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Tools For the Study and Diagnosis of Classroom

learning Atmospheres1
Introduction

A model of classroom interaction in which the teacher tells
and the pupils listen, or in which the teacher asks and the pupils
answer 1is too simple. Learning does not occur merely because of
the teacher’'s presentations. Rather, it occurs as a resultant of
the interplay of the teacher's behaviors and many other forces,
Classrooms are settings in which a complex pattern of social and
psychological interrelationships occur constantly. While the
teacher may not be able to control 211 these interrelationships,
he should understand them. Also, he should plan and execute ways
of modifying them if he is to create and maintain a classroom
enviromnment that supports learning.

The tools presented here focus on diagnosing some of the
important social and psychological factors in the classroom. They
are drawn from an on-going program of research at the Center for
Research on Utilization of Scientific Knowledge of the Institute

for Social Research, at the University of Michigan. Major topics

1Supported by the National Institute for Mental Health (Grant OM-376)
and the United States Office of Education (Cooperative Research
Project, No. 1167, Ronald Lippitt and Robert S, Fox as principal

investigators)
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in this program have been classroom interpersonal relations, mental
health, and effective learning of academic subject matter. Data
have been gathered from several hundred classrooms through the use
of diagnostic tools dealing with classroom sociometric structures,
individual and group standards toward learning, significant environ-
mental forces influencing both teaChers and pupils, as well as the
nature of the pupil-teacher interaction. Some teachers studied
these data, related them to their own élassrooms, and developed
plans for altering their teaching methodology to improve the leaxning
climate. As part of such efforts, many of the research instruments
originally designed for the study were adapted by some teathers,
and additicmal ones were created by other teachers.

The purpose of this pamphlet is to share the instruments
that have proved useful in diagnosing the classroom learning atmos-
phere and to describe in some measure how the data obtained may
be recorded, interpreted, and used. This pamphlet is one of a
series designed to serve as resources for teachers who are interested
in examining and improving the mental health and learning environ-

ments of the school. The first, Solving Interpersonal Problems in

the Classroom, describes a problem-solving sequence involving

(1) diagnosis, (2) analysis and e¥planation, (3) taking actionm,
(4) evaluation, and (5) making corrections, as a useful approach
to solving classroom interpersonal problems. Illustrations of how
teachers have engaged in each of these phases are provided. This

pamphlet, Tools for the Study and Diagnosis of Classroom lLearning

Atmospheres, describes the nature and possible uses of a variety
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of instruments that may be helpful in the diagnostic and the
evaluation phases of the problem-scolving sequence. The third,

Role Playing in the Classroom, focuses on one teaching innovation

which seems to offer substantial rewards for teachers who are attempt-

ing to deal constructively with problems of interperscnal relations.
Teachers who use these pamphlets should understand that

there are recurrent public objections to invasion of the privacy

of pupils and their families. Some public efforts have been made

to restrict testing and questioning ipn the public schools. These

efforts were expressed recently in the United States Congress in

the form of a proposed rider to be attached to funds under

A Vocational Education Act. The bill provided funds for "A program

for testing students . . . Provided, that no such program shall

provide for the conduct of any test or the asking of any questions

in connection therewith which is designed to elicit informatioun

dealing with the personality, enviromment, home life, parental. or

family relationships, economie status or sociological or psychological

problems of the pupil tested."

Fortunately, this restrictive rider was finally omitted, but
it was omitted in large part because of an earlier procedural rule
which made it appear that the rider was superfluous. In the cpinion
of psychelogists close to the effort to defeat the rider, the intent
of the rider apparently was not rejected; an earlier rule was consid-
ered to implement part of the intent, and hence the rider was seen

as unnecessary.
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Teachers and others sophisticated in concepts of mental
health know the important relationship between persomality and
social factors on the one hand and utilization of intellectual
potential on the other. If the schools are to help our children
maximize their abilities and become effective citizens, teachers
must know much more about their pupils than merely their current
1Q's and their achievement levels in various academic areas. The
tools presented here are designed to help teachers achieve such
knowledge, understandings, and insights.

Like all complex tools, they must be used with skill and
understanding. The person using them must have a professional
orientation to the ethical responsibility he assumes. The
confidential nature of personal and family information obtained
from pupils must be guarded and respected by the teachers as
carefully as if they had taken a Hippocratic oath. Like the
physician, the teacher has an obligation to use such information
only for the benefit of those he serves. Conversely, he should
obtain only that information which is likely to help him enhance

the pupil's learning experience and personal development.



Chapter 1

SOCIAL RELATIONSHIPS IN THE CLASSROOM

Social relationships among pupils in a classroom are impor-
tant to the teacher, because pupils who feel comfortable with their
peers are likely to utilize their academic abilities more fully
than those who do not. Research findings suggest that classroom
atmospheres which are associated with certain kinds of social
relationship patterns provide considerable emotional support, a
condition which allows a greater number of pupils to develop a
high level of both self-esteem and academic excellence. These
findings show, specifically, that the pupil who has friends
among his classroom peers will enjoy better mental health and
will learn more effectively than the pupil who has few friends
or who 1s actively disliked.

Furthermore, when the pattern of friendliness in a class-
room is diffuse, so that almost every member is 'most liked" by
some other member, pupils tend teo have positive feelings toward
themselves, perceive the school situation favorably, and make
good use of their intellectual potentials. On the other hand,
when the pattern of liking in the group is narrowly focused and
the structure is such that one sub-group of pupils is most popular
another sub-group is most unpopular, and the rest of the pupils

have few, if any, friends, many pupile tend to have negative
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feelings toward themselves, perceive school unfavorably, and
make poor use of their potentials. 1If, as these findings indicate,
guccessful human relations facilitate a pupil's achievement in
academic tasks, the teacher should do everything possible to
enhance the emotional support a pupil receives from his peers,
not only because good interpersonal relations is & value in
itself, but also because it contributes importantly to the school's
subject matter goals,
When a teacher is considering the social relations in his
classroom, he might ask:
Which pupils are not liked by their peers? Why does
this seem to be the case?
Which pupils hold the most influence in the group? How
do they come to have the power?
Which pupils are perceived by their peers as good competent

students? On what cues do they base their judgmenta?

Ways to Study Social Relations in the Classroom

The examples below indicate ways in which a teacher can
ask pupils about their feelings toward their classmates and obtain
data to diagnose the friendship relationships in his classroom,

Research evidence indicates that everyone forms positive
and negative feelings about his associates, and this needs to be
accepted matter-of-factly as a part of living together. It is
natural, not bad, to have negative as well as positive feelings.
Anyone who claims to have only the same positive feelings for every-

body is being quite defensive and needs to be supported to give

the information requested, It is likely that a few pupils may not
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have permitted themselves to accept thelr negative feelings about
others: It is a real help for them to sée.this‘kind.of task treated
-1n-an objécti;e, routine manner. -The introduction to the following
questionnaire is designed to achieve this,

It 18 suggested that the teacher read aloud to the class
the top péragraph of the questionnaire and make sure everyone under-
stqﬁdé'the.cohfiqeﬁtial nature of the task. ‘Pupils should be.seated
to permit privacy.

In prépafation for this activity the teacher should compile
an'aphébetic list of all members of the class, with a number fn h
front of each name. The list should bé‘duplicﬁted and a copy‘given'
te each pupil so that he can refer to and mark on it while working.”
Pupils should record classgatea' numbers rather than names. This
saves & lot of writgng and makes the form more pfivate.

The teacher will want to work out some procedure for col-
lecting:thé sheeta or having ﬁhem.dropped.in a.box. on hie.desk,
rather than havipg them passed fo;ward'in customary .fashion.

Teachers ﬁay.want to use the forms aafthey are get .up ip
the samplé,-or they may prefer to add qr'change questiona to fit
special needs. Probably it will be most useful to b:epare and
duplicate & form tailcred to the nee&s of each classroom. 1In any
cése the teacher should remember to have each pupil write down the

date, his number, and class on every form he fills out.
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Date
Pupil No.
Class

HOW I FEEL -ABOUT OTHERS IN MY CLASS

Everybody has different feelings about everybody else. We like some
people a lot, some a little bit, and some not at all, Sometimes we
think it 18 not proper or polite to dislike other people, but when
we are really honest about it we know that everyone has scme negative
feelings about some of the people he knows, There are some people
you like & lot and some you don't like. There are some-people who
like you-a lot and some who don't like you at all. If the teacher
knows the way you really feel about other members of your class, he
can often plan things better., (Each pupil is given & class list
with names of all the pupils and numbers next. to each name.)

1. Which 3 persons in this class do you personally like the most?
Using your class list with names and numbers, write the 3 num-
bers below, and write a few words telling why you feel that way.

Pupil's Number Why do you like each one?

Like most

Like next most

Like third most

2., Which persons do you personally like the least? Write the numbers
in the blanks, and write a few words about what makes you feel
that way about each omne.

Pupil's Number Why don't vou like each ope?

Like the least

Like next least

Like third least

3. How many .people in this class would you say you know pretty well?

all of them
all but a few
more than half
about. half
less than haif

only a few
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How many people in this class would you say you like guite a lot?
all but a few
more than half
about half
less than half
only a few

no one

Are there other young persons your age, or younger than you, or
older than you, who &re not in this class, but whom you like just-
as much or more than you like anybody in this class? Yes No

If you answered 'yes,' please fill in the right spaces below,

Name

Name

Name

Name

Name

Name

Name

Name

Name

Same sge a8s I Why do vou like each one?

Older thanm T _ Why do vou like each one?
How 0ld?
How old?
How old?

Younger than I . Why do you like each one?
How old?
How o0ld?
How old?
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In addition to liking and disliking, there a;e other impor-
tant types of social relationships in the classroom. For instance,
puplils attribute to each of their classmates a level of social
power or ability.to influence others. Pupils also assess the com-
petence, cooperativeness, or helpfulness of their classmates.
Pupils make such judgments early in a school year and often maintain
these judgments, particularly if no attempts are madé to change
Fhem. The teacher who wishes to make constructive changes in the
classroom atmosphere should make frequent reevaluations of the
nature of the relationships in his classroom in order to determine
the effectiveness of his change efforts. The following examples

are appropriate -for such diagnosis.



Date
Pupil No.
Class

THE PEOPLE IN MY CLASS

It is a job of teachers to find ways to make schoel life more
interesting .and worthwhile for all the students in the class. This
form gives you a chance to give the teacher confidential informacion
that will help him to plan to help each pupil. There are no right or
wrong aunswers. The way you see things is what councts.

1, Which 3 persons in this class are most often able to get others
to do things? Using your class list, write the number of the
pupil you select and then write a few words telling why he or
she is able to get others to do things,

Why are they able .to get others
to do things?

Pupil’s No.

Most often

Next most often

Next most often

2., Which 3 persons in the clags do the girls most often do things for?

Why do they do things for chess
persons?

Pupil's No.

Most often

Next most often

Next most often

3. Which 3 persons in the class do the boys most often do things for?

Why do they do things for these
persons?

Pupil's No.

Most often

Next most often

Next most often

4. Whieh 3 persons in this class are most coopsrative with the teachsr
and like to do what the teacher waats the c¢lass to do?

Pupil’s No. What do thay do?

Most cooperative

Next most cooperative

Next most cooperative
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5. Which 3 persons in this class most often go agaiamst the teacher
and what she would like the class to do?

Pupil's No. What do they do?

Most going against

Next most going against

Next most going against

6. Which 3 persons in this class do you think could make the biggeszt
improvement in their schoel work if they waated to?

Pupil‘s No. Why don't they do better?

Could improve most

Could improve next most

Could improve next most

7. Which 3 persons in this class do you think show the most ability o
learn new things that are taught at school?

Pupil’s No. Why ?

Best learner

Next best learner

Next best learmer

8. Who would you most like to be, .if you couldn’r be yourseli, but had
to be somebody else in this class?

Pupil®s No. Why?

Who would you most
like to be?

Who next would you
most like to be?

Who ‘next would you
most like to be?
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At times a teacher may want to relate the questions used
to some specific action. For example, if a teacher would like
data to .use in organizing work teams or planning seating arrange-
ments, he might ask direct questions relevant to such an action,
.85 for example:

Which three persons in this class would you most
like to sit next to in school?
Such questions should not be asked, however, unless the action

igs actually planned.

Variation for Lower Elementary

Regsearch has shown that it is valid and worthwhile to use
soclometric tools for groups of children as young as kindergarten
age. Such children often have already formulated their feelings
toward and evaluations of their peers. Educational modification
is often needed to influence these feelings in a positive direec-
tion, to improve the mental health of certain pupils, and to
increase the effectiveness of teaching procedures. Since these
children usuelly cannot read very many words, the typical group
administration procedures are not possible. Various modi ficationms
substituting pictures for names have proved effective. One
approach which was recently used by a teacher of very young child-
r;n required a mounted photograph of each child. These were

typical small school photos. At the same time faces were drawn
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on five plastic freezer boxes, as shown below, to illustrate five

degrees of positive to negative feelings.

Very Nice So - So No so Not Nice
Nice Neutral Nice At all

Each child, working privately, sorted the pictures and put
them into the appropriate boxes according to the way he felt about
each person. He was questioned about the reasons for his feelings
about those of his classmates whose pictures he put in the extreme
boxes. The teacher who used this method reporcted that seiected
sixth graders had been taught to do an effective and confideatial
job of testing the children individually and recording their
responses, In addition to testing the children, these sixth
graders analyzed the data by constructing matrices and cargets

of the type described below.

Analyzing the Data
After the data are collected, they may be tabulated in
various ways depending upon the problems one is trying to solve.
A basic kind of tabulation which gives, perhaps, the greatest
amount of information for the least effort, is to construct a
matrix with as many rows and columns as there are pupils in the
class. Each row contains the outgoing choices of pupils (iden-

tified by numbers 1, 2, etc.), The columns contain the choices
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received. As shown in the sample below, prepared for a class of
16 pupils on the liking dimension, positive cholces are indicated
by "1" and negative choices or rejections by "-1." For simplicity,

first, second,.and third choices are all indicated in the same way.

1 1 1 -1 ! -1 -1
2 1 ‘ 1 -1 1 -1 -1
3|1 ‘ 1| -1 1] |-} |1
4 1 \ 1 -1 1 -1 -1
5 1 . 1 \\\ : -1 1 -1 -1
I N ¥
6 I \--1 1 -1 -1
1 T = T T
7 1 ‘ \ 11 1 -1 =1 |-1
Y F . ]
8 1 B! 1 ~1}-1 -1
' s N o
9 1 1 SN
) AN e
10 - \ -1l-
1| ! 1 \\.:l.i 1}-1 w
11 1 1 -1 |1 NEE -1
| L H - .
12 1 : -1 | o1 \-1- -1
: 1T X PR § ‘
13 -1 {1 f1 1 [ -1 -1
14 -1 (1 =1 1 -1 1
.15 1 -1 |1 -1 1 -1 .

16 =1 -1 1 1] -1 1 \
Total + 5705 )1910]-14{0 o {12.|0 '50 0111411
Total - 0 0 .2 2 1 0 6 5 1 0 010 (10| 8 4 9

Figure 1
MATRIX FOR SOCIOMETRIC ANALYSIS
By adding tHe total number of positive and negative entries
in each column, one .can see the choice pattern at a glance.
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Inspection of this matrix shows a classroom which is rather
narrowly focused, with a few very popular pupils, several who are
quite unpopular, .and others who have few if any friends among
their classmates. Pupil 11 is clearly the '"star'" of the class,
with 12 positive choices and no negative choices. Pupils number
2, 5, and 9 are also highly liked, .although one pupil dislikes
number 5 and another dislikes pumber 9,

On the negative side, pupils number 13 and 14 both are
substantially disliked, with 10 and 8 negative choices respectively,
and no positive choices. They might be thought of as the scape-
goats of the class, Pupil number 16 is alsc stromgly disliked,
with 9 negative choices and only 1 positive choice. Pupils
6, 10, and 12 may be thought of as isolatas, for chey are
mentioned by no one, either positively or negatively.

In many cases, as shown by the maerix, the cholces are
mutual. For example, pupil 1 chose pupils 2 and 5 as "hest liked"
pupils, and pupils 2 and 5 similarly ghose pupil 1. Numerous
mutual negative choices are also apparent, as for example,
between 3 and 13, 4 and 14, and 9 and 15. Im these cases the
pupils have made their feeling toward each other clear enough
to be racognized and reciprocated. But in some cases opposite
feelings are expressed toward each other. For example, pupil

number 7 names 2 as best liked, while 2 names 7 as least liked,
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Findings such as these challenge the teacher to try to chamnge
perceptions and feelings.l

A geparate matrix might Be prepared for each dimemsion
(i.e.,liking, influence, cooperation, etc.) or the various
dimensions might be recorded in different colors on the same
basic sheet.

To summarize the data from a matrix and point it up more
graphically, the target method is useful. To construct a target,

draw four .concentric circles as shown below.

Figura 2

SQCIOMETRIC TARGET

'lFor help in plenning remedial actiomn, see: Schmuck, R. and

Chesler, M, Solving Interpersonal Problems in_ the Classroom.

Inter-Center Program of Research on Children, Youth and
Family Life, Imstltute for Social Research, University of

Michigan, 1963,
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In the center circle or bullseye (a) place the numbers
of the pupils who receive four or more positive choices and no
negative choices. In the outside ring of the target (d) place
the numbers of those pupils who receive four or more negative
choices or rejections and one or no positive choices. Place
the numbers of the neglected pupils outside the whole target.

In the ring next to the bullseye (b) place the numbers of those
pupils who are more liked than disliked, even though they are

not highly chosen. 1In the next ring (c) place the numbers of
the pupils who are more disliked than liked. 1In Figure 2, the
data shown on the matrix (Fig. 1) have been recorded on the
target. In recording pupils on the target, different colors
might be used for girls and for boys in order to show at a glance
whether one sex has higher sociometric status or whether both

are about equal,

Another method of organizing sociometric data is through
the preparation of a series of overall maps or sociograms, in
which each individual is represented by a small circle, and the
circles are connected by lines to show the types of choices
expressed. A simple way to prepare a sociogram of a toral class
is to arrange the class in circular fashion on a large sheet
of paper, each pupill being represented by a small circle containing
his number. Then lines are drawn between the circles to represent
choices according to the following conventiom:

solid lipne: positive choice
dotted linme: mnegative choice
An arrow head is used to point toward the person chosen. Whers

there is a mutual choice, there is an arrow head at each end of
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the line. Cclored lines can be used, too, to include more infor-
mation or to clarify a sociogram. The sociogram shown in Figure 3
represents a class of 15 pupils who were asked to name the person
or persons they would most like to sit mext to in school, and the
person or persons to whom they would least like to sit next., In
this case there was no attempt to make them give a specified num-
ber of choices. Numbers 1 through 8 in the diagram represent
girls, numbers 9 through 15 represent boys,.

In this class there is a rather clear split between boys
and girls, with only one girl, number 5, expressing a positive
choice of a boy, number 15, and no boys who make positive choices
of girls. Among the girls, number 3 is the most popular, with
five positive choices, three of which are mutual. Moreover,
this girl has no negative choices. According to the question-
naires on which the sociogram was based, there are no pupils
who would dislike sitting next to her, and none whom she rejects,
In sharp contrast to this is girl number 8, who is rejected by
three boys and two girls, She herself rejects three of these
pupils, and the one pupil whom she does choose positively, number 2,
rejects her. This appears to be a girl who is in trouble from
the standpoint of her interpersonal relations and who needs help.
Another person who might be in need of help is 14, who made no
choices himself and was chosen by no one. Pupils 4 and 11 were
also unchosen by any of their peers. The pattern of choices for
pupil 13 suggests that he has one good friend, 12, but that he is

otherwise rather disliked.
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Figure 3

SIMPLE SOCIOGRAM
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To show the structure more clearly, the teacher refined
this initial diagram so that the mutual positive choices were
close together, .as shown in Figure 4.

In this figure, the degree of social distance is approxi-
mated by the length of the lines. To prepare this type of socio-
gram, one would start with the most highly chosen people and then
enter the clusters of mutual choices. Some juggling around may
be necessary to get a clear picture and minimize the crossing of
lines, 1In this sociogram, the boy-girl split shows up clearly,
particularly in regard to positive choices. A clique-like
structure appears, too, with pupil 3 a star among the girls and
pupil 15 among the boys. It is interesting to note that boys
10, 12, and 15 constitute a close knit in~group, each one choosing
and being chosen by the other two. Boys 9 and 13 are on the
periphery, each being tied to the core group through one other
clique number (9 through 15, and 13 through 12). Among the girls,
the structure is even more sharply focused on number 3, who has
mutual ties with three girls and is chosen by two additional
girls. Standing alone, unchosen either positively or negatively

by anyone, are 4, 11, and 14. Pupil 14 appears more aware of his

2 .
For more detailed information on the construction of sociograms,

see! Jahoda, M., Deutsch, M., and Cook, S. Rasearch Methods in

Social Relations, Part Two: Selected Techniques. New York:

Dryden Press, 1951. pp. 563-569. Jennings, H. H. Leadership aad

Isolation., New York: Longmans, Green & Co., 19%43. pp. 104-111,
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Figure §

- SOCIOGRAM SHOWING SOCIAL DISTANCE
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isolation than are 4 and 11, for he does not even express any
choices. Pupil 8, and to some extent pupil 13, stand in a
scapegoat position in relation to their classmates.

A sociogram such as that shown in Figure 4 contains no
more information than the simple sociogram (Fig. 3), but, when
the factor of social distance in included, the class structure
is apparent at a glance. A sociogram of this type is particu-
larly useful in narrowly focused groups, for stars and scapegoats
stand out conspicuously. In diffusely structured classrooms,
which, as was noted earlier, are more desirable from the stand-
point of mental health, there would be little difference between
2 simple sociogram and ome showing social distance.

Instead of preparing a matrix, a target, or a sociogram,
a teacher might find it easier merely to make tallies on the
alphabetic name list of his class, recording afcer each name
the number of positive and negative choices a persom receives

on each of the dimensions being studied,

Using the Data
Data obtained through the tools presented above and
analyzed on a matrix or sociogram, or imn some other way, are
useful in answering a number of questions. For example:

Perhaps the teacher wantnts to know who needs special
help in improving his interpersonal relations because he is
rejected or ignored by his peers. By looking at the sociogram
or data sheet, the teacher can spot those pupils with a high

number of negative choices and those with no choices. These
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are the pupils who may need special assistance, either from the
teacher himself or from some other source. Some action sugges-
tions will be found in the last section of this chapter.

