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Externalising Behaviour Problems and the Influence of Classroom Environments in the

Early School Years

Abstract
Some of the most influential people in a child’s life are the teachers who aid them in their
transition into the education system and the complex social environment that it brings
(Blancher & Eisenhower, 2006). Children who display externalising behaviours early in
childhood often experience greater difficulties than other children when entering school
and throughout their education experience (Hinshaw, Lahey & Hart, 1993; Liu, 2004).
The student-teacher relationship established within the classroom and the disciplinary
measures utilized by the teachers can have a profound impact on the child’s development
| both academically and socially (Galen & Underwood, 1997; Hamre & Pianta, 2001).
Interventions focusing on these areas within the classroom can be essential resources in
assisting to redirect the externalising behaviour problems displayed by children before
more severe disorders develop later in adolescence and adulthood (Gottfredson &

Hirschi, 199Q; Moffitt, 1993).

Emma Spencer
Dr Kevin Runions

Submitted August 2007
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Externalising Behaviour Problems and the Influence of Classroom Environments in the
Early School Years

Externalising behaviours can bécome very detrimental to a child’s social and
academic development (Hinshaw, Lahey, & Hart, 1993; Liu, 2004). A child with a
difficult temperament and learning and developmental difficulties along with damaging
environmental influences is at high risk for developing externalising behaviour problems
(Gottfredson & Hirschi, 1990; Moffitt, 1993). The reciprocal relationship between these
factors can gradually progress the child’s problem behaviours into more serious disorders
later on in life including conduct disorders and antisocial disorders. These can persist
throughout the child’s life (Gottfredson & Hirschi, 1990; Moffitt, 1993). Within a
nurturing environment the problem behaviours that a child displays can often be
corrected and any developmental difficulties they experience can be overcome
(Haberstick, Schmitz, Young, & Hewitt, 2005; Snyder, Cramer, Afrank, & Patterson,
2005).

Unfortunately children who typically develop externalising behaviour problems
tend to be exposed to difficult family environments with ineffective parental care and
discipline (Gottfredson & Hirschi, 1990; Moffitt, 1993). When these problems occur
within a child’s family environment the experiences within a child’s classroom can
become invaluable resources in the redirection of the externalising behaviours that the
child has developed (Birch & Ladd, 1998; Blacher & Eisenhower, 2006). Teachers
become the authority figures within the classroom and may become role models for the
children within the unique situations in schools as compared to within the home setting.

Not only do teachers provide guidance in academic achievement they also supply
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children with social and emotional support (Galen & Underwood, 1997; Hamre & Pianta,
2001). Students form emotional bonds with their teachers. Wheﬁ these relationships are
warm and supportive a positive learning environment is created (Crosnoe, Kirkpatrick
Johnson, & Elder, Jr., 2004; Donlevy, 2001). Disciplinary methods teachers engage in
also influence the students’ learning environments (Derogene, 2007; Tremlow & Fonagy,
2005). The student-teacher relationship and the disciplinary methods used within the
classroom can be essential in interventions to overcome the externalising behaviour
problems that some children have developed (Tremblay, Vitaro, Gagnon, Piche, & Royer,

1992).

Externalising Behaviours: Origins and Educational Challenges

Externalising behaviour problems in early childhood have been given
considerable attention as precursors for later behaviour problems in adolescence and
adulthood (Haberstick et al., 2005). These types of behaviour problems can cause many
developmental disruptions and create great difficulties for a child throughout their
schooling experience and consequently throughout the rest of their lives (Snyder et al.,
2005). The developmental difficulties experienced from externalising behaviours affect
children’s academic and social achievements once they enter the educational system
(Miller-Lewis, Baghurst, Sawyer, Prior, Clark, Arney, & Carbone, 2006).

The construct of externalising behaviour problems represents a group of
behaviours that are identified as reflecting the child’s negative reactions towards their
external environment and are manifested as outward behaviours (Buhs, Ladd, & Herald,

2005; Hinshaw et al., 1993: Liu, 2004). These behaviours include conduct problems,
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oppositional behaviours, aggression and attention deficit and hyperactivity (Hinshaw et
al., 1993; Liu, 2004). Externalising behaviours are commonly identified as negative,
hostile and defiant behaviour, defined és oppositional behaviours and physical and verbal
behaviours that harm or threaten to harm others, various forms of aggression including
those that exclude others from social groups (Bjorkquist, Lagerspetz, & Kaukianen, 1992;
Crick, Casas, & Mosher, 1997). Externalising‘ behaviours are identified more prominently
in boys rather than in girls as boys tend to display more physically aggressive behaviour
than their female counterparts where as girls tend to be more inclined towards such forms
of aggression as relational aggression, which refers to types of behaviours in which others
are excluded or teased by their peers (Bjorkquist et al., 1992; Buhs et al., 2005; Crick et
al., 1997).

Many theories have been developed as to the origins of externalising behaviour
problems. These theories mainly include both biological and genetic factors in
combination with environmental factors (Haberstick et al., 2005). Moffitt (1993) has
theorised that a child displaying externalising behaviours may have had neural
developmentpdisruptions. These disruptions are thought to be caused by such things as
maternal drug abuse, poor pre-natal nutrition or pre or post-natal exposure to toxic agents
(Moffitt, 1993). It is suggested that these biological and heritable differences in the
child’s neuropsychological health can leave them vulnerable to developing externalising
behaviour problems. It is also noted that the children who are more at risk of these
developmental difficulties are often the children who are frequently exposed to difficult
family environments (Moffitt, 1993). Miller-Lewis and colleagues identified three major

domains of risk factors for children developing externalising behaviours (Miller-Lewis et
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al., 2006). The first factor refers to the characteristics of the child, including genetic risk
and temperament, the second factor emphasises parenting techniques and the third factor
involves family adversities (Miller-LeWis et al., 2006).

The environmental factors influencing the development of externalising behaviour

problems are also greatly emphasised by Gottfredson and Hirschi (1990). Gottfredson

’ and Hirschi (1990) highlight the absence of appropriate nurturance, discipline and
training in the parenting and family environments of children displaying prominent
externalising behaviour problems. Research within the area of the origins of these types
of behavioural problems is strongly directed towards early child temperaments and
ineffective parental discipline as the larger contributors and that the process of
developing externalising behaviours is a reciprocal relationship between the child and
their environment. This is in reference to the child’s behaviours interacting with their
environment and consequently the ways in which others react to them (Snyder et al.,
2005).

A child with a difficult temperament combined with an inappropriate environment
can be left With fewer opportunities for both cognitive and social development
(Gottfredson & Hirschi, 1990; Moffitt, 1993). Externalising behaviour problems are often
accompanied by developmental deficits, learning difficulties and inappropriate social
adjustments (Haberstick et al., 2005). These behaviour problems can impede a child’s
receptive listening and reading, problem solving, expressive speech and writing and
memory (Moffitt, 1993). The inattention and impulsivity displayed with hyperactivity
and attention deficit can also contribute to neurological maldevelopments such as

comportmental learning disabilities in which the areas of the frontal lobe do not develop
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appropriately (Moffitt, 1993). Due to the reciprocal nature of the development of
externalising behaviours and the interactions formed between the child and their
environment, the opportunities for the éhild to develop appropriately are diminished. As
the process continues the opportunities for correcting the child’s developmental
difficulties also diminishes (Snyder et al., 2005). The earlier the intervention, the more
likely a successful outcome for the child when entering or continuing into the educational
system and indeed for occupational and interpersonal experiences outside of the

schooling system (Miller-Lewis et al., 2005).

Conduct Disorder, Antisocial Behaviours and other Potential Consequences of
Externalising Behaviours

More serious developmental maladaptions noticed in adolescent and adult
behavioural problems usually receive considerate community and legal attention as
compared to the externalising behaviours noticed within the early childhood years
(Bennett et al., 1998; Gottfredson & Hirschi, 1990). Unsuccessful attempts at correcting
later life behavioural issues have lead to many investigative endeavours towards the
discovery of the origins of these disorders (Moffitt, 1993). Behavioural problems such as
conduct disorder and antisocial behaviours have been given a disproportionate amount of
attention due to the nature of the consequences of these disorders (Bennett et al., 1998;
Gottfredson & Hirschi, 1990). The criminal activities and disruptive behaviours
associated with these disorders and the unsuccessful rehabilitation interventions at such
late stages in development have redirected attempts towards the younger childhood years

(Moffit, 1993). Many studiés have been directed to the early childhood years from as



Student-Teacher Relationships 8

early as infancy to the preschool years where externalising behaviour problems have been
implicated as origins in the progression of these later life disorders (Galen & Underwood,
1997; Moffitt, 1993).

As with externalising behaviour problems, the origins of conduct disorder and
antisocial behaviours have been traced back to a genetic or biological predisposition
combined with environmental factors (Miller et al., 2006; Storch & Ledley, 2005).
Externalising behaviour problems have also been identified as important indicators in the
development of conduct disorder and antisocial behaviours. Subsequently they have
become important focal points for interventions in the correction of these later life
behavioural disorders (Gottfredson & Hirschi, 1990; Moffitt, 1993). Those externalising
behaviours that are not effectively overcome in early childhood development are
gradually elaborated by the reciprocal relationship between the child and their
environment creating the more serious disorders in adolescence and adulthood (Snyder et
al., 2005).

Externalising behaviours that persist into adolescence and adulthood have the
tendency to qndennine appropriate group relations and the ability to achieve collective
ends (Gottfredson & Hirschi, 1990). This progression further reduces the opportunities
for these individuals to cofrect their behaviours and often leads to the destruction of their
_ interpersonal relationships and also affects their physical and emotional health as well as
their economic well being (Haberstick et al., 2005). Persistent disorders developed
through externalising behaviours are often linked very closely with criminal and
delinquent behaviours (Moffit, 1993). Offenders who are identified as having displayed

externalising behaviours in ’early childhood have been connected with the highest rates of
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re-offending and have the least success rates in rehabilitation interventions (Gottfredson

& Hirschi, 1990; Moffitt, 1993).

Transition into the Education System

The transition into kindergarten and subsequently into preschool and primary
school can be a difficult and challenging one for children (Bartholomew & Gustafsson,
1997; Jewett, Tertell, King-Taylor, & Parker, 1998). The new experiences and situations
in which children find themselves can be difficult to negotiate without any prior
introduction to these situations (Pianta, Cox, Taylor, & Early, 1999; Schulting, Malone,
& Dodge, 2005). Not only are children placed into classrooms with large numbers of
other children who they are likely not to have met before, but they are also faced with
only one or two adults in these large classrooms (Bartholomew & Gustafsson; Jewett et
al.). Most of the situations that these children would have faced outside the classroom
situation would have been experienced in the company of their parents (Pianta et al.,
1999). The new responsibilities placed on these children to follow the rules, listen to the
teacher and work independently can be quite challenging. Especially as their parents
would have been the only people the child was to answer to before class (Bartholomew &
Gustafsson; Jewett et al.). The children would not have been able to familiarise
themselves with the teacher before they are expected to listen to instructions and follow
class rules without causing too much disruption. This change in authority can be very
difficult for both the child and the teacher (Schulting et al., 2005; Walker, Cheney, Stage,

& Blum, 2005).
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Common challenges that face any child within the transition into the education
system can be exaggerated for children with externalising behaviour problems as the
behaviour problems the child displays éan interfere with their transition into the
classroom (Hinshaw et al., 1993; Liu, 2004). The characteristics of the child, including
their aggressive tendencies towards other children and their inappropriate responses to
authority figures, will interact with their school environment subsequently creating a
more difficult situation for the child (Rimm-Kaufman, La Paro, Downer, & Pianta, 1999).
The externalising behaviours may make it more difficult for the child to engage in
effective social interactions with their peers and their teachers and may also interfere with
their ability to concentrate on their work and listen to the teacher’s instructions
(Gottfredson & Hirschi, 1990; Moffitt, 1993). The reciprocal relationships formed
between the child and their teachers and peers will also influence the way in which others
interact with the child and how teachers approach the inappropriate behaviours the child
displays (Haberstick et al., 2005; Snyder et al., 2005). With these added difficulties, a
child with externalising behaviour problems may inadvertently create an environment
within their school that decreases their opportunities for developmental improvements
(Gottfredson & Hirschi, 1990; Moffitt, 1993). Student-teacher relationships with problem
behaviour children are often not as nurturing and supportive as what is needed for these
_ children (Galen & Underwood, 1997; Hamre & Pianta, 2001). Oppositional and
aggressive behaviours may hinder the teacher’s efforts to create a sufficient bond with the
child and disciplinary measures applied to attend to the child’s behaviours may not be as

effective for the child without an adequate connection with their teacher (Tremblay et al.,
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1992). A more detailed discussion covering the importance of student-teacher
relationships and disciplinary approaches is provided below.

