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CHAPTER I 

INTRODUCTION 

Twelv years ago when I left a teaching career in the 

public schJ01 system, I began ruminating over my 
I . . 

"successesl and "failures," successes and failures 

meaning, respectively, those students whom I had served 

well, enco raging their academic development and those 

who, for o e reason or another, I felt I had not helped 

develop su ficiently. At about the same time I read a 

book by William Schutz (1958) called FIRO: A Three­

Dimensional Theory of Interpersonal Behavior, in which he 

described ~hree personality dimensions exhibited in 

varying wars by all people. As a result, I began thinking 

about my t aching experience in terms of these three 

personalit dimensions. 

The imensions defined by Schutz were need for 

inclusion, control, and affection, which were postulated 

to differ among individuals from high, to ideal, to low 

need, wi h each of us remaining relatively stable over 

time one ch factor. Inclusion was defined as the desire 

for inter ction with others, for the purpose of knowing 

and being known by others; it involved prominence and the 

1 
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recognition by others of one's individual identity. 

Control referred to the need for authority over others, 

and affect'on denoted emotional closeness between two 

people. 

What impressed me about Schutz's theory in terms of 

my teachinJ experience was the degree to which students 
• I with whom I felt successful appeared to have needs for 

inclusion, control, and affection which complemented my 

own, while those with whom I felt I had failed had 

incompatible needs. In organizing my classroom, it seemed 

that I hadlarranged for my own needs to be met, but had 

not consid red that the needs of my students might be 

different fhan my own. For instance, I valued emotional 

closeness and encouraged such things as paired learning 

and frank ~iscussions among students, but not activities 

where studrnts could meet needs for inclusion, for 

example, bY participating in class plays or large group 

games. I Jegan wondering how the satisfaction of 

interpersdnal needs affected learning in the classroom and 

how other classrooms compared to my own. 

A re/iew of the literature related to Schutz' theory 

of interpersonal needs revealed nothing relevant to 

children jr their academic performance in school. However, 
I -

other resrarch did suggest the importance of interpersonal 

needs and/perceptions for students' academic performance. 

Schmuck ard Van Egmond (1965), investigating interpersonal 

perceptions and academic performance, found that 
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satisfactirn with the teacher and perceived status in the 

peer group significantly predicted academic achievement 

when familial social class and perceived parental 

. I k attitudes foward school were held constant. Schmuc, 

Luszki, & Epperson, (1963) reported the results of a pilot 

study wherr. teacher/pupil incongruence on general beliefs 

about stanrard classroom behavior accompanied low academic 

achievemen1. Additionally, research with college students 

indicated Lhat students with high affiliation scores 

received bletter grades in classrooms where teachers were 

perceived as warm and friendly than in classrooms where 

teachers were not so perceived (McKeachie, 1961). (The 

same did not hold true for high affiliation students in 

less frietly classrooms or for low affiliation students 

in wa~ea~s:::::d::P:::::r:::::) suggests a relationship 

between ejotional and cognitive processes. current 

research ,n attachment also emphasizes the 

interrelatjedness of emotional and cognitive development. 

Cowan (19+) states, "The attachment literature suggests 

that there is a special and direct connection between 

relationsJips with people, emotional development, and 

cognitive growth" (p. 65). Parental responsiveness or 

sensitivitty has been associated with higher levels of 

cognitive and social-emotional development in children 

(Ainsworth, 1982; Beckwith, & Cohen, 1989; Bornstein & 
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Tamis-LeMo da, 1989). Thus, despite the paucity of 

research o learning and personal relationships, the 

existing literature seemed sufficiently provocative to 

warrant further investigation of the area. 

I theb turned to related theorists. While doing so, I 

encounterel the writing of Robert Kegan (1982), whose 

philosophy of constructive-developmentalism closely 

approximat d my own philosophical beliefs. In his book, 

The Evolvi g Self, Kegan drew on the theory of D. Bakan, a 

theorist whom I had previously resonated when he was 

e of the few studies of individual differences 

in childre 's friendships. (See McAdams, 1984.) Bakan 

tified two central forces in the development of 

the indivi ual, communion and agency. Communion is the 

need to be included, to be part of something larger than 

ourselves. Unlike agency, which is a doing state, 

communion is a being state. It involves openness, 

intimacy, and sharing, and is evident when we spend time 

with anot er simply for the pleasure of doing so. McAdams 

(1988) de cribes communion as an act of surrendering the 

self. It ·s related to the desire for intimacy, for 

closeness, and to compassion. When we are motivated by 

communion, we are interpersonally oriented, as opposed to 

instrumen ally oriented; we·are spontaneous, gentle, and 

yielding. An emphasis on communion during a problem-

solving s'tuation means that equality and support are 

fundament 1 to the process, and "voice" and loyalty 
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strategies are fostered. The process is cooperative and 

affectiona e, but spontaneous and open. 

Agenct refers to the need to be a unique individual, 

autonomousland independent. It is the desire for 

separatene s, protection, and control over one's 

environmen. McAdams (1988) associates agency with 

assertion, protection, and expansion of the self. It is 

evident whln one assumes responsibility, makes plans, and 

gives advi e. We show our motivation to agency when we 

speak out, manipulate, and dominate others. Those who 

seek posit'ons of leadership or prestige, who enjoy 

aggression or achievement, are motivated by agency. With 

regard to roblem-solving, the agentic orientaion is 

evident wen we become task-oriented, rather than people­

oriented. It leads us to become authoritative, to take 

because i I assumes an unequal relationship between the 

helper anj the helpee. 

Kega1's (1982) use of the term, constructive 

developmentalism, comes from the belief that human 

developme ft is a process of constructing meaning, i.e., 

making se se of the world and one's place in it. This 

life-long process of defining reality takes place as the 

individua attempts to resolve the tension between the 

forces of agency and communion, forces which he identifies 

as centra to the development of the individual. [Kegan 
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(1982) acu ally uses the terms "independence" and 

"inclusion" instead of "agency" and "communion;" I have 

chosen to se the latter terms, but when discussing 

Kegan's theory, I will use his terms. No distinction is 

made betwebn the terms "independence" and "agency" or 

between thl terms "inclusion" and "communion. 11 J 

Recog izing the similarities between Schutz' terms 

inclusion, affection, and control and Bakan's terms agency 

and commun'on, I shifted my focus from the former to the 

latter conreptualization because the terms agency and 

communion rere more consistent with my own philosophical 

orientation. As I explored Kegan's theoretical framework, 

I . . . 
I eventually arrived at certain questions that seemed to 

be at the heart of the problem which concerned me. Those 

t · I · 11 , · h t · f th · t d gues ions· i serve as researc gues ions or is s u y. 

Research Questions 

1. How do students' differ in their needs for agency and 

communion? 

2. How do students' needs for agency and communion 

interact wfth the corresponding needs of fellow students 

and their reacher? 

3. How dolthe needs for agency and communion and the 

interactiol of such needs among students and between 

student anr teacher, contribute to/detract from the 

learning process, as designed by the classroom teacher? 
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Overview 

This study, developed from my personal teaching 

experienc, was designed to explore differing intrapsychic 

and interJersonal needs in the classroom. Building on the 

work of R1bert Kegan, it set out to investigate the ways 

::~::~~g::::
0
:n:1::~:::~n were expressed in the 

Because this was a new area of study, an exploratory 

design waJ selected to examine how students' differed in 

their exp1ession of agency and communion, how students and 

teacher dealt with differing needs in the classroom, and 

how the aJency/communion interactions affected the 

learning ,rocess. · 

ChapJer II of this paper provides a rationale for the 

chosen me hodology and a description of my philosophical 

orientati1n. It also contains an explanation of the 

dialecticll perspective and a brief review of the 

literatur, including a summary of Kegan's theory and a 

discussio1 of two studies of classroom interaction. 

ChapJer III describes the research design and the 

roles of he participants. It delineates the means of 

data co11Jction, which were observations and in-depth 

interview, the Friendship Motivation Scale, and the 

Californi Child Q-Set and a modification of this Q-Set. 
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Chapter III also describes the research sites and 

discusses limitations of this study. 

rs IV and V focus on the observations at the 

two , providing details about the teachers, student 

participanfs, principals, and general atmosphere of the 

two buildihgs. 

Chapt r VI presents the major issues which surfaced 

in theses hools and discusses these issues in terms of 

agency and communion. The concluding chapter, 

Chapter VI, is a summary of the findings. It identifies 

the conclu ions derived from these findings, suggests some 

possible i plications, and makes recommendations for 

educators nd future researchers. 



CHAPTER II 

PHILOSOPHY AND REVIEW OF THE LITERATURE 

Introduction 

It is customary to begin this section of a 

dissertatlon with a thorough review of the relevant 

literaturJ\. Given that most dissertations are written 

from a po itivist perspective, where hypotheses are 

generated from the existing theoretical base, this is a 

reasonabl procedure. However, increasingly researchers 

are beginning to question this philosophy and are 

choosing, instead, a qualitative research design, where 

the theory is grounded in the research (Reichardt & Cook, 

1979,). Flr the present research a qualitative design was 

selected bbth because it is consistent with my 

philosophi\ al beliefs and because it is also appropriate 

for an area of research that has insufficient theorizing 

from which to hypothesize. Although a brief review of the 

related literature is appropriate for a qualitative study, 

it is aftel the research has begun that theory is 

developed ind/or related by the researcher to support 

his/her oblervations. For grounded theory, where one's 

research dives the theory, it would be antithetical to 

9 
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begin with n extensive literature review. What follows, 

then, is a escription of my philosophical position and a 

brief reviek of the literature; the bulk of the theorizing 

will be interwoven into the research analysis. 

Philosophical Orientation 

Any research project, and especially a qualitative 

study, is Jnfluenced by the philosophical position of the 

researcher, so it seems important to begin this section 

with a description of my philosophical beliefs. Lincoln & 

Guba (19851 describe four fundamental perceptions of 

reality which differentiate one philosophical belief 

system frat another. The first of these is called 

objective reality (also naive realism or hypothetical 

realism) aha is the basis for the positivist approach of 

orthodox sbience. Basic to this position is the belief 

that a taniible reality exists independent of our 

observatiors and that this reality is capable of being 

fully know[ by multiple persons. Naive realists offer as 

support of their belief in a tangible reality, the fact 

that indep ndent observers, working separately, arrive at 

The second perception of reality is perceived reality 

and differs from the position 

with rega/d to our ability to 

reality. /h~se subscribing to 

like the naive realists, that 

of the naive realists only 

completely comprehend 

this belief system believe, 

a real world exists beyond 
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our experi nee of it, but unlike the viewpoint of the 

naive realtsts, it can never be fully known. Each of us 

has a uniq!e perspective, which shapes our reality and 

will never be the total picture. 

The third perception 

best chara1terizes my own 

constructi~ist, perceived 

minds. Whether or not our 

of reality, constructed reality, 

position at this time. For the 

reality is constructed by our 

constructions really exist can 

never be k own. Because each of us has our own constructed 

reality, t ere are an indefinite number of ways to 

describe e, istence. The process of seeking truth becomes 

one of rea[/ hing general consensus between varying 

individual constructions. 

The f urth perception, created reality, assumes there 

is no tangible reality, that what we recognize as reality 

is what we as participants create. This position, which is 

often so inconceivable to Western minds, represents, among 

others, ttie perspective of some adhering to Eastern 

philosoph'es who believe that none of what we experience 

as realit endures beyond our conceptualizations. 

(Lincoln Guba, 1985). 

Boch Cissna & Garko (1991), writing about 

metaphors for studying interpersonal interaction, 

distingui,h a number of useful viewpoints or paradigms, 

but sugge,t that usefulness, not correspondence to 

reality, hould be the criteria by which we adopt one of 
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these viewp ints. Dependent upon our particular focus, one 

viewpoint w'll yield a vocabularly more suitable than will 

another. of the seven perspectives outlined by Bochner, 

Cissna & Ga/ko (1991), the radical constructivist is most 

useful for my purposes. 

The rabical constructivist, like the aforementioned 

constructi]ist, believes that reality is constructed in 

the minds af the participants. Each individual has a 

mental map]that incorporates past experiences and assists 

the indivi ual in dealing with new situations. Because 

primary re~ationships tend to repeat interaction patterns, 

the mental map of each individual is especially influenced 

by these rilationships. Additionally, since the researcher 

has her ow mental map, every researcher is a participant 

in her own research. It then becomes critical for the 

researcher to document her beliefs, values, emotions, etc. 

Review of the Literature 

In serking to review the current research on 

interperso al relations in the classroom, it very quickly 

becomes apharent that a void exists in relationship 

research w'thin the field of education. There is an 

absence of relationship-level research, as opposed to 

ich is individually centered. Existing research 

centers on the individual level, by studying the 

individuals who comprise the relationship. For instance, 

there is ~esearch which looks at teacher characteristics 
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such as power, immediacy, solidarity, and teacher 

communicat~on style, typically examining the effect of 

these characteristics on student learning. As Baxter 

(1988) stales when writing about relationship research in 

general, "[It is assumed] that relationship dynamics can 

be explainrd adequately by understanding the individuals 

who comprite the relationship" (p. 258). 

This ssumption has been increasingly rejected by 

current th orists (Baxter, 1988). Just as family systems 

therapists conceptualize the family as more than the 

collection of its individual members, so, too, must 

educators conceptualize a class (or school) as more than a 

body of st6dents, teachers, and administrators. Every 

dyad, grou, classroom, and school has its own unique 

characteristics that result from the interaction of its 

respective members and which cannot be reduced to a 

compilation of characteristics drawn from its individual 

members. 

Lock (1986) goes even further than the above position 

by rejecting the assumption of pre-given individuality and 

asserting that what we come to think of as individuality 

is a construction of our own making, and a construction 

integrallJ bound to our relations with others. For 

example, ~e human infant develops language through 

interacti n with caretakers and from the acquisition of 

language rises the capacity for thought. Lock (1986) 
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writes, "I is not the case that interaction facilitates 

[the devel pment of individual abilities], as though they 

would deveiop anyway: rather, interaction must somehow 

constitute them - they would not develop without it" 

(p. 91). 

Lock' point, a constructivist viewpoint, is that the 

idea of th individual loses its usefulness when we 

consider tat each of us constructs our own meaning system 

based upon our interaction with the environment and each 

other. The significance of the above for future research 

is concise y articulated by Baxter (1988): "The 

individual'stic perspective heads one down the theoretic 

path of co nitive psychology, whereas a relationship 

perspectiv such as dialectical theory focuses attention 

outwards o the relational situation" (p. 258). It is this 

relational situation that has been neglected by the field­

of educati n. 

& Nicholson {1986) in their review of teacher 

affect in he classroom, which is simultaneously a review 

of interpe sonal relations in the classroom, acknowledged 

deficit exists with regard to our 

understan ing of classroom interaction. Blumstein & 

Kollock (1988) and Hinde (1976) make a similar observation 

about the study of interpersonal relations in general. 

Powell & icholson's recommendations for future research, 

which inc ded a call for more naturalistic, descriptive 

accounts f teacher-student behavior, are remarkably 
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similar to what a constructivist/radical constructivist 

researcher would do. Essentially, the call is for more 

holistic aid integrated theoretical frameworks, for more 

process-oriented research, and for a less static view of 

human relationships (Powell & Nicholson, 1986; Duck, 1988; 

Duck, 1991. Implicit in the recommendations of Powell and 

Nicholson f 1986) is the notion that research should 

consider interactions rather than variables or individuals 

or even collections of individuals. The broad theoretical 

framework from which this study has evolved is consistent 

with the rrcommendations of Powell and Nicholson (1986). 

In the nexr section I will describe that framework. 

Constructive Develo mentalism 

As pr viously mentioned, constructive 

developmen alism is the philosophy underlying Kegan's 

(1982) thehry of human development and is a transformation 

of Piagetikn theory and those theorists who see humans as 

meaning-makers, specifically, the neopsychoanalytic ego 

psychologibts, the neopsychoanalytic object relations 

theorists, and the existential phenomenologists. Kegan 

equates th process of meaning-making with what has 

previously been described as constructing our own reality. 

A central aspect of Kegan's theory is that it 

reflects a dialectical perspective, rather than a 

dichotomou one. According to Baxter (1988), there are two 
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features of dialectics that are common to all dialectical 

theories: !rocess and contradiction. By process is meant 

that all ttings are in a constant state of flux. 

Theoreticians with a dialectical perspective do not: 

think in terms of 'ready-made' things, whose 

properties and potentialities (they seek) to fix 

and ditermine once and for all .... (D)ialectics 

refusls to think of things each by itself, as 

havinr a fixed nature and fixed properties ••. but 

it recognises that things come into being, exist 

and clase to be in a process of unending change 

and dlvelopment ••• (Cornforth, 1953, p. 68). 

With espect to Kegan's theory, the dialectical 

perspectiv means that human development is a constant, 

ongoing pr cess and the researcher's goal is to capture 

the nature of this process in thick description. The 

quality of contradiction inherent in dialectics is the 

belief thaj all things exist in opposition to their polar 

opposite ard cannot be understood in separation from one 

another.Te tension between two opposing forces is the 

nature and very essence of the universe. The constructive­

developmentalist focuses on the tension between the two 

opposing forces of agency and communion. 

A primary component of constructive-developmentalism 

is an emptiasis on the self as an active agent, in contrast 

to a posiJion such as the Freudian where the individual is 

forever r acting to the drives of the id and superego, and 
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the ego fu ctions much as a referee between these two 

super powe s. For the constructive-developmentalist, the 

ego foundation of the personality. 

This ,rocess of meaning-construction is the 

individuals attempt to make sense of the world and 

his/her pl ce in it; it is the process of defining 

reality, o being included. Kegan, in fact, defines 

person as process as much as a thing. Like Piaget's 
I 

theory, s process of meaning-construction takes place 

via our eractions with the environment; development is 

more than n unfolding of biological maturation. From 

oughout the life-span, the individual is 

involved i this process of constructing meaning - indeed, 

happe s to us is organize it. We literally make 

sense Human being is the composing of meaning, 

inclu ing, of course, the occasional inability to 

compo e meaning, which we often experience as the 

loss 

Our n 

one aspect 

this then 

our own composure (p.11). 

for others is what David Bakan (1966) calls 

the duality of human experience. He calls 

for communion, the need to be included, to 

be part of something larger than ourselves. For the infant 

who, befor birth, was part of something larger than 
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herself, t ere is the need to be cared for, protected from 

undue stre s, and loved. The need for communion in the 

mature adu t can be evidenced as the desire for intimacy 

or generat,vity or spirituality. 

While the need for communion is one aspect of Bakan's 

duality of experience, the need for agency is the other. 

Agency ref rs to the human need to be a unique individual, 

autonomous and independent. It is agency that propels 

the toddle toward forbidden objects despite parental 

disapprova. Similarly, agency motivates the young adult 

to leave h me and begin a rewarding career. 

Kegan (1982) proposes six stages of development 

roughly co responding to the four stages of Piaget's 

cognitive evelopment, with Piaget's stage of formal 

operations being divided into two stages and with the 

addition o a post-formal stage. Throughout our lives, in 

response the tension between independence and 

inclusion, to become overinvolved in one or the 

other oft ese two extremes. Kegan, using object relations 

terminolog, refers to this as embeddedness, meaning that 

tin one of these extremes, we are unable to 

recognize nd see beyond our frame of reference. The 

movement t a new stage of development is a reaction to 

acies of the previous stage and resolution is a 

stronger e phasis on whichever orientation (independence 

or inclusi n) was de-emphasized in the previous stage. 

Again, usi g object relations terminology, Kegan refers to 
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this movem nt as one of differentiation from the 

embeddedness of the old center to reintegration of a new 

center. 

At di ferent times in our lives the emphasis will 

return to ither the inclusive or independent frame of 

reference, but each time the new center will involve a 

greater de ree of complexity. It is assumed that the 

individual is developing toward an ideal period where 

independen e and inclusion are seen not as opposing 

forces, bu as each facilitating the other, as two sides 

of the sam coin. 

Sta e o. The first stage is called the Incorporative 
1 

Stage, whee the child is subject to her own reflexes, 

senses, et. Timewise, this stage is commensurate with 

Piaget's S nsorimotor Stage and Loevinger's Pre-social 

Stage. Ins ead of being a person who has reflexes, senses, 

etc., the hild in the Incorporative Stage is her 

movement, eflexes, senses, etc. There is no self from 

which to d'fferentiate non-self and, thus, no self to 

distinguis from reflexes and senses. At the conclusion 

of this st ge, when the child recognizes that she exists 

1. T 
alternate! 
masculine 
content of 

avoid gender bias, personal pronouns will be 
masculine and feminine. The use of either the 

r feminine orientation is unrelated to the 
the discussion. 
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as a separ te being, the senses are recognized as 

something ,hat belong to her, but they do not define her. 

Kegan beli ves that each new developmental milestone 

involves a loss, as well as a gain. In order for the child 

in the Incjrporative Stage to move on to the next stage, 

she must give up that part of herself which we recognize 

as the senles and reflexes. Now they are no longer part 

and parcellof herself; they are brought back in relation 

to her as omething she experiences, or, as Kegan says, 

they are "iound" and reintegrated as "other." With respect 

to the tenfion between agency and communion, because the 

child at stage O has not developed a sense of self, Kegan 

does not ytt position her on one side or the other of this 

contradiction. 

Stage! 1. Once the child realizes that he exists as 

a separate being, he enters the second stage, called the 

Impulsive Stage; a stage comparable to Piaget's 

Preoperatibnal Stage, Loevinger's Impulsive Stage, and 

Erikson'stlge of Initiative vs. Guilt. In terms of the 

agency/corokunion contradition, the stage 1 child is 

overinvolvld in inclusion, assuming as he does that his 

perceptionl, etc. are the same as everyone else's. 

Although ht differentiates between himself and other(s), 

the stage l child is still blind to his own frame of 

reference, which in this stage is his perceptions and 

impulses. aying that one is embedded in his own 
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perception and impulses is equivalent to Piaget's 

descriptio of the preoperational child, where one's own 

perception are assumed identical to everyone else's. For 

the child 'n stage 1, the moon does, indeed, follow him 

around and his mother cannot be someone else's sister. 

Kegan, however, adds to Piaget's description of this 

child by t eorizing that it is not just the cognitive 

limitation which constrain the child in Stage 1; there is 

an affecti e element at work here, too. Since the 

perception and impulses are not differentiated from one's 

self, to a knowledge their separateness from one's very 

being, con titutes a loss, a giving up of what one is. 

Therefore, in order to achieve control of his impulses and 

affirm the differing perceptions of others, the child in 

stage 1 mu t reject a part of himself. Kegan adds that 

the percep ions and impulses are then reintegrated as 

object. 

Sta e 2. The Imperial Stage (Piaget's Concrete 

Operationa Stage, Loevinger's Opportunistic Stage, and 

Erikson's vs. Inferiority Stage), achieved by 

rejection nd reintegration of one's perceptions and 

impulses, 's characterized by a high need for control (or 

independen e). Now that the impulses and perceptions are 

something one has, the world can be manipulated for 

one's own enefit - if one takes control. Kegan (1982) 

describes 2 child as "seal(ing) up," meaning 
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that "there comes as well the emergence of a self-concept, 
I 

a more or less consistent notion of a me, what I am (as 

opposed to the earlier sense of self, that I am, and the 

later sensi of self, who I am)" (p. 89). 

The difficulty for the stage 2 child is that, sealed 

up as she ls, and involved as she is in controlling her 

self and srrroundings, she is unable to place needs, 

wants, intjrests, etc. outside of her self. I remember my 

son experiencing less family interest in baseball than he 

himself exJerienced, saying to us in painful seriousness, 

"If you doll 't like baseball, you don't like me." He was 

caught in stage 2 frame of reference, where he was 

defined by his baseball interests and could not consider 

that either he or others existed independently of their 

interests Ilr needs. 

One c nsequence of the embeddedness described above, 

being stucl in one's needs, rather than able to see beyond 

them; is t e absence of a shared reality. If I cannot step 

outside my needs, I cannot do the same for others, and 

therefore annot coordinate my behavior with others. 

Kegan (198·) writes, "The intrapsychic consequence of 

moving the structure of needs from subject to object is 

that the p rson is able to coordinate points of view 

within herself, leading to the experience of subjectivity, 

the sense lf inner states, and the ability to talk about 

feelings e perienced now as feelings rather than social 
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negotiatio s" (p. 95). In order for the stage 2 child to 

move elopmentally she must come to the realization 

that actin, only out of her needs does not take her where 

she wants o go. More mature individuals expect her to 

consider hr needs and theirs as negotiable, rather than 

given. Fur hermore, life cannot be easily manipulated 

according o one's needs so the stage 2 child's efforts at 

control ar inevitably frustrated. With the recognition of 

needs as o ject, the tension between independence and 

inclusion, in stage 2 has been so heavily involved 

in indepen ence, shifts over to the inclusion side for 

stage 3. 

Sta e 3. This stage, called the Interpersonal Stage, 

roughly co responds to early formal operations within a 

Piagetian ramework and to Loevinger's Conformist Stage. 

Kegan (198) says he believes Erikson missed this stage, 

which come after Erikson's Industry vs. Inferiority 

Stage, and before the Identity vs. Role Confusion Stage. 

Unlike sta e 1, there is now a differentiation between 

self and o her, but the nature of that self is defined by 

those othe s with whom one is affiliated. If we think in 

terms oft e adolescent or young adult, it is this 

embeddedne sin inclusion which makes the adolescent so 

dependent pon the peer group. It is also what compels 

these indi iduals to retreat so forcefully from the 

nuclear fa ily. Because there is, as yet, no true 
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individual identity and one's group determines identity, 

the person in the Interpersonal Stage must be very careful 

about whic group he is aligned with. A person with a 

more devel ed personal identity, would not feel that the 

family affilation precluded a unique personal identity. 

On the secure personal identity would not 

necessitat a strong association with a particular group. 

At so e point the person in the Interpersonal Stage 

begins to xperience the difficulty of a group-dependent 

identity. oups break up, conflict, and change, leaving a 

fractured sense of self. In addition, a group is a 

collection of individuals who differ among themselves, so 

the person ith a group-dependent identity is subject to 

conflictin wants and values. As a result, there develops 

a desire an individual identity that is defensible 

from one n -contradictory set of values. This is the move 

to the Ins itutional Stage. 

Sta e 4. Coinciding with Piaget's Full Formal 

Operational stage, Loevinger's Conscientious Stage, and 

Erikson's Identity vs. Identity Diffusion Stage, is 

itutional Stage which is characterized by 

overinvolv ent in independence. During this stage the 

individual as an identity, but one that is like that of 

an institu where there is a set of rules or principles 

to define and loyalty is demanded to maintain the 

identity. e individual is so overinvolved in setting up 
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a clearly efinable identity, that contradiction is 

avoided in favor of a clear, consistent self. Kegan (1982) 

says that his stage is inevitably ideological and 

"probably equires the recognition of a group .•• to come 

into being" (p. 102). This group might be based on class, 

gender, ra e, religious affiliation, etc. In any case, 

the emphas's is on commitment, autonomy, and self­

reliance. f development is to continue, the individual 

must begin to question this narrow focus in life and 

recognize need to connect with others. Thus, begins the 

move to th final stage of constructive-developmentalism, 

the Interi dividual Stage. 

Sta e 5. The final stage of the constructive­

developmen al theory is the Interindividual Stage, a key 

feature of which is openness to contradiction, the 

adoption o a dialectical, rather than dichotomous 

perspectiv. With reference to other developmental 

theories, similarities between this stage and 

Erikson's Intimacy v. Isolation and Generativity 

vs. Stagna ion, but the dialectical nature of agency and 

communion s absent in Erikson's theory. Piaget did not 

include th's final stage in his theory and Loevinger's 

final stag, the Autonomous Stage, is fundamentally 

different rom Kegan's. 

The i dividual at this stage recognizes that reality 

is change, motion, process - not objects. There is a 
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necessary lension between independence and inclusion but 

this tension is desirable, not something to be 

transcended. Relationships between systems are recognized; 

the self i~ seen in relation to the rest of society, both 

present, pJst, and future. Intimacy is truly possible only 

at this stJge of development when intimacy and autonomy 

are not seJn as mutually exclusive, but instead are viewed 

as mut~allJJ ~nhancing. 

D1scu sion. Kegan's dialectical perspective of 

developmen and his elaboration of the tension between 

agency and communion are significant contributions to the 

study of h man development. What is missing from his 

theory is Jn acceptable explanation for variations in 

developmenJ. Gender differences, for instance, are 

explained ,y suggesting that women spend longer in the 

Interpersonal Stage, while men spend longer in the 

Institutiojal Stage. Since there is some evidence to 

suggest thJt women are more capable of intimacy than men 

(McClellanJ, 1985; Rubin, 1983), which could place them in 

the Interi1dividual Stage before men, this explanation of 

gender differences is insufficient. 

More 1enerally, though, constructive-developmentalism 

has not adjquately addressed individual differences in 

developmentt. The dialectical perspective has not been 

applied to the concept of stages, in general. The theory 

allows for either stage advancement or delay, with no 
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other for problematic development. Additionally, 

there is n accounting for the severity of abnormal 

developmen. Kegan (1982), himself, notes that he groups 

together p ople who appear quite sick and people who seem 

to be cons'derably less so, although he believes this is 

defensible of the shared similarities between 

these peop 

Never 

must also 

people in 

eless, I believe that ultimately this theory 

account for differences between 

ny particular stage. Perhaps there are 

differences in degree of embeddedness so that the 

individual might be called sick is more deeply 

embedded t the one considered to be less so. Or, if we 

the individual like a landscape, as 

Jacqueline lein and M. Balint do, each of us is an 

integrated arrangement of varying features with layers 

that may co tain faults (Klein, 1987). Klein, paraphrases 

Balint: 

In landscape are features caused by long-ago 

events; mountains and oceans, scarps, crags, and 

valleys left behind after major upheavals; 

ia of weather and the slow grind of 

shave had their effects. Now plants 

cover he earth; not immediately apparent 

landscape are faults in the geological 

re - faults not in the sense of errors 
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or sis, but weaknesses in the terrain, where 

ound may crumble and crack in times of 

strai (p. 321). 

sand Balint's metaphor allows for variety in a 

way gan's theory does not. It accounts for stage 

advancemen (new geological periods), but does not reduce 

all develo uniform stages, i.e. varying features 

persist ov r time. Furthermore, Klein's and Balint's 

metaphor i corporates a means to depict the severity of 

insult one has endured, i.e. faults. Any theory that 

claims to e dialectical must be able to account for both 

the forces enhancing development and those which constrain 

it. It mus explain how an individual changes over time, 

but also h he remains the same. The present research 

assumes th t Kegan's theory must be augmented by research 

which look more closely at individual differences in 

developmen. 

Studies of Classroom Interaction 

Despi e the absence within the field of education of 

a body of esearch on interpersonal relations, there are, 

nonetheles, two four-month long ethnographic studies 

relevant t the present research. One (Batcher, 1981), 

done in a five/six elementary classroom in Toronto 

focused on emotions in the classroom. Batcher concluded 

that emoti ns function as the language of interpersonal 

events. Thy communicate the relation of an event to 
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oneself, a'd are, therefore, the essence of meaning­

making, differing from intellect by communicating that 

. . I . 
which is closer to our selves. As an example, Mario, a 

student inJBell's class was the recipient of his teacher's 

anger. Un ble to understand what had been so wrong about 

his behavi rand recognizing that other students did not 

receive si ilar treatment from Bell, Mario concluded that 

Bell did n t like him. 

to Mario. 

Bell's anger communicated dislike 

Batcher's conclusion that emotions function as the 

language o interpersonal events, that they convey the 

relation o an event to ourselves, is interesting when 

compared ta De Rivera's {1977) stuctural theory of 

emotions. 1e Rivera is not cited by Batcher, but his 

theory sho s marked similarity to Batcher's findings. He 

conceptualizes emotions as "transformations of our 

relation to the world - to the persons, objects, events, 

and actions that are important to us. These 

transformat'ons are the movements of emotion and each type 

of emotion {anger, fear, love) reflects a different kind 

of transfer ation ••. a way of organizing the relation 

between the person and the other so that the response 

itself give meaning to the stimulus situation ... " (p. 35-

36). In the case of anger, De Rivera {1977) submits that 

the message communicated to oneself in the experience of 

anger is, "emove the other," "I do not want you to belong 
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to me" (p. 44). Applying this to Mario's case, it is easy 

to see how Mario's experience of Bell's anger communicated 

that 

from 

he wa not liked. 

Althotgh Batcher differentiates the emotional system 

the c gnitive by suggesting that emotions communicate 

that which is closer to the self, Kegan conceptualizes 

these syst ms differently. Quoting from Piaget, he writes 

"'There ar not two developments, one cognitive and the 

other affe tive, two separate psychic functions, nor are 

there two inds of objects; all objects are simultaneously 

cognitive nd affective' (1964, p. 39). This is because 

all object are themselves the elaboration of an activity 

which is s multaneously cognitive and affective" (Kegan, 

1982, p. 8 ). The activity to which Kegan refers is the 

process of meaning-making, which for Kegan is what being 

is. 

ere (Kegan, Noam, Rogers, 1982), writing about 

the relati nship between emotion and cognition, Kegan, 

Noam, & Roers state that it is not "What is the 

relationsh'p between affect and cognition?" but "What is 

the relati nship that 'has' cognition and affect?" (p. 

105). Thes authors are referring to the process of 

meaning-ma ing and they provide a useful metaphor in 

illustrati n of their point. The metaphor is that of a 

hollow gla s tube, the openings of which are of some 

concern to someone. Kegan et al., 1982, write: 
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We begin to talk about the tube's 'right opening' 

and 11 ieft opening,' or make some such distinction. 

This is perfectly sensible; the tube does have two 

different openings. But this is just the point: 

e has two openings; the openings do not 

tube. Still, we can imagine that if we pay 

attention to the openings rather than the 

self, we could come to the sense that what 

open cylinder really is is two holes 

connec ed by a glass tube. This strikes us as a 

stran e definition of a cylinder because, as we 

are li ely to say, 'All that there really is is 

the c linder.' It is not so much that the two 

openi~gs have a relationship as that there is 

somet ing which has them .... Cognition and affect, 

similjrly, might not have a relationship so much 

as th~y are created out of a bigger context that 

hast em (p. 105-106). 

Batc:er (1981), looking at emotions in the classroom 

and their unction as a language to the self, can be 

reconceptualized in Kegan's terms. That is, what do the 

emotions wl'ltnessed in the classroom communicate about the 

individual selves (which are this process of meaning 

making)? Since individual selves does not make much sense 

in light o Kegan's theory or the philosophy upon which 

this resea ch is based, the above question might better 
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be: What o the emotions witnessed in the classroom 

communicat about the process of meaning-making within 

that class 

The s cond study relevant to this research, 

Friendship Development Among Children in School, Rizzo 

(1989) con erned the development and maintenance of first 

grader's f iendships. Believing there was a real need for 

theories a children develop and maintain 

friendship, Rizzo directed his exploratory research at 

theory dev lopment, rather than theory validation. His 

findings a e summarized in two central assertions. One is 

that child en's school friendships predominantly revolve 

around sch activities, meaning that class work has a 

great deal f influence over friendships in the classroom. 

It, therefo e, behooves us to pay close attention to the 

ways in whi h class activities influence the relationships 

in the clas. The second major finding, stemming from the 

ople tend to congregate around similarities, 

is ol work can be useful in encouraging children 

to recogniz their commonality and at the same time 

increase erest in school activities. Noting the 

apparent ilarity between agency and activities and 

relationshi sand communion, it will be useful to see how 

each of e contribute to the ways in which class 

members sense of their world. 
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Conclusion and Summary 

Resea ch, such as this, that is exploratory and 

hypothesis generating, rather than hypothesis-validating, 

takes as d ta that which is submitted by the research 

participan researcher. It is the researcher's 

job to sor through this data, identify themes, and 

provide te tative explanations to previously disparate 

issues. Tis chapter, therefore, summarized only that 

research 

focus oft 

theory which was related to the over-arching 

with the understanding that pertinent 

research w uld be discussed in later chapters after the 

participan shad spoken. Kegan's (1982) theory of 

constructi e developmentalism was summarized, as were two 

studies of classroom interaction. Since the primary tool 

in ethnogra hie research is the researcher, a description 

of my philosophical orientation was included. 



CHAPTER III 

METHOD 

Introduction 

The p evious chapter provided the rationale for a 

qualitativ research design and explained the need for 

descriptiv information related to classroom interaction. 

This chapt r will describe my role and that of the 

research p rticipants, clarify the means of data 

collection and data analysis, and describe the research 

sites. It will conclude with a discussion of the 

limitation of this study. 

In an icipation of this research, a pilot study was 

done with he same focus as this research, and using 

similar me hodology. The data collected was so rich that 

it was deeded to continue the research at another school 

and compar the findings from both schools. Although the 

methods us din the two schools were much alike, there 

were sever 1 differences that will be outlined below. 

Only chools with self-contained classrooms were 

considered for this research because I wanted a fairly 

stable cla sroom environment in which to observe. Fifth 

grade was hosen because, with the self-contained 

34 
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classroom, I wanted a more advanced developmental age 

where pote tial individual differences were more likely to 

occur. Be ause my research questions necessitated an in­

depth look at the teacher and her students, it was decided 

to limit m focus to a small number of students in the 

classroom. On the other hand, I wanted more than one or 

two studen s because I was interested in individual 

difference. The number of student participants was set at 

six becaus it seemed to be about the maximum number of 

students tat I might conceivably follow in enough depth 

that dual differences could be observed. 

The p imary means of data collection in both schools 

was throug classroom observation and interviews. I 

entered th schools anticipating that I would behave as a 

participan observer, and offered to perform duties in the 

classroom imilar to what one would expect from a parent 

volunteer, e.g. assisting students who were having 

difficulty, aiding in the preparation of teacher-made 

materials, etc. In actuality, my role was more that of an 

observer a participant than as participant observer, 

meaning th for the most part I observed, and only 

occasional entered into the classroom life as a 

participan. 

In th pilot the teacher was told that I was studying 

emotions i the classroom and would be watching classroom 

interactio. She was told that I was looking for 

individual differences in children's emotional needs and, 
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in particu ar, was looking at the interplay between 

emotions afd learning. {See Appendix A for a copy of the 

consent form signed by the classroom teacher.) 

The ttacher who participated in the main study, 

however, was given a choice regarding her role. This was 

done to gille the teacher some control over the research 

situation nd, thereby, minimize any potential feelings of 

dehumanizaJion on her part. Her choices were to 

participatt in the same manner as the pilot teacher and 

have access to the same information about the research, or 

participatl more like a collaborator. The latter role 

meant that she was given my research proposal to read, 

containing all the specific research interests, but she 

would bee pected to keep a log of her research-related 

feelings and experiences and be available each week to 

discuss th,s information with me. The teacher participant 

for this rjsearch chose the latter role. 

