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ABSTRACT 

This investi ga tion report s a quas i experimental study 

of t e achers' verb al contRcts with pupils during their first 

year of forma l schooling . It was expected that consensu~ 

of certain beliefs about teaching priorities held between 

teacher and parent would be related t o the fre quenc y of 

teacher approval expressed towards pupils - and a l s o that 

the fre quency of teachers' expressed disapproval towards 

pupils would be related to parent - teacher disensus . The 

gross propositiorndirecting this study are tha t : 

1 . Pa rents hold a variety of beliefs concerning the 

activities which will facilitate success a t s chool 

for their children . 

2 . These beliefs are transmitted to the children during 

the socializing process . 

3 . Teachers a l so develop a variety of beliefs c oncerning 
pupil activitie s which will facil i tate success at 

school . 

4. ~hen parental socialization p r actices produce in their 

children behavi ours that are in relative agreement 

with a pa rticu l ar t eacher 's expectations for the 

pupil role 9 teacher approval will be a char acteri s tic 

feature of te a cher-pupil i nteraction . 

5. When parental socializat ion practices produce in their 

children behaviours that are in relative disagreement 
with a particular teacher's expectations for the 

pupil role, teacher expectations are affronted and 

te acher disapproval will be the characteristic 

feature of tea cher - pupil interaction . 

6 . Parent teacher di sensus - consensus wi ll be reflected in 

teacher treatment of pupils and will be expressed 

through different patterns of verbal contact during 

classroom interaction . 



ii. 

Six statements, paired in all possible combinations, 

describing the different ways in wh ich pupils might behave 

i n order to succeed in school were presented in a 

quest ionnaire to 21 te achers of five year old school pupils . 

Of these 21 teachers, the s ix used were those holding the 

strongest preferences for one of each category of beliefs 

about school success . Over 80% of parents of children in 

these s i x classrooms completed the same ques tionnaire . 

Sub sequent analysis determined which parents he l d views 

most similar to or different from their child ' s teacher . 

The 3 2 pupils whos e parents ' beliefs were most isomorphic 
with those of their child' s teacher, and the 32 pupils whose 

par ents ' beliefs we r e most contrary to those of t heir child's 

teac her, were selected for the s tudy . Of the 64 pupi l 
subjects , half were boys and half were girls . 

Each of the s ix teachers was observed for three hours . 
Two trained observers , using a radio mi crophone , tape 

recorder and written rec ords collected data covering all 

teacher verbal contacts with the se lected pupil subjects 

during the period . Only those te acher verbal contacts 

categorized as negative and positive sanctions or negative 

and positive directions? were recorded . 

Analysi s of the data revealed that parent - teacher 

disensus and consensus of beliefs is s i gnificantly related 

t o differences in both quality and quantity of teacher verbal 

contacts with the children observed during their first year 

at school . Such differences in teacher c ontact s with 

pupils occurred independently of pupil s ex status although 

sex status s erved to compound the direction of results. 
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XI 

INTRODUCTION 

This thesis owes its origin to a problem accentuated 

by a series of events and conditions that pertained in a 

particular New Zea land primary school . The s chool, 

situated at the growing fringe of a Government housing 

project was beset by the problems of rapid growth , constan t 
changes of professional and ancilla r y staff, ubiquitous 

in security and a preponder ance of inexperienced teachers . 

Teachers, while copi ng with the realitie s of the 

situation we re able to establish sound personal relation­

ships with some pupils but not with others . 

While many of the usually accepted principles of 

teaching found application in the class roomstfor many 

teachers the more difficult s itua tions found some solution 

in the development of war m affective cl assroom climates. 

Absenteeism, aggression, theft, insecurity, aversion for 

particular subjects or s chool in gener a l found a t leas t some 

amelioration in an approach to pupils based on helping the 

individual feel worthy, i mpor t ant and s ecure . 

From such a situation and its partial solution then, 

arose a se ries of puzzling events . Why did a change of 

teacher solve some pupils' problems and yet create 

difficulties for others? Why did personal attention and 

effort by one teacher reduce the deviant behaviour of boys 
and yet appear to increase deviant behaviour by gi rls? 

Why did different teachers' perceptions of the same pupil, 

even over a lengthy period, remain so disparate? Did the 
pupil really behave so differently for different teachers, or 

was it that some teacher s were simply more a ccepting, more 

capable and more flexible t han others . 

The beginning of an answer was suggested to the writer 

by a series of events taking place at the conclusion of his 

first year at the school . Measures of pupil achievement in 

the basic subjects taken at that time proved somewhat below 

the expectations of teachers . Some rationalized the outcomes 
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by pointing out that intelligence tests showed their classes 

to be below average in ability and requested pupils of higher 

ability for the following year . On commencing the 

succeeding year, all teachers received pupil records in 

which pupil aptitudes were emphasized, intelligence scores 
omitted and pupil weaknesses minimized . Al mos t universal 

sati sfaction was expressed with the types of pupils comprising 

the classes and with the superior abilities of the current 
year ' s clas s when c ompared with the abilities of the 

previous year ' s class . Despite the f a ct that general 
ability levels of classes had not changed, during the year, 

teachers expres sed satisfaction with pupil progress and 

behaviour . Pupil achievement at the conclusion of the 

year appeared to be improved . While many f a ctors we re 

involved i n such a complex situation, the po s sibility of a 

self- fulfillin g prophecy condition could not be tota lly 

ignored . The real problem was beginning to emerge . What 

was the rel a tionship between teacher 12ercept_ioq of a pupil 

and that pupi l' s behaviour at school? ~vas knowledge abou t 

a pupil and hi s background in some way i nfluencing the 

behaviour of a te acher to v✓a rd tha t pupil? Could the day 

to day activity of teache r s based on such knowledge, 
influence pupil achievement? Furthermore, if pupils 

achievements were affected by the delibera te or unconscious 

preferences of teachers, how we re such teacher preferences 

manifested? 

While social status and ethnic factors appeared to 
have some r e levance in the overall situation, there were 

too many specific exceptions t o allow for the acceptance 

of such factors as causat ive. Confrontation and discussion 

wi th militant or dissatisfied parents, when considered 
together with the behaviour of their children towards the 

respective teachers, suggested a further propositi on - one 

believed by many teachers. Wha tever the parents attitudes 

to the teacher, those attitudes wil l be reflected in some 
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degree ~n the behaviour of the child vis a vis the teacher. 

Such a premise had impl icat ions for the questions raised 

earlier and a problem which seemed possible of investigation 

suggested itself . Do parent and teacher agreements and 

disagreements about the training or education of children 
have an effect on teacher-pupil interactions a t s chool? 

If they do have an effect, how are such agreements and 
differences manifested and to what degr ee ? 

Over a period of time; the implications clarified. 
It appeared reasonable to believe that, where a teacher 

was in strong agreement with a pa r ent about the treatment 

of children and the purposes of educ ati on , rapport between 
teacher and pupil wou ld be facilitated and t hat on the other 

hand, parent-teacher disagreements would hinder teacher­
pupil r apport . It also appeared reasonable to conjecture 

that the presence or absence of teacher-pupil rapport must 

in some way be expressed in t eache r behaviour 

approval or disapproval of pupil behaviour. 

indicating 

In order t~ investigate such a ser ies of propositions, 

identification of parent-teacher relationships representing 

consensus and di sensus of values and b eliefs was necessary. 

A questionnaire was used to establish the beliefs held by 

parents and teachers about pupil behaviours that would 

facilitate pupil success at school . In addition, comparison 

of teachers' and parents' answers helped to identify two 

main types of pupils - (i.e . pupils whose parents were in 

close agreement with the teacher and those whose parents 

disagreed strongly with the teacher). Teachers' 

interactions with the two groups of pupils identified in 

this manner were observed in the normal classroom situation 

and similarities and differences rec orded . 

The first chapter of this thesis identifies the 

problems, determines their parameters and surveys the 
contribution of previous literature and empirical evidence 
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to their solution. Chapter t wo provides a theoretical 

basis for the s olution of the problems p r esented and for 

the propositions involved . The research design and details 

of its operationaliza tion are expl ained in chapt8r three . 

Results of the study are presented i n c hap ter four and 

discussed in ch9pter five whe re final conclu s ions and 

suggestions for further inve s tiga tion a re stated . 

Such then i s t he substantive background to the 

present s tudy which does not seek t o isolate ri gh t from 

wrong, the good from the bad, th e desirable from the 

undesi rable nor to profer evidence for the i mprovement of 

tea ching or education . There are many variables and 

relationships of te ach ing and educ ation about which little 

factual information is available . It is hoped that this 
study provides additional data contributing to more accurate 

knowledge of the ant e cedent s of classr oom beha viour . 



CHAP~:_G;R I 

The Prc::ilem and its Antecedents 

Introduction 
This chapter discus s es the problem of di sparity of 

expectati ons between par ents and t eache r s and particularly 
that the conse quence of such d.ispari ty is revealed by pupil-

. tea cher interaction i n t he c l assroom. Initially some of the 
explanati ons of success and failure in schools a re exa~ined, 

particularly t hose tha t rely on s ocia l clas s causes. Next 

foll ows a ~1s 0 ~ssion of ways in which diff~rent socialization 

practices may result in a variety of expectations which in 

turn become manifeet in behaviour. These behaviours are 

then shown to have consequences for teacher-pupil contact in 

the classroom that can have harmoni ous or discordant 

characteristics . Finally, the problem of capturing the 

quality of tea cher-pupil contact i s discussed. 

Schoo l Sucoe_ss 

School i s an arena, a p l a ce for s triving, a p lace for 

success and for failure. It i s an arena where pupil, peer 

and par ent experience and observe success and f ailure - an 

arena whe r e teachers facilitate success and failure - an 

arena f rom 1.vhich particip---nts emerge lab c. l led accordingl;:;. 

(See Parsons, 1959 ). 
The reasons advanced for success and failure have 

ranged fr om God' s wi ll to teachers' whims, from pride and 

prejudice to race and religion. 
Broadly speaki ng, investigation i n to the problem of 

differential succe ss and failure has focus sed on two ~ajor 

contributory causes - those of intelligence and environment. 
An understanding of the genetic basis of potential cognitive 

ability has resulted in a realization that little can be do~e 

to modify or control this aspect of intelligence. Moreover 

the problem of determining the exact degree to which 

behaviours arise ~~0ffi ~ ~2A nminRn~l~ ~=~:ti0 determinants and 

which are predominantly the result or conditioning and 

sociali7.~~ion practices is still to be solved. Interest is 
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now focussed more on the environmental antecedents of 

actualized ability. In particular the varied socialization 

patterns of differing socio-economic levels have become a 

centre of attention for both the ore tical s tatements and 
empirical research. 

A Basis in Social Class 
Interest i n socio-economic status as a determinant of 

educational success has been growing in intensity since 1944 
when it was suggested that schools, functioning in a society 
with basic inequalities, facilitate the rise of a few from 

lower to higher levels, at the same time serving the social 

system by preventing the mobility of lower class members. 

(Warner, Havighurst and Loeb 5 1944). The concept 01"' teachers, 

as representatives and enforcers of middle-class attitudes 

and values was s tressed. Teachers were seen as seeking to 

train pupils into middle-class values and skills and 

selecting those children from the middle and lower classes 

who appeared to be the best candidates for promotion in the 

social hierarchy. 

The concept of soc i al class differentiation by teachers 

was extended by ~arner, Meeker and Eels (1949), Havighurst 

(1945), Davis and Dollard (1940), Neugarten (1946), Hughes 

(1948), Hollingshead (1949) and Parsons (1961). In fact, 
in 1953 a complete issue of the Harvard Educational Review 

was devoted to res earch related to the impact of social 

stratification on education. These earlier studies led to 
an over emphasis on social class as a single cause 

accounting for variations in attitudes, behaviour and 

achievement relevant to the school system. 

That social stratification phenomena are but one 
important factor useful as predictors or explanatory 

variables in educational research was pointed out by Gross 

(1953), who warned that social class was inadequate as the 

single explanatory cause of educational problems and 

specifically urged against confusing causation with 
statistical association . Broad sociological concepts are 

useful for systems management but are virtually useless for 
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individual diagnosis and trea tmen t. Later research has shown 

that it is not social class as such that contributes in a 

cause and effect relationship to educational failure or 
success, but, it is the interes t in social clo.ss differences 

that has initiated research t o determine the sub - factors 

c ontributing t o this success or failure . Such variables as 
race, economic status, language style, experiential back­

ground, maternal teaching styles, role training and mobility 
have all been foci for study. Increasing attention has been 

paid to the home environment in efforts to determine the 

factors contributing to va riations in educational performance. 

Increas ing atten tion is being devoted to the place of maternal 

attitudes, the pl ace of language c odes, socio-cultural features 

of the home and pupil-teacher classroom interaction . 

The values attached to education by different social 

clas s groups was investigated by Brookover and Gottlieb (1961), 
who still found it necessary to warn -

"Much more examination of t he intervening variables 

is neces s ary." 

The relationship between social class and educational 

performance was discussed by Swift (1968) who reports 

Douglas (1964) as showing t hat in a nationwide sample of 

children controlled to equate verbal reasoning ability, upper 

middle -class children get thre e times as many selective (11+) 
places as children of the lower manual group, t wice as many as 

children of the uppe r manual classes and one and a half times 

as many as white collar children. 

"Clearly we must see social clas s as some kind of' 
structuring of human experience which has consequences 
for the learning of soci al and cognitive behaviour. 
Chances of receiving and accepting education, however 
it is defined, are biased according to social class". 

He later points out however -

"When we are concerned with describing the social 
environment of individuals and r e lating it to their 
development, a social class must be looked upon as a 
summarizing variable and not an effective influencing 
f'actor 11

• Swift (1968). (Underlining mine) . 

When Swif't's injunction is heeded one of the more 

pertinent factors discernable in studies of social class is 
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that the home environment affects child behaviour in the 

school situation. Discussion of this factor follows. 

Home and Maternal Influenq_.§. 

Considerable research has focussed on the effect of the 
home as a socializing factor and its effect on educability -

Kahl (19531 Elkin (1960), Fantini and Weinstein (1968), 
Joiner et al (1 969 ), Johnson (1970), Hess and Shipman (1966, 
1969) and Sugarman (1970). The kind of home in which 
children are reared affects both the values they hold and 
also their school behaviour. (Zayasuriza , 1954 in 

Sugarman, 1970) . 
Comparison of the effect of parents and peers on 

students' educational plans have indicated that family 

measures show at least an equal, and in most tests a greater, 
influence than do those of peers. (Bear, Roberts and 

Meyer, 1966). It has also been shown tha t how the child 
reacts to the teachers as models of behaviour is a function 

of attitudes and orientations which have been developed in 

the family setting. (Elkin, 1960) . Again :from his 
research on "Cornman Man Boys 11

, Kahl ( 1953) concludes that -

"the fathers of the boys in this sample were re a lists. They 

were correct in teaching their sons that whnt they did in 

school would determine their whole lives". 

A study of maternal behaviour as it effects the child's 
cognitive functioning, attitudes to \-m rds learning and role 

conception was made by Bear, Roberts and Meyer ( 1966). 
Mothers' responses to two tasks were used to assess the 

mother's attitudes and behaviour. 163 parents of four year 
olds were used in this research. Passive and defensive 
attitudes in lower class mothers toward school were shown to 
have influenced the development of similar attitudes in the 
children. In their conclusions they conjectured about the 

necessity for complete resocialization of the lower class 
family! To quote -

"We believe that the process involved is not so much a 
lack of exposure to middle - class ideas and ideals as it 
is a subtle but active socialization during the pre­
school years into a pupil role that differs from the 
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role of the middle-class child and expected by the 
school 11

• 

r·t seems reasonab le to conclude then that parents define 

for their childre~ at least initially, the.role the child is 

expected to play in the school. This role includes 

expectations that the child holds for the behaviour of others, 

and learnt responses which struc tur e the child' s interaction 

with his teacher , the artifacts of the classroom, the 
regulations of the school and his peers. The role adopted 

by the child can be an active assertive one whereby he 

embraces the educational process and becomes attached to its 
norms and values, it can be passive and compliant with the 

child feeling alienated and a stranger in a strange 
surrounding or it can be antipathetic and antagonistic, but 

it results in part from the hidden curriculum of the early 
years . 

"The 'Hidden Curriculum' is the vast complex set of 
learnings which the child acquires before he enters 
the formal classroom. The parents both consciously 
and unconsciously providing both cogni tive and 
affective content 11 • Fantini and ·Ne instein, (1968) . 

Sugarman (1970) was concerned vath the 1 culture clash' 

possible under such circwnstances . He discusses variations 

between cultures and the prevailing norms of what is good and 

bad conduct and examines subcultures and social classes . He 

concludes -
"Those who grow up in the higher status levels start to 
acquire skills in the use of' language and the more 
complex forms of conceptual thought even before they 
begin school .•• For a child to have a high level of 
linguistic facility implies that at least one of his 
parents spent a good deal of time talking to him and 
has treated him as a person in the sense of someone 
whose questions and ideas although naive are to be 
taken seriously" . 

The effect of the maternal attitude toward the school 
and the role of the pupil has been examined by Hess and 

Shipman (1966) . * Their four year research study indicated 

* An appendix to this report includes nearly one hundred 
references and abstracts concerning research and 
articles on t his t opic. 



- 6 -

that the mother's a ttitude toward the s choo l influences the 

young child's school behaviour 9 his ability to deal with 

adult s and to perform co~·.itive t asks . I t was c onclude~ 

th a t mothers in the three lowe r class groups i nfluenced the 

child's att itudes toward schoo l by stress i ng t ha t he behave 

and listen to the teacher. Thus the lo wer class child comes 

to r egard school as an authoritari an i nsti t ution rather than 

as a p l ac e f or le ar ning . Middle class mothe r s have more 
positive a ttitudes to t he child and t he school . They 

pe rceive the schoo l as a resocializing i ns ti tution. 
11Tho early years a re i mportant in part because they 
occur before formal s chooling begins and ne cessarily 
impede or faci l:tt:a te the transi tion t o t:L cademi c success. 
In our view many of the differences in mental ability 
and cognitive s tyle tha t app ea r among d i f ferent 
cultura l and socio- economic groups can bes t be 
understood i n terms of the transmi ss i on of informa tion 
processing stra tegies from p ar ents to children • ... 
The child's early orientation t o au thority and 
cognitive acti vity f &cilitate s or retards his ab ility 
to adopt the role of pupil when he encounters formal 
l earning s ituations i n the schools 11

• Hess 8.nd 
Shipman ( 1966 ). 

The pupil' s role and at titude to wa rd the school sys tem 

is attained through i ndi r ect le a rning frrnn older persons in 

the home environment. 

"More specifically i ri her everyday behavi our and th1;ough 
the close mother-child inter action ob t aini ng during 
those early years the moth8r ac t s as the primary 
socializing agent of the child i nto the r ole of pupil •.•• 
Successful socialization should result i n the set of 
behavi our s c onducive to lea r ning. The mother will 
often express her at titudes and expectations indirectly 
guiding them in developing at titudes and behaviours she 
believes will be necessa ry for success in school .. • • 
Mothers saw sbhool in terms of authority systems, 
educa tional systems, emotiona l or affective experiences 
and meeting new people 11

• Hess and Shipman ( 1966) . 
The mothers' attitudes indica ted that the problem was not 

due to a lack of respect for the school or to the belief that 
it was ineffective . It was due to the f act that the mothers 

regarded it as a distant and formidable institution with 

which they have had very little interaction and over which 

they exercised very little control . Rather than the gross 
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categories of social-class thi s research examined the effect 

o:f mate rna l cognitive environments in terms of individua l 

mother-child transactions and it advanced the unde rst andi ng 

of how soci<1l -clas$ environment is rnedi a t ed ttrough the 

interaction b e t ~een mother and child. 
An examina tion of the effect of parent0 l behaviour on 

children's s chool achievement , demonstrated that the child 

is socialized into mode s o:f communication and strategies of' 

thought t ha t develop in response t o specific interactions 

with salient adults par t i cularly the mother -
HAdap tive consequences developed by the mo ther a re 
transmitted through her linguistic modes, regul a tory 
s tra tegie s , cognitive styles and self - os teem. These 
early modes of de a ling with the child induce similar 
adap tive consequence s in the child n. Hess ( 1969). 

Soci a liza tion is no t necessarily a re sult of direct 

tea ching behaviour i n t he home b ut emerges from the child' s 

responses to parental bebo.viour whi ch itse lf i s linked t o 

soci al structure . It i s a thr eef old i nte r ac tion between 

home, school and socia l env:;.. r onment. It has been painted 

out that the development of extreme patterns of a liena tion 

:from the school is of t en r e l a ted tn i nadequate support for 

school relevant att itudes and va lues by the home . (Parsons, 

1959). In test of this ~hesis £1. s tudy of 400 Abe rdeen 

school children a ttempted to establish whe ther environmental 

f a ctors were r e l a ted to school progr ess in greater degree 

than one might expect as a result of the c ommon factor o:f 

intelligence. (Fr8se r~ 1959). The study showed that 
intelligence was less closely rel a ted to educa tional 
a ttainment than was home environment. The Plowden Report 

(1967) made the same point, stressing tha t parental attitudes 
count for more o:f the variation in children's school 

a chievement than either the variation of home circumstances 
or the vari a tion in schools. 

There appears to be general consensus that social-class 

and parents' perceptions o:f the school have considerable 

effect on the school-relevant socialization of their 

children. But what is the affect of these variations in 
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socialization, and in wha t ways a r e the differences b e tween 

parent, child and teacher manifest8d in the formal education 

process? Discussion of the problems rai sed by these 

quest i ons follow. 

Social Class and Be lief Discr~po.ncies 
Soci o- economic differ ences are manifest i n discrepancies 

between t he belief s ys t ems of different groups . Persons who 
fail t o learn t he dominant values of a group or who hold 
beli efs and op inions no t wide ly shar ed a r e li kely t o be less 

well received by group members . Such persons knowledge of 

the norms may be abs tract and t heore tic al~ l eading to 

ali ena tion from t he group and eventua l nnomy . Present data 

furnishes a t least inherent support for the view t ha t anomy is 

a by-product of t he socialization process. It i s a s ign of 

t he f ailur e of soci alizntion and of the means by which 

social i za tion i s achieved , namely communic a tion, interac tion 

and learning. 

"Wha tever interferes with ones ability to learn a 
community's norms or weakens ones socialization into 
its centr~l patterns of belief must be considered among 
t he determinants of anomy" . McClosky and Schaar ( 1965). 
Impact from farnily, neighbourhood and com.muni ty lim.i ts 

the part tha t formal schooling c an play in the development 

of b e liefs, values and coupe tence. In expl anation Farber 

(1969) argues that where private and public cultures clash, 

those f ami lies and individuals whose w2y of life i s 

incompa tible with the public culture come to be rega rded a s 

superfluous population, with the private cultures of these 

families generally seen to inhibit the smooth operation of 

the major economic, educ a tional and political institutions. 

Some of the private culture life styles diverge markedly in 

norms and value s from the public culture which dominates the 
classroom. One of the results for the private culture it.self 

is a distrust and fear of authority, and pa rents are thus 

unable to manipulate institutions for their own benefit. 

Farber, in further explanation, defines competence as the 

ability of an individual to approximate in his or her 

behaviour, standards of quality which are institutionalized fat' 
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specific roles. Competence is thus seen as a social dimension. 

There are prescripti vc roles which neorl;y all individuals in 
a particular society are expected to undart ake. Failure to 

do so subjects individuals to vnrious degress of social 

censure and approval is a function of the individuals' 

ability to meet institutionalized standards of performance 

for the role he is perceived to fill . 
"When the three sources of competence influence, (home, 
neighbourhood and school), are integrated in their 
impact on the child, the situation is optimal for the 
child's ultimate development o:f expected role 
competence. When however there is a discontinuity 
between the cues emanating from the three sources, an 
impediment to the development of role competence 
becomes a factor. Thus the clash between societal 
and familial contexts has the greatest detrimental 
aft ... ect in role competence. The greater the intensity 
of impact the greater the impediment as a result of 
the discontinuity;'. Farber (1969). 

Not only do sub-groups develop different beliefs, values 
and role competencies, but they a lso develop differing 

expectations for the roles of others. 
Social Class and Role Expectancy 

Role Perceptions. Parental and tea cher differences in 

perception of the teacher role has been the subject of much 

research. 

nThe nature of the relationship, its 
hostility effects the ability of the 
to the development of the child 11

• 

mutuality or 
adults to contribute 

· Jenkins and 
Lippitt (1951). 

An enquiry into how teachers perceive their role in 

relation to the actual and perceived expectations of parents, 

was undertaken by Musgrove and TE;tylor (1965). They found 
that working class parents assigned a wider range of 

educational objectives to teachers than did middle class 
parents at the primary school level. In general, teachers 

thought parents expected much less in moral training and much 
more in social advancement than they did. Teacher and 
parent expectations were in fact reasonably similar despite 

the fact that teachers did not perceive it as so. Working 
class parents of primary school children wish to place far 
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greater responsibility for behaviour tra ining on te~chers than 

middle class parents who felt tha t this was the responsibility 

of the home. (Musgr ove, 1961). 
Previously a study of teRchers' role conflicts in English 

infant and junior schools h~d indicated tha t a major source of 

conflict for infant school teuchers was their divergent views 
from the perceived expectations of parents, (Taylor, 1968). 
School conflict appeared to centre around the evaluation of 
personality and discipline in the work of the teacher . 
Teachers ranked discipline, personality, teaching and 

organiza tion as they thought hea dma sters, colleagues , pupils 
and parents valued them and as they thought they themselves 
performed. The lack of agreement between the rankings was 
taken as a measure of conflict. For infant teachers the two 

main lines of conflict were the function of personality in 
the teacher's role and the perceived expect a tions of parents, 
and were higher in working class a re a s . 

