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ABSTRACT 

The purpose of this qualitative study is to examine 

micropolitical interaction in one elementary classroom. 

"Micropolitics is the use of formal and informal strategies 

by individuals and groups to achieve their goals in 

organizations" (Blase 1991a, p. 11). I use the following 

three guiding research questions for the study: (1) What 

micropolitical strategies do the teacher and students use in 

the elementary classroom?, (2) What goals do the teacher and 

students have for engaging in micropolitical strategies, and 

(3) What are the consequences of the micropolitical 

strategies for the classroom teacher and students? 

Using grounded theory methods, I conducted simultaneous 

data collection and analysis to discover what micropolitical 

strategies the teacher and students used in the classroom. 

I find the teacher to use two types of micropolitical 

influence strategies toward students: support strategies 

and control strategies. Students use two types of 

micropolitical influence strategies toward their teacher: 

cooperation strategies and resistance strategies. 

I find that the teacher and students use micropolitical 

strategies based on perceived compatibility or 

incompatibilty between teacher and student goals. I also 

find teacher use of micropolitical strategies to link to 

student academic outcomes. Furthermore, I find student 



use of micropolitical strategies to link to teacher 

professional satisfaction or dissatisfaction. 

In addition, I present a substantive theory of the 

micropolitics of the elementary classroom in the form of 14 

theoretical propositions. The micropolitical theory 

highlights the reciprocal nature of teacher-student 

micropolitical strategies of influence. 
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CHAPTER I 

INTRODUCTION 

I begin Chapter I with a literature overview of the 

micropolitical perspective. Next, I describe the purpose of 

my study and my guiding research questions. In addition, I 

also define pertinent terms, describe the research site and 

sample, and present my research design. Next, I discuss the 

significance and limitations of my study. Finally, I 

conclude this chapter by overviewing the remaining chapters 

of my dissertation. 

Literature Background 

The early work in micropolitics began as a direct 

challenge to popular apolitical models of organization such 

as those developed by Fayol (1949), Taylor (1947), and Weber 

(1947) . Leading this challenge were early political 

theorists, such as Burns (1961), Cyert and March (1963), 

Pettigrew (1973), and Strauss (1962) all who express a 

dissatisfaction with apolitical models of organizations. 

Their dissatisfaction concerns such tenets of apolitical 

models as division of labor, allocation of resources and 

incentives, and hierarchical task specialization that 

apolitical models espoused to prevent political activity and 

to ensure organizational consensus. Early political 

theorists such as Burns (1961), Cyert and March (1963), 

Pettigrew (1973), and Strauss (1962) challenged apolitical 



models of organization with their own political models of 

organization. Political models developed by these early 

political theorists maintain that the tenets of apolitical 

models (such as, division of labor, allocation of resources, 

and hierarchical task specialization) do not prevent 

political activity and do not ensure organizational 

consensus. Instead, Burns (1961), Cyert and March (1963), 

Pettigrew (1973), and Strauss acknowledge that these tenets 

actually create political competition, coalitions, and 

conflict within organizations. In addition, these political 

theorists recognize organizations to be heavily involved in 

political activity through a context of organizational 

decision making, power and authority structures, disparate 

goals, and resource allocations. Furthermore, these early 

theorists reveal that members of organizations use political 

strategies such as coalition building and political exchange 

to achieve their organizational and personal goals. The 

micropolitical perspective evolved from the work of these 

early political theorists. 

lannoccone (1975), an educational researcher, became 

the first to study micropolitics in an educational context. 

According to lannoccone and other educational researchers 

(Bacharach & Lawler, 1980; Bacharach & Mitchell, 1987), 

schools should be recognized and understood as political 

entities where school members (that is, individuals and 

groups) develop micropolitical strategies in an attempt to 



achieve their own personal and school goals. In addition, 

Bacharach and Lawler (1980) and Bacharach and Mitchell 

(1987) acknowledge that school members often form shared 

objectives and micropolitical strategies with other school 

members (i.e., coalitions) in order to achieve successful 

and preferred decision outcomes. 

Other educational researchers began to apply the 

developing micropolitical perspective to educational 

contexts. For example, Gronn (1986) and Hoyle (1986) reveal 

that school personnel use both sanctioned and nonsanctioned, 

and overt and covert micropolitical strategies within school 

organizations. In addition. Ball (1987) reveals that a 

group's use of micropolitical influence is more powerful 

than an individual's use of micropolitical influence. 

Furthermore, Ball (1987) emphasizes the prevalent existence 

of micropolitical strategies of conflict as opposed to 

micropolitical strategies of cooperation. 

Unlike Ball (1987), Blase (1991a) in his work in 

educational micropolitics, acknowledges that micropolitical 

strategies of cooperation as well as micropolitical 

strategies of conflict exist within schools. In addition. 

Blase (1991a) finds that organizational and community 

factors significantly shape school micropolitics. 

Furthermore, he finds that school members use micropolitical 

strategies for purposes of both protection and influence. 



To pull together the various developing perspectives in 

the rapidly growing field of micropolitics. Blase (1991a), 

developed a broad-based, working definition of 

micropolitics. He writes: 

Micropolitics is the use of formal and 
informal power by individuals and groups 
to achieve their goals in organizations. 
In large part, political actions result 
from perceived differences between 
individuals and groups, coupled with the 
motivation to use power to influence and 
to protect. Although such actions are 
consciously motivated, any action, 
consciously or unconsciously motivated, 
may have political significance in a 
given situation. Furthermore, both 
cooperative and conflictive actions and 
processes are part of the realm of 
micropolitics. (p. 11) 

Blase (1991a) bases his definition of micropolitics on the 

developing micropolitical perspectives I mention in the 

background section above. 

The majority of micropolitical studies completed in 

education focus on the teacher-principal relationship. The 

literature reveals that principals do develop a 

micropolitical perspective toward teachers, and teachers do 

develop a micropolitical perspective toward principals. 

Furthermore, the principal's micropolitical behavior results 

in either negative or positive consequences for teachers 

depending on the strategy of micropolitical influence the 

principal uses. For example, principals' micropolitical 

control strategies of authoritarianism, control of decision 

making, coercion, and favoritism link to decreases in 



loyalty, motivation, risk taking, and commitment of teachers 

(Ball, 1987; Ball & Bowe, 1991; Blase, 1991a, 1990; Radnor, 

1990). Principals' micropolitical strategies of praise, 

expectation, involvement, support, and moral influence link 

to increases in teacher self-esteem, confidence, sensitivity 

to student needs, and job satisfaction. 

A review of the literature reveals that although 

numerous micropolitical studies concerning the principal-

teacher relationship have been completed, only two 

micropolitical studies focus on the teacher-student 

micropolitical relationship (Blase, 1991b; Bloome & Willett, 

1991). Blase (1991b) conducted his study in a high school 

setting and focused on the micropolitical behavior of 

teachers toward their students. Bloome and Willett (1991) 

conducted their study in a first-grade classroom with 

limited English-speaking students and focused on the 

micropolitical interaction that occurs between students and 

their teacher during reading lessons. 

The limited number of micropolitical studies that focus 

on the teacher-student relationship may be the result of the 

relative newness of the field. Micropolitics as a field of 

study is still in its infancy. My present research presents 

one of the first efforts to apply the micropolitical 

perspective to an elementary classroom setting. 

What Blase (1991b) and Bloome and Willett (1991) reveal 

through their micropolitical teacher-student studies is that 



(1) students and teachers develop a micropolitical 

perspective toward each other in order to achieve their own 

personal goals, (2) students and teachers use goal-directed 

micropolitical strategies to achieve their personal goals, 

and (3) students' and teachers' micropolitical strategies 

have political consequences, either negative or positive, 

for themselves and others. It is from this literature 

background that I develop my study of student and teacher 

micropolitical interaction in an elementary classroom. 

Description of the Study 

Purpose of the Study 

The focus of my study can be stated as the question: 

What are the micropolitics of the elementary classroom? My 

purpose for conducting this study is to discover and examine 

micropolitical interaction in one elementary classroom. In 

so doing, I am able to examine the micropolitical classroom 

strategies, goals, and consequences that occur among 

students and a teacher in an elementary classroom. 

Guiding Research Questions 

In accordance with the micropolitical perspective, I 

examine classroom interactions for the micropolitical 

strategies that students and the teacher use, their goals 

for using the strategies, and the consequences of using the 

strategies. 



The guiding questions I use for my study are open-ended 

and concerned with the strategies, goals, and consequences 

of micropolitical behavior in the classroom. Guiding 

questions that are open-ended and process oriented are 

typical of grounded theory research. Initial guiding 

questions include: 

1. What micropolitical strategies are used 

by the teacher and students in the elementary 

classroom? 

2. What goals do the classroom teacher 

and students have for engaging in 

micropolitical strategies? 

3. What are the consequences of the 

micropolitical strategies for the classroom 

teacher and students? 

Definition of Terms 

The following terms are essential ones in the guiding 

research questions. Micropolitics describes the ways in 

which individuals attempt to influence others through both 

cooperative and conflictive strategies in order to attain 

desired goals (Blase, 1991a). Micropolitical strategies are 

the behavioral lines of action that individuals (i.e., the 

teacher and students) use to carry out their influence and 

to accomplish their micropolitical goals (Blase, 1991a; 

Lofland, 1976). Micropolitical goals are the desired ends 

or aims an individual pursues that may result from 
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individual interests, values, needs, ideologies, 

preferences, beliefs, motivations, or purposes (Blase, 

1991a). Individuals (i.e., the teacher and students) use 

micropolitical strategies to achieve their micropolitical 

goals. Micropolitical conseguences are the end results or 

effects obtained through using a micropolitical strategy 

(Blase, 1991a). 

Blase's definition of micropolitics provides the 

conceptual foundation for the study. This particular 

definition defines micropolitics broadly. Blase (1991a) 

writes: 

Micropolitics is the use of formal and 
informal strategies by individuals and groups 
to achieve their goals in organizations. In 
large part, political strategies result from 
perceived differences between individuals and 
groups, coupled with the motivation to use 
power to influence, (p. 11) 

According to Blase (1991a), perceived differences between 

individuals and groups are the result of differing 

micropolitical goals. In addition. Blase (1991a) makes two 

other observations about micropolitical activity that are 

not included in the above quote. First, micropolitical 

strategies can be consciously or unconsciously motivated, 

and second, micropolitical strategies may be either 

cooperative or conflictive in nature. 

Site Selection 

I purposefully chose a private elementary school as the 

site of this research. The school is located in a suburban 



city within the Northern region of Texas. The school serves 

students in prekindergarten through eighth grade and has an 

enrollment of 400. 

I considered a number of factors before selecting my 

research site. For one, the school administrator, classroom 

teacher, and students volunteered to participate in my 

research project from the initial contact. For another, 

access to the teacher and the students was unproblematic. I 

established rapport with the teacher quickly and she gave me 

permission to interview and interact with the students and 

her either individually or collectively as needed. This 

meant that I had access to a purposive sample that included 

one second grade teacher and all of her second grade 

students. Furthermore, my experiences as an administrator 

and a teacher in private schools provided an interest and a 

background for generating insights into my research. 

Sample Selection 

The research sample includes one second grade teacher 

and all of her second grade students. Specifically, the 

sample includes one female elementary teacher with 15 years 

teaching experience and eighteen students (i.e., nine boys 

and nine girls). All students are Caucasian and are from 

high income families where either one or both parents is 

employed in a white collar professional occupation (i.e., 

doctors, lawyers, executives, politicians). 
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I sought verbal permission for research access through 

personal appeal to the school's central office, the school 

site administrator, the classroom teacher, and the students. 

I also sought and obtained approval at the university level 

from the Human Subjects Committee. 

The teacher granted me permission to interview and 

interact with the students and herself either individually 

or collectively as I needed. My explanations to research 

participants (i.e., the teacher and students) included a 

general description of the research purpose, the data 

collection methods I would use, and the duration of my 

study. In addition, I assured research participants of my 

intent to use anonymity and confidentiality to protect their 

identity. 

Research Design 

This is a qualitative study of the micropolitics of an 

elementary classroom. I use grounded theory methods for 

collecting, coding, and analyzing data I obtained from the 

second grade class where my research takes place. Guided by 

grounded theory, my data are "inductively derived from the 

study of the phenomenon it represented [the micropolitics of 

a second grade class]. . . and are verified through 

systematic data collection and analysis of the data" 

(Strauss & Corbin, 1990, p. 23). In other words, my data 

collection and analysis stands in reciprocal relationship 
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with one another (i.e., such that data collection leads to 

analysis, and analysis leads to further data collection). 

Glaser (1978), Glaser and Strauss (1967), and Strauss (1987) 

refer to this process of constantly switching back and forth 

between data collection and analysis as the constant 

comparative process of grounded theory. Thus, I use the 

constant comparative method as my research design to collect 

data, analyze data, and generate a micropolitical theory of 

the elementary classroom. 

Specifically, I collected data through participant 

observation, interviews, and documents. I wrote field notes 

during data gathering sessions (i.e., participant 

observation and interviews) and further expanded and 

clarified my notes shortly after leaving the research site. 

I analyzed the research by searching line by line through my 

transcribed field notes for units of data that serve as the 

basis for defining categories. 

Participant Observation 

Participant observation is a data collection method 

that uncovers meanings held by individuals in a naturalistic 

setting such as the classroom. It involves social 

interaction (i.e., sending, receiving, and confirming 

communication) between the researcher and the participants 

over an extended period of time during which the researcher 

systematically collects data (Strauss & Corbin, 1990; Taylor 

& Bogdan, 1984). In so doing, "the researcher enters the 
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world of the people he or she plans to study, gets to know, 

be known, and trusted by them, and systematically keeps a 

detailed written record of what is heard and observed" 

(Bogdan & Biklen, 1992, p. 2). 

I chose participant observation as appropriate to my 

study for a number of reasons. First, participant 

observation permits me as the researcher to witness and 

describe individual and group actions and discourse over 

time. Second, participant observation allows me to engage 

the members of the classroom (students and teacher) in 

discussions and conversations about phenomena as they occur 

in order to disclose the members' understandings of these 

phenomena. Third, participant observation enables me to 

gain member status (to be explained later) within the 

classroom and to reduce the tension, dissonance and 

distraction that may accompany the presence of a non-member 

(Goetz & LeCompte, 1984). I supplement the data I collect 

from participant observation with data I derive from 

interviews and documents. 

Interviews 

I employed structured, semi-structured, and 

unstructured interviews in conjunction with participant 

observation and document collection (Strauss & Corbin, 

1990). Bogdan and Biklen (1992) describe an interview as a 

purposeful conversation used to produce rich, descriptive 

data about how participants interpret their world. These 
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interviews also allow students and the teacher to direct the 

conversation along lines they prefer (Bogdan & Biklen, 1992; 

Goetz & LeCompte, 1984). In addition, I used interviews to 

allow the participants to clarify their perspectives through 

agreement and disagreement with my data. 

Documents 

Document collection provides me with additional data 

regarding the micropolitical strategies of the classroom 

(Bogdan & Biklen, 1992). I collected both official and 

personal documents. The majority of the documents I used 

during this study are personal documents. Personal 

documents are first person narratives or materials. In 

classroom personal documents, the students and teacher 

reveal and describe their own actions, experiences, and 

beliefs. I read and coded such student personal documents 

as writing journals, autobiographies, and life diaries. I 

sought and gained student permission before reading 

students' personal documents. For the teacher, I sought, 

read, and coded a teacher journal that I had asked her to 

keep as part of my research study. 

Official documents I used include written 

communications that school personnel produces. I used these 

documents to familiarize myself with the school and 

classroom setting. Official documents I used are school 

newsletters, statements of school philosophy and goals, 

photographs, and student records. 



14 

Significance of the Study 

Current research in micropolitics focuses mainly on 

understanding micropolitical relationships between school 

principals and teachers. Presently, only two pieces of 

research have been conducted or published that examine the 

teacher-student relationship from a micropolitical 

perspective. This may be the case because of the relative 

newness of the micropolitical perspective. For example, 

only two published studies, Bloome and Willett (1991) and 

Blase (1991b) describe micropolitical relationships between 

teachers and students. In addition, only Bloome and Willett 

(1991) focus on the elementary school setting. Because of 

the limited amount of both published and unpublished 

micropolitical research in the elementary setting, the 

results of this study have theoretical, methodological, and 

practical significance. 

Theoretical Significance 

First, new ideas and concepts that I generate in my 

study contribute to the developing micropolitical knowledge 

base. This study explores a new area of micropolitical 

study—the teacher-student micropolitical relationship. 

Through examining this relationship, researchers and 

practitioners can gain new understandings as to how 

micropolitical perspectives develop and contribute to 
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teacher-student relationships that ultimately lead to 

classroom success or failure. 

Second, I generate new insights on the achievement of 

positive student learning outcomes. These insights also 

build understandings needed to prevent negative student 

learning outcomes. 

Third, my study generates new theoretical knowledge 

about how students and their teacher respond to and exert 

influence in the classroom. For example, I produce findings 

on (1) the types of micropolitical strategies students and 

their teacher use in the classroom; (2) the students' and 

teacher's goals for using micropolitical strategies,' and (3) 

the consequences of the micropolitical strategies on 

students and the teacher. 

Practical Significance 

In addition to the theoretical significance of this 

study, the findings have practical significance. This study 

describes often hidden political layers of the classroom. I 

anticipate that these descriptions will challenge 

practitioners to reconsider their traditional and habitual 

ways of thinking and interacting in the classroom. For 

example, when practitioners are able to realize that student 

strategies and teacher strategies stand in reciprocal 

relationship with one another, a new awareness of classroom 

interaction should occur. Teachers may become aware of how 
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they unconsciously influence students or how they 

unconsciously respond to the influence of students. 

Methodological Significance 

Finally, this study has methodological significance. 

Researchers interested in similar types of work may draw 

insights from the methodological procedures I use in this 

study (Glaser & Strauss, 1967). 

Limitations of the Study 

This study has one limitation associated with 

qualitative approaches to research (Bogdan & Biklen, 1992; 

Goetz & LeCompte, 1984). The findings of this study 

represent micropolitical influence in one elementary 

classroom in one private school situated geographically in 

the Northern region of Texas. These demographics are 

limiting in representativeness. To mitigate this 

limitation, this study will instead focus on providing an 

in-depth and comprehensive look at the one research sample. 

This type of in-depth analysis cannot be provided with large 

representative research samples. 

Overview of the Chapters 

The remaining chapters of this dissertation include: 

Chapter II: a review of the literature. Chapter III: 

methodology and research design. Chapter IV: research 
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findings. Chapter V: theoretical discussion, and Chapter 

VI: summary, implications, and recommendations. 

In Chapter II, I overview the development of the 

micropolitical perspective. In addition, I discuss 

pertinent theoretical and research literature related to the 

micropolitics of the elementary classroom in order to build 

a strong theoretical foundation for my study. 

In Chapter III, I discuss the theoretical framework of 

symbolic interactionism and its background and methodological 

relationship to the study. In addition, I describe the 

methods I use for data collection and data analysis. The 

methods discussion includes: data collection through 

participant observation, interviews, and documents; 

grounded theory development, including discussion of the 

stages and components of constant comparative analysis; and 

research criteria as applied to my study. 

In Chapter IV, I describe conceptual categories I 

discover during my research. These include: teacher 

support, teacher control, student resistance, and student 

cooperation. 

In Chapter V, I interrelate and elevate the categories 

described in Chapter IV to the level of grounded substantive 

theory. My substantive theory contains fourteen theoretical 

propositions of classroom micropolitical influence. 

In Chapter VI, I summarize my study and discuss 

implications of micropolitical activity in the elementary 
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classroom for teachers, principals, and university education 

programs. I conclude with recommendations for future areas 

of research in micropolitics. 

Conclusion 

In this introductory chapter, I briefly overview the 

background that led to my micropolitical study. Next, I 

present my research focus, purposes, and my guiding research 

questions. In addition, I define pertinent terms, describe 

my research site and sample, and present my research design. 

Next, I discuss the significance and limitations of my 

study. And finally, I conclude Chapter I by overviewing the 

remaining chapters of my dissertation. 



CHAPTER II 

REVIEW OF LITERATURE: THE MICROPOLITICS 

OF LIFE IN SCHOOLS 

Introduction 

In Chapter II, I overview the historical development 

of the micropolitical perspective. In addition, I discuss 

pertinent theoretical and research literature related to 

the micropolitics of the elementary classroom in order to 

build a strong theoretical foundation for my study. It 

should be noted that the literature did not control the 

study, nor was the literature considered at the expense of 

the insights generated by the research itself. In other 

words, I did not force my study to fit the literature. As 

Strauss and Corbin (1990) explain, in grounded theory 

research "the researcher does not want to be so steeped in 

the literature as to be constrained and even stifled in 

terms of creative efforts by his or her knowledge of it!" 

(p. 50). Instead, I use relevant literature as a spring

board for creatively and insightfully examining my research 

setting and research findings. 

This chapter has four sections. The first section 

contains a review of the historical and theoretical 

development of the micropolitical perspective. The second 

section describes relevant micropolitical studies completed 

before 1994. While numerous micropolitical studies 

concerning the principal-teacher relationship have been 
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completed, very few micropolitical studies have been 

completed that focus on the teacher-student relationship. 

The third section of this chapter incorporates non-

micropolitical classroom studies that, while not focusing 

specifically on classroom micropolitical interactions and 

strategies, yield findings that link to micropolitics and 

that are relevant to my study. Because of the relative 

scarcity of micropolitical classroom studies, I include non-

micropolitical studies that have micropolitical implications 

to strengthen and support my study. The fourth section of 

this chapter is the concluding section. In this section, I 

place my research study within the context of the literature 

I review. 

Historical and Theoretical Development 
of Micropolitics 

While the actual term micropolitics was not introduced 

until 1975 (lannoccone, 1975), the foundation of 

micropolitics began as early as 1961 when Burns (1961) 

revealed that individuals and groups use political 

coalitions and political obligations to achieve their 

organizational and personal goals. The foundation of 

micropolitics was soon to be revealed through a host of 

theoretical approaches and scholarly disciplines, such as 

public administration and management. However, it was not 

until 1975 that lannaccone coined the term micropolitics and 

defined it as the political influence exerted by 
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organizational members toward other organizational members 

(lannaccone, 1975). In addition, lannaccone was the first 

to apply micropolitical study to educational contexts. 

The following section discusses the chronological 

development of the micropolitical perspective. I have 

divided my discussion into two major micropolitical time 

periods: the early years and the recent years. The early 

years (1961-1979) section describes pre-micropolitical 

theoretical premises that led to the eventual development of 

the micropolitical perspective and includes the coining of 

the term micropolitics. The recent years (1980-1994) 

section describes the continued theoretical development that 

led to the use of micropolitics in school organizations. 

The Early Years (1961-1979) 

The early work in micropolitics began as a direct 

challenge to traditional-rational models of organization 

developed by Fayol (1949), Taylor, and Weber (1947). 

Leading the challenge against traditional-rational models of 

organization were early political theorists such as Burns 

(1961), Cyert and March (1963), Pettigrew (1973), and 

Strauss (1962), all of whom express dissatisfaction with the 

fundamental tenets of traditional-rational models of 

organization. Dissatisfaction centers on traditional-

rational tenets, such as division of labor, scientific 

allocation of resources and incentives, and hierarchical 

task specialization, thought by traditional-rationalists to 
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prevent political behavior within organizations and to 

ensure organizational consensus (that is, absence of 

conflict). Thus, supporters of traditional-rational models 

of organization claim that traditional-rational 

organizations can function apolitically or free from 

political behavior. 

Early political theorists (Burns, 1961; Cyert & March, 

1963; Pettigrew, 1973; Strauss, 1962) challenged the 

apolitical perspective of traditional-rational 

organizational functioning and began the development of a 

new micropolitical model of organization. These political 

theorists observed that the tenets of traditional-rational 

models of organization may actually precipitate 

organizational conflict and political behavior. For 

example, political theorists argue that the tenets of 

division of labor and hierarchical task specialization 

promote the formation of interest groups competing against 

one another on a number of salient dimensions, such as 

individual goals, choices, motivation, and values (Burns, 

1961; Gronn, 1986; Hoyle, 1986; lannaccone, 1975; Pettigrew, 

1973). Thus, early political theorists contended, as do 

present day political theorists, that traditional-rational 

models ignore individual differences among and between 

organizational members. In addition. Burns (1961) and 

Pettigrew (1973) argue that hierarchical task specialization 

leads to political behavior by organizational members in 
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their attempt to secure higher level positions or to acquire 

scarce resources. From the early work of the afore

mentioned political theorists, one central theme emerges: 

their belief that political activity is a predominant part 

of life in all organizations. The foundation of 

micropolitics is built on this central theme. 

Burns (1961) was one of the first public 

administration theorists to argue against the traditional-

rational model of organizations. Traditional-rational 

theorists maintained that organizations could operate with 

complete cooperation and consensus with no organizational 

conflict. Burns, however, suggests that both cooperative 

and conflicting elements are necessary to achieve 

organizational goals. He notes that individuals and groups 

are "at one and the same time cooperators in a common 

enterprise and rivals for the material and intangible 

rewards of successful competition with each other" (p. 261) . 

Unlike the traditional-rational model. Burns' model finds 

political coalitions and political obligations to be aspects 

of organizations that are necessary for achieving 

organizational goals. Burns calls political coalitions and 

political obligations the "exchange currency" of 

organizational behavior (p. 261). 

Like Burns (1961), Cyert and March (1963) also examine 

cooperation and conflict among organizational interest 

groups. Cyert and March (1963) find political activities 
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to be formed within the context of organizational decision 

making. In addition, they find organizational members to 

be involved in the development of political interest groups 

or coalitions for the purpose of influencing organizational 

goals of groups and individuals involved in a context of 

disparate goals. 

Public administration and management theorists, such 

as Wamsley and Zald (1973) and Mayes and Allen (1977), 

present other significant views of organizational politics 

that challenge the apolitical perspective of traditional-

rational models of organizations. Like Burns (1961) and 

Cyert and March (1963), Wamsley and Zald (1973) also 

acknowledge the existence of both cooperation and conflict 

in organizational politics. They assert that political 

conflict and cooperation behaviors are tied to 

organizational processes, such as how the structure of 

authority and power defines organizational goals. 

Like Wamsley and Zald, Pfeffer (1981) also focuses on 

the structure of organizational power and its role in 

shaping organizational goals. Pfeffer's (1981) political 

perspective recognizes that politics and power are 

fundamental concepts for understanding organizational 

behavior. According to Pfeffer (1981), organizational 

decision making is disorderly and characterized by a push 

and pull of interests. When decision preferences of the 

organizational members conflict, it is the power of the 
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members that determines the outcome. Pfeffer (1981) 

describes politics as the strategies taken within the 

organization to acquire, develop, or use power and other 

resources to achieve preferred outcomes in situations where 

there is uncertainty or dissension about choices. 

Further examination of the literature reveals other 

theoretical approaches to politics. Mayes and Allen 

(1977) , from the field of management, introduce the politics 

of resource allocation or how individuals influence the 

allocation of resources. According to Mayes and Allen, the 

politics of resource allocation occurs as organizational 

members devise strategies to gain desired resources. Mayes 

and Allen (1977) find that individuals and groups in an 

organization use means not sanctioned (i.e., not accepted or 

approved) by the organization in order to acquire desired 

resources. For example, Mayes and Allen (1977) report that 

organizational members exchange personal favors for desired 

resources. 

Like Mayes and Allen (1977), Schein (1977) and Mangham 

(1979) also reveal new political perspectives. For example, 

Schein's political perspective focuses on individual, rather 

than group, political behavior. In contrast to other 

political theorists, Schein explicitly ignores group 

behavior and formal organizational factors. Mangham's 

(1979) political perspective, on the other hand, recognizes 

both group and individual behavior in organizations. He 
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contends that opportunities for individual choice in 

organizations will lead to differing opinions on goals and 

thus lead to political behavior between organizational 

members as they seek to achieve their preferred choices. In 

addition, Mangham (1979) recognizes that individuals can and 

do form interest groups to achieve their choices. Mangham 

has an all consuming view of politics, he contends that all 

behavior in organizations can be considered political under 

certain conditions. 

While the political perspective of organizations 

continued to develop through the work of theorists such as 

Burns, Cyert and March, Mangham, Mayes and Allen, Pfeffer, 

Schein, and Wamsley and Zald, lannoccone (1975) was the 

first to coin the term micropolitics. In addition, he was 

the first to apply micropolitics to an educational context, 

lannaccone describes micropolitics in terms of two different 

education subsystems: the interaction of administrators, 

teachers, and students within the school, and the 

interaction between lay people and professionals at the 

school building level. lannaccone (1975) writes, "While the 

roots of much of the politics of education are to be found 

in micropolitical systems, their effects must be translated 

through the macro systems to influence the future of 

educational governance" (p. 66). lannaconne (1975) is one 

of the first theorists to observe how different subsystems 

of the organization influence each other. 
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In summary, the early years of micropolitics present a 

direct challenge to popular apolitical models of 

organization. The challenge is accomplished through the 

development of theoretical premises by political theorists 

promoting political models of organization. Early 

political theorists find political activity to exist within 

the context of organizational decision making, power and 

authority structures, disparate goals, and resource 

allocations. Furthermore, political actions consist of 

cooperative and conflicting strategies, individual and 

group strategies, and sanctioned and non-sanctioned 

strategies. 

The Recent Years (1980-1994) 

It is not until the 1980s, several years after 

lannaccone (1975) first introduced the term micropolitics in 

education, that scholarly work in micropolitics began to 

develop in educational settings. Like their political 

theorist predecessors, educational researchers in 

micropolitics (Bacharach and Lawler, 1980; Ball, 1987; 

Blase, 1991a; Gronn, 1986; Hoyle, 1986; Pfeffer, 1981) agree 

that the division of labor and hierarchical task-

specialization of traditional-rational systems of 

organizations, as applied to school organizations, actually 

encourage conflict and political behavior. Through 

scholarly work in the field of micropolitics, these 

educational researchers began to note how traditional 
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apolitical models of organizations, when applied to school 

organizations, fail to recognize the goal diversity of the 

school's population. In other words, traditional apolitical 

models of organizations fail to recognize that the goals 

school members pursue are determined by the diversity of 

each member's interests, values, needs, ideologies, 

preferences, beliefs, motivations, or purposes. 

Micropolitical researchers recognize that educational 

organizations are best understood as political systems, 

both internally and in their external relationships. 

Furthermore, according to Bacharach and Lawler (1980) and 

Bacharach and Mitchell (1987), power struggles occur at all 

levels of the school as school members attempt to obtain 

control over real or symbolic resources. 

Bacharach and Lawler (1980) and Bacharach and Mitchell 

(1987) developed a theory of schools as political 

organizations. Their political theory of schools 

recognizes the following unique characteristics of schools 

as organizations: 

1. The dynamics of power struggles over 

resources are integral to any educational 

organization. 

2. Members of educational organizations are 

political actors with their own needs, 

objectives, and strategies to achieve 

those objectives. 
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3. The decision making process is the 

primary arena of political conflict in 

educational organizations. 

4. Members of educational organizations 

differ in their views of who has the 

formal power (authority), and who has the 

informal power (influence), and who 

should have the power to make 

organizational decisions. 

5. As a consequence, coalitions of 

educational members emerge, identify 

collective objectives, and devise 

strategies to achieve those objectives. 

Bacharach and Lawler (1980), in developing a theory of 

schools as political organizations, focus on group 

micropolitical strategies that occur between and among 

school members. Because the influence of an individual is 

often limited, school member coalitions emerge and form 

shared objectives and strategies in order to achieve 

successful and preferred decision outcomes. Coalitions 

emerge in reaction to school organizational structures, 

ideologies, and environment and, in turn, reformulate and 

institutionalize new school structures, ideologies, and 

environment. Over time, these new structures provoke 

reactions from emergent coalitions (e.g., special interest 

groups). The rotation of coalitions on school boards 
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illustrates this process (Bacharach & Mitchell, 1987). For 

instance, parent coalitions may form over school structure 

(e.g., a school policy) that prevents parental input in 

curriculum decisions (i.e., textbooks choices). Parents 

form and join coalitions with other school members and 

parents in order to acquire more input in curriculum 

choices. Parent coalitions then elect new school board 

members who support their goals. The newly elected school 

board then formulates new policy that supports parental 

involvement in curriculum decisions. According to Bacharach 

and Lawler (1980) and Bacharach and Mitchell (1987), the 

rotation of parent coalitions on school boards provides an 

example of how schools are political entities that shape and 

are shaped by political activity. 

Hoyle (1986), another early pioneer in this new area of 

micropolitical educational inquiry, presents micropolitical 

activity as existing on a continuum. On one end of Hoyle's 

continuum are formal and legitimate management strategies 

that school members use to achieve their school goals. In 

contrast, a "separate organizational world of informal, 

illegitimate, and self-interested manipulation" occur on the 

other end of Hoyle's continuum (Hoyle, 1986, p. 126). 

Hoyle's work and political perspective center on the 

following two conceptual notions of micropolitics: (1) a 

focus on both individual and group political activities 

within the school organization and (2) a focus on both 
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formal and informal, and legitimate and illegitimate uses of 

power in school organizations. In addition, Hoyle (1986) 

also contributes the notion that a "dark-side" of school 

politics exists where school members use illegitimate or 

manipulative strategies to achieve their preferred goals (p. 

126). This dark side of politics, according to Hoyle (1986), 

is often hidden and covert. 

Gronn (1986) uses a continuum similar to Hoyle's (1986) 

to describe micropolitical behavior as the unobservable 

nature of conflict in educational organizations. Conflict 

located on Gronn's continuum follows an action to inaction 

sequence and includes the following conflict types: overt, 

covert, latent, inaction through self-censorship, and 

inaction due to an idea's failure to enter consciousness. 

Gronn (1986), like Hoyle (1986), contributes to the notion 

that micropolitical influence is often hidden and covert. 

Furthermore, Gronn contributes the notion that 

micropolitical actions within organizations can be either 

consciously motivated (i.e., overt, covert, inaction through 

self-censorship) or unconsciously motivated (i.e., inaction 

due to an idea's failure to enter consciousness). 

Ball (1987), as a result of his work in British 

schools, adds to the developing theoretical base of 

micropolitics with his own political theory of school 

organization. Ball's theory emphasizes school group-level 

analysis (as opposed to individual-level analysis), 
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conflictive school interactions (as opposed to cooperative 

interactions), and the maintenance of school organizational 

control (i.e., how school leadership maintains control of 

the school organization). In other words. Ball's (1987) 

focus is on the group, not the individual and on conflict, 

not cooperation. 

According to Ball (1987), in order to control a school 

organization, domination must occur. Domination is the 

elimination or preemption of conflict. Micropolitics 

connects domination and conflict by maintaining the status 

quo and controlling change. In other words, micropolitics 

is the process of preempting or preventing unwanted changes 

and carefully monitoring and controlling wanted changes. 

Simultaneously, ideological struggles (i.e., matters of 

value and philosophical commitment) operate to bring change 

and to disrupt the status quo. According to Ball, conflict 

occurs in the school when an attempt is made to change the 

status quo. 

Unlike Ball (1987), Blase (1991a), from his research in 

educational micropolitics, acknowledges that micropolitical 

strategies of cooperation as well as micropolitical 

strategies of conflict exist within schools. In addition. 

Blase finds that organizational and community factors 

significantly shape school micropolitics. Furthermore, he 

finds that school members use micropolitical strategies for 

purposes of both protection and influence. 
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In 1991, Blase developed a broad-based working 

definition of micropolitics that connected the various and 

growing perspectives in the field. He bases his definition 

on the conceptual work of the micropolitical theorists I 

describe above and his own research in micropolitics. Blase 

(1991a) integrates the various micropolitical perspectives 

into a broad-based definition to enhance the possibility of 

generating new political knowledge. Blase (1991a) writes: 

Micropolitics is the use of formal and 
informal power by individuals and groups to 
achieve their goals in organizations. In 
large part, political actions result from 
perceived differences between individuals and 
groups, coupled with the motivation to use 
power to influence and/or protect. Although 
such actions are consciously motivated, any 
action, consciously or unconsciously 
motivated, may have political significance in 
a given situation. Both cooperative and 
conflictive actions and processes are part of 
the realm of micropolitics. (p.11) 

In formulating this definition. Blase takes into account the 

variations in existing and developing micropolitical 

perspectives. Variations occur with respect to the emphasis 

placed on legitimate and illegitimate forms of power (Hoyle, 

1986) ; individual versus group forms of influence (Ball, 

1987, Blase, 1991a); formal versus informal processes and 

structures (Blase, 1991a); the degree to which external 

factors are considered important (lannaccone, 1975); and 

conflictive versus cooperative interactions (Ball, 1987; 

Blase, 1991a; Hoyle, 1986; lannoccone, 1975; Pfeffer, 1981). 
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In summary, the efforts of the aforementioned political 

and micropolitical theorists all contribute to the 

conceptual framework of micropolitics. In the next section 

I discuss studies that are conceptualized using a 

micropolitical framework. These studies describe 

micropolitical life in schools. 

Micropolitical Studies: Life in Schools 

The micropolitical studies completed from 1987 to 1991 

address a range of issues, particularly with regard to 

understanding the teacher-administrator political 

relationship. Teacher-administrator micropolitical studies 

clearly have majority representation in micropolitical 

literature. Because of the newness of the growing field of 

micropolitics, micropolitical studies that seek to 

understand other areas of school life (for example, the 

teacher-student relationship) are few. Because of this, I 

organized my discussion of micropolitical studies into two 

sub-sections: teacher-administrator studies and teacher-

student studies. 

First, I will discuss teacher-administrator 

micropolitical studies. While the research I report in 

Chapter IV does not focus on the teacher-administrator 

political relationship, I have several reasons for including 

teacher-administrator studies in my review of literature: 

(1) to strengthen the literature review (i.e., in terms of 

providing a comprehensive look at all available 
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micropolitical studies); (2) to establish the variety (in 

terms of methodologies and theoretical perspectives) of 

micropolitical studies that have been conducted; (3) to 

reveal how the teacher-administrator relationship influences 

the internal political situation of the classroom; and (4) 

to place my study within the context of existing 

micropolitical research. These teacher-administrator 

studies generate questions and insights, both methodological 

and conceptual, that have helped me throughout my research. 

The second subcategory of micropolitical studies I 

discuss is the teacher-student relationship. As I 

previously mention, this area of micropolitics is still in 

its infancy. Thus far, only two studies have been conducted 

that address the teacher-student micropolitical 

relationship. 

Teacher-Administrator 
Micropolitical Studies 

Ball (1987), in his qualitative research of the 

micropolitics of British secondary schools, finds three 

major administrative styles that school principals use to 

control teachers: (1) interpersonal, (2) managerial, and 

(3) authoritarian. Ball reports that all school heads, 

regardless of their administrative style, seek to control 

teachers. Furthermore, he concludes that teacher 

participation in school decision making is done in name 

only; true teacher participation is nonexistent. 
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Ball and Bowe (1991) and Radnor (1990) also conducted 

micropolitical studies in British high schools. Ball and 

Bowe (1991) and Radnor (1990) examine the implications and 

the effects of the 1988 Education Reform Act in Britain. 

Through the Reform Act, British schools apply new principles 

of financial management (i.e., school finance) to their 

educational system. Ball and Bowe (1991) examine the 

conflict that occurs between one school's administrative 

management team and the school's teachers over the 

allocation of financial resources. While Ball and Bowe 

(1991) state that the outcomes of this conflict "appear to 

be a set of temporary resolutions" (p.43), they acknowledge 

a deep micropolitical dilemma—the problem of domination 

versus the problem of integration (see also Ball, 1987, p. 

82). In other words, school management is caught between a 

need to establish forms of decision making and control that 

best suit a tightly budgeted school (i.e., the school is 

dominated by its budget) and the need to integrate staff 

input so as to garner staff cooperation and commitment (Ball 

& Bowe, 1991). 

Radnor (1990) focused on the effects of the Educational 

Reform Act in her examination of curriculum changes in one 

British high school. Radnor discusses how curriculum 

decisions centralize as a result of the bureaucratic school 

structure created by the reform act. Curriculum decisions 

centralize in a school head (administrator) who uses an 
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autocratic political style of leadership to control 

curriculum decisions and to impose changes upon teachers. 

As a result, the reform act transforms teachers into 

curriculum managers rather than curriculum initiators. In 

other words, the school head does not seek or consider 

teacher input in regard to curriculum issues, instead, the 

school head asks teachers to implement and manage a 

curriculum the school head prepares for them. 

The following micropolitical researchers conducted 

micropolitical studies using large research samples of 

teachers (75-800 teachers). Blase reports on the meanings 

teachers attribute to their everyday political relationships 

and interactions with school principals (Blase, 1988a; 

1988b; 1989; 1991a; 1990). According to Blase (1989), 

teachers use the micropolitical strategies of diplomacy, 

extra work, conformity, and visibility when interacting with 

principals whom they feel are open (e.g., principals 

described as democratic, accessible, flexible and 

supportive). The leadership of open school principals 

contributes to teachers' individualistic (versus collective) 

political stance (Blase, in press). In other words, 

teachers participate in political influence on an individual 

basis rather than forming political coalitions with other 

teachers. 

In two additional studies. Blase (1990, 1991a) 

describes the relationships between teachers and two types 
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of principals: the closed school principal (e.g., principals 

described as authoritarian, inaccessible, inflexible, non-

supportive) and the control-oriented principal (e.g., 

manipulative, self-serving, focused on eliciting teacher 

compliance). Blase finds that with closed principals, 

teachers use protective and reactive micropolitical 

strategies consisting of avoidance, rationality, 

confrontation, intermediaries, noncompliance, and 

documentation. 

With control-oriented principals—who use such 

strategies as sanctions, rewards, harassment, and 

manipulation of access to achieve self-serving goals— 

teachers experience profound negative outcomes such as 

feelings of anger, depression, and a sense of resignation 

(Blase, 1990). From both studies. Blase (1990; 1991a) 

concludes that "although principals typically do not exceed 

the limits of positional authority, their actions often have 

devastating effects on teachers because such actions violate 

organizational and professional values and norms" (Blase, in 

press). 

Blase (1988b) also links principals' use of favoritism 

to negative and protective types of teacher behaviors and 

feelings. Blase defines favoritism as unfair (e.g., 

preferential) use of authority. Favoritism, as a strategy 

that principals use, results in a decrease in motivation. 



39 

morale, sense of control, work effort, and perception of the 

status of teaching for teachers. 

From an in-depth study of the perspectives of 836 

teachers. Blase and Kirby (1992) reported on the everyday 

micropolitical strategies that open and effective school 

principals use to influence, motivate, and empower teachers. 

According to Blase and Kirby (1992), effective principals 

use micropolitical strategies of praise, a high level of 

expectation, involvement, support, suggestion, and granting 

of professional autonomy. Teachers report that these 

micropolitical strategies positively affect their attitudes 

and behavior. In addition, teachers' self-esteem, 

confidence, sensitivity to student needs, job satisfaction, 

commitment, loyalty, flexibility, creativity, and morale 

enhances with the principal's use of these micropolitical 

strategies. Teachers state that when these positive 

consequences are at work in their own lives, the students in 

their classrooms experience positive learning outcomes. 

The next group of micropolitical studies I discuss are 

micropolitical case studies completed in a single school 

setting. In a study of an elementary principal's 

micropolitical influence upon teachers, Hargreaves (1991) 

reports that contrived collegiality (i.e., mandated faculty 

relations) is a strategy that the principal uses to control 

teachers. The principal provides regulated, compulsory, 

fixed in time and space instructions about how teachers 
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should work together for the development and implementation 

of curriculum and instruction. Hargreaves concludes, based 

on teachers' comments, that contrived collegiality by the 

principal results in problems of inflexibility and 

inefficiency for teachers. Teachers want to be empowered to 

make curriculum decisions but not the kind of controlling 

empowerment that the principal promotes. Hargreaves' (1991) 

study is one of only three micropolitical studies uncovered 

in the literature that discusses the principal-teacher 

political relationship in an elementary school setting. 

In another case study of a principal's attempt to 

control teachers, Anderson (1991) describes how a principal 

influences teachers through "cognitive politics." Anderson 

(1991) defines cognitive politics as the politics of the 

mind and the management of meaning. The purpose of 

cognitive politics, as used by the principal in Anderson's 

study, is to control the definition of the school. Anderson 

describes the subtle but powerful use of cognitive politics 

through which the principal creates and controls the 

definition of the school. For example, the principal 

proudly and consistently stresses his belief that his school 

should be run with a humanistic philosophy. He uses a 

conflict-free vocabulary as a part of his cognitive politics 

to promote this humanistic philosophy. He always refers to 

the teaching staff as a team or family; he calls all 

arguments conversations or interactions; and refers to 
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problems as challenges or growth experiences. The principal 

expects teachers to use these terms and to comply to the 

meanings represented by the terms (i.e., as interpreted by 

the principal). Andersen's (1991) study explores the 

ongoing negotiation of the definition of the school and the 

internal relationships between the principal and the 

teachers. 

Corbett (1991) studied the process through which the 

principal redistributes control in one high school as he 

attempts to avoid confrontation with parents. According to 

Corbett (1991), the principal's failure to confront parents 

changes the nature of micropolitics in the school. By 

avoiding confrontations with parents through inconsistent 

enforcement of the student discipline policy and through 

failing to support teachers, the principal inadvertently 

redistributes political control away from teachers toward 

parents and students. Corbett's study also reveals how 

macro influences (i.e., outside parental influence) can have 

negative consequences on the principal-teacher relationship. 

In a case study that discussed a more cooperative 

(consensual) side of micropolitics, Greenfield (1991) argues 

that leadership by the principal relies more on moral 

influence than on control. The moral sources of influence, 

according to Greenfield's study, are more enduring and 

sustaining than other types of influence. Greenfield (1991) 

reports that a moral commitment to serve children is a 
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source of principal influence. A moral commitment by the 

principal to serve children dramatically affects the 

development of cooperative micropolitical relationships 

between the principal and the teachers. As a result of the 

principal's moral commitment, teachers feel that the 

principal cares about the well being of students in much the 

same way as teachers care about the well being of students. 

It is this shared moral commitment of "let's do what is best 

for the students" that results in a cooperative relationship 

between the principal and the teachers. As a consequence of 

his study, Greenfield conceptualizes a new form of 

micropolitical leadership—the "professional" style—based 

on moral cooperation. Additional moral sources of influence 

from Greenfield's research include: sharing information, 

clarifying expectations, obtaining needed materials, making 

people feel part of the team, backing up and advocating for 

staff, and initiating activities and processes helpful in 

identifying and solving problems teachers experience in 

their classrooms. 

The next two micropolitical studies I discuss are 

qualitative studies that used larger samples of 

participants. Marshall (1991) described the micropolitics 

of twelve beginning administrators. Marshall (1991), like 

Greenfield (1991), emphasizes the cooperative nature of 

micropolitics. Marshall finds that new administrators "love 

teachers, see little separation between themselves and 
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teachers, and see their role as an extension of the teacher 

role to include learning some public relations, constituency 

management, and listening" (p. 152). Marshall suggests that 

her findings may fit within a new, more cooperative era of 

school micropolitics. In other words, an era of school 

micropolitics that focuses on a politics of cooperation 

instead of conflict. 

Smylie and Brownlee-Conyer's (1990) study also reveals 

a cooperative side of micropolitics. According to Smylie 

and Brownlee-Conyer (1990), difficulties are inherent to the 

principal-teacher working relationship. However, 

cooperative principal-teacher relationships evolve when 

working relationships involve negotiation and accommodation. 

Smylie and Brownlee-Conyer describe the micropolitical 

influence strategies of both principals and teachers that 

shape new working relationships. For their new working 

relationship, both principals and teachers use political 

influence skills. Principals use micropolitical influence 

strategies to control and manage teachers' work and to 

address interpersonal relationship issues. Teachers use 

micropolitical influence strategies to avoid conflict, to 

promote their ideas, and to enhance interpersonal 

relationships with principals. According to Smylie and 

Brownlee-Conyer, while the principals in this study still 

rely primarily on micropolitical control strategies, they 
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are working toward innovative cooperative working 

relationships with teachers. 

In summary, the literature reveals that principals do 

develop a micropolitical perspective toward teachers, and 

teachers do develop a micropolitical perspective toward 

principals. Furthermore, the principal's micropolitical 

perspective results in either negative or positive 

consequences for teachers depending upon the strategy of 

micropolitical influence the principal uses. For example, 

principal micropolitical strategies of authoritarianism, 

control of decision making, coercion, and favoritism may 

result in decreases in teacher loyalty, motivation, risk 

taking, and commitment (Ball, 1987; Ball & Bowe, 1991; 

Blase, 1990, 1991a; Radnor, 1990). Principal micropolitical 

strategies of praise, expectation, involvement, support and 

moral influence link to increases in teacher self-esteem, 

confidence, sensitivity to student needs, and job 

satisfaction. 

Teacher-Student Micropolitical Studies 

Presently, little research has been published that 

examines the teacher-student relationship from a 

micropolitical perspective. According to Blase (1991a), 

there may be a lack of research for several reasons: (i) 

the complex nature of micropolitics as an organizational and 

individual phenomenon, (2) the relative newness of this area 

of inquiry, and (3) the limited attention micropolitics has 
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received thus far in education. I discuss micropolitical 

relationships between teachers and students in the following 

two available micropolitical studies. 

In the study of an elementary school classroom, Bloome 

and Willett (1991) focused on the strategic interaction of 

teachers and students as they work to get through a lesson 

or to get through the day. Strategic interaction refers to 

the micropolitical strategies that teachers and students use 

while interacting with each other. Bloome and Willett find 

that the micropolitical agendas among parents, teachers, 

students, administrators, and others create power struggles 

within the classroom. Furthermore, classroom organization 

(i.e., tracking and grouping practices) also affects the 

micropolitical interaction of the classroom. Bloome and 

Willett suggest that the issues of ethnicity, language, 

class, and gender may be important to a definition of 

classroom micropolitics. In their study, these issues 

constitute a framework within which teachers, students, and 

parents explicitly or implicitly react to each other. 

In a study of high school teachers. Blase (1991b) noted 

that teachers construct both protectionistic and influential 

orientations toward their students. Blase (1991b) discusses 

micropolitical strategies of teacher protection and 

influence under four categories: instruction, discipline, 

extracurricular activities, and personal factors. Teachers 

use micropolitical strategies toward students based on their 
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perceptions of student needs. Types of student needs, 

according to teachers, are value deficiencies, personal 

problems, and problems of motivation. Teachers also use 

micropolitical strategies with a protectionistic orientation 

when they perceive themselves to be vulnerable to others, 

for instance, students' criticism (Blase, 1991b). According 

to teachers, perceived student needs can be physical, 

mental, emotional, or academic needs. 

Related Studies; Life in Schools 

The studies I describe in the following section are 

micropolitically related studies, i.e., micropolitical in 

nature but are not referred to as such by the authors of the 

studies. By related studies, I refer to studies that, while 

not focusing specifically or primarily on micropolitical 

classroom interactions and strategies, yields descriptive 

data relevant to this study. In the following related 

classroom studies, I find a number of teacher and student 

classroom interactions to contain micropolitical links in 

such salient dimensions as: the exercise and ownership of 

classroom power and control, teacher and student classroom 

influence and influence behaviors, and the consequences of 

classroom members' actions or influence upon on another. 

Because of the lack of classroom micropolitical 

studies, I find it beneficial to draw from related studies 

(from such diverse theoretical frameworks as social 

interaction theory, conflict resolution theory, cultural 
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theory, power theory, and communication theory) to better 

place my study within the context of classroom research 

literature. I use two main themes that I uncovered in my 

literature review to organize this section: teacher 

strategies of influence toward students and student 

strategies of influence toward teachers. 

Teacher Strategies of Influence 
Toward Students 

Based on a social interaction framework, Pauly (1991) 

reports that teachers and students in a classroom have many 

opportunities to influence each other because they interact 

daily. According to Pauly (1991), this daily interaction is 

the raw material of teaching and learning. Pauly identifies 

three characteristics common to all classrooms: 

1. Each person in the classroom can affect how the 

others are treated. 

2. Teachers and students are exposed to continuous 

examination by every person in the classroom. Such 

examination eventually reveals each person's sensitivities 

and limitations to everyone else in the classroom. As a 

result, each person is more susceptible to the influence of 

other class members. 

3. The contacts within the classroom are both lengthy 

and sustained. 
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According to Pauly (1991), these characteristics of 

classroom life shape all the teaching and learning that 

takes place in schools. 

According to Lortie's (1985) and Pollard's (1985) work 

in social interaction theory, teachers, through their 

collective and individual strategies, are political players 

with capabilities to influence life in school. Pollard 

(1985) argues that if teachers in a school can agree, they 

can exercise considerable influence on institutional 

constraints and opportunities by acting together and 

contributing toward the environment in which they teach. 

Likewise, Lortie (1985) notes that schools are political 

institutions in which teachers make strenuous efforts to 

increase their influence on how schools are run. According 

to Lortie (1985), teachers influence students through 

strategies of giving special attention, exerting moral 

influence, and labeling students. 

