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e

ac'tivities Jf its members towards common goals (Bidwell, 1955). Each

, and every member of a soclety has a role or .sét of roles that he/she

. Plays ;Ln that - SOCiety. A mndamenta(i conponent of a society 1is that.

its rules, regulations, laws end mores, put: down by the law-glvers of
that soclety, are recognized and obeyed by {ts membe:s 'I'i1er~efoz‘*é, "
r-ole conflict oceurs when a successml :Lnteraction and camunication
between the members of that soclal group is threatened. An interaction
is considered successful when all members 1n that interaction are will—

/mg to observe cer'tain rules Jof deference and demeanour — r'ules of

conduc‘c set down by the law-givers of the organization or social group .

These laws and regulations of def‘erence and demeanpur, whether explicit

or i.rrplidi’c, are obeyed for the smooth running and perpetuation of that-
~ society, by its members (Spindler et al. , 1974; Brubacher, 1969).

'I'nese r'ules socia.lize the members of a society, cement the corrponent

'parts of a society together, provide a sens,e of identity and transmit

culture. It is in this sense that they are very impartant. In return
. s .

to obedience the society has tb ’make sure that the individual's needs,
of those who make up thatl society are ~satis£‘iéd‘ (Bidwell, 1955). *In ’
the ebsehée of this need satisfaction, eonﬂict and” confusion will J
arise. This 1is so because Iin any organization coordination and

cooperation within and among its par'ts is of great importance (Khan et

/0- o ~ »

oA F Y

A social system has an integrated system of roles erg.;.anizing the

i

-

O-US

-
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al., 1964)

L Conflict in general but role conflict: experienced by individual
- ~
members of a_group in parpicular, 13 always costly for the group as well

/

as the mdividual in efficiency, gs‘w‘ell as 1in terms of emotional and

S e

" interpersonal involvement.- It also decreases the productivity of the
© > f
+ group (Khan et al., 1964),. TTerefore the intemalization and the ‘proper
use of beha\rior expectations is of utrmst Amportance for the smoth "‘n

operation of a group and for tne satisf‘action of the needs of the

"

% , individua.ls who- make up that smup (Bidwell 1955)

°

-

o The school is a socldl system and in that sense has the respon- X
sibilities of a social system (Grace, 1972; Denzin, 1973) The school
“is one :anortant place where socialﬁation takes placé to a large '

: extent Students between the ages of 5-20 spend most of their day in \
‘ school leaming how to become adults and citizens of‘ soclety QDenzin

1973) Teachers are sigﬁ.ﬁ.cant actors :Ln this system but almost all

" the literature related to schools deals mainly wiﬁ,students or cur-

0.

ricular and educatichal adndnistratim problems ( Graee, 1972). Teachers '
"/a.r'e diseussed 5‘are]\v. Waller poin\ted to their iImportant role when he ~
. stated "most of the program$ for ‘the rehabllitation of the schools are

f‘omded upon the rock of teacher resistance" (Waller, l965, p. 457),

‘v

. Teachers in primary and secondary educational igstitutions func~

/f tion with:!n the boundarles and the dictates of the dominant cultyre-,

(law~glvers) of the general soclety. - They are entrusted with the

responsibility of inculecating in the young the values of that society

and preparing for the soclety's future adult citizens who can function ’
-

_smoothly and efficlently accord:!ng to the dictates of that society.

¢ - They also have the responsibility of mlﬁ.lling the industrial and




“with diminishing authority (M. E. Q., 1979). There was an atmosphere

-3- ‘
r

technological and vocational requir’ements of that society (Br"ubacner,
d

' 1969, p. 96). Furthermore, they are perpetuatirig the cultural stratif-

ication of‘ soclety (its social, economic, political, occupational struc-
ture),. Fbr ex/arrple f‘or a student coming to schdol 8 teacher is
expected to pass on the prescr-ibed k:nowledge of the 3 Rs in addltion.to

continuing and perpetuating that which the home and significant othe;'s

.in the student's world have already begun to 'teach'.

In 1972 Grace published the results of a small scale inquiry into
the role of the teacher in England. The study was’ limited to one

* hundred and filfty secondary school teachers dn a small town, ~'sma.].l

school context N In 1978, when ’I.was looking for a thesis topi°c I
decided to follow Grace's analysis in .Canada. Being a teacher’ myselj‘
I was very cont:emed with the situation of teachers in the Montreal area
schools.‘ As s result of administrative and bureaucratic power struggle
y

between the govemnent the school boards and teacher uhiohs and

because of the most recent changes of focus in the educational

‘priorities enunciated by the Ministry of‘ Edu tion tea,r_l-‘glY had been

made to feel less significant, but were given more responsibility along

I

LY

of unhappiness on té pa.r't of tea.chers uhc started verba.‘lizing a strong

' sense of pp@f‘essional stress, L ‘ ‘ h

K I decided to use the insights and model pm?z‘idéd‘_by Grace to

. carry out a similar study of teachers in a small school in a small ™
’t_own\context in a suburb of, Morfreal: - teachers of lLake of Two Mountains'

p

high school Most of ‘the teschers live in the immediate comntmity,

while some corrmute to the school from Montreal - and withﬁ a radius of‘

£

15-20 miles. :
» \. .

[
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' "role conflict " one encmmters several disciplinary approaches, .the’

7 [ ]
» /Lk
3 . ‘ - ‘ 4
' 1
- ’ '
CHAPTER I - . .
i
THE DESIGN " .
p . p ' v .
Conceptual Framework : . ' T

A, Appmaches to the Study of Role Conflict :

4.

In the general literature dea.li.ng with the concept of "role" and
f*.
most promine(}t béing. the sociological approach and the psychological
apprbach. Gross et al., (1957) and Biddle et ak. (1962) havé attempted
to provide unif‘ying analytical f‘rameworks We shall first of all p
qﬁickly reView the literature in thft area, T e

Since a gilven. individudl has. to mlﬁ.ll several roles in society <
1n di,fferent situaticns it is reasonable to expect that the individual
,will of‘t:eq face problem situations where heyhas to decide which role

t

' expectation and prescribed patterh of behavior to\ enact, \ "Ro Con=
flict" is the term which is applied by soctal scientists to the” problem
_situation faced by an individual as described ebove. Some researchers
use more specific cmnot:ations of "role.con.t‘lict" stch ag "role s'cradn"
(Goodv 1968). or "role stress" (Wes‘cwood 1967a) I.r\all its Y‘or'ms .
role conflict results fran one type of incompatibility or other related
to the individual in a given role As Khan et ag. (196&) have enpha-
sized one can examine "role conf'lic‘c" "as a I‘a.ct in the environment of .

the person and as a'fact in his intex*@l, psycbological 1ife." -

At the theoretical level, the analysis prd;gsed'by Talcott Parsans - |

@

~ .
W
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(1951) has influenced the work of many scholars. As Grace (1972,' P. 2)
analyzes this situatlon, role occupants are seen ’ '

to be faced with potential conflict arising out of Value-choices,
which they have to make., Important -among these are the extent to
which they become emoticnally involved in role relationships
(affectivity v. affective neutrality); the extent -to wilch they
put thelr own interests befaere: those of the group or arganization
(self-orientation v. collectivity orientation) and-the extent to
which they employ universal standards in specif‘ic local situations
(miversalism v. particularism).

Enpirical studies related to- mle conf].ict take two different
orlentations in general. ' perceptual studies ,and perceptual-experigntial

4

studles. ‘ B

-
—

‘ pr‘ceptual studles concentrate on the sinple per"ception of the
observer of divergent expectations from a role as seeryby the role
occuparit ‘and the Significant others in the life of that occupant. An
example 1s the study of M@ve (1967) asking groups of teachers to
rank f‘oﬁr main. aspects of teacher's role (disciﬁ]ine', teaching, per-

sonality and. organisation) as they ideally valued them and vas

‘colleagues, puptls and parents valued them. The critiques of this

approach argue that "the problem of rble conflict is a different one

from the problem of role agreement and dlsagreement" (Charters, 1963).

) Some others qualify as "na vat . assumption on which this approach
is-based — that all lack of c us leads to conflict (Westwood,
1967).

B

Percep’cual—experiential studies of role: conflict cn the other

' hand, as exemplif‘ied by the work of ‘Getzels and Guba (1954), attempt

to measure the extent to which such ‘situations trouble @:he role occu-
pant. * : ’ : N ~ ,. . ~.
e ' ' '

Historically, the ézrphasis has been on the studp of inter-fr;ple o

,,4_..*_.N

et b
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"conflict — ceriflict whieh can arise because one holds different.roles

ot

‘Such as teacher, father, husband, More recently.the emphasis is on the

intra-role conf‘lict" — coriflict arising within a specific role.

"Others still clalm that roles have amral and ethical orienta-
tion and role conflict arises because of rapid chapge in the cultural
context of a group /leading to a breakdown, of value consensus., The
teacher's role is g:!.ven as an exanple, ) * ‘

Role-organization confl.ict is also centrally r'elated to teacher's
role (K.a.tz“ and Kahn, 1966; Corwin, 1965). ’I’here are several variables
in this area, as follws: leadership styles, oxganizationa'l ccmrdtrrént
and professional orientation comnunicaticn pattems, specia]ization 7

*Job coordina.tion work . cli.mate allocation of resources goal setting,

.and goal attainment.

4

In relation to role-culture conflict one should mention the role
camnmity conflict approach In relation to teachers such sltuations
have been ana.lyzed since Waller's study (1965) . Teacher's private life
in the community’as well as the teacher's 1ife in the schdol are influ-
erﬁ:ed by the expectations of the 1arger commmity. ) - ‘

Merton (1957) has developed the concept of "role set" and has '
defined it as “that Lplenent of role pelationships wilch persons have
by virtue of occupying a paxticula; soclal status." ’I’he occupant of

- the role being studied becomes ‘the "focal" person and hisf,role conf‘lict

1s measured in relation to the others included 1n the role set n the

-

other hand, there is another approach where the emphasis 1n the

det‘ﬁution of self-role or person. role conflict is upon the individual

W

p,erfonrqi;x_g the role.. "Idea.l—actual" conflict 1s cne example. The role

“oce@/ant's p.erceptiop of the significance to be accorded to the role

»
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e
and his perception of how muc¢h it,1s actually” valued. On the oi:her hand,
Getzels and-Guba (1957) have pointed out that "if the institutional
demands are contradictory to, or irrelevant to, the @demands ;of‘ person<
ality, then the individu}al.is presented with a conflict." For example,
conflict arising in a teaclier who prefers an assertive, magisterial '
type of teaching style and who is forced to adopt a democratic, ZIoup ,

o / .

learning process in the’classroom.
The study of the differentiai resolution of role confl_ict is alsp/

o

_of some importance in the role conflict literature. The approach which

an individual will adopt will depend “on many f‘actors most importantly

upon the nature and the intensity level of the conflict the context in ©
which conflict is experienced and personality v%p.ables. According to

the analysis of Grace (i972, p.‘ 10) attempts to résolve role cgnflict

may take the fomof - i R 7
' positive, adaptive or retreatist reactions. Exposed to role * - |
conflict in the teaching situation, one .teacher can become a "
- mdlitant reformer, determined to change certain circumstances ,
in the situation, another can resolve the incompatibilities ) 3
by a system of priorities or compmﬁrlses while a third can L ;
become disengaged and pessimistic about the whole business. e

The gonsequences of role conflict and its successful or non-
successful resolution have ‘direct consequences for the irxiividual and -

direct or indirect consequences for the group in which the individual ' |

- 1s ﬂmptioning. The consequences of role conflict ‘have baen examined , |

in some situations but we do not have a wlde enpirical base to decide
on the positive or negativa effects i a,}s‘cematic way. Coser (1956

p. 1514) has argued that "a flexible society benefits from conflict

e e Cta e

because,sﬂch behaviour, by helping to create and ‘modify norms, assures '

v .
its continuanee under changed conditions." On the other hand, Kahn et , e
% ,

-

VR\ ) ] ’ -y
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.enced by workers and related to job tensions. In the teaching situa-

-8,

J

- o

al. (19614) fmﬁd that reduced con.f‘idence in superiors and the organiza-

tion as a whole resulted f.‘rom a certain type of role conflict experi-

tion the positive resoluticn of role 'conflict may be reflected in
changes brought about in curriculum to organization of the school while
the negative consequences are #16strated by Charters (1963, p. 748) -

when he states: ". . the teacher is likely to belittle»the accgn{;ﬁs/h: N
ments of education and to take a- cynical attitude towards his work,‘ the’
school s&stem and educational ideas and ideals . & |
B. The Teacher and Role Conflict

Very little empirical research of the contemporary role of the

teachér has recently been done. Changes thought imminent in the
teacher's role have ' been dlscussed in general. For example, the» changes
discussed may deal with Qeaching styles or the types of teacm.ng styles

parents want to see in schools (Sieber and Wilder, 1973; Parsons, 1951; -

Willower et al., 1967). Actual investigations of the teacher s roles,

- the prof‘essional behaviour he/she engages in or is eXpected/to practice

have been few (Miigrom and Taylor, 1965). " < | <
Much bf the literature on the subjact of teacher role conflict

has mostly the psychological perspective as its point ofl departure, B

using behavioural norms but staying at the level of theorizing (Bates, . |

1962; Gullahomm and Gullahom 1963) .+ Sociologists are concerned with/ '

structural considerations and with the specific content of role. Such s

cmsideratims merely stay at the level of asswnption without realizing

: that "norms change rapidly( and come in a bafﬂing variety, but ' L

'there are cnly a limited number of ways.that, roles may themselves be

structured" (Bates 1962). F - ‘
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' structura_l sources of tension are recognized and managed rrerely per-

-9 - : . !

