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ABSTRACT 

One major goal of education is to nurture students who 

can take responsibility for their continued growth. In 

meeting this goal, educators must develop responsible problem 

solvers for society. This project establishes a classroom 

management model and activities for elementary teachers to 

use in setting up programs in their classrooms for developing 

self-responsibility in their students. 

Classroom management models, teacher effectiveness, 

and student characteristics were researched in developing the 

model and activities presented in Chapter III and IV. In 

order for teachers to develop responsible problem solvers, 

the research indicated certain teacher behaviors were needed. 

Also, the research demonstrated that a student's positive self­

concept along with the acceptance of responsibilities for self 

increased the students engaged learning time in the classroom, 

thereby increasing proficiency in learning. 

Self-responsibility was found to involve both self­

reinforcement and self-management. This author then began to 

work from a conceptual base of a classroom management program 

to initiate strategies for the development of self-responsible 

students in the cognitive, affective and psychomotor areas. 

It is believed the management program and strategies are 

iii 
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• educationally sound because they offer elementary teachers 

appropriate ways to measure the development of self-respon­

sibility in individual children. An elementary classroom 

that uses classroom management techniques and prov ides an 

environment that encourages student self-responsibility will 

be able to insure the emergence of responsible problem solvers. 

iv 
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CHAPTER I 

INTRODUCTION 

Rationale 

In the 19701 s, studies on both student behavior and 

achievement, along with studies on teacher effectiveness 

flooded the field of educational research. Eberle and Hall 

conducted a survey and distributed it in thirty-two states. 

Over one thousand seven hundred teachers on both the elementary 

and secondary levels, in both public and private schools 

responded. It was found that over 75% of the sample felt 

that attitudes, motivation, and behavior were serious school 

problems. Two of the most important factors that affected 

student attitude and behavior were as follows: "not under­

standing the need to be respons i ble for one's behavior and 

not understanding the need to respect personal and private 

1 
property ." Teaching students to be responsible may be the 

greatest challenge facing educators today. If the goal of 

education is to develop responsible problem solvers who will 

contribute successfully to a democratic society, then the 

schools must develop students who are i ndependent learners 

with strong, positive self-concepts. 

Wilma Longstreet states, "Achievements in educati on 

should be lifelong. They must permeate every aspect of one's 

intellectual a nd emot i onal life. For these reasons, i t is 

1 
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necessary to develop models in education which are re-

flective of the complexity of life. 112 The current research 

of Thomas3 and Good4 supports the development of classroom 

management programs where high levels of achievement and self­

responsibility can be maintained. Their research suggests that 

levels of achievement are closely associated with the child's 

self-concept and how he gets along with others. 

Classroom teachers play an important role in the develop­

ment of the child and how he sees himself and others. Research 

on teacher effectiveness indicates that the two important 

characteristics successful teachers bring to the class-

room are sensitivity and understanding. 5 Classroom teachers 

must also be flexible enough to adjust classroom methods in 

order to achieve an environment in which the students may 

gradually develop self-responsibility. Students need to be 

introduced to acceptance of responsibilities early in the 

school year and continue through the year in a classroom 

management model developed by the teacher and students. 

Thomas states, "an environment that is 'properly permissive'-­

one that provides students with a sense of agency and self­

worth--can be made compatible with a task-oriented 'traditional 

6 
practices' environment." 

Childs states that: 

Those educators who have combined the psychological 
principles of child growth with the moral principles 
of democracy and have developed the conception that 
the supreme aim of education should be the nurture of 
an individual who can take responsibility for his own 
continued growth have made an ethical contribution of 
lasting worth,7 
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Research is clearly beginning to focus on the 

student who is assuming self-responsibility. Students in 

the classroom today must develop a certain freedom toward 

self-direction and self-discipline and be free from externally 

imposed standards and/or authority. This concept is called 

locus of control. It is the student that can develop this 

inner control who can begin to grow in self-responsibility. 

There is also some evidence to support the premise that 

students who are self-responsible, independent learners seem 

to spend a greater amount of time on task and have higher 

achievement gains. These findings are reported in the BTES 

longitudinal research study. 8 

Classroom experience, speculation on the part of this 

author, and the research literature suggest that where an 

effective management program in developing self-responsibility 

is established and maintained, independent learners with 

positive self-concepts will be developed. Teachers would 

begin to see students who were self-directed and assuming 

responsibility for their learning. A democratic society could 

hope to expect responsible problem solvers to join its ranks 

in an increasingly complex world. Education needs to prepare 

students for the future in order that they understand them­

selves and have a clear understanding of the dynamics of 

human interaction. 

