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This study suggests that, given the way puklic
schools are presently crganized, teachég/styles seem to make very
little differerce in the degree to which the traditicnal values of
work, time, authority, crder, and perhafps achievement are emphasized.
One can infer that cffifldren attending puklic sckccl, in shatever
permutation, will find that traditional ncras fcrm a bidden
curriculum to which they must adhere. The study, thcugh limited to ‘
intensive research in fcur elementary classrocas, dces suggest that I
if the constraints cutlined in the research are truly furncticnal '
~requ§zites of the instituticn, it can be surmised that the degree of
chan possible 'in the pukblic schools is liiited by institutional
.~needs fcxr order, conformity, time schedules, aré wcrk. Teacher .
- behavior will ccntinue tc emphasize these nanayementscontrcl needs so
. long as schcols and the socisty in whick they exist remain so
+ stiuctured. (Author/MJB) . : .

PR

I4 ) hd

Aok ook ok ok ok ko ok kR Rk kkkkkk kR kR AR A 330 32 2 2 2 ook ok ok ko ok ke 3k ok ok ok ok koK 3 koK

* Reproductions suprlied by EDRS are the best that can bte made * «

* : from the original dccument. ) ) *
BRI AR AR AR KA RRE AR K KIARK DA DRI AR A AR AR H 040 0 okokdok ok Rk ok

- .
. ..

. S
\)4 ] - . .y

»




T e

.
Y

-

ED153955 - -

.

194

.

e

Q
‘q
"
R
S
X
ERI

RIC

A v Text Provided by ERIC

-

-

e T T T ) 8. DEPARTMENTOF HEALTH,

'
- LN

"Learning to Work"

Margarét D. Ledompte, Ph.D-

Founddtions of Education

University of Héuston

Paper Presented at the
American Educational Research Association
March 28, 1978 R

Toronto, Ontario, Canada

Materials printed in the United States for Conference Distribution

v -

“PERMISSION TO REPRODUCE THIS
« MATERIAL HAS BEEN GRAN
EOUCATION A WELFARE Y P

NATIONAL INSTITUTE OF
EOUCATION .

e THIS DOCUMENT HAS BEEN REPRO. C
DUCED EXACTLY AS RECEIVED FROM 1
THE PERSON OR ORGANIZATIONORIGIN-

‘ ATING IT POINTS OF VIEW UR OPINIONS
' STATED DO NOT NECESSARILY REPRE-

SENTOFFICIAL NATIONAL INSTITUTE OF
EDUCATION POSITION OR POLICY

TO THE EDUCATIONAL RESQURCES
INFORMATION CENTER (ERIC) AND
USERS OF THE ERIC SYSTEM,”




»

. - . . . - , . R Al A
The title of this paper/would be more appropriate were
it "Teaching Children How,to Work" rather than "Learning to .

i

Work“f.. The research had its genes1s in a concern for the
specific role wh1ch schools play 1n the sOC1allzatlon pro-
cess of chlldren., It is clear that the school (and the process

of schoollng) is only one of many 1nst1tutlons which help ‘ “f{

~ g

children acqulre the att1tudes, values, skllls, and'behav1or

patterns which are necessary for adult life. - Some authors

argue that because the family or early socialization has such -
a profound impact upon children that development of the basic
personality virtually has been accomplished by the time chil-

dren enter school, and that, therefore, the’impact of schooling

®

can only be minimal. This paper, however, seeks to elaborate
on a conceptualization which is at least implicit in Durkheim's.

work--that is, that in complex societies, there is a Mdivision

of labor“ in the soc1allzatlon _process._such_that- varlous e

agencles or institutions contribute to the soc1allzatlon pro-

cess aspects congruent W1th their unique structure. The

family, for eXample, with its small s;ze, part1cular1st1c and

diffuse or1entatlon, appropr1ately contrlbutes to the develop~

!

ment ofA1nd1V1dual dlfferences--the acquisition of a un1que )

personality. In this, purkheim differs not at-all from the develop-

i

L -

mental psychologlsts. The school, since -it has a drfferent

A

structure and or1entation, does not specialize in the'develop-

ment of«personallty, rather, it begins where the famlly leaves
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off and concentrates oh the development of citizenshipx(Durk-
heim,L1973 J. Similarly, the church helps to develop asbects
of religious belief, while Scouts, the media, and other
agencies make their own contribution. Taken tegether} the
tesult is total adult human being, .
Of‘interest ih'this study was discoveriné the content

of tht unique contribution of schooling. More concisely:
other:than,cognitive skills, what do teachers teéach?

