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TEACHER-STUDENT RELATIONSHIPS AND STUDENT ACHIEVEMET IN
GRADES SIX AND SEVEN MATH

ABSTRACT

This study analyzed the effect of teacher-studelationships on the Virginia Standards
of Learning (SOL) math scores for grades six améise Data were studied to determine
if an increase in student achievement was relat¢laet often-overlooked interpersonal
human relationships between teachers and stud&htsresearcher expected to find a
correlation between positive teacher-student latiips and an increase in standardized
test scores. The researcher analyzed the datad®rg scores in rural middle school
mathematics’ class and teacher characteristicetermine if a relation existed between
student achievement and positive teacher-studittareships. The American version of
the Questionnaire on Teacher Interaction (QTI) usexd to collect information on
teacher-student relationships from the studenttpdimiew and was correlated to end-of-
year math SOL test scores. The participants wa&th and seventh grade students who
answered questions about the mathematics teadheresults of the survey were then
compared to the year-end Standards of Learning &fadlics Test.The survey answers
were compiled using a pre-set number organizaliahdrouped the answers into the
eight different teacher characteristic categoiieseview of the overall percentages, it
appeared that the students found the teacherssimtithematics-teaching group to have
strong skills in leadership, helpfulness, dissatBbn, and uncertainty. In the teacher
categories, leadership, helpfulness, dissatisfactind uncertainty, there was a

significant correlation between the Virginia Start$aof Learning passing test scores and



teacher categories.
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List of Abbreviations and Definitions
TSR -Teacher-Student Relationshipor the purpose of this study, the
teacher-student relationship was the interpersos@pective between teachers
and students as indicated by the QTI (Wubbels 062
QTI - The Questionnaire on Teacher Interaction (Anagricersion), measured
the interpersonal relationships between teachetstments. In the Model for
Interpersonal Teacher Behavior (Wubbles 2006) etiaegre two dimensions of
Influence (Dominance-Submission) and Proximity (@gpon-Co-operation),
which were measured in the survey.
SOLs- Course- or year-end Virginia Standard of Leagriests were used to
measure content mastery in the state of Virginduation V. D., School Report
Card, 2011).
CM - Cortez Mathematics This was an online mathematics instructionall. too
This program was designed and led by a group afadus who developed a new
way to teach mathematics to all ability levels ne@lassroom or school.
Computer instruction drove the class work, teachesgided small group
instruction in pullout groups, and video basedriate assisted with remediation
(Corporation, 2009).
SM - Saxon MathematiesThis was a specialized mathematics program that
utilized technology in the mathematics instructi®axon math was developed by

John Saxon in 1979 and was designed to transitiddlenlevel students from a



manipulative approach to mathematics to the textapproach to mathematics
instruction. This approach incorporated algebreasoning and geometric
concepts (Harcourt, 2011).

Admonishing teacher characteristic as defined by Qlestionnaire on Teacher
Interaction— The teacher gets angry, takes pupils to tagkesses irritation, is
angry with students, forbids students to act, @sretudents, and punishes
students.

Dissatisfied teacher characteristic as defined hg Questionnaire on Teacher
Interaction - The teacher waits for silence, considers the pndscans, keeps
quiet, shows dissatisfaction, looks glum, questiansl criticizes.

Freedom teacher characteristic as defined by Thes@annaire on Teacher
Interaction —The teacher gives opportunity for independent wasdkits for class
to blow off steam, and gives freedom and respolitsibd students.

Helpful teacher characteristic as defined by TheeQionnaire on Teacher
Interaction —The teacher assists, shows interest, joins studegitaves friendly
or in a considerate manner, is able to make a pke inspires confidence and
trust.

Leadership teacher characteristic as defined by @Qhestionnaire on Teacher
Interaction —The teacher notices what is happening, leads, @gmrgives
orders, sets tasks, determines procedures, stesatlassroom situation, explains,

and hold intention.



Uncertain teacher characteristic as defined by Theestionnaire on Teacher
Interaction - The teacher keeps a low profile, apologizes ofteaits and see how
thing go, and admits one is in the wrong.

Understanding teacher characteristic as defined’bg Questionnaire on
Teacher Interaction Fhe teacher listens with interest, empathizesysho
confidence and understanding, accepts apologieks lmr ways to settle

differences, is patient, and is open to students.

Xi



Xii



CHAPTER ONE: INTRODUCTION

Educational research utilizing attachment theory/dentered on the teacher-
student interpersonal relationship. The relatigmshirrored that of the parent-child
relationship in development in similar influencé&eachers who understood the
developmental needs of children grasped this cdraogptended to be more sensitive to
the formation of positive teacher-student relatiops (Beyazkurk & Kesner, 2005). For
centuries, when adult discussion occurred regareamty school experiences, the focus
of conversation revolved around the teachers amddiationships that students had with
them. The discussion may have sounded like, ‘sleangreat teacher . . . she liked me;’
‘He would not give up on me;’ ‘She made me bring loopks;’ and so fortTerry,
2008). According to Terry (2008), a fundamentatsgfion for most students is ‘Does my
teacher like me?’ Terry says, “Given a rigorougreed curriculum, the answer to that
simple question is our best predictor of studehiea@ment” (p. 12). This thought was
reiterated by Blankstein, Cole, and Houston (20079 stated;Relationships are the
key to any success you might have in your schoorganization” (p.57).While great
teachers demonstrated the ability to deliver cdrdaed curriculum, there are effective
teachers who had the potential to reach every stude

Background of the Study

This study intended to analyze the teacher-studdationship and its correlation
to student achievement in grades six and seven §@thtests. The research was
analyzed for the relationship between the presehpesitive student-teacher
relationships and student achievement on Virginga&ards of Learning test scores.

Consistently, statewide math scores were lower #mynother content area in middle



school (As shown in Tables 1, 2, 3).

According to the information provided on the schagort card, as reported by
the Virginia Department of Education, (EducationD/, 2011) there was three-year trend
data that indicated the number of students whogobasd the number of students who
actually tested in all subgroups in the area ohmaiatics performance. In the category,
“all”, (all students groups), federally mandatetguoups, the students of this school
passed at a rate of 84 out of 100 students testiéekischool year 2007-2008. In 2008-
2009, the students of this school passed at af&@ out of 100 students tested. In
2009-2010, the students of this school passedataf 88 out of 100 students. This
three-year trend data of category, all, studentsveld a steady slight increase over the
school years from 2007 to 2010 (Education V. Dhdat Report Card, 2011).

The subgroup “black” showed a similar slightly steancrease in the three-year
trend data. In the school year 2007-2008, the rewipg‘black” showed an instance of 73
out of 99 students tested passed the mathemagicsRer the school year 2008-2009, the
subgroup “black” showed a slight increase of 77ail89 students tested passed the test.
For the school year 2009-2010, the subgroup “blats showed a slight increase in
passing with 79 out of 100 students passing théemadtics test (Education V. D.,
School Report Card, 2011).

The “Hispanic” subgroup category showed slight@ases in pass rates over the
three-year trend, as did the prior two subgroupe “Hispanic” subgroup for the school
year 2007-2008 indicated 75 out of 99 studentedesassed the end of year Standards of
Learning Mathematics test. For the school yeaB822@09, the “Hispanic” subgroup

showed a slight gain with 79 out of 99 studentgetépassed the mathematics test.



During the 2009-2010 school year, another gainseas with 82 out of 99 students
tested passing the SOL test (Education V. D., SdReport Card, 2011).

Of the subgroup category “white”, the three-yeantr data showed a steady
increase, although there was a higher percentaggerpte of this subgroup over the three-
year period. The school year 2007-2008 demonsittatd the subgroup “white” had 88
out of 100 students tested pass the mathematicsepeaest. The pass rate of the school
year 2008-2009 showed a passing number of 90 dl@@f&tudents. Ninety-one students
passed the SOL mathematics test out of 100 stutksied for the school year 2009-2010
(Education V. D., School Report Card, 2011).

The subgroup “SWD”, Students with Disabilities, lmalkss noteworthy pass rate
than the prior subgroup categories. For the scheal 2007-2008, 63 of the “SWD”
students out of the 99 tested passed the end detest. The results of the school year
2008-2009 testing showed that 71 of the “SWD” shisl®ut of the 99 tested passed the
test. Again, slightly increasing, the school y2a99-2010 demonstrated 73 of the
“SWD” students out of the 99 tested passed the B@thematics test (Education V. D.,
School Report Card, 2011).

Another subgroup for testing data for the scho@ardaoeport was “ED”,
Economically Disadvantaged students. For this sulgcategory, “ED,” during the
school year 2007-2008, 73 out of the 99 studestedepassed the mathematics SOL test.
The school year 2008-2009 data indicated that T ‘€udents out of the 99 tested
passed the mathematics test. This subgroup atsweshslight increases in the three-year
trend data, with 80 “ED” students passing the ¢estof the 99 students tested (Education

V. D., School Report Card, 2011).



As indicated in the three-year trend data of athef prior subgroup categories,
the “LEP”, Limited English Proficiency students @aldemonstrated a steady slight
increase in the three-year trend data. The sohea12007-2008 provided 75 “LEP”
subgroup students passed the test out of the L@érgs tested. The 2008-2009 school
year showed 79 “LEP” sub group students out oflib@ tested passed the mathematics
SOL test. Eighty-two out of the 100 tested ins$hbool year 2009-2010 passed the SOL
mathematics test (Education V. D., School RepordC2011).

The following tables break down grades six and iséx@m the school division
selected, in order to further understand the Mattms Standards of Learning test, to
further analyze the position of the grade leveadtad understand where the three-year
trend data was in 2007 to the school year 201@atyend. The following tables show
the grade level data in table form to further gasdranslation of the information.

Table 1
Virginia State Mathematics Testing Results Grad&iddle School X
VA State
Grade 6
Student
Subgroup

Mathematics 2007/2008 2008/2009 2009/2010
Performance Passed/Tested Passed/Tested Passed/Tested

All Students 68/100 73/100 77/100
Black 53/100 60/100 65/100
Hispanic 56/100 65/100 70/100
White 75/100 79/100 83/100
SWD 49/100 59/100 61/100
ED 53/100 61/100 65/100
LEP 56/100 65/100 69/100

Note. SWD=Students with disabilities. ED=EconomicallysBivantage Students. LEP=Limited English
proficiency students. Adapted from the Virginiagaetment of Education 2011School. School Division,
School Report Card 2011.Retrieved April 26, 2011.



Table 2

Virginia State Mathematics Testing Results Gradgutlents (Grade 8 Mathematics Test
— Pre-Algebra)

VA State

Grade 7

(Grade 8
Test Pre-A)

Student

Subgroup
Mathematics 2007/2008 2008/2009 2009/2010
Performance Passed/TestedPassed/TestedPassed/Tested

All Students 83/100 85/100 87/100
Black 72/100 77/100 79/100
Hispanic 74/100 78/100 79/100
White 89/100 90/100 91/100
SWD 58/100 69/100 71/100
ED 72/100 77/100 79/100
LEP 72/100 76/100 81/100

Note.SWD=Students with disabilities. ED=Economically &dvantage Students. LEP=Limited English
proficiency students. Adapted from the Virginiagaetment of Education 2011School. School Division,
School Report Card 2011, Retrieved April 26, 2011.

With an increase in data-driven instruction anahea accountability, teachers could
have been at risk of being focused more on theataddess on the relationship with the
student. Teachers and students that had the smwmerces, supplies, and support were
performing differently. Teachers were finding aleirange of success on Virginia state
tests, despite being privy to similar data andueses, and serving comparable student
groups. Blankstein et al. (2007) emphasized thmmtance of teacher-student
relationships, as well as how these relationshipsdaas a thread to weave school
success. With the globalization of education dneduse of computers to enhance
instruction or instruction to enhance the use afhv@aatics computer programs, the
researcher posed that the human interaction alictsdn would suffer, along with the
teacher-student relationship.

Caring and supportive student-teacher relationstopsributed to positive
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outcomes for students at risk for academic failsoejal isolation, and

school dropout. In fact, young adolescents wardgacrding relationships

at school that were characterized by compassispert, personalization,

fellowship, and friendship (Doda & Knowles, 2008120).
This study focused on the academic achievemenidadlenschool students and the
teachers with the goal of reducing undesired beina\and increasing the positive
interactions between the students and increasuttgst achievement, which tended to be
the vision of most middle schools across the gl@mla & Knowels, 2008).

Statement of the Problem

Did the teacher-student relationship have a sicgmii connection to the success
of students? The purpose of this study was to ex@the correlation between the
teacher-student relationship and student succegsarrend Virginia Standards of
Learning (SOL) mathematics tests in grades sixsavén. The teacher-student
relationship was measured with the QTI questiorna@aveloped by Theodore Wubbels
in 2006. The scores of grades six and seven maitinesVirginia Standards of Learning
tests administered in May 2010 were compared \mghrésults of the data from the
guestionnaire. The study analyzed achievemenimiltie sample population that had a
high percentage of free-and-reduced-price studésdrsup of a rural and diverse
Virginia school system. This school was not acitegldand failed to make AYP in 2007;
the school was not accredited, but made AYP by safieor in 2008; and the school did
not meet AYP in the preliminary data for 2009. Stubgroup continued to
underachieve, and the number of discipline referfi@ minor infractions had increased

during these three years.



Resear ch Questions
Two research questions guided this study:
1. Did students who had positive relationships wathchers have higher scores on
the Virginia Standards of Learning mathematicsstest measured by the
Questionnaire for Teacher Interaction survey?
2. Did students who were scoring higher as deflmethe score of greater than
three hundred and ninety nine (passing scorefdridual tests on mathematics
tests, have positive relationships with teachedshave higher scores on the
mathematics Virginia Standards of Learning tesas tstudents who do not
exhibit a positive relationship, as defined by @heestionnaire on Teacher
Interaction in teacher categories; strict, leadpraimderstanding, helpful,

dissatisfied, freedom, admonishing, and uncertain ?

Hypotheses

Null Hypothesis One: There will be no statistically significant differem
between the scores from the Questionnaire on Tedufgeaction questionnaire
data of positive interpersonal relationships betwieachers and students and
Virginia Standards of Learning mathematics scorgsthe teacher characteristic
admonishing.

Null Hypothesis Two: There will be no statistically significant differes
between the scores from the Questionnaire on Tedufgeaction questionnaire
data of positive interpersonal relationships betwieachers and students and
Virginia Standards of Learning mathematics scoresthe teacher characteristic

dissatisfied.



Null Hypothesis Three: There will be no statistically significant
difference between the scores from the Questioarma Teacher Interaction
guestionnaire data of positive interpersonal refeships between teachers and
students and Virginia Standards of Learning mathiesacores and the teacher
characteristic freedom.

Null Hypothesis Four: There will be no statistically significant differes
the scores from the Questionnaire on Teacher ktieraquestionnaire data of
positive interpersonal relationships between tecaed students and Virginia
Standards of Learning mathematics scores and sicbée characteristic helpful.

Null Hypothesis Five: There will be no statistically significant differes
between the scores from the Questionnaire on Tedugeaction questionnaire
data of positive interpersonal relationships betwieachers and students and
Virginia Standards of Learning mathematics scoresthe teacher characteristic
leadership.

Null Hypothesis Six: There will be no statistically significant differes
between the scores from the Questionnaire on Ted&useaction questionnaire
data of positive interpersonal relationships betwieachers and students and
Virginia Standards of Learning mathematics scoresthe teacher characteristic
strict.

Null Hypothesis Seven: There will be no statistically significant
difference between the scores from the QuestioamairTeacher Interaction
guestionnaire data of positive interpersonal refeships between teachers and

students and Virginia Standards of Learning mathiesacores and the teacher



characteristic uncertain.

Null Hypothesis Eight: There will be no statistically significant
difference between the scores from the QuestioamairTeacher Interaction
guestionnaire data of positive interpersonal refeghips between teachers and
students and Virginia Standards of Learning mathiesacores and the teacher
characteristic understanding.

Significance of the Study

The study was significant to the field of educatmmerein the research project
could help to identify a correlation between teaedtadent relationships and student
achievement on state-level tests. The researclpatigsized that teachers who foster
positive teacher-student relationships tended e hégher student achievement (i.e.,
higher test results). The intent was to asceitdire best teachers fostered good
classroom relationships and if this relationshigréased student achievement.

This research was also significant to the schaagidn involved in the study
because there was a historical trend in this middteol for online mathematics
instruction. With greater demands on teachersisoi® student success, the findings
proved useful to classroom teachers and the admatie staff. A school administrator
for another division, the researcher had witnessdigjoint in teacher-student
relationships in some classrooms, particularly ¢hosluding the online instruction and
those classrooms where programs drove instruati@omtradiction to the lecture
instruction of the past. Noting a widening achieeat gap, the researcher observed
teachers whose students consistently scored highénvondered what those teachers

were doing differently than teachers with the sagports, resources, and materials that



did not experience such success.
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CHAPTER TWO: REVIEW OF THE LITERATURE
Introduction

The goal of this investigation was to find teactiearacteristics that enhance and
create a positive teacher and student relatiortblaipalso increased student achievement
in mathematics. Many theories surrounded this staclyding Balwin and Ainsworth’s
Attachment Theory, (Bretherton, 1992), thecial Cognitive Theory and of Self-efficacy
(Pajares, 2002Maslow’s Humanistic Theory, (Maslow, 1943), the wof Bruner
(1977), Vygotshy (1978), Rogers (1980), Bandura@)9and Maslow (1987) and the
Constructivist Theory.

