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Abstract 

This thesis reports on the discourse analysis of two groups of secondary school teachers' 

conversation about student behaviour. The study involved a two stage analysis. The 

teachers' conversation was first analysed according to its reflection of teachers ' views of 

students and the environment on continua from active to passive. Main themes emerging 

across the conversations were then identified with links between the themes established 

through understanding of the teachers ' views on the active to passive continua. This 

method of analysis generated a theory of behaviour management for the teachers who 

took part in the study. It provided in-depth understanding of the relationship between the 

teachers' sense of agency at the time and the forms of interventions they implemented to 

address student behaviour. This theory identified contextual factors that affected 

teachers ' choices of action in relation to student behaviour and indicated pivotal points 

for intervention to foster shared student-teacher problem solving. 
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Chapter One: Introduction 

Chapter One 

Introduction 

This thesis is a study of teacher talk about student characteristics and patterns of behaviour. 

The study intended to serve two purposes. The first was to examine two groups of teachers' 

perceptions of the location of problems and solutions of student behaviour. The study also 

looked at the contextual validity of the Matrix of Perspectives (Bowler, Annan & Mentis, 

2007) (based on a concept described by Dent-Read and Zukow-Goldring, 1997) to 

understand these teachers' points of view. It specifically aimed to investigate the language 

teachers used when talking about student behaviour and the perspectives illustrated by 

teacher conversations. In addition, this study investigated the usefulness of the matrix of 

perspectives for teachers, in relation to their work and whether it reflected their thinking. 

The study has been approached from a social constructionist perspective, carrying the 

assumption that understanding was socially constructed in the interaction between people. 

Understanding was seen as negotiable. Discourse analysis, as conceptualised by Potter and 

Wetherell (1987) was used to examine the understandings indicated by teachers' 

conversations. 

1.1 Background: Historical Views of the Learner 

I 

Theories of learning and development suggest a number of ideas about what it means to be 

human. Bowler et al. (2007) observed that learners have been viewed in a number of ways 

throughout history. For example, they noted that in 500 BC Heraclitus, the first Greek 

philosopher to explore human nature, described learning as dynamic and interactive, as an 

'attunement of opposite tensions'. The authors noted that Comenius, a Renaissance educator, 

also presented a developmental perspective of learning as a person-environment interaction. 

Other theories located learning in innate human capabilities or in the actions of the 

environment. Bowler et al.(ibid) discussed the impact of 19th century genome discoveries 

and the associated use of the term organism, a description that has been revived in recent 

times, and the work of Locke who described the neonate as tabula rasa, a blank slate awaiting 
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the imprint of the environment in 1753. 

It appears that educational theory has turned a full cycle. Bronfenbrenner (1979), whose 

theory of ecological development holds favour in educational psychology today (Annan, 

2005; Sheridan & Gutkin, 2000), proposed a theory of learning that involved bi-directionality 

of the influences of the individual and the world. Leaming was not an individual matter. It 

involved the dynamic interaction of the social ecology. Bronfenbrenner proposed that "if one 

member of a dyad undergoes developmental change, the other is also likely to do so" (p. 65). 

Bowler et al. (2007) noted that the significance of Bronfenbrenner's work was related to his 

emphasis on "the significance of the human dyad as a context 'not merely of reciprocal 

interaction but of reciprocal development' (Bowler et al., 2007, p. 389). 

1.2 The Teacher's Belief System 

Teacher beliefs about students will colour everything that happens in the classroom, both 

educationally and in tenns of student discipline. Nespor ( 1987, p.323) suggested that in order 

"to understand teaching from teachers' perspectives, we have to understand the beliefs with 

which they define their work". The way in which teachers believe their role should be 

fulfilled; their underlying philosophies and their implicit theories about teaching and learning 

can guide their behaviour in the classroom (Brophy, 1982; Clark & Lampert, 1986; 

Shavelson, 1983). Teacher beliefs affect the way in which information about learners is 

encoded, how that information is remembered and used, when making instructional decisions 

(Dusek, 1985). 

A teacher's approach to control and discipline is linked to that teacher's belief system of 

teaching. A belief system is the "set of values and beliefs about how students learn, the aims 

of education, and the best approach to teaching which every teacher develops" (Barry & 

King, 1998, p.558). Knowingly or unknowingly, the teacher's belief system drives the 

teacher's classroom decision-making and behaviours and this is especially evident in the case 

of control and discipline. For example, teachers may adopt a behaviourist position with 

behaviour modification as a key strategy, or a humanistic position with the teacher taking on 
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a low level form of counselling role. Teachers may behave differently towards different 

learners depending on the beliefs and expectations they have for their learning. 

3 

Teachers ' belief systems greatly influence the way teachers function in the classroom 

(Anderson, 1996; Quinn-Leering, 2000; Richardson, 1996 cited in Maslovaty, 2003) . 

Empirical studies have generated two consistent findings . First, teachers ' beliefs appear to be 

relatively stable and resistant to change (see Brousseau, Book, & Byers, 1988; Herrmann & 

Duffy, I 989; Maslovaty, 2003). Secondly, teacher's beliefs tend to be associated with a 

congruent style of teaching that is often evident across different classes and grade levels 

(Evertson & Weade, 1989; Martin, 1989 cited in Kagan , 1992). Much about what teachers 

know or believe about their skills are implicit (see Kagan , 1992). Kagan (1992) found that 

teachers ' reliance on their own experiences and prior beliefs suggests that " teacher beliefs 

functions like any other form of personal knowledge, the implicitly held assumptions about 

people and events that indi viduals bring to a particular knowledge domain" (Kagan, 1992, 

p.79). 

Research on teacher belief suggests that the most significant characteristic of classroom 

teaching is its many uncertainties. A teacher cannot continue to organise instruction and 

maintain control in the highly unpredictable environment of the classroom without knowing 

whether things are going well. Kagan ( 1992) argues that a teacher must be able to identify, 

label, solve, and evaluate the solutions to problems and argues that "in a landscape without 

bearings, teachers create and internalize their own maps" (Kagan, 1992, p. 80). 

1.3 Organisation of the Thesis 

The thesis began with an introduction and background to the study. This is followed by six 

chapters, structured to match the research method. A brief description of the contents of each 

chapter is presented below. 

Chapter 1: Introduction 

Chapter 1 introduces the study, provides a background and explains the rationale for 

embarking on this study and for the particular focus selected. 



Chapter One: Introduction 

Chapter 2: Literature Review 

Chapter 2 discuss the theoretical basis of this study. 

Chapter 3: Methodology - An Introduction to the Methodology 

Chapter 3 describes the research method selected for the study. This particular study uses 

discourse analysis, focusing particularly on the model of discourse analysis as proposed by 

Potter and Wetherell ( 1987). 

Chapter 4: Methodology - The Research Design 

Chapter 4 discusses critical features of the approach taken in the research. It contains the 

specific aims and research questions for the study, a description of the way information was 

gathered and processed. It also provides information regarding the involvement of 

participants. 

Chapter 5: Results 

This chapter presents the analysis of ten secondary school teachers' conversation. 

Chapter 6: Consultation and Co-construction 

Chapter 6 presented the findings , feedback and usefulness of the matrix of perspectives 

obtained from the reporting and feedback sessions. Furthermore, it outlined the consultation 

and co-construction process and results . 

Chapter 7: Discussion and Conclusion 

The final chapter describes the results in more detail, presents the conclusions drawn in this 

research and discusses the implications of the study. The implications of the study are 

identified in addition to several suggestions for further research. 

4 

If psychologists understand the way teachers perceive problematic behavioural situations, 

they will be in a better position to develop better collaborative relationships with teachers. 

Psychologists require tools to discern discourses in schools around behavioural problems and 
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can support effective interventions by recognising, understanding and utilising the diverse 

views of people involved in their consultation work. I believe that it is important to 

understand our own perspectives and that of others as this will enhance our communication 

with people, our understanding of one another, and our ability to create solutions together. 

This chapter outlined the background and organisation of the thesis. The following chapter 

discusses the theoretical basis for this study. 

5 
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Chapter Two 

Literature Review 

2.1 Social Constructionist Theory 

This thesis study assumes that knowledge is socially constructed and suggests that we li ve in 

a socially constructed world that acknowledges the historical , social and contextual location 

of knowledge. Social constructionism is an epistemological position, which maintains that 

knowledge is unstable, constructed and intimately entangled with social processes and social 

structure. Crotty (1998) defines social constructionism as "the view that all knowledge, and 

therefore all meaningful reality as such, is contingent upon human practices being 

constructed in and out of interaction between human beings and their world, and developed 

and transmitted within an essentially social context" (Crotty, 1998, p. 42). Gergen (1985) 

states that social constructionism is "principally concerned with explicating the processes by 

which people come to describe, explain , or otherwise account for the world (including 

themselves) in which they live" (Gergen, 1985, p. 266). 

6 

Social constructionism suggests that people create meaning through the use of their language, 

thought, and daily interactions. It acknowledges the historical and contextual location of 

knowledge (Burr, 2003). Language is seen as a tool. Burr (2003) also identifies language as a 

form of social action. So while "talk is simply packaged as describing the situation" 

(Wetherell & Potter, 1988, p. 170) language is functional and has an 'action orientation' in 

that people use language to do different things in different situations (Coyle, 1995; Wheterell 

& Potter, 1988). Social constructionists believe that when people interact, they are involved 

in creating and constructing versions of reality, and that "when people talk to each other, the 

world gets constructed" (Burr, 1995, p. 7). 

Burr ( 1995) promotes this epistemological stance, and how language is the key to 

understanding this idea. Language is therefore seen as shaping our reality and our thoughts as 

"the way people think, the very categories and concepts that provide a framework of meaning 

for them are provided by the language that they use. Language therefore is a necessary pre-
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condition for thought as we know it" (Burr, 1995, p. 6) . Burr questioning our taken-for­

granted ideas, as he explains that our feelings and emotions, our attitudes and thoughts are 

constructed through the language we use. 

7 

A key theorist in the area of cognitive development, Vygotsky ( 1978), proposed his 

dialectical theory. Whereas Piaget viewed the individual as striving to adapt to the world 

around her/him, Vygotsky believed that cognitive development was socially based, 

developing primarily through the use of language, especially in the context of interactions 

with other people. That is, the social world provides the basis for cognitive development. 

Vygotsky (1978) believed that language and development build on each other. He believed 

that interaction between two people contributes to the construction of knowledge and in tum, 

this contributes to learning. Furthennore, he believed that language presents the shared 

experience necessary for building cognitive development and that talking is necessary to 

clarify important points, but also that talking with others helps us to learn more about 

communication. 

Language is used to do things. Both Sarbin ( 1986) and Gergen ( 1989) recognise that 

language and social construction rely on collaboration with others. We are dependant upon 

the willingness of others in the construction of our language and our stories. Discourses are 

therefore subject to negotiation. Potter and Wetherell ( 1987) talked about people having at 

their disposal sets of linguistic devices, 'interpretive repertoires ' that they draw upon in 

constructing their accounts of events. These theorists suggest that language users have a 

measure of control over their use of language for various and particular functions within 

various and particular contexts. Discourse-users have at their disposal the means to 

manipulate discourse and use it for their own ends . The act of construction is therefore a 

powerful act. Furthermore, we do not construct our interpretations in isolation but against a 

backdrop of shared understanding, practices, language and so forth (Gregen, 1989). 

Discourse analysis is an effective method for researchers to examine the actions and 

consequences of discourse (Wetherell & Potter, 1988). The analytic unit in a discourse 

analysis following the methodology of Wetherell & Potter (l 988; Potter & Wetherell, 198 7), 
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is the interpretative repertoire. Burr (2003, p. 60) describes the interpretative repertoire as "a 

kind of culturally shared tool kit of resources for people to use for their own purposes" . 

In this research, I will examine the way teachers think and talk about student characteristics 

and patterns of behaviour in terms of their professional space of teaching and school 

discourses. In analysing the discourse, this study does not discern whether naming is 

perceived as "good" or "bad", but rather as a social production of identities reflected in 

everyday language used by teachers . 

2.2 Language and Meaning 

8 

Research in psychology until recent times, has taken a rather traditional view of 'language'. 

Much of the research into language has come from a variety of disciplines such as social 

psychology, sociology, philosophy and literary theory on language function. In Mist's (1998) 

research, he referred to the work of Wetherell and Potter (1988; 1992) and the work of by 

Edwards and Potter (1992). It was assumed that " language acts as a neutral , transparent 

medium between the social actor and the world, so that normally discourse can be taken at 

face value as a simple description of mental states or events" (Wetherell & Potter, 1988, p. 

168). 

However, in recent times, researchers have approached this topic quite differently. Language 

is now viewed as a social practice in itself, in that, it is 'functional' and ' action orientated ' . 

Social psychology has seen the importance of studying language because most forms of 

social interaction involve people talking together or reading each other's transcripts (see 

Mist, 1998). Furthermore, language is important as it orders our views and shows us how it 

can be used to create and construct social interaction and diverse social worlds. Analysis of 

discourse from the perspective of social psychology has been termed by Edwards & Potter 

(1992 cited in Mist, 1998) as a functionally oriented approach to the analysis of talk and text. 

Edwards (1997) indicated that his approach is one where 'the primary and defining thing 

about language is how it works as a kind of activity, as discourse' (Edwards, 1997, p. 1 ). 
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Potter (1996) asks how descriptions are produced so that they will be regarded as 'factual' 

and how these descriptions then enable particular actions to be carried out. Our talk has 

specific functions and achieves purposes for us in our interactions with each other. The 

function of a person's talk is therefore 'action oriented'. Burr (2003) also identifies language 

as a fonn of social action. 

Mist's (1998) research revealed that language has been influenced by the sub-discipline of 

ethnomethodology. This is the study of ordinary people's methods; the methods in question 

being those used for producing and making sense of everyday social life. In the study of 

language, this method enables us to look at how language is used in everyday situations 

(Potter & Wetherell, 1992). Discourse analysis can best be understood by "introducing the 

interconnection concepts of function, construction variation and the analytic unit: the 

interpretative repertoire" (Wetherell & Potter, 1998, p.169). 

In his research, Mist's (1998) revealed that ethnomethodology emphasised the 'action 

orientation' of language use. It was suggested that people not on) y use language to 

communicate, but they did things with their discourse. In these cases, ethnomethodologists 

suggested that when people use discourse it has repercussions of its own which may not have 

been formulated or even understood by the speaker or writer (Wetherell & Potter, 1988). For 

this reason, discourse can be viewed as a social practice in itself, and this has been greatly 

influenced by studies in ethnomethodology. However, while ethnomethodology is primarily 

concerned with research methods, it has no official manual of research procedures. 

Practitioners are encouraged to utilise whatever procedures they can find or develop to make 

sense of the taken-for-granted organisational 'work' of everyday life (Flynn, 1991). 

Language is at the heart of this construction process. We think of language as a bag of labels 

which we can choose from in trying to describe our internal states such as thoughts and 

feelings. People and the language they use are therefore closely linked with each other. In 

addition, the way that language is structured, determines the way that we experience and 

perceive the world. People use language to express the things that already exist in themselves 

or in the world, but the two are themselves essentially independent things (Burr, 2003). 
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2.3 Ecological Theory 

In the past 15 or 20 years, there has been a strong push to widen the scope of research, to 

consider the ecology, or context, in which a child develops . Urie Bronfenbrenner, one of the 

key figures in this area of study ( 1979, 1989), emphasizes that each child grows up in a 

complex social environment (a social ecology) with a variety of people around them, 

including brothers, sisters, one or both parents, grandparents, baby-sitters, pets, teachers and 

friends. These people in tum, are embedded within a larger social system. Bronfenbrenner 

viewed the environment or context as not just a single setting but one that was shaped by the 

influences of systems outside the immediate setting. Annan (2005) refers to the work of John 

Dewey ( 1938) as he suggested that "control of individual actions is effected by the whole 

situation in which individuals are involved, in which they share and of which they are co­

operative or interacting parts" (cited in Annan, 2005, p. 53). 

Bronfenbrenners ' approach can be applied to understand the dynamic nature of student­

teacher relations. He argues that the interaction of all components of this complex system 

(see Figure 1) affects the development of an individual child. His theory consists of five 

overlapping ecological levels operating as 'nested systems' to explain human development. 

According to Bronfenbrenner, the interactions taking place affects the individual, who is at 

the center of the model. The five systems of interaction are outlined below. 
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Figure 1 Bronfenbrenner's Bio-Ecological Perspective Model 1 
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Microsystem 

Mesosystem 

Exosystem 

M acrosystem 

Chronosystem 

Urie Bronfenbrenner's ecological model of development emphasises the many ways the 

environment affects family life. The microsystem consists of the child's immediate setting 

they develop in. Their daily activities and/or interactions occur within these settings as they 

learn about the world (Swick & Williams, 2006). The second system (mesosystem) can be 

describes as the interrelationship between parents and other people who care for the child. 

Examples include social institutions such as education settings, early childhood centres, 

schools and classrooms (Podmore, 2006). The exosystem is a system in the environment, that 

influences a child but with which the child does not directly interact. It can be described as 

"an external system that connects micro- and mesosytems and affects children indirectly" 

1 Modified diagram from Bee & Boyd (2004) 
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(Swick & Williams, 2006, p. 376), for example, the parents' workplace. The fourth system 

(macrosytem) can be described as a system that influences what, how, when, and where we 

carry out our relations (Bronfenbrenner, 2005). It is a larger system of cultural beliefs, 

societal values, political trends, and 'community happenings ' . The final system 

(chronosystem) can be understood as a system that changes and continues to do so over time, 

influencing a person 's development. Together, these systems are tenned the 'social context 

of human development'. 

Finally, Bronfenbrenner's theory has influenced a number of approaches in New Zealand in a 

major way. One of these is the Te Whiiriki , the New Zealand early childhood curriculum 

(Ministry of Education, 1996), and associates observation and assessment processes. Another 

is the Ministry of Education's attention to family. This is evident, for example, in the 

strategic plan's goal to "promote collaborative relationships" : 

"A child's learning and development depends not only on the ECE environment they 

experience, but also on their home and wider social environment. The coming together of 

children and families in ECE services provides greater opportunities for addressing health 

and social issues". (Ministry of Education, 2002, p. I 6) 

2.4 Locating problems and solutions: A Matrix of Perspectives 

To understand the perspectives taken by the participants, Bowler, Annan & Mentis (2007) 

developed a matrix based on Dent-Read and Zukow-Goldring's (1997) reflection on the 

range of views presented in their account of ecological realism (see Figure 2). The matrix can 

be understood in terms of a continuum, ranging from active to passive on two dimensions, 

the learner and the environment. The Collins dictionary was used to describe the concepts of 

active and passive. To be active is to be both moving and effecting, "having a causal role, 

causing the event or process" (Collins dictionary, 1993, p. 12 cited in Bowler et al., 2007). 

