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ABSTRACT

This study describes a scale for assesélng teachexrs' beliefs regarding
responsibility for the aqademie successes and failures of their studeats.
Test-retest and split-half reliabilities were moderately ﬁigh. Subscale
scores assessing responsibility for successes and for failures were generally
independent of each other. Normative data on 215 eiementary and secondary
school teachers indicate that female teachers tend to.assume.gieater self-
responsibility for the positive learning outcomes of'gﬁeir students than do
male teachers. Differences in :espocéibility scores were not found to be

related toteacher experience or to the grade lavel taught.
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TEACHERS' BELIEFS IN THEIR OWN CONTROL OF FACTORS INELUENCING
THE ACADEMIC ACHIEVEMENT OF STUDENTS ‘
bver the past fifteen years a number of-reseafﬁhers have been
1ntereq;ea in the degree to which children believe that they are usually.
able to influence the outcome of situationms, particularly iﬁ school. Studies
in this arza have been based on the premise that these personal beliefs
of children could be important determiners of the reiﬂforcing effeccs of

many classroom experiences. Generally, this research has centered around
3 - . [ ] . . . ®
iavestigations of the relationship between measures of locus of control and

the achlevement-rclated behavior of students. Some of the earliest studies .
in th's area Qere conducted by Vaughn Crandall and his colleagues at the
Fel's Rescarch Inétitute (Crandall, Katkovsky & Preston, 1962). This ploneer-
Iins research led to the.devélopment and refinement of the Intellectual o
Achievement Responsibility Questiomnaize (IAR), a 34 item scale which sought

to measure children's beliefs in their own control of factors influerzing

success and failure in academic situations. While other locus of control
instruments had been developed previously, the IAR greatly enhanced research

.on students in that it was the ;irst to tap teliefs in reinforcement responsi—
bility exclusively in the intellectual-academic achievement re«lm.. Responsibility
scores as measured by the IAR were found to be moderately related to intelligence, .
ordinal position among siblings, and size of family (Crandall, Katkovsky, &
Crandall, 1965). In other contexts, scores on the IAR have been used in
assessing the effects of various instructional programs and teaching practices,
such as those associated with Project Follow Through (Stalliégs, 1975).

While the number 6f studies of students' beliefs in their own conﬁrol

of reinforcements in academic and schoolﬁrela;ed situations has grown
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(see Reppucci..1973; Kukla, 1972; McGhee &'Crandall, 1968; Seligman, 1973;
Weiner & Sierad..1975). scant attention has been paid to assessing similar
attributional dimensio;s in classroom teachers. Janzen, Becken, & Hritzut .
(1973) did look at the relation Bitweep a general locus of control measyre
(Rotter, 1966), and A number of other attitudinal variables among a group | .
of 80 Canadian teachers. They found that locus of control measures were T
related only to teachers' beliefs in student autonomy. Those teachers

found to be more'“intg;nal," who believed that reinforcements were contingént

upon their own behavior. gended to desire more control of their environment

(the classroom) than did more "extei.al” teachers, who believed ihat. rein~ N
forcements were a mere result of.fate, luck, or powerful outside forces.

Janzen et al. argued that this desire was manifest in a relative rejection

of

o
cr

udent autoncmy by internal te;chers and the assumption of responsibility
for class control, |

As was tlie case in studies with students, however, precise rgsearch on
teachers and teacher effectiveness would also appear to req;ire a responsi—
bility scale more specifically orienfed toward intellectual-academic achieve-
ment in the classroém. Some rgsearchexs have alluded to the responsibility
teachers porceive for the learning of their students as an important variable,

butthave not had the means of as;essing it directly. Brookover & Lezotte (1979),

for example; found th:ough interviews with schpool personnel that those in
less effective schools tended to feel less respéngible for the learning of
their students than did those in more effective schools. Teachers from
the less effective schools'attributed-éhildren's feading problems'to non-

school factors and were pessimists about their ability to have an impact,
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thus eroating an envitonmen: where children were expected to fail.

The present study describes a scale for assessing teacher beliefs regarding
responsibility for the academic successes and failures of their students.
The Responsibility for Student Achievement: Questionnaire (RSA) shares the
- aim of other locus of eontrol scalee in that it attempts to ‘measure beliefs
in internal yersus externel responsibiiioy.. However, similar to the IAR
Questionnaire for children, the RSA 1s aimed et_assessing.teachern' beliefs
in responsibility exclusively in academic achievement.and school related
eituations.