. Many writers.have discussed the probable effect of

. schooling upon a school-aged cohort. These discussions can

be distributed in two camps, one of which might be called the
. . .
functionalist, the other, reyisionist or neo-Marxist. Func_-°
tionalists, such as Robert Qteeben, have ergued that schools
are a transition between the protective shell of the family
and adulthood, wherein children‘are prepared in the skiils‘
they will need in the real world. 1In Dreeben’ s work, partlc-
ularly, the real work: is seén as a place of secondary rela-
tionships where survival means coping with competltlon uni- E e
versalism, achievement, and indepéndence, and specificity
in relationships. (Dreeben, 1968) Because these are'simply s
the glvens of social llfe, no partlcular evaluatlve valence

$ 4

is attrlbuted to them.

Critics have tended to argue that these valaes are r.ot
W1thout valence; they argue that whlle schools do indeed
prepare children for adult life, they do sO 1n accordance
wlth}a highly stratified, qlass-blased society which pro-

Y
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gressively apd successively facilitates the success of the
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chlldren from the upper classes while stuntlng the life :/.
"chances of‘those less fortunate and relegating them to steps
\'at the bottom of the social ladder. ThlS is done because
lower class chlldren are exposed' to schooling experiences
" which lead to the d1fferent1al development of sk111s~ the
children of the affluent learn the 1ndependent thinking,
and communlcatlve SklllS necessary for professlonal,llfe
whlle the chlldrenﬁof the poor léarn compllance and paSSLVIty.
(Friedenberg, 1971 : Grannis, 1967 Bowles and G1nt1s, 1976 )
In this study less emphasls was placed upon the relation-

ship between schools and social class; our major 1nterest

was in developing a sense of the norms which teachers stress

in the classroom,écompiling empiricalily an inventory of the

techniques or strategies which were employed to stress'them,

and some indication of the reasons why the dominant norms
were, in fact, dominant. We took as a‘starting point the
premise elaborated in earlier work by both Dewey and Ddrkhelm

!

that soc1al systems establish norms and patterns of d1sc1pllne

' wh1ch teach people what to do and how to act, and that’ schools

-

are no exceptlon. We felt that whatever norms were establlshed

R

would serve as an affectlve, or "hidden currlculum“ (Jackson,

1968 ) for chlldren.

K t
e

One is struck upon enter1ng the classroom by both the

—

d1vers1ty and s1m11ar1ty)of school life. In1t1al observatlon

shows what has been called a kaleidescope of activity, a three

2

rlnged c1rcus, a buzz and flurry of eVents and ‘activities, a

w;de range of teachinyisstyles. Some children read under

0




are up and about, playing. Some classrooms have very dfrectiue ' P

' "‘teachers, others allow .children to set their own schedules.

£ R
K

teacher supervision, others write at their desksa still others . 5,

-

Some teachers stress the ba51cs- others ‘are more 1nteresced - —t

)

in creative wr1t1ng and drama. -
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|
At the same t1me, there 1s an underlylng 51m11ar1ty in ij- T
classrooms. Building design, materlals avallable, often the

“arrangement of the physical, settlng w1th chalrs of children in

clusters or rows being directed by 3n adult toWard readily‘

identifiable tasks such as reading, writinyg, and mathematics~-‘

all cue an:observer that "school is going on", ' (Elsenhart, 1977)
— -

Hav1ng school "go on" means that work is going on, work

z

‘both for teachers. and chlldren. That the school is a work

-

place for both children endjteachers*has been described in
*

detail (Loftie,1973);its task orientation is perhaps its most
. ‘ . :

salient feature. But how it comes to be a uork place for "7

children is a process which is not arrived at easily. v

.In order to establish_a_workp1ace~teachers~have~to"set

will engage (Eisenhart, 1977-2$ It is not enough to de51g-

;almost universally citing it as a major educational problem,

up a set of expllclt and implicit rules for chlldren to follow,
further, they niust organize the school environment to6 preserve
a system of student behaV1or and group functlonlng which - allows'

them to select the activities in which the group of children

N

nate rules by fiat; the sett1ng has to re1nforce them for

effective teacher contro;. Teachers know that the process of
- ~
establishing the workplace is one of their primary jobs; they

-

call it - classroom management or 'maintenance of discipline,

~ -
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no matter what grade level or where they teach. Coleman,
‘Waller and others pos1t that teacher domination over -
students is fragile. (Coleman 1961 Waller, 1932) That .

control, or discipline, continues to be a problem area, or

- —

g that cdmpetence in maintaining control is constantly a felt
need,‘even for well-trained teachers, indicates that the

equilibrium between students and teachers remains _tenuous

v -

at best, and that teachers ever have peering over their

shoulders the spector of a classroom out.of control.

