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The school provides sne >f rhe two maji:r "socializarion cultures”
for the child. Tts impact is =z=xerted 21 h:is life space throign ais parta-
cipation, five days a week, a112 months 2 year 11 the interaction and
activities of the schosl. Through scniol1 policies. selacted curriculum
materials and professionally =zrainac rescners, the :school assum2s respoasi
bility for a variety of sacializatina zasks- communicatioa of knowladge
about the physical., biological, s>cia! econmic, and political eaviron-
ments; teaching skilis of acquiring and :1s11g kaswledgz i1 the solving
of problems; forming valuss and attizud=s abour staadards of arhievement,
morals, interperszonal orieatatinns. aad self worta.

The type of colisborarisa berwesn pupil and teacha2r ia rhe
acceptance of <nesz grals and ways of warkiosg toward them is crucial ro
the efficieat transmissioa of the cualrure aad to the d=velopm2nt and
growtn of cr2ative contributiosas - zhs cuiture.

This project is5 direcr2c tr-ward aa a1aly:1s ¢ tne dylamics of
the learning s1:uat11s ia 3 wariety 9f public school 2lassrioms.  The

focus of the projzct is to make 2 comparativa analysis of tn pitterns of

il

cocperation or alienation amdng par:nts  teichers. paers aid individual
pupils which create learning culture: of differing productivity i- abour
30 classrooms at =lementary aand secoadary levzis in sa2wen diffavenr
school systems.

For a period »f more than tea y=ars a team of social scieatists

and educators at The Laivarsity of Michigan hare baen interesrted in gaining
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Subsraatial coatribuacions were made by Mark “hesl.r 3 research

assistant; Mabel ¥aufman, a classroom teacher 90 “he resear-h ream a3

interviewer and analyst: James Wigle staristical 43s31stant, Dona:ad
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Chapter [

A LOOK AT THE CLASSRCOM LEARNING ENVIRONMENT'

Already at 8:45 a.m. Mrs Thrasher's 2nd grade classrcom is a
beehive of activity. Although school dcesn't start officially until 9:00,
many of the children have ccme early and are engagei wirth small arLups
of their friends in a variety of prcjects. Richard (#260). Rebin (#259),
and James (#240) are engrossed in a small terrarium containing a ctcuple
of toads and a garter snake. Richard is talking loudly ¢o his friends.
tapping on the glass next to the snake, and saying, '"Sure snakes can eat
tcads. You just get this one mad enough and he'll g0 after it'" Brenda
(#241) is leoking on, toe.

Three girls are gathered around a small recsrd player listening
tco records. Szlly (#245) seems to be operating the machine.

A couple of boys are playing demivoes. Five or six children
are gathered around Mrs. Thrasher. Al (#2¢1) is describing a cance ride
be'd had with his dad the afternoon before. Each of the zthers is obvi-
cusly tryirg to get a chance to tell about scmething he had dcone, tnan

Jerry (#243) is scuffling with Geurge (#244). but a severe lenk
from Mrs. Thrasher seems to have some effect

At 9:00 all twenty-four of the children have arrived. Mrs.
Thrasher seats herself as a signal for them to gather arsund her 1o a
semi-circle, sitting on the flcor. Plaaning for the mrrning s unit perind

on Pre-historic Animals is about to begin.

L 4
Robert Fox primarily is responsible for the contents of Chapter I.




As cutside chservers. intereztei in the dvpamics cf

the classroom, we may say => curselves: 7This seems

tc be a fairly ncrmal elementar assrcon - aager

children, a gocd deal of niise ang attivity jigterest

centers, pleasant surrcundings an understandinrg and

capable teacher,

"Mrs., Thrasker, mv motker rook me re the museum yesterday
afternocn and I saw rheir dincsaurs." Sreaks -~u- Richard {#2605. "They
had a tyranndsaurus. It came frem Wyeming  Mrs. Thrasher, can cur class
g0 see it7"

*“Yes, wves., Can we, Mrs. Thraskec?"

The cther ckildren secem tr regari Richard with some respect and
awe. His contribution is typical of his krazk £ar antizipating what weouidg
be of interest anj worth for the groLp.

Why do the -hildren accepr Richard's suggestion so

readiiv? D¢ ‘hey really respa:t his intellectual aniiity

and his expertrmess ir school subjecrs? Or dces he fust

happen t2 hit upon a suggestion that c2incides with

group needs and interes:s of the moment?

"Well * says Mvs., Thrasker., "If we were to ge, what could we €ind
out? Which of cur questions (referring te a neatly lettered series of
questions lista2i on a sheet cf newsprint posted 7o the %ot heard) mizht
be answered at the museum? Martha?"

Martha (#257) hargs her heai and lc~ks em zrrassed at having been

-calle¢ up<on.

"Yes. Al (f#26137%

"We could see wha* dinosaurs really icck like.*

"We wculd find cut where they come <rem.* added Burter (#253).

"How many dindsaurs do thev bave?r

The teacher interrupts. "Do you suprose we could apptint a Lom
iwittee to help plan a trip tc tke musewm?*

"Yes - I nominate Richard (#2¢0} * sa¥s Sarab {#252).

ERIC
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Carol (#2493 keeps cn coloring when the resr =f the 2rTup 1s reads,

to be excused for recess. Mary (#262) calls tc her, "Hurry up. VYou're
making all of us wait."

Carol responds, "Ch, shut up "

As the class is standing in line the girl behind Mary (#262)
kicks her. Mary lcoks telligerently at her classmate but says nothing

Jerry (#243) whispers to ancther child. "You zan have this candv
if ycu will play with me at recess time "

“I don ¢ like that kind °f candy" {i.2 . "Go peddle ycur papers®).
replied Bill (#248).

"You pi1gi" lashed out Jerry. He then turons and pustes another
boy who had not been involved.

The <lass moves cut conto the playgrcund. Scme of the grcup
start teo choose sides for a game of field bali  Karen (#258) iz oot
among thke first :hildren checsen. She walks cver to the fence and sits

dcwn. The teacher suggests that she reicin thke group.  Sam (#235) says.

“Czme cn, Karen." Karer begirs to cry and peut

Ther Martha (#257) says, "Cry baby," and the class j=ins in
Karen dces not reenter the game.

Neither the teacher s attempt ar support ne~ Sur s “ire-t

enccuragement seems to be acrepted by Ka-en Are inzi-

dents of these types just a normal part of group life

for children cf this age? Or 4: trey refle-t unmet

sccial needs or special cpportunities €ar learnirz new

skills of effective group 1ife?

Brice (#254) comes up te the teacher tcoplaining that a gang is
trying t: get him and will beat him up The teacher assures him she wil:
keep her eves open t- prevent such an occurren-e {There had heen othter

reports 2f gangs <n the plavground They seemed =0 move agzinst sclitary

children or attazk other smaZl groups. In dis-ussicmn <hildren expressed

#‘;—
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in activities they propose. One of the boys (Jerry, #243) and one of the

girls (Martha, #257) seem to have no influence at all.

Social power. We can look at this pattern of influence or sccial
power in greater detail. The children were asked, "What kids in this class
have an easy time and what kids have a hard time getting you to dec things
theywant you to do?" They were given opportunity to rate each pupil on a
four-point scale - number '1" meaning "almost always'; number "2'", "often';
number "3*', "once in a while'; and number '"4", "hardly ever". The rumbers
were arranged alongside a small picture of each child, so that the rater had
only to circle the appropriate number for each.

Sally (#245) was rated '"1" by sixteen <f the twenty-four children.
In other words, two-thirds of the class reported that Sally cculd almost
always get them to do things for her. Richard (#260) was attributcd almost
as high a degree of social power. Fifteen children rated him "1". Interest-
ingly, chere were two children in the case of Sally, and three for Richard
who rated them at the nther end of the scale, i.e., they considered that
Richard and Sally could hardly ever get them to do things. Figure 1 shows
the average ratings of social power attributed to class members by their
peers.

Likeability. Oppcrtunity was also given each class member to
indicate on the four-ponint scale how well he liked other members of the
group. An averaging of these scores produced a measure of attributed
likeability. A device similar to that used to obtain social power was used.
Pictures -of each child in the class were accompanied by the fcur numbers,
1" meaning 'you like this kid verf much', 2" meaning "a little' ‘3" ''ycu
don’t like very much", and "4'" "you don't like at all'. Interestingly, Sally

(#245), highest in social power, also received the highest ratings on
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likeability. Twenty of the twenty-four children in the class liked Sally

very much. The second highest pupil on likeability was not attributed quite
such a high rank on social power. This was Robin (#259). Figure 2 shows
the average of the ratings accorded each pupil on likeability. The range
seems to be quite similar to that fer social power, but the positions of
children in rank order have shifted somewhat. Note that the pupils are
arranged in the same order on Figure 2 as on Figure 1, namely by descerding
order of social power.

Expertness. A third dimension of the social climete o%f this class-
room which might be examined is the attribution of expertness in performing
the tasks normally associated with the school classrcom. How do these
children see one another as able tc do arithmetie, as possessing informa-
tion relative to problems under discussion, knowing the rules of the game

or having the skill tc be chairman of a work group? 1In response to the

question, "Which kids are good at doing things you do at szhool,' each child
rated the others on the four-point scale--"1". '"wery good"; "2'". gocd”,
"3". ¥not sc gooc®; and "4', "poor". Again, Sally (#245), leads the class
(see Figure 3). She is seen by the largest number of hLer peers (19) as
being very good at school work. Jerry (#243). on the other hand, maintained
his position at the bottom of the class, being given sixteen ratings of
Ypoor' at school work.

Sources of social power. It has been intimated in the foregeing

discussion that social power may te dependent upon the kinds of resources
that classmates attribute to the child. Included among these rescurces may

be likeability and expertness. The relationships ameng these facters, and.

in particular, the relationship they bear to social pewer in this sezond

grade classroom may be more apparent if the data presented in the first

three figures are gathered into one. Figure 4 plots the averag: scores {or
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each zhild on likeability. and expertness against the scores

on sacial power which have Ekeen arranged in rank order. It bec-mes obvi-is
that likeability and expertness are twz imporrant dimensions o©f social prwer
for these children. But indjvidual cases bear scme studv. Why is Rchin

(#259) ra*ted nearly average in the class on sccial r2wer, yet 13 seccnd

only to Sally (#245) in likeabtility and expercness? How does James (#240)
manage to have reiatively high social power when k2 rates amcung the iswesrt
in expertness and well dcwn ~n likeability? A brief lc-k wil: ke raken at
some 2£ these individual cases. subseguently.

A question might be raised regarding the degree tc which this pic
ture of the pow~r structure of a group of school -hiidren 1- relevant to
other age levels and to cther situations. Data from a larger pnopulaticn =af
classrooms will be examined in subsequent sections of =his report. However.

at this time it may be instructive to look at the z-mposite grarh ~f a 5th

grade classroom Figure 5 shows the sccial power. liking, and expertness
relationships in a group of eleven to twelve-year-clds, It will be ncted
that the same high degree of correlatien between positicn on social power.
liking, and expertness exists as with tha 2nd graders, perhaps & tit more
prcnounced. High schosl classes show similar prcfiles

Range of sociometric_choices. Although it was not suggested rc

h

the pupils that they spread their ratings acsross the fou

et

- levels. "1" thr-uygh
"4", they did so quite remarkably. They were. it appaars. atls to identify
classmates who had social power and those whe lacked suchk prwer. those whe
were expert and those who were less expert. Examinaticn of Figure € reveals
that while the positive level was used most heavily, (ratirgs :f "i" . "slpase
always can get cthers to do thing", "like very much®, "wery go=d at d-oing

the things we do at school”); the other levels, inzluding the most negative,
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were used with consideratle frequency. The 2nd grzce -ilassr--m 3isryibitan
its choices more evenlv than the Sth  The 5th graders were mare likely r:
attribute pnsitive qualiriss to their classmares than were th2 3ind zraderss
Consensus  Tc what extent, 1t msy ke asked. Z-es ~his vange of
ratings reflect a :lear-cut consensus am:rg the chiidrexn regarding rheiy

classmates? The irequencies shcwn in Figure 6 may resulr from a samewhat

random ccllecticn of *17s" and M4 s M2°gH e d M3 5" far ezct -bil3

-
)

a particular child apt t- be rated high un s-:ial prwer by neariv ail =¢
the shildren in the ciass? Will nearlv all agree *kat -re <h'ld is expert
at dcing things at schoel., and ansther is poar?

1f ccnsensus were zomplete, a pupil rated high ~n sccjai prwet
would te given all "1" ratings (or 100%)  Simiiarlv a -hild whom ail acreed
has nc social pcwer would ger =ply "4' ratings. Therzscre, -ne zam use the

per cent of "1" ratings giver ‘< thoce pupils wk

[
m
1
[
x
3
(24
-~
L 1)
[
0
o
m
it
o
[
11
¢
-
-
foory
(1]

of thke class cn secial prwer 23 & measurz of --nsepsus  Ang per:entage

over 25 (whith he wruld achieve if the ratings were s-mplerelv vané-p:.

would indicate a degres <f agreement Troge approz-kivg 100 p2r raitr woyld
indizate vary bhich agreement in Table i the percactaze -¢ ¥} 2" ap? -°

“4's" given to the highest pupil) and t: th: 1-west pupil 37 she fw: :lasses
on eazh of the measures i3 pressated There s gra2ater :vnssaszus ~egzvdir:
the kigh rankirg c¢bil<. in each rase than “:r the i:w vinkirg "r2  Tte

5th grade shows a higher c-rsensus for all chara-*svisri-s sx-spt Plikira"

(o]

The second graders appear to be in greater azgrsarent regarairz whom thev
like and whom tbey d- not iike thar 4~ the fiith gracers
Table 2 presents similar data f<r b-zh :‘assss d:=ides 1at-
quartiles. Thus, the upper cre-fourth =f tbe :hiidr:r on sczi1al prwer ir
the 2rnd grade received 35% "i'" ratings and criy 18% "= 3", ir tte 3th 2-zue
Q
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TABIE 1

CONSENS™'S AMONG CLASSMATES IV RATING HTGHEST AND 10WEST CHILD

Of all ratings each child received the

Highest and lowest following percentages were:
child Power _Liking _Expertness_
I's 4's l's 4's 1's  4's
2nd grade
Highest child 70 9 87 4 83 0
Lowest child 9 52 30 61 9 70
5th grode
Highest child 79 4 72 0 97 0
Lowest child 4 59 14 45 0 79
TABLE 2

CONSENSUS AMONG CLASSMATFS TN RATING ONF ANOTHER
ON POWER, LIKZNC. AYD EXPERTNESS

Of al!l ratings each child received the

Strata on each following percentages were:
dimension Power Liking Expertness
IR 2l‘ 2'3 2'5
I's or 4's I's  or 4's 1's o 4's
3's 3's 3's
2nd grade
st quartile 55 33 12 71 22 7 72 23 5
2nd & 3rdquartile 29 50 21 39 40 21 37 48 15
4th quartile 18 46 36 30 24 46 14 48 38
5th grade
st quartile 72 22 6 64 36 0 81 19 0
2nd & 3rd quartile 28 64 8 30 635 5 29 69 2

4th quartile 9 61 30 17 62 21 2 78 20
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this zrsup received 72% "1" ratings and only 9% '"4's". The figures for the
entire <lass support ths generalizations drawn abcut the highest and the
lowest pupils: (1) there is more agreement cn the dimensions of social pawer
and expertness among the clder children thar among the ycunger ones, an3

(2) there is more agreement at beth agze levels as tc whoem the high ranking
children are than there is regarding the low ranking childran.

Central or d¢iffuse classroom structurs. However, even theugh

the individuals in these classrosms shcw zconsidexable agreement, classrooms
do differ comsiderably one from the othsr cn how much <onsensus there is
abeut liking; influence, and expertness. 1Ir other wirds. classrocms

differ on how pupils distribute their interperscnal preferences. 1In

some classroems, for instance, iInterperscnal acceptance and rejection

are narrowly focused. Such classrecoms, referred to here as centrally
structured groups, are characterized by a largs number of pupils whe agrez
in selecting only a small cluster of their classmates on a sociometric
test. Along with this narrcw £ocus on a small number of pupils; many

other pupils are neglected entirely. On tke 2thar hand. scme ~lassrowms

are characterized by a wide range of positive and negariv

Pa 1
(1]
)

choices - 1.8,
little or nec focus of interpersonal atceptance and rejsction uptn a few
members . -These classrcoms are referred to as diffusely structured groups.
Such groups are distinguished by a more equal distributinn of sccicmetriz
cheices’, by no distinct sub-groups whose membetrs rezeive a large proportion
of preferences; and by few entirely neglected pupils.

In general, data indicate that diffusely structured grcups
accompany more positive and supportive classvoom atmospheres then centrally

structured graups.

Stability. Perhaps the distributien of choices or group structure




)

is a functicn of the length of time the pupils have ha? to become familiar
with the charactevistizs of cther members of the class. One might predic:
that measures taken at the end ~f the schenl year would skew a bigher

degzee of consensus than those taken early in the year . (Qr °%f even grzarer
significance, one might expect that because of the eppsrtunities for
growth'and learning provided by the schcel there would be a general upgrading
of the ratings giver. Pupils at the end of rhe year wruld see each :ther as
having improved in their skills of social in€luenze, become more likeable,
and be seen as more expert.

Actually, there iz little variability cver time on all measures -
sccial pewer, likeability. and expertness. The rating scales were adminisrered
to beth the 2nd graders and the 5th graders in the £all (Oztober), and again
in the spring (May). Correlaticns tetwesn the two times proved to be excep-

ticnally high (significant at the .U{l level in mes: cases). It may be ncted

that social power and expertness are more stable in the elder group tham in

the younger age group. There seems to be nc significant difference betweesn

age groups in the stability of likeability  Likeanhility. h:rwever, is moxe
stabie for the girls than fcx the boys.

The class as_a gricup. To summarize, it has Leen shown that under-

lying the interaction that is so central a part of the teaching and learning
process in a classrocm is a nerwork of interpersonal relationships. Chilzren
attribute to each of their classmates a level of sccial power or abil:ity

tc influence others which veries frcm very high to very low. 1In the twe
classrooms described, it appears that being liked, or likegbility, ani bheing
able to do things well at schocl, or expertness, canstiftute important szur:zes
of social pcwer.

: Children assess the status of their classmates cn these varxiahles

Q very quickly at the beginning of the school year, and they maintain their

<7 _
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judgments with littlie variation throughout the vezr. The 5th graders haid
a higher level of ccnsersus in their judzments at the bezinning af the

year than the 2nd graZlers and maintained rheir judgments with greater
stability. There is move agreement with regard t< the high status children
than regarding those =f middle or low status.

Against this general backdrop of the tlasz as a grzrp move
individual children. each a ccmpssité of abilities and attributes,
reacting and irteractirg with osther pupils ani with thke teacher. What rzzn
be learned about pupils like Jerry (#243) and Karen (#238) and Martha {#257)
who s¢ obviously are operating at a law lzvel 2 effectiveress in the
classroem, that will help them imprcve? Czn their state of mental health
as well as their academic achievement be improved?

The low power pupils. The six children in the 4th quartile of the

2nd grade class to whom is attributed the least ability to influence ethers
may be termed the '"low power"” pupils. Three cf these are.boys (Bi1ll, #248,
Jerry, #243, and Sam, #255) and three are girls (Brenda, #241; Marrha, #257,
and Karen #258).

Jerry (#243) is oy far the lowest ‘in the amcunt of sacial influence
attributed to him by his peers. He is also the leas: liked in the class.
With regard to expertness, his tlassmates plzace him in a categery by himself,
so extremely lew as to inditate mo expsrtness ar all. Yet his scores on
the reading test indicate a reading grade cf 1.86. with five of his zlass-
mates scoring lower than he. .Actual observation of Jerry's behavisr in
the classroom and reports by the teacher show him to be impulsive, «ften
using physicail force in his aFtempts to influence others.

Jerry seldom irnitiates any friendly behavior (although you will
recall he was the one described earlier whe tried to buy a playmate at

recess time with offer of some candy). His inflienze attempts are seldem

o
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successful. The other children find themselves interacting with him
negatively. Their manner is usually cne of ordering or telling him to do
something. He receives no friendly apprcaches frsm cthera,

Jerry rates himself realistically with regard to his influenze in
the group, placing himself in the lcwest category. He was quite unrealistic,
however , about how expert cthers saw him to be and how weill they liked him.

He gave himself the highest ratings ("1°s") on each of these factsors, when.
‘ : in fact, he ranked at the bottcm of the class on both. :
In general, Jerry is a lcwpower, aggressive, unfriendly boy.
He exemplifies dramatically the interrelationship among a number «f social
; variables, each seemingly having some effect on the others. Wherher or not
; his low academic rescurces affect his low status with his peers, or vice versa,
] is a question which can and will be explored in the research described in

subsequent chapters cof this report. Of particular interest te Jerry‘s

teacher is the pessibility of helping him improve his social prsition. The
scheol traditicnally gives ccnsiderablé'attentian to the actademic problems
| of pupils like Jerry. The teacher in this classroom wants te plan toward
scme change in Jerry's sccial status, under the assumption that ir may be
valuable not only as a means of raising Jerry's level of mental health,
but as a positive influence on his academic achievement.

In contrast to Jerry, the class agrees that Richard (#260) is
high power. He is well-liked, but only to the extent of being at the top
of the second quartile of the class. He is above average in intellectuzl
performance, motor skills and procedural skills. Pupils rank him high in
expertness, although his reading achievement is at about the class mid-pzint
(2.2 grade level)., The teacher characterizes him as a boy whe thinks of

others and understands their needs. He engages in much influence activity,

[:RJ!:( mostly directing or ordering cthers. He frequently rezjects the attempts of

29
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others o influence him. He is physically aggressive. kur often expresses
“riendly feelings towzrd others. 1In turn. he is the target of a gocd decsl
of physical aggression from others, but often receives rke eXEressicn of
friendly feeling from classmetes.

Richard has :onfidence in himself. ©Op the socizmetriz rering

scales he assigned himself the highesr ratings ("1°s") =p z1l measure

uy

power, expertness, and likingz. These ratings proved to bz quite realist::.
Richard, then, can be charazterized as a high powsx irieﬁdly, experc«.,
active, assertive hcy.

Ancther type of lcw pewex c¢hilé is Karen (#2587 She is secen by
her teacher as above average in intellectual skiil and moter skill,  EHer
reading achievement is next to the highest in the class (2.9 grade level?.
Karen rates herself as being higk in expertness. Yet her classmates ratsz

her in the lower one-third of the class cn expertness. She sees herseif

as being much better liked by her peers than she is; she places herself in

the top categary en social peower, when actually sbe is near the bottom of

‘ the class. Her overpcwering need for vecognition and ker tendency to wich:
draw rather than to face ker problems were exemplified by the insiden:

reported at the beginning =f this chapter, wherz shs 12ft rhe Zame whan nci

chosen first. She tries to infiuence others by meking scmewhat timid
requests of them; and she yé:eives mostly orders. Karen is a iocw power. |
. passive child who apparently has consicderable potential, but faces a sericus
problem in relating tc her claszmates,

Sally (#245) is the star high power of the class. Besy liked, mosr

expert, and highest in social pewer, she is a happy child whe is success®ul
¢ in her social relationships. Her reading achievemsn: 1s at the 3.3 grade
level and her teacher says she is good in preocedurel skillis and high in

iElﬂC X
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overall intellectual performance. She doesnu't rry te influencsz others
much; when she dces she timidly requests rather than demands. Ste
expresses more friendly feelings toward other children than do mast; she
never uses physical fcrce. She receives 2z lot of influence atrempts from
others, mostly suggestions and requests. She is the targe: $or expressi-no
cf positive affect by a number of the class members.

In spite of this very positive picture frem reacher anc¢ class-
mates, Sally rates herself low. She rated herself 2" on liking, meanivg
she thought the others in the class liked her *a litrle®. znd & 2" op
expertness. Is this an expression of a kind of "modesty® whizh is
expected of girls this age by their peers? Susan rated hersel# 3" on

social power, as one who cculd “once in a while" get others in rhe class

} to do things. 1In spite of her'very strong sccial pesition in the class,

are there some ways in which Sally can be helped to he even more zffec-

tive? In what ways could Sally be influentiecl in improving rhe general
social climate of the classrcom?

b Tvpelogy. To &@ssist in the subsequent discussion of these and :
other pupils in the classrooms studied by this projec:, a set of general-

1344

1zed *types"” have been identified, based upon those aspects cf the pupil's

interpersonal situaticn that seem most pertinent to the effcrts of the

teacher and her co-werkers in the project te help the child improve. These
types have been developed arcund such mental health variables as (1) the

amount of social influence activity, (2) the degree of assertiveness or

e e T e em T

directiveness utilized in influencing others, (3) the degree of forceful-
ness or threat of force used, and (4) the kind of affect chavacterizing

the pupil’s influenze efforts.