N
* <

It 1s assumed by many authors that teacher's role conflict is due '
to personality shortcomings and inadequacies and therefore the remedles :
lie in self—cr'iticism and‘ﬁehaviour change  (Edgerton, 1977; Sarbin,
1943) e \3'” "y . L{@

Until recently, any efforts to understand teacher's role, have.
not been total: 'i'an adequate conception of role must nece%sarily take

all of the role d.imension into account" _(Sarbin, '19133) "Until the '

)
. -
N T e e A P A ot ot T

sonal resolutions of tension remain illusiona.r-y and transitory"

N

- . i

(Sarsen, 19’(2) . P PO
On the other hand, studles and experience have shown that changes

rl
in the educational -Institutions or changes methods do not solve the
problem because they do not sufficlently’c ﬁer! the teacher as a -

significant actor. The traditionall“concégtim of the teacher's role must ,

[PPSR

change ‘(Ed.gerton, 1977; meacner, _1969). ,Teacher's role or any role
exists in an interaction with all otFET Toles (Brubacher, 1969). This
point makes us aware that psychology 1s-not tne only discipline that
might influence educational goals, teacher roles, institutions and aims.
Economics politics sociology, history ,and anthropology also influence
what goes on in he,classroom -and why ’

In order to understand the reason for ‘teacher role_conflict and
'society s changing expectations of te%lhers e must investigate begi.n-—
nings of' the role of teachers and institutionalized teachers.

1. Historical Background and Present Context in Quebec
The major factor that determined the teachers' jobs and ‘training,
at the turn of the last century, was Industrialization and the associated

e ' ’
changes that came with it. 'IIh’E’ma,j or factor that.determines their jobs
¥ y T «

" . .
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and training today is the technolegical revolution of the last decade

o
/
&

- or so.- This 1s so because industrialization and téchnology create new

oy

g needs and requ:l.re'rents in the economic industrial political P : x-\_/
. rél_ig!.ous, educatidnal institutions of soclety,’ as well as in the family
instituticn | - . ~‘ ‘ e
: Indust.rial needs put pressure on f‘amily life. For example, | /‘
F . famllies had te‘separate to be closer to thair Jobs, 'Iher:ef‘ore’tradi-
, > ticnal roles also changed, For e le, Patheys.were not the only bread-

-

winners' mothers also had o work. e inf of people into the urban

- ,centre with its pollu‘cion and over-crowding added Pressures o'

individua.ls and soclety, such as malnutrition ehild abuse and delin~

quency. These pressures thredt;ened the social fabr'ic of soclety. The

a

gr'owth of Industry and ‘cheref’or'e of‘ the’ city s necessitated the estab-

.
v .1 . .
. ,

lishment of f‘acilities whe{ .
1) the techniques and skil]xs of the newly established indusér'y

/. \and technology could be taught to sult ‘che political requir'ements of the '

v "'/c_lcxninant culture or schools. . ' |

2) The chi/ldreﬁ' who were lefth unattended, ooul"d be cared for as

the conditions in the cities deteriorated, i.e. nursertes (Fuller and -

Jacobs 1973; Wilson 1962). The social reformers of t:ne day thought

a that by, educating all children, social conditions could be improved
| (Morrison, 1976 Phillips, 1957, Cross '1973; Prentice and Houston

d 1975). . B
‘ 3) A constant flow‘of skllled workers into the industry or the

@

work force could be-.prepared, i.e. schools,
Therefore, it {s under thesé condii:ions that cmrpulsqry educa-"
tion as we know it today first appeared at tneu veginning .of the 19th

.
. . . , .
l . ’
. * * . .
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century.. It determined what kind of Jjobs teachers were to do and to
have. . .. N L
In the pre-ﬁudustrial societies or in pr'imitive Smieties prior v
o ol

to the 19th century, educa rs and conpulsory education as we now know

\ ese societies culture was transmitted b\y the
implicit curriculun the informal curriculum In other words, societ;y '
. at large educated its young in the ways, of the cultu.re For example
parlents taught their children that which was necessary The son 'cook

‘(,

over the fat:her s business and ﬁhe daughter leaxned all that was neces~
sary I‘rom the mther- (Wilson 1962) The young leamed f‘;‘om significant’

others, such as pa.rents elders and clergy about becoming adults. That

is, they became soclalized informally. This socialization process with

4

its norms and codes reflected the yalues and moral codes of the society °

(Dahlke, 1958), The Bible or the Scriptures were often the only  ~
' , 1968). . S o
In these tra al societies the intellecfual elite were the
priests and the 1iterati ese were nob teachers in the present
‘sense but were the custodians of lmowledge (Wilson
1962). Teachers as we oW them today, werk not yet created

, As societies became more‘and more c¢ ex in organization, the
comunity abdicated its implicit rpsponsibilities "t‘:o the educational
institutions which in return were expected to pass on the explicit
academic culture or cdrr'iculdn, brought about by technological and
industrial change. These demands of Industry and technology on\sgciety

created the need for a new.breed of teachers, who would have to make .
; ' e y ‘
knowledge secularized. Knowledge had to be useful and the right of the

. e
ordinary .people and not only the right of the Intellectual elite

Y

~

© et e
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(Wilsan, 1962), The diffusion of knowledge to the ranks of the crdinary

people became an accepted so'cial goal of the social refomers'ahd

. universal education began to be advocated (F‘u.ller and Jaccbs, 1973)

Ca . Thus, teacriers became the specialists and the transmitters of

knowledge 1n a changing society. But we see clearly that formal school-

ing came about at the tum of the 16th century to satisfy the needs and

dictates of the industrial revoliition, and the existing political =

system, The needs and dictates of the soclety were seen as socilal

L

necessities. For eJ;arrple, some basic skills such as numeracy and
literacy' or the 3 Bs had to te taught throughout society to enable the
newly emerging industry to function, i.e. to prep'_are workers for the
Wwork force (Dahlke, 1958). At the same time it was thought that the
people "s stamdard'of living could be improvecl th;ougt) education and ‘bﬁi
doing so, alleviate suffering and pain of _the men, women and chlldren
who yorkeci in the sweat shops lS—'lé hours a day. |

The role of the teacher in the 19th cent\uiy was that of teacher-
misslonary (Taylor, 1969) dedicated to the teaching of the basic skills
and by doing S.O’ 1t would alleviate human-suffering. They took the
gospel of religlous ari-d soclal values from the enlightened sectlon-of

society to the unenlightened section of sdciety (Floud, 1962). The

teadher was 'the agent of social cohesion "to maintaln and promote cansen- .

sus on valle questions" (Taylor, 1969), while the soclety — home, church,

famlly, had the great responsibility of teaching the young child how to

" bedome an adult. The family initiated its young into adulthood.

The child could find models to shape himself af‘ter in the people
amund him ‘his significant others. The explicit curriculum, the aca-

demic curriculum was taught by 'the school, while the i;mplicit cur'r'iculum

& o0

|

| .
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was taught by hame, i‘amily, church the significant others 'Ihe-mgral
concepts of good and ba.d values of obedlence, charity \Q#‘Lndness 4nd
love which 1is the implicit curriculum was taken care of in the home.
Teachers only made sure that these rules were followed in sch_ools and

o

that they tnenselves followed them. o ‘
tIn the 20th century, as society became more/ technoloéioally

oriented, imowledge becamme more objective and sclentific in ‘character.

As scientific Lcnowledge increased the requirement for the humanities

(Wilsen, 1962 Entwistle 1977) which deal.with non-scientific aspects |

‘ of life decreased And yet pa.radoxically, as scientif‘ic knowledge

‘grew, the awareness in_ soclety needing some sort of continuity and
certain value ccmnitment increased. . Pécople became aware that scien;
tific knowledge outstrips moral, spiritual and political wisdoms. At
the same time, soclety now pa.sses even more so than before to the
teacher the responsibility of Initlating its young into ,aa{lthood The
\ teacher of the 20th century 1s dedicated to teach the scientific,,

ob,je'etive' curriculum and (now 1s expected to be) dedlicated "to the

s raising of standa.rds of culture debased and threatened by the ﬁ:eedoms
cand the dehumanizing aspects (Goodman 1960) of the technological

'revolution b 'Ihese two obligations are rm.xtually exclusive as they

stand. ’Ihe values which the teacher must transmit become, “in some

* sense, extrinsic to the knowledgetthat he/she 1s assisting young people

to acquire.

4

L

Now, more than ever before, teachers mst, deal with the frustra-
%

tions of society, as members of‘ th/at society, and have to cope with

g inb:reasing f‘rustx‘ations in the teaching«profession itself brought about

by the evolving\technological industry and society, with its changing

-
\
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expectaticns and needs 'Ihere is a.lso the power' struggle among school

: boards teacher unions and governments to contend with. o .

- It should be menticned heére that conflicts in teacher's role, |
Just like any- conflict, do not exdst in isclation i seeiety but exist
in a’pmcess oi‘ interaction with every part or membe;* affecting one
another. ‘e\', . o _

| Nowadays the teacher is {expected to perform the following tasks
. besides his or her initlal role, transmitting the academic culture or
-seientific Lcnowledge

1) The teacher has'become the weaning agent (Westwood 1967;
 1967a). In traditional societies the child had-already acquired emo-
timal ar social indeperﬁence when he/she came to school. Now the °-
.teather 1s expected tol stimulate the cnild to respand, to 'aceept scertain
social valugs, wr%icn earlier were the respansibllity o‘f‘ﬁo_thers. Tne
teacher has to soglalize the child and build in him social controls as - °
part of the child's developing per'sona.li’cy stmcture (Wesnwood 1967a)
and cultivate the spirit of inquiry or curiosity
: - 2) Thé teachers have become spcial filters or selectors
(Denzin, 1973; Wilson, 1962; Circourel and Ki'csuse 1963). It is the\
school teachers who prepare the child for the social role chosen for . '
him within the society, In traditimal societies the selection -
ctcurred before formal educatlon began with_the consent ‘of the parents.
" 3) -The teacher also guldes the{chilci towards upward mobility, -

that ig,‘ 'to get ont and 'mve‘ up' away from the 'as,pirations and values
of the parents (Entwistle, 1977). 7 .

Beyond these responsibilities, to keep up with the requlrements

\
Qf the new technology, teachers of today must keep up+to date..

L] {

e



' fore the technological revolution has redefined and redetermined -

- 15 -
He/she attends various courses, workshops, seminars, conventions s ete.
These put extra pressures and requirements on the already heavy load of /"

" /
the teacher. ‘ ‘ "

R
*  On the other hand, we should remember that -schools as the main . i
educational instiputions, havé,been under a lat of ériticlsm in the past |
decade or so. They are being bla'med by irdustry, technology, etc. for ,
graduating illiterate ‘adolescents into the mainstream or the work force ;
of soclety, or are {;emg blamed for failing in their responsibilities.

(Note that. no off‘icd.al delegation of respansibility has ‘ever b7en made)

' The, educational institutions pass this criticism down to the teachers

who are then expected to solve the malady of illiterate hopeless,
unmotivated and a.imless youth (Illich 1973; Er'ikSOn 1968).  Teachers
are asked to solve this problem while conforming to the requirements of *

"

the bureaucratic organization of schools, school. boards and education

S

ministries, who often have incompatible goals. The incompatible and

often contradictory goals or\ aims create moral conflict in the teacher

o Educational iﬁtitutions have answered the challenges and / -

S

‘eriticisms of the technological revolution and have adapted to the

needs, values and requirements by chariging their role requirements and

“their expectations of the teacher, the student and the public. There- .

teachers Jobs and their tra.ining This new redefinition has brought '
about a rapid change in the teachers' role and has increased and

diversified the teacners' responsibilities and expectations. In doing

-

so, it has increased the potential of teacher role conflict. '

.In Quebec all these factors reviewed as historical backg{and §
¥ .
v S
are more vivid since the effect of Industrialization and technological

1
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’ bedagogieal considérations. A significant factor that has increased

R
| 16 -
nevolution had a major hnpact .on the societa.l fabric very recently.
Since the early 6Q's the Quiet- Revolution has brought about all the con- 4
flet situations described above to bear an the schools ‘and teachers of
Quebec. Various changes in schoo/l curr'iculum are 1mplemmted with the

1dea of secularizing Quebec society while the hold of the clergy and

r,a_,d

g relig%hs sectarjjani.Sm 1s still’ very much evid t in everyday school

life ’”S—A&so in the late seventies the govemment star'ted to t pre

.carefully in terms of rationalization of the huge expenditures devoted

to the modernization of the school system in Quebec, Political {deol-

e@_and’ ecconomic necessity started talkdng opehly a precederice over

the role conflict of teachers in Quebeg especlally, 1s that while the

teachers' role and jobs are belrg redefined, teachers are not con—:
! . : ' :

sulted. Yet it is clear, that for any educational blueprint to work

(Grace, 1978 teachers sbe&ld be consulted 1f" they are indeed essential

- to the process. It is not suff‘icient to assume( that teachers will "f‘it

" in" with any educational 'renovation': For example, the latest blue-

print for mtegr'atlon of specfal education-children by the education

ministry last March was presented on the last day of the QACLD conven-

tion in Montreal. The Quebec M:mister of Social Aff‘airs addressed one

of the closing sessions where I was present, and ‘explained tbe’i/‘ationale

behind the 1ntegrat1‘on policy, that his m:Ln.‘Lstry and the mini/stry of ° .
education have undertaken. He explained how it was possible and 'better’

to :Lntegrate special education children into regula.r‘ classrooms

Economically speaking, that sounds logical. Why have l2 children in a

_classrobm when the general maximum 1s 31 or 29? ‘What about the training-

of teach¢rs? The fact that the teacher who accepts trfese special
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children into the classroom may have no training doés not seem to

“interest the minister. What of the deaf crippled or the blind child

who are integ;rated into regular classes" We advocate the rights of
cnildren what of the rights of deaf crippled or blind children if the

teachers do not have the preparation;and readi_ness to make the policy

inte reality? , . S -

1

At the time whbn I first planned this study, teachers were find-

il

ing themselves in a deteriorating situation in Quebec contrasting with

. and (fo'llowing a recent improvement period. This was perceived by many

teacner:s in :general including myself%’ The results of this study should
be anal,y'zed with this background in mind. o
2, 'I'he Teacher and Role/ Conflict — A Conceptual Framework .

