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INTRODUCTION . — S o U
According to Nyberg (1981, p.63), "The idea of power has lain more completeix

)

neglected in education studies than in " any other discipline that is of funddmental

. L IR

-social interest." As Common (1983, p.206° writes,’"We all khow perfectly qgll what’ it

(power) is == until someone asks us. Yet power is fundamental to an understanding of

L]

'people, their métives,. their goals, and . their actions... No place is suc¢h an

understanding of power needed more than in today s classroéms. Educational researchers

- « | .

can play a Significant part in furthering this undérstanding.

How has the term power been defined? McCroskey and Rhchmond (1983, p. 176), see

-

".... power as the capacity to influence another person to do something he/she would not.

have  done had he/she not been influenced," In schbols,‘cven if students'may eventuall,

e s
.

get around to doing that something on their own, for'exampie’reading, a teacher's job is

to add efficiency and effectivenesc to the proceéss. T do this teachers must, il fact .

/

tneyn can't help but, exercise power. Although teachers do not possess complete control .

5

over children's learning, as one has over turning on a light switch or water tap, the

potential for substantial teacher power exists, and is worthy of serious investigaticn.

.1f a generél goal of facilitating student learning is not enough of an incentive to

>
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study teacher ‘power, then consider the specific goal of improvingnclassroom and school
’ e

-~
L]

discipline, Whether discipline is a problem or just the symptom of a problem, today's

- . ;

parents, teachers, and community laaders see it as a maJor problem in education (e.g.
C ‘

Gallup, 1984). . Teachers are expected to‘ establish.disCipline as a necessary, but

. certainly not/suffieidnt,'condition for “learning to occur;

[ "
' d . " w

What socxal bases of power are available &o the teacher? Although an enil/ps number

of spec1fic examplea of pouer could be identified, it .is more useful to establish a

‘finite number of categories into which the examples can be classified. According to

- Tauber (1985), we can draw upan the business world's long-time study of the exercise of

powsr Am the form of French and Raven's (1960) potential bases of power. coercive,

-

reward, legitimate, referent, and expert. The remaining part of this paper uill define -

and dLSCUSS each of * the Five power bases,'offer research on-the relationship between .

power bases and selected learning outcomes (e.g. student achievement), and identify

questions about power ‘bases still in_geed of investigation,

L~ . ‘ : i . ‘&

FIVE CATEGURIES OF PONER - o " 3 L

S A

~

COERCIVE PONER. CoerCive Power is based on a studant's belief that the tescher

!
(head teacher, parent, etc.) possesses tho abilit?:to punish-or refrain from punishing
Such punishment takes the form of supplying, or threatening to supply, aversives such as

fear, embarrassment.and-humiliation, boredom, pain, and phySical discomfort. One has to

supply at least moderate amounts of punishment in order to expect even‘minor behavioral .

changes, and supply severe amounts iR order to expect moderate behaVioral changes.

-

v \
students gee that there is no avenue of escape, the more effective coercive power.will

be. C(haracteristics assoc13ted with the exercise of coerCive power 1nclude continuous“_

S
) o -

" and exhaustive teacher monitoring, immediate, theugh short-lasting effects, compliance

TN ; ) i .
rather than cooperation, a waakened teacher-student . relationsnip, .and undesirable
° &

student coping mechanisms such as rebelling, retaliating (if not at the teacher, at a

1)

Stuﬁents comply with. a teacher‘s;wishes in order to escaps being punished. The more

* - . . - e ——— 1
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“» weaker ' classmate) lying,.'cheeting“.conforming,‘ submitting, and withdrawing (either ¢

2
-

-physicslly.or>mt JllY) from 1earning. i ' o 3 :. L.

. ':' N . . . . — A . .

 The ef%ectivenees of -a teecher’s coerCive power mey be lessened by the
e

", ..probability of" dbrceived punishment from -other sources (e,g. from peers, the

behavior itself, etc.) if the student does dbmply with the teacher's influenoe attempt"

.(McCroskey and Richmond, 1983, p.176). It cen’also be lessened, and at times—completely

undermined by the, fact thet what the. teacher mey think is an aversive is not always

seen as such by the student (e.g. efforts et embarrassment interpreted by the student as -

. . ¢ i >

attention).

