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WORK ORIENTATION AND JOB PERFORMANCE:
THE CULTURAL BASIS OF TEACHING REWARDS AND INCENTIVES

Douglas E. Mitchell, Flora Ida Ortiz and Tedi K. Mitchell
University of California, Riverside
September, 1983

Teaching quality matters! Appropriate motivation plays a vital role in
determining the quality of teacher work efforts! And the incentive system of
the school largely determines how strongly teachers will be motivated to
perform their work responsibilities! These simple, intuitively cobvious
pmpasﬁxons have been largely 1gnored in most recent efforts to @ﬁhanée the

Over the past quarter of a century major changes have been introduced
into school program requirements and governance procedures. Substantial new
initiatives have also been undertaken in student assessment, educational
finance, curriculum. materials development, and in the training and certification
of educators. Until quite recently, however, little attention has been given to
the. ways in which schools stimulate and encourage high performance or
contribute to deteriorating morale and emotional "burnout" among classroom
teachers.

The research on which this report is based offers a starting point for
overcoming this neglect. Though exploratory in nature, and aimed at theory
daveiopment rather than rigorous hypothesis testing, this research draws
together the diverse threads of the best available scholarship on work
motivation, reward patterns and incentive systems across a broad range of
work settings. It offers a comprehensive theoretical framework for interpreting
and improving the incentives available to elementary school teachers.

The resear:h Summanzed herein was perfcrmed pursuant tc a grant from
the National Institute of Education, U. S. Department of Education
(NIE-G-80-0154). Points of view or opinions stated, however, do not necessarily
represent official NIE position or policy.
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THE 3TUDY

This report draws upon data collected during a year-long study of 15
elementary school teachers, their 5 principals, and 10 central office
administraters in one moderately large, urban, unified school disirict in
southern California. The district has 51 school sites -- five of the elementary
schools in the district were selected for this study. The five schools were
selected to provide a broad representation of school types.(one suburban, one

multi-ethnic inner city, one predominantly Hispanic low mc:c;me, and two

predominantly black sites), prmmpal characteristics, school size, and program
complexity. .

Each _.rincipal was asked to identify one "relatively strong" and one
"relatively weak" teacher for participation in the study. Each was also asked
to assist in identifying a third teacher with characteristics that would help to
balance the teacher sample with regard to gender, experience, ethnicity and
grade level. On observation, it became evident that some teachers are more
successfui than others in getting students to camply with their directives and
become fully engaged in intended learning ‘activities. There is, of course,
substantial overlap between the principals' judgments of teacher strength and
and our field staff's judgments regarding their effectiveness. This correlation
is rot perfect, however, so the terms '"strength' and "effectiveness" are are
consistently used throughout this report to distinguishi between the researchers’
and the principals' evaluations of teacher performance. The resulting 15
teachers included: 12 females and 3 males, 10 majority and 5 ethnic or racial
minority members, 1l tenured and # untenured, all grade levels from
kindergarten through sixth grade, two special education teachers, two teaching
vice-principals, and one resource teacher.

In addition to the teachers and principals, the study sample included: the
superintendent, an associate and three assistant superintendents, and five
coordinators and directors who worlk directly with the teachers and principals
in the sample.

Interviews and observations of all participants were "apena?nded" in
character, Observations of teachers took place over a wide variety of work
activities and experiences. These observations and related interviews focused
on: 1) how they feel about their work and how they orient themselves to task
requirements and opporturities, 2) how classroom social life is structured and
controlled, 3) how lessons are’ conceived and structursd, and 4) the
relationships among teachers, principals and other administrators.

The five principals were observed working in their offices, "making the
rounds" of school buildings and playgrounds, and in meetings with students,
teat:hing stafi parenfs, and cﬂ:her priﬁ:ipals. They were 3150 observed :

1n=serv1t:e tra;mng sessions.

Central office staff were observed as they met with others in the
district office, with principals and with teachers. They were observed as they
conducted in-service programs for classroom aides, teachers and principals; and
as they met with advisory groups, evaluated teachers, mediated- school site

=2 =
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personnel problemsand pr—epared reports.

" Interview al obsss=rvation data were transcribed and s=uibjected to
content analysis, dong w=2th documents such as lesson.plns, sea_ting charts,
principal memoranmf, curr—iculum gUldEllnES, etc. The prinry ca_ tegories far
analyzing the dat inclu=ded: i) the unique characteristics of reward and
incentive systemswailabZZe to classroom teachers, 2) the struci=ure of the
lessons taught by teacher - 5, 3) their strategies of classroom mana=gement and
social control, an §) tFe fundamental assumptions abot the  nature and
structure of teaching wor—k implicit within the work orientations e=f teachers,
principals, and adnhistrat _ive staff members. '

THE THEORENICAL FRAMEWORK

In order to jterpre -t the data collected it was necestary tom review the
voluminous literatie on t—hree basic c¢oncepts: rewards, inentive==s, and work
motivations. Amlsis &= _nd ' synthesis of this literature begirees with an
examination of a findamersstal distinction between the concepts of "*“reward? and
"incentive." Both terms refer to -the same work-related exper—iences, but
represent essentialy dif fe—ent perspectives on the rﬁeamng and sig=—=ificance of
“Tthese experience, Whee=n various work experiences make significant
contributions to . incFividual's sense of seli-fulfillnent, p-leasure, or
satisfaction, they e apge—ropriately called rewards. It ®es not necessarily
follow, however, that =s=uch rewards have an Iimpact on w—orkers' job
performances. Inoder tes> significantly direct work effort, rewar—ds must Be .
anticipated as befp cormstingent upon participation in, o perfco=rmance of,
particular work acdlvities—~ It is in this latter respect -- being an—ticipated as
contingent upon wrk e-fforts - that rewards .become incen—tives. The
reward-vaiuve of arwardE=ng experience is reflected in the magni tude of the
pleasure or satisfxtion w~hich it produces. The incentivevalue <=f this same
éxperience is refltted irm2 the character and extent of its infllamence on
worker's level or qality o—f effort. :

Rowards canbe hele>fully divided into "intrinsic" and 'strinsi&c" rewards.
Intrinsic or psychicrewar—ds are secured by workers who diive a =sense of joy

-~ o personal efficag from ==doing their jobs. Extrinsic rewardi are t=hose which,

like salaries and finge bemmefits, provide pleasures that areurelat—ed to doing

the work itself. Inceﬁtwgs, by contrast, are best categrized a-<ccording to
- whether they are given —irectly to individual workers, o media—ted through’
. informal groups of wrkers= or formal organizational structwes, In  order to be
:zgiven to-individual vorker=s, incentives must be infinitely dvisible -=and capable
—~of being received & privat—e possessions. Several very important c==aategories of
-~work incentives at not arﬁenable to this treatment. The sens=e of group
~=solidarity which aises whee=n workers enjoy the company of o-worlceers, or take
;gpride in sharing sutess wi ‘l:h them, cannot be divided. Unless all mee=mbers of a
===plidary group sharein the- - incentiv~s none will receive- them. This is also true
—when extrinsic reyards, sezich as salary bonuses or studen grades-, are made
~contingent upon =uctessful execution of cooperative group tasks.

Some, incenties are  available only to formal organizational  units. The
mernSst important of these  incentives are what Clark and Wilson  (1961) call
==ipurposive" incenties, C=aollective purposes. are an essentia] eler=ent in the

[
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formation of formal organizations, and all members of ik organiza==tion are
potential beneficiaries when the organization succeeds inreaching it -s goals.
These purposive incentives may be either intrinsic or eyrinsic in che :aracter.
Winning an election or a football game will give rise to insically s==atisfying
experiences for all those who are members of the winninggoup. By t he same
token, all members of an organization may benefit from atx incentiw—e which
has been adopted to encourage the organization to pursue wrtain goals  deemed
to be in the public interest.

Work motivation is the general term for experiems which s=erve to
shape and energize individual work efforts. Taking the rewrd perspec—tive on
these experiences leads to an examination of the extent towich they __produce
pleasure, self-fulfillment or satisfaction. Incentive theoris ook at heow they
are . distributed to individuals, informal groups and formaluganizationzal units

‘in order to guide workers in the performance of assigheltasks. Mo---tivation

theories examine how these various experiences energir and shap-—e work
Sehavior. The most basic distinction among work mofitions is E=>etween
motivations which encourage enthusiastic engagement i task ane=l those
which support careful or precise task performance. ‘

Careful review of the scholarly literature on this wlk reveals =that six

~ essentially different psychological frameworks are used byjurious scheesplars in

attempting to explain how workers are motivated. Thes six psyche=ological
frameworks include a static or ahistorical and a dynamic whistorical f~orm of:
1) behaviorism, 2) need or developmental theory, and 3) opitive psyc—hology. ‘
Behavioristic psychologies are the simplest and, therefore the easiest to use
for generating research designs.. A review of findings frm studies b==sed on
these - theories, however, reveals that they are upabk'to accoL=ant for
significant variations in work behavior. ' '

Need or developmental psychologies are more compleand conse—quently

~harder to use in designing research. The hierarchical neediiory devele—ped by

Abraham Maslow (1954) has been very prominent in work mtivation ree=search.
Less prominent have been developmental need theories suhas that pmeroposed
by Argyris (1957). The results of these :research effors have beemen more
powerful than those based on behaviorism, but they have filen woefull -y short
of providing an adequate account of most work behavior.

Recent developments in cognitive psychiological theorifer consi —~derable
promise for improving our understanding of work motivaln and ince==ntives.
The static "expectancy" cognitive theory formulated by Vrwom(1964) h==s been
found only slightly better than the simpler psychologiesh explainingmg work
motivations in complex organizations like schools, however, The most c—omplex
of all psychological frameworks are the dynamic "social infumation proc——essing”
theories such as that proposed by Pfeffer & Salancik (19]) These t-Zheories
have not yet been subjected to systematic empirical testi, and theie=r basic
concepts have not been fully developed, but they appearite promi=ssing as
frameworks for interpreting work behavior in complex orgarlations.

For the research reported here, a cultural theoy of incentEs ves s
developed. This cultural theory follows the lead of wcial infor—mation

_processing theory in arguing that work behavior is controlid by a syss=tem of

-4 -
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beliefs and’ meanings which are utilized by workers : to orient themselves to
their work responsibilities. Starting with Winter's  (1966) conception of the
common ctlture as a set of shared purposes and common typru:atmns of
éxperience, the data collected in this research projec—t is analyzed in terms of
the beliefs which teachers and admiistrators -displ _fay regarding the overall .
purposes of schooling and their views regarding the== social relationsh. .S ‘and

" classroom processes used to achieve those purposes.

THE FINDINGS

l. On Teacher Orientations and Jncentives.

Worlk orientations and motives imong the 15 te==achers studied were found
to be substantially influenced by their responses to. two basic incentive
systems. First, teachers differ in ther conceptions ==0f the overall purpose or
mission of schooling. 35ix of the sample teachers: clearly believe that the
primary cuitural mission of s:hof;lmg is the "productio—en of achievement" among
children. The other nine display an equally clear pre=ference for nurturance or
"child development" as the primary organizational mis=-sion of the schools. This
difference has a number of important consequences= for the ways in which
teachers approach their work. The six achievement o=wriented teachers share in
common three beliefs about their work responsibilitie==s. They believe that: 1)
teachers, not students, are responsible for initiating the learning process, 2)
schooling is seric' s work, work which even at its bessst is not always fun for
either the students or tneir teachers, znd 3) teae=ching work is primarily
instrurtional or directive, rather  than evocative or educative in character,
These teachers believe, therefere, that they showmuld aggressively present
materials and learmng experiences t the children materials based on the
eventual goal of improving measured student achiever—ment, and not necessarily
related to the students' current interests or abilities.

The nine child development oriented teachers  hold-the obverse beliefs
regarding their work. They believe thi: 1) students Fave. the capacity to, and
thuS bear an ultirnate r’esponsibility far, iﬁitiatiﬁg theLir own learning pmc:esses,

utxhzed to engage ‘them in classrcam a:txvxt;es, Eﬁd 3) teac‘img is most
effective if learning is evoked or "ediced” from chili *dren rather than pressed
upon them. These teachers believe, therefore, that teaching starts with the
child rather than the curriculum and that good teachir—g means getting children
involved in, and excited about, their own'learning proc——esses.

The differences between these two groups of te==achers are appropriately
described as differences in their orgnization-level or purposive incentives.
Individual teachers adopt one or the other of thesee= clusters of beliefs and
subsequently organize their work behwior on the bas=sis of their sense of the
societal function of the school. Teachers who . accept the notion that
educational outcomes are appropriately reflected in measurable achievement
scores work in ways that differ substantially from ®=those who see educatmﬁ
leading to unmeasurable psychological growth, expansiwewe personal capacities, or
development of unique mdwldual abilities.

The second basic incentive sstem which se=parates the 15 samplé

==
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teachers into two groups is thelr orientation toward social reiationships within
the school. 5even of the teachers studied see students as their primary group;
the other eight orient more toward the social system created by other adults.
The student-centered group solidary incentives of the first group leads them 1o
see teaching primarily in terms of "teaching -lessons." The teachers who
respond to adult-centered solidary incentives view classroom work as more a
matter of "keeping school." This latter group sees teaching :. “primarily a
matter of developing adequate programs, properly placing children within those
programs, and encouraging or insisting .upon student compliance with the
demands of these programs. These '"school keepers” believe that educational
objectives, whether of the measurable achievement or broad nurturance types,
are best pursued by creating a classroom environment which surrounds the
students with opportunities and expectations that both respond to their current
abilities and move them aiong toward ultimate learning goals. These teachers

. believe that education consists »f a set of "experiences" which the children

encounter, learn to cope with, ana eventually master. They find that their own
identity is linked primarily to the responses which they obtain from other
adults who evaluate or recognize their work efforts rather than from the
children. '

The seven "lesson teaching" teachers focus their classroom energies on
the structure and conduct of specific lessons rather than the organization and
mplementanoh of programs. That is, these teachers think in terms of specific
learning "activities" rather than overall sct sl "experiences" for the children.
They take a special interest in stimulating and directing children's engagement

‘In these lesson activities, and find their sense of group solid: rity with children

rather than other adults.

The teachers in this study fall into four distinct sub-groups when their
purposive and solidary incentive orientations are viewed simultaneously. When
so clustered, we find that each teacher sub-group shares a common set of
cultural interpretations regarding six basic elements in their work. These six
shared elements are: 1) a common view about what teaching: activities
contribute most to student L[ irping, 2) a common set of criteria for
determining whether their teaching is being successful, 3) a common viewpoint
regarding what students need to do in order to be successful, and how student
success -is to be recognized, 4) a common sense of what the most difficult
aspect of teaching is — difficult in the sense that only the best teachers
handle this aspect well, 5) a common view of what the most distasteful part of
teaching is —- distasteful because it represents a perpetually unsolvable
problem which keeps interfering with the work, and 6) a common view
regarding the central mystery of teaching — the marvelous thing which makes
learning possible, a thing which can be celebrated but cannot be entirely

predicted or controlled.

Three of the teachers studied were labeled "master teachers". They
combine a deep cemmitment to achievement production with a belief in the
program oriented, school keeping, strategy for pursuing this basic purpose. .
These teachers often speak of the importance of "bringing kids up to grade
level." They are strong contributors to the school system as.well as effective
classroom performers. For them, "academic discipline" is the key to improved
student learning. They believe that students succeed by 'getting with the

-6 -
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program,” by "buckling down,” or by '"plugging away." For them the best
teachers are those who can "get to" the difficult kids. They take pride in
successfully handling difficult interpersonal problems. The most distasteful
experiences for these adult-oriented teachers arise when they fail to get
adequate "support” from principals or other administrators.

A second group of three teachers we called the "instructors” because
they combine a commitment to achievement production with an emphasis on
teaching lessons. For these teachers the most fundamental work responsibility
is the development and execution of effsctive lessons. They tend to be "loners"
or "solo" teachers, difficult for principals to know how to direct or manage.
They view teaching as a technically sophisticated craft, and they believe that
students learn through active engagement in intellectually stimulating
activities. Students, they believe, will be successful if they are given learning
activities which accurately match their needs. They work at getting the kids
"turned on" to learning by getting them engaged in activities which are both
emotionally and intellectually "geared" to their needs. These teachers believe
that the hardest part of teaching, mastered only by the best instructors, is
learning how to organize and pace instructional activities properly. They find
discipline to be the most distasteful and persistent problem they face.

Four of the teachers studied fell into the group called "coaches". This
group combines a commitment to the Iimportance of c¢hild nurture and

-development with a belief that teaching lessons is the best strategy for

pursuing this goal. - This group responds to children as the primary source of
solidary incentives, and sees themselves as responsible for evoking excitement
and learning responses from their students. They believe that their most
important contribution is to be "with the children" as they explore new worlds.
They move back and forth between imposing rigorous demands for student
engagement and offermg them warmth, encouragement, and a guiding hand. For
them, students are successful when they have learned to "love", to get along
socially and intellectually with others, and to be '"respectful" of others.
Students are seen as most likely to be .successful if they are made to feel
comfortable rather than pressured; excited rather than bored. -The most
distasteful problem confronting these teachers are the distractions of useless
meetings and paper work demands. For them the best teachers are those who
can provide—all of the. emotional energy requxred to keep in touch with the
students. -

The remaining five teachers in the sample we called the "helpers." This
group embraces child:nurturance goals and combines this commitment with a
slief in the impertance of using school keeping strategies for teaching. This.
group, made up entirely of the weaker teachers in the sample, defines their
work role as one -of '"helping" students to deal with the demands of schooling —
demands which these teachers seem to equate with the demands which these
children will face in adult life. Student success is, for them, measured by how
well children "function as students” in the school setting. The helpers generally
suspect that a substantial number of children are either unwilling or unable to
cope with school programs. They find that the most distasteful and persistent

-problem in teaching is the number of children who are :esistive or

non-cooperative. They think that the best teachers are those who are able to
get the classroom organized and runmng smoothly, They are unique among the

=
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teacher sub-groups in seeing very little mystery or wonder in the learning
process. For them, ’ ing is a matter of routine, almost dull, plodding
through the curriculum and trying to reach the kids with what they need to
pass tests and move along to the next assignment or grade level.

3\
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2. On Lesson 5Siructures.

Within the framework created by their orientations tc the purposes of
schooling and their solidary incentives related to "teaching lessons" to children
r "keeping school" with other adults, two core elements are found in teachers'
work activities: lesson structures and rule formation. These eiements are
technological in the sense that they give operational precision to classroom
activities, but they are cultural in the sense that the form which they take
depends upon the values and beiiefs of both students and teachers.

Our research supports earlier work by Mehan {1979) in that, among the
teachers studied, all successful lessons (successful in the sense of engaging
students in the ways teachers intended for them to be engaged) had a common
structural form which consisted of five basic elements. These elements are: 1)
a starting demarcation, 2) an opening, 3) a lesson proper, %) a closing, and 5)
an ending demarcation. Starting demarcations are short. They serve as
transitional activities separating lessons from other classroom activities. They
produce no instruction. Hence their effectiveness is enhanced if they are
ritualized and non-verbal in nature, because ritualized demarcations take much
less time than verbally explicit ones. Starting demarcations serve two
functions: the synchronization of students' behavior so they are ready to
participate in tf - lesson, and the focusing of their attention on the lesson to
follow. When Staftiﬁg demarcations are unsuccessful lessons are disrupted,
postponed or abandoned.

Lesson  openings serve to orient students to the content and form of the
lesson proper which is to follow. Three functions are served by the lesson
opening: 1) students are oriented to the subject matter to be covered and the
procedures to be used in presenting the lesson, 2) they are shown in both form
and SLbeanCE how they are to respand when Lhe teacher elxc:xts ;heu-

x:ﬂ,tena which will be used to evaluate their responses once the lessoﬁ is under
way. Lesson openings may be quite brief — setting the stage for the lesson
proper quickly and then elaborated after the Ilesson begins. Frequently,
however; lesson openings are more extended - providing a falrly detailed
introduction to the materials to be covered in the lesson.

The lesson proper consists of one or more "cycles" of interaction
between teachers and students. A complete interaction cycle consists of a
teacher elicitation, a student response, and a teacher evaluation of that
response. In successful lessons, these interaction cycles are reciprocal and
directicnal. That is, there is a direct and understandable connection between
the teacher's elicitation actions, the students' responses, and the teacher’s
evaluations. There is also a logical linkage between. the flow of these
interaction cycles and the content of the lesson. The teachers' elicitations
begin by probing student understanding and reactions to preliminary lesson
elements and move toward more complex or subtle elements. -

-8 -
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The teachers in this study utilized six ESSéﬂtiaﬂy different types of
elicitation strategies. The most common forms were '"choice” and "product”
elicitations in which teachers asked students to respond directly to the centent
of a lesson. Other important forms of elicitation included: a) "process"
elicitations in which students are asked to indicate whether they are following
the flow of the lesson, b} "meta-process" elicitation in which they are asked 1o
reveal the basis or rati@nale for their responses, ¢) "curiosity" elicitations
aimed at getting them involved in lesson activities, and d) "confirmation"
elicitations in which students are asked to evaluate and confirm each other's
work. Proper use of these all six of these elicitation forms is an important
part of a teacher's overall effectiveness,

The -::yc:les Gf tE‘aChEF é!;ﬂ:atian, studént respaﬁse, aﬁd teachEF

what Mehan (1979) called ‘the "turn allocation" machmery of the ciassroom.
Students may respond as groups or individually; they may respond to invitations
to "bid" for participation, or may be explicitly invited to reply. The important
point is that students must master both the form and content of proper
responses within the lesson cycles. Right answers offered in the wrong form or
at the wrong time must be treated by teachers as just as "wrong" for the
lesson as ones which reflect a student's inability to grasp the intellectual
content of the lesson. In addition to responding to specific teacher elicitations,
students make original contributions to the flow of the lesson by: "getting the
floor"”, "holding the floor", and "introducing news." )

Once the interaction cycle of the lesson proper begins its tempo,
content and direction are controlled by three mechanisms: 1) the nature.of the
teacher’'s evaluation of students responses, 2)  teacher extensions or
elaborations of the lesson opening used tc reinforce or further develop its
content, and 3) disruptions by students, outsiders, or even the teacher which
break the interaction cycle and distract the participants. If a teacher's
evaluation of a student response is positive that generally terminates one cycle
and sets the stage for the next. Negative or non-evaluation responses by the
*eacher call for continued interactions. Teacher evaluations may be procedural
(focused on the form of a student's response) or substantive (focused on its
content). They are also either moralistic (aimed at reinforcing studer.t rights or
obligations) or rational (aimed at reinforcing student understanding and
comprehension).

, When extending or elaborating the lesson opening, teachers introduce
new subject matter or new intellectual processes into the lesson. Under normal
circumstances these elaborations are used to move the lesson toward its
originally intended goals. Sometimes, however, teachers must elaborate their
lesson openings because students have not been ahle to understand either the
content or the form of expected responses based on the original

opening.

Disruption was extenswely present in the lessons observed during this
research project. The extent to which ordinary classrooms are disrupted by
school administrative needs, unmanageable student needs, or irrelevant teacher
actions was startling to the project field staff. Not surprisingly, weaker
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ﬂffectwe cofwarkers.

[n order to terminate the cycle of interactions which constitute the
iESSDﬁ proper, teachers must perform a "lesson closing.” The lesson clesing,
usually takes the form of a brief teacher scliloguy. It may be either directive
or lnfarmatxve. Directive closings involve such things as assigning homework,
indicating the learning goals which will be pursued next, or instructing children
to finish their work. Informative closings summarize the content or procedures
used during the lesson proper. Closings, especially the informative iype, serve
two basic functions. They underscore the role of the lesson in moving children
toward the goals of schooling and they bring to consciousness the meanings and
behavior norms which teachers believe are essential in realizing these
goals.

Ending demarcations separate classroom lessons from other activities and
ritually release the students from their obligation to follow the behavior rules
implicit in the lesson proper. These ending demarcations are vital to effective

.classroom lessons because they separate periods of intense student

concentration and compliance with teacher directions from more relaxed
periods of undirected social interaction. Frequently ending demarcation rituals
involve physical movement of children or teachers from one place to another.
Bells and buzzers also play an important role in these demarcation rituals.

Four distinctive lesson forms were identified in our data: 1) teacher-led
a! lessons (the most commonly recognized form of elementary school”
hing), 2) activity lessons, 3) drill and practice lessons, and 4) test lessons.
Each of these four types of lessons were found to have the same essential
structure, however.

3. On the Relationship Between Teacher Orientations and Lesson
Structures. :

The linkage between work orientaticn and lesson structure is seen in
each of the four different sub-groups of teachers. The most prominent
structural features of the lessons utilized by the "master teachers" are their
complexity and their emphasis on procedura! evaluation. These teachers
concentrate on getting children engaged in organized activities and have a
knack for quickly spotting children who have become disengaged and
re-corienting them to the norms of participation in the lesson. The "instructors"
tend to have elaborate lesson openings but keep the interactive cycles of the
lesson proper less complex and focus their evaluation responses on the
substantive content rather than the procedural propriety of student responses.
These teachers tend to rely more on_group level teaching activities.

The group we called the "t:aaf:hes" tend to elu:nt a bn:)ader array c:f

responses. They believe that lessons should contribute ta iharacter and
self-discipline as well as knoviledge and therefore are as likely to use
emotional as cognitive language to des:nbe the content of a lesson they are
‘preparing to teach. They tend to” call the process a "challenge'" and want
students to feel excitement - opportunity, not just to know facts.

- 10 -
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The group of weaker teachers whom we called "helpers" tend to have
iess weil structured lessons than the other three groups. They more easily fail
1o engage students in the demarcation rituals or fail to complete a lesson
opening or closing. They also are mere likely to let student resporises pass
without appropriate evaluation. We also found that these teachers tend to use
individual nominations rather than bidding or group responses in allocating
student participation turns -- thus creating a highly personalistic style of
group interaction. These teachers, not surprisingly, find that their lessons are

4, On Classroom Management.

Rule formation is the second basic ingredient utilized by teachers in the
construction of a classroom culture. In addition to structuring lessons so that

goals, teachers must establish a system of normative and enforceable rules
aimed at establishing orderly and just social relationships in the scheol. In
order to be effective, these rules must at least: 1) be sufficiently sensible or
"natural” that they do not have to be explicitly remembered, 2) bear an
understandable relationship to the goals and tasks of the classroom, 3) avoid
contradictory or arbitrary demands on students; and 4) be concretely expressed
within the developing culture of each classroom social group. Even though
rules in any given classroom may be virtually identical from one year to the
next, they must be re-established for each new class. Teachers must
re-articulate, illustrate, and interpret the ramifications of rules each time they
seek to turn a group of diverse individual students into an integrated classroom
social group.

Dataz from our teachers make it quite obvious that teachers are not
equally successful in creating and maintaining classroom rules. Life in our
sample classrooms ranged across a continuum fror. virtual chaos in one room,
through rooms with highly visible rules and equally overt systems of
enforcement, to well ordered ones in which cultural norms were largely

- implicit and enforcement systems virtually invisible to casual observers. Twelve

of the fifteen teachers (those with full sized classes of normal children) can be
located along this continuum.

The least effective of these twelve teachars demonstrated repeatedly
just how fragile elementary school classroom cultures can be. She failed almest
totally in her efforts to establish and enforce rules or to insure that students
behaved in an orderly way. (Our field observer was genuinely relieved when
this teacher decided, with her principal's encouragement, to retire from
teaching at the end of our study year).

Two somewhat more effective teachers managed to generate substantial
periods of socia: order, but they did not appear to fully comprehend how this
order was established, As a result, order in their classrcoms constantly
threatened to disappear and couid only be sustained by relatively harsh and
frequently punitive measures.

Still more effective are two teachers who seem to understand how rules

.
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should function and why they are needed. These two teachers, however, were
generally unable to get their students to "own" the classroom ruies. As a
consequence, students in these two rcoms frequently felt that rules were
arbitrary, capricious or without fundamental purposa.

Five of the sample teachers — the lar gest single group — were abie 1o
establish and enforce rules which were, on the whole, seen as legitimare and
appropriate by their students. While these teachers found it necessary, with
varying degrees of frequency, 1o use overt power strategies to maintain order,
they were typically able to get students to voluntarily and spontaneously
follow classroom rules and social norms.

Data collected in the room of an effective kindergarten teacher reveals
just how young children are introduced to the school as a place where behavior
is based on rules and social norms.

Firally, analysis of the data collected from an especially effective first
grade teacher reveals that successful enculturation of classroom rules makes it
possible for teachers to give up overt rule enforcement almost entirely. In this
classroom, with its almost total lack of rule enforcement problems, the teacher
is able tc make "suggestions" and give "directions" rather than cite or enforce
rules in order to control and direct children's behavior.

One of the underlying dimensions of rule formulation and enforcement in
these classrooms is the difference between moral, value-based rules and legal,
rationally -structured rules. Not only do moral rules cover a different domain of
behavior from legal ones, they are ammenable to suppert and enforcement
through the use of different processes and mechanisms. It is important for
teachers to recognize the difference between these two types of rules and to
refrain from trying to enforce one with sanctions which are only well suited to
the sther.

Another basic dilemma in teachlier rule development and enforcement
arises from the fact that classrooms are not totally isolated from the larger
school context. School-wide rules intrude into the classroom because teachers
are expected to both interpret and enforce them. School-wide social norms also
exist and cause children to challenge rules which seem to them to be at odds
with these general norms. Some teachers will intercede on behalf of their own
students when they are accused of breaking a school rule, others will insist
more strongly on adherence to these general rules than to ones developed
within the classroom.

In a g eneral way, explicit behavioral rules form a bridge between chaos
and cultural order. Teachers with less well developed classroom cultures are
required to spend more time and energy declaring and enforcing rules. As the
classroom culture becomes more fully devgh;peﬁ rules come to be seen by the
students as a natural outgrowth of shared meanings and the overall purposes of
the classroom group. Thus, in these more developed cultures, teachers can rely
on direction giving rather than entering into a power struggle or engaging in
psychological manipulation of students.

5. On Principal Orientations and Effectiveness.

=12 -
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The development of a cultural framework for interpreting meanings and
defining purposes is just as important for school principals as it is fer
teachers. Not only are such cultural frameworks Important to principals in the
development of their own work orientations, they serve as powerful
mechanisms for directing the work others.

Data collected from the five principals in this study indicate that
principals do not rely on either clear conceptions of specific role
responsibilities or explicit attention to teacher rewards and incentives in
developing an overall approach to their work. In order to account for the
characteristic work style of each principal it is necessary to examine how each
responds to two fundamental dimensions of the elementary school culture. The
first concerns their ways of typifying teaching work activities and the second
involves their ways of conceptualizing the overall mission of the school.
Principals must make basic choices along each of these dimensions. And their
choices are reflected in the development of particular approaches to their
work as principals. Principal influence over teacher rewards and incentives is
largely an unconscious by-product of their overall work orientation and style.
They contribute to teacher incentives by pressing upon them a vivid sense of
the mission of the school, and by supporting a particular definition of teaching
work. This influence is generally unrecognized by the principals, and is almost
never pursued in a systematic way.

When trying to interpret the nature of teaching work, our principals
tended to concentrate on either: a) the level of effort which teachers display
in their work, or b) the technical quality or care with which teachers perform
specific work responsibilities. Principals who attend primarily to the teachers’
level of effort tend to feei that teachers themselves will know best how and
what to teach but that the job of the principal is® to stimulate, motivate,
encourage and support them. By contrast, principals who focus on the te<hnical
quality of teachers' task performances feel that their own role involves
defining teaching tasks, prescribing techniques to be used, and monitoring the
effectiveness with which those techniques are applied.

As they attend to the mission or enterprise of schooling, principals tend
to concentrate on either: a) defining and organizing programs which they
believe will lead to the reaiization of their goals, or b) stimulating effective
execution of programs that have been adopted. Those who view their role in
terms of program definition and organization tend to believe that the success
of the school enterprise depends upon proper planning and careful integration
of various program elements. Those who emphasize program execution and
oversight indicate that they believe educational outcomes depend upon the
precision, care and diligence with which programs are carried out.

Four of the five principals studied were easily classified as embracing a
unique combination of teaching work and school mission orientations. Each of
these principals typifies the central features one of four major conceptions of
the principalship: manager, administrator, leader, and supervisor. The first
principal, whom we labeled the "manager", clearly believes that school
effectiveness depends upon the technical competence with which teachers
perform their work responsibilities and the organizational adequacy of school
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programs. The most striking feature of this principal's work style 1s the
intense, rapid-fire, and frequently changing interactions which she has with
teachers and other staff members. She also displays a keen interest in staff
in-service activities {which she calls "z real biggie with me") and spends long
hours in program planning activities both at her own school and at the
district's central office where she holds a hali-iime appointment as a
curriculum coordinator. Though her language during interviews is filled with
the tough, sophisticated and slightly profane language which one would expect
of a person with these beliefs, she displays certain contradictions in her
dealing with teachers. She intuitively recogrizes that she must “establish a
presence"” not just "enforce rerformance standards" with her teachers. As a
result she engages frequ:ntly in what she calls "stroking" of staff members.
Her VLgomus managerial language system shows through, however, and her staff
remains alienated from what they see as her career and her program
interests.

A second principal, whom we labeled the "administrator", sees productive
teaching work ‘as dependent upon encouraging typically competent teachers to
be more diligent and dedicated. This principal, like the manager, szes school
effectiveness as depending on proper program plannmg and organization. As we
watched this principal and talked with him about the meaning of his work, we
noted that his activities are highly time-structured. He remembers méetmg
schedules better (and misses more meetings) than any of the other principals
we observed. His conception of his own role is much like that of & hospital
administrator or university dean — he expects teachers to take responsibility
for the technical quality of the work performed and believes his own
contributions are most effective when he monitors the flow of support services
and facilitates the planning of program components. One prominent feature of
his work is the extent to which he has to deal with student discipline
problems. These are important to him because they represent one way in which
he can make a direct contribution to the smooth operation of the school. This
principal is fairly passive in relation to teachers. He is viewed by central
office administrators as not very responsive to district programs and goals.

The third principal in our group, whom we called the "leader", combines
the manager's belief that school effectiveness depends wpon individual
excellence rather than collective organization, while embracing the
administrator's view that the principal should metivate and stimulate teachers
rather than trying to set exphc:lt standards and monitor their performance.
"Atmosphere" is the key term in this principal's approach to his work. He
concentrates on keeping in touch with the feelmgs of staff and students and
believes that his success as a principal is reflected in the degree of enthusiasm
and dedication which his staff displays. He maintains an <snergetic,
=nthusiastic, problem-denying facade because he believes that he is personally
responsible for being a source of good feelings which will contagiously
encourage all members of the school to do their best.

The fourth principal, whom we called the "supervisor", combines an
organizational view of the school program with a level of effort concerh with
teacher performance. This prmc;pal concentrates on directly controlling
teacher work efforts by both a) giving immediate guidance regarding the tasks
to be performed and b) insisting that the planning and organization of these
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tasks 15 the prerogative and responsibility of school administrators. She
displayed the [least trust of any of our principals in the motives and
competence of her teaching staff. The general impression garnered from
spending a few hours in her office is that of a job-shop in which projects are
constantly being scheduled, worked on, and completed. This principal sees
herself as the shop iforeman, and concerns herself on a daily basis with
whether work js properly scheduled and whether workers are diligently
attending to their task responsibilities.

The fifth principal in our study was not as easily classified as the other
four. She displayed a capacity to move comfortably and fairly quickly from one
role definition to another. Rather than displaying clear choices regarding
either the origins of school effectiveness or the nature of teacher work
responsibilities, she was committed to the idea that communication of a central
vision of the schoo!l is the key to successful management of its operations. Her
special role and flexible style may have been made possible by the fact that
hers was the most suburbanized of our schoels with an upper middle-class
clientele and a mature teaching staff.

In sum, there is a close link between each principal's beliefs regarding
the nature of teaching and the purposes of schooling and their overall
approach to the principalship. It is quite evident from watching our principals
that they have enormous latitude in how they can approach their jobs. We
note, however, that when principals settle for one particular approach to their
job responsibilities they tend to develop blind spots and contradictions which
prevent them from creating the most effective incentive systems for teachers.

EIGHT THEORETICAL PROPOSITIONS REGARDING INCENTIVES

The theoretical significance of this study is best summarized in eight
analytical propositions. These propositions, discussed in detail in the full
report, are as follows:

Proposition #1: Appropriate motivation plays a vital role in
determining the quality of teacher work efforts

Proposition #2: Rewards, broadly conceived, are the most
effective work motivators.

Proposition #3: An incentive is a reward which serves to
modify work behavior by being linked (in the mind of the
worker) to participation in, or performance of, particular

tasks or activities.

Proposition #4: Incentive systems -- that is systems linking
anticipated rewards to specific work behavior — exist at
three conceptually distinct levels of analysis: 1) the

individual, 2) the group, and 3) the organization.

Proposition #5: Since orienting belief systems serve to
establish the linkage between task performance and reward
distribution for workers (i.e., to create incentive systems) it
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These theoretical propositions not only depart in significant ways from
the traditional literature on work incentives, they also offer school leaders and
public policy makers a basis for improving teacher work performance without
generating the high levels of teacher alienation associated with "burn-out."

POLICY

In

systems,

is appropriate to say that incentives are created by cultural
systems,

Proposition #6: Lesson structures and social behavior rules
represent the technical core of all classroom cultures.

Proposition f7: Principals make their greatest contributions
to teacher incentives indirectly by influencing the cultural
systems within the schoel and classroom.

Proposition #8: School administrators substantially influence
school and classroom cultures through the enactment of
three basic roles: 1) interpretive roles aimed at defining and
articulating cultural purposes and norms, 2) representational
roles aimed at revealing and modeling the activities
‘appropriate to the cultural framework, and 3) authenticating
roles aimed at recognizing and confirming successful and
appropriate participation by teachers, students, and

community members.

IMPLICATIONS

combination with an extensive review of prior research on work
motivations, rewards and incentives, the research summarized here suggests ten
guidelines for policy makers who are interested in improving teacher incentive
school achievement and the effectiveness of school principals. In brief

these guidelines are:

lé

For Improving Teacher Incentive Systems.

Policy Guideline #1l: Through re-definition of school
cultures, the incentive-value of a reward can be altered
substantially even when the reward itself cannot be
controlled at all.

Policy Guideline #2: Policies that give primary attention to
strengthening argamzatmnalevei purposive incentives have
the greatest chance of improving teacher work performance.

Policy Guideline #3: Policies that facilitate the development

of apprapnate group-level, solidary incentives will also
significantly improve techer work performance.

Policy Guideline #4: Among the individual-level incentives
availabie to teachers; the predominant role is played by
these which rely on instrinsic rewards.
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Policy Guideline #3: While extrinsic rewards (like salaries

and comfortable weorking conditions) play a significant role
in motivating teachers -- especially in their recruitment and
retention -- they cannot be expected to produce intense
engagement or high periormance.

For Enhancing 5choel Achievement.

Policy Guideline #6: Cultural and technical elements of

school organization need to be carefully distinguished —
policies aimed at improving one may damage the other.

Policy Guideline #7: There are two core elements in every
school culture — common purposes and shared typifications
of the processes to be used in pursuing them — policies that
support these two cultural elements will improve school and

Policy Guideline #3: Once the cultural core of the school is
established, a technical core consisting of 1) appropriate
lesson structures and 2) effective rule systems, must be

embedded within that culture.

For Improving 5chool Administration

Policy Guideline #9: Role flexibility (not ambiguity} is
critical to an effective principalship. Principals must know
how, and when, to act the part of a "manager", "leader",
"administrator", or "supervisor" in working with teachers.

Policy Guideline #10: In order for policies to support
cultural incentives in the school they must reinforce three
culture management roles for school principals: 1)
interpretive roles aimed at defining and articulating cultural
purposes and norms, 2) representational roles aimed at
revealing and modeling appropriate activities and behaviors,
and 3) authenticating roles aimed at recognizing and
confirming the participation and membership of children,
teachers and citizens.
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CHAPTER 1
AN OVERVIEW OF TEACHING INCENTIVES

INTRODUCTION

Teachers are the focal point of classroom social organization and
ins ruc:‘ti::nal service deliver’y in thé schoals. Tc:o 1ittle is l{ﬁow’m however,
afiéctmg thexf ;ol‘- perfarmam:e. These concerns are the cantral themes of th;s
report. Our .analysis emphasizes the importance of incentive systems (as
distinguished from regulations, direct oversight by superiors, or classroom and
student characteristics) in mobilizing and directing teacher work efforts.

DATA SOURCE AND RESEARCH METHODS

This report draws upon data collected during a year-long study of
teachers, principals, and central office -administrators in a moderately large,
urban, unified school district in southern California. The district has 51 school
sites. There are substantial numbers of ethnic minority students (both Black
and Hispanic) within the district and it is under a court-ordered desegregation
program. The desegregation prcgram involves the creation of several "magnet”
progiams in schools throughout the district with voluntary transfers used to
help establish an ethnic balance across school sites.

In consultation with the district superintendent, who had been empioyed
by the district for four years at the stdrt of this study, it was agreed to
concentrate our research on the elementary schools of the district. At a
meeting of elementary principals held in September, 1980, the proposed

. research project was described and volunteers were sought for participation in

the study, Seven principals voluntzered, After preliminary interviews, four of
the seven were selected as participants. Subsequ&ntly, an assistant
superintendent was asked to help recruit a f{ifth principal with persanal
background and school site characteristics not adequately represented in the
initial group of volunteers. The addition of this fifth principal completed the

sample described below.

The five schools in the final sample differed across the following
important organizational and demographic dimensions.

A. Attendance areas:

1 suburban, middle-class school,

I muiti-ethnic, inner city school,

1 predominantly_Hispanic low income school,

2 predominantly Black schools, one drawing from
a visibly lower income area than the other.
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B. principals:

experienced (14 years) white male principal,

experienced (5 years) white female principal,
experienced (4 years) Hispanic male principal,
second year Black female principal,
second year white femaie principal.

Bt s e

C. 5chool enrollments:
Ranged from 23% to 510, staff size ranged from 10 to 22 teachers.
D. Program complexity:

A broad range of special programs and specialist staff roles were
found in the schools. One schonl had no federally funded programs, others had

various combinations of desegregation, bi-lingual, ESEA Title I, and/or
California 5chool Improvement Programs.

One central concern in the design and execution of this study was- the
analysis of how the overall character and effectiveness of teachers' task
performanrce is influenced by the various rewards and incentives encountered
during the course of their work. Since there are no widely accepted measures
of effective teacher task performance, we relied upon school prircipals to
assist in developing a sample with optimal variance on this crucial dimension..
Each principal was asked to identify one "relatively strong" and one '"relatively
weak" teacher for participation in the study. Each was also asked to assist in
identifying a third teacher with characteristics that would help to balance the
sample with regard to the sex, experience, ethnicity, and/or grade level
represented in the sample. Throughout.this report we use the terms "weak” and
"strong" to denote these principals' judgments. One teacher is a special case.
Although not initially identified as a "weak teacher", this teacher (labeled Mrs.
M in the text) is grouped with the weaker teachers because her principal felt
it necessary to have her transferred to a new teaching assignment during the
study year because of her perceived inability to handle her assigned special
Learning Handicapped class.

When actually observing the teachers our research staff found, naturaily,
that some were much more successful than- others in getting students to
respond to lessons and comply with teacher directives. The teachers judged to
be more successful are called “effective'" in the body of this report (see
especially Chapter V). As detailed in Chapters IV and V, there is a substantial
(though not perfect) correlation between principals’' judgments of strength or
weakness and our observations of effectiveness.

The 15 teacners finally selected for study include:

= 12 female and 3 male teachers,

- 10 majority and 5 minority teachers,

11 tenured and 4 untenured teachers (i.e. less than
3 years experience),

All grade levels from K to éth,

-2-
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- Two special education teachers,
= Two dual role, vice-principal/teachers,
- One resource teacher.

Twa prblEmS were. Eﬁcountered in the Sélét:tién af a s.arﬁple. Cbﬁe

declmed to paruc:lpate (largely on the basxs cf her m\n:lverﬁent in the keacher
union which was at that time engaged in tense labor negotiations). This
teacher tried unsuccessfully to persuade all teachers in her building to refuse
to participate. S5he was replaced and the sample was  —-'eted without her
participatign, A second teacher originally identified as a weaker teacher by his
principal initially agreed to participate and then withdrew after a preliminary
interview. He was replaced by a stronger first grade teacher.

In addition to the teachers and the five principals, the following district
personnel were interviewed and/or observed in the course of the study:

- the district superintendent,
- the associate superintendent and 3 assistant superintendents,
five caardinatcrs and directars who work directly with the

Interviews and observations of all participants were '"open-ended" in
character. Where feasible, tape recorders were used to preserve the data in its
original form. Observations and interviews with teachers fccused on:

1. How the teachers feel about their work and how they orient
themselves to its task requirements and opportunities.

2. How classroom social life is structured — how control is developed
and maintained.

3. How teachers mnceptualize, structure and teach the "lessons" for

4. What relationships exist between teachers and principals, between
teachers and. other administrators, and between principals and other
administrators.

All of the participants were formally interviewed at least twice. All of
the teachers and principals and most of the other participants were observed
for the equivalent of one or more full working days. Teachers were observed in
their classrooms, on the playground, during coffee breaks, at lunch and
conversing informally with other staff. They were observed participating in
suc:h events as parent-tea::her mnferences, staff rneet;ngs small group
meetmgs. Some partnmpaﬂts were observed durmg after SEhDC)l samal
gathermgs and parties. One teacher was observed as she conducted an
in-service meeting for parents-interested in providing classroom assistance.

. Principals were observed warkmg in their offices, "making the rounds" of
school bu;ldjngs and playgrounds, and in meetings with students, teaching staff,
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parenis, and other principals. The latter included the regular monthly -zeting
of all elementary principals in the district, a meeting of principais and
vice-principals serving schools receiving various compensatory education funds,
and small group principals' meetings. They were aiso observed participating in
district committee meetings, a district parent-advisory committee meeting, and
in in-service sessions,

Central office staff were observed as they met with others in the
district office, with principals and with teachers; as they conducted in-service
programs for classrcom aides, teachers and principals; as they met with
community members at district advisory meetings; as they honored community
volunteers; as they evaluated =z teacher's classroom performance; as they
mediated school-site personnel problems; as they interviewed prospective
personnel; and as they prepared district, state and federal reports, etc. One
staff member was observed conducting an after school session held in response
to a spontaneous request from several kindergarten teachers, demonstrating
how to integrate social studies into the kmdergarten curricuium.

Interview and observation data were transcribed and subjected to
content analysis, along with documents such as lesson plans, seating charts,
principal memoranda, etc. gathered in the course of the study. The transcribed
observation and interview data produced approximately 2000 pages of typed
protocols. As elaborated in the body of this report, the central categories for
analyzing the data include: 1) the unigue characteristics of the rewards and
incentives systems available to classroom teachears, 2) the structure of the
lessons taught by teachers, 3) their strategies of classroom management or
social control, and 4) the fundamental assumptions about the nature and
structure of teachmg work implicit within the work orientations of teachers,

principals, and administrative st {f members.
A PRELIMINARY PERSPECTIVE ON TEACHING INCENTIVES

In the initial design of this research project we relied on a
conceptualization of rewards and incentives that dominates the recent
literature on this topic., Within this literature, the notion of a "reward"
overshadows that of.an "incentive”. In fact, in comprehensive works on
organizational behavior both Hoy and Miskel (1978, 1982) and March and Simon
(1958) drop all discussion of incentives in their later works, after  giving

-substantial space to examination of the meaning of this concept in earlier

writings. The phrase "rewards and incentives" is typically used as if it were a
single hyphenated conglomerate term. That is, an incentive is generally
conceptualized as merely an anticipation, or "pre-remembrance" (Winter, 1966)
of a reward which is expected to follow performance of some task or
engagement in a particular activity. Sometimes, of course, such expectations
are erroneous and the anticipated rewards are not actually received. The
important point, however, is that incentives are here viewed as rewards that
are expected.

(or perh pS the f@od pellets L.Eed to i:i:ndxtmn rat,s and p;geans) as the
archetype for all rewards. It assumes that the primary motivations for all
social behavior are rooted in the ability of individuals to contemplate the
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CONSEQUENCES of alternative possible actions. The choice of any particular
action, this theory assumes, is governed by a combination of anticipated
physical and cost constraints, on the one hand, and reward values on the other.
The strength of an incentive (or dis-incentive) can, at least theoreticalily, be
calculated by subtracting the costs of an action from the value of the rewards
which are contingent upon that action. Probability theory is sometimes
incorporated into this analysis to accommodate the fact that the flow of
rewards is often imperfectly linked to the performance of an action and that
actors may not know exactly what consequences will follow from specific
actions. Thus incentives are sometimes thought to be "discounted" (Axelrod,
1981) by the probability that they will not actually be reae;ved once the
required actions have been taken.

As described in some detail in Chapter 2, this theoretical formulation
encounters some very complex problems when it is used to interpret real world
data. Perhaps the most vexing one is that, in contrast with the highly
contrived experlmental social settings often used to generate research data,
actions taken in real social settings involve both cost factors and reward
values that are exceedingly difficult to identify. And it is doubly difficult to
reduce these costs and rewards, once identified, to a common metric for
comparison. Even wage payments, which at first appear to have a simple
metric, are difficult to compare if tax liabilities, fringe benefit packages;
supplemental pay scales, or payment periods vary significantly. The problems
associated with making comparisons among wage rates are trivial, however,
when compared to the difficulties encountered in trying to construct a similar
metric for such non-wage rewards as commodious working conditions, social
prestige, or opportunities for upward mobiiity. And these difficulties are
compounded still further when analysts recognize that SUBJECTIVE perceptions
regarding cost and reward values - not objective relationships between action
and reward - actually control behavier. (see Weick, 1966, for a discussion of
how experiences that one person counts as work inputs may be viewed by
others as outcomes).

Confronted by such complexities, it is not surprising that a substantial
body of research on rewards and incentives (for educators as well as
non-educators) has been focused primarily on problems related to identifying,
describing, and evaluating the effects of various objective (extrinsic) and
subjective (intrinsic) rewards. With regard to teachers, this line of research
has, in fact, made some substantial progress in the last two decades. It can
now be said with considerable confidence that students provide the most.
potent subjective rewards'to teachers (see, Lortie, 1975; Miskel, 1974%; Spuck,
1974; Miskel. et al., 1980;. Sergiovanni, 1967; Thompson, 19??‘ ERIC 1980b,
1981). Specifically, teachers experience their work as most reward;ng when
they «can attribute to themselves responsibility for improving the
ACHIEVEMENT Jevel of their students. Second to improved student

-ar:hlevement feac:hers find their wc:rk rewardmg ;:E studems respond with

parentsg SEhpT
Of course,/whe salary dlfierentxals are so great that hlgh SEhDDl science and
math tea¢hers/are able to double or triple their incomes by leaving the
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teaching profession altogether substantial changes in teacher behavior can be
expected (Los Angeles Times, 1982), but the modest salary adjustments that
are available under typical teacher employment arrangements appear to have a
very limited effect on work performance. It also appears that the use of
various teacher evaluation procedures to create so-called "merit pay" programs
aimed at rewarding cooperative and diligent teachers with higher pay or
especially commodious working conditions and other perquisites are about as
weak as gross salary and fringe benefit adjustments in offsetting the powerful
effects of student achievement {or non-achievement) and student warmth (or
r-n-cooperation). Moreover, administrative complexities have led to the
abandonment of merit. pay schemes within a few years after adoption in many
school districts (Educational Research Service, 1979).

We know that teachers prefer high achieving students, and that they are
willing to move from schoo! to schoal or even from district to district in order
to work with these high achievers (Bécker, 1952). The available evidence also
sugg=sts that if teachers feel that student achievement is not possible they
will accept student warmth and cooperativeness as a "second best" but
tolerable level of reward for their efforts. It is fairly safe to say, however,
that if student relationships are tense and achievement is either lacking or
largely attributable to non-teaching factors, teachers will find their work
emotiorally and physically draining in a way that neither administrators nor
policy makers can easily overcome by providing zalternative réwards.

that the depressmg 1rnplu:aﬂgns gf thlS plcture caulfi be overcome .if we
undertook a fresh, broad ranging, and detailed examination of teachers'
subjective apprec:;atxoh of the various rewards which they either contemplate
or actually encounter in their teaching experiencés. Moreover, we had hoped
to lend substantial guidance to administrators and policy makers by examining
how school principals and other key administrators actually control the flow of
rewards to teachers. We had expected to find either that some hitherto
unsuspected but potent rewards are at the disposal of administrators, or that
some under-utilized mechanism(s) for linking previously documented rewards to
effective teacher job performances could be discovered and made more useful.
That is, we had hoped to contribute to the improvement of teaching in public
elementary schocls by showmg how rewards could become more potent and

meaningful by being more appropriately linked to high quality teaching.

_As the body of this report documents, however, our data provide no
dramatic new insights into alternative reward systems. Nor did we find
important new mechanisms for distributing the rewards typically controlled by
administrators. To our surprise, the data served primarily to challenge our
original conception of rewards and incentives rather than to either identify
new rewards or describe new mechanisms for linking rewards to job
performance. The most important finding in our data is that INCENTIVES for
teachers are NOT best conceptualized as .anticipated future rewards or a
simple cost/benefit calculation of the ratio of subjective values associated
with’ expected rewards to the work effort required to obtain them. As we
elaborate more fully in later chapters, we found that it is impossible to
interpret the most. important variations in teacher work efforts on the basis of

either: a) simple variations in their SubjEEHVE appreciation of parncular
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rewards (teachers seem about equally sensitive to student achievement and
warmth) or b) basic differences in the degree to which these rewards are
actually received within their work (there are, of course, great variations in
the rewards received, but they do not seem to drive work effort directly). We
found, instead, that there is a_ certain "indirectness® in the way teachers
incorporate available rewards into both their imagination and their enactment
of work responsibilities. We found that teachers are rewarded most effectively
by student achievement and/or student cooperativeness quite apart from
whether they self-consciously direct their teaching activities toward either of
these rewarding outcomes.

As we watched and talked with teachers we gradually realized that their
incentive system does not rest on a straightforward pursuit of identifiable
rewards. In fact, reward values are not generally the primary or immediate
objective of thought when they contemplate and plan for their work. We came
to recognize that interpreting incentive systems requires that we grapple with
a new perspective on teacher work experiences. To oversimplify, we came to
realize that although rewards are "gotten" - and getting them is what is
antxc;pated when a teacher (or anyaﬁé else) contémplates a task in terms of
wa)“. Incentives involve the motxvat;on to "do" scmethmg, not. Just to "get“
something for having done it. Thus incentives involve contemplating or
imagining the PROCESS of perfcrmiﬁg a task not just anticipating its outcome

T or conseguences.

Perhaps an illustration will make this rather subtle distinction clearer. A
member of the Dallas Cowboys football team was interviewed on national
television following a shut-out victory over Tampa Bay in a 1981 NFL playoif
game. He explained the team's performance on the field that day by referring
to the bonuses’ paid for playing in post-season games and saying that his
teammates were '"playing for the money” that afterncon. This phrase, "playing
for the money" reflects, of course, the dominant notion of rewards and
incentives described above. The Dallas Cowboys, we were being told, were
playing that day in order to "get" the financial rewards which would
accompany winning that particular game. Note, however, that this remark was
offered as an explanation for an especially impressive victory, on that
particular ‘day. By implication, we are also being told that professional football
players (who frequently receive for a single game more than a classroom
teacher earns in a year) do not ordinarily play "for the money". They usually
play in order to win, to display their skills, or for other. reasons that relate to
the process of playing the game rather than the rewards to be gotten after it
is over. Though high financial rewards can motivate short term behavior in a
single” game, the difference between the rewards which are "gotten" and the
game playing which must be "pursued" is vitally important. Football players,
like teachers or anyone else, can only work for specific rewards (even very
large ones) for a brief period without losing the motivation to excel. A
football season, like a school semester, is too long for the contemplation or
anticipation of monetary or other rewards to effectively control behavior.

