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In this qualitative study, interviews of two former middle school teachers were conducted and analyzed for how they fostered a supportive classroom environment in the United States despite the national stress of the Vietnam War during the late 1960s and early 1970s. Half a century later in 2020-2021, similar trends seem to remain just as important in society though the context has shifted. Implications for social-emotional learning from then and now are discussed. Each of the two participants in this study established centralized control through slightly different means and both used written guidelines and rules while emphasizing prosocial behaviors. Three themes emerged: 1) a syllabus was important in management style, 2) sports, and 3) the national social context—such as the Vietnam War—manifested itself in the discourse of the social environment to affect classroom life. Implications for the socio-spatial context of school architectural layout are explored.
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INTRODUCTION
This case study provides an answer to the question: What was a perspective of middle school classroom life and management from the Vietnam War era? This question was asked because of the approaching fifty-year anniversary of the end of the Vietnam War. This seemed like a historical moment to get the recollections of former middle school teachers as a snapshot in time and for their implications for middle school classroom life. The interviews that are the focus of this paper are of two former middle school teachers who taught in the late 1960s to early 1970s.
The purpose of this study was to explore the research question: What changes or continuities in middle school classroom management were there in America from a case study perspective of former in-service middle school teachers? The assumption is that there are generational cultural cycles. This is a qualitative case study in psychological anthropology, what Stein (1985), Rosa (1996) called psychoanthropology. According to Stromberg (2009), psychological anthropologists “are interested in many of the same questions as Psychologists, except that we PAs (psychological anthropologists) always try to think about the possibility that human activity is based not only in personality or the nervous system but also in a person’s culture and social environment” (para. 2). Two former middle school teachers who taught between the years 1967–1971 agreed to interview for this study. The semi-structured interviews were transcribed. The difference in time and age is an intentional component of the study because this is a case study comparison (Stake, 1995) between two former middle school teachers. Discussion will include the importance of architecture and classroom organization to the social process of teaching and learning.
LITERATURE REVIEW
The concept of middle school has undergone changes in the late 20th century as “middle school” replaced “junior high school” in many districts in the United States (Tamer, 2012). The language used to describe the middle grades suggests how education is conceptualized (Wortham, 2008). The junior high school tended to be more focused on subject matter content, while the concept of middle school attempts to balance subject matter content with social-emotional development that educational psychologists suggested is important for the age group in grades 6–8 (Roeser et al., 2000).
Managing the middle school classroom was also increasingly viewed as distinct from elementary school and high school in the late 20th century and twenty-first century. While fostering positive relationships between students and teachers has long been established as important at every grade level, the middle school context of early adolescence requires its own strategy of relationship-building. According to Beaty-O’Ferrall et al. (2010): “Teachers who adopt a relationship-building approach to classroom management by focusing on developing the whole person are more likely to help students develop positive, socially-appropriate behaviors” (p. 5). This is not a different process from high school, but it can include a different level of quasi-parental perspective as it is the transitional age group between child and adolescent (Akmal and Larsen, 2004). Related to these observations through a social cognitive lens is the role that the coach identity can have in potentially supporting teacher authority which often seem to be anecdotal, yet influential (Cossentino, 2004; Pope et al. 2014; Dervent and Inan 2015).
Social support in school promotes student retention and graduation across student groups (Demir and Leyendecker, 2018). The middle school sets the stage for students going into high school, so the ways in which middle schools are structured socially and psychologically can either incentivize or disincentivize prosocial and academic development (Beaty-O’Ferrall et al., 2010). Middle school design can facilitate co-regulation skills in students so that the teacher is more a facilitator of learning than behavior manager. As Quackenbush and Bol (2020) concluded in their study of the social dynamic of co-regulation blurring together with social regulation between teacher and students in a middle school mathematics classroom: “In these two cases, the teachers were effectively but implicitly sparking socially-shared regulation of learning among teams of students” (p. 7). Such a process can be seen throughout modern schooling going back at least to the mid-twentieth century. This study provides another vantage point of discussion for this concept of social regulation and co-regulation in the middle school classroom.
