DOCUMENT RESUME

ED 291 124 CS 506 050
AUTHCR Furioc, Brian J.
TITLE The Relationship between Instructor Behaviors and

Student Perceptions of Control in the Classroom.
PUB DATE [87]

NOTE 55p.

PUB TYPE Reports - Research/Technical (143)

EDRS PRICE MF01/PC03 Plus Postage.

DESCRIPTORS Affective Behavior; Affective Measures; *Classrocm

Communication; Clasc "oom Environment; Classroom
Research; Cognitive Processes; Cognitive Style;
Communication Research; Helplessness; Higher
Education; *Student Attitudes; Student Motivation;
*Teacher Behavior; Teacher Influence; *Teacher
Student Relationship

IDENTIFIERS Affective Response; Communication Behavior; Control
Analysis; *Control Perception; *Student Perceptions
of Teacher

ABSTRACT

Employing learned helplessness theory as a trait
orientation, a study examined the interrelationships existing between
instructor classroom behaviors, student perceptions of control, and
student behavioral responses in the college classroom. Subjects, 317
male and female undergraduate students who were enrolled in
communication courses at West Virginia University, over a two day
period, evaluated the class immediitely preceding their communication
class by completing a two-item measure of perceived control and a
24-item multidimensional-multiattributional causality scale (MMCS)
measure of achievement-related attributions. State measures included
the modified Behavioral Indicants of Immediacy (BIl) scale, teacher
communication style (1CS), measures of teacher classroom learning
aids, and learning (affective, cognitive, and motivational) measures.
Results indicated that student perceptions of state control in the
classroom were significantly related to both affective and cognitive
learning; students perceiving lack of control over
achievement-related behaviors demonstrated reduced affective and
cognitive learning and reduced motivation to work and study. Findings
suggest that the successful instructor is one who incorporates as
many positive behaviors--such as eye contact, smiling, relaxed
posture, and vocal variety--as possible, and makes students feel
comfortable in a learning environment. (Three tables of correlation
?oefficients are included, and ten pages of references are appended.)
MM

LR A SRR RS RS EER RS ET E R RS YRS R SR ST R YR SR YT TR TR L LY

* Reproductions supplied by EDRS are the best that can be made *

* from the original document. *
KERKAARAAIIIEE SR AAARA AR R A A AR AR IR AR AR AR AR AR AR ARk kAR hhkhkdkhhhhhkhhhkk




£D291124

THE REIATIONSHIP BETWEEN INSTRUCTOR BEHAVIORS AND

STUDEN] PERCEPTIONS OF OONTROL IN THE CIASSROM

Brian J. Furio
Assistant Professor
York College of Permsylvania

U S DEPARTMENT OF EDUCATION
‘PERMISSION TO REPRODUCE THIS Office of Educationai Research and Improvement
MATERIAL HAS BEEN GRANTED BY EDUCATIONAL RESOURCES INFORMATION
CENTER (ERIC)
] TThs @ t been reproduced as
Ef'l qn ‘I turio rac:we%m::gfnn mh:spevsor'\\ or organization
onginating 1t

U Minor changes have been made to improve
reproduction qualhty

® Points of view Or opinions stated inthiS docu

TO THE EDUCATIONAL RESOURCES ment do not necessanly represent official
INFORMATION CENTER (ERIC) El | ! OER! position of pohcy

Research in the area of student perceptions of control in the classroam has
revealed detrimental results. Students perceiving lack of control cowver
achievement-related behaviors demonstrate reduced affective and cognitive
learming and reduced motivation to work and study. Little research has been
able to identify specific classroom variables impacting these dimensions of
motivation, cognition, and affect. This study employed learmed helplessness
theory as a trait orientation to access these deficits in the classroam.
State variables reflected instructor behaviors in the classroam. Results of
this study indicate that trait perceptions of control account for 6.3% of the
variance in perceived state control in the classroom. A larger percentage of
the variance is accounted for by wvarious state instructor behaviors.
Relationships of these variables to student perceptions of state control ir

the classroom and subsequent relationships to cognitive and affective learning
and student motivation are discussed.

¢ BEST COPY AVAILABLE




Classroam Control 1

Most human beings desire to have control over their enviromment.
Perceived control helps to insure certainty of event outcomes. As percepcions
of control decreases, uncertainty increases, as do feelings of anxiety and
apprehension (Bandura, 1977; Kelley, 1971; lazarus, 1966; Mandler, 1972).
Iearned helplessness (Abramson, Seligman & Teasdale, 1978; Maier & Seligman,
1976) is a line of empirical research identifying the behavioral responses to
uncontrollability in the envirament.

ILearned helplessness studies with animals and humans have consistently
demonstrated significant motivational, emotional, and cognitive behavioral
deficits in the face of individual uncontrollability of event outcames
(Abramson, et.al., 1978; Ames, 19°1; Buys & Winefield, 1982; Doyle, 1984;
Hiroto & Seligman, 1975; Klein & Seligman, 1975; Maier & Seligman, 1976;
Masserman, 1943, 1971; Overmier, 1968; Seligman, 1978; Seligman & Groves,
1970; Trice, 1984). In addition, learmed helplessness research has identified
similar behavioral effects across different contexts.

Similar behavioral effects have been demonstrated in interpersonal
commmication ocontexts (Beatty, 1986; Feinberg, Miller, & Weiss, 1983),
orgaiizational contexts (Argyris, 1957; Blauner, 1964; Cherniss, 1980; Stedry

& Kay, 1966), and in the classroom (Chung & Hwang, 1981; Dweck, 1975, 1976;

Dweck & Bush, 1976; Etaugh & Brown, 1975; Perry & Dickens, 1984; Wang &
Stiles, 1976).

This study will focus on student perceptions of uncontrollability in the
college classroom. Specifically, what interrelationships exist between
instructor classroom behaviors, student perceptions of control in the college
classroam, and student behavioral responses in the college classroom?
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Theoretical Foundation
, One assumption in social psychology is that individuals desire control
over their behavicral outcames and their enviromment. Kelly (1955) discussed
the importance of control by camparing scientists to other human beings.
Kelly argued that humans seek predictability and control in their envirorment
just as a scientist seeks predictadility in his/her enviromment. white (1959)
suggested that individuals experience feelings of satisfaction or efficacy
when they demonstrate contrrl and influence on a stimilus field. White argued
that learning diverse behaviors such as crawling and walking, attention and
perception, and language are means by which children or animals effectively
interact with their enviromment and attempt to derive control.

Relley (1971) stressed the irportance of control by arguing that humans,
in attributing causes to behaviors, are not simply seeking knowledge but
gaining knowledge to effectively manage themselves and their envirorment.
Bandura (1977) theorized that individuals perceiving control of an event have
little reason to fear that event. Ineffective control generates stress-
inducing thoughts and maintains a high level of amxiety and arousal. The
individual in control reduces the anticipated fear of an event thereby
reducing stress, amdety, and arousal.

In the late sixties, Seligman and his colleagues began a branch of
empirical investigation concerned with identifying reactions to controllable
and uncontrollable outcames. Initially, the work began with animals ard
progressed to humans in the early seventies. This early work was responsible
for the development of the learned heiplessness theory of uncontrollable
outoames. Seligman and colleagues eventually demonstrated motivational,
cognitive, and emotional behavioral deficits in man and animals following
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exposure to uncontrollable outcomes.