How then, do teachers establish controlzi And what do
their efforts teach to children? \
Methods ~ .° | ' <

To answer these guestions, an intensive ethnographic
study of classrooms was planned. fuﬁlic-school teaching
cannot be separated from its organizational context (bortie :
1973: 482) Neither ‘can Justifiable conclusions about teacher-

student behavior be reached w1thout engaging\in research -con-

ducted with teachers in actual classrooms (Kounin 1970:142).
For these reasons, it was decided to move into- classrooms,
studying teacher behavior w1th research methods employing
nonparticioant ob,ervation. It also was decided not to begin*
‘with a behavior coding sys’.em developed in, advance of ob-
servation, since the intent of the study was to enumerate and
codify as‘broad a range of work-related teacher behavior as !
possible. Therefore, a category system of data collection
(Rosenshine and Furst l973 132) was sought to. preserve as .

'

much of the variety—ef teachen behavior as posS1ble, and to

.
o 7 ’
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requ1re descr1pt1ve ability, but minimal inference from_ the

L4
-

obserVer.

»d.

The work of Roger Barker, et al, which uses handwrjtten
transcr1pts of observed behav1or fits these str1ctures (Barker
1963); it relies on the observer to record everythlng wh1ch
the subject does, w1thout attemptlng to score orgcount the

belLavior before recording it.. Scorlng, or cod1ng, is then , ;fW’

.

performed on the written transcrlpt. While it obv1ous that '

no means of observation can preserve all details of realltY: . -

i -

__Barker's scheme retains the greatest amount of data and proved f

easiest and most economical to admlnlster of the technlques

avaumable to the researcher. )

Establishing,Work Norms ' :

Stage one of the research began with prellmlnary obs r-

.vations in six urban elementary classrooms, Chronlcles of T .
.&

teacher verbal and qua51-verbal behav1orl were recorded in

~writing by the researcher, then used to determlne the spe-

0.
cific norms wh1ch teachers seemed tc stress in thelreclass- R ;.
rooms; the school'is different from other*settings children< |
participate in because it is a place of work.' -However sugar- :

coated they may be, there are still Jobs to be done, whether

or 'not the students want to do them. 'Th;s task or;entation

- ' - N - - s

shaped the demands teachers piaced upon” children, demands for

\"'-
’ LR T . ! * v . . . -

. - . . -

-

Qua51-verbal behav1or was that which substltuted for. teacher*
talk, 'such as when teachers wrote instructions on the black~
board, or pointed authoritatively to the seat in whlch the’
student was supposed to be’ 51Lt1ng. } oo

IS . :
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behavior oriented:toward five norms. Classrooms\appeared to be .
"places where children were expected to do the followingn ’

1. Conform to authority

T 2. Conform-to a schedule and -avoid wasting time

3. Equate academic achievement with personal worth
4. Keep busy
5. Maintain order

Doing the'job, then, seemed to include doing it in a

~
Eall .

«

~ . i N

specific way; it was assumed that students had to do what_the

teacher said to do\when it was wanted, and with minimal noisea

and movemeni. They also were expected to learn the d1st1nctlon

between work- and play-"“**“““”“”
~ While the prellmlnary observatlons dellneated what seemed
to be major normatlve emphases 1n the classroom, a systematlc

observation of teacher behavior was required to determlne what

tedchers actually dld to teach chlldren ‘how to worx MAForwthis;iA. e

a new group of classrooms were selected. (See "The Sample" below) -

In them, chronlcles’of teacher verbal and quas1-;erbal be-’

épavior were again recorded by the researcher. Coding of the
chronicles or transcripts then took place in two stages. First,
"the chronicles were used to develop categories.or teacher be-
havior which reinforced the five management norms outlined .
mabove: Authorlty, Time;,; Achievement, Work, and Order. aIndl-.

cators for several other areas were a*so—developed, based upon‘,
. what was observed in the classrooms and aJso .upon behaV1or

'Wthh teachers are exhoted to encourage 1n chlldren. These

.were autonomy or self-lnltlotlve, punltlveness, and’ 1ntr1nslc

as well as extrinsic motlvatlons for achlevementx

'9 B b e
. s
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Forty-one specific types of teacher behavior were de~ -

“lineated as reinforcers. The _second stage of coding consisted ‘ ff

L

of assigning each occurrence of mgyagerial behaVior to the

normative category to which- it wa related. Frequency counts '

-

- of the behavior coded were calculated; theselnere conyerted
l into percentages of the total amount of‘teacher peﬁavior : ‘ : f
coded. Classrcbm activities were also cateqprized’sqgthat
"both the amount of time spent:in each type of actiyity and
the 'categories which had the hichest frquencies of Lehavior\
" reinforcing the- norms under study became»apparent. In'addition,-

»

~ “the amount of time’ spend in :acn/glaSsrvom actiVity was cal.

A2

culated by adding up fo:/eac day the total time per activity.
A random sample of transcripts were re-coded by an independent

rater. In general, inter-rater reliability was high for ali

coding categories {t .5).2 : T S .