In another micropolitically related study. Woods 

(1990), drawing from social control theory, reveals that 

teachers influence students along four main themes: 

utilizing a common language, employing humor, role-

distancing, and adopting and tolerating modified 

appearances. McPherson (1972), drawing from a conflict 

framework, reports on teacher influence strategies in the 

classroom. He notes that teachers influence students with 
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strategies of praise, blame, competition, labeling, and 

standardized classroom operating procedures. 

In a similar finding based on a social interaction 

framework, Pauly (1991) describes how teachers influence 

students by handing out praise or punishment, giving or 

withholding assistance or attention, refereeing disputes, or 

letting students confront one another. Pauly notes that 

teachers may focus their influence on the whole class, on a 

single student, or both. 

Andersen, Andersen, and Jenson (1979) observe teacher 

influence in the classroom from the context of communication 

theory. They describe how teachers influence students 

through nonverbal communication strategies. Nonverbal 

communication strategies, which result in positive student 

learning outcomes, include positive head nods, smiles, eye 

contact, vocal expressiveness, relaxed and open body 

positions, and close physical distances. Andersen, 

Andersen, and Jenson (1979) identify these communication 

strategies as being indicative of immediacy (i.e., behaviors 

that reduce physical and psychological distance between 

interactants). 

Studies of teachers completed in communication theory 

also reveal that verbal communication behaviors influence 

student learning outcomes. Gorham (1988) reports that 

teachers use the following verbal strategies to promote 

successful student-learning outcomes: humor; praise of 
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student work, actions, or comments; and frequency of 

initiating and/or willingness to become engaged in 

conversations before, after or outside of class. In 

contrast, Jackson (1968), working from a social interaction 

framework, finds that verbal communication laced with 

sarcasm produces negative student learning outcomes. 

Based on a conflict theoretical framework, Hargreaves 

(1988) focuses on teachers' use of coping strategies to 

influence students. Hargreaves (1988) notes that all 

teaching is a mixture of opportunity and constraint. When 

the constraints begin to occur, teachers develop coping 

strategies (i.e., actions that resolve conflict) to control 

harmful circumstances, to protect themselves, and to 

influence students. Likewise, Woods (1990) also states that 

teachers use coping strategies to influence students. 

Woods' coping strategies include: (1) fighting for the 

things the teacher believes in, (2) compromising, by giving 

way in smaller battles in order to win larger wars, (3) 

seeking a more conducive situation—perhaps even leaving the 

classroom, (4) incorporating expected school beliefs and 

habits without actual assimilation of them, (5) engaging in 

creative strategies, and (6) compartmentalizing—to divide 

one's self between private and public arenas. Woods also 

notes that teachers cope by reserving their real self for 

home and their public self for school. 
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In contrast, Cusick (1992) reports, based on a social 

control framework, that teachers influence the classroom 

through strategies of control. According to the teachers in 

Cusick's study, their survival in the profession depends on 

their ability to control the classroom. Cusick (1992) 

states that control is necessary because much of classroom 

group behavior falls outside the school's definitions of 

appropriateness. Teachers solve the control problem by 

"placing themselves in the center of the class and using 

their role, liberally mixed with their values, backgrounds, 

and personalities to manage both the students and the flow 

of events" (Cusick, 1992, p. 68). 

Oakes (1985), based on a theoretical framework in 

cultural anthropology, describes how teachers use their role 

or position to control the groups or tracks in which 

students are placed. Likewise, Hargreaves (1979), based on 

his work in control theory, also finds teachers to use 

grouping to control students. Hargreaves (1979) describes 

teacher decisions about grouping as crowd control, referring 

both to the movement of the class as a whole and the 

movement of individuals within the crowd. In both Oakes' 

(1985) and Hargreaves' (1979) studies, the orderly 

organizing and spatial distribution of pupils (i.e., 

grouping) is a strategy for classroom control. 

Waller (1961), based on a social interactionism 

theoretical perspective, also describes how teachers use 
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strategies to control student behavior in the classroom. 

Control strategies include: command, punishment, management 

or manipulation of personal and group relationships, temper, 

and personal appeal. In a similar finding. Woods (1990), 

from a control theory perspective, suggests that teachers 

develop and use protective strategies to control and deal 

with classroom incidents that fracture a teacher's peace 

(i.e., result in teacher stress). Woods (1990) describes 

eight strategies of protection that teachers use to influence 

students: domination, negotiation, socialization, 

fraternization, absence or removal, ritual and routine, 

occupational therapy, and morale boosting. A feature of 

Woods' protection strategies is their permanence (i.e., they 

are a permanent part of the classroom) and ongoing 

refinement. In other words, the strategies do not take the 

problem out of the classroom, rather they expand teaching 

into and around the problem. Expressed another way, the 

strategies do not prevent the problem, but instead make the 

problem manageable. 

Another way teachers control the work environment and 

influence the classroom is by relying heavily on policy 

manuals to defend their actions (McPherson, 1972). From a 

conflict resolution perspective, McPherson (1972) finds that 

teachers also build coalitions with pupils and parents for 

the purposes of influence. Also from a conflict resolution 

perspective, Werthman (1971) states that teachers exert 
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influence by building coalitions with pupils and parents. 

Werthman describes how some teachers attempt to become a 

part of the student group in an effort to influence students 

and to avoid the confrontations that are associated with the 

student-teacher relationship. Wegmann (1976) notes that 

teachers avoid direct confrontation with students in an 

effort to maintain classroom control. In an effort to avoid 

confrontation, teachers bribe gang members of whom they are 

afraid with high grades. In addition, Wegmann describes how 

pupil confrontations toward the teacher's authority are 

redefined by the teacher as reasonable contributions rather 

than an intended challenge. 

In a similar finding from a control theory perspective, 

McNeil (1986) notes that teachers avoid confrontation by 

avoiding substantial issues that deal with values and 

morals. Teachers hide those issues that they deeply care 

about in order to conform to previously determined content, 

definitions, and behaviors of their teaching role. For 

example, teachers avoid religious and sexual choice issues 

in order to conform to the norms of the school community. 

In related power theory studies, Plax, Kearney, 

McCroskey and Richmond (1985) and McCroskey and Richmond 

(1983) find that teachers communicate specific power bases 

to purposefully influence students' behavior. Teachers use 

strategies based on reward power (i.e., based on students' 

expectations that they will be rewarded for compliance), 
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expert power (i.e., based on the willingness of the students 

to comply because of perceptions of the teacher's 

competence), and referent power (i.e., based on the 

students' desire to comply in order to please or identify 

with the teacher). In short, Plax, Kearney, McCroskey and 

Richmond (1985) and Richmond (1983) view influence as 

resulting from power. 

In summary, results from research related to 

micropolitics reveal that classroom teachers are capable of 

influencing students through their strategic actions. 

Teachers support students through such strategies as 

exerting moral influence, employing humor, giving praise, 

and providing attention. Teachers control students through 

strategies of handing out punishment, competition, labeling, 

grouping, and using power bases. In addition, teachers 

influence students through nonverbal and verbal 

communications. 

Student Strategies of Influence 
Toward Teachers 

Most people think of power and influence in the 

classroom as something that belongs to the teacher. 

However, according to Pauly (1991), this is an inaccurate 

description of how classrooms work. For example, teachers 

depend on receiving attention and clear responses from their 

students in order to teach or reteach. In this sense, 

power, or the ability to shape events to one's liking, is 
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used by both students and teachers to shape teaching, 

learning, and social relationships in the classroom. For 

instance, teachers know their teaching success (based on 

overall student achievement) depends on their students' 

consent and cooperation, while students know that their 

classroom success (based on grades and acquisition of 

knowledge) depends upon the teacher. 

Based on a social interaction theory, Pauly (1991) 

finds that what works in the classroom is most often 

influenced by students. Students decide how to respond to 

their teachers' instructions, how to treat their teachers 

and their classmates, how to respond to a distraction or a 

whispered comment, and how hard to work. Pauly (1991) notes 

that students, regardless of their age, use strategies to 

influence the classroom. Younger students often throw 

tantrums, while older students drop books on the floor or 

launch paper wads as strategies of classroom influence. 

Based on a social interaction framework, Jackson (1968) 

notes that classrooms are places of intense pressure where 

both teachers and students use strategies to influence each 

other. Students influence their teachers through facial 

expressions (e.g., eye contact, attentiveness, yawning), 

verbally expressing their likes and dislikes, raising or 

failing to raise their hands during classroom discussions, 

bringing extra materials from home or failing to bring 

needed material to class, and through avoidance or frequency 
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of bringing their parents to school to see their work 

(Jackson, 1968). 

Like teachers, students rely on strategies of control 

to protect themselves from unfavorable classroom outcomes 

(Cusick, 1992; Opotow, 1991; Willis, 1977). Studies based 

in social control theory and cultural resistance theory show 

that students form coalitions with other students in order 

to control teachers. For example, from a social control 

framework, Cusick (1992) and Johnson (1985) describe 

students' use of self-formed groups as a way to resist and 

control teachers and other students. Johnson (1985) reports 

that African-American boys in an elementary school form 

coalitions to defy and protect themselves from undesirable 

classroom rules. 

Opotow (1991) reports on the protective strategies 

students use to control other students and teachers. From a 

social control framework, Optow (1991) states that students 

control other students and teachers through strategies of 

conflict. Conflict strategies include avoidance, 

unemotional verbal communication, mannered contact, direct 

confrontation, aggressive confrontation, expanded conflict, 

and no-holds-barred combat. However, research shows that 

students are less likely to use aggressive conflict 

strategies than any other types of influence strategies 

(Cusick, 1992; Willis, 1977). When students do use 

aggression, student conflict strategies include both open 
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defiance and open outbursts. Examples of aggressive types 

of strategies include students talking out of turn, refusing 

to wait or to stay quiet, and refusing to stay orderly and 

work. In addition, Jackson (1968) notes that students use 

aggressive conflict strategies to withdraw from the 

classroom. Student withdrawal from the classroom includes 

physically leaving the classroom without permission or 

hiding under classroom furniture. Students withdraw from 

the classroom environment in order to prevent undesirable 

circumstances. 

Conclusion: The Micropolitics of a Classroom 

My intent in Chapter II has been to present a thorough 

review of micropolitical and related literature to establish 

the context and the framework upon which I build my study. 

The literature shows that political strategies are a 

predominant part of life in schools. Teachers and students 

construct political orientations toward each other and 

develop strategies that promote their own goals (Blase, 

1991b; Bloome & Willett, 1991; Cusick; 1992; Hargreaves, 

1979, 1988; Jackson, 1968; McNeil, 1986; McPherson, 1972; 

Pauly, 1991; Wegmann, 1976; Woods, 1990). 

In Chapter III, I present the rationale for using a 

qualitative research design for my micropolitical study. 

Also, I discuss the theoretical framework and research 
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procedures that I use in data collection and analysis, in 

addition, I discuss the techniques I use to promote the 

credibility of my study. 



CHAPTER III 

METHODOLOGY 

Introduction 

I accomplish five major tasks in Chapter III. First, I 

discuss ways in which the theoretical framework of symbolic 

interactionism guides my research design and informs my 

interpretation of the research findings. Specifically, I 

discuss the background, framework, and the relationship of 

symbolic interactionism to my study. Second, I describe my 

research site and sample selection. Third, I discuss my 

data collection procedures using participant observation, 

interviews, and document collection. In doing so, I 

highlight the reciprocal relationship of the three 

procedures. Fourth, I discuss the methodology of grounded 

theory. In doing so, I also discuss the stages and 

components of constant comparative analysis. Finally, I 

discuss relevant credibility criteria for this qualitative 

inquiry. 

Theoretical Framework; 
Symbolic Interactionism 

The theoretical framework that guides my research 

design and informs my interpretation of the research 

findings is symbolic interactionism. Symbolic 

interactionism is defined as "activity in which humans 

interpret each other's gestures and act on the basis of 

meaning yielded by interpretation" (Blumer, 1969, p. 65-66). 

59 
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The following discussion describes the background and 

framework of symbolic interactionism and its relationship to 

my study. 

Background of Symbolic Interactionism 

The founders of symbolic interactionism. Mead (1934) 

and Cooley (1909), agree that social behavior consists of 

interaction. According to Mead (1934) and Cooley (1909), 

when individuals interact they come to similar ideas about a 

given object through a process of continually adjusting and 

readjusting within each individual's self. This adjustment 

makes participants in social interaction conscious of how 

their attitudes are similar or different from the attitudes 

and behaviors of others and allows for adjustment in light 

of those attitudes (Mead, 1934). 

Blumer (1969), influenced by the teachings of Cooley 

and Mead, attempts to deal more explicitly with one crucial 

matter that is only implicit in the thought of Mead and 

others, that being the lack of a methodological statement of 

symbolic interactionism. As a result, Blumer (1969) 

develops three methodological statements that he calls the 

framework of symbolic interactionism. The following section 

describes the framework of symbolic interactionism as 

discussed and developed by Blumer. 
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Framework of Symbolic Interactionism 

Symbolic interactionism rests on three major premises 

that Blumer (1969) discusses: (1) individuals act toward 

things and people on the basis of the meanings that things 

and people have for them; (2) the meaning of such things and 

people derives from, or arises out of, the social 

interaction that individuals have with one another; (3) 

these meanings are handled in, and modified through, an 

interpretative process that individuals use to deal with 

things and people they encounter. The term things refers to 

any physical object that humans can recognize (Blumer, 

1969) . 

In discussing the first premise, Blumer (1969) refers 

to the positivist tendency of treating human behavior as the 

product of outside influences. The positivist argument is 

that an individual is merely a responding organism who is 

stimulated to action by outside forces. According to Blumer 

(1969), "If one declares that behavior is the result of the 

factors regarded as producing them [the behaviors], there is 

no need to concern oneself with the meaning of things toward 

which human beings act; one merely identifies the initiating 

factors and resulting behavior" (p. 4). In contrast, the 

position of symbolic interactionism is that humans act 

because of the meanings that they [humans] hold, not because 

of outside stimuli devoid of meaning. 
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Blumer's second premise states that meanings people 

give to things and people are "derived from, or arises out 

of, the social interaction that one has with one's fellows" 

(1969, p. 2). In accordance with this premise, meaning does 

not result from the intrinsic makeup of the things and 

people that have meaning, nor does it arise from 

psychological elements (e.g., roles, norms, values, goals) 

in the individual. Instead, meaning emanates from the 

process of interaction among individuals. The meaning of an 

object grows out of the ways in which other persons act 

toward the object and toward persons who use the object. 

Symbolic interactionism recognizes roles, norms, values, and 

goals as setting conditions and consequences for action but 

states that these do not determine what a person will do. 

It is the interpretation of these elements that result in 

meaning and action. Thus, in symbolic interactionism, 

meanings are social products, created and formed in and 

through the defining activities of people as they interact 

(Blumer, 1969). 

The third premise of symbolic interactionism states 

that individuals use an interpretive process to direct their 

actions. Blumer (1969) defines meaning as an individual's 

interpretation of a given social act. Social interaction 

influences the interpretation. Blumer (1969) describes this 

process in two steps: 
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First, the actor indicates to himself 
the things toward which he is acting; he has 
to point out to himself the things that have 
meaning. The making of such indications is 
an internalized social process in that the 
actor is interacting with himself. This 
interaction with himself is something other 
than an interplay of psychological elements; 
it is an instance of the person engaging in a 
process of communication with himself. 
Second, by virtue of this process of 
communicating with himself, interpretation 
becomes a matter of handling meanings. The 
actor selects, checks, suspends, regroups, 
and transforms the meanings in light of the 
situation in which he is placed and the 
direction of his action, (p. 5) 

Blumer (1969) reveals three primary points in his quote: 

(1) individuals base their actions on the meanings 

individuals attribute to things and people, (2) meanings are 

a product of social communication, and (3) meanings result 

from interpretive processes that individuals employ. 

Bogdan and Taylor (1975), who also draw on symbolic 

interactionism for their own research, note that people are 

constantly in a process of interpretation and definition as 

they move from one situation to another. Every situation 

includes the actor, other people and their actions, and 

physical objects. The situation has meaning only through 

people's interpretations of it. Their actions, in turn, 

stem from these meanings. Thus, the process of 

interpretation acts as the intermediary between any 

predisposition to act and the action itself. Bogdan and 

Taylor (1975) further explain that individuals have a 

predisposition to act toward things on the basis of past 
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experiences and past interpretations. New information or 

even old information in new contexts brings new 

interpretations. With these new interpretations come new 

actions. 

Even though symbolic interactionism focuses on 

individual meanings, it does recognize that, in group life, 

individuals who act to meet the demands of common situations 

may develop shared meanings. 

Relationship of Symbolic 
Interactionism to This Study 

My study draws on the framework of symbolic 

interactionism to locate and analyze the processes through 

which students and a teacher in an elementary classroom 

create meanings and develop strategies toward each other and 

things in the classroom on the basis of these meanings. 

Getting the students' and teacher's perspective(s) is 

important because every individual in the classroom is at a 

different stage in the process of assigning meaning to 

classroom events. What students notice, how they interpret 

classroom events, and how they act in the classroom are 

different for students in the same classroom. The students 

and the teacher in my present study use certain 

micropolitical strategies based on their symbolic 

interpretations of classroom events. 

In my study, I seek the meanings that students and a 

teacher in an elementary classroom give to their 
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micropolitical actions. It is through these meanings that 

the individual research participants identify their 

micropolitical goals. 

Site and Sample Selection 

Site Selection 

I chose a private, elementary school for the site of 

this research. The school, located in a suburban city 

within the Northern region of Texas, is affiliated with an 

Episcopalian Church and accredited through the regional and 

national association of Episcopalian schools. With a yearly 

per student tuition rate of $3,400.00, the school tends to 

serve the students of upper income families who can 

financially afford a private school education for their 

children. The school serves students in prekindergarten 

through eighth grade and has an enrollment of 400. 

I chose a private school as the site of my research 

because of my interest in private school education. I have 

previously served as both a teacher and an administrator in 

the private school sector. My previous experience in 

private schools provides me with a background for generating 

insights into my research. 

The school principal made the decision as to the 

particular classroom in which I conducted my research. 

Based on her knowledge of my research purposes and the 

teaching personnel in her school, the principal chose a 

second grade classroom for my research. 
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I considered a number of other factors before making a 

final decision on my research site. For one, the classroom 

teacher and school principal eagerly agreed to participate 

in my research project from the initial contact. For 

another, the location of the school is in an area that is 

within a reasonable and acceptable traveling distance from 

my home. In addition, access to the teacher and the students 

was unproblematic. I quickly established rapport with the 

teacher and she gave me permission to interview and interact 

with the students and her either individually or collective

ly as I needed. This means that I had access to a purposive 

sample that includes one second grade teacher and all of her 

second grade students. 

Sample Selection 

The research sample includes one second grade teacher 

and all of her second grade students. Specifically, the 

sample includes one female elementary teacher with 15 years 

teaching experience and eighteen students (i.e., nine boys 

and nine girls). All eighteen students are Caucasian and 

from upper income homes. The teacher and principal both 

describe the parents of the students as highly educated and 

professional. For example, four parents are medical 

doctors, four are local businesses owners, one is a 

corporation executive, two are lawyers, and one is a state 

senator. 
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Data Collection Procedures 

I selected data collection procedures according to 

their ability to inform an explanation of the empirical 

world from a symbolic interactionist perspective. The 

following discussion focuses on the specific data collection 

procedures I used for my study. Data collection procedures 

for the study include participant observation, interviews, 

and documents. I guided my data collection with the 

following research questions; 

1. What micropolitical strategies are 

used by the teacher and students in the 

elementary classroom? 

2. What goals do the teacher and students 

have for engaging in micropolitical 

strategies? 

3. What are the consequences of the 

micropolitical strategies for the 

classroom teacher and students? 

Participant Observation 

Participant observation is the primary data collection 

method I used for my study. Participant observation is the 

conventional name given to data collection that involves 

social interaction between the researcher and the informants 

in a naturalistic setting during which data are 

systematically collected (Strauss & Corbin, 1990; Taylor & 



68 

Bogdan, 1984). Participant observation is appropriate for 

observing what Blumer refers to in his second premise as, 

"the social interaction that one has with one's fellows" 

(1969, p. 2). While meaning itself cannot be observed 

through the procedure of participant observation, it is 

possible for me to observe social interactions that 

contribute to the micropolitics of the classroom. 

According to Lincoln and Guba (1985), participant 

observation maximizes the researcher's ability to grasp 

motives, beliefs, concerns, interests, and customs of the 

research participants. Participant observation allows me, 

as a researcher, to see the world as the participants see 

it, to live in the participants' time frames, to capture the 

phenomenon in and on its own terms, and to grasp the culture 

of the classroom in its own natural, ongoing environment. 

Participant observation took different forms at 

different stages of my study. Early on, I used unstructured 

participant observation in order to enable myself to develop 

a sense of what occurs in the research setting. I remained 

somewhat detached (i.e., I sat at the back of the room and 

observed the activities and interactions of the classroom) 

as I waited to be accepted into the classroom group. I knew 

I was accepted when students began to ask for my assistance 

and opinions concerning their classroom projects and began 

to share the events and activities of their personal lives 

with me. 
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Approximately three weeks into the study, as the 

relationships and rapport with the participants developed, 

my role as a participant observer changed. I began to 

participate more within the activities of the classroom. 

For example, I worked individually with children, 

administered learning styles assessment tests, graded 

papers, answered student questions, and edited written work 

of the students. As I participated in these activities, I 

engaged in everyday conversation with the students and 

teacher. 

Once rapport developed between the research 

participants and myself, I found that my participant 

observations more narrowly focused on certain micropolitical 

incidents. I attributed this to two main occurrences. 

First, the students and the teacher became more relaxed and 

accepting of my presence in the classroom. Second, the 

amount of data that I was collecting was growing, causing me 

to focus on specific data I needed to check, expand, and 

relate developing categories. 

On occasion, I used a laptop computer during 

participant observation to record field notes. However, the 

clicking of the keys made me feel like I was intruding upon 

the classroom. Thereafter, I used the computer at times 

when the classroom noise level drowned out any noise that my 

computer created. 
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I used video recording, with the permission of the 

teacher, once during the course of the study. The video 

camera, as a method to collect data, was not received well 

by the teacher or students. The teacher seemed extremely 

intimidated and negative to the idea of using video. The 

students were more occupied with making faces and moving 

into the range of the camera, than with achieving their 

assigned classroom responsibilities. I believed that both 

the teacher and the students would quickly become accustomed 

to the video camera being in the classroom, but felt that it 

would be detrimental to the rapport I was establishing, 

especially with the teacher, to continue video taping. I 

asked the teacher to let me know if she ever felt like the 

video recorder would be appropriate for me to use. She 

never mentioned it. 

I often used an audio recorder when I was working with 

small groups of students. I turned the audio tape on to 

record the conversations as they occurred. For example, 

when I was helping three students put together a classroom 

assignment on time lines, I placed the recorder in the 

middle of our working circle. The students questioned why I 

was using the recorder and initially made some playful 

remarks into the recorder. However, as the students resumed 

their classroom activities, they ignored the recorder. 

On the positive side, audio taping allowed me to get 

the word-for-word comments that the students made. This 
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made for richer field notes. On the negative side, I often 

found it difficult to get clear recordings of the 

conversations when several children talked at the same time. 

Ironically, this simultaneous conversational activity 

occurred the majority of the time in the classroom. 

It took a tremendous amount of time to listen to and 

transcribe the audio recording tapes. I transcribed the 

audio tapes, at times, word for word. In other instances, I 

transcribed only parts of the tapes that were most relevant 

to my study. 

As questions and categories arose from participant 

observation data, I used interviews and documents to further 

explore the emerging categories. In the following section, 

I discuss interviewing as it relates to my study. 

Interviews 

I employed interviews in conjunction with participant 

observation and document collection (Strauss, 1987; Strauss 

& Corbin, 1990). I select interviewing to reveal "the 

meanings that individuals had for things and people" 

(Blumer, 1969, p. 2). The interplay between interviews and 

participant observation is reciprocal. By this I mean, 

interviews provide clues as to what my focus should be in 

future occasions of participant observation. Furthermore, 

because it is not possible for me to observe all the social 

interactions that influence the micropolitics of the 

classroom, it is necessary to use interviewing to ask about 
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them. (See Bogdan & Biklen, 1992; Glaser & Strauss, 1967; 

Strauss, 1987; Wax, 1971.) Most importantly, interviews 

provided opportunities for me to probe for teacher and 

student meanings about events and actions I observed during 

participant observation. 

Bogdan and Biklen (1992) state that an interview is a 

purposeful conversation used to produce rich, descriptive 

data about how participants interpret their world. I 

focused initial interviews on the three research questions 

(stated earlier) in addition to emerging questions that 

resulted from participant observation. 

I used an open, free-flowing, unstructured interview 

with both the teacher and the students, in order to get a 

general understanding of the micropolitical perspective as 

it emerges in the classroom. After I completed this initial 

unstructured interviewing, I semi-structured the interviews 

to focus more on particular categories that emerged during 

preliminary participant observation and interviews. For 

example, I would mention something I had seen during my 

observations and ask the teacher or students to freely give 

me their insights about my observation. I individually 

interviewed all research participants from the classroom, at 

least twice, and the majority of the participants additional 

times. I also interviewed students numerous times in small 

groups and as one large classroom group. 
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Depending upon the type of information I sought, I 

conducted structured, semi-structured and unstructured 

interviews. I audiotaped many of these interviews so as to 

later reflect on their content. Structured interviews, 

according to Lincoln and Guba (1985), are the "mode of 

choice when the researcher knows what he or she does not 

know and can therefore frame appropriate questions to find 

it out" (p. 269). I used structured interviews primarily 

for triangulation and member-checking purposes. (See section 

in Chapter III on Credibility for further explanation of 

triangulation and member-checking.) During this time, I 

asked very specific questions about the categories that 

developed during the course of my study (e.g., "In reviewing 

the teacher support category, do you feel it represents an 

accurate picture of the strategies you use to support 

students in the classroom?"). I used structured interviews 

mainly during the last phase of data collection. 

I used unstructured interviews primarily for the 

construction of participants' meanings concerning the 

research focus. According to Lincoln and Guba (1985), 

unstructured interviews are "the mode of choice when the 

researcher does not know what he or she doesn't know and 

must therefore rely on the participants to tell him or her" 

(p. 269). Unstructured interviews with the teacher were 

free flowing and relaxed. The teacher and I seemed to 

naturally engage in conversations that led her to share her 
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meanings about the classroom. Most of these unstructured 

interviews began with small talk. Unstructured interviewing 

with the students took place in a similar fashion. The 

children often changed the focus of our conversations 

several times. It was difficult to prevent myself from 

shaping the interview content with the children and slipping 

into semi-structured interviews. 

On occasion, I initiated a semi-structured interview 

format. I guided semi-structured interviews with general 

questions, but always offered the participant(s) a chance to 

shape the content of the interview. (See Bogdan & Biklen, 

1992.) I often had a question about something that had 

arisen during the transcription of the previous day's field 

notes. These semi-structured chats became the perfect place 

to present my questions and then to allow the participants 

to expand on their perspectives. With the teacher, these 

chats generally happened while the children were out of the 

room for library or physical education time. After 

presenting my questions, the teacher had considerable 

latitude to shape the content of the interview. 

I also conducted semi-structured interviews with the 

students. I generally began the semi-structured interview 

by asking students a very open-ended question about an event 

or incident I witnessed during participant observation. On 

the negative side, it was often hard for the children to 

remember the event if much time passed between the event and 
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my question referring to it. Because I could not interrupt 

a lesson every time I wanted to pursue a question, I had to 

wait until the appropriate time for questioning students. I 

found some success when I could spend enough time with 

students so that I could recreate the entire event that 

surrounded the incident about which I sought their input. 

On the positive side, there were times when the 

students gave me candid, relevant and reflective 

information. In these moments I discovered how observant, 

attentive, and intelligent the students were and how their 

maturity and capabilities exceeded my expectations. At 

other times, I settled for data, that while important, did 

not easily present itself as relevant to category 

development. This data helped me learn more about the 

students—their animals, trips, and the special events of 

their lives. 

Documents 

Document collection is a data collection method 

appropriate to the symbolic interactionist framework. 

According to Blumer (1969), "meanings are handled in, and 

modified through, an interpretative process used by the 

person in dealing with the things he encounters" (p.2). In 

my study, things encountered included documents. Concerning 

the usage of documents, Goetz and LeCompte (1984) write: 
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In addition to what they say and how 
they behave, human beings make and use 
things. The artifacts that result from this 
activity constitute data that indicate 
people's sensations, experiences, and 
knowledge, and that connote opinions, values, 
and feelings, (p. 153) 

I collected two types of documents to analyze 

micropolitical strategies in the classroom: personal and 

official documents. Personal documents are first person 

narratives or materials in which people reveal and describe 

their own actions, experiences, and beliefs (Bogdan & 

Biklen, 1992). For this research, personal documents 

included a teacher journal, student letters, student 

reports, student self-written autobiographies, and time 

lines. For the most part, the personal documents used in 

data collection I discovered within the normal routine and 

context of the classroom. For example, the teacher 

frequently asked the students to write about certain aspects 

of their lives (e.g., "My favorite Christmas colors" or "I 

like. . . " ) . She displayed these writing assignments 

throughout the classroom or the school hallways. I copied 

information from these documents into my field notes and 

found them to be self-revealing of the students' experiences 

and feelings. 

The only document that I solicited was a journal that I 

encouraged the teacher to keep throughout the research 

period. I suggested that the teacher take the guiding 

questions from the research proposal (I had given her a copy 
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prior to the onset of the research) and write the types of 

influence she experienced or observed in the classroom. 

Other than the initial guiding questions that I suggested 

the teacher use, the format and content of the journal was 

entirely shaped by the teacher. Time for journal writing 

was problematic for the teacher. However, the journal 

provided the teacher the opportunity to further present her 

perspective of how she shaped and is shaped by life in the 

classroom. 

Official documents, as used in the study, are written 

communications that the classroom and the school 

organization produced (Bogdan & Biklen, 1992; Bogdan & 

Taylor, 1975; Glaser & Strauss, 1967; Strauss, 1987). 

Official classroom documents include memos written by the 

dteacher to the students, classroom rules, student 

portfolios, and learning style assessments. Official school 

documents included photographs, school policy and philosophy 

documents, and a school directory. For the most part, the 

official documents that I used in data collection I 

specifically asked for. I found these official documents to 

help me understand the classroom context. 

Research Notebook 

I used a research notebook during my study in order to 

deposit and organize the field notes of my study. Field 

notes are the written account of what I heard, saw, 

experienced and thought during the course of collecting and 
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reflecting on the research study while in the natural 

setting of the classroom. 

Field notes included my descriptions of classroom 

participants, events, and conversations. I also included a 

diagram of the classroom within my field notes. I wrote 

field notes in shorthand while in the classroom. Following 

each visit to the classroom, I expanded the shorthand notes 

into detailed computerized reports. I typed these detailed 

computerized reports on my computer by using a simple word 

processing program. I found that for each hour I observed 

the classroom, I spent approximately three hours converting 

classroom shorthand notes into the expanded, computerized 

reports. In addition, I found that my field notes needed to 

be written up immediately following my classroom observation 

in order to prevent loss of memory or difficulties in 

interpreting my shorthand field notes. 

The term field notes refers collectively to all the 

data collected in the course of the study as well as 

research memos, observer comments, and methodological 

questions (Bogdan & Biklen, 1992). I describe research 

memos, observer comments, and methodological questions 

below. I find that placing my memos, observer comments, and 

methodological questions directly into the field notes is 

desirable for several reasons. First, the memos, observer 

comments, and questions, when placed in the context of the 

situations from which they derive, make better sense during 
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later review. Second, by not having to flip back and forth 

between three notebook sections, I saved time. The 

following discussion further describes and defines three 

components included within my field notes. 

Research memos are think pieces in which I write about 

the progress of my research (Bogdan & Biklen, 1992). 

According to Glaser and Strauss (1967), memos are written 

records of analysis related to how the developing categories 

of the study connect and are related to other categories. 

In other words, "memos are the theorizing write-up of ideas 

about categories and their relationships as they strike the 

researcher while coding" (Glaser, 1978, p. 83). According 

to Glaser (1978), when the researcher generates a good idea 

in thought, he must immediately write a memo on it. The 

goal of memoing is to develop ideas (categories) with 

complete freedom and place them into a memo fund that is 

highly sortable (Glaser, 1978). I wrote memos, as needed, 

to think about developing research categories and their 

relationships. 

Observer comments include a record of my feelings, 

interpretations, hunches, preconceptions, and biases (Taylor 

& Bogdan, 1984). Because these comments are not data in 

nature, I clearly distinguished them from the data in the 

field notes by labeling them with the initials O.C. and 

placing the comments in parentheses. 
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Methodological Questions include written comments about 

problems or situations that arise concerning the theoretical 

and methodological framework of my research. I sought 

answers to methodological questions by consulting 

appropriate resources (e.g., committee members, resource 

materials). 

Methodology of Grounded Theory 

I use the grounded theory method (Glaser, 1978; Glaser 

& Strauss, 1967; Lincoln & Guba, 1985; Strauss, 1987; 

Strauss & Corbin, 1990) to generate a micropolitical theory 

of the elementary classroom. "A grounded theory is one that 

is inductively derived from the study of the phenomenon it 

represents . . . . it is discovered, developed, and 

provisionally verified through systematic data collection 

and analysis of data pertaining to that phenomenon" (Strauss 

& Corbin, 1990, p. 23). The grounded theory researcher 

allows data to be emergent, meaning that data come into 

being or rise from the actual research setting through data 

collection methods. Emergent data are necessary because 

meaning is determined by the context of the research setting 

(Lincoln & Guba, 1985). The researcher must also engage in 

continuous data analysis so that every new piece of datum 

takes into account a sufficiently comprehensive context. In 

other words, data collection is guided and integrated by the 

emerging data. As a result, the focus of participant 

observation, the interviews conducted, and the documents 
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collected for my study are in a reciprocal relationship with 

one another. 

The theory I developed from my study is substantive 

rather than formal. According to Strauss and Corbin (1990), 

a substantive theory evolves from the study of a phenomenon 

positioned in one particular situational context (e.g., a 

classroom). A formal theory develops from a study of a 

phenomenon explored under many different types of 

situations. This theory is substantive in that it is 

grounded in one elementary classroom. 

Constant comparative analysis (Glaser, 1978; Glaser & 

Strauss, 1967; Lincoln & Guba, 1985; Strauss, 1987; Strauss 

& Corbin, 1990) is the method I use to generate a grounded 

theory of the micropolitics of the classroom. Glaser and 

Strauss (1967), in describing the constant comparative 

method, note that it has two functions: (1) a procedure for 

analyzing data, and (2) a means for generating theory. 

Thus, the constant comparative method is a means for 

generating theory and not simply a means for processing 

data. Glaser and Strauss (1967) describe four stages of the 

constant comparative method: locating and comparing 

incidents in the data, integrating categories and their 

properties, delimiting the theory, and writing the theory. 

Glaser and Strauss further state that: 

. . . although this method of generating 
theory is a continuously growing 
process—each stage after a time is 
transformed into the next—earlier stages do 
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remain in operation simultaneously throughout 
the analysis and each provides continuous 
development to its successive stage until the 
analysis is terminated, (p. 105) 

According to Glaser and Strauss (1967), each stage of the 

constant comparative process transforms into the next 

successive stage and provides continuous and simultaneous 

development to its successive stage. For example, stage 

one: locating and comparing incidents applicable to the 

creation of categories, transforms into stage two: 

integrating categories. 

Stages of Constant 
Comparative Analysis 

Stage One: Locating and Comparing Incidents 

An incident tells what is happening in the research 

setting. By definition, incidents are units of data that 

serve as the basis for defining categories (Lincoln & Guba, 

1985). Incidents are the smallest concrete units about a 

topic that can stand alone. I identified incidents by 

looking throughout my field notes for instances of 

micropolitical influence. In this study, incidents are the 

smallest concrete pieces of micropolitical classroom 

influence that can stand alone. Following Glaser (1978), 

Glaser and Strauss (1967), and Strauss (1987), the incidents 

I chose are analytic (describe characteristics of concrete 

events), sensitizing (yield a meaningful picture), and 

interpretable in the absence of any additional information. 

For an example, the incident of ignoring describes a 
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characteristic of student micropolitical action toward the 

teacher and yields a meaningful picture that readers can 

relate to and interpret in the absence of any additional 

information. 

According to stage one of the constant comparative 

process, I analyzed my field notes for incidents (e.g., 

micropolitical strategies) that occurred within the research 

setting. I analyzed my field notes line by line in order to 

locate micropolitical influence incidents. Once I located 

an incident in the field notes, I entered it into a computer 

file. I coded each file in multiple ways: the data 

collection method (e.g., interview, participant observation, 

or document), the source of the incident (e.g., teacher, 

students, parent), the location of the incident (e.g., page 

number of field notes), and the title of the incident 

underlined (e.g., interruption). An example of an incident 

follows: Interview—student pseudonym/Welsley—#161-162 -

Use of interruption to resist teacher. 

I identified 20 incidents in my field notes (see Figure 

3.1). I identified these incident types a combined total of 

545 times in the field notes. By looking at each incident's 

similarities and differences, I grouped the 20 incidents 

into a category set that includes four categories and 14 

subcategories of micropolitical influence (see Figure 3.1). 

The four categories are: (1) teacher support, (2) teacher 

control, (3) student resistance, and (4) student 
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1. 
2. 
3. 
4. 
5. 
6. 
7. 

protection 
involvement 
praise 
individualizing 
extending 
evaluating 
sustaining 

8. 
9. 
10. 
11. 
12. 
13. 
14. 

intermediaries 
peer pressure 
altruistic appeal 
redirection 
withholding privileges 
classroom expulsion 
repetition 

15. 
16. 
17. 
18. 
19. 
20. 

interruption 
topic changes 
ignoring 
partial compliance 
protesting 
intermediaries 

I then grouped the above 20 incident types into the category set below consisting of 4 
categories and 14 subcategories: 

Category: 
Teacher Support 

Category: 
Teacher Control 

Subcategory; Self-Esteem Support 
1. protection 
2. involvement 
3. praise 

Subcategory: Instructional Support 
4. individualizing 
5. extending 
6. evaluating 
7. sustaining 

Subcategory 
8. 
9. 

10. 
11. 

Subcategory: 
12. 
13. 

Passive Action 
intermediaries 
peer pressure 
altruistic appeal 
redirection 

Aggressive Action 
withholding privileges 
expulsion 

Category: 
Student Resistance 

Subcategory: Passive Resistance 
14. repetition 
15. interruption 
16. topic changes 
17. ignoring 
18. partial compliance 

Subcategory: Aggressive Resistance 
19. protesting 
20. intermediaries 

Category: 
Student Cooperation 

Subcategories: 
Self-Concept Confirmation 
Sensitivity 
Nonverbal Immediacy 

Reward Association 
Assuming a Teaching Role 
Listening 
Following Directions 
Achievement 

Figure 3.1: Category Set 
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cooperation. Subcategories of the category of teacher 

support include: self-esteem support and instructional 

support. Subcategories of the category of teacher control 

include: passive action and aggressive action. 

Subcategories of the category of student resistance include: 

passive resistance and aggressive resistance. Subcategories 

of the category of student cooperation include: self-

concept confirmation, sensitivity, nonverbal immediacy, 

reward association, assuming a teaching role, listening, 

following directions, and achievement. 

Comparing the similarities and the differences in the 

incidents enabled me to generate working hypotheses about 

developing categories. According to Glaser (1978), Glaser 

and Strauss (1967), and Strauss (1987), a working hypothesis 

results when a provisional interpretation of relationship is 

made based on the data. So, a working hypothesis is a 

statement denoting the nature of the provisional 

relationship between incidents (Strauss & Corbin, 1990). I 

generated a working hypothesis to connect each category to 

all incidents included under the respective category. 

To keep track of the developing categories and the 

working hypothesis that connected each incident to all 

others in a developing category, I wrote memos. "Memos are 

the theorizing writeup of ideas about incidents, categories, 

and their relationships" (Glaser, 1978, p. 83). According 

to Lincoln and Guba (1985), memos "provide a kind of 
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'developmental history' and, when taken as a set, provide a 

comprehensive, useful, and universally applicable definition 

of [a category]" (p. 342). 

I describe and summarize the specific steps I took 

during stage one of the constant comparative process in 

Figure 3.2. As the researcher, I developed strong 

confidence in my categories because they emerged from and 

were constantly reformulated by the data. According to 

Glaser and Strauss (1967) because of emergence and constant 

reformulation, the categories will fit the data and be 

understood both to researchers and to persons who are 

knowledgeable in the area (i.e., practitioners). 

Stage Two: Integrating Categories 

After I exhausted the computer file of incidents, a 

category set (i.e., an entire group of categories) remained 

(refer to Figure 3.1). According to Glaser and Strauss 

(1967), the category set, when interrelated and 

systematically grounded in the data, can be organized into a 

core category that is inclusive of each category. 

According to the second stage of the constant 

comparative process I built relationships between categories 

to form a core category (Glaser, 1978; Glaser & Strauss, 

1967; Lincoln & Guba, 1985; Strauss, 1987). A core category 

is the central category around which all other categories 

form. A core category must account for as much variation in 

the patterns of behavior in the classroom with as few 
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STEP ONE; 
As a result of the Une by line analysis of the field notes, I recorded every 

micropoUtical influence strategy incident into a computer file. I then selected the 
first incident recorded in the file, read it, and noted its content This incident 
represented the first entry in the first yet-to-be named category, I then placed the 
incident in a column by itself. 

STEP TWO: 
For the second step, I seleacd the second micropoUtical influence strategy 

incident in my computer file, read it, and noted its contents. I then made the 
determination whether the second incident was simUar to the first incident If so, 
I placed the second incident in the column with the first incident and then 
proceeded to the third incident in the computer file; if not, the second incident 
represented the first entry in the second yet-to-be named category and was placed 
in a new column. 

I continued in this way with successive incidents located in the computer file. 
For each incident, I decided whether it was similar or different to previous 
incidents and placed it in the appropriate column. The process continued untU aU 
incidents were placed in columns. Some incidents bore dual content. I placed 
these incidents in more than one column (See Lincoln & Guba, 1985). 

STEP THREE: 
At this point, I had accumulated several large size columns of incidents (i.e., 15 

or more incidents). I memoed the relationship that seemed to characterize the 
incidents and wrote a working hypothesis to explain the relationship. I then 
added the working hypothesis to the computer file at the top of the appropriate 
incident column. Furthermore, I gave tiie category a name that caught the essence 
of the working hypothesis. I also used the working hypoUiesis to justify again 
the inclusion or exclusion of each incident to the category. At this point, 
whenever I assigned a new incident to a category, I included or excluded the 
incident on the basis of its fit to tiie hypotiiesis (Lincohi & Guba, 1985; Strauss, 
1987). New categories emerged rapidly at first but tiie rate of emergence began 
to diminish sharply after I processed approximately 50 to 60 incidents. 

STEP FOUR: 
I placed incidents that neither fit any of the previously estabUshed categones nor 

seemed to form a new category into a miscellaneous column on the fUc. From 
time to time, I reviewed the misceUaneous column to see if any of the incidents 
would fit into a category after all. In tiie end, incidents tiiat did not fit any of the 
categories were discarded. 

Figure 3.2 The Constant Comparative Process 
Stage One: Locating and Comparing Incidents 
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concepts as possible (Glaser, 1978). I identified Influence 

as the core category of my research. As a core category, 

influence met the criteria given above for a core category. 

I discuss the core category of influence in Chapter IV. 

In accordance with grounded theory, I interrelated and 

elevated the four main categories (i.e., teacher support, 

teacher control, student resistance, and student 

cooperation) , which make up the category set, to the level 

of a grounded, substantive theory of the micropolitics of 

the elementary classroom. I depict the interrelationships 

between the incidents, subcategories, categories, category 

set, core category, and theory in Figure 3.3. 

Stage Three: Delimiting the Theory 

The third stage in the constant comparative process is 

delimiting the theory. According to Glaser (1978) and 

Glaser and Strauss (1967), delimiting is a process of 

reduction whereby nonrelevant incidents are withdrawn from 

categories and overlapping incidents and categories are 

combined. Theoretical saturation, a component of the 

constant comparative process (discussed in depth in a later 

section), also works to delimit nonrelevant and overlapping 

incidents. Saturation occurs when the collection of new 

data fails to turn up new incident types or categories 

(Glaser & Strauss, 1967). 
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Figure 3.3 
Developing Theory 
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To achieve delimiting, I constantly reviewed the 

category set for relationships between categories. Upon 

final review, I did not discover any categories that should 

be subsumable under others, nor did I find any categories 

that I should have subdivided into two or more categories. 

Stage Four: Writing the Theory 

Stage four of the constant comparative process is the 

theoretical write up of the research findings. I 

accomplished theoretical writing for this study through the 

formulation of 14 propositions of micropolitical classroom 

influence. Blumer (1969), Glaser (1978), Glaser and Strauss 

(1967), Strauss (1987), and Strauss and Corbin (1990) 

advocate the use of theoretical propositions as a method of 

expressing sociological theory. According to Glaser (1978) 

and Glaser and Strauss (1967), writing theoretical 

propositions begins when the researcher is convinced that 

the research framework forms systematic theory that provides 

accurate statements of the phenomenon under study. 

According to Blumer (1969), Glaser (1978), Glaser and 

Strauss (1967), and Strauss (1987), a theoretical 

proposition is a theoretical statement that is necessary so 

as to suggest how phenomena might possibly relate to one 

another. Furthermore, Blumer (1969) states that the 

specification of concepts and their relationships phrased in 

terms of propositions is necessary for the development of 
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new areas of study. Therefore, I formulated 14 propositions 

for the following purposes: (1) to express a theory of the 

micropolitics of one elementary classroom, (2) to suggest 

how the research categories possibly relate to one another, 

and (3) to aid in the development of a new area of study, 

that of micropolitics. 

Theory Generating; Components Of Constant 
Comparative Analysis 

In the following section I discuss the constant 

comparative components of theoretical sensitivity, 

theoretical sampling, theoretical saturation, and 

theoretical pacing. These components are essential to the 

development of densely woven and tightly integrated theory 

(Strauss, 1987). Though listed separately for the sake of 

discussion, these components stand in reciprocal 

relationship to each other. 

Theoretical Sensitivity 

Theoretical sensitivity is the ability of the 

researcher to have insight, to give meaning to the data, and 

to separate the pertinent from that which is not (Glaser 

1978). According to Strauss and Corbin (1990), theoretical 

sensitivity refers to a personal quality of the researcher. 

I achieve theoretical sensitivity in three ways: 

professional experience, personal experience, and literature 

exploration. 
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As the researcher, I considered my own professional 

experiences, as a teacher and as an administrator, to 

provide crucial insights during the research process. 

"Throughout years of practice in a field, one acquires an 

understanding of how things work in that field, and why, and 

what will happen there under certain conditions" (Strauss & 

Corbin, 1990, p. 42). My professional experiences helped me 

to understand and reflect on classroom events, and to do so 

more quickly than if I had not brought this background into 

the research. I deliberately cultivated and used these 

reflections as springboards to theorizing (Glaser & Strauss, 

1967) . 

Personal experience is another source of theoretical 

sensitivity. For example, having children of my own 

enables me to witness the teacher-student relationship from 

the perspective of a parent. By drawing on my personal 

experience as a parent, I am able to have a basis for making 

comparisons that, in turn, stimulate the generation of 

relevant ideas and their relationships that pertain to the 

influence that parents have upon the classroom. 

I also increased my sensitivity by becoming familiar 

with micropolitical literature that pertains to my study. 

It is important to note that I cultivated insights from 

micropolitical literature, but not at the expense of 

insights generated by the actual research (Glaser, 1978) . 
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It is important to balance theoretical sensitivity and 

subjectivity. To keep my subjectivity in check, I did the 

following: (l) periodically stepped back and asked, "What 

is going on here? Does what I think I see fit the reality 

of the data?", (2) maintained an attitude of skepticism 

toward any categories or hypotheses arising early in the 

research, (3) validated categories repeatedly, and (4) 

followed the data collection and analytic procedures of 

grounded theory methods. 

Theoretical Sampling 

Theoretical sampling guides my activities in data 

collection. Theoretical sampling guides the researcher to 

seek additional data on the basis of concepts that have 

strong theoretical relevance to the evolving theory (Glaser 

& Strauss, 1967). Theoretical sampling allows me to compare 

the data as I collect them to what I have already collected 

(Glaser & Strauss, 1967). As a result, I base further data 

collection on the need to extend, confirm, and fill in 

previously obtained data. According to Strauss (1987): 

Theoretical sampling is a means whereby 
the analyst decides on analytic grounds what 
data to collect next and where to find them. 
The basic question in theoretical sampling 
is: What groups or subgroups of populations, 
events, activities (to find varying 
dimensions, strategies, etc.) does one turn 
to next in data collection? And for what 
theoretical purpose? So, this process of 
data collection is controlled by the emerging 
theory, (p. 38-39) 
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Thus, according to Strauss (1987), theoretical sampling as a 

data collection component, helps the researcher to locate 

where to collect data next. 

At the start of data collection, I began to code 

incidents as they appeared in the research setting. Soon I 

found that similar incidents occurred. I explored the 

significance of these similar incidents through the 

procedure of theoretical sampling. In addition, my use of 

theoretical sampling guides me toward the productive use of 

multiple means of data collection (Glaser & Strauss, 1967; 

Lincoln & Guba, 1985). Multiple means of data collection 

include participant observation, interviews, and document 

collection, and gives me different views or vantage points 

from which to understand each category (Glaser & Strauss, 

1967) . 

In accordance with the constant comparative process of 

grounded theory, I based the decision to stop theoretical 

sampling on my assessment that the dimensions of the 

categories were exhausted. The evidence of exhausted 

categories is called the point of theoretical saturation. 

Theoretical Saturation 

A third component of the constant comparative process 

of grounded theory is theoretical saturation. According to 

Strauss (1987), "theoretical saturation occurs when 

additional analysis no longer contributes to discovering 

anything new about a category" (p. 21) . 
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I use the following three criteria that Glaser and 

Strauss (1967) suggest for determining saturation: (1) the 

empirical limits of the data (i.e., when new data adds no 

new dimensions to a category), (2) the integration and 

density of the theory (i.e., no gaps exist in the theory), 

and (3) the researcher's sensitivity approves of the 

saturation. 

Theoretical Pacing 

The final component of the constant comparative method 

of grounded theory is theoretical pacing. According to 

Glaser (1978), "the researcher must pace his or her patience, 

and not just be patient, accepting nothing until something 

happens, as it surely does" (p. 19). Without pacing, the 

researcher is vulnerable to grasping at the first 

theoretical clues from the data that make sense. Pacing 

ensures that " . . . the theory is not rushed but carefully 

emerges from a true understanding of the data" (Glaser, 

1978, p.20). 

Glaser describes two stages of theoretical pacing: 

input and saturation. During input, the researcher absorbs 

data for coding purposes. This includes the actual 

collection of the data and the process of reading through 

the data with the purpose of further coding and analyzing 

the data. As suggested by Glaser, I spent two to four hours 

daily (4 days a week) for the purposes of input. During 
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this time, I put my discoveries and energies into writing 

memos and analyzing field notes. I did not discuss my 

discoveries with anyone until I wrote them. According to 

Glaser, talking reduces energy and risks losing ideas, that 

may not be recaptured. 

The second stage of theoretical pacing is saturation. 

"As writing vents the ideas, the energy is lost and the 

researcher starts experiencing various forms of saturation" 

(Glaser, 1978, p. 24). Saturation, in this form, is to 

write until no new or relevant ideas seem to emerge. To 

prevent saturation from occurring before all ideas were out, 

I wrote memos until I had exhausted all my thoughts. Glaser 

(1978) warns that interference and interruptions can derail 

thought and lead to premature saturation. To prevent 

interference and interruptions I selected a time and place 

to work that was free from interference and interruptions. 

Credibility 

Credibility is an umbrella term that includes criteria 

for judging the adequacy of a study's research process and 

the grounding of its findings (Strauss & Corbin, 1990). 

Every research study must be evaluated in terms of the 

specific credibility criteria of the research method that is 

used to generate the findings. In the following section, I 

discuss credibility criteria I use during my research. 
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Grounded Theory Credibility Criteria: 
Fit. Work, and Relevance 

Grounded theory methods provide opportunities for 

continual data analysis and comparison in order to make 

credible the match between the researcher's categories and 

the participants' perspectives. For example, by using 

constant comparative analysis, I was able to continually 

adjust my data collection and analysis to ensure the data's 

fit, work, and relevance to the emerging theory. Fit, work, 

and relevance are three credibility techniques indigenous to 

grounded theory (Glaser, 1978; Glaser & Strauss, 1967). 

According to Glaser and Strauss (1967), the concepts of 

fit, work, and relevance are essential criteria for judging 

whether a theory can be considered grounded and, 

consequently, credible. A grounded theory is one that will 

fit the situation being researched and work when put into 

use. Fit means the categories are applicable to and directly 

derived from the data. In other words, the categories are 

readily, not forcibly, applicable to and indicated by the 

data under study (Glaser & Strauss, 1967). Work is the 

ability of the grounded theory to explain the actions under 

study, and relevance means the categories are meaningfully 

relevant to the research setting. 
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Other Credibility Criteria 

In addition to the fit, work, and relevance of grounded 

theory to achieving credibility, I use other criteria to 

further promote the credibility of my research. 

