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‘ments were given.

,‘ | . |
S ABSTRACT

The purpose of this ethnograph1c study was to describe tne conpe- -

titive 1nteraction of a ¢lass of Rlementany schoo] children from the

’ Gl

point of view of the children themselves and of the teachers. who were
involved with the;e children.' An attempt was made to uncover the

competitive 1ntent10ns of these’ participants and- reveal possible relation-

-y

3

ships between these intentions. B B w

Competition is a part of a child's experience. Through this

»experiénce he is able to seek meaning; The researcher endeavored to

~discover what competition meant to a class of grade four children and

their teachers. \ \ |

‘Initial obserpation,of competi tive intekacfion led the way later
to iﬁ-depth informant-interviewing to seek hidden motives. Cdtegories
of competition'emerged giving opportunity for an interpretation of the -

teacher as competitof, the child as competitor and the influence of the

" teacher on children's competition.

., The teacher became a competitor with-children when intentions

» differed as to how time was to be used in the classroom. The teacher

did not always have the same iﬁﬁéption that the children had when assign-

!

| The éhi]dren competéd amongst themsélves’Within the teacher's
curriculum. - The teacher either intended that the ch11dren be competitive:
or she played the role of facilitator in competfﬁ:ve situations which

the children initiated. The ch11dren by their own choice intended to

be first; to be involved or not to be competitive at all.

iv -
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-

The ch11dren a1so interacted competitively outside of the teacher's
curriculum. This interaction was observedsout on the plqyground The
children were concerned with satisfying their own intentions away from

teacher 1nf1uence These intentions were a considerat1on of others and

a desire to be part of the action ' .

i
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CHAPTER 1
INTRODUCT ION

The Reality of Competition

fﬁ ."aget (1973) concludes that competition is a part of a child's devel-
opmental picture. This picture of a child's growth ordinarily includes
competi tive experience. David Bean (1981) refers to the latter half of
the elementary schqo1 years when he states that, "Competition in some
shape or form will ex{st at this stage whether we 1ike it or not" (p. 23).
Constance Kamii (1980) gives support to the existence of competition. '

Even 1f the definition included intra-individual

struggle, this would not prevent children from

developing their ability to compete. . .

Development is so natural and powerful that when

it occurs, it is impossible to suppress it (p. 197).

The actuality of competition appears not only to be apparent in the
individual but it is claimed to be present when children interact with
éach other. Richard Al 'derman (1974) says, "As soon as a child becomes
interested in the fact that other people exist and are involved with
what he is doing;,his competitive behavior increases" (p. 98). Compe ti-
tive interaction during a child's development is mére evident when he
begins to have' a greater jgterest in others.

Because compétition‘abpears to play such a role in the life of a

child, there is a curiosity about the outcome.of competitive interaction.

The Issue of Competition .

As a teacher, this researcher has concerns about the effect of
competitive situations on the emotional growth of children. These concerns
stem from the researcher's involvement as a child competitor both outside

and inside the school setting and as one who has since witnessed or has



the situation?”

strd&tured competitive iﬁteraction among children.

When people, especially children, compete,“there is always a certain
amount of interest as to what accrues. Jack Berryman (1978) states that,
"A steady stream of proposals, gu1de11nes speeches, manuals, and periodi-
cal art1c1es:conta1n1ng warnings aba1nst too much competition for elemen-
tary school children flowed from the ranks of professional educators”

(p. 7). This interest in'chi]dren'§ competition is QUe to a caring for
"what happens" when childrenvcombete, To find out the feality of "wﬁat.
happens" certain qﬁestions need to be answered. |

a) MWhat feelings develop during Eompetitive interaction?

b) Aré these feg]ings,positive and/or negative?

c) What kind of competition is expressed as being positiVé and what

kind is expressed as being negative?
~d) What do those 1nvo]ved do to structure compet1t1ve651tuat1ons?

e) How do adu]ts funct1on in the competition of ch1]dren and how

 do ch11dren interact compet1t1ve1y?

In essence one must ask, "What does competition mean to those in

-

~ Lo

An Investigation of Comgggigfon in an Educational Setting

A review of literature suggests that the education of chi}dren

. involves competitive interaction. Johnson and Johnson (1978) conducted

interviews with elementary school chi]drén and found that, "The results
of these studies clearly indiéate that the vast majority of students |
perceive school as béing competitive" (p. 4).>.A1derman (1974) supports
this view when he states that, "Combetjtjveness is iarge]y nurtured‘and q.

directed by education" (p. 99). Margaret Mead (1937) confirms that

competition is present ih the edutational system.



That the most determinative factor is the educational

system and that by examining this with care we might

find forms of education which seemed necessary to the

formation . . . of a competitive character structure

(p. 19). L

The competitive interaction in the educational setting>has been

discussed by others in a less neutral fashion. Constance Kami i (1980),
who is supported by Berryman's (1978) earlier statement, is of the
~-opinion that teachers are concerned about competition. "The word
competition is loaded with negative connotations and teachers are right-“
fully concerned about the kind of competition that breeds rivalry and
feelings df failure and rejection" (p. 189). Johnson and Johnson (1974)
warn that: ' 4

For the teacher who is truly interested in intellectual

functioning, one of the saddest probable consequences.

of the continual use of competitive goal structure is

that the-intrinsic motivation for learning and thinking
will become subverted (p. 226). :

As_illustrated by Kamii (1980) and Johnson and Johnson -(1978), the
‘SCthling process may well consist of detrimental compefitive aspects.
However, Kamii (1980) refers to "the gigé_of competition" and Johnsqn )
and Johnson to "the continual use of competitive goal structures". From
the children and teachers' viewpoint, what kind of combetitioh is
positive? Is some use of competition as viewed by those within the
‘c1assroom béneficia]?

An attémpt must be made to see what competition means to the
children and teachers in a school classroom. The ethndgraphic method
is app]ied to meet this end. Wolcott (1979) speaks of ethnqgraphy wheh
he explains that: '

One of the most satisfying aspétts of this traditional
approach is that one is free to discover what the
problem is rather than obliged to pursue inquiry into

a predetermined problem that may in fact exist only in~
the mind of the investigator (p. 113).



whasfis competition to the children and .teachers inVB]ved? Thé

reseééchér cannot truthfully describe the reality of competitive life
"within the classroom by\assumption. The researcher'must come to know
thgfbrob]ems as seen by the people there. Wolcott (1975)sexpounds that,
"Ethnographic accounts focus on the way particular groups of people
confront the problems facing them" (p. 123). ‘

What is competition in our classrooms and what are the inherent
problems of classroom competition? What are the questions to be answered?
Is competition as Margaret Mead (1937) describés it; "The act of seeking
6r endeavoring to gain whaf another is endeavofing to gain at the same
time" (p; 15)? 1Is this the competition that classroom participants
would describe as reality? If so, what is the quality of this competition
as interpreted by those %h the sjtuation?=

-

. The literature suggests thét the roles that chi]dfén and teachers
play in competitive interaction within the school environment are
significant. Johnson and Johnson (1978) exp]aiﬁ that, "The way in
which teachers structure learning goals determfnes how students interact
with each other and with the teacher" (p. 4). Is there a relationship
between the goals structured by the teacher‘(and possibly by children)
and the character of competition within the school? If so, what is the
connectfon between the intentions of the teacher andlthe intentions of
the child during competitive interaction?

To explore this relationship, one must gain an understanding of
what competition is to the partigipants inside a classroom. This is
not done simply through an observgtion of overt action as intention.

It is also accomplished by discovering the hidden intention. Spradley

and McCurdy (1972) clarify by describing the goal of ethnography.



Ethnography is not merely an objective description
of people and their behavior from the observer's
viewpoint. It is a systematic attempt to discover
the knowledge a group of people have learned and are
using to organize their behavior (p. 9).

The knowledge that teachers and children use to organize their behavior in
. competitive situations is of concern. The competitive intentions of the par-
ticipants within a classroom are not-easily discovered without proBing into

the competitive experience of teachers and children from their point of view.

The Prob]em and its Sg‘pe -

The purpose of this study is to uncover the competitive intentions
with1n-an elementary schoel class. Wolcott (1973) gives d1rect1on when
“he emphasizes the importance of recording the activity and interactions

V0f~

who 1n1t1ated the act1v1ty, where; when; who was talking; how many people

participants. Invo]ved in this recording were concerns about:

were 1nvo]ved. This 1nvest1gat1on of competitive intent attempted to:

a) discover the actions and events that were viewed as competitive.

o

discover when competition occurred. -

O

)

)

) describe the settings in which competition oCcurred.

d) describe how the teacher and the child interacted competitively,
if at all. ' |

e) describe the teacher's and the child;s pereeptions of any possible

relationship between the teacher's intentions and competitive
/

interaction among children ////
f) describe the child's i';;ntions when interacting with other

/

. children in competitive situations. Y
An.analysis and interpretation of these descriptions was to reveal what
* competition was to the children and teachers in'an elementary school

class.



&

Possible competitive interaction was to be noted during initial
obServations. However, in discovering specific points of view, questions
wh1ch probed into the mean1ng that competition had for the partlcipants
were to be asked.

The compétitive intent of the interaction between the teacher.ahd
students or among the students themselves was the focus:\ Self-competition,
endeavoring to better one's own performance, was not’déa]t with. Compe-
tition was treéted as a social happening; one of interaction between
people.

The conclusions of the teacher and children on competitive intér-

action in a grade four class was to be considered in any*bhysica] setting

- within the perimeter of the school grounds. Time spent within the school

building in classrooms éndlin the gymnasium, and occasioﬁs ouf on the
playground during recesses and noonhours was.the focusig '

Ethnograph1c fieldwork was chosen as a mode of inquiry to recognize
the intent of the compet1tors Foster (1977) describes. the processes -
this way: . _ o “ |

a) The researcher musf gain entry into the scene.

b) Initial rapport must be esfab]isped.

c) The researcher must find ways of gathering inforﬁatfon. |

d) There must be a vériety of physical settings in which to learn

the parpicipants' perspective. ) i |

More than anythfng else, the exploration of the point of view of
the children and teachers was the primary objective. Spradley and

McCurdy (1972) explain: "This is a radical change in the way many

- scientists see their work. Instead of asking, 'What do I see these

people doing?', we must ask, 'What do these people see themselves doing?'"



(p. 9). ‘What did the participants see as their competitive intentions?