. . . —-

L= ~Each classrcom was observed in turn over a period of

+ - nine months. At least 33 hours were spent in each of the

- . s .

four classrooms, and all times during .the day were included

to insure a representative*sample of classroom activity.

Supplementary information on teachers was obtained by -

'means of informal conversations and an interview with’each
v teacher. The impact of teacher behaVior on'their students 4 .

was assessed by. interVieWing a representative sample of the

-

* [}

Z7he two raters assigned teacher behavior tob each normative 4
category identically; agreemtn-also was high as to the -
- identity of each type of behavior. . Disagreement on individual
behavior types arose in a few cases where a behavior occurred
infrequently, and was more frequent for the most innovative
teacher. Time and Achievement behavior was "easiest" to code .
reliably. Reprimands were the most difficult bhehaviors to :

[“ Q “assign to’ normative categories. . :

T (A ‘ L
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children in each olassrpqm and by administering a penc11~ :

and-paper questionnalre to each ch11d Responses of the_‘

*

chlldren were controlled for d1fferences by sex and ethnlcity,
v 3
but these did not prove relevant in the analysis. ot

-

JE O -

The Samgle o . .' | N - o T

L] . <~

Four fourth grade classrooms in two schdol in Albuquerque,

~New Mexico, were chosen for the study. The first school was *
in a semi-rural lower income Mexican-Americanineighborhood; 7'\’
the second was located in a middle class neighhorhood with a. .

oA

iargely Anglo population. Three of the four teachers were /-

AngloS° one was a Mexlcan-Amerlcan. ‘All were in the1r late

3

‘&o [}

twent1es and early th1rt1es* all had taught five years, an3~
none had prev1ously taught fourth grade. Each teacher had ‘.i." e
about th1rty chlldren in a self-contained classroom* resource

~

teachers,‘aldes, and studént teachers were not present. The

children in one school-were predominantly Mexican-American;

in the other, they were predominantly.Anglo-American.,

-

© One of the purposes of the study was to see if the norma- ..

tive emphasls observed dur1ng the prellminary 1nvestigatlonst N

obtained more generally. For thls reason, maximum. variatlon

in the'sample'was sought. Schools w1th substantially d1fferent
student c11entele were chosen to determlne whether the type of R

.child taught affected how teachers acted .with regard to -student

. Ny . P !

.work behavior. ‘ : “ LT
In addition,‘classrooms'were chosen to rspresent a' maximum
range of teaching styles. it is fairly obv1ous that a task .

p‘v

e

or1entat10n and heavy emphasis on disclplined behav1or prevalls

-
’ - : & N . . >
- . .

- 7 . B . . .
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-, . in traditionally. teacher-centered classrooms. Proponents . ‘ )
“of the open concept classroom, however, often mafntain that X R
they represent 2 breakjfrom traditional orientations. ,We' » .
- ‘ wanted to see if this were'true._’To'that end .one classrooméf o

0 ¢ LT

‘ in the sample operated on an open concept, utlllzlng learning C

center and student—developed readlng materials rather than a.

. \ im e e e 2
L. . standard curriculum and text materlals. There were no desks, L

EES » - . . 0.\
g students worked on the floor or at- tables,. and each had a ¢

R " ° basket for personal belonglngs. Work was 1nd1v1dualazed.and ﬁ.;i‘

‘schedullng was fa1rly flexlble. At the oppos1te end of the B . s

'l - “C - o
scale was a very teacher-centered classroom where chlldren saa .

4 Ay

in rows and were.taught in one of two groups-so de31gnated

by . ‘levement - acrordlng to a never-changlng tume schedule - 2

posted on the blackboard Textbooks and workbooks provided

-3

the backbone of the currlculum, teacher domlnance was evxdent : -

N
D 4 v
" - . -

even in art classes where chiic cen colored or copled drawlngs"

. &

. 'l

made by the teacher. . R - e . T

. Table 1l dxsplays the size and ethn1c1ty of eaeh class® "

roofm as, well as the characterlstlcs of each teachers' style.

[N . . . &
[ M ’ > . . N !
3 . - e 4 M 0 D P S B PO B e D e T S D e D D G G P S Wy B WD .
v .

¥ .* '+ Insert Table 1 Here

.Téachers fcr the study _ were selected'ln two stages. Flrst,

two schoor prlnclpals (one from ‘each of the two ethnlc areas) G

’ PO Y . - s

- - .=

'}.’ . : were located who wculd permit an observer to.waork in their

‘e

L school for several months. They were askea to find volunteers T

- -, z
’

- from among the1r experienced fourth grade teachers who had

v,

self-contalned classrooms. Experlenced teachers were sought
€ -\ .