Based upon nearly nine years of study, Maier and Seligman (1976) proposed
the original learned helplessness theory of uncontrollable outcomes. The
>ornerstone of this theory is that ™when an organism is faced with an outcame
that is independent of his responses, he sametimes learns that the autcame is
independent of his responses" (Maier & Seligman, 1976, p.17). The
corresponiing behaviors to the learning of response-outcame independence
(noncontingent reinforcement) are a retarded initiation of voluntary responses
due to the realization that responding is futile (motivational deficit), a
belief in the inefficiency of responding and difficulty in learning success by
respording (orgnitive deficit), and depressed affect resulting from learning
that outoomes are independent of responding (emotional deficits).

Research continued to validate the proposed theory (Brown & Inouye, 1978;
Douglas & Anisman, 1975; Klein, Fencil-Morse, & Seligman, 1976; Seligman,
1978) . However, studies indicating theoretical inadequacies (Klein, et.al.,
1976; Roth & Bootzin, 1974; Roth & Rubal, 1975; Temnen & Eller, 1977; Thornton
& Jacobs, 1972) and campeting theories (Wortman & Brehm, 1975) prampted a
reformilation of the original theory (Abramson, et.al., 1978).

Atramscn, et.al. (1978) thecrized that following exposure to
uncontrollability and prior to the expectation of futire response-outcome
inderendence existed another step. At this step, the individual makes causal
attributions to ask why they are helpless. The means to the reformulation was
to incorporate the logic of Weiner's attributional analysis of achievement
motivation (1972,1974).

The reformulation suggests that the attribution one makes following the
perception of noncontingency is an important determinant of subsequent
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expectations for future noncontingency. In focusing on the added step to the
model, the reformilation utilized three attrilutional dimensions:internmal-
external, stable-unstable, and glabal-specific.

when an individual believes that outcomes are more likely or less likely
to happen to themselves than tc relevant others, .nat individual attributes
the outcames to internal factors. If ocutcames are believed to be as likely to
happen to the self as to relevant others, external attributions are made.

Chronicity over time is assessed by the stable-unstable dimension which is
arthogonal to the internal-external dimension. Stable factors are expected to
be long-lived and recurrent while umstable factors are short-lived. Given
that an individual learns that responses and outcames are independent, he/she
may attribute the noncontingency to (a) an internal-stable factor (ability),
(b) an intermal-umstable factor (effort), (c) an externmal-stable factor
(context), or (d) an extermal-unstable factor (luck).

Generality of helplessness effects is determined by the glabal-specific
dimension which is orthogonal to the other two dimensions.  Attributing
uncontrollabjlity to a global factor implies that helplessness will ocaur
across stimilus situations while attributions to a specific factor implies
that helplessness will ococcur only in situations similar to the original
stimilus situation.

Oonsiderable empirical support exists for the reformulated theory of
learned helplessness. Support has been demonstrated for the three dimensions
of the theory (Adams & Dewson, 1982; Alloy, Peterscn, Abramson, & Seligman,
1984; Ames, 1981; Anderson, 1983; Bowman, 1984; Doyle, 1984; Feinbeiyg, et.al.,

1983; Harris & Tryon, 1983; Kammer, 1983; Klein & Seligman, 1975; Koller &

Kaplan, 1978; Seligman, 1978; Tiggemann, 1981; Trice, 1984) and for the
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attributional addition to the theory (Ames, 1981; Anderson, Anderson, Fleming,
& Kinghorn, 1984; Bar-Tal, 1976; Cumng & Hwang, 1981; Harusa & Schulz, 1978;
Termen & Eller, 1977; Weinberger & Cash, 1982).

Learned helplessness thenry and the correspording behavioral deficits have
also been demonstrated in a mumber of distinct contexts. Feinberg, et.al.
(1983) demonstrated verbal learned helplessness in social situations.
Relatedly, Bandura (1977) and Mandler (1972) argue that perceptions of
uncontrollability increase feelings of amnxiety and arousal. If social
helplessness causes social amnxiety, the literature demonstrating the
behavioral effects of such amdety is plentiful. Those individuals
demonstrating social-camumnicative amiety are less self-disclosive (Miller,
Berg, & Archer, 1983), less assertive (Bell & Daly, 1984), and less daminant
(Mortenson, Amston, & Iustig, 1977). These individuals see themselves as
less ooapetent and ocontident (Freimrth, 1976), anticipating greater
nervousness and expectatiuns of failure (Morris, Harris, & Rovins, 1981), ami
they expect more negative evaluations (Smith & Sarason, 1975) than individuals
who do not demonstrate social-cammmicative anxiety (see, Daly & Stafford,
1984, for additional efferts). Takean together, these resulls suggest a
significant interpersonally ocommmnicative reaction to perceptions of
uncantrollability.

Ancther context demonstrating the impact of learned helplessness is the
organizational context. Not only do the previously mentioned interpersonal
effects of helplessness relate to this enviromment but research has

demonstrated  specific  organivational  effects. Perceptions  of
uncontrollability in the organizaticial envirorment led to staff “burnout®
(Chernies, 1980), leadershir struggles and campetition (Schutz, 1979),




alienation (Rlmmer, 1964), amd y

i
q
5,

1966) .

Finally, helplessness effects have been demonstrated in the classroam.
Dweck and her colleagues (Diener & Dweck, 1980; Dweck, 1975, 1976; Dweck &
Bush, 1976; Iweck & Licht, 1980; Dweck & Repucci, 1973) have demonstrated the
effects of helplessness in children's classrooms. %hen failures occurred, the
cognitions of helpless children dwelt on the present, the negative, and on
escaping from the situation. Helpless children underestimated the mumber of
problems they had solved, were less likely to attribute success to ability,
and thought that other children would perform better than they. In addition,
sex-related effects were demonstrated. Boys had higher expectations for
success than girls and often attributed success to ability while girls
attributed success to effort. Similar sex-related results have been
demnstrated in college populations (Deaux % Farris, 1977; Etaugh & Brown,
1975; Rosenfield & Stephan, 1978; Stake, 1576).

Wang and Stiles (1976) found that second grade children given complete
control over the ardering of tasks campleted a significantly higher mmber of
tasks than children whose tasks were ordered by the teacher. Buys ard
Winefield (1982) demonstrated learned helplessness in high school students
following exposure to noncontingent rewards. while helplessness has been
demonstrated to exist in the classroom, little direction has been afforded to
identifying variables that may impact a student's perception of control in the
classroom.

Rationale
Perry and Dickens (1984) argued that learnmed helplessness theory is a

useful approach to stidying perceived control in a college setting because it
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defines a set of classroom conditions that may affect student perceptions of
control. In addition, it provides a specific list of behavioral responses to
perceptions of control. Oollege students who perceive that their behaviors
affect classroom outcomes may develop expectations of controllability over
classroam events, exhibiting facilitative behaviors such as note taking,
stulying, questioning, or changing instruciors. Students who do not perceive
a relationship between their behaviors and their classroom cutcames are less
liXely to exhibit facilitative behaviors and may be prone to boredam, failure,
apathy, and absenteeism.

