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ABSTRACT Teps
§ .

The major purpose of this study was to determine H

hether or not a relationship existed between teacher int:er-

personal behavior and each of the following variables.
dent sslf-icncept, school behavior, achievement and social

N accepéance The physical fitness level Of a subsample of

v

the students was examined to determine its zelationship to

'\'any of the above factors. X .

The study 1nvolved 39 grade five teachers and their
tu-

arithmetil; achievement test. Self-concept was datermined
by the use’ of the McDaniel-Piers Young Childrey's Self-
Concept Scale. The Ohio Social Acceptance Scald wab used to’

. determine the level of social acceptance and the Child

was measured by the Canada Fitness Avards Test. )

Results of h’te study were obtained by regression
analysis. A significant relationship was found to exist \
b n teacher i 1 behavior ‘and student achieve-

ment in reading combrehension and between teacher inter-
.personal behavior and student school 'behavicF. A positive-

relationship existed between the dependent variables self-




concept and social attraction. No positive relatlon#hipl

were found to exist bet teacher int 1

and achievement in mathematics and vocabularyj-teacher

5 & « .
P . N

interpersonal behavior and student self-concept; and teacher

<4 ‘1nterpez|ona1 aviot and social acceptance. +

Restlts of the fitnejs study showed no significant
relatxcmhipa existed between level o?u:neu and the
dependent variables. , i

> . s
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‘\‘ CHAPTER 1

OVERVIEW OF THE STUDY

Introduction
siroduction I
The basic assumption underlying this study was-the

writer's bellef that the development of both the cognitive
and affective domains of students are necessary for their ,

full growth and development. The teacher 1is.viewed as’one -

agent respensiple for' this developmghlt. Costello (1974) 4

The affective domain is the heart and soul of the
learning experience, just as the cognitive domain is -
the thinking intellectual part. They -are directly
interrelated. The cognitive domain stimulates the

affective domain and onceé the ch¥ld is involved in 1
affective éxperiénces, new cognition arises. #
(p. 107)

Likewise, Aspy (1972) stated the affective domain mustr

éasume as much importance as the cognitive domain. He

charged the pblic school with 'the responsibility for pro-
moting the_cognitive growth of students and since it fs
interrelated with the affective domain it cannot be .
developed separately. Furthermore, ‘The Newfoundland School

Act (1970) stated that "the teacher is viewed as an agent

‘of society responsible not only for the cognitive develop
ment but also for social, enotional, physical and spiritual®
" (chapter-346) . ' '

Affect is an intrinsic motivator and, according to &

iy : 1
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. established a hierarch\y of nseds and he felt unless the basic .

“self-concept, behavior, social acceptance and’physical

. w1odkowskl (1978), «ﬁu-kains involvement and deepens interest

in the snb]ect matter. Aspy (1972) beueved schooling and/.
or 1earn1ng to be.a process which occurs between individuals

and which .can be enhanced or diminished in effectiveress

. accordinq to the degtee of 1nterpersonal facilitation with

which itds carried out. 5 o = . Ta
Also-underlying this study was the theory of’ gra(:iﬂ-

cation of needs. Maslow (1954_!)‘believed that nged gratifi—

cati&n'-was ‘the most important sxngxé principle underlying

all himan development. ~He bélieved needs motiv

learnifig .

especiany at the beqinninq of any academic bask. Mas low

'lower' needs were satisfied little motivation for ‘school
leurning would take place. when students do not want‘ to
learn, it is quite probable they are. either experienclng S

needs that interfere with the learnihg pmcess or that

teaching neglects or threateixs thelr current need stite. It

is likely when the physiolugical needs are not fulfijled.

there is. little motivation. for "school learninq. T
Also, educational researchers have not: discovered many .

dependable relationships between teacher L;ehavior and student ~ .

outcomes (Brophy & Evertson, 1976‘). The present study,

therefore, attempted to i;westigate the relationship of ) '

teacher interpersonal behavior and aéhievexnent, student

activity.



‘Hypothesis l - There exists a positlve zelationship between -

Statement of Purpose b . Vo
The §utpo_ses of the. at'miy wezex' s

l. -To- investigate the ralationship of teacher mter-

_persanal behavior to the self-concepc, school behavior, .' @

academic achievement and ‘social acceptance of elementary

.-
school children. . -‘ oa®, s

. A ' °

2. To", lnveatigate the sffsctl of physical activity on -

each of the variahles mentioned above e a subaample of the

‘total group. .

mtheseé. . ¥

The following hs(pot_hese's have b‘eeh'fdrinulatea'es "a' T 5
B " - | Ty

result of considenation}oﬁ the ,ilariable'st

: taacher interpersonal behavior and mean aca~

demi.c achievement of classes.

Hypothesis 2 - Thare exists a poslt!.ve ralationship between

teacher interpersonal behavior and mean gain
in self-concept. .. '
Hypothesis 3 =. There ‘exists a positive teluéionahip between
) teacher’ 1ntérpersdna1 l;ehavior and mean
school. behavior gain. !
Hypothesis 4 = There exists a positive relationship between s
' * teacher interFe_rson.al behavior :and,‘ méan T




social acceptance gain of classes. .
a
Most ‘of the literature review on fitness levels and

related variables pertained to college and older students.

The studies reported on young subjects had smaller samples

. and were less generalizable than the studies with b1der stu-

dents. This study attempted to examine the relationship of
fitness levels of grade five students to various variables.
_ The following hypotheses were formulated as a result of

consideration of the physical fitness variable:

Hypothesis 5.~ Grade five students wWho are more physically
¢ . £it are higher achievers than those who are
" less fit. - o o
Hypo‘thesis 6 - Grade five students who are more physically
: | £it have more positive self-concepts.
Hypothesis 7 - Grade five students who are mdre physically

fit are more pted by their cl

Hypothesis 8 - Grade five students who are more physically
f£it behave in accordance with teacher wishes.

p 3
The Rationale of the Study - .
- > -
The 1 es of teacher research have,

according to Reed (1961), received considerable attention

during this century, yet, despite theiabundance of research,

tability measures of teacher effectiveness are low (Good,

1979). Few researchers have come to any' concensus regarding



the most sffective behévlnrs of teachers in relation to
their students. ’l‘here has been evidence to show, however,

(Brookover, 1955; Coates & Smidchins, 1966; McCall, 1952;

' Reed,’ 1961) that there exists important differences among

the behaviors of teachers; that teacher. behaviors have cer-
tain effects upon students; that these different behaviors

produce differences in classroom climate and that classroom
: s

" +‘climate is related to pupil behavior and -performance.

§1milar1y, Ryans (1960), Reed (1961), Cogan (1963), Hughes

(1973) , ‘Samph (1974)  and Hebonald and Eiias (1976) produced '

.evidence to show that lbehaviox‘al differences among teachers

a beFtiated ala tiat Grasszooi atmosphere and teacher

behaviors relate to pupils' interest,.pupils’ work scores,

php:xl;' academic achievement and pupils' classroom behaviors.
The present study, which is one part of a larger research

project, was designed for the following reasons. Firstly,

because of the need for research on teacher interpersonal

behaviors and their relationship to pupils' self-concepts,

.specific school beh'aviors, academic achievement and social

acceptance. Secondly, to examine physical fitness scores

of students for effects on any of the variables mentic:xed.

" Thirdly, to examine the interrelationships of the dependent

. self-concept and acgdemic achievement.

variables; social acceptance, student behavior, student:
/Many of the earlier research studies about teacher

behavior were of very little substantive use'and had few

implications for the professional field within which they

'
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w;re carried out (Cogan, 19§3) .  They did not serve as the
basis ft;r tfne redesign of instruction; they did not 'px:ov‘ide -
the rationale for changing the programs for teacher education,
nor for the revision of school curriculum, nor for the
selection of teachers. At best they offered few insights
that an alert and sensitive educator could put to work in

his practice.

The present study has pctentiai usage for ed_ucationul 3

. institutions, for teachers and pupils, and for teacher-pupil

relationships. It shonld give educntianul institutions a
bétter understanding of teacher Lntezpeuonal behavior and
!

associated conditions, which would contribute to improved

B . brocedures for selecting tea({hers. It should encourage‘.

teacher self-improvement and lead to improved student per-

£ of the 1 4 sensitivity to teacher

factors that make a difference. The study shbuld lead to
an increase in research on the teaching process (how »
teachiné is accomplished, ;:Ee interactions, and the skills
and behaviors used by teachers) as well as the outcomes of
schcol;ng (the academic results of students) .

Many researchers (McMichael, 1980; Medley & Mitzel,
1959; Reed, 196’1; Samph, 1974; Semler, 1960; Zahorik, 1980)
obtained dafa from tests, surveys, questionnaires and in-
véntories. These methods wer'el remote and partly removed
from the :ealtstic events of a classroom. The present =
study attempted to obtain more .realistic and natural data

by using direct, in.the classroom observations.



’ The variables of self-concept, classraomvbshavior,
social acceptance, academic achievement, and physical f}.t—
ness were chosen because together they’provlded a ;ompre—
hensive picture of children's overall development.

In swmary, cognitive, social, emotional, and physical
development are seen by some researchers as isolated pro-
cesses. This writer does not see them as such and believes
education is concerned with their interrelated development.

A

Definitions

The present stud_y"was a component of a larger research
project, therefore, most of the definitions of terms used in
i 0
this study are identical to those in.the Teacher Strategies

Project (Crocker et al., 1978).
7

Teacher Interpersonal Behavior refers to the behaviors
of warmth and enthusiasm. These behaviors are grouped because
_together they defigie the teacher behavior the study is con-

cerned with. k3 i

Warmth refers to the extent to which the atmosphere of °
the class is relaxed and comfortable or tense and uncom-
fortable. NIt also encompasses the Riegx;é}e to which the
teacher maintained positive interpersonal relationships
with pupils. .

A classroom that is warm is one in which the teachgi{ is
positive to the students, demonstrating friendly behaz{nr.

The children show signs of feeling secure and appear to
\
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like or enjoy the classroom experience. There is an atmo-

sphere of of s « This deémonstrates /

_sensitivity to students. The teacher is sensitive to the

private lives of s , and d about the p 1

and social growth of each student. Students are praised
and reasoning is used rather than punishment. The teacher
smiles and uses physical contact and humor in a positive °

way. : 3

5 ¢ )
Enthusiasm refers to the enthusiasm or interest level
expréased by the teacher and students during class activities.
The enthusiastic teacher conveys a great sense of

committment, excitement and involvement in the subject

" matter. The students seem responsive and appear to -enjoy’

the acti\ilty. The teacher seems to expect students to do
their best, The teacher's tone of voice varies, and this is
evidenced by the teacher's motivation and desife to help

students do their work. .

- Academic Achievement refers to the scores the students

received on the Gates McGinitie Reading Test and on the
Mathematics Achievement Test (a curriculum ‘specific test ‘
developed by the project staff, Crocker, 1978). The Gates

McGinitie measured vocabulary, speed. and accuracy in

reading, and ion. The h ics Achievement

‘Test, which was based on Investigating School Mathematics

(I.S.M.) curriculum, - 1973, measured a number of random

objectives chosen from the Grade five level of the I.S.M.

'
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School Behavior refers to the total behavior of each

student as rated by their teachers regarding the following

items: ble ind , social tion, cog-
nitively related ékilla, emotional stability and task
orientation. The item scores range from one to five so

that the total summative scores range from 20 to 100.

Self-Concept refers to the ratings that children,gave
themselves using the McDaniel-Piers Young Children's Se{t-
Concept Scale. Feeling self, school self and behaving self
w’exe the areas rated. ‘

N o ¢ %

Social Acceptance refers to the mean of the rankingsn
assigned to any one student on the Ohl.c- Social Acceptanc;

Scale by all other mem‘bers of the class.

, Seccial Attraction refers to the mean of the rankings®
assigned to all other class members on the Ohio Social

Accept‘ﬁnce Scale by any one student.

