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CHAPTER I
INTRODUCT ION

The teacher's classroow behavior has been analyzed fronm
almost every conceivable perspective in the past twently years.
Teacher educators, school adminisirators, supervisors, and
teachers have discussed and written about this most important
aspect of American education. This concern about teacher be-
havior reaches every person at some time in his life.

Fianders' System of Interaction Analvsis has fast becone

a well known instrument for analyzing the teacher's verbal bew
havior in the classroom (1, 2, ‘1%, 15, 20}, Ore renson for
its growth in popularity is that it gives the teacher 2 reli~
able source of feedback on his verbal behavior from which he
can evaluate himself, On the basis of this evaluation, he can
set out to change his behavior if he so desires,

Truax's Interpersonal Scales have also become widely

knowr in the area of counselor education (28, 2%, 30, 337,
Truax's scales give the counselor an opportunity to ascertain
where he stands in relation Yo certain levels of zccurate

empathy, genuineness, and nonpessessive warmth (28}, fuch as

Celtin

-t

Flanders' system allows objective inTormaticy oor &
verbal behavior in teacher sducation, Truax's scales z2llow
the counselor to maks an objective observation of his verbal

behavior. Even though Truax's scales have heen vsed for the



most part in the training of counselors and psychotherapists,
there have been studies using the scales in other teaching
situations (28, 29).

Studies indicated that training in interaction analysis
results in a teacher's effecting greater achievement in his
students (2, 14, 15). According to Truax, student learning
is enhanced by teachers who are genuine {congruent), and are
capable of expressing unconditional positive regerd (warmth),
and empathy to their students (28), Hough (18) states that
these elements of empathy, genuineness, and warmtih can be

obgerved through the use of Flanders' Svsiem of Interaction

Analysis. Therefore, in view of the above findirgs, ii seems
logical to consider the possibility that training in inter-
action analysis actually increases the elements of warmth,
empathy, and genuineness within the trainees., The exploration
of such & possibility could afford a degree of enlightenment
concerning a possible reason why the training of teachers in
interaction analysis does result in their effecting better

learning within their students.

Statement of the Problen
The problem was to determine the effects of training in
interection analysis upon teachers' interversonal behavior in

the classroon as perceived by their students.

Purposes of the Study
The specific purposes investicated were to asccertain the

At

effect of training in interaction analysis upon the levels of



1. accurate empathy in teachers,

2. nonpossissive warmth in teachers,

3. genuinencss in teachers, and

k. an analysis of the relationship between interaction
analysis and the interpersonal behavior of the classroom

teacher in view of its implications in teacher education.

Hypotheses
The major hypotheses treated by this study were as
follows:
1. Teachers who have participated in a training program

in Flanders' System of Interaction Apalysis will demonstrate

a statistically significanl mean increase on accurate empathy
as measured by the Relationship Questionnaire when compared
with teachers who have not had this training.

2, Teachers who have participated in a training progran

in Flanders' System of Interaction Analysis will demonstrate a

statistically significant mean increase on nonpossessive warmih
as measured by the Relationship Questionnaire when compared
with teachers who have not had this training.

3. Teachers whoc have participated in a training progranm

in Flanders' System of Interaction Apnalysis will demonutrate

a statistically significant mean increase on genuineness (self-

congruence} as measured by the Relatlionship Questionnaire when

compared with teachers who have not had this training.



Background and Significance of the Study

The most important factor in developing a proper climzte
in the classroom 1s that-of the teacher's verbal behavior.
This behavior sets the tone for any of the activities that
occur within the classroonm setting. Also, the success or
failure of classroom activities is dependent upon how the stu-
dents perceive the teacher's behavior. In short, the teacher
is in charge, and what happens is ultimately dependent upon
the quality of interaction that the teacher initiates.

The earliest studies of spontanecus pupil and teacher
behavior by Anderson (3) were based on the observation of
“dominative” and "integrative" behavior of tezchers. Domi-
native behavior indicated that the teacher dictaisd almost
every move of the students. Integrative behavicr was thai of
giving the studentis more freedom in the classroom. These
studies found that when either dominative or intagrative e~
havior predominates, ihat type of behavior continues and
incraases even when the teacher is out of the rcom. Also,
that once a teacher develops one of these patterns of behavier,
it will probably continue on inte the next year. Furtherrore,
the findings indicated that pupils show more spontaneity,
initiative, voluntary csocial contributions, and coniributions
to problem-solving under teachers showing a higher proportion
of integrative contacts. Finally, it was found thai the stu-
dents under teachers displaying dominative behavior are more

easily distracted from school work and, although they show



greater compliance to teacher domination, they tend to reject
the teacher personally.

Lippitt and White's study (21) with adults’' influence on
male groups gensrally confirmed the findings of Anderson and
others. Flanders (13), through a laboratory situation, ex-
posed students to contrasting teacher behaviors. The
predominant dominative behavior of ihe teacher reduced the
student's ability to recall and reduced disruptive anxiety
and changes in heartbeat rate., Integrative contacts produced
opposite trends in pupil reactions., Cogan (10) did a large
cross~sectional study and found that students did more assigned
and extra school work for teachers whom they perceived as being
integrative as contrasted with those that were perceived as
being dominative.

Since the Anderson studies, educational researchers and
others have attempted to categorize teacher behavior in the
classroom in many ways. Some category gystems have even in-
cluded classroom climate. The most important systems that
have evolved since the Anderson studies are those by Balesg,
Withall, Medley and Mitzel, and Flanders (2, 8, 21, 32).

Bales' Interaction Processy Analysis (1950) consisted of twelve

categoriecs and required that the observer be present in the
classroom at the time the recording was done (£). Withall (32

developed the Social-Emotional Climate Index, which was =z

refinement of the Bales' system. Withall had only seven

categories. Medley and Mitzel (22) developed the Qbservation




Schedule and Recerd Technigue (0ScAR) using some of Withall's

methods plus those of their own.

Filanders' System of Interaction Analysis (2) is divided

into three main areas--teacher talk, student talk, and silence
or confusion. {See Appendix A.) These three areas are divided
into ten categories. Teacher talk includes categories one
through seven; student talk, categories eighit and nine; and
silence or confusion, category ten. Teacher talk is either
indirect (categories one through four) or direct (catsgories
Tive through seven). Percentages of teacher talk in these
categories determine whether a teacher ig direct or indirect,

Flanders’ System of Interzction Analysis is perhaps the most

widely used category system today,

Flanders (13) isolatéed junior high school teachers whose
pupils had learned the most and the least after a two-week
experimental program in mathematics. He found the teachers of
the higher-achleving pupils used five to six times as much

acceptance of student ideas and encouragemerit of student idea

0

;
they used five To six times less direction znd criticism of
student behavior; they talked lo'per cent less; and they en-
couraged two to three times more student~initiated %alk. Amidon
and Glammetteo (1) compared teachers of high-achieving pupils
with those of low~achleving pupils and Tound similar results.
Kirk conducted a study (20) in which an experimentsl
group of student teachers in elewmentary education who were

taught interaction analysis training. He found the experimentsl



group to be much more indirect; that is, they talked less,

had more pupil-initiated talk, and accepted pupil ideas more

often than did the student teachers in the control group.
Several studies (1, 2, 14, 15, 20) have indicated that

training in Flanders' System of Interaction Analvsis does

help the teacher realize the importance of what he says and
how much he says in the classroom. Therefore, it does help
create a more desirable learning atmosphers whers the student
is accepted, encouraged, and made to feel freer in expression
of his feelings.

Arthur Combs (11) preferred to think of goecd teaching as
a kind of helping relationship. He wént further by saying
that all helping relationships, vherever they zre found, scen
to have a high degree of sgimilarity; no matter where they are
~-in the classroom, the counseling office, in psychotherapy,
or in the relations between teachers and supervisors, super-
visors and principals, or administrators and siaff.

Truax and Carkhuff (28) have discussed this same helping
relationship and go quite a bit further in defining the in-
gredients that comprise such a relationship. They say that
in a helping relationship which produces positive behavioral
change in the person being helped, there is a significantly
higher level of accurate empathy, genuineness, and warmih than
is found in relationships that produce negmtive behavioral
change. Truax has developed rating scales which measure levels

of the three ingredients. From the rating scales, Truax



developed Truax Relationship Inventory. The Truax Relation-
ship Inventory will be used as a measuring device in this
study.

The present study was to determine if training in

Flanders' System of Interaction Analysis will cause the

teacher to be aware of his verbal behavior in such a way as
to result in his being more accepting (warm), genuine, and

empathic.

Definitions of Termns
The following definitions apply to certain selecied
terms throughout the study:

1. Accurate empathy.--The teacher's sensitivity to

current feelings of his students in conjunction with his verbal
facility to communicate thie understanding in a language
attuﬁed to the student‘s current feelings. At a high level of
accurate empathy the message "I am with you" is unmistakenly
clear.

2. Nonpossesgive warmth.-~The acceptance of the student

as a person with human potentialities. It involves a non-
possessive caring for the student as a separate person along
with a willingness to share equally his joys and aspirations
or his depressions and failures., In addition, the student is
valued as a person without contamination from an evaluation of
his behavior or thoughts. The teacher's response to the stu-

dent's thoughts or behavior is a search for their meaning or



value within the student rather than an expression of approval
or disapproval,

3. Teacher genuineness.--A1t the moment, the teacher is

really whatever his responge denotes. It‘does not mean the
teacher must disclose his total self, but only that whatever
he does show is a real aspect of himself, Thuéfthe teacher's
response must be sincere, not one that grows out of defen-
siveness; nor is it a merely “professional” response that has
been learned and repeated., In essence, 1o be "genuine™ is to
lack pretension or defensiveness.

4%, Flanders' System of Interaction Analysis.--An ob-

servational tool which classifies the verbal behavior of
teachers and students inte categeries.

5. Matrix.--The tool on which the observed classroon
verbal behaviors are recorded to facilitate undersianding of

the relationships anong catagories.

Limitations of the Study

1. Variables other than the iraining in Flanders®

System of Interaction Analvsis may operate to influence per-
ceived levels of the three interpersonal qualities. This

limitation was imposed because it was not possible to control
all environmental factors., There was ro known reason to
suppose ithat extraheous factors would not cancel thenselves
out.

2. This study was limited in time to the spring semester

from January until May of ]9?0 and geographlically to the
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two high schools involved in the Dallas Independent School

District.

Basic Assumptions
‘1. It was assumed that the twelve hours of training in

Flanders' System of Interaction Analysis was adequate for the

experimental group to become proficient in tallying classroom
interaction and recording in a matrix classroom analysis.
This assumption is in keeping with Flanders' recommendation
for training.

