findings were derived from both the high inference measures of overt

teaching strategies ‘used and from the low inference measures of dyadic

verbal interaction behavior in the attempt to describe the. predominant

. ‘aspects of the teacher s behavior

In Chapter IX, a summary and discussion of the findings as they

, relate to the research questions are presented Recommendations for

future research are suggested in this final chapter as well as

implications for teaching, teacher education and educational

'.administration. o . ’ .



CHAPTER 11
REVIEW OF RELATED LITERATURE AND RESEARCH

~ In this reviewghf related literature and research, the pertinent .

s

— o . .
antecedent research areas from which the present study evolved are

identified.‘These seemingly'disparate‘areas have made;both theoretical
and methodological contributions nhiCh have been incorporated into the .
Eresearch design of the present'study;l |

This chapter focuses on‘recent trends . in researchvin teaching
with particular attention given to the following areas: the case\
study method in conJunction with other methodologies- teacher thought
processes} the expectancy effect; teacher attitude to, studenty and the

reciprocal influences of teacher and students in the classroom.

RECENT TRENDS IN RESEARCH'IN TEACHING

In reviewing studies conducted prior to thefearly,l970's,
) Rosenshine and\Furst (1971 and 1973) and Dunkin,and Biddle (l974)
v:concluded that edncational research findings to that date had been
"tentatine" at'best. In future they recommehded-a concentration on
the identification and investigation of mediating processes which
were operating in classrooms and on’the development and testing of -more
suitable obseryation and measurement techniques.

Active research in teaching in the years following
generated a plethora of classroom observation instruments designed to |

record and measure specific classroomvbehaviors..lf the~col1ection

-presented in Simon and Boyer's (1974) Mirrors for Behavior III is any

indication, a great proliferation of such classroom observation

ﬁinstrumentation abounds.

13
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A second‘result of large scale experimental and correlational
studies in teaching vas;the identificationbof specific-teaching
: behaviors which appeared to correlate with gains in student achievement
(Gage, 1978 and Stallings, 1978). The temptation has been to infer
causality when high correlations were dlscovered Exhaustive prescriptive
lists of effective teaching behaviors required for competency were
’developed..Hovever, the predominant emphasis had been on-the teacher's
- side of the instructipnal process baSed‘on MCDonald's (1976)‘assertion
that "teachers do make a difference." The mediating processes and the
"presumed links" (Magoon, l$77:653)‘accounti$g for effective teaching
remained'unekplained | '
| Ecological variables such as class size, arrangement of furniture
(Adams and Biddle, 1970) exert influences on ongoing instruction but do
not, in themselves, account for success or failure on achievement testsr
Time of day, week ‘and year influence both the quality of instruction
provided by teachers and the receptivity of students. Classroom
climate" had been investigated as early as 1949 by Withall. Dunkin ,
1and Biddle (1974), Marliave (1976), and Good and Grouws (1977) agreed
| that a warm_ climate with a relaxed atmosphere was one sign of an
effective teacher. All of the foregoing environmental factors and
-many more exertvinfluences that affect ongoing instruction in classrooms
Several other research emphases have yielded promising results
and are briefly outlined Studies of teacher thought processes have
'provided valuable information about how teachers plan (Zahoric, 1975
‘and Oberg, 1975), how they make decisions (Shavelson, 1973- 1978 and

g Wodlinger, in progress) how they think and react interactively while
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teaching (Marland,il977; Conners, 1978; Tuckwell, 1979); and how
ehey think and feel about their students (ﬁrophy, Evertson;‘Ande?son,
Baum,‘epd Crawford; 1976 and King, 1979) and about the constraints
such as time,.currlculum ceﬁeerns, school organizatibnal feateres
‘which exett Specifie effects on classroom ihetruction.
‘ Intereét'ih achlevement ﬁotivation (weiner, 1972-1978 and Baf—Tal;_
1978); personality attributes of students (ﬁrophy and Gbod, 1974 and
Brophy et al, 1976), pupils' use of academie engaged time,(Marliave?
Fieher, and Disha&, 1977 aﬁdVSmyth, 1979), pupils' classroom behavior
\ :styles ( Spaulding, 1973 and Maheh, 1977); and pupils' interactive
“ thoughts during instrgction (King, 1979), for>examp1e, have Begun to
’ shiftAthe_focus from the teachef onto the learner ehd ﬁave resulted
in promising findinge which highlight the:pupil's active role in
attaiﬁlngvhis.own suceess. | \.

, Teacherslend students‘are involved.in a unique sort of social
interectlen. Qstensibly the teachef is the controlling‘foree but
studente do exert an influence on interaction pettefns by virtue ef
their perSOnal eharacteristics‘and'behaVior (Brophy et al; 1976).
The‘recognition'thae it is neither teacher Varieblesvnorbstpdent
variables that completely'determine.student echievement but rather the
intefaction BétWeen the two has prompted investigation of this mutual
.~jinterdependence in classroom settings (Winne and ‘Marx, 1977: 669 Brophy
and Good, 1974; and Fiedler, 1975:736). |

Educational researchers have begun to undertake ietensified

study of these variables in the context of ongoing classroom life where
chey can be viewed in routine interaction with equally imporgant

curriculum concerns and teacher behavior variables. ‘

3



16

A‘growing realizétion that naturalistic classroom observation
was the mose-appropriate direction for the study of teaching nas,etated :
by Brophy and Good (1974 Preface ix): | ) : ﬁ%&.
Data have convinced us that the complexities of classroom |
life can be profitably investigated only in real-world
settings. The simplicity and control achievable in
simulation: and laboratory settings come at too high a
price: lack of generalizability to the classroom.
However, even nith annle inetrumentation and much infotmation
about claseroom'life, definitive‘exnlanations and conceptualizations
-of’the.teaching¥learning proceSS remein elusive and untormulated. Winne
and ﬁatx (1977:671) felt that a different approécn 15 needed. “Such a
l reconceptualiéation of educationel research will necessitate the
development ot different-reséafch techniqnés; revamping‘of prévious ones,
ot a recombinationlof ones.uéed succeszully'in the past. New apptoaches
‘and methodologies that are being developed meke the researcher's job
E‘mote difficult, more complex, and more interpretive; A composite and .
eclectic set:of skills ie needed by today's’classroom researcher.
The varying approaches to educetional research need not be
. regarded as‘mutnally enclusiﬁe asvhas been the tendency in the past.
inifact, it is by adopting and using different methodologies in
'inventive combinations that complementarity and triangulation
will result and may help to bring about a better understanding of life.
in Classxboms. .
MacKay end Osoba (1978:2) revitwed the three mejor.thrusts in
educatidnal research cutrently_being pureuedflthe expetimental, the
‘covrrelational, and the ethnographic. They suggested that researchere are

reaching consensus that educational research is still in an "evolutionary"
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state and tnat,a wide variety of data collection devices and
methodais called for in order toidevelop the broader base
needed for conceptualization and understanding of the teachingflearningv
‘Iprocess. g

Wilson (1977:255) noted that "multi—modal"_data collection
' techniques are commoniy»nsed in‘ethnography and he was convinced that

educatlonal research will be considerably enrlched as qualitative and

: quantitatlve researchers learn to integrate their approaches."

Perhapsrthe ideal type of classroom:based research study woold
involve the collaborative efforté and~talents‘of several researchers.
.oased’in'one classroom over a long period of time at great expense of

time,,effort,and monev and using a variety of observation techniques.

<:;;d}recording devices. However, such an intrusive, but comprehensive
approach would almost aureiy destroy the forces operating in a
'naturalistic setting." |

nhe foregoing concerns mignt be summarized in the following way
Many valuable contributions have been made in research in teaching to
'ndate using methodologies which can'only achieve a limited amount on
.theiriown. Researchers are‘oniy jnst'deveioping an awareness of tne:
overwheiming complexity of the'eienentérat.WOrk in‘a classroom,‘of the
Jvarious facets of teacher behavior and student*behavior; and of the
interaction between theo. These forces are interrelated.and.eitrenely. '
complex. It no longer seems fruitful or appropriate to conduct large
.scale studies when we lack a satisfadtory theoretical base ‘as an
underpinning for the research;.It is time to take stock and assess .
the positive'contribntionsdto date and to concentrate on the smailer

units of analysis such as one class or one student. It is, in.short,
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a time to revert to "fieldwork as a basis for theory building in research
on teaching" (Yinger, 1978) |

Valuable c0ntributions in other fdelds of study have been made :
‘becausevoflthe singular and intensive study of one cell, bird, animal;

or human which in turn led to hypothesis generating and experimentation

inyolving larger numbers of]subjectsﬂ,Suchyan approach has been avoided

in”the past. in éducational‘research.perhaps because of preoccupation

;’with and faith in alternate forms of research, perhaps because it‘was

: not considered "respectable and did not yield generalizable findings or

more llkely because educational researchers then, as now,were unsure of

appropriate methodology, data'gatheringg and data analysis techniques.
Yinger (1978:8)‘proposed two reasons for our‘hesitancy‘to'build

theory in educational research., A '"fear of the unknown" accounts for

'lect,for theory building is perceived to be a threatening -

and the belief that only the "gifted few"”should_ attempt
3 - . N

to ged pory prevents most of us from taking any responsibility

vof‘thi{J ﬁfIn addition Yinger felt that the role of theory in science

~

‘is unc}k {to educational ‘researchers for it not, as yet, seen as an

o ongoing,i ?ess while active research is being conducted but is still

- viewed aj "product" that is developed after years of research and ',"\\;

"deliber :ryn.

Good tueory in education, as in art, helps us see more. It
helps us think about more of the quahities that constitute

a set of phenomena; theory does not eplace intelligence

‘and perception and action, it provides some of the windows» :
through which intelligence can. look " ?ut into the world.

- i\\\; (Eisner, 1976:7)
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Certainly the need to- establish a firm base on whidh to build
' theory seems to be a pervasive priority with researchers in education.

The preoccupation with data gathering has been recently
-reinforced in research on teaching. As the anthropologists,
sociologists, and ecological psychologists have gradually
- convinced us of the complexity of the teaching endeavor,
we have realized the necessity for a lot of work in
_describing 'and analyzing the classroom and its ‘
] , activities. Any discomfort that we may have in venturing
- “out of the lab and into-the field has been somewhat
moderated by a.feeling that all we need to. do for a
while is to merely describe what we see. (Yinger 1978: 9)

While this may be so, Yinger cautioned that after years of

compiling Mrich" descrlptions we might become "thick" on description
g

but "thin" on analysis and theorizing.

Yinger (1978 13) continued by emphasizing that the need is now

- recognized that in order g
: for conceptual ‘categories and hypotheses that - have

meaning for real situations to emerge, they must be

based on qualitative descriptions of behavior ‘in

natural situations ... our central concern should be that
our theorizlng is grounded in situations that are
- representative of real settings in which teaching and °
learning occur. Better yet, theorizing should be grounded
,in -actual teaching/learning situations. ' ,

These descriptions do not preclude the use of other types of data a

collection which can ‘be used to great advantage in conjunction with

qualitative description The case study would seem to be an- apqropriate’

approach for conducting such a_.study.
'THE CASE STUDY" A
HacDonald and Walker (1975 3) described the case Study method

fa‘\? branch of exploratory, ethnographic research Methods are rarely
o g

ispecifically stated in advance but the goals should be to increase

the understanding of the variables, parameters, and dynsmics of

: *he case under study



Denton (1979 11) pointed out there is an important distinction
between providing an "explanation" which attempts to answer the "why"
questions in research and facilitating the reader's understanding"- .
by presenting a context for interpreting the phenomenon under study

Stake (1978 7) claimed that the case study is an appropriate

' method for educational research for in education few laws have been

validated Denton (1979 11) appeared to agree whenlee stated th t

in educational research there are few, if any, general laws whi h

. are genuinely causal". Rather an if-then condi ¢4

. reasoning seemed tofbe inVOIVed.e
L~

Stake (1976 129) cautioned against adopting a: preordinate stance
wh1ch depends on. the capability of prestating the purposes of education
concisely By adopting such an approach the researcher cannot remain
sensitive ‘to ongoing changes and uniqueness hence his bid for
responsive evaluation ' Wilson (1977 255) concurred that the
fadoption of a particular framework is arbitrary for interpreting and
.coding behavior. Wilson went on to say that the case study researcherb.
‘is constantly making strategic decisions as the study progfesses and

the theories that emerge musﬁ‘be used to direct subsequent data collection,"'
THE CASE STUDY METHOD IN CONJUNC;TIou‘wITu OTuEanETHQoOLocrEs o

Wilson explained that the ethnographic andsphenomenological

]

E methodologies often used in case studies come from the anthropological
s tradition. The (sometimes participant) observer collects information

Y

- about "human behavior impossible ‘to obtain by more Quantitative’fb'
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methods‘(p.254)."vThg guiding principle of ethnographic and
phenomenological research is the assumption that inéividuals'
" "meaning structures" de{éfmine much of their behavior. van Manen
»(197?:3) described phenomenology as "having as its primary objective
the direct investigation and description of phenomena as consciously
m(and pretheoretically) experiénced." The investigator engaged in

phenomenological research is simply obliged to describe in "1life world"

b

language without making causal interpretations.
Denton (1979:6) claimed that phenomenological reséarch is L

_ ;theor;tical in the beginning. He‘describgd the key concept”of
"bracketing' as the basic researth tool:ﬁf} . .

With bracketing the researcher is able to see and describe
‘a phenomenon from a variety of perspectives and to
interpret it against many backgrounds (or horizons) and

to locate it in some particular conceptual'fieldi The
procedure itself is simple enough; one puts aside
accustomed perceptual sets in order for the phenomenon

to appear as itself...

Bracketing is also the method for multiplying perspectives
on the phenomenon in question, observing from as many.
‘angles as possible, placing against a variety of .
backgrounds, locating.in different histories and futures,
listening and participating with the people involved.

Wilson (p.251).recommendéd'such "brackéting" until one's
. experience with the research Segins to suggest the re}evéﬁés of one'g
own thoughts. Denton (p.9) maintained it was not a quesﬁioé}of objectivity
versus subjectivity for the objecéivity claimed is that which resﬁlts 5
f;oﬁ multiple perspectives. |

Some of the events under study will be "patterned, recurring,

Ei and frequent", Denton claimed. As well, quantification is not prohibited

2.
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for many "event structures" can be enumerated, classifiéd, and
measutea. For example, the descriptive account itself can be subjected
to quantitative analysis after a content analysis has been completed.
While recognizing the limitations of this style‘of research in
education Denton félt it was a potentially vgluable direction for

educational research.

Phenomenological research will not provide propositions
supposedly having implications for the teacher and the
administrator. It will, however, provide a many-lavyered
narrative against which the teacher and the administrator
can draw parallels with their worlds of practice.

(Denton, 1979:14)

The onus of drawing such parallels is placed squarely on the
consumer of research. Kennedy (1978:16) agreed that this responsibilitw
is indeed the reader's. A satisfactory set of rules for drawing
infereniéé'from single-case study findings does not exist at present.
She argued that although they have been precisely stated and widely
accepted for decades, statistically-based inferences are themselves
¢ still "tentative", never "conclusive" for "the strength of evidence is

3
a matter of judgment," A

Kennedy pointed out that the "advantage of the single~case
methodology is that it forces the evaluator to look at the furetional
relationships between the treatment and the subject(s) (p. 14)“ and
she emphasized that the ' relationship" is what is generalized.

This generalization is not apt to be from a case to a population:

but rather from a case to another case., This procedure, she reminded

the reader, is well respected in both the medical and legal professions.
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&
i

Much medical "knowledge develop5‘fr8@ the accumulation of fdndings
about treatment effects in individuals (p.21)", Similarly, in law,

the court decides Whether a‘particuler decision generalizes to the

case being considered. "Thus it is the receiver'ot the information

who determines the applicability of a finding to a new situation (p.17)".
:The duty of the researdher/evaluator is simply to produce and share

the information.

Eisner appears to agree in part but a551gned more responsibility
'1: for the 1nterpretation and evaluation of findings to tne\researcher
Elsner (1976 1977) ma1nta1ned that the educational researche \T?St'
develop and u§e\tne skills of both ‘the "educational connoisseur" \\\\\\
and the "educationslxcritic". The primary aim of edncational
. S

.connoisseurship is to develop the art of fappreciétion"~which Eisner
(197?:8) described as the "awareness and understanddng" of both the
"character and quality" ofvwhat dne has encountered It.is the
development of educational connoi seurshlp, as the art of perception,
that would make the appreciation o complexity5 such as that found

in today's classroom, possible. Thé development of such a heightened

awareness provides the basis for Judgment e

LY
Eisner contended that one could be an accomplished’ educational
connoisseur without going on to become a competent €ducational critic

nal connoisseurship

provides educational criticism//ith ts: subject matter. In the sense
| L :
K
Eisner uses it, educationgilcrlticism" 1s not concerned with negative

evaluation but rather has as its primary aim the .re-education of

perception and is the "art of disclosure". The duty of the educational
; 1
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critic is to reveal the character and quality of what one has

encountered, An educational critic may be merely descriptive "in

the effort to characterize or render the pervasive and sheerly -
) L.

descriptive aspects of the phenomena(p. 10)", By atteAEFing to be

interpretative the educational critic tries to reveal the meaning

-

and significance that various forms of agtion have for those in a

social setting. Eisner maintained that in order to interpret

+

effectively the educational critic must "empathically bafticipaté in
the life of another (p.lafﬂ. This endeavor required the "judicioﬁs
‘and informed use of a variety of social sciences and the practical
Wisdomﬂgarn of experieqfe in schools (1976:14)5.“The educational - j"
critic who became evaluative would be making value judgments about
teaching with respect to its educational significance.
It“is this aspect of educational criticism that sharply .
differentiates the work of the educational critic from
the work of an ethnographer, psychologist, or
sociologist....Educational critics ultimately
appraise what they encounter with a set of educational

criteria; they judge the educational value of what
they see. (p. 14)

It would be réquired that the'feseafcher presuming to'take on fhis
role would "possess far more than the writing skills possessed by a
good novelist'or jourﬁalist. It requires a broad graéplof édupational
theory, educational history, and it would Ee a distinct édvantage for
critics to have ‘had experience as classroom:teachers (1977:8)«" |
Otherwise, aé Eisner~pointed out, without a sense of the prac;icél
‘realities of classroom life, subtleéies.observéd in the classroom

escape‘notice, the things that were overlooked or neglected by the

teacher are not noted, and the values embraced or rejected by the

\



'teacher are not comprehended

N .
Eisner (1977:8) explained the task of the educational critic ,
was to provide a "vivid rendering 80 that others might learn to
see what transpires in a busy classroom;

Kennedy (1978: 4) was concerned ‘about the talent needed by the

writer of a descriptive case study..
Arguments have been made for the validity of qualitative
data, subjective impressions, as descriptions of naturally
occurring events. While these arguments may be valid,
they suggest that’ the evaluator needs the talent of Tolstoi

to be able to describe these events in ways that allow
the reader to draw the appropriate inference

Eisner'agreed that what was needed for such a rendering
was a "form of 11nguist1c artistry replete with metaphor, contrast,
‘ redundancy and emphasis that captures some aspect of, the quality
and character of educational life (p.8)". He claimed that ""good
critics use language in a way that requires a certain poetic and
fluid range of words and phrases |

With regard to writing style in educational research Eisner‘
(1976 5) had previously noted that "somehow if - the author‘@ﬂr we!
conclude something it is more obJective than if "I'do." 1In the
_ attempt to increase objectivity the shift in language that resuits
acts to "de-emotionalize expression" and he felt "thexopportunity
to understand empathicaliy and to comnunicate the.quality'of human k

eaperience diminishes."'He claimed we must go beyond the}description

of behavior in order to know what the behavior means.f
Y

Eisner (1977 5) cautioned that "sheer description unguided by

value considerations is rudderless " He seemedlu)be implying that it

25
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is not'enough to describe and allow the reader ;b draw -the parallels

but as aaquélified educator, the réqunsibility’ggf the

. Interpretative and evéluative roles in educational criticism should

L

be assumed.
Thus the ultimate consequence of educational criticism is
- evaluative'in the sense that something must be made of -
what has been described and interpreted. The task of the
critic is not simply one of neutral observer (an
impossible position in any case) nor s it one of.
‘disinterested interpretation. The critic uses what
he or she sees and Interprets in order to arrive at
some conclusion about the character of educational

practice and to its improvement.

The rules for validity of educafional‘criticismvére cdplex but

Eisner suggested that»sevefal~procedures wqﬁld hélp to dispél .dohbt
abqut'the proce@ureS‘useq. By a&fempting to efféét Jstructura;
corroboration'" the researéher demonétrates,how a variety of facts or
conditions withiﬁ;the phenomena support the COnclﬁsions-drawn.>"It

is a précess of demonstrating how the story_h;ngs together, thét-the
pieces fit (1976:16)". It souﬁds very much like effegting thes
?tfiaﬁgulation" of data as originélly-describEd by Webb(1966)vand
;more'recently elabérated by Jick (1979). B |

A second method of "determining the rel%ability of the gritic's

“language is by judging the referential adequacy of what he has to say

26

(1977:9)" that is by seeing if its referents can be found in the work -

or the event 1tself. This is more possible when judgihg the.referential
adequacy of a critic of art who.evaluates a more stable objegt thgt can
likewise bé viewed by thé reaéer.>But Eiéner pointedhout that it is
-ﬁossible to do the same with more fluidAforms of art such as symphony

concerts, '"Classroom activities flow into one another" and seldom °
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present a complete whole and what is more they change over time,

Elsner recommended (p. 10) that the classroom be "visited with
sufficient Persistency to enable the critic to 10céte its pervasive
qualities". It is these qualities!that becoﬁe.the objécts of

| edﬁcational_criticism. In'additidn, Eisner stated‘ﬂhat by capturing
segments of ongoing éiassroom life on- videotape the referential

“ade4uacy of criticism éreaied might be detérmined.

» Eisner‘has.faithithat effective connoisseugéhip and criticism

will ‘result.in g

...content within a particuiar classroom and a refingd
sensitivity concerning classrooms that is useful for
. studying other educational situations....and may -
igf\\ ' provide cues useful for locating phenomena that might

) i , subsequently be pursued through conventional educational

research....Creative scientific work in any field

depends on new realizations, new models, or new methods
to guide inquiry. (p.11) '

Summarv and Implications for the Present Study

This sectioﬁ has recognizéd théﬁ‘the case study method has its- -
origins in anthropological, ethnographic? and phenomgqqlpgicai:
fraditions.=1t;is suitable for use in an exﬁioratory, hypotgesis—
generating stﬁdy as well as for ﬁypothesis;;esting. The ultimate
purpoée o{ conductingxa‘case stud; may be éé produce a de;criptién;
éﬁ ékplanation,én interﬁretation, or én evaluation. By-select1V%</////{
use of methodoiogies; it becomes a. vehicle which is.flexibIE,

adaptabie. and perhaps best suited to classroom-based research at the

()

o

theory bdilding stage. Since its methods may be unconventional ‘and
invéntive, it allows the researcher freedom‘to approach the problem

from différéﬁc‘perqpectivéé using eclectic data colle¢tion techniques.
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The present research study addressed rather open ended questionms,

A desirable way to.answer these was to determine '"what is" and then

to describe what seemed to be. As Yinger stated, one hesitates to
" do much more than describe and therefore leaves the rest.to the gifted

‘?few As Eisner portrays them, the "gifted few should be sufficiently

‘qualified to take an evaluative role in educational criticism.
7 S , ,

‘Where possible, where enough'"Structural‘corroboration".was

",'available, the present researcher venthred_past description and

possibly'may‘have overstepied safer bounds._After three months_of

data collection and a vy of data analysis and rumination, the
enduring and pervasive qualities" of this classroom’ in the present

1

study as understood" ‘by the researcher are presented as the findings
in this dissertation S
While the text of the description itself is largely teacher-

'provided data about students and not the researcher s description of
ongoing instruction, the choice of data to be—presented, the sequence

of presentation and the.method 9f presentatiop, howeVer;ireflect‘the
‘ perspectives of the researcher. Thnsbtheafornat ditfers from thati
7 proposed by Eisner in many respectsibut the ideas‘of=connoisseurshiph
and criticism have beenhhept in mihd;constantlyand’nsedVQhenjv o
»deened appropriate. | | |

[N

TEACHER THOUGHT PROCESSES-f

Another area of research which played arole in the present_,)
)

‘study is that concerning teacher thought proce83es The N.I.E.

Panel 6 Report (1975 l) confirmed the need. to know more about the

.
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"mentalvlife" of teachers. "Research typically slights the problem -
of how teachers‘think about ‘their pupils and instructigpal problems.
‘”ltvconcentrates instead on how teachers act or perform in the class~-
room " (Shulman and Elstein,‘l975:3). It was speculated that part of
the delay in investigating cognitive processes of teaching stemmed |
from the lack of confidence in introspective techniques.

Magoon (1977: 660) confirmed there was traditional obJection to
self Teports. Radford (1974: 250) had conceded that introspection gives
"us information about experlence It yields some data otherwise |
‘ inacce331ble.' Radford claimed that.if'verbal reports; or introspection—
as- datai were subJected to the usual checks used for all experimental
data and yielded satisfactory levels of significance they can be used.
vwith confidence As long as one did not "take the response at face
value but established empirically its relationship to some other
variables" (p.246) it was reasonably credible. Harré and Secord
(1972 84) supported ‘the legitimacy of "self-reporting" techniques
Their anthropomorphic model of man presumes he is a self-monitoring \‘
individual with the ability to verbalize*conscious thoughts which '

N
guide his actions. C F | ‘ ‘ o '

It 1s possible to examine the covert behavior operant in
planning instruction and in active teaching situations by asking the
teacher to articulate the thinking behind the actions. Some initial
trainingvis usually necessary for the teacher subjectvbécause thinking
aloud while performing a’cognitive task, or re-experiencing it, is

. not a frequently practiced skill but Shulman- and Elstein claimed it

4
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is possible to verbalize-these inner thonghts with the help of
_probing‘encouragement, Wodlinger (in progress) tookﬂpafticular care
hin the initial trainingnot his teacher‘subject to help her-identify
Jand articuiate the decision processes she was using during instrnction.
- The teacher reported naking’several times-as many‘decisions during a
’ vlesson than teacher subjects in other research studies have reported.
IFShavelson ‘1973:146) described teacher decdsion making as the most
important teaching skill and the fact'that teachers do have infornation
processing skills and‘decision making Skiils,providesgan important
rationale”for having teachers in the classroom'(Berliner, 1976) as
Y’Opposed to teaching machines. | |
Research has been conducted on both preactive decision making

yand planning (Oberg, 1975 and 1978) and interactive decision making
.(Clark and Peterson, 1976 and Wodlinger, in progress). Oberg (1975)
concluded that‘in addition to many other factors that teachers did give
consideration to student characteristics and ability when making
‘preactive'decisions abont instruction. Shavelson and'Atwood &

(1977 55)reported that on the basis of their ‘estimates of student
states of mind", teaghers decide which instructional approaches are
SUitable for certain students in preactive‘planning.

.Marx and Peterson (1975:17) concluded that investigating interactive
decisions was noE‘as fruittul»a pursnit as investigating nreactive
decisions Marland (1977) found there were ‘fewer than 10 interactive

v'decisions reported per lesson Wodlinger s contradictory findings may be
NV
due to the training in articulation of the processes involved which '

his teacher regeived.
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'Clark and Yingef (1977:292) concluded that interactivg
decision ﬁaking rarely.reéulted in an immediate change‘in the course
of ingtruction but acted as more‘df_a "proééss of fine tunihg and'édapting
to the aspecps of a si;uafion that‘weré unpfedié;able‘in principléf:‘

'such.as specific sﬁudent responses. Shévelsén_(1976)'f6und.that most
reported interactive decisions'émounted to modifications,of those ﬁade
in.planﬁingijut such dééisiéns ;re made on the basis of teacher-held
éxpectatiéns er aﬁd knowledge of tﬁé‘particuiaf %tudehf (MacKay-éhd
Marland, 1978; Shaveléqn and AtwoodaJ1977; and Russo, 1978).

In contrast to preacﬁive'deci;ionvmaking wﬂére es;imateslbf
tstudentfétates of mind appear to be moreVSalientf.6veft student-
centered cues likg‘bewildefment are apt to éreCipitate interactive
dé;iéions.vClark”and Peterson (1976:6) found that dufiﬁg intef;ctive |
deCiSion mak{§§, student barticipation énd involvéﬁent;wefe the main~
-cues used by teachefs;'particﬁlérly thé’"mood" bf the group. However,
in his study of 12 tegchers,'yacKay (l978:1§} found fﬁag-theiabsolute
references to student attention.during stimuléted'reéall'of‘the lesson
in.progresé were féw in number.

In comparing %réﬁctiveraﬁd interactive decision maketé, Zahoric
(1970);fouﬁd.that teéchers.who planned extensively wefe less fle#iblev
during aCtual‘igstruttion. Mérx and Peterson (1975:16) found that

"hiéhly’pfeactiv; teéchers had;studeﬁfs‘wi;h‘mére négativeéattitqdes
téward schbdl than'teg%;ets who made fewer,preactive deéisions and Qho,’v
_therefore, made more interactivevdecisibng which teﬁded-to involve
 students (by acCépfiﬂB their initiated quéstions'band comments és the .

: , v : : : i
lesson progressed). They also reported that teachers who "are concerned



about students in their planning tend to be concerned about students

i

in their {‘”“ wteaching (p.l3)".

| _decision making which appears to encompass the best
iires that the tedcher must make contingency

f'suit the moment in time byjintegrating'information“

“(for example: pre-planning; information about“students;

:iexperience) yet remaining "aware"'of situational information .

iged~thdt teachers"interactive decision making:might

e more : %uitiven'than rational (lackson, 1968, and Yinger,'l978).
Wodlinger; * teacher was able to relate antecedents for, rationale
Ibehind, and Hhether alternatives had been considered'for‘her_in%iractive

vdecisions;,; 'fnding which implies‘that interactive'decisionimaking'may

belmore r é 1 and Iogical than preﬁiously Concluded

In searching for a model for research on teacher thinking, Clark
(1978) considered the teacher as a decision—makef (Shavelson, 1973
| and Clark and Yinger, 1977) and the teacher as an information processor.
>(Marland 1977 and Conners, 1978) Clark judged the decision making; |
‘type of study as a highly controlled inquiry focusing on decision
making behavior, whereas the broader information prpcessing model is
a more inclusive approach through which the researcher can explore
"the ways‘that.teachers define situations and‘cope with~the task
environment-which is overwhelminglyvrich in information to be
',processed. A |

Ryans (l963:274)(described the teacher as an_finformation
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| processor and Shulman and Elstein (1975) saw the teacher .more

T

recisely as- an active "elinical" information rocessor who was
% Yy P

) involved in- planning, anticipating, Judging, diagnosing, prescribing, ' ‘th
and problemwsolv1ng v : E
Adams and.Biddle (1970:85) portrayed the teacher as continuaﬁiy
iaccommodating surroundlng stimuli and manipulating the environment
for others

Consequently she has to act as a kind of feedback mechanism
for the classroom. She receives stimuli from her pupils

and other elements in the environment, she has ‘to process
this information in relation to her educational purposes,
then she has to emit behavior, which, in her opiniOn will
bring about the desired pupil responses

Marland s (1977) study’ on information processing of teachers

‘examined teachers cognitive functioning during instruction and the -

ﬁ\\\géz§\teachers coped with interactive demands: In addition to other

solicited information, the teachers were requested ‘to disclose the

-

kinds of information about students they.had brought to the lesson"
. —

FEF

' situation and which impinged upon or influenced their interactive

Y

thoughts and decisions

Shulman and Elstein (1975 35) claimed that introspective

&
techniques could be useful in the "study of sources, character
,‘modifiability, and conseduences Qf teacher expectations .QSuch
bprocedures may help to identify how teachers interpret -and evaluate o
meaning and sufficiency gf new information, which information SOurces
are‘used by teachers to make pupii judgments, and which are ignored "
| Clark (1977) investigated how teachers gather, organize and
. evaluate information and feit that continued study would 1ead to an_

‘f“

- : P Y
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understanding of the uniquely human processes which determine and’

guide teacher behavior.
Clark and Yinger (1977-3'01)“cai\kea of the

‘exciting possibility that research on teacher thinking may
unite the concerns of researchers in instruction and teacher

- behavior ‘with those of researchers on curriculum and
materials. All of these concerns -come together in the
minds of teachers as: they make the plans, judgments,
and decisions that guide their- behavior. ‘Indeed, the

~ thinking of teachers may be the’ strategic research '

%, site that yields the first practical theory of instruction

4

Stimulated Recall _

Stimulateddrecall,rused as a research device foriinvestigating
‘covert thought processes has yielded promising results. Bloom
-‘(1953 and 1954) felt that recall conducted within a 48 hour period
produced accurate accounts of simultaneous covert thought processes
that accompanied observed actions He felt the teacher could relive '
an original situation with vividness andnaccuracy if presented with
ha large number of cues. He used both audio and video cues in his
research Gaier (1954) cautioned that the subject would tend to

B S

. censor* what he would reveal Shulman and Elstein (1971) used _
»multi—level protocols (video and think aloud protocols in conjunction
with stimulated recall protocols) 'to ascertain the consistency and

accuracy provided by this introspective technique. Thip tri-level dataf.

.'collection permitted cross referencing on the recall itemsﬁE}ovided |

'by the physicians in the study._Such "triangulation or corroboration o

. of stimulated recall data was urged by Radford (1974 246)

Kagan et al (1963 239) emphasized the importance of the role of,

the interviewer during stimulated recall Unless a. rapport characteriz:dﬁf?

v
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by "communicated authenticity, positive regard for the other person,

and empathy" (Fuller and Manning, 1973:499) were developed, the teacher

(,./

subject would noF be willing to verbalize covert thoughts. Other
. procedures such es assuring eﬁonymity, allowing-fhe subject self-
viewing opportunities before’actual,recail, and ieforming the subject
of the purﬁose of the recall help to ensure that the sﬁbjectuwill
cooperate‘fully (Marland; 1977).
Tuckwell (1980: 282) suggested that filming from the:same vantage
point as the teacher' s,.1nstead of from the back of the roogyghich is
; less obtrusive,‘would result in cues more like the original ones
influencing the teacher during the lesson apd this might facilitate
more accurate recall. | | f
Stimulated recall has been successfully used in researching
‘coveft behavior.of teachers by Bloom (1953), Shavelson (1973),
< Clark and Peterson (1976), Shavelson and Atwood (1977), Marland (1977),
. Conners (1978) Cooper (1979), King (1979), and Tuckwell (1980) to |

- date.

Summary and Implications for the Present Study

Increasing interest in the covert mental activitf of both teachers
and students has resulted in growing support for introspeqtive |
seudies in education. One research technique which has been found
pafticularly usefulvin this pursuit 15 video playback stimulated recail
during which the'subjectlreveals his thought processes wi;h respect
to’issue—specific stimuli. A comprehensive review.of both teacher
thought procesees and stimulated recall methodology can be found in

4

Tuckwell's (1980) dissertation.
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The present study utilized the teacher-as~information-processor
-approach but.purposelﬁ narrowed the focuslof‘teacher thinking to
information about students._Data_concerning the teacher's expectations

3 .
for student achievement, the Feacher's affective reaction to students,
the teacher's perception of various student personality attributes, énd.
the‘feacher's perception of his students' classroom behavior and work‘
habits were gathered during general interviews and by conducting eight
stimulated recall interviews focusing on the teacher's thoughts about
students during instruction. These expressed teacher thoughts wgre

clarified and corroborated by other data sources in order to

substantjate the authenticity of the teacher's self reports.

TEACHER EXPECTANCY EFFECT

Teacher-held expectancy is an area that has been shown to be
investigated profitably through the use of-introspective techniques.

Attribution Theory

A knowie&ge of attribution theory helpé to explain how the
expectancy effect functions. Attribution theory, from the cognitive‘
phase of social psychology, provides a general ffameﬁork for interpreting
actions, for identifying causes, and for predicting future actioﬁs.
Bar—Tal (1978:?59) defined an attfibution as the "inference a persoﬁ

_makes about the causes of behavior, either his own or another person's."

Jones and Nisbett (1972:80). outlined the discrepancies-in "'+,
interpretation that occur Between the."éctor's" (eg., é student)
perception of an'event and the '"observer's" (ég., a teacher) perception

of the same event, Teachérs‘act on the basis of these perceptions,
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however, and use them in forming expectations about students.,

The,classroom observer, in turn, may interpret the same event

involving both the student and the teacher in yet another way.
Weiner,(l9l2, 1974, 1976:184) in his work on causal attribution

. made a connecting'link between attribution processes and expectancy

theory If the responsibility for an action observed is felt to be

due to "stable" causes ( eg., the student s lack of intelligence, or

the difficulty of the task), a teacher would be apt to help the student

overcome the difficulty encountered. In this example, one of the

stable causes (ability).is said to be an "internal“ cause while the

other (task difficulty) is "external" to the student. In a second -

example another student might be perceived to fail on a test due to-

bad luck or a lack of effort on his part (both of which are seen to

be "unstable’or changeable.causes) The bad luck is external and can not

be controlled but the effort exerted is internal and seen to be something

a student can controll The teacher's attitude toward helping the student

in the second example would differ from the first wherein the student

was seen more-as a victim of circumstances beyond his control. Weiner

conceptualized that most people éould attribute their success or failure

on a task to one or more of the four causes mentioned above.

- Locus of Control

Internal - External
Stability stable ability - task difficulty/ -
. unstable effort . luck

“Weiner (1972:213) claimed that it had ‘been

convincingly demonstrated that causal attribution influenced
the likelihood of undertaking achievement activities, the
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intensity of work at these activities, and the
degree of persistence in the face of failure.

Teachéfs form their own attributions to account for the
successes.and failures experienced by their students. These attributions
contribute to their performance expectations fof students andkmay
account for diffetential teacher behavior toward étudents. Hence,.a
student viewed'as‘”lazy,ldoes not exert effort" may not receive the
téacher—prdvidéd challenges that the "tries hard, persistent"” student

! ‘ ‘
does in the classroom situation. The unchallenged student will not B
Produée és much. If thé teacher's attribution of "lazy" happgned to
be inaqcurate,'the self-fulfilling prophecy oﬁéy time could eventually
result in the student exhibiting the very characteristic which would

confirm the teacher's at&ributiqn.

. Varying factors such as the age and sex of the student, ~and
personal achievement needs, would tenﬁ to govern what happens on an
individual basis but it seems obvious that self-attribution and the -
attribution made by(others would help to shape and determine performance
in the classroom.

Smith (1977:7) claimed that the role of fhe.geacher was crucial
for manipulating the felt achievegent needs of the pupil. The |
"expectancy" of success and the "value" of the outcome to the student
(Weiner, 1976:184) have to be adjusted to suit and challenge each
individuél stﬁaent, Confidence may result in greater effort and
| persistence and the student may begin to make more favorabie self-

attributions about his performance. Attribution retraining procedures

have been successfully demonstrated by Entwisle and Webster (1970);

13

b
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dé Charms (1972), Kulka (1972) and Andrews andgbebus‘(i978). Kulka
(p.168)'stated that effort is the most salient determihant of outcome.
Attributions to effort, then, are to be éhéoufaged in the leari]hg
situation. King (1979) substantiated the importance of percei?éd effort
on the éart of students in‘the‘formatidn and m;inteﬁapcé 6f téacher.
expectations. |

» Summarz. Attribution for causes of performance pngerlies‘both
teacher expectancy and stu&ent self-expectancy for future performanéé.
The student's causal perception of his own successes and failures
may determine his motivation ana persiétencé at aéédemic tasks. The
teacher's causal peréeptionzof the étudent's behaviorvinfluenceé her
performance expectancy for that étudent and hef behavipr towards him

- during instruction.

Teacher Expectancy
The belief that teacher expeétations could fuhctioﬁ to fhé
detriment or advantage of student performance is becoming genenél}y
accepted. Wiﬁne and Marx (1977:672) conéluded that relatiénship% exist
.between expectations and,studentu1éa§ning.based dn evidence fouAS by mény.
N :

studies td¥date. Whether these relationships are correlational or\causal

in nature is ‘the subject of much interest and research currently.

Researchers believing there was a causal relationship between

teacher:éxpectations and.ééhievemeﬁt (Wést and Anderson, 1976:615; \’

L

Lockheed, 1976:16; and Dusek ana O'Connell, 1973:375) raiséd the question
of the "preponderance of causation' and suggested the view that )

-expectations are formed on the basis of the child's past academic

performance in opposition to the view that teacher-held expectations
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influence future achievement. West and Anderson (1976:624) stated,that

future student achievement is best predicted by present student
‘achievement. Lockheed (1976 16) suggested that student achievement
is the strongest single predictor of teacher expectation. By contrast,
Crano and Mellon (1978:39) concluded that teacher expectations affect
students' achievement and further concluded that the teacher's
~expectations for the‘child's social development instead‘of achievement
development exert the stronger influence on achievement. |

Brophy and Good- (1974 34) after many studies involving teacher
expectations felt that teacher expectations usually result from observed
StUdent performance rather than EEEES it. However, they p01nted

i

out that teacher-held expectancies are capable of affecting student

Ll

performance if they are inappropriate and are kept inflexibly rigid

Formation and Maintenance of Expectangy.for,students

The information sources that give rise to the- formation of
expectations are)many and varied. Sheer personal reactione and feelings'
toward pupils (Willis and Brophy,lb74:527) can result intexpectation‘

- for the pupil Usually ‘the information sources used inm forming
4expectations are the attributions made about student performance, work
habits, and personality (Shavelson, Atwood, and Borko, 1977:51).

These sourcespof information used in‘therformation of expectations

are often referred to as "cues"; The following studies have dealt

with the effects of specific, naturally‘oecurring cues and their
influence upon,the.formation of teacher expectatione:

' divorce (Santrock and Tracy, 1978)
teacher'experience'with older sibling (Seaver, 1973)

unusual name~(Harari; 1973) ‘
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physical physique (Stafferi 1967 and Lerner l969)
) Ahandwriting (Briggs, 1970) i b
- sex (Palardy 1968, and Adams and ;avoie, l974)
facial attractiveness (Clifford and’Walster 1973)
conduct. (Adams and Lav01e 1974) ;
labellng (Yoshida and Meyers, 3975)

Lockheed (1976 l6ff) and Braun (1976) presented a comprehensive |
list of .such cues ‘and. the names and dates of research studies that .
.confirm orvquestion the relatiVe strengths‘ofthese cues on the formation
of teacher expectancies for students. HoweVer, the most salient
and relevant cues,would appear ‘to be the‘childfs actual classroom
‘behavior and“academic'performance. The use of cues may depend on the
‘time,of the school year, other,available.information; gr certain'
ﬁteacher characteristics. |
Each teacher is idiosyncratlc in her susceptibility to the
expectancy effect due to factors 'such ‘as years of classroom experience,
her belief system and her awareness of the effect (West .and Anderson
1976 621 “and Cornbleth Davis and Button 1974 58): Dusek (1975 666)
: claimed that in comparison with student teachers who had been used in
expectancy research studies, that "real", or mdre'experienced teachers
.treated students equally Muttart (1977) who- investigated presage
and process teacher characteristics in relation to differential
treatment of students concluded that the phenomenon was not universal
with teachers.
Good and Brophy (1975 115) distinguished among three general
types of teachers who varied in their susceptibility to the expectancy

effect. The "proactive" teacher‘uses his expectations for students in

planning suitable.activities designed'to individualize and optimize
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,learning 'The'"reactive' teacher has gd&erally accurate and
flexible expectations but he allows the students to control Qr
condition the patterns of student teacher interaction The third
type of teacher, the ' overreactorv provides most evidence of.eapectancy
effects.. By adhering to simplistic and riéld stereotypesvhe allows
.hinself to be condltioned by student‘differences but in addition, h€~
: exacerbatesrthesefdifferences‘by treating‘students'as even more different
than they reallv'are, engaging in kinds of behavior that produce self;p_
fulfilling prophecv effects. Brophy and‘Goodi(1974:viii) stated,
"Few teachers are able'tocconsciously monitor‘each student‘on a
continuing basis and treat him in‘aideliberate,'proactivevmanner..
.tﬁost teacherscare prinarily reactive in résponses to.students.;.
4showing evidence that studentsbhave shaped‘their behavior."
Clark and~Yinger él977;295) stated‘that the "open minded"

teacher was more flexible and made adjustmentsvinvher'expectations.
Haigh (1972:i10) and Smith and‘Luginbuhl’(1976:267)“confirmed’that the
'xdegree of "auareness" of the expectancv;effect deternined its exhibited
'istrength,inia!teacher's behavidr: Nash (1976;40)ffelt,that bnce the
i teacher becane cogniaant of‘houbher attitudes influehced‘her actions,f
she was more likely to attempt to give all pupils equal opportunities a
.within the class. Nash believed that

the teacher uou{d take an active role in counteracting her

natural biases by deliberately acting in positive ways

towards the pupils- to make an anti-self- -fulfilling.

3prophecy of her expectancy- and make of it a virtue.
(p:40).

It is difficult to estimate the extent to which the expectancy

-
%

effect‘isﬂin operation in a classroOm for it is contingent on many factors.

:;\ !



Rosenthal (1973:59) found that the effect occugfed between 34

to 37 percent of the time in his study. Good (1970:190) noted that
teachers "expect one-third of the students to’learn much, and one--
third to just get by." This“xpectation tended to be supported by the
schools' grading pclicies'aéi\ngctices.—If the above information is-
any indication of the prevalence of expectancy effects in classrooms
it might be safe to assume that depending on certain congdtions,bthe

loweet third in the class could beveubject to negative exuectancy
effects. | |

'Shevelson, AtWOod, and Borkod(i977:55) statedvthet'"teachers
constantly receive additional informationrebOut,students; Many
additional cues coﬁe .from the-teacher's otservatiun of day to dey
interaction in the classroom " These cues and resulting attributions

‘ concerning probable causes for observed student behavior are part

¥

vof the teacher's continual infprmation-processing actiVities. Thev
possibility thetefore e#ists thet.negatiué‘expectanCies mayvbe revised
on‘the'basis of positiVe informatidn5reCeived.fHdweuer,,the

'"anchor;ng "vneuristic,(Shavelebn‘et'el, 1977:55), or‘tbe.strength '

‘of thegiirétvimpression", is difficult to 6Vercome'and,mey be the

‘mechanism underlying thesexpectancy'phendmenon\for Shavelson»et al felt'

- that "adjustments"ifollowing the ‘'anchoring" were typically insufficient ‘;
; ) 3 F .
for discomfirmatory evidence tends to be rejected. Fortunately, most .

‘teacher ekpectancies are reasonably accurate in the' first place.

o

Clark and Yinger (1977'300)'stated.that

The evidence is mixed on the extent to which teachers
judgments are flexible and responsive to new information.
It is clear that teachers vary in the accuracy. of their

. predictions of student achievement and the weights that they
assign to factors that influence their judgment.



Summary~aﬁd Implications for the Present Study wﬁﬁ‘

- The formafion of performance expectancies for students varies’
in accuracy. and streﬁggh withhindividual teacheré,'Thé telative
importahce ﬁhey assign to these expectations is a function of their
beiief system and théir‘;bilityltb process and evaluate new information
which may séf?e to maintain or revise their impressiqn$ 6f a Student's‘

capabilities. In particulér_an awareneés of the phénomenon of the

\

ekpettancy-effect usually serves to reduce its strength'andbinfluence.v
.A'comprehensiVevfeview of béth attribution tﬁeory and
expectation theory‘can be found in King's (1979) dissertatioﬁ.
_‘By Marég??when the preséntvstudy began,‘performance expectations

‘ held'fo:ﬂfhe studenﬁs would have been>formed,'édjus£ed, and would

theh havevbecomé relatively stable after.seven months ofA;ngoing

teacher-studentbihtéraétion. If process expectancy efféc;s.existed,

it waé antiéipateé that théy would be detéqtéble becahsefpatterns of

interactiéns b;sedhpn mufual‘expectationévwould have become habi;ual.

Byvdelvinglinfo'téacher thoughts aﬁd feelings‘about the sfudents~it
"~ was considered péssible that the saIienﬁ cues which had been used to
form these .teacher impreSsioné of_and expeététibns for individua;.'
studéntg-énd f?r groups of students‘might be identifiéd;'

TEACHER ATTITUDES TO STUDENTS

#

‘ By'analyéingvdrade 3 teachefs; desériptions of'theif stqdents,
-Silberman (19695 1deh£1fied foﬁr basic attitudes (attaébmeﬁt, concérn,,—
‘indifférence, and rejection) that-éeachers ééemedfté express toward |
étudents in theix/classes; Teachers wé;é'asked to‘éssign the one most

representativé studgnt in the class to eachvof thé four attitude groups.
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" Silberman ekamined-the teacher's interaction with the class and - .
.identified which specificé teaching behaviors appeared to communicat;
_ these feelings to students. Silberman'recorded and analyzed the p.
dyadic verbal interaction which was exchanged between the teacher and
the student subjects in ;he attitude categories. Differential verbal
treatment,of students was noted and teacher s affective reactions'
~appeared to'account'for this occurrence. Due{to_the rapid paée of
'classroomilife, andvparticularly.during verbal‘exchanges,fteachers are
forced to react spontaneouslylb | |

| They are required to make many required decisions quickly

by dcting on their feelings towards the students involved

in certain situations than by weighing the pros and cons
of alternative actions. (Silberman, 1969:406)

The most common characteristics of students belonging to the four
attitude groups have been distilled from several research studies and:
" are presented in brief summary form'

Attachment: high achievers who responded warmly to the teacher
- and vﬂu:were generally conforming and compliant “happy, attractive.

mature
The verbal interaction which was characteristic of this group
'was positive in nature with a high percentage of praise which was 1in
acknowledgement of. their excellent achievement They initiated a high
percentage of contacts with the teacher. Teachers seemed to. keep overall
contact with this group minimal,partly to avoid showing the favoritism
felt and. partly because these students did not seem to need help and
could be counted on to ask for assistance when they needed it.

V_Concern Low achievers who were dependent on the teacher and who |
exhibited acceptable behavior, restless immature, in need of
- encouragement, notably lacking in self confidence They made

appropriate but . extensive demands on the teacher.
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‘Concern students receivéd-tne higheat amount of verbal contact
from‘the teacher Interactions were characterized by longer contacts,
:lof both student initiated and teacher—initiated types. They were
fpraised for good‘behavior{and,criticiZed for~poor,behavioru‘1t,seemed :

" as if teachers went out of their way to encourage‘and praise these

‘dstudentsi

- t

Indifference: had few identifying characteristics (blank
" expression was. frequently nentioned), were middle achiewers,
”exhibited some misbehavior.and. some negative attitudes toward '
B school not noticeable unhappy,‘unattractive avoided eye -

l

- contact.
In contrast to Siloernan's'Suspicion‘tnat indifference students
were accidentally overlooked‘because they were not all that,salient‘
pr noticeable, Good and Bropny (1974) suggested that _teachers'

. i’difference toward these students vwa_a( a deifence mechanism to nrot‘ec.t
teachers‘from'the,continued frustration and_rejection experienced‘whenA
working with indifference atudents. Their unresponsiye and‘sﬁllenj

':benavio; turned off teachers and:conditioned‘then’to»minimize
interaction with them. It wasla matter of mutual avoidance. ' { X

- The total number of interactions exchanged with this group was.
lower than for all other attitude groups Infrequent student-initiated

'contacts indicated_a student avoidanCe of the teacher. Reciprocally,

a low.percentage'of‘teacneriinitiated.interactionsvoccurred witﬁ.this

»

group. s

" Rejection: lew achievers, frequently disruptive and defiant. Low
~abjlity was attributed to this group, sometimes inaccurately.

. Inn Eilflons with this group were characterized4by_frequent

bhavior, a high percentage of student-initiated
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contacts; A higher percentage of interaction with these students
tfoccurred in‘private'settings. Toward rejection students teachers
‘tended 'to ekhibit"hostility and held them, "continually.under‘
surveillance" - (Silberman, p 406) " Teachers appeared to experience
conflict in dealing with these students and appeared to- praise them |
~whenever possible It’seemed to Silberman that,they were held up to
the class as both good and bad examples. o
Willis and Brophy (1974 520ff) defined "attitudes as affective
reactions which were tied to the personal qualities of the student
-and his reactions to the'teacher , not to student achievement.
| Good and Brophy (1974 192) concluded from reviewing their own -
and others" findings that the two main variables influencing the
assignment of students into attitude groups were (l) the student s.
general level of success in school and (2) the student's tendency -
to reward teachers in personal contacts with them Willis and
s, Brophy (1974 529) added (3) the degree to which these children conformed

5

to classroom rules A general summary of the four groups would conclude

 thatj ' . |
" ‘Attachment stddents are high achievers who rewand teachers during
personal contacts .and who conform to classroom rules.

-Coricern students have trouble in school but are generally
conforming and rewarding .

: _Indifference studenﬂﬁ do not provide personally rewarding Y
.~ experiences for teachers although their achievement is. sometimes
" better than average and although they basically cenform to
jclassroom rules.t :

: Rejection students satisfy none of these criteria to any great

degree. S

fIn the Student Attribute Study (Brophy et al 1976) the researchers

set out to provide more objective descriptions of students and 80
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conducted a large stale-study.in order to "broaden and deepen
knowledge concerning'the relationshipibetween teachers‘ perCeptions

of students and the actual attributes of these students (p 444)."

»

’The study addressed the questions "Why do teachers develop certain-

~

attitudes toward some students but not to others, especially others who »

are similar?" and "What kinds of students provoke strong attitudinal

-

responses in teachers’(p 118)"
) ;

“ Studies involving small numbers of teachers are very. sensitive
to the unique attitudes and preferences of the teachers
involved so that their data may not be generalizable to
'other teachers. (p 126) : . ’ : ).

The researchers wished to clarify puzzling and contraditory ' '

byl

‘findings that had emerged for the above reason from'the attitude studies

_‘to date. Twenty—seven female elementary'teachers'and 362fof‘their
studentsservedas the subjects in the study. The findings vere meant
to generalize across many students in order to describe the typical"

',attitude group ‘student who would evoke e predictable and specific --»'v

€

teacher attitudinal response. With this generalizable information, the

dynamics of classroom life might be more satisfactorily euplained

Brophj et al departed from the tradition of assigning students

into the four attitude-to-student groups. Their information concerning
v
attitudes was taken completely from two items on the 13 Attributes

"Scale (Brophy, Evertson, Anderson, Baum, and Crawford 1976) namely. f

'vItem #10 Attachment (Wbuld like to have removed from clags o
versus would like to keep for another year for the
sheer joy of . it) . - :

‘and .
L \Item #11 Concern (Doesn t. require special attention versus -
.concerns me a great deal. I would like to be able to.
devote much more attention)
 The studentsvreceived‘ajhigh, medivm, or‘lowgicore; ‘

'S
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However, by using this procedure the same student appearedA

somewhere on both attitude measures; eg., a "high attachment" but
"low concern" student, For each of the 13 attributeg Bronhy et al.
analyzed the data for the strongest, most cbnsisﬁently rated students,
E&en so, it is difficult to be surprised at their conclusions:

Some unexpected and interesting findings appeared for the students
ranked consistently low on the concern scale, Just as was the case
with students ranked high on attachment, the teachers were
unlikely to respond negativistically to misbehavior by the low
concern students. No doubt, part of this was because the students
misbehaved less often and less intensively. Even so, this !
pattern was unusua]l. It suggests that relationships between the
‘teachers and the students consistently ranked low on concern
might have"beeneparticularly positive, rather than neutral, as
the term "low concern" connotes. (p.426)

Brophy et al. investigated the relationships among all the
attributes and noted what types and amounts of verbal interactions were
exchanged with students rated as high, middle, and low on specific

attributes. These teacher perceptions and ratings were compared to

¥

. observér perceptions gnd ratings for the ‘same students and any
discrepancies were noted. Compfehensive profiles Qf students in the
different attitude categories were'éxténded. Brophy'ét'al.(p.IZS)
commented on tﬁe accuracy and débendability of teacher-provided data
- about students.

" There are even more questions about self-report data from teachers.
Taken at fage value, they seem to ‘add rich detail and-elaboration
to teacher é&xpectation and attitude data. They help indicate
other'chaiacteristiqs‘that teachers notice about students in

" the reasons why teachers hold the expectations or attitudes they
hold. However, like any self-report data, teacher self-report
data are distorted by halo effects, logical errors and other
sources of bias or inaccuracy.....Thus teacher perceptions
hang together nicely to make a consistent picture but at least

. some of them were incorrect. This raises questions about the rest
of them. .
-
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Accuracy and bias aside, it is on the basis of their perceptions
and assessments of students that teachers do operate. However, Brophy
et al.were attempting to identify those specific characteristics of
students which presumably would affect all teacherg in similar ways.
This was a difficult task,and, as Bréphy et al, (p.449) implied, they found
a certain degree of unpredictability due to the "chemistry"
of relationships between individual teachers and individual
students for occasionally the right combination of teacher

and student will produce relationships which defy all theory
and previous research.

Cranofand Mellon (1978:47) stated that teacher evaluation
of and expectation for the social development of a‘qhild might exert
an effect on student perfofmance. Presumably a teacher who finds a child
obedient and a pleasure to have in class would spend more time and
energy helping and monitoring his academic'progreSSf Especially in the
early grades, they stated tﬁat "the affective response of the teacher
to_thg student may have far ﬂpre i?pact oh the child'sAperformance thaﬁ
the teacher's assessment. of academic ability." The resultént self
concept has a profound shéping effect on the child. Crano and Mellon
concluded that the effecgs of thesé social expectations "based ;n

aspects of the child topally incidental to his acadeﬁic development,

represent a potential educétional inequity (p.48)."

Summary and Implications for the Present Study

Attitudes toward students contribute to the formation of
ﬁerformance expectations for students. Although based more on the

personal qualities of the student, these attitudes tend to predispose



the teacher to assign certain attributes to the stdent_and to
affect bis personal interaction with the student %u;iﬁg instruction. .
In the preséht-study, the researcher obtained teacher-assigned

scores for'all 26 student subjects on Item #lO—AttaChment.and Itemv#ll—
Concern, as in the Brophy et al,.study (1976), but, in addition, had the
 teacher squect place‘all 26 students into one of the four attifude to
student groups. Asgigning all studénts t6 groups would weaken |
characteristics which.are more apparent with the three most (0{ one most)
representative student of each attitude group but all 26 students were

subjects in the study and if any trends emerged for larger numbers of

students, more confidence might be engendered in the data. \

The achievement expectations of the teacher for each attitude
group could then>be examined‘asAwell as ghé personality and behavior
attributes assigned ( The present study:used the 13 Attributé scales from
the Brophy et al study). In addition the dyadic verbal interaction
coﬁtacts received by individual‘students could be averaged into
attitude group scoreé which could be compéred with findings from
previous research studiesf No attempt was méﬁé to prove‘hé; accurate
the teacher was in these expreésed attitudes and perceptions ﬁut the
sﬁréngth and conéistency éf‘thgse'teachgr ;atings were of majdr interest.

CLASSROOM INTERACTION

; . .
In order for the expectancy effect to operate, the performance-
/ L3

expectations And affective reactions held by the teacher have to be

communicated and understood by the student. Perhaps the most common
| ,

vehicle for ?onveying this information to the student in the classroom-y
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is the dyadic.verbal interaction he exchanges‘with the téacher.
Indirect informétibn is relayed to the student by,virtue'of the
quality and quantity of intefactioﬁ which helpersbnally receives
(Dusek, 1975). More'direct communication of expectatibns is also
possible. | |
Rosenthal (1973;60) proposed a four factor theory to‘e¥Plain
hbwteachers,communicate their expectationé to students. First the
teacher creates a ”climate” (eg., é warm, socio-emotional mood).
According to Rosenthal,uﬁhe teécher monitors dinput"( of the type of
.verﬁél inféraction) addressed to the student on the basis of his
berceived achievement and motivation le?els; Beez (1970) noted that
his teachers ( student teachers) taught more conten; to "bright"students.
;He conciuded that teacher expectagibns had been translatéd iﬁto overt
alterations in teaching style and substance. The ”butpu;ﬁ, as Rosenthal
termed the respCQ§e opportug{tiés affordeq the gh;}dren usualiy.result
in»the high achievers receiving moré opportunities for verﬁal ‘
interactioq;witﬁ the teacher. Teachers send "clearer streng
evaluation", or "feédbagk", to bright students. ﬁse of praisahis
certainly a‘way of communiqatingfthese expéctations.‘Firestone and
Broudy (1975:549) noticed a fegdback differenée in:that the low
students were praised less when_they requifed more supportive teacher
behavior'aﬁd réceiVed more criticism than the situation_barranted.
Thét'the résultant 1n£eréction patterns can be connected ;ith
teécher expéctatgpns has béen well attested by numerous research

studies to date (Brophy'hnd“Good, 1970; Kester and Letchworth, 1977;

.
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kRothbart et al, 1971; Rubovits and Maehre, 1971, and Nash,°1976.

‘Dusek (1975:681) stated that although differences in the amount

and kind of interaction may be noted,Aif teacher expectancy is
based on ebjective data then no "bias" is present'in fesultant
verbal interaction. In fact the differences in interaction might be

.\

the teacher's attempt to provide teaching style differences to suit. .

-children with differing needs But if differences are based on

irrelevant information, then bias may be said to exist.
The student's reaction to this information may depend on his ’;
personal characteristics. Pupils with high achievement needs may exert

t

more effort to counteract the sentiments the teacher seems to be

commqnicetvng. Teacher use of criticism with more’ab;e pupils sometimes
g to'eneourage better effort on their part. However, low
achievers tend to give up and behave in accordance with the low
expectations"expressed_by the teacher.

Tne obvious function of verbal interaetion 15 the exchange of
infd?mation. Feedback to the student is important for snch‘things

v . . '
as time on task (Bloom, 1974:686) and for providing the student with

information essential to purposive behavior (Smith and_Luginbuhl,

)
)

11976:270).

& )
. How much and what kind of verbal interaction occurs in the

classroomfis very much controlled by the teacher. Her teaching style

. for example, may encourage orvdiscourage pupil input during lessons.

L

- One would‘expect to find far more student—initiated ingeraction with

-

an "indirect" style of teaching. Smith and Luginbuhl (p.Z?O) gtated

that the amount ‘and kind of interaction directed at the individual
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student was due more to the degree of teacher awareness for the

"aware teachers gave more equal verbal attention to both bright

and dull" in their study.

Classroom ‘interaction studles‘lnvolve the observatiod of
overt behavior in naturalistic clasaroom settings. Data are collected
either in checklist fofm such as the Dyadlc Idtefacaion Observationb
System, derived from Brophy and Gpod(l969)’for recordlng verbal exchanges,
or by concurfently recording the obaerver's.classificatioﬁ-into a
micfophone (Halgh, 1975:1005 for later decoding.

The "quantitf’of verbal interaction refers to the frequency and
amount.tﬁat takes place between a student’ and the teacher. Some

researchers have found no quantitative differences in the way the

teachérs interacted with high and low achieving students (Robovits

"~ and Maehre, 1971 and Smith and Luginbuhl, 1976); but more freqoently

.

researchers have found both quantitative and qualitative differences ln .
the way the teacher engaged the children in verbal interactiona‘(Haigh,
1974; Jeter, 1972; Rothbart 'et'al, 1972; and Bloom,' 1980). Haigh '
fouod uﬁ.to three times;more interaction with perceived high-acoieving-
studenta.'ﬂQﬁalita;ive" differéoees in interaction are evidenced by the
use ofvhighef.o;der questions, probing questions to correct inaccurate

answérs;,sustaining, evaluative remarks, and,ptocess feedback which are

‘ commonly.addressed tq the abler student and tovthe student for whom the

teacher has concern.
Varying reasons may explain why differential interaction patterns

are allowed ‘to exist. For example, for motivational reasons the teacher

2

may choose to call on the "bright" child on whom he can depend to provide
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consistent and appropriate responses (Good, 1970:193). Perhaps in

realiaing ability differences the teacher”is attempting to,protect

| teelings‘of the student and in the hope of reducing anxiety.pnrposely

-may not;call on him in public settings. The net result, however, is that
children note the amount and type of verbal interaction they experience -
with the teacher;and develop'a'self concept partially based on'this
information. | | .

Cooper (1977) suggested that either a more selfish desire to

‘control personal rewards (Interacting with bright children is more
satisfying to the teacher) or the desire to retain personal control over.*
the;"content,_dnrationg and timing" of the interaction with "low"
achieving students (particularlp in student-initiated interactions)’
determined the patterns of interaction. The.teacher often;chooses the

- situation over which she has the most control. Cooper (1977 421)

'found that his teachers expressed higher expectations for and perceptions
of greater control over the academic performance of females. Cooper A
felt that ‘teachers’ expectations for and sense of control over students

-were positively related. As a result the teacher will administer more ;
negative feedback to low.students in the hope of dissuading them from
becoming involved in-public interaction situations  over which she /

7perceives she has the least control ,‘ | | |

Firestone andiBrOUdY"l975 544) claimed that the knowledge of
interaction patterns in the classroom enable one to predict academic
performance independently of I.Q.zThey_argued that teacher expectation, \

whether experimentally induced or naturally present, has an effect on 5‘

the interaction that takes place in the clagsroom with "high students

3
£ ¢



having an interactional advantage (p 545). " Firestone and Jroudy
saw the danger of the self fulfilling prophecy occurring for students
 repeatedly treated in a manner indicating that their verbal contributions

were‘relatively"worthless. Eventually students internalize these

expectations.

Summary and lmplicationslfor the Present Study

Verbalvinteraction patterns‘indirectly communicate.teacherf'
performance expectations to students and hence can function as
differential teacher treatment. The differing patterns frequently noted |
| 1n classroom studies serve to reinforce existing differences in |
students' ability thus aCting as a mediating‘agent for the‘expectancy
féffect. | | | |

A prime purpose of the_present study was tO'examine teacher-
reported perceptions and feelings toward students with some’attempt
to. compare other available student information with‘the set of
teacher—expressed data and to attempt to interpret existing dyadic
verbal interaction patterns using this particular information,

Verbal'interaction data pertaining to high, uiddle'eand'low
vexpectancy groups the four attitude—to-student groups, and for the
26 individual students involved in this study were examin.to determine

and describe the predominant characteristics of the ‘verbal. exchanges and

the quality and quantity of verbal contacts received N .
: SUMMARY

This chapter has briefly outlined several research areas which

gave rise to the present research project. Individuals in a classroom
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make up a unique groop of people who interact on the basis of -
perceptions, attribdtions, and expectations held for one another
and by "observing.the norms of the setting" (Wilson, 1977;246)g1t
. is'only by getting to know‘these particular,people,vtheir characteristics
add‘thewaysjn which they work.together-that‘researchers can attempt
to develoo cauSal‘explanatiOns aboutiinstructiOhal orocesses in
soecific;classrooms. This would argue in favor of naturalistic P
,.observatioﬁ.bfhe case stody oethod.seems'to be particularl& well
suited for exploratory, hypothesis generating studies in naturalistic
' classrobm settings | | |
It was the increasing awareness that students' characteristics and
'behavior tended to_exert‘influences on teachers' behavior, rather than
completely vice versa, that‘proapted Brobhy et‘al.(l976),to undertakev
their Student Attribute Study to try and determine which student
characteristics affected teefhers in predictable ways. Fiedler (1975 736)
acknowledged this "bidirectionality" of influence and claimed that all =
' '»classrooms lie somewhere along the continu ] from‘ assymmetrical"«to “
reciprocal" control A student senses ho much control he is able to
exert and uses 1t. More subtle control is gained by virtue of the.
bpersonality characteristics he possesses.
| Teacher attitudes to students and attributions for'students'
‘ahility and effort contribute to. the tormatioh'of teacheréheld
’ performance-erpectatiOns‘for.students.-Resultaht_differences in the :
-_relative assessments of‘stodehts are‘frequently'disclosed‘through
vrarietioh in the amount‘and-kind of verbal‘interaction that'is

;‘/;extﬁghged'hetween the teacher and individual children in the classroom;j
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Student characteristics and clasgroom performan§é as evidenced by
*time'spént working on task provide g daily informatién #ource for the

, teacher who monitors the studént's»progrgés and makescédjustmeﬁts'in‘
her assessments of his ability and effdrtf Thesefexpéététions are
cyclically formed, maihtained, and éommunicéted‘through'the
in;erpérsonal relations;énd verbal interactionvbccurriné during‘rOUtihe
instructioﬁ.ih the clasSrqom.:The facgor;‘contributing to the formation
of'expectations may be pgrtially explained by a;gribution ﬁhéofy;

' thé éffecti§e,react;oﬁ of,thgiteacher to pafticular,sfudents, and
partly by drawing interpfetative heuristic inferences once the‘dynamics

of the classroom interaction are intensively[obse}Ved and analyzed.



CHAPTER II1
DESIGN AND,PROCEDURES‘

In this chapter, the design, the: methodology adopted and the data
collection procedures are presented “The subjects and the data sources

are described and the subsequent treatment of the data' is outlined.

THE DESIGN
. Overview o

In the design of this study the following recommendationsiwhich-
were,suggested in background literature andvrelated research were
incorporated'where possible.

(l) Research should use multi—faceted dataicollection instruments and
procedures;tThis should include a combination of subjective and
. ohjective data high and low inference data,-and a mixture of
qualitative and quantitative data which is mainly descriptive in nature
Such an eclectic approach might afford the opportunity to triangulate"
(Miles, 1979:590) or corroborate the same information gathered
through various data collectibn techniques. MacKay (1978 l)
recommended ‘the incorporation of complementary data collection procedures
" into the design of a study in order to. reduce the" oversights and | |
limitations inherent in the use of a single instrument:‘ﬂ

(Z)Research should extend ‘the data collection over avperiod of time
1n order to study the ongoing instructional processes ‘more efficiently,
accurately and natura&istically fd } | | ’

(3 )Research should single out the numerous elements that appear
to affect the teaching-learning process and to study them both
‘separately and in combination with one another in order to see what

interactional effects these elements exert on each other ( Bennett

1978 127). - -59
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i(é.)Research should focus on.different aspects in the classroom
such asithe,teacher subject( the behavior he exhibits,'his thought
processes— particularly those thoughts concerning'students, hisl
perceptions ot the individual students), the individual Student ( his
characteristics,_and his work habits), and on groupings made up of these
students ( such as expectancy groups, reading groups, affective attitude—
hi_to—student groups, and boy/girl groups).
(5. ) Research should'emphasize‘that the study,ofvindividualistudents ‘7
is a\worthwhile new direction for educational research (Brophy and .
-Good, 1974 ; Mahen,1977) for each student possesses a unique getof
' personality characteristics»and work habits. Thesetcharacteristics-erertl
’an‘influence on the teacher who subsequently provides‘each student with
treatment»based on'his reaction to.these perceived studentiqualities.
" The érdwing’recognition of the "bidirectidnality“ (Fiedler ,'1575?735 H
- and Brophy et al, 1976 128 ) of the classroom instructional process,
or the reciprocal student effect on teacher behavior may provide
information which researchers‘havevoverlooked formerly ﬁy concentrating
on fhe‘one;way instructionaldprocessvof'teacher eftects on'students. ln )
'addition, to isolate for consideration the student s ggﬁk ﬁ@bits and use‘
of academic learning time is to study a mediating process in itself
vwhich affects subsequent achievement( Bloom, 1974 684)

In summaégaan integrated approach was adopted which would replicate
portions ot nany other studies and in .80 doing would retest the instruments
and methodologies used therein in order to corroborate findings from »
these individual studies. In addition by looking at these varied forces |

in interaction with each otheralway of reducing the complexity of processes |
: . k3]

~
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at work in the classroom might be found and tentative explanations

might be formulated which would simplify the description of these

processes. It was anticipated that questions raisedduring this endeavour

might Serve as topics for further research.