Iearmed helplessness research has focused mainly on the elementary
classroam. Although these resu'cs are significant, they may not be
generalizable to the ccllege classroom for a mumber of reasons. At the
college level, there is an increased reliance on lecturing as the primary form
of instruction and the student has' a greater respomsibility for his/her
educational development (class attendance, study policies, test preparation,
etc.). Tiggemann, Barmett, and Winefield (1983) empirically distinguished
between failure and uncontrollability. They found that college students were
suscertible to uncontrollability than high school students, who were more
susceptible to failure. It is likely that by the time students reach the
college 1level their expectations for the classroom are established.
Perceptions of uncontrollability or unpredictability may be very unsettling.
Adams and Dewson (1982) fouxd that level of difficulty may effect the
induction of helplessness. Collectively, these results suggest that research
needs to focus specifically on oollege level classroams due to low
generalizability from other educational levels.

The review of literature has aptly demonstrated that an individual's

MokE
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perception of control can influence one's wmotivational, cognitive, and
aotional behaviars. More specifically, the ceview of 1literature has
dexonstrated the existence of learned helplessness in the classroam and the
impact on the student motivational, oognitive, and emotional behaviors.
Further, within the clar roam literature there is clear identification of the
existence of trait and state variables impacting student perceptions of
control.

Based upon emirical results indicating a significant sex impact for
failure attributions, Dweck and her colleagues discussed the possibility of
helplessness as an induced trait. Thie work ectwes the original discussion of
a trait existence by Hiroto and Seligman (1975) who identified generalization
of effect from instrumental training to cogmitive testing. In fact, the
existence of a helplessness "trait" is qrounded in the artual learned
helplessness theory. Given that a student has experienced uncontrollability
in past classroam situations, he/she may make attributions for this
uncontrollability to such factors as lack of intelligence (internzl, stable,
global) and lack of a specific ability, such as mathematical ability
(intemal, stable, specific). The theoretical assumption is that, in any
enviroment, a percemtage of an individual's helplessness will be impacted by
the helplessness "mi{:/"' The amount of one's helplessness not attributable
to a trait is likely attributable to state variables.

Same empirical support also exists for the impact of state variables.
Variables such as level of content difficulty and amount of Information
transfer (Adams & Dewson, 1982) and amount of control over the ordering of
tasks (Wang & Stiles, 1976) have been shown to impact levels of helplessness
in the clussroam. Perry, Abrami, and Leventhal (1979) and Abrami, leventhal,

10
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and Perry (1982) have demonstrated a significant positive relationship between
instructor expressiveness and academic achievement in ccllege classrooms.
Perry and Dickens (1984) extended these results by demonstrating a positive
relationship between instructor expressiveness and academic achievement in
subjects exposed to oontingency training. The authors argued that
noncontingency reduced the student's ability to benefit from instructional
variables in the classroam. This result adds credibility to the argument that
perceptions of uncontrollability in the classroom are detrimental to student
performance ard learning. U=z researchers have identified instructor
variables impacting the clascroom, suwch as skill, warmth, knowledge,
erthusiasm, rapport, and oryanization (Doyle, 1983; Feldman, 1976; Frey, 1978)
kut, to date, none of these variables have been related to student perceptions
of control in the classroomm. Identifying additional state variables that
potentially cause uncontrollability in the classroom is necessary.

Same potential state variables have been identified in the cammmniszation
literature. In general, ewpirical results have demonstrated that the
cammnication behavior of the teacher impacts affective and behavioral
learning (see, for example, Kearney & McCroskey, 1980; Nussbaur & Sc “t,
1979) . It can be argued then, that the ccowmumnication behavior of the teacher
my impact student perceptions of control in the classroam since impacts on
affective ard behavioral learning are manifested as outcomes in the model of
learned helplessness. Two specific commmication omnstricts that camprise
teacher cammmnication behavior and are state variables in the classroom are
immediacy and teacher camumnication style.

Imediacy is defined as "the nonverbal behavior manifestation of high
affect” (Andersen, 1979, p.545). The immediate individual commmnicates at

11




Classroam Control 10
close distances and engages in more smiling, more eye contact, direct body
crientations, body movement and gestures, touch, and vocal expressiveness.
Andersen found immediacy to be a significant predictor of teaching
effectiveness. Research has oonsistently demonstrated substantial, positive
associations between teacher immediacy pehaviors and student affect in
secondary and college classroams (Andersen, 1979; Andersen, Norton, &
Nussbaum, 1981; Kearney, Plzx, & Wendt-Wasco, 1985). In addition, nonverbal
immediacy is represented in the instructor expressiveness research discussed
earlier (Perry & Dickens, 1984). Among other characteristics, instructor
expressiveness is defined as physical movement, voice inflection, and eye
contact.

Teacher cammnication style (TCS) is a measure of student perceptions of
teacher behaviors developed from the construct and measurement of social style
(Buchholz, lashbrook, & Wenburg, 1975; Merrill, 1374). TCS employs three
dimensions——versatility, assertiveness, ama —=<prasiveness. Versatility is
the perceived adaptiveness of the teacher to student needs and
characteristics. Assertiveness refers to perceptions of teacher control in
the classroam through the use of a dynamic delivery, vocal variety, and
frequent gestures and movement. Finally,’ responsiveness is characterized by
emotional, sensitive, social, urderstanding, and approachable behaviors.

Kearney and McCroskey (1980) demonstrated that students who perceived
teachers as high in assertiveness, versatility, aml responsiveness
demonstrated greater affective and behavicral cammiffment toward the teacher,
the class, and the subject content. In addition, Kearney and McCroskey found
these results based only in student perceptions of teacher hehavior. Teach
self-reported behaviors differed significantly from student reports. Since

12




ﬂxisshﬂyisintemtedinsbﬂentpexoeptiasoftead:ermviors, this
point is significant.

Given that st 'ent perceptions of uncontrollability in the classroam can
be identified, =  _«an directly question the origin of those perceptions. If
student attributions of uncontrollability reflect only intermal (trait)
origins, then s.ta‘be varizbles do not impact student perceptions of
uncontrollability in the classroom. However, if internal attributions account
for only a portion of the variance of student perceptions of uncontrollability
intheclassmmttmstatevariablsmstalsoiupactﬁxeseperceptims.
mﬂetadxerimmdiacyarﬂ’cead\ercmmicatimstyleazebymmarsthe
only teacher commmication behaviors impacting state perceptions of
uncontrollability in the classroam, they are representative of effective
teaching behaviors. Also, these constructs are consistent with previous
research on classioam variables impacting student perceptions of
uncontrollability (e.g., instructor expressiveness). Identification of these
castmctsasstatevariablesinpactimmﬂentpemeptiaswillp:widea
strong empirical base for future research. Therefore, tl.~» goals of this study
are to (1) demonstrate the behavioral effects of uncontrollability and

helplessness in the classroam, (2) identify the role of state variables in
impacting student perceptions of uncontrollability, and (3, identify specific
state variables in the classroom related to student percepticns of
uncontrollability.

The first concern of this study is to determine if, in fact, student
pe.rcq:timsofcmtmlarerelate@toleanﬁ:gmmeclassrom.
Specifically, learned helplessness theory predicts affective, motivational,

13




Classroam Control 12
and ocognitive learning deficits in the face of perceptions of
uncontrollability. If student self-reported perceptions of state control are
low then these students should demonstrate significantly lower levels of
affective, motivational, and cognitive learning than students perceiving high
control in the classroom. Based on this proposed relationship, the following
hypotheses are advanced:

Hl: Student perceptions of state control in the classroom will be
significantly related to student perceptions of affect toward the
course content, affect toward recammended course behaviors, and affect
toward the course instructor.

H2: Student perceptions of state control in the classroom will be
simificantly related to student levels of motivation toward learning
course content.

H3: student perceptions of state control in the classroam will be
significantly related to levels of cognitive learning of ocourse
content.