Credibility, according to Lincoln and Guba (1985), 

refers to the extent to which observations are accurate 

representations of the phenomena under study. In order for 

a study to be credible, the study's findings must represent 

the realities of the participants. In other words, the 

researcher must carry out the study so that the findings 

will be credible to the research community and to the 

participants being studied. 

As Lincoln and Guba (1985) suggest, I used the 

following criteria to promote the study's credibility: 

prolonged engagement, persistent observation, triangulation, 

peer debriefing, member checking, and thick description. I 

discuss each credibility criterion below. 

Prolonged Engagement 

Prolonged engagement is the investment of sufficient 

time to achieve the purposes of learning the setting, 

testing for misinformation, and building trust. In 

accordance with the technique of prolonged engagement, I 

spent eight and one-half months in the classroom to build 

trust with the students and the teacher, to understand the 

students and the teacher through the classroom in which they 

live, and to recognize discrepancies in my research. 
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However, despite the prolonged time spent in the classroom, 

I avoided over-identifying with the research participants 

and losing my research perspective by continuously reminding 

myself of my purpose for being in the research setting and 

by recording these empathic feelings as observer comments in 

my field notes (Lincoln & Guba, 1985). 

Persistent Observation 

Persistent observation, as a technique for promoting 

credibility, allows the researcher to "identify those 

characteristics and elements in the setting that are most 

relevant to the question being pursued and focus on them in 

detail" (Lincoln & Guba, 1985, p. 304). 

In contrast to prolonged engagement, which provided 

scope to the study, persistent observation provided depth. 

By depth, I mean that I continued observations until 

saturation occurred. As a result, I avoided premature 

closure of the research. 

Triangulation 

Triangulation is another technique for achieving a 

credible study. Triangulation is the use of multiple 

sources of data, multiple settings, and multiple methods of 

data collection to support emerging research themes and to 

explain the research findings (Lincoln & Guba, 1985). By 

tapping multiple sources, settings, and methods through 
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triangulation, the researcher is able to arrive at 

conclusions through different means. 

In addition to corroborating, refuting, or adding depth 

to the findings, the use of triangulation addresses the 

issue of methodological bias (Goetz & LeCompte, 1984). 

According to Denzin (1978), research methods assume a 

particular perspective of the empirical world and lead to 

different lines of action. By using multiple methods (such 

as participant observation, interviews, and document 

analysis) I am able to compare data gathered by several 

different methods and prevent methodological bias. I also 

triangulate these methods individually through the use of 

multiple classroom participants in multiple classroom 

contexts and during multiple classroom time frames. For 

example, I triangulated interviews by using multiple 

classroom participants (i.e., a combination of individual, 

small group, and whole group interviews); using multiple 

classroom settings (i.e., interviewing during different 

classroom activities); and using different classroom time 

frames (i.e., interviewing during different times throughout 

the classroom day, throughout different days of the week, 

and throughout each month of the school year). 

Peer Debriefing 

Another technique for promoting a credible study is 

peer debriefing. Peer debriefing is a process of 

communicating to a peer (e.g., colleague) for the purpose of 
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exploring aspects of the study that might otherwise remain 

only implicit within the researcher's mind (Lincoln & Guba, 

1985) . In accordance with the technique of peer debriefing, 

I discussed my study with my two co-chairs on a consistent 

basis, usually once a week, and other committee members as 

needed. Peer debriefing enabled me to probe researcher 

biases and clarify developing interpretations about my 

study. 

Member Checks 

Another credibility technique I used during this study 

was member checking. Member checking (Lincoln & Guba, 1985) 

allowed the teacher and students of my classroom study to 

provide me with feedback on my findings. Member checking 

gives me the opportunity to assess intentionality (i.e., 

what the participant intends by acting in certain ways). 

Member checking also put the research participants on record 

for the accuracy of their transcribed statements, the 

acceptability of field note data, and the reasonableness of 

my interpretations and conclusions. 

Thick Description 

According to Lincoln and Guba (1985), "thick 

description" is an additional component of credibility. 

Thick description is contextualized narrative that specifies 

what another researcher would need to know in order to 

understand the findings of the study. I provided a thick 
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description of (1) the methods I used to collect and analyze 

the data, (2) the social situation and conditions of the 

classroom setting, (3) my status position (i.e., to what 

extent I was a member of the classroom group) and, (4) the 

research participants (i.e., identifying the participants 

who provide the data). 

By providing such a thick description, the reader of 

this classroom study will be able to experience the 

classroom content and context. In this way, it is likely 

that readers will be able to see some part of the narrative 

as relevant to their experiences. As a result, readers 

should view the study as a likely, credible, plausible 

story. They will view the analysis as reasonable, the 

findings as credible, and the interpretation as promising 

and worthwhile. 

In addition, I use thick description so that a 

judgment of the feasibility of transferability (i.e., 

applying the study's findings to other settings) can be made 

by the reader. According to Lincoln and Guba (1985), the 

final judgment on transferability is vested in the person 

seeking to make the transfer. The responsibility of the 

qualitative researcher is to provide a credible narrative 

and credible findings that make transferability judgments 

possible on the part of the reader (Lincoln & Guba, 1985). 



103 

Conclusion 

I achieved four tasks in Chapter III. First, I 

discussed the ways in which the theoretical framework of 

symbolic interactionism guides my research design and 

informs my interpretation of the research findings. Second, 

I presented the data collection procedures I used for this 

study. These procedures included: participant observation, 

interviews, and document collection. Third, I discussed the 

methodology of grounded theory. In doing so I also 

presented the stages and components of constant comparative 

analysis. Finally, I discussed credibility criteria I used 

for my study. 

In the next chapter. Chapter IV, I describe the 

conceptual categories grounded in my data and discovered 

during my research. In Chapter V, I interrelate and elevate 

the conceptual categories described in Chapter IV to the 

level of grounded theory. 



CHAPTER IV 

FINDINGS; MICROPOLITICAL STRATEGIES, 

GOALS, AND CONSEQUENCES 

Introduction 

My purpose in Chapter IV is to present the study's 

findings. In this chapter, I answer the following research 

questions: (1) What micropolitical strategies are used by 

the teacher and students in the elementary classroom? (2) 

What goals do the teacher and students have for engaging in 

micropolitical strategies? (3) What are the consequences of 

the micropolitical strategies for the classroom teacher and 

students? 

In the first section, I will discuss the core category 

of micropolitical influence identified in the present study. 

A core category is the central phenomenon around which all 

other categories are integrated (Strauss & Corbin, 1990). I 

identified influence as the common thread connecting all 

micropolitical strategies in the classroom. In addition, I 

will discuss the category set that was developed from the 

findings and led to the generation of the core category. 

The category set consists of two categories of teacher 

micropolitical influence: teacher support and teacher 

control and two categories of student micropolitical 

influence: student resistance and student cooperation. 

In the second section, I will define and describe the 

subcategories and incidents that comprise the 

104 
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micropolitical influence categories of teacher support and 

teacher control. In doing so, I will (l) describe the 

micropolitical strategies that the teacher uses to influence 

her students, (2) describe the goals the teacher has for 

engaging in the micropolitical strategies, and (3) explain 

the consequences of the teacher micropolitical strategies on 

students. 

In the third section, I will define and describe the 

subcategories and incidents that comprise the 

micropolitical influence categories of student resistance 

and student cooperation. In doing so, I will (1) describe 

the micropolitical strategies that the students use to 

influence their teacher, (2) describe the goals the students 

have for engaging in the micropolitical strategies, and (3) 

explain the consequences of student micropolitical 

strategies on the teacher. 

In the following chapter. Chapter V, I will present a 

theoretical discussion of the research findings. 

Furthermore, in accordance with grounded theory, I will 

interrelate and elevate the findings into a substantive 

theory of the micropolitics of the elementary classroom. 

Section One: The Core Category 

Upon analyzing the data collected during the research, 

I identified influence as the core category of the research. 

According to the data, influence is the common thread 
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connecting all micropolitical activity in the classroom. 

According to Strauss and Corbin (1990), a core category is 

the central phenomenon around which all other categories are 

integrated. In the context of the research findings, I find 

micropolitics to focus on the strategic use of influence by 

the teacher and the students to achieve their goals in the 

classroom. I draw on Dilenschneider's (1990) definition of 

influence for my study. According to Dilenschneider (1990), 

influence refers to the act of impacting or swaying another 

toward one's own personal goals. 

Other terms critical to this research and defined in 

Chapter I include; micropolitical goals, strategies, and 

consequences. I will review these terms as a reminder for 

the reader. Micropolitical goals are the desired ends or 

aims pursued by an individual that may result from 

individual interests, values, needs, ideologies, 

preferences, beliefs, motivations, or purposes (Blase, 

1991a). Micropolitical goals are the desired ends or aims 

toward which individual (i.e., teacher and student) 

influence is directed. Micropolitical strategies are the 

behavioral lines of action that the teacher and students 

used to carry out their influence and to accomplish their 

micropolitical goals (Blase, 1991a). Micropolitical 

conseguences are the end results or effects obtained through 

utilizing a micropolitical strategy (Blase, 1991a). 
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Teacher Influence 

I include two categories of teacher micropolitical 

influence toward students in the category set, namely 

teacher support and teacher control. The culminating goal 

of teacher support, as discovered in the data and 

corroborated by the teacher, is to promote and develop the 

academic achievement of students. The culminating goal of 

teacher control, as discovered in the data and corroborated 

by the teacher, is to regulate and guide student behavior to 

conform to classroom behavioral rules and procedures. 

According to micropolitical literature, teachers' political 

stance toward students stems from problems related to 

supporting students academically and controlling student 

behavior or discipline (Blase, 1991a). 

Student Influence 

I also find two categories of student micropolitical 

influence toward the teacher in the data, namely student 

cooperation and student resistance. Student goals in 

utilizing cooperation and resistance focus on the actions of 

the teacher and the preferences (i.e., likes and dislikes) 

of the students. 

Student cooperation is characterized by students 

working with the teacher for common or mutual benefit 

through an exchange process. Reduced to a catchphrase, the 

cooperative exchange process revealed between the teacher 
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and students can be expressed as "You scratch my back, and 

I'll scratch yours." Thus, the student does something for 

the teacher, and in return the teacher does something for 

the student. Both the teacher and the student gain from 

this exchange, that is, they both experience rewards. The 

culminating goal of student cooperation, as discovered in 

the data and corroborated by students, is based on the 

exchange process I describe above. Students state that 

their goal in cooperating with the teacher is to obtain 

rewards. Rewards, as mentioned by all students throughout 

the study, revolve around student preferences. 

The culminating goal of student resistance, as 

discovered in the data and corroborated by students, is to 

delay, distract, modify, or prevent teacher initiated 

activities and instruction that students dislike. Students 

have varying reasons for disliking an activity. For 

example, the data reveals that students often dislike an 

activity because they find it difficult, uninteresting, or 

uncomprehensible. Students also dislike an activity based 

on a lack of challenge presented by the activity. 

Regardless of the specific reasons behind their dislike of 

an activity, students use micropolitical strategies to avoid 

the activities they dislike. 

Section Summary 

In the first section I discussed the core category of 

micropolitical influence that is identified in the present 
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study. In addition, I discussed the category set that 

developed from the data and that led to the generation of 

the core category. The category set consists of two 

categories of teacher micropolitical influence: teacher 

support and teacher control and two categories of student 

micropolitical influence: student resistance and student 

cooperation. 

In the next section I will define and describe the 

subcategories and incidents that comprise the micropolitical 

influence categories of teacher support and teacher control. 

In doing so, I will; (1) describe the micropolitical 

strategies that the teacher uses to influence her students, 

(2) describe the goals the teacher has for engaging in the 

micropolitical strategies, and (3) explain the consequences 

of the teacher's micropolitical strategies on students. 

Section Two; Category of Teacher 
Micropolitical Support 

Introduction 

As mentioned above, I discovered two categories of 

teacher micropolitical influence toward students in the 

data. The following section discusses the first 

micropolitical category of teacher influence, namely teacher 

support. The culminating goal of teacher support, as 

discovered in the data and corroborated by the teacher, is 

to promote the academic achievement of students. I find two 

subcategories of teacher micropolitical support toward 
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students in the data (see Figure 4.1). Subcategories of 

teacher micropolitical support include; self-esteem support 

and instructional support. 

I discuss the subcategories of teacher micropolitical 

support in three ways. First, I thoroughly define and 

describe each subcategory in terms of the specific 

micropolitical strategies (i.e., coded as incidents) that 

the teacher uses to influence her students. Secondly, after 

discussing and defining all the micropolitical strategies of 

the subcategory, I discuss the teacher's goals (i.e., as 

identified by the teacher) for using the micropolitical 

strategies. As previously noted, micropolitical strategies 

are the actions (i.e., behaviors) that the teacher utilizes 

to achieve her classroom goal(s). Micropolitical goals are 

the desired ends or aims pursued by the teacher that result 

from her individual interests, values, needs, ideologies, 

preferences, beliefs, motivations, or purposes. Thirdly, 

after discussing both subcategories of teacher support, I 

discuss the consequences of the teacher's micropolitical 

support strategies on the students (i.e., as according to 

the students). Micropolitical consequences are the end 

results or effects obtained by the teacher's micropolitical 

strategy. I use excerpts from my field notes throughout the 

section to illustrate each subcategory and to give voice 

and context to teacher and student statements. The excerpts 

are each numbered according to their location in my 
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field notes (i.e., #52). I use teacher and student 

pseudonyms for anonymity purposes. For example, I use the 

name, Mrs. Cole, as a pseudonym for the classroom teacher. 

Subcategory of Teacher Micropolitical 
Support; Self-Esteem Support 

Self-esteem support is the first subcategory of 

teacher micropolitical influence I find in the data. Mrs. 

Cole often discusses self-esteem support and describes self-

esteem as the development of confidence in students. 

According to Mrs. Cole, high self-esteem is foundational for 

successful student academic achievement. Without high self-

esteem, students are thought by Mrs. Cole to lack the 

confidence and motivation to achieve to their academic 

potential. To influence students' self-esteem, Mrs. Cole 

uses three micropolitical strategies (see Figure 4.2); 

protection, involvement, and praise. 

Student Protection 

Mrs. Cole develops and maintains students' self-esteem 

through the use of student protection as a micropolitical 

strategy. Student protection refers to the protection of 

individual students' classroom rights. In most cases, 

classroom rights are in reference to students' rights to 

pursue classroom activities without fear of negative or 

harmful interference from other students. For example, when 

classmates began yelling answers toward Eric, a student who 

was trying to answer an oral question, Mrs. Cole 
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emphatically states to the class, "Let Eric decide. We 

should let him make his own decisions" (#52). Mrs. Cole is 

protecting Eric's self-esteem by letting the rest of the 

class know that Eric's answer is valued and important to the 

interaction of the classroom. 

In much the same way, Mrs. Cole also protects students' 

work time. The data reveals the use of the following types 

of statements to protect students' work time; "Boys and 

girls, they are still working back here, be very quiet" 

(#49), and "Find something to do when you finish your work 

so as not to disturb those who are still working" (#65). 

According to Mrs. Cole, protection of students' academic 

work time influences students' academic achievement. She 

believes that by protecting student work time, students are 

able to focus on their academic tasks without distraction 

from other students. 

Students overwhelmingly agree with Mrs. Cole's 

assessment that student academic achievement improves when 

student work time is protected. Students state that Mrs. 

Cole's protective actions (i.e., such as those described 

above) link to such positive student consequences as 

decreases in student academic mistakes and increases in 

student academic concentration. By decreasing mistakes and 

increasing concentration, students state that their academic 

achievement improves. 
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Mrs. Cole also uses protection as a micropolitical 

strategy in an effort to provide reassurance to students. 

Reassurance, according to Mrs. Cole, helps build and restore 

students' confidence. My field notes reveal the following 

example of teacher reassurance. On conclusion of a 

classroom academic unit on the sea, Mrs. Cole schedules a 

sea tasting party to allow students to sample the types of 

sea animals studied in class. One student, Devin, brought 

shark meat. As a special treat, Devin also brought the head 

of the shark to show the class. The shark head was to be a 

surprise. However, in an upsetting turn of events, several 

boys in the classroom discovered the shark's existence. 

Heartbroken, Devin began to cry. Mrs. Cole quickly moved to 

kneel down close to Devin. After a moment of questioning, 

Mrs. Cole discovered the cause of the heartbreak and spoke 

reassuringly to Devin. My field notes document the event 

this way, beginning with Mrs. Cole saying to Devin; 

The kids may know it is a shark but 
they don't know what it looks like or 
what it tastes like. It will still be a 
surprise. You can help me show it to 
the class after we get back from P.E., 
O.k.? 

Mrs. Cole hugs the seemingly 
relieved Devin. Devin takes her hands 
and wipes her tears and face while 
nodding 'yes' to Mrs. Cole. (#103) 

As evidenced by the above field note excerpt, Mrs. Cole uses 

protection in the form of reassurance to positively 

influence Devin's self-esteem. According to Mrs. Cole, 
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providing reassurance eases students' insecure feelings, 

restores their confidence, and as a result enables students 

to perform better academically in the classroom. Thus, Mrs. 

Cole achieves her support goal of promoting the academic 

achievement of her students. 

I later asked Devin, the student involved in the event 

described above, if she would share with me what had 

happened to upset her. Devin described the events of the 

incidence just as I had recorded them during my observation. 

I asked her to talk about how Mrs. Cole had intervened into 

the situation. Devin states: 

Mrs. Cole didn't want my feelings 
to be hurt and didn't want me to feel 
bad so she hugged me and said it would 
be ok. It {the shark} will still be a 
surprise. . . I feel better. I feel 
like I can go to P.E. {physical 
education} and do ok. . . .If you feel 
sad, you don't want to do things and you 
don't do very well when you do. (#105) 

According to Devin's comments, Mrs. Cole's protection 

strategy positively influences her self-esteem in three 

ways. First, Mrs. Cole's protective actions makes Devin 

feel better emotionally. Second, Mrs. Cole's strategy 

encourages Devin to resume her school activities, and third, 

Mrs. Cole's strategy enhances Devin's confidence that she 

can not only resume her school activities but do so 

successfully. Devin's interview comments further suggest 

that when students have negative emotional feelings, the 

desire to participate in classroom activities and the 
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achievement of classroom activities may be negatively 

affected. 

Mrs. Cole also protects her students by attempting to 

intervene in home situations that she thinks affect 

students' self-esteem negatively in the classroom. In an 

interview, Mrs. Cole describes her strategic efforts to 

intervene in a home situation for purposes of protecting 

Ralson's self-esteem; 

Several teachers had mentioned to me 
the lack of care given to Ralston»s 
hair. Well, of course everyone can see 
that it sticks up in several places, and 
is never combed. The students in the 
classroom have commented about it. I 
thought that maybe something should be 
done to remedy the situation before it 
damaged his self-esteem. So I called 
Ralston's mother and explained the 
situation to her. She told me that she 
had previously tried to get Ralston to 
let her comb his hair. Ralston 
apparently refused. According to his 
mother, he would not let her touch it. 
It's frustrating. (#146) 

As evidenced by the above field note excerpt, Mrs. Cole 

intervenes into Ralston's home situation to protect him from 

the laughs and jeers of his classmates created by his 

disheveled hair. Mrs. Cole hopes that by drawing attention 

to the problem, she can influence the parents to take 

appropriate care of Ralston's hair. Furthermore, she hopes 

that her influence will push the parents to insist that 

Ralston comb his hair so that classmates will not have the 

opportunity to laugh at him. Soon after Mrs. Cole's 

conversation with Ralston's mother, Ralston came to school 
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with a much shorter and styled haircut. Upon asking Ralston 

about his new hairstyle, he makes it very clear to me that 

he dislikes his new hair style because it is too short and 

he is required to comb it. However, Ralston does state that 

several of his classmates commented on how nice his hair 

looks. According to Ralston, the compliments of his 

classmates make him feel better about himself and more 

accepted by his peers. 

Student Involvement 

Mrs. Cole also seeks to maintain and build her 

students' self-esteem through the micropolitical strategy of 

involvement. According to her, involvement means seeking 

student input in classroom decisions. Mrs. Cole, in 

attempting to involve students, encourages students to talk 

by asking them questions. Then, in a positive way, Mrs. 

Cole verbally reinforces student answers. For example, Mrs. 

Cole often inquires about students' interests, feelings, 

opinions, views, and so on. She responds as if the student 

responses are important and interesting, and continues to 

ask more questions of the student. According to Mrs. Cole, 

she uses student involvement as a micropolitical strategy to 

influence students' academic achievement. She explains: 

When students feel that their input 
is important and valued, they put more 
effort into academic activities, they 
have more ownership in the activity. As 
a result, their achievement improves. 
(#134) 
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According to Mrs. Cole, if students are involved in an 

activity, meaning if they are allowed to make involved 

decisions and choices about the activity, the result will be 

a student feeling of ownership in the activity. According 

to students, when they are allowed to make involved 

decisions and choices about their classroom activities, they 

are more likely to make sure the activity is done correctly 

and will exert their best effort toward the activity. 

Consequently, their achievement of the activity improves, 

thus achieving Mrs. Cole's goal to promote the academic 

achievement of students. 

According to Mrs. Cole, involving students in classroom 

decision making is important. In her classroom, student 

involvement in decision making relates to choices about the 

structure of classroom personal and physical space (i.e., 

student seating arrangement and classroom furniture 

arrangement), choices about academic topics to pursue (i.e., 

choices concerning reading novel topics), and choices about 

the timing of academic activities (i.e., to do math or 

reading first). 

My field notes reveal that Mrs. Cole verbally presents 

students with numerous opportunities to participate in 

classroom decision making. For example, she makes such 

statements as, "Class, what do you think we should do?" 

("23), and "Mark, what's your opinion?" (#23). Upon seeking 

students' input, students explode into comments and 
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opinions, often talking all at once. My data reveal several 

student consequences resulting from Mrs. Cole's use of 

involvement. First, according to student interview 

comments, providing their input enhances their self-esteem 

and makes students feel important and more mature (i.e., 

older). Second, students further acknowledge how much they 

value getting to make decisions about the types of 

activities they pursue in the classroom. Third, students 

state that they make decisions according to their 

preferences (i.e., likes and interests) and are more 

inclined to participate and to be successful participating 

in activities they choose because of their interest in and 

like (i.e., enjoyment) of the activity. 

Student Praise 

The data also reveals that Mrs. Cole uses praise as a 

micropolitical strategy to influence her students. Praise 

is an expression of student approval, commendation, and 

encouragement of student actions. According to Mrs. Cole, 

she praises students in order to develop and maintain their 

self-esteem, which Mrs. Cole further links to her goal of 

successful student academic achievement. I found praise to 

be the most frequently used influence strategy of the 

teacher subcategory of micropolitical self-esteem support. 

Praise is transmitted through both Mrs. Cole's verbal 

comments and nonverbal cues. 
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Verbal praise is often the result of Mrs. Cole's 

attempts to compensate for the lack of attention she per

ceives students to experience at home. Mrs. Cole goes to 

great lengths and expends much effort in utilizing praise as 

a micropolitical strategy so as to influence the self-esteem 

of students that she believes are deprived of appropriate 

attention at home. For example, during a science lesson 

Mrs. Cole repeatedly praises an oral report that Sam is 

giving. My field notes reveal Mrs. Cole making the follow

ing comments about Sam's science report; 

Sam, you have really thought about 
this. I am so proud of you. Class, did 
you notice what Sam said about whales. 
Wasn't that interesting? Great job, 
Sam! (#43) 

Sam's oral report is a project that he worked on at home 

with his parents. Mrs. Cole assigned all the students a 

science project to work on at home. Mrs. Cole asked parents 

to assist their child with the science projects. It was 

obvious from listening to Sam's rough and unorganized 

presentation that he had done the report without parental 

assistance. Sam acknowledges his lack of parental 

assistance when he explains that his mother is very busy and 

does not have the time to assist him with his project. Mrs. 

Cole, by using praise, commends Sam for his efforts in 

completing the project all by himself. Furthermore, by 

praising Sam in front of the other students, Mrs. Cole hopes 

to counter any negative comments that other students might 
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have about the quality of Sam's report. Consequently, Sam's 

classmates, upon listening to Mrs. Cole's praise of Sam's 

report, respond positively. For example, after Mrs. Cole's 

verbal praise of Sam, the entire class claps as a show of 

appreciation for Sam's efforts. 

Mrs. Cole later comments to me about Sam's situation. 

She says, "Bless Sam's heart, (she holds up Sam's report, a 

wrinkled mass of notebook paper stapled unevenly together at 

one side) he doesn't have any help at home. I can't believe 

they {parents} will send him to school with this" (#45). 

Mrs. Cole appears both angry and sorrowful. Her fear is 

that Sam's parents are negatively affecting his self-esteem 

by sending him to school with a report that does not compare 

to the immaculate computerized reports that the other 

students bring to school, prepared with their parents' help. 

Praise, as a micropolitical strategy, occurs in both 

verbal and nonverbal forms in the classroom. Verbally, my 

field notes reveal Mrs. Cole making numerous praise comments 

to her students. For example, one incident of verbal praise 

records Mrs. Cole stating to Aaron, "You have been 

wonderful! What a good choice you have made. You are so 

smart" (#63). Nonverbal cues always accompany such verbal 

praise by Mrs. Cole. My field notes reveal the following 

types of nonverbal cues accompanying Mrs. Cole's verbal 

praise; smiles, head nods, eye winks, clapping, and hugs. 

My field notes reveal that students, upon receiving praise 
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from Mrs. Cole, respond in positive ways. For example, 

students respond to Mrs. Cole's praise with verbal "thank 

you's" accompanied by nonverbal cues such as smiles. 

Students state during interviews how much they enjoy and 

value Mrs. Cole's praise. According to students, the 

consequences of Mrs. Cole's praise are: increases in 

student work effort, increases in student affection toward 

Mrs. Cole, and increases in student self-esteem (i.e., 

belief in their ability to achieve classroom tasks). 

Mrs. Cole also uses praise in a written form to achieve 

her goal of influencing students' self esteem so as to 

promote student academic achievement. For example, she 

often writes notes of praise on student's papers. My 

field notes reveal such written comments as "Great job!" and 

"Yeah, you did it!" written on student papers. As a 

consequence, my field notes reveal that students are pleased 

to get such praise comments on their paper and are further 

motivated to do their best so as to receive written praise 

from Mrs. Cole. Student pleasure is evident by the 

excitement students demonstrate as they share Mrs. Cole's 

comments with their peers and parents. 

In referring to her use of praise, Mrs. Cole comments; 

These comments influence the 
students' self-esteem. Praise builds 
students' self-esteem which is needed 
and so important for students to achieve 
academically, you know, to reach and 
strive to their academic potential. 
(#88) 
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According to Mrs. Cole's comment, she praises her students 

to positively influence their self-esteem, which she further 

links to her goal of promoting student academic achievement. 

Mrs. Cole explains that students with high self-esteem 

believe in their ability to learn and achieve tasks, and 

find excitement in trying new tasks. Furthermore, students 

with high self-esteem are said by Mrs. Cole to be unafraid 

of failure because they are self-confident and view failure 

as a challenge, a chance to try again. According to Mrs. 

Cole, students need high self-esteem to meet academic 

challenges and to successfully achieve the challenges. 

Review of Self-Esteem Support 

In review, the first subcategory of teacher 

micropolitical influence I developed from the data is self-

esteem support. According to Mrs. Cole, high self-esteem is 

foundational for student success of academic achievement. 

Without high self-esteem, Mrs. Cole thought students to lack 

the confidence and motivation to achieve to their academic 

potential. So, to influence students' self-esteem, Mrs. 

Cole uses protection, involvement, and praise as 

micropolitical strategies. 

Mrs. Cole uses self-esteem support to achieve her goal 

of promoting students' academic achievement. She maintains 

that a relationship exists between positive self-esteem and 

successful academic achievement. She explains, "I want to 

make sure each student in this class has a high self-esteem. 
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To make sure they {students} do, I involve them, protect 

them and spend a lot of time praising them" (#86). 

According to students, Mrs. Cole's micropolitical self-

esteem strategies have positive consequences for them. 

Students state that Mrs. Cole's micropolitical self-esteem 

support strategies positively influence their perception of 

Mrs. Cole. For example, students state that they are drawn 

toward Mrs. Cole because her actions reflect a care and 

concern for students. In return, students respond to Mrs. 

Cole's supportive micropolitical strategies with affection. 

In addition, students link Mrs. Cole's use of micropolitical 

self-esteem strategies to increases in student academic work 

effort, concentration, interest, confidence, and 

achievement. Furthermore, students link Mrs. Cole's self-

esteem support micropolitical strategies to decreases in 

student academic mistakes. 

Subcategory of Teacher Micropolitical 
Support; Instructional Support 

The second subcategory of teacher micropolitical 

influence I find in the data is instructional support. Mrs. 

Cole uses instructional support micropolitical strategies to 

improve, develop, and maintain student academic achievement. 

She uses instructional support micropolitical strategies to 

support all types of regular classroom instruction (i.e., 

instruction through lecture, cooperative learning, and 

textbook manuals). Instructional support micropolitical 
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strategies (i.e., coded as incidents-see Figure 4.3) 

include: (1) individualizing, (2) extending, (3) evaluating, 

and (4) sustaining. 

Individualizing 

The first micropolitical strategy I find in the 

subcategory of instructional support is individualizing. To 

support instruction, my field notes reveal that Mrs. Cole 

individualizes learning. Individualizing refers to teacher 

adaptation of classroom instruction to meet the needs or 

special circumstances of students. According to Mrs. Cole, 

she uses individualizing to improve, develop, and maintain 

student academic achievement. Furthermore, Mrs. Cole states 

that individualizing is based on the learning styles of her 

students. 

According to Mrs. Cole, "all students do not learn the 

same way, each student has a 'best' way of learning" (i.e., 

of receiving and retaining information). For example, Mrs. 

Cole explains that teaching manuals do not adapt instruction 

for different individual student learning styles; therefore, 

it is the teacher's responsibility to restructure classroom 

instruction. Mrs. Cole maintains that student academic 

achievement improves when her instruction matches the 

individual learning style of each of her students. 

Mrs. Cole's goal is to promote the academic achievement 

of her students. Therefore, to promote and improve student 
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academic achievement Mrs. Cole influences her students by 

individualizing student learning. I find four areas of 

micropolitical individualizing in the data. They include: 

(1) individualizing curriculum, (2) individualizing 

classroom space, (3) individualizing directions, and (4) 

individualizing lesson resources. 

Individualizing curriculum. Individualizing curriculum is 

the first area of micropolitical individualizing I find in 

the data. According to Mrs. Cole, she individualizes the 

curriculum in an effort to influence her students' learning. 

Mrs. Cole uses individualizing to adapt the everyday, 

traditional classroom curriculum to meet student learning 

styles. Curriculum, according to Mrs. Cole refers to the 

adopted classroom textbooks and their accompanying teacher•s 

manuals. 

According to Mrs. Cole, four main types of student 

learners or student learning styles exist in any classroom: 

(1) auditory learners, (2) visual learners, (3) tactile 

learners, and (4) a combination learner, consisting of a 

blend of the previous learning types (auditory, visual, and 

tactile). According to Mrs. Cole, she adapts subject area 

curriculum (i.e., textbooks) according to the above four 

student learning styles. For example, she explains that 

many students in her class were reported to have spelling 

difficulties (based on grades and comments from the previous 

year). According to Mrs. Cole: 
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It's not that these kids can't 
spell, it's the spelling curriculum. 
They just need a different approach to 
learning spelling words. So I 
individualize the curriculum to meet 
each student's learning style. (#65) 

Mrs. Cole explains that instead of using the traditional 

adopted spelling book for spelling instruction, she selects 

weekly spelling passages from the current student reading 

novel to teach spelling. Various learning style activities 

then center around the selected spelling passage. For 

example, 

(1) The passage is read aloud in class each day for 

auditory learners. 

(2) The students copy and write the passage for 

tactile learners. 

(3) Mrs. Cole teaches the students to "sign" each 

spelling word in sign language for visual learners. 

As a result of various learning style activities, the 

students receive individualized learning that consists of a 

combination of auditory, visual, and tactile learning 

opportunities. 

According to Mrs. Cole, by presenting spelling 

instruction that accommodates each type of learning style, 

she is sure all students are able to learn the spelling 

words. For example, a student who is a tactile learner will 

benefit the most from copying and writing the spelling 

passage. The student will still participate in the other 
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activities, such as "signing" the words and listening to the 

spelling passage, but utilizes these types of learning 

activities as reinforcement and review of the knowledge 

gained from their primary learning style (i.e., tactile). 

According to Mrs. Cole, providing these types of 

individualized learning opportunities positively influences 

the academic achievement of students. 

As evidence, Mrs. Cole shows me the students' spelling 

dictation papers for the week. She states: 

You would never know that these 
kids had problems with spelling last 
year. Just look at their papers. They 
are all great! It {the reason they are 
academically successful this year} is 
the way the curriculum is being 
individualized to meet their {students} 
learning style needs. (#78) 

As evidenced by the students' spelling papers, students made 

very few mistakes on their spelling dictation. According to 

Mrs. Cole, the students always had the ability to achieve 

successfully in spelling, but in the previous year, spelling 

instruction was presented to students in a way that was 

inconsistent with their learning styles. By individualizing 

the spelling curriculum to meet student learning styles, 

Mrs. Cole is able to positively influence student 

achievement in spelling. 

According to students, the most positive consequence of 

Mrs. Cole's use of individualizing curriculum for spelling 

dictation is improved spelling scores. Many students 

compare their previous year's problems in spelling with 
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their present success in spelling. For example, with the 

exception of a few students who state that they are always 

successful in spelling, students maintain that their 

spelling improvements are the result of Mrs. Cole's 

individualizing of the spelling curriculum. As Blake 

states, "she {Mrs. Cole} lets us learn it {spelling} in our 

own way, the way we understand" (#75). Students mention 

other curriculum areas in which Mrs. Cole gives them 

opportunities to utilize their individual learning styles. 

For instance, students mention the curriculum areas of math 

and reading. However, students do not think that 

individualization occurs in those curriculum areas to the 

degree that it is done in spelling. Several students feel 

that they would achieve better academically in math and 

reading if Mrs. Cole would individualize the curriculum more 

toward their individual learning styles like she does in 

spelling. 

Individualizing classroom space. Mrs. Cole also 

individualizes classroom space as a micropolitical support 

strategy in order to achieve her goal of promoting the 

academic achievement of her students. She states that 

individualizing classroom space improves, develops, and 

maintains student academic achievement. According to Mrs. 

Cole, classroom space refers to the arrangement of the 

classroom environment (i.e., both physical and personal 

space). To individualize student learning, Mrs. Cole gives 
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students the freedom to study and work their assignments in 

the physical and personal classroom space that best meets 

each student's learning style. Physical space refers to how 

students construct and manipulate physical conditions of the 

classroom such as classroom light, temperature, and noise 

level. In discussing physical space Mrs. Cole states; 

Some students like dark places to 
study, while others feel more 
comfortable with bright light. Some 
students can study with classroom noise, 
while others must have silence. By 
teaching the students according to their 
preferred individual learning style, the 
students can produce better learning 
outcomes. (#61) 

As evidenced from Mrs. Cole's above comment, she uses 

student learning styles to influence student academic 

achievement. According to Mrs. Cole, giving students the 

freedom to study and work their assignments in a physical 

space that best meets each student's learning style 

positively influences students' academic achievement (i.e., 

increased student achievement). As a result, Mrs. Cole 

achieves her micropolitical support goal of promoting the 

academic achievement of her students. 

Students agree with Mrs. Cole's comment that working in 

their preferred individual learning space positively 

influences their academic achievement. For example, Emily 

explains that she does not work well when other students are 

talking or making noises near her. According to Emily, 

talking distracts her, causes her to make mistakes, and 
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results in her failure to complete her work on time. 

Consequently, Emily says her grades suffer under these 

conditions. According to Emily, she needs a physical space 

in the classroom that is quiet and relaxing. To accommodate 

Emily's learning style, Mrs. Cole allows her to choose a 

space in the classroom that is more conducive to her 

learning style. According to my field notes, Emily chooses 

to work in a back corner of the classroom. Furthermore, my 

field notes reveal that overall, according to both Emily and 

Mrs. Cole, Emily, working in her preferred physical space, 

is able to relax and stay focused on her work so that she 

turns in quality work that is presented on time. 

In addition, Mrs. Cole individualizes learning by 

allowing her students the freedom to organize their personal 

learning space. Personal learning space refers to how 

students construct and manipulate their own personal 

position (i.e., body position) within the classroom while 

working on academic assignments. For students this often 

means taking their shoes off, lying on their stomachs on the 

floor, or working in special hidden places (e.g., under 

desks or tables). According to Mrs. Cole, her rationale for 

individualizing personal space for students is much the same 

as individualizing physical space for students. When a 

student is able to work in a personal space that feels most 

comfortable to their individual learning style, they do 

better academically. Thus, according to Mrs. Cole, student 
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comfort is necessary to achieve her goal of promoting the 

academic achievement of students. 

Individualizing directions. Individualizing directions 

is the third area of micropolitical individualizing I find 

in the data. Individualizing directions refers to the 

rewording or modification of teacher lesson directions and 

instructions. Mrs. Cole states that she individualizes 

directions in an effort to improve individual student 

comprehension and student learning. Mrs. Cole 

individualizes her directions based on student learning 

styles (auditory, visual, tactile, or combination learning 

styles). The following example, excerpted from my field 

notes, describes how Mrs. Cole supports and influences 

student learning by individualizing her instructions on a 

math workbook page. My field notes reveal Mrs. Cole saying 

to students: 

"You are to add the two numbers to 
get the sum. Then, color in the oval of 
the answer that is different." 

The classroom gets very quiet. 
Mrs. Cole repeats her statement very 
slowly while scanning the classroom for 
feedback to her directions. A few 
students immediately get busy with their 
work but the majority of the students 
respond to her with blank stares and 
confused frowning. Mrs. Cole frowns and 
begins to individualize her directions. 

"OK, everyone pick up your pencil. 
Together, let's add the sums and then 
color in the sum of the one that is 
different." 



135 

A few more children apparently 
have finally figured it out - they smile 
and continue to work their problems. 
Several students, however, still appear 
confused. Mrs. Cole again 
individualizes her instructions, "Look 
at page 6, do you see the example they 
have done for you. They have added the 
two numbers to get the sum. Then they 
colored in the oval of the answer that 
is different. I want you to fill in the 
circle just like they did." The few 
remaining children respond, "Ohhhhhhh, 
we get it." (#137) 

As evidenced by the above field note excerpt, Mrs. Cole 

influences student comprehension by individualizing 

directions to meet student learning style needs. Mrs. Cole 

indicates to me that she uses the differing directions to 

accomodate different learning styles. She first provides 

auditory directions on the math workbook page. Next, she 

provides a tactile example for students whose learning 

styles adapt better to a hands on type of approach. 

Finally, Mrs. Cole provides a visual example for students. 

As a consequence of Mrs. Cole's individualized instruction, 

my field notes reveal that all students appear to understand 

the workbook page (i.e., students went to work on the page 

without further questions or comments). Furthermore, a 

later check of the student workbook pages reveal that all 

students accurately followed Mrs. Cole's instructions. 

Grades ranged from average to above average. 

Individualizing lesson resources. The fourth area of 

micropolitical individualizing I find in the data is 
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individualizing lesson resources. According to my data, Mrs. 

Cole individualizes lesson resources in an effort to 

influence student learning. Lesson resources refer to 

visual, auditory, or tactile materials Mrs. Cole uses to 

support academic lessons. For example, during a lesson on 

dictionary skills, Mrs. Cole passes out two different types 

of dictionaries as lesson resources. She gives students who 

have reading difficulties a large print, easier to read 

picture dictionary. Students who are capable readers get a 

smaller print, more comprehensive dictionary. One 

particular student, Andrew, joins the dictionary lesson 

late. He was finishing make-up work at the back of the 

room. He returns to his desk after completion of his work. 

My field notes document the following conversation between 

Mrs. Cole and Andrew, beginning with Mrs. Cole asking 

Andrew: 

"Did you finish your work?" 
Andrew nods his head affirmatively and 
smiles. 

"Great." Mrs. Cole starts to hand 
Andrew a dictionary but hesitates, and 
begins to frown and wrinkle her brow. 
She suddenly pulls the dictionary back 
toward her. She visually scans the 
classroom looking at the dictionaries on 
students desks. She walks toward Brian 
who is seated at his desk and requests 
that he switch dictionaries with her. 
Mrs. Cole then gives the newly swapped, 
large print dictionary to Andrew. (#22) 

In the above field note excerpt, Mrs. Cole matches Andrew's 

academic needs with appropriate lesson resources (i.e.. 
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dictionaries). In commenting on the above field note 

excerpt, Mrs. Cole states: 

The use of different lesson 
resources, such as different types of 
dictionaries, does positively influence 
my students' academic achievement, but 
only when they {lesson resources} are 
matched to the learning styles and needs 
of my students. When you match lesson 
resources to student learning needs the 
outcome is better student comprehension 
and therefore, better student academic 
achievement. (#52) 

Individualizing lesson resources is another means by which 

Mrs. Cole achieves her micropolitical support goal of 

promoting the academic achievement of her students. 

According to Mrs. Cole's interview comments, lesson 

resources positively influence student academic achievement 

when matched to the needs of each student. For example, in 

referring to Andrew, the student described in field note 

excerpt number 22, Mrs. Cole explains that the small print, 

comprehensive dictionary is too hard for Andrew to read. If 

Andrew cannot read the dictionary or is too slow in reading 

the dictionary, he will become frustrated and cease to put 

his best effort into the lesson. On the other hand, by 

giving Andrew a dictionary that is easier to read, he is 

able to participate successfully with his classmates. My 

field notes reveal that Andrew did participate successfully 

in the dictionary lesson. He successfully answered Mrs. 

Cole's questions and was able to locate all dictionary items 

requested by her. 
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In summary, the first micropolitical strategy I find in 

the subcategory of instructional support is individualizing 

(see Figure 4.3). According to Mrs. Cole, she uses 

individualizing to achieve her micropolitical support goal, 

that of promoting the academic achievement of students. 

Promoting the academic achievement of students through 

individualizing includes improving, developing, and 

maintaining her students' academic achievement. 

Individualizing, as a micropolitical strategy, refers to 

Mrs. Cole's adaptation of classroom instruction to meet the 

needs and learning styles of her students. Mrs. Cole 

maintains that academic achievement improves when her 

instruction matches the individual needs or learning style 

of each of her students. Therefore, to micropolitically 

influence student academic achievement, Mrs. Cole 

individualizes student learning. According to students' 

interview comments and classroom actions, the consequences 

of Mrs. Cole's strategy of individualizing are increases in 

student academic grades, concentration, and understanding. 

As previously mentioned, micropolitical influence 

describes the strategies with which Mrs. Cole attempts to 

influence her students in order to attain her desired goal, 

namely to promote the academic achievement of students. In 

the above section, I describe how Mrs. Cole uses 

individualizing as a micropolitical strategy to influence 

her students. I specifically discuss the following four 
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areas of micropolitical individualizing: 

(1) individualizing curriculum, (2) individualizing 

classroom space, (3) individualizing directions, and 

(4) individualizing lesson resources. 

Extending 

Extending is the second micropolitical strategy I find 

in the subcategory of instructional support (see Figure 

4.3). Extending refers to increasing the scope, meaning, 

and application of academic learning beyond the original 

lesson or curriculum intent. According to Mrs. Cole, she 

uses extending to achieve her micropolitical support goal of 

promoting the academic achievement of her students. I find 

two areas of micropolitical extending in the data: (1) 

providing real life experiences and (2) connection. 

Providing real life experiences. Providing real life 

experiences is the first area of micropolitical extending I 

find in my data. According to Mrs. Cole, she provides real 

life experiences to extend student learning. She maintains 

that real life experiences bring students' traditional 

textbooks to life, make learning more interesting and fun, 

and extend learning much farther than the textbook 

curriculum's original intent. 

Real life experiences refer to actual hands-on 

experiences developed from and based on textbook lessons. 

For example, Mrs. Cole extends an academic unit on the study 
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of the ocean by providing a real life experience, a "tasting 

party," so that her students can experience the actual foods 

of the ocean. According to Mrs. Cole, the tasting party 

experience extends students' learning above and beyond 

normal textbook instruction. Furthermore, she maintains 

that real life experiences influence student interest in an 

academic topic. Increased interest, says Mrs. Cole, leads 

to positive academic outcomes for students. 

Students readily agree with Mrs. Cole's positive 

statements regarding the use of real life experiences in the 

classroom. Students state that they like and enjoy real 

life experiences much more than traditional textbook work. 

As a consequence of Mrs. Cole's use of real life 

experiences, students acknowledge that their academic 

interest, effort, and enjoyment increases. In other words, 

students experience greater interest and enjoyment, and 

increase their work effort toward real life experience 

projects such as the tasting party mentioned above. As a 

result of their increased interest and effort, students say 

that their project grades are generally "high" (i.e., above 

average). When asked why they experience increases in 

interest, enjoyment, and effort, students explain that real 

life experiences are fun (i.e., enjoyable). In addition, 

students reveal that the amount of information they learn 

from real life experiences is greater than from traditional 

classroom textbook lessons. 
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Students mention other real life experiences that they 

participate in during the year. These include field trips, 

cultural studies (i.e., experiencing the food, dances, and 

dress of another culture), animal day (i.e., bringing their 

animals to school to study), safety study (i.e., bringing 

their bikes to school to demonstrate bike safety 

techniques), and recycling (i.e., sorting and collecting 

recyclable items from the lunch room). 

Connection. Connection is the second area of 

micropolitical extending I find in my data. Mrs. Cole 

utilizes connection to extend learning and to achieve her 

micropolitical support goal, namely to promote the academic 

achievement of her students. Connection, according to Mrs. 

Cole, refers to a process of linking academic activities for 

the purpose of improving, maintaining, and reinforcing 

academic achievement. For example, to introduce the concept 

of a mathematical time line, Mrs. Cole instructs students to 

create a time line of their personal lives. To create this 

time line, students bring from home the dates and 

corresponding pictures of their significant life events. 

The students then organize the dates and pictures they bring 

from home to create a time line based on their own personal 

life experiences. According to Mrs. Cole, students are able 

to learn the abstract concept of time by connecting to their 

own life time lines. 
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Furthermore, according to Mrs. Cole, connection is a 

way of extending previous learning to new learning. She 

explains: 

In a sense I extend the learning 
gained from previous lessons into new 
lessons. When you can connect new 
learning to previous learning, students 
learn much faster and seem to retain 
what they learn much better. I try to 
do this for everything, it's my special 
way of influencing students. (#91) 

Thus, Mrs. Cole utilizes connection to positively influence 

students' academic achievement. In explaining the above 

comment, Mrs. Cole provides an example of a study unit on 

Christopher Columbus that the students recently completed. 

She explains: 

During the unit on Christopher 
Columbus, the students were exposed to 
the maps that Christopher Columbus used 
on his voyage. Now we are beginning to 
study other types of maps in class, you 
know geographical type maps. But the 
first thing we did was pull out those 
maps of Columbus' voyage and compare and 
connect them to the geographical maps. 
The students were able to recall a lot 
of information about the Columbus maps 
that connected to the maps we were 
studying. As a result we moved rather 
quickly through our study of maps and 
the students all did very well. It was 
great, I was able to get student 
interest and academic achievement plus I 
was able to get through the material and 
save some time to review other academic 
areas. (#106) 

Mrs. Cole extends student learning by connecting previous 

academic lessons to new academic lessons. As mentioned in 

the above field note excerpt, Mrs. Cole connected former 
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student map learning from a unit on Christopher Columbus to 

present learning on a newly introduced geographical study of 

maps. According to Mrs. Cole, because of the connection to 

previous learning, student interest and academic achievement 

increases. She further explains that students are already 

familiar with the concept of maps, therefore, students built 

on their prior map knowledge rather than building a 

completely new knowledge base. As a consequence, students 

did accomplish the unit on maps more quickly than they had 

on other units (i.e., 3 days versus the usual week to week 

and a half). In addition, students discussed the map unit 

as if it were a review of the Christopher Columbus unit. 

According to students' interview comments, the map unit was 

easy and simple. 

In summary, the second micropolitical strategy I find 

in the subcategory of instructional support is extending 

(see Figure 4.3). Extending lessons refers to increasing 

the scope, meaning, and application of academic learning 

beyond the original textbook lesson or curriculum intent. 

As previously mentioned, micropolitical influence 

describes the strategies with which Mrs. Cole attempts to 

influence her students in order to attain her desired 

micropolitical goal, namely to promote the academic 

achievement of students. In the above section, I described 

how Mrs. Coles uses extending as a micropolitical strategy 

to influence students' academic achievement. I specifically 



144 

discussed the following two areas of micropolitical 

extending; (1) providing real life experiences and 

(2) connection. 

Evaluation 

Evaluation is the third micropolitical strategy I find 

in the subcategory of instructional support (see Figure 

4.3). Evaluating, according to Mrs. Cole, refers to 

confirming the accuracy of student work. According to Mrs. 

Cole, she uses evaluation to achieve her micropolitical 

support goal, namely to promote the academic achievement of 

her students. According to my field notes, Mrs. Coles uses 

uses evaluation as a micropolitical strategy to influence 

students to do their best academic work. 

Mrs. Cole uses evaluation, in a supportive sense, for 

appraisal of students' academic work. According to Mrs. 

Cole, the discovery of student errors or mistakes is a 

perfect opportunity to promote further student learning. 

She explains: 

Students are influenced by 
evaluation. Students don't want bad 
evaluations (i.e., bad grades) and I 
don't want to give them. So I try to 
use evaluation in a positive sense, I 
want to help students to see their own 
mistakes and then to correct them on 
their own. If they are able to correct 
their own mistakes, they will rarely 
make the same mistake again. And they 
won't get a bad grade or a bad 
evaluation. And, they learn more when 
they catch their mistakes and correct 
their work than when I do it. I will 
correct students' work if absolutely 
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necessary but I would rather students 
correct their own mistakes so that they 
could learn from them. (#143) 

As evidenced by the above interview excerpt, Mrs. Cole uses 

evaluation to micropolitically influence her students' 

academic achievement. As I previously mentioned, 

micropolitical influence describes the strategies with which 

Mrs. Cole attempts to influence her students in order to 

attain her desired goal, namely to promote the academic 

achievement of students. Mrs. Cole uses evaluation, as a 

micropolitical strategy, to point out areas of student work 

that need correction. As a consequence of her use of 

evaluation, Mrs. Cole says students learn from their 

mistakes and increase their academic knowledge, which 

further results in improved academic achievement. 

Sustaining 

Sustaining is the fourth micropolitical strategy I find 

in the subcategory of instructional support (see Figure 

4.3). Sustaining refers to the institutionalizing of 

student academic mastery on academic concepts. Mrs. Cole 

uses sustaining as a micropolitical strategy to influence 

the academic achievement of students. I discovered two 

areas of micropolitical sustaining in the data: (1) review 

and (2) assistance. 

Review. The first area of micropolitical sustaining I 

find in the data is review. Mrs. Cole uses review to 
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sustain lessons (i.e., to institutionalize student academic 

mastery on academic concepts). Review involves the 

revisiting of previously learned materials. Mrs. Cole 

verbally reviews previous class material on a lesson by 

lesson basis. For example, my field notes reveal her 

reviewing a previous day's lesson through a question such 

as, "Class, what did we learn yesterday about dictionaries?" 

(#123). A question and answer review session between Mrs. 

Cole and her students follows her initial question. In 

addition, Mrs. Cole reviews previous lessons through the use 

of learning centers. Mrs. Cole maintains that reviewing 

academic lessons improves students' ability to retain 

concepts for later recall. She explains: 

I want students to retain what they 
learn so I spend a great deal of time 
reviewing. The textbook curriculum does 
not allot much time for reviewing 
concepts that the students don't get. 
But it is vital that the students retain 
as much as possible because they need 
this learning as a foundation for next 
year in third grade, and my job is to 
make sure they are ready academically 
for third grade. (#132) 

Mrs. Cole's goal, as revealed in the above interview excerpt 

is to promote the academic achievement of her students 

through the institutionalizing of student academic mastery 

on selected academic concepts. Mrs. Cole maintains that 

students will need these concepts for further student 

academic achievement the next year, in third grade. Without 

review, she states that students forget certain concepts. 
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Mrs. Cole also maintains that review increases 

students' academic achievement. For example, she explains: 

If a student does not learn a 
concept the first time, then hopefully 
they will {learn it} during review. 
Review gives me an opportunity to help 
any student who still may be having a 
hard time with something. (#151) 

Mrs. Cole uses review to influence the academic achievement 

of students. She maintains that review benefits students in 

two ways. First, if a student does not master the academic 

concept when first introduced, review provides a second 

chance to learn the concept. For these students, Mrs. Cole 

reteaches the concept during review sessions. For example, 

during one review session, Mrs. Cole asks Jennifer a review 

question on the topic of dictionary guide words. She asks, 

"What is a guide word?" (#125). Jennifer responds with 

several incorrect answers and finally acknowledges that she 

does not know the answer to the review question. Mrs. Cole 

spends the next five minutes reexplaining dictionary guide 

words to Jennifer. Upon completion of Mrs. Cole's 

reexplanation, Jennifer correctly identifies four guide 

words that Mrs. Cole instructs her to find. In addition, 

Jennifer correctly responds to Mrs. Cole's questions about 

the purposes of guide words. 