The activity variable ranges from *factive® to "passive”, and

e e e e e ¢ i = TP
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; is determined primarily by the number of attempts the child makes to influ-

| ence others. Jerry (#243), for example, is fairly active in trying to
influence others. Brenda (#241), on the other hand, seldom takes any initia-
tive to influence sthers in the class.

The second variable, assertiveness, deals with the manner of

influenzing cthers. Some children demand or crder others to do things, some
ask or request rather ferthrightly, and scme ask or suggest timidly or
tentatively. The directive or demanding apprcach generally allows £or uo
comfortable refusal on the part ©f che pupi’ being influenced. The sugges-
tion or request implies beth that the initiater has a right to make the
request and the pupil being influenced has a right to refuse should he wish
td do so. Influence acts which are presented in the timid or tentative man-

nexr imply autcnomy primarily for the pupil whe is the target for the influ-

ence; it implies that the initiator feels he is eon shaky grcund in making
his request insofar as his power for getting ccmpliance is concerned.
Assertiveness has another dimension. The extent to which a pupil
accepts or rejects the influence attempts of others is considered to Le an
indicaticn of his level of assertiveness; the rejecting pupil being high

in assertiveness, the accepting pupil, icw.

| Forcefulness is primarily a measure of the extent tc which each

i child uses physical force in his influence attempts. This includes not eonly
! actually hitting others and pushing them around, but threatening them with
menacing gesturesol The initiator may threaten tc¢ use force at some future

i date or in the event the persen he is ﬁrying to influence fails to satisfy

E certain requirements in the future. He may invoke sancticns by externsal

i agents - some peer, an adult, th2 group. The force does not always have tc

|
t be exerted toward the perssn of the child being influenced. It may be inflizted
i
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on scme material ob t, such as tz2arirg up & pupil ‘s paper o stamping
£ P :

on the florr.

The fourth variabtle has is5 da with a“fazs. 7Tt ranges <rom

“friendly' to "hostilef . Fupilz rarking high sn this variarle freguant iy
iniriaze friendlv btehav:icr royavd “thers; <hose ranking low fraguenrly
mak2 unfrienily or hostile comments about er ¢cwasrsd cther pupils  Friendlw

acts are solizitous

sipptrtive and sympathetic. Rtk giviog &n?d seskwng
affection are inziaded., Thz unfrien nély pupil expresses disiike -+ hata
fer the pupil who 33 the rarget. H: mav tear him &rwn through name-:alili-g ‘
i
or mocking,
All the behaviczr variazbles described ar-ve ave Portpu*™ warianles,

1.e.. they have to de with the type 2f behkavior the <hild engeges in as
initiater or reactor. Ancther dimensisn 2 all -¢ “he forszrire types is

the ®{input® dimension.

“Ioput® typss sl1s5¢ have to dc with *he variebles zf activiny,
assertiveness, forcefuiness, and affect. Hewever. -hesa types ave oo

cernad with the child wko is recziving the influencze, The child whe {3
high on the irput variabls of activity receiwes or i3 the tavger oy a

large number of influemze azts r£n the part of ttherz, The 2hild whe {3

-t
Q
£
Q
=}
ot
=
i
§ode
k)

A
[
o
-
']

rariatle of assertiveness is mainlv & teress Sz fhe vimad
or tentative regquests oF ath
target for demznds. The 2kildé whe i3 high on forzefulness inr
target of influence attempts «f ~tbers tha® zre chyzicallr zgeressive -
they are "shoved around®, threzrened. -r kit. High frierdliness wmpur
indicates a pupil who recsivas much positive elifect; a low rating wosid
be given a pupil who receives considerable expression of onfrisndiinsss

or hostility from his peers,




Table 3 summarizes the cutput and input types for the pupils in
the second grade class that have been described. It will be ncted thacx
Brenda (#241) is a withdrawn, low power type that initiates few infiuenre
attemprs, and does this mainly by pleading, usually acceprs the influence
of others., receives 1little influence frem others, and when she dnes it
may be aggressive and unfriendly. 1In sontrast, Szm (#255). 2v active
low pcwer type, engages in much influence aztivity, mescly »v relling
others what o do, often rejects the attempts o othets to influen-e kim.
His acts are scmetimes physically aggressive and unfriendly, and he
receives 2 lot of influence from cthers, some of which is, in turn,
physically aggressi?e and unfriendly. Thus, two types, each wi*h =z
different pattern of behavior, produce a common result « low social power.

All four of the high power children, in contrast tc mest ¢ the
low peers, cften express Zfriendly feelings toward cthers. Ali but Rickard
( #260) do net use physical force. Examination of a similar chart Sar

the 5th grade class, Table 4, reveals that a1l four ¢f *hs older hiegb

2

power children, including the boys, deo not use hysizal force and often

o)

express friendly feelings tcoward cthers. The high pcwers usuelly have a

lot of iniluence attempts directed toward them; but these are deferential -

requests, suggestions, questicns. Low pewers also receive a 1zt of

influence attempts; these are usually directives or oréers. Low powers

are most often the targets of physical aggression and unfriendly expres-

sions =f affect. Mest high powers de net have physical ferce used againsr

them and d2 enjoy the expression of friendly affect from others.
Utilization. Most of the varizhbles described so far have involved

perscnal or interperscnal compeonents and relate to mental health. School
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1s also concerned with academic achievement. Miss Thrasher and the other
teachers estimated the level of utilization of academic aptitude bv varicus
class members by first dividing the class on the basis of intelligence
test scores into two equal groups - the high ability (abeve the mean I.Q.)
and the low ability (below the mean I.Q.). Then, each of these groups
was divided into twe equal divisions - those who, in the teacher's judgment
were utilizing their ability at an efficient high level and those who
were low utilizers. Thus, a utilization typeclogy was developed:

High ability - High achievers

High ability - Low achievers

Low ability - High achievers

Low ability - Low achievers
T@e relationships between these mental hzalth and achievement variables

will be examined in subsequent chepters.

Teacher-pupil interaction. So yar; the interpersonal situation

in these classrooms has been discussed primarily frcm the standpoint of
the individual children and their peers. 1t is true that the classroom
is a kind of sub-culture in which th;—pspulatiOn is drastically skewed

(in this case around the 7 1/2-year-old mode for the 2nd grade, and the
10 1/2-year-old for the S5th grade) . However, an important part of the
culture is the teacher. How does the teacher view the children, and they,
her? What is the pattern of interaction between teacher and pupils? Dees
the teacher treat all children with dispassionate equality, or is there

a tendency to intevact more with the "active" children, or with the
"trouble-makers,” or with the most “expert!” of the class? How do the
children act toward the teacher? Which kinds of children seek out cppor-

tunity to interact with the teacher; which kinds avoid teacher contact?

.
L
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Information about these matters may make a considerab%e differenze to the
teacher who is thoughtful about how children of varicus types can be mest
effectively helped.

Observation in these classrocms revealed scme interesting
patterns. It was recorded that the teacher in both rooms initiated con-
tacts with the boys in the class more frequently than with girls. In
the 2nd grade class contacts with the low power boys were meost frequent
of all. In turn, these younger, low power boys most frequently initiated
contacts with the teacher. Thus, 2nd grade low power boys are both the .
initiators and the objects of a relatively high proportion of the teacher-
pupil interaction. Conversely, the high power girls in the 5th grade
class have least frequent interacticn with the teacher.

The younger girls, both low and high power, were more friendly
or affectionate in their approaches to the teacher than were other groups.
There does not seem to be much difference in the affective quality of the
teacher’s approaches to the various categories of children; in either
classroom.

With regard tc the content of the interaction, the 2nd grade
teacher deals much more with problems of social behavior than does the
teacher of the 5th grade. While the comments made by both teachers were
more often supportive than critical, it appears that the young children -
low power boys in particular - were the -targets for mere critical com-
ments from the teachér'than any other. age, sex, or power group. Question
may be raised as to whether these findings are peculiar to these two
classrooms or will bear up under more intensive study of many classrooms.
It is clear, however, that for these groups the patterns of interaction

described are reality, and must be taken into account as plans for change

49
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in the situation are cdeveloped. It is pessible thkar the low power boy in
contrast to cther children in the classrcom, particularlv :the lecw powex
girl, has a dcuble handicap in making the classrecm situzricn more satisg-
fying for himself: hLe has to change his behavior ir relation to his
peers, and he has tc do likewise in relation to5 the teachsrs, Tre low

power girl has to change only with regard ta pser relaticns to mske the

classrocm situaticn more satisfactory £or herself,

Helping children improve. The primarv cbiective held by the
teachers in these classrooms in lecking intensively a% the prcbiems of
interaction in their classrocms is, of course, to improve the effectivenass
of the children in their relationships with others apd thereby increase
the pupils’ utilization cf their academis ability. resultirg in tigher
achievement. Can Jerry te helped to develop skills of relating to his class-
mates so that the.y will like him better, will listen when ke has an idea
to contribute; will give him supportive rather than negative feedback?

How can the intellectual capabilities that Karen has to sffer be channeled
in such a way as tc be seen by her classmates as rescuzces for the groun?
How can she be helped to see how har inslstence oan being ztosen f.irst and
her withdrawal from the grcup are ineffective mszns £3r gaining ends thax
may be legi.tfimate and important? ‘

The reachers in these classrcoms alsc asksd thamselves atout
the ways in which the general atmcsphere c‘i.t.he clessroom could beizme more
suppertive to wholesame group interaction and to learning. Can chiléren
be taught to seek ocut the rescurces cof their classmates, to be sensitive
to the needs of others who may be le3s well endcwed than they are, o under~
stand more clearly the effects of rkeir owp behavicr on sthers?

It is to explere such guestions as chese that the 3tudy repcrted

in this velume was undertaken, 4_1_

S S e —————
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Chapter IX

THE CLASSROOM LEARNING ENVIRONMENT CONCEFTUALIZED*

In the preceding chapter, & series 2f chservaticns abou® the

¢lassrocm learning environmenr was offered. Illustratizns of teacher-

)

Al

£ the

3
R

Pupil relatizne and pupil-pupil relatizms as cru-ial &3pents 2
learning praocess were presented. The need for mere crllaborative interesr
en the part 2f hehavieral scientists and edu:aéars 0 uncavering and clardfw-
ing the Daaic paychzlegicel arnd sezial preocesses whizh underly perscaal

development and classreom productivity 15 evident from Chaptexr I. The

behavioral scientists who have respended to this shallenge with the studies

11

veported here heve had sotial psyzhelegy as their focal disc{pline. Thev
have been guided in their inquiriss by scme of the ccozepts and theoretisal
motels of this <iscipline. The concepts have been rontinaously tested,
clari€ied, and re-formulated by checking them against the actuzl processes
of classromm life,

The rhecretiral ideas summarized here Lkave of ~cuvrse .also haen

n

partially forged in the precess of previcus investigaticns by a variety

of researchers. Such c¢onzepts, and their crganization inte “little thesries.®

h

kit <% the

[

represent one 2f the most practiczal and pewerful tools in th
reseaxch secial scientist. These tkeoretical tceols are presenred at this

stage of the report £z see if we can (1) clarify and deepen our underscend-
ing cf the behavicr described in Chapter I and {2) provide an  i{ntellectual

backérop for interpre:atien of the varicus research vesults przsanted {n

Chapters IV, V. VI. ani VII.

33 42




34

The Development of Perscmal znd Interperscnal Rescurces

Fupils we study irn the classrcom are manifesting and utilizin

0N

personal ressurces, and interperscnal. orientstions toward peers, tesshars,

and the educational situation which have been developed during previous vezars

c¢f acheoling and the very important pre-schoel period, During the pre~scheool

pericd of life, primarily with parents and siblings, the child has accumu-
lated a relatively long history of success and failure experiences. His
mother; father and clder siblings have evzluated his performance snd
behavior. The criteria they used for evaluatiorn were learmed by rhe child
and have now beceme a part of the definition of success and £ailure in

his own daily activities,

Many ©f thase criteria of evaluation have fccused on competence
of performance. The child has heard many times that he was Ygood" or *not
good enough®” at doing something, that Le had lived up to expectaticns or
had net lived up to expectations in feedirg himself, dressing himselZ, wer-
balizing adequately, and umzing his intellectual and physical abiiities ¢o
sclve a multitude of daily problems. He hes lesrned these criteria of
evaluation from his parents and oclder siblings and has learned to apply
them to kimself, giving himself success and fajilure experisnces, as well
as receiving them from others,

A second cludter of evaluative criteries have foczused arcund bis

relationship to others, or what we ca}l kis affiliation patterns. H2 hsas
learned that "getting along with others" is highly valued and that 1ts
impertant for him to "hehave himself.* He has le;rned that there arg cer-
tain ways of init{ating contact and connectionm with other persons which
seem to result in painful disapproval eor relection and other patterns which

result in pleasurable appreval and inclusien. Alse, he hes learned thet

43




there are certain ways of fgetting ectkers to do thi ings™ whizhk seem rc he

acceptable and successfl and cther tvpes of influenze sttempts which iead

to resistance znd failure,

-

In oxéer to have a sucsessful pre-schaol sccializatiom experiente.

the child must be helped to discover and to develop his ressus-ess () as

a learner-achiever. and {2} 25 a human zffiliate,

Az a learner- adhievex, he musat

ot
'vl
®
™
(11
]
=2
S
E
"
O

set realistic

performance geals, o develor znd utilize paxformance skills, and %o enicy

the process of task accomplifahment with its effor: <2 mmi tment:

and ensrgy

expenditure,

As a human zffiliate. he needs to lesrn how €0 give and veceive
emsticnal acceptance,. to express heatility and frustration constructively
and to exer:t and accept influence attempts in apprepyizte patterns.

Roth inveive a precess of devse eloping or int:zgrating personal
proeperties inte skille, attitudes, values and bekavicr catterns which are
apprepriate to the walued critsria of schievement ard a2ffiljari iveness whizl

result in success experierces. Thi

¥n

process of peracnal rescurce develep-
ment has been rcughly schemetized in Figure 7,* The tsp wow of «<h=
diagram represents the child’s basic charzcteristics and environmental
oppertunities which preowide the raw materials £or 23 own pattern of

develeopment. The diagram has been divided ints three internai

zlusters
of characteristics of the child: his physiczl charzcteristics, kis femper-

v

amental characteristics, and his inteliectuzl capacitiesz, In additicn

the section or his "oppovtunity situaticn®” includes hia lecarion in =

[\

particular system of sccisl relaticonships, and his locatien in vegard &g

. 'e
.

Q
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The initizl work on this conceptuzlizaticn of interpersocral resource
theory, and alsc the later sezticn on civcular precess theorv was done e
cellaboration with Dr. Sidmey Rosen znd Dr. George Levingsr., A fuller

development will be appesring in a manograch new in prepavaticn with
Drs. Resen and Levinger

44




<
-\l
anol JQ ano] diag !
2s1nog ON 3O @21nos dyay oN ---- jo 1
3oalay ---- apnyouj 221n0s / s1243p 2u3 4g
3o9dsay on ---- 309dsay m iy uworjenyeag jo
(MTS1Q) (M17) ] suoTsuawIq
aAIje83N ---- 9ATIJISOg Moy ---- ys1g i m>Humuuw:HHH;
saoanosay adueidadoy [N $92anosay ﬁ syaquay dnoi)
pue uotissaidxg il 7| Juswenatyoy yser } 4q uorzenten
SSaUaAIIRITIIIV ﬂ//pﬁ -7 ‘3oua3zaduo) A||IIIIJ Jo asneoaq
~ - ' .
N A NS~ -7 A A~ A | s9dunosay
' ; N ~-~ -~ ’ ! 3 [ 1euosiadiajuy
. 1 N S~ PR / ] \ .
’ 1 % /V\\ . ¢ /
-~ 4
’ } // \\ /// 4 % \
/ 1 N P T ~a - ’ “ \
7 / \\ ~ )
! ! ey r~_ “ .
/ ! Z— S Sl Y Vad
, ” uoTjewIoIULle N , =t \ { goueaaI2y
/ . -3 3o 144; e e thHHMn< T1TIIS M @2anosay 3ulaney
/ - e AT ° !
, “ e junouwy _ N et cﬂum,ﬂm 5139143V : ”wuwuwwumuumumso
§39SSY _a” : A~ P R N \/ ~ : padoiaaag
— " -~ K \ - ~ ”~ »
wl—ﬂm.mun\uamm\n/u\ - 5 ! AUUCMHNW_W\ \A\\ wsT S.HUJ.Q \.\ /4:1/ Y M * pue pasIas(Q
JUDUWIAOR wo\\¢\ uriqis sonien : R 7 TS Y raoueaeaddy U °AT3e13SNIII
- ; 13p10 sse1) i v sasuagaq - 2 ' 7
uopa3aiy ! [ TITIAS 7~ - A S~ ® 3 ’
AN i vmuom&JWM Hmmuom A wcA>Hom\ N i WW/ % . / re
N G <’ g8 i T 8 y
(‘o312 ‘prew | i \ -wetqoag A TTOF 3%»% Vi o S { £3tun3jazoddo
‘paefk *sko3) aoedg $21Nn39N13G Y A/ ! ' £31TATITISULS A812ug puy mllllllll& pue
‘suorssassog ‘sar11ddng Te1o0§ urt sat31oede)” 'A3TATIO9IIV 2a1n3ona3g ~ Te13ua3og
jo juswuoiTauy  UOIIISOg ,PaITIayuly, 1en3°3[193ul Jusweiadua], [eo1slug [ Teuosiag
[ \ ~
sa131oede) pue salliadoly T[eUOE1Idd

UOIJEe[Wi]g puUE AlrunjioddQ [eudosisg

QTIHD FHI 40 SAOYNOSTY TVNOSYIIYAINI A0 INIWAOTAAAA ANV SISVE

L TANOTA

C

2
B

E




37

spatial, material and human supplies, i.e., the things and people in his
environment.

The second row of the diagram illustrates the types of personal
charactéristics and skills which develcp from the interacticn of child
with his envircnment. The illustrations indicate that sgveral charac-
teristics of the child and of his oppertunity situation may contribute to
the development of a particular personal cutcome. For example, his
unique develcpment of fighting ability will be the result of his physical
characteristics, his level of aggressiveness, and the type of subculture
in which he lives. The amount of information he possesses will be a
result of his energy level, his intellectual ¢spacity, and the stimulus-
richness of his physicai and social environments. All of the other
derived characteristics would be the result of a similar combination of
personal and situaticnal factors.

The third row, "resources valued by significant others" indicates,
as we have mentioned above, that the child's develcped characteristics
are evaluated in terms of their relevance to his behavioral competence
and his pattern of interpersonal affiliativeness with others. Again
the diagram indicates by illustration that the child’s develcped ski;ls
may have a multiple resource value. For example, fighting ability is one
criterion of competence, but it will also have an effect on the child’s
interpersonal acceptance or rejecticn by peers or grownups.

The bottom row of the diagram indicates some of the dimensions
of evaluation which the significant others use in judging the competence
and affiliativeness of their associates. Data from previous research
show that children from a very early age are involved in being evaluated

and evaluating others in terms of a variety of notions of performance or

b——
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ccmpetence and encthexr cluster of noticms having t5 do with secic.emctional

bekavior. The success and frustrarion experiercsz the zhild has in

growing up during the pre-school years arve determined to 2 large degrzae

by the way in which he is helped and iz able to zonvert his persanal

properties and envivcomertal opportunities into valued personal and inter-

Perscnal vescurces; and by the degree tc which he is able te utilize his

rescurces in rhe process of interperseral lesrning with peers and grownups.

We wil®l @ccus <on this process of utilization in a later secticn of thisz

chapter, Many of cur colleborating teachers have fcund it kelpful io

use this descriptive theory of persensl rescurse development as a way

of thinking about and studying the individuai differencas in the backgrounds :

and development of their pupils.

Thinking about the Teacker in This Wav :

As the child enters school, he begins tc< learn the rcle of
pupil, and member of & classroom group, he meets the new figure <alled

*tescher.” The teacker, of csurse, alse hss a background =f d

(1)
o
<

w0

b

[a]

-]
=]

#;

4

=]

]

which it is helpful to understand in cxdev to predict and interpret class-
room life more adequately., We have found it helpful to use the same con-
cepts and comceptual diagram to think abcut the develcpment of the perscnal
and interpersomal rescurces which lie beshind the prcfezsionzl role-tzking
as teacher., Figure 8* is very similszr tc the one we lust used o summzrize
the development of the child, although many of the fsute represanted in
the diagram are different.

For example, we note that ths unique professizmal skills and
orientations which the teacher develops derive from her basic physical,
social-emctional, and intellectual charzcteriztics, from her exreriences

in tke social and econcmic system, and £rom her cyaining epportunities.
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which guide his growth as ke actempts to actualize his personal praoper-
tiz2s or potentialities and particular cpportunity situaticns which are
available tc him. In la%er sectioms of this chapter. we will want te
ccatinue this exploration of how the developed resaurces are actuzliv uti-
lized in initiating, maintaining and deve?oping the interperscnal rela-
tionships which make up the zentext of classrocm life,

Continuities and Discontinuities of the Socializatiecn Frccess at Szhool

When the child adds the sphere of schozl life te that cf home
and neighborhesd life. many new cpportunities, expectatieons, and prochiems
enter kis perceptual field. He is exposed ta & whole new set of values
and expectations about deing work in order f2 learn. He must work out
ways of relating to a different grownup, the teacher. He £inds hiimself
coexisting with and bteing ccmpared with zlassmates of the szme age as he
is, He is a part of a big, bustling organization =alled school. with a
variety of adults, older children, and 3ther like-age peers who have some
interest in the way he behaves and performs in school. Several major
fields of influence impinge on his thinking and bebavicr each day. Part
of eath day he is in the family circie, velating to and interacting with
his mothexr, his father, and any brothers and sisters he may have, BPBart
of the day he {s in the schoel circle, interacting and relating t< his
teacher; to his classmates, and &9 the older children in the schocl, In
sociel psycholegy, this phencmencn of bteing related to and being influenced

by different groups and persons is thought of in terms of reference grcup

theory and in terms of overlappinz membexrships or multiple loyalties.

The conzept of reference groups is very simply the idea that eazh

person is not & simple, autentmous system but {3 releted to cther grcups

and individuzls whc serve as guides or "referenzes” for his values and

o4




intentions and behavicrs. Even when he is not directly interacting with
them, his ideas about "how they wculd rezct! serve as a reference for him
in guiding his decisions and actions. The idea of cverlapping membership
is a very similar idea. Because the person belongs simultanesusly t¢
several groups or relaticonships, these influence fields from the different
references intersect and overlap in their influence fields as they impinge
on or include the individual. This means that the individual may experience
tugs and pulls or pushes in more than one direction simultanecusly because
of the overlapping influence cof his several different references or objects
of loyalty. Figure 9 presents a simplified represzentation of the over-
lapping membership situation for our young schcol pupils.

The reader will note that the center circle represents pupil role
behaviors - individual decision, action, and values of the young one as
a pupil at scheol. The three intersecting fields represented by the dotted
lines indicate that pupil rcle activity is influenced by three spheres of
influence - schonl influences, family influences, and self-influences
(e.g., avtonomously generated needs, interests, impulses, and personzl
reactions to others). Three separate types cof schcol influences are iden-
tified, relationships with teachers, with like~age classmates, and older
child mcdels at schocl. Three family references are identified: mcther,
father, and siblings. Three types of self-influences are suggested; thcose
influences which represent the self-gratifying pleasure seeking, aspects
of personal dynamics (impulses), those forces within the seilf which repre-
sent the other~oriented;, socially integrative self-interests, and those
forces represented by personal values about what is right and wrong. All
of these forces are actively involved in determining and guiding the role

behavior of pupils as it develops and unfolds in the daily process of

5% |
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; classrecm life. This medley of voices presents scme children with meny
l

more prcblems than others. For scme children the voices speak with a

fair amount of orchestratioy; for others there is much cenflicting disscrance.
It will be helpful for us as educators tc exemine as theughtfully as we

can the nature cf the child’s experience with these multiple influenzes.