Passive implies submission, "not active" or "not participating", to be "unresisting and 

receptive of external forces" (Collins dictionary, 1993, p. 976 cited in Bowler et al. , 2007). It 

has been suggested that it is either the environment or the learner who submits to events, 
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situations and/or processes, and that the degree of activity and passivity on the continuum 

will vary, depending on the context (Bowler et al. , 2007). 

Figure 2 

Quadrant3 

Active learner develops through 
selected interactions with the 

environment. 

e.g. Piaget, Sternberg, Kelly. 

Environment Passive 

Quadrant4 

Development is an unfolding of 
genetic potentialities 

e.g. Gesell 

Quadrant 1 

Dynamic interaction between an 
active environment and active 

learner 

e.g. Vygotsky, Bronfenbrenner, 
Bandura, Bowlby, Ainsworth. 

Environment Active 

Quadrant 2 

Leamer responds to an active 
environment. 

e.g. Freud, Pavlov, Skinner. 

A matrix for conceptualising the relationship of the learner and environment 
as they function within specific contexts2 
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Figure 2 indicates the various perspectives that participants such as teachers may take when 

locating problems. Some may perceive the problem to be primarily located within the active 

child (Quadrant 3), while others may view the active environment as being the dominant 

influence (Quadrant 2). Teachers perceiving a situation from a Quadrant I perspective would 

indicate that both the learner and the environment are active, "involving reciprocal 

interaction" and perceiving "a dynamic of circular causation" (Annan et al. , 2007, p. 6). In 

cases where the learner and the environment are both viewed as passive, the cause is 

attributed and considered to be beyond the control of the child or environment (Quadrant 4) 

(Bowler et al., 2007). 

22 From Bowler et al. (2007, p.391) based on a concept described by Dent-read & Zukow 
Goldring). 
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The location of the problem may be influenced by participants' views of human 

development. Figure 2 displays the names of various theorists and/or writers who are 

predominantly aligned with particular views of the location of problems and solutions. For 

example, the works of Pavlov and Skinner have supported a view that the learner responds to 

an active environment and that the learner is a pass ive recipient of this action (Quadrant 2). 

On the other hand, Piaget explained that children actively construct their development as they 

act on their environment (Quadrant 3) . 

Teacher indicated perceptions of the location of problems, will influence the types of 

interventions/solutions to be used to address the students behavioural and learning problems. 

For example, "a child may not complete her school work, move about the classroom when 

she is expected to remain seated, prevent others from having turns at play and often fail to 

follow instructions" (Annan, Bowler, Mentis , & Phillipson, 2007, p .6) . The authors suggests 

that teachers positioning on the matrix will depend on the teacher's interpretation of the 

student 's behaviour and in tum, thi s perception will be reflected in the nature of the 

intervention or solution to be used. 

In Quadrant l , Annan et al. (2007, p. 6) states that "the interpretation would focus on the 

interplay between the child factors and the educational environment and interventions would 

aim to achieve greater correspondence between the chi Id's actions and the systems that 

influence, and are influenced by, the child's development" . In Quadrant 2, reasons for the 

students' behaviour will be interpreted in terms of environmental problems and the 

interventions will involve modifications for the environment, for example, changing 

classroom routines, rewarding acceptable behaviour. Behaviour interpreted from the 

perspective of the third quadrant assumes that the child selects his/her actions and 

manipulates a passive environment. The fourth quadrant considers the students behaviour to 

be beyond the control of the child or environment. The behaviour may receive a diagnosis as, 

in the case discussed, ADHD, and the child may be medicated. Figure 3 illustrates the 

different interpretations of the same behaviour with corresponding variation in the nature of 

solutions. 
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Figure 3: 

Quadrant 3 

Problem: The learner is choosing 
to behave ... 

Solution: The learner must 
choose to change his/her 
behaviour. 

Environment Passive 

Quadrant 4 

Problem: The learner has a 
disorder ... 

Solution: The learner must be 
medicated/treated. 

Quadrant 1 

Problem: An unhelpful fit between 
the actions of the learner and the 

environment. 

Solution: The dynamic between the 
learner and the environment must be 
understood and modified. 

Environment Active 

Quadrant 2 

Problem: The environment is 
making the learner ... 

Solution: The environment must be 
modified to modify the learner's 
behaviour. 

Individual differences conceptualised within the Matrix of Perspectives: 
Perceptions of problems and solutions3 
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Annan et al. (2007) explains that that this model appears to provide a fixed description of 

each quadrant; however it has only been presented in this way for clarification purposes. It 

must be noted that people's views of the situation will not always fit neatly into one quadrant 

but will shift within and between quadrants. Views of behaviour on the active-passive 

continuum will vary across settings and time. Annan et al. (2007) suggests that our beliefs 

about human development will influence the way we view our role and that of others in a 

particular situations. The authors provided the following example to support their argument. 

"For example, a teacher may view a student in her class as responsible for causing the 

disruption and believe that she is choosing to act this way. She is therefore 

'misbehaving', a view presented in the third quadrant. However, this same teacher, 

who is also a parent, may place more responsibility for the disruptive behaviour on 

3 From Bowler et al. (2007, p.395) based on concept described by Dent-Read & Zukow-Goldring. 
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the educational environment when her own child's actions come into question. Her 

view, on the latter occasion may fall into the second quadrant" (Annan et al. , 2007, p. 

7). 

It is therefore important to understand that our views are likely to change and our 

perspectives will possibly move around all four of the quadrants , depending on the context of 

the situation we are faced with. 

The fluid Matrix of Perspectives in practice 

Annan et al. (2007) suggests that this matrix allows educational psychologists to develop 

understanding of the way in which participants were viewing problems and solutions at a 

certain point in time. They argue that this knowledge could assist them when working with 

others in creating suitable intervention plans. Furthennore, the authors highlighted the 

importance of not placing participants 'in a box' or to make any judgements on the 

participants ' perspectives. This matrix proposes a guide to help understand "the ever-shifting 

context" (Annan et al. , 2007, p. 9). The authors stress the point that participants ' views must 

be recognised as fluid , respected and acknowledged as current reality. In order to do so, 

Annan et al. (2007) highlights the importance of acknowledging ones own view on this 

matrix and to consider the implications of our views as we work with others. 

2.5 Problem Solving 

Problem solving is generally regarded as the most important cognitive activity in everyday 

and professional contexts. Most people are required to, and rewarded for, solving problems 

(Jonassen, 2000). Gagne believed that "the central point of education is to teach people to 

think, to use their rational powers, to become better problem solvers" ( 1980, p. 85). Like 

Gagne, most psychologists and educators regard problem solving as the most important 

learning outcome for life. The reason for this is that nearly everyone, in their everyday and 

professional lives, regularly solves problems. 
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We are constantly presented with various kinds of problems in our everyday activities. One 

only needs to briefly consider their life to realize the pervasive occurrence of problems across 

time and situations. Problems, differing in nature and severity, domains or contexts exist for 

humans in areas such as education, research, work place, home, leisure activities, and social 

relationships. In more demanding cases, problems may tax our abilities to handle the 

cognitive, emotional, and social demands required in our response to a situation, 

necessitating reliance on coping activities (Cassidy, 1999; Lazarus & Folkman, 1987). In her 

research, Walker (1994) referred to the work of D'Zurilla & Nezu (1982; 1990). Her research 

suggests that a situation becomes problematic when no effective response alternatives are 

immediately available to the individual (D'Zurilla & Nezu, 1982). D 'Zurilla and Nezu ( 1990) 

characterise problem solving as a complex process incorporating cognition, affect and 

behaviour. 

What is a problem? 

According to Jonassen (2000), there are only two critical attributes of a problem. First, a 

problem is an unknown entity in some situations. Those situations vary from algorithmic 

math problems to troublesome and complex social problems, such as violence in schools. 

Second, finding or solving for the unknown must have some social, cultural, or intellectual 

value. That is , someone believes that it is worth finding the unknown. If no one perceives an 

unknown or need to determine an unknown , there is no perceived problem (whether the 

problem exists independent of any perception is an ontological issue that will not be 

discussed in this study). Finding the unknown is the process of problem solving (Jonassen, 

2000). Problem solving is said to be "any goal-directed sequence of cognitive operations" 

(Anderson, 1980, p. 257). 

Mayer ( 1992) also suggested that problem solving is a necessary component in negotiating 

our daily lives. Solving these problems requires adequate understanding of what the problem 

situation involves, what steps must be taken to solve the problems, and knowledge of what 

strategies one may use to reach the goal of solution, as well as the ability to execute strategies 

to this end. Furthermore, Mayer (1992) suggests that our beliefs about problems and problem 
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solving generally, together with our beliefs about our own competencies and abilities, may 

influence the course of our solution efforts (Mayer, 1992). 
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Finally, a problem exists for a person when "he wants something and does not know 

immediately what series of actions he can perform to get it" (Newell & Simon, 1972, p. 72). 

Solutions to problems are often characterized by a period when the solver has no idea or 

direction of how to proceed. Typically, this attributed either to the "prior generation of an 

inappropriate representation of the problem or to an inability to generate potential strategies" 

(Weisberg & Alba, 1981, p. 169). The solver may realise that existing representations or 

strategies are not working, but be unable to produce any other useful ideas (Weisberg & 

Alba, 1981 ). 

2.6 Summary 

This chapter outlined the theoretical basis for this study as it was approached from a social 

constructionist perspective. This perspective suggests that we live in a socially constructed 

world that acknowledges the historical, social and contextual location of knowledge. 

Furthermore, it argues that we create knowledge through solving perceived problems and that 

our perceptions of problems and solutions are related to the context we live and work in . In 

addition, this study intended to briefly outline the ecological perspective and a Matrix of 

Perspectives for locating problems and solutions. Finally, the chapter concluded with a brief 

overview of problems solving in order to set the background for the study of teacher talk 

about student characteristics and patterns of behaviour as we investigate teacher perceptions 

of the location of problems and solutions . 
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Chapter Three 

An Introduction to the Methodology 

3.1 Introduction 

This study involved two case studies. Participants were two focus groups of secondary school 

teachers who discussed their views of student behaviour. The focus group conversation was 

analysed to identify the locus of perceived causal factors in student behaviour. Each group's 

discuss ion was examined in relation to a matrix that placed the learner (student) and the 

environment on two intersecting continua from active to passive. Problems and solutions 

could be located in individuals, in the environment or in the interaction between the two 

dimensions . The purpose of the analysis was to identify the positions the teachers held about 

the locus of student behaviour at the time of the interview. 

This chapter describes the research method of discourse analysis that was used in the study. 

Ten stages of discourse analysis as developed by Potter and Wetherell ( 1987) are outlined. 

3.2 Discourse analysis 

The research method selected for this study was discourse analysis. Based on the assumption 

that meaning is embedded in language, it presented as a method that had the capability to 

identify and explore the different beliefs and values underlying the topic under discussion. 

Potter and Wetherell 's substantial text has been used as a central source for the 

methodological aspect of this study as it contains thorough accounts of both the theory and 

practical application of this approach (Potter & Wetherell , 1987). 

Discourse analysis focuses upon people's talk and text as the analytic unit. It has been 

viewed as an effective method for researchers to examine the actions and consequences of 

discourse it serves as an interpretative repertoire (Wetherell & Potter, 1988). Burr (2003) 

described the interpretative repertoire as "a kind of culturally shared tool kit of resources for 

people to use for their own purposes" (Burr, 2003 , p. 60). Cohen and Manion (1991, p. 253) 
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argued that "its primary concern is with the ways in which different types of actions are 

produced and managed". 

Potter and Wetherell ( 1987) pointed out that the traditional social psychological approach to 

language treated discourse in a straight forward way as a "relatively unambiguous pathway to 

actions, beliefs or actual events" (Potter and Wetherell , 1987, p. 34), or as something which 

merely reflected or mirrored objects and events. Wiggins (200 I) highlighted the limitations 

of questionnaire type methodologies in understanding the negotiations that occur in everyday 

language, and suggested discursive methodologies as appropriate to this area of research. As 

discussed in Chapter I, these more recent approaches to language suggest that people's 

discourse must be examined in terms of the context in which it is spoken. This context 

necessari ly includes the speaker's values and conceptions in relation to the topic being 

discussed. Research employing discourse analysis recognises that a person 's description of 

something is closely tied to their evaluations of it (Potter & Wetherell , 1987, p. 6). There are 

no value-free statements. 

[Discourse analysis] takes discourse as a research topic in its own right rather than 

treating it as a transparent medium through which the 'real facts' of attitudes, events 

or behaviours can be recovered. Moreover, it takes a social perspective which 

focuses on the role of discourse in interaction and sense making rather than being 

concerned with, for example, abstract questions of semantics, text coherence or 

aesthetics. (Potter and Wetherell, 1987, p. 184) 

The purpose of discourse analysis is to reveal or make visible socially determined ways of 

speaking and to make clear what social effects are associated with these ways of speaking. 

Discourse analysis examines the way in which language is constructed and what is achieved 

by this construction. Consequently, the methodology leads to two central questions: 

1. How is the particular language constructed? 

2. What are the consequences or implications of different types of construction? (Potter 

& Wetherell, 1987, p. 55). 
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These two questions can be applied effectively to the current study. It will be illustrated how 

the language used to talk about student characteristics and patterns of behaviour, is 

constructed in a particular way, drawing on particular discourses representing wider sets of 

meanings, and how these discourses have particular consequences for both students and 

teachers . 

3.3 The ten stages of discourse analysis 

Potter and Wetherell ( 1987) recommended ten basic stages for the researcher to follow with 

various considerations to be taken into account at each stage. 

"ft is important to re-emphasise that there is no method to discourse analysis in the 

way we traditionally think of an experimental method or content analysis method. 

What we have is a broad theoretical framework concerning the nature of discourse 

and its role in social life, along with a set of suggestions about how discourse can 

best be studied and how others can be convinced findings are genuine. The ten stages 

we outlined are intended as a springboard rather than a template" . (Potter & 

Wetherell , 1987, p. 175) 

Coding was conducted in such a way to retain what was said by participants in the context it 

was stated in. Each segment of conversation constituted as one unit of analysis. Where 

statements were to brief to determine the context, for example, "hmm" or "too the 

supermarket", no attempt was made to analyse these unless they related directly to a 

statement before or after it. 

The stages outlined are: 

3.3.1 Clarifying the research question focus in the light of the role of discourse 
analysis 

As discussed, Potter and Wetherell (1987), and other researchers in discourse analysis 

(Mercer, 1991; Parker, 1992; & Van Dijk, 1985) have argued that the focus of research 

using discourse analysis must be broadly related to the construction and function of the 
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discourse itself, and not the things 'beyond' such as attitudes. The focus is on how the 

discourse is put together and what is gained by this construction. 

3.3.2 Selecting an appropriate sample 

Size of sample 

Potter and Wetherell (1987) stress that a small sample is usually adequate for the 

discourse analysis approach because a large number of patterns are likely to emerge, and 

also because the researcher is primarily interested in the use of language rather than in the 

people generating the language. Suggestions for group sizes in the literature ranged from 

three to twelve (Deatrick & Faux, 1991; Krueger & Casey, 2000; Scott, 2000). As an 

inexperienced facilitator, I chose to restrict group sizes to the lower end of the scale. The 

focus groups were therefore made up of five secondary school teachers in each group. 

This number would allow each participant to contribute to the conversation in a way that 

would develop the topic in the timeframe available for teachers to attend. 

3.3.3 Collection of data in the form of documents or transcribed interviews 

Potter and Wetherell (1987) indicate that using interviews for data collection with 

discourse analysis has both problems and advantages. Problems include the technical 

challenges of setting up recording equipment as well as the ethical issues of ways to 

sensitively explore the issues, which with discourse analysis are likely to be connected 

with prejudicial belief systems, which are likely to be controversial. 

One advantage of interviews according to Potter and Wetherell (1987) is that they allow 

the researcher room for active intervention. It allows the researcher to ask similar 

questions to each participant, providing greater comparability and increased simplicity in 

the coding process. Furthermore, variations in responses can be drawn out and fully 

explored. Potter and Wetherell (1987) pointed out that interviews are used differently in 

discourse analysis to how they are traditionally used. The traditional approach is to gain 

consistency in responses and use this as evidence of a corresponding set of actions or 

beliefs. 
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For discourse analysis, consistency is important in a different way. The researcher is 

aiming to " identify regular patterns in language use" (Potter and Wetherell, 1987, p. 164). 

The focus is on how the discourse is constructed and what it achieves rather than whether 

it is an accurate description of the participant's internal state. Variations are more useful 

than consistency in discourse analysis because they give the researcher a full range of 

resources that people use when constructing the meaning of their social world, and 

clearly reveal the function of these practices. Therefore it was important for me to 

generate, rather than restrict, the diversity of the participants' accounts in the study. 

Potter and Wetherell (1987) recommended a number of ways to do this. The interviewer 

can tackle the issue more than once in the interview in the course of different topics . 

Another way is to adopt follow up questions to responses which pose alternatives or 

problematic views. Both of these strategies are included in my approach. 

Furthennore, the interviews allowed for collaborative co-construction of the meaning of 

the topics discussed. We were able to exchange ideas on the specific topic of student 

behaviour by collaboratively creating new knowledge and understanding of this concept. 

In order to maximise validity, I ensured that my participant status contributed positively 

to the research process. I made attempts share the construction of meaning, and in tum to 

minimise threats to the validity of the data (see Schwandt, 1994). The participants own 

terms and interpretations were considered to be most central infonnation. I considered 

meaning to be socially and historically relative and remained aware that I could not, and 

should not, become disengaged from the activity observed (Lincoln and Guba, 1985). In 

this way, the construction of student behaviour became a shared endeavour (see Sofaer, 

1999; Saratakos, 1998). 

3.3.4 Carrying out the interviews 

The intention of discourse analysis is not to prove or disprove whether a speaker has a 

particular 'attitude' at the time of the interview. The notion of holding a consistent 

attitude has been challenged by the literature (Potter & Wetherell, 1987, p. 34). The 

discourse itself is both the data and the source of validation. Validation is found by 
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searching for contradictions and verifications of the speaker's own discourse. It would 

also be equally valid to assume that the speaker' s view will not essentially change during 

or after an interview of this kind . 

3.3.5 Transcription of the interviews 

Potter and Wetherell (1987) recommended that the entire interview be transcribed 

including the interviewer's questions as these questions set some of the functional context 

for the discourse. They are "active and constructive, not passive and neutral" (1987, p. 

165). Interviewers are more than just ' speaking' questionnaires, they are active 

participants. However, Potter and Wetherell acknowledge that for many sorts of research 

questions transcribing the fine details of intonation and timing is not crucial (1987, p. 

166). Before returning copies of the transcript to participants for their verification of the 

content, I edited out many of the ' urns' and ' ahhs' as they were not necessary for the 

analysis in this study. Potter and Wetherell (1992, p. I 65) stated that "a good transcript is 

essential for a form of analysis which involves repeated readings of sections of data" . 