The student's self-concept is a vital part of his 

daily activities. The more personal meaning an experience has 

for a student, the greater effect it will have on his behavior. 
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Year after year, the Gallup Poll reports that adults 

consider discipline a major problem in schools. Employers 

complain that young people do not take enough personal 

responsibility, so they will not hire them. Some students 

seem unwilling to take responsibility for themselves or their 

actions. Surely, this is reason enough for educators to 

realize that they must not only meet our students' cognitive 

needs but also work on their affective needs. 

The 12th Gallup Poll also reports that 82% of the 

adults felt school was extremely important to the future 

success of the students, while 79% felt they would favor moral 

9 
instruction in the schools. It becomes obvious that society 

is clearly asking education to take on more responsibility. 

Educators must be willing to improve the climate for learning 

and personalize educational experiences. The curriculum for 

the new decade should involve caring. The affective domain 

must stress a positive self-concept in students. 

Purpose 

The purpose of this project is to establish ways that 

teachers can develop in students a sense of belonging with 

acceptance, the ability to gain worth and recognition from 

each other, a sense of freedom, and the development of 

responsibility for one's self. In this manner, effective 

learning which will also be affective will take place. 

Teachers should encourage "an awareness of and an 

appreciation for, American-style democracy - by letting 
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students participate in group decisions, by learning that 

'leadership' is a group function, and most importantly by 

realizing that freedom and responsibility are inseparable. 1110 

This can be accomplished through use of a classroom manage­

ment model that will help develop self-responsibility and 

establish a good climate for learning. 

In this way, educators can really nurture responsible 

problem solvers who will continue to grow and enter society 

as citizens who are caring and responsible. Schools need to 

create environments that nurture moral as well as intellectual 

growth. Educators must implement programs that provide 

students with affective learning. 

If educators believe in schools where the student is 

in the process of becoming (i.e., developing his own self­

concept, in relationship to others and his experiences, in 

a responsible manner), then a human agenda curriculum can 

be designed to provide students with lifelong learning. 

The primary function of education then becomes the develop­

ment of responsible problem solvers. 

The major goal of this project is to develop parts 

of a curriculum management model which gradually develops 

student self-responsibility, The curriculum presented will 

be used at the beginning of the school year with third graders. 

It will help to orientate the students and teacher to the 

expectations of the third grade and also set the tone for the 

type of learning environment in which everyone will be working 

together. It is the intention of this curriculum management 
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model to help students develop responsible problem solving 

techniques along with a positive self-concept. 

Definition of Terms 

At this point it may be helpful to establish and 

1 .f h • b • b • d 1l c ari y w at is meant y certain terms eing use. 

Responsibility 

Responsibility is the obligation that a student 

assumes when he accepts a work assignment, to perform properly 

the functions and duties that have been assigned to him, to 

the best of his ability, in accordance with the direction of 

the person to whom he is accountable; to become reliable. 

Self-Responsibility 

Self-Responsibility is the trait that grows with the 

opportunity to share in a democracy the mutual task for the 

orderliness and welfare of the group as well as for personal 

independence. 

Problem Solving 

Problem Solving is a process employed by all people 

at all levels of maturity for discovering or enduring new 

relationships among things observed or sensed; the process 

includes conscious or subconscious assumptions of a possible 

relationship within a simple or complex system of thought 

and understanding, and means to test through experience the 

acceptability of the assumption. 

Self-Concept 

Self-Concept is the individual perception of himself 
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as a person, which includes his abilities, appearance, perfonn­

ance in his job or task, and other phases of daily living. 

Self-Discipline 

Self-Discipline is control of conduct exercised not 

by an external authority but by the learner who accepts a 

task as his own, including whatever effort is involved, and 

controls his activities accordingly, 

Locus of Control 

Locus of Control is the extent to which a student sees 

himself as the cause of his own behavior. It is a point a 

student reaches when he begins to internalize his motivation 

and assumes self-control rather than having controls from 

external authorities. 

Democratic Learning Environment 

Democratic Learning Environment is a democratic setting 

in which the student is encouraged to learn, to respect the 

rights of others, to accept responsibility, to do his share 

of the work and to cooperate as a member of a social group. 