The RSA is also similar to the IAR in that the scale was constructed
to sample an equal number of positiVe and negative situations. This was
done because it was felt that the dynamics operative in accepting credit
when good things happen invthe classroom may be very different from those
operative in acceptiog blame for unpleasant occurrences or failures. Taus,
the RSA was constructed so that in addition to a total internal or self~-
responsibility score (R). separate.subscores are obtained for beliefs in

internal responsibility for classroom successes (R+ score) and for classroom

failures (R~ score).

METHOD

The Responsibility for Student Achievement Questionnaire

The RSA scale for teachers is composed of 30 alternative-weighting
items. Each item stem describes either a positive or negative student

achievement experience which routinely occurs in classroom life. This

'.etem is-foliowed'by one alternative steting th '*fhe'event'was caused by

" the teacher and another stating th event occurred because of factors

outside of the teacher's immediate control., Pilot testip revealed that

o g
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most teachers view classroom events~aa"baiug‘iompiii‘iﬁa‘iféﬁnthg;ftoh T
more than a single cause, Hence,':he either-or, £qr;ed choice format, éimilar
to that used in the IAR was found to be inappropriate. Consequently, teachers
are.asked to diviqe 100- points Dhetweeu the two alternatives, depending :'

upoﬁ their baliefs. ‘Thus the_weight'assigned a particular alternative

may vary from 0 to 100.'but combined aiternative weights for an item always
totaigloo points or 100 percent. yThis alternative weighting scheme was
derived #rom a similar strategy employed in the-r;searéh of Dubf (1979).

The items from.the RSA are presented in Table 1;- Internal alternativeé
are designated by an.R. Positive-evant items are indicated by a plus sign
and negative items by a minus sign f;ilowing the R, Scor;s on the RSA are
obtained by averaging the wéights agsigned to the interna1°yesponsibility
aiteruatives across 1tem§. The R} score is obtainﬁé by averaging across -

all positive items, the R- score by averaging across all negative items,

and the total R score by averaging the R+ and R- subscores.

Tae Sample

The RSA was administered to a sample of 215 elementary and secondary
school teacﬁers from a large metropolitan school system. All of these
. teachers had volunteered to participate in an inservice education program
for which they would receive both graduate education credit and salary
lane-placement credit. On the questionnaire, teachers were assured
of the confidentiality of their responses. - They were then asked to record
their school, subject area, grade level, and the number of years they had

been teaching.




TABLE L - .

L

.
T 1]

The Responsibility for Student Achievement Questionnaire

DIRECTIONS:

For each of the following questions, please give a weight or percent
to each of the two choices according to your preferences. For example.

a. because of their personal motivation, or
b. - because you were very clear in making the assignment?

1f mo:f students complete a home assignment you make, is it usually

You may feel that students complete assignments more because of personal moti~-

vation than because of your clarity in making the assignment. In that case,
you might answer:

L

852 a.
152 b.

Or you may feel quite the opposite. The percentage will vary according.to
how strongly you feel about each alternative. You may see choice (b)
almost totally responsible for students completing assignments and might

-glve 1t 99%, Choice (a) would then get 1%. The two must always add to 100%.

1. If a student does well ir your class, would it probably be
a. because that student had the natural ~h™1lity to dc well, cr
R+ b. because of the encouragement you offered? ‘ '

2. When your class is having trouble understanding something you have
taught, is 1t usually :
R- a. because you did not explain it very clearly, cr
b. because your students are just slow in understanding difficult
concepts?

3. When most of your students do well on a test, is it more likely to be
_a. because the test was very easy, or
R¥____ b, because you let them know what you expected? .

4. When a student in your class can't remember something you said just
moments before, is it usually
R- a. because you didn't stress the point strongly enough, or
b. because some students just don't pay attention?

5. Suppose your chatrman or principal says youd are doing a fine job., 1s
that likely to happen
R+ a. because you've been successful with most of your students, or
b. because chairmen and principals say that sort of thing to-
- motivate teachers?