Further re sea rch to discover differences betwee~ pa rent 
and teacher perceptions of the te a cher's role wa s conducted 

by Sieber and Wilder (1967). They used a modifica tion of 

Waller's (1932) and Bidwell's (1965) categorizations of 
teacher styles applying their interview schedules to 1st, 

5th and 10th grade teachers, mothers of these pupils, pupils 

of 10th grade English teachers, and the principals of the 
schools. All in all 2.,200 subjects v,ere subjected to open­

ended interviews lasting ov~r an hour . For the study 

mothers were asked to select the style that they preferred and 

also the style tha t best described the teacher of their child. 
By matching the mothers ' preferences with their perceptions of 

teachers, Sieber and Wilder were able to identify those who 
desired teaching at odds with what they believed the tea cher 

was actually doing in the classroom. Where mothers 

perceived the teacher as deviating from their expectations, 
40% desired some modification in the teacher's behaviour. 
Where teachers perceived conformity between their expectations 
and the teacher's behaviour, 15% expressed a desire for the 
teachers to change. 
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"We saw that mothers vvho believe that teachers are 
not teaching the way they would like them to teach are 
much more often dissatisfied with teachers. Apparently 
there is much room fur dissatisfaction, for when we 
compare the te aching styles preferred by parents from 
the tea chers' definition of their roles we find 
considerable discrepancy. Over two/thirds of the 
mothers expressed r ole preferences that were not in 
accord with the self descriptions of their child's 
teacher .••. A discrepancy between pa renta l and 
professiona l role expectations became even larger 
when mothers and principals were compo.red". Sieber 

and Wilder (1967). 
Rega rdle ss of the merits of the instructional patterns 

it seems obvious tha t many parents and teachers have quite 
different educational philosophies. Sieber and Wilder 

found that -
"69% of the mothers in our study have a teacher for 

their child whose role definition is not in accord with 

their (i.e. the mother's) preferences". 
Such differences i n educa ti onal philosophies are not 

only manifested through parental role expectations for 
teachers but a lso through the educat ional aspirations of 

parents for their children. A discussion of the relation­

ship between social class and educational aspira tion follows. 

Social Class and Educational Aspirations 

The antecedents and consequences of educational 
aspiration have been the source of considerQble research. 

(Brookover and Gottlieb, 1961; Weiner and Murray, 1963; 
Davis, 1964; Swift, 1968; McClosky and Schaar, 1965; 
Sharrock, 1968; Sugarman, 1970), In general it has been 

found that middle and lower socio-economic status pupils and 

parents have the same educational aspirations but with the 

lower classes it is often only a wish to achieve whereas with 
the middle class achievement is an expectation. 

The level of a child's social class has been found to be 
positively related not only to aspirations but also to levels 

of achievement on tests of mental ability . (Lesser, Fifer 
and Clark 9 1964). Their study examined the mental abilities 
of 6 year old children from a range of social and cultural 
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levels in New York. The hypothesis that socinl class was 

consistently rel ated to the abilities of children, was 

confirmed in the fields of space conceptu ':lization, verbE.l 

ability, number fncility and reasoning ability. 

The interrelationship of educ a tional aspiration, 
occupational aspiration, intelligence and social status were 

also examined by Sewell, Hnller and Straus (1957). Results 
showed a significant association between the level of 

occupational and educational aspiration and the social status 

of families when the level of inte lligence was held constant. 

'11heir work lent support to t he sociological claim tha t values 

specific to different s t a tus positions a re important influences 
on levels of educational and occupational a spirations but 

suggest that status makes an independent contribution to 

these aspirations. 

Social Class a nd Language 

Recent research indic s te s that different social class 

sub-groups have diffe ring l angu~ge socializa tion patterns. 

Bernstein (1961), and John (1963) found that consistent social 

clas s differences in language skills emerged among children 

from different socio- economic levels, but interest in child­

language research is long lived. For instance Tiedmann 

recorded the development of his son' s speech patterns and 

published the s tudy in 1787. To quote -
"Wi th increEts ing practice in spenking, and acquisition 

of various words, his ideas were subjected more and more to 
the c aprice and desires of his soul, so thut more and longer 

series of them could be aroused and chains of thought be 

carried through. By this means the facultie s which deal with 

and develop the ideas gained practice, especially the faculty 
of imagination". 

More recently Hunt (1961); Bruner (1965); Bereiter and 

Engelmann (1966); Bernstein (1958); Luria (1955); 
Vygotsky (1962); and others have suggested tha t opportunity 

for verbalization in the early years is vital. Evidence is 

cited supporting the view that conceptual thinking and such 

school oriented abilit.ies PS rc~din~ readiness are a function 
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of l anguage experience. But i t seems that we ar e justified 

in t aking the view t hs t l a nguage nc g_uisi ti on i s more than just 

a tool to be used i n cone ~tual thinking 

An enquiry into the sociological determinnnts of 

perception, Be rns t e in (1958), showed that for t he middle class 

child 8.n 1 elaborated language code' provides a close cognitive 

link between horn~ and school. This research indic a t ed t ha t 
it was not s ize c ~ vocabula ry bu~ wuy~ of r esponding t o 

experience and me :hods of organizing that experience thut 

determine the c1if i,erence between midd l e class and working 

class children I s &-' ili ty to cope with t he l anguage of the 

school . In thi s ~espect working Class children were found to 

be a t a disadvnntage in learning situatio11s where more complex 

forms of l anguage were nece s sary . Even when non-ver·b a l 

intelli gence leve l s are c ontrolled, there is n culture f actor 

in t he mode of expression of intelligence. (Bernstein , 1960 ). 

I n discussing Ber nstein ' s work, Lawton (1968 ), rema rks -

"There is evi dence to support the viev1 that in8. dequacy 
of linguis tic ran~e and control i s a very i mp ortant 
f actor in ( s chool) underachievement 0nd that linguistic 
inadequacy is a. curnu l a tive deficit; i. e . it i s a 
di sadvnntage thnt gen~ r ntes a vicious circle of 
difficulties increasLig j_n ma gni t ude as school life 
p rogresses 11

• 

Brandi s nnd Henderson (1970), colla-uor G.tors of Berndtein 

a t t he University of London Institut e of Education : :;x8.mined 

the interrela tionship between c ulture , social structure and 

the orientations to ward certnin uses of l anguage . Mothers 

of 5 ye ar old children were interviewed a nd their children 
tested using Raven ' ,; Frog ·~css i ve Mn trices, Peabody Picture 

Voc abulary Test a nd the Cric ht~~ Voc abulnry Scale. In 

addition the children' s spontaneous langua ge was recorded 

using small individual radio tran~nitters . Social c lass 

ratings of chi l dren were based on the terminal edu~ati on level 

and occupa tion of both parents using the Index of Social Class 

by Bran.di s ; (i~_;_)pe11.f:Lx. II, Brandis and Henders on, 1970 ). It 

was found tha t middle clRE :- -:' ' jldren used more nouns, 
adjectives and verb types than dirl vrorl,.; ,,r; ..,i ,.., ~,-, , 1, ila-r>c:.a . 
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The conclusion reached was that : 

" ••.• the sub-cultural influence :)cting through the 
family relntionship s ( ar.:/ sens~tiz ing Oi'. '.· group of chilc .'en 

toward greater ver·oa l di1':ferentiation and to the ordering of 

their experience in o. more explicit and individuated W8.y 11
• 

Brandis and Henderson found that it was not so much the 

family soc i al clas s pos ition or ab ility leve 1, ( as indicn ted 
by W. I.S.C.), tha·c de·~erm~.ned a -~eacher:s favourable estimate 

of a pupirs futurG schoo l career, but 8 high 1 Maternal 

Communication Index' score. This index gives a measure of 

the degrGe 

the child . 
and open . 

of openness of corrLrnu:1icat:.i_on between the mother and 

Where it is high tho child's vrnrld is expanding 
When it is low his world i s limited and closed. 

When it is high the home -school rela tionship is open to 
reciproc~l influence. When it is low there is insulation and 

often hostility between home and school. 

Tha t social classes differ markedly in their use of 

language for purposes o:f explanation and control and in 

wil lingness of' mothers to respond to communications initiated 

by their children was demonst r at ed by Bernstein and Brandis 

(1970). The research suggests that transfer of skills as 

measured by ability tests (especi ally those of verbal ability) 

may well be mediated thro~gh the materna~ ~rocesses of 

communic a tion and control . The results incicate tha t sub ­

cultural shaping of family relntionships within the middle 

class encourages these children to develop certain areas of 

langunge that have imporc2nce f'or their school experience . 
They suggest -

"From the point of' view of the influence 1Jf the family 
upon children' s responsiveness to school 9 we need to 
st[.1rt, not vvi th social class as our indep :mdent variable 
but with an understanding of those variab .Les which we 
believe to control the antecedents of edu ~ability". 

In this respect a lo vr score on the }Iatern1l Index in the 

working class grcup was found to be asso~iated with mothers 
whose views were not isorr:.o r·phic with tho 3e of -~he school over • 
the behaviour of the children. They were likE ·ly to see 
disagreement ~=~ -ff~ en th ~ ~~h 007 ~n~ th:~s2lves over areas of 
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the child's beho.viour that fell within the domo.in of the home. 

Bernstein (1958), notes -
"The speech marks ou '; a po.ttern of s timuli to which the 
child adapts, and in the learning of this pattern hi s 
perception is organized, structured and reinforced •... 
The gre ater the differentia tion of the child's experience 
the greater hi s ability to differentia t e and conceptu3lize 
objects in his environment but it is the mode of 
established rel a tionships that is of decisive importance 
bec ause the mode determines the levels of conceptualiza­
tion possible .... The middle class child is capable of 
manipulating the t wo l nnguages, the l anguage between 
soci a l ~quals which approximates to a public l anguage, 
nnd a formal language . This leads to appropr i a ten~ss 
of behaviour in a wide range of social circumstances 11

• 

Lack of auditory stimulation in the lower class home is 

thought to be a f a ctor contributing to lack of succes s in 

school, Deutsch (1963) . The child lacking in l anguage 
facility enters the s chool situation so poorly prepared to 

produce what the school demands, t hat failure is a lmost 
inevitable. In support of this generol line of reasoning 

Commoss (1962) showed n strong positive relationship between 

communicati on nbil ity and social status, while ivarden (1968) 
concluded that a comparative lack of experience with sy~~olic 

systems, especi a lly lnck of language skills, is directly and 
positively rela ted to difficulties in ability to lenrn both 

forma l a cademic and infori:18. l social skil:.;_s. 

Several rese a rchers have pointed out tha t in the ea rly 

stages of child development, l anguage is merely a means of 

communic a tion but l ater it becomes a means for organizing 

experience and regul ating personal actions. The relationships 

between the development of a child' s mental processes and 

depriva tion in l anguage experiences is such tha t a child's 

mental activity is the outcome of the opportunities he has for 

communicating with members of his personal environment. 

Luria and Yudovitch (1959) argued tha t for the child, language 

is crucial for both the transmi s sion of knowledge and the 
formation of concepts. Their well known identical twin study 

demonstrated that language acquisition is important for more 
complex mental processes and that intellectual development 
itself' is handicapped by deprivation in the language skills. 
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Othe::e studies ha ve shown t ha t increased ab ility to n ame 

objects f a cilita te s problem solving (Pyles , 1932), 
classification ability. ( Shepard and Scho.ffer, 1956) a nd 

c oncept at to.in,::,:,:~-~:- (2.:_J ike r, Gerynoy :::nd S~lepard, -'t956), while 

an investi gat i on into the ab ility to generalize the app lication 

of knowled½e £; [,l ned in one situa ti on t o a simil&r but not 

identic a l s i t u at i on reveale~ that as t he difference between 

the s itu a tion s increased, l anguage became mo re and more 

necessary . Th2 gre8ter t he s i tuation& l discrepancy the 

greater w2s t he need :for l anguage . ( Kuenne, 1 946) . 
Similarly ver~ a l mediat i on, defined as talking to onese lf 

in relevant wnys when confronted with a problem t o be solved 

or a concept t o be a ttained (Jensen, 1966), has been shown to 

f a cilitate problem solving (Ka tona, 1940) while l a ck of verb a l 

medi a tion i s r e l ate d to progressive r e t a rda tion in deaf 

children ( Ol e ron, 1957) . 
D2pri~&tion , contributing to school f a ilure , may be seen 

as l ying i n the l a ck of a symbolic system by which the child 

can organize experience. 

"An a::::,ti cula te person be it mo ther, teacher or sibling i s 
required, to offer the necesso.ry corrobora tion or negat i c:_1, 
of the child' s emerging idess . This type of feedb 2ck j _ s 
readily availab le in the middle class home . It is r are 
in the lo we r class home. 'i✓ e therefore propose tha t this 
l a c lc of e n ongoing eh,b ora ted diEJ.logi.:._2 is the major 
experienti a l c:.-=:.fic i t of the deprived cni l d 11

• 

Blank cilld Solomon (1 968) . 
Bl ank mid Solomon used n l anguage-b ased tutoring 

techni que with an experimental group of 3-4 ye a r old children. 

This group made signifi c antly greate r g a ins as judged by the 

Stanford Binet test than d id the mntched group of untutored 

children. One aspect of verb a l corrobora tion in the home is 

accura cy and facility in the l 2belling ability of children. 

A demonstration of t he importance of labelling ability 

was given by John a nd Goldstein (1964), in their study of high 

and low social status students of grades I and 5. High status 

children i n general produced the appropri ate name or l abel 

while low social status children a ttended to unimportant 
detail. T~3Y suggest tha t the label and the object fail to 
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become associated for two reasons - lack o:f correction fo r 

mislabelling and inconsi s t ency in labelling by close 

associ a tes. 

I n di scussing observations of mo t her::;' verbal interact­

i ons with 4 month old babies, Kagan (1968), notes t hRt the 

l ower class child does not receive distinct verbal 

st i mulat i on from adults and as a result i s less likely to 

at t end to human speech . He suggests that a l a rge sha re of 
the child' s desire to adop t the value s and skills of soci e ty, 

i ncludi ng the wi sh to mas ter the t asks of the school, i s 

derived from a close parent-child relationshi p in the first 

few years of life . A need for close parent- school relation­

ships i s also s uggested -
"It wou ld perhaps be wise to consider paying the mothe rs 

to stay with the children, and begi nning strong educa tional 
programmes for parents t o educat e them into t he nature o:f the 

child and the nature of his psychological growth 11
• Kagan ( 1968). 

It wou ld appear tha t the disadvantaged child lack both 

t he richneos of environment for developing mode l s and 

s tra t egies of thought and c orrective feedb ack for their 

maintenanc e . Greenfield's data (1966) illustr a tes t his 
poi nt. She showed t hat among the Wo lofs of Senegal s i mply 

t o at tend s chool makes a :iuge difference to the intellec ~ua l 

life of a child because in school the use of written language 

enforces a remoteness of reference on the language user so 

that he can no longer rely on pointing and simple labelling. 

Some environment s push c ognitive growth better, earlie r and 
longer than others, and language development can be a maste r 

control of learning ab ilities, learning sets and a child's 

learning to learn. In effect language provides a means not 

only for representing experience, but a l so for transfor ming it. 

!!Interestingly enough, it i s the recent Russian 
literature particularly Vygotsky's (1962 ) book on 
langua~e and thought and the wor k of his disciple 
Luria (1961) and his s tudents Abrrunyan (1958) and 
Matsinorskaya that has hi ghlighted these phenomena by 
calling attention to the so called second signal sys tem 
which replaces classical conditioning with gn internal­
iz.e.d langu_~~§.;y§_~em fo~ sh.a_p:tng and transforming 
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(Underlining mine), 
Bruner ( 1964). 

Bruner' s research in~o the ability of children aged 5-7 
years to handle a double classifica tion matrix demonstrated a 

cles.r rela tionship between the children 's us e of language and 

their ability t o complete the more complex patterns . In a 

report on conserva tion tests to det er mine whic h children 

exhibit the ab ility to conse rve, Bruner concluded that the 
child who conserves at a ~roung age must ha ve some internalized 

verbal formula which shields him from the overpowering 

appearance of visual display. It would appear that the 
internaliz a tion of language utilized for labelling, 

categorizing and synthesizing experience develops through 
interactions with others in an attempt to develop communal 
and functional communication strategies . Language 
acquisition then, may be r egarded as the p rimary t ec hni que 
employed in int ellectual development . Children as they grow 

must develop me thods for r epr esenting the events of' their 
environment and must learn to link the events of the moment 
to past and futur e by t he use of la~guage . Thus if the child 

has inadequate language experiences his capacity to perceive 
and learn i s less than optimal. As Bruner and Greenfield 

show, it is formal educat .:.. on which is th t• vital factor i r. 
determining the cu t-off point in cognitive development . 

P~rt of this educa tive process is the internalization of 
language as a prerequisite for certain kinds of abstract 

logical thought. This point of view however avoids two 

issues. The child's experiential ba ckground may be rich and 
varied but different~ His language experiences may be 

inadequate but .Q!!dil in relation to the formal educational 
setting. He may be ready to learn, but not what the school 
offers. Some movement away from compensatory techniques 

toward support of existing mores and skills may be 
justifiable. On the other hand recognition of the need for 

education to start where the child is' suggests the need for 
realistic evaluation of language skills and abilities at 
school entry age. The provision of language programmes 
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calculated to bring about adjustment to the school culture or 
supportive programmes utilizing the existing patt8rns and 

skills should necessarily follow . 

Whatever the position 1 one thing is clear 1 before he 

enters school the child has mastered a language structure and 

transformati onal rules that are entirely functional for him . 

(Jean Berko, 1958; Brovm, 1961; in De Cecco 9 1968). 
The opportunity for verbalization in the home is critical. 

Evidence is available to support the view th a t conceptual 

thinking and re ading readiness are functi ons of language 

experience, (J. McV . Hunt, 1961), and would seem to indicate 

that variations in language patterns created by differing 

home circumstances effect not only the form of cognitive 

functioning but also determine the quality of the child's 

interactions with differing aspects of the school environment . 

Social Class and School Entry 

Social-clas~ differences then, are manifest not only 

through divergent belief sys tems 1 divergent role expectations 
and varied levels of aspiration but also through modes of 

communication which in turn affect intellectual ability . 
These factors influence and are part of the behaviour with 

which each individual child enters school. Behavioural 

manifestati ons , created in the matrices or' differing socio­

economic levels, provide the cues upon which teachers act. 

If the behaviours which the child brings to school are a 

result of his sub-cultural group membership, the language mode 

of that group and the attitudes and beliefs of his close 

family - particularly those of the mother - it seems reasonable 

to ask what happens at the point of contact. So far there is 

information to show that parental attitudes affect the school 

entering behaviour of children to a marked degree; (Bandura 

and Walters, 1963; Husen, 1956; Shirley, 1942; Scheinfeld, 

1970). Bearing on this, an investigation of the relationship 

between parental attitudes toward a number of aspects of child 

rearing and the child's general adjustment to 1st grade, found 

that the lower ratings of the homes of the poorly adjusted 
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children r eflected parental rejection. This lack of parental 

dependence - encouragement was a causal factor in the 

children's poor adj ustmen-' to the demand f' of the 1st grac~ 
situation . Medinnus (1961). However, more extensive 

informat ion is l2cking. Despite this there has been some 
conjecture about what remedia't:ion is necessary. For example 

Gordon (1970), while discussing i ntervention program~es, 
hypothesized that the current app r oac h to the problem is based 

on the assumpti on t hat the behaviour and value systems of 

parents and children need t o b e changed . On the other hand 
it has been argued that the teacher as mediator of the 

dominant culture should set up tasks to help the child 

mature and use his potentialities productively - implying 

productiveness as acceptable in the eyes of the core culture, 

(Loeb, 1953), and a ls o tha t it is the expectation of the 
teacher as age nt for the adult soc iety that determines a 

child' s s chool-ac hieved stat us . (Parsons 9 1961 ). 
The need for greate r s c hool flexibility toward new 

entrant pupils has been st rongly asserted . (Taba, 1964; 

Bloom, Davis and Hess 9 1965; Deu tsch s 1964 ; Bloom, 1964 ; 
and Dockrell, 1964) . Their ar gument s rely on the contention 
that the various forms of persuasion that schools and teachers 
use, ( of' ten quite unconsciously), bring ao ou t conformity to 

school mores (Riessman , 1962) . Bu t the means of ensuring 
f l exibility are lGss vre ll ar ticula ted . Anderson (1969), 
dodges the issue . 

"Some of my c olleagues who have young children say that 
the best thing they could do for them, is to find first 
grade teachers that have points of view favourable to 
the particular patterns of strengths and weaknesses 
whi ch the children show", - while Zaluzhskaia offers 

condemna tion but no solution -

"If the teacher and the child do not get along , it is 
the teacher who is to blame . Without mutual liking and trust, 

there is no successful education and conflicts arise even in 

kindergarten" . Zaluzhskaia ( 1969) . 

Whether these contentions are valid or not, it is clear 

that teachers have certain expectations concerning pupil 
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behaviour and that thes s influence teacher-pupil interaction. 

In particular t he influence of the pre--school environment, 
(as mc;1.nifest by differenc ; S in belief's, '"Ole compe tencie · , 

aspirations and language facility), wou l d appear to have 
cons equences f' or the school to t ake into account. Bu t 

despit e this, there st ill r emai ns an u nanswered quest i on •.•• 
in what ways do disparit ies b etween home and s chool ~ffect 

the lea rni:tg pr o::-:css? That a disjuncti on exists seems 

undebatable, but h~~ it a ffects t he c hild a s he learns is 
still subject to con jecture . However, there doe s s eem to 

be a good case :for arguing that whatever happens i s lit.ely 
to happen at the point where t he child, as repre s entative of 

the non-school c ulture, comes in contact with the school 

culture. Clearly t h is occurs most i n the class room . 

Further, it is in the classroom t h~t the ch ild's behaviour 

will be noted for evaluation, judgement and eventual 

labelling . Furthermore, in t he class room it i s th e teacher 

who mainly represent s t he s c hool culture and demands 

conformity t o its norms. All this sugges t s t hat it i s t he 

contact between pupil and teache r i n the cl assroom t hat 

warrants at tention . The present study is based on t his 
assumption and will direct its efforts accordingly . Howeve r, 

before it can a ttemp t t he task , some disvussion of the 
relationship be t ween soci a l class a nd class room interaction 

is nece s sary . 

Soc t_al Class __ a:n.9-_Q.111_ssroom Interaction 
A basic criticism of earlier studies into the effects of' 

social status on teachers ' contact s with pupils, is tha t 

certain behaviours were categorized as desirable or 

undes i rable from the standpoint of pupil adjustment . 
these earlier studies did reveal inequalities in both 

However 

quantity and qu ality o:f teacher conta cts with certain groups 

of' pupils . For example in a s tudy of social status 

differentiation in the claosroom, the contacts of teachers 

wi t h pupils of' different social classe s were examined . 

(Hoehn, 1954). 
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Results failed to support the hy;,othesis that teschers 

t end to give lJl..Ql~e. attention to their high than to the ir low 
status pupils but the qu_a_ '.i ty of contact" shov1ed consist n t 

differences favourj_ ng the high status pupils . To quote -

"The proportion of c ontacts which are expressions of 
affect ion or of approval of child initiated behaviours 
varie s directly with pupils' social status. The mental 
hyg~.ene value of teacher behaviour is higher for pupils 
of relatively high status than for pupils of relatively 
low status. the proporti on of contacts which are 
conflict con~acts may or may not be related to pupi l 
social status" . 

The t eachers t ended towards ~ore highly integrative 
contacts in their relationships with high s tatus pupils, and 

toward c onf l ict wit h low r a ther than with hi gh status girls. 
They a l so had grea t er respect for the goals of the latter. 

But Hoehn concluded that -

".:t_her~_J...§.._ a strong_.l_nd;i_~atio.q thnt non- s _tatus factors 
.§J:'.~f!1\d2lLrnore important th!3-n s t a tus f§.g.! or_s in 
determini ng thE; gua_li ty yf' teacher oehavi our any & ven 
child receiveG i n the classroom. The 8Vidence tends 
to show that both quant ity and quality of' the teacher 
behaviour a child receives are partially dependent on 
his level of achievement . Since in most classrooms 
pupil status and pupil achievement are positively 
correlated the f ound tenaency of teachers to favour hi gh 
status over low status pupils may be simply inci dental to 
their partial ity to pupils of relatively high 
achievement 11

• (Und..::r lining mine) . 

The decision that tea chers reacted to pupils on the bas is 

of achievement r ather than social status and that in determin­

ing the teachers reac tions, status was important l argely 

b ecau se it influenced pupi l a ttainment , was also reached by 
Havi ghurst and Taba (1964) . 