Classroom Management 

Classroom Management is the administration or direction 

of class activities by the teacher and students with special 

reference to such problems as democratic discipline techniques, 

use and care of supplies and reference materials, the physical 

features of the classroom, general housekeeping, and the social 

relationships of pupils; it includes the planning, organizing , 

and actuating the works of others, performed to determine 

and accomplish goals. 
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Democracy 

Democracy (Democratic Methodology) is procedures, 

both educational and social, that provide for the partici­

pation of all relevant individuals, on the basis of respect 

for individuality and for individual ideas, in areas of conunon 

concerns; procedures that include joint responsibilities for 

results and honor differences among individuals. 

Self-Actualization 

Self-Actualization is Maslow's term to describe the 

process of becoming integrated to the point of developing 

capacities and of accepting one's motives and goals in life. 

Limitations 

Some limitations in the curriculum management model 

for developing self-responsibility are as follows: 

1. Teachers' commitments to the underlying philo­

sophical and psychological belief in the nature of man may vary. 

2. The curriculum management model may not meet the 

personal and/or professional needs of every individual teacher. 

3. Adjustments in the model may be necessary in order 

to fit the needs of students in a particular classroom. 

4. The curriculum management model will most likely 

need to be personalized by the teacher in order to be most 

useful in a particular classroom. 
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CHAPTER II 

REVIEW OF THE LITERATURE 

Overview 

In Chapter II, the literature reviewed directly relates 

to children assuming responsibility in the elementary classroom. 

Theories of the psychological view of self will discuss the 

importance of a child's development of a positive self-concept, 

and how self-concept relates to classroom and personal achieve­

ments. 

Research on classroom management techniques and teacher 

behavior (those that are sensitive not only to a child's 

academic needs but also to a child's emotional needs) indicates 

there is an effective way to develop responsible problem solvers 

in the elementary classroom. These topics along with the 

research reported on direct instruction will be addressed in 

the section on teacher effectiveness research. 

The amount of time a child spends on task, and the type 

of supervised independent study the child receives in the 

classroom will be included in the section on engaged learning 

time. Linking all three, the psychological view of self, the 

teacher effectiveness research and engaged learning time will 

lead to inves·tigating how to develop self-responsibility of 

students in the classroom. 

10 
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The purpose of Chapter II is to clarify those issues 

mentioned and report on the research. It is the intent of this 

author to identify the particular literature reviewed that 

relates to developing self-responsible students and classroom 

conditions that will foster learning in the elementary schools. 

Theories of the Psychological View of Self 

If the fact that man consists of background experiences, 

relationships with others and perception of self is accepted, 

a clear concept of the nature of man eme rges. If the goal 

of education is self-actualization then schools must begin 

to develop way s to enrich children's background experiences, 

increase and encourage their relationships with others and 

help t hem develop positive self-concepts. If these things 

can occur in a classroom environment, then a child's choice 

for his direction of growth in responsibilities can be 

unlimited. In a well managed classroom children can learn to 

make choices in a cooperative atmosphere while relating to 

others. 

In order for classroom teachers to effectively challenge 

their students to assume responsibility, they must be able to 

understand the concept of who man is and what his needs are. 

''What we do in teaching depends upon what we think people are 

like . The goals we seek, the things we do, the judgements 

we make, even the experiments we are willing to try , are 

det ermined by our beliefs about the nature of man and his 

capacities."
1 

The nature of man can be broken down into what 
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Kelly defines as self. Kelly believes that, "self consists 

of an accumulated experiential background built since (his) 

life began and unique in biological structure. Self is built 

2 
almost entirely, if not entirely, in relationship to others." 

Therefore, it becomes critical to deal with the self­

concept of children in the classroom and their relationships 

with others. It is only at this point, how a child feels 

about himself and others, that growth toward a responsible 

student can be fostered in the child. The child must like what 

he sees in himself at least well enough to see process -- the 

building and becoming of his own nature. This development of 

self-concept will give the child the courage to risk his 

failures and enjoy his successes. 

One of the major determinants of perception is a child's 

self-concept. Perception is part of how the psychological 

self grows and it is selective in the process. What a child 

does has to be relevant and fit into his past experiences. Self 

is then capable of being responsible and choosing his direction 

of growth. self also creates an individual set of boundaries 

to help maintain himself. These boundaries are necessary in 

order for him to reach out toward facilitating factors and with­

draw from endangering ones. This process of perception involves 

differentiation and selection from the child's environment 

and relationships with others. When educators recognize that 

the self-concept is learned, the role in this affective learning 

process becomes increasingly significant. 
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Maslow believes that to be the best person you can be, 

"you must first satisfy basic personal needs for security, 

sociability, esteem, autonomy and self-actualization. 113 A 

child who is able to develop his self-concept, in at atmos­

phere of cooperation, will also increase his involvement in 

the task at hand and with others. Kelly says, "this creates 

much less freedom for a child to do just as he pleases because 

the obligation is owed, and the responsibility is felt, to 

ourselves and to those who facilitate us. 114 A classroom 

management xoodel which is supportive of involvement, set in 

a spirit of cooperation, and which helps a child think well 

of himself, can cause the child to extend, stretch, and grow 

in assuming responsibility. 