‘0

FEATURES oF THE'DESlGN
Representative portions of the Dunkin ‘and Biddle (1974) model

were incorporated in the design ( student presage data~ as perceived

o

by the teacher and teacher presage data as stated by the teacher in the

form ofattitudes and priorities in teaching, language arts and math
X:

'contextual data, dyadic verbal interaction process data as well as

student work: habits and effort Qroces data, and achievemen produc

' data). In addition the covert thought processes of the teach r were -

examined as recommended by Winne’ and Marx (1977) and the N.I. E Panel 6
Report (l975),and were examined in conJunction.with'these-mdre:overt data.
sources.bd | ‘ o |
Briefly the main instruments and methodologies of the present study
were taken . from the following sources: rankings of the students using X
. instruments from Brophy and Good (1970 and 1974), Brophy et al.(1976)
- and Luce and Hoge (1978), the teacher 8 perception of student attributes'v
‘as measured on the instrument (13 Attribute Scales) used in the Brophy ;_ |
et al-(1976) ﬁtudentnAttxihuta_Shndy the teacher 8 attitude to students ;“;

- from Silberman (1969), Willis and Brophy (1974) and Brophy et al.(1976), k

' ?;/tand the thought processes of the teacher from Shavelson (1977), Clark

w;and Yinger-(1977)vand Glark and-Peterson (1978) This study'liberally

borrowed aspects of 12 studies recently conducted at the Univeraity of

Alberta, Edmonton, in four of whieh the present researcher played an

<

active, though minor .role. o
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: Mahen (197%) by focusing on individual students studied the

relationship of individual students classroom behavior to process
(verbal interaction) and product (achievement) measures. Muttart (1977)
‘studied the relationship of teacher—held expectations for students
concerning their general level of achievement across subjects and the
resultant amount and - kind of dyadic verbal interaction received by these

.students from the teacher Fasano (1977) studied ‘how certain presuge

i iy

:student characteristics appeared to relate to the amount and kind of
~dyadic verbal interaction the students received Eggert (1977) :
investigated the behaviors exhibited by six teacheﬁ‘ during instruction
if (as recorded using high inference instruments) in relation to student
achievement Marland (1977) investigated the covert thought procesaes of
 six teachers during inatruction by usigg videotaped lessons to stimulate |
»'recall of their. interactive thoughts. Conners (1978) examined interactiVe
thought processes of nine teachers in order tq identify the underlying
principles of teaching" or belief syqtems that appeared to influence
- the teaching behaviors of these teaché@s. Smyth (1979) focused on,four

'target students and studied their individ;h use of academic learning

' ;time ‘The - present researcher acted as the reliability check during the '

e SO
data collecti Y

or the Smyth study. Among other things, King (1979)

“, 'looked at the importance of effort attrihution, the value the teacher {h-

ﬁ"placed upon individual student effort, and. the ways in which the perception ;

’fof student-exerted effort influenced teacher perception and treatuent of

students. The role of teacher expectations played a. major role in»hia—w~s—~‘p

‘{study as well Tuckwell (1980) focused on the interactive thoughts of

]

two teachers and in particular looked for evidence of apecific thoughte

©

.y
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about'his area of interest; the impactfofkan ln—service program. (The
present researcher.was interested in isolating'only;those gpecific
thoughts ‘about particular students and their charactéristics during
instruction). ;he present researcher acted as the rellability check for
Tuckwell's content analysis categorization of these interactive thoughts.
One aspect of Project Quest (MacKay,,l979) concerned the teaching
behaviors of the’ 61 teacher SubJECtS (one of whom was the teacher '
subject in the present study) add noted whether these observed teaching
behaviors changed over time and/or related to,levels of achievement in
each classroom. The p esent\researcher assisted in the preparation of
the data collection nstruments for Project Quest' the training of
the coders who gathered the data and acted as the reliability check in
several classrooms including ‘the particular_claSSroom under siudy ln‘her
own.research. Moody (l980)developed detailed profiles on one target
student'from each of six classrooms and described how the many influences
in a classroom appeared to- affect these students. (The present researcher

/

“developed less exhaustlve but comprehensive profiles on ‘all of the 26
students in the one classroom' der_investigation). Wodlinger (ixxprogress)
examined the 1nteractive decis;I;-making processes of one teacher
ovet an extended period of time and attempted to trace the "antecedents"
_and "rationales" for these interactive decisions. (The present researcher
acted as the reliability check for the content analysis categorization
system developed ‘arid used by Wodlinger in hfs study)

The foregoing'are the most influential sources from which the elements
in the present study were sblected The purpose of drawing together so

~

many elements was twofold

, R | TP (‘ ' 3 .
) "\\‘r ‘ } . ‘ M ‘. ' \

»



64

(1) fo answer more comprehensively thg specif#é research questions
which guided the data collection for the éresent ;tudy. By collecting
many kinds of data using varied data sources and by approaching the
questions from différent angles it was hoped that a more plausible
description of the ongoing classroom instruction wquld result.

(2) A second purpose of.adopting a multi—faceﬁed approach was a
purposeful melding together of many elements from 6ther»studies which
independently con;rigdted to a partial explanation of the teaching-

; \
learning process. It is anticipated that the combination and ipteraction
of the elements selecggd might serve to explain more fully some of the
complexities of classroom life which previously have been masked by
adopting too narrow'a focus for investigétion. A sub-purpose was to test
and re-evaluate the instrumentation used in these studies. |

Thus a case studytabproach was used in a naturalistic setting in a
_single classroom. The researcher acted as a non-pafticipant qbserver
and did not a;témpt Eo induce any experimental éffects. Naturalistic
observation and quantitative data éélleption fechﬁiques were combined
with both éénerﬁl interviews and stimulated recall interviews conducted
with the teacher to aSCertéin his perceptions Qf t@ejstjzents. Perceptual,
qualitative; and quantitative data weré gatheréd using varied instrument-
ation. The overarching purpose of the study waé to describe, from the

teaéher's,ﬁerspective, the teacher-student relationships and the ongoing

instruction in the class over the three month period. Using the teacher-
provided data,a description and explanation of how the teacher's

pérception of each individual student, and of groupings comprised of

these students'might relate to the teacher's treatment of these individual

I
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student% and groupings of students and how,in turn,thié treatment might
influe&ce subsequent achievemenf levels was attempted. |

Athough research questions were posed to guide the observations and
data ggllection a serieé of hypotheses was not proposéd and tested. It
is anticipated thétrhypotheses for future research can be generated from

the findings. The main purpose of the present study was to expiore and to

describe the instructional processes in the classroom under study.

The Subjects

The present study was linked to a largerlsystem—wide study, Project

Quest, involving 61 experienced Grade 3 and Grade 6 teachens} The study
. . //

/

was conducfed joihtly by the Centre for Research in Teach#ng and the
Edmonton Public Schqol Board during the winter'of 1979, Oge of these
Grade 3'§eachers agreed to allow more excensive‘igvestigétion of the
teaching-learning process in his plassfoém and hencé became the teacher
subject for this study. Tﬁg teacher, in his late twentieé, had foﬁr
years of teachihg experience in the elementary grades prior to the
1978-1979 school year. He was informed that the general intent -of the

Al

study was to explore and examine the instruction in his classroom
during lénguage arts and magh periods, that dbs;rvatiqnal datavwould be
coilécted during instruction, that selected lessons woula be/vidéétaped,
and he ~was advised that additional time would be required of him for
both general interview and stimulated recall burposes. He éas,told\that
he would be de-briefed at the conclusion of the data collection,.would
be assured of anonymity, and would receivé a copy of‘thé disser;ation
in 1t§Afinal form, .

The school was located in a generally high’socio-economic area and

all except three students in this class came from-two-baiént families.,
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The 26 student sub jects ( 13 girls and:13 boys) ranged in age‘from |
8 years 1 month to 9 years 5 months. The mean I1.Q. for all 26 students
was 112 and academic achievement wasdvalued By the students end an

interested set of parents,

Instrumentation .

"Although 14 data7colleccion instruments were’used in'thie’study, no
new instfuments were developed. Mindr'adaptations were made to three of
these instruments. Also.both éeneral interviews and stinulated recail
interviews were conducted with the ;eecher to elicit teache; general
thoughts and interaCtive thoughts abqut students.

The Dyadic Interaction Observation System. The dyadic interaction

_ observation system, or DIOS, ‘is directly descended from the'Brophy and

Evertson (1973) modification of the original Brophy and Good (1969)
dyadic verbal interaction instrument With some of the items deleted, the
original two page 1nstrument was collapsed into a one page format. This

comprehensive low inference instrument is designed to capture a variety
1 g

of dimensions of both student and teacher -verbal behavior. These verbal

-rs

intercﬁenges which can be‘either teacher-initiated (Tinité) or student-
initiated (Sinits) end may occur in private, small group, or whole

class settings, are recorded in the seqnence in which‘they occur. The

particular student inndi;ed in the interaction is identified. Thus it

"is possible: to determine the amount and kind of verbal interaction

specific to individual students in comparison with other class members
or byfaifferent grouping patterns ( as described before) or by the entire
class néing frequency and/or percentage scores. Provision for recording

the lesson context enabled later subject area comparisons. A copy of ' this

R
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instrument appears in Appendix A.

Reliability for the verbal interaction instrument. The instrument.for
recording verbal exchanges‘between the teacher andbindividual students,
;the.dyediC‘interaction observation system (DI10S), is an'adaptation of the
1969 and 1973 versions developed and used by Good snd Brophy, and Brophy and
Evertson respectiyely."Brophy and Evertson (1973) reported that it was
possible, usingltheir two-page,-rather c0mpliceted'system, to train- coders
to‘reach a.criterion'of 80% agreement for reliability purposes. The forhula

Athsy proposed for the purpose of conducting a_reliability check“nas:

Percentage agreement= number of coding dmacisions made by bothAcoders

- ‘ ‘and agreed!upon, divided by itself plus the
number of codings made'by‘the first coder but not
the second, plus  the number_ofocodings madefby
the second.coder but not the first. .
froject Quest used‘a simplified version of this. low inference verbal
interaction instrument Although the individual student was not identified
4 49 of the 60 categories on the DIOS used in the present study were identical
The present researcher acted as the reliability check for Project. Quest in
several classrooms; one of which was the classroom used in her own reseerch.
Using the above formula a reliability coefficent of 86. OA resulted with the
Project Quest coder in the classroom under study in. the present research
project. - : o
| 'In the reliahility check.for the present study, a fellow Ph.D.
student who had collected_verbal interaction data for his owm doctoral
gfdissertation research acted as the reliahility check‘using the‘DIOS
.instrument. Using the above formula a reliability coefficient of 85 4%

iﬁ '
Qgsulted‘for the verbal interaction instrument in this study.
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Six -Rankings. In the Brophy and Good (1973: 93) study, the teachers

were asked to rank all the children in the classroom in the ofder of
k‘

©

expected achievement. “Instructions were kept deliberately vague to

enc0urage teachers to use. their own complex subjective criteria in making ‘

judgments." In the present study the six different instrument
rankings ol all 26 students by the teacher vere administered using'the

pecific instructions (not vaguej as outlined-in~the'Brophy et al

»

(1976 469) study. The teacher vas asked to assign all the students

into seven weighted categories The ranking list was divided into

seven clusters“ (within which all students were considered equal”):
"the three highest the four next highegt, the five above the middle,

the five middle, the five below the middle, the four next lowest, and -the
ythree lowest The, teacher was asked to determine the highest, thenb

the lowest1 then the next highest, then the next lowest, thereby
‘ approaching'the middle. In this study separate class rankings were.

made by the teacher for: o J ' ' - v

TN

- ]

et o - . ' - » ’ A
(1) Projected Achievement in Math. 5\)' v

- (2) Projected Achievement in Language Arts | o B
~ (3) Maturity

(@) cOoperative/Compliant.ﬁehavior

as in the aBOVe-méntioned studies. Two additional rankings ,faf
(5) Motivation to Do School“ﬁork
(6) General Intellectual Ability

were included from the Luce and Hoge'(1978:491),study.'"' ol

T




The 13 Attribute Scales. The 13 Attribute Scales were used in the
same form as they'eppeared in the Brophy, Evertson, Baum, Anderson and .
Crewford,(1976:450) Student Attribute Study. The teacher rated each of

his.26 students on‘a line continuum reflecting a "iow", "medium"; and

"high" assessment of theichildY%' possession of the following 13.attributes:

(1) calm/ good self control
- (2) careful/deliberate worker
(3) hapny - -
(4) probable highest achiever,
(5) mature . -
_ (6) cooperative/compliant behavior
e (7) creative
(8) attractive
(9) persistent worker
(10) likeable/attachment = |
(11) of concern to the teacher
(12) noticeable- '
(13) looks you in the eye

Brophy et al. (1976) used the Vvalues of "high"..'medium" and "'low"
in their analysis In the: present stgdy ‘finer distinctions were made
whichvenebled a score of(one to,seven to be defived from this
instrument‘which wojld-eomplement the ranking scores oﬁdpne to seven for
»comparatipe purposes. |

Teacher Attitude-To4Student Assignments. .The teacher attitude-to-

student questioﬁnaire was'edministered by asking;the teacher to assign'i
.students into the affective categories of "attachment", "indffference s
concern', or "rejection . (The specific definitions provided for each
Acétegory appear in AppendixA ). Silberman (1969) had'asked for one
sthdent in ;ach category.~Wiiiis and Brophy (1974) and Brophy and Good
(1974) asked for three students and Evertson, Brophy and Good (1973; as -
reported in Brophy and Good 1974 137) asked for as many as five students

'in~each of the attitude groups. Since the present researcher: gathered

data on all 26‘studentsvthe teacher was requested to place‘all 26

R - N . . e .
J SR ' e
o : .
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Conners" Micro Analysis of Teachers' Interactive Thoughts. Although

it is customary andwusually necessgry to devise a unique'content analysis

system for stimulated recall data, Conners' Micro Analysis was used in the
: present study for two reasons:

(1) Conners had developed these detailed content analyéis systems
to unitize and categorize stimulated recall data from the nine teachers
lrepresenting three.elementary.grades.The systemszwere‘global enough to

accommodate the data from these varied sources yet exhaustive enough.to

-

- include the thoughts unique to each teacher ‘Upon close examination of
Do B -~

the systemsit appeared as though the stimulated recall interview data
from the present study could be analyzed very satisfactorily using
_these existiné systems.‘ e ; .

{2) A sub—purpose‘Of this study was 'to replicatetportions of other

studies and to re-evaluate the instrumentation used therein{ This occasion
was‘opportune for determining how éeneraliaable'and applicable'Conners'

systems were to the stimulated recall data collected in- the present study.

The interview dataare first screened to include only "interactive

v

data (thoughts the teacher was having during actual instruction) These

a

data arethen unitized orvseparated into discrete units”and subsequently
filed into the appropriateycategories which describe the types of?thoughts.

This procedure converts the qualitative interview data into units: that

&,

can- be counted and analyzed using quantitative analyses methods. Conners
Micro Analysis System divides the expressed inter ctive thoughts into 12
‘broad categories most of which, in turn, are sub—categorized.

Conners .Macro Analysis System re—analyzes the interactive data and

"sieve" codes it (Guetzkow, 1950) in. order to "investigate teacher-

4

. “held beliefs. principles, rules and other factore that influence teaChgﬁli;Wt;mjy

behavior ( Conmers, 1978:179)." - -




Reliability of coding using Conners Micro Content Analysis

§y§£gg. The intercoder reliability check was conducted by a fellow Ph.D.
vstddent similarly engaged,in a content analysis of stimulated recall data
.in_his own'doctoral researchf Theiseme extrects from_three different:.
'stimulated recall-intervieos were used forjboth‘the intercoder and the
_intracoder reliability checksx A period of aboutAthreemonths’interyened'
between the intracoder reliability check and the original coding of the
data by the researcher.

With the ugse of a content analysis system the reliability of the
" coding processes of unitizing and categorfging is a usual concern In
‘iaddition, however, the decision to include portions of‘the data as |

-"interactive » and therefore codable, or to exclude them ‘as non—fnteractive
. J

data was subjected to a reliability check as well because of“rhe obvious
limoortance of this initialvcoding’decision;‘ J

Conners (1978 107) had conducted reli;bility checks at all three
coding stages using ‘three different coefficients of reliability As these
procedures had been followed in;;urn by King (1979), Tuckwell (1980), and
'-Wodlinger (in progress 1980), they were adopted by the present researcher |
'as well and are now outlined.} .

Holsti (1969:138) had oéed the following formula tolesteblish .
a reliability coefficlent for codifte "_dichotomous deci’sionsi"’, such as -
f;.whether or-not_;'portion”ot.date-could be'classified.es "interactive" or

[y

"non-interactive":

Coefficient qfireliability=
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M represents'those decisions agreed upon b; the two coders and'
N;; and-N2 refer to those decisions made by each'coder respectively The
use of this formula resulted in a reliability coefficient of 88% for
intercoder reliability and a coefficient of 93/ for intracoder reliability
for coding interactive versus nonfinteractive" data.

' The sengntatiqn,vor unitization of[data, was examined'in the second'
reliability check for which Conners (1978:167)[cited Guetzkow's claim
that‘for this purpose, it das apnropriate to ”express“the'difference
between;two coders as a percentageioflthe sum ofvthe‘units obtained b;yeach

. coder." Thus foryunitiﬁing, the forhula used in the reliability checks was:

= %9
Q
o+ ‘
| - ‘Ol »02v‘ | .
A ratio of'd (zero) would indicate that the coders were in perfect aéreement..
4

01 ‘and O2 refer to- the number of units established by the two coders Using

this formula the intercoder reliability coefficient was 06 and the .

x

-intracoder reliability coefficient was .02 for unitiziﬁé the data.
° a7 ,
For the coding.process of categorization, use was*made oﬁescott's

: -

formula which makes adjustments for the probable frequency with which each
of the numerous categories are used by chance alone Scott 8 formula is: ‘cnh
| L B |
L SRR 7 4 er@“~Pe | :

ho represents the agreed-upon decisions and Pe represents the chance

occurrence of such agreements The use of this formula for the intercoder

vx'reliability check resulted in a coefficient of 812€and for.- the intracoder

’reliability check a Tagel of 85% was. reached. ’ .

An acceptable level of reliability is determined by consideriqg
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‘ the . complexity of the content analysis system used Marland (1977),

Conners (1978), King (1979), and Tuckwell(l980) had definsd a reliability _
icoefficient of .70'as_an"acceptable level of reliability in their
respective studies. In the‘present study both the intercoder and the | ‘ {‘
| intracoder'reliability coefficients'nere'above this established level of
acceptabilityr . | |

' ' A
High inference scales measuring Teacher Behavior. Project Quest s

. data collected on high inference rating scales were used in the present

' -~ study to describe predominant teaching behaviors exhibited by the-teacher

Q

'subject Thirty-one high inference variables were worded to. reflect

observable teaching strategies which were deemed to be dssirable teaching

behaviors from previous research in teaching.The high inference variables

.y

_were rated on a five point scale. The ratings of 1 and 2. were coded as'

agreements as were ratings of 4 and 5 for the purpose of determining
[s . .

intercoder reliability. ’
!
Reliability for high inference scales measuring Teacher Behavior

l'\.‘

: The following formula was useduto calculate the , inter—rater reliability

for this high inference scale: -

. . o .« . T o . . .
Percentage agreement = ™ .~ X 100 ' percent

T, and TD represent the total numbers. of agreements ahd disagreements. .-i-

A

| The Present researcher acted és ‘the reliability check in several classrooms
under study in Project: Quest _one, of which was the classroom used in the’u
present research project. The levé! of agreement rsanhed with the Project

Quest coder was 80 62 for this intercoder reliability check »

L . L
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General Interviews and Stimulated Recall Interviews Eight‘stimulated.

| recall interviews (completed within three weeks in April) and five long

.general‘interviews ( ranging from.March 6 .to June 7th) plus.many’shorter‘

-

recorded conversations were conducted with the teacher. The general

B purpose'of all these‘interviews was to collect the teacher‘s thoughts,

perceptions, and feelings about ‘his students and their academic progress
The stimulated ‘recall interviews elicited those teacher thoughts -~ - N

about particular students during actual instruction which may have -

BN

| E influenced teacher treatment of these students..Hence in this study the

B S

"\'.

icontentanalysis of teacher interactive thoughtsvwas not the only
information of value. In all three types-of analyses were applied’to the
interview data A micro Content Analysis (Conners, 1978) of teacher ' .

interactive thoughts (was contained in the stimulated recall data)

determined the nature of thoughts about students in particular during

.~, instruction. A macro ‘analysis of interactive thoughts helped to ide tify

e

wﬁich eXpressed attitudes and priorities may have influenced his ‘

treatment of. particular students in specific instructional :l

situations. A perusal of all non-interactive data from both stimulated

\recall interviews and general interviews helped to. determine what general
/

beliefs about teaching this teacher appeared to hold andfinally, perhaps

‘the most important analysis of all, a search of all interview data to

collect all comments about particular students in order to clarify ande o

L corroborate numerical scores assigned to these students by the teacher on. _'.

_ 5? In this study five major areas of interest gave rise to the,v7f; R

the many different data collection instruments.\. R . L'_\

"»v“‘,;‘.' o spsCIric issssncu Qussrxous LT e e

- : e

general overarching research question addressed in this study{ff : ;t

S
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'ivrcommonalities shared by members of the four groups and these results were o

75

To what extént is it possible to explain how or why differential
. treatment: of students occurs by examining the teacher's
perceptions of -his students’ ‘

+..and tofthe following, more specific research questiohs:_

1.0

What are the common characteristics of students assigned by the
teacher to each of four attitude-to-student -groups (attachment,
concern, indifference, and rejection)7 -

1.1  What were the perceived personality characteristics which

might serve to explain the teacher-expressed attitudes and
affective feelings toward these groups of Students7

-

The'required information concerning'each'of-thea26 students in the

classroom was obtained by having the teacher assign a numerigal/ratingA.

3 specifically for each child on 19 attribute measures which dealt with .

V-

-

xS

student characteristics such as personality traits, work habits and

effort, teacher-assessed ability levels, and the expectancy heldofor each

child for academic performance. In addition verbal interaction information, :

age, I.Q., achievement scores were collected for each child as well as’

SRR @

information about each child from the series of interviews held with the

teacher.

The teacher assigned all 26 students Anto one of four attitude to

- -~
/
1Y

i 3 . o .

student groups which reflected\the teacher ] affective reaction ‘to each

-

individual student. The scores received on the teacher-assigned measures,.

and on the other data sources, were averaged for the four groups in the

"5,collective sttemht to describe s11 children belonging to a specific

‘,1attitude~to~student group. While this masks individual differences to a

v\:certain extent. some characteristics emerged which may help to describe ',:fQ*

.compared\to findings from previous research on teacher sttitudes to

“;students.\;;“




rd
“‘250, What eVidence‘is there, if any, of'expectancy effectsb A
2.1 ViWhat evidence is there, if any, of product expectancy ‘
' effects? What is the relationship of teacher-held expectancy

<
\:_to end of the year achievement results?

«2.11° jfor students assigned to high middle and low
C " "probable highest achiever" levels (for general
RN . -achievement : in a1l subjects)? '
‘2,12,,_for students assigned to high, middle, and lo@’ |
R probable achievement in language arts" levels?

2.13 for ' good" and ' poor reading groups?
: 2.14  for boys and for girls7
2;15 :?for ‘the four attitude-to-student groupa?

2.2 What evidence is there, if any, of Rrocess expectancy Y
| . - effects? What 1s the relationship of teacher—expreéaed .
expectations to the amount and kind of verbal interaction
Do exchanged? - - ! :

o 2,21 fortstudents assigned to high, niddle, aﬂd 10‘# ‘.1/
Ce . "probable highest achiever" levels (for general i
o ce achievement in all. subjectc)?

L2.22 ¢ for students assigned to high, middle, aﬂd 1ow

probable echievenent in lanjuage arte" levels? | 'l;-:"'

H_iﬁ_nﬁf

2,23 for good“ and  "poor” eadigg gtoups? |
' 1\if~2,247-'for students "assigned ito high, niddle, and low v

. L probable achievenent<in nath" levelq’ o i ‘\5\\%:
2,25 for boys and for girﬂ? N T SR
’;42126i ‘for the four ettitudewto-student gro&pa? S M




probable highest achiever (for genmeral, overall achievement in =
~all academic subject areas), . e

. A
probable achievement in language. arts

3
\

" probable achievement in mathematics. ‘

kStu’dents‘who were assigned expectancy scores of 1 or 2 were classified

o

as "high" expectandy students.- Student recelving scores of 3, 4, or 5 were

considered to be "middle" ‘expectancy group students and in the ghme manner,

. r

students with expectancy scores of 6 and 7 were considered to be in the
.

' "low expectancy group for each- of the three expectancy measures For the
two reading groups, the average expectancy score for ' probable achievement
in language arts" only was used Expectancy scores assigned to boys and
girls were averaged as were the expectancy scores for- the four attitude—to—
student groups for all three expectancy measures. '

The product measures used were the end of 'the year,systemrwide

Grade 3 language arts\achievement test and the Grade 3 mathematics
achievement test. The process measures used in this study were the

»

percentage ratios of specific types of.dyadic verbal intéractiong which

were exchanged between the teacher and a specific student. The various ‘'~

y N

groups‘ "product' and "process" scores were3derived by averaging their

individual member's scores for these product and process measures.

3.0 Using all available information, to what extent is it possible
' to construct a comprehensive student profile which would
describe the student's behavior, his achieﬁement his
membership in various grouping patterns, and the
relationship he had with this teacher? s
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Since most of the data‘included in the student profiles: were ¢

provided by the teacher, each profile tends to-present the student as the

teacher perceived him (which is what was, desiredf.’In part, Research Question
Ias :
4. 3 (To what extent do these teacher—reported thoughts about students

clarify/corroborate numerical scores assigned to _the student by the teacher7)

A -

» 1

is similarly addfessed in the composition of these student profiles.
The presentation format in each of these 26 student profiles, or

k mini—case studies, is\meant ‘to be uniform in that the numerical scores on
)

the 19 attributes are presented in narrative form and interwoven with
direct teacher quotations tagen from the transcribed interview texts

which relate to the same attributes for which a numerical rating exists.
: .
Other-teacher—provided information about\the student, gleaned from the

interviews, is presented in these mini-case study descriptions as well.

In short, a presentation’ of the student as the teacher claimed to have
3

’ perceived and assessed him was attempted (not a description of the

individual student as the researcher viewed him) Additionai information
‘concerning age, I.Q., achievement and time on tash where available (as not
all students had been chosen for engaged time observation) followed this
description. A personalized dyadic verbal interaction set of data were
included in each student s profile. A summary statement which did

; incorporate views held by the researcher ‘as well as a review of the more

salieng student characteristics previously presented ended‘each student
\
profile.

4.0 What information is obtainable from the interviews held
' . with the teacher7 ,

‘ \ ’ 4.1 Which kinds of thoughts about students in particular
,\ . - were reported during stimulated recall interviews?
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4.2 What teacher attitudes and priorities are
revealed in all interview data?

4.3 ~ To what -extent do teacher-reforted thoughts .

- - clarify/corroborate numerica _scores agsigned on
N v o ‘the different s;gdent ratings?h)
v 3 St T

3

Eight uideotaped lessons during both language arts and math s

-

instruction were shodn to'the{teacher in order to elicif the interactive

/ i

thoughts he had beep considering concurrently during instruction Of BN

1
‘particular interest to the- researcher were those' interactive ‘thoughts about

! . .

students ‘which the teacher ‘reported during stimulated recall interviews for

cow

these expressed’ thoughts were presumed to indicate the kinds of student

information whﬁch‘was processed by him duriné his actual* teaching. C-
/. : . ° : o . ‘ .
An ex?mination of the eight stimuluted recall interviews and the more
' [ | t | T ,
general interviews held with the teacher over the three month period was

. / | oo : : ,
undertaken dn the attempt'to identify and reveal the more global teacher-

/ N

~N
expressed»priorities and/attitudes’which appeared to relate to observed

teachingkbehaviors and xhich appeared to exert an influence on his teaching

[
4

style.

The exﬁent to which comments from the many interviews supported the

 numerical data was explored more fully;during the compilation of all .

-

\teacher-provided infdrmation’about each student when the case study profiles

were\being assembled Apparent discrepancies in the two types of information
were clarified by asking the teacher for information which would resolve any

misunderstanding on the\part of the researcher.

.
~.
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5.0 How could fhe teaching behavior of the teacher subject
' ‘ be. descri edQ : .
: 5.1 What are‘the predominant teaching behaviors of this
{ . teacher? - . ,
~ % 5,2 What are the predominant ugrbal interaction behaviors

» of this teacher? ' : : Cw -
; \ v
This teacher was observedaby a coder from Project Quest on ten

‘occasions during the teaching of language arts and math and was rated on his-

K

observed performance on 31 teaching variables The average of these scores
has been used to describe his predominant teaching behaviors during the same

time period the present study and to compare his performance with that of

60 teachers who participated in Project Quest.“ ’

‘- Data .obtained on the DIO§/Jn the present study have been averaged to
sy .
vindicate this teacher s usual verbal behavior,across the three month period

which was directed to the class as a whole and toward various student

‘ groupings which: existed in the classroom.
ASSUNPTIONS . < . S

N 1

A major assumption established in prerious research (Good and Brophy,
1975, and King, 1979) is that both teachers and students hold performance .
expectations which are formed and exchanged reciprocally through class- |
room interaction. These teacher-held expectatiops exert an. influence on
the way the teacher reacts to and treats the s\udents. o | '.f
It is assumed that "gelf reporting" techniques are valid ones for 1
‘ collecting introspective data (Harré and Secord 1972 154) |

"In partitular, it is assumed that the technique of stimulated recall 18

'especially suited for this purpoae. It is further aseumed that the

-
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researcher was able to: develop and maintain a rapport with the teacher

)

4

“and that the teacher was able and willing to recall and articulate his | n

interactive thoughts and decisions to an' accurate degree.

‘ The researcher assumed that by observing the familfarization
\\ ._.,_M.,;ﬂf '.‘- : -

prooedures (suggested by Marland l§>7 Conners, 1978 and King, 1979)

that the,presence of the researcher and the video eqhipment wag of

CESE L

- minimal distraction to the subjeets in’ the study. ‘i

©

It is:assumed that the.samplingsfof verbal interaction patterns .

R
sk

teacher perceptions and ratings and the interview data accurately

, represent the ongoing instructional processes in the classroom.
/s ) :

BT

o 'LIMITATIONS' o R L o

As this study was conducted in one classroom, the generalizability of

Q

et

of results is somewhat limiﬁed

k‘» Thére was a possible observer bias in the data collection because.'n

of necessity, the researcher ‘'was aware of the teacher s perception of e,

_and feelings toward the students.~ S | »

| there is always the possibility that the intrusion of the researcher

may have distorted some of the behaviors in- this naturalistic setting._‘
This study was not able to investigate the students thoughts and

A‘perceptions and focused only on. the teacher s\perceptions of ongoing ‘

. classroom instructional processes. : | | - |

'PROCEDURES ‘
In this secti‘l‘the different phases of the study are describedwand

the procedures followed during each phase are outlined.




The. Prepa;atory Phase '3 . | & \ 1 S S
) ]Erior't the pilot study ‘the instruments for use in the study were .

\ \

. selected and . heir formats were adapted where necessary to suit the

éhrposes»of th
P
‘ With two fellow doctoral researchers, TuckweIi(l980) and Wodlinger

research

(in progress), who were also involved in stimulated recall research the

researcher spent several sessions in the Audio Visual Laboratory in the -
Faculty of Education learning to operate the video. recordingqequipment

| Helpful hints and suggestions were shared" during the data collection for

:e

‘ all three studles. King (1979) gave advice concerning familiarization :

i’
.

, procedures and stimulated recall techniques.;?

“All. required video recording equipment was mide available to the
researcher on long—termvloan for the duration of the study from the Audio
B Visual Media Centre of the Education Faculty This equipment consisted of
a small—format television camera (Sony 3200, B/W), a v1deo tape recorder
(Sony AV3600 Solid State), a television monitor (Panasonic 9", B/W |
'receiver) a wireless micrbphone (Lectrosonics M30R/R31) worn by the teacher’
and its,receiver, a_set of headphones (Son DR~9), a portable two-shelf
bmetallcart,‘accompanyingrcord;»plugs and e ensions and 10 video_tapes.
(half'inch,;oﬁen'reel B/W). Thefresearch r used an audio cassettev
recorder (Sears 19298) and. remote microphone (Sony one point stereo
o microphone F-99B) to- audio-tape actual lessons on occasion and to tape

= the general interviews as well as the stimulated recall interviews conducted

with the teacher.
Training of the second coder who would act as the reliabiliﬁy check
'for the study commenced at this time. King (1979), experienced in using

';bvaried data collection techniques and classropm observation procedures, had.

o
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Used an adaptation of the Brophy and Evertson (1973) dyadic verbal

- interaction system in his own study and had assisted in Project Quest

- with coder training and the development of the simplified verbal

interaction instrument used therein Hence tra ing pn the DIOS

gryadic interaction observation‘system) was readtiy accomplished ' -
The selection of the two cooperating Grade 3 classrooms (for theﬁb

pilot study‘and for the main study) was facilitated by the Research and

Development Office of the Edmonton Public School Board and the Field

- Services Office in the Education Faculty on cam%us.:pji. ‘. A‘ o

The Pilot Study SR | |

)

The pilot study which spanned a one mbnth period (February 7th
-f1§79) was c0nducted in a different~school than the one ‘used 1n the main,
study. A female teacher and her 24 students in a self-contained Grade 3
classroom agreed to participate as’ SubJeCtS for this phase of the - research
| This stage of the study wag essential :1o) that the researcher could
become" skilled in using the coding instruments, gain confidence and
expertise in using the video and audio equipment, and could perfect
gquestioning and interviewing skills for conducting the stimulated recall
interviews.

1 As a. result of the pilot study minor alterations were made on the o
DIOS(verbal) instrument resulting in more efficient coding Having :
'experimented from various locations in thg classroom, the researcher |
_decided to video record from the back of the room keeping the teacher .
;in view. During the three stimulated recall interviews that were &pnducted

'Y
it was found that the stimulated recall methodology had to be supplemented
.‘with probing questions which helped the teacher to focus on thoughts |

“wabeut-students—and not onnthe broader spectrum of_interactive thoughts
~ .



" . Data Collettion Plan

Ground rules were'deueloped to guide'these question(probes; The

*

» transcripts of these stimulated recall interviewsxwere scrutinized by
a fellow researcher to see that protocols were being followad and that
"adﬁitional questioning techniques were appropriate During the course.

’of the pilot study 1deas for collecting the data became the‘bases for ;

/

e
. ,thevdata collection procedures used in the main study. All intended

A punposes were accomplished in the'mbnth—longipilot study phase. of théf‘

research. - o .

,on

' The main study extended over the three month- period March 1 to
£

June 7, 1979. The bulk of the data were  collected in March and April.

Lesson Context . Observafions were confined to language arts and

math periods for several reasons. The teacher did not teach all\subjects

to his own class. It was in these lesson contexts that the teacher
behavior data ( fof ProﬁeCt Quest) were being collected- The choice

of'these basicfareas arknowledges their major importance in the :

elementary school curriculum. Also it was felt that sufficiently

different. 1nstructiona1 strategies and settings would be employed by

the teacher in these subJect areas

Mathematics, with;its relativelx more formal structure wOuld~provide

" the opportunity of obserVing specific teachingrbehaviors,vln:the-present

study laDSUagE‘artS'settings were éxpanded to, include the?following

nactivities spelling drill spelling workbook activities, handwriting

L

'ginstruction,,student free-reading periods, teacher oral reading a novel
_\to students, reading(group instruction, creative writing, and general
" discussions. Since languagé:artsiin this classroom involved arhigh_

’ percentage_of~individgalized or group work,certain social studies lessons.

/ .
el e e T

-
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which provided suitable opportunities for observing the teacher and "

students participating in general discussions were included under the i

language arts general discussion cdtegory.
i [4

® »

Familiarization period ~ The classroom subjectS‘already‘were /

.vaccustomed to the presence of the Quest observer who had begun collecting

data for the Tafger study one month previous to the beginning of the

14

present study. The researcher acted as the‘reliability check for this

" Quest coder. The percentage of agreement for coding on the Quest verbal

interaction instrument was 86 OZ and for coding on the high inference
scales used ine PrOJe&t Quest the agreement percentage was 80 6A

A period of about ten school days was allowed in order to learn

the students names ( and identification numbers fer coding: purposes),
to determine the scheduling of classes Ln language arts and math
instructlon, and to become'knowledgeable about_the teacher perational

routines. Eye‘contact with the student subjects was avoidel} in order to
discourage their friendly attempts at interaction'and,to present a .
business—like appearance. This was-difficult to do but was continuedi

' for the duration of the study Some time was spent practice coding using

the DIOS instrument to build up speed and accuracy before actual data

{
collection began.

Beginning the first day, the researcher video—recorded lessons in

’

: order to allow subJects to become accustomed'to the presence of the

observer using the video equipment in. the classroom. In both classrooms
(in the pilot study and in the main study) the researcher was- convinced
that the subjects virtually ignored her presence and the video recording

equipment after the ten day familiarization period was over.v,‘ =
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Data Collection’ Procedures
Verbal interaction datawere recorded in a variety of instructional
settings. Several lessons were coded before any;intervieus werefconducted

with the teacher'p? before any teaéherfperceived datanwereobtained; This
: ‘o 7 . '
procedure was followed .to ensure that at least some of the verbal

« - ——— ——

interaction data could not have been affected by alerting the teacher

-
-

to the»researcher.s purposes andvconcerns.
Over the three month period,.dyadié verbal interactions for the
present studyfwere gathered during math (1191 interactions over 10’5
S
P

hours of math instruc%ion) and language arts (1524 interactions over

14.9 hours of 1anguage arts instruction) periods A total of §

2715 separate dyadic verbal 1nteract10ns were recorded in all, representi g

-

- a totalvof 25.4 hours of instructional time sampled over the three month-

i

period This allowed for the possibility that each of the 26 students
. } \/
could be involved_in an average of 100 or more interactions gatheredoduring‘

‘a variety of.ihstructional settings.- p’ - B
After about‘one month the'teacher was asked~to rank order the claSS
4 .

members on the six ranking’measures. These forms were completed on three

different occasions to allow the teacher ample time for consider%%%on;

Namesrof all of the children,were printed on small cards,which could bef‘.

arranged -and rearranged'before final &ecisions were made and the names

copied onto the forms. The ranking lists were divided into seven "clusters"

b',(described aboye,).cWithin eachvcluster spaces were provided fé} three to_ '
' five nameq and all students were'considered equal»mithinfeacﬁ‘oﬁ'thehslf-

—

&

| tlusters.

At this time the students were assigned by the teacher into tha four

: attit“de‘tO'SCUdent SrOUps- Into the attachment category ( " f'

¢
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could keep one student for anotheryear:for the. sheer joy}of it whom would

you pick7) the.teacher placed 15 studénts and one additional student,~
t S

boy, - Nicholas. \@omeone like Nicholas... He almoSt doesn t fit «os" He

gave him a 'conditional placement inkthe attachment group. Because of the v

4

large number of students in this group the teacher was asked to identify

his first three chpices for the attachment group. Separate analyses for

, 5
" these three students were carried out and compared with analyses for

the entire group of 16 attachment stqdents( to which they belonged) and
compared with the other attitude—to-student groups as well, v

The definition provided for'therconcern group was~"If'you could

i (}, . . - .

’ vdevote all your attention to a child who concerned you 'a great-deal, wh_g
"would you pick7" Into this group’ the teacher placed Ian (Case -14) -and
bTom (Case 15) ‘who . experienced academic problems and Bonnie (Case 18) who
had emotional, medical and academic problems.~' |
' The teacherihesitated to place any student into the rejection
group ("If your class was to be reduced by one child whom would you
be relieved to have removed?") The teacher claimed that in other years
he did have’.rejection vstudentS'but he did not feel‘strongly negative

J

'about.any.student‘in thisfyear's qlaSs. He'eventually gave Pamela (Case-r‘,
slacement and Sonia (Case 26) who moved 1rito the

235,ar"conditional”
: classroom in early April eventually received a "conditional" placement
in this group as well. For the purposes of analyses these two girls
_ Lty ,

;'were considered to. belong in the rejectioh\group ‘ o T PRI

The provided definition for the indifference category ("If a

parent vere to drop in unannounced for a conference whose child would
- you be 1east prepared totalk. about?") seemed to fit Marilyn (Case 12)

rmmland John (Case 11),_Three"other.studente,_sharon (Case l), Keith—LCBBEL2).
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and’ Mason (Case 20) were not all that noticeable and the teacher had o K)
L neutral or "blah" feelings about them. The literal definition of ) |
’indifference seemed to apply to. these children who were’ placed in this
gnmpasaxmmﬂt,";:f' L UL: ;ftryh'%p3 v'"\ = )

, The teacher was given a separate copy of the instrument, 13 Attribute
Scales (Brophy et al 1976), for every student in the class and was . '

asked“to consider the student as an individual when assigning a "low"\
B medium s or "high" rat ng along the line continuum. Brophy et al had
used the-values of "lnw medium s and "high"rin their,analysis of the

.r

13 attributes. However the teacher in the present study chose a ,";
. ;
<position alqng the line continuum thereby disregarding the specific
"low . medium s and "high" markings. Thic occurrence had not been =
‘anticipated by the researcher but it was. mutually,decided that this
method yielded more precise information Subsequently the researcher
was confronted with a conversion problem. The 1line was segm:nted into
seven clusters and a numerical score ( of 1 to 7) was. assigned to each
student for his score on each of the 13 attributes. With recognized
‘ limitations, this procedure enabled crdss comparisons with the class }’"
rankings for now. all teacher—perceived measures ( six rankings and 13

1'attributes) for each of the 26 students ranged from one (high) to

seven (low) in possible numerical value. Within these 19 items there Ly
\"--

' , \ _ »

_were two maturity measures and two cooperative/compliant" measures. It

3 \ T

was of interest to compare the two separate ratings for each child on, T

"these two particular characteristics for these ratings had been completed;lﬂ’
'ﬂ'with at least two weeks intervening and bx¥using two relatively differentv o
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Spontaneous conversations with the teacher were audio-recorded\

when possible as well as the more formal, six general interviews. These.

.taped conversations were transcribed and typed into 133 pages. o '\,

vgJThe eight stimulated recall interviews averaged about 50 minutes each
. and were audio-taped and later transcribed into 113 typed pages.gf7

o Ine all 246 typewritten pages of combined interview data were prepared

for content analyses. "

“———ﬁithough“nﬁf“iﬁEIﬁHed in the present report data on engaged time ,j

'(time on task) were collected for selected students in the class. These o

'}Wdata appear, where available, in the Case Study Profiles in Chapter VI

,iContinual observation of the student under surveillance resulted in a e

= ‘minute-by-minute account of his use of time Resultant percentages of |

{time on task for teacher-directed settings for self—paced—independent

"work settings, and for combined settings are interesting additions to

' Nd,the profiles of these selected students. An accOunt of these findings

o

for engaged time will appear separately in a. later report.-;wv“‘

R

o In June, data from cumulative cardswere:gathered for each student..,

kei‘Precisely this information included the age of the student{ three”

"U7JI Q (Verbal Quantitative, and an*Verbal) scores for each student

".'and the end of the school year (1979 _chieyement marks (with total

"”scores and sub-categoryf cores) for language arts and math.‘

'Data Preparation and Analyses "J xq‘j'}fr',j : 'd ,;fd;lt:fgp(7f.;fiﬁ,;'ff

Varied forms of data resulted from the data collection methods“
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Yerbal Data. Data for each of the 2715 dyadic verbal interactionsl

wete punched onto separate IBM computer data cafds to retain

1y

both the frequency counts for eachiof the 60 possible coding categories
for gggb interaction and to preserve the seguence of occurrenc¢é of these
interactlons. Verbal data for'eight types of language arts lesson.contexts
and five types of math lesson contexts were separately computed. This
enabled the researcher to summarize for:each student his specific verbal
interaction ocgnring within certain kinds of lesson éontexts s&%sumed

b

under the broader subject atea,vqf within the whole subject area;’on

within the total instruction observed. This procedure also provided
-teacher data on such verbal behavidérs as the number of questions

-posed (eg., process questions or self-reference qu§stions) in each

©

lesson context, in each subject area, or for the total instructional time

that was'coded; This information was stored in a 48 page computer file

"entitled "Verbal,
Percentages or "ratios" for each studen# on each measure were

computed by dividing the student's specific‘total by the total delivered -

by the teacher to all students in the class. A separate compﬁter' file -
. i ‘

was created}for‘gggﬂiof the ZQ students in which these ratios were stored.
" These 26 verbal.student'files had'to‘be-"tailof—made" for 13 of the
students as'they"had been absent periodically durfng the verbal data
co!&ection (resource room appointments medical appointments, etc.) and
their possible" total had to be altered by deleting data from the time
periods fot which they had not been ir attendance. This procedure was

.complicdted but was eventually accomplished and thought to represent a

more accurate account of "the amount and kind of interaction received by.
A
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these students. If adjustments had not been m;de for these absences
an average score of 3.8%.should have ¥esulted for all Qerbal interaction
behaviors. As a result of tﬁé.adjusﬁments, this average ratio rose to
”the 4.1 - 4.2% range for all verbal behavior.
Student ratios could bé used singly (as for developing the Case
Study profiles which appear in Chapter VI) or combined with other students'
data into the various grouéing patterns under study. T Two examples
qf the individﬁalized verbal data files havé been included for perusal
in tz; Case Study Chapter VI, specifically for Case Study #l1-Sharon,

and Case Study #3- Geoffrey.

Attitude Groups. Each student had been place into one of four attitude

groups by the teacher and was thereby assigﬁed a 1, 2, 3, or 4
designation wh;ch was entered into a column in the computer file called
"Students'. Whenever computations céncerning attitude groups ﬁere needgd,
data for members of the groups were easily retrieved,

Rankings. Data obtained on the 13’A§ﬁribute Scales h?d been COnverteé
from a‘three point scale to a seven point scale beéause thg teacher
provided moreidiscriminatory information than had been anticipated.
Certain limitations of this procedure are acknowledged but this conversion
venabled a number (ffom lto?7) to bé aésigned to each student for each
of the 13 attributes. This information on attributes of students was
enteréd>int0‘13 columns in the computer "Students" file and was used
’in thevsame manner as data collected ;n the sixvcléss rankings ' which

also resulted in scores from 1 to 7. All 19 measures wereftreated

similarly in the éhalyses that were conducted.

#
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Additional Data. I.Q; scores, age and achievement: scores were |

entered into the computer "Students!' file and were used to compute means
\ \ . .
for the different group memberships and were used to conduct “'<?:’

correlational analyses.

Interview Data. Interview dataweresubjected to several

analyses Conners' Micro Content Analysis and Conners Macro Content
Analysis systems were both used on interactive data and a "sieve"

code (GUEtZROW, 1950) was.conducted on all data which included

both interactive and non-interactive data. The fourth analysis technique

uaed with the interview data was a comb through of all 246 typewrltten

-
™

pages in order to retrieve all references to a‘particular~student and

to combine all such referaaées together into a student file. These
teacher coﬁmenfs were comparéé with the teacheriassigned scores on the
19. dimensions, with the various scores achieved by the student, and with
the amount and kind of verbal £ntefaction reéeiaed by the student in
order to develop a composite profile of all available,informatioa

" which could be obtained about each particular student. Such a

-

profile was developed for each of the 26 students in the class. (These

, /4
student profiles appear as the 'Case-Studies" in Chapter VI and are to

be used as a glossary when additional information is desired about

certain group members).

Correlations

q

~ Pearson Product Moment Correlations were conducted in order to
ascertain the'relgtionships between presage variables of teacher-

perceived student attributes, process variables of student verbal



93

interaction and product variables of achievement and I.Q. tests.

Analysis of-Variancé
The extent of the differences in the various scores received by
boys and girls and by the two reading groups was'determined using t tests.

Differences in the various;séores assigned to the three general

achievement expectanﬁy gfgﬁps, the threéhlanguage arts expectanéy groups,

. . q

the three math expectancy groupss and the four attitude—to—student
groups were ideﬁtified by f tests. Scheffé procedures pointed out
the extent of these differences between specific groups.

SUMMARY

o

In this chapter the design of the study and the inétrumentétion used
therein-were described. The phases in the research were outlined as well -
as tHe procedures used during each phase. The ways in which the various

‘data sources were prepared and analyzed were also presented.
@

a



\ ' CHAPTER IV
! .
g TEACHER ATTITUDE TO STUDENTS

o

In this chapter the information puesented is in response to
Research Question I-What are the common characteristics of the students

‘assigned to the four attitude to student groups? What factors (perceived’
. . . ) . '\\
y

- personality characteristics) might serve to explain the teacher-expressed
attitudes (affective feelings) towards these groups of students?

"INITIAL SELECTION OF STUDENTS INTO THE FOUR ATTITUDE-TO-STUDENT GROUPS

[

Several weeks after data collection began, the teacher was requested

¥

~ to select severak students for placement in each of four attitude-to-
student‘groups. In his original study, Silberman (1969)’had requested that
only one child be placed‘in éach.group.AWillis and Brophy (1974) had

requested three, and Brophy and'Good (1974) obtained as many as five

names from the teacher for'each attitude group. In this study the teacher

was presented with the instrument used by Silberman (1969, 1971) and

Willis and Brophy (1974) which asked four questions

'(1? 1f you could keep one student for another year for the sheer

joy of 1t, whom would you pick? o T
: S
- (2) If a parent were to drop in unannounced for a conference\yhose
child would you be least prepared to talk ahout? \\s\\ ‘

(3) 1If you coulddevoteall your attention to a child who
concerned you a great deal, whom would you pick7

(4) If your “class was to be reduced by one child whom would you
' . be relieved to have removed? ! :

There was no hesitation in providing three attachment choices or

congern choices.lThere was some confusion aboutftheﬂfndifference'
category- (question #2) but eventually he prOvided three names,.
Although one_ student was seriously considered as a possible candidate,
no name was' provided for membershzskin\the rejection group. At a latér

.-date in May when data colléction was. ending, the. teacher was. questipned

! . ’ ‘\\ - Q4 -

P, : R

P

b
A



about indicating possible rejection é&oup students, At this point the
student previously considered (case #23) was given‘"conditional"
placement in the group. In June during. a follow—up interview the teacher
was requested to place all 26 students into one of the four attitude ~-to~
student .groups which he was eventually able to do by assigning three
conditional" placements in ali. All of the original placements were -
reassigned»to the’same groups. The(differeQ; stages in the selection of
.students into the attitude grdups and the teacher's comments uhiie
.pertorming‘this task are now presented.( “

Attechment Group

The difficulty the teacher had with choosing three attachment students
-was to limit his favorites to just three. "Someone like'Joanne (case 25)

W1 reallz like Joanne you know and the thing is we have a lot of

interaction after school and ‘so on and she 8 enthusiastic about everything. -
...She's into this and into that and a kid ‘who really has her head together,

knows where she's going.what she 8 doing and yet she's still a kid She's
- y
not a'pseudo-adult.

I 3

’The‘second'choice was'GeOffrey (Case‘3) "Good old Geoff. I like

Geoff because I admire idiosyncratic behavior and Geoff calls his own too.

He's brig . He stands out a little bit and.-has .. well he's not one .- .
of the sheep.” ¢ '

Y"There.are_lots of them-i'd like to keep for another'year... I
shouid put Qghgrg down hecause there’s‘a»whole.mess of them-that»I would
~iike to keep but enywey\Edward (Case 4) is aviid who,..;iou know he's h ' Lo
rggilxgbright.l'shouldn't say{this,rightbafter saying,he's bright.butv -

he's_the sort of a kid that I was. He's into sports. He's a bit & a leader®
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id“class.. ACtually he's younger than a ‘lot of the ids too, by months
not by a long time, but he's younger than most of t em... He's quite

cooperative." . o \

Indifference Groun_ N

\

The teacher had COnsiderable trouble placing sthients into the

iteral definition

’\Q

indifference category. He attempted to interpret the '
; and encountered difficulty, "A lot .of parents drop in and come in and 80
I've had to do it...a possihility?..v Well I'm prepared_\o say a lot of
things‘abOut Sharon (Case 1) '$nu:1 dOn't have a lot of'£nswers. Is that
the kind of thing?‘I could describe a lot ofibehavior for her mother that
_I have questions about but. | _ |
"Well 1'd have to say that Marilyn ( Case 12) would be the first
choice and-I could typify her as being a nice little girl but one of the
ones you can... Its partly because of her location in the class. She‘s
'at the back. It’s partly because she s not...you know someone like Nicholas
vv(Case 19) demands attention She doesn t. She' s not that kind of
individual ; ..I have a general idea of where her-strengths and = )
.:weaknesses are generally but if somebody wanted to pin me -down about
"somethihg specific I d have to say 'Hey, let me check my records.
"Someone like John (Case 17). I had had more contact with his
‘parents and have talked to'them'but well you know, some kids are not
. leaders and I'm not saying he isn' t, or won't be, . but he' 8 younger ..
Hevs not. the most visible person in class but he's somebody I would
typify as being a reasonable, good average student,‘nothing outstanding
‘but nothing I need to worry about a lot The ‘only thing 1 might say
"about him is with respect to the maturity thing...but in terms of
academics, you know , 1£. 1 wanted to. put my fingers on where he s at

i :
I might have a little more trouble doing that. ’“'e'"";f”,f”" A

¢
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He considered Sharon again\ "Sharon I know pretty well where
she's at in terms of her academic achievement but the kinds of
questions that remain unanswered . Well I find a lot of her behawiorsi
a little unusual, shall we say. She's'a little...uh, sneaky...at times
really.negative about things at times really turned off on friends, on
things that are happening,and yet at other times the opposite end of
the stick S0 that she's a little enigmatic I guess is the'word. And

I guess I haven't got a real "fix" on her and that's why I would bring

-

her up."

Qoncern Group
' - The teacher had three ready choices for ‘the concern group. "I guess
my first choice , the person in class who in terms of personality...Well
- ll Just‘put down Bonnie (Case 18) and tell you why She s a brightv
child She's hypegkinetic and on medication for that...She's had terrible
eye/hand coordination difficulties. She's a frustrated girl in a 1ot

of ways because she knows that she s bright but at the same time the
prospect of keeping up with the brighter members of the class»is something
that she just has to say Well mentally I can do that but I'm nnable'to...' "
He sometimes allowed her to do less work volume.:'She knows. Sheuknows |
‘exactly what's going on and she finds that -quite frustrating... We've

‘had some frank discussions about some of the problems she has... Recently
Vshe s been really upset with some' peer group things as well Kids are not

v‘as kind to her as they might be. At the same time its a two—way street,

,it always is with kids. But anyway she's a kid that I think for example,

1f I could spend all my time with her that she could really move along.

"Another kid that I could spend a lot of time with... going through



my mind here, someone like Ian (Case 14).. mostly cause I like the kid
I guess'addbecausehe has some problems. (He had repeated Grade One
and one month prior to the heginning of the study his mother had died.
following a lengfhy illness). "Ian isn't‘thé_giightest kid across the
board, he isn't. Not withstanding that he's o nice lad to workiwith.
He's a kid who T think with a lot of attention, a lot of «drill, well
a lot Of‘work...well he's not going to be afscholar'bU£ obviously I
- think a one on ono situationwouldimprove whatever skill'lével,
obtain a"Eomowhét highér skill level, whether it wolild be retained I

don't know but;ahyway he's the one I would try."
?Let's seé,..I'm éitting here thinking I've got hids like
Tom (Case 15) who: really needs a lot of work and tries pretty hard He's
willing to, at times intermittently at least, he's willing to really
force himself to concentrate." (The teacher indicated that there was a
possibility ﬁhab Tom might have to repeat the grade.);" I think that
‘both these Kids, Iah and Tom,»afe reolly-approachable'young peoplévwho
“are...ﬁell I%é taught in other schools where kids have learning problemé
but they also'have really severe'pefsonality problems. These kids?haVe
learning probleﬁs hut.they'rebfairly open’about them. ..The iﬁportant
~ thing T Lhink is to say "Well just cause you don't know math doesn t
Imean you're dumb, it means ybu,don t know math, this kind of approach
And well if Thadlots of time those are the kinds of people that I

would spend a lot of time working with "

Rejection Group

In March thé teacher provided no nomes for thelrejection group.

"Geez, you know another year I would have people for you. I'm not sure
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¢ |
that I can honestly say... There isn't a person there that I would like

to see leave the'class..."(Concerning Pamela, Case 23, as a possibility)

"Okay 1f you'pressed‘me to choose someone today I would say 'no'.
Yesterday I’uould have said lyes'- well not yesterday but last week I would
have said lYes' - 1 don t feel terribly negative about‘__z of them I
really don't, That S a genuine thing In previousyears I could have given "
you a list of five ‘ | ‘ - | v.i ‘

FINAL SELECTION OF STUDENTS INTO THE FOUR ATTITUDE TO-STUbENT GROUFS

In May the topic was reopened "Who would I like to unload'7 Um

you know there are so many ways of looking at that. In terms of the -

amount of time that I'm requ1red to spend with an individual I could” say
- 'Well this could lighten my 1oad Like I could think of two. Someone
1ike Ian (Case 14) and someone like Bonnie (Case 18) . Those two for

that reason ... I suppose the one who would -be most marginal in terms

l.o{ personality traits would be Pamela- (Case 23).

_ BecauseﬂSharon (Case 1)'and Keith (Case‘2) had received low:scores ”
on qne'attachment" attribute (Item 10 on the 13 Attribute Scales) their
names were mentioned by the researcher "Well the thing is w1th ones:'
like. Sharon and Keith they re a kind. of Quiet pe0p1e. 1 don t find

their personallties as attractive as some of - the other children but .: a

a Y 3y

-

& T e
they re not dlsruptive, that sort of thing ’ IR

In May the indifference choices were discussed again. "of” all ,
4 J

three...you know they don't stand out in class, They sort of, in each

)

case. John, Marilyn, and Sharon I guess in a sense their demands'

on me are not as great. They don t Stand out positively and ‘they don't )
stand out negatively either. I'm just sort of . 'blah' about them

. That s my perception and that s my feeling... During the\May interview .

the teacher was informed of the general characteristics of indifference
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students from previous research and of the theoryv(Brbphy and Good,
1974) that the negative attitudes‘ of indifference,students often
"conditioned" teachers to become '"turned offf and to avoid them. "You
know I can almost buy that. In a sense'l think of someone like Sharon
(Case 1), She's somehody who, whenvyou_ask kids to get out books...
'groan', ask kids to do this or dorthat'and it's never approached_with
enthusiasm. I shouldn't say never but frequently enough that' it can be
'off—nutting“to the»teacher.\'If that's how nuch you carevthenl;.t..,.

You know I could buy it for Marilyn ‘and’ Sharon but John. I
don' t know whether my. perceptions change or what - happens. There can be
.that as well you know He's occasinnally almost in a purposeful way; he's
negative and thinks it's cute to tease a little bit But he's not. in |
quite the same.category as’ the. other two who tend to have somewhat
negative approaches to 1ots.of their tasks, or»appear to have. ‘¥ou:
. know the kinds of demands he (John) makes when he wants to volunteer
‘Its not sufficient to put up a hand it has to be »oh, oh, oh', this.soft
of thing.. Sort of lacking in self control " |

Keith (Case 2) received ‘a low score on the 4attachment"iattribute |
,and‘the teacher was asked if Keith was viewed in-this manner. "Someone
like Keith, a quiet boy, but he s not a Rid -who compLetely lacks R
enthusiasm for anythingfe. I don t see him, that way " Thus in the May -

,interview the three first choices for attachment, concern,-and

-indifference remained the same and Pamela had been conditionally“
;designated as the only rejection student.‘
In June the teacher was requested to attempt to place all 26 students

’ _into one of the four categories. He was given the class list to work.from

e S
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so_that no student would be overlooked. He was'informed thatiif any.
student would fit into two categories he could place the student in both
"They won ... Gosh its hard you know .. I find this really difficult
in'a sense I have one possibility here of keeping someone because I
think he s super but ne possibility for someone I feel 'blah' about .

Like I know aflot about them. I'm not concerned' about’ them I wouldn t
'reject them but at the game time I don t feel really attached' to them.’
Do you see what I m saying7 I've got several of those. Like one: I see
is Keith That's why I stopped ydu see. So what do I dO‘with him?"
(Rejection’) No reply (Indifference7) "but I know a 1ot about hin If '

:you took this out, the definition, and just had indifferenﬁ' I could

Ly
put him in indifference because 'indifference that's neither positive

well its sort of negative, but its a kind of a default "
"Sharon, if we can reject the definition belongs in here. Marilyn
“would certainly be put in this category e (with the actual definition’)
with the definition although now she doesn t really any more because» o

since it was brought to my. attention, you know. .. you start doing some -
work that way. “w | | | |
© - "I'd  sort of put John into this list without the definition

‘Mason (Case 20) was added to the group Keith s name remained as one of
»,the few unfiled ‘names. It appeared that the teacher felt rejection too

, strong a reaction to him.b"He and I... Its kind of funny and’ its : |
‘probably a genuine change in my attitude toward him too. We ve talked to
: each other a bit more. He s been working a little harder He 8 done very

well. He seems, I don t know, a little happier with the way things are.

dgoing... something along these lines. That can change my approach to things."i,’
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- The teacher placed Keith into the indifference group hut without the
definition. Thus the only indifference student for whom the’provided

'definition seemed to fit a€'311 was Marilyn and as the teacher indicated
he had begun to find out more aboutuher after he had realized he lacked

such information. This resulted in five students being placed into the ;
'indifference group in all ‘

: , s
A total of 16 students were placed into the attachment group. "Iég“;

easy to put these ones down. There s a whole crew of them." In all there
were eight boys and eight girls. Nicholas (Case 19) was_ the last ‘student
placed in this'group "Someone like Nicholas Where wiPl I put him’

I'm not indifferent abOut him.:I m not sure I'd want him\fbr _another’ year.‘

‘I don't reject him. He almost doesn t fit Like he's not one of’ these

i

Tkids ( indifference and rejection) who are sort of ones that 1 see witho
'vmarvellous personalities and that sort of thing o I guess I' d be
VclOser to attached to him more than anything else— but not as close as '

& \

. -some of these others Maybe I 11 do this to him.. .,(conditional )
»placement in the attachment group) | i o -

The teacher assignedaPamela (Case 23) ‘to the rejection group with 5
a "not-definite, conditional“ rider attached.\As well "I d put
‘.Sonia (Case 26), the new girl in that sort of - category .. Shefs sort-bff
a funny kid..r I guess the chemistry 8 ! wrong or something...i'h

No more children were considered for or added to the concern list
- In fact by this/time in June, Ian had just moved to Briti h Columbia. ~;”
’The !eacher noted the)great improvements that Tom (Case 15) had made |

recently and that his\achftvement marks were fairly good '"I wouldn t
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- fail him-ngw'because his'math scores‘areihigh enough. He's got a lot of‘; |
roblems'and he's going to need‘understanding teachers-but l“can't' |

fail a‘kid and hope that.., I WOuldn't do it anyway because}he's been
‘;working very hard I've had quite a lot of contact with his parents and
vthey ve really been worki® with him hard at home.»He s been getting sozfi'
positive results and feels a lot better about what he ] doing, of course.
1f you know your basics and drill drill drill That has made all the
difference in the world." | |

| "honnie, ‘T'm’ really concerned about her She s.a little different

N

I wish T could put. my finger on. it but she' s just 50 up and down and such
wide swings i mood and 8o on. I'Ve had a fair amount of contact with |
Mom and, she seems quite supportive . and you never know YOU can t get
inside a person Theee 8 no lack of money in the family They have just .
put in a swimming pool in their place and we are going over there for 1"
' the year end party‘which is all very nice and lovely but the girl is |
very unhappy quite frankly. I'm- really concerned about her but I don' t
know if all my attention would do any gqu.. She s different than Tom,pp
you see. “Tom is kind of a rewarding experience right now. I m really
:vconcerned about her state of mindi" - |

o

CHARACTERISTICS OF THE GRDUPS

: In the attachment grOup the first three choices who were originally

'%I

. made in March and verified as the first three choices in June were i

noted._In the following discussion they are sometimes isolated for comparisan:u"”

. "‘\'

with the total group of 16 at achment students (which includes them) and

T

th assignment to this d

1» with the other attitude groups ‘as. well The

group was””couditionaiﬂ-because the teaeher—could ~mdeeidefonmafbetter.Liim;;;;;;

fit n vanother grgy.
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The indifference group was comprised of three boys and two

- girls.

‘Membership in the concern group totalled three students. A girl,
o ’

b ]
hé@inie,,who was hyperactive and who had emotional-as well as medical

problems which led, in turn, to academlc problems in some SUbJECt areas
%'ékd tyo boys who were low achlevers One of these boys , Ian, had repeated
i
Grade One and was experiencing emotlonal and adjustment problems directly

.1'r

&ué to a recent death in his immediate family.

A

Only two students were placed into the rejection group.”hoth were
girls and both were:' conditional" placements for the teacher wondered
whether this might be too negative a reaction on his part. One of these
students was a‘new girl Sonia (Case 26) who joined the class in early
Apri; and who, by June, had earned a negative group castigation from the
teacher.;frOm time to time both girlsiwould cooperate and put forth
a good effort but most of the time they earned rejection group status.

P

CORROBORATION OF TEACHER AFFECT.TOWARD THE
FOUR ATTITUDE-TO-STUDENT GROUPS

Substantiation of attitude group placements is plentifulrin the
many general and stimulated recall interv1ews held with the teacher. In
addltlon, two of the traits, measured on the 13 Attrlgaré?!cales were
) really measures of teacher affect toward' students. Bropi; et al (1976)
had relied solely on these measures for obtainlng their measures of
teacher affect toward students since they did not ask teachers to assign
students 1nto the four attitude— o—student groups The scores received
by the existing attitude groups in the present study should help to

.corroborate the teacher's affect toward them that was responsible for

“their original placeuent into the four attitude groups,
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Attachment ¢
Item #10- Attachment read as follows:  '"Would like to have removed-

from class versus would like to keep‘for another year for the sheer joy
" of it. The scores received for the "attachment" attribute ranged from

- one to six, ( A score of one was high). These scores are presented as

group scores and appear in Table 1.

. Table 1 v
ATTITUDE GROUP SCORES ON THE ATTACHMENT ATTRIBUTE i
first 3 choices 1.00 / Girls ‘Poys L
attachment . 1.687 2.0, 1.37
ingifference 4.60 4.0 ’ 5.0
.‘tejection ) 4.50 4.50 -
concern 3.66 4.0 3.5
whole class 2.69 2.84 2.53

?he whole class average Qas 2.69 and it appeared that he was slightly
. hore-attached to the 13 boys than to the 13 gifls.N%§ unexpectedly the first
three attachment students received an average scbre of 1. By definition
the students in the.rejection group would not be recipieﬁts of teacher
"attachment but in’the préseﬂt study iﬁdifference studénts received ev;n
lqwer scores than rejection students. Perhaps this was due to the
"cquitional" asSignment of students to®this rejection group.

In‘general th; iﬁformatidn gained from this "attachment, like‘to

| keep" measure provided support for the teacher's placement of students

into the four attitude-to-student groups.

Concern
The second measure dealing with teacher affect was Item #11 from

“.the 13 Attribute chlés,fThis measure dealt with thevamount'of concern

4
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the teacﬁer felt about the child. ecifically Item #11 was worded:
"Doesn t redquire special attention versus concerns me a great deal I
wouid&like to be able to devote more attention." A score of one was.
high. The average scores recelved by the four attitude groups are

,“presented in Table 2.
Table 2 .
ATTITUDE GROUP SCORES ON THE \CONCERN ATTRIBUTE

-

first 3 cheices . 6.66 Giris Bey;“
attachment = 6. 14 - 6.0 | 6.25] &
indifference : 3.40 2.0 4.3

. rejection ‘ 1.50, 1.50 -
concern ' . .1.00 1.00 1.00
whole class - - 4.66 | 4,309 .'5.00

As expeetea the ;eaeher was highly concerned about tﬁe three
studehts he aseighed to the concern group} He was also very concerned
abodr the rejecrion group students.. This concéra is not restricted to
academic matters and- in the case of these two rejectioa girls his concern
appeared to extend to their home background 81tuations as well as to
the academic difficulties they experienced. Coincidentally, perhaps;
these were the only two students in this classroom to coﬁe from a broken
home situation. In one case, Pamela (Case 23) was forbidden by her mother
to see herAfather who did not have legal visiting rights and privileges
bur with the aid{of an older aistervshe did manage to see him every week.
A fair amount of rens{on and apprehension was apparent in this Grade

[

Three Studept's'behavior. In the other case, Sonia (Case 26) , a series
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of moves every year seemed to be part.of the no;mal lifestyle.'She'joined
the classain early April.and subseduently, as tfaced by the researcher

in an attemptito get a missing piece of information, had changed schools
iﬁ”September, 1979 and again.in January, 1980. That was a total of foﬁr
schools in ;Qo years. Different.coping skills.ére required of a child who

has to make a fresh start every six to eight months..

The following exerpt from fh¢~stimulated recali interview
number six 'indicates tﬁé§ tﬁeffeacher was begiﬁning to form an
impression of Sonia some téb’heeks after she hadijoined the class}...
"Well okay, Here's this little interaction I have with Sonia. I gﬁess
1 sort of think...Iguess it maybe irks me a little bit to have sémeone |
>Itell me 'I. hate doing that'...that sort of thing. Jﬁst challenging...
The kids in this class arellaigely from stable homé‘sitﬁations
where respéct'is an ié;ortantfthing and there's 1ots.o£ money gnd.
they're kind of‘Statusquo people by‘and,lafge and she may_be somewhat
outside that norm in this class... but she seems like a nice enough
kid...I'm not concerned that I'm going ;o‘havé any real problem with
he£ I just thiﬁk that her épproach and attitude are somewhat
different than hany of the othér kids in the class.”
Researcher- Would you dféw any éimilaritigs between Pamela and Sonia
. in thaﬁyway? | |
- "Well to the'extent...I mean'they're much different chiléren, but to
Qhe'exten; that there are things that I can notice about thei;
thét is in sbme ways different from most oflfhe other kids and

'both of them aye from broken home situations. I suppose there's that

similarity...

@
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Researcher- Thinking specifically of the amount of respect.'.would -

the rest question your authority on occasion just as much?
" I think this far, maybe it's early to say. I would say that I haven't

run into that at all in this class until mow. Either that or it's been
. . - < . //._“

e

in a friendlier manner or something, I don't know. It hagﬁ‘f”ﬁéén as
noticeable or maybe as overt or something . Its unlikely that she and

I will have difficulties that reach crisis. proportions or anything like

that."

Willisrand Brophy (1974:526) stated that the rejection boys'"were

likely to come from intact families in which both parents were living..."

~and that "concerning girls in.the rejection group the teachers frequently

mentioned negative family patterns (broken home or poor parental
cooperation)." Although no rejectionfboys exist‘to'meke.the full .
comparison these are -the only two students in the class (excepting lan,
whose mother had recently died) who came from single parent homes

The two attitude-like measures for which numerical scores existed
corroboreted the memberships in the attitude groups to a'satisfactory .
degree. The amount of attachmént and concern the teacher'expressedf
toward each student supported the teacher placement of these same students

into the attitude groups, The rejection students were conditionally

‘placed as they were not strongly rejected and they were of high concern

to the teacher. Their scores on attachment and concern measures are_less

conclusive for these reasons.

The concern measure then confirmed the highest degree'of‘COncern

was for concern”Students Avgreat deal of concern was felt for indifference

students as a group but indifference girls in particular appeared to
!