Each generation has its own context while also having many continuities from previous generations that overlap. The Vietnam War was a time of socio-political change and civil rights marches. This context affected the students, families, teachers, and administrators in schools across the United States. One of the many effects of the Vietnam War legacy was, in part, its influence on immigration to the United States. For example, English language learning (ELL) began to be implemented more widely and systematically in the 1970s to meet the needs of language learners, especially those who were refugees from the Vietnam War that decade (McCall and Vang, 2012). The increased attention to ELL in American public schools in the 1970s was caused, in part, because of the socio-political changes of the Vietnam War (Nguyen, 2018).
Using the life-history method, Nguyen (2018) interviewed three individuals who were English language learners in Vietnam to explore their perceptions and experiences of school. The Vietnam War influenced perceptions; influencing geopolitics that affected teachers as well as students. According to Nguyen (2018), “Drawing on the narratives of the participants, we can see that this language conveyed political implications specific to the socio-historical milieu of Vietnam during the 1975–1990 period” (p. 624). The Vietnam War had a lasting influence on socio-political contexts of school in both Vietnam and the United States and, thus, is an important reference point in time for the study of schools and educational context. Lessons from those influences are important in the study of change and continuity of school structure.
CONCEPTUAL FRAMEWORK
This is a case study of two former middle school teachers’ perspectives of their time teaching in the United States from 1967 to 1971. This case study method is based in part on the sociocultural approach of Bartlett and Vavrus (2014) that situates a study across micro-level to macro-level contexts. This type of multidisciplinary approach is what Stromberg (2009) called psychological anthropology. The interview method was informed by Sawyer and Norris (2013) concept of duoethnography in which the two participants are the case study. Semi-structured interviews were used as this gathers primary information for analysis (Briggs, 2007). This study is a combined conceptual framework similar to a prism in that the output is a result of analyzing separate components of the data that are connected yet different in their implication.
This case study addresses an aspect of social-emotional development for the middle school classroom environment as seen through the lens of two retired middle school teachers who taught during a time of social change in the late 1960s and early 1970s. The two teachers in this study addressed social-emotional learning in different ways for social studies and science classes, respectively. The interviews were recorded and transcribed manually. On the qualitative spectrum, this study is part of a hermeneutical understanding of school environments based on a semi-structured interview protocol of individual perception in context of larger social phenomena (e.g., the context of the Vietnam War in the late 1960s and early 1970s) and that the socio-spatial structure of schools affects individual roles (see Appendix).
RESEARCH DESIGN
After reading the informed consent statement as approved by this researcher’s Institutional Review Board, the two participants were given the semi-structured interview protocol ahead of the interviews (Stake, 1995). The interviews were voice recorded and transcribed by this researcher. The voice recorder was placed on the table in between the researcher and participant after acknowledging that the interview was being recorded for this study in accordance with the informed consent statement. Participants were given their transcribed interviews after completion for them to review. Anonymity was ensured by redacting any personal information in the transcription.
This researcher interviewed the two participants with a voice recorder and then transcribed the recording manually. The transcripts were given to the participants to review before finalizing and to ensure that identifying information was redacted. Themes were derived by this researcher manually without software based on a modified duoethnography model (Sawyer and Norris, 2013). The modification to the Sawyer and Norris (2013) model is that instead of this researcher entering a dialogue with another researcher about the interviews, this researcher entered dialogue with the participants directly to check for thematic agreement (e.g., the importance of the Vietnam War on the social-emotional context of the United States in the late 1960s and early 1970s). The participants reviewed the transcript prior to writing the paper and then read the first draft of the paper prior to submission. As part of the purpose of this study was to explore anecdotal perception of classroom life from recollections of the Vietnam War era in the United States, the effects of the Vietnam War legacy on social-emotional development emerged as a theme. The role of sports in middle grades social-emotional development also emerged during the interviews. Likewise, this researcher was interested in the transition from the junior high school model to the middle school model and what potential insights individuals who were teachers during the late 1960s and 1970s might have that could provide further understanding of this thematic shift in the structure of early adolescent education. As such, this study is a psychological-anthropological case study in anecdotal experience that provides anecdotal insights into middle grades educational continuity and change based on a larger social context.