Externalising behaviour problerﬂs not only affect a child when they are entering
the education system, their transitions into various classrooms and their developmental
opportunities within these differing classrooms can also be greatly hindered (Clark, Prior,
& Kinsella, 2002; Miller-Lewis et al. 2006). Those children who eventually begin to
overcome minor behavioural problems throughout the course of the year often experience
reoccurrences of problems when entering the next classroom with new challenges and
different teachers. The transition between teachers and academic challenges can be
affected by the child’s ongoing behavioural issues, that had not been resolved through
their first year in the school (Fergusson, 1998; Clark et al., 2002). A new teacher who has
not yet had a chance to form the appropriate relationship with the child may not
adequately approach the new situations that the éhild needs to readapt to (Carpenter &
Nangle, 2006; Cote, Vaillancourt, LeBlanc, Nagin, & Tremblay, 2006). Adequate
relationships that are needed for children displaying externalising problems often take a
little longer for teachers to develop as compared with those with children not displaying
these particular behavioural challenges. Children displaying externalising behaviours are
often those most in need of a close and supportive relationship with their teacher and are
~ often the most unlikely to develop them due to the negative interactions between the
child’s behaviours and their environment (Romano, Tremblay, Boulerice, & Swisher,
2005; Cote et al, 2006).

The continued struggle between the child’s behaviours and attempts to correct

them throughout the child’s educational experiences in the early school years greatly
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affects their development in both their academic and social challenges (Bennett, Lipman,
Racine, & Offord, 1998; Romano et al, 2005). In addition to these issues, the
inappropriate behaviours developed by ‘these children in areas regarding their
relationships with adults and authority figures can further affect their progression through
adolescence and adulthood with many children falling into problems with the legal
system (Bennett et al, 1998; Schumann, 2007). These problem behaviours that persist
into adolescence and adulthood are those that are more prominently noticed by the

community and usually receive much more attention.

Family Environments and Parental Influences

The unsuccessful attempts in later life to counteract the problems originating from
externalising behaviour problems from early childhood appear to be quite simple to
correct in the early years when compared to the difficulties experienced with later
attempts (Miller-Lewis et al., 2006). The most positively influential strategies in early
childhood are those that focus on the family environment. It has been noted that the
family environment has a large influence in the development of externalising behaviours
therefore concentration on this area within a child’s development appears to be the most
effective direction for interventions (Haberstick et al., 2005). Gottfredson and Hirschi
(1990) state that effective socialization that is essential in correcting a child’s problem
behaviours can be achieved through appropriate discipline, supervision and affection.
Moffitt (1993) also states that in a nurturing environment toddler’s behaviour problems
can often be easily corrected. Behavioural regulation capacities are usually accepted as

part of the normal developfnental pathways for the redirection of many behaviours that
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toddlers normally display (Tremblay, Vitaro, Gagnon, Piche, & Royer, 1992). Issues
within the family environment that need to be addressed are the attachment between
parent and child, parental supervision, the recognition of deviant behaviours and the
punishment of deviant acts (Gottfredson & Hirschi, 1990; Miller-Lewis et al., 2006).
With the assistance of willing parents and a supportive and cooperative family
environment externalising behaviours can be effectively corrected before more severe
behavioural problems are established.

The deceivingly simple interventions necessary for redirection of the child’s
behavioural issues are not often as obtainable as implied. Infants with a genetic or
biological predisposition for developing externalising behaviours are disproportionately
found within environments that are not conducive to the progression of healthy neural
development (Moffitt, 1993). Genetic or biological predispositions for externalising

behaviours have been identified as being highly heritable (Huesmann, Eron, Lefkowitz,

& Walder, 1984). Therefore, the familial environment in which the child is usually

exposed to is generally associated with disadvantage and deviance due to the traits
displayed within the child’s parents (Moffitt, 1993; Snyder et al., 2005).

A study conducted by Huesmann, Eron, Lefkowitz and Walder (1984) identified
intergenerational transmission of externalising behaviours throughout three generations
of participants. Similar temperaments and personality traits were identified between
grandparents, parents and children. Huesmann and colleagues highlighted the influence
of heritable traits within externalising behaviours and the influence of these traits on the
family environment in which the most vulnerable children are exposed to. Those children

who have the highest risk of developing externalising behaviours are often exposed to
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environments in which their parents are unlikely to possess the necessary psychological
or physical resources to be able to constructively cope with their children’s difficult
behaviours (Huesmann et al., 1984; Mo.fﬁtt, 1993). Although this hindrance to a
vﬁlnerable child’s development appears to be a difficult factor to overcome, various other
adult role models within a child’s life can have a large impact on a child and can prove to
be an essential resource in the correction of maladaptive development (Hamre & Pianta,

2001; La Paro, Rimm-Kaufman, & Pianta, 2006).

The Student-teacher Relationship

A child’s first transition into a classroom is not usually with the comforting
company of their parents (Birch & Ladd, 1998; Schulting et al., 2005). Within the
classroom, a parent’s authority is substituted for that of the teacher who is the guiding
adult and role model for the students in the class. Teachers spend a considerable amount
of time with their students both in the classroom, in the playground and also on school
excursions (Crosnoe et al., 2004; Marshall & Weinstein, 1986). The various experiences
and situations that the students encounter within the school setting are often unique with
the teacher becoming the person in whom the students will look towards for guidance on
how to behave and react when they are unsure of what is expected of them (Howes,
Hamilton, & Matheson, 1994). Teachers not only provide guidance and support in
students’ academic challenges and achievements, they also have integral roles in their
students’ social, emotional and behavioural development (Crosnoe et al., 2004; Howes et

al., 1994).
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The multifaceted role of the teacher within the classroom and the large amount of
time that the teacher spends with each child creates an emotional bond, which can be
either positive or negative, between the‘teacher and the cﬁild (Birch & Ladd, 1998;
Marshall & Weinstein, 1986). The bond that develops between the student and the
teacher is often referred to as the student-teacher relationship. As with the interactions
between a child’s behaviour and their environment, the student-teacher relationship is a
reciprocal process (Birch & Ladd, 1998; Howes et al., 1994). Characteristics of both the
student and the teacher, in addition to their environment, interact to influence the type of
relationship that is developed.

Behaviours displayed by the student within the classroom and the interactions that
take place between the child and their peers can initiate certain reactions from their
teachers (Birch & Ladd, 1998; Marshall & Weinstein, 1986). Teachers’ responses are
individualised in reflection of each student within their class. Activities, interactions,
rewards and punishments are attempted to be kept relatively constant across all children
within the classroom so as not to disadvantage some children in comparison to others
(Birch & Ladd, 1998; Crosnoe et al., 2004). Howéver, the characteristics of each child
can either positively or negatively influence these processes. Children with externalising
behaviour problems are often more difficult to manage (Birch & Ladd, 1998; Howes et
al., 1994). Therefore, these children may experience relatively harsher punishments that
do not assist in correcting their behaviours and are not appropriate for their development
as well as receiving less support and affection from their teachers (Marshall & Weinstein,

1986).
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The student-teacher relationship is also a reflection of the characteristics of the
teacher. A teacher’s sense of self efficacy in their teaching abilities and their particular
beliefs of their role as a teacher can sigﬁiﬁcantly impact on the relationships they form
with their students (Birch & Ladd, 1998). Prior experience with problem behaviours and
their opinions on the reasons behind the child’s externalising behaviours can also have a
substantial impact on the student-teacher relationship (Crosnoe et al., 2004; Howes et al.,
1994). The individual aspect of both the student and the teacher influence the type of
relationship or bond they will develop as does the environment in which the two interact
(Birch & Ladd, 1998; Marshall & Weinstein, 1986).

The classroom environment, including the physical and emotional arrangement of
the class, can be an influential factor within the student-teacher relationship that often
goes unnoticed (Marshall & Weinstein, 1986). A select amount of research has focused
on issues within the classroom environment on a more physical level. Knight, Keifer-
Boyd and Amburgy (2004) highlighted the impact of the arrangement of the classroom
and how various physical arrangements can impact on the power relationships within the
class and how this influences the connections teacher form with their students. Liu (1997)
related back to experiences within classrooms in Chinese schools where students and
teachers were able to develop closer emotional bonds due to the emotional arrangement
of the classes. Instead of changing classrooms and teachers, students stayed within their
particular classroom throughout the day for the entire year forming a sense of belonging
and closer, more supportive relationships with their teachers. Within these classroom
environments students displayed more positive school attitudes, higher academic

achievements and more appropriate emotional and social behaviours (Liu, 1997).
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Behaviours and interpersonal interaction styles identiﬁed‘ in children as they enter
kindergarten have displayed significant predictive abilities towards the types of
relationships that are formed between tﬁese children and their teachers (Birch & Ladd,
1998; Crosnoe et al., 2004). Children who do not display externalising behaviours and
whom are relatively easier for teachers to connect to are more likely to form closer and
more supportive relationships with their teachers (Birch & Ladd, 1998; Howes et al.,
1994). Close and supportive student-teacher relationships have been associated with
positive child outcomes including positive attitudes towards school, increased
participation in classroom activities and academic competence (Howes et al, 1994). In
contrast to this, children with externalising behaviour problems are more likely to
develop student-teacher relationships that are characterised with conflict (Birch & Ladd,
1998; Marshall & Weinstein, 1986). These relationships are associated with negative
child outcomes including unfavourable school attitudes, school avoidance,
disengagement in the classroom and poor academic performance.

The student-teacher relationships that are formed may be reflections of the
children’s behaviours and in particular the externalising behaviour problems of some
children, but conflictual relationships can be redirected to be beneficial for the child
(Crosnoe et al., 2004; Marshall & Weinstein, 1986). Student-teacher relationships are
important aspects of the school environment and essential to appropriate development.
The quality of the student-teacher relationship has been associated with the child’s ability
to engage in the instructional resources presented within the classroom (Hamre & Pianta,
2001; Twemlow & Fonagy, 2005). The experience of a sense of belonging and

supportive relationships with teachers and peers motivates a child to actively and
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appropriately participate in classroom activities (Birch & Ladd, 1998; Hughes & Kwok,
2007). Without this positive environment the children do not have appropriate access to
the resources they need to enhance appfopriate academic and psychological development
(Marshall & Weinstein, 1986; Hamre & Pianta, 2001).

Positive student-teacher relationships and the quality of the classroom
environment influences the child’s behaviour within the classroom and can also serve as
a protective factor against the environments they are exposed to outside the classroom
(Hamre & Pianta, 2001; Hughes & Kwok, 2007). Unsupportive and disruptive home
environments can affect a child’s academic performance and their social behaviours
(Hamre & Pianta, 2001; Howes et al., 1994). An appropriate learning environment
established within the classroom can give the child the much needed support and
encouragement that they do not receive outside the classroom (Birch & Ladd, 1998;
Hamre & Pianta, 2001).

