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ABSTRACT S :
- The purpose of this study was to generate z theory of
role personalization grounded in deta obtained frcm beginning
secondary teachers. Role personalization is defined as the way
becinning teachers adapt the teacher role to meet their own needs,
vhile at the same time being sdcialized into the role demanded by
others. Ten beginning secondary teachers participated in the study
during their first and third years of teaching. Pour major motivating
needs were expressed by teachers entering their first year of
teaching: the needs for respect, liking, belonging, and sense of
competence. Three years later they still focused on these four major

" needs, but the need for respect had less salience. A fifth need, for

variety, emerged after three years of teaching. The teachers® concept
of themselves, the role ideal, probleass, and perceptions of others
‘changed very little from the first to the third year, although
perceptions of their own competence were strengthened. The teachers®
needs-disposition permeated their perceptions of role, self, )
probleas, and others, which, in turm, affected the behaviors they .
.chose in enacting the rcle of teacher. Barly in their role adoption
as teachers they sought to present theaselves as competent and like
their ideal, by achieving control of students and not asking for help
from peers. Later they sought to present themselves in a manner that
would gain student affection. By the third year, in keeping uith ~
their growing need for variety, they began to present’ themselves as-
innovative and willing to try new things. (Jp)
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The role assumption of beginning teachers has receixed 1imited h
attention froﬁ educational researchers (Becker, 1952; Edéy; 1969; Lortie,-
1966). Instead the results of teacher role transition studies based on
data from student teachers hqve been generalized to the new teacher.* Such o
generalizafions disregard the unique nature of the beginning teachers roleq '
assbmption. The purpose of th%s stuqy was to ggnerate a theory of rolg
personalizqtion gfounded in data obtained from beginning secondary teachers.
Role personalization i§ definéd here as the way begiﬁning teachers hdapt.
the teacher role to meet their own needs, whi]g at the same time being
:sociéﬁggé& to the role demanded by others (Getzels and Thelen, 1960).

In education and éducatioﬁ;related fields, authors have failed to
present substantive theories of the process of teacher development.
~ Waller's classic work (1961), originally written in 1932, stood for years
as the definitive study of the spciolqu of teaching, not necessarily
because of its validity. but primarily because no one ventured d]ternatjves.

More recently educators have advanced argumerits on the most

influential reference groups in the socialization of new teachers. Research
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was presented stressing the.¢bntribution of éarly childhood r&]e models
(Nﬁééht and Sherman, 1963), teacher preparation programs (Iannacconne,
1953), cultural and institutional milijeux (Horowitz, 1968), school norm
groups (Joyce, 1963; Walberg, 1968), and students (Jackson, 1956). However,
no single source of socializétion:hai bgen shown to have a decisive effgct
on role choice or role enactment for all teachers. )
Research has also been concerned with the problems and fears of new
teachers (Hermanowitz, 1966; Fuchs, 1969), their role conflicts (Braga,
1972), and their attitude changes‘(Ayérs, 1972). However, these studies
qga1ing thh socializing inf]uen;es and personality variables have not
yielded any comprehensive theory of teachers' adaptive behgviors. Speéif-

ically, an integrated model of role personalization is needed.

. METHOD

-

A érounded theory research procedure, developed by G]a;er'aqd
Strauss (1967), was utilized to gather and analyze data for h&pothesis
generation on teacher role personalization. Data were gathéred from inter-
views, observations, and written statements of concern obtained from
beginning-;econdary'teachers. They were then analyzed using a comparative
analysis technique by'which the_information was coded and arranged into
categories, and further subdivided into properties. Tentative hypotheses
were developed on the basis of the categories and'their'properties. These
hypotheses were then used to direct further interviews and observations.
‘Alternate data gatheripg and analysis phases, carried on over a three-year
period, led to the generation of a substantive thenry of the role personal-

jzation of beginning teachers. With refinement and expansion, this




o substantive theory based on'data from a closely defined situation should

.Tead to, the development of a formal theory of role personalization. ¢ 1

-

DATA SOURCE

Ten Seginning secondary teachers in a Southwestern metropolitan
school district participated in the study during their first and third
year of teachfing. Selected on the assumption that the differences among g
~ihe particirants would facilitate the di§cogery 0. theoretical categories,
proparties, and interrelationships (Glaser and Strauss, 1967), the teachers
varied in age, sex, teaching area, backgrcund, and school environment.‘ A1l

