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CHAPTER I
THE PROBLEM AND ITS INVESTIGATION

School is the place where a child customarily acquires important
skills and knowledge. But also, it is the setting where he learms to
adapt to institutional demands and constraints. How he advances in this
socializing process has immediate and distant implications. It may
qualify both his present and future learning, and it may set his mode
of adaptation to 1lifea.

The 2¢titude a child bears toward his school constitutes an
important element of this adaptation process. On the one hand, the
child's orientation to school life and his readiness to respond
according to that orientation contribute to what happens to him. On
the other hand, his experiences shape his attitudes. No one questions
the reciprocal influence between a pupil's attitudes and his adapta-
tion to school, yet there exist few studies demonstrating how the
relationship operates, particularly in the early formative years of
elementary school children. The present study addresses itself to
this need for empirical evidence by examining the relationship between
children's attitude toward school and their classroomn behavior;

A belief of long standing is that’chiidréu's attitude toward school
is tied to scholastic achievement. At first glance this belief makes
perfectly good sense. The child who succeeds in school should be
happy with school life, and his contentment should engender further
success. In contrast, the child who fails should be unhappy, and his

discontent should undermine attempts at improvement. However, although
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the argument may be logically persuasive, it wants empirical evidence.
Tenenbaum; tested 639 sixth and seventh graders in three New York
City elementary schools, each of a different socio-economic level, and
found that the correlations between attitudes toward school and Educa-
tional Quotient were negligible. Jackson and Getzels2 reported that
satisfied and dissatisfied students at a middle class private school
did not differ from each other in ability or scholastic achievement.
Similar results were obtained by Spillman3 with lower clase Negroes,
Diederj.ch4 with suburban students, and Jackson and Lahadernes with
sixth-graders in a working class suburb. Sears6 found that in regard
to attitudes and achievement, "Only for superior boys are there
consistent positive relations, and most of these are not significant."”
Perhaps the single most impressive statistic was obtained by the

investigator using data collected from abcut 21,000 American students

who participated in the International Educational Achievement Project.7

The correlation between mathematics achievement scores and attitudes
toward school was -.17 for 13-year old students. A similarly low
negative correlation was found at other age and class levels.

The studies cited in the preceding paragraph indicate that the
relation between attitude toward school and school achievement is com-

plex at best. But, then, the absence of a direct association may be

due to the limitations of achievement test scores and grades as indices

of what 1is happening in the educational process. After all, these

measures gauge an incomplete and highly abstract sample of the child's

schocl experiences.
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How may we move toward a deeper understanding of children's atti-
tude toward school? One approach, and the one adopted by this study
is to look at the concrete evidence of the child's adaptation to school.
Obviously, the expression of dissatisfaction, especially among ele-
mentary school children, is not likely to be outright defection as in
the case of trﬁants and dropouts. What appears mere probable is that
the discontent;d pupils witﬁdraw psychologically. Caught in what they
perceive as an unrewarding situation that they must wait out or pass
through;, the discontented pupils may protect themselves against
feelings of pain and frustration by withholding investment of themselves.
The work of E;ving Goffman suggests how this adaptation takes place.

According to Goffman,8 the order of social gatherings is established
and maintained by moral norms, “situational proprieties,” that regulate
the way individuals pursue their goals. These rules of conduct govern
the allocaﬁion of involvement within a situation, and thus guide the
individual in his attachment to or detachment from the situation.

Involvemént, as Goffman points out, is a general element of proper
conduct in our society. It refers to an individual's giving or with-
holding of his attention to some activity at hand: and it is a mode of
communicating esteem and attachment for the other members of the
occasion as well as for the situation itself. Its reversal, the failure
to demonstrate appropriate interest, is a sign of alienation from the
participants and the occasion.

In these terms, it is expected that students' attitude toward school

might be demonstrated by their involvement, that is, by overt signs of




their aitention to the relevant classroom activities. Dissatisfied
gzudents may express their distance by breaking or avoiding the rules for
allocation of involvement. They may act in ways which convey their
disaffection. Perhaps they disregard new events in the situatiorn, do

not present an appropriate “front,” are more engrossed in side activities
than in the dominant class activity, daydream, do not look where told

to focus, do not respond when questioned, do not participate in oral
discussions, do not initiate communication with the teacher, and so on.
In short, they may express their negative feelings by means of
situational improprieties.

In addition to demonstrating their attitudes by their classroom
behavior, pupils are expected to show their attachment to or detachment
from the school by the degree of personal resporsibility they assume,
and the extent to which they learn about the school environment.

1f students are dissatisfied with school, they might express their
distance from the role of student by disclaiming personal responsi-
bility for what happens to thex. It is also likely that this projection
of responsibility to external persons or forces implies a feeling of
powerlessness. This variant of alienation exists whea an individual
feels he has no control over his own affairs; when he does not believe
his own behavior can determine the consequences he seeks.9

The acquisition of knowledge about one's environment and one's
place in it are dependent, in part, upon the individual's involvement
in the various situations provided by the environment. By reducing his

energy in the school venture, the dissatisfied student is likely to
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1imit his attention to and his contacts with the environment and, thus,
lower the probability of increasing hic information about it. Moreover,
if the student believes external forces control him, the acquisition of
information is irrelevant to him. It matters little to him what |
facilities and services operate in his enviromment and the conditions ‘
under which they become available to him. Evidence for this proposition
comes from two recent studies. Omne in a hospital settinglorand'thé
other in a reformatory settingll show that in these situations, social

learning was dependent upon the subject's degree of alienation (sense

oxr powerlessness).

In summary, the thrust of this argument is that the students'

expression of attitude toward school is guided by rules of conduct which 3
govern the allocation of involvement. The involvement of students will

vary according to their attachment to or detachment from the school.

Involvement will be demonstrated by their classroom behavior, and

reflected in their feelings of personal reSponsibirity; and in the

amount of information they acquire about their environment.
Method

The classroom behavior of pupils was observed over a three-month
period, questionnaires were administered to the pupils, and such back-
ground information as age, father's occupation, I.Q., and achievement
test scores was obtained from school records. The pupils' expressed
attitude toward school and their teacher were compared to the cumulative

indicators of classroom behavior, and to measures of the pupils'




environmental information and feelings of responsibility,

Subjects
The subjects were 125 students (62 boys and 63 girls) enmrolled in

four sixth-grade classrooms located in a predominantly white, working
class suburb. The head of the household in 105 of the families was
employed in an occupation which falls within Categories 4, 5, or 6 of
the Warner Revised Occupational Scale.12

Tvo of the classes, each containing 34 pupils and taught by men
were in one school; the other two, each containing 29 pupils and taught
by women, were in another school. Pupil placement in the two schools

was based solely on the student's place of residence. As far as could

be determined by test results and observation, the pupil composition

of each room was heterogeneous. 1.Q., for example, ranged in each class- j
room from about 80 to above 125. A Spanish-speaking boy was omitted ;
from the sample because he had an insufficient knowledge of English to
respond to the questionnaires,
The sixth grade was chosen because this level was considered the
lowest at which it was feasible to administer group questionnaires. The
study was limited to an intensive examination of only four classrooms
in order to obtain reasonably stable indicators of classroom events.
It was expected, for example, that interaction and attention might vary
from activity to activity, and from day to day for different students..
Hopefully, the instability created by these extraneous factors might be
controlled by concentrating on the students of four classrooms for an

extended period. The classrooms were selected on the basis of
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{nformation obtained from a pilot study indicating that they would not

be likely to have an extremely skewed distribution containing unusual

numbers of either satisfied or dissatisfied students.

Observations

The observer paid preliminary visits to each class in order to
In these and the

accustom the teacher and the pupils to her presence.

subsequent visits she placed herself to the side of the room where she

could see all the pupils without being in their direct line of sight.

The visits which ranged from a half-hour to a full day, began in late

September and continued through November. Throughout each visit were

spaced tallies of either teacher-pupil communications or pupil atten-

tion. As far as was possible the observations were distributed over

the entire school week and they sampled most of the activities in each

room. The total hours of observation for each behavior in each of the

four classrooms are indicated in Table 1.

TABLE 1

Hours of Observation

M
Classrooms

A B C D

Interaction 9.7 9,0 | 10.2 9.4
Attention 9.2 8.1 9.3 | 10.5
Total 18.9 | 17.1 | 19.5 | 19.9

Observations of the teacher~pupil interaction wvere recorded on the
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Jackson Teacher-Pupil Comsunication Schedu1e13 (see Appendix A). This
Schedule required that each transmission of information between the .
teacher and an individual student be tallied. Messages directed to

more than one student or to the entire class were ignored. The tally
sheet was designed so that each entry designated 1) which student was
involved in the communication; 2) whether the initiator of the message
was the teacher of the student; and 2) whether the content of the message
was primarily instructional, managerial, or prohibitory. Imstructional
messages were broadly defined as those in which some reference was

made to curriculum content or to the attainment of educational objec-

tives. Managerial messages dealt with the interpretation of classroom
rules, and the definition of permissible behavior. Prohibitory messages
dealt chiefly with keeping order and punishing misbehavior.

The measures of teacher-pupil interaction calculated for each pupil
were: 1) the absolute frequency of instructional, managerial, and
prohibitory messages; 2) the percentage of instructional, managerial,
and'prohibitory messages; and 3) thé percentage of student initiated
messages. The absolute frequencies of interaction were adjusted for
pupils who had been absent. On the basis of thc pupil's rate of inter-
action, the absolute frequencies were altered to show the number that
would have occurred had he been present at each session.

The data on pupils’ attention was collected on a modified version
of the Jacksoanudgins Observation Schedule14 (see Appendix B). On the
schedule was listed alphabetically, first the boys' names, and second

the girls'. The observor looked at each pupil in turn and immediately
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noted after his name his state of attemtion. Four classifications were
possible: "+' if the pupil was attentive; .M if the pupil was clearly
inattentive; "?" if it was uncertain to the observor whether or not

the prpil was attentive; and "O" if the pupil’'s attention was not

observable.
attention classifications was computed. Hence, there were derived

n -— attention, inattention, uncertainm, and

Each pupil's percentage of tallies under each of the four j
four measures of attentio i
!

nonobservable -~ expressed as percentages.

A scanning of the total class was called a 'sweep.” For the
convenience of later calculations, a maximum of 10 sweeps was recorded
on each coding ‘sheet. In general, a sweep of 30 pupils took about two

minutes. Inter-obseivor reliability, defined as percentages of agree-

ment, ranged from 86 per cent to 99 per cent with a median of 91 per cent
15 .

for a series of observations made by Hudgins and Gore.