Incentives — reasons for engaging in the process of one's work — must
be present or a job quickly becomes burdensome and uninteresting. It may be
easy to "work for the-money" on speclal occasions, when the moﬁey is ‘more of
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a prize than a salary. Crdinarily, however, the link between work activity and

financial compensation is either too remote or too roudtine 1o serve as the

immediate stimulus for action.

It is equally important to note that, even when impressive rewards are
intimately linked to successful performance of a particular task, workers will
only have an incentive to perform that task if they can vividly imagine
themselves as successfully engaged in the execution of the activities required
for success. Few of those who watched the Dallas Cowboys win that game had
a strong incentive to participate in the process - not because they would not
have enjoyed the rewards, but because they could vividly imagine for
themselves only the "agony of defeat" rather than the "thrill of victory".

Incentives, in other words, are destroyed if we cannot concretely
imagine ourselves performing the activities needed for success. It is not, as is
too often assumed, poor rewards or some uncertainty about actually receiving
them which weakens most incentives. Nor is it just a question of whether one
believes.that the chances of success in performing a task are high enough to
balance the effort required. Incentives, as Garfield's work (1982) suggests,
iﬁv01ve IMAGINATIVELY REHEAESING the perforﬁaﬁce of a task’ - and fiﬁdi’ﬁg

Incentives as motivators for "doing something" are uniquely related to
thinking of our activities as work. The activities which we think of as either
play or gambhﬂg are responses to very different motivations. Gambling, for
example, is distinguished from working by the fact that the gambler does not
differentiate between the rewards to be gained and the incentives for
participating in the action. Gambling, that is to say, differs from working in
the same way that the opursuing rewards differs from responding to incentives.
By relying on chance processes unrelated to one's skill or diligence, gambling
breaks the linkage between persor_.l <ffort and the outcomes of that effort.
When external chance factors rather personal effort control the outcomes
of an activity the participants are ir~= to focus entirely on the rewards to be
reaped and thus respond entirely to a calculation of the relationship between
the costs of participation, the prababxhty of success, and the value of the
rewards to be garnered through winning. Too frequently incentive theories
confuse this calculus of rewards with real incentives. Our data reveal that
teachers respond more to the incentive to do something than to any rewards
which will subsequently be goiten, however. And it is recognition of this fact
which makes sense of the ways in which eiementary school teachers respond to
their work responsibilities.

Anticipating the extended analysis of prior research on rewards,
incentives, and work motivations developed in the next chapter, we not here
that the data collected for this study were analysed using what we have called
a "cultural theory of incentives." From this theoretical perspective, an
incentive is any anticipated and valued goal, social relationship, or personal
reward (either material or psychic) that provides a stimulus or reason for
engagmg in partxcular w«:rk Ell:thlflES. Eefore exammmg the pét:ific inceﬁtives

;:Jetall the relatmnsh;p between mcennves, rewards, and the nature of wark
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CHEAPTER I
WORK MOTIVATION, REW A RDS AND INCENTIVE S5YSTEMS:

A REVIEV OF PRIOR RESEARCH

The research literature kvoted +to interpreting various aspectsof the
mc=tivation and control of work behhavior is vast and complex. Lawle (1970)
regoorted that more than 5,000 studies of employee attitudes and motives had
be ==n published before 1970. Depending on how broadly the issues are defined,
se~veral hundred to a few thousand additional studies have been pblished
be - tween 1970 and the present. It is virtuaily impossible for any individual
scEFolar 1o adequately catalogue, much less analyze and interpret, the divergent
co = ncepts, conflicting findings, and diffuse theoretical frameworks foundin this
licserature. )

Over the last two decades do=zens of review essays have been written
air=med at summarizing and evalumting various empirical and theoretical
dircmensions within the literature. Sorme reviewers tackle the broad fundimental
co=ncepts of "work-motivations' (seee, e. g., Herzberg, 1959; Atkinson, 1964;
Vreom, 1964; Deci, 1975; Korman, Greenhaus & Badin, 1977; Hoy and Miskel,
19778; Thompson, 1979; Sergiovanni & Carver, 1980), "incentives" (se; e. g
Ci=mrk & Wilson, 1961; Coleman, 196 93 Miller & Swick, 1976; or Pincus 1974),
anecd "rewards" (see; e. g., Miller & Hamblin, 1963; Chernﬁgtcﬁ, Reitz & Scott,
1977 3; Spuck, 1974; Slavin, 1977,19803 or Whiddon, 1978). Others confine their
atT=xention to narrower and more specialized concepts such as: "attibution"
(K sukla, 1972), "efficacy" (Fuller, et al., 1982), "equity" (Pritchard, 1%2 or
Geswodman & Friedman, 1971), "expectancy” (Peters, 1977 or Miskel, Defrain &
Wi_lcox, 1980), or "self-esteem” (Tharenou, 1979).

Despite the extensivenessof thhe literature and the frequency wnh which
vzrrious aspects of it have been reviewed, however, a number of ‘serious
the=oretical and empirical problems remain unsolved. Empirical studies, for
ex=ample, continue to support all of the possible relationships between worker
satxisfaction and job performance. Herzberg (1966) and his colleagues are the
leamding supporters of the view that worker satisfaction leads to improved
pee=formance. Vroom (1964) reviewed correlational studies on the subjct and
core=cluded that there is a consistent, though weak, support for this psition.
Pomsrter & Lawler (1968) and Dawis, et al., (n.d.), by contrast, interpret their
dazra to mean that the causal linkage is in the other direction — worker
sat—isfaction is a RESULT rather than a cause of high work performance. March
& _Simon (1958) support this view theoreticaily when they argue that:

Motivation to produce stemns from a present or anticipated
state of discontent and a perception of a direct connection

between individual preduction and a new state of
satisfaction. (p. 153)
éherrmgtnn, Reitz & Scott (1973) offer the view that job performance
anc—l worker satisfaction are independently stimuiated by reward systems Vroom
(15=64) embraces this vmw, arguing that satisfaction and performance eaf:h
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Cepend upoenn different oranizatior—=al characistics, wit—zh no apparent causal
Link betwe=r1 them. Greee (1973 analyzéstis problern in some detail and
offers evidence which, while supportifg the views=s that satisfaction,
merformanc=, and reward ystems interact vih each o-sther, explains only a
small fractZon of the varimce in th =se variabl

Although research design =nd dats mlysis w-~eaknesses are fairly
widespread in the literatre, the ~widely diwgent findifings related to these
basic vari=bies spring mre from  theoreticil problems than from any data
collection or design problms,. The conceptuallfameworks=s employed by various
scholars diwerge so sharplythat it 1is often dlficult to te ell how their findings
can even be compared, mich le=ss whettw they ofiifer corroborating or
conflicting evidence, Imprtant th =oretjcal dontinvitie==s occur at two quite
cifferent Le=vels. First, sinilac —=erms afe dtferently defined by various
scholars, rendering compaisn of tZFieir methoband findir—gs very difficult, At
= deeper le=wel, we find fht s:halafs have riitd on at le==ast six different and
Largely incesmpatible psychlgical —=heorijes olhman moti ivation in formulating
concepts =nd designing rsearch, frequentcly vithout - explicitly identifying
which theor—y they are usin,

To —ompound the stustion, theoretiQalpoblems ==at one level interact
writh those at the other, veating Eurther di ficulties in ==assessing the validity,
reliability =nd/or Slgmfmance of r=search £idings. Schszolars who begin with

different p=ychological asuptions , naturally define the=eir terms differently.
P«ll too of Ten, however, research findings e presentee=d without a clearly
formulated psychology of mtivatio r1, thys Creling substa=antial confusion about
the basis o which definitins of ke= terms haebeen con:astructed.

A theory of mafivatiaﬁ, whi e necesiany is not a_:ll that is required to
generate am adequate thuretical Framewotkfr interpr—eting work behavior.
YWork, at l===z3st for teachys take= place prnarily witt=hin argamzatf’éﬁs and
social groups. In order toeplain ha»w work bxhwior is infEfluenced or controlled
iT is neces=ary to interpet relaticonships betwen the psasychological bases of
isadividual rrotivation and the sociaX  and organational fasctors which establish
the context within which ndividua I worKery it motivatesed (or not matwated)
to action.

Becazise most of th researcZh on wotkmtivation has been undertaken
by psychologists, it has ben rathe-x wegk inonceptuali==ing these social and
organizatiomal context facrs. In =he remaini of this ci=hapter, therefore, we
wrill conceratrate on dewvebping a  conceptuil frameworlkB< capable of linking
organizatiosal and social onextuaE factors with the moti~ vation of workers. In
crder to do  so0, we first etamine thze= concepzsd work mo—tivation, reward, and
imcentive. €Once these temshave bme=en reviewd we turn to an examination of
the six.alteernative psychdbgical ti=-eories un.derlymg the . development of these
concepts, and trace the liks betwe=en thesé pchologica =1 frameworks and the
icleas of mo tivation, incenlive and re=ward.

MOTIVATION, REEWARD, Al INCENTIVVE

Even a superficial rading o£ major stholarly wori-ks on the control of
wrork behavior quickly rewls that +warious Achlrs define== the terms "reward",
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"incentive" and "motivation" in very different ways. Deci (1975) and Lortie
(1975), for example, each develop a taxonomy of the rewards which are
believed to motivate workers. Each of these researchers enumerates three
fundamental rsward categories, and each includes "extrinsic" and "int-insic"
rewards among their basic types. However, Deci (1975, p. 121) labels his third
type of reward "affective", while Lortie (1975, p. 101} uses the term
"ancillary" to describe his third category (see also, Lortie, 1969). A close
reading of Deci's "affective" rewards category indicates that it is completely
included in Lortie's "intrinsic" category. That is, Lortie defines "intrinsic" or
"ssychic" rewards to include both the ‘"feelings of competence and
self-determination" to which Deci gives the name "intrinsic" and the "affective
responses to stimulus inputs" which Deci calls "affective rewards”. In Lortie's
words, intrinsic rewards include all "subjective valuations made in the course
of work engagement” (p. 101).

in separating "ancillary" rewards from intrinsic and extrinsic ones,
however, Lortie creates a category which Deci does not recognize. In fact,
various elements in the reward group which Lortie {p. 101) calls ancillary (i.e.,
"objective characteristics of the work which may be perceived as rewards by
some') fall into all three of Deci's basic types.

If we accept, for the moment at least, that both Deci and Lortie have
made important and useful distinctions among reward types and that each has
found a conceptua! scheme which is helpful in interpreting real-world data,
further progress in the analysis of rewards will require the development of a
new theoretical framework -- one which accounts for the similarities as well
as the differences between these two taxonomic schemes.

DISTINGUISHING INCENTIVES AND REWARDS

Problems related to the definition of rewards are compounded by
widespread confusion over the relationship between rewards and incentives. In
a frequently cited article on organizational incentive systems, Clark & Wilson
(1961) argue that there are three basic types of incentives: material, solidary,
and purposive. In describing these incentive systems, however, they explicitly
refer to material and solidary incentives as "rewards". They define material
incentives as "tangible rewards; that is rewards that have a monretary value or
can easily be translated into ones that have." (p. 134). And when describing
solidary incentives, they say,

Solidary rewards are basically intangible; that is, the reward
has no monetary value and cannot easily be translated into
one that has. These inducements vary widely, They derive in
the main from the act of associating and include such
rewards as socializing, congeniality, the sense of group
membership and identification, the status resulting from
membership, fun and conviviality, the maintenance of social
distinctions, and so on." (pp. 134~135).

Interestingly, Clark & Wilson never use the term reward when discussing
purposive incentives. They say, rather, that,
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Purposive, like solidary, incentives are intangible, but they
derive in the main from the s-ated ends of the association
rather than the simple act of associating." (p. 135)

They elaborate, saying thart,

The end system is deeply implicated In the incentive system
of the association. The members are brought together to
seek some change in the status quo, not simply to enjoy one
another's presence. . . .purposive inducements mist be
carefully distinguished from solidary ones. If organizational
purposes constitute the primary incentive, then low prestige,
unpleasant. working conditions, and . -other material and
solidary disadvantages will be outweighed — in the mind of
the contributor — by the "good" ends which the organization
may eventually achieve. (p. 136)

Incentives, in this formulation are actually. rewards, or at least operate
like rewards, in order to "satisfy the variety of motives that help to maintain
participation in the enterprise." (p. 136). As Clark and Wilson put it,

All viable organizations must provide tangible or intangible
incentives in exchange for contributions of individual
activity to the organization. (p. 130}

Moreover,

Classification of incentivas systems makes it possible to
distinguish analytically significant types of organizations,

and,

3
The incentive system is altered (largely = by the
organization's executive) in response to changes in the
apparent motives of contributors, or potential contributors,
to the organization. (ibid).

Thus Clark & Wilson draw into a single conceptual framework the
notions of incentive, reward and motivation. Their view is generally supported
by Hoy & Mis’k’e,l (1978) who argue that,

Incentives are defmed as the organizational caunﬁart to
individual motivation, that is, a worker receives incentives
from the employing organization in return for. being a
productive member. Incentives, then, are the rewards or
punishments given in exchange for an individual's
contribution to the organization. (p. 116).

Taken from this perspective, incentives appear to be a special class of
rewards — those that are offered or excl.:nged for specific work behavior. In
Creighton's phrase (1974:16), an incentive is, "not just a reward but an
anticivated reward." But defining incentives in this way creates a coﬁgndmrni
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How i5 the class of rewards called "incentives" related to the taxonomiess of
reward types delineated by Deci (i.e., extrinsic, intrinsic, and affective) or by
Lortie (i.e., extrinsic, intrinsic, and ancillary)? The Clark and Wilson incentive
types obviously contain some elements of each of the reward types identified
by Deci and Lortie. Just as obviously, these classification systems are wholly
incompatible with each other. The Clark and Wilson concepts cut-across rather
than extend the reward categories identified by the other two scholars. Thus,
although they define incentives as rewards, they cannot mean that incentives
are an additional and distinct category of rewards. To the contrary, the
various types of incentives identified by Clark and Wilson are distinguished by
variations in the social and organizational contexts through which they are
mediated — not on the basis of differences in the essential character of the
rewards offered or exchanged. :

The conceptual problem here — one which plagues much of the literature
on this topic — springs from the fact that the statement "incentives are
rewards” has two possible meanings. On the one hand, it could be taken to
mean that iﬁcentives are a special c:lass Df rewards wholly djstim:t from all
Dn tne mher hand thxs statement can mean that an mc_ennve is a partlcular
attribute or chara::teristie: of a reward — an attribute which, under certain
conditions, could be possessed by any reward. In the first case, incentives will
show up as one category (or set of categories) in a taxonomy of rewards. In
the second, the term incentive doesn't refer to the rewards at all, but to the
circumstances or conditions under which the rewards take on the attributes
which give them an incentive value. Although much of the literature (including
the Clark & Wilson essay) is insensitive to this distinction, only the second
meaning of the assertion that incentives are rewards can provide an adequate
basis for linking analysis of incentives to the study of rewards. Treatiﬂg
incentives as a separate class of rewards would lead to the absurd view that
some rewards never serve as behavioral incentives.

7 What, then, are the conditions or circumstances under which rewards
take on an incentive value? The Latin root from which the word incentive is
derived sheds some light on this question. Incentive, Webster's dictionary tells

.us, is a transliteration of the old Latin word "incentus" which means literally

"to, set the tune." Thus, while the term reward focuses on the pleasures or

Ksaﬁsfatztions gained from an activity or experience, the word incentive refers
to the fact that contemplating access to these satisfactions leads people to

modify their behavior in order to secure rewards and-avoid punishments. In
essence, this means that all rewards have both a '"reward-value" and an
"incentive-value." The reward-value refers to the type and amount of pleasure
or satisfaction that is produced. The incentive-value refers to the nature and
extent to which the reward "sets the tune" for one's behavior. Incentives,
therefore, are always contemplated f(or in Creighton's, 1974, terms
"anticipated"). Other rewards may come as surprises or happy accidents, but it
is .only meaningful to speak of incentives when the recipients have
contemplated their arrival.

There is an Iimportant corrollary to the fact that Iincentives are
contemplated. In order to contemplate the flow of rewards, one must

~understand (or at least 1mag;ne) both: a) the character cf the particular.

- 14 -
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experien=<"es which one would find ress=rarding (i.e., understand one's own
motives).. and b) the mechanisms whick— <contrel the distribution of those
rewards (thus turning them into incent ives). That is, in addition to the
objectivee= characteristics of the reward_s available in the work place, the

incentive= system available to a worker d&=pends upon two basic factors. First,
the Iincentive-value of any particular reward depends wpon the set of
motivaticons with which each worker er=ters the work place. Changes in
motivaticsn will lead workers to alter theim— interest in and sensitivity to various
types of rewards. Secondly, since the c—apacity of any work crganization to
control t—he flow of various rewards is alw=rays limited, the incentive system will
be shape=d by the specific mechanisms foe== controlling reward distribution, and
the abili ty of the work organization to bring - that- system of control to the
attentior— of the workers. '

It was Chester Barnard (193&l41) who first noted the possibility for
improvins= the Iincentive value of an org _anizational reward system by either
altering a worker's "state of mind" or _improving- the capacity of the work
organizaTZion to offer rewards which are already recognized as "worthwhile,"
As he pies 1 it in his classic formulation,

An organization can secure thime efforts necessary to its
existence . . . either by the= objective inducements it
provides or by changing states - of mind.: It seems to me
improbable that any organizaticon can exist as a practical
matter which coes not employ D==xth methods in combination.
In some organizations the empi—asis is on the offering of
objective incentives — this i=s true of most industrial
organizations. In others the prep—onderance is on thz state of
mind — this is true of mo=st patriotic and religiocus
organizations.

We shall call the process of o=Ffering objective incentives
"the method of incentives'; arc_d the process of changing
subjective attitudes "the method of persuasion.”

Ba_snard's distinction between alte=ring objective reward systems and
altering the workers' state of mind vill E=e taken up later in our discussion of
the psy»~rchological frameworks wderZlying the various theories of
work-mot=ivation. The important pint Fere is that incentives represent a
"methodo- logical" use of rewards — an effcmsrt by social groups and organizations
to encoumeage or induce specific behaviors . Thus, the concept of an incentive
is, theore=tically speaking, "orthogonal'to that of a reward. By arthaganal we
mean tha-t the relationships between incermmtives and rewards can be graphically
represeni=ed as the two intersecting dmer—sions in a chart, such as Figure II-1
shown be- low. The same activities and expe=riences which, fram one perspective,
are seen as rewards (because they produesce varying levels of self-fulfillment,
personal pleasure, or satisfaction)can be= seen, from another perspective, as
incentive==s (because they "call the tuine™" for a person's behavior by being
continger—at upon participation in, or perfortrmance of, particular activities).
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FIGURE II-1. CROSS-CLASSIFICATION OF REWARDS
AND INCENTIVES
REWARD CATGORTIES
(Self—-fulfillment, pleasure, or satisfaction)
I
INCENTIVE 1 INTRINSIC EXTRINSIC
SYSTEMS 1 (Psychlc/S jective) I (Phy51callobj ctive) I
Egs,;%;*—_if_g—ﬁs;;éiff S — S —— - I—i - — - . S S =
1 I
I Deeci's (1975) I Deci's (1975)
INDIVIDUAL I "intrinsic & affective™ I "extrinsic"
INCENTIVES I Lortie's (1975) I Lortie's (1975)
I "intrisie" or "psysic" I "axtrinsic"
(Divisible, I I Clark & Wilsom (1961)
Personal I I "material'
Distribution) I Coleman (1969) I Lawler's (1977)
I 1 "individual plans"
I I Merit/Incentive Pgms.
1 I Yukl & Latham (1975)
I I Yukl, Latham &
1 I _Purcell. (1976)
1 I TRAINING (1979,1980)
I I Creighton (1974)
I {=-=Calder & Staw (1975)-—-
I {-——-Kopelman (1976)-—>
I {=-=Pinder (1976)--->
I {==-Whidden. (1978)——--
I ¢{——=Daniel & Esser (1980)---
I i**gD'Réllly & Caldwell (1980)fff
i S e e e S e i e 777177 it e e s S i e e s e e L e e e i i S e
1 I
I {-—=lortie's (1975 “ancillafg"==§}
GROUP 1 Clark & Wilsom (1961} I Lawler s (1977)
INCENTIVES I "solidary" I "eroup plans'
1 I Slavin (1977, 1980)
(Solidary, I Ouchi (1981) I London & Oldham (1977) I
focial I I Deutsch (1949a, 1949b) I
Distribution) I {===Miller & Hamblin {1963)-—- I
I {— 'Sghvab (1973)——2} I
i - == 'l —_— ———— - . e e —— e i e o e = S S
1 I - I
ORGANIZATIONAL 1 Clark & Wilson (1961) I Lawler's (1977) 1
INCENTIVES I "purposive' I “Gfg-fwide plans” I
I I Tax~incentive schemes I
(Purposive, I Ouchi (1981) 1 1
Structural I Berman & Mclaughlin I Eiﬁ;us (1974) I
Distributien) I (1975) I Porter & Warner (1973) I
I Coleman (1969) I Carlson (1965) I
e S et O =]
= - 15 -
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Along the reward dimension, Figure II-1 has been divided into only two
columns (l.;beled extrhsic" and ”intrinsix:") As noted previou,*siy, thkre ,is

rewards are fundamgntally dlfferent in character. Ncne of the numerous other
categories of rewards proposed in the literature have either the conceptual
clarity or empirical reliability of these two. Some other proposed reward
categories, like Dec15 (1975) notion of affective rewards, are best seen as
sub=types of the intrinsic and extrinsic categories. Others, like Lortie's (1969,
1575) ancillary rewards category, fail to distinguish clearly between the
reward and incentive perspectives on these experiences.

Following Lawler's (1977) distinctions among individual, group, and
organization-wide wage payment schemes, the incentive chmensncn of Figure
-1 has been divided into three rows. .Although Lawler recognized that the
most important differences between incentive payment systems lie in whether
payments are made to individuals, work groups, or organizational units, his
analysis over-emphasizes the distribution: of extrinsic monetary incentives. The
three rows in Figure lI-1 are conceptually closer to Clark and Wilson's (1961)
typology cf incentives than -to Lawler's. The Clark and Wilson categoties,
while more theoretically sophisticated than Lawler's, need to be renamed and
to some extent r’edefined however’, in order to highlight their impartance as

the rewards tsemg d;str!buted., Clark and WIISQB over EmpthIZE dlfferenji'es in

‘the rewards themselves and give too little attention to the distribution

mechanisms. It is in this respect that Clark and Wiison, in their otherwise
powerful analytic framework, are most misleading.~ The rewards which they
associate with "solidary" incentives (e.g., conviviality, group membership,
maintenance of social distinctions, etc.) for example, are distinguished from
those which they call "material” in a way which is much more important than
simply whether or not they can be given a monetary value. As their overall
name for this category of incentives suggests, these incentives are given, if at
all, to SOCIAL GROUPS rather than to individuals. Solidary incentives are not
infinitely divisible — they arise within groups (usually informal groups) and,
when available, are given to all group members together.

Similarly, Clark 'and Wilson over-emphasize the material character of the
rewards in their first group — failing to see that the essential feature of this
set of incentives is that they are infinitely divisible and are partialled out
among individuals. In fact, Clark and Wilson completely overlooked the various
individual incentives which have been of most interest to Deci (1975) and his
followers. The intrinsic rewards associated by Deci with feelings of
"competence" and "self-determination" are quite beyond the assignment of
monetary values. Nevertheless, these personal intangibles are individual rather
than "solidary'" or group-based rewards.

The problem is that Clark and Wilson have confounded the distinction
between intrinsic and extrinsicrewards with the equally important distinction
betweeﬁ individual and gragp inceﬁtives. Ey not appreciating the existenﬁe Df

extrms;c rewards and graup incentives wuh mtrm%n: ones.

=z
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Theoretical confusions like that found in Clark and Wilson have played
an important role in supporting the development of highly competitive
incentive systems in the typical American classroom. By concentrating on the
use of objective, tangible and material incentives for individuals while treating
excitement, joy and conviviality as group incentives, this theorertical
framework invites educators to believe both that individual learning is
stimulated largely by extrinsic and, if possible, material rewards while the fun
parts of schooling are relegated to socialization in extra-curricular activities
or on the playground. Conversely, it leads to a belief that when behavior is
inappropriate a whole group of students can be threatened with the withdrawal
of intrinsic solidary supports while individuals are given extrinsic sanctions.
Provocative work on cooperative learning undertaken by Slavin and others
(Slavin, 1977, 1980) contrasts sharply with this prevalent view. This work is
based on the realization that easily measured, extrinsic classroom incentives
(ones that are typically distributed on the basis of individual performance) can
just as easily be restructured and given to groups who must cooperate in order
10 acquire them. Interestingly, cooperative learning Incentive systems have
been shown to substantially improve group solidary rewards.

In a similar view, within what they call the "purposive" incentive system,
Clark and Wilson concentrate too much on the intrinsic character of these
rewards. While it is true that there are important rewards that can be
acquired only by an entire organization at once (and are linked to the purposes
which the organization is pursuing), it is not true that these purposive rewards
are not tangible or material. It makes sense, for example, to talk about a
"tax-incentive" system for stimulating varicus kinds of industrial innovation or
investment practices because the obviously material rewards associated with
these special tax provisions are given to whole organizations, and are given in
order to induce them to change their purposes and their resulting business
practices. Such tax-incentives fit precisely the Clark and Wilson (1961:135)
conception of a purposive incentive because they, "are suprapersonal (i.e., they
will not benefit members directly and tangibly) and . . . have nonmembers as
their objects.,” To be sure, business organizations are unlikely to take
advantage of the tax-incentive system if there are no tangible benefits for
individuals, but the benefits flow first to the corperate entity (in direct
relation to the organization's willingness to alter its purposes) and are spent or
distributed within the organization on the basis of the same sorts of processes
which are already used to provide groups and individuals within the
organization with other incentives for participating in, or producing for, the
corporation.

Within the cells of Figure II-1 are shown refere —es to a number of
research studies and commentaries focused on the vr us reward/incentive
intersections. As the larger number of references in the st row of the figure
suggests, researchers have focused heavily on . » individual level

_reward/incentive systems.

In sum, the conception of rewards and incentives developed here (and
utilized throughout this report as the basis for analyzing data from elementary
school teachers and principals) emphasizes the orientation of individual workers
to the context and experiences of their work. Any anticipated and valued
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organizational goals, solidary interpersonal relationships, or personal rewards
{whether intrinsic or extrinsic) that provide a stimulus or reason for engaging
in particular work activities are considered teaching incentives and, thus, are
given careful artention in analyzing factors influencing teacher work behavior,

THE WORK MOTIVATION LITERATURE

Motivation is the third basic concept in any analysis of work behavior
stimulation and control. The research literature on motivation is broader and
more complex than that dealing with either rewards or incentives. In large
measure the complexities in this literature spring from divergence in the
psychological  frameworks used by  various scholars. Behaviorists
need-psychologists, and cognitivists rely on sharply divergent conceptions <
human nature and have equally incompatible ideas about whag sorts of human
behavior can or should be explained. We will take up these important problems
in the next section of this report in a discussion of the alternative
psychological framew orks underlying various. theories of work incentives,
rewards, and motivations. At this point we want to examine the relationships
between the concept of work motivation and the notions of rewards and
incentives just described.

Vroom (1964:8,9) frames the problem of motivation in its most
fundamentza! form when he says,

There are two somewhat different kinds of questions that
are typically dealt with in discussions of motivation. One of
these is the question of the arousal or é&nergizing of the
organism. Why is the organism active at all? ... The second
" question involves the direction of behavior. What determines
the form that activity will take.

He summarizes his own viewpoint by saying that,

We view the central problem of motivation as the —
explanation of choices made by organisms among different
veluntary responses. Although scme behaviors, specifically

* those that are not under voluntary control, are defined as
.amotivated, these probably constitute a rather small
proportion of the total behavior of adult human beings. It is
reasonable to assume that most behavior exhibited by
individuals on their jobs as well as their behavior in the "“job
market" is voluntary, and consequently motivated.

Landy and Trumbo (1976:295) explicitly assert what Vroom here implies,

namely that,

process. While the conditions under which work is performed
differ substantially from the conditions under which other
behavior patterns occur, new theories are not needed to
account for industrial behavior. The work context only
requires some different ways of measuring the components

- 19 -
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of existing motivational models,

When exam.ning the use of rewards and -incentives, motivational
researchers have been primarily interested in how the behavior of individual
workers is influenced by variations in the types or levels of the rewards they
receive (see, e.g., March & Simen, 1958; Vroom, 1964; Herzberg, 1966; House &
Wagdon, 1967; Porter & Lawler, 1967; Dawis, et al., n.d.; Hinton, 1968;
Sergiovanni, 1963 King, 1973; Schwab & Cummings, 1973; Cherrington, et al.,
1973; Spuck, 1974; O'Reilly, 1977- O'Reilly & Caldwell, 1950; Terberg, et al.,
1980). Curiously, the single most prominent analytical distinction in this
literature is that made between job "performance™ ard worker "satisfaction." It
is curious that this distinction is so prominent because the concept of
satisfaction has long been recognized as being theoretically weak (Drucker,
1954; Locke, 1969). Moreover, satisfaction is afi attitude variable — one that
is conceptually unrelated to the fundamental parameters pl‘ésel\)‘lted in most
motivation theories. Drucker (1954:158), for example, views the concept of
worker satisfaction as virtually useless. His sentiments are captured in the
foliowing passage:

What motivation is needed to obtain peak performance from
the worker? The answer that is usually given today in
American industry is "employee satisfaction." But this is an
almost meaningiess concept. Even if it meant something,
"employee satisfaction" would still not be sufficient .
motivation to fulfill the needs of the enterprise.

fulfillment in it. HE may also be satlsifged becausa the. ]Ob
permits him to "get by.” A man may be dissatisfied because
he is genuinely discontented. But he may also be dissatisfied
because he wants to do a better job, wants to improve his
work and that of his group, wants to do bigger and better
things. And this dissatisfaction is the most valuable attitude
' any company can possess in its employees, and the most real
expression of pride in job and work, and of responsibility.
Yet, we have no way of telling satisfaction that is
fulfilifﬁent fi"ofﬁ zatisfarztinﬁ that is just apathy,

scholarly arncles on job sansfaz:tmn had reached appmxlmately 4, QDD. Yet he
asserts,

Despite this proliferation of studies, our uj'lderstandmg of
the causes of job satisfaction has not advanced at a pac
commensurate thh research efforts.

Mareever’,

Judging from the size of the research literature, this lack of
progress is not due to an absence of interest in the subject

= 20 =
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that:

of job attitudes.

Job savisfaction is the pleasurable emotional state resulting
from the appraisal of one's job as achieving or facilitating
the achievement of one's job values. . . .job satisfaction
and dissatisfaction are a function of the perceived

relatianshlp between what one wants “from one's _job and

what one Eercewes it as offermg or entailmg.

After exploring the issue in. some depth, Locke (1969:316) concluies

This conception Ldéﬁtzizes satisfaction with experiencing one's work as

rewarding -- not with either "energizing the organism" or determining what
"form that activity will take", the basic categories in Vroom's theory of
motivation.

level of energy and the specific form of action characterizing a
To the extent that motivation raises a worker's energy and shapes
appropriate behavioral patterns it plays a key role in determining overall JOb

behavior.

performance.

In contrast with satisfac*ion, job performance is directly related to the

worker's

Thus, job performance can properly be said to represent an

operational! measure of worker motivation. {(On the basis of this rationale
Kopelman, 1976, cperationally defined work motivation as the number of hours
worked, technical and professional readmg time, and level of effort expended

on the job).
capabilities- of-a

increased energy .or more focused work efforts — key elements
definition of motivation.

of work motivation to include:

Lawler (1977:168-172), in' a similar effort

three major classifications of behavior required for
organizational functioning and effectiveness: joining and
staying in the system (recruitment, absenteeism, and
turnover), dependable behavior/role performance in the
system (meetmg or exceeding quantitative and qualitative
standards of performance), and innovative and spontaneous
behavior/ performance beyond role requirements (creativity,
self-training, creating favorable climate, protecting the
system, and cooperation). :

In the absence of changes in the characteristics of a job or the
a-worker, expanded or improved work performance depends on

in the

Spuck (1974:21), following Katz & Kahn (1966), elaborated the concept

to delineate the major

dimensions of motivation, 1deﬁt1fxes four specific features of work behavior

which express a worker's level of motivation.

These are: 1) joining the work

organization (i.e., seeking and taking a job), 2) coming to work regularly and
on-time, 3) performing—assigned tasks effectively, and #4) acceptance of the
structural arrangements and authority system of the work organization.

Virtually all efforts to specify the basic components of work motivation

concur in making some distinction between the motivation to PARTICIPATE in
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a iask, work group, or organization and the motivation to PERFORM
effectively required tasks. Spuck s first concern -- motivation to join and stay
in the system — reflects an interest in participation motivation, as do’ the
first, second and fourth components of Lawler's framework. - The level of
parn:xpanon or intensity of engagement in one's work is also at the center of
attention in Kopelman's (1976) operational indicators of motivation. However,
as Spuck (1974:21) points out, "Motivational patterns essential in the

recr’uitmént aﬁd retén;ian of orgamzatmn rﬁémbers are not necessarily the

. What is the relationship between this conception of motivation and the
concepts of incentives and rewards discussed previously? Clearly the
relationship is intimate. Motivation is always an important consideration when
researchers undertake to investigate either rewards or incentives. Similarly,
when' scholars tackle questions of work motivation they invariably come tc
discussing incentives and rewards. The reason, of course, is that these three
concepts each refer to a unique aspect of the same work-experiences. When
viewed from the perspective of motivation theory, we are interésted in
whether these experiences stimulate and direct worker's actions. Incentive
theory analyzes whether they are anticipated and thus are the basis of
participation in, or performance of, work activities. And reward theory seeks

.to interpret whether they produce feelings of self-fulfillment, pleasure or

satisfaction. Thus, as suggested in Figure [1-2, motivation theory represernts a
third dimension in the reward/incentive picture presented in Figure II-1.

As indicated in Figure 1I-2, the juxtaposition of motivation, reward, and
incentive concepts creates a total of ‘2 unique combinations of responses to
the three basic questions:

1. Are workers motivated primarily to participate? Or to perform?
2. Are available rewards primarily intrinsic? Or extrinsic? and,

3. Are incentives offered primarily to individuals? To groups? Or to
organizational units? - -

Spuck's (1977) attempt to examine the impact of rewards on recruitment,
absenteeism, and turnover among public high school teachers illustrates how
various types of reward structures may be related to the different dimensions
of this motivation- reward- incentive framework. The "Material Inducements
(monetary rewards)' which Spuck attempted to measure in the first of his eight
reward structure scales are clearly extrinsic in character, offered to individual
teachers, and are contingent upon holding a teaching job (i.e., participation)
rather than any specific performance. Thus, these rewards reflect the sorts of
experiences associated with Cell 2 of our figure. His second scale, "Support
and Recognition of Community™ represents an array of intrinsically meaningful
experiences which are generally available (if at all) only to the entire school
system faculty. To some extent, of course, the level of recognition and/or
support experienced by individual faculty members deviates from that generally
available to their t;t:lleagues.{ Generally speal-«;mg, however, - recognition and
support for all of the teachers in a school are affected by community views of
the whole school system. Typically, therefore, this scale measures the
experiences found in Cell 9 of Figure II-2.
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FIGURE II-2. RELATIONSHIPS BETWEEN WORK MOTIVATIONS,
REWARDS, AND- INCENTIVES.
(With Spuck's, 1977, reward scales)
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Spuck's third scale, "Physical Conditions" assesses extrinsic rewards
typically given more or less equally to the whele school erganization, without
being linked very closely to job performance. Thus this scale is related to the
experiences found in Cell 10 of Figure II-2. His fourth scale, "Pride of
‘Workmanship", is clearly intrinsic in~ character. It is also related to
performance and measures rewards which are available directly to individuals.
Hence this scale measures experiences related to Cell 3.

Scale 5 in Spuck's study, "Social Interaction with Peers", measures
intrinsic rewards that are available to group members on the basis of their
participation rather than performance. This scale, therefore, should reflect
experiences in Cell 5 of our figure. Spuck's sixth scale, "Agreement with
District Goals and Policy", though a bit oblique 1o the cenceptual framework
being presented here, comes- closest to what CTlark and Wilson call purposive
incentives. It measures intrinsic rewards that are available through
identification with the school system's overall mission or purpose. The
agreements which Spuck sought to measure are probably only rewarding to a
member of the school faculty if they also feel as though the accepted goals
are actually incorporated into- important work being performed within the
school. Thus, this scale should probably be thought of as measuring experiences
in Cell 1l rather than only in Cell 9 of the Figure. ’

Spuck's seventh scale, "Ability to Influence Schoo! Policy” could be
thought of as measuring either extrinsic or intrinsic experiences. It also
appears to combine both individual and group experiences. Spuck (1977:24),
however, describes this scale as closely related to teachers' sense of support
from and cooperation with school administrators. Hence, it seems likely that
this scale measures something of the contents of Cell 6 in Figure -2 —
- extrinsically rewarding policy accommodations provided to informal groups
within the school who succeed in establishing sustained cooperative
relationships. Scale 8, "Environmental Working Conditions” (shown in Ceil & of
Figure [H-2) refers, according to Spuck (1977:24), to the manner in which
students and classes are assigned and to teachers' ability to teach in the
manner they choose. This scale, like Scale 7, is difficult to relate directly to
our framework. Spuck sees it as predominately concerned with group life
within the school. It also appears to be related to teachers' task performanﬁg
— not just to their enjoyment of peer relationships. Whether it should be
viewed as primarily intrinsic (and thus in Cell 7) or extrinsic (thus in Cell 8) is
not at all clear. It assesses experiences in Cell 8 if it is sensitive to actual
changes in school operations. But Cell 7 is the target if changes in teacher
feelings are the principal cause of variability in measurement.

Though Spuck's work tapped experiences in most of the different Cells
of Figure II-2, the measurements which he took did not systematically
differentiate between the motivation, reward, and incentive perspectives on
these experiences. It is not surprising, therefore, that his data analysis was not
able to provide a very satisfactory explanation of teacher recruitment,
turnover or absenteeism. His data do confirm the typical finding in this
- literature — that intrinsic rewards serve as the best incentives for teachers
(see, Lortie, 1975; Miskel, 1974; Spuck, 1974; Miskel, et al., 1930; Sergiovanni,
1967; Thompson, 1979; ERIC 1980b, 1981). And his work does suggest that
group and grganxzatmn—mdg LﬁCEntIVE systems play a vital role in shaping
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teacher behavior. Beyond these very general statements, however, his work
raises more guestions than it answers about how teacher rewards serve as
incentives or assist in motivating increased participation or performance within
the schools.

DANGERS OF OVER-RELIANCE ON SOME INCENTIVES

The available literature suggests that improved work motivation is rot
simply a matter of expanding the incentive-value of all possible rewards. A
number of scholars have indicated that over-reliance on, or inappropriate use
of, extrinsic rewards can seriously damage the capacity of workers to derive
intrinsic satisfaction from their work, and can even reduce their willingness to
perform needed tasks (see, for example, Deci, 1972, 1975; Herzberg, 1966;
Kesselman, et al., 19743 Larsen, 1982; Martin, 1973; Miller & Hamblin, 1963;
Notz, 19755 Ouchi, 1981\

Figure II-3 identifies the types of rewards typically used to shape
worker participation and task performance motives. - In the third column of the
figure are listed some possible results of over-reliance on each of the different
types of incentive systems. Over-reliance on the wvarious individual levei
incentive systems, for example, can be expected to produce “irresponsible
autannmy among warkers by mduc:mg aheﬁatlon irom v:ther workers or
results ‘which are fewarded, Such autcomes are most hkely in work
environments where unclear or conflicting demands for participation and
performance are present or where techniques needed for high productivity are
not well understood. Many would say that these conditions are abundantly
present in schools, and that it is therefore dangerous to rely heavily on
individualistic incentive systems for teachers.

Group incentive systems can be expected to overcome Iindividual
alienation and frustration {see, for example, Slavin's, 1977, 1980, analysis of

. how cooperative learning systems improve student engagement with both peers

and subject matter). Over-reliance on these incentives can also assist in the
development of authority systems which are perceived by managers to be
subversive, however. Several studies of merit pay programs, for example,
support the conclusion that work periormance is improved by these programs
only if workers have collectively rarticipated in the development of the pay
plans — but managers almost invariably view these worker designed payment
plans as threatening to their f:apac:tty to control the weork organization (see,
Scheflin, Lawler & Hackman, 1971; Jenkins & Lawler, lSSL)g

Dehumanization is the most likely negative outcome of over-reliance on
organizational incertive systems. Use of the largely intrinsic organizational
incentives described by Clark and Wilson (1961) as "purposive" can easily lead
to chauvanistié prejudice or opportunistic irsensitivity to persons outside the
organization because workers narrowly focus their attention on the identity
provided to them through. membership in the organization. More extrinsic
organizational incentives, such as profit making or high prestige for
organization members, can induce parochialism and/or social irresponsibility 1f
they become too central vo the motivation system of organization members.
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FIGURE II-3. WORK INCENTIVE SYSTEMS: TYPICAL REWARDS
AND THE DANGERS OF OVER-RELIANCE ON THEH
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Toe summarize: work-motivation, reward, and  incentive - are best
conceptualized as three independent (orthogonal) perspectives on all of the
experiences which stimulate and shape worker participation in and performance
of the tasks and G’Ehéi‘ role réspcﬁsibiiitiés Whiti‘h constitute their j@bs.
behavior. Eewaré thear) analyzes whether wor!{ars fmd these Expenenzes
intrinsicaitly fulfilling or extrinsically gratifying. Incentive theory looks at
these experiences as intentionally offered in order to stimulate worker
contributions to the work organization. Incentive analysis inquires into whether
the experiences are offgred dire:itly (aﬁd divis’ibiy) tc individual warkers, to

Drgamzatmﬁs*
SIX UNDERLYING PSYCHOLOGICAL THEORIES

\Vhile careful analysis reveals an overall iﬁtegratiaﬁ of thé cgncepts of
the basic ﬁ:syihalagmal frameworks found within this hterature, As des:ﬂbed
more fully below, there are six psychological theories tc be found in this
research literature. These six theoretical frameworks differ in such
fundamental ways that choice among them, rather than a synthesis of thElf
basic elements, is required.

The various psychological @the>ries used by incentive, reward and
motivation scholars are identified in the six cells of Figure II-4. The three
rows of this figure separate behaviorist (e. g., Watson, 1924; Skinner, 1953,
1971), need-based (e. g., Erikson, 1950; Maslow, 1954), and cognitive
pSyc‘:thQgiES (e. g., Mead, 1934; Lewin, 1935; Bandura, 1977b).

The two columns distinguish between what Lewin (1935) described as
"historical” and "zhistorical" explanations of behavior. Vroom (1964:13-1%4)
summarizes Lewin's viewpoint: . .

Lewin (1935) distinguished between historical and ahistorical
explanations of behavior. He pointed out that the former had
its roots in Aristotelian thinking and the latter in Galilean
thinking. Frofm an ahistorical point of view behavior at a
given time is viewed as depending only on events existing at
that time. The problem is one of accounting for the actions
of a person from a knowledge of the properties of his life
space at the time the actions are occurring. From an
historical standpoint, behavior is dependent on events
occurring at an earlier time. The historical problem is to
determine the way in which the behavior of a person at one
point in time is affected by past situations he has
,experienced and the responses he has made to them. Freud's
constant emphasis on the dependence of adult behavior on
events ‘which occurred in childhood and Hull's stress on
remfnrt:ement c:sf prevmus reslmnses provide us with good
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FIGURE II=4. PSYCHOLOGICAL THEODRIES UNDERLYING ALTERNATIVE
CONCEPTIONS OF WORK-MOTIVATIONS, REWARDS, AND INCENTIVES.
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Ahistorical theories assume, in other words, that human dispositions to
zct can be treated as if they were static and- unchanging over time. 5Such
theories focus research attention on the identification of individual traits or
social circumstances that account for differences in behavior. By contrast,

historical theories assert that inclinations to act are dynamlt_‘ - changing over
time. Vroom's identification of change perspectives found in Freud and Hull is
accurate enough, but these historical theories emphasize relatively slow,

long-term changes in individuals. They give too little ‘attention to the frequent
and fairly rapid changes in behavior which ean occur in situations like political
campaigns or the development of friendships. Research based on the dynamic,
historical psychologies focuses attention on learning processes which change
individual orientations and thus modify the energy levels or ‘the purposes of
specific actions.

BEHAVIORIST THEORIES

B. F. Skinner (1553, 1971) is the most widely read and theoretically
sophisticated of the behaviorist :psychologists. His work is widely mterpreted to
mean that workers (like rats or pigeons) are induced to engage in work
behavior through positive reinforcement of desired behavior and through
explicit conditioning of work habits. -

! STATIC BEHAVIORISTS emphasize the concept of reinforcement. They
see human behavior as guided by a utilitarian "economy" of costs and benefits
within which individuals balance the effort-costs of engagement in (or
avoiding) a particular action against the rewards or benefits which would
accrue from it. This theory assumes an essentially rational exchange model of
action. It was epitomized in Taylor's (1911) PRINCIPLES OF SCIENTIFIC
MANAGEMENT. Taylor and his, followers saw work as wholly instrumental in
character — rewards are assumed to come in the form of monetary payments
or social recognition completely controlled by agencies outside the individual
worker. Research work based on this theory concentrates on ascertaining
whether changes in the . size, type, frequency, or mode of delivering
reinforcements changes the performance (or, less frequently, the participation)
of workers in assigned tasks. The three dominart themes in this research have
been: 1) the contingency relationship between rewards, and measureable task -
performance, 2) the schedule on which rewards are supplied to workers
(especially the difference between continuous and variable ratio schedules),
and 3) comparisons between attitudinal and performance level changes
stimulated by various reward contingencies. For examples of this kind of
research see, Geargopaulas, Mahoney & Jones (1957) or Keller & 5zilogyi
(1973).

The appeal of static behaviorism lies in the simplicity with which it links
rewards to behavior. By denying the importance (and sometimes even the
existence) of mental states, static behaviorists are able to dramatically
simplify research designs and data analysis procedures. This SIrnpliC;ty has
encouraged widespread use of this framework -- especially in the study of
so-called incentive- or performance-pay programs. Unfortunately, because it
presupposes such a simple relationship between reward contingencies and
worker actions, most of the experimental research grounded on this framework
fails to examine important social and interpersonal side-effects of the
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experiments ‘themselves. Keller & Szilogyi (1978), to cite a typical example,
elaborately designed a study of the effects of continuous versus variable
reinforcement on the performance of two groups of fur trappers. They indicate
that all participants knew that the payment programs were experimental and
that they would last for only a brief period, Ye. these researchers make no
mention of the possibility that this knowledge — ra.ier than the payments
themselves -- was responsible for work performance changes. .Jloreover, they
failed to consider seriously the implications of statements by some respondents
indicating that the experimental conditions had stimulated some bzhaviors (such
as trappers n*mng;ng on one another's territories) which would almost
certainly produce long term crgaﬁizaticnal tensions.
=5

DYNAMIC BEHAVIORISM elevates the concept of conditioning above
that of reinforcement. The historical emphasis of this theory highlights the
more non-rational aspects of relationships between reward disfributien and
worker behavior. Nord (1969); and Jablonsky & DeVries (1972) are
representative of the most sapListit:ated applications of this theory of
motivation to work behavior. Whereas static behaviorism assumes that both the
actor and the distributor of rewards know what behavior is being rewarded and
what experiences serve to reinforce that behavior, dynamic theorists such as
these scholars presume that rewards can just as easily be used to encourage
unintended (and perhaps even unconscious) behaviors among workers. Dynamic
theory focuses attention on. the ‘poténtial for a perceptual gap between work
behavior and reward experiences. Whereas static theorists generally assume
that workers will "know" (even without their having cognitive processes) what
activities they are being "paid" to do and that they will adjust their efforts in
direct relation to the level, rate, and/or scheduling’'of those rewards, dynamic
theorists see this FEIat;Dﬁshlp as much more prgblen‘atm, Dynamic theory
assumes t,"iat the link between behavier and reward is LTEDHSCIGUS\ for both
managers and workers. In this theory workers are not _necessarily aware of
either the behaviors that trigger a flow of rewards or which aspects Qf their
experience dctually.produce the pleasures which they desire. -

1

Conditioning theory asserts that, although individuals ref:cgmze whether
their reward levels are going up or down, they only "learn" at a sub-conscious
level which experiences actually constitute the rewards’ being . received "and
which behaviors serve to control the_delivery delivery of these rewards. Thus; -
while statu: theory says. w0rkers t:aﬁ be . expected to work far theu* pay;

From. this péFSEEEHVE, then, behavior is to be “madnfled" by chaﬂgmg
particular reward contingency ‘patterns — not by changing contractual
arrangements or other verbal agreements regarding reward distribution. More
importantly, since habitual behaviors have been conditioned by previous feward
patterns, new behaviors hLave to be sufficiently rewarded to overcome the
tendency for individuals to rely on ‘rewards associated with previous habits.
Once "behavior modification” has been successful, however, this’ theory expects
that the new habits can be sustained with relatively lower levels of
reinforcement (Mai:Mdlan, 1975)_

NEED PSYCHOLOGIES
The work of Abraham Maslow (1954) serves as the psychological
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touchstone for a massive body of literature which assumes that workers have
characteristic needs or dispositions which must be met In their work life if
they are to experience satisfactien (i.e. rewards). Maslow's theory is of the
"ahistorical” type. It hypothesizes that five fundamental needs (physiolegical,
safety and security, belongingness, esteem, and self-actualization or
fulfillment) are censtantly active in every human being. A hierarchical ordering
of these five needs — rather than the history of their development — is
viewed as responsible for determining which needs will motivate any particular
action. Erikson (i350) is a good example of an historical or developmental need
psychologist. Erikson, like other developmentalists, asserts that needs evolve
over time and that researchers must be sensitive to the particular
developmental stage within which a person is operating before they can hope
to accurately predict behavior. -

STATIC OR HIERARCHICAL NEED THEORY has been most successfully
applied to work behavior by Herzberg and his colleagues (Herzberg, et al,
1959). Herzberg's most important contributiofi to the study of work motivation
was to distinguish bet_\véen ‘those experiences whit:h give warkers a sense of
aggresswe unhappmess or dlssatlsfactlén (wh;ch hF‘ ;:alls "hyglene" fat:tors)
When interpreted in the context of Maslow's (1954) conceptualization of the
hierarchy of human needs, Herzberg's work suggests that the hygienic factors
involve lower needs (physical, safety, and possibly belongingness) while  the
motivators involve the higher order needs of esteem and self-actualization.
Herzberg's work has been replicated in a school setting by Sergiovanni (1967)
who found the same split between satisfaction producing and dissatisfaction
producing experiences for teachers. Herzberg has had his critics (see, e.g.,
House & Wagdon, 1967) but, on balance, work following his conceptual
framework leaves little doubt that work motivation is more complicated and
less objectively structured than behaviorists weuld like 1o believe.

DEVELOPMENTAL NEED THEORY has not been widely utilized in the
study of work motivation. Among widely read theorists, Argyris (1957, 1973)
has stood virtually alone in insisting that organizational contexts can and do
play a major role in” encouraging (or inhibiting) the development of mature
adult need patterns among workers. . This isolation is all the more surprising
given ,he extent to which these developmental assumptions are natural
partners to the widely recognized organizational theories of McGregor (1960)
and Ouchi (1981).

Argyris, like Erikson (1950}, argues that under the right circumstances
individual needs will develop over time from dependency on short term
immediate gratification to an Iincreasingly autonomous and self-expressive .
pattern. To the extent that this dynamic is operative, the attention of
Herzberg and his followers has beern too narrowly fixed on organizational and
job characteristics rather than human development problems within industry.

In a narrow framing of the dévelaprﬁen{al problem, Katz (1978) offers
convincing evidence that workers change substantially In. what they find

_important and rewarding about their jobs as they remain in the same job over

an extended period of time. Thesé changes, which sometimes occur in a matter
of a year or two, seem to confirm Argyris' belief that time and circumstance
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render old needs and hence old reward patterns obsolete.

COGNITIVE PSYCHCLOGIES

G. H. Mead (19324) is prcbably the most widely read cognitive
psychologist. He argued that motivation depends upon the development of
socially anchored meaning systems, not just on the genetic or develcpmental
characteristics of human beings. He, like Lewin (1935), Voeglin (1959) or
Bandura (1977a, 1977b), offers a theory of human behavior which is inherently
transactional in nature. The cognitivists see human acticn as dependent upon
the emergence af the hurnan capacxty 1o "rnmd" — to pen:eive, iﬁterprat, and

STATIC, AHISTORICAL COGNITIVISM views are exemplified in the work
of Vroom (1964) and Deci (1975). These theorists accept the notion that
motivation depends upon the construction of personal meaning systems which
orient individuals to the value of obtaining particular rewarding experiences
and .aterpret for them the possibilities that such experiences can be gained
through personal effort. These theorists, along with hundreds of others
utilizing their general conceptual frameworks, provide compelling evidence that
differences in individual motivation are rooted in divergent interpretations of
social and organizational circumstances — not just in the objective availability
of rewards or the levels of their unfulfilled needs.

The two most important concepts of static cognitivist theory are
expectancy and attribution. Vroom (1964) gave expectancy a prominent place in
this framework when he argued that rewards will only motivate behavior to the
extent that individuals believe: a) the delivery of rewards depends upon their
own behavior (i.e., that effort is "mstrumental“ in producing outcomes), and b)
the rewards have a significant '"valence" or value for them personally. Both
instrumentality and valence are, according to cogritivist theory, dependent
upen how individuals perceive and interpret theif work&environment_ Thus
expectancy (the. belief that valued rewards can” be securéd through personal
efforts) intervenes between initial interest and ultimate action.

Attribution theory, originally formulated by Heider (1958) invelves a
stightly - -different - formulation -of ~ cognitive - psychology. - Recognizing " that
individuals can attribute social outcomes to one or more of four fundamentally
different causes (ability, effort, difficulty, or chance), attribution theorists
argue that the motivating power of any particular action-reward contingency
will depend upon individual beliefs about the causal linkages between actions
and outcomes. Thus, attribution theory argues that this aspect of cognition will
override many of the objective characteristics of any task or reward system
within which workers are called upon to perform. Although attribution theory
could just as easily be formulated in dynamic terms, it has generally been
utilized within a static, ahistorical framework (see Kukla’ s, - 1972, excellent

review).

DYNAMIC COGNITIVE PSYCHOLOGIES are.the most complex of all
those found in the work behavior literature. In fact, these theories are so

‘complex that none have yet been subjected to comprehensive empirical tests.

The best formulations of this psychological framework are found among
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anthropologists (e.g., Geertz, 1973;  Spradley & MecCurdy, 1972),
phenomenologists (e.g., Merleau-Ponty, 1964; Husserl, 1962; Heidigger, 1972;
Shutz, 1967), and pragmatists (e.g. James, 1890; Dewey, 1920; Pierce, 1963).
Bandura (1977a, 1977b) and Salancik & Pfeffer (1979) offer versions closely
tied to work motivation issues.

According to these theorists, every individual formulates a set of
cognitive interpretations of self-in-world relationships. These cognitive
constructs onerate dynamically to shape the extent to which various
experiences are perceived to be: a) interesting, valuable or rewarding, b) likely
to occur, c) linked to specific current, prior, or future actions, d) important to
development or preservation of one's self-concept, self-identity, or efficacy, or
e) controlled by effort, ability, difficulty and/or chance factors. Using these
interpretive constructs individuals formulate dynamic, cognitive maps of their
self-in-world relationships. These cognitive maps serve to guide expectations,
values and meanings regarding actual and potential events. These, In turn,
create a system of commitments to and typifications of social processes which
guide actions and reactions.