Given that learning is relatsd to perceptions of control, the next step
epirically is to determine what factors are related to perceptions of control
in the classroom. Specifically, are there state variables impacting state
perceptions of control in the classroam? If student trait attributions do not
account for 100% of the reliable variance of state perceived control, then
state perceived control must be influenced by state variables as well as trait
variables. Therefore, the fon';l:i.ng research question is advanced:

RQ1: wWhat percentage of the variance in student state perceived control

can be accounted for by student trait attributions?

14
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Given that learning is significantly affected by perceptions of control in
the classroam and that state variables are related to these perceptions of
control, it is important to identify the relationships between specific state
variables and state perceptions of control in the classroam. Therefore, the
following research questions are advanced:

RQ2: wWhat instructor immediacy variables are significantly related to

student perceptions of control in the classroam?

RQ3: What teacher learning aids are significantly related to student

perceptions of control in the classroam? '

RQ4: What teacher conmmication style variables are significantly related

to student perceptions of control in the classroom?

Subjects
The subject pool oconsisted of undergraduate students enrolled in
camumnication courses (r=317) during the spring semester of 1986 at West
Virginia University. Involvenent in the study was strictly voluntary.
Students were both male and female and primarily between the ages of 18 and
22. Since camumication classes are options among core requirements, students
from a variety of mcjors and backgrounds were represented.
Procedure
Each student completed all specified instruments regarding their class
most immediately prior to the commmication class in which the study was
conducted. This methodology ensured a variety of classroom settings,

15
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instructors, and content within this sample. Assessment was conducted over
two oconsecutive class meetings. Caplete anomynity of response was
gu;!.rantaed. On day one, students completed the first item of the two-iten
measure of perceived control and the twenty-four jitem MNCS measure of
achievement-related attributions. Day one results identified tmait
crientations to helplessness. On day two, students campleted the second item
of the two-item measure of perceived control, ten items identifying teacher
classroom learning aids, a modified BII immediacy scale, and the TCS scale.
Day two results identified state perceptions of control and state variables
impacting percertions of control.
Measuring Instruments
The MPC is a two-item instrument

directly assessing perceptions of control in the classroan. Trait and state
percepticns of control and comparisons to other classrooms can be assessed
through this instrument. In addition, the two items account for the globality
dimension of the learned helplessness theory which is not addressed in the
MICS. The instrument has face validity in that it directly addresses self-
reported pereptions of control. Subjects self-report a control score between
0 (no perceived control) and 100 (camplete perceived comtrol). Low perceived
caritrol is operaticnalized as a score @me standard deviation or more kelow
the sample mean. High perceived control is operationalized as a score of one
standard deviation or more above the sample mr .
Txait Measures

Multidimensional-multiatt ibutional causality scale (MCS). The MKCS is a
43-item, Likert-type instrument developed by lefcourt, von Baeyer, Ware, and
Cox (1979). The scale consists of two 24-item goal-specific locus of comtrol
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scales, one concerning achievement and one concerning affiliation. For the
paposes of this study, only the 24-item achievement scale was employed.
Within the achievement scale, the items are balanced between 12 success and 12
failure experiences with the causal attributions balanced alang internal-
external and stable-unstable dimensions. Four 6-item scales assess internal-
stable (ability), internal-unstable (effort), external-stable (context) znd
extermal-unstable (luck) attributions. Each scale is scored from 1 (strongly
disagree) to 5 (strongly agree). Measures of intermal consistency have been
cbtained. Cronbach alphas ranged between .58 and .80 for the achievement
scale. Within this scale, internality (ability and effort) ranged between .50
and .77, while extermality (context and luck) ranged between .66 and .88.
Corrected Spearman-Brown split-half correlations ranged from .67 to .77.
Test-retest correlations ranged fram .51 to .62. In the present study, factor
analysis of the MMCS provided both inconsistent and disturbing results.
Instead of identifying four distinct factors (ability, effort, context, and
luck), the initial factor analysis identified seven factors and, when forced
into a four factor solution, only ability and luck were identifiable with
factor loadings above .50. Forcing identification of the four original
factors produced alpha reliabilities of .60 (ability), .59 (effort), .47
(context), and .69 (luck). The initial split-half reliability was .35.
Canbining ability and effort into an internal factor and context and luck into
an extermal factor and forcing a two factor cblique solution produced alpha
reliabilities of .23 (internal) and .60 (external) with an overall scale
reliability of .09. These results suggested that internality and externality
were orthogonally related to cne ancther (consistenti with @ts by Collins,
1974; Collins, Martin, Ashmore, & Ross, 1973; ard lefcourt, et. al., 1979).

17
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Although the reliabilities of the four theoretical factors were within the
range of criginal reliabilities assessed by Lefcourt, et.al. (1979), the
split-half reliability and the internal and external scale reliabilities were
relatively low. In a two factor rotated factor pattern, only 10 of the 24
items on the intermal-extermal scale loaded above .50, which suggested
interference from smething other than the internal-sxternal and stable-
unstable dimensicis. FRurther analysis, employing a rotated factor pattern and
forcing a two factor solution, identified success and failure dimensions.
This dimensionality was ackmowledged by lLefcourt, et.al., (1979) in their
original work but only tc the point of demonstrating potential use for
discriminstion of behaviors by sex. Alpha reliabilities for these dimensions
were .75 (success) and .69 (failure). The similarity between reliabilities of
the success-failure and intermal-external dimensions suggested that each was
accounting for same unique variance in predicting attributions but that both
were playing a role in the overall predictability of the MACS.

Based upon this information, the scale was divided imto eight subscales
assessing each of the three dimensions. These subscales were ability-success
(ABLS), ability-failure (ABLF), effort-success (EFFS), effort-failure (EFFF),
context-success (CONS), context-failure (CONF), luck-success (LUKS), and luck-
failure (LUKF). A rotated, four factor analysis of the 12 success items
revealed significant loadings above .50 for ten of twelve items. Alpha
reliabilities were .70 (ABIS), .6C (EFFS), .31 (CONS), amd .61 (LUKS).
Placing item 12 with both ONS and IUKS (loadings of .63 and .41,
respectively) produced an alpha reliability of .47 (CONS). A rotated, four
factor analysis of the 12 failure items revealed significant loadings above
.50 for all 12 items. However, item 23, originally theorized as OONF, loaded

18
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.72 with IUKF, and was moved to that subscale. Alpha reliabilites for these

subscales were .58 (ABLF), .64 (EFFF), .46 (CONF with only 2 items), and .69
(WKF with 4 items). Although these reliabilities are relatively low, they
are acceptable given the low mmber of items in each subscale. 2Also, the
consistency of low reliabilities for the context items (OONS and OONF)

suggests that these items are in need of revision. Factor amalysis resul’s
suggest that context items are perceived as luck items in many instances. A
distinction must be mwade between these subscales to better represent the

theoretical basis of the measure.

For purposes of this study, the eight subscales identified within the MMCS
provided the trait attributions necessary for empirical nJalysis. However,
while empirical analysis of trait attributions can be accamplished, the

results of these analyses are suspect. The low reliability of the MXS as a

measure of trait attributions is cause for questioning the validity of the
established trait relationships. In addition, results of this study indicate
that few trait helpless individuals exist in the oollege classroan.
Therefore, relationships between the few trait helpless individuals identified

and the unreliable MMCS measure are also suspect. Based upon these reasons,
the discussion of the role of learned mipless':assasapredictor of state

perceptions of control in the college classroom has been minimized. While the

learned helplessness thecry maintains relevance to this study through the

demonstration of affective, motivational, and cognitive behaviaral deficits,

the relationships of state instructor behaviors and student perceptions of

state control in the college classroam to these deficits will constitute the
bulk of the discussion and interpretation of results.