REWARD POWER. - A teacher's ‘ieward powex is based on a student's belief that the’

4

elsewhere. Although reward power 1nvolves introducing something the student views as .

pleasant '(positive reinforcement), such as recognition, tengiblee, coneumebles, and -

v

privileges, it also 'involvesu removing something the student views as unpleeeant~

teecheg\ possesses the ebiIity to distribute or withhold rewards not obtaindble -

——— ‘ - e _— s
(negative reinforcement). Although\both are equally powerful‘in getting students to do

. ‘ e

;o whet one wants them to. do, the lstter c1rcumstence ig often overlooked. The key to the

eFfective use of reward power, as with coerc1ve power, is to be eble to tell how much of

LI

which reward (or averaive), delivered how frequently, end for how long a period of time

is best for each student. Cleerly, rewerd power also demands continuous and exhaustive
teacher monitoring,. N ) . o ©e ’

i EEGITIMAfE ‘POWER. . Legitimate power is hesed on a student's belief that ‘teachers

have ' the fright, given their position, to prescribe behavior within an assigned domain.
@ . .

. (Y . . ’ ,

\.It is  the. accepted function of teachers to assign homenork, of Jjudges to-assign

L} [}

'sentences, and of clergy to assign penagce. A recognized and accepted hiererchy of

power is seeh to exist within many institutions, At home, parents havewlegitimate power

-

over children; at work, 'éMployers have. legitimate power over employees. In schools,
% : A

-

’ right to tell students what to do. That' is how our ,socia) world operates.

9

.b'

head teachers .have a right to tell teebhers what to do and, in turn: teachers have a °
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- that uniform depicts. Students tend to-"buy 1nto“ or accept such positionagl hierarchiee
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Legitimate power -gshows reapect for the position heldva a person, not necessarily ¢

for the person himself/herself. " A. salute given to a superior offiéer in the armed

services is executed, not out of respact for the person in’ tha uniform, 'but” for. the rank

out of belief that their_turn will come too. Students who take~directions from 6th Form,

« -
. . - ' v

Precepts in comprehensive schools, or fraternity pledges who take orders from upper

classmen, sure‘y expect that someday it will be their turn to be giVing directions that

LS

they expect to be followed._' I
& ¥ ) .. <. ' , ) ,
REFERENT  POMWER.- , Refarent power is based on a student's igentification with the

teacher - and -his/her_ gesire' to be like_nim/her. gUnlike legitimate power, which is a

. t
- * Y i

positional power, referent,power is a,personal-power. *The person, not necessarily the

‘position, is respected.: As a personal power, it travels with the teacher from the

classroom to lunch duty, from the playground to the assembly hall, and beyond the school

confines. - Such. power wielders are usually seen, "as possessing desirable personal

2

-

’ characteristics that* the less powerful person wishes to emulate.» Teachers with referent

- ]

power often see students’kant&ng to be like them- a sense of oneness exists. Although'

coercive and reward powers .are seen to be manipulatilé and thus one could expect

" resistance on> the part of students, these same students willingly consent to being

<

influenced (manipulated) by teachersjuith'referentfpower. Students actually look for

opportunities to be of service to persons wnom they respect ' )
EXPERT PUNER. A teacher s expert power is based on the student‘s belief that the
* r

“

' teacher 'possesses some special knowledge or expertise. Students gee this knowledge as

. gJ 5 . .
import%nt for acHieving the task at hand. According to McCrosk%y and Richmond (1983,

p.177), "Most' information' taught in a cl{assroom is presented from.a base of expert :

L]

pawer." The information is often simply accepted as fact begause teachers are seen as

competent and inowledgeable. - The greater this student perception, the greater'the )

expert power.