Physical Fitness refers to the level of fitness of
a child that is obtained after his or'her performance on
five performance tests. The tests are speed sit—up:; E
standing .long jump, Shuttle run, flexed arm hand and 50—

yard run. -



Limitations of the Study i \

1. This study was limited to school teachers and
students of an area in Newfoundland (outlined in Chapter '3),
Ry cannot be generalized to other provinces or to the

more remote areas Df Newfoundland.

2. One specific grade was investigated in this study.

Results cannot be genexalized to other grades.

.2 3. Variations in teacher qualifications and in- teacher
training were not contxoued. Most of the teachers, however,
may have received their teacher-txaining at Memorial

University, the only university in Newfoundland.

4. No teachers new ko the teaching profession were
involved in the study. ‘Al1 teachers had two or more years
of teaching experience, yet, the numbexr of years of exper-

ience varied considerably.

5. The teacher interpersonal behavior in gquestion was
limited to teacher warmth and enthusiasm. Perhaps stioﬁqer
relationships would have been found if other behaviors had

. been considered.

6. The backgrounds of the children were not investi-
gated. 'Teacher interpersonal behavior may have different

effects on children from different b§cquoﬁnds.

7. The validity of a total fitness score was



\ ) 11
questiondble without an aerobic measure: - the 300-yard run.
This activity-was eliminated from the total fitness score
because of the difficulty in obtaining a valid measu. e of
this activity for all the Classes. .

Chapter 1 presented an introduction with a rationale

‘for the study. It also included purposes, hypotheses,

definitions and limitations. Chapter 2 r‘wi].l focus on the

literature and .research related to the study.

~



. CHAPTER 2

= ' : REVIEW OF THE LITERATURE .,

The fouo’wx;&;hapter presents a.review of the liter-
ature and research findings rele\&ant to the present study.
The prime concern of the study was the relationship of
teacher interpersonal behavior to self-concept, school
behévior, academ{hc achievemen(?. and social acceptance. .Some
of the literature reviewed, however, was not directly ’
related to teacher behavior. It is presented because it

is concerned with the interrel of the

o r variables.

Thia chapter is divided into six secpions:
- .- P .

1) Introduction .

'2) Teacher Variables Related to Effectiveness

i .'.3) Teacher Factors and Related Variables
J ' 4) Physical Fitriéss' and Related Variables

‘ ’ 5) Summary

»>

Introduction

“A great deal of discussion in the literature has
f centered on the problem felating education to the needs of

children. Much of this discussion was based on an

assumption that 'needs develop au ly and
. 12
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i

i
(Eson, 1972).
" Maslow (1954) agreed with this and proposed a hlerarchy of

* that one need is as 1m§ort’ant as another'

‘neede artangad in order of prepotency. The naeds, from
lowest to highest, are: g

. |
Physlological needs (need of food, water, sleep, sex,
activity) ]

safety needs (needs that deal with a person’'s ‘:aslc
security)

. [
Love needs . -

: Esteem needs

Self-Actualization needs

The needs must be satisfied at one level before the
3!

next higher order of needs becomes predominant in inf

ing.behavior. | / / v

According to Cronbach (1954) the needs mo’s;t ‘freduéntly

found important in school, as sources of pcslf/;live motivation

/
or of troublesome behavior, are those for affection; adult
s ~ E

pp: 1, peer

pp 1, i " and competence -and

self-respect. The child must feel secure, adequate and

respected before he can consistently ‘be expected to meet

axpEctations to Aachieve, and this sense of adequacy and

worthiness is I.'acilit;ated by the positive 'expression of
affect and approval by the teacher (Spady, 1973). Pérhaps

the most important component of the teacher's reperécry of
abilities:is the capacity to establish a sense of rapport

Qith_ students i:y carinl; ab:ﬁut them as individuals in order‘

to aid them in developing a sense of security and confi- ‘

dence (Spady, 1973). Spady believed empathy and concern



1

were. the keys to teacher. effectiveness and the teacher who

is empathig¢ toward his students has a better chance of

their basic security and esteem needs. i
ady and Cronbach both preserited several important #

needs. However,.they failed to mention the physiological

need for activity, which must be satisfied before the higher

needs of esteem and security become important. Every child.,.. ,,
* euhs & seseats amount. of physical activity as he or she %

grows and without this activity a decline develops in the
cardiorespiratory endurance and in ‘the ability to work or
Play (Goode, 1976). A'lack of physical activity during.
school time could hinder. the progress ot student evelopment

in many . areas.

14

Teacher Variables Related to Effectiveness

The effectiveness.of an education program depends to a
large extent on the teacher and his or her behaviors in the
classroom. A number of investigators (Gage, 1972; Jennings, .

'1957; Mastin, 1963) supported the belief that teachers who

expressed warmth and enthusiasm were asscciated with better
adjusted students, with students who showed more interest
and with students who behaved and performed in Accordance
with teacher wishes. The following literature indicated
how certain teacher interpersonal behaviors were related to
effectiveness. . )

Spady (1973) believed that in order to be a good
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' .
teacher, one had to be effective at capturing and sustaining
student's ihterests in learning activities. Enthusiasm from
a teacher hel[#s sell the goals of a classroom (Cronbach,
1954). When the teacher thinks it exciting to discuss a -
topic, the pupils find the topic lively. Jennings (1959)
hypothesized that a warm, approving, enthusiastic teacher
provided a motivating experience for pupils. The warm, -
more acceptant teacher is usually better liked bQ- pupils; :
and‘ it is expected that a well-liked teacher will have more

“‘in‘f.l.uence on them (Cronbach, 1956) . :

Montz (1975) felt that as-a result of teachers, concerns
for the development of cognitive skills, they too pften
1gnor;ad the affective-emotional experiences of the individ-
ual--‘his éoﬁcerns,“his feelings, his perception.of himself

and his environment and his motivafions. K He stated:

Too often the child was seen only is a student, as &
learner, who .needed to be "filled up" with Lnfomation
and skills rather than as a human being, who also
. stands in need of self-actualization, self-discovery,
development of awareness and ‘emotional matux('ity. :
p. 250

Teachers who have not ignored the affective experiences
of children, but who used these experiences to @ch the
'1earnigg’environment, not only enriched the student's lives
and helped .them grow, but made the subjects they taught *
more_exciting and meaningful (Mont;, 1975). el

Medley and Mitzel (1959) studied the effectiveness and

behavlors of 49 beginninq‘ elementary school teachers. Pupil-.




‘on both ‘listening and expressing feelings.

A . . T3

teacher rapport was found to be related to emotional climate,
rapport being highest when emotional climate was ‘warmest.
Supervisors rated those teachers who had the friendliest
classrooms as most effective. Emmer, Evera‘ton, and Anderson
(1980) observed classes for effective classroom management
at the beginning of the school year. Personality character-
istics were not generally evident in the first three weeks
of school, however, the more effective teachers did exhibit
better affective skills, receiving higher comgonem: xatings
e
5 i . g8
- Thé truly effective teacher, according to-Spady (1973).
must have each of the following:
1) something of substance and 1nterest to say, 2) be
capable of saying it clearly and accurately, 3) be
capable of saying it in a stimulating and exciting
fashion,. and 4) base this communication directly on’

a concern for the personal welfare of each- studant.
& (p. 8). =

Contrary to those researchers, who indicated that warm
and enthusiastic teacher Behavior_ and relaxation of inter-
petsopal tension was necessary fo‘t student qrcwtﬁrand
achievement, Brookover '(195_’5) fel€ that teachers who spent "7/

time in mainthining a relaxed interpersonal climate may

actually sac;r!.fics some degree of informational subject
mattfer. Dunkin and ‘Biddle (1974) érov;ﬂed numerous revi_ei‘g'é
of literature that presented conflicting results. Their
reviews indicated: ) i

teacher indirectness (use of praise, questioning,
-acceptance of pupils' feelings, acceptance of ideas-




warm behaviors) was (and was not) associated ‘with -
. Ei , greater pupil achievement, was' (and was not) associated
with more positive pupil attitudes, was associated with
. . greater pupil achievement motivation, was associated
. with lower pupil anxiety. (p. .118)

Most of that liﬁerature was not based on experimental evi-

dence .

Conflicting views exist regardlng teacher xeffectiveness,

but a review of* students' ratings of thei.r teachers helped
. clarify why some teachers are considered more effect:ive and:

more favorTbly regatded than others. .The first two atuﬂies i

. reported bilow give studénts' ideas whil.e the remaindsr

‘studies give.observers' .ideas.- Obs;rvsrs based theix resuits

on classroom observations. - - .

b=
tepchers. Fxom his sample of 3,725 high- schocl students he

found . the four most -.ly 1 d ~for liking

- a teacher.yere:

1) Helpfyl ir
ments clearly, and uses examplés.-in’ téaching (518). ° "

2) Cheerful, happy, qoad—‘nétufad, p ouy’, has ‘a ‘sense of -

; i “humor and can take'a joke (40\\).' . why He Ry

3) Human, ftiendly, companionabl

.'one of us' (308).

' b 4) Interested in and understands pupils (2:6%).

' The four most fx'equantly mentioned reaaons for llkinq a

teacher laast were:
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1) Too cross, crabby, grouchy, never ;miles, mnagging,

sarcastic, loses tempez, fliés off the hapdle (50%).

2) Not helpful with schoolwork does not explain

lessons and assiqnments, not clear, work not planned (30%).

on certain pupils (20%).

know you out of dlass (20%) . e

2 Partisy. Vhas pets' or 'favored students' and picks

4) Superior, aloof; hi ughty, overbearing, does not

Most of the ratfngs of teachers by students concerned

It B .
the persbnalities and behaviors of the teachers rather than

their teaching styles and methcdé\.
A similar investigation was carrxed out by Witty (1947)
in comnection with a Quiz Kids Program. He received 12,000°

letters on the theme "The Teacher Who Helped Me Most". * The
: top pexsonality traits found were: : :

1), Cooperative, democratic attitudes, 2) kindliness
and consideration for the individual, 3) patience,
4) wide interests, 5) personal appearance and pleasant
manner; 6) fairness and impartiality, 7) sense of
humo: 8) good di'sposition and consistent behavior,
9)" interest in students '\ problems, 10) flexibility,
11) use of recognition and praise, 12) unusual pro-
ficiency 1n teaching a particular subject.

.PP- 663-667)

" -

< 3 -
Hamachek (1969) reviewed these two studies and several

others and he ‘concluded:

jteachns who are wam, fexible, tolerant, interested
in students and who have a sense of humor seem better
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. ‘able to positively affect the attitudes and'learnxngs
of students than do teachers in whom these personal
characteristics are less evident. (p. 11)

Amidon and Gi e0 (1965) conducted a study similar
to the above, but rated the verbal behavior of 153 elemen-
. tary school teachers. The results indicated the verbal-
behavior patterns of superior teachers differed substantially
from those of average teachers. The superior teachers talked
.about 40 percent of their total class time, while thé norma-’
tive group talked about 52 percené of the time. The superior
teachers vere moge accepting of pupil initiated ideas, tended:
to ancoura;;e those ideas more, and‘/made a greater effort to
* build on these idéas than the average teachers. -The. superior
teachers dominated their classes Less,'uged indirect Vex:b.jil
behavior more and used direction-giving and criticism less
than the ncpn!tive group of teac‘hers. There ’was about 12 ’
percent more pupil participation in the classes of t;he
sup’erior tea‘chets. The present writer concluded from the -
above information that superior teachers.rated higher on
interpersonal behavior than did average t{eachexs.
Another study that supported the above findings was
one cond\ucted by Flanders (1960) in which he related pupil
achievement to’ teacher patterns of yerbal behavior. :
Flandexs found teachers of high-achieving cldsses accepted,
clarified,'}msed pugil ideas significantly more; cti(‘:i-—
‘qized ‘significantly less; and encouraged significantly mo‘re

pupil-initiated talk than teachers of ’\cw_aclpiaving classes,.

Ol \
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In the low achieving groups teachers used direct influence

+
‘(lecture, direction-giving, criticism) about 80 percent of

t:.he tin_xe, while the teachers ‘ef the. high-achieving groups
used' direct imfluence about 50 percent of the time. Samph
(1974) 'alﬁo studied the influence of teacher verbal behavior.
He found students taught by indirect teacher behaviors had

greater langué\ge-sklll development .and more positive

attitudes than those taught by direct teacher behavior.