Perhaps the teacher would like to know which high-
influence boys and girls are also liked by their peers. Working
from the matrix or from\F tabulation, one can make a list of
boys' names starting with the most liked at the top and going
down to the least liked, and a2 similar list for girls. A second
list can be made to show the most influential boys and girls. The
two lists can then be checked to see who are near the top of both lists
for each sex. These, clearly, are the leaders in the eyes of the class.

The teacher may want to go further and see whether
these influential, well liked pupils are seen as good students
and cooperative with the teacher, or whether some of the most
influential pupils in the class are perceived as being against
school work. A list showing ratings for cooperation, coumpared
with the lists already made, will give this informatiou.

Perhaps a teacher is thinking about groupiag pupils
so that certain ones can have a good influence omn their peers,

The '"whom I want to be like" questions may show which good pupils
might be the most constructive models for some of the poorer and
less motivated students.

Perhaps a teacher wants to know which pupils are
over chosen and which are under chosen. Since pupils are asked
on these tools to make fhree positive and three negative choices,

it would be expected that each pupil would receive from two to
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four cheoices if the choices were evenly distributed. How many
pupils receive one or no choices; how many receive a large number
of choices? Information like this is sometimes very surpr;sing
to the teacher. The target method described above is useful for
such an analysis,

Some particularly interesting insights may come from
looking for positive, high status pupils who are respected and
liked by hostile, disliked, or unmotivated pupils. This may

give clues for finding some peer helpers with whom a teacher

can work as key persons in helping pupils who need help, but

who are hard for a teacher to reach directly. Peer helpers

in the classroom may be used in various ways. Pairs of children
may be formed to work on specific tasks, such as drilling on
spelling words, or correcting arithmetic papers. Teams of two

or three may work cooperatively on projects such as sharing their
reading interests with each other, or preparing a report, Some
classes have surveyed the range of resources represented by each
of the pupils in the class and have designated a panel of experts
who stand ready to be of help to any pupil requesting it. A
forthright arrangement with a high status pupil to give support
to a child who is experiencing difficulties will aften be
productive. It should be kept in mind that the '"helper," no
matter how capable, is likely to need some assistance from the
teacher in developing the strategy or skills to be an effective

assistant.
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These illustrate the kinds of questions and the range
of problems which data of this sort can help solve. Some of
the most fruitful interpretations will come from comparing the
data obtained from the sociometric tools with information gained
through the use of other tools in the tool kit, such as attitﬁdes

toward school, toward self, and toward the teacher.

Example of How One Teacher Used These Instruments

4 sixth grade teacher at a school in a middle class neigh-
borhood became concerned over the apathy and disinterest of her
pupils. G8he felt they needed to develop more involvement in their
studies and more interest in school. She also felt that the
pupils should have more responsibility for sharing in making the
rules of the classroom. Before starting on any new program,
however, she wanted to find out why so many students in the
class tended to be apathetic and disinterested in their studies.

The teacher decided to use some scciometric gquestions.
She administered the questions about liking (HOW I FEEL ABOQUT
OTHERS IN MY CLASS) and those on influence and cooperation (THE
PEOPLE IN MY CLASS). The administration took about 30 minutes.
E?ter the teacher analyzed the data, tabulating it as shown in
Fizsre 1. She put the pupils' numbers down the left side of the
page and the sociometric categories across the top. She left some
columns empty so that she might add further analyses next to the
first tabulations. Then, in each square, she put the number of
choices received by each pupil, 1In this way, her raw data were

put into workable form.
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Table 1

SUMMARY OF SOCIOMETRIC CHOICES
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Her first imspection of the results shed some light on
the classroom apathy she was trying to change. In the first
place, the data from the liking and influence guestions indicated
that there was a small, highly liked and influential elite among
both boys and girls. As shown in the table, pupils numbered
6, 7, 9, 13, 15, 16 and 19 constituted this highly chosen elite,
At the same time, a small group of boys (numbers 2, 5, and 8)
and one girl fnumber 14) appeared to be scapegoats for the others,
Many of the pupils were in neither the elite nor the scapegoat
group, especially pupils 17, 18 and 20. They were largely neglected
by the others, and consequently were hardly invelved in classroom
or school matters, although they were seen as being rather
cooperative with the teacher.

Further, she found that those pupils who were influential

y

tended to be seen as uncooperative with the teacher. She found
this out by tabulating the choices given for the influence question
next to those choices given on the uncooperative question. Note,
for example, that boys numbered 6 and 7 are among the most influential
and the least cooperative. Also, among the girls, pupils 13, 15, aud
16 are influential and rather uncooperative.

These findings gave the teacher crucial information about
her class. She now had a diagnosis which would provide the basis

for actiom.
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Some Action Suggestions

Detailed consideration of remedial action is beyond the
scope of this pamphlet, butr a few suggestions might be made. fhe
teacher can approach remedial action in at least four ways.

First, he can try to influence his pupils to expand the
variety of individual differences which they perceive as acceptable,
An effective approach to this is to develop an inventory of the
resources of class members, showing that everyome in the class has
some skill or knowledge to offer in different situations. Then,
by getting all class members intc cooperative activities, as a
whole or in subgroups, in which these resourcess and assetrs can be
used, group standards of what is desirable or of value can ofren
be changed and broadened.

Second, a teacher can often do a great déal to change the
pattern of 'interpersonal relations in his classroom through
different kinds of groupiag and work assignments designed to place
the neglected or rejected pupil in a more favorable light. Pupil
participation in planning and carrying ouc classroom activities
can be helpful in improving a child's skill level and in changing
the way he is perceived by his peers.3

Third, he can work on getting subgroups to relate productively
and positively to each other in the classroom. When subgroups are

antagonistic so that there is a schism in the class, cthe teacher

3This and many other suggestions are elaborated in Sclviag Inter-

personal Problems in the Classroom, cited in footmote 1.
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is challenged to reduce this schism and try to unify the group.
Often it is possible to change the relationship between two
antagonistic subgroups to wholesome competition, which leads to
psychological development.

Fourth, the teacher camn work directly with rejected or
neglected individuals, Perhaps through friendly talks with the
pupil or his parents the teacher can help him correct certain
characteristics or behaviors which are contributing to lack of
acceptance by his peers. In his discussions with the pupil, the
teacher can cften make use of the reasons other pupils give for
their rejection of him. Frank, friendly discussions, in which
the pupils knows that his confidences will be respected, can
often be very helpful.

Role playing offers many possibilities for constructive
action for work on both the individual and the group level. It
is particularly useful in improvimg a person’s understanding of
the feelings of others and in improving social skills.h

In working with a disliked child who seems unable to develop
a positive relationship with his peers, the teacher's first aim
might be to help him develop positive relations with the teacher,

and then expand these to members of his peer group, A combipatiomn

aMuch helpful material on role playing, why and how to use it in the
classroom, together with a variety of role-playing situatioms, will

be found in Role Playing in the Classroom, by Mark Chesler and

Robert Fox. Inter-Center Program of Research on Children, Youth
and Family Life, Institute for Social Research, The University of

Michigan, 1964.



1-27

of individual work with @ pupil outside of class and work in the
class by enlisting the help of class leaders is often an effective
approach. For the child whose isolation or rejection is the result
of shyness and lack of social initiative, poor personal hygiene,
or similar reason, the problem can usually be handled by the class-
room teacher. On the other hand, the isolated or rejected child
may have sericus problems beyond the scope of remedial action on
the part of the teacher &#lome. In such cases the teacher will
"want to utilize whatever pupil personnel services are available
and appropriate, such as visiting teacher, counselor, or school
psychologist. In some cases, referral to & child guidance cliric
may be desirable,

As social relationships in a classroom are improved, academic
achievement can be expected to increase and the over-all job of

the teacher will be accomplished more effectively.



Chapter 2

ASSESSING THE CLASSROOM LEARNING CLIMATE

Teachers assume that a pupil's motivation to participate in
classroom activities is critical for his academic learning. They
often assume, too, that this motivation is determined largely by the
attitudes and influences of family members and* persons in the neighbor-
hood, They know that these influences, which are exerted on a child
in his preschool years, become part of the personality which he
brings to the classroom. As the pupil enters the classroom, for
instance, he brings feelings about school achieveﬁent, a level of
aspiration about academic matters, and a conception of his competence
as a pupil., Some pupils bring tendencies toward dependency or toward
independence; some are friendly, others hostile and defensive; some
are introverted or perhaps even withdrawn, others are expressive and
charming., In short, when the child arrives at school he already has
certain personality characteristics which affect his behavior in the
classroom and which are associated with various thoughts, feelings,
and motives related to classroom work,

Although these early home and neighborhood influences are very

important, the classroom climate also affects a pupil's academic moti-

vation. The term classroom learning climate refers to the nature of

interperscnal relationships in the classroom. These interpersonal
relationships, that is, each pupil's feelings about his peers and

t
his teacher, are extremely important in his motivation to participate



in classroom activities. A climate which provides emotional support,
encouragement, and mutual respect, for instance, is conducive to
high self-esteem and to the utilization of academic abilities.
Without supportive classroom relationships, pupils often lack
interest in learning, and consequently the dual educational goals
of academic learning and mental health are difficult to achieve,

Furthermore, pupils do nmot learn much unless they feel
involved and interested in what they are doing, Teachers oftgn
overlook the importance of a pupil's attention and involvment,
carrying out their teaching activities in the usual way regardless
of pupils' feelings and reactions. To help them become more aware
of these feelings and reactions, some teachers have found it useful
to obtain information from their students about the students' per-
ceptions of their teaching. Aféer receiving such data the teacher
may then be able to alter his classroom methods in order to enhance
pupil motivation and learning.

In this chapter classroom tools are presented which may
be of some aid to the teacher who is attempting to diagnose either
the classroom learning climate in general or pupils' reactions to
specific learning experiences. Two general types of questions are
appropriate. The first type includes questions which directly
measure a pupil's perceptions of his own motivation to learn, the
classroom climate, or of a lesson he has recently experienced.
Such questions are very easy to employ. They can be scored rapidly
and are easily interpreted. The second type of question measures
a pupil's reactions to learning experiences and classroom climate

more indirectly. Such questions typically assess pupil perception,
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feelings, and motives by the so-called '"open-ended' technique.
In answering 'open-ended' questions, the pupil composes his own
answer in contrast to his checking one of several alternative or
multiple choice answers on the direct questions. ''Open-ended"
questions usually elicit rich and meaningful responses.

The major difference between direct and indirect questioming
is represented in the following example. If we assume that the
teacher wishes to measure how involved and interested a pupil is
in classroom activities she might compose a direct question such
as:

When I'm in this class I ----- (check one)

(1) wusually feel wide awake and very interested,
(2) pretty interested, not very bored.
(3) interested, kind of bored part of the time.

(4) not very interested, bored quite a lot of
the time.

By counting the number of pupils who chose each alternmative, the
teacher has an indication of the degree of interest in the class.
The indirect counterpart would be simply:

When I'm in this class I

In the indirect or '"open-ended question, the pupil is invited to
complete the unfinished sentence in his own words. Then the teacher
prepares categories for recording the various answers of his pupils,
selecting categories which are relevant to the information the
teacher would like to obtain., By counting the number of pupils

who answer in each category, and by studying the answers gqualitatively,
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the teacher can obtain a rather good picture of classroom climate,
More information on evaluating and coding incomplete sentences
will be found in Chapter Eight.

In attempting tc assess reactions to more specific learning,
teachers typically make use of quizzes, tests, and recitations.
Important questions to which teachers often want answers are,

"Did the pupils feel free to participate in the learning activity?"
"Was it clear to them why we did that activity?" "How many felt
lost by the rate we were moving?" and 'Who felt the need for extra
help?" These questions about academic experiences as well as others
about the classroom learning climate can best be answered by using
brief classroom tools.

Since questions about classroom learning climate involve
reactions to the teacher, he must be careful to develop pleasant
associations to filling out diagnostic tools and to reduce fears
of reprisals for frankness. Some teachers, thinking that their
pupils may feel restraints in answering questioms which are
critical of the teacher, tell their pupils not to sign their
names, However, valuable data for the teacher are lost by follow-
ing this completely anonymous procedure. Some teachers have
appointed a committee of respected pupil leaaers to collect and
tabulate the responses and to make a report to the class. Other
teachers encourage their pupils to be frank and to use this
opportunity constructively. Such teachers show that they will be
objective about the facts and are genuinely interested in doing

something about the findings.



One classroom tool to assess classroom climate is made up

of direct questions and is entitled, Classroom Life. This tool

was constructed to give the teacher an overview of his classroom
climate in a very brief period. The instrument can be administered
in five to ten minutes and the forms for the whole class scored

in fifreen. If the pupils are skilled epough to read it themselves,
the teacher can pass it out, give the brief directions, and ask

his pupils to fill it out honestly and quickly., In a classroom

in which the pupils can not read very well, the teacher can pass

out the form and have the pupils follow along as he reads the

items out loud.
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Date
Pupil No.
Class

CLASSROOM LIFE

Here is a list of some things that describe life in the class-
Circle the number of the statement that best tells how this

class is for vou.

Life in this class with your regular teacher

has all good things.

has mostly good things.

more good things than bad.

has about as many good things as bad.
more bad things than good.

has mostly bad things.

. -

ovln B oo
. .

How hard are you working these days on learning what is being
taught at school?

Very hard.

Quite hard.

Not very hard,

. Not hard at all.

£l R

When I'm in this class I

. usually feel wide awake and wvery interested,

pretty interested, kind of bored part of the time.
. not very interested, bored quite a lot of the time.
. don't like it, feel bored and not with it,

o PO S

How hard are you working on school work compared with the others
in the class?

. Harder than most.

. A little harder than most.
. About the same as most.

. A little less than most.

. Quite a bit less than most.

[V, I L TN N

How many of the pupils in this class do what the teacher
suggests?

Most of them do.
More than half do.
Less than half do.
Hardly anybody does.

WL a R

.
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If we help each other with our work in this class the

teacher

1. likes it a lot.

2, likes it some.

3. likes it a little.

4, doesn't like it at all.

How good is your schoolwork compared to the work of others
in the class?

.

oW
N .

Much better than most.

A little better tham most.
About the same as most,
Not quite as good as most.
Much worse than most.

How often do the pupils in this class help one another with
their schoolwork?

.

E R

Most of the time.
Sometimes,

Hardly ever.
Never.

How often do the pupils in this class
each other?

S wp e
e s

Always.

Most of the time.
Sometimes.

Hardly ever,

act friendly toward
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The answers to these ten questions can beltabulated easily
by the teacher. One piece of paper can be divided into six equal
parts across. Then, on the left side of the paper the numbers one
through ten can be written consecutively. The teacher can make
tabulations of responses to each of the ten gquestions on this one
page. He will want to inspect both the general classroom responses
and those of subgroups or individuals who are deviant from the rest
of the class.

Another tool utilizing direct questions is entitled My Teacher.
The pupil is given a list of teacher characteristics and asked to

check any changes that he would like to see the teacher make.



MY TEACHER

Date

Class

Pretend that you could have your teacher change in
Please mark the way you would like to have your teacher in
act by checking the box that best tells how_you would like

some way.
this class
him to _be.

A little
Much more |more than
than he he does
does now now

Help with work

A little
The same |less than |Much less
as he he does than he
does now |now does now

Get angry

Make sure work
is done

Ask us to
decide

Act friendly

Make us
behave

Trust us on
our own

Make us work
hard

Show that he
understands
how we feel
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Experience with this tool indicates that it is of significant
assistance to teachers. Pupil anonymity is required, however, because
of the 'sensitive and personal nature of some of the characteristics.
Furthermore, the teacher is interested in considering for possible
change only those practices which many pupils disfavor.

Some of these direct items will be more useful to the teacher
than others. For instance, the teacher may strongly hope that his
pupils assist each other in their school work. He may have as one
of his goals cooperation through peer tutoring and small study groups.
If the teacher finds that many of his pupils feel that he does not
like it very much or at all that they assist one another, he will be
able to see where more work is needed in putting his ideas across
to the pupils. Further, if the teacher knows how each pupil has
answered he will be able to see which ones are misjudging their
academic skills by how each compares himself with the other pupils,
Such data may hélp the teacher to identify those pupils who need
more reality confrontation to change their inaccurate self-perceptions
as pupils.

Another way in which the teacher might communicate his
thoughts and feelings to the pupils is for him to answer some of
the same questions which are answered by the pupils. For instance,

he could answer some items from Classroom Life such as, "How many

of the pupils in this class do what the teacher suggests?" "If
we help each other with our work in this class the teacher . . . ,"
"How often do the pupils in this class help one another with their

schoolwork?’ and '"How often do the pupils in this class act friendly

toward each other?'  His answers could be presented to the pupils
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and compared ﬁith theirs. This could stimulate discussion and
help to clarify pupil perceptions of the teacher's attitudes.

An item such as: '"Life in this class with your regular
teacher” will not render very specific information for the teacher.
It may be useful to get general responses at first but these are
only meaningful if they are supported by additional information.
;Dpen—ended“questions can be used to advantage at this point. The
-teacher whﬁ finds that his pupils tend tc perceive some ''bad"
things about the classroom may try to find out more about these
by using the following two indirect questioms.

Some of the best things about this class are

Some of the worst things about this class are

Answers to these questions will represent some of the most
salient positive and negative criticisms of classroom life. Some-
times, however, it is better to ask questions which are mid-way
between the very direct ones described above and "open-ended"
questions. Such questions are indirect in that the pupil supplies
the answer, but they are direct in that they ask the pupil to
think in a focused fashion about some aspect of the class. When
using such questions with young pupils, the teacher may ask them
to act as though they are detectives in search of clues. With
older pupils the teacher might point out that social scientists
are really detectives of human behavior and that they can be like
these &cientists in studying their own classroom. The tool which

might be used in such a fashion is entitled Mluee ahant Mlacernnm T4 £a
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Date
Pupil No.
Class

CLUES ABOUT CLASSROOM LIFE

In order for members of a classrocom and their teacher to
get the best ideas about how they would like to make life more
interesting and important for everybody in the class, each person
needs to contribute his or her ideas about what needs to be changed
and improved. What things happen that shouldn't happen? What
ought to happen but doesn't? Try to imagine you are a detective-
observer looking for clues of a '"good day" and a 'bad day" in your
class. Jot down what you might look for or might see to answer
these questions. ...

What are some clues of a good day in our class? What

things happen that are signs of a good day?

-

(SRS O B R

.

What are some clues of a bad day in our class? What
things happen that are clues that class is not going

the way it should?

L B o=

What are some things that should happen a lotr more than

they do to make it a better class for learning and having
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Answers to these questions should help the teacher to
understand classroom climate from the pupils' points of view.
A few other "open-ended’items which may assist the teacher in
diagnosing individual reactions to academic matters are the following

incomplete sentences: ''Studying is

"Homework is ,'' "This school !
My schoolwork ,'" and "Learning out of books
is U

The teacher can rate the answers on a scale ranging from
very high attraction to very low. Furthermore, he can put the
answers of each pupil together.in a cluster to get some measure-
ment of how consistent a pupil is about his attitudes toward
school and academic issues. A pupil with high attraction to
school answered in the following way:

Studying 1s a chance to learn what you need to know.

My school work is a lot of fun.

This school is my idea of a good school,

Homework is important to do,

Learning out of books is fun and I learn a lot.

In contrast, a2 student quite alienated from the school answered:

Studying is a_waste of time,

My school work is very dull and boring.

This school is awful,.

Homework is something I hate.

Learning out of books is not a good way to learn.

The teacher who uses these incomplete sentences may be able

to judge the positivity or negativity of his pupils by treating



2-14

these examples as the two extremes. Perhaps the teacher might use five cate-
gories, very positive’, .somewhdt .positive, neutral, somewhat negative
and very negative, and rate each completed sentence accordingly.
Then he could compute an average score for each pupil in order
to learn how involved each cne feels in academic matters. More
information about evaluating sentence completions will be found
in Chapter Eight.
For purposes of mutual clarification of the teacher's
and pupils' points of view, the teacher might also answer a
few of the'open-ended'items. He could prepare his own lists of

"clues of a good day, clues of a bad day," and "things that

should happen a lot more than they do."

After the pupils have
had a chance to complete their lists and these have been tallied
and organized into categories, the teacher could present his list
and lead a discussion about the similarities and differences
between the lists and the reasons for them. Such discussions

will encourage more openness and spontaneity in other classroom

activities,

Example of how One Teacher Used Direct Measures of Classrocom
Climate and Pupil Motivation

4 fifth grade teacher decided to try to make use of some
direct measures of climate and motivation in his classroom, He
felt that many of his pupils lacked motivation to take the initia-
tive in academic learning. For instance, most classroom discussion
was teacher dominated, with pupils taking very little part.
Furthermore, pupils showed little excitement or real interest in

participating in classroom activities. Although he tried very
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diligently to stimulate the pupils out of their apathy, the pupils
seldom introduced new topics representing their interests and
concerns. The teacher decided to collect some data on his pupils
to see which ones were most apathetic and why. He used the series

of questions listed above under the title Classroom Life.

The fcllowing patterns emerged as a result of analyzing
the results, The pupils generally agreed that most of "the pupils
in the class do what the teacher wants them to do," The data
indicated alsc that the pupils felt that their teacher "doesn't
like it at all if we help each other with our work in class."

The results of these two questions were contradictory to the
teacher's point of view, Evidently, the pupils were harboring
thoughts about the inappropriateness of working together from
previous classroom experiences, The teacher did want his pupils
to work together and to help one anothexr. However, he had
obviously not made this point clear to the pupils and had not been
successful in instructing the pupils in ways of cooperating in

the classroom.

Another result indicated that some pupils tended to differ
from the majority on their answers to the first question on class-
room life, '"Life in this class with your regular teacher." Most
of the pupils answered one of the first three alternative answers,
“has all good things," "has mostly good things,' and '"more good
éhings than bad." About five pupils, however, answered 'more bad
things than good.'" These same pupils when asked, '"When I'm in

this class I answered 'mot very interested, bored quite

a lot of the time." The teacher was surprised to find two pupils



2-16

in particular in this group of five whom he had considered to be

1
quite interested in classroom activities.! He decided to work

more closely with these five under-motivated pupils,

Other results indicated that the ;eacher was putting some
of his goals across to the pupils, but that he was not so successful
in regard to other goals, Most of the pubils answered that they
were working 'quite hard" on learming. They also answered that
they were working ''about the same as most" in reply to the quesation,
"How hard are you working on school work compared with the others
in the class?'" These results were interpreted by the teacher as
meaning that the pupils, as a group, really had as a norm that
they should all work at a rather high level. On the other hand,
all of the pupils answered 'hardly ever” and "never’ to the
question, ''The pupils in this class help one another with their
school work." The pppils' perceptions that their teacher did
not want tﬁem to help one another must have been part of the
reason for the pupils' low level of academic involvement and
group interaction during discussion.