What are some of the characteristics ¢f the child’s experience with the
multiple influences that detexrmine whether the experience will be cne of
tontiruity and orchestration or cnme of discontinuity and dissonance? These
five aspects of hiz experience seem impeortant:

l. Similarity or dissimilarity of directicn of influence. As

scme children move from parental relations to relations with teachers,

they experience a substantial similarity in the kind of expectations and

values which are held foxr their behavicr and directions of development,

Thexe are similar definiticrs of achievement priorities and of valued

styles of human relationships., OQther children exparience stxikimg dis-
similarity with which te ccpe. All children experience scme degree of
dissimilarity in the expectations and standards of their parents and their
teachers, and alsc usually a substantial dissimilarity between standards
promotzd by their tescher and the norms of ths peer grcup. Certainly the
degree and type of dissimilarity experienced in the influences from the

different referemce scurces {s an important determiner of continuity and

support or discontinuity and disruption of lesrning experiences.

2. Predictability or unpredictability of influence pattern is I

another significant aspect of experienée. To a high degres the ¢hild’s
psychslogical space of free movement to take initiative and to set his own
goals is determined by the degree to which there is clarity of standards
and expectaticns from his different reference scurces, Unpredictability

< as to "what they will do next” or "what they will expect next! presents

4t—m*‘-—‘_
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the"chbild with a major dilemma as to how to take a partizular relatisnship

" inte account in making his decisions and guiding kis aztions.

3. Acceptance or rejection by the significant others is another

major dimension of a child’s experience. If the child feels he experiences
more rejecticn from his parents and more acceptance frem his teacher, he

is likely t< orient his world in such a way as to shut out legitimate
expectations from his family world; or if he feels h= experiences rejeztimn
from his teacher but acceptance from his peer group or classmates. he is
likely tc develop an orientation toward school work and teachers which wili
shut cut the potentialities of influence and suppcrt from present and
future teachers.

4. Success or failure of performance efforts is a fcurth dimen-

sion of a child’s experience with his reference figures, If a child experi-
ences failure in the teacher’s evaluation of bis performance and ccmpeterce,
but success in his efforts to achieve status and acceptance from his peeors.
this will greatly determine his degree cf readiness to accept infliuence

from the twe scurces. If he has felt devalued 7 =nappreciated ty his
parents and rewarded by his teacher, this will again introduce dissonance

intc his werld of influence relaticuships.

5. Perceived agreement and :sonnectedness cr disagreement arcd

separateness amcng his varicus significant cthers is a fifth importan<
determinant of a child’s sense of continuitv or disceootinuity in his werid
of relaticnships. Some children perceive that their pzrents sre in -om-
municaticn and ccllaboratien with their teachers and <he schzel, or “key
perceive the peer leaders of the classroom grcup as friendly teward and

in cooperation with the teacher, Other children perzeive their parents

as antagonistic toward their teacher. or they perceive that leaders <f “he
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clessrocm peer grrup are ar war with the teachexr. These terzepticns =f

harmeny ox disharmony in the rzlationships berween the various agents of
influenze is an impcrtant determirer of the tension zreated in the chils
as he copes with the problems ~£ integrating within kimself the different

scurces ~f influence whi:th he experiences arcund a given Jecisicn o

[y

behsvioral situaticn.

This leads us to an interesting and very impsrtant question:
What types of prcblem-s~lving patterns dc children develsp zang use t2
ccpe with the medlev of woices in their multiple loyalty situations?
Hecw 40 they achieve iateerxation ani seléhesd in coping with the vaviety
cf influences?

Coping with Frcblems ©£ Multipie Lcvslty,

We have been able t~ diffaventiate at least five di1fferent pa*terrs
of problem solving adopted by pupils in coping wish the differences in
expectations pressures and needs from parents, teacher. peers and the
seif. The same child may. of zouvse, adopt severs]l =f these c-ping pat-

terns in dififerent decisicn and actizn sitvat’ces,

1, Compirtmentalized lovaltv., Ore tempiire ani frequent wav

to aveid the stress ¢ resoignizing 2nd taking ints a~z:unt enflicting

lcyalty pressures 15 t< avsid the confrountation  +¢ dery that there i3 an

1ssue =& coaflict. Althoush scmetimes this requires z grea~ des! of
psycholegzizal emergy, soms pupils are remarksbly suvccessful in keepiza
their relaticnships in separate compartments ¢£ ~he self. Wken rkev are

with their parents, their teachers and peer ass:ziates 4 not ewigt AnZ

-

likewise when they are with their teacher. their parent: have no psychalc.

ical existence. This type 2f situztional and relstienship appereun
4 P PP

[
w

n

can be carried to remarkzble lengths to aveid internzl zonfrentaticn snd




conflict. One cconsequence is certainly a delay in the develcpment of an

integrated personal identity which emerges from perscnal decisicn-making
and the development of the self cut of the confrontation, internalization,

and integration of the many envircnmentel influences.

2. The pervasive dominant Jovaltv. Ancther way to simplify
life in resolving the complexities of conflicting influences 1s to make
one of the reference scurces the psyzhologically deminart one to provide
guidance ir all situatioms, By making loyalty to a mother. or to a best
peer friend, the dominant loyszlty, it is possible te avcid a great deal
of discomfort in decision making. One can stop listening tc the voiceg
of the others as irrelevant, or can quickly and easily reject “he competing
messages as incorrect or misleading. In many situatioms of conflict
between the voices of the peer group and the voices of the grownups, the
pupil adepts the pelicy of listening to one ard rationalizing a rejecticn
of the other in crder to make the decision situaticn easier and to avoid
the pain of rhe working through prozess® which woculd be required. One
of the censequences, of course, of selecting & deminant exterral voice
among the varicus referent sources is that the chili tends tz inhibit
the development and use of his own internal vcize as a lezitimate guide.

3. Rejzcting the references. This “hird sclution is ckasen hy

both the ycung and old. It might te -alled "the plagze on beth your
houses" solution. The senze of irritatien and ccnfusion which results
from being expcsed to in:crsiztent and ccmpeting demands and expectaticns
1s reacted tc, in this case. by a psvchoicgical response whizh in effect
says, "If you can’t agree. then there are no autheritative standavds and

I am free to dc whst seems mcst attractive to me.” This resoluticn

receives support from the child®s needs for eutencmy apnd the attractiveness




of the pleasure-seeking impulses wkich are one ot rhe jnre- vcices in mast

2]

decision giruations. The child's erfp2rience withk the i~acrsistencies be-
tween demands and expectatizns of parents and eazhers cen easily provide
the context and motivaticn for this "autcnomv resslutin',

4. Striking a baiance., Many children txy crnsgienticusly and

anxiously to listen to all the vaices and to arrive at some kind of com-
promise that will scmehow plezse evervbedy. Meozre frequentiv than not this
attempt to balznce all *he voires in the situaticon results in dissatisface
tion and discontent. And :zertainly there is verv little gain in the develap-

ment of self identitvy from this posture of mechanizal comprimise avr "setriking

an average.' This is, howaver, one ~f the mecst natwral first attemprs at

resolution of the preblem of the madley of voizes and usvally it 1is the

experience cf lack of suzcess i{n dealing with this kini of complaxivy which

pushes the child toward finding e simpler rsscluficz, suzk as the three
already descriteq,

5. Creative intepratisn ard re:ipr-cel irnfluence. I this £irh

v

pattern the thilZ has lzarnzd tha: tre desisi-n an3i %~he a-ticn genuirely
"belong tc him" but that he has the responaibility and SLpLTELNIty to (lsten

to and to seek 2ut thke ideas of rhe otrers a

h

rascurte waterial f¢r kimseli,
A seccud thing he has leavned 15 that he is not ‘use a tzrget of 1nfluen

pressures from cothers but that he is ir a reziprecel relatismship with ~:hers

and has the right and respecnsitility =- attewr* t- ipiluence them and ths
directian ¢f their influence a*tempts <n kim  Mentzl heaith and inteile-tua:
development flow fr-m the pupil‘s disccvery and ievelcpment <f the pessi.

bility of this basic posture ¢f interdependien:ze (as contrastad ¢ indepenience

[S 7Y

cr dependence) in interperssnal decisisp waking in? interaciisn. Cae of

the basic goals =f eduzaticn i3 simply t3 help the pupil ¢is--ver and a-hieve

ERIC
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this precblem-sclving, reziprocal-influence orientaticn. In this wav the
overlapping influence fields of the schecl, the family and the self can
become an oppertunity for creative cenflict aond growth rather than dis-
ruptive demoralization and the prevention of develcpment <f perscnal iden-
tity.

1 A Teacher Has This Problem. Too.

We must not forget the teacher in our focus on the pupil and the
student. The teacher®s behavicr in the classrcom is alss influenced by
the multiple lovalties and references which are psyczhelogically present for
him at all times. 1In Figure 10, we have nated four overlapping werlds of
influence: 1) relationships in the schoel with pupils, teacher peers, super-
visors and administrators; 2) his world of influences as a crmmunity citizen

; with its variety of relaticnships and expectaticns; 3) his perscnal and family

life with its obligaticns and relatisnships, 4) and kis internal world of

prcfessional role identity as a teacher with the many inages. intentions,
aspiraticns, and expectations which represent forces £rom his “professiconal
perscnality.” Certzinly the teacher 1s subjected ¢ aven a greater varisty
of cress-pressures and confli-ting exreztatisns frem multiple loyalty rela-
tionships than is the child. No dcubt the tea-ber kas arrived at mcre
scphisticated patterns »f problem solving but it is our experienze that tte
same five patterns discussed akove are present in varying degress £axr alil
of us as adults, and a sensitivity tc these patterns will help us undar-
stard and interpret *“he bdehavicr of the teache: as wz1l &5 that of the
pupil as we study learpninz and intera:zticn in the -lessroom.

From the point of view of our resesr:h inter=22t one of the im-
pertant explcraticns is to discover the ways in which <he teacher inte-
grates the influenzes frecm "the v:oizes 38 -he children® {e.g.. pupil ip-

terests csxpectaticons, abilities) ard the {nfluenzes ir-m his cther

=
reference figures. cS
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In Summary.

Let's review briefly this second theoretical framework for in-
terpreting our cbservations about classrocm life and the understanding and
interactions between pupils and teachers. We have said that it is helpful
to think of each person as existing in a field cf relaticnships to other
persons and groups who have significant influence on the way he will think,

decide and behave in any decision or action situaticn (e.g.,the classroom),

In the case of the child these references or influence agents have differ-
ing values and expectations about his orienta.ion to schosl per formance

and about approved and disapproved social and emotional behevior. We have
said that the complexity of the individual®s problems in dealing with his
multiple relations will depend on the degree to which these represent a
meaning ful continuity of experience for him or represent discontinuity and
conflict. We have identified several dimensions of the child’s or teacher's
experience which determine whether he or she experiences continuity or dis-
continuity in relations with majior influence agents. Finally, we have recog-
nized that in any process of growing up and functioning in this context
of multiple relationships, there will be experiences of disscnance and dis-
continuity. Expectations and values will be in conflict. Therefore, the
individual will be continuously faced with the problem of coping with

competing and conflicting influence inputs. Various problem-solving

postures can be adapted to cope with this complexity. We've reviewed five
orientations which it seems helpful to identify and understand in the be-
havior of both pupils and teachers. We are now ready to turn to a third
conceptual framework which the action research team has found helpful in

understanding classroom life.




The Circular Precess oF Rescurce Exchange in Clsssrcoom Relatic<nships,

Earlier in the :haprer we inocked at the prccesses of interoerscnal
evaluation that are going on copzinuwnsly in rhe classreom, 1In the .diagram
of interperscnal characteristics and rescurces we identified the Jinking

rocess between the child’s personal characteriztics and the process of
3

evaluation by cothers whiczhk resulits in the child rezeiving some level of
acceptance-status and i1nflusncez-status in the clsssrocm gronp.  We stated
that the positive and negative esvalvaricas of the zharazteristics and skills
of a member by his felicw memters might be thought <f as defining his re-
scurces as a member of that particular griup. One way of locking at the in-
teracticn process in any group or betwesn any two persens, is to think of

it as a process of exchange »f personzl rescurzes. 21 of attempts to ex-

change or tc resist the ex:kange ¢f persamal ressur-es. The pupil who sees

himself as competent in phvsical skills or in azademis ab:i tv may attempt
to actualize his resourzes by cfferinz tc kelp scmesme wi’h less skill

(transmit szme =f his rescur:e}. or b using his physical prowess tc for:ze

s¢mecne t d¢ what he wants them - ¢

-
bede

€., <cavert his rescurcze intx
persoral power). Or a pupil. in need of eip 72 schoslwark, may initiate
an effert to utilize the resouzzes be perceives a -lessmate =3 keving by
asking for help. The resturce of teing lsved cr liked :zn alsc be znalvzszi
in terms <f the actualizatitn efferts initiated kv the p23sessoy aof the
resource tc¢ express friendly feelings t:ward cthers, o f; exert influen:e
over those that are attra:rive s him

One imp<rtamt faz:t is that these prccess2s of aztualization ard
utilization of resour:zes quite rapidly Le:rme stzktle and rredictable prz-
cessess of interastion hetween memders of the group. Relaive stztus as

a rescuxr<e possesstr and a rasturce attualizer temds to heirme statilized

€1




as our repeated w:asures of the same classrcem group during the school

year indicate. This przcess of reciprecal vrescurce e?aluatien and ex-

change can best be conzeptualized as a circular interperscnal or social
process. We, and the collabcrating classroem teackers, have found this
theoretical model 2f the circular process very helpful in interpreting

and predicting social acceptance, achievement metivation, téacﬁer-pupil
relations and other classrcom preccesses, Let's lock at the elements of
this circular process, and the way in wkich they are connected, as il-

lustrated in Figure 11.

Because this is a circular relationship process “etween twe
parties,we could start at any point on the diagram and zo arcund but we
have numbered the elements <f this particular circle tam start in the
upper left-hand corner. We ars illustrating the process of relaticnship
between any two personshin the classrocm group. It might “e puril A and
pupil B or it might be teacher A and pupil B. The upper left-hand cirzle
indicates scme of the significant precesses within the member A (1).

Fer the mcment we will look only at the upper half of that cirzle and

ceme back later to the lower half. We see that the inmer psvcheclogiceal
processes of A include his cwn self-conception of hiz interpers:nal
resources sucth as his <conception of khis oswn zcmpeternce, his self-esteem.

A second inner fact is his percepticn of the way in which he is evaluz=ed

by the other member. A third inner process is *he way in whiczb he perceives
and evaluates the resources <£ his fellow memker B and <eels a need f:or

such resources. How mu:h dces he respezt his ccsmpetence? How much dees

he like him? Emergent frcm these interperscnal ¢cnzepticns and evalua-
ticns is what we have calied the "interperscnal intenticns cr orientaticns

of A towards B" (2). Or the diagram we have indicated twe important

€2
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elements of such orientaticns. Dces he trust ar distrust the intentions
of B toward himself? 1Is his own orientation toward B ~ne ~f wanting tc
dominate and control him, one of wanting to shaze rescurces with him or
one of wanting to be dependent on him for rescurces he feels he needs and
does not have? This action intenticn toward B results in certain observable
behavioral patterns in his interaction with B (3). 1= the diagram we
indicate five important dimensions of suzh azti=n patterns Is A a:ctive
in his relation to B or dces he tend tc be passive? Dces he initiate or
does he withhold and avoid interacticn? Can the bebavicr whizh A produrces
be interpreted as hostile or friendly toward B? Is his behavier primarily
seeking resources from B or éffering rescurces to B? And can his behavior
be coded primarily as aczepting the influence of B or Frimarily resisting
and rejecting the influenze from B. As the downward arr-w indicates.  we
think of these behaviors as actizns toward B ¢r feedbazk to B in response
to his actions. And the upward arrcw from B indicates that all 2f A's
behaviors are actively perceived and interpreted in terms of expectations
for how A will behave and result in interpretatizns by B =€ what A's
intentinns are.

The lower right-ﬁand circle represents thke inner preocesses within
B (4). 1In the upper half of the cir-le we ncte that B éztively interprets
whet@er the behavior of A is friendly cr unfriendly, whether it Supports
and enhances his own needs cr whether he feels it as restrizting or
demanding; and whether he feels that A's tehavier indi:ates acceptance
or resistance t~ his own efferts to influence A. The lower half of circle
4 (like the upper half of zirzle 1) indicates that B is always interpreting
the behavior of A in terms of his concepticns and evaluations of his own

resources. his percepticn of the way A evaluates his own rescurces. and

€5




his perceptions and evaluatisrs of the resourzes A hss and is able to
mobilize (to either help or attack cr compete).

Frecm these interpersonal prozesses of B. as he reacts to the
behavior of A aid 1@ his cwn conception of his cwn ressurces, emerges
the interperscnal action crientaticn of B tcoward A (5). is he criented
toward contrblling, sharing cr dependency? Does ke feel trust or distrust
toward A? From this acticon orientation toward A we see in the icwer
left-hand circle (€) rhe a:z%icn patterns whizh B directs t-ward A. A
actively processes this inzowing bebavi<r frcm B in terms of his expecia~
ticns and his crientaticn tcward interpreting the intenticns and meanings
of B’s behavior. 1Is it friendly sr unfriendly? 1s it accepting or resis-
ting? .Is it helping cr restricting?

Before turning to spezific illustraticns %£ this process in
the classrcsm, sne more element in the Jizgram needs to be ncted - the
two arrows coming in from the ~utside world (7) to impinge on both A and
B. These arrows symbclize the fatt that %his relaticnship cycle is nr
a closed c'ccle, a world unto itself. Both A and B hsve had previsus
relaticnships where they have developed expecta®icns and interpretaticns
of the behaviors of cthers. Alse, as we have ncted in the previous secti<n
of this chapter, they are ncw invclved in other current rslaticnships wkiz<h
are always present tc scome degree in determining their needs and reaztions.
These cutside influences may either reinfrrce or disrupt the particular

relatinonship circle we are studving.

Illustrations cf FPositive. Nega*ive, and Ccllusi~e Cvcles in Peers Relatizns

in the Classrzcm

1. A *ypical. positive -ycle

In cne kind of pesitive relationship czvcle pupil A has a positive
evaluation of his own ccmpetenze and likabilitv. perceives that B has &

€s
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positive evaliuaticn of him, and he has a prsitive evaluzatisn of B, His
acticn orientation tcward B is cne of trust and cne of readiness and expec-
tation, of sharing rescurces and influence cn a reciprocal basis. Sa

A's behavior patterns tcward B tend to show a balanze of both seeking

and offering rescurces, and of relatively open acceptance of B's approaches,
At the same time B hss a readiness rc resist where ke feels it is appro-
priate, withecut this beirg a threat to the A-R relationship. B's expeaz-
tations for the behavicr of A are of friendliness, of supportive enhance-
ment, and cf cpenness and acceptance. The relatiznship is based on his
own pciitive self-evaluatinn. his perception of the pasitive evaluation

by A of himself, his own feelings of attraction *o A. and his rescurces
which result in a trusting crieutatjan evoking similar patterns of
behavior from A. Therefore, a continuing cycle cf positi;e evaluation
emerges aleng with a sense of shared rewards anrd enhancement frem the
centinuing relationship. A and B are friendiy tcward esch other and

respect eacl orher,

2. A typicai illustration of a regative cvile cf peer relationship.

In cur analysis of classrcem 1ife we have frund several types

of negative neT~s3upportive relaticnship zyzles which have become stahijjzed

as a circular processes between classroom members, In <ne type of tycle

member A has a parscnsl ¢inception cf inadequacy. perzefves that he i3

viewed as inadequate by B and has a perception of B as much more adegquate

and possessing needed rescturces. His initial action “rientatien towarid

B 18 cne of hopeful trust and of a desire for dependency which results

in action patterns of attive. friendly seeking fcr support and directieon

from B and a readiness to actept suth suppert. B has a self-conception

of personal adequacy, a negative evaluation of A and experiences the

inceming behavicr frem A as demarding and restricting and very often ag
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envy or uncciascious hastility. From this inner prozess for evaluation
emerges a distrusting'and dominative crientaticn whkizh results in a com-
bination of unfriendly dominating behavior and unfriendly aveoiding and
resisting behavicrs by B. In turn, this is experienczed as unfriendly and
non-ephancing feedback by A.whose distrust crientation is intensified and
whose failure to achieve the rewarding deperdenty leads to hestile with-
drawal and aveoidance of relationships which would bring about more pain.
Arnd so a stable cy:zle of unfriendly rejecticn and aveidance is established
and maintains itself,

3. Another "ypical negative cycle

Anqther frequent cycle is one ir which member A has a positive
evaluation of his own rescurces, particularly his physical resources,
perceives himself as negatively evaluated by B and negatively evaluates
B. His acticn orientation zaoward B is cne of distrust and of desire to
control. This results in a pattern of actively hostile influence attempts
and active resistance of the influence attempts of B, B perceives A's
behav%pr as unfriendly, restricting and demanding and is oriented toward
resistance, based on his own self-conception of relative adequacy in
relation to A, his perception of A’s negative evaluation of him and his
negative evaluation of A. From A°s action orientation B starts familiar
competitive hostile resistance pattern of influence attempts toward A
which are interpreted by A as confirming his own distrust orientatien and
accentuating his need to centrol B. This establishes a mutual cycle of
distrust and control orientation and mutual resistance to influence attempts
on each other, a continuing non-rewarding competitive cycle. Other mutual
cycles of separative alienation or of competitive hostility have been

observed. The above represent two typical illustrations.,

€8
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4. Collusively satisfying unhealthy cycles of peer _relationships |

We do find a third relationship pattern which is neither mutually
suppertive of healthy development nor mutually dissatisfying and alienative.
This third pattern of relationship is one in which the tws interacting
members are finding psychclogical satisfaction, but the satisfaction is
based on am exchange of interperscnal rescurces whizh is growth inhibiring
for both members. A good example of this is a situation wbhere A has
a need to cope with his own negative self-evaluzrion by contreiling B,
who he devalues but who he perceives has a dependency orientation toward
him. This resulcs in active dcminarirg behavior which B submissively
accepts because of his own sense cf inadequacy, and his readiness to be
"used” rather than ignored. His positive evaluaticn of the strength of
A results in a trusting dependency with active, friendly, seeking, aceep-
ting bahavier toward A wkich enhances A's self-evaluation and stimslates

and supports his dominating, non-reciprocal pattern of action toward 3.

So we see the development and maintenance of the support of A's defensive

dominating and distrusring behavior pattern and of B's self-degrzading
dependency satisfactions. The gratifications inhibit the personal grawth
of both parties, although there is mutual satisfaction in the relationship.

5. Qutside suppert for positive, negative and csllusive cyeles.

Earlier we discussed the centinuity or discontinuity cf the child
experiences in relation to his multiple humin references. We are now ghle
to look at these ideas in a new way. The circular process which we have
illustrated 15 the relationship of the child to one human referencas, a
fellow pupil or pupils in the case we have illustrated. Our diagram ind:-
cates that this particularbrelatiOnship is influenced b& other ocutsids or
additional relationships which are illustrated by the outside influence

arrows (7). In cur previcus discussion we noted that thkese outside influences

(;S) R




may be stroang or weak depending on wherher 1c¢ is ar attractive oo o
rejecting relaticnship, ~r whather it is seen as reievant and c-n-

nected or cdisconnected with the present reiarionship. 1In cur discussion
of the child®s problems of coping with his multiple lovalty relarion-
ships we looked a: several ways in which tha child rejests 2r tzkes inro
account one relationship when he is engaged in interacting in another
relationship. Ws are interected in what he does with influence from his
parents when he is interacting with the teacher, or what he dcss in reacting
teo influence frem his peers when he is relating to the teacher. We are
now ready o carry rhe analysis furcher and azk what kinds of "othex
relationships" tend to help the child develop and maintain pusitive cyvcles
of relationship with his peers in contrast to those relationships which
tend to push towards negative cycles or unhealthy collusive :ycles? This
is certainly a crucizl questien when we s3i2p to think about passibilities

of changing unhealthy cycles into hezlrthy cycles. I1f scme of the major

causes which are stimulating and maintaining a relationship are ceming Srom
outside, frem cother relaticnships, then it requiras quite a different
appreach for giving belp as compared te the case where the mzjor factors
causing the problem arz within the relatiooship itself and are accessible
te a helping effort through work directly with rhe twe parties.