The ‘results of these more recent studies also ‘indicate
that a warm, tolerant, friendly teacher is the more
effective one, Reed (1961) agreed and summarized his

findings in the following paragraph:

The’ teacher's(warm relationship is a rewarding exper-
ience ‘for the pupils, classroom learning activities
become rewarding as a function of the teachers* warm
behaviors. Pupils' positive feelings toward the
learning activities lead to participation,.which in
turn frequently ‘leads to satisfaction of other needs
such as the cognitive, as the learning activities
become inherently attractive interest is learned.

; 3 (p. 206)

An extensive review of the most recent 1iteratu}e_
failed to provide any new informat;onnregarding the specifl;:
relationship of teacher interpersonal behavior to the
variables under study. The literature reviewed indicated,
the types of related redearch done and the ideas expressed -
by the writers. - °

Rich and Bush (1978) stated that .an educational
research éomiment to search for the effective teacher

regaxgless of content or type of student outcome qpp‘ears to

!
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be an exercise in futility. Good (1979) argued that no
single teaching behavior is unive‘x‘sauy effective and that
many teacher behaviors will have differential effects-on - "
students. He\reporced that teacher managerial abilities

Have been found to relate positively to student achievement

in every P! t study to date. He pre-
sented a review of literature to stress three major con=-
clusions: a) elementary school teachers do exert differen-

' tial effects upon student achi 3 b) el

g

ment skills are exceadinqu important; and ¢) a pattern of
teachinq‘behavio: qalled 'direct instruction' seems to be a‘ :
use‘ful ‘he’uristic for describing effective elementary class- )
room teachers.

' zahorik (1980) appeared to agree with these writers
because he felt there was still little knowledge concerning
vh‘ich mea.ns or teacher p}ocesses will lead to which ends or
learning products. He stated that 'for decades researchers
have investigated process p_roduct problems, first in methods
research and later in teacher e;fects studies. The failure
of methods research to reduce the complexity of ti-.e rela-
tionship is well known', and tea(l:her effects resea‘rch is

still in a developing phase and geuultu are unstable._ From
his investigation on teacher effe\cts, however, he drew
uvera‘l conclusions that the present writer felt indicated

’a warm teacher was the type of teacher that was emerging as
the most effective one. Teachers in Zahcvik's study .-

preferrea praising students, thought questions, clarification
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statements and other more~1nd1.x:ect instructional . techniques
and rejected behaviors such as reproof and criticism. The
teachet recomn‘\exi:.ied beiné open t'o and supportive of stu=-
dents; conveying acceptancé and app;:oval, ,and -praising
students. - Although one researcher (Good, 1979) felt ‘'direct
instruction’' was associated with eff%ctive teaching, it
appeared from Zahovik's investigation.that 'teachers viewed
motivation, involvement», thinking and self-concept as goals
thét; were Jjust as important as'aca&e:nic achievement.
Brookover, Schweitzer, Schneide;, Beady, Flood and
Wiset;baker (1978) obs‘erved some aspects of school social
environment that made a differénce in the academic achieve-
ment of schools. Thgy found 1) teachers in higher.achiev-
j‘.ng schools spend a.larger proportion.of class time in’ "-*
Lnstructic‘m, and 2) teachers in low’ SES schools, whe/re m;ny
achieved at lower levels, tended to "write off" a large
proportion ‘of their student !’JOGY since very low éxpectations
were established for their achievement. )
- Differences in teacher and student reinforcement
practices were also found in higher achieving and lower
achieving schools. In higher achieving schools teachers
often made ‘immediate corrections and provided reinstruction
when et\lden‘ts failed to give correct responses. Positive
reinforcement we‘xs‘ generally given 1m‘n\ediately to s}:udem’:s
who gave correct answérs. In lower achieving schools
imerous instances wexe‘observeé where the students were,
n

v
ither positively nor regatively reinforced for their
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performance. On other occasions students identified as slow

were positively reinforced for incorrect answers. Confusion
|

in reint t, in which stud get the same kind of
reinforcément for wrong an‘syers as they get for right answers
was’evident in the lower achieving schools. The researchers
concluded from their analysis ghat the evaluations and expec-
tations made of students and the students' perceptions of
these evaluations and expectations and t}_leir feelings . about
possible success in the school were cieariy related to the
students' achievement.

Bteuning (1978) experimentally‘bompared preclsicn
teaching (material broken 1nto daily assignments) with
traditional teaching and found that precision teaching
increases teacher effectiveness and student performance.

The results suggested the poor academic performance of
many students is due to an interaction between teaching
technique and incentive motivation. Regardless of the
te;ching technique, Breuning felt there must be sufficient
incentive to motivate the student to learn the course i

' material. Brophy (1978) stated that Breuning's experiment:al
design. and prucedu;es were valid, but it was not shown that
‘the ‘instructional aspects of precision teachi‘ng were any.
more .effective than those in traditional ieaching. i

Numerous studies have been developed and conducted.in
other related areas that may‘ be .}?f interest to readers, but
.results of these were not reported because they did hot

refer directly to the present study. Several researchers,
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Ashn{zr and Gottman, 1973; Good, Sikes, Brophy, 1973; Elmore

-and LaPointe, 1974; Harris and Smith, 1976; Bank, Biddle and
Good, 1980; and others, conducted studies on sex differences
of teachers and/or students and their effects on one another.,
Marini and Greenberger (1978) ;tudied sex differences in
educational aspirations and expectations; Nwankwo (1979)
studied school climate as a factor in student conflict.
Peterson, Marx and Clark (1978) investigated differences in
teacher planning and the relationship of teacher planni’ntlg_ to
teacher behavior and student achievement. Slnce—*these _~"

: teacher behaviurs were ‘concerned with the organizutiona’,
domain of teaching,. they w_ere not exactly related to thg
present study. - - %

Good and Brophy, (1974), demonstrated that a single con-
sultation stratégy for present:ing teachers :with feedback
about their behavior was effective in changing both quanti-
tative and qualitative teanher behavior toward target pupils.
These students' behavior were 1nfluenced by the changa in '
“teacher behavior.

Most of the studibs above indicated that certain
teacher intex;pérsonal behaviors had effects on certain .
student variables. The effects could be considered negative
or/and positivé. Most of the studies, however, evaluated
specific areas and did not show any comparisons or inter-
relationships amo;ng variables.

The latter studies reviewed were included to 1ndi=ate

to the reader that recent ‘research did not add substantiauy



' to the earlier studies conducted.

Teacher Factors and Related Variables

Social Acceptance

In all formal organizations, such as a school class,
there exists an informal o;qanization based on interpersonal
battractions and repulsions and tﬁese' Anformal relationships
greatly affect the official fgnctigninq of the group,. as
well as have impc;rtant personality consequences for each
person in the group (Bonney & H;mi;;eman, 1962). Inter-
personal bonds bétween' the members of a"émoup are necessary
‘to- good morale and to the normal .personality growth of each’
individual. Man, is a social‘as. well as a biol.?gical being
and therefore has basic needs for many associations with
others and for raciprccation‘ of pusitive‘feelings (Bonney
& Happleman, 1962) . Those needs, according to Maslow's
theory of needs, are the love needs and they: encompass all
‘desire for relations with pégp:.e. “They includa, acceptance
by others and achievement of some status within groups by
which the ‘individual is accepted.

From these yiews it can be concluded that the t‘eacher
plays a large part in fulfilling the love needs of children
and, according to Cronbach’ (1954), assists in the_ social
acceptance of children, especially in the elementary school.
1 The teacher damages a child's acceptance if the- child's

_comménts are treated as worthless or if the prestige
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building assignments are given to others. While young

children tend to accept the teacher's evaluation, in later

years a pupil may become unpdpular when he is too eager to
" satisfy the teacher (Cronbach, 1954). »

The earliest period in the child's schooling career is
usually c;mractexlzed by high degraes’ of emotion and strong
identification with the teacher (Spady, 1973).. The value ~
_OF teacher's behaviors can be, therefore, understood in
terms of identification and madeling eheory. Heider s
theory of cognitive balante predicts that we wjll tend to -
like someone who we recognize as liking 'us (Heidér, 1958).
Warm teachers are perceived by their students as 1liking them
and the students reciprocate the affection (Gage, 1972). . :
Students who pézceiveq a teacher as liking them and {iking
their fellow students, tended themselves to like their

fellow students. Heiderian theory, also, predicted that
-1

who L 2 c 1y tended to adopt
that teacher's fttitudes and orientations toward the objects
.;nd 1deasv in éhe environment.’ :Accordi;lq to que' ) {1972) ,
f.hl-s gave a rationale for the importance ofl wammth in terms
of modeling theoxy. . o .

Sears and Hilgard (1964) Vfounﬂ that teachers who liked

4 bqpils tended to have pupils who ‘iiked each othgr. Many
researc};era in educational psychology. have related the
need-for peér acceptance Eo the learning ef.fectiveness of
the individual (Guinovard & Rychlak, 1962). Serow a‘nd
Solomon (_1979_) interpreted the results of their study on
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classroom climate and students intergroup behavior to mean
that the relatively strong impact of teacher warmth and
adceptance was an indication that the teachers even-handed,

friendly treatment of all pupns aexved‘

as a model of good
1ntergroup behavior -and was emulated by s\‘:udents. According
to Serow and Solomon, diffuse positive intergroup contacts
were more likely to .occur in clasaes in which teachers

emphasized lnterpersonal concerns.:

Similarly, Jennings (1959), identified three factors. that

'promoced‘social development. in the'classi:oom to a. signifi-

cant extent’ as’ reflected .in sociometric strucuure. These
were 1) ‘warmth' of the teacher; .2) activities which pemitted
a high degree of interaction; and, 3) ‘use of democratic
pethoda. Teachers' warmth was expressed in many ways; some
‘teachers expressed pleasure and enthusiasm at what happened
auring the day. Some'included their whole class in
pleasuraiue remarks and responded to moocds of 'indi,vidvuaf
childrex%. Warm teachers were usually animated, receptive, .
and given to quick-humor.evsn at their own expex‘-xse. Whe_'n
teachers met children in the corridors they greeted each B
o!;her spontaneously. Contacts were initiated by chil‘drsnl
" and teachers s;ﬁontafieously with equal -frequency.. The 8
children extended to one another muuh the same pemissive
- treatment they got “from thejr teachers (Jenninqs, 1959) .
Pupus who were- happy anﬁ.. who enjoyed their activities
put forth more effort and were less likely to develcp antag-

onism toward school, the subjects or other gréup members. '
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Relations were friendlier when pupils had occasions to work
together, ciiques faded away, and the.social structure of
the class was such that 1€ permitted the development of
pupil needs (Cronbach, '1954).

The above studies indicated teacher warmth was an
important factor in social acceptanceaspects of the olass-
room. The present study, however, attempted £5 view the
relationship of teacher interpersonal behavior toother
classroom aspects as well as to social acceptance and to

have these other aspects related to soctal éccepy_anc_e.
‘self-Concept ®

Accordi);q to Maslow (1954) each person has a need for
self-respect.and a need for the respect of others. The
former expresses ifself as a device for achievement,
adequacy, and confidence; and the latter, for recognition,
attention, and regard for others. A responsive school
‘environment vas found to help build vself-—‘conc‘ept (Cooper-
-smith, 1975). Coopersmith felt:
among the general conditions that produce self
esteem are warmth and acceptance of: the child;
well-Gefined, consistent and enforced limits and
¥ standards; and expressions of respect and appreciation

for the {ndiviaial, child's wants, interests and
opinions.  (p. 12

All of\‘these conditions could be ‘termed as interpersonaly
behaviors. -
Davidson and Lang (1960) studied 203 elementary uchQO\l

students and found the children's perception of their.