The transcripts that are analyzed from the two retired middle school teachers’ interviews are like narration ready for unpacking to understand what Pinar et al. (1995) suggested were the heretofore hidden “stories that never end, stories in which the listener, the ‘narratee,’ may become a character or indeed the narrator, in which all structure is provisional, momentary, a collection of twinkling stars in a firmament of flux” (p. 449). In other words, individual narratives are as important as large data sets, though different in how they are used for recommendations for curricular practice. Interview data presents a story that would otherwise go unread.
This study focuses on the interview data as a case study exploring the concept of middle school classroom life from a snapshot in time. This case study being structured on an interview of two former middle school teachers allows for reflection on their teaching practice based on the things that most imprinted on their memories. The individual within the larger school culture emerged as important. The years 1967–1971 are emphasized because of an interest in commemorating the fifty-year anniversary of the end of the Vietnam War. With sociopolitical unrest leading to social change, there are parallels that an anecdotal case study can illuminate for discussion.
FINDINGS AND DISCUSSION
The findings from each of the two interviews were more different than similar. As a case study using a semi-structured interview protocol, the individual participants determined what they saw as personally important. Although both schools that the participants taught at were urban and during the same time frame, the two schools were on different coasts of the United States, had different population composites, different sizes, different emphasis on sports, and different classroom management styles because of local culture. Three themes emerged: 1) a syllabus was important in management style, 2) sports were important in social cohesion and the absence of sports was seen as a deficit, and 3) the national social context—such as the Vietnam War—manifested itself in the discourse of the classroom environment to affect classroom management practice.
Participant 1—a male social studies teacher—noted that although his mentor teacher during his student teaching practicum was authoritarian, Participant 1 considered himself to be “cooperative” and not “assertively authoritative.” He seemed to reference his role as a football coach as one that was more pastoral than authoritarian. Participant 1 noted that this style of management worked because:
(Participant 1) My style was more to be in a partnership with the students—more or less informal and not particularly disciplinarian—but demanding academically. And it worked with my particular students. It would not have worked in many other school atmospheres in my opinion, but it certainly worked in the school I was in and the students I was teaching.
This suggests that because he was of the same culture as the majority, that there was a cultural understanding in which the dominant culture of the area expected a somewhat “informal” approach to discipline. Rules, in other words, did not necessarily need to be written and posted on the wall. This seems to be in keeping with what Caughlan (2005) observed of “pastoral power,” as well as what Pope et al. (2014) suggested about the importance of the coach identity as a role of social importance in communities.
Both participants indicated that they provided a syllabus to their seventh-grade students at the beginning of the school year. Participant 1 noted:
(Participant 1) Well, I did have a syllabus. Let me back up a little bit; I certainly had a syllabus, but I didn’t have specific rules for behavior in the classroom. But I did have a specific syllabus that I handed out at the beginning of the year, the academic period.
Participant 2 (a female science teacher from the east coast) on the other hand indicated that explicitly spelled-out rules were needed—because of experience.
(Interviewer) Did you have written rules and guidelines?
(Participant 2) Not the first year.
(Interviewer) And the second year?
(Participant 2) The second year I did.
(Interviewer) And how did you go about constructing those rules?
(Participant 2) I thought about it over the summer—I mean always had a syllabus, but I think what you’re talking about are other expectations.
(Interviewer)Yes.