Questionnaires
The questionnaires were administered to the pupils by the investi-

gator while the teacher was out of the classroom. In order to enlist

the cooperation of the pupils and to increase the sense of confiden-

tiality, the investigator told the pupils that their responses were

needed for research purposes at the University of Chicago and would not

be seen by anyone connected with their school. In additionm, the pupils
ir were given envelopes into which they sealed their answer gsheets.

The Student Opinion Poll II (SOP) (see Appendix C) was used to

% measure the children's attitude toward school. This instrument is a

49 multiple-choice-item test derived from an earlier form with 60

.

Skt e i o3
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1te-s.16 The questions concern four aspects of school life, nanely,

the curriculum, the teacher, the peers, and the school. The following

are sample items.

6. The things I am asked to study are of:
a. great interest to me
b. average interest to me
c. little interest to me

d. no interest to me

25. Teachers in this school seem to be:
a. fair at all times
b. generally fair
¢. occasionally fair
d. often unfair

47. In general, my feelings toward school are:
a. very favorable -- I like it as it is
b. somewhat favorable —— I would like a few changes
c. somewhat unfavorable -- Iwould 1ike many changes
d. very unfavorable —— I frequently feel that school

is pretty much a waste of time

The test was scored by giviné one point each time the student chose,
from a set of multiple choices, the respomnse indicating the highest
degree of satisfaction with the aspect of school 1life under question.
One item was repeated three times -- each time with the responses listed
in different order. This check on the students’ consistency of responses
showed that out of the total sample of 125 students, six selected oppo-
gite choices. A point was assigned to this item when the three responses

were consistent. Thus, although there were 49 items, the possible

3
i
i
|
i
i
]
3

T T Tr P P

B S




- . - &= s T wx | TEREGSSS S o TR aeREes e 2

11

range of scores was from O to 47. The coefficient of reliability, based
on the Kuder-Richardson formula 20, was .89 for the boys, and .85 for
the girls. 1In an earlier study involving 293 sixth-graders the test

reliability was .86. 3

The Michigan Student (MICH) Questionnaire

An abbreviated version of the Michigan Student Questionnaire17
(see Appendix D) assessed the students' attitude toward their present
teacher and schoolwork. The shortened form used in this study contained

37 descriptive statements, each followed by four possible replies:

strongly disagree, disagree, agree, and strongly agree. A student's
response to each item was scored 4, 3, 2, or 1 depending on the degree

to vhich his reply reflected a positive attitude toward his teacher.

Thus, the possible range of scores was from 37 to 148. Test reliability
based on a variation of the Kuder-Richardson formula appropriate for
weighted score318 was .94 in a study involving 293 sixth graders. The
following are sample items.

12. What we learn in this class makes me want to learn new things.
Strongly disagree Disagree Agree Strongly agree

16. This teacher certainly knows how to teach.

Strongly disagree Pisagree Agree Strongly agree

23. I really like this class.
‘Strongly disagree Disagree Agree Strongly agree

The Childrep's Intellectual Achievement Responsibility (IAR)

Questionnaire19 is 2 34 forced-choice items test concerning the assign-

ment of responsibility for one's intellectual-academic experience.
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One-half of the items concern the acceptance or rejection of failure,
the other half, of success. The measure of a pupil's sense of perscnal
responsibility, which ranged from O to 34, was calculated by giving a
point each time the pupil chose a response indicating acceptance for
his failure or success. The following are sample items.

3. When you have trouble understanding something in school,
is it usually ;

a. because the teacher didn't explain it clearly, or
b. because you didn't listen carefully?

6. Suppose you did better than usual in a subject at school. §
Would it probably happen

a. because you tried harder, or

b. because someone helped you.

Envirommental information, the pupil's knowledge of the school
environment, was assessed by the School Information (INFO) Questionnaire
(see Appendix E) which is a set of questions regarding such aspects of
the school environment as personnel, facilities, and regulations. A
point was given for each correct response. Two points could be earned
on items 13, 16, and 29 because they consi;ted of two questions; six
points could be earned on item 17. The range of possible scores was

from 0 to 32. Sample questions were:

15. Does your school have a special person give speech
correction services?
Yes
No
Don't know
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19. Is school ever called off because of bad ueatherf
Yes ‘
No

Don't know

34. What is the name of the person who cleans your classroom?

In addition to questions about the échool‘envitonnent, the pupils were
asked to indicate their favorite and least-liked subjects.

The Children's Social Desirability (CSD) Questionniirezo measured

the pupils' tendency to choose socially desirable responses out of a
need to appear socially adequate rather than out of personal convic-
tion. The range of possible scores for this 48 item true-false question-
naire 18 0 to 48. The instrument was scored by assigning one point

each time the pupil maintained he never deviated from social norms.

2. I tell a 1little 1lie sometimes.

7. Sometimes 1 do not feel like doing what my teachers
want me to do.

26. I never get angry.

31. I always wash my hands before every meal.

Achievement and Intelligence Test Scores

The achievement test scores were derived from the 1) Scott, Foresman

and Company Basic Reading Test to accompany The New People and Propress;

and 2) Stanford Achievement Test (Intermediate II, complete battery).

The intelligence quotient was taken from the Kuhlmann-Anderson Intelli-

gence Test.
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Analysis of the data

The data for the four classrooms were combired and analyzed
separately for the boys and girls. Separate correlation matrices for
the four classrooms were computed and compared to ascertain that the
relations derived from the pooled data existed in more than one class-
room and were in the same direction. Such measures, based on the pooled
data, that might be misleading are shown within parentheges in the

tables. R E

To recapitulate, this study's concern with childfen's adaptation
to school life was focused upon the connection between pupils' atti-

tudes toward school and their behavior in classrooms. It was antici- .

pated that satisfaction with school and teacher, as expressed by
responses to the SOP and MICH, would be related to the frequency and
kind of interactions pupils have with their teachers, and to the amount
of attention pupils pay to the on-going class activity. Moreover,
satisfaction would be associated to feelings of personal responsi-
bility, as expressed on the CIAR, and to knowledgz about the school
environment, as measured by INFO.

Specifically, it was anticipated that measures on the SOP and MICH

would be positively related to the: 1) frequency of instructional

contacts; 2) frequency of managerial contacts; 3) percentage of student
initiated communicationg; 4) percentage of attention; 5) CIAR score;
and 6) INFO score. It was also anticipated that measures on the SOP

and MICH would be negatively related to the frequency of: 1) prohibitory

messages; and 2) the percentage of inattention.
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The following questions, ancillary to the core problem, were also
examined. First, in regard to involvement, what relationships existed
among its various indicators? What relationships existed between the
indicators of involvement and achievement? And 1.Q.? Did the reflec-
tions of involvement appear differentially at different levels of
satisfaction or only at the extreme stages of satisfaction and dissatis-
faction?

Second, was pupil attention fairly stable or did it fluctuate
from situation to situation? Was a pupil's specific attitude toward
a subject related to the attention he demonstrated while that particular

subject was being taught?
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CHAPTER II

THE FINDINGS

Attitudes and Behavior

Table 2 deals with the hypothesized relation between children's

attitudes and their verbal participation in the classroom. Of the

TABLE 2

Correlations between Students' Attitudes
and Teacher-Pupil Interaction

Student Opinion Michigaan Student
Poll 11 Questionnaire
Boys Girls Boys Girls

(N=62) | (N=63) | (=61 | (=63

Frequency of interactions:

Instructional...........o | -.16 -6 | -.20 (-.25%)
Managerial....cccocc0eece -.23 -.05 .01 -.21
Prohibitory...ceeeeeeeess | -.32° -.03 -.26% -.13
Percentage of interactions:
Instructional....ccveeeee .23 -.04 .10 .00
Managerial.....cccceasene -.07 .03 .16 .01
Prohibitory...cccecceecee -.24 .03 -.23 -.01
Student initiated........ -.14 -.09 .00 -.07

aSignif;l.cant at .05 level.

28 correlations, only three reach a .05 level of statistical signifi-
cance. The negative correlations between the boys' attitudes toward
school and toward their teacher and the number of prohibitory messages
g they received make sense. The links seem.to imply that the less boys

3 liked school and their teacher, the more they were apt to behave in ;

LY -

- ways that incurred disciplinary messages. The correlation for girls

16
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between the MICH and frequency of instructional messages is unclear.

It was negative in three of the clissrooms and positive in the fourth.
The obvious conclusion to draw from the low correlations in

Table 2 is that, in general, children's attitudes had little influence

upon the amount and the kind of interactions pupils had with their

classroom teacher. The finding is perplexing not only because it upsets

the expectations of the presant study but because it counters the results

of other studies concerned with interpersonal relatione. In the classic

study of H. H. Kelley,21 for example, the favorable or unfavorable

disposition of college students toward the lecturer had an effect upon

their participation in the class discussion. And, in recent years,

Ned A. Flander322 has found connections between pupil attitudes and

teacher-pupil talk.

Attention to the on-going class activities was the second class-
room behavior which was expected to correlate with the pupils' degree

of satisfaction with school. As can be readily noted in Table 3, there

TABLE 3

Correlations between Students' Attitudes
and Attention

Student Opinion Michigan Student
Foil II Questionnaire
Attention '
Boys Girls Boys Girls
(N=262) | (N=63) (N = 61) (N = 63)
Attentive...... .12 -.13 .02 -.09
Inattentive.... -.07 .10 .00 .03
Uncertain...... -~.08 .10 -,02 A1
Nonobsgervable.. -.16 .19 -.09 .22

b L S A i i A - . oo
S Lo T - -2
Pl a2
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wvas no relation between attitudes and attention. Feelings toward the
school and the teacher apparently did not influence the pupils' atten-
tiveness in the classroom. This result is in keeping with the conclu-
sion that children's attitudes had little effect upon their classroem
behavior. Moreover, it intensifies the problem of discovering which
variables, 1if any, relate to childrea's attitude toward school.

Table 4 deals with the children's feelings of personal responsi-

bility and their acquisition of information about their school. There

TABLE 4

Correlations between Students' Attitudes
and Children's Intellectual Achievement Responsibility
and Environmerital Information

Student Opinion Michigan Student
Poll II Questionnaire
Boys Girls Boys Girls
(N = 62) (N = 63) (x ~ 61) (N = 63)
CIAR .39° .26° .342 .16
INFO 005 -'006 011 -003

aSign:l.f:l.cant at .01 level.

E bSignificant at .05 level.

was a link between attitudes and feelings of responsibility for academic

achievement which was more pronounced for boys than for girls. Although

R L
v

. there was an association, it is difficult to surmise whether the pupil

] who liked school gained a sense of responsibility, or whether the more

responsible pupil tended to like school.

i At 1 i Lartid
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For neither boys or girls did attitudes correlate with environ-
mental information. Evidentally, acquiring bits of information about
the environment did not depend upon feelings of attachment to or
detachment from the school. This finding 2dds to the puzzle. Once
again, attitudes toward school were not related to children's behavior ;
in school.