Two research measures were also utilized to provide 

additional information about the teachers' and students' 

needs and ~alues. Both the Friendship Motivation Scale 

and the Ca ifornia Child Q-set (and a modification of this 

Q-set) wer administered by education graduate students. 

The Friend hip Motivation Scale is a storytelling exercise 

which was equested of the 12 student participants to 

assess the'r preference for having friends, as opposed to 

other expe iential goals. The Q-sets, a set of 
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personalit~ descriptors, were given to the two teachers 

who were tjld to sort them according to their opinion of 

an ideal s1udent. The Q-set~ were used as a check on the 

validity o~ my own observations. Results of both the 

Q-set and tlhe Friendship Motivation Scale were withheld 

from me unJil I had concluded my observations and 

preliminarJJ interviews and analyses. This was done to 

avoid cont minating my perceptions during the initial data 

gathering 4hase. If the results of the Q-set differed 

from the b,haviors I saw, these differences were to be 

discussed with the teacher. (As will be noted later, this 

possibilit was never realized.) With regard to the 

Friendship Scale, results which differed from 

my observa ions were to be analyzed as friendship 

preference of which students might be unaware or as 

behaviors indicative of temperamental factors unrelated to 

desire for friendship. 

Inter iewing was structured around tentative 

questions developed for the interviewee and was related to 

the specific research question/questions being addressed. 

The absence of a formal structured interview was in 

keeping wit the grounded nature of this research which 

precludes t e researcher predetermining the participants' 

agendas. Qu~stions focused on the issues which developed 

in each schrol and on the feelings of the participants 

regarding those issues. Particular attention was paid to 
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the meanin of emotions and the ways in which class 

activities effected agency and communion-related behavior. 

Research Sites 

Site 1 

1 
James Walker Elementary, the site of the pilot 

study, was located in a community of approximately 60,000 

people and had approximately 800 students in grades 

kindergart n through fifth grade. The community 

functioned as a suburb to a major Midwestern city and, 

although i was an upper-middle class community (median 

income $40,000), James Walker served the lower to middle­

class popu ation in this community. The principal, Mr. 

Anton, tol me that most of the parents of children in the 

school wor ed for someone else for wages or a salary and 

about 10% f the parents were professional people. James 

Walker was a Chapter I school with two full-time Chapter I 

teachers. pproximately 20% of the families received 

public ass'stance. Less than 3% of the students were from 

minority c ltures. 

Site 2 

White tone Elementary, the site of the main study was 

located in a small town about 20 miles from a major 

1. The na es of all people and places in this study are 
pseudonyms. 
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Midwestern city. The actual town of Whitestone was only 

about 2500 - 3000 people, but the school served students 

in the sur~ounding rural area. There were approximately 

600 studenJs who attended Whitestone, grades kindergarten 

. I . 
through f1 ,th grade. The students at Whitestone Elementary 

were from he lower-middle to the middle-class socioeconomic 

group; 99. % or more were Caucasian. 

Data Collection Procedures 

Entry. Rol Negotiation, and Student Selection 

James Walker Elementar. A fellow graduate student 

suggested ,he site for this research because he said the 

principal 1as particularly conscientious, concerned about 

the welfarl of the students and staff in his school, and 

was willing to cooperate if the research showed some 

potential ~or constructive benefit to the school. 

Follojing my conversation with this graduate student, 

I phoned t e principal, Mr. Anton, briefly explained my 

research the benefits provided the school, and found 

that, inde,d, he was very cooperative and friendly. 

(Proposed ~enefits were the provision of compensatory 

services b~ assisting in the classroom, making teacher-

made materials, etc. and providing information on the 

relationshi between cognition and affect in the 

classroom.) 
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Mr. ton offered to discuss this study with the 

appropriat administrator and with his staff if I would 

send him a copy of my proposal, which I did. Within a 

couple of eeks, he called to say that he had a fifth 

grade teac,er, Ms. Smith, who was willing to work with me 

on this re earch. 

Ms. s ith and I arranged to meet to discuss the 

research ad select the six students who, with the 

teacher, w uld be the primary research focus. Our meeting 

time was d ring the lunch hour and we had only a short 

time to ta k before students started filtering in after 

having eat n their lunch. After some initial getting­

acquainted talk, I explained the process whereby I would 

randomly s lect the six students. Ms. Smith supplied me 

with then mes of the students whose last names began with 

the random y selected letters of the alphabet. By 

coincidenc, three of them were boys and three were girls. 

In the nex two weeks all six students and their parents 

agreed to ~eir participation 

in the resjarch. 

Ms. s ith gave me a copy of the class's scheduled 

outside ac ivities, such as music and physical education, 

so that I ould plan my observations around times when the 

students w uld be in the classroom. I left with the 

understand'ng that I would look over the class schedule 

she had gi en me and call her to arrange a mutually 
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agreeable lime to begin my observations. This was easily 

done durinl the next week as there was really only one or 

two times ,hat were compatible with both our schedules. 

Tuesday moJnings, from school opening until 1:00 p.m. were 

the a9reed1upon times and beginning in February of 1991, I 

went each week for ten weeks. In May of that year I 

returned fJr several brief visits to interview students. 

On thJs first visit with Ms. Smith there was no 

substantia discussion about my role in the classroom, or 

questions r concerns of Ms. Smith's. Partly this was due 

to the distraction of the entering students, but it was 

also a fun tion of Ms. Smith's personality and my 

reluctance to continue our conversation at a time when 

Ms. Smith eemed very busy. 

White tone Elementary. Entry into Whitestone 

Elementary was also facilitated by a fellow student who, 

in the com,uter lab, overheard me becrying my need for 

another reJsearch site. After explaining the nature of my 

research, he contacted the prospective fifth-grade 

teacher an~ asked her if she might be interested in 

participat~ng in the research. When the teacher agreed, I 

called andwpersonally explained the research and when she 

expressed lillingness to participate, I called to discuss 

the projec with the building principal, Mr. Roman. 

Mr. Ro an never spoke to me personally about the 

research, as he was always out of the office when I 
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called. In tead, all communication went through his 

secretary, Hawkins. Ms. Hawkins, however, relayed the 

informatio to me that it was fine to do the research as 

long as the teacher, Ms. Everland, was willing. 

r
oensetahrJolhd,ay that I met with Ms. Everland to discuss 

the I met briefly with Mr. Roman, who asked a 

few questi ns before expressing some concern that 

Ms. Everla d might have felt pressured by my contact 

person to ~articipate. I assured him that I would clarify 

this beforJ proceeding with the research and he then 

showed me ~e way to Ms. Everland's classroom. 

Ms. E erland and I talked for quite a while before 

getting don to the specifics of the research, and she 

assured me that she had not felt pressured to participate 

in the res arch and was doing so willingly. Eventually we 

began the recess of randomly selecting the student 

participan s. The same selection procedure was· used at 

Whitestone as had been used at James Walker except that at 

Whitestone I gave the teacher the option of selecting one 

student ab 

came time 

selected 1 

whom she particularly wanted input. When it 

me to give Ms. Everland the randomly 

to select students by their last name, we 

came up wi h five girls and one boy. (One female student 

was chosen per teacher request.) I asked if any of the 

letters fi more than one child and when told, yes, 

switched o e of the girls for a boy whose last name began 
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with the s me letter. That left me with four female and 

two males udent participants at Whitestone. 

In di cussing the students' class schedule and trying 

to figure out a good time for my observation periods, it 

became obv'ous that the fifth-grade classes at Whitestone 

were note actly self-contained. At 1:40 p.m. each day 

the studen s dispersed to go to either band or music or 

physical e From 2:45 p.m. until dismissal at 

3:18 p.m., fifth grade teachers traded students for 

science cl ss. My observations started with my staying 

the whole ay and either going to physical education or 

talking wi h Ms. Everland during the 1:40 - 2:25 p.m. time 

period. Af er four weeks, there seemed little reason for 

me to cont'nue this full day schedule and I began staying 

at the sch ol only until 1:40. This continued for four 

more weeks, after which I returned twice around the lunch 

hour to fi ish some of my interviewing. All together, I 

spent abou 41 hours observing at Whitestone; this was 

equivalent to the time spent at James Walker. 

The djcision about which research role to accept was 

not an eas choice for Ms. Everland. She was uncertain 

and asked Iich role I would prefer. After a good deal of 

indecision, she finally decided to act as research 

collaborat r, with the understanding that she would keep a 

log of her research-related feelings. As it turned out, 

she did no do very well in this regard and, despite, 
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several re uests, only provided me with a few scanty notes 

about herslllf and the students. She was, however, very 

good about allotting time to talk to me about the research 

and I was able to get a good deal of information from 

interviews. 

Observations 

James Walker. Initially, at James Walker I took a few 

brief note, while I was observing in the classroom and 

then augme]ted these notes later when I was at my word 

processor. However, about a third of the way through my 

observatio1s I began to have questions that could not be 

answered b~ trusting my memory. For instance, I wanted to 

know which of the students was initiating interaction with 

others and how often. I also began to form opinions, but 

did not ha e detailed examples of how I came to these 

opinions. 

My notes at this time, then, became more detailed as 

I took more extensive notes while in the classroom. Since 

I had been sked by Ms. Smith to do a task for her which 

required t~ use of a dictionary or thesaurus, I almost 

always had rhese books out and took advantage of this 

front to tare detailed notes about the classroom 

interaction!. Though I was, by appearance, sifting through 

a dictionarr or thesaurus, more often than not I was 

taking notes on my observations. No one ever challenged 

me on this behavior or asked me specifically what I had 
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just writt n in my little notebook, though I suspected 

that Ms. slith and at least some of the students were 

aware that sometimes I was recording their interactions. 

Whitestone. At Whitestone, it seemed relatively 

inocuous tJ openly take notes as I observed. Most of the 

action in Js. Everland's classroom took place in a large 

group and Jas, therefore, more public behavior than what I 

observed i1 Ms. smith's classroom. From the beginning, 

this is wh,t I did at Whitestone. As will be noted later 

when I describe a typical day at Whitestone, one student 

did commen1 about this behavior, but did not argue with my 

response that, yes, notetaking was going to be my main 

activity iJ the classroom. 

At boJh schools there were times, of course, when 

notetaking was suspended until, at the latest, the 

conclusion of the day's observations. This happened when 

an emotionally-charged event took place or when the 

environmenJ was more intimate and notetaking seemed 

inappropriJte. 

One f~nal comment is necessary to clarify the 

notation s1stem used to report this research. Double 

quotation jarks (") will be used to indicate a direct 

quote of o e of the participants. Single quotation marks 

(') indica e that the material was paraphrased. Following 

which 

indicates hich page of my notes contained the quote. 
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Interviews 

At bo h schools the student interviews were done 

almost exc1usively on the playground. students seemed to 

be more at ease there and would talk freely while we 

walked. Te playgrounds were both big enough and the 

noise leve sufficient to allow relative privacy during 

these conv rsations. At James Walker, the issues were 

clear enou that semi-structured interviewing focused on 

the proble s evident in the classroom. Before conducting 

an intervi w, I jotted down the questions for which I 

needed ans ers and usually made a few brief notes to 

myself dur'ng the interview. Afterwards I recorded the 

content of the interview and my accompanying observations. 

The issues at Whitestone did not surface as quickly, so my 

initial in erviews with students were informal, and 

centered a ound agency and communion-related questions 

concerning a play that had been done in Ms. Everland's 

classroom. Later semi-structured interviews focused on 

the issues hich developed at Whitestone. (See Appendix B 

for exampl s of interview questions.) 

At 

student 

conclusion of my study at James Walker each 

had an audiotaped interview that was later 

transcribe. This was not done at Whitestone because the 

student interviews weren't as critical a part of my 
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research a school, and it was not difficult to 

adequately transcribe them later. 

Teach r interviews were done over lunch or when the 

students w 

Ms. Everla 

more often, 

unavailabl 

was contin 

turned out 

will be dis 

of the classroom - at music, etc. 

ample time for us to talk before, or 

school hours but Ms. Smith was 

during after-school hours. Consequently, I 

more time to interview her. This 

of the limitations of this study and 

the section on limitations. 

Motivation Scale. The Friendship 

Motivation cale, developed by McAdams & Losoff (1984} 

measures "a recurrent preference (consistent desire or 

readiness} or having friends over and against other 

experientia goals" (p. 13-14}. Friendship motivation 

was assesse because it is hypothesized to detect 

preferences which may in actual behavior, be confounded by 

either lack of awareness or temperamental variables, such 

as extraver ion and sociability. It should be noted that 

"recurrent reference" implies that friendship motivation is 

a relative! stable personality characteristic, which may 

change over the course of one's life, but would remain 

consistent cross differing situational conditions. Because 

situational conditions would be expected to influence actual 
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behavior, riendship motivation was examined to assess the 

hypothesiz d stable propensity for valuing friendships. 

Relia ility data on the Friendship Motivation Scale 

is unavail ble and it has been argued elsewhere (Bellak, 

1975) that projective personality measures do not lend 

themselves to standard evaluations of reliability and 

validity. 1owever, in terms of construct and concurrent 

validity, cAdams and Losoff (1984) reported that in a 

study of 52 fourth and sixth graders, the results of the 

measure si nificantly correlated with a) teacher trait 

ratings su 

cooperativ 

best frien 

as friendly, affectionate, sincere, and 

b) extent of one's knowledge about his or her 

c) friendship depth or understanding of the 

meaning of one's own friendships; and d) friendship 

stability stability over time of best-friend choice. 

McAdams an Losoff reported a correlation of .87 

(p < .001) etween two trained coders scoring friendship 

motivation subject. 

Appro mid-way through the research the 

Friendship otivation Scale was individually administered, 

following t e instructions outlined by McAdams and Losoff 

{1984). 

students 

r picture cards were presented and the 

asked to tell a story about them. The 

stories wer recorded, transcribed, and scored for 

friendship otivation, dependent upon statements about 

1) positive affect, 2) friendship or love, 3) dialogue 

between cha acters, and 4) helping. Scoring of the 
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Friendship otivation Scale was completed by two trained 

raters who ssigned ratings to the transcriptions. 

Interrater eliability on a trial administration of the 

scale was 9 .8%. On the measures done at James Walker, 

the er reliability was 97.5% and at Whitestone it 

was 100%. 

nia Child -set. The California Child Q-set is 

a set of 10 cards containing descriptions of personality 

characteris ics. Developed by Jeanne and Jack Block 

(1978), the CCQ may be used in a variety of ways to get an 

overall vie of an individual's personality. For the pilot 

research th classroom teacher sorted a set of the cards 

to describe the ideal student. Afterwards it became 

obvious tha many of the cards in the original CCQ were 

obviously n t descriptive of an ideal student, nor were 

they easily identified as typifying either agency or 

communion. herefore, a teacher could sort the stack 

without cle rly communicating her values for agency and 

communion. 

For th main study, a modified stack was then 

composed, c ntaining only 26 cards, nine of which typified 

autonomy-re ated behavior, nine typified inclusion-related 

behavior, ad eight were positive characteristics that 

could not b classified as either of the above. This 

modified Q- et was created by me and was based on the 

writing of cAdams, 1988. Using McAdams' 
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conceptual'zation of autonomy and inclusion (which he 

terms "age cy" and "community,"), I generated a list of 

phrases de criptive of these two terms. From the 

list of ph,ases, I chose nine of the original Q-set cards 

which seem d most characteristic of autonomy, and nine which 

were most haracteristic of inclusion. The remaining eight 

cards were also from the original Q-set but could not be 

clearly cl ssified as either autonomy or inclusion. 

Them dified California Child Q-set was administered 

to the cla sroom teacher, asking her to sort the cards to 

describe t e ideal student. Because the majority of the 

obviously egative personality descriptors were removed 

from the Q set stack, only the five positive and/or 

neutral ca egories were used for sorting the cards, i.e. 

the four n gative categories were removed. Thus, the 

categories utilized in this research were relatively 

neutral or unim ortant, somewhat characteristic or 

characteristic or salient, quite 

salient. 

Infor ation on the reliability and validity of the 

CCQ would e inappropriate for this research, given the 

modificati ns made on its administration and use. For the 

present research, validity of the modified CCQ was to be 

assessed b discussion of the results with the teacher and 

by observi g similarities between the results and teacher 
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behavior ad verbalizations. As noted in the Limitations 

portion of this chapter, the results were not discussed 

with the t acher, and the validity of this instrument was 

thereby co romised. 

Data Analysis 

Introductio 

With gard to the analysis of data for qualitative 

research, seems appropriate here to discuss some issues 

which devel p because of differences between qualitative 

and quantit tive research. One such issue concerns the 

topic of re iability and validity in qualitative research. 

ba (1985) assert that in qualitative research, 

reliability and validity are really matters of 

credibility. The assertions and conclusions of the 

researcher ught to be credible, confirmable from the 

data. These authors list three methods by which 

researchers can maximize their credibility: 1) prolonged 

engagement, meaning staying in the field long enough to 

obtain trus, learn the culture, and check for 

misinformat'on; 2) persistent observation or getting 

enough deta'l to provide in-depth understanding; and 3) 

triangulati nor using multiple forms of data collection, 

multiple so rces of information, multiple investigators, 

etc. 
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erence to the credibility of qualitative 

research, osenwald (1985) makes the following comment, 

eral, an interpretive account is judged 

sful to the degree that it is internally 

tent, that it is comprehensive of the 

many lements of what·is to be interpreted as 

well s of the relations among these elements, 

that resolves obscurities, that it proves 

in encompassing new elements coming 

into iew, and that it stands in some 

al relation (confirmation, 

suppl
6

mentation, elaboration, simplification, 

super ession) to previously held 

inter retations (p. 696). 

Similarly, 

about his 

Do my 

(1992) asks the following questions 

resonate with the study 

parti ipants' understanding of their 

exper'ences? Have I been able to convey 

their experiences with power and insight? 

Does y analysis have relevance and 

reson lives of people who read 

this Can the concepts and 

explored and shared help 

peopl to better understand their 

experiences ••• ? (p. 235). 
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Conce ning the issue of credibility and the suggested 

means of m ximizing credibility, this research involved 

over 80 ho rs of observation and interviews, resulted in 

approximat,ly 200 single-spaced pages of detailed 

fieldnotes:I and used interviews, observations, and two 

research m asures to collect the data. Every effort was 

made to ma imize credibility by persistence, prolonged 

engagement, and triangulation of data collection and 

sources. 

In ad ition to questions of reliability and validity, 

quantitati e researchers examine the generalizability of 

their rese rch, and in doing so are careful to select a 

sample rep esentative of a larger population. In 

contrast, alitative researchers eschew generalizability 

in favor o gaining depth in a particular setting. The 

only gener lizability, therefore, that can be expected 

from quali 

generation. 

research is the potential for hypothesis 

Observations and Interviews 

Data nalysis followed the procedures outlined in 

Agar (1986), Lofland & Lofland (1984), and (Lincoln & 

Guba, 1985) where behaviors or events are categorized and 

examined fr unifying themes. These themes are then 

unified in some way to make meaningful sense of the data, 

by constru theory or relating the themes to theory. 
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All my fie d notes were maintained in two different ways, 

in chronol gical order and in composites related to 

individual people. With regard to the latter arrangement, 

any refere~ce to an individual was highlighted and placed 

in the stad of notes for that individual. In this way, I 

had a whol 

analyzed r 

individual 

The d 

describing 

of data for each individual that could be 

to other individuals or for that 

collected on each individual was examined by 

general terms what was happening in each 

event or se ent of interaction. This descriptive 

informatio eventually fell into various categories, and 

general the es emerged which were related to the issues 

that had In a similar way, the chronological 

data was ed and sorted until I began to understand how 

the emergin themes fit together in a coherent whole. 

the field notes, for instance, on 

Ms. Everlan made descriptive notes in the margins 

beside each incident or comment. After many, many pages 

of these de criptions, it became apparent that certain 

categories ere emerging. One of these categories involved 

her reactio s to student comments or requests. Examining 

these react'ons revealed a number of different things, but 

one thing tat emerged was her consistent reponse to 

negative co ents. Eventually, the theme that arose from 

this analys's was combined with other themes that provided 
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a larger u derstanding of Ms. Everland~ namely that 

considerat,on of the 

Anal sis ofi Research 

group superceded individual concerns. 

Measures 

Frien ship Motivation Scale. McAdams indicated 

through pe~sonal communication that training and scoring 

of the Fri ndship Motivation Scale could be accomplished 

by followi g the directions in his journal article, 

"Friendshi motivation in fourth and sixth graders: A 

thematic a alysis," {1984). The graduate student who had 

administer d the scale and a counseling psychologist read 

the sugges ed article and scored the scale of a trial 

subject. terrater reliabilities were reported 

previously nd were well within acceptable standards. 

simple process of examining the scores for 

projected f iendship motivation. A higher score indicated 

greater pre erence for friendship than did a lower score. 

CCQ, 

nia Child -set and CC Modification. The 

ed for descriptive purposes, rather than for 

comparisons, is evaluated simply by an examination of the 

data. The 'nstructions suggest that it is particularly 

close atten ion to those items which were placed in the 

extreme pos'tions. 

For pilot study, where there were nine categories 

in which to sort the cards, the four categories at the two 
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extremes w re targeted for examination. However, it was 

very quick y apparent that this was not particularly 

useful for the negatively salient end of the sort because 

it contain so many obviously negative characteristics 

which no o e would use to describe an ideal student, e.g. 

"attempts o transfer blame to others," "is inappropriate 

in emotive ehavior," and "cries easily" (Block & Block, 

I looked at the items in the two 

categories other end of the extreme (extremely 

salient and quite salient} and also looked at which items 

were placed in the piles which contained items that others 

might consider descriptive of an ideal child. 

These to be the piles which were third and 

fourth from the negatively salient end of the continuum. 

Admittedly, this analysis was less than desirable and was 

responsible for the alteration of the Q-set for the 

present stu y. 

As men ioned previously, in the present study the 

Q-set was r duced to only 26 cards, all of which could 

conceivably be characteristic of someone's ideal student. 

These 26 cads were placed in only five categories, 

although Ms Everland put none of them in the category 

labeled "ne tral or unimportant," which meant that in 

actuality o ly four categories were used. In this study 

the items paced in the extreme positions were examined, 

particular! with respect to the constellation of items 
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placed in hese extremes. By looking at the picture that 

emerged frdm the whole set of descriptors in each of these 

categoriesJ it was possible to make some projections about 

what Ms. ~erland valued in her students. This analysis 

was then compared to the data collected from interviews 

and observ tions to see if it was consistent or if 

discrepant, where the discrepancies occurred. 

Limitations 

udy, like any research project, has 

limitations which hinder the credibility of the research 

or which de ract from the ability of the study to give 

meaning to he experience of others. In qualitative 

research, al in quantitative research, the study is made 

better or w1rse by the tools of the researcher. The 

unique feattre of descriptive qualitative research is that 

the researc er is the tool. Therefore, this research was 

limited by y abilities, my observation abilities and my 

ability to 'udge fruitful directions for observation, my 

ability to ccurately report what I saw in the classrooms 

and to hear what my respondents told me. The research was 

limited by y analytic abilities, my ability to accurately 

describe an categorize the data, to see themes, and unify 

those themes into a meaningful whole. The research was 

also limite by my ability to establish trust with my 

respondents and to respect their own developmental 

balances, a Kegan {1982) would say. 
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It is in regard to the latter ability that one of the 

most signi icant limitations of this study developed. To 

be specifi, my relationship with Ms. Smith was not 

optimal. I suspect she was particularly sensitive to the 

detailed e amination that my research entailed and when 

she and as udent, John, began conflicting in my presence 

it may have been very painful for her. In addition, I may 

have been 1 ss tactful than I could have been with regard 

to her ques ions about the research. About the same time 

that she an John began conflicting, Ms. Smith began 

asking for ore specific information about the research. I 

t I would be happy to provide that at the 

conclusion f the research, but was concerned about 

biasing the research if we got too specific during the 

research. (She asked for specific journal articles 

related to he research I was doing, and I did give her 

some from a related, but more general area - on 

cooperative learning.) 

Ms. Smith seemed to understand my rationale 

for not goi g into the specifics of the research while it 

was ess, it seemd to me that our relationship 

suffered af er this incident and that is the reason I gave 

Ms. Everlan the option of behaving more as a 

collaborato. 

Ms. was cordial to me and before I left we did 

have one co versation that was both enjoyable and 
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informativ, but after the conclusion of my observations, 

she stoppe returning my phone calls and I was not able to 

talk with er about my findings. I had hoped to discuss 

my observa~ions with her and get some feedback from her, 

but this did not occur. 

Unforiunately, the same situation developed with 

Ms. Everla d, in that I did not discuss my findings with 

her. She 1 ft the area after my research and I lost track of 

her. Durig the course of the study, she was always very 

friendly ad we communicated easily, but it is certainly a 

limitation of the research that the results were not 

discussed ith the two teachers. 

Anoth r limitation was the difficulties associated 

with the c lifornia Child Q-set. The modification 

provided m1re information than did the original, but the 

teacher wa still not forced to make fine enough 

distinctio s about her values with regard to students. The 

situation ould have been remedied had I been able to 

discuss it with the teachers, but as was stated this was 

not 

A 

of the 

e. 

1 limitation with this research was the quality 

her's log done by Ms. Everland. She gave me 

six hand- itten pages of information that did address the 

topic of ajency and communion in her classroom, but I had 

hoped tog t far more than I got. It seemed to me that 

this was a so a case of my not sufficiently understanding 

the develo mental position of my research respondent. I 
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don't thi that Ms. Everland wanted the control in this 

research, hich I gave her after my experience with Ms. 

Smith. In y opinion, Ms. Everland seemed to want to 

please me, so it is to be understood that agreeing to do 

something s time-consuming as a weekly log, would not 

work out v y well if the motivation for agreeing to this 

was for acceptance. 

structions for this log were initially very 

open-ended - comments and questions related to the 

research proposal and the terms agency and communion. When 

Ms. Everla had difficulty with this, I gave her more 

direction, suggesting that she write about students who 

bothered he or who particularly pleased her, how she saw 

her in terms of agency and communion, etc. She 

did out this a little, but not in much detail, so 

it reduces he confidence in my findings. 

Summary 

III described the research site for this 

study and t e site for the pilot study, which was used as 

a compariso to this research. Fellow students 

facilitated entry to the two schools, where a teacher and 

six student were selected from each school to be the 

primary foes of this research. The primary means of data 

collection ere observation and interviews, although two 

research me sures were also used to detect friendship 
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preferences in the student participants and to assess 

teacher bel'efs about the ideal student. 

din the chapter was a description of the 

means of da a analysis, which consisted of coding the 

fieldnotes, noting the categories which emerged from the 

codes, and inding themes that developed out of the 

categories. A discussion about reliability and validity 

in qualitat've research concluded the portion of the 

chapte~ that dealt with analysis and brief descriptions 

were given or the analysis of the two research measures. 

The fi al section of the chapter reported the 

limitations of the study, which were the limitations of my 

abilities t observe, describe, and interpret, and, in 

particular, my ability to establish a sense of trust with 

one of the eachers and to maintain contact once the data 

collection hase of the research ended. Two final 

limitations discussed some disappointments with the Q-set 

and the tea her participant's weekly log. 



CHAPTER IV 

JAMES WALKER ELEMENTARY 

Entry and First Impressions 

After r. Anton, the principal at James Walker, told 

me that Ms. Smith was willing to participate in my 

research I honed her to arrange a meeting. A couple of 

phone calls were unsuccessful because she was with 

students or a parent, but finally a time was set up for me 

to come to he school to discuss the research with her and 

select the students who would be the primary research 

focus. 

When I arrived at the school for the first time, it 

was lunch time. I checked in at the office and learned 

that Mr. on was in a meeting that would last until 

after my eduled departure. I do not remember what 

instruction the school secretary gave me, but for some 

reason I wa unescorted and in the hallway outside the 

cafeteria 

class was 

en I met Ms. Smith for the first time. Her 

st arriving for lunch and she and I looked at 

one another and inquired if we were the anticipated 

research as ociate. My initial impression of Ms. Smith was 

favorable; he seemed straightforward and unpretentious, 

62 
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though not'ceably reserved - meaning that she was not an 

animated s~eaker, did not engage in small talk, and 

appeared j]st generally to be intentional and controlled 

in her dem,anor. Additionally, I had not anticipated that 

she would le as interested in the research as she 

obviously was. 

Back in her classroom, we had only a short time to 

talk before the students started filtering in after having 

eaten their lunch. She explained to me that this was her 

first year at James Walker Elementary, having been out of 

the public school system for eight years. In the 

meantime, s e had been teaching preschool, where she was 

when Mr. on called her to ask her to consider teaching 

at James Walker. Her previous public school experience was 

in an inner city public school, so she said she decided to 

see 'how the other half lived.' 

She exblained the organizational system used in her 

classroom, khere students assumed much of the 

responsibil'ty for getting their schoolwork done and also 

for attendi g to the day-to-day functioning of the class. 

Using an ec nomic model to organize the class, students 

were paid f[r work done, fined for misbehavior, and 

employed in various capacities within the classroom. 

There was, , or instance, a real estate agent who was 

responsible for seating arrangements within the classroom; 

a custodian, responsible for keeping the room neat; an 

attendance lerk who took roll each day; even a personnel 
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clerk, who was responsible for keeping track of these and 

nearly twe ty other positions held by students. At the 

beginning 1f each day: students copied from the board all 

the assign,ents to be done that day and, with minimal 

prompting ~rom the teacher, they worked through the 

assignment alone or in small groups. 

during the lunch recess were generally those who had not 

gotten their assignments done, though there may have been 

some who wee there for disciplinary purposes. Some had 

questions o needed assistance, so there was relatively 

little time for Ms. Smith and me to talk about other 

research-related issues. I explained the process whereby 

I would select the students who were to be the primary 

research f+us and Ms. smith supplied me with the names of 

the studentr whose last names began with the randomly 

selected lerters. I then asked Ms. Smith a few questions 

about the students selected: Did she know of any one of 

them who wa going to be moving before the year was over? 

Did she thi k I had a mix of personality styles; for 

instance dih I have a "lonerll in the group and someone who 

was more ex raverted or did I have a sample that tended to 

be very sim'lar? She did not know of anyone who was 

moving and hought I had a good variety of personality 

styles. 
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Ms.Sith provided a copy of the class's scheduled 

outside ac ivities, such as music and physical education, 

so that I ,ould plan my observations around times when the 

students w uld be in the classroom. We talked very 

briefly abut the research and Ms. Smith said that she 

thought so ial development was very important to students. 

She commen ed that students who did not learn about social 

behavior d ring their time in school, would not have an 

opportunit to do so afterwards. 

At th's point, I began feeling torn between a desire 

to complet our discussion about the research, while at 

the same t'me recognizing that Ms. Smith had other 

pressing m tters. There was no substantial discussion 

about my r le in the classroom, or questions or concerns 

of Ms. Smi h's. As stated in Chapter III, the schedule of 

my observa ions was arranged after my departure and 

consisted f 10 four-hour blocks of time, totaling 

approximat ly 40 hours of observation. 

Classroom Life at James Walker 

It wa during my second visit to James Walker 

Elementary School (my first four-hour observation}, that 

my role in the classroom was clarified. I also met the 

principal, Mr. Anton, began the process of obtaining 

consent/as from parents and students to participate in 

the resear h, and was able to see the students and teacher 

in interac ion with one another. I will describe this 



66 

visit in p~rticularly fine detail, not only because of the 

significan e of the interactions which took place, but 

also becau e the visit was representative of future visits. 

When J arrived at James Walker at 8:55 a.m. all the 

students ajd teachers were gathered (standing) in the 

cafeteria, as they do on every morning, for the opening 

ceremony. Led by the school's music teacher, students and 

teachers sang several songs, using an overhead projector 

to display the words. One of the songs, the title of 

which I could not later recall, had been requested by the 

fifth grade students and reminded me of the song "Over the 

Rainbow." 

There was 

nother song sung this day was "We the People." 

en an announcement of those students having a 

birthday th t day and the birthday students were invited 

to come up on the stage,while everyone sang the Happy 

Birthday so g. Following the birthday singing, was an 

announcemen of a school money-making event coordinated 

with a loca grocery store and then a weather and news 

report was kead, and apparently also written by fifth 

grade studehts. Particularly interesting was the fact that 

the weather report included the weather in Saudi Arabia 

(since Operrtion Desert Storm was current news). Students 

were then wlshed a good day and were dismissed to their 

classrooms.l 

The mu ic teacher was a very energetic, enthusiastic 

teacher witl a beautiful voice so the tone of this opening 
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ceremony w s very upbeat and positive. Students also were 

very enthu iastic in their participation, though the fifth 

graders 

less so -

not singin 

Dismissal 

relatively 

which dire 

stood at the back of the room, were generally 

merely mouthing the words and others either 

or singing only an occasional chorus. 

the opening ceremony was an automatic, 

process, whereby each class knew from 

and doorway they departed, and there was 

no one dir cting them or instructing them to wait until 

other clas departed. This is not to say, that 

to the cla 

classroom 

a fast pace, with no talking on the way 

In contrast, the walk to Ms. Smith's 

leisurely, with chit-chatting taking 

place on t e way there. 

On this particular day in February, there was a lot 

of talking and mingling once we arrived in the classroom. 

The noise asn't deafening, but I was surprised that 

Ms. Smith olerated this amount of noise. The person 

responsible for taking attendance was recognized and told 

to proceed ith the job, and several other individuals 

were of their responsibilities. 

For a hile I stood reading the posters and newspaper 

articles tacked to the back wall of the room. Soon, 

however, Ms. Smith asked one of the boys, Chris, to 

collect the students' pizza money and I was asked to 

assist. (Te chers, I was told, were not allowed to 

participate in the collection of money for classroom 
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activities.) The money collecting activity, however, was 

a short on because only three people brought money -

le friend of his, and a female student. All 

three brou $2, fifty cents more than the requested 

was for three pieces of pizza. Supposedly, 

the extra ifty cents was to get more pizza. Since the 

party was o have been on this very day, the party was 

postponed ntil the coming week. 

As Ch is collected the money, recorded who 

contribute, and added up the total, I observed. He was 

completely capable of handling this job alone, which he 

did. No ne spoke to me throughout the activity and the 

questions asked of Chris were answered with as few words 

as possibl. In short, it appeared that I was either an 

uncomforta le presence or an unwelcome participant in this 

activity. 

The q 

the class 

asked of Chris related to the reason 

a pizza party. I was told that it 

was for "bing good," (FN2/19-1). As it was explained to 

me, there 

behaving, 

the jar wa 

how often 

a jar in the classroom which, when they were 

filled with a certain amount of beans. When 

full, the reward was a pizza party. I asked 

jar had been filled this year and was told 

that this the first time. 

After the pizza money was collected, students were 

told to do "response" and to start copying the day's 
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schedule off the board. ("Response" apparently involved 

copying a sentence or two that was written incorrectly on 

the board, and correcting the errors.) There was still 

much talki g and walking around the room, but everyone 

eventually the task at hand without being 

reminded. uch of the talking seemed to be about the 

substitute he class had had on the previous Friday. 

esday; Monday had been a holiday.) Students 

complained hat they couldn't understand her when she read 

their curre tread-aloud selection. The general consensus 

(on the par of the students) seemed to be that the 

substitute as weird. It appeared to me that the 

students wee glad to have Ms. Smith back and the joking 

about the s bstitute was their way of welcoming her back. 

After orking on response and the schedule, students 

were 

Using forms 

perhaps), s 

individual! 

were still 

write a letter to a soldier in "Saudi." 

by some business (an airline company, 

were to work on the letter either 

or in pairs. Those who chose to work in pairs 

xpected to each compose a letter, but they 

could discus with one another what they were writing. I 

noticed tha several chose to work in groups of three and 

were not vented from doing so. All the students 

appeared on the letter, but some were very 

involved, wile others seemed to be simply completing an 

assignment. 
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As st dents worked on their assignments, Ms. Smith 

called ents individually to discuss their completed 

work. A p per previously assigned on Linda Brown {Brown 

vs. the Bo rd of Education of Topeka) was seemingly 

overdue fo some students because Ms. Smith reminded 

students a out it and said, "And I surely hope you have 

it" {FN2/1 -1). I noticed that one girl did not have the 

completed aper. The matter was discussed quietly and the 

girl promi ed to bring it tomorrow. Someone asked 

Ms. Smith ow to spell "Saddem Hussein" and several 

students w asked to give their opinions. One of the 

male stude t's opinions was finally accepted, though I 

think it w s incorrect. 

After about an hour and a half, students were called 

to "group.' There were some dismayed "Ohh's," apparently 

because th letters were still unfinished, so students 

were allow d to bring their letters to group. Ms. Smith 

read from he current read-aloud selection and the 

students w re expected to listen carefully. I could see 

why the su stitute had had difficulty with the book 

because it was written with a distinct dialect that made 

both readi g and listening difficult. 

At so e point during the morning, Ms. Smith had 

explained n activity that I could do for her, looking up 

personalit descriptors in the dictionary. Originally, 

she said, he had intended for the students to do this 
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activity, 1ut found it too difficult for them. (They were 

to go thro~gh the alphabet, using the dictionary, and pick 

out words ~hat describe people's personality.) While the 

story was ,eing read, I sat, half listening and half doing 

the dictio ary work as described above. I found it 

impossible the gist of the story with my 

attention ivided. A number of students apparently 

experience similar difficulties because when asked to 

relate the story's events, they responded incorrectly. 

One boy's incorrect response prompted snickering from his 

classmates and he was corrected by Ms. Smith; the 

snickering, however, was not mentioned. 

After he story, students were told to line up for 

lunch and wL went to the cafeteria. While Ms. Smith was 

on an erranr., I saw a man who looked like he could be the 

principal, l~nquired, and learned that he was, indeed, the 

principal; lo I introduced myself. He was friendly, said 

he'd been ir meetings all morning - which was what I'd 

been told when I inquired about him on my arrival to James 

Walker. I ksked him how he'd prefer I handle the first 

contact witl the parents of the six children I had 

selected to focus on. He suggested I write a short cover 

letter to a company the consent forms that had been 

included in my original research proposal and either mail 

them or sen them home with the students. He advised that 

sometimes the latter was less alarming for parents and 

volunteered school letterhead and the use of a typewriter 
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if I wante to work on it that day. Also, he offered to 

co-sign th letter I sent home and to field any questions 

the parentJI might have, though he did not expect to find 

any unwill~ng parents. I thanked him for his help and his 

willingnesJ to participate in the research and it seems to 

me he resp nded with something about their interest in 

seeing what I found out. I said I didn't want to hold him 

up, that I new he had meetings all morning, but he said 

that it ok; he was going to be in the cafeteria for a 

while. We hen said good-by, he to return to his 

activities in the cafeteria, and I to the teachers' lounge 

where Ms. ith was getting a salad to take back to the 

cafeteria ad eat with her students. 