Teachers can often be unaware of the importance and influence that the student-
teacher relationship can have on their students (Craig, 1999; Marshall & Weinstein,
1986). A conscious awareness of the importance of the student-teacher relationship and
how it develops and progresses is essential in creating effective interventions within the
classroom in the redirection of problem behaviours (Craig, 1999; Howes et al., 1994).
Obstacles and inhibitions can arise within these relationships from habitual patterns of
resistance, avoidance and denial in which past experiences have shaped reactions to
painful experiences (Birch & Ladd, 1998; Craig, 1999). These processes occur on both
sides of the relationship, from students’ past experiences and teachers’ (Craig, 1999;

Donlevy, 2001). Teachers whom have encountered children with externalising
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behaviours in previous classrooms and in which have been unsuccessful in managing
their problem behaviours may have preconceived ideas on the likely outcomes of these
children (Craig, 1999; Marshall & Weiﬁstein, 1986). Past experiences can influence the
teacher’s responses to the children presently in their class and can affect the approaches
they choose to utilise to manage the problem behaviours (Howes et al., 1994). These
processes can hinder the development of positive and appropriate student-teacher
relationships and need to be identified and understood for effective relationships to
develop (Craig, 1999; Marshall & Weinstein, 1986).

With full awareness of the processes behind the development of the student-
teacher relationship and how both the teacher and the child influence the relationship
effective measures can be initiated to assist in creating a more positive environment
within the classroom (Craig, 1999). Positive student-teacher relationships create a
trusting and supportive learning environment that encourages the student’s appropriate
development both academically and emotionally (Hamre & Pianta, 2001). Within these
environments the close and supportive relationships that are formed subsequently
influence the disciplinary methods utilised within the classroom forming more
individualised approaches according to the children’s needs (Howes et al., 1994). As the
positive relationships between the students and the teachers progress the teachers develop
a greater understanding of the child’s behaviours and how they are best approached. The
knowledge gained from these relationships shapes the disciplinary measures that are
implemented for each child to form more appropriate and effective ways of correcting the
externalising behaviour problems that the children display (Donlevy, 2001; Marshall &

Weinstein, 1986).
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Classroom Discipline and Correctional Measures for Externalising Behaviours

The quality of the classroom en{/ironment and the disciplinary approaches that
teachers apply often predict any behavioural changes in their students (Rimm-Kaufman,
La Paro, Downer, & Pianta, 2005). Students that are ineffectively managed in the early
school years tend to sustain their externalising behaviour problems throughout school and
into adolescence and adulthood (Farmer, Goforth, Hives, & Aaron, 2006). Students who
are managed with disciplinary approaches that indirectly reinforce their externalising
behaviours have decreased opportunities to develop appropriately and to overcome their
problem behaviours (Farmer et al., 2006; Rimm-Kaufman et al., 2005). Children will
model the behaviours of their teachers. With negative approaches a child is less likely to
learn any alternative approaches to challenging situations. If only negative approaches are
shown the child will reflect these interactions in their own behaviours (Bickley-Green,
2007; Rimm-Kaufman et al., 2005).

Positive approaches to discipline that assist in teaching and reinforcing
appropriate behaviours are more effective in correcting externalising problems (Farmer et
al., 1006). However, children displaying externalising behaviours often do not receive
these positive approaches as their behaviours influence more negative reactions from
their teachers (Farmer et al., 2006; Rimm-Kaufman et al., 2005). These negative
reactions are more likely to reinforce the externalising behaviours especially as these
children often experience more complex family environments with negativity in their
home lives (Buhs, Ladd, & Herald, 2005; Dodge & Coie, 1987). Therefore, these

children will not benefit from constant negative interactions. They are less likely to
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experience positive modelling at home extenuating the necessity for a positive
environment within the classroom (Buhs et al., 2005; Crick et al., 1997).

Positive schooling environmenfs and caring relationships with teachers are
essential for successful development both educationally and socially (Strahan, Cope,
Hundley, & Faircloth, 2005). Teachers can create warm supportive environments through
demonstrating a deep knowledge of individual students, linking enquiry and collaboration
within assignments and classroom tasks and by creating an environment where students
are actively involved in classroom decisions on a continuoﬁs basis (Rimm-Kaufman et
al., 2005; Strahan et al., 2005). This type of environment promotes autonomy and
creative thinking and encourages students to develop prosocial behaviours towards
authority figures and peers (Derogene, 2007; Hendley, 2007).

Unfortunately many negative and inappropriate approaches towards problem
behaviours are usually established within classrooms due to the difficult nature of these
behaviours (Bickley-Green, 2007; Farmer et al., 2006). Children’s externalising
behaviours are often managed with methods that attempt to control the child (Farmer et
al., 2006; Strahan et al., 2005). Students are regularly redirected without the addition of
any elaboration on their behaviours to assist them in understanding why their behaviours
are considered to be inappropriate (Bickley-Green, 2007; Derogene, 2007). These
children are also rarely acknowledged for their good behaviours and seldom receive any
praise (Farmer et al., 2006; Rimm-Kaufman et al., 2005). Subsequently, children
displaying externalising behaviours are also less likely to become actively engaged in

classroom tasks (Derogene, 2007; Strahan et al., 2005).
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Children who are excluded from classroom activities, either by themselves or by
others, are often more likely to develop negative expectations of kothers and are more
inclined to feel offended and insecure (Derogene, 2007, Strahan et al., 2005). These
children are usually unsuccessful in developing appropriate inferences about their
environment, as they have not been shown alternative thoughts or behaviours on how to
interact in these situations (McMasters, Jr., Hearn, Georgi, & Bentley, 2006; Strahan et
al., 2005). Punishments and rewards involving extrinsic motivators are not appropriate
for children with externalising behaviours as these techniqués do not assist in their
development of internal concepts of prosocial behaviour (Bickley-Green, 2007,
Derogene, 2007).

Concentrating on the positive achievements of these children without
acknowledgement or punishment of their deviant behaviours can also reinforce the
externalising behaviour problems (Bickley-Green, 2007; Rimm-Kaufman et al., 2005).
Ignoring inappropriate behaviours can send the wrong messages to both the child whom
engaged in the deviant behaviour and the children who saw the child go unpunished
(Farmer et al:, 2006; Strahan et al., 2005). Although the teachers are attempting to retain
a positive atmosphere by encouraging the good behaviour, they are modelling
inappropriate behaviour through ignoring the deviant acts (Bickley-Green, 2007,
Derogene, 2007). The deviant behaviour may become accepted as normal by the child
who was not corrected and also the children who witnessed the deviant behaviour
(McMasters, Jr., Hearn, Georgi, & Bentley, 2006).

Positive discipline aims to give praise for appropriate behaviour as well as giving

reasoning and consequenceé for the inappropriate behaviours (Bickley-Green, 2007;
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Strahan et al., 2005). Positive discipline can involve withholding privileges and sessions
_ of time out with the addition of teaching the appropriate social skills for the students to
initiate better behavioural choices (F arlﬁer et al., 2006; McMasters, Jr. et al., 2006).
Successful classroom management not only focuses on encouraging academic
achievement it also promotes the development of self-discipline in an emotionally safe

| environment (Hundley, 2007; Strahan et al., 2005).

The Role of Teachers in Assisting Children with Externalising Behaviour Problems

A combined focus on student-teacher relationships and disciplinary approaches
within the classroom are the most effective interventions within the classroom to redirect
the externalising behaviour problems that some students display (Farmer, Goforth, Hives,
& Aaron, 2006). Proactive and prevention strategies concentrating on supporting students
and rearranging their environments so as to avoid difficult situations where the children
are more likely to misbehave have already shown great success when they have been
implemented within schools (Bohanon, Fenning, Carney, & Minnis-Kim, 2006; Hawken,
MacLeod, & Rawlings, 2007). Interventions including positive behaviour supports
(Bohanon et al., 2006; Hendley, 2007), competence enhancement behaviour management
(Farmer et al., 2006) and behaviour education programs (Hawken et al., 2007) have lead
to improvements in academic achievement and an increase in appropriate behaviour
when applied to classrooms where there are children who have externalising behaviour
problems (Farmer et al., 2006; Hendley, 2007).

Effective interventions, such as the positive behaviour supports from Bohanon

and colleagues (2006) and Hendley (2007), focus on assessing the classroom
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environment and rearranging both the physical and emotional aspects of the classroom to
attempt to reduce the students externalising behaviours. These iﬁterventions are
individualised to the students and their élassroom so that the factors influencing those
particular children’s behaviours are assessed and managed in the most effective and
appropriate manner for the individual student (Bohanon et al., 2006; Hendley, 2007). The
positive behaviour supports intervention highlights the importance of identifying
maladaptive behaviours with educators collaborating to develop more effective proactive
interventions that aim to prevent externalising behaviours rather than concentrating on
how to punish them (Bohanon et al., 2006; Hendley, 2007).

Competence enhancement behaviour management and behaviour education
programs also highlight the importance of preventing externalising behaviour problems
so that punishments are not necessary (Farmer et al., 2006; Hawken et al., 2007).
However, these interventions do not ignore the importance of appropriate punishment
when the preventions strategies are ineffective (Farmer et al., 2006; Hawken et al., 2007).
In particular, the behaviour education program encompasses a school-wide behaviour
support system with primary, secondary and tertiary level to the intervention. The
primary level is focused on prevention strategies. When these are not successful the
secondary level introduces disciplinary measures and when these are not successful the
tertiary level introduces stronger penalties (Hawken et al., 2007). Prevention and
proactive measures of managing externalising behaviour problems create effective
interventions with the inclusion of appropriate discipline and penalties to help support

this system (Bohanon et al., 2006; Farmer et al., 2006; Hendley, 2007).
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Conclusion

Externalising behaviour problems that children develop before entering the
education system can greatly influence their development both academically and socially
within the classroom context and can persist throughout school and into adolescence and
adulthood (Dodge & Coie, 1987; Fergusson, 1998; Pianta et al., 1999). The
developmental difficulties that these children encounter can lead to more severe
behavioural disorders in their later life that are quite difficult to correct (Moffitt, 1993;
Schumann, 2007). When the externalising behaviours are correctly identified and
managed within the early school years many of the developmental problems these
children may encounter can be effectively redirected (Gottfredson & Hirschi, 1990;
Storch & Ledley, 2005).

The classroom environments in which these children spend a large amount of
their early childhood years can greatly influence the children’s development (Rimm-
Kaufman et al., 2005; Schulting, Malone, & Dodge, 2005). The relationships the children
develop with their teachers and the strategies in which the teachers create to manage the
externalisingﬂbehaviours can be utilised to create effective interventions for
implementation within the classrooms (La Paro, Rimm-Kaufman, & Pianta, 2006;
McMasters et al., 2006). Creating warm and supportive student-teacher relationships and
approaching externalising behaviours with proactive disciplinary approaches in a positive
learning environment can effectively redirect children’s externalising behaviour problems
before more difficult behavioural disorders are developed (Crosnoe, Kirkpatrick Johnson,

& Elder Jr., 2004, Derogene, 2007).
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Student-Teacher Relationships and Teacher Discipline: Their Relation to the
Externalising Behaviours of Kindergarten to Year 1 Students
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Student-Teacher Relationships and Teacher Discipline: Their Relation to the

Externalising Behaviours of Kindergarten to Year 1 Students

Abstract
Children who display externalising behaviour problems often face difficulties in their
academic and social development within the education system. Student-teacher
relationships and teacher disciplinary techniques can be essential components of
intervention strategies to redirect these externalising behaviours. This study used a cross-
sectional, correlational design to examine the influence of student-teacher relationships
and teacher disciplinary techniques on students’ externalising behaviours. Results
indicated student-teacher relationships as a significant predictor with closeness/warmth
student-teacher relationships and intrinsic disciplinary techniques negatively correlating
with externalising behaviours and conflict/negative interaction positively correlating with
externalising behaviours. However, extrinsic disciplinary techniques unexpectedly
negatively correlated with students’ externalising behaviours. Further research is needed
on the relationships between student-teacher relationships and teacher disciplinary

techniques.

