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ABSTRACT 

The purpose of this study was to determine secondary 

school students' perceptions regarding misbehav~or and 

teacher disciplinary actions. The subjects for this study 

were 11 students considered "at risk" by a school district. 

Semi-structured interviews were conducted with each 

research subject. The major stimuli for interview questions 

were 12 vignettes describing different instances of 

problemmatic student behavior. The subjects were asked about 

what they would expect techers to do in each situation as 

well as the extent of their agreement with predicted teacher 

actions. The subjects were also asked about factors they 

believed affect teacher actions when students misbehave and 

what they believed were the major problems existing in 

schools. 

Findings from the interviews indicated that the 

subjects in this study had well developed perceptions of how 

they would expect teachers to act in situations involving 

student problem behaviors.' They seemed to have a concept of 

misbehavior that was similar to what many teachers would 

have. Furthermore, the subjects perceived that at least some 

teachers treat students differently, based solely on the 

ethnicity and cultural backgrounds of the students. 
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CHAPTER 1 

STATEMENT OF THE PROBLEM 

The purpose of this chapter is to present the (1) 

background of the study, (2) review of related literature, 

(3) statement of the problem, (4) justification for the 

study, and (5) limitations. 

Background of the Study 

In any teacher education program, one important subject 

included is classroom management, and a sizeable literature 

has been created on the subject. Duke (1979) defined 

classroom management as "the provisions and procedures 

necessary to establish and maintain an environment ir which 

instruction and learning can occur" (Doyle, 1986, p. xii). 

Discussions of classroom management in the professional 

literature typically include topics such as how time and 

people are managed, the kinds and lengths of classroom 

episode segments, size of groups, rules and routines, and 

use of resources. 

Although a general definition of classroom management 

is undoubtedly appropriate because of the broad spectrum of 

topics considered relevant to helping teachers maintain a 
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successful learning environment, Doyle (1986) acknowledges 

that classroom management is often readily equated with 

discipline, that is, the treatment of student misbehavior. 

Carter (1990) found than when discussing teaching with 

beginning teachers or the general public, the number one 

concern raised was discipline, or maintaining order in the 

classroom. 

Discipline, seen as a matter of maintaining order in a 

classroom and/or dealing with student misbehavior, is 

certainly relevant to the general topic of classroom 

management. One of the keys to a deeper understanding of 

the concept of discipline centers around what is meant by 

misbehavior. Charles (1992) defined misbehavior as "a label 

applied to any behavior that is considered inappropriate to 

the setting or situation in which it occurs." (p. vi). 

Doyle's definition (1986), expressed in terms of schooling 

is similar: "Misbehavior is any behavior by one or more 

students that is perceived by the teacher to initiate a 

vector of action that competes with or threatens the primary 

vector of action at a particular moment in the classroom." 

(p. 419). 

It is important. to note that the Doyle's definition 

originates from the assumption that the teacher defines 

whether or not the action of a student is misbehavior. 

Misbehavior is adult defined and oriented and students 
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appear to have no input in this judgment, even though 

disciplinary action in response to perceived misbehavior is 

inevitably an interaction involving both the teacher and the 

student(s) . 

Given this view regarding who determines what 

constitutes misbehavior, it is not surprising that 

discipline models of teacher-student interactions have been 

developed where the teacher is viewed as operating as a 

judge and disciplinarian, and students are viewed as serving 

as the originators of behavior and the objects of 

discipline. More specifically, these discipline models 

assume the teacher to be the sole actor of control. For 

example, the Assertive Discipline model, developed by Canter 

and Canter (1976), has as a central concept the teacher 

acting in confident and assertive ways toward student 

misbehavior by administering predetermined penalties for 

classroom rules infractions. Students are to be given a 

teacher's rules and consequences, but the students play no 

role in their development. 

As another example, Arends (1994), in supporting the 

use of the Kounin (1970) model of discipline and management, 

suggests that beginning teachers would be well-advised to 

not spend too much time being concerned about the causes of 

inappropriate student behavior. Rather, Arends believes the 

novice teachers should learn the Kounin concepts such as 
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withitness and overlapping and focus on actual student 

misbehavior with quick and precise interventio~s. Again, 

student perceptions are not considered. 

There are some model makers in this area who take a 

different view. Driekers and Cassel (1972) defined 

discipline in terms of teaching students to impose limits on 

themselves, and Dreiker's model of discipline suggests 

involving students in helping to define misbehavior in a 

classroom as well as helping to determine the consequences 

(disciplinary actions) . 

As another example, Gordon (1976) also presented a 

discipline model that included both students and teachers in 

the process of determining what constitutes misbehavior. His 

model stresses the need for interactive verbal communication 

to solve problems between teachers and students. Gordon 

introduced the concept of ownership in discussing situations 

where active listening and interactive communication do not 

solve a conflict. The implication is that in certain 

instances of what might be called misbehavior, only one of 

the parties involved, the 'teacher of the student, sees a 

conflict situation involving inappropriate behavior. In 

other words, there is a difference in perception possible 

between teachers and students. In certain classroom 

situations, it is possible for a teacher to consider certain 



student behaviors as inappropriate, while the students' 

perceptions are that there is no misbehavior. 

Review of Related Research Literature 

16 

diven the interest in the topics of discipline and 

misbehavior, and given the differences among models 

regarding the nature of teacher-student interactions in 

disciplinary situations, one might reasonably expect to find 

a vast research literature on both teacher and student 

perceptions in this area. However, this is not the case. 

Studies of Student Perceptions 

There have been a few research studies that have 

indirectly dealt with the topic of student perceptions of 

misbehavior and appropriate and expected teacher 

disciplinary actions. For example, Furlong (1976) conducted 

a qualitative field study of one English classroom of 16 

fifteen-year-old female students. Furlong focused his 

observations and interviews on one student in the class and 

secondarily her closest classroom friends. From the 

interviews, he found that these students classified their 

teachers as "strict" or "soft" in terms of classroom 

management and discipline. 

Nash (1976) conducted an interview study of 34 twe1ve

year-old students in one Scottish school. The students were 

asked to talk about the qualities that separated teachers 
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they "got along with" from those teachers with whom they had 

difficulties. The qualities identified by these students as 

being indicative of teachers they liked and respected 

included: keeping order, actually teaching, patiently 

explaining material, is interesting, is fair, is friendly. 

Nash believed these student expectations were powerful and 

could have a considerable influence on the behavior and 

success of any classroom teacher. He stated that teachers 

who did not live up to students' well-defined expectations 

could run into major discipline problems. 

Allen's study (1986) is in the same category as the 

Furlong and Nash research. His qualitative study of students 

and teachers at a high school was designed to determine 

students' perspectives on classroom management. In fact, 

what the study focused on were the goals students had in the 

classroom and the strategies they used to achieve these 

goals. Allen's students major goals were to pass the course 

and to socialize. Strategies used by the students included 

figuring out the teacher, minimizing work, and staying out 

of trouble. There is no discussion in Allen's work of these 

students' perceptions of what teachers considered 

misbehavior nor any discussion of students' perceptions.of 

disciplinary actions by the teachers. 

Metz (1978) also conducted a qualitative study of 

students and teachers in three junior high schools in one 
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school district. In his interviews with students, Metz did 

ask students about their behavior in schools. What he called 

lower track students reported that they did engage in 

activities which they thought were such that it was 

appropriate for teachers to stop them from continuing. These 

students did argue that there was either a rational reason 

or an emotional difficulty behind instances of misbehavior, 

and they wanted teachers to deal with the reasons and causes 

rather than the behaviors per se. 

Metz found that lower track students, on the other 

hand, talked of unquestioning obedience to teacher commands. 

They expected teachers to give out severe punishments for 

bad behavior, and they did not expect nor want teachers to 

worry about the reasons behind the misbehavior. 

Finally, Metz found that all students, regardless of 

track, did admit they checked teachers out to see about 

their use of authority and their ability to insist on 

certain rules. Those teachers who did not pass these student 

tests would be the ones who would have serious management 

problems. 

More recently, Wragg (1992) reported a survey study of 

200 English secondary level students regarding their views 

on what they would consider an effective teacher. The 

qualities most frequently mentioned were: (1) an ability to 

explain material, (2) slightly strict, (3) fair is 

--------------------------------------------------
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distributing rewards and or punishments, (4) interested in 

students as individuals, and (5) possessing a non-sarcastic 

sense of humor. 

None of these studies dealt with the specific, detailed 

perceptions of students regarding misbehavior and teacher 

disciplinary actions. Le Compte (1992) has recently pointed 

out that research studies in the general area of misbehavior 

and discipline concentrate on what behaviors students 

exhibit and why students misbehave. Very little data are 

available on how students perceive other students' behavior 

and the teachers' reactions to it. Schunk and Meece (1992) 

confirm this lack of research in their recent review of 

research on students perceptions of schools and classrooms. 

Schunk and Meece found no significant studies of how 

students view discipline or how they view teacher responses 

to student misbehavior. 

Studies of Teacher Perceptions 

The lack of research on students' perceptions of 

misbehavior and discipline is exceeded by the lack of 

similar studies of teachers. The only research study found 

in the past thirty-five years that dealt directly with these 

questions was reported by Brophy and Rohrkemper (1981) with 

an additional analysis reported in 1992 (Brophy and 

McCaslin) . 
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In this important study, Brophy and Rohrkemper 

developed a research instrument consisting of 24 written 

vignettes. The vignettes were written to provide two 

classroom situations for each of twelve different types of 

student misbehavior or problem students. These twelve types 

of problem behaviors had been identified as those most 

frequently mentioned in a survey of teachers. 

A sample of 98 midwestern elementary school teachers 

were then interviewed using this vignette instrument. These 

teachers were volunteers who had been identified by their 

principals as having average or above average ability in 

dealing with difficult students. In the interviews, teachers 

were asked to state what they would do and say about the 

student's behavior in each of the twenty-four vignettes. 

-The data from the interviews were analyzed to determine 

the teachers' perception~ of who had the major 

responsibility and ability to solve the problem in each 

vignette. Borrowing from the Gordon concept of ownership 

mentioned earlier in this chapter, Brophy and Rohrkemper 

classified the teachers' responses into three categories; 

student-owned p~oblems, teacher-owned problems, and shared

ownership problems. 

Vignettes classified as teacher-owned involved 

situations where the students were behaving in ways that 

created disturbances, and the students' actions were both 
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intentional and self-controllable. In these situations, 

teachers would swiftly move to stop and discipline the 

misbehaving student. Student-owned problems were situations 

where the teachers saw the students as victims. The students 

were causing a 'problem which they were unable to control; 

the teacher's solutions would feature extensive talk, 

support, and patience in order to increase a student's 

coping skills. The third category of problems was shared

ownershi.p. These were situations where the problems were 

such that both teachers and students had to be part of the 

solution. Teacher solutions emphasized modeling and shaping 

behavior rather than punishment or patience as was true of 

the other two categories. 

In addition to its importance in being an all too rare 

study of teacher perceptions of misbehavior and discipline, 

the Brophy and Rohrkemper research is also significant 

because of the vignette instrument they developed. With some 

modifications, this instrument has the potential to be a 

useful research tool in other studies of teachers' and 

students' perceptions. 

Statement of the Problem 

The purpose of this study was to determine from a 

restricted sample of secondary school students' their views 

regarding misbehavior and teacher disciplinary actions. 

--------~ ... ----.~.---.------------------------------
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Specific questions that the study was designed to provide 

data for were: 

1. What do students perceive as expected teacher 

behavior in situations involving different 

instances of student problem behavior? 

2. What constitutes misbehavior to students and how 

do they differentiate misbehavior from other 

student behaviors that teachers act upon? 

3. What factors do students believe cause any 

variance they see in teachers' actions in 

situations involving student misbehavior? 

4. What do students consider to be the major 

problems facing schools today? 

Justification for the Study 

It seemed apparent from the review of literature 

reported earlier in this chapter that there was a 

considerable lack of research regarding student views of 

school and classroom misbehavior and what they consider to 

be expected and appropriate teacher disciplinary actions. 

The vignette instrument developed by Brophy and Rohrkemper 

seemed to have considerable potential as an aid in 

collecting student perception data, and thus the present 

study was planned and conducted. 

Because of the investigator's own teaching experience 

and interest, secondary school students were chosen as the 
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focus of this study. It seems reasonable to accept Nash's 

(1976) contention that what students perceive as misbehavior 

and what they perceive as expected and appropriate 

discipline are important factors in any classroom. Secondary 

school students are "veterans" of the school experience, so 

they might be expected to hold well-established ideas about 

misbehavior and discipline. If these ideas are at variance 

with the ideas and perceptions of their secondary school 

teachers, inevitable conflict will result. At the very 

least, teachers would be advantaged by knowing what students 

at this level do believe about misbehavior and teacher 

discipline. 

This exploratory study involving the use of a modified 

Brophy and Rohrkemper vignette instrument to determine 

secondary students' perceptions of misbehavior and 

discipline was deemed to be a necessary first step in 

developing a research agenda on these topics. It was further 

decided that the most appropriate type of secondary school 

students to use in such an exploratory study would be those 

who might because of their own school histories have strong 

beliefs about misbehavior, other student problem behaviors, 

and teacher discipline. One such category of student would 

seem to be those who have been identified as "at risk" by a 

school system. 
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Limitations 

This study was subject to the following limitations: 

1. Subjects interviewed were a limited sample of 

students identified as "at risk" by one school 

district. 

2. The vignette instrument used in the interviews 

was based on hypothetical situations, and it is 

possible that an artificial situation was created 

which lead to the subjects not expressing their 

actual perceptions and expectations for real-life 

classroom events. 
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METHODOLOGY 
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The purpose of this chapter is to describe the (1) 

research instrument used in the study, (2) subjects, (3) 

procedures for data collection, and (4) procedures for 

analysis of the data. 