Let's review several examples of the way the child®s reiationships
(past and prgsent) cutside the classvoom may effect the cycles he estatlishes
with fellow pupils, and with the teacher.

1. A dependency relationship to protective and assertive parants

may incline the child toward seeking and maintaining a dependency relaticn-
ship ta strong peer leaders or tc the teacher, although 1£ the cutside
elation with the parent figures is frustrating and there is negative feel-

ing about parental figures then the child may be seeking peers he can
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dominate, and may be oriented toward finding ways to avoid the influence

of the teacher,

2. An experience of perscnal autonomy in outside relations, of
being left on his own, may incline the child toward a posture of finding
someone to lean on and depend on, or toward a resistance to any attempts
1 of others to control his behavior.

3. A successful outside experience of dominating younger
siblings, or parents, is likely to incline the pupil toward attempts to
establish peer relationship cycles of deminance -submission. Also he will
probably attempt to resist the leadership of the teacher and be competitive
with the teacher.

4. Other children come to school with a background of inter-
dependent relationship patterns where the relationship cycle has been one

of reciprocal influence and mutual exchange of personal rescurces with

parents and brothers and sjsters. Such & child will have an orientation
that his parents are depending on him to do his best and to use his own
Jjudgment relating to others at school. His greater flexibility will help
him in establishing e@otionally positive and mutually rewarding relation-
ship cycles with both fellow pupils and with the teacher,

The teacher-pupil relationship is a similar process

Again, as in the previous sections of this chapter, we want
to emphasize that the same theofetical model for thinking about pupil
relations applies to teacher-pupii relationships as well. All we need
do is to put the teacher in a circular process diagram as A and the pupil,
or group of pupils, as B. Then we recognize that the teacher’s self-
conception of his resources and skills as a teacher, his perception of

the evaluations of himself by the pupils, and his evalution of the pupils

A




and their adequacy as learners are factcrs determining whether he has a
trust or distrust orientaticn and a contxzliing or sharing orientatien
toward his pupils. These orientations are based on his experienze wirh
previous relationships in his own 1ife history, as wzll as on kis reactions
to his current pupils. We also find growth inbibitivng collusive relaticns

between teacher andpupils as between a mcthexly. <omineering teacher and

o

willingly dependent, non-disruptive group of pupils. One of the challznges
cf our empirical research is te discover the reisticonship betwesn the |
type of pattern which exists in the classroom and rhe results in terms

of learning achisvement and mental health. And one of che chalienges for
every teacher is to achieve awareness of relaticnship patterns among

his pupils and between his pupils and himself so that he is in a position

to help suppert creative, productive relaticnships and te change the

unpreductive ones.

The Development and Maintenance of Total Classreom Relaticnship Struztures
and Operating Farterns

Another level of tonceptualizing and analyzing the educaticnal

situation is to think abeut the classrcem group as a whele. abcut -

R
11

f

.35-
room achievement and classrcom mental health. Altbough the main criterion

of success in the classroom is the persoral growth and development of

each pupil in relation ce his own potentialities, still there is great
value to having conceptual tools for thinking about the classrcom situa-
tion as a totality. The reacher must think abeut the chéracteristics

of her classrogom situatiqn and about her rele in relsaticn to che teotal
classroom group. In this prcject we have tended to think ccnceptually
in three ways about the classrcom group. We have thought about group

norms, about classyoom interperscnal evaluation patterns and about ability

utilization subgroups.

N = _ _—._...J '




1. Group norms in the classroom

When we explcre the questicn of why pupils evaluate ea-h other
positively or negatively, we typically find that a relacively low value
is placed on expertness in classrocm learning activities. We assume that
the existence. of a‘peer Broup norm about the importance ¢f academic
expertness as'a basis for status in the group would he an important support
for academic motivation. Ancther clagssvoom norm whizh we have explored
in some classrooms is the extent to which the Pupils approve or disapprove
of pupil cellaboration witk the teacher, such as volunteering to recite.
Here we have noticed the interesting fact that in some classrcoms many
Pupils perceive that a majerity of their classmates are against very
active collaboration with the teacher, although in fact we .do not find
this feeling being expressed Privately by their classmates, In other

words, there is an attributed norm which functions like an actual group

norm because of mutual ignerance and a lack of communicaticn among the
group members. In such classrooms, there is not a norm supporting the
sharing of perceptions and baliefs between fellow students or between
the students and teachers. The third area of classrocm group norms in
which we have been interested is whather a Standavd exists in the classrocm
accepting of individual diffevences in learning ability, or whether there
is 2 norm vwhich tends to expact and reward conformity to a particular
model of "good student .*

A great dé#l of experimental research on the development and
functioning of group norms in small face-to-face groups has been conducted
in the laboratory with adt;lt groups. We need to test out the relevance
oi these findings for ¢lassroom groups of children where the interest is

in understanding the Support or inhibition of academic learning and per-

sonality develcpment,
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2. Group pattarns of interpersonai evaluation in the zlassrocm

Research by Schmuck (19€2) hzs demrnstrated the fact that in
different zlaszrooms there are quite Jjifferent pa‘terns of interpexscnal
evaluaticn. He has designated these as differences in the degree of
diffusior or degree of cantralizstion of the sotiometric status strusture,
In some groups, the members 4istribute rheir pesitive or negative evalua-
tior of other group members quite widely ar *"diffusely" so that all
members receive a certain amcunt of pcsitive acceptence or evaiuation and

seall amaunt of critical evaluaricon. Such grourps are

39

istinguished by a
fairly aqual distyihurion of liking choices, by no distinct sub-groups
whose members receive a large preportion of sociometris prefersnces, and
by fewer entirely neglected ptpils. In sther groups there i3 a pile-up
of positive and negative evaluation on a relatively few "central® members.
se that a few get most cf the atceprance or rejectior and the rest of the
members receive very little., Such centrally structured groups are charep-
terized by & large number of pupiis whe agree in selecting only a smail
cluster of their classmates as Fupils they Iike. Alcng with this narrow
focus on a smell number of Pepile, many others aze neglected entirely.
Work is continuing cn these :auses 2£ rhese tlassrocm phencmena, and their
impact on learning and mental health, but the evidence so far suggests
that these types of group patteins 4o have impeortant jmpacts on the
motivation to learn and pav:ihelogical mental health of the classrocm
members,

Another way in which groups differ is in the ratio of positive
and negative evaluation of perscral rescurses whick exists within the
group. In some groups there is & much higher number of positive feelings

than negetive feelings between members, while in other groups there is a

gt
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greater predcminance ¢f negative interpers-ual evalustion. in s~me grocups
the interactions between the children reveal quite a high level of accep-
tance of each other‘s spinions and other types ¢of influence atrtempts, while
in other groups there is a much higher percentage of rejectisn or resis-
tance to influence attempts then there is of azcepranse. These group
patterns of readiness or resistance tc exchange of rescurces be-ween mam-
bers need to ke studied muck wmere thav they have been. From the evidence
we have te Zate, it iz ocur assump&ion.that such classraom patterns have
a very petent impact on teacher-pupil relations and con the mativation t2
learn of the members ¢f£ the classrcoom greup.

3. MUcilization" subgroupings in the clasaroom

There is widespread interest bv educztors in the prhencmena of
high and 1ow utilization of cne’s intellectual rescurces in zlassxrocm
learning activities. We have develsped a procedure for classifying the
members of a classroom group into four subgroups ~ those with kigh abiliry
and current eviience of high utilization cf rhat ability in learning
achievement; those with high ability buk low evidence of wtilizaticn; those
with low ability but high utilizaticn 2€ this ability, and “hose with low
ability and low evidence cf utilizatien, Sewerzl apprraches hawz been
made to the validity of locking 2t the classrasm structure in this way.

We have explored whether the pupils in *hese differenc claszificaricns are

ent ways; whether thay are being evaluzted by their siassmates in di¢fer-
ent ways; and whether thev are beipg perceived and reacted te by their
teacher in different ways. Althcugh this approach to the analysis of the
total classroom group represents a -rude cenigptuzlization, it has become
clear that such a classification does lead to sign:ficant diagnostic

insights about the furctioning 2f the learring process in the total classracm.
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It is clear from our explorations to date that there is great
value to looking at parent-pupil, pupil-pupil and teacher-pupil relation-
ships as the basis for understanding motivation to learn, effeztiveness
of learning activity, and the develcpment of positive and negative mental
health patterns. It is also clear that locking at the later two factors
in terms of total classroom patterns, rather than just as interpersonal
patterns adds greatly to our analytic power in understanding the class~
room learning process. Specific hypotheses derived from some of the
above concepts along with the empirical results appear in Chapters IV, V,

VI, and VII.
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Chapter 11T

RESEARCE METHODS AND VARIABLES®

The data zeported in rhis study were derived fram seme public
schoel classrecwms in rural, industrial, suburban, ané universityv sommuni-
ties. The data from each classrcom were obhtained from three scurces:

(a) questionnaires and greup interviews wirk pupils. (b} questicnnaires
and interviews with teachers, and (2) a brief pericd of cizssvoom chsexv

-
DL h a™

tion.

The Sample
The sample was selected from a grcup of teachers in scutheastern
Michigan who velunteered rc participate in tke project. Tke selecticon of
teachers from the voluncezers was determined by the ohjecrive cf sampling

a diverse representaticn of types of ccmmunities and grade levels. As

S

}

result, a subject pool comprising 727 children was drawn from twentry-saven

b

W

public school classrooms. Secma basic data regarding the sample ar:z pro-
vided in Table 5. The fathers®’® occurations f£or the pupils in the semple
differ significantly from classroem to classroam. For instance, in one
classroom ninetv per zent of the fathers are profzssionzl, while in amavker,
ninety-seven per cent are classified as unskilled. Thke raczial compozicion

ranges frocm predominantly Negro in one class to all White in others. The

diversity of the sample suggests that the results are applicakle to m

+
al- 19

midwest communities ocutside ©f large urban aress.

ERIC
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TABLE 35

COMEOSITION OF I¥E SEMPLE

Junizsr Sznisy
Elementary High Sthocl Hizh Scteel
{Graces 3-6) (crsdes 7. 9} (Grades i0.12
Sex Distriburicn
Beys 233 73 £y
Girla 163 74 5L
Tctals 4u7 145 255
*.
Qccupation of Father
Business executiwe 0 0 0
Upcer professioral 55 3 1
Uprer whire z°1lax
and professtonal &1 28 17
Lower white cauliar
and profzssional 49 30 32
Skilled 93 42 42
Semi-skilled 76 17 22
Unskilled 42 & g
Farming 0 5 7
Intelligence Scores
Mear 1.Q. iC9 Fd ~¥
Stand dewiati 8

-

® "
Our <fata concexning oicupations € fathers are nit complete, Dezrh

divorce, sepsrati tn, ambigutius responses, and unanswered items aLrunt for
this incompleteness,

Inte igen sccores for the secs mdaxry scheel pup:ils are not yerorted
since ‘he scoves do net vepresent current measures., These test scnres
were used only as a device teo separate the pupils inre high and tow 1. Q.

groups for eazh classraom,

£8




General Darz Colleztion Procedures

administration pracedure,

Nearly zll of the pupils had the experiance ~f

not have adequate reading skills tc¢ follow rh

D

P

not include children with severe academic dizabilities,

»

Directicn of Causation

o
-

69

All of the questionnaires were administered by members of the
research team in the Sprirg <f 1960 and again inp 1961. Th2 only excepricns
to this general prﬂ'eﬂure were a short family bdackersund informaticn £crm
and a sentence completicn test which were administered by the regular

classroom teacher., Ea:h teather was instrusztes carefully in rhe standard

ling ~ut a
shorter but similar questicmnaire in the Fall of 1960. Children who 4id
quastiornaire (which wa
read to all pupils by the examiner) were eliminated frem she sample.
Approximately two per cent ¢f the original sample did net ¢omplete their

questionnairzes and therefore are not included in rhis sample. Hen:ze.this study daes

Since thesre are n- experimentzl menipulztions of the variakles

under study, the direzticn of causation will he impeoscitle to determine.,

Indead, the conceptual linkages sutlined in Chzpter Il s uggest condiricns

of circular causatien. Perseonsl characreristics, for instance. wers viewed

as affecting the struzturing of classioem inrerpersonal relations which

2

in turn were seen &5 having an effect on oth2r perscnal charz

This process was viewed, then, as affecting periormence. WNsverthaless,

the statistical manipulations <f the dats undex study will only indizace

where variable assocziatiens axve significantly hizh ar non-zxiscent,

In spite of the methodological problem, some sori

cal research does seem to indicare rbat interpsrsona! relsa

tiens d¢ influencze

both perscnal and performanze phensmenz related to classyomm life.

Q
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Studies bv Whyte {39t3); Skerif White and Harvev (.935), Hollingshead
(1949); Gordew (1957); Coleman (19¢1%; ani Cim-s and Tayler {1952) supp-rr
this crientetion to cavsaticn. On *he cthev kind, ir is certainly

Pessible ard, in stme zases. quite proheble thar ciassveom interpersoral

relations rake their form divectly Secause 2f the acafem

3 A
o

an< tehavicrel
adjustment perfivmanzes 2% individual Pupils. 1In auvy case the specific
steps in The causal nexus {tanecting inrerperscnal velzticns witk inads
viduzl perfirmance :aonct be studied direzvly here.
Me2asurinz the Maior Variabiss

in this secticn. cperatismal de
variables curlined in Chapter )1 and analysec in Chapser W. Oniy the
specific items used to develsp variable indi-es are reproduced kars,
The crmplete battery of icems. +heir instruztions. and the detziled admin-
istration prccedures are veportesd in the apperdiw. The spa2cifiz inzcrumen:

items used in this study appear below aleng with 2ach cperaticaal state-

L
meny g

short family backeround informe

>
A,
3
3
ih
=]
it
=]
:

Familial Sccisl Class. Octupeticn of the Zzrker is used tr assess the

social clzss harkarouwnd of a pupil’s femilv. Occuparions are idenrified
by three questions answered Ey the pupils. 1.e., "Whare dees your fatker

i work? What i3 the pam

m
[R]
t4
ot
s
Lg)

tle 2f hiz ;2b2" and "Whet sxactiv deoes he

do ca the job?¢t '

0z

£y

wpations are ccoded on the basis of a modified census
classificaticn, bur £ir purposes =f this aralysis are greuged inteo thres
sociel classes as f£ollowss  a) upper-middie class, remsisting of upper

ERIC £9
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professitnal aud upper white scllar cz:iupar

m
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=
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et
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widdle <lass, -rneiscing of lower whire :0o3ilar zni sk?l':d w

ingz farmers; aond ¢) wirkinz -lass; inziading *he semizk:iilad

TABLE #

DISTRTBUTIONS CF FAMILTAL 300TAL CIASS AND
PAKENTAL EDUCATION IN T¥ SPMPV&’

- - om et e o e A 20 4 St st st
poquspamasind iy e e e e e e T ——
Familial S~:fal Class Frzouen:rv fand Ei _gEnt?
2 -SLEZZE - S LEELL:

[«
frey
M
-t
o)
~

Upper Midd L)
Lower Middle 3012 (673
Working 180 27

—au . —— 4 e -t . . v

s S R e T L

Farenta! Educaticp Fzhers

Beyomd C:llege 88 {12y 35 1Sh
College sraduste S5 13y

S¢me (Goilege 3

hat)
-~
3
ot
Wt
L
-
et

Bigh S<hoel Graduate TE8 153 230 (37
Scme Higb Snhecld 13 OC1E) 195 ¢14%

Grade Scheol Foo 49 sl {9y

Don’c Know 132 7i9% IRESN R

*These datz are nor complete. Death, diverse, Sepzration
amhigurus responses, &nd unenswered dtems a:scunt £ir this incrmplese
ness,

Py

Farental Educaticn, Information regarding zduczvional astainment of par-

ents is chtained from ome 2f six alternsrive zoswers ta the quastion.

YHow far did vcur father (mothe:) go in s:hol?® Tebliz £ summarizes rhs

&1
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number of motkers zn? father:z ar each educationgl lavsl.

Materna: Emplcyment. Ea:h rPupil is asked abiut wherher bkis mother 13

employeZ and if she i®= whether she works full 2r part rime,
Eezr Group Variables

Group jufcrmal Scciometris Strutiure. In each «f rkre=z seziometrisc areas

(liking, influepce, an< expevtness) every pupil nominatas Scur classmates
who are Lkigh and four sthers whe are low for kim in that area.

A preliminary investigation of our date indicate that these
three socicmetric dimensicns are not totaily indepandent., In fact, each
cf these dimensicns is rz2lated re each cther at a moierate level of
asseciation. Liking and influerce, for instance. show a cerrelatisn of
about +.32, as measurad by a Phi czefficient, Furthermire, Phi coef.
ficients <of +.31 and +.3} vespactively are chtained for velations between

expertness and liking, and sxperiness and influence, Sirce these Phi

e

coefficients are all mecersce. eath of our dimensicns will be analysed

§ apprtpriate. Howsver, bezause of hoth the

I

Separateiy whenever “his

significant associat

»4
D
A
)

amrng these rhree soziometric zreas and *the
nature 2f our thenretiza: iremework, rhe Iiking secirmetric area will be
emphasized,

Twe kinds of scciometrric structures zne used for anzlvsis in

)

thiz research., The first of these 1s reierred 2 a3 s *zentrally stru--

tured group.® or cne with a rarrow fasus of affection, 1In such a group,

1]

a large number of meubers agree ir selecting a small group of individuals
as the sres whom thev "like the m>st," and thev alsc agree in selecting
a few sther members as the cnes whem thev dislike. &as a result of trhe

narrow focus on a very few memters wko are mest popular and ancther few

who are mest unpepular, there are many pupils wh: are reglected and are

72
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mentioned by ne ore as beimg liked or 43

l:ked.

w

.A sezord kind 2% infcrmal pattern or so-iometriz scructare is
referred tc as a "diffuselv sirucrured gr7up, " 7r one with a wide f-cus
of popularity. 1In this kind of group rhere is a fairlv equalized dis-

tribution of positive and negative chroizes, Here almost

HY

verycne is
most liked =z least liked by scmehzdy. There zre no distinct subgroups
or cliques whose memters receive a large prnpi:ticn ~f the prositive or
negative preferenzes, and there are faw neglezted members.,

The f2llewing two cperstrons represent the measurss of our
dimensions of scciometric structure undsr considerarions

(a) Ecsitive Centrality-Diffuseness: Each pupil

is awarded one "chaize-sratus" whenever he is nominated
bv anerther pupil as high in a given arez. Since each
Pupil cheeses four pupils as "high® in zn avea, the
mean 'choica' score for the group is equal o four.

The <entrzality of & structure increases as the vari-
ability of thkis *choice” sanre distributicsn increases.
Low variahili&y £ this fchoice” soore distributicn
tharacterizes a sozicmatric structure approaching

diffuseness,

(b} Nesative Centrality-Diffusspess: Eszh pupil

(9N
h
o
&
N
(a1
[= %
(1]
[&N
73
=
n
-

'reiesricn-status® whenever he {s nowi-

nated by ancther pupil as low in a given area. Since

eack pupil cheoses four pupils as *low' ip an arez

2

w

the mean *"rejecticon® score for the group is equal te
four., The centrality of a structure increases and

the diffusem2ss decreases as the variakility cf rhe

- &3

o ————————————————t B T s
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“'chcize’ score disrributiso increases.
The dixe:ticns and quesriins used for the coilection aof these

stcitmetric data sre prasented in the aprendix.

{

Croup Affezt. Each pupii desizrnates on a nine-point scale how much he vzl-

)

¥

ues each pupil in the class. A 2r2up mean and variance is ~btained from

this cperaticn. The data fcr this variable weve collected with the instru-

ment entitled My Classmates which is presented in *he appendix,

Astual Sociometric Fositicn., The pup1ls in each :lass are vank-ordered

n

according tc their summed "choize status® or Hreiect

lon status' scores in
a given socicmetric avea, This distributicn zan be split iats quartiles or
at the median in order tc derive the high and low status pupils.

Teachexr Variables

Teacher Liking for Pupils. A raving of the number of chaxacteristi;s nf a
pupil liked by the teacher was used tec measure “Teacher Liking for Pupils.'
A pupil was considered liked if he were ratedwabcve the median rating given
by the teacher t¢ the members of the class. The teacher was asked tc rate
the pupils on a nine-point sczlz which ran frem a rating which implied that
the teacher 1liked all of the characteristics of the child to likiong none cf
his characteristics. The data for this variable were collected with the
instrument sutirled ¥cur Pupils presented in the appendix.
Pupil Perceotual Variakles

A sentence completion test. prepared for this research, provides
data for rhrze cof the pupil perceptual varisbles. The test as a whele con-
sists of 46 sentence stems, relating tc different aspects of the child’s
life. It is =xhibited in the appendix. Two indi:es are developed fram
clusters of stems. and twe stems are used individually,

Attitude toward Self. An index of the pupil’s attitudes tcward himself is

ERIC
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When I lock in rhe mivrenr ¥ . 0 . . . L,

Snmatimes T think T am e e e e

When T 127k at cther brvs and girls and rhen
lcck 2t myself 7 fesl e e

degres of positiveness or psvchological health indizerzd hy the response.
The mean of the three rerings prevides z "self-esteem index.” An internai
consistency cleck for this measure indicates thar sach single item contri-
butes about the same t2 the cverzll index., For instance, the item. "When

I lock in the miryor I . . % i3 in sgresment with the index 77 per cent of

the time, for high and lcw designaticns, The other

(5 d

we items betb agree with
the total measure 72 per cant of the time. These maderatelv high and zan-
sistert percentages indicate a f#ir amount of internsl ;onsié:encp and impiyv
that each item is Zomtributimg im its cwn right ro “he total index. An
analysis ~f the inter-item assoriztions also supports this latter peint,
EBach of che irems is woderately and pozitively correlzted with every
other item ar leveis ranging from +.%€ Lo +.538.

The self-esteem imdex 13 consisrvent, 2ist, with & different kins
of self-evalustion. Oa ar attifude questiommaire pupils are asked to rate
each of their clzssmates and rhemselves on a nire-point szcale, ranging frem
"a pszscn who ba: oply things about him you 1ike® ke "a pevscn who has cply
things abcut him wvou den’t like.® A cbi square anzlysis skows an asscciaricom
between the self-evaluation <n this nine-pzinr szale and the seif-essteem
index based on the thres sentante completicn stems {p¢.001).

Attitude toward Schocl., The following five sentence compliesticn stems,

similarly scored onm a saven-point scale azsceding to the degree of pasitive-
ness of the artitude toward schasl, arz used to cbtain a Yschool ad justment

index" by ccmputing the mean score of the five senrences.




7€

vl s L. . ., . v
Homewsrk 13 e e . o ;e
Learning tut <% batks 13 . . .
This skl . e o

Analyses of b2th internsl zmsistency and intevr-icem asscciaticns for this
attitude toward schesd ad justmant index zve quite similar te thoss for the
self-esteem index, Single item per cent agreemen: with the fctel index

ranges fyxom 68 psr cent t= 77 per cent, while irter-item correlations range
=4 g

frem +.38 to 4,54,

Pupil Perzeptisns of Parznrzl Artitudes Toward School. & mezsurement of

o

the puril®s percepticn of each of bBis parents atcitudes toward school is

obtairned from rhe folicwinz tws sentence cempleticon stems, whichk on the test

2ealing with other areass

'Y
3]
in
£
[N
(<]
1]
Kou
, <
/]
mn
o
o
"
[\
Phd
w0
(%)
o
~4
n
(3 4
(3]
=)
Wn

When 1 ik about szkeel, mv mother ., .
When 1 %v2lk abour sthozl, my father . . .