™ {
LoR
While the great potential of role conflict l&s been emphasized

-~
in relation to the role of the teacher in va.rious theoretical analyses

(Floud, 1962; Corwin, 1965; Hoyle, 1965; Wilson,--,1962r; Merton, 1957)

empirical evidence 1s rare, . >

The diffuse nature of the teacher's rple is cited as a major

cause for conflict in many.works: A. S.°'Neill (1939, p. 1_17) has written

in this respect as follows: P oY
Most teachers have a more or less vague feeling that their work
is pouring water down a drain His work s physically much more
exhausting than that of a'lawyer or a doctor because.he has a -
Job that never ﬁnishes a Job in which he can never see the end

riowewer the empirical evidence is not conclusive since some studies do .
not show any evidence of conf]_ict related to the role diffusenéss’
(Gerstl 1967) while others do (Peterson, 1964). °*

!
Merton (1957 P. 112) has enphasized teacher conflict arising

O

.i‘rom the role set complexity

};
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The teacher may thus become subject to, conflicting role expecta-
tions among such members of his role set as pmf‘essioné:écol-
leagues, influential members of the school board and, s the
Americanism Committee of the Amerdcan Legion. What is an edu< |
catlonal essential for the one, may be judged an ‘education frill, s
on as downright subversicn by the other. These disparate and
contridictory evaluations by members of the role-get greatly
' complicate the task of coping with them all. The familiar case _
of the teachkr may be taker as paradigmaticy” What holds con-
. splcudusly for this one status, bdlds in va.rying degrees for the
" occupants of her statuses.

The empirical work (Charters, 1963; Manwill'er,31958; Getzels and
. ' . - Lo - .o ! i
‘Guba, 1955) based on this theoretical model has been dismisseéd mainly .. .

\ - A

by the criticism.that the conflict is largely in-the eye of the '
@ "o 4 -

,observer., ‘ - ' ‘ '-“'

In several studies, Musgrove and Taylor have shown the existenc
of‘ diffenent levels of conﬂict in different types of schools<in
England and at different levels of schooling (Musgrove, '1967; Taylor,
1968¢ Musgrove and Taylor,.1969). .

Conflict arising ﬁ'om the characteristios of schools as ;Lnsttt\x- o

tians which are much more exposed to public pressure than are e
7 hospitals, courts and miversities is also emphasized in the l:ftera-
ture The implications of thig on the,gaersonnel, specially teachers,
') has been, discussed and exahined (Hoyle, 1965; Corin, 1965}, Carver and
| Sergrovannt, 1969). d ,
* © - Conflict. of role comm.tment qnd career orientation in teaching
is central. This stems from tlie conﬂicb which arises 1n balancing
self-meémst and the interest of the others: As teachers are be:Lng
tratned more and fore In iniversities as pxjofqasianals/, this canflict
. m]_ bec&ne more acute because.professicnal and career xrobil%tf; are S,
emphasized over devotion and total gedicatim to. students.

Value conflict is another major area of concem in the teacher

» ©
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role conflict literature. Floud (1962) describes the role of the -
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teacher as that of the rrd.ssionary Spindler (1963) sspeaks of a major
sh.if‘t in societa.l value stmcture represented,by a movement awav f‘r'om
3 v ) "traditional and towards "emergent" values. In this way the older
‘ .teachers have more potentlal for facing ‘this type of conflict. A
pluralistic soclety advocaﬁng' pluralism in val:es has made tﬁe role
o ) of the teacher a very delicate cne. Teachers who insist the tra- ..
r diticnal yaldes may -be open to ridicule_ and charges of ethnocentrism by |
< . students, those appl&'ing emergent values may be criticized.by spctety N
at large. Musgrove and Taylor (1965) bmvidg,‘fewiidence that the roral
.. . . orlentation of Athe teacher's role is still ver'y~stmng; ‘
" ' Percelved mre;inal status, zwithout ‘direct sa:y in matters to be
. tauglt and the organization of the curriculmn, may lead the ‘teacher ‘to
experience acute and chronh: eonﬁl_ict situations, In the same vei.n,

studies have concluded that men teachers are mobe assoclated with PON~

s o s | e

flict than women teachars (Getzels and Guba, 1955), secondary teachers

@
more than granmar schof}l teachers (Musgrove, 1967) Therefore among T
.sonme important mediating factors which have been isolated one finds "
characteristics of the ‘tedcher and characteristics of the school

o A We can see how diverse and “camplex the teacher s role has become .’

’I‘his diversity and complexity has created role conflict in the teacher.
[ .

Westwood (1967) Wilson (1962);~Musgr'ove and Paylor (1969) Edger'ton a .
,,ﬁ"
. o (1977) Grace (1972) qr'egazd teachers' role as a classic conflict ;o ;

. -~ . ’ I . ) 3 4
situation Grace (1972) has d!vided the ‘teacher's role’ into the '

‘“/m\f L~

following conflict categories . <

J ¥ . - {a)~ Role difmseness or Role ambiguity: Teacher's role is \

i].l-deﬁn\ed/}srtain, margmal Most role occupants want to feel . ’ o

la A
» : « '
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that. their activities are importamt and necessary. When they perceive’ . °

that they only have maréi,nallstatus, conflict ¢an arise (Wilson, 196/2;
Grace, 1972). Teachers of art, woodwork, metal work, technical and
commercial studles and . home eondmics, and physical education have

. always faced this marginal status. In Quebec, this conflict is more

pro*nounced because high school credits Jre .not usually given towards

/ »
graduation in these sub,jecés Teachers are also open to a variety of\
i.nterpretations and expectations and demands in the performance of —~

their roles or ,jobs ‘(Musgrove, 1967; Wilson 1962) For example, there o

18 no clear-cut definition of the jobs of tk@ teacher. A teacher who
'teaches English cannot go to class, rattle off a lot of grammar and

- then leave like a factory worker whose jaob is to cut stacks of‘ pattems ‘ (

b

or other routine tasks. Q'Lce these patterns or tasks-are done he/she

then. passes on to the next stack or task and so on, and so on. ' ‘-
The teacher 1s also expected to do routine as well as non-

routine work.u Teachers are expected to do&pap.er wark, budget, counsel

and also teach (which is his)her only traditional role). Teacners are i

increasingly faced with the”Dr J ekyll/Mr, Hyde phenomenon. They are

constantly faced with changing roles, from teacher to secretary to

"*/

| counsellor to policeman (Bidwell 1955 ‘Edgerton, 1977).

" where parents were “asked get more involved in sohool ‘affairs, ‘the PR

+  (b) Role V\ﬂnerability: The.tedcher is faced with conflicting ‘ ) B
expectations of how he or she’should’ perform his rolen Since teachers ‘
;are paid public servants everyone and anyone fRels’ competent to glve S “ ‘
advice ard opinions 'feachers are exposed to public pressure. |

»
’I‘eachers feel w,lnerable because there 1s na®jargon to protect them.

In Quebec, the centralization of education ‘the latest White Paper

. L ‘
~. "
~— - . o / "
-
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latest employment contract settlement and especlally the cut~backs -in
education have made the Quebec teacher feel more wulnerable. The feel-

ing of vulnerability has resulted in increased power of the teacher -

unions whio have started to create a speclal Ja;gon to ‘protect teachers, .

In Quebec, school boarg commissianers are usually business men or other

proressionalé‘ such as lawyers, doctors, etc, who,ha.rd]& have arw | »
experience at the grass roots level. Conflicts arise because teachers
perqei;re a conflict between the way the institution is run, the way
soclety treats them and their cun professional status and self-image -
(Wilsdn, 1962, _Gface, 1972). Whenever the teachers strike, the pf,tblic .
becames quite hostile to them and do not mdei-s'tand the issues involved,

(¢) Canflict of role commitment and career orlentation: THis

~”

"getting on" or the clies.ire to "move ub" to a better job (Wilson, 1962). -
If feachérs are "on the move." then they" qannot perform the affective
aspect of their Jobs They are not; comnitted to their Job In such
\Jases they becane inpersonal transmitters of skills and do not per- -
’ sona.lly get involved with the childr'en they teach. This, then is a

conflict between "self-interest and the interests of others" (Grace,

1972). Grace suges‘cs that . . ;
this conflict has always been present in society, but has inten-' ~

sified in modern industrial societies where visible success and

public recognition have helghtened significance, where greater

opportunities exist for Job mobility and soclal mobility and

where growing secularism has even weakened the belief that God,

even if no one else, sees the deditation of the individuals.

(Grace, 1972; Wilson, 1962) '

 This conflict is not only confined to teachers, but Wilstn argues
: ‘ !

that this type of conflict is particularly severe for teachers because

of ‘the importance of affective commitment in the role -- the st\rictly ) ,

A \ S
P i 0w |

e s,

canflict 1d a conflict of the expected and accepted social value of . _— P
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professional attitude to rgmember that one's clients are Just cases '

$
kY

which 1s so much stressed in medicine law and soclal work, is simply

Tim ]

not possible in’teaching (Wilson, 1962; Grace, l972). Teachers are con-
cerned with the exaxrd.r;tion of\'concepts of professionalism, the strue-
— © ture of organization and analysis of human motivation. These ldeals are
' ' cultivated in the colleges of edycation; These stress the necessity of
, susteined'md wam mlationships with the client (Grace, 1972) | ‘

e

~ (d) Value conflict: The possibilities of value conflw for the

7/

teacher in today s culture or society are numerous. Teachers from the

start of the teaching profession were expected ‘to exhibit religious and

moral virtues in their on person (the teacher here 1s a value model)

and is expected to transmit these virtues to thelr pupils (the teacher
s

_ here is the value bearer) ’I'he{se va.lues are essentially a moral-

N .
N s

‘ religious element of value emphasizing consi.deration f’b% others,
- haonesty, truthfulness and the inportance of 'spir'itual' .as opposed to
', - 'material! mpulses and a socio-cultural camponent emphasizing good
R manners, respect for persons and property, thrif‘t independent initia-
: “ L tiwe gith respansibility constructive use of leisure, ambition and the
| ‘ work-su'ccess ethic. |
. The teacher's ‘spiritual and moral standing and value commitment
"7 were regarded more important, - "‘ - R
' The changes in today's modern industrial and technologically .
. ~advanced socleties ‘have‘ brought about severe problems in this area of
.the teacher's role, According to Wilson (1962), Spindler (1963) the
growth of pluralism in{values has created a conflict situation in the

| . * classroom between the old traditional values and new emergent values,

yoﬁth .vs. age. Floud (1962) thinks that today's affluent society also.
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creates a conflict in the form of declining respect for institutional
authority and a widening of soci/a.l and spiritual gulf between genera-
tions which together undermine the moral authority of the teacher.
Therefore the m,ass media and the\ peer group are seen as pov}ErﬂJl sources
of alternative vaitges against those of a teacher, |

Teachers who hold traditional values will experience confliét with

thelr students, and younger colleagues, and teachers who hold emergent
values may experience éonflict from their /colleagues, oalents, ete'
spite of the ernergent 'values¥ Musgrove and Taylor' (1965), King (1969) ,
Goffman (1967) among many others, provide evidence that moral orienta-
tion or .training of the teacher's r'pie is still 'strong. Evidence
suggests that many teachers see and will see their role as esser;tial_ly
in value conflict with wider cultural tendenoies.,toward materialism,
hedonism and relative rather than absolute moral standerds.

‘There has been no serious empirical study in Qdebec about this
topic. As my thesis is being typed, the Quebec government started
releasing the results of a ger;erél%tudy on the teachers 1n Quebec
where some aspects of teacher eonflict may be discussed The list 1s -
not complete yet (M E. Q 1979)

Another study in a related area is confidential in nature and
'was cormissioned by the Provincial “Association of Protestant ‘Teachers
of Québec—*tém Pierre Dubols and Assoeiates (1978). The questionnaire
was prepared in order to obtaln information on the quality of life in
. the work situation of the teachers based on the following model of
analysis, (Dubois et al., 1978, p. 11). One thousand four hLmdred , T
'teachers were included in the sample and 888 completed the question—-

naire. All those who responded were scanned carefully and those who

N S

e
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had begn recently faced with a difficult personal or faz%ily situation
such as death or divorce were eliminated ﬁf'om the safnple. Saome other
e
methodological controls were also exercised to make sure that the

results were more directly attributable té the ﬁlality of. liITe in the
work situation, ‘

The stydy established that the function of teachers entail ocpu—\
pational stress, of which the principal canponents — general unsatis-
faction and work-related tension — affect m more than 140% of elementary
teachers and maore than 50% of secondary teaehe/rs At the elementary
level the three most lmportant factors (using stress were actual
assignment (15% dissatisfaction) mnotony at work (16. 8% experience

this frequently and 29.8% expe.rience it occasional_ly) and pressure

* from: students (5% experience this frequently and 23.5% occasion.ally)

In elementary teachers, genef‘a.l dissatisfaction was the most important

factor demonstrating stress. This affected 5. 25% of eleme.ntﬁ teachers
%

frequently and 34.25% occasionally but on a recurring basds. Tensilon at

work was the second stress factor and was experienced by 16.5% of

. elementary teachers frequently and by 38.5% occasionally. Teachers most

susceptible to stress at the\elementary level were distributed as

follows in the English summary:

Monotony affects particularly teachers at cycle IT and those who

" teach French and physical education (p. 206 of the French
version).

N . v '
Pressure from students affects teachers with more than 17 years .

.of scholarity, those who teach at cycle II, those who teach
students of lower social class and French teachers (p. 204 of
-the French version)

General dissatisfaction affects teachers with 4 to 13 years of
experience (p. 208 of the French version) '
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| . carry out their dutles.

3 s / - . .
at work affectd-teachers of special education and those
who t&ach classes of between 28 and 25 pupils (p. 208 of the
French version).

\

D:Lssatisf‘actim wi;ch assignment or total workload was most
noticeable among younger teachers aged 32 and less, and thog
whS had between 4 and 8 years of teaching experience (p. 20
of the French verslon). '

On the other hand, for secondary. teachers, the most dmportant
factors causing -stress were the nature of work (17.5% experience this),
monotony at work (25.3% experience thls frequently and 37.3% occasion-
ally)-and work overload (19.5% experience this frequently and 35.08%
occasimally). ‘ - ' .

