
THE INFLUENCE OF PUPIL SOCIO-ECONOMIC
STATUS AND TEACHER CHARACTERISTICS

ON TEACHER ROLE PERFORMANCE

Item Type text; Dissertation-Reproduction (electronic)

Authors Beezer, Bruce G.

Publisher The University of Arizona.

Rights Copyright © is held by the author. Digital access to this material
is made possible by the University Libraries, University of Arizona.
Further transmission, reproduction or presentation (such as
public display or performance) of protected items is prohibited
except with permission of the author.

Download date 24/05/2023 20:54:04

Link to Item http://hdl.handle.net/10150/287453

http://hdl.handle.net/10150/287453


70-13,738 

BEEZER, Bruce Gerald, 1931-
THE INFLUENCE OF PUPIL SOCIO-ECONOMIC STATUS 

AND TEACHER CHARACTERISTICS ON TEACHER ROLE 
PERFORMANCE. 

University of Arizona, Ed.D., 1970 

Education, theory and practice 

University Microfilms, Inc., Ann Arbor, Michigan 

THIS DISSERTATION HAS BEEN MICROFILMED EXACTLY AS.RECEIVED 



THE INFLUENCE OF PUPIL SOCIO-ECONOMIC STATUS 

AND TEACHER CHARACTERISTICS ON 

TEACHER ROLE PERFORMANCE 

by 

Bruce Gerald Beezer 

A Dissertation Submitted to the Faculty of the 

COLLEGE OF EDUCATION 

In Partial Fulfillment of the Requirements 
For the' Degree of 

DOCTOR OF EDUCATION 

In the Graduate College 

THE UNIVERSITY OF ARIZONA 

19 7 0 



J 

THE UNIVERSITY OF ARIZONA. 

GRADUATE COLLEGE 

I hereby recommend that this dissertation prepared under my 

direction by Bruce Gerald Beezer 

entitled THE INFLUENCE OF PUPIL SOCIO-ECONOMIC STATUS AND 

TEACHER CHARACTERISTICS ON TEACHER ROLE PERFORMANCE 

be accepted as fulfilling the dissertation requirement of the 

DOCTOR OF EDUCATION 

Date 

After inspection of the final copy of the dissertation, the 

following members of the Final Examination Committee concur in 

acceptance: *•'-

JGZLJSM 
/1 r  I t  <• 1  

n Uy§ nw 

_ if OV 19/? 

"This approval and acceptance is contingent on the candidate's 
adequate performance and defense of this dissertation at the 
final oral examination. The inclusion of this sheet bound into 
the library copy of the dissertation is evidence of satisfactory 
performance at the final examination. 

its\approval and recommend 



STATEMENT BY AUTHOR 

This dissertation has been submitted in partial 
fulfillment of requirements for an advanced degree at The 
University of Arizona and is deposited in the University 
Library to be made available to borrowers under rules of 
the Library. 

Brief quotations from this dissertation are 
allowable without special permission, provided that 
accurate acknowledgment of source is made. Requests for 
permission for extended quotation from or reproduction of 
this manuscript in whole or in part may-be granted by the 
head of the major department or the Dean of the Graduate 
College when in his judgment the proposed use of the 
material is in the interests of scholarship. In all other 
instances, however, permission must be obtained from the 
author. 



ACKNOWLEDGMENTS 

My sincere appreciation is extended to the members 

of the dissertation committee: Dr. Herbert B. Wilson, 

Chairman; Dr. John H. Chilcott, Dr. James Donohoe, Dr. 

Stanley D. Ivie, Dr. Victor H. Kelley, and Dr. Thomas W. 

Parker. The time and understanding given by the teachers 

who participated in this study are also sincerely acknowl

edged. 

The opportunity to serve as an Instructor of 

Education while working on the dissertation is due to the 

College of Education and its Dean, Dr. F. Robert Paulsen. 

Finally, I wish to express an acknowledgment to my 

wife and three daughters, whose continued understanding and 

support were for me the most significant finding made while 

doing this study. 



TABLE OF CONTENTS 

Page 

LIST OF TABLES vii 

LIST OF ILLUSTRATIONS viii 

ABSTRACT ix 

CHAPTER 

I. STATEMENT OF PROBLEM, DEFINITIONS, 
ASSUMPTIONS, AND LIMITATIONS . 1 

Introduction 2 
Statement of the Problem 11 
Hypotheses to Be Tested 12 
Definition of Terms Used 13 

Socio-economic Difference 13 
Role Performance 15 
Situation 15 
Ethnic or Racial Membership 16 
Intermediate Elementary Teacher ... 16 
Length of Classroom Experience .... 17 

Assumptions 17 
Limitations 19 
Importance of the Study 20 
Summary 21 

II. REVIEW OF RELATED LITERATURE 23 

Precursors of Role Theory 24 
Personal Role 34 
Cultural Role 36 

• Situational Role 37 
Social Role Theorists 39 
Reciprocity of Role 47 
Theoretical Model of Social Role 51 
Teacher's Role 57 
Review of Empirical Teacher Role 

Studies 65 
Theoretical Teacher Role Mode] 70 
Criteria for Teacher Role Performance . . .74 
Summary .77 

iv 



V 

TABLE OF CONTENTS--Continued 

CHAPTER Page 

III. VARIABLES SELECTED, MATERIALS USED, 
AND GROUPS STUDIED 79 

Variable Selection . . . 79 
Social Class 80 
Teacher Age 82 
Length of Teaching Experience 85 
Ethnic and Racial Membership 89 
Materials Used 90 

Questionnaire 91 
Observation Technique 94 
Objective Behavior Measure 98 
System Selected 101 

Personal Interview 105 
Group Studied 106 
Teachers 109 
Grade Level 109 
Summary 109 

IV. COLLECTION AND ANALYSIS OF DATA 113 

Collection of Data 113 
Questionnaire 113 
Observation 114 
Personal Interview 116 

Statistical Techniques Used . . • 117 
Analysis of Data 120 
Classroom Observation . . 132 
Discussion of Hypotheses 137 

V. SUMMARY, CONCLUSION, AND IMPLICATIONS .... 142 

Rationale of the Study 142 
The Sample 144 
The Instruments 144 
The Statistical Methodology 146 
Conclusions 146 

Situational Dimension: Pupil 
Socio-Economic Status 147 

Personal Dimension: Age of 
Teacher 147 

Personal Dimension: Length of 
Teaching Experience 148 

Limitations of the Study 148 
Recommendations for Further Study .... 149 



vi 

TABLE OF CONTENTS--Continued 

CHAPTER Page 

Implications of the Study 152 
Expectational Dimension 155 
Personal Dimension 156 
Situational Dimension 157 

APPENDIX A: OUTLINE OF SIX TEACHER ROLES 159 

APPENDIX B: TEACHER ROLE PERFORMANCE IN 
EDUCATION 170 

APPENDIX C: TEACHING STRATEGIES 176 

APPENDIX D: INTERVIEW QUESTIONS . . 181 

APPENDIX E: TEACHING STRATEGIES GRID * 185 

LIST OF REFERENCES ; 186 



LIST OF TABLES 

Table Page 

X. Socio-Economic and Academic Profile of 
Pupils in Selected Schools 108 

II. Average Frequency Means for Role Areas 
by Teachers in Different Socio
economic School Situations ........ 121 

III. Average Frequency Means for Role Areas 
by Teachers in Different Age Groups .... 123 

IV. Average Frequency Means for Role Areas 
by Teachers in Different Length of 
Teaching Groups 128 

V. Number of Teachers in Each Age and 
Length of Consecutive Years Teaching 
Groups 130 

VI. Per Cent of Total Teacher Verbal 
Behavior to Encourage Problem-Solving . . . 134 

VII. Per Cent of Total Teacher Verbal 
Behavior in Utilizing Academic 
Knowledge . 135 

VIII. Per Cent of Total Teacher Verbal 
Behavior in Sanctioning Pupils ,136 

vii 



LIST OF ILLUSTRATIONS 

Figure Page 

1. Dimensions and Variables of Social Role 
Used in This Study 6 

2. Theoretical Model of Social Role 52 

3. Behavioral Sequence of Reciprocal Roles . . . 56 

4. Teacher and Pupil Behavior Sequence 
and External Situational Factors ...... 72 

5. Teacher and Pupil Interaction Pattern ' 75 

Vlll 



ABSTRACT 

The purpose of this study was to investigate the 

possible relationship between different groups of teachers 

and their role performance. The teachers were grouped on 

the basis of pupils' socio-economic status, teacher's age, 

length of teaching experience, and teacher's ethnic or 

racial membership. These variables were studied within 

the conceptual framework of social role theory. 

The study involved a review of literature pertinent 

to role theory and teacher behavior. A theoretical social 

role model was developed to aid in investigating actual 

teacher behavior while performing the role of a teacher. 

The concept of social role was employed because it tended 

to integrate three major dimensions concerning human social 

behavior; the expectational, the situational, and the 

personal. 

The field application of this study involved sixty 

female intermediate grade teachers. These teachers were 

selected from twelve schools located in one of the largest 

urban school districts in southern Arizona. 

The expectational criteria selected for teacher 

role performance were selected from the California Teachers 

Association's Six Areas of Teacher Competence. These six 

areas are classified as: (1) "Director of Learning," (2) 
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"Counselor and Guidance Worker," (3) "Mediator of the 

Culture," (4) "Link with the Community," (5) "Member of the 

Staff," and (6) "A Member of the Profession." The expecta-

tional criteria served as a basis for the selection and 

preparation of the instruments used to. obtain data. 

Teacher responses to a questionnaire developed by 

C. E. Fishburn were compared to determine the teacher's 

indicated role performance in each role area. A verbal 

interaction coding system developed by Bruce Joyce was used 

to observe and record the teacher's classroom verbal 

behavior in the role area "Mediator of the Culture." A 

Personal Interview Schedule was prepared for purposes of 

this study to determine other-role behaviors. Personal 

background variables of the selected teachers were obtained 

from a Personal Data Sheet and used for grouping purposes 

in this study. 

The Chi-Square formula was used to test the rela

tionship and differences between the teachers' responses to 

Fishburn's questionnaire. The level of significance was 

set at .05. A percentage comparison was made to show 

recorded differences in teachers' verbal behavior using 

Joyce's coding system. A categorical analysis was made to 

compare differences in teachers' responses to the Personal 

Interview Schedule. 



The major findings of this study were: 

Teacher role performance as "Director of Learning," 

"Counselor and Guidance Worker," and "Mediator of 

the Culture" was related to the socio-economic 

status of the pupils. 

Teacher role performance was significantly differ

ent in relation to the age of the teacher. Younger 

teachers were more active as "Director of Learning" 

and "Counselor and Guidance Worker." The level of 

significance was .01. Older teachers, regardless 

of lengths of teaching, tended to be more active as 

"Member of the Staff" and "A Member of the Profes

sion ." 

Teacher role performance was significantly differ

ent in relation to length of teaching experience. 

Teachers with fewer years experience were more 

active as "Director of Learning" and "Counselor and 

Guidance Worker." The level of significance was 

.05. Teachers with more years of teaching experi

ence tended to be more active as "Member of the 

Staff" and "A Member of the Profession." 

It was impossible to analyze the relationship of 

teacher role performance and teachers who are 

members of ethnic or racial groups due to the 

limited number of teachers representing these groups 

in the school district selected for this study. 



CHAPTER I 

STATEMENT OF PROBLEM, DEFINITIONS, 
ASSUMPTIONS, AND LIMITATIONS 

The development of role theory has afforded 

investigators of human behavior a unique and challenging 

concept. The use of role theory has gained a position of 

increasing importance in such fields as cultural anthro

pology, social psychology, and sociology. Biddle and 

Thomas (1966) listed approximately 1,380 books, empirical 

studies, articles, monographs, and dissertations concerned 

with role theory or some aspect of it. 

Contributors to the expanding material on role 

theory have focused on a wide range of related social 

functions such as patterns of behavior, norms, expecta

tions, or perceptions; of groups, positions, or statuses; 

of sanctions, consensus, or conflict; of ego, actor, 

subject, or observer. The result of such wide ranged 

interest has led to some confusion and lack of agreement 

as to the meaning of terms and with what is included in 

role theory. With regard to the inclusiveness of role, 

Biddle (1962) remarked: ". , . it may be maintained that 

role theory seems to have achieved popularity because of 

its many useful connotations rather than its specific 

denotations" (p. 1). 

1 
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Even though the concept of role may be somewhat 

confused, this does not imply that role theory has not had 

a central focus. Hole theory has been primarily concerned 

with patterns of behavior which are common to groups of 

social actors and the cognitive and affective phenomena 

which underlie these patterns. There has also been a 

continual effort to refine the empirical measurement of 

role phenomena. 

Introduction 

For centuries scholars have been concerned about 

social interaction among groups of people and their pattern 

of behavior. The importance of teachers and their teaching 

behavior has been a subject of interest from the time of 

Socrates, Plato, and Aristotle to the present time. It is 

generally believed what teachers do tends to have a major 

influence on formal education and the achievement of its 

stated goals. Cottrell (19 54) indicated the teacher's 

importance when he stated: 

. . . the teacher is the key to the whole educa
tional process. If he reflects in his own 
person the essence of sound education, if he is 
intellectually alive and socially concerned, he 
is likely to influence his students construc
tively. Yet the task of developing competence 
in students is so exacting that many qualities 
both professional and personal are necessary 
for his success (p. 12;. 

Teachers and their professional behavior can be the 

central focus of a role theory. Teachers are a group of 
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social actors who think and feel, and who manifest patterns 

of behavior while teaching. The act of teaching has been a 

complex and difficult behavior to study because of the many 

factors which influence it. The society served, the indi

vidual teacher, the type of pupils taught, the subject 

matter content, and the physical conditions present can 

affect teacher behavior. 

A weakness of most studies concerned with teachcr 

behavior has been the absence of a theoretical model that 

integrates the multiple factors influencing the teaching 

act. The purpose of this study is to develop a model using 

the concept of social role to analyze teacher behavior. 

Social role involves the idea of a reaction pattern 

prescribed by the culture and a social reaction pattern 

selected out of the many-sided aspects of one person inter

acting with another. This concept lends itself to an 

analysis of behavior in terms of the social roles which are 

available in a culture. 

The concept of social role is concerned with three 

major conditions. The first is cultural, which suggests a 

prescriptive and expectational dimension to social role. 

A second dimension is personal, wherein the individual 

actor is allowed some discretion in the performance of a 

social role. Finally, there is a situational dimension 

that accounts for the fact that social role performance 

takes place in interactional settings. ' . 
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The three dimensional aspect of social role pro

vides a concept that has an integrative quality regarding 

human behavior. All societies have certain anticipations 

and standards by which a person can direct his action in 

common and necessary social functions,- such as father, 

mother, teacher, medicine man, or soldier. The performance 

of the social role is determined by an individual who 

brings to the performance of a role a unique personality. 

The actualization of society's expectations and the indi

vidual's needs takes place in a situation which controls 

the means available to act for a desired outcome. A more 

comprehensive understanding of why a person performs a 

social act in a particular manner necessitates an under

standing of the expectations of society, the actor's 

personal characteristics, and the nature of the situation 

in which the action takes place. The three dimensional 

factors of social role require an investigator using this 

concept to select variables from all three dimensions in 

order to assess the effect each variable might have on the 

observed role performance. 

The use of the concept of social role in relation 

to teacher professional behavior is employed by this study 

to integrate factors which may influence teachers in their 

role performance. Although there have been numerous 

variables considered in previous studies on teacher 
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behavior there has been little attempt to measure the 

influence of one over another. 

Figure 1 has been developed as a model for research 

on teacher behavior and role theory. The combination of 

factors illustrated provides a researcher an opportunity 

to: 

1. decide which dimension and its factors are the 

dependent variables. 

2. select independent variables from the other two 

dimensions. . . 

3. consider the nature of his dependent variable and 

develop or select an instrument and procedure to 

measure the extent the dependent variable is 

related to the independent variables. 

The professional expectations concerning teacher 

behavior was the dependent variable used in this research. 

The independent variables selected from the personal 

dimension were the teacher's age, length of teaching 

experience, and ethnic or racial membership. The inde

pendent variable selected from the situational dimension 

was the socio-economic level of the teacher's pupils. 

Although each of the independent variables has been con

sidered in both theoretical and empirical studies, no study 

has explicitly attempted to investigate the relative 
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Desired 
Profess ional 
Behavior 

EXPECTATIONAL 

SITUATIONAL 

Pupil Socio
economic 
Status 

PERSONAL 
Age 
Sex 
Length of 

Experience 
Ethnic or 
Racial 
Membership 

Figure 1. Dimensions and Variables of Social 
Role Used in This Study 
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influence each variable has on a selected group of teachers 

with regard to an expectational role performance. 

Many articles have been written on the socio

economic status of pupils in American schools and its 

influence on education in the school. Representative 

studies (Burton, 1953; Kahl, 1953; Sewell, Haller, and 

Straus, 1957; Sexton, 1966) have considered the pupil's 

socio-economic status and clearly showed differences among 

social classes in educational achievement, aspiration, and 

attainment. Most educational systems have established 

goals to ensure the teaching of basic intellectual skills, 

social heritage, and vocational orientation necessary for a 

citizen to participate in the general society. The 

successful achievement of these educational goals depends 

on the pupil's attitudes and goals. 

The pupil's attitudes and goals are important 

because they influence the pattern of interaction that 

takes place in the classroom. This interaction is between 

the teacher and the pupils, and the attitudes and goals of 

both parties affect the action of each, other. Smith (1963, 

p. 29 7) suggested that the interaction between the teacher 

and the pupil influences the teacher's performance when 

teaching in the classroom situation. 

The personal dimension of social role provides 

another source for independent variables. Many theoretical 

and empirical studies have focused on desirable and 



undesirable teacher characteristics. This material 

extends, in time, from Socrates to such recent studies as 

Herzburg et al. (1957) and Ryans (1960). Ryans' comprehen 

sive study considered the correlation between pupil 

achievement and behavior and such teacher characteristics 

as age, sex, and specific contrasting teacher behavior 

patterns. However, no study has been done to correlate 

teacher characteristics with performance expectations in 

specific situations as attempted in this research. 

The personal variables of age, length of teaching, 

and ethnic or racial membership are selected because they 

indicate unique social and personal experiences in a 

person's life regardless of occupation. Aging is regarded 

as a basic process in movement through life and as a 

common denominator. All societies have made some distinc

tions based on age as to performance of social functions 

and personal relationships. Since age has been recognized 

as an inclusive factor related to social functions and 

relationships in a society, it is considered as a point of 

departure for generalizations about influences concerning 

occupational performance. Of specific interest for 

purposes of this study is the effect of aging on teacher 

role performance in such a rapidly changing society as the 

United States. 

The length of experience a person has in a particu

lar occupation can have many effects on how a person 
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performs his occupational role. Normally a person in an 

occupation will have been confronted with many different 

and recurring situations which result in a repertoire of 

skills and knowledge. As a person continues in an occupa

tion he normally has increased his identification with that 

occupation and normally will have formed firm opinions 

regarding the nature of the occupation. Relationships with 

fellow employees will be affected because a more experi

enced person is normally afforded some deference by a less 

experienced person. As experience is unique to the 

particular individual and common to all in an occupation, 

it is regarded as a more inclusive factor than specific 

personality features. Another aspect of this study is to 

determine if the length of teaching experience is related 

to the teacher's role performance. 

Within the last decade there has been a growing 

number of studies related to ethnic and racial minorities 

in the United States. Such representative books as 

Harrington (1963), Kvaraceus (1965), Madsen (1964), Manuel 

(1965), Myrdal (1962), and Zintz (1960) have suggested that 

the life of an ethnic or racial minority person generates 

distinctive attitudes and orientations just as it encour

ages distinctive patterns of social life. Some of the most 

important of these patterns are explained by the above 

authors as adaptive responses to social and racial 
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conditions. These patterns represent efforts to come to 

terms with minority membership through attitude adjustment. 

One example of attitude adjustment found to be 

prevalent among minority people is pessimism. A member of 

an ethnic or racial minority group has been more inclined 

than a member of an ethnic or racial majority group to have 

a pessimistic outlook regarding personal life and to 

transfer this pessimism on to the world. A 1959 public 

opinion poll (Harrington, 1963, p. 131) found that minority 

individuals were disposed to believe that a third World War 

and economic recession would soon take place. 

Myrdal (1952, p. 54) considered the Negro as 

purposely isolated from other elements in the population 

and therefore having a feeling of alienation. Myrdal 

expressed the cause of this alienation in the following 

terms: "They are excluded from assimilation. Even by 

their best friends in the dominant white group . . they 

are usually advised to keep to themselves and develop a 

race pride of their own" (p. 54). 

The unique experiences and suggested attitude 

changes by a member of an ethnic or racial minority group 

have an encompassing influence on the person's to.tal life 

pattern. Although ethnic or racial minority experiences 

are not exactly similar for each person, the persuasiveness 

of this characteristic indicates another common variable. 

For purposes of this study, ethnic or racial characteristics 
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are selected to investigate their effect on the performance 

of the teacher's role. 

The position of this study is that: (l) the class

room teacher performs a social role; (2) personal, situa

tional, and expectational dimensions should be considered 

and integrated in order to understand what a teacher does 

in a classroom; and (3) the concept of social role can 

integrate these three dimensions for analysis. These 

assumptions are supported by Znaniecki (1965) who suggested 

a definition for social role similar to that developed for 

purposes of this study: "It seems to us that . . . person, 

social circle, duties and rights are to be found in every 

social role, and that no social role can be adequately 

investigated without taking all of them into consideration" 

(p. 206). 

Statement of the Problem 

The purpose of this study is to learn more about 

teachers and the way they perform their work in the class

room. The study is designed to investigate, describe, and 

compare similarities and differences in the performance of 

the teacher's professional role by sixty intermediate grade 

female teachers in twelve schools. The schools are divided 

into two groups on the basis of high and low socio-economic 

attendance areas in Tucson, Arizona. Similarities and . 

differences are established using the "California Teachers 



12 

Definition" of the teacher's role (Appendix A) as the 

expectational norm. The explicit objectives of this study 

are stated as questions derived from the selected variables 

considered in this study. 

1. Does the pupils' socio-economic status influence 

the classroom teacher's role performance when 

compared to the same expectational norm? 

2. Does the teacher's age influence the classroom 

teacher's role performance when compared to the 

same expectational norm? 

3. Does the teacher's length of classroom experience 

influence the classroom teacher's role performance 

when compared to the .same expectational norm? 

4. Does the teacher's ethnic or racial membership 

influence the classroom teacher's role performance 

when compared to the same expectational norm? 

Hypotheses to Be Tested 

The following null hypotheses are developed for 

purposes of answering the above stated problems. 

1. There will be no difference in role performance 

between teachers instructing pupils from different 

socio-economic status. 

2. There will be no difference in role performance 

between teachers due to age, with different lengths 

of classroom experience, ethnic or racial 
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membership, and instructing pupils from different 

socio-economic status, 

3. There will be no difference in role performance 

between teachers due to length of classroom 

experience, with different ages, ethnic or racial 

membership, and instructing pupils from different 

socio-economic status. 

4. There will be no difference in role performance 

between teachers due to ethnic or racial member

ship, with different ages, length of classroom 

experience, and instructing pupils from different 

socio-economic status. 

Definition of Terms Used 

Socio-economic Difference 

"Socio-economic difference" in this study indicates 

a personal distinction in a social system based on family 

income, parental educational level, and type of family 

residence. 

There has been a general recognition that American 

society is divided into more or less distinguishable socio

economic groups. Warner, Meeker, and Eells (1960) have 

pointed out that the group in which a person is placed 

depends on such factors as source of income, house type, 

occupation, and dwelling area. Other writers have suggested 

similar means of measuring socio-economic levels. Lenski 
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(1952) and Kenkel (19 54) in their studies indicated that 

people operated on perception of status difference in 

people around them. Both utilized the Warner study cri

teria as a measure of status difference. In a later study, 

Lenski (1956) developed his "Crystallization" approach to 

locate socio-economic differences. This is a technique 

dealing with the major dimensions of human activity, such 

as religion, politics, race, income, and education to gain 

some idea to what socio-economic group a person belongs. 

He held that when a person has a high degree of consistency 

among these dimensions, he is in a different socio-economic 

group from one with a low degree of consistency. 

Although the distinctions between the various socio

economic groups have not been clearcut, there has tended to 

be a comparative stability of these various groups. This 

stability has been a result of these groups holding certain 

values which serve to bind its members together. Kahl 

(1959, pp. 184-220) and Lewis (1967, pp. vi-viii) have 

discussed the notion that the various socio-economic groups 

in a given society develop an orientation to society with 

unique values that are a variant of a national culture. 

The present study uses criteria suggested by • 

previous studies to determine a socio-economic distinction 

between people in American society for purposes of grouping 

them. The purpose of grouping pupils into higher and lower 

socio-economic levels is to investigate the effects the 



15 

respective pupil socio-economic value orientations have on 

teacher role performance. 

Role Performance 

The term "role performance" means the expressed 

overt behavior of a person performing a social function. 

"Role performance" is an inclusive concept similar to "role 

enactment" (Sarbin, 1966, p. 195) and "role behavior" 

(Newcomb, 1950, p. 273). Conceptually, roles have been 

viewed as systems of responses which are defined in rela

tion to various membership groups in which an individual 

performs. When studied as a system of responses, there has 

been a tendency by such studies to emphasize the expecta-

tional dimension of role. This conceptual analysis, how

ever, has not been sufficiently inclusive for considering 

the dynamics of role. The term "role performance" is a 

term which can be inclusive enough. The model should have 

a framework for the integration of "why" and "how" an 

individual performs a social role, not just the role's 

content. 