Attachment Theory

As the joint work of two leading theorists, attagmhtheory evolved around the
covenants that basic needs are met, with the tleorgunding the bond of mother and
child and the infant’s ability to explore the wo(Bretherton, 1992). John Baldwin, one
of the originators of this theory, was a studerdenelopmental psychology and was set
upon his journey of study by two children that keerienced in his career who had
severed bonds with their mother or had unstable®aanth their mother (Bretherton,
1992). Baldwin decided to study the clear sepamatfonother and child and the effects
of the separation on the child. Mary Ainswortideled up with her work in her
dissertation, which brought self-assessment saatleshe attachment theory (Bretherton,
1992). Ainsworth joined Baldwin’s research worktbe effects on personality of
separation from mother. Baldwin concluded thatriger to be mentally healthy, the

infant must receive a warm, caring, and intimatati@nship with the mother

11



(Bretherton, 1992).
Social Cognitive Theory
The social cognitive theory was based on the tfaeets of environment, people,
and behavior (Arievitch & Haenen, 2005). The foungdprinciples of this theory were
that learning was socially manifested and thatesttgllearned through the teacher as the
essential model and facilitator within the socearhing environment (Arievitch &
Haenen, 2005). The reseacher suggested that thipeénsonal interdependence was built

on the preface that students learn in social intema (Arievitch & Haenen, 2005).

12



BEHAVIOR

ENVIRONMENTAL
e FACTORS

PERSONAL
FACTORS

{Cognitive, affective,
and biclogical events)

Figure 1 Overview of Social Cognitive Theory and of Sefficacy
Source: (Pajares, 2002)
From http://www.emory.edu/EDUCATION/mfp/eff.htr

Motivational Theory
Maslow’s humanistic theory indicated that humaeiattions and behaviors we
working toward goal attainment and that one coaldehobtained several needs at
time by one single actic(Maslow, 1943)Maslow’s Hierarchy of Needs was leveled i
five groups:
e Self-actualizatior- morality, creativity, problem solvinglaslow, 1943
e Esteem -included confidence, seesteem, achievement, and resy(Maslow,
1943).
e Belongingness i cluded love, friendship, intimacy, family, andcsad
interactions (Malow, 1943.
e Safety -included security of environment, employment, reéses, health, an
property(Maslow, 1943.

e Physiological -included air, food, water, sex, sleep, and othetiofa toward:

13



homeostasis.

Physiological

Learning-Theories.com

Figure 2 Maslow’s Hierarchy of Needs Pyramid (Knowledged, 2011)

This transcribed to learning and the classrooncatéid that if basic needs are not met,
learning is impeded. The third rung of belongirgmeas important in this research
because the relationships in the classroom weneddifrom the basic needs of safety
and of the physical needs being met (Maslow, 1943).

Constructivist Theory

14



According to the work of this theory, the learmexs viewed as the constructor of
his own learning, building upon prior learning expeces in a social learning
environment. The work of Bruner (1977), Vygotst918), Rogers (1980), Bandura
(1986), and Maslow (1987), all contributed to tlb@structivists’ theory of learning
within the social interactions with peers or withu#t guidance as a learning experience
that built upon prior knowledge.

Teacher-Student Relationships

The researcher delved deeper into the researchranaered a varying array of
sub concepts which all related to the main resetagic of teacher-student relationships.
The researcher discovered case studies that expusetaracteristics of schools that
have effective system environments in which teashaient relationships flourished.
The underlying theme of trust in the classroom aagaving thread throughout the
entire literature review. The researcher uncovergdide barriers that can undermine
the effort to create environments in which teagtadent relationships could flourish
and dedicated a section to the concept of thestdeutegative influences. The work
focused on a study in which mathematics is taugtht the assistance of online
programs. This research provided insight on tHmemrlassroom and the teacher-student
relationships. This portion of the research unced¢he phenomena of classroom
dominance and control in the classroom, which &search indicated directly affected
teacher-student relationships. Every member oftheol staff impacted the teacher-
student relationships and the research was poigmaigcussion and data concerning
school leaders and the impact leaders have ondeatldent relationships. As with any

relationship, gender, socioeconomic status, andir@lldifferences were all uncovered as
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to the impact all categories had on the teachetestiurelationship.

In the 1992 study, “Overcoming the Odds: High R&3kldren Birth to
Adulthood”, Werner and Smith (1992) stated, “A ogrirelationship with a caring adult
enables at-risk youth to make life-altering chafiges34). It is important to give a
certain degree of freedom to students in fostatirgrelationship (Werner and
Smith,1992). Responsibility for learning and oppaities to work independently are
equally important (Fisher & Fraser, 1998). Thdwsoties were utilized to direct this
research proposal towards investigating effectixetegies that teachers may have used
to ensure student achievement. As our societyrbecaore global, students came to
teachers with ever-more unique needs, talentsabiities. Pianta (1999) suggested that
each individual student formed a unique relatiopstith teachers. The relationships
formed in the classroom were complex, and thisaresepointed to a myriad of factors
that resulted in positive student-teacher relahgss(Pianta, 1999). Studies showed the
complexity of these relationships and the polieied administrative support needed to
foster them (Pianta, 1999). According to Csiksaehalyi (2000), adolescent students
spend 26% of the day alone, 34% with friends, @ With classmates. This indicated
that little time was spent with adults. Accordioghe study, the typical American
adolescent spends less than five minutes a daytmétfather figure (Csikszentmihalyi
2000). This indicated that students do not spendigimtime with adult role models.
(Csikszentmihalyi, 2000) Teachers often spend rtiore in the presence of students,
than do the parents. The researcher proposechibavas a reason to become a
proponent of the development and the study of pesieacher-student relationships in

the classroom (Csikszentmihalyi, 2000). Accordim@\tmstrong (2006), the typical
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middle school and junior high school shuttled stugérom one teacher to the next
teacher every forty five to sixty minutes, whichsaanly making the problem worse.
Armstrong (2006) also pointed out that middle s¢hidimat used looping or middle
schools that utilized the same homeroom teachetbdécentire time (years) of the life of
a student’s stay in middle school, created enviemsin which students developed
strong teacher-student relationships that sustaedtime (Armstrong, 2006).

The researcher, a school administrator, obsenatchthny middle schools had
continuous interruptions during valuable classrdaone that removed or shifted students
to other adults or locations throughout the butdi®n example of this was been a
student who received remediation and was takewfoother classes to have the
mathematics remediation take place (CunninghamAdiimyton, 1999). Children were
shuffled from teacher to teacher, program to pnogimar service to service all day long,
with interaction among many adults, but interactoth one adult was limited
(Cunningham and Allington, 1999). Educational lead#ould not have designed this
master schedule of student movement, if high aemmnt was in mind. Cunningham
and Allington (1999). School reform measures labfar the best methods and strategies
to reform teaching and learning and to observenaodel instruction that was finding
success in the classroom (Cunningham and Allingt®89). This also indicated a need
to look at schedules and to make schedules thatd#tedents with one adult for a period
of time (Cunningham and Allington, 1999). With tesiness of everyday activities and
required special services, some students were tivsxt of the time from the core
classroom, therefore lacking the time to be indlassrooms to build positive teacher-

student relationships (Cunningham and Allingto899).
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Toste (2010), a postdoctoral research fellow atdéalilt University, submerged
into the research of the teacher-student relatiprestnd the student with disabilities
(Toste, J. R. Heath, N. L. and Dallaite, 2010. Toste (2010) suggested that the
relationship made a significant contribution tod&tnt academic success. This was
particularly true of students with special neelisste, J. R. Heath, N. L. and Dallaite,
2010. The mutual trust, bonding, like, and respect was gfahe Classroom Working
Alliance research of Tostd¢ste, J. R. Heath, N. L. and Dallaite, 2010. Toste
(2010) indicated that gtudents with special needs felt they had a stootigborative
relationship with their teacher, it was negatedhgyoverall negative experiences the
students had in the schd@loste, J. R. Heath, N. L. and Dallaite, 2010). Students
who had positive and collaborative teacher-studgationship experiences, had different
outcomes in school (Cooke, 2011). Teacher-stusdaitionships were sometimes not
discussed due to the tainting of the relationshi®m negative news media of
unformtuante instances between teachers and stuiestme situations (Pickens, 2010).
The overall impact of a wholesome postive reatignbletween teacher and student
allowed a humanistic insight into issues that maye arisen in student life (Pickens,
2010). This type of relationship fostered an envinent of cooperation and learning.
This relationship also encouraged closer monitooihsfudent behavior and provided a
common ground for the teacher to guide and dirtectents (Pickens, 2010). The
research linked the overall wholesome positivetiaiahip to the thread of trust between
the teacher and student in the classroom relatipriBiickens, 2010).

Trust

A trusting relationship between teacher and studexstcritical to the growing
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trend of creating sustainable learning communitiesthe Empowered School District
Project (Short & Greer, 2002), the trusting relasibip between the teacher and students
was the most intriguing topic in the study. Thedststated that students that were
empowered liked to feel part of the decision-makpngcess in the classroom (Short &
Greer, 2002). Although all teachers in this stugyrewolunteers, they showed a severe
pattern of resistance to sharing the empowermeciassroom decision-making with
students (Short & Greer, 2002). The sense of teamkeership seemed to impede the
ability of expert teachers to allow students taxgampowerment by sharing in
instructional decision-making (Short & Greer, 2Q0t)e authors of The Empowerment
School District Project indicated that the problemnght have been generational; adults
did not feel comfortable rescinding authority tgaunger generation (Short & Greer,
2002). Empowering students in the teacher-studgationship did not coincide with the
traditional classroom relationships teachers hgeteanced in the past (Short & Greer,
2002). The authors of the study pointed out that#achers were not comfortable in
allowing students to make decisions about what theyid learn and/or the methods of
learning (Short & Greer, 2002). Often, it was idifift for teachers to let go of control of
the classroom enough to entertain the idea of stuglapowerment and to view teaching
as a coaching role rather than the teacher aote®@®ner and dictator of the classroom,
the curriculum, the methodology, and the learnivgg tvas taking place in the learning
environment (Short & Greer, 2002). Trust had tdb#t between the teacher and the
students to alleviate some of those feelings df &daontrol so that the transition to
shared leadership between the teacher and thenssuidehe classroom could take place.

Lambert (2003) talked about the relationships airstl learning. He stated that it is what
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people learn and did together that made true legrexperiences. Lambert (2003)
referred to school leaders as participating inesthéearning experiences with teachers
and which the research suggested to use particuddels of shared leadership,
empowerment, and trust in the classroom (Lambe8R0rhe researcher experienced
this in the classroom as a former teacher for ears; The rich discussion and the
conversation that surrounded situations in whiobstjons were posed that both the
teacher and students needed to research and Smeéesto was a valuable and rich
learning experience that created a bond betweetesither and students in search for the
answers that were sought (Edelson, 2001). In yiis of situation, ideas were shared and
trust was built in the teacher-student relationgkigelson, 2001).

The Virginia Department of Education (EducationD/, School Report Card,
2011) viewed the trust building process as valyahle/hich schools and educators build
trusting relationships with whole familes in thati@nce of increasing student success and
offered the strategies to incorporate the relatignef trust (Services & Office of Special
Education, 2002, p. 26). The Virginia DepartmenEdtication suggested that the
greeting of all family members on entrance to ttieos! or meetings, as a formal
introduction, helped in the creating and keeping @felcoming school environment
(Services & Office of Special Education, 2002, §).2t also suggested to maintain the
cleanliness of the physical building to attract aredlcome visitors to the institution.
Another suggestion was to display visitor signg tiiecomed the reader/visitor and to
make those signs appealing to the eye and welco(Bieyices & Office of Special
Education, 2002, p. 26). As parents and visitony@rthe department suggested the

giving of a welcoming packet to new enrollees dr&garents or guardians to create a
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phyiscal momento to take home or to referrence latpiestions arose (Services &
Office of Special Education, 2002, p. 26). Thosekeés should be printed materials that
are offered in the native languages of the studamisfamilies who attend the school or
who show interest in attending the school (Servi&ifice of Special Education, 2002,
p. 26). A public relations person or committee stlanonitor the tone of the messages
that are deleivered to families and make surertifessages are consistent, uniform, and
clear to the reader (Services & Office of Specidli€tion, 2002, p. 26). If concerns
arise, the Virginia Department of Education suggést it is imperative for the
administration and teachers to provide prompt estio parent or community members
(Services & Office of Special Education, 2002, §). Z'his included the creation of a
contact on the first incident of any concern withdw up to monitor the concern or
bring closure to the concern (Services & OfficeSpecial Education, 2002, p. 26). The
department suggested that schools and school feadeate opportunites for
group/family activities at school so that all pastifeel comfortable entering the
institution and concerns or visits will be professl and relaxed (Services & Office of
Special Education, 2002, p. 26). The suggestionalssfocused on meeting with
parents outside the school setting to create asarsust and belonging (Services &
Office of Special Education, 2002, p. 26). Thislddoe accomplished by the
administration providing opportunites for teachansl families to meet outside of school
and for the administration to increase opportusit@ parents to be co-learners in the
student learning opportunites (Services & Offic&spkcial Education, 2002, p. 26).
School leaders are encouraged to increase andandmt communication about student

needs and achievment to parents and to all stadtetso{Services & Office of Special
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Education, 2002, p. 26).

Teacher trust in students and parents was foubd tosignificant positive
indicator of differences in urban elementary schamtlievement of students (Goddard,
2003). The study focused on the trusting relahgswithin the school, and was
conducted by distributing a survey to teacherse dépendent variables were reading
and math achievment for the student groups (God@&@B). The conclusion of the
study indicated a need to form trusting relatiopsiwithin the school community to
build greater student achievment (Goddard, 2008¢. Study also concluded that without
trust between students and teachers, the stuagehkisd a facet of the social support
needed for increasing student achievement (Goddatdinnen-Moran, & Hoy, 2001).

In order to discover the actual data related tactkation and maintaining of positive
teacher-student relationships, it was imperativesearch and analyze case studies that
had been performed in actual schools, the affddtseostudies, and the overall common
denominators in postive teacher-student relatigsstGoddard, Tshannen-Moran, &
Hoy, 2001).

Case Studies

In the case study, “The Ripple Effect of Conflidiienze, Katz, Norte, Sather, &
Walker, 2002) the Rainbow School was suffering fifoiction among racial groups and a
lack of inter-personal relationships. The print@g@alyzed this area of concern and, as
part of the central focus to get the school backack, focused on shifting the dynamics
of relationships within the building (Henze, Kaligrte, Sather, & Walker, 2002). In
order to do this, the principal strategically deyedd opportunities for teachers and

students to get to know each other (Henze, KateteN8ather, & Walker, 2002). The
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principal also focused on facilitating “families? students and teacher groups, which
united and met throughout the year (Henze, Katzte\&ather, & Walker, 2002).

This strategy increased and developed the occuareinadults in the building
getting to know students that they would normallyénno contact with in the school
(Henze, Katz, Norte, Sather, & Walker, 2002). Sciesiwere designed so that students
and the teacher mentor were matched in a manmenioch students may have been
purposely matched with an adult who did not senvine teacher role for the student,
which created an unbiased advocate for the stythamze, Katz, Norte, Sather, &
Walker, 2002). A particular time was built into tbehool schedule for the school
families to meet and start building the relatiopshiHenze, Katz, Norte, Sather, &
Walker, 2002). The outcome of these initiativeRainbow School was improvement in
behavior throughout the school and an increaseenatl student achievement (Henze,
Katz, Norte, Sather, & Walker, 2002). The adulintoes held students accountable for
good behavior and good grades (Henze, Katz, NSether, & Walker, 2002). Themes
were built into the initiative so that the meetivgsre purposeful and meaningful for both
the student and the teacher (Henze, Katz, Nortegga&k Walker, 2002). This theme
was evident in the new trends of school reformramdicator of student success (Henze,
Katz, Norte, Sather, & Walker, 2002). Yoon (2002)nped out that there was not a great
deal of literature that revealed specific teacledraviors that fostered positive teacher-
student relationships, but common sense indici@k¢achers with warm and caring
attitudes toward students fostered good relatigussf¥ oon, 2002). It was suggested that
some teachers went into the profession of teadb@guse of the genuine interest and

love of working with students, which drove the teiag profession (Yoon, 2002).
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Teachers were in the presence of the childreneoptients whose students were being
served at the school (Yoon, 2002). Parent peraeptod the teacher-student relationship
in the classroom could have affected the overatiggion of the school and the
perception of the classroom activities (Goodladd4)9According to Goodlad (1984),
“both high and low levels of satisfaction may héeen quite powerful indicators of the
quality of the relationships between teachers amdesits in the classrooms” (p. 93)
(Goodlad, 1984). If parents felt that the relatlupsof the teacher and students was a
positive one, the parents would have felt moreegst the whole classroom experience
(Goodlad,1984). Parents who held the students ¢tosee heart and wanted the best
situation possible for the students, felt more egsh the system (Goodlad,1984).

At Maplewood Richmond Heights High School, St. lguhe administration was
reaching out to build teacher-student relationshipstrongly suggesting home visits and
looping with students to build strong and lastiaationships (Henke, 2011). The
commitment was school wide and involved all staffjch was to build strong
relationships by personalized service to studemtisparents (Henke, 2011). Although
the commitment was not mandated, many teacherstaffgarticipated (Henke, 2011).
Teachers were trained and paid for home visitstaadevel of student achievement and
the decrease of instances of discipline referrals @vidence of the effect of the building
of these relationships among staff and studentakele2011). A northern California
community school, Whitman High School, served alyigliverse and equally
economically dispersed student body with a vary@wgl of student achievement (Mitra,
2003). The researcher designed the focus grougigneso see what type of supports

students needed to be successful in the classiglana (2003). The four main themes of
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the data were as follows: the effort of improvihg teputation of the school, the support
for incoming ninth graders by efforts of the guidamepartment, the effort in improving
the communication between teachers and studerdghareffort in raising the quality of
teaching overall (Mitra, 2003). This focus groufetédbecame the formation of the
student forum and increased the teacher-studeattaeships school wide (Mitra, 2003).
Teachers learned that students liked student focastvities rather than teacher focused
lessons, and students learned more about the pawEpef teachers as well as how the
school operated by using student voice in schdotme (Mitra, 2003).