The Use of Ethnographic Méthod
" The ethnographic method provides a méans to exblore intentions and
gain an understanding of competitive interaction. ‘Spradley (1980) tells
us fhat,}"Ethnography is to understand another way of life from the .
native point of view" (p. 3). To fully understand what it is 1ike to~
interact in competitive situations within an elementary school class,-
one must get the child's and the teacher's point of view; the point of
view of the natives; the people who exist and act in the c]assroom.
environment, |
Sherif (1978) points the way to an ethnographic investigation of
competition. "Our task is to examine . . . competitive processes by
inquiring into the social coﬁtext iq which chiidren come together" (p. 82).
" The relationships within the school make uﬁ the social context in which
competitive interaction takes place. David Johnson (1981) explains
that, "The primary educational relationships«are between teachers andﬁ
students ana among students themselves" (p. 5). To study the ro]g that
: rtompepitive interaétion plays in the relationships of children and between
" teachers and children, the researcher explores the.meaning that compét%-
Otion has for them in their.dgy-to-day exisfence in an elementary school.
An effort must be made to suspend any presupposi%ions and to shift
concern to the investigation of perspective. What do the participants
see as their intentions when competing? ‘
Barker (1968) writes of forces genefated by what is expected and
allowed in settings. The relationships within the@school setting are
thus influenced. An examination of the intentions, as the child and -

the teacher see them in competitive relationships, and any correlation



A |
with the traits of the sefting must be considered These traits include
elements of the physica] environment and the unspoken rules that govern
the: 1ntéract1on of the th11dren and teachers \
Eisner (1978) lends support for ethnographical research in the social
context of a school.
What is needed is attention to the processes of
classroom 1ife and the use of forms of disglosure
that can capture and convey what goes on in' .those
settings we call classrooms and schools (p. 21)
Ethnographic procedure allows the researcher to pay attent1on to and
focus the collection of data upon that which reflects the.day—to-day
interaction of the participants in the school setting. The researcher
is .able toysee-the process of intention in competitive situations as the
participants see it. _
Johnson and Ah1gren (1976) give direction to the ethnograph1c
1nvest1gat1on of compet1t1on within the school.
"Relationships among variables do not hold in more
complex naturalistic settings when the independent
variables are interacting with a wide variety of
diffuse and diverse influences. Before the results
of the experimental research on . . . competition
are applied in schools, it is important to validate
them in research on naturalistic uncontrolled schootl
settings (p. 92)¥v
When children and teachers ére entangled in‘competifive interaction
‘within the school, there is no simple way to describe the nature of
this involvement. Competitive situations seem to be part of the human
experience in schools and an attempt to explore these encounters should
be done in the most natural setting. A study of this setting should
reveal the desires, the motives and the resolutions of the participants;

the intentionsygs the competitive actors see them and the factors that

) &
facilitate these intentions.



Objectivity

The ethnographer must attempt to be objective.
No observer can ever fully overcome his own perceptual
orientation. The word 'objective' then, is used as a
desired goal, rather than as a reality. It is possible
to record what one sees objectively, but it is a mistake
to assume that it is seen objectively (Gordon, 1966:65).
To describe competitive interaction as it actually exists without
prejudgement, the researcher was aware of his own biases and attempted
-to prevent them from obscuring an accurate account of events.
The ethnographic researcher used disciplined subjectivity as a way
to prevent the pollution of data with subjective bias.
. The discipline of the research tradition calls for
him to constantly monitor and test his reactions.
In addition to systematically taking the perspectives
of the subjects, who rarely share a monolithic point
of view, he also views actions from the perspective
of the outsider. By systematically seeking to under-
stand actions from the different perspectives of various:
groups of participants, the researcher avoids getting
caught in any one outlook (Wilson, 1977:259).
Myer Horowitz (1972) spoke of discip]ihed subjectivity when he warned
that the ethnographic researcher must be aware of the degree of confidence
- that his data will bring. He must check his perceptions with informants.
This perceptual check was carried out by the researcher through inter-
viewing all of the teachers and a sampling of children. Three teachers ‘
~and four children repreéenting a variance of competitive personality
were questioned. Chi]dren who seemed to be involved in competitive
activity in an overt manner as well as ones who did not appear qu%te SO
/
competitive were respondents. Both teachers and children were asked to
confirm whether or not they were indeed competing and if so, there was
an attempt to reveal their intentions. 7
The researcher also employed a variety of(igchniques for gathering data.

These included asking off-the-cuff questions, oBservations, taped interviews,
i



and participation in competitive interaction. This data was interpreted
'1n terms of the competitgve setting.

There was an attempt to view competitive interaction from the
perspective of the child and the teacher and to view this interaction
from an inside and an outside research position. The researcher stood
back and watched but also participated and 1nt¢rviewed.

Wolcott (1975) suggests the keeping of a journal fo:

a) make the researcher's feeling and attitudes clear concerning

competition.involving teachers and children,

b) th things down as they are seen and felt, and ‘

c) tell how the researcher has been changed by the fieldwork

experience, ‘
The researcﬁer's concerns and changes in viewpoint regarding competition
can best be described through journal entries. Before beginning to
collect data, the researcher had certain op1n1ons
Competitive situations are not neces&ar11y harmful if the
standards set are determined by the children themselves.
If outside people (i.e., adults) impose standards for

: 'compet1ng, these situations can become quite harmful.
s _ : (Journal Entry [J.E.]: January 7,

AN

As the study proceeded, views changed.

In initiating competition (although performance may be compared
covertly) teachers (adults) may try to cushion the effects of
competition in various ways. : '
(J.E.: February 17, 1982)

"Cushioning" refers to an attempt to make the effects of competition less
damagigg. The viewpoint continued to change.
A]though'teachers do set standards for competitive situations,
they do not always set these standards intentionally; that is

they initiate or set the scene for competitive interactions
almost unknowingly. A lot of what is competitive in a class-

room is carried out because of circumstances that are structured

by the teachers.
(J.E.: February 25, 1982)

10
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CHAPTER 11
RESEARCH DESIGN

"Ethnography has been described as an anthropologist's 'picture'

of the way of life of some interacting human groups" (Wolcott, 1975:112).

The competitive intentions of a het%fogeneous class of grade four boys

and gif]s and those of the teachers and an administrator who were

responsible for supervision and education of these children were

considered. The competitive interaction of this group of children and
their teachers was the picture under consideration.

The child's point of view regarding competitive situations in the
school was significant. Terry Orlick emphasizes the importange of
obtaining the child's perspective.

You must try to learn from the children és we have

learned by listening to what they say and by closely

observing how they respond to what you do or what

other people do. Our greatest inspirations have come

from children. They have been our greatest teachers

.« . . Children are percept1ve and have a tremendous

amount to offer if they are given opportun1ty to express

-their views (1977:57-58).
Children, as participants in and observers of competitive interaction
were quite capable of expressing their views. These views were recorded
in the form of fieldnotes, which were made up of observed actions and
conversation, and also in the fofm of tape recorded interviews.

Along with the child's perspective, the teacher's intentions con-
cerning her curriculum and the demeanour of children were found to be
important. Wolcott (1975) reassures that, "My experience has been that
teachers are usually quite willing to respond to a personal invitation

for an interview" (p. 122). The teachers' relationship with the child

was inveétigated in the Tight of their point of view of competitive

11



interaction. This point of view was discovered not only through observation
by the researcher,.but also through tape recorded interviews.

During interaction, ethnographica] fieldwork was employed to understand
the perspectives of the chi]dren'and teachers. Wilson describes why this
technique is a valuable tool in educational research.

Human behavior is complexly influenced by the

context in which it occurs. Any research plan

‘which takes the actors out of the naturalistic

setting may negate those forces and hence obscure

its own understanding (1977:253).
In a competitive situation, the researcher attempted to take into account
all of ihe influences that existed. Wilson says, "As organizations,
schools exert many powerful forces on participant behavior" (1977:247).
| Secpndly, Wilson emphasizes that; "Human behavior often has more
meaning than its observable facts";(1977:253). In comgetitive situations,
the researcher must probe, be aware of and consider hidden motives and_
pergpectives that may bevlost because of a fﬁi]ure to explore more dgep]y.

In order to uncover the hidden motives offany competitive encounter,

the researcher must begin by taking the.initial step of ethnographic

fieldwork; gaining entry,

Entry into the Setting
January 20th 1982.

| The researcher approached a school principal, Mr. White, with a
Eequéstvto carry‘out a study; The principal was infohned that the
researcher was a graduate student from the University of Alberta who was
interested in doing an unobtrusive study in a grade four or five class-

room. The researcher would maintain a low fi'E‘and\@LESTPt not to

4

disrupt normal activity. The researchepr‘would be concerned ﬁith how

N e e

. /_/-“*\\
children interact. This interaction would be noted‘ft;puéh obsEﬁVEf&on;

12
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by copying verbatim conversations and pqssibly by interviewing one or two
students later on. The principal wanted more detail as to what the
researcher was looking for exactly. He was informed that exploring the
relationship between the 1ntent10ns of the children and teachers in
competitive interaction was the focus. The focus was not to be made
generally known. The principal was told that aliases would be used for
teachers, students and the school when the research was formally written up.
He was also informed of a tentative timeline for research.

The principal indicated his desire to check with hisﬁgrgdé four and
five, teachers before he could make a commitment. The principal immedfate]y
commented, that as long as clearance was received through the school board

Cl«

he could see "no problem". T

January 22nd 1982

This researcher waited for Mr. White's return call but when'np ca11
came, the schoo{ was contécfed. The principal said hfs‘grade four
teacher, Mrs. Smith, expressedvinterest.and was'going to call for more
informatioﬁ. The researcher decided to make contact with her on the

same day. Upon entering the school and talking to Mr. White, it was

suggested that the researcher knock on Mrs. Smith's door. As it was_

<

nearing the end of the school day, the researcher waitéd fn the hall
unfi] classes were dismissed. While he was waiting, Mrs. Smith came
out into the hall. |
Researcher: My name is Dennis Perrier.
Mrs. Smith: You're the person I was supposed to pﬁone?
- Researcher: Yes.

. Mrs. Smifh: I will be available at 3:30 if you want to speak
to me then? . o &

Researcher: Okay.
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At 3:30:

Mrs. Smith: Okay, I'm ready.
(Fieldnote Entry [F.N.E.] January
22, 1982)

Mrs. Smith wds interested in when and for how long the study would take
place, what type of situations were'being.studied and whether or notkthe
researcher would follq& her or her class. She was informed of the tenta-
tive timeline for the study and that in the observation of the class there
would be an attempt by the researcher not to interfere with normal class- . 3
room activity. She was also told that it was important for the children to
know the researcher was a'student:from the university. Since any compet1¥
tive interaction between herself and the children aqd between the children
themselves -would be noted, the children should not Qe made aware that the
interest of the ;esearcﬁer was focused upon theécompetitive aspect. She,
on several occasions, said, "fine, fine" to the information given her.
$he,was asked if she was pressured into ca111ng the researcher. She rep11ed‘
tha§ sﬁe was not and that the principal asked only for a yes ar no answer.
Mrs. Smith added that Mr. Green and Mr"_White would haveuio be“contacted in

"order to obtaJn the1r]pevm1551on to observe her c]ass wh11e they were
teaching the sc1ence, math and phys1ca1 educat1on parts of the curr1cu]um

Mr. Green was approached in the hall and gave his permission readily.

He sa1d he understood that he should not tell the chx]dren that competition

.
G

“Towas the area of interest of the researcher. ’

Mrs. Smith accepted my research needs and d{d not show hesitation
~in granting them. She was concerned about the times I would be
coming and-why I was doing the research. Mr. Green was as
“cordialas Mr. White and welcomed my involvement. [ believe I
have made an excellent beginning at Suburban Elementary. My
relationship with the school must remain this way. I want to
~blend into the background and create a minimum amount of disrup-
tion. The school setting must remain as normal as possible when
I'm present. R ,
A (J.E.: Januayy 25, 1982)

i
I
[
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February 1lst 1982 7
The researcher called Mrs. Smith. She gave her perm1ssion to ﬁegin

the study on Wednesday, Feb%uary 3rd. She said she you\d 1e§ Mr. Green
know the researcher was coming, Mr. White was also informed of this plan
and answered, "okay, great" tq”avreguest to see him before the researcher
entered Mrs. Smith's class on that day. As it turned out, the study &1a :
not formally begin until February 8th because of the researcher's commit-
ments at the University of Alberta.