-

3
-

1 I'wrras-

Like referent pbwer; expert power is a personal power, deriyed from the personal-’

6. .
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'-j 'charecteristlcs .of * th _power wielder.. As such, it too is porteble;\lt'goes where the

teacher goes. At.tlmes, people with expert powgr)in one area are seen to.be an expert’
N Qo ' " . .

in other areas as in the case 1nzwhich a prominent'mediCel'doctor seTves on a gowerning*

P comnittee of a sohool.. Expert’ power- also has somethxng in common with legltimete power

- an ability - to capltallze upon internalized values of suthorzty and knowledge that
g

héve been relnforced in the‘home and society (Tauber and Knoube, 1984). To.the extent -
" that’ students come from homes 1n whlch réspect for position (e.g. parents, police,
s

* government, etc.). and respect for knowledge (e.g: need for schoollng, love of reedlng,
')

‘etc.) are valued, - to that extent teather's legltlmate power and expert ‘power,

.
\ 4 e » - -

> respectively, will be enhanced, .
R . ) . ; ‘ : \J : =
o % Lo v oot '

t ' . v
- . - XS .

'*HHO.ACTUALLY WIELDS THE POWER?

L]

The common element 1n\the def1n1tlon of each of french. and Raven's five ppwer bases >

' is that a%l ere dependént -upon student bellefs. If the bellefs change, the power

nt—that—students perceive"tnat—teechers,

."'\ ‘ . ! . ‘-t L4 - !
.+ in faot, have such power; Power is something that is in the hands of the person on whom

L

the power is - being wielded hot in the hands .of the-pre‘dhed power wielder -- in odr

:\ .case, the teacher, Peeple, 1nclud1ng students, must cqnsent to power be1ng used on. ‘them

-

’
before such . power can be effective. As a result, such consent igs a form of power over

4 ’ . C
. power. (Nyberg, 1981). For many teachers this is a c¢isturbing revéletion:
_ . )

. [ Y
A )
)
" .
e "

DURATION OF POWER BASES o . v

N 3 The real locus of\control of power, ln the hands- of  students' beliefs, is reinforced
when one examines how ° long one can‘kxpeot each power ste to work? - In each case the
. answer 'is ‘as long,es stuQents' beliefs or perceptions”remain unchanged, Coercive power
becomes ineffectlve— as soon as the student perceives the'teacher is no longzr able tq

t
(A X . [y .
dispense aversives, Students could move on to,a different‘classroom, could rely .upon’

-

-

~court decisions and community pressures outlawing corporal punishment, could physlcally

[ _ s . ‘

©

.
7 i - )
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longer the sole individuals able ta dispense rewards. Growing circles: of friends,

. B . . .
- . .
. -, a i . i .
. ) . C 11 ]
.

grow' in etatura in which oase'teachera would be foolieﬁ to try'and inflict pain, etc. 6

P
-

They could also simply change fheir perceptlons on the value of high grades or pood ‘e’

levels anq "'A' levels such that failure -is no longer seen as an aversi . It is

difficult to imagine a si;uation;.ahort_of supglying an aversive so severe t' - * Luld '

L

vielate a student's‘rights, that could force a student to do what'he/she di¢g nov want to:‘°

~

do. . . ) . . ) ¢

Reward power,  -too, becomes ineffective as soon as students perceive teachers as no

- - f ‘ . ‘,. .
greater mental and physical competence, part-time jobs, '‘changing views on what is

_srewarding, etc., all contribute to a éreater indépendence on the part of the student.

Teachers, and for that\patter, parents, end up simoly no longer in a position to control
L) . .
the flow of rewards.
Legitimate power ceases when "either atudeots stop aocepting the righté of a

‘teacher's position, or more often, when teaohers ‘are perceived to oversteo their :

. 'legitimate power domain. This is reflected ih'student statements such as, "Just because

you. are the teacher,- it does not give you the rlght tae....." Such a statement clearly

-«

implies that studentr do accept the legltlmate power of a t‘abher — up to a-point.
Legxtxmate power, most often related to mundane matters, is clearly not a substitute

far power bases, such -as “expert power, which are more applicable to cognitive and

affective growth. Saying a student should learn such and ‘such because-you are the

*

" teacher and you say so, or the currlculum of the school 3ays so, is clearly not the same

thing as demanding students raise their hand to be recognized, or expectlng them to

“

complete assigred homewerk problems. The former oversteps the boundaries of lagltlmate

power,.while the latter does not, ’

L

Although referent power is also at - the whim of students' perceptions, it is

.difficult to think of an example in theh referent power could erode as easily anc as

\quickly as the previous.three power bases. Being based on a valuing of the person, like

£y

all values, it is rather hardy and longer. lasting.. Although not easily changed, it

o

l N —
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couid be altered given more drastic ci:éumsthncea. The teacher, once lonkad up to,

k)

could be shown :ito have cheated, lied, or done something similarly damaging that pulls
him/her down off a pedestal. Expert power, although not as resilient as referent power,
could erode given conditions such as when the student nu lonﬁer‘needs the knowledge or

expertise possessed by the teacher, or the teacher is shown to be incompetent.