29

o E

teacher's feelings toward them correlated positively-and

significantly with aelf-pet}:eptlon. The child with the

more favorable self-condept was the one, more likely than
=

not, wht;pexceived his teacher's feeiings toward him more .

favorably. THe teacher's position allows him/her to enhance |

or destroy a child's self-concept.
No single incident or no single type of failure
destroys a sense of worth, After failure in one activity
the child tries others,‘ but when a ¢hild "encounters
criticism over and over,’ either because he does poorly or
because teachers hold very high standards for him, he learns
to think of himself as inadeguate (croﬂbach, 1954).
Alschuler et al. (1975) said:
teachers should aim for obvious interest and involver
ment on the part of the students; and for a growing
d to speak 1ly and specifically, The
general rule for teachers is: 'if interest begins to
fade, stop and do something else', Help students
maintain the initiative by ¢reating a learning environ-
ment that supports achievement cpncerns, enhances stu—

dents' self-image, values their independence and.
responds to thelr initiative. . (p. 245)
. s -

Combs _ (1978) wrote from the humanistic viewpoint.

He stated: ¥

The sélf-concept is the most important aspect of any
human interaction, a'major determiner of every
behavior. It is a vital determinant of intelligence,
. human adjustment, and success and self-realization in

any aspect of life. It is learnel f£rom experience,
and, once established, is often self-corroborative.
It is every person's most precious possession and what

. « happens;to the self in the course of schooling may be
far more important than whatever else schools think
they are teaching. Self-conceptds a vital part .of
the learning process and truly -effective education

r .
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_must be humanistically oriénted toward student self- o
concepts or education will defeat its own purpcses,
(p. 19)

Statements by Combs and Alschuler et al. stressed the
idea that the teacher is an important agent in the dev‘elop-
ment of the child's self-concept. .

Hurevitz and Hurevitz (1977) lnveitiqatéd thirty-four
teacher characteristics related to cognitive and/or affective
learning in the elementary school. The results indicated a
taacher should be able to xelate in a’maaningful way to
othfrs by ;helping them feel posltive about themsélves.
Reynolds (1950) demonstrated that a moderate :elatianshs.p‘ %

existed ‘classroom hehavior and self-est in

elementary school children. He expressed the idea that a
teacher v;ho' desires to modify the classroom behavior of a
student should follow a pméedure congruent with' enhancing
and maintaininé the‘ student's self-attitude.

Contrary t:; the above opinions and 1nveatiqatl:;ns, o
Wightman (1974), in his investigation on teacher attitudes '
and behaviors and their relationship to student self—concepé,
found - no algniﬂ:canf_ correlations (p < .05) be(_;.ween student
self-concept measurements and the resul;:s of teacher testing
on ‘the four sub‘-cateqories of +the teacher instrument
(Teachér self-!n‘ventory‘ of Attitudes and .B_ehnviors). No
significantly positive relationship was established between
student self-concept scores and either:f.he teacher or staff
reportings -on style of te‘achix‘:q, interpersonal re;ut}.onlhsp,
classroom management and control or divergent ané productive



* thinking.
These studies were iricluded to indicate that little

research has been conducted.on ‘téacher vamth and’ enthusiasm

and the .relationsiip of these to students!«S&M=goncepts:

The inconsistent results of the studies, alsd, led to the

conclusion that further research is necessary.

Behavioxr i o ) .
s———===

i’fbbably the most effective teschi‘r'lg‘ aid t& help youna

i

people acquire habits of self- disuiplins is tsacher example

or modeslling. o The personally and socually adjusted tsacher

can exercise a tremendous 1nf1uence on pupil behavior

(Crow., L972). The following litersture illustrates the'

relationships fo.und between teacher and. studsnt classroom . ,‘

behaviors. o e -

Ryans (1961) observed pupils in their regulat-class—

rooms in the p e of their iers, who were also

Dbsenved and assegsed. - Correlations between pupil behavior

: &nd patterus of teacher behavibe Were haead Sn spproximatery

1,000 elemenf_ary scho‘cl classes and a- similax rumbei-of K

secandsry school classes. The rssults 1nd1cated that fo;:/

element:ary echobl classes high positive rslationshlps (with
correlatton coefficients x:anging £rom .75 to .BJL were noted
between ohssrvers assessments of pmductive pupil behsvior

r(e.g. ‘assessments presumed to reﬂs:t pupu aleztness,

partiaipation, confidence, responsibility and self control

1nit1sting behavior)

\
|

-and observe:s aasessments of teacher
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behavibr which seemed to refer to understanding, friendly
classroom behavior, organized, businesslike SinsEEos
behavior and stinuiating, original classroom behavior.

For the secondary school classes, low positive relation-

Ehips (correlation coefficients ranged from 07 to .26) were

obtained between productive pipil behavior and the above

named categories of teacher behavior, with a-tendency for

the stimulatmg, original teacher ulassmom behavior pattern

“to show a slightlx highet correlation with pupil behavior -

than the understandinq, friendly, or the organized,. businesa-

like teacher behavior patterns (Ryans, 1961). The teacher

behavior and pupil behavior show substantially mqre lnter-

in the el y school as with the
secondary school. : : v

Cogan (1{5&,) studied the effect of teacher "inclusiveness’
behavior (teacher Helaviosartharrars expressive of integra=

tive, affiliative and nurturant needs) on the amount of

requ@ﬂeu-minated work performed by the pupils.

R In a sample conseisting of 987 pupils and 33 teachers, posi-

tive correlations were found for inclusiveness and pupil's -
scores ‘on self-initiated work (r = .35, p< .01) and for
inclusiveness.and pupil's scores on required work (r = .28,

b < .01). Truax and Tatum, (1966) found productive pupil
behavior and ‘adjustment td be significantly related to the
empathy and positive regard communicated to children by

their teachers. Davidson and Lang (1960), for a group of

203 elementary students, found the more positive the
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children's perception of their teacher's feelings, the more
desirable were' their classfoom behaviors o ated by these
teachers.” )

All the above étudies indicated elementary school
ch~ild'ren's behavior was more desirable when teachérs were
warm and showed more positive, accepting behaviors

Another aspect of teacher behavior that needeﬁ review

was reprimands. The intensity of a teacher's reprimands .

' was probably one of the most important. aspects of the

|
behavior of a teacher who was labeled hostile or dominating

@ (0'Leary-a Becker, 1969) . O'Ieaxy and BecHer examined the
effects of reprimands and cummands on 19 first-graders.
Durifg the base period thére was an average of §k:percent
deviant behavior. Repeated ports by chservery inicated
there was little use of praise and frequent use of repri-
marids. During phase IT deviant behavior dropped to 32 )
percent vhen there were approximately 12 praise comments ——
period and tws reprimands. The-averaqe percentage of

deviant behavior during phase TIT was 39% (when reprimands
for Wisruptive behavior vere made quietly) which was not
aignificantly different fx‘om phase II. Reprimands audible

to the class during phase IV resulted in a significant
increase in deviant behavior. (538) when compared to phase :
1. A return %o praising behavior and ighoring-deviant °
behavior during the four ddys of phase V was again

assoclated with a reduction in deviant behavior (35%).

The manner in whicn a teacher tespcnded tc diaxuptive
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behavior was J.‘mportant. Praising appropriate behavior and

ignoring disruptive behavior resulted in a decrease in dis-

ruptive behavior. The results above also suggested that

not all responses to disruptive behavior led to an increase

in the rate of deviant behavior (O'Leary & Becker, vl.969).
‘One can conclude the teacher was more effective in

changing disruptive behavior when warmth was expressed.

Achievement

A number of researchers (Boak & Conklin, 1975; Christen-
sen, 1960; Davidson & Lang, isso; Hughes, '1973; McDonald &
Eiias, 1972; Medley & Mitzel, 1959; and others) invrestiqated
the relationship of teacher behavior -to academic achievement
and pupxl 1earn1ng. Son\e of these :esearchers found a
positive relationship between teacher interpersonal behavior
and achievement whﬁle others found teacher behavior made
little Bjrffexence. The fol‘.Lowing studies provide support
that a positive relationahip exists between teacher inter=
personal bei\_a'vior and achievement. ‘ . ‘

Reed's (1961) study was designed to. identify selected
teacher behaviors (warmth, demand, and intrinsic motivaticm)_”
that relate to desirable pupil learning. His sample con-
sisted of 1,045 ninth-qrade pupils and their 38 science
teachers. Results showed that pupils within a class agreed
closely in their ratings on the va‘riab‘les of warmth and of
intrinsic motivation, with reliabilities between .88 and

.93 for the stabiilty‘of within-class responses. The
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. ‘Polansky, Lippitt and Redl (1950) compared peer ratings

of 64 boys and 40 girls in a summer ‘camp, with the results
-of a near sociometric test_. Those children, aged 10 to 15,
who were best liked by their peers as camp companions, were
rated most frequently by their peers as being the best
athletes and being good at doing thinq;. Hunt and §olmx;on
(1942) also did a study in a. camp setting that indicated
that children who were highly chosen on a sociometric test
wei:'e rated by their counsellors as possessing the éreateat
athletic ability. : B

Bretsch (1952) had 325 boys and 325 girls note their
own ability on eight soctal skills. The boys and girls who '
w‘er? most highly chosen (top 25) on the sociometric test
rated themselves higher on the social skills than the boys
and girls who were poorly a‘ccepted (bottom 25%). The highly
chosen pupils also mdicated ‘that they partieipated more
frequently 1n social activities than the poorly accepted
group.

None of the.situations to choose 'from, on the socio-
metric tests used, pertained to activities speciéil:auy
requirinq skill. Apparently the prestige a"ociated with *

athletic ability has a general influence on sociometric

responses and the above studies ccnﬂmed‘ghis. However,

these studies were based on 'ratings' a‘s a measure.of skill; .
whereas measures of actual performance as a'measure of skill
was needed for more accurate results. McCrow and Tolbert

(1953) and Biddulp ( 4) performed studies that included




peers than those who are less fit and less active.

measures of aqtuai performance as an index of skill in

sactivities,

McCrow and Tolbert ;:omparea' athletic ability based on
performance in running apd jumping with the results of a
near-sociometric test of 438 junior high school boys.
Sociometric status was based on the number of choices
received from peers on the criterion of being 'best liked'.

The results indicated a significant positive relationship

‘between .athletic ability and sociometric status.. They also

found boys who were liked best partioipated more frequently
in athletic _activit::es and were rated by their peers as
being the best athletes, "y .
A similar study was conducted by Biddulph (1954) among
high schoolv,students, but his sociometric test included
choices for specific activities, He asked 461 students in
physi‘c‘al educaticn classes to choose ‘companions for work;

play and social situations. He also determined the athletic

: ability of each pupil by testing their st:ength and speed

in various physical education activities. A comparlson of
the 50 pupils with highest ‘athletic. ability and the 50 pupils
with lowest athletic ability :Lndicated\ _significantly higher
sociometric status s.coores for the group with the greater -~

athletic ability. Fienberg (1953) and Btcwn (1954) indicated

similar results. ¢
The above studies indicate that students who are physi-
cally acti‘ve and fit are accepted more frequently by their

G



8 CHAPTER 3 :
METHODOLOGY

This chapter will give an ovékview of how the study was
condutted. It will describe the type of study, the pro-

cedure used, the instruments and the statistical procedure.-

<. Type of Study .
/ This is' an ex-post facto study. There was-.no mahl.pu-
lation of the research variables. The writer did not
attempt to- determine if pne variablé was the cause of -the

. other, but P to ne if behavior was

related to the other variables under study, namely:

student's c achi self: school

behavior and social acceptance. The writer also hoped to
determine if a child's level of physical fitness was related

to any of the other variables under study:

Sample

The entire sample for the larger research project began
with 80 teachers, in q:adea two and five, a‘nd their atuéenta.
However, the sample for’® thls part of the pr:oject, the present
study, consisted of the 39 'grade five teache:s and their
classes. All the teachers had at least two years t;eaching
experience. ) i

The schools for t.he pro]ect were r;ndomly ‘chosen frcm

- = . 45
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the 'total population of schools under the jurisdiction of

. . the Integrated and Roman Catholic School Boards on the
. Avalon, Bonavista, and Burin Peninsulas ofl Newfoundlandu
8 The geographic avzea was limited to these regions so that no
schpc;l was further than 300 kilometres from St. Jnhn"s.
The average class size was 27.8, with a range from 16

to 45 students. Twenty-six classrooms were heterogeneo’us,

f .. with’ students assigned w_l.tho\fzt regard. to. ability or. past E

achievement, nine cl were' m e for reading
and three classrooms hmnageneous for abllity.