6. Suppose you are particularly successful with one class. Would it probably

happen
R+ a. because you helped them overcome their learning difficulties, or

b. because these students usually do well in school?l"

3]



TABLE 1 - continued

7e 1f your students learn an idea quickly, is it
R+ a. because you were successful in .acouraging their learning
efforts, or
b. because your students are basically intelligent?

. 9 1f your chairman or principal suggests you change some of your class
procedures, is it more likely
a.. because of his/her personal ideas about teaching methodology, or
R- b. because your students haven't been doing well?

9. When a lar;e percent of the students in your class are doing pocvly, does &
it usually happen '

a. because they have done poorly before and don't really try, or
R-_____b. -because you haveun't had the time to give them all the help they need?

10. When your students seem to learn ‘something easily, is it usually
a. because they were already interested in it, or
R+ 4 b. because you have helped them organize the concepts?

1l. When students in your class forget something that you explain.d before,
is it usually . - '
a. Dbecause most students forget new concepts quickly, or
R- b. because you didn't get them actively involved in the learning?

12, When you find it hard tc g a lossen acroce to particular students, is it
R- a. because you naven't 1ns1Steq on their learning eariier lessous, or
_b. because they are just slow in understanding and learning?

13. Suppose you present a new idea to your students and most of them remember
it. 1Is it likely to be
R+ 3. because you reviewed and re-explained the difficult parts, or
b. Decause they were interested in i: even before you explained it?

L]

14. When your students do‘poorly on a test, is it
a, because they didn't really expect to do well, or
R- b, because you didn't insist they prepare adequately?

15. When parents commend you on your work as a teacher, is it usually
R+ a., because you have made a special effort with their child, or
b, because their child is generally a good student?

16, If a child doesn't do well in your class, would it probably be
a. because he did not work very hard, or
R~ b. because you didn't provide the proper motivation for him?

17. Suppose you don't have as much success as usual with a particular class,
Would this probably happcn
R~ a. because you didn't plan as carefully as usual, or
b, because these students just had less ability than others?

18, If one of your students says, "Ya know, you're a pretty gocd tcacher,"
is it probably
R+ a. because you make learning interesting for that student, or :
b. because students generally try to get on a teacher's good side?

-

9



Kl

tABLé 1 -.coutinued o ‘

19. Suppose you find that many studggsgégggﬁeagg:m:o~be~ia~youf-class:~fﬂof~-"'.

—?7*———-”“*" "you think this w. uld happen : .
8. because most students feel you have a nice personality, or
R+ b. because you encourage most of your students to learn well?

..20. Suppose you are trying to help a student solve a particular problem
but ghe is having great difficulty with it. Would that happen
R- 8. because you may hot be explaining it at her level, or
b. because she is not used to being helped by adults? -

21l. When you find it easy to get a lesson across to a class, is it
R+ a. because you could get most students tc participate in the lesson, or
b. because the lesson was an easy one to teach?
22. When a student in your class remembers something you talked abouc weeks
before, is it usually a
a. because some students have that potential to remember things well, or
. R+ b. because you made the point interesting for that student?
23. If you are working with a student who can't understand a concept and he
-suddenly gets it, is that likely to happen
R+ __ a. because you gave him regular feedback on each learning step, or
b. because he usually works on something until he gets it?

¢
24, When you are having & hard time gétting your students interested in a
lesson, 1s it usually ‘
R~ a. because you didn't have time to plan the presentation well, or
b. because your students are generally hard to motivate?

25. 1If one of your students says, "You're a rotten teacher!" is it prebably
a. because many of your students have learning problems, or
R- b. because you haven't been able to give that student enough
individual attention?

26. When your studenis scem interested in your lesson right from the beg;nning,.
is {t
a. becauge the topic is one which students generally find inter-
estiﬂg, or .
R+ b. because you were able to get most of the studénts involved?
27. 1If you were to discover most of the students in your class doing very
well, would it probably be
a. because their parents were supporting the school's efforts, or
R+ b. because you had been able to motivate them to work hard?

28. When your students seem to have difficulty learning something, is it usually
a. because they are not willing to really work at it, or
R~ b. beccause you weren't able to make it interesting for them?

29. If a parent is critical of you as a teacher, is it likely to be
R- d. because you have difficulty getting that parxent's child to do
the work you require, or
b. because that parent’s child is developmentally not ready to do
well in your class?