-~

ENHANCEMENT OF POWER BASES | | A :

rd

No matter the power bases used by teachers, as profe331onals they have an obligation

-

to use them effectively. Coercive and rewards powers can be enhancea by knowlng and by

following the well publlshed operant  learning’ (behav1or modification) gu1dellnes

. » .
associated with the two. Among others, such "rules-of-thumb" include, selecting the

1]

: - .
‘right reward or aversive, deciding on the correct schedule of reinforcement- or

punishment -- starting with a fixed ratio and moving toward variable ratio, supplying .

rewards and aversives immediately upon Q:Pibition of targeted student behaviors ---the
. . ‘

latter made‘,more difficult by recent due procesa student rights' lawa, and o?fering .

L]

rewards (as Well as aversives) in quantities large enough to be effectxve. yet small

. ”

'#-

enough to avoxd saturation or permanent mental or physical &amage.

Ll

’

Legitimate power can be enhanced by a school and community-wlde effort to clarify
‘'who is the designated boss in the classroom and what are the parameters of that-
influence, Teachers, like most employees, have been cnntractéd to do a Job and tnét Jjob
is to keep the. learning ‘act afloat. To that end they have certain‘assigned powers.
Although basically used for mundane matters, effectively applled legitimate power can be
more effeetive, and it is far less likely co be taken personally, than cogrcive or
reward power, It is also true that aversives and gzwards supplied from a leg*timate
‘ower bése are more effective than eilher coercive power or reward power alone,

_Referent power can'be cultivated, in spite of the féeling of many teachers tnatvthis-
-area 1s the hart" part of teaqhing — one is either born with it or tney don't héve‘it;

But teachers need help to deveinp a way of interacting with chifﬁren'such;that they

[ N <9 . - e
2

. o Lax)
- - : :
9 . . -
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. skills when the tea:her owns the problem, use conflict resaiution skills when both own

4 o -8~ .

begin. to respect the teacher as ‘a person. Learning, and ﬁhlting into peactice, a

\ . N . ) .
communication model such as Gordon's (1974), Teacher Effectiveness Training, in which

teachers first define ownership of problems and: then select congruent responses, could

'be a first step. Here teachers act as facilitators and use active listening sk;lig when

the student owns the-p}oblem, use I-messages rather than yqu-messagés as confrontation .

-

4

. - . / - \ -
the , problen, and use values clarification when there is a collision of values. In each

circumstance bbth the stufent's  and the teacher's needs are.mét -~ a prerequisite to

S

developing referent power's feeling: of _onenéés. -Glasser's (1969) Reality Therapy,

" shifting the responsibilily on to. the studenh's shoulders for coming up with a pran'to _

[ .

. modify his/her unacceptable behavior, .and Dinkmeyet eAd Dinkmeyer's (1976) use of:

* -

logical and natural consequences, rather. than qbntrived consequences (punishment), are

4. ~ . ,
two additional sets of teacher skills that cbnvey referent power qualities of trust and

responsibility, and fairness, respectively.’
Finally, expert power .can “be enbanceﬁ by iystematically sharing with students,
. parents, and the community 'at large,'the simple-truth‘ébouf teacher qualifications and

‘experience., Educatbrs need. to "toot their_own horn" once‘fh_a while.. Like-the doctor

- o g . .
and the lawyer who line their . waiting room walls with diplomas and degrees, so too

[

should educators have a chance to share their credentials, as well as any other |

. \

légitimate evidence of expertness. One result: of sucﬁueffOrts would be to have students

cbming into classrqoms expecting quality instruction, and, if for no other reason,, the

"self-fulfilling probhecy (Rosenthal & -Jacobson, 1968) triggered by such gtudent

expectations would help such expectations materialize.