The teacher- student relationship was studied &onéxe the teacher and student
behaviors that led to good teacher student relgligs in large urban schools (Wilkins,
2006). Eight large urban high schools participatetthe study to gain information on the
teacher-student relationship (Wilkins, 2006). Thedg concluded that there were seven
teacher behaviors that contributed to good teastuglent relationships (Wiltkins, 2006).
The first behavior was that the teacher was dematingg care and concern. The
examples of these behaviors were making an effiaget to know the students, talking to
students outside of the classrooms, being avaitaldisten to the students’ problems, and
encouraging students to pursue outside activitakiig, 2006). Secondly, the teacher
was offering help. This was shown by helping stiusienth problems, helping students
to understand when they were in trouble, offeriryeehelp in class, and being available
before and after class (Wilkins, 2006). Not onlgt thacher behaviors in the classroom
support the students socially, but the supportfelhsacademically if the teacher was
providing academic support (Wilkins, 2006). Teadbehavior in this categroy included

explaining concepts not grapsed by students, shgpstudents how to do activites,

25



helping students study for exams, encouraging stsde do their best, giving positive
feedback on papers, and allowing students to da exedit (Wilkins, 2006). This helpful
behavior was supportive in that the teacher wasaisting in a positive manner. Teachers
who exibit this skill included those teachers whbibited patience with students,
listening to students, praising students to do geork, using a sense of humor, being
able to take a joke, and being friendly to studéwtskins, 2006). Along with patience
and humor, respect was shown as a behavior wheedhbbker was being respectful and
fair — teachers did this by allowing students tckenelassroom decisions, respecting
student opinions, elliciting student opinions, aliog students to take on classroom
responsibilites, speaking respectfuly to studestnispuraging students to be mature and
telling them so, and interjecting teacher persemxakriences into the lessons (Wilkins,
2006).

A private elementary school in a suburban Southt@kregion of the United
States was used to study the micropolitical retesingp of the teacher-student (Spaulding,
1995). The study indicated that teachers and staaveloped micropolitical behaviors
in the classroom to achieve personal goals (Spamldi995). This study demonstrated
that students and teachers had their own persoaftd @ a classroom and that the goals
were achieved in the relationship by certain bedraviSpaulding, 1995). The behaviors
of the teacher and students affected the outcortteeaklationship (Spaulding, 1995).

An elementary classroom and one teacher was usedualitative study that
used grounded theory and case study methodologgndify and describe the methods
that an upper elementary school teacher used &Eaea relationship driven classroom

(Divoll, 2010). All students in this study indicdte positive relationship with the teacher
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(Divoll, 2010). The teacher in this study exhibitee following traits: the teacher
listened to the students about problems and cosctra students felt connected to the
teacher; the teacher demonstrated a concern todhigeing of the students; the teacher
demonstrated a positive physical interaction witldents by giving hugs, a pat on the
back, or put an arm around the students (Divoll®Q0This created characteristics in
which students felt when the relationship was pesiand the teacher displayed the prior
listed qualities, that the classroom relationshgsweneficial (Divoll, 2010). The
students felt known by the teacher, the teachewkhe dislikes and likes of the students,
the teacher took a personal interest in the stgdémg teacher supported the students
with their problems, the teacher respected andegpgded the students, the teacher
valued the differences of the students, and thehzaconsidered the feelings of the
students (Divoll, 2010). The students had andafekénse of belonging in the classroom
(Divoll, 2010).

Tracy Davis Sands (2011) found an embedded thiadrgr work that included
the tranfomation from a very limited interactiontbé teacher giving information and the
students receiving the information to the highestm of teacher-student relationship of
teacher and students learning together (Sands)Z0iis was a six stage representation
that moved from the first exchange of informatiorthe final stage: a mutual satisfying
and academicly strong relationship (see Figur&ah(s, 2011). The first stage was the
stage in which the teacher gave information tostibdent and the student received the
information (Sands, 2011). The second stage walsdbmning of the two way
communication exchange in which the student askedteppns and the teacher answered

the questions (Sands, 2011). This was labeledlpfuhas a characteristic of the teacher
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(Sands, 2011). Discussion began in the third statfethe mutual exchange of ideas in
which the teacher asked follow up questions andtihdent answered the follow up
guestions (Sands, 2011). As the formation of meaahg and respect evolved, the
formation of mutual conversation began (Sands, R0l stage five, the moderate
academic and interpersonal relationships were kestteld in the process of the teacher
facilitating the classroom lesson and the studeegsnning to collaborate together as
peers (Sands, 2011). This collaboration led tdeaeher and students learning together,
which created the sixth and final step in the refeghip building process and the
maximum academic and interpersonal realstionshie wstablished and maintained

(Sands, 2011).
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- Teachers and students learn together.

Maximum Academic & Interpgﬁsonal Relationships Established
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Moderate Academic & Interg;ersodal Relationships Established

g Teachers and students engage in conversation.

Mutual Caring & Inter{ipersonbl Trust Established
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| Non- |
3 | Content |
Teacher asks follow up questions.  Discussion ~ Student answers questions.
| Content |

Threshold of Mutual Engagement

1 | Teacher presents content.

The development of teacher-student relationshipstnold
Figure 3 The Relationship Factor: Understanding the Raolé Development of
Teacher-Student Relationships in Middle School.r&muSands (2011).

This study found valuable behaviors of teachers @mtice positive relationships
with students in an effort to create environmeatseffective learning and mutual
respect. The research indicated that this prommgsl be interrupted at any time by
outside barriers that blocked or deteriorated itkedihood of positive teacher-student
relationships (Sands, 2011).

OutsideBarriers
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Allen Blankstein (2004) referenced the importanttacher-student
relationships, as well as how those relationshipsevthe underlying elements of school
leadership and student achievement (Blanksteid 200 suggested that in order to
build solid relationships, opportunities were nekgewhich students and teachers
interacted with students inside and outside oktifeol setting (Blankstein, 2004).
Blankstein (2004) cautioned, however, that teachere not always equipped to deal
with the level and seriousness of the problemsesttsdbrought to school from their
personal lives outside of school to the school@dasgsroom setting (Blankstein, 2004).
The building of relationships that were genuine aandting allowed for the opportunity
for students to reveal personal and private siaatio the teacher and that sound
judgment was needed to handle these situationpiafassional, but caring, manner
(Blankstein, 2004). At first, teachers may haverbaarmed at some of the situations
that students faced in the everyday operationisarives of students, but Blankstein
(2004) went on to note that teachers may have jdnpéhe conclusions that such
negative or poor situations and problems inhibitedabilities of students, which may
have not be true at all (Blankstein, 2004). Teaslo#en realized that teaching was a
demanding profession with all of the tasks involvaad that intrinsic motivation of the
teacher led to the ensuring of student achievendespite the barriers (Blankstein,
2004). Consequently, it may have been a greatestgd! for teachers to weave the
dynamics of the lives of students into the dayag professional processes of data
analysis, planning, and daily operations, as waldffort of trying to build and develop
trusting relationships between students and otbkgagues so that data could have been

objectively analyzed and discussed in all relatigps with stakeholders in the
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organization (Blankstein, 2004).

Demographics were shown as an outside barriemifiattor of studying student
achievement (Blankstein, 2004; Fouts, Abbott, & &al2001). According to the
technical report of the Washington School Rese@mfiter, the income level variance
explained a much larger percentage of variancetti@subgroups of ethnicity variance
(Fouts, Abbott, & Baker, 2001). The present aner@videning achievement gap
indicated that ethnicity was no longer the cerfaator in barriers to learning and
relationships, but socioeconomic status was a nfiagbor in students maintaining school
relationships and achieving on standardized sqé@sts, Abbott, & Baker, 2001,
Rotherstein, Rotherstein, and Lauber, 2003). Retbgr, Rotherstein, and Lauber (2003)
pointed out that, despite great efforts from mareagschools, not even the best schools
have managed to close the ever growing achievegagn{Rotherstein, Rotherstein, and
Lauber, 2003). Reeves (2006), in The Learning Leddend a statistical association
between student poverty and achievement (ReevBs).2Reeves (2006) went on to
point out that educational leaders should have at@htion to the variables in data
analysis and thoroughly investigated the relatignblktween variables in studies that
indicate an association between the apparent aaient gaps in lower socioeconomic
students (Reeves, 2006). Robert Ingersoll (2008)&xt this information with the notion
that teacher quality mattered in student achievraedtthat high poverty schools have a
difficult time retaining highly qualified teacheius pointing back to the socioeconomic
status of students as a factor in relationshipdingl between teachers and students
(Robert Ingersoll, 2003; Reeves, 2006).

Social networking was a new arena and perhaps wastaide barrier or was an
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opportunity for teachers to interact with studemisside the classroom (Safe Social
Networking for Teachers and Students, 2011). Ptewaiwere given at division level
meetings to caution teachers about the interje¢hiahsocial networking sites may have
fostered negative or unsafe interactions (Safeabdt@tworking for Teachers and
Students, 2011). With the onslaught of technolayy the increased use of social
networking by teachers and students, there wasedbirg ground for inapproriate
interactions between students and teachers, théveinyng negative teacher-student
relationships rather than the desirable positiaeher-student relationship researched in
this study (Safe Social Networking for Teachers 8hdlents, 2011). It was reported that
in the past ten years, 120 teachers, in Virgina@)] lost their teaching lisenses due to
online sexual misconduct by teacher to studenssiltiag in the formation of negative or
innapropriate teacher-student relationships (Sat@aENetworking for Teachers and
Students, 2011). Virginia was not the only statbhawe these instances occur (Safe Social
Networking for Teachers and Students, 2011).

New teachers often experinced the outside bavfibeing a novice in the
classroom (Penrose, 2009 & Kohn, 2005). The rebganaposed that new teachers
needed professional development in the classrodeata how to create positive teacher-
student relationships and how to foster shared oshane of the classroom (Penrose,
2009). Kohn (2005) cited that relationships wée key to classroom management for
new teachers (Kohn, 2005). Kohn (2005) suggestaikélachers “accept all students for
who they are” and embrace their differences (p.(Rbhn, 2005). Kohn’s (2005)
writings indicated that teachers needed to beusttmindful of the wrong doings of

students, but be mindful to appear happy to setests and let students know that they
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were cared for and trusted in the classroom (K&@605). Kohn (2005) stated that
“unconditional teachers were not afraid to be thelues with students, to act like real
human beings rather than crispy controlling autidigures” (p.22 ) (Kohn, 2005).
There were certain factors which controlled thdding of postive teacher-student
realtionships (Mendes, 2003; Kohn,2005). There Wesesteps to building postive
teacher-student realtionships according to Men2@83), who offered the following:
Teachers should ask students about their inteaest$ry to understand the interests of
the students and as the teachers interact witlestsidteachers should pay attention to
students’ non-verbal responses in the body langaagted by the student (Mendes,
2003). Along with understanding the verbal and pdallues of communcation with the
student, the teacher should use self-disclosernwbperopriate, this self-discloser can be
used to uncover some personal feelings or expergetiat are appropriate to disclose in
the classroom setting; be real (Mendes, 2003). Aexacshould build on what is heard
from students by sharing stories, interests, andi@s(Mendes, 2003). This includes life
experiences and concerns (Mendes, 2003). Teadisptaying empathy with indivduals
and in classes, by communicating what is determinhecheeds or feelings of the students
may be, is appropriate in some incidences (Merl#33). By following this interaction,
the teacher listening skills are enhanced by listeactivley, and by the teacher being
attentive by the matching expressions of studamiscanveyed moods of the students in
an effort to know the students (Mendes, 2003). fieecwho get to know the world of
the students are then able go first and to operetagonship door. Shere (2003) stated,
“...showing respect and building realtionships hadhare lasting effectivness than do

the more controlling practices. Teacher though#sa# kindness, patiences, tolerance,
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and understanding toward students, even when ttep@ughtlessly, unkindly,
impulively, intolerantly, and insensitively...” (p.%phere, 2003).
Teacher behavior influenced that of the studendsstundent behavior influenced
the teacher behavior (Shere, 2003; Petegem, CreeResseel, & Aelterman, 2006).
This circular cummunication process drove the ctams environment (Petegem,
Creemers, Rosseel, & Aelterman, 2006). Teachelestunteraction had a direct impact
on achievment (Petegem, Creemers, Rosseel, & Awier2006). Questioning
techniques, praise, and reinforcment of positiveaber all had an impact on the
classroom realtionship (Petegem, Creemers, Rossdead|terman, 2006). The classroom
discussion and interactions between student anti¢eavere social, managerial, and
instructional (Petegem, Creemers, Rosseel, & Amler, 2006). Social interaction had a
direct influence on the achievment of studentsg@an, Creemers, Rosseel, &
Aelterman, 2006). The postive social interacticcr@ased the sense of belonging in the
classroom group (Petegem, Creemers, Rosseel, &rAeh, 2006). There were direct
guestioning techniques, as suggested by Gros€é#]xhat directly influenced the
teacher-student realtionship and the interactioh@felationship:
e Clear specific questions should be used that chhatundent response (Grossier,
1964).
e Questions should be preplanned and purposeful @ackd to the lesson
(Grossier, 1964).
e Questions should be succinct (Grossier, 1964).
e Questions and discussion should have student fiieedabulary with

introduction to new vocabulary as nessessary (GnQs964).
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e Teachers should elicit higher level thinking skitid integration of new material
to tie the subject concepts together (Grossier4)196
e Thought provoking questions should be used to teadatents to analyze and

understand concepts deeply (Grossier, 1964).
These questioning techniques generated rich andingdal discussion that created a
dialogue that enhanced the social and instructigglationship and developed positive
teacher-student realtionships (Redding, 2006). rékearch suggested that the tone and
level of respect should have also been examinetette the supreme teacher-student
relationship and the discussion had been reflagped after the fact to see if the goals
were obtained and the level of respect would haenlthe highest possible (Redding,
2006). Wang, Haertel, and Walberg (1997) found nugxamination of twenty eight
catagories of teacher influence on the academicessoof students, that there were
eleven top catagories of influence affecting stideccess, eight of which were the
following in the social-emotional influence: classm management can influence the
relationship, parental support is a necessary thegne to the relationship, social behavior
attributes and motivational-affective attributeswla be studied, peer group influence as
a primary influence, the school culture and classralimate, and the factor of influence
of teacher-student interactions (Wang, Haertel,\&iatberg , 1997). The caring teacher-
student relationship, in a caring and orderly ctemadvanced the connection and the
commitment to fostering adult-student norms andeiased the instance of student
success (Greenberg et al., 2003).

Karen Wentzel (1998) created a study of 167 gix#iule students in a middle

class community school. The study was intendesiudy the relationships in the
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classroom and the motivation and ability to achi@¥entzel, 1998). This study was in
support of previous studies in which lower incornalsnts were the focus (Wentzel,
1998). It was apparent that the interpersonalicgiahip had an impact on the direct
achievment of students. Wentzel (1998) suggest&idpositive social interaction may
have produced opportunites and experinces thainerlddearning or that the postive
social interaction reduced distress in the clagarand therefore enhanced learning
(Wentzel, 1998). The findings indicated that pasetgachers, and other adults were all
separate supports and that, combined, createdp@ugetwork in which students were
able to achieve (Wentzel, 1998).

Attitudes and beliefs created barriers to positeacher-student relationships
(Labratory, 1992). This resistence to change ofti®ol culture was concerning
preconceived attitudes and beliefs of the stafb(atory, 1992). These beliefs and
attitudes created mental images of what schoolldHmior look like and people became
resistant to change, creating a negative atmosgbhabeatory, 1992). The relationships
and attitudes about the teacher-student relatipngare affected as the school wide
culture changed (Labratory, 1992). Students whalfiel sense of community were part
of the positive teacher-student relationship (L&dosg 1992). Another problem with
barriers to creating positive relationships andishi achievment was that all students
must achieve and all students brought differenblers, issues, backgrounds, and
experinces to the classroom (Labratory, 1992). @ aare external and internal barriers
to student success (Center for Mental Health iro8ish 2008). Hawkins, Catalano, and
Miller (1992) sited a variety of external and imtak barriers that impeded student

achievement:
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Table 3

Barriers of Relationships

External barriers Internal barriers
Community Crime, drugs, Differences Developmental
poverty, media delays or non-age
violence, moving, appropraite
and firearms development, not
meeting the norms
of the community
Family History of problem Vulnerabilities Physical or mental
behavior, conflict, disabilites,
parental attitudes economic
disadvantage, focus
of racial or ethnic
bias, rebellion,
antisocial behavior
School Failure starting in Disabilites True learning
primary grades disabilites
Peers Peers relationships
or influence

(Center for Mental Health in Schools, 2008; Hawki@atalano, & Miller, 1992)
Online L earning Environmentsin the Classroom

With the increased usage of pre-designed prograrasdist with instruction in
the classroom, the research proposed that thegeatiident relationships were impacted
by the influx of technology and the technology énvinstruction in core areas such as
mathematics, English, science, and history (LingxS2004; Clark, Jamison, & Sprague,
2005). The new barriers of online instruction impedr forced change in the
pedagogical design of instruction for educatoraigtshih, 2004). Technology was
increasing by being used as a primary tool in thestoom and new methods for
teaching students were almost constantly beingduited; one of the most common
tools was technology and computer driven instruc(iolark, Jamison, & Sprague, 2005).
With the focus on global learning and competivinesschool programs, schools

continued to purchase programs and technologyharere instruction in the classroom
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(Clark, Jamison, & Sprague, 2005). Some criticgygssted that schools purchased too
many programs and fidelity of implemenation wasfoetiowed through on the numerous
progams which most promised to show gains in aemmnt for all students (Clark,
Jamison, & Sprague, 2005). Teachers in the samew@wm program may have
implemented the same program with different lewétgdelity and creativness (Wilhelm,
2008). O’Conner, Small, and Cooney (2007) propakatthe following risks may have
compromised the fidelity of an online program: teacher directed reduction in the time
alloted for the program usage, along with the desirgy of the participant engagment on
behalf of the students; teacher chosen or diregigdnation of key compenents of the
program, (program not used with fidelity); teacheusposely removed topics of online
instruction based on curriculumn needs; and theheyaadaption of the theoretical thread
of the program (O’Conner, Small, and Cooney, 208Wpther barrier was the use of
staff who were not trained to use the programsermewnot qualified in the content area
being used, which resulted in the using of lesi gtan the program required (O'Conner
et al., 2007). Proponents of online mathematiogiams exerted that students were
digital technology natives and needed increaseappites to utilize available
technology to increase interest and success initeafO'Conner et al., 2007). Butzin
(2001) pointed out that instructional technology laarelativily short history in public
schools and that there was not a great deal ochres¢o end this deliberation between
the advocates of technology use in the classroahthancritics of technology driven
instruction (Butzin, 2001). There is a growing badyesearch that cited the
effectiveness of computer-based learning (But2d®13. The research suggested that the

idea of classroom dominance may have shifted ircld®sroom in which the main
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instructional tool was computer based learning £BLi2001; Rovia, 2000). This caused
a shift in classroom dominance from teacher bas&truction to computer based
instruction. Online discussion opportunites edidigreater opportunity to being opened
and to have shared experiences and experienceshtrisig more openly (Butzin, 2001;
Rovia, 2000). Students reacted more with onlineutisions, chat, and collaborated more
in online discussions than in face to face inteoast (Rovia, 2000). A study in the San
Francisco Bay area conducted by Cordova and LgA886), produced a dramatic
increase in student motivation and learning by cammg two different online

instructional tools, one with an abstract delivang one with a meaningful and appealing
learning contex (Cordova and Lepper, 1996). Thdesits who had the meaningful
lesson were more engaged in their own learningeartied more in the time period set
for the study (Cordova and Lepper, 1996). Furtesearch was needed to observe and
analyze the paradigm shift from teacher drivenuiexbased instruction to the computer
based technology driven instruction and the vargrrgy in between those to ends in
which the teacher was a guide and supplement falpteated online curriculum
programs (Cordova and Lepper, 1996).

