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ABSTRACT 

This investigation reports an ex post facto exploratory study 

of teacher attentional behaviour , in which a number of theoretical l y 

and methodologically , ~ut not logically , independent neasures of 

attention were enployed . There is evidence to sugc est that teachers 

di fferentially distribute their attention in the classroon , and that 

such distribution may have implications for their pupils . The 

concern , however , is not only with the iray in uhich teachers do in 

fact distribute their attention , but also with tho factors , internal 

or external to the teacher , vrhich nay pre- dispose then to attend to 

some features of tho classrooo stimulus situation , and not to others. 

'.i.'hus , it was o::-::pected that teacher biographical; attitudinal and 

's tylistic ' characteristics would play a role in the structuring of 

teacher at t entional behaviour . Furthermore , it }fas ex1)octed that 

correlations uould exist between the various measures of attentional 

behaviour utilised in the study . 

All the teachers from hro internediate schools in a provincial 

area of Heu 2ealand , participated in Phase One of the study , 

completing a '.i.' eacher c_.uestionnaire designed to solicit teacher 

biographical informution; several cogni t ive tests fror;i the French 

Kit 6f Reference 1ests f or Cognitive Factors ; a devised series of 

perceptual tasks , which required teachers to respond t o a series of 

quest ions after vieuing videotape extracts of teaching situations ; 

and the Hinnesota Teacher Attitude Inventory , '\·rhich was included as 

a measure of teacher- pupil attitudes . 

Phase Two of the study , focussed on the 'in situ' attentional 

behaviour of eight teacher volunteers, who had completed all parts 

of Phase One of the study. These teachers were then videotaped in 

their o,m schools teaching their mm classes during social studies 

lessons. Teacher attentional behaviour in Phase Two of the study was 

operationally defined in terms of teacher verbal behaviour, in 

interaction with their pupils . Each incident or exchange between the 

teacher and his pupils uas coded three times, for Target ( to whom 

was the teacher directing his attention); Function , or purpose of 

the intera ction; and Action (the nature of the exchange) . 

' I 



ii 

The analysis of the data revealed that there uere no 

statistically significant rel ationships between the rITAI and the 

various attentional measures employed . Similarly , there only 

appeared to be chance associations between tho Hidden Figures 'l'est 

and most of the other variables utilised in the study , except that 

male teachers appeared to make significantly hicJ1.er scores than 

female teachers . 'i'hc Gestalt Completion Test , on the other hand , 

appeared to correlate significantly uith most of the other 

attentional measures used (apart from tho HFT ) , and 1-:i th a number 

of biographical variables . Teacher ' in situ ' attentional behaviour 

cor:cela ted ui th a number of biographical variables , and with the 

Gestalt Con:iletion Test , but not with the HFT or the teacher 

responses to the video-tape extracts . 

'i'he relative independence of the HFT and the GC'i' suc;gests 

that they may be measuring differinc levels of attentional processing ; 

a link betueen these differing levels of processinc and attentional 

style is propose~ D.nd discussed . 
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CHAPTER I 

INTRODUCTION 

There is ample evidence which indicates that teachers 

distribute their attention differentially within the classroom, and 

that this distribution of attention has marked effects upon the 

students within the classroom (Good,1970; Kranz et al.,1970). 

Hargreaves (1972) furthermore, suggests that the teacher selectively 

perceives and interprets pupil behaviour in the light of his 

'definition of the situation'. The pace of classroom life, however, 

is extreme l y rapid (Jackson, 1968 ) and demands are continually 

being made upon the teacher, not only from students within the 

classroom, but also by administrators and supervisors, among 

others, outside the classroom. This suggests that teachers rarely 

have time t o consider their own teaching behaviour, and that 

in general, they are 'reactive' (Brophy and Good, 1974) to 

classroom and contextual stimuli. 

The Problem 

This exploratory study is not only concerned with the way 

teachers distribute their attention, but also with the factors 

which may pre-dispose them to attend to some features of the 

classroom situation and not to others. These pre-disposing 

factors may be internal to the teacher (for example, attitudes 

to children; attentional style) or they may be a function of 

stimulus salience (a fight, for example, in the far corner of 

the classroom). It may well be that teacher attentional behaviour 

as Brophy and Good (1974) infer, is a function of emergent 

precipitating factors which mask or dominate long term 

attitudinal and stylistic tendencies. 

Little, if any research has been conducted exclusively and 

directly into teacher attentional behaviour. Many difficuities 

abound in any attempt to capture the 'act of attention', let 

alone understand the processes underlying attentional behaviour, 

particularly, such behaviour manifested in 'natural' settings. 

Essentially, the construct 'attention' has to be inferred on 

the basis of behaviour. This raises a number of inter-related 
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problems, including for example, a lack of consensus among 

researchers on the adequacy of indices of attention, and basic 

theoretical limitations which currently hamper progress within 

the field. These limitations and difficulties remain, despite 

or because of, the growth of theoretical work which has 

burgeoned over the past two decades. In addition, many of the 

tasks given to subjects in much of the experimental work into 

attention, have tended to be somewhat simplistic, and few studies 

into attention, particularly teacher attention have been conducted 

in complex stimulus situations such as classrooms. 

Rationale 

Despite what the 'de-schoolers' might say, teachers still 

have an extremely important part to play in the development of 

t he na tion's young people (Good, Biddle, and Brophy, 1975 ). 

Teacher attentional behaviour can have a marked effect on 

student school performance and self concept (Good and Brophy, 

1973; Purkey, 1971), and indirectly, the student's life chances. 

Teachers, therefore, need to be aware of their own behaviour in 

the classroom, and perhaps more import antly, the reasons for 

their reacting in certain ways to some classroom events, rather 

than in others ways, and to other events. 

Such r eac t ions may be a function of a number of variables, 

including personal, biographical characteristics; personality 

and attitudinal traits; life and training experiences; and 

situationally specific factors. It could well be that among 

the situationally specific factors that function to determine 

teacher attentional behaviour, is the 'conditioning' of 

teachers (by their students) to respond to certain categories 

or classes of stimulus events (Barham and Boersma, 1975) and 

implicitly, to ignore others. 

If in fact teachers learn to attend or perceive incidents 

in certain ways, then there are opportunities for the modification 

of such learnings, either at Teacher Training Colleges prior 

to entry into full-time teaching, or after entry into teaching, 

through in-service training courses. 
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The chain of inference among the 'presage' variables in 

the Dunkin and Biddle (1974) model of teaching influenced the 

sequential phasing of this research. The teachers in two 

intermediate schools in a provincial area of New Zealand completed 

in their own time, a Teacher Questionnaire which solicited 

information of a personal, biographical nature. The teachers also 

completed an attitude inventory which purports to measure teacher 

attitudes towards students. The assumption underlying the use 

of these instruments is, of course, that the teacher's background; 

his life experiences and his attitudes to students structures 

his attentional behaviour, particularly, in his exchanges with 

his students in the classroom. 

A number of paper and pencil group tests were administered 

to the teachers . These were standardised tests which have been 

shown in the research to be linked with attentional style (Witkin 

et al., 1954;1962) and attentional processing (Pachella,1975). 

The tests were employed in this study to explore 'stylistic 

tendencies', or as Dunkin and Biddle (1974) prefer- ' teacher 

properties '. 

The recognition , however , that paper and pencil tests may 

measure 'constructs ' but not reflect actual attentional behaviour, 

led to the devising of a series of perceptual tasks, which 

attempted to measure teacher attentional behaviour in relation 

to the presentation and recall of complex stimuli. Three short 

extracts were culled from videotapes of teaching-like situations 

and combined into the one videotape for presentation to the 

teachers. After each extract was shown, teachers then, completed 

a series of questions relating to the extract presented. This 

latter series of tasks presented a number of problems not encountered 

usually in the administration of standardised tests. 

All teachers in the two intermediate schools were asked to 

participate in the above activities- this constituted Phase One 

of the investigation. Phase Two of the study extended the 

Dunkin and Biddle (1974) inferential chain of 'presage' variables, 

which are concerned with the examinable characteristics of teachers 
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thought likely to affect teaching behaviour, into a study of 

teacher attentional behaviour in the classroom. It was planned, 

therefore, to film a limited but equal number of teachers from 

each of the two schools, and to measure t he 'in-situ' attentional 

behaviour of these teachers. 

The assumption, then, is that teacher attentional behaviour 

is a function of a multitude of influences, but for the purposes 

of this study, it has been operationalised in terms of the various 

methods and approaches employed in the research. It would be 

expected that positive correlations would exist between the various 

'attentional measures' . Furthermore, consequent upon the shift 

from paper and pencil measures to the in-situ measurement of 

attentional behaviour, the correlations would tend to decrease 

in magnitude, but should r emain positive . In other words, as 

the emphasis moves away from the measurement of specific 

attentional skills, to the measurement of generalised classroom 

behaviour, there is paradoxically , the possibility of the longer­

te:rm, relatively stable stylistic tendencies , being submerged 

by highly specific classroom events and incidents. 

Chapter Two reviews current research into attent ion and 

perception, in particular, the role of the 'orient ing response' 

and some current models of attention. The theoretical exploration 

of the construct'at tention' continues ,-rith a proposal linking 

the work of Broadbent (1958 ;1971) and others, notably Keren (1975; 

1976) into levels of attentional processing, with research into 

attentional style. 

The third chapter, on the other hand, moves away from the 

theoretical aspects of attention explored in Chapter Two, and 

is concerned with a review of some of the in-situ classroom 

research. Chapter Three essentially, focu~ses on some of the 

features of the classroom environment which assist in the 

structuring of teacher attention. 

Chapter Four outlines the me.thodology; the procedures and 

instruments utilised in the research. The relative length of 
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of this chapter is dictated in part by the fact that instruments 

and procedures had to be devised for the collection and analysis 

of much of the data. Chapter Five , very briefly outlines some 

of the characteristics of the sample subjected to the'testing' 

and discusses some of the statistical procedures used in the 

analysis of the data. 

The results of the investigation are presented in Chapter 

Six . First of all, the results of Phase One of the investigation 

are presented- these, for the total (reference group) population 

of teachers. Then, secondly, the results emanating from the 

filming of the eight teachers who comprise the target group, are 

subjected to scrutiny in terms of the variables outlined in Phase 

One of the research. 

The fina l chapter discusses the results, drawing out and 

commenting upon the conclusions and indicating some of the 

implications not only for research into attention, but also for 

t eac her at t entional behaviour. 



CHAPTER 2 

PERCEPTION AND ATTENTION 

Preview 

This chapter briefly discusses the nature of perception 

and stages of perceptual analysis , concentrating, towards the 

latter part of the chapter on a review of some of the research 

into attentional processes. A link between these attentional 

processes and attentional style is proposed . 

Introduction 

Research evidence (eg. Jackson, 1968; Jackson and Lahaderne, 

1967) indicates that classrooms are extremely busy places, with 

teachers tending to dominate verbal exchanges with their pupils 

(Adams and Biddle, 1970; Hudgins and Alhbrand , 1969). The quality 

and quantity of these exchanges has been shown to affect the 

scholastic-life chances of pupils (Rist, 1970) and the pupil's 

self-concept, particularly , in relation to academic achievement 

(Purkey, 1971). Teachers' expectations have also been shown 

(Brophy and Good, 1974) to play a crucial role in these exchanges 

with pupils . 

Teachers , hm-rnver, are not only active and re-active in t heir 

relationships with their pupils (Smith, 1963), they are ostensibly 

the planners and controllers of instruction (Strasser, 1967) and 

managers of the classroom environment (Good and Brophy , 1973; 

Kounin , 1970). Teacher activity within the classroom is a function 

of many variables, not the least of which , is his perception of 

classroom events , including pupil behaviour. Hargreaves (1972) 

suggests that the teacher selectively perceives and interprets 

pupil behaviour in the light of his 'definition of the situation'. 

Therefore, how the teacher sees what is happening within the 

classroom, and its meaning for him, to a large extent determines 

his behaviour, particularly with regard to his pupils. An 

understanding of what the teacher perceives within the classroom, 

and especially what he attends to, are fundamental to any 

comprehension of teacher behaviour. 
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Perception - A Brief Overview 

At any given moment, the individual is being bombarded by a 

multitude of stimuli, yet only a few of these are ever perceived 

clearly. Other stimuli or events which are not so clearly 

perceived tend to form a hazy background. In other words, the 

individual attends to only part of what is happening around him . 

Perception involves a number of inter-related processes , of which 

attention is only a part, and yet , many of the assumptions implicit 

in perception, and many of the concepts and ideas current i n 

perception, are functional in the area of at~e:::1tion . It is only 

within the last decade, or so, that 'at tention ' has really been 

separated from the broad field of study that is perception. A study 

of perception , albeit a brief one, provides a background against 

which a review into aspects of attentional processes can be under­

taken. 

Perception - Some Assumptions 

Implicit in the notion of ' perception' are a number of 

inter-related assumptions. It is, first of all, assumed that 

there is a world- a reality- outside the individual. This world 

it is assumed , is knowable to some extent by the individual . 

Differences between ' knowing ' and believing ' (Scheffler, 1966) 

may be irrelevant to the individual in his commerce with his 

world- eg ' the self-fulfilling prophecy (Merton, 1957). 

The very pervasiveness and existence of the 'self' concept 

(Horney, 1936; James, 1910; Jourard, 1958 ; Purkey,1971; to name 

a few) almost by definition, gives tacit 'evidence' of the 

existence of the 'non-self' - the world outside the individual. 

Piaget believes that over time, the young child begins to discover 

that he himself is an object- an object in a world of objects. 

From this, Piaget assumes that the child develops the notion 

that the external world is stable and independent of his 

perceiving of it; together with the related assumption that others 

have much the same experience of the outside world, that he has. 

It is further assumed in the literature (Galanter, 1962; 

Stevens, 1961; for example) that the knowable world outside the 
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the individual is mediated by physical stimuli which impinge 

on sensitive receptors of various kinds within the human organism. 

Correlatively, i t is assumed that these sensitive receptors 

respond to some stimuli and not to others. There are structural 

limitations within the individual's receptor system which restrict 

the range of stimuli to which the individual may respond. 

Information, it is assumed, arrives from the environment or world 

outside the individual as physical stimuli of various kinds (eg. 

light and sound waves; mechanical pressure) and if these energies 

have sufficient impact, they are changed into nerve impulses which 

travel up through the sensory nerves towards the centra l nervous 

system. There is some evidence of initial structuring of physical 

stimuli by the receptors (eg. research into ,r.:ach Bands , Ratliff, 

1965). In addition to this initial physiological coding (Travers, 

1972) at the receptors, it is assumed that this sensory data is 

transformed into 'meanings ' which are individually-appropriate 

and which thereafter structure the behaviour of the individual. 

Perception is not only concerned, houever , with the individual's 

awareness of the objects and conditions about him , and the 

impressions these make upon his receptors, but is also concerned 

with an ' understanding ' ai·rareness of the meaning of these :·objects 

(Allport, 1955) Rundle (1972) ii: a similar vein , argues that any 

account of perception must have regard to the lmowledge or belief 

which it involves and cannot be thought of simply in terms o: 

responses to physical s timuli. Pachella (1975) found that the 

questions asked subjects in the well lmo~m vertical-horizontal 

illusion, structured their report s of the illusion. If asked to 

describe their experience, subjects tended to give 'subjective' 

reports; whereas, if they were asked to describe the stimulus 

object, their reports tended to be 'ob jective', (these reports, 

however, could be culturally determined, see Vernon, 1969). Two 

related problems are raised here. One concerns the objective­

subjective elements in perception , and inherent difficulties in 

the 'measurement' of perception. The other problem concerns the 

individual's relationship with the world 'out there'. Is the 

individual a passive receptor system reacting only to incoming 

stimuli, or does he take a more active role in relation to his 

environment? 
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It may be, that much of the debate between the Behaviourists 

and the so-called Third Force Psychologists (Jourard, 1968; Rogers 

and Skinner, 1956); between laboratory and field experimentation 

(McGuire, 1967; Swingle , 1973), and between those basically 

concer ned with qualitative data (the clinicians) and those concerned 

with 'quantitative' data (experimentalists) may in fact r epresent 

fundamental diff erences in conce ptions of ' science ' and of the 

nature of man, rat her t.ru:m mere diff erences in methodology or 

approach. Gordon Allport (1955) wants to argue that on the whole, 

psychologists, whether they are aware of it or not, tend towards 

one end or other of a passive-active continuum view of t he individual , 

depending on whethe r they tend to the views of Locke or Leibnitz. 

According to Allport, the Lockean tradition as sumes not only 

the individual t o be 'tabula rasa' at birth, but also that the 

intellect is essentially passive in nature , ac quiring content 

and structure through the impact of sensation and the crisscross 

of as s ociations . The emphasis in the Lockean tradition is on 

the 'scientific'; empiricism; the objective and the measurable ; 

'hard- nosed data' . Since the mind is by nature , tabula rasa, 

it is not the individual himself, but what happens to him from 

the outside that is important- causality remains external to t he 

individual . 

The Leibnitzian tradition, by contrast, assumes the intellect 

to be per petually active , in its own right, addicted to rational 

problem solving, and bent on manipulating sensory data , according 

to its own inherent nature. Allport maintains that concepts of 

'closure', 'self-distribution', 'Pragnanz' and 'insight', all 

call attention to the inherent activity of this intellect that 

moulds, arranges and interprets sensory data in ways not allowed 

for by theories derived from Locke and Hume . 

Differences between the Lockean and Leibnitzian traditions 

inevitably colour the nature of the questions asked in any 

'scientific' enquiry, thus thereby placing a structure on the 

answers likely to be received. The nature of the questions asked, 

in turn, determines to a large extent the methodology to be 
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utilised and in turn, tends to specify the data to be regarded as 

legitimate and valid, and hence to be taken heed of, in the 

'scientific' project . These differences in approach as polarised 

in the Lockean and Leibnitzian positions permeate all the social 

sciences, including psychology and the psychology of perception 

and attention. 

A large number of theories have been proposed (see Allport, 1955) 

to account for the way in which the individual transforms sensory 

data into meanings which are appropriate and which if veridical 

(Bruner, 1973) lead to adaptive behaviour (Travers, 1972). Wickelgren 

(1969) for instance, stresses the conversion of sensory data into 

inner speech. Solley and rfarphy (1960) discuss the role of 

expectations in the structuring of sensory data, and Gibson (1966) 

has long enphasised the connection between perception and memory. 

Gibson (1969) suggests that there are three basic categories of 

perceptual learning. There are theories which tend to be cognitively 

orientated , since the mediating processes are described in cognitive 

terms- inferences; hypotheses; or problem solving. The cognitively 

orientated theories mainly assume an inferential process as the basic 

concept. Brunswik (Brunswik, 1955; Postman and Tolman, 1959) assumes 

that these inferences are similar to those made in gambling- the 

individual is perpetually in the process of makine guesses or bets 

on the basis of the information reaching the sense organs. The 

individual has to reconstruct the world out there on the basis of 

this information, a great deal of which is uncertain. For Bruner (1957) 

problem solving is the model of perception. The individual is 

presumed to allocate stimuli from the environment into categories by 

a sequence of operations, including hypothesizing; trial and check; 

and matching to existing categories. The accessibility of a given 

category, and thus the likelihood of a given percept depends upon 

the individual's past experiences; the likelihood of a given input, 

and the individual's needs. Gibson suggests that Piaget represents 

the cognitive theories which utilise the construction of schemata-

an interaction between the human organism and his environment . 

As growth and development proceeds , Piaget believes that 
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perceptual activity is increasingly a function of intellectual 

processes. If the Lockean-Leibnitzian dichotomy is expanded to 

include a middle point, then Brunswik would tend to the Lockean 

pole; Piaget to the Leibnitzian pole, with Bruner tending to the 

middle-right . 

The second broad category of perceptual learning theories 

Gibson calls 'Response-orientated'. The response theories assume 

that association is t he essential mechanism of integration. Hebb 

tends to represent this view. Hebb conceived that the first visual 

experience is an impoverished chaos, in which objects have nothing 

more than the quality of 'primitive unity', which, figuratively, 

is the speck of innate capacity neces s ary to allow an organism 

to distinguish an object. In order to 'know' the object, the 

organism has to be repeatedly exposed to it. Sensory processes 

are to be distinguished from perceptual processes, which de pend 

upon mediation and learning. Hebb undertook to explain the 

essential characteristics of perception through reference to the 

development of , changes in, and connections in between neurons at 

the synapses where impulses are passed from one neuron to another 

(Weintraub and ·1alker, 1966). 

The third category of theories , Gibson calls 'stimulus­

orientat ed theories. This category is represented by Gibson's 

otm theory, and she suggests that three processes are required 

for perceptual diff erentiation. These are abstraction of 

differential properties of stimuli; filtering out of irrelevant 

variables of stimulation; and selective attention of the sense 

organs (similar in many ways to t he orienting mechanism or response). 

Dember and Earl (1960) have proposed that perceptual activity is 

and end in itself, and that if the individual is given a free 

choice, he will choose to attend to or interact with the preferred 

stimulus. The preferred stimulus is one which is complex rather 

than simple. In their theory, any stimulus that is less than 

complex will never be chosen. Thus, the individual, according to 

Dember and Earl , as he continually or repeatedly interacts with 

a set of stimuli, will come to choose stimuli which are progressively 

more complex, by objective standards. To what extent the individual 

is in control of his own processes, as suggested by Leibnitz, 

and to what extent he is captured by complex stimuli, in the 
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Dember and Earl model is not clear. 

Gibson, in her model, tends not to go 'beyond the 

information given', but is more interested in the extraction 

of more and more detail from the stimulus. She asserts that 

perceptual learning is not by association but by active exploration 

and search . The search is directed by intrinsic cognitive motives 

and the products of the search are a reduction in the amount of 

information to be processed. It is difficult, however, to recognise 

'insight'; 'closure' and the like, in her ideas. 

Perception and Reality 

Bartley (1969) suggests that perception is an immediate 

expression of the relation of the organism to its environment . 

This, according to Bartley includes overt responses expressed 

not only in conscious reactions, but also in terms of muscle 

activity. Kahneman (1973) sees the existence of a dynamic two 

way proc ess of interaction between the organism and its environment. 

Kahneman s uggests that the organism is active in controlling the 

stimuli in the environment that will be allowed in turn, to 

control its behaviour. The human organism is selective, therefore , 

in its perceiving. 

Good and Brophy (1973) indicate that on occasions, individuals 

think that they see r eality (the world out there) but in fact 

their biases, past experiences and prejudices lead them to interpret 

what they see, and t his may not be congruent with reality. Adams 

and Biddle (1970) believe that any researcher attempting to describe 

reality is constrained by the way he habitually looks at things . 

Bredemeier and Stephenson (1962) in their discussion of the nature 

of culture, highlight the famous aphorism of Walter Lippman-

that human beings respond to their definitions of things- of stimuli­

rather than to the stimuli per se. William James put it another 

way- we do not see the bear, become frightened, and run away; 

but rather, we see the bear, run away and become frightened. 

Sperling (1960) pointed out, we recognise only a small part of 

what we see. 
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Research has shown that perception can be modified by 

conversion processes (Becker, 1963); group pressure (Asch, 1952; 

Sherif, 1936); by the influence of significant others (Epstein 

and Koromita, 1966); through ecological demands (Berry, 1972); 

through legal stigma (Schwartz and Skolnick 1962); and group­

held definitions of 'in' and 'out' groups (Feldman, 1968). In 

addition, values and interests, including prejudice have been 

shovm to structure perception (Postman et al., 1948; Secord et 

al., 1956 ; Seelman, 1940) . Similarly, physiological needs have 

been shovm to affect perception (Beams , 1954 ; Gilchrist et al . , 

1952; and Lambert's 'cookie-effect', Lambert et al., 1949). 

Vernon (1971) after summarising and reviewing a number of 

experiments into the effects of value and interests on perception , 

indicates that in ambiguous situations, value and interests will 

bias perception. Positively valued material , for instance, may be 

perceived , apparently , in such a way as to accentuate certain 

irrelevant qualities of the material (eg - size) . In general, 

it seemed t hose who were rewarded, or who experienced success in 

a task , had some tendency to attend preferentially to the related 

material , or to t he rewarded or successful situation. Vernon , 

cautions , however , against a too hasty an interpretation of this data . 

He suggests that this type of inaccuracy may occur to a small 

extent in everyday life, but is doubtful whether such distorting 

effects would occur in those, clearer or less ambiguous situations 

usually encountered, especially where correctness of perception 

is important, and particularly where there is the possibility of 

feedback with regard to the accuracy or otherwise of their 

perceptions . Nackworth (1970) reports that in tasks requiring 

vigilance, or tracking behaviour, or continuous threshhold 

measurements, decrements in speed and accuracy of responses have 

been noted . 

Perception, is according to some views, concerned with making 

guesses as to what is 'outside, there' (McCollom and Ba.dore, 1973) 

or perhaps more correctly, perception is concerned with understanding 

the way in which the organism transforms, organises and structures 

information arising from the world in sense data or memory , 
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(Carterette and Friedman, 1974). Perception is then, both an 

achievement and a construction (Morgan and King, 1971) Kahneman 

(1973) describes perception as the achievement of a set of 

interpretations. These interpretations are more or less the end­

point of the perceptual process. Attention functions in determining 

which obj ects and events perceived in the world outside (at the 

receptors and initial processing) shall move through to further 

stages of perceptual processing, whose end result, is the 

achievement of interpretations. Models of attention and their 

relation to the overall perception process will be discussed in 

the next section of this chapter. Attention as the term is normally 

used, implies that there is a selective process in the taking of 

information from the outside world into the individual's perceptual 

system (Travers, 1972). 

Attention - Early History 

A number of writers (eg. Broadbent, 1958; I-loray, 1969) have 

commented on the long history and recent past of the concept 

' attention '. Norman (1969) quotes one of the written rules of 

memory, circa 400B .C.-

"This is the first thing; if you pay attention, the judgement will 
better perceive the thing going through it." 

Boring (1970) suggests that there is not only one early 

history of attention, but ten! In his analysis of the early work 

into attention , he identifies ten overlapping areas of research 

which fall under the rubric- 'attention'. Boring gives a short 

biblio~raphy for each of the'little histories' and interested 

readers are referred to his paper . 

The interest in attention was considerable during the first 

decade of this century. Titchener (1903) systematically listed 

attention-getting factors (intensity; extension- in space; 

duration and cessation; repitition; suddenness; novelty and 

movement) markedly similar to the modern so-called external 

determiners of attention. But not only did Titchener have regard 

for the external determiners of attention, he also listed factors 

internal to the individual, factors very similar to present-day 

ideas of the so-called internal determiners of attention- mood; 

motivational state; anxiety; interests and so on. 
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James (1890) used the words 'focalisation' and 'concentration' 

to describe the essence of attention. Pillsbury , on the other 

hand, believed that the manifestations of attention were 'protean', 

and the ramifications of the concept so widespread , that experts 

at that time defined the term 'attention' as a'state of muscular 

contraction and adaption'; as 'pure mental activity'; as an 'emot ion 

or feeling'; and as 'a change in the clearness of ideas'. Pillsbury 

(1908) even suggested that the concept of attention was the centre 

of the entire psychological system. 

'Attention' did not in fact become the centre of the psychological 

universe, for research into attention waned considerably from 

about 1920 , until its revival as a respectable topic within 

psychology in the late 1940's and early 1950's. The renaissance 

was enhanced by the appearance of Broadbent's work (1958) which 

was instrumental in the generation of a great deal of research 

activity. 

A number of reasons have been suggested for the banishment of 

'attent ion' to the psychological wilderness for thirty years . 

Prominent were real concerns about the difficulties of obtaining 

objective, valid and reliable data . Other problems of methodology 

and development of adequate conceptual systems (Moray, 1969) were 

also advanced as reasons for not continuing work into the area. 

There were also real disagreements , or in-fighting among 

introspective psychologists (Broadbent, 1958) . The greater 

sophistication of electronic technology (for example, the use of 

tape recorders, digital computers, and the like), plus the growth 

of information--theory as a social science; the advent of the 'cold­

war' with the need for research into vigilance, all assisted the 

return of 'attention' as a research topic. Furthermore , the use 

of operational definitions allowed the undercutting of the 

difficulties inherent in the appeal to introspection, markedly 

assisted 'Lockean' orientated psychologists to accept the 

construct 'attention' more readily. Paradoxically, there was a 

growing dis-enchantment with 'hard-nosed' behaviourism, and the 

concomitant rise of humanistic and cognitive psychology, which 

assisted in the generation of interest in this area. 
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The concept 'attention' came of age, at the first "Attention 

and Performance" conference held in the Netherlands, 1966 . Yet, 

it was James (1890) who suggested that the immediate eff ects of 

at t ention were to make the human organism-

a •• perceive; 
b • • conceive; 
c •• distinguish; 
d •• remember; and 
e •• shorten reaction time-

a description which in essence is still valid today. Much of the 

early work into attention was descriptive. There has however, been 

some change in emphasis since the Second World War . Features of 

the changed perspective have been a move toward more theory building, 

particularly, of theories of the 'middle- ground', rather than 

global theorising which tended to dominate early psychology; and a 

shift to a more prescriptive stance, though perhaps, not with as 

much success as might have been hoped (Egeth, 1967; Keren and 

Skelton, 1976). 

Physiological Aspects of Attention 

Teachers continual ly demand the ' a ttention' of their pupils. 

Attent ion in this regard tends to be associated with bright-eyed 

pupils, in eye-contact with their teachers, ready to pick up all 

truth and wisdom offered! Lahaderne (1968) shoued, however, that 

behavioural indices of attention were no real guide to pupil 

satisfaction with school. Pupils are past masters at learning 

appropriate behaviours! Behavioural indices of attention are 

extremely difficult to construct with any reliability, let alone 

validity. Hence, there has always been a great deal of interest 

in the obtaining of physiological indices of attention. It had 

been hoped that physiological measures could be obtained with 

objectivity, and that the results obtained would be reliable and 

valid . In attentional research, indices of arousal- heart rate; 

pupil dilation; blood pressure; skin conductance , and brain 

activity- have been typically utilised. The hope , however , of 

a fully objective index of attention utilising physiological 

measures has not been realised to date . The hope may be realised , 

in time, with increasing technological sophistication , and better 

control of experimental procedures . 
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A number of descriptions of attentional components previously 

advanced (eg. Bartley, 1969) include a broad based set of physiological 

responses which apparently functions to prepare the individual for 

both a better r eception of stimuli (threshhold lowering) and 

response to stimuli. Responses may be either unconditioned or 

conditioned responses to signal stimuli, such as a warning cry, or 

the calling out of one's name. This functionally related system of 

responses called the orientation reaction (response or reflex) is 

believed to indicate detection of stimuli change (Barham and Boersma, 

1975). 

Orientation Resuonse 

The orienting response (OR) was first referred t o by Pavlov, 

who in 1927 described it as 'the reflex which brings about the 

immediate response in man and animal to the sliehtest changes in 

the world around them, so that they immedi ately orientate their 

appropriate receptor organ in accordance with the perceptible 

quality in the agent bringing about the change, in readiness to 

making full(er) inves t i gat ion of it', (Van 01st, 1971). 

Sokolov (1960) describes t he OR as a non- specific reflex 

evoked by any (perceptible) stimulus change and extinguished 

through habituation upon repitition of the s ame stimulus change. 

Most vrri ters agree that the main components of the reaction pattern 

include-

a •• changes in the muscles, manifesting themselves in increased muscle 
tonus and receptor orientation; 

b •• increased sensory sensitivity (threshhold lowering); 
c •• increased cortical arousal; 
d •• reactions in the autonomic nervous system, including decreased 

electrodermal resistance; vasoconstr iction in the extremities; 
vasodilation in the forehead; changes in the heart rate, rate 
of respiration, and pupil dilation. 

Travers (1972) presumes that maybe one possible function of the 

OR, is a clearing away of whatever information is being held in 

the trace system. Travers' notion is t hat if traces existed and 

continued to exist in the memory system, then there may well be 

confusion between old traces within the trace system and the new, 

in-coming information that the orientation response is preparing 

the individual to receive. 
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Orientation Response and Attention 

Mostofsky (1970) discusses the relationship between the OR 

and the concept of attention, and indicates that careful 

investigators of the OR take pains to specify the particular 

nature of the reflex, and that it should not be confused with other, 

more general orientations (Lynn, 1966; Naltzman, 1967; Sokolov,1966; 

Veronin et al., 1965) or with other, special defensive reactions 

(Boiko, 1965). Zaporozhets (1965) has, however, been prepared 

to assume a considerable degree of identity between the OR and 

some attentional processes. Berlyne (1960) and Eostofsky (1970) 

have cautioned against the glib equation of the OR and attention. 

Kahneman (1973) wants to distinguish betlTeen autonomic responses 

•which occur as a result of the OR, where the allocation of attention 

is involuntary, and governed by enduring dispositions and the 

allocation of 'voluntary' attention, in cases where the subject 

is instructed to make decisions and execute specific responses to 

.stimuli . Barham and Boersma (1975) suggest that responsible 

interpretation of the function of the OR does seem to allow a 

place for the construct in a description of some intensive and 

s elective aspects of attention. Acceptance of this vie1-1, they 

further sugcest, may have implications for the educational researcher 

tackling some of the major problems surrounding teaching and 

learning behaviours. 

Orientation Response and Physiological Indices 

Berlyne (1960) and many others (eg . Allen et al., 1963; Hays 

et al., 1964 and Williams, 1963) have investigated OR-evoking 

characteristics of stimulus changes . Novelty has been shown to be 

a determinant of OR (Sokolov, 1966b) . Fried et al . (1966; 1967) in 

a related series of experiments found however, that there was 

no significant differences between control and experimental groups 

in terms of their electrodermal resistance (GSR) as plotted against 

a series of stimulus presentations . It appeared that neither 

the position of the stimulus in a sequence , nor its elimination 

or substitution was found to produce any effect . As a result , they 

concluded that novelty is not a fact , but a dimesnion which is 

but little understood . 
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Furedy (1968. 1969) however, pointed out that there were 

differences in the measurement of novelty and the response 

categories utilised by Sokolov (1966b) and Fried et al. (1966;1967). 