. The present study was part of the Teachan Strategies’
kg ) Resaarch ‘Project, a three-year naturalistic study of

elementary classroom teaching, that is presently underway

. at Memorial University of land. The re

@ described below is found in Crocker (1979) and Spain (1979).
. The present study util‘ized a classroom 6bservation
he : B gghe;iutle consisting of separate sets of categories for

teacher focus, pupil focus, and 1esscn structure. The dimen-

.sions of warmth and enthusiasm were rated on a five-point

Likert Scale (Appendix B). ‘Rater reliability ‘fell between

.80 and .95. Detalls of the rating scales and observation
‘ schedule are described in 'Manual for Classroom Observers'

prepared by thé research team of the Teaching gtfategies

Project. &

The six project assistanta were trained classrcom obser-
vers and ‘were engag‘ed in full time field work. Each, class~
room was observed for aboug: 20 sessions of approximately one

. and.one-half hours each thoroughout the school yéar. The °
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same observer ob;erved a certain classroom on most occasions
because a smglé observer would be more familiar to the
children and would be less disruptive. It was appareént that
teaghets felt they, too, would be more relaxed with someone
familiar. °

The observers were instructed to take a limited mle in

> the classroom:and were to avoj.d i ing with cl

events. Observers were also required to not  make any Eommenta
on -é:he classroom operation to the teacher. Their purpose was
to code classroom events as they joccurred,’ not to change’ any-
thing. The observation schedule was devéloped for the pur-
N p?s'e of identifying the factors which deternine the reper-
toire of instructional techniques used by teachers, the
manner in which these techniques are manifested in the class-
room, and the influence of these instructional technigues on
outcomes. V
For further information and more speeiﬁic details on
the classroom observations, the number of observations and
times of observations, see Spain (197%a, 1979b).
Three primary areas in which the teacher was. required
to plan‘and ;nake decisions were identified for detailed
investigation. These were labeued the aubstantxve,
* structural, and behavioral 'dimensions. The aubstantive
dimension retIrred to the content of.what was taught. The
as:ructural dimension rapre‘sentad the manner in which pupils,
materials, ti.m‘t‘a and.other variables are arranged by the

teacher. The behavioral dimension included the issues Of

discipline, and group i in the cl .




_Traits' was completed by the teachers for each _student and

‘Mathematics Achievement Test

48

The following pre-tests were administered in the Fall
of the school year and the post-tests were administered in
the Spring: I) MatBematics Achievement Test (A curriculum
specific test developed by project staff) II) GSbes-Mc_:Ginl.tJe :
Reading Test - III) McDaniel-Piers Young Children's Self- '
Concept Scale 1IY) Ohio Social Acceptance Scale. -  In addition
to these outcome measures a number of items of background
data wefle gathered on pupils in the sample using school

records and teaching ratings. Levemn:ein n 'Chlld Behavior

. the results of the Canadu Fitness Awa:ﬂu Tests were obtained

fox a subsample of the total group. * .
The tests were administered by the classroom teachers,
who fr_aucwed the instructions prepared by the Teaching

Strategies Project staff. Research assistants of.the

.Teaching Strategies Project scored the tests.

Instruments

A Mathematics Achievement Test for each of grade's ox;e,
tv;d', four and five was developed by the Teaching Strategies
staff especially for use 1‘n the project. The tests were -‘
based on the Investigaeing School Mathematics (I.S.M.)
curriculum (1973) which is in common use by the cl3ssrooms
in’ the study. The grade four level of the test we{s

administered in thé Fall to the Grade: five students and in
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'
the Spring they were given the grade five level of the test.

9 Each ‘test had the same format and was composed of 60
questions measuring twenty objectives set by I.S.M. for
each of the grade levels. Each objective was measured by .
three questions. If a séuqent answered all three questions
carefully, it was assumed that he had mastered that objec-

tive. If he answered less than two correctly, he was pre-

. sumed not to have mastered that particular objective. . .- — -

Answerinq‘ two correctly was considered marginal, that is)
a reliable judgement about mastery was Aot considered
. possible. . )
Objectives selected for inclusion in the tests were

based upon a poll taken of a random selection of éeachrs
in the province whc'v_:ere teaching I.5.M. ohjecti{res in their
classrooms. \}'h? objectives incliaded in the tests’wexe
randomly selected from those which a majority of teachers
sald weré covered in their classes. For more information

on the selection of objectives, see Spain (November, 1978).

T Reliability and via'liéit’x. “The mathematics sup-study
involved a content analyéis of the mathematics curriculum
uéed in the sample schools, and a set of achievement tests
were constructed based on this analysis. The decision by

.the*Teaching Strategies Project Group to follow this

was taken b it was bly well established
that the mandated curriculum was followed more closely in

mathematics than in any other subject and because the
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objectives of that curriculum had been explicitly stated
in a form amenable to test construction. The con};ex':t
analysis vas: supplemented by a set of teacher rankings of
relative emphasis on different topics. Theresulting tests
have greater content validity than standardized tests
(Crocker, 1978).

The test items provided by the‘ sample of teachers wére
edited by members of the research staff to determine such
things as mathematical correctness, prec‘ision of statement,
and appropriateness for testing. Because of the necessity

that test items be objectively and efficiently:saared; -the

.multiple choice format in which the answer choices are
supplied was used, . In order to have some empirical basis
for selecting items to be incly#®d in the final version
of the test instrument, preliminary forms of thestest were
administered to a sample of classes in ‘the St. John's area.. .
(Spain, November 1979). For more information on this and
on how the discrimination index was formed, see Spain |
(November, 1978). .
Slnce not all the items comprising the final version
of the pre~tests were piloted using the same students, an
overall estimate of the reliability of the tests was not

possible.



Gates-McGinitie Reading Test .

. Read_ing Achievement was measured by the Gates-McGinitie
Reading Test (McGinitie, 1978). . Level D of the test, which
is intended for grades four to six, was administered to the
sample with Form 1 administered in the Fall and Form 11 in
the 'Spring. .

The test has three subtests that measured the following:

Vocabulary, Speed and Accuracy, and Comprehension. . The

_Voc_abulary subtest required the matching of a word with t‘he
correct synony‘m an‘mng five other words. The Speed and
Accuracy, with spaed as the critical factot, required the .
reading of short paragraphs, all oi slmilar difficulty,

followed by multiple choice items used to measure the com—

pr on. The Compr ion subtest involved short para-
. s )

graphs of increasing difficulty in which comprehension was
measured by agking the pupils to choose appropriate words

to fit two or three omissions in the paragraph.

Reliability and Validity. Van Roekel (Buros, 1972)
étatgd that thé level manuals and the technical manual wé.ze
quite complete, well organized, and easy to follow. The
standardization appeare:i carefully done. The‘ tryout sample
and the norming group appeared to have been quite adequate,
although no dttempt was made to describe either group,

&4 except to say the communities were carefully selected on

_the basis’ of size, ical location, ge educational

level and -average family income. Powell (1955) stated,




‘validity. Cortent validity as such was not discussed.
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however, that new norm data was obtained from a sample of
approximately 40,000 pupils from 38 communities, selected

on the basis of size, location, educational level, and

'avetage family income.

Alternate-form and split-half reliability coefficients
were reported, Alternate-form reliability xange"from .78

6 .89 except on the speed and accuracy subtests, where the

" coefficients tended to be somewhat lower.

Powell (1969) poi'm;ed' out that no mention of validity
was made in the manual and apparently' no a'ttémpt has been

made. to organize data for specific use as evidence of

Selection of items were made after a field test at each

grade level with efch subject taking ‘the items for his grade .

level and one adjacent grade level. - Indices of difficulty
and discrimination were computed for each item'and the most
effective items retained. 'I‘he correlations between subtest
scores provided evidence that’' the subtests are measuring
relatively different but related tasks.

Powell (1969) gave more specific reliability scores:
Bg.)th alternate form and split-half reliability v;%re provided
for each level of the tests. Split-—half reliability for
comprehension ranged from .89 - .96; while for vocabulary
they were'.88 - .93. "The split-half reliabilities were
b;sed on the same community ‘hsing’ whichever half was given
fifst. Thus, the internal consistency of the test appeared

to be satisfactory. Alternat\? form reliability over a six-



month interval was satisfactory fo‘r comprehension and
vocabulari( rangi‘nq from .80 -..89 and’',78 = .87 respectively.
Correlations for the speed tests vwere lower ranging from .67
- .75 for number attempted and from .70 - .86 for number

correct.

McDanxel Piets Young Children S Self—Concept Scal " ¥
This questionnaixe is a downvard extension of the Plers—

5 Harri..s 9h11dren's Self-concept Scale. Items that‘seemed_,
pgrt‘icularly -ap_propriate for young éhildreﬁ were selected
from the parent instrument and the wording simplified.
Preliminary tryouts with first-grade ‘¢hildren and subsequent
item-analysis procedures were used to select items for the
final edition. The scale contains forty items to be read
aloud by the test administer. Children'_rjspond "yes" or
"‘no' on’a special answer sheet. The scale pro_vides a total
score and three part scores: Feeling Se]:f, school self,

and Behaving Self. Norms for the total scores are based on

over two hild from—eight poli-t hool

systems (Johnson, 1976).

Relisbility and Validity. In a study of mid-western
elementary sc‘:hool children, McDaniel (1978).reported co-
efficients of .83 for grade two childre:. McDaniel, Ball
and Fortunato (1978) reported a test-retest correlation of
.55 between' second and third grade scores. Garrison (1974)

‘found -that the use of two response categories (i.e., yes/no)
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did not significantly alter the j_nteArnal consistenéy of the
measure. A telephone conversation with Ernest McDaniel of
Purdue University indicated an internal consistency estimate
of .88 for grade 5 (Spain, November, '1978): ' )
Evidex_\ce for validity has been produced by the following
studies. McDaniel (1978) factored the scores of a combined
group of grades one and two children and found three facéo'rs

relating. to body lmaqs' bahavior and adequacy and happiness.

Ames (1978) found thnt children with high self-concept sccr@s "

attributed success and failure to.their own skill. Low self-

concept children explained success in terms: of good luck,

‘and failure to lack of skill. McDaniel, Ball and Fortunato'

(1978) found the self-concept score to be related positively.
with parental concern for education, and negatively with
conservation parental attitudes toward school.

»

Ohio Social A Scale

" To gtudy the interrelationships-among the children in

each classroom, the Ohio Social Acceptance Scale was admin-

istered to each child.. Sociometric techniques offer a method .

for determining the degree of acceptange of the members .of a
class. They provide a great deal of information about the
social structure of the z:lassk and the.social relationships
that exist among the children in them. o '

The Ohio Social Acceptance Scale is'a sociometric
measure, but. instead of an individual’ having to -choose

different members of the class who best fit a criterion,
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e ¢ . 5
the task involved assigning a criterion which best fits to

each member of the class. The scale was co;npzised of a’six-
point continuum: l.sﬁy very, very best friends, - 2. My other
friends, ' 3. Not friends, but okay, 4. Bt;n‘t know them,
V3. Don't‘ care for them, 6. Dislike them. The degree of
social acceptability .for "each.child was det\emined six‘:’vcé
: e\}ery child responded to evex.;y other child ‘g.n the class.
Thg d_a_ta was»analyzed by -finding the in’éans of. various Z
sociometric ratings for each st\vxd.ent.' T‘wo scores were : .,
obtained: from this one rating 1) a score on how. all
‘c‘:hi'ldren rated one child _(aocial acceptance score), and
2) a score.that was tlie mean score ©Of how one child rated
all other children (social attraction score).. Sex differ-

ences were considered for both scores.

Revliabilitz and Validity. An extensive review of the
literature failed to produce much research on the
reliability and validity of the Ohio Social Acceptance Scale.
Rath (1974) claimed that much of the validity lies in the'

—construction-of- the test-—Teachers-and children-shared in

‘the"making of it and they focused directly on their experiénces

' 1n accepting and rejecting others. Rath correlated teacher
judgelnenté with test ratings and fcund"close agreement.