In demonstrating the absence of a relation between students'
attitudes and their achievement test scores and I.Q., the data in

Table 5 confirm the findings of prior studies.23’24’25’26’27’28’29

TABLE 5

Correlations between Students' Attitudes
and Measures of Schclastic Performance

TR

Student Opinion Michigan Student
Poll II Questionnaire
Boys Girls Boys Girls

(N=62) | (N=63) | (N=61) | (N = 63)

Measures of achievement:

SCOtt‘Reading........... 017 005 001 -001
Stanford—Readingo esososocoe 016 e 10 008 -012
Stanford-Arithmetic..... .16 .03 .0l .02
StanfOtd-Language. eeoeoc oo 007 "'008 "'005 -007
IoQo 0000000000 s00000000c0 015 010 008 "'006

The scatter plots of the relevant bivariate distributions were examined
to ascertain that the lack of correlation was not due to curvilinear
associations.

In sum, the data provide little support for the hypothesis that
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children's attitudes toward school life will be demonstrated in class-
room behavior and reflected in feelings of personal responsibility, and
environmental information. Only two findings back the hypothesis.
First, the negative relation between the boys' attitudes and the fre-
quency of prohibitory messages is evidence that boys tend to show their
disaffection by the infraction of rules, and, consequently incur repri-
mands. Second, the relation between the attitudes and the CIAR shows
that, for boys in particular, feelings about school and teacher are
connected to feelings of personal power.

But more questions are raised than answered by the data. First,
why are there so few links between attitudes and behavior? What happens

in classrooms to offset the natural effect of attitudes on behavior?

Second, are classroom behaviors nonetheless related to such educational
concerns as achievement and I.Q.? Third, can patterns of adaptation
be inferred from further :analysis of the data? Partial answers are
sought in the following sections.

Teacher-pupil interactions and pupil attention are analyzed, each
in turn, for their possible association with achievement, I.Q., and
environmental information. And, of course, their relation to each other
is also examined. The last section of the results analyzes the differ-
ences between the boys and girls. The mean scores and standard devia-

tions, as well as the correlations among the varllables, are compared.
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Classroom Behavior

Teacher-Pupil Interactions

Teacher-pupil interactions are such a pervasive aspect of classroom
life that it seems incredible they would not provide indices to what
happens in classrooms. True, they did not reflect children's feelings
toward school, but are they not connected to other important educational
concerns? The exploration of this question begins with the data which
are provided in Table 6 and which demonstrate the relations between
the teacher-pupil interactions and academic achievement. -

Three points are evident. Fifst, ingtructional messages were
positively related to achievement tests. Second, with one exception,
there were no st;tistically significant-cortelations between the abso-
lute frequency of managerial and prohibitory messages and achievement.
However, the percentage of maragerial and prohibitory messages which
made up a pupil's total interchanges were negatively correlated to
achievement. Third, the percentage of messages initiated by students
was not significantly related to achievement.

The obvious conclusion to be derived from Table 6 is that the
instructional interactions pupils had with their teache were, indeed,
relevant -to their academic learning. The relation of these contacts
to achievement parallels the findings of the Travers study30 in which it

was concluded that pupils who responded orally to the teacher learned

best from their instruction. Perhaps, as was pointed out by Travers,
the instructional interactions are effective because they allow direct

reinforcement to take place.
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Only slightly less obvious than the positive relation of imstruc-
tional interactions to achievement are the negative relations of mana-
gerial and prohibitory messages to academic learning. Interestingly,
it does not appear to be the sheer frequency of these messages that
matter but rather the extent to which they account for a pupil's total
interchanges. Possibly, when a pupil has a high percentage of managerial
and prohibitory contacts, his share of instructional messages is pro-
portionately decreased, and hence, so is his opportunity for direct
reinforcement.

Finally, the proportion of contacts pupilsinitiate with their teacher
did not seem to matter to their achievement. It may be that the Oppor-
tunities to initiate contacts were too few to make a difference, or that
the communications were initiated by a desire for the teacher's approval
rather than a need for instructional information.

Although the relations were generally linear, there were several
exceptions. First, girls who were below the mean on the Scott reading
and the Stanford arithmetic tests tended also to be “elow the mean in
frequency of instructional interactions, but girls above the mean of the
achievement measures were just as likely to be below as above the
mean in frequency of contact. .

Second, boys above the mean on the Stanford reading and the
Stanford arithmetic tests tended to be above the mean in percentage of
instructional messages. However, the boys below the mean on these tests
were scattered above and below the mean percentage of instructional

contacts. Thus, it appears that achievement may be a better predictor

L

O T T T Y
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of verbal participation than the latter is of achievement. For example,

among the girls, a high frequency of contact indicates only some of i
the high achievers, whereas low achievement identifies almost all the
girls with little talk. It also scem$ that the girls were somewhat i
better discriminated with respect to instructional interactions by the ;
lower half of the achievement scale, and the boys, by the upper half. J

The data in Table 7 reveal that the frequency of instructional

TABLE 7

Correlations between Teacher-Pupil Interactions
and Envirommental Informatiou

INFO
Boys Girls
(N = 61) (N = 63)
Frequericy of interaction: a a
Instructional...cccecececsce .35b .35
Managerial.....cceccccescee .28 .12
PrOhibitOty............... 017 -015
Percentage of interaction:
InBttuCtional............. -001 019
mnagerial.ooooooooooooooo 007 -.03b
Prohibitory............... -.03 -(32
Student initiated......... .17 .11

aSignif:l.cant at .01 level.

bSignificant at .05 level.

messages is correlated to environmental information just as it 1is to
academic achievement. However, a comparison of Table 7 to Table 6
indicates that, for boys, the dynamics of environmental learning may have

differed from those of academic learning. In the first place, the
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frequency of managerial and prohibitory messages 1is positively related
to the acquisition of information, and secondly. the relative frequency
of the three types of interactions does not seem to matter. Perhaps the
acquisition of information about one's environment required the activity
and the testing of limits that usually are censured in the classroom.
For the girls, there is a negative correlation betwean environ-
mental information and the percentage of prohibXory messages. Unlike
the boys, the girls whose total interactions had a large percentage of
control messages vere not likely to know much about their envirorment.
Table 8 concerns itself with the relation between teacher-pupil

interactions and ability. Apparently, I.Q. is more closely related to

TABLE 8

Correlations between Teacher-Pupil Interactions and 1.Q.

I.Q.
Boys Girls
(N = 61) (N = 63)
Frequency of interactions: a
Instructional..cceccececccecs .22 .50
Managetial................... ""001 000
PrOhibitOl'y.................. -014 -.13
Percentage of interactions: b b
Instructioml................ .25 .27
Mamgerialoooooo.ooooooooooo. "011 -.14b
PtOhibitOl’y.................. -023 ".28
stUdent initiated... seeseccoscooe -.05 ".03

35ignificant at .001 level.

bSignificant at .05 level.
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teacher-pupil talk for girls than boys. For boys, only the percentage
of instructional interactions was tied te I.Q., whereas for girls both
the absolute frequency and the percentage of instructional interactions
were positively correlated to I.Q. In addition, the percentage of pro-
hibitory messages was negatively tied to the girls' I.qQ.

The scatter plot of this relation revealed that the girls below
the mean I.Q. had low frequencies of instructional contact, while the
girls at or above the mean I.Q. had both lowand high frequencies of
instructioral interaction. The relation depicted on the scatter plot

is summarized in the form of a chi square test in Table?9.

TABLE 9

Frequency of Instructional Interactions for
Girls According to Ability

1.Q.

Frequency of

~2
Instructional |11 oy [ perey | X | 2
Above 110
23 and over 22 3
12.71 .01
Under 23 15 23

Apparently, girls low in I.Q. were not likely to get called upon
in instructional matters as often as the more able girls. The same
relation did not hold for boys. Boys low in I.Q. were called on almost
as frequently in the instructional area as were bright boys, and

certainly more than girls low in I.Q. This could mean teachers were

more likely to encourage slow boys than slow girls. However, what seems

A
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more plausible is that slow boys disrupted the order of the classroom
and received disciplinary messages in the guise of instructional mes-
sages. The teachers, for example, occasionally drew a pupil out of his
absorption in a side activity by calling on him to recite rather than
directly scolding him. Incidentally, in an interview conducted after
the data were gathered, a pupil aptly described this maneuver: "...like
1f you're goofing, she hits you with a question.” If the teachers
employed such management techniques as these, a relation might exist
between instructional and prohibitory interactions, and the relation
might be more pronounced fcr boys than girls. And, indeed, Table 10

shows just such a relation and the correlation is stronger for boys

TABLE 10

Correlations among Absolute Frequencies of
Three Types of Interaction

Instructional Managerial | Prohibitory

Instructional. -““--~, .35b

lhmgerialo se e ‘13 \c‘
Prohibitory... .13 .28 T ——

Girls below diagonal; boys above diagnnal.

o
Ch LD

&

8s1gnificant at .001 level.
bSignificant at .01 level.

CSignificant at .05 level.

than girls. Thus, the data support the observation that teachers some-

times used non-disciplinary communications to pring a pupil back in line.
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The high correlation evident in Table 10 between managerial and
prohibitory communications suggests their common institutional character.
Both entail the expectations defining the rights and privileges of
students and governing the flow of people and matersl in the classroom.
Prohibitory messages are indicative of a pupil's difficulty in behaving
within the prescribed bounds. Managerial messages are less strident
but in all the results they relate to other facets of school life in
much the same manner as do prohibitory messages. This might mean that
managerial communications are a pupil's means of testing the limits.
Thus, managerial contacts may be at least a sign of pupil restlessness,
if not difficulty, with institutional demands.

A final observation should be made regarding the data provided in
Tables 6, 7, and 8. The amount of interaction a student initiated was
not related to achievement, envirommental information, or I.Q. As was
stated earlier, the absence of significant relations between the percentage
of student initiated ﬁessages and the other variables might be due to
the pupils' lack of opportunity for initiating contacts. Alternativeiy,
the contacts which pupils initiated might have been of such a trivial
nature they held no significance for important educational concerns.