’ ’/ *
© By the "nature of work" Dubcy.s referd to the,extent of teachers'

satisfaction with the possibility that their work offers.for them to

use their abilities. Work overload refers to the feelihg by teachers

that their workload is too heavy or that they lack sufficient time to ‘

P

Af the secondary level geheral dissatisfaction was also the most

~

important stress factor, aff.‘ecti_ng 9 25% of teachers frequently and
43,75% occasionally. Tension_ at work was the second stress factor and
affected 19.5% frequently and 35% occasionally ‘Once again, according
to the English sumary
. Monotony affects particularly secondary t-eachers who work with
general stream students and those who teash more than 60
‘different students per week (p} 215 of the French version).
Dissatisfaction with the nature of scope of the ‘work affects
teachers of general stream students and those who have between
4 and 8 years of experience (p. 215 of the Fr'ench version).

Perception of work overload is more pronounced among men than
among women (p 215 of the French version). . .

General dissatisfaction and tensim at work are percelved par—
ticularly by teachers with between 4 and 8 years of experience,

, while women at the secondary level -show more work related ¥
tension than their male colleagues (p. 216 of the French version).

[

/
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In concloding this chapter, we can state. that the serious emplir-
e

ical iﬁvestigation of teacher role conflict is very recent and l\ittle is

lcnown about thé incidence of‘ various types of conflict or the extent to

which particular groups of teachers are tr-oubled by particular cate-f
gories of role conflict. 'Ihis s’cucw is an attempt to use some of the:
methods appl.i:ed oy Grace to a British sample of teachers ‘from a small
school in a small town to investigate role conflict in teachers of a
relatively small school in a relatively smal_l community in the suburbs
of Montreal, - / N _ L

/
‘Review of G. R. Grace's Role Conflict and The Teacher

In his book, Role Conflict and the Teacher, Grace (1972) reports

the x%su‘lts of an investigation undertaken in the period 1967-70 into
the intra-role conflict of 150 secondary school tedchers. )

To investiga/te both the perception and persona_l experience of
role conflict by the sample, two Schedules were used by Grace following
a modd,‘L outlined by Getzels and-Guba (1955): one to measure role con-
f'lict perception and the second to measure role conflict; experience,
The opefationé.l definition of role co@ct used in these schedules was
"br'oblems for the occupant which arise as the x%esult of role' incom-
patibilities /' Grace describes the development of the schedules-as
follows: | )

'The role conflict areas were. tperéfore presented to tﬁe respondents
as problems which teachers might meet with during the course of
* their work. Each area of role conflict was represented by two.

items which suggested role incompatibilities within the area. Four
"potential role conflict areas were presented: area I: Problems

(e



© teachers should or coulc‘- do ;

. o - 2I7 -

. . . . [
arising from role diffuseness; area II: Problems arising from role
vulnerability; area III: Problems arising from tension between

role commitment and career orientation; area IV: Problems arisiné
ﬁom value conflicts. (Gr'ace, 1972, p. 30)

‘Ihese four a:neas of conflict are detalled as f‘ollows

Area I-(A) Role Diffuseness: It is the difficulty of knowing what had

. been accamplished as the result of role perforniance. The items in this

area a.r'e,conc,;eme{iqwith knc'qwledgg_,\or lack of Rnowledge of goal achieve-

ment }as, a factor of role canflict.’ The assumption in this area is that

conflict will arise from this role ambigulty between fhe desire to know

“what role occupants were accomplishirig and the relative Invisibility of

man,y teacher-achievement. .
'Are II (B) Role Vulnerability: Conflict of vulnerability a.vis‘es when
cQ y or organization expectation of the rdle dre powerful and run
counter to those rof the role occupant (a conflict between the actual
and the idéai). Professional workers in a btméaaucratic oréanization
may experience or peéé:eiize coni‘lict when the professional orientation
of iautoncnw and quality may clash with bureaucratic requirenent of

‘uniformity and routine. Role 'role-organiza‘cion conflict or role

. vulnerability conflict 1is seen to be a major conflict for teachers in

U.S. (Corwin, 1965). Example: external agencies such as governments,

camunity, parent groups put pressure on the teacher and criticize

'teachers and teaching methods and glve thelir opinions an how and what

/
" The teacher's rale i# taken to be vulnerable and exposed to con-

fllct in two ways: (1) ?&e 1is not protected by the Jargon, the

mystique and the narrowlf defined technical expertise and could be

. exposed to the expectations of. various agencies who feel capable in

S
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. ’

~ ‘ det‘ining the i:eacher's role. (2) The uncertain status 'of teathers as
pr'ofessionals ’I‘heref‘ore Area IT is designed to ~present role conflict
arisb.ng from exposure to conflicting expectations ard to conflicting
perceptions of the /professicnal role, These were seen as two related

l,’ . . .
aspécts of role vulnerability. . b
Area III (C) Role-Commitment vs: C'amer\Of'ientaﬁiow e conflict
. suggested in this area 1s between the widely held bellef that promotion '

went _to the 'movers' and the widely held belief that teachers shoudd

N s " show loyalty to school and its pupils An individual has a reasonably
clear idea of how his role should be performed. Conflicts arise when ‘
the individual holds diffemnt expectations from what others hold for-
him or expect of him. The teacher's role demands a sustained and con- ~ ’
tinued reiationship of devotion and loyalty Mth his students yet in
our soclety achievement andlsocial'mbility, 'to get on or move upf are
. accepted and highly valued cultural goals. .o /‘S
v Area IV (D) Value Conflict: ’ihe conflict.’in\t\his Jareg is between the )
| 'v'aluesy,which teachers are expect;d to uphold and‘ those wnich were
generally current in éocie’cy: Cmfliét/s in this area occur when cért:ain
value commitmefits of a sociéty are onky partially supported or different

/ ‘ areas of soclety follow these values to different degrees yét the. ’

y teacher 1s expected not to deviate. - ‘ o -

v 9

The teacher is expec’ced to express‘valuse consensus, yet soclety
‘f»

a1 no langer holds the value consensus. This 15 where fonflict ardises —-

1t becomes a éonflig:t of the youth vs. . In Ms soclety where

Fd

. achlevement orilentation 15 emphasized and where comrercial exploitatié

S

s : of personal relations takes place, 1t becomes increasingly difficult f‘of

b
the teacher to hold the traditional moral virtues such as honesty,

<




" of appr'ox:urately sixty thousand inhabitants. Grace s results show that
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‘ . Integrity and loyalty, ete. >

‘ ' (
4

Grace used both questionnaires and interviews in completi.ng his

study ’I'he socia_l context -of his mvestigation was a prosperous borough
g

)

.the conflicts arising from role diffuseness, role vulnérability,
role commitment v. career orientation and role value orientafiion
wére seen to be actual problems of the teaching situation and
that conflicts of 'moral orientation' were rated as particularly
important by the sample of teachers. (Gr'ace 1972, p. 45)

Grace, however, establishes distinctions by emphasizing X
mediating variables such as age, sex, pr;ofessi(ona.l qualification and
others. ‘ >

Conflict arising from r'ole diff\.xseﬁess was not a prevalent ‘oon- |
dit;Lon although men teachers were prone to relatively high 1evels of )
conflict perc’eption and experience in this area (Grace, 1972, Chapter 5.

Conflict arising from a sense of; role vulner'ability was most ..
clearly detected among secondary modern teechers. Graduation from a \
teacher training nmgrm and subjec/t matter specialization seemed to
affect outccmes but tne autonomy of the teacher emerged as an impof’tant
factor (Grace, 19'%2, Chapter 6) . . ) |

The brunt of the "commitment" yty'pe conflict fell upon men teech-
ing in secondary modern schools. '

- -~ A

Caught between their firm belief in the value of sustained /

relationships with the pupils and their pressing economic . ‘ .

need for promotion, they reacted with understandable bitter-
~ness. It was apparent that this discontent provided a’power-
ful dynamic force behind proposals for the reform of the
gsalary and reward. structure of the teaching profession.
(Grace 1972, p. 82)

Teacher role conflict :Ln the v*alue” area was described as essen—

£

tially a conflict with "society." Onee zigain, male teachers in

secondary modern schools felt thils conflict most ‘acutely. A minority, -

! ' v
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. Schedules I and II. Each schedule is further divided in‘{:'of 4 areas,

- . -30a4 : | (
. . s '° '

mainly young teachers , did not see any such conflict with society (Grace,

1972, Chapter 8). ] L ) L

The Instruments

»

This study of a relatively small high scheol in Quebec followed

" the Grace/study closely To mvestigate the teacher role conflict we

- usedJ therefore the role conflict schedule developed by Grace. These are

in the form of a questiornaire. The questionnaire is divided into
Each area has two further questions. ‘Therefore each schedule ‘has eigh‘d
(8) questions in all. '
 Schedule I deals with Role Conflict Perception.

Schedulé II deals.with Role Cenflict Experience.

Ares (1) deals with Role Diffusion. : -

Area (i1) deals with Rolé wulnerability. ,

Area (i11) deals with Role commitment vs. Career orientation.

Area (iv) deals with Values. ‘

Schedule II is similar to Schedule I except that in thils case the

tancern is experienced (personal) role conflict

'Iheﬁnstrument is scOred by checking one statement in each area . —

Ve

(see Questionnaire in Appendix). In Schedule I, the following ques’cions

4

are asked . i

/
This seems to me to be

. No answer

Not a problem at- all

A problem of little impoftance.

A problem of moderate importance.

A problem of great importance

A problem of very great importance.

VMEWhhKHQ

In Schedule II, the following questions are asked

o p

L e
~ )
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e I have personally felt this to be.
I d u 0. No answer. .

1. Not a problem at a.ll
2. A problem to a little extent.
3. A protlem to a moderate extent.
- 4, A problem to a great extent.
5. A problem to a very great extent.
y

LYY
the questions

~ L,

. o . .
Grace has other parts to this instrument but only the first sec-

: : / s .
1 tion was usedf In the actual questionnaire (the one handed out to my &g

respondeﬁts) , space is provided where teachers could comment on or-about.

Sdme related dg.ta was collected but not analyzed for the purposes |

of‘ this study. This data is for Yurther use in exploring the rela(cion
of some.persma_lity variables, ideologies held by teachers and their

’ V/ percep;:ion of the school's orgariizational ccntext and hierarchy struc—

-~

ture, Briefly, the. other instruments used are as follows:

A

AV S ) Pupil Control Ideolggﬁ(PIC) : -

- ‘ PIC is developed by Willower, Eildell and Hoy (1967). f This form

s ,:'cmsists:oi\‘ 20 sta.temexa,&_~ measured an a f‘:l.ve-point scale ranging ﬁ'om
Strongly Agree (5 points) to Strongly Dlsagree (l point). The range of
possibie scores cn/t';his for’t;l is between 20 Ato '100 points. A high score
‘signifies a custodial attitude toward pupil control and a low score 1s
indicative of a humanistic attitude toward control of puplls..

Schools "I Would Like To See

The list of‘ goals was developed by Péwer, Cortell and Lever

) &

(l975) . Out of the 24 goals or ob,jectives of education, the educator is

asked to indicate four most important and four least. important goals

he/she considers ;.mportant

P

This instrument is an attenpt to accorrmdate most people's view

[ > .

t
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"I’each.ing Styles

. came abo'ut if any). They are asked the type of Q:eacher they would like -

° .
a P

of what purposes educatiori should serve. It Includes elght different

models or images held by theorists in educatign: ‘famdlial model, * ) ‘;-,
5 ' .. 2 5

political, economic, religious, collegial; custodial, commnity and
N b ‘ v .

.humanizin‘g model. y Co o oy,

4 ' . v

This questidnnaire deals with the’ teaching styles of eﬁfc’:tors.
Each ane is asked to indicatehthe type of teachfir.he/she was when he .
began to teach /jn/i now. (Ihey*are asked to indiéate. why the change has’ o

to be 1if tney had a choice. (‘fhey are also asked tor indicate briefly

' whw they wou.ld so choose). , ' o

This questionnaire was devised by Sieber and Wilder (1973) The .

Qquestionnaire .1s based on tl'i_r observatians. They divided teaching

. styles into 4 ‘'philosophies of teaching" . Teacher-A is control- o,

oriented or concerned with maintaining discipline, Teacher B is

content-oriented or concerned with sub,ject matter, Teacher Clis

discovery-or'iented he/she en%ourages students to be creative and f‘ind

things out for 'themselves. . Teaeier D 1is synpathy-oriented, he/she

believes it'is'inportan.t for students to Iike the teacher but to handle
their.qun preblems. | ‘ S | . v
The Moeller Scale of Bureaucratic School Systems | , . -

The last two parts of the questionnaire deai with the

*orgaxuzatﬁmai-bureaucratic aspect of teaching Every teacher, what- |

ever his/her-basic orientation comes I‘ace to face with this aspect of

_ teaching o , o R ’
s
The questionnaire on the school bureaucracy (Moeller Scale, 19613)
(deals with itens descf'ibin.g most or least-buréaucratic schodl systems : ' ‘\

Vo ) [ / ¢

o .
.
, ,
" '
\ .
.
a

o



1 . tem and the bureaucracy involved therein).

]

‘. 1~
. { l&nn.nistration of the Questionnaipe o N

. ) Y; ’i_33—,‘ - B

-

and another dne which deals with items relgting to the teacher's sense

~of power or powerlessness, in the school system . “
* . Moeller’ developed the questiomaire f‘or a study whose central
2 \
1ssue was the teacher's sense of powerawith respect to the school Sys-

-

,

N temat large (whether teachers can influence the policy-direction of
, the school system) and the sense of ability or impotence to influence
& the organizational éorces which so importantly shape the teacher's
* ‘ destify. (It 1s thc-:;~ t.eacher"s sense. of power vis—a-vis hiswschool sys<

1

k" /'Ihe bureauoratic school model scale subJectively investigates .
the influence of organizational structure upon the ~teacher's sense of .

\c power. It uses an eight-item forced-choice instrument on which the

; 1 ~—

. 8 being most- bureaucratic. . ° ‘
, LA /

The teacher! s §ense of Power Scale has six\itens listed

est. to lowest in the sense of power The* teacher is asked to mark

@sree or Disagree for’ the ‘$1x items. | . -

\

’ I.was formerly a special ‘education teacher ir the schdol for two

-

.years and the respondents are my fonner colleagues

-

T ’fhe questionnaire was administered after the Easter vacation in

the spring of 1979. This was thought to be an idea.l time because there -
B “~
‘were no exams ‘to prepare or cdrrect and the report cards had been sent

4 °

,out for the previous tem.
My husband who was on staff was ld.nd enough to ghe out the

\ juestionnaire and collect them, 'Ihe‘«respcndents were asked to. returm
‘ ¢ the questiofnaires to his maiibox, anonymously. In the begirmng,“the

- . ¢ .
> . v
. o . N
*
& . v
.o <"
- ]
o
f
B

school bureaucracy 1s scaled from Q=8, 0 being least bureaucratic-;any . |

o mt e e et et




e

N

-3 . ¢ '

v ‘respanses were slow; all but me person accepted to do the tasE Y (She .

