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ABSTRACT,

This exploratory study was designed to investigate secondary
school teachers' perceptions of pupil disruptive behaviour in the
classroom, and to classify teachers on the basis of their beliefs
on classroom disciplines In order to do so, the study attempted

)

to answer the following questions:

l. To what extent is length of teachins experience a
factor in influencing the teachers' perceptions of

pupil disruptive classroom behaviour?

2. Is there a correlation between teacher's sex and

perception of pupil disruptive classroom behaviour?

3e What kinds of beliefs do secondary school teachers

have on classroom discipline?

The study was undertaken out of the need to make known the
pupil behaviours which teachers, working in impoverished classroom
conditions, perceive as seriocusly disruptives Since such behaviours
have a bearing on curriculum implementation and if Yierarchically
conceptualized, they could be of practical and theoretical value

te teachers and educatien policy makers,

The study was also prompted by the need to fill an existing
gap in literature as no study of this nature, focusing en classroom

discipline problems has been done in Zambiae
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A questionnaire was administered through personal contaéts
to 200 randomly selected teacherss In order to have a representative
sample, 25 percent of the teachers in each selected school were
chosen for the study using stratified random procedures on the
basis of length of teaching experience and sex. Four categories
of the 132 respondents were obtaineds The perceptions of pupil
hehaviour were compared among the four categories of teacherse
The Kendall Coefficient of Concordance (W) and the Spearman Rankw-

Order Correlation Coefficient (rho), were used for this task,

Presented below are the major findings of the studye

le Teachers perceive pupil behavieurs in a similar way
despite differences in length of teaching experience

and sex.

2¢ An overwhelming number of teachers hold Interventionist ov
Authoritarian beliefs on classroom disciplines These
are beliefs considered to be educationallyundesirable
and not in harmony with modern theories of classroom
discipline and learning. It was inferred from the
first finding above that no specific behaviour is peculiar
to one category of teachers. Teachers appear to experience
common pupil disruptive behaviours irrespective of their
length of teaching experience, sex and beliefs on classroom

discipline, Based on the agbove findings, the following

recommendations were made,
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That In-service training courses for teachers with many
years of teaching experience should be instituted 30 as
to expose them (the teachers) to new ideas on discipline

and learninge

That the Ministry of General Educstion and Culture should

embark on courses for selected teachers in each school,

in Counselling and Guidance.

In light of the lindtations of the study and based on the

ture of the findings, recommendations for furier study were

madee
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CHAPTER I

INTRODUCTION

It is generally acknowledged that since iniependenco in 1964,
Zanbia has experienced a great upsurge at all levels of education.
For example, great expansien of both primary and secendary levels
of educatien can be seen ®y looking at the numerical increase of
pupil enrolment figures. In 1964 there were 378,413 pupils enfolled
in primary schools, this increased to 1,041,938 pupils in 1980, The
increase at secondary school level was from 134853 puplls in 1964 to
94,771 pupils in 1980 (Planning Unit: Ministry of Education, 1980:l;
Ministry of Education and Culture Annual Report, 1982:50-60)e
Because the study at hand has to do with some aspeéts of secondary
school teaching, it may be necessary to provide a brief background
to the type of personnel and general conditions prevélent in Zambia's
Secondary Schoolse It is assumed that such information will bring te
light certain factors which seem to have a great bearing on the

quality ef teaching and learning in Schoolse

First, about the personnels Until very recently, Zambia largely
depended upon Non-Zambians for its'teaching forcee Stannard (1972)
cited in Lungu (197837) reported that NonmZambian teachers in secondary
schools came from 35 countries in 5 continents constituting 90 percent
of the teaching ferce, Of these 50 percent were Britishy 15 percent
were Indians, 4 percent were from Canada and the remaining percentage
came from other friendly countries in EBurope, Russia and other African

countriese

Thus, the secondary school teaching force has tended to be
heterogeneous in its backgroundes In 1980, however, the Ministry of

Education and Culture reported a marked improvement in the staffing

—la—u
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of secondary schoolse This is particularly se at junior secondary
school level which is almost completely Zambianised (Ministry of
Education and Culture Anmual Report, 1982), According to the report,
the total teaching force in all schools excluding the private ones was
estimated at 4,127 in 1980 (po64). Of these nearly 60 percent are
Zambians. The Educational Statistics puplished in)1982 by the Planning
Unit of the Ministry of Education and Culture do not indicate the
distribution of teachers by sexe For this reason, it is not pessible
to provide any figures regarding the distributien by sex of both
Zambian and NonwZambian teacherse However, the 1969 Statistics indicated
that there were 2,071 teachers in all Schoolse Of these, 1,878 were
Non-Zambians, consisting of 1,224 males and 654 femaleso On the other
hand only 193 teachers were Zambians, of whom 150 were males and 43

females (Planning Unit: Ministry of Education 1969:58)

Second, the prevailing conditionse Zambia; like any ether
developing country faces a mumber of problems in its effert te provide
education at all levels, For the purpose of clarity, these problems
will be treated in two sections, The first set of problems relate
to environmental conditions under which teachers work in schools in
general and in secondary schools in particulare These can be briefly

stated as follows:

1) Heavy teaching loads and large classes due to the shortage of teachers
generallys The official optimum class size has been set at 40 pupils

fof Junier level and 35 pupils for senior levels But it is not unusual,
due to the shortage of school places, for a teacher to have 45 pupils

in classs This makes it difficult for the teacher to give personal
attention to pupils; just as marking of pupils® work becomes burden—

some,
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2) Large Clapst s G T Swsi Y, ?ET???é%jféféing.

3) Lack of materials, books, equipment and supplies have had
disruptive effects on teachers and pupils (Ministry of Education
1977:64)« The problem of lack of materials is so critical that pupils
have to make de with old broken desks or resting their books on their
knees (Ministry of Bducation and Culture:1980 Annual Report, 1982:15),
Jackman (1977) has observed that it is the Ministry of Education
policy that a fair teaching load is thirty forty~minute periods per
week per teacher. However, this varies from subject to subject, from
school to school and from region to region. Some teachers may have

as many as 35 periods while others as lew as 20 periods a weeke It
can not, however, be denied that heavy teaching load is a serious
problem facing teachers given that most secondary schools operate a

40 period week time table:s eight periods per day, five days a week

(E11iet, 1972).

The second set which in the opinion of this researcher is
logically connected with the conditions deseribed above deals with
pupil disruptive behaviour in the classroom, Given the conditions
under which teachers work in secondary schools in Zambia, this
researcher became curious to know how teachers cope with the problems
arising from pupil behaviour in crowded and insufficiently equipped
classrooms? As a general question, how do teachers interpret pupil
behaviour in the classroom? It is such general questions which prempted
tlie researcher to explore secondary school teachers® perceptions of

pupil behaviour which they consider disruptive in the classroom.

The background to the problem.

For g long time the establishment and maintenance of classroom

discipline has been accepted as one of the important reles of a teacher.
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Unless and until policy making by educationists concerning problems
faced by teachers in the classroom is based on research findings,
the teacher's crucial function of bringing about high quality classroom
learning may be shaky and -ineffective. Teachers have to control
pupil disruptive classroom behaviours Their perceptions of pupil
disruptive behaviour and beliefs on classroom discipline may partly
become sources of our answers to the problem of classroom disciplines
Though classroom problems are common in both developed and developing
countries, it would seem that they are worsened in developing coumtries
by the conspicuous existence of a constellation of impoverished
environmental and personnel conditions as shown earlier on by
examples in Zambian Schoolse, Teachers? perceptions of pupil disruptive
behaviour need to be known so that those concerned with improving the
quality of education in Zambian Secondary Schools may begin to base
their actions on research findingses The need for an orderly teaching-
learning situation can not be over emphasizeds Infact, it seems
reasonable to argue that the creation of an orderly classroom is a
prerequisite to a teacher's effective instructional role,s This is
strengthened by the view that a teacher who fails to bring sbout erder
in the classroom is considered s failure in his teaching task, As
Hoyle (1969:43) has observed, a teacher can not.

be considered by his colleagues as an effective

teacher unless he keeps his classes under

control whatever his success may be in

generating spontaneity and creativity in his
pupils,

Added to this is the general trend among educational administrators to
rate a teacher's worth by his ability to make a classroom a quiet and
orderly learning places Despite this concern for teachers to create

and maintain a learning atmosphere in classrooms, every teacher
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continues to experience pupil disruptive classroom behavioure Though
research on classroom discipline indicates that all teachers

experience problems, it is the beginning more than the experienced
teachers that face problems (Kindsvatter, 1982)s By implication, this
may mean that teachers®' perceptions of the seriousness of pupil
disruptive classroom behaviour may differ due to their differences

in length of teaching experiences« Research that has been done (stouffer
and Owens, 1955; Stebbins, 1971 and Leach, 1977) has not pinpointed any
specific pupil behaviour which beginning and experienced teachers regard
as most disruptive. This writer holds the view that mere stating by
previous researchers that beginning teachers are more prone to pupil
disruptive behaviour than experienced ones (Hargreaves, 1972) without
identifying the particular pupil behaviour is of limited value. As
stated earlier, unless pupil disruptive classroom behaviours which
teachers perceive as seriously impinging on their efforts in bringing
about high quality instruction are made known, improved‘pupil learning

and achievement may not occure

Related to the question of how teachers perceive pupil disruptive
behaviours in the classroom are teachers® beliefs on classroom
discipline, When a pupil behaviour occurs which a teacher perceives
as disruptive, he has to respond so that order is restored and learning
activities continue in the classrooms Additionally, a teacher responds
to ensure that the pupil disruptive behaviour does not become established,
It is assumed that teachers' perceptions of and response to pupil
disruptive classroom behaviours are influenced by the predominant beliefs
that teachers have, One factor, therefore, that appears important in
understanding teachers’ responses toward disruptive behaviours in the
classroom is teachers' belief systems, That teachers do differ in

their beliefs has been shown (Glickman and Tamashiro, 1980; Harvey, yhite,
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Prather, Alter and Haffmeister, 1966; and Hunt and joyce, 1967).
Teachers® beliefs are postulated into two models: concreteness and
abstractness. These beliefs seem respectively consistent with
Interventionist and Interactionalist beliefs identified by Glickman
and Tamashiro, whose work is discussed in Chapter II of this study.
Harvey et al (1966) have shown that teachers® beliefs have
differential effect on teachers® behaviour and classroom atmosphere,
Teachers with abstract beliefn;»which seem consistent with
4Interactionalist beliefs, were found to elicit behaviours which
are believed to be educationally desirable in the classroom, while
those with concrete beliefs were not (Coates, Harvey and White, 1970;

cited in Broppy and Good, 1974).

Little, however, is known about the beliefs which teachers

in Zambian Secondary Schools haves

The problem then was: What perceptions do the teachers hold
regarding pupil disruptive behaviour in the elassroom? A related
question that emerged was: What beliefs do secondary'school teachers
hold on classroom discipline? It is assumed that the identification
of pupil disruptive classrooﬁ behaviours which teachers perceive as
most serious is vital in any effort aimed at improving the teaching-
learning atmosphere in sghools, It is further assumed that by
measuring teachers® beliefs on classroom discipline, educators may
begin to speculate as to whether such beliefs are in harmony or in
| conflict with classroom learninge The next section discusses the

statement of the problem.

The statement of the problem,

The purpose of this study was to explore secondary school teachers?

perceptions of pupil disruptive classroom behaviour, and to classify
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teachers on the basis of their beliefs on classroom disciplines In

order to do so, the study attempted to answer the following questions:

le To what extent is length of teaching experience a factor in
influencing the teachers® perceptions of pupil disruptive classroom
behaviour? In other wordsydo teachers of varying length of teaching

experience perceive pupil disruptive behaviour differently?

2« Is there a correlation between teachers® sex and perception ef
pupilndisruptive classroem behaviour? Or more succinctly: Do male
and female teachers perceive pupil disruptive classroom behaviour

differently?

3o What kinds of beliefs do secondary school teachers have on classroom

discipline?

The Hypoethesese

This study was to test the general hypothesis that teachers!
perceptions of pupil disruptive classroom behaviour are associated
more with the teachers® years of teaching experience than sexy and that
teachers are associated more with Interventionist than either None
Interventionist or Interactionist beliefs on classroom disciplines The

general hypothesis was broken down to encompass the following:

1. Length of teaching experience is significantly correlated with
teachers perceptions of pupil disruptive classroom behaviours In
other words teachers of different length of %eaching experience

perceive pupil disruptive classroom behaviour differently,

2¢ The Sex of the teacher is not gignificantly correlated with his/her

perceptions of pupil disruptive classroom behaviours That is; Male
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and female teachers have similar perceptions of pupil disruptive

classroom behaviour,

5 Teachers in Zambian secondary schools hold more of Interventionist
than either NonwInterventionist or Interactionalist beliefs on
classroom disciplines A brief explanatory statement regarding each

of these terms is given in the section dealing with definition ef

terms,

The Significance ef the Study,

It is agsumed in the present study that pupil classroom
behaviours which teachers perceive as seriously disruptive make it
difficult for teachers to implement meaningfully the planned learning
taskse Because of the adverse effects such pupil behaviours have en
the teaching-learning process, the likely result is poor academic
attainment on the part of the pupil and low teaching standards on the
part of the teacher. Such behaviours need to be checkeds One way of
doing so is by making known the seriously disruptive behaviours of the
pupile The significance of this study may, therefore, lie in the
extent to which it may make known the pupil classroom behaviours which
teachers perceive as seriously disruptives, A further significance of
this study may arise from its attempt to find out whether certain
pupil behaviour problems are a peculiarity among male or female teachers.
Additionally it was hoped to find out whether there are specific pupil
behaviour problems which are faced more by keginning than experienced
teachers. It is the conviction of the writer that by isolating particular
pupil disruptive classroom behaviours on the lines described above, a
clear picture on/which to base possible answers on classroom discipline

problems teachers face, might arise. It is assumed such a picture might
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result in greater understanding and heightened awareness of these

behaviour problemss This in turn might enable all those concerned
with the amelioration of classroom environments to partly base their
solutions on research findings such as those from this study. fhis
may greatly improve life in the classroom for both teachers and

pupilse

There is a growing awareness among educationists that classroom
activities should not be left to chance. As much as possible sctivities
related to teachingwlearning process should be pre~planneds Just as
a teacher has to plan in advance on the selection and meaningful
organization of relevant teaching aids and methods, he has to plan
ways of preventing undesirable pupil behaviour frem occurringe As
Kelly (1978:41) has writtens "preventing classroom discipline problems
requires planning..." Such planning may be successfully done if it is
based on empirically researched classroom discipline preblemse Thus
the significance of this study may further be seen from its attempt
to make known the seriously disruptive pupil behaviours on which

teachers may partly base their planning

To the best knowledge of this researcher no study of this nature
focussing on classroom discipline problems has been dene in Zambia,
The present study is intended to fill this gaps A few studies that
have been done in Africa and Zambia in particular focused on general
school offences pupils commit and their causess (Nwana, 1971, 19753
Shana, 1974; Tiberondwa, 1976; Uganda Ministry of Education, 1967).