The boundaries in a well managed classroom not only 

establish supervision of students, but also involve decision 

making, specifying how responsibilities are divided and 

resources allocated. Boundaries also give the child a sense 

of security because expectations in the classroom are clear. 

In this type of setting the child can fulfill his personal 

needs and begin to assume responsibility for his learning and 

behavior. Maslow says, "Education must be directed then both 

toward cultivation of controls and cultivation of spontaneity 

5 and expression." 

Self-concept is learned. Combs believes: 

People learn who they are and what they are from 
the ways in which they have been treated by those who 
surround them in the process of their growing up. He 
describes his "four characteristics" of the perceptual 
field which always seems to underlie the behavior of a 
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truly adequate person as: a) a positive view of 
self, b) identification with others , c) openness 
to experience and acceptance, and d) a rich and 
available perceptual field.6 

• 

If a child does exhibit Combs' four characteristics in 

the classroom then it should follow that the child has also 

developed a high degree of self-actualization. Certainly, 

classrooms, in meeting the needs of all children, must provide 

them opportunities to develop Combs ' four characteristics. 

Carl Rogers is another psychologist with humanistic views, 

who describes self as a fully functioning human open to his 

experiences and in flow with his life. This means that the 

person is integrated (unified within himself), creative and 

trusting of human nature. 

The humanists see people as self-determining and capable 

of acting rather than simply reacting to situations. They 

feel people control their environment, rather than letting it 

control them. Most importantly, the humanists feel each 

person is morally responsible for what he becomes. 

In the preceding paragraphs, the ideas of four authors 

were expressed in terms of how man views himself. Man was 

described as being capable of being fully functioning , self­

actualizing, and a truly adequate personality . Self-concept 

seems to play the key role in man's acceptance of himself and 

his environment. Now it is time to investigate more fully 

what these ideas mean for schools and education. 
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Implications For The Psychological View Of Self 

Combs believes that the standard curriculum will not 

be enough to prepare today 's children for the world they will 

enter . He feels that education must place a new focus on 

the "person in process." He advocates that more of the social 

sciences (psychology, sociology, anthropology, and political 

science) be implemented into the school curriculum. The 

schools should be sending intelligent problem solvers into 

society. As a humanist, Combs believes education needs to be 

committed to the "educational practice in which all facets of 

the teaching/learning process give major emphasis to the freedom, 

7 
value, worth, dignity and integrity of persons." 

Combs does not feel that the humanist movement is a fad 

but rather a worldwide movement in human thinking. It does 

not exist in the field of education alone but can be found in 

psychology , sociology, anthropology, political science, theology, 

philosophy, and medicine. It occurs because our society has 

become the most interdependent, cooperative one since history 

began. 

Combs states : 

Humanistic educators believe that in order to pro­
duce the healthy , responsible, effective persons the 
future demands, educational processes must deal not 
only with student behavior but also with the inner 
life of students, especially with student self­
concept, values and feelings. Exhaustive research 
has shown us that the self-concept is a vital factor 
in a person's success or failure in school, on the 
job, or i~ social interaction. self-concept is 
learned from experience and can control what students 
learn. An effective school system cannot ignore so 
vital a factor in the preparation of youth. The 
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future requires responsible citizens skilled in 
social interaction and capable of effective 
problem solving on the spot. Humanism is not too 
tender for a tough world! It is a systematic, 
conscious attempt to put into practice the best 
we know about the nature of human beings and how 
they learn.8 

Rogers also feels there need to be changes in education 

to meet the needs of today 's society . He believes we can no 

longer deny men their freedom and dignity but that we must 

develop men who are educated -- who have learned how to 

learn, adapt, and change. Rogers sees certain qualities of 

attitudes existing in the interpersonal relationships between 

teacher and student. He describes these qualities of the 

teacher as attitudes of genuineness, trust and acceptance, 

and the ability to communicate with others. 9 

Creating a self-directed classroom through a management 

model can allow both the teacher and students freedom with 

responsibilities. Rogers states: 