Such positions are cons i stent with Rosenthal and Jacobson 
although t he influence of expectations concerning pupil 

attainment on teacher behaviour promulgated by Rosenthal and 

Jae obs on ( 1968), has been heavily criticized, e.g . Snow ( 1969). 
Later research has gi ven support to the Rosenthal and Jacobson 

theory (Brophy and Good, 1969; Beez , 1970; Kranz, 1970). 
That differences in tea chers' belief affect pupil-teacher 

interactions in different ways has been demonstra ted -
( Washburne and Hill, 1960; Harvey, Mi sha Prather, White and 
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Hoffmeister, 1968), and that teache r effect on pupil behaviour 
is a result of feedback fr om teacher to pupil and vise ve rsa 

is a lso well established ;mpirically . (".Vaimon, 1962; 
D. E. Hunt, 1966; Zahorik, 1968). Ho1:1ever such feedbaclc has 
strong connotations of evaluation, particularly when it rel ates 

to behavi oural rather than subject matter orientations. In 
such circums tances the majority of te acher statements are of 

a sanctioning or directing nature . The effects of this are 
discussed below . 

teacher-Pupil Contact and its Effects 

The importance of the classroom as an evaluative setting 

and the need for children to adapt to the ubiquitous 

evaluative atmosphere that dominates the school situation 
have been stressed by J a ckson (1 968 ) . Interest in the 
effects of teacher evaluative behaviours vis - a - vis pupils 

with emphasis on reinforcement techniques is increasing, 

(e . g . see: Hall, Panyan, Rabon and Broden, 1968; Glynn, 1970 ; 

Withall, 1961; Medley and Mitzell , 1963 ; Glynn and Qu i nnell, 
1971 ) , and even a programmed text, i n which !::lethods for the 

use of reinforcement tec hnique s by teachers a r e detailed, 

has been published . (Hunter, 1969). More specific aspects 
of the effects of teacher evaluative behaviour uponp.ipils 

include the effect of smiling, (Harrington, 1965), written 
comments, (Page, 1958 ); rejection, (Schwartz and Tangri, 
1965); approval, (Thomas Becker and Armstrong, 1970); 
Rosenfeld and Zander, 1961) . Van d.e Riet ( 1964), found that 
praise results in slower learning among underachievers but, 
in faster learning among non- underachievers . ~vidence, 
although conflicting, tends to sho~ that expression of negative 

affect in the classroom hinders learning, that both teacher 
criticism and pupil expression of hostility are negatively 

correla ted with subject-matter learning and that absence of 

negative sanctioning or criticism is not a guarantee of' 

learning but rather a partial pre-requisite for it . (Soar, 

1966). (See also Campbell, 196B; Nuthall,1968) . 
Research has shown that where a teacher has a higher 

proportion of dominative c ontacts the pupils are more easi l y 
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distracted from schoolwork, Flanders, (unpublished paper). 
Flanders (1961) also studied personal-social anxie t y as it 
affected learning s ituati1 -ns . He co ncluded that student 

behaviour, associated wi th interpersonal anxiety takes 
precedence over achievement oriented behaviour, that 'teacher­
supportive' behaviours based on private criteria elicit 
student hostility or wi thdrawa l and tha t acceptant or student­
supportive behaviours elicit problem oriented and integrative 

behaviours from s tudents. These re sults are supported by 
those of Bemis and Luft (1 970) who found a s ignificant 

relationship between teacher and pupil behaviour and between 
pupil classroom behaviour and pupil cognitive behaviour. 

Teachers treatment of individual students is carefully 

noted by other students , (Kounin and GumpjJ 1961) . Their 
study demonstrated the negetive effects of punitiveness on 

children's school behaviour and learning . Research indicates 
that peer groups, perceiving the teachers norms. interact 

with these and the behaviour of i ndividual pupils. (Brinkman 

and Brinkman, 1963; Berenda, 1950; Flanders and Havumaki, 

1960; Lippett and Gold, 1959). 
The consistency and inequality of teacher sanctioning has 

been well delineate d . Despite knowledge of the variability 
and inequality of pupil conta cts , teachers had great difficulty 

in distributing their attention more equitably, Withall (1956). 
Elkin (1958) and de Groat and Thompson (1949) demonstrated the 
double benefits received by the academically bright child and 
their finding of the differential and consistent distribution 
of rewards to pupils, particularly boys, is further sub­
stantiated by Jackson and Lahaderne (1970) with special 
reference to managerial and prohibitory utterances . 

Differential pupil treatments according to sex have been 
well documented. (Brophy and Good, 1969; Davis and 

Slobodian, 1967; Meyer and Thompson, 1956). 
Pupils' beliefs are constantly being tested by the feed­

back they receive in classroom interation, an interaction 

which reflects a complex or agreement and disagreement between 
the teacher and pupils. But while the harmony or discordance 



- 25 -

of the interactional processes mny be assessed, using such 
measures as ·wi thall' s 11Climate Index 1

', ( see final section of 

this chapter), classroom ~limates are th e result of an 
individual teacher's interactions with individual pupils. 

Evidence indicates a relationship between the patterns 
of teacher interaction with pupils and the attitudes of t hose 
pupils to school. For example, De Vault, Anderson, Withall 

and Larsen (1970), conclude: 
lfThere seems to be clear evidence that the nature of the 

affective domain of the classroom is in part a product of the 
teacher's communication behaviour" . 

The individual climate existing for each pupil and 

teacher relationship has been sh own to have its antecedents 
in the prior socialization experiences of both. The tenor 

of each teacher-pupil relationship is re.fleeted in the 
quantity and quality of teacher-pupil cla ssroom contacts. 

If the relationship is to be assessed, a problem arises. 
Whiak aspects of classroom interaction wtll best provide a 

measure of teacher-pupil relationships? This problem has 

been recognized be.fore. Some discussion indicative o.f a 
solution is presented below • . 

Assessment of Teacher-Pupil Rela tionships 
Existing systems .for observing and ca tegorizing 

interactional behaviour have been drawn together and 
presented as a unified structure by Simon and Boyer (1970.) 
Systems concerned with teaching effectiveness, and how 
teaching and learning occur, typically categorize behaviours 
into such areas as criticism, praise, directing, opining, 
questioning and lecturing and often represent the dimensions 
of behaviour of interest to a particular investigator. In 
general they are directed toward either the cognitive or 

affective domains. Such an orientation owes much to the 

pioneering study of Anderson et al (1937) into the effect of 
Dominative and Integrative behaviour on young children. It 

has been the foundation for considerable investigation of 

interactional processes within the classroom; (Withall, 1949, 
1961, 1963, 1970; Hough and Duncan, 1970; Flanders, 1962, 



- 26 -

1 964, 1 970) . Interest in the affective climate of class-

rooms has been base d on teacher reinforcement of pupil's 

verbal and non-verbal bet3viour. (Zahorik, 1969, Soar, 
1966; Jackson, 1968; Nu thall, 1968). 

An historical overview of the theory and practice of 

classroom observation and measurement has been presented by 
Medley and Mitzel (1963), who stress the importance of direct 

observation u s ing unambiguous and mutually exclusive 
categories specific to the investigator's purpose, and 
suggest rules for planning observation and quantifying 
records. 

"The first problem is deciding which behaviours and 
which aspects of these behaviours are to be recorded. 
Second is the construction of a finite set of categories 
into one and only one of which every unit observed can 
be classified. Third, the record obtained must show 
for each period of observation the total units of 
behaviour which occurred and the number classifiable 
in each c a tegory". 

A useful model for the cons truction of a set of 
categories for classifying classroom behaviours in the 

affective domain is that of Wi thall (1949) which in turn 

owes its origins to the Iowa studies of Lewin, Lippitt and 
White (1939), whereby the effect of leadership styles on 

social climate and the behaviours of group members was 

demonstrated. Wi thall postula tes that human behaviour is 

motivated by a drive toward self actualiZEttion, and is 
influenced by a need for self consistency, interaction with 
others, self directive behaviour and achievement of personal 
significance and private meanings in a social milieu. It is 
suggested that learning is most likely to occur when 
experiences are meaningful to the learner and occur in a non­
threatening situation . Withall's basic hypotheses were; I) 
The social emotional climate is a group phenomenon; 
2) The teacher's behaviour is the most important single factor 
in creating climate in the classroom; 3) The teacher's verbal 
behaviour is a representative srunple of her whole behaviour . 

His analysis of teachers verbal statements were finally 

reduced from 25 to 7 exhaustive and mutually exclusive 
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categories. However, even though verb a l behaviour may be 

categorized, the problem r ema ins of making a decision about the 
amount of observation necessary in order t o determine the 

verbal pattern of a particular teacher. Withall (1961), in 

discus s ing the use of the Climate Index observed -
"It was found that the pattern based on a Stimple of 200 
sta tement s made by the teacher does not change 
appreciably as the size of th e sample is increased. 
Indeed as few as 50 statements will differentiate 
between the climate s of two specific activities although 
generalization to other s itua tions would not be 
warranted 11

, and, "The criterion of a statement is the 
expression of a complete idea or concept •.•• any given 
remark of a teacher may be broken up into two or more 
statements depending on how many discrete ideas are 
expressed in said remark 11

• 

Withall utilized typewritten transcripts of tape 
recordings to classify classroom statements but Mitzel and 
Rabinowitz, (1953), in using Wi thall' s Clima te Index found 

that neither sound, due to ambient noise, nor stenographic 
recordings gave ade quat e r ecords of a teachers' classroom 

behaviour~ Their categorizations of teachers' statements 
were made in the live situa tion as they occurred. In 

discussing the Index they suggest the 'live' categorization 
of statements rather than a verbatim record, and conclude -

" ••• the method undoub tedly is applicable in the study 
of, • .,human relationships in which interaction takes 
place mainly on a verbal level 11

• 

The weight of evidence appears to suggest that in order 

to assess teacher-pupil relationships, research might well 
concentrate on live observation of interactional behaviours 

indicative of the affective quality of individual teacher­
pupil interaction. 

The emphasis is changing from a search for wholistic 
theories of learning and teaching to that of objective 
description - from assumptions, to data gained from tight 

empirical research and replication - away from corn:fortable 
generalities to specific description - from the laboratory to 

the ' blooming, buzzing confusion' of the classroom. The 
facts that emerge may, 
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11 
••• Give ri se t o many ques tions that a r e r e l evant for 

educ a ti onal p r actice and even mo r e s i gni f ican t f or 
administ ra tors wh o ar e chc1r ged with t he uask of making 

effici en t educ ati ona l syst ems ••• Before any one decides wh a t 

educ ati on ough! to be , it mi gh t b e a good i dea t o find ou t 

what it i s 11
• Adams and Bi d•Jle ( 1970) . 

Suillill§_rx 
This c hap t er b egan with a p r obl em . The p r oblem of 

clarifying reasons f or di fferenti al s choo l ac hi evement. 
Success and :fail ur e a t s chool i s an a r ea of conc e rn not 

only f or edu ca t or s but a l s o fo r par ent s and pupils. Rea s ons 
for succ ess and :fa ilure are ge ne r a l l y attribu t e d to genetic 
or environme ntal f actors. Since little can b e done at 
present t o nulli fy t he eff ec ts of he r edita r y cha r acte ri s tics, 
a tt ention has generally conc ent ra t ed on t he part pl ayed b y 
environmen t a l and social i z ing fa c to r s as antecedent s to 
sch ool a chievement . 

Al though socia l-class appea r s t o b e a pr omi s i ng a r ea 
fo r s t udy , it is best described as a summari z i ng vari ab le 
r equiring f urther analysis. Research demonst r ates tha t 

social-class diffe r enc es a r e manifes t i n a va ri e ty of ways, 

As a r e sul t of wide l y va rying soc i a lizing pr actices, 
s oci al-class d i f f erenc es a r e mani fes t t hrough he terogeneity 

of b eli ef s and values , degrees of r ol e c ompetency , levels of 
educ a tional, s oci al and occupati onal aspira tion and modes of 

communic a tion. 
Wha tever the caus e s or manifes t a tions of differential 

socializing p ractices, the se take effect a t the teacher-pupil 

work:face - t he clas sroom. The clas sroom clima te may take a 

variety of f orms but it i s t he r esult of an aggregation 

of interactions between one teacher and each individual pupil. 
Interaction may be harmonious or di s cordant, functional or 

disfunctional :for e ach child a nd teacher. 
If the quality and quantity of teacher-pupil interactional 

behaviours contribute to succes s or :failure in school the 
problem arises of selecting those behaviours for observation 
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which are most indicative of a har monious or discordant 

relationship . It is suggested th& t t he solution may li e 

in classroom observation of teacher- pupii contacts 

indicative of t he aff~ c tive quality of individual 

interaction and arising out of the basic harmony or 

discordance of the teacher- pupil relationship . 



CrtAPTER II 

Theoretical Bases for Problem Solution 

Introduction 

Chapter one has r a ised two problems . The problem of 
identifying di s junctiorn and disparities between t he pupil­
role expect a tions of parents and te achers and tha t of obtain-· 

ing a measure of the results of such disjunctions and 
dispariti er. t hrough observations of pupil-teacher inte r a tion 

in the clas sroom. The present chapter first examines the 
pertinence of value-conflict the ory in providing a rationale 
upon which Lnvestiga tion of the disparity problem may be 
based. Second it discusses the contribution made by symbolic 
interactionalism theory to the sol ution of the problem of 

measuring the results of expectational disparity . Then third 
it examines the theoretica l b asis for ca tegorizing teacher­

parent role-expectancies, in terms of the mode and content 

of pupil-teacher interac ti ons . The se three theoretical 
formula tions provide the b asis for the hypotheses of this 

study . The chapter conclude s with a statement of 
definitions relating to pupil sta tus and sanctioning and 

directing of pupils by teachers . 

The Basis in Value-Conflic~ Theo,rx 

There i s evidence, as chapter one sh0ws, that individuals 
differ in their beliefs regardless of their status or position 

as parent or teacher. Chapter one also presented evidence that 

there is a range of c onsensus between some parents and some 
teachers over some f actors of the educ a tional milieu. Any 
conflict of belief between individual parents and individual 

teachers indicates deviance from norms or mores held by one or 
other. (e.g. The mores upon which the teacher bases his 
pupil contacts may be one of universalism while the basis for 
parent-child contact may be particularistic) . Each may be 
violating the other 's mores. Whatever the situation may be, 
the discussion of deviance from norms, whether actual or 
hypotheti cal, is dependent on the assumption that groups have 
agreement about the correctness of certain behaviours . 
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Behaviour divergent from that seen as desirable by the group 

constitutes deviance. If the school is singled out for 

examination it can be seen that the s chool, as an 
institution, acts as a catalys t and crea te s a degree of 

teacher consensus on specific norms related to the purposes 
of the institution. 

Through a variety of direct and indirect sanctions, 
educational personnel a ttempt to limit deviance from those 
norms perceived as desirable . In the attempt they are 

confronted by pupil behaviours learned in a variety of non­
school environments and by a variety of socializing practices. 
But even where there is no obvious disagre ement over norms, 
consensus is by no means isomorphic because each individual's 
interpretation and beha vioural expression results from 
egocentric interpretation of role behaviour proper for the 
situation . 

Deviancy from ins tituti onalized norms may be the result 

of conflicting vectors. 
"The fact that some norms are uncontrollable elements 
of the situation in which the individual must try to 
conform to other norms means that one important source 
of unintentional deviant behaviour may be located, 
paradoxically, in normative demands themselves". 

Blake and Davis, (1964). 
Conflict between the normative expectancies for the 

contemporaneous roles of child, pupil, sibling and peer can 

result in severe role-conflict, leading in itself to deviant 

behaviour. Differential role expectancies by persons in 

different social groups may also lead to behaviour inter­

pretable as desirable or undesirable depending on the 

interpreters status, whether parent or teacher, sibling or 
peer. Temporal incompatabilities induced by the role change 
from son or daughter to pupil, from small-group leader to 

large-group member can be the source of contravention of 
expectancy for those holding authority. 

Each of these sources of conflict is concerned with role 
behaviour and the subjective role expectancies of others. 
They arise from the conflicting values of individuals. The 
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point of common focus for parents and t eachers is the child, 

perceived by the one as son or daught er, by the other as pupil. 

Agreement and disagreement of role perceptions by individual 

members of these two groups, parent on one hand, teacher on 
the other, are a basis of conflict. 

It is reasonable to suppose tha t investigating the 

normative beliefs of parent and te achers concerning the pupil 

role, could provide a measure of the degree of conflict and 

isO.morphism extant . For these reasons, parent and teacher 
beliefs over the norms of 'proper' beha viour, (e.g. behaviour 

that will facilitate a child's success in school), can provide 
a basis for categorizing parent-teacher relationships as 

relatively harmonious or discordant. 
The study of behavioural norms permits deductions to be 

made about va lues bearing rela tionship to those norms. 
11 In practice we tend to find the b es t evidence of values 
in the norms themse l ve s •.. it i s the norms, not the values, 
that have the pressure of reality upon them. It is the 
norms that a re enforced by sanctions, that a re subject 
to the necessity of action and the agony of decision . 
If is therefore the norms that represent the cutting 
edge of social control". _Blake and Davis (1964) . 

.An investigation of value-conflict over role expectations 
may conveniently be made Lrom the standpoint of what peo~le 

believe others should think, or say, or do in order to achieve 
a particular goal. 

With the problem of identifying the relationships 
indicative of value-conflict and value-agreement solved, 
there remains the contingent problem of identifying and 

measuring those behaviours representative of such conflict 
or agreement. For a solution to this second problem we turn 

to symbolic-interactionalism theory . 

.TI:l§_Basis in___§J2!.!bolic Interactionalism 

Basic to the thought of symbolic-interactionalism is 
the awareness of self in two forms, the self as known and 

the self as knower. (James, 1890; in Martindale 1961) . The 
self as known, (James 'me') includes the material "me", the 
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body and things associa t ed v.ri th it 1 the social "me Ii, or 

rec ogni ti on from others 9 and the spi r·i tual ';me 11
, the 

collection of ones states of c onsciousness and psychic 

faculti es . Combined with this existing self a r e feelings 

of sat i sfaction and dissatisfaction about t he self which 
lead to se lf p r eserv2tion and s elf seeking . 

The knowe r 
9 

( the !i I ;; of James), is the self's 

perception of· the self, instant by ins tant . The knower, 

like the outside observer recognizes and judges or evaluates 

the changes i n 9 or state of nr,1e 1; . 

Symbolic interactionalists argue that the social self 

develops in response to the opinions of others as they affect 

the self . From primary groups su ch as the family, the 

individual gains his initial and most forma. tive experiences 

which mould his perceptions of self . The attitudes and 
values he develops 9 the norms he espouses are the result of 

early s oci nlizing experience. The p ri~ary group is 
11fundc1.me:mtal in forming the socia l no ture and ideals of the 

individual 11
, (Cooley, 1929) 9 &nd ELS Cooley point s out, 

advantageous social situations play nn i mport ant part in the 

actualizing of heredity-based potential . 

Attitudes and vnlues of individuals nr e manifest as 
responses which nre attempts to r esolve p~rticular practical 

situations. Such situations involve an interaction between 

objective conditions, the pre - existing attitudes of the 
individual and his conception of the attitudes of others . 

Adapta tion to these situations enables the individual to 
learn role behaviour appropriate to any domain through 

adaptations to the demands which s ociety places upon him. 

Assimilution of, and acconm1odation to, the cues in the 

social situ&tion, (the signs and symbols including langunge , 

of' human interaction), result in the taking of roles indicated 

by significant others or the ' generalized other '. Language 

represents a clnss of verbal gestures which can serve as 

mutual and common signs to all participants in a social act . 
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"One lea rns a significant symbol when he shares a sign 
referring to a common course of expe rience with someone 
else. Through the significant symbol, he is inevi -l;ably 
in the position of having t uken the role of another. 
Every item of language carries with it some of the social 
m9t~ix .... Role-taking is th0 basic process and the 
genesis of self a s one kind of unity of the social 
experiences of the individual". 

Martindale (1961 ). 
It i s through tho percept ion by self of the a ttitudes, 

values and behaviour of signif ican t others tha t the community 

forms and c on trols the behaviour of its individua l members. 
The mos t significant expressions of such values and behaviour 

a re made in the form of language - language which expresses 

and reveals the role expectancies of others for specific 
situations. 

Each child and adult brings to any specific social 

setting, i) role behaviours developed in the matrix of 

primary groups and ii) role expectations for other 

participants. The verb&l g8s tures or langu age symbols 

exchanged give a significant reflection of the role 

expectancies each has for t he other, but partifipants not 

only conform to rules themselves. Attempts to obtain the 

conformity of others are made by means of sanctions directed 
toward the person, artefa~ts or behaviour of those otherG. 

The use of informal sanctions controls behaviour in a 
relatively painless way . The degree and quality of any 

person's intera ctions (b e it child, adult, te acher or pupil), 

with another will be affected by his role expectancies for 

the other and the behaviours he exhibits . Herein lies a 

solution to the problem of measuring the r esul t s of the 
expectational disparities of parent and tea cher . 

Parents, as significant socializing agents, determine 
in a major way the child's perception o:f the pupil role . The 

pupil reflects, with the reasonable accuracy inculcated by 

years of example and admonition, parental values and normative 

beliefs . When pupil behavioural manirestations of parental 

socialization practices are contrary to the role expectations 
of teachers, negative sanctioning and directing will be used 
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by the teacher i n an a ttempt to obtain c onformity . Wher e 

the behaviours meet t eacher expectations positive sanctioni ng 

and directing will encourdge continuance of those behavi0urs . 

The type and degree of sanctioning and directing addr essed 

toward indi vidual pupils may provide an indi cat i on of t he 

isomorphi sm of parent nnd teocher beliefs . This has 

implica ti ons for te8.cher - pupil classroom c ontact s . Whe r e 

consensus exi sts, teacher sanctioning and directing should be 
approving . Whe r e di sensus exi s ts teacher sahctions and 

directing should be disapproving . For the pupil then 
c hanges i n self develop as the r esponse to others and 

dissatisfaction with self· , as perceived by t he 11 I 11
, a 

reflection of the outs i de obse rver - more particularly the 

t eacher . 

The theore tical implica tions appear clear - Role 

expectancies of parents and teachers and the sanctioni ng -

directing behaviour of teachers comprise legitima te variables 
upon which 2 study of the f ac tors relating to school success 

of children may well be based . 

The Basis in Transact i onal Mode and Content 

Beljef Cat~g_Qries. Role-expectancies a r e beliefs concerning 

the correctness of b ehavj ou£ in a p articular s ituat ion . 

·while the theoretical basis for behavj_Q_ur 3 ari s ing from 

beli ef discrepancy may be f ound i n value-conflict theory, it 

is useful to turn to soc i a l-contract and s ocia l-exchange 

theory for the bas i s of the beliefs themse lves. Soci a l 
exchange theory i s predicated on the assumption that in social 

contexts, i ndividua l s for the sake of the ir mutual interests 

agree t o give in order to receive . Wha t they give and get, 

and how much, is a mat t e r for nego tiation and agreement . 
11 Soci a l exchange is a deriva tive of soci a l contract . 
Social contra ct in its turn has a long history in the 
wes tern intellectual tradition. First appearing in 
the writings of early politica l theorists it was 
aligned with matters of jurisdiction, where the 
contention was advanced that for their own security 
and self- interest men entered into a form of contract. 
Co~sequently much of the initial a rgument centred 
around the right to succ eed or withdraw from the 
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contract or specifically the jurisdiction of the 
governors . Por example, feudalism was seen dS a 
contractual relation between the king (or lord) and 
his vassals . Later, social contraGt arguments werd 
used in disputes over the authority of the popes and 
the obligations of the people to the church (e . g . 
Investitute Contest, the Conciliar debates, the 
Reformation and Counter-Reformation) . . ~ 

With the onset of the Enlightment, social contract 
was related to natural law . For example, Rousseau, 
Hobbes and Locke insisted that when society originated 
in a c ont1·&c-~ ( explicit or t s.cit), each indi viduo.l, in 
consen~ing, removed himself from the 'state of nature '. 
In this way government, with a legal system characterized 
by impartially adminis tered justice 9 was esto.blished . 

A seco~d, and related, point worth noting about 
socia l cont~act theory i s that it has been developed not 
only to explain the behaviour of small groups (the lord 
and his vassals), but also the es t ablishment of 
political institutions and international r elations . 
In this way 9 social contract theory has sought to 
explain at both the micro and macro sociological levels . 

In the last two dec&des, interest in social 
exchange has increased, with Homans (1954), and Foa and 
Foa (1969) using the theory i n the social psychological 
sense, and Blau (1967) and Adams (1971) trea~!'ng it 
sce;i olo.gi cally;1 . Koopman ( 1971 ) . 

Irrespective of whether exchange is seen as social or 

economic, exchange theory is b ased on the assump tion or 

proposition tha t individ~dl s seek to max~mize rewa rds or at 

leas t minimize punishments . Re wards and punishments 

including positive and negative sanctions, a r e of course 

situa tion specific o.n'l the coITLmodity exchanged may be variously 

defined . The exchange proces s itself however is based on the 

assumption thnt whatever the commodity is it may be given to, 

or t aken from, either the self or another . 