L ]

As we elaborate below, a cultural framework was used to interpret data
coilected during the research being reported here. Two other versions of the
dvnamic cognitive perspective deserve mention, however: equity theory and
social information processing theory. Equity .theory, variants of which have
been proposed by Adams (1963), Homans (1961), Jacques (1961) and Patchen
(1961), asserts that individuals form cognitive judgments regarding the balance
between their work efforts and their reward outcomes and compare these
judgments with those of others. These theories assert that tension or
"cognitive dissonance" (Festinger, 1957) occurs when there is an imbalance
between effort and outcomes in either absolute or comparative terms. As
reviewed by Goodman & Friedman (1971) and Pritchard (196%), there is strong
evidence to support the conclusion that feelings of inequity have a powerful
influence on individual work attitudes and behavior. As Weick (1966) notes,
however, which experiences will cocunt as inputs and which as the outcomes of
work effort are subjectively defined by individual workers, and cannot be
measured in any objective or universal metric.

Social information processing theory has appeared in two different
forms. The first, and most clearly relevant to work motivation theory, is that
articulated by Salancik & Pfeffer (1979). Their work is based on a symbolic
interactionist psychology of the type generated by Mead (1934), and asserts
that individuals "process" information derived from their prior experiences,
social commitments and immediate feedback from their actions. The processing
of this information produces the meanings which are attached to actions and
leads to subsequent adjustments of attitude and action commensurate with
those meanings. A second version of social information processing theory is
offered by Herbert Simon (1979) whose analysis is based on an analogy between
social behavior and information processing in a computer. Both of these
theories assert that the meanings of individual actions are fluid and constantly
being re:interpreted on the basis of events and experiences which are
encountered during the course of ongoing social interaction. While social

information processing theory appears to offer a comprehensive view of

motivation and action, it is a view which has yet to be adequately tested with
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emplrical data.

To summarize: in this all too brief review we have identified six
psychological theories within the literature on work motivations, rewards and
incentives. Behaviorist theories are the simplest (some would say simpli=tic)
and static behavierism the simplest of all the theories. As we move from
behaviorism through need theory to cognitivism, the theories become
increasingly complex. The dynamic cognitivist theories associated with cultural
anthropology and found in social information processing theory are the most
complex of all. The simplicity of static behaviorist theory has made research
on its fundamental propositions easy to design, bui interpretation of results
particularly difficuit. By contrast, dynamic cognitive theories, which are
closest to the complexity of real human behavior, have thus far eluded
effective empirical testing.

A phenomenological and cultural approach to data coliection and analysis
was utilized for the research being reported here. The approach used is
pheﬁoménclogical in that it assumes that all human perception and action are
guided by the adoption of particular orientations toward experience -—
orientations that both limit the ability of individual actord to make sense.out
of their work experiences and provide the basis for their responses to them. It
15 cultural in that it assumes that the values and meanings associated with
these orientations are developed and shared by social groups; they are not
simply individual attitudes and beliefs. Thus incentives are shared among
sub-cuitural groups or communities whose behavior takes on a common pattern

as a result of their shared values and meanings.

We turn now to a brief description of the dynamic cognitive conception
of work motivation, rewards and incentives which provides the central
concepts for data analysis and interpretation throughout the remainder of this
report. :

TOWARD A CULTURAL THEORY OF INCENTIVES

The phenomenological and cultural theory developed in the course of this
research draws upon the work of a number of social philesophers and cultural
theorists. Most importantly, it recognizes that American pragmatism (James,
189G; Peirce,1963; Dewey, 1920; Mead, 1[934; et al.) and Elropean
phenomenology (Husserl, 1962; Heidegger, 1972; Merleau-Ponty, 1964; Schutz,
1967; et al.) agree that the perception and comprehension of both natural and
social phenomena depend upon the prior existence of some kind of fundamental
Human lntEFESt in the re!evance of these events ft:r one's Exlstéﬁt‘:é. This
c:apat:nty f@r; "pmblem s:lvmg" (Dewey and Pe;rc;e) "mte,ntmnahty
(Merleau-Ponty), "judgment" (Husserl), or "appropriation” (Heidegger). Despite
important differences in their core concepts, however, all of these  theorists
urequivocally agree that experience comes in a confusing, undifferentiated
continuum of sensations which are essentially -meaningless unless and until we.
bring these fundamental interests to bear upon it. It is in the context of this
purposeful appropriation of experience that the perception of discreie persons,
objects and events becomes passxae and the meaning of these distinctive
perceptual units becomes interpretable
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In Merleau-Ponty's provocalive phease, our-capacity to even recognize,
much less interpret, the concrete elements of our experience depends on our
capacity to organize those events into perceptual units which "count in our
scheme of things". That is, we fnust adopt a "pcint of view" or deveiop a
"frame of reference" which focuses our attention on particular sensations and
pre-interprets the relevance of these sensations for us. Without such a
schematic frame of reference for perception our sensations of shape, sound,
color and texture become fleeting intrusions on our consciousness but fail to
orient us to their meaning or to provide us with a basis on which ve might
respond to them.

Cultures represent the shared frames of reference or common points of

view used by groups of people to give common meaning to their experiences. A
culture is shared to the extent that individuals who are nominal members of a
group are able to define common problems and bring common intentions,
judgments, and/or interests to bear on the interpretation of experience and
thus develop comparable systems of percentual recognition and meaningful
interpretation of jointly encountered persons, objects, and events. Spradley and
McCurdy (1972:8-9) define culture as "the knowledge people ‘use to generate
and interpret social behavior." They point out that individuals must learn how
to interpret. the social meanings of their own behavior. Children in every
soclety, as they put it,

are taught to "see" the world in a particular way. . .

Through a long process of socialization children learn to

organize their perceptions, concepts and behavior. They

acquire the knowledge that members of their society have

found useful in coping with their life situation. They are

taught, in short, a "tacit theory of the world" (Kay 1970:20).

This theory is then used to organize their behavior, to

anticipate the behavior of others.and to make sense out of

the world in which they live,

Geertz (1973) puts the same point more subtly when he argues that
cultural anthropologists are engaged in interpreting what members of a cultural
group "mean" or intend b *hat they say and do. Cultural meaning dozs not
exist as a set of abstrac™ ¢/ universal interpretations of behavier, but rather
as a set of meanings coi ..tely shared (more or less fully) by specific groups
at particular times and places. Cultures, like languages, have unique
syntactical and semantic structures—-structures which are understood by
ordering their component parts into a holistic system, not by testing the
discrete elements of one culture against those of another.

Winter (1966) following the lead of Schutz (1962) argues that the
meanings of both individual and group behavior necessarily rest on the nature
of the enterprise or "project" in which a person or cultural group is engaged.
As Winter (p. 131) puts it,

The decisive criterion for the "meaning of action! is the
project of the actor—the anticipated state of affairs in his
own preremembrance or retrospective recovery of that
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project as elapsed; that is, meaning is "what 15 meant” or
"what was meant". . . . The apprehension of the project m v
be inadequate, but the project is the criterion of meaning.

He argues that this notion of an intentional project or enterprise is the
basis for meaningfully interpreting behavior within all social groups when he
says (pp. 130, 133),

The common culture is, so to speak, the system of meaning
of the societal processes—the project of that society in the
most comprehensive sense. . . . Actors participate in the
common culture according to their location in the society
and the degree of responsibility which they assume; however
their particular projects are judged within the common
culture according to the accepted understanding of how
things are done and what is or is not done. We take it for
granted that their projects reflect that common culture
which we share. Hence 'social action and social relationships
presuppese sharing common typifications and meanings with
roughly similar systems of rzlevance.

Eric Voeglin (1952:27) puts the point similarly when he says:

Human society is not merely a fact, or an event in the
external world to be studied by an observer like a natural
phenomenon., Though it has externality as one of its
important components, it is as a whole little world, a
cosmion, illuminated with meaning from within by the human
beings who continuously create and bear it as the mode and
condition of their self realization.

T'hjs EOﬂt:Eptloﬂ of culture as simultaneously a collective project and a
shared meaning system operates at each of the three levels (organizational,
group, and individual) through which experiences acquire incentive-values.

Building, then, on the work of a number of cultural theorists - hatably,
Voeglin (1952), Winter (1966), Spradley & McCurdy (1972), and Geertz (1973) —
we sr;ught to develap a c:ultural perspec:tlve on sd nls and dassraams Whit:h

are basu: to mterpretmg teat;her Job performam:e..

First, the cultural perspective highlights the linkage between school
organizations and the larger society. As cultural projects -public schools are
driven by demands and expectations regarding educational outcomes which
emanate from the society and are embodied in its legal, fiscal, and
organizational structures. These societal projects play a significant role in
creating teaching incentives. Not only do they fix the overall levels of
community support, legal power, and f{iscal resources provided to school
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systems, they also provide the ideological symbols which generate a sense
purpose or direction and thus mobilize and guide educator work efforts.

Second, the need for a cuitural project to inform the development of
shared meanings and- social norms within any social group underscores the fact
that classrooms, which are themselves sub-cultural systems, require collective
projects and systems of shared meanings for interpreting the behavior of all
who participate within them. )

" Third, by accepting the cultural project or missicn of the school as their
own, teachers acquire the organization level incentives which Clark and Wilson
(1961) called purposive. These incentives produce intrinsically rewarding
expeariences such as the feeling that one is doing significant work or realizing
worthwhile social goals. Because legal, moral and fiscal support for education
flows primarily to whole organizational units, teachers also acquire such
extrinsic incentives as desireable physical working conditions and professional
prestige through identification with institutional definitions of the meaning and
mission of educating children.

The fact that schooling is part of a national culture or collective social
project means that schools are "meant" to be something for, and to do
something on behalf of, the larger society. What schools are meant to be or to
do may be unclear, but knowing that they are intended for some societal
purpose is a fundamental pre-requisite for interpreting the actions of their
participants. Whether we are thinking of teachers or of students,
administrators, parents or school board members, the motives and behaviors of
all participants in the school becomes interpretable primarily in reference to
some presumed conception of the proper business of schooling. Thus we can
expect that teachers with substantially different concepzions of the enterprise
of schooling will also orient themselves in different ways to their work
responsibilities and will, -in effect, be engaged in quite different kinds of work.

When schools are viewed from a particular cultural perspective, teachers
can be, and frequently are, classified as more or less responsible and as more
or less competent in terms of how well they embody that cultural project
within their work activities. Such classifications, however, obscure as much as
they reveal about the teachers thus classified. Only when the teachers
themselves have adopted the presumed cultural system within which they are
being evaluated can appropriate judgements regarding their competence or
dedication be made. Teachers with different cuitural presuppositions may be
performing, with skill and diligence, tasks which are not recognized or valued,
and will likely fail to perform valued tasks because they do not see them as
meaningful. See Clarke (1973) and McDowell (1973) for empirical studies
showing that principal evaluations of teachers is sharply affected by the
principal's beliefs about proper schooling methods and goals. McDowell's study
also suggests that teacher behavior is altered significantly by changes in belief
about method or purpose.

To put this point in terms of teaching incentives, meaningful incentives
for teaching are embodied in the cultural project or enterprise which is used
to give schooling its significance in society. 3Among the teachers whom we
studied, we found two fundamentally different perspectives on the societal
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mission of the schools constituting one basic element in what Goldthorpe, et
al. (196%) refer to as a "work orientation." Some teachers identify schooling
primarily with "producing achievement" while others adopt the view that
schools have as their primary purpose "nurturing development" among children.
We will elaborate on the differences between these two views more fully when
interpreting our data in Chapter 3. For the moment, suffice it to say that
teachers whose dominant incentive is to produce achievement approach the
process of teaching quite differently from those whose dominant commitment is
to child development and nurturance.

Among equally competent and dedicated teachers, ones who accept an
achievement production definition of their cultural rele atitend to very
different aspects of the behavior of their students and structure their own
teaching activities quite differently from those who embrace a child
development definition of schooling.

In addition to hlghl;ghtmg alternative conceptions of the organizational
mission of the school, a cultural analysis of motivation, rewards and incentives
underscores the importance of classrooms as primary social groups within the
school. In the typical elementary school classrooms serve as authentic
sub-cultural groups -- generating shared meanings and collective projects which
establish social norms and expectations as well as the typifications needed to
interpret the behavior of students and teachers.

At this level teachers experience the intrinsic rewards associated with
what Clark and Wilson (1961) called solidary incentives. They will either find
that the classroom group (and their fellow teachers) to be a close, warm,
primary group or a distant, cool and alien sub-culture. In addition to the
intrinsic rewards of close association, they can receive rewards of a more
extrinsic sort mediated through this group-level sub-culture. This occurs, for
example, when close cooperation among group members enables them to secure
public recognition or prestige, or perhaps gain a prize or bonus for their
efforts.

Of course, not all group-level rewards are positive ones. Interpersonal
tensions can spring up in groups where basic group solidarity is well
established, thus destroying the rewards of close felmwshxp. And negative
sanctions can be applied to a group by external forces, thus weakening the
reward value of existing intrinsic identity rewards.

It is impcertant to remember that neither children nor teachers bring the
entire range of their cultural meanings into the school. Both recognize that
the school is a place created for special purposes and in which they must learn
to participate as members of an emergent group with a unique meaning system.
Within each classroom, activities and events acquire an integrity and meaning .
which only experienced participants can fully grasp. That is why teachers must
struggle anew each September to transform a relatively chaotic collection of
disparate individual students into an authentic sub-cultural group. Until the
sub—cultural frame of reference emerges and engages the attention of all
members of the classroom group, events continue to be mystifying for the
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participants, instructions lack coherence and meaning, and requirements appear
arbitrary and capricious.

In the same way that the organization level analysis of schooling reveals
divergent and sometimes contradictory interpretations of the larger cultural
enterprise of education, classrooms can express different sub-cultural
commitments and goals. (5ee, for example, Clarke's, 1973, description of the
difference between "child centered" and "academically oriented" classroom
orientations).

As elaborated in Chapter 3, among the fifteen teachers we observed we
found a strong tendency for some to embrace a conception of their classroom
cultural mission as "keeping school" while others held "teaching lessons" to be
central to their work responsibilities. That is, some teachers were guided
primarily by a desire to reproduce, within their ciassrooms, the basic
organizational expectations for orderly classroom behavior, dutiful adherence
to district curriculum policies and superordinate directions (i.e., had a
group-level incentive to "keep school") while others responded to the classroom
as a place where activities are invented, where children are engaged and
confronted with opportunities, or perhaps even demands, for social and
intellectual learning (i.e., had a pgroup-levei incentive to 'teach
lessons™).

CULTURE AT THE INDIVIDUAL LEVEL

At the individual level, a cultural approach to interpreting motivation,
rewards and incentives draws attention to the importance of self-identity for
aJl partn:lpants in a s@c;al system. Non cultural thegnés may ccnceptuahze a
can be at‘:caunted for on the basis Qf certam measurable characteristics of this
market. Such theories presume that workers "sell" their labor for various
salary, fringe benefits, social prestige, co-worker Fela’cior’xshipsi commodious
working conditions, or some other rewarding "experiences. Cultural analysis
reminds us, however, that being "in the labor market" is a state of mind — not
simply an ob;e:t;ve t:ond;tlon. One indicator of the extent to which the labor
market behavior of teachers is guided by cultural semantics rather than
abjer:tive realities is the amouﬁt of time and Eﬁergy unior: arganizers invest in

__fu'ther their interests as lab@rers.

Work-role and career are the central terms in a cultural analysis of
teacher work motivation. As culturally glven, teacher work roles are fairly
ambiguous. This ambiguity is reflected in a fairly widespread belief that
teachers are always inadequately trained to know how to do their jobs. It is
also reflected in .- oft cited adage that teaching has no adequate
"technology" which !i:. - specific activities to expE\:ted results (Dreeben, 1970).
The cultural perspectwe, while bringing this role ambiguity into focus does not
require that we view it as a problem. Rather, cultural analysis seeks to
understand how and why individual teachers respond to this ambiguity. Cultural

analysis asks whether, and if so how, teachers are able to establish sufficiently
exphc:lt role definitions to be able to plan and perform specific tasks. More
importantly, cultural analysis illuminates the ways in which different
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participants in the school acquire different work role definitions and what
happens when these divergent conceptions are being simultaneously enacted. As
described more fully in the next chapter, the fifteen teachers in our study
display rather different work role definitions with commensurate differences in
their work style and emphasis.

From a cultural perspective, careers represent the long term project or
enterprise aspect of individual motivation. Whereas work role definitions rest
on a more immediate serise of meaning, personal careers are only perceived by
individuals whose cultural meaning systems include longer range goals or
purposes. Cultural frameworks, which include a sense of career as well as
immediate work role definitions, enable teachers {as well as other workers) to
tolerate and perhaps even effectively perform tasks which would be less
attractive or rewarding in the absence of this sense of career.

We found significant differences in the degree to which subjects in our
study (both teachers and administrators) possessed a sense of their work as a
career. There were also substantiai differences in the sorts of careers being
pursued by those whose career perspectives were easily recognized.

To summarize: a cultural perspective on teaching offers the richest and
most comprehensive framework for- interpreting incentives, rewards, and work
motivations. Cultures consist of shared meanings (used to typify and evaluate
everyday events and activities) and collective projects (which guide intentions,
plans, and actions). Cultural analysis can be applied to teacher incentives at
all three levels (i.e., organizational, group, and individual). Organizationally,
the cultural perspective highlights differences in the . incentive-value of
achievement production and child nurturance as the basic mission of the
school. At the group level, cultural analysis draws attention to the difference
between "keeping school" and "teaching lessons" as the primary incentive or
purpose for classroom activities. And at the individual level cultural analysis
highlights the importance of differences in percelved work role and career
definitions for teachers.
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CHAPTER il

WORK ORIENTATIONS AND INCENTIVE SYSTEMS

—~
I
m

OF FIFTEEN ELEMENTARY TEACHERS

The last chapter concluded with the prapasxtmn that teacher incentives
are best interpreted from a cultural perspective. Moreover, it was argued, such
a cultural perspective illuminates the relationship between teachers' overall
work orientations and their responsiveness to individual, group, and
organization level incentives for teaching. This chapter presents interview and
observational data drawn from fifteen elementary school teachers. The focus
of attention is on critical similarities and differences in these teachers'
cultural orientations which separate them into four distinct groups.

The fifteen teachers in this study are described in Figure Ill-1. They are
arranged into four to their overall work orientations; as
described in detail below. The f{irst three teachers, Mrs. A, B, and C, are all
experienced, anglo, female teachers. In addition to sharing a common
perspective on the nature of teaching, each of these three teachers has a work
assignment which gives them some administrative responsibility. Mrs. A and
Mrs. B are teaching vice-principals while Mrs. C is a resource teacher with
special responsibilities for assisting other teachers with mainstreamed special
education students. Two of these teachers, Mrs. A and Mrs. B, are assigned to
the two predominately black inner-city schools in our sample. Mrs. C is
assigned to the larger, multi-ethnic urban school.

Mr. D, Mr. E and Ms. F constitute the second group in our sample. This
group is much more heterogeneous in character than the first. Mr. D Is an
Hispanic teacher with several years of secondary school experience. He moved
voluntarily to the predominantly Hispanic elementary school in our sample in
order to teach second graders. He explained his move as one which would
enable him to work with younger children where he would be more effective
because, as he put it, these are the years during which their basic attitudesr
and abilities are formed. Mr. E and Ms. F are young, non-tenured, anglo
teachers. He works in one'of the predominately black schools; she works as a
special education teacher in the most suburbanized of the sample schools.

The third group of teachers, Mrs. G, H, I, and J, are also .fairly
heterogeneous. Two of them, Mrs. G and Mrs. H, are very experienced teachers
of younger children. They are both anglos and work in the two predominantly
black schools. Mrs. G's kindergarten is a special class created as part of the
district's "magnet school" desegregation program. Thus, while she is located in
a predominantly black school, the majority of her studenis are mentally glfted
anglo children. Mrs. I is the only Asian-American in our sample. She works in
the multi-ethnic urban school. Mrs. J is a young Hispanic female working in the
predominantly Hispanic school. )
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The fourth <roup is made up largely of veieran teachers. The exceprion
15 Mrs. M, a first year special educarion teacher working in the suburban
school. The four veterans in this group share in common the fact that thay
were identified by the cooperating principals as the "weak! teachers in our
sample. Mrs. M, though not initially identified as weak, did have difficulty
coping with her teaching assignment and was eventually transferred to. a
different school. Mr. K, who had been a principal for ten years, had just
returned to classroom teaching duties. He had moved to California for health
reasons and was establishing himseli anew in this state.

The remainder of this chapter is divided into three §ectlons. First, the
tegchers' orientations toward organization level, or "school mission", incentive
systems are examined. Data are presented to show that six of the fifteen
teachers in our sample (teachers A through F) believe that the primary cultural
mission of schooling is the "production of achievement", while the other .nine
(Mrs., G through Mrs. C) identify the "nurture of children" as their primary
organizational purpose. F‘r:llowing this discussion, a section is devoted to data
on the teachers' group level, "classroom life", incentive systems. As this
section shows, eight of the flfteen teachers (A through C and K through O)
view student group life prlmaﬂly in terms of "keeping school”, while the other
seven teachers interpret these group processes primarily as a matter of
"teaching lessons'.

The impiications of these organization "and group level incentive systems
for individual teacher work orientations are explored in a longer third section.
Data presented in the third section indicate that the organization and group
level incentive systems interact to form four separate groups of teachers. The
three teachers in group one (A, B, and C) aim at producing achievement by
keeping school. Group two, also made up of three teachers (D, E, and F), seeks
to produce achievement by feaching lessons. Group three (tea:hers G, H, I, and

J) relies on the teaching of lessons to ephance child nurture and deve'c,!;ment,
while the fourth group (K, L, M, N, and O) utilizes school keeping strategies
for this purpose. As indicated in this section, individual level incentive systems
are forged, teaching work roles are defined, and career perspectives are
formulated as teachers bring their individual motivation and reward system into
line with these organization and group level incentive systems.

ORGANIZATIONAL INCENTIVES:
ACHIEVEMENT PRODUCTION /5. CHILD NURTURE

Haw dc teachers dé(iidé whethe. their work is c"cntributing tcj thé basic:

ways, but two br@ad themés emergg from ciose sc:rut,ny of their interview
responses and their teaching behaviors. One theme is clearly expressed in the
following remark, made by Mrs. A,

I really feel that if the child can learn inner discipline and

learn to accept the fact that some things are not always fun

— for example, reading for some children is not fun — but

the only way it's ever going to be fun is to keep plugging at

it. 5o, if they at least get the attitude that there are

certain things that must be done despite that fact that we
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don't like 1t =< then everything else wili work.
At another point, she reiterates this perspective when she says,

The most important consideration is probably getting up to
grade level. Covering the material, not just covering it, but
teaching it, really teaching it. [ think it's always been.
Maybe that's why [ have always been considered a fairly
good teacher, because | refuse to accept the fact that just
because a c:h;l,z:' was placed in a turkey reading group, that
the child can't learn more.

Tris teacher believes that schools exist to produce objective,
measureable achievement gains among students. She feels that she is
contributing to the mission of the school if her children are able to read easily
and compute accurately using the materials prescribed for their age group in
the district curriculum.

Another teacher, Mr. D, places less importance on such standardized
measures of achievement as the district curriculum guides, but he snll
identifies ac:hiej:vement as the primary purpose of schooling. He says;,

The most important -consideration in what I teach is getting
the children to like learning. You would expect that math is
maybe the main thing, or reading i5 the main. thing, or
whatever a teacher's preference. To me, however, it is just
getting a kid to learn to like to learn. Because once you get
them hooked on learning ‘they go into everything on their
own. And, of course, being a good reader and knowing
elementary math, those are part of the tools you have to
have in order to become a gocd learner. But that is
basically it. :

_ For Mr. D, if children like learning and show. real progress in their
studies he feels that he is contributing to the school. He elaborates

The most important thing that I teach is probably. . . back
to the love of learning, or how to learn, or getting used to
learning, thmgs of that sort. Because, to say that anythmg,
like behavior, is more important than att;tudé or attitude is
more important than academics. .. it all goes together and
I think it is just to get the kids to like to learn. And it sort
of includes all those other things.

For a third teacher, Mr. E, achievement is not only the primary purpose
of schooling, it is also takes time to show itself. He says,

It seems like in teaching a lot of your results, a lot of
things that you see, you don't see until maybe four, five, six
‘years down the road when you see a kid doing extremely
well. I think when [ see a kid making progress — especially
a kid that had a lot of problems before and people had just
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given up on him. . . 3ome teachers just give up on kids,
saying, "Oh, you're just not going to learn anything." or,
"Oh, he is just at this level and he is not going to do any
better." If | see him make progress then ! feel proud of
myself. [ think 1 feel prouder of myself than | do of him.

Contrast the views of Mrs. A, Mr. D, and Mr. E with the following
remarks by three other teachers. A fifth grade teacher, Mrs. I, says,

[ see my class as "young broncos” that need to be tamed.
Like I'm taking them into a new world. [ keep on telling
them, "You are in the fifth grade now," because they like to
play games in third and fourth and go along with that, but I
keep on telling them, fifth grade is like you are taking a
step into a whole new world. And maturity, hormones, the
whole thing is bubbling and [ have to kind of grab them by
the hand and lead them through this tunnel. And a lot of
them don't even know they are going through it. But
eventually they will know that they are going through it. Se,
[ see them as like young broncos that have to be tamed and
[ really like the challenge.

—*

For this tzacher child growth and development are at the center of the
school's mission. Academic achievement is desirable, but she sees nurturing her
children inrough their transformation into adolescence as the most critical
function a teacher can perform.

w

central mission when she says,

Mrs. G, a kindergarten teacher, offers a similar view of the school’

The most important consideration in what I teach is what I
am giving them. I want to be sure they are comfortable in
school. I want them to be happy coming here. At this
particular stage, you know, in kindergarten, if they get a lot
of heavy academics it does not make that much difference
because what they need to know is that school is a nice
place to come to. A place where you can learn, but also a
place that will welcome and make you feel .like it's not
drudgery. [ do want them all to learn.too. I want them to
have their reading skills and I want them to get their math
skills so we spend time on it, but I don't want any pressured
situations for them at this stage. They don't need that. They

Mrs. L, a second-third grade teacher, provides a third example «
commitment to child development rather than achievement. She says,

[ make curricular decisions, usually, by where [ feel the
children need help. I try to help them. I don't try too much
to impose a regimen. Of course, we have a certain regimen
in the curriculum that is selected, etc. But I try to let them
go where they are able. And I help them where | feel they
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nzed help. And they come and say thezy need help.

Mrs. L's views are much more passive than those of Mrs. [ and Mrs. G,
betraying a substantially lower level of confidence on her part that she coes
anything that contributes greatly to the school's primary mission. Nevertheless,
she conveys an unmistakeable commitment to the pre-eminence of nurture and
development goals rather than achievement production.

Of the fifteen teachers in our sample, a 1otal of six share the
achievement production orientation of Mrs. A, Mr. D, and Mr. E. The other
nine tcachers share the ch.ld nurture views of Mrs. I, Mrs. G, and Mrs. L. The
six achievement producers share three beliefs which serve to support their
view of the school's basic mission. First, they all feel strongly that teachers --
not students — are responsible for initiating the learning process. Second, they
all believe thart schooling is serious work — work which even at its best is not
always fun for either students or their teachers. And third, they ali believe
that teaching work is primarily instructional, rather than evocative or
educative in character. That is, they believe that they should aggressively
present materials and learning experiences to the children — materials based
on their eventual goal of improving student achievement, not just on students'
current interests or abilities.

The nine teachers with child development orientations share the obverse
of these beliefs. They each express the view that students bear the ultimate
responsibility for initiating their own learning processes; that schools should
appeal to the children's interest, curiosity, or sense of play; and that teaching
works best if learning is evoked or "Ede;Ed" irom child: en rather than pressed
upon them. -

A good example of the achievement producers' acceptance of the
responsibility for initiating actio ns is seen in the following exerpt from Mrs.
B's interview,

The important consideration in my teaching is to make sure
that the students are grasping the concepts, whether it be
math, reading, health, or whatever. And by getting feedback
from them — whether it be body language, verbally, or
written — I know whether or not | am doing my job,
whatever subject it might be that we are working on.

She makes more explicit her belief that this responsibility is for the
children's educational achievement when she says,

I think I am being responsible for their education. I cannot
dwell too much on their problems at home. I can empathize
and I can see to it that, perhaps, counseling or a certain
agency that could maybe provide contingency funds — if
there is no one in the house, or whatever. [ can dc: those
things, but when it comes time that they are 'in this
classroom, then by gosh, at that time I must ‘7sist that we
get on with the lessons, or I could be having tt *rapy in here
all day and I would not really be doing the kids a servu:e as
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far as making sure that they have math skills and reading
skills, se when they do get out on their own they won't be
cheated and that they will be able to survive and hopefully
=t off the welfare syndrome that's, maybe, been n their
amily for generations.

aa
m

=t

As revealed in this passage, her commitments are clearly instructional in
character. She delivers specific math, reading, or other subject matter skilis
which she and the other achievement producers believe will enable the
students to curvive and prosper in later life.

The .. .levement producers' belief that schooling is work is captured in
a remark by Mrs. B, when she said,

There's kind of a fine line where I can be loving and caring
to my kids, but also be assertive -- such as, "I'm sorry that
happened, Susie; or Johnny, nevertheless, we have work 1o
do today, now let's get on with (t." I will not let their
plight interfere with developing them as a person, as far as
their academic work.

At first glance, Mrs. B's use of the term "development" in this remark
might seem to mean that she has taken the child nurture view. Her
parenthetical phrase, "as far as their academic work" was added, however, just
to keep our interviewer from being confused. Mrs. B is unequivocally
committed to the proposition that schools are academic achievement producers,
not extensicns of family life or social service agencies.

in the following passage, taken from Mr. E's Interview transcript, the
achievement producers' belief in teacher responsibility for initiating the

learning process is combined with an emphasis on the view that teaching and
learning are serious work.

Teaching is not very redeeming .at the particular moment
when you're doing it. 1 think it is something you have to
stand back, look at, and say, "Well, you know we have done
this, and [ can see how far they have come." And, I think
that with a combination class, because I have a couple of
kids back from last year and see what they are like this
year, that I can more or less compare the fifth grade with
the fourth grade. And, I can see the big difference. I can
see the big gap right there and I think, "I'm doing a pretty
good job after all. You know, I did not do such a bad job." I
think that is probably the most redeeming thing — making
progress. That 'makes me feel really good.

In this view, "progress’ - Mr. E's word for student achisvement -
lew, "prog

springs directly from the willingness of teachers and students to get down to
business. While serious, however, this business does not have to be tedious or

boring. Mr.~E also said,
[ try to add a little bit to it. I try to be a little funny with
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the kids, I try to say things thar the kids will think are
funny. I'm reading a bock right now, a book about the best
Christmas pageant ever. The thing is hilarious, just hilarious.
It's about a very poor family, by the name of Herdmann.
Right? And they have nasty dispositions z7d it is just a
hoot. The book so far, what | have read, has just bsen a
hoot, and the kids are getting a kick out of it and I'm
getting a kick out of it. It is fun to read. It is not real drab
material. | don't like thE picture of the school marm sitting
up there in the class saying, "You're going to do this.", or
"You're going to do that." That would be drab.

Teachers with the child nurture Grie—ntatioﬁ discuss these issues in very
different terms. Mrs. I, for example, articulates the child nurture viewpoint

when she says,

I'm not here just for myself. I'm here for them, and I need
them as much as they need me. Without each other we
really could not accomplish anything.

)

he expands on this view, saying,

Yes, their accomplishments in, say tests or what have you,
did make me happy, but I think it was more of this
relationship that we had with each other because | was able
to relate to them and they were able to relate to me. Like
we were to do math or addition or multiplicaton, or
whatever. 5o I guess what | am saying is the physical thmg,
it doesn't have to be touch, or it doesn't have to be 520 or
a fur coat, it is just "Wow, thank you very much. I really
enjoyed it." And, I find that this year the sixth graders who
were in my class last year are coming back to see me &t
recess. "Do you need any help? How are you? Gee, the room
looks much different from last year's." And that kind of
thing. So I am going "Wow!" I am patting myself on the back
and I am feeling fantastic. I feel really great.

e

Another nurturer, Mrs. L, highlights their tendency to see chidren as
the initiators of action. S5he says,

What I like is really a sense of the kids wanting to learn. I
like it when children start to see what they can accomplish.

Mrs. H, a first grade teacher, is typical of this group in her emphasis on
the importance of children finding school experiences both broademng and
enjoyable. ~ She says,

I think that children need to be involved in "doing", so that
they are functioning well at both the right and left brain
levels when they are seeing and doing. And, I think that, as
much as passnble, this kind of thing needs to be done well
all the time. Sometimes it is very very difficult, but their
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response is in how well they learn, and whether or not they
are happy with what they are doing. And yet, at the same
time, maintaiming good discipline in the classroom so that
everybody 1s funciioning and doing -- and having a good
fime.

To summarize: s1x of our teachers expressed, in one way or another, a
commitment to the proposition that the school's primary mission 1. zthe
production of achievement — achievement that can be measured and therefore
recognized by everyone. The other nine teachers give primary weight to the
school's function as an agency of child nurture and development. For this
zroup, -children show growth and maturity in ways that are subtle and comple «,
and may not be easily measured.

GROUP LEVEL INCENTIVES=-
KEEPING 5CHOOL V5. TEACHING. LE5S5NS

In addition to balancing the tension between achievement and nurture as
the ultimate goals of education, every teacher in our sample displayed a clear
preference for one of two basic strategies for organizing their classrooms. This
second general work orientation parameter represents the group level incentive
system described in Chapter 2. . In selecting an approach 1o classroom
organization, teachers are determinining what type of cultural meaning systefn
will be developed among their students. They also are defining the nature of
their own "solidary' or group participation incentives.

Some teachers see the develgpment of programs, the proper placement of
children within those programs, and encouraging or insisting upon student
compliance with the demands of these programs, as the most basic elements in
their teachmg strategies. These teachers, let us call them the "school
keepers", believe that educational objectives — whether achievement or
nurturance in character -- are best pursued by creating a classroom
environment which surrounds students with opportunities and expectations that
both respond to their current abilities and move them toward long-term
learning goals. For teachers holding this view, education consists of a set of
"experiences" which children encounter, learn to cope with, and eventually
master. ,

Eight of the fifteen teachers we studied (viz., teachers A through C and
K through O) held this perspective on classroom organization. As elaborated

below, these teachers find their own group identity, if at all, primarily among
the other adults in the school system rather than with the children.

The other seven teachers in our sample (i.e.,” D through J) focus their
classroom strategies on the structure and conduct of lessons rather than the
organization and implementation of programs. These teachers express the view
that learning is more the result of "activities" than "ex@eriém:es" That is,
they believe that students learn through high quality engagement in particular
lesson activities and they take a special interest in stimulating and directing
that engagement. For these teachers, solidary group incentives are focused
inside the classroom, with the students.
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THE 5SCHOOL KEEPING 3TRATEGY, as expressed by achievement
oriented teachers, is captured by Mrs. A, when she says,

The most important thing I teach is study skills, work skills,
aﬁd réspaﬂsibihty’. 1 thﬁk’ that a kid can Iearﬁ. Theré are
EXPEFIEHEE or not, then all cher thmgs wul fall into place,
whether it is reading, math, or whatever. | have personally
enjoyed teaching math more than anything else. I think it is
fun becatse I-have always enjoyed math, although | have not
been stupendously successful, I guess | have been above
average. I love reading. I like to teach reading. But reading
— there is not any instant success with reading.

This same orientation is embodied in her remarks at another point where,
after telling us that getting children "up to grade level" and "covering" or
"teaching"  curricular materials are the most important considerations in
teat:hing, she says,

grade level.

Mrs. B, who is not as clearly committed to this programatic appmach
nevertheless reports getting her greatest joy from turning around the "snottiest
kid you can give ine." As she puts it,

[ find it very rewarding to be working with students who are
showing growth. Not only academically, but as far as their
attitudes, their behavior. I really turn on to the snottiest
kid you can give me to be able to help that child discover
self-worth and the joys of reading and being able to work
out a long division problem. Being able to feed back to me
their multiplication tables. To see that growth and to see
that joy within themselves, when they have mastered a task,
or they are just about ready to and they can feel it.

As Mrs. B sees it, the learning tasks — reading, working out long
division, or whatever else might be expected of sixth graders — are given in
the curriculum. Her job is to help the kids experience mastery over these
TESJ(S; T

The school keepers, who take nurture rather than achievement as their
primary goal, articulate this programatic issue somewhat differently. Mrs. L,
for example, sees it more as a matter of making her life as a second/third
grade teacher easier and assuring that the whole educational system becomes
more respectable. She says,

I think that if we had K-1 classes where children were put
in al to 10 ratio and then evolved — either tested, taught
or screened — so that by the time they got to third grade
they could test into the third grade. Then. . . they would
still vary in their abilities and speed of learning, so you
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would sull have plenty of groups, but the point is, it would
give them some feeling of "lI've reached a landmark in my
school. I've made third grade." And then there wouid be
better respect {or the system.

Mrs. O, less concerned with the larger issue of school operations, sees
program structure as an important framework for organizing her teaching
efforts. She is particularly concerned with the importance of the clock and the
schedule as devices for controlling the class-,om activity system. 5he says,

[ can determine what can get done in a class period by the
actual time of the work schedule. Now some children, as we

l knc;:w, are faster workers than others. Some can com}:lete
this writing IESSDD in, maybe, ten minutes. And for some it
will take 39 minutes. 5o, those that have not completed it,
will have to go on with their reading. In their spare
moments they have to come back and get their writing
assignment completed. ) )

R L L J
A little later she elaborates, -

Those that | know could work a little faster, I encourage
them to complete their work at a certain time. "Look at the
clock now. By the time that long hand gets to a certain
number, [ would like you to be through writing." Some are
slow workers, but | know they are picking up now.

THE. LESS0ON TEACHING APPROACH, contrasts sharply with the school
keeping strategy for classroom organization. Mr. D articulates the starting
point for the lesson teachers when he says,

I love learning and | really get irterested in, and turned on,

to the things that I am doing in class. I expand on it.
He is so taken by the content of his lessons that, he tells us,

I discover new things, right along with the kids.
Mr. E says he likes this year's fourth/fifth grade class because,

We have discussions and a huge amount of the class takes

part in the discussions. It's not the type of class that you

are trying to wring answers out of them. They all have

something to say. 3o, it is nice. It is a fun class. They are

curious about things.

He elaborates on how his lesson-teaching focus creates a tension

between his own interests and those of the district program and curricular
structure. He says,

urriculum decisions are already made for me by
and by the state, and so it narrows things down

]
)
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a little bit. Certain things do have to be covered. But there
are areas thar [ like teaching. | teach a unit on weather
every year, and | like that. [ teach a health unit on
nutrition and ! enjoy that. 1 enjoy teaching U. 5. History
because | enjoy the history of the United States. There are
certain things that 1 just like to teach and then there are
certain things that | am obligated to teach, like reading,
math, and language. There are things that the 5tate of
California <mandates>. . . everybody, like kids, needs to
learn this anyway. It is part of teaching, anyway, and it has
been since the beginning of time. But 1 do have certain
areas that I really like teaching so ! teach those areas
because [ have somewhat of a free han in those areas. I am
pretty well locked inte the other areas. [ have to meet
certain objectives in other areas.

Thus, Mr. E finds opportunities to realize his primary interest, teaching
lessons, within the relatively more distasteful and mundane process of keeping
school.

aphasic students, displays her interest in teaching lessons in her insistance
that,

This is not a "behind" class, this is a language class. During
spelling drills, for example, I give a clue. "The opposite of
tight is. . . " I use a language oriented spelling test as one
approach to the work. Earth, for example, is related to "a
nlanet" and "dirt". That's the way I teach spelling. Trving to
get as much language into it as I can. These children are
stronger auditorily than visually. I'm hoping that by giving
verbal inputs they might be more successful.

Among the child nurturers, the lesson-teaching rather than school-
keeping focus is well articulated by Mrs. H who says,

When | decide what to teach — first of all, I take into
consideration the children and what level they are, which
seems to be different every year. Then I usually try to
determine a form of presentation and introduction =
something to make the lesson or whatever exciting,
something the children will be interested in and that also
depends on the group. I do something a different way each
year, depending on the type of child and what their
interests are. We set this up, and then if ! need extra
material [ go see where we can get that, whether it is audio
visual, or I have to go buy something.

In the following remark, Mrs. G, a kindergarten teacher exhibits some
tension between the achievement and nurture goals, but there is no mistaking
her commitment to taking possession of the teaching process when she says,
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The meost important thing | teach in the schedule is — I'm
weighing that because, although [ feel that reading 1is
important, and math is important, | feel that learning to
socialize and get along is even more important — so, [ guess
the social aspect is very important 1o me.

And when asked about this "sccial aspect", she makes it clear that this is a
lesson to be taught, not just a set of social experiences within the classroom.
As she puts it, the social aspect,

kind of fails where it falls. Other than our social studies =
where we discuss behavior, and "How do we treat our
friends?" — it's things that happen during the day, you
know. "How did so and so treat so and s0? Do you think that
was the right way? What can we do to change that?"

In sum: eight of our fifteen teachers approach classroom organization
programatically and see their role as "keeping school" while the other seven
concentrate on interacting with the children and see their role as '"teaching
lessons". The first group emphasizes the importance of children's abilities and
teachers' expectations. The second group loocks more at the students'
engagement and teachers' preparation of specific learning activities.

INDIVIDUAL INCENTIVES:
ROLE DEFINITIONS AND CAREER ORIENTATIONS

The fifteen teachers in our study fall into four distinct groups when
organization-level, purposive incentives and group-level, solidary incentives are
considered simultaneously. The four groups are depu:ted graphically in Figure
[II-2. The three teachers who combine achievement production with keépmg
school (teachers A, B, and C) are shown in the upper left cell of the figure.
The three who rely more on teaching lessons to realize this goal (teachers D,
E, and F) are in the lower left cell. The four who focus the lesson teaching
strategy on child nurture and development goals (teachers G, H, I, and J) are
in the lower right cell, and the nurture oriented teachers who rely on the
school keeping strategy (teachers K, L, M, N, and O) are in the upper right
cell of the figure.

Critical elements in the purposive and solidary incentive systems are
suggested along the margins of Figure IlI-2. As described previously, adopting
an achievement production goal encourages teachers to concentrate on

instructional processes whereas nurture goals call for an evocative or
educative approach to teac:hmgi ‘Sxmxlarly, achlevement praduiers ::on:entrate

Ai‘hLEVEmEHI praduters see schcol as wofk* nurturers see it as an ::ppartumty
or an adventure.
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As indicated along the left margin of the figure, school keeping
strategies emphasize grade-level performance within district curricular
programs while lesson teaching concentrates on the presentation of novel,
potentially exciting materials and activities which the teacher is confident will
produce specific learning outcomes for a class or group.
Consequently, school keepers find children's abilities important factor in
thinking about and planning their teaching activities while the lesson teachers
see student interest as more important.

In the remainder of this chapter we examine the work orientations and
individuai level incentives shared by the members of each of the four
sub-groups in our sample. Each group shares a common set of cultural meanings
regarding six basic elements in their work. These shared elements are: )

{. A common view about what teaching activities contribute
most to student learning.

2. A common set of criteria for determining whether their

teaching is being successful in realizing its fundamemal
goals.

3. A common viewpoint regarding what students need to do
in order to be successful, and how successful students can
be recognized.

4. A common sense of what the most difficult aspect of
teaching is — difficult in the sense that teachers who can
handle this task well are truly good teachers.

5. A common view regarding the most distasteful part of
teaching — distasteful because it represents a perpetually
unsolvable problem which constantly interferes with their
work.

6. A common view regarding the central rﬁysgery of teaching
— the marvelous thing which makes learning possible and
which can be celebrated, but cannot be entirely predicted or

These shared cultural meanings shape the ways in which teachers
develop an individual incentive systems. They define the nature of the teaching
work role and they tell teachers how to imagine their futures and pursue their
careers. Because these individual level incentives are shared among the
members of each group, they think, talk, and act in similar ways within the

school and classroom.

GROUP 1. THE MASTER TEACHERS

The first group of teachers (A, B, and C) we have called the '"master
teachers.” They have each been recognized by their superiors as strong
contributors to the school system as well as effective classroom performers.
These teachers have a deep commitment to the.production of achievement — a
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commitment which they tend to articulate in terms of "b-inging kids up to
rade-level”, This symboi provides their basic criterien for succ Eszul teaching.
“or these master teachers, "academic discipline” is the key to Iimproved
student learning. Mrs. A puts it well when she says,

'I'] it

[ think that probably the nicest thing about teaching for me
right now, is seeing a child who is kind of squirrely, totally
irresponsible, start building a sense of responsibility in terms
of bringing harne his homework, you know, seeing the level
of concern raised in a child so that he or she really cares
about getting that work finished, about learning those times
tables. I think, seeing them develop into responsible students
is probably the most satisfying thing for me right now.

Later, she expands on this matter of effort and responsibility when she
says,

I expect them to work at grade-level, or as close to it as
they possibly can. And for the most part they do -- because
I want them to. And they work hard to ‘catch up to it and
I've always explained it to parents, that that's the way I
feel, and they can accept that and they will push to make
sure that the children get to it.

She concludes with,

So if they at least get the attitude that there are certain
things that must be done — it may be a fact of life that we
don't like it, but then everything else will work. It's self
discipline.

* Mrs. B puts the goals in organizational terms when she says,

Most of the students in this class are identified as being
anywhere from one to three years below. grade level in
reading and/or math. The class is primarily made up of Black
students. We have two Mexican-American students and six
Anglos and one Indian. And you might think, "Gee, why do
you think about that so much?" Well, at our school we are-
very concerned with numbers because, as you may be aware,
the District schools have been involved in a lawsuit for the
past-number of years.

She expands on this legal and organizational situation saying,

We are a Comp. Ed., Title I, school and we are receiving
special moneys from the state. We entered into an

agreement where we have a school plan -—- anytime you
receive money there are strings, and one of the strings
happens to be that we have a school plan -~ and we have

pretty much written our whole program, curriculum in all
areas, staff development, etc. It's covered in the school
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pian, so | alwas address that. Also, our proficiencies, by
way of the continuums, so thar [ make sure that all of my
kids have been EKPDSEd at Ieast éxpased t@ mastéring the

For these teachers, students succeed by "getting with the program', by
"buckling down", and by “plugging away" at their school work, The greatest
mystery for the master teachers is that whe: you really expect more from
students, even handicapped or squirrely cones, they will do mere.

The hardest thi~g about teaching, as these master teachers see it, is
"getting to" the difficult kids. Mrs. A, as quoted above, talks about th;s as
seeing a kid who has been "kind of squirrely™ starting to become academically
responsible for his homework. Mrs. B describes it as taking the "snottiest kid
you can give me" and helping him to discover "self worth" through the "joys of
reading." For Mrs. C, the special education resource teacher in this group, the
tough cases which she takes pride in handling tend to be other teachers rather
than students. She is declaring her own sense of mastery as much as reporting
on her staff colleagues when she says, )

I love the people I work with, as far as the staff members
here. Even the staff member that is tactless or the member

who gripes.

This attitude is an important part of her work; because,

My responsibility is to the principal — to support him in the
smcoth running of the school. 1 help teachers in ordering
supplies. I put in the instructional program those things that
are needed to carry out mandates. . . I am a go-between
<between the principal and the teachers>.

As master téachers the rnembers of this group take pride in successfully
handling difficult mterpersonai problems. But they find it distasteful, and
ultimately intolerable, if they do not get support form their principals. Mrs. A
told us,

Had I not gotten interested in working for a principal who
really supported me and liked me, | probably would have
become a very discontented, burned-out person because |
was getting to that point rapidly. I had been teaching eight
vears, and [ had worked for a number of principals, many of
wham were totally non-supportive simply because I don't
think they had the skills to work with people and to stroke
them once in a while and say, "This is a nice thing that you
are doing." And I felt like it did not really matter what I
did. I was still considered "average", and | was getting
rapidly burned-out. Now with my newest job I find that I do
see some of the people I work with that just work so hard
and some who have either become, or maybe they always
were, kind of negative or ‘burned-out acting, and I really
wish they would do themselves and the kids a favor and go
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nto something else. I really am a firm believer, if you don't
lize what you are doing, get out, because it's so unfair 10
vourself and the people that you work with — and this is
true for any profession, whether it's teaching or perhaps you
work as a sales person — you have to like what you do or
you will not be effective. " It's hard though, sometimes, to
really leok at yourself and search yourself as to, "Should I
continue?" [ think sometimes people get into teaching not

realizing ail of the ramifications.

She re-affirms the view thar this problem of working relationships is an
ongoing one for some teachers when she says,

5o many teachers now in Comp. Ed. schools are becoming
more program managers, where they are directly working
with and responsible for deveral staff members. . .
instructional aides, maybe parent volunteers. I think that for
some teachers this is very threatening — teachers who
perhaps have always worked by themselves. Now, the
teachers that have been hired more recently, and who have
worked with Comp. Ed. schools, they are used to it. But I
think that for teachers who have worked for a number of
years in a solo classroom — [ think they're glad for the
help, yet it's also a scary thing because, whether you're
good or not, until you develop a trust with the people you
work with, who are in the classroom, it can be an
. intimidating thing.

GROUP 2. THE INSTRUCTORS

emphasis on teaching lessons -we have called the "instructors". These three
teachers believe that the most fundamemtal teaching responsibility is the
development and execution of lessons. These teachers tend to be the loners
whom Mrs. B described as "solo" teachers. They view teaching as a technically
sophisticated, skilled craft, and they believe that students learn through active
engagement in intellectually stimulating activities.

Mr. D offers the typical instructor's description of the wonderful
mystery of student learning:

Watching a child make a discovery is satisfying. They didn't
exactly understand something and the excited voice of, "Oh,
now I understand!” is one of the most satisfying things for
me. And I always try to remind myself that [ really don't
have much to do with it. It is a realization that comes upon
them sort of on its own. You provide them with the
materials and you build up the right climate for it to
happen, but the learning takes place in their own mind. But
it is neat being there at the time that you see it happen.

Mr. E describes the instructor's view of success in terms of student
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Progress

" which he says makes him "feel really good." Miss F, wor
1

aphasic Studeﬁ s, tllustrates this group's intense concerr witn the spe

children's

She then re-iterates the main point for these instructors when

achievement progress. 5he says,

I work with students by arranging my priorities. It takes a
long tume for these students to learn somethirg. For
example, N. . . has been working on the clock Ifor three
days. She finally seems to have gotten it.

confesses that,

For these teachers students will be successful i

[ dread regression. | hope thtuy remember what we learned
yesterday.

wing with
ecifics of

e

they are given learning

i
activities which accurately match their needs. Miss F illustrates the technical
vocabulary with which the instructors tend to dlSCuSE this issue:

Mr. E tells us that it is this inventiveness which makes teaching fun.

says,

For this :lass, auditory problems prevail for all children.
Some have severe memory problems. [ look for the deficit
area and teach to that. All of these kids have memory
problems. All have lew vocabulary. All have receptive and
expressive problems. The non verbal things tend to be most
successful. It is the language factor that is the problem.

| make curricular decisions based on several steps. First, I
make a diagnosis, -then prognosis, for example auditory
discrimination. Like one child will never be a reader. From
there you need to determine what the realistic expectation
can be. Aphasic kids are successful in math. However,
because the child is successful in that you can't just teach
that.

The most important thing [ teach is a little bit beyond just
the curriculum. [ think it's teachmg kids to like themselves.
I have one girl in the class who is shv and I am trying to
bring her out of her shell. I try to do this by teasing her,
trying to make her laugh a little bit and things like that.
That is what | enjoy about teaching = the one thing that
really makes it fun for me. If I had te .come in and just
teach, that would be it. I don't think I could handle it. I
would not do it any more, it would not be ary fun.

Remember that this is the remark of a dedicated achievement producer.
He is not talking zhout viewing child -nurture as the primary mission of the
school. Rather, he is highlighting the instructors' penchant to be inventive and
creative in the;r strategies for engaging children in the lesson activities which
they believe will lead tc the goal of high at;hlevement. :
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Mr. D links technique tc social relationships when he says,

"How do you get kids 1o like learming?" [ think that the only

way we can do i1t 15 by being an example of it. If you want

the kids to hike learning you have to like learning yourself. -
You have to be enthuslastic zocout what you are doing. If ... 7
you are going to present a math lesson, and you absolutely

hate math, and you get up toc the board you are going to
start hating what you are doing, they are going to see it.

And It Is going tc be that way with anything you are doing.

And [ know from personal experience that a lot of
eiementary school teachers prefer reading or the language

arts areas over math areas. Unfortunately, a lot of children

end up with a pro-reading bias by the time they leave
elementary school and a rather anti-math bias, and I think

that is tragic. | think in that respect we should either be
non-biased toward either, or biased toward both. Just be

enthusiastic about everything.

Thus, for the instructors, the important thing is to get the kids turned
on to learning by getting them engaged in activities which are both
emotionally and intellectually geared to their needs. '

The nardest part of this process — the one which is mastered only by
the best instructors - is learning how to pace instructional activities properly.
As E\mss F WhD uses a system csf learnmg contraf:ts to individualize

2

You have to have goals. The contracts seem to show that is
required. For example, even N. . . can handle this. It's
because they know they have a plan to follow. My hardest
thing is to establish how much they can do. 1 still don't
know the exact pace for all of my students.

in-service_ training programs. He says,

Mr. D sees the problem as one which could be addressed by effective

What [ want in an in-service is something that I can bring
directly back to the classroom and use. | want, maybe, a
teacher to perform a science experiment bilingually and
equip me with all of the terminology and all the apparatus
used in the experiment and have it printed out. We will
watch the experiment, maybe, jot down some stuff on the
papers, on handouts that he or she has brought with them,
and we will be able to come back and do it. That is the kind
of thing I need.

Am’cmg these teachers Mr. E expresses the most confidence about his
ability to appropriately pace his teaching. He indicates that,

I have mastered the daily requirements of the work, I think,

- &0 -
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just by repetition.  Just repelition. You do it long enough,
pretty soon 1t becomes automatic. [ think that [ could
probably = especially in the basic subjects -- go through the
school year without ever writing a lesson plan and still
teach the basic subjects. I've seen those books so many
tumes | almost have therm memorized. [ can sit down —- 1
know about what page every kid is on — it just becomes
automatic after a while., After you have done it for a while
1t 1s just something you pick up intuitively.

The instructors all agree, a good teacher has to-be able to handle
curricular materials competently so as to creatively structure and
apprupriately pace their lessons.

The persistently distasteful aspect of teaching for the instructor group
15 discipline, Mr. E speaks for all of them when he says, ’

I hate disciplining. [ don't like to discipline. It makes me
crazy. | hate being confronted by kids that are belligerent
— and that has happened two or three times since | have
been here at this particular school. Certain kids just have a
lot of problems and are belligerent and I don't like dealing
with that. [.would just as soon not have to do the discipline
part. I am paid to teach. That is what | want to do. I want
to teach all the kids.

LROUP 3. THE COACHES

The third group in our sample consists of the four teachers who combine
the child nurture mission of schooling with a belief that teaching lessons is the
best strategy for pursuing that goal. These teachers see themselves as
responsible for evoking learning responses from the children and tend to feei
that being "with the children" as they explore new worlds is their most
important contribution to the learning process. These teachers want to make
classroom life exciting, challenging, and stimulating for the children. We have
labeled these teac:hers as the "caaches" be::ause they move bat,:l-z aﬁd forth

warmth entomagemént and a gmdmg hand.

Mrs. J speaks for the group whert she says,
i love teaching: I find it very rewarding. | find it rewarding
emotionally and academically. Emotionally, I am happy when
the children's personalities are clicking with mine. And
academically, by watching the children progress.