Learning is considered to have been facilitated 
when t he student participates responsibly in the 
learning process. When children are given a 
responsible freedom, in a climate of understanding 
and non-passive love, they choose with wisdom, 
learn with alacrity and develop genuinely social 
attitudes. The classroom atmosphere will become 
more conducive to spontaneity and creative t hink­
ing, and to independent, self-directed work. 
Students will discover their own individual respon­
sibility for learning . 10 

Combs also discusses learning. He feels that 

"significant learning is always accompanied by emotion or 

feeling, and classrooms that rule it out simultaneously reduce 

t heir effectiveness. 1111 Combs believes that children should 

be in classrooms where feelings of belonging are induced. In 
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this type of classroom, learning can be a personal commitment 

and an effective experience. The whole atmosphere of the 

physical plant must be charged with trust, acceptance, under­

standing, tolerance, approval, knowledge, encouragement, 

security, a sense of humor, and fairness. 

Combs says : 

This calls for teachers who are keenly sensitive 
to students. It means helping students find ways 
of expressing their needs rather than dictating 
to them what their needs should be. It means finding 
ways through which students may experience self­
expression as well as seeing the need for self­
restraint. Experiences planned for and with children 
will be developed so that each individual has an 
opportunity to experience success. Classroom activ­
ities will offer him the opportunity to feel that he 
is someone who is important in his own right.12 

Into this educational environment, the teacher must 

incorporate both the cognitive and affective domain. As 

Castillo says, "then we will be able to ideally provide a blend­

ing of both areas. This confluent education -- education that 

allows students to develop their emotional abilities along with 

13 their intellectual abilities -- will allow children to grow." 

Castillo believes that the emotional content in the affective 

domain is based on the concerns and interests of the students, 

on their readiness/awareness, on the level of responsibility 

they can assume, and interest and concern for the cognitive 

content. If these are totally ~ntegrated then confluent 

education can take place. 

In integrating confluent education, it must be noted 

that motivation and self-concept are two factors which effect 

the learning process. (Much of the time educational experi­

ences are motivated from the outside influences). However, 
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to develop sharp gains in learning, educators must see 

that internal and external motivation are interacting. 

Ability, effort, task difficulty, and luck are four possible 

causes to interpret and predict the outcome of an achieve-

14 ment-related event. 

the locus of control refers to the internal-external 

dimension of the causes. The internal characteristics would 

be ability and effort; the external would be task difficulty 

and luck. "The importance of an individual's perceptions 

about the world for determining such motivational constructs 

as aspiration, expectation, and feelings of self-worth is the 

central theme in recent cognitive psychological models of 

motivation. 1115 Not only have cognitive models of motivation 

been established but affective models of motivation provide 

teachers with some boundaries to help them begin to develop 

self-responsible students. In the affective area there also 

exists the internal-external dimension of the causes. 

By moving toward a humanistic approach in education, 

a curriculum of affect needs to be established to coincide 

with the cognitive curriculum. Eberle and Hall state that, 

"Over the past two decades psychologists have investigated 

human need, motivation, satisfaction, and stress. With new 

found understanding has come an awareness and appreciation of 

16 
the affective aspects of life." 

Krath~ohl, Bloom and Masia have developed a taxonomy 

which portrays a continuum of internalization called Taxonomy 

of Educational Objectives, Handbook II: The Affective Domain. 
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The entire continuum consists of receiving, responding, 

valuing, organizing and characterizing by a value complex. 

(appendix A) It shows a range of meanings of cormnonly used 

affective terms measured against the taxonomy continuum. 

These meanings include interest, appreciation, attitudes, 

1 d 1 d • t 17 va ues an persona a JUS ments. 

Maslow's Motivational Hierarchy (appendix B) is 

divided into two areas: maintenance-directed -- including 

biological drives , safety needs, affectional needs, esteem; 

and growth-directed -- including self-actualization motives, 

18 
desire for knowledge. Eberle and Hall feel this hierarchy 

can be implemented into a curriculum of affect. "Teachers 

need to be giving serious thought to their role and respon­

sibility for developing the social and emotional qualities 

of their students. Student behavior and achievement are 

governed by affective well-being. 1119 

Teachers must also be aware that students come to them 

with an existing affective structure. Students have already 

developed some of their interests, attitudes, values and 

feelings learned from the home, peer groups, television and 

other sources. Teachers must be accepting of where the chil­

dren are and prepared to proceed from that point. 