Berlyne et al. (1968) sugges ted t hat subjective uncertainty will 

intensify the OR . Blurred pictures were shown to cause more 

prolonged blocking of alpha rhythms than clear pictures; there were 

however, no differences in GSR . Sokolov (1963b) and Asafov (1968) 

have found J-type correlations between the magnitude of the OR and 

stimulus intensity, whereas, Uno and Grings (196 5) and Leavy and 

Geer (1967) among others (Davis et al., 1955 ; Hovland and Riessen, 

1940) found linear relationships between the OR and auditory stimuli 

over a wide decibel range. Weiner and Feltman (1967) introduced 

a visual stimulus into an on-going auditory vigilance tasks. 

Vigilance was impaired to an extent that decreased with increasing 

exposure time of the visual stimulus . They suggested that first 

of all, the new visual stimulus takes up channel capacity, but 

with increasing exposure time, the novelty of the new stimulus 

decreases. They argued that the novel stimulus evoked an OR which was 

stronger than the on-going behaviour . 

Investigations of the OR have been primarily directed to heart 

rate; GSTI and vasomotor responses. Barham and Boersma (1975) 

conducted a series of four f c.ctor-analytic studies into the OR 

construct , utilising GSR; pupillary responses, and eye movement. 

They found that children and adults tended to diffe r in terms of 

their factor patterns on the sixteen variables under investigation. 

Their interpretation of the data suggested a lack of support for 

Sokolov's account of the orientation reaction in which distinct 

phasic and tonic aspects could be differentiated among pupillary 

responses. They preferred to interpret their observations as 

indicating that the functioning of the pupillary responses was 

sensitive to a variety of stimuli, and task conditions presented. 

They suggested that there was strong task specificity, or to use 

Lacey's (1967) term- 'situational stereotypy'. 

Barham and Boersma (1975) believe that their results are 

consistent with those of Berlyne (1967) and others including Lacey 

(1967) who suggest that the relationship between physiological and 
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psycho-motor responses might best be conceived in terms of a 

multi-dimensional model, rather than a uni-dimensional model of 

the OR (or for that matter, of the arousal system) . They believe, 

furthermore , that the construct 'OR' needs additional elaboration, 

mainly to accommodate more dissociation among component responses, 

or that possibility of the reactions among components which normally 

interact together , differing. Whilst the GSR functioning appeared 

to fit the usual model of orientation behaviour reasonably closely; 

the same was not true for pupillary and eye-mo',ement responses. 

Kahneman (1973) believes that the OR should be viewed as a loosely 

organised set of physiological changes, each independently 

controlled by some aspect of the stimulus situation, and of the 

response to that situation. There is an increasing number of 

psycho- physiological experiments t hat demonstrate that different 

patterns of somatic response emanate from different stimulus 

situations (eg. Schachter , 1957). Lacey's point is that 'stereotypy' 

adheres not in the characteristics of the stimulus, but in the 

interaction between the stimulus and the subject . 

Orientation Responses and Learning 

Barham and Boersma (1975) indicate that if the multi-dimensionality 

of the OR is accepted as a valid conceptualisation , real limitations 

are placed on the generalisation of orienting behaviour, particularly 

those generalisations concerning different stimulus conditions, 

r esponse domains and age differences . There has, then , been a 

shift in conceptualisation auay from the OR being conceived e.s 

purely r eflexive behaviour , to the view of behaviour possi1)ly open 

to modification by learning and by environmental pressures. Barham 

and Boersma point out some of the suggestive and important 

implications for teaching with particular regard to the behaviour 

of children. There are, however, implications for the modification 

of teaching behaviour, in exactly the same way- habituation to 

novelty; the extinguishing of some orienting behaviours, and the 

reinforcing of others. These could well be taught within teacher 

training colleges. 

Basically , the orienting response functions to prepare the 

individual for incoming sensory data . Sokolov indicates in his 
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neuronal model , that incoming data are analysed at the cortical 

level before the decision is made to activate the OR. Kahneman 

(1973) points to enduring dispositions which govern involuntary 

attention , and Barham and Boersma (1975) f indings are indicative 

that even at this fundamental level, the possibility of learning 

exists. Classroom life may unwittingly be conditioning teachers' 

orienting responses to particular categories of stimulus classes 

and events and not others . If this be true, it suggests that 

Mostofsky may be wrong in dismissing the possibility of a real 

contribution of the OR construct to the theory and data of attention, 

(see also the comments by Nackworth and Otto, 1970). It would be 

improper, however , to eq_uate the OR with attention. 

Orientation Response and Individual Differences 

If learning is a possibility in the operation of the OR, 

t hen the correlation of the OR 'scores' with measures of individual 

differences becomes an area of great research potential . It may 

well be that 'orientation' to tasks, along with intellectual abili ty 

and other entering variables are crucial in understanding leanner 

behaviour . Stuart and Offenbach (1973) suggest f or example that 

whilst there are strong situational and task dependent characteristics 

that inhibit learning, there are also in-appropriate attentional 

habits. It may well be that this is a function of inappropriately 

condit ioned OR 's. Other research indicates (Luborsky, 1967) that 

the OR correlates positively with the individual's intake of 

information. He found, for instance, a positive rank correlation 

between the number of Rorschach responses and the mean score on ten 

vasomotor responses. He also found a negative correlation between 

the mean score and deviation from the vertical, as measured on the 

Witkin Rod and Frame Test . Roessler et al., (1963) and Greenfield 

et al., (1963) found that higher scores on the Barron Ego Strength 

Scale of the M?vIPI correlated positively with stronger GSR's and 

digital vasomotor responses to standard tones. This held not only 

for response amplitudes but also for response duration. Koepke and 

Pribram (1966;1967) found a significant correlation between 

spontaneous activity and scores on the Taylor Anxiety Scale (TAS), and 

between TAS scores and habituation rate. Other research into the 

social-psychological factors affecting the OR have been conducted 

by Kaplan et al (1965); Nowling et al., (1968); Shapiro and Leiderman 

(1965) and by Costell and Leiderman (1968). 
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The Orientation Response - Summary 

The construct 'OR' lies at the interface of a number of 

pursuits within psychology, including attention; motivation; 

reflex response to novelty, and is used as an indicator of arousal. 

Its links with Russian psychology and classical conditioning may 

have been instrumental in its comparative neglect within the field 

of attention. The Barham and Boersma emphasis on the multi­

dimensionality of the construct, with the implicit move away from 

a simplistic approach, may paradoxically, enable it to have 

greater acceptance among psychologists inter ested in attention . 

The OR by definition is a response to stimuli , however, crude 

that res ponse may be . Prior to its onset, it appears there must be 

some processing of sensory data, perhaps as Sokolov sugzests ,at 

the cortical level . There is evidence to suggest that learning may 

well intervene , even at this fundamental level . If this is so, 

there are implications for teaching and learning. An appropriate 

name f or the initial processing of sensory information prior to 

the activation of the OR may be 'pre-attention'. This suggests 

links t-li th t he models of attention to be discussed later on. 

Pre-Attention - Some Recent Research 

Neisser (1967) suggests that pre-attentive mechanisms appear 

to operate at a preliminary stage of perceptual processing with 

rapid and relatively imprecise processing . Pre-attentive processing 

involves detection of physical features , grouping and localising 

the whole percept , and monitoring for critical features which may 

require the later, more sophisticated level of processing , Neisser 

calls, focal attention. Neisser believes the effects of the pre­

attentive processes are limited to the immediate present, and that 

more permanent storage of information requires an act of attention. 

There are two kinds of bodily movements, which Neisser believes are 

under pre-attentive control- guided movements, and re-orientation 

movements, particularly, of the head and eyes, (from one stimulus 

to another, in a similar manner to the orientation reaction). Focal 

attentional processing, as opposed to pre-attentive processing, is 

said to be slower, but provides more detailed information and 

elaboration. 
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Support for Neisser comes from at least two distinct sources. 

Beck (1972; Beck and Ambler, 1972) proposed that grouping is often 

based on the detection of differences between elements in peripheral 

vision, prior to focussing of attention. These discriminations 

are not guided by the perceiver's intentions. Pre-attentive discrimin­

ations refer to obvious physical features, but as Kahneman (1973) 

points out, it would be incorrect to infer that all physical 

discriminations occur at the pre- attentive level. Beck's work 

suggests that these discriminations occur at both pre-attentive 

and attentive levels, but follow different rules at the two levels. 

Keren (1975) raised questions about the condit ions under which the 

two processes out lined by Neisser (1967) occurred, and suggested 

that maybe these two processes were related to a distinction between 

two kinds of stimulus material , first proposed by Broadbent (1970). 

One type of stimulus array, labelled 'stimulus set' permits 

selection among its elements on the basis of physical features 

which are inherent within the stimulus (eg. selecting a red letter 

from an array of red and black letters). Elements within the 

other type of stimulus material , labelled 'response set' cannot 

be distineuished solely on the basis of physical features , but 

rather on the basis of meaning (or additional information) that is 

covered by the stimulus (eg . selecting a particular digit from 

an array of digits and letters). 

Keren (1975) suggested that stimulus set material may be 

handled by pre- attentive mechanisms, whilst response set material 

requires focal attention. It should be emphasized, however, that the 

distinction between stimulus and response set material is not 

an absolute one, and that probably in most real life situations, 

the decision of whe t her a certain situation is of a stimulus or 

response set nature, and accordingly, whether pre-attentive or 

focal attention is the dominant process should be made on a 

relative scale . Keren (1976) finds support for the Neisser (1967) 

notion that pre-attentive mechanisms operate in parallel, whereas, 

focal, attentional processing is serial in nature. Keren also 

found support for the Broadbent notion that stimulus set and response 

set material require different levels of processing. 
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Broadbent (1971) further clarified the concepts of stimulus 

and response set. He equates stimulus set with 'filtering' 

(Broadbent, 1958), where certain items are selected for analysis 

and response on the basis of some common characteristic in the 

stimuli. He suggests that instructions are given prior to the 

on-set of the stimuli, designating which types of stimuli are 

relevant and which are irrelevant. In other words , the instructions 

given to the individual function to orientate him to relevant 

stimulus characteristics, which in turn function to control behaviour. 

The instructions given to individuals may be given verbally in 

experimental situations, as follows- "Listen t o this voice and 

repeat whatever it says regardless of any other sounds you may hear" . 

On the other hand , it may be that instructions may be built in by 

for instance, conditioning or learning, so that the individual 

actively selects stimuli to which he will respond . The Barham and 

Boersma (1975) material previously discussed , suggest that learning 

may Hell operate at the pre-attentional level. 

Res ponse set or pigeon-holing, is seen by Broadbent, as 

requiring additional processing for meaning . The subject in response 

set experiments is typically presented with a wide range of stimuli, 

and is instructed to respond to certain items only. In other words , 

the allowable r esponses are limited, whereas, the stimuli presented 

are not . For example, a subject may be asked to listen to a medley 

of voices and to repeat any digits heard . This requires that each 

stimulus must be examined, thus making the rejection of irrelevant 

items a laborious process , and thus making greater demands on 

the attentional processes . 

In terms of Broadbent's (1958) theory, sensory data impinge 

on sensory receptors where the initial selection talces place, 

through what he calls , the 'S-sys tern' • This sys tern is similar to 

Neisser 's pre-attentive mechanism, where parallel processing talces 

place. 

Serial processing occurs, according to Neisser in focal attention, 

and this is similar to Broadbent's notion of the 'P-system'. The 

requirements for response set analysis are best met in the P-system 
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where attention processes require in Neisser's terms 'constructive 

activity'. 

Pachella (1975) discusses the differences between 'analytic' 

or informational extraction processes of attention , and the 

'synthetic ' or interpretive processes of attention. There are 

marked similarities between Pachella 's ' analytic ' processes, which 

concern the extraction of cues and features from the stimulus, and 

Neisser's pre-attentive mechanisms and Broadbent 's S-system . The 

'synthetic ' processes outlined by Pachella resemble Broadbent's 

P-system and Neisser's focal processing. Pachella wants to argue 

that the two processes- analytic and synthetic- follow different 

rules, similar, perhaps to proposals by Beck (1972) and Keren 

(1975;1976). 

The research discussed points to the existence of pre- attentive 

mechanisms, which appear to follow different rules from attentional 

processes. It appears that learning may affect these pre-attentive 

processes , and some of these implications for teachers have been 

outlined by Barham and Boersma , (1975). 

Modern '.l.'heories of Attention 

In the previous section of this chapter, evidence was 

presented for the existence of pre-attentive mechanisms . It was 

suggested that these were open to modification by learning and 

environmental pressures. The place of these pre-attentional 

mechanisms in theories of attention will now be briefly discussed. 

Broadbent's Filter Theory 

Basically, Broadbent proposed a three stage sequence in the 

analysis of sensory data. First of all, sensory data is assumed to 

enter a short-term memory store (S-system) from the 'senses', which 

impose structural limitations (previously outlined) on the data 

perceived. The S-system is regarded as having no (psychological) 

limitations on capacity, receiving stimuli, from the 'world out-there' 

in parallel. A selective operation is then performed on in-coming 

stimuli which enter the S-system, particularly, for physical features 

such as intensity; pitch and spatial location of sounds. This 
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selection is not entirely random, according to Norman (1969). 

The probability of a particular class of events being selected 

is increased by certain properties of the events and by certain 

states within the individual (see also Lacey, 1967). 

The second stage of analysis consists of a 'filter' which 

operates to minimise the amount of processing t hat must be performed 

by more complex , higher level processes. Irrelevant messages are 

allowed to decay in the S-system without undergoing further 

analysis in the P-system (the third part of the sequence). When 

the P-system is cleared, the filter then allows a new stimulus 

to enter the P-system. Attention to each stimulus in the P-system 

depends upon the quantity and quality of information conveyed by 

the stimulus . 

While Broadbent originally conceived the filter as an'all 

or nothing process', he subsequently modified his theory in the 

light of additional research by Treisman . 

Treisman's Filter-Attenuation Theory 

Treisman , has over a number of years modified Broadbent's 

bas ic i deas, particularly in making more explicit the selection 

rules governing t he action of the filter, and also the identification 

of particular signals when they occur. Information flows into the 

organism through a number of parallel channels . After reaching the 

receptors, they are analysed for crude physical properties such 

as loudness, pitch, position, colour brightness, size, and so on. 

The information resulting from this analysis is available to 

conscious perception and for reporting by the individual, regardless 

of what happens to the message beyond that point (Moray, 1969). 

Messages requiring further analysis, pass deeper into the nervous 

system and eventually reach the pattern recogniser which consists 

of a large number of 'dictionary units'. 

The 'dictionary units' have two important properties- their 

thresholds differ, and their thresholds are variable. For 

perception to occur, the thresholds for that particular dictionary 

unit must be exceeded. The thresholds for biologically or 

emotionally important stimuli are permanently lowered. 



- 27 -

Tresiman rejected the notion of the filter acting as an 

'all or nothing system', and proposed that rejected messages are 

simply attentuated. In general, unattended messages or items do 

not activate the corresponding dictionary units, except when the 

threshold of one these units is exceptionally low. 

In 1967, Treisman and Geffen asked whether or not the limited 

capacity in selective listening tasks, arose primarily in perception 

or in response organisation. Their results, they believed, 

overwhelmingly favoured a perceptual limit , with a filter selecting 

before the two messages were fully analysed. They believed that if 

the filter reduced the signal-to-noise ratio of unattended messages 

rather than blocking them completely out, this might account for 

the perc eption by the subject of words which were highly relevant 

to him, despite this attenuation. In a further study ( Treisi:ian and 

Riley, 1969), the results were interpreted as supporting the 

hypothesis that the chief effect of a t tention in tasks with competing 

speed messages , is to limit perception of the verbal context of 

secondary messages, rather than to restrict r esponses or memory. 

However, Deutsch and Deutsch (196 7) and Lindsay (1967) took issue 

with Treisman and her colleagues, mainly on bas ic, theoretical 

grounds . 

The Deutsch and Deutsch Theory 

Deutsch and Deutsch (1963) argue that the selection of wanted 

from unwanted messages requires discriminatory mechanisms of as 

great a complexity as those in norm.al perception , and they believe 

that this presents difficulties for filter theory. They move the 

selection mechanism back toward the ultimate response . All signals 

arriving at sensory receptors pass through a stage of analysis 

performed by the early physiological processes . Stimuli then move 

to activate central structures (analagous to Treisman's dictionary 

units). The stimulus which excites its appropriate central structure 

the most , is selected for further analysis . Given the selected 

stimulus , the attention process now completes its analysis . Central 

structures have pre-set weightings of importance , based on prior 

experience , which Kahneman (1973) calls ' enduring dispositions ' ­

and momentary intentions and needs . 
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According to Moray (1969), the Deutsch and Deutsch theory 

presupposes some pre-attentional pattern recognition mechanism. 

Pattern recognition :;recedes conscious perception and is not 

identical with it . The fact, however, that the observer is not 

aware of what signal was presented is not on this model, evidence 

that the signal has not been analysed . Moray goes on to suggest 

that their theory is a response selection model, but Deutsch 

does not agree, tending to regard the model as selecting incoming 

signals in the same sense in which the Treisman model does . 

Other Models of Attention 

Perception for Neisser (1967) is an act of construction and 

the role of attention is to select the percepts that will be 

constructed or synthesised . Pre-attentive mechanisms are assumed 

to perform preliminary analysis of incoming sensory data, as 

previously outlined . Neisser assumes that these 'silent systems' 

are responsible for grouping and localisation, and that they 

routinely watch for critical features of stimula tion that may 

require the additional analysis of focal attention . Neisser 

objected to the i mage of a filter, yet Kahneman suggests that 

the selection of messages for synthesis is indistinguishable 

from the operation of a filter. lie isser 's theory attributes 

the effects of signif icance and context to the role of expectations 

in the process of synthesis, and it assumes a crude global analysis 

of rejected messages . Selective attention consists of the allocation 

of a limited capacity to the processing of chosen stimuli and 

to the preparation of chosen responses . 

Kahen.man (1973) suggests that attention requires effort , and 

that there is in effect a limited capacity within the individual 

to perform cognitive tasks . A central notion of this theory is 

that the degree to which concurrent activities are mutually 

interfering can often be predicted by considering the effort 

which these activities require (Kahneman , 1975) . He admits the 

possibility that the processing of concurrent stimuli may occur 

in parallel, where little or no effort is required . 

In a series of experiments (Kahneman , 1975) , Kahneman showed 
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that subjects who focus attention on one of two long lists of 

words can refrain from storing the contents of the other list 

in memory. But in a search task, subjects involunatarily store 

irrelevant items to which they paid attention to , in the search 

t ask . It was concluded that selective attention does not operate 

directly on the storing of information , but presumably affects 

some earlier stage in the processing of stimuli . He found, also 

that when at t ention is divided, the recognition of simulateneous 

words in long lists shows no trace of competition interference , 

even with a fast rate of presentation . The general level of 

performance was , however, found to be lower. Kahneman indicates 

that stimulus set, in Broadbent's terms, was more effective 

than response set in controlling s elective attention. 

Kahneman (1975) believes that these results present some di f ficulty 

for the Deutsch and Deutsch model, in the sense that their model 

views attention as a post-perceptual process, wher eas , he believes 

his views are in line with those of Treisman and Geffen (1967) and 

Tre i sman and Riley (1969 ) . 

Ilfodern Theories of Attention- Su.m.r::ary and Conclusions 

Garner (1974 ) suggests that the wi de range of phenomena 

existing ,·Ti thin the attentive problem area has inhibited any 

real a ttempt at a general theory . Diff erent theories emphasise 

different aspects of the problem, and yet there are broad similarities. 

The reisscr model ; the Broadbent form:ulations and the amendments 

and modifcations by Treisman; and the Deutsch and Deutsch model 

are suggestive of the existence of some kind of pre-attentive 

mechanism, which operates crudely to classify incoming sensory 

data into classes of events which are considered pertinent for 

further analysis (Norman, 1969). Pertinence is considered to be 

a function of past events and experiences, present context and 

expectations, or as Lacey (1967) calls it 'situational stereotypy' . 

The distinction between the models tends to be in terms of the 

siting of the 'filter' or bottleneck in the analysis of incoming 

sensory data . 

Filter theory and its modifications are relatively input-
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orientated (including Kahneman and Neisser), and are properly 

classified as theories of perceptual attention. Other theorists 

more strongly emphasise the response aspects of the problem 

(Deutsch and Deutsch; including modifications by Norman, (1969); 

and Horton, (1969) who proposes a hypothetical logogen which 

accepts all kinds of information, whether directly stimulus, 

contextual or memorial information, and produces an available 

response when enough information or evidence for a particular 

word has occurred. None of the latter theorists, Garner suggests, 

treats the overt response as the locus of information, but all 

three assume considerable more information processing before 

the selective mechanisms, t han do t he input t heorists . Kahneman 

believes t hat the effort involved in a ttentional processes 

should be considered, and Neisser wants to argue for perception 

as a construction of 'analysis by synthesis' . 

Moray and Fitter (1973) insist that the properties of 

attention must no longer be r egarded as fixed, but must be seen 

as largely task determined . Therefore, in a very real s ense, 

at tention should be r egarded as the employment of dynamic 

strategi es which are determined by a con t inually updated assessment 

of t he inf ormational demands of t he source being monitored. 

Att ention, t hus, is seen to be intimately connected with the 

acquisition of skills; expectancy theory; decision theory and 

probability learning . Seen in this light, at t ention (including 

pre-at t ention) is not only a learned behaviour, but is also 

teachable . 

Attention and Attentional Style 

Teachers ' attention within the classroom, is a scarce resource. 

Students make continual demands on the teacher's attention , and 

the teacher has to decide not only to whom attention shall be paid, 

but also in what manner he will allocate his time and attention 

between the wide range of tasks that teachers are called on to 

perform (for example, teaching; administration; discussing 

classroom domestic arrangements, and the like). Archer (1976) 

found that there were marked differences among teachers in their 

perceptions of the central and peripheral tasks of teaching. 

Differences were found between male and female teachers; and 

also in terms of the number of years of teaching experience. 
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The suggestion is that over time, and as the result of experience 

teachers develop ways of allocating 'attention' among competing 

demands within the classroom. 

There is evidence to suggest that where tasks become 

automatic and attentional demands are minimal, that this frees 

additional cognitive capacity for higher level operations 

(Laberge , 1975; Willows; 1974). This finding is consonant with 

the habituation of the OR, and is in line with Fleish:la!l Is 

researches into task analysis, which showed that as subjects 

became familiar with tasks, or progressed through a particular 

task, differing cognit ive skills were employed. 

As teaching becomes 'automatic' in the sense that the material 

to be taught becomes known, then this should free teachers to 

concentrate on, and deve lop meaningful patterns of interaction 

with students . It becomes important to discover whether teachers 

adopt characteristic ways of allocating attention within the 

classroom (attentional style), and '\'Thether or not these are 

related to attentional theory as previously outlined. 

Pachella (1975) indicated that the 'set' induced, seemed to 

structure whether or not an individual responded 'analytically ' 

or 'synthetically' to presented material. These two processes, 

he believes, follow different rules, in the same kind of way, as 

those outlined by Broadbent (1970;1971) and [eren (1975;1976) . 

Silverman (1970) on the basis of a series of factor-analytic 

studies has isolated two main factor styles of selective attention. 

Factor 1, which is similar to Pachella's 'synthetic ' process, is 

described as the extent to which various segments in a stimulus 

configuration are perceived in a unified manner, or in terms 

of a dominant figural form. Whereas , Factor 2- the 'analytic' 

based on the embedded figures test- looks for either similarity 

in a particular attribute of each stimulus figure in an array, or 

the basis of a differentiated part of each stimulus figure in 

an array. 

Vernon (1971), whilst agreeing that the 'analytic' and 
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'synthetic' styles can be clearly distinguished in the research, 

doubts the extent to which these allegedly preferred modes of 

processing sensory data are consistently adopted throughout an 

experii;limt or series of experiments . Davis (1971) found, for 

instance, that only about one third of a sample of 120 students 

consistently responded in a preferred style, and then certain 

responses were found not to be the result of attentional style, 

but more a function of the content and organisational properties 

of test items . Klausmeier et al . , (1974) summarises a number 

of studies into attending behaviour and concept learning, 

utilising the \litkin 'analytic-global' distinction . Results 

showed that analytic students were marked super ior in concept 

learning . 1bis superiority held across a number of different 

situations, and across tasks (eg . laboratory v classroom; 

artificial concept v geometrical concepts) . 

\'lithout becoming involved in the laboratory-field research 

controversy, it goes without saying that at t entional concepts 

and theories learned and isolated in laboratory situations need 

to be tried out in the real world, where action is more rapid, 

and cont rol over experimental variables extremely difficult to 

obtain. 

Titchener placed attention at the centre of the psychological 

universe. Perhaps, it is time for it to resume its position, 

not, however, as the absolute monarch of the central nervous 

system, but as Moray and Fitter (1973) suggest, as the duly 

elected leader of the cognitive processes, which like all good 

leaders constantly adjusts its aims to carry out the aspirations 

of the people , changing its policies according to the general will . 

Summary 

The concern of this chapter has been to outline some of the 

basic assumptions which seem to be implicit in perception and 

attention. The history of attention suggests that the problems 

experienced at the turn of the century , are essentially those of 

today . The major concern of this chapter , has properly , been on 

the way in which the human organism copes with incoming sensory 
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data . Several models of attention were discussed, and from a 

review of the literature , it appears that two basic processes 

exist by which the incoming data is analysed . It appeares 

that these two processes follow diff erent rules . A link between 

these two processes and two attentional styles has been propesed, 

particularly , the analytic and synthetic modes as suggested by 

Pachella and Silverman. It may be that these attentional styles 

and levels of processing follow similar rules . This suggestion 

may however , be somewhat simplistic, for evidence also exists, 

which indicates that attentional style (and processing style) 

may be a function of a m.1ffiber of variables '\·Ti thin the individual ; 

within the task, and context, and their inter-relationships . 

The search for objective measures of attention continue, 

and some hope appea rs to exist in the utilisation of physiological 

measures . It has been suggested that learning may intervene at 

the pre-attentional level and functions to have some control 

over orienting mechanisms . It has be en suggested that if in 

fact l earning does occur and intervenes at these fundamental 

levels , then there are implications for teaching and learning theory. 



CHAPI'ER 3 

TEACHER ATTENTIONAL BEHAVIOUR 

Introduction 

This exploratory study is predicated on the assumption that 

it matters how, and to what, teachers allocate their attention in 

classroom interaction with their students (Barker Lunn, 1970;1971). 

Research into the attentional behaviour of teachers in terms of 

the attentional processes and styles outlined in the previous 

chapter, is practically non-existent . Chapter Three surveys some 

of the research into Teacher Attentional Behaviour (TAB). This 

research has, typically, been in terms of teachers' perceptions 

of salient features of classroom stimuli (eg perceptions of 

student characteristics; classroom environments and climates) or 

of teachers ' expectations of the performance of students within 

their classrooms. Nuch of the research into TAB has tended often 

to be incidental and subsidiary to other research questions posed­

for instance, the major thrust of the r esearch may be into the 

effects of streaming on pupils; or research into student under­

achievement. 

Good and Brophy (1973) believe that the pace of classroom 

interaction is so rapid, that teachers appear to be primarily 

'reac tive ' rather than 'proactive' in their interpersonal 

interactions with students . That is, individual differences in 

students make differential impressions on the teachers and 

condition them to respond differentially (cf. Barham and Boersma, 

1975). Teachers, according to this view, are continually reacting 

to classroom stimuli. Gagnt (1973) suggests that any stimulus 

situation is a complex made up of a number of components that 

involve elements external and internal to the individual. His 

analysis is primarily directed towards the learner within the 

classroom situation. Our concern, however, is not so much with the 

learner, but more with Gagn~•s general approach to the analysis of 

stimulus situations, into a number of inter-related components. 

Components of Stimulus Situations 

The stimulus situation is composed, first of all, of stimuli 

that enter directly into the performance (integral stimuli), and 

these are primarily task and context stimuli. Secondly, Gagn/ 

believes that there are stimuli that activate previously acquired 
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processes or states within the individual (activating stimuli). 

Activating stimuli provide-
a •• control of attention; 
b •• activate recall; 
c •• activate a performance set; and 
d •• arouse a motivational state within the individual. 

The third category of stimuli, Gagne suggests, derive more or less 

from memory. These are stimuli which arise internally from recalled 

capabilities·involving the recall of information; relevant intell­

ectual, and performance skills; ,and internally organised cognitive 

strategies. Cognitive strategies are akin to ' thinking strategies' 

(Bruner, 1961) and 'coding strategies' (Mandler, 1966). These 

cognitive categories tend to be concerned with the ways in which 

the individual consistently organises sensory data from the 

environment . 

There are , then , three sources of stimuli in any stimulus 

situation. There are stimuli which derive from task and contextual 

aspects of the situation. These, in a very real sense activate 

process es within the individual, i ncluding attentional and orientation 

behaviour. How these are manifested in behaviour is a function of 

internally recalled (memory) capabilities. Teacher-pupil interactions 

can then be analys ed in terms of task and cont extual components; 

activating and r ecalling components . 

Teacher Attention and Student Characteristics 

Hoehn (1954) showed that whilst the quantity of contact with 

students did not vary according to socio-economic status (SES) of 

the student, there was evidence to suggest that the quality of 

contacts made, favoured higher status students. Hoehn , also, 

pointed out, that in his opinion, there was a strong indication 

that non-status factors were much more important than status factors 

in determining the quality of teacher behaviour any given student 

received in the classroom. 

Much of the research into the socio-economic determiners 

of teacher perception of students is equivocal. Friedman and 

Friedman (1973) found that teachers gave more verbal and non­

verbal reinforcing behaviour to students from middle class homes 
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than students from lower class homes. Brovm (1969) showed that 

middle class schoolrooms tended to be more facilitative and positive 

than lower class classroom. Yee (1968) suggested that SES was by 

far the most important variable in determining teacher attitude to 

students; these attitudes were in the main, reciprocated by t heir 

students. 

Goodwin and Sanders (1969) asked teachers to rank seven (pre-) 

selected variables in importance, for predicting student success 

at school. SES was thought to be most important for first grade 

students, and ranked second, behind grade-point-average, for sixth 

grade students. SES was ranked higher than IQ for both first and 

sixth grade students. These results, however, could be an artefact 

of the instruments and methods used. Taylor (1976) employing a 

relatively unstructured approach (Kelley Reptest) found that 

constructs relating to SES (homebackground) accounted for only 

about 67& of all constructs derived in the research. Teachers were 

asked to i dentify the attributes which they used to explain and 

predict the ac t ivities and performance of their students. Further 

analysis of the data showed that over 4o% of all constructs were 

orientat ed towards academic achievement. Personality characteristics 

(19. ·t~ ) ; and behaviour and relationship conn·c ructs (15.47%) were 

ranked second and third respectively. Home background constructs 

were ranked fourth (8.52% of all (446) constructs analysed). 

Taylor (1976) concluded that whilst home background had 

salience for teachers, it wc:2.s not bc:2.sed on views 01· pa.rental SES, 

but more on the degree of ostensible pa.rental support for the 

child at school (see also Ashcroft, 1972). There is no doubt that 

the research evidence supports the notion that SES affects the 

life chances of pupils at school (Douglas, 1964; Goldberg et al., 

1966; Rist, 1970; Smith, 1965), but Murphy (1974) queries the 

extent to which teachers, and people in general, are able to 

classify individual accurately in social class terms. Murphy (1974) 

found that the list of factors which teachers considered to have 

a depressing effect upon academic achievement was endless, but 

what was significant, however, was that such factors were not 

described in SES terms. 
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It may well be that academic performance and classroom 

behaviour (especially where it is responsive and cooperative) 

interact to influence teacher expectations. These pupil 

characteristics may be coincidentally associated with SES. 

Thus the relationship between SES and teacher attitude (and 

behaviour) may not be the cause-effect relationship many 

writers have assumed it to be . 

Stevenson et al., (1976) investigated teachers' perceptions 

of children's ability at the kindergarten level and at the grade­

three. They argued that teachers' perceptions accurately reflected 

the children's abilities, and therefore, it could be asserted 

that the children 's futures were not being moulded by their teachers, 

for children's success at school was more closely related to 

cognitive abilities, than to ratings of either classroom skills 

or of personal or social qualities (see also, Willis, 1972). 

Silva and Fergusson (1976) presented an analysis of the 

association between IQ and SES. They found that the intervening 

variables of maternal general mental ability; mother's training 

in child development; authoritarianism and the child's experiences 

accounted for about 951~ of the correlation between SES and IQ. 

The comments made by Brophy and Good (1974) which suggest 

very strongly that SES is a predictor of both teachers' perceptions 

of their children and their treatment of them in classrooms is, then, 

open to some doubt. There is some evidence to suggest that teachers 

do not, in fact, respond to students in social class terms. SES 

is in itself a summarising variable (Swift, 1968). 

Ashcroft (1972) indicates that social class differences are 

manifested not only through divergent belief systems, divergent 

role expectations and varied levels of aspiration, but also through 

modes of communication which in turn aff ect intellectual ability. 

In other words, whilst teachers , as Murphy suggests do not 

differentiate students in SES terms, the factors, teachers 

considered to have a depressing eff ect on academic performance 

were in themselves, indices of differential SES . Ashcroft (1972) 
showed that the degree of compatibility or otherwise, of teacher 
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and parental beliefs was associated with the kinds of feeback 

offered pupils, although the teachers were not aware of the 

beliefs held by the parents of the pupils receiving the feed~back. 

There is some evidence to suggest that teachers respond to 

students in terms of student ethnic differences. Rubovits and 

Maehr (1973) for example, found that ' white teachers' tended to 

favour white students in micro-teaching situations. The 'teachers' 

gave significantly less attention to black students, even though 

black students comprised half of the group under tuition. The 

'teachers ' requested fewer statements from them; ignored more of 

the statements made by t hem; and were generally far less encouraging 

to the black students. Coates (1972) in a similar experiment 

discovered t ha t male teachers t ended to be more critical of black 

students, despite the fact that both black and white students 

handed in similar answers. Feedback to the black students tended 

to be more neeative than the feedback to white students. 

Byers and Byers (1972) thought that the r easons why a white 

child, in their study, obtained more frequent and positive feedback 

from a white teacher, despite fewer attempts to make contact and 

obtain t he teacher's attention, was due to the black girl 's 

relative unfamiliarity with the cues inherent in the white 

dominated situation. There was no suggestion of active discrimination 

against the black girl, in this study. It appeared that the little 

black girl was unable to identify the appropriate cues that would 

get her the attention she wanted. Behavioural manifestations then, 

created in the matrices of differing socio-economic and ethnic 

levels, provide the cues upon which teachers (and pupils) act, 

(Ashcroft , 1972). Garcia and his associates (1969) suggest that 

for learning to be effective, the cue must be appropriate for the 

consequences that ensue. In other words, pairing of cue and response 

is not good enough; mere association of cue and response will not 

of themselves ensure learning. Preparedness to respond (Seligman, 

1970) has to be associated with the appropriate cues. 