Respcnses ave rares on a s2ven-roint scale ranging from strong appreval,

affective support. and intarest in what thke pupil has to say a2bkout school,
{("1z proud <f me * "says ¥y 2oing €in2. 9 %enioys hzaring about scheel, )
te stzeng disapproval ar negarive affact ("mokes wise cracks ang schonl "

*says the school isn’r anv gond, " Mwants me to quic stheel . *)  The ceding

m

£ these respcnzes also insludas ertain gqualirative aspects., Supportive

answers are divided into apprival or affasvive suppaY

't

. acttive halp with
schetlwark, and achisvemenr emphazis. On rhe ronsuppertive side crategories
such as lack of irtevess, “breazt, and isck of understanding are used,

For most analyses snly the degree Tf support-nonsuppeort is vsed.
Wkere a hypothesis vefers o "parents” rathsv than to mother or father, an
average of the twe measuremente is used, This is refezved te_as the "Paren-

tal support of schesl index. ¥




ERI

Aruitoxt provided by Eic:

77

relughility oy Serk the atvirvde rowird sels

mIYe STmELek s solumn rede, wirh 5 votad

of 27 zatecovies, there was 8% par sent agreszment berwean twr vzvers

Thues it arpe:irs thar the z-mr ing procedure usel affoyds wery high relizhii-
it»,
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Perceived Sziremetyic Exsitson, Eath oupil 1o every 2.43%F 13 ssked to

“r

estimate whather ke iz ‘n the Firs secend, third, ov feurth gusrter of

the ©l283 in 2 particulsr sooiomesric wea, Thuz, ezck pupil ran de fesze

1gneted s par.ziving himsels as holding eithar a high (2nd snd st quar.
tiies) ov low {4tk ard 2+4 guaruiles) scciimetyic priisiin., Tre questicns

used fn collecting these data zve 4n ths sppendix,

pecple in th

Isclation. Tsolatisn is defimed s3 tFe z3sigrment Iw the pupfl of & law

reward waluz to aititudes which ks sees a3 tizhly valused by the clsssrocm

group. The assignuent <f & low reward walve is inferred from a lask of

¢fm releveant belaviars apd

the attirudes e ztrributes 7 other slarsrocm members., 1In modey to mezsure
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congruence between the purilfs attirudes and those which ke attributes to

cthers ez:h pupil iz givern “he frilowing sevis

w)
4

% sratemsnts Zeal

ng

with -1z

U}
(/]
e
)
3
3
A1)
o
-
1
o
13
0
D

2. Askirg thr2 rzzzher £or help is 2 gosd thing t2 Jdo.

3. Getting aleceg with wour zlzzsmates i: more impor-
tant. Than schasl wark,

The pupil waz first asked to indicate how he bimseif feels
about thess things. putrfing kis answsr cn a five-paint szale ranging frcm
%1 zgrees almost always"tS'q iizagres almost alweys.”

He was then askei k7w he thinks bis teacher feels and how he

thinks his hest frisnds {n the :lass feel. These were 2159 on a five-point

scele ranging from a high lewel of agresment %o & high Tevel of disagrees-

[~
{

£
123
L]
o]
=
[V
o
g

ma2nt with the statement, Discrepanzy scores were abtzine
feelings and the fezlings ke attrirtutes 72 his hest friends. and his
teacher. The distrepanty between nis own attiiudes and those he attributes
to significant ~thers in rhz zizzsroom are the measures of isclavion uszs

in this study,

.
o
i3
a4
j=
IS
n
»
(g}
[l
2
k]

Dissatisfaction, The mezssursment of dissacisfaztion emplove

ias highly ryelated to thke 1391

m

Lion measure, After sach pupil indicated
his degree of agreement wirk the seven :lassrcom relevens statements {zee

Isclstion Wariable abawe), ke waes given the fcollowing instructicns,

&8

. ran e L,
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N2w go back ¢t item number 1 {Read ivem: I#f vy ére

completely satisfied with the wav vou “zel anrcut this.

put a theck thrcugh the pumber you havz zircied 1€

ycu are not completely satisfied with rhe way yru fcel
ave

abcut this iraw an arrzw from vhe number y2e b
circled tc the number which shows how yru wauld like

tc feel  Now @ this for all of rhs items on this

page,

The sum 2f the distrepancies herween the point used by the pupil

io his original markirg and the pcint re which he drew arrews censtitures

the self-dissatisfaztizn measure used i1n this study. If can be thought

£o represent a Self-Idieal dis:crepancy.
~Usinz rhe ahsve mechod, discreranciss were :ssomputed ro sbtain
Peer dissatisfacricn and teathar dissarisfacti-n indices. The peer dise

satisfacticn incex was zcnstructed using the 'hes: friends* items. In

i
(7]

this way 2% czensistent with the pe.. i1s3cla%isn measure, Teacher dis-

satisfactico was a :z-mbivatisn =F tha dis:vepantvy index and the sum 2f +h

1]

am:unt of change rhat the pupil wowlé like t- see rhe *eazher makz on the

fcllowing tharacterisrics,

_e

Pelp with work

Get angzry

i+ Make sure werk :s5 Zone

Ask uz vn decide

o Bt Trisvdlv

Maks us tehave

s Trust us on cuxr cwn

Mzke us work hard

. Sh-w that he vndarstands how

. -
we Yeel .

N UL Wiy
< < .

O 0

The pupil could :tezk =ne ~f Five poiots on a s<ale for each

1tem: much more. a little more, ithe same, a little less. muck less than

she does now., The sum of the number of s-aie prints away frem fithe same
as she dozs ncw" checksd by the pupil was :-omhinsd with ~he discrepan:cy

index previously mentictned to constitute *he tezoher dissar- faction

[0
0

measure,

&9

e + S e e



80

Pupril Academic Performance

Utilization of Abilities. Each class is split at the median into a high

intelligence group and low intelligence greup by scores from standard
intelligence tests. The teacher then divi&es each of these groups into
high achieving and lew achieving sub-groups. Thus, the class is divided
into four ability-achievement groups; high ability~high achievement, high
ability-low achievement, low ability-high achievement, and low ability-
low achievement. The two high achieving groups are considered to be
utilizing their abilities more completely and are designated as the "high
utilizers," while the two low achieving groups are considered to be "low
utilizers.” This ability-achievement measure, as indicated by the way
each class was divided, represented the pupil's relative pesition in his
class, not his ability or achievmeqt in relation teo all pupils of a particu-
lar age or grade. A comparison cf the mean I.Q. scores yields no differ-
ences for these two groups of utilizers. 1.Q. mean for the Yhigh utilizers,"
for instance, is 109.38, while that of the "low utilizers" is 109.00.
According to rhe theoretical scheme developed in Chapterli: a
pupil’s feelings absut schcol and self as well as his performance in the
classrcom are influenced liargely by three contexts of social relationms:
a2) characteristics of the pupil’s family and his parents® attitudes tcward
school, b) the pupil's status and relations with his peers, and c) factors
_ associated with the teacher and teacher behavior. Chepters IV, V, VI, and VII
of this report focus on the empirical findings uncovered during the course
of this study in each of these thfee aréas. Chapter IVdeals with the
general area of parental influences on pupils’ attitudes and performances
in the classroom. In particular, this part of the research focuses on some

correlates of pupil perceptions of parental attitudes toward schocl.




Chapter 1V

PUPIL PERCEPTIONS OF PARENTAL ATTIT'DES TOWARD SCHOOL*

Each of the hypotheses tested in this part of che chapter involves
pupils' perceptions of their parents' artitudes toward school. These per-
ceptions are viewed as pivotal processes between family characteristics
and the pupil's attitudes and performance,

Family Characteristics. The clearest difference found in this part of the

study is associated with the parents' educatioaal level. As shown in
Table 7, parents who are seen as supportive of school by their children
have more formal education than those who are seen as indifferent or non-
supportive {p < .0l for fathers and p < .005 for mothers), .Among the
highly supportive fathers, 39% were college gcaduates, many with additional
graduate work. Among the nonsupportive fathers, only 23% had this degree
of educational attainment. In contrast to this, among the fathers who
failed to finish high school, 377% were seen as not supportive, and 27% as
supportive. locking at the most educated fathers as a group, 55% were
seen as highly supportive and only 16% as not supportive,

The results are even more significaat in relation to morhers.
Among the highly supportive mothers, 32% were college graduates and 17%
had not completed high school, Among the nonsupportive mothers, on.the
cther hand, 34% had not completed high school and only 21% had graduated
from college. l.ooking at the most educated mothers as a group, 61% of
them were seen by their children as highly supportive of schosl, and only

11% seen as nonsupportive.

k!

Margaret Barrcn luszki and Richard Schmuck primarily are respoansible
for the coateats of Chapter 4. More detalied information can be found
in an uapublished paper of the same title by Drs. luszki and Schmuck.
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TABLE 7

PUPTL PERCEIVED PARENTAL SUPFORT AND FARENTAL EDUCATION

Perceived Farental Support
Per Cent (and Frequency)

‘cati Highly Mot
Education Parent Supportive Neutral Supportive
College and/or Father 39%_195) 27%_149) 23% (27)
Graduate Studies Mother 32% (9%) 24% (44) 21% (17)
High School and/or Father 34% (81) 41% 75) 40% (48)
Some College Mother S1% (153) 57% (106) 45% (37)
Crade School Father 27% (64) 32% (59) 37% (44)

and/or Some Mother 17% (49) 19% (36) 34% (28)
High School .

Chi Square (FATHER) = 13.86 (.01 p : .005)

Chi Square (MOTHER) :: 16.5] {.005 ~p» - .001)

A finding relevant to the higher significance of mother's
education for pupil perceived support is that mothers are thought of by
their children as being more important than fathers (p < .001). More
than half the pupils rank their mother as being the most important person
in their lives, while only about 18 per cent of the pupils rank their

fathers as most important.

Despite the clear sssociation between a pupil's perception of

his parent's interest in school and that parent’s educational level, no
statistically significant relationship was found in our sample between
the father's occupational status and the pupil's perception of his par-
ents' interest in school. There is, however, a trend suggesting that

parents in the upper-middle class tend to be more supportive of scheol
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than parents in the upper-middle and working occupational categories.
The data show that 58 per cent of the upper-middle class parents are
viewed as being highly supportive of school, while only 47 per cent and
48 per cent of the parents in the lower-middle and working classes respec-
tively are perceived as highly supportive. On the other extreme, the
data also indicate a tendency for the lower-middle and working class
parents to be more nonsupportive than the upper-middle class parents.
Further. children of mothers who work full time are likely to
see their mothers as less supportive than do other children. The data
in Table 8 support this generalization {p < ,01), The difference is high-
lighted in the findings for mothers who are seen as nonsupportive., Twenty-
two per cent of the working mothers compared to 12% of the nouworking
mothers are viewed by their children as nonsupportive of schooi. The
social status of these working mothers tends on the whole not to differ
from that of other women in the sa;ple and does not account for this
result. These results. in summary, indicate that maternal education and
employment, though not father's occupation. are associated with the child's
perceptions of parental attitudes toward school,

Pupil Age and S3Sex. Age and sex have beea shown £ have a bearing on

children's parental perceptions., Kohn and Fieldler ©1961) for example,
reported that younger pupils differentiate less than older pupils and
females are somewhat more pPositive than males in their percepticnﬁ of
others. Kagan {1956) and associates ‘Kagan and lemkin, 1960; Kagan, Hoskin
and Watson, 1961) have made rather extensive "studies of children's percap-
tions of parental attriputeso None of the attributes studied was related
directly to attitudes toward school, but the results showed that boys view

their parents somewhat differently from girls.

3




Table 8

PUPIL PERCEIVED MATERNAL SUPPORT AND MOTHERS' EMPLOYMENT

Perceived Maternal Support
Per Cent (and Frequency)

Mothers' Employment - Highly | Neutral - Not .
Supportive supportive
less than half time 55% (279) 33% (170) 12% (64)
or half time
More than half time 50% (88) 28% (48) 22% (39)

or full

Chi Square = 10.1° (.01 > p > .005)

Our data indicate that younger pupils perceive their parents as

supporting academic striving more than older pupils. There is clearly an

inverse relationship between a pupil’s age and his perception of positive

parental support of schosl {p < .005). Table 9 shows that over 56 per cent
of the elementary level pupils in the sampie indicate very positive parental

support of school, while only 38 per cent of the senior high school pupils

indicate such support. 1In both the peutral and the nonsupportive categories,

on the other hand, there is an increasing percantage as one ascends the

educational ladder,
Chi square analysis of the data indicates that sex of pupil and
strength of perceived parental support of school are not related,

Iypes of Perceived Parental Support of School. The data reported above

all relate to quantitative aspects, or the strength of perceived pareuntal

support. Some differences were found also on the qualitative side. Three

o4




TABLE 9

PUPLL PERCELVED PARENTAL. SUPPORT aND P.!P1! AGE

- vt v ] - smian

-remwr

Perceived Parental Support
Per Cent (and Frequency)

o s R Highly Not

Pupil Age level Supportive Neutral Supportive
i.lementary 56% (236) 33% (137) 117 7453
Junior High 467 (64) 417 (57) 13% (19;
Senior High 38% ¢59; 45% £69) 17% (27)

Chi Square = 17.27 £,005 » p > .001}

LTees .

general types of pupil perceptions of parental attitudes toward school can

be isolated; a) affective support and approval, e.g.. "is proud of me, ™

"thinks I'm doing well," "is pleased wirh my school work™; b} offer of help_

01t v o e maa N B8

axd_active support. e.g., "wants to help me,"” "asks questions and tries to

help me,” "wants to know and help,” and c) emphasis on academic_achievement,
e.g., "wants me to do my very best,” “wants me to learn more,” "wants me
to stay in school and get a diploma."
In an analysis of these data, four major findings emerged.
1. Mothers and fathers do not differ significantly in the type
of support the pupils view each as offering.
2. lower-middle class pupils, both boys.aad girls, perceive more -

affective support and approval from both parents than upper~-middle and

working class pupils.

3. pper-middle class pupils, primarily girls, perceive more
parental helping and active_support than working class pupils; who in tura,
perceive more than lower-middle class pupils.,

r—
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4. Boys perceive more Pareatal academic_achievemenr_pressure
than girls. Furthermore, boys in the working and lower-middle classes

Perceive more parental achievement pPressure thaa boys ia the upper-middle

class,

Pupil Attitudes and Per formance. The data generally iandicate that pupils
who view their parents as actively interested and supportive of what they
are doing in school make a more positive psychological adjustment -o school
than pupils who see their pareits as less supportive. First, pupils who
Perceive their parents as holding supportive atti-udes toward their school
life feel more Positive about themselves than p1pils who perceive less
Parental support. Indices for parental support of school and self-esteem
{Table 10) show that Pupils who view their parents as supporting school
have more positive self-feelings than pupils who view less parental sup-

port of school ¢p < ,005).

TABLE 10

PUPIL PERCEIVED PARENTAL SUPFORT AND ATTITUDE TOWARD SELF

- .. —— . — e

Perceived Parearal Suppor-
Per Cent Zand Frequency)

—— ——— . At o — —— —— a——

Attitude Toward Highly e 1 No=
Self Supportive ~eutra Supportive
Positive 41% ¢148) 32% 85 23% 120)
Neutral 354 (125) 36% [93) 347 (29)
Negative 24% 186) 32% (85) 437 737,

Chi Square = 17.50 {.005 > p > .001;

- T — —r— - —
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Secondly, pupils who Perceive their parears as holding supportive

attitudes toward their school 1ife feel more positive about school than

Pupils who perceive less parental support, The data ia Table 11 confirm

this statement {p < .001), Seventy-seven per ceat of the Pupils perceiving

very high pareatal support have positive attitudes toward 3chool, whereas

only six per cent of the pupils with high supportive Parents have negative

attutudes toward school. Whea the Pupils with positive attitudes toward

school are viewed as a group; it will be seen that 577 see their pareats

as highly supportive, whereas only nine per cent zee their pareats as

nonsupportive,

TABLE 11
PUPIL PERCEIVED FARENTAL SUPPORT AND ATZITSDE TOWARD SCROOL

e, 20 s, N ..

o

Perceived Parental Support
Per Cent (and Frequency)

Attitude Toward Highly N Not
School Supportive Newutral Supportive
Positive 77% (274 667% 1735 31% 7465
Neutral 177 (61> 247 (64" 277% 124
Negative 6% {22} 10% 726) 227 20"

. ——_ arm——e

Chi Square = 32.38 {p < .001}

. m————ryry

Finally, pupils who Perceive their parents as holding supportive

attitudes toward their school life utilize their abilities more completely
than pupils who perceive less parental support. The data in Table 12 con--

firm this statement for elementary pupils p < .025) and for juaiox high

<
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TARLF 12

P.'PIL1 PERCEIVEL PARENTAL 3T PPOR™ AVL UTTL ZATIN
0F ABTITTIFS AT THREF ACE LEVEL S

- —— —— g - —— v

L Perceived Per “ent -and ¥rzquieacy’ of
Parental Figh and low Ttilizsrs ac
Support Fach age Tevel

T e 5 U 45 /8 M it e o e e T B e ¢ S T S 2 02 e ¢ - . S P = e " 8 TS ¥ e T

EiEMEVTARY
Yigh iow
Supportive 33% 134, 47% 135

Nonsupportive 385 -27; 62% 44

- ovmer —— - ot 2 S ¢ * . -

Chi 3quare 5.31 p < .025;
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High Low
Supporcive 51 48, 49% (46,

Noasupportive 30%2 10 70% 23

Chi Square = 4 24 p < .05
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Noasupportive 417 '16; 23;

Chi Square = 1.11. N.S.
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school pupils :p < .05), but not for those in teath through twelfth grades
Gevnerally speaking., the younger the pupil, the more impact his perception

of parental support of school has on his academic performance. 7his finding
is consistent with those of Coleman (1961 and others which show the greater
impact of the peer group and reduced influence of the parents duriag adoles
cence. About 53% of the elementary pupils wi-h very supportive parents

are utilizing their abilities quite adequately. Overy 62% of those elemen:
tary pupils with nonsupportive parents. on the other hand, are utilizing
their abilities at a low level. ''a the junior high, 70% of those pupils
who perceive their parents as nonsupportive or school are low urilizers.
There is some trend for this to be the case in senior high also, but the

chi square analysis does not reach a high enough level to be significant.

Nevertheless, 59% of senior high pupils who perceive their pareats 2s not
supporting the academic are under-utilizing their abilities. 3Siace rhe

high and low utilizers in the sample were equal in intelligence, thase

results point to the important associatiins between a: 2 pupil's perception
of his parents' support of school life aad b: a pupil's attitudes toward
self and school as well as his academic achievzmzat,

Perhaps some examples taken from our data will help make thase
tindings more concrete. Coinsider. €or instance. this fourth grade bhoyv who

sees his pareats as unsupportive of schz:l. When preseated with the

incomplete sentenece, ‘When ! talk about scio>l, my fathier . " he answers

"doesn't_like it." For his mother, he writes "Say: l.am doiag bad. " e

has an 1.Q. of about 106 which is rather high accordiag to rhe ability
range of this particular class. Yowever, his teacher says he is achisving
at quite a low level. Furthermore, he manifests a very negartive attirude
toward himself and rather negative feelings toward school. He filled out

ERIC : 1
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the self items in the following ways: "Somerimes T think T am aurs.

"When T look at other boys and girls and thea luok at myself ° feel 1i

1]

-

a_smart aleck." "When ' 195k in the mirror. ' see_z_bad bay " 1 another

self-relared incomplete senreace. he writes ‘Whz1 " am by myself 1 feel
On some of the iacomplete sen-encszs for assessiag his atrtitudes
toward school he answers: "My schoolwsrk is hard " "Studying is azr
easy.”" "Homework is 3tupid."” “"Learniag out of bodks is dum (sic’."
Thi; boy has 2 few friends his owa age, bur by and large he
appears to be isznlated from his peers. His life as 2 pupil is not a

happy ole. HYis teacher sees him 33 & boy who is generally uniatarested

in school, 3he adds thatr sometimes he tries hard, but he is a2t able to

v
.

concentrate for long periOAS,

let us contrast him with another fourth grade boy who is achiev-
ing wvery highly considering his intelligence level. He has about as many
close frieads 23 his classmate described above bur shows 3 much differeat
pattern of perceived pareatal support for schonl aad artitudes toward
school. “his boy writes., 'When 7 t3lk about scnool my farther likes_to

know what . have doie ia icno9l." and ., . my mother listens very

ey :

carefully.” On aaother item he writes "3 father i3 na1ce when s talk
about school," indicating agaia his Percep=ion thit his father is very
supportive 2f him a3z a papil.

In revealing his actitudes tyward school. he answers: 'Stdying

is fun," "domework is fun wnen it is_easy.” "Thi:. scho-l is aice." Fe .

also views his teacher as reflecting general satisfaction with his behavior

as a pupil, He writes, "My reacher thianks T am nice most of the time."

El{llC 1¢9
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Consider a third pupil, this one a fifth grade girl, who per-
ceives her parents as being very supportive of her academic behavior She

answers, 'When 1 talk about school, my father likes me to talk about

school.™ and ". . . .my mother waats to know abcu- it.”™ She has an 1.0,

of 100 which is low according to the ability range of this particular
class. Yowever, she is achieving at quice a high level. Furchermore,
her score on the self-esteem index is very posit.ve. 3he filled out the
self izems as follows: “Scmetimes T think 1 am pretty good.”" "When 1

look at other boys and girls and thea ‘ook at myself, ' feel that X like

me_and the others." "When I 1ook in the mirror, 1. feel that % look N¥.*

About school she writes, "This school is aice,” and she 3ays, "Studyin
L =2.0268 y ying

is fun most of the time."

Finally, contast this pupil with a fifth grade girl who views
her parents as being very uasupportive of school., About her father. she
writes, "When 1 talk about school, my father gets_mad,” and ". . . .my

mother says how many bad thisgs do you do in schos1?" Even though her ..0Q.

score is average for har class, she is achicving at a very low level. Her
attitude toward self appears very negative as indicated ia the following
responses: ''Sometimes ) think 1 am really dumb." “Whea I look at other

boys and girls and then look at myself, I feel that they are more pretty

and smart.” 'Whea I look in the mirror, T think how T caa change myself."

Sociometric Status in the Peer Group. The results generally iadicate that

sociometric status in the peer group and perceived pareatal support of
school are unrelated. but, when takea together, are power ful predictors
of a pupil's classroom performance.

The data in Table 13 indicate that at three levels of perceived

parental support, very supportive. mnderately supportive, and noasupportive
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PUPIL PERCELVED PARENTAY, SL,PPORT SOCIOMETRIC STATYUS 1N THE
PEER GROUP, AND UTILIZATION OF ABILITIFS

Perceived
Support

Sociometric
Status

High

Neutral

None

High
Medium

low

High
Medium

low

Yigh
Medium

Tow

Per Tent ‘and Frequeacy;) of
High and Low 7tilizers

208 AT o 00 4 B U s S G 1 N LA T

S LAIRE Ly WS S ® Y T v —

Zigh low
65% ‘87 35% ‘47
53% 82 47% 72,
37% (26} 63% ‘44)

Chi_Square = 14.47 ‘p < .001)
62% (54 387 :33)
46% (533 547 163}
40% 245 60% (36

Chi 3quare = 8.32 'p < .02y

48% 1) 52% ‘12
20% 8" 807% 32
267 7) 747% 20

Lhi_3quare =5,

- e

=.2.67.,.05 <.

p_<_.10;
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sociometric liking status in the peer gtoup i3 positivaly assaciated with
utilization of abilities. “n the “ery supportive coanditiy., for instance,
65 per cent of the Pupils with high likitg sta=us ara high vtilizers

33 per cent with medium liking sta-us are high utilizers anad oaly 37 per
cent with low liking sratus are high uzilizers ‘p < 001:, Zonversely,
pupils with moderate Pareatal support and low ssc.omatrin pa3i“ion are
utilizing their abilities at a Iow level ia 60 per cent of rhe cases.

less than 54 per ceat of rhe pupils wizh myderars home 59ppor- aad medium
Peer group status are low utilizers while d1iy 38 per cent of rae pupils
with moderate parental S4pport 3ad hign p2er group status are low arilizers,
Finally it appezrs that even In the noasupportive home conditioas, there
is 3 trend. though nor significaant. for pupils with high liking status in
the peer group to be higher utilizers of their sbilities thaza rthose wi=n
lower status 'p < .107. The resuits sugpest that peer 31ppPOrt may serve
as a substitute source of personal gratificarion, especially as the pupil

grows older,

MPi CATIONS FOR TEACSFRS

The research reported above shows how important it iz for children
to feel that their parents are interested in and supportive of their
school life. Such feelings are associated with favorabls school achizve-
ment, positive attitudes toward school, and a healthy level of self-esteem
1f this is true, administrators and teachers should try to increase every
pupil's chance to obtain Parental support by attempting actively to educate
parents in the significant role they play i1 the 1lifs of 2 child in scnool,

The probiem cf working with pareats is a complzx oie. beysad the

scope of this research. The £21lowing ideas, howevar. suggest a fow things
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that might be done. First iz the job of obtaining information abrur the

W home. 3Some states “ave records of pertinent home in€ormarisa ab-out each

pupil which are easily accessible ©o +he taacher. a teacher may waat to

secure additional informatioa. Some teachers, ia the coarexr of getting

acquainted with 3 new class. ask pupils £o fill osut quastisnnaires covering

family background informarisn. Sentence completion srtems such a3 those

u#ed in this research are 3132 useful . ther teachers; make home 7151ts .

afrer 2 ciaference with one of the par21t: td get 3 berter id=a 2f tne

hom: life of the pup:l. Wnatever iaformation gatneriag aad diagnastic

techriques are employzd it is impor-ais for the teacher tn get some valid

idea 2arly in the year about the state of affairs in each of her pupils’

homes .