_concern the teacher a great deal. Very little concern was expressed toward

’

attachment group membere,
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.‘ e,

PERSONALITY ATTRIBUTES OF THE FOUR
b - ATTITUDE—TO-STUDENT GROUPS

In this section the average scores for the teacher—assigned
attributes are presented for the four attitude- to student groups.
Originally these scores were assigned‘by the teacher to individual
students and thesé scores wereJcomblned to provide an average attitude
group score. The teacher rank ordered the entire class on. ‘some of these
student characteristics and was. asked to assign a score ranging, from
one to seven (low) while thinking only of ‘a particular student for the

reémainder of these attributes‘_By combining these two formS-of,data;
a general indication of the teacherls'assessment of.students on these
measures 1s provided. | | |

. Two,of.these measures,*:"cooperation" andv maturity , sere
duplicated in that they appeared.both as a class Tanking scale and also
as items #5 ‘and 6 on- the 13 Attribute Scales. Comparing these two sets
'of scores gave some indication of the consistency of the measures for a
-period of two weeks intervened and two slightly different methods were
:used to collect both sets of data .' The teacher was asked in May to
clarify any discrepancies between the sets of scores. The.correlations
: u;ing Pearson Product Moment Correlations to compare ‘'scores
for these two measures of "cooperation and "maturity" were ,817 p;.d01

and 885 p< 001 respectively | Q
| All teacher assigned scores for the various student characteristics

were obtained from the middle to the end of March (excepting those for
Sonia who joined the class laterfon ). These scores are assumed to.
represent the teacher 5 assessment at that time, In addition these scores
‘are assumed to have remained relatively stable across the three months of

the study o ‘ | R

-
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The foﬁr.attitude—to—stﬁdent gréups' average scores on all.
» persénaliﬁy and academic aétributes as provideq By the teacher in this
study are compared with similar ihfofmafion aﬁd‘findings from previous
résearch on attitude groups. For each student descriptor the at&ituge-
toéstﬁdent group averages are noted,'any‘withih—ggéup sex differences
are pfesented, and any genéral class sex difféfences are ideﬁtifiéd along
with class mean séores for all descriétors.

Work Habité ahd Effort

The average attitude group scores for'ﬁmotiﬁatibn to do school work"
(Class Ranking‘#G),' "careful/deliberate worker (Item #2) and,"petsistence"
(Item #9) are presented together in Table 3. They give an indication of

the teacher's assessment of the effort expended~and the general worﬁ habits

of the students in the four attitude-to-student groups.

. Table 3 . _
 ATTITUDE GROUP SCORES FOR WORK HABITS AND EFFORT

motivation careful persistence

" first 3 choices 2.0 1.3 |10

attachment 2.4 1.7 1.4

indifference 4.2 4.0 < 4.2
" rejection 5.5 5.0 3.5

concern C 6.7 6.7 7.0

whole class 3.5 Lo, 2.8

girls ‘ 3.7 3.2 2.9

boys - S 3.3 - 2.6 2.8

. : , o

F tests using Scheffé‘prqcedures-which;were used to find the

- differences among the‘fouf attitude-groups found sighificant.differences
between‘the attachment gfoupbscorés and ail other attitﬁde]gfoup écbres

for all three measures.
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The-effort exerted by a student is seen to be personally rewarding

to a teacher This teacher was/asked if the effort a child made was .
‘important to him "Sure that's part of the interaction, maybe part of the
way in which personalities mesh You cannot avoid the thought that if
someone is putting forth some kind of effort to respond to your work' then
the likelihood is that you are'going to feel better about that and spend
more time with him...There nay be nitigating'circumstances I think of
someone like Ian (Case 14) ... Its also 1mportant for the brighter kids
to try I think, for example, if there's a bright child who puts in-
little effort the kind of interaction\they would have with the teacher
would be different frpm the child who is worklng hard...The effort is a
reward for the teacher, no doubt about that. That:encourages.you to

extend further effort."”

" Weiner (1979:17) Stated "Surely a teacher will not particularly

like a student who does not try, and failure perceived as due to a lack

of effqrt does not elic1t sympathy

Ny \

Part of the liking for the attachment group students-is due to the
.con51stent1y good effort they display In the group of 16 attachment
| students there were some slight sex differences that favoured the girls
. The teacher credited them with ‘better work habits and- with better effort
expended over all These findings are consistent with Brophy and Good(l974)‘
and Brophy et al s (1976) findings for attachment group girls and the.‘

attachment group in general

‘ : Table &4
g ATTACHMENT GROUP SEX DIFFERENCES FOR WORK HABITS AND EFFORT
 motivation | careful- . persistence|
attachment girls - 1.9 1.3 1.1
—| attachment boys 3.0 S 2.1-_ _ 1.6
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Willis and Brophy (1974:524) noted that.attachment boys had "high
ability ...and rewarded the teaChers by being dependent on them and by
doing well in school nork” but they said of attachment girls speciflcally
that they were achleving and ' good independent workers" suggesting
somewhat morevinitiative‘on the part of attachment girls, ‘The present
findings tend to support some differences favoring attachment girls on
_the work habits and effort dimensions. |

Indifference girls and boys showed some differences as well. This

information is presented in Table 5. ‘ ' .

INDIFFERENCE GROUP SEX DIF?E;;;EZS iOR WORK HABITS AND EFFORT
» motivation careful persistence.
'indifference‘girls | 5.0 40 5.0
indifference boys 3.7 . 4.0 ‘ 3.7
- (A score of‘one is high) : |

Indifference boys were seen to be more motivated and. persistent -
| than'the two indifference‘girls Negligible sex differences existed for
the concern group and the rejection group consisted of two girls only.

- If all three sets of scores are coilapsed and'averaged,a summary
view of effort’andiwork habits as assessed by the teacher would result -
in the findings pihsented in Table 6

Table 6 = « ' | { N

ATTITUDE GROUP SCORES ON THE COMBINED WORK HABITS
- AND EFFORT MEASURE

attaChnent group- o : 1.83
indifference group : 4.13
rejection group - |  5.33

concern group N 6.80
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Scores for.all groups would appear to fit patternsbestablished in
other research studies. Although positive attitudes to school were not
measured as Such»in the'present study an. overt indication of same_wouid
‘be effort expended. As,drophy and Good noted (I974:153)xnoted; concern
students were "in need of encouragement” and were "notably iacking'in
self confidence” which would interfere'with the amount ofveffort put‘
forth by these students,v | |
| For the class in general the teacher asslgned higher scores on
'all three traits to the 13 girls and the 13 boys were seen as somewhat -

~ less motivated, less careful and less'persistent.

Age and Maturity

-

In March the‘averagelof of students_in‘the class was 8vyears 7
.months. Ages of the studentsvranged from 8 yearS'ljmonth to 9 yearS'
5 months. |
| vThe youngest attitude group was the indifference group with an
-average‘age of 8 years 5 months The eight attachment girls were
actually younger: with an average age of . 8 years 4 months but in all the
attachment group age average was‘8 years 6 months. The two:rejection
girls averaged 9 years 0 months in age. The concernbgroup averaged 8 years
8 months but. because Ian had repeated his age was 9 years 5 months |
compared to the two other concern group members, Bonnie at 8 years 3
months and ‘Tom at,8 years 4 months. |
All girls in the class. had an average age-of 8 years 6 months and
the boys averaged 8 years 7‘»5 months in age
Teacher—assigned ratings for maturity'-resulted'in the attitude

'group averages shown in Table 7. The first maturity rating obtained
»

was provided in the form of a class ranking (i#5) and the second
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. Table 7, ‘ ; o
ATTITUDE GROUP AVERAGES FOR AGE AND MATURITY

'

Age in Months |- Maturity I |  ‘Maturity II

first 3 choices 0 104.3 2.3 1.3

attachment L '102.0 2.6 1.8

indifference | 101.3 5.2 4.8

rejection - - ~108.0 5.0 5.0

concern , . 104.0 6.0 5.7
~whole.class | - 10361 | 3.69 3.07

13 girls ©102.61 - 3.46 2,92

13 boys . 103.61 3.92 3.23

rset of-maturity scores were deriVed from Item.#Svon»the 13vAttribute ?
Scales-which the teacher completed for eJch individual student about two
weeks later Both sets of scores which. purport to measure the same student
_'trait favor the students assigned to the attachment group with the
attachment girls receiving slightly higher ratings than attachment boys.
The three indifference boys scored an average of 5.0 on both maturity
measuresbbut the two indifference girls received a lower (than boys) score
on the maturityI scores and a higher (than boys) score of 4. 5 ‘on the
maturity IT: scores.v‘ | - |
Rejection girls received 5. 6 on both measures Theigirl in“the concern.‘.
group received a6 and ‘then a 5 on. the two scores for naturity J
The Pearson correlations used to detect the relationship between
the Maturity I and maturity II scores were:
885 p¢.001. for the whole class
.888,pc.006 for all girls
.906 §<.001;forvall boys

The teacher aéa’ﬁgigd in May to clarify several discrepancies in



these rankings For example, Brenda (Case 7) had received a 2 and asb
on the maturity ratings. " I would use the upper one...Sometimes. in
our’ one on one interactions after school she's fairly immature but when
it comes down to her approach to her work the academic side of things

then she's very interested persistent works very effectiVely These
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are all signs 'of maturity So one one day I must have been thinking of
.some interaction that we had for she is the kind of kid who will stand ‘
two inches from your nose to make sure you heard her and go on and on.

I probably was thinking more of an after-school thlng

dCooperation"

Scores on measures of cooperation were r}obtained from the teacher
C00peration I was the 6th class ranking and cooperation I1 appeared as
Item #6 on the 13 Attribute Scales. ‘The correlations for. the two

were:

cOoperation ratingg
i 817 p< 001 for the whole class
806 p( 001 for all girls
.904»p<;001 for all boys

\

N .
\\

{}apparently assessed the attachment group students as

| more~coopera} :jand compliant than the other three groups. Overall

.<rejection¢8rf :;scores are the lowest and this reSult concurs with

“ findings”frog‘;revious research Indifference students are not seen to
_be particularly cooperative. Concern students are alm?st as low in
assessed cooperation as the rejection group students Other studies
imply that COncern children are more cooperative and onforming to
>class rules" ( as reported in Brophy and Good l974 188)

"'than the findings from;this study indicate.,




Table 8

ATTITUDE GROUP SCORES FOR COOPERATION

— e ,CooperationiI‘ Cooperation'IIv
fitst 3 choices 2.7 1.3
attachment . - 3.0 1.6
indifference 4.2 3.2
rejection 6.0 5.5
‘concern 6.3 4.0 .
whole class 3.84 - 2.50-
13 girls 3.46 2.61
13 boys 4.23 2.38

In the first set of scores for cooperation the 13 girls are
seen to be more cooperative but the second set of scores which are

closer in'hnmerical value indicate that the teacher viewed the 13 boys

as more cooperative overall.

} Intelligence'and l;Q;

_The teacher ranked the whole class for his assessment of their
general intellectual ability" (Class Ranking #1) Scores for the
attitude groups are. presented in Table 9.
srscores ( Verbal Quantitative,_and Non-Verbal) have been combined and

averaged . to produce a "total I. Q score" and are presented as well as

, In addition the three ITQ

S

objective anchor (Brophy et al 1976) for the teacher s

B assei‘ ment of ability level

e teacher assessed the first three choice attachment students

o

e

C 116

as very high in general intellectual ability and indeed their total I Q

; ~score wss well above the class average of 112 2 In general the 16
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ATTITUDE GROUP SCORES ON INTELLECTUAL ABILITY AND L. Q. MEASURES

Teacher-Assigned:

Total I.Q.

117

.- gggeia; Intellectual = Seores
first 3 choices 1.7, 121.2
attachment 2.6 118.5
indifference 5.2 1106.13
rejection 6.0 99.3
concern 6.0 ' ‘9jr7;
whole class 3.76 | 112.28/;g2’*f
13 girls 4,07 111.94
13 boys 3.46 -112.4

attachment students were rated above the class average by the teacher

. for general intellectual ability and the Total I. Q score for the group :

{

seemed to justify his high assessment of them

His assessment of the indifference group's intellectual ability may

have been somewhat low since a score of 4 would have been medium or

\

average and their I Q average of 106 indicates average ability overall

Q

but certainly less than average for this particular class which was the

’ teacher s reference basis

The rejection scores on general intellectual ability are. essentially

':zthe same as the concern group scores. In previOus research findings the

'rejection students although rated low by the teacher in intellectual '

.ability, are sometimes found to be of average or better intelligence. In
’f,the present study their Total I Q. scores are still within an average

E range but are much below this class average of 112. Concern students,

as in most bther studies of attitude groups had the lowest ability levels

-

’

.I'and were perceived to have low ability by their teachers. .

=3

i
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Within the groups there are some interesting sex differences and these

are presented in Table 10.

4

- Table 10 .

SEX DIFFERENCES IN ATTITUDE GROUPS FOR GENERAL INTELLECTUAL

] ) ABILITY AND TOTAL I.qQ. SCORES

General intellectual Total I.Q.
Ability Scores

8 attachment girls 3.0 118 :

8 attachment boys . 2.3 | 119 T

2 indifference girls 6.0 102.2

3 indifference boys 4.7 108.7

1 concern girl 5.0 108.0

2 6.5 92.6

concern boys

&3

The teacher assessed the attachment boys.and the indifference boys
higher than the girls in those two- groups on the dimension of gene

.intellectual ability. The total I.Q.

o
a

(A score of 1 is high)

o

ral

scores show that the eight attachment

boys have made marglnally higher scores then the eight attachment girls

but the three indifference boys'
higher than the average total I.Q. of the two indifference group girls.

The concern group differences might be explained by the fact that Bonnie's

S

average total I1.Q. s about six ncints

(Case 18) placement in this group was largely because of medica{} social,

-and emotional problems in addition to certain academic problems.

I.Q. scores in the class at large ranged from 84.6 to 135.0 and the

i

class average for total I.Q.

scores was 112.28.

The'teacher assigned a higher general intellectual.ability score for

However the average boys' total I.Q

“112.6 than the girls' 1.q. average of 111 9.

&

Contrary to manygother

"th%gTB boys in the class (3.46) than for the'13 girls in the class (4. 07)

. score is only slightly higher at

§
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reseérch studies ( as reviewed in BrOphy and Good, 1974: 204)> in
which the 8ir15receivé§ higher intellectual assessments than boys, ﬁhe

- boys in this particular claés.were rated somewhat highervby the teacher
on this dimen;ion. Most other studies used female teachers as subjects.
In the Brophy et al's (1976) study, for example, the 27 teacher subj;cts

all were female elementary teachers.

Creativitz

« 4
The cre;fivity descriptor appeared as Item #7 in the lB_Attribute

Scales. it was precisely worded as dnon—iteative or unimaginafive versus
creative and imaginative'. Iﬁ is somewhat related in nature to the
general intellectual ability dimension and so‘is discussed next. The
non-verbal I.Q# scores have been presénted in Table 11 as well as
‘the creativity scores for they representlthe)best objective and
corroborative information available for the teacher-assigned creativity

¥ “
scores.

Table 11 '
ATTITUDE GROUP SCORES FOR CREATIVITY AND NON-VERBAL I.Q. SCORES

© ~6 N

o Creativity i Non~Verbal I.Q.
first 3 choices 1.3 | girls| boys 122.6 | girls. | boys
attachment 2.312.87 | 1.62 115.931 114.37| 117.5
indifference 4.2 1{5.50 | 3.33 107.6 | 100.5 | 112.33*
rejection 5.015.0 - T 104.0 1 104 - .
concern 4.0 2.0 |50 99.0 | 102.0 | 97.5°
whole class 3.03] 3.54 | 2.53 111.46| 109.6 | 113.23

The relative accuracy of the higher creativity scores assigned to

| boys in the attachment and indifference groups'(compared to the scores

J
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given to girls) are reflected in the objective scores on the non-verbal

I.Q. test for séores earned by the boyslonﬁﬁhis objective test are
higher théh those for gifls in the attachmeng and indifference groups.
Bonnie (Case 185 the concern girl, was assignedba faifly'high score for
creativity but her nqn-verbal‘I.Q.score of 102 was mﬁcﬁ lower than the
class average non-verbal i.Q.score of 111.46. Howéver when faced with
any pen and paper task, espécially one with an imposed time limit she
was 5ftenwunable to cdmplete‘it; "She's a bfight child... éxcept that
the physical aspecf of writing is so difficult for her'tﬁgf it can be

. i
frustrating .. Verbally sghe's fine, creative, imaginative, perceptive,
all of those things but if you asked me how she is going to achieve on
a year-end test which requires other skills as well Verbally she is
reasonably creative. She can relate some interesting stories and experiences
in an effectiye way. Hér word usagé is pre;f& solid so she expresses
herself reiatively well when I can persuade her that this is éomething
she ought to do... If she could keep up with.the written aspect‘I
_could probably have her‘in the othe;‘(gdod reading) group."

Gengraily speaking the teacher assessed ﬁhe 13 boys in the class as
more‘creative‘(2.53) than the 13 girls (3.53) and the non-verbal 1.Q.
scores of 113.23 for the 13 boys compared to the score of 109 69 for the

L]

girls would indicate that his perception of their relative creativ1ty

was fairly accurate.

Calm , Good Self Control : ' o ‘ |
Item #1 on the 13 Attribute Scales dealt with the calm/good self
control trait. "Restless, highly active versus calm, good self control"

was the exact wording for this measure. Scores for the four attitude
1 C
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groups are presented in Table 1Z. - » : :

Table 12
ATTITUDE GROUP SCORES ON THE CALM DIMENSION

Calm
first 3 choices 2.0 Girls Boys
attachment | 2.1 1.50 2.75
" indifference | 3.2 3.5 | 3.0
rejection o 5.5 - 5.5 f-
. concern . 6.0 6.0 6.0
whole class - 3.04 2.76 3.30

Attachment students, particularlﬁ'the eight attachment girls,
received the highest scores on the calm attribute. Previous gtudies
described the concern students as "restless" and the rejection students
kas‘"nctably restleSs". These two groups of etudents’in,the'present study
received the lowest sceres on the calm dimeheion but the "conditional"
rejection students' scores were not es low as previous‘findings would.
shggest for trhe rejection students. Pahela (Case. 23), one of the
rejedtion girls did receive a 7 on the calm attribute but Sonia (Case 26)
on the basis of haviné her in the class for less than a ‘month, was
assessed as 4 by’ the teacher The two indifference girls were rated as

‘e
less calm by the teacher than the three indifference group boye. The
concéern. group students received an assessment of 6 uniformly |

The teacher rated the 13 girls in the class (2. 76) as calmer overall
than the 13 boys in the class (3.30) resulting in.a class mean score of.
3.04 for this,descriptcr.‘ ’
Noticeable - -

The noticeable descriptor (Item #12-oh the 13 Attribute Scales) was

worded "not noticeable versus stands out, very noticeable". Table 13
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N

Ppresents the teacher-assigned scores for the four attitude-to-student

groups and for. the class in gengral.

» Table 13
ATTITUDE GROUP SCORES FOR THE NOTICEABLE ATTRIBUTE

Noticeable

first 3 choices 1.7 ‘ girls boys
attachment ' 2.2 . 2.5 - 1.87
indifference 4.8 4.5 | 5.0
. rejection ' 2.5 2.5 -
concern 3.0 5.0 = 2.0
whole class 2.80 . 3.0 2,61
i A score of 1 is high.

'The.lowee: overell score on.this‘dimension was receivedlby the
indifference group studenrs as verified in previoUs research.(Brophy‘énd,
Good 1974: 133 ) This attribute is one of the major descriptors of
indifference children and was originally thought (by Silberman, 1969)
to be the main reason why teachers'interacted so’infrequently with-this
gronpiof students., Within—groUp differences ‘show that‘the threer an
indifference boys (5.0) are even less noticeable to this teacher‘than_the'f
two indifference girls (4.5). b |

Actachment boys (1.87) were fated‘as more noticeable than attachment
girls (2. 5) and the two concern boys were seen.to be much more noticeable
than Bonnie, the only concern girl.

Generally all boys in the class (2.61) nere assessed by the teacher as

3.
more noticeable than all girls (3.0) in the class in keeping wich previous

research findings(Brophy and Good, 1974:231).
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iEXe Contact

Ttem # 13 on,the 13 Attribute{Scales was Javerts eyes versus looks
you straight in the eye.d The lowest scores vent to the»indifference<
students on this trait. The indifference boys (4.0) averted their.eyes
even more than the indifference girls (3.5).'Broohy and Good (1974:

153 ) had described how the indifference students "notably avoided eve
contact." Scores for the attitude groups for eye contact are presented

in Table l4.
Table 14 \
ATTITUDE GROUP SCORES FOR THE EYE 'CONTACT ATTRIBUTE »'

N . - _ : 2y

_Eye'Contact
© first 3'Choices 1.3 girls . boysd
attachment ' 1.6 , 1.62 1.62
‘indifference 3.8 - 3.50 - 4,0
‘rejection - 3.5 | 3.5 L -
concern 3.3 3.0 3.5
| whote ciass - |, 238 | 230 | 2.46

-

" Attachment boys and girls received equal scores on this dimension

o

vhile concern and rejection group scores were almost as low as scores,
received by indifference‘groups Overall the boys and girls in the class.

- . were rated fairly evenly on this measure.

Attractiveness A - L

f B

+The "onattractive versus attractive"_neasure was Item 8 on the 13
Attribute Scales. Scores received by the different attitude grOups and
the class as a whole are presented in Table 15,

The class average for a11 26 students was 1. 65 with the boys -

1

somewhat higher than the girls in perceived attractiveness. The first

.three‘attachment students were given the highest possible_scores ae were

v
4
L
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Table 15 . L2

ATTITUDE GROUP SCORES ON THE ATTRACTIVENESS ATTRIBUTE

first 3 choices - 1.0 girls boys
_attachment 1.2 1.37 1.0

indifference 2.8 2.0 - 3.33

rejection 1.5 1.5 . -

concern 2.3 4,0 1.5

whole class - 1.65 1.69 1.61

. -

the eightzattachment boys (who included two ofvthe three first choice
attachment students) Attachment girls were ‘seen as aibit less attractive
K ReJection group~g1rls were rated higher than.the class average.,The '
concernggroup average is‘lower than class;aVerage because the score
E assigned to Bonnie was 4Vcompared tovthe two concern hoys' scores averaging
s , SR R
. o . . A : ‘
Indifference- childrenwere seen by the teacher as the most
unattractive group'and’received an,averagevscore'of 2‘8‘on thisfmeasure A
'1 The three indifference boys (3. 33) were perceived by the teacher to be ;
far less attractive than the two indifferent girls (2 0)
Happy
The teacher assigned ratings for how "happy" he perceived the children
'to be ThlS measure appeared as Item #3‘on the 13 Attribute Scales. and )
was worded_simply as unhappy versus happy The resulting group averages
are presented'in Table 16 - |
The. teacher rated the attachment group high on this attribute<with
no differentiation between the attachment girlsand the attachment boys.

Indifference group average for this attribute was below the class

‘ average with indifference girls rated as less happy than the three
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Table 16 '

ATTITUDE GROUP SCORES ON THE HAPPi'ATTﬁIBUTE
first 3 choices 1.3 girls | boys
attachment 1.5 1.5 1.5
' indifference 3.6 4.0 | 3.3
rejection 5.0 5.0 : -
' concern - 5.7 7.0 -~ 5.0
whole class 7 2.65 2.84 | 2.46

’indifference boys. The individual scores of 3 and 7 in the rejeetion

group averaged out t5.$ for the two members of‘the group -The coneern
group averaged 5.7 for although both Bonnie and ‘Ian received a teacher o
:ratlng of 7 for being happy, Tom (Case 15) was assigned a higher score
of 3 for this dimension Poor achlevers tend to be unhappy and this is
'partly due to a lack of success in their school:worh. Two‘of the three
‘)Acsncern children were affeeted by additionalrproblemsInhich\acceunted”
for the teacher-assigned scores of 7 for these two students

All girls in. the class were rated as a bit less happy (2. 84) than

. the 13 boys (2 46) in this ‘study.

)

_ SUMMARY } ‘

')it_ - o ,The_lé attachment students‘in.the;present study'were of

avgrage:age, were assigned.high.erpectancy séores'forhachievementlin’béth‘7

"Subject areas were‘rated as highly intelligent, mature, cobperative;»‘
: and attractive The teacher assigned high scores for their work-~ )

| related behayior and effort expended. In short they were model students ;)

who behaved well, tried hard and were seen as having academic potential
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The first three choices of.attachment students received even
higher scores on all measures and a general positive.halo effect
' appeared to be associated with.these children.
The five indifference students were younger than most children
vin the class, were perceived to have lower than average ability, and N
vrecelved lower than average achievement-expectancy scores. They were
perceived to be less persistent, careful,'and»motivated{ The teacher
‘felt‘that‘members of this attitude group were not making an adequate.
effort. They were viewed as leSs cooperative and mature than most.
children in the class. They{received‘very:low scores for being‘noticeable,
maintaining eye contact with the teacher, and for being;liked‘by the
s teacher. o |

The two condltional rejection girls were viewed as attractive,
fairly noticeable, uncooperative, immature and restless They received
low scores‘on the work—related attributes as little effort ‘on their part
was perceived by the teacher He was, however very-concerned about
their academic progress. He held low achievement expectations for them.
They were not well- liked by the teacher and were 'seen to be basically

‘unhappy students | *
The three concern students were perceived to exhibit very poor
?‘initiatixe and poor ‘work habits and were assigned low aohievement
vexpectancy scores by the: teacher Generally speaking they were immature
and uncooperative and fairly unhappy. The teacher 8 concern for—their
"mental and academic well—being was considerabl@ Two of the three students-

'had emotional problems that required patience and understanding which

the teacher seemed willing to provide. They received higher scores on.
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"wanting'to‘keep .attribute than either the indifference or rejection

’ students and were perceived to. be in need of constant encouragement

which appeared to result in sporadic bursts of effort on’ their part,
In general the-descriptionsiof the four groups tended to

confirm findings from many other studies and it would appear that

characteristics of students such as their effort and cooperation

: aPPeared to elicit specific affective reactions from the]teacher'in‘

: this,study.



S CHAPTER V
. EXPECTANCY EFFECTS

This chapter presents the results of the- search for any product

expectancy effects and/or any process. expectancy effects in operation in .

this study. By exam1n1ng the relationships among different kinds of
data collected, certa1n trends were noted and speculations are offered

“for thelr p0351b1e cause,
PRODUCT EXRECTANCY EFFECTS

2.1 V.What ev1dence is there, if.any, of produc -expectancy
~effects? What is the relationship of teacher-held
expectancy to end of the year achievement results?

2.11 .for students assigned tb high middle and low .
' "probable highest achiever" levels (for general
achievement in all subjects)? -

2,12 for students assigned to high, middle, and low
""probable achievement in language arts"’levels°

2.13 for "good" and "poor" reading groups?

2.14 for students assigned to high ~middle, and low
’ gegobable achievement in math" levels?

2.15  for boys and for girls? .' v
2,13 for the four attitude-to-student‘groups?

0

The Product Measures

In expectancy research, "prodnct".or "outcome"'measures are.

. freduently the scores.received'on:a standardisedvtest. The particulariv
product.scoresrosed in;this study were'the scores obtained on schoolhr
system—deve10ped tests in language arts and math which were admlnistered to
a11 students 1n Grade 3 1in Edgﬁpton in the spring of 1979, The student
’subjects in this study, who could be described as middle—high S E S
children with an average I Q 8core of 112 would be expected to score B
well on these tests compared to the larger student population in the city.'

128
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‘students in thi{

. , o 129
In language arts the class mean of 63 3 ( out of a possible 77

S D. 8. 84) for the comprehension rsection was well'above the test mean

of 56.3- (S D. lf mu"i,for the "decoding" sectiOn of the langua e arts.

test the?class ? ; 7 (out of a possible 63 .S, D 4. 62) compared

to the tegt'm ‘é ' S.D. 7.38). The actual percentage scores

;ass mean was 56 2 (out’ of a possible 60; S. D 3. 52)

compared toyb tt mean of 48.3 (S D. 9. 13) The percentage scores in

math ranged f 4 low of 80 to 100_and-the class-average;percentage:markv‘
was 93.6%. ThéA ﬁ\ggests that the "product"‘meaSures available to the

researcher didﬁ‘ f,provide'much discriminatorya1nformation about the’:

Bass since the student subjects scored so well on these .
tests. This was especially so in math, However, these were the only product

measures collected 1

“d are’ consequently ~the ones used in the analyses 4

in this»study.

Expectancy Measutes

A

The teacher provided general overall performance eXpectancy

(¢ probable highest‘achiever") scores for all students and also the more

’ subject-specific performance expectancies for math and language artsv

achievement These three lists differed as the students were regrouped
to reflect the teacher's different subJect area expectatiens for them, -
Originally the expectation data were gathered by having the -
teacher assign the students to one. of seven distinct clusters on a class
ranking form for math and language arts. In the case of the probable

highest,achiever attribute measure the teacher assigned each student to a:
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point along-a line continuum (‘which was later converted to a numerical_

' score_from Qne to Seven). These 157 expeCtancy scores were collapsed_

" into "high"‘ "middle", and "low ratings by combining scores of l-and 2
for "high", scores of 3 4, and S for "middle", and scores of 6 and 7
for “1ow‘. The membership in the three groupings for each eXpectancy "Q' ;
measure changed slightly as the teacher regrouped the students«to reflect :

,his Specific expectancies for 'probable highest achiever", probable

achievement in math", and "probable achievement in language arts"

Overall General Expectancy and Product Expectancy Effects

As recorded in March the probable highest achiever" (#& Attribute)
| provided an indicafion of how the teacher anticipated the students w0u1d
perform on overall achievement in all subject areas.’ It was a general .'"v‘
predictlon of probable achievement ‘and ‘was not subject- specific The'
» possible expectancy scores ranged from 1 (highest) to 7 (lowest)
@T ’

arts and math on the end of the year exams by these "high" "middle",

a

able 17 shows the achievement (product) sCOres received in language

and "low" “probable higheSt achievers.

. Table 17 : |
PROBABLE HIGHEST ACHIEVER cnovps AND' naovucr SCORES

Ny

At . IS

h”Probable Highest ) ’; : Langnage‘Arts_"t’ ﬁathematics

~_Achiever Groups = . |, - Scores | Scores
High. Nel2 | . 92.9% . | 91.5%

“Middle N=10 - |  80.5% - . | 89.8%
low N4 | TROR | SLOR
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- The range in language arts achievement'scores»is\aboﬁt)ZOOpoints ¢>
.acroSs' the -three levels of expectancy and about 7 5 points in math

achievement The teacher 5 predictions seem more—accurate in the

language arts area than for math

Language Arts Expectancy

A more precise expectancy prediction for language arts achievement
_ was obtained when the teacher ranked the students for ' probable '
achievement in language arts".‘The membership in these "high" "middle"
-and "low language arts expectancy groups was- roughly the same as the
three groupings in the probable highest achiever" rankings The

‘ correlation between the two sets of rankings was strong (r=. 9110

"p< 001) Table 18 presents the results of the language arts exam for the

'three language arts eXpectancy gr0ups.

. Table 18 s
LANGUAGE ARTS EXPECTANCY GROUPS AND PRODUCT SCORES

: Language‘Arts SR ,' Language Arts Achievement ‘{‘h ‘
jpExpectancy Groups:: 'f" Scores Girls = ~Boys
High N8 | /;9'3;62- N 4.0 N=3:.-b 93.4% =5
Middle Nel2 | ¥(3B6.2x | 87.8uNes | 84.57 Ne6
Low - N=6 ' | \“71.5% 7'l 72.7% N=4. | [70.0Z N=2
—_— — “;9,;>.f‘_ ﬂ»'.‘asi -
‘1( \. o . o

...When examining the actual language arts scores achieved by each il?ectancy._
group a range of 22 points can be noted between the highest group average n

-.and the lowest group average. When grouped this way the girls scores

.W:vranged over 11 points and the point spread for theaboys scores is 23 S :
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Reading Groups Expectancy
o : 4

The 26 students in the three above language arts expectancy
grpupihgs were placed into two reading groups for parts of the language
arts instructional program. These groups have been labelled the "good"

and "poor" reading groups for discussion purposes. The average language
i
arts expectancy scores and the actual language arts achievement scores

EY

received by members of these two reading groups are of interest and are
- o

°

presented in Table 19.

v - ’ “‘Table 19
'READING-GROUPS' EXPECTANCY SCORES AND ACHIEVEMENT SCORES

;i\ \.

v

. Reading Groups | Language Arts Achieyement

Score . Girls - - Boys
Good Group 90.3% ‘ 91.0% 89.8%
” N=17 : : N=7 ‘ N=10

. E=2.5 E=2.6 E=2.5
Poor: Group - IN75.2% 76.8% 72.0%
- ‘ N=9 N=6 ‘. - » =3 "

: | | E=5.9 E=5.6 E=6.3
All 26 Students 85.1%2 84.52 | = 85.7%
i o ‘ N=26 N=13 N=13
E=3.7 ; E=4.0 ‘E=3.4

4
° Overall ﬁye teacher expected the 13 boys (E=3.4) to achieve better

languége arts score$ ﬁﬂéh the 13 éirls (E=4.0), which they gig;'Upon\
.clbse examination of the SUb—éroupings it was noted that the teacher
expected fhe,IO "good" reé&ing‘group boys tolachieve‘slightly”higher
.§cogés than the 7 "good" reading group girls (wﬂi;h the§ did Egg) and
the teécher expécted that tﬁe three "poor" reading group boys would
receive ;gggg language arts scores thandthe éix "poor" reading group

girls (vhich they did). The resultant difference between the averages
‘ 4 : .

~v P Kl
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of girls' marks (comparing the two reading groups) was 14 points and
slightiy more for bdys, coqparimg the average boys' marks in the two
- reading groups, at 18 polnts.
The resulf éf comparing these language arts expectancy)groupings,
including both reading groups, withﬁthe end of the year achievement gcqres
could be summarized as follows. In March the teacher reported’his
expgctation that the boys' end of the year achievement in»language arts
would be more varied in rapge then the girls' which turned out to be the
case, His predictions, wheﬁ compared with the "product' measures, which
determined the 'accuracy of prediétion", produced the following .
negative and significa;t.corrg?ations ( 1 was the highest score in
expectancy ratings): r=-.893 p<.001 for the whole class; r= -,9294, p¢.001
for boys only; and r= -.8661, p<.001 for gi%*ls oqu. In other words; the

teacher was fairly accurate in his expectancy predictions for language

. 9 B .
arts achievement, especially for boys.

Math Expectancy

Initially the teacher raﬁked all 26‘students for "probable
achieveﬁént in math" by assigning them to one of seven clusters on the
ranking forﬁ. The.reSultant numerical scores were'collapséd'into "h;gh";
"middlg", and "low"_groups'(as.described above) for math éxpectancy.
The membership in these groups was roughly the same as for the language
arts ekpectanqy groups. The membership correlation between the two groups
was .8100, p<.001 and between ;he m?th expectancy groups-and -the

"probable highest achiever" groups was .8500, p<.00l.

The scores attained by the students belonging to these three math

~

K
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expectancy groups are presented in Table 20 as well as the average
- expectancy (E) rating for each group.
* One boy in the "low" math expectancy group moved away.in the
spring before the math tests were taken. This is the only

data missing from his file and although he is excluded from

the math analyses, his data is included in all other analyses
in the study. '

Table 20

. MATH ACHIEVEMENT SCORES OF MATH EXPECTANCY GROUPS

Math Ekpecténcy Math Achievement Scores‘

Grqups Girls , Boys
High o |%p97.5% 98.5% 96.3%
. N=8 : N=[§ N=4
Middle ) 94.0% 93.2% 94.7%

N=13 : N=6 N=7
Low 85.0%¢ 84.0% 88.07%
N=4 N=3 N=1%
All 25, students | 93.6% 92.7% 94.7%
N=25 N=13 N=12
E=3.6 E=3.7 E=3.5

The specific math expectancy scorés were more accurate for
predicting ma£h achievement than were thé mofe general ''probable
gighést achiever" ratings (See Tablel/ ). The difference in average
math achievement scores across the.thr;e math expeétancy’groupings ﬁas

‘12,5 Pointé. For girls‘in'partiéular, the average group scofes
differed by 14.5 peints and for boys across all three groups, aboﬁt 8
points. The teacher held a slightly higher avérage math expectancy for
the:13.boys (E= 3.5) compared to the 13 girls (E= 3.7). The boys did
perform slightly better overall, but lesé well than the girls indthe-

high math expectancy group in particular.
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The correlations for these math expectancy predictions (gathered

in March) compared'to the end of the year math achlevement test scores

were -.7622, p<.001 for all 26 students; —.6643, p<,009 for boys; and

-.8027, p<.001 for the girls. Thus the teacher was somewhat less

successful in predicting’math achievement scores than-he was in

predicting language arts achievement scores. Looking only at math

predictions, the teacher was more accurate in predicting the girls'

math achievement than in predicting the math achievement scores which

the boys would receive.

Attitude-To-Student Groups and Expectancx

The 26 student subiects had been placed in one of the four attitude-

to-student groups by the teacher In- earlier _studies which investigated

teachers? attitudes towards students. as few as one student was nominated

to each group and the resultant findings tended to be fairly clear-cut.

’

Very briefly, students assigned to the four attitude—to—student groups

" - often possessed the following characteristics.(Willis and Brophy, 1974:

520):

Attachment - model students, high“achievers, who respond warmly.

Concern- low achievers, dependent on the teacher, making
extensive but appropriate demands, receiving most total

)

interaction. b e

Indifference- recipients of low rates of interactiOn -and teacher
apathy, passive, often display poor attitudes to school
_(no universal characteristics really).

Rejectioni often low achievers, behavior problems, defiant.

By asking the teacher to place all 26 students'into‘the four groups

the more prevalent attitude group expectancy effects may have been

somewhat obscured but general trends may indicate an expectancy effect

® -
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due to placement in certain attitude—to-giﬁdent grgpps.‘By regrouping
the gtudeﬁts this way and again looking at fheir expectancy scores in
language arts and math and their achievement scoresuin the séme'

subjects a more complex set of relationships develops because the

interaction of expressed teacher attitude—to-student with sex of

student, expectancy scores for students, and achievement scores
received by students has been taken into account.
. A separate analysis was carried out for the "first three

<«

attachment choices" because of the largef numbef‘of students (16)
assignea to the attachmenp groupﬂfThe information éertaihipgi£o~
éxpéctancy and achievement in laﬁguége arts'fbr the gttitude—to-student
‘groups is presentgd in Table 21. |
| Table 21
ATTITUDE GROUPS"LANGUAGE ARTS EXPECTANCY ANb ACHIEVEMENI SCORES

Attitude to ﬂknguage:Arts Expecténcy and Achigvement
Stgdent Groups 'Scpres - gir1s': "~ Boys 1 i;'
" | AL Attachment | 89.4% - 88.0% ©90.97 ||

Students N=16 . N=8 N=8
o E= 2.8 | ' E=3.3 E<2.4
First Three 93.3% - 98.0% 91.0%

~ Choices N=3 N=1 & - - N=2
Attachmengp E=1:3 - E=1 " E=1,5
Indifference 78.7% o 73.5% | 82.3%

.Students = N=5 : N=2 ’ N=3"

. o E=4.6 g E=6 ~ E=3.7

~ Rejection 79.0% o 79.0% o

‘Students . N=2 . N=2
. v - E=4,5 ~ E=4.5 \
Concern | 76,31 89.02 | 70.0%
Students - N=3  N=1 | UN=2 :

o - E=6,3 : E=5 T E=7 !
All 26 = | 85.1% 84.5% 85.7% e
Students T N=26 N=13 N=13 -
,TE.3'7 ’ ‘ . E'IO.O E’3-4
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On averaée the teacher held a higher expectancy (E=316) for boys:
tnan for giris (4,0) . Within the attitude—to-studentbgroups_he
assigned much higher‘lanéuage arte‘expectancy scores (E?é.&)'for’the
eight boys to whom he was "attached" than to the“eight VattechuentW
' girls‘(3;3). The attachment boys -scored 90,97 on the language arts exam
compared'to the 88:0% language‘;rts score received oy the eight
.attachment girls, therebly confirning his oredictiOn.‘

Within the attachment group itself the 1anguage arts expectancies
held for the "first three choices" were considerably higher (E- 1. 3)
'as were their achievement scores averaging 93.3%,‘than the whole
.attachment groupfs e#peetancy scores ard ianéuage_arts achievement scores;

L

and these, in turn, were higher than scores for all other attitude groups.

v
Y

It is of interest to note that one "concern"lgirl BOnnie (Case #18)f“”

who scored 89%, was in the concern grOup primarily because the teacher
was concerned about her emotional and social development. These factors -
plus medical problems interfered with her academic developnentr_The
teacher recognized her strengthe in the_language arts erea‘and_assigned
her an‘expectancy score of 5. | | |
'.‘Generally'speeking "indifference" students were averaée'eoiiity
| students, not obviously different from fellow students who were‘assigned;
| instead to. the ettachment group. bnevmight speculete that by being |
placed into the "indifference" group thatva‘student.is likeiy to Be
A'assigned a lower expectancy score “and subsequently the student is likely
to receive a lower ! product achievement score( about 11 points lower

in the case of the indifference students in language arts achievement in

the present study) Thus aseignment into certain ettitude-to-student

e S . ’ . o - 3
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groups nay function as‘an expectancy of its own and may serve to

”infiuence the academic expectancy that the teaChet develpps for a
’Nﬁg:ticular student, Willis and Brophy (1974: 527) suggested that the

sheer personal reactions and feellngs towards students held by the
, teacher can influence expectancy ratlngs for these students

The attltude—to—student groups were re—examined similarly in

: terms of the math achievement information Sex differences within ‘

attitude groups'were noted again as well, The resulting average scores
for both math expectancy and math achievement by the attitude-to-student. -

4

groups are presented in Table 22.°

‘a~h

Tablle.‘22

ATTITUDE GROUPS' MATH EXPECTANCY‘ANDvACHIEVEMENT SCORES

Attitude to Math Expectancy and Achievement
.Student‘Gtoups . Scores _ Girls T Boysp
ALl .Attachment 96.5% .. . 96.9% 96.1%
' Students. N=16 . . N=8 - © N=8
' | E=2.5 “E=2.5 E=2.5
" First Three 198.3% 100% 97.5%
Attachment =~ - -N=3" N=1 N=2
‘Cheices E=2 E=1l E=2.5
~ Indifference 92.4% - 91.5% - 93.0%
Students  N=5 . N=2 ~ N=3
. . ‘ . Eza . 4 E=5 . 0 : E=4 - 0,
‘Rejection | 83.5% ' 83.5% o
Students N=2 N=2 .
4 _ E=5,5 - E=5.5. o
7| Concern 84.0% " 80.0% 88.0% |- .
Students - N=2 N=1 * N=l |~
o E=7 E=7 E=7. i
All 26 93.6%. 92.7% 1 94.7%
Students N=25 N=13 N=12 -
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vTheloverall scores'on the‘math exam ranged from BOZ to 1002
with an average: class mark of 93. 64/ Inbmath, between—group differences
glwere-not as:pronounced as invlanguage.arts Overall the teacher expected B
the boys (E=3.§)’to achieve* higher marks»in math than the girls (E=3}7);
~which they did. N ; o

It is notable that the only "concern"'girlé Bonnie, received the
lowest,score<of the.class:on the;nath exam and had been assigned an |
_expectancy sCore.of 7 by the teacher compared to her:higher expectancy
wfand achievement;scores in language arts (see Table 5;5).

. The indibation is not as strong for nath as for language.artsvthat B
‘the product expectancy effect is in operation, The average scores‘for__
the dlfferent attitude-to-student groups reflect ‘some’ differences but
stronger main effects may remain undetected because of - the lack of
discriminatory power of the product measures and because of the large ,

number of students assigned to certain attitude—to—student groups.

Summary of Product Expectancy Effects o L | -,T

| The teacher did hold differing performance expectations for the.
26 students in his class.‘He "held an- average higher expectancy for
boys for both language arts and math achievement and they did achieve
‘better average scores in both academic areas than the girls in this '
.'study. This trend differs from most previous research findings asxnoted
by Brophy . and'Good (1974'204)' |

...when a sex difference is operating it appears that teachers are

more likely to overrate the intelligence and potential of girls
and underrate the intelligence and potential of boys.
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Brophy and Good continue (p.231);

These findings are remarkably consistent across mady different
studies.by many different investigators, and they stand as
general sex differences. However, there is an additional
complication which we have allpded to at times but have not
specifically discussed: teachers' expectations and attitudes

usually interact with the level of achievement of boys much
‘more than with the level of achievement of girls.-Thus, for
example, while boys in general are more salient in the classroom,-
the high achieving boys tend not only to be more salient, but
to be seen as active, well-adjusted, successful, and generally
positive in the eyes of the teacher. The low achieving boys
are also more salient, but: they tend to be seen as 1a%&
immature, maladJusted and - troublesome

By comparing the teacher 8 general expectancy for all academic
subjects for;the "high" "middle"; and "1ow groups on the probable
highest achiever" measure with the end_of the year marks, the results
show this was a better projective indicatorfor language arts
achievement than for math achievement The more specific probable
achievement in‘language arts" and "probable achievement in math"
expectancies.provided‘mnch better predictive accuracy with-the respective
_.end of the year tests. RS ii ' T
| The teacher was able'to make more accnrate‘predictions_in the
ﬂ'langnagefarts area andfalthoughbthe boys”' results were morewwide—spread,
he was- able .to preoict~theirparticular langnage arts achievement better
_than for girls. Conversely in math he was fargless accnrate»invhis'
predictions for hoysfachievement in matn, ‘

V'By regrouping the atudents into attit:de— o-student groups and-by
comparing average attitude group expectancz scores with average attitude

group achievement ("product") scores, the results indicate ‘that teacher

' predictions were accurate. Likewise general accuracy is noted in the
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math expectancy scores'held for the attitude—tofstudent groups. '&gﬂ
) However,iin math‘tuo_"first choice attachment“hoys and one,"concern"
Vboy performed surprisingly better than the—teacher—held‘expectancy
would indicate. In March‘the teacher‘had intimated.the poésibilityvthat
Tom (Case #15) should repeat Grade 3. In a June interview the teacher
explained how much more effort Tom had been making of late and how
much better he was progressing academically.
: Overall the teacher held fairly accurate expectancies in March
for the results his students would achieve on the end of- the year exams.

in the academic subjects of language arts and mathematics

- ~ | |
; S ' PROCESS EXPECTANCY EFFECTS

If teacher behavior has’the potential of communicating differential
\performance expectations to students (as Lockheed 1976: 15 and Cooper,
l977:419'have'suggestedl;then process expectancy effects can be said to
vbeoccurring.‘For‘instance, teacher‘behavior such‘as the selection of
students into. differént reading groups “could be considered as a process
expectancy behavior _In this section onlz the teacher'’ s verbal
behavior is considered Aside from the actual words the teacher may use
to'communicate a direct expectancy message to the student more subtle
forces are at work during verbal exchanges with the teacher and his class

Often students in a classroom do not receive equal amounts of N
'Jverbal interaction or the same quality of verbal interactions from the

teacher (Haigh 1974 104 Brophy and Good 1974 14; and Firestone and

Broudy(l975:544). Several reasons may account for this fact. Ther

Y



~ feelings (,or "attitudes") toward students but may not realize that he

v o BN 17N
S o

student may display certain characteristics ("attributes") such as
A

¢

shyness or aggressive.behavior which might‘provoke-twO'different verbal *

reactions from the teacherr'The teacher may hold different affective

.
i

‘_is actually avoidlng some, crlticizing others, and spending a large
‘proportion of class time enJoying exchanges with others Research has

‘shown that - ‘the sex role behavior of girls in elementary school is //

usually more compliant and conforming than that of boys and that the
resultant higher percentage of verbal interaction with boys may be in
reaction to their more unpredictable behavior (Brophy and Good, 1974 »
229). | |

T“Mostrteachers'hold private differing‘performance expectations for
the’studentSjin their classrooms but cetftain teachers’tendvto reveal
thege expectations through the'amOunt and kind of verbaliinteraction theyii
exchange with dindividual. students. Researchers (Brophy and Good 1974:330;
Haigh, 1974.98. and Muttart 1977: 128) have found that overt communication
6f:eXpectanciesfis exhibited~in varyingvdegrees,by different teachers.

The teacher who has a working knowledge of naive psychology and who ‘is

4aware of’the "expectancy" phenomenon isvoften'on‘guard against exemplifying.

it in his own teaching and is able to correct the natural human tendency

to react to others on the basis of performance expectations held for them

‘Smith and Luginbuhl (1976:267) and Brophy et al (1976:46) emphasized the

need for making teachers aware of their natural tendency to treat

‘high and low ability students differentially.

Brophy and Good (1974 114) described three types of teachers in the

‘attempt to explain why some. teachers are more susceptible to displaying

:expectancy effects. The overreactive teacher notes the existing differences
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in students, keeps these expectations rigid and acts in a way that |

‘ further exacerbates these differences in.students ‘The expectancy :

_ effect would be most obvious with this type of teacher.vThe reactive

fteacher gives and takes in his dealings with the students allowing g

‘scme” to dominate and some to recede from the verbal limellght HlS

: ;behavior is somewhat controlled and influenced by the actions and .

o

) category.

]

. characteristics of the students with whom he is interacting "If the

teacher merely passively. reacts to the-differential pressure that

different students give her, she will be spending most of her time with

!

“boys" (Brophy and Good 1974: 234) Traces of the expectancy effect can

g 1 found with the reactive teacher. Brophy and Good ,(p. 327 and. preface

P viii) claimed that szt teachers would fall into this"reactive category.

'The proactive teacher is also able to assess differences in students and

=

does hold differing performance expectations for therstudents 1n her
room but is able to keep these perceptions in check while compensating

for student differences and is able to diagnose and prescribe what is

:f.best for each student purposely minimizing personal affect towards the

'student and controlling and shaping student behavior in order to

e
- . N

challenge each student academically in the mOSt beneficial way Each of

these three types of teachers holds performance expectations for her own

‘f students but each reveals these privately-held convictions to varying

degrees. Due to time pressures, complexity in the classroom, the
amount of . their . teaching experience and the degree of their awareness S

of the expectancy effect, most teachers would fall into the reactive




It appears‘from*research studies that the degree togvhich |
expectancy effects are exhibitedsis Quite.unique to each teacher.
Haigh (1974 98) speculated that ”one reason for negative findings in-
some studies may be that teacher expectancy operates as an idiosyncratic

‘effect" dependent on a wide variety of factors

Pl 4((

‘To the extent that they are communicated, performance expectancies
self-perpetuate because‘the student learns to- conform to them over time
: It may be-that the age of the‘student is one factor that'allows the'
effect to operate Kester and Letchworfhafl912 54) who conducted a study
| of expectancy at the Junior high school level, suggested that "associated‘
'with the idea of the younger child being more susceptible to the teacher 8
expectations iS‘the idea that the teacher-may be segn as a-more valuable
source of rewards in the lower grades where in the seventh grade students
may be less anxious to-conform to teacher expectations ‘

Also these revealed expectancies communicate information to peers‘
v.in the classroom Research has indicated that student peers “have fairly
accurate perceptions of which class members get the most verbal attention,
muiwhat kind of attention (Silberman, 1969 405) This has the side effectA
" of shaping peer behavior toward the. individual student who is the recipient

L

of teacher—communicated expectancies. Silberman (P-406) maintained that

although the teacher s remarks are aimed at one pupil they are overheard :F
by all pupils and tend to’guide the perceptions of all and the behavior |

‘ towards’those students by peers, Nash (1976 28) asked 30 students (aged
12 years) to rank order each other by ability. He found a considerable f

' ﬂegree of shared perception among teacher and pupils.\
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Dusek‘(1975:680) described the expectancy effect as the functional

relationship between the teacher's,own self-generated expectancies~and‘ ,

t
s

. the student's atademic achievement.

To the extent that the teacher self—generated expectancy, as
reflected in class ranking, is based on sound’ objective data’
‘_regarding student abilities, then the teacher is not biasing
the student's education., Rather the teacher's ‘differential
. ‘behavior toward the student ir the classroom may reflect
*effective teaching-style differences for students with differing
needs. : . :

"It is to theSe differential teaching behaviors, or process
expectancy effects, which seem to have been exhibited in the preseat

study that theldiscussion turns.
' o IR T
Frocess Expectancy Measures

€

- As mentioned above the assignment of students into one of two
v’reading groups is, in itself, a kind of process expectancy effect.
Any differential teacher behavior exhibited toward these two groups

,'was noted

"‘f The teacher s dyadic verbal interaction with each’ of the 26" students
Lin-the class was: examined and the data was. used to develop 26 individualizedv
ivprofiles of this interaction in the subject areas of languageJ;rts and math o

'iand in the three grouping modes of "individual" small group , and whole
-C_class teaching situations. It is these dyadic verbal interactions between
dvithe teacher and the individual student tpat serve as the process o
.fr;expectancy effect'measures in: the preSent study. Thus it was possible to |
Ef';consider whether process expectancy effects were in operation with a |
.particular student (see.Chapter VI ) and combine and re—combine individual :
1_profiles into the several grouping patterns aa in the previous section on

4-4'

:bProduct expectancy effects. :?ffhl il;fﬂv.‘ ,: f;:".; d’h.ﬁw diﬁff“'
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For 35 oftthe 60 variables on'thé D}OS (dyadic interaction observation
.system) the frequencies for each individuai student wére calculated. As a
reéult,ratio percentage scores were derived by dividing the actual number
" of pupil responses by the total possiblerstudent opportunities to respond.
A tailof-made computer program‘was‘used to adjust for any stodent absences
eo the student's ratiosvused were truly the ones operatiné for the times
the particular student was presentwduring instrnction when the dyadic
~verbal interactionadata was collected. | |

1f all 26 students had been present for all interaction observed and
if equal amounts of verbal interaction hao'heen receiﬁed byiali students,
each student would have a ratio hof 3.8 on each variable on the DIOS
instrument " However, due to. the adjustments that -were made to account for
' absences the class average ratios for these variables areoften somewhat

“higher, in the 4.27% range.

In all 2715 separate interactions‘we e recorded over 25.35 hours
of claséroom instructional time in langnzzzfarts and math combined and
over the time period extending from March 1 until May 16, 1979 In language
| arts specifically, 1524 interactions were recorded representing 14.85 hours
of language arts instructional time and 1191 interactions were collected
"during 10.5 hours of math instructional time. The 2715 provided the

/

opportunity that each student might have as many as 100 interactions with

r:

the teacher which»might be assumed to provide an indication of the.

typical dyadic verbal 1nteraction received by the child over the school

year. L : o . .
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'For each student's verbal file;'ratios for specific verbal
categories were calculated for "combined subjects"instructional time",
for '"language arts time'" (further subdivided into eight different typee
of language arts.lesson settings) and for "math instructional time"
(further subdivided in;o\five different types:of math instructional
settings). For each student the summary totals of these ratios were also
subdivided into "individual", "smell group', and "large g}oeg" settings.
Therefore , if a certain student received a high pe;‘eentage’«‘interection
during math lessons such as many "procees questions", many '"behavioral
reminders" or "Sinits"(student~initiated) it eould be determieed whether
. most of these occurred in the "indiyidual” (one-to-one private;? grouping
mode or whethér most of it took‘placerduring "whole class" instruc;ion.

All of the above considerations - of hoﬁlteaeher expectations might
be communicated to students gave riee,to Research Question 2.2,

i

the communication of these expectancies to students.

2.2 What evidence is there; if any, of process expectancy effects?

2.21 for students’ assigned to high, middle, and low "probahle
highest achieve@" levels (for general achievement in-
all subjects)’,

2.22 for students a$signed to high, middle, and low ' probable
' achievement iwrlanguage arts" levels? .

2.23 for "good" an#"poor reading groups’

2.24 for students assigned to high, middle, and low probable
achievement ih math" levels?

2.25 for boys and. for girls’
2.26 for the four attitude-to—student groups’

&
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By concentrating on sex differences, other more influential
céﬁses of différential verbal interactiqn are temp%}arily disregarded.

" (These sex differences are.examinéa“first and reappear in-subdivisions ¢
in the e#pectanc&~groups‘examined later). However the resulté of 1ooking
for sex differences on-eleven summary iﬁteraction variables with both
subject areas' data combined produced a fairly conclusive set of findings

which are presénted in Table 23,

t

The boys incurred a greater percentage of verbal interaction for
all élevén types of interaction. On a straight comparison by sex, the 13

boys in this classroom did receive more total dyadic verbal interaction

than the 13 girls in the class.

Table 23

SEX DIFFERENCES AND THE PROCESS EXPECTANCY EFFECT

Type of Verbal -
Interaction Girls, N=13 Boys, N=13

Total Interaction 3.74 - 4.61

All Tinits o 3.6~ *[ 4,75

Process Questions - \3,57 ' 4.68 . -
Product Questions 3.78 . 4.57 ”‘{

Get Attention Qu. . 2.80 : 5.61'

Behavioral . : '

Reminders S 3.3 : 5.11

Teacher Comments 13,54, T 4.96

Sustaining 401 ' 4.40

Tinit Praise ' 3.91 4,56

Tinit Criticism | 3.67 - 4,72 v
(ALl Sindte | 3.94 4.34 |

[

.
|
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. Attitude—To-StudentfGroqps and the Process Expectaney Effect

The four attitude-to-student groups received differing amounts
and kinds of verbal interaction as in other studies (Good and Brophy,,
1972:620 and Good 'and Brophy, 1974:130). The average of the summary types

of dyadié verbal interaction'are’presented in Table 24,

Table 24 | N
ATTITUDE GROUPS AND AMOUNT AND KIND OF VERBAL INTERACTION RECEIVED

Verbal - Attitude-To-Student Groupé

Int i

V:riggizzon Attachment Firgﬁoizzze Indifference | Concern Rejectioq
Interaction v .

All Tinits | 3.87 4.57 3.76 6.10 4.90
All Process ' : o : |
Questions | *77  [5.50 2.0 3.80 | 2.45
All Product :

Questions 3.96 4.07 4.00 - 15.70 4.05
Get Attn - : ) - S T '
Questions £3.67, 4'37 4 2.84 n8f07 6160
Behavioral i o C il
Reminders 3'463 5.70 3.66 6.80 | 7.90
All | , |
Sustaining 3.93 4.07 ‘ 4.78 4.07 5.25-
All Sinits | 4.53  |5.03 2.7 . | 4.17 4.50

The concern group got the most total 1nteraction (5.03) (as

Silberman 1969: 406 had found) and the indifference group got the

least (3.40). Specific kinds of verbal interaction were .more prevalent
with certain groups. As might be expected re]tction students
I 4

received the highest number of behavioral reminders and the most

criticism. One of the two students in this group, Sonia, was the new

i
N
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student who joined the class in April (see Case Study #26), She received :
a considerable,number of verbal interactions from the teacher who was
in the process of trying‘to assess her academic standing and
who purposely sought her out in math to try and determlne the extent of
her knowledge here. Although he was satisfied that she fltted in well in the
language arts area he felt concerned €hat she was far ‘behind the rest of
the class in math, As a result,the average math Tinits for the rejection
group are 5,80 in math compared to the attachment group average of 3.63.
. (ﬁhe reJection group averages in certain types of verbal interaction may
have been higher because of this reason | “ Q
] The concern group were the recipients of the.most Tinits (6. lO) overall.
Many of these fell into categories like Get Attention Questions (8. 07),
Behav1ora1 Reminders (6. 80) or Teacher Comments( 8. 17) Conpared to the>
attachment group (3. 96) they received a greater percentage of all Product
»_Questions (5.70) .- This was. particularly true in math (6. 33) For the total
Process Questions however the concern group received 3.80% compared to
'the attachpént group average of 4, 77Z and the first choice attachment
group average of 5. 50 However the amount of Process Questions directed"at
the concern group depended on the subject area for they received 7. 86%
.'Process Questions during math instruction comparedvto the 2.33% of Process
.questionsf;hey received during.language’arts‘instructiOn}

Within the attitude-t o—student groups sex differences were noted
favoring the boys who received greater amounts of the various types of -
verbal interaction from the teacher, Both attitude group differences and
_sex differences ‘are to be kept in mind when considering the other factors

r .

which seemed to influence this teacher and his ‘dyadic verbal interaction :
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with the students ip his classroom Additional differences in the amount
.and kind of verbal interaction receiVed are due to the differential

expectations the. teacher held toward class members and these are considered

next,

G
P

General Academic Performance Expectancy and Process Expectancy Effects

The "probable highest achiever".rankings reflected the teacher's
overall achievement expectancy for his students It is‘a predictive»measure
for general achievement in all school SUbJectS The verbal categories
presented in Table 25 are the general summary verbal categories that
combined instructionaltime from both subject areas. Trends can :be noted

/

»~(/‘ thét seem to favor the highest expectancy group on several verbal‘
dinensions Haigh (1974:104) found a significant relationship between
\teacher rankings and the number of teacher-initiated contacts with Students.
He concluded that the quantity of verbal interaction was influenced by
teacher expectations,
In their review of the research on expectancy, Smith and Luginbuhl
(1976‘265) cited studies concerned with how teacher expectancy affected
'interaction patterns. Some found quantitative differences (Jeter 1972
Rothbart et al, 1971) and others found qualitative differences-as well
‘(Beez, 1970 Brophy and Good 1970 Rosenthal and Jacobson 1973 Good
il970:l92 : Rubovits and Maehre, 1971 Cooper(l977 470)agreed that teacher
expectancy for students contributed\to feedback and interaction differences f
exhibited when dealing with students in the’ classroom.‘ _ o |
Firestone andBroudy (1975 544) felt that a "knowledge of interaction

patterns significantly increased one's ability to predict academic G

9
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performance "independently of I.Q." which suggested the process

eXpectancy effect role of verbal interaction in the classroom.
Table 25 presents theitbtal'vérbal interactiqn‘percentages
received by high, middle, and low general performance expectancy groups

on the "probable highgét achiever" measure. o

- o S | Table 25

GENERAL ACHIEVEMENT EXPECTANCY AND PROCESS EXPECTANCY EFFECTS

r_;r'erbal : ~_Probable Highest Achiever Groups
Interaction High | girls boys | Middle| girls | boys [[Low girls | boys
Total 4.00 '
Interaction . 3.30 ‘ | 5.20
All Tinits 4.0 B _ f
. | 386 5.40[3.90 | 6.90
: ‘ Math Tinits 3.85%28. 55
Process Q. 5.3 * i . ' R ,
S : - 316 | 3.05/1.85 | 4.25
‘Product q " 4.00 } 7 . bo —| Math Process | 2;65 -9.70
o | ' 4.50(3.20 | 6.35
’Behavioralf - 3.69 | 2.56 | 4.50 3 63‘ : i ‘ 1 - '
Reminders . o o , 7.2316.45 | 8.00
' Teacher 3,33 . o
Comment.s : ij - — 4.19 #7.18| a
Sustaining 3.88 | '
e 461 4.17]
Tinit Praise || . 3.81 4.50 - ' ‘ A
. R N M |14.85]3. 2506 .45
| Tinit crit . || 4.00] Ve S
All Sinits ||  4.67] . ‘
. S . 3.07 5.20
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The data in Table 25 ghow that‘the low group got the most verbal
attention but a high percentage of this was correctional for maintaining_
- good behavior or for focusing attention on the lesson. When the data
for the most instructional kind of verbal interaction s the process
question,are averaged across subJect areas and students, the low group
received the smallest amonnt (3.05%). Upon closer examination one would
flnd that process questiors:himath accruing to the boys in this same"
low group averaged 9.70% but this information becomes lost in general
iaveragingr The low group‘received the'most praise and criticism and it
initiated (Slnlts) the greatest amount of interaction with the teacher.
hBy contrast .the high group received the greatest amount of the process
questions overall~and the least amount of praise.

The three sets of expectancy ;ankings (for general highest
achiever ‘for achievement in language arts, and for achievement in math)
were roughly the same in membership but some . students occupied quite.
different place orders on these lists The correlations for the lists for
rank order of group membership were in the .8 range, .

The scores received by the high middle and’ low groups on this
,general expectancy ranking reflect differential interaction patterns. o
'.However in this study this general ranking compared to the summary verbal
interaction categories ; while it does reveal some differqug} masks |
vsome interesting subject area differences which can be picked ‘up by.
,comparing the subject-specific expectancy rankings with the respective

@

subject area verbal interaction data.v
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Language Arts'E§pectancyvand Process Expectancy'Effects

‘lt was(decided that'looking'for'any differences among high, middle,
and low language arts expectancy groups using only the data collected
during language arts’ instrUCtion would be appropriate The verbal
Vinteraction data is'presented in Table 26. For each group an average

score was computed The groups were further sub- -divided by. sex (see

Table 27 so any within—group_sex differences could be.detected.
~ Table 26
LANGUAGE ARTS. EXPECTANCY AND PROCESS EXPECTANCY EFFECTS
Language Arts Language Arts Expectancy Groups
Interaction . : T
Variables High ) Middle . Low
Total L.A. o P i B
_Interaction | S/ =3 48
L.A.Tinits 4.76 313 | 401
L.A.Process Q 6 44 LB, .'J‘ :
) o 3:79 41,52
- L.A.Product Q 5.08— S, .
| L | T 3.78 3.50
- | L.AGet AtnQ | 4.08 " 2.09 S 7.30 ’
Behavioral | 3.46 341 | 6.2
Reminders o ‘
L.A.Longv’ - A o : U
Duration ' 5.20 3 3'795 b : 3'92_
L.A.Explanation | 2.89 | = 4.33 |  6.53
L.A. Comnents 1 3.20 ' 3.19 . 6.03
L.A.Sustain | 4.93 - 399 3.10 .
L.A.Tinit | | L S A
Praise . 4.4?_ : | 4°Ol’, | ,4’13 ‘
" L.A.Tinit SN D :
. |_Criticism 3.6 . '2'70' 1 7°35
S\ »L A. Sinits N 6.18——1r—ff-—f5?51 N 53
r/é}srﬁit Prai | 595 4| Vﬁl;SErff_‘L“‘“_-‘ﬁ 27
L.A. Achievement .93.62% 86.16% |  71.50%
Scores : ' »
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In Table 26 the high language arts expectancy group received a -

great deal more total 1anguage arts interaction than the.middle group in :
particular "more Tinits, more #2 Tinit -Process questions (significantly
more than either of the two. groups), more #1 Tinit -Product Questions
(significantly more than either of the other two groups), more praise,
more sustaining behavior By contrast the lew language arts expectancy
group received less of the above variables but did receive more overall
Tinit criticism, Sinit criticism, and more explanation, behavioral
reminders and | more Get Attention Questions."

The middle language arts expectancy group received less total
'language arts. interaction than either the high group who got the maJority
of the process and product questlonsor lows ‘who received the most teacher
comments, behavioral" remeinders and get attention iquestions. The middle
group also received less Tinit and Sinit praise and criticism than either

| group especially in comparison with the high expectancy group‘ |
Table 27 presents the same information but sex differences within

the three groups are noted In the high group although boys generally
receive the higher percentage of verbal attention it is interesting to- note

that the high girls outscore the high boys in the number of process ~and

product questions they receive in language arts as well as more sustaining

o 7

1behavior from the teacher Girls in the high group required no get
attention questions and fewer behavioralreminders than the boys in the '
high group | o

Compared to the boys in the same group the girls in the middle
"-language arts expectancy group received less of most verbal interaction,rA‘

none of the. get attention questions, but did receive more explanations.

The girls in the high and" middle language arts expectancy groups appeared
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from this-data,‘to be exhibiting cooperative classroom behavior for

the most part while data from the boys in the high and middle groups
suggest more misbehaviorvalthough they regeived both more. praise and

 criticism from the teacher.

The greatest sex differences within groups occurred in'the low
language arts expectancy group. Here'significant‘differences were found

in the numberbof product questione,vexplanations, and in the length'of LSV

the interactlons, with the boya receiving many more of these Overall

~the boys in the low group received (5 65) more total interaction in :

: language arts than the girls( 3. 45), more language arts tinits (5. gﬁ) /
than “the girls (4 01) ;, more process questlons (2. 30) ‘than the gir s (1. 13),

' and‘more behavior related'interaction as well. Looking only at the data -

icollected ohe-cduld-speculate that the low girls in language arts ‘were

not challenged to the same extent academically as” the boys in the 1ow o

- language arts group, for on the instructionally related. verbal behavior

-auch ‘a8 process questions, product questions, sustaining, explaininé'and
.praise they received much 1ower amounts It is notable. that 7 .
they did receive more» Tinit(8 07) and Sinit( 12. 5) criticism than the i

‘boys (Tinit= .90 and Sinit=0 0 respectively) 7_ _ g %@

Reading Groups and the Process Expectancy Effect~ {
Members from: the middle language arts expectancy group either joined
the high group tosggrm the goodi" reading group or the low group members

to form the‘ 'poor" reading group. Trends remain generally the same as for

‘the three language arts expectancy<groups. Although the poor group received’) o

' more total language arts interaction and more language arts Tinits, these o

contacts were managerial in nature with get attention questions, behavioral .:j

Q . . ‘a‘ .
Lt . A o



1ab1c 28

':_153

| READING GROUPS AND PROCESS EXPECTANCY EFFECTS ,

Language Arts

READING GROUPS

remivders and criticism accounting for this greater

fig;i:ﬁ;::q?A . Good Reading Group Poor Reading Group
S ‘ N=17 Girls. | Boys N=9 Girls Boys
AT, | N=7- | Nel0 || - N=6 N=3
:?ﬁf:ia§£ﬁ$ﬁ° 6,04 | 3.67 | 431 | 4.23 | 3.4L2.5.87
| L.A. Tinits | 4,070 | 3.54 | 4.6 || 4.20 | 3.324%45.97
L.A.Process Q 507 5| 4.75 5.29 [ 2.70 1.53 3.53
L.A.Product Q 4.20 | 3.97 | 4.36 | 3.96 | 3.40+%[25.10 |
{ L.A.Sustain 442 | 4.30 4.51 | 3.41 | 2.65 | 4.93]
| L.A. Explain | 3.41 | 4.01 | 2.98x] 6.34 3.937¥M1.06 |
‘L.A. Comments 3,29 2.52 ~3,83x]] 5.00 3;43 1'8213 ‘
Behavioral 321 | 2,17 3.9y 5.83 | 4.80 'i59o_
Reminders . - - B o
‘Tinit Praise 4.00 | 3.30 50 || 4.51 | .3.97 | 5.60
Tinit Crit 3.67 | 3.14 :.05 || 4.90 | 5.38 | 3.93
| [Lea. sinits | 4.00 | 3.90 | 4.08 | 4.30 | 3.61 | 5.66

percentage;,The

more instructionally oriented interaction Such as process questions,

uptOdUCt questions, and sustaining was accorded to the good group in

flarge measure.

Within-group sex differences were more apparent in: the -poor

reading group with boys receiving more of all types of interaction

hexcept for-criticism.»"'

s The group membership of 17 in the good" reading group was

&
~ 3l
» o Db

pre tﬁpantly of attachment students, except for one rejection girl

RV v
T, )

.50“13 (th¢ ﬂﬂW girl), and thfee indifference boys. “The group of niné T

Btudents in the "poor" reading group ‘was’ compriaed of one rejection l7 5

2

i

Coel

-
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girl, three concern, children two indifference children two
iattachment children, and one conditional attachment boy,_Nicholas
.Therefore since part of the differential interaction afforded both
groups is believed to be influenced by the ‘teacher's affective
tresponse (attitude) toward the student (see Table 21 ) it is not
overly surprising to find that the good group,nade up mostly of high-
achievfng attachment students.should receive more interaction of the
instructioﬂ%l type and the poor reading group who were mostly low

‘ achievers and children belonging to attitude groups other than'd
'_ attachment should be the recipients of more’ overall inggraction, often_-x
.inxplving non—academic matters. Perhaps as alcompensatory measure,

the teacher directed more praise to the poor reading group which also

‘received more overall criticism.,' : :_‘ «“
. S N

: -~ Thus for the }anguage arts interaction the amount and kind of
interaction recei/dﬂ depends very much .on the way the children are grouped
A general statement concerning girls would be that the highest language
arts expectancy girls were challenged to ;hgreater extent with academic ’j .