Situation 

The term "situation" is defined as a pattern of 

social relationships regarded as a source of interaction 

experience between persons. Smith (1945, p. 224) con

sidered the concept "social situation" as a larger reference 

than social behavior or social group. She regarded ' 
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situation as being a .relational term, which implied a 

plurality of persons having some sort of relationship to 

one another. This relationship had to be a significant 

one, namely, one of function, interdependence, and mutual 

influence. 

• Although there are various meanings to situation, 

the concern of Smith's study was with persons interacting 

with one another. According to Smith (1945, pp. 228-229) 

this personal interaction gives a social connotation to the 

meaning of situation. Also, the social emphasis consists 

of one person influencing or being influenced by a social 

environment. The social environment is another actor or 

actors who have some relation with the person. This 

particular emphasis on the social meaning of the word 

situation is considered to be explicit and operational when 

related to the classroom. 

Ethnic or Racial Membership 

The phrase "ethnic or racial membership" refers 

to a person in a distinct group of a social system based on 

ascribed, characteristics such as skin color, family of 

origin surname, or sustained daily use of a foreign 

language. 

Intermediate Elementary'Teacher 

"Intermediate elementary teacher" is a classroom 

teacher in grades four, five, or six. 
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Length of Classroom Experience 

"Length of classroom experience" means the number 

of full school years a person has had as a teacher in a 

classroom. 

Assumptions 

The following assumptions are regarded as a basis 

for investigating and interpreting the data obtained in 

this study. , 

1. The role of the teacher for the purpose of analysis 

can be divided into distinct behavioral segments. 

These segments are closely related and together 

comprise the role of the teacher. A similar 

assumption has been made in other studies (Redl 

and Wattenberg, 1957; Grambs and McClure, 1964; 

Drabick, 1967) concerned with teacher role. 

2. The "California Teachers Definition" of the 

teacher's role, formally entitled Six Areas of 

Teacher Competence, is considered the most inclu

sive and characteristic of what a classroom teacher 

does. The teacher's role performance is divided 

into six areas designated as: "Director of 

Learning," "Counselor and Guidance Worker," 

"Mediator of the Culture," "Link with the Com

munity," "Member of the Staff," and "A Member of 

the Profession." Under each heading are activities 



defined in behavioral terms describing what a 

teacher does while performing that area of the 

teacher's role. 

The definition represents a cooperative 

endeavor started by the California Council of 

Teacher Education in 1945. Those who participated 

in developing the definition were college of educa

tion professor's, school administrators, and class

room teachers from all grade levels. The current 

definition is the result of some thirteen years' 

work and is an attempt to establish an objective 

frame of reference for research into teacher 

behavior. The definition has been adopted by the 

National Commission on Teacher Education and 

Professional Standards of the National Education 

Association. 

A questionnaire developed by C. E. Fishburn based 

on the "California Teachers Definition" is used in 

this study. Fishburn (1955, 1962, 1965) has 

administered the questionnaire, which he calls the 

"Role Dimension Profile Scale," to a large number 

of teachers and student teachers for apprpximately 

thirteen years. In his studies Fishburn achieved 

statistically significant results using the "Role 

Dimension Profile Scale" to find which areas of the 
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"California Teachers Definition" teachers perceived 

as most important. 

Limitations 

The following limitations are considered important 

in order to better define the purposes of this study. The 

concern of this study is less with the internal psycho

logical field of the actor than with those social regu

larities in the external situation wherein the actor must 

move. Such a framework places the burden of analysis, not 

upon the "self-concept" of the individual leader, but 

rather upon the recurrent necessities of the organization 

and certain sociological characteristics. 

1. The study's findings are limited to the role 

performance of selected female intermediate grade 

teachers in Tucson, Arizona. 

2. The study is not designed to be concerned about 

personal characteristics of intermediate grade 

teachers other than those of age, length of class

room experience, and ethnic or racial membership. 

. 3. The study is not designed to investigate other 

concerns associated with role theory such as 

teacher role perception, expectation, or conflict. 

4. The study is not designed to be concerned about 

pupil's personal characteristics other than socio

economic membership. 
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5. The study is not designed to investigate adminis

trative practices which enhance or hinder the 

classroom teacher's performance in relation to the 

socio-economic status of the pupils or teacher 

characteristics. 

Importance of the Study 

The public schools and teachers are a vital concern 

of American society. They have the responsibility to 

educate pupils in many necessary intellectual and social 

skills. This goal requires continual study to investigate 

those factors which facilitate or hinder its accomplish

ment.' "The identification, relation, and assessment of 

these factors as they affect education necessitates the 

development of theories concerned with education. 

The Social Foundations of Education is a field of 

study concerned with social factors as they affect educa

tion. As a branch of study it is concerned with the 

development, investigation, and application of social 

science theory and findings as they relate to the social 

dimensions of educational decision making. One such area 

for decision making has to do with the professional 

behavior of the public school teacher. 

In an attempt to understand the professional 

behavior of the public school teacher, this study first 

develops a sociological theory utilizing a concept of 
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social role. The development of the social role concept as 

it relates to teacher behavior is regarded as a contribu

tion to educational theory. The second concern is to use 

the social role concept to analyze.the effects that 

selected social factors have on teacher behavior. The 

results of the analysis could be considered a contribution 

to practical suggestions for decisions concerning pre-

service and in-service education programs. 

Summary 

There has been a growing interest and use in the 

fields of cultural anthropology, social psychology, and 

sociology of the role concept. Role has a central focus 

primarily concerned with patterns of behavior which are 

common to groups of actors and the cognitive and affective 

phenomena which underlie these patterns. Social role 

theory suggests that in order to better understand the 

patterns of behavior, role can be divided into three 

dimensions. These are expectational, personal, and situa

tional. This three part division of social role, in turn, 

affords an investigator of human behavior an integrative 

concept. 

One such social role that has interested many 

people for centuries has been the teacher. The performance 

of the teacher's role can be influenced by many factors-. 

The teacher is expected to achieve certain social goals 
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while instructing his pupils. The successful performance 

of the teacher in achieving the goals, however, can be 

affected by the type of interaction he has with his pupils. 

Teacher characteristics, such as age, length of 

teaching experience, and ethnic or racial membership, are 

factors which have been established as having an influence 

on teacher-pupil interaction. In order to study the influ

ence that pupils' socio-economic status and teacher 

characteristics have on a teacher's professional behavior, 

the social role concept can be used as one possible 

approach. Social role concept is regarded as a theoretical 

concept which can be used to study actual social behavior 

by combining person, situation, and expectation. This 

study uses the social role concept to investigate the 

extent to which teacher classroom behavior is influenced 

by pupils' socio-economic status and selected teacher 

characteristics. 



CHAPTER II 

REVIEW OF RELATED LITERATURE 

The term "role" has both a theatrical and a 

theoretical meaning. In antiquity the word "role" was 

used to designate a round roll on which sheets of parchment 

were attached so they could be handled and stored with 

little damage. The Latin word for these rolls was "rotula." 

The continual use of the word "rotula" resulted in the word 

itself being applied to a great many written documents. 

Often, an actor's part was kept on these rolls to be read 

by the prompters if the performer forgot some words or 

action. Moreno (1960, p. 80) has suggested that it was 

during the sixteenth and seventeenth centuries that the 

individual parts in a play became known as roles. 

The theoretical meaning of the term "role" has been 

only recently defined in contrast to its theatrical meaning. 

Even so, as a theoretical term, "role" has been both vague 

and divisive because in common speech patterns the word . 

remains more inclusive than definitive. An example could 

be an article entitled "The Role of the Car in American 

Society." This title is vague in that, outside of a 

general idea that: the "car" is an important object for 

American society, the reader has little notion of what to 

23 
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expect before reading the article. Another source of 

confusion regarding the exact meaning of "role" arises from 

the varying meanings given it by such academic disciplines 

as anthropology, sociology, and social psychology. 

Anthropologists have been concerned with the rela

tionship of individuals to culture and have emphasized the 

normative pattern which influences the behavior of a role 

performer. The sociologist and social psychologist have 

approached behavior less from a normative or expected 

performance of a role performer, but have been more con

cerned with the actual behavior of the role performer. The 

sociologists have emphasized the situational and structural 

influences on a role performer's actions, while the social 

psychologists have endeavored to establish the nature and 

extent personal habits and attitudes, namely, personality, 

have been determinant in a role performer's actions. 

Precursors of Role Theory 

Biddle and Thomas (1966, p. 6) suggested that the 

term role was first used to denote a specific conceptual 

meaning during the 1930's. Earlier there had been studies 

and theories by some men who could be called precursors of 

role theory. James (1905) considered a notion which was 

to have relevance for role theory. In his book entitled 

Psychology, James divided personality into four constituent-^ 

elements. The elements were: (1) The Empirical Me, (.2) The 
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Material Me, (3) The Spiritual Me, and (4) The Social Me. 

The "Social Me" was described by James in the following 

terms: 

Properly speaking, a man has as many social 
selves as there are individuals~"who recognize 
him and carry an image of him in their mind. 

. . . . But as the individuals who carry the images 
fall naturally into classes, we may practically 
say that he has as many different social selves 
as there are distinct groups of persons about 
whose opinion he carries. Fie generally shows a 
different side of himself to each of these dif
ferent groups. . . . From this there results what 
practically is a division of the man into several 
selves; and these may be a discordant splitting 
as where one is afraid to let one set of his 
acquaintances know him as he is elsewhere; or it 
may be a harmonious division of labor, as where 
one tender to his children is stern to the 
soldiers or prisoners under his command (pp. 180-
181). 

James suggests in this quote two aspects of a 

person's behavior. The first is that a person manifests 

different behavior patterns when interacting with different 

groups of people. The second is that these different 

behavior patterns can be harmoniously blended, or if not, 

a person experiences conflict. Both these aspects are 

similar to the notion of roles a person performs, such as 

being a father, a husband, and a teacher. These roles can 

also be in conflict. 

Baldwin (1968) discussed the concepts and concern 

treated in role theory in his book Mental Development in 

the Child and in the Race. Throughout this book, Baldwin 

was endeavoring to develop a theory of the self. Baldwin 
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suggested that the self was, in part, a result of " . . . 

the dialogue of self and others . . . the give and take 

between the individual and his fellows" (p. 211). The 

intent of Baldwin*s work is that the person by interaction 

with others developed a sense of his own self by the 

attitudes and expectations of others toward him. These 

attitudes and expectations were basic elements in the 

formation of a person's personality and resultant behavior. 

Mead (1934) also was interested in the nature of 

personality formation. He introduced the phrase "taking 

the role of the other" to explain his theory. Mead defined 

this phrase in the following terms: 

The self arises in conduct when the individual 
becomes a social object in experience to himself. 
This takes place when the individual assumes the 
attitude or uses the gesture which another indi
vidual would use, and responds to it himself or 
tends to so respond. .. . the child gradually 
becomes a social being in his own experience, and 
he acts toward himself in a manner analogous to 
that in which he acts toward others (p. 183). 

Mead placed emphasis on a person interacting and learning 

from others by viewing himself as he perceived others saw 

him. 

Moreno (1934), a German behavioral scientist, most 

noted for his work in pioneering those concepts associated 

with sociometry, used the terms "role" and "role playing" 

in his work Who Shall Survive? Yet it was in his later 

writings that Moreno (1960) developed these terms in more 

detail. He divided role into three categories: "... (a) 
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psychosomatic roles, as the sleeper, the eater, the 

walker; (b) psychodramatic roles as a mother, a Negro, a 

Christian, etc.; and (c) social roles, the mother, the son, 

the daughter, the teacher, the Negro, the Christian, etc. 

The genesis of roles goes through two stages, role-

perception and role enactment" (p. 81). 

Moreno (1960) defined "role-playing" as: . .an 

experimental procedure, a method of learning to perform 

roles more adequately" (p. 84). He did not agree with 

Mead's conception of "role-talcing" since it was not as 

spontaneous and individually creative an act as "role-

playing." "Role-taking" was assuming an already estab

lished action pattern, therefore not allowing for change or 

individual development. As with the other mentioned 

writers, Moreno was primarily interested in the development 

of self in the socialization process. However, like them 

he regarded a person's perception an important part of the 

person's behavior pattern. 

It was an anthropologist, Linton (1936), who intro

duced role as a cultural pattern in relation to status. 

In Linton's formulation, role referred to the behavioral 

standards applied to an occupant of a particular status. 

As with most anthropologists, Linton was concerned with a 

normative pattern that could be learned by a person so 

society could function. He indicated this concern when 

he said: "... the functioning of societies depends upon 
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the presence of patterns for reciprocal behavior between 

individuals and groups of individuals. The polar positions 

in such patterns of reciprocal behavior are technically 

known as statuses" (p. 113). According to Linton: "A 

status, as distinct from the individual who may occupy it, 

is simply a collection of rights and duties" (p. 113). 

The performance of these rights and duties by a 

person, Linton (1936) called a role: "A role represents the 

dynamic aspect of status. The individual is socially 

assigned to a status and occupies it with relation to other 

statuses. When he puts the rights and duties which consti

tute the status into effect, he is performing a role" 

(p. 114). It was in the combining of role and statuses, as 

integral parts of social pattern, that Linton believed the 

individual learned how to functionally act in the society. 

Linton, whose joining of status and role has had a 

profound influence on most writers of role theory, con

sidered the concept of role an integral element of social 

structure. His position was in contrast to previous 

writers, who viewed role as an individually perceived 

action pattern. Linton's main contribution to role theory 

was to suggest that it could be a concept used for 

analyzing social structure as well as individual perform

ance. Therefore, role was one possible linkage between 

individual action and social structure. 
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One of the first sociologists to consider social 

organization and social role was Max Weber. His view was 

developed in his theory of bureaucracy. In Gerth and 

Mills1 (1946) translation of Weber^s work the bureaucratic 

organization was regarded as an all powerful force. Norms 

were specifically outlined and consistently applied; the 

structure succeeded in requiring acceptance of organiza

tional requirements; and the sanction systems provided the 

constraints and incentives needed to maintain behavioral 

conformity. Every person was given a specific role and 

performed it. There was little or no need for the indi

vidual to be creative, to select from alternatives, or to 

seek change. The person, whose actions were determined by 

requirements in the organizational structure, became a cog 

in an administrative apparatus. 

Weber's thesis can be regarded as having some 

merit, when one considers the great emphasis in industrial 

enterprises on production flow and administrative checks. 

The complex bureaucracy cannot function very long if 

individual variance is tolerated to a great degree. 

Planning and sequence of action are needed to produce a 

product and are equally needed to guide the actions of a 

large group of people who manage other people. It is 

important that the individual in a bureaucracy carefully 

consider his actions, being aware that they affect those, 

who are dependent upon him. 
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Weber's thesis has been criticized for dehumanizing 

the person and not considering human motivation other than, 

implicitly, conformity and status seeking. Gouldner (19 54) 

expressed this very clearly when he said: "Indeed the social 

scene described has sometimes been so completely stripped 

of people that the impression is unintentionally rendered 

that there are disembodied social forces afoot, able to 

realize their ambition apart from human action" (p. 16). 

Yet Weber did recognize the structural forces that influ

ence a person's actions in relation to others. In regard 

to role theory, Weber's thesis did add a third dimension 

for role theorists to consider. 

These precursors of role theory touch on three 

concerns for any writer on role. They are: (l) the indi

vidual, (2) the social norms, and (3) the situation. 

Although no fine lines can be drawn, social psychologists 

have emphasized the individual. Their interest has been 

to determine to what extent personality affects norms and 

social structure. Anthropologists have considered pattern 

as a requisite for the functioning of a society, and that 

pattern is maintained by normative and sanctioned behavior. 

Sociologists have been primarily concerned with s.ocial 

structure and how this affects the interaction of people. 

Sociologists over a period of time have come to view role 

as the short-term interaction pattern in a specific loca

tion, while anthropologists and social psychologists have 
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thought of role as a .continual and an on-going interaction 

and formulation process. 

This three-way emphasis by the precursors of role 

theory has resulted in confusion about the nature and 

function of the concept of role. The net result has been 

a failure to develop a consistent approach concerning the 

use and meaning of role. After an extensive review of role 

literature, Neiman and Hughes (1951) concluded that: 

The concept role is at present still rather 
vague, nebulous, and non-definitive. Frequently 
in the literature, the concept is used without, 
any attempt on the part of the writer to define 
or delimit the concept, the assumption being 
that both writer and reader will achieve an 
immediate compatible consensus. Concomitantly, 
the concept is found frequently in popular 
usage which adds further confusion (p. 149). 

Further on in the same article, Neiman and Hughes 

suggested that there were recurrent common elements with 

regard to the literature on the concept of role: 

1. In all the definitions and usages of the 
concept there is involved either an individual 
definition of a specific situation or an indi
vidual acceptance of a group's definition of a 
specific situation, 

2. Role behavior, no matter how it is defined, 
or even when not defined, involves the assumption 
of a process of symbolic interaction or communica
tion as a prerequisite, which leads then to a 
further generalization; namely, that man is the 
only role-playing animal and that this is one of 
the characteristics which distinguishes man from 
other animals. 

3. Human behavior cannot be explained or 
described by the use of traits or other atomized 
concepts, but must be viewed from the framework 
of organized and integrated patterns of behavior 
(pp. 147-148). 

r 
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The three quotes, as cited above, reinforce the three 

dimensional concern of role theory: the first suggests 

situation, the second designates personal interaction, 

and the third indicates a normative pattern be considered. 

Although this multiplicity has resulted in a lack 

of agreement, it also suggests a richness of meaning--a 

richness that combines person, space, and time for 

analytic study of social behavior. Anthropology, social 

psychology, sociology, and other disciplines make use of 

the concept of role. A few definitions by social scientists 

with different conceptual approaches will indicate both the 

lack of agreement on the use to be made of the term and 

also the richness of the meaning which the term contains. 

Cottrell (1942) defined role as: "An internally consistent 

series of conditioned responses by one member of a social 

situation which represents the stimulus pattern for the 

similarly internally consistent series of conditioned 

responses of the other(s) in the situation is called a 

role" (p. 374). The term role was regarded by Waller 

(1932) as: ». . . a social attitude reflected back on the 

individual either actually or in his imagination. It is 

an attitude to which has been added a realization of an 

attitude of another which it evokes in that other" (p. 321). 

In contrast, Znaniecki (1940) said: "There is obviously a 

fundamental and universal, though unreflective, cultural 

pattern, in accordance with which all kinds of lasting. 
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relationships between individuals and their social milieus 

are normatively organized and which we denote by the term 

'social role'" (p, 19). Finally, Linton (1936) defined 

role as: "... the dynamic aspect.of a status. The 

individual is socially assigned to a status and occupies 

it with relation to other statuses. When he puts the 

rights and duties which constitute the status into effect, 

he is performing a role" (p. 114). 

The above definitions indicate that the concept of 

role deals with social differentiation and selective 

behavior. Cottrell stressed the dynamic interaction 

process within a specific social situation. Waller 

emphasized the interrelationship between the attitude of 

the person and the attitudes of those who in turn judge the 

action. Znanieclci saw the importance of the patterns of 

interaction within the culture. Finally, Linton was con

cerned with the acting out of the norms by a person 

resulting from his status. These representative defini

tions suggest that the concept of role is used in three 

somewhat distinct ways. First, role is a personal adjust

ment to an interaction situation. Second, role is a 

short-term interaction pattern performed within a single 

specific situation. Third, role is a well-established 

interaction pattern prescribed by the culture. The above 

suggested distinctions are generically titled by the terms 

"personal role," "situational role," and "cultural role." 



34 

Since roles are enacted in a culture by specific persons in 

specific situations, the three titles indicate concern of 

analysis rather than distinctive and exclusive roles. 

Personal Role 

Personal role is regarded as designating the person 

selectively choosing those options that are available to 

him in an interaction pattern. It is what the person 

perceives his choices to be in an interaction pattern. 

When a normative pattern for a person's action is defined 

and consensus exists as to its nature, the person has 

little option as to the alternative action. If, on the 

other hand, comparatively little consensus exists about 

what constitutes a cultural role, individual choice will 

prevail. The changing view regarding the relationship of 

scientists and society's well-being is an example where 

change has forced the individual scientist to look to him

self and not to a prescribed cultural pattern. Society has 

not been able to establish a "given" role for the scientist; 

this has left him to work out his own action patterns. A 

classic example of this is the question: What, if any, 

moral responsibility does a scientist have when he develops 

a potentially dangerous chemical for warfare? 

A person has more than one cultural role, and 

these are not mutually exclusive. Where there is a clearly 

defined cultural' role to be performed, the individual, 
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generally speaking, has only to make a selection from among 

the acceptable patterns. This selection by the individual 

presents him with a problem, although not as complex a one 

as when he first must create the role he is to enact with 

little guidance from the culture. The problem is how much 

of his personality he will give to any one cultural role. 

An example of this decision can be contrasted by two 

teacher types. On the one hand there is the type of 

teacher who devotes his entire time and effort' to teaching. 

Such a person spends evenings and week-ends preparing' 

material and correcting papers, attending every workshop 

and University class possible, and in doing so narrows his 

personality so that all his other cultural roles--father, 

citizen, husband--are comparatively neglected or organized 

around his teaching role. A second type of teacher, on the 

other hand, might consider teaching an "8-to-5" job, with 

the remainder of time to be used for his other cultural 

roles. 

Generally, an individual is. not restricted to any 

one cultural role. Rather he divides his time and efforts 

to fulfill the demands made by his various cultural roles. 

This division by the individual concerning his various 

cultural roles—father, doctor, employer—can cause con

flict. When a conflict occurs, the individual makes 

adjustments between the various cultural roles, based on 

social experience and cultural patterns. An example is a 
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teacher who, as a mother may show emotional concern for her 

own children, but as a teacher should not express the same 

kind of concern for her pupils. 

These individual adjustments modify cultural roles. 

The personal modification and actual performance of a 

cultural role is known as the "personal role." Personal 

role, for purposes of this study, is regarded as that 

individual modification of a cultural role which occurs 

within the range of variation allowed by a cultural role. 

Cultural Role 

All cultures, to insure their continuance, have 

stylized and patterned many important functions. Broadly 

speaking, these patterns are called the institutions of a 

society. Within the institutions, the framework of inter

action between a person and others in a group is clearly 

defined and provided for in its operation. The individual 

need only conform to the style and pattern as closely as 

possible, and in so doing, performs a cultural role. 

The cultural roles are prescriptive and tend to be 

ideal in nature. They acquire these characteristics by a 

broad, general consensus which has been carefully worked 

out over an extended period of time. Cultural roles are 

not static, yet they change very slowly. Some examples of 

cultural roles in contemporary America are priest, doctor, 
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professor, and teacher. The latter, however, is currently 

in a state of major change in America. 

The dynamic quality of cultural roles is the 

personal modification by the person performing them. Such 

a stylized and patterned cultural role as minister can be. 

modified. There are few basic changes ministers can make 

about conducting Sunday services. Yet the manner of 

delivery and choice of subject for a sermon varies a great 

deal between ministers. The main outline for sermons is 

clearly defined, but a minister can make variations within 

this outline. 

Situational Role 

Cultural roles change, yet this development is slow 

and extends beyond the human life span. Personal roles 

change too, yet they are developed over an extended period 

of time and experience. These two roles interact with an 

individual's social experience, which is a constantly 

changing backdrop. Social experience requires an indi

vidual to make adjustments even though he has made 

satisfactory personal accommodation to his cultural roles. 

An individual does not interact with other people' in a 

social vacuum, but within a specific situation. He brings 

to the situation a personal organization of cultural and 

personal roles. This organization limits his reaction to 
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the situation, yet it does not determine his exact 

response. Most situations require an individual to make 

an appraisal of the situation and to act in light of that 

appraisal. This behavior in a specific situation is a 

temporary and tentative role for him. If the behavior 

achieves a favorable reaction in his judgment, the 

temporary and tentative role will become more permanent and 

will direct his future actions within that specific situa

tion. He will change that role when changes in the situa

tion call for redefinition and modification of the role. 

An example of this process can be observed in a 

teacher who is endeavoring to gain the support of a pupil's 

parents for the purposes of academic improvement. The 

teacher may first ask the mother by phone to have her son ' 

study in the evening. If the results of this action indi

cate no improvement on the part of the pupil, the teacher 

may then visit the home and meet both parents. The result 

of this action should bring about a favorable academic 

improvement. If it does, the next time this particular 

pupil needs help the teacher would be inclined to make a 

home visit rather than phone the mother. 

The nabure of the specific situation in which the 

teacher and parents interact sets limits to their reactions 

to one another. The first interaction was cold and 

impersonal, and not indicating any real importance for the 

mother. The mother did not see the teacher nor her son's 
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work. The second interaction, however, vividly indicated 

the teacher's concern and interest.. Also, the mother and 

father were involved, which may have a marked change in the 

pupil's behavior. 

This study regards what emerges by way of inter

action patterns between a person and others within the 

limits of the specific situational context as 11 situational 

role." 

Social Role Theorists 

The three dimensional division of role for analytic 

study has been considered by a number of role theorists. 

Some representative writers have been Davis (1949), Sargent 

(1950), Parsons and Shils (1959), and Znaniecki (1965). How

ever, few role theorists have developed explicit descriptive 

models which could be used as guides for empirical study. 

Znaniecki (1965) has suggested that there are three 

dimensions to any role, and every role study should take 

these dimensions into consideration. To illustrate his 

position, Znaniecki compared what he called the "social 

role" with the theatrical role. He first stated that all 

theatrical roles required interaction between the role 

actor and other role actors: "No individual can play the 

role of Hamlet alone" (p. 203). The actor must have a 

circle of other actors who will interact with him as Hamlet. 
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Znaniecki extended this analogy to the concept of social 

role: 

If we take this aspect of theatrical roles into 
consideration when studying social roles, we shall 
find in every social role a social circle within 
which the individual performs it, that is, a set of 
agents who accept him and cooperate with him. If 
no such circle exists, the individual cannot 
actually perform a social role, though he may 
imagine that he does, like a day-dreaming child 
who identifies himself with some person he wishes 
to be, or a pathological adult who believes that 
he is some great Hero (p. 203). 