Mr. White and Mrs. Smith have both given me permission to begin

my research on Wednesday, February 3rd 1982. They have been,

~and still are, very pos1t1ve.

(J.E.: February 1, 1982) -
February 8th-1982

LT

Before entering Mrs. Smith's clase, the researcher met wifﬁ‘Mr. Nhiie.
It was suggested by Mr. White that a letter be drafted to the pareﬁté ef
the children in Mrs. Smith's room explaining the presence of the researcher
and yeques;ing parental co~operatjon " The letter (Appendix A) 1dent1fied
the researcher as a university student as well as described the general
nature of his iﬁquﬁry without being too epecific Because Suburbeﬁ
‘EIementary has been frequent]y 1nvo]ved as a research site and was in an
area where a number of profess1ona1 un1vers1ty staff resided, ‘it was
thought that the role of researcher would be familiar and non-threatening.

The letter was delivered by each child as was the custom at the school.

It was received without feedback as no”objection was giVen, °

‘Some Reflections on Entry

Wilson summarizes Geer_(1964) as to what the researcher attempts
to do during entry. ‘"He monitors the way his entry into the communi ty

is initiated both officially and unofficially because he knows this will

“



influence how people see him" (1977?25). Entry into Suburban Elementary
/ . | ‘
School was accomplished w1thout setback. The reSearcher%s experience
in receiving perm1ss1on from the school board adm1n1strat1on and be1ng
allowed to observe in Mr$ Smith's room was very pos1t1ve
The teachers and the pr1nc1pa1 at the schoo] were given information
that did not dev1ate from the intention of the researcher. Their
’concerns and questions were anSwered clearly and honestly without going
‘1nto deta1] about the focus of the research
One good rule to fo]]ow .. . at the start of
the research . . . is to tell the truth.
Telling the truth does not mean going into elab-
orate detail as to your specific substantive or

theoretical interests or the techn1ques you are
employing (Bogdan, 1975:19).

\.
A

Establishing a Role as Researcher

The. ethnographer is sensitive.to the way he enters
a setting and carefully establishes a role that
facilitates the collection of “information. . . .
He tries not to be identified with any particular
group in the setting (Wilson, 1977:254).

Aﬁ*attempi was made not to Be identified with the child érdup or the
teaeher group. If identifieation with any_éroup occurred, there would
be less chahce~of‘preserving neutrality which was vital in obtaining
“in-depth perspeétives.' The researcher Wanﬁed to be seen as a university
student doing research; a person who was 1nterested in interaction not
A1n p]ay1ng the role of teacher or child.
Wilson refers to the researcher wheh he says, "Moreover, throughout
- the study he monitors'the views'participanfs have of him" (1977:254).
Wilson then tells why these views‘are important:
The group identity of tHe observer is important
not only because the participants might consciously
withhold information from someone with the wrong
identifications . . . but also because the partici-’

pants mjght consciously color what they sa1d and did
(1977:254).

16
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If the researcher was seen as a student or a teacher, the participants
of competitive events may see one or the other jdentity as threatening

“therefore possibly distorting interaction that would normally take -place.

Classroom Introduction: February 8th 1982
‘A substitute teacher was instructing the children on this first day
of contact with the children. She was asked not to introduce the
researcher as "Mr." or inform the students that an understanding of
qompetition in the classroom was the intent of the stuéy.’ She asked
the researcher to introduce himself. The researcher's name was printed
on the board as "DENNIS PERRIER".
Researcher: I am a student from the university. I'm trying
~ -to see what it is 1ike to be a student in grade
four. Just try to forget I'm.here. I will not
try to bother you. -
- Substitute: He has forgotten what it's like to be in grade

. four.
o o (F.N.E.: February 8, 1982)

It was very important that the children not see the researcher as
a teacher but as a universify student collecting information for a

research project.

A. Researcher Role and Children i

Perhaps the most difficult role to establish in a

school is that which is perceived by the students.

This sub-group in particular should be aware that

the researcher is as much a non-teacher as a non-

pupil (Hawke, 1980:10).
If the researcher was seen as a teacher, the children may not have revealed
their true>intentions as readily. The interviews and discussions may not
have been taken seriously if the children saw the researcher as child-like.

The researcher, while in Mrs. Smith's and Mr. Green's classrooms,

occupied a desk at the back or the side of the room. Angie and Nancy
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were frequent visitors to the researcher's desk during the first few
days. They would peer in the fieldwork notebook and make comments like,
"I-can't read your writing.“ -

Many students wanted to know what I was writing about. 1 kept

telling them that I wrote down what they said and did in

school. This seemed to satisfy the more curious of them.

. (J.E.: February 8, 1982)
Nancy: Why do you look at everything?

Researcher: I'm JUSt interested in what you do in class. P
(F.N.E.: February 17, 1982) /

The researcher was referred to by his first name.

The grade four boys were playing ice hockey during noon hour.
The researcher approached them carrying a hockey stick.

Robert: Dennis is coming. He's going to play. Hurry up.

Robert to the .
Researcher: Dennis and me will stand.

The rest objected.
- Other kids

playing: Dennis and Dino.
(F.N.E.: March 17, 1982)

The researcher was asked on other occasions. to take part'in student
activities.

The ch11dren were being seated for science class. Laura spoke
to the researcher.

~Laura: Are you going to do the experiment with us?
Ang1e, Beverly
and Laura:  Gould you sit with us at the table?
(F.N.E.: April 15, 1982)
The‘childrenvattempted to label the researcher.

On the way into the classroom from recess Beverly and Ang1e
stopped and spoke to the researcher.

Angie: You're the biggest kid in our class.
Beverly: You're Just like a kid. You go out for recess.

- You play in gym.. You sit in a desk.
(F.N.E.: February 23, 1982)




The researcher was not always likened to a "kid" and frequently was
the recipient of much advice related to role expectations.

While getting Tunch out of his knapsack the researcher was
approached by Beverly.

Beverly: Where do you eat your Tunch?
Researcher: In the staff room.

Beverly: If you're a kid, you should eat in the lunchroom.

Researcher: Good point. .
(F.N.E.: February 22, 1982)

After recess at the coatrack, Nancy spoke to the researcher.

Nancy: Were you playing hockey? j

Researcher: Yes. |

Nancy: You really are supposed to stay andeatch - not

prav: (F.N.E.: March 18, 1982)
Trust toward the researcher was shown as well as recognition that he

 was an edu1t.' o |

Robert was supposed to be working during a math class when he .
spoke to the researcher.

Robert: Dennis, at recess want to get the shovel?

Researcher: (nodde&)

Steven wanted the shove] to clean the ice for hockey Mr. Jones,

the janitor, wouldn't give it to a "kid".

: . (F.N.E.: March 17, 1982) |

The verbatim conversation given abovefpoints to the conclusion that

children viewed the researcher as an adult but not as a teacner or child.:
It was difficult, to avoid the role of authoritarian adult. While observing
or playing with.children at recess the researcher was a witness to

the breaking of school rules, such as throwing snow chunks. At times

1ike these the researcher tended to ignore the situation.

19



B. Researcher Role and Staff

It was critical also that the school staff should see the researcher's
role as one that did not ignore their position. It was important that
the teachers not view the researcher as a child; nor as being overly
sympathetic to the causes of children. The teachers may have seen-this
role as one they could not fully trust. .

The role of researcher was established with the staff of the
school through manner of dress, notlattempting to have the same'socia1
interaction as a teacher or a child ordinarily would have, and not getting
directly involved in teacher/child conflict. JHawke (1980) warns:

6nce in the field, the researcher mdst strive to
establish non-threatening relationships with those
around him and attempt to assume a neutral pos1t1on
with no special alliances to any one fact1on in the
field (p. 9).

Mrs. Smith: Upon entry into Mrs; Smith's classroom, every attempt was
made to be as inconspicuous as possible. A seat at the back of the room
was occupied by the researcher who endeavored to stay there and take
notes. If ch1]dren spoke to the researcher especially if the teacher
required their attention, an attempt was made not to dictract the
students from their assignments and their focus upon the teacher and
the blackboard. o _ N

On several occasions the researcher and Mrs. Smith discussed the
school, the students in her class and the parents.. These conversations
were a free exchange of thoughts and were not necessarily about the

research top1c but were considered profess1ona1 and helpful in building
a trust re]at1onsh1p

Mr. wh1te: Mr. White was very positive regarding the researcher's
presence in the school, allowing every request that was made for his time

and his school. He was very non-judgemental of the research process and
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encouraged st;ff involvement.

He made a request of the researcher to observe a child in Mrs.

Smith's room in an attempt to aid the counselor in her épprﬁisa]. The
request was accepted as it did not interfere with the researcher's task

" and provided an oppqrtunity to be o¥&?erv1ce. Mr. White seemed apprécia-
tive of the researcher's co-operation.

Mr. Green: He was a]sovvery co-operative in that‘any reqﬁest made for
his time was received positively. He invited the}researéher io "feel free"
to come into his class. He was“willing to discuss the reéearch at'any time

—and also readily gave up time for interviewing.

On one occasion Mr. Green askéd the researcher if he could set up
some competitive situations. He was told no and that everything must be
as natural as poﬁsib]e. He should just carry on as he usually did. It\
was very necéssary to ﬁake this’clear to Mr. Green. Any tampering with
the setting coyld well have distoried the findings.

Mrs. Walker (the secretary) The school secretary gave an indication
of one role wh1ch had been ass1gned to the researcher by the staff.

As 1 was leaving the school around 4:00 P.M.:

Mrs. Walker

to the

Researcher: Are you studying to be a teacher?

: (F.N.E.: March 12, 1982)

The school staff gcertainly did not designate the researcher as a child.
Several requests wére made of the author to give professional assistance.
Thesé included observétion of a prob]em;student and supervision of the
grade four class on a fieldtrip. The stéff. on the other hand, did not

see the researcher as an equal. The author was referred to as a student

teacher and was not accepted on the same social basis as other teachers.

e



Data Collection Devices |

This kind of anthropological inquiry seeks to _

discover the meaning structures of the partici-

pants in whatever forms they are expressed. Hence,

the research is multimodal (Wilson; 1977:255).
The researcher co]léctéd documents, made hand-written fieldnote descrip-
tions of competitive situations, recorded verbatim conversation within
the context of competitive interaction, tape recorded these interactions,
carried out.tape recorded informant interviews, asked informal questfons,
participated in competitive events gnd expressed his reactions and éﬁerg—
ing hypothésis in a journal. A1l of these data collection deVices were
needed. Wolcott (1973) expldins that, "The field-worker rests his
claims fbr_va]idity on his use of a number of information gathering
devices" (p.'121).v ‘

| The focus here was competitive interaction within a single class of

children. Their demeanor was obs;rved by the researcher throﬁgh making
a point of being where they interacted. Initial obsekyation gave rise
to a curiosity about hidden intentions. Children who were knowledgeable
and frifnd]y were the respondents to quéstions that arose because of
this curiosity. "Ethnographié researchers methodically plan the forms
of data they will collect, the sekttings in which they will gather the -
data, the participants with whom they will interact and the qdestions
they wi]i ask" (Wilson, 1977:257).

