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ABSTRACT
THE DIFFERENTIAL EFFECTS OF SELF MONITURING AND
LOCUS OF CONTROL ON THE CLASSROOM

MANAGEMENT BEHAVIORS OF SELECTED
ELEMENTARY TEACHERS

By
Robert George Knapp

The research of Jacob Kounin (1977) has delineated several cate-
gories of management behavior that contribute to an effective class-
room milieu. This investigation assumed that in order to effectively
exhibit these management behaviors, teachers must be sensitive to
situational and interpersonal cues in the classroom social context.
Thus, the major purpose of this study was to examine the relationship
between sensitivity to situational cues, as measured by the Self-
Monitoring Scale developed by Mark Snyder (1972), and the classroom
management behaviors of teachers.

A secondary purpose was to examine certain theoretical conjec-
tures suncested by the self-monitoring construct. As a result, two
additional presage measures were considered: The Classroom Self-
Monitoring Scale, designed to measure the self-monitoring construct in
the specific social context of the classroom; and locus of control
(Rotter, 1966), which was used to test the purported ability of self-
monitoring to function as a moderating variable.

Classroom observations of nine elementary school teachers pro-

vided four measures of classroom management behaviors: withitness,
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overlappina, momentum, and smoothness. FEach criterion score was based
on four observations. Correlational analyses provided measures of the
strength of relations among the three presage variables: self-
monitoring, and locus of control, and the four management measures.

In general, the results failed to provide clear evidence of the
hypothesized relation between self-monitoring and classroom management
behaviors. Thev also failed to support the purported ability of self-
monitoring to function as a moderating variable. However, there is at
least some indication that future research with a more narrowly de-
fined contextual focus and a larger sample may provide more definitive
evidence of these relations. Finally, the failure of the Classroom
Self-Monitoring Scale to yield more precise predictions of classroom
management behaviors than the Self-Monitoring Scale was the most con-
vincing finding of the study. It suggests that Snyder's scale is not
situation specific and is probably generalizable to a wide range of

social contexts.
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CHAPTER I

THE PRORLEM

Getzels and Thelen (1960)describe the classroom as a workina
group containing individuals with certain personalities and need dis-
positions. They assert that the classroom can be best understood by
studyina the interaction between internally defined personalities and
needs (the idiooraphic dimension) and externally defined roles and ex-
pectations (the nomothetic dimension). Thev contend that teacher be-
havior is a function of the institutional role defined by the expecta-
tions attached to it and the personality of the particular role incum-
bent as defined by his need dispositions. The interaction of the
idiographic and nomothetic dimensions of the classroom is the focal
point of this investigation.

The complexity of classroom interaction makes it a difficult area
to research. One aid in conductina research in the classroom has been
the development of research mnodels. Models are used to conceptua-
lize, study, and interpret the classroom. A generally accepted model
for the study of classroom teachina is presented by Dunkin and Biddle
(1974). Their model seems especially well suited for discussina the
theory, need, purpose, and research questions which underlie this in-

vestigation.



A Model for Research on Teaching

Model building is made possible by the nature of the classroom.
Classrooms are surprisinoly invariant across different geographic lo-
cations. Classrooms in Florida, Nebraska, and Alaska are much more
alike than different. Physical similarities are obvious. Desks,
chalkboards, and the manner in which they are arranged differ only
slightly among classrooms. Classrooms are also alike in the general
pattern of human interactions they exhibit. In most classrooms stu-
dents raise their hands and are called upon by teachers, and student
movement is regulated by the ringing of bells. Classrooms have also
remained remarkably invariant over time. Despite many calls for basic
changes in classroom structure and routine, they have changed little.
In all likelihood, the classroom of the 1980's will not be radically
different from the classroom of the 1970's. These stable characteris-
tics of classrooms make it possible for researchers such as Dunkin and
Biddle to develop models of classroom teaching.

Dunkin and Biddle's model for the study of classroom teaching
(see Fiaure 1) contains four sets of variables: presage, process,
context, and product variables. The arrows in the model represent

causal assumptions.

Presage Variables

The model assumes that teacher behavior is primarily a function
of presage variables. Presage variables concern the characteristics
of teachers which affect the teaching process. They may be further
divided into three general subcategories: teacher formative experi-

ences, teacher training experiences, and teacher properties. The




Presage

Variab]e:\\\\\\\\\‘9
Process > Product
Context f///’/,,,//'? Variables

Variables

Figure 1. Overview of the critical variables in Dunkin and
Biddle's model for the study of classroom teaching.
(Adapted from Dunkin and Biddle, 1974, p. 38.)

teacher property category which includes personality traits is of par-
ticular interest in this research.

Process Variahles

Process variables are at the heart of the model. They concern
the actual activities of teaching. Process variables are studied by
observing teacher behavior, student behavior, the interaction of
teachers and students, and the resultant changes in behavior. The
importance of the teacher's role in the classroom is emphasized. It
is assumed that the responsibility for teaching success is in the
hands of the teacher and that changes in pupil behavior are evidence
of success or failure of the teaching act. A process variable,
teacher classroom management behavior, is a central focus of this

investiaation.

Context Variables

Context variables concern the conditions to which the teacher
must adjust. In this study, context variables serve to limit the
scope of the investigation. Only elementary, self-contained, urban

classrooms are involved in the research sample.



Product Variables

Product variables concern the outcomes of teaching--those

changes that come about in pupils as a result of their in-

volvement in classroom activities (Dunkin and Biddle, 1974,

p. 46).

Dunkin and Biddle consider product variables to be the necessary mea-
sure of teaching success, but others (e.g., Jackson, Note 1) consider
observable behaviors of pupils as the most suitable variables to
assess wnen measuring the products of education.

Although the present research project does not involve product
variables, previous research has linked classroom management beha-
viors of teachers with productive student behaviors (Kounin, 1977)
and attitudinal and learning outcomes (Anderson, Evertson, and Brophy,
Note 2; Brophy and Putnam, Note 3). It is therefore reasonable to
conclude that if a 1ink can be demonstrated between presage and pro-
cess variables, evidence will also be provided for the larger causal
chain between presage, process, and nroduct variables as suggested by
the Dunkin and Biddle model.

Teacher Personality:
A Presage Variable

A central assumption of the Dunkin and Biddle model is that
teacher behaviors are primarily a function of presage variables.
Biddle (1964) defines the presage variable-personality traits as fol-
Tows:

Hypothetical constructs in psychology, thus they are as-

sumed to characterize the individual teacher in a consis-

tent fashion, over time, and serve to explain her behavior

in response to a variety of situations. It is also pre-

sumed that such properties are laid "within" the teacher

and are not amenable to direct observation in the same way

that behavior can be observed. Contemporary American ide-

ology (also) stresses the alterability of teacher proper-
ties (pp. 9-10).



The Failure of Traditional
Personality Assessment

Attempts to define personality traits which predict individual
behaviors across situations have been disappointing. Following a
thorough review of research in this area, Walter Mischel (1968) con-
cludes that a +.30 ceiling exists on correlation coefficients between
personality measures and cross-situational behaviors of individuals.
In his view, this constitutes a fundamental conceptual challenge to
the usefulness of the concept of personality itself.

Daryl Bem and Andrea Allen (1974) address this challenge by con-
tending that the

classification of situations must be an integral part of

any assessment procedure . . . (and that any) such classi-

fication will have to be in terms of the individual's own
phenomenology, not the investigator's (p. 513).

Self-Monitoring

The argument that personality assessment must attend to the indi-
vidual's phenomenological view of different situations has prompted
the conceptualization of new social-psychological constructs. One of
these, self-monitoring (Snyder, 1974), serves as a critical variable
in this investigation. This, and other similar constructs stemming
from Bem and Allen's analysis, may be a promising way to examine pre-
sage variables in the Dunkin and Biddle model.

Self-monitoring theory assumes that

social interaction requires the ability to manage or con-

trol our verbal and nonverbal self-presentation to foster

g?s;ggé images in the eyes of our beholders (Snyder, 1979,

Two sources of information are available to guide social behavior ap-

propriate to particular contexts. First, the cues contained in the




social situation which define situational or interpersonal specifica-

tions of appropriateness (the idiographic dimension) and, second, per-
ceptions of one's own inner states, personal dispositions, and social

attitudes (the idiographic dimension).

The self-monitoring construct suggests that individuals differ in
the extent to which they characteristically rely on either source of
information. High self-monitors rely on situational cues for con-
struction of their self-presentation; Tow self-monitors rely on inter-
nal states.

Mark Snyder (1974) has developed and validated an instrument to
measure the extent to which situational and dispositional factors in-
fluence an individual's behavior. The Self-Monitoring Scale measures
five facets of the process of behavior construction:

(a) concern with the social appropriateness of one's self-

presentation; (b) attention to social comparison informa-

tion as cues to appropriate self-expression; (c) the

ability to control and modify one's self-presentation and

expressive behavior; (d) the use of this ability in parti-

cular situations; and (e) the extent to which the respon-

dent's expressive behavior and self-presentation is cross-

situationally consistent or variable (Snyder, 1974, p. 529).

These five facets of behavior construction provide a measure of
an individual's sensitivity to situational cues. Since sensitivity to
situational cues would appear to be central to a teacher's skills in
managing a classroom, it should be possible to demonstrate a 1ink be-
tween measures of self-monitoring and classroom management behaviors
of teachers. Specifically, it is theorized that high self-monitors
should be more effective classroom managers than Tow self-monitors.

This hypothesized relation serves as the primary focus of this inves-

tigation.



As mentioned earlier, self-monitoring measures the extent to
which individuals characteristically rely upon cues contained in the
social situation or upon their inner states. In other words, self-
monitoring may identify individuals who are particularly affected or
unaffected by their personality traits. Therefore, when used in con-
junction with a measure of personality, it may increase the predictive
power of the personality measure. One personality variable that
would seem to have some influence on an individual's ability to
manage a classroom is locus of control. This presage variable will,

therefore, also be considered in this investigation.

Locus of Control

(Locus of control) is a concept which was developed out of
social learning theory (Rotter, 1954) and refers to the ex-
tent to which an individual feels that he has control over
the reinforcements that occur relative to his behavior.
Externals feel that forces beyond their control are the
essential factors in determining the occurrence of rein-
forcements (such forces might include fate, chance, power-
ful others, the complexity of the world, or its unpredic-
tability, etc.). Internals, however, tend to feel that
they control their own destiny and are the effective agent
in determining the occurrence of reinforcements. Al1l of
this represents a continuum of individual differences that
cuts across specific need areas (Phares, 1965, p. 359).