Applic a tion of social - contract theory to the area of 

verbal intera ction may be found in some form in the work of 

Bales, (1950); Adams and Biddle, (1967); and Bates, (1971 ) . 
A recent synthesis of social - exchange theory, providing a 

basis for the categorization of human intEractions as an 
exchange of status, utility or affect ho.s been formulated by 

Adams whose position has been summarized ~uccinc tly by 
Bates (1971) . 
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11Adams sees exchange t heory as providing a basis f'or a 
view of' soci a l sys tems as involving an excha ngu of' 
'commodities' between members . The commoditi es , 
grossly clas sif•i ed o. .J Status, Utili L. Y and Af':fect, a_ e 
manifested as behaviour a nd artifact s in tht.; system. 
Eve ry social system, the argw-nent goes, has acc EJpted 
procedures by which Sta tu s i s given or den ied, and by 
whic h Affect a nd Utility a r e a l so gi ven end denied . 
Adams bri ef ly ca tegorises the comrnodi tie s in thi s way: 

Sta tus. Individua l s engage i n St a tu s behaviour 
'..hen they engage i n pecking order practices , i . e . 
they a lloca te or deny r ank and recognition . 
Ingra ti ation, deference, r espect, insult, c ontemp t 
ar e t e r ms cha r acteristica lly a s sociated with 
st a t using behaviours. 
Affect . Individua l s engage in Affect behavi our 
when t he y give or deny love or hat e to others . 
Affection, care, friendliness , war mth, dislike, 
ha te o. r o terms cha r a cte ristically associ a ted with 
affect b ehaviours . 
Utility . Individuals engage in Utility b ehavi our 
when they gi ve or deny goods or service s t o others . 
Profit, l ess advantageous, useful, profitab l e , 
unhe l pful, ar e terms cha r acteri s tica lly ass ociated 
with utility b ehaviour . 

In a ny given soci al s ystem however·, a ll c ommodi ti es may 
not b e e qually domi nant . For exampl e, in a marit a l 
system Affect i s presumed to domina te; in a milit ary 
system Status does ; in o.n economic system, Utility does . 
None theless, a ll three elements a r c to be found to a 
grea ter or lesser extent i n a ll sys t ems . Adams attemp ts 
a r a tiona liza tion of thi s the s i s on the grounds tha c each 
component Clln be identifi ed i n a ll knowi1 humon societies: 
a ll societies have institutiona lized f orms of 
stra tific a tion , ca r e , and economic speci a liza tion". 

The relevance of the Adams' position for the present 

thesis lies i n the proposition th a t p arents and teachers hold 

different beliefs ab ou t the rela tive importance of the s t atus, 

utility and affect commoditi e s in exchanges between pupil and 
teacher. 

Just as necessa ry as made in the present study is some 
specification of the school relevant conten t of the exchange . 

A second conceptual b ase for the examination of beliefs 

concerning beha viour can be derived from nn analys is of the 

content of human transactions . Here the tradition of class­

room research may be invoked. Although categorization 
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systems are now numerous, (Rosenshine and Furst identifi ed 

more than 400), a t the mos t gro ss level of analysis three 

components seem to recur \ ·ith marked regularity . For 

convenience the Ad2ms and Biddle categorization c an be t aken 
as representa tive. Their system nruned the content 

categories -

1. Subject Matter Content, refe rring to those communic a tions 

having relevance for lesson conten t. 

2. Sociation Content, including those communic c tions 

perta ining to the process of being soci able or which 

represent recognized soci a l conventions. 
3. Organiza tion Cont ent, referring to communic a tions having 

relevance for the administra tion and control of the 

clas s room or school . 
Because the emphasis individuals give to mode and content 

categori es of social exchJnge differ there are possibilities 

for both cons ensus and dis en$US of rol e beliefs . Figure 2.1 

presents the model derived from such implications . 

Figure 2 . 1 

Theore tical Model of Individual Relationships 

/i 
//" 

System 
Members 

Giving priority to 
simila r beliefs for Role-expect-
status, utility, affect a tion __, 
organization, subject, --"7consensus 
matter and sociation . 

Giving priority to 
dissimila r belief~ 
for sta tus, utility, 
affect, organization, 
subject-matter and 
sociation. 

Role-ex:pect-
~ation ~ 

1disensus -

Mutually 
supr ortive 
sanction­
ing and 
directing 
roles. 

Antagonistic 
or dis­
crepant 
sanction­
ing and 
directing 
roles. 

Determining the conceptual framework of the present 

study in this way permits the following logical conclusion. 

Parents and teachers may be inn state of complete agreement, 

complete disagreement, or partial agreement - disagreement 
over all or some of the content and mode categories. In 
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order to recognize these sepa rate alt8rnat ives, it ha s been 

found convenient to l abel the c ondition when parents and 
teachers are in agr eement as 'i somorphi c', and the children 

of the parents involved as 'Isomores'. The condition of 
disagreement is l abel led as 'contramorphic' and the children 

of the parents involved as 'Contramores '. Although the 

partial condition ha s been ignored in the present study, it 

is apparent tha t the isomorphic pa rent - teacher rel ationship 

is not limited to a single type. In fact p arent-tea cher 
agreement may be examined from a t leas t two point s of view. 

The more obvious of these is the situation where p arent and 

teacher give pre-eminence to the same conten t or mode 

category, (e.g. both believe i n the prime i mportance of 

'subject ma tter' in the educa tional setting). The children 
of p arents involved in this type of specific isomorphic 
rel ationship are l abelled 'Specific I s omores' . On the other 
hand, the situa tion may well ari se where parent and tea cher 
give priori_!.Y: to different mode or content c a tegories and yet 
are in general agreemen t about t he rel ative i mportance of each 
ca tegory. It has been found convenient to label the children 

of parents involved in thi s type of general isomorphic 
relationship, a s 'Genera l Isomores'. 

Similarly, pa rent-teacher rela tionships tha t a re 

'Contramorphic' a re not identica l i n degree of disagreement. 
It has been found convenient to use the label, 'High 

Contramore' when referring to children of parents having · 

strong disagreemen t with the tea cher , and 'Moderate Contramore' 

when referring to those children whose parents are in moderate 

disagreement with the teacher. Definitions of the pupil 

categories arising from this conceptual framework are 
presented below. 

Definitions of Pupil Status 

Isomore. The child of a parent who is in close agreement 
with the child's teacher over the order of 

importance of criteria for school success . 
Specific Isomore. The Isomore child of a parent who gives 

priority to the same criterion for school success 

as the child's teacher. 
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Genera l Isomore. The Isomore child of a p ar ent whose order 
of import ance for the crit eri a for s chool success 

closely nppr ')Xima t es the order i ng of the sam.e 

criteri a by the t e~cher . 
Contramore. The child of a parent who di sagrees strongly 

with the child' s t eacher over t he order of 
i mportance of crit~ri a for school success . 

High Contr runore . The Contramore chi ld of a parent wh os E: 
ordering of the criteri a for school success· 
in very strong disagreement with the ordering 

of the s~~e criteri a by the tea cher. 

Modera te Contramore. The Contramore child of a parent whose 

ordering of the cri teri a for school success is 
in modera t e dis agreement with the ordering of 

the same criteri a by the te acher . 

Obse rva tion Categories 
Re s earch cited previ ously has indic a ted both con­

sistency and inequa lity of t euchers' sancti oning and 
directing b eho.vi our to wards pupils of diffe ring status. 

This study is concerned initi ally with the differences in 
tea cher sanctioning and directing behnviour directed toward 

Isomores a nd Contramores and t owards boys and girls. 
Teacher-to-pupil c on t act ca t e gories , although b ased on 
previous research c a tegones in the affective a r ea , ha ve 

been considerably modifi ed and limited to those a spects of 
teaching behaviour tha t a re verb a l and considered to reflect 

in some degree tea chers' perceptions of the pupil role status 
of particular children. For this reason only dyadic 

statements, (i.e. those directed by a tea cher towa rd a 
particula r individual pupil) are considered to be of 

interest. The definitions of categorie s to be used £or 

classroom observa tions are as follows. 
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1. Positive s anctioning. (P.S.) 

2. 

These are essentially valuing r e sponses, with the 

subject, (or his beheviour, or his ~,rtefacts), found to 
be good. The b a sic criteria for this ca tegory of 

teacher verbal behaviour nre approva l and appreci a tion. 

If the statemen t is one of praise or encouragement it is 
to be recorded as a positive s anction. 

Examples: "Good boy", "Finen, "Very Nice 11
• 

"Yes that's right", "You're doing well", 

"Uh huh 11
• 

(Note that repetition of a pupil's answer 
which indicates tha t the answer is correct, 

is scored as P.s.). 

Negative sanctioning. ( N.S.) 
These a r e essenti o lly valuing responses, with the subjec½ 
(or his behaviour, or his artefacts), found to be bnd. 

The b asic criteri a for this category of tea cher verb a l 
behaviour nre disapprova l or denigra tion. Generally 
reproach, blame , criticism, sarcasm and discouragement 

are to be scored as N.S. 
Examples: 11Naughty boy", "Jane's being naughty", "John~" 

"That's not very nice", "Tha t's not right". 
"I don't like that sort of behaviour", "Be a 

big boy", "Crybaby". 
"That' s rea lly clever 11

, "Aren't you bright 11
• 

"Now you've broken it", "You spilt that, 

didn' t you". 

3. Positive directing. (P . D.) 

These are essentially utterances of an ordering or 
directing nature in which the emphasis is on the pupil 

continuing present actions or doing something different. 

Positive directing emphasises "Do" rather than "Do not", 
"Go" rather than "Don ' t go" or "Do vour best work" , " ' 
rather than "Don't make any mistakes". 
Examples: "Tidy up now John", "Sit down", (not with a 

voice tone indicating disapproval). "Come 
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nnd help me with these Diana", i;Get your 

reading book 11
, "St ay in your seat 11

• 

4i Negative directing. ,N.D;) 

Emphasis here is on prevention of impending behaviour, 
or cessation of present behaviour, The child is told 

wha t not to do, r a ther than what to do• Negative 
directing emphasises "Don't", rather tho.n "Do 11

• "Don't 

put the paint there", r a ther than, "Put the paint in the 

cupboard 11
, or "Don't make a mess 11

, rather than, 11Keep 

your work tidy 11
• 

Exaf!1ples: "Don't forget your lunch 11 J "Don't shut the 
door just yet". 

The foregoing discussion of theoretical bases, the 
review of literature prasenteG in chapter one anu the 
presentation of definitions hcve emphs sised, i) ca tegorization 

of beliefs related to the pupil role and success in ~chool, 

ii) c onsensus and disens~s of pnrcnt-teacher expectations for 
the pupil role, and iii) s nnctioning - directing behaviour 
as the result of conformity to~ or divergence from, role­
expectations. The research hypothe~es for th1s study arise 
from consider8tion of the interaction of these three aspects 

of soci al interaction • 

.tl,vpotheses 
Nearly all inferential st2tistical procedures must 

necessarily find their basis in hypotheses of the null form, 

(Fox, 1969; Chapter 8: Kerlinger, 1963, Chapter 9). Use of 
the null form is regarded as n procedural technique for 
determining the probability of relationships. Such 

relationships are developed from resea rch based hy-potheses 

derived from existing information and the logical consistency 

of theoretical statements. The following hypotheses, 

(stated in the research form), derive from the previous review 

of litera ture and theoretical formulations. 
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H1. Consensus and disensus of parent and teacher 
beliefs, concerning school behaviours conducive 
to sc hoo1 success, will be associ ated wi th 
differential teacher verb a l behaviours toward 
individua l pupils. 

This general hypothesis gives rise to the following 

specific hypotheses. 

Parent-tea cher disensus will be associated with; 
H1 . a. more total teacher cont acts, 

b. fewer positive sanctions, 
c. more negative sanctions, 
d. more positive directions, 
e. more negative directions for pupils, than 

wi ll parent-teacher consensus. 

Research discussed in chapter one indicated differences 

in the quality and quantity of teacher contacts with girls 

and boys. In order to determine any relat ionship that may 
exist b e tween sex and Isomore or Contramore status it is 
necessary to examine the implic ations of boy-girl status for 
teacher contact behaviour. 

It is hypothesized that: 
Boys will receive -

H2. a . more total tea cher contadts, 
b. fewer positive sanctions, 
c. more negative sanctions, 
d. fewer positive directions, 
e. more negative directions 

. . . • than e:, re r eceived by girls. 

The congruency of teacher-parent agreement may be 
examined from two points of view. These are, a ) the 

existence of 'Specific-Isomore status', where both parent and 
teacher give pre-eminence to the swne belief ca tegory, and, 

b) the existence of 'General-Isomore status', where the 

choice order of categories is similar, yielding a low 

discrepancy score, but the strongest belief is different. 

It is hypothesized that: 
'Specific-Isomore status' will be associated 

H3. a. more total teacher contacts, . with; 
b. more positive sanctions, 
c. fewer negative sanctions, 
d. more positive directions, 
e. fewer negative directions .•• for pupils than 

will 'General-Isomore status'. 
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The discrepancy of beliefs between parent and tea cher is 

one of degree . The argument has been presented that the 
greater this discrepancy the more marked s hould be any trends 

in the teacher's behaviour towards the pupils concerned and 

this theoretica l position provides the b as is for the follow­

ing hypotheses. 

H4. a . 
b. 
C • 
d. 
e . 

A high degree of parent-teacher disensus 
will be associ a ted with; 

more tota l teacher contacts, 
fewer positive sanctions, 
more negative sanctions, 
more positive directions, 
more negative directions ••. for pupils, 

than moderate parent-teacher disensus. 

General Paradigm 

The general paradigm assumed for the purpose of the 
present study may be illustrate~(Figure 2 . 2)and expla ined 
as follows: 

a . Parents develop beliefs concerning child behaviours 
that may facilitate school success . 

b. Parenta l socialization practices result in child 
attitudes, beliefs and behaviours that are relatively 
isomorphic with parental attitudes, and beliefs 
concerning appropriate school behaviours. 

c. Teachers develop differential beliefs concerning th~ 
behaviours that will facilitate or hinder children's 
success at school. 

d. Where there i s consensus of parent and teacher beliefs, 
teacher expectations are realized to a degree, and 
sanctioning - directive teacher behaviour tends toward 
emphasis on approval. 

e. Where there is disensus of parent and teacher beliefs, 
teacher expectations are affronted , and sanctioning -
directive behaviour tends toward emphasis on 
disapproval. 

f. Support for, or disapproval of, a pupil, his behaviour, 
or his artefacts tends to enhance or diminish his 
opportunities for school success. 

Previous research as presented in chapter one has 

determined the validity of the initial three stages and the 
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final stage of this model . 

with steps d. and e . 
The present study i s concerned 

a . 

b. 

c. 

Figure 2.2 

Theoretical Model of Parent. Child and Teacher 
Rel a tionships and the Results 
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f. Relative Success or Failure at School. 
(S = Status, U = Utility, S-M = Subject Matter, 

A 

O = Organization, S-R = Social Relationships and A= Af'fect). 



CH.APTER III 

Res earch Design and Me thodology 

In the pr esent chap t e r, first the research design is 

presented, then follo ws : i) det a il s of me thodology, 

specifica lly, the r esearch instrument, ii) s ample 
identifica ti on and selection, iii) da t a c oll ection and 

iv) methods of dat a ana l ys is. 

Research Design 

The vari ables upon which the design is based a r e , 

i) Isomore-Contramore pupils of four types; ii) Sex; 

iii) the six belief ca t egories con c erning behaviour and 
success a t school, and iv.) four teache r sanctioning­
directing behaviours. 

A model of the vari ables i nvolved i n the r esearch des ign 
is presented in Figure 3.1 i ndi ca ting t hat t e~cher verbal 

contact s with pupils of diffe r en t sta tus, (such status being 
dependent upon tea cher belief pr eferences), is the focus for 

thi s s tudy. 

Figure 3.1 

Resea rch Design 

TEACHER VERBAL 
BEHAVIOUR X PUPIL STATUS 

Positive Sanctions 
Negative Sanctions X 
Positive Directions 
Negative Directions 

Contramor es 
High Contramore s 
Moderate Contramores 
Isomores 
Specific Isomores 
Genera l Isomores 
Boys 
Girls 

X TEACHER BELIEF 
PREFERENCES 

Af'f'ect 
Utility 

X Status 
Organization 
Subject Matter 
Social Rela tion-

ships 

For this study then, a measure of the quality and 
quantity of ea ch te acher's verbal behaviour for each category 

of pupil is necessary. 
At least one teacher clearly repr esenting 

each of the six belief' categories must be identif'ied and 
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matched with pupils a cc or ding to t he pattern presented in 
Figure 3 . 2 . This will ensure i n t era:ti on be t ween each teacher 
in each be li ef ca t egory and equal numbers of boys and gil'ls, 

Isomores and Contramores, Specific and Gene r al Isomores , High 

and Modera te Contramor es . The t heo r e tical structure aris i ng 

from t he research des i gn i s given i n Figure 3.2. 

Figure 3 . 2 presents t he numbe r of pupil s within each 

st a tu s requi red to p reserve a perfec t balance i n operational ­
izing t he rese arch design. For each of s ix teachers, 

representing the six belief categories t o interact with a 

minimum of t wo pupils i n each s t a tu s ca tegory, 16 pupils are 
required - 8 I somores , (4 specific and 4 gene r al); 

8 Contramore s , (4 high and 4 moder a te), c ompri sed of e qual 
numbers of boys and girls . If a ~inimum re quirement of t wo 

pupils f or eac h s t atus ca tego r y i s to be met a tot a l of 

96 pupils i s necessary . 
i) 
The Research Ins trumen t 

In order to identify suitable s amples of parents and 

tea chers, statements indicative of pa r ents' and te achers ' 

con cern for part ic ular behaviours, with s chool success as t he 
referrant, and arising from previous theoretical c ons idera tirns, 

were cons truc ted. 
Chap t er t wo presented exchange theory and the content 

of human transacti ons as the basis for categori zing r ole 

beliefs of parents a nd teachers . The content of human 
transacti ons has been c ategorized as Subject Mat t er , Sociation 

and Organiza tion, and the modes of exchang e categorized as 
i nvolving Sta tus, Utility and Af'fect. These s i x categories 
provide the focus f or obtaining an indication of teachers' and 
parents' beliefs about pupil behaviours militating toward 

success at school . Therefore it was ne cessa ry to represent 

each category i n a statement about pupil behaviour and school 
success. While school succes s could be a common f actor in 

all six statements it was important that the statements 
representing pupil behaviour should be mu tually exclusive. 
The statements representative of Status, Utility and Af'fect 



Figure 3, 2 

Theoretical Details of Research Design 
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4
_Negati-ye 48 Cons. _~ . . act s 8 Girls r _ . 
Directions ~ t 12 Con.Girls ,Hi. Vfth \) , 2 Con.Girls,Hi. 

- 24 Con. Girls 1 1 - 4 Con. Girls ~ 
_12 Con.Gms , Mod . . ~-2 Con.Girls, Mod. 

Iso. = Isomore 

Con. = Contramore 
I 

Hi. = High -r:-
Mod. = Moderate 

O'.) 

Spec. = Specific 

Gen. = General 
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were based on behaviours i ndi ca ting 
ii) usefulness of school l ea r ni ng and 

i) r espect for stntus, 
iii) a liking for 

school, while those representative of Sub ject Matt er, 

Soci a tion and Or ganizati on we r e based on behaviours related 

to i) interest in school subjects, ii) co- ope r a tion and 

contact with others and iii) school routines . 

Initially in order t o a chieve cla rity, exclusiveness 

and specificity of meanings a set of s tatements was devised 
and the n subjected to scrutiny and comment by staff members 

of t he Educa tion Depa rtmen t of Massey University and to 

students and parents, approxi ma t e ly 20 i n all. As a result 

of expressed uncertainties suc cess i ve modifica ti ons were 

made until agr eemen t was re a ched . It was decided t ha t a 

conviction that Soci a tion was t he vital factor contributing 

t o success i n s chool v10uld be represented by the s t a t emen t; 

"To be successful a t s chool it is (mor e ) important for 

a child t o show that he i s friendly and c o- operative wi t h 

pupil s and teachers . 11 

Where t he individual re gards Subject Ma tter as the vital 

factor this belief was represented by the s t atement; 

"To be suc cessful a t s chool it is (more) important for 

a child to show that he is interested in school subjects." 

The belief tha t Organization has priority was represented by 

the statement; 

"To be successful a t school it is (more) important for 

a child to show tha t he c an adjust to school organization 

and routine . " 
Similarly, Utility was represented b y ; 

"To be successful at school it is (more) important for 
a child to show tha t he can use what he has learned . " 

Affect by; 

"To be successful a t school it is (more) important for 

a child to show that he likes school." 

and Status was represented by the statement -
"To be successful at school it is {more) i mp ortant for 

a child to show that he respects the teacher . " 
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The six ca tegorie s and the pupil behavi our s t atements 

for e ach are pre sen ted in Fi gure 3 .3. 

Figure 3.3 

Six Categories of Pupil Behaviour 

To be successful a t school it is mor e i mportan t for a 
child to show that -

1 • 

2 . 

3. 
4. 

5. 

6. 

He can use wha t he has le arned. 
He likes school. 

He re spects the teache r. 

(Utility) 

(Affect) 

(Status) 
He c an adjust t o school organization 

and routine. (Organiz a tion) 
He i s friendly and co - operative with 

pupi ls and t eachers . (Soci a tion ) 

He i s interested i n s chool sub j ects. (Subject Mat t er) 

The s t atements we re inc orporated i nto a five page 

ques tionnaire, contai ni ng t he six bel ief s t a temen t s presented 

in a forced c hoice format . Ea ch statement was paired wi th 

every other s t atement re sulting i n fifteen separate items. 

Participants were aske d t o indicate which one of each pair 

was, i n their opini on , mor e i mpor t ant fo r a child ' s success 

at school. From a tri al condu cted vnth a group of s tudents 

and parents it v✓as det ermi ned that randomization of th e i terns 

led to close repetition s of some parent-teacher belief 

statements . This r esu lted in feelings of frustration and 

suspi ci ons of needless repetition. For these reasons the 

items were p l a c ed in an order giving maximum space between 
repetition of each belief s t a tement. I n the succeeding 

trial no further objections were expressed. The format 
adopted is illustrated in Figure 3.4 and the complete 

questionnaire appears in Appendix A. 
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Fi gure 3. !± 

Iterr Format 

In your op i ni on 1 t o be successful at schoo l it is more 

i mportant for a child to show tha t -

6. A. 
or 

He r espects t he teacher 
( 

B. He is fri endly and co-operative 
with pupils and teachers 

7. A. 
or B. 

He likes school 

He is interested in 
sc hoo l subje cts 

( 

) 
strongly 

mode rately 

slightly 

) 
s trongly 

mode r ately 

slightly 

The format provided for respondents to express their 
strength of preference . This was done , a) to mitigate to 

s ome degree one unfavourable aspect of for ced-choi ce 
questioning methods , and b) to provide a more sensit i ve 

device for obtaining a useful s t atistic. 

Reli ab ility 

Tes t-re te st was used to check on instrument r eliability . 

The initia l testing was c onducted with 29 adults c ompri s ing 

approximately equal numbers of tea chers, edu cation s tudents 

and parents. Of these 25 wer e available for retest between 
four and eight weeks later. Means 1 s tandard deviations and 

Pearson product-moment corre lati ons were obta ined for each 
category and for the total category comparisons of all 

participants. Resul ts are presented i n Table 3.1 which 

indicates that correlations between test and rete s t scores 

varied from .44 to .79 . When the total test-retest scores 

for all subjects in all categories, were compared, a test 
reliability score of . 671 was obtained. 
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Test-Retest ReJiability ScoreE 

Test 1 Test 2 r1 

Categ ory M1 S.D.1 M2 S.D . 2 
Status 1. 760 3 . 227 2 .520 3 . 662 • 514 
Utility 8 . 000 2 . 958 8 . 360 3.397 .459 
Affect 5 . 800 2 . 972 5.240 3 -439 .440 
Organization 4 . 000 2 .798 3 . 400 2.986 . 628 
Subject 
Matter 4 .520 3.162 5 . 160 3 . 446 .568 
Social 
Relationship 7.350 3.470 I 6.040 3. 253 . 789 
ALL Category 
Pairs 5 . 240 3. 701 5 .1 20 3 . 799 ~ 

(n = 25) 

The r ange of corre lations in Table 3.1, including the 
'all categories ' results, may be c onsidered adequate when 

compar is ons are made with correlations obtained using similar 

instruments, (Broadley, 1970; '.31-::48 '; Bates, 1971; '.35-

. 75') and is consi s t ent with the standards usually required . 

See for example, Kerlinger P432 ff. 
ii) 
Sample: Phase 1 . (Teac he rs) 
Procedure . 

In order to gain a ccess to an appropr i ate sample of 

teachers, permission was sought from the District Senior 
Inspector of Schools for the Wanganui Education District, 

to approach all schools of grade five and above in the 
Manawatu area . Schools below grade five were not included 
as new- entrant classes in these schools tend to contain 
pupils covering a relatively wide age range and the numbers 
available for observation would be uneconomic in terms of 
time. 
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Admini st r a tion 

Subsequently t he headmas t ers of th e t wenty s c hoo l s 

eligible for inclusion were approa ched and tlw purpose and 

methodology of the s tudy explained. All headmasters v1cre 

agreeable to their teac hers participa ti ng i n t he study . All 

eligible te a cher s r1ere then vi s ited and the ir collaboration 

was reques ted. In discussions their complete anonymity was 

gu a r ant eed and the pur pose and p r oce dur es of the study 
explained and discussed . 

Teachers from a ll s chools contacted agr eed to 
participa t e, 21 t eac he r s in a ll , and ques tionnaires we r e 

mailed to them, once introductory visit s had been completed. 

Resnonse and Scoring 

All que s tionnairs we r e correctly compl eted and returned 
withi n t hree days . A poin t s sys t em was used for s coring with 

three poin ts allocated t o each be lief category i ndi ca ted as 

"stronglyn preferred , t wo points for ea ch belief category 
11modera tely 11 p r eferred and one point a llocated where the 

belief preference was "sli ght 11
• Once a ll b ooklets had been 

scored initially , a check scoring was c arried out. Teacher 

scores under each belief category were r ecorded . 

