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ABSTRACT 

This thesis reports a field experiment of t eachers ' 
non-v e rbal attending and verbal responding behav iours 
and their relation to pupil achi evemen t. It wa s 
expected that teache rs who use<l higher l e ve l non­
verbal and verbal skills would have children who 
achieved at a higher level. 

A group of fifteen teachers, five in three dif ferent 
schools, were video-taped at the beginning of th e 
school year. Because all of the teachers were 
functioning a t low levels on scales of attending and 
responding, one group of teachers was given ten hours 
of training in these skills. One other group of five 
teachers wa s given a placebo treatment and the r ema in­
ing group received no tr ea tment. All of these teachers 
were video-tap ed at the end of th e school year . 

All of the children were test ed a t t he be g inning and 
the end of the school year· on standardized ach i evemen t 
measures . 

Analysis of the data reveal e d thut t e n hours of 
training given one hour at a tim e at intervals of 
one week was not sufficie nt to es tablLsh average 
classroom conditions that were signif ica ntly different 
from the other experimental treatments. The trai ned 
teachers did improve in the exp ec ted directi on more than 
the other teachers . 

The students of the two teachers who respond ed at the 
highest levels were compared to the students of the 
two teachers who respond ed at the lowest level. The 
results supported the hypothesis . 

From this sample of teachers those who were female, 
who responded to feelings, who had students from a 
higher socio-economic status, who were just beginning 
to teach, and who attended and responded appropriately 
had students with higher results. 
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1. 

THE PROBLEM AND ITS ANTECEDENTS 

Education for Learning 

Education for cognitive development has been th e major emphasis 

in schools. However , ther e is increas ing dissatisfac tion, not with 

the aim to produce more knowl edgeable people, but with learners who 

leave school with inadequate cognitive skills. The plan and purpose 

of this thesis is to unravel some of the contributions of t eac he rs 

to the success or failure of thei r pupils a t meeting some of the 

aims of e ducation. 

One ba s ic s upposition is that al l learning begins with the 

l earner . The mo tivation of the l earner is his basic ene r gy avail­

able and dir e cted towa rd ach i ev ing his goal . Teachers who can 

utilize thi s energy will ach i eve more. How can a teacher know th e 

mot ivation of a student? How can a teacher direct the mo tivat i on 

of a student? 

On e popular approach to these ques tions has arisen out of 

self-theory. The inv estigation s and logic of self - t11eorists 

will be pr esen t ed along with their conceptual and methodological 

shortcomings. 

Another a pproach to t he probl em of mot iva t ion tha t will b e 

examined is best exempli fied by Robert Carkhu ff ' s researc h i n 

counsel ling. Certain observable b e hav iours have been id e ntified 

as crucial t o th e success o f counselling . These skills will be 

presented and adapted for use in the classroom and tested for 

their effectiveness. 

Carl Rogers (1969) in a Harvard Conference on Classroom 

Approaches to Influencing Behaviour irritated many when he said, "The 

outcomes of teaching are either unimportant or hurt ful, " ... "Do away 

with teaching," ... "Do away with examinations as they me asure only 

the inconsequential type of learning," as well as other proposals to 
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facilitate learning that is self-discovered and self-appropriated. 

Rogers' basic assump t ion was that children a nd all adul ts are initially 

and constantly motivated. In his view teachers "do not have to turn 

kids on. " 

Motivation and Learning 

Teachers have been greatly influenced by the con ceptions of 

motiva tion that educational psychologists have advanced . Original l y, 

motivation was thought to be a drive state that would arise to meet 

a bodily n eed . When the n eed was satiated, the motivation wou ld no 

longer exist and ac tivity would theoret ically cease . Some psychologis ts 

infe rred n eeds from the activity of the organism. Murray (1938) was 

ab le to infer twenty-s ev en needs t o account for the human activity tha t 

h e observed. Of course th e way was left open to infer more needs if 

the twen t y- seven were not adequate. It was this growing number of 

motivational drive states and the anomal i es of life forms engag in g in 

activity that could not be describ ed as meetjng the needs aroused 

by a drive s tate , tha t a r oused th e psychologist ' s need for parsimony. 

Would still more motivational needs have to be postulated for infants 

that played, monkeys that worked fo r ten hours manipulating a puzzle, 

(Hunt, 1968) or mice that preferred an e nvironmen t that had stripes on 

the wall to one that had no stripes? 

Hebb (1955) pointed ou t that th e multiplication of drives ,,1ouJ.d 

n o t so l ve the problem of motivation. Even at the level of individual 

nerve cells the r e is ac tivity at a rather constant backg round rate. 

Wit h outside stimulation, t his rate changes . But by itself, the nerve 

cell and a lso the e ntire organism is by nature active. 

Self- Concept and Performance 

It is a large jump from the level of analysis focused on individ­

ual nerve cells to the level of class room interaction. Howeve r, it is 

necessary to observe that an individual's activation level affects his 

classroom b ehaviour. The responsib i lity of a teacher is therefore 

broadened by having self-activa t ing pupils . (Day and Berlyne, 1971) 

Still necessary is the traditional teacher's role of being a stimulus 

f ield for the learner. Another role is to know the motivationa l level 

of the learner. Those educators who emphasize the importance of the 
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learner's self-concept are attempting to measure the individual ' s 

leve l of motivation . How can a teache r best acquire the necessary 

skills involved in being able to know the motivational level of each 

learner and therefore teac h each learner mo s t effectively? 

J ersild (1955) suggests tha t the teacher should first know himself 

and then , by being open, begin to know the pupil as a person. This 

knowing of the self, both by the teacher and the student, wi ll lead to 

an increased ab ility to "think straight" as feelings often influence 

the cognitive flow of i n formation. (Brown, 1971) By relating th~ self 

to the subject matter, the content can acquire personal relevance and a 

greater depth of involvement will result . Of course, the obverse is 

also possible. That which society has deemed important, an individual 

may think is irrelevant and therefore decide to fore go the acquisition 

of that section of the curriculum . 

Jersild (1951) also believes that the ch ild is more fin ely 

equipped to d ea l with learning than is assumed by mos t t eachers. 

"Human beings, from an ear l y age , 
have more c apacity for learning to 
face a nd to understand and to deal 
construc tively with the realities 
of life than we have hitherto assumed 
in our psychological theories or in 
o ur educational practices ." (p . 122) 

The close parallel ing of a person ' s self-concept and his b ehaviour 

has freq u en tly been noted. 

"(1 t is) .. . not the people who feel 
that they are liked and wanted and 
acceptable and able who fill our 
jails and mental hospitals . Rather, 
it is those who feel themselves 
deeply inadequate, unliked, unwanted, 
unacceptable, unable, and the like." 
(Combs, 1965, p. 563) 

Combs further suggests that teachers should include the self of 

each individual as part of the curriculum. His concern with knowing 

and improving the student's self-concept is summarized with this 

question : "Does this (any part of the curricula or any method) help 

our students to feel more liked, wanted, accepted, able, dignified, 

worthy, important, and so on?" If a person has this empathic ability 

to recognize the self of each student and to foresee the effects of his 
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actions on the self of each student, Combs believes that this person 

can do well at t eaching with no training. Whereas , without this 

skill, even with teacher training as it usually is at present, th e 

individual may still d o poorly . 

An increasing number of researchers have been led to inves tigate 

the ini t ial determina nts of the self - concept of the chi ld, the results 

in lif e as a function of the self-concept, and the re- shaping or 

e nhancemen t of a p e rson's self-concept . 

Swift (1 971) in England found that children from the middle c l ass 

had a much g r e at er chance for selection for higher education than 

c hildren from the working class. Social class alone as a predictor has 

s h o rtcomings as it n eg lec ts th e internal dynamics of the family, for 

instance, t he sons of working class fathers who were d issatisfied with 

their occupation did wel l on the national selection examination. 