In education, inner direction and controls must be 

established. Passing through certain stages of development 

a student mu~t learn to make decisions, think for himself, look 

at the alternatives, and see the probable consequences of his 
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• choices of behavior . A student must prize his individualism 

and accept responsibility for his own decisions. Therefore, 

education implies learning to develop one's own talents, to 

become self-responsible, and to be aware of t he conflicts 

among one's values and within the society as a whole. It is 

also important that a student be able to rethink concepts and 

the acceptance of certain choices , not simply internalize 

attitudes and values learned through training. 

Therefore, using the direction of the humanist, 

education must put the emphasis on the individual rather 

than the environment. Self-determination becomes basic, 

with the major attention directed to the development of the 

child rather than training. "Humanism is a philosophical­

psychological-educational point of view. Although there is 

perhaps little scientific evidence of its validity, there is 

ample clinical, philosophical, and empirical experiences to 

20 
attest to its worth." 

Teacher Effectiveness Research 

The major portion of the educational research related 

to teacher effectiveness done to date is mostly descriptive­

correlational studies. There is a constant development of 

professional techniques for application not only in the 

cognitive processes but also in the area of human develop-

ment and the theory of learning. Increasing reliance is being 

placed on de~eloping responsible students who use their own 

ab i l i t y to generate the events by which they learn and are 
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evaluated. In the research on teacher effectiveness, the 

concern is with relationships between the characteristics 

of teachers, teaching acts, and their effect on educational 

outcomes of students. 

In the early sixties Gage's Handbook of the Research on 

Teaching reported on the development of techniques analyzing 

verbal communication. At the same time, Hough was expanding 

his categorical sy stem to include not only the logical but also 

the emotional dimensions of classroom interaction. The 

research was interested in why teachers varied their behavior 

from one teaching situation to the next, and whether or not 

the variation was associated with educational outcomes. 21 

Mitzel's distinction between presage (a characteristic 

which exists before teaching starts), process, and product 

criteria was used in the Encyclopedia of Educational Research 

to review the research on teacher effectiveness. In research 

linking process and product as related to pupil attitudes and 

achievement, it was found "the percentage of teacher state­

ments that make use of ideas and opinions previously expressed 

by pupils is directly related to average class scores on 

attitude scales of teacher attractiveness, liking the class, 

etc , , as well as to average achievement scores adjusted for 

initial ability. 1122 

Flanders developed a classroom observer code for verbal 

comnunication. Through use of his interaction analysis, he 

was able to prove in one experimental study that adult students 

developed greater perceptions of independence and self-
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direction when exposed to teachers who reacted more often 

to their ideas and opinions. These students also had a higher 

degree of work output when compared to those having contrasting 

treatment. He was also interested in the direct and indirect 

influence teachers had on students. After carefully studying 

all the data he had collected, he summarized that both direct 

and indirect influences occur in all types of classrooms, No 

hard evidence surfaced to indicate that one method was more 

effective than the other. It was from Flander's work, in 1965, 

that the concept of flexibility of teacher influence emerged, 23 

The presage to process variables were used in studies 

on teacher personality or perception and training experience 

for student teachers. In 1961, Davis found only one or two 

measures out of 25 teacher traits to be related significantly 

to patterns of teaching observed using Flander's categories. 

It was in 1964 that Ringness and others observed first year 

teachers, In their observations they were concerned with 

scores on measures of anxiety. They found "significant 

relationships among the self-perception scores, but the 

measures were not significantly associated with observed overt 

behavior while teaching. 1124 

Research on teacher personality used the Minnesota 

Teacher Attitude Inventory, scores from the OScAR and the 

Flander's system of observation to provide the process variables. 

One finding o_f this research indicates that more responsive, 

warm teacher behavior has less teacher talk and more extended 

student talk in classrooms. "M,B. Smith found significant 
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sible way to handle the situation if it should happen again. 

At the beginning of the year you may have a "Let's 

Pretend" box with the warm-up activities on cards. Then a child 

can draw a card and act it out. The child should have a choice 

of one of two cards. At first, only volunteers should "pretend" 

but by the end of the second week the teacher must make sure 

every child has had the chance to pretend. The children can 

also be encouraged to make up their own "pretend" cards. This 

activity can last fifteen to firty-five minutes depending on 

the interest and discussion that follows. 

Some examples of role-playing warm-up exercises and 

problem situations taken from Role-Playing Methods in the 

Classroom by Chesler and Fox are: 

1. WARM- UP EXERCISES 

A. These exercises are basically pantomimic and require 

a minimum of emotional involvement and expression . . They may 

be effective for freeing inexperienced or withdrawn students 

to perform in front of their peers. Where multiple endings 

are given, the teacher can select only those he prefers or 

give them in succession to one or to different students. 