Many of the results of studies into teacher perception of 

students on the basis of ethnic grouping tends to be confounded by 
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SES variables (Rist, 1970), and the particular role of race may 

be difficult to dis-entangle (Harker, 1973; Vernon , 1969). Colour, 

however , provides a visible index of difference , and this may 

bring about overt reactions in the classroom (Kleinfeld, 1972; 
Yee , 1968) . 

Brophy and Good (1974) suggest that boys have greater salience 

in the normal classroom. They appear to be more active within 

t he classroom, and more interactive with teachers than girls . 

Boys it seems , also tend to get into more trouble than girls , with 

teachers of both sexes . Ashcroft (1972) f ound similar r esults. 

There was a significant relationship between sex status and teacher 

sanctioning behaviour. Boys received a significantly higher 

frequency of negative sanctions and teacher contacts , and a 

significantly lower frequency of positive sanctions than did girls . 

Spaulding (1963) broke down the data from 21 classrooms into 

seven categories of behaviour which attracted disapproval from 

teachers . The most frequent cause of disapproval was 'lack of 

attention ', for both boys and girls (about 4a;; of both boys' and 

girls ' totals of disapproved behaviours). Lack of knowledge or 

skill was the next category ( 40% for girls ; 265~ for boys) . The 

third category was 'violation of school rules' and again , there 

was a significant difference between boys and girls (17;; boys; 

gjo girls) . · I!.eyer and Thompson (1963) sought pupils' perceptions 

of how boys and girls were treated by teachers. Both boys and 

girls believed that teachers 'criticised' boys more frequently 

than girls, but there were no differences seen in the amount of 

praise given. 

It is quite evident that teachers' perceptions of student 

salience has an effect on the likelihood or otherwise of interaction 

of one kind or another, with the student. Academic achievement 

(Hoehn, 1954); personality (Jackson et al., 1969); physical 

attractiveness (Dion et al., 1972) and location within the 

classroom (Adams and Biddle, 1970) have all been cited as being 

determiners of teacher perception within the classroom (Brophy 

and Good, 1974). 
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The student as a stimulus within the classroom evokes 

responsive behaviour by the teacher. The nature of the stimulus 

must be seen in the task-context situation, and to a large 

extent, teacher attention of pupil behaviour and pupil character­

istics must be seen against this background. Attention to pupils 

appears to be a function of the appropriateness or otherwise of 

student behaviour within any given situation. 

Teacher Attention and Teacher Characteristics 

Taylor (1976) believes that the sex of the teacher may be a 

more important factor in determining teacher perceptions of 

students, than some of the more traditional measures previously 

discussed. Hale teachers, Taylor discovered , t ended to be more 

concerned with academic achievement than female teachers. Female 

teachers, on the other hand, were more sensitive than their male 

counterparts to teacher relationships with individual pupils , yet 

less sensitive to peer group relationships. There was more concern 

by female teachers with classroom discipline, and they were more 

prepared to stereotype students and evaluate them on less 

information that their male counterparts. This data is consistent 

with other evidence (eg. Hutt, 1972) that women tend to be more 

conc erned with inculcating social mores and codes of conduct than men . 

Erwin et al . (1967) have suggested that complex cognitive 

modes may represent or derive from a form of perceptual vigilance. 

They found that negative person objects were t ypically perceived 

more complexly than positive person obj ects . The inherent threat 

appears to attract greater attention to the object- a finding 

perhaps, which links female dependency needs with the greater 

female emphasis on discipline within classrooms. 

In the Taylor study above, men offered more constructs than 

females , and suggests that thereby males are cognitively more 

complex than females . He cites evidence from Erwin et al. (1967) 

to support his argument . In contrast, Shouksmith (1970) argues 

that females are cognitively more complex than males . Hutt (1972) 

and Little (1968) indicate that on the whole boys tend to be 

more cognitively complex with regard to objects and things, and 

have better differentiated concepts with regard to impersonal 
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matters, whereas girls being more person-orientated differentiate 

more subtly along social and emotional dimensions. Silverman (1970) 

suggests a male-female dimension along which individuals can be 

placed. He believes that males and females tend to perceive the 

world in different ways , and this , if correct, has obvious 

implications for male and female teacher attention within classroom 

contexts . Seaman and Koenig (1974) insist that cognitive-complexity 

measures are multi-dimensional in nature, and that a large proportion 

of the factorial content of these measures may be account ed for by 

the affective value of person stimuli, a recogn i t ion of the 

affective content in any measure of cognitive complexity. 

Good and Brophy (1974) believe that i n general , differences 

between male and female teachers seem to be less frequent and less 

intense than between male and female students . This , they argue, is 

on account of the possibility that the t eaching role tends to 

submerge individual differences , so tbat teachers are more similar 

to one another when working in the classroom, than when they are 

outside the classroom. This argument does not account for the 

wide variety of behaviours encompassed by the notion of teaching 

role, nor does it account for the growing evidence that there may 

well be r eal differences between male and female teachers in 

cognitive style (attentional style) , and that these differences 

could uell have real implications for students within the 

respective classrooms (Witkin, 1969). Good and Brophy (1974) do 

not proffer any r esearch evidence which indicates whether or not 

male teachers are more reactive (or proactive) than female teachers. 

Seligman (1970) has challenged the general laws of learning 

by arguing for the existence of a variety of classes of behaviour, 

and for the attendant 'fact' that learning principles fail to 

apply uniformly to all these classes of behaviour. He suggests that 

the laws of learning may vary with the preparedness of the (human) 

organism. He proposes a 'dimension' of preparedness which any 

individual brings into any learning situation. He believes that 

physiological and cognitive mechanisms may covary with preparedness. 

This may explain why some teachers who have had a difficult time 

with one or more pupils, find it difficult to accept that the 
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pupil(s) concerned have turned over a 'new leaf'. The preparedness 

dimension suggests an orientation to stimuli and a 'willingness' 

or otherwise to incorporate the stimuli into existing cognitive 

structures. Seligman also believes that certain stimuli are 

readily conditioned as a function of the organism's species-specif ic 

characteristics. Other stimuli, however , are extremely difficult 

to condi t ion to responses , because t hey run counter to these 

species-specific characteristics. 

Gagne , in his analysis of the stimulus situation does not 

take into account t he possibility of species- specific responses 

to stimuli, and it could well be that in the t eaching-learning 

situation, that there are certain 'species-specific' behaviours. 

There is evi dence to suggest that the preparation teacher-trainees 

receive in training colleges , has minimal long term effects, for 

instance on the attitudes of the student-teachers to pupils (Brim, 

1966; Dutton , 1962; Loree, 1971; Yee , 1969) and that the real 

development of the teaching role, comes not from teacher training 

in teachers' colleges, but in the day to day contac t with pupils . 

The attitudes brought into teaching by the trainee-teachers, prior 

to entry into training are probably crucial in determining the 

nature of the teacher's attitude to pupils in his care. It could 

well be that cognitive skills (particularly t hos e differentiating 

mal es from females) are sex-specific and not amenable to learning 

(condit ioning), and this could have implications for notions of the 

conditioning of orient ing responses as suggested by Barham and 

Boersma (1975). This, at present , is speculative, but could well 

be a fruitful area of future research. 

Teacher Attention and Teacher Expectations 

A great deal of research has been conducted on 'teacher 

expectations' and the manner in which they have tended to structure 

teacher perception. A distinction, however, needs to be ma.de 

between 'induced' expectations in experimental and quasi-experimental 

situations, and 'naturalistic' studies of teacher expectation 

effects (Good and Brophy, 1974). 

Induced expectations occurred when teachers were given informat­

ion, much of it false, about the measured capabilities of students 
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in their classes. Usually, IQ or achievement tests were given 

prior to the set being induced in the teacher, and then at the 

end of the experiment, maybe a semester or a year later, the 

same or similar IQ or achievement test was again given to the 

students, and differences between the two sets of scores (end 

products), were attributed to the fulfillment of the self-fulfilling 

prophecy. In a large number of these experiments, including 

•Pygmalion in the Classroom• (Rosenthal and Jacobson , 1968) only 

t he end- products were measured , and the processes by which these 

end-products obtained, were ignored (eg. Goldsmith and Fry, 1970; 

Fleming and Anttonen, 1971). 

However, a number of studies were conducted in which attempts 

were made to measure process variables. Generally speaking , where 

product r esults showed expectancy effects (Davis and Levine, 1970; 

Rubovi ts and liaehr, 1971) , there were also significant process 

effects. Teachers tended to interact more with ' gifted' students , 

requesting oor e information from them, and praising them more 

frequently . Rothbart et al ., (1971) reported that teachers were 

more 'at t entive ' tm·mrds t he 'brighter' students . There were , 

however , no group differences in the amount of teacher praise or 

criticism. Indices of attention tend to vary with the researchers, 

some utilise verbal behaviour (questions asked; pupils named , and 

so on) whilst others have employed non-verbal indices of attention 

such as smiling; nodding; posture and eye-contact (Chaikin et al., 

1972). In all cases, the higher the induced expectation , the 

greater the frequency of 'attentive' behaviours of a positive 

nature. As long as the learner or student fulfills the high expectat­

ions, he is lik ely to be rewarded more frequently and more 

intensely than a classmate who does equally well, when this is not 

expected of him. However, a high expectation student who performs 

below expectation may suffer more negative consequences than a 

classmate of whom less was expected (Lanzetta and Hannah, 1969). 

Hughes (1973) showed that the group who received consistent teacher 

support outg~ined those in a control group who did not receive such 

support and feedback. 

There have been relatively few 'naturalistic' studies of 
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teacher expectations, where the process was investigated. Rowe 

(1972) found that teachers were prepared to wait longer for 

answers to questions from higher ability students than from 

lower ability students. Low ability students in the Rowe study, 

received more praise and criticism than high high ability students. 

There were differences, however, in the quality of praise offered. 

Praise t ended to be appropriate and highly specific for high 

ability students, whereas, for low ability students, praise tended 

to be generalised and inappropriate. Similar results have beeh 

obtained by Brophy and Good (1970) and Jeter and Davis (1973). 

Where product differences emerged in the research on the 

'expectancy syndrome', it appeared that similar patterns of inter­

action between teachers and students occurred, regardless of whether 

or not expectations were 'induced' or arose'naturally'. High 

expec t ancy students tended to receive more praise and help and 

encouragement than low expectancy students . I-:any studies, however, 

failed to produce product differ ences for a number of reasons, 

including the non-preparedness of teachers to accept the 'sets' 

provided, either because they 'knew' about the experiment, or 

refused to give the false data serious consideration. 

Apparently ' go od' and 'experienced' teachers are less likely 

to be swayed by expectancy effects than 'poor' and 'inexperienced' 

teachers (Good and Brophy, 1974). They also hypothesise that 

subject and/or task orientated teachers will be less likely mo be 

caught up in the expectancy syndrome, than teachers who emphasise 

inter-personal relationships within the classroom. Presumably, then 

these differences could be a function of the sex of the teacher. 

Too few, large scale studies have been conducted in which the 

individual differences among tea chers have been used as variables 

affecting the susceptibility of teachers to expectancy effects. 

Much of the research discussed in this chapter bas been 

concerned with stimulus-set material (Broadbent, 1970;1971) or in 

Gagne's terms, stimuli which activate present states of the 

individual, including the control of attention. Broadbent's 

'response set' material, is similar to Gagn~'s stimuli which arise 

internally within the teacher (including attitudes and cognitive 

strategies). Expectancies which arise naturally within the class-
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room could well be a function of deeper level attentional processing, 

characteristic of response set material. 

The construct 'attention' has to be inferred, of necessity, 

on the basis of behaviour, and/or physiological change. In 

classroom interaction studies 'attention' is inferred typically 

in terms of teacher talk, particularly questioning , praising, 

and the naming of pupils (eg. Hall et al ., 1968); non-verbal 

behaviour, including nodding and smiling (eg. Becker, et al., 

1967); and the amount of time a teacher allocates to one pupil 

rather than to others, though this may have 'ripple' effects 

(see fo~ example, Okovita and Backer, 1975). To infer 'attention' 

from these behavioural indices, is not to equate 'attention' 

with them. The mere presence, for example of nodding or smiling 

behaviour, does not ipso facto mean that attention is being paid, 

but rather should be regarded as an indicant of that possibility. 

There is ample evidence to demonstrate the efficacy of attentional 

behaviours in reinforcing behaviour, particularly, where teachers 

have 'conscious ly' used behaviour modification techniques (eg. 

Broden, et al ., 1970;Kazdin, 1973; Thomas et al ., 1968). Dunkin 

and Biddle (1974) review a number of these studies, and on balance 

feel t hat ' praise' is probably the 'best' form of reinforcement. 

They express a number of reservations, however, not only about 

behaviour modification techniques themselves, but also the way 

in which some of these have Jeen reported in the literature. 

Dunkin and Biddle (1974) in fact, suggest a model of classroom 

teaching which structures the approach they have taken in reviewing 

research into teaching. Following Mitzel (1960) they distinguish 

between 'presage', 'context', 'process' and 'product' variables 

which appear as aspects of the teaching situation. Presage variables 

include three sub-sets of variables- teacher formative experiences 

(sex, age, social class, among others); teacher training experiences; 

which include the college or university attended, and length of 

training; teacher properties, including measurable personality 

characteristics, attitudes, motives and cognitive strategies. 

Teacher properties are those internal to the teacher, and are 

therefore not amenable to direct observation. 
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Context variables concern the conditions to which the 

teacher must adjust- the school's physical , psychological , and 

administrative environments. Process variables focus upon the 

actual activities of classroom teaching. Product variables 

look towards the results or outcomes of the teaching process­

the measurable changes which come about in pupils, as a result 

of their involvement in classroom activities with their teachers 

and fellow pupils . 

This research study is more interested in Dunkin and Biddle's 

presage and process variables, than with the context and product 

variables. The following chapter looks at t he instruments; the 

methodologies and procedures employed in the research , and their 

rationale, in attempting to measure teacher at t entional behaviour. 



Review and Preview 

CHAPI'ER 4 

RESEARCH DESIGN~ RATIONALE AND 

METHODOLOGY 

Chapter Two examined and reviewed theoretical aspects of 

attentional processes and processing. It was suggested that 

learning may intervene at all levels in the attentional process, 

including the initial classifying and categorisation of stimuli, 

and the f iltering through of stimuli for further, deeper level 

processing. Incoming sensory data, it appeared, tended to be 

analysed at two different levels by seemingly differing processes . 

A link between these levels of processing and attentional styles 

was advanced. 

In Chapter Three, there was a shift in emphasis away from 

laboratory based research into attention, to classroom based 

research. It was shown that t eachers' perceptions of students was 

a function of a number of variables, including student; context; 

and teacher characteristics. Teachers' perceptions of their 

students have significant consequences in terms of the nature and 

frequency of interaction with students . Such exchanges appeared 

to have observable effects on the academic progress of students 

and subsequently affect their life chances. In the research 

surveyed, it was noted that difficulties were experienced in 

obtaining indices of teacher attention, and that those indices 

typically employed in classroom situations, were based on frequency 

measures of smiling; nodding; questions asked; praise given; time 

spent with students, including time waiting for responses to 

questions. 

This chapter extends the theoretical bases established in 

the previous two chapters, into an exploration of Teacher 

Attentional Behaviour (TAB) through the medium of a variety of 

cognitive tasks, against the background of teacher attitudinal 

and biographical information. The first part of this chapter 

outlines the research design and rationale, and part two argues 

for the use of the instruments and methodology employed . The 

following chapter examines the nature of the sample utilised , 

and includes a discussion of the statistical techniques utilised. 
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Research Design and Rationale 

The tension between laboratory and naturalistic or field 

research (McGuire, 1967) has already been commented upon, as 

have fundamental differences between what might be called the 

'Lockean' and 'Leibnitzian ' views of science . Science , provides 

a lense through which reality may be partially viewed, and differing 

conceptions of science tend to provide differing views of the 

world 'out there'. Phillips (1971) believes that every description 

of research methods, whether of a very specific technique, or of a 

very general orientation to the scientific method , carries with 

it, a theoretical approach to science and society (see also 

Nuthall and Snook, 1973) 

There are obvious differences between laboratory and classroom 

research, perhaps epitomised by the nature of the research presented 

in t he previous two chapters. Kerlinger (1964) puts into perspective 

the strengths and weaknesses of the diff ering types of research, 

and Brandt (1 972 ) suggests that arguments presented for and against 

types of r esearch endeavour should not be r egarded as favouring 

any one to the exclusion of alternatives . Furthermore , sharp 

differences dra.m be t ween types of researc h, may not in fact be 

quite so distinct (see for ins t ance , Kavanau, 1969 ; Kelley, 1969; 

and Henzel, 1969). Orne (1962) among others (eg. Rosenthal ,1967; 

Schultz , 1969) has pointed out and discussed the nature of 

experimenter effects in laboratory r esearch. Probably , the ideal 

would ~e to utilise a variety of approaches to the same data, 

perhaps on t he lines suggested by Campbell and Fiske (1959). 

The researcher's approach to science and his commitment to a 

particular methodological stance, inevitably structures his 

perception of the problem and hence its possible solution. There 

are, then, explicit or implicit 'hypotheses I which guide the 

researcher's thinking, and the direction of his research. Heehan 

(1968) believes that it is perfectly sound to argue that 

description uninformed by theory is impossible, or that empirical 

data not organised by some explanatory structure, are meaningless. 

This 'need' to have some structure as an organiser of perception, 

is required, for instance, in the classroom (Good and Brophy,1973; 

Ober et al., 1971). Smith (1967), a staunch advocate of 'partici-
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pant observational methodologies' indicates that 'foreshadowed 

problems' selectively guide the thoughts and perceptions of 

observers in the field . 

This 'ex post facto' study of attentional behaviour is 

essentially exploratory in nature, guided not by highly specific 

hypotheses (the dangers of this approach are acknowledged, Kerlinger 

1964) but by broad based general notions that there exist links 

between TAB and teacher characteristics and classroom behaviour. 

The concern of the r esearch is more toward the 'discovery' of 

regularities in teacher behaviour, and must be seen therefore, 

as essentially an hypothesis generation study, rather than one 

designed to test hypotheses which have already been generated . 

That this is a legitimate approach has been argued by a number 

of authorities (Smith and Geoffrey, 1968; EcCall and Smmons, 

1969 ; and for example, the work of Howard Becker and Erving Goffman). 

One general notion which guided this research was that 

biographical features of a teacher may have a role to play in the 

way the teacher directs his attention in the classroom. A second 

notion was that maybe, teachers attention is a function of his 

attitudes to students, or perhaps of specific expectancies (Silber­

man, 1969) . A further notion implicit in the research was thtit 

teacher behaviour including TAB displays consistency across a 

number of situations . TAB . may, for instance, be situationally 

specific, rather than group (teacher) specific, or species (sex) 

specifi c. Finally, it was assumed that attentional behaviour as 

measured by paper and pencil tests should be manifested in actual 

teaching behaviour . 

This necessitated the obtaining or devising of suitable 

instruments which would allow the collection of the required data. 

It was recognised that the instruments employed function further 

to structure, and maybe refine the original guiding notion and 

ideas. 
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Instrumentation and Data Collection 

Information was gathered from teachers through a devised 

Teacher Questionnaire which sought in t he main biographical data 

from teachers . The Ninnesota Teacher Attitude Inventory was used 

to ascertain teacher-student attitudes . A number of tests from t he 

Kit of Reference Tests f or Cognitive Factors was employed to obtain 

paper 1::1.nd pencil me1::1.sures of tea.cher attentiont1.l behaviour , and 

te1::1.chers rrere 1::1.sked to view d.nd respond t o a number of video- tape 

extrd.cts . 

The above measures were administered to teachers in two parts 

over a period of approximately six months; this constituted Phase 

One of the research. Phase Two consisted of filming a number of 

teachers in classrooms in their respective schools . Phase Two was 

entered into at the completion of Phase One . 

In other words , measures of TAB were obtaine using instruments 

similar to t hose utilised by Silverman (1970) and Pachella (1975). 

Similar proc edures to t hose used in t he r esearch surveyed in Chapter 

Three were utilised to obtain 'in situ' measures of TAB . Teacher 

perception and responses to video-tape extracts probably occupies 

the middle pos ition between the more or less rigol!OUS tests of 

attentional behaviour, on the one hand , and on the other hand , the 

attempts to gauge TAB through the use of 'in situ ' observational 

procedures . This latter procedure - seeking teacher responses to 

video-tape extracts- is congruent with the symbolic interactionists' 

position of obtaining data about the empirical world from the actors 

concerned. G.H. Mead identified two f orms or levels of social 

interaction- 'the conversation of gestures' and ' the use of 

significant symbols' . Blumer (1969) refers to t hem as ' non-symbolic 

interaction' and 'symbolic interaction' respectively. There is a 

parallel between t he ideas of Mead , and current notions of attention. 

Mead suggests that non-symbolic interaction takes place when the 

individual responds directly to the action of another without 

interpreting that action, whereas , symbolic interaction involves 

interpretation of the action. Non-symbolic interaction is seen as 

occurring particularly in reflex responses. These notions are 

suggestive of the diff ering levels of processing previously discussed. 
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Symbolic Interactionism is based on three premises . Firstly , 

human beings act toward things on the basis of the meanings that 

the things or objects in the world 'out-there' have for them. 

Secondly, such meanings derive or arise out of social interaction, 

and thirdly, that the meanings used are a function of the individual's 

interpretive processes . In a very real sense, the individual is 

seen as t he constructor of his own reality. He is active in the 

Leibnitzian sense . 

The symbolic interactionist's view of the individual appears 

to be markedly different from that off ered by Good and Brophy (1974), 

who suggest that teachers are mainly 'reactive' and not 'proac t ive' 

within the classroom. There is, however, a real need to understand 

the phenomenal uorld of the teacher as he engages in the t eaching 

process, and to some extent the seeking of responses to the video­

tapes of teaching-like situations , attempted to extract from 

teachers, the meanings those tapes had for him. 

Primarily, four different sets of information thought to be 

r elevant t o ~eacher Attentional Behaviour was collected, employing 

a variety of research procedures, as the figure below indicates-

Fig. 4-1 

Schematic Representat ion of Data Collection Procedures employed in 

Teacher Attentional Behaviour Research+ 

( 1 ) Biographical Attitudinal ( 2) 

T.Q ~ * ~ 
TAB 

MTR! 

(3) Attenti~~---~---4 Observational Behaviour(4) 
Kff Of REFER.ENCE TESTS Vli)Eo-TAl"E'S (3) of 
of: C.OGNITIVE" t:ACTor?S 

Notes + Phase One only 
(1)(2) are essentially 'self-report' measures 
(3) these are psychometric tests 
(4) relatively unstructured 'projective' instruments 
* not all interactions possible are included, nor does 

interaction necessarily imply causality 
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The variety of methods and approaches used to investigate the 

construct 'attention' (including the filming of teachers 'in-situ') 

is consonant with Smith's (1975) notion of'triangulation'; 

'convergent validation' (Scott, 1968) and Campbell and Fiske's (1959) 
notion of the 'multi-trait-multimethod' model of analysis . The 

following section of the chapter discusses the nature of the 

instruments employed (copies of all instruments are contained in 

Appendix 1) . 

Teacher Questionnaire 

The 'I'eacher Questionnaire (TQ) booklet included a brief state­

ment setting out the aims of the research, safeguards, and a 

guarantee of confidentiality to all teachers . All ques tions in the 

T~ were pre-coded to facilitate computer proc essing , apart from three 

open-ended questions, which were concerned with teacher qual ifications; 

factors thought to have been important in the teacher's development; 

and 'expectancy ' measures. 

As most of the i nformation sought was personal, factual 

material, it uas expected that such material would be highly reliable 

(Kerl inger , 1964 ; Fox, 1969) . No checks were made on the reliability 

of this data . In an important sense, the issue of the r eliability 

of the three open-ended questions is not r elevant, in that the concern 

was to obtain teacher perception of the situation at the time of the 

administration of the TQ . 

Two questions posed some difficulty for the teachers . Que stion 10-

"Would you please list any experiences which you believe have markedly 
affected you in your personal development and in your development as 
a teacher. Examples could be travel overseas, war service, work 
experiences prior to entry to teaching etc. 11 

Difficulty, in this instance, was interpreted as a 'nil' response to 

the question. Approximately 25% of the teachers responding to the 

TQ, made no response to this question. Other interpretations of 'nil' 

responses apart from the notion of 'difficulty' could be made, 

particularly, in terms of Witkin 's notions of differentiation. 

The other'question' to cause some concern was the Silberman 

(1969) 'expectancy measures' (pages 7 and 8 of the TQ). After 
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discussion with Principals , and Departmental Officers, it was 

agreed to leave the 'question ' in the TQ , on the understanding that 

if teachers objected to naming pupils , they could either use 

initials, or miss the question out completely. In the event, a 

number of teachers were not able to complete the expectancy measures, 

because they were ' specialist' teachers and had no classes of their 

own . 

The two parts of the ' question' were planned to investigate 

the possibility that children appearing in each of the four 

categories (attachment; indiffe r ence; concern; and rejection) within 

a particular classroom, had reputations which spread throughout the 

school. 'l'his would , perhaps, have given an idea of whether or not 

the categorisat ion of pupils was a function of the r elationship 

be t ween that teacher and the pupil , or whether perceptions about 

children were general ised throughout the school . If the latter were 

the case , then there we re implicat ions for both t he school and pupil . 

However , this promising line of research had to be abandoned for, 

in the main two reasons . There was (1) a fear of labelling the 

child concerned, and (2) a marked reluctance among some teachers 

to accept that they 'liked ' some chil dren more than others . In 

preparing the TQ , very careful attention was given to the wording 

of this ' quest ion', because of its 'delicate' nature, and resistance 

to the ' question' was not unexpected . It was a measure of confidence 

in the researcher that teachers were able to express their feelings 

about the 'question' openly, and that the decision not to complete 

the 'question' was arrived at after open and frank discussion. It 

had also been hoped that teachers involved in Phase Two of the 

research might show differential behaviours towards the children 

named in each of the four categories, but this aspect of the study 

was not proceeded with . 

Question 9 was inserted into the TQ, after discussion with 

Principals, who felt that teachers with a wider teaching experience 

(ie. those who have had the benefit of teaching at more than one 

level in the teaching service) were 'better' classroom practitioners, 

and thereby manifested teaching behaviours different from those 

who had not had this experience. 
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Question 13 presents a 9 item scale and was an attempt to 

obtain some indication of the professional commitment of teachers. 

It had been hoped to develop a Guttman type sc~le, in t he event, 

the number of ticks repr esents the ' professionalism' score. Again 

as most of the inf ormation is factual and personal, it was expected 

that the 'scale' should be r easonably reliable. Membership of 

professional groups ; regular at tendance at meetings; subscription 

to professional journals and the like, are all indices of 

' profess ionalism' and hence the ' profess ionalism scale' has face 

valid±ty. Thi s is not arguing, however, that teaching has yet 

become a profession (see Lortie, 1975, for comnents on the USA 

si tuation). 

The completed questionnaire was perused by principals ; by 

Officer s of the Educat ion Department, and by a representative of 

the Hew Zealand Educa t ional Institute. A group of teachers not 

involved in the research tried out the questionnaire without 

apparent dif~iculty, prior t o the administrat ion of the TQ to the 

teachers participating in the research. 

The :M innesota Teacher Attitude Inventory 

The r elationship between attitudes and behaviour can at times 

be qui te tenuous . Attitudes appear to have three components­

co gnitive ; affective ; and a tendency-to-act ,Reich and Adcock , 1976) 

'l'hough there are positive , and probably l ow , correl1:1tions between 

the three components , it is dirricu.1t, ror c1. number of rec1.sons, 

to predict intentional behaviour from knowledge of the individual's 

values and attitudes. Cook and Selltiz (1964) indicate that other 

motives or personal dispositions which clash with behavioural 

expression, and possibly situational factors, such as norms of the 

appropriateness of the behaviour and the expectations of others ,may 

be crucial in determining whether or not values and attitudes are 

manifested in behaviour . Snyder and Tanke (1976) indicate that 

both behaviour-attitude and attitude-behaviour congruence will be 

greater for persons who regard their overt behaviours as accurate 

reflections for corresponding dispositions , and in situations which 

stress the relevance of attitudes , dispositions and other personal 

characteristics as guides to action (see also Norman , 1975) . It can 
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be argued that teaching behaviours ought to reflect dispositions 

towards children, and any attitude inventory which measures 

attitudes to students by teachers should be reflected in behaviour 

in the classroom. The Minnesota Teacher Attitude Inventory was 

chosen because of its non-threatening stance; its face validity, 

and its relevance to teaching and the research study. 

Cooke, Leeds and Callis (1951) developed the Ninnesota 

Teacher Attitude Inventory (MTAI) as a result of a decade of research 

which they believe indicated that not only could t eacher attitudes 

towards children and schoolwork be measured with high reliability, 

but also, that these measured attitudes were significantly correlated 

with teacher-pupil relationships found in the teachers' classrooms. 

The instrument received on the whole, favourable comments from 

reviewers (Arnold, 1953; Cronbach, 1953), who praised in particular, 

the painstaking development of the :r--ITAI. However , doubts were 

expressed about the validity of the MTAI for its recommended 

purposes- the selection of students for teacher preparation, and 

the selection of teachers for teaching positions . Cronbach suggested 

t hat the use of the instrument be limited to research purposes, until 

its recommended pr edictive validities be verified . 

After an extensive review of the literature on the MTAI to t hat 

date, Getzels and J ackson (1963) expressed the conviction that the 

crucial importance of understanding teacher attitudes would justif y 

any efforts to make t he MTAI more meaningful . Yee (1967) whilst 

recording his reservations about the predictive validity of the 

MTAI , concluded that the MTAI is useful, especially for research 

purposes as an 'indicant' of teacher attitudes to pupils . Nall (1971) 

found that scores on the MTAI correlated with measures of classroom 

climate. Research has also indicated that the MTAI scores correlate 

with leadership style (Summers et al.,1969); with ratings of 

teacher effectiveness with affectively orientated pupils (Piana 

and Gage, 1955; Brody, 1970). Initially, it appears that MTAI scores 

tend to be somewhat unstable early in a teacher's career (Loree, 

1971; Yee, 1967; 1968;) following exposure to courses in education 

(Brim, 1966); Yee (1969) and others (Dutton, 1962; Muuss , 1963) 

report that teacher-trainee scores on the MTAI tend towlilrds the 
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the scores of their supervising teachers. Contact with the realities 

of classroom life tends to depress MTAI scores, suggesting a shift 

over time to more 'custodial' attitudes towards children (see also 

Archer, 1976 and Hoy, 1967). 

It has been suggested that the MTAI is susceptible to faking 

(Rabinowitz, 1954; Scott and Brinkley, 1960; Sheldon, 1957; 

Sorensen, 1956) • Callis (1954) maintained, however, that the NTAI 

was only slightly susceptible to faking. In the event, it was 

found that the fakeability of the IviTAI was a function of the set 

induced in teachers by researchers (Rossi et al., 1966 ). Factor­

analytic studies of the NTAI (Horn and Morrison, 1965; Yee and 

Fruchter, 1971) indicate that whilst the HTAI factors fall into 

a 'positive manifold ', several largely independent response 

consistencies are represented by the total MTAI score . They believe 

that the i::I'AI I s construct validity is uncertain, when the total 

score is used (Yee and Fruchter , 1971) and like Gage (1955) previously 

suggest a shift away from the empirical keying of the instrument, 

to logical keying (Yee, 1967; Yee and Kriewall , 1969). 

The hTAI and the TQ were completed by teachers in their own 

time, either at home or at school. No difficulty was experienced 

by teachers in the completion of the !-~TAI , al t hough a few commented 

on the fact that a number of questions were 'duplicated ' in the 

inventory, and wondered if these were included to 'catch them out'! 

The NTAI manual quotes a number of reliability coefficients 

ranging from .88 to .93 for split-half (Spearman-Bro~m) and .84 

for test-retest reliability. It is not clear from the manual, 

whether the 'split' was an odds-evens split or a correlation of 

the first 75 items in the inventory with the second subset of 75 

items . In the present study, the teachers' responses to the MTAI 

were correlated on an odds-evens split (r= . 699). This was adjusted 

by using the Spearman-Brown Prophecy formula (Fox, 1969) with the 

resulting higher correlation (r= .82), but which is somewhat 

lower, but not significantly so, than the reliabilities mentioned 

above , and is therefore a reasonable guide to the internal 

consistency of the instrument . 
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Cognitive Tasks 

The initial concern was to obtain objective, paper and pencil 

measures of teacher attentional behaviour, particularly of the 

'analytic' and 'synthetic' modes as outlined by Silverman (1970) and 

Pachella (1975). Not only has it been suggested that these dimensions 

may reflect early and later at tentional processing, but also, that 

the ' analytic' dimension in particular appears t o fit in with Wi tkin ' s 

(1954; 1962) notions of attentional (cognitive) style . 

Tests from the Reference Kit of ~ests f or Cognitive Factors 

(French et al., 1963) were chosen f or a number of reasons. The Kit 

was developed over a number of years to provide researchers with 

a series of tests measuring 24 factors; each cognitive factor was 

to be as pure factorially as possible. Furthermore, the authors 

assert that because of the common developmental background of the 

tests, this facilitates interpretation and confident objective 

comparison of one factor with another . A further reason was that 

it would be unlikely that teachers being tested would have had 

experience with these tests. Fleishman and Dusek (1971) report 

overall high test-retest reliabilities for a number of the tests 

in the Kit , with the maj ority of the coefficients above .80. 

Four tests .-1ere selected from the Kit . The Hidden Figures 

Test (HFT) and the Hidden Patterns Test (HPI') are measures of 

Flexibility of Closure, tending to measure ' anal yt ical' ability. 

The Gestalt Completion Test (GCT) measures Speed of Closure-

the 'synthetic' attentional mode . A test of scanning behaviour was 

also included in the test 'battery'- the Identical Pictures Test 

(IPr)- a measure of Perceptual Speed . 