2. It was assumed that the number of questionnaires
filled out by the students of one class, selected at randon,
would reflect a representative sample of the overall inter-

personal behavior of the teacher,

Instruments

The Truax Relationshlp Questionnaire is a 120-item true-
false questionnaire developed by Charles B, Truax in 1963.
The guestionnaire measures the student's perception of the
qualities of interpersonal relations. Reliability and validity
of the questionnalire are tied closely to the reliahbility and
validity of the interpersonal scales developad by Truax and
Carkhuff (28}, which are described in the following pacagraphs.

The Accurate Empathy Scale is an attempt to define nine
degrees of zccurate empathy, beginning with an almost compleite

lack of empathy and continuing to a level where the teacher
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unerringly responds to the student's full range of feeling and
recognizes each emotional nuance znd deeply hidden feeling.

The Nonpossessive Warmth Scale is an attempt to define
five degrees of nonpossessive warmth, beginning wiith an almost
complete lack of warmth and continuing to a level where the
teacher unerringly communicates to the student a deep and
genuine caring for him as a person with human potentialities,
uncontaminated by evaluations of his thoughts or behaviors.

The Teacher Genuineness Scale consists of a five-point
scale beginning with a teacher who conveys explicit evidence
of a very considerable discrepancy between what he says and
what he experiences and continuing to a level where the
teacher is freely and deeply himssl?® in the relationship.

Reliability of the scales hes been established in the
correlations for twenty-eight studies involving a variety of
therapist and patient populations. (See Appendix D.)

Validity of the scales is difficult to assess. According
to Truzax,

The reader can assess the face vallidity of

the scales themselves as he reads them. Beyond

that, we know Trom the evidence that these scales

are significantly related to a variety of client

therapsutic ocutcome. From this we might say that

whatever they are measuring is what we believe the

theory should say constitutes central therapeutic

ingredients., HMoreover, whal the scales do indeed

measure 1s whai the fields of counseling and

therapy should make ceniral aspzcis ol training

and practice (28, p. 44,

According to Truax aznd Carkhuf{ (28) the Truax Relatioun-

ship Questicunnaire's measurement ¢f the three central
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ingredients correlate very low (correlation of .10 to .20)

when used with hospitalized mental patients. This was due to
the great fluctuation of attitudelthese patients demonstrate
from one day to the next and proves tov be totally unreliable.
However, on less disturbed clients such as juvenile delinquents,
the relationship questionnaire correlated between .53 and .56
with the ratings made from ohjective tape recordings (28).

The reliability of the questionmaire was tested on 2
more normal pupilation in the fall of 1969 at North Texas State
University to a group of thirty-six freshman and scphomors
students. Its purpose was to provide more consistent infor-
mation and enhance the instrument’'s use. Using test re-test
method two weeks apart under as identical testing situations
as possible a pearson-product correiation of .83 was obtained,
(See Appendix E.)

Based on the preceeding information, the questionnasire
should provide reliable information from a group of high school
students. Validity of measuring these three ingredients is
still in guestion. This validity will perhaps remain in
question until more comprehensive studies of this type can be
conducted in our schools.

The instrunent is scored cn a positive total-score basis.
This means that there is a separzte score for each of the three
interpersonal gqualities. The total score is 165 which includes
45 for teacher empathy, 63 for teacher warmth, and 57 for

teacher genuineness. Since the anzwers are simply true or
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false, there is considerable over-lapping and a wrong score
will simply lessen the total scere. Therefore, there can be
no negative scores., The scores could possibly range from 0O

to 165.

Procedures for Collecting the Data

The thirty-iwo teachers involved in this study were
volunteers from the W. T. White High School and Hillcres! High
School in the Dallas Independent Public School District.

These schools were selected for the study because of their
proximity to one another, their similar size, educational
philosophy, curricular offerings, and the fact that they werc
both located in the samz upper-middle soclo~economic area of
the city.

There was an experimental and a control group. The
experimental group came from W, T. Whiie High School and the
control group from Hillcrest High School.

All of the teachers were pre-tested with the Truax
Relationship Questionnaire (See Appendix B) prior to the
training sessions in interaction analysis., Each teacher drew
a number which represented the clzss that was to complete the
questionnaire. Enough questionnaires for the class to fill
oul were given to each teacher. Verbal and wriitten insitruc-
tions were given to the teacher so that they would know what
to say at the time of testing. (See Appendix F and G.) These

insiructions also contributed to uniformity of the separate
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testing situations. The questionnaires were numbered and
students did not sign their names in order to insure freedon
to answer honestly. The teachers were asked not to read the
questionnaires so that they would not immediately become ego-
involved with the student's answers.

After the pre-test the experimental group was given

twelve hours of training in Flanders' Systiem of Interaction

Analysis. (See Appendix C.) This training was a part of the
Staff-Development Program of the Dallas Public Schools. The
teachers were afforded released time of an hour and a half per
session for eight sessions.

The control group from Hillcrest High School underwent
a self-evaluation program during the same pericd of staff-
development. Each department of Hillcrest was involved in
self-evaluation as their staffwdevélopment.

At the end of the training period the teachers were
given a post-test of the Truax Relationship Qﬁestionnaire.
The gquestionnaires were filled out by the same pupils that

filled them out for the pre-test.

Procedure for Treating the Data
The data were treated through the use of analysig of
covariance with the pre-test being the covariant. A signife
icance level of .05 wag reguired for the rejection of the rull
hypotheses,
The statistical treatment of analysis of covariance was

done by the IBiM Computer Center of Narih Rovoes Sded-
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University. The programming of the analysis of covariance
was programmed from the "Health Sciences Computing Facility."”
of the University of California at Los Angeles.

Explanation of the function and rationale for using
analysis of covariance 1is best explained from John T. Roscoe's

Fundamental Research Statistics (26, pp., 254-256).

The analysis of covariance is a blending of
regression and the analysis of variance, which
perunits statistical rather than expsrimental con-
trol of variables. The result is equivalent to
matching the various experimental groups with
respect to the variable or variables being con-
trolled.

The analysis of covariance consists essen-
tially of determining that a proportion of the
variance of the criterion existed prior to the
experiment, and this proportion is eliminated
from the final analysis. It should be immediately
apparent that two substantial benefits acerue from
such a procedure: (1) any variable that influences
the variation of the criterion variable may be con-
trolled, and (2) the error variance in the analysis
is substantially reduced.

The analysis of covarisnce is concerned with
concomitant variation in the criterion variable
and a variable whose relationship to the criterion
is to be controlled. Covariance may be defined
as the me2an of the products (for paried variables)
of the deviations from the mean, and it may be
calculated from the formula:

S

Cov = -



CHAPTER BIBLIQGRAPHY

Amidon, Edmund J. and M. Giammatteo, "Verbal Behavior of
Superior Teachers,”™ Elementary Schoel Journal, LYV
(FPebruary, 1965), 283-285,

Amidon, Edmund J. and N. A. Flanders, The Rcle of the
Teacher in the Classroom: A Manual for lUndersianding
and Improving Teachers' Classroom Behavior, Minneapolis,

Minnesota, Asscciation for Productive Teaching, Inc.,

1967,

Anderson, H. H., "The Measursment of Dominction and of
Socially Integrative Behavior in Teachers' Contacts
with Children," Child Develovment, X (1939}, 73-89.

Anderson, H. H. and H. E. Brewer, "Studies of Teachers'
Classroom Personalities, 1: Dominative and Socially
Integrative Behavior of Kindergarten Teachers,"
Psychological Monographs, VI (1946), 101-105.

; "Studies of Teachers'

Clagsroom Personalities, 1I: Effects of Teachers'
Dominative and Integrative Contacts on Children‘'s Clasg-
room Behavior," Psychological Monographs, VIII (1948),
LE8-4713,

Anderson, H. H., H, E. Brewer, and M. F. Reed, "Studies of
Teachers' Classroom Personalities, IIi: Follow-up
Studies of the Effects of Dominative and Integrative
Contacts on Children's Behavior,” Psychological
Monographs, XI (1346), 202-209,

Anderson, J. P., "Student Perceptions of Teacher Influ-
ence," unpublished doctoral dissertation, School of
Educatlon, University of Minnesoia, Minneapolis, Minn.,

1960.

Bales, R. F., Interaction Process Analysis, Cawbridge,
Magsachusetts, Addison-Wesley, 1950,

Bondi, Joseph C., Jr. and Richard L. Quer, "The Effecis
of Interaction Analysis Feedback on the Verbal Behavior
of Student Teachers,” Washington, D. ¢., Educational
Regource Information Center, ED 028 995, September,
1969.

16



10.

11.

12,

i3,

14,

15.

16.

17.

18.

190

20.

17

Cogan, M. L., "Theory and Design of Teacher-Pupil Inter-
action,” The Harvard Educational Review, XXVI (1965),

315-342,

Combs, Arthur W., The Professional bducatlon of Teachers,
Boston, Allyn and Bacon, Inc,, 1965,

Crispin, David B. and R. Duane Peterson, "School Faculty
Meetings~--An Interaction Analysis,” Educational Re-
source Information Center, ED 025 480, Washington,

D. C., May, 1969.

Flanders, N. A., "Personal-Social Anxiety as a Factor
in Expﬂrlmental Learning Situations,” Journal of Edu-
cational Research, XLV (1951), 100-110,

y "Teacher Influence Pupil Attitudes and

Achievement Final Report," Project 397, Cooperative
Research Program, U. S. O0ffice of Education,
Minneapolis, Minnesota, University of Minnesota, 1960.

» "Helping Teachers Change Their Be-

havior," unpublished doctoral dissertation, School of
Education, Unlver81ty of Michigan, Ann Arbor, Michigan,
1962,

Gage, N. L., editor, Handbook of Research on Teaching,
Chicago, American Education Research Assocliation, 1963

Glenn, Austin Willard, "The Prediction of Rehabilitation

Training Outcomes in & Residential Rehabilitation Center,”

unpublished doctoral dissertation, School of Education,
University of Arkansas, Fayetteville, Arkansas, 1968,

Hough, John B., "Ideas for the Development of Programs
Relating to Interactlon Analysls," Educational Revourcn
Information Center, CD 024 514, Washington, D. C.,
April, 1969.

Hough, John B. and Richer Ober, "The Effect of Training in
Interaction Analysis on the Verbal Teaching Beshavior of
Pre-Service Teachers,” Educational Resource Informztion
Center, ED 011 252, Washington, . C., February, 19&6.

Kirk, J., “The Effacts of Teaching the Minnesota gbstom
of 1ﬂt“rd0b¢OW Analysis on the Behavior of Stude
Teachears," unpublished doctoral dissertation, School
of Educat .cn, Temple University, Philadelphia,
Pennsylvania, 1964,



21,

22,

23.

2k,

25.

26.

2?.

28.

29,

18

Lippett, R. and R. K. White, "The Social Climate of
Children's Groups,” Child Behavior and Develooment,
R. G. Barker, J. S. Kowin, and H. F. Wright, editors,
New York, McGraw-Hill Book Company, 1943.