Instrument 

In order to provide stimulus materials to use in an 

exploration of the perceptions of secondary school students 

regarding misbehavior and the disciplinary actions of 

teachers, a modification of the Brophy and Rohrkemper (1981) 

research instrument was created. As was described in Chapter 

1, Brophy and Rohrkemper had developed an instrument 

consisting of twenty-four classroom vignettes focusing on 

twelve different student problem behaviors. The twelve types 

that formed the basis of the Brophy and Rohrkemper 

instrument are listed and described in Table 1. 

The Brophy and Rohrkemper instrument had been 

specifically developed for and then used with elementary 

school teachers. The vignettes, therefore, clearly described 

elementary school aged children in problematic situations. 

The instrument was still considered potentially useful in 

this study of secondary school students, provided that the 

vignettes were rewritten and adapted. 
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Table 1 

Twelve Problem Student Types Forming Basis of Brophy

Rohrkemper Vignette Research Instrument 

Problem Student Type 

1. Failure Syndrome 

2. Perfectionist 

3. Underachiever 

4. Low Achiever 

Description 

These students are convinced they 

cannot do the work. They often 

avoid starting or give up easily. 

They expect to fail, even after 

succeeding. 

These students are unduly anxious 

about making mistakes. Their self

imposed standards are 

unrealistically high, so they are 

never satisfied with their work 

(when they should be) . 

These students do a minimum to 

"just get by." They do not value 

school work. 

These students have difficulty 

although they may be willing to 

work. Their problem is low 

potential or lack of readiness 

rather than poor motivation. 
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Table 1 

Twelve Problem Student Types Forming Basis of Brophy

Rohrkemper Vignette Research Instrument 

Problem Student Type 

5. Hostile Aggressive 

6. Passive Aggressive 

7. Defiant 

8. Hyperactive 

Description 

These students express hostility 

through direct, intense behaviors. 

They are not easily controlled. 

These students express opposition 

and resistance to the teacher, but 

indirectly. It is often difficult 

to tell if they are resisting 

deliberately or not. 

These students resist authority and 

carryon a power struggle with the 

teachers. They want to have their 

way and not be told what to do. 

These students show excessive and 

a1most constant movement, even when 

sitting. Often their movements 

appear to be without purpose. 
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Table I 

Twelve Problem Student Types Forming Basis of Brophy

Rohrkemper Vignette Research Instrument 

Problem Student Type 

9. Short Attention 

10. Immature 

11. Rejected 

12. Withdrawn 

Description 

These students have short attention 

spans. They seem unable to sustain 

attention and concentration. They 

are easily distracted. 

These students have poorly 

developed emotional stability, 

self-control, social skills, and/or 

responsibility. 

These students seek peer 

interaction but are rejected, 

ignored or excluded. 

These students avoid personal 

interaction, are quiet and 

unobtrusive, and do not respond 

well to others. 
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The decision to make the adaptations of the Brophy and 

Rohrkemper (1981) instrument in such a way that the twelve 

separate types of student problem behaviors listed in table 

1 would be preserved. It was decided then that there should 

be one vignette developed for each of the twelve types, and 

the vignettes must reflect high school classroom situations. 

To insure some validity to this modification process, 

the investigator enlisted the aid of a group of eight high 

school students with whom she was acquainted. This panel of 

students reviewed the original Brophy and Rohrkemper (1981) 

vignettes and made suggestions for adapting them to a high 

school context. Drafts of the vignettes were then written by 

the investigator and reviewed by the panel. Table 2 contains 

the twelve vignettes that were created by this process. 

The vignettes are listed in the table in the same order 

that they were eventually presented to the research subjects 

in the interviews. The type of problem each vignette 

represents is also indicated in the table. 
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Table 2 

Twelve Vignettes Developed as Adaptations of Brophy

Rohrkemper Instrument for Use With Secondary School 

Students. 

Problem Student Type 

1. Short Attention 

2. Hostile Aggressive 

Vignette 

Sally, an average student, is 

talking to her neighbor about her 

weekend plans. The teacher is 

explaining the lesson and giving 

instructions. 

The teacher is at his desk 

correcting papers and he hears 

commotion in the hall. He gets up 

and sees several students huddled 

around and hears several students 

chanting "Go, Go, Go. Hit 'em, Hit 

'em." 
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Table 2 

Twelve Vignettes Developed as Adaptations of Brophy

Rohrkemper Instrument for Use With Secondary School 

Students. 

Problem Student Type 

3. Perfectionist 

Vignette 

Sharon is a good student but has a 

tendency to want everything just 

right. The English teacher gives an 

exam, explaining that it must be 

completed in 50 minutes. About 10 

minutes before the bell, she is 

circulating around the room to 

encourage students to wrap their 

work up and sees that Sharon has 

not written more than a couple of 

sentences. 
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Table 2 

Twelve Vignettes Developed as Adaptations of Brophy

Rohrkemper Instrument for Use With Secondary School 

Students. 

Problem Student Type 

4. Passive Aggressive 

5. Immature 

Vignette 

Arnold is working at his desk when 

he notices another student looking 

at him. He yells across the room, 

"What ya looking at me for?" Ed 

replies "I'm not and what if I am?" 

Arnold gets up and starts moving 

toward Ed's desk, while most of the 

class watches. 

Sandra is talking to several 

students and giggling. She grabs a 

boy's hat and ran across the room 

as the bell rings. She taunts him 

as others find their seat. 
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Table 2 

Twelve Vignettes Developed as Adaptations of Brophy

Rohrkemper Instrument for Use With Secondary School 

Students. 

Problem Student Type 

6. Failure 

Vignette 

Terry is below average in math 

ability. During the explanation of 

the math problems she listens 

closely. When the other students 

start their assignment, she puts 

her head down on the desk and 

sleeps. When the teacher comes over 

and asks if there is a problem, she 

says "I can't get it." 

--------------- ---------
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Table 2 

Twelve Vignettes Developed as Adaptations of Brophy

Rohrkemper Instrument for Use With Secondary School 

Students. 

Problem Student Type 

7. Withdrawn 

8. Underachiever 

Vignette 

The students are working in groups 

today on a group project. In one 

group, Jeff seems to be drawing 

rather than participating in the 

group. Two students in the group 

ask him several questions, but he 

just shrugs his shoulders and 

continues to draw. Jeff tends not 

to interact with his classmates, 

preferring to be left alone. 

Ned has been working on the 

assignment for some time when the 

teacher asks him to turn it in. The 

teacher sees that his answers are 

very incomplete and need to be 

rewritten. Ned was working hard but 

seemed to misunderstand most of the 

questions asked. 
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Table 2 

Twelve Vignettes Developed as Adaptations of Brophy

Rohrkemper Instrument for Use With Secondary School 

Students. 

Problem Student Type 

9. Hyperactive 

10. Low Achiever 

Vignette 

During a discussion, Roger is 

tapping his desk with his foot so 

loudly that both the teacher and 

the students are having trouble 

hearing each other. The teacher 

asks him to stop; he complies. 

Moments later though, he is 

scratching a paper with a pen, 

seemingly unaware that this action 

is quite loud and is disturbing the 

discussion. 

Bill can do good work but really 

likes to read magazines instead, so 

he hurriedly completes his 

assignments and then returns to his 

desk to read. When asked to give 

more complete answers, he states he 

completed everything. 
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Table 2 

Twelve Vignettes Developed as Adaptations of Brophy

Rohrkemper Instrument for Use With Secondary School 

Students. 

Problem Student Type 

11. Rejected 

12. Defiant 

Vignette 

Three girls are talking at the side 

of the room before the bell rings. 

Ann approaches the group, but as 

soon as she is noticed, the girls 

disband. Ann is usually excluded 

from the activities and spends most 

of her time alone. 

Randy comes into class with his hat 

on and a soda in his hand. The 

teacher asks him to remove his hat 

and finish up the soda. He refuses 

to comply with her request, and, 

even three minutes later, he still 

is drinking the soda and has his 

feet on the desk in front of him. 
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Subjects 

The decision was made to have as research subjects for 

this study students who had been classified as "at risk" by 

the school system. These students are commonly thought of as 

antisocial in attitude and had discipline problems. In fact, 

definitions of "at riskness" often include the criteria of 

academic and/or discipline problems leading to an increased 

probability of the students dropping out of school. Students 

of this type were sought for this study, because it was felt 

that they would have strongly held perceptions of what 

constitutes misbehavior and what teachers would and should 

do with respect to disciplinary actions. These students' 

perceptions could then be compared to other students and 

teachers in future research, provided the vignette 

instrument was found to be a viable one .. 

Permission to contact a principal of a high school in 

the local Tucson, Arizona area was secured first at the 

district level of administration. This principal was 

approached because he was administering a summer school 

program at his building site for "at risk" students, and the 

principal was known to be willing to cooperate with 

researchers at the university level. 

The students in the summer school program were 

considered "at risk" beca1,lse district personnel felt they 

were apt to drop out of school~ The students had either 
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failed several classes or had economic problems that could 

cause them to consider working instead of finishing their 

high school education. This meant that the students were not 

necessarily ones who were considered "at risk" because of 

disciplinary problems which had been the investigator's 

original targeted students. However, this was the only pool 

of "at risk" high school students to whom the investigator 

had access during the planned data collection period. 

Therefore, the principal's permission was requested. 

After a brief explanation of the study, the principal 

agreed to give his support, and he then introduced the 

investigator to two teachers he believed would be willing to 

have their classes participate in the study. The 

investigator gave a brief description of the study to the 

teachers and explained their roles. 

After securing the cooperation of these two teachers, 

the investigator went to their classes, explained the 

purpose of the study, and asked for volunteer participants. 

Permission had been given by the teachers to announce that 

the study was available but that no one was required to 

participate. 

Students were told that the planned interviews had no 

relationship to the course they were enrolled in, but they 

also knew that they could earn extra points for 

participating. Furthermore, they were aware that they were 
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responsible for making up any class work they might miss by 

participating in the research. 

There were 11 students from the two classes who 

volunteered to be part ·of the study. This sample included 

four males and seven females. The ages of the students 

ranged from 16 to 18 with a mean age of 16.5. (Parental 

permission was secured for those under 18 years of age.) In 

terms of ethnicity, 6 were Hispanic, 2 were Afro-Americans, 

and 3 were Anglo. Based on information gathered in the 

interviews, it was determined that eight of the students had 

never been suspended from school, two had been suspended 

once, and one student had been suspended twice. In terms of 

their having been referred to a principal's office for 

misbehavior, seven had never been referred. There were three 

subjects that had each been referred once, and one student 

had received two referrals. 

Procedures for Data Collection 

The research interviews were conducted during the 

second and third weeks of the summer school program. Because 

the subjects' present teachers were to be one of the points 

of reference in the interviews about expected disciplinary 

actions, the investigator observed the two teachers in their 

respective English and American Government classes during 

the first week of the summer session. This allowed the 

investigator to determine the teachers' styles of classroom 



control while the research subjects were also becoming 

acquainted with the teachers' teaching and disciplinary 

styles. 
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The interviews were completed during study time 

provided for the summer school classes and were conducted by 

the investigator in the room next to the classes. After a 

brief time for the establishment of rapport, the researcher 

began the main part of each interview by asking the subject 

to read aloud the first vignette. For this and all other 

vignettes, the subjects were asked what they would expect 

their present summer school teacher to do in the situation 

described. They were then asked to indicate what they would 

expect other high school teachers with whom they had 

experience to do in the same circumstance. The subjects were 

then asked to indicate whether they believed the teachers' 

actions they had described to be appropriate and also what 

they might do if they were the teacher. All vignettes were 

read aloud by the research subject and were presented to 

them in the same order as was indicated in Table 2. 

At appropriate places in the interview, depending on 

what had been said in response to a particular vignette, the 

investigator asked the subjects to discuss certain factors 

that might explain why different teachers would react 

differently to the problem situations. The subjects were 

also asked to comment on what factors might cause an 
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individual teacher to change disciplinary methods from class 

to class or from year to year. Specific factors probed for 

by the investigator were the gender of the student, the 

subject matter of the class, and the time of day in school. 

This probing for factors usually occurred by the time 

the second vignette had been read and discussed if by that 

time the subject had not volunteered any relevant 

spontaneous comments. If a new factor was spontaneously 

offered by a research subject, then all remaining subjects 

were asked about the importance of this new factor. 

Once the responses to the 12 vignettes had been 

elicited, the investigator then asked the subjects to state 

their beliefs about what they considered to be the major 

problems facing schools today. The subjects were asked to 

comment on these problems from the perspectives of teachers, 

students, parents, and the general adult society 

Analysis of Data 

Each of the 11 interviews was about an hour and a half 

long and were audio recorded and later transcribed by the 

investigator. (A complete transcript of one of the 

interviews can be found in Appendix B.) Data analysis 

followed procedures recommended by Miles and Huberman (1994) 

for qualitative data. 

The first step in the analysis was to categorize the 

students' responses concerning what they would expect 
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teachers to do or say in each of the 12 vignettes. For each 

vignette, the investigator looked for identical or similar 

responses among the subjects and as a result, a category 

system was developed for each of the 12 situations. The next 

step was to place the categorized responses for each 

vignette on a continuum. The basis for this continuum was 

the degree of teacher intrusion into the situation. 

A university professor served as a verification judge 

for this stage of the analysis. The professor, independent 

of the investigator, categorized all responses for each 

vignette and then placed his categories along a teacher 

intrusion continuum. The investigator and professor then met 

to resolve all differences in categorization and placement 

along the continua. 

The next step in the analysis was to compare the 12 

continua for the vignettes with special attention being 

given to the number of different categories on the continua, 

the frequencies of each categorized response, and the 

general amount of active teacher intrusion that was 

suggested by the responses. As a result, the investigator 

was able to categorize the response continua and thus the 

vignettes into three major groupings. Also used at this 

stage of analysis was the subjects' responses to the 

interview questions concerned with whether they agreed with 

----------------.---._---------------------------------------------------------------
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the teacher actions they had described and what they would 

do themselves as teachers. 

From this analysis, it was possible to determine what 

these subjects' conceptions were of what constitutes 

misbehavior, which was the second major research question of 

this study. Again, the same university professor served as a 

"blind judge" in developing this three-part grouping of 

continua and vignettes. The investigator and the professor 

resolved their judgmental differences in a series of 

meetings. 