Harrison (19 68) admit t ed tha t generally the s ocial class b ac k­

ground of an i nd i vidual was a good predictor of a large c ons t e llation 

of a ttitudes, behaviours, and e nvironmental conditions t hat affect the 

individua l ' s self-concept and his academic achievemen t . How ever, there 

wer e anomal i es of advantaged s t udents doing poorly academically and 

stud en ts with dis3dvantaged background s doin g well academica lly. 

Ha r rison found that the attitudes of the a c hi ev e r s , irregardless of 

their social class, were s~nilar . The self-c on c ept of a person was 

mo r e of a major predictor of performance in school t han his social 

class. 

The t eaching behaviour of mothers of high and low social class was 

observed while they were t eac hing their own µre-sch oo l childr en. (H e ss 

and Shipman , 1971) There were sign i ficant dif fe r ences i n the amount of 

imperatives u sed, the amount of language used , the concern for the 

future , and the relationship of rationality and authority. The h igh 

soc i al class children were developing self-concepts and skills that 

gave t hem confidence to act on their own initiative with rational 

behaviour . 

Carl Rogers (Rogers , e t al, 1948) studied the predictive power of 

eight factors on the improvemen t of delinquent adolescents. The most 

powerful predictor was the level of self-understanding followed in 

order by : social competency, hereditary background, intelligence, 

family atmosphere , economic level of the family , physical health, and 

amount of education. Rogers proposed that to change a person for the 

better , it would be necessary to change the self-concept by aiming 



toward more self-understanding which l e ads to attitudes of self­

control and self-direction. 

While these results are certainly unexpected and stimulating, 

5, 

they should be treated with slightly more caution than was exhibited, 

especially when it is known that this research was the first ever 

reported of an observer inf e rring l evels of personal insight from case 

history reports. (Wylie, 1974) The statistical analysis of the data 

was not complete enough to justify the strong conc lusions . The simple 

correlational findings, while quite high, may h a ve had other underlying 

common fac tors that could have been extracted b y the techniques of 

multiple regression or even partial corre l ation . More will be said 

below about the weaknesses of this research and other research i n self­

theory that attempt to determine the motivational component in student 

learning. First, some of the research in self - concept as it relates to 

performance in schools will be recounted. 

Th e importance of the self - concep t in r e lat ion t o school achieve­

ment became a pparent t o Fink (1965) in his stud y of unde r achi~vement . 

His research gave evidence of ten e nvironment a l va riabl e s that were 

predictors of s tud ent achievement . He was dissutisfied with this 

multiplicity and postu l a t ed that the envi r onmental influences afferted 

the self- concept , fo r better or worse, and th at the r esultant se lf­

concep t was the vital det e r miner of a chievement. 

Davidson and Lang (1960) reported that Reeder observing i n the 

p rimary school and Stevens observi ng in the t ertiary level both found 

positive self-feelings positively corre l ated wi th hi ghe r academic 

achievement. They postulated that the teacher 's approach c an init iate 

a self-perpetuating circle o f, "The teacher th inks I am good. I think 

I am good. I behave appropriately. I achieve high results. The 

teacher thinks I am good." 

Brookover (1964) concluded that a pupil's self-concept is 

significantly related to performance when the ability factor is con­

trolled statistically. The self-concept is influenced by those people 

who are important to the child. He suggests that if it is possible to 

enhance the self-concept, then the person 's performance will be raised . 

Staines (19 58) conducted a small experiment using two teachers who 

were judged to be effective by their superiors and by their past 

records. By removing the stress on performance and not ranking students 

in the one class, Staines successfully helped one teacher to improve 

the self-concept of the children in her class. The students set 
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personal learning goals and carried t hem out . This class had higher 

gain sco r es o n an academic ac hievement meas ure and also exhibited an 

improved self-concept . The question of causation was left open from 

this experiment . Was the se l f - concept higher in the exper imental class 

because o f their improved pe r formance or was the improved performance 

a result of an impr oved self-concept? Part of the cause for the 

improvement of both may be the result of removin g stress in the child­

ren a nd accepting each pupil. Such strategies of improving self-concept 

and performance are becomi ng apparent . 

In the summarizat ion of some of t he key findin gs of the observation 

o f classro om behaviour i t was found tha t warmer and more enthusiastic 

teachers produced be tter ach i evement gain s and als o more positive 

a t mospher es in their classrooms. (Brophy and Good, 1 974 ) 

From workin g with adults , frequently in the area of bu s iness 

management, McClelland (19 65) advances the proposi tion that an individ­

ual's se l f - concept will influence his behaviour. If it is advantageous 

to improve anothe r person' s self-concept, it is more likely to improve 

in an int erpersonal a tmosphere where the individual is warmly, but 

honestly supported and re spected . 

Weaknesses of Research Linking Se lf-Co ncept a_ncl Achi e vement 

Th e study of the predictive power of the self-concept done by 

Rogers (Rogers, e t al , 1 948) is indicative of several weaknesses of 

ana l ysis and concep tualiza tion t hat is frequent in r esearch relating to 

self-concept and performance . The scales employed f o r measuring the 

d ifferent characteristics were trea t ed in the statistical analysis as 

interval scales . This assumptio n was not justified. The reliability 

of the ratings was not measu r ed for this analysis. For the same scales 

in a differen t experimen t the reliability was low . On a seven step 

scale only fou r judges out of six wou ld be within two scale steps of 

each other . (Wylie, 1974) 

A much greater weakness was the assumption that the high correla­

tion that was found between the amount of insight and eventual outcome 

indicated a c ausative factor. This a ssumpt ion is quite frequent in the 

literature of self-concept research . 



"The demonstrated correlation between 
the student's self-concept and the 
evaluations that the student perceives 
others to hold of him leads to the 
question as to whether it is possible 
to change the self-concept. Further­
more, if self-concept is in fac t a 
key factor in role performance, changes 
in self- concept should result in 
changes in performance. " (Brookover, et al, 
1964) 

7. 

The recognition that s uccess builds positive self - concepts and 

that success is dependen t upon the possession of necessary skills is 

a more fruitful line of inquiry. This approach could point t o an 

earlier common determiner of both the individual's self-concept and 

his performance ability . It is easy to obtain measures of s elf­

concept but as Wylie (1974) points out, there are many pitfalls in the 

pursuit of validity of such measures . 

One fruitful conception is to consider self-concept as a process 

and even a n outcome factor and not as a determiner of desired ou tcomes . 

Parents who train their children with acceptable skill s give positive 

reinforcement when desired skills are carried out. These reinforcers 

are s een by the child as validations for his activity and are generalized 

to positive self-concepts. In this manner the skills and a positive 

self-concept are linked. A re-training programme for pupils with low 

self-concept and inadequate deli ery skills will be ineffectual i f it 

concent r ates solely on improving t he self-concept in ~acuo. Programmes 

that aim toward changing behavioural skills usually reinforce t he 

execut ion of these skills which leads to improved delivery a n:J.an 

improved self-concept. 

Carkhuff and the Operationalization of Helping 

The combination of theory and positive research findings for 

improving a person's self-concept and achieving success comes from 

Robert Carkhuff (see especially Carkhuff, 1969) and those who have 

utilized his achievements and built on them. Working initially out of 

a counselling framework , he found that the more accurately the 

therapist could understand the client's viewpoint and share his 

understanding with the client, the more helpful the relationship would 

be. He utilized the empathic stance of Rogers, operationalized it, 

and added directionality by fully incorporating the skills of the 
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therapist in initiative dimensions of action. Those who had higher 

levels of functioning on the Carkhuff Responsive and Initiative Scales 

(Carkhuff, 1969) had more s uccessful out comes. This has been validated 

in counse lling, counsellor training, counselling by paraprofessionals, 

rehabilitating delinquent adolescents, and parental influence . 

(Webster, 1972) With such a rich theoretical backg round, soundly bas ed 

in a concern for people, it was not long bef ore educators began to utilize 

the Carkhuff app roach. 