3

| reminded personally, there was a sudden . surge of respanse.

A preliminary meet with the schoo%?'incipal " enlisted: his
. Cfull cooperation and pemission and the head teacher agreed to include
'uusmmsagendammgastafrmetm IR

a, Considerir;g the workload of teaching and- the inaccessibility of

teachers ‘(few teachers live in the immediate’school district) per;sona.l

interviews were waived. Instead, a section was addeéd e. question-
| haire for personal corrments as feedback ‘ S
' U1 out of 53 questicmaires were retyrned. of these six

f-espmdents objected to some of the items with comments saying that

some parts were too.personal, In fact, three had omltted to answer

the last sheet which is the vital statistics.

~« 4

said she 'didn't bel.ieve in questionna.ires) As individnals were o

-
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c';ity with an anglophone

' CHAPTER IT ~

' IL , , 4

. . DESCRIPTION OF THE SAMPLE
. * ' ..

A population of 53 teachers in a-small semi-rural Quebe
school nor;th of Montreal were the subjects of my experiment. Like most
mra.l Quebec towns, the ma,j or'ity of the population is Fnench—speaid.ng
The town population is 8,957 (1979 census).

English-speaking high séhool erving a very large r'egion, ,just north of

The school 1s the only

For more than a decade, while Fr’ench high schools have
been upgraded and renewed, as to building f‘acilities the English POpu~-
latiory's needs have been neglected. Note thet when the first promises
to bufiéd a new English high school in the area were made, it was to a
ority. Also’ the’hew industry to the ‘area

such as a G, M, bus pIen and a large new shopping center, have, stabil—
ized the area s employmen opportynitiés, . ‘ <

The school population in the past three years  remained

. .
Ielatively stable with the exception that the ﬁ'ancophone population of

the school has increased since marly French—speaking parents feel that

' t:heir children will get a better education and learn a ,second language
.'easiermEngush schools. o L '

!

In the past, the school has beeh over-crowd For example, the

classroems Had to be used as 3

\ | T

-3%5-

cafeteria had to be used as classrooms;

ublic (’_
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,and eight had 1ess ’than four years' experience. Eleven respondents

<

- % .
“lunch rooms. There is no auditorium or assembly hall. The gym 1s /used
for assemblies, which means that gym classes have to be cahcelled ir

assemply is to be held. In winter, during recess, students congregate )

L

in the s because .they have no place to go. Portable eitensg.ons
were added to ‘che school te‘ accommedate the overf‘low, ai';d the buﬁilﬂg
itself has long been condemned by the loca.l fire marshal. Until 79
.after many letters and petitions by parents and teachers there was no /
change. The Provincial government , before the Que:;c\ﬁ;ferendwn agreed

‘co provide . ﬂmds for a 700-place school. To date no construction has

- begun. They are not allowing the -school to be bullt until various tests

and surveys and other red tape is taken care of, This sitﬁation may

)
change at any’ moment,‘ nevertheless,
g S

Charac'ceristics of the -‘Sample ‘ ' y

-

The stu.dy was meant to be a case study of the population of
teachers in a high school. ‘Out of the total of.‘ 53 téeachers, anly 41
returmed questionnaires that were acceptable for analysis This means «,
77% of tbe/ total teacher population, Twenty-three are male, 15 are

fenale and three have not indicated their sex. Twenty-eight of the

respondents are married. The majority fall into the following age
range: 35;140 yea.rs old. Eighteen teache\rs are over forty and 13 are \
under 35. Almost all of the teachers have only te : experience,
not having worked at other occupations before or after becoming teachers. b

Sevente%of'the teachers had over ten years' experlence in teaching

have B.A. degrees, 16 have B.A, plus additional college credits and '
four have less than a B.A. degree. Fourteen respondents had majored .

.within the field of Education. Eleven (11) teachers had majored ina \

i
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, (1962) in fact pr'esent conflict-arising situations in the sample of‘

a it ¥
=37 -
discipline other than Edication and 16 teachers did not .answer this T
question, ‘At the graduate level, three teachers are studying in the

field of Education while eight are contlnuing thelr graduate education

outside of the field of' Education. Twenty of the teachers teach a

.particular subject exclusively while 13 teachers teach different sub-
Jects. Twelve teachers did not answer the question on religious
affiliation. Eighteen answered Protestant. 'In the same way, 18

teachers did not answer the question on income while 12 indicated,that' “

~ / -
.they fald];ginothe $21,000 to $25,000 income bracket. The majority of

the teachers are Canadian citizens and 23 got their teacher t{aim.né
in Canada. Fourteen teachers did not answer this question. Tw\enty-
ane teachers are at least bilingual, if not trilingual. 'I‘welve did -

not answer this question, - -~

Comparative Hypothéses . o S

Grace's study h\ad three ula,jof-‘objectives:

1) Do the role conflict areas suggested and described by‘ Wilsaort

[o— .

English Secondary school teachers teaching in a prosperous Midland
’borough of 60 thousand inhabitants" An 1mportant related quesdtion:

is there a difference. in the role conflict areas between perceived and

experienced role c {.‘lict?
2) Is thef a relaf¥onship between particular category of
teacher classified by years /af experiencey marital status, sex, etc.
and overall levels of perceived and experienced role conflict?
’ 3) To examine the relationship between particular categories of
teacher and particular ‘category of role Pconf]ict, to hdve a more complete

profile of role conflict.

[ . ’ []
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In our study, we declded to concentrate on' the first objective to
obtain a comparable data set. The role conflict areas are as follows:
g A. Role Diffuseness (measured by Questions 1land 2, sub a and b, see.
Apgendix). ' ' ' - -
‘B, FRole Vulnerability (measured by Questions 1 and 2, sub ¢ and d, see

. Appendix). | |
C. Career Orfentation vs. Fole Camnitment (measured by Questions 1 and
2, slbeandf, see Appendix)(' g
D. Values (measured by Questions 1 and 2, sub g and h, see Appendix).’

’ As we explained earlier, two schedules were developed by Grace:
the first 1s to measure perceptions of conflict %these'ffour areas and,
the second i\s to measure experienced conflict in the same r'ole-conflict
areas. The results of Grace's sanple are reported in the following two o

‘tables (Grace 1972, p. 36 and p. 39)

~
Table 1
= Perceived Irrportance of Role Conf'lict {N=150) .
_ % Scoring
« Conflict Areas . High Low<’
' Role. Commitment vs, Career Orientation 64 36
[ g ' o
Divergent Value Orientption . 6303 36.7
Role Vulnerability — . 47.3 5.7
Role Diffuseness, L 35.37 64.7
/
& L]
| ]
\ /
l. ‘ .' '

R
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- Table 2
‘Extent of Personal Experiemce of Role Conflict (N=150) :
) ’ Cy % Scoring
Conflict Areas ‘ o High 4 Low"
Divergent Value Orientatigx:l . 36 - o 64
P .
p
Rolé’ Diffuseness ) . *
: 26
Role Corrmitment VS, Caree entation . ' "
N o .
Role Vulnerability 4 S . 22
Grace obtained the following results: N 4

Schedule I:  All four role conflicts are perceived as'valid to
teachers. Some are seen to be of greater importance than others. Con-
flicts between role commitment and career orientatior/; and conflict
between emergent value orientations are regarded as }prob\lems of greater
irportance in the teaching situations. Alwst 2/3 Ef the sample had
high scores in these areas. Both these conflicts (Areas C and.D) may
be described in temms of 'moral ordlentation', since they deal with
ethical and value consideratiotls It is characteristic of the histor-

/S
ilcal background and tradition of the teaching profession that teachers

. in ‘general should consider Areas C and D, the areas of mral consider-

ation, to be of greater importance than conflict areas of self-

' orientations. Areas A and B (role vulnerabiJ_ity and role d.if‘mseness) ‘

ma,y be cansidered in terms of 'self-orientation'.

\
Schedule II: The percentage of 1ndividual responden‘cs who did

not personally feel canflict was, as expected, markedly higher than in

Schedule I, . T

A4
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. teachers have.
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22.7% of teachers had no personal experience of conflict in Area C.
16.7% of(teachers had no persanal exoerienée of |conflict in Area B.
13.?;% of/teachers had no perscnal experience of conflict in Area D.‘
11.3% scored low conflict in ope role diffuseness Area A.

The majority of teachers, however, had same personal/and
troubling experiencee in each of the role conflict areas, although the
overall level of scores was low compared to Schedule I, The emergence
of value conflict as the most :Ln?ortant area of role conf]ict experi—..
ence for the sample is yet further evldence of the concern which

¢ , ' ’ . /

Differences between Table 1 and Table 2'are affected by such

variables as age, sex, professional qualifications, type of schocl and

type of teachiug withix{ the school. The influence of personality fac-
tors 1s also ‘important. Khan et al. (1964) found several persona]_‘L\Qy
dimensims that medlated significantly the degree to whith perceived
conflict is exper'ienced as conflict by the focal persdn.

)

How do Grace's results compare with the hypothesis advanced by

‘Wilson's work cancerming teacher's role? (Wilson, 1962). A qulck review

is relevant here, since Grace based his research on Wilson's work and
the directions suggested by him, . v
L3 .

In Areas A and B, Wilson's hypothesis is not upheld. No sig-

-nificant conflict is suggested in Grace's sample.

P ‘ )
In Area C, wnson's description of the clash in teaching between

camtltment and career orientation which 1s sald to be 'a most significant

role conflict', 1s upheld by virtually 2/3 of the teachers
In Area D, Wilson's descr'iption of a conflict 'which passes beyond

teacher g role into the very structure of contemporary soclety', is

3

-

7
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upheld. * The majority of.téachers see themselves engaged in such a con-
flict. ' ’ | '

"Iivpothesis of the Present Study

©

. The purpcse of this endeavour was to see how the present: sample
campared with Grace's findings and to see if the role’ conflicts described .
L o by Grace existed in the Quebec sample.. |
The following /hy\I')otheses were ‘proposed:
A, Experienced Role Conflict wj:ll be different from Perceived:
. Role Conflict in all four areas of conflict under examination. More
: .Ispecif‘ically - ' ' | S , S
_a) Experiergced Role Conflict in areas A, B C D, will be
- djgfferent from Perceived Role Conf'lict in areas A, B,
~ C, D,
b) The teachers in our (samplge will.experience more conflict
in'all areas (A, B, C, D) than they perceive. '
. B. Conflict (experienced and perceived) will be different for -
areas A anEB as campared to Confli;:t (experienced and perceived) in
Areas C and D, More specifically: ~

'L _a) The conflict expeﬁenced in Areas A and B (Role Diffuse-

' ness and Role Vulnerability) will be less important than

. \ the conflict experienced in Areas C and D (Career

. ! /
./ Orientation vs. Role Comnitment and Values). \This

- o hypothesis is advanced because -Role W erability.and

'Ez{ ___"___f : Role Diffuseness are more aclmowledge and accepted com-

“pcnents of a teacher's, role than the two-other potential

cmﬂ.%ct areas, % o /
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b) The conflict perceived in Areas A and B (Role Difmse-

\ness and Role Vu.lnerabilé.ty) will be almost the ST‘E as
in Areas C and D (Career Ord.e.ntatim vs. Role C/onmit-
B ' ment and Values).
Measuring Fole Conflict I e

'As indicated in .a previous pa.ragraph and& as shown in the Conflict
Sehedules reproduced in the Appendix, each area of conflict is meas

L

by two questions. On each question the scores vary from 1-5, 1 indicat-

ing a low conflict Situation and 5 indicating a high conflict situation.
‘ Therefore we declded fo follow this tentative measurement schedule.
On single questidns, there 1s a possibility of scores ranging
- from 1 to S with 0 :mdica'cing no answer, ‘Iherefor:e:
0 = no answer . v

|12 = low level of conflict |

3 = medium level of conﬂic‘cf

/ .
4.5 = high level of conflict ’ y

N

On combined questions — for each area — the scores will range Irom 01 . .-

.o

. {:o 10 with 0 indicating no answer. Therefore: .
X 0 = no answer

01-04 = low level of conflict

05-06 = medium level of conflict
07-10 = high level of conflict

, s '
i Results in I-Lypotheses o 4

Area A: Role Difmseness Question 1. 'W&xsrea% many 6ccupa;

ro t;.ons glve clear knowledge of msults to practitioners, teaching by its .

very nature can do this only to a :Limited extent " The following table
(3) shows the perceived conflict in this area by the teachers in our

AR



Table 3 - . , _t

~ Perceived Role Diffuseness as Measured by Question 1

Frequencies and Percentages

S o o T
7 Conflict Scoms ™ - No. of Teachers’ . % o
" No respmse - - S | C2.4 J o
: ‘ 0 : , . ;
d ", Low ' Co10 -1 ‘
. - 1-2 . , ) ; - -
. ‘ ~ . y
MedLum ~ -, 2L 5L.2
3 . ' ) ' a4 - . ' /,’
Hgh - ' 9 , 22.0
; 45 ‘ - .
. + :
y L o J .
: o * Table 4 - - g :
. ! >
'Experienced_FRole Diffuseness as Measured by Question 1.
— = _ X
. o Frequencides and Percentages
L / ‘ '
Conflict Scores No. of Teachers R AR =
No response 3 . 1.3
oy ' . 0 . . - ’
" Low o T X X
. ‘. 1-2 ‘
) Medium - e VS © 3
3 ‘ K . . .
High | 6 5 S 146 . %
- " s | AR T
= . Y )
- ’ L. The experienoed con_f.‘]_ict on this aspect’ of Role Diﬁuseness seems
- ~ to be less than the Perceived Corif11et '(Table ll) ' T
o ~ The followlng are the results on the second conﬂonent of Role *.
L D:ersenesa as measured by ?estion 2: . .
B . . = T ~
v L C L \ ‘ . s 7 o L
b g . X S
. . . B . . . { v 4 .o . i o
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Anea A: Rale Diffuseness. Question 2. ~ "The’ teacher's work

requires a considerable input of energy yet fbr all {this, the teacher

ﬁ can never be~certa.1.r} of what has been accmplished with the pupils."
Table 5 shows the perceived c,onflict:. in ﬂﬁs a by the teachers

of our samle while Table 6 shows the experienced qaif’lict on the same’