Medley, D. M. and H. E. Mitzel, Studles of Teacher Be-
havior: Refinement of Two Technlqueo Tor A: Assec81ng

. Teachers' Classroom Behaviors, New york, Board of
Higher Education, City of New York, Division of
Teacher Education, Nc. 28, 1955.

Parrish, H. Wayne, "A Study of the Effects of In-
Service Training in Interaction Analysis on the
Verbal Behavior of Experienced Teachers," unpublished
doctoral dissertation, School of Education, University
of Oregon, Eugene, Oregon, 19€8.

Redding, Arthur Joel, “The Relationship Between Training
in Verbal Interaction Analysis and Selected Counseling
Process Variables,” unpublished doctoral dissertation,
School of Education, University of North bakota, Grand
Forks, North Dakota, 1968.

Roberts, Jullian, "Needed Research in Teacher Education--~
Sensitivity Training and the Process of Change,"
Educational Resource Information Center, ED 013 797,
Washington, D. C., May, 1968,

Roscoe, John T., Fundamental Research Statistics, Dallas,
Holt, Rinehart and Winston, Inc., 1969,

Simon, Anita, editor and others, “Mirrors for Behavior:
An Anthology of Classroom Observation Instruments,"
Educational Resource Information Center, ED 029 833,
Washington, D. C., October, 1569.

Truax, C. B. and Robert R, Carkhuff, Toward Effective
Counseling and Psychotherapv: Training and practice,
Chicago, Aldine Publishing Co., 1967.

Truax, €. B., G. R. Leslie, ¥, W. Smith, A. W. Glenn,
and G. H. Fisher, "Empathy, Warmth and Genulneness
and Progress in Vocational Rmhﬂbllluaulcn," unpub-
lished manuscript, Arkansas Rehabilitation Rehearcn
and Training Center, Unlversity of Arkansas,
Fayetteville. Arkansas, 1966.



30.

31.

32.

33.

19

Truax, C. B., B. T. Tunnell, Jr., and A. W. Glenn,
"Accurate Empathy, Nonpossessive Warmth, Genuineness
and Patient Outcome in Silent and Verbal Ouipatients,”
unpublished marnuscript, Arkansas Rehabilitation Re-
search and Training Center, University of Arkansas,
Fayetteville, Arkansas, 1966.

Truax, ¢. B., D. G. Wargo, R. R. Carkhuff, B. T. Tunnell,
Jr., and A. W. Glenn, "Client Perception of Therapist
Empathy, Warmth and Genuineness and Therapeutic Out~
comes in Group Counseling with Juvenile Delinguents,"
unpublished manuscript, Arkansas Rehavilitation Re-
search and training Center, University of Arkansas,
Fayetteville, Arkancas, 1966.

Withall, J., "The Development of a Technique for the
Measurement of Social-Emotional Climate in Classrooms,"
Journal of Experimental Education, XVII (March, 1949},
3572361,

Zahn, R., The Effects of Cooperating Teacher Attitudes
on the Attitudes of Student Tcachers," Glasshoro State
College, Glassboro, New Jersey, 1964 (unpublished).



CHAPTER 11
A REVIEW OF THE LITERATURE AND RELATED RESEARCH

Modern psychological and educational research has shed
2 great deal of light on what should be happening in our
schools' classrooms. The past fifteen years of educational
research has dealt primarily with the teacher, how he con-
ducts himgelf, and particularly his verbal behavior. The
purpocse of this chapter was to bring some of these siudiesg
together and attempt to show how previous resszarch points to
the inmportance of this study. This cowmpilation by nc means
exhéusts the extensive research in the area, but it does
provide a sufficient overview of the literature,.

The review of related literature was concerned with the
following areas:

1. Research Related to the Development of Observational
Systens |

2. Research Related to the Use of Interaction Analysis
with In-Service Educaticn of Tzachers

3. Research Related to the Use of Inierperscnal Scales
in Teacning and Related Fields

4, Communication Theory and Its Relation to the Study

5. Relationship of the Reported Research to the Study
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Research Related to the Development
of Observational Systems

Medley and Mitzel (31) reported that as early as 1914
a superviscr named Horn was making some attempts to ascertain
the distribution of participation by pupils in the lesson by
the use of circles and squares as symbols representing actions
of both the teacher and pupils.

Most of the early investigations into teacher behavior
were conducted by supervisors., Horn was a supervisor and the
next contributor to objective measurement of classroom be-
havior was A. S. Barr (10) who was also a supervisor. He
was intercsted in producing some type of objective termi-

nology for supervision by using symbsls and abbreviations

for behaviors. Most of Barr's work was concerned with char-
acteristics of good and poor socizl studies teachers and
obtained a great variety of data which were quite cumbersome.
These data gave some common language that was used in helping
supervisors communicate more esasily.

C. D. Jayne (23), in the 19%0's, tried to combine items
into dimensions which could differentiate between teachers and
classes., Through the use of gound recordings he identified
184 behaviovrs of teachers. He was sgtudying the relationship
between specific activities and pupil changes. Thils study
was only a descriptive type study that hezlped with identi-
fication of the various behaviors.

Also in the 1940's H. H. Anderson and his collesgues (&)

began categorizing teacher behavior into areas of elther
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dominative or integrative behavior. Dominative behavior had
to do with the ways in which a teacher controls the classroom -
situation. As would be expected, integrative behavior is the
opposite, that is, ways in which a teachef tries to get pupils
to synthesize and integrate what they learn.

Anderson and his colleagues found that whatever kind of
behavior the teacher showed, it tended to spread throughout
the classroom. In fact, it perpetuated more of the same kind
of behavior. They also found that integrative behavior in-
cited spontaneous behavior on behalf of the students and that
dominative behavior incited more inhibited reactions such as
being less interested in their work and almost a complete
rejection of the teacher.

Most of the findings of Anderson and his asscclates were
confirmed by Lippit and White (26);wh0 found that the kind of
behavior exhibited by the leader was very impqrtant in deter-
‘ mining group behavicr. This was discovered by studying the
effects of adult leader's influence on groups of boys when
they varied the leader's behavior. The categories of behavior
were authoritarian, democratic, and laissez-faire.

A complex technique for the assessment of social-
emotional climate in the classroom was developed by Withall
(45) in the late 1940's., Much like Lippitt and White (26)
and Anderson (&) Withall's technique tended to classify teacher

behavior into two major categories.
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In two separate studies, Medley and Mitzel (29, 31) began

the development of the OScAR (Dbservation Schedule and Record)

for the purpose of providing quantitative data from observing
classroom teachers, The first study included forty-nine first
year teachers in grades three through six of nineteen public
scheools scattered throughout New York City. Each teacher was
visited twelve times in all; each of the six observers who

took part saw every teacher twice. The second study was con-
ducted through closed circuit television using student teachers
as subjects. The study involved 216, twenty-five minute films
which consisted of four films of each of the fifty-four stu-

dent teachers. The data was used to complete work on the OScAR

observation technique. The 0ScAR observation technique is a
list of behaviors that are demonstrated by teachers and pupils
and an observer charts classroom cccurrences on a check list
which is divided into three major factors. These factors are
Emotional Climate, having to do with the relative amount of
hostility observed; Verbal Emphasis, having to do with relative
emphasis on verbal and traditional school room activities; and
Social Structure, having to do with the relative degree of
pupil-initiated activity.

The "Prova Code" objective cbservational system was develw
oped by Marie Hughes and her associates (21). Two observers
were used to record teacher behavior and pupil response from
categories of thirty~one specific teacher or pupil functions,

The objective of this particular study was to describe
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teaching in the elementary schools from kindergarten through

the sixth grade. Hughes (21) found that the most significant
teacher function was that of control. She describes this as

setting standards, structuring, and organizing the classroom

in line with some focus or purpose.

Early in the 1960's Flanders (16) developed a system of
interaction analysis which wag a continuation of ﬁhe work of
Anderson and his associates, Bales, Lippit and White, Withall
and Medley, and Mitzel (4, 9, 26, 31). Early findings of
Flanders (16} indicated that pupils of indirect teachers had
more positive attitudes than the pupils of direct teachers.
These studies also found that an indirect teaching style was
significantly related to improved content learnings in math-
ematics and social studies at the junior high level.

Flanders' System of Interaction Analysis is perhaps the

most widely used observational tool today. It has been used
in many research studies and programs largely because it gives
guantifiable information that can be.statistically treated.

A more recent observational system teo be devised was
developed by Wayne E. Roberson (3%), It is called the
"Roberson Nethod"” and was primarily designed to be used by
teachers who wish to analyze thelr teaching behaviors which
have been recorded on video tape. Roberson's intent was to
- provide teachers with an analytic tocl, to be used by them
in analyzing videotaped records of their classroom behavior.

This instrument gives particular attention to the teachers
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desired outcomes and was closaely tled to the objectives of
the class. It also included nen-verbal as well as verbal
behavior categories.
Research Related to the Use of Interaction Analysis
with In-~Service Education of Teachers

Flanders' System of Interaction Analysis has been used

more than any other observational tool in analyzing teacher
verbal behavior in the classrcoom. One of the earliest
attempts to incoerporate interaction analysis into the training
and supervision of teachers in in-service education was by
Flanders (17) in 1962. The fifty-five teachers involved in
this nine-week in-service program did show some changes in
their patterns of sponisnzous verbal behavior. From this
study Flanders emphasized the need to be cautious about
showing teachers their own matrices until they have been
taught 10 use and interpret the matrix. He suggested the
following assumptions which are basic to the use of inter-
action analysis in working with teachers:

L. Only a teacher can change his own behavior,

No one can change it for him.

2. Changes in teaching method are personal; they
involve feelings and attitudes as well as new
knowledge.

3. No one pattern of teaching can be adopted
universally by all teachers.

4. The most effective znvironment for change pro-
vides the freedom to express both feelings and
ideas, encourzges s¢lf direction, and is fres
of coercion (17, p., 16).

A two-year in-service program by Amidon, Kies, and Palisi

(2) also adapted interaction analysis to the training and
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supervision of teachers. This was a program for twenty-two
elementary teachers, the principal, and seven part-time
épecialists. The objective of this in~service program was to
enable the participants to interpret theilr own matrices. The
main contribution of this study is what the authors recommend
about how to use feedback based on the use of interacticn
analysis. The following ground rules were used when feedback
from interaction analysis was used:

1. The perscn giving feedback describes, rather
than evaluates the pattern of teaching. He
attempts to give as objective a description
as possible of what he hecard happening, and
he avoids saying that it was good or bad.