Hef e le (1971) trained in interpersonal skills some gradua t e 

students who were preparing t o be teachers of the deaf. They were 

evaluated by their supervising teachers and by the achievement of the 

students that they taught . Significant benefits were claimed for the 

gradua te students in that their int erpersonal abil ity was improved and 

their students ' academic achievemen t was superior to that of a control 

group . 

Kratochvil (1968) investigated the levels of f unctioning of 

teacher s and parents as measured by th e Ca rkhuff Scales . The investiga ­

tion proposed that there would be a relationship between the level of 

func tioning of the adults and the performance of the children on 

several measures. The results were not significant as there were very 

few teachers or par e nts functioning at minimally effective levels or 

higher . 

One of the main exponent s of the Carkhuff Model in classroom 

educa tion has been David Aspy (Aspy, 1972). In one process s tudy he 

found that the teachers who exhibited a hig her positive regard for 

students elicited higher levels of cognitive functioning from their 

students. In another study the teachers who were more accurate with 

empathy, were more genuine, and showed more respect had students who 

had higher gain scores in academic achievement. Aspy raised the 

possibility from this naturalistic study that the teachers with the 

highest skill in interpersonal functioning may also be the most know­

ledgeable teachers. He also raised the question of the appropriateness 

of empathy , genuineness, and respect for all age levels as his study 

was done only with the third grade . Reed (1961) had findings that 

seemed to show that older pupils did not profit from warmth . 

Aspy (Aspy and Hutson, 1972) also studied the results of teachers 

who utilized students' goals as the basis for classroom activity. 

Those teachers who were able to do this ranked the highest on the 

Carkhuff Sca l es and had more ins t ances in the classroom of student 
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initiated ideas. 

In an experimental study to measure th e effect of sys tematic 

human relations training of primary teachers upon their classroom 

performance (Beren son, 1971 ) it was found that those who experienced 

an effective interpersonal relationsliip and who were taught the com­

ponents of effective interpersona l skills changed their classroom 

b ehaviour towa rd being more e ffective . Those who were only taught but 

did not have the experience did learn to discriminate effective from 

non- effective teaching behaviour. However, they did not change their 

own teaching behaviour toward being more effective. They remained 

where they were before they were taught . As measured by the Flanders 

Interaction Analysis Category System the first group of teachers had a 

significantly higher indirect to direct rati~meaning that they were 

able to expand student participation throu~1 accepting pupil feelings , 

praising and using pupil ideas, and questions more than th e second 

group of teachers. (Flanders, 1970) 

In general the finding s are that tea c h er s who respond most 

accurately to the c hild are ab l e to invo lve the c h ild to a g r ea ter 

extent in cognitive at tainment. The studi es c it ed have provide d a 

good indication of the n ec e ssary skills . One of the majo r questions 

that remains i s, a re these skil ls inborn, unlearned, or accidents of 

"personality ," or are these s kills such that with appropriate training, 

they can b e acquired by tea chers and used t o the same effect as 

exhibited by Aspy? A similar problem was also raised by Kratochvil 

(1968) who failed to find enough high level functioning peopl e . He 

saw the need to train for improved functioning as measured by the 

Carkhuff Scales. With this increase in skill, there may be an increased 

differentiation on o utcome measures that can b e attr ibuted to the 

subject ' s level of functioning . 

KO:SSEY UNIV EllSITl 
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THE HYPOTHESES 

In sununary the interrelations that have b ee n developed are the 

following: 

1. the child's parent s and significant 

others train the child physically and 

cognitively towa rd the level that 

they have reached 

2 . the child's paren t s and s i g n ifican t 

others s h a p e t h e af fe c tive field of 

the child, creating positive and 

nega tive vale n ces to behaviou r s, 

some of whic h affect cognit i ve 

p e rformance 

J . upon entry to formal edu cation, the 

child ' s potential fo r cognitiv e 

achievement has been developed to 

limits set by his environment 

4 . the teacher in trying to improve the 

cognitive development of the learner 

is more effective if he is able to 

respond accurately to the a ffective 

field of the learner and to diagnose 

the cognitive level of development 

of the learner. 

10. 
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Proceeding from the information that has been determined as to 

the relationship of the cognitive and affective nature of the learner, 

several major questions have been advanced. In surrunary thes e questions 

are : 

Can teachers be trained in skills tha t will a llow 

them to respond accurately to the learner? 

Will students of the above teachers demons trate 

increased cognitive achievement in like manner to those 

students of teache rs who were naturally able to respond 

accurately to the l earner? 

Is there an age level after wh ich learners do not 

profit from teachers who are able to respond accurately? 

Hypotheses 

It is assumed that teachers will be able t o gain the skills that 

will enable th em to function in the clr.issroom at higher levels as 

measured by the Carkhuff Scale for Effective Helping . 

The major hypothesis and the subsidiary hypoth eses arise from the 

preceding questions, and obtain their dire c tionality from the studies 

and results that have been ga thered so far . 

Hl 

Major Hypothesis 

The level of accurate responding a nd initiating 

behaviour of the teacher will be positively associated 

with differential student academic achievement. 

Subsidiary Hypotheses 

Teachers with high level responding and initiative 

behaviour will have students who achieve greater gains 

in academic achievement than students of teachers who 

do not exhibit high level responding and initiative 

behaviour . 



H2 

H3 

There will be no difference in the gain in 

academic achievement for students of all ages who 

have teachers who have equally high level respond­

ing and initiative behaviour . 

There will b e no difference in the ga in in 

academic achievement for male and female studen t s 

who have teachers who have e qually high level 

responding and initiative behaviour . 

12. 
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RESEARCH DESIGN 

The ideal experimental design for testing these hypotheses would 

involve two groups of teachers who are equivalent in all characteristics 

save that of the ability to attend and respond to children . A random 

assortment of pupils would be g iven to each group of teachers. After 

the pupils have experienced their assigned teachers for a length of 

time, say one year, the performance of the pupils would be assessed a nd 

compared . This would give a direct test of the effect of the research 

variables. Unfortunately, there are several conditions within our 

society that prevent this design from being implemented. Thes e con­

ditions are the non-availability of a pool of teachers with high level 

attending, responding, and initiating skil l s , the non-random sorting 

of pupils and teachers into schools and pupils to teachers , and the 

non- equivalenc e of teachers on a wide variety of at titudes, skills, and 

experience. The effect of these conditions upon the research design 

will be considered . 

The skill of accurately responding t o the pupil's frame of 

referenc e requires the teacher to observe non-verbal messages from the 

pupil, to listen to what the pupil says, and then to respond empathic­

ally by identifying how the pupil feels and the cause of his feeling. 

The absence of this skill in the classroom has been noteworthy. 

Flanders designed a classroom observation schedule that was to describe 

the interac tions in a classroom. One category was the accep tance or 

clarification of feelings. This category has been involved in les s 

than one per cent of all classroom interactions . It appears that the 

description of the classroom as an "emotional desert" is accurate. 

(Flanders 1960, 1970) 

Kratochvil (19 68) designed extensive research to identify those 

teachers and parents who were able to respond empathically . He then 

wished to correlate these adults' level of e mpathic responsiveness 

with objective measures of their children's performance . However, 

there was a low, limited range of performance among his adults. There 

was an absence of a readily available group of adults , teachers and 

parents, who could respond accurately to their charge's world. Because 

of this attenuation of skill levels, he was unable to detect significant 

differences in the performance of the children as a function of those 
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adult behaviours. 

Although there has been little a ttempt to identify the inter­

personal skill level of t eachers in New Zealand, it may be expected 

that there will be a similar lack of empathic ability among t eachers . 

To test the hypoth eses it will be necessary initially to train a group 

of teachers in responding skills . Measures of the teachers' initial 

base line classroom behaviours in attending and responding skills will 

be taken, followed by a training input, and a subsequent measure of 

the execution and maintenance of the relevant skills. This group of 

trained t eachers will hav e to be compared with a group of untrained 

teachers to test their initial equivalence or variance in the target 

behaviours and to ascertain whether the training made a difference . 