The question remained, did online learning envioms&ack the meaningful
positive teacher-student realtionships (Kremer,12®Dnline learning environments
created a complex communication situation in wisitldents were forced to make
complex communication decisions, manage conversatia computing, and negotiate
relationships with others in the room (Kremer, 20The question remained, how did
students mangage these relationships in a comialnterith forty computers, thirty

students, and one teacher (Kremer, 2011). Someedlasgilized secure email exchanges
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or discussion boards and blogs to overcome th&ae$hip and communication issue
(Kremer, 2011)? Texting could have been used, duti@n had to be used and rules were
set up to monitor the content and ettiquette ofcthesroom computerized discussion
(Kremer, 2011). Online communication and sidebarfee@nces with students were the
key to keeping the student-teacher interactioreglikremer, 2011). There were
suggested safeguards to keep social networkingdeetywarents and students on a
professional level to protect staff and studentsndustudent-staff exchanges (Kremer,
2011). These safeguards included the instancdafiag the administration access and
knowledge of the site being used and the sites sileabl created/supported sites only
(Kremer, 2011). Reminders were set to help stakisnslremember that online
exchanges with students should be educational eridgsional with the use of goals for
usage and a clear vision for use of the social oivwg (Kremer, 2011). In order to
monitor and maintain a professional usage, schweksted and maintained a code of
conduct for the networking (Bumgardner & Knest812). Rules included the
suggestions of not posting pictures of studenteaut a signed release from
parents/guardians to maintain privacy, and keepauyrrity tight and only allowing those
in the class to join the discussion (Bumgardner iéesgtis, 2011). In online classroom
environments, teacher-student relationships hadeaagnd take of classroom dominance
(Bumgardner & Knestis, 2011).The question was whs im charge?
Classroom Dominance

In the research involving classroom dominance, s@aehers showed evidence

of a preference of using different levels of cohitnahe classroom. (Petegem et al.,

2006) There were teachers who preferred a diseigpland structured classroom
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environment and there were teachers that prefarcsual setting and classroom
environment in which students were free to be creand move about the room
(Petegem et al., 2006). Teacher-student interpafselationships varied in the same
degree as the environments of the classrooms @hategal., 2006). Classroom
authority shifting ultimately impacted the notiohatassroom dominance (Petegem et al.,
2006; Gorton, Alston, and Snowden, 2007). Gortdstgh, and Snowden (2007)
explored the belief that teachers held the authtnat had a direct relationship to student
control (Gorton, Alston, and Snowden, 2007). Gortdiston, and Snowden (2007)
Gorton et al. (2007) stated that teachers basedathority in knowledge of the subject
matter and pedagogy, and that teachers tendedi¢vdoéhey must have complete
authority and control over students (Gorton, Alstamd Snowden, 2007). Teachers often
felt the need to rule the classroom to avoid ctamsr management problems (Gorton,
Alston, and Snowden, 2007). University professditsnosuggested to pre-service
teachers to come into the first day of school seriand ruling with a hard stance
(O’'Grady, 2011). O’'Grady (2011) reiterated thisubb by stating that her supervising
teacher warned her to go in serious to the classm@ad warned her to not smile until
months into teaching (O’Grady, 2011). Some profesa@re quoted as telling the pre-
services teachers to make an effort not to smitetarease into being pleasant to the
students (O’Grady, 2011). O’Grady (2011) The redeauggested the opposite
(O’'Grady, 2011). Setting the tone for the first ddyclass may have been the prime time
to add an air of acceptance and belonging to latleats and teacher and aided in the
creation of a positive learning environment. Gorgéb al. (2007) suggested that these

types of beliefs of complete teacher dominanceccbale severely impeded innovations
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in school reform, and created challenges to theathnal professionals to rethink the
current paradigm shift of student empowerment aedauthority and the shift in the
notion of who controls what in classrooms (O’'Gra2y11; Gorton et al., 2007). This
suggestion rang true to administrators who warddddd the learning community in
working together as a horizontal team in whichstdkeholders had decision making
abilities and a voice in changes, and not as altypn leadership model with students at
the bottom of the pile with little input (GortonJston, & Snowden, 2007). A learning-
centered model was evident in the Cornelius-WI2@97) article on a meta-analysis of
teacher-student relationships (Cornelius-White, 720G ornelius-White (2007) indicated
that learning-centered relationships focused odestuvariables and learning processes
to ensure student success (Cornelius-White’s, 2003 referred to the need for
transparency in educational encounters and thétsesfilsuch research. Keeping the
teacher control issue in mind, it was importantdasider the point of views of teachers
(Cornelius-White’s, 2007). In a study by Leitao afdugh (2007), three overlying
themes became known in emotional and classroomarships for teachers and
students: teacher-student connectedness, commonit&tween teacher and student,
and the availability of teacher to the studentstdceand Waugh, 2007). Students needed
to feel a connection to the learning and to theslaom as a classroom family (Leitao
and Waugh, 2007). In order to form the feeling @hmectedness, responsible and
respectable communication must have taken plac@araineters and rules must have
been in place (Leitao and Waugh, 2007). Teachest have also appeared available and
approachable so that students could feel safeproaphing the teacher for the discussion

of issues, concerns, or ideas (Leitao and Waudh/;2lum, 2005). These classroom
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families formed teams that interacted with othesstoom teams or families, forming
grade level neighborhoods (Leitao and Waugh, 20839ording to Blum (2005),
students who felt connected in classrooms exhiltitegk characteristics: students who
had perceived strong teacher support and strordgata standards, students who had
respectful and positive teacher-student relatigpsstand students who experienced
environments in the school which made studentseiestionally and physically safe
(Blum, 2005).

Classroom teams or team teaching provided a umdgpertunity to develop
relationships in the classroom (Minnett, 2003). Mitt (2003) spoke of the basic team of
two professional teachers in one classroom tohesexpertise of both teachers in the
classroom to enhance student learning (Minnett320lhis model was often seen as the
classroom inclusion or collaboration model in whikkbre was only one content level
teacher and one special education teacher (Mir2@@). Minnett (2003) points out that
the relationship between the team teachers needsel ltoned first so that students could
have achieved at a higher and more meaningful [@@nett, 2003). This shaping of the
teacher-teacher relationship took a great dedffofteand a shared control of the
classroom setting, to have impact on the teachelest relationship (Minnett, 2003).
Minnett (2003) wrote about the personal relatiopghat needed to be fostered to create
a working relationship in which both teachers weakied and not one teacher was in
more of control of the classroom than the othechiea(Minnett, 2003). Once this
teacher-teacher relationship was developed andnedrtthe enthusiasm for teaching was
built and students started to become a part ofwhatehearted learning environment

(Minnett, 2003). It was also imperative that th@sslloom not be dominated by just one
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student or one group of students, but that demicardtitionhips and shared ownership
be created (Minnett, 2003). Relationships amongspeehe classroom may have also
promoted success in the mathematics classroom @@ir2003). Buckley (2008) argued
that peer association in interactions could hawnetioned in a variety of ways to develop
and encourage positive attitudes, sound valuesgesided behaviors related to student
learning (Buckley, 2008). The power of the classiand the power of realtionships
were studied by Zhang Xiaogui (2006) in the anaigneof the power realtionship in the
mathematics classrooms (Zhang Xiaogui, 2006). Xiabrst defined power and then
proceeded to the relationship portion of the anslf@hang Xiaogui, 2006). Xiaogui
indicated that there were two pedagogical modelsefaching mathematics, both of
which effected the realtionships in the classronrdifferent ways. The first model was
the traditional model with complete teacher contsthdents were in desks, the teacher
was in front of the room, and the teacher had tivegp and control of the discussion in
the classoom (Zhang Xiaogui, 2006). In this motled,teacher gave the assignment and
the students worked independently on the assigrm{&hting Xiaogui, 2006). This was
the tradtional method which was still used in Chiha United States, and in many
classrooms (Zhang Xiaogui, 2006). The other metholiaborative learning, was
supported by international mathematics educatippaeuders (Zhang Xiaogui, 2006).
Upon summary of the shut the box game, a collaberéarning game, Michael Todd
Edwards (2006) summarized the study in the follgnaneas: teachers began to see the
benfits of collaboration and big problem solvingnteractions with other teachers, the
study participants began to see mathematics asrected discipline, and the benefits of

solving authentic mathematics problems and theratdtionship building that took place
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in this type of instructional model (Edwards, 2006)

Collaborative learning involved collaborative preetand collaborative inquiry
(Xiaogui, 2006; Edwards, 2006). Collaborative picctnvolved the teacher introducing
the subject in mathematics class and then, thrtheprocess, the students were moved
into smaller groups in which real world mathemdtmrablems were solved
collaboratively (Xiaogui, 2006; Edwards, 2006). I@bbrative inquiry involved groups
reporting back to the classroom in intervals wité whole group discussion by the whole
class supported the effort to solve the problena¢¥ui, 2006). Xiaogui (2006) pointed
out that the teacher controlled the relationshifhenclassroom with gestures, language,
facial expressions to control the climate of thess| and this took place just as soon as
the class started (Xiaogui, 2006). The shift ofriationship power was evident in the
traditional method of teaching in which studentseygowerless in the relationship, to a
shift to the collaborative model in which studeats! teachers shared opinions and the
trust to speak freely was developed (Xiaogui, 2@8yards, 2006; Goodlad, 1984).
Goodlad (1984) traveled from school to school damgative observations of
classrooms and noticed that in the core subjeesateachers dominated the classroom in
speech and behavior and in the arts and electpgedlasses, the opposite instance of
teacher dominance was true (Goodlad, 1984). Thieesta seemed to enjoy the
interaction with the teachers more in the lessbiodk oriented classes and less lecture
based classrooms of the arts, electives, and miyeilcication than lecture based and
textbook oriented classrooms (Goodlad, 1984). Gab(1984) noticed a remarkable
increase of student decision making and less taehers had to control student

behavior (Goodlad, 1984). Students who were inviinethe decision and rule making
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process tended to adhere to the rules and stagrbnghe problem solving and trying to
please the teacher (Sullivan, 2002). This includé@personal empowerment, the ability
for students to achieve personal goals throughakaoid academic achievment, and
interpersonal empowerment, the ability of studémisteract with students in a positive
manner, one which was free of conflict with peard teachers (Sullivan, 2002). Student
empowerment was fluid, unstable, and tenuous (&ul]i2002). Although students’
empowerment could have been fragile, it could Haaen controlled by the teacher
(Sullivan, 2002). This research also suggestedstingents who were able to control the
social and academic goals were better able toerédgpbeers and teachers. This led to
higher motivation to achieve in academics (Sulliv2002).

Teachers and students cycled through developeiibreships in which power and
control were tested for both sides (Aultman, Witi&Johnson, & Schultz, 2009). The
relationship between the teacher and student wattecally developing and involved
negotiating and maintaining the social connectibtihe relationship (Aultman,
Williams-Johnson, & Schultz, 2009). This often é=aiin a struggle over the control of
the classroom and dominance of the teacher-studkionship (Aultman, Williams-
Johnson, & Schultz, 2009). Classroom control dagscoom management by teachers
was one of the areas that the teacher-studenioresatps developed and which was
crucial in the success of the classroom (Aultmailidshs-Johnson, & Schultz, 2009).
The effective teacher-student relationship in thesroom was characterized by the
several factors: the teacher provided strong guwelamacademic and behavior, the
teacher control versus permissiveness in the dassrand the teacher’s ability to work

as a cooperative team with students. This letéa@bility of the teachers to be aware of
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the various needs of individual students and tlewadge in how to address those needs
(Aultman, Williams-Johnson, & Schultz, 2009).

The teacher-student relationship was the foundatidhe classroom management
and the control of the behaviors in the classroetting research (Reeves, 2006;
Aultman, Williams-Johnson, & Schultz, 2009). Stot$ein a study for democratic
classrooms demonstrated behaviors that found éhettanship building between the
teacher and student created a more democratic@bmssn which students could help to
make decisions about learning (Reeves, 2006). ity $ound that the more democratic
the classroom, the more students were interestieining and the instance of discipline
was more relationship based (Reeves, 2006). Stsitdefieved that teachers sometimes
used coercive discipline which decreased studenlvement and responsibility, which
in turn distracted the students from the learnRggves, 2006). Interestingly enough,
students in a secondary setting in this studylésk involved in the classroom democracy
than did sixth grade students in the same studyid,&001; Reeves, 2006). One of the
dilemas in the instruction was that students mayay not have been directing their own
learning (Lewis, 2001; Reeves, 2006). Student$dc@und did, direct the learning
agenda in problem based learning. This type efadtion had students creating rich
discussion about the problem based learning arehdixtg the learning to outside the
classroom (Lewis, 2001; Savoie & Hughes, 1994). rEtegtionship dynamic shifted in
problem based learning to further empower studemtisplace the teacher in a more
collaborative role (Savoie & Hughes, 1994). A stadmpleted by Spyros
Konstantopoulos reiterated this idea in the eardylgs (Konstantopoulos, 2011; Savoie

& Hughes, 1994). The study indicated that, begigmmkindergarten, the teacher
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influence significantly impacted student reading amathamatics scores in the later
secondary grades (Konstantopoulos, 2011). Thisomasof the first scientific longitudal
experiments to find that teachers did in fact im@iedent achievment over a long period
of time with the influence greatest in interactmfrthe teacher-student relationships
started in the early grades (Konstantopoulos, 200Hg finding was that the influence of
the teacher, termed, “teacher effect,” continuelde@ strong predictor of student
achievement in later years (Konstantopoulos, 200H¢. study went on to suggest that
the hiring of strong, effective teachers in thdyegears increased the future success of
the students in the later years (Konstantopoul@s1p Pais (2009) suggested that the

following ideas would help increase the instancpastive teacher-student relationships:

Table 4.

Teacher Action to Promote Relationships

Teacher Action Increased sensitivity and interad |
positive way with students.

Teacher Action Teachers should be well prepared|é&ss.

Teacher Action High expectations should be heldafbr
students.

Teacher Action Respond to students as needed anler
choices for students.

Teacher Action The induction was used, insteadefsive

discipline. (Induction is explaining rules
and reasons for rules.)

Teacher Action Teach students and help studers knd
to fellow students.

Teacher or Leader Action Help repair relationships/hich the adult
has been dominating and controlling.
Pais (2009)

The research suggested that there were a few gngshat school divisions should
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have asked in the effort to increase student aemewt (Pais, 2009). The overall

guestion was how did teachers establish and maiptsstive teacher student

relationships (Pais, 2009). This could have baecomplished with the following

attributes: most teachers had an understandindést interests and background,

teachers displayed appropriate affection for sttgjeand most teacher had the

abilities display control and objectivity (Pais,(&) Marzano, Frontier, & Livingston,

2011).

There were questions to ask at the classroom &kthe need to provide

evidence of realtionship building: (Marzano, Frenti& Livingston, 2011)

Did teachers have side discussions about studergvents? Was time allotted to
discuss relevance of instruction in relationshighi® curricum content (Marzano,
Frontier, & Livingston, 2011)?

Did teachers discuss topics which interest stu@etd students find interest and
relevence in the topics (Marzano, Frontier, & Liyston, 2011)?

Did teachers include student interest topics imiculum lessons? Did teachers
ask for student input about curriculum lessons @dao, Frontier, & Livingston,
2011)?

Did students describe the teacher as someone whigiested in them? Did the
teachers care about the students and did the stuldehthe caring (Marzano,
Frontier, & Livingston, 2011)?

Did students respond when teachers demonstratextstadding of student
interests (Marzano, Frontier, & Livingston, 2011)?