30. On those days when you are depressed about teaching, is it
_ 8. because learning is a difficult activity for many of your students, or
R~ b. because you just weren't able to motivate students to work as hard
as they should?

‘ 10 .
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The schools from which these teachers were drawn ranged from small
elementary schools with fewet than 200 students to large high schools Ta.
with more than 2000 students., Eprcybfour of the teachers were male; h
171 vere female. Subsample sizes at various grade level groups were: grades
@ 1-3, N=6Y; gradeé 4-8, N=82; gﬁades 9-12. N=64. When divided into grou?s
* in terms of years of teaching experience, the subsample sizes were: 1-5

. years, Ne4l; 6-10 years, N=89; 11 or more years, NBl.

RESULTS
Factor Analysis of ‘the Rsﬁ_)

The underlying factor structure of items in the Responsibility for
Student Acgievement Queétionnaire was assessed thrngh factor aqalysis pro-.
cedures.  As is illustrated in Table 2, a two-cummon’ factor model accounts
for 60.9 pércent.of the variance in RSA item resp;nseé. c;cse inspection
of the factor loadings shows a rather clear distiﬁftion between items
from the R+ and R~ suﬁscales. Foprteeu of thetls items from the R~ scale
load most heavily on the first factor, while 9.of the 15 items from R+
scale load most heavily on the second factor. It thus aéPears that items,
from the RSA are aséEssing two different factors, ﬁnd.thaﬁﬁthese factors

. correspond very closely to distinctions between responsibility for Sstudent

successes and resépcnsibiiity for student failures.

r
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{ | " TABLE 2
Unrotated Factor Loadings for Items From the

Responsibility for Student Achievement Questionnaire

Items Scalel _ Fl Factore F2 Communalities
1 + .170 .530 .484
2 - - .513 ~.295 .495
3 + 279 170 . .200
4 - .617 ~.164 559
5 + 112 .408 a1 Y
6 + ; .309 543 494
Y o4 e L299 463 a7l
8 C - - .307 ~.059 .248
g - o .598 ~.043 478
10 + 414 .317 .380
1 - LS - 24 542
©12 - o .722 -.309 .629
13 W 4 .380 320 .389.
14 © - ' 541 -.123 .419
15 + 1,208 .. .448 .373
16 . - .594 . -.258 .521
7 oL o .63 ~.253 .528
18 + . .305 424 475
19 B .211 .533 .459
20 - _ ' -501 -. 264 459
) 21 + 0 .299 .316 .365
2 Y 0 .182 435
| Continucd d
12




TABLE ZQ-Continued

——— - e——— A ——— — P —— S —
e ——— S ——————

NG
1 Factors ' .
Items Scale Fl Fz CQWmunalities
23 + 413 .390 477
. 1 “ L ' 4 .
4 - 24 - 604 = =.323 _ 20 354
25 - 428 .103 430
_ 26 ' + .385 .130 421
27 -+ .309 . #332 .336
28 ’ - ;700r -.323 4 " <647
29 ‘ ‘ - S §15 T 054 - .208
) 30 - o295 -.088° 264
N
Eigenvalues 8.941 - 2.986
Percent of Variance |
- Esplaived ' 40.5 20.4
Cumulative Percent of :
Variance Explained 40.5 60.9

l '4+' {ndicates an item associated with the R+ subscale; '~' indicates

Aassociation with the R- subscale.'
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‘Reliability : .
‘ geat-retest reliabilitz.' The consistency of teachers' RSA responses

over time was found to be moderately high. oume hundred two of the teachers
were given the questionnaire a second time after a 4-month interval. For
these teachers, test-retest correlations were .739 for total R scores, .718

for R+, and .784 for R-. These correlations ﬁere all statistically signifi-

cant (p < ,001)., There were no statistically significant sex differences

in any of...t;ese_ correlations. .. ... . e @

&

Internal consistency. Becayse the RSA contains two kinds of items,
those which sam;le beliefs in self-responsibility for positive: events in ;
the classroom and those sampling self-responeibility for negative classroom
events, reliability iadices were computed separately for each of the two
subscales. For the R+ subscale, ‘the unequal-length Spearman Brown formula