(Participant 2) What I came to understand my first year is that children that age want rules; they want structure—they want to know what the expectation is. Because, as I said, seventh grade is such an extremely difficult year. My experience in the area where I was, was that students needed and wanted to be told by an adult that they trusted what the expectation was. They did not want to make those decisions for themselves—for the most part. And so, over the summer, when I thought about the challenges I had for the first year, I spent a great deal of time thinking about how I would structure my approach during the second year. So, I did, I had rules—hopefully not too many rules, but just basically what the rules were. You know, about speaking or, you know, what would seem now to be maybe insignificant—but, chewing gum or where you sit or things like that. That was all set out, because I just found that kids that age in that area wanted to know exactly what was expected of them.
Participant 2’s experience in her first year of teaching prompted her to change from the relatively informal management style (as outlined by Participant 1) to the more formal management style of rules to be documented in the syllabus like a contract. Participant 2 suggested that implementing the formal rules in her next year of teaching seemed to be an integral part of fostering a stable learning environment. Both participants had protocols, but they manifested differently. Participant 2, the science teacher, began this way in the second year after adapting her management style from what she learned her first year of teaching:
(Participant 2) They came in, I let them sit where they wanted to sit, and told them very specifically to choose carefully because they were not going to be able to change seats at all the whole year. I then made a seating chart and made sure that I memorized the name of every student. I found that is amazing for having a calm class—is to be able to redirect a student by immediately calling them by name, not having to walk over to them or talk to them or anything—simply calling them by name calmly, clearly calmly redirecting conduct.
(Participant 2) Okay, my second year, I felt like I had no disciplinary problems. And, as I said, I think the reason for that was that I made sure I knew every child’s name by the second day in class. And so I tried to exude self-confidence and was very clear and directive when I spoke to them. So, I just think that created an atmosphere where the student knew what was expected of him or her—including the fact that I set forth the rules from the start. The first year I thought I did have some discipline problems with the one class that I was warned that I would (laughter), and, I’m not sure that I ever did—I don’t think it was until the end of the year that I ever felt that things calmed down in that class at all.
Keeping the seventh-grade classes under control seemed to be a constant process of negotiation. Mediating venues that were attached to the school but not class, such as sports events, seemed to be a part of that negotiation process. Sports—football in particular—seemed to be a means that Participant 1 could use as a mode of amplifying his negotiating authority, because of his status as the assistant coach for what he noted was a “very successful” football program. Participant 1 noted that the authority of a football coach was a special type of authority different from the authority he had as a teacher:
(Participant 1) That’s easy because if you’re a coach you are the authority. And, you demand discipline. Any athletic endeavor demands discipline. If the individuals don’t conform to that discipline then they’re benched—they’re marginalized. And no student really wants to be marginalized, particularly when they are all out competing for a position on the football team—a successful football team. If the program is successful, if the athletic endeavor is successful, and it garners a lot of positive reaction from parents, students, coaches, the public in general, then it has an inherent discipline all of its own. It’s easy to get the kids to cooperate—it’s never a problem in a successful athletic endeavor—it’s never a problem.
This extra type of authority seemed to amplify his authority as a teacher. Participant 2, however, taught at a school that did not have any after-school sports programs. Perhaps this missing layer of school-sponsored sports removed a potential additional source of authority from teachers. Participant 1 suggested that motivation was the key factor surrounding sports and that the motivation within sports could be complimentary to motivating academic performance.
Individual students seemed to respect Participant 1’s authority as the football coach and teacher combined. The combination of roles as football coach and teacher reinforced each other to augment the teacher’s classroom authority. This seems to support Dervent and Inan (2015) social cognitive theory of football coaches’ influence on student-athletes’ academic success and social development through the concept of social role modeling. The coach identity can be an important component of a teacher’s management effectiveness inside and outside the classroom (Pope et al., 2014). Similarly, Cossentino (2004) noted that the coach identity can be an important way for teachers to reinforce their pedagogical authority.