19




Classroam Control 18

Ten items directly assessed
the instructor's use of classroam learning aids. The ten items jdentified
instructor clarity, use of instructional materials and/or activities,
instructor enthusiasm, instructor task-orientation, instructor encovvagement
of student questions and/or camments, instructor responsiveness to student
questions and/or camments, use of cognitive dbjectives or goals, instructor
criticism of student schievemert, use of course syllabus, and difficulty of
course cantent (Rosenshine and Furst, 1973). The oomputed alpha reliability
for this measure was .77.

Mcdified BII immediacy scale. This measure is a modified version of the
15~-item, Likert-type BII scale (Behavioral Indicants of Ymmediacy) developed
by Andersen, Ardersen, and Jensen (1979). The instrument is generated
directly frar the immediacy construct and assesses the behaviors of eye
contact, vocal expressiveness, body orientation, body movement and gestures,
smiling, and physical distance. Factor analysis revealed a unidimensional
structure with loadings above .55. Split-half internmal reliability
coefficients ranged fram .91 to .93. A recent study by Richmond, Gorham, ard
McCroskey (1986), emplcying this modified immediacy scale, found similar
reliability results. In addition, construct validity with the BII measure was
demonstrated. Results of the study showed that 50% of the learning variance
was accounted for by total immediacy scores. These results mirror the shared
variance results by Andersen, et.al. (1979). The alpha reliability of this
measure for this study was .76.

Teacher commnication style (T¢S). The TCS is a 36~item Likert-type
inrstrument developed by Kmitson (1979) measuring student perceptions of
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teacher versatility, assertiveness, and respoansiveness. Split-half
reliabjlities were versatility (.74), assertiveness (.85) and responsiveness
(.89). All scores were distributed normally. Alpha reliabilities of this
measure for this sbdy were .88 (versatility), .87 (assertiveness), and .87
(responsiveness) .-
leaming Measures

These measures were included to enable this study to demonstrate the
existence of deficits in motivation and affective and cognitive learning and
to correlate any deficits with student perceptions of uncantrollability.

Affective measurement. Student affect was operationalized in three ways
in this study: affect toward course content, affect toward recammended course
behaviors, and affect toward the course instructor. Each affect was measured
by four, seven-point semantic differentials using the bipolar adjectives good-
bad, worthless-vaiuable, fair-unfair, and positive-negative. In addition,
student affect toward future behaviors in these same three areas was assessed
using the bipolar adjectives likely-unlikely, impossible-possible, probable-
improbable, and would-would not within the same differential framework.
Previous use of these scales t» identify student affect demonstrated intermal
reliability estimates ranging from .85 to .95 (Andersen, 1978; Andriate, 1980;
Kuutson, 1979). The alpha reliabilities of this measure for this study ranged
from .86 to .98.

Cunitive peasurement. Richmond, et. al., (1986) arqued for the use of a
subjective measure of cognitive learning since a solid, objective measure of
cogniti.e learning applicable across subject matter areas was absent fram the
literature. This subjective measure consists of two items. The first asks
subjects to estimate their amount of cognitive learning in a given class. The
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second item asks subjects to ectimate their potential amcunt of cognitive
learning in the same class if they "had the ideal instructor". Both items are
scored on a scale fram zero (lezrned nothing) to nine (learned more in this
class than any other). Subtracting the two scores yields a single "learning
loss" score. The correlation between the learning loss score and the first
item score alone vas .94 (Richmond, et.al., 1986). The correlation between
ﬁ\eleanﬂmlcssscoreardtheﬁzstitanmeforﬂussuﬂywas.ss.

Motivational measurement. Motivation was operationalized as the
motivation to study course content. Subjects were asked to assess their
wtivatimtosuﬂycaxsecammtmﬂxeﬁrstclassdaymﬂthenmassess
theirpmsentwtivatimtoshﬂyﬂxemcmtent(mmthshane). The
differabemmﬂectedmydmgeinaﬂajectmtivatimtosuﬂy the
content.  Subject motivation was measured by five, seven-point semantic
differentials using the bipolar adjectives  motivated-urmotivated,
uninterested-interested, involved-uninvolved, dreading it-locking forward to
it, and excited-bored. These measures of motivation have consistently
demonstrated alpha reliabilities araund .79 (Beatty, Forst, & Stewart, 1986;
Beatty & Payne, 1985). The alpha reliabilities for this study were .89 for
mtivatimtoshﬂycansecmtmtmﬁxeﬁrstclassdayard.%for
mtivatimtostudycansecmtentatthetineofatpirimlassssnent.

Hypothesis 1 was tested by correlational analyses and supported. Pearson
I correlations between student perceptions of state control in the classroom
and affect toward course content (r=.28, p<.0001), affect toward course-
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recammended behaviors (r=.35, p<.0001), and affect toward course inetructor
(r=.37, p<.0001) indicate significant relationships between student
perceptions of state comtrol and student affect toward course-related
behaviore. In particular, the relationship between perceptions _ state
omtmlmﬂaffecttwaxﬂtrecanseirstructorisirﬂimtiveofmeinportant
role of the instractar in the ciassroom envirarment. Pearson r correlations
were also computed regarding perceptions of anticipated stiwdent behaviors.
Correlations between student perceptions of state control in the classroam and
intentions to engage in course-recamended behaviors (r=.26, p<.0001),
intentions to emroll in ancther cowrse of similar content (r=.20, p<.0003),
Mwwmnmmmwiﬂmthemhmtor(p.zs,
p<.0001), and total affect toward the course (r=.36, p<.0001) indicate a
potmtialinpactofpmsentst:ﬁmtpemeptiasofstatecmtmlmmm
Classroam-related behaviors. Again, a strong relationship between perceived
state control and affect toward instructor is evident (See Table 1).

Rypothesis 2 was tested by correlational analyses and supported. Pearson
I correlations indicate significant relationships between student perceptions
of state control in the classroom and motivation to study course content on
the first class day (r=.21, p<.0001) and motivation to study course content at
the time of empirical assessment (midsemester:r=.31, p<.0001). In addition,
student motivation to study course content en the first day is significantly
related to motivation to study course content at midsemester (r=.58, P<.0001).

Hypothesis 3 was tested by correlational analyses and supported. Pearson
X correlations between student perceptions of state control in the classroam
and the amount of content learned in the class (r=.36, P<.0001) and the amount
of learning loss anticipated (r=.42, p<.0001) indicate significant
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relationshipe. Specifically, as perceptio.s of state oontrol increase, the
upmtofamtartlearnedhbmassamanticipatedleanﬂrglossdecreases
(See Table 1).

Results from these hypfheses indicate significant relationships between
student perceptions of state control in the classroom and learning in the
classroom. Given this relationship, it is logical to identify factors related
to student perceptions of state control in the classroom.

Research question 1 probed the possible impact of student trait
perceptions of control on student state perceptions of control in the
classroam. A Pearson r correlation between trait control and state control
(r=.25, p<.0001) indicated a significant relationship accounting for 6.3% of
the variance in state control (F=2.12, p<.0001). This result suggests that
state perceptions of control in the classroom are partially influenced by
student trait perceptions of control prior to entering the college classroam
enviroment. However, a considerable portion of the variance in state
perceptions of control in the classroam has not been accounted for and may
likely be impacted by variables within the classroam enviromment (See Table
1).