The "social role" referred to by Znaniecki was very similar 

to the definition for the situational dimension of a social 

role. It was the interaction with one or more persons that 

had a specific situational context. Hamlet's performance 

changed with regard to the queen as he considered her with 

other actors during the play. 

The second point discussed by Znaniecki (1965) was 

that every theatrical role was "culturally patterned by the 

author" (p. 204). Those actors who later played the 

role have to learn the pattern for the author's work and 

should follow it. Znaniecki stated that it was important 

for the actor to conform to the author's pattern, for if he 

did not, the drama would not achieve the effect originally 

desired by the author. Znaniecki compared this a.spect of 

the theatrical role to the social role in the following 

manner: 

. . . social roles are also culturally patterned; 
individuals who perform them are supposed to lear.n 
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the patterns and follow them. Every host 
interacting with his guests, . . . every child 
interacting with adults, ... is defined and 
evaluated according to certain standards, and 
it is his duty to act in accordance with 
definite norms (p. 204). 

In the above quotation, Znaniecki suggested a second dimen

sion to social role. Besides the situational context in 

which a social role is enacted, Znaniecki believed a person 

who studies social role must also be' concerned with the 

culture pattern and normative aspects that give direction 

and limits to the performance of a social role. 

The third similarity between the theatrical role 

and social role observed by Znaniecki was individual 

innovation. He suggested that as one reviewed the history 

of a theatrical role, seldom would a performer play the 

role in exactly the same manner as another actor. The 

differences could be minor in variation or- a complex 

reorientation of the particular role. Znaniecki related 

this third consideration to social role by stating: "Like

wise, when we study comparatively the ways in which 

particular individuals perform 1 social' [sic] roles which 

are supposed to follow the same cultural pattern, we find 

their performances also vary" (p. 205). A third dimension 

was thereby introduced by Znaniecki with regard to under

standing the performance of a social role. The above quote 

by Znaniecki suggests that besides the situational context 
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and cultural norms, there also must be considered the 

particular individual performing the social role. 

Although not as explicitly developed as Znaniecki's 

discussion of social role, Davis (1949) suggested there are 

three aspects regarding the consideration of role. The 

first was what he called the "interacting situation." 

Davis held that each person acts on the basis of the 

situation as he defines it in terms "of his own anticipa

tions as well as the anticipation of his co-actors" (p. 

83). The anticipations were based, according to Davis, on 

the expectations of the participants in the situation. 

Davis therefore suggested that each situation has a 

uniqueness that must be understood by the individual, and 

this understanding will direct his behavior with regard to 

the situation. 

A second dimension to be considered when studying 

role performance was indicated by Davis (1949) when he 

stated: "The expectations involved in a situation are based 

in part on the norms applying to that situation" (p. 85). 

The normative dimension of role was therefore recognized 

by Davis. 

Further on in his discussion of role and .status, 

Davis (1949, p. 86) suggested that it was essential in the 

interacting situation that each participant be identified 

within the situation. According to Davis the identity was 

already established by a person as he entered a social 



43 

situation. An example is that a father expects certain 

emotional responses from the child.. The father's right and 

obligation give him a position or status. This position 

or status refers to a person's identity in a specific 

social situation. 

Davis described this personal modification in the 

following terms: 

As he goes through life he acquires more specific 
positions, and his actual behavior in the various 
situation to which these positions apply serve to 
refine and modify the initial assigned entity. 
Thus as time goes by he has for each new situation 
a more complete and more unique identity. Such 
progressive refinement gives a dynamic, develop
mental character to his positional history 
(pp. 86-87). 

Davis, therefore, recognized a personal quality in role 

performance. The individual during the course of his 

action acquired position or status which can subsequently 

influence his behavior in a social situation. 

Implicit in Davis1 position on role and status are 

cultural, personal, and situational dimensions. Davis 

suggested that the interacting situation, as defined by the 

individual based on the normative system which designated 

rights and obligations, was a meeting ground of all 

sociological abstractions. Further, he said that the 

individual brought an identity to the interacting situa

tion, that modified it in relation to the person's behavior. 

Davis clearly indicated this modification when he stated: 

"All norms, no matter how expressed, are relative to the 
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particular situation. Which norm applies in a given case 

depends upon relations between the statuses of the inter

acting persons" (p. 87). 

Parsons and Shils (1959) considered the concept of 

role central to their "theory of action." They suggested 

that role was: "... for analytical purposes, the most 

significant unit of social structures. . . . not the 

person" (p. 23). Besides social structure, Parsons and 

Shils suggested two other variables in their "theory of 

action." These were personality and social systems. 

Personality and social systems had three aspects which 

Parsons and Shils (1959, p. 7) believed had to be con

sidered. The motivational properties of individual actors 

were described in terms of cognitive, cathexitive, and 

evaluative aspects. Next were social aspects which were 

the properties of interaction between people and which 

defined the conditions that interaction imposes on the 

participation of the actors. Finally, there was the 

cultural aspect, defined by Parsons and Shils in the fol

lowing terms: ". . . as an object of orientation as well 

as culture patterns as internalized patterns of cognition 

expectations and cathetic-evaluative selection among -

possible orientations that are of crucial significance in 

the personality system and in the social system" (p. 87). 

It was in Parsons and Shils' conception of role that the 

individual, the social system, and the culture were 
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integrated and allocated, and which in turn organized the 

behavior of adult members of society. Their definition 

of role indicated its central importance: 

A role . . . is a sector of the total orientation 
system of an individual actor which is organized 
about expectations in relation to a particular 
interaction context, that is integrated with a 
particular set of values-standard which govern 
interaction with one or more alters in the 
appropriate complimentary roles (p. 38). 

The relation of the broad "theory of action" to 

situations was considered by Parsons and Shils (1959, p. 

56) in their discussion concerning the "Components- of the 

Frame of Reference of the Theory of Action." The three 

components were considered under "the Frame of Reference." 

These were the actors, the situation of action, and the 

orientation of the actor to the situation. Actors were an 

individual or individuals involved who could be empirically 

treated as points of reference for analysis. Situation was 

regarded as that part of the external world which means 

something to the individual whose actions are being studied. 

The cognitions, cathexis, and standards which relate the 

individual to the situation also oriented the actor to the 

situation. 

Parsons and Shils' "theory of action" considered 

three conditions for understanding human behavior. These 

were the individual, the social system, and the culture. 

Each were component parts of a "frame of reference" for 

action, which established the importance of a situation. 
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Parsons and Shils considered their "theory of action" as 

behavior which was oriented to the attainment of goals, 

took place in situations, and was normatively regulated and 

involved individuals interacting. Role was a central 

conceptual unit and was the point of contact for all three 

elements of action. Although they emphasized individual 

definition of the situation in light of value orientation, 

Parsons and Shils still recognized three factors relating 

to the performance of role: the individual, the situation, 

and the culture. 

Sargent (1950) clearly treated the three dimensions 

in his concept of role. As a social psychologist, Sargent 

(19 50, pp. 358-359) suggested that social psychology had 

become interested in the concept of role because psycholo

gists have found that the traditional psychological con

cepts such as personality traits, conditioned responses, 

and attitudes did not fully explain the effects of social 

influences upon individuals. Some of the social 

influences mentioned by Sargent were age, economic status, 

social group membership, and family membership. Sargent 

also hypothesized that the increasing psychological 

interest in role was brought on by the fact that it pro

vides a bridge for interdisciplinary cooperation. 

Two other dimensions of role were suggested by 

Sargent (1950, p. 359) when he discussed cultural prescrip

tion as it regulates the interaction of individuals. He 
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acknowledged that individuals could modify these prescrip

tive demands within certain acceptable limits. These 

limits, in turn, were influenced by situational conditions. 

The following quotation by Sargent.clearly indicated the 

emphasis that he placed on the three dimensional components 

of role: 

. . . I suggest that those patterns of social 
behavior which may reasonably be called "roles" 
have ingredients of culture, of personal, and of 
situational determination. But never is a role 
wholly cultural, wholly personal, or wholly 
situational. A given role, as conceptualized 
and as enacted, is affected by differing degrees 
of these three components (p. 359). 

Reciprocity of Role 

Explicit in the foregoing discussion of the social 

role concept and its three-part dimensions is the fact that 

role is performed by an individual interacting with one or 

more individuals. This-personal interaction results in 

role theorists being concerned about reciprocal effects on 

the performance of social role. The extent and effect of 

this reciprocity with regard to the individual role per

formance varies between writers. The variance results from 

the fact that each writer is influenced by his particular 

discipline and the discipline's interests. This interaction 

was affirmed by Neiman and Hughes (1951) in their review of 

the literature relating to role when they discussed the 

recurrent common elements. Role behavior: "... involves 
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the assumption of a process as symbolic interaction or 

communication as a prerequisite" (p. 147). 

Znaniecki (1965) recognized the reciprocal nature 

of social role when he stated: ". . . an individual cannot 

perform a social role alone, since in the course of its 

performance his attitudes or actions depend on those of 

the participants in his circle, and vice versa" (p. 206). 

Davis (1949) supported this reciprocity in social role when 

he wrote: "It is through a chain of overt responses (either 

symbolic or literal) that the process of interchange moves 

on, each act testing the various mutual expectations and 

forcing a constant redefinition" (p. 84). Parsons and 

Shils (1959) indicated the importance of reciprocity in 

role. They contended that even though the prime ingredient 

of social role was role-expectation, this expectation must 

be considered in relation to one or more individuals; a 

position which they explained in the following terms: 

Role-expectations organize . . . the reciprocities, 
expectations, and responses to those expectations 
in the specific interaction systems of ego and one 
or more alters. This reciprocal aspect must always 
•be borne in mind since the expectations of an ego 
always imply the expectations of one or more 
alters (pp. 190-191). 

Finally, Sargent (1950) in his discussion of role reaffirmed 

the reciprocity of social role when he said: "The demands 

and expectations of others, learned through one's social 

experience, gives a role its basic character. Most roles 
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are- reciprocal; their, structure is patterned through the 

mutual expectations of the group members . . (p. 360). 

The reciprocal quality of social role when con

sidered jn relation to role theory, and specifically to 

role performance, had two implications according to Biddle 

and Thomas (1966, p. 36). The first was that a social role 

was performed only when individuals interact and thereby 

necessitated interdependence between individuals. Some 

examples suggested by Biddle and Thomas were that a teacher 

cannot tgach without pupils; a policeman to protect society 

needs criminals; and likewise, a salesman needs customers 

in order to sell. Therefore, the interdependence involved 

a determining or causal relationship between the behavior 

of the persons involved. The second implication was that 

the interdependence could facilitate or hinder a person's 

role performance, Biddle and Thomas explained this aspect 

in the following terms: "... act 1 facilitates act 2 if 

the performance of act 1 makes the performance of act 2 

more likely than had act 1 not been performed; analogously, 

act 1 hinders act 2 if the performance of act 1 makes the 

performance of act 2 less likely than had act 1 not been 

performed . . ." (p. 36). An example of a facilitative act 

would be a teacher who explained an arithmetic concept to a 

pupil using a different explanation than that used in class. 

As a result of this act, the pupil was able to work the 

problem. Also, there was a mutual facilitation implicit, 
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for the teacher had achieved an end, teaching the pupil a 

new arithmetic concept. 

A third implication with regard to the reciprocal 

quality of social role was suggested by Gouldner (1966). 

In his article (p. 140), Gouldner indicated that when a 

person performed a social role he anticipated certain 

actions from others, and that they in turn expected certain 

actions from him. The' anticipated explanations by the role 

performer and others when experienced had a gratifying 

quality, and thereby structured a reciprocal situation of 

rights and duties for each interacting person. According 

to Gouldner, this reciprocal gratification quality was 

significant for role performance in that it set structures 

with regard to the rights and duties of social role. 

The reciprocal quality of social role adds a fourth 

concern for a person interested in studying a social role. 

Besides the three dimensions of social role--cultural, 

personal, and situational--a person has to be aware that 

social role has an internal and dynamic adjusting nature, 

which structures and limits it. This reciprocal quality, 

therefore, requires that a study concerned with a social 

role develop a concept with regard to the nature of the 

specific interaction. 
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Theoretical Model of Social Role 

The development of a theoretical model for an 

empirical study concerned with a social role performance 

necessitates the model account for the cultural, personal, 

and situational influences with regard to role performance. 

Figure 2 illustrates this analytic division for studying a 

social role. 

A society has culturally approved and standardized 

responses to socio-cultural forces. These patterned 

responses are designated as institutions (X). The. institu

tions include not only fixed ways of acting, but also the 

way people are expected to behave toward one another in a 

prescribed and repetitive manner. The pattern of responses 

is to aid in the achievement of associated values with 

regard to the socio-cultural forces. Assignment of values 

and patterns for the responses gives a normative, at least 

expectational, dimension to the institutional role. 

Role expectations are considered external to the 

individual whose role is being studied. They are the 

institutional demands that confront a person as the occu

pant of a given institutional position. The demands are 

found in the official directives of a given institution; in 

the traditions and ideology, implicit as well as explicit, 

that aid to establish the institution's purposes and 

interactional patterns; in the beliefs about the position 

which are held by members of the position, and by those 
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per.sons of the various positions which are relational to 

the position studied. These demands outline for the person 

the types of role behavior he can perform as an occupant of 

a position. 

In addition to the institutional demands and 

obligations expected of the individual as he performs a 

role associated with his position, recognition must be 

given to the techniques, resources, and conditions of 

work (C). The increase of college students has created 

leverage for a change in the institutional structure and 

associated role performance. The teacher-student ratio or 

the social class membership of the students affect the 

probability of how a teacher will work with the students. 

The situational conditions will facilitate not merely how 

or which norms are met; they are often a crucial basis for 

the maintenance or change in the role performance. 

Each role is performed by an individual (P). Con

fronted with a complex system of requirements, other 

people, and conditions of work, the individual affects his 

mode of adaptation. Adaptation is the personal dimension 

of role performance. The adaptation can involve complete 

acceptance of the role demands by the person, or attempts 

at constructive innovation. This personal dimension to 

role definition could result in varying degrees of agree

ment with role expectations. 
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For analytic purposes, a distinction is made 

between two degrees of adaptation; at the more abstract 

level there is role conception, and at a more behavioral 

level there is role performance. Role conception and role 

performance are regarded as independent though related 

variables. 

For purposes of this study, role performance refers 

to the overt behavior.' It is the way a person acts as he 

occupies a social position. An inclusive conception of 

role performance requires the personal dimension be con

sidered. A person who performs a role in an institutional 

setting brings to that role personal dispositions and 

skills unique to him. This uniqueness is regarded as a 

consequence, in part, of ascribed and achieved experiences 

of the role performer. The experiences are considered to 

have a relation to a role performed by the person within 

the institutional setting as well as outside it. An 

example is a married, Negro, female teacher with ten years 

teaching experience. She has achieved the role of teacher, 

yet in general society she has ascribed characteristics 

which could be indicative of certain unique experiences. 

As a Negro and a woman she has ascribed characteristics 

which socially limit her to certain types of experiences. 

These ascribed characteristics are outside the institution 

of education in which she performs the role of teacher. 

The ten years of teaching experience can be considered- an 
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achieved characteristic within the institution of educa

tion. The experience, in all likelihood, will influence 

her role performance as a teacher, since she will normally 

meet many problems and will have developed many teaching 

techniques during the ten years of teaching pupils. 

A second aspect in the development of a theoretical 

model for social role performance is to relate those 

personal and situational factors which can influence the 

behavior sequence between the persons performing reciprocal 

roles. Figure 3 illustrates this relationship. 

For purposes of this study, it is assumed that when 

persons respond to each other over a period of time, the 

activity of each becomes the action pattern for a fairly 

stable response pattern in the other. This condition 

continues so long as a person's motivations and social 

demands do not radically change. The influence on T, of 

the activities of another, P, not only stimulates and 

directs a response pattern of T to P but also results in T 

the response pattern of P to T. Each member of this inter

personal relationship is not only conditioned to respond to 

the acts of the other with his own action pattern but is 

conditioned to respond to his own response pattern as. a 

stimulus series with action he experienced from the other. 

In Figure 3 this relationship is illustrated. 

Assume two persons, T and P, with motives, M-j. and 

Mp. These motives are a result of both personal and 
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cultural expectations which the role performer anticipates. 

The role performance of each person becomes a stimulus for 

the other. The reciprocal effect can be represented in the 

diagram where the M is the motivational component and 

R(t_p) and R^p_t^ are the responses of T to P and P to T in 

return. As this interaction is repeated a number of times 

the actions of each is modified by the responses of the 

other. 

Summarizing to this point, a review of the litera

ture about role suggests first that when role concept is 

used to study human behavior, role affords the investigator 

an integrative concept. The expectational, situational, 

and personal influences on overt human behavior are the 

dimensions integrated. A second factor considered by the 

concept of role is the reciprocal effect human interaction 

has on a person's behavior. Utilizing the social role 

concept, a theoretical model is developed for this study to 

investigate teacher role performance. 

Teacher's Role 

A person while acting as an intermediate grade 

classroom teacher is regarded by this study as performing 

a social role which can be investigated using role concept. 

For analytic purposes a teacher's role is regarded as 

having the three dimensions of social role. The teacher's 

role has normative expectancies which require certain 
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functions be performed by the teacher. Each teacher does 

manifest a certain amount of individual interpretation and 

selection with regard to expectancies when performing his 

role. There are numerous situational factors both in rela

tion to persons interacting and institutionally which can 

influence a teacher's actions. Also, teaching by its very 

nature is an interaction between persons, although mechan

ical devices can be used to aid in teaching too. 

A review of the literature concerned with teacher 

behavior that used role as a theoretical concept indicates 

two types of studies: (1) the conceptual treatment of a 

teacher's role, and (2) the empirical approach. This 

division is maintained in this study to review representa

tive and pertinent studies. 

A conceptual consideration of the teacher's role 

was written by Wilson ,(1962), wherein he suggested that a 

complex technological society with compulsory education has 

affected the teacher's role. To indicate results of a 

change, Wilson (1962, pp. 19-20) noted that with the growth 

of the complex industrial society with its large and 

diverse number of social roles, the occupants of these 

social roles are now selected by the educational institu

tions. This selection by the educational institution has 

placed a teacher in the capacity of a social selector, with 

selection based on certain criteria. The criteria Wilson 

mentioned were the pupils' intellect and knowledge, not 
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the pupils' character and life style. No longer does 

the son learn a trade from the father or the daughter 

all the skills of homemaking from the mother. The 

child's preparation for his social.role has thus become 

more the province of formal education and teachers. The 

positive and negative influences of the home on-the 

child's development were acknowledged; however, Wilson 

stated: "... the specific terms in which selection must 
t 

occur, and the process of selection itself, are the con

cerns of the teacher's role" (pp. 19-20). 

The second major change in the teacher's role dis

cussed by Wilson (1962, p. 20) was with regard to the 

child's socialization. The teacher, according to Wilson, 

has become a social weaning agent, a person who has taken 

over some of the parent's socializing activities. The 

teacher has now begun to help the child acquire new atti

tudes and values, which may not necessarily be contingent 

upon the social roles of the child's parents. The teacher 

'has become more and more a resource to aid the pupil to 

find his place in a complex society. The socializing 

process and social selection were closely related in the 

teacher's role according to Wilson: 

Social selection--the knowledge of opportunities, 
which may be the first necessity for inducing 
adequate motivation, and the knowledge of how to 
take advantage of opportunities--has itself 
become a specialist task, and it is the task of 
the teacher and not the parent. The teacher, 
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• then, has to help the child toward social 
mobility. He has to transmit personal 
standards, orientations, ideals of attain
ment, which diverge from those which are 
learned in the home (p. 20). 

In order to perform these two broad and vital 

functions, Wilson (19 62, pp. 21-22) suggested the teacher 

must be in a position to foster a sustained relationship 

with the student, and the position has to be of such a 

nature to make the transmission of values, standards, and 

attitudes a natural and easy process. This requirement, 

Wilson pointed out, could not be found specifically in 

teacher contracts or an institutional blueprint organiza

tion. Wilson regarded it a personal quality which occurred 

in a favorable interacting situation where a teacher could 

instruct children for these changes. 

The nature of the needed relationship between the 

teacher and pupil affected (Wilson, 1962, p. 22) the 

teacher's role by making it diffuse and diversified. 

Wilson explained the reason for the diffuseness and 

diversity when he stated: 

. . . the business of socializing children--of 
motivating, inspiring and encouraging them, of 
transmitting values to them, awakening in them 
a respect for facts and a sense of critical 
appreciation--all of this is unspecific. It 
implies "what a man is11 as much as "what a man 
does." The role obligation is diffused, diffi
cult to delimit, and the activities of the role 
are highly diverse (p. 22). 
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The results of diffuseness and diversity generated a 

quality of effectivity needed to perform the teacher's 

role, which Wilson explained in the following terms: 

Since the teacher is totally involved, 
warmth of personality, and effective concern 
for children are implicit in the role. Role-
performance is a living process in which the 
establishment of rapport, the impact of 
personality, are necessary to the stirring of 
the imagination and the awakening of enthusiasm 
involved in the learning process (p. 25). 

Although Wilson did not explicitly state in 

behavioral terms and categories the actions necessary, to 

effectively perform the teacher's role, he did clearly 

develop the tone and extent of the teacher's role. 

Another conceptual study related to teacher role 

was developed by Grambs (1957). In contrast to Wilson 

(19 62), Grambs was concerned more with role expectation 

than the actual forces changing the teacher's role. 

Grambs attempted to identify those role expectations of 

teachers held by such sources as students, parents, the 

community, and the school system itself. 

Grambs (1957, p. 74) divided the teacher's role 

into two main categories, and under these were listed more 

specific functions expected of the teacher. The first 

category referred to "The Teacher as Director of Learn

ing." Under this heading six functions are included that 

considered teaching as .an activity. The six functions are: 

1. The teacher as judge of achievement. 
[evaluates student's performance] 



62 

2. The teacher as a person who knows. 
[decides what information and skills 
are important] 

3. The teacher as one who keeps the 
discipline. 

4. The teacher as one who gives advice, 
receives confidences. 
[ is a personal helper to the student] 

5. The teacher as creator of a moral 
atmosphere. 
[identifies what is right or wrong] 

6. The teacher as a member of an institu
tion. 
[expected performance is related to 
position in the school institution] 
(pp. 74-78). 

The other category developed by Grambs (1957, 

p. 80) was entitled "The Teacher as Mediator of the 

Culture." Included in this category were those functions 

needed because of the social function of education. The 

nine functions listed under the heading are expectations 

held by the community outside the school. The nine 

functions are: 

1. The teacher as a member of the middle 
class. 
[holds middle-class values] 

2. The teacher as a model for the young. 
[is a standard setter] 

3. The teacher as an idealist. 
[holds allegiance to a better way of 
life than most can attain] 

4. The teacher as a pioneer in the world 
of ideas. 
[is ahead of his times] 

5. The teacher as a person of "culture." 
[is cosmopolitan and has refined 
interests] 

6. The teacher as participant in community 
affairs. 
[is expected to be interested and 
helpful in nonconspicuous manner] 
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7. The teacher as stranger in community. 
[behaves as a participant-observer of 
community process] 

8. The teacher as the person enroute. 
[ is looking for means of promotion or 
marriage] 

9. The teacher as a public servant. 
L is under supervision of entire 
community] (pp. 81-85). 

At the conclusion of this part of the article, Grambs 

(1957, p. 88) acknowledged the situational influence with 

regard to actual performance. She suggested that the 

actual content and implementation of the nine functions 

by a teacher depended on the community in which he was 

teaching. Some conditions affecting the type of community 

were family socio-economic status, rural or urban setting, 

and age of community. 

While Grambs was more specific than Wilson, she, 

too, was general in her treatment of specific functions. 

No attempt was made to describe the functions necessary to 

perform the teacher's role in explicit behavioral terms. 

Such specific behaviorally stated criteria could aid in 

studying and discussing the actions of a given teacher or 

teachers. The criteria should not be static but should be 

added to and reduced as conceptual and empirical studies 

give more insight into the teacher's actual role per

formance. Such criteria could be used as a basis for 

further discussion, exploration, and experimentation 

related to teacher role. 
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Redl and Wattenberg (1957) conceptually considered 

the teacher's role by turning their attention to the 

psychological function played by teachers in the develop

ment of children. They suggested that there was a wide 

variety of functions which a teacher performed in the 

child's life, as well as functions which the teacher 

considered as part of his being a teacher. Some of these 

were described as functions which have to be performed, 

while others were thought of as psychological services to 

be rendered. Redl and Wattenberg deliberately admixed 

both conceptions of the teacher's role, in the following 

list: 

1. Representative of society [Teacher incul
cates moral perceptions]. 

2. Judge [Teacher gives marks and ratings]. 
3. Resource [Teacher possesses knowledge and 

skills] . 
4. Helper [Teacher provides guidance for the 

pupils* difficulties]. 
5. Referee [Teacher settles disputes among 

pupils]. 
6. Detective L Teacher finds out rule-brealcersj . 
7. Object of identification [Teacher traits 

imitated by children]. 
8. Limiter of anxiety [Teacher helps children 

control their own impulses]. 
9. Ego-supporter [Teacher helps children to 

have confidence in themselves]. 
10. Group leader [Teacher sets climate of the 

group and promotes efficiency in reaching 
group goals]. . 

11. Parent-surrogate [Teacher is shown attention, 
particularly by younger children]. 

12. Target for hostilities [Teacher is recipient 
of children's frustrations and reactions 
against adults]. 

13. Friend and confidante [Teacher shares 
confidence and good feeling with pupils]. 
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14. Object of affection and crushes [Teacher 
is expression of psychological need on 
the part of some pupils] (pp. 299-304). 