Research using the locus of control construct has identified
several specific behaviors exhibited by internally-oriented indivi-
duals which may directly affect classroom management behavior. Re-
search conducted by E. Jerry Phares (1972) suggests that internals are
more able than externals to exert influence upon others in social
situations. It has also been demonstrated that internals more than
externals avail themselves of information, even if it has negative
connotations for themselves (Seeman and Evans, 1962). In addition,

internals are more likely than externals to engage in the preliminary



steps of data gathering when information seeking seems pertinent to
outcome demonstration (Davis and Phares, 1967). These and other re-
search findings suggest that it is reasonable to hypothesize that

internally-oriented teachers are apt to be better classroom managers

than externally-oriented teachers.

Self-Monitoring as a Moderating Influence

B8y considering both self-monitoring and locus of control, it may
be possible to generate more precise predictions of classroom manage-
ment behaviors than predictions that are based on either measure
alone. MWith the aid of the self-monitoring instrument, teachers can
be subdivided into two groups: those whose social behavior is parti-
cularly sensitive to situational influences and those whose behavior
characteristically reflects underlying attitudes and dispositions
(Snyder, 1979). In other words, the Self-Monitoring Scale might be
used to identify individuals "for whom" Tocus of control orientation
is particularly relevant to the construction of their self-presenta-
tion and individuals who are not particularly affected by their locus
of control orientation. It is, therefore, conceptually reasonable to
predict that teachers who are both internal and high self-monitors
will be the most effective classroom managers. Conversely, those who
are external and Tow self-monitors will be the Teast effective class-
room managers. Hypotheses which consider both presage variables will,
therefore, be examined in this investigation. The theoretical con-
jectures which underlie these hypotheses will be described in more
detail in Chapter II.

Classroom management: a process variable. Research on classroom

management has a long history beginning with H. 4. Anderson's (1939)
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dominative-integrative dichotomy. Recently, the work of Jacob Kounin
(1977) has redirected teacher management research. By studying stu-
dent behavior and its accompanying teacher behavior, he has described
a set of teacher classroom management behaviors which create an ef-

fective classroom milieu. Kounin (1977) states:

It is possible . . . to delineate concrete aspects of
teacher behavior that lead to managerial success in the
classroom . . . . These techniques of classroom manage-

ment apply to the group and not merely to individual
children (p. 144). The possession of group management
skills allows the teacher to accomplish her teaching
%oa1s—-§he absence of managerial skills acts as a barrier
p. 145).

Kounin has delineated six categories of teacher classroom manage-
ment behavior. Four of his categories are employed in this investi-
gation. For a more complete explanation of these categories than
is presented in this chapter, see Chapter II and Appendix G, "The

Classroom Management Observation System."

Withitness is defined as a teacher communicating to her students
that she is aware of their behavior. It is measured by first observ-
ing if the teacher "desists" the correct deviant student. That is,
is the teacher intervention directed toward the student who, in the
observer's opinion, is causing a disruption? Secondly, is the desist
"timed" properly? Does the teacher desist the disruptive behavior be-
fore it becomes more serious and before it spreads to other students?

Withitness is theorized to have a positive effect upon student
judgments concerning teacher effectiveness. Students are more likely
to refrain from deviant behavior and to be involved in school work if
they judge the teacher to be cognizant of their behavior. Differences
in the manner (quality) of desists are not recorded. Only the observ-

able actions of the teacher's desist is of concern to the observer.
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Overlapping is defined as a teacher's ability to pay attention to
two issues simultaneously. Success in handling the two issues is not
important. An overlapping event is present when the teacher is occu-
pied with the total group or a subgroup and a deviancy occurs in
another group or a student "brings in" an issue when she is occupied
with a group.

Two categories of overlapping are coded--some overlapping and no
overlapping. For an overlapping issue to be coded some overlapping,
the teacher must show some attention to the "sphere group" while
handling (a) a problem or question which a student brings in or (b)
the student deviancy. To be coded no overlapping, the teacher must
completely drop the sphere group and become immersed in only one of
the two overlapping issues.

Overlapping is purported to affect student behavior by broadening
the teacher's scope of active attending, enabling the teacher to re-
ceive more information concerning student behavior. As one might
suspect, withitness and overlapping highly correlate with each other.
Both management codes concern "deviancy management" of student beha-
vior.

Smoothness describes behaviors initiated by the teacher which in-
terfere with the flow of academic activities. Any percentible action
of the teacher which produces a stop or break in the programmed acti-
vity flow is coded as negative smoothness. Uncontrollable events,
such as a principal's message, are not coded. Five categories of
smoothness are recognized and coded: stimulus-boundedness, thrusts,

dangles, truncations, and flip-flops.
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Smoothness is theorized to affect student behavior by breaking
| the flow of student cognitive activity, thereby distracting the stu-
! dent and encouraging misbehavior or lower Tevels of work involvement.
r A smooth academic presentation leads the student through a set of
ideas without teacher-initiated distractions.

Momentum codes measure behaviors initiated by the teacher that
slow-down the rate of movement in a recitation activity. Two cate-
gories of momentum are coded: overdwelling and fragmentation. Their
effect is to hold back the progress of an activity.

Momentum is hypothesized to effect student behavior in a manner
similar to smoothness. If the rate of an activity is slow, students
will be more open to distraction and will have difficulty in following
the lesson, thereby encouraging misbehavior and lower Tevels of work
involvement.

Smoothness and momentum are highly correlated with each other.
They are also conceptually related and may be subsumed under the move
general Tabel "movement management."

A Conceptual Link Between Presage
Variables and Classroom Management

Research conducted by Amidon and Flanders (1963) suggests that a
teacher's ability to adapt behavior to the specific classroom situa-
tion contributes to student Teaning. Better teachers used a variety
of patterns of behavior while poorer teachers used patterns that were
much alike.

In order to vary their behavior to meet the demands of the speci-
fic classroom situation, teachers must be sensitive to situational

cues and they must be predisposed to influence the social situation.
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These two determinants of teacher flexibility are directly addressed
by the psychological constructs of self-monitoring and Tocus of con-
trol.

The four classroom management criterion measures employed in this
investigation also stress teacher behaviors which demand sensitivity
and flexibility to the changing social environment of the classroom.
Teachers must read the student behavior cues in the situation and
tailor their responses to them in a manner which facilitates positive
student behavior. For example, when a teacher desists a student de-
viancy, she has a wide range of possible responses available to her
ranging from a subtle nonverbal message to the use of an I-message to
the use of a discipline technique such as a time-out corner. The
frequency of behavior management techniques such as these are re-
flected in the withitness scale. Teachers must also be aware of the
changing social environment in order to exercise movement management.
When students become bored with the rate of presentation of subject
matter, a teacher must read the situational cues and change her pace
(momentum) accordingly. Responses may range from excluding some ma-
terial to dealing with the subject matter in a more superficial manner.

In summary, self-monitoring and locus of control measure sensi-
tivity to situational cues and predisposition of teachers to influence
social situations. The classroom management measures employed in
this investigation reflect a teacher's sensitivity to the changing so-
cial context within the classroom and flexibility of their response
to the situation. It is, therefore, reasonable to expect that the two
measures of presage variables will be positively correlated with the

four measures of classroom management behaviors.
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Summary

The critical variables in the research design can now be graphi-

cally represented using the Dunkin and Biddle model (see Figure 2).

Presage Variables

Teacher Properties Process Variables

Self-Monitoring Teacher Behaviors Product Variables

Locus of Control Withitness Achievement

Overlapping - - - - » Attitudes

Context Variables Smoothness

Elementary Momentum

Self-Contained R e 7

Recitation Activities /,’/ ) Cy

Urban Student Behaviors

Freedom from Deviancy
Work Involvement
Note: Relations that will be examined in this study.——
Relations that have been demonstrated in the literature. ----- >

Figure 2. Critical variables in the research design.

The arrows in the model represent causal assumptions. Teacher
classroom management behavior is assumed to be a function of teacher
properties and student outcomes are assumed to be a function of teach-
ing. The present research project concerns itself only with the rela-
tionship of presage and process variables. Context variables are
viewed as affecting the generalizability of the research methodology

and findings.
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The Classroom as a Self-
Monitoring Environment

The self-monitoring construct

need not be linked uniquely and exclusively with differ-

ences between individuals in their self-monitoring pro-

pensities. In fact . . . it is possible to identify so-

cial environments and interaction contexts that promote

the strategic orientation that characteristically is

adopted by high (and low) self-monitoring individuals

(Snyder, 1979, p. 111).
Individuals understand themselves in relation to the social circum-
stances in which they find themselves. Since the classroom is a well
defined environment in which teachers interact with others, the self-
monitoring construct might be measured in relation to this specific
environment. In other words, a measure of self-monitoring that fo-
cuses on the classroom environment may provide more precise predic-
tions of classroom behaviors than a measure that concentrates on the
general social context. The development of a specific Classroom

Self-Monitoring Scale and tests of its ability to predict classroom

behaviors represents the final aoal of this investigation.

Need

Research attempting to link teacher presage variables to teacher
classroom behavior and student outcomes has been noticably unproduc-
tive (Getzels and Jackson, 1963). Despite the disappointing findings
in this area to date, contemporary American ideology and conventional
wisdom persists in the assertion that behavior is directed by internal
regulatory systems. As a result, researchers continue to search for
personality constructs that will provide effective predictions of in-

dividual behaviors in a variety of situational contexts.
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Recent theoretical developments which suggest that personality
assessment must attend to the individual's phenomenological view of
different situations seems to provide a promising new direction for
presage variable research. Articles by Bem and Allen (1974) and
Snyder (1972, 1974, 1979) seem particularly noteworthy in this re-
gard. This investigation attempts to expand upon Snyder's work by
examining the potential role of self-monitoring in guiding the class-
room management behaviors of teachers. The study should, therefore,
have implications for both social-psvchological theory and educa-

tional practice.

Purpose

The primary purposes of this study are to investigate (a) the re-
lationship between self-monitoring and four classroom management
variables (withitness, overlapping, momentum, and smoothness), and
(b) to test the purported ability of self-monitoring to function as
a moderating variable, identifying "for whom" locus of control orien-
tation is salient information for the oprediction of classroom manage-
ment behaviors. In addition, several secondary purposes, suggested
by theoretical conjectures, will be investigated.

In order to satisfy these purposes, two objectives must be met.
The first objective is to develop a Classroom Management Observation
System which will provide satisfactory measures of the four classroom
management variables. This system should be useful to nracticing
teacher educators as well as those engaged in research on teaching.
The second objective is to develop and refine a measure of self-
monitoring which focuses on the classroom environment. Tests of the

predictive properties of this instrument should be of interest to
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educators as well as social psychologists. The purposes and objec-
tives are perhaps best described by the set of research questions out-

lined below.