According to Mrs. Cole, review also benefits students 

in a second way. For students who master a concept when it 

is first introduced, review provides an additional 

opportunity to further institutionalize their skill with the 
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concept. Mrs. Cole encourages students who are able to 

demonstrate their mastery of academic concepts during a 

review to use the concept in a more challenging way. For 

example, Mrs. Cole asks students who master the concept of a 

mathematical time line to teach other students who are still 

having difficulty learning the concept. 

As a consequence of Mrs. Cole's use of review, students 

state that they improve their knowledge of academic concepts 

and are better able to apply the concept in a new contexts. 

Providing additional student assistance. Providing 

additional assistance is the second area of micropolitical 

sustaining I find in the data. As mentioned previously, 

sustaining refers to the institutionalizing of student 

academic mastery on academic concepts. According to my 

field notes, Mrs. Cole provides additional assistance to 

students in order to sustain student learning and to achieve 

her micropolitical support goal, namely that of promoting 

the academic achievement of her students. Mrs. Cole uses 

additional assistance in the form of extra classroom 

assistants. Extra classroom assistants are usually parents 

who work with individuals and small groups of students. 

According to Mrs. Cole, providing extra assistance is 

another way to influence students to retain the academic 

knowledge they already have or to get help on academic 

concepts that they still do not understand. 
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My field notes reveal that Mrs. Cole uses up to four 

parental assistants at one time to provide additional 

academic assistance to her students. According to Mrs. 

Cole, providing additional assistance for students is 

necessary because she does not always have the time to work 

individually with each student. Consequently, according to 

students, teaching assistants provide them with (1) 

opportunities to ask questions and have the questions 

answered quickly, (2) opportunities to clarify confusing 

issues, and (3) opportunities to explain and evaluate their 

work with an adult. According to Mrs. Cole, when she 

provides additional assistance opportunities, students are 

better able to sustain learning concepts. 

In summary, the fourth micropolitical strategy I find 

in the subcategory of instructional support is sustaining 

(see Figure 4.3). Sustaining refers to the 

institutionalizing of student academic mastery on academic 

concepts. As I previously mentioned, micropolitical 

influence describes the strategies Mrs. Cole uses to 

influence her students in order to attain her desired 

micropolitical support goal, namely to promote the academic 

achievement of students. In the preceding section, I 

specifically discussed the following two areas of 

micropolitical sustaining: review and assistance. 



150 

Review of Instructional Support 

The second subcategory of micropolitical influence I 

developed from the data is that of instructional support 

(see Figure 4.1). Instructional support micropolitical 

strategies include (see Figure 4.3): (1) individualizing, 

(2) extending, (3) evaluating, and (4) sustaining. 

According to Mrs. Cole, her goal for using 

micropolitical instructional support strategies is to 

promote the academic achievement of her students. For the 

most part, Mrs. Cole explains that this means getting 

students to master the academic objectives of the second 

grade curriculum. Mrs. Cole further explains that mastery 

of the second grade objectives is necessary for students' 

academic success the following year in third grade. "If we 

don't master the objectives this year, some students will be 

behind. I have some students who are behind this year for 

the same reason" (#173). Furthermore, according to Mrs. 

Cole, the micropolitical strategies described under the 

subcategories of individualizing, extending, verifying, and 

sustaining are also very influential in helping students who 

are academically behind to catch up with their peers. 

Students state that Mrs. Cole's uses of instructional 

support micropolitical strategies have positive consequences 

for them. For example, students reveal that Mrs. Cole's 

instructional support results in an increase in their 

academic work effort, interest, and achievement. In 
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addition, students link Mrs. Cole's instructional support 

micropolitical strategies to their ability to relax in the 

classroom. 

Review of Teacher Support 

Summary of Teacher Support 
Micropolitical Strategies 

I discovered two subcategories of teacher 

micropolitical support toward students in my data. 

Subcategories of teacher micropolitical support include 

self-esteem support and instructional support (see Figure 

4.4) . 

The first subcategory of teacher influence I discussed 

is self-esteem support. Mrs. Cole maintains the importance 

of self-esteem support and defines it as "the development of 

confidence and self-respect in students" (#111). According 

to Mrs. Cole, good self-esteem is foundational for 

successful academic achievement. Mrs. Cole uses protection, 

involvement, and praise as micropolitical strategies to 

influence students' self-esteem and to promote the academic 

achievement of her students. 

The second subcategory of teacher micropolitical 

support that I discussed is instructional support. 

According to Mrs. Cole, she uses instructional support 

micropolitical strategies to support all types of regular 

classroom instruction (i.e., instruction consisting of 

lecture, cooperative learning, and textbook manuals). Mrs. 
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Cole uses instructional support to develop, improve, and 

maintain students' academic achievement. Instructional 

support strategies include; (1) individualizing, (2) 

extending, (3) evaluating, and (4) sustaining. 

Summary of Teacher Micropolitical Support Goal 

As previously noted, I discovered two subcategories of 

teacher support in my data (see Figure 4.4); self-esteem 

support and instructional support. According to Mrs. Cole, 

her goal for using micropolitical strategies of self-esteem 

support (i.e., student protection, student involvement, and 

student praise) and micropolitical strategies of 

instructional support (i.e., individualizing, extending, 

evaluating, and sustaining) is to promote the academic 

achievement of her students. 

In discussing self-esteem support, Mrs. Cole makes a 

connection between positive student self-esteem and 

successful student academic achievement. According to Mrs. 

Cole, without positive self-esteem students will lack the 

confidence and motivation to achieve their academic 

potential. 

In discussing instructional support, Mrs. Cole states 

that instructional support strategies help her students 

achieve the academic objectives of the second grade 

curriculum. According to Mrs. Cole, mastery of second grade 

objectives is necessary for students' academic success the 
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following year in third grade and throughout the rest of 

their school life. 

Consequences of Teacher Micropolitical 
Support Strategies on Students 

Students, without exception, state that Mrs. Cole uses 

micropolitical strategies of support more than 

micropolitical control strategies (i.e., to be discussed in 

the next section). In the following section, I describe the 

consequences of Mrs. Cole's micropolitical support 

strategies on her students. All student comments I display 

in this section are excerpted from student interviews that I 

audiotaped and transcribed. I should also note that the 

quotes are exact transcriptions of student dialogue and were 

corroborated by students upon completion of the 

transcriptions. I often asked students to define the terms 

they used (i.e., support, good, like, better) to ensure that 

my interpretation was based upon the actual meaning intended 

by the student. 

According to students, Mrs. Cole's micropolitical 

support strategies (i.e., to include both categories of 

self-esteem support and instructional support) positively 

influence their perception of her. Simply put by a student 

named Megan, "It {teacher support strategies} makes us like 

her" (#88). In addition, students link Mrs. Cole's use of 

micropolitical support strategies to increases in student 

academic effort, interest, and increases in student 
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relaxation (i.e., the absence of stress). Students further 

link the above mentioned consequences of positive teacher 

perception, increased student academic effort, interest, and 

relaxation to enhanced student academic achievement. I will 

now discuss each of these student consequences individually, 

beginning with positive teacher perception. 

Positive Teacher Perception 

According to students, Mrs. Cole's micropolitical 

support strategies positively influence their perception of 

her. Perception refers to how students view Mrs. Cole. For 

example, students perceive Mrs. Cole to be nice and likable 

as a result of the micropolitical strategies of support that 

she utilizes in the classroom. In addition, students link 

their positive perception of Mrs. Cole to increases in their 

work effort. In other words, students put more effort into 

their work because they like Mrs. Cole and think that she is 

nice. The following two interview excerpts by Welsley and 

Brian describe the consequences of Mrs. Cole's 

micropolitical support strategies on both students' 

perceptions of her and on the students' academic work 

effort: 

(1) Welsley: It {Mrs. Cole's use of 
micropolitical support strategies} makes 
me like my teacher, when I like my 
teacher I work harder. (#123) 

(2) Brian; It makes me feel like she 
{Mrs. Cole} is nicer than other 
teachers, she makes me feel like, umm, 
you can try harder. If you like a 
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teacher you are not afraid to try harder 
because if you try harder and mess up 
you are not going to get in trouble. 
(#132) 

In the excerpts from both Welsley's and Brian's interviews, 

they reveal that Mrs. Cole's use of micropolitical support 

strategies positively influences their perception of her 

(i.e., they like Mrs. Cole). Welsley and Brian further link 

their positive perception of Mrs. Cole to increases in their 

academic work effort. According to Welsley, when she likes 

her teacher she works harder. Brian provides a more 

detailed explanation. He likes Mrs. Cole because she is 

nice and supportive. According to Brian, with a nice 

teacher such as Mrs. Cole, he does not worry about making 

mistakes. Thus, he feels the freedom to work hard without 

fear of punishment for making mistakes. For both of these 

students, a positive perception of Mrs. Cole is the result 

of her usage of micropolitical support strategies. 

Furthermore, both Welsley and Brian state that their 

academic work effort increases when they like their teacher 

and perceive her to be nice and supportive, like Mrs. Cole. 

Other students also explain that Mrs. Cole's use of 

micropolitical support strategies positively influences 

their perception of her. These students link their positive 

perception of Mrs. Cole to increases in their behavioral 

compliance (i.e., obedience) toward Mrs. Cole. For example, 

Brandon explains: 
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It {referring to the supportive 
micropolitical strategies used by Mrs. 
Cole} makes me like her. If I like the 
teacher and what she does, I listen to 
what she says and do what she says. If 
I don't like the things she does, I 
don't always do what she says. (#203) 

Thus, according to Brandon, a positive student perception of 

a teacher such as Mrs. Cole is further linked to his 

compliance toward the teacher. In other words, if he likes 

his teacher, he will be more likely to comply to the 

teacher's behavioral rules and requests. 

Increases in Student Academic Work Effort 

According to students, and as briefly mentioned in the 

above section, Mrs. Cole's micropolitical support strategies 

increase student academic work effort. As Megan explains, 

"It {referring to the Mrs. Cole's use of micropolitical 

support strategies} encourages me to keep trying, to not 

give up" (#65). Other students had similar comments to make 

and further link their increased academic work effort to 

increases in their academic achievement. For example, 

Matthew and Benjamin have the following connections to make 

between their academic work and their academic achievement; 

(1) Matthew; I work harder. . .it 
improves my grades. Students who don't 
work hard don't make good grades. (#68) 

(2) Benjamin: When the teacher like 
Mrs. Cole does those things {referring 
to micropolitical strategies of support} 
it makes me try harder. I usually make 
better grades when I try harder. (#68) 



158 

Both Matthew and Benjamin discuss two consequences of Mrs. 

Cole's use of micropolitical support strategies. First, the 

students state that Mrs. Cole's use of micropolitical 

strategies links to increases in their academic work effort. 

Second, they link increases in their work effort to 

increases in their academic achievement. 

Increases in Student Relaxation 

According to students, another consequence linked to 

Mrs. Cole's use of micropolitical support strategies is 

increases student relaxation. Relaxation pertains to the 

absence of a feeling of stress. Stress, as described by 

students, refers to a state of physical or mental tension 

resulting from unpleasant and disliked events (i.e., 

disliked conversations or activities) in the classroom. As 

Amy explains, "It {Mrs. Cole's use of micropolitical support 

strategies} makes me less stressed. I do better work when I 

am less stressed and more relaxed" (#69). According to Amy, 

Mrs. Cole's micropolitical support strategies help her to 

relax in the classroom and, when relaxed, she states that 

she can better achieve academically. 

Another student has a similar comment and explanation 

concerning his ability to relax in the classroom. Benjamin 

states: 

Those things {referring to Mrs. 
Cole's micropolitical support 
strategies} make me relax. You relax 
because the things Mrs. Cole does are 
nice and help you, and you know that is 
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the kind of teacher she is because 
that's the way she acts. You learn more 
with a teacher like Mrs. Cole who lets 
you {students} relax, plus it is more 
fun . . .you do better {academically} 
when you are relaxed and are having fun. 
(#76) 

According to Benjamin, the consequences of Mrs. Cole's use 

of micropolitical support strategies on him result in a 

feeling of relaxation. Benjamin's identification of Mrs. 

Cole as nice and helpful is based on his interpretation of 

her actions {micropolitical support strategies} toward her 

students. Mrs. Cole's actions are nice and helpful; 

therefore, Benjamin perceives her to be nice and helpful. 

Benjamin further links his ability to relax in the classroom 

to increases in his academic achievement. He states that he 

is able to think and participate more effectively in 

academic activities when he is relaxed. 

Summary 

According to the above student comments, Mrs. Cole's 

use of micropolitical strategies of support positively 

influence students' perception of her, students' academic 

work effort, students' feelings of relaxation, and students' 

academic achievement. Furthermore, students link Mrs. 

Cole's use of supportive micropolitical strategies to 

increases in student compliance toward her. 

In the above section, I have thoroughly described the 

micropolitical category of teacher support. Now, I will 
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turn my attention to the micropolitical category of teacher 

control. 

Category of Teacher Micropolitical Influence 
Toward Students; Teacher Control 

Introduction 

As I have previously mentioned, I find two categories 

of teacher micropolitical influence toward students in the 

data: teacher support and teacher control. I discussed the 

category of teacher support above. In the following 

section, I will discuss the second of these two 

micropolitical categories of influence, namely teacher 

control. 

The culminating goal of teacher control, as discovered 

in the data and corroborated by Mrs. Cole, is to regulate 

and guide student behavior to conform to classroom 

behavioral rules and procedures. I find micropolitical 

control strategies group or cluster around the following two 

subcategories of teacher control (see Figure 4.5); passive 

actions and aggressive actions. 

I will discuss the subcategories of teacher 

micropolitical control in three ways. First, I will 

thoroughly define and describe each subcategory in terms of 

the specific micropolitical strategies (i.e., coded as 

incidents) that Mrs. Cole uses to influence her students. 

As a reminder, micropolitical strategies are the actions 

Mrs. Cole takes to obtain her micropolitical goals. 
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Secondly, after discussing and defining all the 

micropolitical strategies of the subcategory, I will discuss 

Mrs. Cole's goals, as identified by her, for using the 

micropolitical strategies. Micropolitical goals are the 

desired ends or aims pursued by an individual (i.e., Mrs. 

Cole) that may result from individual interests, values, 

needs, ideologies, preferences, beliefs, motivations, or 

purposes (Blase, 1991a). Thirdly, after discussing the two 

subcategories of teacher micropolitical control, I will 

discuss the consequences (i.e., as identified by the 

students) of Mrs. Cole's micropolitical control strategies 

on her students. Consequences are the end results or 

effects obtained by a micropolitical strategy. 

I use excerpts from my field notes throughout the 

discussion to illustrate each subcategory and to give voice 

to teacher and student statements. In addition, I continue 

to use teacher and student pseudonyms for anonymity 

purposes. 

Subcategory of Teacher Micropolitical 
Control; Passive Actions 

The first subcategory of micropolitical teacher control 

is passive actions. Characteristic of passive actions are 

their non-confrontational nature. I choose to label these 

actions passive because they are less direct and less 

confrontational than aggressive action micropolitical control 
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strategies. Mrs. Cole's passive actions focus more on 

indirectly diverting and re-routing student misbehavior 

rather than directly punishing student misbehavior, which is 

the focus of aggressive action micropolitical strategies. 

In using passive actions, Mrs. Cole exerts her authority 

indirectly, for example, through other people (i.e., 

intermediaries or peer pressure) or through established 

classroom norms (i.e., altruistic appeal and redirection). 

The passive actions Mrs. Cole uses are the result of her 

preference to avoid conflict situations with students, which 

she says leaves her feeling emotionally and mentally 

exhausted. Thus, Mrs. Cole uses passive action 

micropolitical strategies to protect her emotional and 

mental well being and to see that students behave 

appropriately in the classroom. According to my field 

notes, Mrs. Cole's passive actions include the 

micropolitical strategies of intermediaries, peer pressure, 

altruistic appeal, and redirection (see Figure 4.6). 

Intermediaries 

The first micropolitical strategy of the subcategory 

of teacher passive action is intermediaries. According to 

Mrs. Cole, her goal in using intermediaries is to influence 

students to conform to classroom behavioral rules. For the 

most part, intermediaries refer to students' parents and the 

school principal. The use of intermediaries is a passive 

action in the sense that Mrs. Cole uses intermediaries to 
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prevent direct confrontation with students. Mrs. Cole 

exerts her authority indirectly through intermediaries such 

as parents and the principal. In this way, intermediaries 

act as a conflict buffer between Mrs. Cole and her students. 

Mrs. Cole uses parents as intermediaries and often 

calls them to assist her with student problems. My 

field notes reveal Mrs. Cole making the following statement 

in regard to her use of parents as intermediaries; 

I called Brian's parents to talk 
about his hitting and spitting at other 
students. They were not even aware that 
this was going on. His mother said she 
would make sure it didn't happen again. 
I told her I would call and let her know 
if it continued to happen. She assured 
me that it wouldn't. (#128) 

In this case, Mrs. Cole uses Brian's parents to achieve her 

micropolitical control goal, namely to regulate and guide 

student (i.e., Brian's) behavior to conform to classroom 

behavioral rules and procedures. As a consequence, my 

field notes reveal that Brian's misbehavior ceased (i.e., no 

incidents of Brian's hitting and spitting were witnessed) 

after Mrs. Cole discussed the situation with Brian's mother. 

Mrs. Cole further acknowledges during an interview that she 

had accomplished her goal with only indirect involvement 

from herself. According to Mrs. Cole, she simply noted 

Brian's misbehavior and reported it to Brian's parents who 

did the rest. When I asked Brian why he ceased his 
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misbehavior, he replied that he wanted to avoid punishment 

at home. 

Other students in the classroom state that they are 

both relieved and happy that Brian stopped hitting and 

spitting. According to these students, Brian's classroom 

behavior (i.e., hitting and spitting) disturbed their 

academic work and made it hard to concentrate in the 

classroom. Thus, Mrs. Cole's use of Brian's parents as 

intermediaries had positive consequences for students, with 

possibly the exception of Brian. However, Brian did 

experience one positive consequence from the experience, he 

later explained to me that he thought he had more friends 

now that he had stopped hitting and spitting on his 

classmates. 

According to the students, Mrs. Cole uses the principal 

as an intermediary to control their classroom behavior. 

Eric explains, "Mrs. Cole says, I will send you to the 

principal's office if you don't do what I say" (#121). Eric 

further states that he does not want to go to the 

principal's office because he will likely get into trouble. 

Other students had similar comments to make about the 

influence of Mrs. Cole's use of the principal as an 

intermediary. Andrew states, "If I don't do what Mrs. Cole 

says, I would go to the principal's office and I wouldn't 

want to get into trouble" (#124). Thus, according to 

students, a consequence of Mrs. Cole's use of intermediaries 
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is that they are influenced to conform to classroom rules. 

It is interesting to note that students only indirectly 

associate Mrs. Cole with the punishment they receive through 

the hands of intermediaries, such as their parents and the 

principal. Students state that while Mrs. Cole does not 

directly provide the punishment, she does provide the 

opportunity for punishment by others (i.e., intermediaries). 

Peer Pressure 

I also find that Mrs. Cole uses peer pressure as a 

micropolitical strategy to influence students' classroom 

behavior. Peer pressure is a second micropolitical strategy 

of the subcategory of teacher passive actions. Peer 

pressure, as a micropolitical strategy, is initiated by Mrs. 

Cole and refers to student(s)' influence upon one another for 

the purpose of pressuring each other to conform to classroom 

behavioral rules. As in the case of intermediaries, Mrs. 

Cole's use of peer pressure is passive in the sense that she 

does not directly apply pressure on her students. She 

exerts her authority indirectly through the use of other 

students. However, she does initiate the opportunity for 

other students to apply pressure on their peers. Mrs. 

Cole's goal in using peer pressure as a micropolitical 

strategy is to regulate and guide student behavior to 

conform to classroom behaviors rules and procedures. 

For example, according to Mrs. Cole, students are 

expected to have clean desks and to be seated quietly at 
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their desks before being allowed to line up for lunch. 

Because students are arranged in four main learning groups, 

each member of a group is to be ready before the group can 

be called to line up for lunch. Based on this situation, 

the following example of micropolitical peer pressure is 

excerpted from my field notes: 

Mrs. Cole: Group One, your table is 
clean, you may line up. Oh, group 4, 
you are not quite ready. I'm sorry, you 
can't line up—It looks like someone 
{emphasis added} has books on the floor. 
(The someone is Mark.) 

Students in Group 4: Come on Mark! We 
can't go because your books are on the 
floor. You always cause us to go last 
to lunch. Get your mess cleaned up! 

Mark looks around at the books on the 
floor by his desk. He begins to kick 
them around with his feet. 

Students in Group 4; Hurry up! We are 
sick of you making us late. (Mark 
quickly picks up the books and shoves 
them in his desk. Mrs. Cole, notes that 
his books are off the floor and calls 
group four to line up for lunch.) 
(#147) 

As evidenced by the above field note excerpt, peer pressure 

results in students confronting their peers about 

inappropriate classroom behavior. In the above case, Mark 

quickly picks up his books when peer pressure from his 

learning group occurs. 

Mrs. Cole has the following comment to make about peer 

pressure; 

Peer influence takes the pressure 
off of me and makes students accountable 
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to each other for inappropriate group 
actions. I think students are influenced 
more by their peers than by me. So I take 
advantage of it when appropriate. (#190) 

According to Mrs. Cole, peer influence takes the burden of 

getting students to conform to classroom rules and 

procedures off of her and places it on the shoulders of 

students. Thus, Mrs. Cole protects her own sense of mental 

and emotional well-being by preventing direct confrontation 

with students. In addition, she also protects her 

relationship with her students. Furthermore, Mrs. Cole 

comments that influence from students' own peer groups may 

achieve greater results that the influence that she 

initiates. 

At times, peer pressure also occurs in competition 

between individuals or groups of students. For example, 

Mrs. Cole states to the class, "I am going to call on the 

quietest students to come up and sign the graph that I have 

on the board" (#245). My field notes reveal that Mrs. Cole's 

statement results in peer pressure competition between 

students to see who can be the quietest and be picked to 

work on the board graph. I find by listening to student 

comments, that students consider it a reward to be chosen by 

Mrs. Cole to participate in a classroom activity. 

I wondered if Mrs. Cole's use of peer pressure 

competition creates resentment between students. Students, 

in their interview comments, do not reveal any such feelings 

of resentment. According to students, Mrs. Cole does not 
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always pick the same students, although she does always pick 

a student who is quiet. In addition, all students feel that 

they have a chance to be picked for a special classroom 

activity as long as they are quiet and doing what Mrs. Cole 

says. Thus, Mrs. Cole's use of peer pressure competition 

influences students to conform to appropriate behaviors in 

exchange for the reward of being picked to participate in a 

classroom activity. Several students explain that this type 

of competition adds excitement and interest to Mrs. Cole's 

lessons. 

I find other examples of peer pressure in the 

classroom. For example, my field notes show the following 

example of gender-based peer pressure as a micropolitical 

control strategy; 

The students are lining up at the 
door getting ready to go to the library. 
The boys are on one side of the door and 
the girls are on the other. The 
students are somewhat 
disorganized—moving, poking each other, 
laughing, and talking. Mrs. Cole 
states, "I am looking for the best line. 
Who is going first today, the boys or 
the girls?" Immediately, all students 
put their hands to their sides, stand up 
straight, and cease talking. Mrs. Cole 
smiles because the entire class is 
standing perfectly in line—just like 
she wants. She pretends to struggle 
with her decision a few seconds before 
allowing the boys to go first to the 
library. (#185) 

As evidenced in the above field note excerpt, Mrs. Cole uses 

classroom wide gender-based peer pressure as a 

micropolitical strategy to influence students to behave 



171 

appropriately while in line waiting to go to the library. 

As a consequence of Mrs. Cole's gender-based peer pressure, 

both boys and girls respond by placing their hands at their 

sides and being quiet. According to the second grade boys, 

their actions are the result of their feelings of 

competition with the girls. As Cole states, "We think we 

are better than girls and we always like to beat the girls 

(i.e., win) in everything" (#203). The girls respond 

likewise saying that they "don't ever want the boys to win" 

because it would "make the girls look bad" (#222). 

I witnessed many examples of gender-based peer pressure 

during my classroom observations. During a whole class 

interview, I asked the students if Mrs. Cole's use of 

gender-based peer pressure affected them negatively by 

inducing feelings of dislike between boys and girls in the 

classroom. Students answered no and explained to me that 

boys and girls were not suppose to like each other in second 

grade but that they would probably like each other more as 

they got older, or so they have been told. In other words, 

students fell their gender dislike was a natural part of 

growing up and not the result of anything Mrs. Cole did. 

Mrs. Cole just took advantage of the gender dislike 

situation by using it to control student behavior in the 

classroom. 

Students also explain that they do have friends of the 

opposite gender but when it comes to a competition between 
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boys and girls, they have a sense of loyalty to their own 

gender. In addition, students state that Mrs. Cole does not 

let them openly express feelings of dislike toward one 

another or toward another gender group and that she does not 

let their competition get out of hand. In other words, she 

controls who wins and loses and over a period of time, does 

not let one gender group win more times than the other 

gender group. Students do acknowledge disappointment and 

being upset when their gender group loses but say that Mrs. 

Cole tells them not to worry because their group will get 

another chance to try again soon. Students feel that 

gender-based competition is positive because it is 

appropriately controlled by Mrs. Cole and because it 

provides a motivation and a chance for student rewards. 

Mrs. Cole also uses peer pressure to focus attention on 

students who fail to comply with her behavior expectations. 

For instance, on occasion, the entire class is punished for 

the misbehavior of only a few students. According to 

students, being punished for another student's misbehavior 

is "unfair." Devin explains, "Once I was not talking and the 

whole class had to sit down because some kids were talking" 

(#151). Thus, according to Devin, she was punished because 

the rest of the class was talking. To prevent such 

situations as the one described above from happening again, 

students punish (e.g., verbal reprimands, ignoring, 

exclusion) misbehaving students for making the whole class 
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suffer for their inappropriate behavior. According to Mrs. 

Cole, students who are subject to such classroom-wide peer 

pressure are likely to behave appropriately the next time 

(i.e., conform to classroom behavioral rules). 

Altruistic Appeal 

I find Mrs. Cole uses altruistic appeal (i.e., 

appealing to students* sense of responsibility to the 

classroom) as a micropolitical strategy to control student 

behavior. Altruistic appeal is a third micropolitical 

strategy under the subcategory of teacher passive actions. 

Mrs. Cole's use of altruistic appeal, like other passive 

strategies, is indirect and nonconfrontational. Mrs. Cole 

uses altruistic appeal to divert or reroute student 

misbehavior rather than for purposes of punishing student 

misbehavior. Through altruistic appeal, Mrs. Cole exerts 

her authority indirectly through established classroom 

responsibility norms. 

Mrs. Cole teaches classroom responsibility, and as 

such, her idea of responsibility may or may not match the 

students' own ideas of responsibility. However, Mrs. Cole's 

concept of classroom responsibilities becomes instilled in 

the students as she refers to it over and over again. The 

following are examples of comments Mrs. Cole uses to 

influence her students through altruistic appeal: 

* It's important that we work 
together. (#56) 
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* What's the right thing to do? 
(#123) 

* Shouldn't we let him make his own 
decisions? (#52) 

* We should respect others' 
decisions. (#87) 

* We should give everyone a turn. 
(#116) 

* We should treat the person who is 
speaking with respect. We should sit 
quietly and still until they are 
finished speaking. (#201) 

* How would you like to be treated? 
(#202) 

* Would you like to be treated this 
way? (#334) 

My field notes reveal that Mrs. Cole uses the above 

statements to achieve her micropolitical control goal, 

namely to regulate and guide student behavior to conform to 

classroom behavioral rules and procedures. As a further 

example, I provide another illustration, excerpted from my 

field notes, of Mrs. Cole's use of altruistic appeal to 

influence her students; 

Mrs. Cole is beginning a math lesson and 
is having trouble getting the students' 
attention. 

Mrs. Cole to the class: "You need to be 
respectful to me. This is a time to 
listen." 

Mrs. Cole walks over and gently leads a 
student, Aaron, from his desk to stand 
by her in the front of the classroom. 
Aaron was in the process of making a 
sword with his magic markers (i.e., 
stacking them end to end). Aaron and 
Mrs. Cole are now standing in front of 
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the classroom watching students. 

Mrs. Cole; "Look at this room, we have 
students playing with magic markers, 
rocks, pencils, and with their desks. 
How would you {emphasis added} feel if 
you stood up here and tried to talk to 
students who were doing these things?" 
The class now begins to pay attention to 
what Mrs. Cole is saying. 

Aaron looks sorrowful and tells Mrs. 
Cole that he "would not feel very good" 
if he had to try to teach a group of 
students who were participating in such 
distracting behaviors. The rest of the 
class looks repentant and ceases their 
misbehavior. Mrs. Cole, from her 
position in the front of the room, takes 
a minute to look over the class. She 
apparently approves of what she sees. 
She nods at the students and says, 
"Thank you." She then proceeds to 
introduce her math lesson. (#60) 

As evidenced by the above field note, Mrs. Cole uses 

altruistic appeal as a micropolitical strategy to regulate 

and guide students to conform to her behavioral 

expectations. Mrs. Cole asks her students to put themselves 

in her position and feel what she feels when students 

misbehave in the classroom. 

According to students, Mrs. Cole's altruistic appeal 

actions such as those described in this section, make them 

think about how their classroom actions affect others and 

the responsibility they have for controlling their actions. 

As a consequence, students state that they often conform to 

Mrs. Cole's behavioral expectations based on a sense of 

responsibility toward others. However, it is less clear if 

students' sense of classroom responsibility is their own or 
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if it is one induced by Mrs. Cole. At any rate, no student 

would admit to having a sense of classroom responsibility 

that differed with Mrs. Cole's. One student, Welsley, 

explains, "You do these things {referring to altruistic 

appeals that Mrs. Cole makes, such as taking turns, 

respectfully listening} because it's the right thing to do" 

(#67). When I asked Welsley how she knew these things were 

the right thing to do, she responded that they were right 

because they were the things she had been taught in school 

by Mrs. Cole and other earlier grade teachers, and at home 

by her parents. 

Redirection 

Redirection is the final passive action I find in the 

data. Mrs. Cole uses redirection as a micropolitical 

strategy to control student behavior. Redirection refers to 

changing the course of inappropriate student behavior. 

Redirection is passive in the sense that it is an indirect 

and unconfrontational way for Mrs. Cole to get students to 

conform to classroom behavioral rules. Through redirection, 

Mrs. Cole avoids conflict situations with students. The 

following excerpt from my field notes provides an example of 

Mrs. Cole's micropolitical strategy of redirecting 

inappropriate student behavior: 

Mrs. Cole walks over toward two 
girls, Margaret and Becca, who are 
arguing loudly and intensely. Margaret 
has been assigned the task of picking up 
the dictionaries from all the students' 
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desks. Becca is still working with her 
dictionary. 

Margaret to Mrs. Cole: "Becca 
won't give me her dictionary." 

Becca to Mrs. Cole: "I am still 
using it, I'm not finished." Becca then 
yells at Margaret, "You don't touch it." 

Margaret grabs for the dictionary 
but not before Becca yanks it off her 
table and into her lap. 

Mrs. Cole smiles and speaks softly 
to the two girls; "Margaret, I need some 
help, will you run this to the office?" 
Margaret looks pleased and takes a slip 
of paper from Mrs. Cole and leaves the 
classroom. "Becca, will you pick up the 
rest of the dictionaries, since Becca is 
helping me?" Becca picks up her own 
dictionary and moves to begin collecting 
the remaining dictionaries. 

Mrs. Cole never mentions the 
argument between the girls. Her only 
comment is to the class as a whole, she 
says; "Good, now let's get our work all 
done so we can go to lunch." 
(#36) 

Redirection, as evidenced in the above field note, is a 

micropolitical strategy Mrs. Cole uses to influence her 

students to avoid inappropriate classroom behaviors. In the 

above example, Mrs. Cole is able to control the conflict 

between Becca and Margaret by using redirection. In 

addition, Mrs. Cole avoids a direct confrontation with 

either of the girls. As a consequence of Mrs. Cole's 

influence through redirection, my field notes reveal that 

both Becca and Margaret cease their argument and go about 

other, more appropriate classroom activities. I find that 
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Mrs. Cole's use of redirection in cases like the above 

example, is covert, meaning students are unaware that their 

behavior is being redirected. When I questioned Becca and 

Margaret about Mrs. Cole's redirective actions, they seemed 

unaware that Mrs. Cole had influenced their behavior in any 

way. 

According to Mrs. Cole, redirection helps her control 

student conflicts by diverting students' attention toward 

more appropriate behaviors. Furthermore, according to Mrs. 

Cole, because of its passive nature, redirection enables her 

to avoid aggressive confrontations with students. 

Mrs. Cole also redirects inappropriate student behavior 

in an overt (i.e., overt) manner by referencing established 

and posted classroom rules. The classroom rules, posted in 

large black letters, hang in the front of the room for all 

to see. My field notes reveal the following classroom rules: 

1. Keep hands, feet and objects to 
yourself. 

2. Listen when the teacher is talking. 

3. Follow directions at all times. 

4. Use an inside voice in the school. 

5. Walk quietly in the school building. 
(#74) 

According to student interview comments, Mrs. Cole uses the 

above rules as behavior reminders. For example, Megan 

explains: 

Mrs. Cole warns us if we don't 
follow the rules. She points to that 
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board {referring to the posted classroom 
rules} and says 'What do our rules say?' 
She does this like if you do something 
that you are not suppose to do like talk 
while she is talking, run in the hall or 
yell in the hall. This {referring to 
Mrs. Cole pointing out the classroom 
rules} means to stop. If you don't, you 
get in trouble. (#201) 

As revealed by her interview comments, Megan knows that a 

reminder of classroom rules serves as a warning to students 

that a violation in the classroom rule code has been broken 

According to Megan, when reminded about the rules, students 

have a chance to redirect their behavior (i.e., stop their 

inappropriate behavior and change to an appropriate 

behavior) and avoid trouble. Thus, redirection as a 

micropolitical strategy of control helps students avoid 

punishment. 

In addition, other data reveal Mrs. Cole's use of 

classroom rules as an overt strategy to redirect students' 

inappropriate behavior. For example, during an interview 

session Mrs. Cole states; 

For most students I just point to 
the posted set of rules at the front of 
the room and that is enough to get 
students to stop whatever they are doing 
that is disruptive or inappropriate and 
to instead move on to a more appropriate 
behavior. By doing this {referring to 
pointing to the rules} I don't have to 
spend my time telling them what they 
have done wrong and it is not 
confrontational. Most of the time I 
just point to the rules and I don't say 
a word. Sometimes though I have to 
verbally remind them of the rules. I 
say 'what does our rule say about this?' 
Student's seem to understand rules and 
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the consequences of breaking them so 
they change their {inappropriate} 
behavior. (#221) 

According to Mrs. Cole, she uses the posted classroom rules 

to influence her students to redirect their inappropriate 

behavior to appropriate classroom behaviors that conform to 

the classroom rules. Two types of student data demonstrate 

Mrs. Cole's redirective influence on students. First, 

student interview comments reveal that students understand 

that a reference to the classroom rules means their behavior 

is inappropriate. Second, participant observations reveal 

instances where students cease their inappropriate behavior 

(e.g., talking) and engage in more appropriate classroom 

behaviors (e.g., listening) when Mrs. Cole makes reference 

to the classroom rules. 

My field notes reveal numerous instances of Mrs. Cole's 

redirection in the classroom. The influence of Mrs. Cole's 

use of redirection is evident in student physical actions 

that I observed. I observed students who physically 

withdrew from inappropriate behaviors and began 

participating in appropriate classroom behaviors as a result 

of Mrs. Cole's use of redirection as a micropolitical 

strategy (as in the example of Becca and Margaret, #121). 

Review of Passive Actions 

In review, Mrs. Cole's passive actions are 

characterized by micropolitical strategies that are non-

confrontational (i.e., passive) in nature. I choose to 
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label these actions passive because, in comparison with 

aggressive action control strategies, passive actions are 

less direct and less confrontational. Passive actions focus 

more on indirectly diverting and rerouting student 

misbehavior rather than on punishing student misbehavior, 

which is the focus of aggressive action micropolitical 

strategies. In using passive actions, Mrs. Cole exerts her 

authority indirectly, through other people (as in the case 

of intermediaries or peer pressure) or through established 

classroom norms (as in the case of altruistic appeal and 

redirection). Mrs. Cole's use of passive actions is the 

result of her preference to avoid conflict situations with 

students, which she says leaves her feeling emotionally and 

mentally exhausted. Thus, Mrs. Cole uses passive action 

micropolitical strategies to protect her emotional and 

mental well-being and to see that students behave 

appropriately. According to my data, Mrs. Cole uses 

intermediaries, peer influence, altruistic appeal, and 

redirection as micropolitical strategies of passive action. 

According to Mrs. Cole, her goal in using 

micropolitical passive action strategies is the same as her 

goal in using all control strategies, namely to get students 

to regulate and guide student behavior to conform to 

classroom behavioral rules and procedures. Furthermore, 

according to Mrs. Cole, inappropriate student behaviors take 

time and attention away from classroom instruction. Mrs. 
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Cole maintains that time and attention away from classroom 

instruction affects her students' academic achievement. For 

example, she explains: 

If I have to spend all my time 
trying to control students and trying to 
get them to conform to the classroom 
rules, we don't have time to do our 
school work. Too much wasted time and 
we might not have enough time to cover 
all the material we need to; therefore, 
students miss out on learning 
opportunities. (#242) 

Thus, Mrs. Cole utilizes passive action micropolitical 

strategies to get students to cease inappropriate classroom 

behavior that takes up valuable learning time. Mrs. Cole 

further links a loss of academic instruction time to a loss 

of student learning opportunities. A loss of learning 

opportunities is said by Mrs. Cole to negatively affect 

student academic achievement. For instance, students might 

miss information they need for success on their yearly 

achievement tests. 

Mrs. Cole influences students to cease inappropriate 

classroom behaviors as a consequence of her micropolitical 

passive control strategies. This influence is evident 

through both verbal claims and student actions (i.e., speech 

and physical actions). Students reveal that Mrs. Cole's 

micropolitical passive action strategies (e.g., 

intermediaries) help prevent student behaviors in the 

classroom that disturb their academic concentration and work 

effort. In addition, students state that other passive 
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action strategies (e.g., peer pressure) add excitement, 

interest, and rewards for students who conform to classroom 

behavioral rules and procedures. Students also acknowledge 

that Mrs. Cole's altruistic appeal micropolitical strategies 

help them develop responsibility and act respectfully toward 

others. Furthermore, students state that Mrs. Cole's 

redirection strategies, as well as the other passive 

micropolitical strategies that Mrs. Cole uses, help them 

avoid possible teacher initiated punishment by giving them a 

chance to change their inappropriate behavior prior to 

punishment being given. 

Subcategory of Teacher Micropolitical 
Control; Aggressive Actions 

The second subcategory of teacher control that 

micropolitical strategies group or cluster around is 

aggressive actions. As compared to passive actions, 

aggressive actions are more direct and confrontational. 

Aggressive actions focus on punishing student misbehavior 

and therefore result in some type of personal lose for the 

student. In using aggressive action micropolitical 

strategies, Mrs. Cole exerts her authority directly to the 

student or students. In other words, she does not seek to 

control students through the use of other people or through 

established classroom norms. I find very few instances of 

Mrs. Cole's use of aggressive action in my field notes. Mrs. 

Cole relies on aggressive actions only if passive actions 
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fail. Because Mrs. Cole's passive action micropolitical 

strategies are overwhelmingly successful in regulating and 

guiding student behavior to conform to classroom rules and 

procedures, she says aggressive action micropolitical 

strategies are rarely necessary. According to the data, 

Mrs. Cole's micropolitical strategies of aggressive actions 

consist of: (l) withholding privileges and (2) classroom 

expulsion (see Figure 4.7). 

Withholding Privileges 

Withholding privileges, according to the data, is a 

micropolitical strategy that Mrs. Cole uses to influence 

students to correct inappropriate behavior. Withholding 

privileges refers to the cancellation of student favored 

activities as the result of student misbehavior. 

Withholding privileges prevents student participation in 

their favored classroom activities. As such, Mrs. Cole 

states that withholding privileges is a punishment for 

student misbehavior. Mrs. Cole explains and provides the 

following example of how she withholds student privileges; 

One day at the beginning of the 
{school} year in reading, Andrew just 
out and out refused to participate and 
do what I said. He didn't give any 
reason for his refusal, he just said he 
didn't want to. He stated he wasn't 
going to read out loud, he wasn't going 
to write his story, he wasn't going to 
illustrate his story. He just wasn't 
going to do anything. It was a definite 
challenge to my authority. I tried 
everything I could think of to get him 
on the right track. Nothing worked. I 
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couldn't let him get by with it. So, I 
went to his desk, got right in his face, 
pointed at him, and told him in no 
uncertain terms that he was going to do 
his work. He yelled and screamed at me 
but I stood firm. He could tell by my 
expression and my tone that I had taken 
all I was going to from him. And, 
furthermore because of his outburst and 
refusal to participate I told him that 
he had lost his free time for the rest 
of the week. And, if he didn't get busy 
he would lose his free time for the next 
week. He really cherishes his free 
time. He didn't like it but he got 
busy. It was a really stressful 
situation for me but I have had very few 
problems with him since that time. 
(#243) 

As evident from the above field note excerpt, Mrs. Cole's 

aggressive action of withholding privileges is in direct 

response to Andrew's open defiance to her academic 

instructions. Mrs. Cole punishes Andrew by withholding his 

weekly free time in an effort to influence him to cease his 

inappropriate behavior and to conform to classroom rules and 

regulations. Mrs. Cole also refers to her unsuccessful use 

of other passive strategies in an effort to persuade Andrew 

to change his inappropriate behavior. The consequences of 

Mrs. Cole's influence on Andrew is evident through Andrew's 

physical actions. Andrew ceases his inappropriate actions 

(i.e., after he loses his weekly free time and is faced with 

additional loss of free time) and proceeds to follow Mrs. 

Cole's instructions and the reading activity. 

According to Andrew and other students, losing favored 

classroom privileges is an extreme punishment. Free time. 
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according to students, is an enjoyable and highly valued 

classroom privilege. Each student is given free time at the 

end of each school day to pursue classroom activities that 

they prefer. During this time, students are free to visit 

and play with friends. Furthermore, according to students, 

losing free time is a rare event. However, when a student's 

free time is withheld by Mrs. Cole, the punished student 

remains at his or her own desk and completes teacher-

assigned tasks while the rest of the class is free to 

structure the time according to their preferences. 

Students further acknowledge that they are concerned 

about losing free time and, as a result, seek to obey Mrs. 

Cole so their free time is not withheld. One student, 

Megan, explains: 

If we do something really bad like 
tell Mrs. Cole we are not going to obey 
her when she says something to do. Then 
you get your free time taken away and 
kids hate that because everyone else is 
having a good time and you would have to 
sit and work at your desk. So you don't 
do bad things. (#356) 

As evidenced from the above field note excerpt, Megan 

realizes that if she or another student disobeys Mrs. Cole, 

then they are likely to be punished by having their free 

time withheld. Megan also acknowledges how much students 

dislike have their free time withheld. 

Withholding privileges is a micropolitical strategy 

Mrs. Cole uses to achieve her micropolitical goal, namely to 

regulate and guide student behavior to conform to classroom 
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behavioral rules and procedures. As evident by student 

actions and verbal claims, students in this classroom avoid 

or cease inappropriate actions to avoid losing free time, a 

preferred classroom privilege. Students, during interviews, 

further acknowledge Mrs. Cole's need to withhold student 

priviledges when a student refuses to change his or her 

misbehavior and, which, prevents or hinders his or her own 

academic achievement or the achievement of others. 

Student Expulsion 

I also find student expulsion to be an aggressive 

action micropolitical strategy Mrs. Cole uses. Student 

expulsion refers to removing misbehaving students from the 

classroom. Mrs. Cole did not mention student expulsion 

during daily classroom activities or during interviews. 

Also, I did not observe student expulsion during my 

participant observation sessions. I find student expulsion 

to be revealed only in the interview comments of students. 

Students state that they are punished through expulsion from 

the classroom if they refuse to obey Mrs. Cole. In 

addition, students state that they will be expelled if they 

deploy such extreme misbehaviors as physical fighting 

between classmates, using foul language, using drugs, or 

causing physical damage to school property. Students 

perceive Mrs. Cole, through her classroom teacher role, to 

have the authority to expel them. Furthermore, according to 

student interview comments, expelled students are required 



189 

to complete all of their daily academic work alone in the 

principal's or assistant principal's office. In addition, 

if student misbehavior continues to occur, the student would 

then be expelled from the school. 

Students through their verbal interview comments reveal 

that they are influenced by their fear of expulsion, and 

avoid actions that will lead to such serious consequences. 

Students further reveal their belief that expulsion is 

necessary to protect students who want to learn and behave 

appropriately from students who do not. 

Review of Aggressive Actions 

In review, the second subcategory of teacher 

micropolitical control is aggressive actions. As compared 

to the other subcategory of teacher micropolitical control, 

namely passive actions, aggressive action micropolitical 

strategies are the most direct and confrontational. 

Aggressive actions focus on punishing student misbehavior 

and therefore result in some type of personal loss for the 

student (i.e., loss of free time or classroom association). 

Mrs. Cole relies on aggressive actions if passive action 

micropolitical influence subcategory strategies fail. In 

using aggressive action micropolitical strategies, Mrs. Cole 

exerts her authority directly toward the students rather 

than controlling students through the use of other people or 

through established classroom norms. 
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According to Mrs. Coal, her goal for using 

micropolitical aggressive action strategies is the same as 

her goal for using passive action strategies, namely to 

regulate and guide student behavior to conform to classroom 

behavioral rules and procedures. However, inherent in her 

use of aggressive action is her aim to punish misbehaving 

students so that inappropriate behaviors are prevented. For 

example, Mrs. Cole states, "I will punish students for 

inappropriate behaviors so that they won't do them again" 

(#241). Furthermore, Mrs. Cole states that a secondary goal 

is to influence the entire class "not to try the same thing 

{the inappropriate behavior}" (#241). Mrs. Cole maintains 

that when one student is punished, it affects the entire 

class. She explains, "Witnessing the trouble that certain 

students get into is enough to keep other students out of 

trouble" (#241). Thus, according to Mrs. Cole, her 

influence toward one student often spreads to other 

students. 

Mrs. Cole again states that student misbehavior results 

in loss of academic instructional time. According to Mrs. 

Cole, extreme student misbehavior, such as outright 

defiance, is not only time consuming but mentally, 

physically, and emotionally exhausting for her. Mrs. Cole 

further links the loss of academic instructional time and 

her mental, physical, and emotional exhaustion to negative 

student achievement. She explains that she does not do her 
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best teaching when she is so exhausted; therefore, her 

academic instruction suffers. When Mrs. Cole's academic 

instruction suffers, she believes that students' academic 

achievement also suffers. 

As a consequence of Mrs. Cole's use of withholding 

privileges and student expulsion as aggressive action 

micropolitical strategies, students state that they are 

influenced to cease or avoid inappropriate behaviors and to 

conform to classroom behavioral rules and regulations. 

Students, during interviews, acknowledge Mrs. Cole's need to 

use aggressive action micropolitical strategies when a 

student refuses to change his or her misbehavior, which, 

prevents or hinders his or her own academic achievement or 

the achievement of others. In other words, students feel 

that Mrs. Cole's use of aggressive micropolitical control 

strategies serve to protect the entire class from student 

misbehavior that prevent or hinder academic achievement. 

Review of Teacher Control 

Summary of Teacher Control 
Micropolitical Strategies 

In summary, the second category of teacher 

micropolitical influence discovered in the data is teacher 

control. I find micropolitical strategies to group around 

the following two subcategories of teacher control: passive 

action and aggressive action (see Figure 4.8). 
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The first subcategory of teacher control is passive action 

Characteristic of passive actions are their non-

confrontational nature. In comparison with aggressive 

actions, passive actions are less direct and less 

confrontational. Passive actions focus more on diverting or 

rerouting student misbehavior rather than directly punishing 

student misbehavior. In using passive actions, Mrs. Cole 

exerts her authority indirectly, for example, through other 

people or through established classroom norms. Mrs. Cole's 

use of passive actions is the result of her preference to 

avoid conflict situations with students, which she says 

leave her feeling emotionally and mentally exhausted. Thus, 

Mrs. Cole uses passive action micropolitical strategies to 

protect her emotional and mental well being and to see that 

students behave appropriately in the classroom. Mrs. Cole 

uses intermediaries, peer influence, altruistic appeal, and 

redirection as micropolitical strategies of passive action 

to influence students to comply with classroom behavior 

rules and procedures. 

A second subcategory of teacher micropolitical control 

discovered in the data is aggressive action. As compared to 

passive actions, aggressive action micropolitical strategies 

are direct and confrontational. Aggressive actions focus on 

punishing student misbehavior and therefore result in some 

type of personal loss for the students. In using aggressive 

action micropolitical strategies, Mrs. Cole exerts her 
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authority directly toward the students. In other words, she 

does not seek to control students through the use of other 

people (i.e., as in the case of using intermediaries or peer 

pressure) or through established classroom norms (i.e., such 

as in the case of altruistic appeal and redirection). Mrs. 

Cole relies on aggressive actions if the use of passive 

action micropolitical strategies fail to achieve student 

behavioral compliance. According to the data, Mrs. Cole 

uses withholding privileges and student expulsion as 

micropolitical strategies to influence students to cease 

inappropriate behaviors and to conform to classroom 

behavioral rules and regulations. 

Summary of Teacher Control Goals 

According to Mrs. Cole, her goal for using 

micropolitical passive action strategies is to get students 

to correct or avoid inappropriate behavior. According to 

Mrs. Cole, students, for the most part, correct their 

inappropriate classroom behavior when she uses passive 

action strategies. However, if students fail to correct 

their inappropriate behaviors with passive action 

strategies, Mrs. Cole uses aggressive action micropolitical 

strategies. 

Furthermore, according to Mrs. Cole, inappropriate 

student behavior takes time and attention away from 

classroom instruction. Mrs. Cole maintains that time and 

attention away from classroom instruction affects students' 
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academic achievement. Thus, she uses passive action 

micropolitical strategies to get students to cease 

inappropriate classroom behaviors that take up valuable 

academic instruction time. Mrs. Cole links a loss of 

academic instruction time to a loss of student learning 

opportunities. She says a loss of learning opportunities 

negatively affects student academic achievement. 

Mrs. Cole's goal for using micropolitical aggressive 

action strategies is similar to her goal in using passive 

action strategies, namely to regulate and guide student 

behavior to conform to classroom behavioral rules and 

procedures. However, in contrast to passive action 

strategies, Mrs. Cole uses aggressive action strategies to 

punish misbehaving students and to prevent a repeat of their 

inappropriate behaviors. Mrs. Cole uses aggressive action 

micropolitical strategies when she perceives student 

misbehavior to be unaffected by passive action strategies. 

According to Mrs. Cole, she rarely has need for aggressive 

action strategies because passive action strategies are 

overwhelmingly successful. Furthermore, she states that a 

secondary goal for using aggressive action micropolitical 

strategies is to influence the entire class not to try the 

same inappropriate behavior. The teacher maintains that when 

one student is punished, it affects the entire class. 

Students, through their verbal comments, agree with Mrs. 

Cole's statement and say that when a fellow student is 
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punished, they learn from that student's mistake and try to 

avoid getting themselves in the same situation. 

Mrs. Cole states that student misbehavior results in 

loss of academic instruction and learning time. Mrs. Cole 

explains that extreme student misbehavior, such as outright 

defiance, is not only time consuming but mentally, 

physically, and emotionally exhausting for her. Mrs. Cole 

further links the loss of instructional and learning time 

that results from student misbehavior and her mental, 

physical, and emotional exhaustion to negative student 

achievement. She explains that she does not do her best 

teaching when she is so exhausted, therefore, academic 

instruction suffers. When Mrs. Cole's academic instruction 

suffers, she believes that students' academic achievement 

also suffers. 

Review and Further Discussion of the 
Consequences of Teacher Micropolitical 
Control Strategies on Students 

During student interviews it became clear that students 

perceived Mrs. Cole to primarily utilize micropolitical 

strategies of support rather than micropolitical strategies 

of control. According to students, the micropolitical 

control strategies of passive action that Mrs. Cole utilizes 

are mild, necessary, appropriate, not excessive, and 

overwhelmingly positive. 