Redl and Wattenberg (1957, pp. 304-305) did not regard 

their list as exhausting the possibilities of teacher role 

functions. Among those not listed, they mentioned such 

possible functions as conciliator, ogre invoked by parents 

to control students, and task-setter. 

The emphasis in Redl and Wattenberg's article was 

on the child's perception of the teacher and the different 

functions a teacher can perform for a child. However, they 

suggested that the teacher's role was a mixture of four 

considerations: "(l) The images projected by the children, 

(2) the expectations of the profession, (3) the personal 

intent of the teacher, and (4) the demands of the larger 

community" (p. 305). With the exception of number one, 

which could be a factor in the reciprocal nature of social 

role, the remaining three considerations could be con

sidered similar to the three dimensions of social role 

developed by this study. 

Review of Empirical Teacher Role Studies 

A review of empirically structured studies con

cerned with teacher role performance indicated they were 

limited in scope, A factor which resulted from the 

necessity to limit and control the many variables present 

in such studies. The use of role as a theoretical 
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structure caused a further refinement stemming from the 

various analytic levels associated, with role. Researchers 

interested in social sanction and conformity were more 

concerned with the prescriptive aspect of role, and 

researchers interested in what a person actually did in a 

social role were more concerned with the descriptive aspect 

of role. Other researchers, who were interested in role 

consensus and conflict, concentrated on the performer's 

perception of a social role. The majority of these 

empirical studies, which considered the teacher's role as 

the focal point, concentrated more on the perceptive and 

expectational nature of role rather than an actual per

formance of role. 

There have been few studies which considered the 

teacher's classroom role performance from a sociological 

perspective. Some studies considered the effects the 

student's or teacher's social class had on the teacher's 

role performance. Hollingshead (1949) indicated that the 

student's social class affected the behavior of high 

school teachers in awarding grades and recommendations for 

more advanced academic training. Becker (1952) showed 

that how the teacher perceived the social class of the 

student influenced such activities as awarding of grades, 

acceptance of school work, and handling of discipline. 

All the above activities were in favor of the higher social 

class student. 
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Teacher-student interaction is another way to 

study teacher performance. Such a study was done by 

Bush (1954). His study was a report on a continuing 

research program at Stanford University on teacher role. 

From data analysis, Bush (1954, pp. 170-181) suggested 

three basically distinguishable teacher and student types: 

(1) teachers and students who are academically oriented; 

(2) teachers and students who are more disposed to inter

action on a personal levelj and (3) teachers and students 

who are oriented towards creative endeavors. Bush (19 54, 

p. 197) cautioned that most teachers and students were 

combinations of the three types, and that a clear designa

tion of all teachers and students into one or another kind 

of category was not possible. Bush's (1954, p. 197) data 

did indicate that a failure to match the complimentary 

types of teachers and students, who could so be designated, 

resulted frequently in poor teacher-student relations, 

which affected the student's classroom performance and the 

teacher's attitude toward the students. 

Bush's study extensively treated the personal 

dimension of social role. The students' and teachers' 

"Social Beliefs" on such areas as race, nationalism, 

economic relations, religion, and family were studied. 

The interest of teachers and students was investigated by 

an "Interest Index" which listed 200 activities commonly 

carried on in 12 different fields of study. Howe ver Bush 
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did not mention, but only alluded to, such situational 

factors as social class or type of school. He made no 

mention of such factors as a teacher's age or length of 

teaching experience. The main weakness of Bush's study was 

that he did not clearly establish why.students and teachers 

held specific interests and "Social Beliefs." 

Gronlund (19 53) investigated teacher-pupil behavior 

from another perspective. He conducted a sociometric study 

in some 40 sixth grade classro6ms. He had the pupils 

choose those among their peers they most desired to work 

with. Concurrently, he had the teachers select three 

pupils they most preferred and a similar number of pupils 

they least preferred having in the class. The findings 

showed a significant preference by the teacher for the 

children in her class who were rated high by their class

room peers. This study left unanswered a causal connection 

between teacher and pupil agreement, other than suggesting 

that the agreement might have resulted from a specific 

pupil having the same qualities both teachers and peers 

found desirable. 

Brookover (1943), whose major emphasis has been 

with teacher role expectation in education, conducted a 

study in role performance using "authoritarian-democratic" 

behavior as a variable. He classified some sixty-six high 

school history teachers as either "authoritarian" or 

"democratic," the latter more congenial, friendly, and 
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sympathetic. The "authoritarian" teacher was considered 

more task-oriented and felt academic manners of most 

importance in the classroom. The "democratic" teacher was 

considered, in Brookover's study, relatively more aware of 

and willing to give more attention to social-emotional con

cerns in the classroom. Brookover found that each type's 

performance had an effect on the student's reaction and 

academic achievement. The "authoritarian" teacher was more 

respected by his students, but he was not as well-liked as 

the "democratic" teacher. The students of the "authori

tarian" teacher learned more history. In conclusion, 

Brookover suggested that either role performance was 

functional in the school, but failure to perform in a con

sistent manner often led to censure by the students. 

Again, the emphasis was only one dimensional with regard 

to social role performance. Brookover only considered one 

factor related to the personal dimension of social role. 

Flanders (1964) has conducted studies concerning 

the teacher-pupil relationship using the interaction 

analysis approach. Interaction analysis is a technique 

of recording by coding and quantifying the qualitative 

aspects of verbal and nonverbal communication between 

teacher and pupil in a classroom. Flanders' research 

findings showed significant difference in pupil academic 

achievement. This difference in academic achievement was 

in favor of those pupils taught by teachers who were less 
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verbal and who allowed expanded pupil freedom of participa

tion in contrast to those teachers who were more verbal and 

restricted pupil freedom of participation. The pupils and 

teachers were at the junior high school level and were 

divided equally between Mathematics and Social Studies-

English classes. The findings of the study were that a 

teacher influences the pupils' dependence by his verbal 

action so that the greater the pupils' dependence the less 

their achievement, and the less the pupils' dependence the 

greater their achievement. 

As previously mentioned, there are very few studies 

utilizing social role theory in relation to teacher per

formance. Other studies, using interaction analysis or 

perceptual context relating to the pupil-teacher relation

ship, are more numerous. These studies are more psycho

logical in orientation, seeking to find teacher personality 

characteristics which influence pupil achievement. There 

has been no study which attempts to use social role as a 

theoretical model to relate propositions based on normative, 

personal, and situational variables. The purpose of this 

study is to use social role theory to investigate the pro

fessional role of the teacher. 

Theoretical Teacher Role Model 

An assumption of this study is that a classroom 

teacher performs a social role. The adaptation of social 
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role to a teacher's role performance shall be concerned 

primarily with two processes. The first originates from 

the reciprocal nature of social role, namely, how teacher 

and pupil affect each other's behavior. This reciprocity 

requires consideration of the nature of the behavior 

sequence between the teacher and the pupil. Secondly, 

there is need to consider and relate the expectational, 

situational, and personal factors which influence role 

performance. 

To explain the nature of the behavior sequence 

between pupil and teacher, a teacher behavior instruction 

model suggested by Strasser (1967, p. 69) was modified for 

use in this research. A modification of the model, for 

purposes of this study, is that the pupil also enacts the 

same behavior sequence when interacting with the teacher. 

Figure 4 illustrates this modification. An explanation of 

the model is that the teacher or pupil initially acts 

(BS-1) in light of previous diagnosis (A) of the other's 

action and in terms of a goal (B). Immediately, the 

teacher or pupil observes (BS-2) the other person. Such 

observations are interpreted (BS-3) in terms of the goal. 

With this information, a diagnosis (BS-4) is made whether 

or not to continue or to adopt new behavior, which may 

result in another behavior (BS-1). The behavior sequence 

takes a "loopshape" which involves diagnosing, behaving, 

observing, and interpreting by the teacher and pupil. 
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External Situational Factors 



73 

Strasser (19 67, pp. 70-71) acknowledged that 

"extra-situational factors" affected the model, and he 

indicated that teacher and pupil behavior was not as 

closed loop as implied. Situational influences (C) were 

to be considered with regard to the actions in the 

sequence: "A second group of factors adds the dimension 

of outside experiences of the learner, which may affect 

his behavior, and his outside observations, which may 

affect the teacher's interpretations and diagnoses" (p. 

71). Strasser also suggested other kinds of "extra-

situational factors" (D) which were more or less bound to 

the specific situation, such as class size, district 

policies, size of classroom, and access to instructional 

material. 

Strasser (1967, p. 71) explicitly recognized the 

reciprocal effect teacher and pupil behavior had on each 

other. He regarded instruction as not purely linear in 

nature in that the teacher's behavior is modified by the 

pupil's behavior and vice versa. The past actions of the 

teacher will affect his present behavior, and his present 

behavior will influence his future behavior. 

The limitations of the simple behavior sequence 

model resulting from the "extra-situational factors" and 

the reciprocal effects necessitates a model which can 

relate both aspects. The purpose of a theoretical 

model for teacher role performance is to relate those . 
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"extra-situational factors" which influence the behavior-

sequence to social role and its performance. Figure 5 

illustrates the explanation of this relationship. Since 

social role has three dimensions, for purposes of this 

study, they are regarded as factors which influence the 

behavior of both the teacher and pupil. The goals and the 

motivations of a teacher (M. ) and pupil (M ) comprise the 
t- P 

expectational dimension. The goals and motivations are 

stimulus for action between the teacher and the pupil. The 

situational and personal factors influence the goals 'and 

motivations. This connection is represented by and 

R(p_t) and are the acting of the teacher (T) to the pupil 

(P) and vice versa, During the repeated interaction, the 

teacher and the pupil enact a behavior-sequence (BS-1, 2, 

3, and 4). The result of the repeated interaction is that 

the behavior sequence of the pupils stimulates and influ

ences the response pattern of the teacher. The converse is 

also true, but not a factor in this study. The response 

pattern of the teacher is regarded as the overt behavior of 

the teacher performing a social function. This is teacher 

role performance as defined for purposes of this study. 

Criteria for Teacher Role Performance 

The purpose of this study is to empirically 

investigate the influence that selected situational and 

personal factors have on teacher role.performance. Goncern 
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with regard to role expectation, consensus, or conflict is 

not a primary interest. However, to measure the effect 

situational and personal factors have on role performance, 

common criteria are needed. The criteria are the normative 

dimension of social role and are the dependent variables in 

this study. 

To date, the most comprehensive categorizing of the 

teacher's role and the competencies needed to perform it, 

has been the set of criteria developed under the auspices 

of the California Teachers Association. The work was the 

result of studies begun in 1945 by a special committee of 

the California Council on Teacher Education. In 19 52 the 

results of this work were published under the title Measure 

of a Good Teacher. The California Teachers Association 

Teacher Education Committee adopted it in 1955 as its 

official definition of teacher competence. In 1957 there 
t 
was published by the California Teachers Association, 

Teacher Competence: Its Nature and Scope which represented 

the cooperative work of many educators refining the 

original definition issued in 1952. Six Areas of Teacher 

Competence (1964), published by the California Teachers 

Association, retained the 1957 definition of roles and 

added examples of its widespread use. 

Six Areas of Teacher Competence is more 

inclusive than those of writers (Grambs, 1957; Redl and 

Wattenberg, 1957; Wilson, 1962) previously considered in 
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this study stating in explicit behavioral terms the desired 

role of the teacher. A basic proposition in this document 

is that the role of the teacher is closely interrelated but 

>could be analyzed into several sub-roles. Although these 

sub-roles are not distinct, for purposes of this study, 

they are treated as distinct to better focus attention on 

each one. All these sub-roles comprise the social role of 

a teacher. It is a basic assumption of this study that the 

Six Areas of Teacher Competence is the most comprehensive 

and explicit treatment of the teacher's role to date and 

that it can be utilized as criteria for an empirical study. 

Summary 

The review of literature on role theory, how role 

is related to teacher behavior, and other studies which 

investigated selected influences on teacher-pupil relation

ship, was found to be extensive both in its findings and 

implications. In an attempt to give some congruence to the 

studies on teacher behavior, role theory was regarded as 

affording a possible structural and interpretive frame

work. Role theory dealt with patterns of behavior and 

other characteristics common to human behavior. Role 

theory also accounted for the beliefs held about those 

behaviors by social participants. Conceptual distinctions 

centered around a description of behavior and cognition 

which led to propositions concerned with the effects of 
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behavior on both the role performer and persons who inter

acted with the role performer. Finallyrole theory con

sidered the situational context of the behavior. In its 

attempt to describe and account for human behavior in a 

social context, combining normative, situational, and 

personal dimensions, role theory suggested an approach for 

the study of teacher behavior. 

To adapt role.theory to teacher behavior, a 

theoretical role model was suggested and related to the 

teaching act. There were three factors which influenced 

teacher behavior and which were explicit in the social role 

of a teacher. The three factors were the expectational, 

the situational, and the personal. Since most teaching is 

accomplished through personal interaction, a behavior 

sequence between teacher and pupil was suggested, and it 

was also suggested that the interaction between pupils and 

teacher influenced a four behavior-sequence action: (l) 

behaving, (2) observing, (3) interpreting, and (4) 

diagnosing. The influence the three factors had on the 

overt behavior of a teacher was defined by this study as 

role performance. 



CHAPTER III 

VARIABLES SELECTED, MATERIALS USED, AND 
GROUPS STUDIED 

A study concerned with human behavior, regardless 

of theoretical structure, must be selective and explicit 

with regard to the variables to be considered. The use of 

role theory and its development in this study indicates 

three sources for variables. These are the normative, 

personal, and situational dimensions of social role. The 

explicit human behavior studied is that of the classroom 

teacher. Therefore, the variables and propositions 

relating the variables are determined within this specific 

context. 

Variable Selection 

In selecting the actual variables for this study, 

consideration is given to variables that would be of such 

scope as to be specific, yet inclusive enough to have an 

influential quality which affects a person's behavior. 

Little information can be gained investigating propositions 

relating variables if the variables are so unrelated that 

they could be ignored by a person when he is performing his 

social role. 

79 
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Social Class 

A sociological variable studied extensively in 

relation to the teacher-pupil relationship has been social 

class. Various studies (Hollingshead, 1949; Lynd and Lynd, 

1929; Sexton, 1966; Warner, Havighurst, and Loeb, 1944) 

found there was a positive correlation between high social 

class membership by a pupil and high educational oppor

tunity. The reverse was found to be true for the lower 

social class pupil. Educational achievement was found to 

be influenced by social class membership. Davis (1948) 

indicated that social class, by restricting interaction 

among people, limited and patterned a child's learning 

environment. A more recent study (Lesser, Pifer, and 

Clark, 1964) showed that social class consistently influ

enced the mental abilities of children in the first grade. 

Kahl (1953) and Wilson (1959) found that social class 

membership and parental influence affected the pupils' 

aspirations for an education. Those pupils from a low 

social class, unless strongly encouraged by their parents, 

had lower educational and occupational aspirations than 

pupils from a higher social class with less parental 

direction. 

The influence of social class status on a pupil's 

educational opportunity, achievement, and aspiration, as 

suggested by these studies, indicates a variable that was 

causal and specific. Further, the social class variable 
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would modify the teacher's role performance. The modifica

tion of the teacher's role performance is regarded as an 

outcome related to the reciprocal nature of social role. 

The professional role of a teacher is performed, in 

part, in relation to pupils. Since the role relationship, 

that of the teacher and pupil, is regarded as reciprocal, 

any factor which influences the attitude or understanding 

of one party as to role performance in this relationship 

would in turn influence role performance of the opposite 

person in the relationship. As the studies have indicated, 

the social class membership of the pupil influences the 

pupil's attitude and understanding of what the school 

means to him. The understanding and attitude of what 

schools are about can be supportive and nonsupportive. The 

general pattern has been that the higher the social class 

of the pupil the more he views school as similar to his 

values and as an opportunity to better himself, and he 

thereby supports the school. The reverse is generally the 

pattern for a lower social class pupil. 

The extension of this social class effect to a 

classroom of pupils with similar social class background 

will compound the effect it would have on the teacher's 

behavior. This situation, in turn, indicates that there 

will be a difference in role performance between teachers 

who instruct pupils from different social classes. To 

date, however, there is a lack of empirical studies based 
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on role theory which are concerned with the differences in 

teacher behavior due to pupil's social class membership. 

Teacher Age 

The teacher's personality has been another source 

of variables. Many of these studies (Amatora, 1955; Borg, 

1957; Christensen, 1960; Ryans, 1961) have been, in 

theoretical structure and instrumentation, psychological 

in orientation. The major purpose of these studies has 

been to investigate teacher effectiveness and selected 

personality characteristics. Representative personality 

characteristics such as authoritarianism, ethnic prejudice, 

dependability, and conformity have been considered; and the 

effect they had on pupil academic achievement and social 

adjustment have been investigated. Christensen's (i960) 

study was an example of a teacher personality characteris

tic study. He studied the relationship between pupil 

achievement and two different types of teacher behavior. 

Christensen found: "Results support the contention that 

effective responses of the teacher are more important for 

growth in achievement than permissiveness" (p. 173). 

Another and distinct approach for investigating 

teacher behavior can be seen in those studies which 

investigated the relationship of teacher behavior and 

teacher features. (A feature is that social aspect of a 

person which he has little or no control over in most 
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circumstances, such as age, sex, skin color, or certain 

types of experiences.) Very few of these studies have 

used role theory as a theoretical structure. 

The personal features, in terras of which data are 

presented in this study, are age, length of. teaching 

experience, and ethnic or racial membership. These 

features are considered important in that they represent 

or are regarded as being correlated with major differences 

in life situations, both in relation to social and profes

sional outlook and participation. 

Peterson (1964, p. 289) found that older teachers 

were more active in social and professional organizations 

than younger teachers. In a study of beginning teachers 

(Mason, 1961, p. 107), age was found to be a major factor 

related to career commitment. The proportion of women who 

considered teaching a lifetime career was much higher for 

those 30 and over. Mason's (1961, p. 115) study dis

covered that among beginning women teachers 68 per cent of 

the white but only 26 per cent of nonwhite expected to 

leave teaching, an indication that perhaps ethnic member

ship influences career commitment. 

These features are considered the focus of major 

differences in teacher role expectation, which in turn will 

affect the values, aspirations, and satisfactions of 

individuals. Although all the individuals surveyed shared 

a common occupational role, that of an intermediate ' • 
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classroom teacher, the intent of this study is to investi

gate the extent to which their teacher role performance is 

related to their occupancy of these other social positions. 

The age of a teacher has not been considered 

extensively as a variable of teacher behavior. Two studies 

(Ryans, 1960; Turner, 1964) found that there was a signifi

cant difference between the behavior of teachers 50-55 

years or older and those younger regardless of length of 

teaching. Although neither study was conclusive concerning 

the effect of age on teacher behavior, both authors sug

gested that age must be considered as a relevant variable 

in relation to teacher behavior and that, in terms of 

personality, teacher variation with age interacts with the 

main effects that are contributors to teaching performance. 

Case (1968) and Perz (1966) designed their studies 

to examine and compare the effect age had on personality 

traits. Case's research compared the attitudes and 

interests of mature, married women and young, single women. 

The findings suggested that the married women were only 

slightly less permissive, but not less committed, than 

single women in attitudes toward teaching, and that during 

the first year of teaching mature, married women were more 

stable and serious about improving themselves profession

ally. Perz was interested in showing that age was related 

significantly to disposition toward teamwork and to dis-. 

position toward authoritarianism. His research suggested 
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that women moved from low authoritarianism while young to 

high authoritarianism in later years. This authoritarian 

disposition also correlated with the desire to work with 

others. Young women were willing to work with others while 

the older women were not. These dispositions were more 

consistent with age than with teaching experience. 

The foregoing studies, with regard to age, indicate 

that a teacher's age influences behavior. However, no 

study, with the exception of Perz's, investigated the effect 

age has on general teacher behavior in relation to- a 

desired norm and in comparison with such other characteris

tics as length of teaching and ethnic or racial membership. 

This study, therefore, regards age as a variable to be con

sidered under the personal dimension of social role. 

Length of Teaching Experience 

The research relating to length of time spent on a 

job has been concerned primarily with job satisfaction. 

Herzberg et al. (1957, p. 10) concluded after an extensive 

review of the literature that various studies showed a 

definite and persistent relationship between the four 

variables of age, tenure, job level, and salary with job 

satisfaction. Generally, length of experience and age have 

a close correlation, yet in teaching it has not been as 

high as in most professions. Many female teachers (Mason, 

1961, p. 108) start their teaching career after college 
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graduation and often within a few years leave to raise a 

family. Many return after their families have become 

older. There has been a steady supply of teacher candi

dates from older housewives who complete their college 

education in teacher preparation courses. Both factors 

have tended to skew the correlation between age and length 

of experience with regard to teachers. 

Studies concerned with length of teaching experi

ence and its relation to teacher performance are limited in 

number. This lack of studies can be attributed to the 

length of time lapse necessary to make such a study on the 

same sample. During this time lapse, many original sample 

subjects have left teaching or cannot be located for the 

second study. Peterson (1964) suggested another reason 

explained by the nature of teaching: 

As with most occupations in which women pre
dominate, teaching is an "early plateau" occupa
tion characterized by relatively minor changes 
after the beginning phases of training and 
apprenticeship. However, institutional arrange
ments are such that teaching offices are 
standardized from one unit of a city system to 
another and from that system to others that are 
politically and geographically separate from it 
(p. 268). 

Such studies as have been made with regard to 

length of teaching indicate that the "early plateau" 

characteristic of the teaching occupation is not entirely 

correct. The paradigm suggested in this study is also at 

variance with this explanation. Situational factors can 
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be considered as influential in changing a teacher's 

behavior as well as a personal factor, such as experience. 

Studies concerned with length of teaching experi

ence have concentrated on its effect in relation to student 

achievement. Calabria (i960) investigated the influence 

academic preparation of the teacher, teaching experience, 

state certification, and graduate training had on effective 

teacher performance. Of the four variables, he found that 

academic preparation and length of teaching experience were 

the best indicators of successful teaching performance. 

Yee (1966) in his study focused on the cause and effect 

relationship of the interpersonal attitudes of teachers and 

pupils in intermediate classrooms. One finding was that 

teacher attitude about pupils changed with length of teach

ing experience. The longer one taught the less personally 

involved he became with his pupils. 

An interesting study conducted by Drabick (1967) 

sought to find out how accurately the educators of teachers 

perceive the role of the public school teacher. Although 

not specifically related to exact length of teaching 

experience, his study suggested that teacher preparation 

was not a significant factor in how a teacher actually 

performed in the professional role of the teacher. Drabick 

found that the perception of the teacher role held by the 

teacher educators was inconsistent with the actual role 

performance recorded by teachers. The implication drawn 
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from Drabick's conclusions is that experience is a more 

significant factor than even college teacher preparation. 

Fishburn (1965) was interested in learning more 

about teachers and how they viewed their work. One factor 

he investigated was change in teacher role perception by 

student teachers before and then after two years of teach

ing experience. The sample was composed of 116 teachers 

who had taken the same questionnaire as student teachers. 

The questionnaire developed by Fishburn was based on the 

"California Teachers Definition" (Appendix A). He.found 

that the behaviors listed under "Director of Learning," 

"Counselor and Guidance Worker," and "Mediator of the 

Culture" increased in importance for the teachers after 

two or more years of teaching experience, with "Mediator 

of the Culture" showing a .01 level of significance. The 

behavioral activities listed under "Link with the Com

munity "Member of the Staff," and "A Member of the 

Profession" reduced somewhat in importance, with a .05 

level of significance for "Member of the Staff." 

Fishburn's findings suggested that experience does change 

a teacher's perception of his role. 

The conclusions reached from the studies relating 

to length of teaching experience indicate that as a 

variable it would influence teacher behavior. Yet, as with 

other personal variables, no study has related teaching 

experience to nonpersonal variables and expectational 
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criteria. The purpose of this study is to do this by 

utilizing the concept of social role. 

Ethnic and Racial Membership 

An increasing number of studies has been concerned 

with ethnic and racial membership and its manifestations in 

the school. Studies (Ferrel, 1949; Rosen, 1959) comparing 

Negro and white pupils indicated that in a number of 

academic areas Negro youths lag behind white pupils. How

ever, there has been very little research to compare the 

behavior and views of different ethnic and racial teachers. 

Gottlieb (1964) reported on some research concerned 

with identifying differences and similarities in how Negro 

and white elementary school teachers did their work and 

viewed the pupils they taught. All the teachers sampled 

taught in schools that had a majority of Negro pupils. He 

found that, as a whole, Negro teachers were more satisfied 

with teaching than white teachers. The Negro teacher indi

cated greater dissatisfaction with the institutional aspects 

of the school, such as poor facilities and crowded class

rooms, than with the actual pupils. The reverse was true 

for the white teachers. 

To measure the differences in the way Negro and 

white teachers viewed their pupils, Gottlieb (1964, pp. 352-

353) prepared a thirty-three adjective questionnaire, and 

he asked teachers to check those adjectives which came 
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closest to describing the outstanding characteristics of 

the children with whom they were working. The results 

indicated that the Negro teachers were less critical and 

less pessimistic in their evaluation of Negro pupils than 

the white teachers. 

One reason for selecting ethnic and racial member

ship as a variable in this study is that Gottlieb studied 

the views of Negro and"white teachers in one situational 

context only, not actual classroom performance. It is 

reasonable to assume that if views are influenced by racial 

membership, then actual performance will be as well, since 

a person's attitudes influence his actions. A second 

reason for selecting ethnic and racial membership as a 

variable is the apparent lack of available research con

cerning actual teacher behavior. 