Emma Spencer

Dr Kevin Runions
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Student-Teacher Relationships and Teacher Discipline; Their Influences on the
Externalising Behaviours of Kindergarten to Year 1 Students
The redirection of externalising‘ behaviour problems can be a vital component for
the appropriate social and academic development of a child (Hinshaw, Lahey, & Hart,
1993; Liu, 2004). When children who have difficult temperaments and who display
learning and developmental difficulties are exposed to damaging environmental
influences they are at an increased risk for developing externalising behaviour problems
(Gottfredson & Hirschi, 1990; Moffitt, 1993). These predispositions to externalising
behaviour problems exist in a reciprocal relationship where each factor further
contributes to the other factors (Gottfredson & Hirschi, 1990; Moffitt, 1993). Due to this
cyclical relationship the temperament and developmental difficulties of the child in
combination with their environment can gradually progress the child’s externalising
behaviours into more severe disorders later in their lives (Hinshaw, Lahey, & Hart, 1993;
Liu, 2004). These can include conduct disorder and anti-social behaviours that can persist
throughout the child’s adult life (Gottfredson & Hirschi, 1990; Moffitt, 1993). Within a
nurturing environment the problem behaviours that a child displays can often be
corrected and any developmental difficulties they experience can be overcome
(Haberstick, Schmitz, Young, & Hewitt, 2005; Snyder, Cramer, Afrank, & Patterson,
2005).
Unfortunately children who typically develop externalising behaviour problems
tend to be exposed to difficult family environments with ineffective parental care and
discipline (Gottfredson & Hirschi, 1990; Moffitt, 1993). Children exposed to these

damaging environments can greatly benefit from a supportive and caring school
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environment (Birch & Ladd, 1998; Blacher & Eisenhower, 2006). Within the classroom
the teacher can create this essential environment. Teachers provide guidance and
direction in academic achievements and supply children with social and emotional
support throughout the novel challenges that a school can produce (Galen & Underwood,
1997; Hamre & Pianta, 2001). Since teachers are large influential factors within a child’s
early development, students often form strong emotional Bonds with their teachers (Birch
& Ladd, 1998; Blacher & Eisenhower, 2006). Through warm and supportive
relationships a positive learning environment can be created (Crosnoe, Kirkpatrick
Johnson, & Elder, Jr., 2004; Donlevy, 2001). Disciplinary methods engaged within the
classroom form part of this learning environment and can also greatly influence the type
of environment that is created (Derogene, 2007; Tremlow & Fonagy, 2005). The
relationship between the student and the teacher along with the disciplinary methods
utilised within the classroom can both be directed towards creating the warm and
supportive environment that is essential in the redirection of externalising behaviour
problems (Tremblay, Vitaro, Gagnon, Piche, & Royer, 1992).

The construct of externalising behaviour problems represents a group of
behaviours that are identified as reflecting the child’s negative reactions towards their
external environment and are manifested as outward behaviqurs (Buhs, Ladd, & Herald,
2005; Hinshaw et al., 1993; Liu, 2004). These behaviours include conduct problems,
oppositional behaviours, aggression and attention deficit and hyperactivity (Hinshaw et
al., 1993; Liu, 2004). Externalising behaviours are commonly identified as negative,
hostile and defiant behaviour, defined as oppositional behaviours and physical and verbal

behaviours that harm or threaten to harm others, various forms of aggression including
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those that exclude others from social groups (Bjorkquist, Lagerspetz, & Kaukianen, 1992;
Crick, Casas, & Mosher, 1997). Externalising behaviours are more commonly displayed
amongst boys although aggression in the form of the exclusion of others, termed
relational aggression, is more commonly displayed amongst girls (Bjorkquist et al., 1992;
Buhs et al., 2005; Crick et al., 1997).

The origins of externalising behaviours have attracted numerous theories
including biological and genetic factors in combination with environmental influences
(Haberstick et al., 2005). It has been suggested that biological and heritable differences in
children’s neuropsychological health in combination with the absence of appropriate
nurturance, discipline and training in the parenting and family environments of children
could leave them vulnerable to developing externalising behaviour problems
(Gottfredson & Hirschi, 1990; Moffitt, 1993). Miller-Lewis and colleagues identified
three major domains of risk factors for children developing externalising behaviours
(Miller-Lewis et al., 2006). The first factor refers to the characteristics of the child,
including genetic risk and temperament, the second factor emphasises parenting
techniques and the third factor involves family adversities (Miller-Lewis et al., 2006).

A child with a difficult temperament combined with an inappropriate environment
can be left with fewer opportunities for both cognitive and social development
(Gottfredson & Hirschi, 1990; Moffitt, 1993). Externalising behaviour problems are often
accompanied by developmental deficits, learning difficulties and inappropriate social
adjustments (Haberstick et al., 2005). These behaviour problems can impede a child’s
receptive listening and reading, problem solving, expressive speech and writing and

memory (Moffitt, 1993). Due to the reciprocal nature of the development of externalising
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behaviours and the interactions formed between the child and their environment, the
opportunities for the child to develop appropriately academically and socially are
diminished. As the process continues the opportunities for correcting the child’s
developmental difficulties also diminishes (Snyder et al., 2005). The earlier the
intervention, the more likely a successful outcome for the child when entering or
continuing into the educational system and indeed for occupational and interpersonal
experiences outside of the schooling system (Miller-Lewis et al., 2005).

Externalising behaviours that persist into adolescence and adulthood have the
tendency to undermine appropriate group relations and the ability to achieve collective
ends (Gottfredson & Hirschi, 1990). This progression further reduces the opportunities
for these individuals to correct their behaviours and often leads to the destruction of their
interpersonal relationships and also affects their physical and emotional health as well as
their economic well being (Haberstick et al., 2005). Persistent disorders developed
through externalising behaviours are often linked very closely with criminal and
delinquent behaviours. Offenders who are identified as having displayed externalising
behaviours 1n early childhood have been connected with the highest rates of re-offending
and have the lowest success rates in rehabilitation interventions (Gottfredson & Hirschi,
1990; Moffitt, 1993).

The unsuccessful attempts in later life to counteract the problems initiated by
externalising behaviour problems from early childhood appear to be quite simple to
correct in the early years when compared to the difficulties experienced with later
attempts (Miller-Lewis et al., 2006). The most positively influential strategies in early

childhood are those that focus on the family environment. It has been noted that the



Student-Teacher Relationships 43

family environment has a large influence in the development of externalising behaviours
therefore concentration on this area within a child’s developmenf appears to be the most
effective direction for interventions (Haiberstick et al., 2005). Issues within the family
environment that need to be addressed are the attachment between parent and child,
parental supervision, the recognition of deviant behaviours and the punishment of deviant
acts (Gottfredson & Hirschi, 1990; Miller-Lewis et al., 2006). With the assistance of
willing parents and a supportive and cooperative family environment externalising
behaviours can be effectively corrected before more severe behavioural problems are
established.

The deceivingly simple interventions necessary for redirection of the child’s
behavioural issues are not often as obtainable as implied. Infants with a genetic or
biological predisposition for developing externalising behaviours are disproportionately
found within environments that are not conducive to the progression of healthy neural
development (Moffitt, 1993). Genetic or biological predispositions for externalising
behaviours have been identified as being highly heritable (Huesmann, Eron, Lefkowitz,
& Walder, 19»84). Therefore, the familial environment in which the child is usually
exposed to is generally associated with disadvantage and deviance due to the behaviours
displayed by the child’s parents (Moffitt, 1993; Snyder et al., 2005). Although this
hindrance to a vulnerable child’s development appears to be a difficult factor to
overcome, various other adult role models within a child’s life can have a large impact on
a child and can prove to be an essential resource in the correction of maladaptive

development (Hamre & Pianta, 2001; La Paro, Rimm-Kaufman, & Pianta, 2006).
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Teachers, as the adult role models within the classroom, can greatly assist
students with externalising behaviour problems in overcoming the difficulties that they
encounter when entering the schooling‘system, although, this may still be a complicated
journey. (Rimm-Kaufman, La Paro, Downer, & Pianta, 1999). Common challenges that
face any child within the transition into the education system can be exaggerated for
children with externalising behaviour problems (Hinshaw et al., 1993; Liu, 2004). The
characteristics of the child, including their aggressive tendencies towards other children
and their inappropriate responses to authority figures, will interact with their school
environment subsequently creating a more difficult situation for the child (Rimm-
Kaufman, La Paro, Downer, & Pianta, 1999). The externalising behaviours may make it
more difficult for the child to engage in effective social interactions with their peers and
their teachers and may also interfere with their ability to concentrate on their work and
listen to the teacher’s instructions (Gottfredson & Hirschi, 1990; Moffitt, 1993).

The reciprocal relationships formed between the child and their teachers and peers
will also influence the way in which others interact with the child and how teachers
approach the »inappropriate behaviours the child displays (Haberstick et al., 2005; Snyder
et al., 2005). With these added difficulties, a child with externalising behaviour problems
may inadvertently create an environment within their school that decreases their
opportunities for developmental improvements (Gottfredson & Hirschi, 1990; Moffitt,
1993). The relationship between teachers and students with problem behaviours are often
not as nurturing and supportive as what is needed for these children (Galen &
Underwood, 1997; Hamre & Pianta, 2001). Oppositional and aggressive behaviours may

hinder the teacher’s efforts to create a sufficient bond with the child and disciplinary
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measures applied to attend to the child’s behaviours may not be as effective for the child
without an adequate connection with their teacher (Tremblay et al., 1992).

The emotional bond that is created between the student and the teacher through
the role of the teacher within the classroom and the large amount of time that the teacher
spends with each child can be either positive or negative (Birch & Ladd, 1998; Marshall
& Weinstein, 1986). This emotional bond is often referred to as the student-teacher
relationship. As with the interactions between a child’s behaviour and their environment,
the student-teacher relationship is a reciprocal process (Birch & Ladd, 1998; Howes et
al., 1994). Characteristics of both the student and the teacher, in addition to their
environment, interact to influence the type of relationship that is developed.

Behaviours and interpersonal interaction styles identified in children as they enter
kindergarten have displayed significant predictive abilities towards the types of
relationships that are formed between these children and their teachers (Birch & Ladd,
1998; Crosnoe et al., 2004). Children who do not display externalising behaviours and
whom are relatively easier for teachers to connect to are more likely to form closer and
more support}ve relationships with their teachers (Birch & Ladd, 1998; Howes et al.,
1994). Close and supportive student-teacher relationships have been associated with
positive child outcomes including positive attitudes towards school, increases
participation in classroom activities and academic competence. In contrast to this,
children with externalising behaviour problems are more likely to develop student-
teacher relationships that are characterised with conflict (Birch & Ladd, 1998; Marshall
& Weinstein, 1986). These relationships are associated with negative child outcomes

including unfavourable school attitudes, school avoidance, disengagement in the
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classroom and poor academic performance (Birch & Ladd, 1998; Marshall & Weinstein,
1986).

The student-teacher relationshiﬁs that are formed may be reflections of the
children’s behaviours and in particular the externalising behaviour problems of some
children, but conflictual relationships can be redirected to be beneficial for the child
(Craig, 1999; Crosnoe et al., 2004; Marshall & Weinstein, 1986). Student-teacher
relationships are important aspects of the school environment and essential to appropriate
development. The quality of the student-teacher relationship has been associated with the
child’s ability to engage in the instructional resources presented within the classroom
(Hamre & Pianta, 2001; Twemlow & Fonagy, 2005). The experience of a sense of
belonging and supportive relationships with teachers and peers motivates a child to
actively and appropriately participate in classroom activities (Birch & Ladd, 1998;
Hughes & Kwok, 2007). Without this positive environment the children do not have
appropriate access to the resources they need to enhance appropriate academic and
psychological development (Marshall & Weinstein, 1986; Hamre & Pianta, 2001).