2. Feedback is offered only in areas thai are
perceived as susceptible to change by the
recipient;

3. Fesdback is given only upon reguest of tle
person whose teaching is being discussed;

4, Feedback is concerned with those aspects of
teacher behavior that are characteristic of
the teacher at the time that discussion is
taking place, rather than with aspects of be-
havior that are characieristic of an earlier
time;

5. PFeedback does not require a teacher to defend
his personal opinion or feelings about the
way in which he is teaching;

6. TFeedback is concerned with specific teaczhing
acts; not with generslized interpretations.
It can be concerned legitimately with the
manner of questioning used, manner of re-
sponding to students, pace, or some other
pattern of communication (2, pp. 56-57).

Snider (39) in an attempt to define a teaching style
that was peculiar to physics, found that teaching styles do
exist and that they were consistent in their respective

subjectis. He compared teaching styles in physics with those
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of soclal studies and mathematics and concluded that dif-
ferences exist betwesen feaching styles in subject areas.

In comparing teachers who were nominated as average or
superior by their supervisors, Amidon and Giammatteo (1)
found that superior teachers talked less and used more in-
direct influence.

Soar (40) conducted a study of teachers' in-service and
his findings were similar to Amidon and Giammatteo (1). He
also found thzt indirect teacher behaviors were related to
high achievement in reading for elementary school children,

Veolunteer teachers participated in a ten-week, in-
service education program conducted by Storlie (41). He was
investigating the relationship between selected character-
istics of secondary teachers and change in verbal behavior,
Subjects were observed before and after the training program
in which half of the teachers were taught in a direct manner
and the other half were taught in an indirect manner. Findings
indicated that it was possible to produce changes in the verbal
behavior of teachers by means of an in-service program based
on interact;on analysis.

Hill's in-service education program of instruction in
interaction analysis (20) was conducted for three elementary
and two secondagy schools, Euch teacher was assigned to one
of three training periocds {six, eight, or ten hours) and was
assigned within the building group to one of two modes of

feceiving feedback from his own teaching: (1) tabulating
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tape recordings of his own teaching, or (2) conferring with
the principal who had observed his teaching. All groups re-~

ceived instruction in the use of the Flanders' 3ysten of

———

Interaction Analysis., The investigator made pre- and post-

observations using Flanders' interaction analysis as the
obgservational instrument. The data showed no direct relation-
ship between change in verbal teaching behavior and training
time on the mode of feedback from teaching.

Working with thirty-two elementary school teachers, Bond
(11) found that training in interaction analysis is effective
in changing teachers' verbal behavior in the direction of in-
directness. This causes them to become avare of the kinds of
statements they make, the effect certain statements have on
students which motivates them to become more accepiing of
feelings, awareness of the effects of praise, and wil;ingness
to accept aﬁd use ldeas of students. She also found that
teachers who have studied interaction analysis can make desired
verbal changes in their own behavior and consequentily change
the entire classroom climate.

Research Related 10 the Use of Interpersonal
Scales in Teaching and Related Fields

The teacher does develop some kind of relationship with
his students. This relationship is important to the effect
the teacher has upon the students' achievement. The following
group of studies show how interpersonal relations between

teacher and student affects the learning atmosphere.
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Sapolsky (38) studied the effects of a compatible re-
lationship compared to an incompatible relationship between
experimenter and subject measuring response acguisition or
learning. This was done in itwo separate experiments. The
first study used thirty female college freshmen representing
a homogeneous group of educatiocn majors jusi graduated from
high school and living as a group on campus. This experiment
varied the attractiveness and unattractiveness of the exper-
imenter. The second study used the FIRO-B to select thirty
suitable subjects from over 300 girls. Here they were divided
into two groups, compatible with experimenter and incompatible
with experimenter. It was found that when the experimenter
had an incompatible relaticnship with the subject, thore was
virtually no response acquisition or learning; howsver, when
the relationship was compatible, there was significant
responge acguisition.

Truax and Tatum (44) working at the pre-school level
reported a study attempting to relate the level of empathy,
warmth, and genuineness communicated to the pre-school child
by his teachers to his pre-school performence and seocial
adjustment. The findings indicated that the degree of warmth
and the degree of empathy was significantly related to posi-
tive changes in the child‘'s pre-~school performance and sccial
adjustment. There was no relationship found with the
teacher's genuineness. The researchers used both time

sampling procedures (with observers making ratings) and
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relationship inventories as basic measures of these "effective
ingredients." Therefore, even in the very brief encounters

of the pre-school teacher-child relationships (interactions
last less than one minute) the findings indicated significant
positive effects of warmth and empathy.

The relationship between school learning achievement and
degree of teacher warmth was investigated by Christensen (13).
This study ihdicated significant relationships between the
teacher's warmth and the student's levels of learning or
achievement on measures of vocabulary and arithmetic.

Hawkes and Egbert (19) used eighty teaching fellows of
Educational Psychology at Iowa State University and Utah State
University to relate empathy to students' ratings of teacher
competence. Using Dymond's Rating Test for measuring empathic

PRVl 1 Pt

ability and Egbert's Study gglghoioes. Form VII they found

that empathy was a significant factor in siudents' ratings cf
teacher competence., |

Again using teaching fellows, Isaacson, McKeachie, and
Milholland (22) reported relationships between teacher’s
personality to student ratings.

Diskin (15) attempted to relate empathy to abtility to
maintain harmonious Interpersonal relations in the classroom.
The procedure involved pupils of sixteen student teachers
rating themselves, theilr peers, and their student teachers on
the Detached Observer Scale and the Participant Observer Scale.

In turn each student teacher predicted for five pupils selected



31

at random hcw these pupils would rate themselves and how they
woulé rate the student teacher. He found that student teachers
who were high in individual empathy were best able to maintain
harmonious interpersonal relations in the classroom.

Studying the relationship between the level of thera~
peutic conditions offered by teachers of third~grade reading
classes and the consequent gains in children’s reading échieve-
ment levels, Aspy (7) found that the teachers who were warm,
empathic, and genuine were able to produce greater behavioral
change in terms of reading achievement than those who were
less warm, empathic, and genuine. This study included eight
teachers and 120 students in a balanced design; half the
students in each class had tested relatively high and half
relatively low in IQ and the classes were half girls and half
boys, His findings indicated that students receiving relatively
high levels of accurate empathy., nonpossessive warmth and gen-
uineness from their teacher in third-grade reading classes
showed significantly greater gains in achievement (measured

by the Stanford Reading Achievement Test) than students re-

ceiving relatively lower levels of thege therapeutic
conditions {(p=<r.01).

In 2 joint study by Aspy and Hadlock (8) of gains in
third to fif*h grade reading achievement, findinzs agree with
the previous findings. The students of teachers high in
accurate empathy, nonpossessive warmth, and genuinensss showed

a reading achlevement gain of 2.5 years during a five-month
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period while pupills taught by low condition teachers gained
only 0.7 years. 1In addition, the truancy rate in classes
with low conditions was much higher than that occurring in
high-conditions classrooms.
summing up what these findings suggest to education is
best expressed by what Truax said,
+ « . the person {whether a counselor, therapist or
teacher) who is better able to communicate warmth,
genuineness, and accurate empathy is more effective

in interpersonal relationships no matter what the
goal of the interaction (43, pp. 116-117).

Communication Theory and Its Relation
to the Study

Communiication is of utmost importance in the classrcom,.
For this reason, communication thesory was discussed, to a
limited extent, in this chapter.

According to Ruesch and Prestwood (37) the social sii-
uvation is a context of communication. Therefore, they contend
“that when two persons A and B, enter into each other's per-
ceptual range, they begin to exert an influence upon each
other. Individual A's universe is modified when he noteg that
his actions are perceived by individual B, Individual B's
universe is modified when he notes that A's action is modified

by A's awareness of his (B's) perception.

L]

Every particlipant Iin a social interaction contex® must
possess some system of codification or interpretation; other-
wise, communication and understanding would be impossible.

The process of codification has been called "consensual
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validation” (295). It was defined as a process through which
some degree of agreement is established between individuals
which permits fairly exact communication and the drawing of
generally useful inferences about the action and thought of
the other (25, 42).

The language used by the student and teacher becomes
significant symbols when both react in the same way to the
words used (28},

Newcom® (33) contended that such is the whoie function
of language, Communication, according to Newconb, "Performs
the essential function of enabling two or more individuals to
maintain simultaneous orientation toward one another, as com-
municaters and toward objects of communication" (33, p. 393).

Assessment of the individual frame of reference of the
individual is preliminary to successful communication (28, 33).
The next step is the establishment of a congruency beiween the
communicator and the receiver(s).

Congruence is a term used to indicate an accurate
matching of awareness between individuals. Rogers (35) used
.the concept of congruence of communication to formulate the
following generalized principle or theory of interpersonal
relationships:

The greater the congruence of experience,
awvareness and communication on the part of the
one individual, ths more the ensuing relaticnship
will involve: a tendency toward reciprocal com-
munication with a quality of increasing congruence;

a tendency toward more mutually accurate under~
standing of communications; improved psyvchological
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ad justment and functioning in both parties;

mutual satisfaction in the relationship
Conversely, the greater the comnunicated
incongruence of experience and awareness, the

more the ensuing relationship will involve;

further communication with the same quality;

disintegration of accurate understanding, less

adequate psychological adjustment and functioning

in both parties; and mutual dissatisfaction in

the relationship (35, pp. 344-345).

According to Jenkins (24) it is especially important in
the classroom group that the teacher undersiands how his stu-
dents decode his communications, He said,

It makes little difference what the teacher's

intentions are and how good the methods are that

he uses; if he fails to see what meaning his be-

havior has for the students, he will not be able

to understand their reactions to him (24, p. 170),.

Chowdhry; Gibbs, and McDonald (12) also emphasized that
the teacher should know what effects his communication has on
his students. They say that in the communicative process,
once underway, becomes necessary that the encoder, or person
- transmitting the message, be interested in and aware of the
effects that the message has upon the receivers.

Awareness by the communicator, Jenkins (24) says, is
necessary for effective communication. In contrast to this,
e .‘people who engage 1in unsuccessful communication are
those who tend to send, or broadcast cnly, without regard for
reception and audience" (24, p. 413),

The findings of Davidson ang Lang (14) show how important
the interdepzndent relationship ls between a teacher and his
students. They maintained that a teacher's feelings and

attitudes are communicrated hath vAavrhelIdee o L -



35

the student and can be perceived as positive and accepting,
or as negative and deprecating appraisals. DMore than likely.
these appraisals encourage and stimulate the student to re-
spond in a like manner. A positive relationship obviously
reinforces each participant. One of the implied results of
the Davidson and Lang study was that teachers communicate
different feelings toward students; thelr behaviors are per-
ceived in different ways.
Teachers seem t¢ vary in their inclination

and/or their capacity to communicate favorable

feelings. It seems urgent that teachers be helped

te recognize the significance of the feelings

which they express toward children, consciously or
unconsciously (43, p. 114).