Materials Used 

The materials and techniques used to obtain data 

for this study can be divided into two main divisions, 

There was a questionnaire independently completed by 

selected intermediate grade teachers. Also an actual 

classroom observation and personal interview were done on 

a selected sample of teachers who answered the question

naire. All materials and techniques were selected to 

achieve an understanding of how teachers behave, not to 

measure their effectiveness. 
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Questionnaire 

The questionnaire (Appendix B) is designed to 

attain demographic information on the respondents selected 

and additional information on the respondents' pupils. A 

second concern is ascertaining how the respondents performed 

the professional role of a teacher. 

The first eight questions provide the demographic 

data. Questions one through five establish the extent and 

type of experience each respondent has as a teacher. 

Questions one and two establish the number of years experi

ence at the intermediate grade level. Question three 

ascertains the extent of experience the respondent has at 

the present school, in order to relate experience and 

socio-economic situation more exactly. The reason for 

asking questions four and five about consecutive and non-

consecutive years of experience is to more exactly describe 

the extent and type of experience each respondent has had 

as a teacher. Questions four and five allow comparisons 

between respondents who have and have not left teaching. 

The breakdown for years of experience under ques

tions two through four is done for two reasons. The first 

reason is the "early plateau" characteristics of teaching 

suggested by Peterson (1964, p. 268). One concern of this 

study is to investigate whether beginning teachers spend 

more time in classroom oriented activities than more 

experienced teachers. The second reason for the years of 
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experience breakdown is to have experience grouping cor

respond as closely as possible with the age grouping used 

in this study. An example is zero through two years 

experience and the age group 20-25. A large number of 

beginning teachers graduate from college at an average age 

of twenty-two and would fall in the age group 20-25 with 

less than three full years experience. 

Another determining factor for age grouping, is not 

to ask for exact age. Many female teachers, especially 

older women, are compromised and threatened when asked' for 

exact age. 

Question seven is designed to find out the ethnic 

or racial membership of the respondents. The open-ended 

question is used to enable respondents to give a free and 

more exact description than merely checking a pre-determined 

categorical description. 

Question eight obtains a detailed and descriptive 

profile of the respondent's pupils. The socio-economic 

status of pupils is a major variable in this study. All 

sources of information regarding the situation are con

sidered important. The respondent's description, school 

performance records, and general school community profile 

are obtained and compared to attain as composite a socio

economic description of the pupils as possible. 

The second part of the questionnaire relates to how 

the respondents perform the teacher role. The four pages 
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of teacher statements are similar to a questionnaire 

developed and used by Fishburn (1965). Fishburn (1955, 

1962, 1965) used the questionnaire in studies concerned 

with teacher role at both elementary and secondary levels. 

The total of forty-eight items•includes eight from 

each of the six areas of teacher role suggested by the 

"California Teachers Definition." The six areas are 

entitled: (l) "Director of Learning," (2) "Counselor and 

Guidance Worker," (3) "Mediator*of the Culture," (4) "Link 

with the Community," (5) "Member of the Staff," and (6) 

"A Member of the Profession." The items are divided ran

domly in such a manner that there are two items from each 

area, or a block of twelve items on each of the four pages. 

Respondents are asked to select from each block of twelve 

items the five items which describe the most customary 

activities they perform as a teacher. The result is a 

selection of twenty responses divided among the six areas. 

The responses chosen by each teacher are then compared to 

the other teachers* responses within the same situation, 

age group, length of teaching group, and ethnic or racial 

group, as well as to other teachers' responses not within 

similar groups. The purpose of these comparisons is to 

statistically obtain similarities and differences in role 

performance between the six areas and the type of respond

ents. 
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The reliability of the "Role Dimension Profile 

Scale" was tested by Fishburn (1965, p. 12). On a test-

re test of twenty-five teachers who first answered the 

questionnaire in the summer of 1964., and then in the fall 

of 1964, a correlation of .87 was obtained. The question

naire has been taken by student teachers who took the same 

questionnaire after two to four years of teaching experi

ence. Although not a true test-re test technique, the 

correlation was .78. Both these correlations statistically 

suggested an acceptable reliability for the questionnaire. 

The validity of the "Role Dimension Profile Scale" 

was considered acceptable by Fishburn (1965) for a self-

report questionnaire: ". . . it is clear that whether one 

describes his own behavior accurately or not, he must 

describe it in terms of his own values and his perceptions 

of t.he expectations of . others" (p. 12). Although Fishburn 

emphasized the perception of the respondent, the indicated 

overt behavior was regarded as a manifestation of the 

respondent's perception by this study. 

Observation Technique 

Classroom observation for purposes of this study 

was to assess the "Role Dimension Profile Scale" responses 

in comparison to actual classroom behavior. The selection 

of an observation technique was primarily determined in 

order to study the desired behavior suggested under 
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"Mediator of the Culture" in the "California Teachers 

Definition." A close study of the .behaviors under 

"Mediator of the Culture" indicated that these behaviors 

are performed in the actual classroom by the teacher and 

pupil. 

Teacher Behavior. The literature concerned with 

teacher behavior has been primarily interested in teacher 

effectiveness. Biddle and Thomas (1966) listed over three 

hundred and fifty studies related to teacher effectiveness. 

Teaching methods or teacher personality were used as , 

independent variables in the majority of these studies. 

The dependent variable was usually pupil achievement or 

attitude change. 

Effectiveness and Method. When using teaching 

method, most studies have been designed to measure the 

relative advantage of pupil-centered over teacher-centered 

instruction and the influence on pupil learning or attitude 

change. Stern (1963, p. 427) reviewed 36 such studies and 

broke them down as follows: 

Gain in Knowledge Studies 

Negative gain 6 
No difference or unmeasured 28 
Positive gain 2 

Attitude Change 

Negative gain 0 
No difference or unmeasured 20 
Positive gain 16 
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•Student Reaction to Student-Centered Class Studies 

Satisfied 
Dissatisfied 
Mixed reaction 
Unmeasured 

8 
5 
5 

18 

Most of the studies endeavoring to measure gain in 

pupil knowledge found no particular advantage for either 

type of instruction. Pupil attitude change was revealed to 

be more favorable in pupil-centered teaching behavior. 

Regardless of whether the teaching was teacher-centered or 

pupil-centered, the studies showed pupils were dissatisfied 

with a nondirective classroom. 

Some studies concerned with classroom methods have 

been severely criticized for conceptual and methodological 

weakness. Medley and Mitzel (1963) stated: "... the vast 

majority of the research in teacher effectiveness that has 

been done must be discarded as irrelevant because the 

criteria of effectiveness used have been invalid. Second, 

an even larger part of the research must be rejected 

because it has failed to incorporate any objective measures 

of teacher behavior" (p. 82). 

teaching methods questioned the objective criteria and 

purposes: 

Past research bears little resemblance to what 
the scientist does. Much of it is an attempt to 
justify new practices. . . . Most attempts to 
design teaching methods provide only the flimsiest 
foundation for subsequent research on their effec
tiveness. These attempts have not been based on a 

Wallen and Travers (1963) in discussing research on 
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comprehensive set of principles of learning but 
rather are based on other considerations (p. 
493), 

Effectiveness and Personality. A review of litera

ture concerned about the relation between teacher person

ality and teaching effectiveness suggested weaknesses 

similar to the research on teaching methods. Although 

studies have been done and there have been some consistent 

findings, two weaknesses have not been completely corrected. 

First, the studies have been similar in variables and 

methodology and have not been related to nonpersonal 

variables. Second, teacher personality research entails 

so many internalized cultural beliefs of what is functional 

and nonfunctional that bias by both investigator and 

respondents is built into the research design thereby 

lessening objectivity. 

A review of research studied by Getzels and 

Jackson (1963) concluded with the statement: "... 

despite the critical importance of the problem and a half-

century of prodigious research effort, very little is known 

for certain about the nature and measurement of teacher 

personality, or about the relationship between teacher 

personality and teaching effectiveness" (p. 574). ' Turner 

and Fattu (i960) supported the above opinion when they 

said: . seventy years of research on teacher effec

tiveness have not added much to our systematic knowledge, 
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and it is difficult to see how another seventy years can 

do any more if the same procedures are used" (p. iii). 

In summary, on studies concerned with teacher 

behavior and effectiveness, the opinion of Biddle and 

Ellena (1964) was most conclusive: 

Literally thousands of studies have been reported 
dealing with characteristics of teachers (rated 
or measured), effects of teaching, goals of educa
tion, and other related issues. .Yet, few if any 
"facts" seem to have been established concerning 
teacher effectiveness, no approved method of 
measuring competence has' been accepted, and no 
methods of promoting teacher adequacy have been 
widely adopted (p. 2). 

Objective Behavior Measure 

The conclusion drawn from the review of literature 

and the findings of researchers was the need to study 

teacher behavior using objective criteria. Much research 

suffers from conceptual and methodological bias or lacks a 

theoretical model to aid in providing explanation, inter

pretation, and integration of obtained data. To correct 

these weaknesses, educational researchers have been 

developing theoretical frameworks borrowed from the 

behavioral sciences. Some examples of such research 

include studies on the logical operations and strategies 

needed to clarify understanding (Smith, I960), the direct 

and indirect patterns of verbal influence (Flanders, 1964), 

and the analysis of teaching strategies (Joyce and Hodges, 

1966). 
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The research designs mentioned above have been 

based on common assumptions. Medle.y and Mitzel (1963) 

listed five of them: 

1. A quantitive technique to study teacher 
behavior is more objective. 

2. Behavior must be studied in the classroom, 
3. A teacher's overt behavior is necessary to 

have any effect on pupils. 
4. The teacher is an important factor in 

effecting student learning. 
5. The most pervasive overt teacher behavior 

is verbal (pp. 79-81). 

The measuring of verbal behavior in the classroom 

has resulted in the development of over fifty interaction 

analysis systems (Simon and Boyer, 1968, p. l). Inter

action analysis systems are "short-hand" techniques for 

recording observable objective data about the way people 

talk and act. They record what is happening but not what 

is exactly said. The recording is done by marking verbal 

behavior in prearranged sets of categories of behavior. 

Some common categories are lecturing, making conclusions, 

asking questions, and verbal sanctions. The majority of 

these systems are "content free"; namely, they can be used 

with any subject or grade level. They are concerned with 

what happens in the classroom. 

Classroom verbal interaction has been regarded as a 

complex process and no one category system measures all 

aspects of teacher-pupil interaction. The development or 

use of one system over another depends on what specific 

interest areas a person has. However, two major areas are 
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regarded as important by the majority of the people 

observing classroom behavior. These are the cognitive and 

affective domains. Some verbal interaction systems measure 

both, while others are concerned with only one domain or 

the other. 

Simon and Boyer (1968) designated the difference 

between systems measuring one or the other domain by 

suggesting the following criteria: 

The affective systems deal with the emotional 
climate of the classroom by coding how the 
teacher reacts to the feelings, ideas, work 
efforts or actions of the pupil. The way the 
teacher responds to pupils determines, in large 
measure, the affective climate of the classroom. 

The cognitive systems, on the other hand, 
deal with the thinking process itself. The 
cognitive systems consist of categories which 
differentiate between different kinds of teacher 
information, teacher questions, or pupil 
responses (pp. 2-3). 

These criteria for distinction were considered acceptable 

for selection of a system by this study. 

The basic assumption of most verbal interactional 

measuring systems is how a teacher says what he says has an 

effect on pupil learning and the emotional climate in the 

classroom. A teacher who insists that a pupil only recall 

data instead of mentally processing data in various ways 

will have a different effect on a pupil's learning. The 

difference will affect the pupils ability to make deci

sions . 
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System Selected 

The content of the "Mediator of the Culture" role 

area of the "California Teachers Definition", determined the 

selection of an effective verbal interactional system. A 

close study of the behavior specified in the role area 

suggests two functions. The first is that the behaviors 

are primarily performed in a classroom setting and there

fore require actual observation. A second concern is the 

need to record cognitive and affective behavior. As a 

"Mediator of the Culture" the teacher is required to develop 

in his pupils problem-solving ability and to use his 

scholarly background to enrich the cultural growth of his 

pupils—a cognitive skill. The teacher is also expected to 

develop appreciations and attitudes in his pupils for 

effective participation in a democratic society--an affec

tive skill. 

The need to record both cognitive and affective 

domains required a review of the systems that include 

categories for recording teacher verbal behavior in both 

domains. The systems reviewed were Amidon and Flanders 

(1967), Joyce and Hodges (1966), Medley and Mitzel (1958), 

and Withall (1949). The criterion for review was how 

closely each system's categories fit the behavior listed 

under "Mediator of the Culture." 

The system with the "best fit" for purposes of this 

study is Joyce and Harootunian1s (1967) "Teaching 
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Strategies." Joyce and Harootunian defined strategies as: 

"... decisions about organizing people, materials, and 

ideas to produce learning. They determine the objectives 

of classroom instruction, the means, that will be employed, 

and the way results will be evaluated" (p. 94). This 

definition emphasizes the position that strategy is a means 

to achieve an end or goal. The use of Joyce and 

Harootunian1s system is determined by how well the cate

gories" measure the behavior and achieve the goals under 

"Mediator of the Culture." For purposes of this study, 

Joyce and Harootunian's categories are considered to be 

satisfactory and inclusive. 

A comparison of Joyce and Harootunian's categories 

• (Appendix C) and the desired behaviors listed under 

"Mediator of the Culture" suggests that the goals and 

categories could be matched in the following manner: 

Joyce and Harootunian's Mediator of Culture 
Categor ies Behavior 

The Application of Functions 

(S-l) Sanctioning search Finds democratic solutions 
behavior to current social problems 

Recognizes and identifies 
key problems 

(S-2) Sanctioning group Develops effective discus-
relations sion practices 

Guides effective committee 
and other group partici
pation 

Encourages mutual respect 
Encourages willingness and 

the ability to cooperate 
in the solution of 
problems 
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(S-3) Sanctioning attain
ment 

(S-4) Sanctioning the 
ability to obey 
directions or 
rules 

(S-5) Offering general 
support 

The Development of Procedures 

(P-l) Helping students to 
determine a stand
ard of performance 

(P-2) Helping students to 
develop a plan or 
procedure 

(P-3) Imposing a plan or 
procedure 

(P-4) Imposing a standard 
of performance 

The Handling of Information 

(1-1) Helping students to 
theorize 

(1-2) Helping students 
toward self-
expression 

(1-3) Questioning students 
for precise 
answers 

(1-4) Delivering informa
tion 

(1-5) Giving conclusions 

Encourages willingness and 
the ability to use intel
ligence in problem 
solving 

Uses democratic techniques 
and skills in teaching 

Develops goals and standards 
for effective living in 
our culture 

Encourages teacher-pupil 
planning of problem units 

Opposite of (P-2) 

Opposite of (P-l) 

Develops an understanding 
of the inter-relationships 
among the great disci
plines 

Understands their problems, 
inter-relationships and 
defining issues 

Teaches pupils to locate 
information on current 
problems 

Utilizes effective activi
ties to develop pupil 
skill in using materials 
in analyzing current 
problems 

Reveals the wide signifi
cance of his own subject 
matter field 

Draws on a scholarly back
ground to enrich cultural 
growth of pupils 

Utilizes his field of sub
ject matter and/or general 
education in the solution 
of social, economic, 
scientific, and ethical 
problems 
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Three behavior areas are suggested for a teacher to 

perform under "Mediator of the Culture." The teacher is to 

(1) encourage problem solving on the part of the pupils, 

(2) encourage and use democratic procedures in conducting 

class, and (3) use scholarly background. Two of the 

behavior areas, encourage problem solving and use scholarly 

background, are primarily concerned with the cognitive 

domain, while encouraging and using democratic procedures 

is an affective goal. In order to assess teacher verbal 

behavior in the three behavior areas, categories in Joyce 

and Harootunian1s "Teaching Strategies" are matched with 

the behavior areas in the following manner: 

1. Encourages Problem Solving 

a. Sanctioning search behavior 

b. Sanctioning attainment 

c. Helping students to theorize 

d. Helping students toward self-expression 

2. Encourages and uses democratic procedures 

a. Sanctioning group relations 

b. Sanctioning the ability to obey directions or 

rules 

c. Helping students to determine a standard of 

performance 

d. Helping students to develop a plan or procedure 

e. Imposing a plan or procedure 
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f. Imposing a standard of performance 

g. Offering general support 

3. Uses scholarly background 

a. Questioning students for precise answers 

b. Delivering information 

c. Giving conclusions 

The main concern of measuring the effect teacher verbal 

behavior has on the cognitive and affective domains indi

cated in "Mediator of the Culture" is not considered by 

this study to be lost in the attempt to match specific 

categories and goals. If anything, the matching allows a 

more detailed analysis of the observed data. 

Personal Interview 

To assess teacher performance in certain areas 

described by the "California Teachers Definition," personal 

interviews were considered necessary. Many behaviors listed 

under "Director of Learning," "Counselor and Guidance 

Worker," "Link with the Community," "Member of the Staff," 

and "A Member of the Profession" are not normally performed 

in the classroom, nor would a teacher perform them during 

an observation visit. 

The schedule of interview questions (Appendix D) 

was developed from the behaviors listed in the "California 

Teachers Definition.11 The questions were phrased to 

ascertain actual activity by the teacher, and not degrees 
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of proficiency, and were primarily designed so the inter

viewer would cover all pertinent areas. Teachers were 

encouraged to expand their answers and to offer any 

supplemental information regarding their professional 

activities suggested by the question under discussion. The 

category number of the behavior in the "California Teachers 

Definition" has been indicated in parentheses beside each 

question. 

Group Studied 

One independent variable that is to be investigated 

by this study is the effect different pupil's socio

economic status had on teacher role performance. There

fore, the basis for selection of schools was determined by 

contrasting family income, cost of house, and level of 

parental education. This information was obtained from 

the 1960 United States Tract Census for the Greater Tucson 

area. A close comparison between individual census tracts 

and school attendance boundaries was made to establish 

which schools serviced each tract. All the schools 

selected were elementary schools within the Tucson District 

No. 1 Public School System. To further substantiate the 

initial socio-economic selection of contrasting schools, 

the current fifth grade stanine scores on the Lorge-

Thorndike Achievement Test (Verbal and Non-Verbal) and 

Stanford Reading-Tests were subsequently obtained to also 
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ascertain academic differences. The percentage figures 

for racial and ethnic minority students in each school 

were also used to indicate the difference in pupil body 

composition. 

Table I summarizes the breakdown of the selected 

schools into upper and lower socio-economic groups with 

the indicated criteria for the division. This table 

indicated a difference between the socio-economic criteria, 

which is paralleled by a marked difference in the families' 

educational achievement. There was also a noticeable dif

ference in pupil academic achievement between the two 

groups, and the percentages would indicate de facto 

minority and racial segregation. The selected schools 

within each group had common attendance boundaries at one 

or more points and, therefore, drew pupils from an entire 

census tract. There were no common boundaries, however, 

between a higher socio-economic school and a lower one. 

Table I suggests a marked situational variance between the 

two groups of pupils to be taught because of different 

socio-economic backgrounds, different levels of academic 

achievement, and different racial and minority exposure. 

These differences suggest a need for different teacher role 

performance. 



Table I. Socio-Economic and Academic Profile of Pupils in Selected Schools 

Yearly 
Family 
Income a 

* 

Cost of 
Housea 

Parental 
Educational 
Attainment 
in Years3 

Lorge-
Thorndike 
Stanine 
Scores" 

Stanford 
Reading 
Stanine 
Scores" 

Per Cent 
of Minority-
Students" 

Higher • Socio-Economic Schools 

School A $7,358 $15,500 12.6 4.99 4.80 8 
School B $7,358 $15,500 12.6 4.87 4.48 14 ' 
School C $5,090 $11,000 12.3 5.04 4.48 20 
School D $7,606 $15,100 12.8 5.06 4.48 3 
School E $7,606 $15,100 12.8 5.36 4.85 6 

Lower Socio-Economic Schools 

School F $3,669 $ 8,000 6.5 3.24 2.88 97 
School G $3,154 $ 9,100 7.7 3.41 2.38 99 
School H $3,514 $ 9,400 8.4 3.34 2.52 99 
School I $4,384 $ 5,400 7.4 3.45 3.30 95 
School J $4,905 $12,100 12.1 4.32 3.31 74 " 
School K $3,514 $ 9,400 8.4 3.38 2.84 90 
School L $3,984 • $ 9,400 6.6 4.00 3.11 90 

United States Bureau of the Census (1961, pp. 13-18). 

^Information obtained from Tucson School District No. 1 Central Office, 
Tucson, Arizona. 
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Teachers 

The teachers selected were female, teaching fourth, 

fifth, and sixth grades. The reason for selecting only 

female teachers was to ensure the likelihood of a repre

sentative sample in age and length of teaching groups. 

Men teachers in the intermediate grades have been 

limited in number and are in the lower age and experience 

groups because, after a number of years, they normally 

become administrators or leave the field completely. 

Grade Level 

The "California Teachers Definition" for desired 

teacher performance is concerned with two focal areas: the 

handling of subject matter and the interpersonal relation

ship between teacher and pupil. Teachers working with very 

young pupils have tended to concentrate on the latter area, 

while secondary teachers have concentrated on subject 

matter. Teachers of the intermediate grades seemed best 

situated to score in both areas because of the more 

advanced subject matter in comparison to primary grades, 

their professional education, and the age of the inter

mediate pupil in contrast to secondary pupils. 

Summary 

The selection of variables for purposes of this 

study was determined by the dimensions of social role. The 

independent variables were taken from the personal and 
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situational dimensions of social role. Pupil's socio

economic status was used as the situational variable 

because previous research indicated a correlation between 

it and such areas as a pupil's academic achievement, 

aspirations, and attainment. All three factors suggested 

a pervasive influence on how pupils would respond toward a 

teacher. Pupil responses would therefore have an influen

tial effect on how a teacher performs his role because of 

the reciprocal nature of the social role. 

The variables from the personal dimension of social 

role were teacher age, length of teaching experience, and 

ethnic or racial membership. These personal features were 

considered important because previous studies concerned 

with one or the other indicated they correlated with major 

differences in life experiences, both in relation to social 

and professional outlook and behavior by teachers. Although 

other personal variables, such as marital status, profes

sional training, and socio-economic status of the teacher, 

could have been chosen, this study was primarily interested 

in common regularities in the external society in which the 

teacher lives and had to limit the number of variables 

studied. 

Although all the variables used in this study have 

been considered in theoretical and empirical educational 

literature, no study has attempted to consider the degree 

of influence these variables may have in relation to one 
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another on teacher behavior. Such an attempt was made by 

this study utilizing the concept of social role. 

In order to consider the effect the selected 

variables had on female teachers of intermediate grades, 

three data collecting techniques were utilized. A self-

report questionnaire developed by Fishburn, based on the 

"California Teachers Definition," was given to inter

mediate grade teachers-in schools with contrasting pupil 

socio-economic backgrounds. The questionnaire was designed 

to ascertain the personal data being studied and the indi

cated teacher role performance. 

To better verify the extent and manner in which 

teachers performed the role area "Mediator of the Culture," 

an actual classroom observation technique was selected to 

be used in observing a number of the respondents' class

rooms. A verbal interaction analysis system developed by 

Joyce and Harootunian was selected since their categories 

best fitted the behaviors indicated in this area of the 

teacher's role. An assumption of this study was that the 

verbal behavior of the teacher would best indicate how the 

teacher performed the desired role as suggested by the 

"California Teachers Definition.11 

Since the desired behaviors in the other areas of 

the teacher's role are normally not performed during a 

classroom observation period, personal interviews were 

considered necessary. Questions based on the "California 
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Teachers Definition" were developed to indicate the extent 

and manner in which teachers performed their role in these 

other areas. 

The group studied was composed of female inter

mediate grade teachers who taught pupils from contrasting 

socio-economic status. The selection of female teachers 

was made to ensure a desired number of respondents within 

each of the age and length of teaching experience groups, 

since there is a limited number' of male intermediate grade 

teachers. The intermediate grades were considered the most 

likely age group in which teachers would give equal emphasis 

to both subject matter and to teacher-pupil relations. 



CHAPTER IV 

COLLECTION AND ANALYSIS OF DATA 

In the first section of this chapter the method of 

data collection and population used is explained. The 

second section is concerned with a review of the statistical 

techniques used to interpret the data. The analysis of the 

data supported by additional information obtained from 

classroom observation and personal interviews comprise the 

last part of this chapter. 

Collection of Data 

Questionnaire 

Permission was obtained from Tucson Public School 

District No. 1 to visit selected schools for purposes of 

this study. Contact with individual principals was made to 

obtain their permission to request their intermediate grade 

female teachers to participate in this study. Of the 

nineteen schools initially selected, twelve principals 

allowed their teachers to be involved in the study. A 

convenient date and hour was set to speak to the teachers 

in a group at each school and a brief explanation of the 

study was presented at that time. All of the intermediate 

grade teachers in the twelve schools agreed to complete the 

113 
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questionnaire, with the exception of two teachers who were 

ill at the time. The questionnaire was distributed with 

the understanding that it be done independently and 

returned to the school office within five days. Those 

teachers willing to allow classroom observations and per

sonal interviews were requested to sign their name and 

indicate their room number and age group on a detachable 

white card and to leave the card in the school office. 

Twenty-six of the sixty teacher's completing the question

naire agreed to a classroom observation and personal inter

view. 

Observation 

After the questionnaires had been collected from 

the schools, a selection was made of those teachers who had 

agreed to a classroom observation and personal interview. 

Only nine teachers from the lower socio-economic schools 

volunteered to be observed and interviewed. Working with 

this limitation, the teacher's age and the school's socio

economic situation were considered the best possible 

criteria to insure the widest range of actual classroom 

behavior for purposes of this study. Twelve teachers were 

selected to take part in this phase of the study. Of the 

twelve teachers, four were from the 31-40 age group and two 

were from each of the other age groups, with the exception 

of the 66+ age group, which no teacher checked. Also, the 
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twelve teachers were evenly divided between the two socio

economic school situations. 