A survey study by Shana (1974) whose purpose was té identify causes
of discipline problems in Lusaka Schools from 1960 to 1970 found that

poor diet, racial discrimination, expulsion procedures, among others,
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were the root causes of pupil unrest during that time, While such
general school discipline problems have a bearing on what goes on

in the classroom, there is need to shift the focus of study from
school to specific claassroom discipline problemse An additienal
supportive factor is that this study gathered information from
teachers of varying backgrounds in Zambia, It is assumed that
such information collected from those grappling with classroom
discipline problems will be more authentic than that obtained from
school administrators as previous studies have focussed on (Amos and
Washington, 1960; Duke, 1979; Mendell, 1968), Some studies in Africa
which used administrators to obtain information on causes of school
strikes and indiscipline are: Nwana (1971, 1975) in Nigeria and Uganda
Ministry of Education (1967), In all these studies questionnaires
were sent to Heads of Secondary schools and other senior educationsal
administratorse While it is appropriate to ask administrators on
general school discipline problems, the researcher felt that infqrmation
oen classroom discipline problems be obtained from teachers. This is
because teachers are in a position to weigh the seriousness of pupil
disruptive behaviour on the basis of its effect on other pupils?

1earﬁing activities and teacher's curriculum goals (Hargreaves, 1972) .«

The preceding pages have tried to show that findings from an
exploratory investigation of teachers® perceptions of pupil disruptive
classroom behaviours could be of value to teachers and education policy
makerss Yet, despite the practical and theoretical significance of
such research, the literature on the subject in general and especially
on Zambian teachers is extremely limiteds The related section on
teachers?® beliefs on classroom discipline arises out of the need to

find out whether or not teachers in Zambia have the type of beliefs
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which are related to teacher behaviours that are conducive to pupil

creativity and high attraction to classroom learning pursuits.

The Limitatiens of the Study.

The study was restricted to secondary school teacherss The
sample size of 132 (66 percent response rate) out‘of the intended
200 subjects may be rather smalle This may be a limiting factor in
the generalizability of the findings. This limitation, however,
may be insignificant given that the subjects were drawn from a wide
spectrum of schools and involved teachers of varying backgrounds.
Therefore, it is assumed that the small group was, nonetheless,
representative enoughs However, it is hoped étageneralizations

from the findings will be made only in light of this limitation,

A further limitation of the study is that the paper and pencil
responses gilven by teachers reflect their predominant beliefs on
classroom discipline. These, however, may differ in a real and practical
classroom setting if teachers are faced yith disruptive pupil behaviours,
despite the consistency of such beliefs, A number of writers on the
subject have stated that while teachers® beliefs may influence their
strategies on classroom discipline other factors may out-weigh teachers?
beliefsa, (Keddie, 1972; Stebbins, 19713 and Waller, 1965)c The factors
that may lead a teacher into taking actions on classroom discipline
which are not in harmony with his dominant beliefs consist ofs the
nature of pupil’s undesirable behaviour, the pupil involved in the
mi sbehaviour, the class in which the discipline problem tgkes place,
to name but a few, This study did not, therefore, use participant
observation which could probably have revealed discrepancies between
teachers® expressed beliefs obtained from the questionnaire

and their responses to actual pupil disruptive behaviours and other
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incidents in the classrooms This was not done because of the limited

research funds and time allocated in conducting the studye

The definition of termg.

CLASSROOM DISCIPLINE: is the organization and regulation of pupil
behaviour so as to establish and maintain erder during

lessons in a classroome

ORDER: as Cohen, Intil and Robbins (1979:118) observed: is a
"situation where there is a set of clear expectatiens
for all classroom members where people can anticipate
how others will behave, where people feel that it is
right and proper for everyone to conform to these
expectationsy; and where there is a high degree of
conformity to the expectationse"

CLASSROOM MANAGEMENT: refers to what Duke (1979) defines as:
"the provisions and procedures necessary to establish
and maintain an enviromment in which instruction and
learning can occur,"” (p.vii).

DISRUPTIVE BEHAVIOUR: is any verbal or non-verbal action of a
pupil which interferes with the intended learning
objectives in a classroom at a specified time of

instructione

PERCEPTION: here refers te conscious rating and interpretation

of classroom eventsae

THE INTERVENTIONISTS: refers to teachers who believe in immediate
confrontation with pupils involved in disruptive

classroom behaviour so as to restore orders

THE NON®INTERVENTIONISTS: are teachers who believe that pupils
involved in disruptive classroom behaviour should be

left to stop the behaviour on their owne



CHAPTER II,
REVIEW OF RELATED LITERATURE

In this study two statements guided the selection of the

literature, These are:

lo What some writers in general and research reports in

particular say about classroom digscipline,

2 What studies say about teachers® perceptiens of pupil

disruptive behaviour and their beliefs on classroom discipline.

It was peinted out in chapter I that the school classreom

particularly demands order and discipline. This is because both

these factors are vitally necessary to the pesitive teaching-

learning precesss It was also mentioned that all those concerned

with finding solutions te pupil behavieur prablcﬁs that teachers

face have to base such actions on research findings. Therefore, by
indentifying the specific pupil behaviours which teachers of varying
length of teaching experience and sex perceive as seriously disruptive
in the classroom, educationists in Zambia may becdme more aware of
such preblems, This is the conviction which led this researcher te
embark on the study. An impertant assumption that was held was that
pupil disruptive classroom b;haviour could be hierarchically cenceived,
That is, pupil behaviour problems could be conceptualized in a
hierarchigal order according te the gravity of the preblem experienced.
. Thus with such a hierarchy or a set of hierarchies, educa?ionists nay
begin to see more clearly thgn before which pupil behavieurs adversely
and significantly affect the teaching-learning processes in the
classroom, While literature on classroom discipline agrees that

beginning teachers, face more discipline problems than experienced ones

- 14 =
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(Hargreaves, Hester and Mellor, 1975; Kindsvatter, 1982; and
Telfer, 1981), it is not clear as to which specific pupil

behaviour problems are most disruptive among (a) beginning teachers;
(v) experienced teachers; (c) male and (d) female teacherss The

present study hopes to answer the above problem.

Classroom Digcipline in General.

Writers on classroom discipline say that teachers face problems
of behaviour management (Kaplan, 1973; Smyth, 1981). This is
particularly se with pupil disruptive behaviour in the classroom
which is unanimously acknowledged as being a major problem teachers
face (Clarizio, 1976; Merret and Wheldall, 1978; Purkey and Avilla,
1971), Pupil disruptive behaviours are beth verbal and non-Verbal,
They occur in various forms. Examples of verbal behaviours are
giggling , whispering and talking out leud, while, moving about in the
classroom and fighting are non-verbal types ef behaviour. However,
Tanner (1978) contends that if pupil learning tasks have to be achieved
by talking or moving about in the classroom, then these pupil behaviours
become purposefuls This is because the behaviours are in line with
the learning tasks at hande It is for this reason that she argues that
behaviour is determined by rational demands ef specific situations
(pe48). The researcher feels that Tanner's views fit well inuclass-
rooms where there is a free teacher-pupil and pupil-pupil interactione
vIn Zambian schools, however, classrooms are assumed to run en
traditional lines. In such schools, classroom discipline is aimed
at producing a 'model® chijld who stays glued to his seat during lessens,
continually looks at his teacher or text and exercise book, does not

talk unless asked to by the teacher and hopefully does not laugh or sing.
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This assumption may be partly supported by the findings of Lampi and

Krug (1981) who reported that many of the learning activities in
Zambian classrooms in History leasons were teacher—centred.s Though
their study was confined to History, it would be reasonable to

argue that other subjects like Geography, Religious Education and
Civics which are related to History are taught in a similar way.

They advance the following reasons as causes for lack ef pupil centred
clagsroom learning activitiess lack of resources, a wide syllabus te

be covered, large classes, heavy teaching load and

"the problem of traditions of teaching estsblished
in the school gystem and the resulting resistance

on the part of both pupils and practising teachers
if new teachers tried to bring change" (p.19
emphasis mine)s

With such assumed traditional teacher~pupil classreom interaction
discipline problems occure. The chalk and talk teaching-learning
process is often susceptible te pupil disruptive behaviours There
is also a rigid preoccupation with order and centrel in such
classrooms. Pupils become passive recipients and teachers are the givers
of knowledges In the absence. of pupil pursuits that lead te productive
learning, disruptive behaviours take places Research has shoewn that
many classroom discipline problems stem from poeor curriculumerganization
and implementation by the teacher. Redl (1966) has identified the
féllowing curriculum issues as contributors to classreom discipline
problemsas

le¢ Subject matter much too easy.

2« Subject mafter much too difficult,.

3¢ Language of teachers too remote.

4, Load of assignments teo heavy.

5« Load of assignments too lighte
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6o Assignments badly planned, peorly explained and unfairly
Judged.
Te Type of work and presentatien too advanced,
8+ Type of work and presentation too infantilee
9 Activities too much on a merely verbal level,
10. Work badly scheduled (pp.287-8).
The later work of Davis (1974) seems censistent with that ef Redl,
She asserts that classroem envirenment, curriculum and teaching style
have an impertant bearing on classreom discipline because these may
affect pupils in a beneficial or an adverse ways Studies have alse
shown that disruptive behavieur is a result ef pupils® cenflicting
reles in the classrooms Such conflicts are cemmon in pupil~pupil
relationships. This is because pupils roles in the classroom keep
changing while these of pupil~teacher are rather fixed (Chanberlin,
1969; cited in Davis, 1974)e The above is not an exhsustive list of
pessible causes of classroom discipline problems, For instance,
disruptive behavieur may arise becausea particular pupil may shew all
’tho signs that he dees not want te learn and dees net care what is

going en in the classreom,

I? spite of the pervasive nature of classreom discipline, experts
agree that a well managed classroom is conducive to learning and
facilitates pupils desire to learn. Pupils alse cultivate a liking
for the subject matter. This has led Herne (1980) te conclude that
- such a classreom climate has a direct effect on the cognitive and
psychemetor learning in terms eof the on-task time spent in the lessen
(p.229)¢ Writers in general and research reports in particular

advise teachers te concern themselves with managing the academic task
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rather than pupil behaviour in erder te minimize classroem
discipline preblemses Such management of pupil academic pursuits
should include clarity of teacher's directions en how te under-
take learning tasks, praise and feed back on cerrectness ef pupil
responsess These lead to higher levels of pupil learning, an
indication of minimal disruption during the teacﬁingulearning precesse
The need for the teacher te manage the learning tasks as a means ef
reducing pupil disruptive behavieur has alse been noted by Keunim (1970).
In a series of research studies which fecused on greup management,
Keunin repérted impertant teacher behaviours asseciated with successful
@lassreom management, Successfully managed classreoms were
characterised by a high incidence of work invelvement and minimal
disruptive pupil behavieurs Such teacher behavieurs weres withitness'
that is where a teacher is aware ef what is takiné place'thréughput the
classreom, despite teacher's invelvement with a pupil; *smeothness® -
in which a teacher meves a class from one activity te another effectively
and erderly; 'greup alerting® -~ ways ef keeping pupils emwtask and
active invelvement; and Yever—lappingness® = where a teacher is able
te deal with several activities at the same time which are asseciated
with the learner (pp.74-109), Keunin (1977 queted in Smyth, 1981)
has demonstrated further that certain learning settings have holding
powers This is where a particular learning activity has the capacity
te attract pupils te the classreem task at hande In that way pupils
_are less vulnerable te eff-task behavieurs which lead te disruptiem ef
learning activitiess An example ef such a setting is where pupils are

invelved in individual seat werk,

The main . assertion of the literature reviewed se far is that

classreom discipline preblems may eccur in welleplanned and efficiently



19
managed learning situatiens just as such behavieurs take place .in
peorly planned and inefficiently cenducted learning situatiens.
Hewever, pupil disruptive classreem behavieurs are less in the fermer
than in the latter learning situstiens, As the Utah State (1973) cited
in Herne, (1980) has suceinetly put it;

"the contrel ef disruptive behavieurs generally
is rarely needed if the teacher makes smeeth

trangitiens between tasks and prevides eneugh
relevant work for pupilse" (pe232)e