teachers voluntarily participated.
. . - RESULTS b

. Three interrelated categories of teacher personé]ization emerged
from the data: needs, perceptions, and'behavibrs. It was determined that
?our_specific’ueeds are most salient during early role transifion. These
basic needs wer; in turn proposed to affect the teachers perceptions'of
self, tﬁe role ideal, role-related problems, aﬁd'con%ext-specifi; persons.
Finally it waé submitted that perceptions inf]uénced thé teachérﬁ' presen-

tation of self. problem responses, anu relations with others. . R

Tgacher Needs

-Four major motiyvating needs were verbalized by the teachers of
E; ) . this study upon first entering the new occupationzl role. Not surprisingly,

the teachers revealed the need for respect, 1iking, and belonging, as well

as a pervasive need for-a sense of. competence. This fourth need for a

€®~ =

© - _sense of competence’is one that is supported by the fulfillment of the
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first tﬁree needs, but is not iimited to them. It is.; sel€-judged state -
of fitness, capability, or capacity to carry on transactions with the

environment, and Fesu]t; in the individual's self maintenance and growth

(White, 1963, p. 73). Three\yedrs later the teachers still focused on

these fouﬁ rmajor needs, but the need for_respect had less salience. "

Liking, belonging, and a sense of competence were still apparent needs of

the teachers from .their comments about the ideal teacher, the rewards of

the j5b, and their goals. A fjfth need for variety, however, had appeared

in the ;eachers remarks. As the novelty of the néw job decreases third

year teachers mﬁs% often purposely create the.situations they need to

maintain interest. Linton mentions this need-for rglief from boredom

(1955) as a primary motivator of human behavior.

Teacher Perceptions . ®
-4

The teachers' concépt of self, the role ideal, problems, and
-berceptions of others formed the major divisions of’the perceptions
category. Few changes were exhibited in perceptibns from the first -year
to the third. As .one migﬁt expect, the teachers did change in their

perceptions of their own.competence, but they tended to view the ideal

-—

5
teacher and the problems of teaching much as they had upon entry.

Perception elements. The ideal teacher, described in the early

sess%ons in traits (respec%ed, KhowTedgeable, fair) was more often
described in the first year-end session through behaviors. At the end
of the third year, behavior descriptions}were stiTh the érimary mode of
ideal teacher d2lineation. A agscriptive mode which focused on résults;

.or, "what the students need,” was found in only one instance.

v
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Those teachers who were ihiéially characterized by either a
tendency to d?ny or to affirm the presence of problems were still prone to \\\ *
see situations from the same oFientation. They were also Tikely to exhibit -
the same opt?ﬁism or pessimism in problem solution which they had exhibited
earTier,’and the same mode of cooperative or competitive solution to thé
problems. . Co . - o
The teachers began their first year frequently perceiving themselves
as the source of their problem;, though gome blamed others, and soine blamed
the sjtuation. By the end of the first year, self blame’ had moderated and
the teachers were sharing the blame. ‘R%ter three years most teachers
“{eight of ten) continueé to ;hare the blame with others and the situation.
Those who persisted-in-blaming themselves were the ones who alsg described
the greatest numoer of anxiety symptoms (headaches, cramps, nightmares,
sleeplessness).
The teachers' perceptions of Bthers was a distinct variable among
‘the teachers. Though most‘teachers acknowledged the impo;tante of their
. relations with the general student population, each teacher showed a
distinct pattern of relating to the six refenence groups with whom they
“came .in touch as a teacher. The teachers'e;hibited focus on three
"orientations, each‘presented in both a specialiied and a brqad’féference
group. A client orien;ation was abservéd in a student special interest

-—

group focus, and a general student focus. A peer orientation appeared in

»

a special subject colleague group focus and a general local facuTty group.

students' parents. Teachers whe were more anxious and self-doubting

focused on the specialized groupc. As competence increased and
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difficulties decreased”during the first year_the teachers came to relate °
more intensely with the universal groups, shifting to more general student

and peer foci. This trend continued through the third year. (See

Figure 1.) . ‘ -

Teacher Personalizing Behaviors

L4
The early behaviors of teachers fell intc three categories: (a)

presentation of self, (b) problem responses, and (c) relations with others.

~These behaviqrs'were mediated by the actual contexts in which the teachers

_ enacted the role of teacher, that is, the people, places,'énd problems

which surrounded their own need fulfilling behavior.