. estimated the reiiability to be .760. Tha Guttman split-half estimate
was .75% while the aipha coefficient was calculated to be .791. The unequal-
length Spearman Brown formula estimated the reliability of the R- subscale
at ,899., For this subscale the Guttman-split-half estimate was .885, and

the alpha coefficient was .881. Thus the R~ subscale appears to be somewhat

more reliable than the R+ subscale, ' However, considering the brevity of

7 both subscales, these seliability Indiceo indicate thiat the ltems wiciin
each scale display a relatively high degree of consistency.'
Intercorrelations Between Measures
Table 3 presents the Pearson product-moment intercorrelations between
N RSA total scores and subscale scores, teachers' sex (l=male, 2=female), their

. years of teaching experience, and the grade level of their students. In
these computations, yearc of experience and grade level are treated as cen-

tinuous rather than categorical variables.

' 14




Becauag the total R score represents the averaged sum of scorcs from
. the two subscales, the intercorrelation between total R, and R*land R~ scores
would be expected to be high (.724 and .814, respectively). The intercorrela-
tion between R+ and R- subscale scores, however, is only .203. This

intercorrelation is quite low, especially considering the conceptual similarity

of these two geasures. Although statistically significant, it provides
further evidence that the R+ and R- suchales mea3ure different orientations

and appear to be independent. Apparently, assuming responsibility for the

bility for their academic failures. The low correlation. between these two
subscales also raises doubt about the use of ﬁhe.total R score aonu. Since
this score coﬁpines self-responsibility for classroﬁm succeséeé and failures
it may disguise imbortant'diffegences between these two factors in the

individual tescher.

withrone éxception, the correlations betweep RSA scores, teachers'

sex, years experieuce, agd grade,ievel are all Gery low and nct statistically
" significant. The éna °2cebtion iﬁ the correlation between R+ scores .and | .

t;achers' sex (r = ,200), indicating that there may be.some interrelation ;
between the sex of teachers and the resp@nsibility they assume for the
academic successes of their students. This possibility is discussed in
greater detail In the next section of this paper. The other very low cor-
relaticoas indicate that while diﬁferences in self-responsibility may te

related to years teaching experience or.grade level, it appears that

‘relationship is not linear in nature.

[
-1
P
(VAN

academic successes of students is indeed differeat from assuming responsi-



TABLE 3

' Intercorrelations Between RSA Scores and Selected Teacher Variables

o Years  Grace
Variable R R+ _R SeX  pyperience Level

St § © 71,00 0 J724%% 814k 134 . .006 @ =.023
R+ | 1.00 «203% © ,200% 122 ~.115
. f R- . ' . 1.00 .026 . =-,002 062
| Sex .00 .03 =427
Years - ' =
Experience - . ~ 1.00 073
Grade C . _ ' |
Level : : . 1.00
* p'< «05
KR p < .01




Descriptive Statistics

The means and standard deviations of RSA total scores and subscale
scores for male and female teachers are presented in Table 4. Since each
of the 30 items presents both a.» internal andngn external alterﬁativé,

' chancq disiributions would result in a mean score of 50 for total R, R+
and RQ scores. In all cases, however,.thg‘obtained means exceed those.
vhich would bé uxpected by chance. It may be that the wording §£ the
RSA items promote'g téndency"for“hofe”iﬂtétnal”fesbbnses. Howevet.uit-
‘may also be that the~higher means which were obtained indicate that
' self-responsiﬁility is.a general -characteristic among téachers, or ac
least among those who voiun*ge: to participate in an inservice education '
‘ program. ’

| The diife:énceq between the scores of male and female teachers
illustrated inlragle 4 indicate that female teachers tend to assum. greater
r?sponsibility for student achiévément 1nkthe claséroom than dp male
te;chers. T-test comparisons fevealed that female teachers assumed
significantly greatér seif-respoisibiliﬁ" for the academic successes of
;thdencs (t = 2:14, P <’.05), while diffeéences in responsibility for |
academic fai}ures were not significanta Both male wad femile teachers
had approximately the same number of years teaching experilence, howeQer,
male teachers in thé sample tended to*teach at ‘higher grade levels t@an
female teachers, a difference which was\stati§tica11y significant (t=1.98,

H

P < .05).