However, they go on to write, "for many sorts of research questions, the fine details of 

timing and intonation are not crucial, and indeed they can interfere with the readability of 

the transcript" (Potter and Wetherell , 1992, p. 166). 

3.3.6 Coding of the data 

A Potter & Wetherell (1987) point out that coding is not analysis. It is a process of 

sorting the data into manageable pieces ( 1987, p. 167). However, they acknowledge that 

the process of identifying categories may well shift the researcher into aspects of 

analysis, so the process might be cyclical, moving between coding and analysis. Other 

qualitative researchers have made this point about the shifting process in qualitative 

study. O'Connor & Elkins (1991, p. 9) cite Miles & Huberman (1984) stating "data 

collection and data analysis are mutually interactive processes, each informing the others 

direction" . 
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Coding was conducted in such a way as to retain what was said by participants in the 

context in which it was stated. The segments of conversation were coded by assigning 

each segment to one of four quadrants of the four-by-four matrix proposed by Bowler et 

al. (2007) (based on a concept described by Dent-read and Zukow-Goldring, 1997). 

These quadrants are outlined in Chapter Two of this study. 

3.3.7 Analysis 

The basic theoretical thrust of discourse analysis is the argument that peoples' talk fulfils 

many functions and has varying effects (Potter & Wetherell , 1987, p. 168). Potter and 

Wetherell point out two main aspects of the analysis phase of discourse analysis. As well 

as looking for patterns of variability and consistency, the researcher must form a 

hypothesis about the possible functions and effects of aspects of the discourse and search 

for linguistic evidence of these. Discourse analysis moves away then from the grounded 

theory approach of constant comparison (Glaser & Strauss, 1967) as an analysis 

technique. With discourse analysis, rather than beginning by making comparisons 

between accounts, each interview is separately and comprehensively analysed to find 

patterns of meaning, contradictions and inconsistencies in explanations or justifications 

within each account. The analysis has to attend to both the language detail and to the 

wider social context of the discourse. It has been explained how important it is that any 

explanation of discourse should remain linked to its context. This does not only apply to 

the phrases in each segment of conversation but it is also important to stress the 

importance of reading the segments of conversation in the context of the whole transcript. 

3.3.8 Validation of results 

Potter and Wetherell (1987) stated that the validation of discourse analysis methodology 

lies within the data itself, within the contradictions and statements that analysis reveals in 

the discourse. They argued against triangulation as this "compounds rather than reduces 

the variability between participants' claims and descriptions" (Potter and Wetherell, 

1987, p. 64). Discourse analysis does not try to resolve variations between different 
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accounts but rather makes that variation an entry into analysis by examining how the 

accounts are constructed and what each different account achieves for each speaker. 

Validation within discourse analysis involves ensuring coherence, ensuring that there are 

no loose ends or exceptions which remain unexplained in terms of the analysis. It also 

involves assessing 'fruitfulness' or "the scope of an analytic scheme to make sense of 

new kinds of discourse and to generate novel explanations" (Potter & Wetherell , 1987, p. 

171 ). It is these factors of coherence and fruitfulness which are essential in assessing 

validity within discourse analysis, rather than, as previously discussed, the traditional 

notion of proving generalisability. 

Furthermore, the validation of the data involved the active participation of meaning­

making from those participating in the interviews. In addition, teachers were given the 

opportunity to check and respond to the data collected and the findings of the study. As 

with much qualitative research, the reader of the study assesses the importance and 

validity of the results by the way they are presented, and their perceived applicability to a 

wider group. 

3.3.9 Writing the report 

A report on discourse analysis is more than a presentation of findings. As Potter & 

Wetherell ( 1987) point out, the report constitutes part of the confirmation and validation 

of the procedure itself: "The goal is to present analysis and conclusions in such a way that 

the reader is able to assess the researcher's interpretations" (Potter & Wetherell , 1987, p. 

173). Furthermore, an effective report requires a representative set of examples and 

detailed interpretation which links the claims of the analysis with the extracts. 

3.3.10 Application or use of the study 

The application stage of discourse analysis should make clear the usefulness of the study 

(Potter & Wetherell, 1987, p. 174). A central use of discourse analysis is to promote an 

26 



Chapter Three: An Introduction to Methodology 

infonned critical attitude to discourse material of this kind. It is also to promote an 

awareness of the "constructive nature of discourse and the close connection between the 

way textual versions of the world are put together and specific policies and evaluations 

are pushed" (Potter & Wetherell , 1987, p. 174). 

3.4 Summary 

This chapter described and explained why discourse analysis was an appropriate 

methodology for this particular research study. The following chapter presents the research 

design and details procedures at each of the ten stages. Ethical considerations applicable to 

this study are also discussed. 
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4.1 Introduction 

Chapter Four 

The Research Design 

The aim of the study was twofold. This particular study aimed to examine two groups of 

teachers ' perceptions of the location of problems and solutions of student behaviour. 

Furthermore, this study aimed to examine the contextual validity of the "Matrix of 

Perspectives" to understand these teachers' points of view. 

The study was specifically designed to answer the following research questions: 

1) What do these teachers say about student behaviour? 

2) What perspectives are illustrated by the teacher conversations? 
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3) Do the teachers consider that the use of the matrix of perspectives provides understanding 

that reflects their thin.king? 

4) How useful do the teachers consider the matrix would be in their work? 

The design of the study was aligned with Potter and Wetherell 's (1987) ten stages of 

research. The procedures and decision-making for each section are discussed below. 

4.2 Procedures 

4.2.1 Stage 1: Clarifying the research focus 

The intention of the study was to examine the language used by two groups of secondary 

school teachers in relation to student behaviour. In the focus groups, the teachers discussed 

student characteristics and patterns of behaviour. Their discourse was analysed to locate the 

causal assumptions on a two-by-two matrix constructed from two intersecting continua 

representing two dimensions of learner-environment and passive-active. 
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4.2.2 Stage 2: Selection of the sample 

Participants 

The participants in this study were groups of volunteer secondary school teachers at two 

large secondary schools. Each group included five participants. The selected schools (both 

with socio-economic ranking Decile 10/ 10) were two out of I 3 schools that volunteered to 

participate. These particular schools were selected due to their proximity and availability to 

me. 
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As teachers ' views will necessarily reflect diverse experiences, the selection procedure was 

designed to provide access to a range of teacher perceptions of student behaviour. To foster 

the diversity in the two schools, those who were selected to participate included both males 

and females of a variety of ethnic backgrounds, ages and teaching experience. The purpose of 

this selection process was to make the sample representative of the specific context of study 

rather than of the population generally. The analysis is restricted to the beliefs this particular 

sample of people had access to and what they were able to , or decided to, reproduce in the 

focus group interview. The discourses of these teachers have generality only, as Wetherell 

and Potter ( 1987) stated, "to the extent that they are recognisable as having a much broader 

currency" (Wetherell and Potter, 1987, p. 61 ). In other words, the generality of the results of 

the analysis depends on the reader of the research assessing the importance and interest of the 

effect described and deciding whether it has wider application. 

As a researcher, I was a participant in the professional community participating in the study. 

I am also teaching in the secondary school environment, working with small groups of 

students with learning disabilities. Secondary school teachers ' perceptions of student 

behaviour were the focus of this study. It was for this reason, I believe, that I was accepted 

and trusted as a "colleague", who would understand their perspectives and points of view 

with regard to student behaviour, rather than a "researcher" with unknown, or suspicious 

motives. 
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Sampling procedure 

To obtain the names of likely participants, I asked the principals of each school to provide 

me with a list of names of five volunteer teachers. An infonnation sheet was sent to all the 

teaching staff at each school via email. I was then handed a list of five volunteers with whom 

I liaised through a key contact person at each school (the principal ' s secretary and deputy 

principal). The principal ensured that the five participants represented a range of ages, 

ethnicities and teaching experience by extending an email invitation to all the teaching staff 

(with a variety of ages, ethnicities and teaching experiences) to volunteer for the study. 

The non-random sampling procedure of purposive sampling was suitable for this study 

(Dixon, Bouma & Atkinson, I 987; Sarantakos, I 993) as it was important to ensure that 

salient demographic factors were consciously considered. Randomisation was not necessary 

as the study did not seek to obtain broad representation (Bogdan & Knopp Biklen, 1982). 

This study was largely open-ended, designed to explore rather than to prove a hypothesis . 

4.2.3 Stage 3: Collection of data/interviews 

Potter and Wetherell ( 1992) suggest that when conducting interviews, a detailed schedule 

which sets out the questions to be asked, or topics to be discussed, should be used to ensure 

consistency for each participant. The schedule aimed to focus on specific questions regarding 

student behaviour. The intention was to draw out teacher perception of student behaviour 

with regard to challenging and satisfying situations; the general solutions teachers used to 

address difficult situations; student behaviour at different times of the day; and general 

teacher beliefs of student behaviour. After lengthy discussions with my supervisor, the 

questions to be included in the focus group interview were selected. I was aware that the 

questions could not be entirely free of bias, however we worked to minimize this, by keeping 

the questions as open as possible. The interview schedule was trialled and back-up questions 

were prepared. The interview schedule is outlined in Table 1 below. 
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!Interview Schedulij 

Introductory Question: 
Open topic to be discussed is classroom management. In pairs (and in three's), share an 
experience or describe a situation that involved classroom management. This can be about 
anything related to classroom management. Tell me what happened. 

Question 1: 
Can you think of a situation in the class that was challenging? Please describe. 

Question 2: 
What happens when these problems occur? (if not answered in question above) 

Question 3: 
How was it solved? 

Question 4: 
Does the time of the day make a difference? 

Question 5: 
What general solutions have been developed to address difficult situations? 

Question 6: 
Can you think of a situation in the class that was satisfying? Please describe. 

Table 1 The Interview Schedule 

The role of the interviewer in discourse analysis is complex and challenging in comparison to 

the traditional role where the interviewer does his or her best to remain neutral and to ask 

very consistent questions. All researchers are positioned, to an extent, in the social 

phenomena that are objects of inquiry and are therefore enmeshed in their interactions with 

participants (Middleton, 1993). I was a participant researcher, and therefore I could not assert 

complete objectivity. However, I considered the effect that my position as a participant 

researcher could have on the participants and the study in general, as an advantage. Being in 

this position had the potential to enrich the data collection process and interpretations, as I 

was able to interpret the observed actions in the focus group interview discussion. It was 

important to plan the interview schedule and process very carefully. 
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Focus Group Interviews 

Focus groups were used to discuss the topic, as they have been advised to provide an 

effective and appropriate means of collecting discursive data (Deatrick & Fawx, 1991 ). A 

focus group is a specific tool for capturing the synergy of group discussion. It is more than 

just a group discussion. The focus group formation allows participants to concentrate on 

particular topics related to the research objectives. They provide a powerful technique for 

gaining insight into the opinions, beliefs, and values of a particular segment of the population 

(Davidson & Tolich , 2003). They provide "a way of listening to people and learning from 

them" (Morgan, 1988), allowing access to research participants who may find one-on-one, 

face-to-face interactions uncomfortable. By creating multiple lines of communication, the 

group interview offers participants a safe environment where they can share ideas, beliefs, 

and attitudes in the company of people with a similar background. Members of a focus group 

are usually similar to each other in some way (Crowl, 1996). In this study, each focus group 

consisted of volunteers who were members of the same profession - teaching. Studies 

conducted on focus groups show that group participants find the experience more gratifying 

and stimulating than individual interviews (Morgan, 1993 ; Wilkinson, 1998). The researcher 

working with a focus group has a large measure of control over the topics that are discussed, 

and also the order of these topics , determines the structure of a focus group. 

Focus group discussions have advantages over other qualitative instruments . They are 

efficient in terms of time and money, and the group dynamics encourage participants to be 

prompted to contribute by others in the group. There is time for clarification of questions, 

which further improves the group discussion, and topics selected by the researcher can be 

discussed openly using the natural language of the group members. 

Their strength also lies in the relative freedom that the group situation gives participants to 

discuss issues of concern (Davidson & Tolich, 2003). Furthermore, focus groups enable the 

researcher "to capture a richer interpretation of participant's perspectives" (Janesick, 1994, p. 

211) and "allows the researcher not only to identify issues and attitudes but also see how 

various people from the group respond to the positions taken by others" (Bouma, 1996, p. 

179). In addition, Anderson (1998) noted that, "They [focus group] are particularly useful in 
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helping develop specific research questions and issues for further exploration" (Anderson, 

1998, p. 201 ). 

The pilot interviews 
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A pilot interview schedule was developed and trialled for two main reasons. Firstly, I wanted 

to make sure that the questions developed would draw out language that would illustrate the 

beliefs and views of teachers about student characteristics and patterns of behaviour. 

Secondly, I wanted to practice my interviewing approach. The pilot schedule was developed 

from discussion with supervisors. 

Evaluation of the pilot interview schedule 

I interviewed a group of five teachers using the pilot schedule. This was followed by a 

transcription and analysis of the interview. I found that the schedule succeeded in drawing 

out beliefs of teachers and that segments of conversation would be most meaningful when 

assigning text to one of the four quadrants of the matrix proposed by Bowler et al. (2007) 

(based on a concept described by Dent-read and Zukow-Goldring, 1997). No changes were 

made to the interview schedule. 

4.2.4 Stage 4: Carrying out the interviews 

The principal of each school provided me with their consent for the interviews to be 

conducted within the school. No major ethical concerns were raised and notification of Low 

Risk research/evaluation involving human participants was submitted to Massey University 

Human Ethics Committee. 

Meetings were set up with a number of principals to request permission and involvement 

within the school. Once permission was gained, an email was sent to each principal with an 

information sheet attached (see Appendix B for information sheet). This email was then 

circulated to teachers within the school. Those who expressed interest, volunteered to take 

part in the study. The principal of each school selected five candidates. This method was 

selected as it seemed the most appropriate method allowing all teaching staff an opportunity 
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to participate. Furthennore, principals were not in the position to give out staff contact details 

such as e-mail addresses in order to control access to the selected personnel. 

After conducting a pilot test, examining the interview approach and interview schedule, I 

started to arrange meeting times for the focus group interviews. I liaised with a key contact 

person at each school (principal 's personal assistant or deputy principal). All interviews were 

held immediately after school in the meeting or boardroom. The timing and location of the 

interviews ensured no disruption of class time (Borg, 1998). These rooms had comfortable 

seating and were adequate in size to contain six people. An e-mail reminder was sent to all 

teachers attending the interview three days prior to the interview taking place. This deemed 

to be an effective tool to maximise participation. 

The group met for an hour, with an additional 15 minutes at the start to allow people to arrive 

and have some afternoon tea. I provided afternoon tea as teachers attended the group 

immediately after school and were likely to be hungry. The afternoon tea had additional 

benefits of creating an opportunity to build rapport, and providing an opening for 

conversation. The climate was relaxed and a number of teachers joked that the afternoon tea 

was a primary motivator for attending the interview. 

Participants were seated and continued enjoying the afternoon tea. They were again 

welcomed and thanked for their participation. Reasons for conducting this research were 

given and participants were told of the importance of their contribution and reasons for their 

nomination. They were told that the session would be confidential and that there was no right 

or wrong answer. The importance of recording the conversation was explained, and 

participants were infonned that the tapes would be erased after transcription and that there 

would be an opportunity for them to verify the transcripts. Furthennore, hand written notes 

were taken as a back-up method. These notes were used to clarify some of the teacher's 

comments that were initially difficult to decipher from the audiotape. The ground rules were 

outlined (for example, tum taking, open session - everyone's views are welcomed, wanting 

to hear from all participants) and the format of the focus group was explained. Participants 

were also infonned that any identifying characteristics, actual names, or place would be 
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edited out during the transcription process ensure confidentiality. Any quotation or 

infonnation which might reveal the identity of any participant, student or other staff members 

has been excluded from the study. Finally group members recorded their names and subject 

teaching areas on the audiotape for voice recognition , questions were answered and consent 

fonns (see Appendix C for consent form) were signed. 

The interview usually began with an introductory question. Teachers were asked to discuss 

(in pairs) a classroom management situation. They were to share an experience or describe a 

situation that involved classroom management. This could have been about anything related 

to classroom management. The participants were then given an opportunity to report back. 

When the conversation got off topic, or stopped, participants were prompted and earlier 

comments from the participants were used to generate questions. This ensured that I 

prioritised the teacher's topics over my own thinking. Referring back to the participant's 

comments is an effective way of building and maintaining rapport throughout the interview 

as this is one way of showing that you listen to what was said. 

At the conclusion of the interview, all participants indicated that they found the interview 

experience helpful and enjoyed hearing what strategies were used by other teachers to 

manage student behaviour. Some participants reported that this session helped them in the 

sense of not feeling like the only ones dealing with difficult situations in the class . 

4.2.5 Stage 5: Transcription of interviews 

This study focused on the words spoken and not so much the tone, gesture etc. that was used. 

I acknowledged that these all contributed to the means of communication; however, this 

study did not attempt to do that. I found as I read through the transcription, the readability 

was the most important aspect, not how long each pause lasted, for example. The focus of 

this research was to understand how teachers viewed behaviour, and their indication of 

whether they believed student behaviour emanated from the individual, the environment, an 

interaction between both or neither of these. In this sense, what they said was more important 
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than how they said it. Even though the transcripts had been edited in this way, several 

participants requested me to edit them further when they had a chance to verify and return 

them, saying that it was interesting to see how unstructured their spoken discourse appeared 

in the transcript. 

4.2.6 Stage 6: Coding 

The coding process commenced with a careful reading of each transcript, followed by an 

identification of perspectives for each segment of conversation. Coding was conducted in 

such a way as to retain what was said by participants in the context in which it was stated. I 

looked at each segment of conversation and highlighted any phrases which illustrated and 

supported the positioning of the assigned quadrants in the four-by-four matrix (Bowler et al. 

(2007) (based on a concept described by Dent-read and Zukow-Goldring, 1997). Each 

dimension of the matrix was assigned a different colour to make analysis easier later on. 

The coded data was then sorted into VIVO (version 2), a computer package and a tool for 

managing large volumes of data. NVivo stores first ideas, concepts and categories generated 

by the researcher in rich text documents, and let you edit them as they change. Furthermore, 

it allows you to link research with other files as you go. Ideas can be explored in a visual 

model. It is especially useful for those working with complex data, such as multimedia and 

who want to conduct deep levels of analysis. Researchers may create data documents and 

edit them during a project (e.g. diary entries or field notes) or import documents already 

typed up (interviews, focus groups, etc.). Documents can be edited or imported by the NVivo 

project in rich text format. This software programme was not used as a method of analysis 

but merely operated as a storage device of the data collected in this study. 