For the Zambian classreom teacher it may be a preblem te implement

these teacher behavieurs that Keunin ebserved as central te successful
classroen management, This is because of the numereus preblems teachers
face as Lampi and Krug have neted aﬁd the general werking cenditiens
prevailing in secendary scheols described in Chapter I, Given that
classreoms are generally places where se many events eccur simultaneeusly
and se fast (Déyle, 1979; Jacksen, 1968) plus the abeve mentiened
envirenmental cenditions, the gravity of classreem discipline problems

in Zambia may be knewn throeugh teachers® perceptiens ef pupil

disruptive behavieur. The next few paragraphs will fecus en descriptive

studies that have been undertaken en classreem disciplines

It was stated elsewhere in this study that studies en classroem
discipline have been dene mainly in the Western Werld. However, those
in Africa and Zambia in particular have centred en general scheel
discipline pireblemss Nwana (1971) carried eut a preliminary study en
the incidence ef majer scheel effences in Nigerias It was reperted
that disebedience and truancy were the frequent effences that pupils
committed. Stealing, drug effenees, strike ameng ethers were the

infrequent enes. Nwana (1975) cenducted a fellew-up study te determine
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whether er not there were differences in the pattern ef schoeol
effences in twe states one of which (East Central State) was
serieusly affected by the Civil War and the ether (Wbstern State)
was remetely affected, Cemmon pffences were: Dighenesty and
Digebediences Under dishenesty, it was feund that cheating at tests
and Examinatiens was en the increase in Nigerian Secondary Scheelss
Principals reperted that the over all tone ef scheel discipline had
become werse, especially in Bast Central State where there was Civil
War, Uganda Ministry of Education (1967) investigated causes of
scheols strikes and indiscipline. The findings showed that drunkenness
untidiness, stealing and careless work were among the pupils' behavioural
preblems that caused cencern te Heads ef Scheels. A study ef student
discipline preblems cenducted by Shana (1974) revealed that poor er
_insufficient feod, racial discriminatien, among others, caused students®
strikes in Lusaka Secendary Scheelss The views ef Tiberendwa (1976) in

a discussion en student strikes seem censistent with that of Shanas

It can be seen that the few studies cited in Africa did net
fecus on classroonm discipline, Belew are studies dene in the Western
Werld that specifically leeked at classreom discipline preblemss. One
of the earliest studies was by Steuffer and Owens (1955) « They made
a cemparative study ef pupil behavieur preblems as identified by teachers
in the 1950s with those reperted by Wickman's (1928) classical studys It
was found that the behavieural preblems ef the pupil which teachers
videntified in the 19508 were net different at all frem these reperted
in Wickman's studye Teachers were concerned with pupil behavieurs
which vielated classreom rules and ereded teachers autherity., This is

net surprising since classreems despite wide differences have rules fer
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Pupil cenducts Such rules alse guide classreem activities, It
is when vielatien of classreem rules becemes a regular feature that
teachers find it a seurce of cencern. Pupil behavieurs like
talking aleud, whispering and restlessness, if persistent may
interfere with classreem teaching and learninge Usging
infermatien frem a review of studies that have ;een dene en pupil
behavieurs which teachers regard as disturbing im the classreem;
Keeli and Schutz (1965) reperted eighteen such behavieurse And fer
an easy cenceptualizatien the behavieurs were grouped usder five
facters which cause the disturbing behavieurs te eccurs The five

facters and the cerrespending behavieurs are given belews

Facter Is Physical Aggreasien -~ fighting, hitting with

actual blews; bessing and ridiculing.

Facter II: Peer Affinity ~ mevimg witheut rernissien,

pretesting at the ameunt ef classwerk.

Facter IIIs Attentien-seeking-making unnecessary neise.

Facter IV:s Challenge of Authority - raying attentien te
another pupil instead eof the werk at hand,

Facter V: Critical Dissemsien = making criticisms er
complaints that are unjust er net censtructive

and asking silly questiens (p.38),

Similar behavieur preblems were rated as interfering with classreem
. teaching and learning by a greup ef teachers whe were part of a study
whese purpese was te find the influence of teacher's use of attentien
and praise in reducing classreem behavieur preblems (Bocker, Madsen,

Arneld and Themas, 1967),



224

It should be peinted eut that the studies cited se far were
dene in primary schoel classreems invelving primary scheel teachers,
There appears te be little difference with what secendary scheel
teachers may consider as pupil disruptive classreem behavieurs Mills
(queted in Laslett, 1977) amd Clwyd Ceuncil (cited in Dumham, 1981)
fer instance, cenducted studies at secendary scheel level, Beth ‘
studies investigated pupil disruptive behavieurs in scheols ef their
respective Lecal Educatien Autheritye Mills reperted seventeen .
behavieurs which the staff in‘tho secendary scheols considered
disrupfive. Sene of the most frequent behavieurs in erder ef
serieusness were; deliberate rejecting ef scheel standards in dress,
persistent truancy, cutting lessens, refusal te werk and co-eperate
in lessens and individual misbehavieur intended te destrey lessens
(pel60)e The Clwyd County Ceuncil feund latenes; for lessens, verbal
abuse and refusal te ce-eperate as predeminant pupil preblems, Im
studying the abeve classreem behavieurs teachers were lumped tegether

regardless of differences in length ef teaching experience and sexs

Teachers®! Perceptieng,

It is now apprepriate teo review studies cencerned with teachers'
perceptiens en classreem discipline, It might be interesting te knew
whether or net years of teaching and sex of a teacher influence the

way a pupil disruptive behavieur is perceived.

Teachers® perceptiens ef classreonm discipline may be said te
hinge en the way pupils behave when teachers perferm their reles as
beth instructers amd disciplinarians. The tendency ameng teachers
is te expect pupils te get abserbed in learning tasks and be quietes

Teachers are aware that fer learning tasks te be accenplished they
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have te get the pupils invelved im the tasks and keep pupils frem
disturbing ethers (Kounin, 1970)s Thus pupil behavieurs will be
judged accotdimg te their cempatibility with learning tasks set

in clasa, fhoso fupil behavieurs which teachers perceive as

having negative effects on learning will be of great coencern, This

is because such behavieurs challenge the teachers' instructienal and
disciplinarian roles(bharters, cited in Gagze (1963». It may be

argued, therefore,that teachers perceive and interpret pupil behavieur
in terms ef the imstructienal and disciplinary objectives te be
attained in the classreem, Other facters may influence the teacher's
perceptiens ef classreom discipline preblems. Fer instance, age,
length ef teaching experience and sex. A study en secial and
educational variables related to teachera" assessment of scheel pupils
revealed that young teachers tend te emphasize goed behavieur frem
pupils, while elder teachers stress attainment (MacIntyre, Moerrisen,
and Sutherland, : 1966) o They inferred that numereus discipline preblems
that young teachers face have an influence en their perceptionses Om
the ether hand, elder teachers are said te have mastered the discipline

preblen and therefere may net influence their perceptiens se greatly.

In the present study emphasis is en length ef teaching

experience instead of age as a facter influencing teachers peréeptions
of classreom discipline preblems, It was assumed that beginning

teachers sheuld differ with experienced teachers in what they cemsider
as pupil disruptive classreem behavieurss This is because the former
greup of teachers are in the precess of mastering classreem centrel
techniques while the latter are assumed to have mastered such techniquess

A related study by Debsen (1966) whese purpese was te determire whether
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there are significant differences in the perceptien and treatment

of student behavieur preblems by teachers in relation te years eof
experience reperted statistically significant differences, Teachers
with mere years eof teaching experience perceived pupil undesirable
acts as being less serious in nature than teachers with less years

of teaching experiences Lasley (1981) writing abeut research
perspectives en classreem management asserts that beginning teachers
especially tend te define inapprepriate behavieur imprecigely,
Because of this their classreem rules are often at variance with the
learning er behavieur needs of children. He ebserves that "they
expect tee much er require teo little" (p¢15). The abeve characteristics
of beginning teachers may acceunt for the assumed perceptienal
disparities of pupil disruptive classroom behavieur with teachers of a
lenger peried of teaching. Because the abeve studies were conducted
in areas which are socially and culturally different frem the centext
ef this study, there was need te tap informatien frem teachers ef
varying backgrougds in different scheels ef the country te see whether

findings would be similar.

Sex is another variable which has been usged in investigating the
determinants of teachers® perceptiens of pupil behavieur preblems in
the classreem, Beilin (1959) in & reappraisal ef research findings
on teachers' attitudes toward the behaviour preblems of children,
concluded that women teachers evaluate such behavieur problems as
mere serious than mens This may be indicative of a classroom situatien
in which female teachers encounter mere disruptive pupil behavieurs
than male teachers, Research findings en the effect of sex are

contradictory. Ryans (1960) cited in West (1978) studied teachers®
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characteristics in the classreem and is reperted te have feund
female teachers mere friendly and their classreoms more relaxed
and were more telerant ef misbehavieur., This telerance ef pupil
undesirable behavieurs in the classreem en the part of female
teachers might be because they perceive such pupil classreem
behaviour preblems as net seriously disruptive, Ne such studies
have been dene in Zambia., This study, however, hypethesized that
sex may net have an effect on teachers? perceptiens of pupil
disruptive behavieur in the classreem because teachers, regardless

of sex, have cemmen classroom management cencernse

Other studies have compared teachers' perceptiens of pupil
disruptive classroem behavieur with these of either school
administraters er pupils, It has been ebserved that these groups
of peeple differ in the way they perceive pupil behavieur preblems
(Ames and Washingten, 1960; Duke, 1979; Mendell, 1968), The
explanation given for such differences is that they, each, have
distinctive roles in the scheol, As such their perceptiens are
bound te differ. As stated elsewhere in this study, fecus is en
teachers because they are the practitieners grappling with classreem
discipline preblems, Their perceptiens may reflect the gravity ef
classreem discipline problems more than any ether greup., This might
be se in that teachers weigh the serieusness ef a pupil behavieur
problem en the basis of its effect en teaching~learning precesses,
| It would seem that the more adverse effects er censequences a pupil
behavieur has en the instructienal and learning reles of the teacher
and pupils respectively, the mere serieus it becemess Hargreaves,

Hester and Meller (1975) in_their study ef pupil deviance in the



264

classroom reperted that pupil behavieurs differ in their serieusness
due te differing effects en werk in the classreems They gave an
example of 'loud talk' and *whispering® by a pupil as behavieurs

that are disruptive but have different effects. Leud talk dees

not enly prevent the teacher from speaking but p?events enly twe
pupils from listening, This is in line with the views ef

Stebbins (1971) whe, in writing abeut teacher's meaning ef diserderly
behavieur in the classreom, ebserved that pupil behavieur is labelled
as diserderly when it is seen as impeding the teachert's instructing
effectiveness or the pupil®s learning petential (pe223)c The
researcher felt that previeus studies have lumped together all teachers
in studying classreem discipline preblems they face despite their
differences in Length of teaching experience, sex and beliefs. The
present study centrels that weakness by explering teachers® perceptiens

en the basis ef the abeve characteristics ef teachers.

Teacherg® Beliefs.

Finding eut and classifying teachers' beliefs en classreem
discipline was felt by the researcher as an impertant and lezically
connected aspect of teachers®! percéptiens ef pupil disruptive behavieur,
This is supported by Hunt and Jeyce (1967) whe have shewn a clese
relatienship between teachers' beliefs and the teaching stylee An
investigatien by Harvey, White, Prather, Alter and Heffmeister (1966)
~on teachers® belief systems and classreem atmesphere pestulated feur
stages of teachers® beliefs. These ranged frem cencreteness, that iﬁ,
punitiveness te abstractness er integrativeness, It was further 7
found that the mere abstract teachers differ from the more cencrete

teachers in their teaching styles and classreem atmosphere.
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Specifically, abstract teachers were superior te the more cencrete
teachers in the extent te which they preduced what are believed by
many te be educatienally desirable classreom atmespheres, Similar
studies have been dene and results have substantiated earlier
findings (Coates, Harvey, and White, 1970; cited in Brephy and Geed,
1974, and Murphy and Brewn, 1970)s It was assumed im the present
study that teachers in their efferts te restere erder when pupil
disruptive behavieurs eccur during a lessen make respenses er elicit
behavieurs which are clese te their deminant beliefs. Since teachers?
beliefs are assumed te influence the way teachers interpret pupil
disruptive behavieurs, such different beliefs may account fer the

teachers' differences in their perception ef pupil behavieur,

The teachers® beliefs that have been conceptualized aleng a
centinuum ranging frem cencreteness at ene snd te abstractness at
the other, seem consistent with these ef Davis (1974) and Herme (1980),
These are autheritarian and Integrative er teacher-deminant and student-
centred beliefs, Glickman and Tamashire (1980) measured teachers®
beliefs and reperted that these fall inte three categories, namely,
Interyentienist, Nen~Interventienist and Interactienalist., It is
agsumed that the Cancrete ~ Abstract beliefs described abeve are
consistent with the Interventienist — Interactienalist beliefs. The
central assertion en these beliefs that teachers have on classroom
digcipline is that some teachers subsume pupils' say en classreenm
discipline (Interventienist), while ethers cellaborate with pupils te

res¢lve classroem discipline preblems (Interactionalist)q

The Interventienists believe that they must set the standards

and ge abeut efficiently and censistently shaping the apprepriate pupil
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behavieurs Such teachers intervene overtly te centrel pupil
disruptive behavieurs. They are characterised by lack ef tolerance
and strong reaction te deviations Pupils are expected te shew a
'pin~drep' silence during werk sessiens in the classroems They are,
in shert, punitive and autherity eriented (Ferp@n, 1970; Harvey et al,
1966 and 1968)s The Non-Interventisnists believe that pupils sheuld
be allowed to do what they want and that teachers sheuld refrain
frem impesing predetermined goals and rules upen pupils (G1lickman
and Tamashire, 1980), Pupils, it is argued, sheuld be left te contrel

their own clagssroom behaviours.