Did students feel accepted (Marzano, Frontier, girigston, 2011)?
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Christensen offered guidance in making a studemtificeapproach to education in the
new innovative educational realm (Christensen, H&rdohnson, 2011). This student-
centric approach customized learning for individstaldents which increased the use of
technology for the purpose of increasing studehiesement (Christensen, Horn, &
Johnson, 2011). The following was a list of keyrg®ithat assisted in incorporating the
student-centric approach to student achievemenig€hsen, Horn, & Johnson, 2011).
First, all students learned differently — studdrad different learning needs (Christensen,
Horn, & Johnson, 2011). Schools used a disruptogstpe force in which old methods
were no longer used if ineffective and new innoxatechnology methods were
incorporated into instruction (Christensen, HornJéhnson, 2011). Also, student-centric
technology was used instead of monolithic techrngladhich was the one size fits all
instuction of the past (Christensen, Horn, & Joim&®11). Online learning had proven
to change, or disrupt, old educational models ahoas would see much greater change
in the near future with online instruction (Chris¢en, Horn, & Johnson, 2011).
Innovative technology was made less expensivetardzfore, reached more students;
more students used the technology to frame andgehtéa® problem solving process
(Christensen, Horn, & Johnson, 2011). Transforngiady childhood education methods
to incorporate technolgy and student-centric metha@isus monolithic methods of the
past, and motivation of students to learn, increédsest in the classroom relationship,
and the use of longitudinal data to track and tezbllege success, gaining employee
buy in for student-centric education (Christeng¢orn, & Johnson, 2011).

Teacher-student relationships were the basis &mssskoom management and was

the key for increasing student achievement (Marza@al). Marzano (2011) pointed out
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that taking interest in students and building refeghips in the classroom would have
likely increased the instance of a balanced classrdominance and increased instance
of positive teacher-student relationships (Marz&d,1). Marzano’s (2003) best
practices included having infomal discussion withdents about student interests,
acknowledging students outside of the school bagidhaving lunch with small student
groups in the lunch room, being aware, and disngsstiudent extracurricular activities,
pointing out student achievements outside of theasicsetting, and greeting each student
by name (Marzano, 2011).
School L eaders

Student dominance and relationship building wek @uld have been observed
school wide (Hoy and Miskel, 2008; Marzano, 20IBachers tended to teach as they
were taught and leaders seemed to lead as theyledefdoy and Miskel, 2008;
Marzano, 2011). Hoy and Miskel (2008) offered arfal look at how school leaders and
teachers considered control of students at thelingilevel (Hoy and Miskel, 2008) ;
Marzano, 2011).In the traditional model, custodidture was the norm (Hoy and
Miskel, 2008). This was a rigid and highly conteallenvironment in which operating
order and student maintenance was the focus, tesalbblel autocratic organization, and
students were low in the hierarchy of school cdramal decision-making or input (Hoy
and Miskel, 2008). The opposite was true in the dwuistic culture, where the school was
viewed as an educational community; students lebifm®ugh cooperation, and were
allowed to experience opportunities to help makasilens about the school and student
learning (Hoy and Miskel, 2008). This method lectsystem of two-way

communication between students and teachers, aalatitoatmosphere, and an increase
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in self-determination (Hoy & Miskel, 2008). Thigoe of leadership was substantially
affecting school culture (Hoy and Miskel, 2008; D&&eterson, 1999). The research
suggested that school culture could have deterntlmeduccess or failure of students in
core content areas (Deal & Peterson, 1999). Theotdbader was responsible for
building and maintaining a positive school cultwee in which students and teachers
felt empowered, and one in which positive relatiops could have been built (Deal &
Peterson, 1999). School culture affected everyqgfdtie activity of day-to-day school
operations from what faculty talked about in thecliroom, to the type of instruction that
was valued, and the way professional developmeatweaved (Hoy and Miskel, 2008;
Deal & Peterson, 1999).This also affected the ingyare of learning for all students
(Deal & Peterson, 1999). Leaders who shaped pestihool culture valued the
importance of shared leadership, positive relah@@ss and culture building that
promoted a culture of affirmative teacher-studetdatronships (Deal & Peterson, 1999;
Schein, 1985). Positive and shared school cultuie dommitment and identification of
teachers as leaders, students as leaders, antiveffachool leaders (Schein, 1985).
Schein (1985) pointed out that people would hawnbrotivated, committed, and
inspired by a positive social environment (Deal &d?son, 1999; Schein, 1985). The
research implied that school leaders who encourpgstiive school culture, fostered
positive relationships not only with teachers anaients, but also throughout the whole
building (Deal & Peterson, 1999; Schein, 1985). figsearch proposed that common
sense points to the fact that the more everyondrwasved in decisions and ideas, the
more educational buy-in was ensured (Schein, 1985%. was shown in the study,

Leaders Transforming Learning and Learner (BezZ04a0). In this study, the elements
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of the “LTLL” conceptual framework were as follows:
Table 5

Elements of LTLL — Leaders Transforming Learnind bearner

Values A school should hold particular values that
should be visible in the life and the rhetoric
of the school environment.

Ethics The school community binds itself by how
the values are lived out.
Transformed Learner Transformed Learner — transtdrm

learners will use the morals and ethics of
the school community to become lifelong
learners and to engage actively in the
school community.

Educative Leadership This is the ability to inflaerother to
enhance student achievement.

Authentic Learning Authentic Learning — learnihgt is based
on pedagogy and student engagement.

Teacher as Leader Teacher as a Leader — the dbility

embrace the vision and the values of the
school to transform learners to enhance
achievement.

Leaders Transforming Learning and Learner (BezZ04a0)

The leaders in this study were able to explainemthnce student achievement by
transforming the school culture so that the visiad moral purpose was a foundation
and rational for the delivery of the curriculum temt for the school (Bezzina, 2010).
School leaders needed to be mindful of the teclyicdd impact of online
learning communities on relationships in the clagsrs (Bezzina, 2010; Ferriter, 2011).
Keeping the shared leadership and building rulesdacial media tools was a balance that
the savvy leader would have approached with caammhembraced to create global
learning environments in which the human impact stetained (Ferriter, 2011). The

dissemination of information throughout the classng parental homes, among staff, and
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the community could have been obtained throughasaoedia websites and blogs so that
uniform messages were sent and received, andpim, sl that all stakeholders received
communication (Bezzina, 2010; Ferriter, 2011). Stheaders built a vision and goals to
reach the vision held for the use of social medmmunication and the leaders also
modeled the etiquette for online opportunitieswddrelationships throughout the school
community (Ferriter, 2011). Since the onslaughgafial media, school leaders faced
unprecedented challenges to educate an increasmgticultural student population and
must have also considered the widening economigadliéss among twenty first century
students (Ferriter, 2011; Greenberg et al., 2003).

Dufour and Marzano (2011) indicated a need fordesdf education to change
the thinking and discussion about the leading atiters and students to achievment
(Dufour and Marzano, 2011). Dufour and Marzano (3G4rote school improvement
was about people improvement (Dufour and Marzaf@@1® School leaders needed to
recognize that school improvement involved mora tkrzowing how to increase teacher
knowledge about pedagogy, but how to improve thestbom environment and the
relationships in the classroom (Dufour and Marz&@d,1). The following were
suggestions offered by Dufour and Marzano to assisbols and whole school systems
rather than just individual teachers: professideatning as an ongoing activity;
professional development embedded in the cardgberrthan as a separate activity;
specific professional development aligned to thalgof the division rather than trendy
new ideas; results focused rather than projectsieduand viewed as a collaborative
effort rather than a single action as a schooksygDufour and Marzano, 2011). Four

school profiles were examined in the creatioBdaking Ranks in the MiddIENASSP,
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2006). Joe Greenberg, Principal of Lehman Altewea@ommunity School in Ithica,
New York, shared his thoughts on relationships witldents, teachers, and school
leaders. The main points made in this profile wheefollowing: (NASSP, 2006).

e Student adult advocates (NASSP, 2006)

e Individual student learning plans (NASSP, 2006)

e Teachers who care about the students (NASSP, 2006)

e Student center projects with culminating exhibisgNASSP, 2006)

e Integrated and interdisciplinary curriculum (NAS2©06)

e Highlighting exemplary learning in the communityASSP, 2006)

e Alternative assessments (NASSP, 2006)

e Flexible scheduling (NASSP, 2006)
This school made learning personal by building nregfal relationships with all
students from all cultures. School leaders knetvarderstood the needs of the students
and knew something personal about every individualent (NASSP, 2006). Making
personal connections included involving parentggaers to share in relevant learning
experiences for students (NASSP, 2006). The acglshiip building included all realms of
the individual cultures of the students (NASSP,&0atasha Warikoo, 2009).

Cultural Differences
Natasha Warikoo (2009) studied the teacher-stuedationship in the context of

race and ethnicity (Warikoo, 2009). Warikoo (20@9)nd that teachers made easier
connections with the ethnic groups most closelyniified with them (Warikoo (2009).
Warikoo studied teacher-student matching in anuibgh school in New York

(Warikoo, 2009). The conclusion of the study iradiéd a need for teachers to study
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diversity training and interrelations in educat{@arikoo, 2009). This was an area of
need in educational research (Warikoo, 2009; Bvékbbels, & Tartwijk, 2009). A

Dutch study noted that multi-ethnic studies in leaestudent relationships were scarce in
classroom studies (Brok, Wubbels, & Tartwijk, 200B)e results of this study indicated
that influence and proximity were emergent factorthe study (Brok, Wubbels, &
Tartwijk, 2009). Howard (2001) researched the ggtions of African American urban
students of the teachers in the learning environsnagmd found that ethnic and linguistic
diverse students wanted teachers who cared ahaidrds, who actively created positive
classroom environments, and had engaging instrueahe primary means to classroom
management (Howard, 2001). The most frequent theriee study was the teachers’
ability to care about students and who were culiurasponsive to the ethnicity of
students (Howard, 2001). This study pointed tditilebetween the positive teacher-
student relationship, engaged learning, and stuatgnevement (Howard, 2001).
Communication was also the key to developing pesitelationships in the classroom
(Howard, 2001). There were key strategies that ptethpositive interactions between
student and teacher (Howard, 2001). The followimgenstrategies that promoted
positive classroom interactions and congruent comaeations: the active listening by the
teacher, teacher modeling of positive body andafaeipressions that matched verbal
cues, trying to avoid any blocks in the way commanon, teacher empathy with
frustrated or nervous students, and the teacheofusdtural responsive interactions
(Howard, 2001). When teachers modeled desired l@isafor the communication
interaction, students tended to respond in the saamer (Howard, 2001;Brown, 2005).

There were strategies that helped teachers ideantifiyreflect on teacher actions that
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assisted in the building of positive teacher-staidelationships in classroom situations
(Howard, 2001). (Brown, 2005) Recognition of thétwral lens or biases of the teachers,
teacher knowledge of the cultural backgrounds udestits, awareness of the political
context of social issues, and the ability to useemt and appropriate management
strategies for diverse classroom populations wikreoged as important in this research
(Howard, 2001; Brown, 2005). It was important talgbs cultural diversity in the
classroom setting, as well as to promote a posili@esroom climate and positive
interaction between teacher and students (Educ&@f9). This positve realtionship
was studied among disadvantaged, urban, and AfAcaerican students who expressed
differntial levels of satisfaction with school (Batk 1999). The subjects of the study were
third through fifth grade students using observatjonteviews, and self-reporting
surveys (Baker, 1999). The results of the studyyested that the perception of the
relationships as being caring and suportive betvileetneacher and student were related
to the satisfaction of the students with schoalitstg as early as third grade (Baker,
1999). These results pointed to the importanqeositive teacher-student relationships
as an important variable in successful learningiétal, 2001; Brown, 2005; Baker,
1999). Likewise, a study was conducted using the ©he Questionaire on Teacher
Interaction, in Austrailia in 1996 (Rickards, Fesh& Fraser, 1996) that studied the
gender and cultural differences in teacher-studdationships and interpersonal
behavior (Rickards, Fisher, & Fraser, 1996). Thepse of the study was to determine
associations between mathematics and scienceadassdearning environments and
student perceptions with a variety of cultural lrokinds and student achievement

outcomes (Rickards, Fisher, & Fraser, 1996). Thdystonsisted of a sample of 3994
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students in 182 schools in thirty-five secondardyo®ls (Rickards, Fisher, & Fraser,
1996). This study showed that Asian students pezdi¢he teacher-student relationship
more positively than the other cultural groupshe analysis (Rickards, Fisher, & Fraser,
1996). The study also revealed that there was iiy@sorrelation between student
attitude and the instance of teachers being frignaiderstanding, and helping (Rickards,
Fisher, & Fraser, 1996). A negative correlation whaserved when teachers were
admonishing, dissatisfied, uncertain, and striectK&-ds, Fisher, & Fraser, 1996).
Teacher-student relationships and the relationshitrsparents, along with the
connection to the home of the students, was afsotatl according to cultural or ethnic
background (Rickards, Fisher, & Fraser, 1996; Hagh&wok, 2007). Low-income and
racial minority students and the families had [essitive teacher-student relationships
than higher income, white households (Hughes & Kwail07).

Different cultures may have different relationshgrms which may have affected
the manner in which students and teachers intetagte one another (Rickards, Fisher,
& Fraser, 1996; Hughes & Kwok, 2007). What may hlgen seen as distant behavior in
one culture may have been normal attachment activianother culture (Beyazkurk &
Kesner, 2005; Hao, 1998). This was also true ohttaemic expectations of the cultural
view of the weight of the importance of educatiBeyazkurk & Kesner, 2005; Hao,
1998). In 2005, Beyazhurk and Kesner studied thitged States teachers and the
Turkish teachers in perceived relationships withgtudents (Beyazkurk & Kesner, 2005;
Hao, 1998). The study consisted of thirty-one elatiawgy school teachers from the United
States and forty primary teachers from Turkey (B&yak & Kesner, 2005; Hao, 1998).

The group was studied from the viewpoint of putbool systems (Beyazkurk &
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Kesner, 2005; Hao, 1998). The method included RS Student-Teacher Relationship
Scale, that measured teachers’ perceptions abetedicher-student relationship
(Beyazkurk & Kesner, 2005; Hao, 1998). The studynfibthat Turkish teachers had a
considerable more dependency based relationshiptietstudents than did the United
States teachers (Beyazkurk & Kesner, 2005; Haog19%is did not agree with the
hypothesis of that in which teachers with morecthigvelopement training had better
teacher-student relationships (Beyazkurk & Kes@d5; Hao, 1998). This study
indicated that the family structure and relatiopstorms of the cultures had a greater
impact on the teacher-student relationship (Beydz&uKesner, 2005). This was true
also of the fear or anxiety that parents of thepliisc community felt in relation to
interaction with schools (Zimmerman-Orozco, 20TBachers needed to be mindful of
the interactions with the Hispanic commuity to mé@cher-parent interaction stronger
so that the teacher-student relationship couldicoatto develop and grow (Zimmerman-
Orozco, 2011). There were six strategies that wHezed to help ease the anxiety and to
address the needs of the Hispanic community inadetmmmunity interactions: teacher
created communication media and tools to addressehds of the language barrier;
teacher realization of the economic needs of theasdies and provided resources to
address these needs; teachers provided meetingsraasithat addressed the special
needs of the Hispanic community; teacher empoweagents and students to address the
Hispanic culture and shared the culture with classrs; the teacher promoted the
teacher-student relationships by making home vasits providing parents with
information to ease homework anxiety, and the skbffered training and English

language classes for parents and invited paremart@ipate (Zimmerman-Orozco,

59



2011). Racial relationships in the classroom ssighere conducted by Campbell (2007)
to examine the impact of cultural differences undsint achievment (Campbell, 2007).
The purpose of the study was to take a look atitueeasing of student discipline and the
increasing of the positive teacher-student relatigm (Campbell, 2007). The study was
conducted by looking at the white teachers andkdad Hispanic male students
(Campbell, 2007). The study conducted by CampBeI0T) uncovered insights into the
relationship of non-minority teachers and the milyastudents (Campbell, 2007). The
minority students were of the low socioeconomicctpen and the teachers were
Caucasian (Campbell, 2007). Cambell found thatautta teacher-student relationship,
little learning took place (Campbell, 2007).
Economically Disadvantaged Students

Rist (2000) stated that poor children had a hang t@chieving in school (Rist,
(2000). Rist (2000) added that being poor mostafteant being a minority as well
(Rist,2000). Rist (2000) mentioned that the heagducation lied at the issues of race
and economic inequity for American education (R2800). Not only were the bottom
20% the economically less fortunate, but the opputies to move out of that social rung
was decreasing (Rist, 2000). The digital divide d@ging that level of poverty from the
students who had access to technology to studdmisiidl not have access to technology
(Rist, 2000). In Rist’s (2000) study, he observeat poor students received neither
rewards nor attention that was granted for midtiestudents (Rist, 2000; Balfanz and
Byrnes, 2006). According to Balfanz and Byrnes @0€he math-score achievement
gaps between socio-economic groups became mosrgvidthe middle school years

(Balfanz and Byrnes, 2006). Research conducted athémat most high-poverty students
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suffered with attendance problems and low eff@itirfg behind in mathematic progress
(Balfanz and Byrnes, 2006; Rist, 2000). High-poyerthool leaders often had trouble
making the connection between mathematics contehtte conceptual understanding
needed to be successful in the mathematics classfBalfanz and Byrnes, 2006; Rist,
2000; McKinney and Frazier, 2008). McKinney andziea(2008) showed in their study
that few teachers used creativity in math lessanglrelying instead on district pacing
guides and traditional methods to teach mathematic$ basing classroom instruction on
the traditional model, which included direct ingtiion, lecture, drill and practice, and
textbook based instruction (McKinney and Frazi®0Q@).