These results motivated the teacher to take constructive
actionsg in clarifying for the class what were misperceptions of
his goals. He did want the pupils to interact and to collaborate,
This he planned to make explicit, both in statement and action.

Using the direct measures proved helpful to this teacher in

diagneosing a situation which both he and the pupils had misjudged.
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Examples of How Apother Teacher Used Indirect Measuresg

A high school English teacher used some indirect questions
to measure her pupils' academic motivation, She felt that her
students often were not really involved in their reading and class
discussion, Several years before this, under similar circumstances,
she had tried some role-playing of plays the class was studying.
At that time, the role-playing was unsuccessful. The class was
confused and the teacher became agitated. Her experience was
quite fruitless and frustrating. However, several years after
the unfortunate attempt, she decided to try it again. This time
the role-playing went fairly well, but the teacher wondered if
the students were really as interested and involved as they
appeared to her to be. She administered the classroom diagnostic
tool entitled, '"Clues about Classroom Life."

The teacher chose to administer the 'clues' questions so
that she could see how many times the role-playing was chosen by
the pupils as (a) clues of a good day, or (b) clues of a bad day,
or {c) a thing that should happen more often. The results indicated
that role-playing was nominated by 85% of the pﬁpils as a clue of
a good day, Ten per .cent of the pupils viewed it as a clue of a
bad day, while five per cent did not include it in either list.
Further she found that ameng the B5% whe enjoyed dramatic acting
in the class, over 75% wished it would happen more often.

The teacher was encouraged from these data to continue
the role-playing. Her observatiocns of the pupils' motivations were
accurate. They were enjoying the role-playing. At the same time

she knew which pupils did not especially like dramatic acting.
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This information.led her to seek reasons for these pupils' dissatis-
factions and to utilize them in the role-playing in ways which

might increase.their involvement in it.

Toolg -for -Diagnosing Specific Learning Experiences
Sometimes teachers wish to diagnose their pupils' reactions
toward specific-learning experiences. Such questions are called

Post-Class Reactions and might he organized as follows:
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Date
Pupil No.
Class

Post-Class Reactions

la. How do you feel about how much you learned today?

A I L

Don't think I Learned a Learned quite Learned a lo:
learned much little bit a lot today

b. Please write why you feel this way

2a. How clear was it why we were doing (refer to some specific

cactivity?)

o [ J

Very clear Pretty clear Not so Not clear
to me to me very clear at all

b, What do you think 1s the reason we did what we did?

3a. How much did you feel lost during this class period?

Never lost Lost a couple Lost quire a Lost most of
at all of times few times the time

b. What made you feel lost?

fa. How often did you feel yov wanted some extra help dering this

class period today?

| A |
Wanted help Wanted help Wanted a litcle Never wanted
quite a several times help once ot any help
few times twice

b. What kind of help did you want?
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5a. How often did you see somebody else needing help during our
class perioed today?

! | |

Saw somebody Saw somebody Sav somebody Never saw
needing help needing help quite needing help anybody
a lot a few times a few times needing help

b. How could they be helped?

6a. How do you feel about your participation in the discussion this
last period?

| | |

Feel very Feel fairly Not very Not satisfied
satisfied satisfied satisgfied at all

b. Why did you feel this way?

7a. How did you feel about what the teacher did in this last class

period?

Very satisfied Pretty well Only a little Not
satisfied satisfied satisfied

b. What makes you feel this way?
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These are a sample of the kinds of questions teachers have
found helpful, Some teachers have the pupils tabuvlate the results,
This can be done by instructing the pupils to tally the total number
of persons marking each position on the scale, Often, it is also
fruitful to have another group of pupils reading the replies to the

"open-ended'questions, trying to find some informatiom that might
be useful in improving classroom procedures., Discussion of both
the scale results and the answers to the'open-ended' questions
generally lead to a growth of joint responsibility for improvement

of classroom procedures.

Example of How One Teacher Used Post-Class Reactions

A junior high school English teacher felt that her students
passively accepted academic tasks and carvied out the assignmeats
but failed to get very involved. She used post-class reactions
to check her impressions and to learn what classroom procedures
caught the students’ interests and which ones were boring to them,
She decided to try several practices and to get the pupils' reactions
to each. For instance, for three days she tried lecture and direct
questioning (practice #1), for another few days she engaged the
pupils in more active discussion by having the pupils lead their
peers in discussion (practice #2), and finally for another few days
she tried extensive role playing and creative writing (practice #3).
Each day during this period of experimentation, she used the Post~
Class Reactions given above, omitting question 6,

With these data the teacher was able to compare the three
teaching practices from the- points of view of the pupils., She also

wanted the pupils to make direct comparisons of the three methods.
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After trying out the three practices she reminded the pupils of

each of them and asked them to compare the benefits and inadequacies

of each, She did this by using a 'paired compafison method.," For

each question she asked the pupils to tell whether practice #1 was

better than #2, whether #2 was better than #3, and finally whether #1 was

better than-#3.. ‘Her questions involved how much was learned, the clarity of the

lesson, feelings of 'being lost during learning, and feelings of needing extra help
Her own observations of what the pupils seemed to be learning

were confirmed by the results of the questicnnaires. Methods 2

{(active discussion with pupils leading their peers) and 3 (role-

playing and creative writing) were most effective during the early

phase of getting the pupils involved and interested in the topic.

The more direct approach (Methed 1) seemed to work better after the

pupils were interested in the subject and willing to listen to the

teacher more carefully.

Post-Class Reactions for Early Elemencary Grades

Teachers of very young pupils must use fewer written words
in getting post-class reaccions from pupils. One technique for
learning the feelings of young pupils is t©» use a scale represented
by faces. The teacher asks the pupils to pur an X under the face

which shows how he feels., The faces are as follows:

<
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The teache% might ask the pupils, "How did you feel about the things
we did the last period?" Or he might be more s;ecific, asking the
pupil to show his feelings about the spelling lesson or the reading
book,

Some teachers tabulate the findings on the black board
immediately and hold brief discussions about why some (who are
anonymous ) marked the unhappy faces and how they might make the
next class period better,

Other teachers tally the responses for their own information
and then make special effort to interest the pupils who marked the

unhappy faces. Both methods have proved useful to the lower

elementary teacher.

Summary

The classroom climate, which refers to the nature of
interpersonal relations in the classroom, affects a pﬁpil's
academic motivation. In this chapter, classroom tools are pre-
sented which diagnose both the classroom learning cliﬁate in
general and pupils' reactions to specific learning experiences.
These tools should be helpful to the teacher who is attempting
to improve his pupils' interest and participation in classroom

leafning activities.



Chapter 3
PUPIL NORMS ABOUT CLASSROOM LIFE

We know that teenagers are often more anxious to conform
to the expectations of their peers than they are to those of
éddsz, bé they parents or teachers. There may be such high
coﬁ;ensus as to what these peer standards are, and so much group
pressure to enforce them that all members of the group behave
in accordance with the standard. Therefore, for example, the
seventh grade girls wear white sweat socks and flats; and the
seventh grade boys never let themselves be seen in "serious’
conversation with a girl,

Similar agreements are developed by social groups at all
age levels and relative to many different areas of life, In some
cases, sub-groups may establish standards that are different from
those accepted by the larger group. For example, a close-knit
group of five underachieving boys in a sixth grade classroom
may be in agreement that deing well at school work is not worth
the effort; that the teacher is mnot to be respeéted for her
knoéledge, or for her teaching skills, but only to be feared for
her authority; that achieving well in school is 'sissy"; that
aggressive, physical assertiveness is a good way to gain the
admiration of one's peers. Knowledge of such standards is impor-
tant to the teacher, even if they are rejected by most of the

class, Of course, such standards would be especially significant
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if sociometric evidence regarding the power structure in that
classroom revealed that this small group of boys was highly
influential within the class,

Such a situation might give rise to another kind of
guestion--is there a difference between the publicly accepted
standard and the standard held individually by each c¢hild? For
example, the pupil may say, ''Most kids in this class think school
work is too hard and that school is no fum," but will assert
that he, personally, 'likes school and feels the teacher is

giving him reasonable assignments.' Yet & tabulatioa might show
that nearly all pupils in the class like school. They are inac-
curate in their perception of the standard held by others. It
is possible that such a perceived group standa;a, even though
inaccurate, is quite potent in influencing pupil behavior.

The teacher who has reliable data about these standards
held by the classroom peer group is in a better position to work
with the group on learning tasks than is the teacher who is
unaware of them, So a teacher may well ask such questions as:

Is it '"the thing to do" in my classroom to cooperate with

the teacher, or does group approval go to the pupil who
obstructs, diverts, or embarrasses the teacher?

Do pupils thipk the teacher is "for them" or "against them'?

Is it OK to ask another pupil for help in this classroom?

Is it a good idea to work hard on school work in this class-

room, or is it better to do just enough to "get by"?
g g y

How accurate are individual children in perceiving the group

norms ?

To what extent do individual pupils agree with the perceived

group norms?
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Is the teacher accurate in perceiving the norms held by
the pupils about classroom life?

Do pupils think their teacher supports or differs in his

thinking from the pupil-held norms?

One way to get answers to some of these questioms is to
construct an instrument listing a series of possible norms; then
ask pupils to indicate how many of the class agree with each.

For example:
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Date
Pupil No.
Class

HOW THIS CLASS THINKS

DIRECTIONS: School classes are quite different from ome another
in how pupils think and feel about school work, about one another,
and about teachers. How do you think this class (your classmates)
feel about the following things? Put a check in one of the boxes
under "How Many Think This Way?" for each of the statements below.

How Many Think This Way?

Almost

every- Many About Some Only a
one in pupils half pupils few in
the in the in the in the the

class class class class class
thinks think think think think
this this this this this

1, It is good to take part
as much as possible in
classroom work,

2. Asking the teacher for
help is a good thing to
do.

3. It is good to help other
pupils with their school-
work (not including
tests.)

4. Schoolwork is more often
fun than it is not fun.

5. Our teacher really under-
stands how pupils feel.

The form can be used as shown above, or the teacher might add
other statements appropriate to his particular classroom situatiom

which he would like to explore.
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In order to make comparisons with individual pupil norms, the
same instrument can be used with minor modifications in the directions

and in the headings:

HOW DO YOU (YOURSELF) THINK ABOUT THESE THINGS?

DIRECTIONS: Put a check in the box which tells how you feel about
each of the statements below, ’

I agree 1 dis-
I agree as agree I dis-
I agree more often more agree
almost than I as 1 than almost
always disagree disagree agree alwavys

1, It is good to take
part as much as ,pos-
sible in classroom
work,

2. Asking the teacher
for help is a good
thing to do.

3. Ete.
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Asking the pupil for personal data about his own feelings
raises questions about anonymity. Some children are likely to
respond more truthfully if they know their answers will not be
traced to them and possibly influence the teacher's attitude

toward them. The How This Class Thinks instrument might be used

without having pupils identify themselves, But use of How Do You

(Yourself) Think About These Things? depends upon knowing which

pupils responded in what ways on both instruments. One way in
which this problem has been handled has been to involve the
pupils as partners in the diagnostic plan, and then to have
each pupil create a code number know only to himself which he
then uses on all his questionnaires., It might be the last four
digits in his telephome number or the numerical equiwvalent of
the day and the month of the child's birth.

Of course, data will be a great deal more useful to the
teacher if it can be related directly to the individual children
concerned. Even the most sensitive areas can be handled with
increasing directness as the teacher and his class become confident
of each other's trustworthiness based on satisfactory experiences
with the use of the data. Some suggestions of ways to "feed back"
data to the class members will be made at the end of this section.

The pupil's perception of how well the teacher agrees with
the standards of the peer group can be ascertained by making another
modification in the headings and directions of the same basic

instrument described on preceding page.
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HOW DO YOU THINK YOUR TEACHER FEELS?

DIRECTIONS: Put a check in the box which tells how you think
your teacher feels about each of the statements below,

She
would
agree
almost
always

It is good to take
part as much as pos-
sible in classroom
work.

She
would
agree
more
than
disagree

She
would
agree

as

often

as
disagree

She
would
disagree
more
than
agree

She
would
disagree
almost
always

Asking the teacher
for help is a good
thing to do.

Etc.
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The teacher can register his own ideas about these aspects
of classroom life by completing the second instrument (How Do You

(Yourself) Think About These Things?) in the privacy of his own

desk or at home, prior to looking at the results from pupils.

Example of How One Teacher Used These Instruments

A fifth grade teacher had her class complete these instruments
on classroom norms, saying to her pupils, "I'd be interested im
finding out how people in this class think about some of the things
we do together in this classroom. While we could just talk about
your ideas, a better way to start might be to give each of you an
equal chance to record your personal ideas on paper. Then we can
discuss them later. I have prepared some materials that will make
it easy for you."

The administration took about 30 minutes. While the pupils

were filling out their forms, she completed the instrument, How Do

{(Yourself) Think About These Things?, and then proceeded to tally

the data from the pupils. She recorded the total frequencies

with which each response was checked, using a blank copy of the
instrument. Then she drew a box around those categories which
sﬁowed the central tendency or average response, (Technically
speaking, she used the '"median" or middle frequency. Since there
were 21 pupils responding, the eleventh pupil, counting from either
end of the distribution, would be thé middle or median pupil.)

The teacher put a box around the median point, This is how her

summary sheet looked:
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Table 1

HOW MANY THINK THIS WAY?

Almost
every- About Only
one Many half Some a few
1. It is good to take part
as much as posgible in
classroom work. 2 & 0 o
2. Asking the teacher for
help is a good tHing
to do. 7 E 1 4 0
3. It is good to help other
pupils with their school-
work (nof tests). 4 S 6 2 4
4. Schoolwork is more often
fun than it is not fun. 2 5 10 2 2
5. The teacher .really under- .
stands how pupils feel. 8 6 | 6 1 0
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It appeared that there was high agreement that three of
the standards were an accepted part of the group life of rhat
classroom:

1. It is good to take part as much as possible in
classroom work,
2, Asking the teacher for help is a good thing to do.
5. The teacher really understands how pupils feel,
Standards 3 and 4 were accepted by a good share of the pupils, but
there seemed to be much more disagreement. In fact, a few pupils
clearly indicated they thought these were not accepted by the group:
3., It is good o help other pupils with their school-
work (not tests).
4, Schoolwork is more ofren fun than it is not fum.

Thus, the teacher gained some idea of which of the positions
listed in the questionnaire were, in fact, accepted norms in her
classroom,

Now, how about the way in which individual pupils in the
classroom related to the norms of rhe group? Did they think the
teacher held the same expectations for the class as the class held
for itself? The teacher organized the data to gain information
about such questions by relating each pupil's response on How This

Class Thinks to the average response in the class (as shown in

Table 1). If a pupil responded to the first scatement ("It is good
to take part as much as possible in classroom work") by checking
"about half" the class feels this way, while the class as a whole
checked 'many," the pupil was one category off toward che right
side of the scale. The teacher assigned thisz pupil a‘;l score,

If another one checked "almost everyome'' he would be one category
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off the class average toward the left side of the scale and would
be assigned a +l score. The average response for the second state-

ment, "Asking the teacher for help is a good thing to do,™ covered

two categories, "almost everyone"

and "many." Thus, individual
pupils could deviate only by answering "about half" (score = -1),
"some' (score = -2) or "only a few'" (score = -3).

It was possible, by using this simple scoring technique,
for the teacher to record the data regarding each pupil's accuracy
in predicting the group norm, Her table (Table 2) looked like
this: (Note that a blank means that the pupil was entirely accurate
in predicting the group norm. If a pupil's judgement of the group
norm is more positive than the actual norm, his score is shown
with a + in front of it. If his judgement is more negative than
the actual norm, his score is preceded by a minus sign., If a

pupil failed to answer a question, a question mark would be shown

on the data sheet).
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Table 2

PUPIL ACCURACY IN PREDICTING GROUP NORMS

Statement about Life in the Classroom

Teacher
Good to Schoolwork really un-
Pupil Good to help more fun derstands
Good to ask others with  than not how -pupils
take part  teacher  schoolwork fun feel
1. -1 -1 -1
2. -2 -2 -1
3, ? -1
4. -2
5.
6.
7. -2
8.
9. -2 +1 + -1
10,
11. -1
12, -1 -1
13.
14. +1 +l
15, -2 ~2
16. -1 -2 -2 ~1 -2
17. +1 + +1
18. -2 -1
19, " -1
20,

21, +1
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The teacher was able to make several observations about
accuracy upon study of her data sheets.

Pupil #16 was the least accurate in predicting the group
norms., He failed to predict what the majority of the group felt
in 5 out of 5 cases,

In general, pupils #1, 2, 9, 15, 16, 17 and 18 were least
accurate.

Pupils #5, 6, 8, 10, 13 and 20 were most accurate, They
predicted the group standard correctly every time.

Similarly, Table 3 was prepared to show the extent to which
each pupil agreed with the group norm by comparing responses to

the instrument How Do You (Yourself) Think About These Things? with

the data in Table 1.
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Table 3

INDIVIDUAL PUPIL AGREEMENT WITH GROUP NORMS

Statement about Life in the Classroom

Teacher
Good to Schoolwork really un-
Good to help more fun derstands
Good to ask others with than not how pupils
Pupil take part teacher schoolwork fun feel
1, -1
2, -1 -1 -2
3. -1 -3
4. +1 -2
5. +1 +1
6. -1 -1
7. +1 -2 +1
B. +1 -2 +1
9. -3 -2 -1
10. 1l
11. +,
12, +1 -1 +1
13, +1
14. +1
13,
16. ' -2 -1
17. -2 +1
18. +l
1. +1 +1
20. +1

2). +1 -1




3-15

The teacher was able to conclude some things about individual
pupil agreement with the group norm from this table:

Pupil #15 agreed with the group norm in every case.

Pupil #9 differed most from the group norms. He disagreed
in 3 out of 5 cases, and by as much as 3 categories,

Pupils most in agreement with the group norms were #1, 10,
11, 13, 14, 15, 18 and 20,

Pupils who disagreed with the norms in 3 out of 5 cases were
#2, 7, 8, 9 and 12,

Table 4 compares the pupil judgments on the instrument How Do

You Think Your Teacher Feels? with the group morms tabulated in

Table 1, Thus, if a pupil thinks the teacher holds a particular
standard in the same way the pupils in the class hold it, there
will be a blank in Table 4. If he thinks the teacher is more
positive about the standard than is the class, the discrepancy

will be shown with & + preceding it.



3-16

Table &

DEGREE TO WHICH PUPIL THINKS TEACHER AGREES WITH GROUP NORMS

Statement about Life in the Classroom

Schoolwork Teacher

Good to is really un-
Good to help more fun derstamds
Good to ask others with than not how pupils
Pupil take part teacher schoolwork fun feel
1, -2
2. -1 -1 -3
3. +l +1 +1
4, -2 +1
5, +1 +1 +1
6. +1 -1 -1 +1
7. +1 -2
8. +1 -2 +1
9. -3 -1 -1
10, -2 -3
11. +1
12, +1
13. +1
14, +1 +1 +1
15, +1 +]
16. +1 -2
17. +1 -2 +1
18, +1 +1
19. +1 +1 +1
20, +1 +1
21, -+1 -] +1
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This table indicates that pupils think the teacher is

somewhat unrealistic about work in the classroom. For example:

2. Nearly all the pupils (16 of 21) thought their teacher
would "almost always'" think that it is good to take
part in classroom work, while the peer group standard
was a step below this (i.e., "many" pupils think taking
part is good).

b. Half the pupils (11 of 21) thought their teacher believed
almost always that school work is fun, while they felt
only about half the class thought school work was fun,

Pupils #2, 9 and 10 think that the teacher would disagree

almost always with the proposition that she 'really understands how
pupils feel." They are highly atypical, since nearly all the other
pupils think the teacher and the pupils are in agreement; at the
other extreme of the scale: the teacher almost always understands
how pupils feel (Table 1).

Four pupils (#1, 2, 6 and 21) judged that the teacher felt

less positive than the pupils about pupils asking her for help.

Seven pupils (#2, 4, 6, 7, 8, 16 and 17) thought the teacher

felt considerably less positive than did the class itself about
whether it's good to help others with school work.

These observations stimulated the teacher to make some plans

to improve her classroom situation. Here are a few of the steps
she took,

She had already involved the class in discussion about group

standards and how they become important along with the teacher in

influencing the way pupils respond to classroom activities. So, she
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proceeded to share with the class the tabulations in Table 1, The
table was placed on the blackboard and pupils were encouraged to
give their interpretations of the data.

Since most lack of clarity existed around the idea of
whether it's good or not to help others, the teacher first examined
her own thinking about cooperation vs. competition in learning.

She concluded that she had been overly concerned with individual
achievement, with 'each person doing his own work,” primarily as

a grading technique. She arranged for a class discussion around

the topic, 'When and how can we help each other learn?" As a result,
.additional opportunities for cooperative learning were provided

in the structure of the classroom: seats were grouped in two's

and three's; rules were developed governing "talking' which per-
mitted sharing among study partners during work periods,

A special effort was made by the teacher to reach pupils
#1, 2, 6 and 21 (Table 4) who were not clear that she considered
it good to ask teacher to provide help. She tried role pldying
to get at some of the feelings they had toward asking adults for
help, and some of the preblems aduvlts have in giving help,

So that there might be more communication among éupils as
to the group standards, a steering committee was set up to give
leadership in improving the classroom, The committee observed
classroom operations, discussed implications, and brought recommen~

dations to the class once each week.
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SUMMARY

The beliefs and values held by members of a classroom
group are important in determining the effectivemess of learming
in that group. If the group standards or norms of what is good
or not good are congruent with the teacher's own values, work in
the classroom is likely to be much smoother and more efficient
than when there are misunderstandings and conflicting values.
When there is close agreement among the teacher's values, the
pupils' perceptions of these values, the pupils' own values, and
their perceptions of the values of the class as a whole, learning
is greatly facilitated. This chapter presents tools for determining
these perceptions and values and shows how one teacher used this

information to improve the learning climate of her classroom,



Chapter 4
PUPIL- TEACHER INTERACTION

A teacher's behavior in his classroom is a continuing process
of interaction with his pupils. At times the interaction is so com-
plex and subtle that the teacher may be unaware of certain aspects
of it. Thus a discrepancy often exists between a teacher's goals
and his actual behavior in the classroom. Similarly, there is likely
to be a marked discrepancy between a teacher's perceptioﬁa of his
behavior in the classroom and his pupils' perceptions of that same
behavior. When such a situation exists, the teacher's classroom
practices are not contributing effectively to the accomplishment
of teaching objectives. A teacher may, for instance, wish to be
seen as a warm and friendly person in order to help the pupils feel
comfortable, but the pupils may see his behavior as threatening or
punitive. In such cases, classroom atmosphere and events are influ-
enced more by unconscious factors than by the teacher's conscious
philosophy of education.