An - aspect of the three types of interactions which deserves
comment is the relation between their absolute and proportionate fre-
quencies. Although the coding of these interactions yielded essentially
quantitative measures, it captured some of the quality of a pupil's
experiences. Consider, for example, the differences, summarized in

Table 11, among three pupils' communication records.
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TABLE 11

Comparison of Three Pupils' Interaction Records

Type of Interaction
Instructional Managerial Prohibitory
- 7 E
80 > ® > % a
Pupils | & | 3 g 1 2 : 2
5 { Q) =1 o =
b= o = o = e
o O cr J o (3]
i P " o " o
& oe e A B a ~
10 40 15 60
B 20 80 3 12 2 8 j
C 35 70 15 30 3

The contrast between Pupil A and Pupil B reveals that a pufil's

total number of contacts is an insufficient index to his verbal parti-

cipation in class. Both pupils had a total of 25 contacts but it is
obvious from A's 60 per cent of prohibitory messages as against B's
8 per cent that Pupil A was having a harder time in school than-Pupil B.
Less obvious but perhaps more significant is the difference-between
Pupil A and Pupil C. Judging by the frequency of prohibitory messages,
one might believe that both pupils had comparably difficult class
experiences. However, Pupii C's high frequency of instructional mes-
sages accounted for 70 per cent of his total contacts. Thus, his 15
prohibitory messages represent 30 per cent of his total communications,
whereas Pupil A's 15 prohibitory messages cccupy 60 per cent of his
total. Clearly, Pupil ('s situation is more promising than Pupil A's.

Although Pupil Chad an equally high number of prohibitory messages,
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these contacts did not account for the major portion of his interactions.
And, as was noted in Tables 6, 7, and 8, it is the percentage rather
than the absolute frequency of pronibitory messages that matters.
Pupil Attention
Pupil attention, as in the case of teacher-pupil interactions, was 3

not connected to pupils' attitudes. This finding is puzzling because
pupil attention ranks high among the concerns cf educators, and it is
probably the teachers' predominant measure of their teaching success.
A closer examination of the data should clarify the relation of pupil
attention to school affairs. The first consideration is given to the

relation between attention and learning.

The correlations in Table 12 between attention and measures of
achievement support what seems self-evident, namely, the pupil who pays
attention will gain the most from his instruction, and acquire the
most information about his environment. Or, conversely, the data might
be said to show that the pupil who is inattentive is not apt to achieve
academically, or know much about his surroundings. The scatter plots
depicted linear relations for the boys but not for the girls. On all
but the Stanford arithmetic test, high achieving girls were usually
highly attentive whereas low achieving girls were scattered along the

attention scale.

-
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TABLE 13

Correlations between Attention and I.Q.

32 ‘
;
|
g
?
:

I.Q.
Attention Boys cirls
Attentive 482 442 :
Inattentive -.35b -.46a
Uncertain -.492 —.33b
Nonobservable -.20 .07

3gignificant at .001 level.
b

Significant at .01 level.

c81gnif1cant at .05 level.

A relation between attention and I.Q. is evident in Table 13. The

brighter the pupil, the more he was likely to be attentive in class.

This raises the obvious question of whether attention made a unique con-
tribution to achievement or whether its effect was due solely to its
linkage to I.Q. Table 14 reveals that for boys the partial coefficient
between achieveﬁent and attention, with I.Q. held constant, was signi-
ficant at the .05 level with the Scott Foresman Reading Test and the
Stanford Arithmetic Achievement Test. For girls, however, a significant -
result obtained with only the Scott Foresman Reading Test. Apparently,
attention made a difference with respect to certain types of achieve-

ment but not others. More important is the question of whether it is

proper to search for the effect of attention independent of I.Q. Maybe

the ability to attend is an integral part of intelligent performance
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and contributes as much to a child's performance on an I.Q. test as to
his achievement in school.

Achievenent 1s not only linked to I.Q. and attention, but as was
noted in Table 6, it is also tied to instructional messages. It is of
interest, then, to look at the relative contribution of I.Q., attention
and instructional contacts to achievement. Table 15 reveals that, for
boys, the entry of the percentage of instructional messages into the

regression model had a singular effect on three of the achievement tests,

and practically neutralized the influence of attention. For girls,

attention has some effect on one test, and frequency of instructional con-

tact on another; however, I.Q. appears to have the greatest effect on

academic performance. 5

The influence that preference for a particular subject may exert

upon a pupil's attention is at least partly indicated in Table 16.

TABLE 16

1 Comparison of Pupil Attention during Arithmetic When
3 , A Favorite and A Least Liked Subject

{ Favorite Least Liked Student's Degrees

of P
Subject Subject t . Freedom
N = 14 N=2 |
1 Boys X = 69 X=71. .43 36 ns
E S.D. = 11.96 | S.D. = 15,91
] N =19 N = 22
: Girls X=179 X=175 1.0

s.D.‘ = 10.65 s.D. = 13.34
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There was no significant difference in percentage of attention during
arithmetic classes between pupils who indicated arithmetic was a

favorite subject and those who indicated it was the least liked subject. ;
Another comparison was made of each pupil's attention during his favorite

and least liked subject. ThirtiLseven pupils were omitted because they 1

indicated areas, such as gym or music, for which there were no records
of their attention. Table 17 shows that the results were statistically

significant.

TABLE 17

Mean Difference in Percentage of Attention during
Favorite and Least Liked Subjects

_ ' Degrees
N D SD Stud:nt 8 of P
= Freedom
88| 5.8} 2.2 2.6 87 .01

Two reasons may explain why the comparison pf pupil attention during
favorite and least liked subjects did not yield statistically s%gnificant
differences when it was restricted to arithmetic (Table 16), but did when
it was unrestricted to subject matter (Table 17). First, the constraints
imposed upon pupils to be attentive may vary with the subject matter, and
hence, disinterest mgy_be displayed more freely in some areas than others.
Conceivably, the teacher may condone a freer atmosphere during health or
social studies q}asses, for example, than during the periods allotted to
the "3 r's.” Second, in the comparison which is summarized in Table 16,
different pupils were used in_tbe favorite and in the least liked groups.
Hence, there was a confounding of attention attributable to liking the

subject matter, and attention due to each pupil's over-all attention

level. For example, it is possible that the students who listed arithmetic
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as a least liked subject nevertheless maintaoined a relatively. high'level

of attentién in all subjects, including arithmetic. ;

It seems reasonable that attention vary with the most and least
liked subjects but it is interesting to note its relative stability
over the entire range of activities. An examiration of the individual
records discloses that, on the whole, pupils maintained fairly con-

sistent levels of attention, regardless of subject matter, activity,

or time of day. Table 18 gives a global view of this stability.

TABLE 18

Comparison of Percentage of Pupil Attention
under Varying Conditions

Time of Day - Dayrof Week Subject

AM. 74 Monday 69 |Arithmetic 72°

P.M. 69 Tuesday 69 |Language Arts 72
Wednesday 73 |Science 72
Thursday 74 |Reading 71
Friday 72 |Social Studies 67

[N = 125]

There was a slight edge of morning over afternoon hours, and of
the latter part of the week over the first two days. If these data are

repeated, it would seem that, in general, one might expect about 71

per cent of the pupils to exhibit cues of attention at any one moment
of the class day.

Teacher-pupil interactions and pupil attention have been reviewed
separately; their comnection to each other rémains to be examined. Table

19 shows a relationship between attention and interactions that is more
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consistent for girls than boys. Not only are there fewer correlations
reaching a .05 level of statistical significance for boys, but of %
these the sign of the three measures enclosed in parentheses is ques- u
tionable. Although the relationships existed in each of the four class-
rooms, the direction of the correlation from the combined data was
unclear. For example, the relation between the percentage of managerial
messages and attention was. positive in two classes and negative in the
other two. These differences among classrooms suggest that either boys

are more responsive than girls to classrooms conditions, or that

teachers vary in their treatment of boys but not of girls.

A minor but interesting point in Table 19 is the relation between

nonobserved pupils and the frequency of managerial messages and the

percentage of student initiated interactionms. Nonobservable," it
will be recalled, was the category under which a pupil's behavior was
coded when he was not at his desk. This might have occurred, for
example, when he went to the washroom or had a drink of water. In the
classrooms visited, the pupils could not leave their desks without
permission. Hence, it makes sense that the pupils who were not observ-
able had initiated relatively frequent managerial contacts.

The relation between the percentage of instructional interactions
and attention tempts one to speculate about the nature of the associa-
tion. Is it attentive behavior itself that invites a higher percentage
of instructional messages, or are the connections of attention to
ability and achieveﬁent responsible for the proportion of instructional

contacts? According to the data in Table 20, attention influenced the
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percentage of instructional contacts received by pupils, particularly
girls, and both attention and achievement had singular effects on the
boys' interaction pattern.

Curiously, I.Q. had no effect independent of attentiom, or of
achievement. In ordinary social intercourse one tends to address him-
self to the person who gives appropriate cues of interest. Similarly,
it may be that the teacher is drawn to the pupil who demonstrates some
involvement in the class activity.

The analygis of classroom behavior revealed that teacher-pupil
interactions and pupil attention were related to academic achievement,
envirommental learning, I.Q., and to each other. '?urthermore, attention
was found to be fairly stable from situation to situation put affected -
by a pupil's preference for one subject over another. Table 21 sum-
marizes the major results by indicatiné the direction of the correlations
thﬁt occurred at or above the .05 level of statistical significance.

The results have been partly discussed in the presentation of the data
but several additional observations should be pointed out.

First, it will be noted that not only the sheer frequency of inter-
action mattered but also the context of the communication and the rela;
tive fre&uency of each type of message. Hence, the absolute frequency
of prohibitory messaées did not necessarily signal a child's difficulty

in school unless thess contacts also accounted for a high proportion of

his total interactions. Obviously, one way to maintain a high percentage

of instructional contacts was through active interaction with the teacher
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TABLE 21

Summary of Classroom Behavior Relationships

__ R

Related Classroom Behavior
Teacher-Pupil Interactions
Instructional Managerial Prohibitory
Variable o g A
o ot
o = ) @ )
s S| &z | 8| z| 2 5 | 2
) e € Py <] ) g ]
2| 8| &8 51 5| 3 3 :
3 @ 3 o
(= o 3] o 3] o 3]
] M ] v ] =
- @ 34 ) - @
[ A N ¥ B Y
Achievement + - + + - -
(Boys
only)

IoQo + - "' + —
(Girls KGirls
only) only)

Environmental + - + + PP

information (Boys ﬁ(giilg
only) y

Attention 4 + - - - -
(Girls (Girls (Girls
only) only) only)

Inattention - + + + +

(6irls | (Girls | (Girls
only) only) only;
Ine-.t;t;ctional +
interactions (Boys + (B:ys +
(frequency) on]_y) only)
Managerial
interactions +
(frequency)
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but activity may not have been equally feasible for all pupils. It may
have been temperamentaily impossible for some pupils. Alternatively,
teachers might have had little interaction with some pupils unless they
disturbed the class order. The pupils in such cases would have had
little opportunity to balance the proportion of their prohibitory
contacts with instructional onmes.

The importance of the relative frequency of the messages also indi-
cates that involvement camnot be inferred from a high rate of inter-
action per se any more than withdrawal oy diginterest can be from a low
rate of interaction. In each class, as a matter of fact, were students
low in frequency of communication yet satisfied and achieving, as well
as students high in occurrences of ccntacts and low in both satisfaction
and achievement.