Relationship of the Reported Research
to the Study

Interaction in the classroom has concerned many people
in the field of education since early in this century (31, 10,
4, 26). Specifically, researchers have been trying to find
out just what really happens between teacher and pupil (&, 5,
6, 7, 26, 29, 31). Some have called the teacher's behavior
dominative or integrative (4, 5, 6, 7), others have called it
direct or indirect behavior (16, 17), and there are those who
have classified this behavior as demonstrations of empathy,
genuineness, and nonpossessive warmtn (4%, 19, 22, 43), Con-
munication theorists categorized this relationship as a mere

“awareness of ancther's presence (28, 33, 35, 37, 42).
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This study combined the techniques of several of the
theories presented. Using the instruments and theories con-
structed by Flanders (16, 17) and Truax (%3), an attempt was
made to secure additional information which might lead to a
clearer understanding of the teacher-pupil relationship, This

additional information possibly could be vsed in teacher

education,
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CHAPTER 111
METHODS AND PROCEDURES

The purpose of this chapler was to describe the methods
employed in the execution of the siudy and the manner in
which the population was selected. The entire procedure of
the investigation of the problem is also describzd in this

chapler.

Selection and Description of the Groups

Permission to conduct the study using teachers from the
Dallas Public Schools was obtained from ithe Rescarch Come
mittee of the Dallas Independent School District. (See
Appendix I.} There were thirty-two senior high school
teachers from two high schools involved in the study.

The study was conducted in conjunction with the Stafi-
Development Program of the Dallas Independent Public School
District during the spring semester of the academic ycar
1969-1970. Prior to the spring semester the teachers werc
given a choice as to what kind of staff development they
wanted. Training in inleraction anaiysis was included in the
list of choices. Each school desiring interaction analysis
training was given a trained person to insiruct them.

The thirty-twe toachers were volunteers frow W. T. White

High Schoo¢l and Hillerest High School. These two high schools

L2
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were selected for the study because of their proximity to

one another which contributed to their similar socio-economic

backgrounds. The sixteen teachers from W. T. White High

School who selected interaction analysis as their staff-

development program were the experimental group. Hillcrest

High School's sixteen teachers served as the control group.
The two groups were made up of five teaching areas as

revealed in Table I.

TABLE 1

TEACHING AREAS AND NUMBER OF TEACH
IN EACH AREA

RS

g5

e .

Teaching .o | -Social Gt e - ‘
Areas English Studies selence French Speech
Experimental
Group 7 5 3 1l 0
Control Group 8 2 5 0 1
Total Number :
Teachers 15 7 8 1 1

The two groups were fairly well balanced. The total
number of teachers was thirty-two. The experimental group
had one less ieachezr in English. Where the experimental
group had five sociel siudies teschers and three science
teachers, the control group had two feachers in social siudies
and five in science. The experimental group had one French

teacher, while the control had one in swueech,
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The control group's staff development was in the area of
departmental self-evaluation. This staff development activity
was related to each depariment's area of specialization. None
of the control group participated in traiﬁing in interaction

analysis.

Description of Instruments

Truax Relationship Questionnaire.-~The Relationship

Questionnaire was developed by Charles B. Truax and his asso-
ciates as a device for measuring a person's perception of the
interpersonal qualities of accurate empathy. genuineness and
nonpossessive warmth. This perception ig of another person,
usually somsone in a leadership position such as a teacher or
psychologist. Mos%t of the research dene with the questionnaire
has been done in the area of psychotherapy (3, 5. €, 7).
Truax, Wargo, Carkhuff, Tunnell, and Glenn (6) found that the
level of perceived therapeutic relationship was directly re-
lated to improvement of the patient when working with a
population of eighty male and female juvenile delinquents.
In another study of fifty-two outpatients receiving time-
limited group psychotherapy, who had completed the relation-
ship questionnaire, Truax, Wargo, Tunnell, and Glenn (7)
found similar results.

Glenn (3) used the questionnaire in a correlational
study while working with vocational rehabilitation clients

and their perceived levels of interperscnal relationships with
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their teachers. His findings indicated that the student's
perception of the interpersonal qualities of nis teacher was
directly related to the improvement of the student. Hence,
the greater the improvement of the student, the higher the
level of empathy, genuineness, and warmth from the teacher.

Flanders' System of Interaction Analysis.-~Interaction

analysis (2) is an objective observational technigue useful
in classifying the verbal interaction betiween teachers and
pupils. Within the system are ten categories which are %o be
memorized for the purpose of rapid categorization during an
observation. The categories (See Appendix A) are as follows:
(1) accepts feeling, (2) praises or encourages, (3) acceptis
or uscs idezs of student, (#) asks guestions, (5) lecturss,
(6) gives directions, (7) criticizes or justifies authority,
(8) student~talk response, (9) student talk initiation, and
(10) silence or confusion. The ten categories are divided
into two major divisions: tfeacher talk which includes cate-
gories 1 through 7 and student talk which inclﬁdes categories
8 and 9. The final category number 10 simply refers to
silence or confusion in the classroom} The seven categories
of teacher talk are further divided into two areas of either
direct or indirect influence., Indirect influence are cate-
gories 1 through 4 and direct influence are categories 5
through 7.

Flanders (2) fecommended that to become adequately

trained as an chbserver, the observer memorize the categories
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and practice categorizing with audio tapes for a minimum
period of six hours prior to observing in live classrocms.
The observer records a catlegory number every three seconds
and that tally corresponds to a category which represents
that period of interaction in the class.

The observer then tabulates the data in a (10 x 10)
matrix (See Appendix J)}, one pair of tallies at a time, using
the first number to locate the row and the second to locate
the column (2, pp. 26~27). Instructions for proper transfer

from the tally sheeis 1o the matrix are included in Flanders

This information was utilized as 2 part of the training ses-

sions for the expsrimental group.

Description of the Study

The thirty-two teachers who volunteered *to participate
in this study were required to administer a pre-test of the
Relationship Questionnaire to a representative sample of
their students. This group of students was selected by each
teacher drawing a number which represented the class that was
to fill out the guestionnaire. This method was used to in-
sure random selection of classes. This pre-test was
administered during the first week of February, jusi prior
to the beginning of the staff-development program. .

The teachers involved in the study administered the test

to the selected class, Instructions as tc adnminisiration of
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the questionnaire were given to each group of teachers the
day before the test was to be given. (See Appendix F and G.)
In addition to the printed instructions, it was emphascized
that the teachers were not to read ths guestionnaire booklets
or the students' responses on the answer sheszt and the stu-
dents were not to sign their names on the answer sheet. These
instructions were stressed so that the students would be en-
couraged to be honest in their replies. The answer sheets
were coded s that the students would not have to sign their
name and also 1o insure matching pre-test with post-test
answey sheetls for statistical comparison.

Encugh questionnaires and answer sheets fof each teacher
were placed in a sealed envelope and placad in the main
office of the school for safe keeping by the principal until
administering of the tests. The teachers were inctructed to
pick up their envelope just prior to the testing period and
1o return the envelope sealed just after the testing pericd.
The teachers were further instructed to make sure that they
had the exact number of questionnaires after the test as they
did before.

After the pre-tect, the experimentzl group underwent
twelve hours of training in the use and interpretation of

Flanders' System of Interaction Analysis. They were afforded

released time of an hcur and a half, from 2:30 p.m. until’

4:00 p.m., for eight sessions, vhich was a total of twelva
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hours. The sessions were held on approximately every other
Wednesday afternoon throaghout ine semester.

At the same time the experimental group was receiving
training in interaction analysis, the control group was in-
volved with a self-evaluation program. This gelf-evaluation
at Hillcrest High School was carried on through each depart-
ment of the school. Each department did not have the same
activities, but the activities included speakers, teaching
demonstrations, book reviews, and other activities that were
peculiar to their area of specializstion.

Both groups administered post-iests t¢ the same students
during the third week of May. This was afier they had com-
pleted their <training in the uge and interpretation of
interacticon analysis and self-evaluation. The same procedurcs
that were used for the administration of the pre-test were
used for the post-test.

Description of Instruction in the Use
of Interaction Analysis

During the twelve hours of training in interaction
analysis the teachers in the experimental group wers intro-

duced to the Flanders' System of Interaction Analysis and its

use in the classroom for categorizing and analyzing their own

verbal behavior. To facilitate the training, Interaction

Analysis fraining Kit-~Level I (1) was used. This included

a training audic tape 2nd tape manual., Eight sessions of an

hour and a half each composed.the training program which
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”~

provided this instruction. (Sec Appendix C.) The basic

text for the training sessions was the training manual, The

PRy

Role of the Teacher in the Classroom, by Amidon and

Flanders (2).

Procedures for Treating Data

The pre~test and post-test questioimaires for each
teacher were collected and matched so that there wae no one
included that had missed one of the testing pericds. The
questionnaires along with a key for esach of the thresc variables
of zccurate empathy, genuineness, and nonpessessive warmth
were taken to the Norih Texas State Computer facility for
scoring. There were a total of 1382 questionnaires that were
graded three separate times for each variable by the IRBWM 1230
computer. From these questionnaires, pre-test and post-test,
individual and group means were gathered for statistical
treatment.

The North Texas Computer facility treated the data
through the statistical treatment of analysis of covariance
with the'preutest being the covariant. The analysis of cc-
variance was used because it is a blending of regression and

the analysis of variance, which permits statisticzl rather
thap experimental control of variables. The result is equiv-
alert to matching the various experimental groups with respect
to the varliable or variables being contrelled (4). Graphic

repregentations and arnalyveis of the statistics are included

in Chapter 3V.
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CHAPTER IV
STATISTICAL TREATMENT AND ANALYSIS OF THE DATA

Statisticazl Treatment

The statistical computations necessary 1o test the
hypotheses in this study were performzd by the 1IBM Computer
Center at North Texas State University.

The .05 level of cornfidence was set as a wmininun for
significance with the .01 level of confidence considered
highly significant.

Hyrothesis number one stated that feachers who have

participated in a training program in Flanders' Sysitem of

Interaction Analysis will not differ significently on
accurate empathy as measured by the relationship question-
naire when compared with teachers who have not had this
trzining.

In order to test this hypothesis, group means on the

variable accurate empathy had to be gathered from the pre-

and post-test, Also, to adjust for begzinning differences

i

2nd net veing able to maitch the groups, aa adjusted mealy was
computed, The pre~ and post-teat group meansg and the adjusied
‘mean for the experimental znd control group are revealed in

Table II.
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TABLE 11

PRE~TEST, POST-TEST AND ADJUSTED MUZANS FOR THE
EXPERIMENTAL AND CONTROL GRCOUP ON THE
VARIADBLE OF ACCURATE EMPATHY

R i~ s

Source Pre-Test Post-~Test Adjusted
Experimental 23.63 24.59 _ 23,94
Control 21.87 21.99 22.64

The experimental group pre-iest mean was 23,63 zand the
postwtest mean increased 1o 24,59. The control group pre=-
test mean was 21,87 with the poat-test mean increasing
slightiy to a2 mean of 21.99, The agdjusted means obtalned oy
analysis of covariance for the experimental and control
groups for the pre-and post-iest scores were 23.94% and 22.64
respectively. It was the sdjusted mean scores upon which the
final analysis was based., Statistical inferences were drawn
with respect to adjusted group means.