1. Pretend that you are walking: --- through very deep snow, 

--- on marbles, 

2. Pretend to eat: 

a lollipop, 

through fallen leaves. 

an ice-cream cone, --- a potato chip, 

a pickle, --- a toasted marshmallow, 

cotton candy, --- a lemon. 

3. With another student or in a circle of students, pretend 

11' 
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to toss back and forth: a baseball, --- a basketball, 

--- a chunk of ice, --- a feather, --- a porcupine, --- a 

pillow, a very hot potato. 

4. Without using any objects, show the class how you : --- brush 

your teeth in the morning, nail two boards together, 

--- put on a pullover sweater. 

5. Stand facing another student. When he makes a movement, 

pretend that you are his reflection in a mirror. Keep this 

up until you can do it well, then change roles. Make your 

moves slowly at first; don't try to trick the other person. 

B. These exercises require varying degrees of emotional 

involvement. They can be performed like charades, using move­

ments and facial expressions with few or no words. Ins:>me 

instances the exercises allow the student to express whatever 

emotion he happens or chooses to show; in other instances the 

exercise specifies the emotion that is to be shown. The teacher 

may also begin to develop actor and audience awareness by asking 

for brief reports on, and observations of, what the actor felt 

during the exercise. 

Show how you feel when: 

6. you get a phone call: someone invites you to a party . 

7. you get a phone call: the dentist tells you that you 

have an appointment this afternoon. 

8. you are looking out a window and see a little bird hit 

the glass and fall to the ground. 

9. you look out the window and see it's raining hard 

(a) on the day of the game; (b) on the day of your school 

picnic . 

I I, 
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10. you see a large do running toward you. 

11. you open a present in a big package. 

12. you find a dead squirrel on the sidewalk. 

C. The following situations, which are more complex, 

will help develop skill in spontaneity and expression of 

behavior. The teacher can give all the directions at once or 

part as the pantomime progresses. The actor should not stop 

the action while a direction is being given. 

13. You're a young person your own age visiting your grand­

parents who live near a lake. You've gone fishing and are very 

happy, thinking of the fun you are having and the fish you are 

going to catch. You bait your hook, put your line in the water, 

and wait. You begin to get a little tired of waiting. You 

get more and more impatient and disgusted. Suddenly you feel 

a bite. You hook the fish and reel it in. You have some dif­

ficulty landing it. You finally do bring it in successfully. 

It is a beauty. 

14. You're a person about your age who is timid. You're alone 

in the house comfortably curled up in a chair reading. The rest 

of the family have gone shopping. It is eight o'clock at night; 

they aren't expected back til nine, when the shops close. 

Suddenly, you hear a strange noise at the door. You listen, 

and as you listen you become a little scared. You put down your 

book and move toward the door, but you're scared to open it. 

Then the noise stops, and you go back to your reading. You hear 

the noise again, and this time there is no mistake. Something 

is there! Finally you muster enough courage and open the door 
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cautiously. It is a little stray dog. 

15. You're someone your age. One day after school you 

miss the bus and start walking home. Very tired from walking, 

you sit down on a park bench. Suddenly you see something in 

the grass; still tired, but curious, you pick it up. It's a 

$5 bill. 

16. Your friend has asked you to go skating. Your mother 

says you must stay home. You do not want to hurt your friend. 

Mother is standing near. 

17. Some friends have invited you to a show. You have to ask 

them to wait while you check with your mother to be sure she 

doesn't expect you to be home this afternoon. 

18. You see one child teasing another. 

19. You see two children fighting. 

20. You and a classmate are walking through a department store. 

He tries to get you to steal something. 

21. You're walking home from school and see a boy_ who is a 

bully. He hits children or snatches their books. 

22. A classmate tries to look at your paper during a test. 

23. You've finished your work way ahead of the rest of the 

class. 

24. You want to introduce your parents to your teacher. 

25. The teacher has accused (a) you of doing something that 

another student did; (b) another student of doing something 

that you did. 

SOu"RCE: Mark Chesler and Robert Fox, Role-Playing Methods 
In The Classroom (Chicago, Ill.: Science Research Associates, 
Inc., 1966) pp. 64-69. 

. ' 
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Evaluation 

One can assess the child's participating in a role­

playing situation by judging their mannerisms and attitudes 

toward the experience. Role-playing should start out simply 

and should never be a tense or emotionally threatening situation. 