The quality of the classroom environment and the disciplinary approaches that
teachers apply often predict any behavioural changes in their students (Rimm-Kaufman,
La Paro, Downer, & Pianta, 2005). Students that are ineffectively managed in the early
school years tend to sustain their externalising behaviour problems throughout school and
into adolescence and adulthood (Farmer, Goforth, Hives, & Aaron, 2006). Students who
are managed with disciplinary approaches that indirectly reinforce their externalising
behaviours have decreased opportunities to develop appropriately and to overcome their

problem behaviours (Farmer et al., 2006; Rimm-Kaufman et al., 2005). With negative
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approaches a child is less likely to learn any alternative approaches to challenging
situations. If only negative approaches are shown the child will reflect these interactions
in their own behaviours (Bickley—Greeﬁ, 2007; Rimm-Kaufman et al., 2005).

Positive approaches to discipline that assist in teaching and reinforcing
appropriate behaviours are more effective in correcting externalising problems (Farmer et
al., 1006). However, children displaying externalising behaviours often do not receive
these positive approaches as their behaviours influence more negative reactions from
their teachers (Farmer et al., 2006; Rimm-Kaufman et al., 2005). These negative
reactions are more likely to reinforce the extefnalising behaviours especially as these
children often experience more complex family environments with negativity in their
home lives (Buhs, Ladd, & Herald, 2005; Dodge & Coie, 1987). Therefore, these
children will not benefit from constant negative interactions. They are less likely to
experience positive modelling at home extenuating the necessity for a positive
environment within the classroom (Buhs et al., 2005; Crick et al., 1997).

This study focused on establishing whether the student-teacher relationship and
the teacher’s ﬂdisciplinary techniques predict student’s externalising behaviour scores.
Positive student-teacher relationships and intrinsic disciplinary techniques, praise and
induction, were hypothesised to be negatively correlated with scores on the externalising
behaviours subscale of the social behaviour questionnaire (Pianta, 1992; Temblay,
Vitaro, Gagnon, Piche, & Royer, 1992). In reflection of this, it was also hypothesised that
negative student-teacher relationships along with extrinsic disciplinary techniques,

punishment and reward, would positively correlate with scores on the externalising
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behaviours subscale of the social behaviour questionnaire (Pianta, 1992; Temblay et al.,
1992).
| Method
Research Design
This study was conducted as a part of a larger study directed by Dr Kevin
Runions, the Childhood Aggression Prevention (CAP) Project. Data was collected for use
within the larger CAP Project although data from both the parent and teacher assessments
were utilised within this study to examine hypotheses about the relationship between
aspects of the teacher-student relationship (i.e., warmth and negative interactions),
teacher disciplinary methods and the externalising behaviours of their students. A cross-
sectional correlational research design was used.
Participants

128 students’ externalising behaviours were assessed by their teachers with 98 of
these students assessed by their parents as well. The teachers and parents were of studenté
in kindergarten, pre-primary and year 1 classes. A maximum of twelve students were
selected for tgacher assessments, through the return of consent forms, from each
classroom with approximately two classrooms per grade from five government schools.
No limit was applied for the number of parent assessments, all consenting parents were
included.
Materials

The information and consent forms for this study contained information on the
test-retest psychometric analysis of key instrumentation for the CAP Project, of which

this study was a part (see appendices A,B & Q).
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The teacher assessment included the social behaviour questionnaire, a student-
teacher relationship questionnaire and a teacher’s disciplinary techniques questionnaire
(Questions 6, 7, & 8, respectively, of appendix D). Please note that the instruments
contain questions that are not required for the current study, but which are included as
part of the test-retest of instruments for the CAP Project). From the social behaviour
questionnaire this study focused on the externalising behaviours subscale, which includes
conduct problems, oppositional behaviours, physical aggression, proactive and reactive
aggression, social aggression, attention deficit and hyperactivity. The student-teacher
relationship scale included two subscales: warmth/closeness and conflict/negative
interaction, both of which were examined within this study. The teacher’s disciplinary
techniques questionnaire included four subscales; two of which are related to intrinsic
motivation in the context of appropriate and inappropriate child behaviours, (praise and
induction, respectively), and two of which are related to extrinsic motivation, (reward and
punishment). The student teacher relationship questionnaire and the teacher’s disciplinary
techniques questionnaire were not used for the parents’ assessment. From that
assessment, tﬁhe project only made use of the social behaviour questionnaire, and
specifically the externalising behaviours subscale (Question 7 of appendix E).

The social behaviour questionnaire was derived from Tremblay, Vitaro, Gagnon,
Piche and Royer (1992), which was an adaptation of instruments developed by Behar and
Stringfield (1974) and Weir and Duveen (1981), based on their modifications of Rutter’s
(1967) children’s behaviour questionnaire for completion by teachers.

Items within the social behaviour queétionnaire on proactive and reactive

aggression are also included from Dodge and Coie (1987). Also, some items on social
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aggression retained a basis from another preschool social behaviour scale (Crick, Casas,
& Mosher, 1997) and the direct and indirect aggression scales (Bjorkquist, Lagerspetz, &
Kaukianen, 1992).

This study focused on the externalising behaviours scale within the social
behaviour questionnaire. This scale consists of subscales assessing conduct problems,
oppositional behaviours, physical aggression, proactive and reactive aggression, social
aggression and behaviours typical of problems associated with hyperactive and attention
deficit. From baseline assessments for 2006 from the CAP Project the social behaviour
questionnaire had good internal consistency (a0 =.91).

The student-teacher relationship scale used in this study was from Pianta (1992).
The scale addresses the relationship between the student and the teacher. It includes two
subscales, both of which show good internal consistency: closeness/warmth scale (0=
.86) and conflict/negative interaction scale (o = .90), (Pianta, 1992; see appendix D,
question 7).

The teacher’s disciplinary techniques questionnaire addresses the disciplinary
techniques thg teachers apply to the particular students. The teachers were asked to
answer questions for the individual child indicated to assess the varying disciplinary
techniques at an individual level. This questionnaire involved four subscales. Two of
these subscales relate to intrinsic motivations towards good and bad behaviour, praise and
induction respectively, and the other two subscales relate to extrinsic motivations towards
good and bad behaviour, reward and punishment respectively. Psychometric data on
these items were not available, as the questions were being tested through the test-retest

of the CAP Project.
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Procedure

Principals from the five schools were sent out information and consent forms
prior to receiving a phone call to Verify whether or not they agreed to involve their school
in the study. Once consent had been obtained from the principals of five schools,
information and consent forms were distributed to the teachers of the kindergarten, pre-
primary and year one classes of those schools. Once consent was obtained from the
teachers, the teachers were sent information and consent forms to distribute to the parents
of students in their classes. Parents returned these forms to the teachers. The teacher and
parent assessments for consenting children were distributed to the teachers who
forwarded the parent assessments on to the consenting parents.

All assessments were fitted with a sticker system where the identifiable student
information (i.e., the student’s name) were removed by removing the stickers before
returning the assessments. This left only the identification number of the students on the
questionnaires before they were collected. This was done for confidentiality purposes so
that the student would not be directly identifiable.

The assessments were given to the parents and teachers with a two-week time
limit to ensure that all assessments were collected with appropriate time for the analysis
to be completed within the given timeframe. Teachers were asked to collect the
assessments from the parents (returned in sealed envelope to ensure confidentiality) so
that the completed teacher and parent assessments could be collected directly from the
schools. The teachers were compensated for the time spent completing the assessments
through teacher relief commensurate o their labour, as part of the budget of the larger

project (CAP Project). The larger project also funded a raffle for both the teacher and the
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parent assessments to assist in recruiting the required number of participants for the
proposed study.
Analyses

Reliability analyses were conducted on the scales used within the assessments
before further analyses were completed. Reliability analyses included all assessments
however the t-test, correlation and multiple regression analyses excluded assessments that
were incomplete (Tabachnick & Fidell, 2007). In the externalising behaviours subscale
there were 29 questions in the teacher assessment and 26 questions in the parent
assessment. From this, assessments with less than ten questions answered were excluded
from the analyses. The student-teacher relationships subscales included eight questions in
the closeness/warmth subscale and seven in the conflict/negative interaction subscale.
From these, assessments with less than five questions answered were excluded from the
analyses. The teacher disciplinary techniques subscales included three questions in each
subscale from which assessments with less than two questions answered were excluded
from the analyses.

An independent samples t-test was conducted to analyse the presence of a gender
effect within the data using scores from both the parent and teacher assessments and from
all questionnaires.

Two measures of externalising behaviours were obtained from the social
behaviour questionnaire, one from the teacher assessment and the other from the parent
assessment for each child. These were analysed for simple correlation using two-tailed
significance. Correlational effects were also analysed between the predictor variables

from the teacher assessments using one-tailed significance due to expected directions of
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correlations between the variables. However, one-tailed significance was additionally
used for correlational analyses of conflict/negative interaction and extrinsic teacher
disciplinary techniques due to an unexpected direction of correlation between these
variables.

Hierarchical multiple regression analysis was used to analyse the data for
correlational relationships between the variables using SPSS version 14.0. Hierarchical
multiple regression was chosen to provide a clearer view of the effects of the predictor
variables. The closeness/warmth subscales of the student-teacher relationship scale and
the intrinsic subscales, praise and induction, of the teacher’s disciplinary techniques
questionnaire formed the predictor variables in one analysis and the opposing subscales;
conflict/negative interaction and extrinsic techniques, reward and punishment,
respectively, formed the predictor variables of the second analysis. The criterion
variables for both analyses were the students’ scores on the externalising behaviours

subscale of the social behaviour questionnaire with gender as a covariate.

Findings and Interpretations
Reliability analyses for the externalising behaviours subscale from the social
behaviour questionnaire from both the parent and the teacher assessments displayed good
internal consistency with alpha levels of .918 and .958 respectively. The student-teacher
relationship scale from the teacher assessments also displayed good internal consistency
for the closeness/ warmth subscale (o = .819) and the conflict/negative interaction

subscale (o =.912). And finally the teacher disciplinary techniques scale from the teacher
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assessment also displayed good internal consistency (Punishment a. = .957, Induction a =
945, Praise o= .919 and Reward a. = .§32).

The externalising behaviours scéles from the parent and teacher assessments
displayed significant skewness and kurtosis in the distributions with skewness values of
.964 from the parent assessments and 1.520 from the teacher assessments and kurtosis
values 0f 2.159 and 1.838 for parent and teacher assessments respectively. Due to the
skew and kurtosis values the externalising behaviours scores were transformed using
Log10 transformation (Tabachnick & Fidell, 2007). After transformation the teacher
assessment scores for externalising behaviours was still largely skewed at a value of
1.006 but the parent assessment scores for externalising behaviours produced a much
lower value for skewness of .227 and values for kurtosis had decreased to .127 and .298
for parent and teacher assessments respectively.

Simple correlations analyses for the externalising behaviours subscale from the
parent assessments in comparison to the teacher assessments displayed a statistically
significant correlation » = .446, p<0.01.

Correlational analyses of student-teacher relationships with teacher disciplinary
techniques using one-tailed significance displayed statistically significant correlations
between closeness/warmth and induction r (127) = .150, p<.05, closeness/warmth and
praise r (127) = .497, p<.01, praise and induction r (127) = .299, p<.01 and
conflict/negative interaction and punishment r (127) = -.174, p<.05. However, the
correlations between the conflict/negative interactions subscale of the student-teacher
relationships scale and the extrinsic teacher disciplinary techniques displayed unexpected

negative correlations. Therefore, two-tailed significance was used which resulted in no
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significant correlations between the conflict/negative interactions subscale of the student-
teacher relationships scale and the extrinsic teacher disciplinary fechniques.

The independent samples t-test Was conducted to analyse if there was a gender
effect within the data. A statistically significant gender effect was displayed although
only within the externalising behaviours scores from the teacher assessments ¢ (126) =
1.989, p<.05. Therefore gender was included in all multiple regression analyses for
consistency purposes (Tabachnick & Fidell, 2007).

Hierarchical multiple regression analyses using the externalising behaviours score
from parent assessments indicated that closeness and warmth in student-teacher
relationships was a significant predictor of student’s externalising behaviours (F (2,91) =
4.796, p<.05) with the closeness/warmth subscale negatively correlating with the
student’s externalising behaviours score (see Table 1). Induction and Praise were not
significant predictors with no significant additional variance accounted for by model
three.