Both Interventionist and Non-Interventienist beliefs have
limitatienss The latter is educatienally unrealistic as pupils
cannet be left te do what they want whenever they desire. The fermer,
en the other handyresult in a situatien where a teacher keeps distance
frem pupils. Fex, Lippitt, and Schmuck (1964) investigated some
relationships of teacher as Secial ~ Emotional affiliate te pupil
classreom attitudes and performances. They found that negative teacher
behaviours which are assumed to be asgociated with Interventienist
beliefs, create pupil iselatien frem the teacher and classreom learning
activities, This results in pupil®s minimal utilizatien of his
academic petential, Purthernmore, . pupil iselatien is asseciated beth
with dissatisfaction with the teacher and with self (lew self-esteen)
(pgllZJ Any teacher beliefs and therefere behavieurs which lead te lew
self-esteem on the part ef the~pupils deter them from effective
academic participatien in the classreom. And since individuals tend
to behave in a manner censistent with their self images (Fox, Lippitt,
and Schauck, 1964), pupils with lew selfwesteem are likely te beceme

passive and alienated from the teaching-learning precesses in the
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classreem. Because of partly the teacher's type of beliefs, pupils
are not metivated and net creatively invelved in classreem pursuits,

making the classroem a grim and jeyless place,

The third categery ef teachers' beliefs is the Interactienalist
(ibstract) one. Teachers in this category ceeperate with pupils in
finding causes and selutiens te classreem discipline preblems. This
in turn enables the effecient transmissioen eof the classreem learning
taskss Although none of the abeve teachers® beliefs is the best,
the writer is cenvinced that the Interactienalist is the better ene,
This is because a teacher with such beliefs places hinself in a rele
of a catalyst and a member of the classroom, ready te learn frem the
ethers (pupils). Such pesitive teacher behavieurs heighten pupil
motivatien and attractien to the activities in the classreom.

According te Pecku (1973), in a classreem with such a teacher, there
is seme give-and-take atmesphere. Pupils are led te higher intellectual
flightse Such a classreom may rarely be rigidly preeccupied with erder

and centrol,.

A related study by Geod, Sikes and Brephy (1973) shewed that
sex is a petent facter in influencing teachera® attitudes in the
classrooms They feund that female teachers' classes were more telerant
of pupil disruptive behavieur, while male teachers were critical,
Mendell's (1968) study en teachers', Ceunselers' and Deans! perceptiens
of disruptive student behavieur feund that male teachers used heavier
pPenalties fer pupil disruptive classreem behavieur than did female
teacherss In centrast Mersh and Plenderleith (1949); quoted in West
(1978), reported that female teachers were mere severe in handling

behavieur preblems than were male teachers. The relevance of the abeve



306

cited studies is that the reported differences in telerance by
teachers en pupil disruptive behavieur may reflect the differences
in beliefs, hence perceptiens teachers have regarding the gravity

of classreem discipline problems,

Sunmgry
This chapter has, shewn that pupil disruptive

classreom behaviour centinues te be a najer preblem teachers faces

Few studies, however, exist in Africa that have specifically leeked

at disruptive behavieurs in the classreome Those that are there

have centred en general scheel discipline preblems. Studies in the
Western World have revealed that teachers® perceptiens may be studied

on the basis ef teachers! gex and length of teaching experiences It

has alse been shown that teachers' beliefs are ﬁaasurable. These

help in understanding teachers® classreem behavieurs and pessibly

for this study understanding teachers® perceptiens of disruptive classreom

behavieurs.

This literature review, therefore, is assumed te be a relevant
theoretical basis fer the design ef this studye. It justifies the need
for the study en teacherst® perceptions ef pupil disruptive classreom
behavieur in Zambian Secendary Scheols. It was, therefere, heped te
uncever what teachers consider to be the grave classreom discipline
problemss Additienally, the study en teachers® beliefs weuld help in
- knowing whether or not such beliefs are supportive of teacher behavieurs
censidered by many as educationally desirable for the teaching~learning

precesses in the classreom,

The next chapter eutlines the methodelegy and the precedures eof

the study.



CHAPTER III
MBETHODOLOGY AND PROCEDURE

Sub;]gctg.

The population for the study were teachers from four provinces
in Zambia, namely; Central, Copperbelt, Eastern and Lusaka. The
provinces were randomly selected and selection was on the basis
of easy reach. This was particularly so considering the delay in
releasing the limited research funds and the limited time for the
field work. Teachers were preferred for the study because besides
peers, they exert great influence on pupil attraction and motivation
to classroom learning atmospheres Additionally, being authority
figures and also the ones grappling with classroom teaching-learning
problems, they may provide a better picture as to which pupil

behaviours are most disruptive than pupils or educational administrators.

In order to have a representative sample, 25 percent of the
teachers in each selected school were chosen for the stuglye Stratified
random sampling procedure was used to select the subjects of the study

on the basis of their length of teaching experience, that is, 5[_ years

and 6.2 years, and sex, that is, Male and Female. This was as a basis
for selecting teachers because of the Ministry of General Education and
Culture's tendency to regard teachers as being experienced and therefore
likely fo be congidered for promotion only after serving for at least
five years. ?he sample design was for 200 subjects (See table I in
Appendix E. The table shows that 200 subjects were selected for the
study. Of these half were male and the other female, They were
sub-divided further according to their length of teachihg experience

resulting into four sub=groups of 50 teachers each.
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The following steps were used in selecting teachers. PFirst,
the total number of teachers in a school was determined. The
numbers. of teachers in schools varied because of the differences
is sizes of the schools, Numbers of teachers were obtained from
the School Termly Staff Returnse These are forms supplied to
schools by the Inspectorate in the Ministry of éeneral Education
and Culture, on which biographical details and statistical
information about teachers and thQ school are recordede The Heads
of schools also supplied information on teachers who might have just
arrived in the school and that they were not included on the School
Termly Staff returnse Second, 25 percent of the total number of
teachers in a school was calculated. Third, the fraction of the
total number of teachers in a school was found, as follows:

a) Male teachers with O to 5 years of teaéhing experience,

b) Male teachers with 6 or more years of teaching experience,

c) Female teachers with O to 5 years of teaching experience,

and

d) Female teachers with 6 or more years of teaching experiences

These letters denote teachers’ categories and are used to
assist the reader in the understanding of information in the later

parts of the text,

The fourth step was to find how many of the teachers in the
sub~groups of the third step form part of teachers in step two.
The fifth and final step was to randomly select teachers for
the four sub-groups or categoriss in step three, on the basis

of the proportions in step four (See Note 1e
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Regearch Igstrunggtq

In order te answer the majer research questions, a questiennaire
was censtructed from the review of literatures It consisted ef
Sectiens, Ay B and C, Sectien A requested biegraphical details like
age, length ef teaching experience, sex, and se en and informatien
abeut the respendent's scheol like: pupil cempesition ef the
scheel (girls, beys er co—education)p and size of the acheel (grades

39 2 or 1, that is, small, medium er 1arge)¢

Sectien B ef the questiennaire censisted ef twe categories
of pupil disruptive classroem behavieurs, Their inclusien inte
the questiennsire was influenced by seurces such ass Ayllpn and
Reberts (1974374~6); Keei and Schutz (1965237)3 ?aslett (l977:152~62);
Madsen et al (1968:139-50); Ress et gl (1965:1013~27) ; and Themas
et al (1968:35-45)4 The first category consisted ef verbal pupil
behavieurs, Pupil verbal classroom behaviours are actiens in eral
or speken ferm teward a teacher and/or a peer eor feedback to g
‘teacher and/or a peer in respense te the latter®s actiens. A tetal
of 5 behavieurs cemprised the category. An example of such behavieurs
iss Item ®Af, 'Giggling and making queer neiges', Pupil Nen-Verbal
classroon behaviours are actiens in form of bedy movement and/or
ebjects without using werds, Like in the first categery, there
were 5 behavieurs, Fer instance, Item *A' 'Persistent and deliberate

late coeming in class,

The Scale used to measure teachers' perceptiens ef beth
categories abeve was a continuum ranging frem 1, mest disruptive te

5 least disruptive pupil classreem behavieur (See Note 2)e Subjects
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were asked te rank or rate the behavieurs en the basis ef the
abeve continuum in erder te show the extent ef interference the

rated behaviours have en teaching-learning classreem precesses.

Sectien C tapped infermatien abeut teachers® beliefs on
classroom discipline. This cemprised 12 items adapted frem
Glickman and Tamashire's BELIEFS ON DISCIPLINE INVENTORY (1980:
462)s The Inventery has Parts I, II and III, Fer the purpese
of the present study only Parts II and III were useds Medificatiens
te the Inventory were miner, nevertheless, egsentiales A number
of werds or phrases in the original Inventery were replaced by these
censidered apprepriate to the centext eof the studys In Zambia, fer
example, Secendary Scheel geing children are commonly referred te
as pupils and not students. As such the werd *student® in the
Inventory was replaced by the werd *pupil®e In item number 5 ef the
Inventery, the phrase "..a classmate's portable 8 track tape player.."
hajte be replaced by ..." a class mate's beek casesss™e The reasen
is that,; in Zambian secondary scheol classreems, it is net only
extremely rare te find a pupil with a 'pertable 8 track tape player!
due te prehibitive rules, but alse because pupils can ill afferd it.
As a result the phrase 'beekcase® was felt te be an apprepriate
and commen example to Zambian classreom situatiens, The werds
Yeducater' and ‘scheel?! in item number 11 were replaced by 'teacher®

and *classreem® respectively,

Subjects were asked te cheose one of the statements in each
items They were te choose the statement that was clesest te hew
they felt about the incidents in the classroom as described by the

statement, Respenses on the 12 items by the subjects helped te
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classify them into one of the following beliefs on eclassroom
discipline: Interventionist, NoneInterventionist and Interactionalist,
A high score on any of the above beliefs reflects the teacher's
dominant approach to classroom discipline and probably the subjects?
perception of pupil disruptive behaviours. An explanation of how
scoring is done is provided under the section on scoring procedures

'below.

Prg:tggt.
The rationale for the pilot study was to determine clarity of

questionnaire items and instructions. Those items where responses
were inappropriate were assumed to the poorly worded and ambiguous,

As such, the items were reworded, The pre~planned criteria for
retaining or eliminating questionnaire items were: items that
generally provided clear and required responses were retained, while
those with a number of inappropriate responses and where little or

no responses were given had to be eliminated (5ee Note 3). Results

of the pilot study showed that the original 1list of pupil disruptive
behaviours in section B was too long for subjects to make reasonable
interpretation or rating, 4s a consequence of rewording and
rephrasing the final questionnaire was constructed (See Appendix A),
The Pretesting of the questionnaire was done at Katete and Dominican
Convent Secondary Schools found in Eastern and Central Provinces
respectivelye The former is in é rural Province while the iatter is in
an urban Provincee The two schools were assumed to be representative
of the schools selected for the main sample, as they were to be drawn
from both rural and urban settingse PFor names and details of schools

involved in the study, See Appendix B,
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i trative Procedur of t tie 0

In a research of this nature whese focus ef investigatioen
were teachers, steps had te be taken that weuld minimize apathy.
Such steps included. Obtaining letters eof iﬁtr@ductian frem the
Dean, Scheel ef Educatien, addressed to Chief Educatien Officers
(C.E.Os) in the Previnces selected fer the study (see Appendix C),
The CeEs0s, in turn wrete letters ef intreduction te Heads whese

scheols were selected for the study (See Appendix D)e

After selecting teachers as described in the earlier sectien
of this chapter, the subjects invelved were met by the researcher
for briefing, except fer teachers in Cepperbelt scheols whe were
briefed by their respective Headss The reason is given later under
a discussion eof preblems, Since respondents were not required te
give their names se as to maintain confidentiality, but at the same time,
be able te ghey their sub-greups based en their length ef teaching
experience, questiennaires were labelled, Questiennaires labelled
(A)were adminigtered te selected male teachers with O te 5 years of
teaching experience; those labelled(ﬁ)were for male teachers with
6 or more years of teaching experience; these labelled(d)were given
to female teachers ef 5 eor less years of teaching experience and
finally female teachers with 6 or mere years of teaching experience
had questiennaires labelled(Q)- Thus the questiennaires were
administered through persenal centacts, Teachers were asked te hand
in the completed questiennaires te the Head, whe inturn mailed them
to the researcher. Because net all teachers handed in questiennaires
to the Heads at the same time, it took some time before the researcher

started te receive the first batch of completed questionnaires.
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The major preblem was the timing of the study. It was
conducted in the last few months of the third and final term of
the school eglendar. During this time teachers were often busy
with the preparation and later invigilation and marking of the
anmual Forms III ond V Examinationse Since the last schools to
be visited were these on the Copperbelt and that during this peried
teachers were to repcrt at warking centres for the marking of Form
III scripts, it hecame necessary to abandon some of the administrative
procedures which were pre-planned, For instance, it became essential
to use schools in Kitwe only. It became possible to distribute the
questiennaires just on time before teachers left for the marking of
Form III Examinatien Scriptse In order to expedite the work, briefing
of selected teachers was explained to school Heads, who later gave
teachers the questionnaires. Moét teachers in Kitwe were expected
to hand in completed questionnaires after marking Examinations. At
this stage, the return of questionnaires devended on the good will
of the teachers, since they were on holidays as soon as marking was
overe It was not surprising, therefore, that after sending telegrams
to school Heads, asking them to send whatever number of questionnaires

at hand, some schools did not send even a single completed questionnaire.