“f the 1aformati>n abou- a2 homa 31ggests ThaT scme chaages avs

de&irwble,‘the teacher may be abie =) esrablish 3 pozictive endugh relation:

ship witn the pzrenrs 3o that through confer=nces and visits she will be

able to help them assume more s2pportize royi2es ia vrelation ty rheir child's

schocl life. Through mzetiags witn groups 2f pareats 9y <~eachers caa

engage parents i diszussions of how tney trzat their caildven i3 relation

to school make suggestisas about altzrnative actisas and g2i1 35me com

mizmear to actinsm by setting ip a later date for evaluatisn i11d discussion,

A teacher might. for instance, attempt ts eahance Par=2ntal support by dis

cussing individuai differeaces. A2 understinding >f differeacss amd1g

pupils relative to sex, cultural backgrouad. abilities and iAaterasts

increases the OPpPortunity for parents = be more accapting aad <oleraqr

of their children, Tn addi<ioa t» Produzing greater acczptaice af theic

own child as a pupil j family stindard of acceptancz »f differeaces may

emerge from trying out new ways of relating o the child.

Aruitoxt provided by Eic:
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Aporoacnes such a3 rtMese Aau: proced uccasifud §A canging

"t

behavior 21d acri-ude: Teachsars ofren find pirsass 2ager for iafarmitin
and guidance because their lack -f 3UPPOTY T 3tems primarily Srom taziv failure
to uaderstaad child beraviar. a s-ame paraats nowever, 1tegative feelinags

toward the 2nild and toward schaysl are deeo raatzd and evsa a highly

skilled -eacher may be 11sbla ta eqlisr 22perati~a. Fernaps such pareat

i

snauld be referred t a v7isiriag tedcher who could try ro uadarstand and
allaviate the adasuppoartiva atrirades, "1 suth wark  ha-h ragcner and
visizing zeacher m:sr ba caraf:! aor -a Pat furthzr prassurzs aad str4ias
70 whit may be already a difficalct home sitaacian.

“he finding tha: the pareats who are less 2u0portive of thear
childrea's schosl 1ifa mavs less €ducatiog 21 e whdie thaa the more
3upportive paraacs BUgERSts  THAT 4t tim:: the problem is o1e wricn 3pans
the generations, Tn 3-me Pare1ts  -he mers montisn 9f 3cho-] brings nur
their owa feelings of frustrarian aqa f4il.ve  41d rtns pe-s-1al thraat
aroused by any approach from tve =ea-cner miy h: 355 srraag <=ar lir-le can
be done tH gaii rneir €2p-rd4tinn, UTAsr par:a-3 mav ‘ack the skill

needed to communica-e 34 a-

itudz 9€ suppo-n P eirner the educitinnal
insti%ation or rheir c1ild s scademic e“forz. “m1ldran 11 iunh familiog
are suffering bacaise -heir PAT21T5 Midve 13T rocatsed daaqravs Pr=pirarion
for the compiex rask »f child ve23riag in a1 ivcrsasiagly industrialszed
society. Family 11f« edicatisg on a Targe sczl d: n-eded. Farzss rascnqas
cotrfereaces alsne canqos :.ppiv <n2 b:ckgrs:nd N:iCe:33a-y T und-r:t.ad
child benarior, Programs 5% familvy i:fe a1c caild C=v=lI0ment edicat1
must become mdr: easzily 1w21labie - Parenz: and m21tal 12331-n coasultanss
and s2cial! workers saauld be M2 4cCzaslthia far parsae caasaicasisa, Som=-
times famly 2otrseling i: i1 srdger €spacially whare pupr: maiadjsrmenar

in school iz sympromati- of Z:mily stra1as aad coa:lier., ,.(?c—
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Despite the relationship between parental artitudes and pupil
school adjustment ., there are maly pupils wh»> do not follow this pattera
pupils who like school and d» well ia school despite lack »of support at
home for their schosl endeavors. Many such cases can be arcributed to
positive child teacher relationships. ™e teacher 35 own feelings about
and behaviors toward individual Pupils caa go a long way toward making
school a place where security aand respect are found, Thus ir is possible
that a child's desire for Pers»1i. worth  though threatened by nonsuppor-
tive parents. may fiad some pportunity for fulfilimeat in the classroom,
The teacher alss can help the child achieve some insight 1nto the behavior
of his parents, Znaformally. in her day-to-day relations with pupils aad
formally through the social science curriculun, rhe teacher caa stimulate
pupils to think about the reaszins for behavior in general and parental
behavior in particular. Through human relartioas skills gained in the
classroom, the pupil can be helped to handle his own family situarioj

better,

STMMARY
This part of rhe study substantiatss ~he geleral propnsirtiong
that family characteristics aad living styles are relared to 3 child’s
perception of his parents’ arritudes towsrd school., Specifically pareats
who are seen as supporrive of schosl life have more formal educatinn than
those who are indifferent or noansupportive. Also. childran >f mothers who
work full time see their morhers 15 less supportive than d» sther children,
Younger pupils view their pareats as supporting their school life mor= than

older pupils,

1€s
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Three types of pupil perceprinsos of parentai 2tzi-ades toward
school are isolazed a3’ affective 3ubpart and approval b’ help and active
support, and c. academic achievemenr pressure, “hese three ypes ~f per:
ceived support are differeicialiy related to the familial social class
and sex of <he pupils,

This research shaws further that pupils who perceive their
pareats as holding supportive atrit.des roward rheir scasal 1ife utilize
their abilities more fully 2nd make 3 more positi.e psyzholagical adjust
ment to school thaq pupils who perc2iva less piareazal sapport. ladices
for parental support of scnod! self-a2sream. z1d atrirude roward schaol
show that pupils wh> view their parea-s as suppoyrting schoosl have higher
self-esteem and more prsitive attitudes toward 327951 -hsa pipils who
view less parental supprrt of schonl. Fi1nally. sociemertric status ia the
peer group and pupil perceptiom of pareatal support of wciool, taken
together, predict better to a pupii’s utilizstina 5° his abilities tnan
one of rthese aliie,

fapter 70 coacludes with some suggestinas far teacher

1¢7




CHAPTER V

SOME RELATIONSZIPS OF PEER RELATIONS IN —3F CLASSRNOM

~0 PUPIL ATTLTUDES AND PERFORMANCE®

Most of the data reported in Chapter V are derived from upper
elementary classrooms When appropriate, however . the generalizability
of these findings to other developmental levels will be meationed The
first and last fivdings are ba<ad on the full sample >f tweity:seven
classrooms,

The firse: finding is that classroom peer groups distinguished
by more liking diffuseness exhibit more posirive group affect than groups
with more centraliry. Inadeed a rank order correlation of rho= -.33
(P < .05} indicates a negative association between tha centrality of
liking "choice" scores and group affect. As predicted group affect
decreases as 1 larrow focus of liking choices increases. Further a cor
relation of rho = -,26 ‘P < .10% indicates a probable negative assaciation
between the cencrality of liking "rejection" scores and group affecr,
These correlations. tnough small indicate at least 1 tendency for peer
groups with diffuse liking structures t» have mdre supportive social-
emotional acmospheres.

Table 14 shows thas P:pils are more accurate when estimatiag
their actual liking status in the Peer gryup cthe more liking choices are

centrally structured in the group. These data iandicate a positive

-

Richard Schmuck primarily is responsible for the contents of Chapter V.
More detailed informatian can be found 1q Dr. Schmuck's doctoral disser
tation. Social-Emotiosnal Characteristics of Classr~om Peer Groups .
University of Michigan 1962; and his "Some Relationships of Peer liking
Patterns in the Classroom to Pupil 3c¢titudes and dchievement . in
School Review, Autumn. 1963,

1C8
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association between structural centrality aand accuracy of persnaal status
in the peer group. The results show moreover. thiat as the liking
dimension approaches a more narrowly foc-:sed distribution_ bimodal
centrality, more pupils accuratel~ estimate their status 17 the peer
group. These results were also substantiated for high scho>l classrocms

o = 15,51, ar = 2 p< 001y

TA3LE 14

L1K'NC STRTFTURAL TPE3 aND FFl!
ACCRATY "N EST MaTiv( STa~ "3

——

Per Cent ‘and frequency) of Accurite
And Tnaccurate Pupils for Each

St t 1 7y
Liking Structural Type ructura rpe
Accurate naccura-e
Bimodal Centrality 667 ‘97 34% .51
+
Mono-modal Centrality 647 .83 36% 46)
Diffuseness 51% {75 497 1724

- —— - -

Chi square = 7 85 -p <« 02)

“ncludes either "choice" -r ‘rejecrion” ceatrality.

A more refined anslysis of the data further substantiates this
relationship between centrality and accuracy. Tible 13 indicatas that

pupils who have low actual liking status in elementary peer groaps tend

to perceive their low status more accurately 11 the centrally structured

situations., On the other hand. in the diffusely structured classrooms

about 60 per cent of those Pupils with low actual! status perceive them-

selves a3 being highly liked in the group, We contead that the Prof ision

19
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of emotional support for individuials in the diffusely structurad peer
group accounts for this condition, 3imilar results were sbtained for a
2

combined analysis of the junior and senaior high age levels ¥° = 9,95

df = 2, p < .01;.

TABLE 15

PPPIL ATCTRACY IN COGNTZINC 1LOW STAT 3
TN THREE 1iKTNG STRTITURES

- ——— -——

Per Cent 'and frequency) of Accurate
And Inaccurartz Pupils for Fach
Structural Type

Liking Structural Type

Accurate Inaccurate
Bimodal Centrality 58% 44 427 32,
Mono-modal Tentrality 43% 29, 33% 35,
Diffuseness 40% 29) 60%1 (44)

Chi square = 14 65 .p < .001

Some ramifications of having low liking status and knowing it
become evident in further analyses. The data shown in Table 16 show two
things; first*that pupils with low actual liking status are lower utilizers
of their abilities than pupils with higher actual liking status and
second that pupils who perceive themselves as holding low liking status
are lower utilizers of their abilities than pupils with higher perceived
status,

Furthermore, an inspection of the percentages in Table 16 shows

that pupils who perceive themselves as being liked, though they have low

actual liking status, are utilizing their abilities more highly than those
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TABLE 16*
ACTUAL LIKING STATS, COGNIZED LIKING STATUS
AND UTILTZATION OF ABILITIES
Actual Liking Status Per Cent (and frequency)
and Cognized of High and Low Utilizers
.Liking Status in Each Liking Category
Totals Totals
Actual Cognized - . Cognized Actual
Status Status High Low Status Status
High 65% 7100) 35% 753) ©153)
High £211)
Low 437 (25} 57% {33) (58)
High 48% 53) 52% (58) (111)
Low (213)
Low 31%  (32) 69% (70) (102)
Totals
Utilization (210) (214)
Chi square {Actual Status - Cognized Status) = 18.77 (p < .001)
Chi square (Actual Status - “'tilization =15 85 (p < .001)
Chi square 1Cognized Status - Utilization} = 19.87 (p < .001)
Chi square “Interaction} = .02 iNS)
Chi square ‘Actual Status - Cognized Status - “‘tilization) = 54.51
(p < .00
*The Chi

Square partitioning statistic used in Tables 16, 17, and 18 is
explained by William Hays in notes from his statistics course entitled,

"Analyses of Qualitative Data," University of Michigan, Spring, 1955,
pages 24-33.

who have low status and know it. Results for older pupils are essen-

tially the same. These results emphasize the importance of introducing
perceived status into studies relating sociometric status to performance.

Further analyses of our data emphasize the importance of con-

sidering perceived liking status along with actual status in studies of

classroom peer groups, The results in Tables 17 and 18 show that pupils
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who perceive themselves as holding low liking status have more legative

attitudes toward self and school than pupils with higher perceived status.

TABLE 17

ACT.AL LIKING STAT'S, COCNIZED LIK'NC STATOS
ANSD ATT!T.DE TNWARD SELF

Fer Cent ‘and frequeacy)
of Those with Pastive and
Negative Attirude Toward
self i Each Liking Category
N~

T T \\\\\\\
Actual Cognized Totals rotals

Actwual Liking Stavis
and Cognized
Liking Stan

siti A . e . .
Status Status Positive Negative ognized ﬁctual
Status Status
High 60% (90 40% 61 “151)
High 211
low 40% 24, 60% ‘36, 760)
High 58% 63! 42% 46) ©109)
Low 2101
low 35% 35; 63% 766 -101,
Totals
Attitude Toward 3elf 212° 1209
Chi square tActual Status - Cognized Status) =17.22 (p < .001)

Chi square ‘Actual Status - Attitude Toward Self)

Chi square {(ognized Status - Attitude Toward Self)

Chi square finteraction) = 57 «NS)

Chi square {Actual Status - Cognized Status - Attitude Toward Self) =
39.67 “p < .001)

2.28 (NS)
19 60 p < .001)

“he results in Tables 17 and 18 show that perceived liking status
is related positively and significantly to both attitude toward self
and attitude toward school. whila actual liking status shows no sucn
relation to these variables.

Thus. one could be mislead if he were to conclude from previous

studies that peer group sociometric relations are not related to» pupil

o 4
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TABLE 18

ACTUAL LIKING STATUS, COGNIZED LIKING STATUS, AND
ATTITUDE TOWARD SCHOOL

Actual Liking Status Per Cent {and frequency)
and Cognized of Those with Positive and
Liking Status Negative Attitude Toward

School in Each Liking Category

Actual C i zed Totals Totals
SC ua ognlz? Positive Negative Cognized Actual
tatus Status Status Status
High 54% (82) 46% (69) J151)
High (211)
Low 40% {24) 60% (36) (60)
High 5674 (62> 447 148) {110)
Low {211}
Low 38% (38) 62% (63) {101)
Totals
Attitude Toward School (206) {216)
Chi square (Actual Status - Cognized Status) = 16.88 (p < .001)
Chi square (Actual Status - Attitude Toward School) = .34 (NS)
Chi square (Cognized Status - Attitude Toward School) = 11.06 P < .001)
Chi square (Interaction) = .56 (NS)
Chi square {Actual Status - Cognized Status - Attitude Toward

School) = 28.84 (p < .001)

attitudes toward self and school on the basis of an analysis ef actual

liking status alone. Perceived liking status as well as actual liking

status should be analysed together when making a complete social

psychological analysis of the classroom peer group. Indeed our data

indicate

that one important conditioner of attitudes toward self and

school is the liking status a child perceives himself as holding in rela-

tion to his peers. Presumably. the group structual properties which were

highlighted in our results above represent at least one dynamic aspect

of this,
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In summary, the data so far suppdort the notioa rthat peer group
sociometric diffuseness. extensity of interpersonal support for the
individual pupil attirudes toward self aad sch>ol  and academic produc-
tivity, vary together in a systematic fashiosan, The next few hypotheses
involve another significant variable in analysing the impact of peer
group liking patterns on individusl pupils pupil potency sf invslve-
ment in the peer group,

Cenerally, ve predi:t differential effects o1 the ivdividusl
pupil of high or low involvemenr i~ his classro>om pear group. The
general propositisn is that pear group status should have a greatar impact
on those pupils wh> are highly involved in classraom life, those with few
additional alternatives for iat=rpersoaal gratifications. than on thase
pupils lacking such iavolwvement, Results in Tables 19 and 20 iadicate
that associations exist between actual liking status and one's utilization
of abilities, only for pupils with high potency of involvement in the
peer group.

Table 19 shows that i rhe high potency of iavilvemear -on-
dition, there is a positive 4s33c1ati 1 between actuial liking status in
the peer group and the utilization 5f academic abiliti=s., The results
Presented in Table 20, »a the other haad, indicate that this association
does not hold for those pupils with low potency of involvement. Thus.
it appears that the ability urilization of those pupils most involved
in the classroom Peer group is more highly associated with actual liking
Status than is true for those pupils less involved.

Further, the data show that associations exist between actual
liking status and attitudes toward self only for pupils wizh high potency

of involvement in the Peer group. A comparisoa of the chi square analyses

[ERJ}:‘ : jﬂl(l .
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TABLE 19

ACT AL LIXINC STAT 3 AND
TTILLZATION WY 44
POTENCY N TNVOL TEMENT
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TABLF 20

ACTUAL LIKINC STa75% ANL
TTILIZATION WiTH L
PITENCY ©F INiOL AVENT

Per Cent and frecuency!
of High and Low “'tilizers

Per “ent and frequznacy.

of High and "ow '“1l1zers

Liking “iking — e o
Status Status

High Low Yigh Low
High 65% 173 45% 47 digh 49% 48 40" 44,
low 35% 39, 55% -358 t oW 31% 50 60~ 67

Ch1 square = 9.14 p < .005,

chr square = 1.84 s,

ir Tables 21 and 22 does coifirm the Proposizion thac actusl liking status

is ass>ciated more highly with actitude toward :=lf far pupils hignly

involved in the peer group than for thyse with i2s5 11vslvement

FARLE 21
ACTIAL IORINC 3T.T 3 aND
ATTIT'DE “AWARL 3IF'r W:~—4
diCE POTENTY OF N0l cEveyT

v s . e g e st e

TARVE 22

7T st TUK [T 3 QNT
ATTUT IR OTYWARD SErF W o
SOW O POTENSAY AT IO wFYe o

S Py 8 © s St s e b et ey ey e — e -

Per Cent -and frequency} Per (et 3nd frequency.
M Thase With Positjva “f Thrse With Pasitive
Liking And ngatiYEJAttitude ind V?gatiue‘if?:tude
Status oward Self Jward 3el-
Positive Negative Positive Vegative
High 61% (65) 46% 53, digh G4t 146 . 45% 46
Low 397 . 42; 347 62 L ow 6% 59 53% 537

Chi 3quare = 4 78 (p < 035

"hi square = 02 v§.

TSN AL AL % e e - ——— - -— - ——— s — -————————_-—a"--_c r-
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Finally, the data indicate that the attitude toward self of
pupils with high potency of involvement in the peer group is more positive
as peer group structure increases in diffuseness, The data in Table 23
show that the "self esteem” of pupils with high potency of involvemeat in

the classroom group is higher as group structure increases in diffuseness.

TABLE 23

ATIIT.DE TOWARD SELF 0F PUPT1S YICHLY INVOLVED 1N
IHdE PEER GROCP FOR THREE 17X7NC STRUCTIRES

Per Cent :and frequency) of Those With
Positive and Negative Attitude Toward

Liking Structural Type Self in Each liking Structure
Positive Negative
Bimodal Centrality 417% 156) 59% {82)
Mono-modal Centraiity 467 67 347, 79,
Diffuseness 58% 750} 427 736

Chi square = 6 .63 p < .05

In summary, the data so far point out, among other things, that
peer groups characterized by a wide spread of liking relations amoag mem-
bers have more positive emotional climates; that peer group liking struc-
ture and pupil involvement in the group help tc fashion a pupil's percep-
tion of himself in relation to the peer group; thit this perception of
self in relation to others is associated with & pupil's attitudes toward
self and schosl; and that a pupil's perception of his place in the peer
group is related also to his utilization of abilities,

138
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IMPL CATIONS FNR TEATHERS

“his part of our research 21355 has direct relevance for teaching.
The findings emphasize the importaice >f pisitive emo=ianal climate for aa
individual's cognitions of himself and for effec;ive academic learaning.
Our data indicate that wnen the peer group patzern of interpersonal affec-
tion is diffuse. so that many pupils receive at least a few liking choices,
pupils tend to be more hignly attracted tn the classroom settiag and to
utilize their academic poteatiiais more complerely, 1f, as these f1adiags
indicate, successful human reiat:’1s are important coanditisns for academic
achievement, the teacher 'shsuld try to enhance every pupil's ability to
obtain emotional support from his peers by actively atrempting to alter
peer group sociometric arraagemsats. Je should attempt to do this not
only because good human relations is a value 11 1tself. but als> because

it coatributes importantly -> the school's academic goais.

What do findiags of this.type suggest for teacher behavisr?
First 1s the job of obtainiang accurate infirmation concerning the distri-
bution 5f liking choices ia tha classroom. Jne way of accomplishing
this i3 through careful and systematic observation. The teacher might
ask himself: Are there some pupils who tend to be ileft out of most class-
room activities? Are some pupils always chosen first. and o=hers always
last? He should raise questions such a3 thase in attempting tn view the
peer group as objectively as possible. e might also examine 1is awn
behavior and attitudes: How do I distribute rewards and punishments in
the classroom? Are there certain children to whom I give primarily nega-
tive criticism and rebuke, and others who receive a large portinn of the
praise. In addition to careful observa<zion and self-queszioning, the
teacher might employ sociometric techniques such 3s those used in the

ERIC 117
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research reported here ia order t» find out how interpesrsonal affect is
distributed in his group

Once the classro-m distribution of affect 15 clear to the
teacher, and if some change 1s desired, he may try warious techniques
to modify the peer group structure and thus devzlop more posictive
feelings among the pupiis. A cooperative study group for instance.
in which low aad hign sociomerric status pupils work together for the
achievement of some commcn gnal, is quite often effective in changing
inaccurate perceptionns and srereotypes about low status children.
Another possibility is £7 work low status children gradually intrs
roles which are viewed as having c»nsiderable prestige by the peer
group.
Teachers might enhance thz affective climate of the classroom

by including information and discussion about the nature of individual

differences as 2 part of the subject matter. An understaading of
differeaces among pupils relative tH family background, sex, race abili-
ties, and interests iacreas=s the Jpporiunity for puapils to be more
dccepting and tolerant of a graater aumber of their p2ers. “n addiz:on
to producing greatzr acceptance of iadividual pupirls. a classraom scan-
dard of acceptance of diffarenczes may emerge from such explorations,
Another pos:ibie way of developing a wider focu: of acceptance
in the peer group iz through classroom programs directed toward 3
greater understanding of behavioral causatisn. or the "why's" 5f human
behavior. The assumption behind this tvpe of academic conten- is that
greater insight into those factors which contribute to a pupil’'s actions

will result in a more acceptiag classr wm atmosphere,

ERIC
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The teavnzr 3 5wq Yzzliags 2boyat aad hahasiors T ward iadividual

.y,

Pupils can alss coatribure 9 3 P:pil's ac-zprance by hi1 3 peers:
the teacher accepts eazn pupil a< a1 indisidasi 1nderstaading his limita-
tions and giving him tie kiad " suppot o reqiirsd oo expad 1i3y 135212

and help avercome 413 shtrocomivgs  members F the cl393 will ~anqd «-

follow a ::milar pPatrera s 3 rssult 1r i: more likely tn2: 3 2limare
of mutual supporr iy tne classro m wii: devaiop But i€ the reacher

SUPPRrts primivily the high 4chics-vs and 3IVMI r=jacting or disapp-aving
behaviar =5 zanv-e wya s5re ' 2 zaccessfut 10 ‘e=r71n1g tasks a c¢-q

Petitive mnon suppoirtise climars 1: likaiv t) smcrge

‘he teacher can gIVe Cla:3rd2om r=levint reward- directiy by

Lin 4]

making posizive commenzs ab - he pup1i’s perfarmaqice or 1ndirectly

by organizing learaing sxpari-acz: -1 3 minder whica will max:imiz:

3uccess and raduce fa1i:re. A tnl: wey  tA . Ra ‘reitesd Tne -at:ilipac:on
of future rewards. W.-4 mor- EXPer 3270z 97 sactet: 3 pupil’s 3207 ssrienm
5hotild be ethianced 3-d c2atrraatly his parcoaprina of rthe scnon, &7iiron
ment should tead ©o5 bicome mor- poe-i-q.:

Facn »f =re .= imPi1czt1nn: for reage- dCTivy 12 derived from
our conzepts -1d findings.  3imce yar da-a 11di1cate he 1mpartance of
SUPPOTIive p2er gr-up reiati-1s for P-Dil zelf-=:-z22q TEractin -~ 379543
tasks. 34d the urilizary +n 2f abitrric:, we daom o1t impare41t {1 foarner:
to attend ©o sdxme Hf thegss $:gR23TINNE. VI ocourze more re.sacch aai
ating various techniques for #@rkig “1tn £has ciaszs-aom D22t groip.
definqitely is 1eecded 2izs. Alo7g thazsze Tiiws we “ope Tt social payenol-
ogists will become 17creaszagiv m9r= 11 .lesd 19 Gz=scribing 410 2xplaina

1ag classronsm phznam=1a
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THAPTER V-

SOME RELATIONSHIPS 9° "EATYER AS 3NTIAT-EMOTIONAD
AFFILIATE TO P'P.. ATT T 'DFS N[ PERFORMANCF -

All of the data reported ia this chapter are derived from

elementary, junior high and senior high classronms.