Rseardxq:estimzprobedﬂxepossjbleinpactof instructor immediacy
variables on student perceptions of state ocontrol in the classroam.
Significant Pearson r correlations were abtained between student perceptions
of state ocontrol in the classroam and the perceived frequency of instructor
eye contact with the class while lecturing (r=.12, p<.03), instructor smiling
" at the entire class (r=.24, p<.0001), instructor use of a relaxed body
position while in class (r=."5, p<.007), instructor smiling at individual
stidents during class (r=.18, p<.002) and student perceptions of total
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instructor immediacy (r=.17, p<.003). These results indicate significant
relationships between specific instructor immediacy behaviors, overall
instructor immediacy, and student perceptions of state control in the
classroam (See Table 2). A multiple regression of these five significantly
correlated variables as predictors of state perceptions of control in the
classroom indicated an overall significant relationship (p<.0008) accounting
for 6.7% of the variance in state perceptions of control in the classroan.

Research question 3 probed the possible relationship between
instructor learming aids and student perceptions of state ocntrol in the
classroom. Significant Pearson @ correlations were demonstrated between
student perceptions of state control in the classroom and the perceived
importance of instructor demonstration of enthusiasm toward presenting content
(r=.16, p<.01), instructor demonstration of interest in student acquisition of
course content (r=.18, p<.003), instructor criticism of student achievement
(x=.26, p<.003), and instructor use of a course syllabus (r=.16, p<.007).
These results indicate significant relationships between student perceptions
of state control in the classroom and specific instructor learming aids in the
classroom (See Table 2). A miltiple regression of these four significantly
correlzted variables as predictors of ctAtepemeptias of control in the
classroom yielded an overall nonsignificant relationship.

Research question 4 probed the possible relationship between teacher
camunication style variables and student perceptions of state control in thz
classroam. Significant Pearson @ correlations were obtained between student
perceptions of state control in the classroan and perceived instructor

assertiveness (r=.13, p<.02), perceived instructor responsiveness (r=.22,
p<.0001), and perceived instructor wversatility (r=.21, p<0002). These




Classroam Control 24
results indicate significant relationships between perceptions of specific
instructor classroam behaviors and student perceptions of state control in the
classroom (See Table 2). A multiple regression of these three significantly
correlated variables as predictors of state perceptions of comtrel in the
classroam yielded an overall significant relationship (F=5.95, p<.0006)
accounting for 5.4% of the variance in state perceptions of control in the
classrocm.

* mialtiple regression analysis of the twelve significantly correlaved
variables from research questions 2-4 as predictors of student perceptions of
state control in the classroom indicate an overall nonsignificant relationship
(p<.16) accoaunting for 17% of the variance in state perceptions of cantrol.
However, a miltiple rgression analysis of these twelve variables cambined
with student perceptions of trait comtrol, attributions of success due to
effort, context, and luck and attributions of failure due to context as
predictors of student perceptions of state control in the classroom indicate
an overall significant relationship (p<.04) accounting for 28% of the variance
in student perveptions of state control in the classroom.

A mltiple regressjon with the twelve variables significantly related to
learning (from research questions 2-4) ar;istateccrrtrolaspredictorsand
cognitive learning as the dependent variable imdicated a significant
relationship (F=3.05, p<.001, R2%=.321) with perceptions of instructor
assertiveness and the perceived importance of instructor interest in student
learning accourting for unique variance (R%=.029 and .055, respectively).

A miltiple regression analysis (R® procedure) with the same thirteen
predictor variables and cognitive learning as the dependent variable produced
a twelve variable model (all except student perceptions of instructor
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versatility) accounting for 32.1% of the variance in wognitive learning
[C(P)=12.0004].

? multiple regression of these same thirteen predictor variables with
learning loss as the dependent variable yielded a significant relationship
accounting for 32.1% of the variance in learning loss (F=2.73, p<.003).

A series of multiple regression analyses were conducted with these
thirteen predictor variables and affective learning variables as the dependent
variables. Significznt relationships were demonstrated with affect toward
course content (P=2.56, p<.005, R2=.284), affect toward recommended course
behaviors (F=4.11, p<.0001, R%=,389), affect toward the couwrse instructor
' (P=5.8, p<.00(, R2=.473), affect towurd engaging in recommended course
behaviors (P=2.06, p<.03, R%=.241), affect toward enroiling in ancther course
of similar content (F=2.54, p<.005, R%=,282), affect toward emrolling in
ancther course with the same instructor (F=2.39, p<.009, R2=.27) and total
alfect toward the course (F=4.05, p<.0001, R%=.386).

A series of miltiple regression analyses were conducted with these
thirteen predictor variables as predictors and student motivation to learn as
the dependent variable. Significant relationships were demonstrated with MOTA
(student motivation to study course content on the first class day:F=2.11,
p<.02, R%=.245) and MOTB (studeit motivation to study course content at
midsemester:F=4 96, p<.0001, R%=.434).

Student motivation. MOTA was significantly correlated with attributions
of failure due to effort (r=.11, p<.05), attributions of failure due to luck
(r==.16, p<.003), attributions of success due to effort (r=.13, p<.02) and
ettributions of success due to ocontext (r=-.13, p<.02). MOTB was
significantly correlated with attributions of failure due to effort (r=.13,
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p<.02) and attributions of failure due to luck (r=-.14, p<.01). Attributions
of failure due to context were significantly _orrelated with the change in
student motivation from MOTA to MOTB (r-.12, p<.03). Multiple regression
analyses indicated that the eight subscales were significantly related to MOTA
(F=2.55, p<.01, R%=.062) but not with MOTB.

In the following analyses all levels of significance are .0001 unless
otherwise specified. MOTA was significantly correlated with overall cognitive
leamming (r=.47) as was MOTB (r=.6l). Other significant Pearson
correlations were demonstrated with learning loss (MOTA:r=-.24; MOTB:r=-.43),
affect toward course ontent (MOTA:r=.67; MOTB:r=.58), affect toward
recamended course behaviors (MOTA:r=.60; MOTB:r=.55), affect toward course
instructor (MOTA:r=.30; MOTB:r=.57), affect toward engaging in the recommended
course behaviors (M./A:r=.46; MOTB:r=.47), affect toward enrolling in ancthe:r
course of simjila. content (MOTA:r=.52; MOTB:r=.54), affect toward enrolling in
ancther course with the same instructor (MOTA:r=.34; MOTB:r=.54) and totai
affect toward the course (MOTA:r=.52; MOTB:r=.54: See Table 3). Tests for
differences between irdependent correlations (Brunig & Kintz, 1977) were
conducted for each of the above student motivation relationships.
Significantly increased correlations were demonstrated for cognitive learning
(t=3.46, p<.001), learning loss (t=2.91, p<.01), affect toward the course
instructor (t=5.7, p<.001), affect toward enrolling in another course with the
same instructor (t=4.01, p<.001; and total affect toward the course (t=2.42,
p<.02). A signifi-antly decreased correlation was demonstrated for affect
toward course ocontent (t=2.05, p<.05). All other variables exhibited
nonsignificant relationships.