Documentation: The researcher also retained copies of two letters
sent to parents. The first, as has already been stated, asked consent
for_the researcher's observation of the children (Appendix A). The second
1etter requested permission for the interviewing of children (Appendix B).

This also involved the gathering of copies of school docuhents.

These documents included-a school floor plan (Appendix C), a class time—




table (Appendix D) and a school opening letter (Appendix E). These docu-
ments allowed the researcher to adjust to school and c¢lassroom routine in
order to anticipate where and when the ch1idren gathered for interaction
and also gave an indication of community-school interaction.

Observation in the setting: Initial data took the forﬁ of opseeva-
tion. Williamson et al. (1977) state that, "The substance of systematic,
objective and analytical . . . observation lies in the keeping of accurate
and detailed fieldnotes" (p. 207). Fieldnotes were recOrded in each of
the three classrooms the children visited regularly during the school
day. Notes were also recorded in other physical settings where the

children gathered. These 1nc]uqed the gynnas1um and on the playground.

The words and actions of teachers and children were of concern within

the school while the children received attention outside of the
/building proper, during recesses and at noon hours.

Informal questfoning and participation: During the research period
the researcher found it necessary not only to ask informal questions of
peop]e involved in competfti$e interaction, but e1so to participate in
‘coﬁpetitive"activity with the children. This participation took the
form of practicing sk11Ts and ‘playing games in phys1ca1 education, compet-
ing in recess activities and getting nnvo]ved in a students' versus
teachers' floor hockey contest. The researcher investigated any inter-
~action where two or more participants were involved in the same activity
at the same time.

The researcﬁer took the role of a participant to gain a "closeness"
with the children. Sue Ann Straits tells that, "The . . . participant
, observation provided opportunity for students to become cohfortab]e with
aﬁy‘presence" (p. 11). If the researcher was perceived as a friendly,

non- threaten1ng person, it was thought that the children may have acted
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16 @ more genuine manner. The researcher also participated to gain an
insight of competifive activity at close range.

Although participation puf the researcher into the child role, steps
were taken not to be perceived as a child. These inc]uded‘stepbing out
of the activity to observe, asking questibns as to-intention while tﬁe
children competed and using his influence as an adult to obtain equipment
for their activity.

Tape recording of ongoing activity: ‘Because it was not . always
possible to record verbatim what children and teachers said, in competitive
situations within the classroom or gymnasium, a tape recorder was used to
obtain evidence of continuous competitive activity.

This form of data collection was particularly useful during'physical
education class, when tests were returned and'report cards distributed
in the classroom.

The tape recorder ‘was a portab]é stereo model which contained two
microphones for increased reception. There was no noticeable change
in interaction becaﬁse of its présence.

Informant interviewing: Several formally structured interviews with
children were accomplished. The children made the choice to have these
interviews during recess. These pre-planned, tape recorded sessions were
carried out ubon a request made by the researcher. Each request, withoﬁt
exception, was accepted positively. The three teachefs were also inter-
viewed to gain an understanding of their influence on competitive activity
within the classroom. | | |

These interviews allowed the researcher to uncover hidden intentions
and to provide a perceptual check of the non-participatory and participa-

tdry observation data collected beforehand.



Time Spent in the Field

Competitive interactions were observed, participated in and recorded
in the form of fieldnotes and tape recordings beginning February 8th, 1982
and continuing to April 22nd, 1982. The researcher was in the setting on
eighteen occasions. These visits included tape recordings of ongoing class-
room activities on eight occasions. Informant interviéws were carried out.
These included sixteen interview‘sessions when four children in Mrs; Smith's
class were questioned for approximately fifteen minutes.per session. The
three teachers who instructed the grade four>c1ass were interviewed on

four occasions of approximately thirty minutes per occasion.

Ongoing Analysis of Data

After each day of data collection a general description of each
competitive event was summarized and significant taped conversations noted.
‘Tentative categories of competitive interaction were initially optTined
then modified and enlarged as the research process continued. Observation
and participation allowed the establishment of initial categories which
were refined and probed in-depth through informant interviewing.

A journal was also kept, not only to record subjective reactions, .
but to make interpretations of emerging data.

The anthropologist seeks to understand the meanings

of the participants and hence seeks to be careful

not to have his interpretations prematurely over-

structured by theory or previous research. Further-

more, he is perhaps more readysthan other kinds of

researchers to accept the possible uniqueness of

the various settings, group, organizations, etc.,

that he studies (Wilson, 1977:260).
The uniqueness of the competitive atmosphere of Suburban Elementary was
shown through the development of categoriés of knowledge which the

researcher initially discovered and refined thrdugh the study. These
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categories were structured around the points of view of the children and
teachers involved in competitive interaction. Williamson et al. state,
A
“Sometimes these categories alone are sufficient for analysis because
S
they are flexible enough to be molded around the events at hand" (1977:213).
There was an initial ordering and a continual re-ordering of data to
gain an in-depth perspective, Smith (1979) explains:
Eventually we have an outline which holds. It
‘has a structure reflecting three major dimensions:
integrity, complexity, and creativity. By integrity
I mean it has a theme, a thesis, a point of view. ’
The pieces fit together as an interrelated part-
whole relationship. By complexity, I mean the out-
line has enough discriminable pieces to cover the
major themes and the minor nuances, the large
elements, and the nooks and crannies necessary to
do justice to the system under study. Finally, by
creativity, I mean the outline conveys some novel

and important ideas to some relevant audience
(p. 340).

The Setting

The school was 1oéated in a middle to upper middle class area and
served families who were considéred predominately. as professional fn
nature. ‘

The building itself was surrounded by a very large, grassed play-
ground that included baseball diamonds, soccer fields and community league
facilities.

The school had ample inside space because of a low enrollment.
Facilities included a gymnasium, a music room, a spacious library area,

a large mudroom and seven classrooms, one for each of the six grades and
a kindergarten.

In Mrs. Smith's room there was more than adequate space for seating
eighteen children, which included an équa] numpef of each sex. The class
was not only taught by Mrs. Smith but also by Mr. Green for math and

science and by Mr. White; the principal, for physical education.



CHAPTER III
THE TEACHER AS A COMPETITOR WITH CHILDREN

When the teacher and children came together at the beginning of each
school day, both became iﬁvolved in the educational process. 'The teacher
was the link between school and the child. "Schooling . . . refers to
the learning activities planned and conducted by a formally structured .
agency which influences individuals during a specified period" (A]bertaﬂ_
Education, 1:1978). w1thin‘Suburban_E]ementary School, the‘teachers,
Mrs. Smith, Mr. Green and Mr. White designed and cér}ied out experiences
which had an effect on the grade four ﬁupils. They decided with what
and how the children's time was to be occupied within the confines qf
the school. This included time ih the classroom as well as physical
education in the gymnasium. The tgachers determined what the children
would do with the time available.

The children, howéver, did not-aiways‘C0ncentrate on what the
teacher planned for their time. \

Mr. Green is explaining addition of decimals while Mary is doing
her weaving, Ang1e is erasing, Kim and Kathy are ta1k1ng, Doug
is playing with pieces of colored chalk and Ralph is f11pp1ng
through the pages of his math workbook

_ (F.N.E.: February 17, 1982) )

Mr. Green had established the focus and objectives for time use and‘thé\\
children had not. The children were not using the time the way the
teacher intended. ‘

Mrs. Smith reminded or coerced the children Fovuse the time in the
way she wished.

Kathy is ta1kihg to Nancy and not 1iste&ing to a pretest given
by Mrs. Smith.

Mrs. Smith: Kathy, are you writing your spe]]ing.wordS? That's
v what you have to think about now.
. : (F.N.E.: February 22, 1982)
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Mrs. Smith attempted to estuinsh a child's time priority
Mrs. Smith: Carl, you haven't given me a story yet. You
should be wurking on that instead of Spell Binder.
: February 22, 1982)
Mrs. Smith redirected Carl's effort by suggesting what he should do with

his time.

Mr. Green: Are you paying attention? Put your pencil down Angie.
(F.N.E.: February 22, 1982)

In physical education class children are practicing skills
involved in playing Newcomb Ball.

~Mr. White: Stop! Mary, when I say stop you leave the ball
‘where it is. .

(Tape Recording of Ongoing Classroom
Activity [T.R.0.C.A.]: February 23,
1982)

A11 the above teachers made demands on what the children should have done

with their t1me |

Interaction between the teachers and the children that involved the
use of time was observed and noted during-ongoing classroom activity and

was later confirmed through the interviewing of “informants.

The Teachers' Perspective

A. Teachers Impose Their Will

The teachéré were competing withbfhe chderen to determine whose "will"
for fhe use of time would prevail. To be sure that the chi]drenVCOmp]ied -
with teachef demands on their time, she resorted to certain stratégieé.

a) The teacher gave direct orﬁerﬁyto her c]ass;

‘ Mré; Smith: Reread your answers.
' (F.N.E.: February 17, 1982)

The teacher to]d her students what to do with their t1me in no uncertain
Vterms.
b) The teacher asked questions.

i) Of Her Class



Researcher: ;why do you think a teacher questions her class?

Mrs. Smith: To get feedback, to see if they' re on the right
track, 1istening skills - um - ora] skills,

Researchep: To see if they're thinking?

Mrs. Smith: To see~1f they're th1nk1ng - yes. /’/

Researcher: To see if they're listening?

Mrs. Smith: Yes.
: (Informant Interview [I.1.]:
April 22, 1982)
ii) of Individuals

Researcher: Sometimes you ask them, "What have you been doing?"
‘ ‘Why do you say that?

Mrs. Smith: To make them aware of time spans and what amount
of work should be accomplished in a time span.
(I.1.: April 22, 1982)
iii) The teacher asked quest10ns of children who did not
volunteer to answer.

Researcher: There wi]] be children who don't put their hands
~ up but you still ask them. Why do you do that?

Mrs. Smith: Just to make sure they're listening to me.
Reseafcher: Sure.

Mrs. Smith: They re not just s1tt1ng there.
: April 22, 1982)

Asking questions was a way of checking to see if the children were do1ng
what the teacher intended they do with the1r time. It was also a way in
which she reaffirmed what a child should be doing with time alloted.
c) The teacher made threats. |
Researcher: Sometimes: you say, "Your parents are going to find
out what you're doing in class." Why do you do
z that? _ ‘
- Mrs. Smith: As an incentive, because they're all very aware of
parent pressure, ,
' (I.I.: April 22, 1982)

"This strategy was used when some children made a habif“of not using their
«
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time the way the teacher wished.

d) The teacher used reminders for children to keep working.

Researcher:
Mrs. Smith:
Researcher:
' Mrs. Smith:

Researcher:

Mrs. Smith:

Do you feel you have to use a lot of remindé?%?

Yes.

‘Sometimes for kids to keep working? o

Yes.

What do you say? ..Can you nge me an example of
what you might say to a child?

—

"Let's get going. Come on people. Five more

minutes." _
(I.1.: April 22, 1982)

The teacher's intention here was to have the children continue us}ng

theif time in an approved way.