Some teachers are aware of the danger of discrepancies
between goals and actual practice and are attempting to learn more
about them through the help of another teacher or am "objective
observer'" who observes a class period, or through obtaining pupil
reactions, or by tape recording and listening back to selected
classroom sessions. By studying data on how a teacher actually
has behaved in the classroom, a teacher cam learn what he is really

doing in class and can then evaluate this behavior. in terms of its
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contribution to his teaching objectives, and whether what he intended
to do is actually taking place. Tools for studying teacher behavior
in terms of pupil-teacher interaction are presented in this chapter.
Because the classroom is a different psychological setting
for each of its participants, a complete analysis of the dynamics of
classroom activity requires information from all points of view,
The tools below include ways of collecting data on an hour of class-
room time from each pupil's point of view, as well as from that of
an observer who is ''disinterested" in the activities of the class-
room participants, In the case of pupil perceptions, the teacher
may be interested in knowing how each of his pupils viewed an hour

of instruction, Here are some examples of items he might use.



Date
Pupil No.
Class

PUPIL PERCEPTIONS OF A CIASS PERIOD
Think about the last hour of class. About how much time would

you say was spent in each of the following activities? Draw a circle
arocund the answer you think is right for each one,

How much time? (Circle one)
The teacher talking to the whole class--
telling, answering, or asking something. a lot some a little nomne
The teacher talking to individual pupils--
telling, answering, or asking something. a lot S ome a little none
Pupils talking to the teacher--telling,
answering, or asking something. a lot S ome a little none

Now think about what you yourself did during the last class period.
Write in the number you think is right (Make the best guess you can).

My teacher told, answered, or asked me things times
I told, answered, or asked my teacher things times
I told, answered, or asked other pupils things times

During the last class hour, my teacher told, answeved, or asked
me things:

more than most other pupils.
a little more than most other pupils.
a little less than most other pupils,
less than most other pupils,

check
one

ano oo
PR

I volunteered to say things or do things during the class hour:

more than most other pupils.
a little more than most other pupils.
a little less than most other pupils.
less than most other pupils.

check
one

1]

a0 o
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When my teacher told, answered, or asked me samething, it was:

a, only about my work.
check b. mostly about my work, but a little about my behavior.
one c. mostly about my behavior, but a little about my work,
d. only about my behavior.

When my teacher told, answered, or asked me something, he or
she was:

a. very pleased.
check b. satisfied,
one c. somewhat dissatisfied,
d

quite dissatisfied.

In addition to obtaining pupils' perceptions of the teacher®s
practices, the-teacher could have an objective observer collect data
on classroom interaction. Such data should assist the teacher in
judging how realistic the pupils' perceptions are. Material collected
by an observer can also provide useful clues as to how a teacher
might increase his teaching effectiwveness. Often, a teacher does
not know what aspects of his behavior are confusing or disruptive;
moreover, he may be ignoring a particular section of his class or
reacting quite differently to certain pupils., Several observational
systems have been developed for the purpose of reflecting back to
the teacher his behavior during a given classroom period.

One method of observation classifies behavior [irst on the
basis of the classroom participants. Three general categories are
used: teacher to whole class; teacher to individual pupil; aund
pupil initiating remarks to the teacher. Within each of these
major categories, the action is classified as to whecher it is work

oriented or oriented to social behavior amd social control. Finally,
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the specific type of behavior is identified. The following outline
shows this classification and gives the definition for each type of

behavior.

I. Teacher to Whole Class
A, Work

1. Telling and Giving Information - Transmitting fact,
opinion, etc., directly to whole class about subject
matter or related areas of classroom interest,

2. Giving Directions -~ Telling the class what to do, or
how to do a particular piece of work.

3. Asking and Indirect Probing - Tryimg te get information
from the class or posing questions to whole class
regarding classroom work.

B. Social Behavior and Social Control

1. Positive - Indicating to whole class that its social
behavior and control have beea 'good."

2. Neutral - Giving directions or information with no
evaluation implied.

3. Negative - Indicating to whole class that its social
conduct is not "good."

IT. Teacher to Individual Pupils
A, Work

1, Positive - Rewarding comments directed to an individual
pupil about an aspect of his work,

2. Neutral - Comments or gquestions which are neither rewarding
nor punishing directed to an individual pupil about an

aspect of his work.

3. RNegative - Punishing comments directed to an individual

pupil about an aspect of his work.
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Social Behavior and Scocial Control

Positive - Rewarding comments directed to an individual
pupil about his social conduct in the class.

Neutral - Comments or questions which are neither rewarding
nor punishing directed to an individual pupil about his
conduct in the class.

Negative - Punishing comments directed to an individual

pupil about his conduct in the class.

ITI. Pupils to Teacher

A,

Work

1.

Dependent and Asking Questions - Pupil remarks which either
show dependency on the teacher or are questions about

work which is to be domne.

Contributions - Pupil remarks which add scmething to

on-going class assigmment. Elaboration - helpful comments,

Social Behavior and Social Control

1,

Complaints - Pupil remark which is a complaint about
conduct of other pupils in the class.
Attention Seeking - Pupil remark aimed at getting attention

from the teacher, the pupils, or both,

A format for using these categories in classroom observation

is given on the next page.
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Teacher or Class

Date

Time

I. Teacher to Whole Class
A. Work B. Social Behavior and Social
Control
1. Giving Giving 3. Asking; 1. Posi- 2. Neu- 3. Nega-
infor- Direc- Probing tive tral tive
mation tions
II. Teacher to Individual Pupils
A. Work B. Social Behavior and Social
Control
1. Posi- . Neu- 3. Nega- 1. Posi- 2..Neu-~ 3. Nega-
tive tral tive tive tral tive
III. Pupils to Teacher
A. Work B. Social Behavior and Social
Control
1. Dependent 2. Contributions 1. Complaints 2, Attention

Seeking
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The observer procedes by checking one of the categories for
each unit of behavieor observed. A unit of behavior is defined as one
complete statement in one of the categories, while a new unit of
behavior is designated as one complete statement in a catagory different
from the preceding.

Whenever an individual pupil is communicated to by the
teacher or initiates a statement to the teacher, his or her sex is
recorded in the appropriate behavioral category. The recording symbols
uged are 1 (one verbal unit for whole class), 0 (one verbal unit fer
a girl), and X (one verbal unit for a boy).

An observation check sheet with all of the above categories
is used by the observer for a five minute period. At the end of
every two of these five minute periods (every ten minutes), another
form is filled out by the observer which designates the methods of
participation used during the previcus ten minutes. This form is
shown below and requires about one minute to complete. The methods
of participation include such phenomena as lecturing, listening,
looking, practicing, being tested, discussion, etc. For each of
these the observer notes whether the activity was done by the total
class, small groups of pupils, or iadividuals warking apart from the
rest of the group.

The form is as follows:
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Teacher or Class Date

Time

What method{s) of participation have been used
(check all appropriate items)

Total class

for the last ten minutes?

small groups individuals

1) lecturing, listening,
locking, etc.

2) practicing, oral drill,
trying out

3) being tested, quizzed

4) game, contest, competing

5) discussion

6) reading, studying

7) writing

8) creating and making

COMMENTS :




minute period in a high school retail business class.
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The following example shows data collected during a five

The teacher

was introducing the pupils to simulating a retail store in class.

The observation check sheet looked like this.

I. Teacher to Whole Class

B. ©Social Behavior and Social

Control
1. Posi- 2. Neu-
tive tral

f

3, Nega-

tive

Teacher to Individual Pupils

B. Social Behavior and Social

Ceontrol
1. Posi- 2. Neu-
tive tral

X

3. Nega-
tive

XX

Pupils to Teacher

A. Work
1. Giving 2. Giving 3. Asking;
infor- Direc- Probing
mation tions
My 1§ ’
IT.
A, Work
1. Pogi- 2, KNeu- 3. Nega-
tive tral tive
00 OOOO% X o
xx o°
00O
IIT.
4. Work

1. Dependent

0000 X o

XxxoY©0
O

oXO

2. Contributions

B. Social Behavior and Social

Control

1. Complaints

2.

X

Attention
Seeking
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The data indicate that, for the most part, this teacher
was telling and giving information; he reacted in mostly a neutral
way to individual pupils and evoked mostly dependency responses
from the pupils. Furthermore, the data indicate that the teacher
reacted toward more girls than boys, but received behavior from
the same number of boys and girls. These data were of consider-
able interest to this teacher since he thought that he was often
rewarding his students for correct responses, instead of the
neutral behavior he actually displayed. He thought, also, that
he was evoking quite a few contributions from the pupils, whereas
during this five minute interval only a few students made contri-
butions.

A teacher might use this type of observation in his class
by enlisting the help of a colleague as an observer. After the
data are collected he can tabulate them in various ways, depending
. on what he is trying to learn abour his classroom behavior.

For instance:

Perhaps he wants to know what proportion of behaviors are
aimed at the whole class and what proportion are directed to
individuals. Or he might want to know how much time he spends
giving negative comments related to social comtrol or to work.
Perhaps he wants to know how much dependency the pupils are dis-
playing. To learn this, he can compare the number of dependency
responses from pupils with the number of contributions from
pupils, Moreover, perhaps he wants to see how the pupils have
perceived what he has done. He can compare what the observer

has seen with what the pupils have perceived. For instance, do
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the pupils and the observer see his behaviors as positive, see
him as being satisfied with the pupils, or do the pupils and
the observer see things differently? If there is a discrepancy
in perceptions, the teacher might ask why. Why, for example,
do the pupils sometimes see him as dissatisfied when he is
trying to show satisfaction?

Another important thing to look for is whether or not a
teacher is behaving differently toward girls and boys. Often
differential relationships with the two sexes occur quite uncon-
sciously. Our research indicates that teachers often indicate
more satisfaction with girls than with boys.1

Perhaps he wants to know which kind of teaching behavior,
direct or indirect, is most effective., He can find out about
this by trying to be direct for a week or so, telling and giving
information as well as giving directioms, and then being indirect
for a comparable pericd of time, using indirect probing. Then,
by means of instruments presented in Chapter 2, he can evaluate
how well each of the teaching procedures worked out as far as
the pupils were concerned.

Another system of classroom observation, called Inter-

action Analysis, was developed by Flanders.2 As described by

1
Schmuck, R., and Van Egmond, E., "Sex Differences in the Relatiom-
ship of Interpersonal Perceptions tn Academic Performance,”

Psychology in the Schools, January, 1965,

2Flanders, Ned A. INTERACTION ANALYSIS IN THE CLASSROOM, A MANUAL
FOR QBSERVERS. The University of Michigan School of Education,

Revised Edition, January, 1964.
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the author, his system "is particularly concerned with analyzing
the infiuence pattern on the teacher."3 In it, a series of acts

is recorded in terms of predetermined concepts related to control
of the students' freedom of action. Interaction Analysis 'consists
simply of observing, recording, and counting events as they occur.
The usefulness of such a simple procedure will depend on congruence
between the purpose of observing and the nature of the categories.
Thus the proper application of Interaction Analysis begins by
identifying the purposes of observation clearly and then designing
a setr of categories that fits the purposes., Only rarly will an

L

existing set of categories be appropriate.' Teachers should

feel free to change or develop categories to meet their particular
needs. Experience has shown, however, that the categories p}esented
here, as well as those in the method of observation described
above, are useful in most classroom situations,

Flanders' system has ten categories, Seven involve teacher
talk and two involve student talk. The tenth category is assigned
to pauses, short periods of silence, and.talk that is confusing

. . . 3
or noisy. The categories are described as follows:™

3big. p. 1.
“Ibid. p. 30.

tbid. p. 5.



414

Teacher Talk -- Indirect Influence

1, Accepts Feelings: accepts and clarifies the feeling
tone of the students in a non-threatening manner.
Feelings may be positive or negative. Predicting

or recalling feelings are included,

2, Prajses or Encourages: praises or encourages student
action orlbehavior. Jokes that releace tension, not
at the expence of another individual, nodding head
or saying, "um hm' or '"go on'" are included.

3. Accepts or Uses Ideas of Student: clarifying, build-

ing, or developing ideas suggested by a student. As
teacher brings more of his own ideas into play, shift
to category five.

4. Asks Questions: asking a question about content or

procedure with the intent that a student answer.

Teacher Talk -- Direct Influence

5. lecturing: giving facts or opinioms about content
or procedure; expressing his own ideas, asking
rhetorical questions.

6. Giving Directions: directions, commands, or orders

to which a student is expected to comply.

7. CLriticizing or Justifying Authority: statements

intended to change student behavior from nonacceptable
to acceptable pattern; bawling someone out; stating
why the teacher is doing what he is doing; extreme

self-reference,
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Student Talk

8. Student Talk ~- Response: a student makes a predict-

able response to teacher. Teacher initiates the
contact or sclicits student statement and sets limits
to what the student says.

9. Student Talk -- Initiation: talk by students which

they initiate. Unpredictable statements in response
to teacher. Shift from 8 to 9 as student introduces
own ideas.

10. Silence or Confusion: pauses, short periods of silence

and periods of confusion in which communication cannot
be understood by the observer.

Each of these categories designates a particular kind of
communication event, There is no scale implied by the numbers
assigned to the categories,

About every three seconds, the observer decides which
category best represents the communication events just completed,
He writes this category number down while simultaneously
assessing communication during the next period, and continues
at a rate of 20 to 25 observations per minute, keeping his tempo
as steady as possible., His notes are merely a sequence of numbers
written in a column, top to bottom, so that the original sequence
of events is preserved. Occasionally marginal notes are used to
explain the class formation or any unusual circumstances. When
there is a major change in class formation, communication pattern,
or subject under discussion, a double line is drawn and the time

indicated, At the end of an observed session, the observer writes
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a brief description of each separate activity pericd indicated
by the double lines, including the nature of the activities, the
class formation, and the position of the teacher., He also notes
any additional facts that seem pertinent to an adequate inter-
pretation and recall of the session.

Interaction data gather by this method can be tabulated
and used to answer many different questions, particularly by
comparing the number of times selected behavior categories
have occurred,

Perhaps a teacher wants to know how direct or indirect
he really is in his teaching. This can be done by comparing the
number of times he behaves in categories 1, 2, 3, and 4 (indirect)
with the frequency of behaviors in categories 5, 6, and 7 (direct),
Moreover, he can check on the pupils' respomses to each of these
general types of teaching by seeing the kind of behavior each of
these elicits, that is, the frequency with which a particular
kind of teacher action is followed by category 8 or by category 9.
It is likely, for instance, that student initiated responses
follow indirect influence more often than direct influence. It
is also true that teacher behaviors falling into category 3 (Accepts
or Uses Ideas of Students) as a response to student responses
encourages more student talk, especially in category 9.

Perhaps a teacher wants to know how often he criticizes
the pupils or justifies his authority compared to how often he
praises or encourages them, He can find this by comparing the

frequency of behavior in categories 7 and 2. Of course the
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number of times the teacher justifies authority or praises pupils
is not high, so this comparison may often be difficult to make.

Perhaps he wants to know if he ever builds or elaborates
on what a pupil has presented, or if he is skillful in asking
questions which lead to pupil initiated responses. Categories
3 and 9 provide data to answer these questioms.

Perhaps he wants to know how much silence or comfusion
there is during a period when he 1s attempting to present some
new ideas to the class, Category 10 gives him this information.

He can obtain answers to these and many other questions
by using one of the above observation inventories., The following
example shows how each of these methods can be adapted to the

needs of a particular classroom.

Example cf How One Teacher Used Classroom Observation

A fifth grade teacher decided that she wanted to find out
more about the way her teaching appeared to the pupils. She began
by assessing the classroom learning climate by using some of the
tools presented in Chapter 2. She was surprised to discover that
many of the pupils did not feel involved in whatr they were supposed
to be learning and .that they were not clear on what they were
expected to do. WNaturally, she became concerned about these
responses and looked for ways of improving her teaching perform-
ance.. She hoped to communicate her lesson material to the
pupils with increased clarity and to increase the pupils' moti-
vations to learn,

After mustering up some courage, she asked one of her

colleagues to cobserve her during a teaching hour. The two teachers
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talked this over with the principal who was willing to fill in

for the teacher-observer while she was observing in her colleague's
classroom. The two teachers decided to use the first observation
schedule described above.

After the first hour, it was clear to the observer that the
fifth grade teacher spent most of the session telling and giving
information to the whole class (Category IAl in the outline
presented above). Although it appeared to the observer that
everything was clearly stated and presented, it was obvious
to her, at the same time, that many of the pupils were not
following. COne recommendation which the observer made was that
the teacher address individuals more often, using both direct and
indirect probing to reinforce key points and to get a continuing
feedback on the effectiveness of her communication. Another
thing that the observer noticed was that the teacher addressed
girls more than boys. The boys were left out and played around
even though the teacher was not always aware of this. A check
on the early data this fifth grade teacher had collected about
reactions to learning experiences indicated that the boys were
much less involved and less motivated than the girls.

At this point, the teacher embarked on some pew attempts
to involve and motivate more pupils. She attempted to do this
by calling on individual pupils more than she had in the past

and on being more conscious of her reactions to boys in the
class. She also decided tc have the pupils work in small groups
sometimes so that each of them would have a greater opportunity

to participate and to become involved in classroom work.
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After several weeks, she decided to ask her colleague to
come back to the class to cbserve her performance once again.
This time, it was clear to the observer that changes had occurred.
Most obvious changes were that the teacher addressed individuals
more often and gave more support to the boys than she had done
previously, At the end of the hour, the observer collected data
from the pupils on their reactions to the learning tasks. Compared
to the results collected earlier in the semester, these data
indicated that the pupils were much more involved, more attracted to
classroom tasks, and more excited about their academic learning.

About a week later, the teacher-observer approached the
fifth grade teacher and engaged her in a conversation about the
improvement she had observed. The observer now wanted to be

P

observed. ©She was able to see the benefits of observation and
knew that she, too, could improve in certain areas of teaching.
The fifth grade teacher agreed to observe the observer. This
experience indicated how helpful and how contagious observation

and feedback can be.

Example of How Another Teacher Used Classroom Observation
A high school English teacher felt that the academic involve-

ment of his students was very low in most of his classes. Moreover,
he was concerned over the inability of his students to retain the
content they had studied earlier in the course., As a consequence
of some discussions with colleagues, he decided to hold class
discussions with students on what would help them in retaining
their studies. He also decided to plan a curriculum sequence with

the students, Nothwithstanding these efforts, class morale,
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involvement in studies, and the retention of content still did
not increase very much, With a2 sense of some frustration the
teacher asked a colleague to observe several of his classroom
planning sessions. Both teachers decided to use Flanders'
Interaction Analysis during these sessions.

The results of two hours of classroom observation were
enlightening to the teacher. The observer found that the teacher
was interacting mostly in categories 5 (Lecturing), 4 (Asks
Questions), and category 6 (Giving Directions), Student comments,
in the main,were those which fall into category 8 (Student Talk --
Response). The most typical pattern of interaction occurred in
the sequence of categories &4 (Asking Questions), 8§ (Student
Responding), followed by & series of 5's (Lecturing), and back
to 4 again, etc. Such sequences occurred very often, The teacher
was raising questions about ways of approaching the next week's
academic work. The students were responding to these questions
with their ideas; whereupon the teacher would drop the student's
remarks and iﬁmediately present his own approach by lecturing.

At the same time, the teacﬁer's behaviors seldom fell into
categories 1 (Accepts Feeling), 2 (Praises or Encourages), and 3
(Accepts or Uses Ideas of Student), while the pupils hardly ever
initiated their own thoughts spontaneously (Category 9). Finally,
as each observed hour crept by, category 10 {(Silence of Confusion)
occurred more often.

The observer and the teacher spent a lot of time discussing
these results, At first, the teacher found them very difficult teo

understand, and tried to find fault with the categories. As these
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discussions continued, the teacher overcame this defensive attitude
and began to see some of the reasonms why his teaching behaviors
were leading to low student involvement. He was aot giving the
students a chance to express their feelings, concerns, and ideas,
Moreover, he seldom praised and encouraged his students or based
his remarks on their contributions. Although his goals were to
inveolve his students more and to help them retain more content,
his classroom behaviors were not reflecting or leading to these
objectives, Discussions with the observer would have been
improved, in fact, if the teacher had made his objectives clear
to the observer before using Interaction Analysis,

The teacher found it difficult go change his classroom
behaviors immediately with his present classes., After all, the
students now expected him to act in certain specific ways, He
made an effort to accept feelings, to praise and encourage, and
to accept student ideas. However, it was not until the next
semester with another group of students that he was able to put
his new insights into practice., Interaction Analysis had helped
in forcing him to clarify his objectives and in findinp same

behavioral means for accomplishing them.

Summary
As almost any experienced teacher will recognize, discrep-
ancies often exist between a teacher's intentions and his behavior
in the classroom as it is percelved through the eyes of his pupils
or as it is seen by an objective observer. The observational methods
presented here provide a means by which a teacher can see what he is
actually doing, so that he can take constructive action to make his

classroom behavior contribute maximally to his teaching objectives.



Chapter 5

THE PUPIL'S PERCEPTION OF HIMSELF

Man's search for an understanding of himgelf and his efforts
to achieve a "self" which meets certain standards of desirability
are as old as history. In recent years the self has become an
object of scientific study rather than of speculation and reflec-
tion; many educators and psychologists have recognized it as a
central concept essential to an understanding of personality. A
brief review of some aspects of the self and its development is

important for effective use of the tools presented in this chapter.

What is a Self Concept and How Does It Develop?

A self concept1 is a person's view of himself, the most
complete description that an individual is able to give of himself
at any particular time. In some recent research on the self con-
cepts of elementary school children, Bledsoe and Garrison refer to
the self concept as "one of the most vital areas of human growth."
These authors conrinue: 'An individual's perception of himself
may well be the central factor influencing his behavior. ...