4.2. 7 Stage 7: The analysis of the transcripts 

As explained in the previous stage, the segments of conversation were coded by being 

assigned to one of the four quadrants and the phrases illustrating and supporting the positions 

were highlighted. Searching for the phrases provided me with another opportunity to check 
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that I assigned the segment of conversation to its corresponding quadrant. My supervisor and 

I calculated inter-observer reliability by counting up the number of times we agreed upon the 

position of each segment of conversation. A tally chart was created and a tick was placed in 

either the ' agreed' or the 'disagreed' column (see Appendix E for interrater-reliability tally 

chart). The coding was carried out independently at first. We then compared our positioning 

of the segments of conversations and a tick was placed on the tally chart. Where statements 

were too brief to determine the context, for example, "hmm" or "to the supermarket", no 

attempt was made to analyse these unless they related directly to a statement before or after 

it. 

4.2.8 Stage 8: Validation 

As described in the earlier stage, interrater-reliability was assessed for this study. lnterrater­

reliability is the "degree to which one coder agrees on the coding of the same data" (Whitley, 

2002, p. 335). One can therefore assess the degree to which one coder is consistent over time. 

This study assessed reliability in tem1s of the percentage of times the raters (supervisor and I) 

agreed upon the category in which each segment of conversation fell. The consistency 

among items can be used as an indicator of reliability when a measuring instrument uses 

multiple items or questions to assess conversation, with the sum of a person's scores on the 

items being the total score for the measure (Whitley, 2002). 

A simple way to accomplish this is to split the items into two parts and compute the 

correlation between the respondents' total scores on the two parts. My supervisor and I had a 

total agreed score (N 1
) of 154 segments of conversations and total disagreed score (N2

) of 9 

segments of conversation. The total number of conversation segments was 163. A percentage 

of consistency was then calculated. The following formula was used to accomplish this: 
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Therefore, 

No. of 
observations 

154 - 9 

163 

X 

X 

100 

1 

100 
= 88.957 % 
= 89% 
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The total percentage of consistency was 89 per cent. My supervisor and I dialogued about the 

segments we did not agree upon. We came to an arrangement on what quadrant we would 

assign these particular segments of conversation to and proceeded in this manner. 

The internal validity (or credibility or trustworthiness (Guba & Lincoln, 1994)) of this study 

is presented in its structure. There is evidence that indicates the quality measure in the 

openness of this study. By presenting the research design results and conclusion openly, and 

moreover declaring the rationale for decisions made during the project, as well as describing 

the research carefully, readers are able to judge the credibility of all phases of the project, 

from data collection to conclusions. A follow-up interview was conducted with both 

participant groups. This granted me with an opportunity to report on the findings and provide 

feedback. Furthermore, it provided the teachers with an opportunity to ask questions and 

confer or refute any of the findings that were generalised to the groups with whom they are 

involved. Interviews commenced with a recap of the aims of the study, an explanation of the 

four-by-four matrix (see Chapter Two - Literature Review), a discussion of summary results 

of the study and an opportunity to discuss findings and comment on the summary document. 

Finally, teachers were encouraged to suggest any modifications regarding the interpretation 

and analysis of the findings. A follow-up questionnaire was left with the teachers present at 

the feedback session. This questionnaire further encouraged teachers to provide information 
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regarding the usefulness of the matrix and allowed teachers a further opportunity to suggest 

modifications (see Appendix D for feedback questionnaire). 

This study neither claims to generalise its findings to the entire teaching profession nor to all 

schools, but rather, suggests that the findings are only useful and generalisable to the certain 

context the study was conducted in . The external validity (or transferability) (Guba & 

Lincoln, 1994) relates to how generalisable the study results and conclusions are to other 

situations. The concept of generalisability derives initially from quantitative positivist 

paradigms, which is not a high priority in qualitative studies (Bell, 1993) in comparison with 

its importance in quantitative studies. The position of the teachers in this study related to a 

particular time and place and no assumptions were made that the same teachers would 

respond similarly in other situations or that all teachers shared their views. 

4.2.9 Stage 9: Writing the report 

The purpose of this written report was for submission for my master' s paper. The results of 

this research were reported with appropriate examples and interpretive discussion. The 

methodology and process followed has been fully described and explained to enable the 

reader to assess the validity of the study. 

In addition, this report was written for the purpose of informing the participants about the 

findings of the study. At all times during the study, I took care when reporting data to ensure 

that teachers and schools contributing information were not identifiable unless express 

permission had been given. Throughout the report, specific procedures were thoroughly 

detailed and discussed. Furthermore, I only drew conclusions as far as the research allowed 

me to do so. As explained before, I am not generalising to all teachers but only to the two 

focus group schools. 

This report has been organised in way that is easy to understand. In addition, I attempted to 

adhere to a conventional way, specifically for those who are interested in and familiar with 

the style of journal articles, to find information with ease and in expected places. 
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4.2.10 Stage 10: The application 

This study may be useful in that it makes the public more aware of and educated about the 

workings of these discussions, in order for them to respond in a more critical manner. 

Furthermore, it may open up a dialogue with the participants who have been researched, 

which may lead to further exploration and clarification of issues (Potter & Wetherell, 1987, 

p. 175). It will be argued that this study has both these applications . In addition, this study 

will also provide the developers of the Matrix of Perspectives with a better understanding of 

teacher perspectives in tenns of the usefulness of this tool in relation to their teaching 

practices and teaching profession. A further application is that this study highlights the areas 

of the matrix which teachers found difficult to understand, and the suggestions made by 

teachers to increase the validity of the tool. This information could be valuable to the 

developers of the matrix . Finally, teachers can use the Matrix of Perspectives outlined in this 

study as a tool , to reflect on their work by evaluating their perspectives when dealing with 

school situations. 

4.3 Ethical aspects of discourse analysis 

Qualitative studies in Education usually deal with human participants, and are thus likely to 

involve ethical issues. The researcher has the responsibly of making sure that the rights of all 

participants in the study are preserved. Participants need to be protected from harm, not have 

their time wasted, and be treated sensitively. Bouma ( 1996: 197) sums up the issues for 

qualitative researchers when he says: 

"For social scientists the major ethical issues centre around gaining an appropriate 

form of informed consent, respecting individual privacy and confidentiality, being aware of 

the power dimension of the relationship between the researcher and the subject of research, 

and ensuring that the research procedures (variables selected, measured used, sample 

selected, and design employed) are adequate to answer the questions being asked". 
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This research project complied with the ethical standards of the 'Code of Ethical Conduct for 

Research, Teaching and Evaluations Involving Human Participants" (Massey University, 

2006). Following a process of peer review, notification of Low Risk research/evaluation 

involving human participants was sought from and granted by Massey University (see 

Appendix A for letter of approval). The following ethical issues related specifically to the 

present study. 

Permission to conduct the study within an organisation 

Approval was sought from and granted by the principals of the two North Shore secondary 

schools to conduct the study at their schools. 

Workplace functioning 

Care was taken in this study to ensure the project did not disrupt regular functioning of 

school and teaching time, particularly as this school had been involved in several research 

projects in recent years. The study was therefore conducted as unobtrusively as possible, 

ensuring that scheduling of the focus groups considered participant timetables. I attempted to 

make the best use of participant time through efficiency of interviews conducted after school. 

informed consent 

Participants were informed about the purpose of the research and the method of analysis. 

Informed written consent was obtained from all participants and principals before the data 

was collected (see Appendix B for a copy of the consent form). The participants were given 

information sheets before the interview which were developed within the guidelines of the 

Massey University Code of Ethical Conduct (2006) (see Appendix C for information sheet). 

The information sheets were distributed to prospective participants one month prior to the 

collection of informed consent sheets to allow participants sufficient time to reconsider the 

implications of their participation and to discuss any concerns with the researcher. 

Interviewee rights 

The study involved focus group interviews. All participants were assured anonymity and 

confidentiality. In addition, participants were informed that they had the right to: 
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• Decline to participate without penalty. 

• Refuse to answer any particular questions . 

• Withdraw from the study at any time before the data had been analysed and 

integrated. 

• Ask questions about the study at any time during participation. 

• Provide information on the understanding that participants, students and teachers ' 

names would not be used unless pennission had been given to the researcher. 

• Access a summary of findings of the study. 

Confidentiality 
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At all times during the study, I took care when reporting data to ensure that teachers and 

schools contributing information were not identifiable unless express permission had been 

given. The focus group interviews were handled in a way that ensured confidentiality of 

participants . Participants within each focus group were aware of the contributions of others in 

their group. Confidentiality of material from the focus group used in the thesis is ensured by 

concealing firstly the identity of the school and secondly the individuals taking part in the 

research. 

Harm to participants 

It was not anticipated that the study would cause harm to the participants. The qualitative 

methodology with its flexible semi-structured focus group interview format was chosen 

partly to provide the opportunity for participants to tell their story in a non-threatening 

environment. When reporting back on the findings of the study, it was important to give 

teachers a clear understanding of what the findings suggested. It was important to explain to 

the teachers that the quadrants were not to be presented as one quadrant having more value 

than another. I had to be aware that participants will and do bring their own perspectives to 

the situation. Participants might see that one perspective is valued more in their profession 

and this perception might leave participants feeling embarrassed. My supervisor and I were 

aware of this at the early stages of the research but this did not pose a problem because this 

concern was dealt with when we reported our findings. I helped the teachers to understand 
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the context they might take and suggested that any perspective they did not take, is not static 

and that it is inevitable to change in different times and situations . 
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Chapter Five 

Results : Discourse 
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This chapter presents the discourse analysis of two groups of secondary school teacher 

conversation about student characteristics and patterns of behaviour. Conversation segments 

were assigned to one of four quadrants that represented the location of problems and 

solutions in the individual, the environment, the interaction between the individual and the 

environment or neither. 

The results in this section represent the researcher's interpretations of the discourse. 

Codes (T1, T2, T3 etc.) have been allocated to teachers when they were quoted directly to 

secure anonymity. A summary statement is provided with examples to illustrate the 

interpretations. This chapter concludes with an overall summary of the findings. 

Results: School A 

5.1 Question One: Introductory Question 

The interview commenced with the following introductory question: "In pair's, I would like 

you to discuss a classroom situation. Share an experience or describe a situation that involved 

classroom management. Tell me what happened". 

The conversation was examined in segments of conversation, the unit of analysis being one 

tum of conversation per speaker. Figure 4 indicates the frequency of conversation segments 

assigned to the identified quadrants at each school. The table is a visual representation that 

provides an indication of the positioning of teacher's beliefs on this occasion, in relation to 

the location and origins of the problems they discussed. 
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Quadrant3 Quadrant 1 

4 0 

Environment Passive Environment Active 

Quadrant4 Quadrant2 

0 0 

Figure 4 Perceptions of the location of problems and solutions 4: Introductory question 
- School A. 

In general, teachers in School A initially indicated in their responses to the introductory 

question that they viewed the student as active and teachers as more passive. They 

considered that the student actively selected their actions (Quadrant 3). The predominant 

discourse of school rules became evident as the teachers believed that all students should 

know the school rules and follow them. Additionally, the students were seen to be 

responsible as they actively selected not to follow the rules. Comments from teachers 

included: 

• ... he knew he was going to get picked up on the third occasion. (line I 2:T5) 

• I actually had to explain why ... there is no logical reason in his mind why I would ask 

him to do it, so he would require an answer an explanation and umm when it comes 

to things like uniform ... we are finding ourselves having to explain why certain things 

need to be done. (line I 2:T3) 

• They always want to know "why?" ... challenge you on 'why' all the time ... because 

they should now by the time they come to ... (line 3 I: T2) 

4 Methodology for data presentation as used by from Bowler et al. (2007) based on concepts described by Dent­
Read and Zukow-Goldring). 
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5.2 Question Two: Challenging Situation 

The teachers were asked to think of a situation in class that they found to be challenging and 

to describe this situation. Figure 5 indicates the frequency of conversation segments assigned 

to the identified quadrants at each school. 

Figure 5 
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Perceptions of the location of problems and solutions5
: Challenging situation -

School A. 

From Figure 5, the data indicates that the comments of the teachers interviewed (School A 

and B) predominantly fell into quadrant three (student active). A major challenge for teachers 

at School A ( an emerging theme) was the concept of social climate, where the students were 

reported to frequently refuse to do what was asked of them. One of the teachers (T5) 

described a situation where "a boy was misbehaving in class calling out constantly" (line 

52:T5) and "the rest of the boys looks at you to see " (line 56:T5) . The teacher explained that 

"he [the student] is challenging you to do something, and the only thing that you are left with 

is a physical man handling to get him out and he knows that you can't do that and so its 

almost like a standoff and it can be quite a challenge " (line 60:T5). He responded to the 

student that "I am dealing with your disruption in class ... J 'm dealing with not only your 

5 Methodology for data presentation as used by from Bowler et al. (2007) based on concepts described by Dent­
Read and Zukow-Goldring). 
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disruption in class but your defiance and refusal to follow my instruction " (line 86:T5). This 

particular teacher found that "when they do that verbal defiant thing without actually going 

beyond it, I.find that a big challenge and you kno w, I.find that hard" (line 78: Ts) . Another 

situation described in the interview, was of a student "flaunting the fact he was 

[wearing] ... heavy eye make-up and earrings and stuff ... " (line 233:T4) . Thi s teacher 

explained how they asked the student to remove the make-up and earrings. The student was 

reported to have refused to do so and this was described as a challenging situation as " they 

[students] love the attention of their mates" (line 237:T4) and refused to do what was asked 

of them. 

When teachers were faced with a challenging situation, a strategy used to diffuse the conflict 

was to provide the students with a choice, "either you and I will deal with this now and you 

will sit down and do what I've told you to do ... and so the choice went back on the boy" (line 

96:T3). Teacher T3 found that "students will push teachers" (line I 12:T;) but that choice was 

a success ful strategy: "ft helps giving the boys the choice ... that 's what I find really 

successful with boys while we are in this situation we can either or we can ... there's your 

choice, you choose, and I give them that power of there's going to be that consequence to 

this, its either this or ... " (line 107: T4). 

A number of strategies (potential solutions) were discussed. In most of the proposed 

solutions, teachers ' perceptions were located in quadrant two (teacher active, student 

passive). Teachers were selecting and applying behaviour management stratagies. One 

teacher commented that " .. . sometimes you need to work on the actual student and sometimes 

you have to threaten their lunch and they 'fl never do it again, and others you need to work 

on a thing " (line 255:T3). 

5.3 Question Three: Time of Day 

The third question prompted teachers to discuss whether the time of the day made a 

difference to student characteristics and their patterns of behaviour. Figure 6 below indicates 

the frequency of conversation segments assigned to the identified quadrants at each school. 
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Figure 6 

Quadrant 3 Quadrant 1 

3 8 

Environment Passive Environment Active 

Quadrant4 Quadrant2 

0 2 

Perceptions of the location of problems and solutions6
: Time of day - School 

A. 

There was agreement between all participants that the time of day was a function of student 

behaviour. This became evident as both groups provided similar examples when this question 

was discussed during the interview. Teachers gave specific examples where a change in 

student behaviour occurred. Some examples included, during periods five and six, Friday 

afternoons, mufti days, windy days and/or when there was a physical assault during lunch 

time. Teachers commented that during "windy lunch times and windy afternoons, the boys 

are quite bad - wet and windy obviously, after lunch if they have been drinking coke and 

things like that, and they do - a lot of sweet things umm obviously the start of day they 're 

tired etc. but after lunch especially, but mufti day especially (line 272: T5). 

The importance of having some kind of routine established was also discussed. Teachers 

suggested that "boys like routine, they like everything that has got routines as well. As much 

as we, we want to, you know, explore the creative side of things, there's got to be certain 

routines and things and you take them out of those routines then they lose control" (line 2 7 5: 

T5) . 

6 Methodology for data presentation as used by from Bowler et al. (2007) based on concepts described by Dent­
Read and Zukow-Goldring). 
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Proposed solutions from School A seemed to fit well into Quadrant one where teachers were 

trying to understand the students and the reasons for their specific behaviour. A teacher from 

School A (T3) suggested that "they need that chance to actually talk it through because a lot 

of boys' ideas comes through and they throw them in the pot and you actually get some 

interesting concepts of what they see as right and what 's not right .. . young people have got a 

real sense of justice and fairness and if you don 't fo llow that through ... " (line 353: T3). 

5.4 Question Four: General solutions 

Question four investigated teacher beliefs on the general solutions that have been developed 

to manage difficult situations. Figure 7 indicates the frequency of conversation segments 

assigned to the identified quadrants at each school. 

Figure 7 

Quadrant3 Quadrant 1 

0 5 

Environment Passive Environment Active 

Quadrant4 Quadrant2 

0 3 

Perceptions of the location of problems and solutions 7: General solutions -
School A. 

Figure 7 indicates that teachers in School A predominantly discussed situations where 

interactions occurred between teachers and students, when teachers discussed the general 

solutions used to diffuse situations. They worked with the students and tried to understand 

the students and their view of a particular situation (Quadrant 1). For example, " ... again we 

7 Methodology for data presentation as used by from Bowler et al. (2007) based on concepts described by Dent­
Read and Zukow-Goldring) . 
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are dealing with boys here and they react in the instant, everything is here and now, let's get 

it sorted out and let's move on. If you leave it too long you add all sorts of other things" (line 

380: T3) and "sometimes they calm down, they need that calming down phase. In the heat of 

the moment" (line 383: T4). This is an example of where a teacher is interacting with a 

student, trying to understand the students' position and working together to solve a problem. 

This interaction is represented in Quadrant l. 

5.5 Question Five: Satisfying Situation 

Question five investigated teacher thoughts on satisfying situations that they have 

experienced at school. Figure 8 indicates the frequency of conversation segments assigned to 

the identified quadrants at each school. 

Figure 8 
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Perceptions of the location of problems and solutions8
: General solutions -

School A. 

Teachers found situations to be satisfying when less conflictual interaction between students 

and teachers took place. Teacher beliefs about satisfying situations were also located in 

Quadrant 3 where the students were the active participants in the situation. Comments from 

teachers include: 

8 Methodology for data presentation as used by from Bowler et al. (2007) based on concepts described by Dent­
Read and Zukow-Goldring). 
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• "/ never told the class anything, because he is really a difficult boy, he is very 

difficult to deal with" (line 504:T2) ... and he "thanked me for not putting it out in the 

class and he said: "Mrs. 1 am so sorry, 1 was wrong" and 1 tell you that boy has 

changed" (line 509:T2). 

• "You've really earned his respect haven't you?" (line 512:T4) . 

5.6 Undefined comment category 

There were a number of segments of conversation ( 13 in total) that were more difficult to 

assign to any of the four quadrants. In these conversation segments the problem was located 

not in the reciprocal interaction between the student and the environment, but in both the 

student and the environment. In such cases, solutions were located within the environment, 

implying a perceived problem within the environment and within the learner. These 

comments were assigned to Quadrant I . This phenomenon will be discussed in more detail in 

the next chapter. Comments from teachers included: 

• " ... of course {T3} had to do the hard part you know but ... he has changed a lot he is 

still difficult but there is so much good/or trying " (line 513:T2). 