Sample: Phase 2. (Pa rents) 
Administration 

The t wo teachers having t he highest s c ores for each of 

the six categories i n rel a tion to t he ir separa te scores in 

the other five ca tegori es were t aken for the second s t age of 
the study . As only one teacher gave priority to Status in 

her selections thi s reduced the tea cher numbers at this stage 
to eleven. (See Appendix B for full details.) 

Each of t he eleven selected teachers was visited in 

early October . An explanatory letter, questionnaire, 
booklet, and addressed return envelope were forwarded to 

the mothers of all pupils i n the selected teache rs' classes 

who had commenced school some time during the current year . 
Envelopes were addressed to mothers but pupils were used for 
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both delivery of envelopes t o the homes and the r e turn of 

questionnaires to the school . Parent s received the material 
on the 20 October and vrere asked to complete the questionnaire 

and return it t o the school by Friday 22 October . 

Resuonse Rate 

Figures for the returns from individual s c hools are 
presented in Table 3.2, Schools a re numbered 1-11. In t he 

table it can be se0n tha t response rates varied. between 65% 
and 93%, with an average of 81%. 

Table 3. 2 

Questionnaire Returns from Schools 

School Returns Clas s Roll Precent Returned 
1 28 32 87½% 
2 28 35 80% 
3 27 29 93% 
4 25 28 89% 
5 34 39 87% 
6 15 23 65% 
7 28 35 80% 
8 28 32 87% 
9 21 29 72% 

10 21 28 75% 
11 _n_ ..22. 69% 

TOTAL 282 349 Average 81% 

Analisis 

For the next phase of the study it was necessary to 

have a sample of pupils whose composition was based on the 

relationship between the scores of their parents and their 
teachers. The number of children required for each pupil 

category has been presented in Figure 3.2 . Parent 
questionnaires were scored as for teachers in phase one and 
the results recorded. Discrepancies between each parent's 
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score and that of her child's teacher were calcula ted, using 

the method detailed in Figure 3.5. The figure contains 

details about two parents. The basi s for calculation was the 
same in each case: In thi s s ample Parent¼', (with a 

discrepancy score of 46 when her scores in each category are 

subtracted from the teacher's scores), is categorized as a 
Contramore with a 'Status-Organization' preference. Parent 

'B', (having a discrepancy score of 7), is categorized as an 

Isomore with a Sociation preference. This procedure was 

performed for the 280 parent questionnaires. Parents were 

then classified as being in an Isomorphic, Contramorphic or 
Neutral relationship with their child's teacher. 

·Fi gure...J...:...2 

Calculation of Discrepancy Scores 

Categories. 

Affect Utility Status Organi.s- Socia- Subject (Disc) 
ation tion Matter ancy 

TEACli5'.a Score 
SGORl!S 12 4 0 2 15 9 

Parent 'A' 
Scores 2 0 7 7 3 1 

Parent 'A' 
discrepan:::y 10 +~ + _J_ +.--2 + 12 + -8 = 46 

Parent 'B' 
Scores 12 + 1 + 3 + 2 + 14 + 9 

Parent 'B' 
discreparcy _Q -3 ......2 0 1 0 z:::: 7 

Parent 'A' is a Contramore in the Status-Organization 

Parent 'B' is an Isomore in the Sociation area. area. 

Sample: Phase 3. (Pupils) 

The total parent-teacher discrepancy scores were 
examined for the purpose of determining Isomore and Contramore 
pupils. In order to ensure a sufficient number of pupils in 

each category, (boys, girls, Specific-Isomores, General-Isorrore~ 
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High-Contramores a nd Modera t c -Contramores ), the dec ision 

was made to classify as Is omores all tho se pupil s whos e 

parent-teacher discrepancy sc or es were 1 9 or less. Children 
whose parent-teacher discrepancy score s equalled or 

exceeded 28 were classed as Contramores. 

Isomores were sub-divided i nto t wo c a tegories -

a. (Specific) Those whos e parents gave priority to the 

~ c a t egory of b e lief as t he tea cher . 

b. 

a. 

(General) Tho se whose parents gave priority to a 

category of belief different from tha t of 

the tea cher, a lthough having a discrepancy 

score less than 20. 

Contramorea were also divided into t wo ca t egories -

(High) Children of parents wh ose discrepancy 
scores we r e in excess of 36 p oints were 

classified as High Contramor es . (This 

group l a t e r included one pupil a t 35 and 
ano ther at 34 as repla cements for absentees). 

b . (Moderate) Children of parents wi t h discrepancy scores 

Neutrals 

28 - 33 we r e classed as Moderate Contramores. 

Pupils whose par 8nts' discrepancy scores 

fell b e t ween 20 - 32 inclusive were classed 

as Neutral s and were n ot used for this 

study . 

The details of the r esulting di s tributions of Isomores 

and Contramores are presen ted in matrix form in Figure 3 . 6 
which indicates that on the basis s elected nearly half (46%) 
of all pupils were Neutrals, and slightly over half were 

Isomores (28%), or Contramores (26%) . 
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Figure 3.6 

Matrix of Pupil Attributes 

Isomores Contr amores Neutrals TOTALS 

Specific Genera l Hi gh Modera te 

Boys 19 20 30 9 62 140 

Girls 17 23 19 15 68 142 
Sub-totals 36 43 49 24 
TOTALS 79 73 130 282 

Limitations to actualizing the ca tegory numbers planned 

:for, and presented in Figure 3.2 were caused by -

1 . Insufficient pupils within some. groups in some class­

rooms. 
2. Absence of pupils, due to a mumps epidemic, who were 

unable to be r epl a ced once obs erva tions were nearing 
completion. 
This necessitated the adoption of a modified form of 

the numbers in the planned research design. This is 

presented in Figure 3.7. 
In figure 3.7 it can be seen tha t the total number of 

pupils meeting the sta tus criteria previously established was 

64. Of these half were Isomores and half Contramores with 
boys and girls evenly distributed. The number of pupils in 

each pupil-status-category, (i.e. High and Moderate Contramore, 
and, General and Specific Isomore), are equa l and although 

the numbers of boy and girl Specific and General Isomores 

varies, these totals are also equal. (This imbalance has 

been corrected, for data analysis procedures, by the use of 

an appropriate formula.) 
That the overall balance between pupil categories and 

teachers, (representing belief categories), has been retained, 
is made clear in Figure 3,8. The balance between Isomores 

and Contramores in each classroom has been preserved, as 

also has the total balance between boys and girls, 
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High-Contramore s and Modera te Con tramores and b etween 
Specific and Genera l-Isomor es . 

Figure 3. 8 

Actual Numbe r of Pupils i n Each Researc h 
Category 

Teacher 
Type 

Isomore s Contramore s 

Boys Girls Totals Boys Girls Totals 

Spec. Gen . Spec . Gen. ---- - Hi. Mod . Hi. Mod . 
Affect 2 1 5 0 ::: 8 2 1 1 4 -- 8 -

Utility 2 1 0 2 5 0 3 1 1 - 5 - --

St a tus 0 3 1 1 5 1 2 1 1 - 5 -

Organiz- 2 0 0 3 - 5 0 2 2 1 - 5 - -
a tion 

Subject 2 1 1 1 - 5 3 0 2 0 - 5 ..... . -
Matter 

Soci a tfun 1 1 0 2 = 4 0 2 1 1 - i 4 ' -
Sub Totals 9 7 7 9 8 8 8 8 

A 

Sub Totals 16 16 1 6 1 6 
B 

TOTALS 32 32 

iii) 
Phase 4 - Data Collection 
Classroom Observation 

The categories under which teacher to pupil verb a l 

interactions were to b e recorded and the directions for 

making categorizing decisions have been detailed on pages 

41 and 42 . 
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Method 

Appar a tus used for recording tea cher- pupil verba l 

interaction included a small cordles s r adio- mi crophone 

transmitter and a radio r eceiver connect ed directly to a 
t ape recorder . 

Al l electri~al and radio equi pment was plac ed in the 

classroom 9 ( as i nconspicuously as possible) 9 before the 

pupils arrived . Observers sa t side by side in as 

unobtrusive position as possible but f acing the major 

centre of activity. This had been ascerta ined on an earlier 

visit. The t ape recorder was s itua t ed between t he observers 

and below t able level. This enabled the revolution-counter 

fi gur es t o be used to locate the posit i on on the t ape of 

specific tea cher-pupil verbal contacts. 

The t eacher wore the cordless microphone which trans ­

mitted to the receiver and tape recorder . Volume could be 

adjusted to enab l e observers to hear everything the te a cher 

said but a t the same time ensur e i naudibility fo r others in 
t he class room. 

Only one t eacher admi tted tha t she wo.s unduly c onsci ous 
of t he radi o mic rophone throughou t t he observation sessions 

but othe r t eachers claimed tha t it did not greatly affect treir 

classroom behaviour . The mi crophone could be swi tc hed off 
by t he wearers and t hey were asked to do t his when conversing 

with any visitor such as a paren t, headmas t er, denta l nurse 
or othe r t eacher. 

When t he c hildren entered the classroom the observers 

were i ntroduced. Then in order to facilitate ident ification 

of pupils a se lf-adhesive label was a ttached to every child's 

clothing. Five different colours we r e used but the pre­

selected Con tramores were given red labels and Isomores, blue. 

Teachers took for granted tha t all pupils we r e being observed. 

Pupils were discourageQ from attempting to converse with or 
watch observers. 

Although cons ider able tea cher-pupil con t act of the 

sanctioning-directive typ e occurred a t this stage of the day, 
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the novelty of the s ituation caused by the presenc e of 

observers and equipment may ha ve crea t ed abnormal i n t e r action 

patterns. Observa tion and recording i n-ce r ac tions under such 

circums t ances was felt to be unwarranted . The refore only 

when class room routi nes and behaviour appea r ed r ela tively 

'norma l' was obs erva ti on begun . Settli ng periods preceding 

the actual recording , r anged from fifte en t o thirty minutes . 

During t his period observers were able to memor ize the names 

o:f the pupils for whom t hey had specific respons ibility. It 

was also possible t o memori ze t he names of the ot her 

observer's subjects. This p r oved to b e useful when one 

observer' s subjects ' were objects of an unusually hi gh degree 

of teacher talk. 

All teacher i nteractions with the Isomore and 
Contramore pupils in additi on t o being t ape - recorded were a lso 

recorded on n special ly des i gned f orm. ( See Appendi x C). 

The f or ms made provision for pupils ' names, identific a tion 

numbe rs, s t a tus category, s anctions-directi ons c olumns, a 

brief description of salient physical or clothi ng f ea tures 

for i dentific a tion purp oses and a c olumn :for recording the 

t ape r e corder counter number when each verbal interaction 
occurred. 

When a t eacher a ddressed a pupil t he c omment was 
cla ssified and noted as ei t her a pos itive or nega tive sanction 

or direction. The following coding conventions we re used: 

i) Only thos e teache r sanctions and directions contacts 
directed toward subjects taking pa rt in the s tudy are 

r ecorded. The 4 dimensions of teacher behaviour vis-a-vis 

individual children, tha t are i mportant for this study, 

are positive and nega tive sanctioning nnd positive and 

negat ive directing. Utterances directed toward a class, 

group, or pair of pupi l s, such as t hose involved in 

lecturing or teaching behaviours, reading stories or 

organiz a tiona l announcements are not recorded. 
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ii) Immediately t he tea cher addresses a child the statement 

is c oded P.S. for positive sanctions 9 N. S . fo r negative 

sanctions, P . D. for positive directions and N. D. for 

negative directions . Such ques tioning forms as 
11 \i:/J.i. --~ did you do? n inferring, "Tell me wha t you d i d, 11 

or 11Can you put these in t he cupboard for me?" 

i mp lying, nGo and put these i n the cupboard 11
, should 

bG coded P . D. 

iii) The code symbo l i s entered beneath the c hi ld I s code 

number and t he tea cher' s commen t written down . ( At 

times it is only possible to wr it e key words rather 

t han t he whol e statement ) . 

iv) The t a pe recorder c ounte r number i s r e corded for each 

statement to facilitate l a ter checki ng of the record . 

v) A new line of the r ecording shee t i s used for each 

statement . 

NOTE: Positive and negative sanctioning, while being 

basically i nhe r ent i n t he words used may a lso re s ide 

in the tone of voice. Observers should use as a 

general guide the r ule that t one of voice th ought to 

convey approval sh nlid result in a P . S . coding . 

Similarly a tone of voice conveyin6 disapproval should 

resul t i n N. S. coding. 

Obs erver di s crimination using tone of voice 

applies: 

1 . vVhen the sentence form i s not of a sanctioning form. 

2. Whe n the sentence form is sanctioning form but 

the tone of voice over- rules the semantic c ontent . 

After each ob serva tion period the tape Wf.•.s replayed and 

both observers checked both written records for omissions and 

errors. A summary of tea cher-pupil conta cts for each pupil 

in each verb a l interaction category was tnen tabula ted for 

each classroom. 

Comple te anonymity for teache rs, schooJs and individua l 
pupil has been preserved . 
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Pretest of the Observation System 

Prior to actual observations used to record data for 

analysis in this study, observers -

1. Discussed the categories and tested each other on their 

use by making use ofrommonly used teacher sanctions and 

directions. 
2. Each observer individually ob served and recorded the 

same six pupils for t he same one hour period in a non­

participating classroom. 
3. Observations and recordings made in 2 above were then 

checked individually from the tape recording. 

Comparison of observer scores for the six pupils over 

the four categories gave a coefficient of observer agreement, 

(Medley and Mitzell, 1963), of . 87 . 
4. Vari a tions between observer decisions were discussed 

and a simpler more efficient rec ording form designed . 

5. A second one hour trial was conducted under the same 

conditions as in trial one, using seven pupils . 

The coefficient of observer agreement in this case was 

96.7, with the four differences in decision being complete 
omissions of brief comments by the teacher. At this stage 

the decision wa s made to conduct the observations for the 

study. 

For all tea chers, observation and recording occupied 

three hours . 

a. One hour between 9 a.m. and 10.30 a .m. 

b. One hour between 10.45 a . m. and 12.15 p.m. 
c. One hour between 1 p.m. and 2.30 p.m. 

All teachers except one elected to have the observations 

take place on one day rather than have it spread over two or 

three days. The exception was a teacher at a school where 

internal arrangements made it necessary for the morning 
sessions to be recorded on two successive days. 
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iv) Analysis 

Statistical Procedures 

Before tests of s i gnific ance are used certain 

assumptions must be satisfied. 
"Onl y when the r esearc he r has a probability sarnple 

from a specified population can he employ tests of 

significance to assess the probability that the 

s tatistic i s an accurate estimate of the parameter . " 

"The sample must be drawn from a specified population ••. 

a general random procedure must be followed." 

Webb and Clements, ( 1971). 

The critical assumptions necessary for the te s ts of 

significance used in this s tudy are those concerning, 

1) population, and 2) sample selection. 

1. Population 
The populations from which subjects were drawn for the 

study are -

i) Isomore and Contramore parents of five year old 

pupils re s ident i n the Manawatu, during the 

pupils first year of formal schooling, attending 

schools larger than grade four. 

ii) Children of the parents described in (i) above. 

iii) Teachers of the children described in {i) above. 

2. Pupil Sample 
Parents were used only as identifiers of children's 

membership of one or other of the two groups. Once 

identification had been established the decision as to which 

childr~n would become subjects for the study was determined 

by teacher type. Chance was the basis for pupil inclusion, 

in the sample, as any six teachers of the twenty one 

participating could have qualified for final inclusion . 
Although the pupil sample was not selected by 

classical randomization procedures, it is believed that for 

the purposes of this study the sample is suitable, in that 
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teacher cha r acte ri st ic s formed the criteri a on which particular 

clas s rooms and hence pupil subject s , we re i ncluded . 

Suppor t for this position i s available . 

"Even t hough random sampling i s required in theory on 
occasions, the educa ti onal researcher can p r obably draw 
meani ngful i nferences from sample data which have no t 
been randomly drawn. To do this rowever, he should try 
to t ake precautions so that no undue factors have 
biased hi s samp l e selec ti on .... As one of t en has 
difficulty in drawing purely random samples in 
educational situations , a more reasonable guide would 
be t o make sure t hat t he smnple has no t been drawn in 
such a fashion t hat it is a. bi ased r ep r esent a tion of 
t he population unde r s t udy. " 

Popham , (1967). 

If t es t s of s ignificanc e a r e able to be used legitimaiely, 

the next decision c once r ns the use of pa r ame tric or non­

parametric sta ti stics. Di s cussions of normal p opu l a tion 
distributi on where 't' t est s arc to be considered, (Hays, 

1963; Popham, 1967); poi nt up the degree of latitude 
possibl e . 

11 S0 l ong as the sample s i ze i s even moderate for each 
group, quite severe depa rtures from normality seem to 
make little practical difference to t he conclusions 

reached .•.. (the assump tion of nor mali ty) ..• ma y be 
viola ted al mos t vvi t.1 impunity prov:!.ded that sample 
size is not extremely smal l. 11 

Hays, ( 1 963) • 

"Even with t hese restrictions the 't' t es t can be used 
by te a chers to chec k with precision the difference 
between t wo groups . " 

Popharn, ( 1967). 

Despite Hays, (1963) , stat8ment; "When both samples are 

quite l a r ge , then both the assumptions of normalit y and 

homogeneous variance bee ome rela t :L vely unimportant ," t he 

decision was made to use non- par ~~etri c s t atist ics. The 

reasons for t h i s decision were -
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1 . Use of parametric statistics for the two rela tionships 

not complying with homogeneous vari ance criteria would 

render the results open to an unn~~essary degree o~ 

doubt. ( See footnote) . ;;c 

2 . If a diffGrence is significant using non - parametric 

tests there is the::1 e. high prob ub ili ty of s i gnif'icance 

if parametric te s t s had been used . 

3 . Assumptions concerning populations are not as stringent 

as for parametric tests . 

4. This i s a p ilot study and extensions into factor 

analysis is not cons idered necessary for this stage. 

Statist ical Procedures 
2 1. As an initial procedure, the Chi 1 goodness of fit' 

test has been used to examine differences between obtained 

pupil - teacher intera ctional frequencies and those that might 

be expected from assumptions of normality, in order to 

provide an initial indication of the s i gnif ic ance of any 

differences . The basic assumptions necessitated by the 

mult i nomial nature of the te s t have been honoured . That is, 

every observation categorized is independan~ of all other 

observations and each dist i nct observation qualifies for only 

one cell of the continger~y table . There has been no 

pooling of the categories chosen in advafi~e . 

* Assumptions concerning homog2neity of variance are vital 
to situations where the 1 t' test is used . 

'F' ratios were calculated for the sixteen relationships 
to be considered. Variance homogeneity was 
demons trated for fourteen of the relationships . 
Two results, those for negative sanctioning 
between Isomores and Contr~nores, and boys -
girls, exceeded the permissLble 'F' score of 
2.38. 
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2. In order to examine the strength of statistical 

association between sanctioning frequencies and the 

independant variables, use has been made of fourfold 
contingency tables and Chi 2 values incorporating Yates 

correction for continuity where df'=1. Thus Chi 2 teehniques 
have been used to indica te the strengths of associations. 

3 . For the final analyses of all relationships va thin the 
major and sub-categories, the Mann-Witney U test has been 

applied because -
1 . It is particularly sui table v,1here both large and 

small sample s are involved. 

2. All data can be ranked. 
3 . It is a particularly powerful and efficient 

non-parametric technique. 
"This te s t is one of the best non-parametric t echniques 
with re spect to power and power-efficiency. It seems 
to be very superior to the median test in this respect, 
and compares quite well with 't' when assumptions for 
both test s are met. For some special situations it 
is even superior to 't' . This makes it an extremely 
useful device for the comparison of t wo independant 
groups •••• when the assumptions for 't' are not met, 
it may even be superior to this classical method." 

Hays, (1963). 

Where n exceeds 15 the formula correcting for ties 
has been applied. 

G 
\' (t31 - t2) 

1) ~ ,-N1 
L, 

0'2 
N1 N2 i = 1 

= + N2 + 1 
u ~2 (N1 + N2) (N1 + N2 -

! 

Finally, significance levels of . 05 (Mann-Whitney U), 

in conjunction with percentage and numerical data have been 
used to indicate the validity of hypotheses for the pupil 

sample categories specified. 

' ' _., 



CHAPTER IV 

Results 

The research design presented in chapter three 
(Figure 3.1), had three major divisions; i) Teac he r verbal 

contacts, ii) Pupil status categories; iii) Teacher-belief 
categories. The operational i sations described in chapter 

three sought rel a tionships amongst t hem. The relationships 
that arise from the interactions of these three components 
are presented in four successive sections of this chapter. 

They are: 
1 • Teachers' verbal contacts with I somores and Contramores. 

2. Teachers' verbal contacts with Boys and Girls. 

3. Teachers' verbal contacts with Specific Isomores and 
General Isomores. 

4. Teachers' verbal contacts with High Contramores and 
Moderate Contramores. 

A summary of the results conclude s this chapter and 
implications arising from these findings are presented in 
chapter five. 

1 • TEACHERS' VERBAL CONTACTS WITH ISOMORES AND CONTRAMORES 

Isomore and Contramore st~tus were t aken as independent 

variables and teachers' verbal behaviours were considered the 
dependent variables. Total subjects numbered 64, (32 
Isomores and 32 Contramores). Boy and girl subjects were 

evenly distributed as indicated in Table 4.6 as are the 
numbers of pupils in the High-Contramore, Moderate-Contramore, 
Specific-Isomore and General-Isomore groups. 

The heterogeneity of teachers' beliefs on the one hand, 
and of parents' beliefs on the other, (as discussed in 

chapter two), is born out by the questionnaire data in 
Appendix B. Teachers' priorities are distributed over the 

six belief categories. Five teachers expressed a belief in 
the pre-eminence of Affect for school success, seven in 

Utility, two in Status, six in Social Relationships and four 

teachers gave pre-eminence to Subject Matter. Parents 
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selections ar8 eQually heterogeneous. 

Parent-te acher a isensns i s highly probable under such 

circumstances . A high degree o:f disens us has been shovm 

to exist :for 26% of parent - teacher relationships in this study. 

26% o:f pupils have Contramore status and are subjected to 

negative sancti oning and positive directing markedly above 

that received by other pupils. 

From Table 4.1 it can be seen that, i. Contramores 
received more t eacher contacts in all categories than 

Isomores; ii. girl Contramore s received more teacher contacts 

in all categories than girl Isomores ; and iii . boy 
Contramores received more teacher contacts in all categories 

except ' Positive-Sanctions ' than did boy Isomores. The 
distribution o:f teacher verbal behaviours indicate s 

significant disparity of both quantity and quality of tea cher 

verbal contacts with Isomores and Con tramores . Contraraores 

received 97% more negative sanctions , 33% more pos itive 

directions and 35% mo re total t ea cher c ontacts than did 
Is omore s . The number o:f teachers-to-pupils con t acts for 

each category o:f verbal interaction is shovm in Table 4 . 1 

The greatest difference in :frequency of verbal contacts 

bet we en Contramores and Isomores occurred in negative 

sanctioning where Contramores received ne ~rly t wice as many 
contacts as Isomores. 

Table 4.1 
Numbers of Teachers-to-Pupils Contacts for each Pupil Category 

Teachers ' Verbal Behaviour 

Subjects Positive Negative Positive Total 
Sanctions Sanctions Directions Contacts 

Boys 136 150 307 593 
CONTR.AMOR.~S Girls 221 85 363 669 

TOTAL 357 235 670 1262 

Boys 146 74 261 481 
ISOMORES Girls 164 45 244 453 

TOTAL 310 119 505 934 ---
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( Negative Directing compri sed only .6% of t otal teachers ­

to -~upils cont acts and has been d i sregarded fo r purposes of 

analysis t hroughout the s ~udy .) 

The overaJ.l s i gnificance of t he frequency of t eache r 

cont act s i n ench vc1°bal ca"cegory for Contramores as compared 

with t hose for Is o!~lO ,:es v.o.s determined using Chi 2 • A 
significant difference was demons trated a t the . 001 l evel . 

Table 4. 2 p:cesents the frequenci es of teacher contacts for 
each t ype cf ve~ba l contact subjected to the Chi 2 t est , and 

the r esul t ., 

Tab le 4. ~ 

Chi 2 for Te achers' Verb a l Cont acts 
with Contramores and Isomor es 

Subj ects 

Contramores 
(n=.32) 

Isomores 
(n=32 ) 

Positive Negative 
Sane ti ODS Sanctions 

357 235 

310 119 

Positive 
Direct i ons 

670 

505 

Chi 2 = 15 . 872; df = 2; p / . 001. 

The negative sanction cells contribute 11.557 of' the 

Chi 2 statistic (15 . 872 ), indic a ting t he important effect of' 
this vari able on the t ot a l signific'3.nce s core , and the positive 

sanctioning cells contribute 4.227 of the total 15 . 872. 

Signif'ic 2-nce of' fo.f'f'erences for Teacher Verbal-Contact 
- ~-- Qatego_ries °IChi0. 

In order to determine the contribution to total 

significance made by differences in frequencies of' teacher 

contacts between Isomores and Contramores for each tyPe of 

teacher·-ve rbal-contact, Chi 2 was computed, using Yates 
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correction :for cont i nuity, for Isomor e -Contramore contact 
frequencies in positive sanctioning , negative sanctioning, 

positive directing and total contacts. 

The greater fre quency of positive sanctioning received 

by Contramores is not significan t. The greater fre quencies 

o:f negative sanctioning, positive directing and tota l 
contacts received by Contramores nre s ignificant at a 

probability greater than . 001 for all thre e categories. 
The relationships for these three c a tegorie s ar e in the 

direction hypothesized and for the verbal contact modes is 
stronges t or most disparate for negative sanctioning. 