Summary of the statistical analysis of the variable
accurate empathy is revealed in Table III.

The between sum of squares was 12,67 with 1 degree ofl
freedom which gave a mean-square of 12,987, The within sun
of squares wag 172.49 with 26 degrees of freedom which
yieldeé a mean-sguare of 5.95. In ihe comparison of pre- to
post-~test mean gain differences for the experimentzl and
control group an F ratic of 4,19 was required for significance

using one and 29 degress of fresdon.
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TABLE 172

ANALYSIS OF COVARIANCE POR THE VARIAEBIE
OF ACCURATE EMPATHY

Source SS DF MS F
Between 12.468 1 12,67 2.13%
Within 172.50 29 5.95 « s

Total 185.17 30 « o i I

*No significant difference.

“wd

The null.hypothesis of no difference among trestments
after adjusting with covariates was retained because the .05
level of confidence, which was established as criterion for
rejection, was not reached.

Hypothesis number two stated that teachers who have

participated in a training program in Flanders' System of

——

Interaction Analysis will not differ significantly on non-~
possessive warmth as measured by the Relationship Question-
naire when compared with teachers who have not had this
training.

In order to test this hypothesis, group means on the
variable nonpossessive warmth had to be gathered from the
pre- and post-~itest. Also, to adjust for beginning differences
and nol teing able to match the groups an adjusted mesn was
computed. The pre- and post-test group means and the adjusted
mean for the experimental and control group are revealed in

Table IV.
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TABLE IV

PRE-TEST, POST-TEST AND ADJUSTED MEANS FOR THE
EXPERIMEMTAL ARD CONTRCL GROUP ON THE
VARIABLE OF NONPOSSESSIVE WARMTH

m—a

Source Pre~Test Post~Test Adjusted
Experimental L0.53 L1.20 40.74
Contrcl 39. 36 38.40 38.86

The experimental group pre-test mean was 40.53 and the
post-test mean increased to 41.20. The control pre-test
mean was 39.36 while the.post—test mean decreased to 38.40.
The adjusied means obtained by analysis of covariance for the
experimental and control groups fur the pre- and post-test
scores were 40.74 and 38.86 recspectively.

A summary of the statistical analysis of the variable

nonpossessive warmtn is revealed in Table V.

TABLE V

ANALYSIS CF COVARIANCE FOR THE VARJABLE
OF NONPOSSESSIVE WARMTH

PR, piiviy

Source S DF MS F
Between 28,12 1 28.12 2.15%
Within 379.61 29 13.09 .

Total 407.73 30 . o .

¥No significant difference.



55

The between the sum of squares was 28.12 with 1 degree
of freedom which gave a mean-~sguare of 28,12. The within sum
of squares was 379.61 with 29 degrees of freedom which yielded
a mean-square of 13.09., In the comparison of pre-~ to post-
test mean gain differernces for the experimentzl and control
group an F ratio of 4.19 is required for significance using
1 and 29 degrees of freedon. |

The null hypothesis of no difference among treztments
after adjusting with covariates was retained because the ,05
level of confidence, which was established zs criterion for
rejection, was not reached.

Hypothesis number three stated that tezachers who have

participated in a trzining program in Flanders' Systenm of

Interaction Analysis will not differ significantly on gen-

uinencss as measured by the Relationship Questionnaire when
compared with teachers who have not had this training.

In order to test this hypothesis group means on the
variable genuineness had to be gathered from the pre- and
post-test. Also, to adjust for beginning differences and not
being able to match the groups an adjusted mean was computed.
The pre- and posi-test group means and the adjusted mean for
the experimental and control group are revealed in Table VI.

The experimental pre-test mean was 35.68 and the post~
test mean increased to 36.08, The control pre-test mean was
35.27 while the posi-test mean decreased to 34.36. The

adjusted means obtained by analysis of covariance for the
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gxperimental and conirol groups for the pre- and post-test

scores were 35.92 and 34.52 respectively.

TABLE VI

PRE-TEST, POST-TEST AND ADJUSTED MEANS FCR THE
EXPERIMENTAL AND CONTROL GROUP ON THE
VARIABLE OF GENUINENESS

Source Pre-Test Post-Test Adjusted
Experimental 35.68 36.07 35.92
Control | 35,27 - 3k.31 34,52

A summary of the statistical analysis of the variable

genuineness is revealed in Table VII.

TABLE VII

ANALYSIS OF COVARIANCE FOR THE VARIABLE
OF GENUINENESS

Source SS DF NS F
Between 15.74 1 15.74 2.07%
Within 220.71 29 7,61 ..

Total 236.45 30 .. C .

¥No significant difference.

The between the sum of squares was 15.74 with 1 degree
of freedom which gave a mean-square of 15.74. The within sum
of squares was 220,71 with 29 degrees of freedom which yielded

a mean-square of 7.61. 1In the comparison of pre- to posi-test
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mean gain differences for the experimental and control group
an F ratio of 4.19 was required for significance,using 1 and
29 degrees of freedom.

The null hypothesis of no difference among treaiments
after adjusting with covariates was retained because the .05

level of confidence, which was established as criterion for

rejection, was not reached.

Analysis cof the Data

These data indicate that the experimental grocup did not
differ from the control group to any significant dogrse on
the ithree variables of accurate empathy, genuineress and non-
possessive warmth., However, it should be pointed out that
there were some factors tﬁat could have had 2 negative effect
onn the cutcomes. Control of thege variableg possibly could
nave contribﬁted to a meore positive effect.

The teachers in the study represent five different
subject areazs. Each of these areas may have had distin.
guishing characteristics or pecularities that influsnced the
outcomes. Different teaching fields probably affected the
teachers' perceptions of interaciion analysis to varying
degrees. The fact that some subjects lend themselves 1o

more direct and others to more indirect verbal behavior could

have influenced the opportunity for interactiion analysis %o

s
«t
o]

any change in the teachers' benavior.

et

initi

This study included only sixteen teachers in each group,

~which demanded 2 very high F ratic for a significant diference
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to be attained. Providing for larger numbers of teachers in
the study may have influenced the findings particularly since
the statistics were in the direction of the predictions.

The time of the study., from February until May, was an
influencing factor in the students' perception of their
teacher. First of all, the students had already been in the
teacher's class for five months which possibly contridbuted to
a preconceived perception that was not overcome by the
training in interaction analysis. Having the training in the
fall, at the beginning of the year, so the students' per-
ception of the teacher is still flexible, perhaps, would
contribute to different outcomes. Moreover, the students were
probably more weary of school in the spring than they would
have been in the fall which could have influenced their per-
ception of their teachers.

The study did not include any check for possible change
in verbal behavior as a result of interaction analysis
training; therefore, there was no way of knowing if the
teachers did indeed change their verbal behavior. If they
did change, such a change may not have been extensive enough
for the pupils to perceive. Without this check, there was
no way of knowing if the teachers' knowledge of interaction
analysis resulted in verbal behavior change. The use of
trained observers could have helped the teachers to be more

consclous of their verbal interaction and given them more



reason for using the technique of interaction analysis in
their teaching.

Finally, the post-test might have come too soon after
the training sessions. The lack of time possibly resultea
in teachers failing to integrate knowledge of interaction
analysis in thelir classes. Consequently, the students may
not have been able to detect any change of behavior on the

part of the teacher.
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CHAPTER V

SUMMARY, FINDINGS, CONCLUSIONS, IMPLICATIONS,
AKD RECOIENDATIONS
This chapter presents a summary of the investigation,
a discussion of the findings, the conclusions, and recom-

mendations for further research.

sSummary

The study involved investigation of the effects of
tfaining in interaction analysis on the interpersonal be-
havior of classroom teachers. The purpose of the study was
to determine if training in interaction analysis would have
any effect on three interpersonal behaviors of accurate
enpathy, genuineness, and nonpossessive warmth. Also, the
puarpose was to analyze the relationship between interaction
analysis and the interpersonal behavior of the classroom
teacher in view of its Implications in teacher education.

An experimental design was used in the study. An exper-
imental group was used and a control group was introduced to
explicate and measure differences in group comparisons due to
introduced variables. It was hypothesized that the experi-
mental group would show a significant mean increase on the three
behaviors of accurate empathy, genuineness and nonpossessive

warmth.
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The two groups studied consisted of thirty~two high
school teachers from the Dallas Independent School Distriect.
They were divided into two groups, sixteen teachers from
Warren Travis White High School and sixteen from Hillcrest
High School. The teachers were from the areas of English,
social studies, science, French, and speech.

The teachers were administered the Truax Relationship
Questionnaire a week before the beginning of the training in
interaction analysis. The post-test was administered a week
after the training. The class filling out the guestionnaire
on the teacher was picked randomly.

Individual teacher means and group means on the three
variables were ascertained from the data which compared the
pre~test with the post-test. From these data an analysis of
covariance was run to determine if there was a significant
group mean increase. An F ratio of 4,19 was needed to reach
the .05 level of significance. This level was not reached
on any of the three variables therefore, the research hy-

potheses were not supperted.

Findings
Hypothesis number one stated that teachers who have

participated in a training program in Flanders' System of

Interaction Analysis would demonstrate a statistically sig-

nificant wean increase on accurate empathy as measured by

the Truax Relationship Questicnnaire when compared with
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teachers who have not had this training. The findings in-

dicated that the two groups digd not differ significantly

therefore, the research hypothesis was not supported.
Hypothesis number two stated that teachers who have

participated in a training program in Flarders' System of

Interaction Analysis would demonstrate a statistically sig-

nificant mean increase on nonpossessive warmth as measured
by the Truax Relationship Questionnaire when compared with
teachers who have not had this training., The findings in-
dicated that the two groups did not differ significantly
therefore, the research hypothesils was not supported.

Hypothesis number three stated that teachers who have

........

Interaction Analysis would demonstrate a statistically sig-

nificant mean increase on genuineness (self-congruence) as
measured by the Truax Relatlonship Questionnaire when com-
pared with teachers who have not had this training. The
findings indicate that the two groups did not differ signif-

icantly therefore, the research hypothesis was not supported.

Conclusions
In relation to the purposes of this study and within
the limitations established, the following concluéions appear
to be valid: |
1. Results of this research indicate that teachers re-

celving training in interaction analysis do not differ from
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teachers who do not receive this training on the three inter-
personal behaviors of accurate empathy, nonpossessive warmth,
and genuineness.

2, Results of this research indicate that perhaps
interaction analysis should be used when the purpose is to
measure teachers' verbal behavior change rather than measuring

change in empathy, warmth, and genuineness.