This had brought a lunch so we sat with the 

boys and chatted back and forth. (On this and all other 

occasions, hhe girls sat at one table and the boys at 

another; th two tables were almost end-to-end so that the 

remarks, wh'ch they did only occasionally. There were 

more girls 'n the class than boys, so the girls' table was 

usually ful~ and the boys' table had a few vacant seats on 

the end fur~hest from the girls.) The boys didn't much 

like their pork patties, discussed what kind of meat was 

really in them, and then a couple of them proceeded to 

play with the food by putting the string beans in the 

mashed potatoes, etc. I made a remark to Ms. Smith about 
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the "joys" of eating in the cafeteria with the kids and 

she agreed. Mr. Anton then put up his arm to the 

cafeteria roup, making a sign like a peace sign. They all 

quieted an he made an announcement before we all left the 

cafeteria. 

Back 'n the classroom, things were pretty busy since 

it was a c ld and windy day and all the students had been 

ssion to come into the room instead of going 

out for re ess. Ms. Smith, too, seemed busy, preparing 

for future lessons. (I noticed that the days' schedule on 

the ard was noticeably shorter than it had been on 

my previou 

Friday, I 

preparatio 

We ta 

my time in 

be taking 

that I wou 

on the lis 

visit, and since she had been absent on 

ondered if she could have used some additional 

time this morning.) 

briefly, at first about how I would spend 

classroom. She wanted to know if I would 

otes the whole time I was there and I told her 

taking some notes, but mostly was working 

of personality descriptors; besides, it would 

be uncomfo for everyone if I just sat and observed 

all the tie. I added that I was willing to do an 

activity f her while in the classroom, but didn't want 

to make mo e work for her by requiring her to provide 

something or me to do each time. I showed her the list of 

words I ha prepared, commented that my own son, also a 

fifth grad r, was pretty verbal and wondered if they were 

too diffic lt. She thought they would be fine and remarked 
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that that the idea anyway - to learn new words. 

Additional she asked that I work on them again next 

time. She anted a set of cards - two sets, so the kids 

could mate up synonyms. 

At this point, I said good-by, left the classroom, 

and went t the office to check out. I left a message for 

Ms. Smith the parental consent forms and introductory 

letters. would be delivered to the school during the 

upcoming 

As I 

neglected 

scheduling 

principal, 

ove home, I was aware of the things I had 

do before my arrival at James Walker, e.g. 

time to formally introduce myself to the 

nd preparing letters of introduction and 

consent for parents of prospective student participants 

In general, I was concerned with the presentation of 

myself and id not take stock of my fleeting reflections 

on Ms. and her classroom. 

back, I recognize that this second visit to 

the school, the first of my scheduled observation periods, 

was tative of many of my future visits. Unlike the 

principal, 

than 

time 

he school secretary was more business-like 

y. She was always courteous, but never had 

conversation other than what I requested of 

her. to think of her as more task oriented than 

people orie ted. Though I did not consider it at the time, 

Ms. Smith 1 ter struck me similarly. It is noteworthy, 
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for exampl, that the only introduction to have taken 

place so fr was my own introduction to the principal. I 

was not in reduced to the students or to other teachers or 

staff members. Throughout my stay at James Walker the only 

person I wls ever introduced to was the music teacher. 

Whether in the company of cafeteria personnel, or teachers 

in the tea hers' lounge or on the playground, no 

introducti ns were ever extended. 

In fa rness to Ms. Smith, on the day I arrived for my 

first obse vation, she was returning from a day or two's 

absence an, understandably, appeared to need some time to 

get organi ed. Except over lunch, which was spent in the 

company of students, we had no time to sit and talk. 

However, o future visits wheri there were no similar 

extenuatin circumstances, Ms. Smith had little, if any, 

time to si and talk. Throughout our time together, she 

had few qu stions about the research, despite the fact 

that she h been given a brief description of it. 

Over the curse of the next nine weeks there were many 

times when I felt the need to sit down together and 

discuss th way things were progressing or to ask 

questions bout something that had happened in the 

classroom. Smith, however, had little time for that. 

She was ei her busy preparing for future lessons, or 

helping st dents, or meeting with another teacher. 

Eventually I recognized that I would have to specifically 
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ask for tie to talk to Ms. Smith and schedule it ahead of 

time. 

The Students 

Befor my next visit to James Walker, I mailed to the 

school con ent forms and letters of introduction for 

parents of each of the six children selected for 

participat'on in the research. Mr. Anton cosigned these 

letters an sent them home with each student. When I 

arrived at the school the following week, I learned that 

all of the parents had given permission for their children 

to partici ate. (Actually, one parent had not formally 

returned t e consent form, but.had given a positive 

response t 

questions 

returned t 

the teacher, provided that I respond to some 

he had about the research. By the time I 

the classroom the following week, her 

questions ad been answered and she had returned the 

signed con ent form.) The student participants also had 

signed the consent form, except for one whose father had 

signed in is place; he verbally assented to 

participat'on. Despite my earlier concerns about not 

arriving a the research site with all paperwork in hand, 

I now foun myself ready to begin meeting the selected 

students. 
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From ,y first encounter with Ms. Smith's class in the 

hallway ou side the cafeteria, there had been four boys 

who stood out from the rest of the group. Of the four, 

two had be n selected. as part of the six who would be my 

primary re earch focus. In the weeks to come there would 

be frequen references in my notes to this group and the 

difficulty of ignoring them to concentrate on "less 

visible" g cups. The four boys were Chris, who was the 

one I watc ed count the pizza money, John, Luke, and 

Nathan. J and Nathan were among the six selected as 

primary re earch participants. Identification of the 

female stu ent participants was, however, a difficult 

matter. B cause consent forms had yet to be signed, I did 

not, durin my first four-hour observation period make any 

attempt to pick out the six students who had been selected 

for intens've focus. At the conclusion of my first 

observatio period, no girl was mentioned by name in my 

notes. 

John ttracted my attention immediately. On my first 

visit to he was one of the boys actively 

involved i a game of twenty questions which the students 

played whi e waiting in the lunch line. Later, during my 

first sche uled observation period, John had the 

responsibi ity for taking the day's attendance. He had 
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forgotten 'fit was his responsibility or not, but about the 

time Ms. Sith had it doublechecked, he had already 

discovered the fact himself. He apparently did the job 

without as istance and later when I asked him who was 

absent, he immediately gave me the names of three students. 

It di not take me long to discover that John was a key 

figure in his classroom, both with his peers and the 

teacher. I my notes, he was almost always interacting with 

peers, e.g. discussing sports while supposedly doing a class 

assignment, interjecting a comment into a discussion of a 

small grou of girls (and being told to "Butt out!"), 

teasing an chuckling with a female classmate, etc. His 

expressive face at one time reflected passionate interest, 

at another amusement or out-and-out merriment, and at 

another li id anger. 

Nathan 

Natha, a good friend of John's, was also involved in 

that game f twenty questions I observed on my first visit. 

Along with Chris and a boy from another fifth grade class, 

he was one of the biggest boys in the school. Like John, he 

was social, active, and full of expression. Unlike John, 

however, h was not prone to anger and on the few times he 

was observ d to be angry, the anger dissipated quickly and 

appeared t leave no lingering residue. 

On my second scheduled observation, I noticed Nathan 

looking my way several times, and after making eye contact, 
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he would 1 ok away. Once he leaned back in his chair which 

then tilte a bookcase near me. He then smiled sheepishly 

and said, 'Whoops," (FN2/26-2). After lunch, when it was 

his turn t 

if he had 

read in front of the class, he asked Ms. Smith 

o sit in the chair in front (the one designated 

for the re ders); he was told, "Yes." Ms. Smith coached him 

on a numbe of the words and he sighed deeply several times 

throughout the activity, including when it was all over. 

On the pla ground, however, in basketball or 4-square, he was all 

bravado an clearly in command of the game. 

Daniel 

Small and slender, quiet and inconspicuous, Daniel was 

the third ale student participant. In the classroom, 

Daniel was seated with his back to me, facing the front wall 

of the roo. Because he often stayed at his assigned seat, 

was not ve y active or animated, I had to make a conscious 

effort to ote his behavior. On one particular day, for 

instance, I was doing spot checks on each of the six 

student pa ticipants, all my notes on Daniel indicated that 

he was siting quietly, alone, working. Once he showed his 

work to hi friend who sat beside him, but that was the 

extent of observations. 

Becau e he was so quiet and unobtrusive, I mistakenly 

assumed th Daniel was not a very verbal child. When on my 

second sch duled observation it was Daniel's turn to read in 
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t~e classi I was surprised to discover that he read 

c early, too. He fidgeted the whole time, either 

his legs or shifting his position and he did not look 

up, but h's reading continued uninterrupted. 

Rebeccah 

In lo king back, I recall noticing one girl on the 

first visil I made to James Walker, when I went to meet 

Ms. Smith ~or the first time. During the game of twenty 

questions layed while the students were standing in the 

lunch line, most of the girls talked quietly amongst 

themselves and did not participate in the game. One girl, 

however, d'd take an active part and she, I later learned, 

was RebeccJh. 

My fist field note in reference to Rebeccah was during 

the second observation period. I noted that she was part of 

a small group of girls who were not very visible in the 

classroom. Yet, I had already distinguished her from the 

rest of the girls on two occasions. One of the occasions 

was the one mentioned above during the game of twenty 

questions; he other was during the opening ceremony at 

skit. Rebeccah had had a prominent part in this skit and 

the room. 

In attempting to characterize Rebeccah, I found a 

somewhat no eworthy girl who was part of two inconspicuous 
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groups: 1) the total group of females in the classroom and 

2) a small peer group within that larger group of girls. 

This seemi g paradox between prominence and unremarkability 

may haver lsulted from more than just happenstance or my own 

ineptitude in characterizing Rebeccah. 

Throu bout my notes on her there was considerable 

variabilit. On one day Rebeccah was working quietly with a 

friend most of the morning. On another, she flitted from 

one thing t another, first asking Ms. Smith a question 

then nibbling from what appeared to be a bag of 

goodies, th n chatting with a friend. On some days Rebeccah 

could not seen on the playground; on one day she was the 

center of a tention and on another clearly visible as she 

played a 

could be 

group 

e of tag with friends. With Ms. Smith, Rebeccah 

logetic (as when she misunderstood her role as 

and called on people who hadn't raised their 

hands), but she could also be very assertive (as she was one 

day during er individual conference time with Ms. Smith). 

Over time, characterization that I developed for 

Rebeccah wa that she was flexible, mature, and many­

talented, a 1 qualities that contribute to variability in 

behavior. 

Teresa 

Wherea I initially found it difficult to characterize 

Rebeccah, w th Teresa, another student participant, the 
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initial ch racterization came quickly. Teresa was a member 

of the mosl visible group of girls in the classroom, a group 

that ranged in size from four to seven. Three members, one 

of whom wal Teresa, were almost always an integral part of 

the group 1nd all the other girls in the room, except two, 

(Rebeccah Jnd a friend) rotated in and out of this group. 

Teresi was first mentioned in my notes as the one being 

teased by John. Her response, which appeared to be said in 

anger, was "I'm not stupid!" (FN2/26-1). What provoked this 

remark, I o not know. John, chuckling, replied that he was 

only kiddi g. My impression was that he really was only 

kidding, b~t had hit upon a sore spot for Teresa. Both 

students immediately returned to their work without another 

comment. 

On my next visit to the school two more incidents 

erupted which resembled the previous one, in that they 

involved anger and discreetness, "discreetness" both in the 

precipitati(g incident and the outcome. In the first, Teresa 

was involveb in a quiet discussion with another female 

student and the girl said, "I will if you're mad at me." 

(FNJ/5-1) n the second, another female student accused 

Teresa of ing a liar. Both times, Teresa's response was a 

low, verbal remark that was unintelligible to me and both 

times the rrsponse effectively ended the discussion. It was 

said withou1 apparent emotion and with the head lowered. In 

the first ircident, the fellow classmate returned to her 

seat seemin, ly satisfied that the conflict was settled. In 
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the second, however, the classmate was obviously still angry 

and later move so that Teresa could see the 

board. Be of these initial observations, I came to 

think of Te esa as quick to anger, but unwilling to work at 

resolution. My later observations found her far more 

sophisticat d than this. 

Shannon 

Shanno, the sixth of the student participants, was, I 

suspect, al o far more complex than cursory observation 

would indic te. She maintained such a low profile that on 

my third vi it to James Walker, I still did not know which 

student Sha non was. Her teacher and a fellow student 

described hr as very bright, a good student. Frequently, 

when I obse ved her in the classroom she was working, either 

alone or wi hone other student. 

On the day of this third visit, Ms. Smith's students 

went to the library for a lesson on call numbers. The 

students wee seated at round tables which held four to five 

students ea h. Shannon sat at a table to the back of the 

room, which was far from my vantage point. Three other 

girls, incl ding Teresa, were at her table. During the 

librarian's opening remarks several students, including John 

and Nathan, volunteered answers to her questions, but 

Shannon rem ined quiet. A small group activity was then 

assigned to each table and I noted how the groups handled 
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the assign ent. John, for instance, got disgusted with the 

process at his table and took a leadership role assigning 

everyone a task. It was difficult for me to see what went 

on at Shanon's table, but I noticed that the written 

material f Shannon and Teresa and both girls took an 

active rol in completing the assignment. 

After he lesson was finished the students walked back 

to their cl ssroom and Shannon was with the group of girls 

that I earlier described as very visible. Today they were 

all admirin one of the girl's jacket, a pink jean jacket 

with ones and ribbons on it. I overheard Shannon say 

that she written on a library table, that she didn't 

know why had done it. There was no response from the 

other girls. 

Later, on the playground, Shannon was part of a large 

group of gi ls who were wandering around en masse. In time, 

they asked boy if he wanted to walk around with them, 

which he di. Shannon kept looking over at me and when th~y 

all walked ff to the side of the playground furthest from 

the school, she looked back several times as if to see if I 

was watchin. 

I susp cted that Shannon was ambivalent about being 

noticed. D ring my interview with her, she recounted an 

incident in class where she told Ms. Smith that 'you drive 

us crazy abut as much as we drive you crazy (FNS/7-2). She 

said she ha n't meant to say it out loud. She was often "in 

the backgro nd," meaning at the back of the room or off in 
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the distan e, but then indicating a contrary interest - as 

when she wjlked away with the group of students, but kept 

looking badk over her shoulder at me. 

The Teacher 

I fou d Ms. Smith to be no less intriguing than 

Shannan. T roughout my time with her she remained 

unpretentidus, dedicated to her teaching, and reserved - so 

reserved tjlat it wasn't until our third meeting (the second 

observatio period) that I discovered I had been addressing 

her incorr:ctly. She was "Miss smith, not "Mrs.," as I had 

been calli g her. She never corrected me, but over lunch 

recounted tjhat she was from the East, had previously lived 

in HoustonJ and was single. 

This Jas one of the rare times when Ms. Smith disclosed 

personal information about herself and she confided that she 

was worried about her parents, who were still living on the 

east coast. They were having a hard time adjusting to 

retirement nd her mother was having considerable health 

problems. She said she would advise young people today to 

not move away from family. On a later visit she said she 

was afraid ter parents would die before she got to see them 

again and sometimes wondered if she shouldn't just up and 

go. 

In revliewing the comments Ms. Smith made to me, most 

were about he students - their academic performance, or 
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discipline issues, or special problems. Almost as numerous 

were comme ts about the research and my role, including some 

remarks that were simply social courtesies, e.g. where I 

could sit, !etc. A few times she talked about teaching 

issues, sucb as classroom organization and grading, 

especially in relation to the policies at James Walker. And 

a few times she addressed personal issues like the concerns 

about her parents or her dress on picture-taking day. 

Other bhan the statement about her parents, there was 

no disclosule about her emotions or feelings. Similarly, 

with her strdents she did not discuss emotions or feelings -

either theirs or hers. I could certainly infer that she was 

frustrated rith a number of concerns, but this was never 

explicitly stated in terms of her own feelings. Instead, 

she talked tbout a recurring issue of fairness between the 

boys and girls in her class, where even the order in which 

she called the students up for conferencing became a bone of 

contention letween the boys and girls. Accusing her of 

always calling the girls first, John once reportedly chided, 

"She's tradttional." (~3/26-4) On another occasion~ were 

discussing a conflict that had occurred between Ms. Smith 

and John an1 she said, 'There's no talking to him. Just 

like today 1 he just kept going ..• ' (FN4/9-4). Her own 

frustration with their interaction was not openly discussed. 

During the ,ime I spent in her classroom, I had the sense 

that Ms. Smith was not happy. She rarely smiled and almost 

never laughed. Only twice did she ever behave in what might 
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be called playful or humorous way. Once, when I arrived 

at James wJlker she smiled and said, "They're all yours." 

{FN3/12-1) {She had a cold and obviously did not feel 

well.) Anther time when I had asked to talk with her, she 

suggested, with a smile, that we talk while walking 

{FN4/30-5). {This referred to my way of conducting the 

student in 

on the pla 

which was while walking with a student 

In su, then, I concluded that this was a difficult 

year Smith. In addition to the concern over her 

parents an the issue of fairness between boys and girls, 

John presenled a special challenge to Ms. Smith, as did 

returning to elementary school teaching after an eight year 

absence. A times I felt that my presence in the classroom 

must have placed an additional burden on her. Considering 

the stress the already appeared to be under, I found it 

remarkable hat a woman, such as she, who did not easily 

deal with p rsonal issues, could open herself up to my 

scrutiny. 

Summary 

This c apter described my initial visits to the pilot 

school, Jamfs Walker. The teacher, Ms. Smith, was described 

as a straight-forward, unpretentious individual who took her 

job seriously and was struggling with personal and 

professional issues. Her classroom was organized according 
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to an econ model where students assumed responsibility 

for the da -to-day functioning of their class. Each of the 

six s was presented and John, in particular, was 

singled ou as a key figure in the classroom. Brief mention 

was made o the school's opening ceremony, the principal, 

and my ini ial thoughts about the school. 



CHAPTER V 

WHITESTONE ELEMENTARY SCHOOL 

Entry and First Impressions 

When first visited Whitestone Elementary, it was 

closing tie {3:25 p.m.). I was surprised to note that 

all of thi 

a quarter 

parking lo 

small community's school buildings were within 

ile .of each other and all were very new. The 

and interior of the building were busy with 

students 1 aving and parents and buses arriving to take 

children h me. A parent showed me where the office was, 

as it was ot clearly visible when I entered the building. 

Once insid, I met Ms. Hawkins, who did not know where 

Mr. Roman as. I asked if he was wearing a suit and when 

she answer d affirmatively, told her that I thought I had 

seen him o tin front of the building. Ms. Hawkins, 

satisfied hat that was indeed Mr. Roman, told me to take 

a seat, as he would be only a few minutes. (My 

appointmen was actually with Ms. Everland, although I had 

asked earl er if I might meet with Mr. Roman on the same 

day as Iv sited Ms. Everland. Since Mr. Roman was 

uncertain bout his availability on this day, he had 

relayed wo d through Ms. Hawkins that, 'If he didn't catch 

89 
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seat, I waI uncertain if I was going to meet with 

Mr. Roman ,r if, as a matter of respect, I was expected to 

introduce kyself to the building principal before 

proceeding on to Ms. Everland's classroom.) Since I saw 

Ms.Everlanr come into the office and knew she still had 

students with her, I decided to sit tight and wait for 

Mr.Roman. I 

The o1fice was busy with students who did not know 

where they were supposed to go after school. At least one 

had missed the bus and one was there to see Grandma, 

Ms. Hawkin. Ms. Hawkins handled everything. Without 

looking uplthe phone number, and addressing the woman by 

her first ame, she called the mother of the boy who 

didn't kno~ where he was to go, sent the young boy off to 

his babysifter's, and then tore out of the office trying 

to catch the other child's missed bus. Failing that, she 

called attacher who lived near the boy, only to find out 

that the tlacher wasn't going home until 4:30. Meanwhile, 

Ms. HawkinL spoke to her grandson and his two small 

friends and sent them on their way. Lastly, she talked to 

a woman wanted to see the principal about enrolling 

her "emotionally disturbed" kindergartner. At about the 

time that s. Hawkins referred this woman to the Director 

of Specia Services, Mr. Roman walked in and apologized to 

me for keelping me waiting. 

In h's office, he told me it was fine for me to do 

the resea ch; he just wanted to be sure that Ms. Everland 
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was really willing and hadn't felt pressured by my contact 

person. I agreed with him that it would be a mistake for 

her to par icipate if she had any reservations and told 

him that I had expressed a similar concern over the phone 

with Ms. E erland. However, I would doublecheck with her. 

ed about the nature of the research, which I 

explained s research on the social interaction in the 

He wanted to be sure that pseudonyms would be 

used, I confirmed; and then he volunteered that it 

would bly be adequate for them to just send a letter 

home with he students explaining that I would be 

observing n the classroom •••• To this I responded that 

I was requ'red by the Institutional Review Board at my 

university to obtain written consent from the parents of 

the six st dents who, along with the teacher, would be the 

that 

When 

another 

in that 

research. He said, 'Fine' or something to 

mentioned that I had done a similar study in 

ool, he asked me about the amount of structure 

ssroom. After I explained, he told me that the 

reason he ad asked was that Ms. Everland had just had a 

student te cher who required less structure than did 

Ms. d and she had been struggling with this issue 

and was i a period of transition. Before this year he 

said that s. Everland had been a very traditional 

teacher. I was not sure why he told me this, but my 
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descriptior of the previously researched classroom seemed 

to satisfy him. 

At some point Mr. Roman said that he didn't want to 

be 'caught in the middle' or uninformed in case some 

parents called with questions and I said that I would send 

him a copylof my research proposal. (I had not brought 

this with e because I was intending to discuss with 

Ms. Everlald her role as either a research participant or 

collaboratrr and wanted to have this clarified first.) He 

then showed me the way to Ms. Everland's classroom and we 

said goodb. 

When I got to Ms. Everland's classroom she was 

talking to two students and my contact person. We chit­

chatted a few minutes and then the two women discussed 

some planj for a future lesson and my contact person left. 

I talked Jo Ms. Everland about the two possible roles she 

could assjme in this research and explained the log to be 

kept by t~e collaborative researcher. She didn't think the 

time comm~tment required for keeping the log would be too 

much and ,anted to know which of the two roles I preferred 

she assume; she wanted to be accommodating. My response 

was that ,t really made no difference to me; the issue was 

which role would be most comfortable for her. 

With,ut ever reaching any resolution on the question 

of Ms. Ev rland's research role, the conversation turned 

to a disc,ssion of how I had been presented to the 

students lnd a general description of her classroom. She 
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d forgotten that I was coming at the end of the 

day and ha told the students that I was a student coming 

to observe in their room, and that they were excited about 

it and all day long whenever the door opened, had looked 

around cting to see me. 

lked about the transition she was in with 

regard to of freedom students were allowed and 

said she eded it a little more quiet than it had been 

with the s udent teacher. She also said she had been 

uncomforta le with comments from other teachers who 

remarked a out the noise her students made, wondered why 

she had so e students down at the creek collecting rocks, 

ts (somewhere else), and apparently other 

teachers disapproved of students being out in the 

halls, et. She was, she said, the only one in the school 

who was d'fferent, although it was hard to know. After 

some chan e that had occurred last year, she never got to 

talk to of the teachers in the early grades and for 

all she k ew, maybe she wasn't the only one who had been 

trying to whole language approach. I responded that 

it was ha 

the only 

~t 

of the re 

make changes like she was doing and to be 

school who was different. 

students who would be the focus 

and then wanting to reach some resolution 

on the is Ms. Everland's role in the research, I 

asked aga n about the role she preferred. She said she 
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would go a ead and-work with me, meaning she would work as 

a research collaborator and keep a log. By now one of the 

women she arpooled with had stuck her head in the door 

and we hur iedly gathered our things together and prepared 

to leave. On the way out I asked her if Whitestone was a 

town in it own right or a suburb of the nearby city; she 

answered, 'Oh, it's a town of its own, all right. If you 

want to bu'ld anything here, you'd better be from 

Whitestone." 

This ast statement intrigued me, but I could make no 

sense of and mentally filed it away. Ms. Everland's 

decision accept the role of research collaborator also 

left me wi h an uneasy feeling because I did not have the 

sense that she carefully considered her choice; it felt 

more like a decision made with the toss of a coin. 

Neverthel I was relieved to have the question of her 

role deci 

Life at Whitestone Elementary School 

Two eeks after my initial visit with Ms. Everland I 

did my fist full-day observation period at Whitestone. 

What foll is a detailed description of that first day. 

On this p rticular morning in March the principal and 

office st ff were all wearing purple t-shirts, 

sweatshir s, etc. When I arrived Mr. Roman told me that 

today was quite unusual and the kids would probably be a 

little wi d. The local high school athletic team had made 
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the state layoffs (for the first time ever) and there was 

a pep rall scheduled for this afternoon so that the 

cheer them on. 

in the office asked if she could show me to 

Ms. Everl nd's room, which she did. As I entered the 

room, Ms. Everland smiled broadly and said, "Hi." She 

asked the students to carry on with their duties (taking 

attendanc,, lunch count, etc.) and came over to talk with 

me. Aftej asking me to pronounce my name, she asked me 

where I w uld like to sit and I indicated a table at the 

back oft e room. She got a chair for me and asked if I 

would likJ to introduce myself before she had the students 

introduce themselves. 

I to1d the students my name and that I was studying 

something called social interaction, which meant who was 

friends with whom, who talked to whom, who liked to spend 

time studJing alone or with one friend or with a whole 

I group of eople. I explained that I wanted to know how 

I asked if 

there wer any questions, one student wanted to know if I 

was a stu,ent teacher. I said, "No," that I was just 

to (!)lbserve and· talk there to some of the students. I 

described how I had randomly selected the six students who 

would be he focus of my research and clarified that I 

would not be assigning grades or looking for good or bad 

ways to b. Instead, I was just looking at differences 
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between st dents. Later, privately, a student asked me who 

the six raidomly selected students were, and I responded 

that I fir t had to talk to each of the six students and 

get their iermission to participate, as well as their 

t , I . . 
paren s pfrm1ss1on. 

Follo ing my introduction, the teacher began a 

spelling 1 sson that dealt with analogies. A student 

raised her hand and said, "I thought we were going to 

introduce urselves." Ms. Everland said, "Oh, that's 

right. We need to do that." She asked a student to begin 

by telling his name and telling a little about himself. 

He told hi name and his age and so did the next few 

students. Then Ms. Everland said, 'Come on now; you can 

le more about yourselves.' A few then added an 

interest of theirs, but soon they began mentioning their 

sibling relationships by noting that they had a bratty 

little sister, were an only child, etc. Introductions 

continued in a pattern which included name, age, and 

sibling r 
1

1ationships. 

· My rdsponse to the student introductions was 

generally a thank you, and/or a request to repeat their 

name for ]e. Ms. Everland asked me if I had any further 

questions or comments and, smiling, I wished her luck if 

she conti ued teaching until all the reportedly "bratty" 

little brJthers or sisters reached the fifth grade. I was 

able to identify all the previously-selected focus 

students xcept for Aaron and Brian, who were absent. 
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After the introductions, several students asked 

Ms. Everlard a question. Samantha wanted to know something 

about the I ook fair and there was a question about the 

science 

minutes 

My recollection is that there were a few 

from the spelling books, which 

gave me a chance to take in the physical characteristics of 

the class1oom. 

The oom was bright and new and fairly neat and was 

situated 

room, the 

when facing toward the front of the 

the right was the backside of the indoor 

corridor /f the school. In the middle of the front wall 

was a large blackboard with rolled maps mounted at its 

top. Near the back wall, up by the door, was a desk on 

which wer] stacked work baskets for the students' 

completed papers. Next to the desk, and running parallel 

with the ,ack wall, was a long work table that held a 

globe and a game called GeoSafari. I sat at the end of 

the table furthest from the door. Further along this wall 

was a bulletin board that had been decorated by students 

who had slgned it, "By Dillon, Trevor, and Trey." 

UnderneatT this bulletin board was another long table that 

extended to the corner of the room and held paper 

shamrocks and some coloring markers. The left hand wall of 

the room Ifacing toward the front) was an outside wall 

that cont ined a small window. At the base of this wall 

were low built-in shelves which held construction paper 
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and a few ooks. Above these shelves were three more 

bulletin bards, one for displaying students' birthdays, 

another to showcase good papers, and a third for a 

calendar o upcoming events. The front, left corner of 

the room h'd the traditional tall, narrow teacher closet 

where teactlers hang their coats and lock up their personal 

possession I. Ms. Everland's desk faced diagonally out ten 

or fifteen feet from this corner, and held more in/out 

baskets, a small u.s. flag set of crossed flags, and a 

little dee rater basket that looked homemade and had red 

and white hecked cloth gathered around it. To the right 

of the tea her's desk was a small bookcase. Another 

blackboard ran across the right hand wall of the room, 

also with rolled map above it. A floor map was on a 

stand in t,e front right hand corner of the room. 

The s udents' desks were arranged in three groups, 

two of whi h contained nine desks. These nine-member 

groups wer arranged by pushing a five-member row and a 

four-membe row up against one another so that all but one 

individual faced another student, and both adjacent and 

opposing d sks touched each other. The rows went from the 

front oft e room to the back, meaning that students were 

facing sid the room. The third group of desks was 

divided in o three separate groups and these students 

faced the ront of the room. In the front of the room 

three desk stood side-by-side, occupied by Trey, Trevor, 

and Samant a. Behind them were three more desks, side-by-
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side, but ,nly the middle desk was occupied. Edward sat in 

this desk. In the back were two desks, also side-by-side, 

occupied by Dillon and Chad. This latter group of eight 

desks was bn the side of the room by the outside wall and 

closest to the teacher's desk. The arrangement of desks, 

I learned later, was controlled by Ms. Everland. 

After! a few minutes of silent seatwork, students were 

told to lihe up for the book fair and we proceeded down 

the hall a couple of doors to an empty classroom that had 

been set up for the book fair. Students wandered freely 

around the room, looking at the books and talking amongst 

themselves. I didn't see anyone who was not occupied 

either in ~alking to others about the books or in looking 

at them. T ey could not buy the books directly, but had to 

write dow1 the titles for later purchase. 

TamaJa talked to me in a feigned irritated tone 

because t 
1

ere weren't any books on horses. Maggie told me 

that The Jecret Garden was a good book. Edward and Chad 

got into a shoving match, the beginning of which I did not 

see. Bot, boys were obviously angry at one another, but 

when Ms. Everland spotted them and told them to stop, they 

did, and jent on looking at books. There was something 

said by t1e boys about who did what, but it all ended 

about as quickly as it had begun. 

From 9:30 to 10:00 the students had library time and, 

because t ey were being punished for last week's 
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misbehavio (hitting each other with the books, etc.), 

there was o be no talking except to the teacher or 

librarian. This was not adhered to, particularly when 

students a ked one another about books they were 

interested in, etc. At least three times Ms. Everland 

cautioned hem about the talking, saying, 'This would have 

been fine ast week, but because you could not behave last 

week, you ave had the privilege taken away ••. ' They had 

been told arlier in their classroom that they would not 

thought 

times. 

to go to the pep rally later that day if they 

isy in the library. By the third admonition, 

Ms. Everland was irritated with them and 

should not have had to remind them so many 

Once he students had selected and checked out their 

books, the sat down at a table and were to read silently. 

Ann select d two tooks, one of which was Pick of the 

antha spent most of the time (if not all of it) 

totaling the cost of the books she'd selected at the 

book fair. She used a calculator and totalled $28. Tony 

asked som Samantha (apparently about paying for 

them) and 

to earn t 

to do was 

"Here," a 

Ther 

were stan 

told her her mother would require her 

to pay for them. Tony said all she had 

the money and her mother would say, 

it to her. 

disagreement between Andrew and Chad, who 

line waiting to check out the books. 
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Chad, who tiad been accused of cutting in line, maintained 

that Andre, hadn't been in line, but when Ms. Everland 
asked Andr,w, he said he had. Chad, told to go to the end 

of the linj, became angry and slammed his books together. 

Ms. Everlartd walked over to him and said, "Chad, why are you 

angry?" I didn't hear the rest of the conversation, but he 

apparently got over being angry because I saw no further 

evidence ol his irritation. 

Ms. Elerland handed me .the day's newspaper and asked 

if I'd like to read it. She had remarked earlier that she 

remembered how boring it was to just sit and observe. I 

was grateful for something to do because I didn't feel I 

should talJ either and the library, which was really just 
. . I . a big-sized classroom, was too intimate a place for me to 

feel comfo1table taking any notes. 
On the way back to the classroom I asked about a 

natural dilaster which, I had been told, several years ago 

destroyed l11 the school buildings in this town. 

Ms. Everlaild said that it had been on a Sunday and had 

completely destroyed the schools, so everyone assumed that 

had it beej on a weekday, most of the students would have 

been killer- The spelling lesson was begun, but 

::t::~p::it~h::v::::d~:s::o::ef:::es::d:n::m:::rwanted 
. I . disaster. They wondered what would happen if there was no 

warning at all and Ms. Everland told them what they would 



102 

do. They inquired about the plan of action for a scenario 

that did not permit them to make it to shelter, but did 

give some warning. She again explained what the plan 

would be. It was clear that this was no idle attempt by 

the 

the 

the 

students to stall on their classwork. Their faces and 

quest+ns they asked were serious. 

The srelling lesson continued with the teacher asking 

studenits questions about "er" and "est." Someone 

asked when their Facts Master Test was. Finally, the 

teacher presented a lesson on the use of "more" and 

"most," wh~ch was apparently a review lesson. She 

provided stme sample sentences and had individual students 

choose the\correct adjective. At about 10:30 she assigned 

problems 1-13 in their text and said, "Ok, you are to be 

working on your own." 

While the other students were doing their English 

lesson, a ~ounger student knocked on the door and 

Ms. Everlajd talked to him quietly. He was participating in 

a mock eled\tion campaign and wanted people to raise their 

hands for ~heir presidential candidate. 14 students raised 

their hands for Bush, 3 for Clinton (including Trey). Quite 

a few students didn't vote (approximately seven). (By this 

time of the day, there had been three announcements over the 

interTchome asnt\dtewntoscwhoirlkdredenvherayd come knocking at the door.) r quietly with almost no 

talking goirg on. I didn't see anyone who was just 

sitting. Students who needed help, raised their hands and 
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Ms. Everl nd went to their desk and talked quietly to them. 

Eventuall, she said that she was going to sit at her desk 

and grade some papers. They could raise their hand if they 

needed help and she would call them to her desk. I doubt 

that she ~ot to grade many papers; students kept raising 

their hands and asking for assistance. I volunteered to 

help but ]lhe said it was ok. 

When a student finished his paper, he would put it in 

one of th out-baskets by the door. Apparently students 

were free to move around the room, quietly working on a 

game, buljetin board display, drawing, etc. Once a 

student n med Tony complained to Ms. Everland that the boy 

next to h Ir was rocking her desk. He said he wasn't and 

she said tjhat he had to be because why else would her desk 

be wiggli g. Ms. Everland said she'd watch and see. Then 

she said, "Trey, if you know you're causing the problem, 

I'd like ~ou to stop." (Trey was next to the accused boy.) 

I didn't tiear anything more said, nor did I hear Tony 

complain Jny more. There was no visible reason for 

Ms. Everl Ind to suggest that Trey was causing the problem 

and I ass med her comment was based on past behavior. 

Towa 

asked Sam 

this work session, Ms. Everland 

she was standing and she said, 'There's 

nothing e se to do and only one minute left.' 

Ms. Everl told her to return to her seat, which she 

did. Howe er, very soon she and another student went to a 
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table at he back of the room where the shamrocks were 

beingA:a:l:ut 11:00 the students were told to start 

returning to their seats to get ready to discuss social 

studies. There was a little commotion between Trey, Chad, 

and Dillon that began when Dillon flashed something that 

looked li~e a gumball and then quickly closed his hand. 

It ended Jithout Ms. Everland speaking to anyone or 

· t I t· seeming o even no ice. 
I . 

The social studies lesson was about a film on Sir 

Francis DJake. Chad volunteered to tell about the film 

and went Jn and on with his description of it. Edward 

quietly cJrrected the things Chad said and rolled his eyes 

and shook his head, "No." Someone else corrected Chad and 

Chad said, 'Oh well, I slept through part of it. 

Whatever ••• ' Eventually, someone said, "Why did you have 

to call on him?" (meaning Chad). There was, by this time, 

much whisjering and the kind of noise that accompanies 

shifting 1n seats, under-the-breath comments, etc. This 

was about as noisy as the room got on this day. Several 

more students volunteered to tell about the film, one of 

whom was domplimented by Ms. Everland for doing a fine 

job. Thejlesson continued with Ms. Everland calling on 

students o answer questions about the accompanying unit 

in the boJk. 

At 1J:JO it was time for the students to go to 

Ms. Lante n's room for science class. Ms. Everland 
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introduce me to Ms. Lantern, having told me previously 

that Ms. antern had agreed to let me accompany the 

W
stausdesnttruscji'nbtyo her room. When the students first entered I 

how harshly Ms. Lantern spoke to them about 

being quit. In fact, by this time I was very conscious of 

how often during the day the students were told to be 

quiet and I was beginning to wonder when they were 

permitted to talk. 

Ms. Jantern's room was physically very similar to 

Ms. Everl nd's, but there was no student bulletin board, 

unless th one that was empty was the student one. Once 

inside, a student went to Ms. Lantern, said he'd forgotten 

somethingl and she responded very sternly that he wasn't 

going to ,e allowed to go get it because he was always 

forgettinJ something. I think she made a reference to 

being a bibysitter. Immediately afterwards Ms. Lantern 

became veJy angry in the hallway with a student who later 

entered t1e room, sat down, and quietly began working. I 

never saw this student talk at all while in Ms. Lantern's 

room I ~ould not hear what the disagreement was about, 

but t• he del gree 

don't earl!" 

of anger surprised me. I heard her say, "I 

Aftet sitting quietly for a while, working on a 

science wlrksheet, the students were told that they could 

work with a partner. Even after they had paired up, the 

room was o quiet you could not hear even a low 
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whisperin. At the end of the period, when told to line 

up, the s ,udents silently collected their things and lined 

up; then Jhey all filed back to wait outside their own 

classroom door until Ms. Everland was finished with the 

group of students she had. 