*

e) The teacher "suggested" to students what they could do when they

had finished their work.

Re%earcher:

Mrs. Smith:

I

Researcher:

‘Mrs. Smith:

One.thing, is when they finish their work some-
times you say, "Well, when you finish this," say
it's reading, you say, "Well, then you can do
this." You give them something else to do. Why
do you think you do something like that?

Not so much to get them to finish the first one,
cause usually they're working, I think, as well
as they could. 1It's a small class so I can keep
fairly close tabs on what they're doing and can
tell if one is daydreaming. It's not really an
incentive. 1It's basically to get the second
thing done.

Yes, to get that out of the road?

To get that out of the way - the art or - and if
it's a puzzle or something it's to keep them busy -
thinking. '

. (I.1.: April 22, 1982)

The teacher used the time children had when they finished assignments ‘to

make sure unfinished work was completed and the children were kept busy.

3

f) The teacher assigned homework.

Mrs. Smith:

I will give you the long weekend to finish your

1
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"junk sculpture
‘ (F.N.E.: April 6, 1982)
The teacher listed homework assignments on the board.

Researcher: Sometimes you put homework on the board. Why do
you do that? ’

Mrs. Smith: So they remember to take it home.
(I.1.: April 22, 1982)

Homework occupied the children's time outside of ‘school hours.

g) The teacher gaVe detentions for poor use of time.
Researcher: Keeping kids in - is that another way to - ?
Mrs. Smith: To get them to finish. )
Researcher: - Get them to do work?

Mrs. Smith: Yeah.

&

(I1.1.: April 22, 1982)
Detentions were a negative way to deter those who did not use their time

as the teacher wished.
h) The teacher gave rewards for use of time.

Researcher: Do you ever reward children in some way when they
finish their work?

Mrs. Smith: Usually just - I'm not a big 1ittle stars and
" 1ittle stamps kind of teacher. I don't know -
I'm not into that at all. It's usually just oral.
(1.1.: April 22, 1982)

Praise was a positive way to reinforce proper use of time.

B. Reasons Teachers Impose Their Will ¢
| The teacher was under a certain amount of pressure to keep the
children occupied. |
a) To complete the curriculum:
Mrs. Smith: Mind you, recently I've been assigning much more

homework just to finish the curriculum.
(I1.1.: April 22, 1982)
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b) To keep children busy: *
Mrs. Smith responded to a question about why she made suggestions
to students on their use of free time. |

Mrs. Smith: Keep busy.
' (I.I.: April 22, 1982)

c) To set an example for some other children:

Mrs. Smith referred to a "speech" she made to her class earlier
in the morning. More than a usual amount of children forgot to
do their homework. . L

Mrs. Smith: I didn't give that big speech to the people who
+ +didn't finish. It'was for the people who did . .
Teachers cannot change that much as far as work
habits and personality are concerned . . . . No
matter how I rant and rave, I cannot get Robert to
achieve. That's the way he is and have to accept
him 1ike that.
(F.N.E.: March 23, 1982)

The teacher was in a position of responsibility. Her job was to teach the
class and make sure the children responded to the methods. she employed.

'She had to occupy their time in order to carry out this responsibility.

C. Teachers Soften Their Demands
The teachers, although they continually .made demands on the children's
time, also made it easier for the children to comply with these demands.
a) The teacher gave organizational tips to the class as a whole.
Mrs. Smith: 1I've made it even easier for you because 1've put
' the page numbers down where the answers can be
found. ' :
(F.N.E.: March 17, 1982)
b) For individual children who could not cope with her demands as
well as others, an adaptation was made.
i) A child did not always have to finish his work.

Mrs. Smith: A few things I don't even boﬁgﬁw cause maybe,
with Carl, let's say. His I.Q. is very low and
he's just capable of so much. If he doesn't get
it done, I don't - I tend not to sort of scold

him as much as I would scold the others.
‘ : (I.I.: March 23, 1982)



ii) The teacher was careful when choosing the type of questions
she asked certain people.

Researcher: What do you do to try to maybe make it a little
easijer for her?

) Mrs. Smith: I tend to ask her questions I know she'll know

the answer to.
(I.1.: April 23, 1982)
1) A child did not always have to finish his work with the
same quality as others.

Researcher: How about doing work over again? Do you ever
: have . . . '

Mrs. Smith: . . . Lf they've done it badly once, I really
‘ don't think redoing it is necessary for peopie
like, Tet's say, like Carl. I really don't think
whatever he does 1'm pleased with. He's doing his
best. .
) (I.1.: April 23, 1982) "

"iv)  The teacher helped her students.

Researcher: Are there some people in your class that get more .
help than other people? :

Robert: Yeah. People have blue books and some people have
: green books for spelling and mostly people that
aren't very smart, they get most of the help.
(I.1.: April 7, 1982)

The Children's Perspective

A. Children Impose Their Will

" The children were competing with the teachers fd determine whose
"will" would prevail. Children also employed certain strategies in order
to assert their will on how time was to be used. The children reacted to
what the teacher assigned. Some reactions 1ndicatéd-that children had
feelings of wanting some control over what they do and how they do it in

the classroom.

a) By daydreaming:

Researcher: What is it 1ike to do the work that Mrs. Smith gives

you in c1ass?
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Robert:

Researcher:

Robert:

b) By pretending:

Researcher:

Robert: -

Researcher:

Robert:

Researcher:

Robert:

d) By talking to

Researcher:

Robert:

e) By drawing:

Researcher:

Robert:

Researcher:

Robert:

By dawdling:

Yeah,

34

Some of it's easy and some of it's hard. Once you
get the hang of it, it's really easy to do.

Is it?
¢

Yeah. Sometimes you Just feel bored doing the
work so you just sit around and look - like stare -
Just - you know - just think about things.

(I.I.: April 7, 1982)

[ .

Sometimes when you don't want to do a lot of work
in class, what do you do?

Sometimes I pretend I'm doing work.
Do you?

-1 just pretend I'm thinking.
(I.I.: April 7, 1982)

Yeah.

Are there any other things that you do dther than
just pretending to work? Do you do some other
things so you won't have to do some of the things

~_you're asked to do?

like when we're writing stories, I ask if

I can look in a book for ideas - 1ike I just look

in the book and read stories in the book and just

waste some time.
: (I.1.:

April 7, 1982)

my friends:

Are there any other things you do in class so you '

won't have to do some of the work?

Well, when my teacher's gone I talk to my friends.
(I.I.: April 7, 1982)

Have you noticed any other people in your class
doing things so they won't have to work?

Yeah.
What are some of the thingé they do?
Some peopla they just, like in math or science,

they're drawing circle$ on the backs of their

books with pen and that. Then once it gets really
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hard, they put their fingers on and make sort of
like a stamp mark.
- v (I.I.: April 7, 1982)

N f) By leaving the room:

Reseafcher: What do your friends do?

Robert: . There's a kid, Doug. Well all he does, he just
walks out of the room. He just goes. Like some-
times, he walks into the library. He doesn't ask.

(I.1.: April 7, 1982)
g) By "fiddling":
Researcher: What about Ralph? What does he do?
Robert: He takes his pencil and pretends he's a big cannon.
: He goes like this. He goes around firing, pretend-
ing he's shooting things. )
. (I.1.: April 7, 1982)
h) By copying other children's work:

Researcher: I noticed Mark looking at Rodney's answers. Why
do you think he was doing that?

Robert: . Just to get done faster because he wants to play
on the boards or just sit down and stuff.

Researcher: So people -

Robert: So he won't have homework.
(I.I.: April 20, 1982)

\ i) By not bringing my books to class:

Researcher: Do you notice peop1e in your class trying to do
things so they won't have to work?

Angie: Yeah.
Researcher: Can you th1nk of maybe, one thing that people do
' ‘ . 50 they won't have to do something that Mrs. Smith
asks them to do? £
Angie: Yeah, sometimes they leave their books down at the
bootrack and say they left them at home.
(I.1.: April 16, 1982)
'j) By misplacing sheets:

Researcher: . Are there some other things that they do so they
won't have to do what Mrs. Smith asks them to do?
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Angie: Yeah. Sometimes if they can, they rearrange theiry
: pages so they say that one of their pages are miss-
ing. Mrs, Smith's got to take some time getting
their page back. : :
(I.I.: April 6, 1982)
k) By reading: ,

Researcher: Can you think of other ways the boys try to gef
out of work that you haven't talked about so far?

Angie: Well most of them just do what Robert and Ralph do.
Oh, and another one. Doug, when Mrs. Smith is
talking a lot, Doug gets out a book and reads and
also when Mrs. Smith reads.
(1.1.: April 6, 1982)
1) By hiding:

' Researcher: How about Mark? Does he try to get out of doing
what Mrs. Smith wants him to do?

‘Angie:  Oh, he does it quite a bit. He hides behind
’ Carl's chair sometimes.
(1.1.: April 6, 1982)
m) By giving excuses:
Researcher: Do they do anything to try to get out of doing work?
. Laura: Yeah, they give the teacher excuses 1ike, they had
to go to a birthday party or something.
(I1.1.: April 20, 1982)
n) By walking around:
Researcher: What does Robert do? -
Angie: Robert just gets up and walks over to his friend's
desk.
(I.I.: April 6, 1982)
The children responded in a ~variety of ways to the teacher's inten-
tion of occupying their time. The children had their own intentions when

it came to completing assignments. They did not always choose to respond

to the teacher's intention in a way she approved of.

~ B. Reasons Children Impose Their Will

Children, even if fhey disliked whatlfhe teacher assigned, usually
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comp]ied with her wishes. It was a matter of degree as to the extent
that a child frustrated the teacher 3 demands on their time Some
ch11dren complied almost,comp]etely and immediately while others went into
temporary holding patterns, using the strategies already described. Never-
- theless, children had reasdhs for not fully accepting and even avoiding
what the teacher expected them to do 4

a) Chi]dren did not a]ways care about conforming to the teacher S

wishes.

Researcher: Does anyone try to put more books on their book
: chart than anyone else?

Robert: Hardly any people care about those book wheels.:
' (I.I.: April 20, 1982)

b) Children just did not like some activities. Reasons varied.
i) It's boring.

Researcher:f What's it like to do the work Mrs. Smith gives
you in class?

Robert: Some of it's easy. Some of it's hard. Once you
get the hang of it, it's really easy to do.

ReSearcherﬁ Is it?

Robert: Sometimes you just feel bored doing the work.
(I.1.: April 7, 1982)

i1) I m not in the mood.

Robert: Some days I get up really - like on my birthday I
' felt 1ike doing work n' that - 1ike I felt happy
and did lots of work. I thought hard and some days
when I'mmad I just don't work as well.
(1.1.: April 7, 1982)

- iii) It's too much.
\

' Researcher: What kind of work do you like td'do?

' “Angie: I Tike to do almost all of 1t because Mrs. Smith
always explains it nicely n' things so-I like to
do most of the work except I'm not too.keen on
Soc1a1 Studies. 2

Researcher: Oh! What is it about Social Studies sometimes that



you don't like to do?

Angie: We usually have to write down too much things
like . . . :

Researcher: Oh, you have to do a lot of writing?
Angiei Yeah, I Tike writing but not that much all at one
' time. :
(I.I.: April 21, 1982)

v} - It's too hard.