The Hidden Figures Test 

The Hidden Figures Test (HPI'), an adaptation of the 

Gottschaldt Figures Test , popularised by Thurstone, was developed 

in the form used as a measure of Field Independence (FI), the 

' analytic-global' dimension of Witkin. The HFT is one of a group 

of three tests measuring the cognitive factor ' Flexibility of 

Closure' (Cf) , which the authors indicate , measures the ability 

to keep one or more definite configurations in mind , so as to make 
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identification in spite of perceptual distraction. The subject is 

required to search in a perceptual field containing irrelevant 

or distracting material in order to find one or more given 

configurations . 

Witkin (1965) suggests that the term 'cognitive style' refers 

to the characteristic, self-consistent way of functioning an 

individual shows across perceptual and intellectual (ie. cognitive) 

activities . In other words , particular stylistic tendencies are 

not limited to an individual's perception, but are manifested in 

congruent forms in intellectual functioning (eg. Klausmeier et al ., 

1974). Individuals who are towards the Field-Independent (FI) end 

of the continuum tend to experience reality as delineated and 

structured; parts of the field are experienced as discrete , and the 

field as a whole- structured . Individuals, on the other hand, who 

tend towards the Field Dependent (FD) pole of the bi-polar continuum, 

tend to perceive reality as being dominated by the total experience, 

and parts of the field- fused . Furthermore, Witkin asserts , that 

these tendencies are life long attributes permeating an individual's 

total life style. -Ii tkin (1969) quotes stability coefficients of . 81 

on some of his tests over a fourteen year period . He has also 

discussed the implications of these findings for education and 

teaching (1fi tkin, 1969). 

Fine and Danforth (1975) have queried the relationship among 

a number of the Witkin tests, especially the relationship between 

the Embedded Figures Test (EFT) and the Rod and Frame Test (RFT) . 

Wachtel (1972) believes that the very concept 'embeddedness ' used 

by Witkin was generated from his paper and pencil test (EPI') and 

advises the maintenance of the distinction between the test and 

the construct it measures . Boersma (1968) has indicated that the 

HFT is probably a more economical test to use than the EFI' , and notes 

that it will probably supersede the Group Embedded Test, as a 

measure of Field-Dependence/Field-Independence. 

Coates et al (1975) quotes a number of studies (eg . Fitzgibbons 

et al ., 197l;and Eagle et al ., 1969) which suggest the FD people 

are more attentive to social stimulation, and are more accurate 
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in their memory for faces (Crutchfield et al., 1958; Messick and 

Damarin, 1964) and are more likely to spontaneously generate words 

indicative of socially relevant interest . On the other hand, FI 

individuals remember and prefer non-social stimuli (Goldberger and 

Bendick, 1972) Coates, in her study of urban middle-class pre­

schoolers, found that whilst there was no sex difference in scores 

on the cognitive tests, there were large differences (p= . 01) on the 

social orientat ion scale . She also found that both boy and girl FD 

children were more socially orientated than FI children . Davis (1975) 

found that FI subjects did better than FD subjects in compound-cue 

problems , whereas in single-cue problems , there \,;ere no differences 

between the two groups . Both these two studies give support to the 

notion that FI or analytic individuals are more concerned with and 

respond better in intellectual-objective activities than FD or 

' global ' individuals, who tend to be more socially responsive . 

Consistent sex differences have been reported in the literature 

in performance on the RPI' , and other measures of field dependence . 

hales , in general , tend to be more ' analytic ' than females . 

However , Jackson et al ., (1964) and Boersma et al (1969) found no 

or negligible differences in performance scores . Boersma reports 

that there were , however, significant differences in the time 

required to come to solutions (females took significantly longer) 

and Strauss (1969) has pointed out that the relationship between 

sex and performance on field dependence tasks is a complex one. 

Smith and Klein (1968) found a significant relationship between 

teacher awareness and psychological differentiation as measured by 

the EFT . Awareness was not of the 'minute by minute' variations 

in the classroom, but more of a concern and awareness of peer 

relationships and group structure, and an awareness of enduring 

dispositions of pupils within the classroom. This supports earlier 

data discussed , which suggests that male teachers tend to be more 

group orientated than women (Taylor , 1976) . The bulk of the 

teachers in the Smith and Klein sample were women ( 58/ 6 9) , and as 

no data regarding sex differences was given , it is assumed that 

there were no significant differences in the teachers' performances 

on the EPI' , due t o the sex of the teacher! 
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The HFr appears to be an adequate measure of Witkin 's 'analytic­

global ' dimension, and appears to be related to stimulus-set 

processing as outlined by Broadbent (1970;1971). Some additional , 

but indirect support for the latter contention comes from Boersma 

et al (1969) who sugcested that FI subjects showed a greater number 

of 'shifts' in corneal eye-movement between targets and alternatives 

presented on embedded fi gures tasks, thus indicating , they believe 

a more analytical approach to the task. 

The Hidden Patterns Test 

The Hidden Patterns Test (HPT) is not widely quoted in the 

literature . The HPT is a speeded test of 200 items in each of two 

parts . It is a much eas ier tes t t han the HFT . Each item consists 

of a given geometrical figure in which (some only) a single given 

configurat ion is embedded. The task is simply to mark each pattern 

in which the configuration occurs . The HPT has its origins in Thurs t one ' s 

Designs (French et al., 1963). 

The Gestalt Co~pletion Test 

The Ges talt Completion Test was the second maj or cognit ive test 

chosen. This test is bas ed on the ' Street' f i e-u_res , and measures 

the f actor ' Speed of Closure '. Speed of Closure refers t o the ability 

to unify or make sense out of an apparently disparate f ield into a 

single percept . It reflects the Leibnitzian tradition , in the sense 

that the individual has to be actively crea tive in order to 'make' 

the gestalt . In the Speed of Closure Test the individual does not 

know ,that he is looking for, whereas in the Flexibility of Closure 

Test , the sub j ect looks for a given figure in a distracting field. 

In the Gestalt Completion Test (GCT), drawings are presented which 

are composed of black blotches, representing parts of the objects 

being portrayed. The subject writes down the name of the objects, 

being as specific as possible. In each part of the test, there are 

ten pictures; each part has to be completed within three minutes . 

Teachers found this a most interesting test to take, and the 

time limit appeared to make little diff erence to eventual outcomes. 

It appeared that a subject could either make sense out of the blotches 

or he could not, regardless of the amount of time spent on any one 
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item. This information, however, was 'intuitive' as no variations 

were made in the time limits. There is very little research evidence 

available on this particular test. 

Identical Pictures Test 

The identical Pictures Test (IPT) is another , highly speeded 

test, in which the subject has to scan a line of five figures and 

check the one which matches or is identical with the one given at 

the left of the line. '.i:he test was chosen to tap the scanning ability 

of the classroom teacher, a notion implicit in Kounin et al. , 

(1966) notion of 'i·,i thi tness', where the teacher seemed to have an 

awareness of what was going on in the classroom all the time, to 

such an extent that to pupils it seemed as though their teacher 

had ' eyes in the back of the head'! 

Cognitive Tests- Reliability 

Fleishman and Dusek (1971) report test-retest reliability 

coefficients for the IPT (.82) and for the HFT (.72) for two 

samples numbering 83 and 85 respectively. Boersma (1968) recorded 

stabili ty coefficients for t otal ( . 63 N=l05) and part (.50;.51) 

HF'r scores over a relatively short period of time . Jackson et al ., 

(1964) reported much higher test-retest coeff icients for HFT total 

scores (.90). They argued that this relatively high reliability 

warranted the use of the test for research purposes . Whilst they 

cautioned against the use of the part scores per se; Jackson and 

his associates reported high correlations betHeen part scores and 

total scores (.88, part 1 to total score) on the HFT . No reliability 

coefficients are available in this investigation for HF'r and IPT 

test scores. The indications are, however, that these two 

instruments have adequate reliability for research purposes. 

Reliability coefficients were obtained for the GCT and HPI'. 

Teachers were administered parts 1 of these two tests on two 

occasions, nearly six months apart. For the HPT the correlation 

between the two parts was .653 (N=36) and for the GCT .683 (N=36 ), 

and when corrected by the Spearman-Brol'm Prophecy Formula (for a test twice 
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as long) the coefficients were .79 and . 81 respectively. These are 

adequate for research purposes . 

To summarise , four test from the French et al., (1963) Kit 

of Reference Tests for Cognitive Factors were chosen to provide 

paper and pencil measures of teacher attentional behaviour. Test 

reliabilities quoted in the literature and obtained in this study 

indicate the suitability of these tests for research purposes . 

The HFT measures field dependence and apparently early attentional 

processing , and is akin to Broadbent's stimulus set material . The 

GCT measures 'synthetic' ability and possibly, later attentional 

processing, being akin to Broadbent's response set material. Both 

the IPT and the HPT are highly speeded tests , one a measure of 

flexibity of closure and the other employed to measure teacher 

scanning ability. 

Teachers function within classroom situations in which the 

tempo of events is extremely rapid . At ti~es, teachers have to 

focus their attention on individua l or groups of pupils, or on 

their teaching behaviour, itself, ignoring or disregarding 

distracting stimuli . At other times , they are involved in making 

judgements from incomplete data , particularly of classroom events 

or incidents involving pupils . Similarly , te2•.cher awareness may 

well be a funct ion of his ability to scan the classroom for 

information. The three kinds of tests selected, were chosen in an 

attempt to capture these kinds of teacher attentional strategies, 

albeit through the media of paper and pencil tests . 

The recognition that 'paper and pencil test behaviour' might 

not measure or reflect actual teacher attentional behaviour, led 

to the devising of a series of tests or tasks to which the teacher 

responded in terms of his perceptions . It was assumed that the 

abilities reflected in the paper and pencil tests of cognitive 

behaviour, would be manifested in the way teachers responded to 

tasks involving complex stimuli. 
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Test for Recall of Complex Stimuli 

This test which involves teachers responding in a variety of 

ways to three video-tape extracts of teaching or quasi- teaching 

situations, was designed to tap the objects, incidents, events and 

the like, which had s al ience for the individual teachers on the 

video-tape extracts presented. The teacher is therefore , required 

to construct the meanings of these objects, events and so on, 

perceived on the t apes. Blumer (1966) indicates that symbolic inter-

actionists assume that objects in the outside world , or the world 

portrayed on the tapes , do not have a pre-established character. 

They have no meaning at all , until human beings impose a meaning 

on them. So in responding to these video-tapes , teachers had to 

bring structure and order to their perceptions , particularly in 

question t wo, where teachers had to allocate priorities to items 

which had , for a number of reasons salience for them. From the 

symbolic interact ionists' point of view, behaviour is not regarded 

merely as a response to environmental stimuli, but the direction 

of the individual's behaviour is seen as a construction based on 

t he reciprocal give and take between the individual and his envir­

onment (Shibutani, 1961) . 

1rhe very fact that teachers have t o create their own r eality 

and their ovm meanines suggests that in this very idiosyncratic 

creative act, attitudes and those memory aspects of stimuli, as 

pointed out by Gagni come to the fore in the structuring of the 

perceived reality . There then should be positive correlations 

between the kinds of responses made to these video-tapes, and 

attitudes as measured by the MTAI , and attentional styles as 

measured by the cognitive tests previously discussed . As far as 

this author is aware, there has been little, if any research 

into the perception of complex stimuli , particularly of the type 

employed in this research . Perhaps , the closest t o this, , is the 

research conducted into 'projective tasks' especially the TAT and 

Rorschach tests . 

Teachers were, then, asked to respond to three extracts of 

video-tapes of educational situations . Each tape lasted approximat-
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ely five minutes, and teachers were given about eight minutes to 

answer the five ques tions posed. The video-tape extracts were all new 

stimulus material for the teachers, although each of the situations taped 

would have been familiar to teachers. An explanation was given to 

the teachers, outlining the general nature of each taped extract, 

implicitly structuring somewhat teacher responses to the tapes. This 

was not thought to be harmful- helpful rather, in that it enabled 

teachers to concentrate on the tapes right from the beginning, and 

no time was lost by the teacher wondering about what was happening. 

A time limit for responding to questions was placed on teachers, 

and this is congruent with time demands placed upon teachers in 

the classroom. 

The video-tape extracts were obtained from a variety of existing 

video-tapes and transferred onto one inch video-tape with no real 

loss of quality of picture or sound. (~--description of the equipment 

used in the r esearch is contained in Appendix 2). The equipment 

was set up in the music room of one school, and in the staffroom 

of the other school. 'l'eachers sat in chairs and completed the 

questions resting t he Recall of Complex Sti mul i booklet on their 

knees (the booklet is included in Appendix 1) . It may have been more 

appropriate to have had the teachers sit at desks. Ho teacher complained 

about the relative l a ck of comfort , though one or two did have some 

difficulty in seeing the monitor's screen. 

After each extract was shown, teachers then completed the five 

questions relating to that particular extract. In all cases (over 

all the tapes) questions one, two and five were identical . Questions 

three and four were more specific, and were designed to ascertain 

whether or not designated aspects of the tapes had been 'picked-up' 

by the teachers . For the purposes of this research , questions 3,4 and 

5 were ignored for analysis purposes . 

The TQ; the MTAI and the Cognitive Tests were all comparatively 

easy to score, but such was not the case with the responses to the 

video-tapes. There were just over 900 responses to the first question, 

and over 300 responses to question two . This demanded a different 

technique of analysis . It was decided that 'content analysis' provided 
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the best technique for coping with this data. 

Content Analysis - Test for Recall of Complex Stimuli 

Content Analysis has been variously defined (Berelson, 1954; 

Holsti, 1968) but is basically a multi-purpose research method 

developed specifically for investigating a broad spectrum of 

problems in which the content of communication serves as the basis 

for inference (Holsti, 1968). In a very real sense, what is being 

attempted in content analysis is the quantification of qualitative 

data. 

A central problem of content analysis is the selection and 

definition of categories into which the content units are to be 

placed . The size of the content unit t o be categorised may 

range from the single word or symbol, through to a theme ; sentence, 

paragraph or other grammatical units. Reliability in coding the 

units of content tends to be a function of the 'simplicity' of 

the codine; system . Hi gh reliability, between observers or analysts 

can be achieved f or relatively simple f orms of content analysis , 

but where units are likely to be more complex , and hence perhaps , 

more useful , reliability tends to drop . 

Initially, a random selection of t he teachers completing 

question one in the Test for Recall of Complex Stimuli (TRCS) was 

made , and their responses to the question, for each of the three 

tapes, were placed on cards; one res:oonse to a card. These were 

then sorted in a variety of ways, in order to derive suitable 

content categories . It was decided that each response would become 

the unit to be coded, and five categories were created depending 

upon whether the dominant 'theme' of the response referred to a 

pupil or pupils; to the teacher or teaching; to interaction of any 

kind within the classroom; and the fifth category - the context or 

situation within which the action portrayed on the tape took place. 

The final category was a catch-all category, which attracted only 

28 responses, and was thus ignored for analysis purposes. 

Evening class students 'tried-out' the category system and had 

little difficulty with it . With the use of a naive coder , a high 
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degree of reliability (inter-coder) was obtained in the allocation 

of responses to categories (.936) based on the number of agreements 

divided by the number of agreements plus the number of disagreements 

(Johnson and Bolstad , 1973). Where there are likely to be differences 

in the number of items to be identified for coding purposes , the 

reader is referred to Clement (1976). 

The codinc of responses to question two was somewhat more 

difficult , because it was hoped to pick up some of the 

qualita t ive nuances in the analysis , unlike the coding of responses 

to question one, which was basically a frequency tally of responses 

in each category. 'I'he two analyses were sepa::ated by about t hree 

months . Additional categories r elating to task ; teacher's 

physical appearance ; teaching framework; and so on, 1·1ere added to 

t hose devised for question one. Using again, a relatively , 

unsophisticated coder, an inter-rater reliability of . 83 was 

obtained for the over 300 responses to question two . Uine cateeories 

were outlined, including an 'other' category which w2.s there if 

required . ilhere more than one idea appeared in the response, all 

ideas had to be coded . 

An attempt was made to code for the 'tone' of the response or 

comment, but this had to be abandoned because of the difficulty 

in determining whether responses were encouraging, 1mrm, critical, 

neutral and so on. Coders were asked to refer back to the original 

response in question one, where any response was cryptic or 

difficult to code. To assist in the coding, raters were given a 

set of key words or ideas likely to appear in each category (see 

Appendix 3). 

The development of categories is a long and tedious business, 

and different investigators using content-analysis may well come 

up with alternative systems of coding the same data, depending 

upon the nature of the problem under consideration. It is also 

possible for the one investigator to derive different analyses of 

the same data, at different times . The reliability coefficients 

obtained typically refer to the reliability of raters using a 
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particular system of categories . It suggests nothing of the 

reliability of the teachers' responses, nor of the veridicality 

of their responses to the videotapes. 

Phase 0-De of the study, then, consisted in the administration 

of the TQ; the 1:TAI ; the Cognitive Tests; and the '11est for Recall 

of Complex Stimuli , over a six month period , to all teachers. Phase 

Two, which co:c:unenced uhen all aspects of Phase One were completed, 

consisted of the filming of eight teachers, f our from each of the 

two schools. The procedures adopted for Phase Two of the 

investigation will now be outlined. 

Phase Two 

The final method of obtaining data on teacher attentional 

behaviour was the video-taping of the five female and three male 

teachers. 

Nurray (1970) traces the development and increasing role of 

the systematic observation movement in education . Hurray believes 

that teachers are able to modify their existing teaching behaviours 

to enhance the facilitat ion of learning in their classrooms. He 

indicates that observation systems can be divided into two major 

kinds- a sign system which is essentially a lis t of classroom 

behaviours -which the observer checks to see if they occurred within 

a specified period. The sign system is contrasted with the category 

system which attempts to check all behaviours that occur within a 

specified period of time, and which can be placed within pre­

established discrete categories . 

Both content analysis and 'systematic' observation techniques 

rely on the mutually exclusiveness of categories. In reality , 

however, such distinctions tend to be the abitrary decisions of the 

researcher, particularly , in borderline cases. It is at this stage 

that the 'hiddenagendas' implicit in the researcher , begin to 

operate. The arbi trariness of the decision- making can be lessened 

by the careful delineation of categories; but human behaviour 

rarely fits into such clear cut categories. Adams and Biddle (1970) 

believe that there are three advantages associated with the collection 
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of data by video-tape . The tapes enabled them to obtain a 

comparatively comprehensive record of activity within the classroom; 

and their use of the equipment enabled them to have a permanent 

record which could, through the use of play- back mechanisms, be 

analysed and re-analysed; and assisted in the preparation of the 

data for computer analysis . 

Herbert and Attridge (1975) have prepared a guide for the users 

of observation systems , along similar lines to those guidelines 

prepared for psychometric tests (Adams , 1965; Cronbach, 1q70) . 

Whilst criticism can be levelled at the Herbert and Attridge attempt, 

they point to the need to look very closely at the constructs under 

examination; the validity of the observation system, and its reliability. 

There is a case for suggesting that observation systems should be 

regarded in a similar way to psychological tests , particularly, in 

terms of their construction. 

'rhe systematic observation approach , however , has its own 

intrinsic problems . The literature does not, for example , discuss 

the hazards of attempting to place cameras and raicrophones in 

classrooms where access is difficult . Rarely, is the influence of 

cameras and equipment in the room taken into account , exc:9:pt in a 

superficial way . Leaving cameras and equipment in classrooms for 

long periods of time , in order to obtain baseline behaviour, is 

costly not only in terms of the time involved, but also in the 

tying up of equipment which may be in demand . The possibility of 

concealing cameras and equipment raises very real issues of the 

'ethics' of the researcher and his research. A further problem 

concerns the quality and reliability of the mechanical aids to 

observation, plus changes in environmental conditions may affect 

the quality of the recordings made . 

In this study , the observation of the teachers in the schools 

meant that cameras and equipment had to be placed in the classrooms 

before the commencement of the lesson, and there appeared to the 

researchers to be both a psychological and physical intrusion into 

normal classroom life. However , the apparent intrusion of camera~, 

microphones , cable and the like did not appear to markedly affect 
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classroom interaction. The difficulty , of course, is that the 

effects of the intrusion can nver be known. The teachers, when 

questioned, believed that they had taught the lesson as intended, 

and indicated that cameras or no, they would have proceeded in 

the same way . All teachers stated that as they became involved in 

their teachingt for them, the cameras 'ceased to exist' . The 

children were ' prepared ' for t he filming , and their reaction to hlle 

filming was good . Hany of them admitted 'forgetting ' about the cameras 

as the lesson proceeded . 

In participant observation and content analysis , the coder or 

observer, has to be selective in recording and organising data . 

The same problem also lies with the observer using mechanical means . 

In operating the caoeras by remote control from outside the classroomt 

to lessen, of course , presence of outsiders , it became obvious that 

decisions were continually being made with regard to-

1. . which camera to use; 
2 •• on i·,hom should the camera be focussed 
3 •• from vhich camera should the recording be made 
4 •. should special eff ects be used- eg employment of split 

s creen 
5 •• prior to filming , where shall the cameras and microphones 

be located . 

It must be recognised that whatever is captured on tape , becomes 

the 'reality' to be analysed and re-ana lysed at future times . 

The researcher plus a technician operated the cameras from a 

caravan, outside the classrooms . For the first part of the lesson 

the cameras moved around without a recording being made, so that 

the children and the teacher would become used t o their moving 

around , when the recording was being made . After about ten minutes , 

a 'sweep ' of the classroom was made , by one of the cameras, usually 

the one facing the children~ This was an attempt to identify and 

locate all the children in the classroom. The second camera, placed 

in the classroom, was focussed directly on the teacher, and attempted 

to follow him around the classroom. The teacher wore a cordless 

microphone , so that all the comments made by the teacher were picked 

up on one of the audio channels. 
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The cameras were placed in the classrooms in corners diagonally 

opposite from each other, and where pupils in their normal classroom 

activity were not likely to trip over the equipment. The use of a 

'split-screen' was discounted because of the amount of classroom 

activity missed , and the fact that as this camera would have had to 

be focussed on the teacher, a great deal of pupil activity , and 

pupil facial expression would have been missed . The second, perhaps , 

more compelling reason, was that most of the filmints took place in 

relatively small classrooms, and full coverage of the teacher, and 

the class uould have been impossible . Each teacher was filmed for 

approximately 35 minutes . The quality of the recorded film was good, 

though in one classroom, a marked change in evironmental conditions 

made the quality of recording from one camera only, very poor . As 

the teacher was wearing a cordless microphone, this freed the 

camera operators t o search for interactions between teacher and 

pupil. The freedom. allowed by the teacher's use of the cordless 

microphone meant that the camera operators were enabled to search 

the classroom for behaviours t hat were not r esponded to by the 

teacher . 

Whilst for the purposes of this research, the concern '\'TaS 

on those incidents to which the teacher attended, particularly, 

teacher verbal behaviour, as an indicant of teacher attention; an 

alternative a nd possibly more fruitful way of learning how teachers 

allocate their attention in the classroom, could well be by focussing 

on those objects, events or incidents that occur, and to which the 

teacher does not attend or respond . Noting that non-attending may 

in fact be different behaviour from non-responding behaviour . There 

is data on the video-tapes which may be helpful in further research 

along these lines . 

Analysis of Filmed Teacher Behaviour 

From the video-tape recordings of the eight teachers, it is 

possible to analyse the classroom activity in a variety of ways, 

using a variety of coding systems (seefor instance, M:i.rrors For 

Behaviour, Simon and Boyer, 1970). On the other hand , the observer 

may prefer to develop his own observational ~ystem depending upon 
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the problem being investigated. There are a number of limitations 

i mplicit in the use of mechanical aids to observation which must 

be recognised. The first limitation is the assumption , erroneously 

made , that the video-tape is a complete recording of the classroom 

activity; there may well be other realities not captured on the 

tape. Secondly , the coder or observer of video-tapes needs to 

recognise the dangers of inferring events, incidents and the like 

on the basis of camera-manifest behaviour . It is diff icult to interpret 

bodily and facial expressions , or to interpret voice tones from 

audio recordings, alone . This raises real questions about the 

validity and reliability of systematic observation techniques . 

Reliability of coding can be accomplished in a manner , similar t o 

that used in content analysis . But again, this tends to be in ter ms 

of inter-observer reliability . Establishing validity is a much more 

difficul t process. 

For the purposes of this research , teacher attentional behaviour 

was inferred on the basis of teacher verbal behaviour , primarily , 

and on the basis of his physical relationship wi th the t a r get (s). 

In the absence of eye-cameras, and the like , it was extremely 

difficult to monitor teacher scanning or even gazi ng behaviour . It 

was assumed , therefore, that if a teacher was talking t o a pupil , 

group or class , he was paying attention to the target . This is in 

line uith research surveyed in the previous chapter . The inferences 

made , however, may be erroneous, as mentioned above. 

A ' unit of interaction' or 'incident ' was defined as a unit of 

teacher verbal behaviour, which is terminated by an interruption 

from a pupil, or other person; by the teacher obviously changing 

'tack' moving from talking perhaps to an individual to the class, as 

a whole; by some physical movement away from the person being 

interacted with. The behaviour of the teacher is critical in the 

definition of the 'incident'; it is his behaviour which determines 

the end point of any incident. An incident may be as short as a ' 

'grunt', or as long as a story being recited or told to the class. 

Questions in themselves do not constitute an incident, particularly 

when the teacher gives no real opportunity for answer, or does 

not expect an answer. An incident can, however, be a part of a 
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sequence of interaction between a teacher and a pupil , f or example­

Teacher •••• "John what do you think about this?" 
John "I'm not sure, it looks like ••••• " 
Teacher "Look very closely , John , before ••••• 11 

Nary "Please Mr Smith ••• " 
Teacher 111,:ary, do not •..•• 11 

In the above sequence , there would be three codable incidents . 

Three kinds of target were identified- the individual pupil ; 

a group of pupils (more than two , but less than the total class); 

and the class as a whole . Coders were instructed to code each 

incident for Target , in terms of the smallest i dentifiable target. 

Incidents were also coded for ' Function' (Adams and Biddle, 1970). 
There were again three subcategories within the broad Function 

category ••••• (see Appendix 4, for a fuller description of all categories) 

l ••• Control ••• discipline or organisational arrangements-

2 ••• Subject ••• a concern for subject matter ; task and content. 

3 ... Affective ••• sociation •• feedback •• social chit-chat 

The last category into which incidents were allocated , was an 

attempt to discover whether or not teachers were ' proactive' or 

'react ive' vrithin the classroom , and initially two sub- categories 

were established- 'initiation' and 'responding ' behaviour . However 

because of inherent inadequacies, the category was expanded to 

include ' solicit ing' behaviour on the part of the teacher . Soliciting 

generally demands a response from a pupil . Directing behaviour was 

seen as teacher verbal behaviour which implied that children had no 

choice (eg . close the door)- there are inherent demands in this 

kind of behaviour. Responding behaviour was seen mainly as a 

'reaction' to pupil behaviour , but without the ' s oliciting ' 

overtones. The final category 'ini tiation' was seen as being more 

'proa ctive' than 'reactive' and was concerned to show the teacher 

as initiator of classroom events. Initiation occurred when there 

was a 'change of course' in the direction of classroom activity. 

Each teacher's recording was broken into (approximately) 

three minute sequences, and each alternate 3 minute sequence was 

coded, resulting in approximately 21 minutes of each teacher's 

record being coded. Just under 1000 incidents were identified 
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in the 161 minutes of coded video-tape . One fifth of the 3 minute 

sequences were randomly selected and subjec ted to inter-reliability 

checks . Inter-coder reliability was in excess of . 90, and bearing 

in mind, the relative unsophistication of the coders, reliability 

appears t o be adequate . Intra-coder reliability i·ras also in excess 

of . 90 . Coders had to code each incident three times- for Tar get; 

Function; and Action (the final category discussed) . 

Summary 

This chapter has presented the case for the instruments, and 

procedures employed in attempting to cope with the data . The 

attempt has been to obtain a variety of measures of teacher attent­

ional behaviour, and measures of the factors thought likely to 

play a part in structuring t eacher a ttention. Each instrument 

utilised is independent of each other, in the sense that the 

'constructs ' underlying one measure are not implicit in any other , 

thus reducing the possibility of spurious correlations between 

the measures . It is expected , however , that positive correlations 

will exist between the various instruments used , and that taken 

together , a clearer picture of teacher attentional behaviour may 

emerge . 



CHAPrER 5 

THE TEACHERS 

Introduction 

The last chapter reviewed the data collection measures and 

strategies involved in this exploratory investigation. This 

chapter focusses on the teachers subjected to the ' testing ' and 

examines the nature of the sample involved, in terras of the 

biographical inf ormation sought in the Teacher Ques tionnaire. The 

latter part of the chapter discusses very briefly a factor analysis 

of the r-Iinnesota Teacher Attitude Inventory; and some of the s ta tis t­

i cal techniques used in the analysis of the data . 

All teachers in two intermediate schools in a provincial city 

in New Zealand were asked to participate in the research . Intermed­

iate School teachers were chosen for a number of reasons . Perhaps , 

the most important was that intermediate school teachers tend to 

have a greater freedom to experiment and modify the curriculum 

to satisfy local needs than secondary school teachers . The second 

reas on was the need to obtain samples of male and female attentional 

behaviour, and it i,-ras much more likely that there vrould be a ' good 

mix' of sexes teaching at the intermediate level than at the primary 

school l evel. A third reason was the limited ac;e range of the 

children under observation, and a fourth reas on was that the researc her 

already had strong links with these schools, which facilitated access 

to them. 

In all, thirty five teachers completed all aspects of Phase 

One of the study . There was an apparently high attrition rate from 

the original 51 teachers completed Parts 1 of both the HFT and GCT . 

But , when it is considered that some of the original 51 teachers 

were student teachers, and not present on the second occasion; and 

that some of the teachers were 'specialist teachers who felt that 

some of the instruments ' did not apply to them' , the attrition 

rate was not so high . Teacher absenteeism on one or other of the 

' testing occasions' accounted for the remaining ' non- participants' . 

Teachers, in all, completed well over two hours of ' testing' , and 

it was surprising therefore , that the attrition rate was not higher . 



- 75 -

Permission to enter the schools was obtained from the 

District Senior Inspector of Primary Schools for the local area . 

Sample Characteristics 

Of the 35 teachers who completed all parts of Phase One, 

20 were male, and 15 female, a marked contras t t o the general 

primary school teacher population (Archer, 1976). Of the 45 teachers 

vrho completed t he TQ , 24 were male and 21 f emale . It i s not lr..r1own 

whether these 45 teachers were atypical in terms of their sex 

distribution when compared with teachers in inte1·media te schools 

throughout New Zeal and . C.'he generalisability , however , of these 

results i s not an issue, and there is no suggestion that the 

sample of teachers involved in the study represent teachers in 

gener a l . 

There were no significant differences between the s exes 

(cri terion p= . 05) in terms of age ; number of schools taught in; 

class l evel taught; qualifications he l d ; lencth of teacher 

training ; years of teaching experi 2nce; positions of r esponsibility 

wi thi n their schools , uhether f or remuneration or no·~ . lliales , 

however, were significantly more involved in professional 

ac tivities. ?emale teachers on the other hand , were more likely 

to have taught outside t he province than male teachers. 

Where there was an assumption of an underlying continuous 

distribution of scores, the Kolmogorov-Smirnov Two Sample Test 

was used . Siegel (1956) suggests that the Kolmogorov-Smirnov 

test has high power effi ciency (about 96%) when compared with 

the t-test for small samples, and appears to be more powerful in 

all cases that either the Chi Square test or the Median test . 

Where no assumption could be made about the underlying distr ibuti on 
2 

of scores being continuous , the X two sample test was used . In 

many cases within the study , data was cast into 2 X 2 tables . 

The following table (Table 5:1) sets out the manner in 

which various biographical details were analysed by the sex of 

the teacher . 
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Table 5:1 

Biographical Data obtained from the Teacher Questionnaire , 
by the Sex of the Teacher 

VARIABLE 

Age 

Number of Schools 
taught in 

Length of teacher 
training 

Years of teaching 
experience 

Professionalism 
Scale 

Non-paying positions 
of responsibility 

Paying positions 
of responsibility 

Area in which 
taught 

Class level 
taught 

Qualifications 
held 

TEST -:, 

Kolmogorov-Smirnov 
Two Sample Teit 
(one tailed)* 

as above 

as above 

as above 

as above 

as above 

2
2
X 2 Table 

X Test for 
'1'1v0 Independent 
Samples 

as above 

as above 

as above 

t 

STATISTIC 

2 
X = 5.806 
2df n/s 

2 
X = 0.613 
2df n/s 

x2 = 0.841 
2df n/s 

2 
X = 4.129 
2df n/s 

2 
X = 9. 64 
2df p= .01 

2 
X = 3 .27 
2df n/s 

2 
X = 2.278 
1df n/s 

2 X = 4. 027 
1df p= .05-.02 

2 
X = 2.02 
1df n/s 

2 
X = 1.61 
1df n/s 

*all tests are two tailed. Formula specifies values for one tailed 
test, so proability levels have to be doubled. 

Males and females differed in terms of the experiences which 

they thought had assisted in their personal development and/or their 

development as teachers, as is shown in the following table. More 

female teachers than male teachers declined to respond to this 

particular question, as has previously been noted (ie. 9 females 

5 males (plies between .10 and .05 - X
2
= 3.502 1df). Only 

two responses from each teacher were considered. 
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Table 5 :2_ 

Developmental Experiences Reported by Sex of Teacher 

Nature of Reported Experience Males Females 
f ~ f if 

Travel 6 19.4 5 31.25 
War Service 8 25.6 0 
Ol,m Schooling and Teaching 2 6.5 3 18.75 
Univeristy and Training College 4 12.9 0 
Work with Church/Youth groups 2 6.5 0 
Vacation work experiences 3 9.7 1 6 . 25 
Previous work experiences 4 12.9 2 12. 50 
Family resposibilities 2 6.5 5 31 . 25 

31 100 . 0 16 100 . 00 

Teachers 31 years of age and over (14 male ; 10 female) , 

tended to have less teacher training than those teachers 30 years 

and under (10 male; 11 female) (plies between . 05 and . 02); had 

more teaching experience (p less than . 001); had taught in more 

schools (p less than .001) and were more likely to hold paying 

posit ions of responsibility (p between .01 and . 001); and were 

more likely to be involved in professional activities (p= . 05) . 