: questions than high expectancy boys but when-';

two reading groups girls
are compared the girls in the good group do notvappear to ,'
| receive as many pr‘less and product questions. The fbur girls in the :

‘lowest language arts expectancy group received a’ minimal number of process

| B .questions and a significantly lower number of product questions than A o

,.vﬁ'their boy counterparts. Although two girls joined the 10" expectancy

M-Thh:girls to form the poor reading group, the results are much the same. ijj

"
s
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A
Girls seemed to receive a lesser amount of various types of
einteraction from which they might have benefitted academically In
addition, they received more criticism than praise. Conversely, the
boys for whom he held a low language arts expectancy seemed to receive“
compensatory attention. The teacher provided proactive behaviors to
-assist low. expectancy boys achieve better results in 1anguage arts
but geemed to neglect the low girls in various ways which led the

researcher to speculate that a négative process expectancy effect

- “ \ - .
was in operation for the low girls during language arts instruction.

Math EXpectancy and Proces#fglgectancy Effects = . .

The verbal interaction for the high, middle, and low math -

expectancy groups appears in Table 29. Mostlof the total math
¢

' interection was received by members of the low math expectancy group. t

In particular, they received the ‘most math process questions, the most

math product questions ( significantly more than the high group
received), the most ‘sustaining and the most explaining They received
the most praise and the: least amounﬁ of criticism In addition,

'lthey continued to receive the most 1 n-academic kinds of verbal
\interaction, namely behavioral reminders and get attenticn queations.

The high math expectancy group received the fewest number of product

qnestions, sustaining, explaining and praise interaction, fewer process
ﬁuestions than the 1ow group and they received a lot more criticism

e .

= than praise overall. |

The middle group varied in the amount of certain kinds of math

B
inteructlon it received. The group received the most criticism of all -

. 2

.

. - .
Pl . ! A
K ’

&
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Table 29 ‘ ,'
‘ /

i

MATH EXPECTANCY GROUPS AND PROCESS |
EXPECTANCY EFFECTS ‘

i

Math Verbal ~ MATH EXPECTANCY GROUPS

Interaction . _ - ' ‘ -
Varisbles High, N=8 Middle, N=13 Low, N=4
Total Math I/A | 4,13 . 3.82 5.66
All Math Tinits| 3.84 , 3.88 L 6.12
Math Process Q | 4.53 3.68 1 6.16
¥ ,

Math Product Q | 3.53 1 412 %88
Math Get Atn Q 5.03 _ 0 2.83 - ' 6.88
. Behavioral 4,90 "3.23—Ft—1——6.30
Math Long -

Duration vl 49 5. 14 6 '.Ol
Math Explain 1.14 4,34 . 9.96 ’
Math Comments | 3.85 % 3.60—————7.14
Math Sustain 3.66 4.65 © 5.18
Math Tinit Prai| 2.86 4.42 .  6.04
Math Tinit Crit| 4.45 - 4.92 o 2,24
Math All Sinits| 4.89 _ 3.67 . | 4.38
Math Sinit Prai| 5.30 2.55 ~5.88
Math Sinit Crit| 7.09 1.28 - . 6.68

. Al . . * , : . .
‘Math : . s ‘ ?’
‘Achievement 97.37% 9400z * -dp;OOZ

©

é

' three groups, the lowest amounts of behavioral reminders and get

attention questions and the least amount of math interaction overall,

Within-group sex differences for math expectancy groups are
presented in Table -30. General sex differences were overshadowed by
)
v group differences although boys in -all three math expectancy groups
received more total interaction and more total math Tinits. However,

eome interesting within—group sex differences occurred The low group
N v :
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boys received 14.7% of the Get AttentiOn qneStions compared to the |
1.67% received by the low math expectancy girls. The low group boys
a;so received much more instructional interaction witﬁ'9.7OZ for
frocess questions and 8.05% for Product questions than the girls
who received the respective scores of 3.80% and 4.43% for the same
-variables. The boys received twice as many explanations and interactions
of long duration than the girls in the low group‘receiGed.

A reverse trend of that encountered in language arts interaction
seemed to be operating for math ‘interaction. More instrnctional verbal
interaction (Process and Product'questions)‘was'accorded the low math

expectancy group. The comparison of averages for the subject areas ofb

language arts and nath are presented in Table 31.

"

Subject Area Interaction Differences.

for six of the sevenrénteraction variables represented in Table
31, the high group in’ language ‘arts received the greatest percentage'
and the low grohp in math received the greatest (:rc tage. Only in the
Sinit category did the highs continue to maintain the reatest amount |
for both subject areas. Brophy and Good . (1974: 103) had noted that
high expectancy students manage to create more response opportunities
for themselves by intiating them. Brophy and Good (1974; 336) stated
_that "teachers usually do not . compensate for differences 4n student
initiation rates.:so that‘highs recerve noticeably more.teai?er contact.”
Hence differences'are alloued to widen."Teachers enjoy'contact with
high group students. These contacts are rewarding and they subtly

£

condition and reinforce teacher behaq;or."



~

Table 31 ‘ oo

Y

EXPECTANCY GROUP SCORES FOR LANGUAGE ARTS AND, MATHEMATICS

w

164 -

85 00 Low

LANGUAGE ARTS‘ : MATHEMATIC%
Language Arts *5.21 High Mathematics - 4.13 High -
Total Interaction 3.34 Middle Total Interaction 3.82 -Middle
. 4,18 Low : 5.66 Low -
Lénguage Arts 4.76 High Mathematics 3.84 High
Tinits 3.73 Middle Tinits 63.88 Middle
' N 4.01 Low ' 6.12 Low
Language‘Arts 66.&2 High Mathematics 4.53 High
Process Questions (;;.79 Middle || Process Questions. 3.68 Middle
: ' .52 Low ' ' o 6.16 Low
Language Arts 65.08 High Matheméficé‘ 3.53 High
Produgt Questions *3.78 Middle Product Questions <Xl¢ 12 Middle
. -3.50 Low ' _ ' 5.88 Low
Language Arts 4,93 High Mathematics 3.66 High
| Sustaining 3.99 Middle Sustaining 4.64 Middle
' 3.10 Low o 5.18 Low
Language Arts 4.48 High Mathe;;atics 2.86 High .
Tinit Praise 4.01 Middle Tinit Praise 4.42 Middle
4.13 Low ' 6.04 Low
'Language Arts 66’.18‘ High ~ Mathematics 4.88 High
Sinits \X2.51 Middle || Tinits . 3.66, Middle
n 4.53 Low » ' 4.38 Low
- ; ; 7 : . - ‘
Language Arts /(93.62 High . Mathematics .*97 37 High
Achievement XX86.16 Middle || Achievement 394:00 Middle
v (*71.50 Low || -

¥

T

T

Perhaps becahse more "quality" instructional interactiqn

~ (Process ques'tibn's,, Product:‘ questloné, and .Susfaining beh_a\dor) was

’
scores was less for math

Perhaps because .of the grouping patterns utilized for language arts

- groups may. have contributed
‘pceived. Perhaps remedial

and the skills required for

LS
%

\  directed af the low group' in 'ma'th the r'ang in averagé aéhievement

teaching.in mathfméy be easie§~gfﬁerally

remedial work in languaée‘art%~pay be

€
¢

(12 points) than for language: arts (22 points)

vg inat;uction; the teacher's mental sgt towards the two different reading

to the resultant differential trea;mént! :
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more complex./At any rate and for whatever reason, there was‘a

difference in both the quality and quantity of interaction directed

towards high and low groups in the two subject areas. *
&t was found that the middle groups in both'subject

areas either received an amount between the average- high group - oL
, ‘ . : * ‘ A

and low group scores or received the lowest” amount of iInteraction for

‘ all variables

- \

Brophy and Good (1974 341) sum up the differing teacher treatment f

v

of highs and lows as follows

Highs receive better treatment in part" because of their own
behavior and their general attractiveness to teachers.
Teachers may have some minor aversions to selected lows, but
a major related problem is that they do not possess specific ,
and effective skills for dealing with failure. Their own
resultant .uneasiness and ‘their stuStnts' discomfort in public
‘situations subtly encourageg teachers to avoid students. who -
fail frequently and/or to react emotionally to their failure . X
with sharp criticism, Furthermore, since classrooms are so "
busy and teachers possess few conceptual labels for
monitoring their own behavior, teachers are- largely. unaware -
of theif behavior. This lack of awareness allows the process
to continue so that, ultimately, teachers overreact to

. student behavior (anticipating failure and so on) ‘

A Cbntingency Model for Expectancy Effects" ‘
‘ e " " o — :‘;;',‘

, Lk S o o : AR
‘When differences for sex were examined for thiS’ assﬁ it was

, found that there was a difference in the amount and kind ‘of verbal

¢

interaction recorded and that difference favored the boys.i
When interaction was examined frOm the: perspectiVe of

) attitude-to-student groups, differences in the amount and kind of

wyo

.interaction were’ again found. For example, attachment students received

more Process questions, ‘concern students received more Product queations

as well as more overall interaction, and indifference students often'
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breceived the least amount of interaction for the variable under . i

consideration.

’

Differences in the‘amount and kind of interaction were found for
the three 1evels of expectancy for both’subject'areas ‘and in addition
' these differences appeared to be unique to the Subject area.’
Many different variables appeared to be operating to produce '

I

_process expectancy effects in this classroom It was as 1f dyadicv

interaction was based on a contingency model. For example,'if a’
student were a low expectancy girl in language arts, she would likely

)

receive few Process. questions (for, in addition, she would automatically
‘be a member of the "poor/ reading group) 18 a student were a low -
& expectancy math girl, she would receive a much higher percentage of
| Process questions as the teacher concentrated on looking for students
who needed help in this Subject ardb If the student were a boy, but

also a low expectancy math student, he. would receive more Process
questions betause the teacher tended to interact more frequently with
boys in both subject areas.. o | |
No simple explanation of expectancy effects could describe the
E interaction pattern in this classroom satisfactorily, if indeed a .
pattern exists. In this study support ‘exists for sex differences in
interaction favoring boys ( Brophy and Good 1974 297) for attitude—
to-student differences favoring concern children and avoiding '
indifference children (Brophy and Good 1974 125 and 140), for high,"
middle, and~low expectancy differenCes in generdl achievement and in
language arts (Haigh 1974 109 and Brbphy and Good 1974 14) and for r
these reverse results with*high middle, and- low msth expectancy |

o

L™
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| Figure I

,CONTINGENCY'MODEL OF :EXPECTANCYl EFfECTS
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effects (Good andVGrouws, 1977:52). Singly each explanation

is much too simplified for it appears that the interaction of all
V these factors acted to individualize the treatment given to each
student “which, in turn, resulted in differing averages for the .
various groups. Brophy and Good (1974 327) hinted at the need for
adopting an. eclectic approach when examining this research area

It has been argued that teachers expectations other than their
-expe>tations for -individual students need to be ‘studied, and
- that a combination of general -affective and cognitive
expectations is more likely to predict teacher behavior
than a single set of expectations. -

thile the following proposition may still be an’ overly

o

simplified way of looking at this phenomenon of process expectancy
. ‘)

)

..‘effects in this classroom and the ways in which this teacher treated
’ G

'each student, it is offered as an attempt to visualize the interaction
among the variables which a1l cpntribute to the process erpectancy
.effect (see Figure 1. 7 s

A ‘The model preSented in'Figure l presents a Contin§ency Model o
for Process Expecthncy Effects By viewing its three dimsnsions itﬂ
? may be possible to speculate whether this combination of factors
'serves to explain process expectancy effects in operatiOn generally

-

and for ‘this classroom under study in paf&icular. 593 differences are.

reflected vertically, subj;;fgarghgﬂiffereq§es by the third

v'dimension and. levels of expectancy a;e depicted in horizontal layers
“'Attftude-to-students is representedﬂhy a plus to minus continuum
"iwhich represents "attachment" to concern" to "indiffetence" to .
rejection and this is placed vertically within each iayer of
:‘_;expectancy. The perceived effort of the student as repqrted by the

teacher.and calculated byntaking an~average of scores assigned for N
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"motivation to do school work"; "persistence" and "careful, : :
deliherate worker" 'is reflected on a plus to minus continuum.

runninglhorizontally across each layer of expectancy stopping in the
,middle’to‘reflect sex differences. In Figure 2- the‘three,subject'
‘area'settings.( combined; language arts, and math) haye beenuseparated'_
in order toﬁplot each.student;s_pogition using information provided

,hy the teacher on all of_these dimensions. This diagramatic"plotting
indicates thatwalthough the threerconfigurations are basically‘the
same;.there'are‘;ertain ditferences seemingly contingent_on

instructional setting.

'_qg : “'SUMMARY N . o

The first section of this chapter presented a series of findings L

-

t

suggesting the existence of product expectancy effects in the classroom.
: Teacher-provided expectancy scores for students individually and for
groupings were compared to their end’ of the year achievement marks and ‘

1

positive correlations were found for both language arts and math

e

In the second section of the chapter process expectancy effects
were noted by examining the quantity and quality of verbal interaction
exchanged between the teacher and members of high middle and low

expectancy groups, reading groups, attitude to student groups, and

"the individual studéit. . o 7":< ;»_ S
It appeared as if expectancy effects were in operargn to “a

certain degree in this classroom but were contingent on various factors.‘
G { "

A model showing these factors in interaction helps to desoribe the 5

contingency basis on which expectancy effects seemed to operate in
. Q-

. .this particular classroom. R ‘ © o
- o CEe T T . s .
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: added to the file information. As the study progressed certain students\

CHAPTER VI
THE STUDENT PROFILES

L)

In this chapter all 26 case studies are presented These individual

- student descriptive profiles were developed by combining all- teacher—

pro@&ded data about each student and the additional data about éach

,,student that was obtained during the three month study. ,"‘ e

In the first general interview, conducted in March, the teacher.

4

was asked ‘to describe each individual student. In, the first three weeks
of the study&the teacher was requested to rank order . all students in the

class on six ranking scales which ipcluded both expectancy and attribute
: s

,measures He was asked to rate each student individually on 13 additional
4 - '
student attribute measures During the course of the study as comments

v

were made about students either during stimulated recall

interviews or during general interviews, they were recorded, transcribed

'g and eventually combined with numerical data concerning the particular ’

-

student At the end of the study, data on achievement, I'Q and age were -

|
. were selected for more intense observation in order to- determine their

‘ rate of engagement (or time on ‘task) during ongoing classroom 1nstruction.

i

Where available, this information in percentage form has been included
| in the case study profilea. - e '-Ei. ']f f | | |

In the first part of each case study both the numerical scores‘
“and the comments provided by the teacher are interwoven in the attempt

» information, preaented in narrative form,includes the teacher 8

' expectancy for the student 8 achievizent ratings on the various

personalitx attributes, teacher—exp ssed affect toward the student and
\ . -

teacher comments that helped to explain and eorroborate the ratings given. "'

s T . : \'\

to describe each student as the teacher perceived»him or her. Such IR

’alr.

e . . L —..




Additional information about age

. 172
1.Q. and achievement is then

- presented Selected aspects of the dyadic verbal interaction exchanged

by this_particular ‘student and the teacher are presented in’the form of

percentage ratios and are summarized in table form A discussion of

'the information in the case study follows and briefly integrates the

[} . .

characteristics pertinent to the student himself and to-his relation—

V -ship with the teacher

¥

Table 32 presents each of the rankings 'which appear in'

{numerical form ( a score of 1l to 7) in each of the student nrofiles

';A brief description of what each of the six measures ;epresents is

included as well as the class average score for each of %he/sig/rank&ﬁgs.,_.

Ceil

Table 32 R - o
‘THE SIX RANKING SCALES, SR
: Descriptor_ »Class More COmplete description _

. Label R Average ‘ , 2 s -
"|probable achievement in . \3.6§ _ How well the teacher expected the
language arts. ST * student to perform on end of the
» : ~_year language arts tests, -

_ probable achievement in ‘ E‘:3‘62 " How well the tgacher expected the
~ |math R T “student to perform. on ‘end of the
1 - ) ' year math tests. R
general intellectual "vQ3.77: e Thevteacher's assessmentsof the fr
_ability N T 1 777" | 'relative intelligence of the - v
' o ‘I o student compared to his classmates.a o
'.cooperation;(I)‘ '-13.85>$J " How cooperative and compliant and
| R AN L ‘and conforming the student was to
. v . classroom procedures and rules.*,«
maturity (1) 3.69 | how mature the teacher felt the
1 R . G - student was in relation to his '
_ o L ) , classmates" : .
i"¢°§ivit:§:ktq;d9- 'l'3 50' ﬁk: ‘The teacher 8 assesament of the
%S;9°; S SR the student’s apparent motivation.

e
P

NN

¢ -

fhtable 337presents_thenhrief}descriptor—used7for,each”of’theal3'»;ii»\', f

A
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attribute scales, the class average for each of the 13 attributes, ‘and o

the descriptive sentence presented to the teacher about each of the 13 S
'attributes.

, Tab]e 33 ,
THE THIRTEEN ATTRIBUTE SCALES

Descriptor;Label : ‘TvClass S Definitionvot:edch attributé_toc'
' " Average . be r%}ed from 7 (low) to 1.(high).

| calm. o 3.04 - ~ Restle§s, highly active versus calm, :
R | . goéd self contrbil e
careful - . - | -“2.96r" _tCareless,.hasty.worker‘véiéhsi(&
: SR SRR RS careful, deliberate worker.

‘happy S ,.A;: 1 u '2}64 ‘ "Unhaﬁﬁy'verscs~happy;'-l~_iv. _‘- L ~ﬁ‘,;_-

" Aprobable highest* : ‘_ -3.31 ,“v:f “Probable lowest achiever versus
achiever ‘ L B -ptobable highest achiever.,_.

v mature (Ili‘ o »?"3,08»'i ':‘_Immature versus mature., N i A '} e

\ 'COOpetetive;(II) Q,' 2.50 Sl Uncooperative, defiant versus
A s = R _ cooperative, compliant. ’

-~

creative gf}Ff ';;.f3,0ér"“ '\,Non-creative or\unimaginative N
SR : ' ';versus creative and imaginative.ﬁ S

attractive - | i.tr/ fTUﬁattractive vefsua attractive.»fﬁﬂ

).-ﬂvperaistengf’_~ju,. ;"'52 88 v;t'Givee yp easilyi ‘ieeds toﬂEe prodded-- N
’ T T T T A : E ‘versus triee hard, persistentworker.f;iuv,i

P o 1
"~ -] 1ike to keep . i+ 2.69“'.v',.‘would like to have. renoved from | R
R E T ' : . ‘1. clasg versus would like to. keyf for |

'-*f v,vf ;ﬁ‘f;ff,;v“;;}}'another year for the sheer jo ofitm'

'°.?Iofxb§hcétn,f7 “,rj n ‘4.55;!‘f :5‘Doesn t requite special att ot ion
I A HULRENI ISR AR ! versus concerns‘me a great déal.
AT INERIP LS R B & would’like torbe eble to. 'rvote

AL

v/_"‘.

‘iignoticehbie[:} e tfigdij”f}

TEvEﬂcdntectfj;~ ‘efff,_;f2;§ézcbf. fAMbtts eyes veteue 00




DYADIC VERBAL INTERACTION VARIABLES
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Table 34

Descriptor”

N ['
Definition S '

=X

All Tinits

all teacher-initiated (Tinit) interactions which
included the six question types and teacher

comments making seven types of Tinits overall.
, :

Product Q

-

"X

A Product question was one of the seven types |
of teacher-initiated interactions which asked
a factual question. oy

Process Q

*A Process question was one of the seven types

of teacher-initiated interactfons’ and which
required that the student integrate facts in order
to explain the question asked. It'was considered
~to be a higher level question. - :

Get Atn Q

A Get Attention questioh was one of the seven types
of teacher initiated interactions which was
cPrimarily designed to recapture the student's
lagging attention. It was often anticipated in
advance by the teacher that the student. would not
be able to answer the question because of
inattention. - -

Comments

A comment‘was one of the seven types of teacher-
initiated interactions that.was not a question
and which often included a behavioral reminder,

Praise, criticism, or some personal observation.

‘Sustaining.

Rl

K2

Sustaining behavior referred to the fact that
further probing questions had been asked following
an initial question, either because the initial
question had been'answered,incorrectly or because
the teacher wanted to extend the answer given.

Tinit Prai

Tinit Praise refers to praise .received'by the
student who had sucoessfully responded to\one-of
the six question types or who had received a
comment from the teacher about the positive

evaluation of his work and/or effort.

Tinit Crit

Tinit criticism was received by,the\student in
the context of a teacher-initiated question or
comment and was a negative evaluation of either
his work or effort expended. :

Behavioral

Behavioral reminders occurred when the teacher
found it necessary to comment on a student's
classroom behavior. N '

All Sinits °

All Sinits‘refers‘to all student-initiated -
verbal interactions which included both questions

and comments.

Ss Accepted

Sinits accepted refers to the ratio of student-
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[

initiated questions _or comments accepted by
‘the teacher in com’ison to all of the
) Sinits posed by the stﬁdent to the teacher

' rwhiéh were ignored,}de ayed, or not accepted.

Total. Verbal ' Total verbal refers to the total across both
o © |+ subject areas,sincluding all Tinits and Sinits,|
‘ . amount of dyadic verbal 1nteraction in which
\\\ “|  the student was involved.

DYADIC VERBAL INTERACTION VARTABLES

\

The average class score for most of these dyadic verbal interaction
variables aCross the three subject area settings (math, language arts,
and both subjects co\bined) was between 4.1% and 4. 24 in the majority

of cases. Individual student ‘s scores can be set in perspective by
. :

T @
-

"keeping that class ratio in mind.

It’ can not.be stated strongly enough how deeply grateful the
researcher was for the candid honesty and full cooperation of this

* . .
teachet without whom the study.would not exist. Such infgggetion/was

eliCized on the assurance that it weuld'ee’t;eeteg/confidentially’end ,
used for research purposes 50 his contribdtion can not be‘acknowledged
in a more direct way. The student subjects were assigned pseudonyms
,.and identity_numbers in the interests of confidentiat?ty.These
identiﬂ& numbers were used/for the purpose of brevity when rec;tding
the rapid-paced live verbal interactions and for later analysis'phtposes.
It 15 assumed that the teacher provided his honest reactions aed
assessments of the students in his ciassroom. The researcher had every
reason tO believe that he did so once a comfortable and trusting rapport
had been established ;ndranonymity was assuréd.
Ope reason for obtainieg the teacher's perceptions of his students
' 9S?ngY?f¥%ng methogswae to be able to determine how consistently the

. \
- Y
\
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\

numerical scores were substantiated and corroborated by his

expressed thought processesdabout students during actual instruction,
: \ .
and also by his general comments about t%em. This information was also’

cothpared to the more objeetfve information ;Lout the Student andfto
the dyadic verbal interaction experienced by the student..
The major reason for obtaining his perceptions of students is the premise

that. a teacher acts on the basis of his perceptions of students and

a knowledge of these may help to explain the teacher's, treatment of

L

individual Studénts._ .
4 ' : > .
 The length of each case study is a source of information'in

itself. In addition to the basic information provided by the teacher for
‘each student,differences occurred in the amount of additional information

the teacher was willing and able to provide about the student This may

.
' ~

be indicative of the relative salience of certdin students in the
classroom.

In order to help to counteract the effect of 'first impressions'
//

NI

‘the reader mfght form, it should be noted that coincidentally Case

studies #1 and #2 were about students who belonged to the indifference

y; L

group and some negative impressions about them are expressed Although
these teacher impressions seemed to be well” justified they were not
. characteristic of the Ways in which he viewed most members SF the class.

‘The final case (Case #26) in the chapter concerns a girl who .

- joined the class about one month after the study had commenced. The

«‘.

, researcher deemed this an opportune occasion to collect the thoughts

about this student as the teacher formed his. opinions about’ her. The

o
. 4

casf study is therefore longer as more time was spent talking about

- the formation of his impressions and the information and cues ‘he used
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v

in doing so. fQ?articular interest are both the gradual change

in his affective rfaction to hef,from'the time she entered the study
. J .. . 4 -

-
.

to phe time théAstudy ended aﬂﬂ a)so the\réagééf pfbvided for.thev
eventual shift in his feelings toéafﬂ her. |

These case studies of theiindividual étudents in the ciéss were
the 'guilding blocks"gor the class grSUping pattefns\éonsidéred"
- elsewhere . Thé knowleage éhat tﬁe individual characteristics of
students become lost>when ¢om51ned with those of‘otﬁer students into

-

group scores led the researcher to'gevelop these individualized
profiles which are of interest in themsélves andAwhiéh'contain the
information which was combined in various ways with other students'

data to attain grgppsscofes which were also of impbrtahce in the .

study.
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The teacher described her as a moderately ?noticeable (4)'and'
"attractive" \(3) little girl. Her parents (one of whom was a teacher)
were interested in her progress. She was socially unpredictable in that

she occasionally became "negative towards friends .and school work" and

> ‘ ; ~ e ‘ T
was a.bit'fsneaky" at times. The teacher'found her a‘ligtle "enigmatic" Ai‘
~ overall. He ratéd her as fairly dunhappy" (6?.. i

“ Partly because she‘was "quiet" and he did notv“find‘her o _5 N
Personality as attractive as someiofbthe others" he considered placing fgm‘
K.her'in either the rejection or the indifference group. He.assigned_a 4'
in "wanting to keep for'another year".'HoWever:he'decided.thdt the

oo
"indifference" category, minus the provided definition, for he felt he
" could judge her academic ability and achievement level) seemed a more
appropriate placement. He felt she was a student who actively rejected

teacher overtures by "groaning when asked to" do something" and by

o L}

"seldom approaching tasks Vith any enthusiasm". Shebwas habitually late
coming into a group which he interpreted as "attention—seeking behavior.
The type of behavior was exhibited "frequently enough that it was off-
putting " She was not a frequent volunteer Not surprisingly he ranked
her low on tw0wseparate ratings of "cooperativeness/compliance" ( 6" and -
- 6). Overall he felt "sort of blah about her" and claimed she did not o
- stand out in class either positively or negatively - |

. His a‘ﬁessment of her "general intellectual ability"(ﬁ} was low
as Véé'thE'rating for 6Creativitv" (6).‘His expectation for her as a
"probable highest achiever" was 1ov as well/(6) as w;E his expectation

for her achievement in language arts (6) but was higher for her

probable achievement in math" (4) She was in the lower reading group.




- " ARy

Case #1 °
= , Sharon T
/‘/ . . ‘ _ Page 2 1?9
£ X by ) <!
He felt the work related attributes (calm (5), careful/deliberate S

\ v T
* Worker (6) and persistence (6)) were. consistently low and he

no ed that "she needed quite a bit of direction - reinforcement.;l
and.attention;" His perception of her time on'task depended on the task
hin question For example he clalmed "she is not a good attender in
1anguage arts." The teacher a551gned 6 and 6 for the ‘two. ratings for

"

maturlty *« The teachernwas‘very 'concerned” (1) about her academic

'progress.

Adaitional Data -

age: 8 years 10 months ;(meﬁp'S years 7 months)

~ 1.Q.: Verbal 97 (meas 112.7)
‘ -« Quantitative 101 (mean 112.6)
Non-Verbal 104 (mean 111.5)

Achievement Language Arts 81 (mean 85v07)

: “Math 98 (mean 93.64)
In June.. "She ] always done quite well on math. "

" Time on Task

Teacher Directed v‘" Seif-Paced | . Total
LanglArts | 943 - e, | sz
| - 3.63 hours o 2.76 hours . - 6.4 hours
Math 93 2% | 8oz
o 1.6 hours - . 2.36 hours - | 3.9 hours
Combined .| = 93z . e8zs | g1z
Subjectsh : ]5{23fhours S ' ~3.13 hours | 10.36 hours

L]

,Engaged time data show that she kept on task better during independent

» kmath activities than for independent language arts activities.




i g Case #1 'f-'180 _

L. -~ 7 Sharon
Verbal Interaction Data: B " ' . Page 3
v | Sharon I Lengnage Arts . “iﬂyMath \" ;3oth.Subjects
, _ < o o :
All Tinits - | 3.3 |~ 3.5 | 3.4 |
. ‘Proauct L 2.6 ——~\ ‘. 3.9 . 3.2
~ .| Process Q- 2.5 N 3,9’ T 3.0 ) i
- ‘Get Atn Q | 0.0 - 0.0 O‘O:. fL’L
.; ‘Commentei'_ 1 4.0 S ,e7‘2.l'”‘e 3.1 e
: Sustaining .. 3.8 o 3.2 4.3 '
Tinit Praise | 1.6 | 4.0 - | 2.6 i | s
T. Criticism | 5.9° o, 0.0 3.6 w
Behavioral | 3.9 . . A0 0.6 ,. 2.5
|All Sinits 6.1 T T ae 81
| ~"|'ss” Accepted 25/29 S+ 10/12 35/%8
- TTotal Verbal 4.2 B 3,5': 1 .3;9 :

vThe.teecher's lower assessment of her'gene;al intellectuelvebilityif
mk(6) seemed to be substantiated by her I.Q.scores. He recognized her

- better performance potential in math by assigning a higher expectancy

F

'ratingyinkghis'subject erea.vﬂe felt she was "not a geod attender in

languagevarté.". She did achieve a very high math mark on the math

achievement test but a 1ower than average mark on the language arts test
She belonged to the poor reading group who as a group "made lower__:.
E - language artSnmarks.b The behaviora eminders (3.9): and “the Tinit

7 _criticism (5. 9) she received in language arts did not- occur during
" Math instruCtiqn.,NovGet Attention.ﬁuestions were'received by her. at all

8o these interactions were because of behavioral infractions. More

LA R

" praise (4;0) wae’received,during math inStructibn-than,duf?ng lenguege
arts (1.6) instruction. More Product questions ' (3.9) and Process

questions (3.9) were asked of her hnfing math compared with the

[ 4
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 1angu§ée a;tsinoduét'qUeStions (2.6) and the'language'arts.Prgceés

‘ - s Case #1
Sharon.
Page 4 181

<t

'éuestions (2.5) she ‘received. Both avérages here were well below'the

class mean of 4.11 and 4.07 for,lahguage arts Product and language arts,
_ - _ , ] e ;

Process questions respectively. Coe . L

»

Overall she-rece&ﬁéd (3.4)‘a'less than class avergge amount (4.18)

of Tinits and more of the Tinits sie received occurred in privaté settings

{ “\

than in publié‘settings.'She initiated (5.1) more Sinits than the class -

_average of 4.1 . Almbstfcwice as many of her Sinits were{in language

arts'. ‘Thp”9,4 Sinit'fa;e that occufed-in language arts privaéghsettings
éémpatédfﬁo her L.A.pﬁblic Sinifé (2.2) was frequently’a result gf her
inattentiqhtduriqg fhe giﬁ?ng of direc&ions»fot‘indgéeﬁdeﬁt L.A. wbrk
acgiyities. | o |

Overéii hef Qerbal’inﬁeréc:ion averagé:wasislightly léésithan
ciass gﬁezagg; She was involved in more ianguage'afts interactions
beéaﬁse:éf/g high pérceﬁtaée df'Sinité‘iﬂ privaté L.A}setfings.

\
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SINIT CRITJC

. P
« .
TACF. L
S - C HOIVI'JUAL'GROJPINh MODE .
S . LANG - ARTS" MATHEMATICS COM3INED
. : . ST EC ALy RATIO SPEC . ALL - RATIY 'SPEC  ALL. . RAT}D
AL TIMLTS S 8.77°219.0 0037 10, 21e. C.096. . 18, 428 0.041
L COMMENTS - €. 114 . 0.083 S..108. 0.045 t1. 227, . 0.0%0
‘PRODUCT Q - 0.  17. 0.0 1. 48 ° 0.022 ‘1. .62, 7 0.016
PRUCESS ' Q 0. 8. ‘0.0 1.1, 0,09t f.. 19, - 0.053
CHOLCE 9 - o, 1. %0.0 SO0 0. 9 u0e 0. 1...0.0
SELF n .0, 0. 8939 9, 5. 0o .0 ' = 0.0
MON ACA: | 2. 75...0.026. 3. .49, 0.06t Ns. 128, ‘0.nip"
GET ATTH 0. 3. 00 0. .. 00 _ 0. 4 0.0 -
BEUSAVIORAL . " 4. . gs. 0.082 1. a4y :0.023 .y .08 . Q:048
TINTT PIAISE 0. .14, 0.0 ©0.0 26000 . 9. 40. o00n
Qur CRITIC . 0. . 8. 0.0 o.- 1. 0.0 0. " 16. 0.0
LONG ‘ 0. 46. 0.0 3. 4. 0.065 3. 92: - 0.033
TINIT SUST'N 0. 3.00:0 © 0. 1. g.g 0. 4. - ‘8‘.0_
ALL SINITS 21...224. - 0.094 " 11, 193 o 057 32.  4t7. 077
T SINIT Paalse o 3. 0.¢ 0. $. 0,0 0. 8. 0.0
SINIT CRrITYC [ 2. 0.%00 B, o 9;999‘ t. 2. 0.%00
‘ N SMALL enoup cnounmc MOCE
"LANS ARTS VATHEMATICS COMBINEC. -
SPEC  atL RATIO sn(c CALL - RATIO - SPEC  ALL RATIO !
ALL TINITS " 9. 178, [ 0.08) 0. 0. 92.999 " 9. .17, Q.05
. COMMENTS 0. 33. 00 0. o 9.999 - 0. . 33, - 0,0:
PROBUCT 0. 3. 86... 0.0%¢ 0. 0. 8.879 ! "3 " mg: q.csa
PROCESS O 2. 43, .-0.047 0. - 0. '8 89 2 43, 0.047
CHOICE Q 1.9, 1,000 -~ 0, 0. - 9.899 -y - oy, 1.000
SELF R 0 L. ‘7..70.0.. 0, 0.  9.993 o 17.. 0.0
NON. ACA 3. 28, 0.167 o.. Q. s 999" k] 28. 0 107 ..
GET AYTN Q.. 0. . 9899 -9, ¢ 898 o 0. ' 9.999
BEMAVIORAL 0. '28. 0.0 0. 0.  9.939 0. .38. 0.0 -
“TINIT. PRAISE 0. . 8. 0.0 C. 0. ‘9.png 0. (18; - 0.0
TINIT CRITIC 0. 100 0. 6 e 999 (] “71...0.0 v
oo EONG . g eyt 0.080" 0. ' 0. 9.gg9 2 2%.» 0.080
TINET SUST'N 3. g4l - 0.1238. . ¢. 0. .9 s99 3 M. 0,428 7
ALL ‘SINITS 4. '€T. " 0.0€0 C. - 0. papg g 6. 0.080
. SINIT PRAISE 0. 3. “0.0. 0. 0.  9.999 [¢] 8. 0.0
‘sxmr cRiTIC 0. 00 e, 0L 2.999 o 0.0
S ) WHCLE cuss GRWPKNJNODE
I LANG ARYS R mmenncs o ».onumco .
swcc ALL - RATSO SPEC ALL .. Ravig snc ALL  -"RATIO
ALL nnn’s - 682, 0.028 ' 21. 663. 0.0 032 39. 1318, "30
COMMENTS s. 12350040 ‘@, 134, - .0.0 ¢ 3. 19
PROMUCY 0 - 7..918.° 70,022 43, . 914, q. 041 20 Q.032.
PROCESS 0:. - ' §. 130. = .0.020 3. 02. ‘3,0’.033'. i 0:028.
CHOICE @ 0. t. 00 19001 0.071 ¢
SELF R 0 2. - 29. '-0.06% 4.. 61, 0.080 8. 0.083
NONACA’, t. 16. |\ 0.083 - .o, 24, 0.0 v 0.07%
QET ATIN - 2 13,100 7 0. 1. Q.0 o 0.0
) umv:um. : S, 138, \0».037 0. 121. 0.0 5. a1 0
~TIKIT PRAISE - 3! 2196, 70.021 40773, o.o88 €. 0.036
TINIT cRITIC =~ 3. 18, Q.11 Q. 1. 9.0 2. .
LONG : 2.-.80. 0.033 6. 80, 0.120 8.
TiNIY sust'u‘ 1. .78, 0.013 3. 78%. 0.0%3 4 .
ALL SINITS 4. - 0.022 0. 118, 0.0 4.
SINIT PRAISE 0. 8. 0.0 0, 0.0¢ 0.
-0 1. 0.0 0. e 0.0 0.
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Keith was described as a "fai&ly 1arge kid... a "bit clumsy ..1

] &

In Phys. Ed.,‘&or example, he 8 not a good athlete.’ Keith was' not

interested in rough—and—tumble,sporting activities that nost Grade 3

' boys are interested in 80 he' 11 be skipping with the: 1ittle girls.

\The teacher described him as?"not interacting terribly well with

| v other kids in the class and he suspected "he would be a long way“down’#‘—‘*—————

'On a sociogram,.. He's not an outgoing individual who makes friends

easily e He s ggigg and at the same time he'll be a bit of a tettle— '
~tale- gt times ..; I have to remind him not to tell on others, ‘and once
isn t enough... You/know he'll do things that- caMSe him to be a 1itt‘3
alienated nothing terrible but kids pick up on that right away. His*;"
parents were concerned about his int raction with peers and the fact

that othev kids aaid unkind things him and on one - occasion his father N

discussed Keith s social development at 1ength with the teacher. When the
researcher asked whether these impressions could act as’ a-"labelﬁ or :
something that influenced him, the’ teacher stated that "its something

that A use in dealing with him." The teacher rated Keith as: fairly

unhappy (6) and seasoned that it was - because of the social isolation he j

often see him alone at recess bouncing d’ball by

'f’ himeelf X On two separate occasions the teacher assigned Keith a 5 '

for matufityi R

-

Kedth was. considered as: a~possible‘candidate for the rejection




teacher felt about him and 6 for "wanting to keep for another .year."

s

'J—Case 82 L) ,

_Ig_,t o BT : Qo . . ."*'Page 2
He also received a low score (6) for the amount of concern the j'

Lk

‘ :The teacher was dissatisfied with the provided definition for

‘indifference for Keith because he "knew a lot about him" but he did

\\

. feel "blah" and "indifferent"‘about him.‘Eventually he placedhim in: the

ot without the definitiqn" but with no hint of rejection.id-:“”‘

" in both language arts aﬂd math were in the middle cluster (4) of the claas«f,]i

:a’solid average. Math is quite strong,f

- L

indifference_category Questioned again in May, the teacher still

"f,hesitated to classify him as. a rejection student In an. interview on
"Junz'7th the teacher stated "He and I . its kind of funny, and its

,probably a genuine change in my attitude toward him too...we ve talked

.to each other a bit more” and we ve.. He s been working allittle harder. et
v"He s done very well He seems, I don t know, a little happier with the )

Vo way things are going, something along these lines. That can change my

l

1approach to things..." and’ later...My changed attitude toward Keith ith

.not a violent shift its more an adjustment in my. fee;ings about the kid "o

Nonetheless at this time he reassigned Keith to the indifference category

v'? The teacher rated Keith as below average (5) in general intellectual

ability, 5 in creativity, and his expectations for Keith's achievement

_'He was assigned a 5 for probable highast achiever. Ba was deemed "good

]

:nguage arts a 1itt1e less/so " He :

v’-.was in thﬁlgood reading group "He has a funny kind of voice in a way and
. . \

. that threw m!hoff initially at the first of the year but his reading (oral)h_ L




| | L Rettho

that he usually sat behind the teaeher, out of the 1ine of¢yision.\ -
‘,_The teacher was convinced that Keith "positioned himself purposely"
iﬂ and "did not choose to be in the forefront answering " He could not.

L . 6L

gfascertain why Keith was disinclined to participate in these read~aloud

‘xﬁsessions but suggested "maybe he s the kind of kid who may mot like to

\

' 'f_result was- that the teacher basically avoided asking him Questions in

' ”be put. oﬁ the spot, to be asked a question.“ If asked a question in this ; o

context he quite often will not answer but will just sit there." The‘-u

.~

kS ‘this setting | He received a fairly low score (5) for eye contact with ‘,r:;

the teacher. {

‘\

s

' v{4 persistence—4 and careful/deliberate worker-3) 1hao separate ratihgs

for cooperstiveness/compliance were both 3 The teacher described him as

reaSOnably conscien‘ious and "able to get down to task without a

‘-flot of direction;? He received a high score of 1 on the calm dimension.~df’

_ .Additional Information nn”;a,:j, o

,...y;m‘a"«e- N

The teacher assessed his work habits in the 3 to 4 range (motivation— zf\i

B
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Verbal Interaction Data Keith
. Page 4
_ ——
Keith Language Arts ! Math Both Subjects
All Tinits 2.3 | T 2.0 2.2
Product Q 2.6 . 3.1 2.8 !
—
Process Q 2.5 2.9 2.6 j-
Get Atn Q 0.0 0.0 0.0 1,
Comments 1.8 | 0.8 1.4 : l
Sustaining 3.8 17 3.1 ] )
Tinit Prai 3.1 ' 3.0 * 3.1¢
| Tinit crit 0.0 . 4.8 1.8
Behavioral 1.8 0.0 1.0 )
All Sinits ‘1.7 2.3 1.9
Ss Accepted 8/8 . 6/7 14/15
Total Verbal 2.1 2.1 2.1
~;£aged Time %
J Teacher directed 1 self-paced ] Combired
i settings | independent .} settipgs [
i language 937 ' 85% ! 89% ’
i ,f 3.68 hours ! 2.81 hours ! 6.5 hours
o ’ 3 - ’
, Math | |88 o 71X 77% |
. ! 1.88 hours & 3.13 hours 5.01 hours
| — : ¥
1 Combined 91% 77% 847 e
. "5.56 hours 5.95 hours 11.51 hoursl

~

teacher s bellef ‘that he was a bit stronger in math but language arts-

was ave rage

on-task data would support this.

Ed

Thre teacher feIt he put forth a fair effort and the tlme-

His percentage of time on task falls

within the midTSOZrange. He spent more time on task‘during independent

language arts activities than"independent math activities

The researcher

noted that when he was "off task' he often stared ahead with a blank

neighbor, Sharon.

His indifference

»

[ -

rence status appefrs

i

expression for long periods of time or interacted quietly with his

to have resulted because he was

not noticeable to the teacher, was quiet, and was seen as a social

187
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Keith
Page 5
isolate. He had coﬁditiqned the teacher to avoid him during ehe
novel readiﬁg sessions, This particular setting was one of'the teacher's
.favdrite times with his class and he enjoyed sharing the story.with.
them and hearing their reactions to it as it progressed. The fact that
Keith so oBviously was disinterested must have been disappointing to
the teacher. Keith“s somewhat effeminate and leéglrgic behavior did
not fit the more sEereofyped érade 3 boy's behavior and this “appeared
to be what thefteacher ;mplied.
T Overall Keith received a lower than average amount of - verbal
interactioﬁrfrom.the teacher. He was involved in only 2.7% of the’
more instructiondl Product and Process queétions. Keith initiated a
low perce;tage of Sinits with the teacher, a behavior characteristic of
indifference children. Keith received moreeTiﬁits in/private (2.7)
settings than in whole class settings(1.8). This was particularly\true
in language arts where the private setting Tinit percentage was 3.2%;
It was evident on the basis of/ae;eryatidns during the study
that the teacher was developing more positive feelings toward Keith !
"as the year ended and was beginning (by-his own account) "to interact

with him more on a personal level which, in turn, appeared to affect

Keith's sense of well being and aceomplishmeﬁt.
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Case {3

Geoffrey
Page 1
The teacher rated Geoffrey as a very attractive (1) bqy‘whO'was one
rof the initial selections for the attachment group and as sb;eone "he
would like to keep for another year" (l) He described him as a "bit of
an. individual, not really going with the herd all the time...I like
good old Geoff because I admlre idiosyncratic behavior and Geoffrey calls
‘his own too...Well he's not~ene of the sheep.¥ b.
He rated him as‘fairly "happy" (2). "He takes an interest in
qther things that may not be the sort‘of normal things for kids of his
age. He's perhaps more interested in books than he lsiin hockey." The
teacher did not judge him to be socially isolated but noted "he tends
not to get into the mainstream with the better athletes in sporting
activities." It was ‘as if he preferred to be doing something else.
On two separatetﬁatings for "cooperativeness/compliance" he

received a 2 and a 4. For although he worked well, 4s soon as he was

finished he was often disruptive. For example he would "tap pencils,

t
i

. i i
stick them in his ears, or'wander~a#bund the room.'" The teacher tended

N ¥ V
to excuse a considerable amount of .Geoffrey's disruptive behavior.

"

"Geoffrey sometimes makes noises just for the hell of it but he is a

good friend of mine .and I put up with his

~

On a similar occasion when he had*completed

diosyncracies because of that."

is work quickly,'the

teacher reasoned on his behalf that "he didn' get anything wrong on his

..~ sheet. It was'boring for him and so he was fiddl g around, surely
distracting a couple of others in the vicinity so I ot a little

annoyed with him but maybe that's unfaif." And although the teacher

Q0 / 4

found the distraction "quite annoying, quite frankly e also‘edded that

¥
’
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"in defence of the kid he knew what we were doing, you know" and

y

"that‘kind of behavior really isn't their (his) fault, that's really
my fault and I know that."a

After a particularly "wiggly" and ' 'squirmy" week, the teacher was
reflecting on, the p0551b1e cause. "It could be with Geoffrey that J've
just started noticing it ‘tand that he's been wiggly all year" or "maybe
he's getting attention tﬁat he's needed but hasn't gof all year.
Sometimes we take kids for granted when they are doing Qell." and the
teacher noted that he would "have to‘havepthings to occupy him in other
ways."' , N\ ' . ©

For one malh‘activit& Geoffrey cduld.not~find his scissors and he
became most insistent that the teacher interrupt the class to make a’
general announcement about,them. "His damn scissors. l don't know}ﬂ
. Geoffrey hadn't returned his report card to me yet, over a month the
little euggagﬁ and then his. scissors g0 missing for 30 seeconds and he' 5
" upset about it." The teacher "xried to ignore it but it didn t work. He
was very insistent " But he had' to be content with the loan of a pair.
On two separate ratings of ﬁaturity Geoff reeeived a 2 and a 3.

dn balance for the year the teacher rated him as a 4 "or a bit
above " on the "calm/good aelf control" dimepsion. He rated him 2 for/
being "noticeable"‘and 2 for ﬁaintaining "eye contact". Geoffrey wa
assigned a 6 indicating a small amount of "concern" on, the part ? the
teaéher but ﬁthis has mo;e to do with the behavibgal aspec;l" Tﬁere was
no concern about Geoff's academic work.

The teacher described Geoffrey as "bright" and rated him 1 on

creative/imaginative", 2on: general intellectual ability", and 1 for

EYAN

O
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Case #3
Geoffrey

Page 3

o

v . {
"probable highest achiever". The teacher's expectation for Geoff's

achievement in language arts was 1 and 2 for achievement in math.'"he's
a good solid average student; quite well above average.ﬁ He was in the
better reading group. ''He likes to read. He's a goodyreader. He likes
math and does well at that." In discussing the year:end achievement'
resultsin June the teacher pointed out that Geoffrey had "done really‘
- well ‘He had 57 out of 60 on the math and was over the 90th percentile
in the reading area. Maybe\he s real smart and I haven't given him
enough to do there.

The teacher perceived that Geoffrey did his work"quickly,
effectively, and accurately Until his work . is done, Geoffrey attends
well " The teacher assigned the. following scores ' careful/deliberateﬂ
worker"~ 2, persistent =1, and for "motivation to do school work"— 3.
"He's a funny kid in a lot of ways, you know Geoffrey, in math for
éxample, he gets right. down to work and does it but then when he s

N

\ .
finished, if there's a two minute hiatus he's ... He wouldn t be off

task’', its when he' & finished You see that s a problem and y\u re

\\

LY

observing him not doing anything Is he off task? or is he finished’
(The teacher s usual expectation was that a free reading book kept in
the desk might fill in any extra time quietly )

Additional Data

Age. '8 years 7 months (mean =.8. years 7 months)

I Q.: Verbal 122 (mean = 112.73)
» Quantitative 133 (mean =112. 65)
: ' Non-Verbal 122 (mean = 111. 46)

. Achievement Language A\ts 94% (mean = 85. 07)
ﬁath 95% (mean = 93.64)



o

Geoffrey's I.Q.ASCQres indicated that he was indeed-a "bright" boy,

" well above this‘clasé'.avefage. He worked quickly and effectively but

thénAlacked the self-contr01 to use his extra time in a way that conforme

to classroom rules. It was difficult to assess and record his time on

task for this reason and the scores.assigned-mayvbe too low. But if

the implicit understanding was that free reading or quiet drawing,

Geoff's antics after his work was completed would have to be considered’

b .

wfiting, or interacting with a friend was acceptable thenrmost.qf B

4

<

192
. Case {#3
' : ' Geoffrey
- Engaged Time Data Page 4
Teacher Directed Self;faced Total Time
Lang Arts | 90% -88% 897
' 2.9 hours 2.68 hours | 5.58 Hours -
~ Math 84 77% 79%
.91 hoursv . 1.43 hours | 2.35 hours

 Combined 88% , x 84%" 86%

Subjects - 3.81 hours 4,11 hours | 7.93 hours

Verbal Interaction Data a

Geoffrey Language,Afts Math Both Subjects

All Tinits 4.9 7.1 5.9
“Product Q 2.4 5.1 3.8

Process Q 4.6 9.8 6.3 1

Get Atn Q° |20.0 5.3 11.8
Comments . 7.5" 11.1. 9.0 _
- Sustaining 3.1 8.0 4.8 S

Tinit Praise| 5.8 . 1.2 3.9 ¢

Tinit Crit |12.5 | 5.9 10.2

Behavioral | 8.7 ' 13.8 10.8

All Sinits | 3.8 5.1 | 4.3

Ss Accepted 14716 10/14 24/30 - v

Total Verbal| 4.5, 6.6 5.4 ' o

v

]

g

S e e
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Geoffrey
Page 5

aab"off task" behavior.- R : F

His achievement, though ‘good, might have been even better.. He
had the fifth highest mark in language arts a*d the. 13th highest mark
in math. With a quantitative I.Q. score of 133\6t might be expecteo

that he could have achieved®a perfect score on hhe math achievement
- ) , \ .

7 :
A

 test as four of hisiclasSmates;did. S o

On‘several occasiohs the teacher inplied that Geoff was bored and
that‘he.knew thﬁ contenﬁywell“already_and he therefore claimed
resoonaihility for éeoff's misbehavior during instruction.‘He also
reflected in June that he may not have challenged Geoff enough in the
‘reading ared.

Géoff.receivedihigh oercentages‘of most verbal contacto nith-the
'teacher Aside from the fact that the teacher‘appeared to enjoy
interacting with- him, many of the contacts were for disciplinary
reasons, hence the 11.8 for all Get Attention questions, 10. 8 for
.Behavioral contacts, and 10.2 for total Criticism. The - teacher directed
a high percentage of high level or Process questions, to Geoff in
‘-language arts (4 6) and especially in math (9 8) resulting in the
high overall average of 6.3 for all Process questions Geoff was
more inclined to initiate.Sinits during math instruction..‘

19
v
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CASE: 3
) .

ALL TINITS
COMMENTS
PRODUCT @
PROCESS 0
CHIICL @
SELF R 0
NON ACA.
GET ATTN

BEHAVIORAL

TINIT PRAISE
TINIT CRITIC
LONS

< TINIT 'SUST'N

ALL SINITS
SINIT PRAISE
SINIY cRrITIC

ALL TINIYS
COMMENTS
PRODUCT Q
FROCESS Q
CHOICE Q
SELF R Q
NON ACA.
GET ATTH

BEHAVIORAL

TINIT PRAISE
TINIT CRITIC
LONG

‘. VINIT Sust N

ALL SINITS

‘SINIT PRAISE

SINLY crivic

ALL TINITS
" COMMENTS
PRODULT @
PROCESS O
CHOICE ©
SELF R 0

NON ACA. -
GET ATIN
BEHAVIORAL
TINIT PRAISE
TINIT CRITIC

. LONG
TINIT SUST'N

ALL SINITS
SINIT PRAISE
SINIT cRITIC

-

LANG ARTS MATHEMAYICS . COMBINED
SPEC ALL RATIO SPEC ALL RATIO SPEC ALL RATIO
f0. 189. ©0.0%3 10. 16f. 0.062. 20. 3%0. 0.057
6. 106. 0.0%7 7. T4, 0.099 3. 1717, 0.073
0. 8. 0.0 V.- 40. 0.0 0. 43, 0.0
0. .. 0.0 [ TS 0.091 t. 19. 0.0%)
0. . 1. 0.0 0. 0. 9.999 0. 1. 0.0
0. 0. 8,999 0. 3. 00 0. 3. 0.0
3. 62. 0.048 2. 35. . 0.0%7 5. 97, 0.0%2
t. 3. 0.333 0. 1. 0.0 1. 4. 0.2%0
4. 56, 0.079 6. 32. 0.188 10. 88, 0.114
1. 13.  0.0717 0.- 1t. 0.0 1. 24.  0.042
1, 8. 0111 0. 3. 0.0 1. 12. .0.083
3. 3%. 0.077 0. 33. 00 3. 72,  -0.042
0. t. 0.0 0. 1. 0.0 0. 2. 0.0
4. 187. 0.029 S. 111, -0.029 9. 3%8. 0.02%
t. 3. 0.333 0. 4. 0.0 1. 7.  0.143
0. 1. 0.0 0. 0. 9.999 2. 1. 0.0
SMALL 'GROUP GROUP ING MODE
LANG ARTS MATHERATICS COMBINED
SPEC  ALL RATIO SPEC. ALL RATIO SPEC ALL RATIQ
6. 178..  0.034 0. 0. 9.999 6. 178.  0.034
2. 33, o0.06t 0. 0. - 9.999 2. 33, 0.061
0. 5.. 0.0 0. 0. 9.999 0. 8%6. . 0.0 -.
1. ' 43. 0.023 0. .0 9.999 1. 43, 0.023
0. 1. 0.0 0. 0. . 9.999 0. 1..: 0.0
1. 17, Q.059 0. .-0. ' 9.939 1. 17.  0.0%8
2. 28, 0.071 0. 0. 8.992 . 2. 28, 0.07t
0. . 0. 9.48s 0. 4] 8.999 0. 0. 9.999
2. 28, 0.0 0. 0. 9.899 2. 28 0Q.07t
1. 18, 0.0% 0. 0. 9.999" t. 18. ©.056
t. 7. 0.143 0. 0. . 9.999 1o 10 0.143
0. .25 0.0 0. 0.. 9.999 0. 285. 0.0
0. 24. 0.0 0. 0. 9.999 0. 24, 0.0
1. 67. 0.0i% 0. 0. 9.999 1.  67. 0.018
0. 5. 0.0 0. 0. 9.8°3 0. 5. 0.0
0. 1. 0.0 0. 0. 9.999 0. 1. 0.0 -
. ) .
; CWHOLL CLASS GROUFING MODE - ° .
LANG ARTS : MATHEMATICS COMBINED
SPEC - ALL RATIO SPEC ALL RATIO SPEC ALL " RAT]O
90. '576.. 0.052.. 45, 608. 0©.074 75. 1185, ° 0.063
1. 114, '0.096 "t4. "119. - 0.118, 2%. 233, 0.407
8. 264. 0.030° 17, 283.( 0.058 25. S57. 0.04%
8..143.  0.056 8. . 81,/ 0.099 16. 224. 0.07%
0. 1. .0.0. 1. 1. 0,091 1. 12. 0.083
t.- 27. " 0.037 ° 3. 5. 0.046 4. 92. 0.043
0. t5.. 0.0 4. 22, 0.04% 1. 37...0.027
2. 12.. 0.167 1. 18.  0.05 . 3. 30. .0.100
12. 124, 0.097 4. 913, 0.124 26. 237. “o0.t110
‘5. 80,  0.0%6 1. 73, - 0.0%4 6. 163.  0.037 .-
2. 6.  0.12% 1.° 14 0.071 3. 30. 0.100
1. S56. 0.018 t. 43, 0.023 ' 2. '89%. 0.020
3. Ty, 0.042 4.  49. 0.082 7. 120. . 0.0%8
1. 168. . 0.068 9.  105. 0.086. 20. 273. 0.073
1. 9. ©.0%3 1. T, 0.143 2. 26. 0.077
0. 1. 0. 2. $.  0.400 2. ¢. 0.3%

INDIVIDUAL GFOUFINA MODE
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Case 3
Geoffrey

Page 7
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: . Edward
Page 1
The teacher rated Edward as very attractive" (l), "happy" 1)y,
quite small" "short, freckles, and some new front teeth’. He was
rated 1 for "wanting to keep for another year" and .was one of the
-three first choices for the attachment group. "He § the sort’ of a kid
that I was. ‘He's into sports. He's a bit of leader in class. ‘He' 5. the
_one.. He can run things when I'm not there . He s quite ' cooperative
(1 and 3) and actually he's younger than a lot of the kids too, by
months, not by a long time, ‘but he s younger than most of them . He's.

‘,f.“i

Just a real nice kid to be around ' He ‘was assigned al for being
noticeable" and a l for maintaining 'eye contact"
He sat beside Geoffrey and was frequently involved in mischief

kalthough he often ‘managed to escape notice. On one occasion while

viewing a videotape, the teacher admitted "Its funny. I focussed on
'Geoffrey but Edward is no angel either ..but he 8 80 cute, what do
you do?" and of both’ of them...A'Well they re finished their work 8o~
~_but they' re’not exactly being helpful " Edward received a3anda 1 on -

two separate ratings of "maturié’" | e . jai

The teacher assigned a2 for ' general intellectuaf ability” ("He s

.rea 112 bright.") and 2's for 'creativity and imaginatiyenﬁsc",zand for

s e

! probable highest achiever o For expected achievement in language arts j
. ,

and math he was. assigned a2anda3 respectively " Yop know he 5

it

'vgood at everything he does, no problems;" The teacher was not at all
! concerned"'(7) about‘his academic progress. ‘He rated Edward as 2 in
motivation to do school work", 1 in "persistence , 1 for careful/

deliberate worker , and 1 for- being "calm" R
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_ Edward
ST ' , Page 2
Additional Information :
Age 8 years ll months (mean= 8 years 7 months)
Q ‘Verbal 106( mean= 112.73)
Quantitative 109 (mean = 112.65)
Non-Verbal 116 (mean = 111.46)
'AchieVementeﬁ Language Arts 88 (mean = 85.07) -
' Mathematics 100 (mean = 93.64)
" Engaged Time Data
, Teacher»Directed Self-Paced " Total Time on Task o
LanguagebArts _ 997 a7 o947 L_ N - 98% .‘
o 1.51 hours ~ .51 hoyrs 2.03 hours
Verbal Interaction Data
‘Edward Language Arts Math | Both Subjects
All Tinits | 4.4 RN Y
h.Pfoduct Q 5.1 LI/ R ;  4.9
Process Q - | 5.0 239 | 46
Get Atn Q. 0.0 00 | g0 -\
Coﬁmentsl’ 2.9 2.5 o
Sustain . 2.9 6.9 ?4.3;
Tinit Praise | 3.1 9.1 | 5.7
| Tinie crit | 5.9 , 4.8 | 55
| Behavioral |- 3.5 | 2.4 ol 3.0
o |Allsinies | s [ 2.3 - | 4.3
| ss Accepted | " 22/27 * | /AN f:29/34
'TotaI«Verbalo" 4.8 36 4.3
‘lfvbiscussion

Edward was one of the three first choice attachment students who was
‘well liked by tﬁe teacher and seen’ to be fairly cooperative. Hev 1"- =
. ;received a less than average amount of behavioral reminders and although

Vthe researchetnnoted.he was_fzequently quite invelved in'some antics

<
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.with Geoffrey he maintained the impression of being on task. The
3 out oi a possible 55 critical contacts he received resulted in a
higher than normal ratio of criticism but this teacher behavior was
exhibitbd infrequently overall,
Edward had a greater percentage of total verbal contacts in
language arts with a higher than average percentage (5 1 and 5. 0)
vy

for language arts Product and language arts Process questions T

respectively.-
' “' He initiated a high percentage of Sinits (5. 7) in language arts. but
_ > R
" aless than average amount (2.3) in math From the teacher he received
1'a‘high percenbage of Sustaining (6 9) and Praise (9 1) during math
instruction._The teacher had assigned a high expectancy for Edward s
v_language arts achievement and an expectancy score in’ the middle range

-

' ;in math However, Edward achieved a perfect score of lOOZ on the math
”_exam.k:y‘;', R : , : : :
‘ Curiously the—teacher felt he was younger than most students buat’ in.: g
4fact he was the third oldest child in the classroom. He was also e
o perceived to be very bright but his I. Q scores indicate that he was Ht.
.;flbelow average intelligence for this class.»It appeared that by perceivingfi
| 'him as being younger and brighter than he really was,the teacher may |
.:have held a high expectancy for him. This may have been due to Edward'
work habits for on the basis of two hOurs of observation in language arts 3l~
3Edward appeared to be an: on-taak student. The effort rating he was 7

»1aseigned was very high.:

In all Edward was one of the topstudents who tried hard did well

| and go'; along well with the teacher. S L
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Lena

Page 1

o

‘ The teacher described hena as a very "attractive"
(1), noticeable (1), "happy" (2) and "calm (2) little girl.
'_ Although not one of his initial choices, Lena was placed in tﬁe
attachment group "I don t find ber personality as attractive as'ébme
'of the other kids Cen She s attéhtion—seeking in a funny sort ‘of way.
:,;;She quite frequently will ask questions that she knows the agﬁyer to,‘.b

- and knows it very well (becauseof the answers she gives me all the
‘way along the 1ine). .You know its the 1itt1e things, and it seems so ’
damn petty . Well you don t chew gum in class I haven t come to school‘“'

a day this year When Lena waSn t: chewing gum.‘That S not an important

item'andil don t overstress it.. but collectively, all those little 'ﬂ/,d

'-irritants .,‘" She ‘was assigned a 1 for maintaining eye contact/. -
| She received.a 4 in w;nting to. keep for another year/r‘"After -
ixva year its time to move on sometimes but if I got her again it wouldn t
'd? break my heart either.‘Perhapsvshe is a little 'defiant' of authority B

®

'u;and yet very interested in doing the things that are necessary to

| "Q'j?achieve good rehults.f His comment in May was " I must say, ‘to put it

:hfbluntly, I like: her a lot better now than at the start of the year... o
'"">That sort of attitude and approach on her part has disappeared
.f'practically.

i He rated‘her 3 and 4 on. two separate rati gs of c00perativeness

o fzbu//found her cooperative while waiting.‘"Lena is finished and she' s _.

v

/

'fgood that way. She s not going to bug me about it She'll get somethingh

3_out and start ﬁploring or whatever, you know, for a moment or two whiley

k»fI help some of the othera." He gave her credit for working well with .lJ»”f‘

.yher neighbor, Ellen, and often helping her quietly and discreetly._“lf 7,‘

L

T
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you get little groupings 1ike that there 8 nothing wrong with that
. at all " He assigned her a 2 and al in maturity"
He descrihyd her as a Yvery bright student" and rated he;z3 on
general intellectual ability" and 2 for "probable highest achiever .
He assessed her as S for being "creative . She was in the better reading
group and his expectancy for her achievement in language arts was a. 2
Although "good in language arts" he saw her as much stronger in math".
' and the 1 assigned for expected math - achievement reflected this. On a .
couple of occasions. ‘as evidenced by his interactive thoughts, he :[”
’appeared to.use her as aggauge while teaching mathematics._"I Was a
little surprised to find people like Lena making mistakes...She 8
usually pretty good and I'm starting to think—-this is when I'm starting
to pull my hair and wonder if I ve got to reteach all of this or... )
| ‘As’ for her actual work habits he described her as highly
motivated to do school work" (1), persistent" (l), and a careful’ v."""

S

deliberate worker" (l) and he had 1ittle "concern" (7) aboﬁt her progress., _;f

Additional Information

-h ”Age ‘8 years 5 months (mean = 8 years 7 months)

"-;,fx Q.. Verbal 120 (mean = 112 73) .
- Quantitative 134 (mean = 112, 65)

- Non—Verbal 118 (mean = 111 46)
f":Achievement Language Arts 932 (mean = 85 07) : _ﬂ : '@_ S

o Mathematics 1002 (mean = 93 64) SR

<!

J'"_jgy;_ged Time Data-‘ Little data were available.
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' Lena
Engaged Time Data - _ Page 3
. Teacher-Directed Self-Paced [Total Time on Task
Language’ arts . 90% -« ‘ 0% 72
‘ .20 minutes 5 minutes - 25 minutes
Mathematics | 91% 100% 97%
17 minutes 31 minutes 48 minutes
Combined Subjects | 91% ' - 86% 88%
37 minutes 36 minutes 1.2 hours
Verbal Interaction Data
Lena Language Arts Mathematics " Both Subjects|
All Tinits | 5.1 1 4.8 5.0
Product Q 5.4 5.3 5.3
Process Q 9.0 4.0 7.3
: Get Atn Q- | 0.0 18.8 9.4
Comments 2.9 4.3 “ 3.6
Sustain 7.6 7.5 7.6
Tinit Praise 3.1 X 3.3 3.2
Tinit Crit 0.0 5.0 1.9
‘Behavioral 2.6 6.9 4.k
All Sinits 4.8 6.2 5.4
Ss Accepted | 21/23 ' 14/19 35/42
Total Verbal | 5.1 : 5.2 5.1
Discussion

Lena appeared to be a self-assured student who had acédemicv
potential andtwho achieved good marks. By 'gg acher-assigned scores
she was seeﬁ to be somewhat uncooperafive.'She was involved in a high .
percen€gge of verbal contacts Q;th the teachef fdrqthrée reasons: The
tgacher initiated many quality instructionallcontacts with her. Fof
example, she received 97 of all the Language Arts ?rocess questions the

teacher asked.’ She was the recipient of a moderate amount of behavioral
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reminders and Get Attenﬁion\questions particularly in math settings.
Also she created many verbal contact opportunifies for hgrseif by
initiating a high ratio of Sinits (5.4 overall), particularl§ in math
(6.2) settings.
The teacher rated her as 3 in geferal intellectual abé&ity and 4
in creativity although he com@énted that she was a "very bright
student" and her I.Q. scores, pafticularly the Quantitative I.Q. score,
are well above'averége for this class. Ohe could speéulate to what
’degree his somewhat negative affect ( 4 in "wanting to keep for aﬁother
:year, mean = 2.69) might have contributed to hié'generai imﬁression of
her potentiél'( as expressed in Mafch). It was interesting to note the
positive changé in teacher affect toward her over the course of;the-year;
Little time on taskwdata is avéil;b;e for Lena but the feacher's
assessment of her work habits reveals she &asvperceived tb have excellent
~ work habitsgané acbievement motivation. Perhaps the indisérétions that
did happen‘ddring math instructionlﬁay'have'resulted because'she
. experienced 1ittle.difficulty, worked quickly, and then had time to spare.

She was involved in a higthefcentagé of verbal contacts and was

“considered to be one of the top achieving students.
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Ellen
i Page 1.

| } ‘ //ﬁ ( ‘ Case #é
Ellen was portfayed as‘a very "attgactive" 1,
Y'tuﬁmy" 2), "cooperative" (2 and 2) and "mature" (2 and 2) li;tlevgirl.
"She's quite quie& but'gé:s along QUite wellbwith.otheristudents in ‘the
class...in génerél a nice kid to have in class." She was assigned a 1
on the "calm" attribute. She was in the "attgdﬁmenf”.group and réceiyed
a3 for‘Vwanting to keep for anothertyear". The teacher found her
”persistent“‘(i) ("'She works hard; she tries haﬁd at thinés:" ), a
"careful/deliberate Qorker" (1), and "keeq"foé "%otivated to do school
work" (2). However she seemed hesitant and unguré and.often showed her
_work in pfogréss to the teacher for appro%al.‘"She'S'not one of thése\@ho
‘jumps in Qith bbth_feet by aﬁyfmeans bpt...you know she geally has come a
long way this year too, -1 beiieve,‘She really i§~déveloping quite a bit of
self confidénce now.;.She had quite a bit of success this year largely o
attributable'to the way that she's Qorked. I think she's beginning to
"

) recognize that she can do things just as well as the others. Shé receivéd

"a 3 for maintaining 'eye contact" :

Tﬁe teacﬁ;r felt that sitting beside Lena and the iﬁteractién tha§ 
occurred between them wés beﬁeficial'tb her. The assumption the teacher’fi
made was “th might be yacking with Lena but‘they're working." |

He assessed her as 6 in being "noticeable". "You know the kind of
little girl‘sﬁg is. Shé doesq't démand atfention in any way feally.{.In
»; group situatibn its un}ikely that she'll volunteeé.very frequenﬁly.

Shé's not a wéllflower or anything like th;t but she's certainly not a very
"assertive persbn."\This perception of Ellen was utilized in an

interactive decision concerning the selection of students. "Ellen is one

that I asked because she's a quief little girl and I often overlook her so
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Case 6
: . : . Ellen
I try to say to myself 'There's an individual that I wart Page 2

-

to ask a questiqn‘just to make sure that I know where she's at becapse
she's not the kind, if she doesn't understand, to askrmé(in a whole:
class se;ting)." - | |

She was rated 4 in "probable highest achiever". She was -in the
better reading group and the teacher's expected language arts achievement
rating for her wa;\t;_Although "she's a stronger math student tﬁat she is

in language arts' her expected mathematics achievement rating was 4 as well.

"In math I'd say she is about average... Math is the kind of thing where

you can perfect a skill whether you're in the top range or not and that's

‘what she tends to do. By doing a little extra work;she can perfect a skili

+

and,Be abl% to.wofk away at it but in terms of initial insight, for“
example,. she's not by ény means the first onme to pick things up."

He assigned a SFin_"creativffy" and a 3‘iﬂ "general intellectual ability"..,
not one of the top students ..." The teacher was not all that "concerned"

(6) about her academic progress.

Additional Data

Age: 8 years 7 months (mean 8 years 7 months)

I.Q. 'Verbal 114 (mean = 112.73)
Quantitative ‘117 (mean = 112.65)~
Non-Verbal 109 (mean = 111.46)

Achievement: Language Arts 867 (mean = 85.07)
Math  100% (mean = 93.64)

~
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Page 3

Teacher Directed

Self-Paced ‘Total Time on Task

Language Arts| 927% B37% 88%

3.33 hours 2?9 hours 6.2 hours.—— .
Mathematics | 81% 90% 867
' 1.16 hours 1.66 hours 2.8 hours
Combined 89% 86z | 88%
Subjects - 4.5 hours 4,56 hours 9106 hours
Verbal Interaction Data
Ellen Language Arts Mathematiés | Both Subjects |
All Tinits 2.8 4.1 3.4
Product Q" 3.1 5.3 4.1
Process Q __ | 5.0 3.9 4.6
Get Atn Q 7 { 0.0 5.0 2.8
Comment s 1.1 2.5 ‘1.8
Sustaining 6.7 . 6.9 6.7
Tinit Prai 2.3 3.0 2.6
Tinit Crit 0.0 0.0 0.0
All Sinits | 3.6 4.2 3.8 :
Ss Accepted 16/17 » 13/13 * 29/30
Total Verbal |'3.0 4.1 3.5 |

Ellen was of average'age\gnd

had made slightly higher

than class average scores on the Verbal .and Quantitative-I.Q. tests.