The child should have a positive emotional response to the 

activity. This can be seen in either the way he portrays the 

role or if he actively participates in the discussion of the 

role. In judging a child's mannerisms and attitudes the teacher 

can try to determine if the child is exploring his own feelings. 

Assessment can also be made on a child's understanding of others' 

feelings in given situations. Role-playing can also provide a 

way to identify a problem, arrive at alternative solutions, 

discuss consequences related to alternative solutions, and make 

the final decision . The teacher must be sensitive to the feelings 

of her class to determine if they are comfortable with role­

playing. If they feel secure about themselves and trust their 

classmates then role-playing can be a great general strategy 

to use to approach a variety of feelings, attitudes, problems 

and provide fun all year long. 

short-Range Objective (LRO 1,3,4,5) 

The student will use concrete, personal and positive 

examples and illustrations that he has gathered through 

communicating with a classmate to give an oral report about the 

classmate. 
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Enabling Activity "This Is Your Life" 
"The Hall Of Fame" 

• 

After school has been in session for four weeks, the 

teacher will pick three students for a committee to find out 

about one other student. The committee must discover things 

about the chosen student. By talking with the student they 

must find out about his family, favorite books, etc. They 

may also talk to the student's friends, brothers, sisters, and 

other teachers, The comnittee will have fifteen to twenty 

minutes a day for four days to compile their facts on this one 

student, Then they will meet with the teacher to explain how 

they will develop the "This Is Your Life (name of child) 

poster. When work on the poster is approved they begin to 

II 

complete the project, In three to four days with about fifteen 

to twenty minutes a day the "This Is Your Life" poster will be 

completed along with their verbal presentation to be given on 

relevant facts about the person's life, They let the teacher 

know the project is completed and may share it with her; then 

a special day is set up secretly. When the day arrives the 

committee announces "This Is Your Life (name of child) 

and shares with the entire class the personal and positive 

things they have learned about the person. 

II 

After the report, the poster that the committee has made 

with pictures and facts is then displayed in the classroom. 

It is possible to have several committees working on 

gathering information about this special person and discovering 

what the person is like. Also, the committee will be working 

closely together on a common project. Each child during the 
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• • the school year will have a "This Is Your Life Day". The 

posters from t heir "This Is Your Life Day" will be displayed 

with all the others in the "Hall of Fame". By the end of 

the school year he can take his poster home. 

Evaluation 

When the committee of three children begins to gather 

facts about their "This Is Your Life" person, the teacher 

may be able to discover new areas of friendships forming. 

The committee needs to also be able to recall, verbalize, 

write and/ or illustrate facts about their person. How the 

committee relates to each other and participates in the project 

will be evaluated. The final assessment will be the "This Is 

Your Life" poster and presentation of their special person. 

This activity certainly helps children's self-concept, creates 

an atmosphere of cooperation, and an awareness of others. 
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self-Actualization: 

l 
Growth Needs: 

I 
Deficiency Needs: 

APPENDIX B 

H I E R A R C H Y 0 F HUMAN 

What a man can be, he must be, 
- A. Maslow 

N E E D S 

The need to know and understand; wisdom, curiosity , attraction to the mysterious. 
The need to systemize, organize, and to look for relationships. The need to 
construct a value system, and the need for aesthetic appreciation, 

Esteem from Others - recognition, attention, status, reputation, prestige, 
appreciation. 

Self-Esteem - confidence, adequacy, competence, achievement, accomplishment, 
independence. 

social Acceptance - love, affection, belongingness, respect, trust, being under­
stood and accepted, a place in the group. 

Psychological Safety - a predictable world, consistency , dependable routine, 
freedom within limits, fairness, peace of mind. 

Physical safety - freedom from illness, disease, and bodily harm. 

Self-Preservation - food, liquid, oxygen, shelter, clothing, 

SOURCE : Bob Erberle and Rosie Hall, Affective Direction (Buffalo, N.Y. : D,O.K, Publishing Co., 
1979) p. 17. 

..... ..... 
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STUDENT 
CHARACTERISTICS 

Cognitive Entry 
Behaviors 

Affective Entry 
Characteristics 

APPENDIX C 

MAJOR VARIABLES IN THE THEORY OF SCHOOL LEARNING 

~ 

~ 

INSTRUCTION 

Learning 
Task(s) 

t 
Quality of Instruction 

~ 

---------. 

LEARNING 
OUTCOMES 

Level and Type of 
Achievement 

Rate of Learning 

Affective Outcomes 

SOURCE: Benjamin s. Bloom, Human Characteristics and School Learning (New York: McGraw-Hill 
Book Company, 1976) p. 11. 
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