Research Questions

Specific research questions suggested by the purposes and objec-

tives of this investigation may be briefly summarized as follows:

1. Will the relationship between self-monitoring and
each of the classroom management measures be signifi-
cantly greater than zero?

2. Will mean scores on the management measures vary as a
function of the level of self-monitoring and locus of
control orientation?

3. Will relationships between each of the predictor vari-
ables and each of the classroom management variables
conform to patterns suqgested by theoretical conjec-
ture?

4, Will relationships between each of the predictor vari-
ables and the entire set of classroom management vari-
ables conform to patterns suggested by theoretical
conjectures?

5. Is there a predictable pattern of relationships among
the four classroom management measures?

6. Will the magnitude of the correlation between scores
on the Self-Monitoring and Classroom Self-Monitoring
Scales conform to the theoretical conjectures on which

the latter measure is based?
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7. Will relationshins between the entire set of predic-
tor variables and each of the classroom management
variables conform to patterns suggested by theoreti-
cal conjectures?

8. Will mean scores on the management measures be larger
for those teachers who have high scores on the Self-

Monitoring Scales than for those with low scores?

Hynotheses

The study focuses on relations between the three predictor vari-
ables (self-monitoring, classroom self-monitoring, and locus of con-
trol) and measures of classroom management (withitness, overlapping,

momentum, and smoothness) that serve as criterion variables.

Primary Hypotheses

Hi The magnitude of the simple correlations between self-
monitoring and each criterion measure will be signifi-
cantly greater than zero.

Yo > zero
Yoo > 2€ro
Yem > zero
Ics y Zero

Note: Subscripts: S = self-monitoring, w = withitness, o = over-
lapping, m = momentum, s = smoothness

Hypothesis Il examines the moderating function of self-monitoring
on the locus of control orientation of individuals.
Hi; The magnitude of mean scores on the management measures
will differ significantly when teachers are grouped

according to their level of self-monitoring and internal-
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external locus of control orientation. The distribu-
tion of mean scores will conform to the following patterns:

M (high self-monitoring, internal locus of control)>

M (
M (high self-monitoring, external locus of control) and
M (low self-monitoring, internal locus of control) >

M (Tow self-monitoring, external Tocus of control).

Secondary Hypotheses

The hypotheses which follow are based on the theoretical conjunc-
ture described in Chapter II.
Hyyy The magnitude of the simple correlations between each
predictor variable and each criterion variable will
vary in a consistent order.

Corrolary 3a: Simple correlations between self-monitoring

and each criterion measure will vary in the following order:

rS, (withitness)> re, (overlapping)>
rSy, (momentum) » rgg (smoothness)

Corrolary 3b: Simple correlations between classroom self-

monitoring and each criterion measure will vary in the
following order:

rey (withitness)» rgo (overlapping)>
Yo (momentum) > reo (smoothness)

Corrolary 3c: Simple correlations between locus of
control and each criterion measure will vary in the
following order:

r,, (withitness) >ry,(overlapping)>
I m (momentum) > th(smoothness)

Note: Subscripts: C = classroom self-monitoring, L = locus of con-
trol



19

Hiy The magnitude of the simple correlation between each
predictor variable and the entire set of criterion
variables will vary in a consistent order.

YCwoms (classroom self-monitoring/withitness, and
overlapping, and momentum, and smoothness) >

Iswoms (self-monitoring/withitness, and overlapping,
and momentum, and smoothness)>

1 woms (Tocus of control/withitness, and overlap-
ping, and momentum, and smoothness)

Hy The magnitude of intercorrelations among the four class-
room management measures will conform to a predicted
pattern.

Corollary 5a: The simple correlation between the two
deviancy management measures (withitness and overlap-
ping) will be greater than correlations between either
of those measures and the two movement management mea-
sures (momentum and smoothness):

Pyo > (Cwm OF Pys OF oy OF r o)

Corrolary 5b: The simple correlation between the two
movement management measures (momentum and smoothness)
will be greater than the correlations between either
of these measures and the two deviancy management mea-

sures:

Ism> (Lny OF Imo OF rsw OF rso)
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The correlation between self-monitoring and classroom
self-monitoring will be less than .60 and greater than
.40.
40< rop < .60
The magnitude of the multinle correlations between the
three predictor variables and each criterion variable
will vary in the following order:
Resiw  (classroom self-monitoring + self-monitoring

+ locus of control/withitness)”>
Reslo  (three predictor variables/overlapping)>
Resim  (three precictor variables/momentum)>
ResLs  (three predictor variables/smoothness)
The magnitude of mean scores on the management measures
will differ significantly when teachers are grouped ac-
cording to their level of self-monitoring.
Corollary 8a: The group mean score for withitness
will be significantly larger for high self-monitors
than for low self-monitors.
Corollary 8b: The group mean score for overlapping
will be significantly larger for high self-monitors
than for low self-monitors.
Corollary 8c: The group mean score for momentum will
be significantly larger for high self-monitors than for
low self-monitors.
Corollary 8d: The group mean score for smoothness will
be significantly larger for high self-monitors than

for low self-monitors.



Overview

This dissertation consists of four additional chapters. 1In
Chapter II a conceptual framework is provided with an emphasis on the
classroom as a social system, classroom management research of Jacob
Kounin, self-monitoring and locus of control research, and the rela-
tionship between classroom management and personality. It includes a
review of the literature relevant to the problem under study.

The procedures employed in the implementation of the research de-
sign are described in Chapter III. It includes a description of Phase
I (testing), the design of Phase II, instrumentation and instrument
reliability, observer training, data collection, and data analysis.

The statistical results that test each hypothesis are presented
in Chapter IV. Post hoc analyses that are considered significant are
also considered.

Results of the study are discussed in Chapter V, and general con-
clusions are drawn from the research. The chapter ends with a dis-

cussion of implications for presage-process researchers.






CHAPTER II

REVIEW OF THE LITERATURE

Thus, when our young student enters school in the morn-

ing he is entering an environment with which he has be-

come exceptionally familiar through prolonged exposure.

Moreover, it is a fairly stable environment--one in which

the physical objects, social relations, and major activi-

ties remain much the same from day to day, week to week,

and even, in certain respects, from year to year. Life

there resembles life in other contexts in some ways, but

not all. There is, in other words, a uniqueness to the

student's world. School, Tike church and home, is some-

place special. Look where you may, you will not find

another place quite like it (Jackson, 1968, p. 9).

Overview

The research design used in this investigation can be character-
ized as presage-process. The presage variables are two personality
constructs which are examined within the context of the leadership
role of the teacher in the traditional classroom. The process vari-
ables are the overt classroom management behaviors of teachers. The
basic purpose of the study is to investigate relationships between the
personality variables and the classroom management behaviors of ele-
mentary teachers. Figure 3 provides a pictorial representation of
these relations.

As indicated in Figure 3, the teacher's institutional role as
Teader of a working group, whose goal is academic learning, is as-
sumed to interact with the individual's personality to produce the

teacher's classroom management behavior. Therefore, the review begins

22
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Presage
Institutional Roles
Lead;rsh1p Process
Personality Classroom
Self-Monitoring > Management
X Behaviors

Locus of Control

Figure 3. Relations that serve as the primary focus of this
investigation.

with a theoretical framework that serves as the basis of these assump-
tions (Getzels and Thelen, 1960).

The role of the teacher to lead or to manage the classroom learn-
ing environment is central to the investigation. Thus, research con-
cerning this role is traced from the early investigations of H. H.
Anderson (1939) through the mroe recent studies of Jacob Kounin (1977).
With the work of Kounin, the review shifts from presage to process
variables. He delineated specific categories of classroom management
behaviors which significantly correlate with positive student beha-
viors and highler levels of learning. These categories of teacher be-
havior form the criterion variables in the investigation.

The review then returns to two specific presage variables, self-
monitoring (Snyder, 1979) and locus of control (e.g., Rotter, 1966),
which are the two personality variables of interest in this investiga-
tion. The major assumption is that these variables, singly and in
combination, predict teacher classroom behaviors. The final section
of Chapter II provides an explanation of the behavioral consequences

of the interaction of the two presage variables.
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Part I: The Classroom as a Social System

In 1932 Willard Waller analyzed the school in sociological terms.
He characterized the school as a "social organism" and investigated
the school's relationship to the community, its existence as a cul-
ture unto itself, and the internal relationships within the school.
Twenty years later Talcott Parsons (1959) focused the lens of socio-
logical investigation on the classroom. He analyzed the structure of
the classroom and related it to the primary functions of society.
He concluded that the classroom functions to (a) internalize in its
students the commitments and skills necessary for successful perfor-
mance of adult roles, and (b) allocate human resources into the role
structure of the adult society. Parsons viewed the school as the
principal channel of selection as well as the agency of socialization
which increasingly differentiates and progressively upgrades society.

Getzels and Thelen's Analysis of the
Sociology of the Classroom

Perhaps the most widely read and cited work on the classroom as
a social system is Getzels and Thelen's chapter "The Classroom Group

as a Unique Social System" in The Dynamics of Instructional Groups,

edited by Henry (1969). In this work, the authors describe the nature
of the classroom group and present a conceptual framework which may be
used to study the classroom. Because this investigation relies heav-
ily upon the assumptions made in this paper, Getzels and Thelen's
position will be reviewed in detail.

According to Getzels and Thelen, the classroom is a working group
and all working groups have certain characteristics in common: (a)

goals they endeavor to achieve; (b) participants who interact with
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each other to achieve these goals; (c) leaders to control and direct
activities; and (d) relationships, both implicit and explicit, to
other groups or institutions. Their discussion of goals and leader-
ship is of particular importance to this investigation.

Classroom goals are consciously planned and the primary goal is

learning. Subject-matter and teaching methods are, to a certain ex-
tent, specified in advance by authorities external to the learning
group. Within these stipulated 1imits, teachers and students have
room for flexibility which enables them to meet immediate needs and
interests of the particular group.

The leadership of the classroom is vested in the teacher. This
authority is sanctioned by law and custom. The teacher can delegate
authority for certain functions to students, but delegation of author-
ity cannot occur without a teacher's permission. The classroom is not
a democracy. Students have only indirect influence on the teacher's

style of leadershin.

A Conceptual Framework

Getzels and Thelen (1960) conceive of social systems as involving
two classes of phenomena which are at once conceptually independent and
phenomenally interactive.

First, there are the institutions with certain roles and

expectations that will fulfill the goals of the system

(the nomothetic dimension). Secondly, there are the in-

dividuals with certain personalities and need dispositions

inhabiting the system (the idiographic dimension), whose

observed interactions comprise what we call social or group

behavior (p. 65).