They waited a long time in the hallway - at least 

five minuttes. After a few minutes, two students started 

fooling aJound, stepping on one another's feet. Several 

students laid, "Shh," and for a brief time the girls did 

settle do~, but only for a few seconds, at which time 

they startted it all over again. Eventually, the noise 

involved Jore than just these two girls and those who were 

trying tojquiet them, but the majority of the class seemed 

very seri,us about not wanting to get into trouble. 
. I 

Finally, the door to Ms. Everland's class opened and 

the stude1ts returned to their own classroom. One of the 

students ttold Ms. Everland that someone had left something 

at his delk and she told him to take it into Ms. Lantern's 

room. shl said, 'Let's see, I think that is ... ' 

(naming tJe student who sat in that seat). I noticed the 

differencl between her reaction to a forgotten item and 

Ms. LanteJn's. I think Ms. Everland may even have made a 

general afnouncement that if anyone found something on 

his/her desk, just go take it to its owner. 

By nlw it was lunch time and the students sat quietly 

at their leats. Ms. Everland commented on the 'nice way 

they sat luietly', which was appreciated, except that it 
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was too bJd they had waited this late in the day before 

deciding tto behave. She began a mini lecture that 

expressed her disappointment with their behavior in the 

library and continued with the theme that it was 

unaccepta le to misbehave most of the day and then change 

right bef the pep rally. The students looked very 

serious t roughout Ms. Everland's lecture and I had the 

impressio that they either thought they were not going to 

the pep r lly, and were sad, or that they believed this 

special teat now hung in the balance, dependent upon 

their fut re behavior. As the students lined up for 

lunch, th lecture was concluded, leaving it unclear as to 

whether o not they were going to the pep rally. 

on way to lunch, Ms. Everland explained to me the 

process fr buying a school lunch, and told me that I 

could sta in the lunchroom with the students, but she was 

going to he teacher's room and I was also welcome there. 

I was imp~essed. with the way she helped make sure I was 

acquainted with the lunch procedures; she even stayed in 

the lunchJoom while I got my lunch. 

I e1Jcted to go to the lounge with her, and arrived 

to find o ly two or three teachers there, all complaining 

about the students being wild. Every teacher there said 

' their stu]ents were either not going to the pep rally, or 

they were holding back those students who hadn't finished 

their wor. Ms. Everland was asked if she was going to 
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hold back the students whose work hadn't been done. She 

said she felt bad about keeping them from going to the pep 

rally because this was the only thing they had done like 

this all Jear. The other teachers immediately jumped on 

this stat~ent, replying that they had known all year what 

was expecled of them and should be able to behave. 

Ms. •verland seemed undecided about using the pep 

rally to Jiscipline the students and at one point told me 

that she ljust didn't know what to do. She didn't feel 

right abo t punishing the whole class, but also knew her 

students ere in the habit of misbehaving right up until 

an antici ated event, when they would suddenly do an 

about-face. Later in the day when we talked about it, I 

commented upon the pressure I'd observed her receiving 

from the @ther teachers to influence her to withhold the 

pep rallyj She did not seem to understand me and I said 

that the lther teachers all appeared to believe that 

unacceptafle student behavior should result in the 

students losing this privilege. 

She Jesponded by saying that she hadn't really felt 
I 

pressure from the other teachers. In fact, they had only 

recently Jecided to hold back those students who had not 

completed their work, and she did not have an up-to-date 

record of who did and didn't have their work done. Her 

issue was not whether to hold the students back for their 

academic deficiencies, but whether or not to hold back the 

whole clals for their behavioral shortcomings. 
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Specifica ly, the conflict was about punishing the whole 

class for the actions of a few, but she could not identify 

"the few" who were responsible for the noise. Eventually, 

she asked me directly what I would do in this situation. I 

said that I, too, always had trouble punishing the whole 

class, an may have added that sometimes it was necessary. 

(I don't remember whether or not I added this latter 

comment.) 

Lune, lasted only about twenty minutes and then 

Ms. Everland had playground duty. It was a nice day 

outside, 1ut I was cold in the strong wind. The other 

teacher on playground duty was introduced to me by 

Ms. Everl1nd and we chatted for a few minutes until 

Ms. EverlJnd spotted some trouble across the playground 

and left lo investigate. She was busily engaged in one 

problem or another almost the whole time we were outside 

and I sta~ed and talked to, first one teacher on duty, and 

then anot er. In between problems, I got a chance to ask 

Ms. Everl nd about her playground duties and learned that 

she had tree weeks on duty and then one week off. I was 

surprised at this much extra duty and expressed my surprise. 

When rece s ended, there was no bell or whistle used to 

alert the students; Ms. Everland just called to a few 

students, and I called a few others. They all came quickly 

and lined up. 
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Once back in the room {at 1:05), students were 

reminded twice about being quiet and not chewing gum. 

There werll some questions. Two students needed pencils 

and some 
1

ere found for them. By now it was time for 

Facts MasJer, timed tests of math tables' memorization. 

There was a problem obtaining the necessary student forms, 

in that tie office was out of those for the younger 

grades. Apparently, Ms. Everland had told her students 

that they could take the test on the forms for the lower 

grades, bmt was now having to renege on that agreement. 

Samantha, who was disappointed, grumbled and said, "You 

said you. " {FNJ/11-12). Ms. Everland got irritated and 

said she new she had told them they could do some from 

the lower grades, but, like she explained, the office was 

out of th,se forms. 'There was nothing she could do about 

it,' she laid. She said to Samantha, "Why did you say 

that? YoJ act like you're mad at me. If you listened 

you'd undilrstand why I didn't have them. Why did you say 

that? Why are you angry at me?" Then, more gently, she 

said, "Yo need to think before you talk. That's something 

you need 1/o think about." {FNJ/11-12). I was surprised 

that Ms. verland hadn't distinguished between Samantha 

being mad at her and Samantha being disappointed and 

venting hr anger at Ms. Everland. At this point, the 

students !eared their desks and got ready for the Facts 

Master te t. Saul was going for six minutes, Patty for 

eight, an, everyone else was going for ten minutes. I 
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think tha, Adam and Patty met their goals, but no one else 

did. 

In tie afternoon, the fifth grade students all leave 

their re~lar classrooms and disperse to band, music, or 

physical education. As they lined up to go their separate 

ways, thef were admonished several times by the other 

fifth grade teachers to be quiet. 

AfteJ they left, Ms. Everland and I sat down and I 

went overlthe papers I had brought with me - the consent 

forms, th proposal, the information to potential teacher 

volunteerJ, etc. I explained that some of the things were 

going to Jound very formal because I was required to 

follow so1e guidelines. The changes in keeping the 

teacher log were explained, changes necessary because the 

students' schedule precluded full-day observations. 

Instead, I would be doing twice as many half-day 

observati,ns and, until mid-May, she would write in the 

log once a week (rather than three times a week). 

The discussion of the teacher log turned to how it 

wMosu.ldEvberelJalnondethanadt what topics would be addressed. I told 

she could do an audiotape or write out 

her conune ts; she did not want to do an audiotape. She 

wanted to know what she should write about in the coming 

week, and I suggested she look over the papers I had given 

her and ten discuss herself in terms of "agency" and 

"conununio "I assumed that by next week she would have 
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some ques ions about agency and communion and I expressed 

this assu ption. Next week, I said, I would have some 

suggestio s for her to refer to when writing in the log. 

She told e she would read everything over by next week 
I 

and remin ed me about their spring break in two weeks. 

I do not remember how the above conversation 

concluded but I suspect there was a natural break in the 

conversat on and that I wanted some coffee. My notes 

indicate tthat I took copies of the consent forms and a 

copy of t1e proposal to Hr. Roman and retrieved my coffee 

cup. I remembered that earlier in the day one of the 

teachers Jad joked that I was a spy for Mr. Roman and I 

began to Jonder if there was some distrust between the 

teachers Jnd Mr. Roman. When I got back to the 

classroom Ms. Everland was not there and did not come 

back unti about 2:25, when it was time for the students 

to go to ,he pep rally. Apparently, all the fifth grade 

teachers ere in one room because I think Ms. Everland 

that they were in the process of looking over 

math text ooks for adoption next year. I stayed in the 

room, wri ing notes. 

across the hall came a student who had been left 

alone in er classroom. She was afraid the other students 

were leav'ng for the pep rally without coming back to the 

classroom, and that she would be left there alone. I told 

her they eren't leaving for a few more minutes yet and 

felt sure they would come back to the room. She said okay 
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and went ack to her class, but soon was back with another 

similar ,estion. I assured her that I would check on her 

ng to the pep rally so that she would not be 

left • That seemed to satisfy her and she went back 

into her ,lassroom, followed shortly thereafter by the 

fifth grade teachers and then the students. 

The tudents arrived and sat down quietly. Ms. 

Everland alked to them about their behavior that day, 

informing them that they had not behaved well enough. She 

mentioned that she hated to punish the whole class for the 

behavior f some and then asked who felt they did not 

deserve t go to the pep rally. A few raised their hands 

without hisitation. I believe one of them was Chad. More 

hands began to go up until there seemed to be more up than 

down. I as surprised and feared Ms. Everland would make 

these ents remain in the room. At the conclusion of 

her talk, however, she told them that she was going to let 

them go. hey all looked relieved. She warned them, 

though, tat the next time she would expect better 

behavior in the beginning - not just right before the 

event. B fore we left for the pep rally, there were two 

more anno ncements over the intercom and someone hand-

something from Ms. Hawkins in the ·office. 

The ep rally was attended by the whole school 

(except fr those students who had been kept back for 

unaccepta,le behavior or insufficiently completed 
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schoolwor ). There were some cheers, some speeches by the 

seniors ol the team, a skit that starred the 

superinteident dressed as a cheerleader, and a cheering 

competiti n. A casual remark by a reporter from a 

neighborifg community, led me to inquire about the number 

of Africa[ American students in the school. Ms. Everland 

invited me to look around the gym; there were no more than 

four or f{ve black students in the entire district! 

Shocked,± remembered Ms. Everland's comment on my last 

visit tha, Whitestone was definitely a community in its 

own right and that if I wanted to find out, just try to 

build som thing in the town. I wondered about the 

implicati1ns of this statement and its relation to the 

exceeding1y small number of African American students in 

the distrljct. As the pep rally concluded, I said good-by 

to Ms. Ev rland and left. 
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The Students 

:=r . For several reasons, Samanatha was one of the more 

visible m1mbers of this classroom. She called attention 

to herself by getting out of her seat, asking questions, 

stating hlr opinion, and generally "marching to her own 

drummer." At times, her assertiveness was more 

dictatorill than affirming of her personal position. 

On ml first full day of observations, Samantha was 

one of thj students who sat facing the teacher. She was 

in the fr nt row of the three rows of three desks, each. 

She goto t of her seat, walked over by me twice, stood 

near anotJer student, and was finally told by the teacher 

to return to her seat. In the library, she did not look 

for a boo, but sat figuring the cost of the books she 

wanted to buy at the book fair. 

She as one of the students who was fooling around 

out in th! hall during the long wait before returning from 

Ms. Lante n's room to her classroom. She was also the one 

who was a monished by Ms. Everland for grumbling when the 

correct F cts Master sheets were not available. 

Atoe time, she had been the class president, but 

had been ~emoved from this position for some reason that I 

never inqtlired about. At the end of the day after my 

second ob ervation period, Ms. Everland told me that 
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students needing frequent assistance, drove her nuts. She 
. . I . 

spec1f1catly mentioned Samantha as one who "drove her 

nuts." (F 3/18-32) I saw evidence of this later when the 

students II ere making Mother's Day cards and Samantha kept 

walking a ound and asking for help instead of getting 

started ( N5/7-104,106). 

Sama~tha was confrontive, and sometimes ill-concerned 

with the imotional tone of those around her. During my 

second clt.ss observation, she turned to me and said, "Is 

that all you're going to do?" (referring to my note 

taking) (tN3/28-24). This was not said angrily and I 

smiled an~ said, "Yes." She responded with 'Oh,' or 

something similar and went back to the game the class was 

playing. When the principal came into the classroom and 

talked ve y angrily to the students, Samantha unabashedly 

responded to his, "Do I make myself clear?" by asking, 

"When you say 'pay attention,' pay attention to what?" 

(FN4/15-5t)· Her question was sincere and not sarcastic 

or confro1tive. The significance of this remark was that, 

while everyone else sat absolutely still as the 

principalis obvious anger hung heavily in the air, 

Samantha ppeared totally unaffected by the strongly 

emotional 

The ,revious examples of Samantha's assertiveness 

present t e picture of a child who is not afraid to ask 

questions or state her opinion. They do not illustrate 
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the occas'onally dictatorial nature of Samantha's 

assertiveJess. During one of my later visits, a group of 

about fiv, students, including Samantha, were preparing a 

play. On, of the students, Dillon, was assigning parts 

and directiing the operation. Twice Samantha refused to go 

along wi~ his suggestion, and when another student made a 

derogator~ remark about Samantha, she took over the 

leadershi position by ignoring what she was told and 

directing the students herself. This was accomplished by 

saying, "o," she wasn't going to do as told and by very 

curtly telling others to erase the board or write 

something down or telling someone to stop fooling around. 

Just like E.F. Hutton, when Samantha spoke, people 

listened. 

Ann inconspicuous as Samantha was conspicuous. 

Often my notes about Ann indicated that she was quiet, or 

visit 

as to 

g, or waiting, or being ignored. On my first 

e classroom, the only mention of Ann was a note 

books she picked in the library, a comment 

that Saman ha went and stood by her, a note that Ann 

looked on hile two others used a calculator, and that 

when the t acher told the students to work with a partner, 

partner sat near one another but did not 

ract with one another. 
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On m second classroom observation, the notes on Ann 

were similar to the first. There were several notes that 

she was j st sitting, that she was ignored or not called 

on for cllss participation, and that when she was called 

on she spike so softly that she could not be heard. Twice 

during thIJs,observation she was teased by Edward. on the 

first occ sion, she had indicated during a class 

discussiol that she didn't know anything about the 

Whitehousl and Edward said in a derisive manner, "You 

don't kno anything about the Whitehouse?" {FN3/18-20). 

Ann eithe said nothing in response to Edward or said, 

"No" very quietly. The second teasing episode was while 

the stude ts were getting ready to take a test and Edward 

was teasilg Ann {FNJ/18-25). She told him to stop and, by 

the tone f her voice and her facial expression, was 

obviously angry. He did stop, but a few minutes later 

while Ms. Everland was reading off a list of students who 

had paper missing, he made a noise and Ann turned around 

toward hi with a disgusted look on her face. 

My o,servations of Ann suggested a very shy girl of 

few words who either did not make her wants known or did 

so with f cial expressions or a few words. She was the 

antithesi of Samantha, and, interestingly, the two girls 
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Like Ann, Trey was not noticed by me because of his 

verbal sk'lls; however, he was noticed. He was noticed on 

f · t I. · t b f th · my 1rs 1s1 ecause o e actions of the teacher, 

because o his schoolwork, and because of Trey's own 

actions. 

Trey's was one of the desks set apart from the other 

students, facing the teacher in groups of three. His was 

in the front row, separated from Samantha's by another 

student. en the teacher had a complaint from a student 

that someo e was wiggling her desk, Ms. Everland said, 

"Trey, if ou know you're causing the problem, I'd like 

you to " (Trey was next to the student accused of 

causing th problem.) Nothing more was said about the 

problem, n r had I seen any visible reason for 

Ms. Everla d to suggest that Trey was causing the problem. 

past 

teacher. 

I assumed Ms. Everland's remark was based on 

second visit, Trey was again admonished by the 

his time he was told to take a rubber band off 

his finger, to do something or not do something, (exactly 

what I cou dn't remember), and then to read outloud. He 

stumbled o er the words to be read and did not know what 

an article was, which was part of the English lesson they 

were doing. 
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As d scribed above, difficulty with schoolwork was 

another r ason why I noticed Trey in the classroom. Not 

only did e seem to have difficulty with the work, but 

several t'mes during my first two visits I noticed that 

Trey was working while most of the others had 

finished assignments. Additionally, he was one of 

severals tidents in this classroom who received special 

services or learning difficulties. 

The hird reason I noticed Trey was because of his 

own actio s. On a couple of occasions he was whispering 

when hews supposed to be quiet, but more noticeable was 

the fidge ing, especially during class discussion or 

first vis't, he was seen repeatedly banging his elbow 

against t:e back of his chair during a class discussion. 

During anther discussion, he had his forehead down on his 

desk and as sharpening a pencil or playing with something 

under his desk. Also, on my second visit while everyone 

else was orking quietly at their desk, I watched him 

walking a ound the room, continually hitting his hip with 

his fist. Occasionally the action that drew my attention 

to Trey w stalking or what is generally referred to as 

fooling a ound (teasing, etc.), but usually this was an 

interacti n that Trey was a passive participant in, rather 

than an a Once on my first visit there was a 

little co otion when someone flashed a closed fist with 
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something like a gumball in it. Trey was part of this 

group, bu he was observing the activity, not talking or 

really paJticipating. 

My i pression of Trey was that he was anxious in the 

classroom unsure of himself and his ability, desirous of 

companion hip, but insecure about obtaining companionship. 

He seemed to stand on the fringes with tho~e who were most 

visible i the classroom, but he, himself, was noticed 

only when he had done something undesirable in everyday 

classroom life. 

Aaron 

Aaro was absent on my first classroom visit so there 

were non tes of him then. Even when he was present, 

though, i was hard for me to get a clear picture of who 

he was. M st of the observations I made on my second visit 

involved interacting with someone else. In the 

library h and another student were good-naturedly hitting 

each othe with their books and then hitting each other 

with some little sticks. Later, he was smiling and 

grabbing omething away from Ann, who seemed to feign a 

frown at im. Shortly after these incidents he began 

blowing a'r into the face of the person standing next to 

him. This latter activity escalated into a little game 

with abou four boys who started stomping on each other's 

feet. 



122 

Besi es the above and talking several times when he 

was supposed to be quiet, you'd think Aaron would be 

characterized as an annoying child. He wasn't. Except 

for one e when Samantha told him to stop fooling 

around, I ever saw anyone get angry or even irritated 

with Aaron. He was kind of child-like. When he was 

obviously fooling around in class and the teacher saw him, 

she would ell him he would have to write a little story 

about what he was supposed to be doing or she would say, 

t isn't the reason you're having trouble with 

this,' but there was no angry emotion there. He was never 

seen angry either. 

With egard to his schoolwork, several times he was 

last to co plete his work or was told his hadn't been 

turned in. When he read outloud, he did not read with 

proper refection, nor did he pay attention to 

punctuatio. I could not see how he could have understood 

what he wa reading. Unlike Trey, however, Aaron didn't 

seem to mid when he was not performing adequately in the 

classroom. Once when he was working with two other 

classmates on spelling and they were clearly having a 

difficult ime getting him to learn his words, he good­

naturedly ept at it, smiling, laughing at himself, saying 

"Ahhh" whe he messed up, and finally saying, 

"Halleluja !" when he got one right. It seemed to me that 

Aaron woul fit in at-shirt that showed a student 
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daydreami g with the bubble above his head saying, "I'd 

rather be fishing." (Fishing, in fact, was one of his 

interests) 

Maggie 

Durilg my first classroom visit, there were four 

notes on laggie: 1) She volunteered to me that The Secret 

Garden wa a good book, 2) She was one of the first ones 

finished ith their seatwork, 3) She was once seen talking 

quietly t another student, and 4) A notation about who 

she wasp ired up with when Ms. Everland told them they 

could worJ with a partner. 

My nltes after visit number two were similar. One of 

the thing I learned while observing at James Walker 

Elementar was that some students would have no notes 

written a out them unless I made a conscious effort to 

check up ,n them every so often and note what they were 

doing - t ey were just not visible students. Such was the 

case with so my notes would say, "Maggie was 

sitting a one and seemed to be doing nothing, just looking 

"Sitting ogether are Maggie, Stephanie, ••• ;" "Maggie 

answered s. Everland's question correctly;" etc. These 

are, inf ct, my notes on Maggie during my second visit. 

The one i teraction in which Maggie actively participated 

is descried below. 
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Afte a language lesson where Ms. Everland called on 

volunteer to answer a question she gave them, Maggie said 

she hadn' gotten one single turn. Ms. Everland said, 

"Not one Jingle turn? I'll have to double up the rest of 

the day." That was the end of the interaction. 

It i interesting that for Maggie, the two 

interacti ns about which I've given any information are 

interactidns with adults. During my first two observation 

periods, Jhere are four 'interactions recorded about Maggie 

that involve behavior initiated by Maggie. Of these four, 

three are with an adult - either me or Ms. Everland. All 

of the in eractions centered around a book or schoolwork. 

Patty 

Patt was an interesting student to observe. There 

was not a wealth of notetaking on her either, but every so 

often she did something outstanding, so it didn't take 

long to k ow who Patty was. She was the class secretary, 

one of tw, taking the most advanced Facts Master test, and 

one of a ery small minority who preferred to work alone, 

instead o working with the rest of the class while the 

teacher d'rected them. On one occasion Ms. Everland gave 

the class a choice of working alone or reviewing a lesson 

together. The class voted to do it together, but Patty 

preferred to work alone. Patty asked if the ones who 

wanted to ark alone could do so while the rest reviewed 
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together. She was told, "No, the majority rules" (FNJ/18-

23). She made a face to show her irritation. 

Othe, notes on Patty are observations about her 

sitting ad working alone, or who she is sitting with, or 

that she ad completed her work quickly or handed it in 

after the deadline. She appeared to be a high achiever, 

assertive, knowledgeable about her wants and needs, 

independe t but liked by others, and interested in talking 

cher, one-on-one. 

One f the first things I noticed about Ms. Everland 

was hers ruggle with decision making. During our 

introduct ry meeting she had difficulty deciding whether 

to bear search participant or research collaborator. She 

asked me hich role I preferred she take and left me with 

the impre sion that she did not understand that both roles 

had pluse and minuses, making the decision at least 

somewhat ependent upon her individual wants and needs. 

Two ther decision-making issues surfaced in my first 

two meeti gs with Ms. Everland, one over classroom 

structure, the other over student discipline. The 

struggle ver classroom structure followed the semester 

when Ms. 

structure 

existed. 

verland's student teacher had initiated a less 

classroom environment than had previously 

Although Ms. Everland apparently valued some 

things abut a less structured learning environment, she 
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ortable when other teachers questioned this 

approach nd/or complained about the noise. The dilemma 

with student discipline occurred when part of the class 

was not b !having up to par, but those involved couldn't be 

identifie. Ms. Everland struggled over whether or not to 

punish th whole class or let the misbehavior ride. There 

was no ac nowledgment that any other options existed for 

handling his problem. 

In e ch of these dilemmas I had no sense that 

Ms. Everl appreciated the involvement of differing 

needs and wants among those people involved in the 

situation. Just as I saw no indication that Ms. Everland 

understoo how the choice of her research role depended 

upon her ersonal needs and wants, I saw no indication 

that she pproached the issue of classroom structure with 

a similar understanding. There was no mention of teachers 

differing in beliefs and values and the resultant 

necessity for negotiation; instead Ms. Everland seemed to 

be carryi on an internal struggle, determining for 

herself t e correct amount of classroom structure and 

deciding not to discipline everyone for the 

actions o a few. 

The observations I made about Ms. Everland had 

to do wit the ways she differed from Ms. Smith, the 

teacher a James Walker Elementary. The extent to which 

Ms. Everl attentive to my needs was especially 



127 

noticeablJ to me. She introduced me to students and 

teachers nd requested that students introduce themselves 

to me. sJe provided information about how lunches were 

obtained ,nd invited me to participate. She supplied me 

with a newspaper in the library and made sure I had a 

chair thaJ provided a good vantage point. In general, she 

anticipatJd my needs or emotions and tried to make me as 

comfortabJe as possible. 

Two ,ther observations showed remarkable differences 

between Ms. Smith and Ms. Everland, and deserve brief · 

mention. The first was the degree to which Ms. Everland 

taught the whole class at once. Unlike Ms. Smith, who 

rarely di~ any large group instruction, Ms. Everland 

relied al ost exclusively on this approach. Secondly, 

whereas M. Smith never acknowledged students'emotions and 

discussed emotional reactions with students (at least in 

my presen e), Ms. Everland did. Although I think 

Ms. Elver land sometimes misunderstood her student's 

emotions o responded differently than I would, she did 

respond to students who were angry or unhappy and 

acknowledged that she understood the emotions of her 

students. In both of these ways, teaching style and 

responsive, ess to students' emotions, Ms. Everland 

amatically from Ms. Smith. 
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Mr. Roman 

When I made my first visit to James Walker Elementary 

I neglected to schedule an appointment with the principal, 

Mr. Anton. Because I regretted this omission, I was 

particulajly conscious of this oversight when I first 

visited Whitestone Elementary. Up to this time, all 

communicaJion had taken place with the principal's 

secretary, Ms. Hawkins, so I was especially interested in 

making cojtact with the principal, Mr. Roman. 

Wearing a suit, Mr. Roman had been particularly easy 

to spot o tin front of the school building. When we did 

meet, he ~s polite,. concerned that Ms. Everland might. 

feel press[red to participate, anxious that pseudonyms be 

substituter for real names, and mindful of the need to be 

informed ic case parents called with questions. 

Interestinply, he was also inquisitive about classroom 

structure tnd informed me that Ms. Everland was in a 

period of [ransition. 

On thr day of my first classroom observation, 

Mr. Roman ras in the office when I arrived and explained 

that the purple t-shirts were in celebration of an up­

coming athfetic tournament; he also volunteered that the 

students wrould probably be wild in anticipation of the 

day's pep ally. By the end of the day, I had written in 

my notes tat perhaps there was some distrust between the 

teachers ahd principal. This note was written after the 
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second of wo comments made by Ms. Everland about 

information being shared with Mr. Roman. The second such 

comment was made to another teacher and was laughed about 

between the two of them. 

my third classroom observation (April 1st) 

Ms. Everla d told me that Mr. Roman never came into the 

classroom 6n1ess the kids had been bad. This latter 

comment ma~e me realize that I had never seen Mr. Roman in 

the hallwa~s or lunch room talking to students and/or 

teachers. y notes at the conclusion of this day included 

a remark t1 at Ms. Hawkins, the secretary, seemed to be in 

charge of he school because she was the one heard 

compliment'ng or admonishing students (often via the 

intercom), while Mr. Roman was seldom seen or heard. 

Also n April 1st, in response to a conversation 

asked her 'f Mr. Roman was particularly interested in the 

students bing quiet in the halls. She said "Yes," that 

he wanted 't quiet so that teachers could leave the doors 

to their oms open if they wanted and not be disturbed by 

ssing by. 

my next visit to Whitestone an incident 

occurred w ich confirmed Ms. Everland's assertion that 

Mr. Roman as concerned about the noise level in the 

school bui ding. The incident occurred while the students 

were havin a science lesson, and since students changed 

teachers ad classrooms for science, this meant that 



130 

Ms. Everl nd's students and I were in another fifth grade 

classroom Ms. Tucker's. In the middle of the lesson, 

Mr. Roman entered the room and Ms. Tucker stopped what she 

was doing to let him speak. He began addressing the 

students with, "To say that I was (something I can't 

remember) would be an understatement; I'm disgusted." He 

went on to say that he was angry and for a while I could 

not tell ihat he was disgusted about. Eventually, he said 

he was ta]king about their behavior in the cafeteria, 

especial!~ before school and during lunch. He said they 

were so laud that teachers were in there blowing whistles 

and the s udents didn't hear them. (This was true; I had 

seen this happen.) It especially made him angry, he said, 

because ttiey'd quiet right down while he was in there, but 

then woulj get noisy again when he left. He said he 

couldn't ~e in there all the time. 

At oje point, he said, "How many of you here agree 

with me thlat the behavior has been disgusting?" Many 

students raised their hands. Whether it was fair or not, 

he said, 

whole 

other 

fifth grade students set an example for the 

and their behavior influenced the behavior of 

nts. He said if it was necessary he would take 

away all t eir privileges, including the field trip and 

the spring party (which was to be the next day). 'From now 

on, when you come through those doors in the morning your 

mouths are to be closed. If you don't behave, you'll have 
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an angry p incipal on your backside.' "Do I make myself 

clear?" 

d a number of "Yes, sir's" before he asked a 

question ich I assumed was rhetorical. The question was 

something like, 'Is there anyone here who doesn't 

understand what I'm saying?'. Samantha quickly raised her 

hand ands id, "When you say 'pay attention,' pay 

attention o what?" (Earlier he had told them to pay 

attention the cafeteria.) He responded, "to the adults 

in the roo • 11 Samantha's question seemed genuine, and 

indicated hat she had not understood some of what he was 

talking ut. I, too, had not understood some of his 

lecture had assumed it was because I wasn't there 

everyday ad was missing some necessary information. After 

Samantha's question, I began to wonder how many other 

students dn't understood part of what Mr. Roman had 

said. 

Final y, Mr. Roman apologized for interrupting the 

class and eft. Ms. Tucker repeated some of the rules 

after Mr. oman's departure and then continued on with the 

science le son. No one spoke except for her. The lesson 

cted had been a review for a science test and 

s then passed out to the students. During the 

test sever 1 announcements came over the intercom, the 

last of wh'ch was one by Mr. Roman. He said that he had 

now been t almost all of the classrooms and wanted to 

reiterate is earlier comments. He stressed that the 
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Beca se of the interruptions, there was not time to 

finish th science test and the fifth grade teachers 

conferred about what to do. It was decided that the tests 

would be picked up and redistributed the next day and 

students not to confer about them. Before the 

tests were collected, another announcement came over the 

intercom a out several lost-and-found items and how the 

appropriat individuals could claim them. 

students made their way back to their own 

classrooms some smiled, some looked relaxed, and others 

appeared s rious. I had been surprised at the vehemance 

spoke. It was dismissal time and 

other matt brewing for Ms. Everland and another 

teacher to so Mr. Roman's behavior was not 

discussed ntil I later asked some of the students about 

it. 

summary 

Intro uctory meetings with the teacher and principal 

were descr'bed in this chapter. The teacher, 

Ms. Everla d, was observed to have difficulty making 

decisions nd in several ways differed noticeably from 

Ms. Smith, the teacher at James Walker Elementary. Unlike 

Ms. Smith, Ms. Everland was very attentive to my needs. 



133 

She did a lot of her teaching in large group settings, and 

she was v sibly responsive to the emotional tone of her 

students. Mr. Roman, the principal, was rarely seen in the 

school, but his presence was nonetheless strongly felt; 

especiall conspicuous was his strong concern for a quiet 

school.Te six student research participants were also 

presented in this chapter. 



CHAPTER VI 

ANALYSIS 

Introduction 

Micha 1 Agar (1986), in defining the role of the 

ethnographlr, discusses the function of "breakdown" in 

ethnograph'c research. He defines a breakdown as a 

situation here one is unable to make sense of one's 

observations, "perfect coherence is violated" (p. 20). It 

is the job of the ethnographer to resolve the breakdown 

and make sense of the situation. Breakdowns, according to 

I . . 
Agar, can re categorized as either core breakdowns or 

derivativer the former being the main focus of one's 

research ard the latter being less important. There are 

no mandates determining which breakdowns are core and 

which are lerivative; in fact, one of the strengths of 

ethnographt is that~ researcher's perception of a 

derivative breakdown can be overcome when the data forces 

a derivatiye breakdown into a core breakdown. 

At both James Walker and Whitestone elementary 

schools, illterpersonal issues arose that strongly 

influenced individuals' happiness in their respective 

educationa settings. Making sense of the emotional 

134 
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reactions to thes~ interpersonal issues became the primary 

goal oft analysis. At James Walker, the emotional 

reactions 

at times 

coming fr 

but the c 

Students 

react to 

climate an 

students to their teacher became very intense 

caused me to wonder where this emotion was 

• Also, student response varied among students, 

se of this variance was not clear to me. 

Whitestone, in contrast, did not appear to 

at I considered a very repressive school 

were far less emotionally reactive than I 

would have expected, given the relative lack of concern 

for indivi ual freedom. In fact, unlike the situation at 

James Walk r, the students at Whitestone were unanimously 

positive out their teacher. Although later in my 

research 

student re 

to see evidence of negative teacher and 

to repressive treatment from the 

principal teachers, initially this negative 

response w snot apparent to me. I found the disparity in 

emotional esponsiveness between the two schools a 

puzzling s'tuation and set about to resolve the breakdown, 

as Agar (1 86) would put it. 

that 

Breakdown at James Walker Elementary 

red James Walker Elementary School, prepared to 

as grounded research, which meant 

udents and teacher would present the data to 

me. They id a very good job of it. Nevertheless, 

trained as I was in the positivist perspective, it was no 
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easy task for me to hear what my research participants 

were 

at autono 

g me. My intent from the beginning was to look 

and inclusion in the classroom. The teacher 

and studen s kept talking about issues of fairness and 

gender dis rimination or charges of the latter. I tried 

to brush tis aside and continued my pursual of autonomy 

and inclus'on; but they were insistent. Finally, their 

persistenc won out and I decided to join them in their 

agenda. 

The jor spokepersons on the issues of fairness and 

gender dis rimination were Ms. Smith and John. On the day 

of my 

to me 

students 

required 

observation at James Walker Ms. Smith talked 

this subject. During class, one of the 

d objected to a writing assignment, which 

em to write about a woman from long ago. At 

issue was he requirement that it be female (a requirement 

that was u timately dropped). Ms. Smith described this 

opposition as just one of several continuing points of 

contention that centered on the issue of fairness and 

frequently divided the class by gender. For instance, Ms. 

Smith cite a recent argument where students objected to 

the order tn which she called them up for their individual 

conference•. The boys, she said, insisted that the girls 

were alway called first, despite the fact that she had 

made a con erted effort to be fair about this. John, in 

particular had remarked to his classmates that Ms. Smith 
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was "tradi ional," which I assumed meant that boys were to 

let girls io ahead of them (as per Ms. Smith in FN3/26-4). 

Ms. Smith related this last comment with a half-smile and 

shrug of obe shoulder, as if to say "Can't win." 

My in~tial reaction to the above discussion was that 

it was age appropriate, developmentally consistent with 

others' dercriptions of typical fifth grade students 

(Kegan, 19k2; Lickona, 1983). However, an incident 
I . . 

occurred wtich led me to conclude that what was going on 

in this cl ssroom was not simply a matter of age 

appropriat behavior. The pivotal incident involved John 

and Ms. smlth and will be recounted in detail below. 

Severk1 visits after the visit where the issue of 

fairness wks discussed, I was observing on an unusually 

quiet mornlng as students copied their assignments from 

I the blackborad. I heard John say, Ms. Smith!" and then 

Ms. Smith tay, "John Bradley." At first I thought John 

had a queslion he wanted answered, but that did not seem 

to be the case. It seemed Ms. Smith wanted to discuss 

something tith John - his work maybe? There began a 

conversati1n which it turns out related to his unsold 

raffle tickets. Very quickly it became obvious that a 

real argumrnt was taking place between John and Ms. Smith. 
I 

The tone oJ John's voice was very angry, though it was 

still contlolled and not loud. Both were trying to be 

quiet, butlobviously extremely agitated with one another. 

I heard so e mention of John calling his Dad, but could 
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not make ut the exact words. The tone of his voice 

suggested that a call would be to his advantage - not 

Ms. SmithJs. 

The jwo argued 

began to wonder why 

continue ~ater when 

back and forth long enough that I 

she didn't call a halt to it and 

they had both calmed down or when they 

could con inue privately. In a very controlled voice, 

Ms. Smith said, "I want you to stop talking to me like 

that righti now" and John replied, very indignantly, 

"That's h,w I talk!". Ms. Smith said, "John, be quiet," to 

which he riesponded, "No!". Finally, she said, "John, go 

sit down. I've had enough." and he said, "Yeah, well I've 

had enoug~ too!" {FN4/9-2&3). 

Ash] said this, however, he did go sit down. He 

went over and talked to his classmate, Chris, but not in a 

manner th t suggested he was discussing this incident. 

Instead, it looked like he was doing schoolwork. He 

smiled on9e, with what seemed like a genuine smile, and 

continued ~orking. Class life went on as usual and it was 

later that morning when I learned the content of the 

argument. 

ith came over to me and said, "Did you by any 

chance hea the conversation ••. (between John and me)?". I 

told 

that 

at I had heard a few words and got the gist 

was an argument. She said, "He doesn't want to 

sell his rl ffle tickets under his own name." {FN4/9-5). 

{The raffle tickets were for a schoolwide fundraiser.) 
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Instead, sle said, he wanted to give them to Luke, who 

wanted more tickets to sell. However, all disseminated 

tickets weJe to be accounted for, which meant that John 

should brifg back his tickets and then they should be 

redistributed to Luke. That way, any unsold and unreturned 

tickets woJld be Luke's responsibility, not John's. 

NonethelesJ, John refused, which was why Ms. Smith wanted 

to call Jo~'s Dad. Before relating my succeeding 

conversatiln with John, I should point out that another 

conflict between John and Ms. Smith had occurred during my 

previous vlsit. It had been at the end of the day, while 

waiting fo, the students to be called over the intercom 

for their buses. Ms. Smith had been telling me about the 

fundraiser described above. 

In the background, I was aware of something going on 

between JoJn and some of the girls. Suddenly, it seemed 

that everyJhing was happening very fast and John was 

furiously Jnvolved in an altercation over a poster of his. 

Someone (m,ybe John) said, 'Now let's see if she does 

anything a~out this!' (referring to Ms. Smith). After 

questioninll, it was learned that one of the girls, 

Stephanie, had written on a poster on which John and 

another bo~ were working. Stephanie, realizing her error, 

had tried o correct the markings, but the result was 

unacceptab]e to John. 
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With 1verything happening very fast, I was unable to 

remember eractly what Ms. Smith's comments were, but my 

impression! was that she was inclined to accept Stephanie's 

position which was that the poster was really not ruined 

and that Jbhn was making too much of it. Before anything 

else could be said or done, an announcement came over the 

intercom tat "the walkers" were to leave and on the way 

out of the room John yelled in an obviously furious manner 

to Ms. Smi h, 'Oh, who cares!' 

(FN4/5-4). 

With he two previous incidents as backdrop, I 

arranged tL interview John after lunch. To say he was 

cooperativl, would be a gross understatement. He wanted 

his story old! With regard to the present argument, he 

thought it senseless to return the tickets, only to have 

them redis ributed to Luke. However, this not being the 

first argu,ent between him and Ms. smith, as he put it, he 

was, "tirec!i of sucking it up." (FN4/9-6). He explained 

that in this classroom there was a group of four boys and 

a group of four girls, and Ms. Smith was consistently 

harder on he boys than the girls. By "harder" he meant 

that shew uld punish the boys for an offense that she 

would only warn the girls about. 