Gl’ e * -~

POWER BASES"AﬁQj}EARNING 5

’

-

According‘tolMcCroskey‘gnd Richmodd (1984, p.135), "...the communication of power in

¢ the classroom has a major association with student:/ learning, both cognitive and

i

_afféctive."_ The authors used Perceived Power Measure (RPM) and Relative Power Measure ¢:

&

.10..

.

-
- Te Sewm
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(RPM) instruménts to measurs perceived teachef power, and gelf reported expected grades

and attitudes of studente to ‘measure student learning. They found that the use of
4

coercive power, and to some extent legitimate power, served to retard both cognitive and '

&
affective riiggning. On the other hand, referent power, and to a lisser extent, expert

power, sefved to ‘enhance learning. Significant by its pbsence.of any eseociatipn,”is .

'
H . A

reward power., It was found to be unrelated to e€ither cognitive or affective learning.

. The .best case the authors could make for reward power was as an alternative hhep .

»

referent and expert power options did not eiiq@$ "Reward power, then, may not.have‘tne
. i o

* : 0 . N

positive effects which have been claimed for it in the past, but it'ma§ be a valuable

tool ‘ as a substitute for negative approaches when positive approacnes are riot possibie"

~

(McCroskey and Richmond, 1984, p.136). Lo
. N [ &

Norkind on the _assenptién tnet' client - (employee, student) satisfaction is an -

impcrtant affuctive outcome of leerning, Guditus .and Zirkel (1980) conclude ,that a
significant relationship - existe between epplied power basea ahd worker satisfaction.
\;gamelf? in schools the most influential pouer base used by principals over teachers was
legitimate power, _while the least influential were reward and coercive pouere. This
held true across urban, suburban, an®*rural schoole, grad"levels and school size. As
princiqels set the tone fcr the echool,'how'they’;re‘perceived to exerqgise po:er ehoulq
influence teachers in their exercise of.power over studente. The renaining four power
bases did show di?ferences in size of school in which case referent power was ranked
second - in upper-middle size schoole (1000 - 1SUU students), but was ranked last in the
largest schools (>1500 students) Recent surveys of British Mastec' 8 Degree students in

L]
education and teachers r 1 secondment revedl. legitimate pgwer as the primary basis for

yielding to the head teacher's influence. Does this suggest head teacher's mostly try .-

to exert nfluence over mundane - matters? ° These same surveys reveal that although

-

teachers primarily believe students listen to them due to their legitimate power, the
. : . ) .
remaining power bases share the limelight.

Another way in whichi>power bases and learning are related is the™ status

11

Ll
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characteristics of the person wielding the power, .which affect expectations of °

effectiveness in others (Berger et.al., 1977). Sex of the teacher, for example, is an

‘importent status chara&terigtic.; Females (most ‘highly represented in elementary Schools

in particular and in teaching in general), are perceived to be more effective than males

in using the rfemale-stereotyped nurturance properties of reward, while males, who are

stereotypéd .as more competent, are.perceived to be more effective users of expert power

(Wiley & Eskilson, 1982).

: Regardless of the power base teavhers think they are using, as was reported. earlier,

Y

what 1is inportent is what power bases students perceive teachers as using. McCroskey

~ and Rlchmond (1983) 1nvestigeted the degree to which teachers and etuden;s have shared

perceptions of the use of power in the classroom. Using Rlchmend's et al., (1980)

Perceived Power Measurs (PPM), McCroskey and Richmond (1983) conclude, "...teachers have

a much more poq;tlve view of their behavior (power wielding) than-do the students
&

\p.1Q3).- Spec1f1cally, elthough teachere and studerits did not dlffer in their

perceptions of how likely either coercive or legitimete power are.heed, they- did differ

b
L

on the other three power bases. Teachers saw themselves as more likely to use a highe;

proportion of reward, refereqs, and expert powers than d1d‘ﬂhe atudents, wh1le students
saw coercive power as ‘accounting for a higher proportlon of power than did the teachers.