As a consequence of Mrs. Cole's use of passive 

micropolitical strategies, students are influenced to cease 



197 

inappropriate classroom behaviors. This influence is 

evident through both student verbal and physical actions 

(i.e., speech and physical actions). Students reveal that 

Mrs. Cole's micropolitical passive action strategies (e.g., 

intermediaries) help prevent student behaviors in the 

classroom that disturb their academic concentration and work 

effort. In addition, students state that other passive 

action strategies (i.e., peer pressure) add excitement, 

interest, and rewards for students who conform to classroom 

behavioral rules and procedures. Students also acknowledge 

that Mrs. Cole's altruistic appeal micropolitical strategies 

help them develop responsibility and act respectfully toward 

others. Furthermore, students state that Mrs. Cole's 

redirection strategies, as well as the other passive 

micropolitical strategies that she uses, help them avoid 

possible teacher initiated punishment by giving them a 

chance to change their inappropriate behavior before 

punishment is given. 

As a consequence of Mrs. Cole's use of aggressive 

action micropolitical strategies, students say they are 

influenced to cease or avoid inappropriate behaviors and to 

conform to classroom behavioral rules and procedures. 

Students, during interviews, acknowledge Mrs. Cole's need to 

use aggressive action micropolitical strategies when a 

student refuses to change his or her misbehavior, and as a 

result, prevents or hinders his or her own academic 
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achievement or the achievement of others. In other words, 

students feel that Mrs. Cole's use of aggressive 

micropolitical control strategies serve to protect the class 

as a whole. 

Students do acknowledge Mrs. Cole's micropolitical 

strategies of aggressive action to be severe, but state that 

they rarely see her use such aggressive strategies, and that 

those students who are the recipients of such actions are 

deserving of the punishment. Welsley explains, "Some kids 

are wild and disturb others and Mrs. Cole has to make them 

obey because we are suppose to learn in school" (#265). 

Welsley and other students acknowledge that Mrs. Cole needs 

to use micropolitical strategies of control when student 

misbehavior prevents or distracts from student learning. 

Thus, when used appropriately, Mrs. Cole's micropolitical 

control strategies have positive consequences for student 

learning. 

Students further explain why it is important for Mrs. 

Cole to use her micropolitical control strategies 

appropriately. Brian explains, "A little control helps you 

do good, keeps you from being lazy and makes you do better 

but too much makes you too nervous and you do bad and want 

to act bad" (#267). According to Brian's and other student 

interview comments, an appropriate amount of teacher control 

helps students focus on the business of the classroom, 

namely learning. 
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On the other hand, according to students' interview 

comments, inappropriate teacher use of micropolitical 

strategies of control results in negative consequences for 

students. Students, in their attempt to explain to me the 

negative consequences of inappropriate teacher 

micropolitical control strategies, always used other 

teachers as examples. Other teachers refer to their former 

classroom teachers or to special topic teachers in areas 

such as music, physical education, or art; or present 

experiences with teachers other than Mrs. Cole such as 

special topic teachers that instruct physical education, 

library, music, art, or resource classes. Although these 

other teachers are not a part of this research study, the 

students' comments about other teachers' inappropriate use 

of micropolitical control strategies are legitimate to 

include because of their relationship to student 

perceptions. I include these student perceptions to provide 

contrast to the appropriate control micropolitical 

strategies that students perceive Mrs. Cole to use. I also 

use student comments about inappropriate micropolitical 

control strategies of other teachers to reveal the 

consequences of such inappropriate control strategies on 

students. 

As mentioned, students describe other teachers' actions 

in contrast to Mrs. Cole. In other words, students describe 

to me the differences between Mrs. Cole's appropriate use of 
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micropolitical control strategies by comparing other 

teachers' inappropriate use of micropolitical control 

strategies. According to student interview comments, 

inappropriate refers to the extreme and excessive use of 

micropolitical control strategies already described in this 

chapter and other control strategies that students describe 

as inappropriate, such as a teacher's attempts to control 

students by yelling at and threatening students. Students 

state that teachers who use micropolitical control 

strategies inappropriately are also teachers who use 

micropolitical control strategies as their primary avenue of 

influence in the classroom. According to students, these 

teachers use very few, if any, supportive micropolitical 

strategies because all of their time is consumed with using 

control strategies. 

According to students, the consequences of a teacher's 

inappropriate use of micropolitical control strategies is 

linked to negative student perceptions of that teacher, 

student inability to relax in the classroom, student apathy, 

student anger, and decreases in student self-esteem. 

Students further link the consequences of inappropriate 

teacher micropolitical control strategies to decreases in 

student work effort, academic achievement, and concentration 

and to increases in student fatigue, fear, inappropriate 

classroom behaviors such as cheating, feelings of 
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retaliation toward the teacher, and the desire for increased 

physical distance between the teacher and the student. 

The following student comments are exerted from 

audiotaped and transcribed student interviews. It should be 

noted that the quotes are exact transcriptions of student 

dialogue and were corroborated by students upon the 

completion of the transcription. In addition, I asked 

students to define the terms they used (e.g., support, 

control, good, work) to ensure that my interpretation was 

based on the actual meaning intended by the student. 

Furthermore, as mentioned above, it is important to note 

that the following student comments are made with regard to 

teachers other than Mrs. Cole. Thus, in all interviews, 

student comments regarding inappropriate micropolitical 

control strategies are based on past experiences with 

teachers (i.e., previous classroom or special topic 

teachers) or present experiences with teachers other than 

their present teacher (i.e., special topic teachers). I am 

grouping student interview comments according to the 

negative consequences that students say occur as a result of 

a teacher's inappropriate use of micropolitical control 

strategies, beginning with negative perception of the 

teacher. 

Negative Perception of Teacher 

According to students, a teacher's use of inappropriate 

micropolitical control strategies negatively influences 
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students' perceptions of that teacher. Students perceive a 

teacher who uses inappropriate micropolitical control 

strategies to be uncaring, unsupportive, and ineffective as 

a teacher. For example, Megan explains, "It {referring to 

excessive use of micropolitical strategies} shows she is a 

bad teacher and that she doesn't care" (#234). Brian has a 

similar comment to make about a teacher who uses 

micropolitical control strategies inappropriately, "It makes 

me know that the teacher doesn't care about me. It 

{teaching} is just her job" (#239) . Brian perceives the 

teacher to be both uncaring and ineffective as a result of 

her inappropriate use of micropolitical strategies of 

control. 

Students state that they dislike teachers who use 

micropolitical control strategies inappropriately. 

Furthermore, students say that disliking a teacher decreases 

their academic work effort. For example, Andrew explains, 

"If I don't like my teacher I don't try as hard" (#235). 

Another student, Welsley, further comments, "If I don't like 

a teacher, I don't care if I please her. I don't try so 

hard and my grades aren't as good as I could do" (#237). 

Andrew and Welsley both link their dislike of a teacher to 

decreases in their academic work effort. Welsley further 

links her dislike of a teacher to decreases in her academic 

achievement, as evidenced by her lower grades. Blake has 

similar comments. He states: 
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If I don't like a teacher I don't 
do my best work, you know, like work 
hard and get good grades because you 
never get prized or the teacher never 
says anything good so there is no reason 
to do good. She's just going to 
pressure and threaten you about it 
anyway. (#231) 

A teacher's use of inappropriate micropolitical strategies 

of control results in Blake's dislike of that teacher. 

Blake links his dislike of the teacher to decreases in his 

academic work effort and academic achievement. Blake 

further states that he will not exert much academic effort 

in the classroom because he perceives that the effort will 

go unnoticed and unrewarded by the teacher. 

Students also link negative perceptions of a teacher 

with increases in the physical distance (i.e., actual 

physical space) between the teacher and the student. For 

example, Devin states: 

I don't like teachers, you know 
teachers who don't support you and are 
always threatening and yelling at you 
and embarrassing you in front of other 
kids so you will be good. You just have 
your mind on how you can get out of the 
room. Like go to the bathroom just to 
get away or go to recess to get out of 
the room. (#279) 

Because of the teacher's inappropriate micropolitical 

control strategies (i.e., she continuously threatens, yells, 

and embarrasses Devin), Devin dislikes her and perceives her 

negatively. Devin links her dislike of these types of 

teacher control behaviors to her dislike of the teacher and 

her desire to escape from the teacher or to increase the 
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physical distance (i.e., actual physical space) between the 

teacher and herself. Furthermore, Devin, in continuing 

interview comments, reveals that yelling, threatening, and 

embarrassing are not part of Mrs. Cole's repertoire of 

micropolitical control strategies. 

Thus, according to students, a teacher's use of 

inappropriate micropolitical control strategies negatively 

influences their perception of that teacher. Furthermore, 

students link their negative perceptions of a teacher with 

decreases in their work effort and academic achievement and 

increases in their desire to increase the physical distance 

between the teacher and the student. 

Inability to Relax 

Students also state that inappropriate use of 

micropolitical control strategies negatively influences 

their ability to relax in the classroom. According to 

student interview comments, students' inability to relax in 

the classroom further relates to decreases in their academic 

achievement. Aaron makes the following comment; 

I don't think anyone can do good, 
like make good grades, with a teacher 
who always tells you what to do and 
threatens you and yells at you. They 
would be too nervous, and would always 
wonder what was going to happen to them 
next. (#254) 

According to Aaron, a teacher who uses inappropriate 

micropolitical control strategies, such as threats and 

yelling, makes him feel nervous and apprehensive toward the 
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teacher. As a result, Aaron spends time worrying about what 

the teacher will say or do to him next. He states that the 

classroom atmosphere created by this teacher's inappropriate 

use of micropolitical control is not conducive for his 

achievement of successful academic work. 

Other students have similar comments concerning the 

link between student inability to relax in the classroom and 

decreases in student academic achievement. Two different 

student comments follow; 

Welsley; When you have a teacher who 
is always got to control everything, 
your mind is too much on what would 
happen to you. You just can't do your 
best work because you never know what 
she's going to do to you. (#98) 

Nathan: When a teacher is that way 
{used inappropriate micropolitical 
strategies of control} I feel tense and 
I don't do my best work when I am tense. 
Wouldn't you feel tense if your teacher 
said she would wash your mouth out with 
soap and only give me one rinse? (#122) 

Again, both Welsley and Nathan link a teacher's 

inappropriate use of micropolitical control strategies to 

students' inability to relax in the classroom. Welsley and 

Nathan further link their inability to relax to decreases in 

their academic achievement. Other students, through their 

interview comments, also say that their inability to relax 

prevents them from performing to their academic potential. 

According to students, the inability to relax in the 

classroom further relates to increases in student 
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indifference, fatigue, fear, and misbehavior. For example, 

in regard to student indifference, Ashley comments; 

Teachers who only want to control 
students, you know keep them quiet, in 
seats, doing seat work, make kids feel 
stressed and like, I've got to do this 
real fast and they try hard and it 
doesn't feel great and after a while you 
get where you don't care. You just 
can't do it {make good grades and work 
hard} any more. Kids need to be where 
they aren't stressed where they can 
relax and work. (#143) 

As revealed in Ashley's interview comment, a teacher's 

inappropriate micropolitical control strategies link 

initially to increases in student work effort. Ashley 

states that she initially works harder to try to meet all of 

her teacher's demands. However, she acknowledges that the 

effort becomes extremely stressful and seemingly impossible. 

As a result, Ashley states that she develops a feeling of 

indifference toward her classroom work and achievement. 

Ashley says her feelings of indifference results in 

decreases in her academic achievement (i.e., decreased work 

effort and decreased grades). Ashley makes a final 

statement concerning what students need in order to succeed 

academically in the classroom. She states that all students 

need to learn in a classroom environment where they can 

relax and avoid stress. All teachers are thought by Ashley 

to have the power to create this type of classroom 

environment. 
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Other students link their inability to relax in the 

classroom to increases in student fear and misbehavior. 

Curtis explains; 

A teacher that all she wants to do 
is control and control and control makes 
kids worry and kids are so stressed 
about what if I get in trouble or I will 
get bad grades. Kids get afraid. 
Sometimes being afraid makes kids do 
things they are not suppose to like 
cheat. (#279) 

Curtis links a teacher's use of inappropriate micropolitical 

control strategies to student stress or the inability of 

students to relax in the classroom. He then links student 

inability to relax to student fear of the teacher, which he 

says leads to student misbehavior. Teacher control 

strategies that result in student embarrassment such as 

yelling at or threatening students in front of their 

classroom peers, according to Curtis, create stress in 

students. Furthermore, he explains, that to avoid being the 

recipient of these types of teacher control strategies, 

students occasionally participate in avoidance misbehavior. 

Avoidance misbehaviors are student behaviors that students 

perceive to be wrong, such as cheating, but use anyway to 

avoid negative teacher actions. In other words, students 

cheat on homework and test papers to avoid embarrassing 

teacher comments about low student grades. 

In summary, inappropriate use of teacher micropolitical 

control strategies is found to negatively influence 

students' ability to relax in the classroom. Students 
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further link their inability to relax in the classroom to: 

(1) decreases in their academic achievement and work effort, 

(2) increases in their feelings of indifference toward their 

school work, feelings of fear toward their teacher, and to 

student misbehavior. 

Decreased Self-Esteem 

According to students, inappropriate teacher 

micropolitical control strategies negatively influence 

students' self-esteem. Students link a teacher's use of 

inappropriate micropolitical strategies to low self-esteem 

in students. Furthermore, students link low self-esteem to 

decreases in their academic achievement and increases in 

their desire to increase the physical distance (i.e., actual 

physical space) between the teacher and student. For 

example, Bryan has the following to say about the 

consequences of inappropriate teacher micropolitical control 

strategies on his self-esteem: 

Teachers like that, you know they 
yell, scream, say things to make you 
feel bad and look bad, they make me feel 
like all the kids are looking at me. I 
don't feel good about the teacher and I 
don't feel very good about myself. I 
usually don't do anything much right. 
My work is usually wrong and I get bad 
grades. (#251) 

Thus, a teacher's use of inappropriate micropolitical 

control strategies (i.e., yelling, screaming, verbally 

embarrassing) negatively affects Brian's self-esteem. As a 

result, he does not feel good about himself. His belief in 
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himself becomes a type of self-fulfilling prophecy. He does 

not believe he can do anything correctly and therefore 

perceives that he usually does not. Brian's links his low 

self-esteem (i.e., resulting in his failure to correctly and 

successfully participate in academic activities) to a 

decrease in his academic achievement. 

Welsley has similar comments to make about a past 

teacher's use of inappropriate micropolitical control 

strategies, and how the teacher's strategies affected both 

her self-esteem and her academic achievement. She explains: 

I felt really bad about myself like 
I was not very good at anything {as a 
result of inappropriate teacher 
micropolitical control strategies}. I 
wish I had never had her. She didn't 
think I did anything right. She always 
criticized and yelled at me, made big 
red marks on my paper, made me do extra 
work. And then I started thinking I 
couldn't do anything right. My grades 
weren't good. I made C's. The things 
Mrs. Cole {her present teacher} does 
doesn't make me feel that way. I feel 
like I can do things. Now I make A's. 
(#201) 

Welsley compares her former teacher to her present teacher, 

Mrs. Cole. According to Welsley, her former teacher uses 

excessive micropolitical control strategies such as verbal 

criticizing and yelling, glaring red evaluation marks on her 

papers, and assigning extra work as forms of punishment. 

Welsley's perception of herself, as a result of the perceived 

excessive teacher control strategies, was that she could not 

do anything right. The teacher's inappropriate 
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micropolitical strategies, as perceived by Welsley, promoted 

low self-esteem in Welsley and, as a result, her academic 

achievement suffered. In contrast, Welsley states that Mrs. 

Cole does not use inappropriate micropolitical control 

strategies. She states that Mrs. Cole's micropolitical 

strategies, especially her strategies of micropolitical 

support, help her to believe in herself and her ability to 

achieve academically and personally. As a result of her 

improved self-esteem, Welsley states that her academic 

achievement has also improved. 

Student interview comments also reveal a link between 

low student self-esteem and students' desire to increase the 

physical distance between themselves and the teacher. For 

example, Megan, while discussing a past teacher's use of 

excessive micropolitical control strategies, states: 

When I was around her {past 
teacher} I didn't feel good about me and 
what I did, I felt ashamed. The things 
she did made me not want to be in her 
class, to never be around her, I wished 
she weren't my teacher. (#231) 

In the above student comment, Megan links the teacher's use 

of excessive micropolitical control strategies to her 

negative self-esteem. Megan states that she does not feel 

good about herself personally or the work she produces in 

the classroom. Furthermore, Megan perceives the teacher to 

be responsible for her feelings of low self-esteem. As a 

result, she wants to avoid the teacher, to put as much 
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physical distance between herself and the teacher as possible 

to avoid any more negative consequences. 

In summary, what students perceive to be inappropriate 

micropolitical control strategies negatively influence 

students' self-esteem. Furthermore, students link negative 

self-esteem to decreases in their academic achievement and 

increases in their desire to increase the physical distance 

between the teacher and student. 

Student Apathy 

According to students' perceptions, inappropriate 

teacher micropolitical control strategies also result in 

student apathy (i.e., student lack of interest or concern 

for classroom activities). Blake, in referring to a 

previous teacher who used excessive micropolitical control 

strategies, explains, "I just got to where I didn't care. 

Any work I did she thought was bad anyway because that is 

just the way she acts" (#234). Blake's comment reveals the 

sense of apathy he felt as a result of this past teacher's 

inappropriate micropolitical control strategies (i.e., 

criticizing). 

In addition, students link student apathy to decreases 

in their work effort and academic achievement and to 

increases in fatigue. The following comment by Aaron 

describes these links: 

It {the teacher's excessive use of 
micropolitical strategies of control} 
made me feel like I couldn't please her 
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and I wore myself out trying to make 
better grades but after a while I got so 
tired. I couldn't do it anymore and I 
didn't care because it didn't work. 
(#234) 

According to Aaron, he wanted to please his teacher but 

regardless of how hard he tried and how much effort he 

exerted, the teacher never seemed proud or pleased with his 

efforts. As a result, Aaron became physically exhausted and 

lost the desire to continue trying to please his teacher. 

Aaron states that his academic work effort decreased, and as 

a further consequence, his academic achievement also 

decreased. 

Student apathy links to other negative types of 

behaviors in students. For example, students, through their 

interview comments, link student apathy to student anger and 

student misbehavior. Ralston describes his feelings and 

behavior toward a past teacher who he described as using 

micropolitical control strategies inappropriately. He 

states: 

You get tired of trying to be just 
what she {teacher} wants you to be, like 
you may learn differently than she wants 
you to learn but you try and try and try 
but because it is not the way you learn 
you can't. She always says she is going 
to tell your parents, give you extra work, 
and threatens to send you to the office. 
And you get to where you don't care and 
you don't like the teacher and it makes 
you mad. And the more the teacher does it 
the madder you get and you then start 
doing things to get back at the teacher. 
You don't listen, you don't do what she 
says, you misbehave a lot. (#254) 
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Ralston explains that he tried to conform to his teacher's 

expectations but was unsuccessful. His continued failure to 

meet the teacher's expectations resulted in apathy. In 

addition, the teacher's continued excessive micropolitical 

control strategies (i.e., threats, extra work, and use of 

intermediaries) made him angry. His anger increased as the 

teacher's excessive strategies continued. As a result, 

Ralston acted out his anger and retaliated by misbehaving in 

class. 

In summary, students link excessive teacher 

micropolitical control strategies to student apathy (i.e., 

the lack of student interest or concern toward classroom 

activities). Students, through their interview comments, 

further link student apathy to decreases in their academic 

work effort and achievement and increases in fatigue, anger, 

and misbehavior. 

Pulling It Back Together: The Teacher's Use of 
Micropolitical Strategies of Support and Control 

I discuss and describe two categories of teacher 

micropolitical influence toward students in the previous 

section. These categories include both teacher support and 

teacher control. The culminating goal of teacher support, 

as discovered in the data and corroborated by Mrs. Cole, is 

to promote the academic achievement of students. The 

culminating goal of teacher control, as discovered in the 

data and corroborated by Mrs. Cole, is to regulate and guide 
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student behavior to conform to classroom behavioral rules 

and procedures. 

Mrs. Cole acknowledges her preference in using 

micropolitical strategies of support as opposed to 

micropolitical strategies of control. According to Mrs. 

Cole, she prefers to spend classroom time involved in 

supporting students' academic activities rather than 

redirecting and controlling student misbehavior. According 

to my findings, Mrs. Cole initiates micropolitical 

strategies of control as a result of student misbehavior. 

Thus, Mrs. Cole's strategies of control focus on the actions 

of students. If, however, students are behaving according 

to the classroom behavioral rules and procedures, Mrs. Cole 

overwhelmingly uses micropolitical support strategies. If 

students begin to misbehave, Mrs. Cole switches to 

micropolitical control strategies until the misbehavior 

ceases, and then returns to use micropolitical support 

strategies until the next instance of student misbehavior. 

Section Summary 

In this second section I defined and described the 

subcategories and incidents that comprise the micropolitical 

categories of teacher support and teacher control. In doing 

so, I have (1) described the micropolitical strategies Mrs. 

Cole uses to influence her students, (2) described the goals 

Mrs. Cole has for engaging in the micropolitical strategies, 

and (3) explained the consequences of Mrs. Cole's 
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micropolitical influence strategies on students. In 

addition, I have, in accordance with student perceptions, 

described the consequences of other teachers' uses of 

inappropriate micropolitical control strategies on the 

students. 

In the next section I define and describe the 

subcategories of student resistance and student cooperation. 

In doing so, I (1) describe the micropolitical strategies 

that the students use to influence their teacher, Mrs. Cole, 

(2) describe students'goals for engaging in the 

micropolitical strategies, and (3) explain the consequences 

of student micropolitical influence strategies on Mrs. Cole. 
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Section Three: Student Micropolitical 
Influence Toward the Teacher 

Introduction 

As previously mentioned, I find two categories of 

student micropolitical influence toward the teacher in the 

data, namely student resistance and student cooperation. In 

this third section I define and describe the subcategories 

and incidents that comprise the micropolitical influence 

categories of student resistance and student cooperation. 

The culminating goal of student resistance, as 

discovered in and corroborated through student interviews, 

is to delay, distract, modify or prevent teacher initiated 

activities or instructions that students dislike. Students 

have varying reasons for disliking an activity. For 

example, according to student interviews, students often 

dislike an activity because they find it difficult, 

uninteresting, or incomprehensible. In addition, students 

often base their dislike of an activity on a lack of 

challenge presented by the activity (i.e., students have 

already mastered the activity). Regardless of the specific 

reasons behind their dislike of an activity, students use 

micropolitical strategies to avoid the activities they 

dislike. According to Cusick (1992) and Pauly (1991), 

students resist activities they dislike and in doing so 

affect a teacher's academic presentation method, often 

resulting in instructional delays, modifications, and even 

the prevention of instruction. 
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The culminating goal of student cooperation, as 

discovered and corroborated through student interviews, is 

based on an exchange process. Reduced to a catchphrase, the 

cooperative exchange process revealed between Mrs. Cole and 

her students can be expressed as "You scratch my back, and 

I'll scratch yours." Both Mrs. Cole and the student gain 

from this exchange; that is, they both experience rewards. 

Students state that their goal in cooperating with Mrs. Cole 

is to obtain rewards. Rewards, as mentioned by all students 

throughout the study, revolve around student preferences. 

Some students prefer rewards that allow them to socialize 

with other students, while other students prefer more 

esteem-related rewards such as teacher praise and 

recognition. According to Cusick (1992) and Pauly (1991), 

the success of teaching and learning depends on students' 

willingness to cooperate with the teacher and to work with 

the teacher toward mutual or shared classroom goals. 

Furthermore, according to Cusick (1993, 1992), Johnson 

(1985), Pauly (1991), and Willis (1977), students are able 

to exert a tremendous amount of influence upon the teacher 

by choosing either to resist or to cooperate with the 

teacher. For example, according to Pauly (1991), students 

may decide whether to resist or to cooperate with the 

teacher depending upon the degree of compatibility between 

student and teacher goals. 
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Summary 

In summary, in the above introduction I discussed the 

two categories of student micropolitical influence toward 

their teacher, Mrs. Cole. The two categories are: student 

resistance and student cooperation. Furthermore, I 

discussed the students' goals for using micropolitical 

cooperation and resistance in the classroom. 

Category of Student Resistance 

Introduction 

I will now discuss the first micropolitical category of 

student influence toward the teacher, namely that of student 

resistance. The culminating goal of student resistance, as 

discovered and corroborated through student interviews, is 

to delay, distract, modify or prevent teacher initiated 

activities or instructions that students dislike. I find 

two subcategories of student micropolitical resistance in 

the data (see Figure 4.9). These include passive student 

resistance and aggressive student resistance. 

I discuss the subcategories of student resistance in 

three ways. First, I will thoroughly define and describe 

each subcategory in terms of the specific micropolitical 

strategies (i.e., coded as incidents) that students use to 

influence their teacher, Mrs. Cole. As a reminder, 

micropolitical strategies are the actions individuals take 

to obtain their micropolitical goals. 
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(CATEGORY) 
STUDENT RESISTANCE 

I 
(SUBCATEGORY) 

PASSIVE RESISTANCE 

I 
(SUBCATEGORY) 

ACJGRESSIVE RESISTANCE! 

Figure 4.9 
Category and Subcategories of 

Student Micropolitical Resistance 
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Secondly, after defining and discussing all the 

micropolitical strategies of a subcategory, I will discuss 

student goals (revealed in student interviews) for engaging 

in the micropolitical strategies of passive resistance and 

aggressive resistance. As previously mentioned, 

micropolitical goals are the desired ends or aims pursued by 

an individual(s) that may result from individual interests, 

values, needs, ideologies, preferences, beliefs, 

motivations, or purposes (Blase, 1991a). 

Thirdly, after completely discussing both subcategories 

in terms of student resistance micropolitical strategies and 

goals, I will discuss the consequences of the students' 

micropolitical strategies and goals on Mrs. Cole (as 

identified by Mrs. Cole). Consequences are the end results 

or effects obtained by using a micropolitical strategy. 

I use excerpts from my field notes throughout this 

section to illustrate each student micropolitical strategy 

and to give voice to teacher and student statements. I 

continue to use teacher and student pseudonyms for anonymity 

purposes. 

Subcategory of Micropolitical Resistance; 
Student Passive Resistance 

The first subcategory of student micropolitical 

influence I find in the data is passive resistance. 

Students use passive resistance, as well as aggressive 

resistance, to delay, distract, modify or prevent teacher 
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initiated activities or instruction that they dislike. As 

compared to the student influence subcategory of aggressive 

resistance (to be discussed later), I find passive 

resistance micropolitical strategies to be less direct and 

less confrontational. 

In addition, my research reveals that students are more 

likely to use micropolitical strategies of passive 

resistance than micropolitical strategies of aggressive 

resistance. I find two major reasons for students' 

preferences toward passive micropolitical strategies. 

First, students generally think passive micropolitical 

strategies of resistance work effectively in achieving their 

goals. Second, passive micropolitical strategies of 

resistance conform to student role expectancies. Students, 

through both past and present experiences, are socialized to 

behave as compilers in the classroom; therefore, students 

perceive passive micropolitical strategies to be a more 

temperate and restrained way to show resistance. Passive 

micropolitical resistance strategies include: repetition, 

interruption, topic changes, ignoring, and partial 

compliance (see Figure 4.10). 

Repetition 

I find students use repetition as a micropolitical 

strategy of passive resistance. Students describe 

repetition as student statements and questions directed to 

Mrs. Cole requesting that she repeat instructions or 
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(CATEGORY) 
STUDENT RESISTANCE 

I 
(SUBCATEGORY) 

PASSIVE RESISTANCE 

I 
(INCIDENTS) 

REPETITION 
INTERRUPTION 
TOPIC CHANGES 

IGNORING 
PARTIAL COMPLL\NCE 

I 
(SUBCATEGORY) 

AGGRESSIVE RESISTANCE! 

Figure 4.10 
Student Micropolitical Resistance: 

Incidents of Subcategory of Passive Resistance 
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explanations. According to students, they use tedious 

repetition to delay, distract, modify, or prevent teacher 

instruction that they dislike. 

According to my field notes, students use excessive and 

tedious questioning to get Mrs. Cole to repeat her 

instructions or directions. Excessive questioning by 

students delays and distracts Mrs. Cole's instruction. In 

the following field note excerpts, I provide two examples of 

students' use of repetition as a micropolitical strategy. 

Example #1 

Mrs. Cole; "Turn to page 10 in your 
math book. Let's discuss your seat work 
for this morning." 

Megan: "What page are we on?" 

Mrs. Cole: "We are on page 10." 

Megan: "What page?" 

Mrs. Cole: "10, it comes after 9." 

Megan; "After 9?" 

Mrs. Cole; "We are on page 10." 

Megan: "So we are on page 10 that comes 
after 9?" 

Mrs. Cole: "That's what I said." 

Megan: "I thought you said we were on a 
different page." 

Mrs. Cole; "10! Turn to page 10!" 

Megan; "I'm on page 10. Are we going 
to do page 11?" 

Megan: Mrs. Cole looks at her watch, 
shakes her head looks exasperated. She 
proceeds to explain the instructions on 
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page 10 while ignoring Megan's final 
question. (#259) 

In the above example, Megan's questioning influences Mrs. 

Cole to repeat her directions and thus delays her 

explanation of the math seatwork assignment. When I asked 

Megan to explain her use of repetition in the above example, 

she states that her dislike of math seatwork "makes me want 

to put off doing it so that we don't have time and then 

maybe we won't have to do it all" (#276). Megan's statement 

reveals her goal to delay an activity that she dislikes and 

the intentional use of the micropolitical strategy of 

repetition to effect this goal. 

According to Mrs. Cole, such episodes with students are 

annoying, test her patience, and cause her to work harder to 

keep students on task (i.e., involved in the lesson). Mrs. 

Cole further comments that excessive student questioning 

results in the loss of valuable classroom time. 

Below is another example of students' use of repetition 

as a micropolitical strategy. 

Example #2 

The students are in reading circle; 

Mrs. Cole: "I want everyone with black 
shoes on to read together. . . Shhhhh" 
(The students are talking among 
themselves). 

Mike: "Mrs. Cole, I have some black in 
my shoe, does that count?" 

Mrs. Cole: "Yes." Mrs. Cole continues 
to tell the class to "Shhhhhh." (A 
great amount of discussion is taking 
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place between individual students and 
groups of students). 

Ben; "Is this black, Mrs. Cole?" 

Mrs. Cole: "Yes. . . shhhhh." 

Martha: "Mrs. Cole, does all of my shoe 
have to be black?" 

Mrs. Cole: "Boys and girls, when I call 
a color look at your clothes to 
determine if you have that color or not 
on your clothes. If you do then you can 
read." 

Mike: "What if we don't have on any 
clothes?" 

Mrs. Cole: "Then you won't read will 
you?" 

Bill: "You mean you can't read if you 
don't have clothes on?" What if you 
don't have clothes on but you have black 
shoes on?" 

Mrs. Cole: (Sternly to Bill) "Do you 
have black on your shoes?" 

Bill: "Not on this pair. But I have a 
pair at home that have black stripes. 
Does that count?" 

Mrs. Cole: "Just the shoes on your feet 
now. Do they have black on them?" 

Bill: "No." 

Mrs. Cole: "Then it is not your turn to 
read. If you have black on your shoe 
you may read. Let's begin." (Mrs. Cole 
begins to read and most of the students 
with black on their shoes join her). 
(#339) 

In the above example, several students delay Mrs. Cole's 

reading activity through the use of repetition. Student 

(juestioning influences Mrs. Cole to repeat her directions. 
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which delays the class reading activity. As a result of the 

delay, my field notes reveal that the rest of the class 

takes the opportunity to engage in talking, laughing, and 

poking at one another. The reading activity continues with 

similar student questions resulting with each new direction 

Mrs. Cole provides. After several episodes of the same type 

of student questioning, Mrs. Cole instructs students to "put 

the reading books away" (#341). She then proceeds to lead 

the class in singing several favorite songs. Through both 

participant observation and interviews, I find that the 

students' passive resistance strategy of repetition prevents 

the reading activity. 

According to Mrs. Cole, repetition influences both her 

immediate and long-term instructional goals. Consequently, 

she states that repetition often results in a delay or 

modification of the immediate lesson in which students use 

the micropolitical strategy of repetition. In addition, 

Mrs. Cole says that a time delay in one lesson creates a 

snowball effect, causing delays or even preventing the 

achievement of the day's and week's remaining lessons. 

Interruption 

A second micropolitical passive resistance strategy I 

find in the data is interruption. Students use interruption 

as a micropolitical strategy of passive resistance to 

influence Mrs. Cole. For example, students use 

interruption, as a micropolitical strategy, to break in on 
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teacher-directed activities or instruction they dislike. My 

field notes reveal that student interruption often distracts 

Mrs. Cole, thereby breaking the continuity of her lesson 

instruction. Furthermore, according to my findings, when a 

student or students interrupt Mrs. Cole, the other students 

often use the break in action to begin talking. The 

following field note excerpt demonstrates students' 

abilities to use interruption to influence Mrs. Cole. 

Mrs. Cole is working with two boys 
at a learning center. Brian, who is 
supposed to be reading, tries to 
interrupt her instruction. 

Brian: "Mrs. Cole." {she does not 
respond} "Mrs. Cole." {still no 
response} **Mrs. Cole, can I give the 
gerbil water? {he pauses and pulls on 
her sleeve} Mrs. Cole." {Mrs. Cole 
looks up at Brian.} 

Mrs. Cole: "No Brian you are supposed 
to be reading." {she goes back to 
working with the two boys at the 
learning center} 

Brian: "Mrs. Cole, Mrs. Cole. He 
{gerbil} needs water." 

Mrs. Cole: "Not now." 

Brian: "Mrs. Cole, {slight pause} Mrs. 
Cole, can I move his house?" {Mrs. Cole 
takes a deep breath, looks slightly 
impatient and gets up and moves with 
Brian over by the gerbil cage.} 

Mrs. Cole: "Why? His house doesn't 
need to be moved. Get busy reading, 
Brian." 

Brian; "I don't want to read, I would 
rather feed the gerbil." 

Mrs. Cole; "It is time to read now, 
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maybe later you can feed the gerbil." 

Brian: "Can I read by the gerbil so I 
can watch him?" 

Mrs. Cole: "How are you going to watch 
the gerbil and read at the same time?" 

Brian: "I can do it. I have done it 
before at home. Pleeeeease, can I?" 

Mrs. Cole: "Ok, just make sure you 
read." 

Brian spent what little reading time 
that was left, looking and poking his 
pencil at the gerbil. He never began 
the reading assignment. (#55) 

Brian's use of interruption as a micropolitical strategy of 

influence has consequences not only for himself but for Mrs. 

Cole and his fellow classmates as well. For example, 

Brian's interruption distracts and prevents Mrs. Cole from 

completing her instruction with the two boys at the learning 

center. With the break in instruction and Mrs. Cole with 

Brian at the gerbil cage, the two boys at the learning 

center begin to talk and laugh together. My field notes 

reveal that the boys fail to finish their learning center 

project. Furthermore, as a result of Brian's use of 

interruption, he delays and eventually prevents the 

completion of his own reading assignment, which he appears 

to have little interest in. 

Students also influence Mrs. Cole by interrupting her 

instructional explanations prematurely. When interrupted, 

Mrs. Cole often becomes distracted (i.e., loses her train of 

thought) and fails to complete sentences she starts. For 
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example, Mrs. Cole began explaining an assignment to 

students: 

Mrs. Cole: "If there is any information 
you have learned I want you to" {she 
stops in mid-sentence because Beth 
interrupts her). 

Beth: "I can't find my book." 

Mrs. Cole; "Look in your desk. . ." 

Beth: "I looked in my desk." 

Mrs. Cole: "Look again, it {desk} is 
such a mess." Mrs. Cole helps Beth 
locate her book in her desk. She then 
looks back around the classroom and 
states, "OK, let's get busy." Mrs. 
Cole's initial statement is never 
completed. (#59) 

As evidenced in the above field note excerpt, Beth 

influences Mrs. Cole through the micropolitical strategy of 

interruption. Beth's interruption distracts Mrs. Cole which 

results in her failure to complete an instructional 

assignment. Students explain the influence of interruption 

upon Mrs. Cole in this way: 

Sometimes when someone interrupts 
Mrs. Cole she doesn't finish telling us 
all the things to do and then we don't 
have to do as much or we don't get in 
trouble because we didn't do it because 
we can say you didn't say to do it. 
(#68) 

As revealed from the above field note excerpt, students take 

advantage of Mrs. Cole's distracted state and use the 

situation to prevent or modify their academic assignments. 

If Mrs. Cole questions students about the incompleteness or 

inaccuracy of their work, students, in a unified effort, put 
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the blame back on Mrs. Cole stating that she did not 

originally instruct students to complete the assignment in 

the manner she was now describing. 

Furthermore, instead of interrupting while Mrs. Cole is 

talking, students interrupt a lesson upon the first 

available pause or break in lesson activity. For example, 

according to my field notes, students use interruption even 

with small, momentary breaks in lesson activity that result 

from a cough or sneeze by Mrs. Cole. Other breaks in lesson 

activity are more prolonged, such as a knock at the 

classroom door or an announcement over the public address 

system. Regardless of the cause of the break in 

instruction, my field notes reveal that students use the 

break to interrupt the lesson. According to my data, 

interruption influences Mrs. Cole by distracting, delaying, 

and often preventing her from giving academic instructions. 

For example, I find instances in my data when Mrs. Cole 

reexplains instructions and shortens lesson instructions and 

assignments as a result of student interruption. 

Topic Changes 

A third micropolitical passive resistance strategy I 

find in my data is topic changes. Students use topic 

changing, as a micropolitical strategy, to change or alter 

the topic of Mrs. Cole's conversations and instruction. 

Students state that they use topic changing to avoid teacher 

conversations or activities that they dislike. 
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According to Mrs. Cole, topic changes are distracting 

and even confusing. She notes that topic changes delay 

instruction and even have the potential to prevent 

instruction and academic activities if used excessively. In 

addition, Mrs. Cole notes that she often falls for topic 

changes without initially realizing what is happening. 

However, once she realizes that the class is off topic, she 

works to bring the class discussion back to the 

instructional topic that students are attempting to avoid. 

Mrs. Cole further notes that in her worry and concern over 

students' welfare she sometimes allows herself to be pulled 

off topic in order to meet what she perceives to be a 

greater need of a student or students. 

Students use topic changes in two ways; (1) by 

responding to Mrs. Cole's questions with completely 

unrelated responses and (2) by initiating topic changing 

questions. First, students respond to Mrs. Cole's questions 

by changing the topic with completely unrelated responses. 

For example, the following two student responses by Beth and 

Mark demonstrate students' intentional attempts to change 

the topic of Mrs. Cole's instructional conversation: 

(1) When questioned to whether she had 
located her dictionary guide words, Beth 
responds, "My cousin has a Dalmatian dog 
and it just had puppies. Do you like 
puppies?" (#61) 

(2) When asked about a picture on his 
time line, Mark responds, "Do you know 
what I am going to do after school 
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today? I am going to play with Matt." 
(#234) 

In both of the above cases, the change of topic catches Mrs. 

Cole off guard and changes the content of her instructional 

conversation. In both cases, after making their topic 

changing statements, other students in the classroom 

reinforce the topic change. For instance, in example one, 

students begin to describe their own pets. In example two, 

students begin to describe their after school activities. 

Mrs. Cole allows the conversations to continue for several 

minutes before redirecting the students to her original 

initiated topic. According to Mrs. Cole, having the topic 

of conversation changed by students is not uncommon. She 

further acknowledges that topic changing is distracting and 

delays classroom instruction time. 

I asked students why they frequently attempt to change 

the topic of Mrs. Cole's instructional conversation. My 

initial concern was whether students' topic changing is 

intentional resistance or simply developmental (i.e., 

characterized by developmental innocence). While I am sure 

that students do, at times, change the topic of 

conversations as a result of their developmental innocence, 

students readily admit that they can and do use topic 

changes intentionally and with the goal of preventing 

certain teacher questions, topics, or activities. According 

to students, the topics or questions that they avoid are 

ones they dislike or do not understand. 
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Another way in which students change the topic of Mrs. 

Cole's instructional conversation is by initiating their own 

topic changing questions. My field notes record the 

following example of students' abilities to change the topic 

of Mrs. Cole's academic instruction: 

According to Mrs. Cole's 
instructions, students are to pick out a 
compound word from a large chart she has 
displayed. Several students chose 
incorrect answers and are instructed to 
"keep trying" by Mrs. Cole. Student 
guessing continued on for several 
minutes. Finally, Welsley points to the 
word "haven't" (not the compound word) 
on the chart and says, 

"Hey, isn't that a contraction? I 
remember studying about contractions. 
Now what is a contraction?" 

Mrs. Cole responds affirmatively that 
the word "haven't" is indeed a 
contraction and begins to explain and 
review contractions with the rest of the 
class. As a result of the change in 
topic, the students never did identify 
the compound word and the class soon 
moved on to another activity. (#321) 

As demonstrated in the above field note excerpt, the 

micropolitical strategy of topic changing prevents further 

instructional activity by Mrs. Cole on the topic of compound 

words. When I asked students to explain their topic 

changing strategy in the above example, they respond that 

compound words are difficult and not interesting. Aaron 

states, "We change the topic because it's hard and we didn't 

understand it so we talked about something we understood 

better, like contractions" (#350). Another student, Blake, 
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adds, "It was one [the topic] I didn't like and was boring" 

(#350). Students further comment that they initiate topic 

changing when they want to "get Mrs. Cole to let them do or 

talk about something funer" and to "take up time so we 

didn't have time to do it [the disliked activity or 

instruction]" (#350). In all of the preceding comments, 

students demonstrate their goal for using topic changes as a 

micropolitical strategy, namely to avoid disliked topics and 

activities. Students further state that they dislike an 

activity because it is difficult, uninteresting, or 

incomprehensible. 

Ignoring 

A fourth micropolitical passive resistance strategy I 

find in my field notes is ignoring. Ignoring, as a 

micropolitical strategy, refers to students' purposive 

mental withdrawal from classroom activities. Ignoring often 

prevents the student from experiencing Mrs. Cole's 

instructions and directions. 

I find ignoring to often be a student response to Mrs. 

Cole's requests. The following field note excerpt provides 

an example of how a group of students prevent the success of 

Mrs. Cole's classroom instruction by ignoring her requests 

to get quiet; 

The students and Mrs. Cole are 
seated in the reading circle discussing a 
reading lesson. Every time Mrs. Cole 
calls on a student to answer a question. 
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the rest of the students begin to talk, 
wiggle, and poke at each other. 

Mrs. Cole: (to the class) "Shhhhhhh, we 
need to get quiet." {No response, the 
students ignore her request to get quiet 
and continue their disruptive behavior.} 

Mrs. Cole: "Please, we need to raise 
our hands,if you know the answer to the 
question." {Still no response, several 
students look toward her but then return 
to talking. The entire class ignores 
her request to get quiet and to raise 
their hands.} 

Mrs. Cole: {She calls, rather 
forcefully, the name of a student who is 
talking loudly.} "Mike!" Mike looks 
toward her for a moment and returns to 
his talking. Mrs. Cole pauses for a 
moment and looks unbelievingly at the 
classroom. She then reaches out and 
takes Mike by the arm and moves him over 
to sit by her. "Shhhhhhhhh, 
Shhhhhhhhh." Finally, Mrs. Cole 
announces that the class will sing a 
song (a change in activity). She begins 
singing and the students join in. The 
students succeed in preventing the 
success of her reading lesson. (#35) 

As in the case of the above field note example, the students 

influence Mrs. Cole through the micropolitical strategy of 

ignoring. Ignoring influences Mrs. Cole to forfeit her 

planned lesson in favor of a student preferred activity. In 

other words, ignoring as a micropolitical strategy prevents 

the success of Mrs. Cole's reading lesson and results in a 

change to a more favorable activity for the students, namely 

singing. 



236 

Students also delay and distract classroom activities 

by using ignoring as a micropolitical strategy. An example, 

excerpted from my field notes follows: 

Mrs. Cole instructs several girls 
to read outloud together from their 
reading novel. The girls begin to read. 
After a few moments, Mrs. Cole instructs 
the girls to "stop reading." The girls 
ignore her and continue on reading from 
their books outloud. 

"Girls, would you please stop." 
Again, the girls ignore Mrs. Cole and 
instead begin to read faster and louder. 

Very sternly Mrs. Cole states, 
"Stop! Stop reading! It is someone 
else's turn." The girls finally comply 
with the third request by Mrs. Cole to 
stop reading. One girl, Devin, looks at 
Mrs. Cole and says, "Oh, did you tell us 
to stop?" (#67) 

As described in the above field note, the girls use ignoring 

to delay and distract the reading lesson. According to Mrs. 

Cole, such student behavior results in delays in lessons, 

which often means that her planned activities must either be 

modified, rescheduled, or go uncompleted as a result of 

classroom time constraints. 

According to students, they often use ignoring as a 

micropolitical strategy because of their loss of interest or 

boredom in an activity. Students state that loss of 

interest or boredom occurs most often when academic lessons 

have gone on for an extended period of time. Bored students 

ignore the uninteresting activity and seek other activities 

to stimulate their interest. To ignore uninteresting 
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activities, students say they use their imaginations. 

Matthew explains, "Sometimes I turn my imagination on when 

Mrs. Cole is talking. My imagination takes me somewhere 

else and I don't hear what she is saying" (#247). Thus, 

through the use of his imagination, Matthew ignores Mrs. 

Cole and prevents the activity or conversation that he 

dislikes. 

During interviews, students state that they have good 

imaginations, enjoy using their imaginations, and do so 

frequently. According to students, by using their 

imaginations, they ignore teacher initiated activities, 

events, and instructions that they dislike. 

In addition to using their imaginations, students also 

state that they ignore Mrs. Cole's instruction and 

directions by diverting their attention to other objects or 

people. I find in my data that students especially like to 

divert their attention to objects they bring from home. For 

example, Martha keeps a stuffed toy dog in her desk. She 

explains that when she gets bored, she slips the dog out of 

her desk and places it in her lap. I find that Martha is 

very careful to position the dog in such a way that it can 

be quickly placed back in her desk if need be, and Mrs. Cole 

cannot see it. According to Martha, "I like playing with my 

dog" especially when "the class is doing something I don't 

like. I keep him [the dog] there just in case I get bored" 
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(#243). Martha uses the toy dog to ignore classroom 

activities she dislikes. 

Other students, like Martha, ignore Mrs. Cole by 

diverting their attention toward more interesting objects 

they bring from home. Although the type of object differs 

(e.g., toys, desk accessories, jewelry), the reasons are the 

same: to avoid participating in a disliked classroom 

activity. 

I find students also ignore Mrs. Cole by diverting 

their attention to the actions of other students. For 

example, this often means watching other students build a 

sword from magic markers, twirling a scotch tape receptacle 

around a pencil, or thump themselves on the head with a 

pencil. The above examples are but a few of the many 

activities students use to divert their attention toward the 

actions of other students. My field notes further reveal 

that Mrs. Cole, upon noting one of the above mentioned 

student activities, interrupts her lesson activity in order 

to stop the student diversion and to refocus the class upon 

her lesson activity. My data reveal that this process of 

stopping her lesson to refocus students, both distracts and 

delays Mrs. Cole's lesson instruction. 

In summary, students passively resist Mrs. Cole through 

the micropolitical strategy of ignoring. Ignoring as a 

micropolitical strategy refers to students' purposive mental 

withdrawal from classroom activities they dislike. 
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According to Mrs. Cole, ignoring delays, distracts, and even 

prevents her instruction and academic activities. According 

to students, they use ignoring to avoid or modify Mrs. 

Cole's conversation or activities they dislike. Students 

further discuss the use of their imaginations and the 

diversion of their attention to more interesting objects or 

people as ways to use ignoring. 

Partial Compliance 

I also find students to use partial compliance as a 

micropolitical strategy of passive resistance. Students 

resist Mrs. Cole's instructions and directions through 

partial compliance. Partial compliance refers to student 

conformity to a part of a teacher request but not to the 

entire request. Often, partial compliance is characterized 

by students doing the right thing in the wrong way. For 

example, during a reading lesson Mrs. Cole tells the class 

to read a passage from a novel both outloud and in unison. 

Mrs. Cole uses novels instead of reading textbooks for 

reading instruction. The students immediately begin reading 

outloud, but not in unison. Mrs. Cole stops the class, 

reexplains her instructions, and restarts the class reading. 

The result is a delay in the reading lesson. Several 

episodes of the same pattern of teacher-student interactions 

(i.e., student partial compliance and Mrs. Cole's re-

explanation) consume a considerable amount of lesson time. 
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The following field note excerpt describes another 

example of student use of partial compliance as a 

micropolitical influence strategy: 

During a math lesson, a group of 
boys begin talking and making quacking 
noises with their mouths. The quacking 
noises gradually get louder. Mrs. Cole 
looks sternly at the boys and tells them 
to "stop making that noise." 
Immediately, the boys stop making "that" 
noise (i.e., the quacking sound) but 
quickly convert to a new noise, a 
cheeping noise. The same pattern begins 
again. (#49) 

As evidenced by the above example, the boys resist Mrs. 

Cole's instruction by partially complying with her request. 

Through partial compliance, the boys delay Mrs. Cole's 

lesson. My field notes reveal that the delay occurs when 

Mrs. Cole stops her lesson to reprimand the boys. 

Furthermore, the boys distract the class. My field notes 

reveal that distraction occurs when the class turns their 

attention away from Mrs. Cole and focuses on the activities 

(i.e., noise making) of the boys. 

Review of Passive Resistance 

In summary, the first subcategory of student 

micropolitical influence I developed from the data is 

passive resistance. As compared to aggressive resistance 

(to be discussed later), student passive resistance 

micropolitical strategies are less direct and less 

confrontational. 
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In addition, my research reveals that students are more 

likely to use micropolitical strategies of passive 

resistance than micropolitical strategies of aggressive 

resistance. Passive resistance includes the micropolitical 

strategies of repetition, interruption, topic changes, 

ignoring, and partial compliance. 

As revealed by student interviews, the goal of student 

passive resistance is to delay, distract, modify, or prevent 

teacher initiated activities that students dislike. 

Students have varying reasons for disliking an activity. 

For example, student interviews reveal that students often 

dislike an activity because they do not understand it and do 

not feel confident in succeeding with the activity. 

Students also say they dislike activities if the activities 

are uninteresting or too difficult. On the other hand, 

students also dislike an activity if it is too easy and 

lacks challenge. Regardless of the specific reasons behind 

their dislike of an activity, students use micropolitical 

strategies to avoid the activities they dislike. As Megan 

so simply explains: 

Kids like to do stuff they like. 
If they don't like it they don't want to 
do it. If they don't want to do it they 
figure out how not to do it. (#302) 

Megan's statement seems to represent the comments of all 

students; simply put, students resist activities they 

dislike. 
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Students reveal and explain their passive resistance 

goals mainly during interviews I initiated with them. 

During these interviews, students often provide an example 

of a specific micropolitical strategy when explaining their 

micropolitical goal. For instance, in the following two 

interview excerpts, Matthew and Martha connect their use of 

the micropolitical strategy of ignoring to their goal of 

preventing classroom activities or instruction they dislike: 

Example #1 

Matthew: "Sometimes math is boring, and 
I don't want to do it. I use my 
imagination or find something else to do 
until it is not boring." (#247) 

Example #2 

Martha; "I like playing with my dog 
especially when the class is doing 
something I don't like" (e.g., 
ignoring). (#243) 

Both Matthew and Martha use ignoring as a micropolitical 

strategy to prevent an activity they dislike. In example 

one, Matthew uses ignoring to prevent a boring activity, a 

particular type of math activity. In the second example, 

Martha uses ignoring by diverting her attention to another 

object to prevent a class activity she dislikes. While 

their explanations differ slightly (Matthew describes 

disliking the activity while Martha describes being bored by 

the activity), in both examples, the students use ignoring 

as a micropolitical strategy to prevent participation in the 

classroom activity. 
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I discovered other student micropolitical strategies 

and their goals for using them during student interviews. 

For example, in explaining her use of topic changing as a 

micropolitical strategy, Beth explains, "I change what we 

are talking about because I don't like it. I would rather 

talk about something else" (#240). Beth connects her use of 

topic changing to her dislike of a classroom activity. 

Simply put, when Beth dislikes an activity, she attempts to 

prevent it or avoid it by changing the subject. 

Students also reveal and explain their goals for using 

partial compliance as a micropolitical strategy. For 

example, Blake explains; 

Sometimes I'll do part of what she 
[Mrs. Cole] wants but not all of what 
she wants because I really don't like it 
[the teacher initiated activity]. But 
if I don't do part of it I will get in 
big trouble. (#237) 

In this case, Blake acknowledges he uses partial compliance 

when he does not like an activity. However, he also 

recognizes the potential negative personal outcomes (i.e., 

punishment) that can result from a refusal to do the 

activity. Thus, Blake, in using partial compliance as a 

micropolitical strategy, does enough of the activity to stay 

out of trouble and yet still manages to avoid part of the 

disliked activity. While Blake does not prevent the entire 

activity, he modifies it so he can deal with it better. 
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Another student, Brian, discusses his goal in using 

interruption as a micropolitical strategy. I asked Brian to 

explain why he interrupted Mrs. Cole during a reading 

assignment. Brian explains: 

I didn't want to read, I get tired 
of reading. I like it sometimes 
(reading) but not some stories and not 
doing it for so long. So when I don't 
like it I keep interrupting Mrs. Cole 
and asking her about doing other things 
I like better but she will say, 'go back 
and do your reading'. So I keep trying. 
Sometimes though when I keep 
interrupting and you know, asking and 
asking, she gets tired of me 
interrupting and she will let me do 
something else that I like better. 
(#256) 

According to Brian, interruption is a strategy he uses to 

prevent, delay, or modify activities that he dislikes. 