He de cribed how he had taken on the task of proving 

Ms. Smith ~ong by keeping track of every time the girls 

talked whem they weren't supposed to, so that at the end 

of the yea he could "blow her away" (Ms. Smith) with all 
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the stuff he'd done that was unfair. His Dad, he said, 

would be really mad when he found out all that had gone 
I 

on. He saJd he knew he was making it harder on himself 

this year ~y not letting go, but he said he just had to. 
I 

As he put it, he "just wanted justice." (FN4/9-6). While 

he was explaining just how bad it was, he said it was like 

"black and white; I'm black and she's white." (FN4/9-6). 

He talked as though the injustice had gone too far and he 

had to rig t the wrong. 

I had not expected or anticipated the depth of John's 

emotions, or had I fully appreciated the scope of this 

issue of fairness as presented by Ms. Smith. In the wake 

of what I Jad just witnessed, I resolved to question the 

other six tudent participants to find out whether or not 

they share John's beliefs about gender discrimination. 

One of the students, Teresa, was asked about the cliques 

in the roo and she never mentioned the group of boys. 

Her concerj was two female cliques. I did not specifically 

ask her to tell me about a problem between the boys and 

girls and she did not volunteer any information on the 

topic. shJ did, however, talk about Ms. Smith getting mad 

at the stu,ents and singled John out as someone whom 

Ms. Smith got mad at 'all the time.' The only other 

student whd gave me no information on the boy/girl 

conflict w,s also not specifically asked about it by me. 

This student, Daniel, stated that he was happy in 
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Ms. Smith' classroom and mentioned no problems. I had 

trouble co unicating with Daniel because his answers were 

frequently contradictory. It appeared to me 

that he wa uncomfortable saying anything negative at all 

but, in fa to him, it may just have been that he was 

quite cont Ms. Smith's classroom and honestly didn't 

see any prJblems. As to the responses of the other four 

student pa ticipants, they are detailed below. 

My fi]lst interview after my discussion with John was 

his friend, Nathan. I asked him if there was a problem in 

his class etween the girls and the boys. He knew 

immediatel what I was talking about and named the same 

ys and girls as had John. He, however, thought 

that every hing was more in fun than really serious. He 

said they ere keeping track of the girls' "messing in 

their busi ess" (FN4/16-6) and so far they had counted 36 

times. (La interviews and discussions indicated that 

this habit messing in one another's business was a 

complaint f both the boys and girls and one that the boys 

had focuse on to prove their contention that for similar 

offenses, s. Smith punished the boys more than the 

girls.) o, Nathan reported that Chris had had Rebeccah 

over to his house and Chris's mother had asked Rebeccah if 

the teacher got on the boys more than the girls. 

According t Nathan, Rebeccah had said, "Yes." (FN4/16-7). 

When I stioned Rebeccah about the situation between 

the boys the girls she talked at length about another 
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boy whom s e blamed, at least in part, for the 

continuati,n of this altercation. When asked about John's 
I 

part in thts controversy, she dismissed him as problematic 

::: :::st:1:h::~1:i::l:::e:a:s::: ~~ ::i~~k :~::i:::::. 
she asked if I'd noticed the four boys in the four corners 

I of the room. (These are the four boys John had said 

comprised Jhe group that was monitoring the disciplinary 

injustices.) It was true, she said, that Ms. Smith had 

placed them there for disciplinary reasons, but she didn't 

think theyjreally minded it so much because 11 ••• the girls 

don't real y .•• um ... if a girl ... like, let's see, the girls 

that they ,-,le s1'tt1'ng ~ by right now aren't very ••• umm 

they're ... , don't know. They just don't ... they ... I don't 
know. One of them I kind of think likes one of them." 

(FNS/2-12). I interpreted this to mean that either she 

thought it wasn't really so bad or she was in conflict 

over this issue. 

AnothJlr student, Shannon, provided information about 

the contra ersy between the boys and girls. She had been 

talking to me about cliques in the classroom and about 

controvers. I asked her to tell me about the boys and 

girls bein treated differently. She said that Ms. Smith 

was harder on the boys and then proceeded to talk about 
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two studen s who "back-talked" to Ms. Smith and two others 

who were M Smith's pets. Since both the back-talkers 

the Pe Is. and included one male and one female, I pointed 

out a pote tial discrepancy between Shannon's statement 

that Ms.Sith was harder on the boys and the information 

about Ms. mith's pets and troublemakers. Shannon was not 

to be dissuaded from her opinion that Ms. Smith was harder 

on the boyll. She said that the boys got harder treatment, 

like the fur boys being separated (referring to the four 

boys in th corners). There were, she said, four girls who 

should als have been separated because, due to talking, 

the girls idn't get their work done. The remainder of my 

interview ith Shannon dealt with other issues not really 

corners of the room had also come up earlier when I talked 

to Nathan. At that time I had been surprised to learn 

that these four boys had been assigned these seats because 

I was unde the impression that the students selected 

their own ]eats in Ms. Smith's classroom. There was, in 

fact, a st dent assigned the role of real estate agent, 

whose job It was each Friday to assist students in any 

requested hanges in their seating arrangements. After my 

conversati n with Nathan, which was two months into my 

observatio s, I realized that these four boys were the 

only ones ho had assigned seats. (There had been one girl 

with an as igned seat, but that had lasted only for the 
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first month I was visiting the class.) Nathan told me that 

the boys hrd been assigned the seats before Christmas, 

probably in November and that the understanding had been 

that the ~ys would remain in those seats for the 

remainder of the year. 

At thb conclusion of my interviews with Ms. Smith and 

the six sthdent participants, I felt confident that the 

charges of gender discrimination were supportable. Not 

only were he four boys the only students who had been 

assigned srats, but when Ms. Smith was asked how her 

students hfd responded to the type of classroom she had, 

Ms. Smith bnly mentioned male students. During the latter 

discussionl Ms. Smith named three students who had really 

come a lonl way during their year with her, students whom 

she descriLed as only average students. To the contrary, 

she named hree students, who she felt were particularly 

bright, bu who had not taken full advantage of their year 

with her. All six of these students were male. No mention 

was made of any female student, except that early on in my 

conversati0ns with Ms. Smith she told me that she had a 

particularly hard time motivating the girls in her 

classroom. 

What ,uzzled me about this topic, however, was that 

the studen,s' response to this discrimination was 

noticeably varied. Of the six students I questioned, two 

did not memtion a problem with gender discrimination, one 
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acknowledg d it but discounted its significance, two 

thought it was a serious problem, and one acknowledged it, 

but altern ted between thinking it unfair, a game, a 

result of 'ndividual personalities, or simply the 

prerogative of the somewhat misguided teacher. Considering 

that I had come into this classroom with an agenda of 

looking at agency and communion, not only did I feel far 

afield of y original purpose, but confused as well. I 

continued Jo sift through the data looking at the themes 

of agency nd communion, but also began making plans to 

continue t e research in another classroom. 

A Breakdown at Whitestone Elementary 

Becau eat James Walker Elementary, the breakdown 

centered a ound the teacher and her students, I naively 

assumed th t I would encounter a similar situation at 

Whitestone Elementary. I left James Walker Elementary 

School and entered Whitestone Elementary with an agenda 

pertinent o fairness and gender issues between teachers 

and studen s. Unlike the situation at James Walker, where 

I kept enc untering an issue I wasn't looking for, at 

Whitestone I kept looking for an issue I couldn't find, 

namely the aforementioned fairness and gender issues. 

What I did find was a sharp contrast between life at 

James Walk rand life at Whitestone. 
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Whitestone A Contrast from James Walker. 

In fat, had I intentionally set out to find a 

classroom hat was the antithesis of Ms. Smith's, I could 
I . 

scarcely hive found a better example than Ms. Everland's 

classroom. !Noticeable differences were evident before I 

even visitld the school or met any of the primary research 

participan s. The principals in the two schools were very 

different lnd, consequently, the school climates 

contrasted strikingly. The classroom organization and 

methods of instruction were remarkably dissimilar, and 

finally, t e teachers were different, as were my 

relationsh ps to them. 

The f rst recognition of differences between 

James Walk r Elementary and Whitestone occurred during my 

initial co tacts with Whitestone. At James Walker it had 

been the p incipal, Mr. Anton, who had talked with me 

about the esearch and secured the teacher participant, 

Ms. Smith. After reading my research proposal and 

obtaining dministrative clearance for my research, 

Mr. Anton' communications to me had been helpful and 

cooperativ, seemingly for the purpose of assisting me. He 

gave direc ions to the school, provided the name of the 

school sec etary, and identified times Ms. Smith might be 

available o talk to me. I was very impressed with 

Mr. Anton' sensitivity and considerateness. 
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In co trast, repeated attempts to talk to Mr. Roman 

were unsuc essful. Since a fellow graduate student had 

been ntact person who secured Ms. Everland as a 

teacher participant, my initial contact with Mr. Roman had 

not been ti obtain his assistance in the same way that 

Mr. Anton ad done. I wanted to secure Mr. Roman's 

permission to conduct the research in his school and meet 

with him p rsonally, which I had neglected to do on my 

first visi to James Walker. After making several phone 

calls Roman and finding him unavailable, I was 

asked byte school secretary, Ms. Hawkins, to allow her 

to relay m request to Mr. Roman. This she did, and it 

was throug her I learned that permission had been granted 

for me to ,oduct the research at Whitestone Elementary. 

My fist conversation with Mr. Roman, on the day I 

arrived at Whitestone to talk to Ms. Everland about the 

research, as very different from the conversations I had 

• Anton. Mr. Roman's questions and comments 

related to his school and concerned protection for the 

teacher, s 

Ms. Everla 

and himself. He wanted to know that 

willing participant, not one who'd been 

pressured nto the research. He wanted assurances that 

pseudonyms would be used and asked to be sufficiently 

informed s that he would not be 'caught in the middle' if 

parents ca led. He did show me the way to Ms. Everland's 
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classroom, but there was none of the friendly, cooperative 

chit-chat hat I had enjoyed with Mr. Anton. 

Althofgh I noticed the differences between Mr. Anton 

and Mr. Ro an, I did not leave Mr. Roman with a negative 

impression Perhaps, I was grateful that he had granted 

permission to do the research, and that had been 

sufficient for me; but also I had regarded Mr. Anton as an 

exceptiona ly cooperative principal and, therefore, simply 

regarded~- Roman as the norm. Furthermore, to say that 

during my initial contacts with these two men I recognized 

behavior w noticed, and I had recognized the communal 

nature of • Anton's behavior, but I had not recognized 

the degree of protectiveness exhibited by Mr. Roman, and 

consequent y the highly agentic quality of his behavior; 

instead, I observed the absence of communal orientation to 

his behavi 

school for 

In lieu of the above, I had been at the 

month before I began to realize 

that the o servations of Mr. Roman were a significant part 

of my rese 

Methods of Instruction and M Relationshi to Teachers 

Meanw ile, what I did notice at Whitestone was the 

difference in the methods of instruction used by Ms. Smith 

and Ms. Ev rland and the differences in the teachers' 

relationsh ps to me. Whereas students had worked 
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individual yin Ms. Smith's room, with relatively little 

work done n a large group, the exact opposite was true at 

Whitestonef At Whitestone, much of the class work was 

done in a large group with the teacher directing. In 

terms of m relationship to the teachers, Ms. Everland 

made a rem.rkable attempt to make me feel welcome and 

comfortabl in the school. She introduced me to the 

students ad teachers and vice versa, and acquainted me 

with the p ocedures in the lunchroom. Ms. Smith, on the 

other hand had never introduced her students to me or me 

provided i formation about the lunchroom when asked. With 

_classroom isit to Whitestone was that Ms. Everland 

(friendlin sociability, and merging with others in the 

environmen 

The Teache 

Intro uction. As already noted, my observations at 

Whitestone influenced by my experience at James Walker, 

began with a focus on Ms. Everland and her students. The 

first issu, and one which absolutely screamed for 

attention, concern over the students not being quiet 

enough. Tis issue surfaced within the confines of the 

classroom, but also was a big concern when students left 
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the classr om and either were in more shared public places 

like the h llways and cafeteria, or went to another 

teacher's ,lassroom. Another issue arose when students 

wanted individual attention - help with academic work, a 

question allswered, or a request for accommodation to a 

private ag nda which differed from the teacher's or 

groups's a enda. 

~C=o=n=c=e=F~ln.:......af=o=r=-.....::u=i=ea=t. The concern for quiet was evident 

on my firs classroom visit to Whitestone. During the 30-

minute libjary time students were not allowed to speak 

except to he teacher or librarian, but they were reminded 

of this at least three times and Ms. Everland, clearly 

irritated, threatened them with the loss of the 

afternoon' pep rally. By 11:30 on this day, when the 

students c anged classes (and teachers) for science, the 

reprimands over being quiet had become so numerous that I 

wondered wen students were allowed to talk. 

After this class, while waiting in the hallway to 

return to s. Everland's classroom, the students were 

again spok n to harshly about being quiet, lectured by 

Ms. Everla,d and threatened with the pep rally. The 

pattern co tinued in line after the noon recess, back in 

the classr om again (two more warnings) and then again 

when lined up for physical education, band, or music. 

On my second visit to Whitestone, the morning went 

better, wi h students even being complimented on their 

behavior i, the library. Before lunch, however, one class 
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activity ( contest) was stopped because of the noise 

level, and on at least two other occasions the students 

were repri anded for not being quiet. 

As I ntered the cafeteria for lunch, I noticed that 

the lights all out and that no one was talking. One 

of the tea hers was patrolling the area and telling the 

students wio talked that they would have to go to an area 

designated for students in need of babysitting. I saw no 

talking, n t even whispering, though a few students 

communicat d with facial expressions or head movements. 

When finis ed eating, students stood up in line against 

one of 

silent 

walls of the cafeteria and continued in this 

e. Fifth graders were allowed to run around 

outside on the playground after lunch, but all third and 

fourth gra ers were being punished on this day and they 

all sat inst the outside walls of the building without 

talking fo the duration of their recess. 

After lunch there was a test, which also meant no 

talking, ad then science class in another teacher's 

classroom. This teacher, Ms. Tucker, was one of the 

teachers w o was very insistent on quiet and, as she was 

not there hen we entered, we sat waiting quietly for her 

return. en she did not return, Ms. Everland, knowing 

there were other students already in her classroom waiting 

for her, 

arrived. 

if I would stay until Ms. Tucker 

ive minutes passed, no one arrived, and I got 



153 

concerned hat the students would get noisy before 

Ms. Tucker arrived. I needn't have worried. No one said a 

word tire time. When Ms. Tucker appeared, she began 

at a very ,ast pace to hand out test papers that the 

students w re to grade for one another. students who asked 

questions ere ignored or answered in short, terse 

responses, sometimes with only a shake of the head. When 

the scores were reported orally to the teacher, two of the 

students ose names were called were absent and had been 

reported a sent by the students. No acknowledgment was ever 

made of th sand the fast pace continued into the day's 

lesson. st 

over. 

who couldn't keep up were simply passed 

During the lesson on body parts, one student reported 

she had a etal piece in her hip. Ms. Tucker responded 

with, "In our hip? Oh," and the lesson continued 

(FNJ/28-29). At the conclusion of the lesson she said, 

"Stand up, push your chair in; take everything with you 

that you bought in and only what you brought in." 

(FNJ/28-29). They were then sent out into the hall to 

wait to go back to Ms. Everland's class - and, of course, 

they were dmonished to be quiet. 

The d'smissal bell rang before the students got back 

into their classroom and there was much confusion and 

hurrying a out as students tried to prepare for going 

home. Stud nts were reminded about homework and an 

announceme t came over the intercom from the secretary, 
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Ms. Hawkin, that there had better not be any more missed 

busses. 

After the students left that day, Ms. Everland 

apologized to me for her behavior, saying that.she felt 

like a bit,h. I had been comparing her to Ms. Tucker and 

from that lerspective, she looked pretty good. To 

Ms. Everla!d I expressed surprise, saying, "Do you 

really?" (lNJ/18-31). She responded by telling me that she 

got frustr!ted with the students when they didn't have 

their assi nments done on time and that she felt like she 

was consta tly on their backs. When she mentioned that 

she was wo king on her resume, the conversation shifted to 

a discussi n about her personal life, that she was fairly 

recently d vorced and feeling regretful about it, etc. 

When I ask d why she was considering leaving Whitestone, 

she said tat she really liked the kids here, but ••• 

well... • this point her voice trailed off and she 

motioned t ward the door and said no more.) I assumed she 

was referr ng to the other teachers here, but was not 

sure. She may have said something which insinuated that 

there was problem between :her and the people with whom 

she worked but she was very diplomatic about not pointing 

the finger at anyone. After an extensive conversation 

about her ersonal life and my sharing some about mine, I 

said goodb and left for the day. 
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On my next visit, the concern for quiet reappeared 

after an a nouncement came over the intercom about 

upcoming field trips. Ms. Everland told the students that 

Mr. Roman fas very unhappy about the recent noise level in 

the building and the field trip was going to be cancelled 

if things idn't improve. For the remainder of the 

re was no appreciable problem over student 

noisiness, but at lunch time the lights were once again 

off in the cafeteria, signifying that the no-talking rule 

was in eff ct. 

At re ess time the students reported that everyone 

was having to sit against the wall for five minutes, which 

prompted • Everland to talk more to me about the 

pressure of constantly riding the kids for being noisy. 

Again, she said she felt like a bitch about it and this 

time asked me directly if I thought the kids were being 

told too o ten to be quiet. I said that they did hear 

about it f equently, not just from her, but in the 

lunchroom, out in the halls from other teachers, etc. 

This is wh n I asked if Mr. Roman was particularly 

interested in the students being quiet and was told, 

"Yes." (FN /1-40). We talked a little about the problem 

and Ms. Ev rland asked me if I had any suggestions. Not 

wanting to adopt the role of expert, I reported that the 

problem se med so pervasive, not just in her room, but 

throughout the school, that I wondered if the students 

weren't jut tuning out some of the reprimands. I brought 
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up the pro lem of disciplining a group for the behavior of 

a few, men,ioned a technique used by a former principal, 
I . . but generally reflected that it was, indeed, a problem. 

Ms. EverlaJd concluded by saying that maybe she'd try not 

telling th m so often to be quiet. 

This id not quell the restriction from other 

teachers, owever. After lunch I saw the physical 

education eacher making the students sit for five minutes 

because thy had been too loud and the science teacher, 

Ms. Tucker held a tight rein on her class again. While 

the studen s worked on worksheets in this class, I watched 

for talkin and saw absolutely no one even whispering. 

This ssue over the students being noisy continued 

throughout my observations at Whitestone. On my next 

visit the 1ights were again turned out in the cafeteria, 

though not for the entire lunch period. When I asked a 

student ab!t it, he said they were turned off everyday. 

Further in iry revealed that this was not meant to be an 

exaggerati n; they were literally off every day, meaning 

that talki lg was rarely allowed during lunch. Every day 

that I was there, the lights were turned off for at least 

part lunch period, usually for more time than they 

were on. his visit was also the one where Mr. Roman 

entered th classroom and talked at length about the 

ing noisy, leaving no question about the 

seriousnes of his concern. 
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Stude ests for Individual Attention. What had 

begun as a follow-up to my research at James Walker 

(watching he teacher/student interaction), had by now 

drawn me tJ observations over the problem of student 

noisiness. While attending to this issue, I noticed 

several in eresting things related to student requests for 

individual attention. At first, all I noticed was that 

Ms. Everla d seemed to spend a lot of time answering 

individual questions or providing one-on-one assistance 

whenever s udents were supposed to be working 

independen ly at their seats. The need from students 

seemed to e so great that Ms. Everland never had any time 

in the cla s when she wasn't actively teaching. The first 

time I not ced this, an assignment had been given, after 

which Ms. verland went up and down the aisles answering 

questions lf those whose hands were raised. There was no 

end to the student's need for help and finally 

Ms. Everlamd said she was going to grade some papers at 

her desk ad call those who needed help to come up to her 

desk. I do 't think she ever got any papers graded, 

because th students kept coming up to her desk for help. 

On my next visit I noticed a similar incident and wrote in 

my notes tat it was common for there to be several 

children w nting help and for Ms. Everland to be answering 

one child' question while three more sat with their hands 
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up. I also noticed that it was common for Ms. Everland to 

say, 'Ok, '11 take this one more question and then I need 

to get soml work done.' 

EventIIally, I began to write down the names of 

students w,o frequently needed individual assistance. This 

led me int a discussion with Ms. Everland about these 

assistance from students drove Ms. Everland "nuts" 

(FN3/18-32 • In fact it had arisen as a problem early in 

her teachi g career when a parent complained that her 

child was ot being allowed to talk to the teacher. As a 

result, he current behavior was intentional and hopefully 

would prev nt this kind of accusation from parents. 

I had noticed that three of the six students in the 

row farthe t from the teacher were students who asked for 

frequent alsistance, so asked Ms. Everland about the 

seating arlangements of the students. (By this, my second 

visit, the seats had been rearranged in four rows of six 

students e ch, with the teacher's desk off to the left of 

the front ,f the classroom. The seats remained this way 

for the re t of the time I observed at Whitestone, except 

that each riday the student at the front of the row went 

to the bac and everyone moved up one place.) 

Ms. E erland told me that she had arranged the seats 

because sh wanted the students seated individually, 

boy/girl/by/girl •••• I mentioned my observation about the 

students w o needed assistance being seated in the last row 
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and Ms. Ev rland said, "Yeah ••• " (FNJ/18-32). She said that 

Samantha, ho was one of the three, particularly drove her 

nuts and I silently pondered about the dynamics behind 

this situation. Out loud I said that I was looking at the 

d 't' . j t f d . d d . con i ion in erms o agency an communion an won ering 

what motivJted the students to seek out that individual 

attention. If they wanted closeness to her, they were 

seeking co union; if they wanted attention, they were 

being driv by agency needs. Ms. Everland did not seem 

to relate o what I was saying and I closed with the 

remark thai I didn't have any of it figured out yet. 

After thisj I continued observing the behavior associated 

with stude t requests for assistance and over three of my 

succeeding visits to Whitestone, entries were made in my 

notes abou the problem of students needing frequent 

assistance from Ms. Everland. 

While watching the above phenomenon, however, I was 

drawn tow at seemed a curious ritual in Ms. Everland's 

classroom. Frequently, between activities time was spent 

with Ms. E erland answering questions posed by individual 

students. This was done with the whole group listening as 

students, hose hands were raised, were called on for 

their ques ions to be answered. Often the students 

requested 'nformation about school-related topics, such as 

when the s ience fair was, or where the students would go 

in the cas of a tornado. Sometimes someone might be 
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asking for pencils or wanting to attend to a personal need 

like gettirg a drink of water. The mood during these 

times was relaxed and comfortable and Ms. Everland was 

usually accommodating to the students' requests. Most 

often the ime ended with Ms. Everland putting a limit on 

how many m re questions would be answered and when one 

more or tw, more questions were answered, the session was 

over. 

The i sues related to students' request for 

individual attention included, not only the need for 

academic a sistance and the peculiar question ritual, but 

also occasional direct requests from students who wanted l .. 
accommodat on to their own personal agendas. An example 

of this t e of request occurred on my second classroom 

visit to itestone. One of the students had apparently 

worked ahe din her text and had already completed the 

assignment on which the others were currently working. I 

did not her her question to Ms. Everland, but inferred 

d asked to continue working ahead. 

Ms. d said, "I don't want you working ahead. You 

can just stt there." (FNJ/18-18). The student asked to do 

something lse, but was told, "No, you can just sit there. 

I think we ve had a talk about that before." (FNJ/18-18). 

Afterwards the student sat idly in her chair, picking at 

the glittel on a shramrock she or someone else had made. 

Later thatlday this same student groaned when the majority 

of the cla selected to review a lesson in group, as 
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opposed to doing individual reviews. She was reprimanded 

during the review for writing while the review was in 

progress. Tony's response was that she was going along 

with them nd writing, but Ms. Everland told her to stop 

and just l'sten. 

Anoth r request for accommodation took place when a 

student, P tty, reacted negatively to the class vote to 

review the lesson in group and asked if the people who 

didn't wan to do a group review could do it alone. 

Ms. Everla d told her, "No, the majority rules." (FNJ/18-

23). A si ilar incident concerned a choice between reading 

a story ou' loud as a group or reading it silently and 

individual1y. Again, the class vote was to read it together 

and ers were obliged to accommodate to the wishes of 

the majori y. Another time, Ms. Everland allowed students to 

select a p rtner to work with and the last individual to 

choose a p rtner objected to being placed with the only 

remaining nselected individual (who was of the opposite 

sex). Thi objection fell on deaf ears, though, and the two 

were requi ed to work together on a regular daily basis 

until they had finished reading a library book. 

I am 

the intera 

write that for two months I watched 

between Ms. Everland and her students, 

anticipati g the expected breakdown, particularly watching 

for issues of fairness and gender discrimination. In 

retrospect, my efforts remind me of a Laurel and Hardy film 
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where Stan Laurel is totally oblivious to the real action, 

which is b atantly visible to the viewer. Finally, after 

two months of observations, I realized that the action in 

this setti g was not an issue of fairness involving the 

teacher anJ her students; the action was within the 

relationsh'p between the principal and the teacher and the 

students. 

described 

Mr. Roman 

in the section of this paper where I 

Whitestone, and particularly in my 

scription of Mr. Roman, it is obvious that 

commanding figure. A full appreciation 

of this t took place on my fourth observation when he 

entered science class to deliver his lecture on expected 

effect on Everland, however, were not appreciated 

until a mo later. 

Mr. Roman nd Ms. Everland 

Near e end of April I visited ~itestone and, 

during the of the day, was asked by Ms. Everland if 

I had hear the discussion about the field trip. She 

with the ber of buses scheduled to take students on an 

upcoming trip. When I responded that I had not heard 

anything a this, she filled me in. 

ed that Mr. Roman had not scheduled enough 

buses tot ansport all the third and fifth grade students, 
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plus the r quired number of parent chaperones, to their 

destinatiol. One of the other fifth grade teachers had 
I 

talked to Mr. Roman about the problem and had been told to 

tell the plrent chaperones that they would have to take 

their own bars. Since this involved approximately 48 

I 
parents anm only two days remained before the field trip, 

the teachets were loathe to do this. Upon mentioning this 
I to Mr. Roman, however, the teacher was told that 

she •.• "couid either go, or .•. not go." (FN4/29-76). 

Ms. ~erland's response indicated that she felt 

caught betleen parental and student expectations and 

Mr. Roman's mandate. Additionally, her own standards of 

correct be avior toward parents would have been violated 

by telling the parents to drive themselves. It was also 

evident to me that she thought Mr. Roman had failed to 

adequately plan for this field trip. 

The a ove conversation took place quietly in the 
I 

teacher's lounge and, as we were talking, Mr. Roman came 

in to the ounge and sat down. He waited a few minutes 

and either he initiated the conversation or Ms. Everland 

did. He said that it was ok; he would talk to her later. 

He didn't 1ealize she was busy (or talking, etc.). I had 

the distinct impression that he really had expected us to 

stop
0

tal~iJg and talk to him and for a second I considered 

acqu1esc1nJ, but since we were in the middle of a 

discussion, I decided against it. 
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Mr. Riman told Ms. Everland that he wanted to talk to 

her about ,he student of the month. She said something 

about forgltting to check .•• and Mr. Roman responded that 

he wished le had a dollar for every time a teacher told 

him they hld forgotten. The mood was only slightly 

apologetic on Ms. Everland's part, like "I know I 

forgot ••• iu happens .•. etc.". Mr. Roman wasn't real stern 

or angry, *ut neither did I have the impression that he 

was just kidding. After he left, Ms. Everland explained 

to me what had happened. 

She h d chosen a student of the month who was doing 

well in he, class, especially considering that his parents 

were going through a divorce, which, in fact, had been a 

consideratl'on in her selection because she said she 

thought he needed a little boost. She was supposed to 

have checked with the music and P.E. teachers before 

announcing her selection, but had forgotten to do so. As 

it turned these two teachers had had a lot of 

problems w'th the student and objected to his being 

selected. Unfortunately, Ms. Everland had already called 

the studen 'smother, who had been elated and was planning 

to take of work to come for the presentation of the 

award. Ms. Everland thought it unfair now to take the 

student off the award list and, considering the personal 

problems i the family, to disappoint the student and his 

mother. Tis was the situation that Ms. Everland was 
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going to hive to straighten out with Mr. Roman, and I 

didn't envy her the task. 

About a week and a half later I asked Ms. Everland 

about her elationship with Mr. Roman and she described a 

critical pint at which their relationship had changed. 

While the teacher had been teaching in 

Ms. Everla d's room, the students had been 'all over the 

school gro (FNS/12-108). However, both she and the 

student te cher felt okay about this because it was 

organized, 

was a lot 

Ms. Everla 

Mr. R 

Ms. Everla 

put it off 

knew what the kids were doing, and there 

f learning going on. The kids were loud, 

said, but it was normal kids' noise. 

scheduled a time to come observe 

her evaluation, but he had put it off and 

finally there was no time left to do it, so 

arrived unannounced one day. As it happened, 

Mr. Roman' visit coincided.with the changing of the 

bulletin b,ards, an activity for which the students were 

responsibl. On this Friday afternoon at 2:15 Mr. Roman 

observed o e group of kids at a bulletin board, and 

several ot ers studying in various locations. 

he had jus 

Ms. Everla 

the studen 

said it was noisy, but not a ruckous and all 

appropriately engaged in one or another 

planned ac ivity. Mr. Roman had stayed about 10 minutes 

and left m 
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"He was mad,~ said Ms. Everland. "You could tell he 

was mad." He went over to another fifth grade teacher's 

class and said, "How can you get anything done with that 

noise next door?" (FNS/12-110). (This latter comment had 

been reporued to Ms. Everland by the other fifth grade 

teacher.) He then apparently went back to his office, 

where Ms. Everland went to talk to him because she had 

known he wls angry. She said she had told him that this 

particular Friday was not a typical time and I believe she 

said she'd even suggested he come back and observe again 

another tiJe, but he never did. Ms. Everland said her 

whole eval ation was done on that 10-minute observation 

and ever sJnce, she had the feeling that he didn't like 

her. He h,d thought the students had had too much freedom 

and he blajed the student teacher for what looked like 

chaos. Ev~r since, said Ms. Everland, he looks at her 

different!. "I avoid him," she said. She said he'd be in 

the teache Is' lounge and everyone would be laughing at 

something slomeone had said and she'd say something and he 

wouldn't ljugh. She said she agreed that it was proper 

for childr,n to be quiet sometimes - like in the library. 

No matter ich library a child went to, he'd be expected 

to be quiet and children needed to learn how to behave, 

but at Whitestone it was overdone. 
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Mr. Roman nd the students 

After Mr. Roman delivered his address to the students 

about 

signs of 

begun to 

and had be 

quiet in the lunchroom, I began to watch for 

s relationship to students. Although, I had 

nder about the concern for quiet in the school 

told by Ms. Everland that Mr. Roman valued 

quiet int e hallways, until the previously discussed 

conversati took place with Ms. Everland, I really had no 

idea school felt about Mr. Roman. 

address to the students, I asked 

the gotten quieter in the lunchroom. 

One girls, Tony, told me that it had and when I 

asked why said it was because they were afraid of him. 

He away their recess for the rest of the year 

or them, she said. Another student, Brandy, agreed 

that it ha gotten quieter because the students didn't 

want toge in trouble. Since Mr. Roman wasn't in the 

cafeteria had heard that he usually wasn't, I asked 

from whom they get in trouble. Brandy named a 

teacher an Mr. Roman. "But Mr. Roman isn't here," I 

said. The ustodians would tell him, she said. I had 

noticed th t the custodians were a visible component of 

the staff nd had talked to one earlier who had worked at 

the school for ten years. We had not discussed Mr. Roman, 

however. 
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Anoth r student, Chad, talked a great deal about 

Mr. Roman. He said that Mr. Roman jumped to conclusions, 

which upon further questioning meant, that if the 

lunchroom as noisy on one day, Mr. Roman assumed it would 

also be noJsy on other days. Chad said that the lunchroom 

used to e less children in it at one time, but 

students the lunchroom at once. There are too many 

students there, said Chad; that's why it's so noisy. 

Mr. Roman asked the kids about the problem, Chad 

volunteere. Later, when I asked Chad who added to the 

tension in the school, he immediately mentioned Mr. Roman. 

Chad, who as moving to another school, said he would be 

glad toge away from Mr. Roman and some of the teachers 

(meaning e ecting fifth graders to set a good example). 

Proba ly the most powerful illustration of the 

students' ttitude toward Mr. Roman was the bulletin board 

I noticed· Ms. Everland's room near the end of the 

school yea. The bulletin board for which the students 

were respo sible had a drawing which showed Mr. Roman 

being atta ked by students who looked like Ninja Turtles. 

Mr. Roman, wearing a black suit and dress shoes, his tie 

swinging 

throwing o 

out, was carrying a briefcase and apparently 

report cards. The kids looked like warriers 

and Mr. Ro an was getting hit in the face with something. 
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The scene ooked like a picture from Mad Magazine - with a 

bloody braln coming out of the front of his face. The 

clock dra~ on the bulletin board showed 3:18 and the 

calendar was set for the last day of school. Four of the 

male studefts in the class, including Aaron, had created 

this picture that was unmistakeably a fantasy about the 
I 

last day of school. 

After the above observations and conversations it was 

obvious to me that I could not limit my focus at 

Whitestone to Ms. Everland and her students. This 

classroom lad to be understood within the context of the 

school as J whole. Once I saw the strong influence of 

Mr. Roman 1'hen he delivered his lecture about quiet in the 

lunchroom, and heard Ms. Everland's dissatisfaction with 

her relationship to Mr. Roman, I began to appreciate the 

very signij!icant admonitions against personal autonomy at 

Whitestone

1 
When this occurred, I went to talk to 

Mr. Roman, in hopes of understanding his perceptions and 

values, and learning how he fit into the scheme of things 

at WhitestJne. 

I expjlained to Mr. Roman that I wanted to learn 

something bout the town of Whitestone, which I really 

didn't kno anything about. He began by saying that he, 

too, knew Jelatively little about Whitestone because he 

didn't livJ there. He reported that most people who lived 

in Whitest lne, did so because of the surrounding lakes, 
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had little investment in the town, and probably didn't 

know who t e mayor was and couldn't name the police chief. 

The inhabi ants lived scattered out and worked in the 

nearby cit, Allen. In fact, Mr. Roman, informed me that 

Whitestone had no main street in town. The community was, 

according lo Mr. Roman, narrowminded and, unfortunately, 

not progre sive. Several requests for new business had 

recently b en turned down and most of the established 

businesses were family owned and had been there for years 

and years. 

The 

place in a 

he said, were good, had taken first 

academic contest, and had students who 

were respe tful of authority. The staff was also good, 

conscienti us and creative, for the most part. When asked 

about the eeds of the school, Mr. Roman identified 

several su jects that should be added to the curriculum, 

anying teachers, and mentioned the need for a 

media cent rand computer lab. We closed with a 

discussion 

community 

natural disaster that had occurred in this 

or ten years ago. The disaster had taken 

one life ad destroyed a great deal of property and was 

frequently discussed by Whitestone inhabitants as if it 

had happen d Only a year ago. 

At th conclusion of the day, I followed up on this 

conversati n with Mr. Roman and asked Ms. Everland about 

the school She immediately responded with, 'Oh, 

you mean h w the teachers don't like one another?' and 
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then refer ed to the cliques among the treachers, 

dependent hpon what church they attended. She said she 

didn't knoL many of the other teachers in the school; for 

example thlre were third grade teachers who she didn't 

know. At later date Ms. Everland told me that they had 

a teachers meeting every Tuesday, but since Mr. Roman did 

all the ta king, the teachers never got a chance to talk 

to one ano her. 

Resolving the Breakdowns 

Introducti n 

Ami the discussion of fairness and gender 

discrimina ion at James Walker Elementary and before and 

after the mergence of the student/teacher/principal 

relationsh p issues at Whitestone, I continued to watch 

the of agency and communion in these schools. It 

was not ap arent to me if and how all these topics were 

related to one another (fairness and gender 

discrimina ion, the relationship issues at Whitestone, and 

the forces of agency and communion). In fact, the core 

breakdown ·eemed to be explaining the variety of emotional 

reactions o these school/classroom settings that varied 

characteri 

What as apparent was that agency and communion came 

in many di ferent guises, not all of which were easy to 



172 

recognize. In the paragraphs that follow, I will turn, 

first of a 1, to a discussion of agency and communion and 

their numeJous visages, and secondly, to my findings 

regarding Jgency and communion in the two schools. 

Agency and Communion Across Developmental Stages 

Agen~, as defined by Bakan (1966) occurs when one 

attempts t~ master her surroundings, to persuade others, 

or when on1 adopts an authoritative leadership strategy. 

It is eviddnt when one assumes responsibility, organizes 

activities, gives advice, or adopts an instrumental 

orientatio:. Conversely, communion, as defined by Bakan 

(1966), is manifested when one surrenders the self through 

contact, o lenness, and cooperation. It is yielding, 

compassionate, and affectionate. We act out communion 

when we re+gnize that we are part of a larger whole, in 

which our Jelfare is inseparable from the welfare of the 

whole. 

The above definitions for agency and communion do not 

differentiate between differing developmental 

manifestations of agency and communion, and are, in fact, 

geared towald the mature adult. For example, running away 

from one's barents is a clear example of agency in a two­

year old, b~t this act is not explicitly defined as such 

in Bakan•s refinition. Similarly, cooperative play in the 

preschool-ape child would be an expression of communion, 

but few of hs would say that the children were 
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surrenderi g their selves through openness. Before 

proceeding to discussions of agency and communion in the 

two school settings, it, therefore, seems appropriate to 

consider h,w agency and communion might be exemplified at 

other developmental ages. 

Refer}ing to Kegan's (1982) theory, agency in the 

young chil~ would take the form of gaining control of 

one's sens1s, movement, reflexes, impulses, and 

perceptioni. This is the time when the child is learning 

to differettiate between self and non-self, between self 

and one's tmpulses and perceptions. Agency may play 

itself out I in motor activities or in fantasy games, 

superheroes, magic, etc. Later, when the child is 

striving flr self-sufficiency and competency, agency may 

take the flrm of competition, testing limits, acquiring 

skills, exJerimenting with roles, etc. still later, in 

adolescencl and adulthood, agency is evident when one 

develops aJ identity separate from parents and peer group, 

when one bllcomes independent and responsible, and involved 

in some li,e work. All of the above are manifestations of 
I 

agency, an] dependent upon the level of development, we 

can expect to see agency exhibited in many different ways. 