Jennings® (1950) stated that sociometric choices have:
' face valigl\:y' ‘8ince ‘they are direct méasures of the

»pheﬁomenon under investigation. Evans (1952)' stated that
. o
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a sociometric test is designed to elicit the actual behavior
being studied and in so far as it does this it is a valid
meafure of that behavior, No reference to an outslde
criterion is needed or indeed, .possible or meaningful in
this case.

Bonney and Hampleman (1962) stated that investigations
had shown reliability gaéfficlenu for total scores to-
average about .78 for. petio(ls of several weeks and about

.73 for periods of 'several months; Gronlund (1955)’ reported

:a median test-retest reliability coefficient of .76 for

lociometric choices over a four-n\onth interval for nine
clauas of elementary school childzen. .In his reseaxch
(1959), which included forty sixth-grade teache_u, he found
an av‘etage correlation coefficient of .60 between teachers'
-estimates- and sociometric scores.

. Bonney (1960) reported a median of .76 for three test-
xete;t stiidies done by different imvestigators with a time

interval varying from two to nine weeks. Also, Bonney (1960)

determined a median of .67 for 19 coefficients obtained from

dies done by six different gators which were over

a three to eight month time interval,
p i

venateln s Child's Behavlor Traitn BT

To obtain a measure of each chud's behavior, the

. Levenstein's Child Behavior Traits Scnle (CBT). was completed

' by the teachers fot each child-in the class. This instru-

ment was first used by Phyllis Levenstein, It was developed
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to evaluate the lncioemotlonal status of low-income children’
at aq_e 2 and 4 years in the Hat.her-chud Home Ptogram of the
Verbul Xntenction Project, and in subsequent school year.

(Johnson, '1976) . * Ratings were based on _the glohnl evaluations

of home in! s (toy tors) who had observed the
child in home sessions. In school yea‘rs,‘ the teachers rated
the children from observations of classroom behavior.
v‘Johnson (L976) gave the following description of the

m‘e’asure:’ The CBT consists of twenty items, each of which ¢
rates on“a- 5-point!acale the degree of presence of behavlo:
considered to be soc.loemut&pna), thus indicating _the child's ‘
emotional well-being and soglalvadj'un.ment. The iten score
range is from 1 to 5, so that’ t.hF total summative score
ranges from 20 to 100. The twenty items are classified

under five subscales .as follows, with example of items:

1. Responsible Independence: Seems self confident,

not timid..

2. Social Ccoperation: Refrains from physically
$ .

aggressive behavior towards others.

3. Cognitively related skills; Is well organized in

work or play.

4. Emotional Stability: Is.spontaneous without being

explosive.

5. Task Orientation: _'Is attentive and concentrates

on tasks. i s .. 2 o
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Reliability and Validity. The CBT's development began.
in 1970 and réeached final form in 1974, when the coefficient
alpha for its internal reliability for 390 children, 2 to 10- ’
years of age, was .95. A multigroup factor analysis indi-
cated that .48 of the variance among M:‘e‘s'ms was accounted for
by the total-score factor., For fifty-five untreated 8 to 10-
year old school children rated by. their teachers, the CBT

was age independent (r = -,03), but not for.program 2- to

4~ year 0lds related by theix home interveners - (r = .36)

Evidence for validity derives from three sources 1) the

coef ficent of -.70 (N = 75) resulting from correlation of o
:CBT tot!al score with the presence of . school problems
indicated by the same teachers who rated the CBT;  2) fo.:

59 children, the coefficients of .58 and .58 r‘espectively

for mathematics teachers'‘CBT scores correlated with .class—
mom‘ teachers' indication of Qchool prub]:en}sk and vice versa:‘

and 3) the correlation of ‘.43 between the CBT scores and the

10's of 273 chlldr;n (in follow-up and those completing the i

'program), aged about 4 to 10-years ‘(Johnson, 1976).

canada Fitness Awards Tests

To cbtain a measure of the level of physj.cal fitness,
the scores £rom the Canada Fitness Awards Test were ob=

tained from a subsample of the tqotal group.

The measure was based on . five. performance tests from

the Canada Fitness Awards Tests of the Cinadian Associition
‘for Health, Physical Education «A;md Recreation. These

L e * : f



included a 50-yard run; speed sit-ups, flexed arm-hang, . ' .. o
“shuttle run and standing long jump. _Performance levels by,

ags and sex have been develcped.

C a . )
Reliability and Validity: .No studies regarding the
‘Teliability Of this instrument could be found. Because of T %

the type' of instrument and the degree of acdcuracy in which

the components of the instrument can be measured, however,

there is likely to be excellent reliability. Also, because .

of the definition cf ﬂtness usag/and what this test con-"
‘ sisted of, the instrunent ds likely to' be vaud. § Ly

~.

| Statistical Procedure - .

Multiple xaqression analysia was used to evaluate ‘the
results of the study.’ Thi(is—a- general statistical tech-

N nique through which one can analyze a relationahip between

dependent and indepéndent variables. A correlation matrix‘
% is developed in the prdcedure and was used to evaluate

relationships that might exist between the dependent

variables. A significant correlation requlred r> .3l for ” i

p<¢ .05, and r2> 395 for p <.0l, for the lamp!.e size used’ in

this study. i . x o &

Analysis of wariance was also used on the fitness

suhteuts with effects of classroom taken out.
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: CHAPTER 4
ANALYSIS OF DATA AND RESULTS
- Introduction

" The data analysis #hd the results of the study are
presented in Chapter 4. The means and standard deviations
for the dependent varisbles are presented in Table I. The
descriptive statistics of the dependent variables for. mai-‘ ’
vidual classes are contained in Appendix A. ‘The indspendent
variable termed teacher interpersonal behavior consisted of
two components. teacher warmth and teacher enthusiasm.
Analysis of these two components studled separately in two
different subject areas showed correlation coefficients

ranged between r = .61 and r = .80, “both significant at’

p.< .01. The means and standard deviations for the inde-'
pendent variables in both subject areas are contained in 4

Table II.

Hybothests 1. The_;e_exists a positive relationship
between .teacher interpersonal behavior and mean academic .
achievement of classes. Results presented in Table ITT °
illustrate the relationship of teacher interpérsonal

behaviot to student achievement scores £ vocabulary, com-

pxehension and mathematics. * No signj.ﬂcant corxelations

_wére found between teacher interpersonal behavior and

mathematics achievement (r-= .12, p » .05) or between
60-



Math

Test : " Mean s.D.

Pretest Post - | Pre Post.
ocabulary 20.46 " 26.56 | 3.00 [ 3.22 /
lcomprehension 22,17 26.97 | 2.61 | 2.94
Mathematics 42.27 42.76 | 4.04 | 6.60
school -

[Behavior 74.14 76.42 | 796 | 8.66.
se1£ concept 27.83 28.67° | 1.78 | 1.98
social A
rcceptance 2.74 2.64 .78 .81
L]
~ :
TABLE 11 :
g TEACHER VARIABLES
Mean Warmth Enthus. s.D.
Warmth | Enthus.| Min,| Max.| Min.| Max. | Warmth | Enthus.
Reading 3.79 3.68 | 2.9 |.4.7 | 2.8 | 4.5 a8 | g
“3.83 3.75 | 2.9 | 4.6 [ 2.9 | 4.7 45 | 427

TABLE 1

STUDENT VARIABLES




TABLE III

CORRELARION OF TEACHER INTERPERSONAL BEHAVIOR
TO PUPIL ACHIEVEMENT

62

Pupil Academic Achievement i
Vocabulary Comprehension Mathematics
Teacher
Inter- © .26 .3 BT
personal
Beliavior
TABLE IV
ANALYSIS OF VARIANCE FOR TEACHER INTERPERSONAL
BEHAVIOR AND COMPREHENSION‘
Source s.S. " D.F. F P
Teacher
Interpersonal . . .
Behavior .99 by 7.06 p< 012
Residual 4,01 35 '




~
teacher interpersonal behavior and vocabulary achievement
(r = .26 Py .D.;s). There was, bowever, a significant
correlation between achievement in comprehension and
teacher interpersonal behavior, (r = .33, p< .05). Table
IV illustrates the analysis of variance for this significant

relationship. .,

Hypothesis 2. There exists a positive relationship
between teacher interpersonal béhavior,and mean gain in
classroom self-concept. The relationship was analyzed and
the results are contained in Table V. No significant
relationship was found between teacher interpersonal

behavior and student self-concept (r = -.13, p» .05).

Hypothesis 3. There exists a positive relationship
between teacher interpersonal behavior and mean school
behavior gain. A significant relationship (r = -.348,

p ¢.05) was found to exist. Analysis of variance for this

relationship is contained in Table VI.

Bypothesis 4. There exists a positive relationship
between teacher interpersonal behavior and mean social
acceptance gain of classes. .

No significant relationships were £oul between



2 - TABLE V
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. CORRELATION OF TEACHER INTERPERSONAL BEHAVIOR TO SELF-CONCEPT,
SOCIAL ATTRACTION AND SOCIAL ACCEPTANCE SCORE

L & . Social Social
Self-Concept Attraction Acceptance
Teacher
Inter- R
personal -.13 -4 -.13
Behavior
\
= TABLE VI

' ANALYSIS OF VARIANCE FOR TEACHER INTERPERSONAL
- BEHAVIOR AND STUDENT SCHOOL BEHAVIOR

& | Source ss DF F »
Teacher §

. | Interpersonal 2.08 1 6.18 p< .018
Behavior * .
Residual 11.77 35
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teacher interpersonal behavior and social acceptance (r -
=.13, p>».05) or teacher interpersonal behavior ahd social
attraction (r = -.14, p'$.05). Results are contained in
Table V.

Social Acceptance scores were considered on the basis
of sex as well as on whole class scores. Table VII illus-
trates the relationship of teacher interpersonal behavior on
malé and female social acceptance scores. No significant
results were found.

A correlation matrix was established to investigate
rélat_ionsh.tps between the dependent vaxiaiues under study.
(Eorrelations of male and female social acceptance scores
are presented in Table VIII. Several significant correla-
tions existed between: females accepting females (FFSP)
and males accepting females (FSP) (r = .64, p< . 01); males

- acceptinq males (MSP) and females accepting males (FMSP)
= .53, P¢.01); males accepting males (MSP) and males
accepting females (FSP) (r = .58, p < .01); females' accepting
females (FFSP) and females accepting males (FMSP) (r = .54,
p<.01). -

The correlation (r = .57; p<.01) of females accepting
females (FFSP) and males accepting males (MSP) was signifi-
cant, however, the correlation (r = .29, p%.05) of females

). accepting males, (FMSP) and males accepting females (FSP) was
not significant.

Table IX illustrated the. results of male.and female
social attraction scores and the following significant

correlations were proved to exist between: 1) females




TABLE VII

CORRELATION OF TEACHER INTERPERSONAL BEHAVIOR TO MALE
D FEMALE SOCIAL ACCEPTANCE SCORES

! . MSP FSP " Fusp FFSP
Teacher

. Interpersonal -.03 -.04 -.27 -.10

f Behavior

MSP (Males agceptance of other males)

FSP  (Males acceptance of females)

FMSP (Females acceptance of males) .
FFSP (Females acceptance of other females)

TABLE VIII

SOCIAL ACCEPTANCE CORRELATIONS OF MALE AND FEMALE SCORES

r Males Females
3 MSP ,  FSP FMSP . .  FFSP
: Msp _L.00 .58 .53 .57
i Males  pgp © .00 .29 .64
FMSP 1.00 .54
Females
: FFSP 1.00

MSP (males acceptance of other males)
" FSP (males acgeptance of females)
< FMSP' (females acceptance of males)

f) " FFSP (females acceptance of other females).



SOCIAL ATTRACTION CORRELATIONS OF MALE AND FEMALE SCORES

Males

Females

TABLE IX

Males Females
MBS FPS FMPS FFPS

MPS 1.00 .61 32 .29

FPS - 1.00 .27 .49

FMPS 1.00 .61

FFPS . 1.00

«MPS (males. rankings of other males)

FPS - (males rankings of females) .