She was a cooperative, quiet little girl who made a consistently gobd

205

effort. The teacher recognized that she waé dependent on him for feedback:

- and encourageﬁent and he attempted to give her Sdstaining support and

praise. Although her overall Praise percentage was 2.€, in individual

grouping modes she received 7.1% praise in language arts, 3.8 of the

/ praise allotted in individual group settings in math and 5.0% in

individual group settings overall. \

AN
~

|

Lt
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‘ ‘ : Ellen
She initiated a high percentage_of language arts Page 4
Sinits (5. 8) , math Sinits.(6.2) and overall Sinits (6.0) in the
individual grouping mode. Many of these were approval-seeking contacts -
In both small group and‘Ehole .class settings she initiated very low
percentages of Slnits Apparently she felt more comfortable approaching‘
the teacher on a one-to-one basis. |
She received a high percentage of Product questions in math (5.3)
(more in individual settings) and a high percentage of Process questions
(5.0) in language arts '(most of which occurred in the good reading group ,
setting). Corrective diSCiplinary contacts were few: and the Get Attention
question percentage of 5.0 she received in‘math was a result of the one
‘contact out of the total of 20 such contacts the teacher delivered to
the class. Her overall verbal interaction percentage is lower than the

class average for, as the teacher had to keep reminding himself she was

quiet and was easily overloqked.
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.Brenda

'The teacher rated Brenda as 4 in "attractive" (mean 1.65), Page 1

2 in "happy", and 2 in "noticéable/stahdé out”.‘Shebreceived aland a

~

2 in_two ratings of "COopératiVeness". She Qas placed in the "at&achment?
group and was rated 2 on "wanting to keep for -another year"{ She was '
assigned 2 for "eye contact™. Her father was anxious}that she do well
in school. He'was not'satiéfied Vith general comments abdut her progress,
"He really preésed me,fo£ an éxact raﬁking and so I said, 'about 12¢h
‘of 13£h‘on certgin things'...Hé wés going t; tell her this as a means ot
ﬁersuadinglher to do better aﬁd move up;"'By.coﬁpariéon Brenda was not:--
S0 "fiercély competitive. At the same time.éhe iikes to know where she's
at and likes to échiey; as well aé she can... She's also competitive in‘
that 'she likes to be the first doné.d |

‘He assigned é l'in'"calm",‘a 1 in "persistence”, 2 in "motivaﬁion to
.do school work", and 2 for being a "¢arefqi/de1iBérate worker." However,
ﬁe'fated her 4 in "probable highest achiever", 5 in ;gene;al intellectual
abiliﬁy", and 4 in "cfeativity". "On baiance-she's.a good Solid
avgrage student."kShe_waé in the lower reading gfouﬁ. "Brenda is an
. op-;ésk individﬁal who works pretty hérd;;.She just doesn'it ha?e the
skills to be in thé other group... Primarily and ihitia11y it_yasésomé
little tes&ingjfhings Qe'did at the_stétf bf'the &ear té groupvaccording
to ability anJ}someoné like Brenda, her cpmprehension:skills aren't at
the levelvthdh'l really need for someone.inrthat back g£66§ where I can |
sort of say 'fead,tbe d;rgdtioné'and then leéve thgm.ﬁ.He'rated her‘as'v
5 in "probable ianguagg{arts achiévement" and a 3 inr"brbbable mAth;‘

achievement". "She's much stronger in math. She's one of the top students '
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in math and the reading thing bothers her a little so ~~ Page 2

she needs a lot of approval in the reading area.'

Depending on the subJect ‘area she appeared to exhibit different degrees
of self confidence In math "she volunteers quite frequently and her_
ab111ty in math seemed to influence his selection of students to answer

,math questions. An interactive decision while teaching math was the
choice of ﬁrenda “justito get it underway here; somebody who probably
knew the answer.' However, in,language‘arts:settings... "Brenda isn't a
frequent volunteer‘but she.contributes when Ixask her; not a fully
developed'answer but at least she knows where we're at and that sort ‘of

- thing.ﬁ On another 0ccasi0n, during the ‘reading of the novel hy the

teacher, Brenda gave a lengthy answer prodded along by sustaining feed-

back from the teacher His interactive thoughts during this interchange

were: "She was succeeding and so I thought 'Well here's someone who

S

doesn't often\get a chance to respond in this situation because there

are the lions who are always wanting to answer' So I thought 'I'11

keep her going asvlong as I can'... Very often I‘know'she_has the idea
but putting it into words is difficult for her

She received marks of 2 and 5 in two separate ratings of "maturity
~ When questioned about this discrepancy in May the teacher explained "I
would ‘use the ggpgg one Sometimes in our one on one interactions after
school she's fairly immature but when it comes down to her approach to
Vher'work the academic gside of things, she 8 very interested,,persistent;
: works very effectively. Those are all signs of maturity So on one day
I must have been thinking of some interaction we "had after school. She 8
e the kind'of kid who will stand fw0‘inches_from'your nose to make sure

that you heard her and go on and on ..."

N



Additional Information

Age:

I.Q.:

Verbal 113 (class mean
Quantitative 110 (class mean =

8 years 2 months (class mean

112.

Case»#?
Brenda
Page 3

8 yeare 7 months)

73)
112.65)

- Non ~Verbal 110 (class mean = 111. 46)

No Engaged Time Data available

85.07)

, Discussicn

Brenda was younger than most students in the class.

Achievement. Language Arts 83% (mean =
Math 93% (mean = 93.64)
“'Verbal Interaction Data
Brenda Language’ Arts Math » Both qujects
All Tinits. 2.7 2.5 2.6
Prodnct Q 4.7 2.7 3.7
Process Q 2.6 3.1 2.8 |
Get Atn Q 0.0 0.0 0.0 |
Comments 0.4 ) 1.7 1.1 !
Sustaining 4.6 2.0 3.7
Tinit Praise | 7.1 4.5 | s |
Tinit Crit 0.0 5.6 | 2.1 |
| Behavioral 0.5 0.6 0.6
All Sinits 3.4 hob 3.8
| Ss Accepted 12/13 '9/12 21/25
Total Verbal 2.9 3.0 3.0

unruly hair and protrudlng teeth accounted - for her low score on

Her somewhat

209

: physical attractiveness . Her scores on 1.Q. tests indicated she was .~

" of average ability for this class. Her score

\

on the comprehension

section of the language arts, achievement test was 58/65 The class mean

on this section as 63. 3 and the city test mean was 56 3. His

assessment that she lacked some.necessary skills needed for the good

¢
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reading groﬁp hay,have been well founded. Her overall achievement in

Aguage afts coﬁfi}med his lower expectétion fqr her and likewise

er good ;core on the math achievement test reflected ’ |
his higher aésessment of her ébility in thisrsubject area.

‘HiSJeffqrt aftributién fof het was excellent and her goqd.behavior
zgnd cooperation in class made him eagér Eo reward'hef'effofts with _
suﬁpbrtive praisé andsustainingbehavior;!particharly ih langﬁagé»arts;'
There‘is no instance of criticism in her 36"language érts contacté with
the teacher. :;

N Hef overall verbal interaction record indicates a;iesé than_éveragé
amount of'ver£al-coﬁtact &ithlthe»tea;her. Her sbught-her out (4,7)

. . [ L
for languége arts Product question Tinits. but ovefall Tinit percentages
for her were lon Perhaps due to her confidénce in math she initiated

a slightly highéf than average pércentage of math Sinits with the teacher.
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The teacher described Anna as a very "attractive" (l), "happy

\-
1), noticeable" (1), and "creative" (l) little girl Her parents were
interested in- her academic progress. Her cultural background was
Hungarian and she was . quite interested in talking about - her’ heritage
For example,‘when they were WOrking on some Christmas things, 3he
talked about Christmas in Hungary and brought a bunch of items and.
articles and so on to describe the differences | |
She was in the attachment group and he assigned al for wanting
to keep for another year "She has a personality that 1 like - She's
kind of an amusing little girll I like her...Good sense of humor
.She received a lvfor maintaining "eye contact'.
She was assigned a land.a 4 on two‘separate‘ratings of
‘."cooperativeness". On both ratings for ' maturity" she received a 2. He
noted there were"a few interesting little problems in language arts.,.
more maturational than anythingi..She does reversals from time to time,
that‘sort of thing, letter reversals in her written work " ; |
He described her as‘very‘ calm" (l), persistent" (l), a careful
deliberate worker" (1), and ”motivated to do school work" (2) He
_ assigned ‘a 2 in ptobable highest achiever and 2 for' general
intellectual ability" "She s a good solid average student not inithe ;
top two or three in the class, but a good solid student." She received
l a rating of 2 in probable achievement in language arta" and a 3 for.
probable achievement in math." She was in the better reading group.:f
“She 8 a better than average reader...better than average in language o

arts...She 8 quite well spoken I find and she is eareful about the

words she does use. . I don t find her to be someone who can 't form the
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thoughts or who has the thoughts and can't speak them 3::2 )

(verbally she's a very effective student. .She's careful about what
she says when she s in a formal’ answering situation and I find that
her answers are usually pretty high quality answers. However he

' noted that "some of her word attack skills are not as well developed

/

as you might expect for someOne who is as verbally productive as she A

i . She's a Iittle behind in those things." He had low concern" (6)
' about her academic progress._ |
Additional Information.»
;Age:,8 years 4 mbnths (mean 8 years 7 months)
- I.Q.: Verbal 133 (mean- 112. 73)
Quantitative 123 (mean = 112. 65)
Non—Verbal 118. (mean =111, 46@
: Achievement Language Arts 91% (mean = 85.07)
‘ Mathematics 33 (mean = 93. 64)
Engaged Tlme Little data was available , o ‘( ;-
her-Directed - | Self-Paced - | Total Time on Task
Floox | sox 92
F 16 minufes 45 minutes | 61 minutes
h Data _"/ - 0 '.f, |
Languag_ﬁArts R Math | Both’ Subjects t
5.1 : 2.9 ‘ 4,1 S SO
J &4 v 25 o les ] e )
0.0 .00 |00 o |
d2e T e 2.9
e 38 o 00 | 25
| Mateerat j35 | 30 3.5
y (iBehsuioraI_’ 3.5 | 1.8 DR :,i2{8>“_
Total Verbal|'5.9. | 3 4 |es
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Anna was a bit younger than most of the other students and had
very high 1.Q. scores. The teacher assigned her high effort”attribution
;scores.'The one-hour of observhtion'of her work_haﬁits showed she was
on task a high percentage of the time. She had good achievement sCores
Aand achieved ‘a-mark of 59/63 on the decoding sub- test 1n language arts.

~Although_she was assigned a middle expectancy in‘math,vshe achieved

A\

&

a hetterfthan average mark on-the‘test.
She was‘considered'to be amusing;:personable;hand verbally skilledt
It seemed to be rewarding to the teacher to interact with her.. She |
{eceived a higher ‘than avdhage percentage (4. 8) of all interaction with |
theégreater amount occuring in‘language_arts (5.9)‘compared to math (3.4);
b‘settings. In public language arts*settings she receivedu6r3 of the f
~ Product questions and 8.0 of the Process questions. In math although
she. received a lesser amount of math interaction overall a ratio of |
}“'4;9 Processvqhestionsnwere‘asked of ‘her and of,these 9.1 occurredvin o
/'privatefmath settings._7 | o ‘
TheATinit inte;actions in which she ‘was involved were mostly
instructional interactionSxmfeither Process or Product questions In‘
Eﬂaddition she initiated a high percentage of Sinits— 7 6 in langhage arts 8
and 4 S in math - resulting in- a higher than average Sinit (6 4) ratio
' i overall. This implies that she had sufficient self—confidence to
. initiate contacts with the teacher and/the greater percentage of these
’n‘Rok place in public settings.,h' | |

She received a low percentage of behavioral reminders suggesting

;;fi that her classroom behavior and cooperation was satisfactory despite
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tine one score of 4 she received on one of the "cooperation ,
: S ST o ‘ 7 |
- measures, Higher ratios of Tinit Criticism resulted from only 4
such contacts for there were only 55‘1nstancés of Tinit Criticism
delivered to the whole class.
In all.she appéared to be a high éxpectahcy student, who
worked hard,‘was liked‘ﬁy the teacher’andwhbxecéiﬁed.a hi B.pefcentage

L of quality verbélvinteractibn‘dufing instruction.
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The teacher described Emily as a very "attractive' (1), "noticeable"
L] v
(1) and "happy" (1) Ittle girl. She was in the attachment group and s

| received a 2 for "wanting to keep for another year." "Well she's a real

nice little girl, a big smile all the time... She's a 'with-it' kid, and

~~ I think sort of knows it. She's got a personality that's very attractive

to other peopie...She's one of my real fgvourites in the class, just a
super kid. She'g‘happy, that's the way i see her...She also enjoys a
bit of bantér withﬁme; that sort of'thing." She received é 1 for maintaining
Yeye contact". |

She received a 1 and a 2 on two fgéings of "maturity" ;ﬂd al and a
2 on two‘ratings of "cooperati§enesé/compliance"{ The teacher assessed her
aé 2 in "generaltintellectu;l aBility", a 2 in'creativity", and 2 in
Yprobable highest achiever". "She's brighf. She's actually a pretty good
student." He assessed her as 2 for "probable achievement in math" énd 3
for dbrobable achievement in language arts. "Emily has a 1ittlé trouble
with some word recognition things, spellinés, and a few iteﬁ; like that...
:It almost seems like a perceptual Qistractigq/disorder. She sees parts

%5. You cduld
co o
hardly notice it. It makes her perhaps a little apprehensi}e about her

- of words but will give a wrong ending, not too frequent
reading and so she's a little nervous about it too ... She's-one who is
really showing improvement in' these areas... Its not a major -problem...

I could say she's not as good in language arts, for example, her reading,
because her word recognition skills aren't as strong and yet on the

creative side she's quite a creative individual-, not as ‘up there' as

some of them but she's a fairly creative individual who writes stories
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that are interesting and imaginative."
He rated her as "motivated to do school work" (2), very "persistent"

(1), and a ''careful, deliberate worker" (1). He was not "concérned" (7)

~about her academic progress.

Additional Information ‘ : ///Q\“\\w

Age: 8 years 10 months (mean = 8 years 7 months)

I.Q.: Verbal 119 (mean = 112.73)
Quantitative 119 (mean = 112.65)
Non-Verbal 110 (mean = 111.46)

Achievement: Language Arts 88 (mean = 85.07)
Mathematics 97 (mean = 93.64)

No engaged time data available.

Verbal Interaction Data

Emily ) Language arts Math Both Subjects
All Tinits 3.5 3.5 3.5
Product Q 3.3 3.1 3.2
ProcessiQ 4.8 3.9 , 4,5
Get Atn Q 0.0 0.0 \ 0.0

) Comments 2.%3 2.5 2.4
Sustaining 2.0 5.2 3.2
Tinit Praise 2.5 5.1 EY
‘Tinit Crit 6.9 9.5 © 8.0
.Behavioéal. 1.8 1.8 1.8
All Sinits . 2.6 2.9 2.7 1
‘Ss Accepted 12/12 . 8/9 20/21 .
Total Verbal 3.2 3.4 3.3

Discussion o

Emily was a cooperative and mature little girl Vho received few

behavioral corrections and whose I.Q. scores and achievement scores wgre
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higher than average for this class. The teacher held a lesser
expectancy for her in language arts due to some word recognition
problems he felt she had but rated her high on her creative work in

L *

language arts.

'J ~

She was seen to be pleasant and he enJoyed interacting with. her.

She initiated a low percentage of Sinits with the teacher but more L
were initiated durlng prlvate or individual settings in language arts
+.(4.0) and in math (3.6). .

| Her high percentage of Tinit Criticism resulted from only four
such comments out of the 50 the teacher delivered during times Emily
was in attendance. She receined a good percentage of ?rocéss qnestions
in both langnage arts (4.8) and math (3.9). The researcher asked in
June 1f the teacher would care to make any more statements about Emily.
as little information had been volunteered abnnt her overall, "Gee, its
odd...Very clearly she's one of my favorite people in the class you
know and she's just a tremendous little individual aé.far as I'm

N

concerned...What can I say? She's bright. She's happy."

Al
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The teacher described Brent as very "attractive" (1),
"noticeable" (1) and "happy" (1). He was in the attachment group and
: received alin "wanting to keep for another year". The teacher assigned
alanda3 on two separate ratings of ' maturity" and a 1 for "general
intellectual ability”.v He was assigned a 1 for "probable highest
achiever" and 2 for "creativity". ”Well in terms of background experience
and so on he 8 probably the brightest well no, certainly close, certainly
one of the hrighter kids in the class . lots on the ballﬂ\Verbally he isu
ian extremelz bright child whose background of information and experience
‘is well... The travellingrhe’s done this year is really something His
" Dad is a fairly successful lawyer and he takes Brent with hinﬁgn a lot of
business trips for a couple of days at a time.»One trip he stopped a
.couple of days ianoronto, New York. Atlanta... 1 haven't traVEIled like
that in my life...gives him a real sense of site of place and geography
or even politics to a degree. He's the one who knows what the election-is
all about, this sort of thing. And at this grade unless you teach it, most
kids,are'gggware and he's very aware of Canada and the political and j
provincial boundaries. Other children are not in this class... He has first-
.hand information. He has a good memory and seems to haye a pretty

stimulating kind of background."

The teacher was not at all "concerned" about Brent's academic progress.

o

' He was assigned al ig '‘probable math achievement" and a2 in "ptobable
achievement in language arts". "The interesting thing about him is that,
especially in something like a written language arts assignment he doesn' t

produce the kind of work that you would think based on his verbal skills,
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he would be'able to do...Its not because I've been able to detect
any deficiency in,his skills its just this inclination to stall things
as much as anything Not a serious problem." The teacher suggested
that perhaps "it doesn't tUrn him on..lI'm not sure whether its a
reluctancy to go that extra mile and do that or whether it§s a case of not
be1ng able to generate the thoughts without questioning or whatever I
don't know. It is kind of interesting
The teacher rated Brent as very "persistent" (1), a very."careful/
worker" (1) and "motivated'to’do school work" (2). He received a 2 on the
"ealm" attribute and a 1 and a 4 on two separate ratings of ! cooperativeness".
"He's an enthusiastic kid.., Brent loves to volunteer. One of the problems
I have with Brent is getting him not to shout out and very frequently, well
. he is getting better, but often I have to remind him that 'Brent the |
procedure we use is hand ralsing so I can get to a variety of people' "
This behav1oral tendency formed an antecedent for an interactive decision
to select Brent to give an answer in one instance. "Also I like to satisfy-
Brent s need to speak out. If I frustrate that then the sped¥ing out
behavior is more frequent." His 'persistence" seemed somewhat dependent on
R

.the subject area in which Brent was involved, "Brent needs a little more
direction. He needs a little more telling him to please stick to task than °

"(The children often worked together and were  permitted to converse
about their work) "If it were creative writing and Brent's chatting, Bgent
is not going tp be on task, If we're working on math Brent may very well

be on task.. If we're working on another area of language arts Brent may

very‘well be on task."
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- Age: 8 years 10 monthsi(mean = 8 years 7 months)
I.Q.: Verbal 127 (mean = 112,73)
Quantitative 128 (mean = 112,65)
Non-Verbal 110 (mean = 111.46)‘.

Achievement : Language Arts 96% (mean = 85.07%) -
Mathematics 97 (mean= 93.64%)

Engagéd Time Data

Only a small amount of engaged time data is available for Brent

‘Teacher-Directed Self-Paced Total Time on Task
Language Arts 100% . 87% 93% _
30 minutes 38 minutes| 68 minutes

Verbal Interaction Data -

Brent | - Language Arts’ Math Both Subjects’

All Tinits 6.5 4.4 . 5.4 .
Product Q 6.4 4.5 5.4
| Process Q ‘ 10.6 - ; . 5.8 - 8.7
Get Atn Q 0.0 0.0 | 0.0
Comments ’ 3.9 - 3.3 3.6
Sustaining 2.3 , 5.2 | 3.4
Tinit Praise 7.2 o 2.0 'é' 4.6
Tinit Criticism 2.9 - 48 3.6
Behavioral : 2.8 5.3 4.0
All Sinits -15.1 » 11,37 13.4.
Ss Accepted 49/57 31/35 | 80/92
Total Verbal 9.2 = 6.2 1.7 “
Discussion )

Brent was perceived to be a bfight and enthusiastic student whose
self'confident personality and wealth of background experience prompted

»
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. him to make substantial verbal contributions during ongoing ,

instruction.
Hebnas an'attachment student_for whom the'teacher held high
expectancy. Brent achieved excelient results;on'the end of the year exams.
The relatively large proportion of interaction in which Brentuwas
,invoived is»partiy ekplained by‘the‘teacher's perception'that his
general.knowledge.enabied him to be a source of information for the others, -
| by the fact that he was enthusiastic and wanting to¢participate,hand”
partly because the teacher recognized that Brent would channel‘his
enthusiasm into disruptive behavior if thwarted in‘his attempts at
- interaction, |
“Brent initiated an unusnaliy high percentage of Sinits'in Ianguage
“arts (15.1) , in math (11.3); and averaging 13.4 overall.'Brent wasbthebh
recipientlof‘10;67‘of the Process questions in language arts and 5.8 in
math. He received a high percentage of Tinit Praise (7 2) in language
| argg'but not in math (2. 0) | |
Brent seemed to~monopolize nore than his share o; dyadic verball
interaction. He was a high achieving student with whom the teacher
‘,venJoyed 1nteracting and who«almost agressively created more Verbal

opportunities for himself He seemed to benefit from a positive halo

effect but appeared to deserve the high assessment he received from the |

teacher.
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: Simon was deéqribed aS'"ét£rac£ivef:(l); "noticeablé",(Z) and
"happy" (2)..He was in the,atféchment'group and was assigned a l‘fOr -
"wanting to keep for another year." The teacher aéscribed him aé
‘"1ikeableh and "nice to have in the;élassg" His pérents Qere here for
a g;é yéar sgbbaticalileave from England.i"Hg startea ﬁhe yeér‘in
' gradé_4 but his age (8 years 3 months) is cdrféct‘for grade 3. He éhould
never have been piace&in“grade'é and he was having difficulty there."
‘Simon‘received a1 and é 2 on"t&o separate ratings of
“copperatiVeness"._He hés assigned 2's on boﬁh ratings of "matufity" -
and 2 on the "calm" attribute. He receivedba score of 2 for mainfaining
"eye contact". For "probable aéhievement in math" and forJ“prqbgble
achievement inllaﬂgﬁage arts"‘the teacher ass;gngd’a 3 iﬁ'each.case.
’_Simon.was rated 2 in ﬁgenergl.inteilectual ability", 2 for’"pfobable' 
ﬁighest achieQerﬁ, and 1 for’"créativiﬁy".‘"He's a‘vgfy creative |
'méivid.uﬂ. He writes real good stories for me... He 1s verbally
qﬁife strong and even his wfitten Qork is quite imaginative but some
of thé teéhnicalbskill is absent and it's largely because of curfiqulum;l
idiffefenCes... Simon,ﬁés a lot iocontribute.,YOu'ye.pfébab1y pickeq,‘
up th;t he's'féir1y‘si1ént. I feel_hisvcomménfs afé générélly of ﬁietty.'
: high. quality." | ; A | | o
" In assessing Simon's work_h&ﬁits the teaéhér_assigned'ﬁ 1'for;~
"péféistenég",~2.for'"carFfuI/deliberaté ﬁbrkgfﬁ; and 3 for "motivation
to do school work." "He has ﬁdme:diff;cﬁlty &ith eye/hand coordination,
.altﬁbﬁgh(no; te;fibl& signifiéént. There is a backgroﬁnd of that in the

family. The mqthef has that.disability..;ThOugh he's péfsisteﬁt enough
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- that he does it, often the result is not very attractive, The

teacher was not "concerned" (7) about Simon's academic progress.

Additiornal Information

Age: 8 years 3 months (mean = 8 years 7 months)

Verbal 126 (meanA 112.73)
Quantitative 125 (mean = 112,65)
Non-Verbal 118 (mean = 111.46)

1.q.:

85.07)
93.64)

: Language Arts 91% (meén
’..Mathematic§ 98% (mean

Achievement

=

Engaged Time Data

Only 2.1 hours of observed time on task data are available.

Teacher Directed Self—Péced Total Time on Task’
Language Arts  95% L .92% 93z
P .95 hours 1.11 hours | 2.1 hours
Verbal Intégégpion Data
Simon ténguage Arts Math | Both Subjects
_All Tinits 4.7 EXE
Product’Q . 3.8 2.5 3.2
Process Q 3.5 » 5.8 5.6
Get Atn Q 6.3 . | 5.0 5.6
Comments 5.5\ 2.9 4.3.
Sustain 2.9° | | 0.0 1.8
Tdnit Prai - 5.5 4.0 4.8
Tinit Crit 5.9 4.8 5.5
Behavioral 5.7 4.7 5.3
All Sinits 2.3 3.2 2.7
'Ss Accepted |  10/11 9/10 - 19/21
Total Verbal 3.9 3.4 3.7

L IR

Discussion

Althbughvhe was réiéd'KZ)_high foi;"p:obable general achiever"

: the‘actuél subjéct—specific achievément‘expectancies assigned we

re
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both 3's which put him in. the "middle"‘expectancy group, In both
subjects he made higher marks than the class average so the_teacher-
recorded expectancies for language arts and math predicted somewhat
lower results than he actually achieved. He wasvrated fairly high “
on effort‘eXpended andithat plus a higher than average I.Q.  may have
accounted for his achieyement. | . :j‘
Although (2) quite "noticeable" he Was‘also descrihed;as_
"fairly silent" which may explain‘his lower%than average Sinit ratiosk
i In public settings he was more inclined to initiate math"Sinits (5 2)
"than language arts Sinits (l 1) but overall he averaged in the 2.7%
:range for Sinits compared to the class average of 4 1%. |
' He received a lower than class average percentage of Product
questions in language arts (3.8) and math (2.5) but a higher than class
average percentage of Process‘questions(S.S and 5.8 respectivelyi.He
received a high percentagecof the‘language,arts Process questions
(14.0) which:were posedvin the'"good",readingvgrouptsetting; These
iratios of Process questions he received from the teacher indicate a
irhigher teacher—held expectancy for Simon than the "middle" expectancy
ratings would suggest. |
o 'More of the 4.8 Tinit'Praise‘he received was given,during whole i
,class'instruction.
The high rates‘of behavioral reminders result from periodic

'

inattention. Saying his name or. asking a Get Attention question were - .o

’

usually sufficient tactics for’ correcting the situation.

_Besicafly he was a good student who achieved well_and who"was

-

liked by the teacher.
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The teacher described Marilyn as a "nice little girl", raee 1
"atfractive" (l), and "happy" (2).;"She’gets along well with the‘other
‘kids in’the‘class." He assigned a fairly,lowlscore of 5 forlthe :
"noticeable" attribute and a 2 for the "calm" attribute. "She's‘one of "
the ones you can miss..lts partly hecausebofiher location in the class.’

| She's ‘at the back. It's partly because she's not ... you know, someone
like Nicholas demands attention She doesn t. She's not that kind of
individual." She received a 4 (mean2.6) in ' wanting to keep for another
year " and he placed her in ‘the indifference group (using the provided
definition which implied that the‘teahher was a bit unsure of a ‘'student's
academic progress) " I have a. general idea of how things are going, where
her: strengths and weaknesses are generally, but if somebody wanted to -
.pin me down about something specific I'd have to say ’Hey, let 'me

: check my reco;gs this sort of thing'. (talking of Marilyn, Sharon, and
~,John, who were all indifference students)...They don t stand out in class

-

I guess in a sense’ their demands on ‘me are not as great in both respects'w
: they don't stand out positively and they don t stand out negatively
either." He felt generally "blah" about these indifference children
although he did not dislike them enough ‘to consider placing them in the
'hrejection category He perceived Marilyn as having somewhat negative
.}approaches to some of the tasks, or appearing to have." . |

She received 2's on. both ratings of "cooperativeness and a 3 and a 5
on two ratings of "matglaty" "She 8 a chatty little thing. She seems

' like such a sweet little girl and is, she is a nice little kid but if

I'm not keeping my eye on her she really will chat a lot...She 8

-
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~tho know when to be doing her chatting...Yeah if

)
t

perceptive. eng
- N > l‘
you eyer wafj

. be a ‘ringvj

"{n I've got two groups together, very often sheill
_;unch of chatters up in that group but I have to'
"~ be atf'"f '"; f'knows my ability to control her directly is
‘V PEhe time she will be chatting away .. Sometimes
;ye contact. (She received a 2 for maintaining ‘eye
yly). Its a little game, you know It's quite interesting.

Marilyn f fttle leader there When I' m not there she'll be chatting

" with Pamel] )d with Trisha but back and forth back -and. forth and every
time I 1502 i I see. Marilyn sort of... She' s certainly interested in
3 ‘around. her. There s not doubt about that!" .

i assigned a6 for "general intellectual ability", a 5

. 'for probable highest achiever , and a 5 for "creativity". He’ descr bed o

both "probabf" . ement in language .arts" and for probable achievement

_ . .
The teacher rated her as having below average persistente" (4 . mean

=2, 8), as 3 for being a careful/deliberate worker" and as 5 for being
motivated to do school work". So his effort attribution for her was

‘ fairly 1ow overall. "With a 1ot of positive reinforCement she will try k

pretty ‘hard." He was somewhat "concerned" (3) about her academic progress.f‘

A sample of the teacher 8 interaetive thoughts concerning Marilyn

B

;;}reflect his assessment of her e For one selection" he had picked her
| partly because she was in the back row and because " I like to check up _
-and make sure she s got the skill" and on another occasion... Iuasked ':

Q

_her because she wasn t there at all n



T

|Language Ares | 97z ot eer %?7 :
TR o 2.4 hoursﬁ? e 2,2 hours | 4.6 hours
|Mathematics | o992 . o 9gr - 1982 ‘
| B 1 71,36 hours" 2. 16 hours - 3. 53 hours
Combined | 972 | g e |
~ |Subjects ', + 3.77 hours /““5{1_4,36.hou§s 8,15 hours

T T 227
: , ' Cage #12
R _ Lo o Marilyn -
. - T S Page 3
In June the researcher asked the teacher to verify Marilyn 8"

': placement in the indifference group "Marilyn would certainly be put in

that category, with the actual definition, although now she doesn't

really any mor because now, since it was brought to my attention, yuh
know, you start doing some work that way
Reflecting in June the teacher stated There were probably others

in the class that 1 should have felt more concern for and didn t. I think“

of someone like Marilyn, for example, who, you know, was not a very .

noticeable kind of person in ‘the . class She's not a particularly
disruptive individual ‘but  she probably deserved more of my. time than I
ever -gave. o# if she didn t deserve it, maybe as a professional teacher

I should have;spottedrthat and said 'Hey, if T can motivate them:to a _'

greater degree, then I can get them going N but we didn't interact...Do |

you see what I'm saying?""_ "<f‘

, Additional InfOrmation

Age. 8 years 1 month (mean = 8 years 7 months)
1 Q. Verbal 104 (mean = 112. 13 ‘]é"
 Quantitative 110 (mean = 112, 65)
Non—Verbal 97 (mean = 111 46)

hl Achievement Language Arts 66%. (mesn =‘85 07) . U
Mathematics 85 (mean =93, 34) I

wadi

gaged Time Data

"Teacher-DireCted | ‘SElffPaééd{ Total Time on Task T
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_ Marilyn
Verbal Interaction Data T?age 4
Marilyn Language Arts Math | Both Subjects
All Tinits S 5.0 4.3
Product Q. | 3.3 | -s6 | 44 |
| ProcesS‘Q - S105 5.8 3.0 '
Get Ata Q | 12.5 5.0, | 8.3
Comments 5.9 o 31 | 4.9
{ Sustaining ’_f. 19 ) 12 | 5.5
Tinit Praise |~ 3.9 | 5.1 [ . 4.4
Tigit Crit 88 . | 00 | 5.5
| Behavioral | 7.0 | 41 | 5.8
Al Staies | 44 e 39 | 42
Ss Accepted | 17/21 112 | 28733
| Total Verbal | - 3.9 | 47 | 43
[Discuss'ion: s LS L e,

Marilyn was younger than the average age of the class by six months

'_ She received a. 3 and a 5 on ‘the two maturity" ratings. She seemed to _

~

have some difficulty attending to task Scores received on. the effort—
’related variables are in the 3-5 range Of the 2 2 hours (during five h
;'different language arts lessons) of observation during self—paced"

'language arts activities Marilyn was on task only 752 of the time. Over '

t,-' .

;the 2 1 hours of observation of math "self—paced“ activities she was
. o _

’ observed to be on task for 98% of the time His expectation scores .

| for both subject areas were 6's and he below class a hievement scorea
_ F 9

1.
.

'-[verified his nredictions for her low academic achievement ervI.Q.

:scores were well below average for this particular class.

A number of contributing faétors— her youuger age, her maturity,‘;

i,;her eff°rt her 1ntellisence- resulted in her lower than average 5;,:,

'achievement...._'f ‘
b
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v L . L Marilyn

Although she was seen as "cooperative" (2 and 2), Page 5
she caused others to be distracted while she was off task, particularly
in small reading group independent activities when the teacher worked
with the other group. Although not rated as overly hoticeable"(5), she

attracted g Jot of Behavioral reminders (5.8) overall with 7. 0/ occurring

in language arts settings. She received 8.37% of Get Attention questions
overall with 12.5occurring in language arts settings generally and 15.4%
occuring'during whole class" language arts instruction. This meant the

teacher was attempting to keep her attention focused on the lesson in

progress.

\

Her Sinit rate was average; above average in language arts (4.4),

J

which was notiusually characteristic of an indifference student.

Overall she received an average amount of dyadic verbal interaction

" . but a closer examination reveals more of the attention she received. was

-of the monitoring sort. The instructional Tinits (Product questions)
she received were lower in language arts (3.3) although they averaged
4.4 overell because of the higher number of Product questions received

during math instruction(5.6). However, the Process questions she-

,

Teceived totalled 3.0% overall with only 1.5% occuring in langdage arts
settings.

" Although he recognized her problems and lack of achievement,
perhaps the teacher was discouraged by the lack of apparent effort she
appeared to exertloverall. At any rate he felt somewhat unhappy at the
end.of the year with the relationship that had existed between Marilyn
. and himgelf and with the fact that she had not achieved éyhigher 1e§el

\
of academic success.
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Page 1 °

- The teacher rated Grant as a very "attractive".(l), "happy" (1),
‘and "noticeable" (1) boy. "I guessbif there's a 'typioal boy' in
quotation marks, he would be it...very interested in sports...plays
baseball, soccer, and games like that...a little mischevious at times
.but lots upstairs and so he can afford the time off." He was placed in
the attachment group and had received a 1 in "wanting to keep for
© " another year." "He has a good sense of humor.'" He was assigned a 1 for
maintaining "'eye contact" and a 2 for the "calm" attribute.

He received a 2 and a 4‘on the two measufes of "cooperatioh/
compliance!'. He would d‘%play impatience at times during lessons. "That
hggg me. When someone a;hs, 'Do we éet out early' in the middle of a
'lesson. That tells me:..you know. . .when yon have the feeling that a lesson
is going badly and then someone pipes up 'Can WE‘EZE out early?' you feei
like strangling someone at_ that point you know. It's kind of annoying
and on another occasion..."Pace is important Grant gets a little
frustrated with the pace after a while He's the one who asked 'Can we
get going?' and I gave him hell for it. I told him I thought it was
inappropriate. What do I do? I don't want to be asked ‘that question. The
impatience of youth. . .maybe I should be more‘tolerant, I don't know."

\He was reading a book during the math lesson on another day..."To my
chagrin I noticed that Gfant‘was off task but then his reaeon was that he
knew thie stuff. Maybe its not fair for me to tell him that he can't do
fother things when he does know but I sort of insist anyhow...Generally

I feel that children should be discreet enough not to be doing those

kinds of things. It% mo;e of a general kind of rule and he's not a

frequent offender." e



231

Casge {13
Grant

Grant kept testing the teacher regarding another Page 2

general rule that had been made about having to sit on the floor in a
\ group while the teacher read the novel to them. "I feel like an idiot
saying 'Hey you can't sit on a chair'." Grant was rated 1 on both
measures of "maturity",

The teacher assigned a 2 in "general intellectual ability", 1 for
"probable highest achiever", and a 1 in "creativity". "He's a very hright
little bdy.“ He was assessed as a 2 in "probable achievement in’language
arts" and also for "prebable achievement. in math'. The teacher felt he
was "excellent in both subject areas,"

Grant wae rated as 2 in "persistence", 1 in ' careful/deliberate
worker , and 3.in "motivation to do school work'. When asked to clarify
his assessment of Grant's work habits the teacher said, "I don't know
if that' s entirely accurate. It's better than fair What may have
influenced what I put down or said is that he sometimes won't do his work
in class time...It's not a‘case of refusal but he would prefer to take it
home..._Sometimes_staying on task dt school is difficult for him, or
_appears to be because-he doesn't do it. But anytime I say 'Okay, Grant,
that' s fine, but you best have that done and here tomorrow' he always
does it and does it well. So is that lacking in 'persistence'? I don't
know;;

The teacher was not "concerned" (7) about Grant's academic progress.

¢

© Additional Information

© Age: 8byears 5 months (mean = 8 years 7 months)

I.Q.: Verbal 128 (mean = 112.73)
“Quantitative 140 (mean = 112, 65)
Non-Verbal 137 (mean = 111.46)

| Achievement Language Arts 93% (mean = 85,07)
- Mathematics 98% (mean = 93, 64)
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Téacher-Directed Self-Paced Total Time on Task
Mathematics 96% 897 - 91%
24 minutes 1.25 hours - 1.65 hours
Verbal Interggtion Data

Grant Language Arts Math Both Subjects

All Tinits 3.3 2.3 2.8

Product Q 4.1 2.1 3.1

Process Q 3.2 1.0 2.5

Get AttEJQ’ 6.3 11.1 8.8

Comments 3.0 2,2 2.6

Sustaining 8.2 0.0 5.5 c

Tinit Prai 1.7 2.2 1.9

+ Tinit Crit 0.0 5.6 2.4

Behavioral 3.0 3.2 3.1

All Sinits 2.7 2.6 2.6

Ss Accepted 10/11 - 7/7 17/18
| Total Verbal 3.1 2.4 2.8

Discussion

Grant was a couple of months younger than most class members but he

received top scores on the maturity ratings.

I.Q. scores and was rated high (2'

He had extremely”high

s) for expectancy measures. The

teacher considered his academic work to be excellent.

His scores of 2 and 4 on the cooperation attribute may have been

assigned because of his obvious “impatience with delays in instruction,

~" He was well liked and.was a member of the attachment group.

The teacher felt that his effort was adequate but” not perhaps his

best, and he assigned marks ranging from 1 to 3 on the effort-related

i
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attributes." | . Page 4

It would be reasonable to expect ‘that a high-achieving boy in
the attachment group would be involved in a high percentage of dyadic
verbal interactions and in addition would createbmany Sinit opportunities
for himself. However, ouerall his percentage‘(2.8) ofwinv01Vement in
verbal exchanges was lower than class average Only language arts Product
questions (4 1) were within normal range, while math (2 1). and all
Product questions in both subjects (3.1) were less. He received a 1ow
_ratio (3.2) for language arts Process questions but the ratio of
language arts Process questions rose to 5 3 in the reading group setting.
In math, the teacher was more 'inclined tohaddress'Product and Process

questions to low math achievers and indeed Gran; received only 1.0 of

Process questions in math settings.
He initiated a low percentage of Sinits (2.6) overall but during \

reading group settings the ratio of Sinits rose to 5.9%. The Get Atte ‘

.questions and Tinit Criticism ratios are based on feu teache;—defiver~-
instances thus the three Get Attention quescions and the one instance of
Criticism he received resulted in inflated percentages., in all che e
are surpriggngly few verbal contacts with Géant.ilt may simply reflect
the teacher's perception that he wasgan eXCellent student who needed

little'assistance.

If 1.Q. scores are a good ipdication of potential and if effort
attribution was accurate then Grant seemed to be able'to achieve

excellent results without having to exert any more‘effort than was

necessary for the task. '*%

St
e
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- Ian was described as a very‘"attréc;ive” (1), "notigeabié" (2) but
vefy fggﬁappy" (75 little bdyﬁ The‘teacﬁer aésigned a 3'in "wan£ing to
keep for another year" and was very "concerned" (15 about him. "Ian has
had a lot of school problems. Ever since fhe outset'he's really had a lot
of difficulty.ﬁ; He repeafed Grade Qne. In a sense he's 'turned off' |
s;hool... He's sort of ldid-back, easy-going, and what the hell it'll
ailjcome»out iﬁ the wash sort‘of thing... Ian was aséigned.a‘jygz;
maintaining'"efe contact"." | |

" Tan haé eye/hand coordination éroblems making gnyfwritten éssignment
difficult for him.,.Part of the'problgm 1svtpis ygar‘his Mom died after a
lengthy illness..;He's handled'it verﬁ well,bgﬁ sometimes he just 'spacqs
out' and I let him go. I don't want to put too much pressure on a kid who
ﬁas a lot to live with‘right now...It just isn't the time to put intensive

catch—-up kinds of activities bn him..."

,Ian‘daé placed in the concern group. "1 could'spend a lot of time
with someone like Ian.lMostly cause I liké the kid, I:gueés; and»beéause
ﬁe has sbmé‘problems...Ian isn't the brightest lad across the board, he
Jjust isn't .iNot,withstanding that he's a nice lad to work w}th.;He's a

ikid who, I tbink with a lot of éttention,"a,ldt of drill, a lét pf-work—
weil he's not going to be a 'scholar' but obviously.I think a one on éne
sit?ation wpuld.improVeiwhatever'skiil leygl...qhether it would be
retainéd, I donft know ,.. I think I understand his situation. It's beeﬁ
é prettx'rugged year.fof him | | |

Ian received a low rating (7) iﬁ_"general intellectuél ability" and

received a 4 for "creativity". " I wouldn't say that he has an awful lot
y , y ths

a
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‘ . S o ) : Page 2
rating of 7 for both math and- language arts.achievement‘and'a 7 for

.""probable highest achiever", "With a_Tot of individual help he comes

along, but its painstaking in math. Math is the-area I've probably

. spent the‘most time with him on. He's come along fairly well dealing

with things that I didn't think at the outset he would be able to do."
“Ian was in the lowér reading group and was considered to be at the
bottom of that group."Both Ian and Tom go to the resource foom for

individual help in language arts three times a week"( two of whicﬁ wére

during math lessohs)." They miss.more than I'd like but they're

receliving the extra help in thé language arts area and you'sort of have

to weigh the benefits you know.." The teacher found that their feturning

s

‘during math lessons often created a distraction. "Its hard enough to keep

» f

them on task when they're here for the whole lesson but when they're,
sort of waﬁdgring in then it becomes more difficult because I have to
very éarefully go over directions with these ‘two usually and often it's

righﬁ'in the middle of the lesson and it really interrupts the flow

--éﬁd it bugs me a bit..." On one such occasion Ian requested to go back"

out to the washroom and was refused permission and then he informed tbe‘“

teacher he had leftfhis pencil at the resource room. The teacher's

interactive thought at this moment was..."Well I don't often think 'kill'

but, you know, I sort of say to myself 'Gee -what's going through this
. ' : - ' TN e

kid's head?' You know its pretty scattered thinking... Its pretty

distracting. I think I'm a little annoyéd,but with'Ian again, I don‘t

like to show my énnoyanceQ
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' £ o
In the lengoage arts setting of oral reading of Page' 3

the noyel’by;the teacher Ian was "turned off". ?He‘doeSn't knoY what's
going on. I basically avoid asking‘hin questions'" in that setting.
"Ian;received a low score (7) for being a "careful/deliberate worket"
and also fot the ”celm/good self‘control" dinension}.The teacher assigned
a 7 for both Vpersistencev and("motivation to dolschool'work". His |
hehavior was inconsistent in that "he‘tunes in and out‘for days and then .
'workschard.;. I can't figure him out. At Eiggé I can t anyway He seems
to respond well to positive reinforcement at times .It s really hard
~ to stay on task given the kind of 31tuation that he has.,.From class -
experienoeilan'is quitevoften of f tash,:specially if he‘gffinding a
task diffiCMit.“ A;reported interactive decision oocurred‘when the
teacher perceived that "he nasn't pa&ing attention,‘or I wasn't satisfied
that he was;‘and I thought"proximity' will help. So I sat on'his'desk.
 He'll work sporadically while iim there. You see he can exolain this to
" me. He canhtell me. then I would 1ook over and I'd see he was doing
nothing. The effott wasn't too great." |
'Concerning-teachet—difected small group readingvsituationsithe
teacher commented, "One:thing I;think'it would be safe to sa& is that
Ian doesn't concentrate on tHe task at hand ‘even in a éituation lihe that.
‘He's yawning, stretching... Ian spends a lot of time off task and I know
'that and one has to sort of balance off how much time to spend keeping -
him on task specifically and that's a judgment that you have to make and
its difficult...or maybe 1 could ask you..'How much time 3593;9 I spend
.keeping that Child on task?' Even if nothing is going on essentially he' 11)
daydream.vI would hateitokguess what percentage of his time he spendg

off task. God knows where he is ... " .

PN
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The teacher felt that Ian was "approachable" - Page 4
o L '
and although he had learning problems, Ian appeared to be open about
them "The thing is he doesn' t see himself as a very bright individual.
& .
That can often be a cause of unhappiness In his interaction with peers
I think he does fine but I don't think there' s any 'future to his N
vision of himself... I'm pretty anxious that he will at least leave
grade 3 feeling that he‘s a decent sort of fellow anywazﬁwith some of the
'basic skills that are requ1red . School is not going to be easy for him,

- Its probably going to get harder for him ...
| The teacher—assigged/; 5 andya 6 in the two ratings of "maturity"
and a 4 and a7 on the two measures of "cooperation". An observation of
a videotaped lesson was LT was a little annoyed with him there because
he was being quite disruptive, Not only that but he and Tom were off task |
completely and indeed as it turned out later when I went back he hadn't
finished his work I forgave him though " of Ian and Bonnie (the concern
| girl) the teacher said "They really can't keep their act together as fa(//fx\\*_
as having their equipment and so on and it can be a little frustrating
at times ‘when you have to start each lesson assembling materials for them,
I'm not inclined to provide them with a' new pencil each day. I'm just
“ not going to do ic."

- When requeSted in June.to identify which was the more acCuraEel
rating for ' cooperation" the teacherkstated "I’d say &t was the lower,

'toward the lower side than the medium. You know how 1t is with Ian but he.

has fluctuations too. There are rare times when Ian will really, if

-

you encourage him and so on, things are going well then he is very
cooperative There are other times when he 8 just not interested 50’

ith difficuit But on balance I would put him on the lower side "
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Another refl.y M | ' Page 5
ection in June was "'lan, who had some very _
obvious problems, probably wasn't the most 'responsive' kid I've ever

taught in terms of responding to the kinds of appfoaches'that I took.

At the same time, I felt a great deal of concern for him."

Fae

;Additionai Informationy

Age: 9 years 5 months (mean = 8 years 7 months)

" 1.Q.: Verbal 80 (mean = 112.73)
' Quantitative 82 (mean = 112.65)
Non-Verbal 92 (mean = 111.46)

Achievement : Language arts 69% (mean 85.07) ‘
.pnfortunately he moved away before taking

Math ....
o this test.
Engaged Time Data ;
. Teacher-Directed Self-Paced Total Time_on'Task , :
Language Arts 5% N - 62%
: 3.56 hours 2.85 hours 6.4 hours
Mathematics s 724 674
R B .50 hours 1.25 ‘hours 1.75 hours
{Combined - 72% s - 63n
Subjects 4.06 hours 4.1 hours 8.16 hours
-Verbal Interactioﬁ Data , ‘_ .
Tan Language Arts Mathematicé T Both Subjecté
“All Tinits 6.7 i 9.3 7.8
Product Q 5.6 9.0 7.1
Process Q | S1.5 137 SR B
Get Atn Q 18.8 . C29.1 L2602
Comments 1.7 0 | 8 9.6
Sustaining | * 6.7 87 - 1.3
| TedtPrai § 7.0 | s | 6.3
‘Tinit Crit 1.8 5.6 9.6
‘Behavioral 10.5 (- 1.7 7 9.4
ALl Sinits .| . 4.4 | 5.6 - | 4.8
ss Accepted | 17/21 | 14/15 31/36 -
Total Verbal| 6.0 | 83 | 6.9
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Discussion '
T &

‘The teacher displayed a considerable amount of empathy and

understanding toward Ian but at the same time'wanted to prod and

[
#

.’encourage him along. ‘It often seemed a hopeless and thankless task but
occasionally a response of sustained effort on Ian s part encouraged .
the teacher to keep trying to accomplish as much as possible with hip.

"~ Ian was involved in a high percentage of verbal interactinn with
the teacher. In all, he received 7.8% of the teacher—initﬂated interaction
. for the class during the times he was in the room. More of this occurred
in math (8.3) than in language arts (6.0) and-much of it todk the form
of Explanations (15.1) and Sustaining behavior_(7.3)'Part of‘the :
attention in math was due to ‘the fact that he missed part of math time
twice a week while at resource room and the teacher‘had to make sure
that he could easily rejoin class activities, |

He was asked more Product questions (9 0) in math and considerably

more Process questions (13.7) in. math than in language arts (only 1 SZ)
.This could be due. to ‘Good and Grouws'(1977) finding ‘that process
questions were effectively used during math explanations. The'genera1~
tendency of this teacher was not to ask as many Process quescions in o
- math as he posed in language arts | | | |
In keeping with the teacher 8 perception of Ian 8 short attention
: span, he received a high percentage of Get Attention questions (24 22)
h More of these Get Attention questions vere posed in math (29. 42) than -
in language arts (18. 8) He often received substantial rriticism and

' behavioral reminders for the same reasons although the teacher tried not
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'j to show his annoyance. Ian received a high percentage of

vr;fzpraise for his efforts in language arts (7 0) and math (5 l)

In all Ian monopolized a lot oi teacher verbal attention because
..he was a 1ikeable, low-achieving student ‘whom the teacher wanted to
| help and encourage. Ian was a concern student, and because he was

" frequently perceived to be off task and not paying attention he received

large amounts of cqrrective and,sustadning verbal behavior as well.



o2
Case {15 L
Tom -

The teacher described Tom as ‘a fairly Page 1

attractive" (2) and "noticeable" (2) boy. He. rated him as 3 on. the
"happy attribute (mean = 2, 65) and reasoned that his difficulties with
schoolwork were disturbing to Tom. "Its the self image. He always has

‘a big smile on his face, but - how much does that mean?" Tom wasiassigned o

}a 4 fgi maintaining eye contact"r The teacher was greatly concerned"

(1) about Tom s academic progress and had placed him in the concern |

attitude group. Tom received a4 in " wanting to keep for another year

The teacher assigned a 6 for ' general intellectual ability"

: "Across the board he just isn t terribly bright...Progress with him is

"‘pretty painstaking " Tom would be moving at the end of the year to |

.another school district otherwise the teacher would have attempted to

'have him placed in a special class situation. "I would have had ‘him
:tested to see if he was a reasonable applicant for adaptation." The '
teacher was considering failing him. His parents were very concerned ’

: about him. His younger brother was one year behind in school and they

- did not whnt both boys to be in the same grade."I have mixed feelings '"y

_labout it but I m going to go with their feelings on it...Actually,

given the succees rate of repeatera, I think they re right too...Well
Erit doesn t matter to me...YOu know, the kid 1ikes himself and if I do
hﬁthat, there will probably be enough rivalry develop that would make

‘ ;ithings difficult...p"? ’*vi : g";‘",'hl '"_‘- ” _%f? ,,,vi..‘:'f[ n

The teacher assigned a 7 for both "probable achievement in math"

__fand for "probable achievement in language arta". He assigned a 6 for T

5 both "probable highest achiever and for "creativity . Tom was in the O

’::llower reading group and was conaidered to be " one of the lowest in

'ﬂthe group ...He doesn t read in a flowing fashion...Ha doea have trouble

.
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with word recognition sometimes. Tom attended
: resource room for individual help in language

C arts three times a week and as a result missed some instructional time

He had "quite severe eye/hand coordination problems which make .

written assignments painful for lrim". He was assigned a6 for both .

' motivation to do school work" and for being a careful/deliberate '

Bl

worker.“ He received a 7 on the persistence attribute. He was assigned

- score_of 5 forwthe calm/good self control"fattribute.,On«the two
,measures‘of maturity", Tom received a 6 and a 7 and for both measures
o of "cooperation “he received a4 and a 6 respectively "Tom needs a lot

‘ of work ‘and tries pretty hard. He 8 willing to intermittently

'at least he '8 willing to force himself to concentrate...Some things

' vvhe will really strive to complete and finish and other times he 8. sort -

of- not willing to do that." The teacher described him as‘"open and

B spproachable regarding his 1earning difficulties,v |
In the June interview the teacher was greatly encog;aged by Tom 8

test results and his recent academic effort. "What a supeﬁ job this

_kid 8 been doing He s, been working very hard His parents have been

'working hard with him at home.,He's been getting ‘some positive results o

"and feels a lot better about what he s doing, of course. He can t spell

to save. his 1ife and he still doesn t transfer but he ll memorize

J Qlthose words and he gets one hundred percent on them ces and with math

' ',cescs, if'you know your basics and drill drill drill... that has made,"

‘-}fall the difference in the world... 3-'%Qf*1”: 4
-:"His reading - he was in the third percentile in deooding and in the

s

LA, .
.

“"/ .. B
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eleventh in comprehension last year and this year Page 3

he moved to about the 35th, It's a pretty marked improvement.,.His
math score is 53 out of 60... I wouldn't fail him now... His scores are

high enough..He's got lots of problems and he's'going to need

understanding teachers but I wouldn't fail him now,..

Additional Information

Age: 8 years 4 months (mean= 8 years 7 months)
I:Q.: Verbal 96 (mean ="112,73)
Quantitative 103 (mean 112.65)
. Non-Verbal 103 (mean = 111.46)

" Achievement : Language Arts 71% (mean 85.07%)
’ Mathematics 887 (mean = 93,64)

Engaged Time Data

‘ Teééher—Directed Self-Paced |Total Time on Task
Language Arts | .  84% 587% 70%
‘ 2.53 hours 3.08 hours| 5.61 hours
|Mathematics |  64% 524 56%
.83 hours 1.75 hours| 2.58 hours
Both Subjects 79% 56% 6%
\ 3.36 hours 4.83 hours 8.2 hours
Discussion ‘ 2 Yy

Tom was a few months younger than the average age for this class
and he Qgs considered to be quite immature by the téachgg, His I.Q.
scores were well below average for this particuiar claﬁs and the ;eacher
assessments of his general intellectual ability, his creativity, égd
Vmﬂis exﬁected achievement were vefy’iow.

" Tom was pleasant and the sporadic effort he exerted was mhtually

‘encouraging to both himself and. the teacher. o
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. Tom
Verbal Interaction Data Page 4
| Tom /7 Language Arts | Mathematics Both Subjects
A1 s 4.8 7.8 6.0
Product Q 4.6 7.1 o0 5,6
Process @ 3.1 5.7 3.8
Get Atn Q 0.0 ' 0.0 0.0
Comments 5.6 11.7 8.2
Sustain 3.3 2.8 3.1
Tinit Prai 3.5 '11.6 _‘6
Tinit Crit 0.0 0.0 0.0
_ | Behavioral 5.3 9.0 6.6
A1l Sinits 6.5 4.4 5.8
.Ss Accepted M 28/29 8/11 36/40
Total Verbal 5.3 6.8 5.9

The engaged time data represented 8.2 hours and showed tﬁat he
was only on task appfoximatély two-thirds of.the time overall, and
was off task even more during”independeht self;pacéd activities. He
qften found the work discoﬁraging,’espeéially written.work, anq tended
to become distracted quité easily. |

o

His parents, who were most concerned offered help and encouragement

i
{ N

at home éndifhe conéerteé effort resulted in reaSohable achievement
" by the end of the year, His mark in language arts was 14 points lower
than the class average ﬁark but his math mark was only five points
lower than the class av;rage. On balance,_the teacher felt that with |
continued effort Tom could continue to experience a certain amount of
success in school, In June because of all the hard work Tom had

v

~been doing the teacher remarked," Tom is kind of a rewarding expgrience .
right now."

Tom received higher ‘than average,ratios‘bf verbal interaction overall.
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His ratio of Product questions was 4,6 in language Tom
L Page 5

arts compared to 7,1% in math, For both subjects he )
received more of the Product qdestions in individuél settings (12,5 in
individual language arté settings} and 13.5 in individual math éeftings).
He received a high ratio of Pfaise overall with 3.5 oqcurringvin
language arts ( ?.7 in the poor reading group instructional setting)
and 11.6% of Pfaige‘occurringiin math'( 17.47 in self~baced aétivities
‘and 8.7 in puglic math settings); He.received no instanqés of Get
Attention questiogs and no Criticism at all. Higher ;han average
amounts of Behavioral reminders@were necessary, ;articularly in math
settings. ' ' - ‘ ,-‘ ‘ '
* Tom initiated a great many Sinits with 5.8% occurring overall apd'
6.5 in language arts and 4.4 in math. He was not hesitant to ask the
teachér for help and assistance when he needed it,

Tom was a low achieving sfﬁdent who tried hard at tiﬁes He concerned
the teacher who was willing to help and encourage him. He was able
to command considerable verbal attention from the teacher and, as it

turned out, his gains in achievement over lagt year's mesults were

a source of great satisfaction to everybody concerned.:.
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//”f : . Matthew

’ \, " "o ] n Page 1
Matt was described[asxan ‘attractive" (1), "happy ,

(2), but_notlall that ;6otileable"(4; mean =2.8) boy. "He's not a

»

demanding individual in the claéstoom but he's sure a nice boy." He
was assigned a 2 for maintaining "eye contact" and a 2 in "wanting to
keep for another year." He was placed in the attachment group. 'He's .
in with the sporting thing so he's got lots of after-school friends
and so on.' |
L34

Matt was.assigned 2's for '"probable highest achiever", for
"probable achievement in language arts", and for "creativity". He
received 3's for "probable achievement in mathf, and for "general
intellectual ability". "Matt is.a better than average student. He's'ty
no means the top student in.the classi He's pretty good at most of the
thingsvthap he does."”
E thtt was rated né 2 on the "calm" attribute and was tonsidered a
fairly "careful/deliberate worker" (2), and "persistent" {(2). He was
assigned a 3 for‘"motivation to do school work." “Sometimes he's a
little slower than I.would like him to be. ..He s not the fastest worker
but he's an. accurate and methodical worker who is a pretty bright
fellow... His pace io a little slow, that's all." The teacher was not
"concerned" (7) about Matt's acaoemio progteos.’ﬂe received a 2 and a 3
on the two measures of "cooperation" and a 2 and a 3 for both measures

of "maturity". Overall the teacher provided little- information about

Matt during the interviews,

Additional Information *
_ T .

. r'4 )
Age: 8 yearsjlo'months (mean 8 years 7 months)

1.Q.: Verbal 114 (mean= 112.73)
Quantitative 122 (mean= 112.65)
‘Non-Verbal 130 (mean= 111.46)

246
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v ’ _ : . Matthew
Page 2
Achievement; Language Arts 93% (mean— 85.07%)
) Mathematics 95 (mean= 93.64%)
Nd_Engaged Time Data available.
Verbal Interaction Data
Matthew jLanguage Krts Mathematics | Both Subjects
All Tinits 5.1 2.7 ' 4.0
Product Q 4.9 1.7 3.3 ?
Process Q 6.5 2.9 5.3
Get Atn Q 6.3 0.0 2.8
Comments 4.0 3.3 3.7
Sustain 4.8 1.7 3.7
‘Tinit Prai 4.7 2.0 3.5 ,
Tinit Crit 0.0 0.0 0 0 )
| Behavioral 3.9 2.9 3.5 '
ALl Sinits - | 4.0 2.9 3.6
Ss Accepted 19/19 7/9 | 26728
~Total Verbal | . 4.7 2.8 . 3.9

)

Matt had more ability than was readily apparent if I.qQ. scotee are
any indication He was quiet and not as noticeable as other students.
His :veralleinit percentage 1s less than average which implies that he
was:not overly assertive, Altheugh the teacher held a.high effort,
: attribution)fdr him, his slow working pace may have influenced the
_teacher s perception of his ability. He was assigned high expectancy
ecores for "probablerhighest achiever" and. for language arts '

' achievement but only middle expectancy scores for math achievement and

for general intellectual ability. It looked as though he should have

)
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' | ' Matthe
been a top math student as the potential seems to haye Page 3w

been there, The verbal interaction during matn was curiously lower”
than during language‘arts instruction. He received less than half of
the amount of Product and Process questions he received in language
arts and he approached the teacher with fewer Sinits during‘math |
instruction. | |
Disciplinary contacts were lower than class average'which provides
some'indication of his classroom benayior and cooperation.
Matt's total Tinit percentage wes an average 4.0. Most of these
(4.6) occurred in large group settings. Of the 3.3 Product questions .
ratio all‘were posed_duringflarge group instruction with none involving
‘Matt in either individual group.or small group settings. He did receive
a higher than class average amount of Process questions indicating that
¢ the teacher felt he was. ‘capable ofeanswering high level questions The
greater percentage of these Process questions occurred in large group
isettings during language arts instruction,’
The teacher seemed to lack any additional background information

about Matt but considered him to be Well-liked and an. able student

L. \.
5 5
s
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Case #17
. John '

John was: portrayed as a fairly "happy" (2) boy Page 1

"but a bit less "attractive" (2; mean - 1. 65) and less "noticeable"
(3; mean = 2, 8) than other classmates. -

John was assigned a4 for both "general intellectual ability" and
_for probable highest achiever and 2 for the '‘creativity" attrlbute.
He was rated as 3 for "probable achievement in languageﬂarts"yand 4 for
"probable achievement in math". He was in‘the good reading group "He's
somebody I would typify as being a reasonable, good, average student-
.nothlng outstanding but nothing 1 need to worry about a 1ot . In’terms
of academics if I wanted to put my fingers on where he's at T might -
have a little more trouble doing that." The teacher was slightly

concerned" (3) about his academic progress.

John received ratings of 3 and 5 on the tvo measures of
"cooperation/eompliance" and a 5 on both_ratings of "maturity". "John
is one of the youngest kids in thevclaSS. He's,fairly bright and 1
think any problems that John has are related to age‘level and
vmaturation... I would typify him as a little immature in some of his
dealings with me and with gome of the other kids as well . Probably

given the catch—up in maturity he would probably be a very solid

student." He was assigned a 3 for maintaining eye contact".

You know, some kids are leaders, and I'm not. saying he isn' isn't
or won't be, but he's younger. He's not the most visible person in
the class |

John was assigned a 3 for motivation to‘do school work"; 3 for
persistence and 4 for both "careful/deliberate worker and the' calm"

atttibute. John exhibited behaviors which the teacher found off-putting

~



250
.Case #17

' \ \ . John
The teacher had reminded him during class to buy a - Page 2

scribbler instead of having to use sheets of paper.i"He’hesn't had one
all yeer.hTherels no problem with money. Itf just'he‘hasn't bothered
to." o

‘"occasionally, almost.in a purposeful way; he's negétiveland thinks
its cute to tease a licele bit... There are daysvwhen'l think he doesn't

pay attention as closely as he ought to and so he doesn't- know quite

where we are... This morning when I was talking to him about spelling,

. that was- earlier on, he basically was being a bit. lazy. He wanted me

to give him . some 1nformation and he had the information " And on another
occasion...""The only one who didn't get the’directions there was John.

Oh man, that annoys me cause he 11 do that sometimes He must just click
off. Cause when everybody else is getting it and one kid isn't, then’
that's listening . Its too bad the camera isn't on him because he must

be fiddling around or phased out or dazed out ... I had asked him a
question as we went around He was very insistent You see he -makes

a hell of a lot of noise until you ask him a question, quite often.’

,He 11 do things like that «.. Here' 8 when we're doing the estimating and

: the measuring with the card of the other shape and he made a heck of a

: racket and he did have it done and that was fine but . insisted that I

ask him and I was basically finished with that part of it but he still
had his hand up and he was wiggling and jiggling and so. I thought 'Well

Iy may as well ask him' " | » | |

While confirming the rating of "calm" (4)...'we11 you know the o
‘ kind of demands that he makes when he wants to volunteer. Its not -

—sufficient to put up a hand It has to be 'Oh Oh, Oh,' and you know



this kind of thing.

The teacher felt these shortcomings in behavior 'sort of

coincide with the maturity thing, "

A

Case #17

.;Sort of lacking in self control," John

Page 3

~John was rated as 4 in "wanting to keep for another year" (mean=

2 69) and he was placed in the indifference group.

As for others

placed in this attitude group the teacher felt that John stood out

neither pOSitively or negatively in class

or 1nd1fferent” about him.

Additional Information

and generally,felt "blah"

Age 8 years 3 months (mean = 8 years 7 months)

I. Q ‘Verbal 113 (mean = 112, 73)
Quantitative 104 (mean =
Non-Verbal 118 (mean = 111. 46)

Achievement":

Engaged Time Data

112.65)

Language Arts 82% (mean 85. 07)
Mathematics 92% (mean 93.64)

&)

Teacher—Di&ected Self-Paced Total Time on Task<},
Language Arts. " 85% 77% ' 'v 83% -
’ 41 minutes 22 minutes 63 minutes -
Discussion - L
Srecussion A

John was seen to be a fairly imma}ure 1ittle boy who, at times,

.

exhibited irritating behavior and whose attention often wandered from

: the lesson. As this necessitated extra monitoring behavior from the

teacher he was seen to be lacking in the "

calm/self control"

(4) area as well as’ being somewhat uncooperative overall.

The assigned effort-related scores were in the 3 to 4 range which

implied that he did not try as hard as ‘he might and did not exhibit

ch enthusiasm at timea.

The teacher liked him.less well than others

in the class and assigned him to the indifference group.

251
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, Yerbal lnteract g:ZE';

John . Mathematics . |~ Both Subjects
All Tinits 5.7 | 5.5 | .
Product Q 5.5 5.2 - :
Process Q - | 3.5 o 5,2
Get Atn Q 0.0 5.9 | 3.1
‘Comments 4.9 - 6.7 5.7
Tinit Prai 6.1 41 5.3
Tinit Crit 6.1 . | 40 : 5.3
Behavioral | 5.6 . | 6.7 6.0

A'ALL Sinits | 1.7 | 2.4 2.0
Ss Accepted |.  7/7 A5/ | 12713
Total Verbal 4.3, 4,8 4.5

:His expectancy scores were in the 3 to 4 range ‘which projected .
average achievement of end of the year results. He made below average
marks in both language arts’and math. |

John received higher than average ratios for verbal attention which

N\

is unusual for an indifference student. Most of this attention consisted
of . Tinit Process questions, Tinit Product questions and Tinit Comments. B
Although somewhat inflated the Tinit Criticism ratios. indicate that At
e.was sometimes considered necessary for the teacher to address such
comments to John but - most of these occurred on a one to one basis in
V'private settings., | |
d A_highvperdentage:(5.9).of'Cet Attention qnestions.sere\posed'in
_ math to keep him on task (The researcher noted that he would sometimes
sit and just stare ahead looking somewhat "blank" for periods of time._
"'This particular behazior is one!iisociated with indifference students
« from.other‘studies.)~er o ‘l;j ) l;""‘- o jlij_
Conversely, in:heepingiwith typicalvihdifference:student hehsvior, John
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initiated few Sinits with the teacher. Most of these. Page 5

~did occur'duting whoie class settiﬁgsvbut the‘ovefall percentage of
Sinits was lower than'clgss avgfagé. ,

Although‘théuteachér kept in:coﬂstant‘confaét_ﬁiéh'him éﬁd’éffbrdéd
_highvpercentaées of instructioﬁal'intefactipn,‘John:cﬁoseunoﬁ ﬁb

reciprocate to anyigreat extent by ‘initiating contacts with'the teacher.
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- Page 1

| lhe teacher'perceived Bonnie to'he_relatively

uggattractive"b(d; mean=l.65), not all‘that "noticeahlef
(5, mean=2;8l), and a very'fgnhappy" (7):little-girl who had a lothof'
problems. "She's hyperkinetic and on_medication‘which slowslher down.
Some days she's 'not'here'. Her mother manipulates her medication'and
I think if Bonnie seems to be a little rambunctious, Bonnie's mother dps
the dosage of it." In May he added "She goes through phases-too. To - .
lwhat degree.the drugs have an effect on her mood l really.can't say.'I
know, for example, last weehyshe wasidown:in'the doldrums. Wel 'itfwasnft‘J
the‘drug thinghitvwas that Hom and Dad were out;of_t0wn; gone1§naholiday.‘
'somewhere. lhatihappens to_lots ofgkids but they don't respond.in theﬁ*_
same way. It really seems to. have an effect on her. | .

"She s had severe eye/hand coordination difficulties She 8 very
slow.at any written assignment." Concerning her drawing in the hands on
1the clock faces in math the teacher explained "Her handwriting B
capability is such that sometimes you can' t tell where something is
pointing. So anyway I had the impression that she had the idea .despite o

T

the drawing itself... I should show you her handwriting scribbler. Its

something else .. She' s coming along but its slow progress and she knows .

’ . ]

.'it...If you asked het to sit down and write the letters of - the alphabet '
.curaive style, or even print them, it would take her... well if you |
didn t superv e her it wouldn't be donet..lts very discouraging for her ;;
‘to have to do written work I try not to pu; too much pressure on her'H -

:_for written work you know. She 11 sonetimes play that off against ne;~"

fsaying, 'Well should 1 only do ﬂéis much?' and if its a reasouable

: amount 1'11 say, ."Yeah that will be fine.. In a timed math test, ' j

f‘for exanple, if I gave_30 practice questions, she'll get six done andvi f



- 255
’Caseh#JS

Bonnie & -
‘Page 2

, and'I'll say to her 'Well that's - enough I can see
: that you know how to do that,' this sort of thing. But
~ ghe knows exactly what's going on and she finds that quite frustrating...
yWhen she first came to me in the. beginning of the year she was almost a .,
& disaster. The 'avoidance' techniques she had developed were many and
'varied and inventive and long lasting and so’ on.,. We had to have some
frank discussions about some of the problems she has and she ] very ‘
aware of the difficulties she has...My approach now is that if I see
sort of a backslide into some of the old habits, then I try and jump on
f,her pretty quickly... I'm not big on keeping kids after school
Yesterday;during art I had Bonnie working because essentially, almost ‘
'g in an act‘of defiance,vshe had not done some work hoping I'd say 'Well"
»or just ignore. I decided I'm not ignoring that!...So she spent the
:-;better part of a period doing what should normally take even her only
;_ twenty minutes... As I d mentiOned she was very poor at the first of
’lhthe year, just getting organized and finding things._If 1 didn t say
v anything to her she wouldn't work all day._She wouldn t disrupt at a11
;1but she wouldn t.do any work She 8 not anything like that now but of
*;late she isn t as good as she has been and I decided we're reaching the i:f
end of the year.-'Let 8 try and straighten ourselves out’, ., Then she _;. :
: _tells me quite a few little fibs about where her work is and who did
h?tbis or uho did that. She s quite sdept at avoidance techniques although

gl

,’? they don t work too well with me- anynore.~_.'"

During one~recess the teachcr spoke to her privately.,"She initislly

'h.‘tried to bIame everybody else. 'Nick's bugging me.f thl 1 had a chat |
>°'with her telling her that 'Hey we ve got to get it together._The wotk

‘3Fhas to be done And its not becsuse she 's hsving diffi¢“1t7 "ith the

»
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"g work its the other thing— getting herself ‘

organized getting going. Today she 8 a bit 'spaced outi

B but she ‘s not angry with me for having said these gorts of things.