"Mrs. I, who sees her work alternately as "taming young broncos" and
grabbing the kids by the hand to "lead then through this tunnel" into a new
world, celebrates her success in rnaking emotional contact with fifth graders

when she says,

Before I had a fifth grade class'| was used to beiﬁé in a
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"love", to "get along’
Aslan-American, says,

they would grab vou and, "Oh, teacher, look at this!" [ was
used to that. And they said, "Oh, no, fifth graders won't
do that.” And I said, "Oh, wow! | am the kind of person that
has toc touch."” And sc, with last year's ciass | would not
touch because | did not know them, but towards the middie
and end of the year, they were coming up with hugs and
just, "I think you are neat" and "How are you? Can [ help
you?" and just these little gestures. even facial expressions,
to me, meant, "Hey, I'm getting across to them."

&

The one thing that | want to get across to them is respect. |
was brought up with that in my culture. Number one is
respect, and if you have respect you can accomplish
anything and everything. 5o, in our classroom it is a give
and take kind of thing. Respect for each other and adults,

felt that with the class I had last vear. . . boy they were
bombed out and we really had to harp on this_thing of
respect. This year it is not so much, but that is not my bag.
That is how L get to them. My personality is loving, respect,
lave. And they all think love is —- when [ say, "Love", they
go "Blahh." Now, that's not the love you are thinking about.
Love isn't just holding hands, it could be saying, "Hi! Good
morning." 5o, this is how [ just get down to the roots of
things.

in classrooms where the material is too hard or it's too easy

for a student. You can tell right before I ring the time, -

about three or four minutes before, they start moving

‘around, they are done, they are ready to move. They have

been there 20 minutes and so I feel that it's important to
keep the level of teaching to the individual.

I still love teaching — if that is what I get to do — when
I'm with the children, which is what you saw me do today,
that is what [ love. [ love it. But that is what | would like
to do all the time. I don't like all these other things. Things
that are going along with teaching, the '‘mandated, the

- &2 =

These teachers speak of students being successful when they learn to
' socially, and to be. "respectful" of others. Mrs.

I, an

Kids are successful, the coaches believe, in classrooms where they are
made to feel comfortable rather than pressured and excited rather than bored..
These teachers follow Mrs. JI's approach to resson structure and development
when she says, .

The most distasteful and persistent problems for these teachers are the
distractions of useless meetings and paper work demands. Mrs. G says,
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meetings, the wr:iiing, the records, all these things that we

have to do without — all this writing down. It is taking a
whole lot of time that could well be spent working with
children.

My feeling is that®we have gotten away from the things that
I feel a teacher should be doing, is meant to do -- that is
really being with children, working with children, preparing
the children.

And the hardest thing abdut their work is the emotional energy it requires.
Mrs. | savys,

It is very hard because it takes a lot out of you, and I am
really dedicated. My aide tells me, "You go above and
beyond." And I say, " can't help it. That is how I am. I have
to." Even if I have used my last ounce of strength [ still
crawl, | still go and [ think my class knows this.

Mrs. I is not here suggesting that this emotional drain is destructive or

unmanageable. Quite to the contrary, responding to the challenge to be
emotionally available to the children is a measure of one's heroic stature as a
teacher. All of the coaches like this emotional relationship with children. And

all view it as a measure of their professional competence and dedication.

The mystery for these teachers is the growth process itself. The children’
unfold before them. The "hormones" .flow, "maturity" develops, and new
abilities emerge from within the childrepn. For the coaches, teaching is an art
form. Children's emotions, attitudes, and abilities are molded and shaped as
they learn to participate in the classroom culture and activity system of the
school., The teachers direct and coordinate their activities, and call them to
perform, but the accomplishments are the children's own.

GROUP 4, THE HELPERS

The last group of teachers in our sample are those who accept chil
nurture goals. but adopt a school keeping strategy for teaching. As we noted
earlier, this group is made up entirely of the weaker teachers in our sample.
These teachers define their work roles as "helping" ‘students to deal with the
demands of schooling, which are equated with the demands of life.

Mr. K summarizes this group's gverall orientation when he says,

The most pleasant {:art of the work is being able to work
with somebody that maybe, I can help. I really like kids a
lot. ' ’

""" 1)

The most pleasant thmg a' out teaching is the growth of
Chlldl‘f:ﬂ. -



Mrs. M aiso affirms this helping orientation in the following comment,

[ enjoy the interaction with the kids. [ enjoy knowing I can
positively influence some children. | expect to be doing this
for about three years. Then [I'll take-off to have a baby.
However, I'll return and I expect to stay in this field.

Mrs. L merges the helping orientaticn -with a commitment to keeping
children engaged in the district's established curriculum when she says,

Today we will work on spelling, we'll work in our spellers.
We will have our test tomorrow, so [ try to help them in any
way they need "to get through their spelling unit. Some of
them are independent and can do it quickly, others need a
lot of help.

Finally, Mrs. O reiterates th's school keeping emphasis on helpmg students to
fit into pre-set curricular pa terns when she says,

The class is varied, naturally. 5ome are very active and
some are rather quiet. Some are well disciplined and some
are not. [ think they are nice students. Some have different
problems. 1 can't diagnose their problems because I'm not a
psycholegist. 5o, | would not dare tc start diagnosing their
problems, but some seem to have some problems. [ could not
go into what their problems are. 1 work with them to the

best of my know-how and try to get them to function as a
student,

These teachers all believe that student success is measured by how well
they "function as a student.” They speak often about students performing "up
to grade level", and affirm, with Mrs. L, that if kids were screened and
grouped according to their test scores, then,

This would make my job more rewarding. I would have
children who could understand what they are supposed to do
at the third grade level, and | am sure it would make every
teacher — you could do more, not in a total group, as I said,
you would still have to sub-group, but you could art least
sub-group with the feeling of some success in doing it. As it
is now, in this "One to Grow On'".group I have one third
grader in the. second grade group, and she was the diehard.
She can do the work, but she is just an antsy, hyper type
kid and school is the last thing on her mind.

The helpers are generally suspicious that a substantial number of their
students are either unwilling or unable to cope with the schooling program. For
them, the most persistent and distasteful prcblem in teaching is .the number of
c:hxldren who are resistive and non- -cogperative, Mrs. M says of her learning

handicapped class, ==~ ‘
Almost half of them don't want to be here. They want to
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slay. Basically they don't want to work. It takes thinking
and work and they don't want to do it.

While Mrs. {eels that,

The children are more alert in the morning hours than in the
afternoon. Because, generally in the afterncon, they are just
about exhausted, tired, so that [ feel that their minds are
fresher in the morning. More time would be on actuai work
in the morning hours when they are more alert and their
minds are fresh and they are not tired.

She goes on to say that her ability to teach is limited by student's
capacity to participate. As she puts it,

“Part of it depends on, 1 guess, the children and their
application. When they are "with it" we accomplish more.
The days tha: we've got an itchy or crabby or a tired, or
even the days when I burn-out, we don't get much covered.
But I think that actually the way 'l am trying to do it,
because I am trying to build it in that they are aware of
their own work and they could persevere, they could
" "hang-in" there for a coupie of days and still catch up on
the things they need to do.

Mrs. M, a special education teacher by her own choice, nevertheless
34Y5s, ) .
Teaching is rough. ['ve wondered what I'm doing. When you
see children learning you don't feel the same way. You see,
the children have to have behavioral problems to be in here.
The biggest problem [ dread is a behavior problem.

For these teachers, the hardest thing is to get the classroom organized
and running smoothly. Mrs. O finds that classrooms are "overcrowded", that
reading levels are too disparate, that even her blackboards are inadequate
forcing her to use newsprint papers instead. Mrs N attributes her
organizational difficulties to the changing times when she says,

I like working with kids. Once I quit working, but returned
during the same year. It is harder than it used to be. Maybe
its because of the parents. You feel pressures. Today there
are too many. Last year it seemed that we were
continuously testing.

For these teachers there is not much wonder and mystery in the learning
process.: It is more a matter of routine, almost dull, plodding through the
curriculum and trying to reach the kids with what they need to pass tests, and
move along through the school program. Mrs. L even says,

I guess one of the things that goofs me up is that I try to
respond to every child on a different chord and that is hard.
I think that is one of the things that wears me thin, because
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| know some children's situations are very difficult and 1
know that they live in a hard situation. And therefore, while
I want them to learn for their sake, | don't feel that they
need to be pushed or shoved any more. Because they are
shoved by life, where their parents are stuck.

And thart,

I'll tell you hanestly, I feel that we are not reaching
children. 1 have all the misgivings parents have about the
schools today. It is not that the teachers are not working,
but it seems that — [ den't kncw — it-seems that
administrators and supervisors push all of the superficial
things and the actual basic working with kids things are the
things that are last on the agenda. Now, maybe I am wrong
about that. ) )

The closest thing to wonder we hear from the helpers is Mrs. N's,

Sometimes kids come up to you, as one girl did recently, and
say, "I love you like my grandmother."

When these teachers do experience mystery, it is usually in the form of
someone appreciating their efforts. Apparently they feel most of the time that
they are not likely to be appreciated for the work they do. And, of course, we
found that they are not generally appreciated as competent teachers by either
their principals or their fellow teachers.

SUMMARY AND CONCLUSION

In this chapter we have examined the work orientations and incentive
systems of fifteen teachers. There teachers were found to be clustered into
four basic orientational groups. The first group, consisting of teachers A, B
and C, holds the view that "producing achievement" is the school's primary
mission and that "keeping school” is the appropriate work style for pursuing
that goal. They manifest this work orientation by defining their role as "master
teachers'". Bringing students "up to grade level" is their primary goal. The mark
of excellence in teaching, for this group, is bringing this about in "tough
kids'.

Group two, consisting of teachers D, E and F, shares the first group's
commitment to producing achievement but relies on "teaching lessons"” as the
primary work style for pursuing this goal. As "instructors” they place primary
emphasis on executing excellent- lessons. Described as "solo" teachers due, to
the performance characteristic of their lessons, they adopt the most technical
view of their work and expect high achievement from chlldren.

Group three, consisting of teachers G, H, I and J, rely on the teaching

" lessons to pursue the goal of "child nurture" or develapment. As "coaches"
they seek to evoke or educe performan e and social skills from children. These
teachers concentrate on providing sﬂ‘r:;lmlatmg classrooms for their students.
Addlt;onally, they strive to be emotignally ava;lable- to their students which

/
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The fourth group, teachers F{, L, M, N, and O, utilize the school keeping
t to stimulate child nurturanc These "helpers" make up

e.
the weakes group of teachers in our sample. They attempt to follow district
curricular guidelines in the conduct of their work. Believing that learning is to
be evoked from children, burt still tending not to initiate activities for their

students, these teachers are most likely to feel that children are difficult to
organize and 1o teach.

P
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CHAPTER IV

TEACHING LES50N5:

L ENTERPRISE OF THE CLA3SROOMN

—|
-y
M
s
e
r'

From a cultural perspective, the defining features of schooling are
embodied in the conduct of lessons. Lessons are the unigue and universal
cultural activities to be found in all schools, and only In schools. More
precisely, if lessons are encountered in any other social institution or context
they are Iinterpreted as "like being in school" or "playing school" and are
referred to school experiences for interpretation and evaluation. It 1s within
the enactment of lessons that the social purposes cof schooling are defined and
the interpersonal relationships among teachers and students meaningfully
structured.

It is, of course, true that both children and teachers engage In many
other activities while at school. These other activities are, however, always
problematic. They are perpetually, and appropriately, in need of justification
(or criticism) on the basis of whether they support or interfere with the
conduct of lessons which are the ultimate reason d'etre of school life. (Some
cynics might argue that schools exist to provide child care or group play
opportunities in an advanced industrial society. Such a view receives absolutely
no support among the participants in this study, however, and will not be taken
seriously here.)

To assert that lessans are the defining cultural events of the school is
to infer that they perform the two basic functions of & culture identified by
Winter (19(:6) as: 1) defmmg the Callectne pm]e:t or mission cf schoolmg and

...éa;.mgful xmerpersorial rela;mnshms. 'ﬁ SPer:lfymg *he purpasas Qf Llassrocm
life, lessons provide teachers (and students) with organization-level, purposive
incentives for participation in the school. And in generating shared meanings
and social norms, L:ssons provids groupelével solidary incentives for those who
participate within them. Thus it is through the development and enactment of
lessans that teachers concretely experience these basic work incentives.

Moreover, as we have previously observed, distribution of the most
potent rewards for teachers (student achievement and student warmth) is
controlled ldrgely by the effectiveness with which they are able to engage
students in lesson activities. Several researchers have dealt with .essons as
theoretical units. In this chapter we will draw heavily upon Mehan's (1979)
theoretical framework to analyze classroom lesson structures among the fifteen
teachers in our sample. Our analysis is divided into two parts. First, we
examine the basic structural characteristics of all lessons — identifying the

universal or archetypical elements that underlie successful lessons and the

distinguishing features of four basic lesson types found in the dcta. Once these
structural characteristics have been described we . will examine the relationship
between individual teacher work orientations and their appisach to the
development and enactment of lessons. This analysis reveals that members of
each of the four basic work orientation groups described in Chapter Il (master
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t=achers, instructors, coaches and helpers) share common views regarding the

nature of lessons.

ESS N STRUCTURES: ARCHETYPES AND VARIATIONS

Classrooms are crowded, turbulent, complex social systems (Jackson,
1563). Traditionally, classrooms have been largely self-contained social systems
consisting of a single adult and many children (Waller, 1932; Parsons, 1958).
Most analysts have recognized that this structure strongly influences the
events that transpire within them. Dreeben (1970: p.51) offers the typical view

when he says they are divided,

. Into isclated classrooms, each containing an aggregate of
: pupils (from about ten to fifty at the extreme, and
averaging near thirty) under the direction of one teacher.

He then concludes that,

this fact in itself determines much of what happens in
: F
schools.

The frequency with which more than one adult is present in the
classroom has increased greatly during the past two decades. At the same time
the isolation of the classroom group has been sxgmfn;antly reduced by the
development of specialized programs which temporarily bring new participants
inte the classroom or take some (or perhaps all) of the regular students out of
the classroom group.

Within this context of crowded complexity, frequent interruption, and
potential competition for leadership, teachers are required to establish
meaningful cultural systems which can guide student participation and enable
them to reaiize educational goals. The critical ingredient in this process, as
Dreeben (1970:83) and Smith and Geoffrey (1968:68) have recognized, is the
creation of a set of beliefs — beliefs which make it seem natural for the
teachers to give directions and the pupils to follow them. It is essential that
these beliefs, and the behavioral rules which they support, like all cultural
systems, be largely tacit rather than explicit. Otherwise, the cultural system

loses its power to stimulate, guide or, inspire spontaneous cooperation and
degenerates into a (:c:err:we and alien environment.

Mehan (1979) ;.rov;des a ::ultural framework for interpreting typical
teacher-led lessons. He refers to.them as speech events, and describes four
elements which govern their development. They are: 1) the child must respond
appropriately in time and form, 2) the child must respond correctly in content;

3) the activity must provide for the ::h),ld to be less frequently sanctioned over
time, and 4) the child must graduvally become more successful in initiating the
sequences of interaction (verbal and otherwise). As can be seen, these
eieinents are grounded in certain fundamental assumptions. First, they presume
that the school is a cultural milieu into which the participants are continuously
and precariously socialized. Second, they identify classroem management and
lessons as closely -interdependent processes. Third, they presuppose that
classroom management is intentional. The classroom management aspects of

w
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this cultural system will be described in Chapter V. The remainder of this
chapter examines how the cultural milieu of typical lessons evolves and how it
expresses basic teacher work orientations.

In specifying the context in which lessons and classroom management
processes ccecur, Cazden in Mehan (1979:x) states that,

None of the participants in the lesson knew the structure
explicitly, the children had to learn it as they learn
language, without explicit tuition. As with language, they
learned more than anyone could have explicitly taught. This
is the kind of subtle pregress during the year that a teacher
can rarely hear for herself.

There is another reason why lessons have special significance to
teachers. Lessons are. the vehicle through which the teaching role is enacted.
Lesson structures, therefore, determine whether teachers will perceive their
work presenting cpportunities for self-fulfillment or demands for self-denial or
even self-destruction.

What does a lesson structure consist of? First, it provides for the
sequential organization of teacher and student behavior. That is, the flow of
the lesson unfolds through time from a beginning to an ending. Second, there is
a hierarchical organization within which the lesson is assembled from its
component parts -- from the most important to the least important elements.
Third, interaction sequences are tied together by reflexive structures (Mehan,
1979:75-76) in such a way that the actions of one member of the class call
forth responses from the others. For example, typical teacher elicitations and
student responses are reflexively structured. They are tied together by teacher
evaluation processes to form one complete unit of interaction.

Mehan, looking at teacher-led lessons, suggested that lessons have five
basic structural components. They begin with a set of unique interaction
activities aimed at separating the lesson proper from other classroom events.
This "demarcation" activity is required to "set up” the lesson. Once the lesson
is set up it is organized sequentially into an opening phase, an instructional
phase, and a closing phase. Activities within each of these phases are given
formal and frequently symbolic meanings, thus there are distinctive ritual
components within each of these phases.

The ritualistic character of the early phases of the lesson clarifies the
meaning and intended sequence of events within the lesson proper so that
students are able to focus their attention on the central instructional phase.
Not only are the demarcations which set lessons apart from other classroom
activities generally ritualized, to a lesser extent so are the opening and
closing phases of the lesson itself.

The demarcation rituals usually involve obvious physical movements or
specific teacher remarks. The function of these demarcations is to indicate the
end of one lesson or activity or the start of another. The opening and closing
phases of the lesson are directive and/or informative. That is, during these

: phases, the teacher either directs the students (1o open their books, for
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example) or provides tha=m with information (about main topics covered in the
lesson, for example, or procedures to be used in formulating their responses).
These phases serve to prepare students lor the instructional phase, and 10
bring i1t to a close.

Once the opening is completed, the instructional phase begins. This
phase involves an interaction sequence between the teacher and the student.
The lesson cioses with a similar directive or informative ritual. Finally, an
ending demarcation ritually separates the lesson from subsequent classroom
activity. Figure IV-1, graphically depicts the flow of these events.

Figure V-1
LESSON STRUCTURES ACROSS TIME
Time | Time 2 Time 3 Time &4 Time 5

e T S e )
Demarcation Opening Instruction Closing Demarcation

Mehan's (1979) work was devoted entirely to teacher-led verbal lesscns.
The fifteen teachers in our study used three additional types of lessons: 1)
activity lessons, 2) drill and practice lessons and 3) test lessons. As described
more fully below, all four of these lesson types embody the same five part
structure. That is, each consists of a core sequence of instructional activities
surrounded by an opening and closing ‘and set apart from other classroom
activities by beginning and ending demarcation rituals. i

Before examining in detail each structural element of a typical lesson, it
might be well to look at a few examples in which all of the structural
components appear as an integrated whole,

THE TEACHER LED VERBAL LES550N

The following sequence, taken from our field notes of December 3, 1980,
contains all of the elements of a teacher-led lesson in nearly ideal-typical
form. We pick up the observation protocol as the teacher, Mr. E, is out of the
room escorting a group of students to the math lab:

LESSON ELEMENT . OBSERVATIONAL DATA

8:55 a.m.;
Observer: The aide is in the room and walks from
the back of the room, stopping at the left side

of the room to observe for a moment and then
walks to the front. 5he does not need to say
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TIME 1. STARTING
DEMARCATION

TIME 2. OPENING
DIRECTIVE

TIME 3. INSTRUCTION
BEGINS

TIME 4. CLOSING
DIRECTIVE

anything. 5he just observes. The students, in a
fairly orderly manner have gotten out their work
and get to work. It i5 quiet in here. Mr. E
returns.

Mr. E:  "You need to open 1o page 34."

Observer: They are going to be working In tneir
spelling workbooks.

Mr. E: "I want everyone to put their finger on
the first word, look at it. and then look away.
Make your mind work just like a camera and
make a mental picture of the word.

Let's begin.”

Observer: The f{irst- word is '"less". They go
through the group of words and spell them gut in
unison. Mr. E talks in terms of consonant
clusters and diagraphs. They are on the word
rush'. '

Mr. E: "This has a consonant diagraph. What is
it?" ‘ ) ’

Obse-ver: The class responds, "SH." Mr. E turns
to the blackboard. )

Mr. E: "Remember, there are three main
diagraphs, 'sh', 'th', and 'ch'."

Observer:. He writes them on the board.

Mr. E: "Okay, let's go on."

ADDITIONAL INSTRUCTION
FCLLOWS FOR SEVERAL
MINUTES (it will be
examined below).

Mr. E; "I want you to write an original sentence
for each word on your dictation sheet. You need
to take them home tonight and study. You also
need to do your handwriting assignment on page
?7?7. Some of you are having 2 problem with the
letter 'a’. It is looking like a 'u'." .

Observer: He shows them how -to make it and
says what he is doing as he does it. -
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9:25 a.m.

TIME 5. ENDING Observer: Mr. E turns to the 5th graders,
DEMARCATION
tr. E: "Fifth graders you need to take y-sur
spelling books out, please.”

In this classroom, the starting demarcation ritual is very well
established. The aide had only to make her presence obvious for students to
know that lessons were about to begin. As soon as Mr. E returned from
escorting a group of children to the math lab, everyone in the classroom knew
that a lesson was about to begin. The ritualized opening phase of the lesson
was also easily recognized by all participants. In this well organized classroom
opening rituals were frequently reduced to a single sentence, using such widely
recognized phrases as, "Open to page 34'".

Once lessons are under way, the primary activity is the exchange of
academic information. The instructional phase is structured into three
recurring parts: elicitation, response, and evaluation. The teacher initiates, the

Returning to- the lesson presented above, the following excerpt is taken
from the mid-section of the instructional phase:

TIME 3. INSTRUCTIONAL PHASE

Elicitation ' Mr. E: "These words have a long
vowel sound. What is it?"

Response "EA. The E is long.".
Evaluation Mr. E: "Right."

This sequence—elicitation, response, evaluation—is repeated again and
again as the lesson moves through various materials. The student's replies are
evaluated as "Right" only if they are properly timed and correct in both form
and content. :

THE ACTIVITY LESSON

Before presenting an example of an activity lesson, two additional
analytic concepts — disruption and extension -- must be introduced. One of the
ways in which our work differs significantly from Mehan (1979) is the
frequency with which our teachers were forced to deal with substantial
disruptions of their intended lesson structures. Mehan studied the work of
nighly trained, specially competent teachers engaged in time-bounded
experimental teaching activities. Our teachers represent a broad range of
skills, training, and experience levels and were not asked to alter their daily
routine .in any way for our benefit. We were. especially-impressed by the
vulnerability of our teachers to both internal and external disruptions by-
events which were unpredictable and difficult to control. We found remarkably

- 73 -

37



few lessons which ér’o::eeded as smoothly as Mr. E's pféSeﬁtaticn of diagraphs
to fourth and fifth graders.

The se:ond new ::t:m:ept, exteﬁsiﬁn, refers to the faﬁ:t that téac:hers

begmnmg of the lesson altenng E;ther the focus of the lesson or the basns on
which students are’ expe::ted to respond when elicited. (Mehan treats this
notion of extension, but he does not seem to recognize that extensions are --
in both farrn'ancj functio,ﬁ -- extensions of the opening phase of the lesson.)

The following lesson, an -activity involving getting and reading library
books in Mr. D's second grade classroom, illustrates how disruptions and
extensions complicate typical elementary school classroom processes. Mr. D's
begmmng demarcatmn, as 15 50 often the ‘EESE, involves physical movement. We

eﬁdmg‘

TIME 1. BEGINNING
DEMARCATION The children line up and walk inte the room. "Is
Miss Claire here today?", a student-asks. "Yes,"

Mr. D. responds.

TIME 2. OPENING "When we go in put your library books on the top
of your desks and then go sit on .the rug." :

Disruptien "Richie, you chose not to be able to sit there on
the rug because you moved. . . Where “is
Sandra?" A student, "She just left." Mr. D, "Was
that she who just went out the door?" The <hild
nods "ves." '

TIME 3. THE LESSON

Elicitation "Let's start with that table over there."

Response The children at that table 'get their books and go
to the library.

Disruption . "Do you have any reason for hitting Sarah? Are
you Sorry?" Student, "I am sorry. I was just
playing." , :

Elicitation Mr. D reads one of the library books that is

going to be returned. He also shows them the
pictur: 5. "What is Gordon?"

Response "He looks like a bear."”
Elicitation The story is read.
Response A student asks, "Would you read my book, Mr.
pan
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Extension

Elicitation

Response

Elicitation
Response:
Elicitation
Response
- Elicitation

Evaluation

Elicitation

Elicitation
Response

Elicitation
Evaluéticm

Response

TIME 4. CLOSING

TIME 5. ENDING

"This is a Walt Disney story. This is a section of
a bigger story."

"OK, let's try this table, quietly."
They go to the library.

The children are coming back from the library

.and they have put their new books on the tables .

and then sit down on the rug again. When they
sit down, they make sure they do not block
someone else's view.

Mr. D finishes reading the Bambi book.

A child gives him his new book.

"How many children are left in the library?"
"Three."

"OK, you may go now."

To the student with the new book, "I will not
read any Christmas ones yet."

Mr. D takes up another book, "This one doesn't
have very many words in it so you will have to
look at the pictures very carefully. <He hands to
book to our observer te look at>. ‘
Mr. D reads another book. "Can you see?", he
asks the class. '

They say they can see it OK,
and he reads and shows it to them. A student
asks, "Will you read my book?"

"[s it. a Christmas book?" "Yes."” "I will read

 Christmas books after Thanksgiving.”

"How about GREGORY?"

"OK, but it is long and we may not have time to
finish it." The children enjoy the reading of

DEMARCATION '"Veronica, take the math cards around please."
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Activity lessons are particularly vulnerable to -the  disrupfins
¢ countered by Mr. D inthe above example. Children are much more [ikelto
break with behavioral nrms during an activity than when participatingha
verbal lesson. They frequently develop their own goals for participationnd
attach their own meaning to them.

Nevertheless, Mr. 's use c¢f the library activity follows the sanmle lic
structure as Mr. E's diggraph lesson, First, a demarcation ritual signals lhat
it's time to "get to work. Then, the activity opens with directions tellingthe
students what is going to happen and how they are expected to behave, During
the lesson proper the teicher elicits student engagement and expression. Thse
elicitations are followed by student responses and, ordinarily, by teather
evaluation of those respinses. In the case of activity lessons the elicitatons
generally call for non-vertbal student responses.

Activities are dillerentiated from teacher led verbal lessons inthe
frequency with which they require extensions of the opening in the fomof
new directions or new information. Activity Ilessons, like their bl
counterparts, have a closing which signals the end of the lesson and focues
the students' attenticn on its meaning and/or purpose. An end;ng demareation
ritual releases students from an obligation to participate in the activityund
signals a transition to anew lesson. ’

DRILL AND PRACIHCE LESSONS

The third .type of lessen enacted by teachers in our sample is the fill
and practice lesson. Lesoons of this type differ from teacher-led verbal lesns
" in that students are preumed to know what responses are required of (m
and the proper form to use in order to. obtain positive teacher evaldatins.
Drill and practice lessons are aimed at improving the speed and accuracof
student responses -- not at fgrmulatmg original behaviors.

In the faunwmg example, Mrs. N demonstrates that even a stylized/ill
and practice session, paced by means of a phonograph, must fmcurpar&e the
basic strucvurdl elements of all lessons. It is 10:33 a.m. ¢n a wmorhingn
November, and the protowl for Mrs. N's observation reads:

TIME 1. BEGINNING |
DEMARCATION The children have come in from recess andit
down at their tables. They have pencils in fuir
hands and paper in front of them.
TIME 2. OPENING Mrs. N says, "Number your papers from | to 3!

Disruption “"Lucy, don't you go to reading now? Janice, i
Travis will work with you."

TIME 3. THE LESSON

Elicitation .. + - Mrs. N has put a math record on which is giing
: : the children math addition problems (6+8=, N
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Disruption

Elicitation

Extension

Elicitation

“Extension

Elicitation

Response

Evaluation
Elicitation

Response

Extension

Response

m

licitation

Evaluation

Elicitation

etc.),

<Mrs, N says to our obser—ver> "They have to pass
adding and subtracting c=n a timed basis to get
out of the their grade, se> we use records. They
are dictated 4 1/2 seconcls apart. Daisy has been.
here only two weeks so she is having to get used

to this."

She repeats the record asnd says, "You can check
and see if you got them all right, and fill in any
you did not get.

Then we will check them~®' The record tells them
to stop and put *h: - pene=ils down. There are 2%
problems.

The record says, "Get set= for the answers. Here
wego...#4is 11, ##5is 18, etc.”

Mrs. N puts addition prob=lems on the board while
they are correcting (56+ 39, 76+37, 62+78, etc.).

"Now count the right anssasers and put the number
on the top of the page."

"l got them all the first time."

"That's good. That's mueh better than you used
to do." . : -

"Now we will have a three second drill. I will
give you three times on tIe record."

" "Oh, Oh," comes from the- class.

"When we finish the addizion then we will do the
subtraction."”

"Oh, Oh, Oh."

"Number 1 té 25 on the c>ther side of the paper.
Ready?" ,

Mrs. N walks around to ==e how they are doing.
Working at this speed has confused many of them

“and they are doing less w=ell this time. They are

being allowed three charzces, however, and for
some it makes a positive d;ffereﬁf:e.

“Get set for the answers.®*
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R =esponse ? ot them =all right!“ "l missed only one wrong."

.

"THEEME 4 ¢ “P- the papeser in yeur dgsk. Put youdr crayons in
LA dgsk " .

TEME i - i :

r WAL K ferring 1t the wqu Mrs. N has put on the

hsard, one =student asks, "Are we_going to.have
.0 write it all down?" <The c:lass then begins
new work bassed on Mrs. N's board ass;gﬁment >

Ig ~hi avil art ractice lesson, =as in most such lessons, spead and
ACCUraCymy/ are "0t ugh. Students are a=lso closely monitored to insure that
they fol _lovw. .ro.~ form - starting and s==topping as directed, numbenng\t{'\e:r
ANSWETS gy CHa i o ‘v Prrurs and recordingae the results at the top of the page.
These si:udem TR only practicing thez ir math, they are also practicing the
process of Liaviig the qulity of their w~work evaluated and recorded. Such‘
practice  prepares ipem for the fourth type== of lesson - the test.

TE=STS AS LESSON'

Ge==nerally speakin, the observat_.jon protocols written during test
episodes are brief and sgparse in detail. Despite this brevity, however, test
taking i== easily recognizd as a lesson stzructure, regularly embcdy;ng all but
‘one of —the basic elements found in othe=r lessons. The exception is in the
evaluatieon of student responses. This acti ivity is typically postponed until the
end of t==he lesson, and my be delayed for - a much longer period. The delay in
evaluaticon is more than offset, however, Eby its heightened saliency. 5Students
generallway recognize that evaluation of ’tl‘i?E,ll‘ respgnses is specially imporiant

during te==st lessons.

Tre following test taking episode, - observed in Mrs. A's fourth-fifth
grade él%ssrgam is typicalof this ty;:e of l-Zesson.

TC ME 1. BEGINNING
DEMARCATION "Fifth grader—s,

TL . ME 2. OPENING we are going= to do your spelling test. Charles,
pass out the papers, please. ‘Number your papers
from | to 20—. Fourth graders, I'll get to you in a.
moment."

TIZME 3. THE LESION

Eladcitation Mrs. A dict=ates the words, ". . .Number 6 is
' 'fetch.' He a=asked his dog to fetch the bone." She
dictates the spelling in that fashion. Gives the
word and thesen nges a sentence which contains
the ward

Disssruption A child é—ht%l’s;thé room and hands Mrs. A a
note. "OK, get your stuff," she responds. The
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.child gets her things and leaves the roeom.

Response After the last wrd a child raises his F—and,
Elicitation "Charles?"

Response Charles asks M A, "May [ collect thesee papérS?" :
Extension Mrs. A responds, 'Not yet. Let's see xﬁ there an

any questions.”
Elicitation She allows for qustions

TIME 4. CLOSING and then says, '0K, Charles, you can = collect the
. A . papers now."
TIME 5. ENDING '
DEMARCATION She then turnsto say to the fourt=h grader;
"Fourth graders, et your papers ready— ."

The examples preseﬁted above illustrate the four basic lessor— structurn
types (teacher-led -verbal, activity, drill andpractice, and tests). As thes
-examples suggest, the typical lesson in each tjpe involves a sequerszce of fiw
structural elements. The five elements -- beginning demarcationsa, opening
lessan praper clcsmg, and endmg derﬁarcangns defme the f_-lassrag-:-m cultlm
this way, lessans create classroom mc:entnre_systems. At thé ﬁFgEmZatmﬁal
level they embody the purposive character of cassroom participatio' -n. And a
the group process level they provide the baic vehicles for crea_ting grouy
membershlp or solidarity.

In addition to identifying the basic strutural components of =all lessom;
the samples presented above indicate that lsson structures are frequently
complicated by the presence of disruptions andextensions, Internal c—r external
disruptions threaten the integrity of the lesion, while extensions elaborate,
enhance, re-direct or re-organize its cme sequence of tes==acher-pupl
interactions.

Of course, in asserting that the archetypical lesson contains e—=ach of the
- five basic structural elements (often modified}y distruption and/or s==xtansion)
we do not mean to suggest that all teachersilways succeed in inc—orporatiry
each element.  To the contrary, we found. thatlessons are frequentlwws deficien
in one or more structural element. By lookingat the data from our— teacher;
however, it can easily be seen that these dviations from the ar—chetypical
form threaten the integrity of the lesson ad thus weaken the classroon
culture. Generally this weakness encourages stident disruptions and& confronds
teachers with disciplinary problems which othervise would not arise.

BASIC ELEMENTS CIF THE LESSON STRUCTURE

In the next few pages we examine I greater detail the form and
function of each element in the lesson structure, By JDﬂl{lng at bmh successi
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ammnd unsuccessful examples it is possible to see what contribution each element
mmiakes to the classroom C;’Ultul‘é and to recognize the alternative forms of each.

One nearly universal characteristic of the school which is often
re=marked upon by visitors is the tolling or ringing of bells. In order to signal
ti—e start of the school day a bell is rung across the campus. Hearing the bell
aBlerts everyone that the school day has begun. Regular participants in the
sc—hool rarely remark on it. Their usual response is simply to move to the
aﬁpropnate work place. If they ignore the sound of the bell, however, the
sc—=hool routine is generally disrupted. If groups fail to respnnd to the bell it
si _gnals a serious breakdown in the social system of the school. If individual
ckildren fail to respond they are viewed as being personally deviant and in
ne=ed of correction. ;

The bell is the ultimate example of a demarcation ritual — signaling the
st—art of something different. It says, "We are now in school." or "It's time to
‘clFange activities." Demarcation takes many other forms beside the ringing of
be=lls. Physical movement from one location to another by either the teacher or
thme students is often used to separate lessons. Changing books (e.g. from a
m-—ath book to a speller) serves a similar function. In Mrs. A's testing lesson,
de=scribed above, demarcation was reduced to two words. When she said "Fifth
gr—aders" she signaled the onset of the lesson and focused their attention on
UFE>coming activities.

Normally, demarcation periods are short. They serve only as transitional
pt—ases. Since demarcations produce no instruction they are more effective
wihen they are highly ritualized and nonsverbal The following are examples of
ei;:.fectwe demarcation rituals. :

In Mr. D's second grade class, following the Pledge to the Flag

"Don't get any .books. We are going to get into
our groups.

In Mrs. B's fifth-sixth grade room:

Mrs. B writes on the blackboard: "If you are -
reading this do the following: 1. Tidy Up! 2. Get
things out for U.S5.5.R. 3. Heads down!" Those
who look to see what she is writing follow the
*directinﬁs immediately. Thase still deeply

nudged by their classmates.
In Mrs. G's kindergarten class:

"Now let's see who is sitting up nice and straight
before we have the musical | instruments."
{Observer: Yau could hear a pin crop now.>

{
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In Mrs. I's fifth grade room:

while Mrs. I talked. Mrs. I is now writing on the
. board and the ‘children have moved around to

various parts of the room. They are moving into

work and reading groups. . :

As these examples suggest, a beginning demarcation serves two basic
functions. It synchronizes students' behavior and focuses their attention on the

upcoming lesson.

Not all demarcation rituals succeed in performing these two functions.
Every teacher occasionally fails to get some students to attend to the
demarcation ritual.. When that happens the missed students genzrally do not
fully engage in the lesson and tend to become disruptive. A good example of
this was seen in Mrs. L's classroom:

Attempted

Lunch is over. The children return to the room.

Demarcation Mrs. L stands in the front of the room. She has

Attempted
Opening

written material on the board.

"All right, children, we have one of our states on

the board. We will read it and then copy it. We
will have just enough time to do it before we go
home." Some children are still outside eating
their ice cream. Mrs. L herds them into the
room.

New Demarcation "Everyone sit down,"

<Two further disruptions occur.>

<After several minutes> The class begins to

on the board.

Sometimes, teachers succeed in synchronizing children's behavior but are
not able to direct their attention to the lesson because the demarcation ritual
is flawed. Mrs. N. illustrates this in the following episode.

The children are returning to the classroom from recess

period.

"Lay your heads down." Mrs. N turns off the lights.

There's a bit of small talk going on. "Barton, is that your
voice I hear?" Another student responds, "Barton is crying,
teacher." Duane, another student, was hurt at recess. His
classmates are concerned and curious. Mrs. N. says: "Mr. Q

children haven't quite quieted down and she says "Shh" a

i§ taking care of it. We don't need to be concerned." She
did not try to find out why Barton was crying. "5hh." The

number of times. She is talking about ordinal'numbers today.
"I want ten good citizens at the board.” ,
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' When starting demarcations are unsuccessful lessons are postponed or
abandoned altogether. When ritualization is inadequate teachers must spend
valuable time gaining students’ attention:with elaborate, self-conscious but
non-instructional activities. '

LESSON OPENINGS

The second structural element in a lesson is .the opening. As noted
earlier, openings orient students to the lesson proper by providing needed
_information or giving directions. The information and directions provided serve
any or all of three distinct” functions. First, they can orient students to the
subject matter to be covered and pra:edures to be used in preser\tmg the
lesson. For example, when Mrs N says, :

Let's look up here at the board. We are going to do some
alphabetizing.

she is both direﬁting and informing the students about the lesson procedures.

A second function often served by the opening is to inform the students
about how they are to respond during the lesson proper. Mrs. J illustrates this
when she opens an activity lesson with:

‘ Center 2, you have been working on your sqﬁirrels and some
of the work is really pretty. You have extra time to get it
done today. Use your heads and think. Don't do just as your
neighbor does.

30 does Mrs. L when she says,

All right children, we have one of our states on the board.
We read it and then copy it.

The third function served by the information and directions provided in

the opening is to let the students know the basis on which their responses will

be evaluated once the lesson is under way. This was being done, for example,
when Mrs. B opens a math lesson with, .
. - Not only will you be graded on the right answers; but you

will be graded on getting right letters. in this name.

.<Sometimes> you get the right answers but you don't get the

letters in the right place.

If both- the starting demarcation and the lesson opening have been
successful, children disappear as individuals wi': unique needs, meaning
systems and ways of acting. They then reappear in the teacher's perceptual
field as students — playing a prescribed role in which their every- action can
be interpreted as an indication of whether or not they are successfully
learning the lesson which is being taught. Once the lesson proper begins,
teachers find individual student needs or demands for attention to. be
disruptive. They look upon any failure of the student to understand what is
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called for or to respond correctly in both form and content to be either a sign
‘of non-learning or of disengagement from the lesson.

THE LES50N PROPER

As suggested earlier the lesson proper consists of one or more complete
interaction sequences involving teacher elicitation, student response, and
teacher evaluation of that response. Each of the three elements in this
sequence appears in a variety of forms.

éThe Elicitation-

Mehan (1979) identifies four types of elicitations in the teacher-led
lessons: choice, product, process and meta-process. Our data reveal that
teachers regularly elicit at least two additional types of students responses:
curiosity and confirmation of the behavior of other students. The following are
examples of each of these six types of teacher elicitations.

First, there is the choice elicitation —- a request by the teacher for
students to agree or disagree with a statement, or pick the right answer from
among several options presented to them. This was exemplified in Mr. E's
protocol: .

Choice
Elicitation: Mr. E: "In the first ten words you are looking for
v words with the 'ch' sound. What is this sound
) called? We had it this morning in spelling. It is a
diagraph." .

Student Choice

Reply: Observer: Mr. E reads the words out loud. They
say "Yes" or "No" to each word. Some do have
the 'ch' and some do not.

Mr. E's evaluation in this instance took a novel turn:

Teacher-Evaluation: Observer: He goes over words #11 to 20. At #17,
he gave themr a.nonsense word. They said "No"
and then looked at him as if he was crazy. Mr. E
said, "No, you are right. That is not a word and
‘it is not there in the list."
Mehan's second type of elicitation is a "product" elicitation. This is
when a factual response (such as a name, place, date, color or other

information item) is sought from the student. For example, in Mr. E's morning
lesson: ‘ - ‘

Product 7 ) o
Elicitation: Mr. E: "If you want tc show real emphasis, what
- mark do you use?"

Students Respond: "An exclamation point."”
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In this case, Mr. E's Pvaluatmn was non- verbal — he merely went on

‘with the lesson while nodding approval of the response.

A process elicitation, as described by Mehan, asks for respondents'

memns or interpretations about the form of the lesson:

Process . © :

Elicitation: Mr. E: "How many people think they understand
‘what we have been doing?" ~

Student Response: Observer: Most think they do.

Teacher .

Evaluation: Mr. E: " will give you the assignment and will

let you see if you do. If you have any problem,
come running up and | will give you help.

Mehan gave the name "meta -process” to those elicitations which ask for,

the students to describe the basis for previous res;mﬁses or the grounds -of
their reasoning. For example:

Product -

Elicitation: Mr. Lz "Do no: look at yaur b@ck. What does this -
word sound like?

Response: Dbserver: The students respond, "Peak."

Meta-process :

Elit:itatioﬁs Mr. E: "How do you know that?"

Response: Observer: A student answers, "It has a long

vowel sound."

Teacher

Evaluation: Mr. E: "You guys did very well on that. Very

Among the teachers we observed, we found frequent use of elicitations
aimed at getting students fully engaged in the lesson. These elicitations,
frequently non-verbal, arise through activities or events within the classroom.
We came to call these “funoslty elicitations". In Mrs. G's room, for example,
one child, whose father works in a dental lab, is encouraged.to share a set of
laboratory teeth with the class. The other children, intrigued by the realism
and variety of the teeth, ask: "Where did you get them?", "Are they reai?",

and "Do we only ‘get one?". Another example comes from Mr. E's class where )

children are encouraged to express and explore their curiosity about elec:tmn
processes and meanings as they undertake to hold a mock election cmnczldmg
with the national election. .

The last of the six basic types of elicitations found in our data arises
when teachers ask children to judge each other's activities or previous
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responses. . Mrs. H, for example, elicits confirmation in a reading lesson when,
. after asking a child to take a word from a word chart; she says,

Product
Elicitation:

Student Response:
Confirmation
Elicitation:

" Confirming

Student Response:
Teacher Evaluation:
Product

Elicitation:

Student Response:

Confirmation
Elicitation:

Confirming
Student Response:

Product
Elicitation:
Student Response:

Confirmation
Elicitation:

Confirming
Student Response:

Teacher Evaluation:
Confirmation
Elicitation:

Corrective
Student Response:

"You look at it and tel! us what you think it is.
Then you put it back into the chart. You may
choose any word you like." Observer: The first
child takes a word and tells the class what it is.

T It is tied™

Mrs. H says, "See if everyone agrees.” To a
particular child, "Do you agree with her?"

"Yes."

"Alright, you can put it back in the chart.”

To another child, who has taken a second word,
"You tell us what you think it v

The child responds.

Mrs. H, "Is she right?"

'.YESi'!

To another studeni, "It is now your turn to

choose."
“ﬁlﬁk;"
"You show it and see if they agree."

The child does so. The class indicates agreement.

"That's right? No, I don't think it is."”
"Look at it again."
Students say, "Look."

- &5 =

ERIC

Aruitoxt provided by Eic:



O

ERIC

Aruitoxt provided by Eic:

Teachef Evaluation: "That's right. Iger to held that word."

Teachers differ substantially in the frequency and clarity with which
they use the six different types of elicitations. Qur data confirm Mehan's
finding that there is a correspondence between the types of elicitations used
and the types of responses made. This means that, as Mehan puts it,
"Particular replies follow particular kinds of initiation with great regularity."
In the conduct of lessons this is important because the responses of students
must remain faithful to the teacher's elicitations in order for the lesson
presentation to move forward.

Mr. E used a large number of product elicitations during our observation
of his class:

"What is it?"

"I want you to give me a sentence usi;ig the words."

"What dow=s that end in?"

"If you want to show real emphasis, what mark do you use?"
are tvpical examples of this elicitation style.

Mr. E also used a fairly large number of meta-process elicitations, such

o

"How do you find out what it means?"
"How do you know that?"

The behavior between students and teachers is reciprocal and
unidirectional. That 1is, teachers and students exchange elicitations and
responses on a relatively equal basis and the sequence of their exchanges
moves forward from its starting point toward a conclusion. Any failure, by,
either the teacher or the student, to adhere to the reciprocal sequence and
the unidirectional flow jeapardlzes the quality of the relationship and the

conduct of the lesson. Mote, for example, the following entry in Mr. E's
protocol:

Observer: Mr. E is standing at the blackboard . . . he
turns and writes a name on his "uncool" list. Mr. E: "It is
. very impartant when we are doing math that it is all you
are doing. When I am explaining a concept, I need your
complete attention or you will miss something. Then it fouls
you up and I have to spend extra time trying to straighten
you out. And that takes away from everybody."

-Responses-
As with teacher elicitations, student responses fall into distinct
categories. Some times teachers elicit responses from the whole class,
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sometimes they pick out particular children. When the whole class is elicited,
the teachers may be satisfied with a response from a single child whe
"represents" the class in responding or they mayv expect every student to make
the required response. When individual children are being elicited, the teachers
may let any child who is ready respond, they may identify a specific child by
by name (nomination) or they may invite all children to "bid" for an
opportunity to respond (usually by raising their hands).

Mehan (1979) refers to the response system as the '"turn-allocation"
machinery of the classroom. By this he means that the interaction is sequential
— the teacher elicits, students respond, the teacher evaluates, and the process
begins again with the teacher eliciting. The sequence specifies both. the nature
of the responses which teachers are seeking and the population of students
who are to reply to any particular elicitation,

Mr. E's protocols provide examples of virtually all of the important
variations in the allocation of student responses. He begins with an elicitation
aimed at the whole class:

All Students

Elicited: Mr. E: "I want everyone to put their finger on

the first word. Look at it and then look away. ..
What is it?"
All respond: Observer: The class responds, "SH'".

identified by nomination (names), by an invitations to bid, and by invitations to
reply without first being recognized:
Invitation to
Reply: Mr. E: "These have a long vowel sound. What is
it
Individual Replies: Observer: A child answers, "EA, the E is long."
Invitation to Bid: Mr. E: "What is the first sound in elephant'?
Let's see some raised hands—-bunches and
bunches™
Observer: The children smiled when he said that.
Shift to
Group Turns: Mr. E: "Okay, everybody."
QObserver: They respond in unison.
Nomination
for a Turn: Mr. E: "Would you like to read the directions,
Cordeli?" :

Observer: Cordell reads them.
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Students gradually learn to master this process. When students first
attend school, their skills in lesson participation are absent or very minimally
developed. Through time and practice their skills develop so that their
classroom participation is expected to increase in both quality and quantity.

Students learn the process by having their infractions corrected. The
mest common infractions which occur in classrooms are content with out form
and form without content responses to teacher elicitations. When students
present content without form, they are giving correct responses at the wrong
time or in the \V[Oﬁg way. FOFIT! without content means glVII\g erroneous
responses to teacher elicitations, but giving them within the expected form and
at the proper time (Mehan, 1979:136-7).

Student contributions are incorporated into the course of the lesson in
three different ways. First, students may "get the filoor." That is, they may
complete an interaction sequence already in progress within the lesson. This
usually-involves an immediate response to the instructional topic. As illustrated
above, students help fulfill the intent of an on-going lesson by this mode of
participation.

The second way in which students contribute is by "holding the floor." In
this instance, students pick up on the an—gamg lesson, but extend it by adding
something new to the discussion. The timing in this case is critical. An
example from Mr. E's protoco! (coming right after the "first saund in elezphant”

interactien sequence):

Mr. E a page-

Observer: Jim brings up his dictionary and shows

Mr. E: "Remember yesterday we talked about the
pronunciation key at the front of the dictionary.
Well, in Jyﬂ 5 chr:tmnary it is at the bottom of
each page.'

Observer: Jim returns to his seat.

The third way in which students contribute is by "introducing news."
This is when students make original contributions. This type of contribution is
most likely in more advanced classrooms. A critical component of this is that
the original contribution be acknowledged by the class. This serves to
réiﬁférée the c:antribut:sr, aﬁd ~also tg fac’ilitate further i‘lass dis:ussian,

to make their own Dngmal ‘contributions. Our data mdu:ate that th;s type of
student contribution is rare. The factors which inhibit it include: limited
teacher competence, student maturity, student body composition, and topic.

~-Evaluation-

The third élemént in the lesmn proper is the'teacher's evaluati::ﬁs of

to the tgar‘hers gr;gmal glu:natu:ns by deglanng thgm to be apprcpnate or

i
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inappropriate to the lesson. Evaluations may be either procedural or
substantive in-content and they may be either rational or moral in tone.

Procedural evaluations focus on whether student responses are given at
the proper time and in the proper form. Substantive evaluations declare

. whether the content of student responses fits the teacher's expectations.

Generally speaking, teacher evaluations are very brief and frequently
non-verbal. A smile, a nod, "Right", "OK", "Beautiful", "Great", these are the
basic tcols of positive evaluation. Frowns, "Are you sure?”, "Look at that
again", "Someone help her/him?" are the most frequent negative evaluation
tools. Activity lessons tend to call for more elaborate evaluations, like Mrs.
G's, "You have cut too much. [ will get you another one.", to a kindergartener
making a 5anta Claus figure.

Moral evaluations are generally used to reinforce the propriety of the
lesson structure or the rule structure of the school. Hence mecral evaluations
tend to be focused on children's procedural compliance. Children easily attach
moral overtones to their substantive work as well, however. Notice, for
example, how moral seli-evaluation by one child is handled by Mrs. G.

Nina begins to cry. "I just messed up", she says. Mrs. G says
to her, "I don't want you to worry about that, that is what
you have an eraser fer. [ am glad you can see your
mistakes." .

Teachers sometimes capitalize on this tendency for students to respond
to moral evaluation of the content of their work. For example, at one point
Mrs. O, )

looks at the work of the girl sitting near her desk. "That is
beautiful, little girl. Really beautiful." Mrs. O's voice
changes as she says this — she is really pleased with what

Sometime later, however, we see that,

a child has spent a great deal of work on a drawing. She
shows it to Mrs. O. "That would have been beautiful if you
had not put that scrawly printing at the top of it." The
child sits down and her smile is no longer on her face.

The use of moral evaluations to control student behavior is described in
more detail in Chapter V. The point being made here is that moral evaluations
can be effectively directed toward either procedural or substantive student
responses.

CLOSING THE LESSON

Unless the classroom is disrupted, or the teacher is deficient, lessons do
not just end. They are brought to a close by snecific forms of teacher behavior
(usually a fairly brief soliloquy). Mehan (197¢ %) suggests that the closing of a
lesson is "a mirror image of its opening." His conclusion is supported in our
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data in the sense that closings, like openings, are either directive or
informative in character. The closings serve a different function, however.
;hr—y typically refer to the content and procedures of the lesson proper in
order to eiither summarize the work which has been dene or assign future work
on some. lesson objectives.

Studér’!ts exzhaﬁge papers, she says,

"Stewart, have you got your score? Will you collect the
papers?" Mrs. A then says, "Starting tomorrow you are going
t0 get a mixed drill with your times tables — a five minute
drill.”

Mrs. G closes an activity lesson with,

"When you are finished please come up to the rug and sit
down so I can give you your jobs." 3he sits down in a little
chair at the front of the room. "Good", she says to two boys
and six girls ready for their jobs.

And Mrs. [ gives the following closing solilogquy at the end of a drill and
practice lesson -- she has just finished writing on the board, begins walking
around the room and says,

"Study your multiplication tables. Remember, we are going
to take a test on them. It is going to be a timed test. Your
knowledge has to be all up here <pointing to her head>. It is "~
going to be a five minute timed test. And as long as you are
with me you are going to be at the top.”

These lesson closings serve two basic functions. They underscore the
role of the lesson in moving children toward the goals of schooling (i.e. toward
achievement or development) and they bring to consciousness the activities and
behavioral norms viewed by the teacher as leading to these goals. Thus,
closings serve a vital function in articulating and legitimating the classroom
culture.

ENDING DEMARCATIONS

After the teacher closes the lesson, it is still necessary for students to
be ritually released from their obligation to follow the behavioral rules implicit
in the lesson proper. These ending demarcation rituals, like the starting ones,
very often involve physical movement. In a typical form of this controlled
release from the lesson, Mrs. G ends a craft activity lesson when she,

.sounds a chord on the piano. "Will you all stcp please. Stand
still. The boys and girls in Mrs, N. . . . .'s class have to
leave us now. Put your things away and line up at the door."
They do, and then Mrs. G says, "Thank you for coming." and
they leave.
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Mr. K demonstrates the vulnerability of these ending rituals to
disruption when he executes the following lesson <closing and ending
demarcation:

"Put veour papers away, we're going to try o get ready for
lunch." A student walks over with lunch tickets. The
students start to walk around, talk and slam their desk tops.
Mr. K asks them to look around their desks in order to clean
up. The students pick up their lunches. Some talk, others
walk around and the room gets noisy again. "We'll see who's
going to be ready to go for lunch. Maybe, no one will go. . .
David's row can go now." The bell rings. "Manuel's row. . ."
The walk out as they're called.

WORK ORIENTATIONS AND LESSON STRUCTURE

The foregoing discussion has examined the basic structural elements in
all successful lessons. We iturn now to a brief exploration of the ways in which
the teacher work orientations described in Chapter IIl serve to shape the
utilization of these universal lesson structures. As indicated in Chapter III, the
fifteen teachers in our sample fall into four distinct groups (master teachers,
instructors, coaches, and helpers) based on their organization-level {purposive)
and group-level (solidary) incentive orientations.

Individual teachers enact work roles consistent with the incentive
orientations they have adopted. As they enact these roles they tend to give
greater attention to certain structural features of their lessons and to
emphasize particular forms of each structural element. Analysis of a typical
lesson found in the data from each teacher group will help to clarify the
linkages between work orientations and lesson structures.

THE MASTER TEACHERS

The two most prominent features of the lessons taught by the master
teachers (Mrs. A, Mrs B, and Mrs. C) are their elaborate complexity and their
emphasis on procedural evaluation of students. The lessons found in Mrs. B's
protecols illustrate this quite clearly. The following example of 2 math lesson
occupied approximately 45 minutes (form 10:45 to 11:30 a.m.). She begins with
her typically terse and precise demarcation and launches immediately into an
opening soliloquy aimed at reinforcing procedural expectations:

"We have the Black American Puzzles. 1 will work a couple
with you and then we will work them after lunch. What is
the first thing we do in this classroom?" S5tudents respond,
"Put your first and last name on your paper."

Since the demarcation is successful and complete with the uttering of
her first sentence, Mrs. B has no need to use. the physical process of passing
out the puzzles to synchronize student behavior or focus their attention.
Consequently, she has time for a mini-lesson on body language which takes
place entirely within the time required to pass out the math puzzles. With
students already geared for a lesson, she needs no demarcation ritual and thus
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goes directly to the lesson proper, eliciting student responses with the
question:

"Why is body language so important?" A student responds,
"It could make a difference when we are trying to get a job,
or you can teil what we are thinking." Mrs. B, "Your '.ady
language communicates 1o me your attitude. In this
classroom we strive to be flexible and posntlve and your
body language tells me what you are thinking."