The children of all classes will h ave to be compared on r elevant 

achievement measures . 

Whenever there is an intervention into a productive env ironment, 

that is perceived to be helpful, be it at the Hawthorne Western 

Electric Plant or in a classroom, it appears that there is an in c r ease 

in productivity. (Kerlinger, 1964) To test whether the hypothesized 

factors are the important ones it is also necessary to intervene with 

ano ther group of teache r s, preferably in a way that i s see n to be 

educationally helpful but which has been shown n o t to b e a source of 

significan t improvement. These tea chers and students will also huv2 

to be compared to tho se of the other two groups. 

The design of the research is shown in Tuble 1. 

TABLE 1 

The Research Design 

Pre-measure 
Experimental Placebo 

Post-Measure 
Treatment Treatment 

Teachers II All Yes Yes No Yes 
Teachers IIB II Yes No Yes Yes 
Teachers IIC" Yes No No Yes 
Students II A" Yes No No Yes 
Students IIB II Yes No No Yes 
Students 11c" Yes No No Yes 

This design is similar to the Pretest-Posttest Control Group Design of 

Campbell and Stanley (1963). 
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The pupils will only expe rie n ce a pre - and a pos~test measur e of 

their performance. Th e re will b e n o d ire ct i n t ervent i on by the 

e x periment e r with the pupil s . Any d i f f e r enc e t hat will be d e te c t e d 

will be attributed to the t eac h e r' s behav i our. 

Another de viation from th e idea l exper imental design is t ha t 

students are not randomly a ss i gn e d to th e ir t eacher . The r e i s a so r t ­

ing by age initially with a dditio nal cons id e r a tions o f p er forma n ce . 

If a stud e nt is doing excep tiona l ly we l l o r p oo r ly , h e might be mov ed 

up or down a class . An additiona l sourc e o f sy s t ema tic v aria tion is 

that schools draw their pupils from t h e immediat e community which i s 

not representative of the entire New Zeala nd population. There a r e 

c oncentrations of racial types, o ccupationa l groups , and e ducatio na l 

l evels that influence the school's co mp o s itio n. 

Studies done to inve s ti gate pu pils in New Zea land, s u c h a s tha t 

done by Dawson and Hallinan (1 969), have s h own t ha t e v en in t wo schools, 

only a s hort di s tanc e ap a rt t he r e have b een wide varia t ions on i nput 

f a ctor s , such as family si ze a n d parent' s occupation, and outpu t 

fa ctor s , s uc h as pupil r ead i ng a bili t y and general in t elligen ce . An 

i ni t i a l rea ding of s u c h a study can l eave the impress i on that i t 

would b e imp o s s ibl e t o compa r e s tuden t s from one school with the 

s tudents fr om anothe r school . However, even though the s t udents at one 

s c hool went in lower a nd came out even lower again re l at iv e to th e 

stu dent s of the o the r s c hoo l, the standard scor e d i ffere nce b e t ween the 

two did no t change . The sch oo l did no t l essen t he dif fe r ence betwee n 

t h e two kind s o f pup i ls, but neither did i t increas e th e dif f erence . 

(Humphr eys, 1974) It should b e poss i b l e t o compare pu p i ls even from 

widely different backgrounds if the ir initia l l evels are not e d. One 

method would be to compute a gain score f o r each child based on two 

tests of the same material . The gain scores of all the pupils at one 

school could be compared with the gain scores of the other school's 

pupils. An alternative would be to analyze the differences through the 

analysis of covariance using the initial level of performance as the 

covariant . The latter method is preferred by Stanley (1968) and 

Kerlinger and Pedhazur (1973). 

While there will be enough pupils to level off the impact of an 

exceptional pupil, how can all of the factors that might influence 

teacher performance be held constant except for those factors that are 

to be manipulated? " Experience, initial teacher training e xperience, 

sex, marital status, health, in-service courses, hobbies, school climate 
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as set by the principal, s ize of family of orientation , and the 

list goes on of possible fac t ors that can be hypothesized to be of 

critical importance . Teachers are not placed in schools randomly . 

These are illustrations of some of th e limitations of an e xperiment 

conduct e d in a naturalistic sett ing . Instead of bein g a laboratory 

setting whe r e more of the f actors could b e controlled, thi s will be a 

fi e ld experiment in which as many of the factors as possibl e will be 

id enti f i ed a nd tested to identif y that which do es make a di fference . 

The major hypothesis identifies several factors that have s trong 

indications that they are independent var i a bles in t eacher delivery of 

the a ims of e duca tion. 

So far ther e have b een references to certain skil ls that possibly 

make a difference; namely accura t e empathy, attending, responding to 

feelings and meanings , and initiating . These will n ow be defined and 

operationalized. 
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INSTRUMENTATION 

To be able to respond in a way that demonstrates that the teacher 

knows the pupil ' s f r ame of reference logical ly r equ ires a progression 

of behaviours. During the student's emission of a communicat ion, verbal 

and/or non-verbal, the t eache r must be attending to the communication 

physically. The teacher must observe the non-verba l behaviour and 

listen so that h e may recall what has been said. Based on this 

information received the t eache r can show that h e understands by 

responding to what has been conmunicated and subsequently initia ting a 

cours e of action based on his understanding of t he pupil . This can be 

seen in a flow char t that i s Table 2. 

TABLE 2 

Pupil-Teacher Communication 

Pupil communi c ation r Teacher ir7'il'eacher I 
Verbal 1' Lis tens ---:. 

Physically I' 
Pupil communication I Teac~~:-- I 

Non-verbal ,~ ~-A_t_t_e_n_d_s __ l-, j Obs er~ 

1~' -- Constant Feedback Loop~---

Scale for Attending 

l 
Teacher I 

~) Re sponds 

1 
I 

Teache r 
Ini tiates 

_J 
I 

-------~' " 

An increasing amount of information has been gained on the effect 

of certain non-verbal behaviours on liking and other approach attitudes 

such as warmth and respect. Mehrabian (1972) ranked the following 

behaviours that show friendliness: touching, decreasing distance, 

leaning forward, maintaining eye contact, and orienting one ' s body 

squarely toward the other. However, Haase and Tepper (1972) found 

eye contact and forward lean to be more highly related to empathy than 

was distance . The least effective communicator-listener was one who 

was farthest removed, leaned backwards, had no eye contact, and had low 

verbal empathy. Even high verbal empathy was unable to negate the 

deleterious effects of no eye contact and backwards lean. 

Gladstein's (1974) review of 115 studies of non-verbal communica-
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tion in counselling concluded that non-verbal communication can be 

r e liably classified and that it does have influence on the counse lling 

process. However , there were few unified conclusions as findings 

were not replicab l e across differ en t populations of helpers and 

helpees . 

The complex interactions that are involved in non-verbal 

communication behaviours are beginning to be investigated. Genthrer 

and Maughan (1977) found that ex trove r ts are threatene d by a quiet, 

upr ight listener, whereas , introverts appreciate a listener who i s 

silent, and even more so, one who leans forwa rd. 

Any attempt to establish particular meaning for non-verbal 

behaviours will of necessity have to specify the exact context and 

attempt to obtain measurement in naturalistic settings. A forward 

lean with eye contact can be interpreted as thr ea tening or indicative 

of increased atten t iveness bas e d on the amount of trust that the 

initiator has earned . 

Carkhuff and Pierce (1 97 5) i n spelling out the training model 

concentrate o n thr ee ma jor indicators of a ttention : 

Squarenes s : the o r ienta tion of the body and 

the head so that the l eft shoulder of one person 

is directly opposite t he right shoulder of the 

other and his right shoulder is d i rectly opposite 

the other's left shoulder; 

Eye Conta c t: the maintenance of direct, mutual 

gazing; 

Lean: the inclination of the trunk of the b ody 

from the hips, forward toward the other . 