The same procedure was :followed to compare teacher 
contacts in each verbal contact mode for Isomore girls versus 
Contramore girls and Isomor e boys versus Contramore boys, 

in order to ascer t ain whether Isomore-Contramore teacher 
contact differences he ld true r egardless o:f sex differences . 

Results indica te tha t teacher c on t act differences for 
Contramores-Isomores occurred r egardle ss of sex sta tus, 

although differences i n positive directing for Isomore versus 

Contrmnore boys are not s i gnifican t. Table 4.3 presents 
the results . 

l abl~J 

(Chi 2 and p values) 

Teachers' Verbal Contacts with 
Contramores and Isomores 

Subjects 

Isomores V 
Contramores 

Isomore Boys 
V Contramore 
Boys 

Isomore Girls 
V Contramore 
Girls 

MODE 
. ·• - ., ____ --·--...... - ..... __ 

Positive 
Sanctions 

N.S . 

Negative 
Sanctions 

--- ..... , _____ ,, _______ ............ _, ,, ...... -.... -....................... .. .... .......... . 

' . 286 ! 25.10 
N. S. 

Positive TOTAL 
Directions CONTACTS 

( 2.3~ 189 .... ·····-; 48". 692 . 

······!-·-· 

3 . 298 11.472 
. 001 

········•··· ······· ................. , .. ......... : .. ,, .................................................... : ..........•..... 
__ N._s_.j 

8 .46 : 11 . 70 20.33 41 .198 
. 00,1 

. .... . . , .... ,,,,. - ...... ••••• •• .. ••• •• .. • .. •• ••• • •••"• •••••• .......... •• •• • .. · ..... .... . ..... ..................... ....... - . ....... .... . ....... . . .. - ...... . ... ,. & ., . • , ....... •••••••• •• •H••• •--• .. ••m .. ·•••• ••----
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.§ignificance of Dif'ference for Teacher Verbal-Contact 
Categories Tiifann-Witne.i]}. 

A. The data for Contramores and Isomores in each verbal 

contact mode was placed in rank order and the r e l a tionships 
compared using the Mann-Wi tney U test with provision for 
ties. Diff'erence s we re shown to be significant for 
positive directions and total contac t s and not signif'icant 

for positive and negative sanctioning. Because of the Chi 2 

figure for negative snnctioning (p< . 001) thi s r esult merited 
further investiga ti on which in turn led to acceptance by the 
inves tigator of .07 as indica ting significance for this mode 
of teacher contact. (See footnote.) * 

B. Results 

indicate that 

sane ti ons are 

for Contramore boys versus Isomore boys 

the differences in frequency of negative 
s ignificant a t the .05 level. Differences in 

all other categories of teacher contact are not significant . 

C. Results for Contramore girls versus Isomore gi rls 
indica te significance for differences in frequencies of 

positive directions and total conta ct s only,at the .025 level. 

Table 4.4 present s the results . 

* Comparison of standard deviations and means for 
negative sanctions r e ve a led that the standard 
devi a tion fo r negative sanc ti oning scores in the 
Contramore group was 9.081 with a mean of 7.343, 
whereas that for the Isomore group was 2.786 with 
a mean of 3.718. Calculat ion of the F ratio for 
Isomores and Contramores using negative sanctioning 
scores yielded, F=10. 625, we 11. beyond the limit 
indicating acceptable homogeneity of variance. Such 
lack of homogeneity precludes the use of 't' tests 
and restricts the precision and effectiveness of its 
non-parametric alternative, the Mann-Witney u. For 
this reason Chi~ (. 001) has been used as support for 
the marginal p level of .07 shown for negative 
sanctioning in Table 4.4. As homogeneity of 
variance does pertain for all other relationships, 
this acceptance of a marginal significance level, 
(at .07 rather than .05), applies only in this 
instance. 
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Table 4.4 

Tea cher Verb a l Con t acts with I somores 
and Contramores 

Subjects 

Isomores V 
Contra.mores 

Isomore Boys V 
Contramore Boys 

Isomore Girls V 
Contramore Girls 

( Mann-Witney U) 

Positive 
Sanctions 

z = . 632 
NS 

.......... ... ..... ........... 

u = 130 
NS 

. u = 97 
NS 

Negati ve 
Sanct ions 

z =1.499 ,,. 

i9l 

Po s itive 
Directions 

z = 2. 063 

~02 
···•··· ···· ·•· · .. 

i u = 80 = 95 

... ~ . . . .. . .. ~-~-~ ... .... ... . . . ... .... ... . 1rn 
u = 94 u = 75 

NS 

Tota l 
Contacts 

; z = 2 . 015 

~02 
··· •·· ········· .. ,, ... 

· U = 99 
NS 

U = 72 

~~ 

* See footnote p revious page . 

Percentage of Teacher Contacts Rec eived by I s omo r es and 
Contramor es 

The strength and direction of these relati onships is 
emphasised when t he pe rc ent age s of each type of contact are 

compared f or I somor es anc Contramor es . Of the tot a l negative 

sancti ons uttered by teachers, th e Cont ramore gToup received 

66½% while the Isomore gr oup r eceived 33½% and this p a ttern 
is repea ted for I somore boys 

girls v Contramore girls. 
presented in Table 4.5. 

v Contramore boys and Isomore 

The full rel&ti onship is 
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Table 4.5 

Percentage of each Teacher Verb a l Ca te gory 
Cont acts Received by lsomores and 

Contramores 

Teacher Tot.al Total Diff- Boys D.i:f'f- Girls D:if'f'-
Verb a l Jar Cont- eren I so- Cont- ere- I so - Cont- ere 
Contact mares rarror ce mores r am nee mores ram nee 
Ca tegories es ores ores 

. ··••·•··· .. . ·•·· ··•····· ······· 

Positive 
Sanctions 46½% 53½% 7% ' ;52% 48% 4% 1; 42½% 57½% :15% 

Negative ' 
:34%: '. 34½% Sanctions 33½% 66½% 33% i :33% 67% 65½% !31% ! 

; i 

Positive 
Directions 43% 57% •14% ; ' 46% 54% 8% .; 40% 60% :20% ! 

Total 
Contacts 43% 57% 14% 45% 55% 10% 40% 60% ' 20% , 

·········· .. .... ••· •·••·- ··•···•· .. ·•··• ······--·····••-•··•·· ·~ ·-·•· ·····•·-··· .. ,- ,, ···- ·•····-··-···· .. ,·-··-··-···· _, ............ 

n = 64 n = 32 n = 32 

(321, 32C) ( 161, 16C) ( 161, 16C) 

Implications of Results for Hypotheses 

In null form, the gener al research hypothesis 
became; 

"Consensus and disensus of p arent and teacher belief's 
concerning school behaviours conducive to success at 
school, will not result in diffe r ential teacher verbal 
behaviours towards individual pupils." 

Significant differences a re demonstrated for negative 
sanctioning, positive directing and total contacts. The 

null hypothesis cannot be sus tained. Therefore the null 
hypotheses concerning total teacher contacts, positive 

directing and negative sanctioning are rejected, the former 

two at the . 025 level (Mann-Wi tney U) and the latter at the 
. 07 level (Mann- Wi tney U) with support a t the .001 level Chi 2, 

thus the research hypotheses 1a, 1c and 1d are upheld, and 
read; 
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"Parent-tea cher disensus will be assoc iated with; 

H1 a . more total teRcher contacts, 

c. more nega tive sanct i oning , 

d . more positive directions, 

- :for pupils, than will parent -teacher consensus.;, 

The null hypo t heses :for positive sanctioning cannot be 

r ejected on the basis o:f any data presented, is thus 

susta ined and the re search hypothesis tha t, 'pa rent-teacher 

disensus will be assoc i a ted with less positive sanctions,' is 

rejected. 

2. TEACHERS' VERBAL CONTACTS WITH BOYS AND GIRLS 

Boy status and girl status were taken as the 

independant vari ables . Teachers' verbal contacts were 

considered the dependent vari ables. Total subjects 
numbered 64 - (32 boys and 32 girls). I somore and 

Contramore pupils were evenly distributed. 

Table 4.6 

Pupil Sub-category Sta tus Numbers , 
in Relation to Sex Status 

Subjects 

CONTRAMORES 

ISOMORES 

High 

Moderate 

Specific 

General 

Sex 
Boys 

8 ;' 16 
8 -· 

9 ,' . 16 
7 _; 

32 

Girls 

32 

See Table 4.6. 

Totals 

16 
16 

16 
16 

64 

Boys received nearly twice the fre quency of negative 

sanctions received by girls but fe wer positive sanctions, 

fewer positive directions and :fewer total contacts. These 

results, (with the exception of positive directions for 
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Boy-Isomores versus Girl-Isomores), hold cons t ant when 

teacher con t ac ts f' or Boy-Contramores vers us Girl-Con tramores, 
and for Boy-I somores versus Girl-Is omores are co~pa red, 

indica ting tha t sex statu s ha s implica ti ons for tea cher 
verb a l contacts regardless of I s omor e -C ontramore st a tus. 

It may be noted tha t the tota l sancti ons received by 

girls and boys ar e nearly identic a l, (506 for boys , 515 for 
girls), a lthough the frequency of nega tive sanctioning is 
markedly gre e ter for boys and that of positive s anctioning 

is markedly greater f or girls. 
The number of teachers-to-pupils contact s for each 

category of teacher verbal behaviour toward Boys and Girls 

are presented in Table 4.7. 

BOYS 

GIRLS 

Table 4!1 

Numbe r of Teache rs - to-Pupils 
Contacts for each Pupil Ca t egory 

Subject s Positive Nega tive 
Sanctions Sanctions 

Contramores 136 150 
Isomores 146 74 

TOTAL 282 224 
····•···"'" ····•· ... 

Contramores 221 85 
Isomores 164 45 

TOTAL 385 130 ....... .......... •·••·••·•·••··•··· ·· ······· ·· ··•·•· ···••··••·"·· ....... .... .......... 

Overall Significance (Boys v Girls) 

Positive Total 
Directions Contacts 

307 593 
261 481 

568 1,074 
·••· ··•·•• .. ·· ···"····. .. ·-·-······-······ .. 

363 669 

244 453 

607 1,122 
...... ••·······"· ·· ···••·••··•• .. ·-· .. , • .. ·-··•···· ... -... 

In order to determine any initial signifi c ance of' 

differences between the fre quencies of teachers-to-pupils 
verb a l contact in each mode with boys and with girls, the 

Chi
2 

test was used . The difference was shown to be 

significant a t better than the .001 level of probability. 
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Table 4.8 presents (i) the frequencies of te ache r contacts 
in each mode for boys and girls which we r e sub j ected to the 

Chi 2 tes t, and (ii) the results of tha t test. 

Table 4.8 

Chi 2 for Teacher s ' Verba l Contacts 
with Boys and Girls 

Subjects Positive Neg~tive 
Sanctions Sanctions 

BOYS 282 224 

GIRLS 385 130 

Chi 2 = 41.129 , df = 2, p~ 

Positive 
Directions 

568 

607 

. 001. 

The negat i ve sanctioning cells c ontri bute 29 .282 of 
the tota l Chi 2 statistic, (41 . 129), agcin i ndicating t he 
i mportanc e of this va ri able for tota l significance, while 

the positive sanctioning cells c ontribu t ed 11 . 701 of the 

41 . 129 tota l . 

Significance of Differenc es for Te acher Verbal-Contact 
Cat.§.gQries7"Chi2) 

Using Yates' correction and t wo degrees of freedom, 

Chi 2 was c a lcula t e d for each t~ of verb a l interaction and 

for total contacts, boys compar ed with girls . 

Significant dispa rity i n both quantity and quality of 

teacher verb a l behaviour toward boys and g irls is indicated 

when sanctioning frequencies and the result of the Chi 2 

tests are considered . Boys r eceived s ignificantly more 

negative sanctions (72% more) , and significantly fewer 

positive sanctions (27% less), than girls although total 

teacher contacts for boys and girl s differed by only 4%. 

The relationships for all categories a re in the direction 
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hypothesized . Differences b e t ween positive and negative 

sanctioning frequencies for tota l boys versus t ot a l girls 
reach a meaningful l evel of s i gnificanc e, al t hough when the 

boy/girl ca t egori es ar e broken down into Boy-Contramorcs 
versus Girl-C ontramores, statistical significance obtains f'or 
all ca t egori es . This does no t app ly for sub -categories of' 

Boy- Isomores versus Girl-Isomores . Thi s data i s presented 

in Table 4 . 9 

Tab l&...Ll 

(Chi 2 and p Values ) 
Teacher Verbal Contacts with Boys and Girls 

Subjects 

Boys v Girls 

Boy Contramores 
v Girl 

Contramores 

Boy Isomores 
v Girl 

Isomores 

Teacher Contact Modes 
.- - - . ,. ------ --- · ~··./ ------ · -------- ·--., ... 

Positive 
Sanctions 

' 15 . 905 
• _O_Q.:1_ 

19 . 764 
. 001 

Negative 
Sanctions 

24 . 432 
• 001 

17.429 
. 001 

... ·••+· ..... 

.932 
N. S. 

6 . 588 
• 02 

Positive 
Directions 

1 . 273 
N. S . 

•.• •·· 1, • 

4 . 515 
. 05 

. 508 
N.S • 

Total 
Contacts 

1 . 006 
N. S • 

. ...... .. · ··-· .. 

4 . 475 
. 05 

. 780 
N. S • . 

The significance of boy or girl status f'or negative 

sanctioning, when rela ted to 
demonstrated in Table L~ . 9 . 

impl i es strong likelihood of 

Isomo re or Contramore status is 
To be a boy and a Contramore 

a high degree of negative 
sanc tioning . To be a girl and an Isomore implies a strong 

likelihood of a low degree of' negative sanct i oning . 

Signi f i canc e of Differences for Teacher Verbal-Contact 
Categories ( Mann- Witney [I. 

Mann-Witney U 
The data for boys and g i rls in each verbal interaction 
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mode and in tota l contacts was ranked and the Mann- Witney U 

test for t he s i gnificance of relationships applied. The 
formula c ompensating for ties was used . One-tailed tables 

wer e use d as these boy/girl r E. l a ti onships have be en amply 
demonstrated through previous r es earch and strong evidence 
is available for the directi on of each hypothesis . Re su lts 

of t he Mann-Witney U test are presented i n ~able 4.10. 

Table 4.10 

Teacher Verbal Con t a cts with Boys and Girls 

( Mann- Witney u) 

Subjects Positive 
Sanctions 

•· •·. 

Tot a l BOYS v ·z = 1. 722 
Tot a l GIRLS 

~Q.5. 

Boy-Cons. v 
Girl-Cons. 

i • -_ :, ,: . • 

u = 76 

Negative 
Sanctions 

z = 2 . 39 

..!.Q1 

U = 77 

Positive 
Directions 

Tota l 
Cont acts 

z = • 324 z = • 635 
N.S. N.S~ 

' • • .1. ..... 

u = 98 u = 84 

N.S. ~ ! 

Boy-Isos. v 
Girl-Isos. 

·U = 138 U = 69 U = 128 U = 122 
N.S N.S. . .025 N.S. 

In comparing the data for t otal boys ve rsus total 

girls, statistical significance was demonst r a t ed for both 
forms of sanctioning. The direction of each rela tionship 

was a s hypothesized , (i. e . boys received fewer positive and 
more negative sanctions). Resu lts do not indicate a 

significant level of difference for positive directing or 
total contacts. 

Results for Boy-Contramores versus Girl-Contramores 

parallel those for boys versus girls with both sanctioning 
categories showing significant differences. In addition 

total contacts a r e significantly more frequent for Boy­
Contramores than for Girl-Contramores. 

Results for Boy-Isomores versus Girl-Isomores indicate 
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a significant difference for negative sanctioning only . 

Percentage of Teacher Contacts Received by Boys and Girls 

The direction and strength of relationships is indica ted 

also by an examination of the percentages of each type of 
teacher contact received by tho boy/girl groups . Tab l e 4.11 

highlights the disparity of sancti oni ng c on t acts between boys 
and girls, with girls rec eiving a markedly greater percentage 

of positive sanctioning (58% compared wi t h 42% for boys) and 

markedly smaller percentage of negative sanctioning (37% 

compared with 63% for boys) . These differences hold good 

when Contramore-girls scores are compared with those of 
Contramore-boys and for the nega tive sanctions received by 

Isomore-girls v Isomore-boys. 

Table 4.11 

Percent a;:: e of each Teacher Verb a l Contact 
CategOEty Received by Boys and Girls 

Teacher Verbal Total 'I'otal Diff- Contramores Di.IT- Isomores 
Contact Boys G:irls eren Boys Girls ere Boys Girls 
Categories ce nee 

···········•"''""''''''• -·-·· ········· ······· ···· ... ········••- ..... ... ····· ··········· -. 

Positive 
i42% 58% 16% ' 138% 62% 24% : 47% 53% Sanctions 

Negative 1 

Diff-
eren 

ce 

6% 

.. 
Sanctions 63% 37% 26% 1 ;64% 36% 28% ' 62% 38% 24% 

' 
....... ....... ...... 

Positive 
i48% 52% 4ot i46% 54% 8% i 52% 48% 4% ' 

Directions /0 : 

Total 
j49% 51% 2% : !47% 53% 6% ! 51% 49% 2% Contacts 

·······•········"·"''•'•· ··· ········"·······•·•······"· .. ·····"·--······· •• ·••···· ····•"'"•'······ .... -.... ···•··••·• •············· ·•··•···••··•···················· 

n = 64 n = 32 n = 32 

32B, 32G 16B, 16G 16B, 16G 

The lack of difference in teacher contacts in positive 

directing and total contacts for boys versus girls (2% - 8%) 

is clearly indicated in Table 4.11. 
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Implications of Re sults for Hy:potheses 

In null form the specific hypotheses for teacher con t act 

with boys and gi r l s become; 

Boys will no t r ece ive s i gnif icantly -

H2 a. more tot a l te acher cont acts, 

b. fe wer positive sanctions, 

c. more negative sanctions, 

d. fewer positive directions, 

- than a re recei ved by g irls. 

Significant differences are demonstrated for positive 

and negative sanctioning . 

The null forms of hypothe s es 2b and 2c are rejected by 

the data presented and hence t he r esea rch hypo t hes es that; 

"B oys will r eceive s i gnific ant l y -
H2b 

H2c 
fe we r pos itive sancti ons , 

more negati ve sanctions, 
- than girls, 11 

ar e sus t a i ned . 

The null form of hypo the ses H2a and H2d cannot be 
re j ected on the basi s of data presented and t he re search 

hypothese s s t a ted bel ow are t he refore rejected . 

"Boys will receive Fi gnificantly -

(H2a) more total teacher c ontacts, 

(H2d) more positive directi ons , 

- than girls." 

3. TMCHERS' VERBAL CONTACTS VH 'l'H SPECIFIC-ISOMORES 
AND GEI\TERAL-ISOMORES 

In Chapter t wo Specific-Isomores were defined as those 

pupils whose parents and teac her give priority to the same 

belief category. General-Isomores were defined as those 

pupils whose parentE and teacher are i n general agreement, but 

whose ordering of beliefs are not t he same. ( See pages 39ani 40 
for full definition.) 

Specific and Genera l Isomore s tatus were t aken as 

independent variables. Frequencies of teachers' verbal 
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contacts with t he children were cons idered t he dependent 

variables . Total subjects numbe red 32 , (16 Specific - Isomores 

and 16 Genera l - I somores) . Boys &nd girls we re not 

distributed evenly, as illus tra ted by Table 9 . Sc ores were 

corrected f or uneven numbers of subjects in each c ategory b y 

applyi ng a c onvers i on formula. (See footnote) . * 

From Table 4 . 12 i t can be seen t hat Specific-Isomore 

pupil s received a mar kedly hi gher i ncidenc e of c on tacts in 
all c a tegorie s than did General - I somore pupils . These 

results are repea ted when contact frequencies for Specific ­

I s omore girls are c ompar ed with those for General - Isomore 

gi rls . Diffe r ences between contact f requencies in all 

categorie s for Specific - I somore boys v Gene r a l - I somore boys 
follow the above patt ern for negative sancti oning only . 

Table 4 . 12 

(Correc ted for Number of Subjects) 
Number of Teacher- to -Pupil Contacts f or Specific and 

Genera l - I somores 

Subjec ts Positive Negative Po s itive Total 
Sanctions Sanctions Directions Contacts 

Specific - Girls 109 . 3 35 . 7 197 . 3 342 . 3 
Isomores Boys 62 . 7 40 . 3 120 . 7 223 . 7 

TOTAL 172 76 318 566 

General - Girls 56 . 5 11 • 7 55 . 7 123 . 6 
Isomores Boys 81 . 5 31 . 3 131 . 3 244 . 4 

TOTAL 138 43 187 368 
•···•·········"·"·········- ........ ........ ·••···• ..... .. , .. . . , . .... ••·••·• • 

* Convers ion Formula 

n2 S1 + S2 

True Sc ore = S1 X X n2 n1 
n1 +n2 ( S1 X n1 +n2) + ( S2 X n1+n2) 

wher e 81 = Score being c onverted 
S2 = Other s c or e i n the pair 
n1 = Numbe r of subjec ts contributing 

n2 = Number of sub j ects c ontri buting 

to s c or e be i ng 
conve r ted . 
t o othe r s core 
in pair. 
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Overall Significance 

The use of Chi 2 to de termine the s i gnific ance of 

relati onships be t 1.0,1een pupil c a t egor ies and the frequency of 

teachers-to-pupils c ont act r esul ted i n a probability better 

then .05. Table 4.13 indica tes t he relati onshi ps subjected 

to the Chi 2 test and the results of tha t te s t . 

Table 4 . 13 

Chi 2 for Teachers Verbal Contacts 
with Specific and General-I somores 

Positive Negative Subjects Sanctions Sanctions 

Specific-Isomores 172 76 

General-Isomores 138 43 

Chi 2 
= 5 .117; df 2; p . 05 . 

Positive 
Directions 

318 

187 

The po s itive sanctioni ng r esult s c ontribute 3 .4 of the 

Chi 2 statistic (5.117) indica ting how ma r ked i s the difference 
between the r a tio of positive sanctioni ng f or Specific and 

General-Isomores in this category when c o~pared ~ith the over­

all ratio of contact s and those expected by chance. 

Significance of Differences for Teacher Verbal-Contact 
Categories i.Q~ 

Using Yates' correction for continuity and one degree of 

freedom Chi 2 was ca lculated for total contacts and each type 

of verbal contact for Specific versus General-Isomore pupils. 

Results presented in Table 4.14, indicate significant 

differences in all categories with the exception of positive 

sanctioning. The significance is greatest for total 

contacts (p <.001) and positive directing (p ( .001). 
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Table 4.1..!±__ 

Tea cher Verb a l Contacts with Specific ­
Isomores and Gene r a l - Isomores 

(C hi 2 and p l eve l s) 

Subjects 

Specific v General ' 

Pos itive 
Sanctions 

1.75 

N.S. 

8 .1 9 

MODE 

Negat i ve 
Sanctions 

4 . 30 

5. 51 

Positive 
Directi on s 

16 . 40 

. 001 

38.73 

TOTAL 
CONTAC'I'S 

20.77 

..!.001 

50.52 Girl Specific v 
Girl Genera l 

.tfil ..1.02 • 001 • 001 [ 
; 

. .;. .... . ........ ................ ···--. i 

Boy Speci f ic v 
Boy General 

1. 00 

N. S. 

.45 

N.S. 

• 16 .38 

N.S. N. S. 

Significant di sparity i n both quantity and qua lity of 

t eacher verb a l behaviour t ov,ard these t wo groups of pupils 
is indicated for nega tive sancti oni ng , posit ive d irecting and 

total c on t a ct s by t he Chi 2 te s t s re sul t s . The trend is most 

significant for gi rl s, with Chi 2 figures of 8 .1 9 (Pos itive 

Sanctions), 5.51 (Negative Sanctions), 3 8 .73 (P ositive 

Directions ) and 50.52 (T ot a l Contact s ) re spectively . To be 

a Girl-I s omore with Spe cific-I somore s t a tus i ndica t es a very 

strong p robability of a much hi gher frequen cy of positive 

directing and tota l teacher cont a ct t han t ha t for General ­

Isomore girls, and a strong probability of higher fre quencies 

of both type s of s anctions . The differences within the four 

types of contacts for the two groups of Boy-Isomores are not 

significant. 

Significance of Differences for Teacher Verbal-Contact 
Qategories , ( Mann- Witney u}. 

Mann - n tneyj! 

The Mann-Witney U test was applied to ranked data. 
Two-t a iled tables were used. The higher negative sanctioning, 
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positive directing and total c ontac ts were signific an t for 

Specific-I somore pupils as agai nst General -I s omore pupils. 

Significant differences we r ~ demons tra t ed :for the frequen cy of 

teacher c on t act for each ve rbal category for girl s but no t :for 

boys . The result s are presented i n Table 4 .15. 

Teacher Ve rb a l Cont.acts wi t h Specific­
Is omor es and General-Isomore s 

( Mann- V\fi tney U) 

Subjects Pos itive 
Sanctions 

Negat ive 
Sancti ons 

Positive 
Directions 

Total 
Contacts 

Total Speci:fic­
I somores v Tota l 
General-Isomores 

z = 942 • z = 1. 96 

N.S . : .05 

z = 2 .1 86 

. 03 

z = 2.26 

. 025 

Spec.-Iso.Girls 
v Gen . Iso . Girls 

U = 10 

. 05 

U = 19 

U = 8 U = 0 U = 0 

. 02 
............. . ···· ···· .... , ...... . .. 