When . such mlsperceptlons occur, the author# suggest the "higher and more meaningful

assoc1at10ns will be “ found between -student pgfceptlons of teacher power and their own -

learning" (p.183).

Tauber and Knouse (1984), in their regsearch into vocational high .school teachers'

and students' perceptlons of power, f1nd students rank teacher applied referent power to

be significantly more effective, and coercive power to be significantly less effective
s _ N , ‘
in modifying their behavior. No signi*icant differences cccurred among the remaining

" three power bases ‘of éxpert, reward, and legitimate: Vocational teachers responded with

a similar erdering as students, but ranked legitimate power as less effective than

.

. reward power, whereas students .anked the two about equally. = These students,

A .
“ )

’. . 12 - \
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" elternatively sttending a vocational school and an academic high school on a week about

basis, perceived their vocat10nal tE:chers to use referent power and.expert power

eir homeschool academic teachers. Homeschool

-

significantly more  frequently than
academic teachers on the otier hand, were perceived to use punishment more frequently

than the vocational teachers. The votech. student's prolonged contact (one full week out

] ) -

of every two weeks) with one ehop 1nstrvetor no doubt gives expert power and: referent
power more of an opportunity to floé;ish than the 40‘m1nutes per' day contect w1th

academic teachers during the eeék at the homeschool .

QUESfIONS IN NEED OF INVESTIGATION

‘ If Nyberg's (1§B1, p.62) earlier quotation stating that "The idea of power has lain

. L)
more completely neglected in education ..." is-true, then educational researchers should

find numerous opportunities for investigation. In turn, such iesearch could form the,

4

foundation for later developmental efforts by practitionevs. The two go hand in hand;
one -is nrerequ;s1te to the other.. .. . - .
1] , ‘

Researchers may wish to ident1fy a specific tOplC, such /as "perception of power,

4

and form investigative questions around it. If the toptd is perception of power one
B '
could ask, "To what degree do teachers and students have the same perceptions of the usg

of poher in the claSSrooh," "To what degree do head teachers (principals) and teéachers . -

~ L ]

share the 'same perceptions of the use of power in the school in general, and in the
; ) .
clessroom’ in\\particular," or "To what. degree do head teachers exert one category of
| : o o
. power on' teachers and at the same time expect teachers to exert another category of
1 [Y .- 3 ‘

po;er on! students?" To what degree do teachers' (and students') perceptions of most:

.frequently uged power baeps relate to their percePtlons of the most effective power
. . N
bases? When differences in perceptions oceur, whose should be the emphasis of follow-up

'studle ! Althghgh attempts have been made to answer Fhese questions (e.g. McCroskey and

Ric d, 1983. & 1984), more investigation is needed;

Are perceptions influenced by the age of administrators, teachers or students? Are‘

e

o - _1{)._‘ . '

# 7
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they; influenced by the type of school, comprehensive or yrammar, in which they are

. . i 7
megsured? Is sex of the teacher and of the studegt related, in fact, to powar use

\

perceptions? Is socio-economic background, region of the country, ethnic heritage,

single or  two parent family structure, etc., any determinate of perceptions of power
- use? Are reliable -and valid measures, such as the PPM (Richmond, et. al., 1980} and the -

Power Perception Profile (Hersey and Natemeyer, 1979), available to measure perceptions .

of power use?

To what cegree do educators perceive their power as having changed over the past

~ ~

decade? If such a change can be measured, can it be related tu the emergence of
collective bargaining, industrial action, student rights, fewer percelved JOb
ocportunities upon graduation, falling rolls, shared-decision making, bans on corporal
“punishment ‘and other recent vlegal‘developments, general aging of teachers, less “pew
blood" entering the 'grcfeseion, fewer resources, and government required parent
governors? Can these perceptions be altered? Is there a relationehip between‘educetor
applied power and initial teacher training -- Certificate, BEd, or PGCE? '
To what extent is it true that teachers (head teachere, parents, etc.) wleld pdwer
only to the extent that dtudents (others) perceive the* %o have such power° why do
| people consent to power being w1elded over them? Is it p9331ble to establish teachers
as the real power wielders? Should energy be exerted.to try? - What effect, if any,
should students' power over power (Nyberg, 1981) _have on teacher's preservice and
' - 3

inservice training? ¢
)