With egard to communion, here too, there is variety 

in its app,arance over time. In the young child communion 

will be seen in physical closeness, in proximity-seeking, 

imitation, and modeling behavior. An older child will 
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seek out p ers, learn to play cooperatively, become part 

of a peer roup, and learn to share. Adolescents and 

young adults learn to listen, to consider the needs of 

others, to be loyal, etc. Affection and sexual behavior 

are also e amples of behavior signifying a desire for 

communion. Finally, adults develop the capacity for 

intimacy; to value others as much as 

themselves and they may become deeply spiritual. 

st of us could imagine ways in which the above 

characteri tics could be utilized in the service of 

agency-dir cted motives, generally it would be safe to 

expect tha these characteristics represent manifestations 

of communi 

& Communion in James Walker Elementar School 

Becau e of the overall atmosphere at James Walker 

Elementary School, Ms. Smith's interest in my research on 

social int raction and her behavior toward me, and because 

of the stu ents' freedom to move about and talk in her 

classroom, I initially assumed that her's was a classroom 

nion was highly valued. Communion, exemplified 

through co tact, friendliness, and sharing, was evident 

when I fir t walked through the doors at James Walker. 

Each day a James Walker began with an opening ceremony 

attended b the whole school, where congratulations were 

delivered or those with birthdays, favorite songs were 

sung, and arewells were said for those leaving. 
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Throughout the day, parents seemed to be wholeheartedly 

encouraged to participate in activities with children, as 

there was always at least one group of students working in 

a hallway Jith what appeared to be a parent. Mr. Anton 
. I . was friendly and welcoming, as he moved about the 

building, leemingly facilitating warm interaction among 

people. 

On my first visit Ms. Smith illustrated communion 

when she t lked with me about her parents, that they were 

recently rltired, not healthy, and not adjusting very well 

to retiremlnt. On a later visit she also showed communion 

when talki1g about her mother when she said that she 

worried he~ mother might die before she got a chance to 

see her. 1Her parents did not live close by.) 

By the end of my second observation period, however, 

I was begiJning to question my assumption about the value 

of communiJn in this classroom. My notes on this date 

included a comment about the very business-like nature of 

the studen s' individual conferences with Ms. Smith. 

Additional y, there was a comment about the procedure for 

using the Jathroom, and another about the seating 

arrangemenJ where nearly everyone, except the teacher, 

faced an ojtside wall. 

The i ldividual conferences between Ms. Smith and her 

students w re a continuous activity each morning that I 

visited. earning was structured for students to each 
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work on th ir own assignments; they copied their 

assignment from the board, completed them, and returned 

ir individual folders where they were evaluated 

and discus ed, individually, with Ms. Smith. There was a 

strong emp asis on independence, personal (as opposed to 

communal) esponsibility, and instrumental or goal­

oriented b havior. I never saw Ms. Smith teach a lesson 

to a small group or to the class as a whole. She read a 

story tote whole class each day I visited and on several 

occasions he had the whole class listen while individual 

students o small groups presented something, e.g. a rap, 

a report, r a. game show. The majority of the time, 

however, t e lessons were organized to be done by 

individual, rather than by groups. 

The assroom organization, modeled as it was on the 

American anomic system, was very individualistic in 

orientatio. Each person was expected to assume personal 

responsibi ity for completing his work or accomplishing 

his assign d role, e.g. custodian, real estate agent, 

attendance clerk, personnel clerk, etc. Completed work 

was rand misbehavior was fined~· The money that 

was be used individually to buy small items 

·at the s sale held once a month. 

A co ent in my notes about the procedure for 

students' sing the bathroom resulted from what I 

considered to be a blatant absence of"communal behavior. 

When a stu ent needed to use the bathroom, he would ask 
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Ms. Smith permission, and before giving him 

permission she would ask a language or grammar question, 

such as, " at do you put at the end of a declarative 

sentence?" I never heard her deny permission when a 

student an1wered incorrectly, but the impersonalness of 

such a per onal act was very noticeable to me. 

The sating arrangment in Ms. Smith's classroom, at 

first glan e, seemed to be open and flexible. students 

appeared t move freely about the room, sitting wherever 

they chose It was much later that I realized there was 

more to th seating arrangement than I had originally 

noticed. tudents did, in fact, have desks of their own 

which were permanent until Friday when the real estate 

agent coul assist them in a move. As discussed 

previously, four students had permanent seat assignments, 

which coul not be moved. Sometimes, due to too much 

noise or p or work habits, Ms. Smith revoked their 

privilege o move freely about the room and students had 

to stay in assigned seats. One day when I arrived 

leave thei assigned seats without permission from 

Ms. Smith. 

In tie, I realized that simply the arrangement of 

the desks counterproductive to communion. Although 

students s metimes moved about the room, the desks 

remained i a permanent arrangement, which was side-by-



178 

side aroun the perimeter of the room, all facing toward 

the outsid walls. Ms. Smith commented about this 

arrangemen, saying that the students knew they could move 

their desk into groups of six or seven, but that they 

never elec ed to do so. Also, she said they did not treat 

the walls ace above their desks as personal property, 

which she Jhought strange because that was permissible to 

her. WhenJI interviewed the students about the seating 

arrangemen, I got some interesting responses. 

John aid that Ms. Smith had moved the seats the way 

they were nd implied that it was not open for 

negotiatio. Nathan told me that Ms. Smith had originally 

placed all the seats in the center of the room with some 

of the dis lay cases, but it had been too cramped, was 

difficult o walk around, and prevented the students from 

seeing Ms. Smith. (I noticed that with the current 

arrangemen almost all the students had their back to 

Ms. Smith, and had to turn around to see her.) He said 

that the s udents chose to move their seats the way they 

were now. Teresa told me that Ms. Smith had made the 

seating ch nge and said that she, Teresa, preferred it the 

way it was before, implying that that was not permissible. 

Rebeccah's and Daniel's opinion was that Ms. Smith had 

chosen to 

students 

the seats; Rebeccah, when asked if the 

change the arrangement, characteristically 

dodged a d'rect response by justifying their current 

arrangemen. Daniel veered off to another topic and was 
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not asked lny more about this issue. The prevailing 

opinion was that Ms. Smith had made the change in seating 

arrangemenll and the students either didn't question the 

current ar,angement or thought it was not open for 

negotitatiln. The discrepancy on this issue between 

Ms. Smith' position and the behavior of her students 

would have surprised me if I had not witnessed two 

incidents in this classroom which shed some light on the 

inconsisteJcy. 

The flrst incident was a class discussion that took 

place on mJ fifth visit to James Walker Elementary. By 

this time, I had begun to notice the highly agentic 

quality of the classroom, that Ms. Smith almost never 

talked to e during class time, and that I never saw her 

carry on a personal conversation with a student during 

class time, except those involving academic tasks. 

On th's particular visit there was a discussion of a 

pizza partJ that was supposed to have taken place on the 

day I firs visited the class, but which had still not 

occurred. It was a party earned by the students for good 

classroom behavior, the only such party to be earned all 

year. (It was late February.) 

Shannan asked about the pizza party and a discussion 

ensured abdut how the pizza was to be distributed and when 

the party should take place. Originally, I had 

understood, as appartently the students had, that each 
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student wold receive a given number of pieces unless they 

brought mo ey for extra. One of the students had figured 

out how majy pieces their money would buy, but Ms. Smith 

said that hey would each get an equal amount. Some of 

them wante to know what would happen to the extra pieces 

th answered evasively, saying that they would 

wait ands e if they could work it out equally. As a 

result, Jon and Luke wanted to know if they could get 

back thee tra $.50 they had paid, having assumed that 

would enti le them to an extra piece. They were told, 

"No." 

Then he discussion turned to a consideration of when 

in the day party would be, whether it would replace 

lunch orb in addition to lunch. John suggested another 

time so th t they could have longer than the usual 15 

minutes al otted for lunch without infringing on their 

outside re ess time. Ms. smith questioned the feasibility 

of this an John recommended continuing class on through 

the usual unch time, taking the outside recess time, and 

then retur ing for pizza afterwards. Ms. Smith said she 

thought thy should keep it the way it was; 'besides,' she 

concluded, 'you voted to have it for lunch, so that's when 

we'll have it.' (FNJ/26-3). 

Unfor I had not been present during the 

previous d'scussion when the vote had taken place and did 

not attend the pizza party, so did not see how the pizza 

was actual or paid for. In an interview after 
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the party, Nathan told me that some had probably not 

gotten enough, though he had gotten two extra pieces. He 
I 

said that it had taken three weeks to have the party and 

that Ms. s!ith would not let them talk about it (planning 

it). Lukel he said, had it all figured out, but someone 

said sometJing and Ms. smith stopped the discussion. The 

above infoJmation was relayed by Nathan in a matter-of-
1 

fact way without much emotional expressiveness. Ms. Smith 

and the otfer students were not questioned about the party 

because over the next two visits I was busy following up 

on the healed arguments between Ms. Smith and John. 

The slcond incident I witnessed demonstrated just how 

individualistic was the orientation that Ms. Smith brought 

to her claJsroom, and how her orientation reflected on the 

policies s1e set for her students. It was toward the end 

of my obseivations, on the day that John stormed out of 

the classrdom angry at Ms. Smith for not punishing a 
I . . . female student who had written on his poster. Immediately 

before Joh,'s eruption, Ms. Smith called me from across 

the room to show me a letter that was going home with the 

students. It was in reference to a prize being awarded 

for the ra fle that had also been a source of conflict 

between Ms. Smith and John. 

most 

from 

The 1 tter explained that whichever class sold the 

rafflJ tickets would receive a $25 gift certificate 

a loc 11 merchant. Ms. Smith explained to me that in 
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her class the gift certificate, if won, would be auctioned 

off to indJjvidual students who could bid on it with money 

earned for completed work. I was surprised by Ms. Smith's 

emotional tone when explaining this plan to me. She 

seemed esplcially pleased, which puzzled me, until I 

understood the reason. Several times during my 

conversati,ns with Ms. Smith she had expressed concern 

about motivating students academically. Once, she said 

she had a 1articularly difficult time motivating the 

girls; anolher time, she talked about the school's policy 

of giving ~o grade below a c, which eliminated this 

external mdtivator. Paying students for their work had 

been Ms. sJith's means of encouraging student achievement 

and this $~5 award allowed Ms. Smith to introduce an added 

incentive Jo her reward system. 

It seJmed that some of the students had not valued 

the money Jarned for academic work, had lost their money, 

or given iJ away. Luke, in particular, had combined his 

money with Rebeccah's so that between the two of them, 

they would have more money than John. (This was done in 

revenge be ause John had resold a gift from Luke, which 

originally had been a disappointing purchase at the 

monthly class sale.) Ms. Smith's pleasure with this 

potential Jddition to her reward system was that the $25 

certificat] might cause some of the students to reevaluate 

their past use or misuse of their money. 
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It is interesting to look at these incidents in terms 

of agency 1nd communion. In the first incident, agentic 

behavior as displayed by planning, was very much evident. 

Students hld brought money for pizza, including extra for 

additional pieces. One of the students had figured out how 

much their money would buy and how many pieces that would 

entitle ea h of them to. Efforts to control, persuade, and 

manipulate were also present and indicative of an agentic 

orientatiom. On the other hand, communal behavior 

expressed ,y openly discussing problems was noticeably 

absent. 

In or er for a problem-centered discussion to be 

considered communal, it must have an interpersonal 

orientatio1, where needs, feelings, and viewpoints are 

shared, anl where cooperation and mutuality predominate. 

Ms. Smith and the students needed to negotiate whether 

this party was to replace the regular academic schedule 

or, more simply, substitute for the usual lunch 

arrangemenJs, but this discussion was cut short by the 

teacher be]lore differences of opinion were aired. 

Throughout the discussion, both teacher and students 

attempted o control the other, either by persuasion or 

the ~tiliz,tion of auth~rity., The character of the debate 

was instrumental (planning the party), not an 

interpers0Ja1 orientation of mutual support. 

With legard to the second incident, it surprised me 

that Ms. s ith would convert a group award into an 
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individual award, especially since I knew that students 

were also eceiving individual awards for exceptionally 

high ticke sales. Furthermore, I was astounded that 

Ms. Smith ould place such a high value on individual 

achievemen with no apparent insight into the impact her 

behavior m'ght have on her students. Ms. Smith did not 

seem to ap reciate how the motivation to earn this $25 

award migh have promoted cooperation, sharing, and group 

harmony. unfortunate that a classroom beset by 

continuual and much ill-well had missed out on 

this oppor group solidarity. 

and Communion in Whitestone Elementar School 

In co 

James Walk 

observation 

highly valu 

would confo 

In fact, 

exist at 

to the highly agentic atmosphere at 

, the message conveyed in the majority of my 

at Whitestone was that here agency was not 

in students; it was expected that individuals 

to the established roles of the institution. 

seemed almost as if the individual did not 

Ms. Everland addressed the 

class, she call them "students" or "boys and 

girls" that implied a collection of 

individuals; she called them "class" (FN4/29-65, 4/29-69, 

in a group 

was admonis 

/6-87, FNS/7-99). Classwork was done together 

anyone who worked faster than the others 

to stay with the group. Talking was not 
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encouraged, and frequently not allowed, unless you were a 

spokespers,n for the insititution, meaning teachers, 

principal, or school secretary, or unless you were 

responding to one of these individuals. Students' grades 

and other academic evaluations were public property; 

Ms. Tucker had students report their grades to her orally 

after an a1signment or test was complete and Ms. Everland 

orally reported the names of students missing assignments 

or not doifg well on assignments. 

All tie student bathroom doors were left open in the 

building a1d students were supervised while using the 

bathrooms. (Whole classes lined up in the hall for this 

and three individuals went in at a time. I never heard 

anyone ask to use the bathroom at an unsupervised time, 

though Ms. Everland told me that this was permitted.) 

During group class work, participation was not even 

achieved bi individual volition. Ms. Everland controlled 

student panticipation by going up and down the aisles, 

calling on students in order of their placement in the 

room. She always began at the front of the room, in the 

row closest to her, and always ended at the back of the 

room, in t]le row furthest from her.~ one ever objected 

to this. 

Once I heard one of the more assertive students 

challenge Js. Everland on one of her beliefs. Tony said, 

"Ms. EverlJnd, you know that saying, 'Practice makes 

perfect,' Jell it isn't true." (Her contention was that 
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perfection was an illusion, not really attainable by 

humans.) s. Everland disagreed and there was a 

discussion about it. Another student, Dillon, agreed with 

Tony and M. Everland told a story about how, as a child, 

she had plJyed "Mary Had a Little Lamb" over and over on 

the piano ntil she had it right. Ms. Everland said she 

guessed sh didn't see what was wrong with the saying and 

challenged Dillon by asking him what was wrong with it. 

He said, "ell, I guess sometimes you can do it perfect." 

Anoth r time Tony complained that the story they were 

going tor ad together was boring. Ms. Everland said, 

"Tony, wha kind of tone do you think you just set for the 

rest of th class?" (FNS/7-96). She then said that 

growing up involved keeping your negative thoughts to 

occasion en a student was being reprimanded for name­

calling. s. Everland said, " ••• what's my favorite 

saying?" ( N4/29-69). Then, after an incorrect guess, she 

replied, 11 o, it's 'If you can't say something nice about 

someone, d n't say anything at all."' (FN4/29-69). 

Dissention was clearly not valued, especially if it 

negatively impacted the group or was negative in content. 

The 1 ck of regard for autonomy was not limited to 

student au onomy; teacher autonomy was not valued either. 

One of the first times I noticed this was on a day when 

d to be no end to the interruptions via the 
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intercom. First, students and teachers were informed that 

the bond i sue had passed the night before. Then students 

were remin~ed that picture day was tomorrow and anyone who 

wanted a p,cture had to bring their money. Next came a 

knock at the door and another teacher introduced 

Ms. Everla d to a gentleman who was there to grade the 

science pr jects. Someone in the office then called over 

the interc to find out why the lunch count hadn't been 

and since Ms. Everland had accompanied the 

aforementi ned gentleman down to the gym where the science 

projects w re, the students were told to tell Ms. Everland 

that they eeded the lunch count right away. In fact, 

this woman said, Ms. Everland was to be told, "I need 

those ever day by 9:00. 11 (FN4/1-35). At 9:15 there was 

another an ouncement, this time for "two stout fellas." 

(FN4/1-35). By 9:30 I had counted seven interruptions and 

I had writ en in my notes that Ms. Hawkins, the school 

secretary, seemed to be in charge of the school. 

1 other indications of the lack of teacher 

autonomy w re noticed by me. One involved the field trip 

that cause the conflict between the teachers and 

Mr. Roman ecause there were not enough buses scheduled. 

without cher input, and, consequently, was to the same 

location t e students had gone the year before. 
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::::::::::t~~~n:::::::: ::::b: ::~~::~:::::::::e::::: 
at the samk time each day and I had asked Ms. Everland how 

it had beeh determined when the breaks would be. Since 

the entire fifth grade took breaks at the same time, one 

right after the other, Ms. Everland thought I was 

inquiring lbout how it was decided who went first, second, 

third, etc~ I explained that I wanted to know bow it bad 

been decided that everyone would all take breaks at the 

same time. (I learned, in fact, that all fifth grade 

classes har identical schedules for teaching their 

subjects, reaning that math, reading, social studies, etc. 

were taughl at the same time in each fifth grade class.) 

Ms. Everland's response was particularly telling. She said 

it bad jusf always been that way since before she had come 

to Whitestrne. I found it intriguing that this policy was 

accepted, kithout question, and that Ms. Everland's 

initial rebponse to my question connoted implicit 

acceptancelof this arrangement. 

A thi d sign of teacher autonomy, or lack thereof, 

was illustkated by Mr. Roman's behavior on the day he 

delivered the lecture to the science class and interrupted 

a test whirh, then had to be postponed a day. His 

behavior relative to Ms. Everland's evaluation also 

signified~ lack of respect for teacher autonomy, as did 
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his respon e to the fifth grade teacher who questioned the 

feasibiliti of conducting the field trip with insufficient 

busses. 

The very evident disregard for individual autonomy 

might causL the reader to question why it was so difficult 

for me to lesolve the breakdown at Whitestone. The denial 

of personal autonomy was exceptionally prominent at this 

school. Hlwever, what I found disturbing was that no one, 

but me, se med to have any problem with the way things 

were. Unti quite late in my research, Ms. Everland gave 

little or no indication that her autonomy was an issue 

here. Eveh when she did share some of her frustrations, 

autonomy w sn't the issue; being accepted was. The 

students, lso, expressed negligible discontent. Although 

three or four of the more assertive students might 

complain wben they had to work in a large group, rather 
~ 

than individually, they expressed satisfaction with their 

school and affection for their teacher. Of the six 

students w o were the focus of my research, five expressed 

positive feelings for their school and teacher and the 

sixth tal~ed about things she liked in school and appeared 

to like h~r teacher, but never said so explicitly. 

The Jlarying responses to the negative regard for 

personal ]utonomy at Whitestone resembled the observed 

responses to fairness and gender issues encountered at 

James Wal er; they too had been inconsistent. I struggled 

to unders and this nonuniformity. I also labored over the 
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appropriat way to characterize the dynamics of communion 

at Whitest,ne. My dilemma drew me back to Kegan's (1982) 

theory of constructive developmentalism. I was interested 

in that astlect of Kegan's theory which describes cultures 

of embedde ness. Although Kegan differentiates six 

developmenj al stages, he makes it clear that his is a 

theory of rovement, where each stage is a relatively more 

balanceed ~eriod of time than either the preceding or 

succeeding periods of relative inbalance. Like Piaget's 

theory of ognitive development that describes the 

assimilatirn/accommodation process, Kegan's theory 

describes r similar process involving the issues of 

autonomy and inclusion. At certain periods in our lives we 

come to rebo1ve the issues of autonomy and inclusion in 

generally redictable ways, which Kegan defines as 

evolutiona y stages. In conjuction with each of these 

which is not understood or resolved, that 

which we a e blind to by virtue of our frame of reference, 

is what K gan calls that which is embedded. Kegan (1982) 

says: 

Ther is never 'just an individual'; the very 

word refers only to that side of the person 

that is individuated, the side of 

diff rentiation. There is always, as well, 

the Jide that is embedded; the person is more 

than an individual. 'Individual' names a 
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t state of evolution, a stage, a 

ined balance or defended differentiation; 

n' refers to the fundamental motion of 

ion itself, and is as much about the 

f the self embedded in the life-surround 

which is individuated from it. The 

is an 'individual' and an 'embeddual.' 

is never just a you; and at this very 

t your own buoyancy or lack of it, your 

wholeness or lack of it, is in 

function of how your own current 

culture is holding you. (p. 116) 

culture is that aspect of the real 

world whi h nourishes or fails to nourish the person's 

current e olutionary progress. For example, the infant's 

culture o embeddedness is the primary caretaker. It is 

he or she who must assist the infant in the realization 

that othe separate from himself. The experience of 

wholeness 

other giv 

makes no distinction between self and 

to this new more differentiated 

understan ing, and it is through the interaction with the 

primary c retaker, that this process evolves. (The 

process with the young child subsequently 

embedded n a new frame of reference where his perception 

is indist nguishable from the perceived object. In this 
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stage the ,ulture of embeddedness now, typically, becomes 

the family f ) 
This rvolutionary process continues throughout life 

and the culture of embeddedness changes from primary 

caretaker fa family, to school and family, to peers, to 

partners, rork mates or others with whom one identifies or 

is loved. or each of these stages, Kegan says the culture 

of embedde ness serves three functions: holding on, 

letting go, and staying put in order to be reintegrated. 

By "holdin on," Kegan means that the supportive culture 

must recoghize, affirm, and attend to the person as she is 

at the pretent moment. T~e second function of the culture 

of embedde ness, letting go, requires that the person be 

allowed to grow into the next stage of development. The 

supportive culture cannot be so invested in the child as 

she is not allowed to become a more 

integrate /differentiated person. Lastly, the culture of 

embeddedness must not disappear just when the person is 

entering new stage of development because this 

is the time when what was formerly part of the self 

becomes ajailable in relationship. 

For xample, the school-age child is heavily invested 

in becomi a competent individual and learning the nature 

of adopti roles. The emphasis at this age is on 

autonomy, but soon there will be other expectations. When 

the child becomes a young adolescent, she will be expected 

to attend to the needs of others as well as her own. 
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Suddenly, er needs are no longer part and parcel of her 

self; they are something from which she can stand apart 

and either attend to or delay. Kegan asserts that during 

the transition from one stage to another, there is a sense 

of persona1 loss as we reject those parts of ourselves 

that were reviously undifferentiated. If, during this 

time, our ~upportive culture leaves us, he believes the 

loss is fe~t as unrecoverable; it is as if we were 

rejected. ~n contrast, when the supportive culture 

remains, the loss is mourned and then resolved, as one 

experienceb the joy of relating to that which was formerly 

considered part of the self. 

In my research at Whitestone, it occurred to me that 

I might fi, d it useful to think in terms of cultures of 

embeddednebs. For fifth grade students, this culture would 

be the family, the school, and the peer group. My 

research irterest was the school and peer group. Many 

students would be in Kegan's Imperial Stage (Stage 2) and 

the role of the embeddedness culture for this stage would 

be, as described above, threefold. First, the culture 

must accepf, support, and affirm the person as she is, 

which is ~eavily invested in personal autonomy. The 

competiti argumentative, ritual-loving, materialistic, 

collector ust be confirmed, but not constrained. Second, 

the cultu embeddedness must let go, so that this 

self-suff'cient little person can become more other-
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directed. Finally, the embeddedness culture must remain 

present du ing this evolutionary movement toward the 

Interperso al Stage so that the transition does not 

produce a eeling of unrecoverable loss and the person can 

begin to u derstand what it means to have needs, 

interests, and a disposition that can be examined, 

evaluated, and managed. 

It di not take a microscopic eye to figure out that 

Whitestone Elementary, as one culture of embeddedness for 

a child in the Imperial Stage, was not a supportive 

environmen. Children at this age need a chance to compare 

themselves to others, to argue, to bargain, to play out 

rituals an try out differing roles, and basic to all of 

these acti ities is the need to communicate. Children at 

this age a e industrious and achievement-oriented so they 

need oppor unities to make things, to compete, and be 

proud oft eir accomplishments. 

With egard to the former, it hardly needs stating 

that White tone Elementary fell significantly short of the 

mark when 't came to facilitating student interaction. 

The deterr nts against talking, for both students and 

teachers; 

divergent 

egalitaria 

he inability to tolerate expressions of 

iewpoints; and the hierarchical, as opposed to 

nature of the school, worked against the 

expression of communion. 

With egard to the latter, Whitestone provided 

opportunit'es for competition and recognition of 
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outstandin achievement. Ms. Everland frequently set up 

competitve matches between students. Mr. Roman took out to 

lunch the inners of the academic contest held toward the 

end of the year. students of the month were announced and 

awarded ea h month. Even the school secretary used the 

intercoms stem to announce which grades and students were 

doing well on their Facts Master tests. 

There was, however, a problem at Whitestone with the 

system for encouraging student achievement. It is critical 

at this ag when students are striving to become 

competent, self-sufficient beings, that the mechanisms for 

recognitio not publicly humiliate students and that 

avenues ar found for all students to achieve competence 

and self-s fficiency. This was not reflected at 

Whitestone The competitive matches arranged by 

Ms. Everla were often one-on-one matches designed by 

her, where the contestants were not volunteers. Students 

like Trey, who had difficulty with schoolwork, could not 

escape pubic humiliation in such a setting, and, indeed, 

that is wh t I witnessed on two occasions when Trey not 

only lost, but was also teased by other students when he 

did lose. 

Two o the other fifth grade teachers were 

particular negligent in providing supportive 

environmen s where the students would feel accepted, 

competent nd self-sufficient. Ms. Tucker totally 
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controlled the interaction in her classroom and belittled 

or blatant y ignored students who could not measure up to 

her expectltions. Once I heard her tell the students that 

she didn't want to hear any more sob stories from students 

who didn't have their assignments ready. Another time, 

she suggesued that her students needed babysitters. 
I . 

Most lmpactful, however, was the overall tone in her 

class, whiah was cold, mechanical, and rigid. Words could 

not convey the effect of being dismissed by Ms. Tucker if 

one did no! know the correct response to her question or 

had becomeldisoriented in the fast pace of the lesson. It 

was as if ~ne were not worthy of the effort it took to 

utter a reJponse. Ms. Tucker did not seem to even 

recognize Jhe students, let alone accept them. Once she 

called a sJudent by the wrong name and only after several 

seconds did the student realize who Ms. Tucker was really 

addressing. She said, "You mean me?". "Yes," said 

Ms. Tucker, without acknowledging the mistake (FN4/15-51). 

(It was Ap~il 15th, near the end of the school year.) On 

this same day, another student had a wet paper towel 

folded ove]I her mouth, suggesting that she had been hurt. 

No mention was ever made of this. 

Theo lher fifth grade teacher who was very 

unsupportiJe, Ms. Lawson, become extremely angry one day 

when a stu]ent forgot her book, and yelled loudly for 

everyone ta hear. Another time she, too, was heard 

suggesting that some students needed babysitting. What 
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could be m re humiliating to a child who was trying to 

prove his ompetence and self-sufficiency than to have it 

implied th the was a baby? 

Them st notable shortcoming at Whitestone 

Elementary with regard to the needs of children at this 

developmen al stage, however, was the overall school 

climate th t so devalued student autonomy. Examples of 

this have lready been given. As an institution, 

Whitestone was extremely antagonistic to the needs of a 

child int e Imperial Stage. Mr. Roman defined the 

relationsh p between he and the teachers in the school and 

he establi hed accepted patterns of behavior for students. 

Argument, legotiation, and even simple dialogue were, at 

worst, har~hly punished, and, at best, strongly 

discourage. The type of education created at 

Whitestone Elementary was what Paulo Freire (1970) 

described s "banking education." The teacher was the 

repository of knowledge and was expected to deposit this 

knowledge in an orderly manner into the minds of passive 

students, ho then withdrew this knowledge, upon request, 

in the fo of tests. The teacher did the talking, 

thinking, nd choosing, and the students meekly complied. 

The teache acted, and, through her, the students had the 

illusion o acting. Institutions of domination, like 

Whitestone coerce, manipulate, and control; they leave 
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little roe for their citizens to become autonomous, self­

reliant, clpable people. 

Seth ~eisberg (1992), in his book, Transforming 

Power: Domination, Empowerment, and Education, examined· 

the theme bf domination in schools. Exploring the culture 

of dominattlon in education, he quoted McLaren (1988) on 

the defini ·ion of culture, which was "the particular ways 

in which alsocial group lives out and makes sense of its 

'given' ci cumstances and conditions of life ••.. (a) set 

of practic s, ideologies and values from which different 

groups dra to make sense of the world" (p. 171). 

One o the "given circumstances" at Whitestone 

Elementarylwas that the principal was in control. He 

dictated tie rules of order to be followed in the school, 

and order as a high priority. He valued quiet, and his 

response t Ms. Everland's class when he visited for her 

evaluation, indicated that he believed too much activity 

indicated a lack of control. He had the freedom to 

interrupt biasses, as he did on seveal occasions when I 

was there, even when it meant a test would have to be 

postponed. (I never heard any objections to this, by the 

way, except that one student looked disgusted when 

Mr. Roman sed the intercom to reinforce the comments made 

earlier in the classroom.) When I interviewed Mr. Roman, 

it will be remembered, that he described the students as 

"respectfu of authority," and clearly implied that this 

was a desi able quality (FN5/6-85). There were many other 
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indication that Mr. Roman was in control at Whitestone, 

including is control of student field trips, who talked 

in faculty meetings, even what teachers were allowed to 

drink int eir classrooms. 

Altho,gh, I heard some infrequent criticism of 

Mr. Roman' abilities to govern, I never heard any 

question oi his right to govern. For example, the 

teachers w re critical of the arrangements made for the 

field trip but no one ever questioned Mr. Roman's right 

to make th se arrangements. Similarly, although 

Ms. Everla d critized the way faculty meetings were 

organized, she never suggested that Mr. Roman had no right 

to run them as he did - without teacher participation. 

Correspond ngly, when students were questioned about the 

no-talking situation in the lunchroom, students expressed 

fear and e en disdain of Mr. Roman, and one student 

questioned his judgment, but no one ever questioned his 

right to dlctate how the lunchroom should be run. One 

student ev n said that the problem rested with the "hard­

headed" wafs of the students (FNS/7-107). 

What Is obvious from the above, is that the culture at 

Whitestone Elementary included an ideology of domination. 

This, acco ding to Kreisberg (1992), is a set of beliefs, 

values, id as, and assumptions which "constitute individual 

consciousn ss and both justify and conceal domination" 

(p. 15). long with hegemony, the body of practices and 
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expectatio s that shape our understanding of people and 

the world, ideology effects the roles we adopt, the 

institutioms we create, the society we advocate, but also 

the kinds ,f people we become and the people we wish to 

become. 

In attempting to understand why others at Whitestone 

did not sh!re my concern about the issues of quiet, 

d stymied opportunities for the development of 

student au onomy, I began to consider the impact of the 

dominant i eology at Whitestone Elementary. Students and 

teachers ad administrators had, for the most part, 

accepted a belief in banking education. It was expected 

that Mr. man, via the teachers, would implement a system 

of education that promoted domination of the students and 

passive acleptance of that condition. Kreisberg {1992) 

writes tha that is exactly how domination is maintained. 

It is"··· hrough more subtle processes than the exercise 

of brute firce. Domination is perpetuated through the 

ability of those who dominate to gain the consent of the 

oppressed ithout the awareness of the oooressed that they 

are partic(pating in their own oppression" {p. 14). 

Perhaps th t explained why I found little opposition to 

the system of control at Whitestone Elementary. The 

system may not have been questioned, because few even 

recognized that they were being oppressed. 

eceding discussion about Whitestone Elementary 

and ectiveness as a culture of embeddedness 
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around students who would have been in the 

s~age of evolutionary development. Some of the 

students cpuld also have been in transition between 

stages, or· in other stages, such as the Impulsive stage 

(1) or the Interpersonal Stage (3), both of which are 

characteri~ed by an overemphasis on communion or 

inclusion. For the sake of brevity, I will examine the 

Interpersonal Stage only, but begin by looking at some 

facets of ~he transition from the Imperial Stage to the 
I 

Interpersopal. 
' 

The transition between these two stages involves the 

loss of on¢'s needs and feelings, etc. as part of what one 

is and thei recognition that these are states that one has. 

Before thi$ transition is complete, the individual may 

feel that he is losing these parts of himself, or losing 

control of these parts of himself. Consider the 

preadolescent with all his mood swings and 

inconsistencies. What the preadolescent needs from the 

embeddedness culture at this time is understanding of the 

fluctuations, and acceptance when mutuality is not 

honored. Nevertheless, the embeddedness culture must 

maintain a) consistent expectation for growth and the 

increasing! ability to consider the needs of others. 
I 
I , ' For the child in the Interpersonal Stage, the first 

function o~ an embeddedness culture is to accept and 

affirm thak one's social affiliations define who one is. 
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Moreover, fsince the person at this stage of development 

has now aJquired the ability to regard her needs, 
I 

interests,; emotions etc. as something she has, rather that 
I 

something :she is, it is now possible to reflect upon these 

states, and negotiate with others. The embeddedness 

culture, ~herefore provides opportunities for persons in 

this stage to share feelings, consider the needs and 

interests of others, and to keep commitments. 

The dther two functions of the embeddedness culture 

at this stlage, letting go and staying put, are not really 
I 

applicable for the student at this age because the 

transitio~ to the next stage would not occur until much 
; 

later. T~erefore, they will not be discussed. 

How did Whitestone measure up as an embeddedness 

culture far students who were transitioning to the 

Interpersqnal Stage or who were.in this stage? In terms 

of the whqle school, as contrasted with Ms. Everland's 

classroom,. the school did poorly. In 32 single-spaced 

pages of notes that made reference to Mr. Roman, not once 

did I hear him appeal to any variation of the Golden Rule. 

He never asked or even demanded that students consider the 

needs of 9thers, not even his needs or the teachers' 
! 

needs. Ondle he came into Ms. Everland's classroom because 

someone had reported that students were calling one 

another g~. Mr. Roman said that was the nastiest thing 

someone c9u1d call another person and he didn't want to 
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hear any 

feelings 

I m1re about it. No reference was made to the 

ot others in this discussion. 
I 

With ~egard to providing opportunities to share 

feelings, keep commitments, and affirming the importance 

of the peer group, Whitestone also did poorly. I never 

heard any other individual at this school validate the 

significance of peer relationships for preadolescent 

students. No one, except Ms. Everland, discussed feelings 

or emotion~ at all, and never did I hear any mention of 
i 

keeping commitments. Communion, in general, was sorely 

lacking from Whitestone Elementary, which was why I found 

it so inte~esting that Mr. Roman commented upon the lack 

of this or~entation in the town itself. The cultural 

ideology h~re did not positively affirm the value of· 

community. 

Ms. Everland's classroom, however, fared much better 

in its support of communion-oriented behavior. On several 

occasions,: I saw Ms. Everland address a student who was 

emotionally upset over some incident. Once, in the 

library a student involved in a dispute about his 

placement in line, became angry and Ms. Everland said, 

'' I ••• why afe you angry?" (FNJ/11-6). By the time she was 

finished t~lking to him, he showed no further evidence of 

anger. An~ther time when students were changing their 
I 

seats, Ms.I Everland broke the customary policy of moving 

everyone up one seat because one student complained about 
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not be I able to see the board. When the seats had been 
I 
I • changed, Ms. Everland asked if everyone was happy and 

there emerged some vague mumbling. I could not tell what 

the problem was, but Ms. Everland persisted until finally 

two students explained that the student who had just been 

ousted froip his front row seat was unhappy. Ms. Everland 

found a compromise that was agreeable to all concerned and 

peace was restored. 

Humor~ representative of communion, was also used 
I 

effectively by Ms. Everland. Once, she told a joke and 
! 

then listened as several students shared similar jokes. 
i 

Twice, I watched her use humor to ease the students 

through thb last half hour of class before lunch. (This 

was always: a hard time for the students, who yawned, 

slumped in: their chairs, and generally just seemed to 

count off the minutes until they could eat.) On several -

occasions Ms. Everland teased students in a friendly way, 

as she did one day when only two girls remained in their 

seats following the process by which students were 

excused. (The students had been excused according to the 

colors they were wearing.) When these last two girls 

remained, !Ms. Everland said, "If you're a boy you may 

leave." (+4/1-41). Then she smiled and excused them. 

Ms Everland's responsiveness to my needs has already • I 
been poin~ed out as symbolizing an orientation toward 

communion./ She remembered to introduce me, and the 
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I 

students ~o me; she thoughtfully extended a newspaper when 
I 

in the library. In general, she was well acquainted with 

the rules :of polite behavior and she taught .them to her 

students. She practiced the Golden Rule and expected her 

students ~o do the same. I would be less than truthful, 

however, iif I did not point out that Ms. Ever land had not 

sufficiently internalized the ability to put herself in 

another's position, i.e. she had not developed the 

capacity i 
f1or genuine empathy for others. 

She I 
~ad difficulty sharing differences of opinion. 

Students who expressed negative viewpoints, as Tony did 

when the ~tory they were reading was boring to her, were 

cautioned Ito consider the impact of their statements on 

the group.: The harmonious functioning of the group 

supercede1 the value of honest, open communication as an 

d ' 't I ' en in 1 Self; the latter is a bench mark of Kegan's stage 

5, Interindividual Stage. 

Second, although Ms. Everland was sensitive to my 

needs as a; guest in her school, she was not always so 

sensitive ·to her students. Once Ann came to school with a 

bandaged hand, which was apparently hurting. Several 

times I ntjticed Ann raising her hand, but being ignored 
i 

until she [finally gave up and lowered it. I watched her 

during a d1ass discussion and she seemed to be struggling 
i 

to stay wilth the discussion. She did not participate, 

looked at lher hurt arm occasionally, and put her arm up to 
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I 
:When she talked to Ms. Everland about going 
: 
I 

home, which she did twice during the afternoon, 

Ms. Everlahd encouraged her to stick it out. Ms. Everland 

said that the arm would probably hurt just as bad tomorrow 
I 

and then sne'd have all that work to make up. 
I 

Anoth~r example of Ms. Everland's lack of sensitivity 
I 

was more humorous. During the oral reading of a story, a 

character was described who resembled Olive Oil. 

Ms. Everlafd asked the students who this character 

resembled.I It was clear to me that she was fishing for the 
I 

answer, "Ollive Oil," but no one was guessing correctly. 
! 