According to this framework, behavior can be understood as a
function of the nomothetic and idiographic dimensions of the social

system. The nomothetic dimension consists of roles which define the
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behavior of the role incumbent and are defined in terms of role-
expectations. Applied to the classroom, the teacher performs the
role-behaviors expected of the him-teaching, and the student performs
the role expectations expected of him-learning.

Roles are occupied by real individuals who stamp their particu-
lar role with the unique style of their own characteristic pattern of
expressive behavior. The idiographic dimension involves the indivi-
dual's personality and need-dispositions. Need-dispositions are indi-
vidual tendencies to act, and their dynamic organization defines the
individual's personality.

Need-dispositions and role expectations may be thought of as the
motives for behavior. A pictorial model of the interaction of the

nomothetic and idiographic dimensions is summarized in Figure 4.

Nomothetic Dimension

///,;Institutions ——— Role ————Expectation

Social 1 1 1 T~ Observed
Systems Need ’///,Behavior
Individual — Personality —— Disposition

Idiographic Dimension

Figure 4. Interaction of the nomothetic and idiographic dimensions
of the social system (Getzels and Thelen, 1960, p. 69).

In Figure 4, each term is the analytic unit for the term preced-
ing it, and observed behavior is derived simultaneously from both the
nomothetic and idiographic dimensions. Getzels and Thelen presume
that each classroom calls for a balance between the institutionally
defined roles and personalities of teachers and students.

In working out this balance between the institution and
the individual, the group develops a "culture" or,
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perhaps better here, a climate . . . (Getzels and Thelen,
1960, p. 79).

Early Studies of Teacher Role

The primary role-expectation for teachers in our society is to
direct the learning activities of students. Teachers and students ex-
pect the teacher to take charge, to initiate activities, and to con-
tribute information as needed in the learning process. Considerable
research has been directed toward showing that how the teacher per-
forms this role makes a great deal of difference in student behavior.

According to Amidon and Flanders (1963), H. H. Anderson set the
general pattern for research on the consequences of teacher behavior.
Anderson (1939) identified two general styles of teacher behavior
(dominative and integrative) and examined the impact of both styles on
student behavior. In the course of his research, he developed reli-
able measures for recording "dominative" and "integrative" teacher
behaviors.

Domination is the behavior of a person who is inflexible,

rigid, deterministic, who disregards the desires or judg-

ments of others, who himself has the answers . . . . Domi-

nation is the technique of autocracy or dictatorship.

The term integrative behavior was chosen to designate beha-

vior leading to an awareness or commonness of purpose among

differences . . . . It is non-coercive; it is the expres-

sion of one who attempts to understand others, who is open

to new data (Anderson, 1939, p. 39).

The research of Anderson produced four significant findings.
First, the dominative-integrative style of the teacher sets the pat-
tern of behavior which spreads throughout the classroom. In other

words, it is the teacher who establishes the climate of the classroom.

Second, students show more spontaneity and initiative in the classroom
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when a teacher is integrative. Third, students exhibit more compli-
ance to teacher directions when a teacher is dominative. Fourth,
Anderson noted that teachers classified as dominative or integrative
differ from each other only in degree and are apt to vary their be-
havior in order to achieve desired student behaviors. This observa-
tion is the first indication that flexibility of teacher behavior is
an important personal characteristic. More definitive evidence that
flexibility in teaching style, or the ability to adapot behavior to the
immediate situation, is important to teaching success is supplied by
Mitzel and Rabinowitz (1953) and Amidon and Flanders (1963). Mitzel
and Rabinowitz found wide variability in the integrative-dominative
style of teachers across different observations. Amidon and Flanders
took this observation one step farther and found flexibility of
teaching style to be more predictive of teaching success in terms of
student achievement than the more static concept of direct-indirect
influence. In other words, above-average teachers had the capability
to make their behaviors appropriate to the requirements of the class-
room situation at the moment.

More recently, Hunt and Joyce (1967) found that teachers who were
able to exhibit a wide range of teaching styles were judged to be more
effective as teachers. Crocker (1974) found significant correlations
between flexibility test scores and performance in student teaching.
In brief, there is considerable evidence that flexibility of teacher
style is an important predictor of teacher effectiveness in terms of
student behavior and achievement.

Several other studies concerning teacher style deserve to be

noted. The classic laboratory experiments of Lewin, Lippitt, and
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White (1939) were carried out a year or so after Anderson started his
work. Adults working with ten year old boys were trained to consis-
tently act authoritarian, democratic, or laissez-faire. Authoritarian
leadership was similar to Anderson's dominative style in which leaders
gave orders without much explanation. Democratic leadership was simi-
lar to integrative contacts where leaders took time to solicit opin-
ions and achieve some group consensus. Laissez-faire leadership con-
sisted of giving vague directions and was not present in the Anderson
study. The effectiveness of these leadership styles was assessed for
group productivity and attitudinal development.

Most of the results of the Lewin, Lippitt, and White study con-
firmed the general conclusions of Anderson. The authoritarian-led
groups were most efficient in meeting production goals, but boys in
these groups developed negative feelings toward each other and the
leader. Although the democratically-led groups developed positive
feelings toward the leader and for each other, they were not quite as
efficient in meeting production goals. The laissez-faire groups did
not succeed by either criterion.

The research of Baumrind (1971) provides further clarification of
the findings on group leadership. Baumrind classified parents as au-
throitarian, authoritative, or laissez-faire. The term authoritative
replaced Lewin, Lippitt, and White's term democratic and seems to be
much more consistent with the descriptions of an ideal leadership
style that may be inferred from Anderson {1939) and Amidon and Flan-
ders (1963). The authoritative leader retains a position of ultimate
authority, but seeks input from the group and takes care to see that

everyone is clear about the rationale for decision making. Baumrind
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reports that the children of authoritative parents are more indepen-

dent, more confident, and generally have more healthy self-concepts.

Summary: The Classroom as a Social System

Getzels and Thelen (1960) describe the classroom as a social sys-
tem in which behavior is a function of roles and personalities. The
interaction of institutionally defined roles and individual personali-
ties results in a unique group climate. Research concerning the role
of the teacher has a long history. Collectively, these investiga-
tions suggest that flexibility in a teacher's classroom mangement
style is an important predictor of teaching success. Perhaps the
best descriptor of the optimum style of the teacher's role is offered
by Baumrind (1971), namely, authoritative. An authoritative teacher
is one wnho speaks as an experienced and mature adult, who retains ul-
timate responsibility for decision-making, but is flexible enough to
solicit input and seek consensus from the group.

Part II: The Classroom Management
Research of Jacob Kounin

Despite the generally recognized importance of classroom

management skills, the work of Kounin and his colleaques

remains the only completed large scale program on the

topic (Brophy and Putnam, Note 3).

As the introductory quote clearly implies, the role of the teacher
as manager of the classroom learning environment has been most thor-

oughly researched by Jacob Kounin. It is summarized in Discipline and

Group Management (1977). In his early research, Kounin concluded:

There is no relationship between the qualities of a
teacher's desist technique (observable teacher reaction
to student misbehavior) and the degree of success in
handling a deviancy. Thus, for any teacher, neither
the degree of clarity, firmness, and intensity of her
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desist effort; nor whether she focuses on the misbehavior,

or on the legal activity, or on both; nor whether she

treats the child positively, negatively, or neutrally;

makes any difference for how readily a child stops his

deviancy or gets on with the prescribed task (pp. 65-66).

Kounin's (1977) conclusion leads him to ask the question, "Is it
possible to delineate what it is that teachers do that makes a differ-
erence in how children behave?" (p. 74). Using videotapes of actual
classroom events, he constructed

specific categories of teachers' behavior that correlated

with their managerial success as measured by work involve-

ment, deviancy rate, contagion of misbehavior, and effec-

tiveness of desists (p. 74).
These categories of teacher behaviors related to the classroom as a
whole and not merely to specific pupils and held for all types of

students including those who were emotionally disturbed.

Scoring of Pupil Behavior

Kounin's indicators of successful classroom management were rate
of work involvement and freedom from deviancy of pupils. Each child
preselected for scoring was coded for these two behaviors every twelve

seconds for the duration of the lesson. Work involvement was cate-

gorized by coding the students behavior as "probably in" and "defi-
nitely out." Deviancy was coded by characterizing the behavior of a
child as "definitely in" or "definitely out" of deviancy.

Deviant behavior was defined as having: direction and

purpose (intentional and with knowledge that it is de-

viant) and as being against the teacher, another child

or some reasonably important convention of classroom be-
havior (Kounin, 1977, p. 78).

Scoring Teacher Behavior

Six different teacher management behaviors were identified from

videotapes of classrooms, and they were grouped in three categories.
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The first category, deviancy management, consists of withitness
and overlapping, both of which address management of student behavior.
The second category, movement management, consists of momentum and
smoothness, both of which concern the nresentation of subject-matter.
Due to the demands of recording live classroom observations, the third
category, group focus, was not considered in this investigation. It
consists of group alerting and accountability, both of which concern

maintaining student attention.

Deviancy Management Measures

Withitness is defined as a teacher's communicating to students by
her actual behavior that she knows what the students are doing. In
Kounin's view, the communication of teacher awareness of the social
situation induces work-like behavior and restrains deviancy since stu-
dents believe their behavior is being accurately monitored.

Kounin identified two teacher behaviors which communicate to stu-
dents that the teacher is withit. They are "targeting" and "timing"
and are coded when a teacher "desists" a student. A desist event oc-
curs when a teacher engages in an overt action to manage student beha-
vior. The target constitutes a student or subgroup that the teacher
desists.

Target mistakes consist of desisting the wrong student, subgroup,
or a less serious deviancy. Timing mistakes consist of desisting a
deviancy after it became more serious or spreads to other students.

Overlapping concerns the behavior of a teacher who has two or
more matters to deal with at a given point in time. It is coded for

evidence of a teacher's paying attention to both issues (some
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overlapping), or only to one (no overlapping). The event is not coded

for whether it is successful or not.

The Relationship Between Deviancy
Management and Managerial Success

Kounin's research (1977) suggests that both withitness and over-
lapping are significantly related to managerial success in recitation
sessions. The product moment correlation of withitness with work in-
volvement is .62 and .53 with freedom from deviancy. The correlation
of overlapping with work involvement reported by Kounin is .46 and .36
with freedom from deviancy. Withitness and overlapping, then, may be
said to induce work-like behavior and to restrain deviancy.

Withitness and overlapping are significantly correlated with each
other (r = .60), which means that teachers who manifest more withit-
ness also tend to manifest more overlapping. Using partial correla-
tional analyses, Kounin determined that withitness by itself has a
stronger relationship with managerial success than does overlapping by

itself.