The self is involved in social reactions; it operates in the service

1 , . L .
Although some writers make certain distinctions between self concept

and self-parception, the terms here are used synonymously.
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of need satisfaction, particularly in the enhancement of the self
or in relation to self-esteem; it is a vital force in effective
adjustment.”2

When a child first comes to school, he brings a self-concept
with him. He was not born with it, but he has been developing it as
one part of the process of growing up. It will continue to develop
during his years in school and the teacher has an important part
in this development. A self concept develops largely through a
person's interactions with people who are important to him. These
people are first his mother and other members of his immediate
family, and later his peer group, his teacher, and other members
of the community. His feelings about himself are, initially, a
reflection of his parents' feelings about him. Research has shown
that there is a significant relationship between parents' evalua-
tion and acceptance of their children and the way the children

regard themselves and are regarded by their peers,

2Bledsoe, Joseph C. and Garrison, Karl C. [The Self Concepts of

Elementaxrv School Children in Relation to Their Academic Achievement,

Intelligence, Interests, and Manifest Anxiety. The University of

Georgia, College of Education, Athens, Georgia. Sept., 1962,
pp. 1-2.
3Studies relevant to this are: Serot, N. M., and Teevan, R. C.,
"Perception of the Parent-Child Relafionship and Its Relation to

Child Adjustment," Child Development, 32, 1961, pp. 373-378, and

Luszki, M, B., and Schmuck, R. A., "Pupil Perceptions of Parental

Attitudes Toward Schoel," Mental Hygiene, (in press).
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Self concepts, then, start to develop early, and they develop

‘to a great extent through tﬁe pérceptions and evaluations of others;
we see ourselves the way we think others see us. These evaluations
are often only slightly influenced by a person's actual character-
istics. For example, many people who, by objective standards, are
quite good-looking consider themselves unattractive, while others

who are not at all well-endowed physically hold themselves in high

esteem.

Why Should a Teacher Be Concerned with His Pupils' Self Concepts!?

There are at least four reasons why a teacher should be con-
cerned with his pupils' self concepts. First, the self concept is a
good indicator of mental health. 1In the process of growing up, a
major goal for the child is the development of a sense of personal
worth~-recognition and respect for himself as an individual. This
sense of personal worth, or one's self-esteem, is a major aspect of
personality organization, and the way a person sees himself is an impor-
tant indicator of his degree of mental health. Although negative
self-esteem is almost always an indicator of stress, tension and poor
mental health, a positive self concept (as measured by the tools pre-
sented below) may not necessarily mean good mental health. A positive
self concept indicates, generally, a person who respects and accepts
himself and recognizes both his assets and his shortcomings, but occa-
sionally it indicates a person who is highly defensive. Such a persen,
when asked to describe himself, may over-evaluate his assets and
minimize his shortcomings, thus presenting himself as close to "ideal."
He does this through denying or suppressing threatening aspects
of himself. His self-evaluation is unrealistic and he may be

labeled by other pupils as '"conceited." But when the self concept
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is both positive and realistic, it is an indication of mental
~health. A child with this kind of self concept has confidence
and is able to ful€ill his capabilities.

Second, the way a person feels about himself is an impor-
tant determinant of his behavior toward others., The child or
adult who holds negative feelings about himself tends to hold
negative feelings toward others. The child who is constantly
criticizing and finding fault with others feels, perhaps sub-
consciously, that he himself is not much good, Those who like
and respect themselves tend to be positive in their attitudes
toward others and to get along better with their associates than
those with negative attitudes.

Third, if a pupil has a low sense of self-esteem in a
particular area, he is likely to consider himself a failure in
that area. A likely course of action;'then, is to try to escape,
If school self-esteem is low, for example, a pupil is apt to slip
into unproductive daydreams or misbehave when he is in school and
to leave school as soon as possible. Through his inappropriate
behavior in the classroom and the associates he chooses outside
of school, he is seeking situations and companions where he can
see himself in a favorable light and thus build his self-esteem.
Pupils whose school self-esteem is low are on the road to becoming
sch;ol dropouts unless corrective action is taken.

Fourth, the self concept is rather easily accessible to
normal change and planned alteration. The self concept is learned,

and the teacher and others associated with the child participate
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in this learning and changing process. Yet studies show that the
change is often in the wrong direction. For example, a recent
study by Morse, Bloom, and Dunn at the University of Michigan
showed that 88% of third graderé felt "pretty sure of themselves,"
but only 66% of eleventh graders showed similar self-confidence.
The same study found rather wide self-dissatisfaction. Forty-four
percent of the eleventh grade pupils studied often wished they
were someone else, and 25% of all the pupils, third through
eleventh grade, felt that things were all mixed up in %heir lives
and had a low opinion of themselves. These findings refer to
their lives as a whole, of which school is only a part, but
findings regarding school self-esteem suggest that the school

is failing to contribute to the development of a positive self
concept. For example, 847 of the third graders were proud of
their school work, but only 53% of the eleventh graders had such
feelings. In the lower grades, 93% felt they were doing the best
work they could, while only 37% of the oldest pupils felt that
way. The authors continue: 'Regardless of their achievement
quotients and the fact that the failures tend to drop out, the
pupils who remain in school come to feel that they are doing
inadequate work. Again, over half of the young pupils say that
they are doing as well in school as they would like, but only
twenty-£wo percent of the eleventh graders feel this way. About
forty percent of pupils at all ages often feel upset in school;
with regard to achievement twenty percent say their teacher makes

them feel 'not good enough.' And these items stay virtually the
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same with age. Over forty percent report they often become dis-
couraged in school, and this increases with age from twenty-two
to forty-three percent,"”

The authors conclude: 'While neither the self picture
nor the school self-esteem is pleasant, the school self appears
to be the more negative. Whatever else we have done, we have
communicated a sense of persomnal failure to many of our pupils,
In general, the longer we have them, the less favorable things
seem to be."4 Findings like these point to a serious trend when
we view them in terms of mental health and school dropouts,
particularly when we recall that these are the pupils who have
not dropped ocut of school.

For these reasons, then, teachers should be concerned
about their pupils' self-perceptions, to learn what they are now

and to strive to change them in more positive directions.

Things Teachers May Want to Explore

Teachers may want to know early in the school year how
each of their pupils sees himself. Questions such as the follow-
ing are likely to come to mind. .

Does he think of himself generally in positive or inm

negative terms?

4Morse, W. C., Bloom, R., Dunn, J., Characteristics of School Class-

room Environments over Time. University School Research Project

(U.S. Office of Education Research Grant #04632), School of

Education, University of Michigan, Ann Arbor. 1964. pp. 88-89.
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Is his self-percept a rather global one which is either
mostly good, or mostly bad, or is there differentiation according
to various areas? An example of the latter is the boy who knows
he is good in athletics but recognizes he has trouble with academic
subjects, particularly English, as compared to the person who
over-confidently feels he can do almost anything, or the timid
one who fears failure in anything he undertakes. If the self-
percept is one in which there is differentiation among various
areas, the teacher immediately has some guidedlines for developing
an action program to raise the self-esteem by building on and
trying to extend the positive aspects. If self-esteem is low in

all areas, the task is more difficult,

Measuring Self;Perceptions

Teachers are often able to maké rather good informal
appraisals of their pupils' self-perceptions by listening to
their talk and observing behavior--in the classroom, with peers
on the playground, and in private talks with the teacher. By
noting whether a pupil's comments about others are mostly positive,
mostly negative, or in between, and how these compare with the
way he presents himself, important insights can be obtained into
his personality. Often, however, more tangible and specific
measures of self-perceptions are desirable.

Such measures of pupils' self-evaluations can be obtained
both directly and indirectly. The following is an example of a

rather direct type of measure.
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MY CLASSMATES

Everyone has some things about him you like and some things
about him you don't like so much. Some people seem to have more
things about them you like and other people have more things about
them you don't like.

Look at the circles below. Suppose that each circle stands
for a different kind of person. Each person has different amounts
of things you like and don't like. Circle 1 has all pluses (+)
in it. This stands for a person who has only things about him you
like, Circle 9 has all minuses (-} in it. This stands for a person
who has only things about him you don't like. The other circles
have different amounts of pluses and minuses. These circles stand
for people, some of whom have more things you like than don't like,
and some of whom have more things you don't like than things you like,

For each person in this class, pick the circle which shows
the combination of things you like and don't like. Then put a
check ( ) for each person under the circle you choose. Check just

one circle for each person. Do this for yourself, too.

4 5 6 7 8 9

1 2 3
Names LR ER\Y LYy
+ + - ‘f\-—j
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A somewhat indirect measure, and one that gives more
qualitative material, is the Sentence Completion Test. This
is discussed in more detail in Chapter Eight. 1In this test,
three sentence stems, widely separated by other types of items,
relate to a pupil's self-evaluation. A few representative
responses, obtained by a sixth grade teacher, give the flavor
of the kind of data produced by this test.
Pupil A, a confident, well poised girl, wrote:

When I look in the mirror, I feel satisfied.

Sometimes I think I am quite mature for my age.

When I look at other boys and girls and then look at

myself, I feel good because I have so many friends,

Pupil B, in contrast, reticent, cringing, unsure of himself, stated:

When I look in the mirror, I wonder how anyone could like me.

Sometimes I think I am the most backward person in the class,

When 1 look at other boys and girls and then look at myself,

I feel different and ugly.

Pupil C felt between these extremes. He said:

When I look in the mirror, I see if I look all right.

Sometimes I think I am not very good in some subijects but

good in others.

When I look at other boys and girls and then look at myself,

I feel better than some and not as good as others,

To get a quantitiative score, this teacher graded each
positive response as 3 (illustrated by answers given by Pupil A),

the neutral responses as 2 (illustrated by answers given by Pupil C),
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and the negative responses as 1 (illustrated by answers given by
Pupil B)., Some pupils, of course, were positive on one item and
neutral or negative on another. The teacher added the scores
for each sentence and divided the total by the number of sentences
answered. The resulting measure she called a "Self-Esteem Index" and
used it to help identify the pupils who wére.high, medium, or low in
the way they felt about themselves. Research has shown that there
is a rather close relatiomship betwegn such an index obtained
from sentence completions and the rating obtained from the positive-
negative diagrams in which pupils rate themselves in relation to
their classmates.5

In addition to the three sentence stems used for the index,
the sentence completion test presented in Chapter Eight includes
other sentences which give valuable qualitative information about
the way pupils see themselves. For example, the stem, "If I

should fail in school,"

often gives indications of a pupil's feelings
of confidence or lack of confidence about his school endeavors.
Other stems included in the test which are likely to yield useful

diagnostic material relating to the self are:

If I could be someone else I

My teacher thinks I am

I am best when

I am happiest when

5Luszki, M, B., and Schmuck, R. 4., '"Pupil Perceptions of Parentsl

Attitudes Toward School," Mental Hygiene, (in press).
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What X like to do most is .
Most of all I want to .
I often wish .

In the test, these stems are separated by other stems designed to

elicit different types of material.

How a Teacher Studied the Self-Perceptions of Her Pupils
In a sixth grade classroom the teacher studied the self-
perceptions of her pupils as revealed on the Sentence Completiom
Test, and related these findings to other information about them.
Taken as a whole, there seemed to be little relation between high
self-esteem and high school achievement, but when she analyzed
the class on the basis of sex and race, she found interesting
o

differences. Among the white girls there was a clear relationship
between self-esteem and school achievement. This was true, also,
for the Negro boys, but there were too few of them in the class
for much significance to be attached to this finding. The white
boys, however, were divided equally between high and low self-
esteem, but all except one were low achievers. Whether or not
they were making appropriate use of their abilities in school work
appeared to make no difference in the way they evaluated themselves.
The teacher concluded that other vlaues took priority over academic
achievement in their self-evaluations. Poor school achievement
did not appear to lower their self-esteem.

An opposite situation was-found among the Negro girls. All

of them, and there were five in the class, showed a low level of
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self-esteem, despite the fact that three were achieving at a
high level.

These findings raised important questions in the teacher's
mind. Was she working selectively with different segments of her
classroom group to produce these differences? Or were such results
to be exéected in this particular age group and culture. She was
concerned about the pupils with low self-esteem, for she knew the
undesirable effects from the standpoint of mental health of a
negative self-image.

She looked first at the Negro girls, since all of them
showed low self-esteem. In the hope of obtaining some clues of
how she could help these pupils, she studied their sentence
completion responses. First was a girl who was slightly above
average in intelligence and achieving at a creditable level.

Her responses regarding schocl were highly positive, except for
the expression of some dislike for homework. She said, ™ost of

all I want to finish school,'" and wrote, "This school is like home

to me." Her opinion of her teacher's attitude toward her was

positive: 'My teacher thinks I am smart in working problems."

But her opinion of herself was negative, as indicated by such

responses as: 'When I look in the mirror, I think I am ugly."

"Sometimes I think I am going to get in trouble." '"When I look

at other boys and girls and then look at myself, I feel that I

don't have things that I think I should have."

For this girl, school appeared to be one of the better

aspects of her life, but the teacher recognized that she might
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be more supportive than she had beén, not in relation to academic
work, which seemed to be going well, but in relation to her peers,
giving the girl opportunities to present herself in a favorable
light before her classmates.

Foxr another Negro girl, the problem was more seriocus.
Although she was of average intelligence, she was achieving at
a low level and her attitudes toward school, herself, and her
family were all highly negative. She said, "When I look in the

mirror I don't see nothin' but an ugly messed up face,'" and '"When

I look at other boys and girls and then look at myself, I feel

like T am not as good as them." There were indications, too, of

confusion about her own identity, for she said, "Sometimes 1 think

I am adopted but my mom says I am not--but I am not like other kids."

Her other responses were congistent in indicating feelings of alone-
ness, inferidrity, and depression. A child such as this one has
problems beyond those which can be handled by the classroom teacher,
and referral was made to a child guidance clinic.

The teacher was sufficiently familiar with the literature
on race relations to realize that it is not unusual for a Negro
child to "inherit" an inferior caste status, and as a result to
acquire negative self-esteem, This is influenced by many factors
over which a teacher has no control, but she determined ta do as
much as she could within the classroom to put the Negro children
in a favorable light and try to raise their level of self-esteem.
She saw the problem as somewhat similar to one she had encountered

several years previously. She had learned through experience that
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when a child is different from the majority or is actually handi-
capped, his acceptance by his peer group and his own self-esteem
can often be enhanced by helping the other pupils to understand

the difference or the handicap. In the case she recalled, it had
been a child who had worn leg braces. By giving the children

some understanding of how the braces worked, why they were
necessary, and later by letting the child himself tell the class
how he had learpned to use them to walk again, he had become almost
a hero in the eyes of his peers, rather than a person to be shunned
and looked down upon,

Why couldn't the same general approach be used to enhance
the status of minority group children, she asked herself., She
resolved to try and decided on a dual approach. First, she would
try to place Negroes, generally, in a favorable light by emphasizing
Negro contributions and achievements whereever such material could
be introduced appropriately into class work, Second, she would do
what she could in the classroom to help these particular pupils
appear favorably in the eyes of their peers. She would alsc be
more alert to giving positive feedback, not only to these girls,
but to all the pupils with low self-esteem.

Another problem uncovered by the data was the low achieve-
ment of the white boys, which appeared unrelated to self-esteem.
Here she felt she needed to learn more about the kinds of things
that were important to them. What wvalues regulated their conduct,
perhaps without their awarenessé What were the values overtly
accepted by their peer group? Were the latter congruent or

conflicting with the values which the child brought to class and
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with the teacher's value system? Such questions may never be
answered fully in ordinary classroom activity, but an awareness
that differences exist is a long step forward in understanding
the child whose behavior, attitudes, or background is somewhat
different from that of the majority, or who is a chronic low-
achiever. l

In working with the white boys, she wanted to know first
what sorts of things were related to self-esteem. What were the
things they valued highly, and what gave them prestige in the
eyes of their peers?

This posed a challenge to get more fully into the boys'
world and try to introduce classroom materials and methods relevant
to their values. For example, "flaking off into space'" was some-
thing she had heard the boys talking about rather often. Perhaps
shé might try to introduce some materials related to space explora-
tion and show, indirectly, the necessity of education and high
level technical training in order to be a "space man." Such
efforts, she felt, might increase their interest in school and
thus help in changing values to the point where school achievement
would have a more important place in their self-percepts than it

appeared to have at present.



Other Ways of Studying Self-Perceptions
There are many other ways of studying pupils' self-perceptionms.
One means is through compositions in which a pupil describes the kind
of person he is and the kind of person he would like to be,
Another useful instrument is the following "Self Concept Scale,"

developed by Bledsce and Garrison.6

6Op. Cit. p. 192,
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Date
Pupil No
Class

There is a need for each of us to know more about what we are like.
This is to help you describe yourself and to describe how you would
like to be. There are no right or wrong answers; each person may
have different ideas. Answer these according to your feelings. It
is important for you to give your own honest answers,

Think carefully and check the answer that tells if you are like the
word says Nearly Always, About 1/2 the Time, or Just Now and Then,

In the second column check the answer if you would like to be like

the word says Nearly Always, About 1/2 the Time, or Just Now and Then.

THIS IS THE WAY I AM THIS IS THE WAY I'D LIKE TO BE

Nearly About 1/2  Just Now Nearly About 1/2.. Just Now
Always the Time and Then Always the Time and Then

Friendly

Cbedient
Honest
Thoughtful
Brave

]

Careful

Fair
Mean

Lazy
Truthful

Smart

Polite

Clean
Kind
Selfish

Helpful

Good

Cooperative
Cheerful
Jealous

T
|

Sincere

Studious

Loyal

A good sport

Useful

Dependable

Bashful

Happy

Popular
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Other teachers have used lists of descriptive adjectives and
plrases on which pupils are asked to mark in ome way those which are
most like themselves, and to mark in a different way thoge least
like themselves, The psychological literature, too, is full of
personality and personal inventories, but these are anerally more
appropriate for use by school counselors and psychologists than

by teachers,

Summary

Regardless of the method used to obtain it, pupils’ self-
perceptions are valuable data for the teacher, for they serve as
a guide to the kind of feedback and treatment appropriate to the
various pupils in the class., It is of utmost importance for the
teacher to create a climate favorable to the development of a
healthy concept of the self. One of the most significant contri-
butions a teacher can make to the mental healzh of his pupils is
to help the pupil identify the sort of person he really is, to
make a realistic self-appraisal, recognizing his strong aﬁd his
weak points, and then to help him improve the weaknesses,

This implies that the teacher, too, must have a healchy--
realistic and positive--self-image. To be able to take a positive
view of his pupils as persons, he must first have a positive view
of himself. 1If he feels inadequate or has an unrealistic concept
of himself, his pupils' self comcepts are likely to be adversely
affected.

Positive, realistic self concepts can be equated with
good mental health. The pupil who is menrally healthy feels

he is liked, wvalued, and accepted by his classmates, describes
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himself in favorable terms, and feels he is a part of the class-
room group. His perceptions of the classroom are relatively free
from distortion, and he is adequate to meet both the formal
learning requirements and the social relations demands of the
classroom. Such positive, realistic, self-perceptions are major

goals toward which teachers should strive.



Chapter 6
FORCES OUTSIDE THE SCHOOL
WHICH INFLUENCE THE PUPIL'S LEARNING

What the child does in school is obviously dependent upen
more than the events of the classrcom or those activities within
the child's day which are in some measure under the control of the
school. Within the pupil's life the school is only one of the forces
impinging upon him, and causing him to be the kind of person he is.

Figure 1 calls attention to some of the other possible forces:

Mother's Sibling
_Expectations Relationships
"Father's
Group Attitudes
Standards of L
Neighborhood
Peer Group ‘H\‘H““~ﬁ§ Best
4,:_______________._--Friends
B;ioigout /?1 \ SOCJ:-O'ECOI‘lomJ_C.
) Environment of
ﬂ\\\ The Community

Sunday ‘

School Class Socio-economic

Condition of
The Family

Figure 1

SOME FORCES WHICH INFLUENRCE THE CHILD

The values, the expectations, the accepted ways of behaving

for each of these significant other groups or individuals in the
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child's world will each take its place in the field of forces within
which the teacher hopes to exert some influence,

Along with the diagnostic approach followed by the teacher
in examining .aspects of the pupil's within-school life, it would
seem most appropriate that means be discovered to=1earn—as much as
possible about these out-of-school forces, It will be -recognized,
of course, that the purpose is not so much to launch a direct attack
on problems that may be a part of the child's out-of-school environ-
ment as to galn a clearer understanding of the forces impinging
-upon his in-school behavior.

Teachers concerned with improving a child's motivation for
learning may want to gather data on sﬁch.questions as:

1. What is the importance -of school for the-child among the
activities within his total day?

2, What-is the importance of the teacher .compared to other
persons in the pupil's life?

3. What attitudes about education and about the schocl does
the child gain from his family and from his neighborhood?

4. What activities in the pupil's out-of-school life may

be competing with school-centered activities for his
time, energy, and emotional commitment?

Ways to Gather Information
About the Pupil's Out-of-School Life

Some information about a pupil's home background may be
gathered :from .existing school records. Records shquld be utilized
where possible so that classroom time may be used for gathering
information-which is more difficult to obtain. If data such as the
-following are not available, a simple questionnaire.may be filled
out by the child during the beginning days of school. The following

questionnaire was developed by a 4th grade teacher to meet this need.
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Date

Pupil Ng.
Class

GETTING ACQUAINTED WITH YOU

Your teacher needs to know more about you, The answers you
give to the questions on this paper will help me to get ac-
quainted with you. We will mot talk about your answers in

class.

I will read each question first and then you can answer
the question.

Some questions can be answered by making a circle around
one of the words: YES, NO, SOMETIMES. If you make a circle
around the word YES I will know that you mean to say YES

to the question. A circle around NO tells me you say NO
to the question. If your answer igs SOMETIMES, just

circle the word SOMETIMES, -

Other questions can be answered by writing in your answer
on the blank lines following the question.

1. Write your name, address, and telephone number:

Your name

Your address

Your telephone number

2. If you have brothers or sisters:
a., Write the names of your brothers:

How o0ld?

How old?

How o0ld?

b. Write the names of your sisters:

How o0ld?

How old?

How o01d?

3. If any of your brothers or sisters have grown up and left
home, put a circle around the number in question 2 showing
their age.
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4. Which of the people listed below live with your family?
(Please check)

Mother

Father

Stepmother

Stepfather

Other adults

How many adults, altogether, live in the same home with you?

5. Does a "sitter' stay with you when your mother and father

are away from home ? YES NO

Is it the same person all of the time? YES NO

Is it someone inside your family? YES NO
Who is it?