The proposal is that a helper is most effective by beginning in a 

square position, with steady eye contact, an d with a slight forward 

lean . With the establishment of trust as evidenced by high level 

empathy , the helper can increase his lean toward the other . 

As most of the non-verbal communication studies have been based 

on counselling settings between adults (Gladstein, 1974) very little 

has been reported on non-verbal communication between adult and child . 

The s cale shown in Table 3, is based on Carkhuff's approach to train­

ing and incorporates an additional factor of level which means that 

the teacher and the pupil have their heads on the same level. The 
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lowest numbers refer to those physical behaviours which show the least 

amount of attention being given, while the higher numbers r efer to 

more intense attention being given by the teacher . 

TABLE 3 

Scale for Teacher Attending 

Level Behaviour 

1.0 The teacher is not squarely facing the pupil, and has 
no eye contact. 

1.5 The teacher i s squarely facing the pupil and has no 
eye contact. 

2.0 The teacher is squarely facing the pupil and has 
intermittent eye contact . 

2.5 The teache r is not squarely facing the pupil and has 
steady eye contact . 

3.0 The teacher is squar ely f aclng the pupil and has 
steady eye contac t. 

4 . 0 The t eacher is squarely facing the pupil and has 
steady eye contact a nd leans toward the pupil. 

5.0 The t eac her is squar e l y fac in g the pupil, has 
steady eye cont act, leans f ully toward the pupil, and 
is on the same leve l as the pupil. 

A rating is g iven when the teacher is with an individual no 

matter for what length of time. It is necessar y for bo th the t eacher 

and the pupil to be visible t o the rater. If the teacher 's and the 

student ' s posture is stable during the interchange, one rating is given. 

If their posture changes , an additional rating is given. For example: 

the teacher approaches and stands next to a student who is also 

standing, working on a project. Both of them look at the project. 

This would be rated a "1. O". While they are talking, the teacher turns 

and faces the pupil who also faces the teacher. Both of them maintain 

a steady eye contact . This would be rated a 11 3 . 0" . 

"Facing squarely" means that the teacher and the pupil are 

positioned so that the right shoulder of one is directly opposite the 

left shoulder of the other. 

"Eye contact" is pr esent when the teacher looks at the pupil's 



eyes and the pupil l ooks a t t h e t eacher' s eyes . 

"Lea n is pres ent and r elev ant when th e t eacher and the pupi l 

f ace e ach othe r squa r e l y , main t ain steady eye con tact , and t h e 

t eacher inc lines his body from the waist toward the pupil. 

20. 

" Being on the same level " means that the head of t h e teacher and 

o f the p u p i l are l eve l. 

Sca l e for Te a c her Respond i n g and Initia ting 

\~1il e there are spec i fic s kill s inv o lved i n being able to 

li s t e n a nd o bser ve well, th ese are not v is ible t o outside observer s. 

Th e refore , these skills c an be t a ught but not obse r ved di r ec tly . 

The ir v alida tion can be a ch ieved only thr ough ve r bal responses at the 

t i me or t hr ough la t er r ecall . The ski l ls of responding are more 

a me n ab l e to ob serv a tion. 

Many psyc holog i sts a nd psychiatrists consider their profession 

t o i nvo l ve a n educative process whereby their clients are helped by 

lea rning h ow t o overcome some problem or h ow to live j_n a more satis­

f ying manner . (Eysenck, 1960 ; Ellis, 1962; Yablonsky , 1965 ; 

Krurnboltz , 1966 ; Carkhuff and Berens n, 1967) One cou ld consider the 

mo r e successfu l prac t i t ioner t o be the one who was Lhe best teacher . 

Several theoreticnl approaches have ga:i ned L.irge numbers of followers 

,,,1ho believe tha t their way is t he best wny. This has led to frequent 

argumen t s be t ween the d i fferent camps with the result that the primary 

goal of being effective helpers, not measured by how well a theore tical 

model has been followe d but in terms se t by tl1e client, has often been 

fo r go tt e n. This has l e d t o ve r y potent cri t icisms of the psycho­

t herapeutic field . ( Ey s enck , 1965 ; Levitt, 1963; Truax and 

Car khuff , 1967; Carkhu ff a nd Ber enson, 1967) 

Charles Truax and Rob e rt Ca r k huf f (1967) r esolved to take a n 

atheoretica l approa ch to the pr oblem of counse llor effec t i veness . Th ey 

i nvestiga t e d the b e h aviours o f the t herap i s t t hat were assoc ia t ed wi th 

gains f or the clie nt. Some action s we r e found to b e mor e effect i v e 

than othe rs. There we re effec tive he l p e rs in a ll theoret i cal groups. 

After determining t he behaviours f or ef fective h elping, Ca rkhuf f (196 9) 

developed scales that were an a ttemp t t o opera t i ona lize the definition 

of leve ls offere d by h e lpers. 

The first scales measured the h e lper's empathy , respect, genuine­

ness, confrontation, and immediacy a nd self-disclosure. The higher the 
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level on each of the scales, the more helpful the helper would be. 

Subsequent research s howed high intercorrelations among th e scales 

and pointed out areas of possible integration. The two main areas 

that were shown to be critical Ivere the ability of the therapist to 

respond accurately to the experience of the client and the abil ity of 

the the rapist to initiate from his experience of the client and his 

own life in a way that would be accep t ab l e and helpfu l to the c lient. 

(Carkhuff, 1972) 

Educators soon b egan t o us e these sca l es in an a ttempt to 

measure the classroom effectiveness of teachers and as a guideline for 

the training of effective teachers. (Aspy, 1972; Berenson, 1971; 

Hefele , 1971; Carkhuff and Pierce, 1976) Hefele's (1971) scales were 

not operationally defined and dep ended upon some inference by the rater . 

The facilitative t eache r is a person who is 
living effectiv e ly and who discloses himself 
in a ..8!=_nuine and construct ive fashion in 
re sponse to the pupil. He communicat es an 
accu r a t e empathic und e r s tanding and a respect 
for a ll of t heir feelin gs a nd learning 
exper ience s . He comm1rnicates confidence in 
what he is doing, is ~onta~s and intens e , 
and is open and flexible in his r el ationship 
with them and overtly _committed to th e welfare 
of all_of the pupils. His facilitative 
involvemen t is part ly ev i denced by the amount 
of appropriate verbal and physical activi t y 
in which he engages with the pupils throughout 
the lesson . 

Rate each segment using the continuum below . 

1 . 0 None of these conditions are communicated 
to any noticeable degree by this teacher . 

2 . 0 Some of the conditions are communicated 
and some are not. 

3 . 0 All conditions are communicated at a 
minimally facilitative level. 

4.0 All conditions are communicated and 
some are communicated fully . 

5 . 0 Al l conditions are communicated fully, 
simultaneously, and continually. 

Even with the shortcomings of this particular scale, raters were able 

to d iscriminate effective from non-effective helpers . 
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The latest scale and accompanying trainer's guide (Carkhuff and 

Pierce, 1975) has incorporated f urthe r r e fin eme nt s which will b e 

beneficial in rating helper p erf o rma nc e and in the training of h e lpers 

because of its focus upon the necessar y behaviours included a t e a c h 

level . What is pres ented in Ta ble 4 is a n a daptat i on of the Carkhuff 

Scale for Effective Helping that can b e us e d in c l ass r oom ob serv a tion. 

Level 

1.0 

TABLE 4 

An Adap ta tion of the Carkhuff Sca le for Eff ec tive He lping 
for u s e in Class r oom Obs e rvation 

Based on Ca rkhuff, Rob e rt and P i e rce , R.Lcha rd (1975) 
Trainer ' ~ Guide : The Art of He lping Palmerston North : 

Human Re s ource De v e lopment Pre s s . 