• "Get him away from his mates,from his peers. That way you take out a lot of the 

male showing off- gotta get them out of that (T2: hmm) because they will say things 

they won't, I remove them to my office, I have a sofa, I say: "come be a guest on my 

sofa, come and join me ... I close the doors and we just have a chat and I tell him 

we've got a problem, you know we've got a problem, okay how are we going to solve 

it and I ask him you know to come up with the ideas. How can I help you to solve it? 

So we and usually it's a heart to heart, a one-on-one after the event, calm, is more 

effective than trying to punish him in front of the class and then you know work out 

okay but for that there will be a punishment and trying to give them a choice there, 

there are consequences, you understand that, you understand that" (line 365:Ts). 
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Results: School B 

5. 7 Question One: Introductory Question 

The interview commenced with the fo llowing introductory question: "In pair' s, I would like 

you to discuss a c lassroom situation. Share an experience or describe a situation that involved 

classroom management. Tell me what happened". 

The conversation was examined in segments of conversation, the unit of analysis being one 

tum of conversation per speaker. Figure 9 indicates the frequencies of conversation segments 

assigned to the identified quadrants at each school. The table is a visual representation that 

provides an indication of the positioning of teacher's beliefs on this occasion, in relation to 

the location of the problems they discussed. 

Figure 9 
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Perceptions of the location of problems and solutions9
: Introductory question 

- School B. 

Teachers in School B indicated in their responses to the introductory question, that their 

position fell into a variety of quadrants, locating problems and solutions in both students and 

9 Methodology for data presentation as used by from Bowler et al. (2007) based on concepts described by Dent­
Read and Zukow-Goldring). 
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the environment. They considered that the student actively selected their actions (Quadrant 

3). The predominant discourse of school rules became evident as the teachers believed that 

all students should know the school rules and follow them. Additionally, the students were 

seen to be at fault as they deliberately chose not to follow the rules. Comments from teachers 

included: 

• ... the students were swearing. Particularly one student who probably shouldn't be 

here anymore because she doesn't really want to do what is asked of her, but instead 

is just stuffing around. (line 2 7: TIO) 

• My one yesterday, was a student who asked me to go to the toilet for the sixth period 

in a row ... she said that it wasn't fair and so on and so on ... she went and sat down, 

got her phone out and texted someone ... when I turned around, she was gone! She had 

gone to the toilet without my permission. (line 32:T1) 

• I've had some top stream students who are incredibly exuberant and dangerous in the 

classroom because they don 't listen to instructions. They think they know what they 

are doing and then they just go and do it all wrong. Get it all wrong and crash and 

burn and then they find out they don't know everything yet. (line 55:T6) 

Furthermore, teachers from School B (Figure 9) indicated that a dominant influence in this 

part of the conversation was the active environment (Quadrant 2). Teachers indicated that 

problems were located in the students and solutions to these problems in the environment (for 

example, in the systems including teachers). Comments from these teachers included: 

• ... we as teachers have to deal with it ourselves rather than having too much support 

from other centres in the class ... (line 3: T9) 

• I 'm talking about intervention that preventive strategies comes in to a point, and I 

can sort of make my lesson plans quite structured and individualised for certain 

students. (line 5:T9) 

• ... So it's all sort of preventative rather than dealing with it when it actually occurs. 

(line I 3:T9) 

• ... we do have some systems in place. (line 47:T6) 
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• ... should keep the e children at school. We had directives from both the school and 

ministry, we've got support systems in this school whose personnel's job themselves 

are dependant upon keeping them in school and also we don't want them out there 

committing any crimes and going to jail which not all, but some of them do. (line 

48:T6) 

One teacher in School B (Figure 9) considered the improvement of behaviour to be beyond 

the child or the immediate environment (Quadrant D) . They explained that: 

... we have here a state system. These kids just stay in the system and eventually they 

come out the other end and move on, but whatever interventions we think we are 

putting into place when they are here, in my humble opinion, have no impact .. . it 

makes no difference, you end up dealing with these kids and eventually they reach an 

age to go, or something drastic happens, and they go. (line 21 :Ts) 

5.8 Question Two: Challenging Situation 

The teachers were asked to think of a situation in class that they found to be challenging and 

to describe this situation. Figure 10 indicates the frequency of conversation segments 

assigned to the identified quadrants at each school. 
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Figure 10 Perceptions of the location of problems and solutions 1°: Challenging situation 
- School B. 

Another important theme which emerged from the data was the concept of choice. Teachers 

believed that everything "is a choice, everything is an option" (line 146: Ts) for students. 

They choose to listen or attend class, they choose how to wear their uniform or the parts of 

the NCEA unit standard they want to do. The students ' choose' not to follow the school 

rules. Furthermore, teachers suggested that we live in a complex world that is challenging for 

students as "there are all these things interrupting them and it 's a much more complex 

environment, and they are almost forced to make these choices" (line 266: Ts). Furthermore, 

other teachers mentioned that the biggest challenge is not to control the behaviour of the 

students, but rather motivating them to do the work. They indicated that no matter how 

interactive or interesting their lessons are, ultimately it is the students who decide whether 

they want to do the work or not. In addition, teachers suggested that students "don't actually 

want to do what they are asked to do and that's what it boils down to with all of them " (line 

74:Ts). It is not "on their agenda" (line 79:Ts) to do what the school and education system 

requires them do at school and that "they don 't actually come here to do what we say they 

need to do and that's the bottom line, what the reasons are, what the symptoms are, what the 

causes are, I don't really know " (line 77: Ts). 

10 Methodology for data presentation as used by from Bowler et al. (2007) based on concepts described by 
Dent-Read and Zukow-Goldring). 
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A number of strategies (potential solutions) were discussed. ln most of the proposed 

so lutions, teachers' perceptions were located in quadrant two (teacher active, student 

passive). Teachers were selecting and applying behaviour management strategies. A 

comment from a teacher included: 

• "his tactic that he is involved in, he almost manages them minute by minute to the 

point of- if you can't answer this question or don't attempting it, you will remain 

minutes after the bell. But its kind of like the only way you get them focused and he 

carries through the consequences and he gets good results" (line 140: Ts). 
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Finally, some of the teachers believed that "whatever issues we have, are part of a much 

bigger picture than that. We are dealing with a society where ... we are the authority figures, 

we are just someone else to deal with, like dealing with the guy who sells you petrol or 

dealing with the guy who you buy cd's from, that 's who we are" (line 156: Ts). One teacher 

(T6) acknowledged that "l think it's a societal thing" (line 208:T6). They continued in saying 

that "you can't blame schools for society's issues and that schools such as ours and his 

[referring to a principal from another North Shore school] are powerless, therefore we are 

blameless. We don't have any power" (line 172:Ts). This view is represented in Quadrant 4. 

It was suggested by T8 that "society is dumping its issues on us" (line 172:Ts) and that 

teachers "need more support" (line 250:T6)-

5.9 Question Three: Time of Day 

The third question prompted teachers to discuss whether the time of the day made a 

difference to student characteristics and their patterns of behaviour. Figure 11 below 

indicates the frequency of conversation segments assigned to the identified quadrants at each 

school. 
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Figure 11 Perceptions of the location of problems and solutions 11
: Time of day - School 

B. 

There seemed to be some agreement between all participants that the time of day affected 

student behaviour. This became evident as both groups provided similar examples when this 

question was discussed during the interview. Teachers gave specific examples where a 

change in student behaviour occurred. Some examples include, during periods five and six, 

Friday afternoons, mufti days, windy days and/or when there was a physical assault during 

lunch time. Teachers explained that "every teacher will tell you that a class can be 

completely different depending on the time of the day and we do get them at different times 

because that's how our system works" (line 276: Ts) . Another teacher commented that "If the 

kids are on daily report, that changes behaviour and makes a difference too (line 295: Ts). 

The importance of having some kind of routine established was also discussed. One teacher 

commented that "children like things to be the same" (line 296: T6)-

Furthermore, their comments indicated that teachers believed students were given un 

unmanageable range of choices in a complex environment. One teacher commented that 

"they [students] have all these choices thrown at them, the kids actually decide how its going 

to be" (line 305: Ts) where the "kids misbehaving because they can't actually cope with the 

11 Methodology for data presentation as used by from Bowler et al. (2007) based on concepts described by 
Dent-Read and Zukow-Goldring). 
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complexity of it all" (line 311 : Ts) . The predominant be) ief emerging from the data was that 

both the environment and the learner were involved in bringing about change in the learner's 

behaviour. 

5.10 Question Four: General solutions 

Question four investigated teacher beliefs on the general solutions that have been developed 

to manage difficult situations. Figure 12 indicates the frequency of conversation segments 

assigned to the identified quadrants at each school. 

Figure 12 
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Perceptions of the location of problems and solutions 12
: General solutions -

School B. 

Teachers in School B mainly located the problems in the students' actions and behaviours 

(Quadrant 3). To diffuse these types of situations, teachers used behavioural strategies and 

solutions (Quadrant 2). One of the teachers shared an experience where he took a student's 

cell phone in class when the student was texting (Quadrant 3). Afterwards, this girl stood in 

the hallway blocking the teacher's path so that he could not get pass her. The teacher then 

telephoned the girl's mother - "/ rang her mum ... that's the other thing that works. Best thing 

we can do is ringing the parents" (line 555: Ts) (solution located in Quadrant 2). 

12 Methodology for data presentation as used by from Bowler et al. (2007) based on concepts described by 
Dent-Read and Zukow-Goldring). 
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Another interesting finding was that some of the teachers located the problems in Quadrant 4. 

These teachers indicated that the problems were located in society, beyond their direct 

influences "That is a societal problem (everyone agrees) (T8: I agree, I agree but we end up 

living with it) " (line 624: T6) and that they were beyond their immediate control. 

5.11 Question Five: Satisfying Situation 

Question five investigated teacher thoughts on satisfying situations that they have 

experienced at school. Figure 13 indicates the frequency of conversation segments assigned 

to the identified quadrants at each school. 

Figure 13 
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Perceptions of the location of problems and solutions 13
: General solutions -

School B. 

Teachers found situations to be satisfying when less conflictual interaction between students 

and teachers took place. An interactive satisfying situation for T 9 was "when a series of 

lessons just click and the kids get it and stuff like that or when you've set up sort of activities 

and stuff and all the kids get into it and they are all helping each other out or with senior 

students ... I've got some kids and stuff like that and we've got the second part of the test and 

13 Methodology for data presentation as used by from Bowler et al. (2007) based on concepts described by 
Dent-Read and Zukow-Goldring). 
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I've got them volunteering coming lunchtimes evetyday for a week and we did all the work 

and stuff like that - there were no complaints and they were still quite appreciative, they said: 

"Thanks for the help sir, you know, sorry we didn 't pass the test " (line 712: T9). 

Teacher beliefs about satisfying situations were also located in Quadrant 3 where the students 

were the active participants in the situation. Comments from teachers include: 

• " ... the kids are working really hard" (line 695:Ts) . 

• "J had this Asian girl at the end of the year and she wanted to give me a hug" (line 

699:Ts). 

• "a lovely bunch of kids ... they are basically boy racers" (line 705:Ts). 

• "J recon it 's great when you've got a kid who are actually working and they 

suddenly get something and they have one of those light bulb moments and they 

suddenly understand it" (line 709: T10). 

• "one of the girls came up and gave me a big hug and said "oh it's lovely to see you, 

haven 't seen you for ages" and she meant it ... (Ts: yea its nice eh?) and that was nice 

(line 729:T6)-

• "/ also had a student, few students who were very difficult al school. One was 

working at a post office and he came out from behind the counter, so we ended up 

talking and he said that he was sorry for being such a little creep at school (everyone 

laughs) and I said, "you weren't so bad" and he said, "aww 1 was pretty bad" and I 

said no, compared to what I have now, you were an angel (everyone laughs). He was 

quite difficult at school and yeah, those sorts of things are lovely and hearing of 

students who are doing well (line 733:T6). 

5.12 Undefined comment category 

There were a number of segments of conversation (13 in total) that were difficult to assign to 

any of the four quadrants. In these conversation segments, the problem was located not in the 

reciprocal interaction between the student and the environment, but in both the student and 

the environment. In such cases, solutions were located within the environment, implying a 

perceived problem within the environment and within the learner. These comments were 
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assigned to Quadrant 1. This phenomenon will be discussed in more detail in the next 

chapter. Comments from teachers included: 
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• "all of that stuff though, come back to the teachers so they get away with it, because 

I'm so busy, I've got full days, I don 't have time to write down,follow it up and if you 

don 't do that ... , its like and if lose someone's cell phone, I'm [in trouble] too " (line 

489:T9). 

• "Jt doesn 't actually ever happen like that. I mean, I literally caught a kid the other 

day, I was walking behind him and he throws this orange peel and I said come with 

me, "why?" ... okay and that 's a problem for us. These stories that you hear from 

police on a Saturday night (everyone: yeah) they are exactly in the same position so 

umm, in terms of a school system, we've had, we went to, when I first came, we'd go 

to the dean with such issues but yea I agree it doesn't really work and now I try to 

keep all the issues on my part ... okay ... and I will deal with them first and if it gets out 

of hand they go to the deans, but typically these days they don 't get out of hand, 

occasionally teachers will want to go up the hierarchy because they are not 

supporting them, I suppose they then rush up here. I am trying to stop all that ... and it 

typically works (line 535:Ts) . 

5.13 Summary 

A number of discourses were identified in the study. Some of these include, school rules, 

social climate, choices and routines. The following summary presents the major findings of 

each question as discussed by the participants in the research. 

SCHOOL A: 

The introductory question suggested that teachers in School A indicated that they viewed the 

student as active and teachers as more passive. They considered that the student actively 

selected their actions (Quadrant 3). 

The results indicate that teachers predominantly positioned and located their experiences in 

Quadrant three (student active) when discussing challenging scenarios. Furthermore, 
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teachers in School A located the problems and their solutions in Quadrant one and two. 

Evidence indicates that teachers experienced a sense of feeling that things were out of their 

control when it came to locating problems and finding solutions as they discussed 

challenging situation. 
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When teachers discussed whether the time of the day made a difference to student behaviour, 

there seemed to be some agreement between all participants that the time of day is definitely 

a function of student behaviour. Environmental factors also had a significant influence on 

student behaviour. There was sufficient evidence that teachers are trying to understand 

student behaviour and in fact, diffusing situations from an understanding point of view. 

In the general solutions question, the predominant belief which emerged from the data 

seemed to be that problems and solutions emanated from both the environment and the 

learner. Teacher comments indicated that teachers were trying to understand the students and 

the reasons for their behaviour. 

When teachers discussed the topic - satisfy ing situations, the predominant belief held by 

teachers in School A suggested that both the student and teacher were active in the scenarios 

described. Finally, examples were given of conversation segments located in the undefined 

category, where conversation segments could not be clearly assigned to one of the four 

quadrants. This category is discussed in more depth in the following chapter. 

SCHOOLB: 

Teachers indicated in their responses to the introductory question that they viewed the 

student as active and teachers as more passive. They considered that the student actively 

selected their actions (Quadrant 3). Additionally, teachers indicated that the active 

environment was a dominant influence (Quadrant 2). Finally, one teacher in School B 

considered the behaviour to be beyond the child or the environment (Quadrant 4). 

The results indicate that teachers predominantly positioned and located their experiences in 

Quadrant three (student active, environment passive) when discussing challenging scenarios. 
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When teachers proposed solutions to these challenging situations, their perceptions were 

located in Quadrant two (environment active, student passive). Finally evidence suggested 

that a couple of teachers considered the behaviour to be beyond the child or the environment 

(Quadrant 4). 

When teachers discussed whether the time of the day made a difference to student behaviour, 

there seemed to be some agreement between all participants that the time of day is definitely 

a function of student behaviour. Environmental factors also had a significant influence on 

student behaviour. The predominant belief which emerged from the data seemed to be 

placing responsibility on both the environment and the learner for causing a change in the 

learner's behaviour. 

Teachers in School B mainly located the problems in the students' actions and behaviours 

(Quadrant 3) when discussion took place around the topic of general solutions . To diffuse 

these types of situations, teachers used behavioural strategies and solutions (Quadrant 2) . 

Some evidence indicated that teachers experienced situations beyond their immediate control 

(Quadrant 4). 

When teachers discussed the topic - satisfying situations, the predominant belief held by 

teachers in School B suggested that the students were the active participants in the scenario 

(Quadrant 3 ). Finally, examples were given of conversation segments located in the 

undefined category, where conversation segments could not be clearly assigned to one of the 

four quadrants. This category is discussed in more depth in the following chapter. 
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Chapter Six 

Results: Consultation and Co-construction 

6.1 Introduction 

This chapter presents the feedback obtained from the reporting and feedback sessions where 

the findings and usefulness of the matrix of perspectives were discussed. It describes the 

consultation and co-construction process from the feedback interview and the results of two 

groups of secondary school teacher conversations about student characteristics and patterns 

of behaviour. The results , comments and general feedback from the teachers are outlined 

below. 

6.2 The consultation and co-construction process 

After the data was analysed, I started to arrange meeting times for the reporting of the results 

and feedback session. I liaised with a key contact person at each school (principal's personal 

assistant or deputy principal) to arrange these meetings. Both interviews were held during 

lunchtime in the meeting or boardroom. The timing and location of the interviews considered 

participants ' schedules and ensured no disruption of class time (Borg, 1998). An e-mail 

reminder was sent to all teachers attending the feedback session three days prior to the 

interview taking place maximising participation. Furthermore, an email outlining the 

theoretical basis of the study (the matrix of perspectives) was sent to participants prior to the 

session. Teachers were asked to read this brief explanation before attending the meeting. 

The groups met for approximately 40 minutes, with an additional 10 minutes at the start to 

allow teachers to arrive and have some lunch. I provided some snacks as teachers attended 

the group during lunch time and were likely to be hungry. Three teachers from each school 

attended the feedback session. Three teachers sent their apologies due to prior commitments 

and meetings and one no longer worked at the school. Participants were again welcomed and 

thanked for their participation. My supervisor attended this meeting. She explained her role 

in the study and the application of the matrix of perspective to educational psychologists. 
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The aims of the study were reviewed to ensure that the discussion focused on relevant 

aspects. I then gave a brief presentation explaining the matrix of perspectives (theoretical 

basis for this study), displaying two enlarged A3 illustrations of Figures I and 3 from the 

article by Bowler et al. (2007). The first figure illustrated the four quadrants and the 

learner/environment continuum. The second figure ii lustrated examples of problems and 

solutions located within the different quadrants. Participants had the opportunity to ask 

questions regarding the matrix of perspectives and had a further opportunity to comment 

throughout my explanation. In addition, I explained that people are fluid in terms of their 

perspectives and that they can, and do, shift around the matrix quadrants, depending on 

context. I provided the following examples from a conference paper by Annan (2007, p.7): 

"A teacher may view a child in her class as responsible for causing disruption and believe 

that she is choosing to act this way. She is 'misbehaving ', a view represented in the third 

quadrant. However, this same teacher, who is also a parent, may place more responsibility 

for the disruptive behaviour on the educational environment when her own child 's actions 

come into question. Her view, on the latter occasion may fall into the second quadrant. " 
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Teachers were then handed an envelope with a summary of the findings , a feedback 

questionnaire and a stamped-addressed envelope. I discussed the major findings of the study 

and selected a few examples to demonstrate the major themes that emerged from the data. I 

then asked the participants to comment on the findings (the comments are discussed below). 