Each of the twelve teachers was personally con

tacted, and a time for the observation and personal inter

view was arranged. Since the intention of the classroom 

observation was to learn more about how a teacher performs 

her role as a "Mediator of the Culture," an attempt was 

made to observe her during a social studies period. 

Although all subject areas are concerned with 

teaching necessary knowledge, the context of social studies 

was assumed to be the primary subject area that was con

cerned with teaching both cognitive and affective knowledge 

arid that taught the pupils how to participate in society. 

During the actual classroom observation, which 

lasted about thirty minutes as suggested by Joyce and 

Harootunian (1967), the verbal behavior of the teacher was 

recorded on a grid (Appendix E) used in connection with 

Joyce and Harootunian's "Teaching Strategies." According 

to their system of coding: ". . .a unit of communication 

is defined as one oral communication by a teacher on one 

topic and to one audience for a period not to exceed 15 

seconds (it may be shorter). For longer communications one 

unit should be recorded every 15 seconds" (pp. 229-230). 

This procedure required the observer to make at least one 

mark, regarding the teacher's verbal behavior, every 15 

seconds. 
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Prior to starting classroom observations, sample 

lessons included by Joyce and Harootunian (1967, pp. 247-

252) in their book and taped classroom situations were used 

by the observer and another judge to acquire proficiency in 

using Joyce and Harootunian's coding system. After a 

period of practice, comparisons between the coding of the 

two judges were made until there was an eighty-nine per cent 

level of agreement between the two judges. 

Personal Interview 

A personal interview was conducted with the teacher 

the same day her classroom was observed. The interview was 

intended to gain greater understanding of the role areas 

"Director of Learning," 11 Counselor and Guidance Worker," 

"Link with the Community," "Member of the Staff," and "A 

Member of the Profession." The schedule of questions 

(Appendix D) was used to insure that all role areas were 

discussed. The responses to the questions were taken down 
<• 

as nearly verbatim as possible. Soon after all the inter

views were completed, the responses were compared between 

teachers in the two socio-economic groups and then the 

responses of the different age groups were compared to each 

other. The comparisons were based on (1) the type of 

activity performed, (2) the frequency of performance, and 

(3) the extent of activity. An example was the response to 

the question: "What administrative responsibilities do you 
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have for the operation of the school as a whole?" under 

"Member of the Staff," A teacher who had responsibility 

for the school safety patrol was considered more active in 

a necessary function of the school than a teacher who was 

responsible for collecting United Community Campaign 

pledges from fellow teachers once a year. 

Statistical Techniques Used 

Because of the small number of teachers available 

who qualified for the design of this study, the use of non-

parametric statistics was required. The limited number of 

teachers participating precluded any assumption on their 

precise distribution form, and questionnaire scores were 

limited to nominal and ordinal scales. However, an assump

tion for purposes of this study has been made that the 

sampled teachers did have similar distributions for each 

of the six areas of the teacher role used as criteria. 

Downie and Heath (1965, p. 235) reinforced the acceptability 

of the assumption when using non-parametric statistics. 

The six areas of the teacher role suggested in the 

"California Teachers Definition" and used as the dependent 

variable in this study are: 

1. Director of Learning 

2. Counselor and Guidance Worker 

3. Mediator of the.Culture 

4. Link with the Community 
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5. Member of the Staff 

6. A Member of the Profession 

The questionnaire used in this study (Appendix B) 

required that the teachers select five statements each from 

four separate groups of twelve statements concerning the 

six areas above. By recording a teacher's twenty choices, 

frequency tables were made showing the number of statements 

chosen from each of the six areas. These tables permitted 

comparison for similarities and differences to be made 

between the following groups being investigated by this 

study: the different socio-economic school situations, 

teacher ages, and lengths of teaching experience. No 

comparison was possible between ethnic or racial groups 

because of the very few minority teachers in the schools 

used by this study. The comparisons were made using an 

empirical mean for the frequency of responses within each 

group. The empirical mean indicated the relative rank 

order given to each role area, distance between ranks on 

the basis of number of items chosen, and distribution of 

choices for each area. 

When using a similar technique, Fishburn (1965) 

concluded that: 

There were several kinds of questions of 
importance for which such a technique provided 
information. It is important to know, for 
example, that teachers choose more items from 
Dimension I, Director of Learning, than they do 



119 

from Dimension II, Counseling and Guidance. 
It is also important to know whether these 
rankings are relatively close together, or 
relatively far apart. This technique pro
vides this kind of information (p. 15). 

Chi-Square was used to measure whether or not there 

was a significant difference between teacher responses to 

the questionnaire, when grouped on the basis of different 

socio-economic school situations, ages, and lengths of 

teaching experience. The Chi-Square result would either 

affirm or reject the study's null hypotheses. This test 

of significance was selected for the following reasons: 

1. It can be used when no assumption is made about the 

shape of the population distribution. 

2. It can be used to test the degree of significance 

between responses of individuals divided into two 

or more groups. 

3. It can be used to test the degree of significance 

when data are expressed by frequency or proportion. 

4. It can be used when the number of respondents for 

each independent group is not equal. 

Siegel (1956) supported the use of Chi-Square for the type 

of data obtained by this study when he said: "We have no 

choice ... if our data are in frequencies rather than 

scores, i.e., if we have enumeration data, and if the 

2 measurement is no stronger than nominal. The x test for 

k independent samples is uniquely useful for such data" 

(p. 193). 
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Analysis of Data 

Three fnethods were used to obtain data in relation 

to the five questipns asked in this study about teacher 

role performance. . The methods were (1) a self-report 

questionnaire gpmpleted by sixty teachers, and (2) class

room observations of twelve selected teachers of. the 

original si;,;.y, followed by (3) personal interviews of 

twelve selected £ggchers. The findings from two of the 

methods, self^report questionnaire and personal interviews, 

were reported specifically with regard to the four basic 

questions. The glassroom observation data were considered 

independently fc>e£§use of the observation's exclusive con

cern with only the role area entitled "Mediator of the 

Culture." The first question was concerned with the 

pupils' socioeconomic status. 

Does the pupils1 socio-economic status influence 
the classroom teacher's role performance when 
compared to the same expectational norm? 

Table II indicates the average frequency mean for 

each role area by the teachers in the two different socio

economic school situations. The means were computed from 

the self-report questionnaire responses. 

There were twenty-five teachers in the lower socio

economic school situations and thirty-five teachers in the 

higher socio-economic school situations, A rank order 

comparison between the two groups indicates only one dis

similarity. The higher socio-economic group ranked "Link 
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Table II. Average Frequency Means for Role Areas by 
Teachers in Different Socio-Economic School 
Situations 

Higher Lower 
• Socio- Socio-
Economic Economic 
School School 

Role Area Situations Situations 

Director of Learning 5.70 5.62 
Counselor and Guidance Worker -3.77 4.00 
Mediator of the Culture 6.48 6.72 
Link with the Community 1.51 1.52 
Member of the Staff * 1.51 1.64 
A Member of the Profession 1.02 0.64 

with the Community" and "A Member of the Profession" the 

same, while the lower socio-economic group ranked "A 

Member of the Profession" fourth and "Member of the Staff" 

fifth. The difference between each group is smaller than 

0.50, suggesting both groups performed each role area with 

comparable emphasis. The use of Chi-Square resulted in 

establishing that there is no significant difference between 

the two groups with regard to each role area. 

Information obtained from interviews of the twelve 

teachers, who were evenly divided between the two socio

economic groups, reaffirms the rank order and emphasis 

indicated by the questionnaire findings. There is some 

marked content difference with regard to responses by the 

teachers to the interview questions. When asked, under the 
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category of "Director of Learning," "Do you use student 

groups to work as committees on assigned academic tasks?" 

teachers in the higher socio-economic schools indicated 

more use of such pupil committees. With regard to "Coun

selor and Guidance Worker," the verbal.response of teachers 

in the lower socio-economic group to the question, "What 

kind and how often have you used specialists to aid you in 

personal problems of your pupils?" suggested more use of 

such specialists as psychologists and case workers. When 

answering, under "Link with the Community," "What type of 

assistance do you request from parents in classroom and 

school affairs?" the higher socio-economic teacher responses 

were in the category of enrichment assistance and materials, 

ranging from cookies for parties to the use of a father's 

high-powered telescope. In the lower socio-economic group, 

parental assistance was more in such areas as obtaining 

corrective glasses to being more concerned over pupil 

truancy. Answers to the questions under "A Member of the 

Profession" were not categorically different between the 

two socio-economic groups. 

The second question was concerned with teacher age. 

Does the teacher's age influence the classroom 
teacher's role performance when compared to the 
same expectational norm? 

The following table (Table III) indicates the 

average frequency mean for each role area between the five 

teacher age groups. 
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Table III. Average Frequency Means for.Role Areas by 
Teachers in Different Age Groups 

Age Groups 

Role Area 20-25 26-30 31-40 41-50 51-65 

Director of Learning 5. 81 6. 85 5.80 5.72 4. 63 
Counselor and Guidance 
Worker 4. 18 3. 14 3.80 '4.00 3. 81 

Mediator of the Culture 6. 50 6. 42 6.66 6.36 6. 72 
Link with the Community 1. 62 1. 28 1.20 1.45 1. 54 
Member of the Staff 1. 27 1. 57 1,33 1.45 2. 27 
A Member of the 
Profess ion 0. 50 0. 40 1.20 1.00 1. 00 

The number of teachers in each age group was (l) 

sixteen in the 20-25 group, (2) seven in the 26-30 group, 

(3) fifteen in the 31-40 group, (4) eleven in the 41-50 

group, and (5) eleven in the 51-65 group. A rank order 

comparison between the five groups indicates certain dif

ferences. All age groups ranked "Mediator of the Culture" 

first and "Director of Learning" second, except age group 

26-30, which reversed the two role areas in rank order. 

"Counselor and Guidance Worker" was ranked third by all of 

the age groups. With regard to "Link with the Community" 

and "Member of the Staff" role areas, all age groups ranked 

fourth and fifth respectively except age group 20-25 years, 

which reversed the order. "A Member of the Profession" was 

ranked sixth by all the age groups. 
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Chi-Square proved the validity of a significant 

difference in relation to emphasis .for role areas, "Direc

tor of Learning" and "Counselor and Guidance Worker." A 

Chi-Square of 15.695 was obtained for "Director of Learn

ing," and is significant at the .01 level. The major 

difference is between age groups 26-30 and 51-65 years, 

indicating the younger group performed in this role area 

more than the older group. The oldest group (51-65) of 

teachers had an average mean response of 4.63 in contrast 

to the 26-30 age group's 6.85 and the other age groups' 

approximate 5.80. The frequency of responses for "Coun

selor and Guidance Worker" is also significantly different 

at the .01 level. The Chi-Square here is 16.09. The dif

ference is between teachers in the 26-30 age group who have 

an average mean of 3.14 in contrast to a 3.80 mean and 

higher for teachers in the other age groups. Although not 

quite large enough to be statistically significant, the 

teachers in the oldest age group did respond more often as 

performing as a "Member of the Staff." The largest fre

quency difference is between the oldest and youngest age 

groups. 

Personal interview responses confirmed the differ

ences indicated by the self-report questionnaire data. 

There were four teachers from the 31-40 age group and two 

teachers from the other age groups, except 66+, which no 

respondent indicated as her age group. 
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The teachers in the two younger age groups when 

asked, "How much time do you spend making differential 

assignments for pupils?" gave responses that indicated they 

spent more time looking for and preparing new methods and 

materials to help teach individual pupils than did older 

teachers. The younger two age group teachers when asked, 

"How do you keep pupils and parents informed of pupils' 

academic progress?" mentioned that they sent home corrected 

papers and tests. The older teachers when responding to 

the same question said they watched the pupil's school work 

and, if in their judgment, the pupil was failing called the 

parents for a conference. 

Questions asked aboutCounselor and Guidance 

Worker" activities indicated the teachers in the 20-25 age 

group sought more information and aid concerning their 

pupils than did older teachers. The younger teachers said 

they frequently examined a pupil's cumulative record file 

and asked for information from their pupils' previous 

teachers. Besides such specialists as psychologists and 

case workers, the younger teachers more often mentioned 

asking advice and help from the principal. 

Responses to questions under "Link with the Com

munity" suggested some differences in relation to age. The 

teachers in the two younger age groups, 20-25 and 26-30 

years, when asked, "What type of assistance do you request 

from parents for classroom and school affairs?" responded 
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with more examples than the older teachers. Some types of 

assistance mentioned were "room mothers," "have father talk 

to class about occupation," and "see if parents would allow 

children to bring items from home to use in science proj

ect." Most teachers said they were members of school PTA; 

however, older teachers had held or are holding an office 

in the school PTA. 

Older teachers were more explicit in their responses 

to questions about "Member of the Staff" role area. 

Responses to "What administrative responsibilities .do you 

have for the operation of the school as a whole?" indicated 

older teachers were more active than younger teachers in 

overall school functions. Two of the older teachers inter

viewed were responsible for the safety patrol. Many older 

teachers said the principal had asked them to have their 

classes prepare decorations for PTA and other meetings held 

at the school. Older teachers mentioned more often inci

dental requests for help by principals. The requests were 

to review new library and text books and visual aids before 

the principal purchased them. All teachers said they 

participated in improving the school's program and proce

dures. The activities ranged from working on a new reading 

program to team teaching in arithmetic. 

The personal interviews indicated that being "A 

Member of the Profession" was related to age. Older 

teachers more often said they were or had been, within the 
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last year, on such school district committees as (1) text 

book adoption, (2) in-service grade level curriculum 

committees, and (3) teacher-salary committee. All teachers 

mentioned they belonged to such professional organizations 

as National Education Association, Arizona Education 

Association, and Tucson Education Association; however, 

older teachers said they were also active in such profes

sional education honorary groups as Delta Kappa Gamma and 

Phi Theta Kappa. 

Younger teachers more often said they were .attending 

or had attended in the last year a university than did the 

older teachers. When asked what type of courses they had 

taken or were taking, most mentioned courses oriented to 

elementary education. No teacher said she subscribed to a 

professional educational journal, other than those received 

as a member of an educational association. Younger teachers 

mentioned reading professional journals and magazines 

subscribed to by the school more frequently than older 

teachers. The reason the younger teachers read the journals 

and magazines was to find "new activities," especially for 

art and science projects. 

The third question was concerned with length of 

teaching experience. 

Does the teacher's length of classroom experience 
influence the classroom teacher's role performance 
when compared to the same expectational norm? 
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Below is a table (Table IV) showing the mean fre

quency response for each role area by teachers with differ

ent consecutive years of teaching experience. 

Table IV. Average Frequency Means for Role Areas by 
Teachers in Different Length of Teaching Groups 

Consecutive Years 

Role Area 0 1 2 3-5 6-15 16+ 

Director of Learning 5.84 5. 66 4. 83 7.25 5. 59 4.60 
Counselor and Guidance 
Worker 4.00 4. 66 4. 00 2.87 3. 95 3.33 

Mediator of the Culture 6.23 5. 33 6. 66 6.63 6. 52 7.20 
Link with the Community 1.38 2. 00 1. 00 1.37 1. 45 1.40 
Member of the Staff 1.23 1. 66 1. 33 1.50 1. 59 2.20 
A Member of the 
Profession 0.69 0. 66 0. 50 1.37 0. 90 
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The number of teachers for each length of teaching 

experience group was: 

Years of Consecutive Number of 
Experience Teachers 

0 13 
1 6 
2 6 
3-5 8 
6-15 22 
16+ 5 

The rank order for each role area varies between 

the different age groups. "Mediator of the Culture1' was 

ranked first by those teachers who had 0, 2, 6-15, and 16+ 

years of consecutive experience, and second by those 

teachers with 1 and 3-5 years of experience. The latter 



129 

group ranked "Director of Learning" in first place while 

the other age groups ranked it second. All experience 

groups ranked "Counselor and Guidance Worker" third and "A 

Member of the Profession" sixth. There is some difference 

in rank order by groups in regard to "Link with the Com

munity" and "Member of the Staff." The first two experience 

groups, 0 and 1 year, ranked "Link with the Community" 

fourth and "Member of the Staff" fifth, while the teachers 

in the other groups reversed the rank order for the two 

role areas. 

The degree of difference between the groups, when 

using Chi-Square, was found to be significant. The differ

ence in the role areas, "Director of Learning" and "Coun

selor and Guidance Worker," is significant at the .05 

level. The major difference is between those teachers with 

3-5 years teaching experience, who had a higher mean fre

quency than the other groups in the role area "Mediator of 

the Culture," and who had a lower mean frequency than the 

other groups for the role area "Counselor and Guidance 

Worker." 

Although the application of Chi-Square indicated no 

significant degree of difference, those teachers with 

sixteen or more years of experience have a mean frequency 

response for "Member of the Staff" close to one whole 

response higher than each of the other groups. 
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It was not possible to compare the personal inter

view responses between groups of teachers with different 

consecutive years of experience. The reasons no comparison 

was possible are: (1) the limited number of teachers who 

volunteered for personal interviews, and (2) the teachers 

in most age groups had the same number of years of experi

ence. As age is a variable in this study, it was decided 

that it would be difficult to determine whether the 

responses were related to their age or to their length of 

teaching experience. 

However, the following table (Table V) is included 

to give some insight into the relationship between length 

of teaching and role performance. 

Table V. Number of Teachers in Each Age and Length of 
Consecutive Years Teaching Groups 

Age Groups 
Consecutive Years of 
Teaching Experience 20-25 26-30 31-40 41-50 51-65 

0 7 0 3 • 0 0 
1 5 0 1 0 0 
2 2 5 0 0 0 
3-5 2 2 2 4 1 
6-15 0 0 9 6 2 
16+ 0 0 0 1 8 
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As indicated earlier in this study, significant 

levels of difference exist for the.role areas "Director of 

Learning" and "Counselor and Guidance Worker." These 

differences appeared when mean frequency responses were 

compared between age groups and between length of teaching 

experience groups. The level of significance between age 

groups for "Director of Learning" and "Counselor and 

Guidance Worker" is .01; however, the level of significance 

between experience groups for the same role areas is .05. 

An examination of the above table indicates that 

teachers in the older age groups do not have similar length 

of teaching experience. An example is the 31-40 age group. 

Four teachers in this group have less than two consecutive 

years of experience while nine teachers have six to fifteen 

years of consecutive experience. A possible reason for the 

different levels of significance found when age groups and 

length of teaching experience groups are considered is that 

teachers in the same age brackets selected role areas with 

similar frequency, regardless of the number of years of 

consecutive teaching. 

The fourth question was concerned with a teacher's 

ethnic or racial membership. 

Does the teacher's ethnic or racial membership 
influence the classroom teacher's role performance 
when compared to the same expectational norm? 

Of the sixty intermediate grade teachers in twelve 

schools used in this study, only two were members of an 
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ethnic or racial minority. The selection of more schools 

and teachers to obtain a representative number of minority 

teachers was found to be impossible for two reasons. The 

first reason is the small number of female minority teachers 

in the Tucson area school districts. The second reason is 

that to request the small number of available female 

minority teachers in the intermediate grades to participate 

would have destroyed the distinct socio-economic school 

situations needed for this study. 

Classroom Observation 

Twelve teachers were observed by using Joyce and 

Harootunian's (1967) "Teaching Strategies" as the observa

tion guide to analyze the teacher's verbal performance as 

"Mediator of the Culture." The teachers were equally 

divided between the two socio-economic school groups. 

There were four teachers from the 31-40 age group, and two 

each from the other age groups. One observation was made of 

each teacher for approximately thirty minutes at her con

venience during the social studies period. 

When requesting an appointment for an observation, 

teachers were asked to continue their usual classroom 

activities and not to prepare a special lesson. It was 

assumed, however, that most, if not all, teachers did not 

teach a "normal" lesson,while being observed. It was 

further assumed that whatever they did attempt to do was 
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what they considered to be good teaching. Consequently, 

the observed verbal behavior probably reflected what they 

believed to be an ideal teacher role performance. 

The use of Joyce and Harootunian's (1967) "Teaching 

Strategies" system did not result in obtaining data that 

could be regarded as conclusive concerning teacher role 

performance as a "Mediator of the Culture." The thirty-

minute observation period of each teacher proved to be 

inadequate when endeavoring to analyze performance in this 

complex role area. Subsequent observations were not pos

sible because of the reluctance on the part of some teachers 

to permit another visit. Therefore, the observation data 

are considered fairly general and only impressions can be 
t 

discussed. 

The following tables are used to indicate the 

percentage of teacher verbal behavior for each of Joyce and 

Harootunian's categories. Data from the observation were 

converted to percentages because comparisons can then be 

made in common terms. Comparisons between the two socio

economic school situations are discussed because there are 

marked differences in this grouping and not in teacher age 

and length of teaching groups. 

When comparing teacher verbal behavior, assumed by 

this study to encourage pupil problem-solving, some per

centage differences in certain categories indicate that the 

teachers in the higher socio-economic schools perform'at a 
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more- active verbal level than the teachers in the lower 

socio-economic schools. 

An inspection of Table VI shows that teachers of 

pupils from a higher socio-economic status encourage pupils 

to set their own standards of performance and to develop 

their own plans or procedures. The pupils are also encour

aged to develop theories and express themselves regarding 

them. 

Table VI. Per Cent of Total Teacher Verbal Behavior to 
Encourage Problem-Solving 

Per Cent of Total Teacher 
Verbal Behavior 

Higher Socio- Lower Socio-
Economic Economic 
School School 

Verbal Activity Situations Situations 

Sanctioning Search Behavior 3.20 0.40 
Helping Students to Determine 
a Standard of Performance 2.30 0.86 

Helping Students to Develop a 
Plan or Procedure 3.23 0. 66 

Helping Students to Theorize 4.38 0.96 
Helping Students Toward Self-
Expression 4.53 1.26 

The manner in which observed teachers utilized their 

academic knowledge varies when compared as groups teaching 

pupils from different socio-economic status. 
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Table VII indicates teachers who had pupils from a 

higher socio-economic status used academic knowledge more 

to ask questions and make conclusions. The teachers with 

pupils from a lower socio-economic status delivered 

academic knowledge to their pupils with less effort to 

question pupils or to make conclusions. 

Table VII. Per Cent of Total Teacher Verbal Behavior in 
Utilizing Academic Knowledge 

Verbal Activity 

Questioning Students for 
Precise Answers 

Delivering Information 
Giving Conclusions 

Per Cent of Total Teacher 
Verbal Behavior 

Higher Socio- Lower Socio-
Economic Economic 
School School 

Situations Situations 

16.05 11.60 
38.26 53.51 
8.08 3.63 

The use of sanctions by teachers of pupils from 

different socio-economic status is also different. 

A review of Table VIII indicates that teachers of 

pupils from a higher socio-economic status verbally 

rewarded attainment more often than did teachers of pupils 

from a lower socio-economic status. Although teachers with 

pupils from a higher socio-economic status were more active 

in imposing procedures and performance standards, the 
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Table VIII. Per Cent of Total Teacher Verbal Behavior in 
Sanctioning Pupils 

Per Cent of Total Teacher 
Verbal Behavior 

Verbal Activity 

Higher Socio-
Economic 
School 

Si tuations 

Lower Socio-
Economic 
School 

Situations 

Sanctioning Group Relations 
Positive 
Negative 

Sanctioning Attainment 
Positive 
Negative 

Sanctioning Ability to Obey 
Directions or Rules 
Positive 
Negative 

Offering General Support 

Imposing a Plan or Procedure 

3.13 
2.96 

6.56 
2.25 

1.18  
1.15 

1.92 

2.76 

3.31 
3.81 

2 . 8 8  
6.25 

0.53 
0.70 

0.50 

2.25 

Imposing a Standard of 
Performance 2 . 1 0  1 .06  
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difference is occasioned by a more "open" classroom 

procedure. These teachers allowed more discussion and 

independent work and therefore gave more help and direc

tions than teachers of pupils from lower socio-economic 

status. 

From the limited amount of data obtained from the 

observations, there is an indication that the socio

economic status of pupils does affect the type and the 

extent of teacher role performance as a "Mediator of the 

Culture." 

Discussion of Hypotheses 

To determine the solution of the four questions 

considered in this study, null hypotheses were proposed. 

These hypotheses were examined in light of the relation

ships found when the data gathered were analyzed. The 

following discussion summarizes the findings of this 

study. 

Hypothesis 1. There will be no difference in 

role performance between teachers instructing pupils 

from different socio-economic status. 

In relation to the teacher responses in the self-

report questionnaire, there is no significant difference in 

any of the six role areas between those who teach pupils 

from different socio-economic status. But the twelve 

interviews and classroom observations indicate that 
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teachers in different socio-economic areas do perform in a 

different manner in those role areas that directly relate 

to the pupil, specifically as "Director of Learning," 

"Counselor and Guidance Worker," and "Mediator of the 

Culture." The self-report questionnaire and personal 

interviews do not suggest significant differences between 

the two groups of teachers teaching pupils from different 

socio-economic status for role areas "Link with the Com

munity," "Member of the Staff,"'and "A Member of the 

Profession." The null hypothesis is not rejected because 

no significant difference was indicated by questionnaire 

responses, and the personal interviews and observations 

used in this study are not regarded as broad enough in 

scope to modify the findings of the questionnaire. 

Hypothesis 2. There will be no difference in 

role performance between teachers due to age, with 

different lengths of classroom experience, ethnic 

or racial membership, and instructing pupils from 

different socio-economic status. 

Responses to the self-report questionnaire indicate 

that the teacher's age has a relationship to role perform

ance. Using the Chi-Square technique, the degree of 

difference is significant at .01 for role areas "Director 

of Learning" and "Counselor and Guidance Worker." Teacher 

responses to the interview schedule also support the dif

ferences in role areas when age is the variable. Teachers 
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in the 20-25 years age group indicated more activity in 

the role areas "Director of Learning" and "Counselor and 

Guidance Worker," while those in the 26-30 years age group 

placed more emphasis on "Director of Learning" than any 

other age group. The teachers in the two older groups, 

41-50 and 51-65 years, indicated in personal interviews 

that they perform more activities as "Member of the Staff" 

and "A Member of the Profession" than the younger teachers. 