Participant 1 indicated that his football team was considered successful and that some of the players were also students in his classes. Classroom management overlapped with football field management and the combination seemed to be an effective means of generating self-contained respect in which students respected him as a teacher-coach without needing any assistance from administration. In other words, Participant 1 was a nearly self-contained figure of authority from the beginning.
(Interviewer) How often did you have to involve administration in disciplinary issues?
(Participant 1) Very rarely; I rarely bothered them. The students were full of energy, but they were never hostile. So, and they were never really hostile toward each other either. They were just full of energy or they were emotional over something—could be a positive emotion, could be a negative one—but there was no real friction on a personal ad hominem level, detectable by myself. And if there ever was ever anything like that, particularly with the 11th graders, if they were interested in football, I would resolve it on the football field. … Everybody would have a laugh. It was never hostile. I was never assertively authoritative—I didn’t try to heavily assert my authority. I would just say that it’s time for you to calm down and it’s time to cooperate.
This further suggests Participant 1’s authority as both coach and teacher in effectively maintaining a goal-oriented management approach for social studies similar to the goal-oriented approach in football discussed by Dervent and Inan (2015). His identity as football coach and teacher created additional strategies for maintaining authority in which the football field was a second classroom. The two fields—classroom and football—reinforced the teacher’s authority. This was done in what Jansen and Kiefer (2020) discussed as a social-emotional development approach relevant to middle school students to meet them where they are and to encourage prosocial skills within school environments that include the classroom and the sports field.
Participant 2, the female science teacher, although in a different context from the male social studies teacher, also exuded a sense of self-contained authority who very rarely needed administrator assistance with discipline. Without an identity of a sports coach, she seemed to rely more on the structure of written and spoken rules at the beginning and on the basis of scientific process. Even without the additional identity of sports coach, Participant 2 seemed to utilize the subject—science—as a way to establish a method for students to follow. Every student had an assigned seat, for example, and so that established a set routine that they could follow the entire year. They had set times for lecture, discussion, and interactive laboratory work. Again, a methodological structure was established by Participant 2 so that students “knew what was expected of him or her—including the fact that I set forth the rules from the start” (Participant 2 interview note).
National-level political and social movements seemed to affect teacher practice on a nearly continual basis. The school was not isolated from larger political and social situations. Both participants spoke of their experience teaching during what became known as the height of the Vietnam War. Both participants mentioned the Vietnam War throughout their interview as it related to classroom topics and behavior. Sometimes, the conflict in Vietnam would be discussed in class, especially if Participant 1 thought students were distracted:
(Participant 1) So, I tried to gauge: What was on the minds of these students today? Was it a headline about something in Civil Rights, a headline about the [Vietnam] War? Or some other headline that dominated television or their parents’ conversation? And try to relate that to the subject matter during that classroom time. On the other hand, if it was something that had happened at school that they didn’t like or that they were puzzled over or that it was concerning to them, then we would talk about it—we would just stop the academic side of class for 10 min and I’d just let them talk. Then I would bring it back and I tried never to take a position on those things and explain it as best I could.
This was a management tactic to redirect potentially disruptive behavior into a productive activity within the context of the course. In other words, this teacher did not blame the student for being distracted. Instead, the social dynamics of society were acknowledged and allowed to be discussed within the learning environment. This acknowledgment validated students as stakeholders in their own education.
Participant 2, who was teaching on a military base, suggested an even more pronounced affect that the conflict in Vietnam had on student—and teacher—behavior. One of the main affects seemed to be a feeling of uncertainty in which the concept of home moved:
(Participant 2) This was a large urban school. It was on a very large military installation. So to that extent it was probably different from many other large urban schools, and because it was during the height of the Vietnam War people were constantly moving. The teachers moved in and out, the students were moving in and out. And more to the point, I think that the students had more challenges than students at other schools, because most of those students had a father who was absent fighting in the Vietnam War, and had a mother who was working and trying to keep things together at home.