- o . ‘\o insure stability of teacbxng styles; self-contained class-

RC. - - . §-5




. The D1str1butlon.of Activities . ' . e

" required from students. THese are listed .in Table IV B Wﬁile

11.

1Y

. . I ~ « 8
‘rooms were chosen so that a single observer could study ‘them

.more ea51ly and only one teacher would have influence upon the

students. . -
: ey

Each principal explained therstudy to the teachers,
indicating that it would ‘include having an observer in the

‘classroom for at least two months, taking notes on whatever

. -

* the teacher d1d Two teachers from each school volunteered

-
=

for the study. ) ' IR

The fact thatdonly teachers willing to be obsefved‘forn
. ; . ¥ L
an extended period of time participated in the suty may have. «

* - N -

affected the results, however, observational research of this

1

o)

nature cannot be undertaken without the permlss1on egh co- .

operatlon of the suh]ects. ) L s " B S

»

Ry -

oy

An analysls of the types of activities teachers organlzed .

" for the1r students ylelded thlrteen distinct Categorles which

were grouped 1nto three sets, dependlng upon the type of response‘ o

S
@ .

wide var1atlon exlsted in the extent to ‘wihich .the teachers used them,

all of the teachers employed each of the categorles w1th one

exceptlon - competltlve games, such as spelling bees. Teacher‘ : o

A said she did not belleve in sublectlng ch;ldren to the.

p051b111ty of’ publlc humiliation lf they happened to -lose

<

.in a contest.

Most 1nterest1ng for thlsstudy however,“was the fact s

-

that the s1ngle most,frequently engaged 1n act1v1tyofor all

a

four teachers was what we called "malntenance"- act1V1ty which .

‘was directed toward settling down, getting organized, cleaningr

, ¢

: .
ax - -
. . >, *
»
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6ur finding that at

". up, and general classroom logistics.
. least 20% of all teacher talk was‘directed toward'getting

organized substantiates the off-heard contention of teachers

<

' “that establishing control is "what you do during the‘day
instead of teaching" (Eisenhart, 1978:2) ; Even the: teacher - o C
in the open® concept classroom devoted the same portion of

Verbal behaV1or to management. . : . I

S &

Control oriented, or management behaV1or was not limited

Ny

to those transition times between periods of real pedagogy. . o

K .
%,

By definition, 1t was- the dominant type of behavior during B : s
transtion times, but 1t also was w1dely distributej\fﬁrough-

out the school day, 1nd1cating that in. elementary school y

classrooms, constant surveillance is necessary to keep the ._

~ ar

'daily round of activ1t1es going. Emphasis on time keeping,

‘acting 1n%an orderly manner, attending to tasks, andofollow1ng '
#” -
orders was found to be a maJor component 1n thevbehaV1or of S LT
- :each of the four teachers.' L l

The hanagement.Core :.E«J

* All four teachers stréssed .work norms by means of constaht

‘verbal and non-verbal -requests for certain kinds of student .

However, six of these-requests occurred with par-
) . !
ticular frequency, constituting no less than 50 percent of the

behayior.

non-instructrmnal talking teachers engaged in, and in” the

« case of one, comprising over 60 percent. These 6 items of .

Y-

. teacher behaVior constituted what was termed in this study

¥

N .

'the management core" of  teacher behavior. It-was so named

-

because the six behaV1ors in the management core expressed ) ¥
the work norms defined earlier, and-because they were central. -

A . . . -

2 - e &
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.

to .the activities of all four teachers. Qesﬁite their other=~

- 3

wise ve}y dissimilar c{assrooms, the four teachers:in the studﬁ
were alike in their use of the management ccre. Table II |
lists the management core behavidrs, and shows the distfibution O
of management core behaéidfiamohg,the teachers, their individ-

ual teaching styles, and the amount of talking each did.

The management core seemed to arise from the structure v
s - N L1 13
<o

and task orientation of the school, and it acted to constraln sy

even the.most unconventional teachers to conform\ .This was

. because it represented the mihimal managerial demands which & :

teachers could use to dget chlldren to. perform-thelr tasks
.2-?

an the crowded arena of, the ‘classroom. . - '

-
0 « - - LY
= T s D D T T T S A D S A S s WD D ot WD S S e, S D

-« Insert Table II e

Iy
e e e e o - - 0 e . - - - o G e -

Overall, 16 percent of the'statements were oriented
toward establishing who was boss in the classroom. That ° ’
A ) i . : )

the children did indeed accept the teacher as an authority

was indicated in their interviews, where, regardless of their

ethnidity, they said thatJthey_"had to do what the teacher

said because she was the boss", and that children who did
. not do so were acting 1nappropr1ately.
About 11 percent of the messages had to do with a task

orientation, keeplng.busyﬁvgettlhg to work, or being told o .