However, there were no differences between the two age groups of 

teachers in terms of qualifications held; number of non-paying 

positions of responsibility accepted; the level of class taught; 

and the location of the schools that they had taught in. 

There were 21 teachers under the age of 31, and they tended 

to emphasise travel; university and training college experiences; 

and experiences gained in vacation work as making perceived 

contributions to their personal and professional growth. Teachers 

31 and over also stressed travel, as well as war service; previous 

work experiences and the experiences gained in bringing up a family, 

as those experiences making an important contribution to their 

development as people and teachers. There was no significant differ­

ence between the two age groups in the total number of experiences 

proffered (criterion p=.05). 
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Age and sex have been considered important variables with 

regard to attentional style, and it appears from the data above 

that very few significant differences exist between male and females 

teachers in terms of the information collected by the TQ . Age , 

appears to play its part in the expected directions, (for instance, 

more years of teaching experience; larger number of schools taught 

· in; rise in status, and so on). It is only recently that a 

compulsory three year teacher training programme has been 

introduced f or teacher trainees, and it is therefore not surprising 

therefore, to discover that older teachers tend to have had less 

time in formal teacher training . 

In general , there were no statistically sie;nificant differences 

between male and female teachers in their performance on the 

cognitive tests, except for male teachers who tend to make higher 

scores on the HFT . This is in line with the bulk of the research 

into embedcled type tasks. In all cases male teachers appear to be 

more variable in their performance on the cognitive tests . 

Table 5:3 
Performance on the Cognitive Tests , by Sex of the Teacher 

Hales Females Total H v F 1?. 

(IJ=20) (N=l5) (N=35) 't' (33 df) 

*HTI' Nean 7.90 4 . 47 6 . 43 3. 1263 .01-. 001 
s . d . 3. 61 2. 59 3 . 61 

HPr I• ean 87 . 30 89 . 73 88 . 34 -0.3978 . 20 
s.d. 21.50 11 • 35 17 . 69 

*IPl' Mean 36 . 55 37 .07 36 .77 -0.2340 .20 
s.d. 7.12 5.46 6 . 38 

GCT Mean 11.05 10.33 10.74 0.4576 .20 
s.d. 5.00 3.96 4.53 

*Part 1 onl::£: 

In all cases above, the ' F' ratio was calculated to determine 

the homogeneity or otherwise of the variance, and hence the 't' 
test formula which should be employed. Evidence previously 

provided does not indicate that scores on these cognitive tests 
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are likely to markedly deviate from the 'normal' rendering 

use of the 1 t 1 statistic harardous. Popham does suggest that the 

assumptions underlying the 't' test are ' quite lenient', and that 

marked departures from these assumptions may still mean that the 

't' values obtained are capable of interpretation (Popham, 1967). 

Further analyses of the cognitive tests in terms of the 

biographical and other data is presented in the following chapter • . 

In order to facilitate use of the data from the f,;TAI , particularly, 

in the light of the criticism of the use of the total MTAI scores 

(Horn and Harrison, 1965; Yee and Fruchter, 1971), it was decided 

to factor-analyse the ETAI, to ascertain whether or not New 

Zealand teachers responded to the instrument in a 'similar' manner 

to their counterparts in the U.S.A. 

Factor Analysis of the ~iTAI 

Horn and Norrison (1965) after reviewing a number of 

fact or-analytic studies of the NTAI , questioned the assumption 

that the HTAI is measuring one attribute- a uni-factor attitude 

involving at the one extreme, a belief in and preference for 

' democratic' as against ' autocratic ' values. Horn and Harrison 

f ound that the f ive factors extracted fell into a positive manifold, 

giving some credence they suggest to the authors' claim for 

uni-demenionality. Thus, they consider, that while on occasions 

it may be useful to speak of the HTAI I!leasuring a single trait, it 

will often be necessary to recognise t hat several, largely independ­

ent response consis tencies are represented by the total score 

on the HTAI . 

Yee and Fruchter (1971) point out some of the deficiencies 

in the Horn and Morrison methodology, and yet, with access to a 

larger computer, capable of handling a factor-analysis of all the 

150 items in the MTAI , their results bear a strong resemblance 

to those of Horn and Morrison. Yee and Fruchter then suggest that 

further cross-valida_tion will not significantly produce radically 

different outcomes. They believe that the MTAI's construct validity 

is uncertain when the total score is used. Yee and Fruchter (1971) 

suggest that their factors, 1;11;111, fit in with Kerlinger's (1967) 
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notion of 'traditionalism', and that factors lV and V, are akin 

to Kerlinger ' s ' progressivism '. Kerlinger (1967) and Marjoribanks 

and Josefowitz (1975) regard the two dimensions as accounting for 

most of the variance in educational attitudes, and suggest that 

rather than their being regarded a bi-polar continuum, they 

should be considered as being relatively independent dimensions. 

For a number of reasons, including the inability of the 

B6700 computer to handle the 150 items in the MTAI; together with 

the limited number of teachers in the sample, it was therefore 

decided to shift auay from an ' R' analysis of the NTAI to a 'Q' 

analysis. The Q- analysis , in a very real sense 'clusters ' together 

teachers who respond to the )ITAI in a similar manner (Kerlinger , 

1964). Guiford (1954) discus;es the nature of the Q and R techniques 

of factor analysis, and raises the question of whether or not 

factors obtained by Rand Q analyses are comparable. 

"Writers do not aggree on the answer to this quest ion. The best 
conclusion seems to be that what the Q-technique brings out is the 
personality types or syndromes. Persons having outstanding combinat­
ion of traits in common will show these as factors in the Q-technique. 
Only when a syndrome is dominated by a single comnon factor could a 
Q-technique coincide with an R-technique ." (p.529) 

The SPSS program Factor was used to extract principal 

factors, which were then orthogonally rotated, utilising the 

Varimax procedure. Only factors with eigenvalues in excess of 

1.0 were considered for interpretation, and teachers loading beyond 

the .05 l evel were considered as contribut i ng to the 'meaning ' 

of that factor. Where any teacher loaded on more than one factor, 

he was arbitrarily placed on the factor, on which he loaded highest. 

Three factors emerged with eigenvalues of 1 . 0 and above, 

accounting for 83.6% of the total extracted variance. It was 

found that teachers loading significantly on factor 1 made 

significantly higher Total MTAI scores than those on factor 2. 

This is interpreted to mean that Q1 teachers in general, tend to 

have significantly stronger, and more positive attitudes to pupils 

than those on factor Q2 (see Table 5:5). In the extreme score 

analysis presented in the next chapter, the'Other' group was 

ignored . 
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Table 5:4 
Q Factor ~i:eans and Standard Deviations* 

.9.1. _sg 9.2+0ther 

N 18 10 11 
Hean 153.94 108.80 130.36 
s.d. 24.09 25.93 35.57 

~;total extracted 
Variance 71.1 7.5 5.~16.4 

It' 1 V 2 4.52 P= .001 
2 V 3+0ther 0. 65 P= .20 
1 V 3+0ther 1.94 p= .10-.05 

*Note Only 4 teachers loaded significantly on Q3, so they were 
amalgamated with all other teachers who did not load significantly 
on Factors Q1 and Q2 . 

Further analyses of the ETAI in terms of biographical and other 

variables are presented in the following chapter . 

In sun.rnary, data was obtained from a variety of measures raging 

from paper and pencil ability type tests; to teQcher attitudinal 

and bioeraphical measures; and'projective' tasks which were 

analysed , through the use of content-analysis. In Phase r:.:'\-ro, 

of the study, teacher verbal behaviour was used as an indicant 

of teacher attention. These varied approaches to the 'at tention' 

construct, resulted in a great deal of 'rich and complex' data. 

The categories developed in the content analyses, and the categories 

which emerged as a result of the viewing of teacher behaviour on 

video-tape arose from the data. No structure was placed on the 

data in terms of a priori assumptions, hypotheses, or coding 

systems. This suggests that links between the data, particularly 

in terms of correlations (Pearson Product Moment, or Spearman-Rank 

correlation coefficients, depending upon the nature of t he data) 

may well be suggestive rather than definitive . It could well be 

that the criterion level (p= . 05) normally thought, by convention 

only, to be appropriate, may in fact be inappropriate in an 

exploratory study (see Labovits (1968) on the sacredness of .05). 

Phase One of the study provides a series of 'reference points' 

against which the teachers participating in Phase Two of the 

research can be compared and contrasted. The Phase Two analysis 
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is mainly in terms on non-parametric statistics, where the 

assumptions of parametric tests cannot, for a number of reasons 

be met . A unique value of certain non- parametric test procedures, 

is that they can be used to treat data which have been measured on 

nominal or classificatory scales . Furthermore, where significant 

statistical di ff erences or rela tionships are found (however 

defined) by non- parametric mat hods , then , it is highly likely that 

a very significant relationship would exist , if measured by parametric 

means , assuming of course , that these are available . T,lhere numbers 

are particularly small, and the Chi Square mest cannot be used , the 

Fisher Exact Probability test was employed (Siegel, 1956) The 

non- parametric equivalent of the ' t' test was also used where 

appropriate (ie the Mann-Whitney U-Test) . 



CH.APrER 6 

RESULTS 

Introduction 

The first part of the chapter sets out the main results of 

Phase One of the investigation . These results will provide a 

background for the presentation of the Phase Two results in the 

latter part of the chapter . The Phase One r esults should, in 

fact, be considered as reference points in the exploration of the 

data obtained from the 'in situ' observations of teacher 

attentional behaviour . 

Any exploratory study is concerned not only with broad 

based similarities \·rhich may emerge from the data analys is, but 

also concerned with differences which may become apparent. These 

two approaches to the data are inter-related. The results 

presented for Phase One of the study will reflect these approaches; 

first of all, by presenting correlational and factor analyses of 

the data, and secondly, by the analysis of the scores of identified 

' extreme groups ' . 

Phase One Results 

Zero-order correlations of the raw scores obtained by the 

teachers on all the cognitive tests are shown in Table 6:1 . As 

the sex of the teacher has been shown to be a function in the 

performance on these tests, correlational coefficients are 

presented therefore, f or males; females and total sample . 

The striking finding, is the marked independence of the HPI' 

as ameasure of perceptual (attentional) activity, from the other 

three measures . For male teachers , there appears to be a strong 

positive relationship between the GCT and IP.I' test scores . The 

relationship between these tests for females is not as strong (p 

lies between .10-.05) , perhaps , a function of the small number 

of female teachers completing the tests . For males , there is also 

a positive relationship between the GCT and HPr . Interestingly , 

the male and female patterns of relationships between these two 

variables , are in opposite directions , although neither was 
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statistically significant . Both of these latter tests are highly 

speeded; one, the HPT requires 'extractive' processing , whereas 

the IPT requires matching ability. The pattern of relationships 

for the Total Sample, tends to follow that for the male subsample . 

Table 6: 1 

Zero-order Pearson Product Moment Correlations for Malesj Females; 
Total Sample Teachers on Four Cognitive Tests . 

HFT HPl' IPI' GCT 
Nales (U=20) 

HFT 272 131 088 
HPI' 358 478* 
IPI' 679** 
GCT 

1'"'emales (ii=l5) 

HFT -085 068 381 
HPT -334 043 
IPI' 468 
GCT 

Total Sam12le (N=35) 

HFT 136 080 190 
HPT 199 362* 
IPT 608** 
GCT 

* p less than .05 
** p less than . 01 

Note- decimals omitted 

Teachers' responses to the three video-tapes (questionl) were 

placed into one of four categories depending upon the nature of 

the 'theme' of the response . If the emphasis appeared to be on the 

pupils or a pupil, the response was allocated to the 'Pupil' 

category. If the response related to the teacher , or to teaching, 

it was placed in the ' Teacher' category. If the theme concerned 

relationships or interaction between the pupils; teacher or others, 

the response was placed in the 'Interaction' category. Finally , 

responses placed in the 'Other' category , were those responses 

reflecting an interest in the physical, situational, or contextual 

aspects in which the action on the video-tapes took place . 
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Each response was therefore, independent of each other . 

There were no significant differences between male and female 

teachers in the number of responses allocated to each category , 

and none of the correlational coefficients computed for the male 

and female subsamples achieved the . 05 criterion. The Total 

Sample correlation coefficients are shown in the following table , 

Table 6:2 

Zero-order Pearson Product homent Correlation Coefficients-
Total Sample Responses Allocated to Four Categories . Question 1 TRCS 

Total Sample (H=35) Pupils 

Pupils 
Teacher 
Interaction 
Other 

* p less t han . 05 

Note- decimals omitted. 

Teacher 

208 

Interaction 

395* 
171 

Other 

-252 
-285 
-336* 

There appears to be a positive and statistically significant 

correlation between responses allocated to the 'Pupil' category 

and responses placed in the 'Interaction' category . In addition , 

there appears to be a significant negative correlation between the 

'Interaction' and ' Other' categories . Correlations between the 

' Other ' category and the three other categories are all negative . 

A suggestion , perhaps , that those teachers who focus on the 

'objective' aspects of teaching, the physical environment and 

context, tend not to be so concerned with pupils , teacher-role , 

and interactional aspects of teaching. 

Further exploration of these scores was carried out by the means 

of a series of factor analyses of the data • For this purpose , raw 

scores were converted into normalised T scores (Guilford, 1956), 

and three of the analyses of the data are presented in the following 

table- (Table 6:3) ••• 
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Table 6:3 Factor Analyses of Selected Phase One Variables 

A •••• Analysis 1 - Factor Analysis of Cognitive Tests Only (N=35) 

Factor 1 

HFT 181 
HPT 370 
IPT 640 
GCT 968 

(1 factor energed - eigenvalue 1.516; accountinG for 1001~ of 
extracted variance) 

B •••• Anal sis 2 - Factor Anal Tests and Res onses 
to Video-ta (N=35) 

Factor 1 Factor 11 
HFT 093 131 
HPT 108 -176 
IPT 672 -054 
GCT 766 -095 
Pupils 342 480 
Teacher -004 503 
Interaction 661 416 
Other 008 579 

(Both factors had eigenvalues in excess of 1.0; 57 . 71; and 29.8):; 
of extracted variance accounted for by the two factors respectively) 

C •••• Analysis 3 - Factor Analysis of Cognitive ~es~.J_Res{onses t o 
Video-tapes; ETAI and _§_e~ of ?eacher. N=30) * 

Factor 1 Factor 11 Factor 111 Factor lV 

HFT 263 -167 -037 -599 
HPT 336 088 -085 -047 
IPI' 681 061 -060 -041 
GCT 749 100 -039 -174 
Pupils 686 -152 241 120 
Teacher 042 -177 875 -097 
Interaction 683 -268 064 053 
Other -004 947 -137 014 
Total Responses 717 389 573 -009 
MTAI 239 097 -099 -013 
Sex of Teacher 202 -157 -148 814 

(The first three factors all had eigenvalues in excess of 1.0, and 
accounted for 76.7% of extracted variance. Factor lV had an 
eigenvalue of .90744, and if included in the discussion would 
increase amount of variance extracted to 89.5%) 

*MTAI Total Scores used in this analysis 

When N=35; df = 33 p.05= r=.334; p=~o1 r=.430 
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The SPSS program 'FACTOR' (Burroughs B6700) was used to 

extract principal factors, which were then rotated to simple 

solution, utilising the Varimax procedure . These results need 

to be cautiously interpreted in the light of the relatively small 

number of teachers in the sample (note however , that the ratio 

of teachers to variables , is at the least, approximately 3:1, 

whereas, in the proposed R analysis of the lTTAI , the ratio 

would have been in the other direction- approximately 1:5) . 

The first analysis investigated the relationship among the 

cognitive tests only . This factor is dominated by the GCT and IPT. 

In this factor , which might best be described as a scanning-closure 

attentional style ; the focussing attentional style as epitomised 

by the HFT, plays little role. In fact, the marked independence of 

the HFT from all other measures on this factor is perhaps , 

indicative of differing levels of processing of sensory data . The 

Total Sample analysis may , however , mask sex-specific differences 

previously noted . 

The second analysis explored all t he 'attentional' measures 

employed in Phase One of the study. The underlying structure of 

these at t entional measures can be seen in t erms of two factors . 

Factor 1 is donina ted by t he scanning-closure variables, plus 

substantial loadings from tvro other variables- 'Interaction' and 

'Pupil' categories . This suggests that this factor may be measuring 

'an awareness of relationships' , which not only involves 

scanning behaviour , the searching for social cues, but also the 

dynamic 'creative ' act of forming a gestalt from these disparate 

cues, possibly with the focus on pupils . Again, the HFT tends to 

be somewhat idenpendent of this factor . Factor 11 has high loadings 

from video-tape category variables and low and non-significant 

loadings from the cognitive tests , suggesting that this factor 

measures teacher behaviour which is somewhat independent of the 

kind of behaviour measured by the cognitive tests . In other words , 

from the second analysis , two factors emerge, one concentrating 

on the cognitive tests, but with substantial 'penetrations' from 

two videotape response categories , and the second factor which 

loads only on the video-responses . The HFT does not load on either 

factor. 
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The third analysis shows a similar pattern to that obtained 

in the second analysis . The addition of three additional variables 

does , however , make for some modifications , which will be 

commented upon. The reduction of the number in the sample from 

35 to 3Q , , in the third analysis caused by the inclusion of the 

HTAI in the third analysis , is not thought to make any significant 

difference to the overall pattern of variable loadings . 

Fae tor 1 V is dominated by the relationship behreen the sex 

of the teacher and HFT scores . All this means , is that high scorers 

on the HFT tend to be male . This fact has been commented upon 

previously . 

The addition of the three new variables, separates out the 

variables which load significantly on Factor 11 in the second 

analysis . Factor 111 has two variables which load highly and 

significantly upon it . ' Teacher' category responses dominate this 

factor . The other variable to load highly on this factor, is 

'Total Responses' . Perhaps , all this indicates , is that the 

two variables correlate with each other . Teachers who allocated 

responses to t he ' Teacher' category may represent those who 

have:a different approach to teaching, from that implicit in 

Factors 1 and 11; certainly, this factor presents a view of 

teaching dominated by a concern for the teacher and his role. 

Factor 11, like Factor 111, is dominated by a single 

variable- the 'Other' category, suggesting an overiding concern 

for the physical and situational (context) aspects of teaching, 

whereas , Factor 1 appears to demonstrate an interest in the 

relational aspects of teaching, with high loadings from the 'Pupil'; 

'Interaction'; IPI' and GCT variables, in addition to 'Total Responses'. 

There are slight but positive loadings on Factor 1 from the MTAI ; 

HFT ; and sex variables, none of the latter, however are statistically 

significant . 

The I1TAI and the HFT failed to emerge in any of the 

interpretable factors as influential variables . 
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In summary, it appears that the GCT and IPT have strong links 

with each other, and that what is being measured by these two 

tests is relatively separate and distinct from that measured by the 

HFT. The GCT and IPI' tend to be positively related to responses 

from the video-tapes placed in 'Interaction' and 'Pupil' categories. 

These four variables load on Factor 1 (third analysis) and is 

suggestive of the fact , that this factor may be measuring t he 

attentional ability to categorise and respond to social interaction 

and relationships . It is interesting that despite t he two r adically 

different approaches to the construc t 'at tention' (the cognitive 

tests on the one hand; and on the other hand, responses to t he 

video-tapes) that strong communalities emerge . A further finding 

suggests that teachers ' responses to ' Teacher ' and 'Other ' 

categories tend to be independent of each other (Factors 111 and 

11 respectively) and independent of the factor stressing scanning­

closure-interaction and relationships . 

The search for differences between variables is facilitated 

by t he consideration of the 'extreme ' scores obtained through 

the I dichotomising ' of variables . The :t-!TAI was dichotomised 

utilising the Q- factor analysis which separated the teachers into 

two distinct groups on the basis of the patterns of their responses 

to the MTAI . These two Q- groups were found to be significantly 

diff erent in terms of their total scores on the 1-ITAI. The Q1 

group made significantly higher scores (total scores) on the HTAI 

than the Q2 group, suggesting that the Q1 group tends to have 

more positive att itudes to students than those in the Q2 group, 

(as measured by the MTAI ) . The Q-analysis presents an elegant 

and objective way of clustering together teachers who make 

similar responses to the MTAI . 

Scores made by teachers which fell within plus or minus of 

one-half a standard deviation of the mean for the total sample , 

were ignored for 'extreme analysis' purposes . Neither was an 

'extrme analysis' performed on the HPT and the IPT, as these 

have been sho~m to load significantly on the factor best 

represented by the GCT; and on which the HFT tends to load 

minimally ; thus , the extreme analysis will only concern the 

HF!' and GCT cognitive variables , as these appear to be relatively 
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The Q-ana lysis of the FTAI revealed two groups of teachers-

Q1 and Q2, who differed significantly in terms of their total scores 

made on the HTAI . 18 teachers loaded significantly on Q- factor l; 

whereas , 10 teachers loaded significantly on Q- factor 2 . In 

relation t o scores made on the cognitive tests, no data was 

available ( through attrition) for five teachers in Q1, and one 

teacher in Q2 . 

The analysis revealed no significant differences between 

the two Q- groups of teachers on the cognitive tests, nor on 

the biographical data obtained by the Teacher Questionnaire, 

except on the ' professionalism' scale . It appeared that Q1 

teachers tended to be more significantly involved in professional 

activities than Q2 teachers (plies between . 05 and .025-two tailed). 

Table 6:4 summarises this data . 2 x 2 tables were cons tructed 

and the Chi2 test or the Fisher Exact Probability Test was 

used to test for significant differences between the two Q-groups 

on the data for the various variables . Following Guilford (1956) 

no calculations of the x2 statistic were computed '\'Then expected 

frequencies in any cell were less than 2. The Yates correction was 

not used . 

Thirteen teachers in group Q1, and eight teachers in group 

Q2 completed questions 1 and 2 in the Test for Recall of 

Complex Stimuli . In response to question l ; Ql teachers made 

338 responses compared with the 226 responses made by the Q2 group 

teachers . There also appeared to be a statistically significant 

difference between the two Q- groups in terms of their patterns 

of responses to the question , over the four categories - Pupil ; 

Teacher; Interaction; and Other; as is evident from the table 

below (Table-6:5) . 
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Table 6 : 4_ 

Performance on Cognitive Tests; Biographical Information 
by Extreme Scores on the NTAI 

Cognitive Tests 

HFT Hi ghs 
Lows 

I:IP1' Hi ghs 
Lows 

IPT Highs 
Lows 

GCT Highs 
Lo,-rs 

Biographical Information 

Sex of the Teacher fua les 
Fer.ia.les 

Age of Teacher 30 and under 
31 and over 

Qualifications TTC only 
TTC plus 

NTAI Q-groups 

5 
5 

4 
4 

4 
5 

4 
3 

9 
9 

6 
12 

6 
12 

3 
2 

2 
4 

0 
4 

1 
4 

6 
4 

3 
7 

5 
5 

n/s* 

n/s* 

n/s* 

n/s ·x• 

n/s* 

n/s** 

n/s** 

Professionalism Scale 3 and less 
4 and above 

7 
11 

8 
2 X2 = 4 . 368 1df 

p- .05- .025 

Years of Teaching 15 and under 
16 and over 

Level at which taught 

11 
7 

Intermediate and Primary only 7 
Above~ secondary/primers 11 

Where Taught 
Present Province only 4 
other areas of NZ+ above 14 

5 
5 

7 
3 

5 
5 

*Fisher Exact Probability Test- Table I (Siegel , 1956) 

2 ** X Test for Two Independent Samples i ~f 

all tests- two tailed . 

n/s** 

n/s* 

n/s** 
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Table 6:5 

Allocation of Responses to Video-tape Categories- Question 1 TRCS 
by Extrell!e Scorers on the MTAI 

Pupils Teacher Interaction Other Total 
f ol e. f ~ f if f ~ f if 

.9.1 (N=l3) 111 32 . 8 72 21 . 3 79 23 . 4 76 22 . 5 338 100.0 

_sg (N= 8) 67 29 . 6 64 28 . 3 35 15 . 5 60 26 . 6 226 100 . 0 

2 
X = 8 . 2927; 3 df; plies between . 05 and . 02 

The pattern of responses for the Q1 group of teachers differs 

significantly from that of the Q2 group of teachers . There may be 

some doubt, howeve r, about the validity of such an interpretation, 

(Ker linger , 1973) . The Nann- ',lhi tney U-tes t ,ms computed for 

each category (Roscoe, 1975 ; Siegel, 1956 ), and there was a 

significant difference in the rankings of scores between the two 

Q- groups , only in terms of the 'interac t ion' category, (U = 26; 

z =1.925; p= . 027 ) . 'rhis suggests that high scorers on the IvlTAI 

(those in Q- group 1) are more likely to allocate responses to the 

interac tion category, than teachers in the Q2 group . 

The responses to quest ion 2 TRCS were weighted to take into 

account, notions of importance implicit in the question . Responses 

were allocated into categories, and the frequencies then multiplied 

by three if they were 'most important'; by two, if next in importance 

and by one, if t hird in importance . From the following table 

(Table 6:6) is is apparent that Q1 teachers allocated their 

priorities somewhat differently from Q2 teachers, but not 

significantly so . 

Table 6 :6 

Allocation of Responses to Video- tape Categories Question 2 TRCS 
by extreme scorers on the MTAI 

I'1TAI Q-Groups 
Q.1 (N=11) Q2 (N=:Z) 

Response Category f ~ f 2f 
Pupil Charac teristics 47 20 . 98 36 27 . 48 
Pupil Behaviour 19 8 . 48 11 8 . 40 
Teacher Characteristics 11 4. 91 3 2 . 29 
Teacher Behaviour 45 20 . 09 22 16 . 79 
Teaching Framework 25 11 . 16 16 12 . 21 
Situational Variables 22 9. 82 23 17 . 56 
Relational Variables 54 24 . 11 20 15 . 27 
Task Variables 1 . 05 

221; 100. 00 Q1 100 . 00 
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Cognitive Tests 

High scorers on the HFT did not differ significantly from 

low scorers on the test, in terms of the cognitive variables , or 

in terms of the biographical variables contained in the Teacher 

Questionnaire, except, as expected, in terms of the sex of the 

teacher. 10 of the 11 teachers in the 'high ' HFT group were male, 

whereas , only 4 out of the 11 in the HFT 'low' group were male 

(Fisher Exact Probability Test; Siegel, 1956; Table I p= .05 two 

tailed) . 

There uere only chance differences between the two groups 

of ' high ' and 'low' scorers on the HFT in terms of membership of 

NTAI Q- groups , and in the allocation of responses to the four 

categories i n question 1 TRCS, as the following table shows . 

Table 6:7 

Allocation of Rospol}Ses to categories in Question 1- TRCS by 
Extreme Scoring Groups on the Hidden Figures Test 

Pupils Teacher Interaction Other Total 
f 

t 
~ f ~ i 2 f 2 f E 

HF'J:' Hirh 
(N=ll 105 34 . 20 72 23 . 45 58 18 . 89 72 23 . 45 307 99 . 99 

HFT Low 
(N=ll) 77 27 . 40 76 27 .05 57 20 .28 71 25 . 27 281 100.0 

There did however , appear to be a significant difference in 

the priorities allocated to categories in response to question 2 

in the Test for Recall of Complex Stimuli, between the high scoring 

group on the HFT , and the low scoring group . High HFT teachers 

appeared less likely to make pupil responses a high priority _; 

high scorers on the HFT, were however, more likely to allocate 

priority to the 'Teaching Framework' category (a concern for the 

goals and objectives of teaching. A Chi2 Test was conducted on the 

data contained in Table 6:8 (x2 = 17.2469; 7df plies between 

.02 and . 01) with the largest contributors to the total Chi 2 

statistic coming from the 'pupils' characteristics' category, 

and from ' Teaching Framework' . Neither , however reached 

statistical significance when computing Mann-\fuitney U-Tests on 

the data . 



- 94 -

Table 6 :8 

Allocation of Responses to Video- tape Categories Question 2 TRCS 
by Extreme Scorers on the Hidden Figures Test 

Response Category 

Pupil Characteristics 
Pupil Behaviour 
Teacher Characteristics 
Teacher Behaviour 
Teaching Frame,·rnrk 
Situational Variables 
Relational Variables 
Task Variables 

HFT Extreme Groups 
High (N=lO) Low (IblO) 
1. ff 1. if 

39 18. 14 
17 7. 90 
12 5. 58 
29 13. 49 
50 23 . 26 
23 10 . 70 
45 20 . 93 

215 100 . 00 

52 27 . 37 
14 7 . 37 
12 6 . 32 
32 16 . 84 
20 10 . 53 
27 14 . 21 
32 16 . 84 

1 0 . 52 

190 100 . 00 

Teachers !'.laking extreme scores on the GCT did not differ 

in terms of their performance on the HFT and the HPi , but as 

would be expec ted, there was a significant relationship between 

the IPI' and the GC'.i:' . Twelve teachers were identi f ied as belonging 

to the Hi gh GCT G"roup , and twelve to the Low GC'r group . As ui th 

extreoe groups on the HFT , extreme g-roups on the GCT did not 

differ betueen each other in terms of the varfables in the 

Teacher -iUest ionnaire , or the two Q- G"roups of the ETAI . There 

were only cha.nee differences between the h10 extrene groups on the 

GCT in terms of the allocation of responses to both questions 

1 and 2 in the Test for Recall of Complex Stimuli . 

In sUIIJ.Dary , it can be stated that the 'extreme score 

analysis' did not really add much more than had already been 

gained by the correlational and factor analyses , particularly 

in terms of the extreme scorers analysis of the tuo cognitive tests . 

Q1 group teachers on the MTAI did differ from Q2 group teachers 

in terms of scores on the professionalism scale, and the allocation 

of responses to the 'Interaction ' category. High HFT scorers 

did appear to allocate priorites t o the various categories in 

question 2, differenlty from those teachers in the Low HPI' 

group. High HFT teachers tending to be more concerned with the 

objectives and the goals of teaching , and less interested in 

'Pupils' characteristics'. 
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The three video-tapes shovm to the teachers varied in content 

and as a result teachers' perceptions and hence priorities allocated 

to response categories tend to differ with the content of the 

presented video-tape, as Table 6:9 shows . 

Table 6:9 

Responses Allocated to Categories in Question 2 TRCS 
by the Video-tape Responded to - Percentages and Ranks 

Response Catecory Video-tape Presented 

2f 
j_ 

~ 
£ c6 2. 

Rank /.2.. Rank C. Rank 

Pupil Characteristics 29 . 6 1 5. 26 6 20 . 18 3 
Pupil Behaviour 9. 6 5 15 . 79 3. 5 4. 59 6 
Teacher Characteristics 4.0 7 3. 16 7 2. 75 7 
Teacher Behaviour 17 . 6 3 15 . 79 3.5 22.94 2 
'.i'eaching Fram0110rk 12.0 4 10 . 53 5 24.77 1 
Situational Variables 6. 4 6 28 . 42 1 6.42 5 
Relational Variables 20.0 2 21 .05 2 18.35 4 
Task Variables 0.8 8 8 8 

100.0 100.0 100.0 
1;/eighted toal number 
of Responses 125 95 109 

The rankint;s for tapes 1 and 3 shou a narked similarity 

(rho =.76; p = .05 two tailed) , whereas tape 2 diff ers from both 

1 and 3 in the rankings of the variables. Despite the rankings, 

the tapes presented to the teachers elicited differing patterns 

of responding, sugcestive perhaps of the task-specificity which 

may dominate at t entional processing. 

Phase One Results- Summary 

For the reference group of teachers (the total sample), it 

appeared that the GCT and IPI' were closely interhrined. The HFT 

appears to measure something quite distinct and separate from the 

GCT. In the factor analyses, it became obvious that the ~CT ; the 

IPI'; the 'Interaction' and 'Pupil' categories loaded highly , 

positively and significantly on Factor 1. Factor 11 had high 

loadings from the 'Other' category, and Factor 111, from the 

'Teacher' category, and total number of responses to video-tapes . 

In the extreme score analysis, Q1 teachers differed significantly 
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from Q2 teachers in terms of their scores on the professionalism 

scale, and in terms of the frequency of responses allocated to the 

'interaction ' category . The Q1 group in both cases, making higher 

scores . There were no other significant differences between the 

Q1 and Q2 teachers. There were no significant differences between 

high and low scorers on the GCT and HFT , apart from the relationship 

between the sex of the teacher and scores on the HFT , plus the 

'fact' that high scorers on the HFT were less likely to allocate 

priorities to the'pupil' category and more likely to allocate 

priority to the ' Teaching Framework' category, than low scorers 

on the HFT . The Biographical variables appeared to have little 

influence on any of the scores obtained on the cognitive and 

perceptual tasks . In most cases, males ap:ieared to 118.k:e the 

more extreme scores . 

Phase Two Results 

The first part of this chapter explored the relationship among 

a large nm1ber of variables . The second part of this chapter focusses 

on the eight teachers , included in the reference group, who were 

filmed in their mm schools taking social studies with their 

classes. Just under 1000 incidents were coded for the group of 

eight teachers (the target group) . Each incident was coded three 

times in terns of Target ; Function; and Action categories. 

The number of incidents per teacher varied great ly, (mean= 

124.875; s.d.= 39 . 574; range 197-69) and this was probably a 

function of the programme underway at the time of filming. Each 

teacher was filmed for about 21 minutes , and this suggests, an 

average of approximately 10 incidents per minute . 