A ]
item, . ] : . ‘ N .\

Table 5

Perceivedjple Diffuseness as Maasuredj Questidn 2 o .é

Frequencies and Percentages

Conflict Scores No. of Teachers‘a; %
No responseé S S 2.4

0 o S .
Low .8 Lot 195 T

) . 12 : , . ,"

Mediun | 17 | st
High 15 | - 3%.6

45 . ‘

Table 6

P

Experienced Role Diffuseness as Measured by Question 2

Frequencies and Percentages ‘ l‘ :
o
Canflict Scores No: of Teachers ' i
No respoase . | ;3—‘ C 73 .
Low ° ‘ DY A k1.5
' 1-2 ‘ ' ' o
SN IR 4 ) ‘
Medium, ) - 13 ; © 32,0
13 C : o o
Hgh -+ T / i
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v ‘The Perceived Roler Diff‘useness is higher than the Experienced -
) Role Diffuseness as indigcated. by/ the tables . Therefore we expe"ci:,to .
T find lower Perceived Role Diffuseness Conflict than Experienced Role ‘
Diff.‘useness Ccnflict when we combine the results of the two oomponerkts
as shown in Tables 7 and 8, ‘
(hce again the perceived level of conflict on Role Diffuseness
sSeems to be higher than the experienced role conflict in this area.
. ‘ . | Weshallnow'curntoAreaB )
Area B: Role .Vulnerabili’cy' Question 1: "The teachers s unlike -
' many professional pf'aotitimers, are sup,ject to a variéty af conf]_tcting ’
ofinions as to how one's préYessional work has to be carrled out." - The
k fol}.cwing. tables (9.and 10) show the perceived and exper:riencéd conflict
-onn this item. The 'percei‘}ed conflict is highér than the experienced
conflict. . , ‘
Area B: Role Vulnersbility: Question 2: "The teacher- is a
professioal practitioner but despite this, the teaclder is generally
- treated as if teaching were not a professional practice " )
P Tables 11 and 12 glve the r'esu]l.ts on this question. Once again

the perceived conflict is higher than the experienced conflict " We

\_/

" shall now see what the combined effect will be as illustrated in Tables
and 14, The Perceived Role Vulne'rability 1s higher than the

. Ex_perienced Role Vulnerability. .

‘ " We shall r?:w explore Area C, 9
€ .
.. " Area C: dareer Orienta.tion vs. Role Comitment: Question 1-

'

"I'o obtain promoéion the teacher must be mobile and 'gain experience!
yet the nature of the work requires a sustained relationship with

. : particular groups of pupils." . 4,

.
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The perceiveg conflict is higher than the experienced conflict

-

o this 'ais;;éct of Area C (Tables-15 and 16).
" Area C: Career Orientation vs. Role Camd tment :- Question 2:
"I.n this soc:tety which stresses 'getting on' it 1s becoming i.ncreas—
ingly difﬁ.cult for the teacher to stay ccnmit'ced to a particular
school." Perceived Conflict is once again higher than Experier_;ced

»

Conflict as shown in Tables 17 ahd 18,

= In the overall Avea C, the perceived conflict is higher than the

experieﬁc%po]ze conflict a.s shown in Tables 19 and‘zo-. [ - T\ .-
, vAreaDwinbeexa:}uneqnext."" " o
', AreaD: Values Conflict: Quest;Lon 1. 'f"ihe teacher-is'expected -
.£o maintain tradltional values ar:d staridards yef; at the same time

soclety in general largely ignores these values and standards."
A4 The Pércetved Conflict i3 lower for our sample on this item th .
contrast to the previous questions on the otgxer)'{%hree areas (Tables 21

, , : , . ,
“and 22). - , ‘ . : 3 —

Area D: Values Conflict: Questich 2. *“In a soctety which 1s
beeouﬂng skeptical ’anc‘i'p'ennissive,- it 1is incrjea'si'ngly difffeult for
6eagchers to maintain traditional. values and attitﬁdes ‘

The Perceived Ccnflict is slightly higher than the E:q:erienced

Conflict in V\‘t:h.is item and when the two questions am‘ conbined t:he pfr-
K {

ceived conflict and the experieneed conflict, for this area, are almost
* the same although the perceived conflict is f.‘el’c by 2 more teachers at -

a high level as. opposed t:o the experienced conflict (Tables 25 and 26).

L]

-
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Table 9

. . /
, . r . \
Perceived Role Vulnerability as Measured by Question 1

1

: ' ' Frequencies dnd Percentages
; Conflict Scores No, 'of Teachers . %

"~ No response \” ‘ 1 . o2,
./ 0 ’ ;"“ ’/5 .

s

Low - . 10 2.4
12 “ . . \)
. * : ¢

Medlum : 15 6.6 4
-3 | < /

High + 15

: R
£ y C A T
Table 10 -~

. ) ‘ ’ : o .
. - Experienced Role Vulnerability as Measured by Question 2-

" — . . Frequencies and Ifércentages .

o

Conflict Scdres/

s

No, of Teachers:

No‘rg,s;ponse - : 3 ' 7.3 °
0 - :

Low ~— 2 51.2
. . Medlm _ by ' 9.7
M -' ) .3 o -

’ r
4 .-
R 1
)
.
4 '
o N [
b e
.
'
. .
. 3
'
L[] " '
A3
\ ' . w
(S S
* A
- i -
P /I .
e . » k)
N ’ . - .
] .
' H)
" .
. ¢
s



| Medlum . noo. 26.8

a

Table 11 . v

" Perceived Role Vulnerability as Measured by Question 2

Frequencies and Percentages

-

Conflict Scores » No, of Teachers - ;_

A

"No answer, =~ - 7 ,’ A 2.4

ow TR YRS

‘19 . 4.3 "

« ¢ - " Table 12

Experienced Role Vulnerability as Measﬁregl by Question 2

Conflict Scores ! , No. of Teachers B £

No answer . ‘ ‘ 3 , 7.3
0 ! .
Low o ) 19 - _ .o b6.3
. 1;2 . ‘ ) ‘ . '» * -
Meddum SRR 8 . vw.‘i

Hiﬁl:s S 11 L 21,0

»
o -
.
N .
/ ~ ',
K
'
- ' ,r
. .
‘ } i
/ «
VA
. r
. ) ' oo, s
, /
/"‘»? \ ’
e B §
. . .
™ Ly °¥ . ‘nv"_ /
i ‘ . . . - -
’
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Table 13

.
/ .

, L ) Canflict Scores

No. answer’
0

Low
01-04
- Medium
£ 05-06

High
07-10
N\

Area B -,

;. . ' ' Fréquengie,s and Pércentaggs

No. of Teacﬁers

1

15'

19

el

Table 14

Experienced Role Vulnerability as Measured by Questions 1

Perceived Role Vulnerability.as Measured by Questlons 1 and 2

=R

2.4

14.6

36.6

46.3 -

B

o

| ‘ . Confliét Scores

No answer
¥ o .

' Low
01-04

' , Medium
. 05-06

07-10 -

s

Area B

Frequencies and Percentages

No, of Teachers

3

18

and 2
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ferceivea Conflict Career Orientation’vs. Role Commitment by
as Measured on Questicm 1

Frequencies and P%%rcentages | .
Conflict Scores No. of Teachers 11
. No answer 2 ; 4.9
0o - . , . , R
. / l :
Low | 17 ; 4.5
1-2 : ' : ‘ ~
Meditm | 14 34,1/
3 )
Hiﬁh . 8 ' 19.5
-5 .
v ’ v
J/
i - Table 16

Experienced Conflict Career Orientation va, Role Cmnd.t ment
as Measured by Question 1 .

/ - Frequencies and Percentages
Conflict Scores No. of Teachers 2
o .
No response - 4y . 9.7
0
Low . TR . 58.5
-2 . ﬂ . :
. ' I o ’ .
Medium 4 8 19.5
‘ 3 e . Lo N g . X
Hgh - . ': . - 5 S V-
ks L . e
M 1. ‘ . ¥ ,' \l .
7
S . i
’ ! )
! ’ M N *4
' [ [ N
s "
y \(

[

)y y
Y V-
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’ 7 © Table 17 - ’
Perceived CORFlict Career Orlentation vs. Fole Comrrltment
' \ ) as Measure& by Question 2.
. Frequencies and Pex:centages
7 " Cconflict Scores No. of Teachers 3
-No answer ‘ . y A4 9T
® N\ Low L , 22 ' 53.6
1-2 -
{ ) Y .
' Medium R 17.1
(, ' ‘ 3 Q. ‘ ' / . -
~y High . g . 7N 195
ﬁﬁ . u.s , . » » ) s ‘ ‘/ .
4
—~
‘I‘able 18 - -
. - Experienced Conflict Career Orientation/vs Role Commitment
L y . . - as Measured by Question 2 .
b Frequencles and Percentages '
_ Conflict Scores . No. of Teachers &
l . No answer 5 coo. 12,2
. O v , .
o w -V . 65.8
. 1-2 ) . '°v o
7 Medlun L6 | © 148
3. L ' : *
- High o S 13
- . B . ¢ u“s, ) R / o ) .
RO ' . -
b - . ; ’ - .‘/‘
& . .
\ /. & ~
’ ' ‘% ra i}
l ) B * ‘ i ‘
| v L
‘ ' /‘ \\\ ’

1




 Experienced Role Conflict Career Orientation vs. Role Commitment

a8 Measured in Questions 1 and 2

firea C
- ' 4
B Frequencies and Percentages”
; Conflict Scores No. .of Teachers %
No answer 4 9.7
0 . '
V. | . X
. Low” o . 24 ' 58.5
- . 01-04 S 4 :
Medium R T A 1
05-06 ( o -
. )/ ' High o, 6 c 14.6
' 07-10 S .
7 .
v ~. - S
. . r

-53 -
/ - . ol - .1
: Table 19 1y
 Perceived Role Conflict Career Orientation vs. Role Commitment Y\
D "as Measured in Questions 1 and 2 .
‘ Area «C
Frequencies and Percentages
% ' .
Conflict Scores . No. of Teachers z
‘ No answer 2 4.9
i ° : 7 . .
Low . L .16 : | ©39.0
01-0 ' ‘ ' «
A - . L
< Medium : - DU ' 34.1
; 05_0§ N ; R ' ' i
High \ 9 21.9
07-10 - b D . T .
IO . - Table 20
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Conflict Scores

- 54 -

Table Q.ME A
Per;ceived Values Conﬂ_tc,t as ‘Measured 'on-Q&:stion 1

Frequencles and Percentages
No. of Teachers

No answer ) . 2
o .
Low 10
1-2
Medlun - T
3 - C
-High 2l
b : \
Table 22 '

i
4.9

24,4

170:!-

51.2

Frequencles and Percentages

Conflict Scores No. of Teachers

.No answer 3
0 .
1-2 '
Medium h 8
‘ 3 '«\ !
' 18

Experienced Values Confllct as Measured by Question 1
7

s

7.3

29.3

19.5

7.3
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| Table 23
Perceived Values Conflict as Measured on Question 2

Frequencles and Percentages

. . Conflict Scores No. of Teachers. %
N o
No answe 1 2.4
) 0,_ '. N ’ a \v
Low - T 17.1°
: o l=2 VT
| Medium ., . .9 . 21.9
L3 ¢
- .’l ‘ / : ?
o2l 58.5
.u_5 .
. 3 ,
Table 24 ' -
PN ' 4 * N rd
J"J Experienced Values Conflict as Measured on Question 2
Frequencles and Percentages : -
 Conflict Scores No. of Teachers N 1
. (] . : o '
~ »No answer- 3. ‘ 7.3
0 o . /
Low S O - - R
\ 1,_'2
g High 21 . 512
u-s ' Q o ‘ . . toe
. / 'i
n/ ) - !
r ,./
/ \
| &/ | ) .
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- Table 25 °

Perceived Values Confllct as Measured oh Questions 1 and 2 ,
v R Y N . .

Area D

v ,Frequm'ucie:s aﬁd 'Percentages

Conflict Scores

No answer
0

-

Low
01-~04

Medium
o 05-06

High
07-10

.