For the research question regarding the factors the 

subjects believe influence teacher actions in misbehavior 

situations, the interview protocols were analyzed and 

relevant responses tabulated and categorized. The last 

analysis consisted of identifying the major problems of 

today's schools the subjects had discussed. A decision was 

made to identify only those problems that had been discussed 

by at least 5 of the 11 subjects. 
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CHAPTER 3. 

FINDINGS 

The findings of this study are presented under the 

following four major headings: (1) student perceptions of 

expected teacher behavior in twelve classroom situations, 

(2) student perceptions of misbehavior and other behaviors 

that provoke teacher actions, (3) factors influencing 

teacher reactions to misbehavior, and (4) major problems in 

schools. 

Student Perceptions of Expected Teacher 

Behavior in Twelve Classroom Situations 

The first research question for this study was 

concerned with what the 11 high school students would expect 

a teacher to do or say in 12 situations involving different 

instances of student problem behavior. In this section, the 

subjects' responses are presented for each of the vignettes. 

As was indicated in Chapter 2, the subjects' responses for 

each vignette were categorized and then placed on a 

continuum based on the amount of suggested teacher intrusion 

into the situation. 

In the subsections that follow, the response categories 

and their frequencies arranged into a continuum are 

presented. It should be pointed out that in most cases, the 

11 subjects gave multiple responses to the question of what 
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a teacher might do or say in a given situation. Their major 

point of reference was to be their present summer school 

teacher, but they were also asked about the expected actions 

of other teachers with whom they had had experience in high 

school. 

Vignette #1 - "Social Sally 

In this vignette, a female student named Sally, 

described as an average student is talking to one of her 

classmates about weekend plans while a teacher is explaining 

a lesson and giving instructions. Figure 1 presents the 

continuum responses to this situation. 

As can be seen from the data in Figure 1, a total of 24 

responses were elicited for this vignette, and those 

responses were placed into seven different categories. 

The most frequent response (f=9) was that the subjects 

believed that a teacher would give Sally a verbal warning 

about her talking while the teacher is giving instructions. 

The next most frequent response (f=5) was that the teacher 

would remove Sally from the classroom. 

Only two responses suggested that a teacher would 

ignore Sally's talking, and only one response was recorded 

that indicated a teacher would give Sally a private note 

asking her to stop the talking. The other suggested teacher 

responses included embarrassing her in front of her 
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classmates, changing her seat in the classroom, or giving a 

detention for her behavior. 

Vignette #2 - "Commotion in the Hall" 

In this vignette, a teacher hears a commotion in the 

hallway outside his classroom. When he investigates, he sees 

a group of students huddled around and he hears chants 

indicati~g a fight is about to start or is already going on. 

Figure 2 presents the continuum responses for this 

situation. 

The data in Figure 2 indicate that 19 responses were 

elicited for this vignette, and those responses were placed 

into five different categories. 

The most frequent response (f=9) was that the teacher 

would go out into the hall and physically intervene to stop 

the fight or impending fight. The next most frequent 

response (f=5) was that the teacher would notify someone 

else to intervene - a monitor or administrator. Other 

categories of responses included a teacher going out in the 

hall and asking what was going on, or having the teacher 

verbally reprimanding the ·combatants. 

Vignette #3 .:. "Perfectionist Sharon" 

In this vignette, a female student named Sharon is 

described as a good student but one who tends to worry about 

getting everything right. An English teacher has given an 

exam that is to be completed in 50 minutes. With 10 minutes 
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to go, the teacher notices that Sharon has written only a 

few sentences. Figure 3 presents the continuum responses to 

this situation. 

The data in Figure 3 indicate that a total of 23 

responses were elicited for this vignette, and those 

responses were placed into six different categories. 

The most frequent response (f=8) was that a teacher 

would nag Sharon to complete the test in the remaining time. 

The next most frequent responses were quite different from 

each other. Four subjects indicated that a teacher would 

ignore Sharon's lack of output on the test, and 4 subjects 

also indicated that the teacher would take the time to sit 

down and help Sharon finish, based on the assumption that 

she was having difficulty with the exam. 

Three responses indicated that a teacher would allow 

Sharon to stay after class and be given more time to 

complete the exam. Three other responses took the stance 

that a teacher would simply ask Sharon if she was finished 

and if she responded affirmatively, then the teacher would 

grade the exam based on what little Sharon had written. 

One subject expected a teacher to refer Sharon to special 

education because of this situation. 

Vignette #4 = "Agitated Arnold" 

In this vignette, a male student named Arnold is 

working at his desk until he notices another student named 

--------------------------------------------
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Ed looking at him. Arnold and Ed exchange yells across the 

room, and then Arnold gets up and moves towards Ed's desk. 

Figure 4 presents the continuum responses to this situation. 

The data in Figure 4 indicate that 26 responses were 

elicited for this vignette, and those responses were placed 

into seven different categories. 

The most frequent response (f=9) was that a teacher 

would verbally command Arnold to stop his moving toward Ed. 

The next most frequent response (f=5) was that a teacher 

would get a counselor or administrator involved through 

referring Arnold. Other expected teacher behaviors ranged 

from verbal questioning, discussions with Arnold and Ed, 

physical intervention, to moving Arnold in the room or out 

to the hall. 

Vignette #5 .:. "Teasing Sandra" 

In this vignette, a female student named Sandra is 

described as talking and giggling with some other students. 

Then she grabs a boy's hat and runs across the classroom 

just as the bell rings for the start of the class period. 

Sandra taunts the boy whose hat she has, while other 

students are sitting down for the start of class. Figure 5 

presents the continuum responses to this situation. 

The data in Figure 5 indicate that 23 responses were 

elicited for this vignette, and the responses were placed 

into six different categories. 
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The most frequent response (f=lO) was that a teacher 

would verbally command Sandra to stop her behavior. The next 

most frequent response (f=4) was that a teacher would move 

to talk privately with her about the situation. Other 

responses included a teacher ignoring the incident, asking 

questions about what was going on, taking the hat from 

Sandra, and ridiculing Sandra publicly. 

~Vignette #6 .:. "Sleeping, 'l!-erry" 
I 

In this vignette, a f~male student named Terry is 

characterized as being below average in mathematics ability. 

She is then described as listening closely to a teacher's 

explanations but when the other students begin working on an 

assignment. Terry puts her head down on the desk and goes to 

sleep. The teacher sees this, goes to her and asks her if 

there is a problem. Terry replies that she just "can't get 

it." Figure 6 presents the continuum responses to this 

situation. 

The data in Figure 6 indicate that 20 responses were 

elicited for this vignette, and these responses were placed 

into five different categories. 

The most frequent response (f=lO) was that a teacher 

would attempt to help Terry by reexplaining the material and 

assignment. The next most frequent response (f=4) was that a 

teacher would ignore terry and her sleeping. Other responses 
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included a teacher yelling, publicly ridiculing her, and 

discussing her problem with a counselor or her parents. 

Vignette #7 .:. "Loner Jeff" 

In this vignette, a male student named Jeff is 

described as sitting by himself drawing, rather than 

participating in a group project. Two students in the group 

try to engage him by asking several questions, but Jeff 

shrugs his shoulders and continues to draw. He seems to 

prefer to be left alone and does not wish to interact with 

his classmates. Figure 7 presents the continuum reresponses 

to this situation. 

The data in Figure 7 indicate that 16 responses were 

elicited for this vignette, and these responses were placed 

into seven different categories. 

The most frequent response (f=6) was that a teacher 

would talk to Jeff about his lack of participation in the 

group and the consequences of that for his grade. The rest 

of the categories had frequencies of one or two responses. 

The categories ranged from a teacher ignoring Jeff's 

behavior, asking the group to encourage him to join, and 

simply asking questions about the situation, to ridiculing 

Jeff, giving him an extra assignment, or referring him to 

the principal. 
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Vignette #8 .:: "Working Ned" 

In this vignette, a male student named Ned is described 

as having worked for some time on an assignment, and then 

the teacher asks him to turn in his work. The teacher finds 

incomplete answers while other answers need rewriting. Ned 

seems to have worked hard, but he has seemed to 

misunderstand most of the questions asked. Figure 8 presents 

the continuum of responses to this situation. 

The data in figure 8 indicate that 23 responses were 

elicited for this vignette, and these responses were placed 

into four different categories. 

The most frequent response (f=7) was that a teacher 

would take the time to sit down and help Ned with the 

assignment. Next in frequency (f=6) was the response that a 

teacher would simply go ahead and grade Ned's work as it is. 

The two other response categories, each of which had 

frequencies of five, were that a teacher would either ask 

Ned questions about what his problem was or give Ned extra 

time to redo the assignment. 

Vignette #9 .:: "Hyper Roger" 

In this vignette, a male student named Roger is 

described as tapping his desk with his foot during a class 

discussion. His tapping is loud enough that he is making it 

difficult for the teacher and other students to hear each 

other. The teacher asks Roger to stop and he does but 
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moments later, he begins loudly scratching a paper with a 

pen which again disturbs the class discussion. Figure 9 

presents the continuum of responses to this situation. 

Figure 9 shows that 25 responses were elicited for this 

vignette, and these responses were placed into six 

different categories. 

There were two different responses that were most 

frequently given by the subjects. Eight subjects said a 

teacher would deal with the situation by asking Roger 

questions about his behavior, and eight students responded 

that a teacher would remove Roger from the class by sending 

him out to the hall. The other responses ranged from a 

teacher ignoring Roger's behavior to yelling at him, taking 

the pen from him, or referring him to the principal. 

Vignette #10 :. "Unmotivated Bill" 

In this vignette, a male student named Bill is 

described as capable of good work, but he prefers to read 

magazines. Therefore, he rushes to complete assignments and 

then starts to read his magazines.When the teacher asks him 

for more complete answers to an assignment, Bill says that 

he has completed everything. Figure 10 presents the 

continuum of responses to this situation. 

The data in Figure 10 indicate that 25 responses were 

elicited for this vignette, and these responses were placed 

into six different categories. 

-- ------ -----------------------------
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The most frequent response (f=7) was that a teacher 

would talk to Bill more about his incomplete work and the 

implications for his grade. The next most frequent response 

focused not on the assignment but the magazine reading; five 

responses were that the teacher would take the magazine 

away. The remaining responses ranged from grading Bill's 

work as it was turned in, telling him to put the magazine 

away, giving him extra work to do, or having him placed into 

another class. 

Vignette #11 ::. "Rejected Ann" 

In this vignette, a female student named Ann is 

described as approaching a group of three other female 

students just before the starting bell rings. The group of 

students are talking among themselves but as soon as they 

notice Ann by them, they disband. Ann is characterized as 

one who is usually excluded from activities and thus spends 

most of her time alone. Figure 11 presents the continuum 

responses to this situation. 

The data presented in Figure 11 indicate that only 13 

responses were elicited foi this vignette, and those 

responses were placed into four different categories. 

Three of the four categories accounted equally for 12 

of the 13 total responses. Four subjects suggested a teacher 

would ignore the situation. Four responses indicated that a 

teacher would talk privately to Ann about her problem, and 
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four responses were that a teacher would talk to the group 

of students about their rejection of Ann. The remaining 

response was that a teacher would refer Ann to a counselor 

for help. 

Vignette #12 =- "Defiant Randy" 

In this vignette, a male student named Randy is 

described as coming into a class with his hat on and a soda 

in his hand. The teacher asks him to remove the hat and 

finish the soda. Randy does not comply with this request and 

three minutes later, he is still drinking the soda with his 

feet on the desk in front of him. Figure 12 presents the 

continuum responses to this situation. 

The data in Figure 12 indicate that 22 responses were 

elicited for this vignette, and those responses were placed 

into five different categories. 

Three of the five categories each had the highest 

frequency of responses (f=5). These three categories were 

that a teacher would either ignore Randy, talk to him 

privately about his behavior, or refer him to the 

principal's office. The other categories included responses 

that said a teacher would send Randy out to the hall to 

finish the soda or would send Randy to the hall without. the 

soda. 
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Ignore the Have Student Talk to Student Send Student Refer to 
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Figure 12. Students' Responses Regarding Expected Teacher Actions in the "Defiant 

Randy" Vignette. 
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The second major research question for this study was 

concerned with what the 11 high school students considered 

acts of misbehavior and how they would differentiate 

misbehavior from other behaviors that lead to direct teacher 

action. Data for each vignette, presented in the previous 

section, helped provide evidence for this inquiry. The 

continuum of responses for each vignette was examined to 

determine the amount and type of active teacher intervention 

the students had predicted for each situation. The most 

frequent response was also closely examined. Then an 

analysis was made of the subjects' answers to questions 

about the extent to which they agreed with what they had 

said a teacher would do and what they would do themselves if 

they were a teacher. 

From these analyses, it was determined that the 

subjects had grouped the twelve vignettes into three 

different categories in terms of what types of actions they 

expected teachers to take'and their agreement with those 

actions. Those three categories are presented in the 

following three subsections. 

Situations Involving Student Misbehavior 

The subjects' responses to three vignettes were judged 

to indicate that they considered the student behavior in the 

.. -- ,,---_._------------------------------



three situations to be misbehavior. Table 3 lists those 

vignettes along with the most frequent response made 

concerning likely teacher actions. 

Table 3 
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Vignettes Involving Clear Instances of Student Misbehavior 

Vignette # Vignette Title 

2 "Commotion in the Hall" 

4 "Agitated Arnold" 

5 "Teasing Sandra" 

Most Frequently 

Suggested Teacher 

Action 

Physically intervene 

between the 

combatants 

Verbally command 

him to stop 

Verbally command her 

to stop taunting and 

return hat 

For the "Commotion in the Hall" vignette, by far the 

most frequent response was for a teacher to physically 

intervene in the hall disturbance. Also, 16 of the 19 total 

responses elicited involved active teacher intervention, 

ranging from verbal commands to physical intervention to 

------- ----------
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getting administrative help. The subjects in the study had 

no disagreements with what they had suggested teachers would 

do, although three said that if they were the teacher, they 

would go get administrative help rather than try to 

physically break up the fight themselves. This situation 

seemed clearly perceived as one where issues of safety and 

injury were involved, and the subjects believed the fighting 

students were misbehaving and deserved serious and immediate 

attention. 