The passing of the Elementary and Secondary EidacAtt of 1965 promoted
research into educational programs for economichdigdvantaged students (Anderson
and Pellicer, 1998). The majority of the studieseyaurposefully directed at Title |
programs, which focused on standardized testinglaeéconomically disadvantaged
(Anderson and Pellicer, 1998). Anderson and Pel({it898) discovered a set of common
themes in successful programs for at-risk youtldia$oplin and Soto-Hinman (2006)
(Anderson and Pellicer, 1998; Poplin and Soto-Hinn2806). A grant study funded by
the Haynes Foundation, which looked inside thestctasm, focused on grounded theory
and observation of the most successful teachdrgimpoverty schools. The classrooms
observed had rigor and teachers who modeled rekpdbieir students. In this study, the
teacher-student relationship reappeared as a fiacstmdent success (Poplin and Soto-
Hinman, 2006). A similar study that looked at teagnin the classroom and the practices
of effective teachers in high-poverty schools cadel that any school could reap the

benefits of teaming for the sake of teacher-studaationships that fostered greater
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student achievement (Minnett, 2003). The reflecpgdagogy, collaborative model of
teaming, and superior professional relationshipaterd a model for any school to follow
(Minnett, 2003). Using this research, universitesld better prepare pre-service
teachers for the induction into the classroom. clieapreparation programs needed to
change to reflect the research in high-poverty sishoHunter Elementary School and the
University of North Carolina formed a partnersmpl©96 (Miller, Duffy, Rohr,
Gosparello, & Mercier, 2005). This partnership)daling the Professional Development
Model, took a different path than the traditioredd¢her-preparation model. The focus
was to place pre-service teachers in semesterdoimgpl settings with university support,
in which pre-service teachers traveled to the sish@diller, Duffy, Rohr, Gosparello, &
Mercier, 2005). This study had longitudinal reswit&n almost 90% rise in achievement
rate for students with Free and Reduced Lunchgyaation in the North Carolina end-
of-grade reading test (Miller, Duffy, Rohr, Gosglre& Mercier, 2005). Furthermore,
the school achieved a Distinguished School Awardiignificantly reducing the
achievement gap (Miller, Duffy, Rohr, GosparelloMé&rcier, 2005). The researcher
proposed that research has proven that pre-séeackers may have lacked the
reflective process of the veteran teachers andatepiparation in teaming to create
successful opportunities for student achievemernt€iMDuffy, Rohr, Gosparello, &
Mercier, 2005). (llatov, 1998) Pre-service teashmme to schools with the
technological skills and prowess of the studenitaigatives (llatov, 1998). Not only
was socioeconomics a factor in the teacher-stugdationships, but gender was a factor
as well (llatov, 1998). The study collected datagender and student response (llatov,

1998). Pre-service teachers were encouraged gxtefh student questioning and on the
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effect of random student questioning or genderdaiastudent selection (llatov, 1998).
Did the teacher favor one gender over the othguastioning techniques and
relationship building (llatov, 1998)?
Gender

Gender roles affected the perceptions of studegtsrding the teacher-student
relationship (Veroff, 1983). Veroff (1983) suggektbat adolescent females had a
greater need than the male counterparts did fosdab®l connectedness with the teacher
in a more social classroom manner (Veroff, 1988 flemales were more sensitive to
the lack of, or the need for, more support fromtdeeher in the classroom (Veroff,
1983). Teacher gender also affected the climatkeotlassroom relationship (Krieg,
2002). Male students viewed teachers in a mordy@perception among students
(Krieg, 2002). Female teachers created a more geoeerall postive perception among
students (Krieg, 2002). A female teacher might haaled on male students more often
and a male teacher might have increased the incodemteraction among female
students (Krieg, 2002).

A study of teacher-student interaction in two liraeventh grade classes had the
focus that was on the gender and academics irotnencinication styles (llatov, 1998).
Data was collected by videotaping classroom lesaadsanalyzing the classroom
interactions between the teacher and students\{]laB98). The purpose was to look at
the student gender, academic composition, and ée@cimmunication style in reference
to the teacher-student relationship (llatov, 1998}he study, females dominated one
class and the other class was not dominated bgreggmder (llatov, 1998). The results

indicated that the same issues influenced the é&athdent relationship, which included
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the teacher personal characteristics, the groupesadf the classroom, and the focus of
student- student relationships (llatov, 1998).d8ht success may have also been
affected by the actions of the teachers dependintp@ gender. In a recent study of 1996
students, ages 8 to 16 on the Caribbean Island$ersis were randomly selected to
participate in the study to explore the differenicesiale and female’s perceptions of
their teachers (Cline & Ertubey, 1997). The genslsue of the study was portentans

the study because, historically, the female stigdehthe islands performed superior
compared to the male counterparts (Cline & Ertui®97). The study examined the
similarities and differences in the perceptionhedf two genders as a student body (Cline
& Ertubey, 1997). Essays and interviews were argl\tp determine if there were
similarities and differences in the perceptions€& Ertubey, 1997). The groups of
traits of the teachers studied included the physicd personal characteristics of the
teachers, the quality of the relationship betwéenstudents and teachers, the behavior
control by the teacher, the teaching process gegums, and the educational outcomes of
the students due to teacher effort (Cline & Ertyld@®®7). The results proved that female
students identified the incidence of good teacladita more than their male counterparts
(Cline & Ertubey, 1997). The male and female stasl@rere inclusive with the

perception of the teacher-student relationshipgoatl teaching practices (Cline &
Ertubey, 1997). Males showed greater concern aeaaher control and discipline
issues, and only the oldest of the males indicgtemtl teaching as a quality of teachers
(Cline & Ertubey, 1997). The study concluded tlegicher actions in the classroom
significantly affected student success and theits of positive teacher-student

relationships in the classroom (Cline & Ertubey97p
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Many factors either inhibited or created the opaitiufor teacher-student
relationships in the classroom. The Attachment Thebe Social Cognitive Theory, and
the Humanistic Theory weaved throughout the litsatbout teacher-student
relationships and the constructs and barriersidfredationships (Baldwin & Ainsworth,
1992, Bretherton, 1996, Pajares, 2002, Maslow, 18430ogers, 1980). Trust was an
attribute that teacher-student relationships maseho grow and thrive (Shorter &
Greer, 2002). The classroom environment, the dassipower, and classroom
management all played a role in the formation eftdacher-student relationship
(Aultman, Williams-Johnson, & Schutlz, 2009). Theei®-economic status, the race, and

the gender of the student also impacted the teathdent relationship (Veroff, 1983).
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CHAPTER THREE: METHODOLOGY

This research proposal suggested that an additstndy in the emergent data
comparing standardized tests and the QTI questimnauld have produced results
enhancing successful relationships in the classmadtherefore in the increase of
student achievement (Leitao and Waugh, 2007). aeited Waugh (2007) suggested that
since the concentration was on testing and stagdangas imperative to analyze human
interactions (Leitao and Waugh, 2007).

Design

The QTI, Questionnaire of Teacher Interaction,chlwas a non-experimental
design, was a survey used to measure the interp@nssationships between teachers
and students. This survey questionnaire elicitedottliefs, perceptions, and opinions of
sixth and seventh grade mathematics students #imtgachers that taught mathematics
to them during the school year indicated. This symwas used as a source of data to
determine the teacher-student relationship and¢heevement of mathematics and
passing scores on the Virginia Standards of Legriigsts. The sample group chosen for
this study was two entire grade levels of sixth sedenth grade mathematics students of
a small rural school division. The sample groupoases were used to make inferences
about the teacher student relationship and achieseim mathematics. This sample
survey of intangibles sought the perceptions ofdi@dchool students about their
teachers in a sample to represent the populatianers of middle school mathematics
students. This was a directly administered questoe in which the students selected
for the sample had one thing in common: they wixth ®r seventh grade students who

took the Virginia Standards of Learning Mathemafiests in either grade six or seven in
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the school year indicated, from the school divisthnsen. The instrument was
predesigned and tested for validity and dependglpitior to the administration of the
survey. The researcher gained permission fromutteoa of the questionnaire to change
only gender related questions to non-gender bigaesdtions, which did not affect the
validity nor did it affect the validity of the quasnnaire. The questions remained the
same, only the “he” and “she” word were changeddie-gender pronouns. The order of
the questions was predetermined by the authoreo$iinvey and were placed in the
survey according to teacher characteristics. Thestipnnaire administrators maximized
the response rate to encourage student completion.

The researcher first broke down the questionnaita cetrieved into manageable
sets according to relationship characteristicse giestionnaire and the SOL scores were
coded according to the predetermined relationstopps and subgroups of students.
Factors of relevance studied included those berathat were consistent in positive
teacher-student relationships; the link to stugdectess in the classroom due to teacher-
student relationships; and how struggling teacbeutd have produced such
relationships in the classroom (Ary, Jacobs, Ratg\& Sorensen, 2006). The research
intended to triangulate the data by using the igdahip qualities of the teachers and the
SOL scores in relation to the presence of a pasteacher-student relationship in the
classroom.

Questions and Hypotheses

The following questions guided the researcher is phoject:

Resear ch Questions

Two research questions guided this study:
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1. Did students who had positive relationships wathichers have higher scores on
the Virginia Standards of Learning mathematicsstastmeasured by the
Questionnaire on Teacher Interaction survey?

2. Did students who were scoring higher, as deflmethe score of greater than
three hundred and ninety nine (passing scorefdridual tests on mathematics
tests, have positive relationships with teachedshave higher scores on the
mathematics Virginia Standards of Learning tesa® tstudents who did not

exhibit a positive relationship, as defined by @heestionnaire on Teacher
Interaction in teacher categories; strict, leadpraimderstanding, helpful,

dissatisfied, freedom, admonishing, and uncertain ?

Hypotheses

Null Hypothesis One: There will be no statistically significant
relationship between the scores from the Questiomoa Teacher Interaction
guestionnaire data of positive interpersonal refethips between teachers and
students and Virginia Standards of Learning mathieshacores and the teacher
characteristic admonishing.

Null Hypothesis Two: There will be no statistically significant
relationship between the scores from the Questiomoa Teacher Interaction
guestionnaire data of positive interpersonal refethips between teachers and
students and Virginia Standards of Learning mathieshacores and the teacher
characteristic dissatisfied.

Null Hypothesis Three: There will be no statistically significant

relationship between the scores from the Questiomoa Teacher Interaction
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guestionnaire data of positive interpersonal refeships between teachers and
students and Virginia Standards of Learning mathiesacores and the teacher
characteristic freedom.

Null Hypothesis Four: There will be no statistically significant
relationship between the scores from the Questiomoa Teacher Interaction
guestionnaire data of positive interpersonal refeghips between teachers and
students and Virginia Standards of Learning mathiesacores and the teacher
characteristic helpful.

Null Hypothesis Five: There will be no statistically significant
relationship between the scores from the Questiomoa Teacher Interaction
guestionnaire data of positive interpersonal refeships between teachers and
students and Virginia Standards of Learning mathiesacores and the teacher
characteristic leadership.

Null Hypothesis Six: There will be no statistically significant relatsinp
between the scores from the Questionnaire on Te&useaction questionnaire
data of positive interpersonal relationships betwieachers and students and
Virginia Standards of Learning mathematics scoresthe teacher characteristic
strict.

Null Hypothesis Seven: There will be no statistically significant
relationship between the scores from the Questiomoa Teacher Interaction
guestionnaire data of positive interpersonal refeships between teachers and
students and Virginia Standards of Learning mathiesacores and the teacher

characteristic uncertain.
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Null Hypothesis Eight: There will be no statistically significant
relationship between the scores from the Questiomoa Teacher Interaction
guestionnaire data of positive interpersonal refeships between teachers and
students and Virginia Standards of Learning mathiesacores and the teacher
characteristic understanding.

Participants
The participants were students in a diverse rurdtha school in Virginia. The
demographic makeup of the school was 58% AfricareAran, 40% Caucasian, 1%
Asian American, and 1% American Indian. The midstieool had a specific population
of students who took advanced mathematics in thigllmischool and those students were
discarded from the study; the target group wasegaik and seven math students,
excluding Algebra and Geometry students. Thereweven teachers included in the
target group. This middle school had 416 studemhis had free and reduced lunch, out
of 748. This information was of March 31, 201@fdrmation retrieved from the school
division being studied.)
Setting
The site was a Title | middle school in Virginid.was a rural school in close
proximity to two universities. This school had smtently integrated online math
programs since the late nineties. The school @ou was 747 students, including
grades six through eight. The school had movddIkinclusion for special education
students, with the exception of the severely ingahifor the school year 2009-2010.
Benchmark tests were conducted every six weekh,awtommon assessment by content

and grade level every three weeks. Teachers patid in data-review sessions after
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every benchmark test. These sessions offeredftinteflection on student achievement
and planning time for student data disaggregati@hthe creation of intervention plans
for students who were not achieving. The sesdietized to create a trusting relationship
between teachers and administrators so that handgtroductive discussion could
occur.

Data Collection Process & Methodology

Data were collected in the form of a one-time ¢joesaire, QTI, designed by
Wubbels and Levy (1993) (Wubbels and Levy, 1998 Survey was conducted by the
middle school guidance team so that researchemi@akept at a minimum. This data
was compared to the state mathematics Standatdsaafiing (SOL) scores. The QTI
instrument indicated the following:

In the Model for Interpersonal Teacher Behavioruphels and Levy, 1993) the

two dimensions were Influence (Dominance-Submigsama Proximity

(Opposition-Co-operation). These dimensions ctialke been represented in an

orthogonal co-ordinate system. The two dimensimmesented as two axes,

underlie eight types of teacher behavior: leaderdtielpful/friendliness,
understanding, giving students freedom and respuitygi uncertainty,

dissatisfaction, admonishing and strictness (Wuhl2£06, p. 25).

Family Education Rights and Privacy Act regulatierese followed and all
participants (students, parents, and teachers) magifeed of the purpose of the study,
which was clearly defined. Student confidentialitss closely guarded and permissions
were obtained. Student state testing numbers usse for data collection, and the

identity of participants was protected. The questaires and tests scores were coded
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according to subgroups: gender, ethnicity, agapseconomic status, and special or
general education status. The data were collenteshcher characteristic categories.
I nstrumentation
Wubbels and Levy (2006) explained the QTI instrutmenhe handbooln
Interpersonal Perspective on Classroom Managene8econdary Classrooms in the
Netherlandqas cited in Wubbels & Levy, 1991) states,
The perceptions of teachers by students at therpd#tvel could be measured
with the Questionnaire on Teacher Interaction (QM® map interpersonal
teacher behavior, the QTI was designed accorditigetdwo-dimensional Leary
model and the eight sectors (p. 25).
The QTI was initially developed in the Netherlanaisg a 64-item American
version was constructed in 1988 (Wubbels & Levy@1)9 The Dutch items were
formulated based on large numbers of interviewh Wwith teachers and students,
and the creation process included many sessiongitEnt testing (Wubbels &
Levy, 1993). The instrument was created in thievahg languages: Dutch,
English, French, German, Hebrew, Russian, Slovedamdish, Norwegian,
Finnish, Spanish, Mandarin Chinese, Singapore Gkirend Indonesian, among
others. (Wubbels, 2006) Several studies have baemducted on the reliability
and validity of the QTI. The studies have includeel Dutch version
(Brekelmans, Wubbels, & Créton, 1990; den Brok,1200ubbels et al., 1985),
the American version (Wubbels & Levy, 1991), anel &ustralian version
(Fisher, Fraser, &Wubbels, 1992; Fisher, Hender&drraser, 1995). In recent

studies the cross-nationality validity study wampteted comparing the
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guestionnaire in Singapore, Brunei, the UnitedeStathe Netherlands, Slovakia,
and Australia (den Brok, Fisher, Brekelmans, RidkakVubbels, Levy, &
Waldrip, 2003). In all the studies above, botlatglity and validity were
considered satisfactory (Wubbels, 2006, p. 25). Adraogeneity of each of the
eight groups articulated in internal consisten¢i@®nbach's yat class level was
generally above .80. The agreement between thesob students in a single
class usually met the general requirements foresgeat between observer
scores. The internal consistencies (Cronbachishgn students' scores in one
class were considered as repeated measures, voxe .80 (Brekelmans et al.,
1990). The variance at the class level was mughenithan for most other
learning-environment questionnaires, which indiddtet the QTI was very
effective in discriminating between classes (WiggiRhilips, & Trapnell, 1989;
as cited by Wubbels, 2005). In the American versienpercentage of variance at
the class level was between 36% and 59% (Wubbélewg, 1991), and in the
Dutch version between 48% and 62% (den Brok, 208dthough most of the
variance was at the teacher level, there was aiagpoint between the teacher
level and the class level, so teachers may vatlyaim relationships across
programs (Brekelmans et al., 2004; den Brok, 20@¢y et al., 2003). From a
generalizability study (Shavelson, Webb, & Burstdi®86), it was decided
(Brekelmans, 1989) that the QTI should be admirestéo at least ten students in
a class for the data to be reliable (Brekelman89)1L9t was decided that the QTI
did not need to be given more than once a yeae sherelationship style

remained relatively stable (Brekelmans, 1989). Wbeking at the validity,
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factor analyses on class means and LISREL anafgsesBrok, 2001; den Brok,

Levy, Wubbels & Rodriguez, 2003; Wubbels & Levy919it was determined

that the questionnaire supported the eight scBekéImans, 1989). Brekelmans

et al. (1990) demonstrated that both factors erpthB0% of the variance on all

the scales of the Dutch QTI (Brekelmans, 1989)uRgsvere found that were

acquired for the version within the other count(@sn Brok et al., 2003). An

analysis of each question was presented in ChdptBach question was

analyzed to delve deeper into the individual armigranswers to each question

on the QTI survey (Brekelmans, 1989) (Brekelmared.e2004; den Brok, 2001;

Levy et al., 2003).