Implications

As a result of this study the following implications
were drawn:

1. The brief amount of time in the training sessions
and the time of year the study was conducted had an influence
on the results.

2. The time irregularity between thé training sessions
and the lergthiness of the period from the beginning to the
end could have had some negative effect upon the results of
the study.

3. A more standard testing procedure administered by
one or not more than two persons probably could have added
more formality to the testing procedure. This standard-
ization possibly could have given more positive results to
the study.

4, Perhaps use of interaction analysis alone is not

enough to alter teachers' interpersonal behavior.
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5. Possibly using interaction analysis coupled with
Truax's scale training techniques may produce more positive

results,

Recommendations
As a result of this study, the following recommendations
were made:
1. A replicafion of this study should be carried out
coupled with audio tapes of classroom interaction rated with

Truax's Interpersonal Scales.

2, A similar study could be conducted on a larger scale
so that the resecarcher would not have to rely upon volunteers.
Moreover, it is recommended to conduct this study using a

larger group of teachers.

3. An attempt to use Flanders’' System of Interaction

Analysis along with the training of Truax's Interpersonal

Scales should be carried out with a group of teachers to
ascertain its effect.

W, Further studies including pre- and post-test ob-
servation of interaction analysis should be made. Such a study
would help determine the extent of verbal behavior change.

5. A similar study needs to be conducted using teachers
from the same subject area.

6. A similar study could be carried on during the fall
of the year. This study shculd begin scon after school begins

and end before the holidays in December.



APPENDIX A

SUMMARY OF CATEGORIES FOR INTERACTION ANALYSIS

*ACCEPTS FEELING: accepts and clarifies the tone of the stu-
dents in a nonthreatening mamner. Feelings may be positive
or negative., Predicting and recalling feelings are included.

*PRATSES OR ENCOURAGES: praises or encourages student action
or behavior. Jokes that release tension, not at the expense

of another individual, nodding head or saying ''uh huh" or "go
on'" included,

#ACCEPTS OR USES IDEAS OF STUDENT: clarifying, building, or
developing ideas or suggestions by a student. As teacher
brings more of his own ideas into play, shift to category five.

*ASKS QUESTIONS: asking a question about content or procedure
with the intent that a student answer.

*LECTURES: giving facts of opinions about content or proce-
dures; expressing his own idea; asking rhetorical question,

*GIVES DIRECTIONS: directions, commands, or orders with
which a student is expected to comply.

*CRITICIZES OR JUSTIFIES AUTHORITY: statements intended to
change student behavior from nonacceptable to acceptable
pattern; bawling someone cut; stating why the teacher is
doing, what he is doing, extreme self-reference,

#*STUDENT TALK-RESPONSE: talk by students in response to
teacher's questions in which predetermined responses are
expected.

*STUDENT TALK-INITIATION: talk by students, which they initi-
ate. If "calling on' student is only to indicate who may talk
next, observer must decide whether student wanted to talk., If
he did, use this category. In addition, student's response to
open-ended guestion such as "What is your opinion? What do
you suggest?, etc. would go in this category.
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*SILENCE OR CONFUSION: ypauses, short pericds of silence, and
periceds of confusion in which communication cannot be under-
stood by the observer.

*There is NO scale implied by these rumbers., Each number is classificatory; it desig-
nates a particular kind of communication event., To write these mmbers during obser-
vation is to enumerate--not to judge a position on a scale.
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APPENDIX B
REIATIONSHIP QUESTIONNAIRE

Charles B. Truax, Ph. D.
Arkansas Rehabilitation Research and Training Center

People feel differently about some people than they do
about cthers. There are a number of statements telow that
describe a variety of ways that one person may feel about
another person, or ways that one person may act towards another
person. Consider each statement carefully and decide whether
it is true or false when applied to your present relationship
with your teacher. If the statement seems to mostly be true,
then mark it true; while if it is mostly not true, then mark
it false

l. He seems to hold things back, rather than tell me what he
really thinks.
2. He understands my words but does not know how I feel.
3. He understands me.
4, He undersiands exactly how I see things.
5. He is often disappointed in me.
6. He seems to like me no matter what I say to him.
7. He is impatient with me.
8. He may understand me but he does not know how I feel.
9. He often understands what I am trying to say.
10. He almost always seems very concerned about me,

11, Sometimes I feel that what he says to me is very different
from the way he really feels.

12, He is a person you can really trust.

13, Sometimes he will argue with me just to prove he is right.

14, Sometimes he seems to be uncomfortable with me, but we go
on and pay no attention to it.

15, Some things I say seem to upset him.

16, He can read me like a book.

17. He usually is not very interested in what I have to say.

13, He feels indifferent about me.

19, He acts too professional.

20, I am just another student to him.

21, I feel that I can trust him to be honest with me.

22. He ignores some of my feelings.

23, He likes to see me.

24, He knows more about me than I do about myself.

25. Sometimes he 1s so much "with me,” in my feelings, that
I am not at all distracted by his presence.

26. I can usually count on him to tell me what he really
thinks or feels.
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I feel that he is being genuine with me.

Even when I cannot say guite what I mean, he knows how
I feel.

He usually helps me tc know how I am feeling by putting
my feelings into words for me.

He seems like a very cold person.

He must understand me, but I often think he is wrong.

I feel that he really thinks I am worthwhile.

Even 1f I were to criticize him, he would still like me.
He likes me better when I agree with him.

He seems to follow almost every feeling I have while I
am with him.

He usually uses just the right words when he tries to
understand how I am feeling.

He pretends that he likes me more than he really does.
Sometimes he seems to be putting up a professional front.
Sometimes he is so much "with me” that with only the
slightest hint he 1is able to accurately sense some of my
deepest feelings.

I feel safer with him than I do with almost any other
person.

I often cannot understand what he 1is trying to tell me.
Sometimes he sort of "pulls back" and examines me.
Whatever he says usually fits right in with what I am
feeling.

He sometimes seems more interested 1n what he himself
says than in what I say.

He tells me things that he does not mean.

He often does not seem to be genuinely himself.

He 1s a very sincere person,

With him I feel more free to really be myself than with
almost anyone else I know.

He sometimes pretends to understand me, when he really
does not,

He usually knows exactly what I mean, sometimes even
before I finish saying it.

He accepts me the way I am even though he wants me to be
better.

He often leads me into talking about some of my deepest
feellngs.

He is curious about what makes me act like I do, but he
is not really interested in me.

He sometimes completely understands me so that he knows
what I am feeling even when I am hldlng my feelings. .
I sometimes feel safe enough with him to really say how
I feel.

I feel I can trust him more than anyone else I know.
Whatever I talk about is okay with him,

He helps me know myself better by sometimes pointing to
feelings within me that I had been unaware of.

He seems like a real rerson, instead of just a teacher.
I can learn a lot about myself from talking with him.
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Sometimes he is upset when I see him but he tries to
hide 1it.

He would never knowingly hurt me.

He is a phony.

He is the kind of person who might lie to we if he
thought it woulgd help me.

When he sees me he seems to be "just doing a job."

In spite of the bad things that he knows about me, he
seems to still like me.

I sometimes get the feeling that for him the most im-
portant thing is that I should really like him,

There is something about the way he reacts to what I tell
him that makes me unvertain whether he can keep my con-
fidences to himself,

He gives me so much advice I sometimes think he's itrying
to live my life for me.

He never knows when to stop talking about something which
is not very meaningful to me.

He sometimes cuts me off abruptly just when I am leading
up to something very important to me.

He frequently acts so restless that I get the feeling he
can hardly wait for the day to end.

- There are lots of things I could tell him, but I am not

sure how he would react to them, so I keep them to myself.
He constantly reminds me that we are friends though 1 have
a feeling that he drags this into the conversation.

He sometimes tries to make a joke out of something I feel
really upset about,

He 1s sometimes so rude I only accept it because he is
supposed to be helping me.

Sometimes he seems 1o be playing "cat and mouse" with me.
He often points out what a lot of help he is giving me
even though it doesn’t feel like it to me.

It is hard to feel comfortable with him because he some-
times seems to be trying out some new theory on me,

He's got a job to do and does it. That's the only reason
he doesn't tell me off.

If I had a chance to study under a different teacher I
would.

He is always relaxed, I don't think anything could get
him excited.

I don't think he had ever smiled.

He is always the same.

He makes me feel like a guinea pig or some kind of animal.
He uses the same words over and over again, till I'm
bored.

Usually I can lie to him and he never knows the dif-
ference.

He may like me, but he doesn't like the things I talk
about.

I don't think he really cares if I live or die.
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He doesn't like me as a person, but continues to see me
as a student anyway.

I think he is dumb,

He never saye anything that makes him sound like a real
persen.

He is all right, but I really don't trust him.

If I make mistakes or miss a class, he really gives me
trouble about it,

He probably laughs about the things that 1 have said to
him,

I don't think he knows what is the matter with me.

He sometimes looks as worried as I feel.

He is really a cold fish,

There are times when I don't have to speak, he knows
how I feel.

If I am happy or if I am sad, 1t makes no difference, he
is always the same.

He knows what it feels like to be ill.

He must think he is God, the way he talke about things.
He must think that he is God, the way he treats me.

He interrupts me whenever 1 am %talking about something
that really means a lot to me. :
I can tell by his expressions sometimes that he says
things that he does not mean.

There are a lot of things that I would like to talk
about, but he won't let me.

He really likes me and shows 1it.

I think he could like someone, but I don't think he
could love anybody.

There are times when he is silent for long periods, and
then says things that don't have much to do with what
we have been talking about.

When he is wrong he doesn't try to hide it.

He acts like he knows it all.

If he had his way, he wouldn't walk across the street
to see me.

Often he makes me feel stupid the way he uses strange
or big words.

He must think life is easy the way he talks about my
problems.

You can never tell how he feels about things.

He treats me like a person.

He seems to be bored by a good deal of what I talk about.
He will talk to me, but otherwise he seems pretty far
away from me.

Even though he pays attentlon to me, he seems to be just
another person to talk with, an outsider.

His concern about me is very obvious.



APPENDIX C

CUTLINE COF THE SESSIONS

Session I

1,

2.

Chapter I . . Introduction to the Study of the Teacher,
Role.

Chapter II . . "Interaction Analysis as a Feedback System”
' a. Will include a discussion of the sep-~

arate categories.

b. Emphasis upon Directness vs. Indirect-
ness.

¢, Procedure for Categorizing Teacher-
pupil interaction. p. 15.

d. Steps in the Observer Training Process.

Begin Recording numbers for Tempo check. {one tally pef
three seconds)

Record very easy and simple exercises from Session I on
the tape.
Exercises #1, 2, 3 & 4.

Assignment for next session:
Study chapter two in more depth and complete mem-
orization of the ten categories.
Work on ground rules.

Session II

l.
2,

Temp check {(one tally per 3 seconds).

Review Exercises 1, 2, 3 & 4 from Session I on the
training tape.