Spec.-Iso. Boys , U = 28 
v Gen.-Iso.Boys N.S. N . S . : 

• 001 i 
•· · ·••· ••··· .. ····· ·······-····· ···· ·· ··· •----
u = 27 : u = 

N. S. 

• 001 

30 

N.S. 

Differences b e t ween fre quency o:f pos itive di r ecting and 

fre quency of tota l teache r cont s. ct s ar e highly significant for 

Speci:fic-I somor e gi rl s versus General-I somore girls . When 

the follo v,i ng sets of scores were r anked ther e was n o overlap 

between the scores of t hese t wo groups. 

Speci:fic-Isomore girls' score s r anged from 2 . 14 for positibe 
directing. 

General-I somor e girls' s c ores ranged from 19-39 for positive 
direc ti ng . (u = 0) 

Specific-Is omore girls' scores ranged from 4.29 for total 
ao nt a cts. 

General-Isomore girls' score s range d fr om 35-77 for total 
contacts. (U = 0) 
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Percent age of Teacher Conta c ts Rec~ived b ~ Specifi c 
a nd Gener a l-Isomor es 

The direc ti on and s treng t h of r e lati onshi ps di s cus sed 

above i s a l so i ndi ca ted -by Table 1+.1 6 which presen t s t he 

percent ages of each t ;ype of teacher c on t act r ecei ved by pupil 

groups . (These have b een cor r ec t ed fo r t he di f f eri ng numb e r s 

of s ub j ect s in ea ch gr oup .) 
Compari s ons of ·r ab les 4 .1 5 and 4 .1 6 , for girls ' s cores , 

revea l tha t p eI?-centage compari sons al t hough showing mar lced 

di s c repancie s 9 do not r eve a l the degr ee of dif f e r enc e 

ade quat e ly. 

The Mann-Witney U t est demons trate s t he s i gnificance 
only sugge s t e d by the c ompari son of perc en t ages p r esent ed 

belov,. (Table 4.1 6). 
In particula r Table 4.1 6 indica t es t he mar ked di f f e r enc es 

(3 2% - 56%) b e t ween teacher c ont ac.ts for Specific -I somore and 
General-I somor e girls . 

Tab le 4 . 16 

Perc entage of ea ch 'l'eacher - Ve rbal-Conta~t Ca t e gory 
Received by Spec ific an d Gene r a l - Is omores 

Con t a ct 
Categories 

Positive Sanc­
tions 

Negative Sanc­
tions 

Positive 
Directions 

Total Contacts 

I s omorGs I s omore Boys Isomore Girls 

Sfec- Gen- Diff- Spec- Ge n- Di:ff- SJ;::ec- Gen- Diff'­
ific era l erence i f ic er.&.l er-ence ific Er a 1 eren<E 

........ •·• ...... , .. ... ... ····•··· ..... . 

: 56% 44% ; 1 2%! i 43.5% 56.5% i 1 3% 66% 34% f 32%; l . 

j64% 36% :28%( !43-7% .:n.3% i13% 15.4%, 24.6% '. 51% : 
' 

;63% 37% :26%' 148% 52% 4%. l78% 22% !s6% i 
' , 
: ; 

61% 39% ' 22%1 '48% 52% 4%. '. 73J.+%, 26.6% ;47% : 
:---···· ....... ·····-•• ·•··•·······" ... ··-·········-•··•·- •-• •• ·••· _ ....... ....... ............... · · ·••·• • ••· ·••··· ·· : ·- ··•• ·•··• ·"·· ... ·--···-······ . ....... : ·-············-. 

Percentage result s indic a te tha t d ifferences in the 

frequencies of verb a l contact s for the t wo type s of Isomore 

boys are relatively minor. Diffe rences between the frequenci~ 
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of tea cher c ont act f or the two t ypes of I s omore girl s ar e 

extreme i n each of t he four c a tegorie s , t he Specific-Isomore 

girls' group rec eiving approxima tely 350% more negati ve 

s anctions and positive direc tions t han did the Gener al­

Isomore girls' group . 

Implica ti on of Results f or HyPotheses 

In null f orm t he specific hypotheses for tea che r contact 

with Specific and General-Isomor es b ecome; 

Specific-Isomore s t a tus will not be associ a ted with; 

H3a more tot a l tel;},cl-i.e r contacts, 

b more positive sancti ons, 

c f ewe r negative s anctions, 

d more pos i t i ve direc tions, 

- f or pupi ls than ~ill Genera l-I somor e s t atus . 

The null form s of Hypo t heses 3a and 3d c an be r e jected 
on t he basis of t he da t a presented and the r esea rc h hypothes is 

tha t; 
"Specific-I somor e s t a tus will b e a ssociated wi th -

H3a more tota l t eacher c ontact s , 

H3d more positive directions, 

- for pupils , than v1ill General-I sod1ore s t a tus 11
, 

is sus t ained . 

The null forms of hypothese 3b and 3c cannot be rejected 

on the b asi s of data presented and the rese a rch hypotheses 

stated below must therefore b e re.jected . 
1'Specific-I somore s t a tus wi ll be a ssociated with -

H3b more p ositive sanctions, 

H3c less negative s anctions, 

- for pupils than will Genera l-Isomore status . " 

The null form of hypothesis H3c is re j ected by the da ta 

but the direction hypothesized was i n error . The following 

form of the hypothesis would b e s trongly justified by data 
presented. 
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"Specif'ic-Isomore status, vrill b e associated with more negative 
sanctioning f'or Specific -Isrnnor e pupils t han f'or General­
Isomore pupils." 

4. TEACHERS I VERBAL CONTACTS WITH HIGH /u~D MOD:CRATE­
CONTRAMORES 

Hi gh and Moderate Contramo r e s t ~tus were t aken as the 

independent vari ab l es . Teachers ' ve rbal c ont ac t s we r e 

considered as dependent variables . Sub j ects numbered 32, 
with 16 High-Contramore and 16 Moder a t e -C ontramo r e subjects . 

Boys and girls were evenly distributed as indic at ed in Table 

4.6. High-C ontramores received mo re posi tive sanctions and 
more total contacts than Mode r a te-Contramores. High­

Contramore boys received mo r e conta cts i n a ll ca tegories t han 
Moderate-Contramore boys . Thi s pattern i s reve r sed :for girls 

with the exc epti on of' positive sanctioning . 
The number of' t eacher-t o- pupil c ont acts f' or each 

c a t egory a r e indic a t ed in Table 4.17. 

Table 4.17 

Number o:f Teache r-to-Pupi l Contacts for 
High and Moderate-Contramores 

High-
C on tramores 

Moderate­
Contramores 

Girls 

Boys 

TOTAL 

Girls 

Boys 

TOTAL 

Positive 
Sanctions 

129 

72 

201 

92 

64 

156 

Negat ive 
Sanctions 

29 

79 

108 

56 

71 

127 

Pos itive 
Directions 

159 

174 

333 

204 

133 

337 

Tot a l 
Inter­
actions 

317 

325 

642 

352 

268 

620 
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Ove r all Signitic~ 

The overa l l significance of difference be t ween teache r 

cont ac ts i n each verbal c a tegory fo r Hi gh-C ontr amo r es vers us 

Modera t e -Contramores \"JaS determined us i ng Chi 2 . Table 4 .1 8 
2 presents t he r elati onshi ps sub j ected to the Chi t es t and the 

results of that test . 

Tcb l e 4 .1 8 

Chi 2 for Teachers ' Verbul Con t acts with 
Hi gh and Moder a t e Contramores 

Hi gh Contr amores 

Modera t e Contramo r es 

Chi
2 

= 6. 859; 

Pos itive 
Sanctions 

201 

156 

Negat i ve 
Sancti ons 

108 

127 

df = 2 ; p < . 01 . 

Positive 
Directions 

333 

337 

The p ositive sanctioning c ells contribute 4 . 25 of the 

total Chi 2 stati s tic, (6 . 859) , i ndi cat ing the high contribution 

of differenc e s in posi tive sancti oning fre quencies to the 

overall s ignificance . 

Significance of Differences for Teacher - Verbal-C ontact 
Ca t egori es (Chi 2 ) 

Using Ya t es correction for continuity and df=1, Chi 2 was 

c alcula t ed for each t ype of verba l contact for Hi gh ve rsus 

Modera te-Contramor e pupils . Only negative sancti oning 
differences between Hi gh and Moderate-Contramore girls 

reached a significant level (.05). Re sults a re presented 

in Table 4.19. 
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Table 4.19 

Te ache r Verbal Cont act s vv i th Hi gh and 
Moder a t e -Contramor es 

Subjects 

All High v All 
Modera te 

High Con. Girls 
v Mod . Con. Girls 

High Con. Boys 
v Mod. Con. Boys 

(Chi 2 and 1 p 1 levels) 

Positive 
Sanctions 

12.71 ...... ......... . 
~ 

MODE 

Negative 
Sanctions 

. ........ . 

. 69 
i N.S. N.S. r 2 ... 93--······ ········· 1 ·3. 976 ··· ··· ····· 

Positive 
Directions 

TOTAL 

CONTACTS 

• 006 .174 
N.S. 

. 864 
N.S. N.S. N.S. \ ~ t· ·•·• ....... ···-···· ·••·••··•··-· .. ········. •-········· ·················· ·······•···· •·•··· . ....... .. . ... . 

• 180 .1 6 2 . 605 2 . 64 
N.S. [ N.S. N.S. N.S. 

Significance of Differences for Teacher - Verbal-C ontac t 
Categor i es . (Mann- vVi tne ;y__Q}. 

A l a ck of significanc e i n the results of the differences 
ob served for all ca tegorie s was der.wnstr ut ed by appli ca ti on of 
the Mann- VVi tney U te s t. Tab l e 4 . 20 presen t s t he re sults. 

Table 4. 2 0 

Te ac he r-Verb a l Cont &c ts with High and 
Modera te-Contramores 

( Mann- VVi tney U) 

Positive Negative Pos itive 
Sanctions Sanctions Directions 

··••·•·············· ········ 

z = 1 .36 z = .423 z = .07 

Total 
Contacts 

··············•······•····· 

z = .23 Total High v 
Modera te 

N.S. 
··· •· ·······"···-. 

N .S . ; N.S. N. S .I 
·····••·••····--···•··· 

Girl High v 
Girl Mod . 

Boy High v 
Boy Mod. 

u = 18 22 u = 22 u = 28 ·i 

N.S. N.S. N. S .r 
' U = u = 23 u = 21 u = 28 

. ..................... .... N .•.. s ......... , ............................. N .•. s ..... , ............... ........... ~~§. ~ .. . · .......... ............... . ~ .~ s .· 
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The null f'orm of' hypothesis H4 cannot be rejected for 

teacher contacts vii th these two groups and the research 

hypothesis is the refore not sust&ined. The data does not 

give significant evidencs f'or any justification for accepting 

the hypothesis that ; 

H4 "High- Contramore pupils will receive -

a . more total teacher contacts, 
b . f'ewer positive sanctions, 

c . more nega tive sanctions, 
d . more positive directions , 

- than Moderate-Contramorc pupils . 

5. SUMMARY_ OF RESULTS 

i. Freouency of ~eacher Contac t s for Isomore s v Contramores 

A significant r e lationshi p has been demonstra ted 

between, a . parent - te G.che r di sensus , (i.e. Contr c1..i11o re status 

of pupils), and higher fre quencies of i) nega tive sanctioning, 

ii) positive directing and iii) te&cher c ontacting for Co~tra ­

more status pupils 9 and bet 1ne<::n, 

b . parent - teacher consensus , (i . e. Is ornore status 

of pupils) , and lower frequenci es of i) nega tive sanctioning, 

ii) positive directing, and iii) tea che r contacting of Isomore 

status pupils. 

Differences in positive sanctioning of' Isornorcs and 

Contrarnores were not at a significant l0vel . 

ii . Frequ~ncy of T~acher Contacts for Boys v Girls 

A significant relationship b e t ween sex status and 
sanctioning has been de:-nons tra ted . Boys r eceived a 

significantly higher frequency of negative sanctions and 

tea cher cont acts, and a signi:ficaat ly lower :freg_uency of 

positive s anctions than did girls . These differences 

c ompounded the differences f or Isomorc-Contr&more status . 

Diffe rences in the frequency of total contacts and 

positive: directing for boys and girls were not s ignificant . 
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iii. Frequency of Teacher Contacts for Specific-Isomores 
v. General-Isomores 

The frequencies of negative sanctioning, positive 

sanctioning and total teache r contacts for Specific-Isomo re 

pupils are significantly greater than those for General 

Isomore pupils. 

Differences in the frequencies of positive direct ing 

received by these two groups were not s ignificaDt. 

A marked and significant ly higher fre quency of teacher 

cont~cts in all c a t egories was recorded for General-I somore 
girls as compared nith Specific-Isomore girls . 

iv. Frequency of Teac he r Contacts for High Contramores 
v. Moderate Contr amores 

Differences in tea cher c ont acts for these t wo groups 

were not s i gnificant for any ca tegori es of t eacher contact. 



CHAPTER V 

Discussion and Conclus ions 

The pro-bl em i n wh ic h this thesis had it s genes i s ·u2,.s 

tha t of identifying f act or s rel &t 8d to succ ess and failure a t 

school. Subsequently some of the p roblems behind t ha t 

problem served to modify and chnnnel t he direction the s t udy 

ultima t ely took . Early examination of p r evious wo r k , r evealed 

a preoccupa tion with soci3.l class o.s the major determinant of 

school ac hievemen t . The wor k relevant to this v,os then 

examined and the need for identificat ion of t he more specific 

vari ab les c ontrolling educabili t y r ec ognized . Further 

examina tion shov,ed tha t s tudi es based on soci al class ho ve 

tended to indic a t e t he dominant influ,3ncc of _paren t a l 

soci a lization pract ic es on s chool a c hievemen t . The part 

played by par ents ' 2nd t eache r s ' expec t a ti ons for the pupil 

role provided the basi s for thi s study . I t then became 

appar en t that c onflict-theory c ontributed o. point of focus 
for the examinat i on of the antec edents of s chool 3Ch ievemen t . 

It was argued that consensus and di sensus of 

parent-teache r b eli ef s were va ri ables bearing close r e l 2 ti on ­
ship with pupils' adju s tmen t to, and s uccess i n s chool . On 

thi s b as i s, p ar ent and t e.'.:l. cher beliefs c oncerning t he norms 
of proper behaviour, (behaviour tha t would ffacilitate success 

i n school), we r e used t o cl&ssify the par en t - t eacher 

rela tions hi p cs having di sensus or c onsensus . 

A f ound a tion i n symbolic - interac tionalism was delinea ted 

in chapt e r t wo· as the reas on for using te acher s ' contac ts 

wi th pupils as a measure of a ttempts to obta in pup i l c onformi t y 

with teachers ' role expecta tions . It was a rgued tha t the 

degree and quality of a tea cher ' s conta cts with a pupil were 

affec ted by her role expecta tions for tha t pupil and the 

behaviours ~he pupil exhibits . The present study supports 

thi s belief . The general resea r c h paradigm expressed the 

vi ew t hat : 



- 94 -

a . Parents develop b eli efs concerning child behavi ours tha t 
may f acilit&t e s c hoo l success . 

b . Pa rent a l soci n liza tion pr uctices re sult in a ttitudes, 

beli efs u11d b e hs.viours tha t a re r e l c1. ti vely i s omorphic 
with pa renta l a tti tudes a nd beliefs concer ning 

ap~ropri a te s chool behaviours . 
c . Teachers a l so develop beli ef s c oncerning t he behavi ours 

thnt will f acilitate or hinder c hildren' s s uccess a t 
school. 

d. Where the rE.; i s consensus of pa r en t ::ind tcucher beliefs , 

teacher expecta ti ons s.re r ea lized to a clegree , and 

sanctioning-directive be ha viour will be associa ted 

with pupil support . 

e . Where the re i s disens us of parent and teac her beli efs , 

tea cher expecto. tions are af fr on ted., and so.nctioning­

directi ve beha vi our will be ass ocia ted with an emphasis 

on dis appr ova l. 

f . Support for, or dis approva l of a pup il, hi s a rtefacts 

or b ehavi our will t end to enhanc e or diminish hi s 

opportuniti es for s choo l succ ess . 

Previous re search, us p r esented i n chap t e r one has 

determined the va lidity 01· the initi a l tLree s t age s a nd the 

final s t a ge of thi s mode l . The presen t s tudy has indica t e d 

some va lidity for the s t a t ements in s t eps d and e . 

I n the f ollowi ng section of thi s c hapter , results of the 

study a r e discussed a nd conclusions conc erning those re s ults 
a r e presented . 

A. Th~ Results of Contramore - I somore Status 

The present study g ives support to the premise tha t the 

beha viours, a ttitudes and beliefs created by the socialization 

proc esses of the home can be rela ted to school behaviour from 

a position similar to the identific a tion of l anguage as a 

fa ctor separate from, but rel ated to soci a l class . To quote 

Bernstein and Brandis (1970) : 
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''We need to s t art not with soci a l cla ss as our 
independent vari able, but with an understo.nding of' 
those va ri ab le s which we believe to control the 
an t ecedents of ecluc c:bi li ty . 11 

This study has isola t ed I somor e and Contromore s t a tus 
a s one of the va ri ab l es appa r ently i nfl uencing tho se 

ant ecedents . 

The int e r action bet;Necn the i ndivi dua l t eache r with he r 

individua l bi ases , and the indivi dua l c hiJ.d as a product of a 

particular se t of environment ul vect or s , e r e shown to be 
closely associated with consensus and disensus of purents 

and tea cher beliefs. The present study suggests tha t 

Isomorp hism will ha ve a high probabili ty of being marked by 

low degrees of nega tive s anctioning and positive dire cting. 

'rhe tea cher i s i n effect saying by he r bch:.viour "I app rove 

of you, your a rtefa ct s or your behaviou r nnd I am i mp osing 

minimal directing on your c lassroom c:,cti vi ty . i; 

In t6s cher-pupil co nt acts with Cont r umo r es , there i s a 

ve ry strong probability of a hi gh i ncidenc e of nega tive 

sanctioning and positive directing . In eff ect the tea cher is 

s aying, "I disapprove of you, your art efac ts or your beha viour 

and I am i mpos i ng my demands t hrough directions t o ensure 

c ontinuanc e of wha t you a r c doing? or to bring about a change 

in wha t you are d oing . " 

The results of this study b ear out Wal ler' s (1932) 
observa tion tha t the child i s a s ourc e of conflict between 

teachers and pa r ent s bec ause of the d ivergent values eac h 
group holds . Evidenc e has been p rovided to support the 

Jenkins and Lippitt finding, (tha t role perception conflict 

between te achers and pa rents i s r e l a ted to their behaviour 
toward each other), but such parent-te a cher conflict has now 

been shown to h ave an appa rent relationsh i p with teacher-to­
pupil behaviour . 

To have parGnts, whose beliefs concerning behaviours 

functional for school success a re contra ry to those of the 
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child's first tea cher on ent8ring s chool; on the evidence of 

this study implies a high probnbili ty of tha t child receiving 

more nega tive s anctioning, more positive directing and mo r e 

total contact s than a child whose parents and te~cher nre in 

agreement . This significnnt trend i s not sex specific . It 

remains clea rly va lid v,hen teacher cont2cts for Boy-C ontra­

mores are comp ared with those for Boy-Isomores, and when 

te acher contac ts for Girl-Contramores are c ompared with 
those for Girl-Isomo res. 

Criticism of teachers for l a ck of "judi cial restraint" 
and a propensity for making judgements (Raths, 1964), is 

supported by the findings, particularly when over¼ of all 

tea cher contacts for Contramore boys a re nega tive sanctions . 

The ability of these boys to live up to the expcctotions 

imposed by the teachers as 11 ngcmts of the o.dul t society" 

(Parsons, 1966), is seen to be a t issue. It appears r eas on­

able to perceive the teacher as having licence from society 

to i mpose her expecta tions, but thC; expec t a ti ons of tea chers 

are as va ried as those of parents. As a result) s ignificant 

numbers of pupils, (26% in this s tudy) 9 will be unable to 

match up with their specific tea chers' expectancies, and in 

terms of this s t udy will attract disapproval . 

It has been shown earlier, (de Groat and Thompson, 

1949), tha t rela tively small groups of children get the bulk 

of the teachers appr oval and disapprovnl, but the present 

study adds to the de Gro a t and Thompson's categories of 

intelligence, ncademi c achievement and personality adjustment) 

another - rsomore status . If Withall is correct in his 

belief that learning is most likely t o occur when experiences 
take place in a non-threatening situation, an implication of 

the presented data is that Contramore boys in particular are 

handicapped in the learning stakes. Evidence that 
dominative c ontacts disturb pupils from schoolwork, 

(Flanders, 1961), may well have relevance for Contramore 
pupils when the high level of their positive directing 

contacts with tea chers is considered. 
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The effect on the children of th~ se relative ly stable 

patterns of app roval and dis approva l, has b een shown to have 

relat ionshi p wi t h self es t eem 2nd indirectly with school 

c1 c hievement . (SoDr, 1966 ; Cooper smith 9 1967; Bomi s 8.nd 

Luft, 1 970) . 

Evidence t ha t 11 hi gh- s t a tu s" pupils experi enc e te ncher 

contncts of' s t ype t hat c on tribut e t o better rnenta l hygi ene 

has already been p rouuc ed , (Hoehns, 1954) . The present s tudy 
i ndic ot es t hat t wo of the f nctors c ontributing t o t his ,,,high­

status" are female and I somore status . 

To have Girl - Isomore s t a tu s i mp li es exposure to t he 

quality and quantity of t eache r verb a l c on t acts c ontributing 
to high se lf-esteem; i.e . a high er ra ti o of pos itive t o 

negative snnc ti ons t han a ny other group e nd a markedly l esser 
fre quency of negative sanctioni ng . To be o Boy-Contr cimore 

i mplies exposure t o t h1;:; qua lity and g_u2ntity of teacher verbal 

cont2cts contributing to ~ dccreusc i n self- esteem; i . e . G 

considerably h i gher rati o of nega tive t o posit ive sanctions 

than any other group )c ombined wit h a lmo s t d oub l e the frequency 

of n egat ive sanctioning of any other gr oup . There i s little 

possibility th2t such sta tu s i s the resul t of social - class 

membership . None of the s choo l s participa ting i n this ~tudy 

could be reasonably described as having more t han a minimal 

percentage of lower - class status pupils . 

Warnings that soci a l class memb e r ship wns a n insufficient 

expla na tion for educati onnl p r oblems given by Gross, (1953) 
and Loeb 9 (1953) were referred to earlier . The p r esent study 

supports t his belief and goe s further to indic n t e that the 

specific f a ctors of I s omorphism 9 Contrnmorphism and sex 

status a re strongly rela ted to both pupil and tea che r 

classroom behaviour . 

Pupil behaviours, providing cues to which the tea che r s 

react, is one of the more pertinent factors of teacher-pupil 
contnct in that it has a significant r ela tionshi p with a ctua l 

t eacher b ehaviour . Bear, (1 966) showed tha t pupils we r e 
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socialized during the pre - school years i nto a role which 
differs f'rom t hat expected by t he r; chool. The present s tudy 

has shown thDt when gener a l 'school ' expectancy is r ef ined to 

mean the expecta ti ons of a spec ific tea cher manif'ested ns 

b ehavi our towa rd the chi l d's s choo l entering behaviour , t he r e 

are grounds f'or accepting the ide a of' culture clash . 

Whil e exp r ession of' disapp rova l may be ne cessa r y to 

bring abou t conf ormity to t hu norms of school behaviour , it 
mu s t b e r emembe r ed tho. t t hese no rms cJ.re t hose of' individual 

t eache r s . The ef'f ect on a child' s se l f' -c oncept; (on his 
b e li ef' s con cerning ability to le arn , his per sonal worth and 

on hi s percep ti on of' his status i n the eyes of othe r pupils), 

i s at b es t nega tive , and dependent on the individualistic 

expect ati ons of' the te acher. Becaus0 t he r e does exi s t some 

consensus of' beliefs between t eache r s, the Contr amo r e pupil 

has t he pr obability of' reta i ning or r epeo. ting Contra:.nore 

status for a t least a quarter of' his s chool years . 

It may be p r oblemati cal whether the blame f'or 

di f fer 6nt i a l patterns of b8haviour townrd different gr oups of' 

pupil s , a ttributed t o teachers by previously quoted writers , 

can b e l a id a t t he fe ~t of teachers, for Wi thall has 

demon s tra t ed the dif'f'i cu l ty teachers hav0 i n distributing 

t heir 8. t t en ti on e quitably. :ai1 t it has been shown tha t wi th 

specifi c tra ining and increased .awa r eness quite ma rked 

change s a re possible . (Flanders, 1963; Hough a nd Amidon, 

1967; Hall et al, 1968; Hough and Duncan, 1970) . That the 
schools and te a cher s mus t a djust to the individua l child has 

been strongly expressed . (Ande rson, 1969 ; Za lushska i a , 

1969) . Anderson ' s advice tha t the b es t ·thing parents could 
do for their children wou ld be to find first grade tea chers 

who have points of vie w favourable to the r-·a rticula r patterns 
of strengths a nd weaknesses tha t the childr~n show, is a 

strong theoretical, a lthough impractica l, pcsition ns the 

results of this s tudy suggest . When the su ~ces s or f a ilure 

of children at school may be modified by somu pupil-teacher 

matching process, such a process is however, •1orthy of further 
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thought dire cted to wnrd practic8.l i mplemen t a tion. 