According to Brian, the strategy of interruption is better 

used through its persistent and often unrelenting use on 

Mrs. Cole. Furthermore, Brian confides that even if Mrs. 

Cole still refuses to modify or forfeit his reading 

assignment, he is able to consume a great deal of time with 

his persistent use of the strategy. As a result, very 

little remaining activity time is available in which he 

actually has to participate in the disliked activity. 

Therefore, if Brian is unable to completely prevent the 

activity, he can still delay or modify it to avoid as much 

of the activity as possible. 

The final micropolitical passive resistance strategy is 

that of repetition. Students also discuss their goals for 
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using repetition as a micropolitical strategy. During a 

small group interview with 4 students, Ralston explains 

students' use of repetition: 

Some kids ask lots of questions on 
purpose and Mrs. Cole has to keep 
repeating herself. . .see the kids 
already know the answers but they ask 
the questions anyway and they ask the 
same questions in different ways. . .so 
then Mrs. Cole, she says the same 
answers over and over. . .it takes a lot 
of time so she don't have time to 
explain everything and we don't have 
time to finish everything. Kids do 
this. . . It keeps kids from having to 
do the things they don't want to do, 
things they don't like. (#277) 

According to Ralston, repetition, used as a micropolitical 

strategy, prevents students from participating in classroom 

activities that they dislike. Furthermore, during my group 

interview, the students acknowledge their ability to 

recognize when other students use micropolitical strategies. 

Students reveal through their comments that they not only 

recognize other students' use of micropolitical strategies 

such as repetition, but often join in to strengthen the 

strategy's impact if it will benefit them individually. 

As evident from the above student interview responses, 

students have definite preferences (i.e., likes and 

dislikes) about the activities they pursue in the classroom. 

When students dislike a teacher initiated activity or 

instruction, they engage in passive resistance 

micropolitical strategies to delay, distract, modify, or 

even prevent the disliked activity or instruction. 
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Subcategory of Student Micropolitical 
Resistance; Aggressive Resistance 

A second subcategory of student micropolitical 

influence I developed from the data is that of aggressive 

resistance. Aggressive resistance refers to bold and often 

confrontational student behavior directed toward Mrs. Cole. 

Mrs. Cole describes such confrontations as being stressful, 

intimidating, and potentially embarrassing for her. Unlike 

passive resistance, aggressive resistance involves 

micropolitical strategies that are much more direct and 

overt. I find students to participate in aggressive 

micropolitical strategies less often than passive 

micropolitical strategies. In fact, overall I find students 

use very few instances of aggressive resistance. 

Students use aggressive resistance almost exclusively 

to prevent teacher initiated activities or instruction that 

they dislike. Students who use aggressive micropolitical 

strategies are more concerned with preventing the disliked 

activity than with modifying or delaying the activity. In 

addition, students who use aggressive micropolitical 

strategies expressed little concern with the personal 

outcome of their strategies (i.e., resulting punishment). 

Micropolitical strategies of aggressive resistance include: 

protesting and using intermediaries (see Figure 4.11). 
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(CATEGORY) 
STUDENT RESISTANCE r3 

(SUBCATEGORY) 

PASSIVE RESISTANCE 
(SUBCATEGORY) 

AGGRESSIVE RESISTANCE! 

1 
(INCIDENTS) 

PROTESTING 

USING 
INTERMEDIARIES 

Figure 4.11 
Student Micropolitical Resistance: 

Incidents of Subcategory of Aggressive Resistance 
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Protesting 

According to my field notes, students aggressively 

resist Mrs. Cole through the use of protesting. Protesting, 

as a micropolitical strategy is an individual (vs. group) 

student expression of intense dissatisfaction intended to 

oppose or challenge disliked teacher statements or actions. 

Student protesting generally takes the form of intense 

verbal objections and arguments. Students use protesting to 

prevent teacher initiated activities and instructions that 

they dislike. According to students, protesting often 

influences Mrs. Cole to rescind her statements or actions 

and conform to student wishes. 

As evidenced by the following field note excerpt, 

students use the micropolitical strategy of protesting to 

oppose Mrs. Cole and to influence her to forfeit assignments 

that they dislike. 

The students are each making their 
own book as part of an academic unit on 
"How books are made." Mrs. Cole has 
instructed the students to add 
illustrations to enhance their books. 
Most students have completed or at least 
begun their illustrations. Mrs. Cole, 
noting that Nick has no illustrations in 
his book, tells him he needs to get busy 
with his illustrations. 

Nick protests: "I don't want to 
illustrate my book." 

Mrs. Cole: "Illustrations help the 
reader understand the book. It will 
make your book better." 



249 

Nick: "No it won't. I don't want to 
add pictures." 

Mrs. Cole; "It will help the reader to 
understand by giving them pictures to 
look at." 

Nick (very adamantly); "It won't." 

Mrs. Cole: "Yes, illustrations are 
important." 

Nick (loudly): "I don't like books with 
pictures. I like books without pictures 
because then I can use my imagination to 
make pictures and my pictures are better 
than the ones in the book. So I don't 
want my book to have pictures." Other 
students are now watching the 
interaction taking place between Nick 
and Mrs. Cole. 

Mrs. Cole; "Everyone in the class is 
using illustrations in their book. You 
don't want to be the only book without 
illustrations." 

Nick; (Nick's body is tense and his 
breathing is rapid and loud. He looks 
like he is going to lose complete 
control. Tears begin to well in his 
eyes) "I said I don't want to illustrate 
my book!" 

Mrs. Cole: Mrs. Cole pauses for a 
moment, "O.K. Nick, (pause) you don't 
have to illustrate your book." 
(#63-65) 

As the result of Nick's protest, Mrs. Cole forfeits Nick's 

illustration assignment. When asked about letting Nick drop 

the illustrations from his book, Mrs. Cole replies, "Nick 

has a good argument for not illustrating his book and he is 

so upset about it" (#81). According to Mrs. Cole, Nick's 

behavior is bothersome, and she feared he was going to lose 

complete control. Mrs. Cole states that it became more 
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important for her to keep Nick from losing complete control 

than it was for her to make Nick illustrate his book. 

According to Mrs. Cole, if Nick was to lose complete 

control, even more of her energy and time would be consumed. 

In addition, Mrs. Cole reveals that direct and overt 

confrontations, such as this one with Nick, are extremely 

stressful and potentially embarrassing for her if she is 

unable to get Nick under control. So, in this case, Mrs. 

Cole's psychological concerns take precedence over her 

pedagogical ones. 

As for Nick, he later states, "I didn't care how much 

trouble I got in. I don't like to draw and I wasn't gonna 

do it" (#113). Nick is never clear on why he so dislikes 

drawing illustrations. However, what is clear is that he is 

not going to draw, no matter what the cost to him 

personally. 

Students also use protesting when they perceive an 

action or statement by Mrs. Cole to be unfair. The 

following field note excerpt provides such an example: 

The students are in line for lunch. 
Several students are pushing and 
accusing each other of cutting in line. 

Mrs. Cole: "We are going to be late for 
lunch because you {i.e., the class} are 
being loud. We are just going to stay 
in this line, we are not going to move 
until everyone {emphasized by Mrs. Cole} 
is quiet." 

Chris (Loudly): "I am being quiet!" 

Mrs. Cole: "No, you're not." 
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Chris: "I am too! It's not fair, they 
are the one's being loud!" 

Mrs. Cole: Looking at Chris, "If 
everyone {i.e., with emphasis} will be 
quiet, we can go to lunch." 

Chris; "It was Paul and Mike who were 
talking! . You said I was talking. I was 
being quiet!" 

Mrs. Cole: "Chris, be quiet." 

Chris: "I was being quiet!" 

Mrs. Cole; "You were being quiet?" 

Chris; "I was quiet." 

Mrs. Cole; "OK, Ok. Let's just walk 
quietly to lunch. Chris, come up here 
and lead us to lunch." Mrs. Cole places 
Chris at the front of the line. 

Chris leads the class to lunch, even 
though everyone is not quiet. Several 
students continue to talk and push each 
other. Chris seems content as he leads 
the class to lunch. (#212) 

In the above field note excerpt, Chris uses the 

micropolitical strategy of protesting to challenge Mrs. 

Cole's statement that "everyone (i.e., including Chris) is 

being loud." In explaining his behavior, Chris states: 

I hate being late for lunch cause 
then you don't get as much free time 
(i.e., students have play time after 
finishing lunch) and I hate it when she 
says everyone is talking and I am not 
and then I miss my free time. (#218) 

According to Chris, he feels Mrs. Cole's punishment (i.e., 

making him late for lunch) is unjust and unfair. He wants 

her to know in a direct and overt way how he feels about her 
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unfair accusation to prevent it from happening again. As a 

result of Chris' continuous and aggressive protesting, Mrs. 

Cole lets the students go to lunch regardless of the noise 

level. My field notes reveal that students are still 

talking in line and had not gotten quiet as Mrs. Cole 

instructed. Mrs. Cole rescinds her original statement that 

"everyone [must be] quiet [before] we can go to lunch." 

Mrs. Cole appears to be more focused on stopping Chris' 

emotional protesting than in getting the rest of the 

students to be quiet in line. This time, Mrs. Cole places 

her psychological concerns over socialization ones. 

In explaining her actions, Mrs. Cole states, "At that 

point, I just wanted to get Chris to lunch so he would 

settle down and be quiet and so I could have some peace. 

Stuff like that [Chris' protesting] can drive you crazy!" 

(#255). With this comment Mrs. Cole reveals her 

susceptibility to students' aggressive behavior. Aggressive 

student behavior fractures her peace. In addition, Mrs. 

Cole notes that she would have felt very embarrassed if 

another teacher, a parent, or the principal had heard or 

witnessed Chris' actions. If they had, Mrs. Cole is afraid 

that they would perceive her to lack the ability to control 

her students and, thus, label her as an ineffective teacher. 

My data further reveal that, as a result of Chris' 

aggressive behavior, Mrs. Cole questions her own behavior. 

She comments that punishing the whole class for the 
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misbehavior of a few students really is not fair. My field 

notes reveal her commenting on trying several new ideas for 

controlling classroom behavior that she perceives to be more 

equitable to all students. 

The following field note excerpt is another example of 

a student, Ralston, protesting what he perceives to be an 

unfair situation: 

Ralston is upset that the girls 
have lined up first to go to lunch. 

Ralston to Mrs. Cole; "Hey, how come 
you let the girls go first?" 

Mrs. Cole: "I didn't have to ask any 
girls to be quiet and to put their hands 
at their sides." 

Ralston; "Girls are your favorite. I 
saw girls talking. The girls were 
talking!" 

Mrs. Cole; "Shhhhh" 

Ralston: "The girls always talk and you 
let them go first every time! It's not 
fair! Girls always get chosen." 

Mrs. Cole; "SHHHHH!" 

Ralston; "Girls can talk and not get in 
trouble but boys can do nothing and get 
in trouble. {Walking extra heavily down 
the hall} "Dumb ol' girls, dumb ol' 
girls." 

Mrs. Cole to Ralston: "Next time, the 
boys can go first, OK. It will be the 
boys turn tomorrow." (#241) 

In the above field note excerpt, Ralston directly protests 

Mrs. Cole's decision to let the girls go first to lunch. 

Ralston bases his protest on the grounds that Mrs. Cole 
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shows favoritism to girls and does not make the girls comply 

to the same behavioral rules as boys. In using protesting 

as a micropolitical strategy, Ralston overtly voices his 

intense dissatisfaction about Mrs. Cole's decision. While 

Ralston's protest does not influence Mrs. Cole to change her 

decision about letting the girls go first to lunch on that 

particular day, it does result in her announcing her 

intention to let the boys go to lunch first the following 

day. My field notes reveal that the boys do go to lunch 

first the following day. 

The following field note excerpt provides yet another 

example of how one student, Paula, uses protesting as a 

micropolitical strategy to prevent doing a teacher requested 

instruction that she dislikes: 

The class is giving their 
individual oral reports on the "sea 
unit." Paula is standing in front of 
the class, ready to give her oral report 
on swordfish. Mrs. Cole is video taping 
each student's report. The students 
will then take turns bringing the video 
tape home to watch with their parents. 
Mrs. Cole turns the camera on and then 
finds a seat between two students. 

Mrs. Cole: "Paula, tell your name and 
the name of your report." 

Paula: "My name? The class already 
knows my name. I don't need to say my 
name? That's silly." 

Mrs. Cole: "Yes you do, for the tape, 
say your name." 

Paula (raises her voice): "I don't want 
to say my name." 
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Mrs. Cole: "Just state your name and 
the title of your report. Not everyone 
who sees the tape will know your name." 

Paula; "They can ask their kid then. 
Their kid knows my name." 

Mrs. Cole: "Hurry up Paula, we have a 
lot of reports to do. Say your name and 
get on with it." 

Paula: "No. I don't want to." (Paula 
starts shaking her head side to side as 
a nonverbal signal for the word no. She 
continues shaking side to side and 
refuses to stop and look at Mrs. Cole. 

Mrs. Cole; "O.K. Paula, just get on 
with your report. You are wasting your 
time and everyone else's as well." 
Paula begins her report without giving 
her name. 
(#85) 

As evidenced in the above example, Paula uses the 

micropolitical strategy of protesting to influence Mrs. Cole 

to rescind her instruction (i.e., for Paula to state her 

name for the camera). According to Paula, she dislikes 

"telling [her] name in cameras" and feels "silly doing it" 

(#131). Furthermore, Paula states, "I'm not going to do 

things that make me look silly" (#131). According to 

Paula's comments, she dislikes and feels self-conscious 

stating her name on the camera. Paula is also willing to 

face the consequences (possible punishment) of her actions 

rather than state her name on the camera. 

In explaining her actions of allowing Paula to give her 

report without stating her name, Mrs. Cole comments: 
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After a point some things just 
don't seem worth it. If I would have 
said anything else she would just have 
argued about it some more. We [class] 
didn't have the time and I didn't have 
the patience or the energy to continue 
arguing with her. (#159) 

In describing her actions, Mrs. Cole states that continuing 

her effort to make Paula conform to her instruction would 

have consumed more time and energy than she was willing to 

give. In addition, Mrs. Cole does not feel that she would 

ever have succeeded in getting Paula to conform to her 

instruction. As a result, Paula succeeds in giving her 

report without stating her name. 

In summary, students aggressively resist Mrs. Cole 

through the use of protesting. Protesting, as a 

micropolitical strategy, is an individual (i.e., vs. group) 

student expression of intense dissatisfaction intended to 

directly oppose or challenge disliked teacher statements or 

actions. Student protesting generally takes the form of 

intense verbal objections and arguments. Students use 

protesting to prevent teacher initiated activities and 

instructions that they dislike. According to students, 

protesting often influences Mrs. Cole to rescind her 

statements or actions and support student wishes. 

Using Intermediaries 

Students also aggressively resist disliked teacher 

actions through the use of intermediaries. Intermediaries, 

in a micropolitical sense, are student supporters who 
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intervene between Mrs. Cole and the student for the purpose 

of preventing teacher initiated activities or instructions 

that students dislike. Two students describe their 

micropolitical intermediary use in the following field note 

excerpt: 

Sam: "We don't get in trouble very 
much. When we have been in trouble is 
when the whole class has to sit down 
during recess. We are not talking but 
the whole class has to sit down because 
a few kids are talking." 

Megan: "Like if someone starts talking 
and they get in trouble, we all get in 
trouble. Then we have to sit down and 
miss out on play time." 

Sam: "We didn't like it and we told 
Mrs. Cole but she wouldn't listen to us 
and we were afraid we were going to get 
in trouble. So we told our parents 
about it, like how unfair it was and 
that it wasn't our fault and that Mrs. 
Cole wouldn't listen to us. But now we 
don't have to do it [miss play time] 
anymore because we told our parents." 

Megan; "Our parents talked to [the 
principal]. Now Mrs. Cole can't do that 
anymore. She can't make us sit down 
when it's someone else's fault." (#97) 

As evidenced in the above field note excerpt, students use 

their parents and the principal as intermediaries to 

successfully influence Mrs. Cole to change her actions. 

According to the students, the use of intermediaries is a 

last resort. For example, students state that they will 

seek to influence Mrs. Cole first on their own but if they 

are unsuccessful, they will then seek intermediary support 

of parents and the principal. According to Mrs. Cole, 
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student use of intermediaries is intimidating, especially in 

cases where, in hind sight, she feels that she did not use 

her best judgment in dealing with students. 

Review of Aggressive Resistance 

In review, the second subcategory of student 

micropolitical influence developed from the data is that of 

aggressive resistance. Aggressive resistance refers to bold 

and often confrontational student actions directed toward 

Mrs. Cole. Micropolitical strategies of aggressive 

resistance include protesting and the use of intermediaries. 

According to Mrs. Cole, such confrontations are 

stressful, intimidating, and potentially embarrassing for 

her. Unlike passive resistance, student aggressive 

resistance involve micropolitical strategies that are much 

more direct and overt. I find students to participate in 

aggressive micropolitical strategies less often than passive 

micropolitical strategies. For instance, I actually 

witnessed (i.e., through participant observation) only four 

instances of student use of protesting as an aggressive 

micropolitical strategy. I conducted student and teacher 

interviews to triangulate each of the protesting instances I 

witnessed. I did not witness any instances of student use 

of intermediaries as an aggressive micropolitical strategy. 

Students reveal the strategy of intermediaries through their 

interview comments and admit that they use the strategy 

infrequently as a last resort. 
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As revealed by student interviews, the goal of student 

aggressive resistance is to prevent teacher initiated 

activities or instruction that students intensely dislike. 

Students reveal and explain their aggressive resistance 

goals mainly during interviews. During these interviews, 

students describe and explain their micropolitical 

strategies and intended goal outcomes. For example, 

students connect their use of protesting as a micropolitical 

strategy of resistance to achieving their goal of avoiding 

or preventing an intensely disliked teacher activity. The 

following two student interview excerpts describe this 

connection; 

Welsley: "Some things aren't fair. 
Kids let Mrs. Cole know that they don't 
like it and that it's not right and that 
they aren't going to do it so she can 
change her mind." (#271) 

Blake: "We tell her [Mrs. Cole] because 
we don't like it, we hate it, we can't 
stand it. . .we let her know how we 
feel, like how it isn't fair. When she 
knows how strongly we feel and that we 
are going to feel that way until she 
changes it she will change her mind." 
(#272) 

In both Welsley's and Blake's interview excerpts, they begin 

their comments by stating their intense dislike or even 

hatred for a particular activity or instruction that Mrs. 

Cole expected them to conform to. In addition both coiiments 

demonstrate Welsley's and Blake's intentional abilities to 

present their feelings to Mrs. Cole in the form of a 
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protest. The students express their strong dislike of a 

specific activity or event, describe their feelings, 

announce their intentions, and then wait to see what Mrs. 

Cole will do. Furthermore, I find in my data that students 

who protest certain teacher initiated instructions or 

decisions are usually not interested in compromise with Mrs. 

Cole but rather in having their own conditions met, which 

usually means Mrs. Cole has to forfeit a particular decision 

or instruction. 

According to students, they use micropolitical 

aggressive resistance strategies when they feel intense 

dislike. Intense dislike of an activity results in students 

using micropolitical strategies without regard to the 

personal outcome of their actions (i.e., potential 

punishment). 

Students also reveal and discuss their micropolitical 

goals as they describe their use of intermediaries as a 

micropolitical strategy to influence Mrs. Cole. For 

example, Devin states, "If something is really bad and we 

can't stop it, and Mrs. Cole won't listen to us, we tell our 

parents because she [Mrs. Cole] listens to parents" (#291). 

According to Devin, she uses intermediaries as a 

micropolitical strategy under the following three 

circumstances: (1) when the situation is severe, (2) when 

other strategies fail to prevent the disliked activity and 

when she can not perceive any other way of preventing or 
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avoiding the situation, and (3) when she cannot get Mrs. 

Cole to agree with her concerns. 

Furthermore, according to all students' interview 

comments, parents have more power with Mrs. Cole than 

students do; therefore, students use parents to accomplish 

what they cannot and yet want in the classroom. Another 

student, Megan, echoes the same thoughts when she states, 

"Sometimes my Mom will tell Mrs. Cole if I don't like 

something and don't want to do something and Mrs. Cole won't 

make me do it" (#293). As this comment reveals, parents are 

strong intermediaries that student use to avoid or prevent 

classroom activities they dislike. 

As evident from all the above interview responses, 

students are able to identify and strategically resist 

teacher initiated activities that they strongly or intensely 

dislike. Although discussed earlier under the subcategory 

of student passive resistance, it should be noted again that 

individual student reasons for disliking a teacher initiated 

activity are extremely varied. For example, students 

mention such reasons as fear of failure, fear of peer 

rejection, lack of comprehension, and boredom as reasons for 

disliking an activity. However, regardless of individual 

student's reasons for disliking a teacher initiated 

activity, all students (i.e., as revealed through both 

student interviews and participant observation) use 



262 

aggressive micropolitical influence strategies to prevent 

activities they intensely dislike. 

Consequences of Student Passive and Aggressive 
Micropolitical Resistance on the Teacher 

According to Mrs. Cole, students' use of 

micropolitical strategies of resistance, both passive and 

aggressive, are very influential on her both professionally 

and personally. She explains: 

While I wish students would always 
cooperate with everything I say and do, 
I certainly don't expect that. I think 
that's [student resistance] part of 
teaching. So some [emphasis added by 
Mrs. Cole] resistance is beneficial, it 
helps me to know how the students are 
reacting to what I am doing. It gives 
me feedback. Helps me to re-adjust my 
teaching or makes me aware of student 
needs. (#321) 

In the above interview excerpt, Mrs. Cole reveals that she 

expects and benefits from some student resistance. 

According to Mrs. Cole, she uses the feedback she gains from 

student resistance to help her to evaluate and readjust her 

teaching to meet students needs. 

However, Mrs. Cole acknowledges that student strategies 

of resistance that are excessive and occur continuously have 

negative consequences for her. In explaining the negative 

effects of excessive student resistance, Mrs. Cole changes 

the focus of her interview comments from her students to 

herself. She states; 
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When it [student resistance] is 
excessive or aggressive and continuous 
{emphasis added by Mrs. Cole}, and 
nothing I do works, then it really 
affects me negatively. It affects me 
professionally as a teacher. I wonder 
if I am doing a good job, if I am a good 
teacher. And that affects me 
personally. You can't help but feel 
depressed personally if you feel you are 
not performing well. (#327) 

Mrs. Cole uses the terms excessive, aggressive, and 

continuous to describe student micropolitical strategies 

that have negative affects on her. For the most part, she 

is describing the aggressive resistant student strategies of 

protesting and the use of intermediaries. However, Mrs. 

Cole also identifies excessive use of passive student 

strategies such as ignoring, topic changes, partial 

compliance, interruption, and repetition, as having negative 

consequences on her. 

I asked Mrs. Cole to describe specifically the negative 

consequences she experiences from students' excessive, 

aggressive, and continuous micropolitical strategies of 

resistance. In her answer, she links such student 

micropolitical strategies of resistance to feelings of 

professional incompetence, personal discouragement, job 

dissatisfaction, and fatigue. 

In referring to her feeling of professional 

incompetency, Mrs. Cole states, "you're afraid you're not a 

good teacher, even though you know you are, you worry that 

maybe you have lost it. You feel like a failure as a 
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teacher" (#327). According to Mrs. Cole, when students use 

excessive and aggressive forms of resistance in the 

classroom, she feels that she is not a good teacher, that 

she has failed in her professional role to control student 

behavior and to motivate students to learn. 

Mrs. Cole explains that students' excessive and 

aggressive use of micropolitical resistant strategies create 

within her feelings of personal discouragement. In 

discussing personal discouragement, she states: 

I sometimes feel like I am just not 
making a difference. . . .You try so 
hard and you feel like hey, I'm not 
reaching the students or meeting their 
needs, emotionally, academically or in 
any way. And they're not wanting to 
learn. It can be really discouraging. 
I carry it home with me. It makes you 
feel down, like you can't do anything 
right. It creates a very negative kind 
of mood. My husband notices it right 
away. (#334) 

Mrs. Cole links her feelings of professional incompetence 

(i.e., failure as a teacher) to her feelings of personal 

discouragement. She explains that when she feels like a 

failure at school, it affects her personal life away from 

school. Mrs. Cole describes an overwhelming sense of 

discouragement as resulting from her perceived professional 

incompetence. She describes the discouragement as a state 

of depression that follows her from school to home. She 

characterizes the state of depression with feelings of 

worthlessness, uselessness, and feelings of inability to 
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accomplish even the smallest of personal tasks such as 

cooking. 

Mrs. Cole also comments on the consequences of 

excessive and aggressive student resistant strategies on her 

job satisfaction. She explains, "In those instances when 

I'm discouraged, I wonder if it is all worth it, you know 

that maybe I should do something else. You feel very 

dissatisfied" (#325). According to Mrs. Cole's above 

comment, she links excessive and aggressive student 

resistant strategies to her sense of job dissatisfaction. 

She acknowledges that during those occasional times when she 

experiences feelings of professional incompetence and 

personal dissatisfaction, she often has feelings of 

dissatisfaction about her job. For example, she feels that 

the pay is too low, that the students are too lazy, that 

parents are unsupportive, and that the expectations (i.e., 

by parents, principal, and the community) for what she must 

accomplish in the classroom are too high. 

Mrs. Cole also cites physical fatigue as a negative 

consequence of excessive and aggressive student resistant 

micropolitical strategies. According to Mrs. Cole, dealing 

with student resistant micropolitical strategies often 

creates extra work for her. She explains that student 

resistance results in delays and distractions in classroom 

instruction and learning. From the delays and distractions, 

valuable classroom time is lost. When classroom time is 
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lost, Mrs. Cole has to rework her schedule and lesson plans, 

and often has to stay late or take work home in order to 

catch up or to get back on her academic schedule. The extra 

work, on top of an already full work day results in what 

Mrs. Cole terms as fatigue. She describes fatigue as 

physical, mental, and emotional exhaustion. Furthermore, 

according to Mrs. Cole, excessive and aggressive student 

resistance strategies require extra amounts of her personal 

energy and patience, leaving her fatigued. 

Review of Student Resistance 

Summary of Student Resistance 
Micropolitical Strategies 

I find two subcategories of student micropolitical 

resistance toward the teacher in my data (see Figure 4.12). 

They are passive student resistance and aggressive student 

resistance. 

Passive micropolitical strategies of resistance are 

less direct and less confrontational than aggressive 

micropolitical strategies of resistance. In addition, 

students participate in passive resistance more often than 

in aggressive resistance. I find two major reasons for this 

preference in my data. First, passive micropolitical 

strategies of resistance are generally thought by students 
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to work effectively. Second, passive micropolitical 

strategies of resistance conform to student role 

expectancies. Students, through both past and present 

experiences, are socialized to behave as compilers in the 

classroom; therefore, students perceive passive 

micropolitical strategies as a more temperate and restrained 

way to show resistance. Passive resistance micropolitical 

strategies include repetition, interruption, topic changes, 

ignoring, and partial compliance. 

My research also reveals that students usually try 

passive resistance first to resist a teacher initiated 

activity or instruction that they dislike. If passive 

resistance fails to resist the teacher initiated activity or 

instruction, students have two choices: (1) to modify or 

change their goal so as to participate in the disliked 

activity, or (2) to use aggressive resistance micropolitical 

strategies. Students use aggressive resistance only in 

cases where they experience an intense and almost unbearable 

dislike of an activity. 

Aggressive student micropolitical influence refers to 

bold and often confrontational student behavior directed at 

resisting a teacher initiated activity or instruction that 

students intensely dislike. Mrs. Cole describes such 

confrontations as stressful, intimidating, and potentially 

embarrassing for her. Unlike passive resistance, aggressive 

resistance involves micropolitical strategies that are much 
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more direct and overt. Students who use aggressive 

micropolitical strategies are more concerned with preventing 

the disliked activity than with any punishments that their 

strategic use might cause them. Micropolitical strategies 

of aggressive resistance include protesting and the use of 

intermediaries. 

Summary of Student Resistance 
Micropolitical Goals 

According to student interviews, the students' goals 

for using micropolitical strategies of passive resistance 

(i.e., repetition, interruption, topic changes, ignoring, 

and partial compliance) is to delay, distract, modify, or 

prevent teacher initiated activities that students dislike. 

My data further reveal that students have varying and 

diverse reasons for disliking a particular activity. 

Reasons for student dislike of an activity include; a lack 

of comprehension of the activity, a fear of failure, a fear 

of peer rejection, and boredom. In other words, students 

often say they dislike an activity because they do not 

understand it, do not feel confident in succeeding in the 

activity, and are, therefore, afraid of possible failure of 

the activity. According to students, failure of an activity 

results in self-embarrassment and possible rejection by 

peers. Moreover, students say failure results in the 

disappointment of their parents, which often leads to parent 

initiated punishment. Students also mention their dislike 
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Of an activity based on their already proven attainment of 

the task and resulting boredom with doing a task that has 

little or no challenge to them. 

Unlike aggressive micropolitical strategies of 

resistance, students who use passive micropolitical 

strategies of resistance take into account the possible 

consequences of their actions. In using passive 

micropolitical strategies, students attempt to prevent 

disliked activities without getting into much, if any, 

trouble. Students for the most part are not willing to risk 

punishment to prevent the disliked activity. Thus, in many 

cases, when students realize that preventing the activity is 

unrealistic and will cause them to get into trouble, will 

compromise. For example, instead of preventing the 

activity, students attempt to delay, distract, or somehow 

modify the disliked activity. Thus, while students do not 

completely prevent the entire activity, they delay, 

distract, or modify it to lessen the disliked activity's 

impact. 

In comparison, students' interview statements reveal a 

similar but more inflexible student goal for using 

micropolitical strategies of aggressive resistance (i.e., 

protesting and using intermediaries). According to 

students, the goal of student aggressive resistance is to 

prevent teacher initiated activities or instruction that 

students intensely dislike. In aggressive resistance. 
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Students are less interested in delaying, distracting, or 

modifying disliked teacher initiated activities or 

instructions and more interested in preventing disliked 

teacher initiated activities or instructions. Students 

explain that they use aggressive resistance strategies when 

they feel intense dislike about an activity or instruction. 

This intense dislike results in students using 

micropolitical strategies without regard to the risks of 

punishment resulting from their actions. Students use 

aggressive micropolitical strategies rarely, but when they 

do, they are not interested in compromise with Mrs. Cole but 

rather in having their own conditions met, which means they 

expect Mrs. Cole to rescind a particular decision or 

activity. 

In analyzing both of the above goals of student 

resistance, one culminating (i.e., inclusive of both student 

passive and aggressive goals) goal emerges. The culminating 

goal of student resistant strategies is to delay, distract, 

modify, or prevent teacher initiated activities and 

instructions that students dislike. I used student 

interviews and participant observation to discover and 

corroborate this culminating goal. 

Summary of Conseguences of Student Resistant 
Micropolitical Strategies on the Teacher 

According to Mrs. Cole, students' micropolitical 

strategies of resistance (i.e., both passive and aggressive 
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resistance) are very influential on her both professionally 

and personally. She states that a limited amount of passive 

student resistance is both beneficial and expected. 

According to Mrs. Cole, she uses the feedback she gains from 

student passive resistance to help her redirect her teaching 

to better meet student needs. 

However, Mrs. Cole says that student micropolitical 

strategies of resistance that are excessive, aggressive, and 

occur continuously have negative consequences for her. For 

the most part, Mrs. Cole is describing the aggressive 

resistant student strategies of protesting and the use of 

intermediaries. However, she also identifies excessive use 

of passive student strategies such as ignoring, topic 

changes, partial compliance, interruption, and repetition as 

having negative consequences for her. Negative consequences 

include feelings of professional incompetence, personal 

discouragement, job dissatisfaction, and fatigue. 

Section Summary 

In the first part of this section, I defined and 

described the subcategories and incidents that comprise the 

micropolitical influence category of student resistance. In 

doing so, I accomplished three tasks: (1) I described the 

micropolitical resistance strategies that the students use 

to influence Mrs. Cole, (2) I described the goals the 

students have for engaging in the micropolitical strategies 

of resistance, and (3) I explained the consequences of 
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student micropolitical resistance strategies on Mrs. Cole. 

In the second part of this section, I accomplish the same 

tasks with the micropolitical influence category of student 

cooperation. 
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Category of Student Cooperation 

Introduction 

As previously mentioned, I discovered two categories of 

student micropolitical influence toward the teacher in my 

data, namely student resistance and student cooperation. In 

this section, I discuss the second micropolitical category 

of student influence toward the teacher, namely that of 

student cooperation. Students achieve cooperation through 

an exchange process that results in common or mutual benefit 

for both themselves and Mrs. Cole, their teacher. Reduced 

to a catchphrase, the cooperative exchange process revealed 

between Mrs. Cole and her students can be expressed as "You 

scratch my back, and I'll scratch yours." Thus, the student 

does something for Mrs. Cole, and in return Mrs. Cole does 

something for the student. Both Mrs. Cole and the student 

gain from this exchange, in that they both experience 

rewards. 

The culminating goal of student cooperation, as 

discovered and corroborated through student interviews, is 

based on the exchange described above. Students state that 

they cooperate with Mrs. Cole in exchange for rewards. 

Rewards, as mentioned by all students throughout the study, 

revolve around student preferences. Some students prefer 

rewards that allow them to socialize with other students, 

while other students prefer more esteem types of rewards 

such as teacher praise and recognition. Students have 
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definite preferences about the types of rewards they value 

and the types of activities that they find rewarding. For 

example, Blake states: 

Students cooperate [with an 
activity] if they like it, think it's 
fun or if they can get to do something 
they think is fun later because they did 
it. (#30i) 

Blake's comment represents several themes revealed by all 

classroom students (i.e., during interviews I conducted with 

each student). First, students cooperate if they find an 

activity to be rewarding. Second, students acknowledge 

their willingness to cooperate with a teacher activity if, 

as a result of participating in the teacher initiated 

activity, they are rewarded by being allowed to choose and 

participate in a later activity that they prefer. 

As I describe throughout this section, students 

exchange their cooperation with Mrs. Cole for preferred 

rewards, which include opportunities to pursue their own 

preferences in the classroom. However, I find one 

exception, at times students exchange their cooperation for 

leniency from Mrs. Cole in regard to student misbehavior. 

In other words, student base their cooperative exchange on 

minimizing the consequences of unpleasant types of 

situations. 
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Subcategories of Student 
Micropolitical Influence 

Students do exchange their cooperation through 

micropolitical strategies. I find in my data eight 

subcategories of student micropolitical cooperation. These 

include: self-concept confirmation, sensitivity, nonverbal 

immediacy, reward association, assuming a teaching role, 

listening, following directions, and achievement (see Figure 

4.13). 

I will discuss micropolitical strategies of student 

cooperation in three ways. First, I will thoroughly define 

and describe each micropolitical strategy in terms of the 

influence upon the teacher, Mrs. Cole. Secondly, after 

defining and discussing all eight micropolitical strategies, 

I will discuss the students' goal (i.e., as identified by 

students) for using the micropolitical strategies. Thirdly, 

after discussing students' micropolitical goals, I will 

discuss the consequences of the students' micropolitical 

strategies on the teacher (i.e., as identified by the 

teacher, Mrs. Cole). 

I will use excerpts from my field notes throughout to 

illustrate each micropolitical strategy and to give voice to 

teacher and student statements. I will continue to use 

teacher and student pseudonyms for anonymity purposes. I 

begin my discussion of the eight student micropolitical 

cooperative strategies with the strategy of self-concept 

confirmation. 
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Self-Concept Confirmation 

The first micropolitical cooperative strategy I find in 

my data that students use to influence Mrs. Cole is self-

concept confirmation. Self-concept confirmation refers to 

efforts by students to help Mrs. Cole feel good about 

herself. 

To utilize self-concept confirmation as a 

micropolitical strategy, I find students directly compliment 

Mrs. Cole. For instance, I heard students make such 

comments as "You are so pretty," "I like your dress," and 

"You're the best teacher in the world" in effort to 

compliment Mrs. Cole. When I ask students to explain such 

compliments as those given above, one student, Matthew, 

answers; 

Students all the time do this, they 
say "Your so pretty," "I love you," "I 
like you," "Your the nicest teacher I 
have ever had." When you (i.e., a 
student) say those things, that helps 
Mrs. Cole feel good about herself and it 
helps the student. Because see, Mrs. 
Cole tells them more things. She tells 
them things before she tells the rest of 
the class. And you get to do more of 
the things you like to do. You can then 
be a teacher pet and favorite. (#15) 

As evidenced by the above field note excerpt, Matthew notes 

that self-concept confirmation, used as a micropolitical 

strategy, benefits both Mrs. Cole and the student using it. 

Mrs. Cole receives verbal support by the students that 

enhances her self-esteem. The students in return receive a 
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reward from Mrs. Cole by getting to participate in classroom 

activities that they prefer. 

Furthermore, I find students to influence Mrs. Cole by 

complimenting her in front of others including the 

principal, parents, other students, and other teachers. As 

Welsley explains, "We try to make Mrs. Cole feel good by 

telling other people what a good teacher she is" (#313). 

Furthermore, according to the students, when Mrs. Cole feels 

good, she is more likely to reward students. For example, 

Devin explains; 

If the principal doesn't think Mrs. 
Cole is doing a good job or doesn't know 
she is doing a good job then she might 
not get to teach anymore, she would lose 
her job or say if the parents didn't 
like her there would be trouble and she 
would lose her job so it is important 
that we tell them [others]. Sometimes 
we tell Mrs. Cole about what we say. 
She likes that. And sometimes, like if 
we tell the principal or our parents, 
then they will tell Mrs. Cole what we 
said and she will thank us and let us do 
something special. (#315) 

As revealed by Devin's above comments, students assign great 

importance to the opinions others hold concerning Mrs. Cole, 

especially the principal and parents. To support their 

opinion, students have various examples of teachers who, 

according to others' perceptions (i.e., principal, parents), 

did not do a good job teaching and as a result lost their 

jobs. It is interesting to note that the students view both 

the principal and the parents as evaluators of Mrs. Cole's 

job performance, who both have power over her job security. 
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Students, in using self-concept confirmation as a 

micropolitical strategy, act as intermediaries between Mrs. 

Cole and her perceived evaluators. Students reward Mrs. 

Cole by making her look good to her evaluators, and in 

return students state that Mrs. Cole rewards them by allowing 

them to engage in classroom activities that they prefer, 

like playing board games with fellow students, reading 

library books, building objects with lego blocks, and 

visiting with friends. 

In addition, students say that self-concept 

confirmation as a micropolitical strategy results in Mrs. 

Cole's understanding and leniency toward student 

misbehavior. For example, Paul and Jamie have the following 

to say; 

Paul; "We say things that make her 
[Mrs. Cole] feel good and when she feels 
good she lets us do more of the things 
we like, like giving us extra free time 
or letting us work with our friends. 
It's also easier to talk her out of 
making us do things we don't want to do 
when she feels good and is happy." 
(#315) 

Jamie: "If we say things that help Mrs. 
Cole, like telling others she is a good 
teacher and saying nice things to her, 
then if we do something bad and we would 
usually get in a lot of trouble for it, 
we wouldn't get in so much trouble 
because she appreciates what we have 
done." (#315-316) 

According to the statements of Paul and Jamie, they reward 

Mrs. Cole in two ways: (1) through their own initiated 

compliments made directly to Mrs. Cole, and (2) by 
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complimenting Mrs. Cole indirectly to significant others who 

students perceive to have the authority and power to 

evaluate the effectiveness of Mrs. Cole's job performance. 

According to Paul and Jamie, both ways positively influence 

Mrs. Cole's self-esteem, i.e., meaning that she feels good 

about herself. And, when Mrs. Cole feels good about 

herself, students state that she is more willing to reward 

them by allowing them to pursue their own favored activities 

in the classroom. In addition, students state that Mrs. 

Cole demonstrates understanding and leniency toward student 

misbehavior. Thus, self-concept confirmation as a 

micropolitical cooperative strategy results in common or 

mutual benefits for both students and Mrs. Cole. 

Sensitivity 

The second micropolitical cooperative strategy I find 

in my data that students use to influence Mrs. Cole is 

sensitivity. Students use sensitivity by acting in a warm 

and empathic manner toward Mrs. Cole in order to communicate 

their care and concern for her. For example, I record Chris 

and Devin making the following comments to me that represent 

their sensitivity toward Mrs. Cole; 

Chris: "We are being quiet today 
because Mrs. Cole has a sore throat and 
she can't talk very much." (#42) 

Devin: "Mrs. Cole is upset today, we 
are trying to be good so she won't get 
more upset." (#89) 
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In both of these comments, Chris and Devin demonstrate their 

ability to recognize Mrs. Cole's moods and problems and to 

respond in a sympathetic manner toward her. Students make 

other comments that demonstrate their sensitivity toward 

Mrs. Cole. For instance, I record students making the 

following comments directly to Mrs. Cole; 

Welsley: "Are you feeling o.k. Mrs. 
Cole?" (#42) 

Ralston: "What's wrong, Mrs. Cole? Are 
you o.k.?" (#46) 

Mark; "Mrs. Cole, you look tired." 
(#97) 

Again, these comments reveal student sensitivities toward 

Mrs. Cole. According to student interview comments, the 

lengthy and constant contact students have with Mrs. Cole 

helps them to know her—her moods, methods, and habits. 

Therefore, because of the lengthy and constant contact they 

have with Mrs. Cole, students state that it is easy to 

notice if she acts differently and if something seems wrong 

with her. 

As a micropolitical strategy, sensitivity rewards Mrs. 

Cole by showing her that students care about her. Through 

their sensitivity, students show sympathy to Mrs. Cole's 

moods and problems. In return for their sensitivity, 

students expect two rewards from Mrs. Cole. First, students 

state that they expect the same kind of sensitivity from 

Mrs. Cole toward their own moods and problems. For 
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example, Mark states, "If we help her [Mrs. Cole] when she 

feels bad or needs something or something bad has happened 

then she will help us with the same when we need it" (333) . 

Secondly, students state that they expect Mrs. Cole to allow 

them to participate in preferred types of classroom 

activities. Students mention extended recess time, classroom 

free time, special snacks, movies, and games as classroom 

activities that they prefer. 

Nonverbal Immediacy 

A third micropolitical cooperative strategy I find in 

my data is nonverbal immediacy. Nonverbal immediacy, as a 

micropolitical strategy, refers to student use of nonverbal 

cues that communicate an interest and affection toward Mrs. 

Cole. For example, students use nonverbal cues such as 

direct and attentive eye contact, smiles, body position 

(i.e., standing and sitting close to Mrs. Cole), and hugs as 

physical gestures of cooperation that are indicative of 

immediacy. In describing nonverbal immediacy as a 

micropolitical strategy, my field notes reveal the following 

statement by Marsha: 

Marsha: "We keep our eyes on her [Mrs. 
Cole] while she is talking. We look 
right at her. Not looking at other 
people or turning around. Straight at 
her. And we smile so she will think we 
like her. And we do other things to 
make her know we like her, like sit by 
her during special programs. Sometimes 
we even fight over who is going to sit 
by her. And we hug her a lot. Even 
when we go out the door to P.E. 
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[physical education] we will stop and 
give her a hug." (#321) 

According to students, all of above mentioned nonverbal 

immediacy cues (i.e., eye contact, smiles, position, hugs) 

communicate student interest and affection toward Mrs. Cole. 

Furthermore, students perceive these behaviors to be 

rewarding to Mrs. Cole's self-esteem. Micropolitically, 

students state that their immediacy behaviors influence Mrs. 

Cole to engage in reciprocal feelings of interest and 

affection toward them. Students describe Mrs. Cole's 

interest and affection toward them as being an intrinsic 

reward. Students say they experience feelings of 

confidence, encouragement, and pride when Mrs. Cole 

communicates interest and affection toward them. 

Furthermore, students state that their nonverbal 

immediacy behaviors influence Mrs. Cole to reward them with 

extrinsic types of rewards. For example, students mention a 

wide variety of extrinsic rewards such as getting chosen to 

help in the classroom, getting to be a line leader, getting 

to go first to lunch or physical education, getting prizes 

(i.e., stickers, marks, snacks), getting to choose their 

classroom seats, getting extra free time, and getting extra 

attention from Mrs. Cole. 

Reward Association 

The fourth micropolitical cooperative strategy I find 

in my data is reward association. Reward association is 
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Characterized by students presenting themselves as important 

figures who can reward Mrs. Cole for her association with 

them. The basic message can be expressed as "you will gain 

something from your association with me." While students 

are eager to reward Mrs. Cole for her association with them, 

it is clear (i.e., through student interview comments) that 

in return, students expect to benefit from their actions. 

Students reward Mrs. Cole by providing her with favors, 

information, and resources. For example, students often 

reward Mrs. Cole with special favors. Such student favors 

include straightening up books, cleaning erasers, cleaning 

desks, and picking up paper off the floor. 

Students also reward Mrs. Cole with information they 

perceive will be of value to her. For the most part, 

student supplied information comes in the form of tattling 

on other students. For example, I heard Lee comment to Mrs. 

Cole upon her return from the school office, "While you were 

gone Chris was out of his seat and bothering Jamie" (#121). 

Mrs. Cole on receiving this information from Lee, thanks him 

and verbally reprimands Chris. 

At other times, students offer to bring special 

resources from home that they think Mrs. Cole will value. 

For example, when assigned a report on the sea squid, Paul 

buys an actual squid and brings it to school to provide Mrs. 

Cole with a teaching resource. According to Paul, for 

bringing this prized classroom resource he expects to 
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receive a good grade on his report. In addition, Paul 

expects recognition and praise from Mrs. Cole conducted in 

such a way that all students will recognize how important 

and valued his efforts are to Mrs. Cole. My data reveal 

that Mrs. Cole does indeed meet Paul's expectations. To the 

entire class, she brags about and praises Paul's efforts in 

bringing the squid. She further requests that Paul pass the 

squid around the class so that each student can see it. In 

addition, according to Paul, he received a good grade on his 

report. 

According to my data, students bring the following 

types of special resources to class while using reward 

association as a micropolitical strategy; live animals and 

insects (guinea pigs, hamsters, gerbils, ants, crickets, 

grasshoppers, bugs, dogs, cats, and fish), nature items 

(clams, shells, rocks, plants, shark) plus other related 

classroom items such as books and photographs. In addition, 

students bring items specifically chosen to please Mrs. Cole 

such as flowers, drawings, snacks, and gifts. 

According to individual interviews I conducted with 

each student, all students acknowledge using reward 

association at some point or time during the present school 

year. Students also reveal their ability to recognize and 

acknowledge other students' use of reward association. 

Students refer to other students who excessively use the 

micropolitical strategy of reward association as teacher's 
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pets. According to students, teacher pets get to do special 

things for Mrs. Cole, do not have to work as hard 

academically in class as the other students, receive good 

grades from Mrs. Cole, and rarely get in trouble even if 

they are doing something wrong. 

Thus, as a micropolitical strategy, students say that 

reward association benefits both themselves and Mrs. Cole. 

Mrs. Cole receives rewards that include student favors, 

information, and resources. Mrs. Cole, in return, rewards 

students with special attention, recognition, privileges, 

and increases in leniency and understanding toward student 

misbehavior. 

Assuming a Teaching Role 

I also find students to assume a teaching role in order 

to influence Mrs. Cole. As a fifth micropolitical 

cooperative strategy, assuming a teaching role refers to 

student instruction or direction aimed at fellow classmates 

for the purpose of getting fellow students to behave in 

teacher expected ways. According to Chris, assuming a 

teaching role is not only "helpful to Mrs. Cole" but makes 

you "look good to her" (#323). In making these comments, 

Chris means that assuming a teaching role both assists and 

impresses Mrs. Cole. Students further comment that in 

return for their assistance (i.e., while assuming a teaching 

role) Mrs. Cole rewards them. 
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Students state that the rewards they receive by 

assuming a teaching role include: free time, special 

teacher assigned jobs or tasks, teacher praise, and teacher 

recognition and commendation in front of student peers, 

parents, and other teachers. All the above, according to 

students, are classroom activities that students prefer. 

As I mention above, one valued reward students seek 

from assuming a teaching role is praise from Mrs. Cole. My 

field notes document the following example of a student, 

Beth, being rewarded by Mrs. Cole for assuming a teaching 

role; 

Mrs. Cole is experiencing 
difficulty getting students to line up 
quickly and quietly for lunch. The 
classroom is disorganized and loud. A 
single student, Beth, stands at the 
front of the line waiting for the rest 
of her classmates to line up. As Beth 
watches the disorder, she begins to 
sing, 

"Shhh, Shhhh, Shhhh, let's get 
quiet, let's get still. . ." {sung to 
the tune of Fr^ere Jacques}. 

As Beth's voice filters through the 
classroom, the class and Mrs. Cole 
begins to sing with her. Students 
quickly move to get in line. By the 
time the song finishes the class is 
quiet, in line, and ready to go to 
lunch. As the class waits momentarily 
to move to lunch Mrs. Cole states, 

"I can't thank you enough Beth for 
helping me get the class ready for 
lunch. You have provided an excellent 
example for the rest of the class to 
follow. I really appreciate that. You 
can lead us to lunch." (#156) 
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As in the case of the above example, Beth, in assuming 

a teaching role, is able to successfully assist Mrs. Cole in 

getting the students quiet and ready for lunch. In return, 

Mrs. Cole recognizes and praises Beth in front of the class 

and furthermore allows Beth to be a line leader. Thus, when 

used as a micropolitical strategy, assuming a teaching role 

benefits both Mrs. Cole and Beth. Mrs. Cole receives 

assistance in class management, and Beth, in return, 

receives praise, recognition and the opportunity to be a 

line leader, a cherished classroom reward. 

The following field note excerpt demonstrates another 

example of students assuming a teaching role. This time, 

the student reward is peer recognition through Mrs. Cole's 

acknowledgement of the correctness of student statements. 

My field notes record the event this way; 

Student desks are arranged in 
groups of 5 throughout the room. 
Matthew sits at the end table in his 
group. Next to Matthew sit Martha and 
Pam. Matthew apparently has a cold or 
allergies. He makes the mistake of 
sneezing on Pam. 

Pam: (yells loudly and then is careful 
to see that she has Mrs. Cole's 
attention before continuing) "Owwwww, 
Matthew, why don't you close your nose! 
You know Mrs. Cole (emphasis added by 
Pam) said that we are suppose to cover 
our mouth and our nose when we sneeze. 
We learned that, remember? (Pam glances 
around to see that Mrs. Cole is still 
watching). You'll give us all germs. I 
don't want your germs." 

Martha: "Yea Matthew, we don't want to 
be sick. Cover your mouth." 
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Both girls look disgustingly at Matthew 
and then look toward Mrs. Cole, as if 
waiting for her to comment on the 
incident. 

Mrs. Cole responds by confirming the 
girls' comments, 

"They are right Matthew, you do 
need to get a tissue or use your hand to 
cover your mouth when you sneeze. That 
is the polite and healthy thing to do. 
Why don't you go and get a kleenex?" 
Mrs. Cole nods to the girls and says, 
"Thank you girls." 

Both girls are visibly pleased with the 
comments of Mrs. Cole. They grin as 
they continue their exaggerated efforts 
to wipe Matthew's sneeze off their books 
and table. After a few moments both 
girls return to their work. The rest of 
the class, who has been intently 
watching the drama, slowly returns to 
their work. Matthew looks around rather 
embarrassed and bewildered. (#87) 

As in the case of the above example, Pam and Martha, in 

assuming a teaching role, assist Mrs. Cole by educating 

Matthew about the need to cover his mouth when sneezing. In 

return, Mrs. Cole acknowledges and recognizes the 

correctness and helpfulness of the girls' comments in front 

of the class. 

Student interviews further reveal that all students 

acknowledge assuming a teaching role at some point during 

the course of the present year. However, students name 

certain classroom peers as assuming a teaching role on a 

frequent basis. Students negatively label those peers who 
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are perceived to assume the teaching role on a frequent 

basis as "teacher's pets" and "bossy." I interviewed 

students labeled by their peers as using the teaching role 

frequently. These students state that by assuming the 

teaching role on a frequent basis, they develop a special 

reciprocal relationship with Mrs. Cole. In return for 

assisting Mrs. Cole through assuming a teaching role, she 

gives them increased classroom independence. Nick explains 

it to me this way, "I do this (i.e., referring to assuming a 

teaching role) because she [Mrs. Cole] then lets me do more 

things on my own" (#341). Another student, Pam, further 

explains and expands Nick's comment on classroom 

independence: 

You know, she [Mrs. Cole] doesn't 
come over and check on us to make sure 
we are doing our work right. She trusts 
us. She knows we are going to do our 
work so she doesn't worry about us. We 
are kind of on our own. When we finish 
we can do other things that we want. 
(#341) 

According to both Nick and Pam, independence is a sought 

after and cherished classroom reward. Furthermore, Nick and 

Pam state that there is a sense of status and pleasure that 

comes with being trusted by Mrs. Cole to do one's work 

without having to be checked on or continually directed by 

her. Thus, as demonstrated by Nick and Pam's comments, they 

feel that by assuming a teaching role, they influence Mrs. 