As typical of the master teachers, Mrs. B has reversed the opening and
the elicitation phases of this lesson. 5he elicits a response first and then adds
the lesson opening to her evaluative response. Her homily on body language
instructs, but only after students have already been invited to respond.

A major part of the opening phase of the main lesson has been postponed
until the end of thisz mini-lesson on body language. The protocol reports,

Having completed passing out the papers, Mrs. B says, "Not
only will you be graded on the right answers but you will be
graded on the right letters in each name. You sometimes get
the right math answers but you don't get the letiers in the
right place."

" will work with you on letter 'A'. Pencils down. I really
need your attention now."

Note that Mrs. B has recognized that the physical activity of passing out
papers and the mini-lesson on body language have endangered the success of
her opening demarcation. Hence she reinforces with, "I really need your
attention now."

Her next step was to engage one student as her partner in eliciting
other student responses. 5he,

asks Carlton to go to the board and she does the problem
with Carltoen.. S5he has Carlton explain everything he is
doing. "Carlton, you did a beautiful job explaining that.”

Typical of the master teachers, Mrs. B publicly evaluates Carltdn
procedurally rather than substantively. 5he is most intensely concerned thgj:
the other students learn the form of expected responses. She extends this
immediately by saying,

"Boys and girls, | want you to do your best work. I want you
to show your work the way Carlton did."

10:55 a.m. "You should work at your own speed. If you get
finished I have some more at this table here for you to do.
Some of you will only do one, some will do three or four.
We will be sure to correct puzzle #25 after silent reading
this afternoon.”
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Now Mrs. B is ready for all students to begin respording; confident that
they will be trying 1o produce in exactly the right forin. Hence the protocol
reporis,

Mrs. B then begins to walk around the room, checking to see
how the students are doing. "You know this breaks my heart.
Your first se1 of instructions was to »Ut you name on your
paper and I am afraid to look. And what about talking?" "We
are to whisper." "And if I can hear you, is that whispering?"
i!Noi!i

She is immediately disappointed — not by wrong answers, but by wrong
procedures. And she evaluates the students immediately, eliciting confirmation
that they now know what is required. Having done this, Mrs. B retires to her
desk and,

11:05 a.m. Some of the students come up to Mrs. B and ask
questions. Mrs. B is checking math packets while they are
working on the math puzzles. Then she gets up and asks, "Is
there anyone who is stuck on one and would like me to work
it out?" A student wants help with letter 'M'. She and the
student do it on the board.

“he recognizes that retiring from the lesson has endangered group
solidarity and the dedication to mission needed to keep the lesson intact. Thus,

she returns to elicit active responses from students once again.

The lesson is then disrupted by the return of some children from a
special "pull-out" program. Mrs. B is faced with the task of integrating these
newcomers into an ongoing lesson. The protocol reports,

11:17 a.m. The children return from the E.S.A.A. lab. Mrs.
B, who has been working on the math packets at her desk,
stands up. "You know [ really like the way Dwight came
back from the E.S.A.A. lab, sat right down, and started to
work."

"Puzzle #25 we will be doing after silent reading this
afternoon, and the others we will do later on. . . .Is there
anyone besides Laura who did not get puzzle #257"

A second Zisruption occurs three minutes later when students who work
in the cafeteria must l-ave to perform their duties. Mrs. B handles this with,
11:20 a.m. "Cafeteria workers, get your silent reading things
out and get ready to go to work." They do and then line up.
Mrs. B goes to the door, opens it, and they leave.
Finally, the lesson period draws to a close as Mrs. B needs to take a
few minuies before the lunch hour to deal with non-instructional matters.
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11:25 a.m. Mrs. B surveys the room. The aide is helping one
child with her math. "OK, boys and girls, we only have a
few minutes left before lunch time and we have a very
important matter. Leave your math and silent reading on the
corner of your desk and put everything else away. Have your
silent reading ready for after lunch. Pencils put away. Math
papers to the corner of your desk." "Mrs. B will talk about
the next item on the agenda when everyone has followed
directions." )

From beginning to end, Mrs. B insists on strict adherence to procedural
expesctations. The substantive content of the lesson is generally embodied in
the materials and in responses to student queries — not in information -Mrs. B
presents directly. Mrs. B, like the other master teachers, clearly believes that
the best way for children to learn is for them to engage curricular materials
and to ask for help’ when they need it. Her concentration is on getting this
engagement organized in such a way that she can quickly and easily tell which
students need her help.

_ THE INSTRUCTORS

Mr. D, Mr. E, and Ms. F constitute the group we have called
"instructors."” They are strongly oriented toward the production of achievement
through the teaching of lessons. Their work orientation leads them to elaborate
the opening phase of most lessons and to focus their evaluations on the
substantive content rather than the procedural propriety of student responses.
Mr. E provides the following example of a typical instructor's lesson. Like the
master teachers, the instructors tend to have short, precise starting
demarcation rituals. Mr. E begins with:

"I will take 'Inside Out' back here and the 'Lizards' will go
outside."

As soon as the group is assembled, Mr.-E gives a very brief opening and
plunges into a long elicitation and response sequence, during which most of the
student responses were inaudible to our observer who was seated across the
room from the student group.

To the reading group that Mr. E is working with, "l have a
list of words we need to go over."

1. Island.-"What does it mean? How do ‘y«:u spell it? What
two words make up this word?"

2. Dragon. "Where do dragons usually live? We were talking
about dragons in history the other day — where were they
then? Who was the sailor who was not afraid of dragons?
How do you spell it? What are the two words in dragon?"
Students respond to these questions, but it is difficult to

hear their answers distinctly.
3. Neither. "The long 'e' and silent vowel partner coming
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pehind it."
4. Minute.
5. Fierce. "Let's all spell it together."

6. Creature. "What is a creature? Name some creatures for
me. | saw dozens of creatures the other day (Halloween).
Think about Halloween.™ A student tells what happened on
Halloween. "We went trick or treating and then we went to
Long John Silver's to get something to eat. A guy came in
dressed like the K.K.K. with a shot gun. Everyone got a
little nervous and my aunt did not want to stay there, but
the manager came over and told her they were going to get
him out of there. And they did."

7. Moment.

8. Giraffe. "That is a tricky one and I will spell it and then
we will spell it together."

Mr. E extends the lesson — moving from discussion to oral

saying,

"Now we will read. If some one has trouble with a word,
don't help them out. Let them work it out by themselves so

they can learn the word."

reading,

Typical of the instructors, Mr. E vigorously pursues the class after each
reading segment, eliciting information and meta-process reflections from
numerous students. The protocol reports,

"What kind of job did Maria's father have?" "He was a
fisherman." "Where did they live?" "On an island." "Does
anyone know where the West Indies are?" No one did, and
Mr. E gave them a short geography lesson so they would
know.

The next child reads. "How many of you lay in bed and
listen to the sounds? What do you hear? When you are home
alone, you always hear all kinds of weird sounds. Why do
people always run to bed and pull the covers up over their
heads? Does it make you feel safe?" There was a "yes"
response in unison. "It makes me feel safe too."

The next child reads. "How does the ocean sing? What is the
title of this story? Everybody. Why do you think she is
lonely?" "No brothers or sisters.” "She lives on an island."
"No friends on the island." )

The next child reads. "Why was she growing tired of the
game she was playing? With other people you can change
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the game a little." Benton tells the group that he plays
'poison' differently when hes plays with some of his friends.

The next child reads. A boy began to help Theresa, realized
it and covered his mouth.

The next child reads. She got stuck. No one said anything
and she figured the word out by herself. "What is Maria
using?" "Her imagination."

The next child reads. "That is a hard word. It is Spanish,
'blanca.’ They pronounce their vowels differently."

As indicated in this extended sequence, Mr. E tends to use open-ended
elicitations, seeking whole group or bidding responses from students. If no
responses are forthcoming, he tends to extend the lesson with brief homilies on
the subject at hand. Mr. E, like the other instructors, appears to believe that
lessons are group events — if any student responds, he is able to move on
without becoming overly concerned that each individual student is getting all
of the information being pré€sented.

Instructors tend to have very brief closings, such as:

"We will start here tomorrow. Get out your Skilpaks and
finish up." One child says, "We did get it finished up." "OK
then, you can work on your homework for the last 10
minutes."

One reason for this brevity is that the instructors tend to be successful
in setting a businesslike tone in the classroom and, therefore, tend not to feel
the need to either justify or elaborate on their classroom norms and
requirements.

There is no clear ending demarcation for this lesson. As the protocol
xoorts, children tend to remain within the framework of the instructor's
lesson structure even after it has formally ended.

There are very few children in the room right now. Some
are still with Mrs. Martin (a specialist), some are with the
aide outside, and some are at music. Mr E's reading group
has gone. to work on either their homework or their Skilpaks
(@ few did not have them finished). They are all working,
some together, some separately.

Our third group of teachers — the coaches — view the school as an
agency of child nurture rather than achievement, yet view the teaching of
lessons as the primary means of pursuing this goal. This leads the coaches to
be much more concerned about the attitudes students display toward their
school work than either the master teachers or the instructors. As a result,
the coaches tend to open and close their lessons differently, to elicit a
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broader array of student responses, and to offer moral as well as substantive
evaluation responses.

Mrs. 1 is representative of this group. The following lesson is taken from
her protocol.

Typical of the coaches (and the helpers described below), Mrs. [ opens
her lesson by askmg to look at students' homework assignments. The
demarcation for this lesson is quite unusual. Mrs. I has two students who have
gotten into a fight. They have gone outside the classroom to try to talk out
their differences with the aide. Mrs. I asks the class to get out their
homework "while you wait" for the trio to return. Thus when the two students
return to class, indirect entry to the lesson has already occurred. We pick up
the protocol just after the aide has explained that the warring parties have
declared a truce. Looking at homework papers, Mrs. I says to one student,

- "s that an incomplete paper?" She asks the same question of
some others. They speak to her quietly. "Did you make an
attempt to take this book out, or did you just play?"

"] forgot to bring my violin, guys. Most of us associate a
violin with smooth, slow music. Eut I could play sad little
tunes on it for your sad excuses." (She mimics the motions
of a violin player.) Some of the students have just not done
the assigned work. "Maybe you two just gave up. You are
not being fair to yourselves. [ will just close the book and
play all weekend and come in on Monday and give Mrs. I an
excuse.,”

Mrs. I's moral extensions are actually more important to her than
whether the students have achieved mathematically. She goes on,

"What was the solution I told you last week? 1 tried
explaining why homework was important. I feel a little bit
of homework is not going to hurt anyone. I give you only 20
minutes and [ even give you some time in class. You are now
5th graders. I push and pull and with some of you, you are
doing it. You people that put in the effort, you will excel
and get ahead."

Typical of the coaches, Mrs. | sees that the real lesson of homework lies
in its contributions to character and self-discipline.

Next, Mrs. I extends the lesson by giving what might have been the
originally intended directive opening. She begins by giving answers to the
problems. Then,

She explains that 'N' or 'X' is a symbol for the answer.

"If you have the incorrect answer, don't erase, just put tne
correct answer alongside it. You don't have time to erase.’
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Mrs. I's lesson suffers an internal disruption because a child. who
normally is out of the room for special instruction at 11:00 a.m. is back in the
class this day. She takes time out of the lesson 10 assign this child to the aide
for special attention. Within a few minutes she is back to the lesson. Now
reinforcing the substantive opening and refocusing the class's attention shse,

writes two words on the board. "When you see this word
'sum', what do they want vou to do?" The class responds,
"Add." "When you see this word 'difference', what do you
do?" "Subtract” "To find the difference. vou subtract. To
make it a challenge, they put the 'N' in there."

Note that she uses emotional, rather than cognitive, language to describe
the substitution of letters for numbers in this pre-algebra exercise. 5he calls
the process a ‘“challenge" rather than a new way of formulating numerical
operations. This is typical of the coaches, who want students to feel
excitement and opportunity in school, not just to know facts. She gces on,

"Remember, [ told you we were jumping from here to there,
to go through the 5th grade test materials. What is this
section?" "Graphs."

"Where do you find graphs?” Various students respond. "The
Church of Scientology has a bunch of graphs on the wall."
"The blood bank."” "The spelling chart." Mrs. I responds to
that answer, "Not exactly, but we could graph it." And she
shows them how.

"We could also gr’aph the hair colors, the number of boys
and girls in the class." "Look at page 7?. Oh, I should have
you look at the easier ones first." "Yes, let's do the easy
ones first. Turn to page 7?7 first."

"When you look at a graph you have to look at the key first
so you know what the graph is telling you. Remember, I will
not always get to give you the directions. You will have to
read the directions for yourself." The class then goes
through a problem about snowmobiles.

Here again, the coach tries to make an cxperiential linkage and to do
"the easy ones.first" so as to give students an easier access to the alien world
of graphs.

Shortly, however, the flow of this lesson is disrupted when Mrs. I
becomes upset with one student wno has not been following directions. The
protocol reports:

"Now turn to page 343. This time the key has changed . . .
200 times." '"Wayne? Are you with us on page 3487 ... I
don't need to see that sassy face. I could track up a ten in
comparison with you."
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Balancing her frustration, she tries to restore the lesson flow with,
"l like the way you guys are raising your hands."

The disruption ends as quickly as it began, as the elicitation, response,
evaluation cycle continues with,

"Let's go on to page 349. They have taken away all the
pictures. What does this graph work with?" "The subjects of
5th grade students.”

"The numbers are going from left to right in a row. The
numbers going across indicate what? Pedro?"

"The green bars stand for what?"

"The subject with the greatest number of students?"
Everyone wanted to answer that question.

Other disruptions occur, however, as Mrs. I finds herself telling the
r:hlldfen they can get sweaters 1f they w'sh ber:ause 1t s c:::ld mcvmg a t:h;ld

makmg a d1=rupt1ve thumpmg sgund.

Despite elaborate concern with attitudes and social processes, the
coaches retain a vital interest in children’s learning. Mrs. | concludes this
lesson with a test, patterned after the district proficiency test which all her
children must pass before being promoted to the sixth grade. Thirty-seven
minutes after starting the lesson, Mrs. I starts the closing process by saying,

"Put your math books away. As soon as you get your paper,
put your name and the date on it and go immediately to
work, This is not a timed test, so don't rush. Read carefully
,and work' Earefully.“ Mrs. | hands out the papers and they

Three minutes later, she says,

"When you finish your math, work on your spelling on p. 29.
I'will write your homework assighment on the “board while
you are doing this."

11:35 a.m. The children are quickly finishing the math paper
and they are taking theirs up to Mrs. I's desk. "I see that
Dean's ready and so is Tania. They are following directions.
Some of us.are still taking the test, so let's be considerate

and not get noisy."
She finally offers her closing soliloquy as she,

finishes wntmg on the board and then begins walking around
. the room., "Study your muitiplication tables. Remember, we
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are going to take a test on them. It is going to be a timed
test. Your knowiedge has to be all up here (pointing to her
head). It is going to be a 5 minute timed test and as long as
you are with me you are going to be at the top."

THE HELPERS

Those teachers whe are see the school as an agency for nurturing
children (while maintaining a classroom process orientation that emphasizes
. keeping school) enact their work roles as "helpers.” The five teachers in this
group = Mr. K, Mrs. L, Mrs. M, Mrs. N, and Mrs. O — displayed the least well
strictured lessons in the sample. It should be noted, however, that they do
attempt to preserve some structure in order to maintain classroom order — an
objective which is prominent in their thinking. The classroom cultures created
by these teachers are quite different from those found in the other classrooms.

We have called this group of teachers the "helpers" because they view
themselves as facilitating child nurturance by assisting students in coping with
school program and curriculum demands. The hzlpers tend -to be less well
organized in their approach to teaching than the other three groups. This is
due, in part at least, to the fact that they feel less competent and less in
cemmand of their work roles.

The following lesson, taken from Mrs. N's protocol illustrates the typical
pattern of teaching behavior by the helpers. Mrs. N starts with a brief
demarcation between the departure of a classroom visitor and the opening of a
language arts lesson. She says,

"Let's look up here at the board."

Note that, typical of the helpers, she speaks in the first person plural, "let's",
in an effort to strengthen a social bond with her students.

The opening phase of her lesson is very brief, given the complexity of
the events which will be unfolding over the next 25 minutes. 5he says only,
"We are going to do some alphabetizing. Let's look at these
words and try it."
The lesson proper begins with a series of nominated responses. Mrs. N, typical

of the helpers, calls on many different children by name:

"Are there any 'A' words, Gina?" "Air." "When you put it on
your paper you put .a ff1 by it. Are there any 'B' words,
Carlos?" '"Boat." "And what do you put beside it on your
paper?" "#2." "What about 'C' words, Betty?" "There are
two words." "What are they?" "Clean and cream." "What do
we do then? Jamey?" "We look at the second letter." Mrs. N
continued through the list. "When you are f{inished. you
should have 14 words on your list. If you do not have l&
words, you need to check and see what happened."
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At this point the lesson is extended and reorganized. The students are
broken up into groups and there is a transition pericd while Mrs. N passes out

papers and directs children to their groups. We pick up the protocol as,

Mrs. N is working at the blackboard with her group. They
are going over some words on the board. "What kinds of
. shoes do we have?' Children give a list of various kinds of
shoes. "What kind of leather do we have? Does all leather
feel soft?" One child says, "Some leather feels hard."

A brief disruption is handled and the lesson is extended to include oral
reading.

A child, not in the group says, "Teacher, Raul is talking to
me.” "Raul. You know better."

"Now we will read the sentences on the board. Arnold?" He
reads the sentence. Another boy reads the second sentence.
"Which one could really happen? Frank?" "The second one."
They do the same thing with another set of sentences. "We
could imagine the first sentence, but: we could not do it."

Again, individual nomination is the prevalent turn allocation mechanism -—
typical of the personalistic style of the helpers.

A brief period of total group elicitation follows, and the lesson is again
extended as children are asked to turn to prepared "Skilpak" curriculum
materials.

"What ahout the test I took?", a child asks, "l did not pass
it." Mrs. N responds, "Mrs. n. . . (the alde) will work with
you on Monday."

expressmg spemal needs. Mrs. N tries to give attention to mcjwndua} t:hx,ldren
while simultaneously directing the activities of the entire group. She is not
always successful, however.

Mrs. N ends her active involvement with this small-group lesson by
saying,

"When you finish this you will begin vour alphabetizing."

She returns to the group after briefly attending to the needs of another
child. 5he checks on their progress and then executes an ending demarcation
for them and a starting demarcation for another group by asking,

"Those of you in 'The Dog Next Dmr' would you come up
quietly?" '

' The most pramment features of the helpers' lesson structures are their
lack of clarity and precision in the openings, closings, and demarcation rituals.
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These teachers apparently feel that classroom cultural norms are
seli-generating and do not need ritualization or explicit articulation. The
result is high vulnerability to disruption as children do not segment their
personal needs and interests from the lessons and do not "get down to
business." The helpers respond to this vulnerability and consequent high noise
leve! in two ways. First, they personalize interactions with the children, trving
to engage them ane-byigﬂe in the lesson process. Secondly, they rely on
curriculum packages, workbooks, and other structured learmng activities to
give continuity anc direction to the lesson, rather than imposing their own
demands and directions on the students. The typical result is a low level of
student engagement and high rates of classroom disruption.

SUMMARY AND CONCLUSION

In this chapter we have examined how teachers engage in their
fundamental work responsibility — teaching lessons. We have noted that there
are five basic structural elements in all successful lessons and that the lesson
proper is characterized by a reflexive sequence of teacher elicitation, student
response, and teacher evaluation. This sequential structure can expand beyond
the original lesson objectives or re-direct the focus of the lesson through the
incorporation of teacher '"extensions" which are in form "and function like the
original lesson opening.

We examined typical lessons from our {fifteen teachers and concluded
that each of the four sub-groups in our sample (the master teachers,
instructors, coaches, and helpers)-emphasize specific aspects of the lesson
structure and tend to rely more on some forms than others within each
structural element. In this way classroom cultures come to reflect the work
orientations and incentive systems of the teachers who organize them.
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CHAPTER V
MANAGING CLASS5ROOMS:

A CULTURAL PERSPECTIVE ON RULES AND THEIR ENFORCEMENT

Whereas lessons embody the essential purpoues toward which classroom
cultures are directed, classroom management defines the operational character
of these cultures by structuring social relationships among teachers and students
ard by assigning meanings and values to various classroom activities. Teachers
manage their classrooms through the creation, interpretation and enforcement of
moral and behzvioral rules.

While the fifteen teachers in this study can be classified into four
distinct groups with regard to their lesson structures and teaching activities,
their divergent approaches to rule formation are best described in terms of a
single broad continuum. At one extreme, we found tension laden and chaotic
classrooms with unclear and unenforced rules. At the other end of the spectrum
were classrooms with well defined and broadly acepted rules -- rules so well
understood .and internalized that overt enforcement was unnecessary. Most
classrooms, most of the time, lay somewhere between these extremes. Rules
were obvious, reasonably explicit, but support for them was limited and
enforcement was problematic.

Problems of classroom management coniront teachers the moment they
enter the school. Students are initially assigned to them as disparate individuzls
— representating a wide variety of backgrounds and subcultures. In order to
undertake the task of instruction teachers must transform these individuals into
a unified group, a cultural unit. They must bind individual students together,
organize their behavior and establish a shared frame of reference or common
point of view. The capacity to do this depends, primarily, on establishing
effective rules which students come to accept as natural, necessary, and
meaningful. As Benn and Peters (1959:18) note,

What we call human society is a number of individuals bound
together by ... an order of normative rules. They behave
predictably in relation to one another because of this
normative system. These rules define the rights and duties
which they have toward one another, the ends which they
may pursue, and the ways in which it is legitimate to pursue
them.

Social order is possible because human beings have an inherent potential
for rule-following. They perform predictably in relation to one another and form
what is called a social system, to a large extent, because they .accept systems
of behavioral rules which are binding on all, yet alterable by human decision.

At the beginning of each school year teachers create classroom order by
developing and articulating enforceable rules, rules which seem natural and do
not have to be explicitly remembered, rules that specify legitimate activities
define both social and academic responsnbmtles for all students. While the rules
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in any given classroom may be virtually identical from one year toc the next,
they must be established anew for each class so that each new group of
individua! students can be integrated into a cohesive social group.

Data from the teachers in our study show that teachers are not equally
successful in creating and maintaining a classroom culture or incorporating
students into it. Life in the classrooms we observed ranged from virtual chaos
in one room, to rooms with highly visible rules and overt systems of
enforcement, to onhes which were culturally directed by social norms that
needed little interpretation and almost no enforcement.

interview and observation data obtained from twelve of our fifteen
teachers clarify the nature and importance of rule formation and enforcement.
The classroom environment of one teacher, Mrs. O, is examined first. It reveals
just how fragile the establishment of a classroom culture can be. Her failure to
establish and enforce rules or insure regularity in student behavior led to the
most chaotic classroom in our sample. Dissatisfied with her classroom
experience, and encouraged by her principal t¢ do so, this teacher retired at
the end of the year.

Against the background of Mrs. O's extremely weak classroom
management, other teachers' efforts become more understandable. Life in most
of the other teachers' classrooms includes substantial periods of effective social
organization, but some of them do not fully comprehend how classroom cultures
are established. In these cases, classrooms are orderly at some times while
verging on chaos at others.

Most teachers do understand the necessity of rules and readily articulate
them for the students. Frequently, however, their stu7. = do not "own" these
rules and thus tend to either misunderstand them or oh~y them only to avoid
punishment. When this happens, the students tend to view .he rules as arbitrary,
capricious or without fundamental purpose.

whole, seen a.s leg;t;mate, thefe are times when it is necegsary for them to use
overt power strategies to maintain order.

Kindergarten teachers aplay a special rile in the development of
classroom sub-cultures. Among our respondents, Mrs. G illustrates how teachers
of the youngest students introduce them to the universal rules of the school and
prepare them for the years to come.

Our discussion of classroom ‘management: concludes with a look at
teachers' responses to the intrusion of the school-wide rule structures into the
classroom.

Data from three teachers in our sample are not included in this analysis
The resource specialist (Mrs. C) has been omitted because her work was witl
individual students rather than with groups during the various observations. Ms
F, the aphasic teacher, had a class that was so small (five students, the teacher
and the aide) that a true tutorial relationship was possible. In a third class,
composed entirely of below grade level students with behavior problems, there
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were multiple authority figures, including a totally inexperienced teacher (Mrs.
M). Attempts at rule formation in this classroom relied heavily on a somewhat

confused form of Skinnerian behavior modification -- the hoped for results were
constantly in doubt, however.

THE FRAGILE CHARACTER OF CLASSROOM ORDER

In the most chaotic of our classrooms, ostensibly being directed by Mrs.
O, it was virtually impossible to discern through either observation or interview
data what rules were supposed to exist. If they did exist, it was equally
difficult to see how they were being enforced. Shouting, threats, repetition of
requests and sending students to the principal appeared to be the most common
methods used by this teacher in trying to maintain order.

For example, while Mrs. O's class, like every other class, lined up and
waited for her to meet them at the playground, they were often noisy as they
walked to the classroom. On one particular morning, as they entered the room
and went to their seats, Mrs. O stood at the rear of the room and said:

"Boys and girls, will you take your seats, please?"” A moment
passes. " Boys and girls,. will you take your seats, piease?
Boys and girls, will you take your seats, please? I sound like
a bﬂ:ken record".

Despite her repeated réquests the class was slow to quiet down and get
their things organized to begin the day. Over five minutes passed before there
was sufficient order to say the Pledge to the Flag.

No =roup teaching was done during this observation. The teacher spent
tlme searching for pencils for students and telling various ones to stop talking.
She actually worked with only two children before the morning recess period.
Comments such as these were heard during the morning:

"Tom, I am going to have to send you out of the room if you
don't stop talking. Is that the biggest pencil you have? I will’
get you a bigger one.

"Nancy, you just get here! Now sit ‘quietly and get to
work." Nancy stopped talking with her girl friend and began
talking to one of the boys at the table instead.

"We can't have all these people walking around," the aide
shouts. Mrs. O responds, "I just told Lynn to sit down a
minute ago." )

During this period the aide worked with a large reading group. Their
work was interrupted when two members of the group started Iﬂc:kmg each
other. The aide turned to them and said,

"Jim and Eab, you won't be able to sit back here. Mrs. O
then said, "Go back to your seats, please." The boys stayed
put, the a,lde again told them to leave and Mrs. O added,

- 105 -

0
N



"You are to go back to your seats." Jim returned to his
regular seat at this poirt but Bob remained at the table.
The aide resumed working with the group but ignored Bob's
desire to participate. He did not like this and became
annoying again. This caused the aide to say, "Bob, go back
to your seat right now. Mrs. O told you to go back 1o your
seat." Bob still did not leave. "Will you get your work done?
We have given you another chance." His response was not
audible but he remained with the reading group and did the
material in his workbook with the rest of the group.- - - . - ..

There was only one direct mention of a common classroom rule during
the various observations in this classroom — and this was by the aide. Two boys
left their seats and walked to the aide to speak to her.

You are going to have to stay in your seat and raise your
hand. If one more person gets Qut af your seat to tell me

recess on a nice day (Due to inclement weather recess on
this particular day would be indoors for everyone).

These boys returned to their seats but other children got up without
raising their hands, walked around and no further effort was made to enforce
the hand raising rule.

- One afternoon Mrs. O decided to read to the class. She announced her
intention to do this and asked them to quiet down. However she began reading
before she had theu- compiete attennon. A number of c:hlldren continued talking

I expect you to disrupt me, Bob. I don't expect you to do
anything but disrupt me.

The situation did not get better and Mrs. O finally acknowledged that
the class was not involved in the story. She stopped reading, looked at them and
angrily stated,

OK, get your spelling books out please. Get your spelling
bgnks out. I'm finished trying to read to you. Come up here,
Lynn, to where | told yau to sit.

Mrs. O then walked to her desk, got her thermos and returned to the
front of the room. She opened it and poured a cup of coffee. She looked around,
saw Bob's back and said,

“Turn around, Bob. [ will wait until I see you people are
ready to work and then I will go on with your lesson. I will -
put the page number on the chalkboard."

thle the children got out their spellmg materials Mrs O
wrote "Spelling. Begin on page 48" on the board. Many of
them, however, were rather noisy as they got ready, Bob
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among them.

"All right, Bob, You have to go to Mrs. S (the principal).
Come here, | am going to write a note. All right, Bob, go to

Mrs. 5. Leave your pencil, Bob." "It is my pencil." "Give it
to me, Bob. GIVE IT TO.ME , BOB."

Bob left the room but returned a few minutes later with a note from the
principal. Mrs. O walked to her desk, got cut note paper and returned to the
front of the room. She wrote another note and sent Bob back to the office. Bob
returned about seven minutes later, went directly to his seat and sat down. He
was very quiet and did not misbehave in any observable way. As soon as he got
seated, however, Mrs. O said,

"Come on Bob, you have to go back to Mrs. 5." Bob, very
bewildered, responded "Why? I didn't do nothing." "Come
on." Mrs. O began writing another note and suddenly
stopped. "I"will talk to Mrs. 5 after I get out of class so go
sit down." Bob, who had been standing near Mrs. O, returned
to his seat. "I will talk to Mrs. 5 after class."

Observations in Mrs. O's classroom remind us that classrooms do not
necessarily get organized at all. Even children who are ordinarily well behaved
can become disoriented and non-cooperative in this classroom. Mrs. O's failure
to establish orderly social relationships demcnstrates that no teacher can
depend entirely upon the work of previous teachers to establish class rules.
Without a rule making and enforcement strategy of her own, Mrs. O spends

much of her time struggling for control.

USING REWARDS TO ENFCRCE RULES

Even when teachers are aware of the Iimportance of classroom .
crganization they may not understand the internal dynamics necessary for
success. Mrs. L's class, for exampie, was orderly and controlled on some
occasions but verged on chaos at other times. Although there was evidence of
the existence of some rules, Mrs, L relied primarily on a token economy of "red
marks" and "green marks" (as well as actual material rewards) as her primary
tool for maintaining order. Little effort was made to produce a satisfactory
classroom subcuiture. :

When asked how she arrived at her way of doing things she stated it was
"strictly hit or miss. I have never been taught.” She had initiated the use of her
token economy strategy several years previously while teaching in an isolated,
atypical rural school as a way to motivate her students and because she had
found the results personally satisfying she decided it might solve her problem of
mamtammg order in this urban classroom.

On a particular day her classroom began in an organized, orderly
fashion. The children entered, put away their things and sat down. The opening
exercises included group instruction which involved the entire class followed by
the Pledge to thé Flag. The birthday of a child was acknowledged. The class
wished Mark "Happy Birthday™ and Mrs. L presented him with a special birthday
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The sense of groupness and order were soon shattered, however, when
Mrs. L went to the "Red and Green marks" chart to reward or sanction students
for doing, or not doing, various assignments. Between ten and fifteen minutes
were spent at this task. Meanwhile the students were told,

"While I am checking spelling you can do your other work."
And the aide stating, to a child who had gotten out of his
seat, "Everyone should be doing their reading or something."

The children's names were called and some responded by bringing up
their spelling work while others gave her excuses for why they did not yet have

included such statements as:
Rose gets green marks for spelling.
Carl, you get two green marks.

Joanne, your writing is getting so good I am going to give
you an exira g.een mark for that.

Chuck, you forgot your spelling. If you do not bring your
spelling tomorrow you will have to get a red mark. [ will
trust you to bring it tomorrow.

Tina, you did your work very well. I really like the way you
are doing your work. And you did it so well you will get an
extra green mark.

Paul, | hope you are working because you cnly got five
points last week. Paul, do you see where you are? You do
not have any this week. (no red marks either)

Sally, you get a treat and two green marks for (completing
your reading book). Do you want a treat now or later?
"Now." You people who passed to a new book get a treat.

(Lollipops are given to the children who passed into a new

reading book in the last few days.)

With the exception of the opening exercises there were no large or small
L met with a small reading group for about 15 minutes. She told them she would
meet with them again after recess. Although they reassembled as instructed,
she never got back to them. Instead, Mrs. L spent the remainder of the morning
with individual students, calling them in informal groups to her desk to check
their math folders, assign them further work, and answer individual questions.
Some children did not even have tutorial contact with her. And not all of those
who were summoned heeded her call. Andy, for one, did not get out his math
folder when he was told. He just sat doing nothing. As a result Mrs. L stated,
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Andy, what did I ask you to do? Andy, if you dc nct get to
work yau will be in real trouble.

To Tim, she said,

OK, Tim, move yourself to the back table. Get your things.
Are you working? [ would never know i

Carl, who had earlier received two green marks for his speliing
homework, became disengaged from the classroom activities once he was left to
his own devices and ignored orders to become involved. Sitting at h'S desk doing
nothing he was told,

Carl, come here. Bring some of your books and comne back
here (to the work table by Mrs. L's desk).

He slewly arrived, was assigned work to do and then told to return 1o
his seat to get to wark. Hé FE’tuﬂ’lEd to his seat but didn t ge* to w:&rk. Shcrtly

fram the blackbcard as he passed by

"Mrs. L, Carl erased Mark's name." "Carl that is IT for
yvou."

Mrs. L then went and put a red mark by Carl's name. That, however, did
not faze him in the least. He finally went back to his seat, turned the pages in
one of his books but still did no work. Instead he go! up again and wandered
over to Peter's desk to observe an older child working with Peter. When Mrs. L
noticed where he was she called,

"Carl, come here and bring your math book. Where is your
math floor plan? Didn't you get one yesterday?" "No." "Carl
just didn't go up and get one" (said another stude:. t). "Carl,

you have got to come in from outer space and get your mind
working. You can't go wandering around like a little lost

l}ay (1] -

Mrs. L went to get him a math floor plan and while she was doing that
Car] wandered off again. "Carl, where are you?", she said when she returned to
her desk. Carl then came bat:k to her desk, listened as she assigned him his
math work and once more returned to his seat. Four children had lined wp at
Mrs. L's desk while shé was directing Carl and they carried on a social
conversation while they waited. -

Carl glanced at the work a;sxgnment but did not do it. Instead he got
up, joined Peter, who had alse left his seat, and the two of them strolled
around the front of the rcom. Mrs. L looked up from her work with a student,
noticed them and said to Carl, "Carl, you take your book and go outside and
work at the table." He left the room and stayed outside until it was lunch time.
Then he returned to the room to get his lunch ticket and went fo
lunch-recess. ' '
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Following lunch Mrs. L conducted a geography lesson with the whole
class and during that period of time the class was orderly. When the day ended
Mrs. L went to one child and gave her enough money to buy an ice cream cone.

5he said to her,

You have been very well behaved all day and did goed work.
This is your reward. .

Mrs. L. doesn't understand the difference between rewards and
incentives. She believes that material rewards rather than cultural incentives
control behavior. Her public display of distributing red marks, green marks,
lollipops and ice cream money is made in the, often vain, hope that students
will not only comply with her present expectations but will also achieve a
deeper commitment to orderly participation in the days to come. 5he really
believes that today's ice cream money will buy tomorrow's good behavior.

Another classroom, Mr. K's, displayed organizational problems similar to

Mrs. L's. In his case however, he used personal appeal rather than monetary or
token, rewards in an effort to maintain order. He, too, had been largely
unsuccessful in the development of a satisfactory classroom subculture. Part of
his difficulty sprang from a sense on the part of some students that their whole
group was without legitimate meaning. One student confided to an observer
that,

We're the ‘'leftovers.' The best students are in Mrs. X's

room, the second best in Mr. Y's rcom and the leftovers in

our room. About five or six of us are good students but the

rest are not. This is a weird class. )

Even Mr. K. had some doubts about the authenticity of this group. He
said,

.+ it i8 a very lonely group. They don't take directions very
well.

His strategy for coping with this problem reflects, however; an
essentially rational (rather than a cultural) perspective. He says,

I try to change everything every day 3o they'll follow
directions.

As a result of trying to change things rather than unifying his students
into a system of shared meanings and purposes, Mr. K further weakened their
already deficient culture — exacerbating the very problems of loneliness and
alienation he sought to cure.

Mr. K did attempt more group instruction and teacher directed activity
than either Mrs. O or Mrs. L. And he worked to gain complete student attention
before conducting a lesson. He also provided considerably more teacher
elicitation and secured more student responses. He displayed an understanding of
the tenuousness of classroom social order during one lesson — when the class
shouted out an answer, Mr. K responded with,
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5h. Sh. Don't let me lose you. You're doing {fine.
On another occasion when students were restive, Mr. K stated,

I'm not going any further unless you get yourselves under
control. . . . In order tc pull this off everyone will have 1o

do their part.
And because some students still didn't respond he said,

We are not going to go on until everyone quiets down. Bill,
turn around. | am somewhat ashamed of you. Maybe you
can't handle activities. Maybe we shouldn't have them. ['ve
spent a lot of time preparing this. 5it down in your seat,
Joan. [ did mct say anything about running for anything.
First thing we are going to do is read this sheet. It makes
sense to follow along. Candy, you can't do it by talking with
Wendy. Follow aléng fellows.

The class finally did quiet down and the students read the material
aloud. Some of the students raised their hands so that they could get a chance
to read.

RULE-BASED ORDER: OVERT POWER STRATEGIES

The majority of our teachers did recognize the importance of
establishing rules. They generally manag=d rule-bound classrooms. Of these
teachers only two tended to rely primarily on overt power-based enforcement
strategies rather than on rule enculturation to maintain order.

One of these teachers, Mrs. N, mixed the use of legal and meral rules,
not only to control behavior but also to control the rewards and/or honors she
had to hastow. She was prone to begin teaching some lessons without having the
complete attention of all her students.

On one occasion, after recess, she began the math lesson before
everyone was quiet and also failed to give explicit directions about the work
" assignment. This resuited in confusion and talking. Hoping to reduce the talking,
‘she stated,.

I like the way Luke is working, so nice and quiet.
Donaid, however, was not quiet, did not take the hint, and was told,

You are making too much trouble up there. Go sit in the
back of the room in that chair.

Donald changed his seat as he was told but instead of participating in
the. learning activity he rocked back and forth in his chair, played with paper
and then with his hands. Bemg moved to the back of the room quieted Donald
but he never became engaged in the math lesson and it did not quiet some of
the other children. There was a good deal of "5h Sh" going on.
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child, Davy, whc was in the lab, When he l’EiILlF"lEd tjo ::lass another dxsturbance
sccurred. Seeing Donald in his seat, Davy went to him and said,

(]

Why zre you sifting in my seat? You don't belong there. Get
out of my seat.

Mrs. N, who heard Davy's comment, responded,

Davy, I told Donald to sit there. You may sit in the chair
next to him

Davy grudgingly complied with Mrs. N but vented his displeasure on
Donald by giving him a shove in the side with his elbow. He remained annoyed
with Donald the rest of the morning. By this time, however, Donald was
interested in the lesson that was underway and, after glaring at Davy, just
ignorad him.

The most pervasive concept behind the rules in Mrs. N's classroom was
"sood citizenship." — a concept which she developed in an attempt to control
attitu-' -s az well as behavior. Mrs. N would say such things as,

Susie is being a good citizen. She is sitting in her chair nice
and quietly.

I want ten good citizens at the blackboard.

Let's see which good citizens go to lunch iirst. Table 2, you
are all very good citizens. You may go to lunch.

Since I do not have enough (math problems) on the board I
will choose who goes up on the basis of good citizenship —
how well you are sitting and watching.

Identifying the good citizens was mot a class decision, it belonged
exclusively to Mrs. N. And it was not always clear what behavior constituted

good citizenship. For example,

Mrs. N was preparing to show a film and said to a student,

"Andy, you have your head down. You are being a good

citizen. Would you like to pull the screen down?" However,

when {the film ended) another child, who had been sitting

quietly and paying attention, raised his hand and asked,

"Can | take the projector to the o6ffice?" Mrs. N told him,

"No, because you asked. I pick good citizens that DON'T

ask." :
The inability of the second student to do the right thing was the result
. of (a) Mrs. N's inconsistent use of the notion of good citizenship to establish

classroom control and (b) her view that students threatened her control if -they
tried to lay claim to rewards, no matter how well behaved- they were. - On some.
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occasions, raising one's hand when Mrs. N asked for "good citizens" 10 go to the
board, etc., was accepted as appropriate behavior. Thus her claim that "good
citizens don't ask" violated a rule wnich the student had good reason to believe
would govern the classroom. This episede also reveals that Mrs. N had ro
intention of sharing her right to distribute special privileges or honors. Indeed,
Mrs. N frequently invented new rules when she felt her ability to maintain
control over the distribution of rewards was being threatened.

Mr. D, the other power oriented rule enforcer, strongly supported the
use of rules and the development of a classroom culture. In additicn to seeking
control over their behavior, however, he tried to utilize rules to control
children's attitudes and goals. His classroom reveals the difficulties teachers
encounter when trying to use rules for these purposes. When disruptions
occurred or children disobeyed a rule, they were often charged with disloyalty
to the class (culture). The charge was articulated through his special use of the
word "choice". For example, )

Julie, are people back there (at table 1) choosing to put
their heads down? "No." Then you need to choose to be

quiet.

Julie, you have chossn to move ito the closet because you
are talking too loud. I am very sorry she has chosen to do
that, but when you talk too loud, you don't let other people
do their work.

On another occasion,

Richard, you chose not to be 2ble 1o sit there en the rug
because you moved.

Or again,

These of you who passed out books, please collect them.
Arnold, you chose not to collect any more books. Collectors”
have to be very quiet.

S0 that he could provide small group instruction Mr. D would assign two
groups of chlldren to mdependent wcrk prgjezts and wark w1th the th;rd group.

Sometimes t;hlld;:en workmg mdependently would have some problems .whu‘:h the,y
could rot solve working alone. On one occasion, the following interchange
occurved,

Tania had a problem with her independent assignment and
went to Mr. D. "I need scme help," "I am working with this
group. You may find someone in your group to help you."
She returned to her seat and asked for help but no ore was
able to provide satisfactory assistance. As a result she
returned to Mr. D, who responded, "I can not do anything
for you. You may not interrupt the group." She returned tu
her seat but was unable to complete her assignment.
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On another occasien when Mr. D walked by the two groups working
independently, making sure they were doing their work, a student at Table 2
said, "Mr. D?" He responded, "No, I am just passing by. I am not answering any
questions."

Mr. D clearly wanted to encourage students to work independently as
well as not interrupt his working with a particular group. However, he did not
provide sufficient alternatives for students to solve problem+s when they arose.
Not all children were willing to sit quietly and wait for his attention when they
got "stuck'.

During a teaching session inveolving teacher elicitation and student

response Mr. D rearticulated a coiamon classroom rule,

Remember you raise your hands to answer.
Later in the lesson this rule was referred to again, this time with the
threat to punish.

[ see that Erick has his hand up quietly. I am not going to
listen to anyone speaking out of turn.

At other times duri-g the observations the following comments were
made to -einforce appropriate behavior.

Laura is working so quietly. That is 50 helpful. She does not
bother other people who are working.

I see Chachi is sitting very quietly and so is Pedro.
MaryJane has her pencil ready and is sitting quietly.

Ross is sitting very quietly waiting for directions. He knows
if he listens he will know exactly what to do.

Occasionally Mr. D employed an exchange mechanism which at first
glance looked something like that employed by Mrs. L. In reality, however, he
unilaterally set the terms of what he calls a "bargain" with the children. They
were given no say in the matter. For example, '

During a teaching lesson that involved the use of brand new

participate, maybe you don't need a book. You shouid be on
this page and not looking through the book. Remember at
the beginning (of the year) I said you could look through the
book all you wanted so when we are working in the book we
could stay at the same page. I kept my part of the bargain,
what about you?" '

There were substantial costs associated with Mr. D's power-based rule
enforcement strategy. Although this room was generally quiet and considerable
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teaching went on, there were cften tears and a sense of frustration on the part
of various students. Mr. D had rules but he had not moved from enforcement to
enculturation.

RULE-BASED ORDER: NORMATIVE STRATEGIES

The majority of our teachers developed normative, explicit ruies, rules
which could be understood and obeyed without the continuous threat of
enforcement.

the development of classroom cultures. Gathering her class at the rug she led

them in singing, "You Are My Sunshine." She interpreted this activity to her
first graders by saying,

We have gotten to sing that wo days in a row because
there are no names on the board.

Such celebration of cooperative behavior Is a common occurrence among
our teachers. This teacher adds verbal reinforcement to this ritual celebration

when she says such things as,
Center 2 looks super. Center 3 does too. Center 4 is ready.

If children still had trouble with self control, however, Mrs. ] was
willing to use public shame as an enforcement mechanism. For example,

Two children working on their number sheets got each other
into trouble. Bernard takes Jennifer's eraser from her and
she tries to get it back. Mrs. 1, seeing the struggle, says,
"Jennifer and Bernard, put your names on the board.”

Mrs. J sometimes added personal appeal to her repertoire of devices for
getting student compliance. S5he was going to be out of the classroom one
afternoon to attend a meeting and informed the class they were going to have a
substitute. 5he said that when she came back she did not want to find any

names written on the board. "It makes me sad and I don't want to be sad." She

also told them that she always came back to school after her meetings so that
she would know what was going on.

Specific class rules were not posted in this room but their presence was
felt and the children knew what they were.

In Mrs. B's 5th-6th grade class, a list of rules was posted on the bulletin
board. This class had a number of students with serious problems including two
who had been expelled from other elementary schools. But as she said,

I can't dwell too much on their problems at home. I can
empathize . . . but when it comes time that they are in this
classroom, then by gosh, at that time I must insist we get on
w.th the lessons.
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Ore strategy she used to facilitate "getting on'" with the lessons was 10
begin her class by,

leading her students in a discussion concerning why they are
in school and why they should do their best work. Following
that they also reviewed the class rules. These rules are 1)
no Iinappropriate talking, 2) keep hands, fzet, objects, etc.
to him or her self, 3) remain seated unless permission is
given to do otherwise, 4) follow directions the first time,
and 3) no cussing or teasing.

According to the class discussion, the purpose of these rules is to

provide a safe, orderly environment in which conversation, time and energy are

directed toward getting an education.

Positive social and academic behavior in Mrs B's class was often publicly
reinforced through praise, having one's name put on the COOL list or,
occasionally, with rewards like posters. Negative behavior was usually dealt
with privately or with a minimum of fanfare. Sometimes it was necessary to put
names on the UNCOOL list. The following are examples of both events.

The students come into the rooni. "l like the way Reggie
came in, sat down, and knew right what to do. Karen knew
right what to do. Jeremy looks good. Edward looks good."
Mrs, B put their names on the board under COOL and put a
star beside each name.

During a reading session she said, when the first reader finished,
That's a real good job. You can be proud.

When the second reader finished,

I like the way you are really using periods to help give good
expression.

To the group who was listening to cassettes at another table,

I want to compliment the Octogons for the nice way you
were at the listening table.

On another occasion, as it was drawing close to recess time and students were
"busy working at their desks, Mrs. B went to the blackboard and wrote the
following:
If you are reading this, do the following,
1. Tidy up!
2. Get things out for U. 5. 5. R.
3. Heads down!
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Those who looked up to see what she was writing followed the directions
immediately. Those still deeply immersed in their work did not, but they soon
were nudged by their classmates. Then they too looked up, read the message
and did the same. There was absolute silence in the room, and Mrs. B said,

Thank you for doing that so promptly.
They are dismissed for recess a few minutes thereafter.

There were students, of course, who forgot the rules occasionally, who
didn't get to work as quickly as they should, who got to talking when they
shouldn't, or whose whispering became too loud. One day,

A group of children was supposed to be doing an assignment
listed on the board and one them hadn't yst gotten to work.
Mrs. B noticed that and wrote him a n-te, which another
child delivered, stating "Get to work." A short time later
when she noticed he was working she sent a second note
which read, "Much better, Damien. XO, Mrs. B." When
Damien's reading grcup met with Mrs. B he returned her
second note, with a note writtén on the back stating,
"Thank you Mrs. B. XO." .

Some time later, she stopped working with a reading group, rang a bell
and said,

"Freeze! I can see you are all doing good work but the noise

level is getting too high. If you are working together what

are you supposed to do?" The students respond, "Whisper."

"If I can hear you, you are not whispering." With the

exception of two students the voice level drops immediately.
' Mrs. B gets up and says to them, "I resent having to get out

-of my seat." She speaks quietly to them and gets them back
! to work.

Sandy, another student, misbehaved one morning and,

got her narne put on the UNCOOL list. As time went on and
Sandy had been working along quietly, Mrs. B said, "Sandy,
keep up the good work" and erased her name from the
UNCOOL list. -

On only one occasion during our observations did Mrs. B use an overt
power enforcement strategy. During a math lesson a large group of students
were sent to the board to do some of the problems given in Puzzle 25. The
others remained at their seats. One of the students at the board had trouble
solving his problem and became a bit noisy trying to get help from his
classmates. And some of those in their seats began working on other classwork
while they waited for those at the board to finish writing. One boy took out a
comic book to read. This student disengagement angered Mrs. B. She stopped

everyone and stated,
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" will wait till everyone has pencils down and eyes up here.
Tommy, why don't you join us? Spelling books away. Comic
books away. Rick, the only thing we are working on is math.
I should see Puzzle 25 right in front of you." Having said
this Mrs. B walks around the room and checks to see if her
directions are being followed.

To further emphasize her displeasure with such conduct Mrs. B said to
the class moniter for the day, ‘

brmg it to me? Also will yr::u go to the offn:e and get ‘me
one more?" Lucius follows her directions. There is dead
silence in the room. The math lesson is resumed, the
students doing the problems and completing the assignment.

No student was actually suspended but Mrs. B's implied threat was
understood by her elass and there were no further problems that afternoon.

In another fifth grade classroom the rules reflected the teacher's belief
in. the importance of relationship and respect. This teacher believed that
students who respect themselves and others function better in the classroom.
Her reminders and/or enforcement stategies for her students who "forgot” or
lost their self-control reflected this belief. Three of the rules in this class were
1) no rocking in your chair, 2) no name calling, and 3) no hitting. The students
understood and accepted the need for these rules and sometimes participated in
deciding how a rule offender would be disciplined. Oft times, however, only a
reminder was necessary. For example,

While working on a problem; Jeff leaned back in his chair
and began rocking. Mrs. | said, "Remember you are not to
lean back in your chair and cause it to rock. What will
happen if you keep that up?" Jeff responded sheepishly, "l
could fall over and get hurt.” He stopped doing it
immediately and then continued with his work.

Later that day a name-calling and hitting incident occurred on the
playground between two members of this class. Mrs. 1 was informed of the
incident and, when class reconvened, the episode was discussed and dealt with
immediately. Members of the class contributed to the discussion and agreed with
Mrs. I's proposed means of solving it without formal disciplinary action. (On
‘other occasions the-students had suggested other informal ways of dealing with
classmates who had broken the rules.)

During the discussion Mrs. I said, "Jill, you have been calling
people names. You called Ronny a black nigger and Vicky a
white honkey. These kids do not like it when you call
someone a name, especially if it refers to color. Do you
‘understand?”

Indeed, the overwhelming majority of the students in that class believed
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i the "no name calling" rule and I d, on other occasions, verbalized their sense
of outrage when name calling had occurred. Even Jill, herself a relative
newcomer to the class, had been .working on controlling her tendency toward

name calling.

Andy had done the hitting and Mrs. I said te- him, "Andy,
hitting is not good. You may have been taught to hit at
home but we just can't have hitting at school.” 5he then
commented that Andy was sorry for what he had done.

Just before lunch that morning Mrs. 1 publicly awarded imaginative

"l am proud that Tamika has BONED. UP on her spelling.”
And, "Shirley and Tamika have really done well. |
congratulate you. That is what really counts, trying."

When Mrs. 1 finished presenting those certificates she the:n gave the
HANG IN THERE awards to various students.

"You have not made as much progress but we are aware that
you have been doing better. And you are doing better." The
students clap for the winners. "That's what I like about you
guys, you always clap for people who get awards." -

Mrs. I then presents a certificate which she reads: ~

b
"A special award is presented tc Jill for outstanding
improvement in her attitude and behavior at N. .. . 5chool.
She has shown a terrific attitude for the past two weeks."
The class applauds with vigor when Jill receives her
certificate. .

The hand raising rule was frequently reinforced .in this classroom by
positively evaluating such behavior. During a math question and answer session
for example, Mrs. [ szays, :

I like the way yau' guys are raising your hands.

As students get older, teachers find that they must insist that attention
be focused on the subject at hand and that students not work on any other
materials or assignments. Mrs. A, a fourth-fifth grade teacher, forced such
attention in the following episode.

'The math lesson is going on and students are doing work at
the blackboard. Mario is asked to go to the board to do a
problem and while he is there Mrs. A picks up a book that
he was working with and sits on it. The book related to
another assignment and not to math. When he finished at the
board he returned to his seat and found his book missing. He
began looking for it. Saying nothing, Mrs. A watched him
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hunt. She then asked, "What is the matter?" "l can't find my
book." She doesn't tell him she has the book but says
instead, "You don't have to worry about your book now. We
are right in the middle of this lesson. Yecu'll find your book
when the time comes and you need it."

ructure surréundmg the tear:her EllElta’tlon, “student respanSE “and teacher
2! 1ation process described in Chapter IV. As the observation protocol reports,

L

Mrs. A selects one of the boys in the class to be '"teacher™
and he calls on another student to come to the board. The
person he assigned does the weork correctly. Mrs. A says to
the '"teacher", "Aren't you going to tzll him what a
wonderful job he did?" Some of the children laugh. Mrs. A
says, however, "Seriously, if you do.a good job you should be
told s0." Another '"teacher" is selected, he calls some
students to the board, gives them problems to solve and
when they do them correctly, he compliments them.

As was true of the other effective teachers Mrs. A regularly reinforced
and evaluated student behavior with such Comrﬁents as:

(after passing out papers to the class to begin a work
session) You have five minutes, Tomas's ready, Jay's ready
and has his pencil all sharpened. Peg's not making a sound,
Joline's ready, she's looking at me, Penny's ready, she's'
sitting up. Hot dog! You are all doing a good job today.

(when it is time to check .the spelling assugnment) OK,

exchange your papers. Dawn is ready, Juanita is ready,
Penny's ready. I know that Chad is ready because he has his
pencil in his hand and he's not making a sound.

(at the end of a small group reading session) Thank you for
remembering to push your chair in, D.D.

Cne morning the principal came into the room and spoke with Mrs. A.

She also spoke with the class for .a moment before she left the room. Mrs. A
then said to the class,

. I'd like you to know that while Mrs. P was here there was
one person in the back of the room that was really listening,
yet continuing to do his work. I'm really pleased with you,
P.T. You have done a complete turn around from last year
and are really being a good student. Even his mother
realizes and is so pleased.

During all of the observations of Mrs. A's classroom there was only one
explicit reference to a spemfu‘z rule and that concerned hand raising. During
most of the morning children raised their hands for permission to get materials
they needed or to get help from Mrs. A's aide. However, during one work
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session, while Mrs. A was busy with a reading group, Andrea and Penny got up
from their seats without raising their hands and walked back to the aide's desk.

"You ge and sit down. You didn't raise your hands," says the
aide. Mrs. A adds, "l think maybe we need 1o have a talk at
lunch time if you are not going to remember the rules.”

~Whereas some of the teachers permitted students to help each other
with decoding problems in reading this was not the case in Mr. E's class. During

"Now we will read. If someone has trouble with a word don't
help them out. Let them work it out by themselves so they
can learn the word." Terese begins to read and has a
problem decoding a word. A boy starts to help her, realizes
what he's doing and covers his mouth. Another child reads
the next paragraph. She gets stuck, no one says anything
and she figures out the werd by herself.

Students in this class were often publicly honored and rewarded for their
good behavior as happened in the following episode.

"What ever you are working on now, you have two or three
minutes to finish up and then it will be time for lunch." A
small amount: of socializing begins and Mr. E says, "OK,
listen up! Everybody back to their seats. Everybody back to
their seats immediately. Excellent, Megin, excellent."
Megin's name is written on the COOL list on the board. Mr.
E writes some other names also. "OK, everyone's head
down." Some more names are added to the COOL list and
get stars put beside them. "Looking good. This afternoon I
will teach you play 'Steal the Bacon'. Remind me." It is
now time for lunch. The names of the students who are on
the COOL list are called first and thus first in the room's
lunch line.