Review Chapter II -- "Interaction Analysis as a Feedback
System” :
(a) Specifically emphasize from p. 18.
(b) Go into detail with the ground
rules p. 24,

Tally some from Session II on the training tape.
Select from the 12 exercises.
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Session 1I . . Con't,

5. Begin work on Chapter III -~ "Using and Interpreting
Interaction Analysis”

a) Recording Bata in a Matrix -- p. 31,

(b) Using the KMatrix to Determine Specific Areas
of Classroom Interaction -~ p. 38.

{¢) Interpreting Matrix Data -- p. 45,

(d) Use exercise 4 from Session I to build a very
simple matrix.

6. Assignment:
Study the Ground rules

Session 111

1. Tempo check.

2. Review some of the earlier tapes and go to more advanced
ones.
Session I ~- Ex. #4
Session II -- Ex. #1-12

3. Review the building of a matrix in Chapter III., Go in
more depth with the discussion.
Training tape . . . Session IV -- Ex. #1

4. Tally more difficult exercises and compare with the
experts.
Training Tape . . . Session Il -~ Ex. #7-12
Session III -- Ex, 1-3

5. Break them intec smaller groups and let them compare some
of their recordings from the tapes and discuss any dif-
ferences that they see,

6. Review the work on the ground rules.

7. Assignment:
Each group should select someone to bring a three
to five minute tape from one of her classes.
This same group will tally from this tape next
time. (check to see that everyone knows how to
run the tape recorder.)

Session IV

1. Quick tempo check. Record from some of the earlier tapes
for practice and review.
Session I1 -- Ex. #11 & 12
Session III ~- Ex. # 1 & 2
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Session_IV . +» Con't.

2.

3.

Aty et

Divide the group up into the groups they were assigned and
have them tally the recoding and discuss them.

Have ten or fifteen minutes of some roll playing sessions
with the categories. Let them volunteer to roll play the
various categories and then hopefully the whole group will
become spontaneous and want to join in.

Review the ground rules.

Training Tape ., ., . Session III
Exs, 5-8
Break them up into groups for discussion of the
tallies,

Training Tape . . . Session IV
' Ex., 3

Assignment:
Give each person a partner and have them observe and
tally a live, five-minute session from each onés
classroom. Bring back for next time.

- r———

.Tally for review . . . Training Tape . . . Session III

Exs. 1-4

Discuss the partner observation that was done. Ask if
there were any problems and see if there are any trouble
spots.

Tally practice . . . Tralning Tape . . . Session III
Exs. 5-8
Session IV

Ex. 3

Do some more roll playing of the categories.

Get magazines with some good teachable topics. Assign
groups with topics from magazines to teach. Let each group
select one person to teach. BRefore the teaching begins
have them discuss which category will be used the most.

Let the group be the class.

Assignment:
Five minute taping of their own classroom., Tally and
place in a matrix for next time.
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SessionV . . Con't.

Ask for a number of students to come and stimulate
a class,

Have two or three teachers to prepare to teach.
Everyone else will act as observers.,

Session VI

1. Set up the stimulated class sessions and let those
alerted to teach to proceed while others record. After
the students leave, discuss the tallying and general flow
of interactions.

2, Tempo check and review tallying.
Training Tape . . . Session III1
Exs. 7 & 8

3. Divide into groups and have them discuss thelir own
matrices from last time,

4., Begin discussion on Chapter IV.

5. Tally from Training Tape . . . Session IV
Exs. 3 & &

6. Assignment:
Another five minute taping of their own classroom
interaction. Tally and place in a matrix. Have
two or three to bring tapes for next session.

Session VII
1. Discuss the tapes from their classes and the matrices.

2. Listen to the tapes that were brought in and have every-
oen to tally and place in a matrix,

3. More discussion of Chapter IV "Research on Teacher
Behavior.”

4, Review Tallying from the following:
Session 11
Exs. 11 & 12
Session 1II
Exs. 7 & 8
Session IV
Ex. 4 with matrix
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APPENDIX E

The following pearsonnproduct correlation was used to
compute the reliability of the Truax Relatlonshlp Question-
naire. The quﬂ%tlonnalra was glven to thirty-six freshman
and sophomore education students in the fall of 1969. It
was administered on a Wednesday and was administered a second
time two weeks later.

The students were simply asked to fill out the question-
naire on their teacher and to be honest and frank as possible.
Further, they were assured that this would have no effect on
their grade or relationship with thelr teacher. These same
instructions were given each time the questionnaire was
administered.

The reliability correlation was .8257 or .83. At test
of significance was run and was found to be significant beyond
the .00l level.

P (éX) (éy)
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r -
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= v/i2/~0 211, 5572/F96u6 31 _/7 v/// 98504645, O4
r .83 _ .83 .83
= / 2 - -
t = 1. - 1 - .688 = 23111 =/ .0091
/s ,//lwfﬁyf:mgﬂ v/i;le 5
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AFPENDIX F

INSTRUMENT USED IN THE STUDY

‘The Truax Relationship Questionnaire is a 120 T-F item

inventory of the three interpersonal qualities of accurate
empathy, genuineness, and nonpossessive warmth. In a clinical
relationship it is filled out by the patient. In the teaching
relationship the students fill it out. Therefore, it is an
inventory of these qualities as perceived by the student.

This information will only be used by the researcher and
no one will see the results of any individual teacher. The
information will be used as a group znd then in terms of a
mean score only.

You are not being rated or evaluated. This information

will be used only for research purposes.
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APPENDIX G

INSTRUCTIONS FOR FILLIKG OUT TRUAX'S RELATIONSHIP
QUESTIOHNA IRE

Teachers

1,

The class filling out the questionnaire will be selected
by drawing a number and using that period to avoid hand-
picking extremely good or bad classes.

The students filling out the guestionnaire should have
been in the teacher®s class the previous semester, No new
students and those not expected to complete through May
should be included.

Teachers are not to read the questionnaires nor are they
to read how the students have answered any of the items.
This restriction is included so that the students will
feel free to answer the items as honestly as possible,.

Of the 120 T-F items on the questionnaire some will apply
to the teacher-pnupil relationship, others will not. Ask
your students to answer honestly after carefully con-
sidering their present relationship with you.

IF THE STATEMENT SEEMS TO MOSTLY BE TRUE,
THEN MARK IT TRUE; WHILE IF IT IS MOSTLY
NOT TRUE, THEN MARK IT FALSE.

Students -~ (This information will accompany the questionnaires

1.

2.

and should be read before they begin work.)

Place your name in the appropriate space at the top of
the answer sheet,

Only a number two {No. 2) lead pencil should be used. The
questionnaires will be machine scored.

Blacken the choice completely. Avoid any extra pencil
marks, Do not mark on the questionnaire. Mark only on
the answer sheet.

If the statement seems to mostly be true, then mark it
TRUE; while if it is mostly not true, then mark it FALSE.

Read the instructions at the top of the questionnaire very
carefully before you begin work.
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APPENDIX H

DESCRIPTION OF THE TRAINING SESSIONS USING
INTERACTICN ANALYSIS

Session I

Chapter I . . Introduction to the Study of the Teacher Role
Chapter II . . "Interaction Analysis as a Feedback System”
a. Discuss the separate categories
b, Directness vs. indirectness
¢c. Procedure for categorizing p. 15
d. Steps in the Observer Trailning Process

Record numbers for tempo check {one tally per three seconds)
Assignment: Study chapter two and complete memorization of
the ten categories, _

Impressions of Session: Very good reception by the teachers.
Seemed to be quite interested. :
Caught on quickly to recording tallies.

Session 11

Tempo check (one tally per 3 seconds) _
Discuss the ten categories and work on memorization
Discuss the ground rules

Begin recording from the tapes #1, 2, 3.

Assignment: Study the ground rules

Impression of Session: Not much preparation before the class,
Tempo check took longer than should've,
Quite a lot of discussion on being
able to discriminate between some
of the categories.
Ground rules helped a lot,

Session 111

Continue work on Tempo (one tally per 3 seconds).
Discuss the recording from the tapes and continue work with
the tape: Session I: Ex. 4.
Session II: Ex. 1, 2, 3.

Begin work on Chapier III ~- "Using and Interpreting Inter-
action Analysis" -~ Show how tallies are transferred to
matrix.

Assignment: Study Matrix Building and Ground rules
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Impression of Session: A 1ittle let down during this session.
St111 not much preparation before the
class . . . having to do things
that the teachers should do on
thelir own.

Session IV

Tempo check

Review what was said about matrix building and go into more
detaill into Chapter III.

Training tape exercises: Session II: Ex. 5, 6, 7.

Session III: Ex. 1 {(with matrix)

On exercise 7 . . . break them into
small groups and let them discuss
their tallies,

Discuss in more depth the purpose for the ground rules and
their meaning.
Assignment: Place Ex. 7 in a matrix
Pach group should select someone to bring a three
to five minute tape from one of her classes.
This same group will tally from this tape.
next time,

Impression of Session: 8till much discussion centering around
discrimination between categories,
Some frustiration seen about this,
They are about to memorize the cate-
gories and feel more confident.

Session V

Tempo check
Break into groups they were assigned and have them tally the
tape brought to class. Have them put it into a matrix.
Discuss Ex., 7 from last time in the matrix.
Review the ground rules
Demonstrate roll playing of the categories.
Training tape. Session II: No. 9, 10, 11.
Session III: No. 2.
Assignment: Study ground rules

Impression of Session: They enjoyed the small group work.
- They liked the roll playing demon=-
stration.
Placing the tallies into a matrix
lets them see the interaction
better.
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Session V1

Tempo check
Discuss interaction in the classroom and see if they feel that
their work with interactlon anslysis has caused them to
to be more cognizant of their own verbal behavior.
Training tape: Session II: No. 8 & 12.
Session III: No., 2 & 3.
Assignment: Give each person a partner and have them observe
and tally a live, five minute session from each
one's classroom.

Impression of Session: They enjoyed the roll playing in the
small groups.

Some did not observe like they were
suppose to. Some just aren't
putting anything into the sessions.

Still some frustration on a few of
them concerning discrimination.

Session VIT

Tempo check

Discuss their live observation sessions.

Talk to each couple alone about the observation they did on
the other and compare it with the objectives of the
teachers class.

Training Tape . . . Session III: No. 4.

Assignment: Five minute taping of their own classroom.

Tally and place in a matrix for next time.

Impression of Session: I got to know each one of the group
better by talking with each one
of them about their observation
of their partner. '

Most have learned as much as they will
during this go round. Perhaps if
they could study more later it
would help them.

Session VIII

Summary Session

Discuss their taping to their own classroom.

Discuss and get some feedback on the staff developments as
they see it.

Party::!!

Impression of Session: They all expressed how much they
enjoyed the time spent together.
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INTERACTION ANALYSIS WORK MATRIX
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