Second, with the exception of the nonobservable category of atten-
tion, students' initiated talk was not significantly related to any of
the other variables. This finding questions the justification for the
concern educators and researchers often express regarding student oral
participation. The significance of student talk, of course, varies
according to the situation in which it is observed. Thus, worry about
graduate students' participation in discussion may be well-founded.
However, pupils' initiative in talking in elementary classrooms, such
as those visited, does not appear to be of itself a sign of involvement.

Third, the direction of the correlations ‘between each type of
communication and achievement, as well as between communication and

attention imply that more than instructional matters go on in classrooms.




The data suggest two aveas: (astructienal and institutienal. Obvi-
ously, the instructional messages serve chiefly work purposes. The
managerial and prohibitery messages seflect, on the one hand, the |
teacher's effort at maintaining the social order of the class amd on the
other, the pupils’' resistance te the order. Of course, it is no sur-
prise to find that classroom affairs have both task and maintenance
dimensions bdut it $s interestisg to observe their reflections in
empirical dsta.

Fourth, and last, the comparison of classroom behaviors that relate
to achievement and those that relate to 1.Q. sketches faint eutlines of

tvo types of students. If the ctudengp are grouped in two sets, first
according to achievement, and second ;icotding to 1.Q., students high
in either set tended to be attentive but they differed in the degree to
which they accepted institutional demands. This is particularly evident
for boys. ;

The achievers, both boys and girls, had few or no managerisl and
prohibitory messages; in other words, they had few interchanges concern-
ing the order of the class. Thus, they might be characterized as con-
forming to iunstitutional demands. The: girls higa in ability also appear
to be conforming. ’

Resistance to the established order is clearest for the able boys..
This is reflected in the lack of relationships between I1.Q. and communi-
cations of a managerial or ptohibitorj—natute. Evidentally, some able
boys bucked the system. In contrast to achievers, they seemed to test

and to trespass the limits of their classroom's code.




VI ST A o Tad T oEEarh apes e . B T Enmn el —— e S A

TP A e e R T A SR ST MR S I el eme e e e e T T E T

45

Sex Differences

The results discussed thus far have touched on differences between
boys and girls., This section compares the boys and girls at greater
length. The sex differences are summarized in Table 22, It is evident
from Table 22 that boys and girls differ from each other in the
intensity of their attitudes, in their academic performance, and in 1

their classroom behavior.

It seems, on the one hand, that boys and girls adapt in different

ways to school. On the other hand, it is likely that school itself
provides different experiences to the child on the basis of his sex and
he consequently learns adaptive modes congruent with his sex role. Be

that as it may, the two modes of adaptation should become more distinct

after a closer examination of the variables and their interaction.

In contrast to boys, girls seem to be somewhat more favorably dis-
posed toward their school, more academically able and successful, and
more attentive. Incidentally, despite the popular belief in the boys'
superior quantitative abilities, there was no significant difference
between the boys' and girls' arithmetic achievement scores. True, the

arithmetic score is one of the two highest for the boys, and one of

the lower for the girls; however, the girls still score higher in
arithmetic than do the boys.

The boys exceed the girls in frequency of interaction and in the
percentage of inattention. Particularly striking ig the boys' higher
-occurrence of managerial and prohibitory messages. Boys not ;nly

received a preponderance of the disciplinary communications but, as
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suggested by the data in Table 10, they also received controls in the
guise of instructional contacts. Table 23 dramatizes the girls' greater
conformity to school demands. Two-thirds of the girls had one or no
reprimands. These comparisons seem to agree with the image of the

boys' higher activity level, and more open resistance to institutional

T ¢

demands.

TABLE 23

Distribution of Prohibitory Messages
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Number Boys Girls
of Prohibitory
Messages . £ ) fi

21
20
19
18
17
16
15
14
13
12
11
10
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The data provided in Table 24 show that attitudes toward school,
teacher, responsibility, and social approval are more interrelated fo;
boys than girls. These data suggest that beys may have a more cohesive
attitudinal structure than do girls. In turn, a cohesive attitudinal
structure may mean that boys may be more active than girls because
their feelings, being integrated, have the force to demand expression.
Another possibility is that the girls are more aware than boys of
distinctiqns in their experiences and therefore make more discrete
Judgments. As an instance, although there was a positive re1§tion
between the attitude toward the school and that toward the teacher
for both boys and girils, it was much stronger for boys. Thus, for
boys, the experiences attributed to school and those attributed to

the teacher are very close. Indeed, for some the two may be synony-

mous. Not so for the girls. To be sure, the teacher and the school
are related but it seems that girls separate their general feelings
about the total school experience from their more specific feelings
about their teacher. Perhaps they are less bound than boys by the

immediacy of their current teacher.

TABLE 24

Comparison of Correlations among Questionnaires
for Boys and Girls

SOP II| MICH CIAR CSD
3 ~ b a
SOp II 2421 .39 44
2 MICH }1\ 34 | 432
] CIAR .26 .16 .24

Girls below diagnoal:; boys above diagonal.

aSignificant at .001 level.

‘b81gnif1cant at .01 ievel. cSignificant at .05 level.
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The relation between the girls' responses on the CSD and the SOP
was apparent in only one of the four classrooms.
Table 25 shows that academic achievement and I.Q. are tied posi-

tively to feelings of responsibilit; for the boys, and negatively to

social adequacy needs for the girls.

TABLE 25 f

Comparison of Correlations for Bcys and Girls
between Children's Intellectual Achievement Respongibility and
Children's Social Desirability Questionnaires and _ 3
M€asures of Learning and Ability i

CIAK CSD

Boys |Girls |Boys |Girls

Scott-Reading .24 14 [-.11 |-.55%
Stanford-Reading 33 | Loz [-.06 |-.35P
Stanford-Arithmetic |.27° | .19 |-.15 |_.c32

Stanford--Language .27° | -.08 -.06 |-.44%

‘ INFO A0 | .18 (-.10 [-.32¢
g I.q. 33° | 23 |-.08 |-.49%

aSignificant at the .001 level.
1 bSignificant at the .01 level.

cSignif:lcant at the .05 level.

Table 26 indicates that classroom behavior is rnot linked to feelings

T ¢ NN

of responsibility for either sex but is negatively connected to the

girls' social desirability. The direction of the relation between

AR Ty

the girls' responses to the CSD and the percentage of instructbnal
g
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messages is uniclear. It was negative in two classrooms and positive ;
in one classroom.

The susceptibility of the CIAR and CSD to sex differences was not
anticipated and was all the more surprising because of the mean scores

the boys and girls attained on these instruments. The girls scored ]
TABLE 26

Comparison of Correlations for Boys and Girls j

between the Children's Intellectual Achievement Responsibility and ]
Children's Social Desirability Questionnaires and i
Classroom Behavior ]

CIAR CSD

Boys Girls | Boys Girls

Frequency of interactions:

Instructional 13 }-.07 -.12 -.552
Managerial -.17 .13 -.05b -.17
Prohibitory -.16 | -.08 -.25 .10
Percentage of interactions: b
Instructional .19 |-.06 11 -.257)
Managerial ~.12 .11 .11 .14b
Prohibitory -.15 |~-.06 -.20 .27
Student initiated .00 .05 -.16
Attention:

Attentive 26 1-,12 .00 |-.442
Inattentive -.22 .13 -.03 .39:.
Uncertain -.07 |-.01 .12 .38
Nonobservable 1-.21 .21 -.06 .16

aS:I.gn:l.f:l.cant at the .01 level.

b51gn1f1cant at the .05 level.

higher than the boys on the CIAR, and there was no difference on the

CSD. Thus, it would seem logical to anticipate links with the CIAR for
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the girls, and no sex differences in the way the CSD operates. As seen
in Tables 25 and 26, the contrary occurred.

The interpretation of the resulis obtained with the CSD is par-
ticularly intriguing, not only because of the surprise element but also
because the consistency of the relations suggests a distinct mQde of
adaptation. At least some girls with high CSD scores are low in
measures of achievement, I.Q., environmental information, instructional
interactions, and attention. The only positive relations are with the
percentage of prohibitory messages and inattention. Obviously, some
girls were in academic straits.

The examinatién of the relevant scatter plots showed that girls
below the mean in achievement and I.Q. are, with rare exceptions, above
the mean in needs for social approval; whereas girls at or above the
mean in achievement and I.Q. can be located either above or below the
mean CSD. Hence, not all girls with strong needs for appearing socially
adequate were in scholastic difficulty. But girls low in achievement
and ability were in trouble and their high need for social desirability
might be a symptom of their predicament. |

Apparently the feeiings a less able girl may have had about school,
the teacher, or personal responsibility were not related to her experi-
ences in the classroom. But what happened in class -- academic failure,
infrequent instructional messages, proportionately high prohibitory
messages, and inability to be attentive -- may have mattered to her
feelings about herself. Thus, she may have masked the fear of inadequacy

by putting on a good face.
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The findings set at issue the commonly held belief that boys have
a harder time than girls in adjusting to the elementary school.32 It
is true that in this study the boys incurred most of the prohibitory
messages but the rate may have been as much the complement of a general
high activity level as the symptom of maladjustment. As was noted
earlier, the frequency of prohibitory messages was not a likely sign
of trouble unless it was coupled with a low percentage of instructional_
contacts. Hence, the male counterpar: of the girl in difficulty 4s
the boy with a high percentage of prohibitory and a corresponding low
percentage of instructional commanications. The point being under-
scored is that the girls' more subtle mode of coping probably obscures
the fact that girls as well as boys may experience hardship in the
elementary school.

For boys, feeiings of responsibility were linked to achievement
and I.Q. A regression analysis revealed that with I.Q. held constant,
the CIAR did not contribute to achievement. In other words, the rela-

tion of the CIAR to achievement was not independent of I.Q.

In sum, the results support the stereotypes of the active,
mischievous schoolboy, and the docile, successful schoolgirl. Boys
? had more teacher-pupil interactions, incurred more control messages.
and exhibited a greater variance in the distribution of their inter-
1 actions. Girls had higher 1.Q.'s, greater achievement and a higher
E_ level of attention.
= There also emerged from the-data images of pupils in trouble,

and these varied according to the sex of the child. The bo& in
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difficulty was likely to have a communication pattern high in the pro-
portion of prohibitory messages and low in the proportion of instruc-
tional messages. The girl in difficulty expressed a high need for
appearing socially adequate and was on the lower end of the I.Q. and
achievement scales.

The way in which the CIAR and CSD operated according to sex
demonstrates that the comparison of means is insufficient for an under-
standing of sex differences. The CSD, for example, indicated boys
and girls were alike in their need for social approval. Yet the corre-
lational analyses revealed the extent to which girls were differentiated

by the CSD.