Movement Management Measures

Momentum involves behaviors initiated by teachers which clearly
impede the forward movement (rate) of an activity; i.e., behaviors
which produce friction. Two categories of momentum which cause slow-
downs are coded overdwelling (dwelling on an issue beyond what is
necessary for understanding), and fragmentation (breaking up an ac-
tivity into needlessly small parts).

Smoothness delineates teacher initiated behaviors that interfere
with the smoothness of movement in academic activities. Such beha-

viors produce stops or jarring breaks in the activity flow. Events
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which are not initiated by the teacher are not coded for smoothness.
Five categories of smoothness are coded: stimulus-boundedness (the
teacher becomes distracted by an irrelevant and unrelated stimulus),
thrust (teacher insensitivity to student readiness), dangles (the
teacher drops an activity before it is finished, starts a new acti-
vity, and then returns to the original activity), truncations (a
dangle without returning to the original activity), and flip-flops
(the teacher finishes an activity, begins another, and returns to the
original one).

Scoring procedures for withitness, overlapping, momentum, and
smoothness are presented in Chapter III.

The Relationship Between Movement
Management and Managerial Success

Kounin (1977) has shown that both momentum and smoothness are
significantly related to work involvement and freedom from deviancy.
The product moment correlation of momentum with work involvement is
.66 and .64 with freedom from deviancy. The correlation of smooth-
ness with work involvement is .50 and .49 with freedom from deviancy.
Momentum and smoothness, then, may be said to induce work involvement
and to restrain deviancy.

Momentum and smoothness also correlate significantly with each
other (r = .75). In other words, teachers who score high on momentum
also tend to score high on smoothness. Using partial correlational
analyses, Kounin determined that momentum is more highly associated
with student behavior in recitation settings than is smoothness by
itself. These results seem to indicate that it is more important to

maintain momentum than it is to maintain smoothness in these settings.
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Group Focus

Group alerting refers to teacher behaviors which maintain or

establish student attention during lessons. These behaviors include
looking around the group before calling on a student to recite, keep-
ing students in suspense as to who will be called upon next, calling
on a wide variety of students, mixing choral and individual responses,
and challenging students.

Accountability refers to the degree to which teachers hold stu-

dents responsible for their task performances. Teachers can hold stu-
dents responsible by requestina them to hold up their work, having
them recite in unison, circulating and checking work, and asking who
is prepared to answer.

The determination of group alerting and accountability scores re-
quire the investigator to observe and record teacher behaviors at
30-second intervals. Although this requirement might be satis-
fied when videotapes are being used, it clearly strained the bounds of
live observation. These two measures were, therefore, not considered

in this investigation.

Subsequent Research in Classroom Management

Most, but not all of Kounin's findings have been supported by
subsequent research. In a correlational study (Brophy and Evertson,
1976) and in an experimental study (Anderson, Evertson, and Brophy,
Note 2), withitness, overlapping, momentum, and smoothness were found
to be associated with better classroom management and, most important-
ly, facilitated higher levels of student learning. However, these
studies did not provide support for some of the group alerting and

accountability techniques.
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Good and Grouws (Note 4) found that group alerting was positively
related to student Tearning, but found accountability to be related
curvilinearly. In other words, a moderate amount of accountability
was more successful than too much or too Tittle.

A recent study by Anderson, Evertson, and Emmer (Note 5) carries
Kounin's work one step farther by investigating the development and
maintenance (or decline) of management systems. They concluded that
better managers provide information to students about how to behave,
provide reasons to perform on-task behaviors, maintain the learning
environment by providing success-oriented tasks and activities, and

hold students accountable for these activities.

Summary of Classroom Management Research

This investigation is consistent with the framework described by
Getzels and Thelen (1960) which holds that the classroom is a social
system in which behavior is a function of roles and personalities.
Research concerning the role of the teacher as a flexible monitor and
manager of the classroom social system was reviewed in Part I. A sys-
tem for evaluating the managerial success of teachers was the focal
point of Part II. This system (Kounin, 1977) gave rise to the four
criterion variables of this investigation:

Withitness and Overlapping. These dimensions deal with a

teacher's communicating that she knows what is going on

regarding children's behavior and with her attending to

two issues simultaneously when two different issues are

present.

Smoothness and Momentum. These parameters measure how

the teacher manages movement during recitations and at
transition periods (Kounin, 1977, pp. 143-144).

Kounin (1977) has shown that each of these four variables is

closely related to student work involvement and freedom from deviancy.
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Anderson, Evertson, and Brophy (Note 2) have subsequently shown that

they are also associated with higher levels of student learning.

Part III: Self-Monitoring
and Locus of Control

Personality psychologists have long argued the relative impor-
tance of personality traits or situations in the determination of in-
dividual behavior. Classical personality theories postulate underly-
ing properties, qualities, or processes which exist within the person
and account for behavioral consistency. On the other hand, social
Tearning theorists argue that the situation determines human behavior.
This debate seems to be a pseudo issue. Bowers (1973) reported that
the average behavior variance due to personal traits was 12.71%, that
due to situations was 10.17%, and that due to Person X Situation in-
teraction was 20.77%. Bowers research suggests that the traits or
situations debate is misdirected and that the interaction between per-
sonal and situational determinants of behavior needs to be stressed
(Bem, 1972). Moreoever, research by Bem and Allen (1974) suggests
that individuals differ in the extent to which their social behavior
is "trait-1ike" or "trait-free" across social situations. Snyder
(1972, 1974, 1975, 1979) has interpreted these findings as indicating
that individuals differ in the extent to which situational and dispos-
itional factors influence behavior. He has conceptualized these indi-
vidual differences in terms of the social-psychological construct of

self-monitoring.

Self-Monjtoring

The roots of Snyder's construct of self-monitoring may be traced

to the classic pragmatic theories of the self. According to
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phenomenological theory, individuals exercise control over their self-
presentations in social situations. Research has demonstrated that
individuals can express emotions with their vocal and/or facial beha-
vior and that their expressive behavior can be accurately interpreted
by observers (e.g., Davitz, 1964). In fact, as Mischel (1973) has
emphasized, the ability to manage and control expressive behavior may
be the hallmark of an individual who copes effectively in a variety
of situations.

Snyder (1972) constructed a scale which captures differences in
the extent to which individuals can and do monitor or regulate their
expressive behavior and self-presentation.

The Self-Monitoring Scale (Snyder, 1972, 1974) is a set

of 25 true-false self-descriptive statements that de-
scribe (a) concern with social appropriateness of one's

self presentation . . .3 (b) attention to social com-
parison information as a cue to situationally appropri-
ate expressive self-presentation . . . } (c) the ability
to control and modify one's self-presentation and ex-
pressive behavior . . . ; (d) the use of this ability in
particular situations . . . ; (e) the extent to which

one's expressive behavior and self-presentation are
tailored and molded to fit particular social situations
(Snyder, 1979, pp. 89-90).

Construction of the Self-Monitoring Scale

The first step in the development of the 25-item Self-
Monitoring Scale was to administer 41 descriptive statements to
192 Stanford University undergraduates (Snyder, 1974). Using low dis-
crimination scores as a guide, items were then discarded. According
to Snyder (1974), the final 25- item Self-Monitoring Scale has
a Kuder-Richardson formula 20 reliability coefficient of .70 and a
test-retest reliability of .83 for a one month interval. Cross-

validation on an independent sample of 149 University of Minnesota
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undergraduates yielded a Kuder-Richardson 20 reliahility of .63

(Snyder, 1974).

Tests of the Validity of the
Self-Monitoring Scale

To demonstrate that differences identified by the Self-Monitoring
Scale cannot be equally well identified by existing measures of re-
lated psychological constructs, direct comparisons have been made be-
tween self-monitoring and: need for approval (Snyder, 1972, 1974),
extraversion (Lippa, 1976; Snyder and Monson, 1975), and Machiavel-
lianism (Jones and Baumeister, 1976) in the prediction of external
criterion variables.

In each case, a strong and reliable relationship between

self-monitoring and the criterion emerged. By contrast,

the effects of need for approval, Machiavellianism and

extraversion were trivial and statistically insigificant

(Snyder, 1979, p. 92).

In addition, Snyder (1979) has shown that self-monitoring is not
correlated with locus of control, inner-directed versus other-directed
social character, social chameleon, field dependence, intelligence,
academic achievement, or vocational interests. It appears that self-
monitoring is relatively independent of many psychological constructs.

Snyder and others have also conducted studies to establish the
extent to which the Self-Monitoring Scale can be shown to measure the
psychological construct of self-monitoring. The first study (Snyder,
1974) involved peer ratings. It is assumed that

people who have good control of their expressive self-

presentation and who are sensitive to social appropriate-

ness cues should be seen as such by others who have known

them in a wide variety of social situations (Snyder,

1979, p. 90).

This assumption was confirmed.
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In a seond study, Snyder (1974) predicted how predetermined
groups of individuals (actors and psychiatric patients) would score
on the Self-Monitoring Scale in comparison with an unselected sample
of undergraduate students. The results were consistent with his pre-
dictions. "Theater actors scored higher and hospitalized psychiatric
ward patients scored lower than university students" (Snyder, 1974,
p. 536). In a third study, Snyder (1974) investigated differences 1in
the ability to accurately and naturally communicate affective states
by means of expressive behaviors. He found that high self-monitors
were more able to express arbitrary affective states than low self-
monitors. Other investigations have shown that high self-monitors
can change their self-presentation from introverted to extroverted
with chameleon-1ike ability (Lippa, 1976) and can exploit their self-
presentational skills to successfully practice the arts of deception
(Krauss, Geller, and Olson, 1976).

Snyder (1974) has also demonstrated that high self-monitors con-
sult information about the self-presentation of others more often and
for longer periods of time than low self-monitors. In addition, high
self-monitors accurately remember information about otherslonger (Ber-
scheid, Graziano, Monson, and Dermer, 1976) and pay keen attention to
the subtle interplay between an individual's behavior and the context

in which it is observed (Jones and Baumeister, 1976).

Subsequent Self-Monitoring Research

Armed with a measure of self-monitoring that has been shown to
have a respectable level of validity, researchers have been able to
link level of self-monitoring to (a) one's sensitivity to situational

and interpersonal influences on self-presentation, (b) cross-
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situational variability/consistency of behavior, (c) differences in
foreground and background self-presentations, (d) consistency between
attitudes and behavior, and (e) the dynamics of social relationships.

Sensitivity to situations. Snyder and Monson (1975) sensitized

individuals to different reference groups which provided cues to
social appropriateness of self-presentation. High self-monitors were
keenly attentive and sensitive to the differences between reference
groups and varied their self-presentations accordingly. Low self-
monitors on the other hand were virtually unaffected by the differ-
ences in the social setting. It was as if their self-presentations
were reflections of internal states and dispoisitions and not the re-
quirements of the social setting.