To compensate for the uncertainty, Participant 2 indicated that having delineated rules and expectations on a syllabus and through repetition of example fostered a sense of calm. Participant 2 had a seating chart where each student was assigned a seat for the whole year. This seemed to be a tactic for (re)establishing a sense of home or stability—in a subtle but identifiable way—so that students would come to school knowing that they could always go to the same seat in the same classroom with the same teacher and have a sense of affirming structure. Establishing routine through structured social protocols was important because of relatively low parent involvement.
(Interviewer) Were there any specific curricular guidelines given to you?
(Participant 2) We were given the books that we were supposed to use. And I had two books to use—one book to be used for, as I say, the more gifted students. And a different book for those who were more challenged. We were told what we were supposed to cover. The type of curriculum it was is there were reading assignments—I would give homework assignments—and we would have discussions, lectures and discussion. And because it was a science class, I also would have a lab. Because money was so tight in this particular area, in fact, I bought a lot of my own supplies for the labs. If I wanted to do particular labs, the school often times didn’t have the materials and so I purchased them myself. (pause) Very different from the tax base that we have now for some of our K-12 schools, and (State redacted) was very different from (State redacted). (State redacted) had much more of a focus on the tax base for schools; in (State redacted) that just wasn’t the case, at that time.
Money was a much more pronounced issue for Participant 2 than Participant 1 because the local school district in Participant 2’s areas was economically depressed.
(Interviewer) Were you an advisor for any extracurricular activities?
(Participant 2) No, and the reason for that is that these kids did not have a parent who could pick them up after school. So, there virtually were no after-school activities. They either got on the bus or if they were lucky enough to have a parent who could pick them up they could. But, there was no ability to keep a child after school either voluntarily or involuntarily. So, anything that needed to be done in terms of communicating with a child or parent needed to be done during the structured school day.
External financial constraints and the Vietnam War draft was a major cause for parent detachment from their children’s school. Parent support is important for student success. If parent support is missing, then it is up to school staff to step in as a local quasi-parent (Akmal and Larsen, 2004). This seemed to be the case during the Vietnam War era, too, as suggested in this interview. Parent support did not seem to be a problem for Participant 1 on the west coast. The contrast is particularly remarkable as well because Participant 2’s school did not have after-school sports.
In the context of the late 1960s and 1970s, the United States middle grades system was largely organized into what where called “junior high schools.” Starting in the late 1980s junior high schools started to be reorganized into middle schools. Some districts still retained the junior high school model into the 2010s. The junior high school tended to be grades 7–8 while middle schools tended to be grades 6–8. Sometimes, a junior high school was grades 7–9 in which case the high school included only grades 10–12 and called a senior high school (Tamer, 2012). These organizational shifts to the middle grades structure are important because of their reflection of the changing understandings regarding developmental psychology and educational psychology.
As much as the changes were psychological, they were also linguistic for cultural appeal. The term middle school infers something different than junior high school. As Tamer (2012) suggested, middle school infers a more student-centered approach while junior high school suggests a more content-driven approach. While a generalization, it does frame the context for why the change in structure of grades 6–8 shifted. While psychological, the labels were also sociocultural and affected the way that middle grades education was conceptualized and taught. Even the design of the school buildings changed so that the architecture reflected the apparent shift in focus of the middle school in comparison to the junior high school.
The language used to describe the middle grades is important because the language use can be what Wortham (2008) called “social action in practice.” Here is where the transition from educational psychology to educational anthropology takes place—it is in the social practice of teaching and learning in the middle grades where student social development is as important as their academic development. These concepts are present in the background of interviews with middle school teachers who must consider many different variables of curriculum design and implementation within the changing social context of early adolescent learners in the middle grades.
The physical design of the learning space affects classroom management practice. Social action in practice for management and organization of schools also took the form of changes in the physical design of middle schools. The architecture and layout of a school suggests the priorities and function of the teaching and learning space. Among the spectrum of school designs, there is variation from the traditional segmented, rigidly separate rooms with disciplinary boundaries to the open concept plans that foster interdisciplinary collaboration. Floorplans and architectural design can influence social cognitive process, according to Dovey and Fisher (2014).