Table 1
Hierarchical Multiple Regression Analyses of Closeness/Warmth Student-teacher

Relationships and Intrinsic Disciplinary Techniqiies on Student’s Externalising
Behaviours as Perceived by Parents. -

B Std. Error t Sig.
Model 1 Gender -.028 018 -1.520 132
Model 2 Gender -.027 018 -1.503 136
Closeness -.042 016 -2.670 .009
Model 3 Gender -.029 018 -1.602 113
Closeness -.030 .019 -1.640 .105
Induction .000 .007 .058 954
Praise -.018 .014 -1.242 218

Note. R*=.024 for Model 1; AR*=.071 for Model 2; AR*= .016 for Model 3.

Conflictual student-teacher relationships was also indicated as a significant

predictor of students’ externalising behaviours score as perceived by parents (F (2, 90) =
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6.915, p<.05) with the conflict/negative interaction subscale positively correlating with
the externalising behaviours score (see Table 2). Punishment and reward were not
significant predictors with no signiﬁcaﬁt additional variance accounted for by model
three.

Table 2

Hierarchical Multiple Regression Analyses of Conflict/Negative Interaction Student-

teacher Relationships and Extrinsic Disciplinary Techniques on Student’s Externalising
Behaviours as Perceived by Parents.

B Std. Error t Sig.
Model 1 Gender -.027 019 -1.445 152
Model 2 Gender -.023 018 -1.310 .193
Conflict .047 014 3.391 .001
Model 3 Gender -.028 .018 -1.520 132
Conflict .043 014 2.992 .004
Punishment -.005 .005 -1.011 315
Reward -.005 .009 -~.509 612

Note. R?*=.022 for Model 1; AR?=.111 for Model 2; AR*= .011 for Model 3.

Hierarchical multiple regression analyses using data from the externalising
behaviours questionnaire from the teacher assessments indicated that the students’ gender
was a significant covariate and that student-teacher relationships were significant
predictors of students’ externalising behaviours score with F (2,124) = 11.216, p<.01 for
the closeness/warmth subscale and gender and F (2,123) = 139.573, p<.01 for the
conflict/negative interaction subscale with no significant additional variance accounted
for with the inclusion of teacher disciplinary techniques for Both analyses. Gender was
not a significant covariate when the conflict/negative interaction subscale of student-

teacher relationships was included in the model (see Tables 3 and 4).
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Table 3

Hierarchical Multiple Regression Analyses of Closeness/Warmth Student-teacher
Relationships and Intrinsic Disciplinary Techniques on Student’s Externalising
Behaviours as Perceived by Teachers.

B Std. Error t Sig,
Model 1 Gender -.037 018 -2.041 .043
Model 2 Gender -.035 017 -2.056 .042
Closeness -.065 015 -4.208 .000
Model 3 Gender -.042 .017 -2.455 015
Closeness -.049 018 -2.777 .006
Induction -012 .007 -1.758 .081
Praise -.018 .014 -1.320 189

Note. R*>= 032 for Model 1; AR?= 121 for Model 2; AR*= .042 for Model 3.

Table 4

Hierarchical Multiple Regression Analyses of Conflict/Negative Interaction Student-
teacher Relationships and Extrinsic Disciplinary Techniques on Student’s Externalising
Behaviours as Perceived by Teachers.

B Std. Error t Sig.
Model 1 Gender -.037 018 -1.980 .050
Model 2 Gender -.013 011 ~1.269 207
Conflict 117 .007 16.335 .000
Model 3 Gender -.017 011 -1.575 118
Conflict 114 .007 15.481 .000
Punishment -.003 .003 -.978 330
Reward -.008 .005 -1.557 122

Note. R*=.031 for Model 1; AR?= .663 for Model 2; AR*=.008 for Model 3.

Teacher disciplinary techniques were not significant predictors in combination
with student-teacher relationships. However, praise was significant predictdr with gender
as a covariate F (3,123) = 6.927, p<.01 as well as gender, punishment and reward F
(3,122) = 5.066, p<.01 when entered before student-teacher relationships within the
hierarchical multiple regression (see Table 5 and 6). Although, the subsequent inclusion
of closeness/warmth to intrinsic disciplinary techniques accounted for an additional 5.1%
of variance (p<.01) and the inclusion of conflict/negative interaction to extrinsic

disciplinary techniques accounted for an additional 59.1% of variance (p<.001).
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Table 5
Hierarchical Multiple Regression Analyses of Intrinsic Disciplinary Techniques on
Student’s Externalising Behaviours as Perceived by Teachers.

B Std. Error t Sig.
Model 1 Gender -.037 018 -2.041 .043
Model 2 Gender -.046 018 -2.607 .010
Induction -013 .007 -1.739 084
Praise -.037 012 -2.956 .004
Model 3 Gender -.042 .017 -2.455 015
Closeness -.049 018 -2.777 .006
Induction -.012 007 -1.758 .081
Praise -.018 014 -1.320 .189

Note. R?=.032 for Model 1; AR*= ,145 for Model 2; A R*=.051 for Model 3.

Table 6
Hierarchical Multiple Regression Analyses of Extrinsic Disciplinary Techniques on
Student’s Externalising Behaviours as Perceived by Teachers.

B Std. Error t Sig.
Model 1 Gender -.037 018 -1.980 .050
Model 2 Gender -.046 018 -2.565 .012
Punishment -012 .005 -2.514 013
Reward -.021 .009 -2.386 .019
Model 3 Gender -.017 011 -1.575 118
Conflict 114 .007 15.481 .000
Punishment -.003 .003 -.978 330
Reward -.008 .005 -1.557 122

Note. R*=.031 for Model 1; AR*= .080 for Model 2; AR*=.591 for Model 3.

Due to the greater predictor capabilities displayed by student-teacher relationships
in comparison to the teacher disciplinary techniques, the subscales within the student-
teacher relationships scale were analysed together using hierarchical multiple regression
analysis. Using data from the externalising behaviours questionnaire from the parent
assessments, closeness/warmth was indicated as a significant predictor F (2, 91) = 4.796,
p=.01. However, in combination with conflict/negative interaction, only the
conflict/negative interaction subscale was indicated as a significant predictor F (3, 90) =

5.486, p<.01 (see Table 7).
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Table 7
Hierarchical Multiple Regression Analyses of Student-teacher Relationships using Parent
Assessments.

B Std. Error t Sig.
Model 1 Gender -.028 018 -1.520 132
Model 2 Gender -.027 018 -1.503 .136
Closeness -.042 .016 -2.670 .009
Model 3 Gender -.024 017 -1.381 171
Closeness -.024 017 -1.389 .168
Conflict .038 015 2.511 014

Note. R*=.024 for Model 1; AR?*= .071 for Model 2; AR*= .059 for Model 3.

Using data from the externalising behaviours questionnaire from the teacher
assessments, the relationships seen with the use of the parent data was replicated with F
(2,124) = 11.216, p<.01 for the closeness/warmth subscale and F (3,123) = 95.526, p<.01
when combined with the conflict/negative interaction scale. However, gender was also
indicated as a significant covariate when considered with the cioseness/warmth subscale
at the exclusion of bthe conflict/negative interaction subscale (see Table 8).

Table 8

Hierarchical Multiple Regression Analyses of Student-teacher Relationships using
Teacher Assessments.

B Std. Error t Sig.
Model 1 Gender -.037 .018 -2.041 .043
Model 2 .| Gender -.035 .017 -2.056 .042
Closeness -.065 015 -4.208 .000
Model 3 Gender -014 010 -1.330 .186
Closeness -014 010 -1.360 176
Conflict 113 .008 14.961 .000

Note. R*=.032 for Model 1; AR*=.121 for Model 2; AR?*= .547 for Model 3.

Discussion
Results indicated that the closeness/warmth subscale of the student-teacher
relationship scale and the intrinsic teacher disciplinary techniques negatively correlated

with students’ externalising behaviours and that the conflict/negative interaction subscale
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of the student-teacher relationships scale positively correlated with students’
externalising behaviours. However, the extrinsic teacher disciplinary techniques
unexpectedly negatively correlated with the students’ externalising behaviours. This is
partial supportive of the hypotheses for this research with the exception of the extrinsic
teacher disciplinary techniques, which could benefit from further research.

Student-teacher relationships were indicated as a significant predictor of student’s
externalising behaviours score on the social behaviour questionnaire. Gender was also
indicated as a significant covariate of students’ externalising behaviours as perceived by
teachers. Externalising behaviours have displayed gender differences with boys more
commonly displaying externalising behaviours in comparison to girls (Bjorkquist et al.,
1992; Buhs et al., 2005; Crick et al., 1997). This gender difference may not have been as
obvious to parents as it to teachers due to the large number of students within the
classroom, which may be why the gender difference was only found within the data from
the teacher assessments. However, when combined with conflict/negative interaction
gender was not considered a significant covariate. Conflict/negative interaction student-
teacher relatipnships were indicated as such a strong predictor that when combined with
closeness/warmth student-teacher relationships and with extrinsic teacher disciplinary
techniques these factors were not indicated as predictors.

Teacher disciplinary techniques were not indicated as significant predictors of
students’ externalising behaviours when combined with student-teacher relationships.
However, the extrinsic teacher disciplinary techniques, punishment and reward, as well as
praise from the intrinsic disciplinary techniques when considered without student-teacher

relationships were indicated as significant predictors. This may be due to correlational
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effects between the student-teacher relationships and the teacher disciplinary techniques.
The results from the correlational analyses of the student-teacher relationships scale and
the teacher disciplinary techniques indicated that closeness/warmth in student-teacher
relationships are correlated with intrinsic disciplinary techniques of induction and praise.
However, the results did not indicate a correlation between conflict/negative interaction
student-teacher relationships and extrinsic teacher disciplinary techniques. Further
research on the relationship between student-teacher relationships and teacher
disciplinary techniques is needed for subsequent conclusions to be made, as this was not
an objective of the current study.

The predictor qualities of the student-teacher relationship on students
externalising behaviours have large applicable value within intervention strategies for
addressing externalising behaviour problems within the school setting. Improvement in
the quality of the relationship between teachers and students can greatly assist in
redirecting the externalising behaviour problems that students display within the
classroom. Interventions focusing on improving the relationship between the teacher and
the disruptivs: students may be an essential factor for successful redirection of
externalising behaviours.

The student-teacher relationship has a large impact upon the learning environment
within the classroom, which has been the focal point for a number of interventions that
have already been trailed within schools. Proactive and prevention strategies
concentrating on supporting students and rearranging their environments so as to avoid
difficult situations where the children are more likely to misbehave have already shown

great success (Bohanon, Fénning, Carney, & Minnis-Kim, 2006; Hawken, MacLeod, &
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Rawlings, 2007). Interventions including positive behaviour supports (Bohanon et al.,
2006; Hendley, 2007), competence enhancement behaviour management (Farmer et al.,
2006) and behaviour education prograrﬁs (Hawken et al., 2007) have lead to
improvements in academic achievement and an increase in appropriate behaviour when
applied to classrooms where there are children who have externalising behaviour
problems (Farmer et al., 2006; Hendley, 2007).

The positive behaviour supports from Bohanon and colleagues (2006) and
Hendley (2007) focus on assessing the classroom environment and rearranging both the
physical and emotional aspects of the classroom to attempt to reduce the students
externalising behaviours. These interventions are individualised to the students and their
classroom so that the factors influencing those particular children’s behaviours are
assessed and managed in the most effective and appropriate manner for the individual
student (Bohanon et al., 2006; Hendley, 2007).