Cross-situational variability. Snyder and Monson (1975) investi-

gated the cross-situational variability in social behavior of low and
high self-monitors. According to their self-reports, high self-
monitors demonstrated considerably more variability across situations
than did their low self-monitoring counterparts. In other words, high
self-monitoring individuals were more flexible in their self-presenta-
tions. "In different situations and with different people, they often
act like very different people" (Snyder, 1979, p. 96).

Foreground and background self-presentations. The findings con-

cerning cross-situational variability should not be interpreted as
evidence that high self-monitors tailor their self-presentations in a
chameleon-1ike fashion from situation to situation. Rather, the self-
presentation skills of high self-monitors should allow them to be
cross-situationally consistent if the situations call for such consis-

tency.
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Empirical research by Lippa (1976) suggests that high self-
monitors appear to outside observers to be more friendly and non-
anxious than low sel-monitors. It is this consistent background upon
which high self-monitoring individuals construct their (situationally)
specific foreground self-presentation. Snyder (1979) offers an ex-
ample of foreground-background self-presentation.

A campaigning politician might strive for different images

when courting the city vote and the farm vote, but in each

situation he or she would also try to appear friendly and

non-anxious (p. 96).

In contrast, the low self-monitor's self-presentation typically de-
monstrates greater cross-situational consistency in foreqround self-

presentation and greater fluctuations in background self-presentation.

Attitudes and behavior. Snydern and Swann (1976) investigated

the relationship between measured attitudes toward affirmative action
and verdicts (behavior) in a mock court case. As the researchers ex-
pected, the relationship between attitudes and Tater behavior was mo-
dest. However, when the participants were grouped according to their
level of self-monitoring, a pattern emerged. The behavior of low
self-monitors was consistent with their measured attitudes. In other
words, self-monitoring worked as a moderating variable, identifying
“for whom" the measured attitude would have the most impact. Snyder
and Tank (1976) have also shown that it is possible to forecast the
attitudes that Tow self-monitors will express in the future from
knowledge of their current behavior. Further evidence of the link be-
tween level of self-monitoring and the effects of inner states on
behavior can be found in the work of Ickes, Layden, and Barnes (1978).

They concluded that the self-presentations of Tow self-monitors seem



quite sensitive to transitory mood states and that high self-monitor-
ing individuals seem better able to ignore such mood states.

Social relationships. Empirical research has also linked self-

monitoring with the initiation and development of social relation-
ships. For example, Garland and Barnes (Note 6) found that high self-
monitorswere inclined to talk first and to initiate subsequent con-
versational sequences. They were seen by their partners to have a
greater need to talk and as being the more directive member of the

dyad. High self-monitors frequently emerged as group leaders.

Self-Monitoring Strategies

Validation and subsequent research on the self-monitoring con-
struct can be combined to provide descriptions of the characteristic
strategies practiced by high and low self-monitoring individuals.

High self-monitoring individuals strive to create an image appro-

priate to the social and interpersonal forces of the situation. The
high self-monitoring strategy gives the individual the flexibility to
cope quickly and effectively with shifting role and situational de-
mands. Situational information can be thought of as figural against
the ground of dispositional information which the individual uses to
construct his/her unique self-presentation.

Low self-monitoring individuals, on the other hand, strive to

choose words and deeds which most accurately reflect and communicate
relevant attitudes, feelings, and personal dispositions. They would
manifest substantial congruence between their dispositions and beha-
viors. Characteristic self-attributes serve as figure against the
ground of information about the current situational context which the

individual uses to construct his/her unique self-presentation.
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Situations and Strategies

Self-monitoring need not be exclusively linked to the self-
monitoring strategy of the individual. Self-monitoring research not
only demonstrates "for whom" situational and dispositional information
is particularly relevant, but also suggests that it may be possible to
specify when social environments are particularly relevant to the in-
dividual.

Research by Snyder and Tank (1976) indicates that it is possible
to construct social environments that promote characteristic behavior-
al orientations of low and high self-monitoring. Snyder (1979) sug-
gests that low self-monitoring environments encourage a reflective,
contemplative orientation to action and provide normative support for
consistency between behavior and belief. High self-monitoring en-
vironments sensitize one to the perspective of others, motivate con-
cern with social evaluation and conformity with reference group norms,
and motivate individuals to adopt a strategic impression management
orientation.

Early sections of Chapter II stressed the social nature of the
classroom and the interaction of roles and personalities (Getzels and
Thelen, 1960). This description suggests that the classroom is a high
self-monitoring environment. Because the Self-Monitoring Scale de-
veloped by Snyder employs general social situations to measure the
self-monitoring construct, it may also be useful to rewrite the scale

in terms of the high self-monitoring environment of the classroom.

Need for an Additional Personality Variable

The Self-Monitoring Scale serves two related functions. First,

it delineates individual differences in sensitivity to situational
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influences on self-presentation. Second, self-monitoring appears to
function as a moderating variable which identifies "for whom" disposi-
tions are reliable and salient information for the prediction of be-
havior.

In order to consider the second function of self-monitoring in
this investigation, a complementary personality measure, locus of con-
trol, was selected. As explained in the next section, locus of con-
trol may have an influence on an individual's ability to manage a
classroom. Furthermore, this influence may be moderated by self-

monitoring.

Locus of Control

Social learning theory draws heavily from behaviorism. It recog-
nizes the critical role of reinforcement, reward, and gratification in
the learning process. It differs from behaviorism in that it stresses
the individual's perception of reward. That is, does the individual
perceive a reward as contingent upon his/her behavior, or controlled
by outside forces? Social learning theory assumes that individuals
differ in the degree to which they attribute reinforcement to their
own action.

Phares (1957) was the first to attempt to measure individual dif-
ferences in a generalized expectancy or belief in external control.
Phares' investigation indicated that knowledge of an individual's per-
ception of control was useful for predicting the type of judgments
made in response to success and failure in a given task. James (Note
7) subsequently developed a larger and more reliable scale. Rotter,
Seeman, and Liverant (1962), in turn, revised the scale used by James.

The final revision was a 23-item forced choice scale
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subsequently known as the Rotter Internal-External Control Scale
(often referred to as the I-E Scale) (Rotter, 1966).

The locus of control construct which serves as the focus of this
scale

refers to the extent to which an individual feels that he
has control over the reinforcemtns that occur relative to
his behavior. Externals feel that forces beyond their
control are the essential factors in determining the oc-
currence of reinforcements (such forces might include fate,
chance, powerful others, the complexity of the world or its
unpredictability, etc.). Internals, however, tend to feel
that they control their own destiny and are the effective
agents in determining the occurrence of reinforcement
(Phares, 1965).

Scale Characteristics

The I-E Scale is considered to be an additive scale. That is,
the scale represents an attempt to sample beliefs across a large range
of situations. Rotter (1966) has summarized research on the statis-
tical properties of the scale. According to his summary, internal
consistency estimates range from .65 to .76 and test-retest reli-
ability ranges from .49 to .83. Mean level scale scores range from
5.48 to 10.00. According to Phares (1976), college population means

tend to be about 7.5 to 8.5.

Characteristics of Internal-External Individuals

There is a clear parallel between descriptions of effective
classroom managers and those of internally-oriented individuals. As
described earlier, effective classroom managers are more likely than
less effective managers to be active, alert, and directive in attempt-
ing to control and manipulate their classrooms (e.g., Kounin, 1977;
Anderson, Evertson, and Emmer, Note 5). In addition, effective mana-

gers are assumed to participate more actively in efforts to change the
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social environment. Locus of control research has shown that the per-
sonal qualities identified in the foregoing assumptions are character-
istics of internally-oriented individuals.

Seeman and Evans (1962) focused on the relationship between locus
of control and the knowledge and information-seeking behavior of hos-
pital patients. They found that internals knew more about their condi-
tions, were more inquisitive, and indicated less satisfaction with the
amount of information they were receiving than externals. Two related
studies by Seeman (1963, 1967) and Davis and Phares (1976) supported
the notion that internals gather more information and are more knowl-
edgeable, in terms of personally relevant information, than externals.

Research conducted by Phares (1965) concluded that internal sub-
jects are able to exert more influence upon others than are external
subjects. In other words, internal subjects are more effective than
externals in influencing the attitudes of others. If, as research
suggests, internals gather more information and tend to exert more
social influence upon others than externally-oriented individuals,
then it seems logical to expect a relationship between locus of con-
trol orientation and helping behavior. Evidence for this assertion
is provided by Midlarsky (1971). He concluded that an internal orien-
tation was associated with helping even when the helper could expect
little materials gain.

The studies reviewed here are only a smattering of locus of con-
trol research. For a more complete review of research see Rotter,
Chance, and Phares (1972); Lefcourt (1976); or Phares (1976). The

purpose of this review has been to establish the potential 1link



between an internal locus of control and the successful management of

classrooms.

Interaction of Self-Monitoring and
Locus of Control

Self-monitoring purports to (a) identify individuals who are par-
ticularly sensitive to the social context, and (b) operate as a moder-
ating variable which identifies "for whom" dispositional information
will be most salient and relevant. An internal locus of control
orientation is hypothesized to be a beneficial dispositional factor
influencing the classroom management behavior of teachers. In order
to explain the interaction of these two presage variables and the be-
havioral consequences of the four combinations of variables, a proto-
typic description will be presented. Figure 5 provides an overview of

the four presage variable combinations.

Locus of Control

External Internal
Self-Monitoring
High Group Group
[ II
Group Group
Low IV ITI

Figure 5. Self-monitoring x locus of control subgroups.

Group I consists of individuals with a high self-monitoring score
and an external locus of control orientation. Prototypic Group I
individuals would be sensitive to social situations and able to tailor

their self-presentations to the demands of a changing social
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situation. If self-monitoring operates as a moderating variable, the
members of this group should be relatively unaffected by their inter-
nal states. Thus, the effects of an external locus of control orien-
tation would be mitigated. The classroom management behavior of this
group should, therefore, be best predicted from their levels of self-
monitoring. That is, they should be relatively effective managers who
use the social interaction cues to construct their self-presentations.

Group II consists of individuals with high self-monitoring scores
and internal locus of control orientations. Prototypic Group II mem-
bers would be sensitive to situational influences and able to vary
their self-presentations to meet the demands of a changing social
context. To the extent to which internal dispositions may influence
behavior, an internal locus of control orientation should have a
positive effect on the individuals' classroom management behaviors.
In brief, members of this group have well developed repertoires of
self-presentational skills and would Tikely be the most effective
classroom managers.