Many children find themselves frequently having to make the
adjustment to & new school because their families have moved from place
to place. Information about the pupil's previous school attendance

may be obtained in a manner such as the following:

Think back to the time when you first started going to school,
In the blanks below write the name of the city or town, and

the state where you went to school at each grade that you have
finished so far. (If you did not change for two or more years,
use ditto marks to show that it was the same city or town, and
state.)

Did you go to kindergarten?  YES NO If you did not,
skip the line marked kindergarten and start with the first grade.

Grade City or town State

Kindergarten

First grade

Second grade

Third grade

EtC. = mmmmm e e e e -
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Othexr children may have jobs after school. For some this
is a constructive opportunity for developing responsibility and
becoming independent. For other pupils, the out-of-school work
may be a heavy burden, restricting opportunities for interaction with
peers, interfering with study, or creating physical fatigue. Some
questions that may be-asked to gain information about these matters

include. the following:

Date
Pupil Na.
Class

What regular duties to you have at home other than jobs
for which you are paid?

Do you have a job or do part time work for pay?
YES NO

If yes, please check:

Under 5 hours a week, average

5 to 9 hours a week, average

10 to 14 hours a week, average

15 te 19 hours a week, average

20 or more hours a week, average

Lf yes, do you work:

For your family?

For someone else?

For both family and somecne else?

If for someone else, please give the name of your

employer
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What, exactly, do you de on your job?

What are your hours of work?

The GETITING ACQUAINTED WITH YOU instrument may very well
include some questions about parents. Suggestions are presented
in the next chapter on 'Parent Influences on School Adjustments."”
Data which go beyond the objective facts may prove to be
particularly helpful to the teacher in his attempt to understand
the out-of-gchool forces which influence the child. Some notion
of how things are perceived by the child is needed, since the
child acts on the basis of his perceptions. One approach to finding
out about the importance to the child of the various forces in his
life is to ask him to place them in rank order. The following

instrument entitled, PARTS OF YOUR DAY, might serve such a purpose:



Date
Pupil No.
Class

FARTS OF YOUR DAY

A regular week has several different parts, .in which
a pupll does different things. Some parts of the day
seem more -important for the pupil than do the other parts,

Which part of your day seems most important to you?

Put a number "l" in the column under "Importance' beside
the part of the day which seems most important to you.
Then put a number "2" beside the part of the day which
seems mext most important to you. Put a number '3"
beside the part of the day which seems next most impor-
tant; .a number "4'" beside the next; a number "5" beside
the mext; and a number '"6" beside the part of the day
which seems least important to you.

Importance
Life' in this class
Things you do in school which
are not part of the regular
class,

Life at home

+  Doing things with playmates
after school

Clubs and groups outside of
school with regular meetings
(with adult leaders)

Doing things by myself alone

The -items "listed above are more suited for elementary children.

An adaptation for secondary pupils might include a list such as the

followfﬁg:
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Importance

Life in this class
Life in other class periods

Other school activities which
are not classes

Life at home

Social life with friends--on
our own, away from home and

school

Clubs and groups outside of

school with regular meetings

(with adult leaders)

Doing things by myself alone

Modifications of the PARTS OF THE DAY instrument may be
made to explore other dimensions of the pupil's feelings about the
forces in his life. The above instrument asked for responses in terms
of importance. The question might be asked, '"In which part of your
day do you feel the happiest?" Or one might ask, "In which part of
the day do you feel you are learning the most things?"

The PARTS OF THE DAY instrument is focused on the child's
life situations. A parallel type of instrument might be devised
which focuses on the people who form a part of the child's life.

An example, entitled TALKING WITH PEOPLE, is presented below:




Date
Pupil No.
Class

TALKING WITH PEQOPLE

During a regular week you spend a great deal of time talk-
ing with various people both in and out of school. Here
is a list of some of the people in your life. Some of
these people you talk to more than others and you often
talk about different things.

Which people do you talk to about the most important
things?

Put a2 number '"1" in the column under '"importance' beside
the name of the person(s) with whom you talk about the
most important things. Then put a number '"2" beside

the name of the person{s) with whom you talk about the
next most important things. Put a2 number "3" for the
next person(s); a "4" for the next; a "5'" for the next;
and a "6" for the persom(s) with whom you talk about

the least important things.

Importance

My close friend(s) in this
class

Others in this class
My mother
Friend(s) nmot in this class

My father

Adaptations of the ‘TALKING WITH PEOPLE inmstrument may also
be made to explore other dimensions of the relationship of the pupil
with the people in his life by asking the questions,'With which people
do you feel happiest whem you talk with them?" and '"Which people do

you feel you learn most from by talking with them?"

In addition to finding out how important the various parts of
the pupil's life space are as seen by him, the teacher may wish to

ascertain just how relevant some of these people are to the kind of
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work the child is doing at school. The question may be asked, "How

satisfied are they?" The instrument might take the following form:

Date
Pupil No.
Class

HOW SATISFIED ARE THEY?
How satisfied do you think these people are with your
schoolwork? Put a check in the box which tells how

satisfied you think they are with your schoolwork.

They are They are They are They are They

very pretty well mnot too not sat- don't
satisfied satisfied satisfied isfied really
at all care

1. My close friend(s)
in this class

2, Qthers in this
class

3. My mother

4. Friends not in
this class

5. The teacher in
this class

6. My father

7. How satisfied am
I with myself?

Some very interesting information can come from the child by
asking him how he thinks the important people in his life see him. An
instrument designed to discover whether the child sees these people as
thinking of him in positive or in negative terms is presented on the

following page, entitled, HOW THEY SEE ME,
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Date
HOW THEY SEE ME Pupil No,
Class

Just as each part of the day is filled with plus, zero, and minus
things; in a similar way each one of us ac a person is made up of things
we like and things we do not like so much. Below are a number of different
circles showing persons with different amounts of plus and minus things
about them, Which of these circles comes closest to the way you see your-
self? Write the letter of the circle which most resembles you right here

Y

bv <
N

S

20 5

=
? “

In the blank following each question, write the lecter of the
circle which you think each of the persons mentioned would pick for you.

1, Which cirele do you think your closest friend would choose ro describe
you?

2. Which ecircle would the ceacher in this class choose?
3. Which circle would the principal of your school choose?

4, Which circle would your mother choose?

5. Which circle would the boys or giris you spend most time with choose
to describe you?

6. Which circle would your fatcher choose?
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Another way to study the pupil's feelings about the life-
space forces which affect him is to ask him how he would alter, if he
could, the amount of time he spends in wvarious settinés. An instru-
ment designed to elicit these feelings may be called - CHANGING THE

PARTS OF YOUR DAY.

Date
Pupil No.
Class

CHANGING THE PARTS OF YOUR DAY

If what you do in a regular week day could be changed by
you, how would you change the parts of your day? Put

a check in the box that shows how you would change the
parts of your day.

A lot Some A little A lot
more more léss less
time time time time

1. Life in this class

2. Things you do in
* school which are not
part of the regular
class

3, Life at home

4. Doing things with
playmates after
school

5. Clubs and groups
outside of school
with regular meet-
ings (with adult
leader)

6, Doing things by
myself alone ‘
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For high school pupils the list of parts of the day might be
modified slightly: (1) Life in this class, (2) Life in other class
perieds, (3) Other school activities which are not classes, (4) Life
at home, (5) Social life with friends--on our own, away from home
and school, (6) Clubs and groups outside of school with regular

meetings {with adult leaders), and (7) Doing things by myself alone.

Recording and Analysing the Data

Much of the information gathered about the out-of-school in-
fluences on the pupil's life will be useful to the teacher in working
with the individual child, rather than with the group. For example,
the completed GETTING ACQUAINTED WITH YOU instrument would probably
be filed by the teacher for future reference in the pupil's individual
folder. 1If the teacher finds it valuable, a frequency count of responses
to such questions as out-of-school work, or pumber of different schools
attended can serve to give some notion of the importance of these forces
upon the class as a whole.

The PARTS OF YOUR DAY and "'TALKING WITH PEOPLE’ instruments
may be interpreted more easily if the pupil’'s response can be compared
with the class average. One high school teacher accomplished this
by preparing a tally sheet and entering each pupil's response as

follows:
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PARTS QOF YOUR DAY
"Importance"

Rank Order
1 2 3 4 5 6 7 Total

1. Life in this class 3 6 3 2 2 3 1 20
2. Life in other class pericds 0 2 4 4 3 3 4 20
3. Other school activities 2 1 4 6 2 4 1 ‘ 20
4. Life at home 3 4 3 2 2 3 3 20
5. Social life with friends 5 4 3 1 6 1 0 20
6. Clubs and groups outside

of school 2 0 1 4 2 3 8 20
7. Doing things by myself

alomne 5 3 2 1 3 3 3 20

Total 20 20 20 20 20 20 20

He was then able to draw several conclusions about his class.
First, individual pupils varied considerably with regard to which parts
of the day carry high or low importance. For example, three pupils
ranked 'Life at home' of greatest importance; three ranked it of less
importance than all other aspects of their life space included in the
instrument. Five pupils considered '"Doing things by myself alome' to
be of highest importance; three considered it of least importance.

Further, "Social life with friends away from school' seemed
to be of special importance to many in the clags. Very few of the
pupils in this class considered it unimportant.

"Life in this class' on the whole, also rankedas an important

part of the pupils' total life. Moreover, "Life in this class" was
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considered somewhat more important than that in other class periods
in the school day. This information may reflect the true state of
affairs, or it may be that pupils responded favorably just because
they wanted to please the teacher. The teacher will, therefore, want
to be somewhat cautious in his interpretatiom of these data. It might
be possible to collaborate with other teachers in the school who have
these same pupils in class, gaining their interest in a parallel
study of the learning climate,

This teacher discovered a little more about the state of
affairs by analyzing the results of his CHANGING THE PARTS OF THE DAY

questionnaire. He tallied it as follows:

CHANGING PARTS OF YOUR DAY - Class #1

A lot Some Same little A lot No
more more time less less time
time time as now time time at all
1. Life in this class 1 1 14 3 1 -
2. Life in other class 1 4 8 4 2 1
3. Other school activities
which are not classes 9 2 4 2 1 2
4. Life at home 6 4 5 3 - 2
5. ©Social life with friends-
on our own, away from
home and school 12 6 2 - - -
6. Clubs and groups outside
of school with regular
meetings 3 3 7 1 2 3




6-16

Thus, it appears that alchough many pupils rank "life in this
class'of high importance relative to other parts of their day, almost
no one in the class would want to see more time given to the class
activities. They would like to increase the time available for inde-
pendent social life, other non-class school activities, and life at
home. One might explain this apparent satisfaction with the state of
affairs in the classroom as a normal reaction to the '"work'" part of
the day. On the other hand it is interesting to examine the summary
made by ancther secondary school teacher in the same building and to
find that while the pupils' desire to increase time spent in some
other aspects of the day exists in both classes, in this second class
over one-third of the pupils would like to increase the time spent

"in this class."

CHANGING PARTS OF YOUR DAY - Class #2

A lot Some Same Little A loc No
more more time less less time
time time as now time time at all
1. Life in this class 6 6 11 5 Y -
2. Life ip other class
periods 1 9 8 6 2 3
3. Other school activities
which are not classes 9 2 4 2 1 2
4, Life at home 6 4 5 3 - 2
5. Social life with friends 12 6 2 - .- -
6. Clubs and groups outside
of school 3 3 7 1 2 3
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One teacher gained some clues about the home pressures on his

pupils regarding their academic work by analyzing the data from HOW

SATISFIED ARE THEY?

HOW SATISFIED ARE THEY?

They are They are They are They are They
very pretty well not toco not satis- don't
satisfied satisfied satisfied fied at all really
care
1. My close friend(s)
in this class 9 6 2 1 2
2. Others in this class 4 5 3 2 6
3. My mother 2 5 9 4 -
4. Friends not in this
class 3 4 1 - 12
5. The teacher im this
class 11 4 3 2 -
6. My father 3 7 6 3 1
7. How satisfied am I
with myself? 7 9 3 1 -

It appears that the mothers and fathers are congiderably more

anxious than the teacher about their son's or daughter's performance;

mothers tend to be seen as more dissatisfied than fathers. The pupil

perceives the pressures for academic performance coming
than from the teacher. He is not as satisfied with his
as he thinks the teacher is. He sees his close friends

satisfied than he himself is, but not to the extent the

from home more
own performance
as being more

teacher is.
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Again, the impact.of these data is increased upon discovery that these

conditions do not exist in every classroom.

Summary and Conclusions

A teacher's knowledge about some of the pressures and influ-
ences which the various parts of each pupil's life are exerting om his
classroom behavior would seem to be essential for planning an
effective educational experience for every pupil., Various methods for
obtaining such knowledge are suggested. An obvious first step in
utilizing such information is the opportumity it gives to show the
pupil that the teacher understands his situation. 1f '"facts' obtained
by the teacher and the way these ''facts' are perceived by the pupil
are incongruent, and if the teacher feels the pupil's perceptions are
in error, the teacher may be able to help change the pupil's perceptions
so that they are more realistic. If, for example, discrepancies exist
between a child‘s school performance as the teacher knows it to be
and the way the pupil thinks it is perceived by his parents, a three-
way conference of parents, pupil, and teacher may be helpful. Diagnos-
tic information such as is suggested in this chapter, should be wvaluable
to the teacher as he plans parent conferences and specizl work with

individual pupils.



Chapter 7

PARENT * INFLUENCES ON SCHOOL ADJUSTMENT

Teachers know well.the important effect parents' attitudes
and home conditions have on the child. They have found again and again
that when the values of the family and the school are contradictory,
the pupil's school work suffers. If & child feels that his parents
don't care about his school life, he, too, 18 unlikely to care and is
apt to become an underachiever and a behavior problem in the classroom.

Since parents' attitudes are so crucial to good school
adjustment, the teacher should know something about his pupils’
families. This is particularly important in the beginning of the
school year when the teacher has a new group of pupils. He may
wonder about such questions as:

Who live in the home with the pupil?

What kind of work does the father do?

Is the mother employed outside the home? If she is, what
kind of work does she do?

Is anyone at home when the child returns from school?
1f so, who?

What magazines, newspapers, and books are there in the home?
What does the child do when he gets home from school?

When and under what conditions does he do his homework? Does
his mother or father ever help him or offer to help!?

Are there excessive demands made upon his time which inter-
fere with schoolwork or with needed play activities?
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The purpose of such questions is to obtain a clearer understanding
of the child's background and of his parents' attitudes and values.
Particularly for younger pupils, the home situation and the parents'
attitudes are among the most important forces outside the school
which affect the pupil's learning.

Much information about the home background and the influences
which parents are exerting can be obtained through informal contacts
with pupils and parents and some factual material can usuwally be obtained
from school records. Teachers who have the time may even wish to
visit some of the homes. But it is often desirable to use some special
tools in order to obtain from all the pupils as clear a picture as
possible of the parents' influences on school adjustment.

As part of the teacher's effort to gain general information
about his class at the beginning of the school year, as described
in the preceding chapter, a number of questions about parents and
home life might be added to the GETTING ACQUAINTED WITH YOU instrument.

For example, it is often helpful to have some information
about the father's occupation. In addition to the direct interest
it may have, it has been found that father's occupation gives a
fairly reliable estimate of the socio-economic level of the family.

To be used for such purposes, however, the data need to be gathered
more carefully than by just raising the question, "What does your

father do?" The following series of questions are suggested:
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Where does your father work?

What is the name or title of his job?

Does he have a "boss" or supervisor? YES NO

Does he have any people working under him? That is,
does he supervise or is he in charge of the work of
other people?

YES NO

1f yes, about how many?

What exactly does he do on the job?

With many mothers employed away from the home, it is often
important to learn something about the mother's occupation. Such

questions as the following may serve:
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Does your mother have a job in addition to taking care
of your home? YES NO

If your answer is yes, please answer the following:

a. Does she work full or part time? (Please
check)

She works full time.
She works part time.

b, Where does she work?

¢. What is the name of her job?

d. What exactly does she do on the job?

Is your mother usually at home when you get home from
school? YES NO

At times a teacher may want to categorize or code occupa-
tional information in order to get an overall picture of the class
Or to compare it with other classes. Many different occupational
scales or classifications will be found in the literature, but
despite attempts to define the catregeories objectively, it is often
difficult to descriminate between some of them. Classification is
frequently a matter of judgment, and considerable information may
be needed to make a correct judgment. For this reason, rather
detailed questions, such as those given above, are recommended.

Occupational scales range from as few as three categories

as many as l4 or ﬁossiblj more, depending upon the purpose and the

to
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degree of refinement desired. Some investigators use U.S. Census
categories; others develop categories to suit their particular needs.
For most classroom purposes, a classification of occupations into
three major categories is sufficient. When a more detailed breakdown
is used, there are likely to be so few cases in most of the categories
that the classification is of little value. A categorization which
has been found useful within the classroom and also in comparing
classrooms is the following:

I. Jobs requiring extensive training and experience, and
involving heavy responsibility. e.g., Persons in
professions which require at least four years of
college; proprietors, managers, and others in high
positions of responsibility in large business and
industry; high ranking public officials, ete.

I1I. Jobs requiring a moderate amount of training and/or
technical skills and abilities. e.g., Semi-professional
personnel, such as those in fields requiring two years
of college, proprietors and office managers of small
businesses; most white collar workers; police and
firemen; skilled mechanics--journeyman level; farmers,
etc.

II1. Jobs requiring little or no training or experience,
e.g., Semi-skilled and unskilled workers; persons in
lower level clerical and sales jobs such as grocery
store clerks, shipping clerks, etc.; helpers to skilled
craftsmen; assembly line workers; day laborers, domestic

help, etc.
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The educational level of parents is also of interest. Often
it is closely related to occupational status, but there are numerous
cases where the combination of occupational and educational information
gives a much better picture of the parents than either kind of information
alone. The following questions may elicit educaticonal information in a

useful form.

How far did your father go in school? (Please check):

Went to grade school

Went to high school

Graduated from high school

Went to college: How many years?
Graduated from college

Went to school beyond college
Don't know

How far did your mother go in school? (Please check):

Went to grade school

Went to high scheool

Graduated from high school

Went to college: How many years?
Graduated from college

Went to school beyond college
Don‘t know

11

To get a pupil's view of the home situation, the assignment
of a composition to be written in class on "My Day,'" or "A Day at
Home" is often useful. Teachers who have done this successfully
accompany the assignment with specific items and questions. These
would vary depending upon the grade level and the particular information
the teacher would like to obtain., The following outline suggests a
number of aspects of the home .situvation, any one or more of which

might be used for a short composition as an English assignment.
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My family

Who are the people who live at home with you?

Tell something about them.

Whom do you talk to most at home? What kinds of things
do you talk about?

Our house

Tell something about your house.

What dé you do to help take care of it? Do you have
any chores or responsibilities around the house or
yard?

Where do you sleep? Do you have any roommates? Who?

Where do you study? Who else is in the room with you
when you are studying?

Getting up in the morning.

Do you like to get up?

When do you get up?

Do you get awake on your own, or does somebody wake you?
Who? How do you feel when you first get up? How
long does it take you to get dressed?

Who fixes breakfast?

What do you usually have for breakfast?

What is your favorite breakfast?

Schooltime

When de you leave home for school?
How do you get to schodl?
Tell something about your day in school.

After school

Where do you go after school!?

With whom do you usually do things?

What do you do?

About what time do you usually get home?
Who is usually at home when you get there?
What do you like best after school?

Homework

Do you have homework most of the time?

If you do, about how much time do you have to spend
on it?

Where do you do it?

When do you do it?

What are other people in the family doing when you
are studying? Are any of them in the same room
.with you?
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7. Evening and bedtime
What TV programs do you watch? Which do you like
best? Why?
What else do you do in the evenings?
What time do you go to bed on school nights?
The use of incomplete sentences is another means of obtaining
a child's impressions, feelings, and attitudes in regard to many areas
of his life. Sentence completions are discussed as a multidimensional
classroom tool in the next chapter. Two sentence stems in the test
suggested the are useful in ascertaining the pupils' conceptions of

their parents' attitudes toward school. These stems are:

When 1 talk about school, my mother

When 1 talk about school, my father

These are widely separated on the test by items dealing
with different subject matter. If similar sentence stems are placed
close to each other, pupils are likely to repeat the same answer.

A few representative answers to these two stems give the

flavor of the kind of responses obtained. One boy wrote, "When 1

talk about scheol, my father is proud of me," and "...my mother
is always helpful."” Contrast him with the child who replied, "...my
father gsays he is not interested,'" and "...my mother asks how many

bad things did you do inm school."

Qualitatively, such replies give a useful impression of the
way a child feels about his parents' attitudes toward school. Not
only do they show whether the parents' attitudes are seen as positive
or negative, but they also may reveal feelings about the parents’

orientation toward school. Some parents, for example, are seen by
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their children primarily as giving affective support and approval,
others are seen as offering help, still others are perceived as
emphasizing academic achievement. A few are seen as threat oriented,
with pressure for improvement of grades--or else!

Quantitatively, the replies lend themselves to rating on a
scale ranging from strong approval, affective support, and interest
in what the pupil has to say about school (e.é., "says I'm doing fine,"
"is pleased with my school work," "enjoys hearing about school™), to
a relatively neutral attitude (e.g., ''sometimes listens," ’doesn’t
mind,"” "is gometimes interested, sometimes not") to a clearly
negative, hostile attitude (“géts mad," "complains about the money
I need to get an education,' "says I'm not going to pass").

In a 6th grade classroom the teacher categorized the
responses on these two sentence stems on the basis of whether they
were positive or supportive, neutral, or non-supportive or negative.
She was pleased to find that many more parents were seen as supportive
of school than non-supportive, but there were some who were clearly
seen as negative, and there were a fair number falling in the neutral
category. Moreover, some families were split, with the mother suppor-
tive and the father not, or vice versa.

She included a number of other stems which often brought out
responses related to the parents’ attitudes, but she did nor attempt
to code them quantitatively. One was:

If I should fail in school

One major group of completions of this sentence related to the
anticipated consequences at home of such an event. These included

statements that the parents 'would be very mad," or 'disappointed,"
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that they would withdraw privileges or administer other kinds of punish-
ment, or that they would force remedial action, as for example, "my
parents would make me work harder than ever.”

Other stems were designed to reveal something about the
relationship with each parent, the child's place in the family, and
the conditions under which he is happiest. Altogether, the test

this teacher used contained 46 stems. It is included in complete

form in Chapter VIII.