Mr. E also uses the "uncool" list when necessary. He is especially likely
to use this rule enforcement strategy to secure complete student attention
during a lesson.

"Today we are starting double divisors. Turn to page 73."
Mr. E, who is standing at the blackboard when he says this,
turns and writes a name on the UNCOOL list. "It is very
important when we are doing math that it is all you are
doing. When I am explaining a concept I need your complete
attention or you will miss something. Then it fouls you up
and I have to spend extra time trying to straighten you out.
And that takes away from everybody."

Mr. E used an exchange mechanism of control on another morning when

members of his class failed to comply with the rules.
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The class is told to get ready for lunch and some of them
get too noisy. Mr. E just stands in the front of the room and
soon it is absolutely silent. "As you can tell, I am not real
thrilled right now. | had to spend too much time talking
about people who were not gquiet. 5o it is lunch time now
and I get to waste your time for a few minutes. 5o if you
waste my time then I will waste yours.” He lets that sink in.
Then he walks arcund and hands out the lunch tickets.
"There are no cuts in line. Some of you are doing that and
it is not cute. You are to walk out like ladies and
gentlemen. After recess there will be a line, a neat line."
He calls the names of the various students and they line wp
at the door. They are very subdued. "Now, like ladies and
gentlemen, we will walk down to the lunch line." They leave
the room and go to lunch.

KINDERGARTEN: WHERE THE SOCIALIZATION PROCESS BEGINS

For most students socialization Into the fule structure of the school
begins in kindergarten. The typical kindergarten teacher spends a great deal of
time preparing her students for eniry into the Eulture of the rﬁany mfferent
classrooms they will encounter over the years.

Mrs. G, the kindergarten teacher in our sample, utilized an intriguing
array of techniques to develop her classroom culture. On the opening day of
school Mrs. G had all of the children sit down together so that she could talk
with them and explain what they were permitted to do at the begiﬁ,ning of each
day. 3he explained that there were various activities for them to work on until
the bell rang to start the school day. She pra\uded them with a large number of
ac;wrnés at fxrst and *hen hm;ted the number af EF a few da}S- Sh& explamed
long tg t:lean them up before sc:hgol starts." . Unhke the alder t:hlldfen,
kindergarteners go directly to their classrooms whéen they arrive at school and
Mrs. G would greet each of them as they entered the room and direct them .to
the extracurricular activities until the bell rang. She called each of them py
name and m51sted they t:all her "Mrse G" not "teac:her." She alsn d‘leﬁked to

an af;tlv,lty af thexr d‘lmce.

An episode which occurred one morning, shortly before Halloween,
illustrates Mrs. G's mos: powerful socializing tool - the rationalization of
rules.

Mrs. G brought a pumpkin into class and placed it on the
table. When the children arrived they spotted it immediately

and went to the table to handle it, feel it and move it
araund. Mrs. C} walked o the table and _aid tc: them "

a foot and squish some toes." The c:mldren “continued to
enjoy the pumpkin but no one attempted to lift it.

By offering a meaningful rationale for the rule "don't pick up the
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pumpkin', Mrs. G was able not only to get cempliance with this specific
requirement, but also to make rules appear natural, reasonable, and an
appropriate part of school life.

On another occasion, Mrs. G demonstrated that rules can be made to
seem more reasonable if teachers anticipate their effects and help children cope
with any p.oblems they encounter when trying to compiy. Just before the bell
was to ring Mrs. G said to the students who were busy playing in various
sections of the room, ’

I think it is time for you te put things away now. I think the
bell is going to ring.

The children heeded the A\varﬁing and started putting their things away.
The bell rang and Mrs. G said,

All right bovs and girls, the bell has rung. Come and sit
down please.

Only three children did not immediately respond as they were
reassembling the puzzles so they could put them away. The task was taking a
bit longer then expected so Mrs. G called to them, o

Earl, Jose, Barry, put the pieces down. You can finish
putting them away later.

Mrs. G routinely expected the children to sit up straight with their
hands in their laps and legs crossed when she assembled them for group
instruction. On one particular morning she reminds them of that, saying,

Now, let's cross your legs and put your hands in your laps.
Good morning; Megin Mitchell. "Good morning, Mrs. G"

Each child in the class was greeted in the above fashion and only cne
needed correction because he said "teacher" instead of her name. Each time
they gathered at the rug Mrs. G used her second most powerful socialization
tool — positive attention — to reinforce their compliance with the sitting rule
with comments such as,

I like the way Amy sits. | like the way Kerry sits. Kirby has
his hands folded and is sitting up straight. Donald's sitting
so nicely. You make me feel so good. =~
She was also quick to act if behavior outside the bounds of her simple
rule structure was in evidence. When, for example, she was discussing the math
work to be done and two boys weren't completely attentive she stopped and
said,

Donald, I would like Bob to sit someplace else so you two
won't talk so much. You can be friends on the playground.

There were times when personal conversation was accepiable in the
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classroom but Mrs. G expected the children to be quiet when she was teaching
or giving directions and took immediate action when che did not have their
complete attention. In the following example, she points to the collective
purpose or mission of the classroom as the justification for her demands:

Mrs. G is working with phonic sounds with the children and
some are still a bit too wiggley. 'l think we are going to
have a litfle talk. [ am having to spend too much time
talking to you about what we are doing. Will you not talk
unless I ask you to? I think this lesson is the most important
thing you are going to do today."

When they are supposed to be doing follow-up work, Mrs. G publicly

rewards as well as reinforces appropriate social and academic behavior by
saying,

OK, let's see who is going to be the first one to get their
name on the board. Carlotta is busy, she gets a smiling face.
Gina gets a smiling face. Cassie. Ginny. (The name of each
child mentioned is written cn the board and a smiling face is
drawn next to it.)

The children were quiet and busy at work almost immediately.

As was mentioned earlier, a nearly universal rule requiring students to
write their names on all papers — first thing, so they won't forget — is usually
introduced in kindergarten. At one point, when the children in this class were
at their seats doing a math assignment, one boy vividly portrayed the
socialization process at work when he said aloud to himself, "I have got to
write my name first."

Mrs. G relied on a less universal but still widespread Trule for
determining when children have completed their seatwork materials so that she
could begin checking it. S5he did not require children to come to her to tell her
they were finished or to raise their hands and possibly distract others still
working. Rather, she had them turn their papers over and place them on their
desks. .One morning she noticed one boy who had finished but failed to comply
with this rule:

"Walter, when you are finished, what do you do?" As Walter
demonstrates what he's supposed to do, Mrs. G says, "You
turn your page to the back and then I can see you are done
and can come and check your work."

As other children finished their work they followed the directions given
in Mrs. G's reminder.



SUCCESSFUL ENCULTURATION:
DIRECTION GIVING RATHER THAN RULE ENFORCEMENT

When a teacher successfully enculturates the rules for all students their
idiosyncratic behaviors blend into the classroom sub-culture to become
unobtrusive — almost invisible. As this happens, student behavior can be viewed
as a part of that culture and the teacher can rely on "giving directions" rather
than "making rules” in order to control student actions. Moreover, when this
happens, viriually all smdeﬁt ‘.:ehaviar, because it is guided by the classroom

The observations of Mrs. H's first grade classroom revealed such a
cuiturally directed order. She had behavioral rules, they were discussed during a
parent in-service when Mrs. H told the parents,

It takes me about six weeks to get to know your child. What
they can do and what they can't, whether they will settle
down or won't settle cown. First we have some classroom
rules and the children are expected to follow them. We have
gone over them since the first day af school and it I i‘all

rulesi ‘The rules are pasted there on the bulletin board.

And she indicated that they are important to her when she stated that
an important consideration in teaching was,

. . .maintaining good discipline in the classroom so that
everybody is functioning and doing and having a good time,
but still learning without a whole lot of haphazard activities
going on. And I don't think a classroom has to be absolutely
quiet but I think it has to be meaningful talk.

When we observed her classroom we found it quiet — her students
worked with the aide, independently, on assigned materials, or with Mrs. H
herself. There were almost no references to requirements or rules in evidence.

Mrs. H's ability to give directions rather than make rules is illustrated in
the way she worked with a reading group one morning. She told the reading
group that they could choose any word from the chart that they wanted and
then tell the rest of the group what it is. If someone does not get the word
right Mrs. H gets to hold it so that they can do it again after they have gone
through all the words once. ,

"You may look at it and tell us what it is. Then you can put
it back into the chart." To the first child, "See if everybody
agrees." The child answers, "It is TIED." "Do you agree with
her?" "Yes." "Alright, you can put it back on the chart." To
another child, "You tell us what you think it is." "Is she
right?" "Yes." "It is. your turn to choose." The child
responds, "DUCK." "You show it and see if they agree.
That's right? No, I don't think it is. Look at it again."
"LOOK." "That's right. I get to hold the word." The child
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hands her the word. Mrs. H then points to the chart. "Oh!
Oh! You see something wrong that A?" One of the children

answers, "Oh, | s=ze. Iput it upside dewn" and she goes and
turns it right side up.

This lesson requires the students to cooperate with highly developed
social rules, but Mrs. H has so successfuily socialized these children that they
no longer see her as forming rules. 5She only directs their activities within a
framework of fully accepted but virtually invisible rules.

A little later Mrs. H directs these first graders' attention to a bathroom
use rule as she dismisses them for recess. She says,

Let's put your things down. Now stand up and then line up.
Remember you are to use the bathroom first. (It is time for
recess and the class is being dismissed.)

Even this explicit rule, however, is not articulated as a requirement,
only as a reminder to follow what is culturally defined at the natural order of
things.

Following_ recess the children begin their math. One child has a problem
and Mrs. H again invokes classroom rules in a natural way. 5he says,

"You come up here and I'll work with you. It looks like you
are having a problem with take away. Read your number
sentence again. What does it say.?" Desmond follows her
directions and while he works on his paper Mrs. H checks
the work of another child, Then Mrs. H looks at Desmond's
paper again and says, "Hurrah! You have gotten it all right.
Not let's do the next page. But you check the signs. They
are all mixed up now. Look at all the pictures very
carefully." "Tyrie. Tyrie." Tyrie has been busy working
away but he has been talking to himself about his work and
ms voice hes gotten a bit too loud. He lowers his voice and

Clearly the most important element in Mrs. H's ability to transform rules
into directions is her ability to continuously monitor all of the children and
quickly spot any trouble they have complying with expectations. She displays
this skill repeatedly. For example, one day as she watched the class at work she
called various ones up to the front table to check their work or to give them
help if she believed they looked puzzled. She also checked Desmond's work

again and said,

"We have gotten three oops! here." She erases the three
answers and he goes right to work on them.

Patsy got most of her work done but then had trouble with the money
section. She stopped working and looked out of the window. Mrs. H saw her and
said,

1ot
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"Patsy, what are you doing?" "I don't know how to count
money." "You had better come here."” "How much is a
nickel?" "Five cents." "How much is a penny?" "One cent."
Patsy then works on her math sheet right in front of Mrs. H
and gets it completed. Mrs. H checks it and marks it. "What
is that?" "A C for correct." Patsy proudly returns to her

seat and says "Now I can work on sets.”

Though the observations in Mrs. H's classroom, as with all of the
teachers in this study, were limitéd in scope we were impressed by the
effectiveness and consistency with which she was able to rely on culturally
supported directiens rather than rule enforcement to guide student behavior, We
were also impressed by the extent to which this shift from rules to directions
turns all classroom activities into learning experiences for children.

THE INTRUSION OF THE SCHOOL'S RULE STRUCTURE

school's rule structure sometimes mtfudes into the CIaS?FDDm‘ Wher th;s occurs
teachers sometimes direct their disapproval at_breaking a school rule both to
the particuiar offender(s) and to the entire class so that they are informed of
the unacceptability of such behavior in hopes that it will not be repeated in the
future. For example,

Mrs. I's class returns from recess. There has been a problem
during recess and Mrs. | says, "Before we can get to work
again we have to talk about some things. [ have gotten a
referral slip. What grade are you in?" This question is
directed toward a specific student who responds, "Fifth
Grade." "This referral says you were writing on the
bathroom stall. Do you have to clean it off or does the
custodian have to clean it off? If you need to write during
recess I have plenty af scratf:h paper. That 5 JLIS'C not dane.
caught? ‘The third graders c:culd see it and add to it. I dr:m't
think it is very funny. This is the second referral slip. Are
you trying for one next week?" Mrs. I is really annoyed.
"Remember, I read the rules. I think instead of giving up my
lunch time you will stay after school with me. You will lose
your lunch recess and spend it with (the aide). After school,
you and I will discuss the consequences. Mrs. I is not going
to let you get away with it. I am going to deal with it.”

While only the offender is going to be kept after school the whole class is
being informed and warned of the unacceptability of such behavior.

In another instance a notice had been given to the teaching staff by one
of the principals concerning student behavior on the playground. Some of the
older students had been involved in a throwing incident and a child had been
injured, Earlier in the year the. teachers had taken class time to discuss
appropriate playground behavior and wf none of this class' students were

actually involved, Mrs. J views the offending students' conduct as being
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ally contagious and wanis to make sure her students do not become

the Clm:l-: We are supposed 10 l:e readmg now / but we have
toc take time for scolding. Do we have to make a long list of
what we can't throw? We can't throw sticks. We can't
throw anything. An upper grader was saying that Mr. R (the
principal) didn't say anything about throwing sand. He knew
better. You know you shouldn't throw sand, don't yocu?" The
class responds, "Yes." "Good." The teacher then begins
discussing what the groups will be doing during the first
work period this morning. '

Occasionally, however, teachers will intercede on behalf of their

students. The following is an example of teacher intercession.

"OK, boys and girls, freeze. Every part of your body
including your mouths." Mrs. B then reads a note from Mrs.

S (the principai) about the new sand and the rules about

sand play. The note said that yesterday Mrs. 5 was stopping

them from playing in the sand. However, because Mrs. B and

Mr. E said, "Please, our kids know how to play in the sand.

Please let us play in the sand." Mrs. 5 was willing to give

them, "One last chance.'™

Mrs. B, having read Mrs. S's note, had the class pledge they
would use the sand in a safe way. They had to raise their
hands and repeat after her, "l will use the sand in a safe
manner”, then "cross my heart."” "What will happen if Mrs.
B gets a yellow slip about you?" "You will have a fit." Yes,
and what kind of fit?" "A hissy fit." They chuckle but they
. know that she means business.
Having interceded with the principal this teacher wants her students to
know that she is at risk and that she expects them to act responsibly in return.

CONCLUSION

We have examined rule formation and enforcement by twelvée of the
fifteen teachers in our sample. Mrs. O's highly chaotic classroom lacks clear
behavioral rules and consistent rule enforcement mechanisms. At the other end
of the spectrum, Mrs. H's culturally directed first grade classroom also lacks
visible rules and identifiable enforcement mechanisms. Thus, we find that well
organized and highly disorganized classrooms show little evidence of explicit
rule making or enforcement. We conclude that overt behavioral rules form a
bridge between chacs and cultural order. Teachers with less well developed
classroom cultures are required to spend more time and energy declaring and
enforcing rules. As the classroom culture becomes more fully developed, rules
come to be seen by the students as a natural outgrowth of the shared meanings



and overall purposes of the classroom group and thus serve as the basis for
teacher direction giving rather than the occasions for power struggles or
psychological manipulations.
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ADMINISTRATIVE WORK IN CULTURAL PERSPECTIVE
Cultu;.l meanings -- the development of a shared interpretation of
social activitics and a common definition of collective social projects — are

just as important to principals as tc teachers. As Ouchi (1980) suggests, the

- articulation and interpretation of cultural symbols is a powerful mechanism for

social control in any organization. More importantly, principais, like teachers,
can only understand  and execute their work responsibilities within the
framework of a comprehensive (though largely unconscious) cultural meaning
system. Before principals can utilize available cultural symbols to influence
others they must first acquire for themselves a comprehensive and vivid way of
typifying school events and defining the educational mission of the school.
Observation and interview data collected from the five principals in our study
reveal how principals develop and utilize specific cultural orientations. The
most important cultural meanings embedl.d in these principals' work
orientations and interprets the relationship between these personal cultures
and the most prominent features of their work habits or administrative styles.

It is important to note at the outset that our principals' work
orientations do not generally include either clear conceptions of their own role
responsibilities or explicit attention to their influence over the teachers'
incentive system. (In this respect our data echo those of Blumberg &
Greenfield, 198i). This does not mean, however, that the principals' work
behavior is chaotic or unpredictable. To the contrary, by combining observation
and interview data, it is fairly easy to identify a consistent pattern (we will
call it a "work style" for most principals. It is much more difficult, however,
to discern the basis for that consistency. Thus the primary problem in our
analysis of the principal data was to develop a set of concepts capable of
capturing the overall character of each principal's style. The concepts needed
to be specific enough to address the most salient features of -the work done by
the particular principals participating in this study. At the same time,
however, our analysis needed to be broad enough to provide an overall
description of the organizational and governance responsibilities of all
elementary school principals. The desired balance between abstract theory and
concrete data was achieved by concentrating on the application of four terms

-commonly used to describe the work of principals and other middle-level

executives: administration, leadership, supervision, and management.

In the literature on complex organizations these four terms are used in
many different, overlapping, and scmetimes contradictory ways. Recently,
however, some sc:halars have begun to distinguish more precisely among them
and to describe more fully the behaviors associated with each (see, for

- example, Owens, 1970; Zaleznick, 1977; Krajewski, Martin and Walden, 1980;

Sergiovanni, Burlingame, Coombs and Thurston, [981). These efforts have not
yet produced either uniform definitions for the four terms or a common set of
criteria for distinguishing among them. They have, however, demonstrated that

these concepts do highlight rather different aspects of middle- -leve] executive
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nd work orieniations.
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As described more fully below, four of the five elementary school
principals in our sample can be meaningfully classified as organizing their work
primarily in terms of one of these four terms. That is, the most important
differences in the work styles of our sample principals are highlighted by
saying that one is primarily an administrator, one a leader, one a supervisor,

and one a manager. By moving dialectically back and forth between the data
and the literature, we can br:th refine the meaniﬁg of eazh Qf these differeht

the worl{ orientations r:;i our pnni;palsg

Figure VI-l presents the conceptual framework that best classifies the
important differences among the principals we studied. As suggested by the
figure, our data are more easily understood if we describe briefly how the
principals differ in their approaches to defining and executing their job
responsibilities. :

The overall work orientations of the principals are shaped primarily by
the ways in which they: a) typify teaching work behavior and b) define the
overall mission or purposes of schooling. As shown in the rows of Figure VI-Il,
when thinking about the work of teachers, some principals concentrate on the
level of EFFORT teachers put inte their work while others focus more on the
character and quality of their teaching task PERFORMANCE. When adopting
the teaching’' effort perspective, principals tend to feel that teachers
themselves know best what and how to teach, and that the job of the principal
is largely to stimulate, motivate, and support them. This orientation toward
teaching work assumes that improved teaching depends on the development of
a more fully dedicated staff who will give their utmost effort to the task.

Principals who concentrate on the character and adequacy of teachers'
task performance feel that teaching can be improved by prescribing more
precisely the tasks to be performed and the techniques to be used by teachers.
Principals holding this view emphasize the importance of taking steps to insure
that appropriate techniques are utilized in the classrooms.

As indicated by the headings over the ="' 'mns of Figure VI-l, principals
generally orient to the mission or enterp: *7 of schooling by ::om:entratmg
either on the adequacy and efficiency of its ORGANIZATION or by
concentrating on the EXECUTION of its various program elements. Principals
who concentrate on program organization tend to feel that educational quality
depends primarily on planning and coordination - that is, on whether tasks are
properly defined and assigned to various members of the staff and the efforts
of various staff members fully integrated and adequately supported. Those who
concentrate on program execution tend to feel that educational outcomes
depend more on the care or diligence with which relatively autonomous
teachers discharge their work responsibilities.

As suggested in the cells of the figure, the four primary concepts for
describing the principalship are defined by the intersection of the alternative
teacher work and educational mission orientations described above.
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FIGURE VI-1. PRINCIPAL WORK STYLES AS A FUNCTION OF
THEIR ORIENTATIONS TOWARD TEACHING WORK AND
THE OVERALL MISSION OF THE SCHOOL
ORIENTATION TOWARD
SCHOOL MISSION -
SCHOOLING AS SCHOOLING AS
THE ORGANIZATION THE EXECUTIOHN
OF PROGRAMS OF TASKS
(seek improved (seesk improved
efficiency) effectiveness)
e
I I
I - I
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AS 1 I
DEDICATED I === I S=—=——
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I ADMINISTRATOR: Mr.Q I LEADER Mr. R
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THE I I
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OF - I I
TEACHING I I
WORK 1 Emphasizes I Emphasizes
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AS I I
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I SUPERVISOR: Mrs. 5 1 MANAGER: Mrs. P
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Admunistration (upper left cell) is the proper label for principal work
orientations when they are primarily concerned with: a) encouraging teachers
to be diligent and dedicated, and b) planning and organizing program elements.
Principals adopting this style believe that their primary duty lies in
SUPPORTING both the "activities of their teachers and the program of the
school district. Like hospital administrators or university deans, these
principals tend to believe that the people with whom they work are
professionals who need to be provided with enccocuragement and adequate
support siervices but who are themselves best able to define and execute their

Leadership (upper right cell) is the central concept when principals see
teaching as dependent upon dedication and intensity of effort while seeing
schooling as a matter of individual excellence rather than collective
organization. Such principals concentrate on stimulating and motivating
teachers to execute their responsibilities energetically and effectively. These
principals see their own jobs primarily in terms of inspiring teachers with a
vision of the purposes of education and the possibilities of children. They view
teaching as an art form requiring spontaneity, dedication, and sensitivity
rather than elaborate organization or intense technical training.

Supervision (lower left cell) is the central term for decribing the work
of principals who combine an organizaticnal view of school programs with a
level-of-effort concern regarding teacher performance. These principals
concentrate on controlling and directing teacher work efforts by both a) giving
lmmedlate gmdance 1n the tasks to be perfarmed and b) 1n515t1ng t}'\at the
of school executives. S@erv;sxon onented prmc:l,pals tend to dlsplay relatwely
little trust in the motives and competence of teachers, and to believe that
schools cannot function without strong and direct intervention by principals.

Management (lower right cell) is the concept which highlights the work

of pnric;pals who see schooling as dependent upon organization while teaching
quality is a matter of technical performance. These principals concentrate on

the execution of programs and the task performance of teachers. They tend to
believe that quality education depends upon having a highly trained staff
whose efforts are carefully coordinated and integrated inte specific program
goals.

As the data presented in the following sections show, while classroom
teaching and learning involve elements drawn from all four of the principalship
styles, principals tend to give primary emphasis to just one of the four work
styles shown in Figure VI-1. As a result, the data reveal, our principals display
certain contradictions in their work — contradictions Wthh they intuitively
recognize as limitations on their ability to fullv implement their favored work
style. These contradictions are best identified and interpreted in the context
of concrete case data, hence we turn now to a discussion of the data from the
principals.

THE PRINCIPAL A5 MANAGER: THE CASE OF MRS. P
L]
It's 2:40 p.m.; Mrs. P. sits in her office where she has just finished
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talking with her daughter by phone. The observation protocol at this point
reads:

She begins sorting out the paper work. She decides what she
needs to take home and what she can do here now.

2:43 p.m. Mrs. P: "School is over already. How time flies
when you're having fun."

She goes on to say:

"l keep three files, one for Ed. Services (the central office
division where she works 1/2 time), one for (the elementary
school where she is principal), and one for my home stuff. 1
hold that because 1 can never get the concentration going
until I get home."

Thus Mrs. P starts to "wrap up" her day. During this nine-hour day she
will have dealt individually (in person or by phone) with co-workers, students,
parents, and others on at least 74 distinct occasions (including 1l different
encounters with her secretary). She wili have shifted her work location at
least 4] times (not counting two moves when no work was involved). And she
will have worked with students and/or co-workers in six different group
settings. Beyond the more than nine hours of observation (lasting from 7:58
a.m. to 5:20 p.m.), she will spend at least an additional two hours at the
district office and will have her hair cut at 7:45 that night.

The most striking feature of the observation protocols on this principal
is the picture they paint of intense and rapid-fire interactions. During our two
days of observation, Mrs. P was never alone for more than five minutes at a
time without being interrupted by a phone call or visit. She frequently was
interrupted in the course of a conversation with one person by the telephone
or by another person needing immediate attention.

At one point, talking about another principal, she voices feelings which
undoubtedly refer as much to herself as to him when she says,

He is getting burned out by too much work. The central
office is rewarding good principals by giving them too much
work. ‘

She illustrates her point with reference. to a third principal,

Mrs. W got E school, but they increased the student
population to 600 people. She now has the bilingual program
for the district too, and she has no assistant principal. When
we worked on the Futures Project it was Fridays from 4 to
7 and then on Saturdays too. Teachers all get paid for that,
but we are "management", i

In addition to the rapidity with which Mrs. P moves from place to place
and from person to person, three other features of her work are prominent in
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the data.
l. Program Planning and Personnel Problems.

First, Mrs. P gives greatest attention to program planning and
development but finds herself plagued by personnel problems. Her commitment
to the programmatic features of her job is revealed clearly in a statement she
made about how to evaluate a principal's job performance. To evaluate a
principal, she said, one should look to:

I. Identify what kind of expectancy there is; is there a
major thrust, or is everybody doing their own thing.

2. What's going on for improvement?
3. How is student discipline handled?
4. How is parent involvement handled?

Netice that there are no references to the feelings or attitudes of staff,
students, parents, or even higher level administrators in this list. Principai
evaluation, in Mrs. P's mind, is rooted in program evaluation - if the program
is going well, the principal is doing well.

In both interview statements and observed activities, Mrs. P reveals a
continuing interest in many different aspects of school and district level
program planning. In fact, her workload as a program planner is so heavy that,

2:47 She says, "l write notes on everything, because [ just
cannot rely on my memory anymore. I have gotten a better
sense about what things I can handle and what | cannot
handle. . . .Anything I can do without thinking, I respond to
as quickly as I can.” She continues to go through papers. She
reads files, throws away, writes a note, etc.

While she complains about the workload, she also takes pride in how wel!l
she is able to_ cope with the myriad of deta;ls and extensive paperwork
involved. Descnl:ung the complexities and difficulties associated with working
half-time as a principal and haif-time as a curriculum coordinator in the
central office, she says,

"I think ! can manage any school. And I think probably do it
better than most. . . .I think that probably I am better
informed about the total disii:~t than almost anybody else. I
have been able to bring sc: coordination and continuity
between elementary and secondary (programs). . . But it's a
real killer. . . .] don't have time to talk with my teachers
informally right after school and that kind of stuff. If you
just take my calendar and look at the time that is fixed by
meetings — it's tough."

It's tough alright. In May of that year this principal experienced a
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mini-rebellion by key staff members. They formed a committee and complained

to her superior about a lack of attention to schoo!l problems resulting from
fact that both the principal and assistant principal were away from
building frequently performing district level assignments.

"Probably more than anything that has surprised me is that I
have never been with a group that has returned as little as
this group has. I really wonder if somebody would say, you
know, they have decided I am not going to be at (this
school) next year, I am going to be at Timbuktu — I wonder
how the teachers wouid feel because | don't get any
reactions or 'vibes' or anything one way or the other. | have
always had stroking from my staff, [ have been here two
years now. By the time somebody has been with me for two
years, usually they have learned how I stroke and they start
doing it back. These people aren't and I don't know why."

Reflecting on

the

5he links her staff difficulties with her managerial responsibilities when

she says,

"I think that the real crux (of the problem) is that. as we
continue to cut down on the real managers (due to budget
cuts) there are not going to be that many people available
1o deal with some real problems. . . .I know that for some
time the small schools have wanted full-time principals. . . .I
do ail I can here, but I cannot do everything.” :

closely to Levitt’s (1976:73) description of the managerial work role. He says,

zi

Management consists of the rational assessment of a
situation and the systematic selection of goals and purposes
(what is to be done?); the systematic development of
strategies to achieve these goals; the marshalling of

required resources; the rational design, organization,
direction, and control of the activities required to attain
the selected purposes; and, finally, the motivating and
rewarding of people to do the work.

High Energy and Careful Work.

A second notable feature of the data on Mrs. P is the level of energy

and diligence which she brings to her work.

For example, during a mid-day

principals' meeting with a central office administrator responsible for the
district's $600,000 ESAA grant to implement court-ordered desegregation, the
subject of writing letters to parents of children who were being transferred to

a new school came up.

following entry:

Letters need to go out and N, . . (the principal whose school
the children will be leaving) wants someone else to send the
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ler-=>rs. (Another principal) suggests that (the central office
ag:;zaistrator) do the  letters. (The <central office
administrator) indicates, however, that the receiving schools
should send the lerters. (The second principal) says, "l have
a foul attitude about this." He says he doesn't want the
additional responsibility. (The central office administrator)
finally states that he could do it if they really want it that
-¥ay. Mrs. P states, however, that she would send the letters
out and wil! type (the sending school principal's) sighature
on them.

Thus, despite her complaint thar she and other good principals are
unabie 10 keep up with work demands placed on them by the central office,
Mrs. P responds to the tension in this meeting by taking on a responsibility
which she could have avoided. Of course, avoiding this responsibility would
have meant that the central office administrator would be saddled with a task
which he felt belonged to the principals, but he had grudgingly agreed to take
it on before Mrs. P volunteered. -

In another example of unusual work effort, Mrs. P tells the ESAA
administrater that she would prefer to have the visitation by the transferring

battery of district tests. She decides to hold off on a final decision, however,
until after she has talked with her teachers abour their preferences. Within
ten minutes of returning to her schooi, she made the rounds of all the teachers
in the building and discovered that a majority preferred to have the student
visitation take place the day before the testing program was tc begin. As a
result, she re-scheduies the visitation according to the majority's wishes.

Repeatedly, Mrs. P was observed to extend herself beyond the minumal
requirements of her job. She took work home, she followed-up on phone calls,
she wrote numerous inter-office memoranda, she kept abreast of the myriad of
details of district and school site programs. Her busyness, though exhausting,
did not seem to be neurotic or unrelated to specific aspects of district
programs and policies. Rather, she appeared to be simply working very hard'to
fulfill both her ewn and senior administrators' views of what the job required.

3. Language Usage.

The third striking feature of our data on Mrs. P is her use of language.
Her conversations with our observer, with teachers, and especially with other
administrators was frequently witty, liberally peppered with slang expressions,
and a bit cynical in tone. As mentioned above, at the end of an arduous day,
she says,

How time flies when you're having fun.
A little later she is talking with her assistant principal, who says,

"This has really been sc.ne day." Mrs. P responds, "Another
day of excellence, right?!"

ih' [}
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Other examples inciude:

{To her secretary carrying a stack of suppliesk "It's not in
vour job description to hurt yourself."

{On the phone to the central office): "Okay, vyou'll be
hearing irom me, babe."”

(Tc the United Parcel man): "Have you got a mililon dollars
for me in the box7" The UP5 man responds, "I sure hope so."
Mrs. P, "We can split it."

(Responding to an interview question on teacher
evaluations}: "(sometimes) you have got the one where you
are just Jjaying it on the line and saying, 'Baby, I'm
documenting you.'"

This language i1s clearly intended to create an atmosphere of informality
ar:! good humor. And it conveys a sense of Mrs. P's authority and spontaneity

in relation to the various staff members.

In sum: Mrs. P is the only one of our principals ever to say, "l am a
management person, and that is what determines my time." In both attitude and
work style, she fulfills the definition of management offered by Krajewski,
Martin, and Walden (1980:9) who, define management as,

working with and through people -- both individual!ly and in
groups -- to accomplish organizational goals. . . .
Management functions include planning, organizing,
motivating and controlling. . . .-
When considering how to improve instruction, Mrs. P gives .primary
emphasis to in-service training for her staff, which she reports is "a real
biggy" in her repertoire of principalship strategies.

CONTRADICTIONS IN MRS. P's MANAGERIAL STYLE

Two discontinuities or contradictions are especially apparent in Mrs. P's
handiing of her principalship duties. Both concern her relationships with
teachers. One is related to the ways in which she tries to influence the
adoption of various instructional goals and techniques, the other is seen in her
attempts to create bonds of trust and mutual respect with individual teachers.

1. Establishing a Presence versus Enforcing Standards.

Despite expansive and detailed discussions of teaching techniques and
program goals, teaching techniques or performance standards, when Mrs. P
routinely encounters the teachers in her building she is primarily concerned to
establish a "presence" and to communicate her interest and support for them
rather than to interpret or enforce job performance standards. A typical
example of this behavior pattern is shown in an observational protocol which
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reporis:

yhe indicated that it was tume for her to go and visit
lasses, sc we left her office and started toward the
classrooms. “I'm not here a lot, so I like to go through the
classes so the kids get to see me. It also lowers teachers'

anxiety when you go in 1o do teacher evaluations.”

1L

After visiting several classrooms, our abserver notes:

None of the classroom visits were very long — they were
just as long as recessary to establish that things were OK
{or not OK),

There are at least two reasons for this disconnection between her
professed orientation and her actual behavior. The first is practical. The simple
fact is that in the ordinary course of events Mrs. P is just not able to spend
enough time with any one teacher to be able to clearly judge whether
appropriate teaching techniques are being competently utilized and adequately
adapted to the unique features of a particular classroom or lesson. Given the
complexity and variety oi the tasks teachers are required to perform, the
teacher/principal ratio in the typical public school is entirely too large to
permit effective implementation of the management approach to the
principaliship. Both Mrs. P and her teachers know that she cannot observe them
often enough or under enough different circumstances to easily distinguish
incompetent or inappropriate teaching techniques from temporary disruptions or
the introduction of innovations in the classroom.

The second reason for this contradiction in Mrs. P’s behavior is more
thearetical. In order 1o eiiectively implement a managerial approach 1o the
oversight of instruction a principal would need more than just the opportunity
to observe teachers coping with a wide variety of classroom circumstances and
student needs, They would also need an adequate theory of teaching which
couid provide them with a template for explicitly assessing whether teachers
are performing required tasks effectively and at appropriate times. Without such
a theory for rationalizing expectations principals would be forced to rely on
assessing teachers' intentions rather than their actual performances. No such
theory of instruction can be found in the data collected from Ars. P. Although
she has a better sense of instructional theory than any of the other prmcnpals
in our sample — a theory derived in large measure from the work of UCLA
professor Madeline Hunter — she is still compelled to acknowledge:

As a principal I should be able to go into the classroom and
see if the teacher is teaching a lesson — whether she's
using the elements of good lesson design or not. . . .(but) we
haven't really developed a standardized format for doing it.
I worked with (the associate supermténdent) and came up
with different elements that I want to include in all of my
evaluations.

Thus, while Mrs. P knows that she needs a theory of instruction in order
to evaluate teacher performance, she also knows that her current ideas about

e
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good lesson eiements are not yet adequately developed and do not make
standardized, comprehensive evaluations of ail teachers possible.

2. "Stroking" an Alienated Staff.

Mrs. P devotes a substantial amount of time and attention to what she
calls "stroking" her staff. She writes inter-office memoranda to compliment
those with whom she is pleased, she stops by the teachers' lounge to sccialize,
she talks over the feelings and attitudes of various staff members with her
assistant principal in order to find better ways to establish adequate
relationships with them. Her feelings in this area are perhaps best summarized
in the following remarks inade about her relationship to one of the teachers
whom we studied:

I think maybe part of it is developing some trust. A lot of
the teachers here had no more confidence in me than a hole
in the wall. N. .. {the teacher in question), ! think, has
begun to feel some element of confidence, or trust, or
security, or whatever you want to call it, so far as my work
is concerned and how I will respond to things and back her

up.

Mrs. P goes on to describe, in some dertaii, how their joint efforts to
cops with one particularly difficult student helped to produce these feelings of
trust.

As reported earlier, however, despite this apparent commitment to the
development of trust, Mrs. P finds herself substantially estranged from most

members of her faculty. The reasons for this estrangement provide important
insights into why a managerial approach to the principalship has real limits. The
lack of teacher trust for Mrs. P springs from tweo basic sources. First, because
she thinks of herself as a "management person" and spends at least half her
time working for and with district level administrators, her teachers are a bit
fearful that Mrs. P does not give them the unqualified loyalty and support
which would justify the trust and confidence which she expects them to give.
Some are anxious that she might be willing to impose arbitrary work standards
or force the adoption of inappropriate instructional techniques if district
administrators asked her to do so. This anxiety was exacerbated during the year
of our study by several weeks of tense labor negotiations during which teachers
were challenged by both managers and teacher organization leaders to think
about which side they would be on if a strike were called. In fact, the teachers
most active in the teachers union were also the ones least responsive to Mrs.
P's “stroking" efforts.

P's failure to fully understand the differences between rewards and incentives
in motivating teachers. Mrs. P has a tendency to "stroke" teachers by sending
them notes, praising them publicly, giving them pleasant assignments, or
allowing them to attend various in-service training programs. She does not seem
to recognize, however, that these rewards are rather weak when compared with
those controlled by the students (i.e. student achievement and student warmth
and cooperation). Nor does she appear to recognize that teachers are guided
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more by incentives embedded in the overall culture of the schaol than by those
rooted 1n personal relationships with individual managers or other co-workers.
Thus Mrs. P mistakenly hopes to offser her frequent criticisms of school
programs and teacher performances through the development of warm personal
relationships of trust and understanding with individual teachers. Such a
strategy carnnot work because the teachers inevitably sense Mrs. P's respect for
skilled teaching and her own suspicion of warmth and cooperativeness which is
not grounded on competence and_dedication to effective task performance.
Nowhere is her dedication to cofipetence more explicit than in her evaluation of
a fellow principal of whom she said,

"You can't count on (him) at all. He used to L2 a team
leader. . . [ had a purchase order that I needed him to sign;
he -said: 'No problem, I will have it done right away.'"' Mrs,
P said that it wasn't until 3 days later that she got the
thing put through. She also seemed to indicate that this was
just cne case of many."

THE ACMINISTRATIVE WORK ORIENTATION: THE CASE OF MR. Q

Mr. Q sees his jéb as time structured. When asked to describe his typical
work responsibilities, he begaa with:

Maybe I just should start with Monday and go from there. . .

Through the course of the rest of his answer, given from memory and
covering his most recent week's work, he made 2| specific references to
particular hours of the day during which events occurred. And he gave an
additional 9 indirect references to equally specific times (such as, "today I
started out", "during the lunch period", etc.).

In responding to a question about whether he has control over his job,
however, he replied: ,

That's a hard question. . . .] have some control there as to
how I will spend my time, but the demands alse control the
time, so I feel that, "Yes," I do have some control in terms
of my own time and my structure. But there are other
events that happen just throughout the course of the day
that [ have no control over and which then take over
control of my time, and I am not very good at saying, "No."
[ am very accessible and available.

Mr. Q sees his work responsibilities much more in terms of the planning
and organization of programs than of supervising or "role modeling" apprecpriate
teacher behavior. Asked how he makes a contribution to instruction at his
school, he says:

In this particular school it is through planning and through
organization. In terms of delivering actual role modeling of
instruction, I do very little of that. . . .I guess I think that
the principalship has changed, that you are more of a
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manager In terms of personnel. In terms of operaticn and
instruction that is why we are here. But the demancs that
are on my time frequemly leave lit*le fsppcrtunity 1o be

The above passage contains Mr. Q's only reference to the 1term
management. It is clear he sces mangagement as a personnel rather than a
programatic concept. Mr. Q sees himself as planning and orgamzmg programs, as
facilitating smooth functioning of the school, and as securing the cooperation of
teachers. He fits closely Owens' (1970:126,7) description of the administrative

role:

Administration is concerned with the smooth operation of an
organization, here. the school. In his role as administrator,
the principal facilitates the use of established procedures
and structures to help the organization achieve its goals.
Administrators are properly concerned with maintaining the
organization, with keeping its interrelated parts functioning
smoothly, and with monitoring the orderiy processes that

have been established to get things accomplished.

Mr. Q talks about leadership only twice in his interviews. The first time
is in reference to the basis of his own evaluation by central office superiors. Of
his immediate supervisor, he says,

He looks for leadership, responsibility, and program
development. (He looks at) what role I play in developing the
A-127's (program planning documents), program articulation,
communication with staff, students and community. Whether
the instructional delxery system is designed to increase
student performance and achievement in language arts,
specifically in oral and written expression and spelling. The
way [ evaluate certificated personnel. The methods used to
carry out district adopted proficiency requirements.
Leadership in compensatory education to promote student
support and community participation in district
desegregation and integration programs.

The other occasion on which Mr. Q talks about leadership is when he is
discussing what teachers expect of him. He says: e

I thirk they want leadership. I think ‘they alsc want changes,

at:times, when it is impossible for me to deliver.
\‘! .4/

"t
E

Asked for examples, he continues,

I think that sometimes teachers would like to think that
- principals could change extremely difficult kids into model
children and, of course, I can't do that. I can work with
them to bring about change, but it is not going to be over
" night. It is probably not going to be all that dramatic either.
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Iﬁde&d, in the next breath, Mr. Q expresses the view that teachers
probably don't really want this kind of leadership anyway. He says,

I think that they want someone to be caring and to be
sociable with them, and [ don't mean necessarily sociaiizing
after hours, but be friendly, and I work at that.

He is not even sure that these demands for f{riendly socializing are
entirely justified, however. A= he puts it,

I guess | would say i ut the commmunications are a two way
matter. And thers are some days that are really very
rushed, a lot of denands and sometimes I might not be as
relaxed at that particular moment as I wouid like to be.

The tone of these remarks reflects Mr. Q's belief that he is responsible
for developing programs aimed at reaching district-wide goals and objectives.
Generally speaking he sees program development in logistical rather than
technical terms. His view of leadership does not involve the '"visionary" or
"motivational® dimensions identified by Sergiovanni, et al. (1980) as fundamental
to this concept. Nor does it carry overtones of developing innovative new
approache' to teachiﬁg. HlS use of the term leadershlp cannotés are poﬁsxblhty

be m‘iphed if one talked about bemg a Eampany 's "leading ‘sales representatWQ
Mr. Q does not fit well into Owens' (1970:127) definition of leaders. Owens says

that,

Leaders initiate change in the organization: changes in
either its goals or the way the organization tries to achieve
its goals. . . .In other words, leaders tend to be 'disruptive
of the existing state of affairs.'. .. .the behavior of leaders
is probably governed more by broader, cosmopolitan personal
goals than is the behavior of administrators.

Hjs departure from C‘)wens deszription of Ieadership is nc:where fn@re’

Says,

Well, | think that's a matter of, if they feel that I am
approachable, if I am available, accessible to them. And I .
try to be that. I also try to listen and hear and to be
amiable. But yet I feel that there are certain decisions that

I have to make and I am sorry if not everyone agrees, but I
will make those decisions. /

Mr. Q sees his role as a passive, coping and supportive one aimed at
facilitating rather than directing the work of teachers. He says of himself, for
example,

I guess that the thing that I feel that I have skills in is that
I am a good listener and that once someone is really upset
(and I had one yesterday) I listen but I hold firm with what I
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have done, because I make my decisions recognizing that
there might be differences of opimion on it. So I tend to
remain calm, particularly when [ am working with parents,
but if need be | will be firm. 1 try never to be abrasive.

Not only does Mr. Q not like to be abrasive himself, he reports that the
part of his work which he finds most distastefu!l is working with a,

1o Cornrﬁumt:ate and ycsu are sapped Sx:xme klds ge*tmg
treated unfairly, and you are caught. . . you try to help. . .
in certain situations you have got to support that teacher,
but you know that if she or he had used different tactics or
better judgment. ..

When discussing how he is able to offer rewards and incentives
to teachers he again offers a fairly passive view of his role:

Somewhat

I tell them personally when [ feel they have done a real
zood job. . . 1 try to stroke. ...

objective rewards:

roles.

I have had some control in terms of who goes to particular
in-services and sometimes | use that, because a person has
really done an excellent job and is interested in growing
professionally . . . teachers that | felt were really working
hard and needed recognition and an opportunity to grow
professionally, () provide the opportunity for them to visit
other schools or to go to workshops, that sort of thing. We
haven't had the money to do that this year, but | have done
that in the past.

P

more actively, he indicates that he sonietimes uses

more

The emphasis, here, is clearly on maintaining a smooth functioning unit
— not on re-tooling the personnel or redirecting the organization's operations.

Although he views most responsibilities pragramatlcaliy, Mr. Q's view of
the children in his se:hcal is given a highly personalistic tone. He says,

In observing Mr. Q, we noted
whirh distinguish him from principals

is

[ know thlS is going to sound like an old cliche, but [ feel
that working with students is a very definite part of my job
that's impor’tant to me as a person. I realize that it's very
significant and important in terms of working with staff. . .
but it is important to me to be involved with kids, to be out
where the action is.

Student Behavior Problems.

= 144 -

three important features of his work style
holding a less administrative view of their



O

ERIC

Aruitoxt provided by Eic:

First, a disproportionate amount of Mr. Q's time is taken up with
student behavior prablems which arise almost constantly throughout his typical
day. In part this is due to the size and make-up of his school == the largest in
our sample. But it is also because Mr. Q views student discipline as a very
important part of his job and is willing to interrupt other matters in order to
respond immediately to requests for help with troubled or troublesome children.

2. The Nature of his F’reéeﬁce,

Like all principals, Mr. Q moves around the building and grounds of the
school quite frequently. He displays his commitment to playing a supportive role,
however, by the way he presents himself in various places. Fer example, Mr. Q
typically eats his lunch early so that,

When lunch begins he can go and help get trays out in the
cafeteria. The design of the cafeteria is such that it is hard
for many of the smaller children to reach the trays when
they are pushed through, so Mr. Q stands there and keeps
maving them through for the children.

Thus, rather than develop a solution for this technical problem, Mr. Q
takes the occasion to make himself useful to the children and to visibly
demonstrate his willingness to be supportive and responsive to their needs.

3. Scheduling Problems.

Mr. Q encounters a continuous stream of scheduling problems. These
problems involve demands for his own time and attention, but they are also
reflected - in his need to make decisions about program activities, teacher
conferences, and meetings with other administrators. He is the only principal
whom we observed to move or cancel more than one appointment or who arrived
late for more than one meeting in the course of his work day.

CDNTEADIEF}K}NE IN MR. Q's ADMINISTRATIVE STYLE

We noted three important contradictions in Mr. Q's administrative style.
Two of them concern limitations on his ability to- control events which he
believes to be central to his work. The third concerns the contrast between his
interest in programs and his interest in children. '

1. Responsiblity without Power.

The most obvious contradiction in Mr. Q's principalship is his extremely
limited capacity? to effectively structure programs and secure teacher
cooperation. His was the only school in which a teacher whom he had asked to
cooperate with our project refused to participate in order to demonstrate her
low regard for his authority. He had the greatest difficulty with teacher
organization activists among our principals. And he reported the least direct
impact on the ways in which teachers define or execute their work
responsibilities. Thus, despite his apparent commitment to administrative
program development, Mr. Q found his power to. secure cooperation from
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teachers quite himited.

To some extent this contradiction should be viewed as a matter of Mr.
Q's own personal weaknesses. To a much larger degree, however, it reflects a
theoretical contradiction within ~ the administrative approach 1to the
principalship. By assuming that teachers are professional workers — responsible
for the organization of their own work — Mr. Q renders his own work relatively
unimportant. If teaching activities were more specialized administration would
be more important. Indeed, it is with he specialist Resource Teachers that Mr.
Q spends most of his planning and organizing time.

2. Leadership without Vision.

A second obvious contradiction in Mr. Q's administrative style
is his attempt to provide leadership without having an adequate vision
of the mission of the school, His concern with problems of leadership
are confined largely to meeting the expectations of central office
executives, yet he shows little evidence of having internalized these
expectations. Thus he seems to be always trying to get his staff to
meet goals and pursue projects which are not really his own.

This contradiction springs largely from the fact that, as Charters (1965)
has noted, schooling is not a particularly specialized industry. The sort of
leadership which Mr. Q envisions for himself is important only when individual
workers cannot know how their own efforts are expected to contribute to the
overall productivity of an organization. Moreover, by assuming that teachers are
professionals, responsible for defining and controlling their own work
performances, Mr. Q vitiates the little administrative leadership that would
otherwise appear to be needed in the unspecialized work of elementary school
teaching.

3. Personalistic Relationships and Planned Programs.

The third xmportant contradiction in Mr. Q's administrative style is his
desire for personalized, affectively warm relationships with teachers and
students while insisting that rational planning and affectively neutral
organization are the bases of effective educational programs. He sounds, for
example, like an executive decision maker in a classic bureaucracy when he
says,

I would like very much to have &4-hour aides (for each
teacher), but, curriculum wise, we need two resource
teachers. Now their time is negotiable and we'll look and
see, do we want them doing remedial work? We operate a
math lab. . . (and) we may have to say (the lab teacher)
needs to do more remediation and work more directly with
children. That may be true of the reading resource teacher
also. But the two positions are not negotiable. That is a
decision I am having to make. My parents support me in
that, I think some teachers do — but some do not.
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When asked what he enjoys most about his job, however, he does not
talk about taking pride in the effectiveness of this sort of twough decision.
Rather, he says, '

The thing that I enjoy most. . . (is) working with teachers
that really are enjoying what they are doing. And then I
enjoy the kids too.

Mr. Q was genuinely anguished by this contradictior between what he
enjoys and what he feels is necessary. He frequently felt impelled by district
policy or budgetary necessity to make decisions which strained relationships
with various members of the staff. And he was truly distressed by a running
battle with several teacher organization activists on his faculty.

This contradiction is, we suspect, fairly widespread among older and
more experienced elementary school principals. It appears to reflect the
disruptive impact of recent developments such as specialized teaching roles,
categorical programs, and innevative curricula which have substantially
increased the organizational complexity of the traditionally patrimonial,
extended-family atmosphere of many elementary schools.

. Mr. Q's administrative style reguires the presumption that teachérs are
capable of truly professional work roles. He can succeed in creating the Warm,
communal ties with which he is comfortable only if he can a) trust the teachers
to take full responsibility for the quality of their own work, and b) view himself
as a supporter and facilitator rather than evaluator and director of their
efforts. When innovations and program demands are being thrust upon the
schools by public policy makers who are suspicious that educators have failed to
produce either equity of opportunity or excellence of outcomes, administrators
are forced to do more than offer organizational and moral support to a largely
autonomous faculty. Mr. Q's anguish, and the resulting contradiction in his work
result from the collapse of the professional aspirations for teacher work roles
which captivated the attention of many administrators during the 1940's and
50's.

THE PRINCIPAL AS LEADER: THE CASE OF MR. R

Our third principal, Mr. R, is somewhat more difficult to interpret. He is
the only Hispanic principal in our sample (one of two in the district). Mr. R
serves two small, predominantly Hispanic elementary schools. The schooi in our
sample has a visibly lower income clientele than his other school. We observed
him at both schools as he tends to divide his time each day spending mornings
at the more affluent school and afternoons at the sample school.

Mr. R's data is a bit hard to interpret because he tended to turn
observation time into a sort of "guided tour" of school life as he thought we
ought to see it, and because his interview responses were frequently colored by
a tendency to give little lectures about an idealized view of his work rather
than open discussions of the actual issues and events which he confronted. For
example, when asked about a typical work week, he replied:

With two schools it's about a 24 hour job. It keeps you busy.
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| probably average 10 to 1Z hours a day. In a typical week I
average those hours, plus [ probably have at least two night
meetings of some kind, either school advisory committee,
PTA, or something. That's a typical week.

are characteristic of the typu:al week?" '.Vhltih elu:tted the fallcwmg rep y*

Everything, everything that goes on in a school. From staff
development, dealing with teachers and aides to parent
communications, to discipline problems, plus the normal
reporting. The school principal is invelved in everything that
goes on in a school.

Probing again for a clearer picture, we asked, "Does your job change at
different times of the year, or is it just the same job all the time?" to which he
replied:

No. | am assigned for the full year. It doesn't change. We
normally are assigned at the end of the year. Usually in the
spring time. This year they held it up because of the school
closure issue.

Interview difficulties like this are compounded by Mr. R's tendency to
treat our observer as a guest who needs to be given little homilies about
everything that is taking place during the observation period. At 7:45 one
morning, for example, our observer reports going to the playground with Mr. R
and then reporis:

He stcod to greet the kids as they came on campus. The kids
were very glad to see Mr. R, not a single child walked by
without saying "good morning." Most of them came up and
gave him a hug. The kindergarteners gave Mr. R the special
kindergarten handshake. For the males, grades 1-6, he would
give them "high-five." Later, Mr. R played a clapping game
with a song with four of the girls. Mr. R greeted kids
\ everywhere and where he is the kids are.
N
In t%icai form, the protocol then continues:
?

Mr. R told me that it is very helpful for him to be out on
the grounds where the kids are, because he finds things out
that could develop into proeblems between kids. Mr. R says a
lot of problems are prevented this way.

Some of our difficulty in gaining access to Mr. R's cultural meaning
system might be the result of inexperience on the part of our field observers.
{Unfortunately, we had a personnel change affecting continuity in observations
and interviews with Mr. R). For the most part, however, these difficulties
spring directly form Mr. R's views regarding schooling, teaching, and his role as
a principal.

[
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"Atnosphere" 15 the key term in Mr. R's approach 1o his work.

When

asked about how he could tell if he is being successful, he put this key term in
context, saying:

You can feel 1t from the atmosphere at the school. You can
feel it in different ways. You know you are being successful
if there is discipline. You know you are being successful if
there is a fair amount of parent participation, and you know
you are being successful if your scores on students are on
the move, or improving. You know you are being successful
if these things are happening. . . The teachers tell you,
teachers keep you posted if it's going good or not.

This theme recurs several times in his discussions of teachers and
students.

Of his teachers, he says:

They appear to be very comfortable working under me, I
guess you would say. They have a very, very relaxed feeling,
so [ guess this is what a teacher really looks for, to work
under a relaxed atmosphere.

I guess the best way is to constantly reinforce the teachers.
You know, a pat on their back if they are doing a good job.
I think that's the best way. Then, of course, teachers are
evaluated every two years, so they look forward to this
evaluation -- sometimes as a fear type of thing — but then
when they receive it, if this reinforcement has been going,
it's a real happy feeling.

And, in another interview several months earlier, he said of his school,

Or again,

N. .. . is an up and coming school where there are a lot of
positive signs of academic achievement. This leads to a
sense of enthusiasm by the staff.

There is a high level of team spirit here. 1 think that my
attitudes affect the staff very positively.

- again, in talking akourt his rele in providing teachers with rewards, he

Mr. R's commitment to providing students with what he views as an

appropriate atmosphere shows through ]
counseling a student who has been referred to him for non-cooperation in a
choral music class:

"You're not in trouble. [ am just worried about you. You
know [ think pretty highly of you. Now think for just a
minute. . . what kind of bad habits do you have. . . can
you tell me?. . . (pause). . . Well, you're stubborn aren't
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you? Can you tell me anot .2r weakness you have?" The kid
said: "Well, let me see." Mr. R then said: "l may be wrong,
but I think I know ycu pretty weli — I think you always
want to be first."

Mr. R then went over the "three things that are most important at this
school.” They are 1) "pride", 2} "hard work", and 3) "happiness."

Throughout his dealing with this student, as with everyone we observe .,
he stressed the importance of social obligations -- ending the session with:

"Now is the time to set your habits -- now there are people
who depend on you and you can't be proud and happy if you
let people down. And I know you wouldn't let me down on
purpose. My boss tells me to do things and I don't want to
do them, but I do them anyway because [ don't want to let
my boss down. Now after our talk I can't let you do this any
more. If you don't think you can sing, then just move your
mouth, then everybody will be able to participate without
worrying why you're not singing. [ only want to help you.
Talk to your Mem about this, I know you can do it and you
won't let me down." Mr. R gave the boy "high-five" and he
left.