Cole to reward them with more independence or freedom in the 

classroom. 
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Several students note that assuming a teaching role 

often causes conflict between and among students in the 

classroom, but as Megan explains; 

It is better to do things that 
please Mrs. Cole because she is the one 
that can give you rewards, like extra 
free time, not a kid in the class. 
(#342) 

Evident from Megan's comment is an awareness by her as to 

who has the power to help her, as well as help other 

students, achieve their micropolitical goal in the 

classroom. Megan notes the importance of cooperating with 

Mrs. Cole in order to receive rewards she values and 

prefers. 

In summary, assuming a teaching role refers to student 

instruction or direction aimed at fellow classmates for the 

purpose of getting fellow students to behave in teacher 

expected ways. Students say that assuming a teaching role 

rewards Mrs. Cole. In return students state that they 

assume a teaching role to seek favored rewards for 

themselves from Mrs. Cole. According to students, some 

rewards are immediate, as in the case of the student getting 

to lead the line to lunch, and in Pam and Martha's case 

where Mrs. Cole immediately acknowledges the correctness of 

their comments to Matthew. Other rewards are not so 

immediate, as in the case of the students labeled as 
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frequently assuming a teacher role. For these students, 

assuming a teaching role does include many of the above 

mentioned immediate rewards but these students seek more 

long term rewards, such as increased classroom independence. 

Listening 

A sixth student micropolitical cooperative strategy I 

find in my data is listening. Listening, as a 

micropolitical strategy, works in the following way; the 

student, attempting to influence Mrs. Cole to reward himself 

or herself, pays close attention to what Mrs. Cole says, 

listening very actively. Students say they behave in such 

an attentive manner to receive preferred rewards from Mrs. 

Cole. 

According to my field notes, students demonstrate that 

they listen by answering Mrs. Cole's questions, asking for 

clarification of questions, and remembering things Mrs. Cole 

says. For instance, Mark explains; 

Mrs. Cole wants us to listen when 
she is talking, like to know exactly 
what she says so that you can answer 
questions about it. That is what a good 
student does and teachers like good 
students. . . and, if you are a good 
student, you get rewards, like to do 
more of the things you like and you get 
special prizes. . .like free time. . . 
and Mrs. Cole says good things about 
you. (#311) 

Thus, as revealed by Mark's interview comments, he 

cooperates with Mrs. Cole by using listening as a 

micropolitical strategy of influence. In return for 
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listening intently, Mark expects to be rewarded by Mrs. 

Cole. According to Mrs. Cole, she finds it professionally 

rewarding to see her students listening intently and 

absorbing the knowledge that she teaches them. 

Also, as revealed in Mark's above comments, as well as 

other students' interview comments, students perceive Mrs. 

Cole to like them better when they use strategies, such as 

listening, that are pleasing to her. As Chris states, 

"listening makes Mrs. Cole think we are good students" 

(#321). According to students, listening is something good 

students do. On the other hand, students label classroom 

peers who do not listen or who do not appear to be listening 

as bad students. Jamie explains; 

Some kids don't look like they're 
listening. They play with things on 
their desk like put their pencil in 
their ruler and twirl it around. Those 
are bad students. (#324) 

Students reveal through these comments that they are aware 

of how student behavior (i.e., listening versus not 

listening) can negatively or positively affect Mrs. Cole's 

perception of the student. According to students, to obtain 

the classroom rewards they desire, it is beneficial for Mrs. 

Cole to have a positive perception of the student (i.e., to 

consider the student as a good student and therefore, to 

like the student). 

Mrs. Cole, in commenting on the student remarks, 

acknowledges that student behaviors influence her to act in 



295 

certain ways. However, she makes it clear that she does not 

dislike students but that she dislikes certain student 

behaviors. For example, when she likes a student's 

behavior, such as listening, she rewards the student. She 

describes and refers to the rewards she gives students as 

positive reinforcement. According to Mrs. Cole, positive 

reinforcement is the giving of rewards for the purpose of 

encouraging students to repeat correct behaviors. 

In summary, I find students to use listening as 

micropolitical strategy of cooperation. Students say that 

listening benefits both themselves and Mrs. Cole. For 

instance, when students listen, Mrs. Cole's sense of 

professional self-efficacy increases—she feels good about 

her lesson presentation and feels that students who listen 

are able to master the concepts she is teaching. In return, 

students receive preferred rewards from Mrs. Cole such as 

special prizes, free time, and praise. Thus, listening, as 

a student micropolitical strategy of cooperation, results in 

common or mutual benefits for both students and Mrs. Cole. 

Following Directions 

The seventh micropolitical cooperative strategy I find 

in my data is following directions. Following directions as 

a micropolitical strategy refers to doing exactly what Mrs. 

Cole requests, even in cases when her directions fail to 

make sense to students. In return, students expect to be 

rewarded by Mrs. Cole for their cooperation. 
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As with the micropolitical strategy of listening, 

students state that they use following directions as a 

micropolitical strategy to positively influence Mrs. Cole's 

perception of them. According to students, Mrs. Cole likes 

students who follow her directions and considers students 

who follow her directions to be good students. In addition, 

students state that they benefit when Mrs. Cole perceives 

them to be good students. For instance, as evidenced by the 

following student interview excerpt, good students benefit 

by receiving increased responsibility in the classroom. 

Matt explains; 

Whenever Mrs. Cole is going to be 
gone she tells a good student to help 
the substitute find things and to know 
what to do. She wouldn't want a bad 
student to do that because then the 
substitute would be told wrong and we 
wouldn't get our work done. So the 
student she chooses gets to help and 
feel important. (#342) 

According to Matt's interview comment, he acknowledges two 

types of students, namely good students and bad students. 

According to Matt, Mrs. Cole rewards good students (i.e., 

those that always listen and follow Mrs. Cole's directions). 

This reward often takes the form of increased student 

responsibility in the classroom, as in the case of assisting 

substitute teachers which makes students feel important. 

According to the interview comments of several other 

students, increased classroom responsibility makes them feel 
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important, trusted, more mature, and better-liked by Mrs. 

Cole. 

Students state that in the effort to be cooperative, 

they follow Mrs. Cole's directions, even if her directions 

do not make sense. The following field note excerpt 

provides one such an example: 

Mrs. Cole calls out Mark's name to 
go and get his pictures from the "spot
light" board so that he can make his 
pictorial time-line. Mark was absent 
the day the rest of the class did their 
time-lines. According to Mrs. Cole, 
Mark is to make his time line with my 
assistance (the researcher). The rest 
of the class is to work with her on 
dictionary skills. 

Mrs. Cole; "Mark, go and get you time
line pictures off the board and take 
them over to Mrs. Spaulding. She will 
help you get your time-line finished 
this morning. Then we can hang it 
outside in the hall with the rest of the 
classes'." 

Mark; "Yes m'aam." Mark goes to the 
spotlight board and begins to take his 
pictures off the display. Mrs. Cole 
begins getting the rest of the class 
ready for the lesson on dictionary 
skills. 

Mrs. Cole: "Matt, Paul, and Mark [she 
inadvertently calls Mark's name], I want 
you to pass out dictionaries." Mark, 
who is at the spotlight board taking his 
pictures down looks questioningly at 
Mrs. Cole for a moment or two and 
frowns. He shrugs his shoulders, puts 
down his pictures and begins to help 
pass out dictionaries. 

Mrs. Cole is visually scanning the room 
to make sure that everyone has a 
dictionary. Her eyes come to rest on 
Mark. 
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Mrs. Cole: "Mark, aren't you suppose to 
be doing your time line? Mark just 
stares at her with a blank expression on 
his face, he shrugs his shoulders. Mrs. 
Cole seems to sense some confusion in 
him. "Did I call your name to pass out 
dictionaries?" Mark responds with a 
•yes' nod. "I'm sorry Mark. I was 
looking at Mike but I called your name 
instead. I must have been thinking Mark 
and it caused me to say your name. 
Please go and do your time line." Mark 
shrugs his shoulders again, takes a deep 
breath and lets it out slowly. He puts 
the dictionaries down and returns to his 
time line pictures. (#16) 

As evidenced in the above field note excerpt, Mark follows 

Mrs. Cole's directions without a question as to why she 

directs and then suddenly redirects his actions. I ask Mark 

to explain why he did not tell Mrs. Cole that she had 

already given him something to do. Mark replies: 

I want Mrs. Cole to know I am 
following directions so she will think I 
am a good student, plus I didn't want to 
get in trouble. (#41) 

According to Mark's statement, he has two reasons for 

following Mrs. Cole's directions. First, he wants her to 

perceive him as a good student, and second, he wants to 

avoid punishment that he perceives will result if he 

disregards her directions. 

While witnessing the above scenario between Mark and 

Mrs. Cole, I note that Mrs. Cole does not appear to reward 

Mark in any specific way for his efforts in following her 

confusing and contradictory directions. When I ask Mark 

about the lack of a specific reward for his behavior, he 
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states that he did not expect an immediate reward from Mrs. 

Cole but hopes that later, at a time when he can use the 

situation to his advantage, that Mrs. Cole will recall how 

he willingly followed her directions. The subsequent 

comments are then exchanged between Mark and me as I try to 

understand his use of following directions as a 

micropolitical strategy: 

Angela: "Well, what if Mrs. Cole 
doesn't remember that you followed her 
directions?" 

Mark: (responding with a grin) "Then I 
will remind her." 

Angela; "When will you remind her?" 

Mark:- "I don't know, like when I am 
fixing to get in trouble or when I want 
to be chosen to do something." 

Angela; "Will reminding Mrs. Cole of 
how you followed her directions help you 
in some way?" 

Mark: "Yes." 

Angela: "How?" 

Mark: (Mark rolled his eyes and looked 
at me as if I were trying to make 
something really difficult out of 
something so simple. He moves his face 
close to mine and begins to talk very 
slowly, punctuating each word in an 
attempt, I guess, to help me 
understand.) "If I'm in trouble I'll 
remind her of it and she will think 
about it and decide to keep me out of 
trouble because I follow directions." 
(#48) 

What Mark is trying to say is that he intends to store up 

his good behaviors (i.e., following directions) and then to 
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cash them in at a needed time. Mark mentions two occasions 

for cashing in his good behavior. First, in times of 

trouble. Mark states that he will remind Mrs. Cole of his 

previous good behaviors as a bargaining chip to either get 

him excused from trouble or to lessen the punishment or 

consequences of trouble that he is facing. Second, in times 

of want. Mark also states that he will use his good 

behaviors as a bargaining tool to obtain preferred rewards, 

such as a special task or classroom privilege. 

When I asked Mrs. Cole about Mark's bargaining 

behaviors, she states that she is often unaware of the 

strategic thinking that is behind student actions in the 

classroom, but that in retrospect she has to acknowledge 

that she often does reward and bargain, sometimes 

unknowingly, with students. 

In summary, students use following directions as a 

micropolitical strategy in an effort to influence Mrs. 

Cole's perception of them. Students link Mrs. Cole's 

positive student perceptions to student rewards. In 

addition, students use their micropolitical strategy of 

following directions as a way of minimizing the consequences 

of student misbehavior. Following directions, as a student 

behavior, also benefits Mrs. Cole. According to Mrs. Cole, 

when students follow directions her job is easier, less 

stressful, and more enjoyable. 
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Student Achievement 

An eighth and final micropolitical cooperative strategy 

I find in my data is student achievement. Student 

achievement, as a micropolitical strategy, refers to student 

accomplishment of Mrs. Cole's academic expectations (i.e., 

for students). According to Mrs. Cole, student academic 

achievement positively influences her sense of professional 

competence and job satisfaction. In return for their 

academic achievement, students seek preferred rewards from 

Mrs. Cole. In other words, students use their academic 

achievement as a bargaining tool by which they seek 

preferred rewards. 

Rewards, as mentioned by all students throughout the 

study, revolve around student preferences. Some students 

prefer rewards that allow them to socialize with other 

students, while other students prefer more esteem types of 

rewards such as praise and recognition from Mrs. Cole. 

Students have definite preferences about the types of 

rewards that are most valuable to them. I recorded in my 

field notes several occasions when students suggested or 

bargained for their preferred rewards. For example, my 

field notes reveal Blake commenting to Mrs. Cole, "If we 

don't make any mistakes on our spelling dictation, can we 

play games together at our desks?" (#107). Blake is 

suggesting an exchange; the students will perform 

successfully on the academic spelling dictation test in 
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exchange for Mrs. Cole rewarding them by allowing them to 

play games together at their desks. In this particular 

case, as with numerous others, my field notes reveal that 

Mrs. Cole agrees to participate in the students' bargaining. 

According to students, their academic achievement can 

be summed up in three words, "making good grades." The term 

good grade seems to have different meanings for different 

students. Some students describe a good grade as a letter 

symbol of either an "A" or a "B", which represents high 

achievement. Other students state that good grades mean not 

getting more than one or two items marked wrong on their 

academic assignments. But regardless of their definition of 

a good grade, students state that good grades (i.e., 

academic achievement) enhance their chances of obtaining 

preferred rewards from Mrs. Cole. Ralston explains the 

rewards of good grades this way: 

When we make good grades Mrs. Cole 
is nicer and we can get her to let us do 
some things we want. . .like play, have 
free time, have a party, or something. 
(#298) 

As noted in Ralston's quote above, students use their 

achievement of good grades in exchange for rewards from Mrs. 

Cole. Rewards, as mentioned by Ralston, include free time, 

play time, and parties. Other students discuss similar 

exchanges between Mrs. Cole and students based on students' 

achievement of good grades. For example, Welsley explains: 

When we make good grades we can get 
Mrs. Cole to let us have a reward like 
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extra free time or getting to play with our 
friends in free time. And if we get all of 
our spelling dictation right and don't make 
any mistakes then we don't have to take the 
test on Friday and we can have free time 
instead of taking the test. (#299-300) 

Thus, as a bargaining tool, students exchange academic 

achievement for rewards from Mrs. Cole. In the case of 

Welsley's above interview excerpt, she names extra free time 

and play time as exchange rewards. 

Students also think that academic achievement 

positively influences Mrs. Cole's understanding of their 

academic or behavioral misconduct. Students discuss how 

they seek to exchange their academic achievement for Mrs. 

Cole's leniency toward their behavioral or academic trouble. 

For example, Aaron explains: 

Making good grades is important 
because if I make good grades Mrs. Cole 
will like me and if I get into trouble 
she won't get me in as much trouble. 
She'll understand that I am a good 
student. (#307) 

According to Aaron, Mrs. Cole understands and shows leniency 

toward student misbehavior with students that achieve 

academically. Megan has a similar response: 

You make good grades and sometimes 
if you get a really bad grade and you 
usually don't get bad grades, she [Mrs. 
Cole] might not count off so much or she 
might let you do it over. (#311) 

In both of these comments, Aaron and Megan refer to their 

academic grade achievement as positively influencing Mrs. 

Cole's leniency in times of student trouble. In the first 



304 

example, Aaron refers to behavioral trouble. In the second 

example, Megan refers to academic trouble. 

In remarking on the above student comments, Mrs. Cole 

acknowledges that consideration of students' past record of 

positive academic achievement often influences her to give 

students a second chance. 

Students also reveal during interviews how their good 

grades reward Mrs. Cole. According to students, making good 

grades influences Mrs. Cole's sense of professional 

competence (i.e., Mrs. Cole's belief in her teaching 

effectiveness). For example, Pam remarks, "us making good 

grades makes Mrs. Cole proud, like she is a good teacher, 

and she wants to be a good teacher" (#313) . Pam links Mrs. 

Cole's professional identity to the achievement of students. 

In other words, when the students achieve academically, Mrs. 

Cole is considered a successful teacher. When students are 

not achieving academically, Mrs. Cole is considered an 

unsuccessful teacher. 

Furthermore, students say their good grades influence 

what other people think of Mrs. Cole. According to Martha: 

If we all make bad grades then 
everyone would think she [Mrs. Cole] is 
a bad teacher and the principal and the 
parents would not want her to teach us 
and she would feel bad. (#312) 

Martha connects Mrs. Cole's self-efficacy to what others 

such as the principal and parents think of her teaching 

ability. In other words, Martha feels that students' 
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achievement or lack of achievement is a reflection on Mrs. 

Cole's teaching abilities. If students make good grades, 

Mrs. Cole is doing a good job. If students make bad grades, 

Mrs. Cole is doing a bad job. Nick further explains, 

"making good grades makes my parents happy and then they 

think that Mrs. Cole is doing a good job teaching and that I 

am doing a good job learning" (#318). Nick links student 

achievement of good grades to parents' perceptions of Mrs. 

Cole's teaching abilities. According to Nick, when students 

make good grades, parents' perceptions toward Mrs. Cole are 

positive. 

The Goal of Student Cooperative 
Micropolitical Strategies 

As revealed by the data, through both participant 

observation and student interviews, the culminating goal of 

student cooperation is based on an exchange process. 

Micropolitical cooperation refers to students working with 

Mrs. Cole for common or mutual benefit through an exchange 

process. Reduced to a catchphrase, the cooperative exchange 

process revealed between Mrs. Cole and students can be 

expressed as "you scratch my back, and I'll scratch yours." 

In other words, the student does something for Mrs. Cole, 

and in return Mrs. Cole does something for the student. 

Both Mrs. Cole and the student gain from this exchange, that 

is, they both experience rewards. 
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Thus, the culminating goal of student cooperation, as 

discovered and corroborated thorough student interviews, is 

to obtain preferred rewards. Rewards, as mentioned by all 

students throughout the study, revolve around student 

preferences. Some students prefer rewards such as stickers, 

and prizes or free time to socialize with other students; 

while other students prefer esteem types of rewards that 

result from Mrs. Cole's praise and recognition. An example 

of the types of rewards named by students include; teacher 

attention and trust, positive teacher perception of 

students, teacher leniency concerning student misbehavior or 

academic failure, increased free time in which students can 

structure their own activities and play with friends, 

increased classroom independence, classroom status and 

privileges that come with the role of being a teacher's 

helper, teacher's pet, or teacher's favorite. Students 

obtain the above rewards through their micropolitical 

strategies of cooperation. 

In analyzing my field notes, I find that students have 

the ability to think through and use micropolitical 

strategies in an exchange process in order to obtain their 

preferred rewards. 

The Conseguences of Student Cooperative 
Micropolitical Strategies on the Teacher 

According to my data, students' cooperative 

micropolitical strategies have positive consequences for 
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Mrs. Cole. During interviews, Mrs. Cole reveals and 

describes how student cooperative behaviors positively 

influence her sense of professional competence and her self-

esteem. Furthermore, she connects her professional 

competence and self-esteem to other positive consequences. 

For example, Mrs. Cole links her sense of professional 

competence to her satisfaction and enjoyment of her job. 

Likewise, she connects her positive self-esteem to her 

abilities to cope with classroom stress, to pursue 

professional self-improvement plans, and to meet personal 

needs, such as the need to be liked and perceived as 

important by students. Below, I discuss all of these 

consequences, as revealed by Mrs. Cole, beginning with 

professional competence. 

Professional Competence 

According to my data, students' use of listening, 

following directions, and academic achievement as 

micropolitical strategies of cooperation, positively 

influence Mrs. Cole's sense of professional competence. 

Professional competence refers to Mrs. Cole's own belief in 

her teaching effectiveness. According to Mrs. Cole, her 

professional competence in the classroom is very much 

dependent upon what students do in the classroom, the way 

students act, and the way students achieve academically. 

For example, Mrs. Cole states: 
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When students are cooperative, I 
feel like we, the students and I, are 
working together as a team and that we 
are accomplishing something important 
together. It is so exciting. When they 
[students] listen and follow my 
instructions, I know that I am getting 
through to them. I know because 
students are growing and achieving 
academically. And that's my job, to see 
that students achieve academically. So 
student accomplishment is also my 
accomplishment. It's great because I 
can see the results. I can see students 
who couldn't spell at the beginning of 
the year become great spellers at the 
end of the year. And they love it 
[spelling]. At these times I know I am 
a good teacher. I know I am a 
successful teacher because I am 
effective in getting students to learn. 
(#354) 

In the above interview comments, Mrs. Cole refers to three 

student micropolitical strategies of cooperation that 

positively affect her sense of professional competence, 

namely, listening, following directions, and academic 

achievement. Mrs. Cole states that listening, following 

directions, and academic achievement are student behaviors 

that she values and promotes. She acknowledges that she 

targets her own influence strategies toward getting students 

to listen, follow directions, and achieve academically. 

According to Mrs. Cole, she can see the results of her own 

influence when students use these behaviors, especially when 

students achieve academically. And, according to Mrs. Cole, 

students reinforce her own professional identity as an 

effective teacher when they achieve success academically. 

She perceives herself to be effective because she 
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accomplishes her goal, to help students achieve 

academically. 

Mrs. Cole further links her sense of professional 

competency to increases in her job satisfaction and 

enjoyment. She says, "when I am effective in the classroom, 

I feel very satisfied with my job, I enjoy it, and the 

positives outweigh the negatives" (#345). In other words, 

when she perceives herself to be effective as a teacher, she 

finds her job to be more satisfying and enjoyable. 

Positive Self-Esteem 

Mrs. Cole further links her sense of professional 

competence to a positive self-esteem. Self-esteem refers to 

Mrs. Cole's confidence in and satisfaction with herself. 

According to Mrs. Cole, when she is effective in her 

teaching job, it boosts her self-esteem. She states, "It 

makes me believe in myself and believe in my ability to 

confront and conquer challenges, not just challenges in the 

classroom but other challenges as well" (#348). Thus, a 

positive self-esteem helps Mrs. Cole confidently accept 

challenges that often times involve failure risks. As an 

example, Mrs. Cole mentions the challenge of participating 

in my dissertation study. 

According to Mrs. Cole, students positively affect her 

self-esteem by making her feel liked and important to them. 

Mrs. Cole reveals that she needs and wants students to like 

her. She explains, "I want students to like me. When they 
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hug me or respond to me in a special way or are concerned 

about me, I feel special, you know, liked and important to 

them. I need that" (#371). in her statement, Mrs. Cole 

describes student behaviors manifested in the students' 

micropolitical strategies of self-concept confirmation, 

sensitivity, nonverbal immediacy, and reward association as 

fulfilling her need to be a liked and important person in 

the eyes of her students. 

Furthermore, according to my data, Mrs. Cole links her 

positive self-esteem to two other positive consecpiences for 

herself. First, a positive self-esteem enables her to be 

more effective in coping with stress. Second, a positive 

self-esteem helps her to seek out and identify personal and 

professional weaknesses and to pursue plans for self-

improvement . 

Summary 

As I identified above, I find that student 

micropolitical strategies of cooperation link to positive 

consequences for Mrs. Cole. Mrs. Cole states that student 

cooperation influences her sense of professional competence 

and self-esteem. Furthermore, she connects her professional 

competence and self-esteem to other positive types of 

consequences. For example, Mrs. Cole links her sense of 

professional competence to her satisfaction and enjoyment of 

her job. Likewise, she also links her positive self-esteem 
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to her abilities to cope with stress, to pursue self-

improvement plans, and to meet personal needs. 

Review of Student Cooperation 

In review, I find eight cooperative micropolitical 

strategies that students use to influence their teacher, 

Mrs. Cole. Cooperative micropolitical strategies are marked 

by a willingness of students to work with Mrs. Cole. 

However, students use cooperative micropolitical strategies 

for their own benefit. The eight micropolitical strategies 

students use to influence Mrs. Cole include; self-concept 

confirmation, sensitivity, nonverbal immediacy, reward 

association, assuming a teacher's role, listening, following 

directions, and achievement (see Figure 4.13). 

Through both participant observation and student 

interviews, I find the culminating goal of student 

cooperation to be based on an exchange process. 

Micropolitical cooperation refers to students working with 

Mrs. Cole for common or mutual benefit through an exchange 

process. Reduced to a catchphrase, the cooperative exchange 

process revealed between Mrs. Cole and her students can be 

expressed as "you scratch my back, and I'll scratch yours." 

In other words, the student does something for Mrs. Cole, 

and in return Mrs. Cole does something for the student. 

Both Mrs. Cole and the student gains from this exchange, in 

that they both experience rewards. 
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Thus, the culminating goal of student cooperation, as 

discovered and corroborated through student interviews, is 

to obtain preferred rewards. Rewards, as mentioned by all 

students throughout the study, revolve around student 

preferences. Some students prefer rewards such as stickers, 

and prizes or free time to socialize with other students; 

while other students prefer rewards that result from Mrs. 

Cole's praise and recognition. Examples of the types of 

rewards students prefer are: teacher attention and trust, 

positive teacher perception of students, teacher leniency 

concerning student misbehavior or academic failure, 

increased free time in which students can structure their 

own activities and play with friends, increased classroom 

independence; and classroom status and privileges that come 

with the role of being a teacher's helper, teacher's pet, or 

teacher's favorite. Students obtain the above rewards 

through their micropolitical strategies of cooperation. 

In analyzing my field notes, it is clear that students have 

the ability to think through and use micropolitical 

strategies in an exchange process in order to obtain their 

preferred rewards. 

I find student cooperative micropolitical strategies to 

have positive consequences for Mrs. Cole. During 

interviews, Mrs. Cole reveals and describes how student 

cooperative behaviors positively influence her sense of 

professional competence and her self-esteem. Furthermore, 
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she connects her sense of professional competence and self-

esteem to other positive consequences. For example, Mrs. 

Cole links her sense of professional competence to her job 

satisfaction and enjoyment. Likewise, she links her 

positive self-esteem to her abilities to cope with stress, 

to pursue self-improvement plans, and to meet personal 

needs, such as the need to be liked and perceived as 

important by students. 

Pulling It Back Together Again - A Review and Discussion 
of Student Strategies of Micropolitical Influence toward the 

Teacher: Categories of Resistance and Cooperation 

In this section of this chapter, I presented, defined, 

and described two categories of micropolitical strategies 

students use to influence their teacher, Mrs. Cole. I will 

now review and discuss these two micropolitical categories, 

namely student cooperation and student resistance, together 

in order to further clarify and pursue micropolitical 

insights I discovered during my research study. I will 

review and discuss: (1) when students choose to cooperate 

and when they choose to resist their teacher, (2) why 

students cooperate and resist their teacher, and (3) how 

students cooperate and resist their teacher. 

When Students Cooperate and When Students Resist 

I devoted twenty-two individual interviews, ten group 

interviews (2-3 students in a group), and one large group 

interview (entire class) specifically for the purpose of 
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determining when students are most likely to use 

micropolitical strategies of cooperation and when students 

are most likely to use micropolitical strategies of 

resistance. A comment by Marsha seems to sum up the essence 

of all student comments: 

Marsha: "When you like something or you 
can be rewarded in the way you want you 
will cooperate. But you usually don't 
cooperate with things you don't 
like. . . .It (cooperating vs. 
resisting) depends, you know, on how 
much you dislike something. If I kind 
of dislike it then I don't cooperate 
until I think I will get in trouble and 
then I cooperate a little. Like if it 
was science and I disliked it I would 
pay a little attention but I would act 
like I was paying a lot of attention. 
You cooperate enough to stay out of 
trouble. But when you really hate 
something though you don't cooperate at 
all and you don't care how much trouble 
you get into because doing it would be 
worse than getting in trouble by Mrs. 
Cole." (#362) 

Two main themes concerning students' use of cooperation can 

be drawn from Marsha's interview excerpt. First, students 

use cooperation when students like the teacher initiated 

activity. Activity is an umbrella term I am using to 

represent numerous types of teacher initiated actions such 

as teacher conversations, teacher instructions, and teacher 

academic assignments. To like an activity, students either 

found the activity itself to be rewarding or saw a way of 

receiving a preferred and valued reward through their 

cooperation in the activity. Second, students cooperate 

with an activity they mildly dislike if the expected reward 
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to be gained through cooperation is of more value to the 

student than any possible negative effects accrued through 

participating in the disliked activity (i.e., the benefits 

outweigh the costs). 

Also, as evidenced in the above student interview 

excerpt, students can use both cooperative and resistance 

strategies concurrently. For instance, if students mildly 

dislike an activity, they resist the activity until they 

perceive it to be risky in terms of punishment. At the 

point of risk, students only cooperate enough to avoid or 

prevent the punishment. It is not total cooperation nor 

total resistance. 

On the other hand, student micropolitical resistant 

strategies are the result of student dislike of an activity. 

When students feel an intense dislike for an activity, they 

aggressively resist the activity. Preventing the disliked 

activity takes precedence over the student's concern of 

avoiding punishment. In other words, the cost of 

participation in the disliked activity is greater than the 

benefits to be gained by participating. 

Why Students Utilize Micropolitical 
Strategies of Cooperation and Resistance 

As I discussed above, students use micropolitical 

strategies of cooperation when students positively perceive 

an activity to be rewarding or see a way of obtaining a 

valued reward through cooperating. Why do students use 
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micropolitical strategies of cooperation? The answer, 

according to students, is to obtain valued rewards. The 

types of rewards students seek depend on their own 

individual preferences and needs. For example, some 

students seek intrinsic types of rewards. Lee states, 

"Learning is a reward. I feel good when I learn" (#316) . 

For Lee, the act of achieving knowledge is itself a reward. 

Other students seek self-esteem and belonging types of 

rewards. For example, some students regard teacher 

affection, recognition, and praise as valued rewards. 

Still other students seek extrinsic types of rewards, such 

as good grades, teacher gifts (i.e., stickers, prizes, 

certificates), and earned privileges such as extra free time 

or play time. Furthermore, a few students state that 

staying out of trouble is a reward. 

Without exception, all students seek rewards that 

increase their control over their participation in the 

classroom. Rewards such as choosing where they will sit, 

who they will sit by, who they will be grouped with during 

academic and nonacademic activities, what types of 

activities they will pursue in the classroom, and when they 

will pursue these activities are all rewards that students 

seek. 

As I note throughout this section, students also use 

micropolitical strategies of resistance in order to prevent, 

modify, distract, or delay activities that they dislike. 
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Why students dislike an activity depends on students' own 

individual interests, values, needs, ideologies, 

preferences, beliefs, motivations, or purposes. In 

analyzing student interview responses, I find four main 

reasons for student dislike of an activity. These include: 

(1) lack of understanding, (2) lack of confidence, (3) lack 

of challenge, and (4) a fear of failure. Students say that 

these five reasons result in student use of micropolitical 

strategies of resistance. I discuss each reason below 

beginning with a lack of understanding. 

Lack of Understanding 

I find students to dislike activities that they do not 

understand. As Mike explains, "If we understood better we 

might like it [the activity] better" (#267). Another 

student, Brian, attempts to expand Mike's response. Brian 

states; 

If you don't understand something, 
you don't cooperate. Like, yesterday in 
math I didn't understand the stuff, like 
where to put it. I just didn't get it. 
So I didn't cooperate. I didn't do it 
the right way and I knew it. I quit 
trying. It was too hard. (#271) 

According to Brian, students dislike activities that they do 

not understand. Brian and other students I interviewed 

discuss feelings of frustration, impatience, confusion, and 

hopelessness when they attempt to participate in classroom 

activities that they do not understand. 
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Students also acknowledge that their use of cooperation 

is often the result of learning to like an activity. As 

Beth states, "I would cooperate if i could do it [activity] 

better, then I would like it" (#272). Thus, students link 

their learning to like an activity with their ability to 

understand and participate successfully in an activity. On 

the other hand, students state that when they dislike an 

activity because they do not understand, they use 

micropolitical strategies of resistance. 

Lack of Confidence 

I find students to dislike an activity when they lack 

confidence in their own abilities to successfully 

participate in the activity. For example, Nick states, "I 

don't feel like I can do it [a disliked activity], I'm not 

good at it, so I don't like it" (#324). Nick makes two 

statements that relate to his lack of confidence. First, he 

states that he does not feel he can accomplish the activity. 

Second, he states that when he attempts the activity he is 

not successful. As a result of these two perceptions, Nick 

does not like the activity. 

Students base their lack of confidence on (1) their own 

past experiences and (2) comments made by significant others 

such as teachers, parents and other students. First, 

students who have previously been involved in a negative 

experience with an activity say they often lack the 

confidence to attempt the activity again. Instead, students 
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resist the activity. Second, students link their lack of 

self-confidence to the comments of others. For instance, 

students explain that if another student, parent, or teacher 

was to express doubt about their ability to accomplish an 

activity successfully, they would likely doubt their 

abilities to accomplish the activity. 

Lack of Challenge 

Students also mention their dislike of activities that 

lack challenge. Martha explains her dislike of an 

unchallenging activity this way: 

If we do this paper for 10 days and 
she [Mrs. Cole] makes me do it again and 
I already know how to do it and I have 
already made an A on it, I won't do it 
because their isn't a need. I don't 
like it. It's not important to do it 
again. (#278) 

As revealed by Martha's interview excerpt, she dislikes 

activities that provide little or no challenge. Martha sees 

no need to participate in an activity that she perceives to 

be unchallenging. During interviews, I find other students 

who agree with Martha. Students state that unchallenging 

activities are boring and uninteresting. 

However, students make it clear that they also dislike 

activities that are too challenging and also resist those 

activities. Thus, students seek challenges from Mrs. Cole 

that are appropriate for their individual interests and 

abilities (appropriate in the sense that students can 

participate successfully to some degree in the activity). 
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Fear of Failure 

I also find students to dislike classroom activities 

because of their fear of failure. Students fear failure 

because of the possible consequences of failure. The 

consequences of failure, according to students, include 

self-embarrassement, poor grades, loss of privileges (i.e., 

at both home and school), and verbal reprimands (i.e., by 

both parents and Mrs. Cole). During an interview, Pam 

discloses her fear of failure, she explains: 

If you're not good at something you 
don't want to try because you don't want 
to fail. See, if I were a better 
reader I wouldn't mind reading out loud 
in class and I wouldn't worry about what 
other kids say. I would just do 
it. But if I do [read outloud], it will 
be embarrassing and kids will laugh. I 
just won't do it, no matter how much 
trouble I get into. (#354) 

According to Pam, her fear of failure prevents her 

from participating in oral reading lessons. According to 

Pam, she will resist an oral reading activity regardless of 

the consequences to her personally. Pam fears the 

embarrassment that results from not being able to read with 

the skill and ability of other classmates more than she 

fears any possible punishment from Mrs. Cole. In a similar 

comment, Aaron states, "Sometimes you just don't want to do 

something because you are afraid to try because you might 

mess up and everyone would see that you couldn't do it" 

(#360) . As revealed by both Pam and Aaron, students who 
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fear failure are more likely to try to avoid the entire 

activity than to participate and make evident their failure. 

How Students Use Micropolitical Strategies 

Students also have some general guidelines and 

observations about how to use micropolitical strategies in 

the classroom. First, whether a micropolitical strategy is 

used by one individual student or by a group of students, 

students state that micropolitical strategies are often more 

effective when used repeatedly, in a persistent and 

consistent manner. According to students, by using 

micropolitical strategies in this manner they are able to 

achieve their goals much faster. 

Second, students acknowledge the benefits of joining or 

forming coalitions with other students to achieve their 

goals. According to participant observation data and 

student interviews, students recognize when other students 

use micropolitical strategies. My field notes reveal that 

students often join in and participate with other students 

to strengthen the impact of a micropolitical strategy, if 

the strategy is thought to benefit the individual student. 

Students also seek the aid of others in order to 

achieve their goals in the classroom. When the influence of 

an individual student is ineffective or limited, the student 

often engages others (e.g., parents and the principal) to 
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assist in influencing Mrs. Cole (i.e., as in the case of the 

micropolitical strategy of using intermediaries). 

Third, students acknowledge increased protection and 

safety in using micropolitical strategies within a group. 

My field notes reveal that students are willing to use 

micropolitical strategies more aggressively and to take 

greater risks when participating in a group. Students are 

more willing to risk punishment as a group than punishment 

as an individual. The catchphrase "there is safety in 

numbers" seems to represent the students' comments. 

Fourth, students reveal their ability to interpret and 

respond micropolitically in the classroom. Students view 

Mrs. Cole's actions in terms of their own goals. As I 

defined the term previously, goals are the desired ends or 

aims pursued by an individual that may result from 

individual interests, values, needs, ideologies, 

preferences, beliefs, motivations, or purposes. After 

determining the consequences of Mrs. Cole's actions on their 

own goals, students then choose and use strategies to ensure 

achievement of their own goals. 

Section Summary 

In this section, I have defined and described the 

subcategories and incidents that comprise the micropolitical 

influence categories of student resistance and student 

cooperation. In doing so, I accomplished the following: 

(1) described the micropolitical strategies that the 



323 

students use to influence Mrs. Cole, (2) described the goals 

the students have for engaging in the micropolitical 

strategies, and (3) explained the consequences of student 

micropolitical influence strategies on Mrs. Cole. 

Chapter .IV Conclusion: Micropolitical 
Strategies. Goals, and Conseguences 

My purpose in Chapter IV has been to present my 

study's findings. In this chapter I answered the following 

research questions: (1) What micropolitical strategies are 

being used by the teacher and students in the classroom?, 

(2) What goals do the teacher and students have for engaging 

in micropolitical strategies?, and (3) What are the 

consequences of the micropolitical strategies for the 

classroom teacher and students? 

In Chapter V, I will present a theoretical discussion 

of the research findings. In doing so I will interrelate 

and elevate the categories of teacher and student 

micropolitical influence discussed in Chapter IV to the 

level of a grounded, substantive theory of the micropolitics 

of the elementary classroom. 



CHAPTER V 

TOWARD A MICROPOLITICAL THEORY OF AN 

ELEMENTARY CLASSROOM 

A grounded substantive theory that 
corresponds closely to the realities of 
an area will make sense and be 
understandable to the people working in 
the substantive area. . .It sharpens 
their sensitivity to the problems that 
they face and gives them an image of how 
they can potentially make matters 
better. (Glaser & Strauss, 1967, p. 239-
240) 

Introduction 

My purpose in Chapter V is to interrelate and elevate 

the categories of teacher and student micropolitical 

influence discovered in the research and discussed in 

Chapter IV, to the level of a grounded, substantive theory 

of the micropolitics of the elementary classroom. The 

theory I developed from this study is substantive rather 

than formal. Recapitulating from Chapter III, a substantive 

theory evolves from the study of a phenomenon positioned in 

one particular situational context (Strauss & Corbin, 1990). 

Similarly, the substantive micropolitical theory I derive 

from this study is grounded in the particular situational 

context of one elementary classroom. In contrast, a formal 

theory develops from a study of a phenomenon explored under 

many different types of situations (e.g., a micropolitical 

theory derived from a variety of situations such as various 

and numerous classroom grade levels, types of schools, and 
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types of students and teachers). So, the present study is 

substantive in that it is situated in one particular 

context, namely, one second grade classroom. I present the 

grounded, substantive theory I developed from this context 

in the form of fourteen theoretical propositions. 

Strauss and Corbin (1990) and Blumer (1969) advocate 

the use of theoretical propositions as a method of 

expressing sociological theory. A theoretical proposition, 

according to Strauss and Corbin (1990) and Blumer (1969), is 

a theoretical statement. According to Strauss and Corbin 

(1990), propositions are necessary to suggest how phenomena 

might possibly relate to one another. Furthermore, Blumer 

(1969) states that the specification of concepts and their 

relationships phrased in terms of propositions is necessary 

for the development of new areas of study. Therefore, I use 

the fourteen propositions, as suggested by Strauss and 

Corbin (1990) and Blumer (1969) for the following purposes: 

(1) to express a theory of the micropolitics of one 

elementary classroom, (2) to suggest how the research 

categories possibly relate to one another, and (3) to aid in 

the development of a new area of study, that of 

micropolitics. 

I will present my fourteen propositions within three 

micropolitical areas that correspond to my guiding research 

questions. These areas include; (1) the selection of 

micropolitical strategies, (2) the goals of micropolitical 
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strategies, and (3) the consequences of micropolitical 

strategies. I ground each theoretical proposition in the 

findings of my study. With the exception of the 

propositions found within the section entitled the goals of 

micropolitical strategies, it is not possible to compare my 

theoretical propositions to micropolitical literature. The 

literature is simply not available. The reason for this 

lack of micropolitical literature is because micropolitics 

is still a new and developing field of study, and as such, 

no studies have yet been conducted on the micropolitics of 

the elementary classroom. Thus, this study is the first of 

its kind and will provide a foundation for future studies in 

the area of teacher-student micropolitical relationships. 

I will now discuss the propositions beginning with the 

area entitled: The Selection of Micropolitical Strategies. 

The Selection of Micropolitical Strategies 

Proposition One: If students like a teacher initiated 
activity, the greater the probability that students will use 
micropolitical strategies of cooperation. 

Proposition Two: If students perceive their participation 
in an activity to result in obtainment of their preferred 
rewards, the greater the probability that students will use 
micropolitical strategies of cooperation. 

Two main theoretical statements concerning students' 

use of cooperation are revealed in propositions one and two. 
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First, as revealed in proposition one, students use 

micropolitical strategies of cooperation when they like a 

teacher initiated activity. Activity is an umbrella term I 

use to represent numerous types of teacher initiated actions 

such as teacher conversations, teacher instructions, and 

teacher academic assignments. 

Second, as revealed in proposition two, students use 

micropolitical strategies of cooperation when they can see a 

way of receiving a preferred and valued reward through their 

cooperation in the activity. The types of rewards students 

seek depend on students' own individual interests, values, 

needs, preferences, beliefs, motivations, or purposes. 

Thus, students cooperate in an activity they mildly dislike, 

as opposed to an activity students intensely dislike, if the 

expected reward to be gained through cooperation in the 

activity is of more value to the student than any possible 

negative effects accrued through participating in the 

disliked activity. In other words, the perceived benefits 

of participating in the activity outweigh the perceived 

costs of participating in the activity. 

Support for propositions one and two is not found in 

the professional literature. As I mentioned previously, is 

the case because there have been no studies conducted on 

students' micropolitical behaviors in the classroom. 
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Proposition Three: If students dislike a teacher initiated 
activity, the greater the probability that students will use 
micropolitical strategies of resistance to avoid the 
activity. 

Proposition Four: If students perceive their participation 
in the teacher activity will not result in student 
obtainment of preferred rewards, the greater the probability 
that students will use micropolitical strategies of 
resistance to avoid the activity. 

Two main theoretical statements concerning students' 

use of resistance are revealed in propositions three and 

four. According to proposition three, students' 

micropolitical resistance strategies are the result of 

student dislike of a teacher initiated activity. Why 

students dislike an activity depends on the students' own 

individual interests, values, needs, preferences, beliefs, 

motivations, or purposes. I discovered the following five 

reasons for student dislike of an activity in my data: (1) 

students' failure to see how participation in the activity 

will result in the obtainment of preferred student rewards, 

(2) students' lack of understanding of the activity, (3) 

students' lack of confidence in successfully participating 

in the activity, (4) students' perception that the activity 

lacks challenge, and (5) students' fear of failure resulting 

from their inability to successfully participate in the 
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activity. Students say these five reasons result in their 

use of micropolitical strategies of resistance. 

But, as I revealed in proposition two, if students can 

see a way of receiving a preferred and valued reward for 

cooperating with a mildly disliked activity, students are 

likely to do so. However, if students perceive their 

participation in a mildly disliked teacher activity will not 

result in student obtainment of preferred rewards, the 

greater the probability that students will use 

micropolitical strategies of resistance to avoid the 

activity. 

Regardless, when students feel an intense, rather than 

mild, dislike for an activity, they aggressively resist the 

activity. Preventing the intensely disliked activity takes 

precedence over the students' concerns of avoiding 

punishment. In other words, the perceived cost of 

participating in the intensely disliked activity is greater 

than the perceived benefits to be gained by participating in 

the disliked activity. 

Support for propositions three and four is unavailable 

in micropolitical literature. As previously mentioned, this 

is the case because there have been no studies conducted on 

students' micropolitical behaviors in the classroom. 
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Proposition Five: If the teacher perceives that students 
behave in ways that do not conform to classroom behavioral 
rules and procedures, the greater the probability that the 
teacher will utilize micropolitical strategies of control. 

According to my findings and as I state in proposition 

five, Mrs. Cole initiates micropolitical strategies of 

control as a result of perceived student misbehavior. If, 

for example, students fail to conform to classroom 

behavioral rules and procedures, Mrs. Cole uses 

micropolitical control strategies until the perceived 

misbehavior ceases and students are again conforming to 

classroom behavioral rules and procedures. In this study, 

Mrs. Cole's micropolitical control strategies include 

intermediaries, peer pressure, altruistic appeal, 

redirection, withholding privileges, and classroom 

expulsion. 

Once the perceived misbehavior ceases and students 

conform to behavioral expectations, Mrs. Cole returns to 

using micropolitical support strategies until the next 

instance of perceived student misbehavior. Thus, according 

to my findings, student behavior in the classroom determines 

the type of micropolitical influence Mrs. Cole uses in the 

classroom. In other words, Mrs. Cole's micropolitical 

actions in the classroom stand in a reciprocal relationship 

to student behavior. Mrs. Cole strategically adjusts her 



331 

micropolitical influence toward students based on her 

interpretation of student behavior. 

Support for proposition five is unavailable in the 

micropolitical literature. As previously mentioned, this is 

the case because there are no studies that address students' 

micropolitical behaviors in the classroom. 

Proposition Six: If the teacher perceives that students' 
behaviors conform to classroom behavioral rules and 
procedures, the greater the probability that the teacher 
will utilize micropolitical strategies of support. 

According to the findings in Chapter IV, and as I state 

above in proposition five, Mrs. Cole initiates 

micropolitical strategies of influence as a result of 

student behavior. Thus, Mrs. Cole's micropolitical 

strategies of support focus on the behavior of students. 

If, for example, students behave according to the classroom 

behavioral rules and procedures, Mrs. Cole uses 

micropolitical support strategies. In my study, Mrs. Cole's 

micropolitical support strategies include: protection, 

involvement, praise, individualizing, extending, evaluating, 

and sustaining. 

If, however, students begin to misbehave (i.e., to 

refuse to conform to classroom behavioral rules and 

procedures), Mrs. Cole switches to micropolitical control 

strategies until the misbehavior ceases (e.g., as I discuss 

in proposition five). Once the misbehavior ceases, Mrs. 
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Cole returns to using micropolitical support strategies 

until the next instance of student misbehavior. 

Support for proposition six is unavailable in 

micropolitical literature. As previously mentioned, this is 

the case because no studies have been conducted on students' 

micropolitical behaviors in the classroom. 

The Goals of Micropolitical Strategies 

Proposition Seven; Students and the teacher will view each 
issue that arises in the classroom in terms of their own 
goals. 

Proposition Eight; The greater the perceived difference 
between the students' and the teacher's respective goals, 
the greater the probability that students and the teacher 
will use micropolitical strategies to influence the 
achievement of their respective goals. 

Micropolitical influence refers to the act of impacting 

or swaying another towards one's own goals. As evidenced in 

my findings in Chapter IV and as I state in proposition 

seven, both students and the teacher in this study are 

micropolitical actors with their own goals and strategies to 

impact or sway one another toward the achievement of their 

preferred goals. According to my study, micropolitical 

goals are the desired ends or aims pursued by students and 

Mrs. Cole that result from their interests, values, needs, 

ideologies, preferences, beliefs, motivations, and purposes. 
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As I state in proposition eight, Mrs. Cole and her 

students view each issue that arises in the classroom in 

terms of their own micropolitical goals. For example, when 

students perceive Mrs. Cole's goals to differ from their 

own, students choose and use micropolitical strategies to 

ensure achievement of their own goals. Thus, when Mrs. 

Cole's and students' goals differ, they use micropolitical 

strategies in order to influence (i.e., to sway or impact) 

one another toward the achievement of their own preferred 

goals. The greater the perceived difference between Mrs. 

Cole's goals and students' goals, the greater the usage of 

micropolitical strategies in the classroom. 

The micropolitical literature provides direct support 

for propositions seven and eight. Central to the 

micropolitical perspective is the use of strategic influence 

to achieve goals in organizational settings (Blase, 1991a). 

Furthermore, according to Bloome and Willett (1991), the 

concept of micropolitical influence refers to micropolitical 

strategies that teachers and students use in balancing 

contradictory goals that appear in the day-to-day 

interactions of the classroom. Likewise, in my study, the 

concept of micropolitical influence underscores the essence 

of day-to-day interactions between students and Mrs. Cole 

and refers to the use of micropolitical strategies that they 

use to exert influence on each other for purposes of goal 

achievement. According to other micropolitical literature 
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(Bacharach & Mitchell, 1987; Bacharach & Lawler, 1980), the 

classroom, as an organizational setting, is shaped by the 

political influence that classroom members exert on each 

other to achieve their goals. 

Proposition Nine: The more limited or ineffective an 
individual classroom member's micropolitical influence is 
perceived to be for achieving his or her preferred goals, 
the greater the probability that the classroom member will 
seek the help of others to increase his or her influence to 
achieve his or her classroom goals. 

When classroom members (i.e., students and the teacher) 

in my study feel their micropolitical influence to be 

limited and ineffective for achieving their goals, they 

often recruit others (i.e., both from within and without the 

classroom) to strengthen their classroom influence. For 

example, according to my findings, students have general 

guidelines and observations about how to involve others and 

how to involve themselves in others' micropolitical 

strategies. 

First, students acknowledge the benefits of joining 

coalitions with other students to achieve their goals. 

According to the findings, students have the ability to 

recognize when other students utilize micropolitical 

strategies. Students join in and participate with other 

students to strengthen a micropolitical strategy's impact, 

if students think the micropolitical strategy will benefit 

them individually. 
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Second, students also form their own coalitions by 

seeking the aid of other individuals in order to achieve 

their classroom goals. Students often engage others (e.g., 

parents and the principal) to assist in influencing Mrs. 

Cole when they perceive their own influence to be 

ineffective or limited. 

I find direct support for proposition nine in 

micropolitical literature. For example, micropolitical 

literature on organizational politics (e.g., school 

organizations, business organizations, and government 

organizations) suggests that organizational members recruit 

others in order-to achieve their own political 

organizational goals (Bacharach & Lawler, 1980; Burns, 1961; 

Cyert & March, 1963). Burns (1961) argues that political 

coalitions are aspects of organizations necessary for 

achieving organizational goals. Burns considers political 

coalitions to be the exchange currency of organizational 

behavior. 

Like Burns (1961), Cyert and March (1963) also find 

organizations consist of micropolitical coalitions. Cyert 

and March (1963) find organizational competition to be 

precipitated by the development of political coalitions for 

the purpose of influencing organizational goals of groups 

and individuals involved in a context of disparate goals. 
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In addition, Bacharach and Lawler (1980) explain that the 

ability of a single political actor or group to achieve a 

goal is often limited; as a consequence, coalitions of 

actors emerge, identify collective goals, and devise 

strategies to achieve those goals. 

The Conseguences of Micropolitical Strategies 

Proposition Ten: The more the teacher uses and depends upon 
micropolitical support strategies to influence students, the 
greater the probability that students will experience 
positive conseguences. 

According to my findings and as I state in proposition 

ten, Mrs. Cole's use of micropolitical strategies of support 

has positive consequences for students. Mrs. Cole's 

micropolitical strategies of support positively influences 

students' academic work effort, students' feelings of 

relaxation, and students' academic achievement. 

Furthermore, students link Mrs. Cole's use of supportive 

micropolitical strategies to increases in student compliance 

toward her. 

Support for proposition ten is unavailable in 

micropolitical literature. As previously mentioned, this is 

the case because there have been no studies conducted on 

students' micropolitical behaviors in the classroom. 
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Proposition Eleven; If students perceive that the teacher 
uses appropriate micropolitical strategies of control, the 
greater the probability that students will experience 
positive micropolitical conseguences. 

In the present study, students perceive Mrs. Cole to 

primarily use micropolitical strategies of support rather 

than micropolitical strategies of control. According to 

students, the control strategies that Mrs. Cole uses are 

appropriate. Appropriate, according to students, means that 

Mrs. Cole uses micropolitical control strategies in a 

moderate and acceptable manner (i.e., only when necessary). 

Students acknowledge Mrs. Cole's need to use micropolitical 

strategies of control when student misbehavior prevents or 

distracts student learning. Thus, students say that Mrs. 

Cole's use of appropriate micropolitical strategies of 

control has positive consequences for them, such as 

preventing student misbehavior from interfering with their 

learning. 

Support for proposition eleven is unavailable in 

micropolitical literature. As previously mentioned, this is 

the case because there have been no studies conducted on 

students' micropolitical behavior in the classroom. 



338 

Proposition Twelve: If the teacher is perceived bv students 
to use micropolitical strategies of control inappropriately, 
the greater the probability that students will experience 
negative micropolitical conseguences. 

According to my findings and as I state in proposition 

twelve, if a teacher uses micropolitical strategies of 

control inappropriately, students say they experience 

negative consequences. While students do not associate 

their teacher, Mrs. Cole, with using inappropriate 

micropolitical strategies, they do describe past experiences 

with other teachers (i.e., previous classroom or special 

topic teachers) or present experiences with teachers other 

than Mrs. Cole (i.e., special topic teachers that instruct 

physical education, library, music, art, or resource areas). 

It is from these student discussions about other teachers 

that I discover the negative consequences of teachers' use 

of micropolitical strategies of control on students. 