Recording and Using Data on Parents’ Attitudes

As a guide for further work, this sixth grade teacher set up
a roster of her class on which to record the sentence completion data
and relate it to their achievement level--high (indicated by H) or
low (L). She also made her own evaluation of whether the parents
were positive (indicated by +), neutral (indicated by 0), or negative
(indicated by -) in their attitudes toward school, based on whatever
information was available to her--contacts with the parents themselves,
school records, experience with clder siblings, comments by other
teachers, etc. She then coded the pupils' responses to the two
sentence stems, '"When I talk about school, my mother (father) . . .,
"classifying them as positive (+), neutral (0), or negative (-).
The form she used, with entries for the 25 pupils in her class, is

as follows:
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1 2 3 4 5
Pupil | T's evaluation SENTENCE COMPLETION DATA
No. |of parents'
interest in Pupil's perceived attitude of: Pupil's
school Mother Father ) Achievement

Level

1 - 0 - L
2 + + + H
3 - + + H
4 + + + H
5 0 + 0 L
6 + 4+ + H
7 - 0 0 L
8 0 + + H
9 - 0 0 L
10 - 0 + L
11 - - 0 L
12 - + 0] L
13 + + 0 H
14 0 + + H
15 + - + H
16 + + + H
17 + - - L
18 + + 0 L
19 - 0 0 L
20 - + + L
21 + + - H
22 - 0 0 L
23 + + + H
24 - + no father L
25 0 + 0 L
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In this analysis the teacher used material from only 2 of the 46
incomplete sentences which the pupils had answered, but she used all the
answers for a more qualitative type of study, to get an impression of the
child as a person. In doing this she was careful not to draw definite
conclusions, S8he recognized the danger of projecting her own feelings
into the sentence completion responses énd reading too much into them,
yet she felt they did increase her understanding of hér pupils.

In going over her chart, she was surprised at first to see
that she had completelynmisjudged the parents of two of her pupils
{pupils 15 and 17). Both couples were well educated people who had told
her they expected their children to go to college and seemed to be very

1"

much "'school oriented." She had rated them "plus." Yet the children
had completed the sentences in ways such as the following: '"When I talk

about school, my mother says she is toc busy to talk to me now,' and

", ...my father keeps on reading the newspaper." This kind of discrepancy

between the parents avowed interest in school and the child's perception
of lack of interest brought to mind some research (Serot and Teevan)1
which showed that a child's conception of his relationship with his
parents is not necessarily related to his parents' conception of the
same relationship. It also showed that the child's conception of his
relationship with his parents was a crucial factor in his adjustment.
This made her put more weight on the sentence completion data (columns

3 and 4) than on her evaluation of parents' attitudes (column.2).

It suggested, too, that she might have to use a different approach

with those parents whom she had rated positive but whom their children

1Serot, N.M. & Teevan, R.C., "Perception of the Parent-Child Relationship

and its Relation to Child Adjustment," Child Development, 32, June, 1961,

pp- 373-378.
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rated -negative than she would with those parents rated negatively by
both herself and the pupils.

She also found another kind of discrepancy between her rating
and the attitude revealed by the sentence completions. In two
families, where the parents had less than an eighth grade education,
she had felt the parents had no interest in school, yet the children

completed the sentences with such statements as "likes to listen”

H (135

“'wants to know,” and "is proud of me." The teacher concluded that
she had failed to understand these parents, who came from such a
different background from her own. Instead of their lacking interest
in school, they were primarily awed by it and were embarrassed and
uncomfortable in the unfamiliar surroundings, but they wanted
“school learning' for their children.

One rather disturbing finding was that ten fathers and
six mothers were rated neutral on the basis of the sentence completion

response {(e.g., "listens sometimes,' ''doesn’t care,' '"is only

interested sometimes,'

says things were different when he went to
school”), The teacher felt Lhat these parents in the neutral cacegory
were really negative, that by being uninterested or ambivalent in
their attitudes toward school they were nonsupportive of their child's
school life.

As a guide for future work the teacher made what she headed
"Exploration and/or Remedial Action List," with pupils’ names grouped

under the following categories.

Mother supportive, father neutral or negative
(pupils 5, 12, 13, 18, 21, 25)

Father supportive, mother neutral or negative
(pupils 10, 15)

Both parents neutral or negative
(pupils 1, 7, 9, 11, 17, 19, 22)
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Her list included 15 names, a surprising number in a community she

had thought of as school oriented. Tt was a rather alarming discovery,
for the teacher was aware of research which showed that pupils who feel
their parents are interested in and supportive of their school life
make a more positive adjustment to school than do pupils who perceive
less parental support, particularly at the lower grade levels. They
have higher achievement, more positive attitudes toward school, and

a more healthy level of self esteem, relationships which she

observed in her own class, toco.

She headed the list as she did because she felt her first
step was further exploration. 8he could not ''judge” a home on the
basis of a child's response to two incomplete sentences. But she
could and did use these responses to point to where some exploration
should be done. She held parent conferences, made a few home visits,
and enlisted the help of the visiring teacher. Where additional
information about a home suggesred that some changes were desirable,
she was able in most cases to establish a positive enocugh relation-
ship with the parents to help them assume more supportive roles in
relation to their child's schoel life. She also used her material
as the basis for a PTA meeting, at which there was a lively discussiocon
of how parents can show interest in the child’s schoel life and what

parents can do to make the child know they are interested,.

2Luszki, M. B. and Schmuck, R., "Pupil Perceptions of Parental

Attitudes Toward School," Mental Hygiene, (in press).
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At this meeting many ideas were brought out of ways in which
parents can "support" a child's school endeavors. These were stated
in the form of questions which parents might ask themselves to help
evaluate their performance in this area. Three types of support were
identified, as indicated in the following list.

1. Intellectual suppert

Are reading and reference materials available in the home?

Do the parents encourage the child to use them and show
him how to do so?

Do parents discuss and share ideas and information?
Parents can learn from their children as well as
children from their parents.

2. Emotional support

Are parents easily available to talk with their children
when the children want to talk?

Do parents show interest in what the child is doing in
school and what he is learning? What .are some of the
ways to show interest?

3. Social support

Does the child bring his school friends home?

Do parents encourage recreational and ''character building"
activities, such as little league baseball; school
clubs and organizations?

Do parents respect his rights and his privacy,
recognizing his needs to be an individual as well
as a member of the family?

The teacher found most of the parents eager for information and
guidance, because their lack of support stemmed largely from their
failure to understand child behavior, or from their being so busy
they were not aware of the problem.

In the case of one set of parents, she felt the negative
feelings toward the child and toward school were so deep rooted
that she could not enlist their cooperation. These parents she

referred to the visiting teacher, in the hope that the visiting

teacher, with special training and more time for such work, could try
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to understand and alleviate the nonsupportive attitudes. It was clear
that the job of understanding and interpretation was a mutual one--to
interpret the school to these parents and to interpret these parents
to the school. When she made the referral to the wvisiting teacher

she was aware that she had as much to learn in understanding parents
of very different cultural background from her own as the parents had
in understanding the school. Both she and the visi;ing teacher also
recognized that they must be careful not to put further pressures and
strains on what might be already a difficult home situation. In some
extreme cases it will be necessary for the Visiting Teacher (or the
regular teacher if there is no Visiting Teacher) to make referral to
the appropriate community agency for psychiatric, psychological, andfor
social work evaluations and help.

As she worked on the problems within her classroom, she
knew she could not hope to be fully successful in changing the attitudes
of all parents. Another kind of action, then, was to help children
understand their parents better. Role playing provided a useful tool
for helping a child deal with his parents® atticudes toward school,
particularly as a springboard for discussion of why parents might
not be too interested in school and how pupils éan help ”edu;ate”
their parents.

She also recognized that there are some pupils who like
school and do well in school despite lack of support at home. Many
such cases can be attributed to positive child-teacher relationships.
Diagnostic findings indicating lack of home support for school work
presented her with adual challenge: (1) to attempt to change the

attitudes and behavior of parents through various means, and (2) to
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help compensate, through her work and relationships with the children,
for negative home influences, so that a child is able to develop a

sense of personal worth and -self-fulfillment in the classroom.

Summary and Conclusion

This chapter presents various techniques by which a teacher
can study his pupils' perceptions of their parents' attitudes toward
school. It also describes how one teacher used the data so obtained
to help the parents develop more positive attitudes toward school and
to understand their children better. But not all parents can be
changed in the desired direction, and children of such parents
present a special challenge to a teacher. T1f parents are nonsupportive
of school, there is a particular need for teacher respect, acceptance,
and support. Some educators feel that the teacher can be the "good
parent,'" both in terms of her attitudes and the time spent with the
child. Consistency of attitude and realistic standards which are
firmly adhered to are important with such children. For those who
come from cultural backgrounds different from the majority of che
class, the teacher should try to find the child's particular skills
and the contributions he can make because of this background. These
can be used to put him in a good light in relation to the other pupils.

Other educators feel that the substitute parent role is
not necessarily the most constructive relation for a teacher to have
toward children whose parents are nonsupportive of school. Many
children whose home background is school-alien receive ample love
and emotional warmth at home but there is lack of understanding of

the scheeol and its activities. The main need of such a child is a
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teacher who will stand by him and respect him as a person, someone
on whom he can depend.

These two points of view, the teacher as the "good parent"
and the teacher who respects the pupil as a person and who provides
a stable, predictable environment, are, in a sense, complementary and
are characteristics of a good teacher. 1f the teacher gives the
child support and respect, recognizing him as a unique individual,

she can go far in overcoming adverse home influences.



Chapter 8
INCOMPLETE SENTENCES
A MULTIDIMENSIONAL TOOL FOR CLASSROOM DIAGNQSIS
Incomplete sentences, or sentence completions, referred to
in Chapters 5 and 7, provide auseful means of obtaining a child's
impressions, feelings, and attitudes regarding many areas of his life.
The responses elicited by incomplete sentences are often extremely
useful clues which may be followed up by observations, conferences,
interviews or other means,

A sentence completion test is flexible, in that it can be of
varying lemgth (from about 10 to 50 items for elementary school pupils),
it can be designed to tap different areas {(e.g., family and home,
attitudes toward school, attitudes toward self, aspirations, etc.),
and it can be given varying degrees of structure, Some sentence 3tems
may give the pupil wide latitude in what he writes, Examples of such
stems are:

Children

When 1

Otber stems are structured in such a way that responses are limited
to a particular area or even & single dimension. For example, the
following stem generally elicits characteristics which children value
in the classroom peer group:

The kind of pupils I like most are

The two stems discussed in Chapter 7:
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When I talk about school, my mother

When I talk about school, my father
are also highly structured items, producing responses which can be coded
along the dimension of positive to megative affect.

Experience indicates that the most effective incomplete sen-
tences blank is one which uses varying degrees of structure and taps
several different areas. Stems which are parallel in structure or
related to a particular area should be scattered throughout the test,
for if those which are similar in form or subject matter are close
to each other, pupils are likely to repeat the same answer or become
stereotyped in their replies. Language used in the stems must be
familiar to those who are asked to complete the blank., The wording
must be unambiguous; it is necessary to be particularly alert to
avoid words which have one meaning in standard English and a quite
different meaning in slang. Also, the wording should be such that
the stem calls for a response which is meaningful and important to
the respondent. Note the following two stems:

The best things about this class are

The worst things about this class are

These are good stems, because the meanings of best and worst are clear.

They are good, also, because things presents considerable latitude.
An analysis of replies to these stems shows that responses tend to
fall into four major categories:' teacher, peers, learmning, and socio-
emotional emphasis. Finally, the use of the plural, things, permits
the pupil to list as few or as many items in the best and the worst
categories as he wishes. Marked differences have been found among

classrooms in the total number of best and worst aspects of the class

that are listed,
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The Incomplete Sentences Blank presented below has been used
in a2 large number of classrooms from the third to the twelfth grade,
for both diagnostic and research purposes, with excellent results.
Teachers will generally find it more satisfactory to copy and use this
form than to try to develop special forms for their particular
classrooms. The form might be shortened, however, by omitting stems
which tap areas in which a teacher is not interested. If new stems
are added, some pretesting is suggested to avoid two main pitfalls of
sentence completions: 1) stems which tend to elicit the same reply
from most people and hence fail to discriminate among pupils, and
2) stems in which the stimulus is so vague that there are mo common
themes or dimensions in the replies,

Incomplete Sentences are easy to administer in the classroom,
if the pupils can read and write.' Experience with the form presented
here indicates that practically all pupils in the fourth grade and
many third grade pupils can perform the task satisfactorily, if the

recommended administration procedure is followed,

Test Administration

A period of from 45 minutes to one hour should be allowed for
administration of the Incomplete Sentences Blank to elementary school
pupils. Twenty to thirty minutes is generally ample for pupils at
higher levels, even though they temd to write longer and more complex
responses. The following introduction is suggested.

Today you will be given a paper with a number of sentences

that are started but are not fimished. You are to finish

them to tell how you really feel, What you write is confidential,
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Your teacher is the only one who will see your answers, I
want your personal and private answers, for they will help
me to understand you better and to understand the class as

a whole. Everybody's answers will be different, This is

not a test, There are no right or wrong answers. Just

write the way you really feel.

Then distribute the forms and have the pupils £ill in the identifying
information at the top of the page. If pupils have been assigned a
code number (as was suggested in Chapter 1) they may prefer to use
this rather than to write their names.

When the heading has been filled in, continue by reading the
instructions on the form (see page8-6) and go over the two examples
carefully,

If there are some pupils in the class who you feel will have
difficulty in reading the sentence stems, seat them where you can read
the sentences to them with least possible disturbance of the rest of
the pupils. If a pupil deoes not understand a sentence stem, work with
him individually, repeating the stem and telling him to £ill in the
rest. Do not suggest any ways in which it might be completed, butr if
necessary refer back to the examples at the beginning of the Blank
and read them again. Do not use any other examples.

If a pupil asks, "Is this the right answer?" the reply should
be: 'Whatever you want to say. There are no right or wrong answers.
Finish each sentence to tell how you really feel,"

Particularly at the third grade level, teachers may permit
pupils to request help in spelling by raising their hands. It should

be made clear, however, that this is not a spelling test and that the
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only reason for asking for spelling help is to be sure that a reply
will be understoed. 1If a pupil cannot write well enough to complete
the blank himself, either the teacher or a competent pupil-helper can
use the blank as an interview schedule and write down the pupil's
responses,

Pupils should be seated in such a way as to minimize copying
from each other. If copying appears to be going on, say: 'l want your
personal and private answers. Everybody's answers will be different.
This is not a test. There are nc right or wrong answers., Just write
the way you really feel, Remember, nobody except your teacher will
see what you write,'

Sentence stems 21 and 27 refer to "my mother" and 16 and 37

1
' If a pupil asks about this, saying he does not have

to '"my father.'
a mother or a father, tell him to put an X through the sentence and
leave it blank. Make it clear that all other stems should be answered

in -a way which completes the sentence. It is sometimes necessary to

specify that "Don't know' is not an acceptable answer.



INCOMPLETE SENTENCES BLANK

Code No.
Name Date
(Last) (First)
Teacher Grade

On the lines below you will find a number of sentences which are
started but are not finished. Complete each sentence to tell how you
really feel. Let's try an example. Suppose the sentence reads:

A, Today I want to

To complete this sentence you might write, '"play ball," "get a good
grade," "finish my homework early so I can go to a show," or many,
many other things, depending on what you really want. Here's another
harder one:

B, Compared with most years, this one

To finish this sentence you might write: 'didn't have as much snow,"
"was about the same as most years,'" 'was more interesting for me,'' or
many other things to tell how you feel this year was alike or different
from most years.

Now start with the first sentence below, telling how you really feel,
Do every one. Be sure to make a whole sentence. There are no right
or wrong answers, Each person will have different sentences. Hand
in your paper as soon as you have fimished.

1. Compared with most families, mine

2. I am best when

3. My schoolwork

4. Some day I

5. Studying is




6. Many times I think I am

7. I learn best when

8. If someone makes fun of me, I

9, Mothers should learn that
10. When I look at other boys and girls and then look at myself, I feel

11. A nice thing about my family

12, Homework is

13, When I grow up I want to be

14. The best things about this class are
15. I get in trouble when

16. I wish my father

17. Llearning out of bocks is

18, If I could be someone else 1

19. 1If only teachers
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.20, When I am by myself

21, When I talk about school, my mother

22, To keep from getting into a fight, you must
23, I am happlest when

24, Fathers should learn that

25. To get along well in a group, you have to
26, I can't learn when

27. I wish my mother

28, Making friends 18 hard if

29, What I like to do most is

30. If I should fail in school _

31, When I look in the mirror, I

32, My family treats me like_

33. In class, working by myself is




8-9

34, When I am older

35. The worst things about this class are
36. A mother is nice when

37. When I talk about school, my father
38. I get mad when

39. Most of all I want to

40. A father is nice when

41, In class, working with others is
42, At home I

43, { often wish

44. My teacher thinks I am

45. 1If I were a parent L

46.

This school
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Scoring and Interpretation

Material from the Incomplete Sentences can be used in several
ways. In the hands of the school psychologist or other trained
clinician the responses, taken as a whole, can be used in evaluating
the overall adjustment of a pupil. The content may be analyzed from
the point of view of emotional quality, including such factors as
positiveness vs. negativeness of attitude and affect, degree of
spontaneity or iphibition, intensity of feeling, frankmness or evasive-
ness, etc. An analysis of this sort, however, is a job for the
skilled and experien:edhclinician. if a pupil's responses are quite
atypical, a teacher may want to discuss them with a person trained
in interpreting psychological test material. Used in this way, the
Incomplete Sentences may be seen as a case finding tool to help
in the identification of those pupils who would benefit from child
guidance services.

The major use of sentence completion data in the classrocom,
however, is to permit the development of indices relevant to class-
room diagnosis. For this purpose, a cluster of selected stems
relating to a partic&iar content area is coded quamntitatively. One
example is che self»ésteem index described in Chapter 5, in which
stems 6, 10, and 31 are used. Another example is found in Chapter 7,
based on stems 21 and 37, where positive, neutral, or negative values
are assigned to the pupil's perception of his parents' attitudes
toward school. In both of these cases, the stems were coded on
a three-point scale, with designations of plus (+), neutral (0), and

minus (-). For more accurate coding and greater discrimination among

pupils, a five-point scale is recommended, as described below.
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Each response to a particular stem is scored on a scale
from 1 to 5. The score represents the weight assigned to a response
in terms of its rated positiveness or adequacy of adjustment.1 The
important variable to be rated in each instance is on a continuum
between what is considered a psychologically healthy attitude or
relationship and a psychologically unhealthy one, Healthy attitudes
are positive, realistic attitudes expressing feelings of liking for
people, school, activities, and the 1like, or interest and/or partici-
pation in these things or activities. An unhealthy attitude is
defined as one suggesting hostility, defiance, conflict, overconformity,
withdrewal, inadequacy, or the feeling of being disliked or not

accepted by others,

Scoring Principles
In general, the better the adjustment which & response
indicates, the higher the score assigned to it. For each item, the

neutral response is the midpoint on the scale and is scored 3. It

is important that this midpoint be kept clearly in mind. There are
several types of neutral responses. First are those which are purely

descriptive, as for example, "My schoolwork is arithmetic, English,

and history," or "Learning out of books is one way of learning."

Such responses express neither positive nor negative feeling, and
hence are considered neutral. They might, of course, represent a
deliberate attempt to be noncommittal or evasive, but determinations

of this sort fall in the area of clinical judgment and are beyond

1The scoring system used is adapted from that presented by Leslie F,
Malpass and Forrest B. Tyler in an unpublished paper, '"Validation

of the Incomplete'Sentences Test of School Adjustment."
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the scope of this pamphlet. Experience has shown that such factors
do not invalidate scoring which is done objectively on the basis of
definite scoring criteria. Through the methods described here a
good degree of reliability and validity can be obtained.

Other responses are more clearly neutral, or at the midpoint
of a scale, as for example, "My schoolwork is average." This indicates
neither like nor dislike, good or bad, neither positive nor negative
reaction. A third type of neutral response is the ambivalent or
compound response, the parts of which approximately balance or
cancel out each othef, so that the resultant is about neutral, as

for example, "Studying is sometimes fun, sometimes not fun,"

After the scorer has the midpoint of respomses for a
particular stem clearly in mind, he must then decide whether the
response he is scoring is at that midpoint or whether it is in
the positive or the negative direction., If it is positive, it will
be scored 5 or 4, depending on how strongly positive it is, a score
of 5 being the more positive. If it is negative, it will be scored 2

or 1, depending on the degree of negativity, 1 being the more negative.

Positive responses are those indicat}ng positive attitudes
toward school, the self, the family, or whatever aspect of the pupil's
life is dealt with in that particular sentence stem, Whether a
response is scored 5 or 4 depends on the degree of attraction toward,
liking for, positive feeling about, happiness or satisfaction with,
hopefulness, or optimism expressed. The two points on the positive
end of the scale are described below,

Responses scored 5 are those indicating-agood feeling

towards others, the family, or the self; liking for or healthy
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attitudes about schocl; interest and/or participation in school
activities; realistic attitudes. toward regulations and rules; good
interperscnal relationships; healthy spontanéity; realistic énd
positive attitudes toward the future; etc. Some examples are:

a, This school is a. lot of fun..

b. This school is something I like to attend.

¢, Homework is one of the most important things to me.
I like homework.

d. Homework is very helpful to me,.

Examples a and ¢ aboéé appear somewhat more positive than do b and
d, but they are all ;ositive enough to justify a score of 5.
Responses in this category show a feeling of realistic competence,
or indicate a healthy outgoingness (but not extreme), express a
feeling of being genuinely liked and not simply because of special
abilities or possessions, or they show a genuine liking for teachers
and peers as people, or a real liking for school and school work.
Similar responses, but with slight qualifying aspects, are included
in this category. Most humor would be scored as 5.

Responses scored 4 indicate a general or mild satisfaction

with, acceptance of, interest in, or liking for the aspect of the
pupil's life covered in the stem. A response scored 4 presumes an
acceptable adjustment on the part of the respondent. Positive
responses with significant qualifying aspects are also scored 4 if
the positive statement is only partially balanced off by a negative

element, e.g.: '"This school is fine, except for some of the kids."

Respect (as opposed to liking), "OK,'" or "all right," and similar
responses that are just a little on the positive side of neutral

fall into this category.
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Neutral responses, scored 3, are described and illustrated

above, These may express a neutral attitude, they may represent a
combination of positive and negative feelings which approximately
balance each other, or they may be purely descriptive. Responses
which are essentially a repetition of the stem (e.g., "I get mad
when I get mad," or "I learn best when I _learn.) are generally
scored 3.