We then examined the feedback questionnaire to make sure that everyone understood what 

was required from them at each question (see Appendix D for feedback questionnaire). 

Teachers were asked to take the summary document away with them, to read it at their 

leisure, to complete the feedback questions and to mail this form to me upon completion. 

This process allowed for the co-construction of meaning about our conversation. Teachers 

had the opportunity to verify the summary documents, comment and reflect on the matrix of 

perspectives. Furthermore, teachers had the opportunity to clarify and provide explanations 

for previous statements made if they chose to do so. 
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6.3 Results: Co-construction - School A 

Evidence from the feedback session and questionnaire indicated a moderate to strong fit of 

data consistency with regard to teachers ' views of behaviour at the time of the initial 

interview. 
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In tenns of the usefulness of the matrix, to assist in understanding ones own position, or that 

of others when seeking solutions in school situations, teachers in School A indicated "some 

relevance to limited fit" as one teacher doubted that she would use it in a ' real life' situation. 

Teachers indicated that it is a useful tool to reflect on, however commented that it is "too 

general", "airy-fairy " and that teachers' views would not always fit "nicely into a box ". In 

terms of using this matrix to understand the positions of other teachers and parents, teachers 

from School A indicated that the matrix of perspectives had some relevance and could be 

used as tool of communication. They noted that the subjectivity of the user would influence 

the assignment to quadrants. 

One of the participants suggested that the matrix of perspectives needed to be clearly 

understood in order for it to be effectively applied in schools. In hindsight, teachers should 

have been given more time to study the matrix of perspective before attending the feedback 

session. It is a complex theory and teachers would have benefited more from the experience 

if they had sufficient time to get their 'head around' the matrix of perspectives. 

The feedback session revealed that teachers quickly grasped the concept of fluidity within the 

matrix - the idea that one's perception of where the problem or solution lies will change 

depending on ones perception and the specific context. Furthermore, one teacher mentioned 

that School A is well resourced, decile-10 school that is a well supported, backed by parents 

and the community, with fewer challenges in comparison to other schools. They also noted 

that being a parent as well as a teacher, made it easier for the teacher to come up with 

solutions to different problems. This comment was interesting as it was consistent with the 

findings in the previous chapter when teachers were asked about satisfying situations. Results 

indicated that it was easier to think of teachers and students as joint problem solvers when the 
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circumstances were less challenging. It was mentioned that "the better your environment, it's 

going to be easier to put yourself in that frame of mind". 

An interesting suggestion was made that the matrix of perspectives could be useful for not 

only teachers and psychologists, but also for students. Understanding the perspectives 

students hold can provide teachers with an indication of how to work with students, and 

solving problems together. 

Finally, teachers commented that they "don't see staff actually stopping to apply these 

concepts in 'real life ', however it is very good for everyone to reflect on". One teacher 

indicated that teachers are "unique" and that they do have their "own view on things and 

sometimes if you realize what zone/quadrant you are in, sometimes you can say: "Well, 

that's why" and think about and reflect on it ". Another teacher indicated that they need 

"more of this kind of stuff", but acknowledged that "it's just so hard to stop and get time to 

[reflect}". She suggested that "teachers are often so focussed on their students, programmes 

and teaching that they do not always take enough time to "step away ", "to stop" and 

explore philosophical ideas, sharing those ideas with others ". A final comment suggested 

that it is "vitally important for teachers to have an understanding of student characteristics 

and patterns of behaviour in order to create an environment of teach and learning". 

6.4 Results: Co-construction - School B 

Evidence from the feedback session and questionnaire suggested that there were some 

relevance in the consistency of the data, in terms of how the group viewed school behaviour 

at the time of the initial interview. 

In terms of the usefulness of the matrix to assist in understanding ones own position or that 

of others when seeking solutions in school situations, teachers in School B indicated that it 

possessed 'some relevance'. In terms of using this matrix to understand the positions of 

other teacher and parents, teachers from School B indicated that the matrix of perspectives 

had some relevance. 
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One teacher suggested that the matrix of perspectives will be useful for her personal use. The 

statement made was quite reflective. It was interesting to note that before the session 

commenced, this particular teacher, in discussion about a school event, located the 

responsibility for student behaviour in the student. As the session progressed this particular 

teacher 's perception moved toward quadrant one (environment active, student active) as she 

placed some of the responsibility on the student/environment interaction, moving away from 

placing all responsibility on the student. This teacher understood that this tool is helpful in 

revealing ones own perceptions, "catching yourself' from thinking a certain way in a 

particular situation, and becoming a reflective practitioner. At the conclusion of the 

interviews, all participants indicated that they found this whole experience helpful as they 

reflected on their own teaching practice. 

The response rate of the feedback questionnaire was very low. Only one teacher from School 

B filled out the questionnaire and mailed it back to me. A follow-up email was sent to all 

teachers, thanking them for attending the feedback session and encouraging them to return 

the questionnaire as soon as possible. Apart from the valuable data collected at the feedback 

session, it would have been beneficial for this study if we had a higher questionnaire return 

rate. 

This chapter presented the findings , feedback and usefulness of the matrix of perspectives 

obtained from the reporting and feedback sessions. Furthermore, it outlined the consultation 

and co-construction process and results. The final chapter presents the conclusions drawn in 

this research and discusses the implications of the study. In addition, several suggestions for 

further research are made, concluding this thesis. 
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Chapter Seven 

Discussion and Conclusion 

7.1 Overview of Chapter Seven 
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This chapter begins with a discussion of the teachers' perspectives on the agency of students 

and the environment in relation to school behaviour. The second section discusses the main 

themes, or discourses, that emerged from the data. This is followed by reflective comment 

about the application of the matrix in the educational setting. The chapter finishes with some 

concluding remarks about the theory generated through the application of the matrix and 

future directions for research. 

7.2 Teacher Perspectives 

The teachers views, expressed at the time of the focus group conversation, were represented 

in all quadrants . The predominant belief emerging from the data was that both the 

environment and the learner were involved in bringing about change in the learner' s 

behaviour, although the relationship between teacher and student was somewhat opposed 

rather than reciprocal. In School A, the teachers indicated that predominantly they viewed 

the students as being responsible for their active participation in the situations described 

(Quadrant 3 - student active, environment passive) . ln most of the proposed solutions, 

teachers' perceptions were located in Quadrant 2 (teacher active, student passive). Teachers 

were selecting and applying behaviour management strategies, working with students to 

diffuse situations. They indicated that, in some situations, they were interacting with 

students, trying to understand the students ' position and working together to solve a problem 

(Quadrant 1 - both student and environment active). 

Teachers in School B mainly located the problems in the students' actions and behaviours 

(Quadrant 3). To diffuse these types of situations, teachers used behavioural modification 

strategies and solutions (Quadrant 2). Furthermore, teachers in School B indicated that, in 

relation to the most difficult situations, problems were also located in society, beyond their 

direct influence and control (Quadrant 4). 
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7.3 Dominant Perspectives 

Analysis of the conversation suggested that teachers in Schools A and B predominantly 

located their perspectives of student behaviour in Quadrant 2 ( environment active, student 

passive) and Quadrant 3 (student active, environment passive). However, the teachers 

indicated that their position fell into all of quadrants at some time, locating problems and 

solutions in students, in the environment and the interactions between them. In a few 

instances, they also indicated that they viewed the influences on student behaviour, and on 

their own actions, as being outside their control. 
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7.3.1 Student active/environment passive (Quadrant 3) 

Analysis of the conversation suggested that teachers in Schools A and B predominantly 

located problems in the students' actions and behaviours, illustrating the belief that the 

students were responsible for their active participation in the situations described. Teachers 

mostly indicated that problems were located in the students (Quadrant 3) although solutions 

to these problems were in the environment (Quadrant 2). 

For example, during the conversations, teachers described situations where students were 

"calling out constantly" (line 52:T5) in class, while others "were belting each other " (line 

352:T5). Other unwelcome behaviours the teachers described included swearing, texting, 

exuberant and dangerous behaviour. T 10 described a particular situation in which a student 

has been swearing. One teacher said that they did not expect students to swear at them and 

suggested that, in the main, they selected to act this way. Teachers in one school talked about 

the students as being deliberately ' naughty' , 'causing' the behaviour in the situation. 

The teachers sometimes made reference to specific qualities inherent in the students. 

Understanding of these constructs were shared by the teachers although the descriptions were 

offered by individual teachers. Some of these were desirable attributes, others not. For 

example, students were described as "slightly borderline characters" (line 560:T 4), and a 

group "an interesting class" (line 94:T 3). The teachers sometimes described students as 

'difficult' or 'problem students', even 'arrogant' and 'confrontational' . Desirable 
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descriptions were also offered about 'a lovely bunch of kids' , 'top stream students' and 

'those bright students'. 

7.3.2 Environment Active/Student Passive (Quadrant 2) 
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In most of the proposed solutions, teachers ' indicated that their actions assumed an 

environment active, student passive perspective. Teachers were selecting and applying 

behaviour management strategies to control student behaviour and diffuse challenging 

situations. Currently teachers are encouraged to engage in problem-based learning with 

students and to engage in their struggles to grow (Sungur & Tekkaya, 2006). They are 

encouraged to see students as active learners with their role as an active facilitator of learning 

through dialogue. However, when the teachers discussed situations in which solutions were 

not readily available, they indicated a teacher active/student passive approach to address 

problems utilising behaviour modification strategies. 

A number of examples were identified. One teacher (T 5) explained that on one specific day a 

week the students at the school had a study break. When the teacher considered that a student 

had misbehaved, they were denied this break and had to stay with the teacher. The teacher 

considered this approach to be effective. The students on the other hand, did not like it. 

Figure 14 below is a visual illustration of T5 ' s indicated perspective of the solution proposed. 
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Behaviourism suggests a paradigm or perspective in which the control is with the teacher, 

and compliance is with the student. Freiberg (1999) argues that this approach does not 

always bring about desirable or lasting change. Behavioural interventions often place greater 

emphasis on performance of skills than on their acquisition . They were not always conducted 

under conditions that would utilise, enhance or maintain strong and positive interpersonal 

networks. Freiberg also noted that there could be ethical problems associated with them as 

they have so often involved the delivery of punishment to reduce unwanted behaviours. 

Behaviour modification remains the most common approach to classroom management in 

many schools. Rules, consequences, and rewards seem to be the foundation of most teacher 

repertoires for student discipline. Wang, Haerel, and Walberg (in Freiberg, 1999) noted that a 

meta-analysis of variables that influence school learning indicated that one of the greatest 

influences on school learning was classroom management. They found that the most 

successful teachers approached classroom management as a process of establishing and 

maintaining effective learning environments. Less successful teachers approached it with 

emphasis on their roles as authority figures or disciplinarians. 

14 Methodology for data presentation as used by Bowler et al. (2007) based on concepts described by Dent-Read 
and Zukow-Goldring. 
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According to Freiberg (1999) views on good teaching and learning have shifted from 

transmission views toward social construction or learning community views. Freiberg (1999, 

p. 49) suggested that "when knowledge is socially constructed, classroom discourse 

emphasizes reflective discussion of networks of connected content". One further problem 

with behavioural approaches is that the behavioural theory assumes and promotes the view 

that all behaviour is based on self-interest and, therefore, individuals will seek to maximize 

their rewards and minimise their punishments. This assumption can become a self-fulfilling 

prophecy for schools. If schools act as if all students are selfish and self-centered, Frei burg 

(1999) argues that they implicitly teach students to be that way. 

7.4 Less Dominant Perspectives 

The data indicated that teachers in Schools A and B located their perspectives of student 

behaviour in two, less dominant perspective quadrants. These were student active, 

environment active (Quadrant I) and student passive, environment passive (Quadrant 4). 

7.4.1 Student Active/Environment Active (Quadrant 1) 

A number of examples were identified where teachers were interacting with students, trying 

to understand the students ' positions and working together to solve problems. In these 

situations, the teacher recognised both the students' and their own reactions. They indicated 

that they took an active role in addressing the issue, by becoming joint problem solvers with 

the student, working out the problems and the solutions together. In most occasions, there 

was evidence of a reciprocal understanding of both parties. It is important to note that the 

interactive view is not represented by two opposing sides, but rather a reciprocal relationship 

between the two. Teachers who see both the leaner and the environment as active, involving 

reciprocal interactions perceived a ' dynamic of circular causation' (Annan, 2007, p. 6). 

An example demonstrating the interaction and understanding between a teacher and students 

was where T3 commented on an experience described by Ts. Ts discussed a situation where a 

physical fight took place at school between two students during lunch time. He explained that 

he had to 'throw his lesson plans out the window' as the students came into class discussing 
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the fight saying, "so and so had a fight sir, you should have seen it, they were belting each 

other" (line 351 :T 5). T3 commented that "they [students] need that chance to actually talk it 

through because a lot of boys ' ideas come through and they throw them in the pot and you 

actually get some interesting concepts of what they see as right and what's not right...young 

people have got a real sense of justice and fairness ... " (line 353:T3). 

The generation of solutions and shared directions were associated with the student 

active/environment, active perspective (Quadrant I) . Teachers found situations to be 

satisfying when less conflictual interactions between students and teachers took place. In 

favourable circumstances they could more readily consider the students view and work with 

them to solve problems. 

7.4.2 Student Passive/Environment Passive (Quadrant 4) 

Teachers in School B indicated, at one point, that they believed that some problems were also 

located deep in society, beyond their direct influence and control (Quadrant 4) . In cases 

where both the learner and the environment were viewed as passive, the cause was attributed 

to a predetermined unfolding of events and development. The behaviour was experienced as 

beyond the control of either the student or the environment. 

The teachers noted that students were given an unmanageable range of choices in a complex 

environment. During the conversation, teachers indicated " it's a societal thing" (line 208:T 6)­

It was suggested that "society is dumping its issues on us" (line 172:T 8) and that teachers 

"need more support" (line 250:T 6). The teachers, at this point, considered the improvement of 

behaviour to be beyond the student or the learning environment. Students were passive, in a 

passive environment with "kids misbehaving because they can't actually cope with the 

complexity of it all" (line 311 :T 8). 

Figure 15 is a visual illustration ofT8' s perception on the situation described above. 
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Teachers located responsibility in a broad unspecified system (Quadrant 4), indicating that 

they were presented with situations beyond their control. Teachers also indicated that at times 

they viewed themselves as passive recipients of events . For example, "we are just someone 

else to deal with, like dealing with the guy who sells you petrol or dealing with the guy who 

you buy cd ' s from, that's who we are" (line 166:T8). They felt as if they have no influence 

and that "you can't blame schools for society's issues and that schools such as ours and his 

are powerless therefore we are blameless . We don ' t have any power" (line 172 :Ts). 

Figure 16 illustrates a modified version of Bronfenbrenner' s Bio-Ecological Perspective 

Model to illustrate the perception of the situation discussed by Ts. 

15 Methodology for data presentation as used by Bowler et al. (2007) based on concepts described by Dent-Read 
and Zukow-Goldring. 
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Figure 16 A modified version of Bronfenbrenner' s Bio-Ecological Perspective Model 16 

illustrating Ts' s indicated perception of situation described (Quadrant 4) . 

Interestingly, McLean (1995) suggested that complex issues of school management and the 

development of appropriate behaviour protocols cannot be treated in isolation from the larger 

social context in which they are situated. As McLean ( 1995) writes : 

"If we want boys to change, we also need to demand that the world they are expected 

to enter and survive within changes as well. We need to be turning the spotlight on 

ourselves and asking what sort of society we want to live in, how schools can 

attribute to building such a society, and what it is about schools, as they currently are, 

that gets in the way of creating a community". 

(McLean, 1995, p.9) 

16 Modified diagram from Bee & Boyd (2004) 
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7.5 Discourses 

This thesis assumes that our language reflects our perception and that it also perpetuates our 

views. This means that our dominant view will lead our language to fit with this view and 

that our established language will support a particular way of thinking. The thesis also 

assumes that language and thought are negotiable. There is some debate over whether 

language shapes thought, or thought shapes language. For example, Vygotsky ( 1978) 

supported the view that people shape their reality through the interactive use of language as a 

tool, while Debamadi (in Forrester, 1996) argued that language plays a greater part in 

shaping the life of its user than the user plays in shaping language. However, this study has 

examined associations rather than causal links between language and thought. The study 

sought to identify the most salient discourses about school behaviour as illustrated by the 

teachers language. A number of discourses were identified throughout the conversations. 

These are listed then discussed below. 

• Need to assign responsibility 

• Personal agency 

• Trying to understand 

• Reflective practitioner 

• Access to solutions 

• School rules 

• Students' disconnection from curriculum 

• Defensive reasoning 

• Isolation 

7.5.1 Need to assign responsibility 

Teachers indicating a student active/environment active (Quadrant 1) perspective presented 

as reflective and looking for a balance in terms of the placement of responsibility. They were 

thinking about their actions and the active role they played. T 4 shared a good example of 

this, where she had "blown up over a small incident and blown it out of proportion" (line 

165 :T 4). The next day, she apologised, explaining that "yesterday, I probably got a bit carried 

away with that" .. .I said: "at the end of the day, I don't think you should have said that or 
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done that, but, I did get a bit carried away, so I apologise for that but in the future ... you need 

to follow these instructions so ... you have to be careful" (line 168:T4). 

Teachers indicating a student active/environment passive (Quadrant 3) perspective placed the 

responsibility on the 'misbehaving' student. For example, one teachers suggested that 

students use "all sorts of delaying tactics" (line 136:T 10) when it comes to completing their 

school work. T 10 commented that "they've [students] got to take responsibility for 

themselves and for their learning and if they are not willing to take that responsibility then 

there's only so much you can do" (line 185:T,o) . Teachers assumed a passive role in this 

situation, explaining that ultimately, the responsibility for learning is dependant upon the 

student. 

7.5.2 Personal Agency 

The conversation indicated that teacher perspectives and personal agency shifted in relation 

to the context. Responsibility for change was placed largely on the systems outside of the 

teacher. An example to illustrate this was where a teacher (T 6) discussed a situation of a 

student misbehaving (Quadrant 3) - "he brought most of it on himself mind you because he 

doesn't have the time management skills" (line 319:T 6). However, as the conversation shifted 

towards her own child, her perspective shifted as well. The problem was no longer located in 

the student (Quadrant 3) but in the environment (Quadrant 2). 