Competence enhancement behaviour management and behaviour education
programs highlight the importance of preventing externalising behaviour problems so that
punishments are not necessary (Farmer et al., 2006; Hawken et al., 2007). However, these
interventions do not ignore the importance of appropriate punishment when the
preventions strategies are ineffective (Farmer et al., 2006; Hawken et al., 2007). In
particular, the behaviour education program encompasses a school-wide behaviour
support system with primary, secondary and tertiary level to the intervention focusing on
prevention strategies then appropriate disciplinary measures (Hawken et al., 2007).

Therefore, interventions including both student-teacher relationships and teacher
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disciplinary techniques may prove to be the most effective interventions in the successful
redirection of externalising behaviour problems.

The relationships between studeﬁt—teacher relationships and teacher disciplinary
techniques does need further research as results from this study did not indicate teacher
disciplinary techniques as a significant predictor of students’ externalising behaviours
when combined with student-teacher relationships. Also correlational analyses of
conflict/negative interaction student-teacher relationships and extrinsic teacher
disciplinary techniques produced no significant correlation between these factors, which
were also unexpected negative correlations. Further research into the relationships
between the student-teacher relationships and teacher disciplinary techniques and how
they interact with each other could provide some useful information for further enhancing
interventions to redirect externalising behaviours in early school age children. This study
only examined the relationships between student-teacher relationships, teacher
disciplinary techniques and students’ externalising behaviours from a predictor stance
with teachers’ influences on the students providing the main focal point. Reversals of this
relationship examining the influences of the students upon their teachers may also
provide some valuable insight into this relationship and could provide a greater
understanding for more successful interventions.

The results from this study do provide support for the applicable value of student-
teacher relationships and teacher disciplinary techniques in interventions focusing on
externalising behaviour problems. However, due to the design of the study only a -
correlational effect can be concluded on. Due to a limited timeframe and budget only a

cross-sectional study based on the perceptions of adults who know the students could be
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conducted. An observational and/or longitudinal study design would be desirable to
extensively research the relationships between student-teacher relationships, teacher
disciplinary techniques and students’ eXternalising behaviours. The teacher disciplinary
techniques questionnaire was also only in the piloting stages within this study and could
also benefit from further research endeavours.
Conclusion

In conclusion, student-teacher relationships are indicated as significant predictors
of student’s externalising behaviours with closeness/warmth student-teacher relationships
and intrinsic teacher disciplinary techniques negatively correlating with students’
externalising behaviours and conflict/negative interaction student-teacher relationships
positively correlating with students’ externalising behaviours. However, extrinsic teacher
disciplinary techniques negatively correlated with students’ externalising behaviours.
Teacher disciplinary techniques are also indicated as significant predictors of students’
externalising behaviours. Although this relationship is only seen when student-teacher
relationships are not taken into consideration. This may be due to the correlations
between studvent-teacher relationships and teacher disciplinary techniques. However,
correlations were only observed between closeness/warmth student-teacher relationships

and intrinsic disciplinary techniques. Further research on this topic is desirable.
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Appendix A: Principal Information and consent form.
Note: This is taken from the HREC approved “06-48 HALL Child-centred

Environments to Limit Early Aggression (CELEA) Intervention Trial, of which my
supervisor, Dr Runions, is Project Director. Nz

<Principal’s name> : o
CIAIP}
<School> - 2

May 2007 PROJECT

Dear <Principal’s name>, Childhood Aggresslon Prevention

An invitation to participate in piloting of assessment of the Childhood Aggression
Prevention (CAP) Project.

The Child Health Promotion Research Centre (CHPRC) at Edith Cowan University has been
investigating children’s bullying and aggression and its relationship to health and academic
outcomes in Western Australian schools for the past six years. The CHPRC has recently
received funding from Healthway to investigate the effectiveness of a Pre-Primary-based
universal project on the prevention of aggression and the promotion of healthy emotional and
social development in young children. The study aims to provide evidence based training
and support for Pre-Primary teachers to implement best practices in limiting aggression and
its disruptive impact in the classroom. This Childhood Aggression Prevention (CAP) project
has recruited 24 schools, selected randomly, to serve as either control or intervention
schools.

As this project is being evaluated to determine its effectiveness, all schools involved in the
study will be involved in data collection. But it is necessary to pilot test the questions before
they are included in the surveys that teachers and parents will complete for Kindergarten,
Pre-Primary, and Year One children. | am writing to ask the help of your school by
participating in a test/retest of survey questions to be used in the study with teachers and
parents.

Your school’s involvement:

1. We would ask for the assistance of Kindergarten, Pre-Primary and Year One
teachers in distributing an information letter and consent form to parents. Our ethics
committee requires we seek active consent from parents for teachers and parents to do
the assessments. The letter describes the CAP project and gives parents an opportunity
to advise us if they would like their child to participate in the survey (see copy of parent
consent letter attached).

2. For eight (12) children whose parents provide consent, we need the teachers to
complete two assessments. Each assessment should take approximately 10-15
minutes. Assessments are focused on students’ prosocial and antisocial (i.e.,
aggressive and disruptive) behaviours and their interpersonal skills, the teacher’s

relationship (closeness and conflict) with the student, and their use of different forms of
behaviour management with the child. We are aiming to have the second assessment
conducted two weeks following the first, and to have both completed before the end of
‘ Term 2, 2007.
3. For these eight students, we need to collect information from parents. The parent
assessments ask about children’s prosocial and antisocial behaviours, and about
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parenting style. As with the others, we will require two assessments, with the second
following roughly two weeks after the first.
4, We also require active consent from teachers for their involvement (see copy of
teacher consent letter attached).

Our compensation to your schoo/

e Through the support the W. A, Department of Education and Training, we are able to
provide financial compensation for the time required by teachers to complete
these reports. This will consist of relief payment to compensate teachers for their
time in completing the assessments. Each assessment takes approximately 12
minutes to complete, which we will round up to 15 minutes. Thus, eight
assessments should take around two hours. We will provide two half-day
teacher relief payments to cover the assessments (8 assessments x two times
each (test and re-test)).

e As well, as a token of our appreciation of your efforts and any work that might ensue,

we are offering your school a $50 gift voucher from Wooldridge’s.
e Finally, we will provide a report fo your school describing the data collected.

The data collected will be used by the CHPRC for our evaluation of the quality of our

instrumentation and the results of this evaluation will be reported to Healthway. An ECU

Psychology Honours student, Ms. Emma Spencer, will also be making use of the data

obtained through this process for her Honours thesis. Your school will not be identified in
either process. :
We would be very grateful fo you, your teachers, parents and students if you are able to help
us with this crucial part of the research process.
We will contact you by phone next week to discuss the possibility of your school being
involved.

If you have any questions or would like to discuss the project before that time, please do not
hesitate to contact the Project Director, Dr. Kevin Runions at k.runions@ecu.edu.au.

Yours sincerely

ANA
Dr Kevin Runions Professor Donna Cross
Project Director Executive Director
Child Health Promotion Research Centre Child Health Promotion Research

Centre
Edith Cowan University, Churchlands Campus
Pearson St, Churchlands WA 6018
Tel: 9273-8373
Fax: 9273-8799
Permission to conduct this study in Government schools has been obtained from the
Department of Education and Training. This study has been approved by the Edith Cowan
University Human Research Ethics Committee. If you have any concerns or complaints
about the research project and wish to contact an independent person you may ring the
Research Ethics Officer on 6304 2170.
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Appendix B: Teacher Information and consent form.
Note: This is taken from the HREC approved “06-48 HALL Child-centred
Environments to Limit Early Aggression (CELEA) Intervention Trial, of which my

supervisor, Dr Runions, is Project Director. : s .
PROJECT

Dear Staff member Childhood Aggression Prevention

May 2007

f An invitation to participate in the Childhood Aggression Prevention (CAP) Project.

The Child Health Promotion Research Centre (CHPRC) at Edith Cowan University seeks
your participation in the Childhood Aggression Prevention (CAP) Project, an innovative
research project focused on the prevention of aggression and the promotion of healthy
emotional and social development in young children. Your school Principal believes this is
an important project and has approved participation by your school in a test/retest of survey
questions to be used in the CAP project with teachers and parents from study schools.

Your Participation

We ask that you:
o Assist in distributing consent letters to parents and collecting completed consent
forms;

e For children whose parents provide consent, complete two assessments on no more
than 12 students in your class. (We will compensate you by paying teacher relief
commensurate to your time spent in completing the assessments on the children);
and

e Assist in distributing, tracking, and collecting two assessments (test/retest) from
parents who have.provided consent.

What do you need to know before agreeing to take part in the study?

Your responses to questions in the assessments will be treated as strictly confidential. Your
name will not appear on any documents and no one outside of the CAP research team will
have access to your data. Data collected will be used to examine the quality of the questions
that we are asking. Data will also be used by an ECU Psychology Honour's student, Emma
Spencer, for her Honour’s research project. All completed assessments and consent forms
will be stored in a locked facility at Edith Cowan University accessible only to the project
investigators. No schools, teachers, or students will be named in any publications resulting
from this project.

Further Information

If you would like clarification or further information, please contact the Project Director, Dr
Kevin Runions on 9273 8373 or by email at k.runions@ecu.edu.au.

Yours sincerely

Dr Kevin Runions Professor Donna Cross






Student-Teacher Relationships 74

Appendix C: Parent/Guardian Information and consent form.

Note: This is taken from the HREC approved “06-48 HALL Child-centred
Environments to Limit Early Aggression (CELEA) Intervention Trial, of which my
supervisor, Dr Runions, is Project Director.

<DATE>

Dear Parent/Guardian of <SCHOOL NAME> Primary Student
Re: Consent to participate in important aggression prevention research cpgnood Aggression p,evenfio;,

The Child Health Promotion Research Centre (CHPRC) at Edith Cowan University has been
investigating aggression, bullying and their relationships to health and academic outcomes in
Western Australian schools for the past six years. The CHPRC has recently received
funding from Healthway to investigate the effectiveness of an intervention to limit aggression
and the problems that go along with it in Pre-Primary classrooms. The Childhood
Aggression Prevention (CAP) Project aims to provide evidence-based training and
support for primary staff to support safer, more satisfying classrooms where students can
learn more effectively. |

<PRINCIPAL’S NAME> at your child’s school has agreed to participate in the CAP Project by
allowing teachers to complete surveys. We would also like you to complete two brief surveys
about your child’'s behaviour. Each survey should take no more than 15 minutes of your
time, and most parents find it interesting to answer questions about their children. By
returning your consent, whether or not you chose to take part in the study, you will entered in
a draw for a $100 Coles/Myer qift voucher.

What do you need to know before agreeing to take part in the study?

We hope you will be able to help us by filling out the survey about your child and by
permitting your child’s teachers to complete surveys about your child. But if you do not want
to, you do not need to explain why to anyone. You are free to withdraw from the study at any
time, with no questions asked, and all information provided to us up to that point will be
destroyed. We want to ensure that you are happy being part of the process of learning about
how schools can best support children’s social and emotional development and improve the
educational and social experiences of all the children.

Data collected will be used to examine the quality of the questions that we are asking. Data
will also be used by an ECU Psychology Honour's student, Emma Spencer, for her Honour's
research project. Your responses provided about your child will be freated as strictly
confidential. Your name or your child’s name will not appear on any documents. Teachers,
schools, parents and other individuals will not see your responses. All surveys will be stored
in a locked facility at Edith Cowan University accessible only to the project investigators.
Schools or students will not be named in any publications resulting from this project.

Further Information

If you would like any clarification or further information, please contact the Project Director,
Dr Kevin Runions on 9273 8373 or by email at k.runions@ecu.edu.au.
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Next Step
e If you AGREE to participate in the CAP project please complete the attached

consent form and refurn it in to your child’s teacher before <RETURN DATE>.

Teachers will provide you with a copy of the survey at a later date, which will
have full instructions for your next steps at that point

o If you DO NOT AGREE to participate in the CAP Project please complete the
consent form attached and return it to your child’s teacher by <RETURN DATE>.

If you return your consent form by <RETURN DATE> you will go into the running for a
$50 Coles voucher. Note that you do not have to agree to participate to go into the running.