Scoring Procedures,

With reference to the third hypothesis on teachers! beliefs on
classroom discipline, the responses given by subjects in section C
of the questionnaire were transferred to takles I, IT and III, (See
the last page of the questionnaire). The totals in each table were

multiplied by a fector of 8.13'-(Glickman and Tamashire, 1980:462),
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The products are appreximate percentages on how often the
respondent is influenced by either Interventi@nist, Nonw
Interventienist er Interacticnalist belief on classroom discipline.
The most predominant classroem discipline mode} is that en which

the teacher has the highest percentage,

In section B, each pupil behavieur was ranked-erdered as
described elsewhere in this chapter. The mean score of all ranks
assigned to each behaviour was determined. The sets of mean scores
were used further fer ranking the behaviours from mest to least
disruptives A behavieur with the lewest mean scere in each categery,
is the mest disruptive and vice-wversa. The data were fer testing the

first and second hypethesges,

Data Analysig.

Biegraphical details and informatien abeut respendent's scheol,
numbers, percentages, mean age and ether details were found using
the computer, The computer was alse used teo find the mean rank scores
on the basis of ratings assigned by subjects en the various behavieurs
(See Note 4). The statistical tests used in analysing the data were:
Kendall Coefficient of Concerdance (W) and Spearman Rank Cerrelation

Coefficient (rhe).

The general hypethesis that teachers® perceptions are
~asseciated mere with the teachers® length ef teaching experience than
sex was tested using (W@. The first hypethesis that teachers ef
different length ef teaching experience perceive pupil disruptive
classreom behavieur differently was tested by (rho). The Spearman

test was also used to analyse the secend hypethesis that the sex
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of the teacher is net significantly cerrelated with his/her
perceptiens of pupil disruptive behavieurs The Chi~gquare test
(Xz) was used te run a pest hoc analysis of teachers' prepertiens
in the classroom discipline medels with respect to experience
and sexes Thus using a hand calculator descriptive statistics
on teachers' categories were prepared (Tables 19 and 20 in

Appendix E),

Feootnoteg,
l, For a detailed discussion on stratified random sampling
refer tes

BeWe Tuckman, Conducting Educatienal Research. (New Yerk:
Inc, 1978 ppe228-30).

2, The ratings were te be made on a 5 peint scale as fellows:
l¢ fer pupil behavieurs which are mest disruptives.
2o for pupil behavieurs which are quite disruptive,
53¢ for pupil behavieurs which are ef average in disruptiveness.
44 feor pupil behavieurs which are relatively undisruptive.

5s for pupil behavieurs which are the least disruptive.

3« It was in Section B of the questiennaire where major
medifications were made. Of the 20 pupil behavieurs, ten
were retaineds These were further grouped inte Verbal and

Nen-verbal categeries, to help teachers make reasonable
Judgments

4. The various pupil behaviours in the questiennaire were not
labelleds But for the purpese of analysis, letters, 44 B, C,

D and E have been used in beth categories,



CHAPTER IV

RESULTS AND DISCUSSION

As stated in the preceding chapters, the purpose of this
study was to explore secondary school teachers® perceptions of
pupil disruptive classroom behaviour and to cléssify teachers
according to beliefs they hold on classroom disciplines In order
to do this, teachers were grouped into: beginning female teachers,
beginning male teachers, experienced female teachers and experienced
male teacherss The four categories of teachers were compared on
their perceptions on the basis of the ranks assigned to Verbal and

Non-Verbal pupil behaviours.

~

The findings are presented according to the hypotheses, then
followed by a discussion on the findings under each hypothesis.
Before this is done, below is additional information which was
collected on the subjects. Of the expected 200 completed questionnaires,
onlyl32 were returned and used, This constituted a 66 percent response
rate of which 60 percent or 79 were male and the rest female teachers
(See Table 2 in Appendix E), The table shows that of the expected
200 Completed Questionnaires, only 132 were returned and useds Of
these 79 came from male respondents and the rest from femalese
Teachers with O to 5 years of teaching experience were 67 while
those with 6 or more years of teaching experience were 65, In the
former group of teachers, 41 were male and 26 were female while 38 male

and 27 female teachers belonged to the latter Zroupe

The respondents® age ranged from 21 to 54 yearsy with 31

as the mean ages An 6verwhelming mumber of beginning teachers had

¥eir ages below the mean. Zambians constituted 74 percent; male

teachers were 60 percent; and about the same percentage were

- 40 -



41,
trained nonegraduates holding a secondary school teaching Diploma,
The length of teaching experience at secondary school level of the
teachers ranged from less than three months to eighteen Yearse The
study also revealed that some teachers taught at one school for as
long as 15 years. Nearly half of the respondenfs had major posts
of responsibility besides elassroom teaching. For example, 47 percent
were senior teachers, House masters and Heads of Subject Departments;
while 41 percent of the teachers taught school subjects of a practical
nature like science and metal work. For information on the schools

in which the study was conducted, refer to Appendix B,

The preceding paragraph has presented data from questions 6 to 8
of the questionnaire in descriptive prose. A detailed discussion is
not done because the main premise of the study is on teachers?
perceptions by their years of experience and sexs Additionally the
few responses from the open ended question in the questionnaire
tended to be repetitions of the pupil behaviours that were given

by the researcher, They are therefore not discussed,

The general Hypothegig,

This hypothesis which encompassed hypotheses one, two and three
predicted that teachers® perceptions of pupil disruptive classroom
behaviour are associated more with the teachers® years of teaching
experience than sex; and that teachers are associated more with
Interventionist than either No~Interventionist or Interactionalist
beliefs on classroom disciplines Kendall Coefficient of Concordance
(W) was performed on the data to test the first part of the above
hypbthesise Tables 3 and 4 in Appendix E pravide data on Verbal pupils
behaviours; while Tables 5 and 6 in Appendix E show the data on None
verbal pupil behaviours. Table 7 below presents a summary of the

findings whose data are derived from Tables 4 and 6. The study found
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a high agreement among the four categories of teachers en their
perceptions of beth Verbal and Nen-Verbal pupil disruptive classreem
behaviourse The findings centradict the view which is generally
held by educatienists that agreement is unlikely te arise ameng
teachers of different characteristics as to whiéh specific pupil
classroem behaviours are mest and least disruptives Table 8 in
Appendix E shews the pupil behaviours on which teachers have perfect
agreements The most striking similarity is on ¥erbal behaviour 'A!
(Giggling and queer noises) in summary form. In the Nen-Verbal
category, behavieur 'A' (Persistent late coming) is the item on
which teachers are unanimous as being the mest disruptive. 4n
explanation fer this result might be that these are the behavieurs
which frequently occur er ence they take place tﬁey create a classreem
atmosphere less conducive te teaching and learninge Such may be the
behaviours which afe commonly encountered by teachers regardless of
their length ef teaching experience and sexs Thesge ray be the
behavieurs en which teachers sperd a substantial ameunt ef time in
their day te day efferts ef ensuring that teaching-learning activities
g0 uninteruptede They are the behavieurs which may have the greatest
negative effects and consequences en learning activities, on the pupils
committing them, en the teacher and the classreem as a wheles Since
the study invelved teachers in large and small schoels, teachers in
vurban and rural scheels, teachers in beys scheols, girls scheols and
mixed schools, these may be the behaviours which pupils eften indulge
in whether it be in classreoms coempgged of girls enly, beys enly or
mixede They may be the behavieurs which take place in classreems
irrespective of the lecatien and size of the scheoles In ether words

they may be the behavieurs perceived negatively because of their negative
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effects on classroom activities. Tables 9 and 10 belew show the
general rank-erdering by teachers of all categeries of Verbal and
Non-Verbal pupil behaviourse The behaviours are presented in full
statement, unlike in Table 8 where they have been sumrarizeds The
discussien that follows begins with explanatiens and possible extent
of the effects that Verbal and then later Nen-Verbal behavieurs
have on teaching and learning. The appreach taken te discuss the
findings eof these twe categories of pupil classroenm disruptive
behaviours is a matter ef coenvenience, It is heped in that way, the
discussien may be clearere It does not in any way imply that the
twe greups of behavieurs de net eccur simultaneously, Additienally,
the discussion is made in light of the findings that an everwhelming
number ef teachers of all categoeries have Interventienist beliefs on
classreom discipline. (See Table 19 belew)s It was argued in Chapter II
that teachers having such beliefs more often than net tend te elicit
classroom behavieurs which are generally considered educatienally
undesirable. Examples of such teacher behavieurs are: punitiveness
and lack ef warmth in pupil-teacher relationship., These, it was
established, result in pupil iselatien frem the teacher and learning
activities. Purthermore, purils tend te develop low self esteems
A consequence of a classroom with such an atmesphere is pupils

resorting te disruptive behavieurs,

The Verbal pupil classreom behavieur interpreted as the mest
disruptive is Giggling, and nmaking queer noises, while Laughing,
whistling and coughing so as to disrupt ethers for no apparent

reasen is perceived as quite disruptive by teachers of all categories,



Table 9

General Rank-Ordering by teachers of all cateseries ef VERBAL
Pupil behavieurs in some Zambian Secondary Schoels.

.

Rankw Mfull statement ef the Verbal Pupil
lten, Order. disruptive behavieurs in the clagsreom.

Ka First, Giggling and making queer noises.

Be Second. Laughing, whistling and ceughing se as te

disrupt ethers for ne apparent reasen.

Ce Third. Talking back te the teacher,
Argumentativeness and making criticisma

or complaints that are unjust, er net

constructives
Ee Fourthe Talking eut leud and shoutinge
De Fifthe Making wisecracks, asking silly questiens

and making gilly remarks.



NONnVERBAL pupil b

Scheols.

Item,
A,

Be

De

E.

Ce

Rank

Ordgr,

First,

SBecond.

Third.

Fourth,

Fifth,

ehav1our§ in some Zamblgg Secondary

Full Statement ef the Nen-Verbal

pupil disruptive classroen behavieur,

Fighting and hitting with actual blews.

Persistent and deliberate late ceming

in class.

Deliberate inattention te classwork
through day dreaming, paying attentien
te anether pupil and deing ether things

instead of the work at hand,

Disebedience, For example, refusing te

meve when told,

Making unnecessary noise by drepping
beoks, hitting a pencil on the desk,
slamming desk top, shaking, dragging
and pulling a desk er a chair thereby

making squeaking noises
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This finding may partly be explained by a classreom atmesphere
in which pupils suppress their feelings. Additienally, it may
be indicative of pupils’ lack of interest and rejection ef the
teacher and whatever he/she stands fore This includes the pupil
learning pursuits planned by the teacher. In ;n inhibitive
learning envirenment where only the teacher's Jjekes are funny
(Hargreaves, 1972:145), pupils resert to giggling and making
queer neises. The assertion that classroems are rather
inhibitive, grim and jeyless places may partly be supperted by
the finding in this study that most teachers held Interventionist ~
autheritarian beliefs tewards classreom discipline, Teachers may
eften want to show te their pupils, celleagues and supervisers that
they are in centrel ef the class by stressing nérms of silence and

lack of mevement, As Winett and Winkler (1972:502) have reperted:

" It may be that learning can take place mere

effectively if it can be accempanied by singing,

laughing and whistling and that a quiet,

controelled and decile classroem may not enly be

unnecessary but destructive."
The_destructive nature ef such classreem environment:. may be reflected
in pupils who lack creativity and werse still, pupils beceme blind
conformists and unquestieningly submit to the teachers Such learning
envirenments should be disceuraged if net eliminated in that theories
of learning enceurage pupil creativity and a free questiening and
inquigitive mind and a teacher is there to heighten such pupil
attitudes te classweem activities. Further still, in a Natien which
aspires to build a Humanist society based on egalitarian and

democratic principles, inhibitive learning envirenments should be

removed,
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Teachers rated talking out leud and sheuting as relatively
undisruptive and the behavieur rated the least disruptive was
making wisecracks, asking silly questions and making silly remarkse
This may partly be explained by a situation in Zambian Secondary
School Classreoms where there may be a rigid preeccupation with
erder and contrel, This is consistent with the ebservations ef
Duke (1979), Hargreaves (1972) and Heyle (1969) cited earlier that
a teacher's success is measured by his/her ability te keep the
class under control by pupils, celleagues and superviserss This
is inspite of a teacher's successes like generating pupil behaviours
believed to be educatienally desirables On the ether hand, teachers
may have interpreted the above pupil behavieurs as least disruptive
in an effort to hide their weakgess and failure. There is,
therefore, nee& to be cautieus over these findings as teachers were
the labelling agents in an environment, that isy; classreom situations,
in which their values and attitudes predominated and in situations

they contrelled (Laslett, 1977).