Researcher: How do you feel about doing work in Mrs. Smith's
class and Mr. Green's class? How do you fee] when
they give you something to do?

Laura: Like sometimes if they give us too much homework
then I don't 1ike it.

Researcher: You don't really like it?

Laura: Yeah, when the work is difficult I don't like it
but when it's easy I don't mind taking it for home-
work.

(I.I.: April 20, 1982)
c) Children questioned the importance of work.
Researcher: What do you think's important?
Robert: “Nothing really. There's nothing in this school
important.

(I.I.: April 22, 1982)

Researcher: What is the differenée between something that is
important and something that isn't7 :

Laura: Well, someth1nd important is something that must be
‘ done. _

Researcher:' And something that isn't important doesn't have to
be done?

Laura: Yeah.
' (I.I.: April 21, 1982)

C. Children Comply with the Teachers' Demands

Children in Mrs. Smith's classroom completed the majority of assign-
ments given. Most other demands were accepted and acted upon with vary-

ing amounts of expediency depend1ng on the child's 1nvo]vement and the
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assignment given,
Children, as well as having reasons for not fully accepting the
teacher's demands on theic time, also had reasons for conforming to her
wishes. m
a) The children 1iked some activities. This feeling for an activity
was often expressed by the expression, "It's fun". Work was fun
for various reasons. |
i) It had action in it. -

Researcher: What do you like better, practising the skills or
playing the game?

Robert: Playing the game.
Researcher: What is it about playing a game that you Tike?.

Robert: Cause you have more action.
(1.1.: April 22, 1982).

ii) Work was not as boring as home.

| Researcher: How do you feel about doing work in school?
Mark: We]], if's sort of fun and -
Researcher: What makes it fun?

Mark: Just, working and everything. And it's not boring
like at home.

(I.1.: April 12, 1982)
iii) Work was e;sy.
Researcher:. What makes work fun? Can you describe that to me?

Robert: = Like I told you, treasure hunts are really exciting,
“- g0 that's way I think they're fun. Like I sort of
feel - like umm - I don't know but I can do it
easier.

(I.1.: April 7, 1982)
iv) Work was something that no one else was asked to do.

Researcher: When you're in class and Mrs. Smith asks you to do
something, okay - l1ike work or answer a -question
or listen to her or how to use your free time. How
does she make you feel when she asks you to do some-
thing? ~
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Angie: It makes me feel happy because she - the way she -
she's asking me to do something she's not asking
the other kids to do.

(I.I.: April 6, 1982)

Researcher: When you see other people doing things in class,
for example demonstrating for Mr. Green or pouring
things for Mr. Green in front of the room. Do you
want to do them too or do you care whether you do
them or not?

Angie: I'd 1ike to do them. :
(I.I.: April 15, 1982)

v) The child was interested and he had an idea.

Researcher: What do“you Tike writing about? Is there anything
- you like writing about?

Robert: Yeah, war, the future, the past.
(I.I.: April 22, 1982)

The children thought some of the activities that a teacher
initiated were important.
i) To get an education:
Robert: I don't Tike school very much. I know it's important.
You have to get an education and work.
(I.1.: April 22, 1982)
ii) To pass:
Researcher: Are tests important?
Laura: Yes, they are important, especiai]y the final one,
Researcher: Why?
Laura: LBecause that's when you know if you're going to
pass or fail.
(I.I.: April 21, 1982)
The chijdren complied because the teacher would have found out
when they'did not and would use her authority to get them to
comply.
i) The teacher gave detentions:

Researcher: How about finishing work first? Is that important?

Laura: Well - it isn't important in a way that - if you



Summary

The Teachers' Perspective
A.
B.
C.

finish work fast you'll get it right. It isn't
important that way. But it is important when you
finish work - like sometimes she gives us detentions

or something.
(I.1.: April 21, 1982)

ii) The teacher asked you a question:

Researcher:
Robert:

Researcher:

Robert:

Do you always listen to her when she's talking?
Yeah, so I know what's going on.

Yeah, because if you don't - if you don't Tisten
what will happen?

You have to ask her again and she'll ask you if
you were listening or not.
(I.I.: April 7, 1982)

iii) The teacher threatened:

Researcher:

Robert:

What does the teacher do to make sure that you do
your work? What does she do . . .?

Like sometimes when you're talking loud, and like

in art if you talk aloud she says, "Whoever talks,

the table will have to clean up the art.”
' (I.I.: April 7, 1982)

THE TEACHER AS A COMPETITOR WITH CHILDREN

Teachefs Soften Their Demands

The Children's Perspeétive

Teachers Impose Their Will A. Children Impose Their Will
Reasons Teachers Impose Their Will B. Reasons Children Impose
Their Will

C. Children Comply with the
Teachers' Demands

The teacher and the child were put into a competitive situation when

the child did not comply with the teacher's intentions of how time should

be spent during occasions in the classroom and in the gymnasium. Their

competition involved an attempt by the teacher to urge the child to

submit to her intention while the child responded with an intention of

his own. The child had intentions of not always doing the work or not
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doing it in a manner prescribed by the teacher.

The teacher's\intention to have the child comply with her require-
ments and the child's intention not to comply or at least, not in the
suggested way, was manifested through various strategies that each party
used. Both teacher and child expressed cause as to why their 1nténtion
was worthy of acceptance. The teacher asked questions, made threats,
reminded children to work, suggested what they should do, assigned
| hOmewoék, gave‘detentions éhd bestowed rewards to carry out her classroom
teaching responsibilities. The child daydreamt, pretended, dawdled,
talked, drew, left the room, fiddled, copied, forgot his books, misplaced
sheets’, read, hid and gave excuses because he either did not care about
- the work, did not like the work for varibus reasons or did not think the
work was importént. |

The intensity of competition altered as to the assignment given and
the children involved. Furthérmore, this intensity dwindled when the
assignment was given, the teacher, and children were more amenable to
compromise. At times, the teacher often lToosened her demands through
provjd{ng helpful hints to her class and through allowing some children
who could not cope as well as ofhers, to accomplish either less work or
a lTower quality of work and to answer less difficult questions. The
children weke more ]ikely to comply with the teacher's intention when they
found the work fun (for a variety of reasons),AsaQ the work as being
important or because the teacher would use her position of authority'to .
compel the child tb finish.

Many children conformed almost completely while othefs did not. There
were axfew children who were frequently the object of the teacher's cénSure
while others remained relatively unscathed by judgemental remarks.

The investigation of the teacher and child as co-competitors now.



moves into the realm of peer group competition among children where the

teacher acts as a facilitator of competition. The intention of the child

and teacher shifts from the use of time to one of comparison of performance.

-



" CHAPTER 1V

CHILDREN'S PEER GROUP COMPETITION WITHIN
THE TEACHERS' CURRICULUM

When the children in Mrs. Smith's class came together at the
beginning of each school day, compefi%ive situations became part of
their iﬁteraction. Many experiencég of children having the samé inten-
tion occurred.’ |

Competitive situations took place within the curriculum; the expér-
iences that the teacher ini;}gted. These experiences may or may not
have beeniplanned but they were at least related to or were a result
of activities the teacher introduced.

Thé teacher intentiéna]]y structured. children's interact{qn with a
competitive orientation. She a1so "set the scene" for competition among -
cﬁi]dren. In'the former mer of compet{fion, the teacher often cdmpared
performance of interacting children overtly. In the latter, the teacher
introduced activities that were given a competitﬁve orientation by the
children. The children took it upoh themselves to compare personal
performances to performances of other children.

- The reséarcher by noting the verbétim conversation and by describing
interaction§ coi]ected many iﬁstances of competition. This co]]ection‘
was presented to the teachers of the grade four class during interviewg.
 The teacher stated whether he intentionally initiated the competitive
situation or not. Observational and tape recorded data gave evideﬁce to

verify or bring into question these statements and also indicated whether

the children's performahées were openly compared or not.
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The Teacher Planned Competition Q{iﬁin Hé; Cufk%ébﬁum

and Compared Pupil Performance

A11 three. teachers who worked with the grade four class purposefully

_initiated competitive situations and carried out activities that openly

éompared'the performance of these children who competed. What the

teacher initiated and how performance was compared was shown in five ways

listed below.

i) Choosing one story from thirteen written

The following conversation concerned procedures that were used
to choose a winner in-a story writing contest. The winner's
story-was to be read during Education Week to an assembly of
parents. Mrs. Smith was asked if she intentionally wanted to
compare performance. : |

Researcher: What about writing a story. for the talent show
: : -and voting on a winner? Do you think you, you . . .

Mrs. Smith: No, that was forced upon us and I'm not particularly
crazy about what we had to do for that. No, I
didn't want any competition there.

: (I.I.: April 23, 1982)

Even though "pickingfa;winner was forced" upon her, Mrs. Smith still

carried out the activity with her class. Mrs. Smith did get competition
_ -

as was illustrated by the responseé to the researcher's question. /
ReSEafcher: Did you want your story to be picked?
Robert: - Sort.of. I don't like to stand up on stage and
read out stories.
Donna: Yeah. ‘
Kathy:  No, it;§‘dumbl
Kim: No, ft's dumb.
Angjeg Yeah.
ifﬁbug: No not really. It didn't reé]]y matter.
Mark: ~ Sort of. _ J

(F.N.E.: February 24, 1982)

Performance was compared.

e



Mrs. Smith: I'd 1ike to have our presentations of our creative
‘ writing stories so we can vote on the one that
w111 be read on Thursday night of Education Week.
F.N.E.: February 24, 1982)
The stories were presented and voting was carr1ed out through the ‘use of
secret ballot. The votes were counted on the blackboard. The number of
votes for each person were indicated by the use of check marks and the
totals of the children who received the greater proportion of votes were

-indicated on the blackboard.

Jim o . Bil
11 Donna vWWWY/WWvWW/ Kathy v
Rodney Kim ¥
Nancy v - 5 Sheila W/
Angie 5 Mark /WYY
5 Doug v/vv/ ' ,
Carl vV
Robert vV

(a fieldnote copy of Mrs. Smith's
handwritten voting results,
February 24, 1982)

Mrs. Smith: Donna will be the presenter for our class.
: (F.N.E.: February 24 1982)

The teacher's intent here was to pick a winner. This intention
increased the children's desire to have their story chosen.

ii) Operetta auditions..

Mrs. Smith and her colleagues planned an operetta which needed the
pérticipation of children in grades‘three to six. In order to cast the
event, auditions were held. - | | ‘ 2

Researcher: What about auditioning for the operetta? Did you
want to intentionally compare performance there?

Mrs. Smith: Yes we had_ to. :
(I.1.: April 23, 1982)

The children did compete..

~ )

Researcher: Were the?e some .in grade four that were auditioning
for tﬂe ‘main part?

Mrs. Stith: Yeah.

J .
: |
i

i
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Mrs. Smith:
Researcher:
Mrs. Smith:
Researcher:

Mrs. Smith:

Researcher:

Is that right? Who was that? Who was aud1t1on1ng
in this room?

For grade four: Angie, Kim, Beverly, Donna, Sheila.

Is that right? What -
Laura.

What part is that exactly?

That's the main frog.