There are no significant differences in the role areas 

"Link with the Community" and "Mediator of the Culture." 

No conclusions are used from the classroom observation in 

relation to teachers because so few teachers permitted an 

observation. The null hypothesis is rejected for the role 

areas "Director of Learning" and "Counselor and Guidance 

Worker," based on questionnaire responses. Although not 

sufficient to reject the null hypothesis, the personal 

interviews did suggest difference in relation to the 

teacher's age for role areas "Member of the Staff" and "A 

Member of the Profession." 

Hypothesis 3. There will be no difference in 

role performance between teachers due to length of 

teaching experience, with different ages, ethnic or 

racial membership, and instructing pupils from dif

ferent socio-economic status. 

Teachers with different lengths of consecutive 

teaching experience did respond with significant difference 
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to the questionnaire. The degree of significance is .05 

for the role areas "Director of Learning" and "Counselor 

and Guidance Worker." However, no conclusive data were 

obtained from the personal interview and classroom observa

tion. The volunteer teachers were limited in number and 

there was such a similarity between the ages of the teachers 

and their years of teaching experience that it was not 

possible to determine whether age or their years of experi

ence were related to their responses. For example, the 

teachers with 3-5 years of consecutive experience were also 

in the 26-30 age group. Therefore, the responses given in 

the personal interview are considered, for purposes of this 

study, as having more relationship to age since there is a 

higher level of significance in this area as indicated in 

the only measurable data, i.e., the "Role Dimension Profile 

Scale." On the basis of the "Role Dimension Profile Scale" 

responses alone, the null hypothesis is rejected for the 

role areas of "Director of Learning" and "Counselor and 

Guidance Worker," 

Hypothesis 4. There will be no difference in 

role performance between teachers due to ethnic or 

racial membership, with different ages, length of 

classroom experience, and instructing pupils from 

different socio-economic status. 

No conclusions can be made with regard to this null 

hypothesis because of the lack of an adequate population. 
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The 'limited number of ethnic or racial minority teachers 

available in the grade levels under, consideration prevented 

any objective evaluation for this study. 



CHAPTER V 

SUMMARY, CONCLUSION, AND IMPLICATIONS 

This study is an exploratory attempt to examine 

teacher professional behavior in relation to expectational, 

personal, and situational dimensions. These three dimen

sions are examined within the context of the concept of 

social role. Evolving from a basic interest in how teachers 

perform their role, this study is based on the hypothesis 

that previous studies regarding teacher behavior have not 

attempted to develop theories which consider more than one 

or two variables in relation to teacher behavior. It is 

further hypothesized that factors from each of the three 

dimensions, expectational, personal, and situational, all 

have some relation to teacher behavior. Therefore, this 

study of teacher behavior is based on a theoretical model 

which attempts to integrate the variables drawn from the 

three dimensions. 

Rationale of the Study 

The genei-al theoretical model for this investiga

tion was developed especially for purposes of this study. 

Fundamentally, the model is based upon a theory of indi

vidual behavior in social roles. A social role exists when 

a person interacts with another; it is made up of three 
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classes of phenomena which are, at the same time, inde

pendent arid interacting. The three classes are (l) 

expectational, those desired behaviors assigned to a person 

performing a certain role in an institution; (2) personal, 

those behavior areas wherein the individual actor is 

allowed some discretion in the performance of a social 

role; and (3) situational, those conditions in which social 

role performance takes place. 

It is within these three dimensions of the social 

role concept that teacher professional behavior was investi 

gated to gain a more comprehensive understanding of the 

relation selected variables may have to teacher role 

performance. The expectation^!, personal, and situational 

dimensions of the social role model were regarded as the 

source of variables having some relation to the behavior of 

teachers in the performance of their role. 

For purposes of this study, the expectational 

dimension of social role was used as the dependent variable 

The "California Teachers Definition" was used as the 

expectational criteria. Age, length of experience, and 

ethnic or racial membership of the teacher were selected 

as variables for the personal dimension of social role. 

The pupils' socio-economic status was selected as the 

variable for the situational dimension of social role. In 

order to analyze the data collected, four hypotheses were 

developed based on the independent variables selected from 
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the personal and situational dimensions of social role. 

Statistical procedures were applied to the collected data 

to determine each hypothesis' validity. 

The Sample ' 

The sample was composed of sixty female intermediate 

grade teachers employed by a large urban school district in 

the state of Arizona. These teachers were teaching in 

schools reflecting either a higher or lower socio-economic 

status of pupils. The criteria for placing schools in 

either a higher or lower socio-economic status were the 

pupils' family income, cost of home, and parental educa

tional attainment. 

The Instruments 

Four major research instruments were used in the 

collection of data. These were: 

1. Role Dimension Profile Scale; a 48-item self-report 

questionnaire (Appendix B) designed to classify 

teacher performance in six role areas. The 

"California Teachers Definition" (Appendix A) pro

vided the basis for the questionnaire. Six role 

areas are included in this definition: "Director of 

Learning," "Counselor and Guidance Worker," 

"Mediator of the Culture," "Link with the Com

munity," "Member of the Staff," and "A Member of 

the Profession." 
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•2. Personal Interview Schedule; a thirty-seven item 

questionnaire (Appendix D) designed for this study. 

The basis of the interview schedule is the 

"California Teachers Definition" for role areas 

"Director of Learning," "Counselor and Guidance 

Worker," "Link with the Community," "Member of the 

Staff," and "A Member of the Profession." 

3. Joyce and Harootunian Teaching Strategies for 

Analyzing the Oral Communication of Teachers: a 

coding system (Appendix C) which enables the 

classification of teacher verbal behavior into four 

categories of teaching functions. The four cate

gories are: (a) the application of sanctions, (b) 

the development of procedures, (c) the handling of 

information, and (d) the maintenance of the class 

as a social system. A thirty minute observation 

was made of twelve teachers as they taught social 

studies in their classroom. A coding grid (Appen

dix E) was used during each observation which 

resulted in a profile of each teacher's verbal 

teaching pattern to be used for further analysis. 

4. Personal Data Sheet: an instrument (Appendix B) 

consisting of questions to which all teachers 

responded. The data obtained from the administra

tion of the Data Sheet provided information 
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concerning the personal characteristics of teachers 

selected as variables in this study. 

The Statistical Methodology 

An empirical mean was computed for the frequency of 

teacher responses in each role area indicated on the "Role 

Dimension Profile Scale." The Chi-Square test, with the 

level of significance set at .05, was used to determine if 

significant differences exist in teachers grouped according 

to (l) socio-economic status of pupils, (2) age groups, and 

(3) length of teaching experience groups. Similarities 

between groups were determined by computing an average mean 

of teacher responses to the "Role Dimension Profile Scale" 

for the six role areas. 

Conclusions 

The results of this study are based upon informa

tion obtained through administration of each of the 

research instruments. The data collected indicated both 

situational and personal variables have some relationship 

to teacher role performance when compared to the desired 

role performance suggested by the "California Teachers 

Definition." 

The findings of this study suggest the following 

conclusions: 
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Situational Dimension: Pupil Socio-Economic 
Status 

Data from "Role Dimension Profile Scale." There is 

no significant difference between teachers instruct

ing pupils from different socio-economic status and 

raTik order of each role area. Teachers in both 

socio-economic school situations emphasized the 

same role areas. 

2. Data from Personal Interviews and Classroom Observa

tions . There seems to be an indication that the 

manner in which teachers perform role areas con

cerning pupils and the community is influenced by 

the socio-economic status of the pupils. 

Personal Dimension: Age of Teacher 

1. Data from "Role Dimension Profile Scale." There is 

a significant difference between age groups and the 

rank order of role areas. 

2. Data from Personal Interviews and Classroom Observa

tions . There seems to be an indication that the 

younger teachers place more emphasis on those role 

areas dealing directly with the pupil, while the 

older teachers spend more time in the role areas 

related to teaching as a profession. 
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Personal Dimension: Length of Teaching Experience 

1. Data from "Role Dimension Profile Scale." There is 

a significant difference between length of teaching 

experience groups and the rank order of role areas. 

2. Data from Personal Interviews and Classroom Observa

tions . There seems to be an indication that 

teachers place more emphasis on the same role areas 

in direct relationship to their age. This was 

particularly noticeable from personal interviews. 

Limitations of the Study 

Conclusions based upon this investigation are 

limited by the characteristics of the sample. The sample 

of twelve elementary schools and sixty intermediate grade 

teachers proved to be large enough to supply a sufficient 

number of teachers in the age groups, the length of teach

ing experience groups, and the pupil socio-economic groups. 

The study was limited by the small number of volunteer 

teachers for personal interviews and classroom observa

tions. Because of this limitation, the generalizations 

based upon the findings of this study that extend beyond 

the sample must be made with care. 

It was not possible in this geographic region to 

enlarge the number of schools to obtain more volunteer 

teachers because this would have narrowed the range between 

pupil socio-economic status desired for this study. 
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The instruments used to obtain data also contained 

limitations that should not be overlooked. Although the 

"Role Dimension Profile Scale" has been used in previous 

research, there is no assurance that teachers' perception 

of what they believe they do does not influence their 

responses more than their actual performance. To correct 

this possible weakness in the "Role Dimension Profile 

Scale," the personal interviews and classroom observations 

were conducted. 

The use of Joyce and Harootunian*s (1967) ".Teaching 

Strategies" requires a high level of coding skill. This 

requirement was met by extensive practice with another 

judge, who was trained with this coding method, prior to 

the actual observation. To increase reliability of the 

coding, however, more than one observer should be used in 

the future. 

Recommendations for Further Study 

1. The social role model developed for purposes of 

this study is adequate for investigation of the 

relationship of teacher role performance and the 

variables used for this study. Teacher role 

performance is related, not only to personal, but 

also to situational factors. Further investiga

tions could be conducted using this model to study 
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teacher role performance using any combination of 

variables drawn from three dimensions. 

2. In future studies, an attempt should be made to use 

teachers who would agree to personal interviews and 

classroom observations thereby.obtaining a more in-

depth teacher behavior profile. 

3. The findings of this study indicate teacher*s age 

has the most significant relationship to teacher 

performance in the role'areas "Director of Learn

ing," "Counselor and Guidance Worker," "Member of 

the Staff," and "A Member of the Profession." 

Although not considered in this study, further 

research might prove more definitive if variables 

were selected to investigate both personal and 

professional experiences common to age. Some 

questions that appear particularly pertinent are 

suggested below: 

a. What common personal experiences that accompany 

age relate to teacher role performance, i.e., 

marital status, age of own children, health, 

social class origin of the teacher? 

b. What is the relationship of different profes

sional experiences to teacher role performance 

when teachers of the same age group are com

pared, i.e., elementary teachers to secondary 

teachers, type and extent of professional 
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preparation, organizational methods such as 

team teaching compared .to the self-contained 

classroom? 

4. From the limited data obtained from classroom 

observations, the situational dimension of role 

performance was found to have a relationship to 

the role areas "Director of Learning," "Counselor 

and Guidance Worker," and "Mediator of the Culture." 

Even though the questionnaire indicated that 

teachers did not emphasize different role areas, 

the observations indicated that the activities 

performed were different between the two socio

economic school situations. 

One reason for further investigation of the 

socio-economic status of pupils is the possibility 

that it could be related to other factors affecting 

the attainment of school goals. Individual schools 

of different socio-economic status might be com

pared with relation to administrative practices and 

the subsequent effect on teacher role performance 

in role areas dealing directly with pupils. 

5. As previously indicated, the relationship teacher 

ethnic or racial membership has to teacher role 

performance could not be investigated. Although 

not enough teachers representative of these groups 

were available to complete the design of this study, 



152 

further examination using a larger school district 

might be useful. 

Implications of the Study 

The first aspect of this study is to develop a 

social role model that would be useful to investigate 

teacher behavior. A number of implications can be inferred 

from this model. One general implication for teacher 

education is the role model itself providing a guide for 

pre-service and in-service education programs. In the 

growing heterogeneity of American society, the personal 

characteristics, situational factors, and expectational 

criteria related to teaching might be combined to provide 

a more definitive professional program for pre-service and 

in-service teacher education. 

The first area to consider is the expectational 

criteria for teacher behavior. Teachers and persons pre

paring teachers might consider exploring a definition of 

desired teacher competencies which would develop a profes

sional educator. Those persons responsible for preparing 

teachers would use the definition for reviewing existing 

teacher education programs. This definition would provide 

a guideline for asking such questions as: 

1. When in the teacher preparation program are the 

professional competencies to be introduced and 

developed for prospective teachers? 



153 

•2. Who should introduce and develop the competencies? 

3. What is the most effective .way these competencies 

can be taught? 

4. What level of sensitivity and nature of interaction 

are required for given competencies such as pupil 

guidance, parent relationships, and dealing with 

other educators? 

5. What competencies are needed immediately by begin

ning teachers? 

6. What type of research studies are needed to. 

continually review the criteria of teacher compe

tencies? 

A second area to consider in teacher education 

programs is the personal dimension of the teacher role. 

More important than quantity is the quality of the teachers 

that society desires to teach the young. Parents and 

society generally do not want just teachers who "keep 

school" but teachers who are effective in guiding the 

pupil toward those attitudes and skills necessary for 

effective, living in society. 

Although there have been many studies attempting 

to determine the distinguishing personal qualities of 

successful teachers, there has been little progress in 

establishing the profile of an effective teacher. This .is 

not surprising because teaching is a complex process 
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involving many aspects of a person's total being. Teaching 

is concerned with many aspects of teacher and pupil behav

ior, not just at the time the action is observed but years 

later as well. What is needed in teacher education pro

grams is to (1) recognize that pre-service and in-service 

teachers have different abilities, (2) identify the personal 

qualities necessary for effective performance in each area 

of the teacher role, and (3) use this identification to 

utilize the strengths of the teacher in those role areas 

where he is best suited, while helping him to learn needed 

abilities in weaker role areas. 

The third factor related to the teacher role is the 

situational. Teaching is done in all types of areas and 

with all types of pupils that have relationship to how and 

what the teacher does in performing his role. Data from 

research studies concerned with the situational influences 

on teacher behavior can be used to identify those areas of 

the teacher role which are affected by situational factors. 

This information would aid teacher educators and teachers 

to answer such questions as: 

1. What skills and attitudes do teachers need to be 

effective in specific teaching situations? 

2. Who can effectively aid the teacher to acquire the 

new competencies? 

3. What is the best way to learn needed skills and 

attitudes in the new situation? 



155 

The second aspect of this study is to use the 

social role model to investigate actual teacher behavior. 

Some of the data gained by this study, although limited, 

suggest implications for teacher education. The discussion 

of the implications is divided into the three dimensions--

expectational, situational, and personal—of the role 

model. 

Expectational Dimension 

This study has provided a description of the 

teacher's role as performed by a group of classroom * 

teachers in the intermediate grades. Through the use of 

a forced-choice, self-report questionnaire, personal inter

views, and classroom observations, this study provides data 

on how this sample of teachers tended to distribute their 

time and commitments. 

The purpose of pre-service programs is to prepare 

future teachers to operate with some competence in all 

areas related to the teacher's role. Using the data of 

this study and others related to actual teacher perform

ance, pre-service programs might be analyzed to determine 

if they are preparing the prospective teacher to perform 

the total range of activity shown to be possible in actual 

teaching assignments. 
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Personal Dimension 

In gathering data for this study, using this 

geographic area, the limited number of teachers from dif

ferent ethnic and racial membership suggests that people 

from minority groups are not entering or remaining in the 

teaching field. An active recruitment program might be 

planned to explain the advantages and possibilities of 

professional education'for persons of minority membership. 

Research studies might be designed to explore reasons why 

so few racial and ethnic minority members are in the 

teaching profession. Three possible research questions 

are: (l) How do ethnic and racial minority persons perceive 

formal education and its functions in society?, (2) What 

inhibits ethnic and racial minority persons from perceiving 

themselves in the role of teacher?, and (3) Do the educa

tional agencies exclude minority members from achieving 

status as teachers? The data obtained by such studies 

could be used to prepare teacher preparation programs 

which might encourage minority persons to become teachers. 

The data obtained by the "Role Dimension Profile 

Scale" and personal interviews indicate that younger and 

older teachers are more active in different professional 

activities. The older teachers are more active in profes

sional activities outside the classroom; younger teachers 

are more oriented to professional activities directly 

associated with pupils. This difference in teacher ' • 
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commitment might provide school administrators additional 

information relevant to appropriate assignments for 

instruction and for peripheral duties which must be 

accomplished in the school. In addition, older teachers 

might assist younger ones in expanding.their professional 

activities beyond the teacher-pupil concern levels. At the 

same time this kind of age-range relationship might help 

older teachers to focus more on the child concern aspect of 

teaching. 

Situational Dimension 

Data from this study suggest that teachers of 

pupils from the lower socio-economic group were not develop

ing pupil language skills in comparison to teachers of 

pupils from the higher socio-economic group. New verbal 

behavior for the teacher, both cognitive and affective, 

might best be learned in the situational setting where it 

is expected to be used. This suggests the need for 

expanded relationships between the universities and indi

vidual schools in order to aid in developing in-service 

programs more specific to the actual classroom conditions. 

Such programs might develop or use verbal and nonverbal 

interaction analysis-systems, and through the use of video 

and audio techniques, teachers could code and profile their 

actual classroom behavior and even have pupils help them. 
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The data obtained from the personal interviews and 

classroom observations suggest that teachers in contrasting 

socio-economic school situations perform those role areas 

directly associated with pupils in a different way. 

Although the limited number of teachers available to this 

study limits a firm implication, further research might 

support the need to develop pre-service programs designed 

to prepare teachers to instruct pupils from different 

socio-economic status. 

Special pre-service and in-service programs might 

be developed to study the unique problems, interests, and 

needs associated with the specific socio-economic pupils to 

be taught. Practice teaching might be done in a range of 

different school situations for a more comprehensive 

assignment preparation. 



APPENDIX A 

OUTLINE OF SIX TEACHER ROLES1 

The following descriptions of six teacher roles 
outline major functions and, in a general way, the areas 
of teacher competence that typify each role. A raort 
detailed analysis is given later. 

Teacher Roles in Promoting Pupil Growth 

Role 1: Director of Learning 
Guiding learning activities is recognized as basic. 

Such expertness requires a high degree of competence in 
devising, testing, and utilizing learning activities in the 
variety of situations confronting the teacher. 

To be expert a teacher must achieve: 
Understanding of how pupils learn, demonstrated by 
ability to plan and direct effective learning 
activities. 

Understanding of the individual pupil, demonstrated 
by ability to meet individual needs and develop 
individual talents. 

Ability to appraise the effectiveness of activities 
in achieving desired outcomes. 

Role 2: Counselor and Guidance Worker 
Helping the pupil become as effective an individual 

as possible requires teacher competence as a counselor and 
guidance worker. This competence is also required to meet 
the responsibility to society for helping to educate indi
viduals for all important social roles. These responsi
bilities require the teacher to deal effectively with pupils 
as individuals and in groups. 

The teacher provides skilled individual counseling 
and guidance for pupils in solving academic and personal 
problems, although specialized services are utilized in 
unusual cases and circumstances. 

To be effective in this role the teacher must be 
able to: 

Establish appropriate relationships with pupils, 
both individually and in groups. 

1. Six Areas of Teacher Competence (1964). 

159 
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Collect accurate, pertinent information about 
pupils and use it effectively. 

Use suitable counseling procedures. 
Utilize accurate information in vocational guidance. 
Achieve effective relationships with the pupil's 
family. 

Recognize the need, when it arises, to request 
specialized guidance and counseling services. 

Liaison Roles of the Teacher 

Role 3: Mediator of the Culture 
To see that members of society acquire the cultural 

heritage is a major responsibility of the teacher as 
mediator of the culture. At first glance it may seem 
artificial to consider as separate areas of competence the 
ability to direct learning (Role 1) and knowing what is to 
be learned (Role 3). Yet experience shows that a teacher 
who is knowledgeable in one field may be ineffective if 
assigned to teach outside his field. It is apparent, also, 
that a scholar may be an ineffective teacher unless he 
understands learning processes and principles of human 
development, knows how to organize materials most effec
tively for teaching and learning, and is able to set his 
field of scholarship in the context of attitudes and ideals 
valued in the culture. 

It is to emphasize the fact that competence as 
Director of Learning and as Mediator of the Culture are 
both necessary to teaching effectiveness that, for purposes 
of this definition, they are placed in separate roles. 

The teacher who is an effective mediator of the 
culture will: 

Define his objectives to include values important 
to the culture. 

Utilize his field of specialization to develop 
problem-solving effectiveness. 

Develop the appreciations, attitudes, and abilities 
required for effective participation in a demo
cratic society. 

Draw on a scholarly background to enrich the 
cultural growth of his pupils. 

Role 4: Link with the Community 
The teacher is a link between organized society and 

its future member. The effectiveness of the school is 
measured, in the last analysis, by the successes with which 
today's children meet the responsibilities of membership in 
tomorrow's adult society. This role includes liaison 
functions which are necessary for two purposes: to work 
cooperatively with the public in developing and interpreting 
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an effective program of education and to provide for a 
systematic induction of youth into increasingly important 
community activities. 

Competence in this role will be demonstrated by: 
Ability to participate with the public in planning 
the goals of education and in interpreting the 
school program. 

Finding opportunities to develop significant 
applications of subject-matter through educa
tionally valuable pupil services to the community. 

Exercising leadership in community affairs with the 
purpose of making the community a better place in 
which young people may grow up. 

Program-Building Roles 

Role 5: Member of the School Staff 
Program building within the local system is directed 

toward three important educational functions: to provide an 
articulated series of learning experiences leading to 
desired objectives; to provide an effective environment for 
developing the skills and attitudes needed for effective 
citizenship and for meeting developmental needs; and to 
provide for joint planning with the public on purposes and 
programs in education. The classroom is articulated with 
the school in each of these functions. 

Competence of the teacher as a member of the school 
staff is revealed in these functions: 

Leading the public in studying over-all purposes 
and objectives of the school and evaluating the 
success with which all-school objectives are 
achieved. 

Articulating classroom objectives with those 
accepted for the school as a whole. 

Planning curricular and co-curricular activities. 
Sharing in administrative responsibilities for 

effective operation of the school program. 
Participating in development of school policies. 

Role 6: Member of the Profession 
Effectiveness as a member of the profession (not 

to be confused with membership in the voluntary organiza
tions of the profession) calls for competence in three 
general areas of professional behavior: personnel relation
ships, professional growth, and effectiveness in dealing 
with problems of the profession. Some of the tasks in 
these areas are directed by leaders with special prepara
tion while others are assumed by professional organizations, 
lay-professional. groups, or professional schools. All of 
them represent collective responsibility for the profession 
as a whole. 
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Roles of the Teacher in Promoting Pupil Growth 

Role 1: Director of Learning 
1.1 Adapts principles of child growth and 

development to planning of learning activi
ties. 
1.11 Recognizes and deals with each pupil 

according to his needs. 
1.12 Helps individuals acquire the skills of 

effective group membership. 
1.13 Works closely with specialists, parents, 

and community agencies in the solution 
of physical and mental health problems. 

1.14 Makes and uses pupil records in ascer
taining needs, planning work, and 
guiding the learning process. 

1.2 Plans teaching-learning situations in accord 
with acceptable principles of learning. 
1.21 Provides effective and continuing 

motivation. 
1.211 Develops cooperatively with 

pupils objectives for large 
units of study, daily class 
work, and special activities. 

1.212 Arranges for differentiated 
assignments to meet needs and 
abilities of individual pupils. 

1.213 Uses a variety of instruments 
and techniques for keeping pupil 
informed of his progress. 

1.22' Utilizes a variety of classroom 
activities. 

1.23 Selects and uses a wide variety of 
instructional materials. 

1.24 Provides abundant and varied oppor
tunities for individual and group 
expression in appropriate creative 
fields. 

1.2 5 Helps pupil make application of his 
experiences to many situations. 

1.3 Demonstrates effective instructional proce
dures. 
1.31 Provides a physical environment which 

facilitates learning. 
1.32 Makes assignments skillfully. 
1.33 Provides opportunities for wide 

participation. 
1.4 Utilizes adequate evaluation procedures. 

1.41 Carries on evaluation as an integral 
part of instruction. 
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1.42 Enlists cooperation of pupils and 
parents in developing programs of 
evaluation. 

1.43 Uses a variety of devices and proce
dures. 

1.44 Organizes and summarizes data for 
meaningful interpretation. 

1.45 Reports to parents in terms of growth 
in knowledge, skills, attitudes and 
social behavior. 

1.46 Uses evaluative evidence to improve 
teaching-learning experiences. 

1.47 Leads the learner to assume an important 
role in the evaluation of his own 
growth and development. 

1.5 Maintains an effective balance of freedom and 
security in the classroom. 
1.51 Shows an honest liking and sincere 

regard for boys and girls. 
1.52 Emphasizes responsible group living 

with standards of conduct comparatively 
determined. 

1.53 Develops relations among pupils that 
are cooperative and natural. 

1.54 Provides opportunities for pupils to 
develop qualities of leadership and of 
self-direction. 

1.55 Plans management of classroom routine 
as a worthwhile learning experience for 
pupils. 

Role 2: Counselor and Guidance Worker 
2,1 Utilizes effective procedures for collecting 

information about each pupil. 
2.11 Makes effective use of informal proce

dures: anecdotal records, interviews, 
questionnaires, check lists. 