The "Agitated Arnold" had a very similar response 

pattern. The most frequent response was for a teacher to 

verbally command Arnold to stop from very likely physically 

confronting the other student. Twenty-one of the 26 total 

responses involved active teacher intervention, ranging from 

the verbal commands to removing the student to the hall, or 

referring him to the principal for disciplinary action. It 

is interesting to note that no subject in the study 

suggested that a teacher would ignore this situation. The 

research subjects all agreed with what they had suggested 

teachers would do, and none said they would act differently 

if they were the teacher. 

The "Teasing Sandra" episode was the third vignette 

where the subjects in this study seemed to consider the 

situations as one clearly involvi~g student misbehavior. The 

most frequent response was that a teacher would verbally 
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command Sandra to stop her taunting and return the hat to 

its owner. Fourteen of the 21 total responses involved 

active teacher intervention, ranging from verbal commands, 

taking the hat from Sandra to verbally ridiculing her. What 

also made the case even stronger for considering this 

situation as one of misbehavior, three of the students who 

said they would expect a teacher to either talk privately to 

Sandra or would simply ask her what was going on stated that 

they as teachers would either verbally command her or 

confiscate the hat. 

Situations Involving Nonmisbehavior 

The subjects' responses to five other vignettes were 

judged to indicate that they believed that the situations 

clearly did not involve misbehavior. The students in these 

vignettes had problems in learning or socialization, and the 

subjects in this study generally expected teachers to 

provide some type of helpful action rather than corrective 

or negative reactions. Table 4 lists these five vignettes 

along with the most frequent response(s) made concerning 

likely teacher actions. 

For the "Rejected Ann" vignette, there were only three 

different responses that accounted for 92% of the total 

responses. Two of those most frequent categories of 

responses involved talking to either Ann or the group about 

her problem of being socially accepted. In fact, 9 of the 13 
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Table 4 

Vignettes Involving Clear Instances of Nonmisbehavior 

Vignette # 

11 

7 

3 

8 

6 

Vignette Title 

"Rejected Ann" 

"Loner Jeff" 

"Perfectionist Sharon" 

"Working Ned" 

"Sleeping Terry" 

Most Frequently 

Suggested Teacher 

Action 

Ignore the situation 

Talk to student 

about her problem 

Talk to group about 

their treatment of 

student 

Talk to student 

privately about 

problem 

Nag/encourage her to 

finish exam 

Give student extra 

help 

Help student by 

explaining 

material/task 
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total responses involved helping behavior on the part of the 

teacher. In addition, the subjects generally agreed with 

what they had said a teacher would do, although three were 

pessimistic about the teacher being able to solve Ann's 

problem. As further evidence, it is important to note that 

no response indicated that a teacher would reprimand or 

discipline anyone. 

The "Loner Jeff" vignette also involved a student 

socialization problem. The most frequent response for this 

situation was that a teacher would talk privately to Jeff 

about his unwillingness to join the required group activity. 

Over half of the total responses elicited involved a teacher 

attempting to deal with the situation in a nonintrusive 

manner. The research subjects all agreed with what they had 

suggested teachers would do, and no one said they would act 

differently if they were the teacher. 

The "Perfectionist Sharon" vignette was one of three 

portraying students who could be considered as having some 

type of learning problem. The most frequent response for 

this vignette was that a teacher would "nag" or encourage 

Sharon to complete the exam. It was judged that subjects who 

used the word "nag" were not using this term in a negative 

sense. It was determined that 15 of the 23 total responses 

involved a teacher attempting to help Sharon by either 

encouragement, extra help, or allowing her more time. The 
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subjects all agreed with what they had suggested teachers 

would do, and no one said they would act differently if they 

were in the role of teacher. 

The "Working Ned" vignette had an inter~sting pattern 

of responses. The most frequent response was that a teacher 

would give Ned extra help on the assignment. In fact, 17 of 

the 23 total responses involved a teacher attempting to help 

Ned by either asking questions to determine his problem, 

providing help, or providing extra working time. What is 

interesting, however, is that six of the subjects stated 

that a teacher might well ignore any problems Ned has and 

simply grade the assignment as it was turned in. In terms of 

agreement with what they expected teachers to do, all 

subjects agreed and no one suggested any differences if they 

were the teacher. 

The "Sleeping Terry" vignette was the last in this 

series of vignettes classified as ones where the research 

subjects believed that the situations did not involve 

student misbehavior. The most frequent response by far was 

that a teacher would wake Terry up and help her by 

explaining the material and task again. In fact, 12 of the 

20 total responses involved either the teacher providing 

help or enlisting help from either a parent or counselor 

regarding Terry's learning difficulties. It must be 

recognized, however, that the research subjects realized 

_._._----------------------------
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that her sleeping would be a behavioral problem for some 

teachers. Four subjects who had suggested that a teacher 

would provide Terry help said that the sleeping was a 

separate problem that would be dealt with by some teachers. 

There was no disagreement among the subjects regarding 

expected teacher actions, and no one said they would act 

differently as a teacher. 

Situations Involving Possible Problem 

Behaviors For Teachers 

The last category of vignettes contained four where 

there was a very mixed pattern in the subjects' responses. 

The high school students in this study seemed not to be sure 

whether teachers would see the behaviors displayed as 

misbehavior or not. In general, they believed the situations 

did involve a problem of individual student behavior for 

many teachers. The difference between these situations and 

those classified earlier as involving misbehavior seemed to 

be that in these four vignettes, the safety and welfare of 

other students in the class are not threatened. Table 5 

lists these four vignettes along with the most frequent 

response(s) made concerning likely teacher actions. 

The "Defiant Randy" vignette elicited a pattern of 

responses that indicated the research subjects expected a 

wide variety of equally likely behaviors from teachers to 

the situation. There were three quite different categories 
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Table 5 

Vignettes Involving Instances of Individual Student Problem 

Behaviors 

Vignette # 

12 

9 

1 

10 

Vignette Title 

"Defiant Randy" 

"Hyper Roger" 

"Social Sally" 

"Unmotivated Bill" 

Most Frequently 

Suggested Teacher 

Action 

Ignore the situation 

Talk to student 

about his behavior 

Refer to principal 

Ask student 

questions about the 

problem 

Verbally warn her to 

stop 

Talk to student 

about work/problem 
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of responses that were made most frequently. Five responses 

were that a teacher would simply ignore Randy's soda 

drinking and his feet on the desk; five responses were that 

a teacher would talk privately to Randy; and five responses 

were that Randy would be referred to the principal's office. 

The only other two categories of responses involved sending 

Randy out to the hall, with or without his soda. It also is 

important to note that four of the subjects said that if 

they were the teacher, they would act more assertively than 

they had suggested their teachers would. 

The "Hyper Roger" vignette also had a very mixed 

pattern of elicited responses. In terms of most frequent 

responses, the distribution was bi-polar. A large number of 

subjects indicated a teacher would simply ask Roger 

questions about his behavior, while an equally large number 

stated that a teacher would likely send Roger out of class 

to the hall. In terms of overall numbers, 16 of the 25 

responses involved active teacher behavior ranging from 

yelling at Roger, taking his pen, sending him to the hall, 

or referring him. However, eight of the eleven subjects 

indicated in followup questions that they would want a 

teacher to be less intrusive than they expected teachers to 

be. 

The "Social Sally" vignette did have a clear most 

frequent response which was that a teacher would verbally 
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warn Sally about her talking during teacher instruction. The 

subjects in this study were judged here to be making a 

distinction between a warning and a direct command to cease 

the socializing. In terms of the overall distribution, there 

was an even split between responses where a teacher was 

approaching the situation with a low key reaction and 

responses involving active interventions such as 

embarrassing Sally, moving her seat, moving her out of 

class, or detention. It is interesting to note that four 

subjects stated that if they were the teacher, they would 

have taken stronger actions than they had suggested 

teachers would do. 

The "Unmotivated Bill" vignette was the last classified 

in this individual student problem category. The most 

frequent response was that a teacher would talk individually 

to Bill about his hurrying through assignments so he could 

read his magazines. However, approximately half of the total 

responses indicated that a teacher would take assertive 

action, ranging from ordering the magazine to be put away, 

taking the magazine, assigning extra work, or moving Bill to 

another class. As a group, the subjects seemed to De 

indicating that the issue of Bill's motivation was something 

a teacher would want to talk to him about, but the magazine 

reading was an overt act that needed attention. This may 

seem similar to Terry's sleeping in Vignette 6, but the 
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distinction is that Terry was described as having a more 

genuine learning problem. 

Factors Influencing Teacher Reactions 

To Misbehavior 

The third research question for this study was 

concerned with factors secondary school students believe 

explain why individual teachers react differently to student 

misbehavior. As was pointed out in Chapter 2, the factors of 

student gender, subject matter of class, and time of school 

day were three factors that the investigator specifically 

asked the subjects to discuss in the interview. Other 

influencing factors were spontaneously volunteered by 

certain subjects. If a research subject did volunteer a new 

influencing factor, then the investigator asked any 

remaining subjects to be interviewed their thoughts on the 

importance of this factor. 

Gender of Students 

Eight of the subjects did not believe that the gender 

of a student influenced how a teacher would react toward a 

student in a situation involving misbehavior. These eight 

subjects stated in response to the gender query that a 

teacher's "style" of discipline and/or the history of the 

relationship the student and teacher were what determined 

how a teacher would respond in a misbehavior incident. 



79 

Two of the three research subjects who did believe the 

gender of the student to be an influencing factor stated 

that teachers seemed to tolerate more misbehavior from 

female students. The other subject stated that at least in 

certain classes, teachers would react to the same 

misbehaviors whether the offending student was male or 

female. The difference was that male students would receive 

more warnings and then if the behavior persisted, harsher 

treatment than female students. 

Subject Matter 

six of the eleven research subject did not apparently 

have any experiences that suggested that teachers of certain 

school subjects react differently to misbehavior than 

teachers of other fields. Again, these subjects maintained 

that each individual teacher has a style and in describing 

these styles, they sounded much like the students in the 

Furlong (1976) study who characterized their teachers as 

"strict" or "soft". 

Five of the research subjects did suggest that they had 

seen differences in di~cipline style based on the subject 

matter field involved. Specific subject matters identified 

as having teachers who would have a less strict discipline 

system were physical education, industrial education, music, 

and science. These students perceived that the instructional 

arrangement of these areas, with their emphasis on 
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activities and frequent physical movement of students, was 

responsible for this difference. 

Time of Day in School Schedule 

Only one of the eleven subjects believed that time of 

day played any major role in determining how a teacher 

reacted to misbehavior. This subject described a teacher who 

by the seventh period of the school day was much "tougher" 

than in earlier periods. 

Cultural or Ethnic Background of Students 

One important factor considered by the research 

subjects as an influence on teachers' reactions to student 

misbehavior was the cultural and/or ethnic background of the 

students. This was a factor first mentioned by the third 

subject interviewed, and thereafter the remaining subjects 

were asked to discuss this factor if comments were not 

volunteered. 

As a result, seven of the eleven subjects were found to 

consider this factor an important influence for at least 

some teachers. Three of the seven discussed this in terms of 

examples where they believed a teacher had displayed 

outright racist or discriminatory behavior toward Hispanic 

or Afro-American students in disciplinary situations. The 

other four subjects framed their discussions more around 

cultural differences they had seen between Hispanic or Afro

American students and Anglo teachers. 
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Of the four subjects who did not discuss this factor, 

it should be pointed out that two of them were not 

specifically asked about its influence. They were the first 

two subjects interviewed, and they did not volunteer any 

comments on this issue. 

Other Factors Volunteered gy The Subjects 

There were a few other influential factors that were 

spontaneously volunteered by at least one research subject. 

For example, four subjects talked about individual students 

who, because they knew how to "get on the good side" or 

"warm up" teachers, were given more leniency when it came to 

acts of misbehavior. 

Two research subjects discussed the idea that the 

composition of a particular class will affect a teacher's 

general style of reacting to misbehavior. They suggested 

that a certain class will, in a sense, develop a "chemistry" 

of its own which will lead a teacher to either become more 

strict or lenient in terms of accepting or dealing with 

misbehavior. 

The last factor, mentioned by one subject, dealt with 

the influence of a teacher's own personal life on how one 

reacts to student misbehavior. The subject suggested that 

teachers do encounter difficulties in their lives outside of 

school, and these problems may affect the teachers' 

classroom manner. The example cited involved a teacher 
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getting a divorce which led this teacher to be less tolerant 

of behavior she might have not normally considered 

misbehavior. 

Major Problems in Schools 

The last research question for this study dealt with 

the issue of the major problems facing schools today from 

the perspectives of teachers, students, parents, and general 

society. There was a long list of problems mentioned by at 

least one subject; the investigator made the decision to 

focus on identifying those problems mentioned by at least 5 

of the 11 subjects. If a problem met this criterion, then it 

is discussed in the subsections that follow. No distinction 

was made of the perceived importance of the problem as 

reflected by frequencies of occurrence beyond five. 

Teacher Perspective on Problems 

Interestingly, this was the perspective that yielded 

the most instances of problems identified in common by 

nearly half of the subjects in the study. One such problem 

that the subjects believed teachers are concerned with is 

the general lack of respect students have for schools and 

teachers. The subjects suggested that this lack of respect 

is manifested by such behaviors as inattentiveness, talking 

back, cursing, and vandalism. 

A second problem that these subjects indicated that 

teachers would see as a major one in schools today was 



83 

parents. These subjects believe that teachers are concerned 

about the pressures put on them by aggressive parents and 

parents who complain to administrators. 

The third and last major problem was an unexpected one. 