Turning to Non-Verbal behaviours (Table 10) fighting and
hitting with actual blews was rated the most disruptive behaviour,
while Item 'B! (Persistent and deliberate late coming in class), was
rated the second or quite disruptive behaviour. Late coming in class
has alse been identified as one of, the most disruptive behaviour by Clwyd
County Council (1976 cited in Dunham, 1981) reported in Chapter II
ef this study. The limited research studies so far done in Africa
(Nwana 1971 and 1975) are in line with the present findings that
behaviour 'E' (Disobedience: For example, refusing to move when teld)

is a commen disruptive one. Deliberate inattention to classwork
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through day dreaming, paying attention to another pupil and doing
other things instead of the work at hand was rated the third
disruptive behaviour, Thisg rating agrees with Millg (quoted in
Laslett, 1977} who reported that refusal to work and co-operate
in lessons was among the most serious pupil behaviour problems,

As aliuded to in chapter I, the Non-Verbal pupil disruptive behaviours
rated first and second may partly be explained by the existing adverse
working conditions under which secondary school teachers find themselves.
Another possible explanation may be the daily pressures on the pupils
in their attempts to meet classroom requirementss The teachers?
heavy teaching loads, the large class sizes they have to attend to,
the lack of teaching aids, such ag textbooks and other classroom
equipment and supplies and coupled with an examnination oriented type
of teaching which aims at covering a wide syllabus and drilling pupils
to a point of rote-learning, make it practically difficult for them
to plan their lessons adequately enough. With inadequate lesson
planning most of the disruptive behaviours reported in this study
are likely to arise in a classroom, It woulg appear that with go many
Pressing classroom problems, teachers regort to traditional or chalk
and talk method of teachings Such a method of teaching is susceptible
to pupil disruptive behaviour. This is because pupils are not
activily involved in the classroom learning activitiese It would
not be a gross generalization that in Zembian Schools today,
the best teacher is the one who can make most if not all
pupils in his class Pass an examination irrespective of quality

of the teaching style, Although the Examination Council may be
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susﬁicious of such an eutcome, the pupils, the parents and indeed
even fellow teachers, especially the Head ef the scheol would
praise the werk ef such a teacher. This has become an indicater
of a teacher's ability in prometing learning (Hargreaves, 19723148),
especially at beth primary and secondary school levels, Lampi and
Krug (1980) have warned that in a situation where teaching ig
mainly aimed at preparing pupils just fer the examinatien, beth the
quality ef teaching and learning are at stakes The crucial
instructienal roles of g teacher, mainly as a motivater and as a
resource person are put aside. Upder such classroem situations, the
subject content matter may not be well explained, resulting in
bering and uninteresting lessens. This in turn may partly undermine
the teachers classroom authority resulting in pupil disruptive
behaviours as those reperted in this study., Research indicates that
teachers who explain things well motivate pupils te learn and pupils
find the subject interesting, as a result they also feel mere like
behaving themselves in such classes (Kounin. 1970:42). Therefore,
the fact that this study reperts that fighting, late coming and day
dreaming are the seriously disruptive Nen-Verbal pupil behaviours
in the classroonms, may reflect the bering, poorly explained and

uninteresting subject matter which eccur in the classreoms.

A second way of explaining these findings is by leocking at
them from the pupils? peint of view. The Nen-Verbsl behaviour rated
as first and therefore, the most disruptive is At (Fighting and
hitting with actual blews)s This supports the findings of Koei and
Schutz (1965) who ebserved that physical aggressien between pupils

Wwas one of the eighteen behaviours teachers regarded as disturbing
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in classe This may partly be explained by a commen situation in
secendary schoels where due te a shertage of teachers, in=—
adequate textbeoks, chairs and an arrangement whereby pupils have
to move from one subject reom to anether, pupils often have te
rush, at least these exceptional pupils whe like getting teo a
lesson on time, in order te find a seat.‘ Often pupils pick quarrels
among themselves ever chairs leading te fightse. As for ether pupils,
they will deliberately arrive in the classreem late under the
pretext that they were leoking fer chairs in ether classreens. Fights
may alse reflect the absence ef a teacher in a particular classreem
who weuld rather be with a class preparing for Natienal Examinatiense
In such a situatien the class witheut a teacher has its peried
designated *prep's This is suppesed to be a preried fer preparatien
on the part of pupils, a time te de their homework er any class work
related to0 the ferth coming periodss It is net uncemmon te find
several classes with two or mere censecutive periods of ‘prep' due te
shortage of teachers. The result is that during such perieds fights
flare up, With regard to late coming, another pessible explanation
fer being rated second disruptive behaviour may be due to the fact that
most of the scheols in this study are day schools in urban settingss
It may be speculated that pupils in urban day scheols face numeroug
problems among which is their transpert te and from scheol, Late
ceming to class may be attributed te eratic possession of money fer
transpert and te preblems arising from lack ef reliable transport.
It may be speculated further that because pupils ceme frem homes quite
far frem schools, they are unable to reach their homes for lunch and
then return to scheol for the afternoon lessens. This means that

pupils may attend afternoén lessens on an empty stemach. The likely
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consequence is day dreaming and doing other things instead of the

classroom work at hand, a behaviour rated third by teachers.

The preceding paragraph which tried to explain the findings from
the pupil®s point of view was purely speculative. The following
paragraphé will try to show that the ranks assigned to the pupil classroom
behaviours by teachers in some way reflect their feelingse Such feelings

build up, crystalize and consgistitute teachers*® peréeptions.

The interactive nature of teaching and learning in the classroom
exposes teachers to pupil disruptive behaviours. Through the past and
present experiences of such pupil behaviours, teachers discriminate the
most disruptive from those that are least disruptives, With experience
teachers share feelings about certain pupil classroom behaviours with fellow
teacherse They may develop bad feelings towards particular pupil behaviours
which inturn may influence their perception of such behaviourss The study
shows that the Verbal behaviour, Giggling and makiné Queer noises and the
Non~Verbal behaviour, Fighting and hitting with actual blows are perceived
as most disruptive pupil behaviours in the classroom, These teachers®
judgments of certain classroom pupil behaviours seem consistent with their
résponse to a Questionnaire item which read, "If a pupil interrupts my
lesson, eee I will most likely...": An overwhélming mumber of teachers
chose, "move the pupil away from others and continue the lesson; class
time should not be wasted on account of one pupil"s Such responses may be
indicative of teachers® deep concern and difficulty in which they find
themselvese The likely consequence is +that any pupil who might indulge
into such disruptive behaviour may be sent out of the class. Since teachers
tend to show negative feelings attitudes and beliefs, towards disruptive
behaviours®' they may develop similar pereeptions towards pupils who

interfere with lessonse

Despite the result that teachers of all categories are related in the
way they perfeive pupil disruptive classroom behaviours, a closer look

at Table 8 in Appendix B reveals some disagreements. With regard to the
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rating of Verbal behaviour 'C' (Talking back to the teacher.
Argumentativeness and making criticisms or cqmplaints that are unjust,

or not constructive), all male teachers with 5 or less &ears of teaching
experience under ranked and perceived it as the least disruptive behaviour.
This is contrary to the general patterns This may imply that neither sex
nor length of teaching experience influences the iay this group of teachers
perceives behaviour *C%, Another factor may be at playe. A possible factor
that may account for their rating is their beliefs on classroom discipline.
Table 19 on page 58 shows that well over half of the teachers in this
group, that is, 5 £ hold interventionist or authoritarian beliefs, This
implies that they would be less tolerant to such a behaviour. Since teachers
holding such beliefs would, more often than not, instantly punish a pupil
indulging in the above behaviour, it is likely that such teachers encounter
this type of a behaviour, By nipping the behaviour in the bud, its

disruptive effects on teaching and learning are minimized,

Turning to Non-Verbal behaviours, the same table shows that experienced
female teachers perceive behaviour 'C? (Making unnecessary noise by
dropping books, hitting a pencil on the desk, slamming desk top, shaking,
dragging and pulling a desk or a chair thereby making squeaking noise) as
quite disruptive. This is not in line with other groups of teachers who
under ranked the behaviour, This implies that squeaking noise is common
in classrooms taught by experienced female teachers. That may be due to the
maternal attitudes such teachers may have, and therefore, they may be tolerant
to such pupil behaviour, However, it would appear that in situations of this
nature the behaviour becomes established to such an extent that teachers

later fail to minimize the behaviour®s effect on classroom activitiese

In order to find out whether or not these observed disagreements are
associated with length of teaching or sex,; hypotheses one and two are

going to be discussed below:
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Hypothegis One. Teachers® perceptions by length of teaching experience.

It was predicted that teachers with different length of teaching
experience but same sex would not be related in their perception of both
Verbal and Non-Verbal behaviours, This was aimed at finding out whether
or not length of teaching experience is an important factor in influencing
teachers interpretations of disruptive classroom behaviours. This became
of practical and theoreticalr importance considering the emphasis placed
by educationists on the importance of experience for effective execution
of the teacher's instructional and disciplinary rolese The findings of
the Spearman (rho) test for Verbal behaviours are presented in Tables 11
and 12 in Appendix E, Those for Non-Verbal behaviours are summarized in
Tables 13 and 14 in Appendix E. The findings of this study indicate that
teachers with different length of teaching experience but same sex are
related in the way they perceive Verbal pupil disrupfive classroom
behaviourss This is also true between beginning and experienced male
teachers on Non-Verbal behaviour, with an exception of beginning and
experienced female teachers. These are unrelated in their perceptions,.
Except for the latter group of teachers, the findings do not support the
hypothesis that teachers of different length of teaching experience perceive

pupil disruptive classroom behaviours differently.

From thse findings it would appear that a teacher's long period of
teaching is in itself not enough to help the teacher in‘his/her execution
of disciplinary classroom role. The fact that results show a relationship
in their perception it may imply that they experience similar disruptive
behaviours which may be on a more or less similar extent of interference
when teachers are teaching, If the above assumptions, arising from the
findings of this study are to be taken as a basis of theorization, it would
then be time educationists started questioning their present stand that
experience is the best teacher, The results differ with those of Dobson (1966)

reported earlier in Chapter II, Additionally, although literature on classroom
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discipline agrees that it is the beginning and not the experienced
teachers who face more pupil disruptive behaviours CKindsvatter,

1982; and Telfer, 1981), the findings of the present study do not
support the views above. The findings imply that experienced teachers
have as much susceptibility to pupil disruptive behaviours as beginning
teacherse Therefore, both beginning and experienced teachers need to
pay attention to curriculum organization and implementation with a
view to minimizing pupil disruptive behaviourse A possible explanation
to the present findings, may be due to difficult working conditions in
which the teachers in this study are founde The experienced teachers
working in overcrowded classrooms and many other problems discussed in
Chapter I may become helpless and hopeless tooe As a result, itlmay
make no difference in such classrooms who is a beginning and who is

an experienced teacher when it comes to the occurrence of pupil

disruptive behaviourse

Hypothegis Twoe Teachers®! perceptions by sex.

It was predicted that teachers with different sex but same
length of teaching experience would be related in their perception of
pupil disruptive behavioure Tables 15 and 16 in Appendix E show
Spearman (rho) test on Verbal behaviours, while Tables 17 and 18 in
Appendix E present findings on Non-Verbal behaviours. The findings do
not show clearly whether or not male and female teachers are related
on both Verbal and Non=mVerbal behaviours. Appendix E Table 15 shows that
male and female beginning teachers are unrelated in their perception
of Verbal behaviours, while experienced ones are (Appendix E Table 16).
On Non-Verbal behaviours, it is the opposite in that beginning female
and male teachers show a perfect positive relationship (Appendix B
Table 17), while the experienced ones are not (Appendixz B Table 18)e

The findings may be consistent with those of Beilin (1959) who found
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differences in the way male and female teachers evaluate pupil
problems in the classroome The findings may imply that a teacher®s
length of teaching and sex, are not potent factors in influencing
his/her perception of pupil disruptive behaviours, especially when
the two factors are analysed separatelys It may imply also that a
teacher®s length of teaching and sex need to be considered together

in any effort aimed at understanding the teachers classroom rolese

The apparent lack of relationship between male and female
teachers on how they judge pupil disruptive behaviours in the classroom
may be explained by their varying paternal and maternal feelingse This
may be consistent with the finding that male teachers tend to feel that
pupils should not be expected to be fully responsible for their
decisions because they are strongly influenced by‘friends. The female
teachers, however, responded that even though pupils are not fully
mature, teachers should give them responsibilities and choicese In
response to a questionnaire item; male teachers felt that pupils were
not always capable of making rational and moral decisionss From such
varying judgments on pupils, teachers® perceptions are likely to be

unrelated,

Taking into account the teachers?® responses to the questionnaire
items it would seem that they have a s%rong feeling about, a Verbal
or Non-Verbal pupil behaviour once teachers perceive it as most

disruptives

Hypothesis Three, Teachers! beliefs on classroom disciplines

Another related concern of the study was to find out the beliefs
secondary school teachers hold on classroom disciplines It was
hypthesized that teachers of all categories in Zambian Secondary
Schools hold more of Interventionist than either Non-Interventionist

or Interactionalist beliefs. Table 19 presents the nature of
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distribution by numbers and percentages of teachers into diseipline
models which dominate their beliefs. On the basis of the available
data, the hypothesis is supported, as 64 percent of the teachers

hold Interventionist beliefs on classroom disciplines Those in

the Interactionalist model of classroom discipl;ne are 45 percent and
the remaining small percentage is Non-Interventionists. This general
Pattern prompted the researcher to ran a post hoec X° analysis to find
out whether or not the proportions of teachers into the discipline
models differ significantly with respect to length of teaching
experience and sex. Table 21 in Appendix E shows the data from which
Table 20 below was derived. The results were statistigally significant, wit
tendency of teachers of all categories to belong to the Interventionist
model of classroom discipline. Research conductgd in the Western World
shows that Interventionist beliefs, which most teachers in Zambia hold,
are in conflict with modern theories of classroom discipline and learning
(Fox et aly 1964; Harvey et al, 1966; Joyce, 1964 and Murphy and Brown,
1970)s It would appear that the tendency among teachers in Zambi;
towards Interventionist béliefs is due to the working conditions in
which they find themselves. They appear to be the only and most
important available classroom resource. Unfortunately, they are
overstretched as they have to attend to 80 many pupils than is requirede
As a resuit, teachers are frustrated. In such a situation teachers may
tend to hold beliefs that are at variance with educational principless

‘While it is educationally desirable that teachers should acquire beliefs

on classroom disciplines that havg been proved to favour effective
learning, like Interactionalist beliefs, it is asserted here that any

beliefs with which teachers are confortable are also educationally

desirablee It would thus appear that teachers in Zambia find Interventionkst

beliefs effective when working in impoverished and overcrowded classrooms.
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Table 20 .