Ms. Everland asked her students to think again; who did 

this charabter sound like? Samantha said, jokingly, that 
i 
I 

it sounde~ like their former student teacher. She was 

admonished for this (because the student teacher was 

overweigh-q). Ms. Everland said, "How would you like it if 
i 

someone s~id that to you?" Samantha, incredulous, 

responded, "that I was tall and skinny? Fine!" (FNS/7-

99). (Samantha, also, was overweight and obviously amazed 

that Ms. Everland didn't understand she'd be perfectly 

happy to be characterized as tall and skinny.) 

Ther~ were other incidents where Ms. Everland 
I 

insensiti~
1

1ely drew attention to someone's height or lack 

of academic competency. In each case, the insensitivity 
I 

was in al] probability not recognized by Ms. Smith. I 

assumed ~at Ms. Everland was, developmentally, in Kegan•s 

Interpers~nal Stage, (4). She practiced the Golden Rule, 
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I 
symbolic of this stage. She regularly encouraged students 

I 
to consider the group. The students told me that, when 

r 

asked if she was going to have any kids, she said she 

already had 24. once, when I commented on the difficulty 

of negotiating between her values and those of other 
i 

teachers and Mr. Roman, Ms. Everland said, "If it's my 

kids, r 1 11:stand up for them" (FNS/12-110). 

Becau~e of her strong affinity for the group of which 
' 

she was a part, and her difficulty in dealing with 
i 

difference~ of opinion and negativity, it is not 
I 

surprising/that Ms. Everland reacted to Mr. Roman's 

evaluation!of her as she did. To be negatively evaluated 

by a significant member of the group that defined her 

identity, ¥as very painful for Ms. Everland. She said 

she "doesn't feel like he likes me,·" and she said she I I 

avoided hi~ (FNS/12-110). On the other hand, the students 

were "her kids" and she would stand up for them when they 

were beingiridden too much about being quiet or when it 

would be hurtful to recant a Student of the Month award. 

We can imagine the dilemma in which she found herself, 

caught between two group identities, and incapable of 

finding sote ground on which to stand in order to make a 

just decision. 
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James Elementary: Implications of the Whitestone 

Research 

My research at Whitestone had implications for that 

done at James Walker. First of all, I was interested in 

looking atl James Walker as a culture of embeddedness for 
I 

its students. With regard to agency, I can say relatively 

little for. the school as a whole; this had not been my 
: 

focus at tris school. However, because I was told by 

Ms. Smith ~hat instruction was to be planned, as much as 
! 

possible, by the teacher without the use of textbooks, I 

assumed th;is meant that individual autonomy was strongly 
l encourage~ at this school. There were several indications 
! 

of this. : 

During the opening ceremonies every day, there was 

some evidence that personal autonomy was respected. 
' 

Children'~ birthdays were announced each day, but there 
i 

was no pr~ssure applied to students who chose not to go up 

on stage :t:or the singing of "Happy Birthday." Also, each 

day one class selected their favorite song to be sung and 

classes ptesented skits which they had designed. In music 

class, th~ students wrote raps to be presented at a school 

program add the teacher accepted negative feedback from 

the femal~ students in Ms. Smith's class. Each of these 

activitieJ or policies supported student autonomy and 

contribut1d to my belief that agency was encouraged at 

James Walker. 
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I 
Looking more specifically at Ms. Smith's classroom, 

I . . . 1 with regar~ to a child in the Imperial Stage, we wou d 

want to see opportunities for affirming an autonomous 

orientatiop. In such an environment, students would be 

free to argue, compete, and play out various roles. We 

would hopelthere would be some rituals and recognition of 

materialistic interests, as well as opportunities to make 

things andt show off their accomplishments. 
I . 

Studehts in Ms. Smith's classroom frequently had 

opportunit~es to argue and they had the economically­

related ro~es to fulfill in the organization of their 
I 

classroom.i I saw no evidence of rituals in their 
' 

classroom,i but there were opportunities to become 
! 

competent ~n academics. Several times when I came, 
i 

students w~re practicing a skit, and once they were 
' I 

conductingi a survey amongst themselves. Another time they 
i 

I 
had each m~de a diahrama and were to describe it to their 

! 
i 

classmates!. In general, then, Ms. Smith's classroom 

supported the needs of a child in the Imperial stage. 

There was, however, one exception. When student assertion 

ran up against the will of Ms. Smith, student assertion 
I 

was s~:l~~~le of this was the discussion about the 

pizza par~ when students were questioning the time of the 

party. Ms. Smith stopped the discussion short by telling 

the students that they had already voted on this. I 
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suspected !that 
i 

the students had voted on this before a 

full undeJstanding of its implications became apparent and 
I 

before the suggestion had been made which would have 

allotted more than the normal recess time to this party. 

To be spedific, I didn't think the students were being 

given muc~ of a reward for their good behavior by having a 

pizza party that they paid for, but which replaced their 

lunch and was held during their normal lunch time, which 

was about 11s minutes. It seemed particularly unfair given 

that it w,s the only such party the students had received 
I • all year and that if they went overtime on the party, it 

would cut into their outside recess time. Nevertheless, 

Ms. Smith ~as reluctant to allot any additional time for 
I 
! 

this party. 

There were other times when I observed students 

asserting !themselves with Ms. Smith and getting nowhere. 

one was ttie confrontation between she and John over the 

raffle tickets. It would have been easy for Ms. Smith to 
! 

write a no,te to John's parents explaining the situation 

and allowing him to proceed as he wished if he or they 

would be responsible for the tickets. Instead, Ms. Smith 

got into a heated debate over this. 

AnotJer time one of the students wanted a brad for a 
I 
I 

poster on Fhich she was working. She tried to describe to 

Ms. Smithjwhat it was she wanted, but didn't know the 

correct t 
1
rm for brad. Rebeccah said, "She wants a brad" 
I 

(FN4/9-3).i Ms. Smith, who obviously wasn't familiar with 



211 

I 
that term,1did not understand. Finally, a box of them was 

found in M$. Smith's desk and the box was labelled "brass 

fasteners,!' whereupon Ms. Smith said, "Rebeccah, they're 

called 'brass fasteners.'" (FN4/9-3). Later, I could not 

remember if Rebeccah had responded, but the whole 

interchang~ resembled one of those little battles-of-the­

will, and ~eemed rather childish on Ms. Smith's part. For 

whatever 

that one 

"brad." 

reason, Ms. Smith seemed incapable of accepting 

ok the names for those little brass fasteners was 

I 
I 

In th~ preceding paragraphs I have discussed the 

culture of James Walker and Ms. Smith's classroom with 

reference ~o a child in the Imperial Stage. How did this 
I 

culture support and confirm the child who was in 
I 

transition/to or in the Interpersonal Stage? Such a child 

would be mpre invested in communion than would one in the 

Imperial S~ge. She would need recognition of the 

importance! of social affiliations and opportunities to 

share feel~ngs and negotiate interpersonal needs with 
i 

others. Ip addition, a child in transition would need 

understand~ng and acceptance of instability in emotions 

and moods. I 

In re~erence to James Walker as a whole, what 

informatioh I have suggests that it was supportive of the 

above needl. The principal, Mr. Anton, was certainly very 

communal i~ orientation. He was often visible in the 
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cafeteria and was talking to people in a 

friendly w~y. When he addressed the cafeteria on the first 
I 

day I was there, it was about an upcoming school event of 

which he was reminding students. I never saw a student 

being disciplined by him. The school began each day with 

an opening! ceremony that shared personal issues like 
I 

birthdays ~nd good-bys and congratulations. The 

atmosphere; was warm and welcoming, as was the music 

teacher whb directed this ceremony. students and adults 
i 

both seeme~ to pass freely through the building, though 
I 

visitors wfre asked to sign in. over the course of my 

observatiohs, I followed the students to three other 
I 

instructiohal settings, the library, music, and a first 
I 

grade classroom. All three settings were warm and allowed 

students tp discuss topics amongst themselves. Once in 

music theyi played a game; another time they practiced and 
I 

discussed raps. All-in-all the one feature of James Walker 

that impre~sed me was its communal orientation. In fact, I 

had never visited a school that was as interpersonally 

oriented a'.s was this. 

Ms. Smith's classroom, unfortunately, was another 

story. Asl stated previously, Ms. Smith just did not 

address em(otions. She seemed to have a blind spot in this 
I 

regard. If) students snickered at one of their fellow 

student's !incorrect responses to a question, nothing was 
I 

I 

said about! it. over the two months that I visited in her 
I 

classroom,! only once did I see her address an 
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I 
interpersopal issue. One day while the students were 

practicing:their raps, something unkind was apparently 

said between the groups. Rebeccah and Daniel were called 

to come talk to her. They were joined by another girl, 

who came to tell her side of the story. After listening to 

both sidesi, Ms. Smith said, "Be nice to each other. That 

wasn't very nice." Then she sent them back to their 

seats. Ev~n here, emotions were not discussed; right and 

wrong was pecided upon by Ms. Smith. I found it 
i 

reminiscen~ of Mr. Roman's response to students calling 

one anotheir gay. 

Individua1i Differences in Agency and Communion 

Introduction. Up to this point, I have examined the 

issues brohght to me by my research participants, namely 
' ! 

issues of fairness and gender discrimination (or charges 

of the latter) and relationship issues involving the 
I 

I 

teacher, students, and principal at Whitestone; and I have 

described the dynamics of agency and communion as I saw 

them in th'.e two schools. What I have not done is 
i 

considered! the individual differences in agency and 

communion 

were some 

and it is 

' I 
[exhibited by the people in this study. There 
i 

jinteresting similarities and differences noted, 
i 
~o these similarities and differences that the 

discussion! now turns. 
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Differences and Similarities in Agency at Whitestone. 

As the rea~er has probably discerned, even within one 

elementary·school class, there were marked differences 

noted in the expression of agency. At Whitestone, there 

were three or four students who definitely exhibited more 
i 

agency than did the other students in their class. Patty 
I . 

and Samantha were among these students. 

Both of these girls would sometimes ask to work alone 

and would ~igh and act bored when this request was denied 
! 
I 

in group l~ssons. When students were given a choice of 
I 

' • I working wi~h a partner or small group or working alone, 
I 

these two girls usually chose to work alone. Both of them 
I 

( 

told me ini interview that they preferred to work alone 
I 

where theyj could work at their own pace. Samantha was one 

of those s~udents who was continually wanting attention 
i from Ms. Ey-erland and drove Ms. Everland "nuts." Patty, on 

the other hand, concerned Ms. Everland because she seemed 

to be pulling away from her teacher. 

There, were also students in Ms. Everland's class who 

seemed to have little orientation toward agency. Ann and 

Maggie were two of these. Once Ms. Everland introduced 

the word "~ebel," explained it and then asked the students 

if they cobsidered themselves rebels. out of only a 

handful w~ did not raise their hand (meaning they did not 

consider tremselves a rebel), one was Ann. My 

observatiors of Ann were that she was almost never acting 

I 
I 
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(as oppose? to being passive). In my notes I described 
i 

her as watching others, not being called upon by the 

teacher or'the last to be called upon, not volunteering, 

being ignored, quiet, hurt, or absent. The only other 

characteristic that appeared several times in my notes was 

that she was being teased. The latter occured because she 
I 

was friend~ with Samantha and that was how Samantha good-

naturedly ~rew Ann into interaction. The last entry made 
j 

by Ms. Evetland on Ann was this: "I don't feel I have 

really foc~sed in on Ann much. I guess she is one of 

those chil~ren who are quiet and tend to get lost in all 
i 

the activity." 
I 

Maggif was another student who was not very agency-
• I 

oriented. fhe and Aaron were the only students about whom 

Ms. Everla~d wrote nothing in her log. When I first asked 

Ms. Everlahd about her students, she told me that Maggie 
i 

was one oflthe better students because she was responsible 

and giving~ was willing to do things for the teacher, had 

a positiveiattitude, and was able to draw others out. on 
! 

one of my last visits, however, she told me that she was 
' concerned ~bout Maggie. She said she was a good student, 
I 
I 

but she wilhed she was friendlier. She said that Maggie 

smiled, but wasn't the kind of person you approached. 

Also, when she talked, she kind of whined and often she 

did not complete her thoughts when she spoke to you. 

Many lf my notes about Maggie were in reference to 

her work, ~imply that she did or did not have it 

• 



216 

completed, or that she was working. It was common for 

Maggie to be working alone or silent. She also seemed to 

talk to ad~lts more often than did other students. Once 

the studen7s were making ~other's Day cards and, sensing 

that I didinot really know Maggie, I watched her 

extensively. She could not get started. Instead, she 

walked around the room and watched others. Twice, she 
i 

went and got more paper even though she had done nothing 

with what ~he had. She played gopher or assistant to 

other stud~ts. Eventually, she showed her new shoes to 

Ms. Everla*d and then said she couldn't find the glue. 

When lunchltime arrived, Maggie had still done nothing on 

her card, ~o she stayed in for noon recess with the other 
i 
I students wmo hadn't yet completed theirs. 

Becau+e I needed to interview several students over 

the recessltime, I asked Ms. Everland to watch how Maggie 
I 
I 

got her card done. Ms. Everland left me a note about what 

happened. !Patty had told Maggie everything to do in order 
j 
i . 

to make th~ Mother's Day card. Patty told her to get the 
I 
! 

paper and had told her what to write, but then on several 

occasions Jad done the work herself. I understood that 

the card hld been finished because Patty had taken charge. 

Diffe~ences and similarities in Agency at James 

Walker. Inferestingly, in Ms. Smith's class, I found no 

one low inlexpression of agency. What I found were 

differences in the way this was expressed. Shannon 
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I 
I ' work, on which 

217 

needs for agency largely through her school 

she did well. She also took a leadership 

role when working with others. Another way that Shannon 

expressed agency was in her reaction to authority. On one 

occasion !,heard her telling other students that she had 

written on; a school table, adding that she didn't know why 
i 

I 

she had done it. In my interview with Shannon, she told me 

that several days previously when Ms. Smith had gotten 

mad, she had told her, 'I think you drive us crazy about 
I 

as much aslwe drive you crazy.' (FNS/7-2). She said she 
I hadn't meant to say it out loud. According to Rebeccah, 
i 
I 

Shannon al~o expressed agency by bragging, which I, too, 
! 

noticed on/ several occasions. 
• I . 

Danie~, another student who was far more agentic than 

communal, also expressed agency by doing his schoolwork 

and, repor~edly, by bragging. However, another way that I 
i 

saw him asfert himself was by contradicting others. On 

the day th~t the boys were conducting a survey on energy 

sources, Daniel refused to answer their questions. When I 

asked the boys about it, I was told that Daniel had been 
I 

messing arbund, refusing to answer, "smart-mouthing" them, 
i 

and turnin~ around and ignoring them. 
I 

Anoth,br time Daniel was studying with a partner. 
! 

Over and orer again I heard him contradict the partner, 

saying, "Y/ou don't know what it is." "No, we don't!" or 

telling hir partner that they were to be doing something 

else. Whilr they were studying another student asked 

I 
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Daniel 

When I 

to hand her a book that was behind him. He refused. 
I 

int~rviewed Daniel I got very confused by his 
i 

answers and had trouble understanding him. After I played 

back the aUdiotape, I understood why. He used a lot of 

"kinda"s ahd let sentences trail off. He didn't answer 
i 
I 

questions ~irectly, spoke too softly to be heard, and 
I 

sometimes pontradicted himself. At one point I was just 

trying to ~ind out how long he and another boy had been 

friends. 1lasked how long they'd been friends and was told 
I 

he'd been to the other boy's house four times. Then he 

mentioned fhat the other boy had moved, but it wasn't 

clear if hr meant he'd recently moved or moved some time 

ago. The ~onversation went on and on like this and when 
I 

' 
it was ovef, I still could not figure out whether the two 

were new afquaintances or had been friends for years. I'm 

not sure wrether Daniel was asserting himself by being 

contradictpry or if he was cautious about asserting 
i 

himself bepause I was an adult. 

Both ~ohn and Nathan expressed agency through 
' I 

competitiop. They competed on the basketball court and in 
I 

games of t~g or keep-away. They competed verbally, 

arguing abbut whose uncle had the neatest car, who knew 

I . . d the most about a particular ethnic group, etc.; an, of 

course the~ competed with the girls to see who messed in 

each otherrs business the most. one of the things that 

distinguisred the two boys, however, was their response to 

• 
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authority. Nathan deferred. He said he didn't argue and, 

indeed I nrver did see him argue with Ms. Smith. Several 

times I wajched him repeat rules for students in defense 

of the teacher. John, on the other hand, was in a war 

with Ms. slith. 

Teresi was another very agentically oriented student. 

h d I . . t Wh h Se use passive aggression o express agency. ens e 

disagreed iith someone, she would turn her back and refuse 

to talk to her. She was also good at leading from behind. 

I watched her feed suggestions to the louder, more visible 

girls who Lould then act upon the suggestions. At other 

times, Terlsa led by directly telling others what to do. 

Therelwere a few behaviors that seemed to express 

agency, buj which were unusual either because they rarely 

occurred or because they were used by one student only. 

One of the~e was anxious or self-stimulating behavior 

which was kitnessed a couple of times in Patty during 

large groub discussion when I suspected she was bored, but 

it was esprcially noticeable in Trey. He was observed 

banging hij elbow against the back of his chair, playing 

with something under his desk, hitting his hip with his 

fist, wrapbing a rubber band around his finger, etc. One 

day he was asked twice about chewing gum, but did not have 

any in his mouth and said he was just chewing his tongue. 

When I ask d Ms. Everland whether he had ever been 

characteri, ed as hyperactive, she seemed surprised and 

said no. 
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Severrl seemingly agentic behaviors were observed 

only once Ir twice by several different students. One of 

these was requesting positive feedback, e.g. "Do you like 

my story?". Another was sulking, which Teresa did when she 

was mad at someone. A third example of this unusual 

agentic avior was spreading one's body out so that it 

took up e physical space, as in placing the shoulders 

back with he arms outstretched and stretching out the 

isingly, out-and-out disobeying the teacher was 

very rare. When John said "No" to Ms. Smith during the 

raffle ticket discussion, that was one of the few times I 

ever saw alstudent directly disobey the teacher. The last 

behavior w ich I characterized as agentic, but which did 

not occur ery often was making a request to have one's 

needs met. Examples of this included asking for help in 

putting a otebook together, asking for advice, and asking 

for a suggestion. 

What I found most intriguing when watching how 

students elxpressed agency and communion, was the way that 

certain activities seemed to express both agency and 

communion. In Ms. Smith's classroom, the group of four 

boys who sat in the corners were often engaged in an 

activity hat seemed to orient to both of these dynamics. 

One of the
1

1 ways this was done was through playful banter. 

Nathan wold walk up to a male student, grab his cheeks 

with both hands, and turn the student's mouth into a 
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smile. Onj day I watched him fiddle with John's earlobe. 

He played feep-away on the playground with another boy and 

a girl. Tie sports activities on the playground seemed to 

address bofh communion and agency. 

Sometimes, communion and agency were both expressed 

by talking This was more often the province of the 

girls. While doing a spelling lesson, one of the words 

would remibd someone of something that had happened this 

weekend anf off they would go in a discussion of this 

event. During a story-writing exercise, the girls would 

create characters that resembled the boys and they would 

read their/stories to one another and to the boys, 

laughing al they did so. Maybe one of the boys would 

argue thatla particular characteristic didn't resemble 

him, butt en he would suggest another attribute that 
1. . . should be included. The girls, also, were seen sharing 

candy whill doing their schoolwork. 
I . . At other times, the girls would cooperate on an 

assignmentf one would dictate and the other would write. 

Or they'd give the spelling words to one another. Once I 

saw several of them exaggerate everything being done in a 

film and 1fughing together about it. The competition 

between the boys and girls was another means by which both 

agency and communion were expressed. The same-sex friends 

cooperated with one another and between the sexes they 

competed. 
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Difference and Similarities in Communion at Whitestone. 

Proba ly because of the lack of individual freedom in 

Ms. Everla d's classroom, there were not students who 

stood out rom the rest because of their communion­

oriented bfhavior. It was also not easy to discern what 

behaviors ere likely motivated by communion. This is 

understand ble if we consider the developmental age of 

these stud nts. Few, if any, would be expected to be much 

past Kegan's Imperial Stage, which meant that, for the 

most part, the developmental task for these students was 

agency-dir cted, rather than communion related. Kegan 

would assure that students at this age, generally, would 

not unders and that their needs and interests, wishes, and 

moods were something that could be reflected upon and 

negotiated with others. Other developmental theorists, 

such as Kolberg, Loevinger, and McClelland, would 

characteri e children at this age as instrumentally 

motivated, opportunistic, and power oriented. (See Kegan, 

1982.) 

Twos udents in Ms. Everland's class who did exhibit 

noticeable interest in communion were Samantha and Aaron. 

Both of th se students made extensive use of teasing. 

They would grab or mess up someone's hair in a playful 

manner, or try to stomp on a friend's foot, or grab 

something hat was not their's. Samantha, also, teased 

verbally. She would tell Ms. Everland that Ann wanted to 
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share some hing with the class, when she knew Ann, who was 

shy, did ntt. There were few times that the teased friend 

responded egatively; generally the teasing was 

reciprocatl d or, at least, tolerated. 

Both amantha and Aaron also used physical proximity 

to indicat a desire for communion. They would sit by a 

friend, ev n though there was no other interaction. They 

both smile! and laughed a lot with peers and, to a lesser 

extent, jurt talked. However, because Samantha was also so 

agency orirnted, her talk quickly progessed to that 

orientatioh. She would object, or disagree, or begin 

directing her friend. Aaron, on the other hand, was so 

reluctant o assume an agentic orientation, that he would 

often move into a dependent position with a peer, asking 

for help, r claiming imcompetence. At this point in the 

interaction, when it became more unequal between partners, 

the intera tion took on a more agentic than communal 

quality. 

There were also'. two students in Ms. Everland's class 

who less often engaged in communal behavior. These are 

the same tJ o students who were described as lacking in 

agency, An and Maggie. Because I have already given 

extensive escriptions of their behavior, I will not 

repeat tha here. In general, the two were shy and passive 

and did nol often engage others. They both made use of 

physical mrans of expressing communion, such as smiling, 

standing o sitting close to others, and making eye 
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contact wi h others. They both would play a game with a 

peer and w uld watch or listen to others, but did not 

often talk. Ann, who was friends with Samantha would go 

along with her teasing, but did not initiate it herself. 

Diffe ences and Similarities in Communion at James 

Walker. In Ms. Smith's room, where students had more 

individual freedom, communion was easier to observe. Here, 

udents stood out from the rest in terms of 

communion, John and Rebeccah. I found both of these 

students be fascinating to watch and extremely versatile 

in forts to engage others. 

and smiled a lot and participated in 

discussion, even to the point of "butting into one 

another's usiness," as they called it. They both talked, 

extensive!, to friends and sat closely to their friends. 

They liste ed to friends and John, expecially teased and 

joked with others. (By the way it was specifically these 

two groups of friends, John's group and Rebeccah's group, 

who 

were 

cused of messing in one another's business and 

ed in the related record-keeping.) 

Despi e the many similarities between John and 

Rebeccah, also some major differences. The 

most outstanding was that John's interactions were very, 

very visible and Rebeccah's were very inconspicuous. Time 

and time a ain I found my eye drawn to the actions of John 
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and his co padres, whereas I had to intentional observe 

Rebeccah ahd her friends to see their interaction. 

John fnd his friends were, first of all, just louder 

than Rebeccah and hers, but, in addition, John used more 

competitivrl-type interaction than did Rebeccah. He and 

his friend would physically joust with one another, e.g. 

hoisting elch other up in 1the air like cheerleaders, 

imitating he actions of each other, etc. They also 

competed v rbally, as I described in the section on 

agency; bu they were noticably more physical than 

Rebeccah ad her friends. John and his friends touched 

each other more. They would put their hand on one 

another's houlder or put their arm around each other 

while walk ng. I watched John once fixing the shoe of his 

friend, Na han, and another time on the playground, put 

his arm ar,und Nathan, in comfort, when Nathan had been 

hit by ab 11. On the other hand, Rebeccah and her 

friends exrressed communion more often by quiet talk and 

even by wr ting notes, which was very inconspicuous. It 
. . I 

was rare fcor them to be very loud and extremely rare for 

them to be very physical. 

As fo students in Ms. Smith's classroom who showed 

little int rest in communion, one student stood out from 

the rest - Daniel. In all my notes on Daniel, there are 

very few w ich show any evidence of communion. Most often 

Daniel was seen working beside a friend, but not 
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communicat ng; and when he was communicating it was very 

combative. The only instances where he was observed 

interactin with others in a more communal way were when 

he partici ated by singing during the opening ceremony 

(and he sag the patriotic song only), when he listened, 

when he smfled as he showed a drawing to a first grader, 

and when h spoke to a friend next to him. I almost never 

heard him peak in a non-combative manner; and when he 

listened, e did not make eye contact or respond in an 

additive, s opposed to combative way. 

Befor discussing the results of the Friendship 

Motivation Measure given to the students by a graduate 

student, I want to explore a few of the more unusual ways 

that commurion was expressed. There were few, and very 

few instanbes of a student apologizing to another student. 

Both Rebecrlah and Nathan apologized one or two times. 

Teresa was twice observed helping her friends reach 

consensus on a work related project. She was very 

nonassumin, in making a suggestion, which was accepted and 

resolved a minor conflict. It might be debated as to 

whether th,· s was a communal act; I considered it so. 

Finally, hn was observed sharing supplies and comforting 

Nathan. ese, too, were rare occurences. 

iendship Motivation Scale was given, as a 

measure of friendship motivation because it is 
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hypothesizfd to detect preferences which may in actual 

behavior, be confounded by either lack of awareness or 

temperamen al variables, such as extraversion and 

sociabilit. Listed below are the results of this 

assessment 

Table 1 

Ms. Smith' Students Ms. Everland's students 

Name Score Name Score 

Nathan 1 Ann 2 

Daniel 2 Aaron 3 

Teresa 2 Maggie 3 

Shannon 5 Patty 4 

John 5 Trey 5 

Rebeccah 7 Samantha 6 

Interrater reliability for Ms. smith's students was 97.9% 

and it was 100% for the students in Ms. Everland's class. 

sults of the Friendship Motivation Scale 

deserve so e discussion. In the majority of the cases, 

the scores were·. consistent with my observations, but there 

were some xceptions. Nathan and Aaron both scored on the 

lower end bf the scale, yet were seen by me as exhibiting 

more commubion-oriented behavior in the classroom. I was 

somewhats rprised by Shannon's score, but not completely. 

While obse ving her, and especially when I interviewed 

ered if she might be more communion-oriented 
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than she e hibited. When I first interviewed her, for 

instance, was surprised at her verbal ability and her 

willingnesk to talk to me. In the classroom, I didn't see 

her as taltative as she was with me. Her hair hung down 

in front o~ her face and in class it was often difficult 

to tell wh1ther she was silent or not, especially because 

she didn't make eye contact when she spoke. She often had 

a furrowed brow, too, which gave me the impression that 

she was suflen, but when she spoke she became more 

animated aha did not seem sullen at all. 

Parti ularly surprising, was Trey's score. He was 

very shy i class and did not often initiate verbal 

exchange. uring the making of the Mother's Day cards he 

set right o work and was very diligent. At one point I 

observed h'm talking to two of the more verbal girls in 

the class, asking them how to spell something and 

commenting on something one of them had done. I was 

enough int igued by this behavior, which was inconsistent 

with that reviously observed, to ask Ms. Everland about 

his siblin relationships. She was not sure, but thought 

he had two younger sisters. 

There is insufficient data for me to do more than 

provide pl usible explanations for the 

scoring/ob ervational discrepancies relative to the above­

mentioned our students. Nathan and Aaron were not very 

verbal chi dren and I cannot help but suspect that the 
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Friendship Motivation Scale, which is a story telling 

exercise, ,enalizes less verbal students. 

Secon!ly, McAdams' conceptualization of friendship 

motivation is heavily influenced by his corresponding 

conceptual zation of intimacy motivation (which applies to 

older indi iduals). The conceptualization of friendship 

motivation measured by this scale may be more 

representa ive of the -developmental capabilities of a 

mature pre dolescent or adolescent. It may fail to detect 

hip motivation of developmentally younger 

children w,o are not yet capable of more sophisticated 

orientatio s. These younger children may also have "a 

recurrent reference for having friends over and against 

other expe iential goals," but their friendships may 

differ in uch a way that the scale does not detect this 

preference (McAdams, 1984, p. 13, 14). 

Final y, it could well be that Trey and Shannon, 

especially were students who did desire friendship, but 

lacked the skills to successfully nurture friendships or 

they may h ve had difficulty meeting their communion-

oriented 

oriented 

would be 

reported 

nteds because of interference from agency-

b haviors. Examples of the latter explanation 

tat students were "put off" by Shannon's 

agging and that Trey's shyness prevented him 

from appro ching other students in a friendly manner. 
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Ideal Pupi 0-Sets 

The cllifornia Child Q-Set and its modification were 

given to tte two teachers as a means of validating my own 

observatiofs about the teachers. Because I was unable to 

discuss the results with the two teachers, they did not 

provide a leans for me to approach the teachers regarding 

their preflrred pupil characteristics. Nevertheless, they 

did provid some interesting information. 

It is quite noticeable that for Ms. Smith the 

majority o the items in the scale labeled extremely 

salient wete communally oriented. The items described 

someone wh would get along well in a group and were 

consistent with the belief that one should think about 

others, no just about one's self. On the other hand, the 

items int e next most salient group, labeled quite 

salient were almost exclusively agentic in orientation. 

These werelthe items that proclaimed the importance of 

autonomy, ndependence, resourcefulness, diligence, etc. 

Ms. Smith ave a pretty clear picture of where she stood 

with regar, to the relative value of communion-oriented, 

as opposed to agency oriented, behaviors. What she 

communicat d, via the Q-set, was that communion was more 

highly val ed. This, of course, was not consistent with 

my observa,ions of her behavior in the classroom. In the 

next chapt r I will suggest that Ms. Smith's Q-set, along 

with sever 1 other behaviors, may be indicative of a 
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dawning re lization on her part of the shortcomings of her 

developmenlal position. 

As stated in Chapter III, the Q-set done with 

Ms. Smith *ad so many obviously negative pupil qualities, 

that Ms. sJith was not forced to.make as many choices 

about her alues as I would have liked. Therefore, the one 

done with s. Everland was greatly reduced of these 

negative c aracteristics so that she would have to choose 

between th! more positive characteristics. 

In th most valued category, Extremely Salient, 

Ms. EverlaJd placed a mixture of agentic and communal 

characteriltics. In the least valued category, Somewhat 

Salient, placed two of the characteristics that are 

strongly a sociated with Kegan's Interindividual Stage. 

(The items referred to the value of close relationships 

and the ex ression of negative feelings.) These same 

items were also placed in less valued positions by 

Ms. Smith. In fact, except for one item that referred to 

openness, Jhich Ms. Smith said was extremely salient, all 

the items n the least important category were similarly 

valued by s. smith. The difference between these two 

teachers w s that Ms. Everland placed a mixture of agentic 

and commun 1 qualities in the most favored position and 

Ms. Smith alued communal qualities over agentic. One 

other inte esting difference was that Ms. Smith rated a 

competitio -oriented item fairly negatively salient and 

Ms. Everla d rated it quite salient. 
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Summary 

At bo h schools key issues, called breakdowns, were 

identified At James Walker, the breakdown concerned 

issues of airness and gender discrimination. At 

Whitestone the issues were initially overshadowed by my 

expectatio s based on the research at James Walker. Early 

observatio s, therefore, focused on differences between 

the two sc ools, differences in methods of instruction, my 

relationsh'ps to the teachers, and differences in the 

teacher/puhi1 relationships. Eventually, I realized that 

the key islue at Whitestone involved the 

teacher/puhil/principal relationship and information was 

provided ii this chapter relative to that issue. 

Alarie portion of this chapter dealt with agency and 

communion n the two schools and looked at these two 

constructs from a developmental perspective. It was noted 

that Ms. S ith's classroom_was counterproductive to the 

communion- riented needs of her students, whereas 

Ms. Everla d's classroom faired better in this regard. 

Whitestone Elementary, however, as a whole, discouraged 

agency in oth students and teachers. James Walker 

Elementary as a whole, was not carefully examined for its 

support of students' agency needs, but Ms. Smith's 

classroom, in particular, was found to be insufficiently 

supportive of her students' needs for agency. The 
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remainder ©f the chapter examined individual differences 

in student' expressions of agency and communion. Both 

the manner of expression and the frequency of expression 

were explo ed. 



CHAPTER VII 

SUMMARY AND CONCLUSIONS 

Research Question 1 

This tudy began with a question about differing 

intraperso al and interpersonal needs in students. 

Specifical y, this research question was 1) How do 

students differ in their needs for agency and communion? 

When I wrole this question, I actually did suspect that 

students d ffered in their needs for these two 

orientatio s. Now I'm not so sure. A number of 

difference (and similarities) have been cited in this 

research, ndicating that students differ in the way they 

express ag ncy and communion. It was also observed that 

some stude ts exhibit more or less agency-oriented 

behavior tan do others; correspondingly, some students 

exhibit more or less communally-oriented behavior than do 

others. WJether these differing behavioral manifestations 

indicate differences in need or whether they indicate 

suppressedlrecognition of these needs, or inability to 

express th se needs, or accommodation to the needs of 

others, is unclear. At this point in time I would not want 

to say tha students differed in their needs for agency 

and commun on, although the students certainly did 

manifest t ese needs in differing ways. 

234 
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This irst question will, thus, be answered as if it 

read: 1) ow do students differ in the way they express 

agency and communion? In answer to this question, there 

were a nummer of differences observed in the students at 

these two lchools. Students differed in the visibility of 

their exprlssion of these two orientations. They also 

differed i terms of passive versus active responses to 

these orie tations. There were agentic differences 

pertaining to whether or not the responses were more 

interperso al or intrapersonal; and finally, there was a 

difference that, for lack of better terminology, I will 

say varied between working within the established 

educationa system and working against that system. 

Visib lity of student response was one of the first 

things I n,ticed when I began observing at James Walker. 

The four bmys who were seated in the corners of the room 

expressed fommunal behavior very openly, and it called 

attention ,o them. This visibility was generally by 

virtue of heir being louder and more physical than 

others. I contrast to others (all of whom were not 

female), t ese boys used more physical contact and louder 

voices. Te less visible students used verbal exchange 

and softer voices or written communication to express 

communion. 

This ame difference applied to the expression of 

agency. So e students were louder and more physical, while 
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others wer quieter and/or less physical. A more visible 

agentic re loud, confrontive language, along 

with very xpressive body language. Less visible 

responses 1ame from those, like Teresa, who quietly 

withdrew add sulked. 

A sec nd noted dissimilarity in the expression of 

agency and communion related to the passive/active nature 

of the res onse. Some students initiated more of these 

behaviors han others. Others responded when approached or 

directed, often initiate. Samantha and Ann 

were good xamples of this dichotomy. Samantha nearly 

always ini iated the interaction between the two girls, 

and Ann us ally played along; but Ann did not initiate 

much interaction on her own. (Ann named Samantha and 

Patty as friends, both of whom initiated more often than 

Ann, so An 's reluctance wasn't due to a one-sided 

friendship.) 

Another variation of this active/passive dichotomy 

had to do ith how intrusive one's behaviors were in 

relation to others. The act of standing near a friend, 

for example, was not as intrusive as trying to stomp on 

your friend's foot. Similarly, raising your hand to 

volunteer i class was not as intrusive as blurting out 

the answer. Some of the less intrusive communal acts were 

using close physical proximity to others, smiling, making 

eye contact, and listening. More intrusive acts included 
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touching, ,alking, and teasing. With regard to agency, 

students w o were more intrusive were louder verbally, 

confronted or contradicted, and moved into another's 

persona1.s1ace. Less intrusive agentic behavior 

consisted of a facial expression that showed disgust, 

asking a qJestion, or making a suggestion. 

A thiJd dichotomy around which students varied their 

agentic be,avior was in the use of interpersonal versus 

intraperso al behavior. Some students were more self­

sufficient than others and their agentic behaviors did not 

include ot ers. An example of this was the use of 

schoolwork to express agency. The use of self-stimulation 

was anothe type of intrapersonal agentic behavior. In 

contrast, tudents who used interpersonal means to display 

agency, di ected others, asked for advice, information, or 

feedback. The use of the interpersonal to express agency 

often resu]ted in a single act satisfying both needs for 

agency and communion. An example of this was the verbal 

competitio engaged in by the boys in Ms. Smith's 

classroom. They shared about what cars they liked, but 
' 

they also ompeted with one another when they disagreed 

about whic car was the best or when they bragged about 

whose rela ive had the best car. Playing basketball and 

other phys'cal acts in which they engaged seemed to 

express bo h agency and communion. 

The 11st noted variation in the expression of agency 

and commun~on involved the students' ability or choice to 
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work withi, rather than in opposition to the established 

educationa system. Students who used a storywriting 

exercise t communicate with peers were well able to work 

within the established educational setting. On the other 
', 

hand, stud nts who met their needs for communion by 

teasing anj touching often were reprimanded by the teacher 

because thty were not acting in conjunction with the 

teacher's ducational goals. Some of the behaviors that 

were partilularly suited to working within the system 

were: studying together, sharing, and talking. 

Research Question 2 

The s cond research question, like the first, did not 

anticipate the complexity of this research. The research 

question w s: 2) How do students' needs for agency and 

communion 'nteract with the corresponding needs of fellow 

students ad their teacher? This question should have 

included a acknowledgement that others, besides the 

teacher an her students, affected the classroom members. 

figure, th expression of his needs was a significant 

factor in he classroom experience. The other fifth grade 

teachers w re also an important influence, so this 

question w,· 11 be rewritten as: 2) How do students' 

expression of agency and communion interact with one 
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another an how do the agency/communion behaviors of the 

principal rnd teachers impact the classroom experience? 

As ha been evident in the interactions described on 

the forego,ng pages, expressions of agency and communion 

do not ope ate in a vaccuum. Some behaviors complement 

one anothe; others conflict. Students who used many 

passive befaviors to meet their needs for communion, 

needed mor active cohorts with which to participate. 

Similarly, students who resorted to interpersonal means 

for meetin agentic needs, required an engaging partner. 

It did not always happen, however, that individuals' 

expression of agency and communion found a complementary 

environmen within which to operate. 

When I began this research, I suspected that teachers 

organized heir classrooms around their own intrapersonal 

and interptrsonal needs for agency and communion; this " 

research srpported this supposition. When Ms. Smith 

organized er classroom to suit a highly agentic mode of 

interactio, students who valued communion had 

difficulti s. Those difficulties were exacerbated when the 

students c uld not meet their needs by working within the 

system. L ud, attention-getting behavior in a classroom 

geared tow rd quieter, independent classwork spelled 

trouble. n Ms. Everland's classroom which was organized 

around am re communal orientation, students who lobbied 
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for more s
1 

lf-sufficiency, were denied opportunities to 

express th[se needs. 