(1.1.: March 23, 1982)

; Performance was compared when the children were made aware of the

Angie:

Researcher:

Angie:

Researcher:

,'},Ahgie:

Angie:

Researcher:

Angie:

Researcher:

Angie:

.Researcher:

Researcher:

successful candidates for the parts in the operetta.

Have the teachers.decided on the parts yet?

Yep. N
Oh, they have, eh?
Yes.

What did}they tell you\when they finally decided
who was going to play a part? How did they tell
you? What d1d they say? :

If you're going to be a spec1a1 part then. they'1l

come and te]]_you_that you're going to be this part.

Oh. Did they do it when you're alone so everyone
else couldn't hear? When did they do it? '

When you're in class.

They just came in and announced it to everyone in
class? '

Yes.

Who got to have parts in your class, 11ke special
parts?

Kim, Sheila, Mary and Donna.
(I.I.: April 8, 1982)

To carry out their intended perfprmance, the teachers held auditions

|
in which children were intent %9 gainjng a part.

i
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iii) The book chart
To urge children to read, Mrs. Smith had the children display their

accomplishments.

Researcher: What about the book wheel? Is it your idea to
compare performance there?

Mrs. Smith: Somewhat.

The children competed when a comparison was made as to how many

books were read.

Jim: ~ How many titles do you have on your chart?

\-‘

Mark: I only have one.

Jim counts his out as Mark looks on. .
(F.N.E.: February 24, 1982)

Since the books read by each child were recorded on individual book
wheels, the performance of children was compared when anyone chose to
examine the wheels or when a statement was made by the teacher.

Mrs. Smith: People are not filling out théir chart. Sheila,
’ I can't believe you've only read two in the last
two months.

Sheila, Jim, Doug, Angie, Mary, Laura and Kim go up and fill
in their charts. '
(F.N.E.: April 14, 1982)

L .
The children's competitive intent was to read more books than other class-

mates. i 4 = |
. / A\

iv) Floor hockey ' \

\

Mr. Green initiated the establishment of a floor hockey intramural \\\\

where eight‘teams, each made up of boys and girls in grades three to six

competed in a type of round robin Teague.

Mr. Green: Everybody plays. Everybody gets on. They all
have equal time. _

Researcher: You know, when I was watching your floor hockey
: there was - everyone took turns playing and the
kids were refereeing and you were there just to

make sure everything went smoothly, I think.

48



I
;.
j
|

Mr. Green:

The children competed.

49

Yeah.

(I.I.: April 17, 1982)

Robert is referring to thé floor hockey intramural in the
following response. ’

Robert:

Like right now, we want to win - to play against
the teachers.

(I.I.: April 22, 1982)

Performance was compared.

Mr. Green has posted the point total of each competing team on
a bulletin board outside the gym.

(F.N.E.: March 3, 1982)

The children's competitive intent was to have their team achieve a higher

point total in order to play the teachers.

v) Physical education class

5

Instruction in this subject area involved the children in playing

gamés. Teams were picked by the teacher and contests were held.

Researcher:

Mr. White:

"Basically what‘are your goaTs when you teach phys.

ed? What do you have in mind as kind of an outcome?

I guess two main things. One is trying to create

an enjoyment of and, I don't know what, how to call

it, but anyways to build within the students them-

selves an awareness of what their body can do. How

enjoyable physical activity can be and involvement

in the various games contributes to that. . . .
?I.I.: April 26, 1982)

. The children competed in games the teacher used to achieve his

intentions.

During a game of Newcomb in gym class various comments were

recorded.

unidentified p]ayer:' Great save!

unidentified player: Three all, we win!

After a point was scored:

unidentified player: Yeh! (clapping)

Announcements of score were made.
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unidentified player: Six-four!
" (T.R.0.C.A.: February 23, 1982)

Performance was compared when the teacher announced the score.

Mr. White: Nine-four.
- The children's competitive intent was to win the Qame.
A. Reasons for Teacher Planned Competitive Interaction and Compared

Performance -

i) As an incentive for involvement:

Mrs. Smith was asked why she compared children using the book whee].

Researcher: Why do you?

Mrs. Smith: As an incentive to get them reading. To see what:
others are reading cause I know they are competi-
tive that way and would 1ike them to see how many
books others have read.

(I.1.: April 23, 1982)
i1)  To have the best:

Researcher: What about the operetta? Did you intentionally want
to compare performance there?

Mrs. Smith: Yes, we had to. v
Researcher: Why do you think you had to?

Mrs. Smith: To pick the best.
: . (I.1.: April 23, 1982)

ii1) The children want it that way:

Reséarcher: Did you see anything at all about your floor hockey
where people were compared or anything at all
“that .

Mr. Green: Oh yeah, they do compare themselves and they've asked
me to - They like to keep track of who got the most
goals and things .of this nature. Where the teams
are . . .- -

(I.1.: April 24, 1982)

iv) To allow fair competition:

Researcher: When you teach skills and games or when afterwards

-the kids play in a game whether it's Newcomb or
scatter dodgeball or whatever "e doing at the
time, do you ever find that y: . zntionally

compare pexformance at all?
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Mr. White: I intentionally compare performance. I have to
within the gym program because, for example, if
I'm doing a, well you suggested Newcomb - what I
want is equal abilities working with equal ability
so they get a little bit of a challenge and a littie
bit of enjoyment . . . ‘
Researcher: And when they're playing games, I notice that you -
\ the way you divide the teams up - it's usually
girls against girls, boys against boys which is
kind of a way to have equal people playing together.
Mr. White: =~ Right, and that's the purpose. That can pose
problems because they get the feeling the boys are
better than the girls and unfortunately that, for
the most part, is true. ‘
(1.1.: April 28, 1982)
The teacher's intention waglto have the children compete for various
reasons. It was admitted by Mr. White that this competition “can pose

problems because they get the feeling the boys are better than thevgirls".

B. Teacher Concern About the Effect of Competition on Childreﬁ
Each of the three teachers, even though they intentionally carried
out competitive activity with the chi]dren, were aware of the possible
effects of this interaction.
i) Mrs. Smith
Mys. Smith made a conciliatory comment to her c]éss afterithe votes
were counted and a decision was made as to who would reaﬂ their story
for Education Week.
Mrs. Smith: Good work! Everyone has a good story. They'11
all be posted. Your art will also be put up.
: (F.N.E.: February, 1982)
ii) Mr. Green
Competifion in floor hockey was of concern.
| Researcher:~ Are there any ways that you can think of that you
kind of cushion the competitive thing - like, say’

in your floor hockey, are there any ways -

Mr. Green: I do have rules that I speak about when they begin
the floor hockey. The main reason is pa¥tiicipation, -



iii) Mr. White
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exercise, fun and also to try to do the best you
can and I don't say we don't want to win but I put
an emphasis on sportsmanship as well, so that when
the points are awarded to the winning teams, it's
not just a straight win as to how you can get points
for your team. There's points for participation,
sportsmanship and for winning the game.

(I.1.: April 27, 1982)

In physical -education class, where the child attempted to achieve in

the same activities as others, and where performance was so visible, the

teacher was aware of the competitive effect.

Researcher:

Mr. White:

Do you ever pick certain people for praise more
than others?

Not intentionally. In fact, sometimes I will.-
Sometimes the best player gets less praise from me
than the weakest player cause I make a conscious
effort to make sure that, you know, Ralph who has a
lot of trouble, anything that I see him do well,
I'11 point out whereas Doug, who's starting to get
his act together and is doing well, I probably don't
give him as much praise because it goes straight to
his head. He already thinks he's the best in there.
(I.1.: April 28, 1982)

A point of inquiry came to mind; "Did the teacher's concern have any

influence on the competitive effect?” Just because the teacher's inten-

tion was to ‘lessen the negative feelings of losing, does not mean the

children were shielded from these feelings., The second point of inquiry

was, "What was the child's intent when he was involved in competitive

interaction?" It may have been not to compéte at all thus freeing himself

from the competitive effect.

C. Children's Intentions

There was a wide range of intent on the part of the children when the

teacher purposefully initiated competition and compared performance. Some

children chose not to participate. Some participated but did not have the

intention of winning or being the best.
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i) They chose not to participate.

Researcher: What about the operetta - when people were asked
to audition for the operetta? Do you think it's
important to - ?

Robert: I don't like standing out talking .and that.
(I.1.: April 21, 1982)

ii) They chose not to do better,

Researcher: What about the floor hockey? Do you think it's
important to do better than other people in floor
hockey that you play?

Robert: No, but it's fun.
(I.I.: April 21, 1982)

When the child chose not to participate, he may have begun to free
himself from any competiti@e é?fect. This effect may have been less
potent when his 13tent1on in participating was not to win. One wonders
at the effect of competitive interaction when a child competes to win.

A way out was offered to children when the teacher chose not to make

_ participation compu]sony.' The floor hockey and the operetta were examples

of voluntary competition. Many children in grade four intended not to
take part. The story contest, physical edutation class and to_some extent
the book chart were obligatory, yet even at the teacher's urging some
chi]dren chose not to write down any readiné accomplishments. Within these

latter competitions, however, some children chose not to be the best.

The Teacher Planned Competition Without an Overt Effort to
Compare Performance

There were instances when the teacher did not actively compare the
performance of children in initiating planped competitive activity.
She did not make a boint of openly declaring who was best or who was the

winner, even though she wanted children to compete.

The teacher questioned children who then put their hands up to answer.
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Researcher: When you ask kjds questions in class, on science
or math, and you want answers from them, are you
trying to compare their performance or exactly why
do you do that? Why do you ask kids questions?

Mr. Green: As far as the competitive aspect, I often will
ask questions in su¢ch a manner to, you know, it
sets up a little competition cause kids want to
answer the question.

(I.I.: April 27, 1982)
The children's competitive intent was to answer the question.

The téacher also initiated math or other subject area games.
Children were asked to demonstrate for the class and were requested to write
answers on an overhead projector or on the blackboard. Children revealed
their intention to participate by faising their hands and in this way
competed in order to be involved. As a result, the teacher received the
input he wanted.

Researcher: What about when Mrs. Smith asks the whole class a
question and people put their hands up to answer?
Is there anyone who tries to answer the questions
before anyone else?

Robert: Yeah, like Kim. She goes "uh, uh." I know, she
stands up on her chair.

(I.I.: April 4, 1982)

The teacher's intention was the involvement of his pupils while the
children's competitive intent was to be involved. Some children not only
wanted to answer or to be chosen as a demonstrator, they intended to act

before others.

The Teacher "Set the Scene" for Competitive Interaction in Which
Children Initiated Competition

The teacher, through her curriculum created situations where children
found themselves having the same intentions. The teacher did not inten-
tionally structure these situations in a competitive way, but the children

did.. They even made attempts to compare their performance with fellow

i
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competi tors.

Researcher: Can you name some people who try to do better than
other people at things?

Laura: Shei]a.vKathy, Kim and 1 myself do.

Researcher: You do, too? What about the boys? Are there any
boys that try to do better than other people at
things?

Laura: Doug and Jim. .
(1.1.: April 20, 1982)

Areas where the children competed included academic accomplishments and

accomplishments peripheral to- the curriculum.