CHAPTER III
DISCUSSION OF THE RESULTS

’Theoretically, it makes sense to expect attitudes toward school
to be related to teacher-pupil interactions and pupil attention.
Indeed, the complex of beliefs, feelings and values toward school
which the attitude represents would seem an irresistible force upon
behavior. Why, thén, was there such faint evidence of the hypothe-
sized connections? Why, for example, did students who are dissatis-
fied with school appear to be jast as involved as those who are
satisiied? What has happened to the popular stereotype of the sulky
malcontent? The search for clarification beginsg with a considera-
tion of the context in which the two classroom behaviors occurred.

In retrospect, the distirctive feature of the talk heard in the
classrooms was its dominance by the teacher. First, the teacher
initiated most of the interactions, and even when the pupil initiated
contact he required the teacher's recognition before he could speak.
Second, the teacher was free to talk as long as he wished but the
pupil was confined to brief exchanges. The youngster could respond
to a question, ask for clarification of instruction or offer a comment
but if he talked beyond a proper time limit, he was cut short.
Third, most of the contacts were between the teacher and the pupil.
Rarely was communication between pupils sanctioned. Fourth, only
one pupil could speak at any given momer:t. This, of course, implied

competition among classmates for the privilege of speaking and an

54
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attendant probability of refusail.

Under the conditions described, part of the pupils' adjustment
to classroom life comprised the lack of opportunity for verbal parti-
cipation. Some pupils may have relinquished all initiation of com-

_tact and simply waited for the teacher to call upon them for routine
recitations. Others may have become more aggressive, either disre-
garding the rules or insisting on attention. But these iast two

strategies risked disciplinary messages and sometimes disciplinary

action. Two cases immediately come to mind.
In the first periods of observatior, the investigator mnoted
one boy who spontaneously offered comments or asked questions.

Several times he was admonished for not raising his hand, and finally

he was punished. Toward the last of the observatims, he still was

not raising his hand but neither was he talking. Another boy in
another class seemed to always know the answers and to always want

to give them. Leaning forward, half-way out of his seat, waving

his hand furiously, and moaning, "Oh... Oh... Oh. I know. I know,"
he fairly burst with eagerness. He was reminded on several occasions

that he was not the only one in the class, and that he should “Give

the others a chance.” Thus, if the pupils were unable to bridle

Ll hal

their enthusiasm, they often ended in trouble.

Apparently, verbal interaction in these classrooms was largely
the teachers' instrument for the maintenarce of the social order.

Under the circumstances, evidence of the pupils' attachment to their

It L A e L A

school had little chance to spring from verbal contact. It is true
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a muffled 1ink emerged for boys between the frequency of prohibitory
messages and attitudes. Powever, on the vhole, a pupil's verbal
interactions were probably more dependent upon the code of conduct
enforced in his class than upon his feelings toward the school or

the teacher.

As with teacher-pupil interaction, the cmstraints imposed upon
pupils to maintain the classroom order probably inhibited the tie
between attitudes and attention. Consider, for example, the following

restrictions. Pupils could not leave the classroom, or for that

IR B L

matter get up from their desks without permission. As noted earlier,

they had to be reccgnized before speaking up in class, and they could

T AR

E not chatter with their neighbors. Their actions at any given moment
E had to be within thé sphere prescribed by the teacher.. Moreover,

the teacher called on the reluctant, snapped the daydreamer back to
attention, reprimanded the cut-up, and often rremiaded the puplile of
the designated focus of attention. In short, pupils were coaxed and
compelled to adhere to a code of conduct that supported the order

of the classroom. Thus, regardless of how they may have felt about
school, the disgruntled pupils had little chance to do anything about
it in the classroom.

It is evident that the forces for attention impinged upon
everyone. Less apparent are the vaéiables that accounted for fluc-
tuations of attention. The possibility that ability to attend may be
an integral part of intelligent behavior was suggested in the

presentation of the results. If this were indeed the case, the less
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able pupils may have been limited in their capacity to attend just as
they were in their capacity to achieve academically. Furthermore,

the usual classroom situation where the teacher :’rected the curriculum
to what he considered was the class average may have strengthened

the connection between intelligence and attention. The able may have
understood and participated in the instructional matter but the less
able could not keep up. This possibility implies that in classrooms
such as these the dynamics of inattention may vary with ability level.
The brighter pupile may be inattentive because they are bored, and

the less able; beczuse they are lost. In brief, all of the pupils in
a classroom may be subjected to the pressures for attention but the
extent to which they respond appears tied to a general ability variable
rather than to their attitudes toward schocl.

It becomes clearer that the force of the situation in elementary
classrooms may counter the influence attitudes would normally play in
less restrictive envircnments. Moreover, the absence of official .
channels for the expression of dissatisfaction or the exploration of
alternatives implies that the expectation held for the pu}ils.is
conformity. Confronted by these conditions, pupils may move through
their school years -- not unlike factory workers ~- doing a regsonably
adequate job regardless of personal beliefs and feelings. Ironically,
the lack of a relation between pupils’ attitudes and classroom
behavior may testify to the youngsters' success in adapt ing to an

image of what is expected.
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Obviously, the question to ask zbout children's adaptation
t;) school settings 1s not the relation between tleir attitudes and
classroom behavior. But, if the investigation led to the rejection
of one approach, its findings regarding sex difference suggested a

more promising route.
=

It was no surprise to find that boys tended to be aggressive
in their style, and girls, docile. However, what became more
defined was the way they differed in their response toc pressure.
The boys in trouble acted out and were reprimanded. Unclear is
whether the high frequency of prohibitory messages was evidence of
an adjustment to academic failure or whether tle low achievement was
an adjustive response to frequent scoldings.

The girls in academic difficulty seem to have compensated by
striving to appear socially adequate. Unlike the boys they did
not strike out at the enviromment but rather attempted to placate
it. Perhaps they accepted responsibility for tleir shortcomings,
or saw themselves as unworthy. Somehow bteing acceptable was more
important to them than challenging circumstances. There is, of
course, the possibility that the greatest stress placed on girls
is the expectation of being a "good girl,” hénce, only girls who

are sufficiently confident of their abilities dare appear less

than perfect. Support for this possibility comes from the finding
that CSD scores below the mean were obtained only by some of the
girls high in ability, achievement, interaction, attention, and

envirommental information.




59

Clearly, the boys and girls used defenses congruent with their

sex role, btut what may be the consequences of the differences is open
to speculation. One possibility is that the visibility of the boys'
defenses makes them prone to surveillance if not retaliation of

the institution's officials. However, at the same time it allows the
officials to see the boys' stress and under proper conditions to )
bring them relief. In coatrast, the girls' oblique adjustment is

hidden to the observer and perhaps even to themselves. They avert

recriminai:ions but their problems may fester.

A second conjecture is that there is a greater chance for boys
than girls to express their attitudes. With lowered constraints,
probably more boys than girls 5ot on their personal feelings. Third,
and last, the trouble which ensues from the boys’ defensive mode
may be specific to the classroom. Few situations impose as strict
a code of conduct as does the classroom. Thus, the activity that is
frowned upon in class may be welcomed or tolerated in other groups.
Conceivably, acting out for some boys may be a means of testing the
limits of the environment. If this process threatens the social
order of the group, as it apparently does in classes such as those
visited, the boys are admonished. However, if the social order can
tolerate the boys' activity, the boys are not in trouble. The gym
é class, band practice, and recess are examples of situationms within

the school that are less restrictive than the classroom.

F 3
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Interestingly, the very behavior which makes boys vulnerable
in class may help them acquire other than academic knowledge. The

relation for boys between iInteractions and environmental information

is some indication of this possibility. Acadeiic achievement may go with

acceptance of the classroom's code of conduct but zcquisition of

-~

information about one's situation may require an inclination to test 1

existing limits.
At least some of the problems of boys may stem from an inability
to conform with institutional demands in specific situations. Not so

for the girls. The girls in difficulty adhere to the classroom code

of conduct. This docility is not surprising. Very likely, the
pervasive sex role expectations for girls reinforces the 1nsgitur
tional demands for compliant behavior. Thus, the classroom may be
Just another instance in which to play out the social expectationms.
Perhaps the root of the girls' problem is a deep sense of inade-
quacy. Girls, in general, may be submitted to such powerful pressures

for conforming to & social ideal that they canmot face their falli-

bility. Hence, most girls may deceive themselves as well as others
to give the impression of meeting socially desiratle standards.

When the need for social adequacy is compounded by actual failure,
the stress upon the girl may become unbearable. Thus, she may come
to deny reality, as implied in the assertion of social perfectibility,
and to withdraw from combat, as suggested by tne infrequent inter-
actions and lowered attention. Furtheruore, the withdrawal may

affect more than her classroom functioning. This would seem logical,
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and there was a- himii of it in the troubled girls' lowered environ-
mental information scores.

Alternative interpretations have been applied to the findings
regarding sex differerces. Remaining to be explored is whether the
boys and girls adapt differently to the same school environment or
whether the school environment offers different experiences to the
child on the basis of his sex. A useful question to pursue might be
the ways in which the adjustive tasks presented by the classroom
situations place different stresses on boys and girls.

To conclude, the force of the school situation upon the children’s
behavior raises concern regarding the role the children's feelihgs play
in their adaptation to school. On the one hand, part of the child's
socialization requires learning to control his feelings and desires,
to respect the social order of his group, and to adhere to the code
of conduct. On the other hand, the child must learn to recognize what
is of value to him per. mally. If he has insufficiat opportunity to
initiate acts based on his own beliefs and values, he may not learn
to use the consequences of his behavior for better self-direction.
Other questions will undoubtedly suggest themselves, but "Does it
matter?” persists. Does the extent to which children may express their
attitudes toward school in their classroom behavior make a difference

to their development?

-
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APPENDIX A
Time: .
Date Day of Week Start End i
Activity
Subject
]
Instructional Managerial Prohibitory ‘
Names of Students Initiated by Initiated by Initiated by

Student | Teacher

Student | Teacher

Student | Teacher

30%°
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APPENDIX B

Jackson -Hudgins Observation Schedule (Revised)

This record measures the student's degree of attention to relevant
classroom activities. It is kept on coding sheets which alphabetically
list first the boys' names and second the girls'. Ter columns follow
the 1ist of names. Each column represents a 'sweep,' that 1s, the
scanning of the total group being observed.

The procedures for coding involves seven steps.

1. Draw a 1line through the row following names of absent students.
2. Record situation:

a. The date of observation

b. The unit observed, that is, whether the entire class is observed

or a subgroup.

c. Are: of focus, that is, the subject towhich the teacher has

called attention, for example, arithmetic, or social studies,
or art.

d. Prescribed activity:

(1) teacher-class. This includes recitation, discussion and

lectures.
(2) seat work. This includes tests, writing in workbook, or
otherwise working individually at one's desk.