Instructor variables were also significantly related to student
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mwt ation. Significant Pearson 1 correlations were demonstrated for the
pe.ceived frequency of instructor use of gnsturs' (MOTB:r=.17, p<.003),
instructor use of touch (MOTB:r= .12, p<.03), instructor use of a monotone
voice (MOTA: r=-.11, p<.05; MCTB:r=-.30), instructor use of eye contact
(MOTA:r=.13, p<.02; MOTB:r=.24), instructor smiling at the entire class
(MOTA:r=.18, p<.002; MOTE:r=.29), instructor use of body movement during class
(MOTA:r=.13, p<.02; MOTB:r=.16, p<.005), imutructor smiling at individuals
(MOTA:r=.15, p<.01; MOTB:r=.19, p<.001), instructor use of wvocal variety
(MOTB:r=.26) , student perceptions of total instructor immediacy (MOTA:r=.15,
p<.009; MOTB:r=.31), the perceived importance of instructor use of
instructional materials and/or activities (MOTB:r=.25), instructor enthusiasm
tovard course content (MOTA:r=.21, p<.001; MOTB:r=.20, p<.002), instructor
presentation of content clearly (MOTB:r=.20, p<.002), instructor interest in
student learning (MOTA:r=.40, MOTB:r=.44), instructor encouragement of student
questions and/or coments (MOTA:r=.18, p<.003; MOTB:r=.30), instructor
respanse to student questions and/or comments (MOTA:r=.22; MOTB:r=.28),
instructor use of cbjectives (MOTA:r=.25; MOTB:r=.30), instructor criticism of
student achievement (MOTA:r=.25, p<.004; MOTB:r=.41), student perceptions of

instructor assertiveness (MOTA:r=.19, .p<.0006; MOTB:r=.36), student

perceptions of instructor responsiveness (MOTA:r=.22; MOTB:r=.35) and student

perceptions of instructor versatility (MOTA:r=.23; MOTB:r=.38: See Table 2).

DISCUSSION

The purpose of this gection is to offer interpretations and examine the
implications of the adbtained results. This discussion will assess the

relationship of instructor behaviors in the classroom to student perceptions

29




Classroam Control 28
of control in the classroam with a subsequent relationship to student
motivation and cognitive and affective learning. This section will conclude
noting future research concerns.

Control in the Classroom

Results of this study indicate that student perceptions of state control
in the classroom are gignificantly related to both affective and cognitive
learning. Direct positive relationships indicate that, as perceptions of
state control increase, perceptions »f affect toward course, course content,
and course instructor increase. As perceptions of state control increase,
cognitive learning in the classroom increases, accounting for 13% of the
variance in cognitive learning. In addition, as perceptions of state control
increase, learning loss decreases, accounting for 18% of the variance in
learning loss. Finally, the relatior.hip betweer student perceptions of state
cantrol and student motivation to study course content increases from the
first class day to midsemester.

Given the existence of a direct relationship between student perceptions
of state control in the classroom and student learning and motivation to
learn, it is imperative to identify variables that significantly contribute to
student perceptions of state control. '

The amount of trait control a student perceives prior to entering the
classroom is directly related to student perceptions of state control. Trait
control is positively related to attributions of success due to effort and
ability. Trait control is negatively correlated with attributions of failure
due context and luck and attributions of success due to context and luck.
These results make sense. If a student has success through ability or effort,
both internal factors, perceptions of trait control will increase. On the
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other hand, failure or success due to externmal (and uncontrollable) factors
such as context and Muck, should decrease perceptions of trait control. Al)
eight subscales of the MUS were significantly related to student perceptions
of trait control accomting for 11.2% of the variance in trait control. In
turn, trait cantrol, together with the eight subscales, account for 10.2% of
the variance in student perceptions of state control in the classroom. These
nsultsu:;gastﬁntattrimtimsofaddwenentbasedupmpastperfomme
ueaig:ﬁficantcmtriwtomtosuﬂmtpemeptiasofmtecmtmlinthe
classroam, even in light of the limitations discussed earlier regarding trait
measurement.

statepercq:timsofcmtmlinﬂ\eclassroanarealsodimlyrelatedto
specific instructor behaviors in the classroam. Results indicate that the
puceivedtmqmwofhstmctcreyeoatactwiﬂxﬂaeclass,imtmctor
-nnmgatthemtixeclass,instmcwrmeofamlmedbodypositim,
instructor smiling at individual students during class and student perceptions
oftotalinstructorimnediacyaswellastheperceivedinportameof
mmmmm,mmnmumﬂm,
Mm&mofmw,ﬁmrmofasyuams,m
student perceptions of instructor assertiveness, responsiveness, and
varsatilityamalldimcﬂyrelatadtoshﬂentpemeptiasofstatecaml.
Taken together, these variables account for 17% (p<.16) of the variance in
state control. These twelve state variables, together with the significantly
related trait attribution variables, account for 28% of the variance in state
control (p<.04). In addition, a miltiple regression analysis of these twelve
variables and state control predicting cognitive learning accounted for 32.1%
of the variance in cognitive learmning. A muitiple regression analysis of
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these same variables predicting affective learning accounted for 38.6% of the
variance in affective learning.

The implications of these results are that 1) state ocontrol is directly
related to student cognitive and affective learning and student motivation to
learn, and 2) specific instructor classroam behaviors are directly related to
student perceptions of state control in the classroom. Therefore, a strong
arqurent can be advanced that specific instructor classroom behaviors are
indirectly related to student affective and cognitive learning and student
motivation to learn through student perceptions of state control in the
classroam. In other words, as specific instructor classroom behaviors
increase student perceptions of control in the classroam, subsequent increases
in student affective and cognitive learning and student motivation are
realized.

Althoush trait attributions are sgignificantly related to student
perceptions of state control in the classroam, the strength of their
relationship to state perceptions of control is cause for further discussion.
One thecretical expectation in this study was that trait attributions of
control in the classroom would be significantly related to uncantrollability
in the classroar and the resultant motivational, affective, snd cognitive
deficits. The variance in state perceptions of control in the classroom not
accounted for by trait attributions might be attributable to state variables.
While the behavioral deficits were demonstrated and their relationship to
control significant, the role of trait attributions as predictors of state
control was less than anticipated. The results of this study suggest that
state variables play a more significant% trait variables as related to
student perceptions of state onntrol in the college classroom.
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A second thecretical expectation in this study was that student learned
helplessness, beased on previous classroom experiences, would impact trait
attributions of control in the classrocm. However, the current data suggest
that learmed helplessness has only a small impact. Subjects self-reported a
range of trait perceptions of control fram 20 to 100 [a possible range from 0
(no control) to 100 (complete control)) with a sample mean of 80.08. While
the self-report measure of trait perceptions of control has not received
previous empirical validation, che would logically anticipate a lower mean
score for trait perceptions of control in a nomal distribution. The
inplicatimofthisdataisthatfedmbjectsperceivelwcmtmlbasedm
previous classroom experiences. One reason for the existence of only a small
nnﬂaerofmithelplesshﬂividnlsatthemnegelevelmaybetmthigh
-dmlsuﬂmtsminghelplessclasm&peﬁmdnosewtto
pursue a college career. In fact, these results suggest that, while state
helplessness js occarring at the college level (low perceived state control
scores), very little "learnmed" helplessness is carried over from past
educational experiences.

Aﬁmlpossibilityfarpoortraitattrihxtimtesultsmybeduetothe
los reliability of the MXS. This measure is in neea of revision ani
reformilation and may be attributing to the overall low variance accounted for
by trait attributions.