¥

what to do'nekt. 10 percent reinforced a time orientation
. .,

wh1ch,empha51zed and celarified the class schedule, whlle \ . “

six percent were "get-mOV1ng? Statements which told children

S
to hurry up and-not waste tlme. Children were also sub-

Jected to a very large number of messages (seven percent
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:
. of the total coded) telllng them to "sit down and shut up".

‘That these norms were enforced was indicated by. the number

of reprimands--nine percent of the total.

A "hidden curriculum" existed, then, consisting in

’

certain rules which were embodied in management-type behavior,
Children were expécted to internalize these. rules in every

' classroom: ' a

-
t

1. Do what the. tedcher says. ~ - w
* 2. Live up to teacher expectations for proper behavior.

3. Xeep busy.

SN

4. Keep quiet and don't move too much.
5. Stick to”the schedule. -

The .message was reinforced by the facdt that childrén in

‘all the classrooms spend a great deal of time worklngaalone °

Table III shows the allocatlon of. t1me to varlous classroom

act1v1t1es, 1nd1cat1ng that from 30 to 53 percent of the time !

_._», -

spent in school was occupled with activities which did not allow

F

chlldren to move around or respond verbally to anyone but the

(&2

teacher ¢hus, keeping quiet and,keeplng busy were reinforced

by classroom activity as well as teacher behavior.

o N e e e e s 4 B o S e e e e ot o e

e S Y S G - - —— > = ——— ———
-

It is important to repeat at this -juncture that’the

management core did not seem to be optional; all teabhers,
regardless of the1r 1ntent10ns, teachlng styles, or ethn1c1ty
i

- INE

used the behav1or it 1ncluded i great quantity. In addition,

-4

they appeared to use it uniformlv- there. were no statistical

differences among the teachers in the amount of management

16
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activity they engaged-in, Differences in classroom environ~

ment, then, did not affect the impact of the management ‘core;

all children were heavxly exposed to it. Differences among

‘v

) children also had no affect upon the results; the-two Mexican-
American classrooms did not differ substantially either in: the
behavior of the teacher or in the responses of the children

in the frequency of importance of work norms. While it may

e S -~

" seem that sex should have created differential responses,

1 N4

at .least aﬂong the children, it did not. Boys and- g1rls A
responded s?milarly as to their perceptions of actiVities and_‘

5

‘rules in the classroom. Both boys ‘and girls felt that they

Vi

were equa-ly held accountable to the normative structure of

the classroom;‘they did not feel (and there did not seem to

—

be) different work norm messages for boys and girls. Thus, -

=
by
12

- within the limitations of data obtained inxthis suudy, it

was clear that the children had begun to internalize the work

2

norms which were the focus of the study. Children in all
' classrooms, for example, stated that classrooms were work

places, not places for play, that classrooms had rules which

had to be followed, and that there ex1sted a time table for

things to be done. When children were asked what their teacher

most wanted them to do, both Mexican-Americans and Anglos,

boys and girls, responded, "be quiet, don't: fool around, and

get our work done on time"™. While differences in sex, and

ethnicity may, later on, affect'how_children act out in work
norms, in fourth grade, at least, their ekposure to,.and °
acceptance appear to be the same.

s

s1r |

A s S A

LR
T

% 3
o P o S~




o,
ey

,—tion which exists in teacher sty1e and actiVity.

-

»

N

\orderly fashion in the classroom.

o

Discussion

- .
~ “ & »

v

Most studies of teachers have stressed the great varia-

ﬁéweﬁer,
this study has tried to point out that at least along one
very important dimension, that of management, teachers

- r.

tended to look rather. alike.

R

There were basic ;ules for.

school life which made surVival in classrooms possible.‘

Teachers employed management behaVior betause they had no

“

option as to whether or not actiVities kept mov1ng in_an

-

The exigencies of the

. crowded classroom dictated the management core; it repre-
sented the minimal demands of the school as.an- 1nstitdtion.

, This held true across all ‘four* of the. classrooms studied

despite their variation in style. Where differences did

exist, they seemedeto be determined by the. indiVidual person-

ality and philosophy of the'teacher, rgther than,hy the insti-

]

tutional constraints which producedythe management core. -
It also was clear that, the students in this study recog-

- &

nized the strong emphasis on work norms, in a written question-
naire,,over 80% indicated that time keeping, doing what the

"teacher said, keeping ‘busy, and’ maintaining order were

e '-Q' -
important to their teachers. In interviews,rwhen asked what

2 R

ﬂwas most important 1n-SChOOl, after citing spelling and math,,'

” h \"l

they responded, "sit down, be quietﬁaand do what the teacher
. ;, .
says." . ‘ . ¢
- * \» s .l
One unexpected finding was that, despite the variation

among the teachers in emphasis on both grades and achievement,

o - -
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all the children telt that grades were an accurate. reflectlon

-

of how the teacher evaluated then, . and most felt that “getting o

grades is the most important th1ng about school“ Some of this . -

\A N

may be 'an effect of ethnicity; MexxcarbAmerlcan children in. the

sample were more llkely to place heavy emphasls on grades than)
S .