The Virginia SOL tests were designed by the ViigiDepartment of
Education to meet reliability and validity requirents. As quoted from the DOE
website, “From their inception, the Virginia Standaof Learning (SOL) tests have been
developed with the utmost attention to the tecHm@guirements of a high-stakes testing
program. Two key areas of technical merit arerggsdan such tests: validity and
reliability, and according to the Virginia Departmi@f Education, ‘Considerations
regarding test validity and reliability are pres#mbughout the SOL test development
processes” (VA DOE website, 2006).
Procedures

The Liberty University Internal Review Board (IRBpproved the collection of
the data and proper procedures were followed tarertbe ethics of this study according
to the IRB regulations. Family Education Rights &mtvacy Act regulations were

followed and all participants (students, parentsl eachers) were notified of the purpose
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of the study, which was clearly defined. Studemtfentiality was closely guarded and
permissions were obtained. Student state testintpers were used for data collection,
and the identity of participants was protectede fhestionnaires and test scores were
coded according to subgroups: gender, ethnicity, sgcio-economic status, and special
or general education status. The data was collectegcher characteristic categories.
The school granted permission for this study byigai approval from the division
superintendent of the school division. The assigtancipal and guidance counselor
were trained and provided with instructions on Howadminister The Questionnaire on
Teacher Interaction. The survey was delivered ¢ostthool board office of the school in
a sealed envelope with instructions included. T8sstant principal picked up the
surveys, read all directions, gathered the studemns the selected group into the
cafeteria and then administered The QuestionnairEeacher Interaction. The assistant
principal collected the surveys and placed theegts\and the instructions into a sealed
envelope and delivered the sealed envelope tocttmtboard office of a neighboring
school as designated by the researcher. The régsegicked up the surveys and began
the data analysis.
Data Analysis

This type of quantitative study tried to elicit kieghaviors of teachers in positive
teacher-student relationship situations that migive directly related to student
achievement. This study enabled a deep and voadumt of the human element in
student achievement and teacher-student interaciibis study utilized the triangulation
of data to secure a more accurate picture of teegnmce of a correlation between the

relationship of teacher-student and student acmewne
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Statistical Analysis Procedures

The analysis of this study consisted of analysithefQuestionnaire of Teacher
Interaction survey instrument and the May 2010 &aafs of Learning test scores
(Brekelmans et al., 2004; den Brok, 2001; Levylet2®03). The researcher attempted to
study the interactions, perceptions, and behawetseen teachers and students, as
perceived by the students to attempt to deternhitieeicharacteristics of the teachers
created positive relationships, which in turn cedahe environment of student
achievement on mathematic tests, which may or méhave made the connection
between positive teacher-student relationshipsstudent achievement using the QTI
results (Wubbles, 2006). The researcher used drda&ta in comparing the test scores of
the students in relationship to the number of attardraits which teachers displayed and
students perceived. The researcher intended toftwak statistical significance between
the indication of positive perceptions between beag and students and a possible
increase in mathematics state test scores. Tharobse used SPSS to run a Pearson
Correlation with the independent variable in tHatrenships as indicated by the QTI
guestionnaire, the dependent variable was the $0ies. The writer sought to look for
statistically significance of data that may haw#icated a pattern of achievement, or lack
thereof. The focus was to use illustration andmration of data plots, skew, kurtosis,
and P-P plots to check for normalcy in the varigpénd to convert the data to z-scores to

find outliers.

76



CHAPTER FOUR: FINDINGS
Overview

This quantitative inquiry focused on the teactadsnt relationship
between mathematics students in grades six and sevkthe teachers of those students
in relationship to the Virginia Standards of Leagend of the year/course tests and the
rate of achievement. In effort to gain a true ustierding of how students perceived the
teacher-student relationship, a survey was uséddamut how the student felt about the
mathematics teacher and it was then compared tstdident success on the test.

The essential research questions focused on Hraatkristics of the teacher and
how those characteristics impacted the teacheestudlationship in the mathematics
classroom. Two research questions guided this study
1. Did students who had positive relationshipsnpaasured by the Questionnaire on
Teacher Interaction survey, with teachers, havhadrigcores on the Virginia Standards
of Learning mathematics tests?

2. Did students who were scoring higher, as deflmethe score of greater than three
hundred and ninety nine (passing score) on indalitests on mathematics tests, have
positive relationships with teachers and have higheres on the mathematics Virginia
Standards of Learning tests than students whodatiéxhibit a positive relationship, as
defined by the Questionnaire on Teacher Interadgtideacher categories; strict,
leadership, understanding, helpful, dissatisfieeedom, admonishing, and uncertain ?
This research was conducted to determine if thagawelationship between teacher-
student relationships and mathematics achievemetiteoVirginia Standards of Learning

tests. In the wake of accountability in teaching performance evaluations, it was
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hypothesized that teachers who had a positiveioakttip with students had higher
results in student achievement on the mathema@dst8sts. The survey was given to
forty middle school students who answered questasit the mathematics teachers in
the following categories: leaderships, helpfulnessglerstanding, freedom, uncertainty,
dissatisfaction, admonishment, and strictnessaufter behaviors.

Sixty-four possible responses in the eight caiegasf teacher behavior were
included in the data analysis using SPSS to pertoRearson Correlation. The QTI,
Questionnaire on Teacher Interactions, survey Waaa@y proven valid and reliable in
the prior chapters by the author of the QTI, Questaire on Teacher Interactions, in the
teacher interpersonal relationship survey scaleiblés, 2006) Each question had a
Likert Scale from O = never to 4 = always for resges to the questions. The overall
total percentages per answer in the categories agef@lows: strictness, leadership,
understanding, helpfulness, dissatisfied, freedammonishing, and uncertain in teacher
characteristics. This research was conductedtydee if there was a relationship
between teacher-student relationships and mathesrathievement on the Virginia
Standards of Learning tests. In the wake of actduility in teaching and performance
evaluations, it was hypothesized that teachershvaaoa positive relationship with
students had higher results in student achieveoretite mathematics SOL tests. The
survey was given to forty middle school student®wahswered questions about the
mathematics teachers in the following categoresdérships, helpfulness,
understanding, freedom, uncertainty, dissatisfac@mmonishment, and strictness of
teacher behaviors.

Results
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This quantitative studwas a survey of sixth and seventh grade studernts wh
answered questions about the mathematics teadheresults of the survey were then
compared to the year-end Standards of Learning &fadlics Test.The survey answers
were then compiled using a pre-set number orgaaiz#tat grouped the answers into
the eight different teacher characteristic catexgoof strictness, leadership,
understanding, helpful, dissatisfied, freedom, awlistang, and uncertain. The goal of the
survey data collection was to have a non-biasechaneteaching professional administer
the surveys to the students. The guidance counaetbthe assistant principal
administered the survey to the students. Onceuhegs were completed, the surveys
were collected, labeled with the student testirgpidication number, sealed in an
envelope and hand delivered to the researcherrélearcher collected the surveys from
each student, created a spreadsheet of each saangeser, and categorized the data into
the eight teacher characteristic categories. Theseers and categories were entered
into SPSS and a Pearson Correlation was run imptte® find a significant difference in
any given teacher characteristic category. Of thktalifferent categories, each category
had a varied number of possible questions, witls#fmee number of possible replies
dedicated to that category. Percentages of ovamallvers were compiled to show a
broad overview of which categories were largeseacher characteristic. Although the
hypothesis and finding did not indicate a significdifference, teacher characteristics did
emerge that will be helpful in future research anthe teaching profession.

Resear ch Questions
Two research questions guided this study:

1. Did students who had positive relationshipshwatachers have higher scores
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on the Virginia Standards of Learning mathematessst, as measured by
Questionnaire for Teacher Interaction?

2. Did students who were scoring higher as deflmethe score of greater than
three hundred and ninety nine (passing scorefdridual tests on mathematics
tests, have positive relationships with teachedshave higher scores on the
mathematics Virginia Standards of Learning tesa® tstudents who did not
exhibit a positive relationship, as defined by @heestionnaire on Teacher
Interaction in teacher categories; strict, leadpraimderstanding, helpful,

dissatisfied, freedom, admonishing, and uncertain ?

Hypotheses

Hypothesis One: There will be no statistically significant relatsinp
between the scores from the Questionnaire on Tedufgeaction questionnaire
data of positive interpersonal relationships betwieachers and students and
Virginia Standards of Learning mathematics scorgsthe teacher characteristic
admonishing.

Hypothesis Two: There will be no statistically significant relatimp
between the scores from the Questionnaire on Tedufgeaction questionnaire
data of positive interpersonal relationships betwieachers and students and
Virginia Standards of Learning mathematics scorgsthe teacher characteristic
dissatisfied.

Hypothesis Three: There will be no statistically significant relatiip
between the scores from the Questionnaire on Ted&ufgeaction questionnaire

data of positive interpersonal relationships betwieachers and students and
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Virginia Standards of Learning mathematics scoresthe teacher characteristic
freedom.

Hypothesis Four: There will be no statistically significant relatsimp
between the scores from the Questionnaire on Teduseaction questionnaire
data of positive interpersonal relationships betwieachers and students and
Virginia Standards of Learning mathematics scoresthe teacher characteristic
helpful.

Hypothesis Five: There will be no statistically significant relat&mp
between the scores from the Questionnaire on Tedufegaction questionnaire
data of positive interpersonal relationships betwieachers and students and
Virginia Standards of Learning mathematics scoresthe teacher characteristic
leadership.

Hypothesis Six: There will be no statistically significant relatiimp
between the scores from the Questionnaire on Teduseaction questionnaire
data of positive interpersonal relationships betwieachers and students and
Virginia Standards of Learning mathematics scoresthe teacher characteristic
strict.

Hypothesis Seven: There will be no statistically significant relatsimp
between the scores from the Questionnaire on Ted&useaction questionnaire
data of positive interpersonal relationships betwieachers and students and
Virginia Standards of Learning mathematics scoresthe teacher characteristic
uncertain.

Hypothesis Eight: There will be no statistically significant relatsinp
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between the scores from the Questionnaire on Teduseaction questionnaire
data of positive interpersonal relationships betwieachers and students and
Virginia Standards of Learning mathematics scoresthe teacher characteristic

understanding.

The results indicated that teachers who were stmaderstanding, leadership, and
had uncertainty teacher characteristics receivpda of statistically significance of
feedback from the student surveys. The Pearsorel@don did show support of a
statistical significance in the area of teacherati@ristics strictness, understanding,

leadership, and uncertainty. The following were dlata collected from the survey and

the analysis:
Table 6
Student Response by Category
Overall
Percentage of
Teacher Quality Survey Results
Strictness 45%
Leadership 82%
Understanding 79%
Helpful 81%
Dissatisfied 17%
Freedom 41%
Admonishing 26%
Uncertain 13%

In review of the overall percentages, it appeanad the students found the

82



teachers in this mathematics-teaching group to Baeag skills in leadership,
understanding, and helpfulness. Using the Pedtsorelation with the mathematics
SOL scores as the dependent variable, Y and tegaa¢s of teacher characteristic
categories; strictness, leadership, understantelgful, dissatisfied, freedom,
admonishing, and uncertain. A Pearson Correlatias mun with the dependent variable
as the SOL mathematics test scores and the resaltisplayed below in Table 9.
Table 7

Pearson Correlation

Pearson Correlation

Pearson Correlation Significance 2 Tailed N
Strictness -.364* .025 38
Leadership .022 .895 38
Understanding .051 762 38
Helpfulness .038 .819 38
Dissatisfied .016 .923 38
Freedom 126 450 38
Admonishing -.090 591 38
Uncertainty -.120 479 37

p<.05

The f ratio was the amount of variability betwee@aups and within groups. The
data set indicated that there was support forssitzdily significance for four of the
teacher characteristic categories. A linear rego@swas run to check for a linear
correlation. The first step of the regression W@smodels, checking for the multiple

correlations (R) and R squares at each step arthlysis. The third step presented the
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standardized and unstandardized coefficients fon @alependent variable and how far
from zero these coefficients were from zero. Tegative sign was the direction of the
relationship between the variables. In this ang)yke independent variables had
support for impact on the explanation or predictibthe dependent variable (Green,
Salkino, & Akey, 2000) (Cronk, 1999) (Frankfort-Newias & Leon-Guerrero, 2002)

(Salkind, 2000) (Nardi, 2006) (Griffith, 2010).
Sample Questions

The following are sample questions on the QTI sythat indicate the notion of
teacher categories: strictness, leadership, urathetisty, and uncertainty. The following
are the actual samples of the survey questiomaate clear to the reader the definition

of the teacher categories: strictness, leadershiberstanding, and uncertainty.

Strictness Questions

POSSIBLE RESPONSES

NEVER ALWAYS
A B C D E
Never

Always

1. My teacher is strict. ABCDE
2. We have to be silent in class. ABCDE
9. My teacher is demanding. ABCDE
14. Our math tests are hard. ABCDE
20. My teacher’s standards are very high. ABDE
22. We need our teacher’s permission before wespaak. ABCDE
53. If we don’t finish our homework we’re scaredgmto class. ABCDE
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57. My teacher is severe when marking papers.
61. We are afraid of my teacher.

L eader ship Questions

3. My teacher talks enthusiastically about math.
31. My teacher explains things clearly.

36. We learn a lot from my teacher.

40. My teacher holds our attention.

45. My teacher knows everything that goes on inctassroom.
52. My teacher is a good leader.

62. My teacher acts confidently.

Under standing Questions

4. My teacher trusts us.

6. If we don’t agree with our teacher, we can talbur teacher about it.

11. My teacher will explain things again.
13. If we want something, my teacher is willingctmoperate.

17. If we have something, to say my teacher vstiln.

18. My teacher sympathizes with us.

32. My teacher realizes when we do not understand.
56. My teacher is patient.

Uncertainty Questions

23. My teacher seems uncertain.

34. My teacher is hesitant.
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39. My teacher acts as if he/she does not know wehed. ABCDE

42. My teacher lets me boss her/him around. ABCB
46. It is easy to make a fool out of my teacher. ABDE
55. My teacher is timid. ABCDE

These questions are designed to elicit the pexepfithe students toward the teacher
characteristics that the teachers exhibit in theédfei school mathematics classroom. The

guestions are actual questions from the QTI, Qoestiire of Teacher Interaction,

(Wubbles, 2006).
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CHAPTER FIVE: DISCUSSION
Summary of the Findings

Positive student-teachezlationships enhanced the classroom environmeht an
were making learning a pleasurable experienceer@kkey qualities may have impacted
student-teacher relationships and might have ingplastiudent achievement. Those
gualities were defined by the Questionnaire on fieatteraction as:

e Teacher strictness - included how rigid the teagfees in interaction and the
rules.

e Teacher leadership — the teacher as the leadke @ldss acting as a guide.

e Teacher understanding — empathy and caring onati@pthe teacher.

e Teacher helpfulness — willingness to help studastseeded.

e Teacher dissatisfaction - disappointment of thelieaof student actions.

e Teacher freedom - freedom to interact and makesghdecisions.

e Admonishment — putting negative pressure on stsdent

e Uncertainty — novice or not confident in teachitgiies or content.

The researcher did find a statistically significdiifterence among the tests run
comparing the dependent variable, SOL scores ihenadtics, and the above-mentioned
teacher behavior categories, strictness, leadenshgertainty, and understanding.
Teachers can use this information to track and tootthe behaviors exhibited in the
classroom with the feedback generated from thes@ivey. Reflection is an important
subjective action monitored by teachers and catriboite to the overall success of the
students impacted by the reflection process.

Discussion
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This investigation found a common theme of teaelotions that were consistent
throughout the research. In the data from thisysttiee student replied to the survey
indicated support for statistically significant iodtors that some teacher behaviors
received more of a positive response from the stisddan other categories. The four
teacher attributes had statistically significarsjpp@nse relationships than did the other
teacher characteristic categories. Teacher chaistats: strictness, leadership,
understanding, and uncertainty supported the rels@athat those categories had an
impact on student achievement. Leadership, for @kaimad an average of eighty two
percent positive (average scale score of a fos3ipty indicating that the students in the
classroom found the teachers in the study haviaddeship skills that enhanced the
student perception of the teacher. Teacher catagaigrstanding indicated a seventy
nine percent overall rating (average scale scoeefotir) and the teacher category helpful
was an eighty one percent rating (average scale st@ four). These teacher
characteristics were similar to the attributes moicthe research indicated to be
characteristic of the teacher behaviors that palsitive teacher-student relationships.
There were key steps to building postive teachadesit realtionships according to
Mendes (2003), who offered the following: Teachsdrsuld ask students about their
interests and try to understand the interestseothdents and as the teachers interact
with students, teachers should pay attention tdestis’ non-verbal responses in the body
language emitted by the student (Mendes, 2003ng\with understanding the verbal
and physical clues of communcation with the studdaetteacher should use self-
discloser; when appropriate, this self-discloser loa used to uncover some personal

feelings or experiences that were appropriatedolase in the classroom setting; be real
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(Mendes, 2003). Teachers should build on whatasch&om students by sharing stories,
interests, and worries (Mendes, 2003). This indude experiences and concerns
(Mendes, 2003). Teachers displaying empathy witlivaluals and in classes, by
communicating what was determined the needs anfgebf the students may be, is
appropriate in some incidences (Mendes, 2003).0Bgviing this interaction, the teacher
listening skills were enhanced by listening aciry@ind by the teacher being attentive by
the matching expressions of students and conveyedisnof the students in an effort to
know the students (Mendes, 2003). Teachers whtodetow the world of the students
were then able go first and to open the relatigndglior (Mendes, 2003).
Recommendations

The results of this study indicated the needitther develop and research the
characteristics of relationships in the classroonparticular the teacher-student
relationship. The literature indicated that theexe key qualities of successful
classroom teachers and the teacher-student redatthat were helped between the
students and the teacher by utilizing these gealitExtended research on this subject
might include a qualitative study involving extereteacher-students interactions and
observations to conclude the key behaviors of terschf successful students. Recent
shifts in the teacher evaluation models from theyiviia Department of Education
include a pilot model evaluation system that incogped the use of student surveys,
which surveyed students about the qualities andackexistics of the teachers from
grades kindergarten through grade twelve. Sontleeo$urvey questions included items
as follows: my teacher listens to me, my teachewstrespect to all students, my teacher

helps me, my teacher helps me outside of classvinen needed, my teacher is

89



respectful to my culture, and other categorieshasva in the following table. The

teachers had three focus questions on the teaghesyscover sheet to analyze and

reflect in relationship to the student answers civhincluded:

A) What did students perceive as the major strendttiedeacher?

B) What did students perceive as the major weaknedéshe teacher?

C) How can you use this information for continugusfessional growth?

It was important to observe a portion of the surfigysecondary students as shown in

Figure #4. The figure indicates the search forattebutes of teachers and compares this

in the teacher evaluation model to student achievenmdirectly.