Inappropriate, according to the students, means that a 

teacher uses and depends exclusively upon micropolitical 

control strategies to influence students in the classroom. 

Students link a teacher's inappropriate use of 

micropolitical control strategies to negative student 

perceptions of the teacher, student inability to relax in 

the classroom, student apathy, student anger, and decreases 

in student self-esteem. Students further link the 

consequences of inappropriate teacher micropolitical control 
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strategies to decreases in student work effort, academic 

achievement, and concentration. Furthermore, these 

strategies increase student fatigue, fear, inappropriate 

classroom behaviors such as cheating, feelings of 

retaliation toward the teacher), and the desire for 

increased physical distance between the teacher and the 

student. 

Support for proposition twelve is unavailable in 

micropolitical literature. As previously mentioned, this is 

the case because there are no studies yet to be conducted on 

students' micropolitical behaviors in the classroom. 

Proposition Thirteen; The more students use and depend upon 
micropolitical strategies of cooperation to influence the 
teacher, the greater the probability that the teacher will 
experience positive conseguences. 

As I describe in my findings and as I state in 

proposition thirteen, student cooperative micropolitical 

strategies have positive consequences for Mrs. Cole. 

Students' use of cooperative micropolitical strategies 

positively influence Mrs. Cole's perception of her 

professional competence and her self-esteem. Furthermore, 

Mrs. Cole connects her perception of professional competence 

and positive self-esteem to other positive consequences. 

For example, Mrs. Cole links her feelings of professional 

competence to her satisfaction and enjoyment of her job. 

Likewise, she links her positive self-esteem to her 
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abilities to cope with stress, to pursue self-improvement 

plans, and to meet personal needs such as the need to be 

liked and perceived as important by students. 

Support for proposition thirteen is unavailable in 

micropolitical literature. As previously mentioned, this is 

the case because there have been no studies conducted on 

students' micropolitical behavior in the classroom. 

Proposition Fourteen; The more students use and depend upon 
micropolitical strategies of resistance to influence the 
teacher, the greater the probability that the teacher will 
experience negative consequences. 

According to Mrs. Cole, students' use of micropolitical 

strategies of resistance are very influential on her both 

professionally and personally. She states that a limited 

amount of passive student resistance is beneficial, 

expected, and positively perceived. According to Mrs. Cole, 

she is able to use the feedback she gains from student 

passive resistance to help her refocus and redirect her 

teaching in effort to meet student needs. 

However, Mrs. Cole states that student micropolitical 

strategies of resistance that she perceives to be excessive, 

aggressive, and to occur continuously have negative 

consequences for her. Thus, the more students use 

micropolitical strategies of resistance, the greater the 

probability that Mrs. Cole will experience negative 

consequences. Negative consequences for Mrs. Cole include a 



341 

self-perception of professional incompetence, job 

dissatisfaction, and personal discouragement and fatigue. 

No published micropolitical data exists, to date, that 

explores the consequences of student micropolitical 

classroom influence on the teacher. Thus, support for 

proposition fourteen is unavailable in micropolitical 

literature. 

Chapter V Conclusion 

In Chapter V, I interrelate and elevate the categories 

of teacher and student micropolitical influence discovered 

in my research and discussed in Chapter IV, to the level of 

a grounded, substantive theory of the micropolitics of the 

elementary classroom. Recapitulating from Chapter III, a 

substantive theory evolves the study of a phenomenon 

positioned in one particular situational context (Strauss & 

Corbin, 1990). Similarly, the substantive micropolitical 

theory I derive from this study is grounded in the 

particular situational context of an elementary, second 

grade classroom. I present the grounded, substantive theory 

I developed from this context in the form of fourteen 

theoretical propositions. 

I present the fourteen propositions within three 

micropolitical areas that correspond to my guiding research 

questions. These areas include: (1) the selection of 

micropolitical strategies, (2) the goals of micropolitical 

strategies, and (3) the consequences of micropolitical 
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strategies. According to Blumer (1969) and Strauss and 

Corbin (1990), a theoretical proposition is a theoretical 

statement that suggests how phenomena might possibly relate 

to one another, which is necessary for the development of 

new areas of study. 

I introduced Chapter V with a quote by Glaser and 

Strauss (1967). In their quote, they set forth several 

criteria for judging a substantive theory. The quote reads: 

A grounded substantive theory that 
corresponds closely to the realities of 
an area will make sense and be 
understandable to the people working in 
the substantive area. . .It sharpens 
their sensitivity to the problems that 
they face and gives them an image of how 
they can potentially make matters 
better, (p. 239-240) 

In accordance with the criteria for substantive theory set 

forth by Glaser and Strauss (1967) in the above quote, the 

fourteen theoretical propositions I developed from my data 

make sense and are understandable to the classroom members, 

namely the students and teacher. According to the teacher, 

Mrs. Cole, the results of my study have made her more 

sensitive to the types of classroom micropolitical influence 

strategies that she uses and the consequences of her 

influence upon her students. Furthermore, she acknowledges 

her attempts to be aware of the goals behind student 

micropolitical strategies. This awareness will allow her to 

structure classroom activities, when possible, toward 

student goals in order to gain student cooperation and to 
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improve student learning. According to Mrs. Cole, she is 

now more conscious of how micropolitical influence affects 

teaching and learning in her classroom. 

Students also acknowledge in their interview comments a 

new sensitivity to the use and consequences of 

micropolitical influence. Several students discuss new 

realizations about how their own behaviors result in 

reciprocal types of teacher behaviors. For example, several 

students note that when they resist teacher initiated 

activities, Mrs. Cole usually responds with micropolitical 

strategies of control. Yet, second grade students are less 

sure about how to apply their new realizations about the 

reciprocal relationship between their behavior and their 

teacher's behavior. However, they acknowledge that my study 

makes them sensitive to both Mrs. Cole's and their own 

micropolitical influence in the classroom.^ 

The grounded, substantive theory that I have presented, 

in the form of fourteen theoretical propositions, meets the 

criteria set up by Glaser and Strauss (1967): (l) The 

theory corresponds to the realities of the second grade 

classroom, (2) the theory makes sense and is understandable 

to the classroom members, (3) the theory sharpens the 

sensitivities of classroom members to the micropolitical 

influence that exists within the classroom, and (4) the 

theory gives the classroom members an image of how they can 

use micropolitical influence to make the classroom a better 
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place. In these ways, the substantive theory (i.e., 

consisting of fourteen propositions) I present corresponds 

closely to the realities of the second grade classroom in 

which I conducted the research. 

In Chapter VI, I will summarize the study. Following 

the summary, I will discuss the implications of my study for 

teachers, principals, and university education programs. In 

conclusion, I will present areas for further research. 



CHAPTER VI 

SUMMARY, IMPLICATIONS, AND RECOMMENDATIONS 

Introduction 

In Chapter VI, I present a summary of my previous five 

chapters. In addition, I discuss the implications of my 

research for teachers, principals, and university education 

programs. I conclude by presenting recommendations for 

future research in the area of micropolitics. 

Summary 

Literature Background 

The early work of micropolitics began as a direct 

challenge to popular apolitical models of organization such 

as those developed by Weber (1947), Taylor (1947), and Fayol 

(1949) . Leading this challenge were early political 

theorists such as Burns (1961), Strauss (1962), Cyert and 

March (1963), and Pettigrew (1973), all who express a 

dissatisfaction with apolitical models of organizations. 

Their dissatisfaction centers around such tenets of 

apolitical models as: division of labor, scientific 

allocation of resources and incentives, and hierarchical 

task specialization that apolitical models espoused to 

ensure organizational consensus and to prevent competition, 

coalitions, and conflict within organizations. Early 

political theorists challenged apolitical models of 

organization with their own political models of 
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organization. Political models developed by early political 

theorists (i.e.. Burns, 1961; Cyert and March, 1963; 

Pettigrew, 1973; and Strauss, 1962) maintain that the tenets 

of apolitical models (i.e., division of labor, allocation of 

resources and hierarchical task specialization) do not 

ensure organizational consensus and do not prevent 

organizational competition, coalitions, and conflict. 

Instead, Burns (1961), Strauss (1962), Cyert and March 

(1963), and Pettigrew (1973) acknowledge that these tenets 

may actually create competition, coalitions, and conflict 

and find organizations to be heavily involved in political 

activity through a context of organizational decision 

making, power and authority structures, disparate goals, and 

resource allocations. Furthermore, these early political 

theorists believe that members of organizations use 

political strategies such as coalition building and 

political exchange to achieve their organizational goals. 

The micropolitical perspective evolved from the work of 

these early political theorists. 

While the actual term micropolitics was not introduced 

until 1975 (lannoccone, 1975), the foundation of 

micropolitics continued to grow through a host of 

theoretical frameworks and scholarly individuals. For 

example, public administration theorists such as Burns 

(1961) and Cyert and March (1963) find that individuals and 

groups alike use political coalitions and political 
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obligations to achieve their organizational and personal 

goals. In addition, public management theorists such as 

Pfeffer (1981), Walmsley and Zald (1973) and Mayes and Allen 

(1977) find that the hierarchal structure of organizations 

and organizational resource allocation are areas of extreme 

political activity where organizational members use 

political strategies to achieve their organizational and 

personal goals. 

lannaccone (1975), an educational researcher, became 

the first to use micropolitics in an educational context. 

According to lannaccone (1975) and other educational 

researchers (Bacharach & Lawler, 1980; Bacharach & Mitchell, 

1987) , schools should be recognized and understood as 

political entities where school members (i.e., individuals 

and groups) develop micropolitical strategies in an attempt 

to achieve their own personal and school goals. In 

addition, Bacharach and Lawler (1980) and Bacharach and 

Mitchell (1987) acknowledge that school members often form 

shared objectives and micropolitical strategies with other 

school members (i.e., coalitions) in order to achieve 

successful and preferred decision outcomes. 

Other educational researchers began to apply the 

micropolitical perspective to educational contexts. For 

example, Hoyle (1986) and Gronn (1986) reveal the use of 

both sanctioned versus nonsanctioned and overt versus covert 

micropolitical strategies by school members within a school 
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organization. In addition. Ball (1987) reveals that a 

group's use of micropolitical influence is more powerful 

than an individual's use of micropolitical influence. 

Furthermore, Ball (1987) emphasizes the prevalent existence 

micropolitical strategies of conflict as opposed to 

micropolitical strategies of cooperation. 

Unlike Ball (1987), Blase (1991a), in his study of 

educational micropolitics, acknowledges micropolitical 

strategies of cooperation as well as micropolitical 

strategies of conflict to exist within schools. In 

addition. Blase (1991a) finds that organizational and 

community factors significantly shape school micropolitics. 

Furthermore, he reveals that school members use 

micropolitical strategies for purposes of both protection 

and influence. 

To pull together the various developing perspectives in 

the rapidly growing field of micropolitics. Blase (1991a), 

developed a broad based, working definition of 

micropolitics. He writes: 

Micropolitics is the use of formal and 
informal power by individuals and groups 
to achieve their goals in organizations. 
In large part, political actions result 
from perceived differences between 
individuals and groups, coupled with the 
motivation to use power to influence and 
to protect. Although such actions are 
consciously motivated, any action, 
consciously or unconsciously motivated, 
may have political significance in a 
given situation. Both cooperative and 
conflictive action and processes are part 
of the realm of micropolitics. (p. 11) 
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Blase (1991a) bases his definition of micropolitics on the 

variations in existing and developing micropolitical 

perspectives, such as those I discuss in the section above. 

The majority of micropolitical studies completed in 

education focus on the teacher-principal micropolitical 

relationship. The literature reveals that principals do 

develop a micropolitical perspective toward teachers, and 

teachers do develop a micropolitical perspective toward 

principals. Furthermore, the principal's micropolitical 

perspective results in either negative or positive 

consequences for teachers depending upon the strategy of 

micropolitical influence the principal uses. For example, 

principal micropolitical strategies of authoritarianism, 

control of decision making, coercion, and favoritism link to 

decreases in teacher loyalty, motivation, risk taking, and 

commitment (Ball, 1987; Ball & Bowe, 1991; Blase, 1991a, 

1990; Radnor, 1990). Principal micropolitical strategies of 

praise, expectation, involvement, support, and moral 

influence link to increases in teacher self-esteem, 

confidence, sensitivity to student needs, and job 

satisfaction. 

A review of the literature reveals that, while numerous 

micropolitical studies concerning the principal-teacher 

relationship have been completed, only two micropolitical 

studies have been completed that focus on the teacher-

student micropolitical relationship (Blase, 1991b; Bloome & 
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Willett, 1991). Blase (1991b) conducted his study in a high 

school setting and focuses on the micropolitical behavior of 

teachers toward their students. Bloome and Willett (1991) 

executed their study in a first grade classroom with limited 

English-speaking students and focused on the micropolitical 

interaction that occurs between students and their teacher 

during reading lessons. 

The limited amount of micropolitical studies on the 

teacher-student relationship may be the result of the 

relative newness of the field. Micropolitics as a field of 

study is still in its infancy. My research presents one of 

the first efforts to apply the micropolitical perspective in 

an elementary classroom setting. 

What Blase (1991b) and Bloom and Willett (1991) do 

reveal through their micropolitical teacher-student studies 

is that (1) students and teachers do develop a 

micropolitical perspective toward each other in order to 

achieve their own personal goals, (2) teachers and students 

do use goal directed, micropolitical influence strategies to 

achieve their personal goals, and (3) teachers' and 

students' micropolitical strategies have political 

consequences, either negative or positive, for themselves 

and others. It is from this literature base that I 

developed this study of student and teacher micropolitical 

interaction in an elementary classroom. 
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Purpose of the Study 

The focus of my study can be stated as the question: 

What are the micropolitics of the elementary classroom? The 

purpose of my study is to examine micropolitical interaction 

in one elementary classroom. Specifically, I examine 

micropolitical interaction in an elementary classroom in 

order to discover (1) the micropolitical strategies of 

influence that students and their teacher use, (2) the 

students' and teacher's goals for using the micropolitical 

strategies, and (3) the consequences of the micropolitical 

strategies on the teacher and students. 

Guiding Research Ouestions 

I use three guiding research questions for the study. 

They are as follows: (1) What micropolitical strategies do 

the teacher and students in the elementary classroom use? 

(2) What goals do the teacher and students have for engaging 

in micropolitical strategies? and, (3) What are the 

consequences of the micropolitical strategies for the 

classroom teacher and students? 

Definition of Terms 

Blase's definition of micropolitics provides the 

conceptual foundation for my study. Blase (1991a) writes: 

Micropolitics is the use of formal and 
informal strategies by individuals and 
groups to achieve their goals in 
organizations. In large part, political 
strategies result from perceived 
differences between individuals and 
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groups, coupled with the motivation to 
use power to influence, (p. ii) 

Additionally, Blase (1991a) explains, "although such 

strategies are consciously motivated, any strategy, 

consciously or unconsciously motivated, may have political 

significance in a given situation" (p. 11) . Furthermore, 

cooperative and conflictive actions and processes are part 

of the realm of micropolitics. 

Other micropolitical terms I use and define in my study 

include: influence, strategies, goals, and consequences. 

By definition, micropolitical influence refers to the act of 

impacting or swaying another toward one's own personal goals 

(Blase, 1991a, Dilenschneider, 1990). Micropolitical 

strategies are the behavioral lines of action that the 

teacher and students use to carry out their influence and to 

accomplish their micropolitical goals (Blase, 1991a, 

Lofland, 1976). Micropolitical goals are the desired ends 

or aims individuals pursue that may result from individual 

interests, values, needs, ideologies, preferences, beliefs, 

motivations, or purposes (Blase, 1991a). Micropolitical 

goals are the desired ends or aims toward which an directs 

his or her influence. Micropolitical conseguences are the 

end results or effects obtained through using micropolitical 

strategies (Blase, 1991a). 
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Site Selection 

I purposely chose a private, elementary school as the 

site of my research. The school is located in a suburban 

city within the Northern region of Texas. The school serves 

students in prekindergarten through eighth grade and has an 

enrollment of 400. 

I considered a number of factors before selecting my 

research site. For one, the classroom teacher and school 

administrator volunteered to participate in my research 

project from the initial contact. For another, access to 

the teacher and students was unproblematic. I quickly 

established rapport with the teacher and she gave me 

permission to interview and interact with the students and 

her either individually or collectively as I needed. This 

meant that I had access to a purposive sample that included 

one second grade teacher and all of her second grade 

students. Furthermore, my experience in private schools 

provided an interest and a background for generating 

insights into the research. 

Sample Selection 

The research sample includes one second grade teacher 

and all her second grade students. Specifically, the sample 

includes one female elementary teacher with 15 years 

teaching experience and 18 students (nine boys and nine 

girls). All students are Caucasian and are from high income 

families where either one or both parents is employed in a 
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White collar professional occupation (i.e., doctors, 

lawyers, executives, politicians). 

Theoretical Framework 

Symbolic interactionism is the theoretical framework 

that guides my research design and informs my interpretation 

of the research findings. Blumer (1969, p. 65-66) defines 

symbolic interactionism as "activity in which humans 

interpret each other's gestures and act on the basis of 

meaning yielded by interpretation." 

Blumer (1969) discusses three major premises upon which 

symbolic interactionism rests: (1) Individuals act toward 

things and people on the basis of the meanings that things 

and people have for them; (2) the meaning of such things 

and people are derived from, or arise out of, the social 

interaction that individuals have with one another; (3) 

these meanings are handled in, and modified through, an 

interpretative process used by individuals to deal with 

things and people they encounter. 

I draw on the framework of symbolic interactionism, to 

locate and analyze the processes through which students and 

a teacher in an elementary classroom create meanings and 

develop micropolitical strategies toward each other in the 

classroom on the basis of these meanings. 
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Research Design 

This is a qualitative study of the micropolitics of an 

elementary classroom. I use grounded theory methods for 

collecting, coding, and analyzing data obtained from a 

second grade classroom where my research takes place. 

Guided by grounded theory, my findings are "inductively 

derived from the study of the phenomenon it represents (the 

micropolitics of a second grade class). . . and are verified 

through systematic data collection and analysis of the data" 

(Strauss & Corbin, 1990, p. 23). In other words, data 

collection and analysis stand in a reciprocal relationship 

with one another (i.e., data collection leads to analysis, 

and analysis leads to further data collection). Glaser 

(1978) , Glaser and Strauss (1967), and Strauss (1987) refer 

to this process of constantly switching back and forth 

between data collection and analysis as the constant 

comparative process of grounded theory. 

I used participant observation, interviews, and 

documents to collect my data. Participant observation is a 

data collection method that uncovers the meanings of 

individuals in a naturalistic setting such as the classroom. 

Participant observation involves social interaction between 

the researcher and the classroom participants (i.e., teacher 

and students) during which time the researcher 

systematically collects data (Taylor & Bogdan, 1984; Strauss 

& Corbin, 1990). In conjunction with participant 
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observation and document collection, I used interviews, 

including structured, semi-structured, and unstructured 

types, to collect data. Bogdan and Biklen (1992) describe 

an interview as a purposeful conversation used to produce 

rich, descriptive data about how participants interpret 

their world. Document collection provides additional data 

regarding the micropolitical strategies of the classroom. I 

collected both official and personal documents. The 

majority of the documents I used during my study are 

personal documents. Personal documents are first person 

narratives or materials. Official documents are written 

communications that the school produces. 

I took field notes during data gathering sessions 

(i.e., participant observation and interviews) and further 

wrote my field notes up shortly after leaving the research 

site. I conducted my data analysis by searching line by 

line through my written up field notes for units of data 

called incidents that served as the basis for defining the 

subcategories, categories, core category, and theoretical 

propositions of my research. I identified 20 incidents in 

my field notes. 

By looking at each incident's similarities and 

differences, I grouped the 20 incidents into a category set 

that includes four categories and 14 subcategories of 

micropolitical influence. The four categories are; (l) 

teacher support, (2) teacher control, (3) student 
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resistance, and (4) student cooperation. Subcategories of 

the category of teacher support include (a) self-esteem 

support and (b) instructional support. Subcategories of the 

category of teacher control include (a) passive action and 

(b) aggressive action. Subcategories of the category of 

student resistance include (a) passive resistance and (b) 

aggressive resistance. Subcategories of the category of 

student cooperation include (a) self-concept confirmation, 

(b) sensitivity, (c) nonverbal immediacy, (d) reward 

association, (e) assuming a teaching role, (f) listening, 

(g) following directions, and (h) achievement (see Figure 

3.1: Category Set). 

According to the constant comparative process of 

grounded theory, I built relationships between the 

categories to form a core category. A core category is the 

central category around which all other categories form 

(Glaser, 1978; Glaser & Strauss, 1967; Lincoln & Guba, 1985; 

Strauss, 1987) . I identified micropolitical influence as 

the core category of my research as it fit the above 

definition and criteria for a core category. Furthermore, I 

then interrelated and elevated the category set of teacher 

and student micropolitical influence to the level of a 

grounded, substantive theory of the micropolitics of an 

elementary classroom. The substantive theory contains 

fourteen theoretical propositions of classroom 

micropolitical influence. 
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Findings 

The Micropolitics of the Teacher 

I find two categories of teacher micropolitical 

influence toward in my data, namely teacher support and 

teacher control. The first category I discussed was teacher 

support. The culminating goal of teacher support is to 

promote the academic achievement of students. I identified 

two subcategories of the category of teacher support in my 

data: (1) self-esteem support, which includes the 

micropolitical strategies of protection, involvement, and 

praise and (2) instructional support which includes the 

micropolitical strategies of individualizing, extending, 

evaluating, and sustaining. 

The second category I discussed was teacher control. 

The culminating goal of teacher control is to regulate and 

guide student behavior to conform to classroom behavioral 

rules and procedures. I identified two subcategories of the 

category of teacher control in my data: (1) passive action, 

which includes the micropolitical strategies of 

intermediaries, peer pressure, altruistic appeal, and 

redirection, and (2) aggressive action which includes the 

micropolitical strategies of withholding privileges and 

classroom expulsion. 

I find teacher micropolitical strategies of support to 

have positive consequences for students. For one, students 

state that Mrs. Cole's micropolitical support strategies 
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positively influence their perception of her (i.e., they 

like her). In addition, students link Mrs. Cole's use of 

micropolitical support strategies to increases in their 

academic effort and their ability to relax in the classroom. 

Students further state that a positive teacher perception, 

increases their academic effort and classroom relaxation 

enhances their academic achievement. 

According to the students of my study, Mrs. Cole uses 

micropolitical strategies of control less frequently than 

she uses micropolitical strategies of support. However, 

when she does use micropolitical control strategies, she 

does so in an appropriate way. For example, students 

acknowledge the need of Mrs. Cole to use micropolitical 

strategies of control when student misbehavior prevents or 

distracts from learning for either individuals or the 

classroom as a whole. Students state that Mrs. Cole's 

appropriate use of micropolitical strategies results in 

positive consequences for students, such as preventing 

student misbehavior from interfering with student learning. 

On the other hand, students state that inappropriate 

teacher use of micropolitical strategies of control results 

in negative consequences for students. According to 

students, inappropriate refers to the extreme and excessive 

use of such micropolitical control strategies described in 

Chapter IV (i.e., intermediaries, peer pressure, altruistic 

appeal, withholding privileges, and expulsion) and other 
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control strategies that students describe as inappropriate, 

such as a teacher's attempts to control students by yelling 

and threatening. Students, in their attempt to explain the 

negative consequences of inappropriate teacher 

micropolitical control strategies, use past experiences with 

other teachers as examples. (Other teachers means teachers 

other than their present teacher, Mrs. Cole). Students 

perceive Mrs. Cole to use micropolitical control strategies 

appropriately. Students link the consequences of a 

teacher's inappropriate use of micropolitical control 

strategies to negative student perceptions of the teacher, 

student inability to relax in the classroom, student apathy, 

student anger, and decreases in student self-esteem. 

Students further link inappropriate teacher micropolitical 

control strategies to decreases in their work effort, 

academic achievement, and concentration; and to increases in 

student fatigue, fear, inappropriate classroom behaviors 

such as cheating, feelings of retaliation toward the 

teacher, and a desire for increased physical distance 

between the teacher and the student. 

The Micropolitics of Students 

I find two categories of student micropolitical 

influence toward the teacher in my data, namely student 

resistance and student cooperation. The first category I 

discussed was student resistance. The culminating goal of 

student resistance is to delay, distract, modify, or prevent 
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teacher initiated activities or instructions that students 

dislike. I identified two subcategories of the category of 

student resistance in my data: (l) passive resistance, 

which includes the micropolitical strategies of repetition, 

interruption, topic changes, ignoring, and partial 

compliance; and (2) aggressive resistance, which includes 

protesting and intermediaries as micropolitical strategies 

of influence. 

The second category I discussed was student 

cooperation. The culminating goal of student cooperation is 

based on an exchange process. Reduced to a catchphrase, the 

cooperative exchange process revealed between Mrs. Cole and 

her students can be expressed as "You scratch my back, and 

I'll scratch yours." Students state that they cooperate 

with Mrs. Cole in exchange for rewards. Rewards, as 

mentioned by all students throughout the study, revolve 

around student preferences. I find eight micropolitical 

strategies in the category of student cooperation in my 

data: self-concept confirmation, sensitivity, nonverbal 

immediacy, reward association, assuming a teaching role, 

listening, following directions, and achievement. 

Student micropolitical strategies of resistance have 

both positive and negative consequences for Mrs. Cole. Mrs. 

Cole states that a limited amount of passive student 

resistance has positive consequences for her. For example, 

she states that she uses the feedback she gains from student 
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passive resistance to help her redirect her teaching to 

better meet student needs. However, Mrs. Cole reveals that 

students' micropolitical strategies of resistance that she 

perceives to be excessive, aggressive, and to occur 

continuously have negative consequences for her. This 

includes all aggressive resistance student micropolitical 

strategies and the excessive use of passive resistance 

student micropolitical strategies. According to Mrs. Cole, 

negative consequences of students' excessive and aggressive 

micropolitical strategies upon her include: personal 

feeling's of professional incompetence, personal 

discouragement, job dissatisfaction, and physical, mental, 

and emotional fatigue. 

On the other hand, Mrs. Cole states that students' use 

of micropolitical strategies of cooperation have positive 

consequences for her. She states that students' 

micropolitical strategies of cooperation positively 

influence her personal sense of professional competence and 

her self-esteem. Furthermore, Mrs. Cole connects her 

positive self-perception of professional competence to 

increases in her job satisfaction and enjoyment. Likewise, 

Mrs. Cole links her positive self-esteem with her abilities 

to cope with stress, to pursue self-improvement plans, and 

to meet personal needs, such as the need to be liked and 

perceived as important by students. 
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Credibility of the Research and Findings 

Credibility is an umbrella term that includes criteria 

for judging the adequacy of a study's research process and 

findings (Strauss & Corbin, 1990). The following section 

summarizes the credibility criteria I used during my 

research. 

Grounded theory methods provided me with opportunities 

for continual data analysis and comparison in order to make 

credible the match between my categories and the research 

participant's perspectives (i.e., the teacher and students). 

For example, through the use of the constant comparative 

process of grounded theory, I was able to continually adjust 

my data collection and analysis to ensure my data's fit, 

work, and relevance to the emerging theory. Fit, work, and 

relevance are three credibility techniques indigenous to 

grounded theory (Glaser, 1978; Glaser & Strauss, 1967). Fit 

means my categories are applicable to the research setting 

and directly derived from my data. Work is the ability of 

my findings to explain the actions under study, and 

relevance means my categories are meaningfully relevant to 

the research setting. According to Glaser and Strauss 

(1967), the concepts of fit, work, and relevance are 

essential criteria for judging whether a study can be 

considered grounded and is therefore credible. 

In addition to the fit, work, and relevance of grounded 

theory for achieving credibility, I used other criteria to 
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further promote the credibility of my research. These 

criteria include: prolonged engagement, persistent 

observation, triangulation, peer debriefing, member 

checking, and thick description. 

Prolonged engagement is the investment of sufficient 

time to achieve the purposes of learning the setting, 

testing for misinformation, and building trust. Persistent 

observation, as another technique for promoting credibility, 

allowed me to "identify those characteristics and elements 

in the setting that are most relevant to the question being 

pursued and focus on them in detail" (Lincoln & Guba, 1985, 

p. 304). To accomplish prolonged engagement, I spent an 

entire school year (i.e., nine months) in my research site. 

In contrast to prolonged engagement, which provided scope to 

my study, persistent observation provided depth. By depth, 

I mean that I continued observations until saturation 

occurred. As a result, I avoided premature closure of my 

research. 

Triangulation is another technique I used to achieve 

credibility in my study. Triangulation is the use of 

multiple sources of data, multiple settings, and multiple 

methods of data collection to support emerging research 

themes and to explain my research findings (Lincoln & Guba, 

1985). I also used peer debriefing and member checks to 

promote the credibility of the study. Peer debriefing is a 

process of communicating to a peer for the purpose of 
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exploring aspects of the study that might otherwise remain 

only implicit within the researcher's mind (Lincoln & Guba, 

1985). Member checking (Lincoln & Guba, 1985) allowed the 

students and the teacher of my classroom study to provide me 

with feedback on my findings. Member checking provided the 

opportunity to assess intentionality (i.e., what the 

participant intended by acting in certain ways). In 

addition, member checking also put the research participants 

on record for the accuracy of their inferred statements and 

the reasonableness of my interpretations and conclusions. 

According to Lincoln and Guba (1985), thick description 

is an additional component of credibility. Thick 

description specifies everything that another researcher 

would need to know in order to understand the findings of 

the study. I provided a thick description of (1) the 

methods I used to collect and analyze my data, (2) my 

research site and sample, (3) my status position (i.e., to 

what extent I was a member of the classroom group) , and (4) 

my research findings. By providing such a thick 

description, the reader of my classroom study will be able 

to experience the classroom content and context. In this 

way, it is likely that the reader will be able to see some 

part of the narrative as relevant to his or her experiences. 

As a result, the reader should view my study as a likely, 

credible, plausible story, my analysis as reasonable, and my 

interpretation as promising and worthwhile. In addition, I 
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used thick description so that a judgment of the feasibility 

of transferability (i.e., applying the study's findings to 

other research settings) could be made by the reader. 

I also addressed the issue of confirmability in my 

study. Confirmability is the extent to which the 

researcher's subjectivity influences the research findings. 

In the qualitative sense, "subjective means biased or 

probably biased, a matter of opinion; and objective means 

unbiased, factual, confirmable or confirmed" (Lincoln & 

Guba, 1985, p. 300). I enhanced confirmability by using all 

the aforementioned credibility techniques. In addition, to 

become aware of my biases, I reflected upon and wrote down 

my assumptions, ideas, and beliefs about the research study 

before I entered the classroom. While in the classroom, I 

wrote observer's comments. Observer's comments are comments 

in which I recorded information about my feelings, 

interpretations, hunches, and preconceptions. By keeping a 

written record of my feelings, assumptions, and beliefs, 

both before and during my research, I was able to divulge 

biases, as I became aware of them, so as to prevent them 

from interfering with the research (Taylor & Bogdan, 1984). 

Implications 

The micropolitical perspective has implications for 

educational scholars, teachers, and principals alike. 

According to Blase (in press), micropolitical knowledge and 

skills are relevant to understanding, working in, and 
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Changing the character of life in schools. Blase (1991a) 

explains: 

The micropolitical perspective on 
organization provides a valuable and 
potent approach to understanding the 
woof and warp of the fabric of day-to
day life in schools. This perspective 
highlights the fundamentals of human 
behavior and purpose. Micropolitics is 
about power and how people use it to 
influence others and to protect 
themselves. It is about conflict and 
how people compete with each other to 
get what they want. It is about 
cooperation and how people build support 
among themselves to achieve their ends. 
It is about what people in all social 
settings think about and have strong 
feelings about, but what is so often 
unspoken and not easily observed, (p. 1) 

In the above quote. Blase makes reference to several 

implications of micropolitical knowledge and skills for all 

educators, including teachers, principals, and university 

educators. First, the micropolitical perspective is 

valuable for understanding school life—understanding why 

individuals in schools, whether it be teachers, students, 

principals, or parents, behave as they do. Understanding 

why individuals act as they do must preclude any action 

taken to modify or change their actions. Second, according 

to Blase (1991a), micropolitical knowledge and skills are 

important for proactive influence purposes, to help 

individuals influence others so as to achieve their own 

goals and purposes. On the other hand, micropolitical 

knowledge and skills can also be used to help individuals 

react to, prevent, or counter negative types of influence. 
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Third, micropolitical knowledge and skills will help school 

and university members develop shared goals and to build 

cooperative support needed for the achievement of shared 

goals that will ultimately lead to the improvement of 

education. 

While the above micropolitical implications are broad 

and general in nature, I will now outline specific 

recommendations for micropolitical use based on my present 

study. In the following section, I discuss micropolitical 

recommendations for teachers, principals, and university 

education programs. 

Recommendations 

Recommendations for Teachers 

1. Teachers should be prepared to operate effectively in a 
dynamic and highly micropolitical world of the classroom. 

Teachers should be prepared (i.e., skilled) to deal 

with classroom influence in two different ways. First, 

teachers should be prepared to operate reactively, as 

targets of classroom influence. Teachers should be aware of 

potential and actual types of influence strategies that 

students use in the classroom. Teachers should also be 

skilled in responding to student influence strategies in 

appropriate ways, taking into account the situational 

context of the classroom and the individuality of each 

student. Second, teachers should be prepared to operate 

proactively, as initiators of classroom influence. Teachers 
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should be aware of the types of influence strategies they use 

and how those strategies are perceived by individual 

students. Furthermore, teachers should always be conscious 

of the consequences of their influence strategies on 

students. 

2. Teachers should seek to understand others (i.e.. 
students, principals, parents, peer teachers) from a 
micropolitical standpoint. 

Teachers should make an effort to not only assess the 

micropolitical strategies of others, but to seek the 

purposes or goals of others' micropolitical strategies. 

Thus, in the context of the present study, Mrs. Cole should 

seek to understand why her students use micropolitical 

strategies of resistance and cooperation. 

For example, a student resistant strategy could be 

considered a symptom of an underlying problem of student and 

teacher goal incompatibility. In other words, the student 

is resisting Mrs. Cole's activity because that activity is 

incompatible with the students' goal. If Mrs. Cole 

addresses only the symptom, (i.e., the student's strategy of 

resistance) recognizing the goal or purpose of the strategy, 

the goal or purpose of the student resistance will never be 

discovered and the incompatibility never resolved. In this 

case, it is likely that the student strategy of resistance 

will be met with a counter strategy of control by Mrs. Cole, 

and thus a vicious cycle is born of strategy and counter 

strategy between the student and Mrs. Cole. This cycle has 
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little potential for achieving positive consequences for 

either Mrs. Cole or her students. Teachers must learn to 

get to the heart of the student resistance and treat the 

cause of student resistance and not just the symptoms. 

Teachers must also realize that when teacher and students' 

goals and strategies are incongruent, a climate is created 

that prevents both teacher and student from reaping the 

benefits of classroom success. 

3. Teachers should also be aware of how their actions 
reinforce certain student micropolitical behaviors. 

For example, teachers should be careful not to be 

more accepting of students' use of passive types of 

micropolitical resistance as opposed to aggressive 

resistance. While, it may be initially less stressful and 

time consuming for teachers to allow students to participate 

in passive resistance such as partial compliance or ignoring 

as opposed to aggressive and confrontational resistance such 

as protesting and using intermediaries, the subsequent 

management problems associated with this type of acceptance 

are likely to be even more troublesome and demanding in the 

long term. Teachers should encourage students to verbalize 

the reasons behind their resistance, even if such encounters 

make both students and teacher uneasy. This type of candor 

is likely to expose the actual reasons for the resistance 

and promote more cooperative classroom opportunities that 

contribute to further classroom success. 
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4. Teachers should develop a deep awareness of their own 
political strategies and goals, and how their strategies and 
goals affect students and influences important classroom 
processes, such as teaching and learning. 

Although micropolitical influence is necessary to 

accomplish various goal-oriented teaching and learning 

outcomes, the teacher must never forget to consider the 

effects of his or her influence, not only on the successful 

achievement of his or her goal, but also on the students 

involved. 

For instance, teachers should develop an awareness of 

when to use micropolitical influence strategies of support 

and when to use micropolitical influence strategies of 

control to achieve teaching and learning outcomes. As 

discovered in my study, when Mrs. Cole uses control 

appropriately, it is associated with positive consequences 

for students. When a teacher uses control inappropriately, 

it is associated with negative consequences for students. 

Based on my research, it can be said that an effective 

teacher is one who is able to use influence effectively; 

one who knows when and how to use both supportive and 

control types of micropolitical strategies appropriately. 

And, in order to know how to use influence effectively, the 

teacher must know her students, their needs, and their 

goals. 

Special efforts should also be taken by teachers to 

determine how their micropolitical influence may 

unconsciously and inadvertently affect students. For 
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instance, teachers should take time to reflect on their own 

micropolitical behaviors to determine how these behaviors 

are being interpreted by students (i.e., based on 

conversations with students), and to solicit feedback from 

students about the consequences of teacher strategies. 

5j Teachers must be aware of their micropolitical example 
to students. 

Teachers have a moral and ethical responsibility to use 

appropriate means of influence in the classroom. My study 

finds that students often rely on influence strategies that 

they have previously seen used by others or that they have 

previously been the recipients of. Thus, it is possible 

that students learn micropolitical influence through the 

examples and experiences they have in the classroom. As 

such, teachers must be aware of how their micropolitical 

behavior is recreated in the lives of students. As the 

saying goes, "Children learn what they live." 

6. Teachers should help students learn to appreciate more 
intrinsic types of classroom rewards. 

In my study I find students to use micropolitical 

strategies of cooperation when they positively perceive an 

activity to be rewarding or see a way of obtaining a valued 

reward through cooperation. The types of rewards students 

seek depend on students' own individual preferences and 

needs. Many students seek extrinsic, materialistic types of 

rewards. According to research, extrinsic rewards do not 
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increase the value that students place on tasks, but instead 

link task performance to delivery of consequences that 

students do value (Good & Brophy, 1994). Intrinsic rewards, 

however, do increase the value that students place on tasks 

(Good & Brophy, 1994). Teachers should help students learn 

to appreciate and seek more intrinsic rewards. Teachers 

could accomplish this by emphasizing academic tasks that 

students find inherently interesting and enjoyable so that 

they engage in these tasks willingly without need for 

extrinsic rewards. According to Good and Brophy (1994), the 

simplest way to ensure that students value what they are 

doing is to maximize their free choice and autonomy and to 

let them decide what to do and when and how to do it. 

Teachers should take advantage of existing intrinsic 

motivation by (1) allowing students to select activities 

according to their own goals and (2) selecting and designing 

classroom activities that contain elements that students are 

likely to find enjoyable or intrinsically rewarding. 

Recommendations for Principals 

Principals have the task of bringing out the best in 

teachers and students. According to both students and the 

teacher in my study, the principal has a strong influence 

upon the classroom for both students and the teacher. As 

such, I developed several micropolitical implications for 

principals from my data. 
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1. Principals must have an understanding of micropolitics 
and the impact that micropolitical behavior has on the 
school. 

Micropolitical literature points out that life in 

schools is quite complex, unstable, virtually unpredictable, 

and saturated with micropolitical activity (Blase, 1991a). 

The principal must be able to identify and understand the 

sources and types of micropolitical behavior that impact the 

life of a school, and respond to it in effective ways. 

The principal must be aware of the micropolitical 

influence that originates from outside the school—such as 

in the case of special interest groups, media, and 

legislative mandates. The principal must assess the 

potential impact of outside micropolitical influences upon 

the school and proactively respond in ways that benefit and 

protect important school processes such as teaching and 

learning. 

The principal must also be aware of micropolitical 

behavior that occurs within the school between and among 

school members (i.e., including teachers, staff, students, 

parents). As with micropolitical influences that originate 

from outside the school, the principal must assess the 

impact of within school micropolitical behavior on 

individual school members, groups of school members, and the 

school as a whole. Having done so, the principal must 

proactively respond in ways that benefit and protect 

important school processes such as teaching and learning. 
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2. Principals should develop a deep awareness of how their 
own micropolitical behavior affects teachers and students 
and influences classroom life. 

During interviews, students in the present study state 

that their principal influences them greatly. Students 

state that they fear the principal's authority and power, 

especially the principal's authority to inflict punishment 

upon them. Students further state that they often cease 

inappropriate classroom behaviors when threatened with a 

trip to the principal's office or when the principal comes 

into the classroom. Students cease inappropriate behavior 

because of fear of punishment rather than out of a sense of 

responsibility or concern for behaving correctly in the 

classroom. Thus, it may be possible that the principal's 

micropolitical style influences students to behave in the 

right way but for the wrong reasons. 

Furthermore, the principal also micropolitically 

influences the teacher. Mrs. Cole recognizes the principal 

has the power to evaluate her teaching effectiveness in the 

classroom. Because of this power of evaluation, Mrs. Cole 

behaves in ways that seek to please the principal. Mrs. 

Cole spends a great deal of time visiting with other 

teachers trying to decide exactly what the principal's 

expectations are and what the criteria for evaluation 

consists of. According to Mrs. Cole, she does not feel 

comfortable approaching the principal with questions about 

teacher evaluation, and the principal does not volunteer any 
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information. Yet, without this information, Mrs. Cole 

expresses feelings of unpreparedness, stress, and 

insecurity. By withholding this type of information, 

whether consciously or unconsciously, the principal creates 

a stressful situation for Mrs. Cole. In turn, Mrs. Cole, in 

an effort to please the principal, spends time trying to 

emulate teachers who she perceives to have the principal's 

approval. At times, this means participating in teaching 

activities and curriculum that she feels uncomfortable with 

and views as unbeneficial to her students. Thus, the 

principal's behavior of withholding information negatively 

influences Mrs. Cole. 

3. Principals should develop an awareness of how their 
micropolitical decision making (i.e.. who gets what and 
when) affects teaching and learning. 

In the present study, the principal's decision making 

power influences both students and Mrs. Cole. For example, 

the principal makes decisions that affect the classroom time 

schedule. The principal schedules numerous educational 

pull-out activities for students. According to Mrs. Cole, 

pull-outs affect what she can teach, and when and how she 

can teach it. Mrs. Cole has several suggestions about how 

pull-out activities can be used without the interruption to 

other academic study areas. However, her input is not 

directly sought by the principal and she does not feel 

comfortable in sharing her suggestions, fearing that it will 

look like she is trying to be disagreeable. 
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The principal's decisions concerning the assignment of 

students to classes also influence the classroom. In the 

case of my study, the majority of students assigned to Mrs. 

Cole are labeled as slow readers. According to Mrs. Cole, 

this type of student requires more instructional time and 

special types of curriculum and accompanying curriculum 

resources. She states that she is often behind the other 

teachers in presenting the second grade curriculum. Being 

behind the other teachers in regard to the amount of 

curriculum covered results in a conflict between Mrs. Cole's 

personal teaching beliefs and her professional job 

expectations. In regard to her personal teaching beliefs, 

Mrs. Cole feels that she should not worry about the quantity 

of curriculum covered, but the quality of curriculum 

covered. In contrast, Mrs. Cole perceives the principal's 

expectations to be that she complete the second grade 

curriculum by the year's end. Thus, the principal's 

assignment of students to classes influences the types and 

amount of curriculum that Mrs. Cole can cover. Furthermore, 

the principal's expectation that Mrs. Cole complete the 

second grade curriculum by the year's end creates a conflict 

between Mrs. Cole's personal teaching beliefs and her 

personal job expectations. 

As revealed in the discussion above, principals should 

develop an awareness of how their micropolitical decision 

making (i.e., who gets what and when) affects teaching and 
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learning. They should also make an effort to involve 

teachers in such decisions to reduce negative consequences 

and to provide the best possible school environment for both 

teachers and students. 

4-!—Principals should seek and provide opportunities to help 
teachers develop micropolitical awareness and skills. 

Principals should observe teachers' micropolitical 

influence in the classroom and, based on these observations, 

help teachers develop appropriate micropolitical strategies 

of influence toward students. In this same way, principals 

could assist teachers in becoming aware of how they may be 

unconsciously affecting students or how they may be 

unconsciously responding to the influence of students or 

parents. 

In addition, principals could provide inservice 

opportunities to help teachers develop micropolitical 

knowledge and awareness of self and others. This awareness 

and knowledge could be accomplished through literature and 

research presentations, group discussions, role playing, or 

simulated or real experiences. 

Recommendations for University 
Education Programs 

1. University education programs should provide 
opportunities for teachers and principals, both preservice 
and inservice. to develop micropolitical knowledge. 

University programs should provide opportunities for 

teachers and principals to develop the following types of 
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micropolitical knowledge: (l) an awareness and understanding 

of the impact that micropolitical behavior has on schools, 

(2) how to identify and respond appropriately to the types 

of micropolitical influence being used in schools, and (3) 

to develop an awareness of one's own micropolitical 

behavior. 

Opportunities to develop micropolitical knowledge could 

be accomplished in two ways. First, micropolitical 

knowledge could be developed by adding courses on the 

micropolitical perspective to the existing university 

academic course curriculum in both teacher education and 

principal education programs. Next, micropolitical 

knowledge could be developed by integrating micropolitical 

research holistically into already existing university 

courses, to include such topics as conflict resolution, 

negotiation, group dynamics, classroom management, 

motivation, decision making, organizational change, 

organizational leadership, supervision, communication, 

resource allocation, and public relations. 

2. Opportunities should be provided to allow current and 
prospective teachers and principals to confront their own 
micropolitical behavior and analyze the conseguences of 
their micropolitical behavior on others. 

The confrontation and analysis of micropolitical 

behavior could be accomplished through group discussions, 

role playing, sensitivity training, mentoring, information 

gained as both producers and consumers of research, and 
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through simulated experiences. Simulated experiences, for 

example, could include the use of multimedia technology such 

as the Administrator Case Simulation Library produced at 

Texas Tech University (Claudet, 1994). The Case Simulation 

Library depicts educational scenarios presented on an 

interactive video laser disk format (i.e., a framing and 

analysis format). In regard to micropolitics, preservice 

and inservice educators could be presented with a school 

scenario depicting a micropolitical dilemma. Educators 

could analyze the dilemma and then further reflect and 

identify how they would respond to the dilemma. In this 

way, educators could confront their own micropolitical 

behavior. Moreover, educators could then discuss and 

reflect upon the potential consequences of their 

micropolitical behavior on the life of the school. 

3. An educational agenda that attempts to enhance a 
reflective orientation toward the development of and use of 
micropolitical influence competencies would be useful. 

Schon (1983) describes the reflective orientation 

process as consisting of two parts: reflection-in-action 

and reflection-on-action. For instance, in the complex and 

dynamic life of schools and classrooms, events unfold 

rapidly and new problems continually arise. When faced with 

a new problem or situation, educators must use 

reflection-in-action by drawing upon knowledge gained from 

theory and research as well as knowledge acquired through 

experience in order to appropriately respond to the new 
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problem or situation. Once the action has been taken, 

educators must then reflect-on-action by examining the 

consequences of their actions. The information educators 

gain from reflection-on-action can then be used when faced 

with the next new problem or situation. 

For example, when using micropolitical influence in the 

classroom, teachers must, as Schon (1983) says, reflect-in-

action. For instance, before using a micropolitical 

strategy, the teacher may ask herself or himself several 

reflective questions such as: Will this micropolitical 

strategy be perceived by students as supportive and result 

in positive consequences for students?, or Will this 

micropolitical strategy be resisted by students and result 

in negative consequences for students? The teacher will then 

select a micropolitical strategy based on this 

reflection-in-action. Utilizing and understanding 

reflection-in-action is essential because each classroom and 

each student presents a unique classroom context. In other 

words, no how-to book can tell a teacher how to use 

micropolitical strategies in particular situations because 

it cannot tell the teacher what the political dynamics of 

the situation are. 

Subsequently, teacher action (i.e., in the form of a 

micropolitical strategy), once taken, must then undergo 

further reflection. Schon (1983) calls this reflection-en

action. Reflection-on-action is used to determine the 
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results of the teacher's action, in this case, the 

consequences of the teacher's micropolitical strategy. The 

results of this reflection-on-action will then be used the 

next time the need for reflection-in-action occurs. 

Thus, reflection is a two part process. Part one, 

reflection-in-action, consists of identifying or framing the 

problem, mentally drawing on the knowledge gained from 

theory, research, and past experiences, and, at the same 

time, activating solutions. Part two, reflection-on-action, 

consists of analyzing the consequences of the action taken. 

A university education agenda that attempts to enhance 

teachers' and principals' understandings and uses of both 

types of reflection would be beneficial toward the 

development of and use of micropolitical influence. 

Recommendations for Further Research 

In this section I recommend areas for further research 

on the teacher-student classroom micropolitical 

relationship. My recommendations are based on my findings 

as well as on the virtual lack of classroom research found 

in micropolitical literature. 

1. Recommend similar micropolitical research to be 
conducted in different classroom environments. 

Based on the lack of classroom micropolitical research, 

I recommend that research, such as I have presented, be 

conducted in differing types of classroom environments. 

Different classroom environments include: (a) different 
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classroom grade levels (i.e., preschool through high 

school), (b) classrooms in differing school locations (i.e., 

urban, sub-urban and rural schools), (c) classrooms in 

differing types of schools (i.e., private school, public 

schools, experimental schools, magnet schools), (d) 

classrooms with differing classifications of students (i.e., 

minority, gifted, special education, low socioeconomic 

status), and (e) classrooms with differing types of teachers 

(i.e., with both male and female teachers, experienced and 

novice teachers, minority and majority teachers). These 

differing types of classroom environments will need to be 

contrasted and compared to continue the development of the 

micropolitical perspective. 

2. Recommend further micropolitical research on how certain 
organizational roles influence the classroom. 

While conducting the present study, it became clear 

that certain organizational roles, such as those held by the 

principal, micropolitically affect important classroom 

processes such as teaching and learning. I suggest further 

research should be done to determine how these 

organizational roles influence students and the teacher in 

the classroom. Furthermore, research is needed to determine 

what other organizational roles exist in the school that 

influence the internal micropolitical situation of the 

classroom. Organizational roles to be investigated might 

include those of the principal, assistant principal. 



384 

superintendent, parents, school board members, lead 

teachers, and peer teachers. 

3. Recommend further micropolitical research on how outside 
school influences affect the classroom. 

Research is needed to determine what micropolitical 

influences exist outside the school structure that affect 

the internal micropolitical situation of the classroom. 

Outside school influences to be investigated might include 

those of universities, legislatures, corporate school 

sponsors, special interest groups, publishing companies, and 

the media. 

4. Recommend further research that examines the 
micropolitics of various school relationships that influence 
the classroom. 

Research is needed to determine how the micropolitics 

of various school relationships influence the classroom. 

School relationships to be investigated might include 

student-student relationships, administrator-teacher 

relationships, teacher-teacher relationships, and teacher-

parent relationships. 

5. Recommend further research that examines the 
micropolitics of various classroom topics and Questions. 

I discovered the following micropolitical research 

topics in my study. I have framed the topics in the form of 

a guiding research question. I recommend further research, 

as detailed below, in these areas. 
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Teacher Micropolitical Strategies of Support 

Guiding questions to be investigated under the topic of 

teacher micropolitical strategies of support include; (a) 

What micropolitical strategies of support do classroom 

teachers use toward their students? (b) Why do teachers use 

micropolitical strategies of support? (c) When are teachers 

most likely to use micropolitical strategies of support? 

(d) What are the consequences of teacher support 

micropolitical strategies on students? on the teacher? 

Teacher Micropolitical Strategies of Control 

Guiding questions to be investigated under the topic of 

teacher micropolitical strategies of control include: (a) 

What micropolitical strategies of control do classroom 

teachers use toward students? (b) Why do teachers use 

micropolitical strategies of control? (c) When are teachers 

most apt to use micropolitical strategies of control? (d) 

What are the consequences of teacher control micropolitical 

strategies on students? on the teacher? 

Student Micropolitical Strategies of Resistance 

Guiding questions to be investigated under the topic of 

student micropolitical strategies of resistance include: (a) 

What micropolitical strategies of resistance do students use 

toward their teacher? (b) Why do students use micropolitical 

strategies of resistance? (c) When are students most likely 

to use micropolitical strategies of resistance? and (d) What 
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are the consequences of student resistance micropolitical 

strategies on the teacher? on students? 

Student Micropolitical Strategies of Cooperation 

Guiding research questions to be investigated under the 

topic of student micropolitical strategies of cooperation 

include: (a) What micropolitical strategies of cooperation 

do students use toward their teacher? (b) Why do students 

use micropolitical strategies of cooperation? (c) When are 

students most likely to use micropolitical strategies of 

cooperation? and (d) What are the consequences of student 

micropolitical strategies of cooperation on the teacher? on 

students? 

Micropolitical Behavior 

Guiding questions to be investigated under the general 

topic of micropolitical behavior include: (a) How does 

micropolitical behavior develop? (b) Can micropolitical 

behavior be altered? and (c) How do individuals and groups 

become aware of micropolitical behavior not only in 

themselves but in others? 

Concluding Statement 

In Chapter VI, I have presented a summary of the 

previous five chapters. In addition, I discussed the 

implications of this study for teachers, principals, and 
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university education programs and presented recommendations 

for future research in the area of micropolitics. 
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