Anglo chlldren. It may also be that chlldren learn that gradlng

" and evaluation on specific skllls 1s atschool functlon wh1ch 1s

- \)

so 1mportant both to the ch11d and to hlS famlly that the 1dlo~ -

syncrac1es of 1nd1v1dual teachers do not affect thelr overall ..

-~
® o

response to evaluatlon.“~ ) , R -

- A &

Thus, teachers Seem constrained by 1nst1tutlonal requ1re- o
[N
ments relating to the high pupil- to-teacher ratlo in elementary

5

classrooms and the necessity for 1nst;lllng cogn1t1ve Sklll to

elicit from students certain k1nds of behav1or pertaining to t1me,=

work authorlty, and order. They do so in a core of behavior wh1chf.

»

seems to be relatlvely un1form, regardless of 1nd1v1dual teach1ng

styles.” Ind1v1dual classrooms may have folbles ‘which chlldren

'memorlze ébr a, year, bhut they do not have the last1ng 1mpact of

the management core. T *

We have suggested that the management core is .comron to - all
* C \»
teachers because it represents the Mminimal _conditions under which-

'

work can take place. Another way of statir y this is that the

management core represents the basic core of teacher attempts to . .

establish control in  the classroom. _

Y

by means of thefﬂehaviors defined in this’stugy[.teachers

’

establish a management system of disclpline reflecting the realm

of possible behavior under. classroom conditions. The management
4 ‘ . . , )

-
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R .actually teaching. How to work, for~examp1e, seems tobe

it

3 s
1]

ystem, if effective, _makes school work possible,. and the oot

sooner children learn how to work, the more effective a . R

-~

7teacher can be, for she then is able to spend more t1me

;
~ learned well by the time students reach hlgh school- 1t

“would be rare to f1nd the same high ratlo of didaction to"‘f

i 4 .
Y 2 Ed

control behav1or in secondary schools as was found here

-‘ )‘-.

in fourth~grade. _' ' - .

v ] PR

The underlying s1m11arity in classrooms, -or what lets
the observer know that schobl is "901ng on" derives from a ",
carefully dev1sed, but often unconsclous, pedagogy engaged

in by teachers teaching children how to work, not only at

congitlve tasks, but in those~ affective SklllS .which lead to

the learnlng of work norms.’ Thus, "learning to work . for childrenmf‘f

const1tutes learn1ng to control by teachers. The two are a

[

function of classroom tasks and structure, and seem. to result in

14 )',.

the,establishment of a normative structure regarding work in the
‘classrooms.® . s - ' f - K
Conclusion : _ - ,.f:‘ : .

Thls study stggests that, given the way public schools o

/ i G ~
are presently organized teacher styles‘seem to make very little

difference in the, degree to which theSe traditional values of
, work,~time, authority, order, and perhaps achievement are Q _
'empha51zed. One can infer that children attending public school,
" in whatever permutatlon, will find that traditional norms form

a hidde curriculum to which they must ‘adhere. Whlle this study
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School

. {
; T Teacher's Ethnicity
: . “y

3

g of Students

! B Z of Metican—Arerican
S ..+ Students

.

-
> . ~

. Use of Materials
a v ’

-
x . v

\

Teacher Stvle

s . * .
-~

% of Female Students -

“Table I

CLASSROOM COMPOSTTION AND TEACHER CHARACTERISTICS'

RN
s

Teacher A -

VaIley o
Ariglo -
25

727 -

36%

individualized

instruction; uncon-.

ventional” curricu=-
lum; unconventional
use of: space and
time

+ student centered,

open, therapeutic
pupil-teacher
relationship =

)

* Teacher B >

Heigbts .
. Anglo :
30

20%

53% ST

L3

semi—individualized~

) small group

‘Iéacher C

Valley
Anglo .

29

instruction; conven- - instruction, con~

tional curriculum,
unconventional,use
of space and time -

I

‘teacher centered,
open, therapeutic
pupil-teacher
relationship

. Ventional curricu-
lumj conventional
use of space and -~
time
teacher centered, .
' authotitarian
pupil/teacher
relati&@ship

w

A

i

< L

<

Teacher D'

Heights

[N

) [
Mexicari-American
30.

102

.

‘507

.