. (3) audio-visual. This includes viewing films, TV, and film

strips.
(4) other specified activity. This would include any other

activities prescribed by the teacher and not included in

Eal

the above categories.
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3. Record time cbservatior period starts.

4. Record attention of each student.
Look at each pupil in turn. (Either according to the seating
arrangement or the alphabetical listing. In the latier case,
the boys are coded first.) For each pupil, mark on his row in the
appropriate column one of the following:

a. "+" 1if pupil is attentive.

The pupil must be attending to both
(1) the area of focus, and
(2) the prescribed activity.
b. "-" 1if pupil is inattentive.
The pupil is not attending to
(1) the ar=a of focus, and/or
(2) the prescribed activity.

c. “2¥ 1f you do not know whether or not pupil is attentive.

This may occur when there are not sufficient cues to determine the
focus of his involvement. As an 1n;mnce, it is sometimes diffi-
cult to know whether a doodler is listening Qttentively to the
teacher while drawing or whether he is deeply absorbed in his
drawing and 1s deaf to his teacher's voice.

d. "0" if the pupil is out of the room, on his way out, or returning
to his seat. He is also coded "0" if at the moment of sweep he
is sharpening his pencil or drinking water.

5. Record time observation period en&s.
6. Change coding sheet for each new zituatim, that is, whenever there' is
a change in the unit obaerved, the area of focus, or the prescribed

activity.
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Cues for Judging Attention

1. POSTURAL: Body, head, eyes are turned toward the object or in

the direction expected in the prescribed situation.

Examples of attention:

a. Pupil looks vwhere the teacher has indicated. He looks

at the TV screen, or at the blackboard during demonstra-

tions, or at the teacher who is lecturing.

b. Pupil has slight tension of the body, indicating "aliveness.”

As an instance, he may sit on the edge of his seat ready to

break into the discussion or toraise his hand.

Examples of inattention:

a. Pupil looks out the window, at ceiling, or at other students

when visual attention is demanded elsevhere.

b. Pupil looks intently at someone else or at some action in

room other than where teacher has called eictention, such

as looking at film projector being set up while teacher is

demonstrating an arithmetic problem.

c. Pupil has slumped posture, or his head resting on desk, or

other sleeping positions.

5. BODY MOVEMENTS: There is an alive tome tc pupil's movements.

His activity is appropriate to the situation.

Examples of attention:

a. Pupil raises hand to respond to teacler.

b. Pupil is involved in prescribed activity, such as reading,

writing and so on.

[}
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Examples of inattention:

a. Pupil engages in horseplay.

b. Pupil attends to incorrect activity, such as reading
when he should be writing.

c. Pupil i3 not involved in any activity when an activity
is prescribed, such as not reading when should; or not
looking up answers in text when asked to do so.

d. Pupil doodles and draws.

e. Pupil listens to another peir of pupils' conversation.

f. Pupil's eyes are vacant or glassy. The body is very
still and he stares into space.

3. FACIAL EXPRESSICNS:
Examples of attention:

a. Pupil has bright, alert expression.

b. Pupil changes expression in response to wiat is goinngn.
He smiles, raises his eyebrows, laughs, sighs.

1 Examples of inattention:

' a. Pupil is sullen, listless and without expression.

4. OTHER:
Examples of attention:

} a. Pupil has book open to proper page.

b. Pupil uses appropriate book.

2 Mt

¢. Pupil clears his desk, moves to next period's assignment.

d. Pupil recites and otherwise shows signs of participating.
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Examples of inattention:
a. Pupil’s book 1s open to page other than the one

teacher has indicated.

T PP

b. Pupil is reading a book not asigned by the teacher.
c. Pupil takes a long time clearing %:3 desk and getting

to the next task.

d. Pupil does not participate in discussion.
e. Pupil talks with neighbors when this is not permitted.

o L mad L

S. A general rule for judging attention is to take the stance of the
teacher. On the one hand, if the pupil is involved in the activity
prescribed by the teacher, hs is judged as attentive. On the other
hand, 1f the pupil is engaged in activity whch the teacher would

reprimand, he is judged as Mttemfive.
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Day of Week

Time Begin

Unit

Observer

Area

Activity

Fd

Time End

Name
(Boys first)

(Girls)

TOTALS

L o

TOTAL




APPENDIX C
STUDERT OPINION POLL .II

This is not a test. The answer to each question is i3 matter ofi
opinion. Your true opinion, whatever it is, is the right answer. You ]
will be asked a lot of questions about the school in whish 575U are now

studylng. Wherever the words “school,” “teacher,” and “student' appear,

they refer to this school, the teachers you have had while studying here; ]

and your classmates in this school.

BERE IS AN EXAMPLE

Mark your answer in the box for PRACTICE QUESTIONS on your answer

sheet.

0. In general I study

a) too little
b) too much
c) about the right amount

If your answer is “a) too little,” place an X in the box under a, like this:

al b [ d
0 X

If your answer is "b) too uuch,” place an X in the box under b, like this:

i aj bjec}] d
» o I I'x

f Pe sure the number on your answer sheet is the same as the question
number.

If you have any questions, raise your hand and you will be helped.

Place your answer on the answer sheet.

Do not mark this booklet.

€9
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Tkis school listens to parents' opinions

a. too much
b. just enough
c. too little

The number of courses given in this echool 1is

a. too many
b. just about right
c. not enough

Although teachers differ in this school, most are

a. very good
b. good
c. fair
fi. poor

In some schools the principal sees and talks with the students often,
while in other schools he rarely sees them. In this schosl the
principal sees and talks with students

a. too often
b. just about the right amount
c. too little

The chance to say or do something in class without being called upon
by the teacher is

a. too little
b. too much
c. about right

The things that I am asked to study are of

a. great interest to me

b. average interest to me
c. of 1little interest to me
d. of no interest to me

Getting to know other kids in this school is

a. easier than usual
b. about the same as in other schools
c. more difficult than usual

As preparation for Junior High School, the program of this school is

a. too tough
b. about right
c. too easy




71

The class material from year to year

a. repeats itself too much; you learn the same material over and over

b. repeats itself just enough to make you feel what was learned
before helps you now

c. is so new that the things learned in the last grade do not help
much in this one 4

In this school the teachers' interest in the students’ school work 1is

a. too great
b. just about right
c. not great enough

When estudents in this school get bad grades, their classmates usually
a. feel sorrier for them than they should
b. admire them more than they should
c. show the right amount of concern

Students in this school are

a. too smart —— it is difficult to keep up with them
b. just smart enough -- we are all about the same
c. not smart enough ——- they are so slow I get bored

Most of the subjects taught in this school are

a. very interesting

b. above average in interest
c. below average in interest
d. dull and uninteresting

The teachers’ interest in what the students do outside of school 1is

a. too great
b. about right
c. too small

The student who shows a sense of humor in class is usually

a. admired by the teacher more than he should be
b. punished by the teacher more than he should be
c. given about the right amount of attention

When teachers "go f.oo fast,” students do not know what is going on.
In this school, mest teachers teach

a. too slowly
b. about right
c. too fast
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17. Students who are gcod in sports are respected by classmates

a. more than they should be
b. less than they should be
c. neither more or less than they should be

18. The practice of competing against each other or of working together
in this school

a. leans too much towara competiticn
b. leans too much toward working together
c. is well balanced

19. On the whole, the things we study in this school

a. are about right *
b. should be changed a little i
c. should be completely changed 1

20. The teachers I have had in this school seem to know their subject matter

a. very well

b. quite well

c. fairly well

d. not as well as they should

21. Students may work either by themselves or in groups. In this school
we work in groups

a. too often
b. just enough
c. too little

Students get.along together in this school

a. very well
b. about average
c. not too well
d. very badly

The amount of “school spirit" at this school 1is

a. more than enough
b. about right
c. not enough

On the whole the school pays attention to tle things you learn from books

a. too much
b. just enough
c. not enough
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25. Teachers in this school seem to be

a. almost always fair ;
b. generally fair _ 3
c. occasionally unfair
d. often unfair

26. The things we do in class are planned

- a. so badly that it is hard to get things done
b. so well that we get things done
c. so completely that we hardly ever get to do what we want

27. Our seats in class ’

a. change too much; we can never be sure where we will sit and who
will sit next to us

b. change about the right number of times

c. never change; we stay in the same place all year

28. The students who receive good grades are

a. liked more than they should be by their classmates
b. disliked more than they should by their classmates
c. neither liked nor disliked more than they should te

SR TR TERE TN RS T R PR

29. In this school the teachers' interest in the students' school work 1is

a. just about right
b. not great enough
c. too great

30. In my opinion, student interest in social affairs, such as clubs,
scouts, and the "Y' 1is

a. too great
b. about right
c. too little

Z. 31. In.general the subjects taught are

a. too easy
b. about right in difficulty
c. too difficult

32. When students need special attention, teachers in this school are

a. always ready to help

b. generally ready to help

c. ready to help if given special notice
d. ready to help only in extreme cases
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33. The ability of the teachers iu this school to rraseat new material
.seem to be

a. very good
b. good
C. average

d. poor
34. In general, students ir. this school take their studies

a. too seriously }
b. not seriously enouzh:
¢. just about right

35. In this school teachers seem to teach ;
a. too many things that are not useful to us now

b. too many things that are useful to us now but not later
c. both things that are useful now and can be uzful later

36. When it comes to grading students, teachers in this school are generally

a. too "tough'
b. just "tough’ enough
c. not "tough” enough

37. The student who acts differently in this scho;1 is likely to find that
most students

a. dislike him for being different
b. do not care whether or not he is different
c. like him for being different

38. In my opinion, students in this school pay attention to their looks
and clothes

a. too much
b. about right
c. too little

i 39. In general, teachers in this school are

§ a. very friendly
9 b. somewhat friendly

F c. somewhat unfriendly
2 d. very unfriendly

40. In general, I feel the grades I received in this school were

a. always what I deserved

b. generally what I deserved

c. sometimes what I did not deserve
d. frequently what I did not deserve
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41. Teaching aids such as films, radio, and the like are used

a. more than they should be
b. as much as they should be
c. less than they should be

42, Memory work and the learning of important facts are

a. stressed too much
b. used about right
c. not stressed enough

43. In some classes the teacher is completely in control and the students
have little to say about the way things are rua. In other classes the
students seem to be boss and the teacher contributes little to the
control of the class. Ia general, teachers in this school seem to take

a. too much control
b. about the right amount of control
c. too little control

4. Some schools hire persons in addition to teachers to help students with
special problems. In my opinion, this type of service in this school is

a. more than enough -- it is often forced upon us
b. enough to help us with our problems
c. not enough to help us with our problems

45. When a new-comer enters this school, chances are that other students will

a. welcome him
b. ignore him
c. dislike him

46. Homework assignments in this school usually

a. help us to understand
b. have little to do with what we learn in class
c. are just "busy work"

47. In general, teachers in this school pay

a. too much attention to individual kids and not enough to the class

as a whole
b. not enough attention to individual kids and too much to the class

as a whole
c. about the right attention to individual kids and to the class as

a whole

e
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48. In general, my feelings toward school are

a. very favorable —— I like it as it is 1
b. somewhat favorable —— I would like a few changes
c. somewhat unfavorable -- I would like many clanges :
d. very unfavorable -- I frequently feel that school is pretty :

much a waste of time :

49. In this school the teachers' interest in the students' school work is

a. not great enough
b. too great
c. just about right

Povded by ERIC _ . o . _
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APPENDIX D

ABBREVIATED VERSION OF THE MICHIGAN STUDENT QUESTIONNAIRE

This is not a test because there are no wrong answers. The answer to
each question is A MATTER OF OPINION, and your true opinion, whatever it is,
IS THE RIGHT ANSWER. You will be asked a lot of questions about how much
you like this class, the teacher, and the work you are doing here. All the
questions refer to THIS ONE CLASS AND THIS PARTICULAR TEACHER. No one in
your school will see your answers. By giving frank, true answers to show
exactly how you feel, you can help us understand the opinions of students.