Teache r Behaviour 

Th e teacher r e sponds by i g no ring or cr i ticiz i ng 
the student . Th e teach e r may cont i nu e on fr om hi s 
own fr a me of referenc e . 

1 . 5 The t ea che r respond s t o t he ge n e r a ] conten t of 
th e stud en t . Th e teac h ~r may as k th e s t ud en t t o 
further e xp l a in af t e r th e s t u dent has a l r eady g i ven 
a reply . 

2 .0 The t eache r responds a c curate l .y to the s pec i f i c con t ent 
of the s tudent wi th no ref e r en ce to the fee ling of th e 
student. 

2 . 5 The teache r responds a c c u r a t e ly to th e f eel ing of th e 
student, but the cont ent i s e ither not p r esen t or i s 
inaccurate . 

3 . 0 The tea cher r esponds accurately t o the feeling and the 
conten t of the student. 

3 . 5 The teacher responds accura t e ly to the fee ling and 
personalized meaning of the studen t. 

4.0 The t eacher responds accurately to the fe eling of the 
student and states what the student lacks. 

4.5 The teacher responds accurately to the f eeling of the 
stud ent and establishes a pe rsonalized goal for the 
student. 

5.0 The teacher responds accurately t o the feeling of the 
student, establishes a personalized goal, a nd gives 
a first step of action to reach the goal. 
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The observer must be able to hear clearly the teacher's and each 

individual I s voices . Seeing the participants will help the rater 

to add non-verbal clues to the verbal components. While the non-verbal 

b e hav i our of the teacher is pre-potent over hi s verbal behaviour, 

(Haase and Tepper, 1972) it i s hop ed that teacher verbal and non-verbal 

messages are congruent . The scale does not specifically delineate any 

non- verbal criteria, a lthough Carkhuff in his tra ining model trains 

body pos ture and othe r a ttend ing behaviours that are h e lpful bef o re he 

trains for verbal responses. 

The unit of response that is evaluated is the r esponse of a 

teacher to a pupil u tterance . Each response will be rated and r e corded 

in on l y one category . To aid in determining the accuracy of the 

teacher' s re s ponse the rater must listen to the pupil's reaction for 

the acceptance or rejection of the teacher ' s response . A t yp ical flow 

of classroom talk would be the following : 

(1) teacher ta] k 

( 2) pupil comment 

(3) teacher response 

(4) pupil reaction 

The unit that is rated is (3) teacher response . The rater must be a ble 

to hear (2) pupil conunent and (4) pupil reac ti on both of which will 

assis t the rater in his judgement of th e accuracy of the teacher ' s 

response . If the flow continues with (5) teacher response to (4), the 

rater will determine if there is any additional communica tion from the 

pupi l, e. g . (6) pupil r eac tion, and make a second rating of the 

teacher's responding ability. A change in the pupil doing the reacting 

does n o t change what is recorded . 

(1) teacher talk 

(2) pupil A comment 

(3) teacher response 

(4) pupil B question 

( 5) teach er response 

(6) pupil B reaction 

The rater will code the teacher on each response, (3) and (5) . Since 

there is no reaction recorded from Pupil "A" to ( 3) teacher response, 

the rater must infer from the information given by (2), pupil "A" 



comment, the accuracy of (3) teacher respons e . 

From level 1.0 to 3.0 the focus of attention is upon whether the 

t each er has accurately identified the feeling of the s tudent and the 

reason for the feeling as expressed by the pupil. 

Response Level 

1.0 

1.5 

2 . 0 

2.5 

3.0 

Feeling of Pupil 

absent from r esponse 

absent from response 

absent from r esponse 

accurately included 

accurately included 

Meaning of Pupil 

absent from response 

partially present 

a ccurately included 

par tially present or 
absent from r esponse 

acc urately included 

The l eve ls above 3.0 are attained only after the teacher has express­

e d to the pupil a level 3 . 0 response. The higher leve ls are b ased upon 

the addition to the respons e of important pieces of information that 

will enable the pupi l to u nderstand his situa tion and ac t purposefully . 

At level 3 . 5 the teacher is able to respond to what the pupil is 

saying abou t himself . A format that is used in training to <.1chieve a 

3 . 5 level of r es ponse is, "You feel because you II 

To <letennine the .:iccuracy of the teacher's response at all levels there 

must be an acknowledgement from the student o f the co rrectness of the 

response . 

At level /L O the teach e r is able to s tate a deficit in th e student ' s 

behaviour. The format for t raining this response takes the fo rm, "You 

fee l b ecause you can 't If The def icit may be a 

lack o f information o r a larger behavioural deficit that hinders the 

student. 

At level 4 . 5 the teacher is able to state the student ' s goal. The 

goal is the reverse of the problem or defic it first identified in the 

l eve l 4.0 response. If the def icit is the inability to tell others how 

he thinks and feels, the goal is for the pupil to b e able to communicate 

clearly with others. The teacher must use his training as an educator 

and his personal experience to be able to c ommunicate at these additive 

levels. At this level the teacher s e ts the goal based upon level 3.0 

and 3 . 5 responses that shows he knows the pupil ' s world and a level 4.0 

response that is a cknowledged by the pupil to be the problem that needs 

correction so that he can continue to grow in skills and develop a more 

satisfying life . 
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At l evel 5.0 the t eacher gives the firs t necessary step of 

action that the pupil can do to achieve h i s goal. The teache r analyzes 

the goal into the intermediate st eps necessa ry and fu r ther into the 

i mmed i a te action steps for the student to accomp lish his goal. In 

entering and completing this proces s the t eacher ensures that the 

studen t will exp e rience success in identifying his present situation, 

in ident ifying his problem area and his goal , and in ini t iating a ct ion 

to solve his prob l em. In the future he will be better equipped to be 

a better problem solver . 

Thi s scale gives a static overall rating of teache r responses 

obtained by a dding al l o f a teacher's r espon se levels toge ther and 

dividing by the total frequency. Also included is a preferred sequence 

of responses for the teache r. In the counselling si tuation effective 

helpers begin f irst with approximately six l evel 3 . 0 responses. Then 

they move to 3 . 5 responses . Depending on the level of the helpe e , the 

counsellor can move to the definition of personal deficits and personal 

goals . Th r ough t he entire process the ef f ective helper constantly goes 

back Lo level 3 .0 t o check that he is with the helpee . A series of 

very effective responses could be like thi s : 

3 . 0; 

3. 5 ; 

2 . 5 ; 3 . 0; 3 . 0; 3.5; 3.0 ; 3.5 ; 3 . 5; 

3.0; 4 . 0; 3 . 5; 4.5; 3 . 0; 4.5; 3 .0; 

3 . 0 ; 

5.0; 

4 . 0 ; 

3 . 5 . 

The reality of teaching usually removes the possibility of a 

teacher talki ng wi th one student publically through this many responses . 

However, the usual l evel of teaching ha been very low (Kratochvil, 1968) 

so tha t even one 3 .0 r es ponse would be a grea t improvement toward 

recognition of the affective and cogni t ive interac tion that is involved 

in learning . Also a teacher could move through the sequence more 

rapidly because he has dealt with t he pupil before. A sequence for a 

teacher and a pupil could go 3.0; 4.0; 4.5; 3.5 ; 5.0. 

There are several things which the scale for effective helping is 

not . It is not a con tinuum measuring at level 1.0 classroom activities 

that are solely toward the achievement of teacher goals to level 5.0 

ac tivities that are solely toward the achieveme nt of stud en t goals . 

Goals are very important and the definition of goals at level 4 . 5 involves 

both the teacher and the student in the formation of mutually acceptable 

goals . Very many teachers have been influenced by a fo r m of 

humanitarian education that has r emoved teachers from being responsible . 



The Carkhuff approach gets the teacher back into responsibly actin g 

for the ben ef it of pupil s in his classroom as well as respecting 

the great worth of each individual . 

26 . 