"It's their parents' fault too. I did that with my children too. They go to music on the 

same day and they go to this and that and you become the parent taxi driver but when 

are you going to have any peace? ... they really don't have peace at all and then there is 

television bombarding them ... today there are label clothes bombarding them and you 

know all sorts of things". (line 324:T 6) 

Figure 17 illustrates T 6,5 inferred perspectives on the one situation described. The two points 

illustrate the shift in the teacher's perspective that took place as the context changed. 
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During the interview, Ts questioned, " What are we trying to do? We are trying to make 

people conform in a way that doesn ' t represent the outside world" (line 664:T s). This is a 

statement ofTs's view of a mismatch of school and the world. While teachers sometimes 

considered that their actions contributed to the situations they described, problems were 

mainly located in the concept of schooling (Quadrant 2). Furthennore, Ts indicated that 

teachers cannot do anything because of the system. Responsibility was placed on the schools 

systems and "if you think about the system we've got" (line 233 :Ts) ... we and what whether 

we think as they see its right, they don ' t care about it" (line: 235: Ts). Teachers placed 

responsibility on the system as opposed to their own personal efforts . 

Figure 18 is a visual illustration of Ts ' s indicated perspective of the described situation. 

17 Methodology for data presentation as used by Bowler et al. (2007) based on concepts described by Dent-Read 
and Zukow-Goldring) . 
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The personal agency dimension is reminiscent of Rotter's (1966) Locus of Control. Rotter 

developed this term to make reference to individuals ' perceptions about the underlying main 

causes of events in their lives. His theory is a concept that considers that people place 

responsibility for the circumstances that they experience on a continuum between internal 

and external. Assigning responsibility for their own actions to either end of this continuum is 

not always a conscious decision but it affects the way they respond to events. People who 

locate responsibility in the external environment are more likely to attribute blame to others 

as an expression of powerlessness . Those who locate control internally view themselves as 

capable of effecting change. This concept is useful in helping to understand some of the 

findings in this study although alone it is not sufficiently contextualised or dynamic to 

provide a robust explanation. 

7.5.3 Trying to Understand 

Throughout the conversations, teachers demonstrated that, at times, they took an ecological 

view as they were trying to understand the students' perspectives, their reasons for their 

subsequent behaviours, student developmental factors, their own actions and the interactive 

context around these behaviours. 

18 Methodology for data presentation as used by Bowler et al. (2007) based on concepts described by Dent-Read 
and Zukow-Goldring). 
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Ts had a 'proportion perspective' of the students. He described a situation where a piece of 

paper came flying across the room and landed next to him as he was writing on the board. He 

confronted the class and one student confessed and apologised. The teacher instructed the 

student to pick up the piece of paper and "not to do it again". The teacher continued writing 

on the whiteboard. Ts explained that after class, students approached him saying: 

"Sir, that was cool", and I said: "what do you mean?" He said: "well, you didn't blow 

it out of proportion and he said we felt comfortable owning up because we knew you 

weren't going to blow it all out of proportion" and I quite like that, because of the 

boys respect. . .I never had a problem with that class throwing rubbish again because 

the boys were: (a) I didn't like them to do it, but (b) I wasn't going to be silly about it 

either and they respected my rule because it was a reasonable rule as well and they 

understood why. But I did like the fact that they were willing to accept a rule that they 

thought it 's a bit of fun, but Ts doesn't like it but the fact that they fronted up and 

because they fronted up, I dealt with it accordingly". (line 483 :Ts) 

It was interesting to see that Ts did not operate within Quadrant 2, by using a behaviour 

modification strategy. He tried to understand the students ' perspective of having 'a bit of 

fun'; in addition, he understood what the student's priorities were and acted accordingly. 

Furthermore, evidence indicated that the teacher was trying to understand the student and the 

context around them. By doing this, the teacher based his decision and actions on information 

that highlighted the context around the student's behaviour in a particular situation. An 

example was when T3 found out that a student "had other issues" (line 197: T 3) and because 

they understood the social history and/or context around this students actions, they did not 

view the student as misbehaving, but instead were able to interact with this student and solve 

problems together. This teacher understood that an interactive context surrounds observed 

events. 

" ... often reactions that one teacher gets will be potentially a combination or 

culmination of things that have gone on (a) all day, (b) specifically with one other 
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teacher, (c) students or (d) parents and sometimes one thing will happen ... and that 

will be it, that will be the straw that breaks the camels back". (line 199: T 3) 

In some situations the teachers considered the individual qualities and needs of the students 

and demonstrated their understanding of the dynamic interactive environment. There were 

times when they were in a position to take an ecological view. The example below 

demonstrates how T I tried to understand the student in context and then base decisions 

around that, while acting accordingly. T 1 interviewed his form class at lunch time 

(individually, a few students everyday) to 
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"find out what did make them tick as much as you can in five minutes and to see if 

they have been annoying or have been bullied, who they were friends with, what they 

liked and what they didn ' t like so when it came to classroom management. . . " (line 

213: T1). T1 tried to understand the students and to know "who not to put where and 

what not to say to certain boys and stuff like that" (line 217: T1). 

When teachers were trying to understand students, they often took students developmental 

factors into consideration as teachers indicated the importance of having some kind of 

routine established. One teacher commented that students "like routine, they like everything 

has got routines . .. there 's got to be certain routines and things and you take them out of those 

routines then they loose control" (line 277:T5). Teachers commented that "children like 

things to be the same" (line 293 :T 6) and that "they are continually bombarded with things 

changing, people calling on them, lots of demands. I actually think it 's really hard on them 

too and it drives us spare, as classroom teachers, but I don't think it helps them that things are 

changing and so many demands are made (line 295 :T 6)". The teachers reported of situations 

in which the teacher and the students worked together as joint problem solvers. 

Establishing and maintaining rules are important parts of creating and managing a learning 

environment (Frazier & Sterling, 2005). Well managed classrooms are organised to support 

the learning environment. It is more than maintaining discipline and therefore teachers put 

rules and routines in place to create effective learning environments. Doyle (cited in Tanner, 
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Bottoms, & Feagin, 2003 , p. 38) suggests that "classroom management is fundamentally a 

process of solving problems of order in classrooms rather than the problems of misbehaviour 

or student engagement". These rules and routines, simplify the complexities of classroom 

life for both teachers and students by making events more predictable (Reynolds, 1992). 

7.5.4 Reflective practitioner 

Teachers reflected on their own actions as their thinking shifted from viewing students as 

problems to viewing situations as an opportunity to learn something new together. 

Larrivee (2005) outline a number ofrequirements for developing as a reflective practitioner. 

She considered that a reflective practitioner needed to build three capacities. These were the 

capacity for continual examination of teaching practices, the capacity to carry out critical 

inquiry, and the capacity for self-reflection. Reflective teachers consider ethical implications 

of classroom practice, examine their personal values and beliefs, and they regularly review 

the assumptions and expectations they have of their students (Larrivee, 2005). 

When teachers were presented with a situation where they indicated they had not understood 

the student's action and/or behaviour, they appeared to revert to locating the responsibility 

for the event on the individual student. This action was demonstrated when teachers were 

discussing the behaviour of a boy who had an extremely unusual haircut. They viewed the 

student as misbehaving and considered an environmental adaptation to manage this 

behaviour in the short and long term. In most instances, people do narrow their perspective 

when events do not make sense to them (Perry, 200 l) . Reflective practitioners are able to 

examine their own natural responses and to reconsider alternative actions. The example 

below shows that the teachers, after reflecting, were able to alter their response to situations. 

Initial response: "sometimes you need to work on the actual student and sometimes 

you have to threaten their lunch and they'll never do it again" (line 255:T 3) (a 

comment located in Quadrant 2). 

Upon reflection: "we are dealing with individuals who have different needs of their 

own (line 257:T3)" (a comment located in Quadrant 1). 
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7.5.5 Access to solutions 

When teachers considered they were less able to manage student behaviour, they were less 

likely to work within an interactive paradigm and instead utilised a behavioural strategy or 

punishment. 
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Teachers indicated that "students will push teachers" (line 112:T 3) and that teachers found 

that sort of behaviour challenging, especially "when they [students] do that verbal defiant 

thing without actually going beyond it, I find that a big challenge and you know, I find that 

hard" (line 78:T 5). Furthermore, T 5 explained to the student that "I am dealing with your 

disruption in class ... I'm dealing with not only your disruption in class but your defiance and 

umm refusal to follow my instruction" (line 86:T 5). Teachers found situations particularly 

challenging when a "pack mentality" (line 324:T5) formed amongst students, as that getting 

the "boys to back down is very difficult" (line 344:T5). 

7.5.6 School rules 

Teachers indicated that the students were responsible for knowing and following the school 

rules. However students deliberately chose not to follow the rules as they were actively 

selecting their actions. 

An example of this was when T5 discussed a situation comment that, 

"what I find appalling about it, is that he knew he was going to get picked up on the 

third occasion because it was one day after the other. .. and he knew to the point where 

he stood, sat at his desk making sure I notice as well so you know, if you try to get 

away with it ... he would have put his feet under his desk but and so yea, I find that, 

the funniest thing was he knew what he was doing, and was trying to push those 

boundaries (T 4 : its just like to get that attention, but deliberately flaunting the fact to 

the rest of their mates, (a) I don't care about school or also (b) they can't really do 

anything" (line 12:Ts). 
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In such incidents, students are viewed as disruptive and teachers have to provide some form 

of environmental control. However, this group of teachers went beyond this perspective and 

started looking at students and teachers trying to solve problems together (Quadrant 1 ). 

7.5.7 Students' disconnection with the curriculum 

Teachers indicated that students actively chose to not engage with the work because the 

students don't want to do it. There were several suggestions that the students were not always 

intrinsically motivated to learn the things that school was teaching. One teacher's comments 

reflected that of the other participants when she said that , "students do not really want to do 

the work but they are coming to school but they don't actually, deep down look or act as if 

they actually want to learn it" (line 130:T 10) . Another teacher commented that it is not "on 

their agenda" (line 79:T 8) and teachers indicated that they constantly "need to motivate them 

to do the work" (line 81 :T 9) and that the "biggest challenge is not to control their behaviour 

it's motivating them trying to get them to do the work" (line 83:T9). 

7.5.8 Defensive reasoning 

The teachers' actions reflected some aspects of ecological understandings in manageable 

situations although their responses to the more challenging situations were located in 

behaviourism. They reported feeling overwhelmed when faced with challenging situations, 

especially when they did not have ready solutions for the problems that presented. Teachers' 

reasoning appeared more likely to be defensive when situations were demanding but when 

situations were satisfying, they indicated that they could appreciate the dynamic between the 

student and the environment (Quadrant 1). This observation supports a relationship between 

knowledge and perspective. The more situationally applicable knowledge the teachers had, 

the less defensive reasoning was apparent and the more interactive problem solving was 

reported. 

'Defensive reasoning' as suggested by Argyris ( cited in Senge, 1994), protects us from 

acknowledging the validity of our reasoning. For most of us, exposing our reasoning is 

threatening because we are afraid that people will find errors in it as we might not always 

have the 'right answer'. Senge (1994) outlines the concept of defensive routines, arguing that 
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we use these mental models to avoid the embarrassment and vulnerability associated with 

exposing our own thinking. Defensive routines fonn a sort of ' protective shell' around our 

deepest assumptions and guarding us against the pain of acknowledging errors or 

inconsistencies in our actions. 

7.5.9 Teachers' isolation 
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Teachers indicated that they sometimes feel isolated - not only by physical distance, but also 

in disciplining issues. Some of the teachers indicated that they were, 

" ... miles away, miles away and it also gets to the point where I've sent a kid away 

and stuff like that. . . " (line 508:T 9) and to the "point where we as teachers have to 

deal with it ourselves rather than having too much support from other centres in the 

class or even in this school. .. " (line 3 :T 9). One teacher suggested that they "need 

more support" (line 250:T6). 

The issue of teacher isolation (physical and social) has long been part of the discourse about 

the professional development of teachers. Teachers at any level (beginning teachers , ' middle 

experienced' group, and senior teacher) can face isolation. Liebennan and Miller (see Rogers 

& Babinski, 1999), suggested that schools oftentimes create cultures where there is little time 

all ocated for teachers to talk to each other about their teaching practices and the challenges 

they encounter in their classrooms. Their research indicated that the teachers faced demands, 

preparing for lessons from scratch and that many first-year teachers were hesitant to 

approach colleagues for support and feedback . 

Puchner & Taylor (2006) identified teacher collaboration as one of the most important 

features in schools to foster professional development, teacher satisfaction and effectiveness 

and in tum student achievement. The authors suggested that isolationist work cultures in 

schools can lead to competition, feelings of insecurity, and a lack of desire to share ideas. 

Teaming and mentoring of novice teachers by veteran teachers was suggested by Drago­

Severson & Pinto (2006) as one method for reducing isolation. Literature focusing on solving 

the problem of teacher isolation, suggested that formal mentoring has become a very popular 

induction tool in recent years (Heider, 2005). The author indicated that mentoring programs 
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can help school districts create nurturing environments in which she commented "reduce 

teacher isolation, and, in tum, inspire new teachers" (Heider, 2005, p. 8). 

7.6 A Struggle for Power (undefined comment category) 
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There were many segments of conversation that did not position problems in just the student, 

or just the environment, or even in the reciprocity between them. The problems were located 

in both the student and the environment. In such cases, solutions were located within the 

environment, implying a perceived problem in both the environment and the learner. In such 

cases, there was no suggestion that teachers were trying to understand the learner. The 

learner and environment were both seen as active, but the problem was not necessarily 

located in the interaction because the responses were environmental reactions to the active 

learner. This interaction was not seen as a reciprocal process located in Quadrant 1, but as a 

two way struggle . What the teachers in School A were recognising was two separate entities 

rather than an interaction. It seemed that the problem remained in environment and learner, 

rather than in the interaction between them. 

It was interesting to note how discourse fitted into different parts of the quadrant. It was 

apparent that when the teachers were caught in Quadrant 3 (student active), it was difficult to 

move away from that perspective. It seemed that as soon as threats such as a 'pack mentality' 

appeared, it polarised the teachers and the students . One example of where this happened was 

when Ts discussed a problematic situation from a Quadrant 1 perspective - interactive and 

understanding perspective. However, when he did not know what solution to use he reverted 

to Quadrant 3, putting the responsibility solely on the students. For example," ... boys back 

down is very difficult. .. all their mates and friends who have seen it" (line 344:T s) and "they 

[students] talk about it" (line 346:T1). As soon as this happened, T3 pulled Ts back on track 

into Quadrant 1. It became evident that when things were understood, it was easier to stay in 

that quadrant, as teachers seemed to have increased confidence to construct solutions. 

Interestingly, the fluidity of teachers perspectives became apparent as they shifted the focal 

points of their views on problems and solutions. This challenges the notions of fixed 

attributions of perspective. It suggests that, in relation to teachers' perspectives on problems 
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and solutions, that you cannot place the teachers in a 'box'. This positioning changes in 

relation to the context and their knowledge of solutions. This finding underscored the 

importance of considering the context of the conversation segments, taking the whole 

conversation, rather than individual words, phrases or sentences into consideration. 
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The conversation indicated that there was a 'struggle for power' between students and their 

environment, the latter represented by the teachers. One teacher asked, "lets face it; does he 

actually need to get a job for the future?" (line 223:T 10). While another commented that "he 

comes and goes depending on what else is going on in his life and the other day, he was out 

of uniform .. . But that ' s the only sort of power or thing that I can do" (line 587:T8)". This 

comment demonstrated a perspective from Quadrant 4. One teacher commented that she was 

thankful that she was not "the only one fighting that battle" (Line 749:T 9). These comments 

reflected feelings of powerlessness and the discourse of the overwhelming strength of 

external factors. 

Teachers in today ' s classrooms have a great deal of autonomy over their classrooms, but in 

tenns of school policies, teachers lack power. Porter (2000) suggests that the first goal of 

achieving school discipline is to establish and maintain order, creating an environment in 

which learning is not only possible but probable (Porter, 2000). Research by Zembylas and 

Papanastasiou (2006) indicated that lack of professional autonomy and the lack of feelings of 

power and confidence, contributed to teacher job dissatisfaction . 

In summary, teachers from School A indicated that when they had solutions with which they 

were confident, they were able to work in a reciprocal paradigm. However, when situations 

presented in which teachers did not have applicable solutions, problems were located in the 

learner (Quadrant 3) and the solution in environment (Quadrant 2). 



Chapter Seven: Discussion and Conclusion 89 

7.7 The usefulness of the Matrix of Perspectives 

The report and feedback interviews conducted were a key component in the process of co­

construction of the teacher conversations transcribed from recordings of the focus group 

interview. Teachers were given a feedback questionnaire, stamped-addressed-envelope and a 

copy of the study's findings to assist them in filling out the questionnaire. Participants were 

asked to complete this form and mail it back to me. Unfortunately, not all participants 

returned their questionnaires. Although it would have been preferable to have a greater 

return, the meetings provided valuable feedback. The, teachers took the opportunity to share 

their thoughts and concerns in relation to the study, and the matrix, and to verify the 

authenticity of the findings. The majority of the participants said that they found the matrix 

to be of some relevance in their work and that its implementation in this study had resulted in 

valid interpretations. 

7.7.1 The usefulness of the Matrix of Perspectives: Teacher Understanding 

Schools A and B indicated a moderate to strong fit of data consistency in tenns of how the 

groups viewed school behaviour at the time of the initial interview. Teachers indicated that 

some situations were open to translation and that teachers ' views would not always fit 

"nicely into a box". Some teachers appreciated the extent to which the matrix captured the 

fluidity of perspectives and concurred that people do tend to shift in terms of the perceptions 

they hold, depending on the context. Teachers indicated that this tool was useful for the 

purpose of this study, to gain understanding of the teachers' current positions in relation to 

the activity of the students and the environment. They considered that the interpretation 

represented the views that they took during the conversations we had shared. 

7.7.2 The usefulness of the Matrix of Perspectives: Teaching Profession 

In terms of the usefulness of the tool, to assist in understanding ones own position or that of 

others when seeking solutions in school situations, teachers in School A indicated "some 

relevance to limited fit". Teachers doubted they would use the matrix in a 'real life' situation, 

but commented that it was useful concept to reflect on, even though it was seen as being "too 

general" and "airy-fairy" for their purposes. 
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After analysing the feedback data, it became evident that teachers had a different view of the 

purpose of the tool than I intended. One teacher commented "sorry, I just don't see staff 

actually stopping to apply these concepts in real life". This comment made me realize that 

teachers misunderstood the role of the Matrix of Perspectives. This comment implied that the 

teacher construed the matrix to be a tangible tool , possibly a form to be completed in a 

deliberate sense. As the researcher, and a teacher myself, I realised that, in this context, the 

teachers perceived the word ' tool ' as having a concrete connotation although my intension 

had been to share an abstract understanding. I had intended that it may be viewed as a 

framework that operated as the teachers were talking and listening with one another, or 

talking with parents, or students. This observation has taught me that it takes time to share 

abstract ideas and that ideally, those with whom we share the knowledge would be ready and 

wanting to access it. 