Group II1 consists of individuals with Tow self-monitoring scores
and internal locus of control orientations. The prototypic Group III
individual would be more affected by personal traits and less sensi-
tive to situational influences. They would view themselves as ef-
fective agents in determining the outcomes of their behavior and are
likely to exert social influence upon others. In brief, their inter-
nal characteristics would enable them to be relative effective class-
room managers.

Group IV consists of individuals with Tow self-monitoring scores

and external locus of control orientations. Prototypic Group IV



50

individuals would be more affected by personal traits and less sensi-
tive to situational influences. These individuals would view them-
selves as controlled by outside forces and would be less likely to
exert social influence upon others. They are, therefore, theorized to

be the least effective classroom managers.

Summary: Self-Monitoring and Locus of Control

The traits versus situation controversy in psychology prompted
the development of the Self-Monitoring Scale (Snyder, 1979). Self-
monitoring measures individual differences in sensitivity to social
contexts and functions as a moderating variable which defines "for
whom" dispositional traits are most apt to be relevant. Research in-
dicates that high self-monitoring individuals are more likely to be
flexible in their abilities to adapt their self-presentations to the
needs of the social context than is true for low self-monitoring indi-
viduals.

Locus of control is a personality measure that may interact with
self-monitoring. An internal Tocus of control orientation has been
shown to be associated with greater information gathering, exertion of
social influence upon others, and positive helping behaviors. It was,
therefore, hypothesized that teachers who are high self-monitors and
have an internal locus of control orientation are likely to be the
most successful classroom managers. Conversely, those who are low
self-monitors and have an external orientation are likely to exhibit

the lowest levels of success as classroom managers.



51

Chapter Summary

Getzels and Thelen (1960) view the classroom as a social system
in which behavior is a function of institutionally defined roles and
individual personalities. This interaction defines the group climate
or milieu. There is clear evidence that a classroom climate charac-
terized by the application of a flexible managerial role will facili-
tate positive student behaviors (e.q., Anderson, 1939; Amidon and
Flanders, 1963; and Crocker, 1974).

The classroom management observation system developed by Kounin
(1977) provides a measure of a teacher's success in establishing this
climate and gives rise to the four criterion variables in this inves-
tigation. Kounin has demonstrated that these behaviors promote stu-
dent work involvement and freedom from deviancy. The work of Brophy
and Evertson (1976) and Anderson, Evertson, and BSrophy (Note 2) fur-
ter extend Kounin's work by Tinking these variables to student academic
and attitudinal outcomes.

The psychological controversy concerning the relative importance
of persons and situations led to the development of the Self-Monitoring
Scale (Snyder, 1979). Snyder suggests that individuals differ in the
extent to which situational and dispositional factors influence beha-
vior. High self-monitoring behavior is characterized by the ability
to quickly cope with shifting role and situational demands. On the
other hand, Tow self-monitoring benhavior is characterized by cross-
situational consistency. In addition, the self-monitoring construct
serves as a moderating variable which identifies individuals who are

most 1ikely to be affected by their internal dispositions.
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The personality variable, locus of control, refers to individual
differences in reinforcement expectations and may interact with self-
monitoring. Individuals with an external orientation attribute rein-
forcement to forces beyond their control. Individuals with an inter-
nal orientation feel that they control the occurrence of reinforce-
ment.

Inferences based on the classroom management research of Brophy
and others suggest that the personal characteristics associated with
high self-monitoring and an internal locus of control orientation
should promote successful classroom management behavior. These in-
ferences give rise to a set of predicted relationships between the two
presage variables, self-monitoring and locus of control, and the four
measures of classroom management. Chapter III describes the design and
implementation of research which tests hypotheses based upon these

predicted relationships.



CHAPTER 11I
METHODOLOGY

An ability to demonstrate significant relations between presage
variables and classroom management behaviors of teachers would make an
important contribution to educational research. Kounin (1977) has
linked teacher classroom behavior to student work involvement and
freedom from deviancy. In addition, Anderson, Evertson, and Brophy
(Note 2) have linked classroom management behavior to student learning

and attitudes. Since teacher behavior is assumed to be a function of

presage variables, the study of the relationship between presage vari-
ables and teacher classroom management behavior is an important area of
study. This investigation, which attempts to demonstrate the 1ink be-
tween a potentially important presage variable, self-monitoring, and
classroom management behaviors focuses on this causal 1ink in the Dun-

kin and Biddle (1974) model.

The procedures employed in the implementation of the research de-
sign of this investigation are described in this chapter. The chapter
consists of seven sections and is concluded with a summary. The sec-
tions are (a) an overview, (b) a description of Phase I (testing),

(c) a description of Phase II (observation), (d) instrumentation and
instrument reliability, (e) observer training, (f) data collection,
and (g) hypothesis/data analysis.
An Overview
This investigation was conducted in two phases. Phase I involved

two steps: (a) the development of the Classroom Self-Monitoring Scale

53
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and (b) a study to determine the reliabilities of the Self-Monitoring
and Classroom Self-Monitoring Scales when administered to classroom
teachers. Phase II, the main research project, was designed to test
hypotheses concerning the relationship between selected presage vari-
ables and classroom management beahviors. Instrument development in
this phase focused on measures of classroom management behaviors.
Prior to conducting Phase II, Kounin's (1977) system for observing
classroom behaviors was modified and field tested. In view of this
emphasis on the development of new or relatively untested measures,
reliability data were compiled on the four rescarch instruments: the
Self-Monitoring Scale, the Classroom Self-Monitoring Scale, the
Internal-External Locus of Control Scale, and the Classroom Management

Observation System.

Phase I

In order to develop the Classroom Self-Monitoring Scale and to
establish its reliability, a comparatively large sample of classroom
teachers was needed. Early in February, 1980, arrangements were made
to administer the original and the Classroom Self-Monitoring Scales
to a graduate class of 34 practicing teachers. The scales
were administered during two class periods scheduled at one week in-
tervals.

One-half of the participants were randomly administered the Self-
Monitoring Scale during the first class period while the other half
were administered the Classroom Self-Monitoring Scale. The following
week the alternative form was administered to the two groups. Because

of fluctuating attendance, the final sample contained 32 members.



55

Two respondents left one question unanswered on the Classroom
Self-Monitoring Scale, and one respondent left a question unanswered
on the Self-Monitoring Scale. The mean score for all respondents on
those questions was substituted for the unanswered questions in deter-

mining scores for these three individuals.

Effects of Text Taking Order

An analysis of variance was done to determine if test taking order
affected scores on the Self-Monitoring Scales. The results of these
analyses are summarized in Table 1. As these results suggest, the or-
der of test taking had 1ittle or no influence on the scores on either
test. In order words, responses to items on either scale do not ap-
pear to be influenced by the experience of completing the other in-
strument.

Following an extensive item analysis (to be described in the in-
strumentation section), five items were deleted from the Classroom
Self-Monitoring Scale. Therefore, an analysis of variance test was
also computed to examine the potential influence of test taking order
on the 20-item form of the Classroom Self-Monitoring Scale (see
Table 1). Once again, the order of test taking did not appear to
influence the scores.

The apparent lack of influence of test taking order was important
to the design of the main research study. In the main study the order
of test taking was predetermined. As a result of this analysis, it
was reasonable to assume that the Phase II sample's test scores were

not affected by that order.
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Table 1
Mean Difference in Test Taking Order

Instrument n Test Order M F-ratio

Self-Monitoring Scale 15 1 14.64
.62

17 2 13.53

Classroom S-M Scale 15 1 13.53
(25-item) .10

17 2 13.15

Classroom S-M Scale 15 1 11.13
(20-1item) .09

17 2 10.76

Phase I Sample

A demographic data form (see Appendix Al) was completed by 33 of
the 34 teachers in the pilot study. A1l respondents were public
school teachers with 61% elementary teachers, 18% high school teachers,
and one special education teacher. Sixty-one percent of the teachers
had taught five or fewer years, and 49% were 30 years old or less.
For a more complete description of the demongraphic characteristics of

the pilot sample, see Appendix AZ.

Phase 11
In most applied research studies, a compromise must be struck be-
tween the desire for a large sample that will maximize generalizabil-
ity of results and practical conditions such as the number of poten-
tial volunteers, time demands in collecting data, and other factors
that tend to restrict sample size. This study is no exception. Dif-

ficulties in identifying volunteers coupled with the heavy time
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requirements posed by repeated classroom observations suggested the
desirability uf a relatively small sample. On the other hand, the
focus of statistical analyses on correlation coefficients suggested
the need for a relatively large sample. Power curves for the Pearson-
product moment correlation coefficient suggest that samples of 12

or more individuals should yield "reasonably stable" estimates of
correlations between two variables. This figure was, therefore, used

as the minimum sample size that would be acceptable.

Selection of Schools

The investigator contacted the Office of Evaluation Services in
a medium size (31,630 students and 1,545 teachers), urban school dis-
trict in an attempt to identify 12 or more teachers who might be will-
ing to participate in the study. The district that was selected is
located in a Midwestern community and is generally made up of blue
collar workers.

The director of the Office of Evaluation Services agreed to pre-
sent the research proposal and an application to conduct research (see
Appendix B1) to the research committee for approval. The original
application requested a random sample of 10 of the 40 elementary
schools. This proposal was unacceptable to the committee. An alter-
nate application (see Appendix B2) was, therefore, developed and pre-
sented to the committee. This compromise called for contacting two
principals who would allow the researcher to make a presentation to
their staffs and ask for volunteers. This proposal was approved. The
two schools that were identified were each comprised of 16 K-6, self-

contained elementary classrooms.
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Selection of Subjects

The research depended upon the voluntary cooperation of teachers.
Therefore, an outline of the proposed research design (see Appendix B3)
was presented to each staff, and a group presentation was made. Seven
teachers in one school and five teachers in the other school volun--
teered to be involved in the research. The investigation initially
planned to select 12 teachers on the basis of their scores on the
Self-Monitoring Scale (six highest and six lowest scores). Since only
12 teachers volunteered, this feature of the research design was
abandoned.

Four weeks after the research was begun, three teachers in one
school changed their minds and decided not be involved in the research.
Two teachers cited possible disruption of their classrooms as a reason
for withdrawing from the research, and the third teacher was suspi-
cious of the Self-Monitoring Scale. Therefore, the final sample con-
tained only nine classroom teachers, seven from one school and two

from the other.

Description of the Sample

The nine teachers were of mixed racial backgrounds (2 minorities),
and all were female. The distribution of teachers according to years
of experience, grade level taught, and educational level is presented

in Table 2.