The evasive or noncommittal response deserves épecial note,
A pupil may want to avoid any risk by describing his feeling in a
way that says practically nothing. Occasional responses of this
sort may be scored 3 and otherwise disregarded, but when a pupil
gives a large number of such responses, it may prove fruitful to
have a special conference with him. The purpose of such a conference
is first to try to understand him better as a person and why he
needs to be so guarded and cautious, and second to obtain information
about whether his general attitude leans in the direction of
positiveness or negativeness. In such a meeting, the teacher might
say, for example, 'You said, 'I learn best when I learn.' Now, can
you tell me more about that?' Through such inquiry the teacher
may be able to obtain non-neutral responses which will help him in
making a better estimation of the pupil's attitudes and classroom
adjustment. When such elaborations are made by pupils, the teacher
can add them to the form and rescore the items to which they pertain.

Negative responses are those indicating unwholesome or

unhealthy attitudes toward school, self, family, peers, etc., and

which thus suggest school or personal maladjustment. Hostility,
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pessimism, derogation, rebelliousmess, lack of success, and non-
acceptance are typical or negative responses, The two scores on
the negative part of the scale are described below.

Responses scored 2 represent a gemeral but relatively

minor degree of dissatisfaction, distaste, or worry, mild feelings
of resentment, and other kinds of negative reactions which do not

seem to be deep-seated or overwhelming, as for example, "Studying

is usually dull," and "My schoolwork isn't much fun.'" This category

also includes negative comments with minor positive aspects; over-

conforming behavior; slight to moderate inadequacy and inferiority

feelings; achievement solely to please others; and lack of interest
and/or participation in school activities.

Responses scored 1 are those which indicate more serious

malad justment or negative feelings. Clearcut and rather strong
feelings of inferiority or inadequacy, dislike for, rebellion against,
or relatively intense difficulties with school, family, peers, etc.,
and lack of interest and/or participation in school activities |
fall into this category. Also included in this category are responses
indicating severe conflict or malad justment: extremely strong resent-
ment, open hostility or sullemnness, marked defeatism and social
isolation, feelings of worthlessness, active dislike and opposition
to teacher, peers, family, school, etc. Some examples are:

a. Studying is depressing.

b, My schoolwork is_ crummy.

c. My schoolwork gives me the creeps.

d. This school I hate.
Examples ¢ and d are more negative than are a and b, but they are

all sufficiently negative to justify a.score of 1.
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These are the categories, 1 through 5, which constitute
the scoring scale. The definitions given above should provide suf-
ficient guidelines for coding of those stems which a teacher wishes
to use quantitatively. There are, however, a few other scoring con-
sideratiocns.

Most important is the problem of omitted responses or
those answered with a question mark or "Don't know." Wherever .
possible it is desirable to return the form for completion of the
unanswered items. Where this is not feasible, they are coded 0
and are not included in the computation of an index, as explained
below. Incomplete or fragmentary responses are also scored 0 unless
there 'is enough feeling included in the response to permit its
positive or negative evaluation. Wherever possible, such responses
are scored according to the degree of feeling expressed. For

It

example, "This school doesn't have...' seems to represent at least

some mild discontent with school and would be scored 2.

Computing an Index
One group of stems which it is particularly useful to
code are those related to a pupil's feelings about school. They are;

3. My schoolwork

5. Studying is

12. Homework is

17. Learning out of books is

46. This school

When these five stems are coded according to the principles

given above, .the total score is obtained and this total is divided
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by the number of stems involved, that is, by 5 if all the stems are
answered. In other words, the average code value is obtained for
this group of stems, and this is designated as the "school adjustment
index." The following examples drawn from the sixth grade-class
discussed in Chapter 7 are illustrative. After each of the-sentences
is a number showing the way that response was coded.

First is a boy (Pupil 1) whose school orientation, as
indicated by his replies, was rather positive. He-wrote:

My schoolwork is fun so I get all of it done, as much

as possible I can {sic). {5)

Studying is helpful because you learn something useful to

you. (5)

Homework is fun but sometimes it is boring. (4)

Learning out of books is a pood thing to do but when someone

explains it I learn more. {(4)

This school is pretty good, but the one I went to last vyear

was better. (2)

Another boy (Pupil 2) was slightly more ambivalent in his
feelings about school. His replies suggest that he might profit by
some special help from his teacher, His replies provide a good
illustration of .the importance of using the qualitative as well as the
quantitative aspects of Incomplete Sentences.

My schoolwork is good, all but arithmetic. (4)

Studying is a little hard for me. (2)

Homework is all right, but sometimes T don't understand

it. Sometimes my Dad don't too. (2)
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Learning out of books is fun. (5)
This school is 0.K. (4)
A quite negative picture was presented by a girl (Pupil 3), who wrote:

My schoolwork is fair but I hate to do book reports and 1

play too much. (2)

Studying is boring for me unless someone is helping me. (2)

Homework is very boring. T hate to stay in the house to

do- homework. (1)

Learning out of books is not hard but 1 could learn more

if the teacher told me. (2)

This school is crappy and I'm leaving it socn. (1)

For each pupil the teacher added together the scores for
2 the five sentences and divided this total by 5 to get,K the average
score of "“school adjustment index." The results for the three

examples given above are as follows:

Pupil Total Score School Adjustment
Index
1 20 4.0
2 17 3.4
3 8 1.6

For these three pupils she could have used the total score for
comparative purposes just as well as the index, but there were
a few-pupils who did not complete all five sentences. Because of
this the average score or "index'" is more useful.

When she compared each pupil's School Adjustment Index
with his responses on the twe stems dealing with parents' attitudes
toward school, discussed in Chapter 7, she found that most pupils
who thought their parents liked to have them talk about school had

a positive-attitude toward school.
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Multiple Choice Sentence Completions

An alternative form of sentence completions which is less
time consuming and easier for the teacher to score is multiple choice
sentence completions. By counting the number of pupils who select
.each.of the:dififerent alternatives, the teacher can obtain.a.picture
of pupils' opinions and attitudes on various aspects of school. This
form has been used successfully in the third grade as well as at higher

levels. 1t is as follows:
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MULTIPLE CHOICE SENTENCE COMPLETIONS

Code No.
Name , Age Date
Teacher Grade School

On the attached form are a number of sentences that are
started but are not finished. Below each sentence that has been started
are gome-different ways that it might be finished. You are to put an X
in front of the one that makes the sentence most true for you. There
are no right or wrong answers. The way you feel about things is what
counts.

Now let's try an example. Suppose the sentence reads:

A. Today I want to
____ play ball.
____ get'a good grade.
g0 to a movie.

Suppose that what you want most today, of the three choices listed,
is to go to a movie. To show that this is your choice, you would put
an X on the line in front of the words, go to a movie, as has been
done in the example.

Are there any questions?

Start with the first sentence below and put an X in front of the one
-ending that makes the sentence most nearly true for you. Do every
one. There are no right or wrong answers., This is not a test.

What is right for you would not necessarily be right for somebody
-else. Put an X in front of the one sentence ending that comes closest
to the way youw really feel. Hand in your paper as soon as you have
finished. Remember, complete each sentence with only one X, that is
put an X only in front of the one ending that makes the sentence true
for you.

1. My scheoolwork

is a lot of fun,
is sometimes fun.
isn't much fun.

is not fun at all.

1

2. Learning from books is
very interesting,
interesting sometimes.
sometimes dull.

very dull and boring.
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Studying is

__a lot of fun.
sometimes fun
not much fun.
not fun at all.

The best thing about this class is
the kids in it.

the things we learn.

recess.

the teacher.

the fun we have in class.

T

My schoolwork

is very easy for me.
___is sort of easy.
__is sort of hard.
___ is very hard,
I learn best when
I work by myself.
I work with a friend.
_ I work in a group.

If only teachers
would make us work harder.
wouldn't make us work s¢ hard.

In class, working with others is
. the best way for me to learn.
sometimes good, sometimes not.
not as good as working alone.
a waste of time for me,.

My schoolwork

__is very interesting.
__ is interesting sometimes.

_ is sometimes dull.

_ 1is very dull and boring.

Learning from books is

___ a good way to learn.

goed, but I can learn more in cother ways.
not a very good way to learn.

not at all a good way to learn.

Studying is

very interesting.
interesting sometimes.
sometimes dull,

very dull and boring.

1]
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13.

14,

15.

16.

17.

18.

19.

20.
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The worst thing about this class is

the kids in it.

the things we have to study.

___ the teacher.

___ that we almost never have fun.

that we have to stay in school too long.

I can't learn when

_ I work by myself.
I work with a friend.
_ I work in a group.

If only teachers

___would tell us just what they want.

___would give us more chance te work things out
ourselves.

If I should fail in school
__I'd try to do better.
__1'd wish I had studied more.
____1'd feel ashamed.

____1'd quit school.

In class, working with others is
a lot of fun.

sometimes fun.

not much fun.

not fun at all.

Most of all 1 want to
____ be rich,
__ be smart and know a lot,.
_____have a lot of friends.
___ be able to get others to do what I want them to do.
Homework is
____ very interesting.
interesting sometimes.
. sometimes dull.
___ very dull and boring.

When I talk about school, my mother
__ does net listen.

sometimes listens.
__ listens most of the time.
____ is very interested,
I learn best when
___ the teacher helps me.
another pupil helps me.
someone in my family helps me.
I can work it out for myself.
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22,

23.

24,

25.

26.

27.

28.

29.
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In class, working by myself is
a lot of fun.

sometimes fun.

not much fun.

net fun at all.

NN

1f I should fail in school
I'd be mad at the teacher.
I'd be mad at myself.

1'd say it was tough luck.
It wouldn't be my fault.

Studying is

very helpful to me.

helpful if there is not too much.
not very helpful for me.

a waste of time for me.

NN

In class, working by myself is

very easy.

easier than working with others.
harder than working with others.
very hard.

Ny

If only teachers
would make us behave better.
would trust us more on our own.

1 am happiest when

am with a friend.

am with my family at home.
am alone.

am in school.

i

Homework is

___ very helpful to me.

helpful if there is not too much.
not very helpful for me.

a waste of time.

In class, working with others is
Very easy.

easier than working by yourself.
harder than working by yourself.
very hard.

|11

When I talk about school, my father
__ lis very interested.

listens most of the time.
sometimes listens.

does not listen.

||
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30. 1In class, working by myself is

the best way for me to learn.
sometimes good, sometimes not.

not as good as working with a group.
a waste of time.

31. This school

is my idea of a good school.

is 0.K. but it could be better,
isn't very good.

is pretty bad--I don't like it.

T

It will be noted that this form uses only 17 of the-stems
contai:ned in the Incomplete Sentences Blank, and that some of the stems
which are used are presented with two or three different sets of
alternatives. These .choices are based on the most frequent responses
obtained on the free answer form.

The content of this multiple choice form is closely related to
school and school activities. The Incomplete Sentences Blank has
a much broader coverage, with stems related to parents and family,
future and vocational interests, self percept and degree of self
satisfaction, conditions for positive self feeling, and interpersonal
relations. It is important for the teacher to consider the area or
areas in which she wishes to obtain data and to use the form
which is more appropriate, or to modify these forms to suit his

particular needs,
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PLANNING AND ACCOMPLISHING CLASSROOM DIAGNOSIS

The preceding . chapters have presented tools for assessing
a number of different factors related to the learning atmosphere
in the classroom. Each of these tools is important in its own
right and can be used independently for a specific purpose. From
the practical point of view, however, they should be put together
in an appropriate package for use by the teacher in his special
situation,

A doctor, in diagnosing a patient, selects a few tests and
laboratory procedures from among the large number available,
choosing them on the basis of their relevance for that patient's
history and complaints. It is rare that he selects only one,
for he needs data of different kinds which he can integrate in
making a diagnosis. In the same way the teacher, on the basis
of his knowledge and experience with a class, will feel that
certain of the tools presented are more relevant to problems
manifested by his current class than are other tools. Like the
doctor, he can do a better diagnostic job if he uses a combinatiom
of tools than if he uses only one. With an appropriétely selected
combination he will obtain a variety of data which will permit him
to look at the problem from different perspectives. A combination
of instruments is more practical, too, for it enables data to be
gathered more economically, and the use of a variety of tools helps

to maintain a high level of pupil intevrest,
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The teacher will want to plan his program of classroom
diagnosis before the academic year begins. This will allow him
to utilize the tools at the most opportune times and in the best
sequence. Some informatiom about pupils is more crucial early
in the year. Other diagnosis is not useful until the pupils
have developed into a gmup or until the class has had time to
experience several methods of subject matter learning. Still
other tools may be more or less valuable depending on the kind
of pupils the teacher has,

Although it is very useful for the teacher to set out a
general plan for a year's data collection, the plan should be
flexible, and he might alsc keep in mind a reservoir of techniques
for unexpected occurrences, For instance, the teacher in the
course of the year may try a new teaching method or curriculum
plan, He may be interested in evaluating the effectiveness of
the new technique by receiving reactioms from the students,
Another possibility is that a student or group of students may
suggest a new classroom practice and the teacher might encourage
them to evaluate its effects. 1In such a case he will need
questionnaires that the students can use, score, and analyze.

Even though the teacher should have a reservoir of diag-
nostic tools ready at all times, he should also have a genexal
plan for the entire year. For instance, the beginning of the
fall term would be a good time to collect information from the
students about the forces outside of school that may be influ-
encing them. Diagnostic methods described in Chapter 6 would

be used for this purpose, Also, the ways in which a child
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perceives his parents' orientations to school would be useful
information early in the year. Tools described in Chapter 7 on
parental influences on school adjustment could be used here. For
both these purposes, the teacher may wish to make use of some of
the sentence completion items presented in Chapter 8.

As the year progresses and interaction among pupils increéses,
the teacher can begin to diagnose classroom processes and pupil
relations. Diagnostic methods from Chapters 1,2,3,4, and 5 all
should be useful for this purpose. The teacher might use instru-

ments from Chapter 1, Social Relationships in the Classroom, and

Chapter 3, Classrcom Norms, in combination. By so doing he couid

get a view of the positivity of peer relationships and the shared
attitudes which the pupils have about classroom life, Using one
tool without the other, indeed, could be misleading. Positive
peer relationships without supportive norms for learning and
classroom participation leads to 'cohesiveness' about not working
and producing. Conversely, supportive norms without positive
relationships may not be effective, for even though the students
tend to agree about high classroom production standards, they

do not feel comfortable in a rather hostile peer group climate.
Usually, positive relationships and suppdrtive norms go together
but this is not always true.

The teacher would have to plan well ahead to make use of
the measures on pupil-teacher interaction described in Chapter &,
In order to collect interaction data, he will need to have another
teacher assist him, or he will have to train some students to do

the job., The former is preferable, at least the first time the
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teacher tries this. The teacher should plan to collect interaction
data during class periods when considerable discussion is anticipated.
He might also plan ahead to a time when he is consciously trying
a new teaching method which involves interaction. Classroom obser-
vation during long periods of seat work or subgroup work would of
course be inefficient and not allow for the insights afforded when
the teacher is communicating with many students.

The teacher can use the tools discussed in Chapter 2,

Assessing the Classroom Learning Climate, at many points during

the year. Both the general climate and specific pupil reactions

may be diagnosed with these tools. The teacher may wish to

evaluate the general climate after the fifth or sixth week of

school to see if he should make any major modifications in his teach-
ing. He may use the tcols for more specific reactions, on the other
hand, immediately after trying out a new practice or lesson plan.

In either case, tools used to assess the learning climate in the class-
room are useful additions to the usual academic testing done by the
teacher.

To aid in understanding the personalities of his pupils and
to evaluate their mental health, a teacher may want to use the Incomplete
Sentences Blank presented in Chapter 8 during the first week of school
as part of getting acquainted. By studying the responses to various
stems, he is able to learn, among other things, how the child sees
himself, how he views his parents' attitudes toward school, how he
evaluates his competence as a student, and what are his aspirations
for the future. At this time or later, the teacher who is concerned

about the mental health of individual pupils may also want to use some
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of the other tools described in Chapter 5. If, early in the school
year, the teacher can obtain information about the pupil's perceptions
of himself and abaut cther aspects of his persconality, areas of mal-
adjustment can be spotted and remedial action started immediately.
Keeping in mind that the teacher should have several tools
available for use at any time during the year, it is helpful to plan
a general program of diagnosis with specific dates: Here is what a
sample calendar of diagnostic events might look like:
Sept. 10: Family background information is collected
(Chapter 7).
The teacher appraises forces outside the school
which influence the child (Chapter 6).
The Incomplete Sentences Blank is used to obtain
a multidimensional view of the pupil (Chapter 8).
Oct. 8: Social relationships data (Chapter 1).
Classroom norms (Chapter 3).
Ocr. 22: (Teacher tries a unit involving a lot of interaction)
A teacher-ceolleague observes (Chapter 4).
Pupils are asked to react to the unit (Chapter 2).
Nov. 19: Self concepts of pupils are assessed again, this
time in a direct manner (Chapter 5).
Dec. 8: Three low-achieving, low self-esteem pupils are
chosen for a special conference with the teacher.
The teacher reviews tools previously filled out

by these students.
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Feb, 4:‘ (Conferences with parents are the following week)
Pupils' perceptions of parental attitudes toward
school are assessed. (Chapter 7).,
March 11: The general learning climate is assessed (Chapter 2),
May 13: Social relationships (Chapter 1) and classroom
norms (Chapter 3) are assessed again to
measure changes during the year.

This calendar of diagnostic events is one general example
of a sequence a teacher may wish to follow in using the tools in
this pamphlet. There are many other possibilities, One teacher
may want to collect data on his pupils' perceptions of their
parents' attitudes toward school very early in the fall. In
this way he would be able te show parents ways in which they
could be more supportive of their child's school activities.
Another teacher may wish to assess the general learning climate
before he does any testing of the social relationships or class-
room norms, Any number of different sequences can be developed.
One teacher might start out assessing the self-esteem of his
pupils, while another might try to collect data on the experiences
the children in his class had last year and what their expectations
are for the present year. In any case, the teacher should use
the instruments in ways he feels most gppropriate to his situation,

One fourth grade teacher, Mrs, X, was aided by the use of
.some of the tools in the booklet in the following program. Mrs. X
hoped to get to know her students well and to obtain immediate
reactions from them about specific learning experiences. Oan the

first day of school she told her pupils that it would help her to
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become acquainted with them if they would give her some information
about their homes and families. She used some of the questions in
Chapter 7. She wanted to know about the educational levels of the
parents, whether or not the mother worked; and, if so, what provi-
sions there were for the children after school. She hoped to use
the information on educational levels in preparing for the parent-
teacher conferences that year. In the past, she had assumed that
the parents were more sophisticated about the schools than they
really were, She decided to have some information about them

this time, at least some facts about their educational backgrounds.
She also was concerned about the students' life after school.

Two years before she had not allowed certai; pupils to stay around
the classroom after school hours. Of course, most of her pupils
did not wish to stay, but a few did, This in itself should have
been a clue that these children needed some special assistance.
Later, she found that these children had to go home to a vacant
house and feared to do this, In the present year she wanted to
know about the after.school activities of her pupils so that she
would not make this sort of mistake again.

After about four weeks, she presented some of the sociometric
questions of Chapter 1 to her students., She said that answers to
these questions would help her to kmow the pupils better. Mrs, X
knew how important it was to a child's self-esteem and social
adjustment for him to have some friendships, Further, she knew
that pupils with low personal esteem tend to dislike school,
especially when they do not perform up toe their capacity. Further-

more, students with low self-esteem usually do not utilize their
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abilities highly. With these things in mind, she felr that it was
very important to discover which pupils lacked friends. To these
pupils she would try to give special acttention and to see that
they derived some prestige from their peers at least occasionally,

Along with the sociometric questions, she administered
some of the items used to assess classroom norms. Even though
Mrs, X felt that she already knew these pupils very well, she was
aware of the difficulty of understanding the group feelings of the
class. She had had experiences with other classes ia which she
was surprised to find that the students shared attitudes which
were quite different from those she was trying to put across.
Since making use of a few questions from Chapter 3 would take s¢ little
time, she decided to assess s ome of the norms in this class,

During that winter, Mrs. X tried the technique of role-
playing in one of her units. She had never used it before and so
decided to get the students' reactions before continuing. She
used questions from Chapter 2. The initial reactions were negative,
but Mrs, X still felt there was some merit in vole-playing as a
technique for learning. She asked a fellow teacher with a free
hour to observe her as she introduced and warmed up the students
to a second set of role-playing episodes. Together, the two
teachers decided to use some of the observational procedures
described in Chapter 4. After the second attempt at role-playing,
the teacher once again administered a few of the questioms from
Chapter 2 on reactions to specific learnings.

While trying out role-playing in her classroom, Mrs. X

observed that four students were very embarrassed about themselves
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and self-~depreciating as well while acting in the skits. She
decided to ask her class to fill out the Incomplete Sentence
Blank as described in Chapter 8., She anélysed the results for
all of the pupils but took special interest in the sentences of
those four students who had difficulty in role-playing. She then
planned a special conference with each of these students. Later
in the spring, when she gave the entire class some sociometric
and classroom norms questions a second time to measure change,
she also included the Incomplete Sentence Blank again. This
time she did not have encugh time to analyse all of the completed
sentences so she focused on the seif—esteem items, Imn this way,
she was able to see if any change had occurred in the self-
perceptions of the students with whom she had done special work
as well as the rest of her students.

Mrs. X made effective use of many of the tools in chis
pamphlet. By planning ahead she used the tools at the most
appropriate times and was able to get helpful information from
the students on how they were reacting to the classroom group
and to her. Of course, she could have used the tcols im many
other ways. Indeed, the following year she did. Both years
were similar, however, in that the questionnaires helped her
to achieve closer relationships with more of the students and

to raise the school interest and achievement levels of some

of them.
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Surmary and Conclusion

This chapter describes some ways in which the tools presented
in this pamphlet might be put together systematically. The teacher
is advised to prepare a definite but flexible plan of action for
diagnosis before the school year begins. Some of the tools are
more appropriate than others for the first week of class. For
instance, questions about family and the students' relacioms with
people outside the school can be asked prior to questions about
social relationships and norms in the classroom group. The tools
for measuring classroom factors do not become relevant until the
students have related to one another and have become established
as a group.

Other tools should be kept in mind to be used whenever the
teacher wants to receive information on how close he has come to
reaching his objectives. Such tools sare those on classroom
observation and assessing learning atmospheres. The teacher
is advised also to remain flexible from year to year in usiné
the tools most relevant to the current class, From the variety
of tools presented, most teachers will be able to prepare an
appropriate diagnostic kit which, if used properiy, will be of

substantial help.
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