James Walker 

The i~sues between Ms. Smith and John developed 

within as stem where neither of their needs were 

complement'ng one another. John had high needs for agency 

and commun'on. His needs for both agency and communion 

were frequ ntly met through interpersonal means. His 

behaviors ere very visible and active, and often his 

means of e pressing his needs did not work well within the 
. I 

educationa system established by Ms. Smith. 

John as, in all probability, in the Imperial Stage. 

fairness. is peer gang was extremely important to him, 

during the raffle ticket discussion. She told him she 

wanted him ,to stop talking to her "like that ••• " and he 

told her, 'That's how I talk!" (FN4\9-2}. Like my son who 

said, "If ou don't like baseball, you don't like me!", 

John was u able to distinguish between a personal 

characteri tic and the person who had this characteristic. 

Ms. Smith, however, did not arrange her classroom in 

accordance with the needs of a child in the Imperial 

Stage. Th physical arrangement, the way lessons were 



241 

planned, t e means of evaluation, even her student/teacher 

interperso al manner were all consistent with her agentic 

orientatio, but not John's. 

What I saw in Ms. Smith's behavior was a fairly good 

example of someone ;in Kegan's Institutional Stage. Here 

was the ov rdifferentiated, self-sufficient, self­

regulating person described by Kegan as characteristic of 

the Instit tional Stage. The institution to which she was 

bound was !he institution of academic achievement. Of the 

individuallcaught in the Institutional Stage, Kegan (1982) 

says the f!llowing: 

If th strength of the institutional balance 

is it . autonomy,· it would be as true to say 

that lts weakness lies in its embeddedness in 

this utonomy. Its self-naming and 

self- ourishing converts the world within its 

reach to operatives on behalf of its personal 

enter rise. What is experienced from within 

the b lance as independence and 

self- egulation might as accurately be seen 

from eyond the balance as a kind of 

psych logical isolation or masturbation. 

From ithin the system this constraint is a 

matte of vulnerability to whatever threatens 

self-bontrol, a vulnerability the 

institutional balance shares with its 
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evolu ionary cousin (the imperial balance) ••. 

(p. 2 3) • 

Althohgh the institutional balance was cousin to the 

imperial, e can see how very different these orientations 

were, how ifficult it was for John ·to operate within a 

system using self-reliance, and how equally difficult 

competitio, negotiation, and the peer gang. 

Despi e the similarities between Ms. smith's 

behaviors nd the characterisics of Kegan's Institutional 

Stage, thee was something about Ms. Smith that was not 

totally co sistent with the characteristics of this stage. 

Ms. Smith ad volunteered to participate in my research 

and d me that she thought it was very important for 

students t learn how to get along with one another. She 

thought if they didn't learn this in school, they would -

have littl opportunity elsewhere.· In addition, her Q-set 

had shown high regard for communal needs. 

ering the conflict Ms. Smith had felt regarding 

her 'being so far away, it occurred to me that 

perhaps Ms. Smith had encountered the vulnerabilities of 

the Insti t tional Stag.e. She seemed sealed off, isolated. 

At one poi t she had told me that she sometimes wondered 

what she doing here in the Midwest with her family on 

the East cast. She said she would advise young people 

today to t move away from home. This was not a 
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statement epresentative of someone in the Institutional 

Stage. 

Kegan (1982) says that every evolution "can be 

expected t involve a specific loss, including the loss of 

a home or (p. 225). Perhaps it was just this 

sense of 1 ss that prompted Ms. Smith to look at 

interperso al relationships in her classroom. Remembering 

Ms. Smith' statement that kids needed to learn how to get 

one another while still in school, I wondered 

if interpe sonal relationships had not become another 

subject which she had incorporated into the educational 

institutio of which she was a part. The task she set me 

to doing, reating a set of cards on personality 

descriptor , wa_s what I would expect of an 

institutio ally-oriented person who was beginning to look 

more favor on interpersonal relationships. 

Whitestone. 

regoing discussion about the interaction of 

various ex ressions of agency and communion focused on 

Ms. class at James Walker Elementary. The students 

and at Whitestone also had problems negotiating 

for agency and communion. To what extent 

Ms. Everla d's classroom organization reflected her own 

needs for rder, as opposed to Mr. Roman's need for order, 

was unclea. I did not see students working at the same 



244 

time on a ariety of projects as was purportedly happening 

on the day Mr. Roman came to evaluate Ms. Everland. On 

several of my visits students were working on class plays; 

and there ras less order at these times, but I had no way 

to assess rhether or not these times resembled the 

previous t'me when Mr. Roman had observed. I could not, 

therefore, gauge the degree to which Ms. Everland had 

compromise her own organizational preferences for the 

teacher ha left right before my arrival and Ms. Everland 

may have c anged her organization to please herself, after 

the depart re of the student teacher. In any case, whether 

for Mr. Ro an's needs or Ms. Everland's {or both), this 

classroom, id not encourage the expression of student 

autonomy. Some of the students would have preferred a 

more self- eliant instructional mode at times; there were 

agentic ne ds that were not fulfilled because of the way 

Ms. Everlard structured the competitive matches. In 

particular t stu.dents' needs for feelings of competence 

were somettmes sacrificed in these competitive matches. 

Accondnodating to communal desires, such as ensuring 

opportunitles between students for discussion, sharing, 

and negoti tion was also limited, although the question 

ritual tha I found so intriguing may have served this 

purpose. Tie question ritual was highly structured to be a 

limited exchange between student and teacher, while at the 

same time, including other students in the act. This 
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ritual may in fact, have been a means of meeting both 

agentic an communal needs. Both students and teacher 

could sati fy their needs for agency, the teacher by 

structurin the activity so that it was controlled, and 

the studen s by gaining information, securing an audience, 

etc. Ont e other hand, the time could also be spent 

communally sharing with one another; this communal 

activity i eluded students who only listened, and also the 

speaking p rtners (teacher and student). 

Unlik the situation at James Walker, the 

incompatibilities between student needs and 

teacher/pr1ncipal needs never reached the emotional pitch 

that they did in Ms. Smith's classroom. Instead, the 

relationshJp between Ms. Everland and her principal, 

Mr. Roman ecame the focal point of my research at 

Whitestone. His desire for agency, manifested in his 

authoritarian leadership style, created dissatisfaction 

between th two of them. Ms. Everland, with her strong 

loyalty to her group-defined identity, found herself torn 

between tw camps when she thought her students required 

something ifferent from that which Mr. Roman prescribed. 

Kegan says that for the individual in the 

Interperso al Stage being approved of is of paramount 

importance. It is not just something one is concerned 

about; it's what one is. When one's identity is 

dependent pon the opinions of others, a negative opinion 
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is a loss f the self. This is altogether different than 

the situat on for a person further along in his 

evolutiona y development, who, when evaluated negatively, 

can stand eparate from that evaluation and still exist. 

In the lat er case there is still a self who can relate to 

this evalu tion and accept, refuse, or ignore it; but for 

the person caught in the Interpersonal Stage, no such 

option exi They are not separate from the negative 

evaluation! it is their self. For Ms. Everland, 

Mr. Roman' negative evaluation literally tore her apart. 

Research Question 3 

The t ird research question was 3) .How do the needs 

for agency and c9mmunion and the interaction of such needs 

among stud]nts and between student and teacher, contribute 

to/detract from the learning process, as designed by the 

classroom eacher? Again, this question needs to be 

dified to reflect the complexities of this 

research. It will be reworded as 3) How do the 

agency/co union interactions described in research 

question 2 contribute to/detract from the learning process 

In Ms Smith's classroom the problems described in 

question 2 seemed to detract from student motivation to 

learn. Jon was one of the students Ms. Smith named who 

she felt not take full advantage of her classroom. 

She said h learned just what was required to satisfy his 
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parents, b twas not personally motivated. 

Interestin ly, the students Ms. Smith named who did take 

good advan age of the educational environment she had 

created wee boys who were very quiet and unobtrusive. 

Whenever I saw them they were working quietly with little 

or no interaction with anyone else. One of these students 

was Daniel who Ms. Smith said had come a long way that 

year. Thr e students, all male, were named who were not 

making the most of their educational opportunities. These 

three were three of the four boys who sat in the four 

corners of the room. Unlike the previously named boys, 

these thre were thought by Ms. Smith to be very bright, 

but not re lly excelling. John was among the three. 

Anoth r time when I asked Ms. Smith about the 

academic p ogress of the six students chosen in her class 

for intenslve observation, she remarked that Rebeccah and 

Shannon we!le above average; in fact Shannon was really a 

grade abov her age-mates. Nathan, she said, was below 

average. he said that Teresa was below average and that, 

she, like ost of the girls, was particularly hard to 

motivate a ademically. 

It wa interesting to me that of all those named by 

Ms. Smith s either doing particularly well in her class 

or taking ood advantage of the class, only one was not 

the self-r liant, self-absorbed student type. The one 

exception o the above was Rebeccah. Rebeccah was unusual 
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in many was. She was obviously bright and well-liked by 

peers. She expressed agency in a variety of ways: passive, 

active, ve bally, physically, through her schoolwork and 

through interpersonal relationships, and both within and 

in opposition to the educational system. In short, she 

was a very versatile child. Most often, though, she 

expressed gency in such a way that it did not interfere 

with the s stem established by Ms. Smith. 

Rebec ah also had the highest score on the Friendship 

Motivation Scale. Her score of seven outstripped all 

other scor s by two points. When Rebeccah was asked how 

she liked eing in Ms. Smith's class, she said she liked 

it. She 1 ked the freedom and responsibility and she 

liked Ms. mith. She enjoyed the stories that Ms. Smith 

sometimes hared about her own mistakes, stories that were 

never saw his behavior and assumed that this was one of 

those thins I did not see because of my presence in the 

room.) Fo Rebeccah, then, her needs for agency and 

communion ere well met within the classroom and both she 

and Ms. Smith agreed that she did well academically. 

Danie's situation resembled Rebeccah's, in that he 

expressed atisfaction with Ms. Smith's classroom and 

Ms. Smith greed that he was progressing admirably. He, 

too, was a,le to match his agency/communion needs with 

what was o fered in the classroom. He did not require 

much commu al behavior, and his agency needs were met 



249 

through hi schoolwork and the oppositional role he took 

with peers 

Unfor unately, the other four students who were the 

focus of mt research, did not fare so well. None of them 

liked beinj in Ms. Smith's classroom and all of them were 

vehement arout this. John's opinion is well known to the 

reader. s annon and Teresa shared a similar complaint. 

They did n t like Ms. Smith's frequent angry outbursts. 

Shannon sad the work was boring and Teresa said she only 

did it to void Ms. Smith's anger. Nathan said that 

Ms. Smith llowed them too much freedom. He didn't like 

the respon ibility of all the jobs and he thought they 

should not be allowed to get up out of their seats as much 

as they di. He said that Ms. smith treated them like 

grown-ups, instead of like kids. Kids, he said, should not 

have all t e responsibility.she assigned them, and kids 

Fort ese four students, Ms. Smith's classroom was 

not a satilfactory environment. Shannon was reported to 

be doing will academically, though she was not mentioned 

in this waJ by Ms. Smith, until specifically asked. 

Teresa, Jo,n, and Nathan, however, .were not progressing 

adequatelyJ All of them had difficulty meeting their needs-

for agency and communion. John and Nathan had agency­

related is ues in this classroom and all three of them 

experience problems with communion-related issues. We can 
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only wonde if the-academic progress of these three 

students w uld have improved had the environment in 

Ms. Smith' classroom been more supportive of their needs 

for agency and communion. 

Befor leaving the discussion of Ms. Smith's 

classroom o examine the learning issues in Ms. Everland's 

classroom, there is one final topic to be addressed; that 

is the charge of gender discrimination in Ms. smith's 

classroom. It was quite apparent to me that the students' 

charge of, ender discrimination was justifiable. 

Ms. Smith 1°ust seemed to orient more to the males in her 

class, whether she was discussing troublesome students or 

impressive academic progress. When there was a job to be 

done, Ms. mith often called on Chris, the male student I 

encountere on my first visit. At times, he functioned as 

her "right hand man," even though he was one of the four 

who sat in a corner. 

The f males, on the other hand, were, according to 

Ms. Smith, difficult to motivate and, I found them to be 

generally ess visible in the classroom. In attempting to 

account fo the discrimination, it is useful to look at 

the issues of agency and communion between Ms. Smith and 

her studen s. The boys who had difficulty with 

Ms. Smith, who sat in the corners of the room, and who 

claimed th t Ms. Smith was harder on the boys than she was 

on the gir s, were a very visible group. Their communal 

and agency expressions were more physical than were the 
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girls' and they were louder. Also, they didn't seem as 

able to 

as were 

t their needs within the educational setting, 

girls. For this reason they presented more of 

a control roblem for Ms. Smith, and we can see why she 

discipline them more readily than she did the girls. Had 

the classr om been organized differently, in accordance 

with the p eviously mentioned needs of children at this 

age, perha s many of the problems for the boys (and, 

consequent Ms. Smith) would have been alleviated. 

Whyte girls were harder to motivate, may be another 

issue. No, having interviewed but three of them, one of 

whom was ding well, I have insufficient data to 

adequately address this problem. One intriguing 

possibilitj, however, is that the motivational problem 

with the g'rls was not another issue, that the girls' 

needs for ommunity were also insufficiently nurtured. It 

may have bJen that they were more prone to please their 

teacher an adapt to her highly individualistic classroom. 

However, b doing so the peer gang was neglected. The 

community f females may have needed more of an identity 

than they ad. Like the boys, they too may have adapted 

better to n educational setting that more strongly 

favored gr ups. Among the girls, there was a definite 

interest i the boys, which might have been put to good 

use in the learning environment. As it was, they 
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literally ad to go to the four corners of their world to 

visit four of the more popular boys! 

The issues discussed in research question 2 also had 

implicatiorls for the learning process in Ms. Everland's 

classroom. Because of Mr. Roman's need for control, and 

Ms. Everlafd's need for approval, students were denied the 

flexibilitt of engaging in a variety of activities at the 

same time. Instead, their learning, which was done as one 

unified gr up, often proceeded at one set pace. students 

who wanted to go faster, got bored. When students 

complained and started yawning, Ms. Everland would pick up 

the pace, eaving the less able students behind. It was 

very notic able, then, when these less able students could 

not compet with their classmates. One of the students 

that Ms. E erland named as anxiety-provoking for her was 

one of thee less able students. He would get very 

frustrated when he could not fit in, even to the point of 

threatenin to kill himself. Other students who did not 

react sos verely, like Trey, simply quit participating. 

On th se occasions when Ms. Everland gave the 

students a choice of working in the large group or working 

individual y, the group always chose the former. Students 

who wanted to work alone frequently lost interest at this 

time and m of the other students appeared to become 

bored also I suspected that they sometimes chose the 

large grou lesson because it required less energy on 

their part and the eventual monotone was considered worth 
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the lesser energy requirement. Had the students been 

given abrader range of choices including the possibility 

of working in small groups, the end result might have been 

more satis actory to the teacher and students. The result 

might not ave been more satisfactory to Mr. Roman. 

Regar less of some student dissatisfaction with the 

way their earning was organized, none of my six 

Whitestone student research participants voiced criticism 

of Ms. Eve land or their classroom. (Except Samantha who 

said Ms. E erland used the word "etcetera" too often.) 

They all 1 ked Ms. Everland and they liked their school. 

I, too lik d Ms. Everland. 

Ms. ~erland was always very positive in her 

emotional tone. She seemed happy and appeared to genuinely 

like the c ildren. They, in turn, liked her. At the end 

of the yea when they were allowed to write on a bulletin 

board what they would miss in the coming year, the most 

frequent r sponse (by far) was, "Ms. Everland." 

Ms. Everla d provided a learning environment that was more 

supportive of the developmental needs of fifth grade 

students tan did Ms. Smith. To what extent the student 

satisfacti n was due to her emotional tone, or the 

organizati of the classroom, or to some other factor, I 

do not kno, but it is interesting to speculate on the 

::~f:::::af:~dents• reactions to Ms. Smith and 
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The cinclusion that Batcher (1981) reached in her 

study of classroom emotions was that emotions function as 

the langua!e of interpersonal events, that they convey the 
. I • 

relation of an event to ourselves. The emotion that 

Ms. Smith'! students complained about was anger. As noted 

pr~i~sly! De Ri~ra (1977) conc~tualizes anger as a 

communicatr·o. n to the other which says, "Remove that from 

me," or "I do not want you to belong to me." If the 

students i Ms. Smith's classroom understood anger 

similarly, we can see why they thought Ms. Smith did not 

like them, as Teresa did; or why John felt, "I'm black and 

she's whit "Interestingly, the student, Bell, in 

Batcher's research reached the same conclusion, that he 

was not liied by his angry teacher. 

Ms. Ererland, however, did not have a similar 

reaction tb her anger, and she did get angry at students. 

Why the stildents reacted differently is not known. The 

difference that I noticed between the two teachers was 

that Ms. E erland's response to the emotional needs of 

students, implied that she was interested in them as 

people, nol just as students. This kind of message 

counteractrl the message of anger, which says, "I do not 

like you." Additionally, whenever Ms. Everland got angry 

at a student, I always saw her come back later and see 

that thingl were okay between the two of them. She might 

have apolorl ized for her behavior, or, in a gentle way 

explained o the student why she had reacted the way she 
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had, or ev n in a kinder way expressed her expectations of 

the studen. This behavior also reiterated to the child 

that shews important to Ms. Everland, and that she did 

care about the child's feelings and about her as a whole 

person. 

In cortrast, Ms. Smith did not address the emotional 

state of hrr students, did not check on them later to see 

how her anger had affected them; and I did not see her 

apologize o students. The absence of these behaviors may 

have reinf,rced the communication students felt they had 

received v a her anger, and it may have encouraged some 

students t believe that Ms. Smith did not care about 

them, exce t as receptors of knowledge. 

Retur ing to the lack of dissatisfaction at 

Whitestone the fact that the students here were not more 

critical o their school in general worried me. In 

retrospect however, this does not surprise me. It may 

have been hat personal autonomy was so discouraged at 

this schoo, that students were not aware of the 

oppressive nature of much of their school environment. It 

might also·have been that these students failed to 

discrimina e between their classroom and the school in 

general, 1 aving their evaluation of the latter synomymous 

with the ffrmer. Another explanation is that the "school" 

represente their friends, past teachers, or other 

individual who were liked or with whom they identified, 
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and "schoo" as an institution had no meaning for these 

children. Of course it is always possible that I misread 

the situatton for these students, but I didn't misread 

their opinion of Mr. Roman, which was almost unanimously 

. I . 
negative. This, too, could have been where the students 

focused thtir negative evaluations -- on Mr. Roman, rather 

than on the school in general. 

Implications and Recommendations 

Probably the most glaring implication of this 

research ii the obvious necessity for more research 

uncover thl means by which individuals manifest and 

to 

negotiate heir needs for agency and communion. It is 

clear from this research that individuals do differ in the 

way they erpress these two human needs. What is not clear 

is how individuals change over time and how individuals 

comet~ dirlplay differing manifestations of agency and 

communion. 

A consistent feature of this research was the 

inability fo correlate a given behavior or set of 

behaviors with either the agentic or communal orientation. 

This is, o~ course, in keeping with the dialectical 

perspectiv which views human development as a process 

that canno be defined in terms of polar opposites. 

Neverthele s, it ought to be possible to better explain 

how people are consistent and inconsistent in resolving 

the inhere t tensions between agency and communion. 
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It is these agentic and communal consistencies and 

inconsiste cies which must be better explained by modern 

theories of human development and personality theory. 

Kegan (198~) has done a fine job of beginning the task, 

but more wrrk is needed. Because of the complexity of 

this resealch and the necessity for frequent interviewing 

in order tjo understand the motivations behind behavior, 

it is advilable to approach this research with a team of 

researchers. 

A secbnd implication of this research has to do with 

the messagbs that emotions communicate to students and 

teachers, barticularly what anger may communicate about 

one's sensb of self. Appropriate displays of anger must be 

balanced with other messages which indicate that others 

are valued as human beings and not just as instruments of 

the specific role they fulfill. This research suggested 

that validation of one's sense of self worth is extremely 

important for teachers and preadolescents. Validating 

one's sense of worth may counteract the negative effects 

of a teacher's inattention to student need for autonomy, 

and failure to validate the personal worth of students may 

undermine student motivation to learn and student 

satisfaction with the teacher and learning environment. 

Similarly, adults who are the recipients of anger directed 

at them f om administrators or colleagues, may feel 

devalued. This is especially troublesome when teachers 
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and admini trators are, for developmental reasons, unable 

to separat their personal identity from their 

profession 1 identity. For teachers and students, alike, 

expressionk of anger may communicate that one's self is 

objectiona le when one's behavior is objectionable. 

A thi d implication of this research is in regard to 

the hip Motivation Scale, where it was suggested 

that furth r research be undertaken to determine the 

degree to hich this scale penalizes less verbal students. 

Addit'onally, it was observed that the Friendship 

Motivation Scale was based on a conceptualization of 

friendship motivation that may be developmentally too 

advanced fr preadolescents. The need for inclusion in 

preadolesc nts may be qualitatively different than the 

correspond'ng need in more mature adults. McAdams & 

Losoff (19 4) hypothesized friendship motivation to be a 

precursor o intimacy motivation and conceptualized 

friendship motivation as qualitatively similar to the more 

advanced i timacy motivation. If, however, the 

orientatio toward inclusion is qualitatively different in 

preadolesc nts than it is in mature adults, which is what 

Kegan (198) asserts, then any measure of inclusion­

oriented behavior in preadolescents will have to reflect 

that quali ative change. 

A fou th implication of this research applies 

to agency nd communion in the research process. I 

learned th tit was important to consider the 
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participan s' needs for agency and communion when 

undertakin a research project. Ms. Smith had a high need 

for personrl autonomy and self-control. She did not 

appreciate the value of open communication, particularly 

if it impacted her negatively. Despite my efforts to be 

tactful an delicate (and I did not always succeed at 

this), Ms. Smith withdrew from the research before I would 

have liked I assumed that my mistake was in not giving 

her enough control over the research in which she 

participat d, so when I developed a proposal for 

Ms. Everla d, I included an opportunity for more personal 

control. 

Ms. E erland, however, did not truly want more 

personal c ntrol, which also meant more individual 

responsibi ity. She was loathe to enter the diary entries 

and really did not want a significant role in this 

research. She wanted some suggestions and she wanted to 

feel accep ed. Had I paid more attention to these 

differing rientations for agency and communion in my 

teacher pa ticipants, perhaps I could have improved my 

relationsh'ps with these teachers. 

Kreis erg (1992) encountered a similar situation to 

my own in is research on teacher empowerment. He said of 

his resear h participants: 

(They did not particularly want to be 

equal owners of the project. Rather we all 
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group. They would do their part by 

into the dialogue, but they did 

the time or the.interest to be 

owners" of the project. Rather, 

the process of dialogic encounter 

e able to contribute in the ways 
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with hich we all felt most comfortable. 

As 

differing 

sults were synergistic: We all 

d~ we all grew; we all got 

ing out of the process; ••• (p. 230-231). 

ers, we must be continually aware of the 

of our participants. We do not all 

express th same needs for autonomy and inclusion. Much 

of the cur ent drive toward cooperative research with 

classroom ignores the possibility that teachers 

may not wa ownership in their research projects. 

are sensitive to their participants' 

expressed for autonomy and inclusion, may experience 

their research efforts than those who 

ignore sue individual differences. 

this was a study that began with a 

question a out school satisfaction and the importance of 

negotiati human needs, I would like to close with a 

discussio about our expectations for mutually successful 

outcomes. The assumptions about power to which our 

society h s traditionally ascribed are stated eloquently 
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by Jean Ba er Miller (1976) and quoted by Seth Kreisbert 

(1982). Sh says: 

Power has generally meant the ability to advance 

oneself and simultaneously to control, limit and 

if pofsible destroy the poWer of others. Power 

so faf has at least two components: power for 

onese f and power for others •••• The history of 

power struggles as we have known them has been 

on th se grounds. The power of another person, 

or gr up of people, was generally seen as 

dangefous . .You had to control them or they 

would control you. (p. 116) 

Kreis erg goes on to say that this notion of power is 

unacceptable to Miller, who believes that to control or be 

controlled (quoting Miller): 

in th realm of human development is not valid 

formu ation. Quite the reverse. In a basic 

sense the greater the develppment of each 

indiv dual, the more able, more effective and 

less eedy of limiting or restricting others 

she o, he will be. (p.116) 

Mille 's belief about power does not stem from a 

dualistic heoretical framework that is the basis of much 

of our Wes ern philosophical orientation. Like Kegan's 

theory of uman development, this conceptualization is 

dialectica. Power is not a limited resource available to 
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a few. My power, rather than limiting yours, adds to 

yours; and vice versa. Kreisberg (1922) goes on to define 

an alterna ive conceptualization of power that is derived 

rk of Surrey (1987) and Miller. This 

conceptual'zation of power includes the terms "power 

together," "power in connection," and "relational power," 

and demand that individuals work together in mutually 

enhancing Again, quoting Surrey (1987), Kreisberg 

says: 

This rocess creates a relational context in 

knowl 

there is increasing awareness and 

of self and other through sustained 

ive connection, and a kind of 

unenc mbered movement of interaction. This 

is tr ly a creative process, as each person 

is through the interaction. The 

nt of relationship creates an energy, 

momen um, or power that is experienced as 

beyon the individual, yet available to the 

Both participants gain new energy 

and n w awareness as each has risked change 

and g owth through the encounter. Neither 

perso is in control. (p. 7) 

Kreisberg points out that the above form of power 

links powel with themes of connection, nurturance, 

community ••• How similar this sounds to this research on 

agency and communion, where the satisfaction of these 
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desires de ands complementarity. We cannot assume that 

satisfacti n for one individual negates the possibility of 

satisfacti n for others. How different might it have been 

for John a 

and for Ms 

potential 

Ms. Smith, for Ms. Everland and Mr. Roman, 

Smith and myself if we had recognized the 

or "relational power!" 

Summary 

Chapt r VII examined the original research questions 

of this re earch and found that students did, indeed, 

differ in their expression of agency and communion. They 

differed b th in the way they expressed these dimensions 

and they d ffered in the degree to which they expressed 

agency and communion. Additionally, it was found that 

some stude ts had difficulty negotiating their needs for 

agency and communion because their expression of these 

needs conf icted with the teacher's expression of her 

similar ne ds and/or conflict arose because of the 

organizati n of the classroom. Furthermore, it was 

observed tat emotional tone, and in particular the 

expression of anger, had implications for students' and 

teachers' ense of self. The implications of this 

research w re noted and recommendations were made for 

educators nd researchers. 



REFERENCES 

Agar, M. H. (1986). Speaking of ethnography. Beverly Hills, 
CA: s ge Publ. . 

Ainsworth, M.D.S. (1982). Attachment: Retrospect and 
prosp ct. In Parkes, C.M. & Stevenson-Hinde, J. 
(Eds.I The place of attachment in human behavior. 
New Y rk: Basic Books. 

Ainsworth, • , Blehar, M., Waters, E., & Wall, s. (1978). 
Pattens of attachment. Hillsdale, N.J.: Erlbaum. 

Bakan, D. (1966). The duality of human existence. 
Bosto: Beacon Press. 

Batcher, E (1981). Emotion in the classroom: A study of 
child en's ex erience. New York: Praeger. 

Baxter, L •. (1988). A dialectical perspective on 
communication strategies in relationship development. 
In S. Duck Ed. Handbook of Personal Relationshi s, 
(pp 2 7-273). New York: Wiley. 

Beckwith, • & Cohen, S.E. (1989). Maternal 
respo siveness with preterm infants and later 
compe ency. In Bornstein, M.H. (Ed.) Maternal 
respo~siveness: Characteristics and consequences. 
New Directions for Child Development, 43, San 
Franctsco: Jessey-Bass. 

Bellak, L. (1975). The Thematic Apperception Test. The 
Child en's A erce tion Test and the Senior 
A ere tion Techni ue in Clinical Use. (Third 
Editi n). New York: Grune & Stratton. 

Block, J. Block, J. (1980). Instructions for the 
Calif rnia Child Q-Set. Palo Alto, CA: 

ting Psychologists Press~ 

Blumstein, P. & Kollock, P. (1988). Personal 
relat onships. Annual Review of Sociology, 14, 467-
490. 

264 



265 

Bochner, AP., Cissna, K.N., & Garko, M.G. (1991). 
Optio al metaphors for studying interaction. In 
Montg mery, B.M. & Duck, s. (Eds.) studying 
interpersonal interaction. New York: Guildord. 

Bornstein, M.H. & Tamis-LeMonda, c.s. (1989). Maternal 
respo siveness and cognitive development in children. 
In Bo nstein, M.H. (Ed.) Maternal responsiveness: 
Chara teristics and consequences. New Directions for 
Child Develo ment, 43. San Francisco: Jossey-Bass. 

Cornforth, M. (1953). Materialism and the Dialectical 
Metho. New York: International Publ. 

(1982). The relationship between emotional 
gnitive development. In Cicchetti, D. & 

P. (Eds.) Emotional Development. New 
Direc ions for Child Develo ment, 16. 
San F,ancisco: Jossey-Bass. 

De Rivera, J. (1977). A structural theory of the 
emoti,ns. Psychological rssues Monograph, 10, 
(4, ole No. 40). 

Duck, s. 
New 

Duck, s. ( 
of re 
Paper 
of th 
Relat 

988). Handbook of personal relationships. 
rk: Wiley. 

991, May). New lamps for old: A' new theory 
ationshi sand a fresh look at some old research. 
presented at the Third Conference 
International Network on Personal 

onships, Normal/Bloomington, IL. 

Freire, P. (1970). Pedagogy of the oppressed. NY: 
Conti uum. 

Hinde, R.A 
of Ch 

Kegan, R., 
psych 
Cicch 
Devel 
16. S 

describing relationships. Journal 
and Ps chiatr, 17, 1-19. 

1982). The evolving self: Problems and 
sin human develo ment. Cambridge, Mass: 
d. 

G.G., & Rogers, L. (1982). The 
logic of emotion: A neo-.Piagetian view. In 
tti, D. & Hesse, P. (Eds.) Emotional 
pment. New Directions in Child Development, 
n Francisco: Jossey-Bass. 

Klein, J. 1987). Our need for others and its roots in 
infan6. London: Tavistock. 



266 

Kreisberg, s. (1992). Transforming power: Domination, 
empow rment, and education. Albany, NY: State 
Univefsity of NY Press. 

Lickona, Tl (1983). Raising good children. NY: Bantam 
Books 

Lincoln, Y s. & Guba, E.G. (1985). Naturalistic inquiry. 
Londo!: Sage. 

Lock, A.J. (1986). Th7 role of.relationshi~s in 
devel pment: An introduction to a series of 
occastonal articles, Journal of Social and Personal 
Relationshi s, ~' 89-99. 

Lofland, J & Lofland L.H. (1984). Analyzing social 
settin s: A uide to ualitative observation and 
anal is. Belmont, CA: Wadsworth. 

McAdams, DP. (1988). Personal needs and personal 
relat,onships. In Duck, s. (Ed.) Handbook 
of e sonal relationshi s, (pp 7-22). New York: Wiley. 

McAdams, DP. (1984). Scoring manual for the intimacy 
motiv. Psychological Documents, 14, no. 2613. 

McAdams, DP. & Losoff, M. (1984). Friendship motivation in 
fourt~ and sixth graders: A thematic analysis. 
Journal of Social and Personal Relationshi s, 1, 
11-27 

McAdams, DP. (1981). Themes of intimacy in behavior and 
and t ought, J. of Personality & Social Psychology, 
40, 5 3-587). 

McKeachie, W.J. (196t). Motivation, teaching methods, 
and c llege learning. In M.R. Jones (Ed.) Nebraska 
S o~ium on Motivation: 1961. Lincoln: Univ of 
Nebra ka Press. 

McLaren, P (1988). On ideology and education: Critical 
pedag gy and the politics of education. social 
Text, 19-20, 153-185. 

McClelland o.c. (1985). Human motivation. Glenview, 
Ill.: Scott Foresman. 

Montgomery B.M. & Duck, S. (Eds.) (1991.) Studying 
inter ersonal interaction. New York: Guilford. 



267 

Powell, R •• & Nicholson, J.L., III (1986, February). 
Teach r affect in the classroom: Im lications and 
direc ions for future research. Paper presented at 
the A nual Meeting of Western Speech Communication 
Assoc'ation, Tucson, AZ. 

Reichardt, c.s. & Cook, T.D. (1979). Beyond qualitative 
versu quantitative methods. In T.D. Cook & c.s. 
Reich rdt (Eds.) Qualitative and quantitative methods 
in evaluation research. Beverly Hills, CA: Sage. 

Rubin, L. (1983). Intimate strangers: Men and women 
to et er. New York: Harper & Row. 

Rizzo, T.A. (1989). Friendship development amona 
child en in school. Norwood, N.J.: Ablex. 

Rosenwald, G. (1985). Hypocrisy, self-deception, and 
perpl xity: The subject'-s enhancement as 
metho ological criterion, Journal of Personality 
and S cial Ps cholo , 49, 682-703 • 

• (1958). FIRO: A three-dimensional theory of 
ersonal behavior. ,New York: Rinehart. 

Schmuck, R.A., Luszki, M., & Epperson, D.C. 
(1963 .Interpersonal relations and mental health in 
the c assroom. Mental Hygiene, 47, 289-299. 

Schmuck, R~ & Van Egmond, E. (1965). Sex differences in -
the r lationship of interpersonal perceptions to 
acade ic performance. Psychology in the Schools, 2., 
32-40. 



APPENDICES 

268 



APPENDIX A 

TEACHER CONSENT FORM 

269 



270 

TEACHER CONSENT FORM 

I, ------ --------------------------------------------' hereby authorize or direct Barbara Carlozzi to per£orm the £ollowing 
procedure 

Observe in my classroom £or approximately 40 hours 
beginning on-----·--· ________________ .. -----

and concluding on------------------· It. ia 
understood t.hat. Barbara will be observing t.he 
social interact.ion int.he classroom, £ocusing t.he 
research on six students and mysel£. It. is also 
understood t.hat. Barbara will be as nonint.rusive as 
possible 190 t.hat. normal class routines are not. 
disrupted. 

Interview me about. my thoughts, £eelings, 
et.c. related t.o observed situations. Interviews 
will be conducted when students are not under my 
superviaon and at. t.imea which are mutually agreeable 
t.o Barbara and I. 

Take t.he modi£ied Cali£ornia Child Q-Sort. which will 
require me t.o describe t.he •ideal• at.udent. by aort.ing 
26 cards containing descriptive peraonalit.y 
charact.erist.ics. <Thia measure will not. be 
administered by Barbara; a graduate student int.he 
College 0£ Education at. OSU will administer t.he CCQ. > 

Collect. a log kept. by me on a weekly basis, recording 
my thought.a and experiences on t.he classroom 
int.erect.ion. Thia log will be my own spontaneous 
expression, but. will be augmented by possible 
quest.ions provided by Barbara £or me t.o consider. 
<An audio record is an accept.able alt.ernat.ive t.o 
a writ.ten log.> 

I understand t.hat all in£ormat.ion collected will be kept. st.rict.ly 
con£ident al. Scores on t.he CCQ, audio t.apes made wit.h my 
permissio, and observation not.es made by Barbara will be kept. in 
her posse sion. Additionally, t.he £ield not.ea and t.he 
dissert.at on will be writ.ten using pseudonyms £or individuals and 
places. I at. some lat.er dat.e t.hia research report. is published 
or presen ed at a pro£essional organization, pseudonyms will be 
used £or ndividuala and places to protect the identity 0£ the 
participa t.a. I understand that. the six at.udents who are the 
£ocus 0£ his research, t.he parent.a 0£ t.hese students, and I may 
request a summary 0£ t.he £inal research results. This summary 
will be wit.ten wit.bout. re£erence t.o particular individuals and 
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without d rect quotes so that confidentiality may be maintained. 
However, since I am the only teacher participant in this research 
and my po•ition is unique, I will be given an opportunity to read 
this summ•ry before it is distributed to any other participantsi 
if I so d~sire, I can add my own comments, clarifications, or 
dissentin~ opinions which will then be included in the summary 
before itlis distributed to other participants. 

My particfpation in this research is with the understanding that 
I have the option of refusing to comment in circumstances which I 
feel are ~ersonal or private. I also understand that I may ask 
that previously-made comments be deleted from the notes and not 
included in the final research report. 

. I 
It is expected that my participation in this research will 
promote •]better understanding of the ways in which interpersonal 
relations and, especially needs for agency and communion, effect 

:::sc::s:1::m.:e::::n:fp::c:::~stigation entitled •Interpersonal 
Relationslin the. Classroom: Needs for Agency and Communion.• 
The purpo~e of the administration of the modified California 
Child Q-Sort, the observations and interviews, and the weekly log 
is to furiher that understanding of interpersonal relationships 
and learnlng. The results of this research will help the 

I researche1 identify the direction of further research. 

I underst,nd that participation is voluntary, that there is no 
penalty fqr refusal to participate, and that I am free to 
withdraw my consent and participation in this project at any time 
without pJnalty after notifying the project director. 

I may con~act Barbara Carlozzi at telephone number (405> 377-8612 
<home> sh~uld I wish further information about the research. I 
may also 1ontact LeAnn Prater, University Research Services, 001 
Life Sciences East, Oklahoma State University, Stillwater, OK 
74078i Te1ephone: (405> 744-9992. 

I have re~d and fully understand the consent form. I sign it 
freely and voluntarily. A copy has been given to me. 

Dat••----~-------------------------- Ti•e __________ <a.m./p ••• > 

Signed---------------------------------------------------------
<Signature of Subject> 

I certify that I have personally explained all elements of this 
form to t~e subject or his/her representative before requesting 
the subjedt or his/her representative to sign it. 

Signed __ J-----------------------------------------------------. (p eject director or his/her authorized representative> 
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SAMPLE INTERVIEW QUESTIONS 

WHITESTONE ELEMENTARY 

Initial estions at Whitestone were of the following 
kind: 

How long ave you gone to Whitestone? 

How were he groups chosen for the plays? 

You didn' talk it over with friends ahead of time and 
decide which group you were going totry to get? 

How u learn your lines? 

Who acted as the leader? 

Later questions were of the following variety: 

Did your parents go to school here? 

How would ou describe your school? 

What do yo like the most about school? Least? 

Are there liques in your school? 

What are ur thoughts about the lunchroom situation? 

How do you feel about Ms. Everland? About Whitestone? 
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