The scale does not place c l assroom activities on a n author itarian­

democr a tic continuum. In both of these conditions less than optimum 

performance will be achieved because the diff erent contributions and 

responsibi lities of both the t eacher and the pupil are not recognized . 

Many educa t ors like t o consider classroom act ivities on a lecture 

method versus discovery method continuum. Again this i s not the 

dimension uncovered b y utilizing this scale. The effectiveness of a 

teacher can be enhanced und er either extreme method if he is able to 

respond to his students . The d iscovery method wou ld give more 

opportunities for student initiative, but withou t the tea cher skills 

of being able to respond accu ra t ely and initiate ap propriate ly, many 

ed u ca tional oppo rtuni ti es will be lost . Even if a teacher us es the 

l ecture me thod, he will be more successful in reaching his goals if he 

is ab le to r a i se hi s own level of responding to student communications. 

In fact it is doubtful t lrnt the sca l e i s a continuum of any 

dimension except that which it purports, nam ely effec tive helping . At 

th e low end of the scale are those behaviours wh ich have b een found to 

be least effective . The other end of the scale ha s those behaviours 

which have been found to be most helpfu l. The formotion of the scale 

evo l v ed from th e study of counsellor behaviours which were associa ted 

with positive outcomes . It is not surprising thot there have b een 

outc ome stud ies with the scale predicting t he criterion . In t eaching 

se ttings earlier versions of the scale have been effec tive in predicting 

success of student achievement, positive student a ttitudes, and 

supervisor ratings of teacher behaviours . (Aspy , 1972; Berenson, 1971; 

Hefele, 19 71) It is expected tha t this version wil l also predict with 

the same power plus having the a dd it ional benefit of describing t eacher 

behaviours and processes that wi ll lead to increased learning and a 

more positive attitude toward learning for the pupils affected. 

Measures of Pupi l Achievement 

If the teacher can attend to, respond to, and initiate with the 

child , there may be improved performance by the pupil in meeting th e 

aims of the school. These aims can be thought of as i nc reased 

intellectua l and inte rpersonal skills as outlined by the official 
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sy l labuses . 

One of the methods of measurin g intellectual performance is 

through standardized t est ing of ge ne ral intelli gence . Anothe r met hod 

is to u se a sta ndardized t est of c u rricular achievement. Additionally, 

there could b e limited t estin g of short, prescribed material. It was 

dec ided t o use t he s tandardized t es t of curricul ar achievement a s 

results from this kind of t e st would be suitabl e fo r broad general iza­

bility d irect e d spec if ical l y t o t he school setting . 

The P r og r ess i ve Achievement Test series is cur r e ntly b e ing us e d in 

mos t New Zea land primary and interme diate classrooms to atta in a n 

indication of the gross l evel of ac h ievement in the a r ea s of math ema tics, 

r eading c omprehension , rea d ing voca bulary, and listening s kill s . Th e 

tests were constructed by t h e New Zealand Co uncil fo r Educational 

Research bas ed on th e o f fi c ial syllabuses a n d " should provide a 

r e liab l e and valid es tima t e of a child's current mathematical achieve­

ment .">'< (Reid a nd Hugh es, 1 97L1) 

While it i s unwise to administer such tests to e va l uate th e progress 

of an individual pupil after o nly a s hort interva] because the 

r eliability of gain scores fo r individuals is only r= . 20 , " it is 

usually sa tisfacto r y for compa risons of g roup performance over a 

period of time. "1' (Reid c1 nd Hughes , J.974) As the Les ts wil l be 

evaluated i n t e rm s o f g rou p p e r forma nce and will be admin i s tered a t 

the beginn:i n g .. :md the e nd of the school year , it is hop ed that these 

t e sts will g ive the b est possib l e indica t ors of pu pi l pe r fo rma nce 

t oward achiev ing some of the aims of t h e school . 

Measure o~il Attitude 

How does the child view the source of much of his learn ing? 

To obtain reliable and va l id indications of a child ' s intellec tual 

performance in school is only part of the measurement of outcomes . 

The attitude of the child toward the teacher can be obtained through 

lengthy questionnaires, private interviews, systematic diff e r entia l 

checklists , unobtrusive measures, or sentenc e complet ions. All 

methods of obtaining a measure of the a ttitude of the pupil towards 

the teacher can be confound e d and invalidated t hrough pupil fear to 

a nswer in a full and truthf ul manner or through pupil compliance to 

the wishes of others. Even with thes e shortcomings , the obtaining of 

some indication of pupil attitude towards th e t eacher is considered 

* Similar statements are present in the manuals f or vocabulary , 

comprehension, and listening tests . 
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important enough to attempt to obtain. It must be able to be 

administered easily to young children and be eas i ly and clearly inter­

pretable. It was d ecided to use a very simple sentence completion 

form, "I think my teacher _____ " This will be embedded amongst 

other comp l etion frames . To help remove the inhibition of fear the 

r es ponse will remai n anonymous. The responses will be divided into 

three cat egories : those which are positive toward the teacher, those 

which a r e neutral towa rd the teacher, and those which are negative 

toward the teacher. A similar sentence stem and procedure was used 

by Webster (1972) who found that the attitudes of youths was highly 

correlated with objective meas ures of adjustme nt and achievement . 
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TRAININ G PROCEDUR ES 

Experimental Sc hool 

The training sessions with the experimental school teachers 

aimed at producing teachers who could pay attention with their pupil s 

at an ave r age of 2.5 on the Attending Scale and who could respond to 

their pupils at an average of 2.5 on the responding scale. 

The t en sessions had the following aims and activities: 

Session 1: 

Session 2 : 

Session 3 : 

Goal : Teachers who can pay attention 
to each other wh i le standing a nd sitting 
at l evel 3, 4 , and 5 . 
Methods : Point out the contributions 
of eye con tac t, being square, leaning 
towar d the speaker, and k eeping the head 
erect in paying attention . 
Practice with each other the level three 
behaviour wl1ile standing and sitting. 
Then , incr e ase body lean toward each 
o t her. Respond to their experience and 
maintain attention . 

Goal : Teachers who are able to listen 
accurately and arc able to r epeat verbatim 
student ta lk which l asts for ten seconds . 
Methods: Discuss distractions that hinder 
teachers from hearing what students are 
saying, both from external and internal 
cau ses . Arrange the environment to help 
r educe distractions so that the teacher 
c an hear. Suspend judgements of good and 
bad . Give examples of student talk which 
the teachers attend, listen, and then 
repeat verbatim. 

Goals : Teachers who are attending and 
listening in their classrooms and teachers 
who are able to observe stud ent behaviour. 
Methods : Attend and respond to each other 
while r ecounting effects in the classroom 
of paying attention and listening. 
Point out me thods of observing; look at the 
observable, do not infe r very far, do not 
hurt, look for b ehaviours that give an 
indication of pupil's energy level and 



Session 4: 

Session 5 : 

Session 6: 

Session 7: 

feelings, also 
do not match. 
thirty seconds 

no te any behaviours that 
Observe a rol e play for 
and report observations . 

Goal: Teachers who a re able to identify 
feelings of pupils. 
Methods: The teachers role play a 
student talking that they have experienced 
this week . The others attend, listen, 
observe, and then write down what was 
said and then identify the feelings of the 
pupil . 
Discuss the major families of feelings: 
happy, sad, angry, fear, and confusion 
along with words that would give diff erent 
levels of inte nsity of feeling. 
After another role play, r espond by 
identifying the feeling by using the frame-
work, "You feel ______ " 

Goal : Teachers who are able to respond 
to feelings and their cause . 
Methods: Respond to t heir experiences 
this past week of identifying and res pond­
ing to pupil's feelings. 
Discuss the c ausa tion of feelings. 
Role pla y teacher doing and saying a pupil 
behaviour. The other tea chers attend , 
listen, observe, and respond by identifying 
the feeling and its caus e . A helpful 
framework is, "You feel ______ because 

11 

Goal: Teachers who are able to respond to 
feelings and their cause. 
Method s : Pair up one t eacher with another. 
One teacher tell of some inciden t in the 
past week that was important for him. Th e 
other teacher respond only with how the 
teacher feels and what causes this feeling. 
If possible, work toward three extended 
interchanges. 
Give pupil talk examples which the teachers 
respond to. 