FMPS (females rankings of males

FFPS

(females rankings of other females)
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rankings of males and females (r = .61, p< .01) and 2) males

rankings of males and females (r'= .61, p¢ .01).
Table X presented significant correlations (p< .01)

between social and social on scores. The

higl;est positive correlations were found between: 1) males
accepting males (MSP) and males tankh;ngs (MPS) of other
males (r = .83, p< .01), 2) females accepting females (FFSP)
‘and females rankings (FFPS) of other females (r = .90, p< .01),
3) males accepting females (FSP) and females rankings‘ (FMPS)
" of males (r = .77, p<.0l, 4) females accepting males (FMSP)
and males rankings (FPS) of females (r = .79, p£.0l).
Analysis of results illustrated that a significant _c’orte-
lation existed between social acceptance and social
attraction scores (r = .86, p¢,01) when whole classes of the
sample were considered.
A significant correlation was found between self-

concept and social attraction (r = ~.369, p(‘.OS),' but: the

relationship between sel pt and’social accep
(r = -.208, py .05) was. not considered significant.
vA closer observation of the descriptive statistics
for individual classes and variables, from Appendix A,
provided some noteable results. Fifteen Eercent of the
-mest and 18 percent of tpe lowest residual gain scores
of the dependent variables of individual classes were
selected and observed.. A few teachers had a high or low
- residual gain in their classes, on one or two variables,

which did not appear to be significant. Several teachers,



Table X

CORRELATION MATRIX FOR SOCIAL ACCEPTANCE AND SOCIAL
ATTRACTION BETWEEN MALES AND FEMALES

Social Attractia‘n
“Social T
Acceptance Mps FPS FMPS FFPS
MsP .83 .61 .53 255
Fsp .44 .24 77 . .60
FMSP 36 790 .36 T .56
FFSP 27 | .38 .49 .90

MSP (Males acceptance .of -other males)
FSP_ (Males acceptance of females)

FMSP (Females acceptance of males),

FFSP (Females acceptance of .other females)
MPS (Males rankings of other males)

FPS (Males rankings of females)

FMPS (Females rankings of males)
.FFPS ' (Females rankings of other females)




however, had some of the highest and/or lowest gains .on
three or more variables. When highest and/or lowest gains
were made on.more than two'variables, the results appeared
worthy of consideration and wére illustrated in Table XI.
The scores in brackets were not part of the highest and
lowest gain scores, but were included to give a complete
picture of that individual teacher. i

From the gain scores observed eiqht’ teachers had
highest gains in the academic areas (comprehension, vocabu-
lary, mathematics) and three teachers had some of the xowes.t
gain scores in these areas, while one teacher had high gains

in vocabulary and comprehension but a low gain in Mathe-

. matics. Of the eight teachers with high gains on more than

one variable only teacher number 2 had a high gain on the
Social Acceptance variable. Four of the eight teachers with
high gains in academic areas had some of the lowest gains in
the Social Acceptance. area (teachers numbers 4; 5, .9, 12).
Teacher number 5 had a low gain on Self-Concept and teacher
number 8 had a 16w gain on School Behavior. Teacher number
10 had'a high gain on the Social Acceptance variable but
Jower gains on School Behavior and Self-Concept.‘ Teacher
number.2 had high gains on Comprehension, Mathematics,
School Behavior, Social Acceptance and Social Attraction,
while teacher number 3 had low gains in Vocabulary, Compre-
hension, Total Reading and Self-Concept. Teacher number 7
had a high gain on Self-Concept but low gains on Vocabulary,

Comprehension, Total Reading and Social Attraction.



TEACHERS WITH HIGHEST AND/OR LOWEST RESIDUAL GAIN

TABLE XI

SCORES IN DEPENDENT VARIABLES

Teacher Comp.. | Vooab, :z:;;nq Math; giﬁﬁepe Behavidz Accepta::?untncuon
1 .24 .56 +55 -1.03 (=.15) =-.51 (.26) (.19) /
2 .33 (.03) (.26) .86 (=.11) .88 .72 «56
3 -.64 -.72 \ -.81 (-.37) -.30 (=.10) -.52 -.44
4 .38 66 ) .65 1.49 (.21) (.30) -.15 -44
5 (.17) .28 (.24) | (220 ‘'-.56 .79 (.13 . (.18)

6 (‘.na) (.25) (.07) 1.06 .42 (-.38) -.79 -.83
7 -.88 -.;a =1.01 (-.63) .65 (.36) (‘.07) -.42
8 <55 (.08) .48 1.19 (.04) -‘1.50 (.25) (=.04)
9 (.35) .36 Y “(.38) 1.13 .47 (.10) (.10) (-.04)
d (-.08) | (-.22) | (=.15) | (-.20) | =32 i 2" hld
11 (-.03) ( .08) (.0) .83 (713) (=.23) -.69 -.58
12 .49 .62 .73 (.31) t.09) [ .90 -.37 =56
32 -.62 (.01) -39 -.85 ‘(—.12) 1.22 (.18) (.27)

T -
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B " ¢ . - Most teachers who had high residual gains in the aca-

demilc area had low residual gains in the social acceptance

. area (see Appendix A, teachers numbers 15, 23, 27, 34, 37).

," A subsection of this study involved research on the
fithess levels of some of the students from the larger sample.
Fithess levels were studied in relation to achievement, self-
cm:‘\.cept, social accéptance and school behavior. \

i RodIts of thé data analysis for the four hypotheses
inlvestigated are iliustrated in Table XII. Classroom

effects have been removed from fitness results.

Hypothesis'¥i Students who are more physically £it
are higher achievers than those who are less fit. = This
hypothesis was rejected since results showed that students
with a higher level of fitness did not achieve signifi-
i cantly higher in mathematics (pJ .05) or in reading (p }.yos).

Results are contained in Table XII. . = e

Hypothesis 6. - Students who are more physically fit
have more positive self-concepts. This hypothesis was
rejected (p».05) since no positive correlation was found

between student fitness levels and self-concept.

Hypothesis 7. Students who are more physically fit

are better pted by their cl . This hyp is o
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TABLE XII

RELATIONSH;P OF PHYSICAL FITNESS LEVEL TO STUDENT VARIABLES

Outcome” Source 88" DF MS F P
of Variance -
Reading _.— —Clas! .09865 6 .016442 2.321  p< .05
_ Fitness o ~  .05836 5 .011672 1.648°  n.s.
Residual l84299 . 119 007084
Mathematics  Class .28271 3 .0471183 8.13¢  p<.o0L
& Fitness .04285 -] .00857 1.512 ton.s.
Residual 1467444 119 .005668
Self- Class, .05296 6 , .008827 1.1952 n.s.
Concept Fitness .06818 5 .013636 1.8464 n.s.
Residual .87886 . - 119 .007385
School Class .48163 ] 80272 19.3958  p< .01
Behavior Fitness 02587 . 5 005174 1.2502  n.s,
b + Residual L4925 119 1004135, - !
Social ..13291 6 . .022152 3.1465 p<.05
Acceptance £02931 5 § .005862 18327 n.s.
Residual 83778 119 .0070401
*Level of significances .957 (5,119) = 2:37 _9oF (5,119) = 3-2
co5F (6,119) = 2:27 ° ogF (g,110) = 3+ "
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was rejected (p) .05). No significant relationships were
found between fitness levels and social acceptability.
- Hypothesis 8. Students who are more physically fit
‘behave in accordance with teacher wishes. This hypothesis
L

was rejected (p» .05).

Discussion of Results

) Acadenic Achievement A - i

Results of the study\ indicated teacher interpersonal

\

\hehavior was significantly related to pupil achievement

(see Table III) -in certain areas (comprehension) but not-in

“.others (mathematics, vocabulary). Comprehension can be

seen by some educators as a subject more dependent on each

individual teacher's and initiative. It is the
sort of area that can involve much creativity, ektensive
class discussion, and ltude;'n: involvement, all of which are
influenced positively or negatively by teacher interpersonal
behavior.

The teaching of mathematics and vocabulazyv can' also
involve the above techniques, however, these sub:ecta
appear more factual and straightforward. Maybe lecture

and tedcher cl;rity are more effective tools for teaching

4 subjects such as these.

The results of the present study were both consutent

and lnconniltant with earlier studies. Christensen (19’60)
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found warmth of the teacher significantly related to student
achievement in vocabul.ary and mathematics, whereas the

present study found ho such results. Peng, Ashburn and

Grey (1978) did not find positive teacher affect to be

positively related to achievement, Positive affect was
similar to teac‘hex; interpersonal behavior used in the
p‘resent study, thus results appear inconsistent. Solomon,
Rosenberg.and Bezdek (1964) found gains in comprehension '

to be significantly related to teacher energy, flamboyance

continuum. Results appeared consistent with the £indings
of the present study since the teacher pehaviors:described
are similar to teacher interpersonal behavior. ’
Results indicated that 11 percent.of the v;{rl'énce, the
differences between individual classes on comprehension.
scores, was accounted for by the independent variable of
teacher interpersonal behavior. The fact that a large
percentage of the variance remained unaccounted for caused
several issues to arise: 1) Other teacher behaviors,
events or sltrateqles affe{;t achievement'{ 2) variables
other than'teacher interpersonallbehavior are related, to
comprehension, 3) Other teacher VAFYABYES AEE: YelaER €5
achievement in mathematics and vocabulary since no
positive relationships were found between teacher imter-
personal behavior and achievement in these areas,
4)° Teacher behaviors affect different students differently.

© Brookover (1978) wrote- teachers may sacrifice some
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degree of informational subject matter if time was spent on.
maintaining a relaxed interpersonal climate. Solomon,
Rosenberg and Bezdek (1964) found gains in factual informa=-
tion significantly related to teacher clarity, expressive-
ness and lecturing, Mathematics and vocabulary can be .,
termed.as factual and maybe factors such as the above could
be related to achievement in these areas.

Need gratification and development of the affective .
areas were considered significant factors in student

growth. The writer hypothesized, that a warm and enthusi-

astic teacher would help satisfy the basic needs of students.
‘It was also hypothesized that the affective areas should be
considered as important as the academic areas. Results of
the present study did not support this position. The

writer concluded that maybe the basic needs will have to  *
be satisfied and the affective areas given more considera-
tion before achievement in higher areas, such as mathematics:
and vocabulary, becomes evident. .
School Behavior .

Table VI shows teacher behavior' is significantly
related to school behavior. Results indicate enthusiastic
teachers viewed their students as being emotionally stable,
socially well-adjusted and more independent. They rated
their students higher on cognitively related skills as well .
as on task orientation. These teachers, clained their

students strived to behave in socially acceptable ways.
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Other researchers (Cogan, 1958; Ryans, 1961; Truax & Tatum,
1966) also found teacher interpersonal behavior to be
related to $tudent behavior. .

In the present study 124 percent of the variance, the
changes in school” behavior scores for individual classes,
was accounted for-by the independent variable of teacher
behavior. A large percentage of the variance remained
unaccounted for and one wonders which other factors con- “g .
tributed to student behavior change. Cronbach (1954) felt

a warm, more acceptant. teacher is usually better liked by

pupils and he felt it was expected that a well liked
teacher had more influence over them. Crow (1954) felt
that the personally.and socially adjusted teacher exercised

a tremendous influence on pupils behavior. The present

‘researcher agreed with both Cronbach and Crow and concluded

that teachers who are emotionally stable, socially well-
adjusted and in control of their lives will usually rate

their students as behaving in a more acceptable .manner:than

will other teachers:. They are usually more tolerant of .t

unacceptable student behavior as well. The above teacher
characteristics may be just as positively related to student

behavior as the teacher behaviors described in this study.