Based upon these interpretations and implications, this study must focus
upmhstmcborhdnvio:sintheclassmarﬂﬂxeirrelatimshiptosmdent
perceptions of comtrol in the classroam. While the behavioral deficits
associated with envirormental uncontrollability continue to play a significant
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role in this study, the usefulness of the learned helplessness theory has been
rinimized.

Motivation in the Classroom

Trait perceptions of control demonctrated significant relationships to
student motivation to study course content. MOTA was positively correlated
with attributions of failure due to lack of effort and attributions of success
due to effort. MITA was negatively correlated with attributions of failure
Que to luck and attributions of success due to context. Students perceiving
that they have no control over their achievement may have little motivation to
study hard to achieve better grades. Employing a miltiple regression
analysis, the eight attribution subscales significantly predicted MOTA but
were umrelated to MOTB. This suggests that trait attributions of past
achievement will impact motivation to study course content on the first class
day, but at midsemester, the state idiocsyncracies of the class play a stronger
role in predicting student motivation.

Cognitive learning is positively correlated with MOTA and demonstrates a
stronger correlaticn with MOTB, indicating an impacy of state variables, over
time, to significantly increase student motivation. Significantly increased
correlations from MOTA to MOTB were demonstrated for learning loss, affect
toward the instructor, affect toward enrolling in another course with the same
instructor and total affect toward the cowrse. A significantly decreased
correlation was demonstrated for affect toward course content. Affect toward
the course instructor, moreso than the actual course content, seems to play an
important role in enhancing student motivation to study course content over
time. Based upon these results, the likelihood exists that specific state
variables are affecting changes in student motivation to study course content.
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Increases in student motivation from the first class day to midsemester
were correlated with the perceived importance of instructor interest in
stident learning, instructor use of cbjectives, instructor demonstration of
enthusiasm for the oontent, instructor encouragement of student questions
and/or caments, instructor response to student questions and/or camments, and
instructor criticism of student achievement. Increases were also correlated
with perceived instructor use of eye contact, instructor movement around the
classroam, instructor smiling at the entire class and at individual students
during class, the perceived low frequency of instructor use of a monotone
voice, and student perceptions of total instructor immediacy. Increases from
MUIA to MOTB were correlated with student perceptions of instructor
assertiveness, respansiveness, and versatility. These results indicate
significant relationships ragaxd.in; specific instructor learning aids,
specific instructor immediacy behaviors, and teacher commmication style with
student motivation to study course content as the semester progresses. Given
that MOTA and MOTB are significantly related to cognitive and affective
learning, ancther important indirect relationship is evident. Instructor
variables and behaviors in the classroom are directly related to student
motivation which is directly related to cog'nitive and affective learning. The
result is the indirect enhancement of learning by specific instructor
variables through student motivation to study course content.

Other variables correlating only with MOTB but related to motivation are
the perceived frequency of instructor use of gestures, instructor use of body
movement, instructor vse of vocal variety, instructor use of touch, the
perceived importance of instructor use of materials and/or activities, and
instructor presentation of content clearly. As can be seen, these variables
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take time to develop an impact and would likely have little effect at MOTA
while their relationship to MOTB is significant and related to affective
learning.

Summation of Results

The results of this study, although exclusively correlaticnal, indicate a
significant relationship between student perceptions of instructor behaviors
in the classroom and student perceptions of control in the classroam. In
turn, significant relationships exist between student perceptions of control
in the classroom and student learning and motivation behaviors. The indirect
relationship between specific instructor behaviors and student learning and
motivation to learn is strong and worthy of contimued investigation. The
theoretical foundation of this study has been marginally supported. The
relationship between student perceptipns of state comtyol and student learning
and motivation to learn is A:ﬂxufluf:éive of learned helplessness theory. As
perceptions of uncomtrollability increase (a decrease in state control),
corresponding decreases in cognitive, affective, and motivational behaviors
are demonstrated. Based upon the results of this study, the argument that
specific instructor behavinrs are relatad.to perceptions of uncontrollability
and helplessness in students with a resulting relationship to student
cognitive and affective learning and student motivation can be advanced.
However, as discussed earlier, the role of learned helplessness should be
minimized (in this stidy) but the importance of uncontrollability and the
resulting behavioral deficits shovld be strongly considered.
Instruction in the Classroom

What do these results mean for the average college instructor? The
intention of this section is to discuss these results collectively for use in
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the college classroom.

Sumarily, these results suggest that, verbzlly and nonverbally, the
college classroam instructor plays a significant role in the learning process,
not only by delivering content but through influencing both student
perceptions of control in the classrcam and student motivation to study course
content. The instructor who successfully promotes cognitive and affective
learning in the college classroom is one who utilizes positive immediacy
behaviors such as eye cantact, smiling, relaxed posture, and vocal variety and
chooses not to use negative immediacy behaviors such as a monotone voice,
tense posture, and lecturing behind a desk or podium. Results of this study
suggest that as student perceptions of positive instructor immediacy behaviors
increase; student motivation and perceptions of state control increase, with
relative increases in cognitive and affective learning.

The irstructor who successfully prumotes cognitive and affective learning
is one who utilizes instructor learning aids to supplement the classrocm
educational experience. The successful instructor uses instructional
materials and activities as well as goals or abjectives and a course syllabus.
In addition, the successful instructor pu:wides’clear content, displays
enthusiasn to/ard the content, and demcrstrates interest in student learning
through encouraging and responding to student questions and/or camments and
criticizing stident achievement. Results from this study suggest that these
instructor learning aids, when utilized, are significantly related to l.igher
levels of student cognitive and affective learning.

Finally, the instructor who successfully promotes cognitive and atfective
learning is perceived as assertive, responsive, and versatile. This
instructor is perceived as knowledgeable and in control, yet flexible and
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understanding. This instructor makes students feel camfortable in a learning
envirorment.

While these implications may be describing a "Super-Instructor", the
intentich is to enlighten the academic community as to positive and negative
instructor classroom behaviors fram the student's perspective. It may be
impossible for one instructor to execute each of the above behaviors, but
incorporating as many as possible or, at least, more positive behaviors than
negative behaviors in the classroom, should prove beneficial to overall
lear.dng.

Future research should be concerned with a mumber of issues raised in this
study. The first area of interest concerns modification of the MMCS. The
scale is unidentifizble along the three dimensjons proposed by the coriginal
authors. Althoush each dimensjon exists, confusion between items has reduced
the internal reliability of the instrument. Even the eight subscales employed
in this study could use reliability strengthening through item adjustment or
removal. This scale offers much potential for assessing achievement
attributions, but must be restructinod.

Replication of the procedures of this study would provide validity for the
present results. Concern must be given to the issue of learned helplessness
theory as a predictor of trait attributions of control in the classroam.
Future research should investigate the usefulness of this theory in both
college classroams and high school classrooms. The possibility exists that
learned helplessness js influential, but only at the high school level or
junior high school level. Replication of this study at different universities
and in different learning envirorments will expand upon these findings.

Finally, establisthment of a causal relationship between instructor
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behaviors and shddent learmning is essential. While the Gemanstration of
significant correlations is useful, concrete evidence of causation will
intensify our understanding of the impact of uncontrollability in the
classmanarﬂﬂ;esigniﬁwn':mleplayedbyﬂ)emsm:ctorinmis

ernvirorment.
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Table 2
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Tahle 3

Correlation Cocfficients for Student Motivation and lLcarning
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