-

No. of Teachers

1. A
6
11
/
23
{
{
Table 26

-
]
. 2'2; R
14.6
. .
%8 - . o
A

'Egperiencéd Values Conflict as Measured on Questions 1 and 2

Conflict Scoreé

No answer w
Low:
01-04
Medium . |

’ 05-06 -

High
07-10

Area D

7z Frequencles and-Percentages

No, 'of Teachers

. 3;
s
11
a
/)
-

7.3

146

26.8

51.2
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CHAPTER ITI ' /

TEST OF HYPOTHESES °

-

A- Experienced Role Conflict will be oo 'I‘me see Tables 3-26.
| fferent from Perceived Role Con- L
g \ 301: in all four areas \O‘f conflict g s ,
‘ ' undet e tion. Nbré specific-
\ , .
) o L
a) Expérfenced Role Conflict 3& e True: Each time experi-
‘Areas A, B, C, D, will be enced role canflict |
' different from Perceived (Tables 4 , 6, 8, 10, 12,
Role Conflict in Areas A, B, l 14, 16, 19, 20, 22, 24, 26).
N 7 c, adD. \' L s Jower than percelved
( < o - S .Role Cox.'xﬂict_‘(Tables” 3, 5, \
| | 7,9, 11,13, 15, 17, 19,
iy _ ' - - 21, 23, 25). ‘
~ : b) The teachers in our .sample v ) Not tme:‘ In all a:ne‘as,l :
' will experience more conflict . ~. Perceived-Role Conflict
in ali‘areas (4, B, C, D) was higher than Experfenced
- * " than they percelive. ‘ ' ‘Role Conflict. See Tables. "
| | : B 3 - 26.
( B Conflict (Experienced and Per- In general, true: Results
i o U _ celved) will be differe'nt for - . - for Areas A and:B are more
' Areas A and B as compared to | | ‘ cd;parabie/ than results for
/ ‘. . he -
- 57 - '
. y .
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)o Conflict (Experiénced ar{d Per- ' : Areas C arld D. Area C*. ‘
ceived) in Aress C and D. More' ~ 1is.the lowest confIict
) \ys;eciﬁ.ca.lly:” . o area while Area D 1is the K -
\ : ‘ s highest conflict area
" - , ' (see Tables 7, 8, 13, 14,
o 19, 20, 25, 26).
a) .'l’he’ Conflict Expertenceddn _‘ Not .true: Area C is a
. . Areas A and B (Role Piffuseness 1w Experienced Conflict
" .and Role Vylnerability) will be ‘ Area; Experfenced Conflict
less than the Conflict Experi- /.m/Area{\c is lower than
" enced 'in Areat;, Cand D (Career. ° Kxperienced Conflict in -
, . Orfentation versus Role Com- ' ’A:\]'eas A,Bor D. Area.D "~ ‘ |
| - mitment and Values).® \ 1s the highest Experienced ' o
‘ o Ccnflic‘t ares.
L | b) The Conflict Perceived in Areas Not"'vrue: Perceived Con-
g " A and B (Role Diffuseness and . -\‘fli____c_:_ti 1A Areas A, B and D
/ ' Rolé Vulnerability) will be almost is higher than 'in’ Area C,
| | the séme as 4f Areas C and D \ : In these terms , the follow-
(Career vs. Role Commitment and. - ing is the classification
« Values). o ' by area from hlghest in
) ' Perceived Confa.ict to
‘ / ™ lowest in Perceived Can-- |
| | . fliet: D, B, A, C.
. y o | “
. | ) ] . . | \-:
5 P ' h\
| / ’

- B o am e o e e
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The area of highest Perceived Role Conflict for Grace's sanple is

Area C: Career Orientation vs. Role Commitment. This is t}\:e lowest
. area of Perceived Role Conflict in our sample. The three other areas of

perceived role conflict have produced very similar results for both our
study and the study of Grace (Table 27) As far as the personal experi-
" ence of role conflict is concemed the Montreal sample has, overall,
higher experienced conflict than the British sample. F\n'thermore s
although the highest experienced conflict is in Area. D f‘or both samples,

(
’che Montreal sample experiences this type of cogflict (Values) more 'chan

the British sample (Table .28)-. . ‘ ‘

’ Corrpa.riscn of Our Resul’cs with Grace's Resu.l’cs

- We shall attempt to campare our resul'cs to those of Grace area
by area. | ’ - '

. L.- Ared A — Fole Diffuseness. The results obtained.are very simllar
for both' studles, There is in eaclc case an indicatioq that approxim-
ately 35-40% of’the teachers perceive this to be a.'poslsible area of
very high conflict Furthemore, :Lq actual fact 26-30% of the “teachers
do experience this conflict at ajhigh level. Lack of knowledge about
goal achlevement is at the basis of this type of conflict; measures
should he taken to improve evaluation methods for goal achievement or

' teachers should be pr'eparedl, in teacher training courses, to e:cpect and
accept this fact as a cb;racter;tstic of the profession. .

2. Area B — Fole Vulnerability.''The results obtained in‘this area are
very similar for the two samples, especially as .far as the percelved '
role conflict is cor'lcemed.' In the Montreal sample, 10% more than the
'Eritish teachers experienced this conflict at a high level. This con-

flict.is the result of camunity or organization expectations of the
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,Q “M
/ , ' Table 27 T

Perceived gﬁortance of Role Conflict — C%ﬂ on Between
Grace's Results (N= and the Results o S ail)

(Results glven in percentages)

a

Our

Orientations

%Low represents the cases shown as medium and low in Tables 3-26.

A" , ¢
’

. Grace's No .
Results Results Answer
Lenigth of , —
Conflict Area Conflict High Low High Low* )
1. Role Diffuseness B3 647 3.0 586 24
2. Bole Vulnersbility 73 52.7 46.3 513 2.k .
. . ! R / o
3. Career Orientation - ’
'vs, Role Commitment : 64 36.0- 21.9 73.2 4.9
- , L .
4, Divergent Value ‘ ‘
Orientations 63.3 3.7 58.5 39.1 2.4
®Low rfepresenté the cases.shown as medium and low in Tables 3-26. N .
-Taffle 28 - % :
Extent off'ifersma‘l EJggériénce of Role Conflict -/Coirparism
Between Grabe's Results (N=150) and the Results of,This.Study -/
' i © (N=4]) ‘ T, '
(Results glven In percentages) _ TN
- oo \ .
S Grace’s Qur No
- - Results - Results Answer: °, ‘
. ' Length of .. p ‘ =
Conflict Area JConflict  High Low High Low® S~
n s / ‘
‘1, Role Diffuseness ' 26,0 T74.0 29.3 63.4 7.3 - - -
r ‘ N T
2. Role Vulnerability . 2.0 78.0 3.0 ‘ 60.7 7.3 - .,
4, Career Orientation 4 I .
- vs. Role Commitment 26.0-. 4.0 14.6 75.7 Q7
/ . - -
4, Divergent Value . L '
36.0 64,0 51.2.: 41.5 7.3
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role nmning counter 'to those of the role occupant. It is expected trxé.t
"Ehis type of cariflict will be higher in situations where the profes-

PN

sional oz'imtation of autenaw and qua.l.ity may clash with bu:emmratiq'
'requirements of unifomd.ty and routine An exanple cited alnea.dy 18
when external’ agenciesx,s such as govemments commmity, and parent-
gmups put presswre on teachers'and criticize tea.chers ahd teachins
methods and give\their opinion on hov, and what’ t;ea.chers should qr
could do. . This was’ indeed the case in our sample where wnim positiens .
Vand recently ‘announced govemment policies were putting mcreased ’ :
pressures on the teacher as an- "mdep&ment" professional. One could
nave expected even higher levels of expe.r'ienced role wﬁxlnerability for

>

a hi.g;her number of teachers in the Mmtrea.l sample. -

P 3 Area C — Role Commi tment - va. Career Orfientation. The conflict

b'Sngested in this area 1s between the widely held belief that promo-
. tion went to the "nnvers" and the wide]y held belief that teachers w
should show loyalty to schooi ands {ts Qupus This. is n& lowest area ,
of ccnflict both perceived ‘and expe;ienced for our sample, while it is
the highest area of perceived role conflict m the Br#ish sample. .. .
" Bven 1n the British sanplé the experienced conflict is not very high,
For the pUI‘POSes of this study, an mderstanding of the Quebec teacher’
Jobmancetmyexplainwmteachershemdonotpemeivethisasa
' xraJor role conflict area and do not experience it as a major conflict. k
The structune of teacher salary scales . is such tha.t adfranoement is ' '
: ’ automatic based cfn experience and number of years of scholarity There- "
'fone since the salary scale 1s,vas a rule, much more favourable 1n CoF
teaching than in the othen professions t;su which teachers may aspim and
‘sinég realiitiea.lly\, the teacher market is a closed e, di.vergent ' .

“ | S
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loyalties 43 not. tanpt teachers very nuch ° .

u; Area D a— Divergent Value Orienta.tions 'Sixty-three percent of
'Gra.ée's 8

this is the area of hishest cbnf/? for both groups. Changing

value systems crea.\e “this type of conflict. Thzfs is true \for.both
societies, Hmever, since Quebec necently went through the "Qu,iet "o
Revolution," and since the nature of the Montreal Soctety, ls béconing ‘
‘inweasi.mly mlticultural the potentia.l of this conflict and the
persmal experience of such cohflict are to be expected at high levels
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CHAPTER IV | T
CONCLUSION / ..

Society thrives on change. .
Individuals thrive on stability. (Wilson, 1975) y

n‘“ - ¢ 8 e future of education lies in the ability of future generations |
, to live. wit t inplications of‘ this paradox.

. ' . Answers\or solutions to the ever-increasing role ¢ f‘lict in
teachers do not le in programs of re~oriehtation, pre tioﬁ ;*et?ain—
in.g or in an ongoj,ng monitoring of actual consequences aldne, since
these are extemal procedures, that is, these are 'intervention mechan-

( . T lsms that are imposed from outside the indivjdual. Also, these changes.

~in today's society are so rapid and varied that answers to problems of

« - role conf}_ict today may be obsolete tamorrow. The answers and solu- X

LS c NI
. tions lle in preparing individuals (in any walk of 1life) to adapt to

; . and "o accept changes in the new society without lo§1ng' a feeling of
the worth of 1ife (Goodmen, 1956). It 1s by acquiring skills or
internal coping mechanisms that the individual will make a more healthy

' aL;J ustment to everyday 1ife.””
The need for coping mechanism becames more urgent as change

becomes so rapid, that adjustment cannot be left for the. next genera- .

4tion. It 1s the inabiii—by to ady ust to and adapt fo change 'ghat" breeds

conflict. Unresolved conflict may have a number of consequences. Some
may initiate change but'others may irﬁ.tiate retreatism (Grace, 1972;

S o {63- A
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Wilson, 1975; Musgrove and Taylor, 1969).
., Areas For Change '
Areas where coping mechanisms are indicated are (1) in &eacher—

| ‘ fraining colleges, (2) in the role conceptions of teachers, and (3) in
' teaching institutlons and their general educational &lms.
Our edicaticnal instituﬁiops: teacher colleges and teacher t('olés
should undergo a change so that they may be feasible, tenable, and |
préctiéable in the fiture. Schools and teachers have often lagged

| 3

behind in accepting and inplementing change brought about by technology.

l ‘Teacher Colleges Teacher-training programmes still function on the

] ’ : traditional concept of school, 1.e. school as the place where one ean
and must g to learn the 3 Rs. The teécher training programmes could
train Yeachers to acquire the ability or the life gkill to adapt ¢

" éhange and be realy to adopt change. A word of caution I feel 1j

. }necessa,u'y here: we must keep ‘in mind that alongside new techniques we

also ou‘xght tqQ teach t_he ethical implications of Qhefr possible uses

o and mibuses (Cipolla, 1969). | 1,

Another important responsibility of t:acher training programes.
1s to educate that part of soclety which takes an a’c’qive role in -
decision-making. Historically, the teaching profession has been the

~last to be consulted when changes have been plarned in sch/ools. Many
propoésed changes are not gl.ven caremi consideration for all par'c.ies
1 : ‘ mvo],ved (Grace, 1972) The teacher, after' the fact, 1is expected to
| 1n;31errent the change. It is also ‘chought by marw teachers that the
\ Lo gie.cisions taken are primrily for economic and political reasons

| . (Cicourel and Kitsuse, 1963; Entwistle, 1977). The welfare of the

o

-+ individual is of little value or consequence (Illich, 1973} Lloyd, 1972).

5
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- and of mediocrity being the norm,
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For example, during ‘che 1980 Q.AX.L.D. Convention, Dr Denis Lazure,
the Quebec Minis’cer of Social Affairs, ta.lked sbout /the integratiop of Y
spécial education students into the regular ‘stream. The te?chers ~ ) )
involved were not asked but were expected 'to fit in' witl;x the new blue-
print that lwa.s decided for them and for thelr students. / ‘
‘ In the teacher-training programes, novice teachers are not.pre-
pared for the real-life classroom and its r'espmsibiiities; for exarrple,‘ E

camputers p%,acing and promoting students even if they fa/il in classwork

2. Teacher Role Conception. The nature of tea
must realize that edgcatim in an Industrial and te
advanced soclety 1s radically different. ’I/'he emphasis must be 'on how
to! rather than 'on what of'. Since 1its beglmning, teaching has been
insular in character. Teaching seems to isolate teachers (Willower,‘

1969) from ithe world and other. It has protected teachers

protector. Unavoidably, the waves wnrest and change in soc:lléty out

side the classroam have entered: the classroam. The teacher no longer
has abs‘;)lute au}:hority. ‘The new intruders mass medla and technology,
are threatening and challenging the authority of the teacher and are -
thus causing teachers to be more insecure and to feel rcle conflict. ‘ R

The increased role conflict.and insecurity is expressed by teacher

/‘malaise; by dissatisfaction and by strikés. A word of caution is

" necessary here. "We are S0 bemused by the, ineidences of technological

- change that we mistake 1ts manifestations for slgnificant alterations

in the whole pattem of,our living" (Jeffries, 1967). In pursult of
. b-" N '. (a

.y \
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technologleal and econamlc galn, the Individual's rignts are forgotten,
/ the Tights of the humen being are ignored (Grace, 1972; Wilson, 1962). 4

The change that is indicated in- teachers should be a mental pre-
paration to /accept ‘this’ change ‘ ’ '/>

Changes in the role of the teacher could entall a change in the
purpose of teaching or the philosophical aspect of teaching. The 4
origin of tedchix;g is moral and teachers think of teaching as a moral >
responsibility (Goffman, 1967; Denizen, 1977). Teaching was thought of
as an attenpt fo instill in the child 'the fear of God' — teachirl hin
right from wrang, and making him a good citizen (Wilson, 1962). It is
‘interesting to note that from its inception the proper purpose of
schools and thus of teaching, are amblguously stated in broad terms; .
for example, the purpose of teaching wes td "educate the‘/ child to hiai;
fullest potential and capacity" (Willower, 1969) while t?he general role
of schools was the equalizafion of veducationai. opportunities especially -
in a society where status ami class difre\r\'ences are still oper'ar{t

(Taylor, 1969). 7 L

Mass media and technology are competing with schools and teéacher's

role. The child is in school fram 9-3 but is under other influences the

i'est of the time. Teachers no longér influence their students;like in
/old times;." Teachers are 'losing prominence in the child's. scheme of’
things' (‘I‘aylor 1969) "