The results in this part of the chapter will first of all 

concentrate on the group of teachers as a whole, and then shift in 

emphasis to the teachers as individuals. Table 6:10 sets out 

the frequencies of filmed behaviour noted in each category. In 

addition, the table shows, the frequencies as percentages of 

Total Frequencies for each teacher . 
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Table 6:10 

Filmed Teacher Behaviour : Frequencies and Percentages, by Category 

Teacher Target Function Action Total 
I G .£ C s A I D R s 

..1fil f 93 51 29 81 34 4 24 75 41 144 
of 64. 6 - 35 . 4 20. 1 56 . 3 23 . 6 2.8 16 .6 52 . 1 28.5 100 .0 ;o 

ill f 72 62 13 41 83 23 3 34 58 52 147 
o/~ 49 .0 42 . 2 8 . 8 27 . 9 56 . 5 15 . 6 2.0 23 .1 39 . 5 35 . 4 100.0 

ill f 26 11 32 29 32 8 17 25 15 12 69 
% 37 . 7 15 . 9 46 -4 42 .0 46 . 4 11 . 6 24 . 7 36 .2 21 . 7 17 . 4 100 .0 

.lli f 46 50 8 25 53 26 7 12 63 22 104 
cl 44.2 48 .1 7 . 7 24 .0 51 .0 25 . 0 6. 7 11.5 60 . 6 21.2 100.0 ;v 

ill f 43 19 27 35 29 25 8 16 30 35 89 
c·' 48 . 3 21 . 4 30 . 3 39.3 32 . 6 28 . 1 9.0 18.0 33.7 39 . 3 100.0 ;o 

ill f 82 10 27 19 67 33 9 12 67 31 119 
(".' 68 . 9 8. 4 22.7 16 .0 56 . 3 27 . 7 7. 6 10.1 56.3 26 .0 100.0 ;o 

ill f 103 79 15 53 71 73 6 36 no 45 197 
% 52 . 3 40 .1 7 . 6 26 . 9 36 .0 37 . 1 3.1 18.3 55 .8 22 .8 100.0 

160 f 75 55 10 106 14 9 18 61 42 130 
5; 57 . 7 - 42 . 3 7. 7 81.5 10 . 5 6. 9 13 . 9 46 . 9 32 . 3 100. 0 

Total 540 231 228 241 522 236 63 177 479 280 999 
c:' ;O 54 . 1 23 . 1 22 . 8 24. 1 52.3 23 . 6 6. 3 17.7 48 .0 28 .0 100 .0 

The Target category was divided into three sub-categories­

JndividnaJ; .G.m.up and .G.las..s , depending upon the target of the 

teacher's attention . The Function category was concerned with 

the raison d'etre of the incident ., and accordingly three 

sub- categories were developed- Cantre] subcategory attracted those 

incidents whose function was 'control' behaviour in some way . The 

final subcategory 'Association ' was concerned with the affective 

exchanges between teacher and pupil , whilst the second subcategory 

was concerned with 'subject- matter' . The Action category is 

mainly concerned with the teacher's action in the exchange or 

incident . The teacher may be 'initiating' a new sequence in the 

class programme ; or may be ' directing' a pupil in some way. The 

teacher could be ' responding' to a pupil , or ' saJiciting ' 

information from him . 
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Using the percentages shown in Table 6:10, the teachers 

were then ranked, and Spearman Rank Correlation Coefficients were 

computed for all possible sets of subcategories, as presented 

in Table 6:11 below . The correlations (Rhos) appear to be in 

the expected directions . For example, exchanges between the 

teacher and individual pupils, tend not to be 'controlling' 

incidents; similarly, teacher-class exchanges tend not to be 

'associational' in character, whereas 'controlling ' incidents 

tend to be ' directive' and not 'responsive' . Responses to 

individuals, appear to be negatively correlated with 'class' as 

a target; 'control' and 'directing' comments . 

Table 6 :11 

Zero-order Spearman Rank Correlation Coefficients for all Categories 

of Filmed Teacher Behaviour 

CategorJ'.: Target 

I G C 

Individual - -601 -408 
Group -720 
Class 

Control 
Subject 
Association 

Initiation 
Directing 
Responding 
Soliciting 

Note- decimals omitted 

Function 

C S A 

- 786 500 119 
506 -339 375 
024 190 - 690 

- - 667 143 
- - 667 

I 

Action 

D R s 

-333 -548 429 310 
-220 232 185 -149 

524 167 - 643 048 

262 810 -643 - 095 
-381 -333 167 214 
- 024 -167 405 024 

- -024 -357 -238 
- -762 -024 

- -310 

Critical Values Spearman Rank Correlation Coefficients N = 8 
p = . 10 rho= 643; p = . 05 rho= 738; p = . 02 rho= 833; p = .01 rho= 881 
(Roscoe , 1975; Table 13) 

Spearman Rank Correlation Coefficients were also computed 

for the eight teachers , between the categories of filmed 

behaviour , and their rankings on the two cognitive tests , HFT and 

GCT . Additionally , correlation coefficients were also computed 

between the filmed teacher categories and the response categories 

to the three video- tape extracts (question 1 TRCS) . These results 

are sho~m in Table 6 : 12 . Other variables explored in Phase One 

of the study were dichotomised where required , and Mann-Whitney 

were calculated between these variables and the rankings of all 



- 99 -

eight teachers on all perceptual tasks. Significant relationships 

are sho'l'm in the schematic diagram- Figure 6: 1. 

Table 6:12 

Zero-order Spearman Rank Correlation Coefficients between Filmed 
Teacher Behaviour Categories and Cognitive and Perceptual Tasks 

Variable 

HFT 
GCT 

Target 
1. G C - -

643 -720 476 
810 -446 -023 

Pupils 518 -506 363 
Teacher -054 -464 589 
Interaction 696 - 542 077 
Other -268 631 -589 

Q 

-476 
-940 

Function 
S A - -

714 -571 
714 -131 

-554 542 -327 
-173 196 -589 
-458 268 077 

232 -411 542 

Action 
I D R - -

- 381 000 -167 
-238 -797 679 

s 
310 
024 

006 - 482 411 -315 
161 042 -030 - 625 
077 -161 196 -161 

- 304 -030 161 435 

From the above table, it appears that the categories of 

Filmed Teacher Behaviou are 'independent' of most of the 

categories developed to cater for the responses to the three 

video-tape extracts . The only exception appears to be the 

'Interaction' category which correlates positively, and almost 

significantly (using the .05 criterion) with 'individual' targets . 

The GCT correlates highly with 'individual' targets (positively) 

and significantly, but negatively with the 'control' and 

'directing' categories . These findings seem to fit in with the 

earlier evidence which suggested that the GCT was concerned with 

scanning-closure awareness of social relations and interaction. 

The GCT also correlates highly bµt not significantly with the 

'responding' category, this may be a function of the correlation 

between the individual and responding categories . The GCT is also 

correlated highly, positively but not significantly with the 

'subject' category. The HFT also correlates with this category, 

and correlates almost significantly and negatively with the 'group' 

category . This latter finding may contradict Taylor (1976) finding 

which suggested that male teachers had a greater awareness of group 

structure, or it may in fact verify it, for the majority of teachers 

who were filmed were female! Mean rank for females = 3.8, :Males = 
5. 67 • Therefore, males were likely to work with groups in their 

classes, as far as this could be ascertained from the films of 

teacher behaviour . 
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Figure 6: 1 

Schematic Diagram showing significant rela tionships between 
major variables for the Eight Target Teachers 

Cognitive Variables 

HFT GCT 

Biographical and Filmed Teacher 
Attitudinal Behaviour 
Variables Categories 

· MTAI- 1 • 

I 
,.SEX 
I I 

' ' 

I ND IVIDUAL 

GROUP 

C SS ] 

CONTROL 

SUBJECT 
J ___ r_ --' T 

/ ---~ 
I 

1 QUALIFICATIONS / ~CIATION 

r 
I I 

I .. •• • 

!.PROFESSIOHALISH 

~E.ACHiiJG 
EXPERIEHCE 

LEVEL AT WHICH 
TAUGHT 

\ 
,--

\ 

I 
\ I 

I \ 

R INTER'N OTHER 
• - _, 

Responses to Videotapes 

Reference Group Correlations - · · - - ~ - .. - - · 
Spearman Rank Correlations; 0 . 70 and above 
Mann-\fuitney U-Test U's with p = . 07 and les~ 

These results are discussed fully in Chapter 7 

HT IATION 

IRECTION 

SOLICITING 

- --t 



- 101 -

The percentages in Table 6: 10 ;,rere transformed into 

'profiles' for each individual teacher, and it may be that the 

'profiles' give a much better impression of the similarites 

among the teachers than, for instance Table 6:10. (see Fig. 6:2) 

The ' Tnrcet ' category tends to give some idea of the 

structure the teacher placed on the interaction within the 

classroom, particularly in terms of the program.me provided. For 

example, teachers 103 and 160 did not provide group activities 

for their classes, and most of the teacher-pupil interaction was 

on a one-to-one basis , going around the class; or interaction was 

in terms of teacher t o class talk. Teacher 160 did , hO'\·rever , 

have his class physically broken up into groups , but these were 

not used for discussion or i nteraction purposes during the 

filming. 

The opposite was true for teachers 155;115 and 119, who 

not only had the class physically divided into groups , but a lso 

used the groups as vehicles for classroom activities. The teachers 

in these cases, particularly, 155 and 119, went and joined the 

groups from time t o time , to discuss the topic on hand, or became 

immersed in group activity. Teacher 115 used the 'withdrawal 

group' method, setting work for the rest of the class, whilst 

withdrawing a small group around him, for reading and discussion 

of various topics . 

The low number of total incidents for teachers 117 and 151, 

(when compared with the mean of 124. 875, for the eight teachers 

as a group) arose from different classroom techniques . Teacher 

151 had her pupils perform a number of role plays, which invited 

little teacher comment or interaction. This was followed later 

by teacher talk, which raised a n'wnber of rhetorical questions 

but provided little opportunity for teacher-pupil interaction. 

Teacher 117 devoted a considerable amount of time to 'teacher 

talk' , telling the children a series of facts about prison life; 

discussing poems, and telling a story. This was in marked 

contrast to teacher 155, who moved rapidly around her classroom 

from group to group , interacting with pupils practically 

unceasingly. 
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The Function category tended to produce similar profiles for 

all teachers. In terms of the 'subject' subcategory, teachers 

160,155 and 151 tend to deviate from the mean. The male teacher, 

160 had a very large number of incidents classified in this 

category ( over 811;) whereas the two female teachers, 151 and 155 

had 32.6~; and 36~& respectively. Teachers 117 and 151 tend to be 

high in 'controlling ' cormnents or exchanges with their pupils , 

whereas, 160 tended to be low. It should be noted that these 

scores are ipsative in nature, and hence a high ' score ' in one 

category , tends to depress the'scores 1 possible in other categories. 

In the Action category, 117 agains seems to deviate from the 

'normal' patterning of coded incidents, with over 6(f;j of the 

incidents in the 'Initiating ' and 'Directing ' subcategories , 

sugcestine a great deal of control of classroom interaction . 

Teacher 151 also appears to display a different profile , and the 

profile for teacher 115 ap1Jears to be nuch flatter than the othe r 

teachers . 

Figure 6: 2 sets out the profiles for the eight teachers , 

in terms of the I percentages ' from Table 6 : 10 and the 

percentages of scores in each of the video-tape categories, 

for both questions one and two. Biographical and other 

information are related to this particular figure on page 104. 

The final chapter discusses the results of the exploration , 

making particular reference to the results obtained in Phase Two 

of the study. 
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Figure 6:2 

Target Teacher Profile.§. 

Tea~ elr l!AI-Q e, E 

103 \; 2 A 

115 1 31 ~ ~ 5 

117 \/' 2 \ -31 ~ 
• 
2 ~ 5 ~ 

119 \ 2 

• 

151 ~ l 

155 '\1 

160 v l A -3,P 4~~ 
*actually Other , but placed in the 1 category for this analysis 
. because loads higher in Q1 than Q2 . 

See chapter seven for a fuller discussion of these categories 



CHAPTER 7 

DISCUSSION AND COHCLUSIONS 

This ex post facto investigation into teacher attentional 

behaviour was designed primarily to discover whether or not 

regularities appeared to exist among a number of pre-determined 

variables for the sample of teachers under study. It was argued 

that biographical characteristics and teacher attitudes would 

have a role to play in the determination of teacher attentional 

behaviour . Furthermore, it was argued that positive correlations 

would exist anong the various measures of attentional behaviour 

employed . This chapter discusses the major results of the study, 

and the implications of these results for further research into 

attention, in general, and teacher attentional behaviour, in 

particular. 

Teacher Attitudes 

It was succested that teacher attitudes to pupils as measured 

by the I-:innesota Teacher Attitude Inventory ought to be reflected 

in behaviour , including attentional behaviour . In this study, 

there were only chance associations between the I:TAI and the 

cognitive tests ; perceptual tasks and classroom attentional behaviour 

Tieasures cnployed in the research . It was found , hoHever, that 

NTAI Q1 teachers tended to make more responses which were allocated 

to the 'Interaction ' category in the Test for Recall of Complex 

Sti muli (question 1) . This finding , occurred only for the Reference 

Group of teachers , and the relationship between the l-E.'AI and the 

'Interaction ' category did not show through with the Target Group 

of teachers . 

Membership of Q-groups was not related to actual classroom 

attentional behaviour . Similarly , there were only chance relation­

ships between the MTAI Q- group · membership and biographical 

variables encompassed within the Teacher Questionnaire , except that 

Q1 - group teachers tended to be significantly more involved in 

professional activities than the Q2- group of teachers . This 

relationship , however , was not manifested with the Target Group 

of teachers . Yee (1968) has shown that age and years of teaching 
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profoundly affects attitudes of teachers to students, as measured 

by the }TAI, yet this was not apparent in this study. Lentz (1965) 

found that biographical inf ormation obtained from student teachers 

completing the HTAI (eg. age ; number of siblings; religious 

affiliation; education and vocations of parents; and so on.) 

did not appear to differentiate between upper and lower quartile 

scorers on the liTAI. A finding that is echoed by this study . 

The apparent association between the J:iTAI and ' professionalism' 

as measured by the professionalism scale, needs some comment . It 

may well be that this relationship found at the primary and inter­

mediate school levels, may not be re flected at the secondary , or 

even tertiar-J levels of education . This could be a function of 

the different kinds of tra ining that primary and secondary 

teachers undergo . It may be , that at the secondary level, that 

professionalism is more associated with mastery over 'subject 

matter' . In other Hords, ' professionalism' as a term, might 

mean different thincs to teachers at different levels within 

the teaching service . To suggest , therefore , that high scorers 

on the LTAI should score highly on the professionn.lism measures 

may be erroneous . 'i'he possibility of the genern.lisa tion of the 

relationship found i n this study between the ET.AI and ' profession­

alism, past this sna.11 sample of teachers may i·rell be hazardous . 

It could be hypothesised that primary teacher vrho make high s cores 

on the H'l'AI would tend to make high scores on the professionalism 

scale , 1·rhereas , professionalism in secondary school teachers 

would be related to low scores on the NTAI. 

The 'Interaction ' responses are those concerned with 

ostensible interaction and comments about the relationships of the 

actors on the video-tapes . The link between the Interaction 

category and the HTAI may only be a chance occurrence (McNemar, 

1964) . However , Nall (1971) has shown that HTAI scores tend to 

related to classroom climate, and it may be that the relationship 

between the MTAI and the 'Interaction' category may reflect this , 

particularly in view of the strong relationship between the GCT 

and the 'Interaction' category manifested in the factor-analysis . 

The assumption being that teachers who are aware and sensitive to 



- 107 -

to the interactions occurring within their classrooms are more 

likely to engender positive, harmonious and warm classroom climates. 

This needs further investigation, however . 

Few studies, if any, utilising the Q-fac t or analytic 

technique on the lrl'AI have be en reported in the literature • . It 

is a technique which could be used profitably if separation of 

teachers into ' discrete ' groups is required . What meaning can 

be attached to these groups or clusters of teachers, however , is 

open to debate . In this study, it was discovered that Q1 and Q2 

groups differed siBTiificantly in terms of their total scores on 

the NTAI. 1.foa t the Q- fa c t or technique does of course, is to bring 

teachers into groups, whose patterns of responses to the 150 items 

are similar. 'I'hc Q- factor technique can be used ,·rhere small samples 

of teachers are being tested. It saves considerable trouble and 

effort in devising factor scales which tend to emanate from the 

more traditional ' R' analyses . Recent studies by 1,lakefield (1975; 

1976 ) have used the 'scales' derived from the oriGinal Yee and 

Fruchter study (1971) . The applicability of these scales to New 

Zealand teachers has still, however , to be proved . 

Biographical Variables 

Sex 

Apart froCT the consistent relationship behrecn the sex of the 

teacher and scores on the Hi dden Figures Test, no other biographical 

variable had any impact on the two cognitive tests . Nale teachers, 

regardless of the mode of analysis made significantly higher 

scores on the HFT than female teachers , a finding consonant with 

the bulk of the research (eg . Witkin et al., 1962) . T•Iale teachers 

also tended to be more 'subject' orientated in their classroom 

attentional behaviour . The triangular relationship between the 

sex of the teacher; the HFT and ' subject ' is consonant with previous 

research- male teachers tend to be more 'analytic' (Witkin et al. , 

1962); analytic individuals tend to be more objective and more 

involved in ' subject matter ' (Klausmeier et al ., 1974); male 

teachers tend to be more concerned with academic achieveiµent 

(Taylor , 1976) . These inter-relationships need further investigation. 
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In the Phase 'ruo analysis , older teachers tended to make more 

responses that were 'teacher' orientated than did the younger 

teachers 0!:_31) • 'l'he younger teachers, on the other hand , were 

more prone to 'solicit' information from pupils in their 

classes . As there were no links between age , and 'soliciting', 

and the N'rAI , it would be difficult to suggest that 'soliciting' 

behaviour uas congruent with positive attitudes (democratic) to 

the children. 

Age and 'years of teaching experience' tend to be related 

(dichotomised as follows- under five years; five years and over), 

naturally enough . Yet , whilst teachers with less teaching 

experience tended to be more 'pupil' orientated , and more 

'responsive' to then , and less 'directive' than teachers who 

had been teaching for more than five years , there uere no links 

between the aGe of the teacher , and the three variables- 'pupil' 

' directing '; 'responding ' . This could be a function of the sr;iall 

number of teachers in the Tar6et group. The more probable 

explanation could ,·:ell be that the number of years in actual 

teaching, i s a • ore crucial determiner of teacher attentional 

behaviour than age by itself . Furthermore, the la.ck of any 

relationship behreen these variables and the I•iTAI indicates that 

these various categories of teaching behaviour should not be 

evaluated in terms of value judgements (eg. good, bad and so on}. 

Therefore , the fact that younger teachers tend to be more 

'responsive' to 'pupils' and less'directive' than teachers 

older in classroom experience, should not be interpreted as 

suggestive of better teacher-pupil relationships among the 

less experienced teachers than among the teachers with more 

service to their credit . 

It is interesting that whilst strong relationships exist 

(for the reference group, at least) between the 'pupil' and 

'interaction' categories , years of experience was not related to 

the 'interaction' category, although links do exist between years 

of experience and the 'pupil' category. 
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Level at which taught 

The two teachers who had had a wider teaching experience 

(that is, who had taught at other levels in the education 

service, in addition to the primary (excluding primers) and 

intermediate levels) tended to be more concerned with the 'class' 

as a whole, and less interested in passing the time of day in 

' associational' contacts with pupils . This is sugcestive, 

perhaps, of a • ore formal approach to the class and teaching . Yet , 

this was not manifested in Q-group membership , (low scorers on 

the NTAI tend to be more traditional (see Kerlinger 1967) in 

their approaches to students) . 'rhere was a high, but not signific­

ant relationship between 'class' and 'association' (rho= -.690) 

which is suggestive of a triangual relationship between these 

three variables ( level at which taught; class and association) 

i'lhich may benefit from further investigation. 

Qualifications 

'Teachers with qUc:..lifica tions in addition to the 'i'rained 

Teacher's Cert ificate were significantly less concerned with 

initiating teaching sequences in the classroom, t han teachers with 

the T.T.C •• l!o other variables correlated significantly with 

either the 'initiation' or ' qualification' categories . 

Professionalism Scale 

The relationship between this scale and the ETAI has been 

commented upon previously in this chapter. Eale teachers tend 

to be more involved in professional activities than female 

teachers. That this is so, is hardly surprising, particularly , in 

the primary service , where the bulk of the teachers are women , 

many of whom have returned to teaching after bringing up their 

families. The implications of this relationship, if generalisable 

to the primary teaching service as a whole , are serious, especially 

in the light of the growing and increasing rate of'feminisation' 

of the primary service (Archer, 1976). 

The picture emerging from the discussion suggests that the 

biographical variables tend to be relatively independent of each 

other, and yet many of the variables, individually, correlate 
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significantly with classroom attentional behaviour categories, and 

with response categories to the video-tape extracts. The seeming 

relative independence of the two cognitive tests from these 

biographical variables (apart from the sex of the teacher and 

the HFT) suggest the possibility of the development of some kind 

of regression model which may be useful in the prediction of 

attentional behaviour. Ideally, the predictor variables should 

predict the criterion behaviour reasonably well , yet inter­

correlations betuecn the predictor variables should be low. This 

could well be the next step in any further research in this area . 

It appears that biographical variables, therefore , have 

some role to play in attentional performance, particularly in 

the classroom. It was not possible with the present data to 

discover whether or not the sex of the teacher played a role in 

the distribution of attention between boys and girls . This kind 

of study would need repeated observations of the teacher in 

action, in his 01m classroom, over a period of time . 

Cognitive Tests 

The oarked independence of the HFT and the GCT have been 

commented upon previously . The relationship between these two 

tests will be explored later in this section. 

HFT 

The HFT correlates significantly with the sex of the teacher 

and with the 'subject ' category. Furthermore , the HFT also 

correlated highly , negatively, but not significantly with the 

' group ' category. This may be a stylistic tendency, and may 

affect classroom organisation rather than interpersonal relation­

ships with students. This possible relationship would need to be 

'tested' empirically. 

The GCT seemed to play a more significant part in actual 

teacher attentional behaviour in the classroom, and correlated 

significantly with major categories of attentional variables . 

In addition, the GCT correlated positively and significantly 
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with the ' pupil ' category (for both reference and target groups) . 

In the factor analyses , the GCT appeared to give ' meaning' to 

each of the Factor l's. In the third analysis, the GCT, 

together with the 'interaction' and ' pupil' variables, loaded very 

highly, pos i tively and significantly with Factor 1 . 

The GCT , whilst it correlated significantly uith one of 

the subcategories, in each of the major categories of classroom 

attentional behaviour, and with 'pupil' and 'interaction' 

categories , in the video-tape analysis , it did not correlate 

with any of the attitudinal or biographical variables . Its very 

independence from these latter variables may make it more useful 

in any test battery , than perhaps the HFT . 

High scorers on the GCT appear to be concerned the ' pupils ' 

as 'individuals ' and not so much concerned ..rith 'controlling ' and 

'directing' them. High scorers also appear to be sensitive to 

~1nteraction ' within the classroom. 

The HFT and the GCT have been previously linked with the 

two levels of at t entional processing. The HE~ appears to be 

linked in the research with stimulus-set materials, and with 

the 'filter' mechanism in the Broadbent model . In other words , 

individuals high in analytical ability are those who effectively 

use the filtering mechanism to filter out unwanted, distracting 

incoming sensory data , hence enabling the~ to focus and concentrate 

upon detail . It could be argued that the failure of the HFT to 

correlate meaningfully with the perceptual tasks and did not 

emerge in the classroom attentional behaviour, was because the 

perceptual tasks were essentially 'response-set' material, and 

classroom behaviour of teachers tends to be 'reactive '. It 

could well be then that the tasks presented to teachers in this 

study did not allow for stimulus set processing. 

The GCT tends towards the Leibnitzian pole , and is essentially 

concerned with the 'creative ' closure aspects of attentional 

processing- the bringing together , and making sense out of a 

disparate field . It has also been suggested that the GCT 
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measures deeper attentional processing after filtering has 

occurred . Certainly, the data in this study supports the notion 

of the GCT being concerned with 'relational' aspects of attention ; , 

in this study , the data is suggestive only of a link between 

the HFT and the 'objective' (as opposed to relational) and 

academic achievement . 

For nany years , Witkin and his associates have argued for 

a bi- polar continuum of analtycal ability, as measured by a 

series of tasks, including embedded figures type tests . High 

scorers on these tests are regarded as being high in analytical 

ability, and being 'field independent' , whereas low scorers on 

these tasks are regarded as being ' field dependent' . FD persons 

tend to be warn , interested in relational aspects of life, 

whereas the FI individuals are those interested in detail ; the 

'objective ' and so on . 

The data fron this study , ho.-rever , indicates that maybe a 

better 'measure' of the FD person may be obtained by utilising 

the GCT , and t::.1at rather than being considered as being bi- polar 

as Witkin , and his associates sugcest , that FI and FD may in 

fact be orthogonal to each other . The absence of analytical 

ability (as inc.icated by low scores on the HFT or EFl') does 

not surely mean that such individuals are ' raore relational ' 

than those who make high scores on such tests! 

In fact , it may be that both attentional modes , as measured 

by the HFT and GCT , are required in everday living , and that 

the concentration on only one of the skills (analytical) ignores 

the other very important , perhaps more so , relational and deeper 

processing skills . Research has indicated that the HFT analytical 

ability is stable over time , and that even at a very early age , 

relational skills appear to be related to low HFT scores . The 

stability of the GCT scores is not known , and it could be that 

research into this particular test may be invaluable . 

If, in fact, the GCT measures deeper level cognitive 

processing , then it could be argued that speed of processing 
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should be linked with intelligence . It seems that there are two 

ways of using this par ticular test . If attentional processing 

is being measured , then the concern is not so much with how 

quickly the individual arrives at the correct percept, but that 

he makes any percept at all ! As was mentioned previously, it 

appear ed that subjects could make sense out of the disparate blots 

or they could not . Dut the test was scored f or accuracy of percept 

no t that they made their ovm sense out of the percept ! Further 

investigations into this area may be fruitful. The test could be 

made so s peeded thnt in fact , coping with the test becomes a 

function of intelligence , rather than perhaps at t entional processing 

ability. 

The very real possibility that the HFT and the GCT are 

orthogonal to each other raises a nUI!lber of implications . ovThat f or 

instance, are the characteristics of those individuals l,ho score 

highly on both modes , and how are they different from those who 

score lowly on both modes-

Figure 7 :1 

Proposed i.odel of Attentional Style 

(1) 
High 
HFT (2) 

High GCT---------+-------~o~w~G~C::.:::.T 

(3) (4) 
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Similarly, it is interesting to speculate on the characteristics of 

t hose who score highly on one mode, and low on the other . 

Four sets of r el at ionships are possible ( theoretically) in this 

model (see Fi g . 7:1) . Presumably cells two and three will t end to 

r esemble 1.l i tkin 1 s bi- polar continuum. 'i'hos e in cell 1 would t end t o 

be efficient i n both the foc uss ing skills , and the crca t ive s kills. 

Such peopl e ~ic:;ht ucll be employed as archi tccts, or i n mana ,::;e::;ont 

where broad integtat ive and f ocussing skills are r equired . 'i'hesc 

people would tend t o be f lexible and have the ability to s hift f rom 

one mode t o another, r el atively quickly . ~hose occupying cell 4 

would tend to be at the mercy of their environment , having low 

focussing ability and low ability to integrate everyday event s into 

any meaningful ·whole . Another interpretation of cel l 4 could be 

that thes e pe ople tend to make decisions on r el at ively lit t le 

proc essed inforr:iat ion. This kind of inves t i gat ion is a possibility 

f or the future, par ticul arly , in the ligh t of the develo pment of 

Ni deffer 1 s 'rest for Attent ion_l and Inter personal style (Ni deffer , 

1976 ) . 

Implicat ions f or Attent iona~Res earch 

'l'he r e arc a number of implications f or research into attention; 

cognitive style ; and teachi ne behaviour, s ome of 1;hich have been 

tentatively explored . 

Some of the implications of the f i ndings of this s tudy , however , 

tentative they may be , for the study of attention i nclude the use 

of the HFT and GCT (jointly) as measures of levels of attentional 

processing , and 1at tentional skill 1
; the refinement of the Test for 

Recall of Complex Stimuli as a means of measuring complex attentional 

behaviour; the need to develop more adequate indices of attentional 

behaviour, particularly , where 1 in situ 1 research is being considered . 

The very orthogonality of the HFT and GCT may be suggestive of 

differing levels of att entional processing. From a theoretical 
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point of view, the links between these two levels need further 

exploration and elaboration . To what extent, for example, does 

learning affect these levels of processing? Darhan and Boersma 

(1 975 ) suggest that teachers may be 'conditioned' to respond to 

certain classes of stimuli, within the classroom and ignore 

others . Pr esumably this kind of learning affects the filtering 

through to further processing of some stimuli and not others . 

In other words , what kind of stimuli are allowed to decay in 

short-term-menory? This process could well be examined through 

the use of a test similar, if not identical wi th the Test for 

Re call of Complex Stimuli used in this study . A further area of 

research is the relationship bebreen attitudes , "Which are learned 

predispositions to respond to certain stimuli and not t o others , 

and the filtering process . Are attitudes more likely to affect 

pre- filtering processes, or post- filtering , more deeper levels 

of attentional proces s ing? A further area of research is the 

relationship betueen personality variables and the cognitive 

processes of attention . ifakefield (1975; 1976) is maki ng 

tentative explorations in this area . His work may be important 

in further understanding how certain stir.:rnli are selected 

to pass throuch tho filter , and which are allouod to decay in 

the short- term- lll,.Jmory store . 

It is also argued , that simplistic attentional tasks may 

be of very little help in understanding the complex area of 

attention. The Test for the Recall of Complex Stimuli , or i ts 

deri va ti ve may be helpful. In this study , no attempt was made t o 

assess the veri dicality of teacher perceptions. It may be that 

with suitable extracts of selected film , that not only may norms 

be developed , and more objective scoring methods evolved , 

but also it may enable investigation of attentional behaviour in 

'social' as opposed to 'non-social' situations. 

There is still a great need for the development of adequate 

indices of attentional behaviour. This study has shown that the 

'construct' is multi-dimensional , and that simplistic approaches 

to it, are somewhat unrealistic. This suggests the possibility of 

some kind of r egression model, perhaps , which would encompass a 
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number of disparate variables, provided of course, that the 

criterion behaviour has been identified. This criterion, as far as 

teachers are concerned, could well be the 'verbal ' behaviour of 

teachers. 

Implications for Teaching 

Originally, it was suggested that attitudes and biographical 

characteristics of t eachers may play a part in the structuring 

of their attentional behaviours . The HTAI, on the data presented 

appears to play little if any active role in structuring teacher 

attentional behaviour of any kind . The biographical variables 

appeared to play a role in actual classroom behaviours but not 

in terms of pcrfomance on the coe;nitive tests or the perceptual 

tasks . Teachers in this study tended to be ' reactive ' in the main 

to classroom events . 'I'here is also a strong sugcestion that 

the GCT may be related to an awareness of relationships within 

the classroom. I t may be that if this finding is substantiated in 

other studies , t hat selection of teachers for par t icular tasks 

'di thin the teac hing service may be assisted by the use of this 

test . 'l'he L'.i.'AI should not be used for this purpose . 

It appears that the ordering of the presage variables in 

the Dunkin and Biddle (1974) maybe somewhat astray . Teacher 

'properties' did not have salience in this study ac factors 

af fecting teacher attentional behaviour , whereas actual length 

of teaching experience appeared to play a sienificant role in the 

structuring of attention . 'i'his raises questions about the timing 

and length of 'practicum' in teacher training programmes , and 

indirectly the efficacy of such educational and professional 

training. 

This study did not investigate the properties of the teacher 

that had salience for the pupil, so the suggestions about the 

biographical characteristics of the teacher structuring attention 

must be treated cautiously because attention in terms of its 

operational definition used in this study, is essentially a two 

way process. Part of the structuring, if not the major part, 

of teacher attention was a function. ·.of pupil behaviour. 
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This exploratory study undertook to investigate teacher attentional 

behaviour ut ilising a number of approa ches to the construct t hat were 

either theoretically or methodologically, not logically , however, 

i ndependent of each other (ie . paper and pencil coenitive tests ; 

perceptual taslcs ; and actual measures of teacher attentiona l behaviour). 

That substantial correlations emerged in the analyses of the data , 

give testimony to the multi- dimensionality of the construct ' attention '. 

'l'he relative ' fai lure' of the perceptual tasks to correlate sieni f icantly 

with actual teacher 'in situ' attentional behaviour could be because 

of the memory conponent in the perceptual tasks . Similarly , the 

inability of the IIFT t o correlate significantly with the other 

attentional tasks could be a function of the ' material-set' (ie , t.:rnks 

beine; of essentio.lly r esponse-set material and not stimulus- set 

material) . This latter contention sug,:;ests that naybc much of the 

high correlations obtained in the research behreen embedded type tasks 

and ' acadenic ' tasks may have an in-built success fact or , both , 

may in fact be measuring stimulus- set material ! Similarly , the 

high correlations obta i ned in this study between the GC'i: and various 

' attentional ' tasks could. "be a function of the fac t that both are 

measuring respons e- set material . This sugc;ests furthermore , the 

need for sonc kind of attentional- task- analysis . The lack of any 

substantial rcla t ionship beh,een attitudes as measured by the h'i1AI , 

and various attentional tasks , v1hilst opening up areas of future 

research , is pcrha1)s not surprisine; . '1
1he re are indirect links 

evident in this study between the attitudinal and perceptual measur es . 

As was mentioned earlier i n the study, it may be fruitful to investigate 

the events and incidents in the classroom that teachers do not attend 

to , or in some cases , consciously ignore . This approach may assist 

in the further clarif ication of the 'attentional' construct . The 

suggestion by Hidef fer (1976) that individuals attend to internal 

stimuli (thoughts and feelings) as well as external stimuli, may 

need to be taken int o account in any fur ther attempts to measure 

teacher attentional behaviour. 

The time , however , may not yet be ripe for the development of 

theories of attention to complex stimuli, yet the importance of 

understandinguhat teachers attend to , in classroom situations ; what 

social workers and others attend to in group treatment situations; 

or others (management; unions) who need to understand complex social 

interactions , may in fact , accelerate research into this important topic . 
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APPENDIX 1 

Instruments 

1 •• Teacher Questionnaire Green printed booklet 

2 •• Gestalt Completion Test Part 2 

3 .. Hidden Patterns Test Part 2 

4 •• r-Iinnesota 'l'eacher Attitude Inventory 

5 •• Answer Sheet for 1,1TAI (printed green sheet) 

6 •• Hidden Figures Test 

7 •• Hidden Patterns Test Part 1 

8 •• Gestalt Conpletion Test Part 1 

9 .. Identical Pictures Test Part 1 

10 •• Test for Recall of Complex Stimuli 

(10 pages) 

(3 pages) 

(3 pages) 

(5 pages) 

(1 page) 

(3 pages) 

(3 pages) 

(3 pages) 

(3 pages) 

(7 pages) 

printed alternatively on yellow and i·rhi te paper 

Order of Presentation 

2,3 completed at school 

1 ,4-5 , co:oplctcd at home or at school 

6 ,7,8 , 9 ,10 conpleted approximately 6 months after co:opletion 

parts 1- 5. 
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1 

Teacher - Pupil Interaction Project 

Teacher Quest+onnaire 

L3S Code number ••••••••• 

Instructions 

Most questions can be answered by placing a CROSS ( X) in the 
approp~iate box given opposite a question. For example, if you are 
female, you would answer the first question as follows-

1 •• !l. Sex is •• Yale 

Female x 
Some questions ask for an opinion- if the alternatives given do not 
exactly respond to your position, circle, the number of the answer 
which is closest to your opinion. 