The result s of thi s s tudy are even more st riking when it 

is r ealized t hat teachers do not know th e Contramore or 

I somore s t a tu s of the pupils , do no t kn ow the succes s beliefs 

of t he par ent s and i n many cases hove only me t t he p 8. r ents 

briefly and on a level precluding discussion of poin t s bas ic 

t o t hi s enquiry . 

B. Boy Sta t us ver s us Girl Status 

vVhe reas I somore - Contramo r e statu s i s not discernible to 

tea cher s 9 S8X s t a tus clearly i s . All t eache r s in the present 
inve st i ga tion we r e women

9 
as i s the case with the great 

majority of te a chers of new- en tran t pupils i n New Zealand 
schools . Previous r esea rc h indic a ting t hat t eache rs' 

behaviour towards boys and girl s ha s a s tr ong t endency toward 

di sparity i s strongly support ed by t he resul t s of this s tudy. 

To be a boy implies st r ong p r obability t ha t a pupil will 

receive significantly less positive sanc ti oning, and c onsider­

ab ly more nega tive sanctioning 9 than i f the pupil i s femele . 

This pat t er n i s not th e res ult of Contr nmore or Isomore status 9 

as the pat t e rn still 8.pp li es when the results for Boy- I somores 

a r e compD. r ed wi t h t hose for Gi rl-I somor es a nd when the r esu lt s 

for Boy-C ontramores are compD.red with those for Girl ­

Contramores . For boys 9 the tea che rs' sanctioning t hem~s 

tend strongly toward dis approval. For girls t he te D.chers' 
sanctioning theme tends to be one of approva l . For both boys 

and girls the degree of directing i s almost identical . 

Expression of disapprova l through n egative eanctioning 

is a legitimate str a t egy by which tea chers seek to bring about 

conformity to the ir personal perceptions of what constitutes 

proper pupil role behaviour, and pupils mus t lea rn to a dap t 

to the evaluative a tmosphere of the school situation . That 
the behaviour of boys results in a grea t e r frequency of 

directing and negative sanctioning contacts for boys than 
girls and that pupils recognize this and t ake it for granted 

llBRARY 
MASS '.::Y UN l'!l:!":SlTY 
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has already been noted by Meyer and Thompson in 1956. It 

appears reasonable to believe tha t such a cause and effect 

relationship exists in the home and the wider society before 

the child a tt ends s chool .. Regardless of the cause of a 

higher incidence of dis app roving te ncher behaviour for boys 

it has been demonstra ted by Kounin and Gump in 1961, that 

exposur e to such di sapp roval decreases concern with learning 

and school unique vnlues and i ncreases the i ncidenc e of 

aggress ive misc onduct. When the effec t of Boy stn t us i s 

compounded by Contramore s tatus, te nche r disapproval tends 

to reach a level whi ch if maintained ove r a lengthy period 
may wel l l ead t o decre2sed i nterest in lea rning. 

Negative sanctioning is necessary . It is necessary for 
the development of social l y acc ep t ab le human bei ngs . It is 

necessary for the pro t ecti on of others and sometiQes for the 
preservation of the life of the child. Wha t is a lso 

ne c essary, is a rea lization by teachers that above certain 

leve ls, express i ons of disapproval no longer pr ovide legitima te 

pupil protection or socialization but i n fact contribute t o 

increased aggressi on and decrea sed at t enti on to a chievement­
relevant behaviour . 

When the implic a tions of dual s t a tus are considered, 
(i.e. the four possibilit i es being, Contramore and boy, 

Contrrunore and girl , Isomore a nd boy , Isomore and girl), the 

trends b ecome more signific ant . To be an I somore -Girl is to 

be twic e blessed. To be a Contramore -Boy is t o b e t wice 

cursea . Boy-Contramores in compari son with t he other three 

groups receive the lowest degree of pos itive sanctioning and 

almost double the negative sanctioning of any other group . 

Girl - Isomores on the other hnnd received less t han one 

qua rter of the amount of negative sanctioning 

received by Contramore-Boys and 10% mor e positive sanctioning . 

They received the least negative sanctioning, the least 

positive directing and least tota l tea cher contacts of any of 
the four groups . 
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Girl-CQntramores ga ined more te acher c on t acts , more positive 

directions and more positive sancti ons than any other group. 

The high level of positive sancti oning associa ted with 
Contramore -Girl status i s contrnry t o t he ori gina l hypothesis 

tha t Contramore status will result in l es s positive 
sanctioning. Thi s hyp o·chesis does hold true for Boy­

Contramores. The expec t ed 2nd actua l patterns for Positive 
Sanctioning x Sex St a tus X Contramore/Isomor e Sta tus, nre 

presented in Figure 5.1 ( with actua l c ontact figures given in 

brackets) . 

Figure 5.1 

Rank Order of Groups and Incidence of 
Positive Sanctioning 

Expected Rank Order 

Girl-I somor es 
Boy -Isomor es 
Girl-Contramores 
Boy -C ontramores 

Actua l Rank Order 

Girl-Contramore s 
Girl-Isomor es 
Boy -I sor.iores 
Boy -C ontramores 

( 221 ) 

( 164) 
( 146) 
( 136) 

One exp lanation of thi s r esult may b e tha t Contramores 

as a group a re more s a li ent in the tea cher' s pe rceptua l field 
and receive a higher degr ee of contact i n a ll ca tegories of 

tea cher verba l behaviour, and that girls as a group receive 
grea ter positive sanctioning than boys, The comb ination of 

these two t endenci e s may have served to place the Contramore­

Girl c a tegory n t the top of the ranking order for positive 

sanctioning and reinforce the evidence for the separa te 

contribution of Contramore/Isomor e f a ctors to the differences 
in teacher contact . A second explana tion, may well be that 

teachers may have higher expect a tions and make higher demands 

for performance fr om girls - a condition confirmed by Brophy 

and Good in 1969. Such expectations may be reflected in 

higher levels of generalized positive sanctioning for Girl­
Contramores in an effort to raise performance levels . Fur ther 
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analysis of the t ape and transcrip t data t o determine any 
differences in the type of pos itive sanctioning between 
Contramor es and I somores, par ticularly between the girl 
types may throw furthe r light on t hi s resul t. 

Being f ema l e milite t es agai ns t the trend of high 

nega tive sanctioning rela t ed to Contramc r e st atus. To be 

male compounds t hose t eache r sancti oning pa tt erns of high 
negative sanctioning and directing. 

Being an Isomore mi lita tes &g2 i ns t t he trend of high 
negative sanctioning r el a ted to Boy sta tus. To be a 

Contr amor e cancels out the decreased p a ttern of negat ive 
sanctioning rela ted to Girl sta tu s and gr ea tly increas es the 

degree of positive directi ng, p os itive s ancti oning and total 
teacher c on t acts. 

c. Specific-Isom,Q£e Sta tus ve r sus General-Iso~ore Status 

The data presented shows t hat whe r e an I somore ha s 
parents whose stronges t belief prefer enc e , (concerning b ehav­
i ou r f acilit a ting success at school), is in agreement with 
tha t of the tea cher the re is a strong probability that this 
Specir-ic-Isomore child will b e the object of significantl~ 
~ negative s anctions , positive directi ons and tota l tea cher 

contacts than Gene r a l-Isomore pupils whose parents are in 
high gene r a l agreement with the te acher. 

This trend is repeated for girl Specific-Isomorffiversus 
General-Isomores. The frequenci e s of teacher contacts for 

girls having General-Isomore sta tus,(more particularly when 
compared with those of girls having Specific-Isomore status), 

a re highly significant. Genera l Isomore girls received less 
teacher contacts in all ca tegories than any other subpgroup 

examined in this study and a t a high level of significance. 

To present the strength of this p a ttern clea rly, total scores 
for each of the girl groups, Specific-Isomore and General­

Isomore are detailed in Figure 5.2. 
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Figure~ 

Teacher Contacts for Specific and 
General- Isomore Girls 

P.S . N. S. 
Specific-Isomore girls 109 35 

Genera l -I somore girls 11 

P.D. 
197 

55 

T .C. 
342 

123 

To be on I somore , whether boy or girl, go. ve increased 

probability of low f'requencies of disapproving arid directive 

contacts with tea chers. 

To have Girl-Isomore st 2tus incrensed the probability 

so tha t t his group had the lowes t fre quencies of disapproving 

and directive contacts of any of the four major gr oups. 

To ho.ve Girl-General-Isomore sta tus increased the 

probability even furthe r . Thi s group received l e ss contacts 
of a dis approvi ng and directive nature than any of t he eight 

sub-groups us ed for t his s tudy. 

The Girl-General - Isomor e group averaged 1.3 nega tive 

sanctions and 6 positive directions each, in a three hour 

period. In contrast with the se fre quencies Boy High­
Contramores averaged 9 nega tive sancti ons and 19.3 positive 

directions . 

Theoretically one might expect that the grea ter the 

Isomorphism the less the amount of teacher contact because 

actual behaviours would approximate more closely to those 

expected. If this is so it would appear that high £eneral 
teacher-parent agreement is more important for teacher-pupil 

harmony than specific agreement about the precedence of a 
single belief category. 

A second explanation of this result may be related to 

teachers' expectation levels for each group . If teacher 

expectations are higher for pupils having specific agreement, 

the higher frequency of contact in all categories may reflect 
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an attempt to improve observed behaviours to the expectation 
level. In the same way an hy::pothesized lack of high 
expectations by teachers for boys as a group may explain the 
minimal differences in teachers' verbal contact s in each 
category for Specific-Isomore boys wh en compared with those 
for General-Isomore boys. 

D. High-Contramor~ Status versus Mode,£9-te-Contramore Status 

Result s show that it is Contramor e status per . se . 9 

rather than the degree of Contramorphism that is related 

to variance in teachers' verbal behaviours to Contramores 

and Isomores. 

Moderate -Contramore-Boys did receive marginally fewer 
contacts in all contact categori es of teachers' verbal 

behaviour than High-Contramore-Boys but the figures did not 

approach any meaningful level of significance . 

Adeguacy of Instruments 

In the present study two measures we re involved: 
i; the measuremen t of parent - teacher disensus -c onsensus. 

ii; th e measu rement of frequencies of four type s of teacher­
to-pupil verbal contacts. 

The instrument used to determine disensus-consensus 
appeared to have significant discriminative power . All the 

independant variables, with the exception of High- Moderate 
Contramore status, proved to bear signififant relationship to 

independant variables and indeed different independant 
variables were related to different dimensions of Disensus­
Consensus ; i.e. Isomore-Contramore status to Negative 

Sanctions, Positive Directions and Total Contacts; Specific­
General Isomore status to Positive Sanctions, Negative 

Sanct ions, Positive Directions and Total Contacts; High­

Moderate Contramore status, (girls only), to Negative 
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Sanctions . That the High- Moderate Contramore dimension did 

not discriminate b e t ween refl8cted teacher c ontacts may vtell 
be an indic a tion that it .J.S Contramor e s·~a tu s r a th0r thru. the 

degree of that status, that has implications for teacher-pupil 
contact. The measure of d i sensus -c onsensus eraployed, 

appears t hen to display degrees of discrimination and 

sensitivity that justify confidence in its precision and 

power . 

Similarly wi th the measures of teacher-to-pupil verbal 

contacts. Although the categories used, initially appeared 

somewhat gross and the r esults obtained indicate the 

necessity for refined ca tegori zati ons, ( if some of t he specific 

queries raised in the foregoing discussions are to be 

answered), t he measures used for the purposes of this study 

provided strong discriminatory pov,er . Mo reove r, 

discriminat ions prov0d to be compa tible with theor e tical 

base s and t he majorjty of findings are consistent with the 

re sults of previous research . 

This being so, the implicati ons of the findings for the 

theoretical bases established initially, merit attention. 

Theoretical Implications 

That the primary group is, ' fundamental in forming the 

social nature and ideal s of the individual,' (Cooley, 1929), 

has been the bnsi s of research into the antecedents of 
achievement which has shown that the c hi ld is largely the 

product of the socializing environment. Parent-teacher· 

disensus concerning role expectations have previously been 

well documented. The present study gives support for the 

view that it is not parent-teacher disensus in general that 

has implications for achievement but t he reflection of an 

individual parent~disensus with an individual teacher through 

teacher-pupil contacts. 



- 106 -

Differential role expectancies by members of dif'ferent 

social groups lead to behaviour interpre table as desirable or 

undesirable depending on interpreter strnns and the 

relationship between int e rpre ters . Conf lict between the 

normative expectancie s for the contemporaneous roles of 

fami J.y member and pupil l eads to devi ant behaviour - but 

deviancy i s u subjective perception . 

Individual teachers hold individua lized b eliefs and 
values for the ' proper ' pupil r ole . Pa r ent - te acher dis ensus 

is not so much a gross discrepancy between the a ttitudes, 

values and beliefs of the two groups but r 3sults from 

attitude, value and belief discrepanciea between a specific 

parent and a specific teac he r . Parent s have little hope of 
training children in such 1ays tha t they can avo id the 

consequences of di sensus or a ttrac t the consequences of 

consensus . Neithe r paren t nor teacher h8s a 1ay of 

determining the role expectations of t he other . Bxpectntions 

of the teache r in rela tion to the behaviour of the educational 

neophyte are reflGcted in the verbal ges tures or l anguage 

symbols t he teacher uses in an at t6mpt to obtain conformity 

of expectation and actua l behaviour . Where pupil behaviour 

conforms t o teacher expec ·; ation, s anctioping will e ncour,.ge 

continuance and improvement of such behaviour . 

The present study has indica ted that where parent­

teacher con sensus exists, such consensus is strongly r ela ted 

to teacher approval of pupi l behaviour and that the 

existence of parent - te acher di sensus i s strongly related to 
teacher behaviours indicative of disapproval of pupils . 

The effects of consensus- disensus of parent - teacher beliefs 

are comp ounded by the effects of sex status . To be a boy­
child involved in a tea cher-parent disensus r elationship is to 

have a high probability of exposure to teacher disapproval 
militating against pupil concern with learning . For the 

girl-child involved in a teacher-parent consensus relation­
ship, there is high probability of exposure to teacher 
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approval milita ting for interest in schoo l learning and 

adju s t men t t o school unique values . 

There i s no doubt that t ea che r s a r c able to adjust to 

various f ac tors of classroom i nte r acti on once they develop 

awar eness of those fac t ors and pe rc eive th~ co:isequences of 

speci f i c types of behaviour . The possibilities of develop ­

i ng such awarene s s and parcepti on through teacher tra ining 

should not be overlooked if tho school achi evemen t and the 

c onc ept of self of each individual a r e con s idered to be 

re l evant goals . 

The o.f'fect i ve domain of the class room i s IBually 

pictured as an ent ity. Mo r e important, and mor e pertinent 
for any clarification of the s chool success - failure problem, 

is perhaps the affective qua lity of individual t eacher-pupil 

relationships. A relationship having i mpact upon each child's 
c oncep t of self . 

Well structured hi s torical pre sentations of research 
and theory c oncerning t h~ concept of self have been given by 

Phillips (1964); Coopersmith (1967) ; Le Benne and Greene 

(1969); and Purkey (1970). The effect of sanctioning 

behavi ous by parents and teachers, and the self- esteem of 

pupils have b een wel l documented . (Wylie , 1963; 

C. Rogers, 1969; Anderson and Safar, 1967 and Brookover , 

1 962). 

Research indica tes that self-conc ept is developed 

through social conta cts particularly wi th par ents and peers. 

Some research has indicated a r e l a tionship between self­

concept and s chool ac hi evement, (Brookover , 1962 ; Davidson 

and Lang , 1960; Staines, 1956), but any s i mple c a use and 

effect rela tionship remains to be demonstrated, (Nuthall, 

1968). The difficulties of endeavouri ng to draw clear-cut 
conclus ions a re clearly illustra ted by Sta ines (1958) and 
Erikson ( 1963). 
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"Cat egorization of who.t a teacher says, while 
indic a ti ng a prevailing classroom a t mosphere , gives 
no clue as t o how eff ective it r eally i s i n forming 
t he Self-picture ..•. This r esearch has shown tha t 
Self- p icture i s probably one variable ...• tha t 
contribute s to the unpredict ab ility of lea rning 
s itua tions and t ha t the Se lf can be delibera tely 
produced by suit ab l e teaching me t hods 11

• Staines, (1958). 

A ma j or examination of the an t ecedant s of self-esteem 

although focu ss ing on the evalua tive aspe cts , describes self ­

esteem 'as a complex and multidimensional concept involving 

power, s i gnificance, virtue and compe tence'. (Coopersmith, 

1967). One aspec t of the compl exity of t he r e l a tionship is 

illustra t ed by the f oll owing quo t at ion -

11 'l'he student who i s doing we ll in hi s s tudi es may 
develop negative se lf a ttitudes because he does not 
have the acceptance, attenti on and aff ecti on of 
others" . 

The pos s ibilities are clear but the cause - effect 
r el a tionship of self- concept and achievement is prob l ematic al. 

Using a 'Pa r ent Attitude Research Instrument ' developed 

by Bell and Sc haeff e r (1 958 ) and l engthy i n tervi ews, 
Cooper smith ob t a ined infor mati on c oncerning aspects of early 

experience related to effec tive s choo l performance. The 

pupil s involved V✓E; r e a ttendi ng s c hoo l i n the fifth and sixth 

grades . Only a weak , nonsignificant r e l a tions hi p between 

self-e s te em and soci al cla ss was found , Other c onclusions, 

although generally rela ted t o causation of high, middle or 

low degree s of self- esteem in the home, do have relevance for 

the sc hool s itua tion if not for achievement as such . 

It was found that, all other things being the same, a 
bright, competent child in a classroom of equally c apable 

children, is likely to be lower in self- esteem than a less 

compe t ent chi ld who is markedly superior to his classmates, 

and that absolute, objective appraisal of capacity, 

performance of position does not have, for the individual, 

the significance of the psychologi cal appraisal made in a 

personal context . 
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Taken as a whole th ~ r esult s indica t e that favourable 

persona lized tr ec1 t ment and evaluations by teachers a nd 
pa r ents have beneficial e~fects on a chiid's se lf - es teem. 

Suggestion of some i mpact of self- esteem on achievement i s 

implicit i n Coopersmith' s conclus i ons -

;,An individua l who achievss below- ave rage p erformances 9 

or encounters rebuffs i n the ma jority of his expe riences i s 

unlikely t o believe tha t he will lead the pack i n his future 

encounters . A pupil who has l ed hi s class in performance .•.. 

i s quite likely to believe tha t his fu turc ,:.c t i ons vii 11 be 

equally succ essful .••• and wi 11 p r esent a postur e of 

confidenc e and the reby increase the like lihood of hi s 

success ..• " 

Some evidence is p r esent ed by Cooper smith i n support of 

this indirect link between se lf-concep t and achievement . 

"Our s tudy ·orovi des c lear indications t hat the 
indi vidunl with hi gh se lf-es teem f eels capabh, of 
cop i ng with adve r s ity and compe t ent enough to achieve 
success, and that t he individual with low self- esteem 
feels helpless, vulnerable , and inadequa te . " 

However any r ea l cause and effec t rela tionship b e t ween 

school a chi e vement and t eacher b ehaviours of the types used 
in this study s ti l l rema ins an a r ea for further empirical 

investiga ti on . Wha t eve r degree of acceptance is given to 
the r esults of the present s tudy, no cause and effect 

relati onship has been demonst r a ted or claimed . Resea rch, in 

whi c h the independent variables of pupil s tatus are 

delib erately changed is necessary . It would be C}..'I)8Cted 

that the pattern of higher fre que ncie s of negative s anc tioni ng, 

posi tive directing and tota l t eacher contac t s received by 

Contramores should reverse to the lowe r frequencies of the 

Isomore pattern , if Contr2J11ore status was changed t o I somore 

status through a change of teachers . I f fu ture 
replication suppor t s the findings of the present pilot 

study, further investiga tion as sugges t ed above appears to 

be clearly warr anted . 
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APPENDIX A 

Questionnaire 



Massey University 

Department of Education 

SUCCESS IN SCHOOL 

PROJECT SUPERVISOR 

ERIC R. ASHCROFT 



SUCCESS IN SCHOOL 

This questionnaire is concerned with what children do at school and in 
particular the activities that may help them succeed at school. 

There are six kinds of things that people think will help pupils be 
successful. They are listed below. Please read them carefully. 

To be successful at school it is more important for a child to show 
that 

1. He can use what he has learned. 

2. He likes school 

3. He respects the teacher. 

4. He can adjust to school organization and routine. 

5. He is friendly and cooperative with pupils and teachers. 

6. He is interested in school subjects. 

DIRECTIONS: 

In the questionnaire the six statements are presented in pairs. You 
are asked to select the ONE in each PAIR that is, in your opinion, the more 
important. You indicate your choice by printing in the brackets alongside, the 
letter (A or B) belonging to the one you prefer. 

You will sometimes find the choice is hard to make because you may 
think both are equally important. In spite of this please be sure to select 
only ONE of the items. 



So you may show how much you prefer the one you choose, the 
words 'strongly' 'moderately' and 'slightly' are printed beside each pair. 

For each pair, please DRAW A Cl RCLE around the word that best 
describes how strong your choice is. 

Please do the following example for practice. 

1. Place either A or B in the brackets alongside the item to show which 
alternative you think will best help a child succeed at school. 

2. Draw a circle around the word at the right that best describes how 
strong your choice is. 

A. 

or 

B. 

He likes school 

He can use what he has learned 

strongly 

moderately 

slightly 

If you feel "He likes school" is more important you will have printed ( A ) 
in the brackets. 

If you feel "He can use what he has learned" is more important you will have 
printed ( B ) in the brackets. 

You should have drawn a circle around 'strongly' OR 'moderately' OR 'slightly'. 

Please give each pair careful thought. There are no right or wrong 
answers, or good or bad ones. We just want to find out what you really 
think about the way children should behave in order to succeed in school. 

This form will take approximately 20 minutes to complete. 

2 



In your opinion, to be successful at school it is more important -for a child 
to show that -

1. A. He likes school strongly 
or 

B. He can adjust to school organization moderately 
and routine 

slightly 

2. A. He respects the teacher strongly 
or 

B. He can use what he has lea rned moderately 

slightly 

3. A. He is friendly and cooperative with strongly 
pupils and teachers 

or moderately 
B. He is interested in school subjects 

slightly 

4. A. He likes school strongly 
or 

B. He respects the t eacher moderatel y 

slightly 

5. A. He can adjust to school organization strongly 
and routine 

or moderately 
B. He can use what he has learned 

slightly 

Please check to make sure you have a letter in every pair of brackets. 

3 



In your opinion, to be successful at school it is more important for a child 
to show that -

6. 
or 

7. 
or 

8. 

or 

9. 
or 

10. 
or 

A. 

8. 

A. 

8. 

A. 

8 . 

A. 

8. 

A. 

8. 

He respects the teacher 

He is friendly and cooperative with 
pupils and teachers 

He li kes school 

He is interested in school subjects 

He is friendly and cooperative with 
pupils and teachers 

He can adjust to school organization 
and routine 

He can use what he has learned 

He likes school 

He is interested in school subjects 

He respects the teacher 

strongly 

moderately 

slightly 

strongly 

moderately 

slightly 

strongly 

moderately 

slightly 

strongly 

moderai.ely 

slightly 

strongly 

moderately 

slightly 

Please check to make sure you have a letter in every pair of brackets. 
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In your opinion, to be successful at school it is more important for a child 
to show that -

11. 
or 

12. 

or 

13. 

or 

14. 
or 

15. 
or 

A. 

8. 

A. 

8 . 

A. 

8. 

A. 

8. 

A. 

8. 

He can use what he has learned 

He is friendly and cooperative with 
pupils and teachers 

He can adjust to school organization 
and routine 

He is interested in school subjects 

He is friendly and cooperative with 
pupils and teachers 

He likes school 

He respects the teacher 

He can adjust to school organization 
and routine 

He is interested in school subjects 

He can use what he has learned 

strongly 

moderately 

slightly 

strongly 

moderately 

slightly 

strongly 

moderately 

slightly 

strongly 

moderately 

slightly 

strongly 

moderately 

slightly 

Please check to make sure you have a letter in every pair of brackets. 

5 
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APPENDIX B 

Teachers' Scores in Each Belief Ca tegory 
BELIEF CATEGORY 

(Teacher's Af'fect Utili t;1 3L -t u,::; 
.i. Organ- Socia- Subject 

Number) o/ ization tion Matter 

1 7 4 2 7 2 2 

2 0 10 9 3 9 5 

3 :Ll± 4 3 0 9 4 

4 12 4 0 2 1.5. 9 

5 8 8 0 1 4 5 

6 5 5 0 .Q 5 1 

7 3 8 2 8 2 lli 
8 2 4 6 0 1 4 

9 1 1 5 3 0 5 

10 3 9 0 10 6 7 

11 4 8 2 4 2 ~ 

12 8 0 5 2 7 hl 

13 .5 j_Q 0 5 5 9 

14 9 5 2 8 1J± 0 

15 6 ~ 0 3 9 5 

16 3 ~ 3 9 9 9 

17 0 6 10 4 10 5 

18 8 6 0 2 2 2 

19 7 , 4 0 3 3 2 

20 6 8 2 2 8 4 

21 9 3 9 9 9 6 

Highest Scores Underlined. 
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