Figure 4:Sample Survey Questions Teacher Evaluation

Sample Survey Questions

Strongly
Agree
Agree

Disagree

Strongly
Disagree
Not
Applicable

My teacher communicates clearly.

My teacher is knowledgeable about the
subject area he/she teaches.

The workload in this class is manageable.

My teacher gives feedback on work and
exams in a timely manner.

| get helpful feedback from my teacher.

My teacher handles classroom
disruptions effectively.

My teacher allows me to demonstrate my
learning in a variety of ways.
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| feel challenged in this class.

| feel comfortable sharing my ideas in
class.

My teacher helps me outside of class
time when needed.

My teacher shows respect to all students.

My teacher respects my culture.

| feel my teacher values me as a person.

*

*

*Add other elements if needed, such as school-gaids, or subject specific-elements.
(Stronge, 2011)

Some schools have been created to focus on #pansonal relationships
between the teachers and the students. The NewidanéAcademy in Crown Heights,
Brooklyn, New York serves disadvantaged minoritydsints in an environment that
focuses on relationships. Teachers and studentsiwteams. This school utilizes the
formation of informal relationships that enhanagdsint learning (Brooks, 2012). Many
mentor programs have been created to addressstiee a$ building interpersonal
relationships between the adults and the studergshools. This occurance of mentor
programs is being created in elementary, middld,ragh schools based on the
importance of the positive teacher-student relatigrs and the impact on student success
and the sense of belonging in schools. Schoolsesamg the power of the interpersonal
relationship and increased communication betweeitsadnd students to enhance the
learning experience. School divisions are usinmggality tests to best match students
and teachers in classrooms. Some of the schoeésd®en increases in student public

speaking, student involvement, and interdiscipyiiaarning. This mentor or family-like
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atmosphere creates informal contacts for year® hBalth care field is also beginning to

take a look at the interpersonal relationships betwhealth care providers and students

(Morgan & Herschend, 2012; Towle, Godophin, & Vaadduinen, 2006). At risk

students benefit from the teacher-student or teacieator relationship.
Recommendationsfor Future Research

The researcher plans to conduct an action resséudly at the current school in
which she works to compare the data collectiorhefdositive teacher-student
relationship to the number of discipline referrale purpose of this study was to
determine the elements of the positive teacherestiuctlationship to increase student
achievement and determine if this relationshipdrasnpact on the decrease of the
number of discipline referrals per teacher. Th&t pad present research is in the effects
of positive teacher-student relationships on sttidehievement.

The plan is to collect data beginning in the sumaf&012. The data that is
planned to collect will be discipline data from g@hool year 2011-2012 and ongoing
discipline data for the current year will be cotkst from the data base of Power School
and from existing student discipline files. Fialokes will be utilized to collect teacher-
student interaction data. Informal, formal, watketughs, and administrative
observations will be collected to determine teachadent interactions. Teacher survey
cover sheets in the Virginia Public School Teadhealuation model will also be
collected for the school year 2011-2012 and forsitteool year 2012-2013. Teacher
check sheets will be given to all administratorsdbiect/tally the number of referrals by
individual teachers. Trends will be observed frdassrooms with high achievement and

low referral rates and classrooms with low achiesehand high referrals rates.
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The plan is to monitor this process with data @it at the end of each nine-
week period and at the end of the semesters. Wilise a yearlong process. An in-
service will be conducted prior to the study onithportance of positive teacher-student
relationships and the impact those relationship® loam student achievement, during the
opening week of school. Teacher summative evalnatonferences will include the
component of discussion of the teacher-studentioaekhip as it was and how goals can
be set to improve this component for the followsafpool year. The following questions
will drive this study:

1. What characteristics do the positive teacher-studgationships contain?

2. What strategies do teachers use to build posiiaehter relationships and how do
these strategies impact optimal student learning?

3. How can teacher-student relationships be improved?

4. Does the number of referrals have a correlaticstudent achievement?

The hope is to see a long-range impact on theaseref student achievement, the
decrease of student discipline instances, andhtirease of attendance, which may
impact the dropout rate.

The planned proposal is so that a school-wide nngmtmgram is created between
small student groups and adults in the high sctoowicrease the incident of positive
teacher-student interactions outside the classs®iting. Teachers will be encouraged
to dedicate themselves to attend at least three sthool activities during the school
year. The plan is to share the results with atlipent stakeholders: the central office
staff, administrative colleagues, and the staffuided in the study at this school.

It is realized now that the plan for me was to gtttk teacher-student
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relationship in the schools in which the | conddatesearch and worked so that | could
enhance the lives of the children in Virginia: "lretthing be done through selfish
ambition or conceit, but in lowliness of mind; &gich esteem others better than himself"
(Philippians 2:3).

As an educational leader in public schools, tha iddo hold firm the belief that
the relationships teachers build with studentaieless and merit creating so that
students embrace a sense of belonging and a pridéneed to achieve. Throughout
the research, there are key behaviors that ebaitipe teacher-student relationships.
Teachers who are understanding and helpful malsopal the instruction that drives the
classroom. Paul created affirmation of relatiopstoy personal greetings (Romans 16:1-
21). Teachers who greet and call on students mergain greater response. Teachers
need to be leaders who are kindhearted, but strdnggh, and yet tender, relationships
with strong expectations for students often reapyreenefits, including higher student
achievement (2 Corinthians 7:8-13). Teachers mdegked behaviors, whether
intentional or not and those who model integrihdfsuccess in the classroom through
partnerships in learning. In Proverbs 13:20, itriplied that you become like those you
partner with. Teachers who are guided by the hogla with integrity and good character
model these behaviors above the minimum social r{dain 42:10). This researcher
takes note from Abigail, a relationship expert wiaal strategies in place to deal with
difficult people and she saw the value of buildieationships with those she
encountered (1 Samuel 25:1-42). As educatorsreveeaders as well as shepherds. We
direct our students, search out our students wédoat, deliver our captive students,

gather our dispersed students, allow our wearyestisdo rest, help our hurt students,
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strengthen our weak students, protect our vulnerstibidents, and equip out students with
what they need (Ezekiel 34:11-24). We do thisdyyning resilient and eternal
relationships with students so that students camléMaxwell, 2007)

Summary

A comparison of the Standards of Learning mathaersaitores and the key
teacher-student relationship traits, as indictethieyQuestionnaire on Teacher
Interactions, do support a teacher characteristias leadership, understanding, and
uncertainty as significant predictors of studericgss in determining student mathematic
success in the classroom testing situations. iAdenDs did uncover that the perceptions
of students in the categories of strictness, lesdmler understanding, and uncertainty had
a significant impact on the prediction for studsmtcess. In addition to the findings of
the research survey and study, the literature stgde¢hat belongingness was a factor in
how students related to the school environmentnaaig have impacted the success in the
classroom. It was the intent of the researchéntbkey qualities that teachers held in
gaining success from the students in the middleaamathematics classroom.

The hope was to find a correlation between thedkeyacteristics of teacher-
student relationships and teacher qualities, adifte in the QTI to gain insight on how
to increase the mathematics scores in the midtleatclassrooms, by increasing the
quality of the teacher-student relationship. Treeagch in this study did provide support
with statistically significant relationships withd teacher characteristics; strict,
leadership, understanding, and uncertainty an®tggnia Standards of Learning
Mathematics Test. With the onslaught of computaedablended, and data driven

classrooms, my research reminds educators thatutian factor must also warrant

95



attention as students are human beings that haie &ttachment and motivational needs
in order to “belong” to the classroom and find excas students. There are embedded
key behaviors that elicit teacher characteristibgtvincrease the likelihood for students
to be successful in the classroom and on standatdests. Teachers who display
leadership qualities, such as talking enthusidstiabout the subject, explaining things
clearly, holding student attention, knowing evemyththat goes on in the classroom,
displays good leadership qualities, and acts cenflgt while teaching will portray a

sense of leadership and therefore add to the teatident relationship paradigm. This is
also true of teachers who trust their studentk,ahbut student-teacher disagreements,
explain things well, listen to students, realizeewlstudents do not understand, and those
teachers who are patient display the teacher ctegistec of understanding and student
perceive this quality well in the classroom, thersding to success. Students also respond
to teachers who are strict showing behaviors sadiasging silence in the classroom, are
demanding of the students, increase the level péetations on tests, hold high
standards, need permission for students to speaiedabe order, expect students to
complete all homework, have a critical eye whilerkiveg student papers, and students
fear their teacher also garner student respectnanelase student achievement. Teacher
uncertainty gains student attention in the clagsraod impacts student achievement.
Teachers who are uncertain, hesitant, appear urathase that are uneasy while
students are not on task, and are timid also hawepact on the teacher-student

relationship and student achievement in mathematatsnecessarily a positive impact.
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Appendix |
The Questionnaire on Teacher Interaction (Amerkarsion)
QUESTIONNAIRE

This questionnaire asks you to describe your tegchehavior. Your cooperation can
help your teacher improve his/her instruction. DRNT WRITE YOUR NAME, for the
responses are confidential and anonymous. Thi©i§ altest. Your teacher will NOT
read your answers and they will not affect youidgray our teacher will only receive the
average results of the whole survey, not individuateys.

On the next few pages you'll find 64 sentenceshenquestionnaire find the same
number on the answer sheet and darken the circléhyok most applies to the teacher of
this class. Please use only a #2 pencil.

For example: Never Always
My teacher expresses herself/himself clearlyA B C D E

If you think that your teacher always expressesskiftherself clearly, darken letter E on
your answer sheet. If you think your teacher nexgrresses herself/himself clearly
darken letter A. You can also choose letters Byr@), which are in between. If you
change your answer after you've darkened a cilelase erase completely. Please use
both sides of the answer sheet. Thank you for goaperation.



PLEASE BEGIN

POSSIBLE RESPONCES

NEVER ALWAYS
A B C D E
Never

Always
1. My teacher is strict. ABCDE
2. We have to be silent in class. ABCDE
3. My teacher talks enthusiastically about math. A BDE
4. My teacher trusts us. ABCDE

Never Always
5. My teacher is concerned when we do not undetstamething. ABCDE

6. If we don’t agree with our teacher we can tallbtir teacher about it. ABCDE

7. My teacher threatens to punish us. BCDE
8. We can decide some things in class. AB8DE
Never Always
9. My teacher is demanding. ABCDE
10. My teacher thinks we cheat. ABCDE
11. My teacher will explain things again. AB8DE
12. My teacher thinks we don’t know anything. ABCEBE
Never Always
13. If we want something my teacher is willing tmperate. ABCDE
14. Our math tests are hard. ABCDE
15. My teacher helps us with our work. AB8DE
16. My teacher gets angry unexpectedly. AB8DE
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Never Always
17. If we have something to say my teacher witels ABCDE
18. My teacher sympathizes with us. AB8DE
19. My teacher tries to make us look foolish. ABDE
20. My teacher’s standards are very high. AB8DE
Never Always
21. We can influence our teacher. BCDE
22. We need our teacher’s permission before wespaak. ABCDE
23. My teacher seems uncertain. BCDE
24. My teacher looks down on us. BCDE
Never Always
25. We have the opportunity to choose assignments,
which are most interesting to us. ABCDE
26. My teacher is unhappy. ABCDE
27. My teacher lets us fool around in class. AB8DE
28. My teacher puts us down. ABCDE
Never Always
29. My teacher takes a personal interest in us. AB8DE
30. My teacher thinks we can’t do things well. ABDE
31. My teacher explains things clearly. BCDE
32. My teacher realizes when we do not understand. ABCDE
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Never Always

33. My teacher lets us get away with a lot in class A BDE
34. My teacher is hesitant. ABCDE
35. My teacher is friendly. ABCDE
36. We learn a lot from my teacher. BCDE
Never Always
37. My teacher is someone we can depend on. ABCEBE
38. My teacher gets angry quickly. BCDE
39. My teacher acts as if he/she does not know wehed. ABCDE
40. My teacher holds our attention. BCDE
Never Always
41. My teacher is too quick to correct us when vakena mistake. ABCDE
42. My teacher lets me boss her/him around. ABDE
43. My teacher is impatient. ABCDE
44. My teacher is not sure what to do when we &olnd. ABCDE
Never Always
45. My teacher knows everything that goes on inctassroom. ABCDE
46. It is easy to make a fool out of my teacher. ABDE
47. My teacher has a sense of humor. AB8DE
48. My teacher allows us a lot of choice in whatstuedy. ABCDE
Never Always
49. My teacher gives us a lot of free time in class ABDE
50. My teacher can take a joke. ABCDE
51. My teacher has a bad temper. BCDE
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52. My teacher is a good leader. ABCDE
Never Always
53. If we don't finish our homework we’re scaredgmto class. ABCDE
54. My teacher seems dissatisfied. BCDE
55. My teacher is timid. ABCDE
56. My teacher is patient. ABCDE
Never Always
57. My teacher is severe when marking papers. ABCB
58. My teacher is suspicious. ABCDE
59. It is easy to fight with my teacher. BCDE
60. My teacher’s class is pleasant. ABCDE
Never Always
61. We are afraid of my teacher. ABCDE
62. My teacher acts confidently. ABCDE
63. My teacher is sarcastic. ABCDE
64. My teacher is lenient. ABCDE

THANK YOU!
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Appendix 11
Direction to Administer the QTI

NAMES SHOULD NOT BE PLACED ON THE SURVEY! SURVEY ARINISTERS
— PLEASE SEE ATTACHED NAME LIST TO ENSURE THAT STWHNTS ARE
MATHCED TO THE STATE TESTING ID NUMBER. PLEASE ASRRE THE
STUDENTS THAT NAMES WILL NOT BE USED AND THAT THISSURVEY IS
FOCUSING ON THE MATH TEACHER THEY HAD LAST SCHOOL AR ONLY.

“You are about to take a survey about your madkher from last year. Please
remember when you are answering this survey youldhme thinking about your math
teacher from last school year, not your currentmbedcher. Your survey does not and
should not have your name on it. A=never and E agbwIf you feel somewhere in
between never and always the letter B C D are twdxn. As we begin, please read the
directions with me.”

AS STUDENTS FINSH THE SURVEYS PLEASE CHECK FOR COMHION AND
PLACE THE SURVEYS IN A LARGE ENVELOPE AND RETURN ALSURVEYS
TQO *rxxx ek _ ASSISTAANT PRINCIPAL.

Thank you for your help in administering the QTulid E Britt MS ED Liberty
University
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Appendix Il

Table 6

Virginia Department of Education

September 30, 2009 Student Membership by Schoatl¢GEthnicity, &

Gender)
(Revised on
02/19/2010)

School A

MIDDLE 07 2 0 0 0 0 0 23 21
School A
MIDDLE 06 1 1 0 1 0 0 20 20
School A
MIDDLE 08 2 1 0 0 0 1 21 29

(Data from the school in the study.)
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List of Participants

Appendix IV

STID Student Gender Ethnicity
101 2%x**x* Student A F C
101 2%x**x* Student B F AA
1Q12%x**xx Student C F AA
101 2%HHxx Student D F C
101 2%Hwx* Student E F C
101 2%*wx* Student F M C
101 2%HHx* Student G M C
101 2%Hwxx Student H M AA
101 2%Hwx* Student | M C
101 2%Hwx* Student J F AA
1Q12%x**xx Student K F AA
1Q12%x**x* Student L F C
101 2%x**xx Student M M AA
1Q12%x**x* Student N M C
1Q12%x**xx Student O M AA
1013******  Student P F C
101 3rkrx* Student Q F AA
101 3krx* Student R M AA
101 3krx* Student S F C
101 3krx* Student T F C
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1013**+*  Student U M C
1013 Student VV M C
1013 Student W M C
1013 Student X F C
1013  Student Y F AA
1013  Student Z M AA
1013  Student Aa F C
1013  Student Ab M AA
1013  Student Ac M H
1013  Student Ad M C
1013  Student Ae M AA
1013***  Student Af F AA
1013  Student Ag F AA
1013  Student Ah M AA
1013  Student Al F C
1013 Student Aj F C
1013  Student Ak F C
1013  Student Al F C
1013  Student Am F C
1013  Student An F C
1013  Student Ao F C
1013  Student Ap F C
1013  Student Aq F C
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101 3xxxkx* Student Ar F AA
101 3xxxkx* Student As F AA
101 3xxxkx* Student At F C
101 3xxxkx* Student Au M C
101 4*Fxxx Student Av M AA
101 4%*Fxxx Student Aw F C
1015%**x** Student Ax M AA
1013**Fxx* Student Ay M C
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equcalion
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more influence over the direction of
students' learning. Technology can be
the tool to make this relationship
work. When I was teaching, and in a
few instances as an administrator, [
have given out my personal cell phone
number to students. To this day, 1 get
a lext message every now and then
from students whom 1 coached on a
particular academic team, asking how
I am doing and what new educational
project I am working on. In my
experience, students do not abuse this
privilege. Social networking offers a
new way to communicate with
students.

The future in education may well
include creating social networking
groups to foster teacher-student
relationships. Is it possible to separate
personal networks from school-based
network accounts? Of course. The key
to doing thi
making password-protected accounts
for the students and having them sign
contracts that have clear rules. Imagine
if the former middle school student
from the beginning of this article
could have texted his feelings to his
teachers before the situation reached

successfully would be in

such a crisis; would this have changed
his relationships with his teachers?

Maybe.

M —- st Th i
IVILH i AL 1t lldl) |

When I became a school administra-
tor, I was worried that I would not be
able to re-create the types of relation-
ships that I had built with students
when I was a classroom teacher. But
was amazed at how responsive
students were to my overtures. I make
a point to greet as many students as
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possible every morning. I try to notice
if students have a new haircut or look
nice and I offer positive comments. I
discuss student learning with students.
Positive exchanges build student-
teacher relationships that weave
together school leadership and studem
achievement. With the increase of
teacher accountability, relationships in
the classroom are more important
than ever. When students have posi-
tive working relationships with teach-
ers and other adults in the school,
students will take ownership of their

learning and, in turn, achieve much
more. PL
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