Behavior elements. Early in their role adoption the teachers

sought to present themselJes as competent and like their ideal, by achieving
control of students (respect), and by not asking for help g;om peers. Later
they sought to present themselves in a manner which would gain student
affection {1iking). By the third year, in keeping with their growing need
for variety, they-began to present ‘themselves as innovative End willing to
try new things. .
. ) ) Throdbhout the fhree year period. the teacher§ exhibited problem
. coping patterns characterized eitheﬁ b; a tendency to’seek the presence
and comfort of others, or the solitude'to\work out proé]ems ingependently.
Most teachers preferred the coquﬁt of others, but few found any real
help forthcoming from administrators, peers, or family and friends.
. Once the teachers had chosen fo‘dea1 with problems individually
: or with the aid of others, they brought into action a numugr of adjustive

responses tn the problems. In addition.to selective awarenass the




FIGURE 1

Shifts in Reference Groﬁp Focus

] X )

Fall 1974 . > Spring 1975 LN Spring 1977
.Focused<-$ﬁeneral o ‘ Focuseds—>General Focused<—>General )
i . B-4 , V/ (B-4)*
. ,A2$hor1ty c-1 .C-3 ‘ (c-3) Authority
Peer B-2 : -3 beer
. 7 ' A-3 A-4 B-2 A-4
: (A-3) c-1
A"'z _ A"3 c_3
v ‘ c-1 B-1
Student A-1 B-3 (A-2) 3 B-2 A-4 A-3 Student
c-2 B-1 A-2 B-3 B-4 A-2) A-2
- (n-1) A-1 B-1 A-1) A-1
. : c-2 c-2 B-3
* Even though they have transferred their primary focus
*o another reference group, those teachers identified
in parentheses still maintained a fairly strong
o tdentification with original reference focus. _ A
\\\\:
8
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teacﬁers utilized means-end symbolization, detechment and sencitivity
as defens1ve or coping behav1ors to deal with problem situations.
New teachers do not present themselves to an und1fferent1ated

»

mass. They relaté to the six reference grgups'mentidhed earlier in order : “

<

to receive from them fﬁlfillment\of thase needs which only’other people
can.p;ovide. The status\pf teacher requires that one “interact with seyeral
groups. However, the group 6r groups one chooses as most important to
- fulfillment of neeés varies from person to person based on severa[bfactors,
] 4 ' among them'the security offered by the group,.tae teachers own self-concept,

, rle ideal concept, and past and present relationships with others.. Tedchers

b

.- .seek relationships with specific groups in order to be Tike the ideal

teacher and prove themselves competent in their own eyes The environment
” ) in which the teacher works also may serve to channel foeus to a part1cu1ar
. b
group which might, under other circumstartes, be less appea]ing to the

teacher.

Generation of Interrelational . o,
Model .

Review of the:three categor1es of hypotheses generated from the
data indicated that the category relations could be schematized in a
hierarchical fashion shown in Figure 2. The needs of the teachers form
the first lavel of the model. The.second level is composed of the teachers'
.perteptions, and the third 1eye1 includes the teacher role persgnalizing
behaviors. Thus, the teachers' needs-disposition permeates thetr percep-
-tioas of role% self, problems, and others, which,-in turn, affect the
beha&iors they will- consciously and uncofisciously choose in enacting the

¥

role of teacher. All this proceeds within specific, yet cﬁanging'

" 10
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, “FIGURE 2

.- ~ Role Persondlization Hierarchy Within

‘ " ..t : ., -the'Socialization Context . —7
q ¢ s f S . . ¢ e ¢
a " . ’. ’(- - e, . - =
: — ‘ _ |
\[. REFERENCE GROUPS |° .
£, T - { - /
B ~ Z . TROLE PERSONALLZING DEHAVIORS " . - |
- . Pregentation Definition’ Problem Relations
cf self. of Ideal Responses with Ppthers o
. é . - 4 - ' ~ YN - ~. - l
L. | ' - Tem \ ‘ .
- ‘7 ' d ‘ ‘ ' " - . 1
¢ A A4 S
§ ' PERCEPTIONS |
~ Ideal Prdble&s e Others
. ' ) .
CULTURAL N : , | INSTITUTIONAL
"MILIEUX * . 2 e SETTING
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environments of, people, objects, and places. Each unique environment
affects the role personalization of the teachers within it. No role is
enacted in a vacuum. ¢

The components of the levels are interrelated in various patterns,
some more saiient from observations than others. It is apparent, for
example, tnat\the need for competence is closely related to the'perceptions
of self. Less obvious; Sat also present is the relation betweer the need
for competence, percept1on of the 1d al, and presentat1on of self. *One
can trace the needs of the teacheys through their percept1ons of problems
to their problem responses’ and,-1C the same manner, one can fol]ow the
needs through the percePtions cf others to the reference group relations

of each teacher.