Instrumentation/Reliability

The research instruments employed in this study included the
Self-Monitoring Scale, the Classroom Self-Monitoring Scale, the Inter-

nal-External Locus of Control Scale, and the Classroom Management
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Table 2
Demographic Characteristics of the Phase II Sample

Years of Experience 2-4 8-10 21-28
n 3 2 4

Grade Level Taught 1 2 3 4 5
n 1 2 1 3

Educational Level BA Working on MA MA
n 2 4 3

Observation System. The following subsections describe the develop-
ment of the Classroom Self-Monitoring Scale and the Classroom Manage-
ment Observation System and evidence of the reliability of all four

instruments.

Self-Monitoring Scale

The Self-Monitoring Scale was developed by Mark Snyder (1974)
and consists of a set of 25 true-false, self-descriptive statements
(see Appendix C). It purports to measure an individual's (a) atten-
tiveness to the actions of others in social situations, (b) motivation
to seek out relevant social comparison information, and (c) ability
to translate beliefs about what constitutes a situationally appropri-
ate self-presentation into action. Chapter II provides a detailed
description of this scale.

In order to establish the reliability of this instrument for
classroom teachers, Chronbach's (1951) coefficient alpha was computed
for the 32 teachers in the Phase I sample and for the nine subjects in
the Phase II sample. Coefficient alpha is algebraically equiva-

lent to the Kuder-Richardson formula 20 (K-R 20). The coefficient
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alpha of the Self-Monitoring Scale was .65 for the Phase I sample of 32
teachers and .82 for the nine teachers in the Phase II sample. Work-
ing with a sample of 192 undergraduates, Snyder (1974) established a
K-R 20 reliability of .70 and a test-retest reljability of .83 (one
month time interval) on his 25-item Self-Monitoring Scale. A cross-
validation study on an independent sample of 146 subjects yielded a
K-R 20 reliability coefficient of .63. Thus, the reliability findings
for both Phase I and Phase Il were generally consistent with those
reported by Snyder.

Evidence of the construct validity of the Self-Monitoring Scale
has been provided by an analysis of the convergence of diverse methods
of measuring self-monitoring. Four studies were conducted by Snyder
(1974) to establish construct validity. His analysis focused on (a)
peer group ratings, (b) prediction of self-monitoring scores of pre-
determined groups of individuals, (c) differential ability of high
and low self-monitors to control expressive behavior, and (d) differ-
ential ability of high and low self-monitors to infer the affective and
emotional status of others. For a complete review of the four sets
of studies, see Chapter II.

In addition, evidence of the discriminant validity (see Campbell
and Fiske, 1959) of the Self-Monitoring Scale was provided by direct
comparisons between self-monitoring and need for approval, extraver-
sion, locus of control, and other measures in the prediction of a
variety of external criterion variables. A strong and reliable rela-
tionship between self-monitoring and the criterion measures emerged,

but effects of the other predictor variables were trivial and
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statistically insignificant. For a complete review of the converging

discriminant validity investigations, see Chapter II.

Classroom Self-Monitoring Scale

In order to test some of the theoretical conjectures outlined in
Chapter II, a Classroom Self-Monitoring Scale was developed by the
author (see Appendix D1). A11 but one (number 18) of the 25 true-
false, self-descriptive statements on Snyder's scale were rewritten in
terms of specific classroom applications. For example, the statement
"I find it hard to imitate the behavior of other people" was rewritten
to read "I find it hard to imitate the behavior of other teachers."
The construction and use of a Classroom Self-Monitoring Scale was an
attempt to place the use of self-monitoring strategies in the context
of the classroom environment.

The coefficient alpha of this 25-item scale was .53 for the 32
teachers in the Phase I sample. This value was judged to be unaccept-
ably low. The point-biserial correlations (relations between re-
sponses to each item) were, therefore, examined in an attempt to iden-
tify items that may have detracted from the internal consistency of
the scale (see Appendix D2). Five items (statement numbers 7, 13, 14,
15, and 20) with atypically low point-biserial correlations were
identified. When these five items were omitted, the alpha level for
the modified 20-item scale increased to .66. Fortunately, the dele-
tion of these five items should not alter the content validity of the
Classroom Self-Monitoring Scale since each question came from a dif-

ferent subsection of Snyder's Self-Monitoring Scale.
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The 20-item Classroom Self-Monitoring Scale (see Appendix E1)
was, therefore, used in Phase II. Unfortunately, however, the coef-
ficient alpha for the Phase II sample of nine teachers was only .28.
Further analyses suggested that point-biseral correlations for two of
the items (statement numbers 5 and 20) were unusually low (see Appen-
dix E2). When these two items were omitted, the coefficient alpha for
the 18-item scale increased to .66. Therefore, the relationship be-
tween scores on the 18-item Classroom Self-Monitoring Scale and each
of the classroom management measures was examined. The four correla-
tion coefficients ranged from a Tow of r = -.01 for smoothness to a
high of r = .20 for momentum. None of the correlations was signifi-

cantly different from zero when alpha was fixed at .05. A complete

presentation of this analysis can be found in Chapter IV. Although
these analyses suggest that the properties of the scale may be improved
through further revisions, the author elected to use the 20-item scale
in analyses reported in Chapter IV. This decision was based in large
measure on the instability of correlationsal measures for small group

samples.

Internal-txternal Locus of Control Scale

The Internal-External Locus of Control Scale (I-E Scale) was de-
veloped by J. B. Rotter in 1966 (see Appendix F). It is a 29-item
forced choice questionnaire with six filler items intended to make the
purpose of the test ambiguous. The Rotter I-E Scale was adapted from a
60-item scale developed by James (Note 7).

Locus of control is a mediating expectancy variable which de-
scribes the extent to which an individual feels that he has control

over the reinforcements that occur relative to his behavior. One
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characteristic of the internal-external orientation of individuals is
of particular interest to this research. Phares (1965) validated the
assumption that internals are more able to exert influence upon others
in a social situation than are externals. The locus of control con-
struct was chosen for use in this research because the process of
classroom management involves the exertion of influence by teachers
upon students in the social environment of the classroom.

Reliability of the I-E Scale was determined for the Phase II sam-
ple only. The coefficient alpha for the nine teachers in this sample
was .64. The correlation between scores on the I-E Scale and the
Self-Monitoring Scale was .06; the corresponding correlation with
scores on the Classroom Self-Monitoring Scale was .25. These correla-
tions were generally consistent with the correlation between self-
monitoring and locus of control (r = .19) reported by Snyder (1975).

Phares (1976) reports that internal consistency estimates for
the I-E Scale range from .65 to .79 and that test-retest reliabilities
range from .49 to .83. Thus the reliability findings for the main
research study were also generally consistent with those reported by
Phares.

Table 3 summarizes the reliability data for the pilot sample on
the two Self-Monitoring Scales and the I-E Scale. The correlations

among scores on the three research instruments are also presented.

Classroom Management Observation System

For purposes of this investigation, the Classroom Management Ob-
servation System developed by Jacob Kounin (1977) was modified by the

author. Kounin conducted videotape studies of elementary classrooms
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Table 3
Test Relijabilities and Interscale Correlations

Phase I Study (N = 32)

Instrument Reliabilities/Interscale Correlations
Self-Monitoring alpha = .65

Classroom S-M alpha = .66
Self-Monitoring/Classroom S-M r = .69*%

Phase II (N = 9)

Self-Monitoring Classroom S-M I-E Scale

Self-Monitoring alpha = .82 r = .70*% r = .06
Classroom S-M alpha = .28 r =-.25
I-E Scale alpha = .64
*p < .01

and delineated a set of teacher classroom management behaviors which
positively correlated with student work involvement and freedom from
deviancy. Through personal contact with Kounin, it was determined
that the videotape observation forms were no longer available. A new
system, specifically applicable to live observations, was, therefore,
developed.

Four of Kounin's most significant categories of teacher management
behaviors were included in this new system: withitness, overlapping,
momentum, and smoothness. To facilitate observer training, a Guide
for the Judgment of Teacher Classroom Behaviors (see Appendix G1) and
a Classroom Observation Instrument (see Appendix G2) were developed.
Descriptions of the codes used in the guide were taken directed from

Kounin's (1977) work. In addition, other forms such as a Daily
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Observation Schedule were developed in order to facilitate data col-
lection procedures (see Appendix G3).

Inter-rater reliabilities of the Classroom Management Observation
System were determined by correlating subscale scores recorded by two
observers during a joint observation of each teacher in the sample.
The Observation Schedule (to be discussed in the data collection sec-
tion of this chapter) determined when joint observations were to take

place. The findings of this analysis are presented in Table 4.

Table 4

Classroom Management Observation
System Inter-Rater Reliabilities (N = 9)

Management Measure Inter-Rater Reliability
Withitness 9T1*
Overlapping .93*
Smoothness .92%

Momentum .33

*p ¢ .01

The inter-rater reliabilities for three of the classroom manage-
ment measures were above .90 and are very similar to intercoder agree-
ment reported by Kounin (1977). The reliability of the momentum sub-
scale, on the other hand, is considerably lower than that of the other
three subscales. The observers found momentum to be the least well
defined of the four management measures and experienced difficulty in

deriving scores for this variable.
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Observer Training

Use of the Classroom Management Observation System required the
training of two classroom observers. The researcher used the follow-
ing criteria in selecting observers: (a) ability to spend the amount
of time required for training, (b) knowledge of schools, (c) sensitiv-
ity to the behavior of others, and (d) demonstrated commitment to the
research. Two such observers were available. One was a private
school administrator and the other (the researcher) an experienced
elementary classroom teacher.

The researcher was fortunate to have access to a large library of
classroom videotapes. These tapes were reviewed, and instances of
positive and negative teacher management behavior were edited into a
single videotape. Over a three week period, the observers viewed the
videotape, practiced scoring, and discussed the teacher's behavior.

As a final exercise, the trainees observed a live classroom which was
not part of the research sample and refined their observation techni-

ques.

Data Collection

Data collection in Phase II consisted of five components: (a)
administration of the Self-Monitoring Scale, (b) classroom observa-
tions using the Classroom Management Observation System, (c) adminis-
tration of the Classroom Self-Monitoring Scale, (d) administration of

the Internal-External Locus of Control Scale, and (e) interviews.

Administration of the Self-Monitoring Scale

Although administration of the Self-Monitoring Scale was initial-

ly designed to assist the researcher in selecting participants for the
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research project, the fact that only 12 teachers volunteered negated
this purpose. The instrument, nevertheless, served two other impor-
tant functions.

First, the Self-Monitoring Scale played a major role in determin-
ing classroom observation s<ns1:XMLFault xmlns:ns1="http://cxf.apache.org/bindings/xformat"><ns1:faultstring xmlns:ns1="http://cxf.apache.org/bindings/xformat">java.lang.OutOfMemoryError: Java heap space</ns1:faultstring></ns1:XMLFault>