After the boy was gone, Mr. R turned to our observer to interpret his
actions with,
"You have to leave them a way out -- have lo let them get

out with dignity."

This emphasis on atmosphere is given formal expression in Mr. R's
discussion of how his role is differentiated from that of his assistant principal.
The assistant principal, he says,

is mostly in charge of parent groups and instruction at the

school.
Whereas, Mr. R considers his own role to be concerned primarily with

"staff management and counseling." He elaborates,

I let the staff take care of instruction the way they want,
this is what works out best for the program.

Mr. R's concentration on atmosphere also leads him to concentrate on
keeping in touch with the feelings of staff and students. In addition to the
playground surveillance described earlier, this concentration is revealed in the
frequency with which he moves in and out of classrooms. He also says,

In a large district like ours we have way too many meetings.
You can't do a job if you are away from your building. You
have got to be at your building. So in the last few years I
guess 1 have been selecting the meetings that I attend. |
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can't attend them all and still do & good job, especially with
two schools. [ put o premium on being at the school site.

He reports that,

In my particular style | am in and out of all of the
classrooms so | know what's going on and, from that sense, |
can make a lot of referrals to teachers to either put
program development or individual help In — so I'm on top
of everything.

And when asked abour the most unpleasant aspects of his job, he
continues to reveal a concern with the establishment of a relaxed atmosphere,
saying that,

Usually the most unpleasant things are unsupportive parents,
or parents that come in barking at the principal for things
that kids have done, sort of defending wrong. . .

He sums up his views, saying,

I'm a humanist, and under that system, it's a very happy,
relaxed atmosphere — 50 I'm pretty comfortable with that.

And,

I always cperate on a team approach. Everyone is part of
the ball team,

Because atmosphere is so important to Mr. R it is easy for him to feel

We have toco many programs in this school. I am basically a
reading, writing and math type and [ believe that with a
strong basic program you don't need any new programs.
Because we have way too many, they don't give them a

chance for success. If you are meeting success at a school,
why change? Keep doing what you are doing if you are
meeting success. You don't need new programs.

He clearly feels that, despite the fact that this is a low achieving
school, success is present in the form of enthusiastic and dedicated staff
efforts.

This concentration on staff enthusiasm as the criterion for school
success means that when he is doing teacher evaluation Mr. R should
concentrate on positive rather than negative aspects of each teacher's work. As
he puts it,

Basically my evaluation is to write up the strength of that
teacher.
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Believing so firmly in the importance of atmosphere, Mr. R treats every
social contact with students and staff members as an occasion to build feelings
of cooperation, loyalty, and enthusiasm. This, he believes, will resuit In an
effective school program. He even treated our interviewers and observers as
people to be incorporated into this atmospheric system.

There are, of course, some problems with this atmospheric strategy.
First, it requires Mr. R to maintain a kind of energetic, enthusiastic,
prgblem—denymg facade so that he can present himself as the criginating source
of what he hopes wili be a set of contagious good feelings. Consequently, he
only praises the strengths of teachers — overlooking or denyma the existence of
weaknesses. And, while achievement scores in the scheool are in the bottem 2 or
3 percent on national norms, he takes an upbeat view saying that these scores
are "on the move' and "progressing upward." While this attitude might be really
helpful to staff and students, it leads Mr. R to respond to queries about
problem areas with the vague assertion that,

There are some problems. [ couldn't name any at this point,
but there are problems that never get solved, but [ can't
pinpoint any.

One suspects that this is more than just an atmospheric manipulation to
encourage our interviewer to concentrate cn positive aspects of the school. This
remark probably betrays Mr. R's own tendency to suppress any awareness of
potential problems in order to keep them from dampening his enthusiasm and
making him negative about atmospheric conditions. But the result, no doubt, is
that Mr. R finds himself always "putting out grass-fires" at the schc:ol because,

There's always a backlog of problems by the time he gets to
<the sample school> from <his morning school>.

He rationalizes these problems, attributing them to the socio-economic
conditions of the children, saying, .

A lot.are from broken families and don't get nearly as much
affection as they need.

Additionally, the atmospheric thrust leads Mr. R to see district level
management primarily as a major source of pressure on his principalship.
Responding to a question about the most important sources of job pressures, he

says,

From downtown; all the reporting and time-lines that we
have to meet, those are the pressures. You have to get in a
report this Thursday and they let you know like Tuesday,
that type of thing, so those are very unpleasant pressures, I
guess.

Mr. R recognizes that his style is ~ut going to lead him to higher
management positions. He sums up his feeling about his job with,

I enjoy it. I tell everyone that the site princ;fipal is the only
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way to go. You can't do what you want to do unless you
become a principal. [ would never think of going 0 the
ceniral office, this is where the bail game 1

L]

Mr. R’'s emphasis on site leve] atmospheric conditions is not widely
appreciated by central office managers. Mrs. O articulates, r.ther harshly,
feelings about Mr. R which we heard from others when she said,

Mr. R's people orientation i1 better viewed as '"here's a
piece of candy, we'll talk about it latsr.”

Though Mr. R's execution is not always sophisticated, his approach to
the principalship represents an important option for school executives. He
embodies the visionary and symbolic approach to organizational control which
Sergiovanni, et al. (1980), Owens (1970), and Ouchi (1980) equate with
ieadership. His concentration on the "atmosphere" of the school, the
“enthusiasm” of staff, and the "pride”, "hard work" and "happiness" of the
students reflects a belief that intentions, efforts, and feelings — rather than
program structures or teaching techniques -- are the key ingredients in school
success. It would be easy to criticize Mr. R's psychological manipulation of
students, his tendency to ignore teacher shortcomings and programmatic
inefficiencies, but it is more Important to recognize that these are the most
likely points of ineffectiveness for anyone who tries to stimulate and encourage
rather than organize, supervise, or direct subordinates. Moreover, an individual
with more expansive skills and a better sense of the specific requirements of
good teaching could probably utilize Mr. R's style in ways that would yield a

far more effective channelling of teacher and student energies.
CONTRADICTIONS IN MR. R's STYLE

The most obvious and distressing contradiction in Mr. R's approach to
the principalship is the persistent tension between his professed interest in a
relaxed, friendly, open and cooperative atmosphere which contrasts with his
tendency to manipulate the feelings of both students and teachers by appealing
to their sense of social obligation and loyalty. He acts as if relaxation could be
produced while maintaining social distance between himself and others. His
physical presence is intense, his verbal and physical contact with children
expansive, and friendly dialogue with teachers quite evident, but he attempts to
impose his own enthusiasm and sense of commitment on others rather than
allowing them to develop their own. This process is easily recognized in his way
of relating to our research team. He interprets, but does not disclose, the
interior space of his own cultural meaning system. In the same way, he
concentrates on student and teacher cooperation and overt attitudes rather than
attending to their teaching and learning activities.

This contradiction appears to be the direct result of Mr. R's belief that
he personally must originate the good feelings which he believes are the source
of adequate motivation and rewards for teachers. By believing that the
appearance of success is the starting point for high performance, he is forced
into pretense and away from the analysis of issues and problems in his school.
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VISOR: THE CAS5SE OF MR5. 5

(Wl
\I’Tu

THE PRINCIPAL A5 5U

Qur fourth principal, Mrs. 5, is a black woman in her second year as
principal of a predominately black elementary school. In addition to her
responsibilities as a principal, she is a team Ileader for the district's
court-ordered desegregation {(D&I) program. The combination of categorical
programs at this scheol and her D&l responsibilities means that she has three
essentially full-time classified employees under her immediate supervision: the
regular school secretary, a community aide, and the D&l program secretary. She
also has regular interaction with a teaching assistant principal and two resource
teachers. The site also has the services of a counselor, speech and hearing
specialist, a half-time Ilearning disabilities teacher, two part-time music
teachers and a part-time psychologist with whom Mrs. 5 works less closely. Her
cffice is positioned in such a way that the regular school secretary and the D&l
secretary are accessible through different doors.

A little time spent in her office quickly highlights differences between
the work style of this principal and those of the others in our sample. There is
more paper shuffling in this office as D&l projects compete for attention and
decision making time with the usual flow of student, teacher and parent
visitations to the school office. Unique among the yrinf:ipais we observed, Mrs.
5 keeps her calendar on a large chalk board prominantly displayed in her office.
Meetings, deadlines, and other important events are noted on this chalkboard
for anyone who enters the office to see.

which pro;e:ts are canstantly bemg scheduled warkeduon and Ecrnpleted. “Mrs.
S, who serves as the shop foreman, concerns herself wn:h whether work is
properiy scheduled and whether the workers are attending to their
responsibilities In ways that keep -the shop running smoothly. Her two
secretaries are trusted lieutenants in this process — providing information,
pursuing details, and following up on projects in progress. The extent of her
trust for the D&l secretary is revealed in the following exerpt from an
observation protocol:

Before she leaves the office Mrs. 5 checks in with the D&I
secretary again and asks: "Do you have the letter all done?"
"Yes." "Why don't you type it up then, so we can see what
it will look like?" This is a letter that Mrs. 5 has Leen
dictating to parents concerning the special programs, She
dictates the main body of information and then lets the
secretary fill in accordingly. 5he and the D&I secretary
work together off and on all day, and from an outsider's
view, it appears they have an excellent relationship here. To
a degree Mrs. 5 depends on this secretary to use her own
judgment in doing some of these things. She gives her the
basic outline of what needs fo go into it and then the
secretary is permitted to have some degree of creativity in
writing such a letter. )

This same trusting relationship is revealed when she talks to the regular
secretary about a substitute who will be taking over the teaching assxgﬁrnent of
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ner assistant principal for a couple of days. Early in the morning, before many
staff members have arrived, the secretary comes into her office on another
Tt

tter and the following exchange takes place:

Mrs, 5 asks about the substitute scheduled to arrive that
morning, "Does he look strong or am [ going to be in for a
very rough day?" The secretary responds: "Well, he has
subbed at the high school for the last three months." Mrs. 5
says, "I guess [ had better make a trip down 1o the
classrecom. | think [ had better see what 1w looks like and
get <the assistant principal’s> impression.”

A little later she says,
We don't need any interruptions from that class today.

Mrs. 5's close working relationship with the secretarial staff exrends to

her community aide and her assistant principal. Her relationships with several
teachers and with numerous students stand in rather marked contrast to this
close-knit office staff, however. The Iollowing remarks — sounding a bit strong
because they are here taken out of context -- reflect an underlying tone of
social distance between Mrs. 5 the staff and student body of her school. In a

general way, she says,

Being a principal means that vou've gotta be the mommy
most of the time — or the daddy — you've gotta be a
know-it-all, you've gotta have the answer to everybody's

problem, including teachers and anybody who comes through

on each other.
In more specific terms, she says of one teacher,

have toe know what she is planning to do. What kind of order
they will be working ¢n to obtain their goals. Some people
seem to jump around from here to there and the learning
process gets all mixed up.

If [ let her, N. . . will teach to the absolute minimum. 5o I

Of another she says,

"Mrs. N. .. is sure to need help. 5She doesn't understand at
all. She needs-help just to stoop. We are going to have to
hold her hand and baby here through because she is going to
have to do it." Mrs. 3's voice and demeanor show her
frustration and anger as she talks about dealing with Mrs. N.

Of substitute teachers she says,

Substitutes have problems with most of the classes in the
district — indeed, some of the substitutes that the schools
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getl are very poor specimens.

And of a janitor who does not want to set up the furniture for a special
t school, our observer reporis,

.

Mrs. S is most unhappy with him. She informs me that he is
being lazy.

The direct, almost belligerent, manner reflected in these remarks should
not be taken to mean that Mrs. S fails to respect the rights of employees. In
fact, as the following Eplsode clearly demonstrates, she has a very high regard
for employee rights and is just as aggressive in defending those rights as she is
in criticizing staff members who are lax or incompetent. She was trying to
arrange a luncheon meeting with tcachers from another school. The secretary
from that school calls to say that the teachers are not permitted to leave the
campus during the lunch hour. Our protocol picks up the story:

Mrs. S informs the secretary to tell them they certainly can

get off. They have a duty free lunch and they are free to

leave the school for that luncheon if they wish. The person

at the other end of the phone implies that the principal of

the other school will have a fit if they do this. Mrs. 5's

response  about the other principal's attitude towards

teacher lunches is that "He's a . . . .,anyway." S5he feels as i

though <the other principal> is probably making those

1eachEPs lives miserable. She goes on to talk about the fact

that those teachers have a right to a duty free, playground

free, lunch. It's part of the contract and he has no business®

tryiﬁg to give them a hard time about it. It is obvious that

Mrs. S does rot cobject to the idea that the teachers' lunch

time is their own.

This belief in the fundamental rights of teachers is accompanied, in Mrs.

5's mind, with a belief that they need to be given very explicit, almost
legahstu:, directives about what is expected of them in their jobs. In talking
about whak to send out in a bulletm to teat:hers regardmg materials covered in

"Put it in print so the teachers can't say, 'We didn't hear
about it," or 'Did we talk about that?'"

And the piece which she then dictates to go into the bulletin reflects
the general tone of her relationship, with many students. It said, in effect,

We've been working with a lot of kids lately who have been
distespectful of adults — they probably need to be counseled
= there might be more than we're aware of, so be sure to
let us know about any additional instances .so. that ‘we can
support you. We can't do anything about it if we don't know
about 1t.

This tone is reflected in her playground surveiilance behavior. On one
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One teacher and | usually come out to make sure thereSno
pushing. There are normally very few problems.

Yithin a few minutes, however, she,
Chewed out a little girl for not coming in when the kil
raﬁgg

And,
On the way back to the office she spoke to a couple mre
about "getting to class" and hurrying up with milk. ‘

© On another occasion, she heads for the playground with the remarkthat,

I think I'll go outside and supervi-= the troops.

Once on the playground, our observer reports,

Various children are walking far too fast for her andthe
tells them to slow down. She calls to two children thatue
running and alsc tells them to walk.

In the class where the substitute teacher whom she discusd with the
secretary is about to take over, she says that,

she expects them to behave and does not want to haveay

. of them sent to .the office. She states that she knows ey
can behave and she doesn't see it necessary for them foly
to give the substitute a hard time.

To a group of children about to leave the campus to altd a play
performance, she says that,
If they cut up at the play she will come and get them, e

does not expect them to misbehave in any way but shebs
her car and she'll be happy to take them from the scene

Back on the playground,.on still another occasion, she
Takes a position close to the basketball area. Mrs. 5 stils -
that most often it is in the area of basketball playing thila
fight may arise during play. One student is apt to dee
that someone else took his shot and that's where a fightan
0CCUr. . ' :
As the bell rings, Mrs. 5 blows her whistle and says to the students

"Come on, let's go." She has to speak to a half dozen peglk
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r so about moving along. 32he calls each of themby name.

or
There's no "Hey you!", the children who are davlling she
knows and calls directly. The students line wupand the
teachers come and get them to take them back 1o dass.

T m1s extensive concern with orderly behavior and student

certainly

has some justification. We observed more than oneudent al

dis«;‘:if:liné

on the = ayground of this school. And Mrs. 5 has at leastme teacher wnose

ability t<= maintain classroom order is exceedingly weak.

observat L > n protcs~ol for one early afternoon reads:

At 12:5] Mrs. S stops in at Mrs. N. . . 's classroom Mrs. N.
- - is having some problems gettmg the class to b orderly
and attentive. Mrs. S stands there for a few minytsas Mrs.
N. . . repeatedly tells them it is time to sit andle quiet.
Mrs. 5 booms forth with "l don't hear anyom paying
attention to me or Mrs. N. ., She shouldn't hae to tell
you that every afternoon." 5he's referring to ther sitting
down and getting in order. After Mrs. S spEaks, the class is
very quiet and attentive. We then leave.

Mors. 5's firm, assertive manner is not always directd toward
and teaci=-=rs. When one of her aides i5 taken home ill, Mrs.jarranges for her
sixth gra <de daughter to be sent home from school to care for her.

calls the

I

family doctor's office. At this point, our protocel rgorts,

Mrs. S tells the doctor's nurse what has happenedto <the
aide>. Also that the daughter has been called togp home
and that Mrs. 5 has told the daughter to call the Dr's.
office if necessary. She impresses upcn the docroo's office
that this is a child who's been put in this situationand that
she's told the child that the Dr's.—office wouldb most
helpful. Mrs. S is polite, but she is rather firm abat etting
the office know that she expects them to be of hejin this
situation.

Inthis classroom, our

students

She then

sum, Mrs. S5's principalship is based on a fairly eylicit embrace of

what Mc GG regor (1960) calls "Theory X'" management. Hoy aniMiskel (
summarize= this view:

Theory X — the traditional view of the worker aniworking
— holds that people are lazy and dislike and avoidwrk and
that administrators must use both the "carrot and stick” to
motivate workers. McGregor maintains that ofter less
explicit, but widespread, beliefs are held by managment or
administration. For example, the average man [dicator,
student) is by nature indolent, lacks ambition, dislikes
responsibility, and prefers to be led.. Moreover, th worker
(educator, student) is inherently self-centerd and
indifferent to organizational needs unless they satisfy
motives. The worker is by nature resistant to change.
Finally, he is gullible; not very bright; and a ready dupe for
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cusaders, charlara - 115, and demagogues,

The mtion that peoplee= are gullible, rather than bad, is embodied in Mrs,
Y yies— a5 abut the major pro  blems confronting the schools. She says,

All educators are faced with the problem of Zfighting the
TV, While schools= are being blamed for all of the evils of

elication, the real culprit is T.V,

Netoly are the minds= of children easily distracted and destroyed by the
tivel =>f T, their parents a=re also gullible becase,

Every parent think. s their child is a perfect angel, until we
prove it otherwise . So we sit and talk with parents and
decide collectively— what we're goma do with Johnny's
behavior.

Mrs, Jeven views hers=seif as easily mistaken. 5he says,

Abut 2/3 of the  time you're right and about 1/3 of the
tine you're wrong, but you don't sit anund and brood about
it. You say, well iZ== that happens again[l'll know what to do.
We learn every da__y, this is how wegrow. As long as we
treat each other a=s human beings andtreat our problems as
indvidual problems . , a lot of the time you can deal with it
mich better,

7 Thus, for Mrs. S, the - world of human lmitations, sloth and ineptitude
frce8  the pincipal to be a  strong, sometimes stern, director of the schools'
alfairs.—=

CONANTRADICTIONS IN MRS, 5's 5TYLE

The cntradictions i Mrs. 5's style are kss obvious than in the three
pincipe==als described previouslw=s. She seems to be the hard-headed realist in the
foups with few illusions or romantic dreams and with even fewer
Ms-pr — ceptions about her ow—rn intentions or those of others. She has a real
optrAd=iiction, however. It i that her style leads her to concentrate almost
titirélymer on the formal prosesjects and emergent problems of discipline or
mn-cOm—mp liance even though  she knows full well that it is necessary for the
sthool = o include in its "main  thrust",

bulding student se=1If image as well as improving general
acadermnic performar—ice.

She also knows that we—hen evaluating how well the school is performing
e Mee—==ds to ook at "teach:=er morale" and ‘'paent involvement” az well as
licipliene. Moreover, .
The most important— thing a principal hs to do is work weil
with people ~— to i=mnterrelate with different types of people
ad to use this ab-eility to have people work as a cohesive
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Eroup.

What we ob=serve, however, 15 that Mrs. 5 spends a varjlirge portion of
her ume working o n problem children, problem teachers, andublem program
components. Succe=ssful teachers, compliant children, and warlgprograms get
little attention. Th e result is that many of the people she woihwith feel that
any contact with M=irs. 5 probably means that you are in trouh Mrs. 5 was
probably the only ==ne really surprised to discover that the gailtwvho had to go
heme ill did not s-want her to know about the problem fufear it might
jeopardize her job- Although our observer could have predictedils. 5's diligent
and sensitive pursu_it of help for the aide -~ including her agesive contact
with the aide's physsician - the aide was responding to the preiiing impression
of Mrs. 5 as a no-nconsense, strictly by the book supervisor.

THE MEZJLTI-STYLE PRINCIPAL: THE CASE OF MK T

The work or==zentation of the fifth principal in our stud4irs. T, is more
difficult to classify— than the others. Mrs. T is a somewhaljpunger, white,
female principal in  her second year as an elementary schoo| picipal. She is
highly regarded by senior central office administrators and irmesed our field
observers as bright_, energetic, and fairly comfortable with (wrelatively new
role as principal of a high achieving, largely white middle classuwurban school.

There are a-t [east three reasons why Mrs. T's worlkeile is hard to
classify. First, she is relatively new to this role and is still dimering what to
emphasize and what to overlook amoeng the demands and oppoQrtities which are
presented to her, =She is no newer to the role than Mrs, 5, Wse supervisory
style is easily recog—nized, however. Thus inexperience in this gltcannot be the
whole explanation.

A second fac—tor contributing to the complexity of Mrs, I work style is
the strength and cobmesiveness of the faculty at her school. Samteachers from

this school are key leaders in the district's teacher bargainijunit and they
take an active inteér—est in seeing to it that teacher rights and ilwests are fully
protected. These teachers are more than simply teacher-iits advocates,

however. Senior me=mbers of this staff have well established puonal friendship
ties with one anott—er and take an active interest in the avuil climate and
functioning of the ==chool. This was the only school in our iy at which a
group of faculty ms==embers initiated a meeting with our reseah staff. At a
rather informal mee=ting called by the most influential teachenat “this school
we were first caref-railly scrutinized regarding our motives and mthods and then
expansively told abe==ut how good this school is.

A third factcor :which complicates Mrs. T's work role sl middle class,
suburbanized charac—ter of this school's clientele. Mrs. T wasuntacted much
more frequently tha== any of the other principals by parents ex-sing explicitly
educational rather —than behavioral concerns. Families sendingdildcen to this
school obviously car—e about the quality of their children's edyulbn — not just
their test scores --or their grades, but the nature and <chucter of their
educational experier—ces. This concern for children's educatio nlexperiences is
given even greater— visibility because Mrs. T's school hoaw five special
education classes —for children with problems ranging fropnwere aphasic
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disorders to mild learming handicaps. These special education classes encourage
increased day-to-day interest in educational achievement measures and
diagnostic testing on the part of both parents and staff members.

Mrs. T someumes displays a leadership orientation of the type
characteristically seen in Mr. R's work., That is, she sometimes concentrates
primarily on developing a proper climate or atmosphere in the school. This
shows up 1n her discusions of working relationships with teachers:

I try to have established a working relationship, a rapport,
with teachers so that when I need something I can go to
them and tell them [ need for this to happen. And I try to
do it on aninformal basis. [ try to do it ene-to-one, If it's
that kind of an issue.

She elaborateson this in describing how she can tell whether she's being
successful. 5he says,

I think I can tell by climate. I can tell when [ am out on the
playground — 1f 1 am taking responsibility for student
behavior onthe playground at lunch time. If there's a lot of
hostile behavior going on, there's something wrong, there's
something that I need to do to address that question. I can
tell as | am talking to teachers — if there's a lot of
hostility. If they are not congenial with me, if they are not
free to tik to me, that wusually is an indication that
something is wrong. On the contrary, if things are flowing
srnmjthly, then I feel that thmgs are pretty successful, If I

As indicated in the following exerpt from an interview, her leadership
concern is also evilent when she talks about her participation in formal
meetings with the teaching staff:

There are times when we have staff- meetings and I have
things that | need to make teachers aware of. [ need
feedback from the ‘teachers — and for me that's a good time
to get it, .. I don't like the teachers doing other work
when they are sitting in a staff meeting. I like for them to
participatein it, and I am fairly assertive about that.

In this context, Mrs. T is deeply committed to the belief that education
requires intense communication and a shared vision of the school's purposes and
programs.

This is but one aspect of Mrs. T's complex style, however, and it is
difficult to be certain on the basis of our limited data whether Mrs. T's
apparent effectiveness is due to her skill in execution of this leadership style
of to other elements ih her overall work orientation.

At other times, Mrs. T sounds more like Mrs, O, the manager-principal in
our sample. This orientation is particularly evident when she is talking about
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the importance of staff development and her role in staif evaluation. Her
interview protocols offer the following example of this technical, managerial
orientation;

Teachers can be taught to be effective teachers by learning
certain techniques and, as principals, we can help teachers
become aware of those techniques. We can reinforce them
when we see that good teaching is going on. . . We can
reinforce that behavior by pointing it out to them and
making them aware of why what they are doing is effective.
So, as part of the evaluation process, when [ go in to do an
observation on the teacher, 1 try to write a word picture of
what is going on in that classroom. And I take down as many
specific kinds of things as I can and:then from that | draw
out the elements that fit in to Madeline Hunter's concept of
lesso design. I am sure that you probably have heard about
the seven different elements that are found in good teaching
lessons — I 1dentify those areas that [ have actually seen
and reinforce them by giving positive feedback on it. And
when 1 find that there is an aspect of good teaching that's
missing, [ make suggestions in that area — realizing, of
course, that simply because the teacher doesn't establish an
"anticipatory set" doesn't necessarily mean that she's not a
good teacher. It doesn't even necessarily mean that it was
needed. But if the students aren't motivated to learn and
they are not paying attention, than maybe an anticipatory
set might have been called for, so I would make that
recommendation.

As clear as this technical basis for managing instruction appears to be,
however, Mrs. T tells us that,

[ am not very comfortable evaluating teachers. As a new
principal, it is for me the most stressful part of my job.
Madeline Hunter has given me a handle on it. It is much
easier because of the. terminology she identifies. It is easier
for me to go in and feel like I am doing a competent job,
picking out eifective elements of good teaching and
addressing myself to things than I find lacking.

In addition te the support for this technical management orientation
provided by the Madeline Hunter training in teaching techniques and lesson
structures, Mrs. T s strengthened in this orientation by her effective
relationship with senior central office administrators. She calls the executive
administratioﬁ a "Euﬂpﬂi‘t grcup" a_nd repcrts that they have visibly attended to

On a few orcasions Mrs. T scunded like Mr. Q, our administratively
oriented principal. This was. partu:ularl evident when she was dealing with
budget and reporting problems in her job. | For example, when talking about how

to plan her work for the coming week, she says,

/
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The mawmn thing | am considering right now are some
deadlines that [ have in terms of budget. Budget cutoffs are
coming up for the end of the year. As | mentioned earlier,
my teacher evaluations are past due. | need to complete
those. | ry and keep it ongoing. As | come to something
that | reed to follow-up on, [ try and mark it on my
calendar.

The main difference between Mrs. T's approach to these administrative
demands and that taken by Mr. Q, however, i5 her sense that these requirements
are peripheral and intrusive rather than central to her overall work load. 5he
clearly has more important things to do with her time than to attend to
administrative deadlines and make school budget decisions, but when forced to
deal with these issues she does so with much the same orientation and decision
making strategies as Mr. Q.

The closest Mrs. T ever came to Mrs. S's supervisory style was when she
described how one staff member was "encouraged" to undertake a special
training program. 5he said,

[ have one teacher, for example, that has a problem with
discipline and contrel. S5So I have suggested that he attend
the assertive discipline workshops for his own professional
development. In our district we have what's called Keys to
Teaching; it is based on Madeline Hunter's professional
development program. Some of my teachers have elected —
maybe with a little encouragement — to attend.

Here again, Mrs. T's style is only vaguely reminiscent of Mrs. 5's
aggressive supervisory approach. She is clearly willing to take steps to
"encourage" teachers 1o compiy with her expectations. In fact, Mrs. T
"encouraged” one teacher with whom she was unhappy to transfer to another
site in the course of our study year. But this aspect of her work style is not
accompanied by Mrs. S's pervasive sense that teacher and student disciplinary
problems are about to erupt at any moment, or that there is a need to either
"baby" marginal teachers or "be on the lookout" for trouble.

FLEXIBILITY RATHER THAN CONTRADICTION

While there were obvious contradictions between intent and action in
each of our other principals, none are ..adily apparent in Mrs. T's style. Her
beliefs about the bases of high quality teaching include both the dedicated
effort and specialized technique emphases which are differentially embraced by
the other principals. And her beliefs about the ultimate aims of schooling seem
to include both the developmental and the achievement goals which divide the
other principals. While each of the other four principals displayed a clear bias
toward a specific combination of teaching werk and school mission definitions,
Mrs. T embraces a comprehensive and fiexible pattern. It is a pattern which
appears to provide her with the ability to alter both her work orientation and
her approach to the specific requirements of her job as she moves from one
problem area to another.



O

ERIC

Aruitoxt provided by Eic:

SUMMARY AND CONCLUSIONS:

The five principals whose work orientations and executive sty “es have
been reviewed in this chapter represent a brad range of personal bac xground,
training and experience. Thus, they differ indozens of way that have ot been
described. Moreover, the data which were gathered and analyzed are lL_mited in
scope. Nevertheless, each elementary school principal in this study reli =s on an
identifiable, personal work orientation or cultural perspective to defime tasks
and guide work activities. The five principals presented in this chapter
illustrate four essentially different cultural perspectives.

Mrs. P has adopted a "managerial” orientation. She carries out lmer work
In a technical manner; placing emphasis on program planning and (= erscnnel
issues. She. exhibits a unique high energy level and careful workmanshiz=. She is
also different from the other principals in the manner by which =he uses
language, displaying a sense of wit and cynicism. These characteristics give her
school an atmosphers of efficiency, but also exacerbates certain c=ersonnel
problems.

Mr. Q relies on an "administrator" orientation. He is preoccup ied with
time and scheduling. His primary concerns are to provide support and = resence.
He deals with student discipline; he perceives his teachers as aui onomous
professionals and passes along to them programmatic suggestions £ rom the
central office. This executive style results in his having a sense of m==nagerial
responsibility without adequate power, a snse of leadership respconsibility
without a general vision, and a tendency to personalize relationships,

Mr. R's style we've called "leadership'because of his tendency +to focus
his attention on the emoticnai climate or atmosphere of his schoo-i. This
principal has a view of what schools should be and he tries to personal 2y infuse
that view into the organization. One problemcreated by this leadership> style is
that problems are easily avoided in the rush to create a positive atmr=osphere.
Hxs behef that enthusxasm orxgmatés wic the prmcxpal leads ME- E to

;t cauld.

Mrs. S has adopted McGregor's "Theary X" approafzh to mary agement
more than any others among our principals. Her attitude toward teacEners and
other employees leads her to concentrate attention on weaker teachers and see
close supervision of their work as a primary responsibility.

Mrs. T is a multi-style principal. She does not display a particu lar style
consistently, but rather displays chardcteristics of all types. This flexiZole styie
enabled her to manage her school in ways that were perceived to be e=ffective
and reasonably efficient by both central officc executives and a strong =—adre of
teachers within her building. The school situastion was unique, however . making

" it difficult to be confident that successful management was a result of Fser style

or her placement in this special setting.
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CHAPTER VII

CLLTLURAL INCENTIVES AND EFFECTIVE TEACHING

It is ume to ask "What does it all mean?" We have reviewed prior
research on work motivation, rewards and incentives. And we have explored In
considerable detail the work orientations and activities of fifteen elementary
school teachers and five principals. Does all this analysis add up to a
meaningful, consistent theory of teaching incentives? What does it say about
the relationship between teaching incentives and teacher effectiveness? These
questions are best answered by abstracting a series of formal theoretical
proposi:ions from the previous chapters, and then exploring the empirical and
logical basis for them. The eight theoretical propositions presented below,
while departing rather markedly from most of the literature on rewards and
incentives, 15 broadly supported in recent research on management and
productivity in industrial organizations (see, for example, Ouchi, 1981; Deal
and Kennedy, 1932; Peters and Waterman, 1982). Like this recent literature,
our theoretical framework asserts that there is a fundamental and direc= link
between work incentives for teachers and the development of school and
classroom cultural systems.

MOTIVATION AND REWARDS

Proposition #1: Appropriate motivation plays a vital role in
determining the quality of teacher work efforts.

Not all human behavior is "motivated.” Physiological responses tc loud
noises or temperature changes, for example, arise spontaneously from the
operations of the body's autonomic systems without conscious attention. Work
behavior, by contrast -— especially the complicated work of teaching
elementary school children — does not arise from such unconscious and
automatic processes. Such work activity must be motivated. That is, it does
not begin until it has been stimulated or energized, and the form which it
takes must be shaped and directed toward specific tasks. The effectiveness of
individual teachers depends largely on the overall level of their stimulation to
action and the specific forms which their activities take. In short, teacher
effectiveness depends upon motivation.

Appropriate motivation solves two important orgamzatlgnal problems:
securing participation and assuring erformance. Participation in the workplace
is, of course, the more fundamental problem. Unless workers seek jobs, show up
¢ regularly, and engage energetically in thei. assigned tasks, no work
done. Participation without adequate performance motivation is of
=, however. Especially in complex and emotionally demanding jobs
aghing, it is all too easy:for workers to confuse mere participation in
routine work activities with their broader responsibilities for high quality task
performance.

n analyzing the motivations of teachers and administrators, as the

- 165 -



Q

ERIC

Aruitoxt provided by Eic:

data presented in earlier chapters has amply demonstrated, it is important to
know how they nterpret their own participation and performance
responsibiiities. Educators have many different ways of participating in school
and classroom work activities, and they adopt sharply divergent views of goals
and criteria for evaluating teacher work performance.
Proposition #2: Rewards, broadly conceived, are the most
effective work motivators.

Used broadly, the term reward refers to any experience which produces
sausfaction, pleasure or fulfillment for those who participate in it. We use the
term "experience' in this definition in order to acknowledge that many rewards
do not have an objective or material aspect and cannot, therefore, be
described as reified "things" to be manipulated. Many rewards are, of course,
centered in material objects. The reward-value of these cbjects depends,
however, upon how much they are valued or desired by those who receive
them. Thus the reward — the sense of satisfaction or fulfiliment — which
comes from material objects depends upon how they are expsrienced, not on
the objective characteristics of the objects themseives.

REWARDS V5. REINFORCEMENTS

It helns to clarify the concept of a reward if we carefully distinguish it
from the concept of a reinforcer. The terms reinforcement and reward are
frequently used interchangeably in everyday conversations. In technical
discussions, however, they differ significantly — and that difference is crucial
to our analysis of teaching. As a technical term, the word reinforcement has
been universally utilized by behaviorist psychologists to refer to the fact that
certain experiences, if they are closely associated with the performance of
some act or the emitting of a particular behavior, will increase the probability
that a person (or an animal) will continue to emit that behavior. For the
behaviorists, any experience which increases the likelihood that a behavior will
be emitted is said to be a reinforcer for that behavior. Thus, the behaviorists
insist upon looking only at the consequence of an experience. Concepts like
pleasure, satisfaction, or fulfillment are, from the behaviorist perspective,
highly inferential (some even deny that these terms have any meaning at all).

‘Hence they generally avoid using the term reward altogether.

Psychological theorists who adopt more complex theories of human
activity (e. g., those who base their theories of motivation on drives, needs, or
cognitive meaning systems) are much more comifortable using the term reward.
These higher level psychological theories share the view that individuals act in
response to their own interpretation of past experience and/or anticipation of

future consequences. Interpretation and anticipation are mental processes that
go unobserved by strict behaviorists. Indeed, with currently available research
methods they cannot be observed at all. Such mental processes must be

inferred from what people say and do. Inferences of this sort are basic to any

science, however. They complicate the analysis of human actions, but complex
analysis is certainly preferable to simplistic conclusions. Hence psycholegists
interested in the analysis of higher level human behaviors are generally
comfortable with the idea that mental states or processes should be analyzed

as part of any theory of human motivation. Consequently, they frequently use
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action, fulfillment

the term reward to refer to the subjective feelings of satus
ar pleasure \ﬁhu:h accompany certain experiences, and to call the experiences
which produce these subjective feelings rewards.

Our use of the term rewards in connection with the motivation of
teachers reflects our rejection of strict behaviorist interpretations of
motivation. In our view, most behaviorist research has produced weak and
contradictory findings largely because it has denied the importance of the
subjective meanings which individuals attach to their experience. It is true, of
course, that some research work based on behaviorist theories has found
significant, though usually weak, relationships between reinforcement
experiences and subsequent actions. We have become convinced, however, that
no effective analysis of teaching will be possible without taking intc account
teachers’ subjective interpretations of their day- to—day‘ experiences within the
school.

TYPES OF REWARDS

are ic and extrinsic. Two attributes
distinguish extrinsic from intrinsic rewards. First, intrinsic rewards arise from
personalized psychic experiences. They are generated entirely within the
subjective experiences of those who receive them and cannot be physically
manipulated by others. Second, intrinsic rewards are immediately linked to
engagement in the activities with which they are associated. That is, their
distribution is immediate and direct; not contingent upon the actions of others
or delayed until some subsequent experiences are encountered. Thus the link
between engaging in an activity and receiving the intrinsic rewards for deing
so is established entirely by the characteristics of the actors themselves — it
is not contingent upon the operation of some external distribution system.

Rewards are of two basic types — intrinsi

Extrinsic rewards have the opposite characteristics. They are objective
or material in character and thus subject to manipulation and control by
others. Their distribution is not fully under the control of the person who

"receives them and frequently is imperfectly linked to engagement in activities

with which they are nominally associated.

Of course, the derivation of intrinsic rewards for one's actions is also
problematic. It is often the case that an individual engages in an activity
expecting to derive a sense of personal satisfaction from participation in it, or
anticipating feelings of pride and accomplishment to emerge from SUCCEssful
completion, only to be disappointed in the outcome. Uncertainties of this sort
are related to successful execution of intended actions -or accuracy in
predicting one's own reactions, however, not to an inadequate lmﬁage betweéen

the actions taken and a szparate reward distribution system.

While it is relatively easy to distinguish among the two major types of
rewards, it is very difficult to measure their size or potency. The reward
values of obvious and widely recognized extrinsic rewards (such as salaries,
promotions, or tax benefits) are far from uniform for all individuals.
Behaviorist theories can conveniently assign reinforcement values to such
rewards by measuring their cash value. Reward values, however, are based on
the extent o which individuals derive personal pleasure, satisfaction or
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fulfiliment from these experiences. Therefore, the strength or potency of such
rewards 1s significantly affected by the subjective meanings and values
assigned to them by the recipients.

Available evidence supports two conclusions regarding the value or
potency of various rewards for educators. First, educators generally find
intrinsic rewards more meaningful and attractive than extrinsic ones. Given
that teachers are paid substantially less than other college graduates, this
finding is not surprising. It is, nevertheless, vitally important that managers
and policy makers keep it in mind when trying to improve school performance.
The second broadly supported conclusion is that educators rely on sharply
divergent  subjective meaning systems for interpreting their work
responsibilities and experiences. As a result, different individuals seek and
respond to quite different intrinsic rewards within their work. This finding
means that the impact of any system of rewards on teacher effectiveness will
be complex and difficult to predict — requiring managers and policy makers to
understand the subjective dimensions of teacher value systems and work
orieritations as well as the objective characteristics of schocls and classrooms
if they hope toc develop reward systems which will significantly affect teacher
work performance.

Proposition #3: An incentive is a reward which serves to

modify work behavior by being linked (in the mind of the
worker) to participation in, or performance of, particular
tasks or activities.

The term incentive is often used, inappropriately, as a synonym for the
word reward. There is, as indicated in Chapter II, a close relationship between
these two terms. Both refer to various experiences capable of producing
pleasure, satisfaction or fulfillment. Reward is the more general of the two
terms -- used to refer to any experience capable of producing these feelings.
In order for rewarding experiences to become incentives, however, they must:
be contemplated in advance by those who will receive them. This in necessary
because the term incentive refers to ~ the fact that contemplation or
anticipation of various rewards leads people to modify their behavior in various

. __ways_that they believe will help to secure the rewards. Thus, the existence of
an incentive depends upon its prior existence as a reward. Without rewards
there is nd reason for individuals to adjust their behavior in an effort to
obtain them. -Rewards may exist, however, without ever becoming -incentives
for action. If individuals cannot imagine a linkage between their own actions
and the acquisition of particular rewards, these rewards will not serve as
incentives for action (except, perhaps, in the special sense of .serving to
motivate exploratory or innovative behaviors which are based on vague hopes
rather than explicit expectations). ! : -

If the reward-value of an experience refers to the magniture of the
pleasure or satisfaction it produces, the incentive-value of this same
experiences refers to the extent to which it influences behavior. Thus, the
incentive-value of any given reward is conceptually quite distinct from its
reward-value. Very large rewards will have no incentive-value for workers who
believe that luck, serendipity, or the capricious decisions of others completely
control their distribution. By the same token, relatively small rewards can have
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a significant incerxstive-value if workers believe that The-ycan be easily and
reliably secured wi—th modest work efforts.

Perhaps the best way to interpret the differences belween rewards and
incentives 15 to ncote that the term reward belc:mgs to psichological theory,
while incentive is a sociological or organizational analysisconcept. Before
anticipation can turn psychologically meaningful rewar into incentives
controlling social behavior two conditions must be met. Fist, workers must
concretely imagine the particular activities or tasks which e to be rewarded,
For example, if w—orkers believe that they are being rewwded for the time

" they spend in the  work plac:;, they will behave quite diffeently than if ‘they

believe they-.are being rewarded for displaying a partiuar attitude, for

performing partlcuﬂar tasks apprapnately, or for getting spedfic results.

The second t:cndltxan for turmng psychalag;cally pient rewards into

" organizationally ef=fective incentives is the development clan understandable

and reliable distrib-=wuition system. Unless workers know (or atleast imagine that
they know how th=ee rewards they- seek are sturcturally Liled to their work
FESponSIbllltles the=y will not know when or how to performtheir work. Under
some circumstance==, reward distribution is linked exclusiveljto finished tasks
— with no attenticon given to the timing or manner in whih those tasks are
performed. Such is the case, for example, when successful plticians distribute
the slzmlls of office== to loyal supperters without asking hcswthey succeeded in
winning the electieson. Examples of this sort are very rarin ordinary work
settings, however. Typically workers are rewarded (as ar students) only if
tasks are done in the prescribed manner, at the appropriie time, and meet
specific evaluation criteria. . :

As Martin R_ein (1973) has noted, incentives viewed iithis way are to
be distinguished fr=om coercive regulations as mechanismsof social control.
Workers (or citize: ns) who imagine linkages between partiwlar behavior and
highly prized rewa=rds are likely to voluntarily modify thej behavior in order

 to reap these rewa:rrds. In the absence of a suitable incentiwscheme, however,

their behavior will be controlled, if at all, only by rules adregulations that
are supported by == credible enforcement system. (It is posble, of course, to
generalize the concept of incentives to include escye from coersive
regulations, but su: <h an extension sacrifices clarity in analys for an artifical
comprehensiveness in definition — we prefer Rein’s dsdinction between
incentive-based an— regulatlon -based social control systems),

INCENTIVE SYSTEMS

F’FEI‘JDSIII@I‘I ##4: Incentive systems — that is system linking
anticipate=d rewards to specific work behavior - mxist at
three commceptually distinct levels of analysisz ) the
individual . 4 2) the group, and 3) the organizational.

Individual irmcentive systems are those which povide rewarding
experiences direct®2y and separately -to individual workers In order to be
distributed in this =way, rewards must meet two conditions. fist, they must be
contingent entirely  upon individual worker behavior. That ijthe workers must
believe that the rewards are garnered by personal efint — effort rnot
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requiring the collaboration of others. Second, the mvards that= a worker
receives must Eoe of a type which can become the wholjprivate pc—ssession of
the individual =—=who receives them. They must not. 'spilloer" to- ott—er workers
who become  *'free riders" merely by. belonging tothe same group or
organizational wnit. If these two conditions are not mel workers ws=ill come to
believe that tl==ey need to develop and enforce a set oftther form==al rules or
informal socia 1 norms governing their cooperation iith other  —workers in
securing and e:mjoying the rewards. This, of course, muns that thee= incentive
system is no lo= nger focused on purely individual behavirand that 3t exists as
an aspect of gr—oup or organizational life.

Group irmacentive systems aﬂse whenever ‘it is e that eitkmer: a) the
rewards distriEeouted are of such-a-nature that they e necessa _rily shared
among workers . or b) workers must cooperate .in order hsecure the—em. Under
these conditio®ns, sets of socially enforced norms gown interac—tion among
individual worl=ers so0 as to insure that they will eachtare apprcopriately in
the expenditure= of effort required to perform the work.

Organiza_ tional incentive systems emerge when dher the cc=llaboration
required to sec- wure desired rewards, or the collective esnyment of t=he rewards
once received, becomes formal and impersonal. This wwrs when  individuals
think of their collaboration efforts as directed towardwhat Geormsge Herbert
Mead (1934) called ‘generalized others."” That s, incer=tives are
organizationallsr ‘mediated whenever people work collabontively and/ or share in
the enjoyment of specific rewards by virtue of occupyly formal see—hool roles
as members of particular organizations. Corpgrate tax icentives ar—d political
party victories are examples of such organization levelicentives. Corporate
employees expe—ct to benefit from tax incentives indirect)through tEEe benefits
such incentive== generate for all members of the corpuition, poli—xical party

-members derive= satisfaction from the electorzl successo "their" candidates

even when they= do not know them perscnally.

Both int—insic and extrinsic rewards are distributd through e=ach of the
three incentive- systems. At the organization level, elinsic inces=ntives are
operative when workers are motivated by a belief thatleir work e=ifforts will
expand the tot==al resources of the organizations for whidthey worke=. Intrinsic.
organization lewswrel incentives are called "purposive' by Citk and WE=1ison (1961)
because they e-—ffectively shape the behavior of workerswo identii—y with the
goals or purpo=ses of an organization. The teachers iom we st__died were
partu:ularly semrisitive to these ‘intrinsic incentives andoganized —their work
efforts in orde== to pursue specific educatiorial purposes At the gmroup level,
individuals coogpoerate in pursving such extrinsic incenives as gressup salary
schedules and w=working conditions, or group prestige andiitus withimea the work
organization. EIntrinsic rewards, such as group solidaril, Eﬁ]Dyl‘ﬂEl"zt of work
mates, or a ser—ase of collective identity often serve isgoup level incentives
also. Our sampe=le teachers were particularly sensitive tothe daveloc—ment of a
sense of soli_darity or collective identity. Althuh they could be
differentiated, .as noted in Chapter IlI, on the basis of wether they tended to
view their stumdents or adult c:a-warkers as the primy source of these

2

intrinsic group ZEncentives, all teachers were deeply affeced by the ==availability

of intrinsic gro==sp incentives.
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As with organization and "group level incentives, both intrinsic and
extrinsic rewards -are directly available to,individual workers. At the present
_time, individual level extrinsic rewards /for teachers (such as salaries and
“fginge benefits) do not vary widely within school systems. Moreover, while
there ate strong political pressur=s EUF‘FIE_ﬁﬂY at work to change this aspect of
the school .incentive system, we foyhd no reason to believe that proposed
changes (such as meyfit -pay schemegsor bonus pay for teachers with scarce
skills) are likely to alter teacher behavior markedly. Salary levels may have a
substantial impact .on' the recruitment of young peopl into. the teaching
profession, or on the retention of high performing individuals who are in the
profession, but we saw no reason to suppose.that salary expectations play a
significant role in.motivating either the quality or the level of work effort for
those who are on the job. Ewven at the individual level, intrinsic rewards (like
pride of workmanship:or the- vicarious enjoyment of chilcren's achievements) .
appear to have a far more pewerful .incentive value than salary and benefit

‘arrangements. — e

. CULTURE-BASED INCENTIVES

Proposition {#5: Since orienting belief systems serve to

" ‘establish the linkage between task perfofmance and reward
distribution for workers (i.e. to create incentive systeéms) it
is appropriate to say that incentives are created by cultural
systems. ) N

Anthropologists define culture in a variety of different ways (see, for
example, Arensberg and Kimball, 1965; Boon, 1973; Gamst and Norbeck, 1976;
Klapp, 1969; Kluckhohn, 1962; Markarion, 1977; Merrill, 1961). Some definitions
concentrate on the artifacts of culture — man made tools, implements or
objects of art and religion. Many conceritrate on language: development or
other symbolic communication processes. ; Still others focus on the deselopment
of values and the establishment of social mandates :or tabdos. However,
virtually all conceptions of culture agree that cultures are embodied (or at
least expressed) in a system of beliefs shared by members of the cultural
system and "foreign" to non-members. These belief systems cover at least two
points. First, they define and give legitimacy to social purposes or goals. That
is, cultures are self-consciously historical — they define for their members the
naturé of the historical linkages that bind past, present and future into a
sensible continuity. In defining historical ‘movement cultures also provide their
members with the criteria for recognizing when they are ccntributing to the
realization ¢f legitimate historical -purposes and when they are interferring
with legitimate historical goals. ’

Second, cultural belief systems serve to typify (in the sense of defining
‘and evaluating) the objects, persons and events which constitute the field of
social organization and action within which their members live. That is,
cultures distinguish "atives" from "foreigners" by providing the former with.a /

frame of reference for distinguishing the important from the trivial, the good . .

from the bad, and the meaningful from—thé meaningless in ordinary social
interactions. By typifying objects, people and events, cultures support the
development of both cognitive knowledge and collective identity. Knowledge
arises from linking events into historical themes or processes. Collective
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ider—atities emerge from the establishment of shied m=eanings and common
purpE—ooses.

In schools and classrooms cultural beliel yste=mms create Encentive
syste=ems for- teachers by: 1) establishing work goi 2) Hefining techniques
be e=stilized in pursuing these goals, 3) identifying whal nesrms for t:nilabaratmﬁ
witk— others, 4) dlsclasmg presumed linkages bet v wgrk activities and the
flowss of personal, group or organization leve] réwils, ar—=d 5) assigning values
to =xrhe varicus types of rewards that are availat! As Peters and Waterman
(19==2) point out, little attention has been giveh | the importance of these
cule=ural systems in creating and sustaining high pformmaance in business and
indezxstry. In fact, they argue, cultural belief sysms ar—= far more important
thar— either bureauc:rati: rules or high powered uhnolcsgies in assuring high
per&Zormance. Our research supports the generythrus=t of the Peters and
Wat—erman work - teachers with vivid.- cultural klief systems that clearly
defx- ne educational purposes and richly portraythe as=<tions necessary for
ach&eving those purposes find it much easier to delop and implement lesson
strumctures and classroom rules. .

As detailed in Chapter lil, teachers differ jpific=antly in their beliefs
abomeit both the overall purpose of schooling and thijpes of work activities or
rela= tionships needed to reach those purposes, ¢ evi-«dence indicates that
teac—hers find it necessary to choose betwen mea=surable achievement
procduction and diffuse child nurture or developmmt as the basic purpose of
edue=—aton. At the same time, they also chooSe be&1twn acXult-oriented, program
imp Mementation and child-centered lesson teacl‘gmg as == description of the
apps=—opriate technique for pursuing the basic goal Surgorisingly, three of the-
four— combinations of purpose and technique appeirto perovide a satisfactory
ince=ntive system to guide teacher work efforts, wweas the fourth does not.
Acte=ievement production can be pursued eitherly ccncentrating on how
chil==fren are incorporated into program structuresy by <enacting lessons that
are___ ‘carefully structured in response to childrei abmm lities and interests..
Pursmng the goal of child nurture and developrmt, by contrast, appears to
requ_tire that teachers abandon a priori program diitiormes in order to provide -
stu—fents with engaging and stimulating experiefqsresp=onsive to an ongoing
ana Mysis of their needs and interests. Each of thelw "hwelpers” in our sample
four=sd it very difficult to sustain either their omeffomts or those of their
stucTents because they belizved that child ntetre wesuld be produced by
reqe_iiring students to go through established graieve®® and subject matter
curr—icular materials. . _

. - THE ‘TECHNICAL CGRE OF THE (ASSR QQM

Proposition #6: Lesson struc:tures and =l bn:havmr rules

represent the’ ter:hnu:al core of all !:lai%toom cul—xures. -

£

In addition ti:: generatmg incentive systen classmcoom cultures enable
teac—hers to conceéptualize two-’core elements [ the educational  process:
lessemons and rules. Without .these two elements, diaticon loses its esermal

char=acter and “schools cease to be legitimate Bl‘ginizallang- .
\
Lessans are stryctured by grouping childrety and the=n engaging them in a

£
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specific sequence of activities. ‘Important aspects of the gfouﬁ»iﬁg E>rocess take

place long before individual teachers begin their lessons. SchooE attendance

boundaries are drawn (assigning children to particular schools and =substantially
determining who will be their clasmates). Within the scho=ol, program
structures are created (generally segregating children by age  group, and
frequently sorting them by ability, achievement, and social class as  well).’

Additional grouping decisions are made after the children ar=ive in their
classrooms. Teachers decide whether to teach large groups or smam 1l ones (and
occasionally by-pass group instruction entirely in order to prowride tutorial

assistance to individual students). When grouping the childre-wn, teachers

.determine which intellectual,” emotional, ethnic or other charact=e=ristics will

form the basis of group structure. They also determine how long =tud~nts will
work in particular groups and what opportunities they will havwre to share
experiences with particular classmates, '

The second universal characteritic of classroom lessors is-  the unique
sequence of activities involved. Lessons involve a linear sequen s =of activities
with a beginning, a middie, and an end, As detailed in Chapter IV, effective
lessons are bounded by starting and ending ritua!s separating thenr= from other
classroom activities. Between these ritual demarcations, lessons unfE.<ld through:
a) an opening, b) the lesson proper (which in turn consists of c=mne or more
cycles of teacher elicitation, student response, and teracher evaluat=ion), and c)
a closing which summarizes and interprets the lesson or direc—ts students
toward its application in future school work assignmentsor real life= situations.

Teachers give concrete structure to their lessons primarily in terms of
their orientations toward the purposive and group . solidary incermtives which
they experience. Teachers whose purposive incentive orientatiors  emphasizes
achievement production rather than child nurture tend to strimcture their
lessons more tightly, to provide more direct instruction, and to cre=ate a more
"husiness-like" atmosphere in the classroom. By contrast, teachers —who respond
more to child development incentives tend to adopt more open, exp Ioratory and
venturesome lesson structures. B

Viewed from the perspective of their solidary incentive -e=xperiences,
teachers who identify primarily with other adults and who, the=refore, see
schooling primarily in terms of program structures, tend to cormcentrate on
structuring lesson activities which match students' demonstrated =abilities and
limitations. Teachers whose solidary incentive orientations emphasize
relationships with children, by contrast, tend to seee schooling in terms of
specific lessons (rather than overall. programs), and to conc=entrate on

. structuring lessons in ways that stimuate student excitement or sSpontaneous

engagement. :

Creation and enforcement of the social rules érd_iﬁ;arilyvreierfed‘tg by’
the phrase "classroom management" have a different, but stilE important,

relationship with classroom cultural systems. As shown in Chapter W/, classroom

rule systems are related more to the iitality of the classroom cul®ure than to
the particular teaching incentives which it creates. Robust classrc»om cultures
eliminate the need for overt rules and allow. teachers to substi=xute "giving
directions” for "enforcing rules™ in their dealings with children. As cultural
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systems become less and less effe .k s nust relZy more and more on
overt rules and coercive power s %' .31 e ' 3] stude=nt behavior. And, if
coercive power fails (which it of er it (us: -om chae0s destroys both the
orderliness of student behavior zrd ity -+ the te==aacher’'s incentives to

teach lessons of any sort.

PRINCIPAL INF =+ _& * tAC 2R INCEr=NTIVES
“x R
Proposition #7: Pririgaly uae 0t greatest ;z—nﬁtﬂbunans
to teacher incenti.ves mdrfecﬂ hyufluen:mg =the cultural
systems within the sc arirt; clasajom.

Principals can, and of e @, == some direct —:antributia\n;f, to the
incentive system for teac: = I wvicws ways they in:-fluence the “flow of
intrinsic rewards by makir, ur -aore onfortable for some teachers than
others -- thus signalling e ' ~ = teadig activities will be more fully
rewarded than others. In extres _as-“5, thy will even see=k to control salar%es
oF other extrinsic rewards th.-:gu%gt sp: <ial ssignments, disc—iplinary evaluatio SV

or recommendations for promotion.