These subjects believed that teachers sense a major problem 

that is brought about because of their concern for their 

students and their learning. The subjects perceive that 

teachers see the problem to be that students don't respond 

to the teachers' attempts to understand the personal 

problems of their students. The subjects often went on to 

elaborate on this issue throughout the interviews. They 

seemed to understand that the teachers sincerely felt that 

this was part of their responsibility, but they also 

believed that the teachers often fail to understand that 

many students do not want teachers ~into their business". 

The subjects expect and want teachers to care but not so 

much that "the line is crossed." 

Student Perspective on Problems 

The only problem that met the frequency criterion from 

a student perspective was the issue of gangs and fighting. 

The research subjects believed that many students are 

concerned for their own welfare and safety because of the 

presence of gangs and their violent behavior in schools. The 

subjects also perceived that other students consider gangs 
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to be a problem, because they are under great peer pressure 

to join. 

Parental Perspective on Problems 

No problem met the frequency criterion from a parental 

perspective. The general attitude of the research subjects 

was that parents care about their children as students, but 

those same parents really don't know what really goes on in 

schools. 

General Society Perspective on Problems 

Most of the research subjects in this study stated the 

belief that adults in general society see the schools as 

filled with teenagers who are all into gangs, violence, and 

drugs. The subjects recognized the problems with gangs and 

violence as was pointed out in an earlier subsection, but 

they believed the so-called drug problem to be greatly 

overstated. 



CHAPTER 4 

SUMMARY 
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In this chapter will be presented a restatement of the 

problem, related research, procedures, findings, 

conclusions, implications, and recommendations for further 

research. 

Restatement of the Problem 

The purpose of this study was to determine secondary 

school students' perceptions regarding misbehavior and 

teacher disciplinary actions. The four questions explored in 

the study were: 

1. What do students perceive as expected teacher 

actions in situations involving student problem 

behavior? 

2. What student problem behaviors do students 

consider misbehavior and how they differentiate 

misbehavior from other behaviors that teachers act 

upon? 

3. Wbat factors do students believe cause differences 

in teachers' actions in situations involving 

misbehavior? 

4. What do students believe to be the major problems 

in schools today? 
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Related Research 

Surprisingly, given the interest in the educational 

literature in the topics of discipline and misbehavior, few 

studies have been conducted that have focused on either 

student or teacher perceptions of these concepts. Studies by 

Furlong (1976), Nash (1976), Metz (1978), and Wragg (1992) 

indirectly looked at these topics, but none dealt with the 

specific, detailed perceptions of students regarding teacher 

disciplinary actions. 

Even fewer studies have been conducted on the 

perceptions of teachers regarding student misbehavior and 

discipline. The only major recent research study of such 

perceptions was completed by Brophy and Rohrkemper (1981). 

These researchers used a vignette instrument to explore the 

perceptions of 98 elementary school teachers. The vignette 

instrument developed for use in the Brophy and Rohrkemper 

study seemed to hold promise as a research tool in studies 

of secondary school students' perceptions, provided that 

some modifications were made. 

Procedures 

The first procedural step in this study was to develop 

a modification of the Brophy and Rohrkemper vignette 

instrument for use with secondary school students. Twelve 

vignettes were developed with the help of a student panel. 

The twelve vignettes involved situations where twelve 
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different types of problem students were described acting in 

a manner that would likely provoke some type of teacher 

action. 

The subjects for this study were eleven students 

enrolled in a summer school program at a high school in the 

Tucson, Arizona area. These students were all considered "at 

risk" by the school district. T~e sample of eleven subjects 

included four males and seven females and were a diverse 

group in terms of ethnicity and cultural backgrounds. In 

general, these students did not have extensive histories of 

either referrals or suspensions. 

The data for this study were collected by semi

structured individual interviews with the vignettes being 

the major stimuli for interview questions. The subjects for 

the study were asked to indicate for each vignette what they 

would expect teachers they knew to do in the situation and 

whether they agreed with the teacher actions they had 

predicted. The subjects were also asked about factors they 

believed affected how teachers would act in situations 

involving student misbehavior. Finally, they were asked to 

indicate what they believed to be the major problems that 

exist in the schools. Analysis of the interview responses 

followed procedures recommended for qualitative research 

data. 
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Major Findings 

1. Subjects' responses to each of the twelve vignette 

situations were varied but fell along a continuum 

based on the amount of active teacher intrusion. 

2. Subjects' responses indicated that they perceived 

the twelve vignettes not as separate entities but 

rather as three groups of related situations. 

Three of the vignettes were perceived to be 

instances of student misbehavior, because the 

safety and welfare of other students were involved 

and active teacher intervention was needed. 

Another group of five vignettes involved 

individual students having socialization or 

learning problems and the subjects did not see the 

students' behavior as any form of misbehavior. The 

last group of four vignettes were perceived as 

involving individual student problem behaviors, 

but the safety and welfare of other students were 

not threatened. This last group of vignettes 

elicited mixed patterns of expected teacher 

response. 

3. The factor considered as most influential by the 

subjects in affecting differences in teacher 

reactions to student behavior was the cultural or 

ethnic background of the students. Factors 
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considered of some importance were the subject 

matter field the teacher taught and certain 

strategies that some students used to receive 

more leniency from their teachers. The gender of 

the student and the time of day in the school 

schedule were not found to be important 

influential factors. 

4. The major problems in schools perceived by the 

subjects in this study were lack of student 

respect for school and school personnel. 

Conclusions 

The following conclusions, based on the findings, are 

limited to samples of students similar to those included in 

this study: 

1. Secondary school students appear to have well 

developed perceptions of how they expect teachers 

will act in situations involving student problem 

behaviors. 

2. Secondary school students are able to 

differentiate acts of misbehavior from other 

instances of student problem behaviors, and their 

perceptions are similar to what one would expect 

many teachers to have. 

3. However accurately, secondary school students 

perceive that some teachers treat students 



differently based solely on the ethnicity and 

cultural backgrounds of the students. 

4. The problems that secondary school students 

identify as major ones in schools today are 

similar to those one would expect teachers to 

identify. 

Implications For Practice 
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The major implication to be drawn from these 

conclusions is that secondary school teachers need to sit 

down and talk with all their students about behavior in 

their classes and appropriate teacher actions. Students in 

high school seem to be quite aware and even astute about 

teachers' practices when it comes to management and 

discipline. 

If secondary school teachers do engage their classes 

early in a school year in a discussion of their respective 

views on what should be considered misbehavior and then the 

implications of that for rules and consequences, they might 

be pleasantly surprised to find that students do have a 

similar sense of what is appropriate. If there are some 

differences in perception which inevitably there will be, 

then these have a better chance of being resolved in open 

negotiation rather than waiting for students to challenge 

the teacher's beliefs later in some type of incident. 
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The perception that students have about some teachers 

treating students unfairly because of the ethnicity or 

cultural background of the students needs attention. First, 

the accuracy of those perceptions must be examined. If 

perception is the problem, than that is one thing. If in 

fact this type of teacher prejudicial behavior does exist, 

then those teachers must be identified and worked with. 

As to perceptions students have regarding major 

problems of schools, perhaps the one discussed by the 

subjects in this study which is most thought provoking is 

the teacher care and concern issue. The students in this 

study were saying that they understood that teachers saw it 

as part of their job to get involved with at least 

understanding the personal lives of their students. These 

students realized that teachers do care and believe that 

helping students with personal problems may likely lead to 

increase chances for academic learning. Still, the students 

in this study wanted a line drawn, they did not want 

teachers to go too far. The implication of this is that 

teachers need to be aware of this student belief and 

perception and act accordingly. 

Recommendations for Further Research 

As an outgrowth of this study, the following 

suggestions are made for further research: 
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1. Cross age comparison studies of student 

perceptions of misbehavior and teacher 

disciplinary actions would allow one to see the 

developmental stages of the students' views. 

2. A comparative study of teachers and students all 

from the same school on the issues of misbehavior 

and teacher disciplinary actions would get 

directly at any conflicts that may exist in these 

two groups' perceptions. 

3. Studies where students of varying racial, 

cultural, or socio-economic backgrounds are 

compared as to their perceptions of misbehavior 

and appropriate teacher disciplinary actions would 

give some perspective on the importance of those 

factors on perception. 

4. Studies where students from different schools are 

compared on their perceptions of misbehavior and 

discipline would give some perspective on the 

importance of context as an influence on these 

views. 
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APPENDIX A 

SAMPLE INTERVIEW TRANSCRIPT 
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I: OK. This is going to be hard to do it as if .. 

(laughter/both). This study's about discipline, Lilly, 

so what I want you to do is answer my questions. 

what I really want you to do, Lilly, is to be a 

teacher, and think about the kids and how they. would 

react and how you would think they would react and 

then, being a teacher, how would a student feel about 

teacher's behavior. OK. Do you understand what I just 

said? 

S: Do you want me to be a teacher? 

I: Think about how a teacher reacts. You know, what's her 

reasoning or his reasoning. Why does he act the way he 

does? And the other thing I want you to think about is, 

as a student, how would you handle the situation, if 

you were the teacher. Also, is there anything that you 

would like the teacher to do differently. If you give 

me real short answers, it's not going to do me any 

good. All right? Urn, how old are you? 

S: Seventeen 

I: And what's your grade point? What kind of grades do you 

get? 

S: Urn, B's and C's. 

I: Even in Social Studies? (Uhuh). OK. And because this is 

a study on discipline and what it's going to be, I have 

--- ------~------------------------------
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to know some things about your discipline record. Have 

you ever been suspended? 

s: (No) . 

I: No. And did you get a referral in the last year? 

S: (No) . 

I: Ah, great, OK. This is the only class you're taking 

right now? 

S: Uhuh. 

I: OK. What do you think school is for? 

S: Urn, to better our education I guess, to teach us for 

future learning. 

I: OK. And is it doing an OK job or what? 

S: Somewhat. 

I: Somewhat? What would you improve or how would you 

improve? 

S: I think I would teach more of other cultures, not just 

American, but hispanic and black and, you know, Asian, 

different cultures. 

I: And is that going to help you prepare for ... 

S: Yeah, for future learning, I mean, if you don't, such 

as ... if you see somebody and their color, I mean you 

should know at least something about them. (Uhuh). Not 

just look at them as black, white, you know. OK. 
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I: OK. What I'd like you to do is read these situations 

and then tell me what do you think this teacher 

would do and then how would another teacher handle 

it? OK? 

s: (Lilly reads Situation 1). I think the teacher would 

probably try to shut her up. 

I: OK. And how would she do that? 

S: She'd probably, you know, get her attention and tell 

her to please be quiet and if she still kept it up, 

she'd probably just take her outside and give her a 

scolding or something. 

I: Uhuh. OK. And how might another teacher handle it? 

S: Some teachers, I think, they won't even tolerate her 

behavior. 

I: They'll just ignore it? 

S: Just ignore it or just, you know, try to get her in 

trouble so she can stop, so she will learn her lesson. 

I: OK. Is there any way that a teacher might not say 

anything but not ignore it? Are there ways that 

teachers do this? 

S: Maybe a stare or, I don't know, some teachers are kind 

of friendly and they'll just write you a little note or 

something to try note (Oh,OK) to try not to embarrass 

you. 

I: Uhuh. OK. Would it matter if Sally was not a girl? 



s: No. No, the teacher wouldn't ... 

I: How about if the teacher was not female? 

S: Was not a female? 

I: Was not female? 
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S: I don't think that'd make a difference. I think if it 

was a female and there was a male it'd be different. 

I: Why? How? 

S: Because usually the males are more, more how can you 

say, rowdy ... (Uhuh) ... than girls. Girls usually try to 

act ladylike and ... 

I: So you think that boys get away with more or do they 

get jumped on more or what? 

S: I think they get jumped on more. 

I: Because of their behavior? (Uhuh). Urn, by male teachers 

or female teachers or both? 

S: I think by both. 

I: By both? OK. Let's go to number 2. 

S: (Lilly reads Situation 2). Urn, I think he'd probably go 

over there and try to see what's going and probably 

stop it, if there was a fight. 

I: How would he stop it? 

S: Probably by getting in between them. 

I: Would it matter if the people who were fighting are 

girls or boys? 



s: I don't think it would matter, but I do think that 

girls fight more drastic. 

I: Uhuh. Get angrier? 

s: Yeah. So he'd probably be more aggress ... if it was a 

boy, he'd probably be more aggressive than for girls. 

I: OK. What happens if the teacher is female? Do you think 

that would change her behavior? 

s: I don't think she'd go towards it, I think she'd try to 

find some other help, such as a monitor. 

I: If she didn't stop the fight, would she get in trouble? 

s: If she didn't? (Uhuh). 

I: I don't think she would. 

S: No? 

I: Who's the teacher's boss? 

S: It's usually the principal. 

I: OK. Is that usually who she gets in trouble with? How 

can she get in trouble? 

S: By not following the rules that are stated. 

I: How do ... do you know any teacher who got into 

trouble? 

S: Yeah, I do. 

I: Okay. How did she get into trouble? 

S: Um, she was racist. (Uhuh). It was a situation with me 

and she was racist towards me, well that's the way I 

felt because she thought I was white and I'm Hispanic, 
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and when she found out I was Hispanic she just treated 

me different from others and she'd exclude me from 

different activities, so I brought it to her attention 

and she just so said, "No, no, I'm not like that, I'm 

not like that." So I went into it further because she 

was treating all Hispanics that way, and all blacks 

that way. So, she was kinda racist and stuff, so I 

talked to my mom about it and my mom went over there. 

She didn't get in trouble, but she did get talked to. 

(Yeah). And her attitude changed totally towards me, 

but still others were still, you know .... 

I: So, it was really a parent . who gets the teachers 

in trouble. OK. So you think parents have pretty much 

say? 

I: Yeah, I think they do. (Uhuh). 

S: For the safety of their children. (Uhuh). 

I: If they come to school, it must be pretty important. I 

mean most parents don't take a trip to school. OK. 

Number 3. 

S: (Lilly reads Situation 3). Urn, I think a teacher could 

handle it by telling her to hurry up and, if she didn't 

hurry up, would probably just take her paper and like, 

uh, give her the grade for what she did. 