Examining each power Dbase individually may be another general topic for,

' inveetigation. .Are some power bases, such as coercive and reward powers, overused and
. - Ly
at the same time inefﬁectively used? Are other power bases overlooked? What methods

have been used to formally, as well as informally, teach each power, base? Have coercive

and reward powers been taught by example -- parents,'teachers, clergy? Does reward

power, as asserted by McCroskey and Richmond, (1984) really lack the positive effects

that have been claimed for it. in the past? What“conditions contribute to the situation
. * ‘

*

14
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in which a teacher c¢an exert a high degree of punishmert (or rewards) and still have
[ ’ .

’

" little coercive (or reward) power —- é.g. there is more punishment or reward available

»

from ot.ﬁr sources by not. complying’ with the Eeacher'é’w;shes. Could it be that

cgefcive and reward powers are claimed to be less effective only because they are

r ., -

ineffectively appfied-'-- .for instance, negative reinforcement is overlooked as an

egamp}e.of a rewar&? . ' ' - -
How can.we enhance teachers'.legitimate, ref%rent, and expert powers? What' are the
3
Q [ : : .
limits of a teacheré' legitimate, or position, power?. De they overstep these limits? .

Are they surpr1sed when* students,‘fall such overstepplng to their attention? Are

teachers really “born“ with referent power or can it be taught? What avallable modela |

exist to train teacherS-ln skills and attitudes’ representative of successful referent

power: wieldeps? As a personal power,, just how.wide a sphere of influence over student

behavior.qus referent power project? Héw hardy and long-lasting is r%ferent power? Is

‘a conscious effort made - to exploit  the ‘expert ﬂoqgr of eddqhtérs? ‘Does it seem

A}

unprofessional to do so? What Qould be the effect upon a teacher's power'base ife-

s ]
students, fellow teachers, admlnlstrators, and citizens were made to see the expertness

within a school's profe331onal staff? - . ‘ Vo -,
( .
Without going into such dgpth of questlons, other -general tOplCS come to mind,

especially those dealing with learning outcomes. To what degree is there a'relatlonghlp
between student learning and applied-power bases? Does the relationship affect ‘both

cognitive and affective learning as suggested by McCroske}land Richmond (1984)?. In

addltlon to a sugg sted relatlonshlp of power bases to satlsfactlon, does one BXISt with

student creat1v1t \ Are’ somg powsr bases more effective with disciplines such as
)

mathematics in which
. L

while other power bases #re more effecfive .with disciplines streésing generalities and

diversity?
. : oo . _ﬁ'

e content is gpecific, hierarchal, and demanding of closure, '

[
§
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CUNCLUSION L ' B o I

~ Teachers are - beihg held more and _moqa‘acbobﬁtabl. for the end product of their .

—Iefforts -- ‘educated students who are capable of "sudcessfully cdping.with an ever

changing and ‘deméhding world, . Whether fit is to further learning in general, or

disciplige in barticular, teachers must effectively exercise power. To do so requires a

t

“grasp of the power bases available and the potential and limits of éach.?-Here,
0 . . 12
ﬁractitioners need the fruits of educational researchers. In turn, researchegs sbould
28
look upon powery it deflnltlon, its categorles, its enhancement, and its application, as

untilled soil ripe, with opportunities for investigation. Power, spec1flnally French and

Raven's flve power bases, is an appropriate focus for both educatlonal researchers and

sas .- Y o Y ~
practitioners.. * o

-
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The author, Or. Robert T. Tauber, is on a year-long ‘sabbatical in the School of
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assistant professor of education at the Behrend College of The Pennsylvania State
University,+ Erie, Penmsylvania 16563 There he teachp, among other subjects,
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Jesearch interests include topics such as power' struggles and discipline,
vocational-technical education, and information data bases such as ERIC. He has
invented two test ‘preparation / test scering systems, the former hav1ng been granted a
u.Ss. The author would welcome, comments, as well as.results of original research

(surveys etc.), on the application of .French and Raven's power bases £o school-based,

situations. |- -~ .
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