Self-Concept
A significant correlation (r = =-.369, p< «05) was

found between self-concept and social attraction i‘ndic_ating

student self-concepts were partially based on how they
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ranked their peers. It was hypothesized that a significant
relationship existed between teacher interpersorinal behavior '
and student self-coricepts, but no significant relationship

(r ==.13, p . .05) was found. Wightman (197%) found no
significant correlations between student sel’f-concept
nmeasurements and teacher styles either. Combes (1978), hov-
ever, stressed that the teacher is an important agent in the
develapmént_ of the ¢hild's self-concept. If this was accur-
ate, then, there are téeacher factors other than interpersonal

behavior related to Grade five students' self-concept because

no significant relationship was found in the present study.
Social Acceptance "

It ‘was hypothesized a ‘significant relationship existed
between teacher interpersonal behavior and student sotial
acceptance, but no significant relationship was found. Re-
sults appear inconsistent with the ideas of Cronbach (1954)
who felt teacher warmth and acceptance were important for
pésltive 1n~texgtoﬁp contacts.

Several positive correlations,”however, were found
between male and female social acceptance and social attx:ac-.
tion scores., Overall results indicated that both males and
feimales accepted peers of their own sex more readily than
those of the opposite sex. Results also indicated that both
males a;-xd females rankings of their classmates, were usually
consistent with their classmates acceptance of them.

Social attraction to members of the same sex and the - j '

T ' '
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‘acceptance of members of the same sex were more highly
correlated than attraction to the opposite sex or acceptance
of the opposite sex. Factors other than ‘teacher inter-
personal behavior must account for changes in social accep-
tance scpfes or they are stable over a period of one year.
The growing importance of the peer group and the impor-
tance of relationships and friendships would probably be evi=-
dent among grade five students. It appears the peer,group

might be the significant others in the students' live:

around this time and the teacher may have very little influ~

‘ence: .

When individual classes vere considered on the basis of
‘their high and low gain scores, some interesting issues
ATOREL [Boi LEAChEEE WHD HAQ/LES MgHeIt gALEE LA oRdeRTe!
areas- had the lowest gains in affective areas. Did this
‘mean these teachers considered academics the most important
part of scho‘oling?‘,md these teachers attempt to develop
" good social relationships amc‘;n‘g the students or try t;)
enhance their self concepts? Teacher number 10 had one of
the highest gains in the social attraction/acceptance area,
yet had very low gains in all other areas. Did the teacher
place too much stress on good social rel;stlonships within
_the classroom and neglect all other areas? This same
teacher had a very low gain score for student behavior.

One wonders if the social aspect of the classroom affected

this teacher's ratings ‘of the behavior of the stude}nts since %
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the teacher rated.the students low on social adjustment,
independence and emotional stability.

Teacher number 3 was selected for consideration because
all gain scores were very 16w and many of them fell within
the lowest fifteen percent. One wonders how this teacher
was rated by school board personnel, féllow teachers, and
students. ) ' )

Teacher number 7 had one of the highest gaing on
student self concept, and teacher number 13 had one of the
highest gains on student bghavior, however these teachers’
acadenic gain scores fell within the lowest fifteen percent.
When too much emphasis was placed on affective areas, did
academic areas suffer? Most results indicate positive
changes will occur in an area only when teacher intentions
are specifically directed toward' that area. .

It was stated in Chapter I the development of the affec-
tive domain was as important as the academic domain. Close
observation of individual classes revealed, however, that
most teachers had higher residual gains in academic areas

and few teachers had high gains in- both academi¢ and affec—

tive areas. .
The curriculun issued by the Department of Education
may not allow teachers time o focus on student self-c

development. ' .



phxax.cal Fitness

The need for activity is considered one of the basic
needs (discussed in Chapter 2) and it, along with other
needs, must be satisfied before motivation for higher
learning takes place. The study assumed that childrén who
were more physically fit have satisfied the basic need for
activity and were ready for higher learning. Results did
not prove this, Students who were more physically fit were
not shown to achieve any higher in reading and mathema tics
than those who were less fit. Results did not show that
more physically f£it students were: better behaved, better
accepted by peers, or more self-confident than those who
were less fit.

Results are inconsistent.with results of other
researchers (Albinson, 1974; Hughes, 1974; Ismail, 1967;
Plack, 1967; Shroeder, 1961; White, 1973 and others) who
found positive relationships between fitness levels and
various student vanables_. oOne wonders if a level of
physical fitness becomes more important as students get
cld‘er. E
The validity of the fitness score in the present
study is questionable. It was the intention of - the researcher
to -include an aerobic measure of fitness, but, this measure
had to be discarded because a valld megsure for all classes

was not obtained.



Summary

The results indicated teacher interpersonal behavior
16 related to student achievement in comprehension and is
related o student school behavier. Results did not indi-
cate that teacher interpersonal behavior, is significantly
related to school béhavior, student self-concepts or stu-
dent social accepcablliéy. ‘Fitness levels were not shown
to have any significant effects on any of the student.

variables studied.




CHAPTER 5 N

CONCLUSIONS AND .RECOMMENDATIONS

The intention of this study was. to 1nvest‘£{ite the

relationship between teacher interpersonal behavior and

the self ts, school b 7

sccia} cep and
achievement’ of scpdehts. The physical fitnes; level of a
subsample of the subjects was considered to detex%ni‘ne if it
“had any affect on the above factors. h

The review of the literature, which presented the
opinions and research findings of leading educators; dis-
closed few siqnxfig’nt relntiémhips between teacher
interpersonal behavior and student variables.

A sample of 39 téachers and their classes of grade five -
students were selected for the study. The schools from
which the classes were selected were randomly chosen ‘from'
"a geographic area within a 300 kilometer radius from St. ¥
John's, Newfoundland. . ' i

" Six instrumentd vere used in l-.he study and they appeared |
to be both rellable and $1id. The Gates-McGinitie Reading
Test and an Arithmetic Achievement Test were used to measure L
.student achievement. ’!‘he Ohio Social Acceptance Scale was
used to determine the social acceptance of students and 7 e
Levénstein's Child Behavior Traits Scale was uaed to measure

student behavior. Student self-concept was measured by use

e ’ b 83 ‘ . .
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of the McDaniel—Pier_sﬂ‘{cung Children's Self-Concept Scale.
The Canada Fitness Awards Test was used to determine the
fitness level of students. .

Regression analysis, with a correlation matrix, was

the type of statistical procedure used to evaluate the data.

8 Findings T e

A significant relationship was found between teacher
interpersonal behavior and student achievement in the area
of comprehension: A significant relationship was ‘also found
Betusen Cendhinr Enburpersonal Sebailr: and miudart Sitavior:
It was hypothesized, that significant relationships existed
between teacher interpersonal behavior and student self-
concept; student social acceptance; and achievement in
mathematics and vocabulary. The present study did not
support this position. A correlation matrix indicated a
positive relationship existed between self-concept and
social perception of students. y

Results of the fitness study revealed no Biqnlficvunt

relationships between fitness levels and student variables.’
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Implications for Education e
Some conclusions can be dxawn and some impucations

nade from the £indings-of the. scudy.

1) The final results point to teacher interpersonal

" behavior as one of the factors related to student achieve-

ment in comprehension.
'

2) Results indicate that teacher interp rlonal behavior
is related to the behavior of students. °‘An ehthusiastic

teacher- rates his/her students as exhibiting more acceptable—

‘.

;If\the affective domain of students is as imp'»o‘rtant
as ‘l:he cognitive domain, then results of the study indicate
teachers place too little emphasis on the development of the
affective areas. No significant gains were foqnd in student

self or social areas.

4) Teachers in the study made higher.gains in academic
areas than in affective areas, This may have resulted be-
cause of the way teachers were educated. Does teacher edu-,
cation make teachers focus on the full development r‘:f‘tha

iddividual child? Are the cognitive, social, emotional and\‘

physical areas given the same emphasis in the various

teacher education courses as the academic areas are given?

5) The school curriculum can influence teacher effec-

tiveness. Teachers in Newfoundland schools are given a .
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curriculum by the Department of Edl;catian. This qurxéiculmu
provides a program for each academic subject area, It may
not, however, allow time for teachers to foous on the self—
dévelopment of their students.

Some p;ograms are m@m?m Departmentl,of Edu-
cation for student affective development, however, these
programs are not compulsory andare often ignored bi( scho.nl-

boards.

ions for Further

The following section discusses possible xecommendations

for further research as a result of this study:

] 1) Further work is needed in the same area using a

larger number of teachers, !
Vo

2) should be iken to determine the effect

of certain teacher styles and techniques on the affective

domains of individual students.

3) Results of the section of the study on sex aLffer-
ences . warrant the need for further research with older and/
or younger ‘children. Sex of the student may not be as y .

strong a factor in affective areas at other age levels.

4) Teacher i 1’ behavior, with

other behaviors; -should be.studied;agatn with other grade
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levels fug}ationsh!.ps to student self-concept and social

acceptance.

5) Further work is also heeded in the physical fitmess
area using a laiger, more genetalizable number of students

and using a fitness test with an aerobic measure.

6) A study of the effect of physical fitness.on studént-

variables should be undertaken with students of other grade

" level's,

7) several other questions need  further study;

1) Is there’ any relationship between self-concept

and acadenic: achievenent?

2) Is gratification of needs considered by the
majority of teachers? A i
>

3) Should teachers consider the affective areas as

important as the academic argas?

4) Do teacher.behaviors have the,same effeqt on all

stndents of all socioeconnmie levels? *

~
5) Do. ages of the teache:a acccunt for dlfferent

influences on ntudenta? Hy "

sr which teacher behaviors ox nttitudee are impox~ if
tant in deallng with the rejecteﬂ student o1 the ﬂ'ldent with

-a heh‘av}.nr problem? . “ e, e
A o o i
\ [0 5 % 5

i
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. .-
ric status of

" 7) can change the
the classroom for the benefit of those rejected students?
8) Hoy does age of the student relate to social

“in of ‘acceptance exist

c Do di

between different ages?
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WARMTH, This dimension refers to the dxtent to which the
atmosphere of the class is relaxed andJcomfortable or tense

and uncomfortable.. It also encompasse:

the degree to which

the teacher maintains positive interpex:’sonal relationships

. with pupils.

A classroom that is warm is one in which the teacher is - |
positive to the students, demonstrating friendly behavior.
The children show signs of feeling secure and appear to

. . phere of acceptance of students. ™ This teacher demonstrates

like or gpjoy the classroom expe{}e\s&. There is an atmos-—

sensitivity to students.

The teachey is sensitive to the

private lives of his students, and concerned about the per-
sonal and 'social growth of each student. Students are
praised and reasoning is used rathér than punishment, The
teacher smiles and used physical .contact and humor in a

positive way. -

A classroom that is cold is one in which the teacher is

negative to the students, with no evidence of friendly

behavior. The teacher does not encourage the pupils by
‘the use of praise .and generally, only responds to pupils

“in order to correct a mistake.
The atmosphere is one of apparent insen-
This teacher seems to think of stu-

critical and stern.
sitivity to students.
dents as "thirg

or "objects"
physical punishments are given for misbehavior.. Sarcastic

A very cold teacher is quite

to be dealt with. Verbal or

humor may be used to control and discipline students:. There
may be some differential treatment of students. Students
exhibit feelings of insecurity and tension.

Rate the classroom atmosphere on a warmth' continuum.

1. -

Very cold.

3.

Neithef cold nor
warm.



ENTHUSIASM. This dimension refers to the enthusiasm or
Interest level expressed by the teacher and students during
clags activities.

. .
The enthusiastic teacher conveys a great sense of commitment,
excitement, and involvement in the subject matter. -The
students seem responsive and appear to enjoy the activity.
The teacher seems to expect students to d6 their best. 'The
‘teacher's tone of voice varies, and this is evidenced by
the teacher's motivation and desire to help students do
their work.

The .dull teacher does not show any sense of commitment,
excitement or involvement in the subject matter. The dull .
teacher does not appear interested in the subject matter.
The pupils seem non-responsive and do not appear, to be
involved in the class activities. - The teacher doesn't -
seem to care whether or not pupils do their best.

Rate the class on an enthusiasm continuum.

1. ; ¥ 2.

Very unenthusiastic' (dull). Unenthusiastic,

3, § 4. &
Neither dull nor Enthusiastic :
enthusiastic .

5. . '

Very Enthusiastic /

(interesting)
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