I: OK. That's how this teacher probably would do it? And 

how would another teacher handle it? 
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S: She'd ... I don't it depends on how the teacher was, 

if the teacher was really . . . if the teacher would 

really understand the student's work, and especially if 

Sharon wanted to do everything exactly right, and if 

the teacher knew she was like that, you know, I think 

she would give her at least a little more time. 

I: Yeah, teachers, urn, I'm sure have some kinds who want 

everything, you know, just perfect .... 

S: Well, then if she doesn't do a perfect job, the teacher 

takes it in and still complains about it. Why didn't 

you do it right, you know. Incomplete answers and stuff 

like that. . . 

I: So, how should a teacher who, who has a kid who wants 

everything perfect, handle her. 

S: Well, I think she should just, you know, bring it to 

her attention that she . if Sharon says, "Well, you 

know, can I have more time", or something, then the 

teacher should take it into consideration. 

I: What happens if she gets other people to say, "Well, 

you didn't give us more time. That's not right. That's 

not fair." 

S: Well, I think she should ask the whole class if they 

need more time than what they gave them. (Uhuh). 
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I: Urn, this isn't an English class. Do you think other 

classes have different discipline just because of the 

subject matter? (Yeah). How? 

S: Urn, I think that in the math class, it's more ... how 

can I say it . it's attentive, because, you know, 

you're doing word problems and stuff on the board and 

working out of the book. I think in an English class, 

it's more individual work. 

I: Oh, OK. 

S: You know, they give you an assignment and you do it, 

you turn it in, but usually if you need help . . . you 

know. 

I: So there's less structure or less rules in English? 

S: I think so. But that's what's happened before and. 

they are less strict about talking and things like that 

because you're working. 

I: It's not a group sort of situation, is that the 

difference? The whole group is just individuals? 

S: (Yeah) . 

I: OK. There's certain classes, I think, that allow for 

different structure. For instance, say choir or PEe 

Why? 

S: Coz it's a rec ... I guess it's a recreational type of 

period. 

I: (Oh, OK not ... ) 
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s: Then PE usually is, you know, there's like no hitting 

and stuff like that, but usually you can be as loud as 

you want, you know. 

I: Like are you outside here? (Huh)? Are you outside here? 

S: Uhuh. 

I: (OK) . 

S: Or in the gym. 

I: Or in the gym? One of the things I know, for instance, 

in other classes, so like say shop, home ec, things 

like that, they have a lot of safety rules but than 

there's still ... 

S: Right, like Biology too. In the labs. 

I: What ... what kind of rules do they have there? 

S: In the Biology? (Uhuh). Urn, usually when we're doing 

labs we have to wear goggles and stuff because if we're 

using chemicals you don't want the chemicals to go into 

your eyes. You can't be messing around because, if you 

do that, then you can cause an accident, you know, you 

can't have ... you have to do what the whole class is 

doing, because if you don't do that, then you know, you 

can cause an accident . bring danger to you. 

I: So it's more safety rules which doesn't allow you as 

much freedom. OK. Number 4. 
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s: (Lilly reads Situation 4). If it was Mrs. Unimeyer, I 

know she'd be, ahhh, she'd be freaking out. 

(OK) 

S: You know, she'd probably try to stop him but ... 

I: (How?) 

S: she'd probably be freaking out ... just by, you 

know, saying, "What you doing, what you doing?", you 

know. 

I: Oh, stopping and talking, uhuh. 

(Yeah) . 

I: Okay. 

S: She'd probably try to move in front of them or 

something, but I think that if it was, you know, pretty 

big guys I think she'd probably get somebody to go for 

help or something. (OK). Coz you know she's kinda 

small, too. (Uhuh). If it was a male, I think he'd take 

it into his own hands and deal with it. 

I: OK. And how would he ... what would he do? 

S: Just probably by pulling them apart, you know, pushing 

them away from each other, telling them to stop. 

Usually, there's a monitor on each floor, so they could 

just help me out. 

I: OK. Number 5. 

(Lilly reads Situation 5) . 

S: OK. They're going into class? 
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I: Yeah, it's just the beginning of class. 

S: How would a teacher handle that? I don't think a 

teacher would actually bother until the whole class is 

seated. 

I: OK. So as far as she's concerned this isn't class time 

(it's not class time yet), so she wouldn't deal with 

it. 

(Right) . 

I: How might another teacher handle it? 

S: Some teachers think as soon as you walk in the door 

it's class time . you can't, you know ... (it's 

my class), it's my class so you have to go by my rules. 

I: And so how would they handle it? 

S: Urn, I think that some teachers . . I had this one 

teacher ... she'd stand in front of the door and as 

you came in you had to be little (unintelligible) 

(Oh, wow, uhuh) , you know, she had a lot of ... she 

disciplined us a lot. You know, we'd walk in and stuff 

and yu had, as soon as you got in, you had to go sit 

down in your seat and be quiet. 

I: Wow. And so she would, what, say to Sandra, or will 

she talk to the boy or what? 

S: I think she would talk to both of them, but I think 

she'd probably get on Sandra more .... 

I: OK. Alright. Because Sandra started it? 
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S: Because Sandra started it. If that's what she saw, if 

she saw differently she'd probably get on the boy. 

I: OK. Six. 

{Lilly reads Situation 6} 

S: Probably if Miss Omar's the teacher, I think she'd 

probably explain it. She'd probably sit there and 

explain it to you 'til you got it. {OK}. But like move 

you away from the students, you know, she'd probably 

(the group, uhuh), she'd probably just like bring you 

to her desk or something. She'd pretty good at that. I 

think another teacher would probably be, "Well, you 

know, if you don't get it, whatever." 

I: How do teachers handle kids sleeping on the desk? 

S: Ooh. Some teachers don't like it at al. (Uhuh). I was 

in my American history class in my first quarter, 

because they just switched me to a different quarter 

... you couldn't put your head down, if you put your 

head down he'd automatically, like, write you up and 

stuff, coz, you know, in his class when the bell rang 

it was his class time, and if you were, you know, 

wasting his class time, he'd waste your time, you know. 

It was kinda like, "Get me and I'll get you back" ... 

I: Right, uhuh. And when you get written up what happens? 

S: Usually nothing. It depends, it depends how {serious>} 

... how serious it is or how many times you've done 
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this stuff, because we've ... I've had people in 

classes that they do it constantly, constantly but they 

never do anything to them. Usually they just talk to 

them, you know, "Calm down" and stuff, but they do . 

they don't put the discipline that they should some 

times, C02 some students are. some students are 

rowdy, but some aren't, you know. And then some should 

get discipline that is needed. I'm not saying, like, 

get suspended and stuff, but (No), they should be, 

like, in detention hall or something to teach them 

(yeah) you know, to sacrifice something. 

I: So, some teachers don't care if you sleep and then 

others feel that, you know, you're taking up my 

class ... 

S: Some teachers don't care. Some teachers like if you're 

sleeping, they're like, "Whatever, you know, it's your 

learning ... I'm not gonna waste my time. If you wanna 

sleep, sleep." 

I: All right, if you were a teacher (if I was the 

teacher?) and the kid was sleeping what would you think 

should be done? 

S: Urn, I'd probably ask him, you know, what's wrong, you 

know, "Have you just slept?" And if he says "no," well, 

I'd probably just tell him, "You got to pay attention 

to class," if he doesn't or she doesn't. I'd probably 
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just talk to him later (uhuh) and see what the problem 

is, coz yu never know, sometimes there could be a 

problem at home . . . there could be a problem at home 

that needs to be discussed and they can't discuss it. 

I: Uhuh. So, if you were a teacher, you'd get involved 

with their home life a little? 

S: I think so, a little. I think there should be a 

relationship between and the student because, I think 

it makes the student more . usually more 

comfortable in the class, you know, you don't feel so 

threatened, you know, to talk and stuff. 

I: So, you don't feel that, you know, if the teacher knows 

about your personal life even a little, that, you know, 

that you feel uncomfortable with it? 

S: Right. I think that you can respect one another a 

little bit better (you understand one another?), coz, I 

mean if you can ... if you're going to class and you 

don't know who the teacher is and you're in there all, 

and you don't know who the teacher is, I mean, it 

doesn't help much with your learning either. Because if 

you don't know the teacher, I mean. . well, I've 

done it and I've been scared to, like, ask questions 

(Oh, uhuh) and stuff. I mean, I think the teacher 

should open up a little and let the student open up a 

little too. 
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corning from, even if you don't agree sometimes. 
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(Right). It's nice. Yeah, I feel that way in classes 

too. OK, urn, the other part ... so there's really two 

parts ... what I, "I don't get it" and how should a 

teacher handle that if you were the teacher, if a kid 

kept saying . . . 

S: If I was the teacher and they wouldn't get it, I 

wouldn't let them take ... well, what is it, an 

assignment? 

I: Urn, yeah. 

S: I'd probably sit there and work with them and if they 

didn't get it I'd probably give them tutoring after 

school. 

I: When you're working with this kid that's having 

trouble, what might be happening in the hall? Why might 

that teacher not do this? 

S: There might be other, you know (OK, other kids that 

need help), other kids that need help (OK) or maybe ... I 

would probably go up there again ~nd ask, you know, 

"Who needs help", and probably get the people that do 

need the help together in a group or something. That 

sometimes works, or get in front of the class and teach 

it allover again ... yeah, right (laughter). I can 

--------_ .. _-- -------.-~ 
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understand teachers, too, coz they must get tired of 

teaching and teaching and ... 

I: Well, well when you take, you know ... alright, say, you 

got our students who say, "I need more help" and you 

put them over here and you start talking to them, what 

might the teacher be concerned about? 

s: If they're actually paying attention, maybe, (OK) or 

what the other students are doing. 

I: Yeah, yeah, I know that that's one of the things the 

teachers worry about lots of times is ... 

S: If they're actually doing their assignment? 

I: Well, and discipline seems to have more problems 

because you're focusing on these four kids (right) and 

I don't why, urn whether the rest of the class feels, 

well, she's busy so she won't notice us or maybe 

they're, well, if they're getting special attention 

than I'm gonna get some (laughter). (Right). You know,k 

that sounds real juvenile, but I bet that that happens. 

S: It does happen (yeah), it does happen (so) it depends 

on the teacher too, it depends how they discipline 

their students, because, if the teacher has a lot of 

discipline I'm sure nobody's gonna talk. (Oh, OK). But 

if the teacher is like, you know ... I don't know if the 

teacher really doesn't show that you can't talk, you 

know ... 
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I: How does that work with substitutes? Do you think that 

the teacher ... 

s: Well, I think substitutes get treated real bad. 

I: Badly, yeah I know, but one of the things that I meant 

was, I just had a thought, do you think that teachers 

who discipline their class really tightly and teach 

them, you know, that this is not allowed, this is not 

allowed ... (their) substitutes have an easier time, or 

do you ... ? 

S: No, I think it actually is more ... they probably have 

their vacation time there. 

I: They party out when the teacher's not there? 

S: Yeah, when the substitute's there. I think that, I 

don't know, I might be like, if there's a substi ... it 

depends how the class is too. It depends who you have 

in the class. 

I: So that kids ... it depends on their behavior? 

S: Yeah. I think substitutes get treated really bad 

sometimes. 

I: Yeah. I'm sure they do. I'm sure that's why they have 

so much trouble getting because, they don't really have 

any power. 

S: Right, then they don't really know them, so, some 

teachers, some substitutes just like go there and just 

sit there. I've had a couple of substitutes and I'm 

.. _ ... - --- ----.-------- ... - ... _-----------------------
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like "Well help me". "Well I don't know anything about 

this", you know. They're just there like to take care 

(a body) the kids, yeah. 

I: A body, yeah. I bet it's hard for substitutes to change 

schools a lot too. Do you think there's differences 

between schools? 

s: I think so. Different cultures, different growing up, 

like the kids and stuff, different groups. 

I: Do you think culture affects discipline? (Pardon)? Do 

you think culture affects discipline? 

s: Culture? I think so. 

I: How? 

S: Because, I mean it depends how you're brought up, 

especially in your family. Like, my family, my morn's 

really strict on me, so I tend to, you know, I tend to 

just go by what my morn says. (Well, sure). 

S: And it's just like that's how, that's how usually all 

Hispanics are, you know? They're really strict on their 

children and I really don't know about blacks and 

stuff, but I think that, you know, it's different, I 

think it's different in every culture, how the kids are 

brought up and how they're treated, too. Because if 

you're treated like dirt, you know, for sure you're 

gonna be treating other people like that (sure). You 

know, if you're bad-mouthing your kids, for sure them 



112 

kids are gonna be bad-mouthing others (right, yeah) and 

it just goes by ... 

I: And do you think that spills over in the schools? 

s: I think so, because, you know, if they ... it depends 

on who they hang around with because I've seen that 

usually the people that have it easy at home usually 

are more secure about themselves (uhuh), so they 

usually act better (uhuh), you know they behave better, 

but I mean some people, like, divorce and stuff like 

that ... I know that they have a hard time too. You 

know, they have a hard time dealing with things and 

they don't know how to take out their frustrations. 

I: So, easy at home to you means what, Lilly, because I 

heard that you said that you feel that Hispanic parents 

are real tough on them? (Right). What does easy ,at home 

mean? 

S: Easy at home is not, like, having your parents fighting 

all the time. 

I: Oh, OK, that's what I mean. 

S: (On you and stuff). 

I: Problems, in other words. 

S: (Problems) . 

I: OK, yeah. 
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S: I mean everybody has problems (yeah, we all have them), 

but I mean not like death and divorce and stuff . . . 

when that's on your mind, I mean .... 

I: And money problems ... fighting. 

S: Fighting and stuff like that ... 

I: Yeah that, that makes it hard. I mean who can think 

about studying. So, you think that ... this is a 

fascinating idea I hadn't thought about, see. Cultures 

have their . . . different disciplines are needed for 

different cultures? 

S: That's what I think, I think everybody disciplines 

their children, but it's the way they go about 

disciplining their children. ( I think so, yeah). 