Comparigson ef Teachers?

11 categori
in Clagsreem Discipline Medel or Belief Sygtem.

roportien

Discipline Model Teachers® Categories. Total
5<F 5<M 6>2F  6>M

Interventionist 22 (17) 23 (26) {17 (023 (25) | 85

Non-Interventionist|{ 0 (0) 0 O!l1 0 1 (1) 2

Interactionalist 4 (9) 18 (14)! 9 (9)} 14 (13)} 45

Total 26 41 27 38 132

(Expected cell frequency) X2 m 6,975, Af = 2, P<< 05,

Critical value = 5,99

Result SIGNIFICANT,

- 59 w
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It may further be argued that some pupils excel academically when

taught by teachers with such beliefs. Research on child rearing

practices in African societies reveals that there is a high demand

on the child for compliance and obedience. Parents are less tolerant

to deviation in conduct (Munroe and Munoroce, 1972 and Whiting, 1968

 cited in Munroe and Munrce, 1972), This appears consistent with
Interventionist beliefs that teachers hold on classroom disciplines

It may be argued, therefore, that a similarity in beliefs on discipline ~
between the home, from which pupils come and the teacher may be
educationally desirable. Congruency on beliefs between the two helps

in that both parents and teachers are likely to exert positive

influence on the pupils® attitudes to classroom activities. Positive
influence from parents or guardians and teachers lead to pupil

motivation toward learning pursuitse With joint emphasis onm motivation,
this may turn out to be a means of promoting learning and preventing '

pupil disruptive behaviour in the classroom.

In the present Chapter, relationships among and between teachers
of all categories have been statistically tested on their perceptions
of pupil disruptive classroom behavioure The results provide some
support for the notion of conceptualizing pupil disruptive behaviours
in a hierarchical order. This has been done with most disruptive
pupil behaviours having greatest adverse effect on teaching effectiveness
‘and learnings The extent to which the most disruptive behaviours might
affect teaching and learning may be illustrated as follows: Given a
40 minutes lesson in Geegraphy, a teacher may plan that the first
5> minutes be spent on distribution of the limited number of Atlases
and giving instructions and guidelines on howto. go about the learning
pursuitse But because of a possible fight between pupils over the

limited Atlases, especially on who gets the new looking Atlas or map,
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Laughing and queer noises may erupte Meanwhile, other pupils may
come in the classroom late since they were looking for chairs from
the next classroomss Thus, by the time a teacher tries to restore
order so that learning activities could g0 on, more time than
expected is loste Additonally a teacher mays as a matter of
necessity waituntil all pupils have settled or 5ar late comers
from enterings If it is the former choicé, the teacher may need to
repeat giving instructions. And because of such disruptive pupil
behaviours activities planned to cover 40 minutes may eventually be
done in 30 minmutes or less. Since the teacher aims at covering the
syllabus he may resort to chalk and talk method of teaching. Such a
method may fail to keep the class actively attentive to the lesson and
therefore susceptible to more pupil disruptive behaviourse The end
result of such a classroom situation is ineffective teaching and poor
pupil attainment, a situation which Zambia can ill afford given the
importance the govermment places on education for its much needed

skilled manpowers

If successful classroom management, which leads to effective
teaching and high intellectual attainments, is primarily a matter of
preventing problems from emerging and not the ability to deal with them
after they occur, then classroom teachers would increase their teaching
effectiveness by taking into account the disruptive behaviours in this

study in planning lessonse.

The next fifth and final chapter briefly deals with summary

of the study and conclusions,



CHAPTER V

SUMMARY AND CONCLUSIONS.

This investigation has studied secondary school teachers?
perceptiens of pupil disruptive classroom behaviour and
classified teachers on the basis of their beliefs on classroom

discipline.

A questionnaire was administered to two hundred teachers
randomly selected on the basis of length eof teaching experience
and sex. Kendall Coefficient of Concordance (W) and Spearman Rank
Correlation Coefficient (rho) were performed on the data frem 132

respondents.

As a whoele the results showed that teachers of all categories
are related in their perception of pupil disruptive behaviour in
the classroome The follewing were interpreted as the most disruptive
pupil behaviours: First, Verbal behaviours: *A' Giggling and making
queer noises and 'B' Laughing, whistling and eoughing se as te
disrupt ethers for no apparent reason. Second, Non-Verbal behavieurs:
'A' Fighting and hitting with actual, blows and *B' Persistent and
deliberate late coming in classe The ratings ef some behaviours in
the present study are consistent with the few studies that have been
conducted in Africa and those in the Western Worlde The findings that
teachers of varying length of teaching experience and sex perceive
pupil disruptive behaviours in a similar way contradicts the belief
commonly held that agreement on which pupil behavieur is disruptive
is unlikely ameng teachers. This implies that teachers, whether they
be female/male beginning teachers, er female/hale experienced teachers
do not differ in their experiences of the extent te which the disruptive

behaviour might manifest itself during instructienal activities. This



630
is supported by the results of hypothesis one that despite
differencés in length ef teaching experience, teachers are related
in their interpretation of mest and least disruptive classreom
behaviours of pupilse The results of the present study tend te
alter the theory that experience is the best teacher, If
experience is such an important factor in a teacher's classreom
roles, the result would have shown that beginning and experienced
teachers differ markedly in their rating of the pupil behaviours

in the present studye.

In light of these findings the following recommendations

are nmades

le In-service training courses be instituted to cater for
those teachers with many years of teaching experience so that
they become expesed to new ideass In that way they may be
deliberately influenced in acquiring beliefs on classroom

di scipline which are in harmony with medern theeries of

teaching and learning.

2. Both trainee teachers and teachers undergoing ine~service
courses should be exposed to principles of behaviour modification.
Such knowledge would help in their efforts te prevent the
disruptive behaviours from emerging, and if such behaviours

did emerge, teachers fully equipped with principles of

behaviour medification may be in a better position te deal

with the cases than presently. Since hehaviour modificatien
techniques involve a let of time and attention between the
teacher and the pupil whose behaviour is being modified, and

given that teachers may not have such time due to heavy teaching
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loads, the Inspectorate section of the Ministry of Gemeral Education
and Culture should, as a matter of urgency, embark on courses for
selected teachers in each school, in Counselling and Guidancee
Such personnel would be in a better position to help both teachers
and pupils so that teaching and learning activities take place with
minimal disruption. In that way effective teacging and learning

may occure

The following recommendations are made on how teachers might
deal with pupil disruptive classroom behaviour, once they have

identified it,

le Teachers should make the pupil aware of how bad, without
necessarily bursting into anger, they feel about such a pupil
behaviours They should immediately specify clearly to the pupil

the desired behaviour.

2. Teachers should at times ignore through withdrawing of attention
when a pupil indulges in a disruptive behavioure If a pupil shows

a desired behaviour, the teacher should strengthen it through praisee

3« Teachers should avoid confretation with the pupil and as much
as possible strive to find the causes or things, which encourage the
pupil to indulge in disruptive behavioure If, for ingtance the
disruptive behaviour in making queer noises devise lesson activities

that allow group - open discussions.

In light of the limitations indicated in Chapter I, the

following areas are suggested for further study.

le A gstudy involving a large sample size, consisting of teachers
from several schools in all provinces of Zambia, may be done so that

findings become generalizable.
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20, f:long term study using participant observation, instead of
paper and pencil technique, may be conducted in order to find
differences or similarities in teachers'! beliefs on claésroom

disciplinee

3¢ A study similar to the present may be done involving pupils to
find out whether or not they perceive fellow pupil classroom

behaviours as disruptive.

4. An investigation using participant observation, focussing on
one or two of the pupil classroom behaviours identified as most
disruptive, may be conducted to find out whether such classroom
behaviours are related to pupil®s home background variables such as

broken homese

This study has made known the pupil behaviours teachers perceive
as intérfering with the meaningful implementation of curriculum in the
classrooms It has also revealed that no specific pupil behaviour is
particularly disruptive among beginning or experienced teachers only

and among female or male teachers onlye

Limitations on the findings of this exploratory study have been
notede And as a way of improving life in the classroom for both
teachers and pupils, a number of recommendations have been made for
the attention of education administratorse It is hoped that this
would minimize the occurence and seriousness of pupil disruptive
- behaviourse Unless such proposals are implemented teachers mey contimue
to encounter pupil disruptive behaviours which render classroom
teaching=-learning activities ineffectives The heavy teaching load, lack
of teaching aids and overcrowded classroom, all make it difficult for

the teacher to adequately plan ahead his materials with the hope of
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making lessons interesting to the pupils and therefore have a
low potential for disruptive behaviours. The classroom teachers,
being the only available resource, working under stress may
acquire beliefs, and therefore, classroom behaviours which are
at variance with modern views on digcipline and learning. Thus,
instead of the teacher being an instrument of pupil motivation
toward classroom activities, he becomes isolated from the pupil
resulting in low teaching standards on the part of the teacher

and poor academic attainment by the pupil,
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Appendix A,

THE UNIVERSITY OF ZAMBIA
DEPARTMENT OF EDUCATION

M.ED RESEARCH PROJECT

QUESTIONNAIRE ON TEACHERS! PERCEPTIONS OF
PUPIL DISRUPTIVE BEHAVIOQUR,.

This study is part of the requirements for the MASTER OF
EDUCATION DEGREE Programme at the University of Zambia, School of

Education in the Department of Education.

Your answers te this questiennaire would help in an effort
of knowing pupil behaviours, which are most disruptive in the
classroom and to identify beliefs that teachers have on classreom
disciplines It is hoped that such information would make some
contribution in the understanding of discipline issues as they

relate to curriculum implementation in the classroom.

Please fill out Section A and answer each question in Sections

B and C of the questionnaire as thoughtfully as you cane.

All Information will be treated as strictly confidentiale

SECTION A

BACKGROUND TINFORMATION OF TEACHERS AND SCHOOLS,

lo Sexy MALE/FEMALE,
2¢ Age: * » & o o o

3e Nationality:a o + e o + o & o o

4o Qualification: Trained Graduate
Trained Non~Graduate
Untrained Graduate
Untrained Non-Graduate. (Please underline)

@74 e
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5¢ For how long have you been teaching in Zambian Secondary

SCho0lS? = = = - m m w o L L L L L L.

6+ Teaching Subjects = = = = = = = = o = = o _ _ _ _ _ -

Te Which one of the following is your major responsibility in

addition to classroom teaching? (Please underline).

School Head, Career Master,
School Deputy Head., Sports Master.
Senior Teacher. Head of Departmente

Boarding Master/Mistresso

House Master/Mistress.

8s School where you new teach:
(a) Name: = - - - - o _ - ______ i o
(v) How long have you been teaching in this school? = = - o
(e) Boarding or Day school? (Underline).
(d) Rural or Urban School (Underline).
(e) Government or Mission School? (Underline).
(£) Girls only, Boys only or Co~educstion (Underline).

(g) Grade 1, 2 or 3 School? (Circle).

SECTION B,

PUPIL DISRUPTIVE BEHAVIOUR,

Below are some of the behaviours which tend to disrupt or
interfere with classroom teaching and learning activities, The
puril behaviours have been placed under two broad categoriess The
first category consists of VERBAL behaviours while the second

category has NON-VERBAL behaviours,
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In each category, indicate the seriousness of the behaviours

by ranking or rating them 1 to 5. One should indicate the most

disruptive behaviour, 2 for the behaviour which is quite disruptive

and so on until a 5 for the behaviour which is the least disruptives

FIRST CATEGORY: VERBAL BEHAVIOURS.

These are behaviours in which pupils employ words in oral or

spoken forme

Giggling and making queer noises.

Laughing, whistling and coughing so as

fo disrupt others for no apparent reason.
Talking back to the teachers Argumentativeness
and making criticisms or complaints that are
unjust or not constructives

Making wisecracks, asking silly questions and
making silly remarks.

Talking out loud and shoutings

SECOND CATEGORY: NON-~VERBAL BEHAVIOURS

These are behaviours in which pupils do pot use words but movement

of the body and/or objects.

------ ~ - = (A) Fighting and hitting with actual blowse
--------- (B) Persistent and deliberate late coming in class.
————— = - = = (C) Making unnecessary noise by dropping books,

hitting a pencil on the desk, slamming desk
top, shaking, dragging and pulling a desk or

a chair thereby makirng squeaking noise.
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----- - - - (D) Deliberate in attention to classwork through
day dreaming, paying attention to ancther
pupil and doing other things instead of the
work at hand.

————— - - (E) Disobediences For example, refusing to move

when tolde

Please state clearly any pupil classroom behaviour you congider as

disruptive that was not listed in the above questione.