DIRECTIONS: 1. Do not skip any questionms.

2. Make sure that the number on the answer sheet matches
the question number when you mark your answer.

3. Work carefully, but quickly. Don't spend too much time
deciding how to answer each question -- mark the answer
that comes to your mind first.

HERE ARF TWO EXAMPLES

Mark your answers to these in the box for PRACTICE QUESTIONS in the
upper right hand corner of the answer sheet.

PRACTICE QUESTIONS:
0. I think we should have school on Saturday.
SD--STRONGLY DISAGPEE D--DISAGREE A--AGREE  SA--STRONGLY AGREE

You have four alternatives to choose from. If you STRONGLY DISAGREE
with the statement, put an "X in the SD box on your answer sheet, like this:

SD D A SA
X

0.
00. Girls talk more than boys do.

SD—-STRONGLY DISAGPEE D--DISAGREE A--AGREE  SA--STRONGLY AGREE

If you aren't really certain about this, but you are inclined to AGREE,
you would put an X" in the box marked A, like this:

SD D A SA
oo, || [ 1 lxi

However, if you STRONGLY AGREE, put an X" in the box marked SA, like
this:

SD .D A _SA
00. | 1| |_x

DO NOT write on this quzstionnaire because other students will have to use it.

- R s =




10.

11.

12.

13.
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I get along well with this teacher.

SD--STRONGLY DISAGREE D--DISAGREE A--AGREE SA-—-STRONGLY AGREE
This teacher has lots of fun with us.

SD--STRONGLY DISAGREE D--DISAGREE A--AGREE  SA--STRONGLY AGREE
This teacher heips to settle quarrels fairly.

SD--STRONGLY DISAGREE D--DISAGREE A-~-AGREE SA——STRONGLY AGRZIE

This teacher lets some kids get by without working very hard.
SD--STRONGLY DISAGREE D--DISAGREE A--AGREE  SA-~-STRONGLY AGREE
This teacher praises us for good work.

SD--STRONGLY DISAGREE D--DISAGREE A--AGREE SA--STRONGLY .AGREE

This teacher lets us all have turns doing the lobs that are fun.
SD--STRONGLY DISAGREE D--DISAGREE A~-AGREE SA--STRONGLY AGREE

I think this teacher picks on some boys and girls unfairly.
SD--STRONGLY DISAGREE D--DISAGREE A--AGREE  SA--STRONGLY AGREE

This teacher will always listen to both sides of an argument.
SD--STRONGLY DISAGREE D--DISAGREE A--AGREE SA--STRONGLY AGREE

This teacher is quick to see what mixes you up in your schoolwork.
SD--STRONGLY DISAGREE D--DISAGREE A--AGREE  SA--STRONGLY AGREE

This teacher is always fair with each boy and girl.

SD--STRONGLY DISAGREE D--DISAGREE A--AGREE  SA--STRONGLY AGREE

This teacher always asks the OTHER kids the EASY questions.
SD--STRONGLY DISAGREE D--DISAGREE A--AGREE SA--STRONGLY AGREE
What we learn in this class makes me want to learn new things.
SD--STRONGLY DISAGREE D--DISAGREE A--AGREE SA--S?RONGLY AGREE
This teacher 1is one of the best I have ever had.

SD--STRONGLY DISAGREE D--DISAGREE A--AGREE SA--STRONGLY AGREE

Py
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16. 1 get pretty bored in this class.
SD---STRONGLY DISAGREE D-DISAGK& "A-mﬁ SA--STRONGLY AGREE

15. This teacher sometimes punisheﬂ fht'uhole class for something one
person did. .

SD--STRONGLY DISAGREE n--btswnﬁz A-—~AGREE  SA--STROMGLY AGREE
16. This teacher certainly knows hdﬁ td teach.
SD—STRONGLY DISAGREE n-nlm A--AGREE  SA--STRONGLY AGREE

17. This teacher really undetst‘ﬂdd boih and girls =y age.

. .,
2agy

A--AGREE  SA--STRONGLY AGREE

SD--STRONGLY DISAGREE n--bf‘
18. This teacher knows a lot. e

SD—-STRONGLY DISAGREE n-msmnnz A--AGREE  SA--STRONGLY AGREE
19. I find it easy to talk uiiii Eﬁii té.cher

SD--STRONGLY DISAGREE n—-bi Actzt AcAGREE  SA--STRONGLY AGREE
20. Our teacher makes everything ieai 1ﬁtetest1n; and important.

SD——STRONGLY DISAGREE D—-DISABREE A--AGREE  SA—STRONGLY AGREE

21. This teacher makes sure mot to hurt your féelings. )
SD—-STRONGLY DISAGREE D--DISAGREE  A--ACREE sA--snouct& AGREE
22. This teacher often "bawls you out” in front of the cla#s.
SD—-STRONGLY DISAGREE  D--DISAGREE  A--AGREE  SA--STRONGLY AGREE
23. I really like this class.
SD--STRONGLY DISAGREE D--DISAGREE  A--AGREE SA--STRONGLY AGREE
24. 1 1ike to be called on in this class.
- * SD--STRONGLY DISAGREE D--DISAGREE A--ACREE  SA--STRONGLY AGREE
25. This teacher makes it fun to study things.
SD--STRONGLY DISAGREE D--DISAGREE A--AGREE SA--STRONGLY AGREE

26. This teacher doesn't listen to what SOME boys and girls have to say.

SD--STRONGLY DISAGREE D--DISAGREE  A--AGREE SA--STRONGLY AGREE

I




31.

32.

33.

34.

35.

36.

37.
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-

- -

Ouy‘teacher helps us ihéi wéﬁhave problems with our work.
s;n-smout;lt{y_.,nlsmp{r:z D--DISAUREE  A--AGREE - ‘SA--STRONGLY AGREE
This teacher has some special favorites or "teacher's pets."”
SD--STRONGLY DISAGREE D-BISAGREE A--AGREE SA--STRONGLY AGREE
This teacher makes me nervous.
3D¢-STRONC§Y-DI§;;REE D--DISAGREE A--AGREE SA--STRONGLY AGREE
This téachér 1likes children.

SD--STRONGLY DISAGREE D--DISAGREE A--AGREE SA--5TRONGLY AGKEE

I wish I could have this teacher next year.

SD--STRONGLY DISAGREE D--DISAGREE A--AGREE SA--STRONGLY AGREE
This teacher likes to hear students' ideas.

SD--STRONGLY DISAGREE D--DISAGREE A--AGREE SA--STRONGLY AGREE
This teacher makes sure no children get left out of things.

SD--STRONGLY DISAGREE D--DISAGREE A--AGREE SA--STRONGLY AGREF
Our teacher is very good at explaining things clearly.

SD--STRONGLY DISAGREE D--DISAGREE A--AGREE  SA--STRONGLY AGREE
This teacher gives us a chance to show what we are good at.

SD--STRONGLY DISAGREE D--DISAGREE ' A--AGREE  SA--STRONGLY AGREE
When I'm in trcuble I can count on this teacher to help.

SD--STRONGLY DISAGREE D--DISAGREE A--AGREE SA--STRONGLY AGREE
This teacher purishes me for things I didn't do.

SD--STRONGLY DISAGREE D--DISAGREE A--AGREE SA--STRONGLY AGREE




APPENDIX E

GENERAL. INFORHATION QUESTIONKAIRE

1. What is your name?

2. How old are you?

3. When did you first enter this school?

(month --- year --- grade)

4. Do you have any oider brothers and sisters who have attended this school?

If yes, list their names and present school grade.

5. Do you have any younger brothers and sisters who are now attending

this school?

If yes, list their names and present school grades.

6. What is four father's occupation?

7. What is it you like best about school?

8. What is it you like least about school?

9. Which subject do you like best?

10. Which subject do you like least?
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11. What must a student do to get milk?

12. Can anyone get in the school band? (Check correct answver)

Yes

No

Don't know

13. Can you check books out of the school library?

Yes

'
I T T T T e, TNy §

No

P

Don't know

If yes, for how long a period?__ __

If ro, why not?

14. Can anyone sign up for sports?

Yes

No

Don't know

15. Does your school have a special person give speech correction services?

Yes

No

Don't know
- 16. Are there other 6th grade classes in your school?

Yes

No

Don't know

1f yes, what are the names of the teachers in those classes?
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17. What are the names of the other elementary schools in the Blue Island

School District?

18. What 1is the name of the principal's secretary?

19. 1Is school ever called off because of bad weather?

Yes

No

Don't know

20. How does one get Patrol Duty?_

21. Do you get any rewards for being on patrol duty?

Yes

No

Don't know

22. Where is the fire alarm nearest to your class?

bl | i

é 23. Where is the fire extinguisher nearest to your class?
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Where is the TV kept when not in use?

What is the name of the company that handles the class pictures?

What do you have to do when you return to school aiter hhving missed

one or more days of school? )

Where in the library do you find biographies?

What is the name of the person who cleans your classroom?

Is it possible to skip grades?

Yes

No

Don't know

If yes, explain when this might happen.

When can students bring their lunch to school?

Will there be any special medical requirements for entry into school
next year?

Yes

————

No

—————

Don't know

DR L TR Y T

R T P T T
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32. Do you have to stay in school when you don't feel well? 1

Yes

No

Don't know

33. What should you do when you are hurt badly in the school yard? 3

34. Is there a public pay telephone in the school building?

Yes

No

Don't know:
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