There is spaoe between the questions- use this to elaborate your answers, 
if you would like to do this. Furthermore, if the questions do not really 
allow you to say what you really think, please make a statement in your 
own words. Please be completely frank and honest in answerin,; questions, 
which will treated in complete conf i dence. 

1 ••• 

My sex i s ••• Yale , _____________ _ 
Female 

j _____ ...,: ______ .__ ___ ___. 

2 ••• . 

Ml age last birthday was •• Under 21 

21 - 30 
·-

31 .. 40 
. 

41 - 50 I 
I 

51 - 60 
·-

61 and over 
--



2 

0 - # • • • • • • • • • • • 

3 ••• 

I trained as a Prima!':[ Teacher at 
r-

... . .. . ~· ·· •·•• •! e achers• College .... ! North Shore ii 
i ------+-----! Auck l and 

• If Other, please give details 

.....---------------·-·"-..... 

Ac·dmore 

Ha mil t ori 

I
, l 

__ P_a_i_~-:-~·-~-t-o_n ___ .,.______ . j 

i.-- Wel l i ng ton --·-l···-··-- - ! 

Chris tc hurc h [---------!_ 
Dunedin 

>---- ---,.-f ------~1· 
--~-0=-~~~----' .. --------i--------

1 Not Formally ! !, 

I Trained I 1 
L----

. . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . ~ . . . . ~ . . . . . . . ~ ~ . . . . . . . . . . . . . . . . . . . 

4 ••• 

The trainin& I received as a 

teacher lasted for ••• 

+ If Other, please give details 

----~--·---
---r------------... 
l i ------1 

I ____ J 
. I 

3 Years I 
..-------r-t--------! 
L~~r y;~!;._ ---- · --------1 
I Not Applicable 

1 Year 

2 Years 

... ~-~-----·-·---- -•-· ·•-· · -·· . - - -·- -- -- ~-----·----· -
I + OtheI• 
j 

.L•---------·.-.:..--- --

• • • • • • • • • • • • • • • • • • • • • • • • • • • • • - • w * - - • • • • • • ~ - • • • • • • • • • ~ • • • • • • • • • • • • • • • 

-------------------------·-----------



.. ft ••• ,, • • 1' J '# • ~ 

I have been a tea~)~r for •• 

Do not include years of' 'training, but do lnclude all teaching 
service whet.her or not that was continuous or broken, regard.less 
of whether such service was in Primary, Intermediate, iecondary 
Schools, i n the aeI"irices or at the Tertiary level .. 

-----·----~---·--~------------------------------
6. - .. r--·---- ···------

I consider myaelf -~-£:::.• .. t 
Pakeha ! 

I ·•-·--'-•·· ···- -·· ........... ····-·- -·----·-···l - .-.. -·····-- . 
j Maort ! 
r--· ·---····--····•·-··. ---····-··---•··· .. I· , . .• .. • ... ., . --·-· .• 

( Both abov-e but ,:1,· 

l mai.nJ.y Pakeha 
i------ ··-- - --· ··-··· ··· - ·-·---·-···· ·-r----···-· ...... .. . --
1 Be- th e.bov :::l but, I 
1 rna inly Maori i .... - ··-. ·-----·- ·-· ·--. -. . -----·• ---+ ··-- -·- ..... -......... . 

Polynes tan l 
other than Maori I 

- . ·••· ··---· ··•-·•-··-.. -·- -· ····· •·•·- - ..... ··-····- J .. - -·· - ···--· - •· -
-tOthe1"' 

..-~-···--- ...... ,..... .... _ ... _ --~---··-- -
•-If Other :please give details 

------------·-------·------------------- ______ ,, __ _ 
7 ••• 

In addition to (or instea of) my 
·teacher's certH"ica te, I have the 
following qualif'ieattons . •.•..••• 

• • • • • • • • • ~ r • • a ~ • • • • • • • $ • • • # ~ • 6 • • • 4 ~ • • • • • • - 4 9 a • • ~ ~ • ~ • • • • • • ~ • • • u • • • • • 

• • 4 ~ • • • f • • O • • • • ~ • • • • ~ • • * • • • ~ e • • • - • • • * ~ • • • M • • • • • ¥ • • • • • ~ • • a ~ • • « M • • • ft # • 

~ • • • • • • t • • • • - • • • a • • ~ • • • a • • • • • • • • • « c ~ r ~ • ~ • • ~ ~ • • d ~ • • • • ~ t ~ ~ ~ • • # • # • - • ~ • 4 

Please include partial qualifications eg units or papers t owe.rds a 
degree, or professional qualificat ion. Inc lude other kinds o~ training 
if aw , eg nurs ing, pol ice, social work, secretarial e tc . 



8 ••• 

I obtained the ~bove 

... . 0 • • .. • • • 

gualif1cat1o~ •. I Prior to entering · 
I Teaching ,---·-· ·- ·-- ·-·-·------ .... ' .,_, ~-·-· ... -- -··· . , __ ... .- -----·--·-----

.Aft el" entering 
teach1.ng 1 

·-- '-· ·-·- . • .... .. -· ......... . ... ---- ._I, --•-··-··-· -· . 

Prior t .o a :rrl after f 
e nter ing teaching l -·•···--· -------··-·~ ... ,..~ --·-··--·· ........... ··- ---... --.. t----·--· -· -

, 1 am still I 
1 etuc'ying I 1 r-.. -·- ~-·--···· -·----·---··- ------·-----· . 
I Not Applica.ble I 
L _. -- ·--··•·. ·•·•··-···· ·- .... ·-·----··· ···---l--·---· -- -· 

-------------------------- ----------- ···------
0 _,. . ,,. . 

·r·------····-···•·•--·---·-- . r ' 
1·· 

In only 1 
School 

In ·two 
l schoola 
1--------- --· ·-· ····- ........... -............ ·-- •· ..... ., -·--··-··· .. . 
I In three 
! schools 
l----------·---··---····-·-- -----+----

I n mo:r•e than 
th.ree schools 

01.1ts ide of 

1 
fiawlrns Bay 

~~:::•~mGtt ----·-· ----·-· 
ts;; Pr;;e-;;--- -- ·-··--- ·· 
i At the secondary 
1 level 
1--, .. ·-----···"··-·-·---------···-··-- --·-·- .. 
l At the Tertia~y 
i lev_e_l _______ _,_ _ 

__ t!Joo _______ , ________ _.__. ________ _ 

10 . .. 

Would you pleaae list any experienc es 
h ich you believe have markedly a:f'fected 

you in your personal development and in 
your development as a teacher. 
Ex amples could be t r avel -overseas, ar service, work exper i ences 
prior t o entry into teachi ng etc .. 

•••• • • •• ••• s•• • .. • • • •••• · •••• ' •" ~• • •••• • •• .. ••• .. •••• • .. ••••• • •• •• • • • • •• • • ••• "' '' 

J.-1&. ...... .. .. ... ..... . ... . . lf .fll ·~· .. · · .. ···-"'····· · ··· .. . ,..,~ ~ .. . , ...... .. ... ... .... . 



5 

••••• ff ... ,. '# " .. " 

11 .... 

I hold a poai tion of reaponei'bili tl 1n this ,--··------·~ 
school, -which is recognir:rn(l for ---~-ala~'µrpos~a .. ·l Yes 

i Nb 

Don't J 
__ K_n_ow ___ ... _____ ,_ · 

--------------- ------- -
12 ••• 

I hold t ,110 a tch 
positions 

-- ---·- ·-·--+-·---

I hold more than two 
s.u.clLp-oai t:lona 

- -----.--- - ---
I hol d no Buch 
position.a 

.,__ ______________ ;....... _________ . 

·--------•------•--w----f'J--•------• ---•---··--•--• 
l. 3 • • ~ 

!1£~1 Boxes which ~ y to J..2..1!• ., 

I am a member of a t,eacher pl"vfessional gr•oup, eg NZEI 1 PPTA 

I am a believer in IN-service training 

I try and keep up with professional reading 

I have atte nded an in-ser-vic e •~ourse in the last t.wo years 

I eubsc1•ibe to profes s ional educ a t1o nal ( e t-c) journals, 
other than Education, the Oazette. ~r journal of your 
profes sional as ociation. 

I attend meetings of my profees1ons.1 body regularly 

I hold an executive pos ition in my profaaaional body 

I have held such positions i n the pas t 

I have presented pa.pera, publi s hed artic l ,ea on ecluca t ional 
matters, .(eg.,to ·,.1n. .. s,s~vio.:a·:, ·ebura'e'$', -~ .. t.J -~'" .Am uaed as a 
resource person :tor courses etc. ) 

[ -- ------- --] 
·-·-.. ---··-··· - ... ' 

L-=~=~---1 
r=:= --·-.. ·-· . ]_ 
l --··] 
i- ----- - -
c _____ =1 

I- ------] 
--~-- .._ 

r ------~1 
r----··1 
L--------•· 

r--·-----J 



• • • _, • I • • _, • • If' -11 

14 •• Some commentators have made the following statements about t8!,chi-n& 
If' you at£_2~~ with the statement please c1rcl1¾• If -:rou • 
:1ree1' £!.~J please .:.~lLl -f you are neutral, ri" 'circle !!_ 
:1..1. you ~~~~~ with the etateroen·t, e.nd gircle,.,.2, if you stro:ngly 
~~ 1 tl1 the s ta. t€:m e.nt,, .. 

A ••• School tea.ehers shr-uld be requ11,ed to w<JI•k 
a 40 hour vtGek., at school.,. 

B ••• Teaching is an ee.sy job -~ it, h:1 money f"or , 
jam .. 

C ••• All teachers should lHl requil~ed to ,vork 
in industry, comme:i.,.ce,_ 1:)tc..,, prio:r· to 
·the:tr entering teaching . 

n .... Ths work etre.ins in tenching a ra 1.10 srea t.e~ 
or lei::-u3e:r•, t.hnn the wm·K e.tr•a.ins in other 
oecupa tions .. 

E ••• •reachers should be able to transfe:' f.r·om 
one a.r-ea of teaching to another without 
penalty. 

F • ., ,.Pr•imipa.le should only hold the tr position 
for a. maximum of ten ye~ rs~ 

G .. o ,.Child1~en ehould not be compelled. to o on to 
Secondat~Y School, :i.f' they ( or p~1rentr"' j do 
not w'lsh it •. 

l 

l 

l 

1 

1 

1 

EL,. .. All children ohould. at 1.-Ja.e t complete their 
Form 2 year, before 1'Jt~in,g a l.lowed to lea·tr} 
School . 1 

I ••• Truancy should "be a nlf.d~te1 f '<ff' tr.e Cotu"tB 
if it pe1etsta. 1 

J ••• IntGrmediate Schooling ie a miatake,pupils 
should instead go to Form l - 7 schools l 

K • ., .Intermediate Schools should not have been 
created- Primary Sehoole should not have 
been de-capita ted.. l 

L.,. ,.Inspectors should act in an advi'ecry rol~ 1 
only. 

H ..... Intermediata 8cb.oola should have their o n 
f'ull-tirae counsellor/soc 1:a.l worker/viai ting 1 
teacher. 

N • •• Intermediate Schools are a a;o d id.ee. and 
t,hPc,,. r.tl-."n, A -,. • .,,. .,........._..,.,..~ ,o,A -«..., .. ,,.-mMl"\AO!~S 

o ••• Teachere should be entitled to sabbat ical 
leave ( on f'ull pay) after say 10 years 
teaching. 

P •• • In-service ·tre.ini~ eouraea sho11la. be held 
only dur1n1 the school holidays 

l 

l 

2 

2 

2 

2 

2 

2 

2 

2 

2 

2 

2 

. 2 

2 

2 

3 

3 

3 

3 

3 

3 

3 

3 

3 

3 

3 

3 

. 3 

3 

3 

3 

4 

4 

4 

4 

4 

4 

4 

4 

4 

4 

5 

5 

5 

5 

5 

5 

5 

5 

5 

5 

5 
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... .,, ..... ~ .. ~ .. 

Juat ae dootora and other p1"'ofeaalona.la,, whilst still giving theil'" 
patients or clients ay:m.pathetic and pro:feesiona.l ca.re and treatment, 
inevitably f'ind aome more con.genial than othe~a, so. do teachers 
1 ne•11itably :find. some of the lr· pupils mo1\e congenial than .,there.. 

If' you could keep three students in your claas for another year, ::l'."or 
the sheer joy of having them, w1'1".'>m would. you pick? (Ple-aue print) 

l st m10 1 C 0 e .. ~ 0, • • • • . J • " t, • • ~ 1' II .. • p It • .. • • • ~ .. ,, 
___ ,...;....;.._..... 

I )' ,please indicate your room nuu(ber •• ., •• ,, 

If' a parent 'il!'e-r•e to drop in to see you un-nnnounced for a dia<'.:us ~:ilon 
of' thetr c hild, wW.ch t.hre~ ertwlents would you least be prepared to 
tall< about? 

li. ~ Name of' child l~et:r. t preps.rad to cliacuss. e •• .•••• • ••••• . ••••••••• # .... .. 

2,.~Name of next child least prepa:rt~d -to 1Ll scusa ••.. ••. .. . ••..•.• •. , ..••• 

3 •• Name of nex.t c:hild leaet prepared to discuss •... . . , .. . ..... , .•.. . .. ••• 

·--- , ________ _ -~---- -------~----------·· ------ ., ·-
!f' you co·uld. devote e.1}. ;y-our f.1tt.enthn1 1;o f;h-r>~H:) chi ld:~en :J.n your 
cl.,.se who coneern ycnl the most, 'J;'J".!Om woul d. you ptck'? 

1 ... F.tlme of' child -most co ne t.n•:necl ab:>trt .. ,.. • . ' . , , . , .. . . . . • . . ...... . . II '1 # Ii 

2., ~ Name of child next !li0!'3 ·t 1~on1:ern,ed a.bout ... . , •J ., 0 ,> ... ? , • o· • :t ' • . .. , . . . . . 
3 •• Name of child next nios t conce"l'.'ned a.bout ..••• ' .. . ~ . , . • • • • • • • • • + . . . 

---_,,..._.,,~ .. ;; ,, _________ _....._._..,...~----··-· __ , --·----·-· ,.._,. ___ _ 
If yollfclasa were to be red.u.cerl 1:ry three children; whom would you be 
most relieved to aoe removed? 

1 ... Name o:r child you wou.ld be most retlisitad t<> see removed. ... ~ •••• ••• ,. •• • • • 

2 •• Name of child you would next most like to see remov~d ••••.•.• . , , .. .. .. .,, 

3., • Name of child you would next m.os t 1 :1ke to aee removed. , • •• ~ . •...•• •• • " , 

--------------·--------- _.,... __ , __ 



6 

7 

6 

8 

• • • • • • • • • • • - • • 

Name one student in ar~v other clasa, you would like to have 
in your clasa """or the hee1.· joy of it . 

Na me ••••. ; ..... .,,. ... • • ~ • • • ••••• ., • Class Room :rfo. ~ •• _ • , ••. ,, ...... , ••• 

Jiame one student in any other cl.a.sag you would be unprepared 
to discuss with their pa.tent i f t '-ey happened to pop-'.:'.' in, and 
You ere in charge o-f that cle.ss in. the teache 's absence . 

Name • ., • ~ •• iJ ..... ., ~ ¢ • ~ .,. • ., ~ • " ,. ..... C ass Room rlo ..... ,. .. . . .. ......... "' ..... . 

Name one stu1ient 1n any other class, whom you are most 
conce·rned about, a.net to whom you. would, devote all your 
attention,, if you could. 

Ifame • •• - ... '! w •• \W fJ -- • ., eo • d -Ill •••••. ~ CJ... as e Room No •• ., ,!J .............. " .. . 

Name one student in any other class, you would most lea.at 
li1{e in your clas~ • 

Name ~ ••••••• ,. . . .... . . .. ....... Glass Room -rro ... .. . . • • • p ~ ~ • • • • • • ~ 

______________ _..__...., _________ n•-•---

lf y ou are selected, would y,,u. be prepa1"ed to hnve video-tape 
came"'aEJ i n your "'l1:11.7JS t•oom to reco1•d teacher-pupil interaction. 

I would ·be prepared to ·be video-taped 

I wou.ld pref'e1• not to ·be video--taped R l-----1 
-----------

Thank you for participation in t h is pro1ect to date .. Would you ple se 
complete the Minnesota Teacher At,ti tude Inventory as qui.ckly as possibl e . 
The answer sheet is attached. Please read the directions carefully, nd 
when yo thinlt ou have understood them proceed as quickly as posgible 
through the invent.ory. 

Thanks also to Prineipala for their support, to Arthur Blac}Cean<l 
to the Department of Education for their permission to nter schools . 
Those contributi~ to the research will oe proviaed with a oopy ot 
the results. 



Name: ;r.g L 
------- - · ·----------·-------------

GESTAL'I' COMPLETIOiJ rcE:ST Cs-1 

This j_s a test of y:m:r- ald2- :i ty to :p sr ceivco ci '.-i:,ole picture even 
though ~-t. is not Cl)nrpJetely dra1-rn. ·Yon are to 1.~8e ycur :imagination 
t o f ill in the reis s i1g parts. 

Loo1t: at each j aconlJ:•lete 1·i c-t.1.:r'.:' a nd try to see .,;hut i t is. ~r'I tr~ 
on the J~::.n.e benec1 .. tb :;_t a -~·iO~tJ oy· ~l .r: ew ~,.., ::.1:c~ls tell:i r;.~g wl:a.t the )_Jj_ c.ture 
is. You nee,t not rlescrib'-.' it ~:i detail.: Just r,nmE::! ti:e p:~ct'..H"c or it.:; 
important pa~·ts . 

--7 
1.,:;L - I 

I - -..-

~ \ I 
I 

I 
I 

___ ., 

A --------- -----------.. 

r-~--
1 .. ,, ,..,A 

~, 
~ 

I '"--------------' 
B _ _ _ , ___________________ _ 

Picture A is a CLe.1-!, .!:Lrid. pid.,ure B ~-d a he11aner beHd. . 

Your scu;·e on thi:; test ,,,il 1 be U .e m.x.nt.Je r of pi·:.t,l.lTf:'S jdentified 
con·t=1 ctly. EveE if ye,.) are r.ot sur~c 
wj_ll te to yc,,;_r adv-2mtage t0 gueEs. 
sacrificing acc 1 racy . 

of !tie correCct i d.ent:ificat ·~on, .:.. t 
Work as rapi,'il.:{ as ':J'O" can ,d.t.hout 

You wiJ.1 
F..ach :pa.rt has 
and 3 ) , STOP , 
to clG so . 

huve 5 m:Ll n.1~~E. for euch of the two p0,rtG of this t est . 
two page,3 . Wht,n ;\'OU have 1::inisbed Part J ( page s 2 
Please de - not go on t o Part 2 unt.:.l you are asked 

DO NOT T!.JHN 'THIS PAGE u1iTIL t\..SKED 'I'O DO SO. 

Copyrtght ~) 1962 by Educ:e.tion, \.l Te sting S,~rvice. All rights reserved. 



Page 4 

Part 2 (3 minutes) 

--- ---
--------·---

-5 .. _____ ~---·---

r 
I 

L ___ ·---
12 ------·-·-------

r--·-- ----~·. ___ __ ,, ___ ____ 

I 
I 

r -, 
/.) 

;t, 

. l.----·- ---·----

LL .... - ---.. ·-·--~-----, --·---
l 

✓-

l6 -----------
GO ON TO THE NEX'l1 PAGE • 



Page 5 

P<":i. ".'·t 2 ( con't,i nu.e2J. 

--· -----·~ ... ------, 
\ I -----, 

I 

I 
• -

------------·· ----
I 
! ~---------- __.,q •;r 

I 
·-' 

17 ---• ; . -------~- l3_, _, _ ·---·-----·---· 

I ----7 
I 

r------·---.. _ ..., ___ , 
i 

I 

< 

l 
;) .. 

-~-- --_J _____ _J 
19 _______ _ 20 _ ___ _ 

DO NO'T GO BACK 'JO PART l l\.?m 

.L,0 NOT GO ON rro M'Y 01'HER TES'r UNTIL ASKED 'J~O DO SO. 

STOP. 



-:.77 
~ /"' 

{ ) 

Cf' .• ;? 

Huw qui.ckly .:!an you reeQg,.1i.ze a fi gu.r-P- t h1:1.t J..s hi<;Lden an10ng other · 
lines? 'l'his test c ontains r.1tmy rowe of -pi;i.t ti:~n-:;e. Iu each pattern you 
.a.re to look for the xnodel . shown be101,;: 

r-· 
1, / ., 

'l'he mod.e:J. must al,myB be in 'Lhis pos:1t:i.on., not o.o its nld.e or up­
side down. 

In the next ro ... ·.• when the mo1le1 ap":iea.:i;sj i t i s sbown by heavy 
lines: 

=1(J ~ ~ "l/" [J ..... -"- 7~ 
' ½ .. ->-~ /J, I . . / "' '"· . 

1£.. .. 
( } (X) { > ( '} {X) { ) { ) 

Youi· t.3.sl< wilt be to _place e,n X i.n the spt-.ce l1elow ea.eh pa-<-;tern 
tn 1,Jhicb the mcxli:"11 .S.Fpears . Now~ t.r y tJ:rts r i:iw: 

2 . ,, 4. (;. '7 8. 9. _,. ., ' I • 10. 

II1 ~ [17 
i'~~r;-, r\ .. L)J rf] A * ~~ 
I ,, "- ; r -'° . 
V- ' . ., -1 -·---~ ,~~ ~ IL.~':J 'J / \.J f"-, /. L "/i L.J.~ )'.' 
'---....!,.'. .J ""' ., 

) ( ) { 1 { i I ~ 
j' i 

Y...-1u shc1.U.CL h_!.tve 1na.rl;;:ed. p,:.1ttt~:rnli 1;1 3, it-, t3 , 
t!ot1te.in the model. 

{ ) t ; { ) \ 

"r·, 
..t..u., bece.:use they 

Your sec e on this ~;eE·r. ,.;-11.1 ue tb ,~ :'.'!ut:nber rr:arkcd. correctly rninU,S the 
number i:r.a.rkcd :Lncc,rrectl_y . Work as qui .(: k l.y as yn'J eri.n -,,,i thoiit sacrificing 
accurr:;.cy. 

You will ha:v "' 2 minutes fol' e~.ch cf the ti,JO par .s of this test. 
Each pa.rt has two pages7-Wben yon ha.ve f"ini shed. Pa.rt l> STOP. Please 
do not go on to Ru-t 2 u.ntiJ. you ar·1 asked t,::, ,10 so. 

DO NOl' '.i:JRN' TI!IS PAGE UN'l'1L ASKED 'I'O DO SO • 

Co:pyri.g)rt 19f,2 'by Erlucationa.l Testtng Service 
Jhlapted. f rom D~igr~_ by L , L . Thur st one 

t } \ 
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DIRECTIONS 

This inventory consists of 150 statiern~utis deS1igned to sample ,;.pmiom; 

about teacher -pupil relations. '!'here is .:onsi,icri\h.h1 dhiag·tcement as to what 

these relations should he; therefote, thti:e are nc dght or wrong· ana\vers. 

What i!S .wanted is your own ind1virh1al fedit-1g .!.bout the s.tat,emcn~s, Read 

each !.>tatement and decide how YOU foe! aoout it. Ther.. mark your answer 

on th::!: space provided oh the answet r,;.ht.'!U. Do not mab: any marks on 

thii; booklet. 

If i 't k -I ., ... ,, you strong y agree, t> ac 'en space \41h.tr ::i t~ ......... . .... ... .. ... ........ .... . ... ... .... . 

If you agree, blacken space under ,. A'· .......... ............... ...... ...... .. ... . ... .. .. . .. I 

Jf you ar-:: undedded or uncertain, blal kc:n space und<~r " U'' ... . .. ..... ..... .... .. ... ... I 
If you disagree, biarken spa( t.: under ·· D" . .. ...... .... .. . .. . .. . .. .. ... . .. .... ..... .. .. .. . .... ... . i: 

I 
\J 

I 
S t'. A IJ 0 S"> 

If you strongly disagree, bl acken space unaer ··sD" I 
; ---------~-·/. 

Pri,ned in ti.s_-\ .. 

Think in terms cf t:hl:' general situation rather tha.!'1 i;pecific ones. 'fhere 
is no time ]imit, but wo.k a · rnpidlr a.s you can. PLEASE RESPOND 
TO EVERY ITEM. 

The inventory wncainod in this b<)c>klc: ha, be n d,~igned for use with answer forms 
published or author. izt:d l:,y The Psyi.:hologic.aJ Corpor.ition. lf other answer forms ne used, 
The PGychologicaJ Cmporacion ralc~; oo responsibility for th<: me.1.ni1.1gfulne · of scores. 
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S.A-Strnngly agree 
A----Agree 

li---U J11:lccidlod 
or 1rnre rta i n 

D-~-Disagree. 
SD--- Sttongiy disilgree. 

··----------------------11---------------·-...--""--• --·--· ..,.q;.....-

31. Some children ask too many questions. 

a2. A pupil should not be rcq11in,d to ttand .,_,,,hen 
reciting. 

:~a. Th~ teacher should not be e,q:11?cted to m1ti-. 

age r.1. child if the latter's parnnts ur:!l utmbk 
to do so. 

3-4. A teacher should never acknr;w!tclge his ig­
norance o! a topic in t he presenci: of h~ pupila. 

~5. Discipline in the mod,em Ji.choo) is not ~ $ strkt 
as it should be. 

P6. Most p-upils lack productivf.l irn~gination. 

137. St andards of work should vary witl1 the pupil. 

38. The majority of childr,m tske their resr•cnsi­
bilities seriously. 

30. To maintain good discipline in the classroom 
a teacher needs to be. ''hartl-boiled; ' 

4-0. Success is mor<J: motivuting than. faihm: , 

41 . Imagins.tive tales demand the sam,.: r,unish­
ment H lying. 

42. Every pupil in th~ sixth grade shr:iuld h~.<ri: 
sixth grade reading ability. 

13. A good motivating dt!vke is the critical com­
parison of a pupil's work wit that of o th.<2r 
pupil111. 

!14. I t is bctte!' for a child to be bashful th!ln to be 
"bc>y or girl crazy." 

45. Course grades should never be lowe:red 8S 
punishment. 

46. More "·olct fashioned ·,whipp5nga0 are rit1edetl 
today. 

4'1. The d::i.ld must four: that "teacher knows best." 

t8 . Increas~d freedom in the 1.:la1nm::om craates 
confosion. 

40. I\ t<:'.acher shouki not bl.l! r; ~pected to br. SJfl'n· 
pf.:thetic tov.-ard trum ti. 

50. T.e,1chers should ic·xercfoe more authority nver 
thd:· pupili, t 1,,11 tm:y do. 

51. D {:,r;ipline prc;blems ttre the teachH's gteatc!. t 
·w,;i:ry. 

t>2. The fow adi.iev,;:::- pn:,ba bl7 is n.ot working hard 
enoqrh nnd :i.pplying h irnselL 

53. There is too much t!t:"lphasi3 1m grading. 

54,. Most chUdren fack common c,:•urtesy toward 
a,(~Uli!l . 

So. Aggi:!:-esive children arc the grc,.,.tei;t prohiems. 

:::G. 1\t tir e:; it is 11,;,;e:-sz,y that the whol"' d1:1sU1 
~1-1ff~r when. the te~1cher is unabll) to identify 
the cu!p::it · 

51 . Many t1.iach,1r~ ~r~ no t se-vere enough in their 
dn,dfogs vl'ith ptipifa. 

t:8. Children " :1hould h~ \Hlen and not heard." 

59. A teacher s H),.lld alw;iya have at lt:ast a fow 
fai.lm:e~. 

60. lt is easi~r to et~:rrect discipline problems tha.o 
it is to pr,ev(lnt th-etn. • 

'"'O ON TO 1'H EX1' PAGE 



SA---Strongiy ,Lgree 
A--Ag·ret:: 

u,---U ndecided 
or ;xn ce rtaln 

D-Di1,agrce 
S [1---·Si.rongJ y <lis;,gret: ---- ------•1<•- ·--•••-----,.--""'"'"'-...,,.._,._,,... _______ ,_.,. __ '° _____ I _______ ....,.,.. __ 

E:P Children are usuaUy too aocl;;ible in the clats• 
room. 

Most pupils 
their own. 

63. Too m uch ncnl!em,e goes cm m many d.ass­
rooms the~e d, ys. 

85. Childr~n are too carnfr,~e, 

68. Pupils who fail to pre:pare th('tr ]eas<•n~; daily 
should he kept ;:ifte, school to mah ~hrs ptep­
a.ration .. 

07. Pupils ,w!w ~.re foreign;rs itsu.e.l1y ni.r,ke the 
teacr;er s task more unp11::af.;tt.t. 

68. Mo~t children w ould like to ,H~ good English. 

68. Assigning ;;dditiomtl u ,b<iol wor:k t!i. ofte-n an. 
effer.tivo mea.r15 o[ punishmE! nL 

70. Disbonl!!sty as found in cl;r,tting is probaHy 
cne of the most ,M:rknrn of moral offonsce .. 

71. Children shouid be a!Jow .. d tr.,:);:e i::~~ed r.n rn 
their execution f learning a-c,tivtti•.:r,. 

72, Pupils must 1'71tn to reep~t teacher~ if for no 
oth.:!r reasr,n tnan tba~ ti:.ey are tieac.1€r1S. 

'!3. ChildrE'n n~ed not alw~ys un<ler.-tar d th• rea­
sons for social comh.1•i(. 

74. Pupils usu~!iy are not qualified to 1elect their­
own topics for themes a ld ·eports. 

15. N o child should rebel against autho -ity. 

7®. Tlrnni im too ml.lch len.i.cucy today iu the h~nrJ.., 
ling; of chi ldr-?n. 

1'!. Diffinil!: disdpkiary pMbI•e-rnr:i arc seldom thr 
fault .-:,f the 1.<i;ar.:h<r. 

78. ·rhe whims ,!·1:..a 1mpu11<me de~;ires of chiidnm 
an: 'Jsuat!y worthy 0£ uttentio __ 

7!1. Ch;kJre::J \i~1,1:1!1y !rnv~ t~ hard tim~ fo!fowin~: 
ir::~f:'nt~!tlorls. 

SO. Children n.:-,w:1d:,ys a~e 3llowed ti,o much free-­
don, in. :,.d-wol. 

81. AH chi idreu sb.:n,ld start to te.i.d by the age 
pf :iltWen. 

62, Univern,1!. rm:m,otion o[ plxpiis lowcn; achi~w,­
~;1en f: :,tanct:nd.,,, 

fH. A l1:-acbJ.?r ~l! u1d tiot t,J lcr.:.te use f s!a111;; 
e.x1,t·i,&id.ons b y his pui:, ils. 

f!l i;, T bit> d.1.i:d who mi:J;eh~._vcs ;;hould be rn.;it1e hi 
tee] gnil!.y .-ind asha.rnied of h-:msclf. 

t~ H a child .v~at::, to speak <:1r to teav., his s~.at 
durin~; the dc1s::: pc-riod, he sbould always get 
pennission from th:? teacher. 

87. Pupi s should not respect teachers any morr· 
than any other adults. 

85. Thf',:)wing of chalk ,Hld e1·aser:s ihould alw::iys 
d•imand severe punishment. 

89. Teac h€ni who :are ffke bf'st probabl y have a 
bdter under~tanding of th,~ir pupils, 

90. Moi;t pttpi!s y to make things easier !or the 
reacher. 

GO ON TO THE NEXT .PAGE 



SA--Strongl_r ag ree 
A---Agrce 

U--C nder.ide•! 
or un cc;rta in 

D--Disagree 
SD----Strong!y disag-ree 

·---·- - - ·-·-----·----·.--.-~---... ------.. -----~-----
91. Most tenchers do not give suffiden.t u.plina­

tion in their teaching. 

&2. Ther~ are too many ac1:ivit2m1 llicking in Ei1:,,d­
emic respectabili.ty th.,t are bdng Jutn r-du.,;.ed 
into the cur.rkulum of 1;he modern tclwcl. 

83. ChHdren should be give-n more freedom i:n the 
dassroom tha:o. they usually get. 

84. Most pupils ~re uune:cessariiy thoughdesr. rel-• 
ative to the teacher's wishes. 

95. Child:re:r, should not expect talkinr, privi!ege-s 
when .adults wish to spe,,k. 

03. Pupils Rre usually i.low to "catch on." to new 
:material. 

97. Teachei"s are respnnsible for knowing the 
home conditions of every one of t heir. pupils. 

98. :Pupili; can be very boring at thi:1 s. 

00. Children have no busineaa asking que:&tlonlll 
about aex. 

100. Children rnu&t be told ~'l.~actty wbat to d1.1 2nd 
how to do i t. 

101. Most pupilt! are considerat-e of their tcachtlrn. 

102. Whispering should not be tolernt~d. 

103. Shy pupil& especially should be r~uired to 
stand when reciting. 

104. Teachen should consitfor problems o! con­
duct more nrioualy than they do. 

10!5. A teacher should never leave the. c1AJJg to its 
own management. 

100. A teachl:lr should not be ,e,xpectcd to do more 
wo:rk than he is p,,id for, 

107. Th~rn iG nothing tha t can. be mm"I! i:rdtating 
than some pupi.L;;. 

10~. ''Lack of. ::-ipplication" is ptobably on.e of tht? 
most frequen t causes for failure . 

109. Young people nowa<lay·s a:re too frivolouf,. 

110. Ai; a rnle teachers are too len ient with their 
pupil'>. 

1 1. Slow pupils certainly try one's patience, 

112. Oratdinf; is of value bec;;iuse of the «:.ompetition 
i~Jement. 

11 3. P u pils like: to annoy the teacher. 

Uti. C!aa.-room rul (!S and rtJguiation~ must he con­
sidered lnvi<)lable. 