" ‘ The teacher assigned a 5~(mean=3 7) for~ general intellectual

, ability", a4 (mean=3 3) for "probable highest achiever", and a 2
(mean=3 03) for "creativity". "She 8 bright enough good solid. average

) student Of course, this is typical of a kid with her disabilities

She 8 a bright child." He assigned a7 for "probable achievement in math":
but had difficulty assigning a ranking for ' probable achievement in
language arts"., "She's better in’ language arts excibt that the physical

*’aspect of writing is so difficult for her that it can be frustrating
Here 8 a dilemma...Well it is achievement... Verbally she 8 fine—

creative, imaginative, perceptive- all%?" those things ut if you asked

me how she is going to achieve on a year end test whic requires other ;

skills as well then my answer would be’ that she's. somewhere here." He“
assigned as (mean=3 69) for "probable achievement in. language arts".,tl'v
| She. was in the poor reading group but ghimarily because of eye/hand
coordination problems “She reads quite ni&ely orallxé\zfry expressive'
and she has good word recognition.skills an good comprehension skills{'

and can expresf"them Very adequately in the oral mode...Verbally she

Ty

is reasonably creative She can relate some interesting stories and
- experiences in an effective way. Ber word*usage is pretty solid so she'.

expresses herself relatively well when I can persuade her that this isWT.g;f

.'v somathing she ought to do...If she could keep up with the written aspect
I could probably have her in the other (good) group. Indeed I think '
ahe reads well orally and with better comprehension than some of the .

ne
people that I have back there but there s the other work load They
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~have to do more independent work at the back... h Bonnie
- " Page 4

Therreason she goes‘to resource room is more for the’one—
on-one attention than anything else because she's a good reader. She
. o N
" responds pretty well to a l:t-of positive reinforcement."
Bonnie received loﬁzsceres on the work-releted attributes:
"Careﬁul/deiiberate worker" (7), "persistent"‘worker (7), "mptivated te'

do school work" (7), and for possessing 'calm/good self control" (6).

"She's a frustrated girl in a lot of ways because she knows that she's

-

- {
bright but at the same ti kﬁzging up with the brighter members of
. - | - , 4
" the class is something}pnii\she just has to say 'Well mentally I can
-do that but I'm unable to...' She knows how to do all of these things

but actually the physical aspect of-writing.it‘down...She's discouraged
3 . ) i 2

and she doesn't work at it all the time." : l
' An,interactive‘reflection while watching a videotaped short math
quiz in progress .. "I stand there quite a while at Bonnie because I

know she knows a heck of a lot.more than she ever does and even though

I4

its a written thing and she has difficulty with that- nevertheless its

\
just a case of writing numbers andiconcentrating long enough to figure

. answers;and while Isstoodbthere shL did seven‘or eight: in a‘rpw and
really produced- because I was there! She wouldn't have dome it

normally ..." He returned to stand beside her minutes later after he
o stan o »

had meved‘dn.."She stopped. As soon as I'd left/she'd stopped.“ .

She was assigned as4 and a 6 on the-two ratings of ' cooperation
and . a5and a6 on the two ratings of "maturity". |
At times she 8/ been upset with the, peer group things. Kids are

not as kind to her as they might be. At the same time its a tWo—way

g'street. It always is with kids." The teacher noted that Bonnie was

o S
- B : . 0

—
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sometimes 'isolated' in playground situations.: "It g:gzig

depends on the week and there are times when she completely
isolates herself and...Of course, there's always a conflieﬁ that precedes

the isolation and so she has some problems in that area at various times

‘..inconsistent in that way."

B

»

When questioned as to whether her medical

\problen affected his

perceptionbof her he replied, "Yes, it does. The tendency might be to
say that tnis‘girl has a problem but its being looked after medically
out I have to deal with her within a certain framework. ltb,a little
_different from the class."

She was assigned a 3 for maintaining "eyeicontact" and uaelassigned
aﬂ4 in "wanting to keep for enother year." She "eoncerned" him very much
(1) and he placed her in the concern attitude group. "In terms of
personality my first choice for the group would be Bonnie." In June
‘he reaffirmed his concern for her. "I'm really concerned about her..

I'm concerned that she's emotionally disturbed. ..She 8 just so up and
down and has‘such wide swings in mood and so on..." Although the

&
family was very obviously well—to-do and dppeared ;; if they were
supportive of her, 'the girl 8 very unhappy, qufte frankly. I m
really quite concerned about her but I/don 't know 1if all my attention
-would do any good... T'm really concerned about her state of mind...

¢

Additional Information B R ' ‘ -

Age: 8 years 3 months (mean = 8 years 7 months) Do ~

I.Q.: Verbal 118 (mean = 115.73)
Quantitative 104 (mean 112.65) . ~
-Non~Verbal 102 (mean = 111.46).

Achievement ; Language Arts 89% (mean 85.07%) -
~+ Mathematics B0 (mean = 93, 642)

N
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No Engaged‘Time data available. Bonnjie
o ‘N\f“\\\\\e, Page 6
VerbalIInterac:}Bﬁ Data
Bonnié‘ | ‘ Language Arts | Mathematics | Both Subjects
A1l Tinits 4.6 © 4.3 4.5
\\\\ Product Q 4.9 3.8 b4
- Nprocess q 2.1 4.2 2.9
"\ [cet atn q 0.0 0.0 0.0
sustaining 2.7 . 0.0 1.8
Tinit.Prai 2.4 7.1 4.8
Tinit Critl . 0.0 0.0 0.0
Behavioral 5.6 - 3.0 4.4
Comments ! 6.3 7.0 . 6.7 /
All Sinits 2.0 1.8 1.9
Ss Accepted 7/7 4l 11/11
Total Verbal 3.8 3.7 3.7

Discussion

Bonnie was younger than most of her claesmates and was deemed to be

quite immature by the teacher.

"The typical concern student is a low achiever of low ihtelligence
" but whose effort encourages the teacher to keep working with such a
child His problems are mainly academic in nature. Bonnie 8

somewhat different in that she was reasonably intelligent, could do

the work but exerted little»effort. She was almost continually

_discouraged Her medical and’emotional problems greatly interfered with

case was

259

‘academic enthusiasm and progress and the physical problems of coordination

only exacerbated her difficulties.

The teacher '8 percEption of his role and respons ility can be

seen clearly in his interaction with Bonnie. He privétely revealed a 1ot

—of—empathy—and‘cuncerﬁ'fer“her but when working with her, he” firmly
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insisted that she work up to the level he felt was

manageable and reasonably possible for nep. He talked

" to her directly about her academic problems 1n an understanding vay
and.helped and.enCOUraged her to stay on task.and to keep trying;

Therefore she required a great deal of supervision and'nonitoring
from the teacher who exnerienced‘tew rewvards from working with her.
Perhaps he felt that because many of the problens she experienced had

‘external causes he seemed williné to maintain a consistently supnortive,v
effort in vorking with her. He recognized her academic strengtﬁsqand
weaknesses andlfelt she was capable of more than she was physically:

. able. or motivated to-do. Her language arts mark was!ab0ve class |
average which shows she did have ability_there Vhich could be
demonstrated at times. His expectancy for math achievement had been

- low and her mark received was lower than class average by about 13
-points, . |

Her verbal interaction percentages are ué§er>than average and '
those, that occurred were mostly Tinit Product questions or Comments
containiné either'Behavioral reminders orlPraise. The greatest |

.percentage of these verbal interactions occurred in the small group
setting or while. she worked independently in individual settings.

o~

"She- received a lesser amount of Process questions overall On no

——

occasion did she receive any Get Attention questions or Tinit Criticism
for although such interactions might have been appropriate the teacher
hesitated to provide negative feedback to her |

| ﬁhe initiated a low ratio of Sinits overail and diddnot seem
to approach the teacher when she experieneed difficnlty. However, he




was quick to spot her dilemma and to provide Case. #18
e . Bonnie

the required assistance, Page 8

She was a very'unﬁabpy agd discouraged cﬁiid wﬁo'had many
problems which thé ;eacher could not soive. Tﬂe.rgsoﬁrcé room
appointments were}primarily sét up to.help to bibvide some extra
attéﬁtion and éupporf-for her but it looked as though o§efall the
teachef felt théﬁ Bonnie's éroblems weré:only getting worse and he

was still most concerned about her at the end of the year.

4y

4

261



/"

// : e o . Case #19
‘ / " o , ‘ Nicholas
Nicholas was rated as a very “attractive" (1), Page 1"

very noticeable" (l) and fairly "happy" (2) boy He was actively .

involved in baseball, soccer, and other games with’ the boys in his'

class, « 7

0

From the previous year s reports his ‘parents had been led to. believe
that Nick was a mu“h better student. Thevaere most concerned about this
teacher's assessment of Nick's level but'agreed that'it vaa more'realistic.
"~ "They're nice folks They re a little older. They ve basically raised

their family and they are involved in a lot of things. Nick is the

youngest child by quite a number of years. He has everything that you

could imagine that could be bought an@g I'm wondering if there 5 more

i A

money spent than time and that‘might partially explain ‘his need for
attention - as much attention as he demands in 4 class setting. His

‘Dad just says "Well he's spoiled'. 'Well,' I said, 'I'm not going to
. _ : ' . ' J )
argue with you on that one'..

[

"Nick's an imp is as good a way of Putting it as any. I like him

though " One day ‘he wore an obscene T-shirt to clasgﬁfgg}another occasion

oP

he had -blood smeared all over his arm. After a particularly squirmy day

the teacher. remarked. "He walked in “here this morning and I could see

¢

right now Nick's in one of those humours and 1 know damn*well we're in
for a good day... Of course, he 8 really noticeable « He demands

nt
attention and if you don t give it to him .+ You alwaye question sameone
- | i
" who is willing" to set themselves up’ as the class clown R which Nick - ok

.0

r‘does from time to time, and the people in the class know that its Ni:

turn for a little pat on che back sort of thing. How 'happy is an §

A

'individual like that? Nicholas seens like a. happy ‘enough individual

wwbut underlying -that- there mnat‘be some need for. attention that gons B .
. a ,'i - ’

‘ S

-
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- T , " Nicholas

, unsatisfied...He has the label of 'he's here,’he‘s ” Page 2

there ; he 8 everywhere . Its well known throughout the school That 8

- the- kind of label that he has earned . Comparing him to the start

'the year he 5 improved 80 dramatically in terms of staying in his

of .ﬁé

seat; staying on task. That may seem strange when you look at him and

M

'see,him squirming, but its true. And he really has come a lOng way in

that respect I was just about tearing my hair at the beginning of the

year. He ‘was much more difficult to c0ntrol and more persistent in his

_ non-malicious but scatterbrained behavior e I don t know if it was an

attention—seeking thing or whether its just the chemistry that doesn t

.allow him to sit still but anyway he needed a. lot more correction early

on than he does now, a lot more reminders to stay on task W 1 don t

know whether he s better or I! p more tolerant Maybe I've 1earned

L. B
o

-ignore ite.. You know it bothered me a lot more earlier in the year...

‘You know you could spend two-thirds of your day aaying 'Sit still'

'really very rarely bug him about that."b

to

“

I

th unexpectedly, the teacher assigned the lowest possible score -

(7) on the calm/good self- control" attribute. He was rated a 5 and

©

6 on the two measures of_"maturity" and 4 and 7 én the two measures- of

"cooperation/compliance". "Nick , despite the fact that he'll

occasionally run himself into hot water with me, he s not a malicious f’.

person. 'He's not trying to do someone in, He 8 also very honest. He 8.

not going to fib me about whether he 8 been here or there or doing this

or: that When confronted 1 get the straight goods." On ‘the other hand

<

‘he was often uncooperative. For example, after an interruption caused . .

by a spider... This annoyed me in- here. Very persisoent in here.

I I e e et

I.began}.

o

[N

»~
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Case #19
. Nicholas

to get a little ticked off 'Not another word Nick‘
Page 3

'Okay R he says.' Another distraction during a lesson was caused by

“him, 'Nicholas had run to the back of the room to throw something in

the garbage. Of course, he knows that I'm not very fbnd of that."

. He received a 2 for maintaining eye contact"

The teacher assigned a5 in ' general intellectual ability"

(mean = 3, 76), a 5 for probable highest achiever (mean= 3 30) and a

37for creativity The teacher rated Nick as 5 for both "probable

achievement in language arts" and for probable achievement in math"

valthough by his comments the teacher implied that Nick was better in

math.. There § no question about that he s a stronger math student" ’

and "pretty solid in math Not terribly good in reading but not ‘the’

worst either." When questioned about this discrepancy the teacher

reconsidered and. Bugge%.Ed ""Maybe I should have him up there (middle

group —4)" He was in the slow reading group, 'Nick I think gets a

little uptight as he begins to read and he’ starts..gets the first four ,

words wrong and then once he settlés into it, reads the rest of the
passage very well But I've noticed this on many occasions..He gets

flustered and then bombs a few words. He tries to read too quickly

 for one thing... 'He started to huff and puff and I tried to slow him

‘N

down but maybe I just put him more on the spot I don t know... He '8 in'

such a rush to whistle through I think that 8 true of his written

.work too. He‘reallyvtakes”very litele care in it, T guess he looks upon

as possible— that sort of approach...He 8 often in a hurry to get v

LR

through his work "

> reads
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Sobmethi n. b l 00 : . ' : | ' - ' l Case #19
y t ] ]

: g ‘ king at a. few :wordS 3 dogsn t rea }’ - lTl ] ]

lmde!stand doesn' t teally ‘compt Ehend What ! S goirfg On| . PagE‘

He's always in such a hurry to get through things My big problem is

v getting him, to sIow down and answer the questions that are asked, to

. read the directions carefully, and do what 8 aaked of him in the

He was rated low on the work-related attributes, receiving a 7 J
(mean= 2, 9) on careful/deliberate worker" , a 6 for ' motivation to do
“school work" (mean-3 5) and . a4 for "persistence" (mean = 2 8) The
teacher was quite concerned" (2) abogg his academic progress:

The teacher assigned a.3 (mean = 2. 69) in wanting to keep for
another year and had difficulty placing Nick into one of the attitude
groups.u"Someone like Nicholas.. where will I put him?. I mn not

-

indifferent about him. I'm not sure I d want him for another year...I

' don t reject him.. He almost doesn t fit! He's not like - ‘these kids: who

are sort of ones I ‘see without marvellous personalities and that SOrt

) of thing N § guess I'd be cIoser to attached to him more than anything

- %
else but not as close as some of these others Maybe I'll do this to

. him ' attached *"

. Additional'lnformation . ,v'y1‘{

B

Age. 8 years 8 months (mean = § years 7 mpnths)

. 1.Q.: Verbal 105 (mean = 112. 73)
Quantitative 92 (112.65)
Non¢Verba1 90 (111. 46) '

Achievement Language Arts 761 (mean = 85, 07%)
Mathematics 882 (mean = 93 642)
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. Case #19

Engaged Time Data Nicholas
' Page 5
Li: Teachar-Dfrected | Self-Paced Total Time on Task|
‘Language Arts 95% 61% 77%
. o 2.4 hours 2.8 hours 5.28 hours
Mathematics 722 6% 6%
. o - 1.8 hours 2,25 hours 4.1 hours
| Combined’ 858 687 162
Subjects 4.3 ﬁpurs ‘5.1 hours 9.4 hours -
Verba} Interactioé_gata
‘ Nicholas i Language Arts Mathematics ‘ Both'Subjecps
[A11 Tintts . 6.4 5.9 6.2
Product Q s e b9
[ Process q ™ - 6.0 3.9 5.3
| Get Atn q ' 12.5 - ¥ 10.0 11:1
Comments. 8.1 A 8.7, © 8.4
Sustain 4.8 3.4 ° 4.3
| Tinit Prai 6.3 7.1 6.6
Tinit Crit 0.0 9.5 3.6
Behavioral 7.9 '10.6 9.0/ - -
All Sinits 6.1 9.1 A
| ss Adcepted _22/29. 20/28  |F 42757
| Total verbal 6. 3 6.7 |7 . es5.

'ﬁDiaéusaioa'v

The ‘teacher seemed to understand Nicholaa and his classroom behavior «

andxhe was patient and t_}ergn *n hfsadealings with him, Nick certainly

was a noticeable boy whoqrequireﬁ aluodt constant attention and superviéion.

‘Qpe was very physically active as'wall.bThe tgacher "was amused by him at g

'times and quite annoyed with him aﬁ others.\.if \\_;;.
L y : . .
Nicholas scored leas than average marks oa thc I Q tests which put

~“him well below average 1ntelligence for this particulat clasa. He found

~U

”certain tasks difficult and his coping strategy often aeemed to“be to
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Nicholas

~ get the job out of the 1 way as quickly as possible. Page 6 .

-

The teacher felt he exerted little effort overall and did not take much
’ 'pride in doing a good job Most attachment students. are high achievers,
| who try hard and .who are very cooperative and compliant Nicholas seemed
to be none of these, His redeeming features seemed to be his honesty, !
his sense of humour, and his obvious liking for the teacher. »
Nick'was involved in‘anuunusually (6.5),high;percentagepof verbaly

: (
contacts, both Tinits and Sinits and both instructional and more

o managerial contacts. He received more overall attention during math

) .

periods but)got,more instructionalscontacts of the Process question'and.

Product question type during language arts lessons.. ,5

Get Attention questions and Behavioral reminders ‘were understandably
high. Most of the kinds of attention he received occurred in one-to-one _
5 situations while he was working independently ' The only Tinit Criticism
he received which resulted in inflated peréentages due‘to the fact ‘that
the teacher gave infrequent criticism, amounted to 28, OZ and this was
incurred during individual settings and these were the only instances.
_'oﬁ\Criticisp received by him The teacher was fairly supportive
l:with Tinit Praise in all three settings and for both subject areas.‘
Nicholas was not hesitant to create verbal npportunities for |

f’himself His’' Sinit ratios are high particularly math However, atgf- o

fair number of his overtures were inappropriate badly timed and werq

‘,.

therefore refused

The kinds of work petformance and élaesroon behavior exhibited

’j by Nicholas made-extra demands‘on the teacher fog he required constant

. 77monitoring by the teacher who ‘as’a result became involved in a greater ifi

hi;than aversge amount of verbal cont ct with hﬁn ,jf -

T
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He assigned 4's for both "probable-achievement in language arts" and for
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' Case §20
Mason
. : }Page-l

Mason was: :described as a reasonably "happy"(2), ‘ '
.%ft all that "noticeable" (5, mean = 2 8) and not all that "attractive" ‘
'(3 mean = ]. 65) boy. ', - Co f ' .; l;“ri, o

The teacher assigned a 5 (mean = 3 76) for "general intellectual

'ability" and - 4 for probable highest achiever and‘a 3 for "creativity" s
b )

probable achievement in math . He was in the good reading group.
Vo . -

Earlier in the year his parents were very distraught about the

teacher s’ overall assessment of Mason 8 performance.-For instance with

_,_respect to his creative writing... He hadn t handed me in- anzthing. The

e

'quantity and the quality were really not good His' mother was quite upset
fabout it so I showed.her some of the stuff Well she went home and must L
have'read the riot'act because thereafter the quality of his work in~

fcreative writing situations has been really quite good and that is w y -

I pay 'Here 8 a kid who 18 not really a self—motivated individual but

h who ‘has. enough ability to be able to do maybe a little better than he\

shows I guess ...After last year she thought he was a top~notCh studeﬂt

»‘:he s a good > solid average student, but he s net aoaeone whom I d

'.I think her expectations were that her son was a much stronger student i{ :

than he really is . and I think that she ll find that he 8 not. I nsan ;t;j

'»f,bconsider to be a strong student. There are-lots Qf orher kids in the 3["53




269

_ . Case #20 .
: highly motivated individual. He's not someone who‘S'going . Page 2
to get, this done right now and he 8 excited about it...He 8 the kind of -

kid that I find- probably that 8 the reason that he 8- close to me- I have o
to stay on top of the situation with him. I have to make sure that he's
&doing what I m asking him toado At the first of the year I had some
.difficulty keeping him on task " An interactive thought the teacher

-expressed about selecting Mason to give an ‘answer was. .. And of

~course, I often find that I get two-thirds of thefway through and I 11

find that Mason hasn t had an. opportunity to say much and I make a |

point of asking him.. oo .”'." L E "°¥t;/_;;/;;///%f 4

The teacher assigned a 4 for motivation to do school work",‘a S5
g

“ 'for careful/deliberate worker 'y and a 5 for being a "persistent" WOrker

A ¢ do notice that unless I n directing his activity, he 11 direct his f""’

""vown but not in a way that I necessarily like 4 If we - talk about lacking o éza

’

"f in persistence in language arts I would say that he 8 not as persistent
an individual. he will quietly sit and hOpe that éhe issue will be avoided.
llfNot as’ true in math because he ig a better student in math." The teacher -

was fairly concerned"(k) about Mason 8 academic performance. 7.-;f1'='_r;a§’:" -
'A later reflection in- Hay abodt the creative writing was...v"ﬂe's doing A

‘a better job In fact he turned in a 'book‘ to ne the other day. Yeah

e ERTE R SR .

.”f*"rits about that thick!" o "',;';‘.‘ _.”f~i_rptc ;[ fvt""i_;ff~ni ",' L)

'

"He's not a disrnptive person- but for example you may have noticed

lthat sometimes when I aak them"toefree read and I'm sitting at the

“ "backhere filling out attendance aheets or aomethins Iike that I'11
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He was assigned a 4 in calm/good self control" - ~Mason i
: : - Page 3
When asked to elaborate on this seemingly low score the : : Ny
xteacher aaid " He may have ‘the disadvantage of proximity to me and you
}7see everything a kid's doing... Self control' and calm' may not alwaya. gL
_go together. I think for example,w’when T offer time for ftee reading, s
Mason quite often won t, that s selfacontrof' isn t it? In termsabf '

: being calm' he 8 quite a placid young fellow 8o I may have j"

';miainterpreted in hia case." Be was assigned a 4 for. maintaining eye ”_

contact“ | ' - 'fle St
. He was rated 4band 5 on the two ratings of "maturity" and he 1‘_,;difg |
iredeived a 3 and a5 on the two | measures of "cooperation/compliance" e "]
| “The teacher assigned as (mean -.2 69) on wanting to keep for ;.;34’7it ’
another year and placed\uaaon in the indifference«group.‘.‘ i :a '. "";mﬁ?f""i
Mditional Information R _' R * : " B
Age' 8 yeara 8 monﬁhs (mean - 8 yeara 7 ﬁoﬁthafa;{“;;vﬁ ;‘i"‘:;;%;;i;gi'gafé
| 1. Q.. Verbal 109’ (mesn”= 112,73) | . A
o ‘Quantitative 108 (mean = 112, 65) B eI TS B IRe  s N

Non-Verbal 119 (nean)- 111 46) "m;f:‘g; -"-Qf""*EA* :f.7.,$”ﬁ ;;jrv;

Aghievement Language Arts 79 (mean - 85 07) .”f,e;/_;"l
| ,;;;_r'bgfiﬁfr Mathematica 90 (mean - 93 64) TR

.

__ggg;d Time Datafc'llvﬁ7”:'7 '

a -'

‘ Teacher-Directed f’“
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>Verbal Interaction Data
W
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Case #20

Mason
Page 4

!

271

Mason FEZ;gnage Arts Matﬂemdtics Both Subjects. e
ALl Tinitse | 2.5 4.4 RN
Product Q 1 2s 6.1 ’ bog
" Process Q 15 00 | 1.0
| Get Atn Q 0.0 - 5.0 2.8 |
Comments - .3.3 - 3.7 _ 3.5 o8 .
Sustaining 3.8 6.9 4,9
Tinit Praise 2.3 |30 2.6
Tinit Criticism. 5.9 4.8 3.5
| Behavioral - 2.6 ‘ 3.5 e 3.0
| ALL Singts 0.6 | 0.6 0.5
[ ss Accepted | 22¢ 22 1 4
| Total Verbal 1.8 3.4 “\;/J 2.5 )

<4

for he was not responsible enough to remain opn task unless ‘'supervised.
His I.Q. scores are lower than average for this class except for
~ the Non—Verbal one and the teacher assigned gp€ of his higher scores for

"creativity Which is seen to be associated with Non—-verbal intelligence

-

A negatjve hale effect seemed to be associated With hig projected
achievement and the assessment of his work hapits. His achievement was
below avﬁrage in both subjects moreso in language arts. He had beéh

? assigned 4's on both subject area achlevement expectancy ratings although

*

‘the teacher felt that he was Slightly more abje in math,

1

' The Small amount of engaged'time'data spow he was weli on task
for the hour obgerved during language arts but ‘this may not have been

indicative of his usual engaged time rates.

He was 1nvolved in less than average amaunts of Verbal interaction"

In the math 128sons coded Mason experienced a great deal of attention )

o



Case #20
) : Mason

beCause he was héving trouble telling time and the Page g

N

teacher Spent a’ lot]of class"time(both da%i'yhen "time" was taught,
and recorded)tryfhgtto help Mason. This accoynts for the 6.1% of

ProdUct questions in math “which may not represent the usual amount of

mteraction experfenced. - e

,¢;"‘\

\\\ The teacher iﬁitiated very few Process quesiions with him; noneb
~ were agked: dux&ng math even in those sessions which involved him so
"intensiVQ1Y. His ovarall Process question ratio was only 1.0%.

Mason initieted a Qegligible amount of‘Siﬁits with the teacher‘whichAA

'
is characteristic.ez\indifference children. The higher Tinit Criticism

ratios he received are inflated because so few instances of Tinit
¢ L .
Criticish Occurred overall.ﬂ
* In al]l Mason received a less than aVerage amount of verbal °

_ interapcion and geemed, generally, to be‘someﬁhat 1ethargiciiﬁ his

approach to sch001work.:‘ : PR
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' \ .t : Trisha
® - Page 1

Trisha was described as a very. "attractive" (1), "happy" (2) but
not all that "noticeable" (6) 1little girl. "She's a very quiet little

girl but she's a little sweetheart... She's jot a real outgoing, . SN
. ' . (ﬁ 1 ] )
o assertive individual. She gets glong well withfﬁhe‘other kids. She's-
v i . ‘ - ! {

. 7/

by no means isolated." She was assigned a 3 for maintaining "eye contact."

The teac@ér éssigned a5 for "éeneral intellectualiabiliﬁy", and
a 5 in "creativity". She received expectation ratings of A'for "probable
highest achiever", é 5 for "pfobable achievemen;‘in ﬁath, and a 6 for
"probable acg{eveméét in laﬁguagé arts".- "Shé's avérage, éood aﬁerage
in math 5uttshe needs the ;egoufce room activity in language arts. She's
pretty low in language arté... She's behind in some of-her languagg afté
skills;"wofd/recognition skills pafticularly;" She was in the iower
‘reading gfoub; -
fhe teéchef/faﬁgd.her as-a 2%and a 3 Sh the two ratings of
"cooperaqiond.‘E;gmples of her cobperation occurred when’éhe rejoined
the class after attending the resource room. ?Trishais easy to deal w¥th

N

thpugh,'because/l briefl§7give her instructions and she'll be alright;"

{

She wasfassigneé a 3 and a 5 on the two ratings for "maturity". "I forget
her ex;gt age, but she'sga iittle.younger ﬁhan most of the dthers..But
she'sa little small, not that that has neeessérily a lot to do with
m?turity." | | | -
Ratings of 2 were assigned for "persistent" workeré for the "calm"
\\\é\gftribute, and for‘being a "careful/deliberﬁte worker", She received
a‘z\in\fmotivation to do school work". "She's a good worker, She tries

£}

hard."
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Case 21 274
Trisha

Page 2

“y . 4 N
He was fairly('concerned" (2) about her academic progress. She

was rated as 2 in 'Wanting to keep for another year" and was placed in
p ) . o ‘ . .

‘the attachment group. * ——
] . }

Overall few teacher comments abodL,Irisharwere'made.

N ’

Additional Information

Agei; 8 years 4 mbhthgw(ﬁean *“S’yéégk 7 months)

1.Q.: Verbal 103 (mean = 112.73) _

Quantitative 105 (mean = 112.65)
Non-Verbal 103 (mean = 111.46)

Achievement: LanguagevArtsf7lZ (meah 85.07)

4/ ! Mathematics 93 (mean 93.64)
- o - S S :
Engaged<uime Data: Only about one hour;s.wo;th in language arts is
. available. , ‘ ¢ _
" |Teacher-Directed | Self-PaCed Total Time oﬁ‘Task
Language 100% 7 94
Arts 41 minutes - 63 minutes

82
_ ,__g&ﬁdnut_es

- Verbal Interaction Data

~

Math

Trishé’%»‘ | Language Arts Botkr Subjects |
All Tinits 1.1 | 13 |0 11
Product Q | 2.1, L5 1.9
Process’Q | 0.0 1 - 0.0 | 0.0

" |cetatnq | 0.0 0.0 | 0.0
Comments 0.4 , " "‘0;6 : :! 0.5 _/'
Sustaining 1.0 ' 2.6 o 1.5 B
Tinit Prai | 3.3 : © 0.0 2.2
Tinit Crit 0.0 0.0 © - 0.0
Behavioral = [ 0.0 | 0.0 . 0.0
All Sinits | 1.4 © 1.3 1.4
Ss Accepted 6/6 123 - 8/9
Total Verbal | 1.2 1.3, | 1.2
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o - Trigha |
i ' ~ o Page 3 5
Discussion : ‘
Trisha was viewed as a low achiever. Although he was quite _ c o
concerned" about her academic progress and had rated her general i’i‘ °¥h_ﬂ

.intellectual ability as low Trisha was placed in the attachment group,

'WhiCh is usuallx Composed of high achievers and intelligent students.‘i

Her effort persistence, and general cooperativeness may have influenced
this decision In addition, he described her as a very "attractive |
1ittle girl. ' . -_._' o i o
Her language arts achievement ,(7lz,mean=85 07\,was low as predicted %

e
‘;«/./;7;,2‘

butwshe seemed to exceed his expectation for her achievement in math
by scoring an average mark for the class She received more exp}anations
" and sustaining behavior in math The small amount of engaged time data f}
;‘collected in language a;ts indicated a high percentage of time on task
Her verbal percentages are consistently 1ow, perhaps because of her
unnoticeable" personality and because girls tended to reoeive less L v'-
interaction anyway. Her placement in the 1ower reading group would E,
account for less attention received in 1anguage arts . as. well For instance,_
‘for the 2226 interactions for which she was present (she misaed periods :g l
of time by attending resource room) none of the 256 Process questions
posed by the teacher were asked of her and\only 1. 9Z of all Product
pquestions were asied ot her overall, She received no Get Attention questions,
Behavioral reminders, or Criticism in any setting Vhich helps to confirm -
‘that she was cooj erative and compliant She initiated few Sinits with
| é)‘ overall except during small group reading instruction

~

when her Sinit percentage rose to 4, 5 2. In individual math settings she

'the.teacher (1

]
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Co Y cage #2i
. e o : : + Trisha -
Page 4

)/ initiated a few Sinits (2 2%) but no Sinitq were initiated in whole :

classv h instruction. It seehed as though she preferred to approach

'the tea her in settings other than whole class instruction.
In 11, although liked by the teacher Trisha was not involved
L in much dyadic interaction during thé 20 houré in which her verbal

- interaction data was collected

T

A

S
376

¢
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. e © - Merrill

o e . Pagel

o-‘

Merrili was described as a very "attractive" (1), very "happy" (1),

not all that "noticeable“ (3) little boy of Oriental descent. “Mother |

»

spends time h lping in the sehool library S s a nice lady— good
@

parents C ‘ o ' . . - o .

‘ The teacher assigned a l for general intellectual ability", 1 for. W"

e

. 5creativity", and 1 for ' probable highest achiever . Merrill received
na 1 for probable achievement in language arts" and a 3 for "probable
achievement in math" "He 8 a good enough math)student “In fact I d“#
bsay he'’s a 5229 math student but...At the start of the year I had to get
him to do a little extra work on his times tables because he\ﬂign t pick

.them up quite as fast but he knows them all now and works with them

' effectively. He's hot the kind of individual who's an imaginative math

o student. He has a good memory and' can learn things, that '8 the kind of

B math student...Math isn t. quite as strong I told Mom and 80 they drill

:'f;him all the time and he 8 coming along quite well ‘He's a bright kid .
and its just that his strength is more in the language arts area.‘

| During a math lesson when several students‘includipg Merrill were‘
’lexperiencing difficulty, the teacher/used his knowledge of Merrill g
’1:ability as a gauge. THe! s very bright in fact. Just as: I was talking
:vsto Merrill I decided, or it‘snapped into my mind that 'Hey, there s

quite a few people who aren t getting this first: part. 1'd better look

”'-:at another wayibf teaching this' o {

| ii'f"In language arts he s easily the best person that I ve got&..superb!
FVHe 8 creative. Imagination and skill level in written work 1is far beyond

'grade three level Very literate. His writing ability far exceeds any '

{
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i

- sort of expectations that I would normally have of a grade three '
individual .and then I've taught grade five as well and far exceeds ‘
most grade five students that I've ever had I should show you some of
‘the stuff he writes. It really is imaginative and, of course, the word
‘uusage and the prope; spellings, all of those things :re intact and so
fhis written skill level is feally pretty advanced He's a 1ibt1e shy
and he' s not.quite as outgoing and verbal as -some of the other kids."

- The teacher was not at_all "concerned" (7) about Merrill 's academic
progress.

Merrill was assigned al for being a careful/deliberate worker . i
1 for being a persistent worker, and 2 for being "motivated to do
'school work" "He s usually a good worker." He received a1l and a 3 on
the two measures of "cooperation and also al and a 3 on both measures .
of ' maturity". He was assigned a 2 for maintaining 'eye’ contact"
He/was rated 2 on the ! calm/good self control"’attribute. Concerning ' "‘
the "calm" rating, the teacher elaborated "He's better than fair.
Based on what l know about him, based on his academic ability, that kind

.'vof thing, I might say that. his self control isn t as ‘high as I might
;expect... but, his is not a negative thing....just that he can t control

F‘j"his enthusiasm at times._ R .'A ) ‘}, “_] ,,':_v T .. S r

When questioned again about Merrill's shyness the teacher said es \
I would say that he 8 shy, and itb kind of odd because on the one hand Y ‘.é
o I'm saying that its hard for him to contain his enthuaiasm and on the -"

: other hand there are times...for example, in a creative writing situation, w.

Asométhing he knows he does exceedingly/well he won t want to share his

oy P . K S S
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: . Merrill
_ SN . -~ Page 3
story with the rest of the ‘group where other kids are really in ’
}herepclamoring to do so...ﬁe‘svnot painfully shy but he's'an -t
individua¥ who' is sometfmes relectant to talk." . ‘
Additional YInformation . A 1
g 3 ‘ . . . _
Age: ﬁ'years 8 months (mean = 8 years 7 months)
I1.Q.: Verbal 130 (mean = 112.73)
“Quantitative 110 (mean = 112.65)
‘Non-Verbal 117 (mean = 111 46) .
Achievement : Language Arts 96% (mean = 85.07%) ,
: .  Mathematics 98% (mean = 93.64) - , IR |
No engaged time data is available for Merrill.
! Cr . v
Verbal Interaction Data R
Merrill | Language Arts | 5 - Math " Both Subjects | ©
All Tinits {5.3 3.1 | 48 |
Product Q | 6.6 4.7 5.7 /, N
| Process Q 7.5 1.0 5.3 \ » R
Get Atn Q 6.3 0.0 | 2.8 ) |
Comments 1.5 2.1 A1.8" o &
| sustain 6.7 1.7 4.9 !
Tinit Prai [5.5 3.0 4o T .
| Tinit Crit |0.0 48 | 18 L]
| Behavioral 1,8 1,8 | 1.8 | |
Ss Accepted 15/16> = 819 123/25
|Total.verbalfs,7 -~ | 3.0 | 3.9 '

Discussion }

1

Merrill was a good student who worked hard qu achieved good marks.

‘He was cooperative and- conforming, well- liked by the teacher and

—

B somewhat-quiet~and shyfv
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‘ ' \ . : ‘ o Merrill =~ =~

His total verbal ratio of 3. 9 is SOmewhat less than class average‘

.

~«but - closer examination of -his verbal file reveals very high rates of
| involveﬂentbin Tinit (5. 3) contacts. He received 6.6 of all the

language arts Product questions and 7. 5 of all the language arts

.. . ("m .

Process questions He reoeived a high rate of Praise (5.5) and
: Sustaining (6 7) behavior in. conjunction with his language arts verbal
interaction. | N o ; = . DR :;‘47 S 'A.
b Totally in math he was ianfved in.a lesser amount of‘;nteraction_'
‘ receiving 4. 7 %f the. math Product questions but only 1. OZ of mathv.
Process questions; He initiated a lower thanclass average o{ Sinits ,
.especially in math (2 9) settings Perhaps because of his apparentf |
: shyness the teacher compensated by atfempting'to'draw hiﬁ:QUt by »
| involving‘him in Tinit contacts h“’i o (xy e
et The teacher rated him as highly intelligent literate, and creative
His Quantitative I Q. score of 110, which was. about average for this ;
class, may have contributed to the lower assigned expectancy score of
3 reeeived by Merri}l for "probable achievement in math, " However- he
achieved a score of 982 on the end of the year math test which may ‘have
'been largely due to good working habits and support from his parents b
The majority of verbal coﬂtacts Merrill received were of high
instructional‘quality'and were_initiated by'the’teacher. o

ey
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| ' B g _ Pamela
The teacher described Pamela as & very "attractiVe" .,Page 1
@, ' “°"1°eable ') but Very'"\mhappy" (7) lictle'girl, "She's

s young..the !leme background."(ln March before Sonia the new girl
.arriVed Pamela was the)..' only kid in the class with the single parent”

situation" (excepting Ian, whose mother. had died) "Mom has
' separated from a common-law relationshﬂé but has a lot of difficulty
with the sitdation. Its in a state of flux all the time...new fathers,
uncles, one of those." In April Mother came for an interview. She was_
concerned about the poor report card and confirmed that the "family
situation was in an uproar." Since the‘father had no legal right to see
“the Zhildren she had demanded that he leave them alone +."but the tuﬂ
girls had been sneaking around and seeing their father. Mom doesn t get
home from work until about 5: 30 and the Dad picks them up from school
q"from time to time so it creates a lot of anxiety and conflict for them
‘""iMom has said 'No and yet: they re still doing it... Its hard for a child
'1{that age to understand these things." In June he reflected that her home
situation and family problems had functioned as a kind of label which
———~———r-may—haye~influenced his perceptions and treatment of - her. |
/ She receiye 7's for both ratings of "cooperation/compliance" f
and 7's for bothi{

'./
on wanting ‘to keep for another year and assigned her, with certain

atings of "maturity". He assigned as (mean = 2 69)

: reservations, to the rejection group.f"I suppose the one who would be

B -tv.
the most marginal in terms of personaiity traits would be Pamela...
,
Its essentially a personality thing.. Yesterday, for example, she was
chewing a great wad of gum. so much so that she couldn t talk so0. I

":asked her to spit it out.and she did Five minutes later another wad

So 1 asked_her.to.spit it out—aad I asked-her—'ﬁoryon have_any"moref'

- /\‘i _ l_ ,_ . __._ A - _ l S i o o _ ,_ _.___, _,_ Sl
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"No, ! So fine. Nothing more with me but at recess, . Pamela

, “Page 2 .

“; just after science, the science teacher mentioned to me that she had .

Pamela spit out two great wads of, gum and 'What the heck' going on?'

o : 4

i This teacher sees Pamela in much the same fashion as I do you see, a

o little snea y I guess is the word. So I came in and roasted her ‘a bit-

_not ‘for chewing the gum, but for the lying, and that 8 what i\ is— and

contact’b

f’itb out and out. Its attention—seeking behavior, and I know that, and

-

T haven t responded probably in the way I should I shOuld try more ' ;;;3.

efthtive means to try and change the behavior. I just haven t donev‘

it for whatever reason." She was assigned a 4 fdr maintaining eye

p Lo v

Another example he provided was... "If I walk into the main

: building (from the portable\, she 11 be down at the office wondering if

'she can use-the phone She 11 be sort of wandering around sneaking -

. -
around trying to avoid me because L ve told the kids 'Look if you

i1

v_need to use the phone, don t. bother the office people. Come and see me cfﬁ.ﬂ

0

and I'll judge whether you ought;to be using it.f The answer's been ,":v'

/
i

o 'No often enough that she s got to‘usurp'the authority— the hell Lo

mysteriously through the run of the year. ;

,fgoing to make\an issue of it as long as they share.; _ﬁf“_ . f

”,,with it- and she s got to get by me one way or another." =

At another point tﬁe teacher was mentioning that scissors get lost

‘Pamela had none at\the start

X

:1/of the year and now she has two. So you know what s happened but I 'n not

.,/
e

|

B J \ SRR
He described her as perpetually late coming into a group...Ijva.ﬁ;; R

"class situation she does things that are attention-seeki!g you know, ,f7f7;;‘

the out—of—seat activities...I ll be in the middle of a stimulating
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.lesson and its bathroom time ,V..Weil plfnned - ‘ Pamela
v_Page_3_

.»distractions, I guess more than anythinu.."I should
’:be nicer to Paﬁela than I am,., . I 1eave..feeling éhat often._ﬂ"
1_”You know, she 8 one ‘of those kids that you sometimes just don t interact’
. » b. .

‘)'f terribly well with." Nevertheless, his assignment of her to. the §«";

ﬂ fdrejection group was conditional"‘ as he "did not feel terribly vh

-

- He assigned her a 7 for general intellectual ability ,'a 7 for

LS

tj“ probable highest achiever and a 7 for creativity ' She received a- 6
.‘for probable achievement in math" and a 6 for "probable achievement in\'
-1anguage arts “as well "She s‘ a low» \Liage student...a little better —

~in math than in language arts I would y that she s not a terribly

~ - ‘»‘

Efbright individual She doesn t work to capacity "»She was in the ppor o

';;“reading group and she attended reeource room for individual help in

hd

-'l’language arts three times a week. Overall he was very concerned“‘; o

8

,(1) about her academic prosress, fl‘u'

She was rated 7 on the calm/good self control"%attribute, 7 for

fj:being a careful/deliberate worker s 7 for ersistence" and 7 for. beingifij'v»

| ff"motivated to do school work ddOn one occa,ion she'd returned from thea. T

:;resource room and had managed to complete quite a. bit of the worksheet'.;?r

'"“ealthough she had missed most of the math period.,"Ids funny Sometimes”' B

,‘ .\\ o

'she 11 move along more quickly than I think.ﬁ But more often she was fh

= perceived to be "off. task".'..Reflecting while watching #videotaped

r:i'lesson the teacher said "I think I have a'little private chat winh

SRR L 3 v ST
“%i;Pamela here saying 'Stay on task' but then, of course, ahe doesn t._ w;;,fg'f E

”‘ffm?And on another occasion..; "I went “P t° the front (t° the poor re'din
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were others too but she was the wgrst...She had put Case 23
) : : o Pamela
her stuff away and I wanted to see what she had Page 4

done cause I hadn t seen her ho any work. She had done very 1itt1e...."

She was one of several who habitually 4tuned out' during the reading

284

of the novel. As a result the teacher avoided directing questions at her

o

in this setting.

Additighal Information

. o
Age: 9 years 1 month (mean 8 years 7 months) ?
I.Q.: Verbal 90 (mean = 112.73) ‘
“Quantitative 91. (mean = 112.65)
Non-Verbal 111 (mean = 111.46)

Achievement: Language Art§ 717 (mean 85.07%)
Mathematics 877 (mean = 93.64).

N © ‘\”

Engaged Time Data i . “
: c _ . . |
o Teacher -Directed Self-Paced | Total Time on Task
- -Language Arts , 91% 57% 76%
S ‘ 1.4 hours &, 1.1 hours . 2.5 hours
Discussion ) ’

T
~

: Pamela was one of the oldest students in the cla‘s but was perceived

to be ofie of the most immature Perhaps because of this the teacher

’
rs P

actualiy perceived her to be "young". Knowledge of her home problems

. helped to explain why she exhibited certain behaviors at school and

enabled him to be fairly tolerant of her almost ¢onstant misbehavior.

S

A negative halo effect appeared to influence his»perception of her B

: various'attributes. She was considered to be iacking in generel

intelligence and her I Q scores indicate that she was considerably

o

below average ability for this particular class. He felt that she did.
-

v”hgtiuee_whatmahility she did have to.any great advantage and-his effort ..
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Verbal Interaction Data
Pamela . Language Arts Mathematics | Both Subjects
All Tinits ‘ 4.5 4.2 4.4
Product Q 2.8 3.9 , 3.2
Process Q | 0.5 1.4 0.7
Get Atn Q 12.5 0.0 ) 8.7
Comments 9.6 5.2 7.8
Sustain 1.9 2.3 : 2.0
Tinit Praise , 5.5 1.3 3.9
Tinit Crit 17.6 5.6 13.5
Behavioral 11.8 7.7 - 10.4
All Sinits 4.b 6.2 5.1
Ss Accepted . 19/21 13/16 32737
Total Verbal ° 4.5 4.8 4.6

¢

attribution for her was the lowest possible. His expectafions for her
achievement were accordingly fairly low as well. Her actual achieVement
‘scores were below average but she scored only six points lower than -
class average in math compared to the fourteeq points lower than
average in language arts. His assessﬁen; tﬁat she was a better maﬁh .
sﬁudent seems to have been accurate. }
Although placement in the rejectien group never dié reach>the
definitive stage, it is interesting to note the various attributes she
possessed which are common to the "typicalirejection students" ffom |
other studies. Brophy and qud (1974:164) noted that teachers. tended
to reject children who are overly actlve and assertive, eSpecielly if
they are low echievers as well) Findihgs from many studies reviewed by '
3ro§hy ane Geod’suggest that teaepere perceive the demands made by

rejection students gp overwhelming and illegitimate. These students are
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frequent behavior problems. They receive - a high number Pamela

. Page 6

of behavioral and critical comments. The teacher tended to
avoid them in public settings. On the basis of examining déta’”dﬁ 37
rejection boys and 25 rejection girls assigned .to rejection groups by
28 teachers (less than three per room) an interesting sex difference was
noted ﬁhat applies in the present case perhaps. Rejection boys usually
came from intact families in wﬂiFh botﬁ parents were l{ving while
teachers made frequent negative comments about the families of
rejection girls (broken home, or poor parental cooperation) along with
the<more usual comménts about failure to pay attention, poor genera1
ability and poor work behavior which would apply to rejection students
ffom both sexes. ) |

The small amount of engaged time data available suggests that she
wasted a fair amount of, academic learning time by being off task which
substantiates the teacher's perception of he; poor work habits and
effort.

famela'received average amoﬁnts of totai verbal intéracfion but
less than‘average amounts of the_ﬁore instructional contacts. Overa11'
in‘lénguage arts, of the 201 Process.questions posed "only one was

3

addressed to her resulting in a ratio of 0.5% for Process questions in
language arts. Product questions in langusge arts were sdmewhatfhigher
at 2.8. (Most of.these‘(S.QZ) were addressed\to her in individual

instructional contacts

settings and only 2.2% in public settings). Mo
were afforded in math. She received a high percentage of Get Attention
quastions, ﬁehaVioral remindérs.and Tinit Criticism, She reéeived a

fair amount of Tinit Praise in language arts (5.5 overall) with 11.1%

accruing to_her.ih the poor reading group setting but not as much praise

S
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Pamela

was given to her during math, The teacher appeared Page 7

to be' taking advantage of opportunities to praise her
when he could find them, ’
She initiated a higher than average number of Sinits with more,‘

6ccﬁring in math tha??}n 1anguage arts,

| In all Pamela was a &ema;ding giél who made her presence felt ir!
the classfoom.‘Hér lack of ;ffort and cooperation and defiance on
occasion resulted in the teacher‘conditibnally assigning her to tbe
!’rejection group. Although he acknowledged and regretted holding such
feelings toward her and he‘éttempted Eo.deal wiih her patiently, many
of the verbal contacts that resulted were of a disciplina:y énd

managerial nature and were not the sort of verbal contacts that are of

greatest educational benefit to a student.

/
!

287
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\ ¢ . ' ' . Maureen
' o Page 1

*  Maureen was described by the.teacher as a‘very "attractive" (1),
very "happy" (l), and ' noticeable" (2) little girl of Oriental
descent. "She's one of the kids who takes the bus right after school
Quite frankly I don t know very much about her extra curricular
activities...The interacting often takes place in'the informal part
" of the day on an informal casual basis after school... She's not

somebody who's assertive in that sense at all." | |

She was seen as a."quiet" '"cooperative" (l and 1), "mature" (l and 2)
_littlquirl and the teachfr assigned a 1 for "wanting to keep for anofher
year.' She was placed in the attachment group. She ‘was assigned al

for maintaining 'eye contact" ' * )

He rated her a 3 in'"general intellectual ability" and 2.in
creativity". He assigned a 3 for "probable achievement in language arts" o

and a 1 for ' probable achievement in- math" and a 1 for "probable highest

achiever". On balance the teacher s comments implied a higher language
’ ™

o

'brts -expectation than he had actually assigned "She\s pretty strong
/"

in language arts, not nearly as strong as in math though\\ ath is her
stronger subject, as per the stereotype." In June the resefrcher\\asked
for further clarification concerning the lower language arts expectation
and creativity assessment he held for her, "Well maybe its.my
expectation. She is 80 high in other areas. But for example, if we

~ look at a piece of creative writing, the stories are simplistic and not
particularly imaginative... Her 8 are a good average EEEEEE but they re

pretty dull stuff, But in other areas she 8 a. superb student. For

}
example in reading, she rejgs\vell." (She was in the good reading group)

K
&

. ,\ B ‘ e e e aem e e . P P U P
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| ‘"She's a.pretty'strongflanguage arts student.>She{s not the‘most .

creative individual whenrit cones to exnressing her own thoughtsr In

math, of course, she's a very capable student. e - ‘w
Maureen was assigned a top rating of 1l on the following work-related

attributes: calm s careful/deliberate worker", persistent worker ’

and for being "motivatedito do schooi.work." The teacher was not at all

'"concerned“‘(l) about her‘academic nrogress. It was noted by him'that

she did interact frequently with Joanne during lessons but not in a |

disruptive way. "Very frequently I find that when they are exchanging

words it is work-related. Maureen and Joanne have been seated beside

each other all year long. They re good friends There s a lot of

: .interaction between them in a class situation but they help &ach other.

v

That s fine' "

~Additional Information»

Age. 8 years 7 months (mean?- 8 years 7 months)

- 1.Q.: Verbal 122 (mean = 112, 73)
' Quantitative 133 (mean = 112.65)
. Non-Verbal 117 (mean = 111 46) ‘

~ Achievement: Language Atts 94% (mean 85. 07) } . S
Mathematics 97 (mean 93:64) ¢+ S o

'.No Engagcd iinc bata’ avaﬁlable
~: Discussion o e
g haureen was of average age, possessed a very high I Q. and had
'excellent work habits and good achieveﬁhnt results. »»' |

For a student of such high calibre, she was involved in Very

. few verbal interactions with her teacher. She was perceivad as non—-:&

« &

[
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\ Maureen
. o o . Vo o Page 3

‘Verbal luteraction Data ) y ' ’

Maureen = Language Arts ' Math\ _Both Subjects
- | AM Tinges Ls - |- 22V [ 1.8 .
| Product @ e 2.0 e 3.9 v\ 2.9 | N .

|ProcessQ | 2.0 [ 1o V[ 16

GetAtnQ | 0.0 0.0 | 0.0

Comments , 0.7 N \ 0.6 ’

Sustain L9 |1 ' 1.8

- Tinit Praise i\'~ 0.8 2.0 f. l,S

Tinit Cri 400 0.0 Y 0.0

Behavioral] | 09 | 5.4 |l os

‘ALl Sinits | 0.8 o 1.3 1.0

'Ss Accepted e - 4/4 , 3/4 | 7/8

Total Verbal | 1.3 *;,‘1;9 I 1.6_ . ]

assertive and very quiet She initiated very few Sinits with the teacher b
averaging l OZ (mean =4 1) overall although this percentage rose in

-g'the small group (reading) mode to- 4 5 ’?erhaps as a result of her

o non—salience the teacher tended to underrate her intelligence by

| assigning a3 for general intellectual ability,walthough if. I Q is

' any indication, she appeared to have possessed very high academic
.»,potential No criticism, no get attention questions, -and only 2 out of,
398 behavioral reminders were given to her which indicates she was -.
_indeed a student who conformed to classroom rules.

| She was a high achiever who put forth an excellent effort, was"
.,cooperative and mature. However her amoun;,oi‘involvement An Product
qhestions and Process questions was 2. OZ for each in language arts and -

P

N the ratios received for math Product questions (3 9) and for math

¥
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o . - Maureen
oo o Page 4

‘vProcess‘questions (l{O) were:below ciass average as well

Because she was involved in 80 few verbal interactions (43 out

vof 2715) the accompanying verbal behaviors of Praise and Sustaining
‘-are low for her as well
Although the teacher may have realized that Maureen needed little

v\instructional assistance, he usually aimed to actively involve

o ‘students verbally in ongoing instruction Maureen seems to exemplify

&

N )

” the good and quien student who can escape verbal attention 4n a busy

l

classroom e Low

e

S

291
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Page 1

Joanne was rated as a very "attractive" (1),
very "happy" (1) and;"noticeable"((2)rlittle girl,
The teacher assigned a l for each rating of "cooperation/compliance
and al for each rating of "maturity" \"She's a real nice kid; bright,n
inquisitive, all kinds of nice things to say about her. She does a
good job. She d certainly be an obvious 1eader in class. She gets along
well with others She's in a sense a little more mature than many .
of the,otherlchildren in the class." She was assigned al in "wanting
to keep for another year" and was one of the "first three choices" for
| ‘the attachment group. "I rgglly like Joanne, ‘you know, and the thing
is we have a lot of interaction after school and so on: She's enthusiastic '"
about everything She s into this and into that and a kid’ who really '
| has her head together knows where she s going and yet she's still a kid
She's ‘mot a pseudo—adult." o o
‘ She received the top rating of 1 for all ot the"expectancy'

' measures:."general intellectual ability" : probable highest achiever",
probable achievement 1n ‘math", and "probable achievement in language :
~arts", and for the "creativity" attribute. His comment in May was,
"Here s a'kid who does awfully well. Gee, I marked the first half of ‘
her reading test. She has 100% so far, 80 you know she does pretty |

: well Its not a mirage, her capability, and I know her other teachers
who have had her in the past have felt the same way...so." He was not

at all "concerned“ (7) about her academic progress.

"v: When questioned about his selection of students for/answering a

o question ( while viewing a video tape) he said "These kids deserve to

be asked cause they know this stuff quite well I've been surprised 80

rarely this year by Joanne not knowing something that I sometimes say
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to/gyself 'Hey I've hardly asked this’kid a .'  -Case #25 °
Co , _ Joanne
question all day. When you teach a large group | Page 2

ke this I try and get to everybody... As I've mentioned before that
sometimes its easy to overlook people who do things right all the time
and she doesn't demand attention the way some children do."

On another occasion concerning the selection for answering...

M I‘ended uprwith‘Joanne - not because I wanted to hear herfread;again .
butlbecause'it occurred to me that when she had read I hadn't said
anything aboutvher reading and that I‘ought tobsay 'Well Okay,very .
'good' or at: least that, you know oo .She enjoys our interaction but,its

on a.sOmeyhat'different.level...Its not the see—what—I ve- done-praise-me

kind‘of attention...Yeah, she's really‘quite mature I think.yThere's

"~ a bit of banter which is quiteiunusual between adults and children_of'

“that age." I S
-3 | ’ o &

While watching a video tape and reflecting on the quality of answers

-

reCeived . "Joanne gave me a very good answer here— the kind of answer

I've learned to expect. from her She had whispered to me before"Hey, :

-1

I've: got an answer'-.., and converse‘y "Jdanne 8 in a funny mood today,

| sort of a little baby talk ‘and that sort of thing... So- I.thought it

@ L
was not a well thought-out answer and certainly ﬁot her ugual standard

(5 2
3
L3

h ansuer...She 8 being a little silly today for whatever reason. i ailow
her the occasional slip Why not7 You know I moved away fromihefdyretty
quickly. If I'm not getting a good answer, if its a gillz aﬁswen, and
that 8 what it was on that occasion, I guess she would get that message .
I don t know 1f it would prevent her from being silly again...She might

just have one of those days, you know. But we understand each other o

Cpretty well," e
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' ‘ : o Joanne

Her work-related behavior received top ratings - Page 3
" of 1 as well. She was deemed_to be highly "motivated
to do school work" (1), a-very "carefulldeliberate worker" (l), a
' "persistent" worker“ (l) andzvery "calm" 1.
| While v1ewing a video tape again ... 'I don’t know who's "
wandering around there..I didn t see.. Joanne.‘Oh well its alright if
its Joanne. She.has a good reason,:no doubt." And on anotherfoccasion’
when questioned whether Joanne might be 'off task'.;."If she's off -
task briefly, so what7 You know because she s a bright little girl whov“
probably has the concept vhether she s completely task—oriented ‘or not "
Basically the teacher felt “. "There is no problem with her paying
attention." She usually chose something non-disruptive when she finished
'Qo:her work early, which frequently happened...like reading a book "Joannevf

and Maureen may have been checking each other 8 work too, that sort

of thing They do quite a. bit of that They learn from each other. That 8

‘'why I would never move them. They re discreet about it."v -\
B Additional Information
Age..8 years 7 months (mean = 8 years 7 months) : ;T -
I. Q.. Verbal 127 (mean = 112, 73)
' Quantitative 126 (mean = 112 65)
Non—Verbal 130 (mean— 111.46) -
Achievement Language Arts 982 (mean = 85, 07Z) R
Mathematics 100% (mean =,93,64Z) Ca

: No engaged time data available.

E Discussionv' '

R Joanne was obviously -one of the teacher 8 favorite students and
:she seemed to deserve the. positive han effect reflected in her teacher—-.



E " Case #25
o R : Joanne
Verbal Interaction Data - : Page 4
Joanne - Language Arts | Mathematics | Both Subjects’
All Tinits . | - 3.5 3.7 3.8
Product Q " ' 4.3 colo2est ] 35
Process Q. - 4,5 . 7.8 5.6.>
Get Atn Q| = . 0.0 5.0 2.8
Comments - 1.8 3.7 2.7
[ Sustaining - 4.8 cl 0.0 3.1
| Tinit Pralse |l 5.5 5.1 5,3 .
Tinit Criticism | 0.0 4.8 1.8
Behavioral =~ 1.8 5.3 3.3
All'sinits | g3 | o | 6.5
| Ss Accepted - . | 28/30 | 15/21 ° | 40/51
| Total Verbal o wa L as | 4

assigned~3cores. ShevWas'the-kind of model‘studentrwho”was‘a claSSic ‘
'.attachment candidate. She was. cooperative, mature and had a personality )
the’ teacher liked The teacher was careful not to show the favoritism |
1:7fe1t in his dealings with her although as he said fWe understand;each
iother pretty well." - ‘ | |
She was intelligent and put forth her best effort consistently and

:thus, not unexpectedly, achieved excellent results. She was cooperative 2
. during lessons although she liked to tease the teacher subtly. For i
"example, she was tapping his shoe one day as he was reading to the class

'seated on the floor at his feet. Some of the substantial number of Sinitsjﬂ

- were refused perhaps for reasons along these lines. d :/h"'i : ,{; 13_

Although her overall verbal interaction percentage is within average o

range (4 5) oSt of the interaction occurred -as Process questions which
were. the highest instructional type and as’ Sinit interactions which é‘e

created for herself 8o frequently. In all Joanne was well liked by the =

Y

"'teacher and her. friends and was havingﬂan enjoyable and succeseful year o

/

:“at school
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Sonia
Page 1

Sonia was‘described as an "attractive" (2), not all
that "noticeable" (3), not all that "happy" little girl
The teacher assignéh 3's on both ratings of "maturity" and ad and a

o~

‘5 on the two measures of ' 600peration/compliance -She received a3 . e

-~ for maintaining eye contact" with the teacher

\’.‘

Sonia was rated as 5 for "general intellectual ability"; 4 for

probable highest achiever , and 3 for creativity"‘ The teaché?'

‘assigned a. 5 for probable achievement in math" and a 3 for probable

_ achievement in . language arts" He was fairly concerned" (2) about her’

' .
1

academic progress.

A\
\

She was deemed to ‘be not overly motivated to do school‘work" “)y,

- aot overly persisteﬂt" (4), a less than average careful/deliberzjﬁ/ V.,

worker" (3), not all that "calm" (4). The teacher assigned a4 fo

'wanting to keep for another year and tentatively placed her 4n the
rejection group, '

Sonia 8 case: results in a particularly interesting profile because

) 3

N she joined the cl §s on April 8 1979 as a new student. The researcher '
B _.

tt_capitalized on this opportunity to- gather formative impressions of her

‘during her first three weeks in the class. The above ratings were .

*isprovided after about a month when the teacher felt better able to assess B

her on the various measures.

| The following perceptions gleaned both from egular interviews

-

,'and during stimulated recall interviews date back to the first teacher
) - _

B comments provided to the researcher about Sonia and are presented in o
fvchronolqgical order. It was expected that during the process of forming

jhis impressions about her the teacher s thoughts might be contradictory
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. at timEé and would provide the range of background ‘goniaz
age

information that contributed to the formation of his, perceptions."

: It is particularly interesting to note her classroom behaviors on

~

various occasions which appear to contribute to his eventual '
placement of her intogfhe rejection group, albeit conditionally. Kﬁ

April 9: His first expressed impressions were... a nice little kid : ,;/u~g

.fairly outspoken I think in Judging from her cum.card that the situation‘,
CN

13

at home isn t as stable Mom and Dad have separated as one would : : I
‘llnormally find in this community... She S aVerage in language arts, just ‘
‘on first impressions. She s a little behind, compared to this group,in ;‘
some- of the math skills..t |

- April 10 ‘"I'm actually reasonably pleased with the way . hat she '8

settling in. Based on the first day I was asking myself he question :

) ’Is this going to be a kid whom I m going to have to be-correcting |
“L"the'speaking out! all the time?' I got that impression initially because ‘;_
she was quite outgoing She was very willing to chat, chat,-chat all L
,the way.;Most kids when they come. to a new school situation are quite @;ii

&

pmeek and a little frightened and thig sort of thing and she was none of ;1i

‘».'that and I thought 'Oh Okay Here we go . I m quite satisfied now

‘

“that she is well mannered and that s good as. far as I m concerned "

o.‘

From other conversations the teacher stated that at the first of the“‘

»',schxﬂ.year when getting to know his students he rarely looked at

. s,

.g;the cumulative record card but preferred to form his own impressions.-

' _‘QFor the sake of expediency and because it was. 1ate in the year he did . -

'-consult the information contained therein._" I had taken a quick look'7}'

iIat the Cum card for at this late date iu the year, you want to decideh

~
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Sonia
Page 3

¢

what groupings to put a kid in and so on. She'll fit in

and be average in the top group" (reading). She had initiated

Some questions during. the class. "Yeah, I don't think she's shy."
The teacher had to-make use of Get Attention questions when.
it appeared that her attention was wandering. "“She wasn't quite on

.«
task ‘at that time which:.was the reason I asked her the question. She

- had a }glazed eye'-look. Its interesting, you know, she says that she

PRTE I
L4
®

"@has taken this particular lesson at her other school and the

assumption is then, that in her oﬁh,mind, that she kneﬁ the information

(math) quite well. That was not the case, as it turned out... "

She was caugh; whistling dufing the lesson... "I don't know if

it was a nervous habit or what..." Still later during this same

math lesson she pulled out a reading book and became. engrossed in it ‘

-instead of listening. '"Maybe itgﬂﬁhfair, but I like kids to at least

look semi-interested and if you're reading a book in math class, that

s/

has nothing to do with math, tpén yoﬁ've demonstrated... I guess I'm

always a little insulted by that sort of thing ... She looked quite
rgmérsefullat this point. She's ﬁot %rightened but at tﬁat.particular
point sbe kﬁew very well that she was wrong and that it was quite clear
that I could.sho ' her that 'Hey, you don't und:;éﬁ%?d this as well as yéu
ought éo'; Her que tions were (a) not finished and’ (b) some of the ones
she h#d)finishede re Grong, were incorrectyand she d;dn't really have the

t ) e ‘
idea of certain parts of it anyway...Maybe that's all the correction

that will be needed. She doezn't strike me as an individual who goes out

of her way to be testing, you know. She s not one of -those who will

push, push, push to see how far ... I haven't known her long enough to

o
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know whether in a situation like that she would ¢ Sonia
, Page 4
ask for help or whether normally she pulls out a : :

book end’does her own thing when things are difficult, I don't really
know yet."

April 12: anese two,.Marilyn and Sonia, I'm going to have to move them,
separate them, because they've develooed a quick friendship and are
chatty. They're not dieruptive but they‘qJ;etly chat uery oftes'and so
you‘may notice from time to time I sort of focus atrenéion on that
whole corner.'" Again he oirecteq a Get Attention question-at her. "I

¥

think she was off fask. I can't remember‘exactly but you know the old.
* - ) )
'glazed look'. I don't know if it was there or sometime later... "

Concerning her potential ability and performance in math,...

"These are the first samples of multiplication work that I've had from

her and she's far behind the rest of our group in that respect so I'm
going to have to do some things to help her catg@‘up with the rest of
thelgroup. She seems to be a little'etronger in ianguage arts th?n she
is in math...just inirial assessment." |

"She and I will get along very well. I just want to impress on her
early that - well to get her. accustomed to the kinds of things that all

the other people’ in the“class are atcustomed to, regarding me. Yeah, I

have no fear that she ‘and I willﬂget along. I'm sure that we will."

) Long Easter weekend intervened....

. April 17:"I'm reasonably satisfied that she's fitting well into the class.

eee I've noticed that little Sonia, the new girl, doesn't participate
in this kind of sitwation, so it would seem this far, quite as willingly."
The situation. concerned was volunteering during small group reading

' K]

sessions, , o,
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The teacher asked her t acher—init%ﬂ%ed questions . Sonia

‘ A : Page 5

-in whole class situations..."Yeah I teni;to get to’ : xﬁ

her in the full claes. But she doesn't volunteer as ofien as some‘nf
the other children‘in this group setting anyway."

It was noted that Sonia was answering most questions in the lesson
correctlyg. " Well she got those certainly anQ I'm st111 in the

process of assessing her. Ifs interesting right there. She didn't even

have her work out; you know. I don't know what she was doing but I was

surprised when I got there." v » ‘ \
. ) s | k

"As far as Sonia‘s chcerned, I'm reasonably satisfied that she's fitting
in fairly well. She seems to be getting on well enough with the other ;
kids I don't see any signs of conflict with them or anything like that
as yet; So my initial reaction is that'Here s a nice little girl who s
gning’to fit well into.the situation'. I think in math in some of the
‘basic skill areas that we've worked pretty hard on this year, that she' s

a little bit behind the class and I'm going to have to get-some flash

cards to her and to spend a bit of time with her to catch up. I want to

_ know where she's at before we have these big year-end tests , in May.

Jsometime ... As I go around.on oneaof those nuick quiz things I often
will thrqw in questions that will give me a pretty good indicatioh of
“whether é kid hes a skill...and I know from those thae she's haying’
trouble with'muleiplication..." |
"'Could you please wait for a few minutes?' Thatveort o%_thing botheré
me. When you're‘in the midiie of something iike that and someone.asks
you if ehey can go éo the bathroom”..You know, its not a hard'and fast

rule although I do tell kids to be a little discreet when they..."

There were only two minutes to go when she had asked. "There are times
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to ask and there are times not to ask.," Sonia

, . Page 6
Part of the math activity was to emboss over coins

with a pencil and fill in the appropriate amount of money using that
method on:a warksheet. He took it for grantedlthat it would be qu'
and easy:for'them but tﬁe students experienced some difficulty in
holding the coins steady. "Most of them handled it pretty well
| but there were some of them who said 'I can't do this!' Oh, and Sonia,
at the back, I had to sortlof direct her 'Now this ie what I wanted you
to do' not because it was so terribly important butlI don't wadt her to
get the idea. that she can sort of do evervthing-her own wey...that
sometimes;..well let's just take the time to do it this way."
‘It was ooted that she had seemed to be getting exaspereted in the
attempt to do the egerciseg;."Yeah:she'ggg and at one stage I said
'You're mot going to do it vour way, you're going to do it my way' more

" or less and that was the message. And so I spend some time with her to

show her that she indeed could do it if she wanted to.‘

April 19:"Sonia is an interesting little girl.;;Somethiog happened
~yesterday and T don t know much about it yet but she was late getting
back after recess, quite late, late enough that I went looking for hei.
Thie was yesterday afternoon, and she errived and I asked her 'Where
have you been?', you know,.ae I was waodering the halls and saw her.

" And T guess she had been involved in some kind of conflict.’ She'd been
threetened apperently by three or four grade six girls, or so the storv

goes. My question is somebody new getting involved in that kind of a

situation so quickly? 'What s going on?'. I haven t the whole story yet.
J .
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" I haven't décided yet whether she was sort of being Sonia
' o _ Page 7

a little upstart or whether this 1s a genuine

problem that she has run into and 1' m wondering what the reasons'are.
So I'm waiting and watching with interest to seejwhat”deyelops‘bécause
its sort of unusual to be in that'situation ... I haven't had a chance
to talk to the principal about it, She was down there chatting with
him and then making these accusations that. these people were: harassing-
her..." | |

She had bitten the inside of her mouth and.wanted to go inside tof“
the main building to the washroom to look in the mirror
"Well yeah I'm not buying that sort of stuff, She was disappointed
that 1 wouldn t let her...The 'big hole in her mputh' .won' t heal just '
by going and looking at it in the mirror ... Anyway I' 11 be watching
to see what develops on the playground with her...

During the math class that day, Sonia took out a comic book and
began to read it Along with being told to pay attention she was informed
: that you don't read comics in math class for any reason,unless I give‘
you special permission.' It was pointed out that this was a similar
incident to the one last week in which he had "had it out with her'.
"Yeah,-I did. Well. Okay, here's this little interaction I have with
.:Sonia. I guess I sort of think.,.I guess it maybe irks me a little bit
. to have someone tell me 'T hate doing that', that sort of thing...

‘The kids in this class are largely from stable home situations where
respect is an important thing and there 8 lots of money and they re kind
of status quo people by and large'and she may be somewhat outside that

norm in ‘the class... but she seems like a nice enough kid. 1’ ;n not’

concerned I'm going to have any real problem with her. I just think her

[ o . : : ) .
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approach and attitude are somewhat different than . many rage 8

of the other kids in the class
The teacher was asked if he would draw any similarities between Sonia
and Pamela in that.way. "
. "Well to the‘extent...I\meanFthey're much different children, but to
the extent that there are things I can notice about their behav1or that
are in some ways differ:nt from most of the other kids and that both of
them are from broken home situations. I suppose there E that
similarity." |
The teacher was asked if his authority ever got challenged by any of
the students, and if so, on. what occasions7b

" I think thus far, maybe ith early to say.I'would saysthat I
,haven't run into that at all in this class until now You know the
business of ... either that or its beén in a friendlier manner or
something.,I don' t know. It hasn t been as noticeable or maybe‘as ?,
overt or something ces You know she's been around a couple of weeks.
I'm quite certain that - well it highly unlikely that she and I will
. have difficulties that reach crisis proportions or anything like that.
I'm not worried about that at. all " o

The teacher was asked what "maturity",ranking he would give her.
"Well maturity encompasses many things. You know, worldliness and
responsibility are far different. I think I'd put her- slightly above
Vthe middle just now, I- might ehange my mind on that "
'April 26: The teacher stopped to spend some time at Sonia s desk
during the lesson in progress.'” She and. I had a little battle

esrlier this morning with regard to work left at home and I suspect

vwork not. done. And I wanted and did make very clear that that 8
. . ) .