The question to be ralsed here deals with the morality of these

L] 7

technological innovations: can computers instill the sense of right and

wrong? The answér, depends whether teaching today 1s still a moral
/
responsibility or not. This debate is another subject all;d&ether/

x : qud it be that the lg_ey to teacher role conflict reduction may
o Al
o ) N
, ) . » '

i

\
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RV here? That is in thé moral overtones of the teacher'sirole. Maybe
teachers and soclety should no %:nger think of teaching as 'a moral
« r'esponsibility' 'Teaching should probably be viewed within the total
context of today's changirfg society 3 with 1ts new technology and new
. mora.]i.ty ‘ ) '
! | ‘ " Thus, one itrportant coping mechanism mé%be the clarification of
. teacl';ar's role. For teachers and in education, conflict arises when :
L the age-old role' of teachers 1s being questioned more and more stropgly

X ..
) ! . i
and -visibly. The teachers expect and think they deserve certain cere- Coe

monialj rules of deference and demeanour. Thesé rules. are the butlding
- /blo of the interaction between teacher and student (or of society a?
large). The role conflict of teachers is j'_qc:r‘g\asing because these N -
bullding blocks are turbling and teachers are thus beginning to feel
vulnerable. Floud (1962) has suggested that teachers must abandon the
missionary or}entatim a;d adopt the gocia.l worker orientaticn if they
-3 | want to be effective in modern society. Teacheré must change their L
- DR expectations. Teachers“mst be aware that change in our soclety has /
o ' . éhanged codes and values of our,seclety. The coping mechanisms heré. /
| " 1s for the teacher not to ekpect §;:udents to have the same values that )
he/she has (yet thls does not mez'an_ that in his/her classroan the teacher

} must not expec;.: a certain code of behaviour., This code is very personal ,
L L and varies from teacher to teacher). Another.\ coping mechanism for the

| ‘ . teacher 1s not to feel @ty_ and blame himself /fota.lly for failires of

‘, | ) his students. Soclety must not blame the teacher's personalii:y and Q von :
- ,,‘g\character shortcomings and weaknesses for the failure in teachingcand to.

expect teachers to change their personality if they want to teach
] (Edsercm, 917, oo , ' .
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' [
It is time to search outside the teacher's persalite( for

reasons for failures. For too long now, "teachers have been blamed for

_ ) *  falling illiterate youth ancf'encouraging their alienation. I believe
that the failure is not due to teacher inconpetence, bLy to the fact
that Educational systems have pushed the teacher too far into the .
.shadows and brought the pupils into the centre of the stage '(Grace,
1972); all this is mald.ng the teacher's role more confusing and varied,
f/f‘use and 1s taking away his professionalism and confldence. ~
o Teachers should be brought into centre stage and be treated as sigi-

I

ficant actors on the stage of the classroom (Grace, 1972) and of the

educational decision making.

<
Y The conflict in teachers will increase as governments and school

boards implement more and more cutbacks, thereby reducing teacher
‘autanomy. ’I’his'seems to be the trend for\the 80s. We must \gry to arm
w the teacher with coping mechanisms to help reduce conflict,

~

Education has failed, says Bantock (1963), because it failed to

e e
i Vlded. Schools have ,failed because they are instruments of pO’l{_‘Lcy

provide the moral and cultural strength that the folk environment pro-
. 3. Teaching Institutions and General Aims for Education. Changes for
y q‘ ; | education and teacher r/ole cciuld probably take the form of changes in
‘ the educational alms., Instead of school being a place where academic ,
P - knowledge 1s taught, maybe Bthe hidden cwrriculun (the irrplicit) should
P be brought out into the open (Denzin 1973; Got‘fman 1967) to emphasize
its importance, and make the explicit cur'riculwn of secondary

:anortance, in otheér words, reverse the present trend. Today, science

{

e N

rather than a vehicle of culture (Bantock, 1969; Masemann, 1976). .

and technology dominate the educational field (Entwistle 1977), social ,

{F
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. values and conmitr;gnts are ‘relegated to the hidden curriculum and theréby
considered of secondary importance (Becker, 1968)‘.' After all, is it not
more important to know how to say rather than ;rhat/to say and what. to
know? We must practice and tddch the art of living together; i.e. ¢or-

porate living (Hargreaves, 1980), in harmony once again. The question

for the decision makers could'be: what should the aims of education be?

\ N

s et

‘I'Qe fransmission of acadernib'explicit culture or the social implicit

- culture? ,
v T According'to Bantock (/1963) "most of v}hat is -learned {p schools

" beyond the practical benefits of literacy ... that ability to read and
\ write 4.. the modern Vworld.d‘emarids appears to be an umecessary burden."
J This holds especially true with today"s computers,

N

* ) The success -Aof d& change lies in the chan;e taking plade at its
) | rootszzor source.. The concept of irit_érdependencé of events, people and
R thir;gs is important here. If we want teachers to teach, students to
learn well, society to have well-prepared and ad,jugted youth, schools ’
andu décision mak;ars and educatiocnal &ns must change. The educational
. institutions must serifusly re-assess their role and responsibility not
— only to their stu@ents ‘but also to thelr teachers. Maybe.it is by
qhelpj.n.g the)teacher reduce role conflict that the schools can truly help
thelr students. It must be realized that for change to be effective or .
suc'cessﬂil; it must accompany probable consequences to .the teacher and '
~ ' the‘ihdividuals involvéd in the change. |
‘Educational programs must be revised and reshaped to meet .'crtxe
rieeds of the times, to accommodate today's world and allow men to better
. ’ imeasure and master today's total life environment (Lloyd, 1972; Illich, <

- ©1973). Educational prograns could view socialization or schooling as an
AV ’ . \ A

’

<

I3
~ s
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interaction proceas where the child and teacher a.m an active and'equal'
member ‘in.society‘ (Car],tor;, 1974; Henslin, 1973; Becker, 1968; Mackay,
1973; Mehan, 1973), rather than one manipulating the other (Dreitzel, &
1973). Both parties should be seen as participating in a system of

actlion depends on the realization that ane's behaviour has an lmpact on
. . ES

other pecple. Future educational pm/gram must consider giving instruc-

tion s in how to 'make the grade' or how to work in the system ®nd how

- to function in a bureaucratized institution or culture, These have much

greater lmpagt on the lives of students todayAthan§do the academic
institutions or culture (Masemann, 1976; Bécker, 1968). What is

R ———

apparent in our society is that students are being trained to deal, to
same degree, with the.demands of the technologic_:al requirenents of
_soclety, but are unable to deal wlth the personal demands that this

technologically advanced soclety creates. This may be another source

- . of conflict for the teacher, Maybe the movement .of 'back to basics'

should not be' back to teaching thie basics of grammatical rules, e
(exampre, but back.to the rules of conduct, rituals of deference and
demeanour, Edqcaticna.l ex;er'iences should be an opportunity wherg the
student learns to know himself better and to lndw how to deal with
L himself and the wérld more adequately (Becker, 1968). s is a coping
pmechanism that teachers should be trained in, ih teacher training pro-
grammes. - | ' | ‘

To sum w: teachers need a revamping of their role. Maybe’
schools must be» viewed as temporary places (Goffman, ‘196'7; Denzin,
1973; Carltan, 1974) where students come to acquire the' soctal (implicit)
curriculum, more thamthé_eiplicit currit_:ulwn, It is~i.r{ schooling
. \

¢ . ! ‘

J

A

\

' "neciprocal role expectations (Bidwell, 1955). The outcome of the inter-
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(formal as well as informal) that rules of conduct which are tools or
‘ﬁrviving techniqfés or coping mechanisms are trahsmitted from genera-—
ﬁ;ton to generation for the perpetuation of that soclety (Spindler;
1974; Spindler, 1963; Singleton, 1971).. In any event, to reduce role
conflict, the teacher of the fourth quarter of the 20th century §hould
be fiexible, self-assured, able to adap’c to the requirements of the .
new: generations and society and yet confident enough about his. own
ideologies as he adapts them to thegsociety of the Elst century.
Although my r;esearch ;nay'have sane limitations such as the sample
being small , sore questions in\fali;iated by tho\_sey who felt tfi‘eg@?ﬁ

their Job insecurities (and especially in the present situation of

pupll population reduc‘cion which has \de to teachers be:Lng placed In
Surplus Pools), it 1s a step towards understanding the role conflict
that ‘teachers experience. It#élso gives a hint to the direction that
schools should take 1if they want to understand their personnel hetter
for, the sake of better interaction. . ' ¢ P %
'Iherefor'e this last chapter should be read with these, ldmita~ .
tions in mind. The different suggestions for the education of role
conflict do not necessarily stem from.the case study "nor'do the con-
clusions advocate the :LGp;l.enentation of the altern?.tives suggested,
Rather, the conclusion chapter should be read as a. series of refle.cf
tions and su@esti;'ns tc:ward, f‘u;*thermesearch to better éxplain the
complex' organization of school life and the intricacles of int;efaction_
in the classroom and between teachers and the different other actors

X

%y
in the dally life ofthe schocl.

o ad

g
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Q. 3. In thé space provided below please discuss at some length .any
one of the previously mentioned problems or any additional ones
.that you feel are important in your everyday life as a teacher,

a
)
-

Q. 4.. In this question a number of statements about teaching are pre-

~ . sented, Our purpose is to gather informaticn regarding actual
~ attitudes of educators concerning these statements. You will ,
" recognize that the statements are of such a nature that there '

. no correct answers., I am interested only ih your frank -
- Mg them. ¢

L

N

Foflowing are twenty statements about schools, teachers and

0 ' puplils, Please Indicate your persepnal op:l.nim about each T
L , statement by circung the approp:d.ate respanse at the right of .
, . the.statement. % o
- ‘ . = 9w -
e s . . , § ' § B b bfg '
Q’u’)‘ . ) ) . ‘a ’ @Z‘ “('D g *
TR . ; .sA. A U D D -
. 1. It is desirable to requ pupils N e
SN tositinassimedae&tsduzdng ‘ ' o
I assemblies
¢ » . ) . ' . . oL .t
x 2. Pupdls are usually not;Cgpsble of -~ . . o
e ' solving their problqm fiﬁfough e ‘ A oL ' .
, v logleal reason.‘l.ng 2 o < , ‘ L
. . < '\" .-
. .37 Direct gtic remarks toward - U IR
.. - adert up;L is agood dis- - . N R
g .. ciplinary tec}'mique. o , - a .
v . A . '
© 4. Beglming teachérs are not likely . . 3 . A
, . to maintain strict enough eontrol .. ‘.t Lt -
\ over their pupils. : ‘ (; o \\ S ;e . ')
B ’ . v ¢ . »k i'lx."_ o ) - /\_' A"; - ‘)‘: . ~'
s ' Pt o et e L STl
. . o L i I . . . . .' ) "- . . o ,‘_‘c.p"‘f.', _-“‘\\“ .
’- ke ! e T * - 5.
. W , LR I
! / -+ & “c*%" A : i T .




13.

1

| 15.

-+ are criticizediby thelir pup

It is justifiable fo have putils.

.application o e 3 [\

. leads them to become too familiar,

“\_/

< PSPTOSPUN

Teachdfs should consider revisién " I -
of their teathing methods if these : : o s

The best principals give unques- .‘
tionable support to teachers in . . o v
disciplining pupils, . : ’

/ ' v ’ .
Pypils should not be permitted to o v
contradict the statements of a :

teacher in class. . ’

learn many facts about a subject - isj'
even if they haVe no immediate

Too much pupil time is spent on . : o oo J
guldance and activitles and too . . S o
little on academic prep. S

Being friendly with pupils often . PR '

Tt is mére important for pupils - o L
to learm to obey .rules than that . :
they make their own dec}sions.

Student governments are a good - . A _

"safety valve" but should not c ’
have much influence on school L - C
policy.

Pupils can be trusted to work . : ‘ - " : *’

.together witBout jupervision. o o . o

Ifapupilusesobsceneorpm-— T P /

* fane language in‘school, it must®” L : . -

be considered a moral offence. \ .

v &

If pupils are allowed to use the = - , C ’ /2,
lavatory without getting pemﬂ.p—— o - L s
sion, this privilege will be | ‘ T T

' abused " ' e
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16.
17.
18.

190

- 20.

s
.

:
\
cf

A few pupils are Just young “’;
hoodlums and should be treated, ¢

accordingly

It; is often necessary to rerm.nd ﬁ
pupils that their status in .
school differs from tha‘c of
teachers.

A pupil who destroys school .
material- or property should be
severely punished. \ bd

.Pupils cannop perceive the '

difference between democracy

"and anarchy in the’classroom.
Pupils often misbehave in order

to make the teacher look bad.
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Q. 5. Listed below are 24 goals for education, Please choose eight of
these: four most important and for least important goals as far
as you are concerned, { .
1. Develop capacity -for action_based on knowledge.
2. Develop a pride in our work and in our status in life,
3. Develop.a sense of group solidarity.
4, Learh to respect and to get along with others.
5. Develop skills for continued leaming.
] 6. Learn how to manage informatian.
\ * 7. Develop skllls of self-exploration.
c 8. Le:g: the rewards of good citizenship. ’
r 9. Learn to use leisure time effectively. ‘
. . 10. Understand the changes in the world: =
y R S Undepstand and practice democratic principles. -
12, Understand and practice family living skills.
13, Develop ability to trust our own ,judgement
. 14, Develop skills for innovatien.
o7 15, Iearm to manage money and other resources effectively.
. 16, Understand and practice ideas of health and safety.
L : 17. Learn to cooperate with people holding viewpoints which
. differ dom ours. \ AN
' 18. Appreciate culture and beauty. .,
- -19.. Develop self-initiative, ’
20, Develop an abiding set of spiritual and moral values,
21. Recogniz#land accommodate the differing needs of others.
22, Accept our own shortcomings.
23. Learn to accept the authority of people in positions of
responsibility.
) 24, Learn about and understand the .‘upterdependence of people.
~N v I consider the following goals to be the four most important
goals: 1 <
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I consider the followling goals to be the four least i.mportant‘.
goals: 1 S
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& 6. Although teachers have to concermr themdelves with many differe;/l/
things in their 'jobs some teachers emphasize certain things more
. than others., We would:.llke t which cne of the following
. four types of teachers you t best describes you at ppgsent,
when you first started your,career, and which one would be your
cho!ce if you ‘had tolopt for another style:

The foun 'ceachihg s‘cyles ‘are as follcms
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