17




TABLE &

Means, Standard Deviations, and Ranges of RSA Scores By Sex

ies (N=44) Females (N=171)

Scale - -
.x __S.D._ Range . X S.D. Range
Total R 560 56 8. 05 46.2"’7902 590 73 90 83 31. 4"91. 9
\ | S - ' X
R+ * 59.12 '80 47ﬁ 46,7-81.2 A 64.28 10.61 29.4-93.0
R~ /53.91 11,45 37.9-83.8 54.83 14.88 27.3-95.3
R  Years o N . - |
St Expel‘ience 1.00 59 - 6. 08 2". 0-3000 11039 70 69 2u0"4100
Grade ' . .
Level 6.19 2.7 1.0-11.0 5.19 3.25 1.0-12.0

ozt
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Table 5 shows the means.and.s:andard deviationus of RSA total and
subscale scores for three groups of teachers divided in terms of their

years of teaching experience. These results ;ndicate that Bésinning teachers

(1-5 years experience) and the most experienced teachers (1l br more years
of experience) tend to feel moie self-responsibility for positive achieve-
ment cvents than do the mid&le group of teachers with 6-10 yearé experienée.

Analysis of variance procedures indicated, however, that the differences

between these groups were notlstatisticaliy significant. Regression
"Anal'yse"s were also performed to test the significance of a curvilinedr ™~~~ =T
relatiénship between years of. teaching experience (treaéed as a continuous
variable) and RSA total and subscale scorés, but again, thelrélationship

vas not found to be statistically significant. Furthermore, there were

no significant differences betweéen these groups in the mean grade level

ST

at which the tcachers taught.

In Table 6 are listed the means and standard deviations of RSA total

gcores and subscale scores for three groups of teachers divided on the

Ly

basis of the grade level of students taught. While there again appeared

.

a tendency for middle grade level teachers to assume less self-responsibility
_than either earl; elemengary grade teachers or sgcondafy lcvel teachers,
analysis of /variance procedures showed that the differencés between these
aroups were not statistically significant. Regression aﬁalyses investigating
"the possibility of a curvilinear relatiénship between grade level (treated

as a continuous variable) and RSA scores also ylelded no'statisticaily

significant results. Theré were no differences betwecen the groups in terms

of number of yeafs of teaching experience.

/
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TABLE 5 -

Means, Standard Deviations, and Ranges of RSA Scores By Years of Teaching Experience

- : 1-5 Years 6-10 Yaata- , .11+ Years
.Scale (N=43) (N=90) (N=82)
X - S.D. Range X s.D. - Range X S.D. Range
“Total R 58,71 6,13 47.8-83.8 . 57.78 9,86 . 31.4-87.5 59.73  9.60 40.8-91.9
R+ 63.14 9,03 44.3-88,1 60.86 10.40  29.4-87.7 64,51 10.64 44.7-93.0 :
R"‘ 5‘.. 23‘ 11. 22 22. 3"7905l 54. 58 12. 83 3207-8703 54. 49 16. 11‘ [V 3704"'89.7
T - : N . . . . . .
Level 5061 . 2.88 1.0"1000 6.90 2.9!‘ 1.0"‘11.0 5073 3037 100"1200
g
- | | XY I

R Y i T



TABLE 6

. | ' Means, Standard Deviations, and Rdnjes of RSA Scores By Grade Level

Elementary Grades 1-3 Middle Grades 4-8 Secbn‘dary Grades 9-12
Scale (N=69) (N=82) (N=64)
X S.D. . Range - B S.D.  Range ' X S.Di  Range
. " Total R 58,60  9.85 40.8-84.8 5738 8.74 37.0-91.0  58.89  B.65 46.7-87.5 T
R+ 63.81 10,50 42.7-88.1 = 6l.41  9.98 35.0-93.0 62.M8  9.71 46.7-87.7
R~ 53.16 15.43 18.3-87.0 52,87 - 14.10 23.5-95.0 55.55 11.99  27.0-d7.3
Years . _ ' . . e . | :
Experience  11.02° 5.47  4.0-25.0 10.38  5.96 2,0-27.0 12,28 10,15  3.0-41.0
| 21 . ' -
) o 22
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* Finally, three-way analysis of variance procedures were performed
4n order to determine if there were any interactive effects between the
sex of teachers, years of teaching experience, and grade level

taught. Separate analyses were perforﬁed on R+ subscale scores and R~

e

subscale scores. The results of these procedures, which are illustrated“
{ in Table 7 and Table 8 respectively, show that no two-way or three-way
interactions were statistically significant for either R+ 6hya- scores.