While classroom management in the middle grades has often been analyzed from psychological perspectives, there is much to be learned from anthropological research methods in conjunction with the psychological study of the middle school environment (Jansen and Kiefer, 2020). The shift in focus from the junior high school model to the middle school model can be inferred in the physical design of the school buildings. The physical redesigns that began to emerge in the late 1970s infer the curriculum reforms. The junior high school layout tended to emphasize content-focused instruction.
The middle school layout tended to emphasize the concept of student-centered instruction. The hybrid instructional format would become more common in which there is a balance between these two models. With the blending of content-focused and student-centered instruction came the blending of the physical layout of the school building itself. The architecture was partially a reflection of the instructional type. The student-centered or hybrid models tended to reflect what Dovey and Fisher (2014) discussed as the renewed interest in the role of socio-spatial variables in teaching and learning.
CONCLUSION
The two interviews analyzed in this qualitative study suggest that each of the two former middle school teachers interviewed fostered an inclusive and supportive classroom environment in different ways depending on their local school social context. The importance of national social trends (e.g., politics in the Vietnam War), classroom structuring from the start of the year (e.g., syllabus and classroom rules), and the importance of the coach identity manifested differently. These seem to be common themes across classrooms and time, anecdotally substantiating studies by Pope et al. (2014) and Dervent and Inan (2015) on the coach identity in which they concluded that such an identity can augment the teacher’s authority because of social modeling in social cognitive theory in which students look up to a coach as a role model or figure of authority. Each of the two participants in this study established centralized control through slightly different means and both used written guidelines and rules. But the reliance on written rules varied based on each teacher’s assessment of the social-emotional development of their students at that time and within the larger community context.
The divergence in the two participants’ experiences with sports was perhaps the largest contrast. The social studies teacher was also the assistant football coach, and this added to his authority. The science teacher was at a school where parent involvement was relatively low because of external financial and work constraints coupled with the school not having sports programs. There was a code of conduct, but that code seemed to be based mostly on unwritten principles of respect and conventions of interpersonal conduct through personality, constructs of protection or safety (such as defending each other for team cohesion on and off the field), and the negotiation between individual and team in which the individual has more freedom up to the point where that freedom intersects the team goal.
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APPENDIX
SEMI-STRUCTURED INTERVIEW PROTOCOL
To Participant (“interviewee,” also addressed as “you” or “your”):
This interview is intended for former school teachers and in-service teachers. You have been asked to participate in this study because of your status as a former or current school teacher (including any grade level in K-12). Interviews will be voice recorded and transcribed. Results will be published in the researcher’s dissertation and potentially other scholarly venues, including but not limited to scholarly journals and books. Any personally identifiable information from the participants (interviewees) will be redacted for publication to maintain interviewee anonymity. You may stop your interview at any time. Your transcribed interview is available upon request from the researcher conducting the interview.
The purpose of this interview is to add to the field of educational research on school and classroom life and management. The questions in this survey are designed to specifically 1) identify the manners that characterized classrooms and schools by 2) saving your first-person account of your experience as a K-12 teacher.
The researcher (interviewer) will publish in whole or in part your interview (with any personally identifiable information redacted) and will analyze your interview and other participants’ interviews with the purpose of adding to the literature on classroom life and management and any other applicable fields of educational research. Interview questions:
1. What grade levels did you teach? What year(s) did you teach? How would you generally describe the school—urban or rural, et cetera?
2. How would you characterize students’ manners in your school?
a. Did you have a specific idea of your classroom management plan at the beginning of the school year?
b. What was your philosophy of authority and management in the classroom? In extracurricular activities?
i. Did you try to instill specific manners in your classroom management plan?
ii. How would you characterize the ways in which students interacted with each other in your classroom?
iii. Were there significant differences between genders in their manners?
c. How would you characterize teachers’ manners in your school?
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