116. Motit pu_, lls h;1ve too easy a time o{ it and. d .. , 
not learn t.o do real work, 

117. Children P.tre so lih.ahle that their ihortcam• 
ings cP.n usually be overlooked. 

118. A pupil found writing obscer1c notere should 
b~ severely punished. 

H O. A teacher seldom finds children r e lly enjfq• 
able. 

12 . There i& usually one best way to do school 
work which nll pupil$ should follow. 

GO ON TO THE NEX'l' PAGE 



SA---Stwngly agree 
1\---Agre~· 

Ll--l.1 rid re i<lc ,i 
0r uncertain 

D --- -Disagree 
.SD---•Strongiy di~ag-r,~t: ·----,.,----------~-_,-,_-· __ .,. __________ ...,...,. ___ , ___ .. ______ ,. __ _ 

l.21. It ;~m't practicable1 tc base school w,c,rk \tp.on 
chiidren's intl:lr·~mts. 

lil:2. It. is ttiffkult to underst<md why· smn~ chii­
dr..e:1 want to come to sd,o,)l !lo ~ady i:-i th:j;< 
morrting bdoni opening ti.me, 

123. Child::-en th:·,!t cannot meet the s1.:houl Btat"\d­
ards 1r;hm1!d he dropped. 

124. ChHdnm are wmally r:oo inqu(i;[tive. 

12.fj, It is ::;on:rntim"?S t\re~:fl:f:l~ary to break pro:mts.ea 
madv to d,iltlte,1. 

126. C'.hiltlren today are gtven too much Ir""l!!dcar .. 

127. One ;ifhou.H be ablt t<l get ttlong with a!rt10:st 
nny child. 

l2S. Childr~m 3 r!'.l not r.mtt\l'i'-l: imough tP. make tJl'~.it 
ow'T.~ dei;i3iom~. 

1'.JZ9. A child who hite:,. his nni!s noeda io be shm:MJ. 

130. Ch11dr,.;n wm think for th emn~lves H permi,­
t.ed. 

131. ~fhere is no ~xcuse for tlw e,:trernt aamsitivit:y· 
of some children. 

132. Children j llSt cannot be trusted. 

1.>3. Children should be given 1'easous for the t·e­
stric;tioni. pla-cL-d upon them. 

134. M o:i;t pupils are- o.ot intereotted in learning. 

13ft. It i:i: usuatly the uninteresting and diflicl1l ~ 
subjects that wiH do the • upi:l the most good. 

136. A pupil should always be fully a.v.•fare c,f whae 
i'' t~,rp'1:',~t:e1J, of Mm .. 

187. :.rne:c ii. t{lo J::lllch int~n.n~gling o-I th~ se~{e.!\ 
m e1ttrn -u1rnculnr. sct w1tH . .,s. 

l.SS. The child who 5•1~tt.ers should. b~ giv{';n th~ 
opportun·ty to t·ecite oftener. 

139. The teacher should di&reg.;mJ the con::.pfainr.s 
of tho1.; child •,s;rho ,:onst.antly· talks a!l)inH hu.111g­
inary illne!ts::-s . 

140, Tc:;;.ch<l!ra pr,')bably over-emphasize the; s~r­
iommeH.s of ism::h pupil behavior as the ,m-iting 
of obscene not-!.'$. 

141. TeHd:iers sh,::.u1d not expect pupils to Hk-r 
th1:m.. 

142. ChilJren act more ci:vm~ed than de m,my 
aduH~. 

14!i, Ag:gr,e:&sive iebild.r~n require the rtJQi;t att~1l­
r.km. 

144. Teachers -:.;m t:e :n the wrong !!!.s welt. ,:.l! 
pupilr.. 

145. Yo~.mg pe-.lple today nte ju:at ~a r,ood as thcnt~ 
of the past ;1,merntfon. 

14€. Keeping discipline is not th~ 1noblem tbnt 
n-mny teachers claim it to be. 

147. A pupil has the right to disagree openly with 
his teach-em. 

148. Mos pttpil miahel avior is done to annoy th~ 
eacher. 

49. Om, should not expet;t pupils to enjoy :.ehoot 

150. In pupil appraisa effort: should not be dit,­
tinguished from scholarship. 
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Na.me: -------·----------·---------·-·---------
HIDDEN FIGURES TES'T - Cf - 1 

This h; a teBt of your ability to tell which or,e of fiYe simple. f igurcs 
cn.n 1)e found in e, rnore complex pattern . At the top of each page in th:i.s tes,; 
are five simpl.e figure:=, lettered AJ B) CJ D, and E . Beneath each r ow cf 
fj_gures is a pe.ge of patternf.:: . Each pattc!rn has a row of letters ·r;eneat.h it, 
Indicate you:c answer by putting an X throl.ii_sh the letter of ·the f .i.gure whic:h 
you find in tht; pattern. 

NCfl'E : There iB onJ.y c,n,~ of th,~s e. f'ig1.1res h1 eac:h patt-2rn , and i..'h :l. s 
figure w:i.J.l always be r:Lg:n.t s:Ld.~ up and (:•Xa.ctJy the same size ns one (.Yt ' the 
f:ive J.ettered figures,-

Now t ry these 2 examples . 

A B C 

I 

A B C D E 

11 

,, 
r1. B 

D 

C 

E 

D E 

TThe f':Lg1 . ..t1·es lY: l ~Y,,,r ~;~'LO\Y t.C'i{ the f :i~~'1J.Cf:~ ~~ :Lt (. j_ t~ Cl 4..l~.: eJ in ·Lftt:.: pi-·o hlc1:12 • 
F'igure A :cs i.n tbe f''i.r s t. ~,r o1ilc,rn a.nd fi gur e D j !'1 t he s ,~co;·;·; . 

I n 

X B C D E A B C )( E 

Your s core on th:Ls test will be t :ie n ur.1ber marked corr':?Ct.iy minus a 
fraction of the n'JJ!Jber marked. incor:rec t1y . Ths refore , .it wil: ll Ot be to 
your a.d.vantage to guess unles s you arc able t,.J ,:.;J. i ml na.te one or more of' the 
answer choices a.s ,v.rong . 

You will h1:1.ve 10 m.inuLes for es.eh of t he tw'o r;arts of this test . 
Each part bas 2 pages . When you have fintshcd. Part 1_. S'l'OP . Please 
do not go on to Part 2 unt:i.J. you are asked to d.o so. 

1)( Na:I' TURN 'IHIS P1\GE owrIL ASI\."ED TO DO so . 
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Nwr..e: 

RIDDEN PATTJERl'iIS ~!:Es.r ·- Cf' ·-2 

How qui.ckly can you recogn:Lze a .figu.rf! ·that is hid.den among other 
lines? Tb.is test contains many ~·owe c•f' patterns. In each JJB,ttern you 
tn·e t.o look for the mod,e.l. ::ihmm belo,,.,: 

r-· 

/,\ 
'.['he .model must Eu:;rn.y~; be in th:i.e- poi>:l:d on. ,, uot on its aJ.de or up­

side down. 

In the next :r(;w _. wren t:he ;nod:;::J. ar1:iee.rs , it is Bhrnm ·by heo.vy 
lines: 

-·7 1 
~ ~-, ."-'/ r-n ,~---

ZL; --~----· -V, ~ ! ~ ~ "'\J 
-

/' f'\ !£:.~ / " .7L --~ '"·--1 ' 
{ i (X) I } ( ) {X) { \ ( ) 'i , 

Your ti1.sl w!.11 be t0 phi.ce e..n X 1.ri the sp&.ee be.low eaeh pat.tern 
in \.lhicb the moiel ap-petJ. : t;. Now~ t. r j' t.i:d s .r;Jw: 

2 . _) , lf , .., ., ·. (). 7 . f3 Cl ,, . r, /! ~w [Il 
·----·7'.· - . 

f\TJ r1 f71 
~'::. - 1 

I ~., 4 
: 

lL'J~ i 
~----~J r-_r-··1 /~i I " ,'l ~~. - ,_\l 1/ '-.J / \· . L' I ~ r .J L...:, . .. J !,.._,_ - / ' 

I \ { ) t ) ( j ' ' { } ( ) \ ' : ( } 

You .shculd have rnark.12d patt,~n .w J , 3,, ii-_, B, Hild 10., because they 
contain the model. 

Your score en this 7,e:.:t v,j_ 11 lJe t.l:H~ nLl.riiber rr:tir.ked. correctly mJnus t he 
number marked :Lncc,rrectl..Y. ~Jork e.s qnt.c:k.ly a3 y,:,,J can. .ii thou.t sacrificing 
accui:-acy . 

You wLLl hav " 2 minutes .for e~'teh of the two :parts of this test. 
Each part has two pages. When yon h a.ve f'i~1j_Bhed. :Part 1, S-TOP. Please 
do not go on to Part 2 1.mtD. ?0U are t.sked t o do so . 

DO N'Ol' 'lruRN' TIUS PAGE UN'l1IL ASKF.:D '1'0 IX) SO • 

Copyri.ght 156~~ 'by Edueational TeHt:!.ng Siervice 
Adapted f:co:u. Design~. by L . L. 'I:11urstone 
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Name: - -------- --- - - ··------------~-----

GES'T:AL'.f C0MPLEI'ION '1:F::3T 

This is a t et,t of y.)1.n· ab:: .. lity to pe:rcei.ve a wr1ole p~ctur-e ~v-en 
though jt is not conrpletely drmrn. You are t o 1.,se · our trnag ination 
to f ill in the mi ss ing parts . 

Look at each j ncompl2te picture and try t.o see ,,:he.t J.t i~:;. WLLte 
on the l:ne benea.tb :L~ a ·i-ror·;:l o.r E!. few words ti:;1.L:ir;.g ,ihat the picture 
is. You n2ed not d.escribCc, it~:·; d.etai.1,: just nr:,me the pictc.n·e or its 
Lrnp c,rtJ.nt parts . 

'.I'ry the sa.'Up1e ]>i.i::t~l!'CS be .lo,;. , ~ --1 
\ 

' I - I - .... I 
~ 

.. 

\ i 

t 
I ·--- J 

A---·-----·--·- ·· 

Y01.:.r scnre on tbi:; tes t w-iJ 1 ·oe 
correctl~,i-. :E·veri if :yci.:t D .. 1·e r..ot i::;urE~ 
w:;_ 11. l:-e to ycur advantage tc- ,,.ues:3. 
sacrif~ dne. ;:-;,eC'1n·ac·,· . 

(" 

I • I ,, -._ 
~ I ~ 

I ...._ _ ______ _ 

r3 --·-------- - - -

tb~ nu.;nl.ier ot pj_,:;ti.n:'es jd"nl:.jfi.~d 
or !..tie c-c:r.:r,~et :i,ientificat .~o-n, ~.t. 
Work aE: r13.:pi.-U;1 as yo.l can 1,;j thout 

You wi.11. 
Each part has 
and :S ) , STOF, 
to clo so . 

hG.vr~ 3 m:Ltruter: f or each of tbe two part.3 of tlii.s tes t . 
two pages . Wr·en ,vou bave finished Part J. (pages 2 

P.lea.se d,, n ,-:)i ; go t:n to Par t 2 unt.i.l :;ou are asked 

DO NOT 'JURN THIS PMrn niTIL ASKED TO DO s o. 

Co:pyr:tght © 1962 by Educational ~es ·'.:;L1g Serv l e . All rights reserved. 
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Na.me! --------.. ------.. ·------·--... ----~------- ---

IDE:l'ri' I CAL PIC'l 'URl:~S 'I:Ef::'1' P-3 

How fas 1. ca.n you 1Jetch. u. g.i v t::: n :·,bJeci, ':' 'I"u:i.s j s a test of' your 
i:i'h LU l •Y t o pL:k t he r:or r.·s;;c t ob J cct qui c kly . .At t .b•:: 1-e f t of ead:1. row 
iG t!.rJ o·bJec1~. rpo t!.1t2 r "i.gJ-rL 11,,:~e five test. oiJ,jt:!f'!ts OlJ<:! ()f wb.ic.:h matches 
tl11~ object at tl~-s1 :~;-::ft. !.:,:)ck :: .. ~t - ~he • -- x~.r:i~~,·?P ~ e 1_t..J14: 

--'\ (~) I~ (i") ~ (fj') (~J ~J, c.('J::,. ·._/ , . ..:Jr' ,.:./ 
c::J C.:J ~· ~::, C:.J 

The t11:i.rc! te2-L object lu:-i..:-; t:·1:.: .. :21:1 r-1tir1~ee. ·by !/l .;J.ckenLrJ,f; t lte s 11ace 
below .Lt., ·beca:use i.t iE:; t.t'H:: san1.t: H.B ~JL':;" r_.l)ject. at t!1e left. 

~~ <-=~. _,,Ji 

'v/ ·✓ 
CJ 

i~ /_,,_ p~7 
"---' 

r-- • 
L-l Ci C.1 

@) t~6\ f;o"-:~ ./'' ....... (o"'o, ;.;::~ { .... ) 
Cl J '·.Q) __, ~./ ~_: .. ....:";::.,:./ ·:::;::;/ 

CJ c:_1 c::::.1 ··-·') c::i ., ... .j 

:\ft 1·, / ·~ ,.._(,J [" .... ,,, 
t-~ r---i ~--j ,,_, .. _\ ~--' t--t l •-·1 

~ nl In I CJ LJ IL._ .. . 
' (l J 

1....- _.J LiL.l L .. 
C.1 i::.::; C.:::J C.J C) 

Your sco.ce on t h :L~: te.;t ,dl.L bt) the nmn.h•:::r c,f obj ects w.nrked. 
correct.l.y mi!lU', a f!'a.ctio.c of the ni.imber 1u1.rk.ed j_n:;o..:-rectly. Work as 
quickly as yo cau without. saer:i . .f:,::lnc a.ccur·acy. 

v-,u ••'l' l 'hs.J·"e , l:,-, ..,, · r1·,t- · f,·r. . ..., ··r ··11·• ·t'n~ ,. l - ., J.. , . , . , :!" / <.. "~·• ' l• vt ,.. . -' • ::: ca<... " •- ; . c; 

't~ch :part has two p.3.gc,.;. vluen yuL have I lr.u.snc-d. 
do no-c go cm to Pa.:::-t 2 unti 1. y. l.t ar::: a.;-,;k~d t;o d.0 

-'-·wo :Pf.,rts of th; s test. 
ni.r,;; .l, dl"OP. Please 
Sl). 

DO NOT 'fUPJ~ THIS PAGB mrrn.. SKE'D 'l:0 00 so. 

Copyright © 1962 hy J,;ducat:to1al. •resting Ser-vice. All r:lghts re.served . 
Suggested. qy 1~~~1?_0al !2:1.?.~~ by L. L. 'l1hi..u·stone 
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Test For Recall of Complex Stimulio 

Introduction 

You will oe asked to respond to three extracts of 

video - tapes of educational situationso One tape involves 

a remedial r eading situation; the second tape involves 

teaching in an open-classroom setting; and the third 

tape is of a traditional intermediate class roomo 

Whilst permission has oeen ootained from the people 

concerned for the use of the se tapes 9 it would be appreciated 

if you regard them as confidential to this r esearch. 

Please do not write anything unti l the tape extract 

is completed. Each extract will last approximately five minutes 

and you will be a l lowed about eight minutes to complete 

the questions for each tape 9 so please wo rk as quickly as you 

can. 
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Video-tape 

Question 1 

Please jot 
events or 

J 
1 2 

down as quickly as pos s ible 
features of the tape 

brief description 
o ne to a line 1 

about 3 to 5 
on a separate 

all 
you noticed~ 
wordsa Start 

line . 

the incidents, 
Write 
each 

only a 
description, 

A. o • • • o • • o a o o o • o o o o o o o o o o II o o o o o o o o a o • o o o o o • o o • o • o o o d o o • a o o • o • a o o o o 

B. o o o • o o o o a o o o a o o o • o ~ o o o o o o o ~ o o o a o a o a o o o o • o o o o o o o o o • o d • • o o • o o 8 o o o o 

C. o o a • o • • a o o o o • o o • o o o o o o o o o o o o o a o o o o o o o o o o o a o o o o o ~ o o o • , o o o o o o o o o ~ o 

D. • o o o o o o a a o • o o o o o a o o o o o o o o a ~ o 3 o o o o ~ o 3 o o ., o o o o o o o o 3 o o o o ., o o a o o o o o • a a 

E. o a o o o • o o • o o o o o o o o o o o o a o o o ? o o a o o o o o • o o o o o o o 3 a a o o o o o o a o o o o o o o o a o o o 
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J. o o o a o o o o o o o o o o o o o o a o o a a o ~ a a o a o o o o a a o o o o • ~ a o o a o 3 ., P o o ~ o o o ~ o o o ,, o o a o 

K. 

L. o ~ o o o o o a a o o o o a a a o o a o o a o o a ~ a o ~ o a a d , o a o o ., o • o o o ~ a o o a o o o a o o o a o o o • a o o 
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Video-tape 1 

Question 2 

After you have jotted down brief descriptions of event s 1 etca 
you noticed on the tapeo Would you please list three incidents 
i n order, that you consider to be the most important 9 then write 

a few comments on why you consider them i mpor tant o 

Most Important ( indicate by letter of the incident).,o,,,. 

Re as o ns . o o o ., o o .:, 0 ., " ., a o o o o ~ " o " o (I " :, o " :, " (1 , ., ~ , ., ,, ., ., ,, o :-, o tt ~ -=- ,, ., o o ~ o 

Next i n importante, , 

030 0 00 00 0 '1'0" '' =''"' ... =' ... . . ,, ~, - • .., , :, ,, 

Next in importance 0 0 0 ,, 

0 0 ) 0 -' ' " "I ') • ~ 

question 3 

What charac t e ri s tic of t he g irl s truck y ou mos t 9 

0 00 0 0 0.'lo :: ' 

1ues tion 4 

Can you describe the pictu r e a t the b a c k of the t es t e r? 

Question 5 

Have you any other comments to mak "' a bout t hi s ex tr act 9 

• o -.• o c..,.,:,,. ., ,, ,.., , ., o 



j 
Video-tape 1 2 

Questi on 1 

Please jot down as quickly as possible 
f eatures of the tape you 

incidents, 
Write only a 
each description, 

all the 
noticed . events or 

brief description 
one to a line, on 

about 3 to 5 words. 
a separate line. 

Start 

A. o • • • a o • o o o o o • o o o o o o o o • o • o • o o o • • o o • • • o o o o • o o • o • • • o • o c, • o o O • 0 • 0 0 0 • • 

B. O • O • O O O O O O O O O O O O • 0 0 0 0 0 O O O O O O O O O O O O • 0 • 0 0 e O e O • • 0 0 d e • O 4 • e O O • O O • e O • d 

O O o • O e O O O O O o e O O d O O O O O O O O O O O O O O O , 0 0 0 0 0 0 ~ e O O O O O O O O O O O O O O O O O O O O O O ~ • 

D. • o o o o a o a o o • o o o • a o o o o o o o o o o o o a o o o o ~ o o o o , o o o o , o o a o • o • o o a o o o o o o o • o o 

E. o • a o o • • o • o o o o o o o o a o o o o o o o o o o o o o o o o o o o o o o o o , o o o o • o o • o o o o o o o a o o • • • 

F. • • • • o • o o o o o o o o o o • o • o o o o o • o o a o a • o o o o • o o o o o • o • • o o o • • o • • o o a o ~ a • • • q o 

G ••••••• o o •• "o o o o o" "o a . o" o,, "o"" ~ "o" o """ " o,:, (J ",," •• ., . o., 

H •••••• o o a". o o" o o o o a o ". o "o."., •••• o. o """ "o o " •• ,, •• :, """ • • • "." o •• " " ••• 

I. O o e O O O o O O e O O e O O O O • O ~ 0 0 0 0 e O O O O O O O O O • ~ 0 0 0 0 ~ 0 0 0 0 0 ~ 0 3 0 0 0 0 0 0 ~ 0 0 0 0 0 0 • 0 

J. o o • o o o • o o o o o o ~ o o o o o o o o o o ~ o o o o o o o o • o • o o o • o o o o o o ~ , ~ o o o o a o o a o o ~ o o o o 

K. 

L. o ~ o o o ~ o o o o o o a o o o o a o o o o o o a ~ o o o o o o o ~ o o o o o • • o • • o o o o o o o o o o o o • o o o • o • o 

M. o o o o o a o o o a o o o o o o o o o o o o o o o o o o o o o o o o o • o o o o o o o o o a o o o ~ • o o a o o o o o o o o o • 

N •• o••• O o O O • 0 O O O o O O O O O O O O O O O O O O O O O O O O O O O O O O O O ~ 0 0 0 0 O ~ O O , O O O O ? O O O O O o 

o •••••• O O O O O O O O O O O O O O O O O O O O O O O O O O O O O O O O ~ 0 0 0 0 0 0 0 0 0 0 0 0 0 0 0 O d O O O O O O O O O 

Po• o o o o o o o o o o o o o o o o o o o o o o a o a o o o o o o o o o o do a o o o o o o o • o o • • o o • • o o o o • o o • 

Q. o o • • • o o o a a • a a o o • o o o o o o o o o o o o o o o o o • o • 3 o o o o o o o o o o ~ o o , ~ o • • o o o o o o o • o o 

R. o o • o o O o o o o o o o o o o o o o o O o O o 0 o o O 0 o O o O • 0 0 0 o o o o O O o O o o O o O • 0 0 o O O O O O o O d o o 

s. o o o o o o o o • o o o o o ~ o o o o o o o o o o o o o o o o O o • o o o a o o n o o o o O • ~ O o O o o 6 ~ • o • o o o • • o 

T. o • o • o ct o o o o a o o o o • • • o d a o • o o o r1 • o o o • • • o • o o o ti o o "o • o • o o o • o o o o or, • o o •ti•• 



Video-t ape 2 

Que s tion 2 

Pl ease jot d:wn the three most impo r tant events 1 incidents etc that 
struck you on the tape 9 an:l then wr ite a few comments on why you 
consider them i mportant . 

Mo st Import ant (i ndicate by letter • . • . ) 

Re as ons o • • , o , , 

00000000 00..,0 , ,, . .. o,• ., l l ,:, 0 0 

00 0 :, ,. o o o o e -- , o ,oe p -, -, ,, .. o ~ 0 ') 0 ., l -, • 0 , .:t 

Next in i mportance." ~., ) . 
o o ~ , o -, ., .. ., · , n > ., :, • 

., .... ,, .. , , , ., " " ., ., , 0 

Next in importance ( ., ., - .. , ,., _, ., , , .:, ~ " 

1uestion 3 Wha t would you think happened next in this cl ass room9 

0 O O O O O O ,, 0 0 0 0 0 .,:, ' "I • 1 l " "J , ) ., 0 ':' ,) 0 0 Cl O ':' 0 ") ' 0 .:, -' ' :, -, .., :" " " l 

Question 4 1rfuich individua l 9 or group of indiv iduals would 
concern you mo s t 9 if you were the teacher of that group/ class , and 

( identify in t erms of placement on the screen. ) '1/Vhy ? 

• O O O O O O O • O O ~· O O l :, 0 .J O O ::'I • ., "' 0 ' :, 0 I'! ., 0 It O ,:, <.t ? l O :, :, :, "' ., :, -, -, " 1 l -, -, ~ O ? 1 0 ~ 0 1 n 0 

o ooooooo ,000 <• ~ ,1,.o , ., , ~ - , , .,,,., " .,o-' -, ... . ,,,.,,., .. . .. .,,. , ,,-, .. 0, .. 0000, .•.,.,o 

Question 5 
Have you any other c omme nt s you would like to make about 
this extract'? 

0 0 0 0 ( I O '1 .• ' J :" 0 "l ' 0 • " • ' 'I ' , -, ,. l " ' ;'I "I " '1 :, -, , ' -, :, 0 - 1 0 ,. 1 0 0 1 

ooooo ,0 0 0., 0 ,,oo.>o:-~o • o ·).,,, .... .,o ~ • ,. :,-. 

0 " , ,. ., ' -1 " 1 ' 0 ' ., "' l l -, l -, • • " ') .., -, · 

,~...., 
I 



Video-tape 

Question 1 

Please jot 
events or 

j 
1 2 

down as quickly as po ss ible 
f ea ture s of the tape 

incidents, 
Write only a 

brief description 
one to a line, 

about 3 to 5 
on a separate 

all the 
you noticed. 
words. Start each 

line. 
description, 

A ••••• O • e O • O O 11 • O O O • 0 O • 0 fl O • 0 '# 0 0 0 • fl O e fl ti • 0 0 fl fl fl O ti fl O • fl fl fl fl • d fl O O fJ fl O fl fl •••• 

B. O ti e • O O O O fl O O O O O O O fl O O O O O O O • 0 0 0 0 0 0 0 fl O fl O fl O O fl O fl fl fl fl O O fl fl tt fl • fl fl O O fl • fl • ti • ti fl 

c. o • o fl o • • o o o o o fl o o O o O • a o o o o o • O o o O O O O II O o O O ~ • fl o o O O O o o o o o fl o o o o O o d o O o o tt 

D. • • o o • o o o o o • o o o o o o o o o o o o o o o o o o o • o o o o o o o o o o o a o • • o a • • • o • • • o o o • • • • • • 

E. o • o o • • • o • a o a o o o a o a o o o o o a o a o o o o o o • o o • o o o o o • o o • • • • • • • • • • o o o o • • • • • • 

F. • • • • • • a • o o o a o o o o • o • a a o o o o o o o o • • o o o • fl • o o o o • • • • • • # • • o • • o • o o 3 o • • • • o 

G •• • • • • • o o o o • o o o o o a o o o • o o o ~ o a o o o o o a o o o o o o a o o ~ , o • • ~ • ~ ~ ~ o o 3 , o o o o fl • c, • 

H. • fl O o O O O O O O O O O O O II O O O O fl fl O O O O O fl fl fl fl O fl O O O O O O fl O fl d fl fl O fl O O fl fl fl • 0 fl fl O fl fl O O fl fl • 

I. o a fl o o • • o d • o O • • o O O o O o o o o O • 0 0 d • 0 o o d O • ~ 0 0 0 o P o d O O O • 0 0 0 d • o • 0 0 • • 0 • • • • • 

J. o O • O O o • • o o o O o O o O o o o O O o O o o O ~ O • O O O O O O • O O • • O O d O O O O ~ ~ 0 • o • o o • o O O ~ o O O 0 

K. 0 O O • O • O O ~ d O O • 0 O d O O O O o O O O O O O O O • 0 O O O O O • 0 • 0 3 0 , • 0 0 0 o O d ~ o O O O O O O O O O O O O 

L. O O d O O O O O O O O O O O O O O O O O O O O O O O O O O O O O O ' 0 0 • 0 0 • • 0 • • 0 0 0 0 0 - 0 0 0 0 0 0 • d O O • 0 0 • 

M. o • o o a o • o a o o o o o a o o o o o o o o O ~ o o • o o o o o o o • o o o o ~ o o o o d o o o ~ • o d o o o o o o o o o o • 

o o O o • o o o o • o o o o o o o o o o o o o o o o o o • o a o o o o o o o ~ o o o o o ~ a o ~ • o o o o • o o o • o 

Oo • o o o ct• o o o o o o o o o o o o o o o o o o o o O O O O o O o o o O O !:f o o • o • • o o o o •••a o o • • o o d • o • • o 

P •• o. o. o •• o o •• o •• o. o •••• "fl a " o,,. o o o ••••• ,,. a a ,, a o. o ••••• ~ ~ ••• o a •• o •• 

Q. • O • • O O O o O • • O O O O O O O o • 0 0 0 0 0 0 0 O O O O O • • 0 • ~ 0 0 ~ 0 0 0 d O O O O O O ~ ~ • 0 • 0 0 0 0 0 • 0 • 0 e 

R. o O • • o O • o o o O O O O O O O O O O O O O O O O O O O O O O ~ 0 0 0 0 0 0 0 0 0 0 0 0 0 0 0 ti O • ~ 0 0 • 0 0 • 0 0 • • 0 0 

s. • o o o o o • • • o o o o o o o o o o o • o o o o o • o o o o o o • o o o o o o ~ o ~ a • • • o o o o o o o o • o • • o • • • o 

T. o • o O o O O o O O O O. O O • 0. ti d O O • 0 0 0 •••••••••• 0 0 0 ti d O O O O O. 0 0 d . d. e O O,,. 0 ••••• 



Video- tape 3 

Question 2 

Please jot down the three most important events 9 features etc 
that struck you on the tape 1 and write a few comments on why 
you thought them important. 

Most Important (indic ate by let te r ••• ) •. 

0 00000 000000:>:,ooooaoooo"o"o"ooooo.,o,oo-,i:,-.-.c,oo-,o,.,-,o,,..,,:,o~oooooo 

o , oooooa:, ., 0000 ,,ooooa,0000 '.>-. -. 1000 0 00 ., ., '"' ,., '"' 

Next in importance ( 

l ,-, 0 0 J -, ., 

• o ;1 o o a :: o o c- o o o o o ., ., o ,, ,. , 

Next in importanc ~ ( ) 0 • · o o o oo o o o o o o o.., o _, o, ·..,., 

• 000 00 0 0 0 0 :JIC O .' 00 ' ' J ·-' ., J ';" 0 0 0 ') :I O O O l ") -, ., -, -, .. 

O ,) 0 0 ,) !,) 0 0 0 0 0 D -:, 0 0 ') 0 0 0 -. •> J (' , " C, 0 0 0 0 ., ~ ,, ., ., • ' , 1 "I "I .. 

~uestion 3 Which individual caught your attention the most9 
Can you say why? 

•oo ,:i -, .,o oo • 0000000 ,, 00,00;:i o ,oo o o o ooo,.,,,.,., .. ...... ..,..,,, .. ,, 0 .,,,..,"'..,.,,., 0 .,., 

Question 4 What Jdnd of relationship do you think existed 
between this teacher and the c lass 9 Could you 
pick this up from his teaching style or other 
conditions in the classroom? If so can you 
identify them or give reasons9 

•o ooeooooooooooooooo;,,00000000000000 , ooJ:- 10000 0 100:,o o oatto a •oooo •l 

• -' oooooooooooooooooooooo,000000000000000:,oooor,o,, "l .,.,O,o o oc,ooi,,o o 

Question 5 Have y ou a:rv other comments to make about this ta-pe 
extract? 

Thank you very much for your participation in this research 
to date, I ho-pe you have found it interesting and not too 
tiresome. Have you any comments you ' d like to make a bout the 
total project to date9 ., • . • , , •••••••••••••••••••••• •• ••••••• 

0 0 0 0 0 0 0 0 0 • o o o o o o a o:, o o, o, o o o .1 o;, o o ., • o o o :i,,? o, tt o _,, c, • o.,"' .. o , o:, "o • 
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APPENDIX 2 

Technical Equipment 

Cameras- 2 x ITC VF202 
1 x ITC CTCSOOO 

Video Recorder- Sony 111 EV320CE 

Sony l" EV310CE 

Microphones AKG D202 

AKG D707 

Radio 1'1icrophone Sennheiser SK- 1008 

Equipment controlled from Hassey University Caravan, by the use 
of remote control systens . 



- 161 -

APPENDIX 3 

Test for Recall of Complex Stimuli 

Key Words and ideas used in Content Analysis of Question 2 

l •• pupil characteristics, physical and psychological ••••. 
size, bulk , eyesi2ht , hearing , needs , attitudes , affect , misery , 
happiness , ability , cognitive skills 

eg 105-lA "needs consistent r eminder of success and HELP" 

2 •• pupil behaviour ••.• the emphasis here on actual pupi l behaviour 
restlessness, movement , wri ggling; jumping;,uorking; 
listening 

eg. 126- 2B "other body actions can only indicate boredom" 

3 •• teacher characteristics; physical and psychological same as (1) 
above , but uith t he teacher as target . 

4 •• teacher behaviour (including role behaviour) as for (2) above 
including cor:u:1ents re- diagnosing, explainine , demonstrating , 
directing ; responding , including use of hunour and preparedness. 

eg . "teacher good actor amazingly kept children enter tained used 
personal life" 126-3C 

5 •• teaching franeuork- a concern for goals and objectives; subject 
matter content ; material and equipment and methods of present­
ation and handling class- on method not behaviour . 

eg . 112-lf ' instructors method ' 
112-2A "aim of less on" 

6 •• environmental and situational variables of class and classroom 
as a whole . Its concern with class tone ; atmosphere; spatial 
arrang-ement and physical aspects of the class . Only physical 
aspects coded- not r elational 

eg 119-2B "the confined area can hinder pupil activity" 

7 •• relational •• the emphasis here is upon relationships within the 
classroom, including the presence of third parties . 

eg 123-lB "parents presence shows them probihem at first hand" 
123-2B "small groups enable teachers to give individual 

attention to slow learners" 

8 •• task variables concerned with the tasks set the chi ldren 

eg. 120-lC "task a ccomplished" 
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APPENDIX 4 

Filmed Teacher Attentional Behaviour 

Incident 
An incident is a unit of verbal behaviour exchange, and ends when 
there is an interruption, or when the teacher obviously moves 
physically fron one place to another, or when he makes an obvious 
decision to change subject . 

'l'arget ( who) 
Can either be a stimulus for a comment or teachers physical 
attention , or can be a response by teacher to something the 
pupil said . 

Individual/group/class- self explanatory- except uhere difficulty 
is encountered in identifying target , co to the nore global 
concept of group or class . The target is the one (croup/class) 
directly questioned etc or responded to by teacher , so could be 
before or after the 'incident '. 

Function (what) 

Control or discipline- basically a need to dot the i's and cross 
the t's , and includes chastisement , any attenpt to quieten the 
class or individual; any attempt to tell the clas:::; what to do­
any direction concerning manners and social behaviour-,t, any 
direction concernine the ini t iation, naintenance and comple t ion 
task . 

Sub.ject/Content/.'i.'ask is basically a concern for the content of a 
task or subject- ec discussing the role of prisons . Directions 
hou to do thincs cg put your name at the t op of the paper , Hould 
be a control comnent . 

Feedback/Affective/Association This category is concerned with 
the responses of the teacher primarily to pupils ·which indicate 
agreenent or disagreement with regard to his behaviour . It also 
includes social chit-chat and expressions of vrarmth or hostility 
towards children 

Action 
(how) 

of 

Initiate to initiate an action or sequence- \·rhich is not a response, 
nor solicitinc nor directing behaviour . 

Direct to give orders which requires compliance 

Solicit to seek any information from a pupil , in a real sense to 
obtain their cooperation 

Respond to any act or behaviour of the pupil 
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