SECTION ¢

BELIEFS ON DISCIPLINE INVENTORY,

INSTRUCTIONS: For each question below, there are two statements,

A and Bs Choose the statement that is clesest to how you feels
You might not agree with either choice, but you are asked to
choose ones Circle either A or B, but NOT both., Please be sure

to answer all 12 items.

le Aes Pupils are not always capable of making rational and
moral decisionse
Bs Pupils' inner emotions and capacity for decision making

must always be considered legitimate and valide

2o Ae Generally, I assign pupils to specific areas or seats in
the classroom.
Be Generally, my seating or working area assignments are

open to negotiation.
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4o

54

6o

Teo

T8e

4. Bven though pupils are not fully mature, teachers should

give them responsibilities and choices,
Bo Pupils should not be expected to be fully responsible for
their decisions because they are strongly influenced by

teachers, parents and friends,

When the noise level in the classroom bothers me, I will most

likely:

A. Discuss my discomfort with the pupils and attempt to come
to compromise with them about noise levels during activity
periods,

Be Allow the activity to contimue as long as the noise is not

disturbing or upsetting any pupil.

During class, if a pupil breaks a classmate's bookcase, I as a

teacher will most likely:

As  Scold both pupils, one for disrespecting others' property
and the other for breaking a rule prohibiting personal

bookcases in classe

Be Avoid interfering in something that the pupils and possibibly

their parents need to resolve themselves.
If pupils unanimously agree that a classroom rule is unjust
and should be removed but I (the teacher) disagree with them,
thens
A. The rule should probably be removed, and replaced by a rule
made by the pupils,

B. The pupils and I should jointly decide on a fair rule.

When a pupil does not join a group activity:
Lo The teacher should explain the value of the activity to the

pupil, and encourage the pupil to participate.
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Bs The teacher should attempt to identify the pupil's reasons
for not joining and create activities that meet the needs

of the pupil.

During the first week of class, I will most likelys

A Allow the pupils to interact freely and initiate any rule
making.

Bs Announce the classroom rules and inform pupils how the rules

will be fairly enforced.

A Pupils creativity and selfwexpression should be encouraged
and murtured as much as possible.
Be Limits on disruptive behaviours have to be set without denying

pupils their sense of choice and decisione

10e If a pupil interrupts my lesson by talking to a neighbour, I

11,

12,

will most likely:

Ao Move the pupil away from others and continue the lesson;
class time should not be wasted on account of one pupil,
Bo Tell pupils about my annoyance and conduct a discussion with

pupils about how they feel when being interrupted.

Ao A good teacher is firm but fair in disciplining violators
of classroom rulese
B. A good teacher discusses several alternative disciplinary

actions with a pupil who violates a elassroom rules

When one of the more conscientious pupils does not complete an

assignment on time,

Ao I know the pupil has a legitimate reason and that the pupil

on his/her own will turn in the assignment,.
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B, I tell the pupil that he/she was expected to turn in the
assignment when it was due, and then with the pupil, we

will jointly decide on the next steps.

END OF QUESTIONNAIRE and Thank you for your |

co—operation.

For Official use.

Table 1. Tgble II, Table ITT.
24 1A 4B 1B 2B 4A
3B 5A 6A 5B 34 6B
TA 8B 94 84 7B 9B

11A 104 124 10B ilB 12B
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Appendix C

3
SCHZOL OF EDUCATION

xxxx 213221
GEJIC20/3100061 /1252 15th Dctober, 130

(hief tducation Oificer,
Eastern Feqicon,

CHIPZTT.,

M

Dear Sir,

kR, P8, PilZ]

“4r. Poiri is cne of our “LED. candidates who has stccessfully commleted
Part 1 of the procracne, ,

Mr. Pniri is currently ennaned in field work on his dissertation tonic,
*En Lxnloratory >tuuy of Teachars Percanticns af puail disruntive
Classroor tehaviour in sore Zarbian Secondary Schocls,”

B3 this wnre das oeen anarovad oy tW1a University, 1 s
for anv assistance »ou may FLP”’F re Phind in mazing
in your renion.

shculd be erataful
nis mquiries

Aitn &iad reoards,

Yours sinceraly,

CeCo (ioad, Jrinrtemt of Uoucatisn (17007)
Tosistant Coan (1) tducation
Files W2
ey fape ore Padr &
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Al Inetions shes!d be adireesed to3

C'E.O.

m reply pivase quatel

MELR/102/5/%

Talaphone: 21 677 1

REPUBLIC OF ZAMBIA

MINISTRY OF EDUCATION AND CULTURE

-

TUSAXA REGION,
P/B R{. 21E,
LUSAKA.

10th November, 1982,

To Headmasters;

Munali Secondary School,
Kabulonza Boys 3econdary School,
Kabulonga Girls Secondary S3chool,
Kanwala Secondary School,

Matero Girls Sscondary School.

MR. P. B. PHIRI, D CANDIDATE - AN EXPLORATORY STUDY OF
TTACTTRS’ PTRCIPTT CUS

I have the honour to introduce to you ¥r. Phiri from UL7ZA ,
who is currently on field work for“Ap Ixploratory study of Teachers

perceptions of pupil disruptive classroom Behaviour in some Zambian
Secondary Schools,

2, I shall be grateful for any assistance you may render to him
at your school in making his enquiries.

gaﬂyblbkttnag%s_ .
« A I‘:umba'
for/Chief Zducation Cfficer,

LUSALA REGION,

CeCe Head,
Departmert of Zducation (UNZ4),
Assistant Dean (1) Cducation,
P.0. Box 32379,
LUS KA.

/irk.




Tgble 1o Sample Degign
SEX

" FEMALE MALE Total

|4
&'g 5< Years) 50 C 50 A 100
Q
Gf 6 Years o 50 B 100
&
B2  Total 100 100 N = 200
-

5

]

j<a]

(3]

A = Sub-sample of male teachers of 5 or less years of

teaching experience,

Iable 2, Sgmple Distribution.

SEX
8
5 FEMALE M&ﬁ Total
By
©fF 54 Years] 26 C 41 A
m 67
X |
fg%SZYears;_‘Z'TD 38 B 65
o ;
S Total 53 79 V=132 |
&
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Appendix B
Table ic

Teachers' Rank Ordering {Totgl and Mean Scoresg)

ef VERBAL Pupil disruptive clagsroom behaviours in gome Zambign
Scheols by length of teaching experience and Sexe

Pupil THE FOUR CATEGORIES OF TEACHERS.
Behaviour
5<F 5 <M 6>F 6 > M.
(e) (a) (a) (b)
N=26 41 27 38
Ao (63) (84) (62) (95)
2423 2.049 24296 245
B, (80) (113) (83) (100)
3,077 2.756 3,074 24632
Co (76) (145) (79) (111)
2,923 34537 2,778 2.921
D, (92) (141) (86)  (1%31)
34538 32439 3,185 34447
Be (84) (133) (95) (131)
3,231 34244 34519 3,447

N = number of teachers in each category.
(63) = Total Scores based on teachers® ratingse

(a) = all male teachers with 5 or less years of teaching.
(b)
(c)

(d) = all female teachers with 6 or more Years of teaching.

]

all male teachers with 6 or more years of teaching,.

all female teachers with 5 or less years of teachinge



Appendix R

Tgble &u

Comparison of Ranks Agsigned to Verbal pupil disruptive
behaviours by teachers of agll categorieg.

TEACHERS'
CATEGORIES., Verbal pupil bghgviours.
A B ¢ D E
5<F 1 3 2 5 4
(e)
5< M 1 2 5 4 3
(a)
62 F 1 3 2 4 5
(a) |
63N 1 2 3 45 4.5
(v) Rj 4 10 12 17.5 16.5
Rj 12
a -8 =2 0 505 445
a2 64 4 0 30.25 20,25

¥ 42 11845

W = 0,741 A high agreement in the way teachers

perceive the disruptive behavieurs. Critical
Value of S = 88.4

Calculated S = 118.5, k = 4, N = B; Result: Significante
(a) = 211 male teachers with 5 or less years of teaching.
(b) = all male teachers with 6 or more Years of teaching.
(c) = all female teachers with 5 or less years of teaching,
(3) = al1 female teachers with 6 or more years of teaching.
Rj = Sum of Ranks

ﬁj = mean Rank

d = deviance

42 = deviance squared

Edz = Sum of deviance squared
W = Kendsall Coefficient of Concordance.

C—



Table 5
Teacherg' Rank Orderinge (Te4al and Mean Scores) of

Appendix E

NON-VERBAL Pupil disruptive classroom behaviour in some

Zambian Secondary Schools by length of teaching experience

and Sexe
Pupil
Behaviour
A,
B,
Ce
Do
Be
N
(57)
(a)
(b)
(c)
(a)

THE FOUR CATEGORIES OF TRACHERS

5<F 5<M 6>F 6 >N
(c) (a) (a) (b)
N=26 41 27 38
(57) (90) (52) (75)
2192 2,195 1,926 1.974
(78) (121) (91) (125)
3 2.951 3437 34289
(102) (150) (1) (129)
3.923 34659 2.6% 34395
(83) (142) (85)  (121)
34192 3,463 3,148 34184
(70) (114) (106) (126)
2,692 2.78 3.926 3,316

number of teachers in each set.

Total scores based on teachers' ratings.

all male teachers with 5 or less years of teaching,
all male teachers with 6 or more years of teaching,
all female teachers with 5 or less years of teaching.

all female teachers with 6 or more years of teaching.
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Apvpendix E

Table 6. Comparison of Ranks Assigned to Non-Verbal pupil disruptive

behaviours by teachers of all categorieg.

TEACHERS!
CATEGORIES Non-Verbal Pupil behaviours,
A B c D E
5<F 1 3 4
(e)
5 <M 1 3 5 4 2
(a)
6 >F 1 4 2 3 5
(a)
6 >N 1 2 5 3 4
(v)
Rj 4 12 17 14 13
Rj 12
4 - 8 0 5
a? 64 0 25 4 1
x 2 94

W= 0,588 4 high degree of agreement Galculated Value
of S = 94; Critical value of S = 8804, with k¥ = 4 and N = 5, the
Result is significant.

(a) = all male teachers with 5 or less years of teaching,

(b) = all male teachers with 6 Oor more years of teaching,

(c) = all female teachers with 5 or less years of teaching,
(4) = a11 female teachers with 6 or more years of teaching,
Rj = Rank Sum,
Rj = Rank mean,
d = deviance,
:Ed2 = deviance squared deviance,

W = Kendall Coefficient of Concordance.
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Appendix B

Iable 11.

Comparison of Ranks Assiened to Verbal pupil disruptive
behaviours by Female teachers with different Years of

teaching experience,

Pupil behaviour Rank,

5<F 6>F a4 42

A 1 1 0] 0

B 3 3 0 0

c 2 2 0 0

D 5 4 1 1

B 4 5 -] 1
sd%2

Spearman Rank Correlation Coefficient (rhe) =0,88

A high pesitive Correlation.

Table 12,

Comparison of Ranks Assigned to Verbal pupil disruptive,

behaviours by Male teachers with different years of
teaching experience.

Pupil behaviour Rank,

5« M 62 d d2

A 1 1 0 0

B 2 2 0 0

c 5 3 2 4
D 4 445 ) 1.25
E 3 405 "'05 025
£4d°<4.5
Spearman Rank Correlation Coefficient (rho) =0,73

A high positive Correlation.
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Table 13, Comparison of Ranks Assisned to Non=Verbal pupil

disruptive behaviours by Female teachers with

different vears of teaching experience.

Pupil behaviour Rank

5 < F 6>F d a2

A i 1 0 0

B 3 4 -1 1

c 5 2 3 9

D 4 3 1 1

E 2 5 -3 9
s 20
Spearman rank Correlptiop Coefficient (rho) = - 042

There is a low negative Correlation.

Table 14, Comparison of Ranks Assigned to Non-Verbal pupil disruptive
behaviours by Male teachers with different vears of teaching

experience.

Pupil behaviour Rank

H O o W

A N e |

Sl RV, Y VR = § V2
HOHOQJ
H O = O g

-2 4
Zdzu 6
Spearman rank Correlation Coefficient (rho) = 0,64

There is a posttive Correlation,

e 9] -
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Table 15, Comparigen of Ranks Assigned to Verbal pupil disruptive

behaviours by all teachers with 5 or less vears of

teaching experience but different Sexe

Pupil Behaviour. Rank.
5€F 5< N a a2

A 1 1 0 0
B 3 2 1 1
c 2 5 -3 9
D 5 4 1 1
E 4 3 1 1

=3%12

Spearman Rank Correlation Coefficient (rhe) = 0.28

No Correlatien

Table 16, Comparison of Ranks Assigned to Verbal pupil disruptive

behaviours by all teachers with 6 or more vears of
teaching experience but different Sexo

Pupil Behaviour Rank.

6>2F 63N a®

A 1 1 0

B 3 2 1 1

c 2 3 -1 1
D 4 445 -5 0625
E 5 4e5 5 0.25
Xi%2.5

Spearman Rank Correlation Coerfficient (rho) = 0,85

A high positive correlation.

- 92 .
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Table 17. Comparison of Ranks Assigned to Non-Verbal pupil

disruptive behaviours by all teachers with 5 or legg

Years of teaching experience but different Sex.

Pupil Behaviour Rank.
5<F 5<H d a2
A 1 1 0 0
B 3 3 0 0
5 0 0
4 4 0 0
E 2 2 0 0
Sd% 0

Spearman Rank Correlation Coefficient (rho) = 1

There is a Perfect Positive Borrelation.

Table 18. Comparison of Ranks Assigned to Non=Verbal pupil disruptive

behaviours by all teachers with 6 or more vears of

teaching experience but different Sex.

Pupil behaviour Rank.
6>F 63N d 2
A 1 1 0 0
B 4 2 2 4
c 2 5 -3 9
3 3 0 0
E 5 4 1 1
£ =14
Spearman Raak Correlation Coefficient (rho) = 0,16

No Correlation.

- 93
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