-

303
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Sonia

Page. 9

‘unacceptable'and that's why<I had her in at
'krecess briefly to tell her those things and so
then T thonght I better say a word or two her to showbher'that...i"

When asked if he had any further thoughts about Sonia the teacher said
"Well I'm still up in the air about her. I think she 8 maybe one who will
i-try and get away...I think this morning when she didn t bring her work,

» for example, my suspicion is, and its without evidence, is that the

work just simply wasn tdone and, for example, they had some other work
to do too.that was the spelling that I had assigned,and she hadn t |
~thatﬂfinished>either So I'm going to have to keep a fairly close eye
'onvher‘to be‘sure'that she, in fact, completes tasks. .She gets along
‘with kids in the class and I'm satisfied that she is fitting in fairly’

well. but I think she' s sort of an 'independent thinker" . shall we say,

- and wants things to go her way and she ] not...I wouldn't put her down.

. as being ‘the most conscient{ous student by any stretch of the imagination,

<

‘but I think those are things that can be’ worked out fairly easily. When
someone comes in as 1ate as she has its hard to know what routines she s
accustomed to When asked whether her work was neat he said "It's fine.

She doesn t appear to have any handwriting difficulties or anything of

’
¥
-

that. nature."” R AR "', ' ;.';

The situation with the grade six girls had resolved itself without

' further incident'."There hasn t been a recurrence.,I don t know

"

how it was insoigated or anything about it...

: "She d be an average student generally a little lower than average
I

'perhaps compared to some of the people in some areas, most particularly'h

5__in math. She '8 a little above average perhaps ..I shouldn t say above
, » ‘ s
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Page lO

average of the class, but ahove'the lower group
that I have‘anyway on language»arts but not too,
well founded in spme of the math areas. Its going to take some work and
also naturally there s the process.of— she's learning the routines,

my expectations and 80 on and so forth I wouldn't say that she s

| testing exactly, well maybe she is Its not an overt kind of testing
It's not like that Its more a situation where she's feeling her way
around and finding out what she can get away with a little bit and that
sort of thing So I'm- being fairly firm with her as a result in -

situations like that v »
¢ : ' -

May 10: I think welre at the point now where I know her strengths and
weaknesses She seems - to be a much more effective language arts student

" - than she 1is'a math student. I ‘think her language arts ability is pretty

strong in many ways. She s sometimes a little careless 1n her work. She h

can be. "

"1 think she likes intrigue a bit. She can be a little sneaky at
times. I find her down in the janitor 8 room. She has developed a friend-
A

8hip with the janitor who lets her into all ‘the places that are

t»generally restricted As a new student she seems to know the ropes

'better than most do after five or six years at this school which is

. interesting. But T don t see any particular harm in it. "

A

He was asked how the social adjustments were...' She seems to get along
rbpretty well with the kids. ‘She's kind of an. independent soul, She 11
look after herself if need be." T
‘-June 7: He was giving serious consideration to placing Sonia in the

"rejection group and decided on a."not definite-conditional" kind of

-l
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placement 'I d put Sonia in that sort of category. ‘Sonia
Page 11.
She's sort of, oh- I don't know ..,She s a funny kid..just
the chemistry s wrong, something like that."
- Additional Information'
Age: 9 years 0 monthé'(mean = 8 years 7 months)
1.Q.: Verbal 104 {mean 12.73) .
' Quantitative 103 (mean = 112.65)
Non-Verbal 97 (mean = 111.46)
Achievement: Language Arts 71% (mean 85 07%)
Mathematics 80% (mean = 93.64)
\No'Engaged Time Data available. ,
Verbal Interaction Data
"vSonia S Language Arts Mathematics. Both Subjects
All Tinits 3.3 7.4 5.4
Product.Q [ - 3.3 |- 6.3 4.9
Process Q 1.0 |1 4,2
Get Atn Q 0.0 T 5.9 4.5
| Comments | 5.9 | 9.6 7.9
Tinit Prai | 5.0 | 9.6 7.5
|Tnit Ccrie | 6.3 0.0 4.0
Behavioral | 4.2 x 6.5 5.4
|All Sinits ). 1.6 | 6.9 3.9
Ss Accepted | = - 3/3 . - 9/10 12/13
Total Verbal | - 2.8 = 7.3 5.0 |
'»DiSCUSsion o

' Sonia was quite a bit older than most of her classmates. Her

behavior and attitude were on: the whole rather self—assertive when

'_ ompared to the more compliant members of the claas. Her home background

'f_may help to explain why she had: developed certain behavior patterns.v'

It looked ae though she had a little leaa respect*for the teacher
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- and might have had better luck getting her own ., g:gialz

way with'her forner teacher
His expectancy of 3 in language arts as well as the comments he
‘nade about her ability and performance in that subJect area suggested
'that he thought she would achieve better results in language arts. Her |
4score was 14 points 1ower than class average“ln math the expectancy (5)
assigned was . lower and it was obvious from his comments that he felt
she would perform less successfully in this subject area. Her score of
80% was 13 points lower than class"average. So she achieved wellvbelow
average results in the end of the year tests. |
It is dlfflCUlt for a child to adJust to. a new school part way
through the school year As it turned out, this appeared to be a
regularoccurrence for her. The researcher needed to double check on one
‘of the*I. Q. scores and SO phoned the school in January, 1980 to confirm‘
§the information She had left the school,in which the study had been
‘conducted in September. The researcher'phoned thenew school only
to find that she had moved again in December and now attended Yyet another
_school An- the city. Eventually the information needed was retrieved but
“the additional information gained was of interest for this child ‘had. |
been: forced to adapt to four different schools in less . than 10
months Such adjustments require certain coping styles and ghe appeared
: to have developed them but not all of them fitted the conforming child
:~model as might be expected o |
, The teacher 8 effort attribution'for her‘was in the medium range
so“she was not seen to be a high-achieving, enthusiastic student and in o
addition she occasionally made subtle challenges to his‘ipthority which

- although they were not serious in nature became mildly irritating to

the teacher.
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Her verbal interaction ratios are based on ' Case #26
. . ' A Sonia
the 1464 interactions for which she.was ‘Page 13

present, More of these interactions occurred in math partly because
he was trying to assess her capability in that subJect area and partly

beeause he spent more time in math instruction helping low achieving

 students generhlly -

She initiated a great many Sinits (6 94) in math but only 1.6%

“in language arts He seemed to feel she did not wish to volunteer and
‘participate in language arts settings although he felt her ability
level was quite high in this Subject area, Math settings evoked more
’ Get Attention questions and Behavioral reminders which were directed
‘to her. Her overall higher than average verbal interaction ratios may
’be mostly due to the fact that she was ‘a new. student settling in and
_ the teacher was concentrating special attention on her as he tried to

form his impressions of her behavior, ability, and performance.
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eIndividualized profiles were developedvfor'each of the 26 student 2
subjects in this study Although each profile contains the same basic
and requested information which had been provided by ‘the teacher Ain thee
form of numerical scores and comments the case studies differed in ,
.various ways; The numerical scores (from 1= high to 7= =low) revealed a :‘:~f
erange of teacher assigned ratings on the 19 measures and most of these
tscores were substantiated by teacher comments -This indicated that the
.teacher could make distinctions among the 26 students on these 19
student attribute measures, The’ 1ength of each case study varied and‘
depended on how much information the teacher had provided about the
student during interviews. This in. itself indicated that the teacher-
-actually knew more about some~students than others Not all students
'lwere chosen byuthe researcher for further examination of their use of

!g time. Eventually the choice was . narrowed to a core of .

N

gdents who were - observed for an. average of about nine

R

chtional time in 1anguage arts and mathematics For other k.

4 amount of time observed was less or non—existent, but

R ~
~

;:data were included in the profile if available.vf

o

fformation contained in these student profiles was obtained'\
overltiif fid represented a considered reflection about each student onr o
’the part: n‘the researcher who chose to omit and include teacher- B

provided information; piecing this information t gether with other sources
of data about each child ‘The foremost aim was t represent the child |
'as the teacher portrayed him to the researcher ai faithfully as possible.~ L

—

The actual collection of the data from the teacher extended over

1%

A

the three month period Class rankings were completed on separate days ;

.S




310

and the teacher was asked to concentrate on each child carefully while he
assigned scores on the 13 Attribute Scales which were completed on an

individual basis during a two week period Data such as I.Q. scores, age,'

and achievement information were-collected-at the end of the study.

After analyses, the average mean scores for verbal interaction data were

computed for each individual student and ‘data on the use of academic

'vvlearning time where applicable were averaged and totalled for each

L4 N\

student Thus, information about students was gathered continuously over
vthe three month period'using dlfferent'methodologies. The portions o
included 1in the individualized case study profiles were at the discretion '
of the researcher._vi 3 4‘ | |
‘ The first section of each profile purposely alternated between the/

presentation of teacher-assigned numerical scores- and teacher comments'
‘taken from the interview transcripts which served to corroborate the

1 assigned ratings._This format was adopted to minimize the reliance ‘on
“'numerical tables and to keep the presentation ofbthe somewhat~repetitious;'
| ‘but basic, information for each student as readable as possible. Obviously |
some sections of the data were more efficiently and comprehensively

.

.'presented in table form such as the individualized mean scores. received
-«on the verbal interaction contacts with the teacher.rpif> :,: . \

| | In the judgment of the researcher a reasonablevportrayal.of each
;”student resulted Although brief the accounts enable the interested

1 reader to delve into the case studies'in order to make fine comparisons '
' bet en any two students, for example. No two - are alike, nor were they

'viewed identically by. the teacher who assigned the scores and msde comments :



. speculate about possible causes for differential verbal interaction ,‘

about;each student, With this information at hand it is possible to
'received (or for the amount of time spent on task by ‘the student)
The profiles might have been enhanced by more home background
information about the children indications of pupil attitude toward
school and/or by peer opinions/information. However, the case -

. studies succeeded in presenting basic teacher-provided T \a ion

| in- order to describe each student subject in this
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lassroom{Under study,



CHAPTER VII
TEACHER THOUGHT PROCESSES

This chapter presents the results of the micro -~analysis of the
’stimulated recall data obtained from the teacher subject in this study.

- The transcripts of the stimulated recall interviews were analyzed using.
2 - : 3
the content analysis system developed and utilized by Conners (1978).

| A :
Twelve categories comprised the system and most of these were further

s

subdivided to "ascertain the categories’ substantive components and

explore the richness of the data (Conners, 1978:117)"

Micro-Analysis of Interactive Thoughts

- In the present study quantification of the stimulated recall data

was to be used to answer Research Questlons 4.0 and 4.1, nanely: ' S

4.0 What information is obtainable from the interviews held
N " with the teacher?

4.1 Which kinds of thoughts about students in particular
were reported during the stimulated recall interviews?

]

Previous studies using stimulated recall methodology ( Marland,

1977, Conners, 1978; and Tuckwell, 1980 ) have been interested in the full
Spectrum of teachers' .interactive thoughts. In the present study it\was
‘ re-emphasized‘at the beginning%ﬁfeach stimulated recall intervieu‘that the
reSearcher was primarily interested in those thoughts s perceptions and o
feelings about studentswhich the teacher experienced during¢instruction
and the teacher was encouraged to focus on and verbalize thosé particular '
interactive thoughts. As a result of this emphasis, it is presumed that
interactive thoughts concerning ather aspécts of-teaching.may have been
withheld and that percentages of categories reported in the findings from
the present study may differ from the other studies which were interested
i;;a fuller'range of teacher interactive thoughts. y | )

F: During stimUIated recall interviews, the usual aim of‘the researcher
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1s to maintain the teacher's focus on his interactive thoughts and to
discourage non-interactive comments;using careful question probes which
restrict attention to the lesson being’viewed or which subtly guide
the interview back to the stimulus lesson. While this aim was followed
in principle, often the teacher would divulge non-interactive thoughts
about students or background 1nformation about them that impinged on his
interactive thoughts. These expressed thoughts were not discouraged
because they were valuable sources of information but they could not be
coded as interactive thoughts. The probing questlons used in this study
were nct kept as pointedly to interactive thoughts. Any additional
bachground information was noted and wes‘explored more fully in.later
general interview settings.

. ‘

Not unexpectedly, some differences were found between the
percentages of thoughts 'in categories in Conners' work and those in the
present study More student information was obtained from this teacher
overall. For instance about 10% of reported thoughts in Conners' study
were coded ag Information—Pupil compared to the 16.3% in the present
study; Conners' teachers averaged about 16/ for thoughts coded as
Perceptions which included su%-categories of, perceived student Academic
Performance, perceived Student Verbal Behavior and perceived Student
Movement compared to about 21.7% of expressed thoughts in the present
study. .
| Tuckwell (1980) "implied that ; teacher‘might be hesitant to restate
a recurring thought and he suspected that- formerly expressed thoughts
in his study were sometimes withheld although they continued to exert an

influence. Also he felt his teachers treated the stimulated recq_’__

interviews as ongoing conversations and so he questioned whether the.

b4
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percentage of interactive thoughts expressed included all of the
influences operating in a given'instrdétionalbsetting.

At any rate, the system proved toybe a_useful_andAadequate
mechanism for quantifying-the thoughtslthat‘were ekpressed by the teacher
in the present study. For both Conners' study andlthe.presentbone,
although the rank ordering differed, the fine most frequently mentioped
thought categories were: Perceptions, Instructional ﬁoves, Information—
Pupil, Self Awarenessj and Interpretations.

The twelve categories in the Conners' Micro—AnaIysis system are now
_presented with a very brief description of the kinds of interactive

thoughts they include as well as some illustrative examples taken from
Jstimulated‘recall data in the present study. The relative frequency
‘of use expressed in percentage form is given as the categories and sub-

categories are discussed. See Figure 3, Page 315.

Teachqr Perceptions

., Interactive thoughts coded in this category deal with sensory
awareness of such sub—categories as Student Verbal Behavior, Student Noise-
/Unacceptable Behavior and Student Expression The highest percentage of -
this teacher's interactive thoughts were classified as Perceptions. This
trend may help to substantiate the high scores the teacher received on
Items #19 (Awareness) and #20 (Withitness) on the high inference instrument
used in Projecthuest. Within the Perceptions category'there were eight
sub—divisionSs The bulk of this teacher'sterception interactive thoughts
(44.7%) centered on.the Academic Performance of the students These thoughts.

may have resulted because he did walk around the room monitoring Seatwork,
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Figure 3

Summary of Categories in Content Analysis System

1. INSTRUCTIONAL MOVES Feedback-~-Teacher; Structuring; Organizing;
' ' Control--Discipline; Presenting; ‘ g
Reviewing; Repetition; Reinforcing; Motiv-
ating; Feedback--Pupil; Involving; Transfer;
Learning Processes; Miscellaneous.

"2, PERCEPTIONS Academic Performance; Student Verbal
: : Behavior; Student Movement; Student
Expression; Student Presence--Absence; Noise
--Unacceptable Behavior; Equipment--,
Materials; Miscellaneous, T

' , / :
3. INTERPRETATIONS Academic Performance; Student Attention--
Motivation; Student Movement; Verbal
Behavior--Noise; Student Cognitive Processes;
Matérialsf—Content:‘Feelings; Miscellaneous.
v . -
4. EXPECTATIONS Task Performance; Cognitive Performance;
- } Affective Performance,
5. MEDITATION--PUPIL -
6. SELF-AWARENESS- Instructional Awareness; Instructional
Evaluation; Instructional Reflection;
Content Reflection; Personal Reflection;
Affective Dissonancef
7.4 BELIEFS General Pedagogical; Developmental; General
‘ Learning; Specific Learning Principles;
Memory; General Psychological Principles.
8. OBJECTIVES General; Lesson Specific; Lesson

Facilitating.

9. LESSON CONTENT
10.  INFORMATION--PUPIL  Personality; Academic Ability; Academic
B , » Performance; Classroom Behavior; Social
Behavior; Home Background; Physical
Characteristics; General Information,

BN

11. INFORMATION--OTHER

12. FEELINGSﬂ- :
oo : -+ from Conners' dissertation, 1978:280.



316

.

‘particularly'during math instruction and five of the eight stimulated

recall.lessons were math instruction He ‘had received high scores

on the high inference behavior ( #4) "teacher ~moved around the room a

lot monitoring seatwork" from Project Quest

Academic Performance. Expressed thoughts belonging to this sub-

category resulted from seeing a pupil's work in progress, hearing an

answer or noting in some way the degree of Success- the student was

' experiencing.These thoughts classed as Academic Performance accounted for

about 44,7% of all interactive thOughts belonging in the Perception

category

N

"While I stood there, she did seven or elght right in a row.

She'd stopped, as soon as I'd left, she'd stopped
People are responding fairly accurately and effectively

The procedure is exactly the same and she did figure it out
eventually- although I don't. think she put the right answer but
she had the right routine anyway

Student Verbal Behavior. About 16% of Perceptions expressed had to

do with student initiated Verbal behaviors ( nOt pupil responses: to

teacher-initiated questions whichwere coded under Academic Performance)

These thoughts might be precipitated by a pupil talking com;qiting, or

asking the teacher a question

Merrill was sitting there muttering because he S not allowed

to answer at this stage of the game.

‘He's the one who asked 'Can we get going’ Yaah, let s get going!'
'Somebody had given me a response one—twenty or something like that,

But there were some of them who said I can't do this'

. A
Student Movement These interactive thoughts involved the expressed

N

awareness of student gross movements such’ as borrowing an eraser or

tidying books. They accounted for about 12% of the Perception category
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thoughts expressed.
As soon as I saidi'Sit'down', she stood up and walked to the o
pencil sharpener.. . : -

«.but he still had his hand up and he was still wiggling and
jiggling o '

She was tapping my shoe. I don't know whether it was purposefub
or just d00dling It stopped anyway .

Yeah he's got to check out the machlnery I don t ‘blame him
He was leaning on the desk

Noise/Unacceptable Behavior In this sub category which accounted

for about 137 of the Perception thoughts expressed _the teacher reported
being aware of the misbehavior of pupils or of noise that was indicative
of off-task behavior

Geoff was filling his cheeks with air and making strange noises
That was John whistling... ' o

I found in that lesson that every time we had to change— from the o
quick quiz to other things~ there was a lot of disruption

... because I was watching Pamela and she was way off task. There
were others: too but she was the worst. She had put her stuff
away .

Student Expression. This sub—category of Perceptions includes the

subtleties in student expression such as a worried appearance or a
l

smile- that the teacher noticed. Thoughtsacoded ‘ag Student Expression

*accounted for only abput 2 8% of total Perception category thoughts.

T: ...he doesn t appear to know and then he starts to get flustered and
~ doesn't know either way very - ahortly.' :
I: What was he doing at the time? How do you know he Was getting
: 'flustered'? .
T: Well flushed a little bit, that sort of thing L i

- He gets a little frustrated and he starts to huff and puff
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Equipment and Materials, Interactive thoughts about equipment and

_ materials accounted for about 4% of total interactive thoughts in the
Perceptions category and were expressed when the teacher noticed some

item, equipment.of~instructional'materials;

'
4

His sheet was a little mesSy

Its.a little tight in there with all the equipment (video) s0
people get behind me. . .

sI m aware of being stuck up at the front with that machine (overhead)
‘.you -lose people at the periphery :

Malfunction- I think that's. the cord. The.ki?s are sitting on it.

y

- Student-Presence or Absence.'Fivefstudents in the room had regular_

resource room appointments three times a week The four expressed
interactive thoughts in this category, which accounted for about 2% of

all expressed Perceptions, concerned the comings and goings of these

: students DI

N,

Now Ian and Tom have come in from resource ToOoMm. .« ..«

Yes,wshe s Just arrived back,with what- ten minutes remaining ,

Miscellaneous. The interactive thoughts coded as Miscellaneous
accounted for over 4% of all Perceptions. :

Brent 8 not feeling too well... quite pale...Mom wagn't home so
he couldn' t go home...

It was warm... I
B

Oh here's the P A announcement. I can't hear it anyway. It must '
have been" something about lunch : :

‘That's when I noticed we' re at the end...I noticed that its

after the time... ,
“}

Instructional Moves ‘

This large category contained about 172 of all the interactive thoughts

expressed by ‘this teacher. The category was. sub-divided into 14 sub-

A categories. Instructional moves are reported teacher-initiated actions
v PR _
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or_deliberated actions which could be physioal, verbal, or non-verbal
and‘which embodied skills or principles of'teaching and learning that
the teacher consciously- was processing while teaching :

-Control/Discinine. The greatest number of interactive thoughts

fvexpressed ab?ut Instructional Moves fell into the Control/Discipline

sub-category and amounted to 19. 27 of all Instructional Moves thoughts.

&
They 1nc1uded actions taken and actions considered which would deal with

§

vvarious forms of off-task and deviant student behavior

”

I had to resort to this hand—raising. I haven t had to so much
‘lately but today I felt that. ‘ ‘ o

I tried to ignore it but it didn't work

Here I'm- looking up at the front again. That's eye contact I'm
trying to make . '

Whén I went up to’ look at what Pamela was d01ng...

Indeed I initially asked him because I thought he was off-task
‘and I wanted to bring him back. ‘ ey

Feedback Teacher About 12% of the expressed interactﬁve.Instructional '
Moves thoughts were sub—categorized as Feedback-Teacher moves. In these
'instances the teacher reported that ‘he was actively seeking information
about a student 8 performance, progress, affective state, or‘general
classroom behavior. Information so gained was influential in determining _
future teacher action. ‘ | |

just sort of spot checking

You know I1'11 know better the next time we: talk about ir which
‘will be tomorrow. . _ .;

3.

Well you can briefly check If someone ‘can come up and do it then/)a
they have the idea._ .

I went up front. I wanted ito see what she had done 'cause:I
y,hadn t seen her do any work when I looked up.

‘ ’lWell that's why I asked them to keep those sheets. I'11 have a.
“quick look at them. I can tell pretty quick, = -
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Structuring. About 13% of the interactive thoughtsvabout Instructional

M&ves, centered 6n structuring. The‘te;cher presents’ material ip
seduence sb it is clearer. Students are directed to‘attend;énd focus on
the steps 6: directions presented. Pupilsg' thoughté méy'be élafifie@f
and exfendéd ﬁhrough»&se éf structuring actions;taken'syAthe teacher.
. But it turned dﬁt I still had_toigive him a nuﬁbér of hints and
I think he did get it eventually with a lot of help.

I decided~to.givF'him fime,thinking he might be thinking about it.

I‘backtfacked‘when I sfar;edvfinding'the same things that I was
finding yesterday and tried to look at it in a different fashiqn.

I'm trying to focus their attention on what they might... but

I'm searching for someone to say 'Hey, there are some reasons

why ‘this guy has. done what he's done'.., : ’

Involving. Involving describes an instru¢tionél move for effecting
student participation.in an activity. The teacher attempted to involve

his étudents'to mgintain_their aitention.and,intéfeSt and to capitalize
on student contributions to enhance the lesson. ‘He felt theyvgained more
from the lessonvby being aépively involved in it. Thbughts‘about

involving accounted fbt'aboﬁtvloz.of'gli»lnétructioﬂal Moves,

...and I have to help Pamela with that stuff. She wasn't there for

the directiong.

And I'm keéping’my éyesbopén at the same time to/see'if somebody's"
far off-task or having difficulty)and I. cap chatgelqver ther

ngirst{
- : e : :
I want to make sure that I have, that's why they read short .p ssages,

I wanted to make sure that I gaveﬂeverybody a chance to read. !

Also I suppose part of it ig I ask someone from the back to come -

- up ‘and that focuses theﬁattention on the act of moving up 80" 1t’s
.not centered so ‘much just around the group near the machine.

Orgapizing. Interactive thoughts 1n-thisvsq5-categqry 8ccoqpte§-for

about 13% of all interactive though;s about Instrucgionél Moves.
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Specifically these thoughts dealt with the allocation of time and
materials, the timing and sequence of the lesson and with moves. to keep

transitions ‘smooth and the. pace and flow of the lesson under control

.:.but at that point I'm not going to stop and tell her how

to do 1it,..It's too late...
It was.a decision to get things in their hands and let' srget going
cause I knew that it was going to take a minute or two to get -
that out. ‘ v

- The reason I was giving some of the others was a constraint of time
and indeed on the next section which is considerably down the road
I did all of them. ‘ : :
Here I want to end.it off cause I look at the time and find that
1 only have four minutes in which to read. This kind of a story

- I need half an hour

Feedback- Pupil. About 7% of all interactive thoughts ‘on Instructional

Moves concerned the provis1on of feedback to the student about work

hperformance.-This-usually involved making evaluative statements 'to -

students.

Yeah well ‘as I told him though I wasn't satisfied with the way
he had worked. :

I m telling him not to worry if the estimate isn't right on.

I started with Mason thinking 'Well we 11 get this kid off to i
~a good start right off the bat : :

‘Reinforcing;'This sub-tategory dealt  with thoughts about rewarding
Frstudents in some positive way‘for their effort or:achievement.,About

5% of»Instructionalbnoves were'coded as‘specific Reinforcing movee.

I'm still with Mason...I wanted to...if he was right, if he had
a good point, % wanted to be able to say 'Hey, yeah that's
right'. , . e . e

- T ended up with Joanne, ‘not because 1 wanted to hear her read

r Aagain, but because it occurred to-me that when she had read I .
”_ hadn't said anything about her reading and that I ought. to say s

'Well Okay, very good' or at least that, you know.

%
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..and S0 I'm trying to take the opportunity to praise them
as we go along

Reviewing; Interactive thoughtsiconcerning reviewing‘comprised
abOut 5% of the'Instructional»MovesrcategOry. éeviewing'thoughts centered
on the act of integrating,and interrelating knowledge the'student had-
learned'previously. |

It was just a question of . refreshing it for some of them and for
others as well, :

' The sheets that I gave them today were a’ review of the story which
they ve read twice,

Usually I start just by getting the details, the factual details. )
of where we are .in the story, 50 it will be a little review, that
sort of thing. T . :

Presenting Presenting refers to those Instructionaleoves which
impart knowledge. and content by using equipment. written materials, or
.\oral'presentations which:may involve explanations and demonstrations..
‘wThese thoughts ﬂécounted for'ahout 4% of all-interactive_thoughts

categorized as Instructional Moves

~Okay, this is the last sheet ‘that I handed out to them I 51mply
-.i1lustrate by doing these now pretty much,

So. I'm writing down a few of them now.

' Now here's where 1ts forming in my mind that I can approach this
step by step,’ partly by taking ‘one example right through the hour,

~Repetition. Repetition was one specific category of Instructional
- Moves that focused on the Reviewing aspect but. included only repetition -

'_and drill activities in which some content or skill was emphasized

J.

ThoughtS;in this sub~cat;§ory accdunted for only about ZZ,of all
interactive Instructional Moves thoughts.

That s why I wanted to give him the example...so he could imitate.
We work with them (spelling words) a few minutes through the week;'

' ..
EN



. Motivating; Motivating is an Instructional Move”primarily,used to

_and enthusiasm both intrinsically and ektrinsiéally;

instill intem

Objegts, se; ce questions or the teacher's own- verbal behavior

jte. The expressed interactive thoughts in’ this
,lin'number and accounted for some 27 of all
“fin,the lnstructional Moves category

F:Just a bringing to bear ‘their own experiences, given
pituation, wondering if any of them had ever- would like
be experiences they ve had with wild animals. :

, ere quite a while at Bonnie(because T know she knows
iot more than she ever does and even though 1t's written -
[ -she has difficulty with that while I stood there she

In or elght ) . SRR

<

Y Learning. TransferbofgLearning was‘a'sub?category’,

‘of Instructgd f_ Moves that is used to help students generalize or

s

transfer knowledge from one- learning situation to another. Only one

1

'such ( rather ) example was included in the teacher's: expressed

inte?*\ve o
were by a sma

' amount of money. By having the students handle and work with the

%:f and it had to do with how deceived the students

’Jhandfuluof.coins which really represented a large |
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o actual coins the teacher felt they would begin to recognize the difference.

o]

Learning,Process. Instructional Moves in this sub-category were

often closely related with other sub-categories within Instructional

. Moves such as Motivating, Reinforcing, and Repetition, as well as to

. Beliefs. Conners (p 131) instructed "These instructional moves focus
jon the 1earning process and included thoughts about learning being

‘meaningful, pupils learning through association and discrimination,
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i

through problem solving and through using a yariety‘ofgpresentation

- modes,"

. Once you're slowed down with a word or two, - the rest of it is
more difficult ' :

- fhere fsn't the change in stimulus that you need
- to make ‘good use of the time, I ‘suppose. : S

-

‘I think there s some value in Spending a little bit of time in’
’working with the actual coins and in- becoming accustomed to them

. It is entirely poss1ble that Learning Process moves have been coded

"within othersxﬂrcategories of Instructional Moves or under Beliefs

The focus of the study was not on h1s perceptions of how children learn

' and hé may have withheld interactive thoughts about learning processes

know1ng they were not of maJor interest to the researcher Perhaps the

: foregoinghelpsto explain why only 6% of thoughts under Instructional

Moves seemed to belong in the Learning Processes sub—category

Miscellaneous Instructional Moves coded in this sub-category dealt

)

with items related to teacher 8 maintenance of a student 8 self-concept,

Fa

.‘affect them. o ;y ' : - ﬂ-". ‘\%:-

gInterpretations ,

S or preservatlon of a pleasant class atmosphere. Thoughts in this sub—_

category also dealt with providing individual assistance to students
G

or involving them in certain types of decision—making which would directly»l

I tried to shut her down in a nice Way...\f' o t :r S
If I frustrate that then the speaking out behavior is more frequent.

- Its been a pretty rugged year I try not to put ‘too much
- pressure on. him.. ; R

S

ca%

Expressed interactive thoughts coded in thia category were. properly ’

,-those which contained teacher~assigned meanings or explanations of



S These assessments accounted for the greatest number of thought expressed
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perceptionsv (It was sometimes difficult to distinguish at which point
a fact like Perception became an Interpretation eg. "He was paying
attention " ) The category was sub divided by Conners into eight divisions»
Most of the interactive Interpretation thoughts had to do with the _ ?
attention and motivation of the students, their perceived cognitive

,processing, and how they were feeling. Short examples, taken out of

context, are: presented as representative of the sub—categories.

were on- task were paying attention or were interested in the .
ongoing instruction were classed as Student Attention and Motivation

I was satisfied that most of them were on task for ‘most of
that time period

'Bonnie would dearly love to read the wbole thingt..-

Most of the people in the class are really .enjoying the* story
_Tom.,.Nicholas.. those people are enjoying it immensely

‘When T was ‘talking to him about spelling, ‘that was,earlier on,'hef
-”was being a bit lazy. ‘ e A

- C,

"Student ngnitive Processing. In this sub-category of interactive S
7thoughts called Interpretations, the'teacher inferrgg what mental

. JE‘ N a2
: processes were occurring as studentsrwere engaged in learning activities.
“He expressed his interpretations of their cognitive behavior and thoughts.-'
under Interpretations (about 432) Ts_,'

. I think she knows a heck of a lot mOre than she ever does...'
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Mason is looking for a straight fact answer, there isn't one...

.but even then I was satisfied that she knew what to do and
would normally get it correct. ‘

I think maybe she‘did get a hint because then she elaborated and
talked about the orders he was always giving.
. ¢ v

3

Feelings. The teacner internreted how students were feeling by
attending to fdcial e#pressions and gestures. These interacpive, |
Interpretations of pupil emotions as expressed by this teacher aecounged

" for about 21% of all Interpretations. He had been assigned high scores
‘ ow the high’ inference behavior #26 ( Teacher responded accuratély to
both obvious and less'obvious me;nings, feelings, and experiences of

the children.") fromiProject Quest.

He's either quite tired of quite bored. |
She looked quite remorseful at.that point... ZF\
reéading and

- It makes her perhaps a little apprehensive about her
and so she's a little nervous about it too.

-

= Academic Performance. Interactive thoughts‘deaiing with Interpretations

of Academic Performance accounted for about 5% of all Interpretatipn '

°'thonghts.‘The student's written of'veybal performance is assessed by
the teacher. (Many of these thoughts seemed to the present'researcher
to fit equally well under Student Attention and Motivation or under
Cognitive Processes).

Part of the problem for Ian and Tom, who didn't really know how
to do this very well was. A

Jim's having trouble.

5

Student Movement. The teacher interpreted a student's gross

movements when the intent of the student was not apparent.“Only one

* such thought was coded in ‘this sub-category : . S

N . o
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Yeah it was unintentibnal, but he was bumping the machine,

'Verbal Behavior and Noise. This sub-category included the teacher's

interpretations of either classroom noise or a student's verbal behavior
which did not seem task-oriented. ( No examples were coded in tnie ca}egory.
The present researcher euspecteg that if any potential examples existed -
they were coded just as appropriately under interpretationlof‘Student
Attention and Motivation or Perhaps under Perceptions of Noise/Unacceptable

Behavior.)

Materials/Content. This sub-category was meant to include thé

teacher's interpretation of the suitability of instructional materials .
for students; ( No exemples from the present study were coded here but
is was suspected that potential examples may have been coded in either
the Instroctional Evaluation or InstructionallReflegﬁion sub-categories
of the Self- Awareness general category or in the Expectations general

e
category ) '

Miscellaneous. The miscellaneous sub-category included teacher

interpretations concerning certain unusual classroom behavior, ‘home
background, or organizational matters. Only four thoughts were coded in
this sub-category which totalled 3.3% of all Interpretations.

I thought she was going to swallow the damn thing
And I thought it might have been because he couldn't see...

Information-Pupil

conners stated that "this thought unit is concerned with information

a teacher carries around in her head that centers on pupil characteristics

~
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such as persbnalasw, academic potential and performance, geperal
.classroom béhaQi;r, social behabior,‘and home background information
(p.164)." About 16% of all expreésed interactive thoughts in the present
study concerned information about pupils. (It was sometimes difficult

to decide when the background information about pupils that influenced
the teacher became pon-interactive in nature ard therefore classed as
"Case Study" type of information). The teacher referred to many thouéhgs
‘about pupil charactérisficé, behavior, ébility and home background
which immediately contributed to the interactive thought expressed aﬁd
were therefore felt to be impinging on teacher thoughts and shaping
teacher treatment of students during instruction. The gene;al

category of Informition Pupil was further sub-divided into nine
categories; Examples from transcripts in tﬁe present study have been
presented wut of.context to illustrate thoughts coded within the sub-
categories. »

‘Academic Performance. The academic performancesub-categories appear

under the three gederal cafegories of Eerceptions; Iﬁterpretations and
Informatioq-Pupil. Under Information-Pupil, this sub-category accounted
fér\29.4% of all pupil information thoughts énd were considered to

include those thoughts concerning the teacher's assessment of usual

work habits agd performance of either indivi&ual‘students’or of the claés }

as a whole. A , ‘ ‘

He forgets his rules...

In a task like this (test) almost all the kids get down tplit and
do.it the best they can. They work whatever speed they are :
able .
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, famela, who's easy to get off task.,.

A

I haven't known her ( Sonia, Case 26) long enough to know
whether she would normally, in a situation like that, ask for
help and whether normally she pulls out a book and does her

- own: thing when things are difficult...I don't know yet.

...0r with TrisHa, who generally gets her work done...

Classroom Behavior. This sub-category oflInformation-Pupil thoughts
was used aboot 28% of the time by the teacher when expressing thoughts
about pupils Conners described this sub-category (p 170) as

-
containing both individual and group references and dealing with

activ1ties and verbalizations of the pupil or group that the teacher
considers typical behavior ' Conners reported that his nine teachers
referred to this sub-category most frequently when considering Information- |
Pupil. thoughts. In the present study this was the second most f quently

used sub-category; Academic Performance being the more frequent y used.

She § a chatty little thing. If I'm not keepinglmy eye on hadr she
really will chat a lot, - ‘ ’ :

She'll sometimes play that off. against me saying,'well shoul
I only do this much?' :

Interesting to watch the ones who are perpetually late...Panela,
-Sharon..are often late coming into a group, a couple of others...

Geoff sometimes makes noises just for the hell of it...

Personalitz. About 21.8% of this teacher's expressed interactive

thoughts coded as Information-Pupil referred to personal characteristics

of the-students. \

He's not the kind of kid who's really turned on by school work...
He's sort of laid-back, easy—going, it'11 al11 come out in the wash
sort of thing...

- Grant has a good sense of humor...

They aren't as imaginative generally vee
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You've probably/picked up that sometimes he's#fairl& silent,

She doesn't strike me as an individual who' goes out of her way
to be testing, you know, she's not one of those who will
push, push, push to see how far...(Sonia)

He's an enthusiastic kid.

AcademiC‘Ability.The thoughts in this sub-category deal with the

teacher's assessment of the general academic potential of students. In
‘this study thoughts coded in this sub—category accounted for about 10% of

all Information-Pupil thoughts

Q

You know he's very bright.

She seems to be a little stronger in language arts than she is-
in math, just an initial impression.. (Sonia)

He's got lots on the ball..

Well maybe it's not too surprising that Tom would ask a question
like that. :

Social Behavior. This sub-category relates to peer relationships.
Many non-interactive comments ‘described inter-student relationships but
only'one such interactive comment was coded in this category.

Maureen and Joanne, seated beside each other, they're good friends.

Home Background. This sub—category dealt with thoughts about . hqme

background of students processed interactively while instructing Onl
about 47 of Iniprmation-Pupil thoughts were coded in this section,

She might be somewhat outside the norm in this class...

Brent, whose background of information is éust ..the travelling
he's done this year is really something... ives:him a real sense
of size of place, geography, and even politics,

There's no problem with money...

ghysiCal_gharacteristics. Thoughtslin.the sub-Category centered on

physical COordination Or‘physical aopearance. Infrequent mention was, made

’,
*
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_of such characteristics in the teacher's interactive thoughts which_
accounted for only 2.5% of all Information-Pupil thoughts.
He has a funny kind of voice in a way and that threw me initially

at the first of the year but’ ‘his reading is fine. ..

+e.with Bonnie sometimes there s difficulty. Her handwriting ‘

capability is such that sometimes .you can't tell where something
 is pointing...I should show you her handwriting scribbler. It's

something else. She's coming along. She's much better than she was.

He's 8ot a rugged voice, yeah..

General Information The interactive thoughts contained in this

| sub—category included background information about pupils which was other
than information about'the_home situaﬁion. Few examples were .coded in :

~this category and they amounted to 2.5% of the total Information-Pupil
‘thoughts. )

He hasn't had one all year..,

a

Its interesting, you know, she says she has taken this particular
lésson at her other school.

of course his ‘time was shortened because of his absence in the
resource room. . : : )

- I

Self Awareness

i'About 12% ofvall interactive thoughts from the stimulated recall
data interviews were coded as Self Awareness thoughts. Conners (p 146)
described thoughts: in this category as those which indicated that teachers
‘were conscious of various facets of their performance in the classroom
‘and were aware of their behavior as they interacted with the pupils.
This awareness involve%‘evaluation and emotions about one's performance,

deliberations on instructional strategies, and reflections on 1esson

content as well as on one 8- personality, appearance& and general teaching

A
)
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style. Conners divided this category‘into six sub-categories which
are briefly described and illustrated withlexerpts from the present
study s stimulated recall interviews.

Instructional Evaluation The teacher expressed both positive and

negative evaluations about his teaching Such self-assessment thoughts

o vcould be about whole class instruction or the handling of individual

teaching situations ‘Totally such judgmental thoughts accounted for the

\: .

bulk (64.1%) of all interactive thoughts classified as Self Awareness

thoughts

' This is a situation where you hand out a highly motivational kind
of thing and then try to settle people. Maybe I tried to do
. that too quickly

It was not one of those situations where it required intense
concentration so they would tire out. There was enough activity

That remark I just made to Brenda was ‘almost off the cuff, ‘and
it's not very effective, T know.

I thought I was fairly careful in giving the directions o but
we' ve done that before, that sort of thing, and that's why I
wasn't quite as plain as I ought to have been.

That's unfair to Tim. I didh't ask him to explain it

‘The only difference that I think .I should have presented it one
- way one day and the other way another day, instead of trying to -
cover the’ whole thing at once.

You see, I' m still. pawning both approaches which especially with

Instrudtional Reflection._Instructional reflections refer to those
; _

interactive moments of decision where a course of action is deliberated

Reflections in the category also involve interpretative assessmentseof
‘ ,whether students are attending and understanding About 22.5% of the
thoughts coded as Self Awareness were coded in- this sub~category.

I started this lesson wondering where am I going to find us today?
Where will they be at? . c
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- I don't know whether that's'listehing skills...Maybe I was -
- giving too many instructions at once. @ :

«..cause I have to make a judgment..so because one or two turn
©off what do-I do about it? , : .

'Well I guess I kind of thought that Okay, that maybe I shouldn t
have jumped on him right away. Maybe I should wait-a minute or
two and let him refresh his memory :

..and T' m starting to think ..this is when I'm starting to pull
my hair and wonder 1if I've got to reteach all of this.

Instructional Awareness. Thoughts in this sub—category express an
- awareness of the effects of strategies used and'the impact that such
- things as the‘organization and sequence of presentation might have on

students Only about 5.8% of all Self Awareness thoughts" fell within

t

-

this sub-category
"This ‘is a terrific opportunity to ask the sequence of questions
that we re supposed to ask, you know, the higher order questions.
You can.. sprinkle them. You know I can ask a-lot of just straight

lower level questions of facts and so on and build up to the
other. . .

I wondered if I had the hour hand a little. bit off place and that
was.. confusing him. . .That wasn t the case. : ’

When you're trying to function with one of these machines— with
the overhead- and operate a class as well...using the Quest items, :
I'm probably not as 'with-it' as I ought to be. o a

'Personal Reflection About 5 8% of all Self Awareness thoughts were

\

“judged to. be Personal Reflections. They included expressed impressions :
of how the teacher might be perceived by students. Matters of- concern
‘could be general style of teaching exhibited or personality
.characteristics displayed o B !

- And I thouphr that I was a little abrupt. I was, not feeling
. ‘terribly well'iight there and I became ‘a little abrupt with
+ ‘the kids.' ; . : :

Mind you I must say that I was a little crabby today.
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Geez...do I sound hostile this morning7 (I felt hostile all
- morning),. . , ' g .

Content Reflection. In this. Sub-category thoughts indicating an

awareness of factual mistakes or lack of specific knowledge were to

2 be coded as Eiiiiﬁf,ﬁﬁfleCtions No instances of such expressed thoughts

- were. noted in the stimulated recall data from the present study.

Affective'Dissonance. Affective Dissonance“is exemplified when a
teacher expresses an emotional reaction to teaching.behavior exhibited.

Examples of such dissatisfaction with personal perfOrmance only
appeared twice in the transcripts of the present study and account for '
~only 1. 6% of thoughts in the Self Awareness category (//~\~/

I wanted to get a little further than I did this morning .
I guess I would say 1 was pretty unhappy with this lesson

Feelings

About eight percent of all expressed interactive thoughts belonged
to the Feelings category Conners described such thoughts as. emotionsv

experienced by the teacher during the lesson " (p 175). ‘No sub—categories ’

‘were created but ‘the emotions in the present study expressed such

, .
feelings as frustration, annoyance, enjoyment, concern, amazement, and

| satisfaction. RN
- . This annoyed me ip here. Nicholas was very persistent here. I
: ‘began to get a little ticked off._ .

-T love this. This is the part of teaching that I like the best.
- This f fantasy is my thing. I think its very imaginative, colorful,
- interesting, It's stuff that I enjoy myself so I'm kind of on a
- trip myself and I love listening to the. answers L get. I love
the insightfulness ‘of some of the kids. ' :

"Its amazing 1 was amazed at how many people tried to withhold...

‘I'm a little concerned about Ian in the last couple of days. He 8

really been acting out. ‘ = o o

Y
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.!}'
This is the kind of time that I actually enjoy; being able to ‘
: get around without a great hubbub around you,,on a ofle on one,

I felt like I was scampering from one thing to the next. i‘f

You don t want to hear what - T was thinking on that one!

Beliefs
Beliefs referred to the accepted values, teaching principles and <

practices which 1nfluenced the ways in which the teacher behaved These
‘beliefs might be about learning processes, both general and specific,
or about,the appropriateness of using certain'teaching techniques_with,
children. The béliefs expressed accounted for about 4.37 of all
’interactive thoughts and althqugh the teacher was asked to focus on his
interactive thod'bts about student performance and characteristics, it
is interesting to note that some beliefs were expressed as well, ConnerS‘ ‘

v»sub divided the Beliefs categories into five sub- categories which are

now presented and illustrated with examples from the stimulated recall
"r'transcripts |

' ‘General,Pedagogical Beliefs General beliefs about students and .

about the role of the teacher formed the substance of General '
: Pedagogical Beliefs. Overall about half (57/) of the Beliefs were coded
within this sub-category

' Proximity is important, and also the ability to move.

'If people are working on task- even if they re chatting with
someone else, T think that you can learn a lot.

When you teach a large group like this I like to get to
‘everybody. . |

> I often ignorg hands up. I just don't. even- the problem with
‘ taking hands db, volunteers, is that the same people volunteer
all the time., -

I guess’ Quite often, especially in math I question people who

~might be having difficulty because. its a fast way to find out
if. they have the concept. ,
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When' you're working around a machine like that, the people

who are right there are going to be focused in: usually, you §
_ know but at the periphery sometimes you rum into.,, g0 its -

just a matter of movement, get people focusing in on the

business of moving up there.

Developmental Beliefs. The developmental stage of pupils

influences the way they learn. Beliefs in this category conSidered which
behavior was most appropriate for certain age groups, About 192 of,
all Beliefswerecoded in this sub-category of Beliefs. ' //

You know they want to. contribute and participate.
Kids have the idea that teachers know everything.

'When you hand out something like that. (money) 1it's unrealistic
“to expect children this age to keep their paws off it. ¢

because most kids at this age level are reasonably
successful and even if they aren't you ‘can keep them going..

...and children ‘are perceptive more perceptive ‘than often we
‘glve them credit for. They know if they can do these things or
not and if I'm telling them 'Great' , and they aren'’ t, then
they know. :

‘vGeneral Beliefs Concerning Learning Principles. These thoughts
. expressed the beliefs ‘that active involvement problem solving, or
repetition, to name three, would be meaningful to children Only five
thoughts of this nature were coded from the transcripts which accountedi
ifor about 11% of all Beliefs coded |

...because there is some truth, too, at least: I think there is,

_1f you require people to write something, even. if they know,
‘that the information will stay with them longer.

- If you can get little groupings,like that, there's nothinngrong
~with that at all. ,

* You know there isn't the change in 8timulus that you need to make
good " use of the time I suppos ' :

Beliefs Concerning Specific Learning Principles. Beliefs in this

category dealt with principles to be used in more specific learning
| situations. The motivation, reinforcement and maintenance of self~

concept for students were coded in this category as,well. Only four'
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thoughts were designated as belonging to the Specific Learning '

Princloles sub—category_and aeeounted:for only about 9 % of all

Beliefs thoughts

- You know when you have the chance to work with things that you
can sort of manipulate with your hands, then it's not a: difficult- :
area's not a'difficult concept really, I don t think,

Well,the ‘'other thing is that this is a good opportunity to

' encourage people to read... They've demonstrated publicly that
they can read you see and if you encourage in that sense it may
encourage them to read privately too.

Well money makes a hell of ablot‘mOre noiSe than most teachers
~want but the thing is I think it's good for them to have it in
their hands, .a concrete object, and to work with it in that

Beliefs Concerning Psychological Principles. Beliefs in_this
category concerned the social end_personelity development of children
and their individual differences; dnlyvtwo'such beliefs.were identifiedl
in the stimulated recall transcripts which accounted for about 5% of
total Beliefs' expressed.
I think that all the other,kids are 6ware°that,there was some’
difficulty and to brush it under the carpet-and then deal with
it elsewhere I didn t feel maybe I m wrong, was terribly
:important. ' . .
‘Generally 1 feel that'ehildren shOuld’be'discreet enough not [
to be. doing those kinds of things. Its ‘more of a general s

rule.’

‘Beliefs boncerning Memory. Beliefs Concerning.Memory 1nc1udedl

<

beliefs that cues or hints could aid the student to remember factual
: knowledge. This category seemed to fit more appropriately under one “of
~the broader belief categories. At any rate, no examples from the

'transcripts were coded in this sub—category.

| Meditation ?ugll o
| 'ed_in'thie,cetégory Verevthoeevdeeling vith the

fout the mental processes of a group or of a



specific student __zithe pupil experiences cognitive difficulty or
is inattentive and how the pupil understands or remembers are the>
types of thoughts to be included in this category. Conners did not
N subdivide“this‘Heditation_Pupii category.lNine thoughts'frombthe}

stimulated recall transcripts from the present_Study were coded‘in
. - . " K N . . ‘/

- this category. This-Meditation Pupil thoughtvcategory accounted for
‘only about QA of all 1nteractive thoughts expressed

I wondered if she read the story once before and thought she
had read it -and therefore didn t reread it when I assigned it R
or something. ‘ : : ~ : :

1 don't thlnk even yet that he has confidence in his ability to
tell time. Like on those exercises that I was handing out, I
- don't thinK he really had the confidence- that he was, going to.
answer the questions correctly.- .
N . - bk . - K
The assumption is then, in her own mind,chat she knew the
information quite well ’ .

Lesson Content

Thoughts in this categoryfwhich was not subdivided) were those
vconcerning the teacher 5 concentration on subject matter or. the N
5evaluation of specific content or those referring back to content from :
:previous lessons. Only 11 such . references were made in the stimulated
recall transcripts from the present study accounting for only l 1%
,‘of all interactive thoughts expressed.:ﬁ |

‘The first one is an_ alphabetical order thing...

‘And they all missed the 6:30 one; only that they ‘had the hOur ‘
k,hand pointing to the 6 directly. o _ e .

o ...just a review of multiplication, ddition, subtraction and a
. couple of 1ittle problems just to keep their hand in...

_'Objectives L ) ;f"”»jT_ R N *;_'
Thoughts in this category dealt with 1ong range and short range R

.pupil outcomes to be achieved. Only seven Objectives thoughts were

338
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.coded in all and amounted to .77 of all interactive thoughts.-

The category was subdivided by Conners into three sections

General. Objectives. These’were broad objectives that the teacher
’ hoped would be achieved in most lessons. Four thoughts were. coded as :
General. ObJectives.

«++ (responding well). That's’ more or less what 1 was after
in’ that little exercise

Lesson Specific Objectives. In the lesson the teacher h0ped that
m!:? :
pupils would achieve certain objectives that had been decided ‘upon

preactively Three th0ughts were coded in this sub—category of

ObJectives .
‘c“Part of the idea’ of the 1esson was to demonstrate that we. can
us¢ a regular tool to measure area and that squares...well
basically what' I wanted them to find was .that .squares are

a good way to measure area, or ‘square-type shapes...

:Expectations

?‘ Thoughts in this category referred to pupil behavior that the

, teacher expected or anticipated would occur during the leason. In this _'

\

study about 3. 42 of all interactive thoughts were coded as Expectations.
Conners subdivided the category into three kinds of expectations.

Task Performance Expectations. Thoughts coded as Task Performance |

'_Expectations referred to the phyaical performande of an instructional

‘task bY the Pupil Twenty—six percent of the Expectationa were
'coded in this sub-category., o EODTE RS A

. f
f— -

: You know...the business of coloring over these coins...I think
- 1 took it for granted that that would be an easy task’ and all S
v 'fof a sudden its not that easy to hold it atill and’ thoae
& sorts of thinga.f" . S
'vActually 1 had four and 1 rather thought that we would get . through
them but it turned out that there were a few who' needed a little':~
imore help I gueas than I had anticipated & SR

‘...becauae I very briefly give her instructions and she 11 be ”;j;’

‘5,: alright.' -
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" held for his students,
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o

Cognitive Performance Expectations. This sub-category of

Expectations is concerned with whether or not pupil pérformance on a

task was correct. The bulk (66%) of the Expectation thoughts in this
study concerned the Cognitive Performance Expectations the teacher

« b

I thought to myself that she would normally know the answer. ..

" The initial ones were ones that I suspected’ they ‘would all
get without dlfficulty

(asked Brenda)..someone who probably knew the answer.
...cause I know, given another 15 minutes at some point, I think
-almost everyone then will have these ideas down’and will be

able to tell time effectively ‘

Affective Eggectations. This sub-category included the teacher-

expressed expectatibns‘for the affective behavior of pupils or the -
expected misbehavior of pupils. Only two thoughts were: coded and they «
accounted for about 64 of all Expectation thoughts. Both of these
thoughts were about Sonia, the new girl (Case 26),as he wss/forming
impressions about her. | S | |

S

She and I will get along very well...

I'm not concerned that I'm going to have eny/feal problem with her.

Information-Other

éonners described the‘thoughts in this category-as'two basic tyoes
of thoughts which‘dealt with classroom rules about the organizational
aspects of classroom 1ife, ot with thoughts irrelevant to _the lesson.
“The category was not subdivided Tweoty—two such thoughts were
expressed in the present study and they accounted for 2.3% of all

‘interactive thoughts expressed

Its a nice day.
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‘We work to bells too, and it's not-a satisfactory way to close
off a lesson, but there it was,

The[dld hand signal.., They know that if I'm working with someone
0 I'm working with a group that I don't Tike them wandering

0 to see me,..s0 usually a hand signal will have them

return to... ’

;

.("Could you say that one more time?") That shows you how plugged
up my ears were' Can't hear a damn thing today.

I need a more comfortable chair. Normally I have a great big easy
chair to read in which is very comfortable for me.

. B
I find it interesting...The kids are so accustomed to you now
that they don't even notice (the camera). $

One of the,most irrelevant thoughts and certainly the most amusing was
the following interactive thought coded in the Information Other

category:
I was standing there right then thinking I'm going to stick
my tongue out at that camera ... and then I thought- you can
see that some of my thoughts are frivolous- and then I thought
if I do that I'm going to have a class full of people sticking
their tongues out at you!

)

Summary of the Micro Analysis of Interactive Thoughts

By subjecting the, transcripts of the stimulated recall interviews

: ,~to a content analysis,rit was possible to identify the type and quantity
of the teacher's interaétive thoughts. Conners' (1978).Micro Analysis
system was used as outlined by Conners.rIt was a conprehensive system
which more than adequately accommodated the stimulated recall data
from\the present,studﬁt The resultant findings in terms of type and -
quantity of teacher—expressed interactive thoughts were presented in

the first part of this chapter along with 1llustrative examples

taken from the text of the transcripts.

Nine categories and their further subdivision resulted in a

total of 60 possible locations in which to code each. interactive thought
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unit. The teacher was asked to focus on thejrango_of thoughts~that
were of major interest to the present researcherg‘namely-those-
thoughts and perceptions.and assessments about stuoentS(and their K
characteristics, personality, abiiity, and classroom behavior t¢
name just’a few possible examples) which the teacher consciously
processed.dnring instruction.
The most frequently used category (22%) wao labelled Perceptions
within which the teacher focusgsed most heavily on his perceptions
of the students' Academic Performance during instruction..
Instructional MoveS‘occupied abbut 17% of his'rnteractive thoughts
with particular emphasis here on control/discipline moves, organizing
moves, and moves to involve students in the lesson in progress. \
> Almost as frequently processed were thoughts about Information-
~Pupil (16%) which were considered to be more background information
kinds of thoughts but which did impinge on his interactive thoughts
during instruction. Knowledge of their usual acaoemic performance, their
usndl classroon behavior, and their personality attributes occupied
most of his attention inrthis category.
About 12% of the teacher—expressed interactive thoughts dealt
with Self Awareness. This self-monitoring tendency was most frequently
revealed in his thoughts about evaluation of the instruction he was
providing
Interpretations at 11.7% were nearly as frequently processed as
Self Awareness t?pughts. Within this category, most thoughts dealt d
| with his interprftation of his students' cognitive,processing and how

they were unders anding.the'instruction in progress with a lesser, but
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substantial amount concerned with his interpretation of .their states =
of attention and motivation.‘ |

His expressi&n of hisvownvpéréonal Feelings experienced during
" instruction accdunted for about 8% of total expressed interactive
thoughts. The other'categories of Beliefs (4%); Expectations (3.5%),
Information Other (2.3%), Lesson Conﬁént (1%), Meditation Pﬁpil (.92,
and Objectives (.7%) were used lesé‘frequéntly as tﬁe péfcentaggs'
indicate. | ' : ' - |

dfzall 60 gghcategories.the three most frequently used were
Perceptions of academic ﬁerformance (94 thought units), Self Awareness
of Instructional Evéluation‘( 77 thought units), and his Interpretations
of Student éognitive Processing (49 thoughts) during ongoing instruction. -
) The lower percentages expressed in'certain of the pine categories
may be due to the fact that ;hese écéommodated interactive Lhoughﬁé oﬁly
‘and the categories like Lesson Content and Objectives pfobably would

have received moré preactive dttention from the ted¢her. Also the fact

that he was trying to adhere to the researcher's fequest that he restrict
4 _ q

his reportiﬁg to the narrowed focus of interactive thoughts about students
'during stimulated recall interviews may helb to explain this trend.

As a final comment on the use of Conner;"ﬁicro Analysis éystem
| for coding the interactive data from thié study a couple of observations
are made. In three of the-§g§pateg6ries néiﬁhoughté‘were.coded from the
present study as there seemed to be no suitable qiamplesu Also due to
kthe fairly'iérge number of thoughts classifiedlés Feelings (80«thqqght

units) in the pre;ent study, this category‘could have beéh subdivided
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, :in some way to deal more Precisely with this information. It is
speculated that Conners' nine teachers did not provide as great a
proportion of Feelings for the following reasons . Perhaps a

personality difference in teachers prevents some from experiencing and
"articulating such thoughts processed during instruction A more plausible
'vexplanation would be that Connérs teachers were involved in two |
stimulated recall interviews compared to the eight stimulated recall
interviews in whlch this teacher participated In addition, many general
1nterviews had helped to establish the quality of rapport which would
have to exist before more personal feelings would likely be expressed.

It ‘must not be forgotten too that the teacher and the researcher worked

together over a three month period,

Macro-Analysis of Interview'Data

The result of using Conners macro-analysis system wasiless than
satisfactory for plainly it was not ‘suited to the data from the present
study although the system had accommodated the data obtained from the‘

t)‘
nine teachers in his own study. A perusal of the categories used in

Tuckwell's (1980) macro analysig system suggested that they more- closely'
fit the data from the present study
. The teacher subject had not been askeddireCtly to express his

"beliefs" about teaching or to identify ‘the general "principles".:7

~of teaching which he believed to be influential in his own work Thus

=

any beliefs and principles which appear to emerge from a macro analysis R

of the .data run the risk of being rather incidental However, those

:expressed are deemed to represent the attitudes and priorities exerting

an influence at that particular time.
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The transcripts of both the general interviews and the stimulatedé‘
recall interviews were comb-searched using the "sieve codet procedures
: .

as outlined by Guetzkow (1950) in order to find expressed priorities
and personal convictions about the instructional processes in a
classroom workingiwith children, ‘or about his perceived role as a
teacher. The following examples represent these attitudes and priorities
which appeared to underlie his routine teaching behaviors.

| " The teacher tended to depend on his own judgment about‘atudents.

‘In speaking particularly about forming initial impressions during the

first week of school the teacherrcommented:

“With respect to the children I try to have‘them talk a lot and I talk
a lot to them and they interact no | | |
What things are you noticing7
) "Well lots and lots of things. ‘I can notice how someone speaks and, of
course, I may make quick and erroneous judgments about their ability
based on what they can do verbally; if not "erroneous ’ incomplete .
So ,certainly. I make all sorts of judgments about children very early
on in the school year despite the fact that .I tend just as a matter
of,practigg,to avoid the officially‘written records.
| You don't go ihrough the Cuh, cards? |
" No, and'I don{t ask for last year's‘report’cards either... :
_'..; You can' t meet somebody without making some kind of judgment about
‘them unless I aay to.myself 'This 1s a token introduction and I' 11 never
see this person again' but that 8 not the way it is in school. You're

‘aeeing these people and you re living with them for a year, pretty

T;nearly a year. So I concentrate very hard on what they re doing and .
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and then‘naturally I.mahe jndgments;"

Do y&h chanée them? o |

~ "Snre'I change lots of jndgments about 1individuals.,.through the year.
I iike to remain,quite flerible in ny judgments ahout people. Not all
of them.are changed." . ‘ |

 'How accurate do. you think you were at the first of the year?
- "'Oh pretty'accnrate ..1 think so. When we talk about Keith, for
-example ., my changed attitude toward him its not a‘violent.shift ifs

a...an adjustment in my feelings about the kid."

¢

‘The teacher had'a strong set of feelings about the giving of marks,
report cerds,and théoranking of'childrenvin generai; Heireiated that_
during a'teacher-parent interview;vBrenoa's (Case i7) father wanted ,
her exact ranking. ‘ | h |

"He wasn't satisfied with the general kinds of comments that one ,

makes. .He really pressed,me for an exact ranking ao i said about 12th
~or 13th on certain things."

That didn't go down vell?

"Weil'he'told me he“thought myﬁasseaSmenteof thevchild was about
.accurate.bnt he;wanten,jaa a neans of nersuadingiher'todo.better, he
was goingfto tell her’ thie andlhOpe'that she can move up. Iin sure

‘ that at the next interview he' 11 be wanting to knov 'What s her
~exact ranking now?' I have visions of that.,,' |

Do you indicate to them where you think they are? compared to others?

I don t compare children with others as a general rule and that's

what I tried to tell him but he wasn' t goiég to accept that. He was

| almost on top of my desk. Quite an interesting interview.
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The comments aboutlTom's (Case #lsjnacademic.performance at
the~end of the year were~not in relation to the'performanCe of classmates
but rather to Tom's‘prior performance* |

""What a super job this kid's been. doing' I don’t know whether you

| noticed but his math score was 53 out of 60 His reading . I think
he was in the third percentile in decoding and the eleventh‘in
comprehen31on last year and this year he,moved to about %he'35th.
That"s a pretty marked improvement!" | |

The teacher triedito be realistichin theugiving of grades on -
report cards and.in'his'dealings with the parentsrandithe students
themselves when assessing the ability and progress of a student.

,"Well last report card interview Mason s (Case 20) mother came in .
pretty hostile and I sort of had to calm her down. Last year on his
hfinal report card .when we had a poing marking system, you know four

‘is the top grade, he had all/fours except for three of his marks that
 were threes There's: no way éhat he... I mean Irhaven,c given anybody
those kinds of grades!"“ N L | | N
ho you save them til the end of the year?
ldNo I'm not saving them at all I just -don' t see people as being that
. excellent I guess, I don t know. And she s distraugq"recause her son
. was... well think of it this way. You ve been around the class long
N enough to- know that Mason's not the top pupil in. the class. What grades
do I giVe the top people if 1 m handing those out to him?" ' .
Is: there anybody who is receiving fours7 -
‘"Sure, lots of them. I givé out lots of them but I don t give them in '

ﬁ

evegxthing, not in every subject... They become meaningless. we11
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1 talked her‘out of.it. I was very careful and went through the
areas that‘I_thought he..; I.was trying to giye her somebideahof‘
where her kid~was.at and ahe said-'ﬁell Gee; you know; after last
year I thought he was a top-notch student. ! No, she was pretty
'accepting. I think when you finally ask people 'Do you want me to
say your kid's top of the class if he isn' t they sort of say 'No
I'd rather have an honest assessment. ...Well itk interesting. I
always,find parents pretty'aCCepting of the sortS‘ofVobservations/
that you make but- the problem I've run into this year with two or‘

three people is that they had an entirely different picture last year

«.- .ﬁ

v'And I'm not being criticial of the people who taught them before."
Nicholas (Case #19) had a similar kind of. report card. There is

| no way.. That's just not.a realistic report card and the assegsment
1s not as I see it.;,‘- “. o PN |
.. Well the way I look at it is I m reporting to narents really and
its unfortunate in a sense{our style of reporting is that. That s the
'element of competition- 'I have 14 fours and you haven t got any —jll
.I think we should get away from.AWe write a. lot of comments ‘on them

' but there '8 still a sort of ratingJ\Well next year what I' mkgoing
to do is I m not going to hand out r:port cards to kids, I'm, only

*

going to hand»them to parents.:
kWhatfif theykdon';hcome‘in'for'an'interview?' |
"Well I can' t be quite that stringent because we are obliged to get
;“_ reports home at one point or another but basically I‘d like to see
parents. 1'd like to give the reports to the parents U

~ - But t kids will still see them.

"Except there isn t the immediate hysteria that surrounds the giving
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of the report‘card...and the dashing of hopes.™
In speaking about questioning children the teacher commented
"When I get an incorrect answer it's amessage to me. ..The thing is
I can get a correct answer to every question that I ask I Just
have to ask the right people you know.
Are you conscious of their feelings’

" Well there's'that aspect, of course. I want to have a good reason
that a kid can recognize for praising the child and secondly, of
_course if you're just dealing with information...If I m bothering
to teach it then I want them to have it and children are perceptive,
‘more perceptive than often we give them credit for. They know if |
they can do these things or not and 1f I'm telling them 'Great
and they aren_t, then they_know. So I like them to~prodUCe a 1itt1e
bit ‘and I 1like to praise."

.Heialso commented’ | .

\"You .can focus in on a child and really embarrass him.'

:He reflected about an- interaction with Mason at the conclusion of which
’he was able to praise him for eventually giving the right answer._

: "It would be a. bit of a saw-off because I think that he was a

little flustered a little embarrassed and I think I focussed on v‘v

him a little too long .ve Well I hope that he s not upset cause

- that's detrimental to learning.""
The teacher was . asked how he thought Nicholao (Casc #19) reacted to an
- instance of assessment concerning his oral reading followed by support’
"Jand encouragement. E L “*i%.” _ | A
"No, ,I‘ didn't c_:nsider whether tlev might?._..‘I» gueaa; in'_a sense |
R AT Seithe " q
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‘unless something really needs to be private I think that,
All the other kids are aware that there was some difficulty and
to brush it under the carpet and then deal with it elsewhere

1
I didn t feel .Maybe I'm wrong, was terribly important. But I

certainly hadn t considered that it was anyway,' '
The‘teacher reflected about working with Ian and Tom the two concern boys.
"I think that both these kids, Ian and Tom, are really .
-approachable young people who are well I've taught in other schoolg -
where kids have learning problems'but they also have severe
personality problems;_These kids~haye problemS'but they're’fairly '
open about them.ﬁ. L | o
- You talk to them.ab6ut these things?
| "Sure. Well you know even kids who aren't smart aren't stupid They
have 'a very accurate perception of where they are in a class‘
g situation in terms of their capabilities and they know who the
brightest are and. they know who the dullest are...The interesting
‘.thing is that‘these kids have a pretty good perception of where
" they're at. ‘And the important thing I think is to say 'Well just
o cause you don't know math doesn t mean you re dumb it just means '
:you don t know math that kind of approach
The. teacher took a similar approach with Bonnie (Case #18) She often :
./experienced frustration with not being able to keep up- with the
written work | ) |
/’.Does she sy things to you or do you just know?
~ "She has on many occasions. We ve had some very frank discussions

'f about some of her problems and she 8 very aware of the difficulties

. she has.
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One objective that the teacher appeared to have for the students in
his room was the development of a good self concept and the ability to

see their problems in perspective.

You appear'tO‘like%children
"Well I may nLt be able to do everything right but I do
Children are’ very important to me.
You. were saying one day that the selfconcept part ‘was important to you.
"The affective is - I want children'to,leaVe my class saying
'I like myself’ If they can do that... If they don!?iinow that
two plus two equals four at 1east they ve succeeded at something
Schools are important but at this age”"' |
Speaking of Ian and his many problems..,h
"It' s been a pretty rugged year and I try not to- put too much
Pressure on  him and yet I want’ him to. ,..Well he s a year behind
now. I'm pretty anxious that he, at least leave grade three
feeling he s a decent sort of fellow anyway witfi some of the basic

skills that are required He's a nice boy and school 8§ not going

_to be easy for him and it '8 probably going tO@ggi Q’gder for him."

) "Kids who like to come to school learn more effectively than
‘those who don t.v . .4'} : o | |
EWhen the=c§arp as'a whole waa engaged in independent eeatwork activities>
the teacher.spent moat of. the time walking around monitoring seatwork :
.eand providing individual help to students._ | | |
"Ith a time that I enjoy and sometimes the pace of the legsson

- owill suffer because I'11 be spending time trying to make sure that)

people have the idea. I find 1 aometimes think I can have gteater '

H 4 -
L /___.._.Q
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impact well it makes sense, a one to one situation Well -~
sure. it's a good way to evaluate too as far as I'm concerned

I can tell right now if a kid can do that and I sort of mentally

"store some of thatvinformation.

‘"This}is-the kind of time that I actually'enSOy— being able to
»get around without‘a great hubbubvaround.you,,on a one to one.
‘vJust to briefly check. I find that l'can‘retain'quite a bit you
‘know,..get a pretty goodhimpressionj’put it that wayr" |
On other‘occasionsihe spoke about students vho are-ablevto answer
.questions correctly all the time | | | |
"But you see on a day to day basis you have to look at other things.
;5because you say to yourself 'Okay these people who - anower these
‘questions, that's great, but I have a responsibility to these
- other kids too...to at least try to make sure that - they're
:’going to.get it. And I hope that I try to do it\in a way that';t
- You know, a kid may not know math. Doesn t mean he s dumb just
means he doesn,t know ‘math very well and I want kids to 80 away

| " feeling that not feeling that 'Hey, I m dum L

"I get almost zero teward from asking people who I know will provide
o the answer. T don t get a. reward from that. I have to test hy

'fi@" - asking people for myself. I have to teet to find out whether ’/yl;f"

Nt
g:*ﬁé{?' f.children undetstand the concept The children that I'm going to ask

‘are the ones who might have the greatest difficulty.‘_ -}y
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s

S | R
In‘Conners' study, Equality of Treatment was a concern expressed
by his teachers, This teacher expressed several thoughts which
indicated that he was concerned about fairness and equality of treatment -
as well,
"One of the problems I have with Brent is getting him not to shout out
and very. frequently, well he is getting better but often I have to
remind him that 'Brent, the procedure we use is hand raising 80 I can.
-
- get to a variety of people' " i : !, h " R o
"In a situatiOn 1ike this, just try to get everybody once or something
‘like that and its going quite well. "" l ﬁ%“ |
" often ignore hands up You know I just don t even. .. The problem

with taking hands-up VOlunteers is that the same people volunteer‘

" want to make sure that I haVe.L. That 8 vhy they read short

o

> passages, I wanted to make sure that I gave everyone a chance to read.ﬁ _
. . ‘) . . B

" I have to say to myself that thdae kids deserve to be asked cause
vhrthey know this stuff quite well. I ve geen surprised 80 rarely this ’
:year by Joanue not knowing sométhing tﬁgt I sometimes say to myself
"Hey 1 hav‘lhardly asked this kid a queation,all dsy . So you.have to
include, when you teach a large group like thia, I like to try to get

"‘Ian spends a lot of time off task, quite a lot ot' time off task

i'“tfand I know th&t- And one has to sort of balance off bow much time to
.iiuspend keeping him on task speci;ically and that s a judgment that you 5
| ! have to malga and its difficult." (in fairness to the tiue deunda i , "

*vf;?"made by other individuals in the class.) L e
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|
The teacher gave more evidence of favOring inequality of

treatment overall however. He regarded his students as individuals it
5seemed and different approaches were taken with them and disciplining
was contingent on various factors, not universally applied. Little
evidence of "disciplining occurred, therefore because the usual
practice was to deal with an incident in a low-key manner, often in a
‘private conversation at recess time or during class.