The first finding is that the more 3 teacher likes a particu-

lar pupil. the less isslared he is from the teacner. 1s>i3tinsa here is

defined as the assigament by th2 pupil >f a iow reward value tn artitudes
which he sees tha teacher hignly valuing. Zable 24 s4ows tne results,

TABLE 24

N™BER 27 PUPITS ISOLATED FROM T=F TEACHEF AND
TAETR LEGREE 9% BE>W. LIXTD BY TJE TEAC-FR

Isolation from Teacher ?iéng -1ksd by Teai?;;
High 57% 185" 437 142
Low 447 151 56 193
= 11.25
P = 001

Further analysis indicates that isolation from the teacher

is

greater when 2 pupil perceives himself as being disliked by his teacher

than when he thinks he is liked by the teacher. ~able 25 shows that the

more positive a pupil thinks he is evaluated by the teacher. the less
he is.

isolated

*Pavid Epperson Primarily is respsnsible for the conteats of Thapter VI
More detailed information can be found in Lr. Fpperson's doctoral dis-
sertation, The Dynamics of Two Varianss of Tlassroom Alienation
niversity of Michigan, 1962
Q ’ :1:2()
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TARLE 25

UMBER OF PUPILS EXPRES3iNG FEEL'N“S NO¥ BE*NC LiKED BY T-E
TEACHER ANT THEIR DEGREE 9% TSNLAT ON ERIM HTM

feelinzs of Being liked
Isolation from Teacher 40w Teacher sees Pupil)

1Low Medium digh

High 24% 79) 407 .132. 36% (121}

Other data further substantiate ihe notion that the influence
of the teacher on the feelings of the pupils are very poteat  The data

in Table 26 show that a high level of isolation from the teacher is

accompanied by a high level of dissatisfaction with the teacher

TABLF 26

NUMBEFR Of PUPILS S0LATED FROM THF TEACYER ANL THEIR
DEGREE NF DISSATISFACT OV W. T4 THE TFAT4ER
Isolation from Teacher Dls;?tlsfaCtIOﬁ with Teacher
digh 1w
High 657 - 200 357 +110.
|
Low 377 132 631 225) |

X" =50 3
001
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Ihe data in Table 27 sn~w tnat a pupil’s dizsarisfaction with
his teacher is also associated with dissatisfaction for hWimself. Thuas

isolation from the teacher is assisciated both with dissatizfaction wich

the teacher and with dissatisfacrioni witn s21f low self-eszeem: .

TABTE 27

NUMBER OF PUPI1S DISSAT 3 FI W "A JHEMSEIVES AND THE:R
DEGREE OF L13SA7T73FAC7 NN Wi™d “4F TELCHER

THEs e e B §0° St ima 4 - o= — .

Dissatisfaction with Self Dis§at1sfact1)n with Teacher
digh low
High 597 189) 41% {134 ;
Low 407% 132 60% 193
% = 20 76
p = .001

B Y Ve Uy

Isolation from the teacher is also related to other attitudes
of the pupil. In particular, pupils who are isolated from the teacher
have more negative atritudes toward school thaa those who are 1ot isolated
from the teacher. 7Table 28 shows thase resuirs

o

Finally our resuits 1adicate thas pupils wh> have positive

attitudes toward clazs are higier urilizers of rhe:r intelligence than

those who are less attracred to tae clazs., ~h: data in Tabla 29 provide

support for the relationship between positive orieatatisn o classroom

life and urilization. Those pupils who have hignh artraction to the

classroom are more likely to urilize their academic patentials than pupils

with low attraction t3 the classtoom.
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TARLE 28

NJMBER OF PUPILS X30LATED FROM THE TEAC-FR aND THE'R
' ATZITIDE TOWARD 37 400L

Isolation from the Attitude toward School
Teacher Negative Positive
High 64% 208) 36% (118"
Low 41%  149) 594 (2145
X2 = 35.63
p = 001
TABLE 29
NUMBER OF PUPIL3 MANIZEFESTING H:icH AND inW TTILNZATTON
ANLC THEZR ATTIT.IDE TOWARD SIa00L
Attitude Toward School . vtilizition
High LOW
Negative 43% (162" 57% +211)
Positive 55% 186} 45% 154,
X2 = 9,05
p = .01

Low attraction to the class is coaceptuaiized as a pivoral

variable which mediates between isolation from the teacher aad utiliza-

tion. Even though there is little doubt of the assoiciations thar exist
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between isslation from the teiacher and artracting ro class »1 the 9e
hand, and urilizarion on the other. the dynam:cs of the retarionship

between isolation and attitude toward schodl sciil remain uaclear,
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PARENT, PEER. TFAC-ER ANL IND'"'D74% P Eli €A7INR3 1N
CREATING CLASSROOM TFARN'NC ENYIRONMENT3-

The social influences o>f family. peer group and reacher o1 23

pupil's utilizarion »f his intelligance are well d>zumented abave Tittle

has been said, however . up t» a3 aboit the relative 1mpact Jf these

social factors on boys and giris. Fuarrqermore

gated the diffsrentia: effect for boys and gir’s neparately of each of

these influence factors on urilization of intelligeace, Are rhe class-
room performances of boys compared with girls, for instance. affected

by similar or different sources of sac1ai 1aflucnce? 8 the academic

achievement 5f borh sexes affactad equa!lly by sicial class and parental

-3

attitudes toward school? Aire bays aad giris iafluenced t> rhe same

degree by peer group rejection s: dissarizfacrion with the reacher?

Questions like thase are nor 21swered 1n curreat adutavinial rasearch

literature., Thi: secrisn in atzem Tiag To answer some of These ques-

tions, compaves boys a-d giris 11 a malz-. sTage analysis of selectad

social iafluence corretates of classroom leavaing,

The mezn 1.,Q. scores £~ the boys and giris i1 osur sample do

not differ. Both the boys zad the girls have avarage 1atelligence

n

quotients of approximately 109,  1e tw) sexes. howayar, do differ
markedly in their academic achisvemsnt. and

they are utilizing their intelligesnce, Tae data in Tabie 30 confirm the

general proposition that gitls 4chisve mare n1galy than boys regardless

* Richard Schmuck and Elmer “an Egm
contents of Chapter .

)

2ad primarily arz respoasible for the

an studies nave iavesti-

thus differ oa how compiztely
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TARLE 30

A COMPARISON QF GLRLS aND BOYS OY THE'R
JILLLZATIAN 97 INTEIZLGENTE

v N e At

Mtilization Sex of Pupil
Intelligence - Performance Girls Boys

High 111 . 637 65 136

High
Low 64 37 118 '64)

Chi square = 27.88 p < .001: }

High i12 (62 63 36"

low
Low 69 /38" 113 764;

Chi square = 24.29 :{p < .001;

T s e v A 1 4 e 0 e T T e 8% 5

O -t e aa e

of intelligence level. At eacn abilicy ievel, high und low. 63 aad 62
per cent respectively of the girls are achieving ar a high lewvel, while

only 36 per cent of the boys: are doing so in ezcn czse. furthzrmore . |

these achievement discrepaacizs betwsen girls 21d boys exi1:: ar the chree

age levels includzd in rhe sample, elementary juaior high. and senior

high. Separate chi squiara analyses at eiazh of the three grade levels

yield significanr and similar results. In this sample of pupils definite

achievement differences exist betwaen giris 1ad bsvs from third grade

through senior high schosl. 'Tha similarity of 1..Q., scores for the rwa

sexes at all grade levels indicates that thsse achievement differances
are due to factors other than inteiligence

Social Class and Utilization

The data in Table 31 indicare that social class and urilization

of intelligence are related posirtively for girls but aot for boyz, The

126 f
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data show that girls in the upper aad lower middle claszes are urilizing
their intellectual abilities at a higher level than working class girls,
It appears that the academic achievement patrern for working class

girls resembles that of the boys., Indeed, the resu’ts indicate that

the higher utilizers in the sample for the most part are upper and lower
middle class girls, while rhe lower utilizers tead to be the boys of

all three social status levels and working class girls.

TARLE 31

THE RELATIONSHIP BETWEEN SOCTAL CLASS AND ©,TIL1ZATLON
FOR C¢GILRL3 AND BOYS

R Utilization

Social Class

Girls Boys é
High Low Yigh Low %
Upper Middle 61 (74) 21 726) 35 43 46 575 {
i
Lower Middle 103 {647 58 £36) 40 7293 96 (71 g
Working 28 (46 33 {54) 34 136) 61 64
|
Chi square = 12.299 Chi square = 4.296 f

P < .005 p = NS

Perceived Peer Group Status and Jdrilization

Perceived liking status in the peer group iz positively associ-
ated with utilization of intelligence for both boys and girls according

to the data presented in Table 32. Although fifty-two per cent of the

low peer status girls are high utilizers, there is stiil a definire and

significant trend for pupils of borh sexes with perceptions of high peer

127 |
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status to utilize their abilities relazively more highly than those who
judge themselves as naving low pear status. A comparison of Tables 30
and 32 further bears this out. Whereas arcund sixty -three per cent of
all the girls are high utilizers, »nly fifty two per cent of rhe low
peer status girls are utilizing their inrellectual abilities at a high
level. likewise, f:r the boys, some forty- three per cent of the high
peer status boys are utilizing their iarelligences at aigh leveis, while

only about thirty-sevea per ceat of the total sample of boys are high

utilizers.

TARLE 32

THE RELAT!ONSHIP BETWEEN PERCE!VED PEER (RQOJIP STATIS i
AND UTLLTZ8TI0N FOR GIRLS AND BNV

Utilization

Perceived Peer Status

Girls Boys
HAigh Low Yigh Low
High 141 (68 65 32) ° 78 143) 104 {57) i
Low 51 732) 47 “48) 31 (24) 99 (76)
Chi square = 7 681 Chi Square = 12.057
p < 01 p < .001

Satisfaction with Teacher and Utilization

The data in Table 33 indicate that pupil satisfaction with the
teacher and utilization of intelligeace are positively related for borh ’

sexes. indeed the results for the girls are even more striking than the

relationship between peer group status and utilization.
o
1«8
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PABUE 33

THE RELATINONSHP EETWERN SaT 3030T oy W' o5 ~aF TEACAER
AND UTILIZATIAON FOR GIRLS AND BVYS

stilization

Satisfaction With
Teacher Girls

Boys
Jigh Low High Low
High 158 74) 61 28 87 425 122 :58)
Low 34 140} 51 (60" 22 2in 81 79
Chi square = 27.194 Chi squiare = 12.469

p < .001

p < .001

Perceived Parenrial Support of Schopl and “tilization

Perceived parental support of school and utilization of intelli-
gence are related positively for girls but not for boys. The data pre-
sented in Table 34 indicate a difference in utilization for girls in
relation to the level of pareatal support they perceive A perception
of low parental support appears to be particularly disruptive for the
school achievemeut of girls like familial social class, perceived sup-
port by parents appears to have little effect in differentiating male
achievement patterns.

The data presented up to now 11dicare thar the utilization
of intelligence by girls is iafluenced by social zlass and perceptions
of parental, peer, and teacher support. Boy's utilizatioa, oa the other
hand, is associated only with pPerceived peer sratus and satisfaction
with the teacher. The home variables of familial social class aad per-

ceived parental support of schocl are not assaciated with utilization of

intelligence for bovs.

10
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TABLE 34

THE RELAT!ONSHILP BETWEEN PERCE:VEL PARENTAL SUPPORT
OF SCHOOL ANL DTIi]2AT ON DR G"RLS AND FOYS

Utilization

Parental Support

Girls Boys
High Low High Low
High 161 /68 77 (32; 87 37 148 763D
Low 31 (47 35 53 22 1295 55 (71
Chi square = 9.494 Chi square = 1.822
P < .005 p = N3

Since the variables which are significantly associated with

utilization may overlap considerably with one another, the next level

of analysis examines the relative effects of each while systematically

controlling on the orners. For the boys this iavolves oaly two variables,

Perceived peer status and zatisfacrion with rhe teacher. Ia the case of

the giris, however, where all four variables are related to utilization,

the number of female Pupils in the sample will ot allow for controlling

on three variables while varying the fourth, Efforts will be made to

analyze the data as completcly as the sample size permits. The boys are

considered initially,
Boys

For boys. the data presented above indicate that the two variables,

Perceived peer group status and satisfzction with the teacher, are both

associated with utilization of intelligence. The data summarized in
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| Table 35, comparing the relative effects of these two factors on
utilization, show that for boys who indicate a high degree of satisfactioa
with teacher there is still a positive association becween pear

status and utilization. Tonsidéring boys with high perceived peer

status, the degree of satisfaction with the teacher also is still

l positively associated with utilization, In a comparison of the relative

effects of these two variables on atilizazion, we find thar torry-aine

per cent of the boys who are high in both satisfacrisn with teacher

and perceived peer status are high utilizers as contrasted ro parcenrtages

of only twenty-eighrt, twenty- five. and nineteen high utilizers when they

are low in either one or both of thesea vitiables. Tinzily, cthe data

indicate a tendency for satisfactioan with the reacher t3 be more impor-

tant and impactful for uriiization of intelligence in boys than per-

ceived peer group srtatus, Tn 41y case, beth variables are very imporrtant

for utilization ia hoys. Boys whd are low an both variakies sre low

; vtilizers eighty one par ceat of the time,

% TABLE 35

i PEER STAIVS AND 3ATI3FACTION W..1d THE TEACHER TN

{ PEIATION T0 ¥ ATION TOR BRDYR

Perceived Peer Satisfaction With Ytilization
i Status Teacher digh Tow
, High 67 49 71 51}
; High
% 1.ow 11 {25% 33 ([75]
§ Chi square = 7,56
i p < .01 ‘
; - ———— i
| High 20 (283 51 (72)
Low '
! Low 11 {199 48 81
i Chi square = 1,61
i

o p = N3
Rl
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In the first level of analysis for rhe girls, the variables of
familial social class, perceived pPeer group status  satisfaction with
the teacher, and perceived parental support of schaol were ail associated
with utilization of intelligence. Since social class may be an important

conditioning factor for the orher variables, our first srage of further
analysis for girls will conrrol oa the effects of this variable while

examining the relatioaships of the orher variablas ro utilizscion,

TABLE 36

30CIAL CLASS AND PEER CROUP STATIS TN RELATION
TO UTILIZATION FOR GIRL3

Familial Social Perceived Pesr vitilization
Class Status digh Low
High 49 177; 15 23}
Upper Middle
Low 12 767 6 :33;
Chi 3quare = ,722
p = NS
High 71 -70% 30 "30)
Lower Middle
Low 32 533 28 (47
Chi square = 4,70 ;
Pp< 05 f
High 21 .51) 20 ¢49)
Working
Low 7 135) 13 {65
Chi 3quare = 1.42

p = N3
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The relationships between rerceived peer status and uriiization
at three social status levels are summarized in Table 36. “hese data
indicate that perceived peer status and utilizacion are associacted o1ly
in the case of girls designated as lower middle ciass. Alzhnrugh there
are tendencies for this relationship to hold for workiag class girls as
well, the data do not show 1 significanr aszsaciari»n, Thus. perceiving
oneself as having low peer startus appedr: t> i1flusace tre achievemen-
of lower middle class gir:s more thaa it does th4t of the upper middle

and working class gixls,

TABLE 37

30CIAL CLASS AND SATIA5ACTRON Wi T4 THE TEACAFR N
RELATION TN " 7717Za750N IR «TRi3

TR S € s e i e S s o e i St 3 e
———

Familial Social Satisfaction With

“tilization
Class Teacher

High low

T S em e 1t i At e ——— s A — . 4 — ot o T - — — 7

digh 53 79 14 211
ilpper Middle
1ow 8 53 7 47
Ch:r square = 4 27
p< .05

- e L N e Gvn o . —— s,

Hdigh 31 - 75; 27 25,
Lower Middle
fow 22 42 31 .38;
~hi squire = 18.05
p < .001

R — et S e s $§ e 18 e o v -

High 24 55 20 .45
Working
low 4 247 13 [76:
Thi square = 4,75
p< 05

— - -
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Zn Table 37, relacionships between satisfacrion with tne teicner aad
utilization at thres :.cial status leveis are preseated. These data
show that satisfaction with the teacher is significantly relazed to the
utilization of iatelligence for zirls at gvery social sratus level
Although low satisfaction with the teacl.er seldom accurs for girls, when
it does, it 1s usually azompaniad by low utilization,

The relatinsaships between perceived pareatal support of schonl
and ut:lization of inteiiigence at the three sncial! -lass levels are
summiari zed in Table 38, These dats show thar perceived parzntal supporc:
and utilization are significaatiy associared only for the lower middle

class girls,

TABLE 138

SOCIAL C1AS3S AND EERZEIVED PARENTA: SUPPORT -
REIATION TO L77L1Za7TON “0R (7RLS

S Tt s e D S v @ 8 ———_— " o o8

Familial Social Parental "tilizatioan
Class Support High low
Migh 54 .78, 15 .22,
Upper Middle
1ow 7 5340 6 46
Thi square = 3,42
p = NS
High 85 70) 37 '30)
Lower Middle
Low 18 (46) 21 (54)
Chi square = 7.09
p < .01
High 22 . 47) 25 (53,
Working
Low 6 ¢43; 8 57,
Chi square = ,068

p = N3

v
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-0 considering girls a3 a sepsrate popularion. rtne

indic2te, so far, that satisfaction witn the teacher is more nighly and
universally associated with utilization of intelligence than is any other

variable. Further analyses of the female daca provide additisnal support

for this coacluszion. :n the next stage of <he analvsis for giv!

we

tn

first coatroal on perceived PS€r 5ratus  tnzn oa perceivad pareatal sup-
port  in order to datermine if satisfacrion wirh w23acner and utiiizition

are 4ssocirated when the effzcrs of rnese 73riables are removed.

TARLY 39

PERCFIVED PEER 3TAT-3 ANL 347037477 0N W.Ts TFarare

TN ORELATION TN T I1TIZATIAN SOR RIS

Perceived Feer Satrisfacrioan Wich “tilizazion ?
Starus Teacher Hign 1ow i
High 123 . 75; 40 25,
High
low 18 42, 25 38
fhi1 square = 17,79
p < .001
High 35 '63: 21 37
Tow
Low 16 "38- 26 62

Chi square = 5,73
p< 02

The data in Table 39 indicate tnar satisfaccion with teacher
and urilization are associated for girls wherher they perceive -hemselves
as having high or low status ia rhe peer group. Tifference: in percen-
tages and the chi square resulrs leave lirtie doubs rthar being satisfied

with the teacher is imporrant for a girl's wurilizativn of her iatelii-

gence regardless of har relarinns with prers,
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The 4nzlysis present=d i1 “2ble 40 inadicites murs r-a 54M2 Type

of reiationsnip bertwsza1 parcesved par=-ral F.ppoarT 0l scanad

satisfar

tion witn teacher and uriliz:rioa, Eien thougn fiae vasaies far gird

irlis
with 3 perceptiosa of iow pireacai FUPPOLT Are 0% 4 Cl-41 CUC 435 those

b=

for girls with low peer zupparr nesevthai-ss

W
[

ti:f4act v woth reqichar

e

5 a330c1ated with utilizatina f iirell:gence tegard:ess 2 <92 laral

of perceivsed psrental sappors. “adsed. “he:e dar- furcner cubsitiitiaze

the indicarion that the telzher is 3 prtenr frrce fr =ne pup'l : lesel

TARIT 40

PERCEED P4RFNTA; 37 PPNAY LNT 3.7 37407 6N W "< TTaTEER
LEORELATION T T TR TAN Nl g3

Perceived Pareatal Satisfacrion With "tilizarion
Support Teacher “ign LOW

SIS MmA L AT N R P e e BRI SRl ek e = b s . B . . G o e o -

4igh 137 75 45 75

Loy 24 43 32

t
-J

Th: s7:are
p < .00}

PTtie e e, - a3 8. g

{]
I~
o
v
>

“igh 21 37, 16 43:
Low

Low 10 34, 19 .66
3 24

Chi sqguare
03 <p <.

bt

0

ERIC
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“he data allow for still a thire analysis stage for the girls,

controlling the effects of sacial class perceived peer group status, aad

perceived parental support whiie observing the relationship between satis

faction with the redachzar 4ad urilizz=151. a: JUr prer iz 313iyses

12

L e




indicated significant results for only lower middle class girls

of parental supporr.

for this social status classificatisn saly.

peer sratus.

127

tne effects

12d teacqer satisfactisa wiil be analyzed

<n Table 41, tne data iadicate that for iower middle class girls.

satisfaction witn the teacher and utiiizatiaa are as3d>ciated only for

those with a perception of hign peer statwus,

the results for the lower middle ciass girls with low peer 3

However

statras

41 inspectiosi of

does

indicate a trend supporting the importance of tne teacher variable.

PERCEIYVED PEER STATIS AYD SATISFACTLON W.Ti ~RACHER SNORELA

TARLE 41

L0V
T JTUIT7ATION FOR LOWER MI.DDLE £14S3 GTRLS
Familial Satisfaction Sgilization
Social Peer With
Class Status Teacher “igh low
High 63 '80; 16 20,
High
Low 8 36» 14 ‘64,
Lower P .
Middle “hi aggire 15 51
Class P < ——
High 18 '62; 1} 738;
1ow
3 iow 14 45 17 755
é “hi square = 1.72
; p = NS

o

———— e, ——————— s m— 01T

The results presented in Table 42 indicate a similar pattern,

The data show that satisfaction with teacher and utilization are associated

. for lower middle class girls with a perception of high parental support

: but not for girls with low pareatal support,

ERIC 127 !
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TLRIE 42

PERCEIVED PARENTAL STPENRT 4ND 337 °SCaC™ 0N W «a TPATHER LN RELATTAN

ST ZATION PAR JOWER MIDDLE 7 ASS (RIS

Familial Zatisfaction ‘t1lizarian
Social Teer Wirch
Class Status Tezoner siigh i ow
High 7179 19 : 21
Yigh
i 10 14 44 18 '56°
lower fn. sa.are = 13,79
Middle p < .001
Class e e o ————
~igh 10 56 8 44}
Low
1 ow 8 .38: 13 "62:
Chi square =1 19
p=\S

The anilyses summarized i1 Tables 41 and 42 provide partiail

substantiation for the emphasis »n r=e imporz+ice of the reacher 13 an

emotional affiliate which nas emerged i the 2n31lysis ~f these data 1n

this chapter.