2.12 Utilizes standard tests. 
2.121 Is familiar with the more useful 

ones in his own field. 
2.122 Selects those most appropriate 

for his purpose. 
2.13 Is skillful in constructing and using in

formal tests and sociometric devices. 
2.131 Appraises the characteristics of 

the te s t. 
2.132 Interprets test results. 

2.14 Provides pupils and parents with 
adequate reports. 
2.141 Bases grades and reports on 

cumulative records. 
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2.2 Uses diagnostic and remedial procedures 
effectively. 
2.21 Identifies learning difficulties. 
2.22 Knows common diagnostic and achievement 

tests in own and related fields. 
2.23 Administers and interprets diagnostic 

and achievement tests. 
2.24 Selects appropriate remedial materials 

for instruction in relation to pupil's 
level of achievement. 

2.25 Reveals ability to work correctively . 
with the pupil at the level of his 
abilities, achievements, and interests 
at the given time. 

2.26 Prepares and uses accurate and adequate 
records. 
2.261 Makes case studies. 
2.262 Keeps cumulative records. 

2.3 Helps the pupil to understand himself. 
2.31 Establishes effective relationships 

with individual pupils. 
2.311 Utilizes suitable counseling 

techniques. 
2.312 Maintains effective relationship 

with the home. 
2.32 Assists the pupil in self-evaluation. 

2.321 Helps him to understand his own 
abilities and limitations. 

2.322 Guides him in .the analysis of 
his personal problems. 

2.323 Assists him in defining realistic 
goals. 

2.324 Directs him to sources of 
information on vocational 
opportunities and careers. 

2.4 Works effectively with the specialized 
counseling services. 
2.41 Recognizes serious problem cases. 
2.42 Refers serious cases to the specialist, 

with adequate background information. 

Liaison Roles of the Teacher 

Role 3: Mediator of the Culture 
3.1 Draws on a scholarly background to enrich 

cultural growth of pupils. 
3.2 Directs individuals and groups to appropriate 

significant life application of classroom 
learning. 
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3.21 Utilizes his field of subject matter 
and/or general education in the solu
tion of social, economic, scientific, 
and ethical problems. 

3.22 Reveals the wide significance of his 
own subject matter field. 

3.23 Develops an understanding of the inter
relationships among the great disci
plines. 

3.3 Designs classroom activities to develop 
pupil ability and motivation for: 
3.J1 Finding democratic solutions to current 

social problems. 
3.32 Recognizing and identifying key problems. 
3.33 Understanding their inter-relationships 

and defining the issues. 
3.4 Directs pupils in learning to use those 

materials from which they will continue to 
learn after leaving school. 
3.41 Teaches pupils to locate information on 

current problems. 
3.42 Utilizes effective activities to 

develop pupil skill in using such 
materials in analyzing current problems. 

3.5 Develops pupil-attitudes and skills necessary 
for effective participation in a changing 
democratic society. 
3.51 Uses democratic techniques and skills 

in teaching. 
3.52 Provides for the use of democratic 

attitudes and skills by the pupils in 
the classrooms, through: 
3.521 Teacher-pupil planning of 

problem units. 
3.522 Development of effective discus

sion practices. 
3.523 Guidance in effective committee 

and other group participation, 
3.6 Helps his students acquire the values 

realized as ideals of democracy, such as: 
3.61 Mutual respect. 
3.62 Willingness and ability to cooperate 

in the solution of problems. 
3.63 Willingness and ability to use intel

ligence in problem solving. 
3.64 Goals and standards for effective 

living in our culture. 
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Role 4: Link with the Community 
4.1 Utilizes available education resources of 

community in classroom procedures, 
4.11 Invites parents and other adults to 

share hobbies, talents, and experiences 
with students. 

4.12 Utilizes field trips to draw on com
munity resources. 

4.13 Interprets community to pupils through 
his own field and incidental activities. 

4.14 Reveals to the public the significance 
of the school program through pupil 
activities in classroom, school, and 
community projects. . 

4.15 Initiates students into community 
responsibilities appropriate to their 
age level. 

4.2 Secures cooperation of parents in school 
activities. 
4.21 Knows when and how to obtain assistance 

for school or class affairs. 
4.22 Conforms with policies of Parent-Teacher 

Associations and other cooperating 
groups relating to cooperation with the 
school. 

4.23 Encourages parents to visit regular 
classes and special school events. 

4.24 Conducts individual and group parent 
conferences with increasing skill. 

4.3 Assists lay groups in understanding modern 
education. 
4.31 Participates effectively with various 

socio-economic groups. 
4.32 Keeps parents and public informed of 

school activities through bulletins, 
class letters, and newspaper articles. 

4.33 Initiates opportunities to discuss 
educational problems and accomplish
ments with friends, neighbors, and 
community acquaintances. 

4.34 Accepts invitations to speak upon 
educational subjects. 

4.35 Communicates effectively with the 
public as well as with members of the 
profession. 

4.4 Participates in definition and solution of 
community problems relating to education. 
4.41 Contributes to service in the community. 
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4.42 Participates as a member of the profes
sion in school betterment programs, 
bond issues and legislative matters. 

4.43 Draws upon reliable sources for 
information and assistance. 

Program-Building Roles 

Role 5: Member of the Staff 
5.1 Contributes to the definition of the over-all 

aims of the school. 
5.11 Works effectively with the public to 

define school aims. 
5.12 Interprets the relationship of school 

program and activities to the desired 
aims. 

5.13 Articulates his classroom objectives to 
those of the school. 

5.2 Contributes to the development of a school 
program to achieve its objectives. 
5.21 Participates effectively in all-school 

curriculum developments. 
5.211 Utilizes effective procedures in 

curriculum building. 
5.212 Demonstrates familiarity with 

current curricular projects and 
patterns. 

5.22 Articulates his classroom program to 
the school curriculum. 

5.3 Contributes to the effectiveness of over-all 
school activities. 
5.31 Participates in planning and guidance 

of student activities. 
5.32 Assumes appropriate administrative 

responsibility for operation of the 
school as a whole. 

5.4 Cooperates effectively in the evaluation of 
the school program. 
5.41 Can define school aims in terms 

suitable for evaluation. 
5.42 Participates in collection of relevant 

evidence. 
5.43 Interprets the evidence to indicate 

needed revisions in program and aims. 

Role 6: A Member of the Profession 
6.1 Demonstrates an appreciation of the social 

importance of the profession. 
6.11 Renders appropriate service to society 

beyond that for which he has contracted. 
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6.12 Contributes to the honor and prestige 
of the profession by his personal 
conduct. 

6.13 Actively seeks to upgrade professional 
standards through selective recruitment 
and retention programs. 

6.14 Interprets to others the goals and 
practices of the profession. 

6.2 Contributes to the development of profes
sional standards. 
6.21 Takes part in the development of a 

functional code of ethics, 
6.22 Adheres to the accepted code of ethics. 
6.23 Helps to enforce the code of ethics in 

upgrading standards of professional 
behavior. 

6.24 Supports an adequate system of certifi
cation and accreditation. 

6.25 Helps improve pre-service and in- * 
service programs of preparation. 

6.3 Contributes to the profession through its 
organizations. 
6.31 Becomes a member of the organization. 
6.32 Takes active part in the formulation of 

the organizational policies, 
6.33 Supports the policy once formed until 

it is changed by tne democratic process. 
6.34 Seeks and supports legislative programs 

to improve the program of education as 
well as the economic and social status 
of the profession. 

6.4 Takes a personal responsibility for his own 
professional growth. 
6.41 Develops and tests more effective 

classroom procedures. 
6.42 Keeps informed on current trends, 

tendencies, and practices in his field 
by use of professional literature. 

6.43 Participates in conferences, workshops, 
etc., dealing with professional problems. 

6.44 Enlarges his horizons through academic 
and non-academic experiences. 

6.5 Acts on a systematic philosophy, critically 
adopted and consistently applied. 
6.51 Expresses a systematic philosophy of 

education held with deep personal 
conviction. 
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6.52 Identifies and clarifies the philo
sophical assumptions underlying various 
and conflicting policies for his work 
in the six roles of professional 
practice, 

6.53 Utilizes explicitly his philosophical 
views in making consistent choices of 
educational policies and practices. 



APPENDIX B 

TEACHER ROLE PERFORMANCE IN EDUCATION 

The following questionnaire is designed as an 
attempt to discover how teachers in public schools perform 
their occupational role. In order to relate the informa
tion from this questionnaire to certain demographic 
factors, it would be helpful if you would answer the 
following questions. Thank you. 

1. At what grade level are you currently teaching? 

4th 5th 6th 

How long have you taught at your present grade level or 
the other two? (Do not count this year.) 

0 3-5 yrs. 

1 yr. 6-15 yrs. 

2 yrs. 16+ yrs. 

3. How long have you taught at your present school? (Do 
not count this year.) 

0 3-5 yrs. 

1 yr. 6-15 yrs. 

2 yrs. 16+ yrs. 

4.. How many consecutive years have you been teaching? (Do 
not count this year.) 

0 3-5 yrs, 

1 yrs. 5-16 yrs. • 

2 yrs. 16+ yrs. 
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5. Have you taught prior to the consecutive years 
requested in question 4? 

Yes No 

If yes, how long ago and for how many years? 

" year(s) ago. For year(s). 

6. Which of these age ranges do you belong in? 

20-25 41-50 ' ' 

26-30 51-65 

31-40 66+ 

7. Do you think of yourself as belonging to an ethnic or 
racial group? If so, how would you refer to yourself? 

8. How would you briefly describe the socio-economic 
position of the majority of your students? Please 
include such factors as social-class membership, family 
background, and type of neighborhood. 
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The following schedule consists of four groups of 
twelve sentences each. Each of these sentences describes 
some part of the teacher's activities. Each page is a 
complete group of activities in itself. Please complete 
each page before going on to the next one. 

Group I 

From the following group of sentences, select and 
check the five most customary activities you perform as a 
teacher. 

1. Developing in students a desire to find solu
tions to current social problems. 

2. Participating in the responsibility for the 
overall effectiveness of the total school pro
gram . 

3. Explaining to the community school curriculum 
and activities. 

4. Belonging to professional organizations. 

______ 5. Providing differentiated assignments for the 
students of my class. 

6. Recognizing and dealing with a wide range of 
student emotional problems. 

7. Participating in the planning of extra-curricular 
activities. 

8. Assisting lay groups in the understanding of new 
practices in education. 

9. Participating actively in the work of profes-
sional organizations. 

10,. Providing opportunity for critical thinking on 
the part of my students. 

11. Providing experiences where students become 
familiar with vocational and avocational needs. 

12. Teaching procedures for using current materials 
as sources of information. 

Be sure you have checked five sentences and then go on to 
the next page. 
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Group IX 

From the following group of sentences, select and 
check the five most customary activities you perform as a 
teacher. 

1. Utilizing student needs in the motivation of my 
students. 

2. Knowing each student as an individual. 

3. Aiding students to understand and use classroom 
learning in their daily life. 

4. Planning with teachers and administrators on 
educational objectives. 

5. Using available educational resources in the 
community in my classroom practices. 

6. Explaining the social importance of the teaching 
profession to my students and their parents. 

7. Cooperating with specialists in remedial programs. 

8. Using subject matter to develop an understanding 
of social problems in the classroom. 

9. Participating in curriculum planning. 

10. Securing the cooperation of parents in school 
activities. 

11. Participating in the development of a profes
sional code of ethics, 

12. Planning and using a variety of multi-sensory 
learning aids. 

Be sure you have checked five 
sentences and then go on to 
the next-page. 
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Group III 

From the following group of sentences, select and 
check the five most customary activities you perform as a 
teacher. 

_____ 1. Becoming familiar with the common diagnostic 
tests for my grade level. 

2. Referring students with emotional and scholastic 
problems to specialist. 

3. Developing discission practices among my 
students. 

4. Studying in order to gain familiarity with 
current curricular projects and patterns. 

5. Assisting in developing an awareness of .com
munity problems among parents. 

6. Using whatever skills I have for services to the 
professional organizations. 

• 7. Learning and teaching the broad implications of 
subject matter and how it relates to the com
munity. 

8. Keeping accurate and adequate records on the 
scholastic progress of my students. 

9. Planning with other teachers and administrators 
on administrative objectives. 

10. Endeavoring to develop an awareness of community 
problems in my students. 

_ 11. Participating in activities designed to strengthen 
the professional organizations for meeting their 

. responsibilities. 

12, Administering aptitude, interest, and intel
ligence tests. 

Be sure you have checked five 
sentences and then go on to. 
the next page. 
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Group IV 

From the following group of sentences, select and 
check the five most customary activities you perform as a 
teacher. 

1. Participating in the definition and solution of 
community problems. 

2. Discussing with other teachers across grade-
group lines about professional problems and 
goals. 

3. Developing in my students•responsibility for 
their classwork and its quality. 

' 4. Keeping records for the personal guidance of my 
students. 

5. Developing student attitudes necessary for 
participation in society. 

6. Sharing in the administrative responsibility for 
the overall school program. 

7. Maintaining contact with lay groups and indi
viduals to promote understanding of the schools. 

8. Controlling the physical aspects of my room such 
as light, heat, ventilation, and etc. 

9. Learning and utilizing the basic principles of 
student counseling. 

10. Planning and directing activities so that each 
pupil may make a contribution to the group, 

11. Participating in the administration of extra
curricular activities. 

12. Utilizing the available and appropriate school 
resources for use in work on community problems. 

Be sure you have checked five 
sentences and then check to be 
sure you have not overlooked 
one of the six pages of this 
questionnaire. Thank you. 



APPENDIX C 

TEACHING STRATEGIES''* 

THE APPLICATION OF SANCTIONS 
A communication should be classified as a sanction if, in 
the judgment of the observer, it is likely to have a 
rewarding or punishing effect on one or more students. The 
basis of classification is the intended effect of the 
communication. If one infers that the teacher is attempting 
to reward or punish, that is sufficient. The communication 
does not have to be judged to have a rewarding or punishing 
effect, for we are looking at the teacher's behavior, not 
the child's. 

If the observer judges the sanction to be positive--
that is, a reward--he marks a plus sign (+) on the analysis 
grid. If he judges the sanction to be negative--that is, a 
punishment--he records a minus sign (-). 

S-l: Sanctioning Search Behavior. The behavior being 
rewarded or punished is the student's attempt to solve a 
problem, to evaluate information, opinion, or reasoning, 
to express himself in literature, art, or opinion, or to 
suggest a way for organizing an activity. The student is 
seeking; and the seeking, not the finding, is being 
sanctioned. Examples: 

"That's an interesting hypothesis." 
"Those are good explanations." 

S-2: Sanctioning Group Relations. The behavior being 
rewarded or punished is the student's relations with others 
in the classroom. The focus is on the student's attempt to 
improve a group situation or his failure to do so. The 
situation may be formal or informal, a work or a play 
activity. Examples: 

"Stop bothering the reading group." 
"I'm glad to see you working so well together." 

S-3: Sanctioning Attainment. The behavior being 'rewarded 
or punished is the student's ability to state correctly a 
concept or a bit of information or to perform a skill. 
From the observer's point of view the student's statement 

1. Joyce and Harootunian (1967, pp. 231-238).. 
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or performance may or.may not be correct or adequate, but 
this is unimportant so long as the teacher judges the 
statement or performance to be correct or adequate. The 
important criterion is that the child has presumably learned 
something and is being rewarded or has failed to learn some
thing and is being reproved. Examples: 

"That's the correct answer." 
"Of course not, Jerry. Didn't you read the 
assignment?" 

S-4: Sanctioning the Ability to Obey Directions or Rules. 
The behavior being rewarded or punished is the student's 
ability to conform to procedures. The directions or rules 
may have been formulated by either the students or the 
teacher. The standards may or may not have been stated 
before the sanction is applied. Examples: 

"The girls are lined up and ready to go." (to the 
boys) 
"You have been late four times this week. .There 
is no excuse." 

S-5: Offering General Support. The remark is not specific 
to any category of student behavior but denotes general 
approval, appreciation, or encouragement. Example: 

"Let's try together and we can do it." 

THE DEVELOPMENT OF PROCEDURES 
A communication should be classified as procedural whenever 
the teacher is trying to arrange or organize the students, 
develop rules for procedure, make plans, or determine 
standards or goals. In the first two subcategories (P-l 
and P-2) the teacher tries to involve the students in 
determining plans or standards; in the last two categories 
(P-3 and P-4; the teacher simply imposes plans or standards, 
either his own or those of an authority. The procedures or 
standards may apply to work tasks or to play activities. 
Sometimes the plans are long-term, but sometimes they are 
short-term, simple, and uncomplicated. 

P-l: Helping Students to Determine a Standard of Perform
ance. The teacher attempts to have the students share in 
the decisions on how their progress or performance should 
be appraised. At best he gets students to decide for them
selves whether their work is progressing well. The general 
criterion is that the teacher and the students are together 
determining standards of performance and that the teacher 
is not merely imposing external standards on the students. 
Examples: 

"Your poem seems very good. But can you think of 
any way we can tell if it is good enough?" 
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"Do you think we should practice until we can say 
our lines perfectly?" 

P-2: Helping Students to Develop a Plan or Procedure. The 
communication is aimed at helping the students shape a plan 
of action; the plan is not simply imposed upon them. The 
implication is that their desires are taken into account in 
determining some study topic or some group arrangement, and 
that they share responsibilities. The.communication may 
take the form of an invitation to share in a decision. 
Examples: 

"How can you find some more information?" 
"Will your committee please organize your experi
ments and report to me when you're ready?" 

P-3: Imposing a Plan or Procedure. The teacher is demon
strating strong direction and authority, whether pleasantly 
and tactfully or sternly and peremptorily. Without inviting 
the students' opinions, the teacher sets a line of study, 
establishes a routine, or arranges the students for some 
activity. This category also involves those moments when 
students, though perhaps working on their own, come to a 
point of confusion or indirection, and the teacher steps in 
with firm directions. Examples: 

"Turn to page sixteen." 
"George, you go next." 

P-4: Imposing a Standard of Performance. The teacher 
himself determines how the performance of his students 
should be evaluated or improved, or he adopts some scale 
of measurement found in a testing manual or a guidebook. 
In any event he does not negotiate with the students, even 
though his manner may be diplomatic and respectful of their 
feelings. Examples: 

"If you score less than 70, you'll have to take 
the test again." 
"After finishing 20 problems, you can read a book." 

THE HANDLING OF INFORMATION 
A communication should be classified as informational when
ever the teacher is presenting facts or ideas or demon
strating or explaining some skill or whenever he is inducing 
the students to give information, collect facts, develop 
ideas, or practice some skill. 

1-1: Helping Students to Theorize. The teacher tries to 
get the students to assume responsibility for doing the 
thinking in class. Thus he encourages them to collect 
data, raise hypotheses, make inferences, evaluate informa
tion, and define'or advance problems. The study involved 
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may range from pursuing an explanation of a scientific 
event to appraising the qualities of a piece of literature 
or a work of art. Very often the students are asked to 
defend or justify a position or judgment: 

"Do you agree with Alfred's conclusion?" 
"What evidence is there that this is not a true 
story?" 

1-2: Helping Students Toward Self-Expression. The teacher 
asks a student to express himself creatively or originally 
in writing, music, or art, or he asks him for some opinion 
on an issue for which there are no precise answers. The 
teacher, however, does not demand that the student justify 
his opinion or creation (rigorous justifications are 
reserved for subcategory 1-1): Examples: 

"What are some other ways of saying this?" 
"Who did the problem another way?" 

1-3: Questioning Students for Precise Answers. In ques
tioning a student, the teacher here is usually seeking but 
one possible answer, one requiring no analysis, hypothesis, 
or justification.- The student is merely asked to retrieve 
some memorized fact or idea or to recall some observation. 
Examples: 

"What did the book say were the three major causes 
of the American Revolution?" 
"Recite the poem from memory." 

1-4: Delivering Information. The teacher gives informa
tion or demonstrates or describes a skill. The kind of 
information he delivers comprises either data ("Voltaire 
and Rousseau both died in 1778." "The gas is helium.") or 
relatively stable theory or knowledge in Joseph J. Schwab's 
sense ("Kangaroos are mammals." "Genes are molecules that 
transmit hereditary characteristics."). In this subcate
gory the teacher can be reading stories, poems, or passages 
from a book; or he can be lecturing, demonstrating, or 
showing a film and commenting on it. Examples: 

"The square root of 121 is 11." 
"The war ended in 1865." 

1-5: Giving Conclusions. The teacher delivers an opinion 
or conclusion, states a criterion or a measure of evalua
tion, or defines an issue or problem. Unlike subcategory 
1-4, this subcategory involves more fluid knowledge in 
Joseph J. Schwab's sense or even the teacher's personal 
judgment or point of view. Examples: 

"This experiment will prove that . . [sic]. 
"The best way I know is to . . L sic], 
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THE-MAINTENANCE OF THE CLASS AS A SOCIAL SYSTEM 
Because the teacher is an important member of a complex 
organization of people—namely, the school and his own 
classroom-~many of his communications are inevitably 
directed at maintaining this organization. Thus in this 
general category the teacher attends to routine relations 
with students, sometimes giving his own personal direction 
or comment and sometimes merely transmitting directions or 
rules handed down to him from higher authorities in the 
school or school system. The category also includes 
"housekeeping" and "small talk"--talcing care of all the 
minutiae of an organization of from 20 to 2000 people. 

M-l: Providing a Transition. This communication occurs 
during a formal interchange between the teacher and one or 
more students. The teacher is killing time or stalling, 
deliberately refraining from comment, or merely filling in 
a silent moment. Sometimes the communication represents a 
signal that one line of thought is being terminated and 
another is being initiated. Sometimes it denotes recogni
tion of a student's contribution but implies only the merest 
approval. Example s: 

"Perhaps so." 
"Now let's turn to something else." 

M-2* Making Small Talk. The teacher is discussing, making 
observations, or asking questions about topics that are 
personal in nature and not directly related to the business 
of the school, although the communication may effect 
rapport with the students. Examples: 

"My, it's warm." 
"Do you often go to the beach in summer?" 

M-3: Discussing Routine. Whether acting as an agent of 
the school or dealing with his own classroom arrangements, 
the teacher is concerned with routine organizational matters 
not directly related to instruction. Examples: 

"Please empty the wastebasket." 
"Our lunch schedule has been changed." 

THE CODING GRID 
On the coding grid the following symbols are used: 

+ positive sanction (reward) 
- negative sanction (punishment) 
/ occurrence of a behavior in the categories of 

information, procedures, and maintenance 
R the teacher's repetition of his own question or 

the teacher's repetition of a student's statement 
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INTERVIEW QUESTIONS 

Grade : Age : 

Length of Experience: School: 

Director of Learning 

1.11) 1. Do you have pupils grouped as to 
ability? In which subjects? 

1.14) How did you determine membership in 
each group? 

1.12) 2. Do you use pupil groups to work as 
committees on assigned academic tasks? 

1.13) 3. Do or have you spent time with 
specialists, parents, or other agencies 
(YMCA, YWCA, Scouts) to help in under
standing a child? 

1.211) 4. How do you have pupils help in settling 
learning goals for units of study? 

1.212) 5. How much time do you spend making 
differential assignments for pupils? 

1.213-1.45) 6. How do you keep pupils and parents 
informed of pupils' academic progress? 

1.42) 7. Do you ask pupils and parents to help 
develop programs of evaluation? 

1.46) 8. How do you use evaluative evidence to 
help pupils? 
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Counselor and Guidance Worker 

(2.11) 1. When was the last time you used a 
pupil's file iri the office? 

(2,13) 2. Have you ever made a sociogram of your 
class ? 

(2.2) 3. Which diagnostic and achievement tests 
are available to you about your pupils, 
prior to your grade and in your grade? 

(2.3) 4. Besides academic problems of your 
pupils, do you have to deal with per
sonal problems of pupils? 

(2.311) 5. Have you had course work in counseling? 

(2.4) 6. What kind and how often have you used 
specialists to aid you in personal 
problems of your pupils? 

Link with Community 

(4.11) 1. When was the last time and for what 
purpose did you invite a parent to 
visit your classroom? 

(4.12) 2. When was the last time you took class 
on field trip? 

(4.13) 3. Do you encourage pupils to attend 
community activities? 

(4.14) ' 4. What type of programs or activities do 
you and your class have to inform 
public about the schools? 

(4.21) 5. What type of assistance do you request 
from parents for classroom and school 
affairs ? 

(4.22) 6. Are you a member of school PTA? Hold 
any office? 

(4.23-4.24) 7. How do you inform parents of their 
child's academic and social activities 
in school, besides report cards? 
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(4.34) 8. Do you make speeches or participate in 
study groups explaining school activi
ties or programs to public? 

(4.32) 9. Do you send home information informing 
parents of classroom activities? 

(4.14) 10. Are you active in cultural, political, 
or philanthropic groups concerned about 
the school? 

Member of the Staff 

(5.11) 1. How do you participate in defining the 
overall aims of the school? 

(5.3) 2. What administrative responsibilities do 
you have for the operation of the school 
as a whole? 

(5.2) 3. Have you participated in introducing 
new materials, methods, or curriculums 
in your classroom? 

(5.4) 4. How do you participate in evaluating 
your school's program? 

A Member of the Profession 

(6.13) 1, Do you encourage people to enter 
teaching as a career? 

(6.13) 2. Do or have you served on teacher selec
tion or salary committees? 

(6.23) 3. Do or have you served on teacher 
certification, in-service, or code of 
ethics committees? 

(6.31) 4. Do you belong to teacher professional 
organizations? 

(6.32) 5. Do you hold an office or committee 
appointment in teacher professional 
organization? 

(6.42) 6, Do you personally subscribe to profes
sional journals and magazines? 
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(6.42) 7. How much time do you spend reading 
teacher oriented journals and maga
zines? 

(6.43) 8. Do or have you participated in work
shops, in-service programs, school 
district committees, etc.? 

(6.44) 9. Are you currently attending a univer
sity? 
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