"For the most part, however, diret pri Elpal ccontrol over - teacher
incentives requires complicated, time-consuming €ffort andX has relatively little
effect on the overall strength of the teachus'incentive sy=stem, In the area of
extrinsic rewards, such as teacher salariesand other beneefits, administrative
control is extremely limited. Moreover, theeidence sugge=sts, stronger control
will probably not enable building levei adninistrators to ==ubstantially 1mprnve
job performance incentives for teachers, Control over  intrinsic rewards is
somewhat more substantial — -especially h dealing with : rewards that arise
outside the classroom itself (e.g., attentin and: apprmféj from co-workers,
public recognition and support, etc.). Eventhis control i== far from complete,
however, and the rewards which are controld have relati=vely weak incentive
values when compared with those that arisedrectly from -t—he teaching process.
In short, the teacher incentive system is dminated by in—trinsic rewards that
flow directly from teachers' success (or. filsre) in imple=menting lessons and
programs that reach educational goais related to ==achievement and/or
development. : :

Clearly the most powerful influence pincipa ls can e—xercise over teacher
incentive systems operates indirectly. Asthe data in thi=s study suggest, the
most effective way for principals to alte teacher work= performance is to
strengthen school . and classroom cultres. By in#BEluencing teachers’
comprehension of, and commitment to, eduactional purposes = or by strengthening
_their ability to imagine techniques far achiwing those- purgmposes, principals can
significantly improve the chances that teachers will be= able to reap the
powerful intrinsic rewards that come fronm Competeﬁt taE-k performance and
successful goal achievement.

-In order to significantly shape the teacher incentivwe system, principals
must, themselves, develop an effective owrnll work orierzatation or "style" to
guide their work activities. These princdpl work  oriermtations define two
aspects of the principals’ work responililities. First., they specify the
pr_mtﬂpals role in realizing “the fuudamEntaI purposes of education. Second,
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they identify proper roles for principals in monitoring and facilitating the work
of teachers.

Principals universally recognize that they have some sort of obligation
to facilitate teacher work performance and insure that teacher efforts are
directed toward the achievement of worthwhile educational goals. They diverge
rather sharply, however, in their conceptions of how to accomplish these ends.
As described in Chapter VI, some principals adopt the view that the goals of
education are best pursued by concentrating on systematically organizing the
school's educational programs and activities. Others view close attention to
the execution of particular tasks as the more critical problém, and thus

concentrate on monitoring and facilitating task performance by individual

- teachers.” In effect, principals who adopt the first view are assuming that

educational goals are embodied in program structures -— programs which
produce educational cutcomes by assessing student needs and abilities and then
assigning them to appropriate classes, teachers, or curricula. By contrast,
principals with the second view believe that school program structures are
universal in character. They believe that adjustment to the educational needs

. of individual children is more a function of teacher effectiveness rather than

program sophistication. Principals holding this view are most likely to favor
" jainstreaming® for exceptional children and ‘'heterogeneous" grouping -of
children in regular classrooms.

When it comes to monitoring and- facilitating teacher task performance,
principals disagree over whether the primary focus of attention should be on
teacher dedication, enthusiasm, and level of effort or on their repertoire of
techniques and-the skill with which they employ them. Principals holding the
first view see their own responsibilities in terms of inspiring, motivating, and
supporting teachers. Administrators adopting this view tend to rely on
"Attaboy" memos and "pep talks" to give teachers a sense of being emotionally
supported. Moreover, they also see themselves as responsible for good
community relations and for securing adequate support services and supplies
for the school.  Principals who view skill and precision in task performance as
the major source of educational productivity will concentrate. their own efforts
on providing close supervision and staff training to teachers. In addition, they
also tend to rely heavily on staff "in-service" training activities and frequent
inspections of teachers' work.

As elaborated in Chapter VI, unique principal work orientations are
defined hy the way they combine their views of the mission of the school with
their conceptions of quality teaching. Principals who believe that educational
goals are achieved through overall program organization (rather than execution
of specific teaching tasks) and that teacher effectiveness depends upon
dedicated effort (rather than skilled performance) will adopt a work style
commensurate with the label “"administrator. When the program orientation
toward mission is combined with a belief that teacher competence rather than

" dedication is most in need of attention, principals adopt a "supervisor"

definition of their own role. For principals who do not recognize the
importance of program structures (and concentrate instead on monitoring the
level of pzrformance of individual teachers) there is a similar split between
those who concentrate on improving effort and those who feel that skill is
most in need of attention. Frgniipa[s: who seek to improve teacher performance

- 175 -



Q

ERIC

Aruitoxt provided by Eic:

through increasing their level of effort define their own role in terms of
"leadership”. Those who emphasize teacher skill and technique define
themselves as "managers" who are responsible for concentrating resources and
training activities in the areas most in need of improvement.

ADMINISTRATIVE ROLES

As principals develop their unique work orientations, they develop the
strategies and techniques for supporting the development of school and
classroom cultures commensurate with their overall orientations toward the
mission of the school and teaching work. Within their daily work acruivities,
principals display values, enact rituals, and enforce social norms which
incorporate teachers, students, and community members into their vision of the
school. Some principals are, of course, much better at this culture development
process than others. To some extent these differences in culture creating
ability stem from variations in verbal or mental ability; to some extent they
are the result of variations in training and experience. Most often, however,
lirmitations on the effectiveness with which principals. pursue the culture
building process are created by contradictions and inadequacies in their
orientation toward this aspect of their work rather than limited talent- or
training. ' . ,

Proposition #3: School administrators substantially influence
school and classroom cultures through the enactment of
three basic roles: 1) interpretive roles aimed at defining and
articulating cultural purpeses and norms, 2) representational
roles aimed at revealing and modeling the activities
appropriate to the cultura! framework, and 3) authenticatin
roles aimed at recognizing and confirming successful and
appropriate participation by teachers, students, and
community members. :

Every culture exists primarily in the minds of its "nmatives." In order for
individual workers to be affected by the cultural meanings operative within
their work environment they rmust be successfully enculturated into the
meanings,. values, rituals, and purposes by which incentive values are assigned
to the various rewards available to them. Our data suggests that there are -
three ways in which principals contribute to the enculturation of teachers and
students within the school. First, principals have a significant influence as
"interpreters” of the culture. They spend a great deal of time "making the
rounds" of the school with no specific action agenda in mind. On these rounds
they interact frequently with both teachers and students. Most of their
inicractions are aimed at interpreting the value system of the school.
Celebration i appropriate behavior and chastisment of wrongdoing are
frequently found in these interactions. So also are reinforcement of the overall
mission” of the schoul and the nature. of the activities which the principal
beli=ves will help to fulfill that mission. In a more rational and organized way,
principals use staff memoranda, staff meetings, and ' in-service training
opportunities to interpret the cultural norms and activities expected of staff
and students. 7 i

A -second important role in the development of the school culture is

|
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repre=sentational in character. Principals facilitate understaning anesd
ident #fication with the culture of the scheol and classroom by embdjing theee=
value-s and actions appropriate to that culture in their own work shk. It i=s
impor—tant to recognize that contradictions between interpretfiive anesd
repre=sentational ac:tmns will be especially -damaging to the school clture. L[Zf
princ=ipals articulate a belief in the imporiance of program sttuctureand themmn
fail =—=o organize prcgrams effectively they will significantly disryupt the schocme |
cultumre. If they act out of a work style characterized by intense enthusiasmmon
with little regard for technical precision and skill, they will sipificantlwy
reduc—e the probability that teachers will accept demands for improvee=d .
techrmical skill in their own work,

The third important culture - building role for the principal involve=s
“auth-aentu:atmg" the cultural identiti=s of students and teachers, Sinc culture=s
exist largely in the mind of their "natives", they are easily damagd by thes
psychmological alienation or estrangement of individual members. AJl mmbers o=—f
a cul=rural group need regular feedback.from individuals in positions o cultura__1
authomerity to confirm their understanding of prevailing values and norm Schoo- -l
princapals are in a uniquely powerful position to perform this culture=
authe=nticating role. They are free .to move about the school buillng. Thewssy
have obvious status and authority both within and outside the schodl building. -.

. They are strategically located in the communication system of the ommunityss’

and t=he school district and can, therefore, identify changes in enhvionmenta__I
value==s and norms. They have the vitally important personal, face-to-face -,
conta=ct with all members of the school in order to provide the st poten=t
type of authentication to various members of the school communty, And . ,
finallwy, they have some influence over the distribution of extrinsic and publiclys’
visibl=e rewards to serve as authenticating tokens for those who moSt eemplifyme

the —ultural purpases and norms which are being supported.

CDNCL USION

The eight propositions developed in this chapter summarize ths mos=t
saliermt aspects of the incentive systems which operate within sdwls anc
classc—ooms. We have not examined the incentives which initially bringteacher==s
into =xhe classroom, nor have we examined the various incentives which theye
may Enave for leaving the profession of teaching. These are importat topics ,
but o=ur study has produced no data regarding their operation.

The theoretical propositions developed in this chapter d&part ir—
signif icant ways from the traditional literature on work incentives. Ve have=
becormmie persuaded, however, that school officials and public policy mikers musmet
adopt= a cultural perspective like the cne presented here or risk doingseriouss=s
damag=e to the already shaky level of satisfaction and joy found in theteachingss
professsion. In our judgment, educational leaders who seek to mnipulate==
teach-s=r task performance through the manipulation of financiai rwards o=
other extrinsic rewards, without attending to their subtle and complexculturadl
implic=ations, are more likely to contribute to strong teacher uniohiztion ance
high _rates of teacher burnout and exit from the . profession than te>
subst==ntially improved school performance. C
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CHAPTEE=R VIl
POLICY IMP= LICATIONS

This —final chapter is kwted to an analysis of the cicational policy*
implications  of this research The amaZ3ysis developed here las a necessarily
speculative —=nd suggestive toe, We hawwse carefully studied olya tiny handful
of the naticesn's teachers anduministrat-—ors. Moreover, the dila were collected
from a sing—le school distric, during a single academic yea. Generalization
from this s—tudy is further lnited by the fact that it was designed to be
exploratory  in nature. Our itention wa== to identify and gnnceptualxze the full

' range of te==acher mt:ent!ves -not to fo=rmulate or test a priori hypotheses or

specific poli_<y options. " Despit the ten==ativeness of our {indngs, however, we
will interp=ret  their poliy implicamtions aggressively ad succinctly,

- loreswearingss the usual scholily caveats - of "if supported by frther research",

"all other tEnings being equal''within t¥nhe limits of our data’, and the various
other phrase=s used to conve the limite==d reliability and valldty of all social
science rese-arch results. Oubjective | here is to facilitate plicy debate, not
to control ££Enal decisions, Weare confi.- dent that intelligent plicy makers can

‘. dppropriatel =y ::hs::aunf what #e have to say, without beirg repeatedly  told to

d so.

There are two importat reasons for examining the edwcational policy
implications  of this study. Fist, adoptir—g a policy perspectis helps to extend
and clarify ~the meaning of e basic co=ncepts developed durlg the course of
the data an=lysis. In this resect, policy=s analysis is a natural exstension of the
research  weork and serves b test t3he vitality and conlstency of the
theoretical =ramework which ithas prodi_iced. '

" Seconed, and more importantly, te=acing the policy implications of* this
research pressvides concrete guldance for  both professional eduators and public

officials whe> are interested i improvings=. the quality of public schooling. The

findings of —this research chillenge- a namumber of widely held pre-suppositions
dbout the rmature of teachiny work, anw=d about how it can be influenced by
teacher traiz=ers, school prindpuls, distriemct policy makers or the public. Laying

" oyt these clwmmallenges, and exmining the&c implications for schol policy, is an

important pa=rt of our responsbility as re==search scholars and of the mandate of
the National Institute of Ediation, whe=pse generous support made this study
possible. : .

Vieweesd from 1the perective o= the findings develped during “this
tesearch pro=ject, it is not suprising th=at education palu:y mikers have found
it extremely difficult to sécuesignificasant improvements in edicational quality

over the las = two decades. Mit recent s=tate and federal polity initiatives, and

many well =Ententioned local choo! diss=trict programs, hawve been based on
srious misuznderstandings of bth the wework motivations of tachers and the
nature of ele=mentary school cissroom pr+ocesses. Our study sigests major new
directions irz= three broad aresof educat—ion policy: 1) develgment of teacher
incentive sy==tems, 2) improvenent of cle=assrooem instructional processes, and 3)
te-definiton of- the roje of e schook= principal in organizng, motivating,
sipporting, ==nd overseeing the work of t—eachers. Strategies for pursuing each

- |7~8 -



Q

ERIC

Aruitoxt provided by Eic:

of these major g«:lic‘;j goals are elaborated below.
IMPROVING TEF\CHEE INCENTIVE SYSTEMS

Perhaps =£he most important message of this research is simply this:
Beware of simp-1listic proposals for changing teacher incentive systems! It is

_Just as easy to <damage or destroy existing incentives as it is to develop new

ones or improve= the effectiveness of those already available. Many recent
prapnsals are b=ased on over-simplified behaviorist psychologies which give far
too much weiglmt to extrinsic rewards (like salaries and working conditions),
while averlaak‘x_ng almost entirely the many subtle and powerful . intrinsic
rewards found i=n every school and classroom. While the research reported here
does not lead to specific incentive system policies, it does suggest five
guidelines whickm all policies should be expected to follow.

Policy Guideline #1: Through re-definition of school cultures
the ine—entive=value of a reward can be altered substantially
even wrhen the reward itself cannot be controlled at all.

The term==s reward and incentive represent orthogonal pefspeﬁtﬂes on
work experience=s that yield satisfaction or fulfillment. Reward valwe is a
question of the degree of pleasure or satisfaction produced. Incentive vale is
a measure of heosw much the availability of a reward modifies behavior. It is
doubtless true t=hat (all other things being equal) the greater the reward value
a particular ex==perience has for an individual the greater incentive that
individual will heave to behave in ways that seem likely to produce that reward.
It does* not foldow from this, however, that the most effective policies for

" improving work incentives are ones which try to control the delivery of various

rewards. Te tEae contrary, our evidence mdu:ates that the most, effective
policies are one=s that operate indirectly, pltahzmg on the existence of
important rewar—ds delivered directly to teachers by students or their parents,
and are not con-—trolled by policy makers at all. The two most powerful of these
rewards are: a_» the teacher's ability to feel responsible for student learning
outcomes, and E>). the interpersonal warmth shown by students or parents who
appreciate the t—eachers' work efforts and willingly maperate with them In the

. school. -

There are= three ways in which "education policy can enhance the
capacity of thes=e "natural" rewards to improve the quality of teaching in the
schools. Policie=s can: 1) help to focus teachers' attention on those tasks and
activities which are most rewarding, 2) heighten teachers' awareness of these
rE\Vards aﬂd thus make 11: more hkely that they wxll want ta rnt:dlfy theu own
perform these ﬁewardmg tasks more efiec:tlvely. Such paln:y strategles would
concentrate on  school program development, instructional improvement, and
teacher orienta —tion and training -- not on controlling the distribution of
particular rewar—ds. The next four polu:y guidelines indicate how such policies

would operate,
Policy. Guideline #2: Fglu:;gs that give pnmary attention to .

streng®=hening organization-level, purposive incentives have
the gre=atest chance of improving teacher work perfarmam:e.
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Teacher work efforts are most strongly influenced by their beliefs about
the fundamental purposes of education. Teachers who see the mission of public

~education as  the production of measurable achievement approach their work’

quite differently than those who see schools as child development agencies.
Those holding. the first view emphasize the 'getting down to business! and
"diréct instruction" aspects of teaching identified in the school effectiveness
literature as important comporents of schools with unusually high achievement
test scores (Cohen, 1982), Teachers who hold a child development view tend to
emphasize the importance of expanding learning cpportumnes and stimulating
children's interest in schooi activities. :

Our study sounds a cautionary note regardmg the business=like
atmosphere and direct instruction techniques identified as characteristic of
effective schools. While it is true that a child development view of the
school's mission is characteristic of ali five of the weaker teachers in this
study, it is also embraced by the four highly effective teachers whom we have
called the "Coaches". Thus, while an achievement orientation (and its
concomitant instructional emphasis) may be associated with a higher overall
average in teacher effectiveness, the reduced average among teachers with a
child development orientation masks that fact that some members of this group

.are obviously effective teachers. The problems associated with ineffective

teachering are more complex than a simple lack of achievement incentive
among teachers. Some teachers are highly effactive in -pursuing child
development goals. And those who.are have a decided tendency to emphaswe
excitement, adventure, and creativity rather than the sober . seriousness
suggested by "direct instruction" advocates. It seems quite likely, in fact, that
many children need child nurture oriented teachers and cannbt succeed in
school without the services of these warm, emotionally engaging persopal
coaches.

In addition to adopting formal policy statements and encouraging
administrative attention to the clarification of educational purposes, policy
makers can strengthen purposive incentives for teachers by: a) assessing and
publicly reporting child growth and/or achievement gains directly related to .
clearly defined and publicly recognized purposes; b) adopn ng curricular
materials which emphasize the desired outcomes, c¢)" providing staff
development services for teachers to explore alternative educational-goals and
the techniques. for reaching them, and d) basing the assignment of children to
school programs on their progress toward identified goals (rather than on their
age, interest, or length of time spent in previous EldSSES)

Policy Guideline #3: Policies that facilitate the development
of agpropnatg group-level, solidary incentives . will also
mgmfxcantly 1mprove teacher work performance.

While a- vision of the primary purpose of schooling provides the most
powerful incentive, teachers' desires for warm, cooperative and suppartnve
relationships with students and co-workers are also important contributors to
their overall incentive system. Teachers whom we identified as oriented toward
"keeping school" are those whose strongest reference groups are among the
other adults in the school. Those for whom children constitute the primary

1
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reference group are much more likely to see their work as "tecching lessons”
rather than keeping school. Teachers oriented toward keeping school tend to
conceptualize classroom processes in.programmarvic terms, and to believe that
children should be assigned to programs on the basis of their ability and past
performance. Teachers with a child-centered group incentive system tend to
see their lessons as task or activity structured rather than program structured.
And they tend to bel'zve that children should be assigned to tasks or activities
which reflect their interests, motivation level or potential for engagement
rather than their past performance levels.

achers motivated by school keeping incentives tend to be much more
\rlsnble an d accessible to principals and &ther administrators. Lesson oriented
teachers, by contrast, tend to be "loners", less visible to school managers and
more difficult to guide and direct. When motivated by the achievement
prod- tion purposive incentive, the adult-centered teachers are warmly
reg 1 by administrators. They tend to be viewed as "master teachers" who
can -usted to follow the school curriculum guidelines and keep the children
at or ne.. grade-level achievement norms. They are also likely to be upwardly
mobile in the school system, given various administrative duties and released
from full-time classrcom teaching assignments,

Paradoxically, the child-centered, lesson oriented teachers tend tc be
most creative and wzriginal in  their teaching activities. Though viewed as
difficult to manage by their principals, these teachers are seli-motivated -
give careful attention to individual children's needs. The weakest teachers are
those with a child development sense of purpose which is combined with school
keeping, adult-centered group solidary incentives. These " teachers are
frustrating to administrators because their good intentions do not seem to
produce adequate attention to children's educational needs. One formula for
failure is for teachers who believe that schools should nurture children to
become seriously concerned with pleasing their administrative superiors.

" Successful pursuit of child development goals appears to require that teachers

be able and willing to resist pressures from school administrators, and perhaps
the demands of the school's formal curriculum.

Policy makers can enhance teacher solidary incentives by facilitating the
development of informal group relationships in the school. Téachers will
increasingly respond "to aduit-centered, school keeping incentives if they are

" given increased opportunities to work CJ.C'?SE]}' with other adults, or if they find

that substantial rewards are distributed directly by other adults, To the extent
that school achievement depends on implementing formal programs and
cooperating with administrative pland, it will be facilita.ed by encouraging
adult oriented group solidarity among teachers. To the extant that it depends
on intensive work with children, adult solidarity will distract teachers from
productive work activities., At the present time, available research does not
permit us to draw unequivocal conclusions regarding which of these work
orientations has the greatest value for a particular child or subject area.

Policy Guideline #4: Among the individual-level incentives
available to teachers, the predominant role is played by
intrinsic rewards.
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This study supports the conclusions of earlier r—esearchers who found that
teachers are more sensitive to intrinsic personal rew -ards (such as enjoyment of
their work or a sense of productive efficacy} than to extrinsic ones (such as
salary variations or differential working conditions)2. The importance of this
fact can hardly be overemphasized. Virtually all irmportant intrinsic rewards
are available only to those teachers who are succeessful in the execution of
lessons and the management of classrooms. As detaziled in Chapter IV of this
report, successful lessons must be properly stucztured. They must have
adequate demarcation rituals which set them apart from each other and from
other classroem activities. They must have proper copenings and closings. And
they must include appropriate cyecles of teacher eliecitation, student response,
and teacher evaluation. Teachers who, for whatever reason, are unable to give
proper structure to their iessons are very unlikl'y to develop a sense of
productive efficacy in their work. .

In a similar vein, in order for teachers to f&ind their classroom duties
enjoyable they must be able to create classroom rlZes which can be enforced
through guidance and direction rather than cperdcon. Teachers who fail to
create a sense of shared purposes and meanings in their classrooms find that
children are censtantly threatenirg to disrupt theimr teachin; efforts. When
these teachers respond by increasing normative moral pressurcs.and coercive
threats, or just repressing their awareness of studen=zt disruptions, they guickly
find teaching to be an onerous, tension-laden chore= rather than an enjoyable
social experience. ‘

Since teacher effectiveness is so important Lin securing these intrinsic
rewards, educational policies which succeed in ingoroving teacher classroom
performance (so long as they do not weaken tea:cher interest in intrinsic
rewards) will be doubly effective. By stimulating better teaching they will
improve student learning, and by showing teachers that intrinsic satisfactions
accompany improved performance ‘such policies =should stimulate teacher
self-improvment efforts. If, however, teacher imprcovement policies have the
effect of weakening teazhers' interest in the intrinsi ic rewards of the work, or
direct their attention away from the classroom ==s the primary source of
intrinsic job satisfactions, they will likely have alwy a temporary and limited
impact on long-term teaching effectiveness.

Perhaps the most effective -approach pliccy makers can take to
individual incentive development lies in the we=a of staff training and
development. Adequate preparation of school site administrators to assess
teacher work performance and provide corrective féedback to tFise whose
lesson structures are weak or whose classroom masanagement stiategies are
inappropriate should be a fmajor concern for edua .tion policy makers at all
levels.
Policy Guideline #5: While extrinsic rewaards (like salaries
and comfortable working conditions) play = significant role
in motivating teachers — especially in their= recruitment and
retention — they cannotbe expected to produce intense
engagement or high performance.

It is doubtless true that higher salaries and mmore comfortable working
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conditions would play some role in encouraging intelligent young people to
er\ter teacnmg careers.. It is equally true, hawﬂver ’Ehat the enormous sums.

changes in their wc»rhng r:@nd;tlons are qmte unhkely to be fortm:ommg in the
near future. Fahcy makérs wc::uld bE well a::!vxsed, tnerelore, to be Extremély

in compensatmn wm praduce b&tter teacher work perfcrmantes thﬂre is alsa
good reason to believe that school districts find merit pay programs politically
impossible to sustain.

The policy guidelines for improving teacher incentive systems can be
summarized in terms of the four different types of teacher work-orientations
discussed in Chapters Il ‘and IV. The teachers whom we called "helpers" are
Characterized by havihg weak or d&fitziem incentive syStems bec:ause théy try

oner‘tanon, Smte thev 1dent1fy with other adults in the schcol they adopt a
"keeping school" approach to structuring classroom activities. Not only does
this result in a failure to take personal responsibility for children's academic
achievement, it also robs these teachers of the sense of personal efficacy and
joy which accompanies success for other teachers. The teachers whom we
calied "master teachers" share with the helpers an orientation toward adult
solidary incentives. Since they see achievement production as the primary
purpose of schooling, however, they are able to mount instructional programs
based on the commitment tc move children through the school's formal
curriculum and to "get down to business" giving i, e students needed academic
skills. These teachers know they work for the school district and larger
community which it serves. Consequently, they are able to aggressiveiy pursue
the children who are having learning problems and entice, -cajole, pressure, or
otherwise encourage them to work on important achievement goals. As a
result, these teachers do develop personally satisfying, intrinsically rewarding
éxperign:es of efficacy and joy in the classroom. Unfortunately, they also tend
to be drawn away from the classroom to perform school wide administrative
and organizational tasks which yield direct contact with the adults who
provide them with group solidary incentives. -

The teachers whom we called '"coaches" and those we called’
"instructors" are divided on the whether schooling is intended primarily for- -
child development or achievement production. They agree, however, in seeing
relationships with children as the primary source of solidary incentives. Thus,
it is likely that the coaches will sacrifice test score gains for the development
of broader more idiosyncratic learning goals for children. They take pride in
social development among children and find great joy in- the unique
performances by individual children rather than high averages among groups.
The instructors take the opposite view of their teaching responsibilities. They
find their greatest joy in seeing intellectual mastery among children, and try
to get all children equally involved in their lessons. They can comfortably
concentrate on improving the performance of a whole group or class without
feeling that it restricts the learning of individual children. Both groups of
teachers tend to be unresponsive to administrative priorities and demands and

thus appear to be hard to manage.
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ENHANCING S5CHOOL ACHIEVEMENT

Beyond its implications for teacher incentive systems, our research calls
for re-thinking policies aimed at improving school achievement. Most recent
state and federal policy initiatives aimed at improving educational qualu;y have
focused on what Spady (1982) calls the "elusive technical core" of the
educational process. Policies attempting to improve school performance through
"mastery learning"”, "competency testing", "staff development”". '"school
accreditation", "school improvement planning”, "effective schools management”,
and other recent state and district level initiatives are virtually all based on
some set of assumptions regarding the incorporation of improved teaching
techniques, rational planning processes, or sophisticated student assessment
procedures into the schools. The research reported here indicates th:t schools
have a "cultural core" which is more important than its "technical core" in
determining overall schoo! performance. This cultural core supports and directs
teacher work efforts — and it limits the effectiveness of any techniques rnot
compatible with it. The development of a cultural core is a prerequisite to
the development of the technical core in any school system. Three policy
guidelines can be drawn from an analysis of the relationship between cultural
and technical core elements in the schools. :

Policy Guideline #6: Cultural and technical elements of
school organizations need to be carefully distinguished —
policies aimed at improving one can easily damage the other.

Cultures werk by being shared and embraced as valued social norms and
traditions. Technologies work by being explicitly interpreted — ac:zurately
specifying the relationship between behavnors and outcomes. Cultures are
affective, holistic, and not altogether conscious to those who are influenced by
them. Technologies are rational, linear, and self-consciously employed fto
produce desired results. Cultural failures are attributed to alienation,
misuﬁderstandiﬁg, or inauthenticity., Technical failures are attributed to
ignorance, error, or negligence on the part of those who seek to employ them.
Individuals who are confronted by a culture they cannot participate in feel
alienated, worthless, and disoriented. Those - who are confronted by a
techﬁalcgy they cannot master feel confused, incompetent, and fearful of
taking -action. Access to a cultural system requires the incorporation of its
values and presuppositions re ardmg social purposes and symbolic meanings.
Acquisition of a technology requires comprehension of its component elements
and an understanding of how to apply them. Cultures work by producing shared
perceptions and common goals among the members. Technologies work by
making future events predictable and contingent upon specifiable actions. For
the tezhn@lognst "5eemg is behevmg". For members of a cultural group,

"believing is seeing."

Early in the twentieth century "scientific management" became both a
slogan for reform and a description of the central ingredient in the way many
executives defined their work responsibilities. In Frederick Taylor's (1911)
classic formulation of this conception of management, technology was seen as
the essence of the productive process. A quarter of a century later Elton
Mayo and his colleagues stimulated a second revolution in American corporate
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management by highlighting the importance of group processes and sccial
relationships in controlling the productivity of industrial workers
(Roethlisberger & Dickson, 1939). This werk gave rise to the so-called "human
relations" school of management and directed executive attention to the
importance of individual motivation and group ES}’ChGng,l‘,al processes in the
shaping work behavior.

Recent scholarship on corporate management has changed directions
once agam. Challenged by puzzling differences between work norms andf
processes in different corporations (and in different countries) some s*"halars
have begun to emphasize the important roles played by executives in shaping
cuttural norms, establishing social rituals, and :nterpreting organizational
purposes (see especially, Ouchi, *1981; Deal & <Kennedy, 1982; Peters &
Waterman, [982). "Culture management"” differs from both scientific
manage*nent and humah re!atlons management. Cultural managers may contmue

relanansh;ps among workers, but they g;ve partlcuiar attentu:m to the
development of a clear sense of organizational purpose or mission and a vivid
st of values, rituals, and social norms which serve to incorperate individual
workers into the productive enterprise — conferring an identity upon them and
giving them a sense thar their own worth and value will be enhanced by the

success of the corporation.

The research reported here indicates just how vital culture management
15 in the school. High performing teachers need a cultural base from which to
begin their work. Technical saphgstn:atlon is important, but it is no substitute
for cultural identity.

Policy Guideline #7: There are two key elements in the
school’s cultural core — common purposes and shared
typifications of the processes to be ussd in pursuing them —
policies should be developed in ways which support these
two cultural elements. .

Regardless of their specific approach to teaching, strong teachers
universally display strong commitments to a particular conception of the basic
mission of the school which they readily link to specific ideas about hew that =
mission can be realized. The greatest failing of most recent educational.
policies and programs lies in the failure to recognize that teachers can
successfully incorporate them into classrcom activities cnly if they can believe
in their purposes and comprehend their procedures. Teachers who attempt to
incorporate program and procedural requirements which they cannot grasp or
do not believe in are doomed to the sort of performance which results "when
one tries to operate a piece of machinery while trying to read the manual at
the same time.

Weak teachers are not necessarily those whe cannot execute lessons
competently. Many individuals who can explain how to work a problem, give a
good lecture, or lead an effective discussion are rendered inadequate as
teachers because they do not know how to incorporate these activities into an
overdgll cultural system in the classroom. As a result they are perpetually
trying, as one student put it, to "do someone else's program.”
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Policy Guideline #8: Once the cultural core of the school is
established, a technical core consisting of 1) appropriate
lesson structures and 2) effective rule systems, must be
embedded within that culture.

The technical core of the classroom consists of its-lesson structures and
its rule system. The lesson structure has two dimensions. The first is its group
structure and the second is its time structure. Lesson group structures range
from single individuals to whole classes. Most elementary school teachers
operate with some sort of intermediate group structure. Student groups usually
vary from time to time and from subject to subject -- most teachers do at
least some whole=class instruction but few do very much completely
individualized work. The time structure of a lesson, as described in Chapter IV,
consists of five basic elements: 1) the starting demarcation, 2) the opening, 3)
the lesson proper, #) the closing, and 53) the ending demarcation. The lesson
proper is, in turn, divided into cycles of teacher elicitation, student response,
and teacher evaluation, punctuated by teacher elaborations of the opening and
various disruptions or distractions. Every teacher who succeeds in getting
students fully engaged in the learning process incorporates the basic elements
of this lesson structure into their classroom activities.

Rule formation is the essential ingredient in the technology of classroom
management. In order to be successful in structuring classroom activities,
teachers must formulate rules which students can understand, can rely on for
controlling each other's behavior, and can accept as fair and judiciously
applied. If teachers formulate such rules, communicate them to children in
understandable ways, and enforce them when challenged, they quickly find that
they are able to "give directions" rather than "issue commands" or "make
threats" when controlling children's behavior.

To summarize: the three policy guidelines for improving school
achievement require that students become willing and knowledgeable
participants in the classroom culture. That culture must be so structured that

students understand how they are expected to behave. Moreover the expected

.behavior must have the form of responses to teachers elicitations during the

conduct of a lesson. During the teaching of lessons, children must learn te
"disappear" as individuals and then "reappear" as students. They must measure
their own actions in relation to the expected form and content of proper
responses to a teacher's elicitations. And the teacher must communicate the
criteria which will be used to assess the adequacy of each student's responses.
Neither willful nor unintentiona! violations of those criteria must be allawed to
persist or the lesson structure wiil dxsmtegrate.

IMPROVING SCHOOL ADMINISTRATION

The role of the school principal in the development of an effective
school has recently become a matter of intense concern among educators and
'pclic:y makers alike (note, for example, that the National Institute of Education
has recently commissioned several review papers on the pr‘lnClpalShlp and
sponsgred a National Invitational Conference on the Principalship in October,
1982). Two policy guidelines can be drawn from the analysis of elementary
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school principal work orientations and activities presented in Chapter VI of
this report.

Policy Gudeline #9: Role flexibility {(not ambiguity) is
critical to an effective principalship. Principals must know
how, and when, to act the part of a "manager", "leader",
"administrator", or "supervisor" in working with teachers.

Much of the literature on school principals identifies the "ambiguity" of
their work roles as a serious problem {see Greenfield's, 1982, excellent
review). Using the term ambiguity to describe the fact that principals must

‘deal with a wide variety of expectations and can choose among a number of

alternative basic work styles does make their work seem ill defined and
unclear. This lack of specif ity in principal role definitions can be viewed
much more positively, however. "Flexibility" rather than ambiguity is the term
which best captures the work orientations of effective —elementary. school
principals. As the described in Chapter V! of this report, principals who adopt

‘a single, consistent role definition for themselves -display substantial

contradictions in their work behavior. In order to be effective, principals must
be willing and able to alter their role definitions and resulting work styles to
accommadate two factors: a) their own unique strengths and limitations, and b)
the circumstances and needs of their work setting.

. Four basic functions were emphasized in the work styles of the
principals we studied. Each of these functions tended to be the central
cencern in one of the four work role definitions adopted by our principals. The
principal whom we called a "manager" emphasized the importance of organizing
and coordinating school programs and teacher activities. The "leader" principal
concentrated on trying to stimulate and motivate high quality performances
from teat‘:herssgand students. The "administrator" saw his role in terms of
prgvxdmg su v:rfgta teachers by msurnﬁg that mutme services run sms:othiy

pursue thexr wfark FEEpOﬂSlbllltlES effec;tlvely. The "supervxsnr" prmcxpai saw
oversight of gteacher and student performance as the primary function of her

‘job and coricentrated on seeing to it that minimally satisfactory work

performances ‘were given by all school employees. After examining the work
efforts of these principals and comparing them 'with a fifth principal whose
work style was more flexible, we conclude that it is counter-productive for
principals to try to concentrate on one rather than another of these basic
functions. Al need to be performed if schools are to operate effectively, and
principals need to be able to move comfortably from one to another .function -
despite the fact that they call for rather different work orientations and may
seem a bit inconsistent to casual observers. The inconsistencies of role
flexibility are to be preferred to the behavioral contradictions that arise when
a principal adopts a rigidly consistent role which fails to accommodate the
diverse needs and operational complexities of typicail

elementary schools.

Policy Guideline #10: In order for pcﬂ,;mes o support
cultural meanings in the school they must reinforce three
culture management roles for school = principals: 1)
_interpretive roles aimed at defining and articulating cultural

- 187 -

o
-



Q

ERIC

Aruitoxt provided by Eic:

purposes and norms, 2) representational roles aimed at

revealing and modeiing appropriate activities and behaviors,
and 3} authenticating roles aimed at recognizing and

confirming the participation and membership of children,
teachers and citizens.

The legacy of "scientific management"” and "human relations" approaches
to the management of productive orfganizations has deprived most managers of
an understanding of the processes of culture management as well as blunting
their sense of responsibility for establishing a cultural core within the work
place. There is little scholarly literature on the development of organizational
cuitures. and almost no attention has been given to the role played by cultural
rather than technical eléménts in efféctivé crganizational management. At a

C,ontnbutlons, to the vrtah,ty and efrectlveness c.:f an orgamzafu:n. First,
it is important for executives to articulate and interpret the purposes tr;war’d
which their organizations are directed and the social norms and values which
govern pursuit of those purposes. Political and religious leaders understand this
function more adequately than most other managers. Political leaders recognize
the importance of holidays and other national f;elebratmns in defining national
goals and social norms. Religious leaders regularly re- mterpret the mission of
their institutions and articulate the proper behavior of group members in
pursuit of those purposes. School principals need to be encouraged to
incorporate this sense of symbolic, figure-head leadership into their work.

A second culture management role springs from the fact that the
concrete behaviors needed to realize particular cultural purposes need to be
identified and made explicit. Principals can serve an important function for
teachers and students by identifying and modeling the activities and behavioral
norms expected of them. In this regard, political and religious leaders are not
noticably more effective than school administrators. Much of the erosion of
public support for major political and religious institutions in contemporary
American society stems from the widespread belief that these leaders do not
"practice what they preach." One factor contributing to this situation is the
failure in most. institutions to appreciate the importance of giving authentic
expression (as well as llp service) to basic cultural norms.

A third culture management role which principals should be encouraged
to develop- focuses on recognition and authentication of individuals or
activities which represent basic culturzl values. Art critics and connoisseurs
play this sort of role quite effectively in helping contemporary society
distinguish fine art from ketch, but in most segments of society very little
attention is paid to this vital Eultural process. Ceremonial functions (such as
student or teacher recognition assemblies, honor rolls, awards and prizes, etc.)
constitute a major mechanism for this cultural authenticating function.
Behavioristic psychologies have weakened the effectiveness of these
ceremonial functions in recent years, however, by focusing attention on the
reward-value of the honors and prizes for the recipients rather than the
culture authenticating value for those who observe and support these
ceremonial recognitions. Such a psychological interpretation cheapens the
currency of honor among the recipients and encourages managers to cynically
use ceremonial functions in an effort to manipulate subordinates and to turn
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toward extrinsic {(usually monetary) rewards rather than rely on intrinsically
meaningful, symbolic ones.

To summarize: the research reported here indicates that school
administre tion can be substantially strengthened if school principals are
encouraged 1o utilize their role {flexibility to attend appropriately 1o
organization, motivation, support, and oversight funcrions without trying io be
overly consistent in adhering to a single preferred management style. The
principalship can also be substantially strengthened by iZentifying and
supporting . three uniquely cultural management rcles: interpretation,
representaticn, and authentication.

CONCLUSION

The ten policy guidelines discussed in this chapter fall far short of the
detail needed to help policy makers formulate specific policies for educator
training and certification, school program accreditation, student assessment,
curriculum materials, school governance, or school finance. They do, however,
consistenily peint to an overall strategy of school policy development which
challenges the narrow and overly technical presuppositions of many policies
derived from traditional scientific management and human relations approaches
to schonol organization and control. By highlighting the importance of cujtural
processes in the conduct of education, these guidelines could go far in helping
policy makers to aveid the mistakes of the last 25 years and encourage an
overall irnprovement in the quality of education as well as in the commitment
of tezchars and scho~! administrators to serving the needs of the nation’s
children,
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This appendix describes the sample selection, data collection, and data
analysis methods used in the conduct of this research project.

SAMPLE SELECTION

Identification of the participants for this research involved four distinct
procedures. The first step was to identify and establish a suitable working
relationship with the school district within which the study was to be
conducted. The second step was to locate and establish contact with the
principals of the five schools which were to serve as the observation and data
collection sites. Third, fifteer teachers were identified as the primary subjects
of the study and their cooperation was elicited. Finally, key central office
administrators and consultants who worked directly with the schools and
teachers identified in steps two and three were identified and their
cooperation sought.

1. District Selection.

When the original proposal for this research was written it was expected
that Riverside Unified School District, Riverside, California, would serve as
the target site for the research. For a variety of reasons, mostly related to
interest in the topic and enthusiasm for the research design, it was decided to
move the project to the San Bernardino Unified Schooi District (SBUSD). SBUSD
is a moderately large urban school district with a multi-ethnic population and
an integrated staff. Overall characteristics of the district are presented in
Table A-l.

Arrangements for conducting the research were worked-out with the
SBUSD Superintendent of Schools in September of 1980. In accerdance with the
grant proposal, the superintendent was invited to review the research plan and
to assist in determining whether it should focus primarily on elementary or
secondary teachers. He was also asked to assist the research team in
identifying cooperating schools and principals. As a result of preliminary
conversations with the superintendent, it was decided to concentrate the
research-on elementary school. teaching and administration. '

Entry to the schools was arranged by inviting the project's principal
investigators to present the research objectives and methods to a district-wide
meeting of elementary school principals held in mid-September. After a brief
presentation and a period of discussion with the principals volunteers were
solicited for participation in the study. Seven principals volunteered. A total
of nine sites were represented by these seven principals, because two of them
served as half-time principals in each: of two smaller elementary schools. " The
project staff arranged to visit each school site in order to ascertain whether a
suitably balanced sample could be developed from among these nine sites.



TABLE A-l1. ORGANIZATIONAL AND DEMOGRAPHIC CHARACTERISTICS
OF THE SAN BERNARDINO UNIFIED SCHOOL DISTRICT.

City Population 106,500 District also
ineludes part of
unincorporated area
in surrounding county

K-12 Student Enrollment 28,971 Among 15 largest
districts in Calif.

Ethnicity of Student Body 2.7% American Indian
2.6Z Asian
16.1% Black
27 .4% Mexican Amesrican

51.2% Angle
Pzr Pupil Expenditures $1,944.68 Based on average
dsily attendance

Revenue Sources 9.58XZ Federal

F a
73.08% State (cypical of
17.34%Z Loesl post=Prop. 13
Calif. Dsts.)

ertificated Employees 113 ( 8.0%Z) Administrators
104 ( 7.4Z) ©Pupil services
1,412 (85.6%) Cert. teachers

(@]

Employee Ethmicity 0.8%2 American Indian
- 1.1% Asian American
10.0% Black
11.6% Mexican American
76.52 Anglo

Third Grade California

Agsessment Program Scores 240 Reading

for 1979-80 (State Mean - 238 Written Expression
Score = 250 on Each Test) 246 Math ‘
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2. 53chool 3ite Selection.

Interviews and initial observations were conducted at each of the nine
volunteer school sites. Interviews with the principals concentrated on
ascertaining the nature of the training, experience, and demographic
characteristics of the principal, the teaching staff, and the student population
at each school. The research team was also interested in ascertaining whether
the voluntegring principals were likely to be open and cooperative in their
responses 1o research questions. ;

The nine schools covered through this process were found to have an
adequate mix of "inner city" and "suburban" schools, as well as a good range of
staff and student body size. There were, however, no Black principais and no
predominately Black schoecls in this initial group. Therefore, the research team
sought cooperation from the district assistant superintendent with most direct
responsibility for elementary school programs in identifying school sites with
these characteristics and eliciting the cooperation of thneir principals. This
process produced two additional schools. Both had predominately Black student
populations, one had a Black and one an Angio principal.

It was decided to include both of these new schools in the final sample,
along with three of the original nine. The resultant five sample schools are
described in Table A-2. o

3. Teacher Selection.

As the five school sites were being identified, principals were asked to
nominate three teachers to become the primary subjects in the study. They
were asked to select one teacher whom they viewed as "strong", one whom
they viewed as relatively "weak", and one which would provide the research
project with a suitable balance of training, experience, and other personal
characteristics. Each of these principal nominees was cantazted and invited to

participate in the study,

Two nominees declined to participate. The first was a teacher identified
as an experienced, union activist teacher in Mr. Q's school. This teacheér not
only declined to participate herself, she also tried to persuade Mr. Q's other
two nominees to refuse to participate. Her motivation sprang largely from her
teacher union leadership role. The district was in the midst of tense teacher
centract negotiations and this teacher felt obliged to declare her unwillingness
to be cooperative with management sponsored activities of all sorts. She
expected her refusal to participate in the research to be taken as a sign that
teachers were unhappy about the status of contract negotiations.

This teacher was unsuccessful in persuading Mr. Q's other nominees to
declme, and was eventually replaced by Mrs. C, a resource specialist teacher
in Mr. Q's building. She remained friendly to our field observers throughout the
stur;lyj and made no effort to interfere with the research project beyond the
initial approach to the other nominees.
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TABLE A-2. CHARACTERISTICS OF THE FIVE
ELEMENTARY SCHOOLS SELECTED FOR STUDY.
) SCHOOL

CHARACTERISTIC P Q R Q T
B et L e il Rttt Sttt
Overall Character I Inner I Inner I Inner I Inner I Sub- I
I city I City I City I City I urban I
I I I I I I
I Black I Multi I Hisp. I Black I Anglo I
I I I I I I
I Poor I Lower I Poor I Lower I Mid. I
1 I Mid. I I Mid. I'Class I
1 I I I I I
ey St S O --1
I I I I I I
No. of Students I 239 I 550 I 330 I 245 I 450 I
i I I I I I
No. Reg. Teachers I 8 1 21 1 i0 1 8 I 14 I
I I 1 I I I
Full Time 1 I I I I I
Specialist Teachers I 2 1 4 1 1 1 1 I 5 I
1 1 I I I I
No. Tchr. Aides I 9 I 22 1 10 I 9 I 5 I
1 I 1 1 I I
Ethnie Balance I 732 I 70% I 402 I 69Z 1 74Z I
I Black I Angle I Hisp. I Black I Anglo I
I I I 257 1 I I
1 I I Black I I I
1 1 I I I I
SPECIAL PROGRAMS: 1 1 I 1 I I
Title I, ESEA I Yes I Yes I Yes I Yes I No I
Spec. Ed. Classes I 0 I 2 I 0 I 0 I 6 I
Deseg./Integration I Yes I No I Yes I Yes I No I
ESAA Magnet School I Yes I No I No I Yes I No I
Extended Day Care I Yezs I No I Yes I No I No I
School Improvement I Yes I No I Yes I Yes I No I
Bi-lingual, Ttl VII I No I Yes I Yes 1 Ne I No I
_ I I I I I I
PRINCIPAL PROFILE I I 1 I I I
Yrs. experience I 5 1 14 I 9 I 2 I 2 I
Sex I Fem. I Male I Male I Fem., I Fem. I
Ethnicity I Anglo I Anglo I Hisp. I Black I Anglo I
Special I I I I I I
Responsibilities: I 1/2 1 I Has 1 Deseg.l I
I Time I I 2 I Team 1 I
I Dst. I I Schls.I Ldr. I I
I off. I I I 1 I
I I I I I I
= i i A ====l e [——mm—m=]e—m———=] =1
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The other nominated teacher who declined our Invitation to participat:
in the study was a Black male teacher identified by his principal-as a "weak"
teacher. He initially agreed to participate in the study, but withdrew following
a preliminary interview. His refusal to participate appeared to be motivated by
his anxiety that our ohserver would provide evaluation data to the principal
and thus would contribute to a potentially negative evaluation. He was
replaced by a stronger first grade teacher from the same buiiding.

4. Selection of Cjther Participants.

During the same period that principals and teachers were being
identified and selected, central office administrators-and consultants with a
significant working- -relationship -to the five -schools —in the sample- were

identified. In addition to the superintendent, nine central office admiristrators
were identified for observation and interview.

Four of the nine were senior district administrators -- the three
assistant superintendents and the associate superintendent. Each elementary
principal is assigned to one of these four senior administrators for supervision
and evaluation. One factor in picking the principals for the sample was to have
at least one who reported to each of the four supervisors. The Assistant
Superintendent for Management supervised two of our sample principals.-

Five district level coordinators and directors were also identified as
having significant working relationships with the five sample schools. They
included: 1) a bi-lingual program coordinator, 2) the director of the district's

$600 thousand ESAA desegregation and integration project, 3) a curriculum
coordinator, 4) a Title I (now Chapter 1) coordinator, and 5) a special
education coordinator. The cooperation of each of these central office staffers

was sought and received.

DATA COLLECTION PROCEDURES

Data collection efforts were focused primarily on the fifteen teachers
and their five principals. Less extensive data were collected from the other
administrators. Multiple interviews and repeated observations were the primary

mechanisms of data collection. Some document collection and analysis was also
undertaken.

I. Teacher Data.

After initial contact, the teachers were given a preliminary interview

based on the schedule presented in Table A-4.. Tn additian to gathering ::iata

wogld facilitate abservatxgn of teaﬁhmg ancj non- teac:hmg ac:.nvgnesg

= 208 -
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TABLE A-4. INTERVIEW SCHEDULE USED FOR INITIAL
INTERVIEWS WITH THE FIFTEEN TEACHERS IN THE- STUDY.

1. Tell me about your teaching experience.

2. What do you think about teaching?

3. What kind of class do you have this year?

4. What to you think about these students?

5. What is the most satisfying thing about teaching?

6. What is the thirg you dread most?
7. Compare last year with this year.

8. Tell me about your relstionships with other teachers.

234
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Following extensive observation of their teaching and non-teaching work
activities, each teacher was asked to participate in a final interview lasting
one to two hours based on the intéfview Ss:hedulé présented in Tablé A- 5. Due

Mr5, N, tjl,d no réspond to this fmal mte,fvw;w Sc:heduleg

Between the initial and final interviews the teachers were subjected to
observations which varied in length and covered a wide variety of non-teaching
activities as well as the full range of classroom teaching behavior. As outlined
on Table A-6, the number of observation periods ranged from as few as three
in the case of Mrs. C to as many as 17 for Mrs. A and Mrs. O. Total
observation time ranged from 10 1/2 hours for Mr. K to 28 1/2 hours for Mrs.
B, with the average being 16.8.

Observation of classroom instruction for teachers ranged from a low of &
hours for Mrs. C to a high of 10 hours for Mrs. B and Mrs. O, with an average
of 7.9.

Non-classroom observations included teacher meetings, small staff group
or committee meetings, playground and hall duty observations, social parties, a
parent volunteer training session, meetmgs with pnncxpals, teacher lounge
behavior, and in-service training sessions concerning: bi-lingual programs,
curriculum development, special education, and presentations of various
classroom techniques.

Dx:c:umeﬂts callected im;'uded iESSQ"I pians’, Séating charts, memoranda,

2. Data Collection from Principals.

As indicated in Table A-7, the five principals in our study were observed
on from 8 to 16 different occasions. Total observation time ranged between 12
and 20 hours.

Each principal was interviewed from three to five tifnes beyond th=
initial sample selection interview. The questions used to focus these interviews
are shown in Table A-8. The interviews were., however, relatively unstructured.
Each principal was observed on at least one occasion for a full working day
(from the time of their arrival at school until they left for the day).

3. Data Collection from Other Participants.

Table A-9 desc:nbes the observation and interview data collected from

other members of the schoel district staff.

The interview schedule used in, preliminary conversations with these
other administrators is presented in Table A-10.

)
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TABLE AES. INTERVIEW SCHEDULE USED FOR FINAL

INTERVIEWS WITH THE FIFTEEN TEACHERS.

1. Follow-up questions regarding <curricular content, classroom
proceduraes, and student characteristics:

A. VWhat is the most important cansidaraﬁiaﬁ in what _ou teach? Or
what does teaching cover as far as you' re concerned? Or, as far as your
particular classroom is concerned?

B. What do you think about when you're deciding what to teach? How
do you make curricular decisions? Are there some steps vou take? A
procedure? A way?

C. What is the most important thing you teach? Why? Review the
schedule, if necessary, to probe.

D. What does the aide do to help you? (If appropriate). Or, how
qoes the aide help you?

E. How did you arrive at this particular way of deing things in
your classroom?

F. Probe to determine the process by which -this teacher mastered- -
(or not) the daily requirement of the work.

G. For example, how do you and your aide plan? How do you let your
students know what to do? How far in advance do you plan for =ach class?
How well de you feel you can determine how much can be done in a class
period? How well do you feel you have learned how much work vour
students can do in a given period of time?

2. Interaction with principal:
A. How often do you speak with your principal? (probe to determlne
types of interaction).

3. Interaction with upervisors and other administraters (as

appropriate):

A. Tell me something about your relatienships with. . .(name each
one and probe relationships).

4. What sorts of information do you get from the central office?
5. What activities do you participate in?

6. Other queations regarding the work or attitudes which may be unique
to this particular teacher. i

7. I1f the above questioms do not elicit enough information about what
teachers consider rewarding, ask, What do you think the district could
provide for you which would serve to convince you that they know how
well you are deing your job?
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TABLE A-8. INTERVIEW SCHEDULE USED
WITH THE FIVE PRINCIPALS IN THE STUDY.

1. Regarding Community and Student Population

A. What 4ind ot neighborhood does this school serve?

1, Whyut s b gtudent pgpulaticn like? (Tetal number, no. of classes at
each ,rade level, average classs size, SES, Achievement compared to
stare and district norms, ethnicity, etc.)

Are there students coming into the school from outside its attendance
boundaries? Are any leaving?

D. Have there been changes in the student population?

2. Regarding Organization of the Schoal

A. Are there other site administrators? (Who evaluates each
administrator, ask about relationships with principal)

B. Who from the central office has contact with this school? (probe fari
frequency and nature of contact and ask about relationships with
principal and other site administrators)

3. Regarding the Faculty

A. Haw many faculty, by grade and program? Changas in recent years?
B. What is the nature of your interactions with teachers? (probe for

frequency and tone)

4. Regarding Specialist Teachers

A. How many specialists are at this school? How many are remedial or-
resource teachers, enrichment (e.g. art, music, etc.), cliniecal
specialists, etc. Who do these specialists report te? What is your
ralationship with each? (probe for tone and extent of contact)

B. How do students receive these specialist gervices? Pull-out programs,
push=in programs, self-contained classes, etc. (probe for frequency,
number,. and types of services)

C. Tell me about the relationships between the regular and specialist
teachers.

5. Regarding Teaching Aides

A. What types of aides are there? How many of each? Are they full- or
part—time? To whom do they report for supervision and evaluation? .

B. How many teachers have aides? If not all, how are Ehey asslgned? Do
individual aides work with more than one teachet7 .

€. How do the teachers feel about the aides in this school?

D. How closely do you work with the various aides? (probe for extent aﬁd

tone of contact)
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TABLE 4-9. OBSERVATION FREQUENCY AND DURATION
FOR OTHER ADMINISTRATORS IN THE STUDY.

NUMBER OF CUMULATIVE NUMBER OF

ADMINISTRATOR (CCCASIONS NO. OF HRS. INTERVIEWS

;!igg;;;;;g_—ziisgg;fff,, - Egl— - I — '”*I*"*’ = . o
I 1 I

Supt. I 6 I 4 1 3
I I 1

Assoc. Sup- 1 4 L 3 1 1
I 1 I

Aset. Sup. I 8 I 6 I 4
I T 1

Asst. Sup. I 2 I 3 I 1
1 I I

Asst. Sup. I 3 I 2 I 1
1 I 1

Director I 8 I - I 2.
i I I

Coord. I 8 I 10 1 2
1 1 I

Coord. I 8 I 10 I 3
I 1 I

Coord. I 2 I 2 1 1
I I 1

Coord. I b I 2 1 2
1 I I

Varicus I . I I

Other Prins.Il 18 I 12 I -5
1 I I’

Various 1 I . I

Other Tchrs-I 15 1 30 I 15
I I I

i
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DATA ANALYSIS PROCEDURES

Procedurally, data analysis for this project was typical of ethnographic
field studies, Data analysis was begun as soon as initial contacts and
interviews were held with participants in the study and the resulting field
notes could be typed. Analysis and data collection were pursued iteratively,
with each round of analysis re-directing further observations and re-focusing

interview ques,tmns.

Substantively, data analysis also followed typical ethnographic
procedures. Pivotal analytical categories were developed by searching the data
for critical and/or typical events within the work behaviors and interview
responses of each participant. Events and interview interpretations of these
events were recognized as significant when they met any of three basic
criteria: 1) they provided a basis for interpreting the full range of a
respondent's behavior, 2) they interpreted similarities (and differences) in
orientation and/or behavior among the participants, or 3) they illuminated the
relat;onshlp between the behavior of our subjects and the central concepts
found in the literature on work motivation, rewards, and

incentives.

Conceptualization and interpretation of the data found in the
observations, interviews and documents collected from each teacher and
administrator were tested against those provided by other participants in the
study. This cross-referencing of analytic concepts and conclusions served to
verify the validity and generalizability of the theoretical framework used to
explain the nature of both teacher and administrator work motivations and
orientations and to analyze the rewards and incentives which serve to guide

their work efforts.
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