Yours sincerely

Dr Kevin Runions Professor Donna Cross
Project Director Ekeoutive Director
Child Health Promotion Research Centre Child Health Promotion Research
Centre

Edith Cowan University, Churchlands Campus
Pearson St, Churchlands WA 6018
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INFORMATION ABOUT STUDENT

[ The following questions ask you about the child identified on the cover page, : ]

1. Gender of the child fplease circle one number)

Male 1
Female 2

2. Exceptional! Special Needs

a, Has the child baen form&llyy idantified as high nesd or nesding spacial assistancs dua to a
chronic madical, physical, or intells ctually disabling condition (e.4g., Autism, Cersbral Palsy, Down
Syndrome}? fplease circle one number)

Yes

No 2

b. Has an Education Assistant been appointed te support this child? {please drele one number]

Yas 1
No 2

¢. Has anindividual Education Plan (IEP} or Individual Behaviour Plan {IBP} been established for
this child? {eircle as mary as appl)

Yas, an |EP has bean establishad 1
Yas, an IBP has hean astablishad 2
Na formal individual plan have bean establishad 3

3. English as a Second Language (ESL) status

a. s English the first language for this child? That is, to your knowladgs, is English pradominantly
spaken in the child's homa? {please dicle one number)

Yes 1

Na 2

b. Doss this child requirs additional instruction in English compared with othet children in the
class? (pleass circls ome number)

Yes 1
No

o

[Questions 4 and 5 have been omitted. Please continus to Quastion o
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6. STUDENT'S BEHAVIOUR

ts relate to children's behaviour while in class or at s

you some questions regarding how this child has felt or acted over the

Using your knewladgs of the student, indicats which answer best describes the bahaviour of this child,
Even if this seems difficult, it is important to respend to all of the statements, If the behaviour is never
manifested, or if you are unable o evaluate the behaviour, answer never.

Within the past month, how often would you say that the child...
{please drele one number for each statement)

17 k Volunteenzd ta clean upa me\.s that uomeone elue had made'f‘ ! 2 o 3

:6;‘;18 Encouraged oth" ’hﬂd!en tepié(aaaparﬁculawhild? .

'B_ 19 Was eaqlfy diutracted had trouble tlc(lng 10 any aﬂtrvity‘? — i

Showed little Interest [n games, wﬁnqs;ar,qshergnmsing Wﬂ\'iﬁe&?l o

5. 21 Manipulated of Used others? k - i - 2 ‘3
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Question 6 (continued)
Within the past month, how often would you say that the child...
{please drcle one number for each statement)

3, 22  Was made fun of by other childien?

6, 2’3 : ‘When m&d al sﬁmeona Eﬁe»:i m qef others to dislﬁ(e that ﬁem{m?

B 24 Act.,d\-ilthout thmmng7

3 25 kDidn tseem lo bel zfullty a(ﬁr fmabehavlnq?

2!3 ‘F"efenedto p!ay;!one n.tnet thanwnh other chxldren?\ ‘ ‘ | ) — ,0; — 3 —

‘B 27 Enaaged hi "‘kselh heme in rlsﬁy ot dangemus acﬁmﬁes?

W as pfeocﬁupiedby tne ldea thm ucmethsng b“d oould namen to
histher parents?

B 39 héadiﬁ?ﬂpmdéchedéhtldren:théihe:‘shedldﬁtknow? — l — '2 ' 3

5. 38  Was unsble to concentrate, could not pay attention for lorg? = i 5 3

Was fearhul of argious?

539

“Ofkfe réd to ‘heylkp dn vnthcuf ﬁﬁeinﬁktik)‘ld or ﬂsked?

tied to dominate other ¢ ldran?

Held a grudge for along time tow“rd,‘ afrisnd ora clas mate alter
heishe had an argument with that child?

[
[

B. 44 ) Was insensitive to other people's feelings? — - 1 2 3

When mad at someone, became filends with another as "?‘,"?“93?‘,

~Didnt chémge Misihet belaviour after bﬁhisliﬁven ?

laocalon Up o chidren he/she diant ki
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Question 6 (continued)
Within the past month, how often would you say that the child...
{blease circle one number for each statement)

rer | Somedmes |

B. 40 Was Impulsive?

6:71 W smanentwe? — — - ) UI ‘ ‘2 — a3

ks 73 “T'ned tokmak pywlthachlld with whom he~ he hadénhrgument? — kl - 2 — 3

Gf 74 Had toubleen| ying himherself?

ﬁ 5 Helpedotherchxldreh‘(fnend..,brotheror ..i,ter]'\-‘l‘uowete'feehng
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Quastion 6 {continuad)

These questions are about the child in general. Please indicate if the following statements are
very true, a little true, or not true for this child, If the behaviour is never manifested, orif you are
unahle to evaluate the behaviour, answer not true,

In gengaral, this child...
{please circle one numbel fer each clatement.)

6. ?B kCankclétect ;rf s-omébne has‘?k ' B k1 - ,2 - — 3

=z Rarely smiles?

5. 78 Cannotguesa The Tentions of mhers?

: | adkf«s}r mhers whan timv are hun‘?

6. 8¢ Eastlypercewesthe feehngsufﬂthels’? ‘ — ! ' 2 3

k Sharas thlngs wnth othef ¢h Idre n? k

Thank you!

Please continue to the next page.
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7. STUDENT-TEACHER RELATIONSHIP

{Plaase circle one number for each statement.}

| shara an affectionate, wérm ‘
ralationship with this child, ! 2 3 4 5
This child and | always seemiobs
If upset, this ¢
from me.
T

This chiid valugs hisher relationship
with me.

This child spontanieously sharas
information about himselftharsal.

8.
7.9 tis easy to be in tuns with what this
child is fesling.
This child remai

This chid's fealings toward me can bs
unpredictabls or can changs suddsnly.
iis child Is sneaky ormanipulatve ==, =, .
This child openly sharas histhher
feslings and expsriences with ma.

1 2 3 4 5

Adapted and reproducad by spadd parmission of tha Pubtister, Psychologoal Assassmant Resawcas, o, 16204 North Florids Avenua, Lulz, Florida 33649,
from tha Sludant-Teachar Ralalionship Soala by Pobard C. Pianta, PALD. , Copyrght 1991, 1992, 1984, 2001 Iy PAR, ire. Furthar regrodunten prohibiad
without parmissien of SAR, e
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8, TEACHER RESPONSES

In the past month, when this child broke the rules or did things that he/she was not supposed
to, how often did you...
{please circle one number for each statement)

Raise your voica or yall at
hinvher?

2 lproblemwiththe child? '

Describe altarnative ways »

8. 3 | of bshaving that are i 2 3 4 5
acceptable with the child?

Question 8 (continued)

In the past month, when this child pbeved the rules or did the things that he/she was supposed
to do, how often did you...

{oleaze circle one number for each statement}

Say that you wers proud of -
. ; 2
himher? ! ' 3 4 >

i meteria reward for

Draw tha child's behaviour to the
attention of class?

5. 12 |Provide a token or voucher t
~  |wenttoward eaming & reward?
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[Question 9 has been omitted, Please continue to question 10]

10. TEACHER'S SOCIAL COMPETENCE RATINGS

Fuor this child, pleass indicats what you fesl o be this child’s actual tendencies in response te sach
quastion, in your opinion. Using the scala an the right, please indicate the degres to which the
statemartt is “never true”, “rarely trug”, “sometimes true*, or “often trus”. For sach item, please circle

the number eorrespcnding to the singla bast responss.

This child finds it hard to make friands,

Thls child often feals sarry for 1 o 3 4

10.3 ara lass fartunate.

This child usually feals sorry for other 4 2 3 4
childran who ara being teassd.

10.7

— réiyfeels sﬂynﬂ[\jétm?fbr‘\bt‘héf‘k ‘ 1 - 3 . 4
children who are upset or sad.

10.9

i1. Date of Completion: Day Month Yoar

| Thant 'vcu for takmc{ the tm'ee ta cemplet& this survev
~ Your partlcipatian in this research is valua&

What next?
* Place the sutveys in the envelope provided. These will be collected by the

CAP Project team.

Childhood Aggression Prevention
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7. YOUR CHILD'S BEHAVIOUR

Using your knowledge of your child, indicate which answer, from your point of view, best describes his
or her behaviours. Even If this ssams difficult, it 8 important to respond to all of the statements. If the
bahaviour has naver manifested, or if you are unable to svaluale the behaviour, answer never or not
trus.

Within the past month, how often would you say that your child...
{please drcle one number for each statement)

7.1 Tried to stop a quarrel or dispute?

73 Damdge& or'b'rb‘kekhiq ieur'owntﬁings? - i — 2 3

7. k5 Tried to help someone who had been hurt? i 2 3

0 80, admitted helshe wanwronginorder
frlend or a classraat

"Ehcdu‘fégéyc‘f other éhﬂkd'réh' to plck bn a paﬁiéu!m éhild? k

sticking to any activi

ted,

7.19  Showed little interest in games, outings, or otlet amusing activitizs?

: made fun of by other children?
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Question 7 (continued)
Within the past month, how often would you say that your child...
{please drele one number for each statement]

ever | somermes | oten

7. 21 When mad at someons, tried to get others to dislike that person? ) 1 2 3

ther than wil fot‘h‘e(ehildm:n’?

selherselt in risky of ddngetdus activities?

melhing Ged could

Was not 23 Happy as other children?
Readily approached childien that helshe didntknowy

k Avbidéd t éoﬁeﬁ)ylkof other chlldrewn‘?ﬁ




Student-Teacher Relationships 90

Question 7 (continued)
Within the past manth, how often would you say that your child...
{please circle one number for each statement)

‘7, 4‘[ 'Wz"as yimpulsive, aéted WOt thinking?

7. 73 Helped other children {frierds, Irother or sister) who were feeling
slck?
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8. Your Parenting

Presented below are different stataments about your child and your behaviour with him  her,
Rate the degree to which each statement sounds like you and how you think about parenting.

Infeass circle one number for aach statement)

| often tell miy child that |

appraciate what he/she tries out
ot achiavaes,

| believe that praisa is mors { 5 3 4 5

8.3 sffactive than punishment,

Lo
[
F
o

8.5 |raspectmy child’s opinions, 1

Whan | am angry with nwy child, | 1 a 3 4 5

8.7 Jat him/her know about it

I Ist my child know how
disappointed | am if he/she
miskshaves.

8. 11 | often joke with my child. 1 2 3 4 5

[ talle it over and raason with my 1 5 3 4 5
child when hefshe misbahavas.,

My child should laarn how ta
8. 15 bhehavs properly towards histher 1 2 3 4 5
parents.




Question 8 continuad

| control my child by warning
8. 16 him'har about the bad things that
can happan to himdhar,

| am easygaing and relaxed with

8. 18 my child,

Wy child and | have a gond
ralationship.

A child should not have sscrets
from his'her parants.

| encourags my child to handle

8.24 problems.

My child should be aware of how

8.2% i Vel
much | sacrifica for hinvher.

8.28 | exprass my affaction by
) hugging and holding my child,

Student-Teacher Relationships 93

3% ]
(7]
EN
o

]
[ A
'
o
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Question § continuad
9, PARENT'S SOCIAL COMPETENCE RATINGS

Far your child, plwese indicate what you feel to ba your child's actual tendencies in response to aach
quastion, in your opinion. Using the scala on the right, pleass indicats the degres to which the
statement is “never frus”, “rarely true”, “somstimes trua”, or*often rug”, For each tem, please circls
tha number cmraspondmg to the single best rasponse.

9.1 Wy child finds it hard to maks frisnds. 1 2 3 4

Ky child often fesls sarry for others who ’
are less fortunats,

[\
()
E-S

9.3

9.5 My child usually feels sympathy for othars. 1 2 3 4

My child usually feels sorry for other i 2 3 4

8.7 childran who ara baing teasad,

My child rarely fasls synmipathy for othar 1 9 3 4

99 children who ara upset or sad.

Childhood Aggression Prevention
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