L3

EDUCATIONAL IMPORTANCE OF THE STuDY 4

A theory of role personalization which accurately.accounts.for the-
N
relat1ona1 patterns of teacher needs perceptions," and benaviors can serve

/as a basts for interpreting 1nformatxon gathered on_teacher role entry."

These interpretations may then serve a pred1ct1ve function and allow
supervisors and peers to assist the teacher more effectide]y through the
role transition. E?tect1ve assistance dur1ng this cr1t1ca1 period would
"make the role trans1t1on of the beg1nn1ng teacher lTess stressful anJ insure
greater probab111ty.of establishment of an effective teaching sty]e.v ‘
‘ In addition to the explanation, prediction, and control of the
role personalization of teachers during the role transition, tnis substan-

tive theory can be utilized in the development of more inclusive fcrma1

theory and in the verification of r..ated theories ariived at through




1
1ogico-deductivezmethods. One might find that, having studied the role
personalization of beginning teachers, additional studies of the same
phénomena in other occhpational roleotransitions would provide grounding
for a moré universally applicable theoéy of role personalization. Large
corporatioﬁs, the military, and governmental offices are but a few of the
occ&bational areas where lack of a thorough understanding of personaliza-

tion during role transition could have éffects'on,the Tives of many.
: ) , NN




\

~

12

3IBLIOGRAPHY

Ayers, Mary N. Beginning teachers attitudes and their relation to
selected variables. Paper read at Mid-South Education Research
Association Meeting, November 9-11, 1972.

g ..

Becker, Howard S. The career of the Chicago public school teacher.
American Journal of Sociology 577(1952):: 470-77.

pa

Braga, Joseph L. Teacher role percept1ons Journal of Teacher Education
23 (Spring 1972):: 53-5. ] .

Eddy, Elizabeth. Becoming a teacher. Columbia, New York: Teachers
College Press, 1969.

“Fuchs, Estelle. Teachers talk:- Views from-inside city schools.

Garden City, New York: Anchor Books, 1969.

Getzels, Jarob W.,zand Thelen, Herbert A. The classrdom as a un1que

social system. In The dynamics of instructional groups. Fifty-nineth
yearbook of the National Society for the Study of Education, Part II.
Chicago: University of Chicago Press, 1960.

Glaser, Barney G., and Strauss, Anselm. The discovery of grounded theory. .
Chicago, Aldine Publishing Company. 1967.

Hermanowitz, Henry J. The pluralistic world of beginn{ng teachers. In
The real world of the beginning teacher, pp. 15-25. Washington D.C.:
- National Education Association, 1966. :

Horowitz, Myer.. The effects of teaching experience and attitudes of
student teachers. Journal of Teacher Education 19 (1968):: 317-24.

Iénnaccone, Lawrence. Student teaching: A transitional stage in the
making of a teacher. Theory into practice. 2 (April, 1¢63):: 74-81.

Jackson, Philip W. The teacher to be: a study of embryonic identifi-
cation with a professional role. School Review 71 (Spring 1963)-:
~ 4]-650

Joyce, Bruce R. The swcial climate of teacher education. Journal of
Teacher Education 14 (June 1963):: 179-83.

&

Linton, Ralph. Society, culture, and the individual. In The tree of
culture. pp. 29-40. New York: Alfred A. Knopf. Company, 1955,

15




13

Lortie, Dan C. Teacher socialization: . the Robinson Crusoe model. In
The real world of the beginning teacher pp. 54-56. Washington, D:C.:
National Education Associationg 1966.

Walberg, Herbert J. ﬁersonality—ro]e conflict and self cohception in
urban practice teachers. School Review (March 1968) : 41-49.

Wallery Willard. The sociology of teaching. New York: Russell and
Russell, 1961. i

White, Robert W. (ed.). The study of lives: New York: Atherton
Press,‘1963.b4 :

Wright, Benjamin.,"and Sherman, Barbara. Who is the feacher. Theory
" into practice 2 (April 1963) : 67-72.

.