Different cultures I mean, it's the way you're brought 

up, you know. If you're brought up in an all Hispanic 

environment for sure you're gonna, you know, if you 

come ... like my parents came from Nogales, Sonora. 

So, they were brought up with all Mexicans and stuff, 

so when they came down here, they tried to treat us 

that way, but it's hard, you know, because we're 

surrounded by all cultures and, you know, when we see 

other people, it's like, I don't have much feeling ·like 

in going out and staying out late (right) til all hours 

of the night, compared to other friends, like, I have 

white friends and, you know, they can stay out till 



whatever, whatever time they feel. You know, but 

sometimes it works differently. It depends how it is at 

home. (Sure). That's what I think. 

I: And I think also I'm aware that discipline is very 

different, as you say, between boys and girls. I mean 

(right) I discipline my girls differently than I 

discipline my boys. 

S: I think boys have a lot more freedom than girls, coz 

usually like with my family, my mom's side of the 

family is really big and there's several boys, but it's 

mostly girls and all the girls are like little soldiers 

and the boys are like, "Ah, let's go party" 

(laughter/both) . . . stay out til 6, 7 in the morning 

and the girls have to be home at 12:00 and 

just the way it works. 

. that's 

I: So, how, how is this school supposed to deal with that 

because I think it's true, boys do have more freedom. 

And I think that comes over into the schools. Yeah, as 

you said. . 

S: I think usually boys tr~ to get away with more and 

they're like little con artists sometimes you know. 

They know how to work out of these things. If they can 

work their parents out to letting them stay out late 

(yeah), they can work on the teacher. 
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I: Yeah, and they're used to getting their way in lots of 

ways. 

S: And sometimes when they don't get it their way they 

throw a fit. You know, at home they're letting them do 

whatever they want and they come to school and they 

have to follow these rules, I mean, it's hard. 

I: And it explains a couple of things if you think about 

it, I mean, because they get away with more at home 

than girls do, when they come to school they assume 

that they will and if it doesn't happen, they get into 

trouble more at school. So what happens is ... no 

wonder the suspension rate is (higher for boys) higher 

for boys because they're really saying, "Hey, this is 

not what's happening at home and why is it not 

happening here?" 

S: I think that girls are more used to following the 

rules, you know. Yeah, I think, if it goes from the 

home, you know, if it comes from the home. (Just like 

with) . in school it will be easier. (Yeah). Yeah, 

because I see some boys, you know, that are like 

I look at them and it's like, "What's your problem, you 

know, chill out., You know, why are you so " You 

know, because they don't let them. like last year 

at the beginning of the school year some guy wanted to 

go to the restroom and the teacher wouldn't let him. 
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She' like, "This is my class time, you're not going to 

go to the restroom." "Yeah, but I gotta go really." He 

just wanted to leave. He didn't want to be in the 

class. And the teacher said, "No, you're not going to 

go." So he got all mad and he started yelling at the 

teacher and the teacher just tended to just ignore him, 

you know. Because they can get into trouble for bad 

mouthing a student or (Oh, OK) to act like 

violent towards them (Sure). And the student just was 

like since then, since that day on that teacher turned 

into his enemy, you know just because he didn't let him 

go to the restroom (Uhuh). So, if it was girl, you 

know, like I asked to go to the restroom and like, "No 

you can't go." I'm like, "OK, fine." You know, 

whatever. 

I: You're used to limits. 

S: I mean, yeah, and it's like "fine, OK." So I sat down 

you know. I really had to go, but you know, he didn't 

let me go, so it's like OK, whatever. 

I: Uhuh. And if he would have let yu go . 

S: And it's just like he just looked at me like, "Oh, OK." 

He expected me to ... you know, that's how I am with 

my mom, you know (right). "Mom can I go here." "No." 

"OK, bye." 
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I: Yeah right, I mean we're used to when rna says, "No," 

you don't argue. 

S: You know, I'm not going to sit there and argue, you 

know you're not going to get anywhere unless you start 

whining and kicking and . 

I: Put yourself again in the teacher's position. Why 

didn't he want the kid to leave? 

S: He probably knew that he just wanted to get out of 

there. 

I: And he wouldn't see him again. 

S: Right. (Yeah). Right, and especially, I think teachers 

treat their students differently depending on how they 

work. Because if they work, if they are attentive in 

class and stuff, I think they treat them differently. 

And if they know that they're just there because they 

have to be there and they don't do anything, they are 

like disruptive and stuff, I think that the teachers 

treat them differently. 

I: So, the teachers treat them differently if they tend to 

be misbehaver. (Right). Do you think they treat them 

differently because they're bright or .? 

S: I think teachers tend to go more with the brightness 

than with the . . . 

I: Kids who are smart? Or is it working and non-working? 

(What do you mean?) Urn, the teachers, urn 
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I: Uhuh, or is it just brains? 
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S: I think it's, I think it's both. (Uhuh). It depends how 

you act in class, I think it's the behavior (the 

behavior?) because I mean if you act, if you act good, 

I mean for sure this is just gonna ... 

I: He thinks that you're cooperating, you know. 

S: Yeah, yeah, for sure he going to have you on he or 

she's side. 

I: Uhuh, I just had another idea. OK, now the teacher 

doesn't want him to leave because he knows/she knows 

that he's not going to come back. If you're in a class 

and you're the teacher and you have a troublemaker out 

for 40 minutes, I think that would be great. 

S: Yeah, but then if the student left and then they get 

caught, you know, the teacher would get in trouble, 

because, you know, if, how can I say it. My computer 

class teacher let this guy leave, "Fine, get out of 

here", you know, he was nagging and (Oh,OK). You know, 

"Can I go please, please, please". So finally she just 

said, "Go". But he was out, he never came back. This 

was at the beginning of the class period. He came back 

like 10 minutes before the bell rang with the monitor. 

The monitor caught him. So, the monitor had to write up 

the teacher for letting him leave. Because the teacher 
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knew. He had done it before and the teacher knew how he 

was. 

I: So he wasn't supposed to let him leave? 

S: She wasn't ... she wasn't supposed to let him leave. 

(Oh,OK). I mean she could let him go, but I mean she 

knew how he was, so he got caught. He got doing 

something, trying to flip the fire alarm or something. 

(laughter /both) 

I: But the teacher also got ... 

S: They caught him- and the teacher got in trouble. 

I: OK. Yeah because I was thinking about, well, if I was 

the teacher and this kid was bugging me to leave, I go, 

"Fine, go" and then I would have 40 minutes of quiet. 

It sounds great to me. 

S: If I was the teacher, I think, I would put a time limit 

to their, you know, to their going to the restroom. 

I: But if they didn't come back, like you knew he wasn't 

going to come back, you could of said "10 minutes". 

(Lilly says something in Spanish). Yeah, but you could 

have said, "10 minute~" and he'd go "Fine, fine", but, 

you know, I could tell that he wasn't going to do it, I 

mean. 

S: Yeah, but I wouldn't, I wouldn't put my butt on the 

line for somebody to ... 
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I: So, you'd have to say "No" to him because you know that 

he wasn't going to ... 

S: Either "No" or give him a limit and if he said 

like ... "You know, well, I gave him a time limit and he 

didn't come, you know". 

I: Oh OK, that would cover your butt. (Yeah). Oh, OK, 

alright. Ah, we are on number 7. (Lilly reads number 

7). How would this teacher handle it? 

S: I think the teacher would probably push him into doing 

his work. 

I: OK. And if Jeff says, "Uh uh, I want to draw"? 

S: She'd probably just write him up (OK) and send him to 

the office or something, but I mean it's useless in 

terms of the office, they don't do anything. (Right). 

Coz they're too busy doing other things to actually 

take care of the discipline problems. (Uhuh). I've had 

it done to me where I do all the work and there's 

people just like sitting there, "Lillian'll do it", you 

know. 

I: Yeah, right. ~She's a good student, she'll do it." What 

do you think the teacher should do? 

S: I think the teacher should, you know, be hard. 

(laughter). That's what I'd do, I'd probably just like, 

you know, hey, you know, what's your problem in 

nothing at all. "Well, that nothing's gonna get you to 
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the office." I think if I was a teacher I'd be strict, 

I'd be strict, but still, you know, I'd try to 

understand what they're doing (listen uhuh). I don't 

know maybe the student has problems and doesn't know 

how to socialize. 

I: OK. And, as a teacher, should yu take care of that 

problem? 

S: Well, somewhat. I would maybe talk to the counselors 

because counselors are usually there for the students 

and they should be there to actually counsel them, 

that's what they are doing, you know, that's their job. 

I: Well how can you get, deal with 

S: Help them deal, coz yu never know, you know, some 

students are like physically abused, you know, they 

just tend to exclude themselves and tend to just wanna 

be alone and stuff. You know, if that's what they do at 

home, that's what they'll tend to do at school. 

I: Yeah (you know). They learned it and it works. Eight. 

(Lilly reads Situation 8). So what would this teacher 

do? 

S: She'd probably ask him if there was a problem. Miss 

Qrnar we're talking about? (Uhuh). She'd probably just 

like, "Hey, you know, what are you doing, yu know. Why 

didn't you do the work. Or why is your work, you know, 

so incomplete." (Uhuh). She'd probably, yu know, go 
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over the questions with him, you know and if it's still 

be just like, "Well, that's the best I could do." 

She'd probably just give up or something. 

I: OK. And give him the grade that he got? OK. How would 

another teacher handle it? 

s: Uhhh, I don't know, I think the teacher'd like probably 

make him rewrite everything, but that sucks too, 

because you work so hard on that . I've had it done 

to me that, I mean, I worked so hard on this assignment 

and I'd and I'd work and, you know, sometimes you don't 

understand the reading, yu know (laughter) 

I: You did your best. 

s: I mean you do your best, and, hey, that's all I can do 

and ... 

I: My math teacher did that. "Well if you'd study more". I 

wanted to say, "If you only knew how much I was 

studying". 

s: Right, right. That's how I am. If there's a test and 

stuff, I study and I study and I study and I mean I can 

sit there and then I feel ... you know, if I fail the 

test, it's like, "Ahhh, fine". (Yeah, right). Yeah and 

then the next time it's like, "Why should I study" and 

then I pass the test. 

I: You don't know what to do. OK. Number 9. (Lilly reads 

situation 9). 
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S: He probably is nervous or something. Urn, Miss 

Uhlmeyer'd probably like yell, "Stop". You know it'd be 

like popping your gum or something. (Yeah). That's how 

I was yesterday. I went to the park and some man was 

like going up on himself, he was just like chewing and 

chewing and I was like, I was just like looking at him 

like, "Will you ever stop"? (laughter). 

I: Don't your jaws get tired? 

S: I know, I mean (Lilly makes chewing sound) and that man 

was nervous because there was a baseball game, so. 

That's why he was stringing his gum out, like "oh OK". 

Urn, I think Miss Uhlmeyer would probably be like, you 

know, "stop please", you know or like move him or take 

everything away from him (yeah, right), uh, I think 

another teacher would probably be well, probably get 

sick of him, send him outside or something. (Uhuh, 

remove him). Yeah, I think I would just go nuts and go 

run around the hall. 

I: No, no, no. We put teachers in the booby hatch for 

that. So, how do you 'think a teacher should handle it? 

S: I think a teacher ask him to stop and if he kept doing 

it and doing it, I don't know, I think she should ... I 

don't know ... maybe just remove all of his belongs 

(yeah) so he could stop or maybe take it away for 

something. And then if all the students, I'm sure 
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they'd get on him, so (yeah) I mean (maybe that might 

be a good strategy) that would be kind of easier, so. 

I: Let the other students discipline (yeah) yeah. Number 

10. (Lilly reads Situation 10). 

S: I think Miss Dhlmeyer would be like, nOh, are you sure, 

you know, are you sure you wanna turn this in like 

this?" "Yeah, whatever, you know". I think she'd be 

like, "Well, if he doesn't care, I'm not gonna care. 

(OK). So she'd probably just give him the grade that he 

gets, probably feeling what he needs. I think another 

teacher would probably, I think Miss Uhlmeyer would 

probably just sit there and ask, because she's really 

good at that, she usually ... if you don't understand 

she'll go and she'll explain it to you and see why, you 

well she can't do anything about it. 

I: Right, if he still wants to read a magazine? 

S: Uhuh. I think another teacher would just take the paper 

and say, "Whatever". You know, just give him the grade. 

I: OK. What would you do if you were the teacher and this 

kid keeps reading a magazine and you know he's not 

doing ... not even ... 

S: I'd take away the magazine. 

I: OK. What'd happen if the kid screams, you know, "It's 

my magazine, I paid for it." 
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S: I'd say, "You can have it at the end of class." 

Teachers are always doing that stuff, too. They always 

take your Walkmans away or, you know your ... 

something that's bugging them, like a magazine, 

especially if they're instructing you and stuff and 

you're down here reading the magazine, they'll take it 

away. "Put that away" and if you don't put it away, 

they'll take it away. 

I: Uhuh. And you think that's what they should do? 

S: To a certain point, I mean. Some teachers, like, over 

exaggerate. "If you want it back, have your parents 

come get it." (Oh, yeah / laughter). You know, that's 

like, "OhhhK." 

I: (laughter) Yeah, right. My mom's supposed to come for 

this. (laughter/both) (Right). Yeah. 

S: Sometimes they treat us like little kids too, like, you 

know, we know what we're doing, you know. We know what 

we're doing, if we're reading a magazine and not paying 

attention to class, it must be for some reason. It must 

be if we're too interested in the magazine to be in the 

class, I mean, I think the class should be more 

outgoing to actually get our attention. (Uhuh)). You 

know, but, I mean sometimes they take our Walkmans away 

and stuff and they say, "Well, you get it at the end of 

the year," you know! (Year!) You know! So, that's what 
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some teachers do, they get them and they throw them in 

the drawer and they don't give it to you til the end of 

the year. (Whoa). So, they won't come back with it 

again, you know. And some teachers ... for I have 

my biology teacher was really strict. I mean, she was 

mean. And she did that to one student and'the student 

it wasn't even the student's (Walkman) Walkman. 