.large group instrue-,

tion; conventional

curriculum, conven- -

zional use of space
and time -

.
teacher centered,

authoritarian
pupil/teacher

, relationship

-

f

Foed
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Indicators sad Slstribuzion of Nsasgement Core BeNavior P
Y. 3 A N *
. : - re g of Tetal Behavior: . . -
Seorn N Sehavior Indicator eacher A het 8 r D- .
\ . .
. Mccepeance of Aut'iority 1).. Statements spelling ;

- .

o4t teacher rules - '-\ * . ', . ’
.o : sadempectations  é(ael2d)  9(neb®) " 1(aelln) - Z6(ne120) °
. : D. veprimnds . g 9 D - 9(aebd)
s Ovderliness . 3. ;ta:m:;o'lﬁlt,{ac > g . V' . w
) _ sovesent & s‘nl.lm 10(ae75) 10(ae70) " §(ne3s) _3awe8) . :
- _Teek Orientation S oLe. Dun:cgiu orders S(aedl) 7(-5!) < 6(ues0) " .7(»6'!) : 1"‘
‘ 3). Cet-moving stagemenes  &(ae33) Iawss) I(nes0) " aes0) T
Tise Orfentation 6). .Su:muu otiulltu 't . o o :“x s ° v
s .

v

beginniags and endings .

I of activietes B00R) . 10(see1) 12(00106)  10(ne73) N

Total mmg;uu: . * R i .
" . Core Behavior Coded $4(n=423) / 's;rn-m) "$3(ne496) 62(net38)
» Zasal Schavior Coded o 2192 - qul07  jesos  merzs 4
" g . “ > ' ‘ » -~ N ’
. K . '. - . \ N
Note: Reprimsnds vere seen as authority refnforcing, although they also can refaforce other netng. J :
< M .

. .
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. - TABLE IIT

- " SUMMARY OF TIME ALLOCATIONS

i FOR GIVEN ACTIVITIES -
< . ‘- .
- i K - fﬂ
. . ° 4 .
‘ %0 : K - - 1'(7 ‘
S ‘ @ _ Teacher A - Teacher B ' Teacher C - Teacher D
< ) . ' . \ * M ’ . A K -_

, o . ’ ,
.. ! Solitary 42 . 53 30 . 48 -
Activities ‘ : LA

.
i Managerial = 25 © 519 © v 20 * 3 |
- ', Activities é‘ et . . )
. - ® L . . . . . {
, Interactive 21" - 18 38 . ~20 - VX )
. . Activities’ ‘ c s A ‘
-, - A { 3
SR Other S22 10 12— - - 1 .
) . EN R < : > . '.l',
. N . ° - hed - . - 9
NOTE: Time is expressed in percentages of tfié total amount of .
observed time spent in these activities. L ’,
’ . ) .
s I3 v, ) ) . " / . ¥ - : ‘
N . “ * F-. ' - ' i
2 I *
- ] / h ’ ) “’
» 1
N - < ‘ A st *
7 - - ! - .
§ _ ) v 3
‘e .
~ - - ¢ . _ _:_3‘_ e ’\_‘ - N - o T ) :«s =Y
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TABEE IV - . . . T, PN

CATEGORIES OF CL@SSROOM'ACTIVITIES

&N

. . -

<

" - ¢ 1

-

Solitary Activities .

1.

3.

4.’

Seatwork:

>

Circulating:

" Tutoring:

G

Reading a story: .

InteractivefActivities

%, |

2

Discussion:

A}

Checking:

“Boardwork:

Explication:

-
w

Games:

Reading aloud:

Maintenance Activities'

]

s

¥

12,

F

1l. Getting érganized:‘Collecting‘materials, pPassing them

Settling down:

' w
- —,
e ete
b

~ -

. s .
Children are working individually .
at their. desks, interacting with
neither the teacher nor other stu-
dents,. . -
Children‘engaged in "seatwork"; . , Ay
teacher moves about the rcom help- °
ing individual children or exercising ”
surveillance over-activities.. '
Children are at "seatwork"; teacher

is seated at her desk. - Individual
children come, one by one, to her -

o P

for help.at:her desk. , &
The teacher reads a story’ aloud to . .

the- students. « ‘ SR

L3

A combination of ‘question and answer
plug discussion which, in elementary -
schools, seemns to-serve the same :
, function which lecturing does in
“highér education: presentation-of
infofmation. i . .
Grading papers, -answers are read 4
while students grade their own or
others papers.- .
Teacher gives children
work on the,blackboard., :
Teacher gives explicit instructions
for assignments.. o
Relays; spelling bees, competitive:
- team activities. .
Children read from a text
teacher. . »

problems to

to the

N
- * )

LS

A}
. out, changing activities,
orders,
"next, v o
. Teacher”gets children seated and
quiet so activity can continue or
another one can begin., .: e
A category consisting primarily of .~
vatcl g TV and novies or visiting -
lecturers or of going to the library,
- where after finding books™ the chil-
dren sit quietly and read.

giving
telling children what to do .

0. ..
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