Only: the main effect of sex upon R+ scores was found to be significant..

DISCLSSION . o “

. One surprising element found in these analyses of the Responsibility
for Stuvient Achievement Questionnaire was the striking similarity in
- assaciations between RSA measures among teachers and IAR measures among
students. The subscale scores on the RSA measuring‘responsibility for
euccesses (R+ score), and responsibility for failures (R~ score) were
found to be fairly independent and appeared to be assessing different
orientations on the bart of teachers. Crandall, Katkovsky, and Crandall
(1965) founa the same to be true of subscale scores from the IAR for stu-
dests, where the median interscale correlstion across grade levels was only
.20; It thus seems that these two orientaticns may be quite different,
regardlesslof the age of an individual.. It also.adds support to thersugges-
¢ion of Crandall and his associates that self-responsibility for successes,
and failures may be learned separately and therefore applied differentially.
Another similarity betgeenARSA zeasures among teachers and IAR
measures among students is the difference between female and male responses.
" Female teachers were found to consistently assume greater responsibility
for the learning outcomes of their students than ‘were male teachers, parti-

cularly in terms of positive learning outcomes. Similarly, Crandali et al.

(1965) found that female students scored consistently higher than male

ERIC - 1p3 9




TABLE 7

Analysis of Variance for R+ Subscale Scotes

- ot

Source at F Probability
..” Sex , -1 6.40 0,01
\ .
v .. .....Years Experience .. . .2 . .. . 043 © 7 DeBe
Grade Level 2 . 0.13. Ne8. -
Sex x Years Experience 2 0.52 N.8.
Sex x Grade Level 2 0.40 n.s.

Years Experience x -
Grade Level 4 1.58. : N.S.

- Sex x Years Experience :
x Grade Level . 4 0.83 T Ne8.
™
Error ‘ 198




. . ' . K .
L p v ~
TABLE 8 .
Analysis of Variance for R~ Subscale Scores
Source : df | F  Probability
(4 & - . ®
Years Experience 2 1.24 D.8.
... Grade Level L2 074 . n.s.
2 Sex x Years Expericnce 2 c.31 n.s.
Sex x Grade Level 2 - 0440 n.s.
- Years Experience x . :
Grade Level . 4 » 0.89 N.s.
Sex x'Yggrs Experience : . ’
X Gra.,de Level- 4 0.75 ' 1 T%-1
’ ' Errer 198
o
" "‘
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greater initiative in working with students and greater persistence in

‘related, and méy have a powerful impact upbn.student learning out comes., . .

‘ - .oh
students in measures of responsibility for gositive achievement events,

:ggardlesé of the érade level at which these responses were ﬁadé. ‘Reasons
for thesc-;onsistent sexual differences, hpwever. are uﬂexplained. | "
As is the case with students, it also seems probable that-belief in
self-responsibility may constitute a motivational influence upon the ci&ss-
room performance of teachers., Just as the student who feels responsible
for pérsonal éuécesses and failures shows greater initiative in seeking
. .

rewards and greater persistence in thé.face of difficulty, the teacher who

feels responsible for classroom successes and failures might alsq show

struggling with classroom problems. Furthermore, it seems probable that
h'tegcher‘s belieflin self-fesb?n;ibility for"students' academic successes E -
and failures might be closely associated with the expectations that teaché;_“ff“' B
holds for student learning.‘;Brookpver and Lezotte (1979) suggest! that |
b?liefs in self-responsibiiity and expec:u~ions:for learning are [closely
Certainly these issues riced to be studied more thoroughly.

| in conclusion, the associations investigated here between demographic
variables and teachers' beliefs in thelr own contr§1 of factors influencing’
the academic_achievement of students ptovidenevidehce.for thg~ytility
of measuring this construct with the present instrument., It is believed
th;t self-responsibilityrfor student~achievemen: may be a very significant
variable ir researcﬁ)on £;achers and the ceaahing-learg}ng.process. Further
research:geems_warranted relating RSA scores to the classroom behaviors
of teachers, the expectations they hold for their students, and to the v

learning outcomes of students.
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