Use of the matrix does not require teachers to stop and ' apply' this tool although 

understanding of this concept may assist teachers to understand their own and others (E.g. 

peers, parents, students) views on situations and to enhance productive communication. 

Applying the abstract concept requires knowledge of the context of participants. To really 

understand people's perspectives, we need to spend time with them in order to capture 

diverse views and perceptions in the context in which they occur. Some of the teachers 

viewed the matrix as a tool for reflection on their own teaching practices, which was the 

intention of its introduction in the school setting. 

School A indicated that the Matrix of Perspectives had relevance to teachers' work and could 

be used as a tool of communication. It would help them to understand the positions of other 

teachers and parents. The teachers cautioned, however, that the subjectivity of the user would 

influence the assignment to quadrants. In conclusion, they noted that the matrix could be 

useful for personal reflection as it provides some indication of ones own perspectives. 

Teachers commented that it is useful 'catching yourself thinking in a certain way. 
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7. 7.3 The usefulness of the Matrix of Perspectives: Research and Educational 
Psychology 
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The Matrix of Perspectives was useful as a research tool and for the work of an educational 

psychologist. The purpose of the research was to understand teachers ' views of the roles of 

students and the environment in detennining and modifying student behaviour. The Matrix of 

Perspectives helped to organize the information in a way that supported the identification of 

dominant and less dominant views and provided data that the teachers considered to be valid. 

The understandings generated through use of the matrix helped to identify factors that 

impacted on teachers' actions in response to student behaviour. 

These understandings would be useful to educational psychologists working collaboratively 

with students, parents and teachers. If teams are to work together effectively, understanding 

the points of view of other team members is essential (Annan, Bowler, Mentis & Phillippson, 

2007). 

7.8 Limitations 

A limitation for this study can be traced to the development of the interview schedule. I may 

have inadvertently occasioned discussion by using the word 'classroom management ' 

throughout the interview discussion. However, I consider that this problem may have been 

minimised by the currency of the term as it is part of the culture of schools, of school jargon. 

Although I worked to make the leading questions and topics as 'perspective free' as I could, 

this was clearly an impossible task. 

One clear limitation of the study was the extent to which the researcher made decisions about 

assigning conversation to quadrants. This required making informed judgments. To address 

this limiting factor, I calculated inter-observer reliability with a peer who understood the 

matrix. In addition, I ensured that the participants had the opportunity to review my analysis 

of their conversation and to comment on its validity. They were able to make any changes 

they wished to the document to improve its representativeness. This process was applicable 

in this research as the matrix has only recently been developed. One of the purposes of the 
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study was to explore its usefulness as a tool for analysis. In future research, I think that I 

would spend more time with the groups of teachers, ensuring that their understanding of the 

concept was deep enough for them to work with me to assign the conversation to the 

quadrants. 

One aspect of the matrix itself limited the extent to which I could draw conclusions about the 

location of conversation on the grid. Assignment of segments of conversation involved a 

'forced choice'. All conversation had to be assigned to a quadrant but there was no way of 

discerning where, within the quadrant, the comments were best represented. The matrix was 

presented as intersecting continua and it would have been useful to consider it as a scatter 

plot. It would not be possible to so precisely quantify results . This reflection highlights the 

abstract nature of the Matrix of Perspectives and the difficulties involved in adequately 

representing some fundamental aspects of life in concrete form. 

7.9 Future Research 

An underlying belief for teachers suggests that 'good' teachers are in control of their 

classrooms. We need to be able to understand what helps teachers to feel a sense of control. 

Freiberg, ( 1999, p.5) commented that "the way we look at the problems often determines its 

solutions". Future research could focus on understanding what makes teachers feel in control, 

or out of control. 

This matrix allows us to reflect on the way we think about our role as teachers and the way 

we think about learners. Finding ways to create healthy learning environments to teach and 

learn is the goal of every teacher (Freiberg, 1999). This may well encourage an interesting 

future study to analyse primary school teachers' discourse or educators of different gender, 

races, teaching experience and ages. The usefulness of the matrix of perspectives to analyse 

student conversation and improve communication between students and teachers could be 

examined. 
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It will also be interesting to work with groups of people as they used the matrix to analyse 

their conversation together and made inferences about their own and peers ' perspectives. 

However, we must first learn to work with it ourselves, ironing out any problems. The long 

term intention is to introduce the matrix of perspectives so that educators can make their own 

interpretations, understand their own perspectives, rather than having these imposed on them 

by observers . It is important to understand our own perspectives and that of others as this will 

enhance our communication with people, our understanding of one another, and our ability to 

create solutions together. 

7.7 Conclusion 

This research study used qualitative approaches, namely focus groups and questionnaires to 

find out about teachers ' perceptions of the locations of problems and solutions in relation to 

student behaviour. Thi s study also examined the contextual validity of the Matrix of 

Perspectives to understand these teachers ' points of view. A sample often teachers from two 

large secondary schools participated in the study. 

The findings of the study add to our knowledge related to how teachers perceive and talk 

about student behaviour. Furthermore, this study provides the developers of the Matrix of 

Perspectives with a better understanding of teacher perspectives in tenns of the usefulness of 

this tool in relation to their teaching practices and teaching profession . It also highlights the 

areas of the matrix which teachers found difficult to understand, and the suggestions made by 

teachers to increase the validity of the tool. The results show how teachers produced many 

and varied constructions when talking about student behaviour, indicating a range of 

perspectives. 

The teachers who took part in the study indicated through their conversation that they did 

experience problems with student behaviour and that they believed that these problems were, 

at least in part, influenced by the students' disconnections from the curriculum and their own 

experience of isolation (see Figure 19). 
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The teachers' conversation implied that they viewed it as their responsibility to maintain 

acceptable behaviour within the student group. They indicated that they made different 

decisions about the way they addressed student behaviour problems depending on their own 

sense of personal agency at the time. In the situations where the teachers considered that they 

knew the solutions to problems, they tried to further understand the various perspectives on 

the circumstances. They explained how they reflected on their own practice and then worked 

with students to solve problems with them. In situations where they appeared to be 

overwhelmed by difficult circumstances, and where the solutions were not readily accessible, 

teachers engaged in defensive reasoning, assigning responsibility outside of them, to either 

the students or the environment. Solutions to the problems in these cases were most likely to 

involve behaviour modification, either through environmental adjustments or by instructing 

or expecting the student to effect change. 
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Approval letter from Massey University Human Ethics Committee 

... ... 
C, Massey University ........... 

29 March 2007 

Vast1 Bester 
36 llccchwood Road 
Browns Bay 
AUCK LAND 

Dear Va., ti 

Re: ·r eacher Ta lk ubout St udeut C ha racteristics a nd Pa tl erns of Beh:.niour 

Thank you for your Low Ri.,k Notifi(;~lion which was received o n 2 1 ~tan.:h 2007 . 

OfFICE OF THE ASSIS1AN1 
TO TH E VICE -CHANCELLO R 
([I llies & Equ;ty) 
p,..,.,. e~, 11 m 
Palmerston North 
New Ze•l••d 
T 64 6 350 ~573/J?>O !ol!t 
F li4 6 350 5622 
hu1111n•tlllcritmassey.ac .n1 
1nirMlell1ic-1@meany_a,c.1u 
11c@m.sseyac.ru 
www.m•n•y.•c .n.t 

Your project has been rccon.Jcd on the Low Risk Databa;e which is reported in the Annual Report of the 
t\·1a.\-..cy Uni,·cr!)ity Human Eth ics Comrruttccs . 

Pka:-.c notify me if situat io ns subse.quent ly occu r which cause you to reconside r ) OLir in1t1al ethica l 
ana l)'s1, that 11 i:-. s..1.fe to proceed wi thout approval by one of lhc Univcrs1ty·s I1uman Ethic.:s Committee,. 

A r emind e r to i ncl u d t! the folluw inJ;t Matcm cnl o n ull pu blic d0<:u mcnts: 

''ThiJ prujt'CI hcL\ bc:en ev"luated b) pe~,· review cmd judgecl 10 be /mt- nsJ... . Cun.requ~nrly, it 
}ws not bt'PtJ rew·ewed by 01u• nf rlrr llriiver.!)ity'3 Hunum Ethirs Commiuee.'f . The 
" "H•ar-, lur( s) flilmed a hove are respn11s1ble for the tth1cal co1td1u t of th i.\ researdi. 

If you hln e any concer,is about the COl!liuct of this re.s11arch that you wish to rai.H· H'ith 
s0111co11e other them the researrlu:r(,;), plea,,;c r·ofllCIC:I Professor Svlvia Rwnball, t\ ssisU.ml /0 

tire V1cc-Chanrellor I Ethics & J::quity). telephone 06 J50 5249. e-ma,I 
humancthic.'f@mas.scy.ar.n:. ". 

Please note that rf a sponsoring organisatio n. funding authority o r a Journal rn which you wish to publish 
rcqu,re, evidence of commillce approval (wi th an approval number), you will have 10 provide a full 
application to one of the: Un ivers ity's Human Ethics Cormnittccs . You sh ould a lso note 1hat suc h an 
approva l can onl)• be provided prior to the commcnccrncn1 or the research. 

Your~ sincerely 

Sylvia V Rumbull (Professor) 
Chair, Human Ethics Chalr5' Committee und 
Assistant to the Vlcc-Chnnccllor (Ethics & Equity) 

cc M1-s Jean Annan 
School of Education 
Al bany 

Ms Tara Fisher 
Graduate School of Education 
PN900 

Assoc Prof Ken Ryba , HoS 
Sc hool of Eoucation 

lba ny 

Massey Untvarslty Human Ethics Committee 
Accrediiled by the Heatth Research Cooodl 
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Consent form for participants and principals 

Massey University 
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,,,.,,,,.,,.,.••n-• ••~•:..c 
co~. !NT 

TU PAR flL IP•\ n I .J 

HL'S~AltCII PROJLC : 110\\' TE~it. CL • R.5 TIU K AND T L ' All VJ 
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Information sheet for participants 

1At~ Massey University 
..._., COLLEGE OF EDUCATION 

Te Kupenga o Te M1tur1ng1 

SCHOOL OF TEACHER EDUCATION 
ANO UNDERGRADUATE STUDIES 
Private Bav 102 504 

15 March 2006 

RESEA RCH PROJECT [:.!FORMATION SII EET 

North Shore MSC 
Auckland 
New Znland 
T 64 9 443 9722 
f 6J 9 443 9717 
ww-w.mas.sey.ac.n, 

TEACHER TALK ABOUT STU OE 'T CHARACTERISTICS A"ID PATTERNS 
OF BEHAVIOUR 

Researcher : Vasti Bester 
Supervisor: Dr. Jean Annan 

Research Project 
Th is study examines how a group of secondary school teachers on the North Shore of 
Auckland th ink and talk about student characteristics and patterns of behaviour. The 
study aims to develop a too l which psychologists can use to understand the theories 
teachers hold. If psychologists are to work with teachers, it is important that the) operate 
within the teachers' believe system in order 10 C[eate mutual understandings . This 
research will help to understand one group of teachers' perspectives on student ' s 
interactions in schools. A further outcome of the research will be to develop a conceptual 
tool fo r psychologists to learn about the perspectives of the teachers with whom they 
work. 

The Rcsca rcher 
This research is being carried out by Vasti Bester to fulfil the requ irements ofa Masters 
degree in Psychology at Massey University, Auckland. 
Vasti will be supervised by Dr. Jean Annan, senior lecturer and reg istered Educational 
Psychologist al Massey University, Auckland. 

The Study 
The study invo lves two stages. Firstly, focus groups will be held made up of five 
volun teer teachers at two secondary schools. Participants will be asked to discuss student 
characteristics and paners of behaviour by using examples and stories about school 
situations. The second stage of the stud y involves the same focus groups. The researcher 
will report back the findings of the data analysis providing teachers with a chance to 
respond to the findings and to make further comments. 
The study aims to build on the sol utions that teachers have developed to manage difficult 
situations. 

The Significoncc of the Study 
If psychologists understand the way teachers perceive problematic behavioural situations, 
they will be in a better position lo develop collaborative relationships with teachers. 
Further to that, psychologists require tools to understand school perspectives on 
behavioural problems and this study aims to develop such a tool. 

The Interv iew 
People who agree to participate in the research will be interviewed for approximately one 
hour. Written informed consent will be obtained from willing participants prior to the 
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interview. The interview will take place at a mutually arranged venue and time and wi ll be conducted 
by Vasti Bester, the researcher. Once completed, the interviews will be transcribed (written up). All 
personal information including people 's names (and school names) will be removed. 

Confidentiality 
A ll information obtained in this research wi ll be treated in confidence. The interview will be audio 
taped and immediately erased after it has been transcribed (written up) . To ensure confidentiality 
pseudonyms (aliases) will be used instead of real names. Access to any data during the study will be 
restricted to the researcher, Vasti Bester and Dr. Jean Annan (supervisor), all of whom will treat the 
research with confidence. Information recorded during the project will be kept in locked storage for a 
period of five years following completion of the research and then destroyed. 

Participation in this Research 
Participation in this research is entirely voluntary. 
Participants have the right to withdraw from the research at any time until the beginning of the 
analysis of the data, without fear ofrecrimination or discrimination in the future. Transport is 
avai lable to and from the venue and chi ld-care costs will be met if this is required. 

Distribution of Findings 
The research will be submitted for examination and lodged as a thesis at Massey University, 
Auckland. A summary report on the findings of the research wi ll be sent to all the research 
participants. The complete report will be available to all participants on completion of the project. 

Further Information 
If you require further information or have any issues with this research, please feel free to contact 
either: 
The researcher: 
Vasti Bester on 021 264 9818 or email vasti (h family .net.nz or 

The Supervisor: 
Dr. Jean Annan at Albany Campus, Massey University on 09-443 9700 ext 9814 or email 
j.annan@massey.ac.nz or 
Educational Psychology Training Programme 
Department of Leaming and Teaching 
College of Education 
Albany Campus 
Massey University 
Private Bag 102 90 
Auckland 

This project has been evaluated by peer review and judged to be low risk. Consequently, it has not been 
reviewed by one of the University's Human Ethics Committees. The researcher named above is responsible for 
the ethical conduct of this research. 

If you have any concerns about the conduct of this research that you wish to raise with someone other than the 
researcher, please contact Professor Sylvia Rumba/I, Assistant to the Vice-Chancellor (Ethics & Equity), 
telephone 06 350 5249, hu111a11ethics@massev.ac.n:: ". 
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[Name of School] 

Appendix D 

Feedback questionnaire 

FEEDBACK QUESTIONNAIRE 

[Date] 

1) Is the data consistent with how you believe the focus group viewed school behaviour at 
the Ume of the interview? (Please circle) 

2 3 
No Fit Some Relevance 

4 5 
Strong Fit 

Comment (optional) : ... ..... ...................... ..... ........ ................. ............... .. .. ...... ... .. .... ...... ... ...... .. .. 

2) Would this matrix be useful to you to understand your posiUon or that of others ... 

a) when seeking solutions in school situations? (Please circle) 

1 2 3 
No Fit Some Relevance 

4 5 
Strong Fit 

Comment (optional) : ..... .. .. ........... .... ... .... ..... ........................................ ........... ... ............ ... .... .. .. 

b) when working with other teachers and parents? (Please circle) 

1 2 3 4 
No Fil Some Relevance 

5 
Strong Fit 

Comment (optional) : ..... .......................... .. ............................................................................... . 
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d) Would you like to make any changes on the summary document to make it more valid or 

accurate? 

Any other comments? 

Thank you for taking the time to fill out this questionnaire . 

Please return this form in the stamped addressed envelope provided. 

THANK YOU 
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Interrater-reliability tally chart 

Interrater-Reliability Tally Chart 

i~ C 
•.. 

i10 

1 ✓ 

2 ✓ 

3 ✓ 

4 ✓ 

5 ✓ 

6 ✓ 

7 ✓ 

8 ✓ 

9 ✓ 

10 ✓ 

11 ✓ 

12 ✓ 

13 ✓ 

14 

15 

16 ✓ 

17 ✓ 

18 ✓ 

19 ✓ 

20 ✓ 

21 ✓ 

22 ✓ 

23 ✓ 

24 

25 ✓ 

26 ✓ 

27 ✓ 

28 ✓ 

29 ✓ 

30 ✓ 

31 ✓ 

32 ✓ 

33 ✓ 

34 ✓ 

35 ✓ 

36 

37 

38 ✓ 
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✓ 

✓ 

✓ 

✓ 

✓ 



Appendices 111 

39 ✓ 

40 ✓ 

41 ✓ 

42 ✓ 

43 ✓ 

44 ✓ 

45 ✓ 

46 ✓ 

47 ✓ 

48 ✓ 

49 ✓ 

50 ✓ 

51 ✓ 

52 ✓ 

53 ✓ 

54 ✓ 

55 ✓ 

56 ✓ 

57 ✓ 

58 ✓ 

59 ✓ 

60 ✓ 

61 ✓ 

62 ✓ 

63 ✓ 

64 ✓ 

65 ✓ 

66 ✓ 

67 ✓ 

68 ✓ 

69 ✓ 

70 ✓ 

71 ✓ 

72 ✓ 

73 ✓ 

74 ✓ 

75 ✓ 

76 ✓ 

77 ✓ 

78 ✓ 

79 ✓ 

80 ✓ 

81 ✓ 

82 ✓ 

83 ✓ 

84 ✓ 

85 ✓ 

86 ✓ 
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87 ✓ 

88 ✓ 

89 ✓ 

90 ✓ 

91 ✓ 

92 ✓ 

93 ✓ 

94 ✓ 

95 ✓ 

96 ✓ 

97 ✓ 

98 ✓ 

99 ✓ 

100 ✓ 

101 ✓ 

102 ✓ 

103 ✓ 

104 ✓ 

105 ✓ 

106 ✓ 

107 ✓ 

108 ✓ 

109 ✓ 

11 0 ✓ 

111 ✓ 

112 ✓ 

113 ✓ 

114 ✓ 

115 ✓ 

116 ✓ 

117 ✓ 

118 ✓ 

119 ✓ 

120 ✓ 

121 ✓ 

122 ✓ 

123 ✓ 

124 ✓ 

125 ✓ 

126 ✓ 

127 ✓ 

128 ✓ 

129 ✓ 

130 ✓ 

131 ✓ 

132 ✓ 

133 ✓ 

134 ✓ 
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135 ✓ 

136 ✓ 

137 ✓ 

138 ✓ 

139 ✓ 

140 ✓ 

141 ✓ 

142 ✓ 

143 ✓ 

144 ✓ 

145 ✓ 

146 ✓ 

147 ✓ 

148 ✓ 

149 ✓ 

150 ✓ 

151 ✓ 

152 ✓ 

153 ✓ 

154 ✓ 

155 ✓ 

156 ✓ 

157 ✓ 

158 ✓ 

159 ✓ 

160 ✓ 

161 ✓ 

162 ✓ 

163 ✓ 

t_ t !., ~--~:--~ _· , 
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