A. Academic Accomplishments
Children interacted competitively with the intentions of comparing
their performance directly through the use of marks, by obtainihg.the

correct answer or via showing an unusual interest in another child's

‘quélity of work. These competitive situations were scholastic in nature

- and included the receiving of marks on report'cards, tests and o' - ary

papers, finding solutions to puzzles and questions posed by the ..acher
and_writing compositions.
a) Report cards
Two unidentified children were discussing the contents of their
report cards.
Child one: What did you get? \
Child two: B - B, A, A, A okay I got n" A, A, A - A, B.

Child one: 1 got, A, A, A, two B's.
(T.R.0.C.A.: March 17, 1982)

b) Tests
" Mr. Green handed back marked science and math tests. Two children
compared their marks.

Kathy : I got seventy-two percent.



Mary: I got one hundred percent.
(T.R.0.C.A.: March 17, 1982)

c) Ordinary papers
Researcher: What are ordinary papers?

Laura: Like, ordinary papers are like sheets She some-
times gives us worksheets. We talk about something,
and then she gives us some work on it - Mrs. Smith -
and that's what I meant by ordinary sheets. They
are not tests. .

Researcher: Oh, they're just 1ike worksheets? |

Laura: Yeah.

Researcher: Sometimes, when you do worksheets - are there any
other ways that you know how' they've done?

Laura: Like if we're sitting next to a person, we Juét
peek at the other person's paper and then we know
if they got it all right.

Researcher: How do you know just by looking at the paper?

Laura: " The marks. She gives us fourteen out of fifteen
‘ -« °r twenty out of thirty.
(I.I.: April 21, 1982)

Becéuse the teacher gave the children marks, she facilitated competition
where performance could be compared. The children's competitive intent
was to see who had the higher mark.

d) Puzzles

The teacher assigned 6r a child presented a puzzle to the class.
The chi]dﬁen were asked to solve it.

Mrs. Smith asked her class to unscramble words in a sentence:
about Indians.

Kathy: Did you make "penmicén"? Y
Doug and :
Eric: 1 did the whole thing.

Sheila is told not to tell the others an answer.
Kim: Shhhh! \

Sheila: I got it. I got it.-
(F.N.E.: February 22,




e) The right answer
Estimating brought a competitive aspect into math ctass, Who could
estimate the correct answer?
~ Mr. Green asked Kim to fill a larger container with a smaller

\ one. The rest of the class were asked to estimate how many
smaller containers were needed. A

Robert: I say five.
Bill: I say five and a half.
Mark: I say six.

(F.N.E.: April 15, 1982)

The competitive intent was to be the first to get the right answer
or at least get the answer correct.

f). Composition writing

Upon a reaction by their teacher, interest in each others' poems

became pronounced. ' ; | '

_ Mrs. Smith: Excellent. I'd like to read Mary's poem. She has
. : ' a rhyming system. There's a rhythm to it. '

The poem is read by Mrs. Smith. Kathy then reads her poem to
Mrs. Smith. Mary and Angie turn around and ]1sten Mary reads
Sheila's poem. Donna reads Kathy's poem
. - (F.N.E.: March 11, 1982)
Showing an uncommon interest in another's work pointed to the possi-

bility of competitive intent. 0

‘Bwﬁ,ACCOMp1ishments Peripheral to the Curriculum

R> ﬁ?“Abquiring the usé of free time materiaTs; being with the partner

oﬁe wants; finishing work first\ obtaining the teacher's attention were
Aal] seen as compet1t1ve situations initiated b}’ﬁhe child. These situa- '
tions were not str1ct1y part of the program of studies but could be
described as being nside-effects” of the teacher's attempt to implement it

in a functioning social setting.

a) Using free time materials
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Children competed for the use of games‘and records when they finished
assignments given.

Researcher: Wha* about the girls? Do they try to do better
thar other people? =+ '

Robert: Yeah. They try to - l1ike sometimes the girls try
to get done - one girl tries to get done as fast
as she can and she fushes over - like at the be-
ginning of the year, we had games - she rushed .
over to the table and got the games and all waited
until the girls came and got them. Like when a
boy came over there, she wouldn't let him
‘have. it.

' A(I.I.: April 20, 1982)

The competitive intent was t6 play with tﬁe game before a member of
“the boy's group could use it.

b) Choosing partnefs

The teacher often requested that each child pick a partner for an
activity. This activity frequently invo]yed two children wanting.the
\ same partner. o

Researcher: "Is there any one girl that iswpopular as a choice
for a partner?

Angie: ~Well, Jane is sometimes.

Researcher: You mean that usual]y people wou]d 11ke to be her
: partner? .

Angie: Yeah.

Researcher: How does she choose partners if so many people want
to be: hgr partner?

Angie: She Just chooses her best fx1end out of them all.
(I.1.: April 15, 1982)

The children ¢ompeted for a’particular partner.
c) Finishing work first

Researcher: Do people in your room try to beat each other at
doing things in Mrs. Smiti. = room? .

Robert: ‘eah, sometimes.

Researcher: Can you give me an example of someone who tr1es to
‘beat someone else?
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Robert: Yeah 1ike Doug he just works - one time he was having -

a race against Jim and he put down his watch like
for timing to see who could be the first. Jim won.
1 (1.1.: April 4, 1982)
Getting finished first was the intent.
d) Getting the teacher's attention

Children formed lines so the teacher. could deal With:g_'ﬁ:“:

separately. Chi]dren‘competed for a p]acé in Tine. Thigh

was revealed when a child made a statement about how the position in line

4

was determined.

Researcher: What do you mean? Who's coming up first should get
r in line first?

Angie: - Like the person whoever gets out of their chair and
starts walking up to her first, she should really
: let them go first because some people are nearer
. ‘ to the desk than others, so it takes people that
) ' are far away from the desk longer to get to Mrs.
Smith's desk. Like Ralph's right next to it so
he can . .. . A

Researcher: So he can get in line first?

Angie; Yeah. , v
(I.1.: April 19, 1982)

Gettiﬁg a Q]ace in line Qas only qné way the children competed for
the teacher's attention. Otﬁér ways iﬁc]udedrgpeaking out without rais-
ing hands, raising hands tosgsk the‘teacher a quest}on régarding‘é\ﬁroblem,
interrupting the teacher whﬁle she conversed with another student, and

when two or three studentsfapproachéd the teacher at one time without

i

forming a 1ine.

The Teacher Facilitated the Chi]dren's Comparison of Performance

The result of competitive interaction of this kind is, if-not
jmmediately, ultimately known. to the interested parties. The child,
usually through a verbal response from fellow competitors or a nonverbal

cue such as‘a mark at the top of thé‘page,,?ea1ized;who had'achieved a

5 &
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- ‘higher degree of performance.

The teacher aided in the indication of performance in a ﬂumber>of

L

ways.
gl
Ko

a) Compliments and criticism

Researcher: How do you'know when a person in yodﬁ‘}oom has
succeeded at something? Has succeeded well at
something?

4

Laura: Our teacher, she talks aloud about it to the child
who gets it right or wrong. Like, for example,
when Sheila gets it all right, she says, "Very
good, you got it all right." %ometimes when people

“get it wrong, she tells.them the mistake &loud.

Researcher: So the teacher says it aloud s0. you know whether

- the person has succeeded or - okay, well, so how
do you know a persor hasn't succeeded at something?
Has not done that well, on something? Has gotten
mistakes? How do you usually know that that
person has gotten mistakes?

Laura: Because sometimes if we're sitting far away we
still know because the teacher stands at their
desk and it's 1ike she's explaining something to
the person and usually she does that when a person
gets something wrong.

(I.I.: April 21, 1982)
b) Announcing marks

Researcher: What dpes she try to do better in? Can you think
‘of some things?

Laura: Like sometimes she remember$ha lot of things and
: the teacher always calls out the marks in just
ordinary papers and she always gets,the highest
mark. - L :
W (I.I.: April 21, 1982)

¢) Asking questions of the class ST

©

Mr. Green is speaking to his class.

Mr. Greewf THow many had that right? How many made a mistake
/ there?

The children put up their hands to show if they were correct or
incorrect. ’ ,
C (F.N.E.: February 24, 1982)
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This sh&y of hands allowed chi]drén to compare one another's
performance.w ' |
d) Children were asked to make public their answers
This occurred when a child read his composition to the class,
presented a puzzle he devised for solution by other class members or did
a math question on the board. |

Researcher: Does it ever happén in-this room where people try
to do better than other people? '

»

Angie: when we have to answer things on the board e
(I.1.: April 15, 1982)

e) Children were‘pytg%nto groups
The teacher assigned children to different reading and spe]]ing'groups
in order to individualize instruction. The children were aware that
Béople in one group performed differently from ones in another.
- Researcher: What is the di fference between the spelling groups?
Jim: They don't have as hard words as we do. They have
as hard words as we do but they're easier for us.
o (F.N.E.: February 22, 1982)

Through her conversation arid actions, the teacher simplified the

'process whereby the children could compare their achievement. \

Indirect Factors that Facilitated the Comparison of Performance

A. Academic Accomplishments
Competition and subsequent comparison of performance was not only
, v e o
aided by the overt intervention of the teacher (such as announcing test

scores). Indirect elements also made a contribution to the competitiveness

' of children in scholastic endeavors.

Mrs./Smith had certain expectations of her pupils. These expectations
. e h
were seen as important. Situations that are @ﬁ%o?tant to the teacher were

described by Laura as being "musts".
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Laura: Something important is something that must be done.
: (I.I.: April 21, 1982)
Resesrcher: What about getting marks on tests? Are tests
important?
Laura: Yes, they are important, especially the final one.
~ Researcher: Why?
Laura: Because that's when you know if you're going to -

pass or fail. _
(I.I.: April 21, 1982)

A compétitivg situation of this.type was facilitated when one child

pérceiVed that his performance was good. - Comparing performance depended

on whether the child did well on a test or not. They were less likely

“to inquire as to another's mark if they thought their mark was not that

good.
Researcher: When they get their test mark back, what _do people
- do? - '
Laura: Sometimes if it's bad, they don't show it to people

but if it's good they do show other people.
(I.I.: April 20, 1982)

Children wanted to satisfy the intention of having the correct
answer to "save face". The children employed procedures and schemes to be

certain of correctness.

Researcher:

Angie: Yeah, when we're marking it. And they might of .
asked Mr. Green to help them with this question.

Researcher: While they're doing it on the board?

Angie: Not while they're dbing it but when they've got it

: in their book. '

Researcher: Yes. |

Angie: Then the next day, they'1l go and do it on the board,

but when they're doing it in their book some people
might go and ask Mr. Green if he can help them with
it so then they'l1l - that they'll got the question
right.

(I.I.: April 15, 1982)

Mr. Green asks you to do math questions on the board?
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Competition and subsequent’ comparison of performance was facilitated

because of the involvement of the opposite sex. The gibls wanted to get .

even with the boys.

Researcher:

Angie:

Researcher:

Angie:

Why do you try to do better than Robert? Is there
any reason why you'd pick Robert? .

‘Well sometimes because he always tries throwing

snowballs at girls and thinks that they (girls
are horrible. ‘

Oh yeah. -So you -
He thinks‘iheyire,(girlé.are) bad‘at everything

so we (girls) try n' get them (boys) to get worse
marks than us (girls) so that they (boys? wouldn't

~think that we're (girls are) worse.’

(1.1.: April 8, 1982)

Vindictiveness made competition easier.

Researcher