The results in Table 43 more cleariy suppor: this emphaszis »a

Pupil satisfaction with ths teachsr as 31 tmporrant factar i papid

utilization of intelligence., With boys aad girls combined the data

indicate the associati»a berween satisfaction wita teacher and

uvilizzavian

persists while controlling on familiai social class perceived parental

support, and perceived peer status. vivea this miay cantroals aad our

sample size, the daraz did not allaw for separarte analyses >f bwuys and

girls. The results in Tabie 43 1adicire clear!y rhat sazisfacrian wi-n

the teacher and utilizartinn are 33s0ciared when the gffzreg of

128

39¢cial




129

class, parental support. and peer status are held constaar. X1 ali con-
ditions. with the exception of lower middle class pupils wizh perceptions
of low parental support and low peer status, high satisfaction with the
teacher appears to be more powerful than all other soscial 1nfluence factors

in affecting full utilization of intelligence,

s ;
TABLE 43 . 3
PERCELVED PARENTAZ, SUPPORT, PEER STATIIS, AND SATISFATTZION W'TH TEACSER ?
IN REIATION TO UTZ1TZATIONM FOR LOWER MIDDLE CLAS3 PupTv3 2
+Boys aad Girls) :
— i
: Familial Satisfaction Jtilizarion
o Social Parental Peer With ;
‘ : Class Support Status TeacHer High Low ;
é High 74 ¢640 42 736) 5
High }
low 7 424) 22 {76 ?
]
; High hi Square = 14.80 :
; p < .001 :
, , |
High 26 (39" 18 {41} !
; < Low
i Low 12 432} 25 (68
E Chi Square = 5.74
i Lower p < .02
: Middle - i
Cla . .
ss High 12 {67) 6 33)
i High
Low 3 {25) 9 75
Low Chi. Square = 5,00
P < .05
E . .
g High 4 127} 11 773)
' Low
Low 7 (25) 21 {75}
; Chi Square = ,01
' p = N3
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in summary, when considering the relatioanships between utiliza-
tion of intelligence and the non-intellectual variables chosen for study,
boys and girls show different patterns of relationships in some cases, and
similar patteras in others. The rwo sexe: differ in the iafluence of
perceived parental attitudes and home social class background on utiliza-
tion of intelligence. For girls, the variables -f famiiial sncial class
and perceived parental support are vorh significz2ntly associated with
utilization, Neither of these relatinsaships hsld for boys. fn the sther
hand, boys and girls are similar in that bota parceived status in the peer
group and satisfaction wita the teachsr are zignificantly associated with
utilization, 7The classroom process wariable: of peer dyuwamics and teacher
50cial-emotional influence are the most significant factors studied here
for utilization of iateilectual abilities for both sexes.

The results of =zhis mulci-stage an3alysis 1ndicacze thar wnen
the influences of familial social class., perceived parsn+tal support,
perceived peer sra‘uz, and satisfaction wirh the teacher are compared for
their relacive impact on the utilization of inrelligence pupil satis-
faction with the teacher and utilization are associared when the ather
three variables are contro.led. ¥or girls in particular. the 1mporrtance
of being satisfied with rhe teacher for utilizatien is borne out ia tha
stage by stage anilysis. Aas each scurce of varistiosa is held constant
all variables are no longer significantly associated with utilization
except for satisfactioa with the reacher, The teacher, as 2 social-
emotional leader, has an effect on achievement for both buys and girls,
according to our data, which is independent to a significaac degree from
the effects of parents and peers .,

In contrast to the relative importance »f satisfaction with

the teacher, the data als» jadicate that familia: social class ig a

149
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minor factor in influencing pupil utilization in our population.
Although social class and utilization are associated, the impact of
social class is diminished as the effects of other social influences are
held constant. Particularly for the boys, familiszl social class and par-
ental support are less important than the factors of peer group status
and satisfaction with the teacher in influenéing utilization., These
results are in agreement with receat sociological literature iadicating
that social class is not a very powerful predictor of school achievement. ;
One possible explanation is that social categories other than

occupational status are more potent influences in contemporary America,

Data reported by Luszki and Schmuck (19633, for instance, indicate that
while paternal occupational status and pupils’' perceptions of patrental |
support of school are not related, the levels of patermai and maternal
education are associated with a child's parception of parental support

of school. The research of Miller and Swanson (1958) further suggests

that paternal occupational style; e.g., entrepreneurial or bureaucratic,
might be more relevant to pupil attitudes and achiesvement thaa occupational
status,

The data of this study also show that whereas influences on
utilization which stem from the home are minimal for boys as compared to
girls, the impact of peer status is stroag for both sexes, Although home
iafluences and peer group relations are related to utilization, the teacher
emerges in these data as the most potent single factor in the szchool life
of the pupil. The results indicate that Pupil perceptioas of the teacher
far outweigh'all other influences on the level of utilization of intelli-
gence for both sexes. The importance of the teacher‘s social-emotional

relationship skills for pupil motivation and achievement receive additional

141
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support from several findings arising from further analyses af the sama

pupils. The first of rthess findings is a3 f-llows:

A_lack of congruence between rhe way 3 pupil fesls abour class-

room relevanr behaviors and how he thinks the 13 accompanied

by a_low level of utilization of iatelligence.

This generalization, substantiared by Schmuck, iuszki, aad
Epperson ~1963, in an investigarion of pilot sample of pupils for the
present study, is based o> rhe ass:mpt:on taat pupiis who have attitudes
about schocl which differ from thoyse of tne teacher are more likeiy to be
deprived of rewards from the teacher thiaa papils whose attitudes are
more consonant with those of the teacher, 't is further assumed that
with few rewards forthcoming from the teacher. a pupil fesls excluded
and often develops feelings of 1nadequacy and incompertzacy as i result,

Since individuils tead to behave in a manner coiszisteat with rtheir =eif

Y2}

images, it seems probable that those Pupils who see tnemselves as inadequate
aud incompetent will be significantiy deterrad fram effactive academic

performinces.

On the basis of assumpzions like these Schmuck, luszki, aad

Epperson tested the relationships berwesa pap1l aztitudinal congruence !
with the teacher snd utilizatioan, ina order o measurs congruence between

-

the pupil''s attitudes and rhose whicn he atrribures r> the teacner, siach

pupil was presenzed with a series of statemen-s deaiing with classroom
standards. E£ach pupil was asked to iadicats now he personally felt and
how he thought the teacher fait sbour th: standards, Discrepancy scoras
were obtained between the pupil's swn fzelings aad those Ye attributed to

the teacher, and were used is measures of congr:ence, 7The rasuizs »f the

"W
s

analysis substantiated the hypothes:
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A second finding bearing on teacher influences which emerged from

analysis of another aspect of the data collected in the present study is

as follpws:

Pupils with more compatible affective relations with teachers ’

utilize their intelligence at a higher level than_those with less com:

patible relations.

In substantiating this generalization each teacher was asked to
rate every pupil on a nine-point scale to indicate how much he was
attracted to the pupil. These ratings were used as an index of the
teacher's liking for each pupil. At the same time, every pupil was asked
to indicate how he would like his teacher to change in the area of acting
friendly. The magnitude of change desired by the pupil was used as an
indication of attraction for the teacher. A teacher-pupil compatibility
measure was derived from combining these two attraction measures.

To derive a measure of the contribution of intelligence and
academic performance to these compatibility scores, an analysis of
variance was performed. The analysis summarized in Table 44 indicates ;
that both intelligence and academic performance account for some of the

variation of the teacher-pupil compatibility, Performance, however, accounts

for more than twice as much variation as intelligence, indicating that

compatibility and utilization of intelligence are significantly related.

Granted the importance of teacher social~emotional influence

on pupil motivation and achievement, why, we might ask, do gitls differ

so consistently from boys in utilizing their intelligence at a higher
level? The answer can be given partially by the following two findings:

Llassroom related attitudes of girls are_more congrueat with

attitudes of the teacher than are those of boys.

143
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TABLE 44

ANALYSLS OF THE VARIATION CONTRUBELTED BY INTELLIGENJE AND PERFOBRMANCE
ON THE PART OF PUPILS TO TEACHER- PUPIL COMPATIBILITY

. . , -2 -
congruent with those of the teacher more oftea than boys ‘X% = 8.15,

Source of Sum of Var. Signif. :
Variation Squares df est. f lLevel
Intelligeace 19.592 1 19.192 13.4 .001
Academic 50.290 1 50.290 34.3 .001
Performancze
Interaction 4l 1 .41 .3 N3
Ind, 147.731 100 1.467
Total 217.022 103 2.107 ;
T -
} Findings in support of this generalization are reported by ;
; Epperson (1962} in a study of the szme pupils used in the pPresent analysis, ;
f Epperson's analysis indicates 2 difinite treand for girls to hold attitudes |

p < .05,

Girls havs more_compatible affective reiations with teacners

than boys.

- e

4 second finding snedding ligh:z on the relationship between sex l

of pupil and teacher social-~emotisnail influences emerged from furcher

analysis of the present data,

The fiading is that more mutual attraction,

or compatibility is indicated between girls and teachers than between

boys and teachers. ¥n twenty-3ix classrooms for which data were available

in this analysis, the mean girl-teacher compatibility was higher than the

mean boy-teacher compatibility in nineteen clssses. Further, a T-test

s sigaificant at less than

t
f
i - .
i between these two means for the whole sample i
i
{
{
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the .05 level. 7The data conf:irm rns pPropozizisa that gicls aad teachers

have more compatible relations than boys iad teachers.
Since only saven of rhe twenrty-:ix teacners iavolved ia this
compatibiliry dnalysis are maie. however 1t 13 coaceivable that an

interactiosn exists berween sax of pupil 2nd sax 9f the :eacher. We

might ask, for instance. is 1t the case that fenale teazhers are more

compatible with girls, while male teachers ara mdte compatible with boys?

In order to aaswer zhis query.an:analysis of the variance of the compati-

bility score was madsz. considering the sex of the pupiis and the sex of

the teachers as the s»urces »f variation. Table 43 shows raar borh

sources of variarion are significant at or below the .01 level. However,

interaction between the factors is not szignificant. “hus, 1n the class-

rooms under study, female teachers. in general have mora compatible re-

lationships with pupils tha=n maie teachsrs do. and girl pupils have

more compatible relations with their reacners than boy pupils. “n con-

clusion, theze results show that temals teacher and boy pipil or male

teacher and girl pupil are next mosc compatible, and that male teachars
and boy pupils are leaSt’compaLiblau This sample of male t=achers is very
small, however causing us to nesirate

in putting much emphasis on the

results, Nevertneiass. rhese dats arz clear in emphasizing now impor-
taat it is for teachers ro possess the social-ematinnai skiils needed

in relating positively to -hildrea of both sexes,
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TABLE 45

ANALYSLS OF THE VARIATION CONTRIBITED BY SEX NF PIPIL AND TEATHER
TO PUPLL-TEACHER ZOMPATIBILITY

Source of Sum of Var . Signif é
Variation Squares df Est. f Level :
Pupil's sex 60.26 1 60.26 11,39 .001
Teacher's sex 29.15 1 39,15 7.40 .01 !
Interaction 4,50 1 4.58 .87 N3
Ind, 3,693.45 698 3.29
Total 3,797.44 701
IMPLYCATLONS
One implication that appears obvious in light of these findings %

is that, regardless of the sex of the teacher, he »or she must work on
modifying orientations toward and expectations about male pupils. Zon-
sidering both sexes to have similar cognitive resources during the very
early elementary years may be a partial determinant of boys being dis-
satisfied with school later in their development. For although boys and
girls do not differ significantly on general intelligence scores in the
upper elementary years and higher, some studies (Olson, 1949} have indi-
cated that girls do excell boys in the speed with which they develop and
use cogaitive skills, especially verbal skills, during the first few
years of school. Given the importance of verbal skills for achievement
in school, any early frustration and cinsequent decrement in per formance

can be very detrimental to a boy's self-esteem. Indeed, Bledsoe and

Garrison {1962) in a comprehensive study of 605 fourth and sixth grader 2
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pupils show that girls nhave significantly higher self-concept ratings

than boys at both grade levels. Ieachers who expect the sam: level of

academic performance for both sexes duriag these early vyears

years may actually be generating in male pupils feelings of inadequacy,

incompetency, and negative attitudes toward teachers in general with

the result that these boys are not ableto utilize their inteliectual

abilities to the fullest extent during the rest of their formal edu-

cation,

Fiaally, the results of rhis study point to the significant

impact of the immediate classroom miiisu for a pupil's utilization of

intelligence. Social-emotional aspects of both peer group reiations
and teacher relationships appear to take precedence over the extra-

school influences of the family in shaping a pupil's motivatioa to

learn and his consequent academic performance.
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SI'MMARY AND CONCLUISTONS

Background

1 The school provides one of the major secialization cultures for the
child. Tts impact 15 exerted on him through h1s continuous participation

in the interaction and activities of the . lasiroom and playground Parents
play a significant rcle 1n shaping the child » predisposi=inn;: <9 <1e pupsi
role Peers and Teachers represent the most 1wportant direct i1afluence
figures in pupits classroom life The effects of these three sources

of infiuence on pupils' mental hcalth and learning are cne of two general

topics studied in detail here The second 1nvelves an analysis of teacher-

! pupil compatibility patterns and how these are related to the p-rsonal
characteristics of teachers and pupils on the one hand and the cilassroom

i learning environment on the other Cellaboration betweeon pupil and tea.her
and supportive peer relations are crucial for the etfi.ient transmission

] of the academic culture and feor the development and growth ¢f creative

i cultural contributions

1 Te study some of the determinants and effects ~f a pupil's
: perception cof his parents attitudes toward school

2. To study some relationsuips of peer liking patterns in the
classroem te pupil! attitudes and performance
i 3. To study some relationships of teacher attit.des to pupil

attitudes and performance.
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4 To study the retative i1mpact of parent, pec¢r, and teacher

factors on pupil performance

5. To study the determinants and effects of teacher-pupil compat:-

bility patterns

Procedure

-

The data reported 1n this study were derived from some public
school classrooms in rural, industrial, suburban, and university communities !
The data from each classroom were obtained from three sources: /a) question-
naires and group interviews with pupils, b} questionnaires and interviews

with teachers, and (c) a brief period of classroom observation

The sample was selected from a group of teachers in southeastern

H

Michigan who wvolunteered to participate in the project. The selection of

teachers from the volunteers was determined by the objective of sampling a

diverse representation of types of ccmmunities and grade levels As a result,

a subject pool comprising 727 children was drawn from twenty-seven pubiic

school classrooms. Some of the fathers' occupatiocns for the pupils in the
sample differ significantly from cla-sroom to classroom For 1nstance. in

i one classroom ninety per ::<nt of the¢ fathers are professicnal, while ia annther,
! ninety-seven per cent are classified as unskilied. The racial compasitinn
ranges from predominantly Negro in one class to all white in cthers The

diversity of the sample suggests that the results are applicable to most

midwest communities cutside of large urban areas

All of the questionnaires were administered by members of the '

research team in the Spring of 1960 and again in 1961l. The only exceptions

to this general procedure were a shert family background information form

and a sentence completion test which were administered by the regular
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.classroom teacher Each teacher wa- instructed carefully in the standard

administration procedure

Nearly all cof the pupils had the experience of {illing out a
shorter but cimilar questionnaire in the Fall of 1960 Childrea who did
not have adequate reading skills to follow the questionnaire iwhich was
read to all pupils by the examiner' were eliminated from the cample
Approximately two per cent of the original sample did not complete their
questiocnnaires and therefore are not 1ncluded in this sample Hence .
this study does not include children with severe academic disabitities

Results and Conclusions

1. Parents who are perceived by their children as pportive
cf scheool life have more formal education than those whe are indifferent
or nonsupportive.

2. Children of mothers who work full time see their mother
as less supportive of s:heol than do other children.

3 Younger pupils view their parents a: supp~orting their scheol
life more than older pupils.

4. Pupils whe perceive their parents as holding supportive
attitudes toward their school 1ifz uti1lize their abilities more fully
than pupils whe perceive less parental support.

5 Indices for parental suppert cof schocl. self-estesm, and
attitudes toward school show that pupils who view their parents as
supporting scheol have higher self-esteem and more positive attitudes

toward school than pupils whe view iless parental support nf school.

1 (lassroom peer groups distinguished by weore liking diffuse-

ness exhibit more positive group affect than groups with more centrality.

159
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2. Pupils are more accurate when estimating their actual
liking status in the peer group, the more liking choices are centrally
structured in the group.

3. Pupils with low actual liking status are lower utilizers

of their abilities than pupils with higher actual liking status.

T

4. Pupils who perceive themselves as holding low liking
status are lower vtilizers of their abilities than pupils with higher
perceived status. This result emphasiz. s the importance of introducing
perceived status into studies relating sociometric status to performance

5 Perceived liking status in the peer group is related posi-
tively and significantly to both attitude toward self and attitude toward
school, while actual liking status shows no such relation to these
variables.

6. Associations exist between actual liking status and
one's utilization of abilities, only for pupils with high potency of
involvement in the peer group.

7. Associations exist between actual liking status and atti-
tudes toward self only for pupils with high potency of involvement in
the peer group.

8. The attitude toward self of pupils with high potency of
involvement in the peer group is more positive as peer grcup structure
increases in diffuseness.

Teacher Influences

1. The more a teacher likes a particular pupil, the less

isolated he is from the teacher.

2. T1solation from the teacher is greater when a pupil per-
ceives himself as being disliked by his teacher than when he thinks he
is liked by the teacher

151
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3. A high level of isclation from the teacher is accompanied
by a high level of dissatisfaction with the teacher

4. A pupil's dissatisfaction with his teacher is accompanied
by dissatisfaction for himself flow self-esteem)

5. Pupils who are isolated from the teacher have more negative
attitudes toward school than those who are not isolated from the teacher.

6. Pupils who have positive attitudes toward class are higher
utilizers of their intelligence than those who are less attracted to the

class.

Parent, Peer, and Teacher Influences Compared

1. Girls utilize their intellectual abilities more nighly than

boys.

2. Social class and ntilization of intelligence are related
positively for girls but not for beys

3. Perceived liking status in the peer group is positively
associated with utilization of intelligence for both boys and girls.

4. Pupil satisfaction with the teacher and utilization of
intelligence are positively related for both sexes.

5. Perceived parental support of school and utilization of
intelligence are related positively for girls but not for boys

6. Ferceived peer status and vtilization are associated only
in the case of girls designated as lower middle class.

7. Satisfaction with the teacher is significantly related
to the utilization of intelligence for girls at every social status level.

8. Perceived parental support and utilization are significantly

associated only for the lower middle class girls
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9. Satisfaction with teacher and utilization are associated
for girls whether they perceive themselves as having high or low status
in the peer group.

10. Satisfaction with teacher is associated with utilization
of intelligence for girls regardless of the level of perceived parental
support .

11. For both sexes combined, satisfaction with the teacher and
utilization are associated when the effects of social class, parental
support, and peer status are held constant.

12. A lack of congruence between the way a pupil feels about
classroom relevant behaviors and how he thinks the teacher feels is
accompanied by a low level of utilization of intelligence.

13. Pupils with more compatible affective relations with
teachers utilize their intelligence at a higher level than those with
less compatible relations.

l4. Classvoom related attitudes of girls are more congruent
with attitudes of the teacher than are those of boys

/ 15. Girls are more compatible with teachers than boys
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AFPPENDIX

Sociometric Questions

In every classroom there are some pupils who seem to do certain
things or act in certain ways more often than other pupils. We would
like to know which pupils you think do certain things more often than
others. Please answer each question as thoughtfully as you can, using
your class list with the names and numbers '

Which 4 persons in this class do you like the most? Please
write their numbers in the 4 bianks below Jot down a few words on the

blank telling why you like that perscn  Write only one number on each
line. Do not include your own number.

Pupil's Why do_you like each one?
Number

Like most

Like next most

Like third from most

Like fourth from most

Which 4 persons do you like the least? Write the numbers in
the blanks and jot down a few words about why you don't like that person
so much. Write only one number on each line. Do not 1include your own

number

Pup1l- s Why don't_you like him or her so_much?
Number

Like the least

Like next least

Like third from least

Like fourth from least




—— o — — -

I'n highest part (quarter) of the class

ln second highest part (quarter)

In third part ‘quarter)

I'n lowest part (quarter)

Who are the four pupiis 1n this class who you think most
often get other pupils io this class to do what they want them to do?
Write the numbers of the 4 persons 1n the c~rrect blanks below, and fill
in the line with a few words saying why he or she is able to get others

to do things. Write oaly cne number on each line. Do not include your
own number

Fuptl’s Why is_each_able to get others
Numbe r to_dc_things’

Most often

Next most often

Third most often

——— - — - —

Fourth mest often

Who are the fcur pupils in this class who you think leaxt often
get others to do what they want them to do? Write the numbers ia the correct
blanks below and fill in a few words about why you think they are not able
to get others to do things Write only one number an each line Do not
include your own number

Fupil s Why_1s_each_not_able to_get others
Numbe r to_do_things’

Least often

Next to least often

Third from least often

—— —————-  ———

Fourth from least often
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Compared with the others in this class., how often can you get
others to do what ycu want them tc do’ Fla.e yourself in one of the
four parts of the class by checking cne of the blanks below:

_______ I'm in the highest part (quarter) of the class

I'm in the second highest part (quarter)

['m in the third part (quarter)

I'm in the lowest part (quarter:

Who are the four persons in this class whe you think are best
at doing the kinds of werk you do in this ciass? Write in the blank what
he or she is particularly gond at Do nct include your own number

Pupil's  What_ji: each_gond_at?

Number
Best e -— _— -
Next best e ————— e e -
Third best

Fourth best

Who are the four pupils in this class who vou think are poorest

at deing the kinds of work ycu do 1a this ¢'4ss? Write 11 the blank what

he or she is not able to do very well. Do oot inciude your own number.

Fupil's What is he or she not_able_to_de very well’

Number

Foorest

Next to poorest

Third from poorest

Fourth from poorest

237
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Compared with the others 1n this class. how good are you at
doing the kinds of work this ¢lass does’ Flace yourself in one of the
four parts of the class by checking one ot the blanks below.

———-—— [lo the highest part (quarter) of the class
—ee—— |0 the second highest part iquarter)
Io the third part fquarter)

In the lcwest part iquarter)

Fotency of lnvelvement

Question

Are there other young people about your age not 10 this grougs

whom you like better than anyone 1n this group’

Yes _______ No tPlease check right answer)

Lf you answered "Yes", how many of these other young pe-ple
would you say there are that you like better than anybody in thi< class?

——meme ‘uwrite in the number yo, would guess)
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SENIENTE {aMPLE T 10NS

Name

Late

p—

{last) "First .

Teacher e .. Grade

——— s o . S w—

M emete B A e ——-—

On the lines below yoi will find a Jumber 5f senteqces wnich are started
but are aot finished. Zomplate each sentence t> tell h’w,XBEulgéllY
feel. let's try an example. Sappose the sentence reads

A. Todiy I want tn —

7o complete this sentenca you might write ‘piay bali
“finish my homework eariy s> I can gy o a show,” or many many cther
things depending on what y>: raaliy want. “ere's ansther harder one:

B. “ompared with mosr year: . this ons

e s w .

- - ——— .

To finish this sentence you might write. '"didn't have as much snow,
"was about the sime as mast years ~ "waz more inzeres tiag for ma2 " or

many other things to tell “1ow vou fzel this yssr was alike »r differenat
from most years.

Now start with the first sentencs below telliag how you raally feel.
Do every a1, Be sure t3 mike 3 wiole sen-eqce. There are no right or

wrong 4answers. %ich person will have differan: seatences. -dand 1a your
PAper 23 3009 a3 you have finished,

1. Compared with mo=t families mine _

2. 1 am best wren

T ——— ——— - ———————-

3. My schoolwork

4. Some day T

5. Studying is

" "ger 32 goyd grade,




Sometimes I think I am

7. 1 learn best when

8. If someone makes fun of me, I )
9. Mothers should lesrn that

10. When T look at sther boys and girls 3ad then look at myself T feel
11. A nice thing about my family _ ———

12. Homework is -
13. When X grow up I want to be

14, I get in tr.uble when —_— -
15. T wish my father _ -
16. Learning out of books is B
17, If I could be somesne else I -
18. If only teachers

19. When T am by myself




20. When I talk about school., my mother

2l. To keep from getting into a f:;;t, you must

22 I am happiest when -
23. Fathers should learn that

24, To get along well in a group, you have to

25. 1 can't learn when

26. I wish my mother

27. Making friends is hard if

28. What I like to do most is .

29. 1Xf I should fail in schonl

30. When I look in the mirror, 7 ::
3. My family treats me ke

32, 1In class, working by myself is

33. When I am older

63
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34,

A mocher is aice when

35. When I talk aboutr school. my facher e

36. When !'m not arouad my friends B

37. 1 get mad when B

38. Most of al! I wanc £

;9, A father is naice when

;Ou In class. working with others is ]

41. At home I )

42. I often wish B .

43, My teacher thinks Y zm - .

44 If ) were a parear 1 N ‘-__-___M-__j__“w
45. When I get mad _ ]
46. This school :