So then the mom came and she just like, she gave it to 

her. But it was like after a while, after the student 

begged and pleased for it, you know. But it had to take 

the mom to drive all the way over here to get it. 

(Well/laughter). I thought it was kind of dumb. (Yeah). 

But still, you know, we shouldn't have Walkmans in 

school anyway. 

I: Yeah, well Walkmans (that's a pretty dumb), that's 

pretty widespread that everybody doesn't all Walkmans. 

Number 11 (Lilly reads Situation 11) . 

S: Low self-esteem. I think the teacher would probably, 

probably if it was a teacher that, how can I say, I 

know if it was a teacher that actually knew who I was 

and stuff, I think the teacher would be, "Well, you 

know, why are you guys doing that to her?" (Oh, OK). If 

it was a girl and if I was a girl in the group, and if 

I was a girl, the teacher would probably be more, would 

probably talk to me more, you know what I mean, to try 

~~~-------- -----------



127 

to make me more comfortable in the class. That's what I 

think a teacher should do (OK) you know, or what's done 

to me. I think Miss Uhlmeyer would probably just, you 

know, just leave it at that because we do have people 

that are, you know . . . that they stay in their own 

little group and stuff. I guess she feels that she 

can't do anything about it. 

I: Uhuh. What happens if it is a guy? (unintelligible). 

Yeah, I heard that. 

S: You know, there's the blacks, the Hispanics, and then 

all the guys (yeah/laughter), you know. 

I: That's what I was just thinking. What happens if this 

is a guy that was being excluded. Do teachers tend to 

help them more or less when they're excluded? 

S: I don't think they tend to help them at all. 

I: I bet not, I bet we're really sexist that way. I bet 

teachers look at girls who are excluded, but when guys 

are, aaahh. 

S: Yeah, "he can hold his own, he's big." 

I: "That's his problem. w Some parents feel that way, that 

teachers should not get involved with things like, that 

this is not academic. They shouldn't deal with it, yu 

know. "You're here to teach, not to . .. " 

S: Yeah, but then if they're here to teach, you should at 

least, I mean, help them in some way. I mean, if 
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they're having problems and stuff in school, I mean at 

home, and they come to school and they have problems 

here too, I mean, I think the teacher should find out, 

coz I mean, what if, you know, it's just like going to 

college. I went with my cousin to a college class. They 

just sit there and they don't even care if you're 

there. I mean (uh uh that's college). That's why so 

many people drop out of college and stuff. 

I: Right. They are not going to babysit. It's like a job! 

S: And some people say like, "Well, wow," you know. (Yeah, 

it's just ... ) I was just sitting there, I was just 

like dazed. (Uhuh). "I don't understand this, I don't 

understand." So I'm like, "Well, ask the teacher for 

help." "I don't think so." I'm like, "OKKaay," I was 

like, "Wow." 

I: (laughter) Nope. It's like a job. You just go and do it 

and (go and do it) and if you can't do, too bad. 

S: I just had a little taste of college and I'm kind of 

hesitating! (laughter) Eeehh! 

I: Oh, it gets better., Also you can always go and talk 

to, you know, the professor later, or some . or in 

a discussion group. Usually they have lecture and then 

you have a discussion group and in the discussion group 

you're supposed to talk. The last one. 

(Lilly reads Situation 12) 
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S: And he has his feet in the ... I think the teacher 

gave him a privilege to actually finish the soda and to 

come into class, you know, to finish the soda in class. 

Because some teachers, I mean, they don't even allow 

drinks in their class. Some teachers do, you know. 

They're pretty cool about that. They understand too, 

you know. We're here too, you know. But some teachers 

are like "Oh no, no, you can't even chew gum." I think 

a teacher should . I think she should have just 

like finished up with his privileges. 

I: What's the teacher concerned about in this? 

S: Well if the soda spills, OK, it's one of them (alright 

she's ... ) if the soda spills, then you get ants 

everywhere. 

I: Right. The janitor gives you (right), I'm sure will 

yell at you. OK, what else is she concerned about. 

S: I know she's probably concerned that if you're drinking 

soda, everybody gonna want to drink a soda. OK. OK. 

Everybody gonna be, "Oh can we have a soda?" (Uhuh). 

You know, I think she's concerned that he wants to do 

whatever he wants to do, not what she wants him to do. 

I: So, what's she gonna do about it? What would you do 

about it? 

S: What would I do about it? I think I'd remove it. I'd 

take it away from him. (the soda or . • . ?) Or just 
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like make him stand in front of a garbage can so he 

could drink it (Oh, OK) now or never, never keep your 

soda. 

I: OK. If I asked all of the kids in the school what is 

the major discipline thing that they don't like about 

student's behavior what would they say? What's the 

biggest problem here? 

S: Fighting. 

I: Fighting? OK. And if I asked, say, the teachers--if I 

sat in the teacher's lounge and asked them, what would 

they say? 

S: Cussing. (OK). They'd probably say "fighting" too. 

l: They would say "fighting" too? 

S: I mean if they was in the classroom, I think ... I 

don't know, I think that's why I think we should learn 

about different cultures because usually it's ... 

sometimes it's your own race fighting and stuff, but 

sometimes it's others and I think if we knew something 

about different cultures, I think I'd be different. 

I: Is that why they fight? 

S: Sometimes it is. Sometimes, you know, if you're down 

for, you know, Hollywood, like different where you live 

even, I mean, I think if you actually took the time to 

know and stuff, but some people are so hard headed and 
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they just don't learn. They just, you know, they get 

their butt kicked and they don't learn. (laughter). 

I: To not fight? 

S: They learn not to fight, I mean they don't learn at all 

not to fight. They just go out there again, it's like 

an accomplishment, you know, it's like an 

accomplishment, you know, it's like ... uh, it's a 

competition. . 

I: It sounds like low self-esteem again. They think that 

the (unintelligible) . 

S: Right. They think that if by fighting they probably, 

you know .•. (they're cool) they're cool. Yeah, me, 

when I was younger, I've always stuck up for myself. 

That's how my mom taught me to always stick up for 

myself, because if I don't, you know, if I don't stick 

up for myself, who's gonna stick up for me. 

I: So you get to understand each other, where you're 

coming from, even if you don't agree sometimes (Right). 

It's nice. Yeah, I feel that way in classes too. OK, 

urn, the other part . so there's really two parts 

. what I, "I don't get it" and how should a teacher 

handle that if you were the teacher, if a kid kept 

saying 
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wouldn't let them take ... well, what is it, an 

assignment? 

I: Urn, yeah. 
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S: I'd probably sit there and work with them and if they 

didn't get it I'd probably give them tutoring after 

school. 

I: When you're working with this kid that's having 

trouble, what might be happening in the class? Why 

might that teacher not do this? 

S: There might be other, you know (OK, other kids that 

need help), other kids that need help (OK) or maybe ... I 

would probably go up there again and ask, you know, 

"Who needs help", and probably get the people that do 

need the help together in a group or something. That 

sometimes works, or get in front of the class and teach 

it allover again ... yeah, right (laughter). I can 

understand teachers, too, coz they must get tired of 

teaching and teaching and ... 

r: Well, well when you take, you know ... alright, say, you 

got four students who say, "I need more help" and you 

put them over here and you start talking to them, what 

might the teacher be concerned about? 

S: If they're actually paying attention, maybe, (OK) or 

what the other students are doing. 
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I: Yeah, yeah, I know that that's one of the things the 

teachers worry about lots of times is ... 

S: If they're actually doing their assignment? 

I: Well, and discipline seems to have more problems 

because you're focusing on these four kids (right) and 

I don't why, urn, whether the rest of the class feels, 

well, she's busy so she won't notice us or maybe 

they're, well, if they're getting special attention 

then I'm gonna get some (laughter). (Right). You know, 

that sounds real juvenile, but I bet that that happens. 

S: It does happen (yeah), it does happen (so) it depends 

on the teacher too, it depends how they discipline 

their students, because if the teacher has a lot of 

discipline (I'm sure nobody's gonna talk. (Oh, OK). But 

if the teacher is like, you know ... I don't know if 

the teacher really doesn't show that you can't talk, 

you know 

I: How does that work with substitutes? Do you think that 

the teacher . 

S: Well, I think substitutes get treated real bad. 

I: Badly, yeah I know, but one of the things that I mean 

was, I just had a thought, do you think that teachers 

who discipline their class really tightly and teach 

them, you know, that this is not allowed, this is not 

------ ---------------------------
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allowed . (their) substitutes have an easier time, 

or do you ? 

I: Fighting too? 

S: Yeah, fighting, you know. You know, I've gotten in 

three fights and them three fights has been girls. They 

come up to me and start it. I've never started anything 

with nobody. That's the way I was brought up. That's 

the way my teaching from my mom and dad. You know, but 

if they're gonna be sitting there and pushing you and 

stuff, you're not gonna let yourself. I mean, she tells 

me, you know, if they're doing that to you, I'm not 

telling you to walk away from it. She goes, "Walk away, . 
it's good, but if you feel that, you know, they're 

humiliating you and, you know, if it's against you, 

fight them." You know, and I've gotten into three 

fights and she tells me, fight them." You know, and 

I've gotten into three fights and she tells me "If you 

fight and you get your butt kicked, I'm gonna kick your 

butt." (Wow!) (laughter). So when I fight, I fight to 

win. (Yeah!). I'm not about to fight somebody and get 

my butt kicked and then go home and get my butt kicked 

again. 

I: So, how come, don't you bring that to school? 

S: How come I don't bring that to school? (Yeah). I don't 

know. Usually, I think people are kinda scared of me, 
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coz I'm like tall and stuff and, I mean, I'm friendly 

and stuff, so usually I don't have problems at school. 

You know, I usually don't 

I: Not even in grade school? (Oh, yeah). I mean maybe your 

reputation has come that I don't beat you up because 

I'll get beat up. 

S: Right. In elementary school, urn, I did have this one 

enemy. I mean, we used to be best friends and stuff and 

then we like became really bad enemies and stuff and 

whenever we'd see each other, we'd flip each other off 

and (Oh God, uhuh) and call each other a bunch of names 

and stuff. And then it became a family thing because my 

family was against her family (Oh, God). So, it became 

this big old thing just because, urn, I had a boyfriend 

and she didn't and because - this is dumb, but this was 

in sixth grade - and just because I had more friends 

than she did, so she tried to conquer my friends and 

she took my friends, so I was alone and stuff, but, you 

know, I didn't care (I know, but ... ). So then ... and she 

was the one that was picking on me. 

I: But we're back to low self esteem, sweetie. (laughter) 

S: Yeah, and I was like whatever, you know and then ... 

I: She was jealous of what you had. 

S: Yeah. Finally,. And, I mean, we were friends. She just 

wanted to be the one, you know (she wanted to be your 
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friend) and I was never like that, I don't what was 

wrong with her, I was never like demanding of her, like 

demanding of my friends, like, nOh, you better follow 

me, you know, we're gonna go do this". She actually 

tried jumping me. She sent one of her friends to jump 

me, because I beat her in a spelling bee. I was like, 

"Aahhh, OK". (Low self esteem). Yeah, I'm serious. And 

then in junior high I fought this other girl because 

her boyfriend hugged me (Oh) and it was like, "No way, 

I have nothing with him, you know". 

I: That's a federal offense. I know, you know. 

S: And then she just attacked me, you know. Like fine, you 

know, "You're gonna be in for it". I remember, I beat 

her up pretty bad ... 

I: So, I think you're reputation's come to high school 

with you. 

S: I think it has, because I really don't have any problem 

at all. I haven't fought at school at all. (Good). I've 

never been suspended. I did fight, you know, 

once ... twice in elementary and once in junior high, but 

I never got suspended because I had witnesses, you 

know, that it was her attacking me. She threw the first 

punch, you know, and I didn't get in trouble. I did get 

detention, but I mean, I've never got suspended. 
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I: If I asked people outside, you know, that don't have 

kids here and don't have kids high school age at all, 

"What's the biggest problem in high schools, 

discipline-wise", what would they say? 

S: If they say about Tucson High? 

I: No just any high school. All high schools. 

S: All high schools? It depends where you live because, I 

mean, excuse me, it was Tucson High, Sunnyside, or 

Desert View, maybe even Pueblo, J mean, especially 

Pueblo and Tucson High, they think it's the worst gang 

violent school and this and that and it's really not, 

you know, it's really not. It's bad, but it's not like 

you walk around and you get shot (Yeah, right!). That's 

what people are scared of, I mean we get people like 

from the north side, like Mountain View - I have a 

cousin that goes to Mountain View - and Amphi, Flowing 

Wells, Palo Verde, and stuff like that, you know, 

they're like, "No way, you know (they're afraid?) I 

don't want to go to Tucson High and stuff". They're 

afraid, you know. It's like, "What's so bad about, you 

know". You know, it depends how you act. If you act 

like if you're bad and mighty, if you're gonna beat 

everybody up, I mean, for sure you're gonna get some 

people on you. 

I: Yeah. An attitude's an attitude. 
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s: But if you're just you, I mean, if they don't know you 

they're not going to go up to you and beat you up, you 

know, coz there's like a lot of students at Tucson 

High. There's almost what, a thousand or something like 

that and, I mean, I remember since my freshman year, I 

meet people every day. And still to this day, you know. 

There's like, God, you know, I never saw this person 

and they've been here since my freshman year. (Uhuh, 

uhuh). You know its coz (it's so big) it's so big, you 

know (yeah). It's not ... 

I: And people come and go, I assume, too. 

S: It's not as bad as people think (uhuh). You know and 

I'm sure Pueblo's not as bad. I don't think any 

school's really bad. I think it's all the same (uhuh) 

you know. It also depends on who's in it, you know--I 

don't know if it's dumb--and like I think, they 

stereotype, they stereoty~e a lot (uhuh, coz they don't 

know). They like to stereotype Mexicans and blacks and 

whites and stuff like, I mean, it's always a black and 

white issue and stuff that like--it's dumb. 

I: Yeah, they don't know. 

S: They don't know. 

I: Well, thank you very much. 

S: You're welcome. 
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