" "I'm not very fond of generally applied punishment or generally
"applied anger. That 7ind of thing is not my style and anytime I fall
into that sort of ¢ra myself if I ever make a sort of class -wide
threat I find Fhat it works very poorly for me because I... You
must consider people as individuals. I don t like that form of
discipline.in a school~except in rare circumstances ... then

k.invariably what happens is the very person you don t want to step
odt of line inadvertently does 80, Then what do you do? Then you

either strap or ‘lose face. That ] garbage' No, I think that s a fast

way to lose the respect of" children if you. frivolously apply...

. !
"The thing 1s whenever I chew out a kid, which is rare, I have a hell

- of a time keéping a straight face.”

Ve \

'Some comments“qaken out of context‘may serve to demonstrate that -

,(

differential treatment was provided to class members. In some cases when
’ -t

obvious misbehavior was occurring through what he considered to be a
g fault of his own, he chose to ignore it unless it became too great. -
"The problem is sometimes I'll look up and I'll see someone 1ike

3 Edward fiddling around dr Geoffrey or some of those people. And I.

Y

""z

sonetines have to lay off those people because the kids have the\
| k ‘ . ‘ T = W ‘ .. ) ‘ h > v' ' L/

ad
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!
3

C /
concept and I'm overdwelling on it and its not really fair to be ...

"I don't know who's wandering around there I didn't see ...Joanne.

Oh well, its alright if it's Joanne. She has a good reason, no doubt."

"Also I like to satisfy Brent's need to speak out too. If I

frustrate that then the speaking out behavior is more frequent."

, 0 : \
"Sometimes staying on task in school in class time is difficult for

him, or appears to be, because he doesn't do it but anytime I say
'Okay, Grant, that's fine but you best have that done and here

tomorrow' he always does it and does it well."

"iﬁs discouraging. for her.to}heve to do written work. I try not to
put too much pressure on her for written work, you know. Shelll
sometimee play that offfegainst me saying 'Well, should I only‘do
this much7’ end if it's ‘a reasonable amount I1'11 _say 'Yeah that

will be fine' "

4"You'know,:it bothe;ed me a’lot more earlier in the year. You could
spend two-thirds of your day saying 'Nick, sit still', I very rarely
,‘hug him abnut that." and also of him...' You always question someone
who is willing to set themselves up as the class’clown which Nick does
from time to time and people in the class know very well that it's
'Nick's turn for a pat on the back sort of thing..How happy is an
individual like thatd Nick seems 1fke a happy enough individual but

underlying that there must be some need for attention that goes

~.
~

. unsatisfied,"

‘w

‘Partly with Marilys I like to check up and make sure that she's

got the skill "o “ D Y
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Two. thonghts reflect an acknowledgement of the harried pace of

‘ classroom life and the demands on the teacher..

"Pace and flow of the lesson, Teacher has to be very careful of
those kinds of things becalse kids will sidetrack you‘and you

know they want to contribute and participate."

“I'm jumping ahead in my mind to the Five Chinese Brothers, you

know this~sort of thing. We do that in conversations often I think;
considering what we are going to .say next without really listening
to what somebody is talking to us about. Certainly in a situation
when you've got a lot of people talking at you:%.l find m;self

" doing that."

The teacher provided praise and encouragement for the students in his
"room. It was notllavishly'or thoughtlessly given and not
indiscriminantly applied The following thoughts reflect his desire to
provide meaningful praise and encouragement. . |

P

"With handwriting... I don't. take any unique or unusual approaches

- to. it or anything but you can sure get a. lot of positive reedback
to children in a handwriting situation because most kids this age -
level are reasonably successful and even if they aren't you can’ keep

H

them going...

"This ("poor“)’groupkl think enjoys the oral reading erercise

because I try to build them up to indicate to them that I think that
they re doing, in general, -a° good job and it gives each one a littl;
ces you know, the focus is on them briefly and they can succeed with

o thesevstories. They»re,fairly simple and they can succeed at them.




So it's a good opportunity for lots of Positive reinforcement."

And again of this reading group ,..
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recognition skills seen to be improving. They' re aware of expression,

hWell most of . them understand that when you read orally, you read s0
that others can hear. And '‘they've really improved since the
beginning of the year and so I've been trying to take the
opportunity to praise then as we go along. ..Well the other thing ig

that this is a good _opportunity to encourage People. to read I think.

understand his answer. I tried to- rephrase i  and he didn't agree.
So I asked him to rephrase it himself. and he said the same thing. _‘
If he was right, if he had a good- point, I wanted to be able to say'
‘ 'Hey, yeah That 8 right' but I didn t understand and I :hought

/

 "Well we've spent enough time',"

S | ended up with Joanne, not because I wanted to hear her read again,
but because it occurred to me that when she had read I hadn t said :
anything about her reading and that I ought to say 'well Okay. Very

'Good' or at least that..So she finishes’up."
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"Later on, by design, I went back to him and gavevhim a short and
fairly easy part to read and he did it well and then I could praise
him and did. The thing is they're reading publicly so the evidence
is there and so my comments ... if I say 'very good. That's‘just
dandy' everyone knows that that's ngt.the way it was. So I try
tQ make constructive comments ..eiWell'sometimes the remarks are a
little pedestrian It's important I know to think of specific |
- N\ things to say about people s reading and about their work as. well
and yet you would need a list of 1001 items and sometimes that's
difficult ... And_that remark I just made to Brenda was almost off

the cuff and it's not very effeCtive I know."

The. thoughts expressed to this point contain implicit,attitudes_
. -and priorities about his role as a teacher and the ways in which he
prefers to deal with students These are the clearest indications
available concerning this teacher 8 system of beliefs and values but :
one could clearly derive the‘following priorities:
" the development and maintenance of self concept in the Btudent.i

the development of a realistic view for the individual student
. (and his parents) of his strengths and weaknesses as a student.

¥, the provision of’support and encourdﬂ!hent to‘the student.

“the regard for each student -as an individual requiring differential
" teatment and congideration while at the same time ensuring

%, _' fairness and equality of treatment for all students in the class.

-t

a . . . S

The only other thoughts included in this sectiop are those concerning

his participation in the research experience itself He was asked to

*

comment on any effects the presence of the observer and the recording

. .‘~

ggequipment ‘had on him and on his teaching performance. (BN '_.’ - ;f’ .

g : o PN
) .

T - T . : T T B .

L e



"Well you were around 1ong enough to know that probably I have

' enough other things going that I really couldn t change my routine

significantly... Well I became 80 accustomed to having you - there |

although there was... you can t avoid the fact that there's somegne

there and you know they re there but that's fide and for example

within the last week there have been a couple of times when I'

. even sat on my desk which I don t think I would have done if you'd
been there but my routine has not been... Well I probably wasn't -
much different after you were there a couple of days than I was.

toward the end."” ’ - o ' | ~
You were used to the Quest coder too.

b

"So T wasn' 't too worred about having you or the cameraSror the tape
'recorder or anything else there Certainly the kids ‘weren' tf No one
even mentioned to ‘me that you 'd gonel" |

What abodt the way that you were thinking %bout the students? :
Absolutelz As soon as wé. got into some\dﬁ these things and you were

- asking me questions that causes you, it d&usedlme/fo\focus attention

. on the kinds of questions that you were - asking "
Which is sort of’ too bad from my point of view..., b’ 4o o IR \
| "Well yeah but if you ask a question and want someone to focus. The'
other alternative would be to do 1t all at the end." -

,vBut I needed to know these things in order to develop the 26 portfolios W_ oﬂgf

.1 but through your eyes, how you say you feel sbout them and some were'

e e

chosen for intensive observation (use of academic learning time) o-; K

- @

. basis of your comments.

"Well I think that 8 an umavoidable difficulty which you'll haVe to".‘

‘\‘\\o
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...I think its quite clear ‘that this year I know more about
. children in my class than,I ever have before- about their
- personalities. And I've given greater thought to the kinds of _
. o

v . individuals that they are and how I interact with them and how I

:;tfeel about them and things like that.. and sure, that f0cus is -
| a result of the Quest study and your interest...so certainly whether '
it has had any effect on the children or how 1 would have felt f
viabout them anyway 1 don t know but I certainly have focussed more .

| than I have before. ] S o . _ '

The teacher had begun to rethink the questions posed to the poor reading e

T R :

group .
"But that doesn t mean I oughtn t to ask them questions that cause

d o

them to think!....One thing&hat all this has done for me, . aside from

:ruining my health is it cau;es one to rethink approaches that you' re
"doing That doesn t mean that . in one. fell swoop I'm going to redo B
i&fjf things that I perceive to ‘be weak At least if I think about

*. them I can make judgments about them and move one way or another and

<

?that s useful "

. Summary
In the first section of'this chapter, the results of the S .
micro-analysia of the stimulated recail interview data were preaented
”and discussed The micro—analysia system developed by Conners (1978)

‘ 'was employed in order to convert the‘qualitative interview data: into

Qi,-~quantitative form which could then be analyzed to identify the o iy“»V };

. v LR .
R & ' l’a. ) N . b"-_‘ "." \. . . - : ’ n | N ! ! ’ N
e . N K
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_ predominant types of interactive thoughts this teacher processed.
‘Although Conners system had nine major categories many of which ‘
were further subdivided most of this teacher 8 Interactive thoughts
were categorized in the three areas of Perceptions (with a
concentration on perceptions of student academic per&ormance during

- instruction), of Instructional Moves he was making (particularly

~ those dealing with classroom control), and of Background Information"

about Students which the teacher h?d brought to the lesson situation. '
A substantial proportion of teacher-expressed interactive thoughts

were Self-Monitoring'in nature as the teacher consistently expressed :

an awareness and concern for the efﬁectiveness of his teaching
behavior during instruction. He also, expres%ed a considerable number

of personal Feelings concerning different aspects ‘of the ongoing
\
lesson throughout the stimulated recall interviews. These more

.personal revelations “erhaps indicate that a suitable. rapport had
_been established for eonducti g stimulated recall interviews and for

»his sharing affective reactions to his teaching performance with the

researcher.. o o -
| A macro—analysis of all interview data both stimulated recall

"interviews and ‘the more general interviews which had been conducted

“»with the teacher vas performed in order ‘to identify the more global
attitudes and priorities which, by virtue of being expressed appeared
"-to exert a degree of influence on his teaching style“On the basis of

' such teacher-expressed thoughts, the researcher tentatively concluded

that four attitudesﬁor priorities were representative of those guiding
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his dealings with students in his class.

—the development and maintenance of self concept in the student.

~the development of a realistic view for the individual student
(and his parents) of his strengths and weaknesses as a student.

—the provision of support and encouragement to the student.

—the regard ‘for each student as an individual requiring differential
- treatment and consideration while at the same time ensuring '
'vfairness and equality)of treatment for all students in the class.

It is to an examination of the observed teaching behaviors of

Y
i

‘the teacher subject in the present study that the discussion now turns..

a

i



" CHAPTER VIII
. TEACHER BEHAVIOR -

“ The findings in this chapter are in answer to Research Question 5
4 which in broad terms, asked "How could the teaching behavior of this
-teacher subJect be described’"

In the first section of this chapter the observed teaching behaviors

of this particular teacher as-recorded for Project Quest on 31 high

- inference variables are sd@marized and used to develop a descriptive

profile of this teacher s behavior during instruction

The second section of this chapter describes the verbal behavior of
this teacher using the low inference data’ collected on the DIOS; (dyadic
interaction observation system) The many DIOS categories indicate what
:‘kinds of verbal behavior ‘the teacher exhibited during instruction. Any
'differences in the teacher s verbal behavior exhibited during language
arts. and math instruction are identified.as well ds any differential

verbal treatment of particular students or groups of students.

|

'High Inference Variables
P " ’ . : N

Teaching behaviors as observed on the 31 high inference variables

> from Project Quest were assigned a numerical value of la;o 5 or were

’coded as not observed " A coder for Project Quest made" 10 visits to
the classroom ( five during language arts instruction and five during :
math instruction) representing about loghours of classroom instructional

I

‘ruar%319 to May 18 1979._For the

| purposes of - discussion here:the teﬁ sets o£ coding scores received by

.

thé\teacher on,each of the 31 variables have been totalled and averaged
for the three months. These three months coincide faiely well with the "
Merch 1to June 7 timeline observed by the present rebearcher so that

;.f;; e

a L e w
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.data gatheradwerepertinent and relevant topthis study as well. :

On all 31 variables (seeprpendix A) thé teacher scored.
above the mean average for the sample of 60 teachersisubjects in‘éroject
Quest‘andhon eight of these variables‘he received a top-score of five
for'every observational visit made. Asﬁa reSult he was one of the highest
scoring teacher 'subjects on these variables which, in the literature
~ from correlational studles, are seen to be highly desirable and
effectivevteaching strategies. l

Some of the 31 variables vary in the'degree ofihigh inference
'judgment neceSSary on the'part-ofhthe,codereror instance,‘Items'#ls
‘and #27-31 are>based on summariied‘impressions‘and ratings of the more
objective ( and low inference) verbal interaction data gathered for'
Project Quest On three- of these (#28—providing sustaining" behavior,
in the form,of;clues-or rephrasing;og questions\to‘encourage and
extend pupil answers.bsanple mean= 3. Sl ; #25-'use of ! praise ’ sample
‘mean =3, 84 ; and #31—"acceptance of student-initiated interaction ,:

sample mean=4 02 ), the teacher received a perfect score of 5 overall.

He also scored well on #27- selecting many different students to -
A‘hanswer" and for #30-"using criticism with the more able student 'and :
: #18~"using an appropriate mixture of high and low order questions.

The composite ptofile of this teacher using these scores might ‘
'result in the following description. The 26 childre n his classroom
had already internalized a. system of rules and rouies" (#1) and as ¢

-

a result 1itt1e misbehavior actually occurred in his’ room.'ény instances .

k'of misbehavior tha.t did occurwere (#2 and ’#3) "quickly spotted" and

"d"handled in a low-key mariner" (S}! usually privatelg He was constantly

I
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"on the move" (#4) during seat work activity and was thereby able to

"spot potential problems" (#2) and to provide individual attention and

large group.

He was able to command the students

~to (#14) "

-language arts lessons

)

spot check. assignments" as they were being completed This
% ,
‘was. particularly true in math classes where the children worked as one

"Spot checking (#14) was also accomplished by involving

4

attention readily and would
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;particular students during instruction and presentation offboth math and

sometimés use a "hands up everybody"( non—verbal) standard signal" (#9)

all children were attending" (#ll)

waiting to speak"(#lo) or "

’ ‘

#-

_to alert them: He. received uniformly high ‘scores for this and for

stopping his instruction in progress until

~

Children were able to work on their own on independent math activities *f

and in reading group situations, particularly the better reading group,

(#8) He-

/

‘ task-oriented"

e;'student interest and involvement.

/.

Using the data from the particular high inference variables, ;"

~derived from Kounin 8 (1970) work which were more global and all-.’-;

’because he chose "independent activities that were: worthwhile" (#6)‘

and which seemed to optimize academic learning timb"

\ L4
\

2
S
v

utilized a variety of instructional techniques which maintained

encompassing, the teacher could be described as personable, supportive,v

Lo was clear" (#23) in presentations to the ciass -and. demonstrated

persuasiveness" (#24) or charis tic motivating behavior. He was rated

..\,‘

C

\

"high on~“withitness" (#19) or aw; reness of what was going on, and on -

T
.

‘liked and respected by his etudents.,This teacher consistently displayed

.a high degree of "warmth"’[#ZS) and "empathy" (#25) toward the studenta,_;
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overlappingness" C#ZO)‘or thefability»tojattend‘to’mmre than onej

i issie at a time, such as evidenced in’ the reading groups situation.
JBoth.were ably demonstrated by this teacher whose instruction was . Lo -
_'well—paced, with good .momentum" (22) and with "smoothness" (21) inv
transitions from one activity or subject area to another. If fine tuning '
improvements were to be. made anywhere, the physical transitions from

seats to reading group areag could have been accomplished perhaps

- with more army-like precision but although this Was acknowledged by :

" hinm during interviews as an area for possible improvement he chose

. purposely to allow the students a bit of breathing space durj_ng these u-:r ivh
| times., | "th o ».' :‘; - 11 R -]”fi;/_f/,/f// s

: h' In summarygg 8 reflected by . Project Quest 8 data representing about tllvphfai

-&410 hours of classroom teaching, this teacher displayed a high degree of‘"

proficiency in Classroom management Bkills, instructibnal skills, and in_pif

':interpersonal skills which are embodied in this high inference data = .-
. collection insttument.\: B /_.‘ Qg ;eé R S

—

With both the Quest coder and the present researcher the teacher

Mfsubject was extremely cooperative, pleasant, and accommodating Having ‘ :f"

. P L 4
"spent~three months at, the school it was obvious to the reaearcher thatx vi«~'~y*

he was a populsr stsif member~who got along extremaly well with }: ~‘v_;h»v~‘?;

R

”gucolleagues and whoae good humor and repartee were appreciated and

'-enjOYEd by fellow teachers in staff room conversationa.vf -

1‘ ’v V ‘

Teacher Veﬁbal Behavior f‘,;pf,”

-

ke Verbal Interaction Data ;”?NJ‘-jfi”-: 'f."pp AR '{’ "*;j:,.ff |
8 G ey S

The verbal interaction data consist of- 2715 interactions which were frf

recorded during 14 9'hours of 1anguage arts (1524 interactions) and during




b

'10 5 hours of math (1191 interactions) representing 25 35 hours S ”‘l',

of combined 1nstructiona1 time in all.
While recording each interaction, any number of applicable«

\categories out of a possible 60 categories across the row could be

7,

. REAS : S
» checked At thé‘beginning of each interaction the identification number

Tty

.. of the student involved was recorded in addition to whether the ve§§511)

exchange was a Tinit (teacher—initiated) or a Sinit (student initiated)

interaction. In order to identify the type of interaction one selection

e

| from the seven types of Tinits was made or one choice from the two Sinit

’ _types. The grouping mode in use (individual/independent work activity,

| irsmall group, whole class) was. alwayS'checked as well as the duration of

Sy

 the interaction (long or brief) Other information about the particular ’
F
intefaction was recorded by putting check marks in the appropriate boxea oy

Jralong ‘the row on the Dyadic Interaction Observation System (DIOS)

e ,r . s, . “v:
'f‘n -‘ff : T o )

' Inatrument.~ ' v,c%‘fft f’; ‘ 't';j : o ',.‘ ‘34j%; S ’yi-f¢+fe~
An ex&mination of the data revealed that about eight eategories
. ;“ere very eeldom used and these were deleted;from the analysis. In gi”' =
-,addition it uas advantageous to conbine several categories into one .ill'ﬁﬁ‘i”ii

'»-Tx?*si\*en)- " s , - '_:'«' o
In a11,32 categories were aelected for/use in/order to comput[ ,d;bijgﬂ;k?
e L.

R

Theae ratios we

PN
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S

group instruction, working in.spelling uorkbook liétening“as

a whole class to the teacher reading the novel) anp were recombined

to compute a total language arts instruction ratio Ratios were lﬁkewise

calculated for each of the five math contexts and for all math ; “

-

: 1nstructional settings (by combining the five math contexts) and also

3

for-all instructional settings in both language arts and math.to

‘produce a total verbal interaction ratio for each student. Sixteen of

these categories were further”separated into three grouFing modes~(o§ -
indigidual[independent, small group, whole class) in‘order o see what
ratios of the 16 categories selected occurred in which grouping mode

For an example of the 1nd1v1dualized ratios computed for each child

in the settings for which he was in attendance ,see those included in

Case #1, Sharon and Case #3 Geoffrey.

Sinit Interactions

From a closer examination of this verbal data it was poesible to

~identify certain characteristics of this teacher's behavior which

substantia d data gathered from other’sources.

The kelative proportions of Tinits and Sinits.reveals a prevalent
teacher characteristic, the involvement of students and his acceptance
and integration of student‘ideas. He had receixed high scores on this \\\

high inference béhavior #31 ("When pupils initiated interaction, the

teacher accepted and integrated the pupil question, comment or other

contribution."). Of the 2715 interactions recorded, 1931 , Or 7l.lZ‘of

~ them, were Tinits and 784 or 28‘92 of them were Sinits. Effectively

Qver one-quarter of all interactions during the 25 hours of instructional

~

time sampled were initiated by the students. These Sinit'ratios differ

~

oo
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&

. for subjectlarea{;for group memberships and for grouping mode.
More Sinits, for example, occurred during the indiVLdual or independent
work activity mode (49%) than for either small group (29%) settings or
whole class (232) Qettings _ ‘ ‘ . |

Spec1fica11y for subJect area compariéons Sinits accounted for

.

31. 16/ of all language arts interactions but. for only 25, 94 of all math _
verbal 1nteractions This may indicate a difference in the teacher's
‘1h§tructional approach to these two different subJect areas‘ In any event,
although penfentages differ for grouping mode and subject area, this
teacher, on balanle, permitted the students to initiate interactions

[}
° S >

about 29% of the time which is a considerable pProportion when compared
{

to the interaction\patterns in many classrooms. “ i

The hlgh proportion\of“Sinitsaalso indicates another feature of this
[ - '
teacher's‘behavior, By inferenceJ drawn from pre- les%éh conversations and

| 4

observation of this tedcher over the three month period it appeared that

lesson plan, to‘student-provided contributions, -to student—provided .
" cues such as inattention or academic performance or to his perceptions of
their cognitive processing as the.lesson Progressed.Zahoric (1970) had
noted that teachers who planned extensively were less flexible and

more rigid; Marx and Peterson (1975: :16) found that teachers who made fewer
preactive decisionsg made more interactive decisions and had students with

more positive attitudes; Shavelson (1976) felt that most interactive

decisions were modifications of those made in Planning; -and Clark and
- ' ! 0



i " : ‘ w : ’ ’ . : 3.70
, % )
Yinger (1977:292) felt thatginteractive 'decisions were more a "process
fine tuning and adapting to the aspects of the situation that were
unpredictable in principle! (such as specific student responses). It

g could be argued that the acceptance of a high proporhion of student- - .

initiated interaction is’ representative of intéractive decision making.

o

Cooper (1977 421) claimed that a teacher was rewarded in interaction

v

[

with the brighter, high-achieving students and suggested that the teacher's
"control over personal rewards", especially while interacting with
. certain students depended on his ability to control the "timing, duration,

L . ‘ . . |
and content" of theg verbal contacts. Hence, a teacher tended to deal with

low—achievihg or troublesome students in private settings where all three

factors were more likely to be under the teacher s control Cooper
claimed &Fat teachers used criticism in public settings to discourage the

/ overtures of certain students with whom the teacher preferre%'to deal

«...

privately. Little evidence of this behaviof was apparent in this
classroom. Although no measures exist, one would hardly suppose that this

teacher would be considered as "dogmatic" or "authoritarian" by virtue of
. ) N "J \\ - - . . - ..
the Sinit ﬁercentages’alone.

‘ !
Tinit Interactions

4

The amount of involvement with the 26 students did, of course, differ.

The average amount of all interaction for all students was 4.17% (due to
the adjustments for absences when coﬁputing individual ratioéi and p

: individual total interaction average$ ranged from 1.2% to 7. 7i\icenerally .

\‘\
~

\\\

the 13 boys (average=4 61) received a greater amount of total verbal

interaction contacts with the teacher than the 13 girls (average—3 73%)

9

Ed

.



The total amoynt of verbal contact with the different

-

attitude groups restilted in the foilowing pereentage totals_overallz

N S . v
3 concern students 5.5
v ‘ 8 rejection students - 4.85
. first three attﬁghment 4.73 .
. 16 attachment 4.1
3.4

5 indifférence -
More detailed information about the perbal interaetion receiped By the
four attitude—to-student gréups is available in Table 24 in Chapter v,
Page 149 ). The teacher—initiated contacts resulted in the following

scores for the attitude groups:

// concern 6.1 - L
. ay . .
: rejection 4.9, . o
{ - ' attachment 3. - :
v ) iqdifference 3.8
o v '
Tinit Types . s

oy

In all shere were seven different types of xeacher—initiated*inter-

[

action chosen for examination in this study. The percentage of occurrence

of the seven Tinit types is presented in Table 35.

- 371

) Table 3 o
" PERCENTAGES OF TYPES "OE.YEKBAL INTERACTION -
.'{Language Arts. Mathematics Total Combined Subjects
Product Q | 25.0% 303z | 27.6x
Process Q | 1312 | sz | - 12
Choice @ | o0.1%. .00 | o5z
Self Reference| 3.0% 6.0% 4.3
Non-Academic Q| 7.8% 1 6.1% ) 7.1 \\<\
Get Attention | 1.0% 1.6% - 13k y
Comments - | 17.8% | 20.3% R
| Sinits 31.22 25.92 28,92

:
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‘ It is notabfe that mere Product questions (30 IZ) : . e

occurred’ durds math instruction than in language arts (25. 6A) : ,//

Lo .

i
instruction and that conversely_more Process-questions (13.12) were

.posed during 1angUage arts instruction ‘than during math (8.6%) instruCtion.¢

~

This could be explained by the nature of the subject matter itself for‘ﬂ‘

ithe math lessons observed frequently involved straight factual recall

i
¥

_Even more pronounced are the differences in Product "and Process

~ questions that occurred among the high, middle, and low expectancy - -

-

groups for the two subject areas of language arts and math.

R L  Table 36
 DIFFERENCES iAMONG HIGH, MIDDLE, AND LOW EXPECTANCY TINIT RATIOS
‘ Language Arts " Mathematics R
| Product .| Process Achievement Product | Process | Achievement
High | »5.08 | r6.42 | £93.622 | ,3.53 _ 4.53 y97.37z
Middle |(%5.78%|{%3.79 [ppse.16x  [{ 4.12 | 3.68% |ly94.00%
Low [*\3.50 1.52 | N71.50% 5. 88 6.16 | \85.00%

S - . . . §
s ) »

The ratios received'are presented in Table'36 aiong with the end "

of the year achievement results., (For more detailed information see

-

Table 31  Chapter V, Page 164 )

Brophy and Good (1974 107) noted that "expectancy group differences
will be larger later in the year because Sl) polarization has occurred d
' a;d (2) after initial effort ‘the teacher has given up upon them." While

/
this may seem somewhat true in language arts, the trend is’ quite the

&

P

.opposite during math instruction.
It is puTrely speculative to suggest that math might be an easier
subject area in which to accomplish remedial work and this may encourage

a.teacher to pursue'theulow=achieving math student and spend more time and



-

attention'on him. Tahle 37 reduces the information in Table 35
I
. | )

*

~

<

'td three types of interaction for closer £examination,

“*~ e % N .
: ' able 37 : o .
PERCENTAGES OF TOTAL INTERACTION e r
T Language Arts Mathematicst
‘ Product @ | - 25.5% , [ 30.1%7
Process Q 13.1% b -8.6%
Sinits | 3127 | 25.97 |

U w

Good and Grouws (1977) conducted a process—product study in fourth
*

‘q,,

grade classrooms during math instruction in order to determine which
teaching behaviors resulted in the highest math achievement They concluded
. that the ' integrative effect of specific math teaching acts in relatlon
. |
‘to the degree and sequence of other teaghing acts accounted for higher
1evels of success in some classrooms 1f, for example, the teacher
was_rated.high-in clarity and asked lots of product questions, and"used
‘process questions or gave developmental feedback when student responses
indicated some error" (p 52), and allowed a high percentage of student—
initiated interactions, then higher-levels of math achievement could ber~
'effected in a whole class grouping mode Good and Grouws advocated
posing mor: products(not process) questions in sth instruction, They
found that classrooms using math ability groupings fell into middle |
math achievement levels. Less effective math teachers in their study
vasked moreéprocess questions, gave evaluative feedback (not developmental
process feedback), had a higher percentage of teacher-initiated verbal
'contacts, "heavy climate in the classroom,wand more managerial ';

problems (p;53) The teacher in this study did ‘not group students for

‘math instruction, used more product questions overdll, and tended to give
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developmentalﬁprocess feedba:l'(in the formtofjéustaining y
and Process Terminal Feedback both categories -on the DIOS) to - f- '
'students experiencing difficulty and encouraged student initiated ;
participatipn (about 25 97 of all*math nt;r’ttion) )

’ Differences noted in the. expectancy levgl ratios for Process

Q‘and Product questions in language arts and math may not be due solely -7

s‘to eXpectation effects in operation but rather to differential

'instructional tactics dependent on- subJect matter being taught, and not .
upon students being taught. - “.' o 3‘ o .

Effects of'Grouping on~ProdUct'and‘Process‘Questions

, N
Another possible explanatlon for the Product and ProceZE\question
- differences in- Ianguage arts and math is the fact that groups ("good" ok
>~ e - ;

and 'poor" reading groups) were in Operation during portions of total :
- language arts instruction. Perhaps a different "mental set" is an

‘ automatic side-effect of segrating a class into different ability
\K'

groupings and this may have acted to influence the teacher s . differentiar“

treatment of these students while they were ‘taught in actual reading group
2 T

sﬁtuations as well as for language arts instruction generally Table =
i 38 (taken from Table 28 " Chapter v page 158) shows the relative

proportion of Product and Process questions~received by the "good" and

%

. poor reading group members.

’

Table 38 ‘;

" LANGUAGE ARTS INTERACTION RATIOSQAND ACHIEVEMENT FoR "GooD"
~AND "POOR" READING GROUPS .

Product Q Procéss Q Total Tinits. Achievement ;
" . an B .
gfgzg | 420 | 2507 70 407 | 9032
"poor" | \ 0 75
»ggoup: 1 "3.96 2. 20 - 420 75027 |



‘ ~ Good and Brophy (1974 118) stated that in the "early grades p

gthe important differences are USually in the quality of the interactions

sipce grouping for small- group instruct&on tends to equalize the quantity

‘of interactions that different students in thé class have with ‘the B .Q{"

LY €

1

teacher." ' VA S v , ‘ '
8 . Ca

The fOllOWlng exerpts have been taken from the interview transcripts .

-

to show that perhaps a different mental’set toward the two rEading
v groups existed Certainly a recognition of ability differences was
expressed, A non—intentional (but not undesirable) side-effect of . the study R

1tself resulted in the teacher who was prone to self-monitoring, starting

'

s ,
to re-examine his interactions with the ' poor reading group while the

study was in progress The researcher did not discuss the\noted

{
_differential treatment with the teacher but questions asked apparently

alerted him to assess hlS questioning patterns used with this group

L .
4 . Lt

‘He spoke of the questiOns;»interspersed during,the,oral reading_

'onthe novel,,

"Usually I start just by getting the details, the factual details

of where we are in»the story so it will be a: little review, that

sort‘of thing and then after I_will get to the other types_ofb =

questions - asking them what they think of the Variousiindividuals."
e o : N

"This is a terrific opportunity to ask the sequence of questions

that we re supposed to ask, you know, ‘the higher order questions

L

Xou can sprinkle_uhem..;I can ask a.lot of just straight lower

level questions of facts and so onfand‘build‘up tO'thefothers.;.t"

Speaking of the lesson in progress‘with’theb"poor" reading.group...

P



‘ ”Speaking of a. lesson in progress with,the good reading group..

.éb?thére are ﬁorebfactual questions7
_ nThese ‘are just straight fact, just a. straight rehash of. tﬁé .

story, the key points in the story ..and I don t get beyond them "

: 1
o " lgese people do well answering those kinds of questions, the -

.opinien type questions, even though, as I've. said before, they're
_a more difficult question But these are the kids in the class ’

Y

‘3'who in reading sessions will venture a guess as to, what' s going

o to happen They re the ones who respond pretty effectively to tHe -

LN .
higher level questions as’ ‘a general rule "

- ¢
The front _group?

N B

The front group very frequently if you ask the what if?! questions,

et

the what do you think of?! questions I m not nearly as likely to

get a reSponse that is.. well it depends on the

: x :
.speaking generally I won t get as good ‘a response

tuation,.butll'm

rom that

frong group as I do from ‘the back group. They aren' t as N

"imaginative generally and they don t comprehend what they read as

.7well either, you know, that aspect " (April 17th)

During the reading of the novel.Nicholas, one of the poor reading

group members was asked a higher order question...

"The answer was perfect. 1 asked the . question because I thOught he .

;was too wiggly ‘I thought he was half off task and I wanted to- bring .

him back but he was listening obviously and it wasn t an easy
. question. ' ? ‘v'; ‘%
'Yes it was one of’ those why do -you think' questions...

Yes, and well he had to relate it back to an earlier part of the
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+

story that was quite a bit earlier and make the connection .

1]

...yeah 80 it was exactly the correct answer." L
But‘he 5 in theéiront group;and often ybuvsay you don't ask those sorts - N

' —of questiﬁi‘%

"That s right and maybe not often enough Théit's maybe something
that... what’ happens is that you ask those questions “and get

'nowhere So you quit asking them and of | course, that s un?:jr . .

»And usually, in thinking about it now, I can think of occasi

T Kl

‘ vwhen I've asked a number of questions ; comprehension questions, i
: ~

that take igﬁa little beyond
, Ty
Well I noticeg}this morning that in the front group you were aaking those

higher 1evel questions. . " - C ,b ‘f‘ . ‘

"»v; ) "You see>I ve been thinking about that and I ve thought I have no

right to cut them off simply because I'm. dissatisfied with the :

RN -
answers on a given day or -a given month, if you will What Iﬁhave

f, to ‘start doing is restructuring my. questions s makexthem simple

o

higher level quesions, something like that...

r
f

I remember one day we yere talking and you said you don't usually ask

1

B them with that group. SR 1’ o R ""‘ N
e R . - . Q@‘
"That' s true, and in thinking }t through more carefully since,.
‘ however, I say to myse&f 'Well why would I not ask those sorts of
Questions?‘",'r' ' ‘ ' CRRR ;'
_But you must - have: had some basis for thinking that you dont}_get anywhere
with that sort of question. V 2 o

"Well T didn didn't get anywhere with it but in rethinking it maybe my

B expectations were too great. Maybe I shouldn' t always expect to get '.?;~ff
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~ good answers Secondly maybe I d better lJok at rephrasing

|
'

questions in such a way that ;hey re more easily understood "
If you don téet good answers still will you abandon them?
"No. Well that s what I m saying...You know no matter what level of

reading a person is at there have to be appropriate level questions

[

- at that level and if I'm not asking them then I'm cheating those

) “ R [ —

kids a little bit in getting them to think through those thought

processes...?"
' "Let 's put it this way. My primary concern was of a more basic )

Hnature, 'Do they have the basic details {acts of the story' and ‘you

"eed that really before', as'a basis for- the more complicated hﬁgher

| .level questions. But what happened is that I spend too much time
»dmaking sure that they had the basic factual information but didn t.

‘.‘carry:it beyond that, That s my responsibility and - in thinking it
| through more recently that these people are certainly capable of ~T'» : ;

answering an appropriat/ly asked question, and ¢ traints of time

&

’

sometimes come in and ypu say e ll ask questions to see if they

; have the basics and then I've got to get back to’this other group .o
.and with this othet group I assume they ve got the basics and we
| -/ start with tﬁ% higher level questions. 'gii .'7>.’ l)f

So you don t always go down to the level of fact gathering with the -

A\

back group7’

“Sure, It 11 frequently assume baaed on experience... ._

X
v
o,

You have evidence? L Jgflﬁ;
'Yeah" ,»'w
Just in the same way that you have evidence with the front group that e

they don t?
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"That 8 right but bound to be wrong if I do that. Bound to be wrong

in. both instanies... I think that the seguencing of questiuns is ‘
important and it! s funny because I do that in Watership Down. It

1:never occurs to me ‘not -to ask the basic structuring type questions
, ' Ay .
' f{ -that give us the basis for the higher level questions. It never-

— N 7

‘occurs to me: not to’ ask them there but then I get them into. these

R

rindividual groups -and I seem to be on the run and this sort of thing ,'
fhat might be the reason, it 8. not -an adequate ..." r.

Do you feel differently about the front group9 Is that ﬁhy they re in

the front gr0up7'

-"How I feel about their ability in reading...that £ right and what

- . -

I 'm saying now doesn t change the fact that in most areas they are i
"h'not as capable as...V?f" ?:.v,v “4b' .-‘~A; “ | v;‘b'ﬁ_ FEER |
‘There's a difference? T | ‘ * ) |
"Certainly there is but ‘that- doesn t mean that I oughtn t to ask

them questions that cause them to think- not on a- different level

[

from the first level of question._

L

'Tinit-CHnméncs =

i

Comments were teacher-initiated statements to pupils.‘Frequently

4aboutwcrk-re1ated matters, they could include either positive or‘;'
) ERIPNE § .

f”hnegative evaluatiou or perhaps a behaviotal reminder. Usually at least S

”’”*-one additional sstegory was used in conjunction with the comment to

- claesify its import‘;e~,:»_fi_;f;;f'gvgifg7¢bf’p"7,f.b"fﬂ‘me

Evaluative Tinits. Criticiam was occasionally ‘xpressed It

o occurred a. total of 55 times in coniunction with he noesible :7‘
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5.fl1931 Tinit interactions. The criticism giveq was not ability
o related usually but was directed at ‘the student s behavior. Howeverg-V-‘
7the resultant percentages were inflated because of the relatively ’

s }infrequentoccurrenceof eriticism overall Marilyn, for example,fiv*

"received three instances of criticism qut of the 34 delivered during'f‘

'language arts and her resultant criticism ratio was 8 BZ (of all \

K

i icriticism delivered to students in language arts) Instances of

.

“[ncriticism occurred in conjunction with only 2 82 or all Tinit interaction i

e
.0-

i'overall and cduld not, therefore, be considered as a predominant venbal

‘ xf;teaching behavior.
» Conversely, there were 227 instances of praise accompanying ddf“}tiﬁfv'j,g
o v11.82 of the 1931 Jinits. Boys (4 56) received higher ratioa of praise~ S e

. 'containing—verbal contacts than girls (3 90)

N
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From the litergtutg,iﬁ appéars that préise is infrequ;ntly
.used in most classrooms, Silbermah El969:406)@foé;d that positive
evaluation was the 1east‘£requently disﬁlayed'teacher behavio} overall.
- Haigh (1975: 108) claimed tLat out of his eight teachers only one made
;ny use of praise. Cornbleth, Davis, and Button (1974:57) commented on the
infrequent use of both criticism and praise. Bennett (1978:143) claimed
there was evidence to suggest that criticism (of academic pe£formance)
cai be as effecgive as praise with certain typés of pupils.'Gbod and\~
Grouws kl977:52) noted that t@e effective math teafhers in tH@ir study
praised less than the less effective math teachers. Cooper and Burger
(1978:25) concluded that in 1a§'simulations the 1OW'ability SCﬁdents

‘ .

received mo;ezpraise and les% usa of criticism but in naturalistic
classrooms on the other hénd, low ability students received the opposite
treatment. | ' - «

ﬁrophy et al (1976:260) 39certéined that some praise merely reflects
the'teacﬁér's attitude to the student and the desire for pe;sqnalized

contacé with students who respond favorably. In Table 40 the Praise

and Criticism ratios for the attitude groups are presented. .

-

TABLE 40
PRAISE AND CRITICISM RECEIVED BY ATTITUDE GROUPS

s

. Ti@it Praise Tinit Criticism .

| indifference |  3.60 5,66

l attachment _3.93 - 3.35!

first 3 choices |, 4.96 ) 5.83

rejection ° 5.70 . 8.75 L e
concern 5790 B 3.20 }

" Silberman (1969) had concluded that teachers tended to compensate for

f"l
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negative feelings held toward rejection students by praising them at
every appropriate opportunify. He also felt that teachers minimized
praise directed at attachment students in the effort tovavoid disblaying
favoritism toward these stuaents.p |

In summary it‘would be fair{to say that praise was.a relatively
predominant teacher behavior exhibited céﬁsistently by thié;g%gﬁhgff‘ﬁe
had statéd that he liked to praise and support the studenfs‘at.ey ‘y; |

opportunity desevving this teacher reaction. Praise often accompanied_

Sustaining behavior exhibited by this teacher.

Summary of Verbal Behavior

BRY

During the‘25.35 hours of language arts and math inétrucnion in
which the dyadic verbal interéctions were recorded the following\teaéber
verbal béhaviors were noted:. A high péfééntage of verbal‘interactién was
characterized by Sinit contacts originéting from the students themselves.
Over one—qua;ter'of all interaction was Student—initiated. The fgct that
the teachér permitted and'eﬁéyuraged that degree of student participation
corroborates the high inference data about teacher "warmth", "empgthy",
and "acceptance of studeq;:zﬂeasﬁ. The mostxfrequently used Tinit
behavior overall was the Product question, followed by Comments to {
students. Process questions acﬁounted for about il% of"éll interactions
with a higher percentage occurring in language arts. Other question types
‘ wereﬂused less frequently. . ,

In cqnjunction with the teéchér initiated contacts, praise was‘used
about 11% of the time which appears to be a higher than’averagevuse of

i

praise and this information substantiates his expressed intention to praise

@ “
.
) .
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‘ and Support the students when it was realistically possible to do

'S80 and also supports the high scores assigned to related high

inference measures, .

o

The teacher was aware of the importance of questioning ZRills

The second section of the chapter Presented the predominant

verbal bghaviors exibited, by this teacher as recorded on the DIOS

,,instrument during about 25 hours of - instructional time : .



CHAPTER IX

SUMMARY, CONCLUSIONS, IMPLICATIONS, AND RECOMMENDATIONS'
FOR FURTHER RESEARCH

Summary of the Study

furgose L - ;m
This study vieyéd the teacher as an information processor who might

_act on the b851spofjcqpsal perceptions of and attitudes held toward
.?students in his classrdom.;This study investigated the interaction of
one teacher and his 26 students using a case study methodology and
eclectic data collecting techniques. o

| Various forms of teacher-provided informetionoabout stedents were
compared to the substance of his intetactive thoughts about stddents during
actual teaching situations, his thoughts expressed about themiin éed:tal
%nterviews, and his expressed affective feelings toward his students.. This
information about students wag examidéd in reletion to overt teaching
behavior eXhibited during instruction, in‘relation to the dyadic verbal
'interaction exchanged Qith these‘students,_and to the level of
achievement of these students in ehbid.to seek some understanding of the
factots‘affecting ongoing,instrdctionel strategies used by this teacﬁer
The study examined the extent to which traces of. the expectancy effect

»

could be found in the behavior of this teacher ‘A related purpose wis

P

to examine the effectiveness of stimulated recall as one of the

introspective data collecting devices used in- this study.

Methodoloéz

"The teacher completed class rankings on Six expectancy and

&

personality measures and in addition rated each student 1ndividually on 13
’ a4 384
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attributes. Both these sets of information were conyverted to
¢ o ' .

quantitative>scores and combined for analysis purposes.
Self reports of interactive thoughts Fbout students during eight
videoteped lessons were nbtained using stimulated recall procedures.'

These data were coded using a category system designed to’facilitate the
N : N ‘\ .

duantification of these interactive thoughts. Additlonal introspective
information waskobtained during five general audiotaped intetViews and
duriné many other shorter taped conversations wit% the teacner. A1l -
interview data were subjected to a broad macroeanalysis whicn identified

the overarching attitudes and priorities expressed which may have been

v

representative of the~teacherfs\pnderlying beliefs.
/ _ -

During 10 hours of language arts and math instruction, overt ptpcess
data on 31 observed teaching strategies exhibited while working with the

studentelweré obtained using high inferences measures."

3

Q2
L

Low inference measures fof“recording dyadic verbal interaction

during 25 hours of language arts and math‘inStruction were used to

videntify the verbal exchanges ocourring between individual students. and the
teache¥ These interactions were analyzed at the oﬁéervable level to
determine the quantity and quality‘of verbal contacts uith e<teacher,
Additional date‘anout‘students wete gatheted‘ffcm schoellreccgdgi
Individual student.profiles were developed for all 26 students by .
compilinglell teacher-provided informetion and\othervdatatsources about
etudents into a case stud§ report on each student. |
A sub—sample of students was selected fo; more. intensive investigation

of their use of academic learning time Although not a major focus in the

present report , summary percentages of these time on task data are included
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. S
in the student profiles where available,

. Analysis
« The teacher-eXpressed thoughts were analyzed for substance by
- conducting both'a micro-analysis.of interactive thoughts'from the
_stimulated recallvdata‘and a macro-analysis'of_all thoughtS.using_all_.
interview datau/,

| Ratio scores were generated%for individual pupils for'selected
categories of verbal behavior eschanged with the teacher These ‘were used
to. indicate the relative involvement of the student in dyadic verbal
'exchanges with the teacher and the amount and type of these verbal contacts
'and they were combined with other students' data to compute average ratios
of verbal interaction for the different grouping patterns under studﬁi
Twenty—six individual-nrofiles.were constructed uhich.stand on\their
~own merits as units of analysis but data from these individual mini—case 4
studies were combined intp various grouping patterns for comparative
purposes.

R : /
The attempt was made to triangulate the data sources on teacher

'exhibited behavior with teacher—expressed thoughts and teacher verbal
interaction behavior in the bid to understand and describe how this
teacher coped ‘with environmental and studenf-imposed demands during

‘ H _ _ ne

teaching. ¢ : . IR

e Conclusions ; et L s
This case study was limited to.one teacher's perceptions and.
'behaviors as they occurred in one classroom. Generalization beyond the
limits of the study itself is therefore precluded Certain tentative

results can be . concluded concerning the extent of the operation of



expectancy effects in this particular classroom, this‘teacher‘s
predominant teaching behaviors, and the nathre of his expressed
priorities and attitudes in working with hié students,’

Although precaufions were‘taken,'the ob rusive effects of the data

¢
@

collection may have disturbed the naturalisti environment to a certain
degree although over the three month time period, the subjects appeared
to eventually ignbre the presence of the researcher and the video
recording equipment for all practical purposes fertain adjustments and
'changes in the teadh?r s appgoach during instruction were noted during ‘
the three month period some of which were directly attributable:to
involvement in questioning and interviews with the-researcher

| Conclusions reached in the study are presented as answers to the
five research questions that guided the direction of the study and the
idata collection procedures | |

1.0 . What are the: common characteristies of students assigned byixw

the teacher to each of four attitude-to-student groups:
(attachment, concern, indifference, and rejection)?

The 16 attachment students in the present study'wererratedlas =

»fhighly’attraotive, intelligent, mature, cooperative and enthusiastic

387

~

'students for whop the teacher held high academic achievement expectancy.

’-They vere perceived to exert a consistently good effort in their academic .

wor and they‘achieved exceedingly good resulta'ongthe end of the year
exs ._A'general positive halo,effect, which seemed-tokbe well deserved,

was associated with a subgroup of the three i;itial choices‘from.the

a
' .

attachment group.’

The five indifference students were seen to be less mature,
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- less cooperative, as well as less inteiligent and attractive. They were

generally younger tham other:classmates and received lower Eeacher;

assigned expectancy scores and effort attributions for academic work.

They were not as well liked by the teacher and thev received low scores

for being noticeable and for maintaining eye contact‘with the teacher,
The two (conditional) rejection girls were attractivé and

noticeable They were older than most classmates but were viewed by the *~
& v .
teacher as immature an%)uncooperative and restless. They received low

teacher—assigned scores for effort expended and were the recipients of

low teacher expectancies for academic achievement. He was concerned about

s

’ “their academic progress.'They were not well liked by the teacher and were

«

seen to be basically ‘unhappy children e

\ The three concern students exhibited poor initiative, motivation,

and work habits apd were assigned very'low achievement expectation‘scores

by ;he teacher'who'waS’most conéerned about their academic progress. Two

'of the three students had additional emotional problems requiring

. considerable understanding,’attention, and differential treatment from the

teacher.

1.1 What were the berceived'perSOnality characteristics which
might serve to explain the teacher-expressed attitudes and "
affective feelings towayd these groups”of students?

The effort attribution thevteacherlheld for'a student and his
perceivedlgeneral work habits seemed to color his feelings toward and

expectancy held to a- certain extent. The amount of cooperation and

compliance afforded the teacher during instruction and the general class-
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room behavior of the. student were also appreciated student attributes
‘which seemed to affect the degree cf teacher affect expressed toward‘ N
individual students. N
2.1 What evidence is there, if any, of Eroduct’expectancy effects?
What is the relationship of teacher-held expectancy to ‘end of
the year achievement results?‘. ‘ .

A seX‘difference was neted in the correlationsfbf_teacher—held
expectancv ahd,end of the year achievement results. Boys received higher‘
teacher—assigned expectancy ratings for both subject areas of math and
language arts and did achieve slightly higher. scores on both subject
area exams than did the girls in the study.- A

- Expectations.held for the four ‘attitude- te—student groups were
“positively related to end of the year achievement marks. In language
arts>thexhighest°expectancies were held for attachment students who
perfcrmed_well; particularly the first three choice attachment students.
An’almostiequal expectancy rating'was'assignedifor‘language artsi |
achievement to beth the indifference and conditional rejection students
and indeed their average end cf the year language arts achievement marks
were nearly‘identicallnThe lcwest'eapectancy for languageuarts'
.achievement_was heldﬂ;br members ef the~ccncern'group~who_did least well
‘on the end of the year.language arts ekams. |

: The same.general pattern cf correlations held for math expectancy‘
and math achievement results with the attachment students, for whom the -
teacher held the highest achievement expectancy,performing best on the.
end of the year math exam and’ concern students, for whom he held the .

lowest math'expectancy,perfbrming least well of all attitude groups.

In this subject area,indifference students'expectancy'scores were higher
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~ Causal relationships can not be said to exist in this study for the !

i _ : ' ‘ : 390

]

than those assigned to rejection students and their math

a ,

achievement reflected this _teacher-assigned difference in _expectancy.
It can be argued that prior student achievement accounta for the
formation of teacher expectancy assigned just as easily as the theory

that higher teacher expectancy held results in higher achievement , o

preponderance of causation" (West and Anderson, 1976; 613) was not
determlned Certainly, positive correlations existed between thec

, : _ N
achievement expectancy held for the different attitude-to-student groups
o » .
and their end of the year exam results and so it could be concluded Ehat
. \

: product expectancy effects ap eared to exist with” respect to the attitude

‘vto student groups in the study

High, middle, and low expectancy levels for general achievement

q:j specific language arts achievement, and specific math’ achievement were.
\

~examined in relation to the end of the year achievement It was found that
T

higher positive correlations existed between the specifib subject area

expectations and achievement in the respective subject areas although '

a

the same positive correlative trend vag apparent in the . more global

expectancy measure when compared'with general achievement gesults.,
The tWO reading groups showed definitive evidence of fhe samer) .
R N
positive correlations for teacher-held expectancy and achievement in:

¥

'language arts. o ' o ’ ' o "Mv A d : ) -

In all a fairly clear cut positive relationship existed between
teacher—assigned expectancy scores (obtained in March) and the end of the
year achievement test results. Product’ expectancy effects appeared to be

in operation in the clasSroom.

¥
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B 2 2 What evidence is there, if any, of process expectancy effects?
o What 1is the relationship of teacher -expressed expectations to
‘the amount and kind of verbal interaction ‘exchanged? ‘

The process expectancy effect measures used in this study were the
amount and type of different verbal interactions exchanged between a
student andxthe teacher,

Sex differences favored the boys who received both more quantity

i

-and better quality of verbal contacts from the teacher than the girls,

The ‘four attitude tﬁ'student groups averages of total dyadic verbal -

interactionshow'differences favoring the concern students, as in previous
'research ReJection students received the next highest amount of total
verbal interactions but this could be attributable to the fact that one of
these students was the new student settling in and more verbal contact

was necessitated t The full group of attachment students received an

‘average amount of verbal interaction but the first three choice attachment
v
students from the larger group received a higher than average amount of
;1_‘; .
verbal contacts.,Indifference students received. considerably ess verbal

contact from the teacher.

Generally speaking the total amount of verbal interaction received

¢

by the high middle and low expectancy groups favored the low group. This 1'
trend was especially 8o in math interactions but the situation was- .
reversed during language arts instruction favofing the high expectancy
'“group. It is notable that for both subject areas ‘the middle
expectancy groups received the least overall ‘verbal attention..

The quality of interaction provided followed the same pattern for

subject areas. The highs received more quality dyadic verbal interactions

'in 1anguage arts and the 1ows received more qualitative interaction in




¢

math. These ratios ‘were computed for members assigned to specifiC‘

subject area expectancy levels which differed in membership slightly.

'

The ratios of verbal contacts received by the overall ‘general
achievement. expectancy levels for all subject areas showed that more
Product questions overall accrued to low expectancy students and more

'overall Process questions were addressed to high expectancy students.
2 .
It could be tentatively concluded that, here was evidence of
A ‘
~ process expectancy effects in operation in this classroom.

3 0 Using all available information,'to what extent is it pOSSihle

- to construct a comprehefsive student profile which would
~describe the student' s behavior, his aghievement,. his
”membership in wvarious grouping patterns, and the relationship
‘he had with this teacher? e .

392

" The attempt was made ‘to portray the 26 students in the classroom in

v'hquick character sketch style. Teacher-assigned numerical information was

' interwoven with teacher-provided statements about the student to reveal

the most salient aspects of this particular student in the teacher s view.

In addition,‘a somewhat interpretative summary followed each case study

_presentation. The researcher was satisfied that this was the most faithful

; and complete picture of each student that the teacher provided ‘f‘ffﬁ'

. ’g;,ﬂ",__“l,

.v__,1; BRI . o s

4.0” What information is obtainable from the interviews.heldfwith;'

'the teacher’

P

4, 1 Which kinds of thoughts about students in particula',oi’ o

were reported during atimulated recall interviews’
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subdivided, comprised Conners' (1978) micro—an lysis categqry ‘
system used in the presfnt study Most expressed interactive \houghts
were classified<as teacher Perceptions of student academic performance
during instruction, and concern for the Instructional Moves he was
vmaking. particularly those concerned with Classroom Control ) and as s e
background Information about Students which the teacher brought to gﬁp |
lesson situation. A substantial proportion of interactive thoughts were
Self—Monitoring in nature as the teacher expressed awarengss of the f
effectiveness of his teaching behavior during ongoing instruction He
expressed personal Feelings about different\asp cts. of the lesson in

.'v_ Ty

progress on many occasions as well N

~0

‘.

4 3 To what extent do teacher-reported thoughts clarify/
corroborate numerical scores assigned on the
' different student ratings7 [~

The researcher found that remarks about students tended to confirm

add explain the scores assigned on the various student attribute ratings B

and teacher expecLancy dimensions. Where discrepancies arose, the teacher

\,_ e

WAy

was asked to clarify or confirm the numerical score assigned

¢

4 2 What teacher attitudes and priorities areirévealedjin
‘ all interview data? X : R _

#/é/macro—analysis of all interview data was onducted in order tOij‘jrn;'

.identify the ost frequently expressed priorities and attitudes which

A."\j?appeared to: guide this‘éfacher’in his approach to students. It appeared

3

_to the researcher that on the basis of the thoughts expressed during h# L

: fiinterviews one could conclude that the following summarized set of values _ :




- were.répresentative of those’guiding:his-dealings with the
‘students inbhisvclass:d
'the development and maintenance of self concept in the student.

‘ the development of a realistic view for the individual student
(and for hig parents) of his strengths and weaknesses as a studzy

the provision of support and encouragement to the student.

the: importance of regarding each student as an individual who ,

~requires differential treatment and consideration while at the N
s&me time ensuring fairness and equality of treatment for all
1'.students in. the class o :

]

‘ 5 0 ‘How could the teaching behavior of the teacher subject
.be described? _ . o - R

Yoo SR ‘ AR _
5 1 What are the predominant teaching behaviors of this -
‘teacher? .. 5 _ .

e

: This ‘teacher was one of 60 teachers from select d grade 3 and de

% classrooms in the system at large who participated.in a. process—product_ '
- study entitled Project Quest Observable teaching ‘ehaviors were recordedi
and rated. This teacher was mell above the sample average on most of the
31 variables measured On several of the variables, he received top scores
- .consistently during the lO hours*of classroom observations conducted |
during 1anguage arts and math instruction. Based on these measures of

| this teacher s behavior the teacher was. found to. be highly proficient in |

-classroom management skills.pIn particular, he was rated as. highly e
. supportive of students:and accepting of student-initiated interaction; :
as using an’ appropriate mixture of high and low order questions ; andwh . f{
-as being skilled in handling disruptive situations in a low-key manner. |
He was given high ratings for monitoring students work constantly and

cal

for possessing high degrees of the more global variables derived from

g
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) anounin (1970) such as warmth, empathy, clarity, overlappingness, withitnesg,

3

" persuasiveness, momentum, and smoothness.

5.2. What are the predominant verbal interaction behaviors of
this teacher? .

From the verbal interaction data collected by means of the dyadic.

L

%, interaction observation system (DIOS) instrument, it was apparent that
AR ‘ ‘

&
Y

i _
i}du{ing'acgual teaching situations. Most of his teacher-initiated contacts

this teacher accepted a high p&rcentage of gstudent-initiated interactions

i;gfé‘classified as either Product or Process academic question types.
(Teachei Coqmenfs to students accounted for a high perééntage of total
teachipg interactions. The teacher appeared ;o use praise»more
frequently than ﬁeache?é described in the literature and f;om the
interview data collecfed'it was clear that this was a purPosive teaching

act to encourage and support student academic progress.

PR

IMPLICATIONS AND RECOMMENDATIONS

épgroacheé to Research Methodology

4

Adopting an integrative approach éo data collection in educational
:research is a relatively new occurréncé. More exacting studies in the
p;st eiamined sélectea variables and the contributions they made to
‘stu&ént_achievgment gains, but in themselves hgve no'Af lly expléined

. the complexity operant in a classroom., Team approaché; have been used‘

with a degree of success but several observers in a classroom run the

risk of disturbing .the naturalistic environment they wish to examine.
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Bennett (1978) proposed .that studies should not concentrate only on the
variables which have been shown to exeft influences on instruetien"but
also should look for the ihteraction‘among these variables which may
reveal promising directions for further research. Mixing'qualitétive

and quancitatiye data collection methods is not without problems buf‘

the results of this study indicate its potential for success in the search
'for meaning in a classroom;~The'triangulation of different data sources
poses highly complex and time consuming"ana$ysis problems. Such studies
eend to raise more questions than they immediately answer but the

~ development of new questions to geide future research is not an unwelcome
event. The conundrums inherent in adopting novel appréaches to classroom-
based gesearch are thought-provoking, and inventive researchersvwill rise

to meet the chalienge;posed. In such a pursuit open-ended studies are

/
/

required which depart from the more traditional forms of educational

research.

Focus on the Student

ey

JIncreasingly classrooh research has begun to focus on the individual
student as the: unit of analysis. Studies conducted on student effort
attribution and motivation‘shew'these to be "alterable variables"
(Bloom,.1980) which have a major effect on student achievement.
Profitable use of academic leargkné time varies with the student and
acts as a medieting variable affeeﬁing student achievement. This too is
_an alterable variable which the teacher can control. by working more
closely to keep the student attending to task and by breaking down the

task itself into more manageable units. More studies of students are

? ,
needed in order to provide a greater understanding of how self-concept



.alter these in more fawjrable'direc9{ons.
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and self attribution operate with child;zn and to examine ways to
. . / i . .

3

{

is by using introspective techniques such as stimulated recall to gain

One way of investigating student—perceived needs and \attributions

an understanding of which sorts of thoughts are salientfor'st dent:
development and maintenance of self concept. King found stimulated recall

techniques suitable at the grade six level. Research is needed to

 determine whether younger students are abYe to understand and ayticulate

. ,
the impressions gained from working with a teacher in a classroom
situation.

Thought Processes

~

Investigating the mental activity of teachers is still a relatively
new area of interest, Research on teacher thinking is predicated on the
assumption that what teachers do is governed hw:what t?fy think Strictly
observational studies of teacher behav1or, taken at face value, are
subJect to misinterpretation without“teacher—provided causal explanation
for the actions taken. By conductlng interviews with the teacher, and
stimulated recall interviews seem particularly well suited to this
purpose, valuable insights are gained about ways in which a particular .

teacher thinks, makes decision, solves problems and responds to pupils

while teaching By conducting more studies 6f this nature it-is hoped’ that

the commonalities in teacher thinking, thought processes, and decision

making may begin to emerge.

Clagsroom Interaction

Classroom—basgélﬁludies investigating'classroom interaction have

" shown that students exert considerahle influence on teacher behavior.
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The extent of mutual influence is dependent on many factors not well

-3

understood as yet. Teacher chéracteristics account for'the;im
- susceptibility of becoming un@uly influenced by students‘butfthe
particular characteristics of;the students themselves ate not &ithout
.ecnsiderable influence. The Student Attribute‘Study, conducted by.?rophy
et ei., 1976, revealed that certain student attributes seemed to affect
mehy teechers in predictable weys. This study offered aédit;oﬁal evidence.
 More studies of student characteristics and the ways in which.teachers
react to them are needed, however, to extend these fincings. By knowing

of these trends'teachers could guard against exhibiting inappropriate

behavior toward students.

Verbal Interaction. Many studies use verbal interaction as the

medieting process variable. The examination cf the verbal interaction on
its own merits reveals the types of questions used;by the teacher aﬁd ’
cac provide the teacher’with'data‘on self perforﬁénce about'ﬁuestioﬁing
techniques and feedback procedures. This 1is one of.the alterable

variables which can be used to effect better instruction. A related

purpose of tecording verbal iﬁteractibn is te identify which class members
receive the more qualitative types of verbal interaction and whether the -
teacher affords all children fairly equal opportunities fofiverhal contacts
, with the teacher. Hoﬁever, more sqbtle‘communications such asvtone of voice,
wait tlme‘afforded the answering student, and non;verbal geétures ( as
pointed out by Muttart, 1977£131) are net easil \ aptured on existing low
7.inference measures. Deta collection instruments wjich will captqte_theee

subtleties need to be developed to gain the inforpation communicated by

these means as well as by the more obvious verbal content.



Expectancy Research
Many studies of teacher expectancy use verbal interaction patterns
- as evidence of differential treatment provided to students by virtue of

the quantity and quality of interaction'provided. More research is now
o .

- : « - R )
needed to find the reasons for the formation and maintenance of teacher

§expéctancy for students. The susceptibility of exhibiting expectancy . -

effects,which'does not appear to be universal with all teachers,depends

in part on the degree of teacher awareness of the'phenomenon.itself.
Teacher education programs should prepare prospective teachers by
acquainting them with the processes of expectancy, thereby sensitizing
them to the negative effects that may occur.

L

Teacher Attitudes to Students. Attitudes to students. function as

affective expectancy. Conclusive<resu1tsvfrom previous research have
‘shown that the teacher's affective reaction to-studentskaffects treatment
of students,,ln striying to prepare proactive teachers, teacher education
programs should present and discuss the findings to date concerning the
influence of teacher-held attitudes ‘to students. More research is needed
to determine how teacher affect influences teacher behavior with h

i

particular students.

_ Effects of Participating in Introspective’Research'

L2
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‘Self-confrontation is a threatening and stressful experience unless

the teacher is self confident. The technique should be used with a degree

of caution Teachers involved in this form of research find it time

A

vconsuming, but not completely without benefit for it forces them to consider

ways of thinking about what they are doing. If changes are warranted they

. are made after reflection “about alternative ways offdoing things, Teacher

educators'might use the technique'particularly during formative:¢
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evaluations of student teachers, and administrators concerned with the . A
supervision of teachers in the system should consider using it in the’

:

context of a non—evaluative, clinical supervision type of setting where’

the teacher is provided with information about his behavior Care in
establishing a suitable rapport cannot be overstated before embarking on
stimulated recall experiences with teachers in order for it to be a useful
‘experience for either -party involved in the research The extent to whichf»&\)
. the teacher should be acquainted with the purpose of the introspective
research is open to question C00perative subJects attempt to provide what

is requested while at,the same time for the researcher a focus is

necessary in order to limit the range of thoughts con51dered to be a.

’ manageable number for discussion or ana1y51s

Reflections on Using an Eclectic Approach :

Much more researchis requ1red in many of the areas isolated for
examination in the present study. The treatment of each area was purposely
kept minimal in thekattempt‘to determine how many‘disparate areas could be
considered»simultaneously;'More areas than have been reported here‘were
examined One becomes quickly humbled by the complexity of life in the
classroom It is apparent that many more researchers must engage in
31m11ar studies-and that many more hypothesisegenerating studies are
required before developing the underlying theories which might explain the
interacting variables which account for. learning gains and eff;ctive :
teaching It whets the appetite for more of the same. While a certain
amount of preplanning is necessary, keeping the approach and methodology
open allows for serendipitous ﬁindings. It keeps the researcher sensitive '

to the subjects under study .and to the varied methodologies needed for

research in education. ‘
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»

Copies of the various instruménts used in the'stﬁdy are
containéd in this appendix.(Since‘these inétruments~9riginated ih
other studies and weré‘borrdwed énd used, the reader is referred
to_the sources éited for’particulafs éoncerﬁiug‘fhe use and ,
aéplication of each instrument; |

Conng;s' (l978)_ﬁicro'Conteﬁt AnalySié‘SyStem appears:oniy

as a summarized list of catégories (Page 315) in thé preSgnt stﬁdy.

. Guidelines for conducting stimulated récall interviews may be
found in King s (1979) Appendix B and in- Tuckwell's (1980)

\ Appendix E.
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THE STUDENT ATTRIBUTE SCALE
1. Restless, highly active versus calm, good self contrel,
e e . -

2, Careless, hasty worker versus careful, deliberate worker.
'

zow ) _— ‘
nio, mcﬂj )

L
-3. Unhappy versus happy.

Low ) . 7
) n*o ﬂl‘l'll

4. Probable lowest achiever versus probable highest achiever.

LOW o - rrD © oM
[ o . # o

S. Immature versus mature.

ik ' _mED ,  wen

6. Uncooperative, defiant versus cooperative, compliant.

sow ' : ' . ' i < . '
iy ol - : o HioH

7. Non-creative or unimaginative yersus creative and imaginacive!

v . .
Low S
. . > .
| . M . HIGH

8. Unattractive versus attractive.

-

gﬁf S . win. . : R E‘”
9. Gives up easily,. needs to be prodded versus tries hard, persistent
: : . worket.
g lww ‘ : MED melv

10. Would like to have removed from class versus would like to keep for
another year for the sheer joy of it. :

Low - . .
1 L : . A‘l" . IﬂqﬂJ

11. Doesn't require special attention versus concerns me a great deal. I
would like to be able to devote duch more atteng}on. .

Low : s . MED - . < NeM
[ 1 . : - 1

12. Not noticeable versus stands out, very noticeable,

. td”‘ . - mED yron
13. Averts eyes versus looks you in the eye..
cow - Mo PO

L . : 1 : 1

Student s _name - .

" From The Student Attribute Study, by Brophy, Evertson, Anderson,
Baun, and Crawford 1976 Pagg 471, o .

41
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ATTITUDE-TO STUDENT QUESTIONNAIRE ‘

Directions given by Silberman, 1969, and by Willis and Brophy, 1974

- ware to nominate one child/ three children (respectively) to each

of the four attitude to student.groups. The researcher in the
present study used the same definitions but asked the teacher to

place all 26 students in his class into one of the four attitude

to student groups. The descriptions below were the ones provided to
the teacher in 6rderAto elicit the students’ names. The teacher filled-

out the form himself in the presence of the researcher
t P

A ATTACHMENT a

If you could keep one student for anothér year for the sheer

joy of it, whom would you pick?

INDIFFERENCE -
If a parent. were ‘to drop in unannounced for a conference, whose
child would you be'ieast prepared to talk about? '

x

CONCERN } -
- 1f you could devote all your attention to a child who concerned

you a great deal ‘whom would you pick?

REJECTION

. If your class was to. be ‘reduced by one child whom would you

' be relieved to have removed°.




HIGH

MIDDLE

Low

—

-

417

INSTRUCTIONS FOR FILLING OUT THE 7-POINT

- 'RANKING SCALE .
from ‘ .
Brophy,. Evertson Anderson, Baum, and"
Crawford, 1976 'The Student Attribute Study,
Page 469. : -

'ﬁFor eéch scale,’select your.three hi ghest and -
three lowest students and put their names in the
highest and lowest sections of the scale Then ﬂ':
select your next four highest and lowest students

and put their namés in- the next- highest and 1owest

' sections of the scale. Do the same thing for the‘,'

" next highest and lowest section. You may leave

some blanks in this SeCtion«if'you feel that you

do not have enough ‘students whose names belong'

here. Put all'remaining students'dnames in the

middle section. The students in each section of the
SCale‘will be considered to have the same ranking,
so do not sbend too much time making fine -

discriminatiOns'between students."

For some analysis purp03es the researcher in the -

- present study combined scores of - l and 2 into

HIGH, scores of- 3, 4, and 5 into MIDDLE 'and scores
of 6 and 7 into Low. rankings on the scales.

Six class ranking scales were completed in all by

the teaéher in the present study

General Intellectual Ability -

Probable Achievement in Language Arts
Probable Achievement in Mathematics>
1Motivation to Do School work

'Maturity

‘Cooperation/Compliance



PROJECT QUEST

A joint project of the Centre for Research in Teaching and the’
fdmonton Public School Board Winter 1978-1979.

\.

HIGH INFERENCE CODING SHEET

1. Teacher used a system of rules dealing with personal and
procedural matters.

1| . ‘2] B 3; ) 41 . 5]
Low  MED ., ~ HIGH . NOT OBSERVED

¥

2. Teacher prevented misbehaviors from continuing- '
© 3. Teacher directed disciplinary action accurately
4. Teacher moved around the room a 1ot (monitoring seatwork)

'5. Teacher handled disruptive 51tuations in a"low-key manner
~(non-verbal, proximity, eye contact) ‘

6. Teacher insured assignments were interesting and worthwhile
'gwhile the children worked independently. ‘

7. Teacher used a system of rules which allowed pupils to carry
out: learning tasks with a minimum of direction

8. Teacher optimized academic learning time Pupils .were actively
'involved and productively engaged in learning tasks

9. Teacher used a standard signal to get students attention.i

lO.'Teacher did not begin speaking to. the group until all
) students were paying attention. - .

11. Teacher stopped speaking/instructing until all students were -
paying attention :

12. Teacher used a variety of instructional techniques adapting
.instruction to meet learning needs.

l3.dTeacher encouraged quantity and quality of work in- Language -
Arts. . A R .

: 14.1Teacher used a system of spot-checking assignments.

'_15. (Do not complete until last minute ). ;,,; :
-~ Teacher related math games and independent activities to the
,concepts being taught R gj
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from Project Quest...continued

419

16 (Do not complete until last visit.)
' Teacher increased the amount of written work so that pupils did
‘some writing every day. S

" 17. Teacher used techniques that provide for the gradual transition
from concrete to more abstract activities,
[

18.Teacher used an appropriate mixture of high and low order
questions

19, Teacher was. aware of what was going on in the classroom
20.nTeacher was able .to attend to more than one issue at a time.

21. Teacher facilitated the smooth flow of the lesson or a smooth
transition from one activity to another,

22, Teacher s behavior’ maintained thﬁ»pace of the lesson.
©23." Teacher was clear in presentations to the class.
24,'Teacher Was.able_to motivate'children

25. Teacher provided ev1dence of - "caring , 'accepting", andi
- valuing" of the children

26. Teacher ﬂ%&ponded accurately to both obvious and less obvious
' rmeanings, feelings, and experiences of: the children,

. NOTE: For the following items, please usé the five point scale to
indicate how freguentlz the behaviors occurred during the
period observed. . .

A“27 Many different pupils were selected by the teacher to respond
- to. questions. . :

28 When pupil's answers were incorrect 0T only partially correct,

the teacher ‘used techniques such as rephraging, giving clues, o §

- or asking a new question to help the pupil’ to give an. = . ' ~
improved response. ' ’

29, The teacher used praise to reward outstanding work as well as to
'encourage pupils who were not always able to do outstanding work.

’;30 The teacher used ml!d criticism on occasion to communicate
‘ expectations to more able pupils. : : :

31. When pupils initiated interaction, the teacher accepted and
integrated the pupil question, comment, QF other C S
contribution., '