Goal: Teachers who are able to justify the 
inclusion of feelings in the classroom . 
Methods: Present a model of teaching: 
teacher goals to preparation of the environ­
ment to observing, listening, responding, 
identifying deficits to teaching to observing, 
listening, responding, identifying deficits, 
establishing goals to teaching. 
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Session 8: 

Session 9 : 

Session 10: 

Placebo School 

Goal : Teachers who can evaluate their 
own teaching behaviour. 
Me thods : Teachers observe their teaching 
delivery as r ecord ed on v id eo-tape and 
use the Attending Scale as an aid to 
evaluate. 

Goal: Teachers who attend and respond to 
pupils. 
Method : Teachers t each a five--ten minute 
lesson to three-five of their s tudents. 
The othe r teachers observe the success or 
not o f attending and responding . 

Goal : Teachers who continue to a ttend 
and respond to their pupils . 
Method : P r esent the overall Effective 
Helping Scale fo r teachers. 
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The trea tment sessions of th e placebo sc:hool had as th e Lr aim 

increased variability of quest ion types asked by teachers in the 

classroom. Also it was desired to have tea c hers to prepilrc objectives 

for their students utilizing behavioural pe rformances based on th e 

different levels of complexity as id e ntified by Bloom . The a ddi t ional 

aims were for the pres e ntation t o be seen to be of educational va lu e 

but not to improve or hurt the pupils' per forman c e . As s umma riz ed by 

Dunkin and Biddle (1974) the taxonomy deve loped by Bloom and others for 

cognitive objectives would meet the requirements fo r this par t of the 

experiment . 

In order to have a basis for constructing clear and unambiguous 

goals fo r teachers to us e Bloom (Bloom et al, 1956) developed 

The Taxonomy o f Educational Objectives_. The taxonomy was s ub-divided 

into the cognitive domain, the affective domain, and the physical 

domain. Only the cognitive domain will be considered here . The 

writers assumed that cognitive functioning could be classified along 

a single continuum of complexity. At one end of the scale would be 

very simple cognitive function ing . At the other end would be activity 

that would exhibit greater comp l exity. Another assumption was that the 

scale was a Guttman Scale . The exhibition of higher, more complex 

functions implied mastery of the more simple functions . Several other 

hidde n as sumpt i ons c ould be teased out from their writing, but one very 
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promi nent set of assump t ions was present. Teachers do not teach 

t hei r pup ils to think . If teachers would be aware of the more advanced 

levels of cognitive activity and actively incorpora te this awareness 

into the i r classroom behaviour, their s tudents would learn to use more 

complex cognitive behaviour, henc e they would be able to think. 

Bloom and the very large contingen t of educators who worked with him 

were clearly try ing to improve pupil l earning . 

Their f irst int en tions were that teachers would use the taxonomy 

to cons t ruct educational aims and that they would then develop test 

items based d i r e ctly upon their aims . It was ass umed that the class­

room instruc tional behaviour of the t eacher would be heavily inf l uenced 

by their personal a i ms . To s e e how successful they were the continuum 

will be presented, then several adapta tions of the taxonomy for use in 

classroom observat ion will be examined, research findings will be 

summarized, and the implications for use and fut1irc development will. be 

extrapolated . 

Th e Bloom t axonomy has six major categories each of which .'.l r c 

s ub-divid ed . 

1 . Knowledge - Thi s involves the recall of 

specific bits o f information, the reca ll 

of methods, or th e r ecall of principles 

or theories . 

2 . Comprehension - This is the l owest level 

of understanding. With this ability the 

person is able to trans lat e a communication 

from one language or form to another. He 

can interpret an entire work or ex t rapolate 

from the information given. 

3 . Application - The person can demonstrate 

the use of abstractions in concrete 

s ituations. 

4. Analysis - The breakdown of a communication 

into its elements that leads to clarification 

of the conununication is t he central skill . 

In doin g t his the elements, the rel ationship 



of the elements, or the organizational 

principles of the elements are made 

clear . 

5. Synthesis - This is the putting together 

of elements to form a whole. This skill 

could be d emons trated by a unique 

communication, a plan of ope r ations, or 

the derivation of a s e t of abstract 

relations. 

6. Eva luation - This involves making a 

judgemen t a b out the v alue of material or 

methods to meet a given purpose whether 

measured by int e rnal or ex ternal criteria. 
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This taxonomy was first publish e d in 1956 and gradually gained an 

audience of use r s . However, it wa s not unti l 1968 tha t a catego r y 

system for classroom obs e rvation based on the Bloom t axonomy was 

published. In fact 1968 saw two sys t ems published . 

The Teacher-Pupil Question I nven tory (Davis and Tinsley , 1968) 

is a category s ystem that expects a coding by t h e observer for each 

question aske d by the teacher or th e pupil. In doin g this the 

instrument focuses on only one kind of inc id ~nt in the f l ow of c lass room 

events . The observe r mu s t be able to hear both th e pupil ' s a nd the 

t e acher ' s voices . Wh e th e r this is done through audj_o or video r ecord­

ing or by a live observer is a cceptable as long as the rater c a n hear 

both voices. Every incid e nce of a question would be put into only one 

category with two p ieces of information : who asked, teacher or pupil, 

and what was the level of complexity as d e termined by the scale. In 

addition to the measurement of the level of cognitive difficulty the 

TPQI includes t wo additional categories that will give a more 

complete picture of classroom activity . The first is the category 

of Affectivity and the second attempts to cover those areas broadly 

defined as questions of Procedure. 
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5 . 

6 . 

7. 

8 . 

9 . 

TABLE 5 

The Teacher-Pupil Question Inventory 

Memory - The questioner expects the recall 
or recogni tion of information. 

Translation - The questioner expects a 
change in the form of the information . 
(Symbolic or Linguistic) 

Interpr e tation - The questioner expects to 
be shown the relationships b e twee n various 
pieces of information. 

Application - The answerer is expected t o 
solve a realistic problem requiring the 
identification of the r elevant parts and 
the use of approprLttc skills and 
knowledge. 

Analysis - The questioner e .·pects explicit 
at t ent i on to the r ela tionship between the 
ideas presented. 

Synthesis - The questioner expects an 
original, speculative, or creative answer. 

Evaluation - The an s werer is expected to 
give an effective judgement based on 
exp licit criteria . 

Affectivity - The questioner expects a 
statement of feeling, emotion, or opinion 
without a standard of appraisal . 

Procedure - The questioner expects a 
statement dealing with classroom 
organization, instructional management, 
or student behaviour. 

34 . 
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As can be seen from the TP.Ql, there have b e en additional changes 

from Bloom ' s original tax on omy. Bloom's l evel t wo~ Comprehension, 

has been expanded to include Transla t ion a t l ev e l two and Interpre tation 

a t level three on the TPQI. This div ision was inc luded in Bloom 's 

original work und e r a s ing l e c a t egory . 

Th e c a t egories a s d eve l o p e d b y Blo om a nd uti l ized by c lass ro om 

observers have an a ttractive theore tic al a ppeal. Ce rta inly thinking 

can be simple o r it can be more comp l ex . A more a dv anc e d mode o f 

thought would be more compl e x . Te acher s would b e we ll advised to 

increase the c omplexity of their questions a n d the answer s that the y 

e xpect from their pupils . By doing t h is many b e nef its will follow. 

This is s ound thinking if all of the a ssumptions of the taxonomy are 

true. However, the r e sea rch attempt e d so fa r h a s drawn attention t o 

we a kne s ses in the orig inal c onceptua l ization . 

The first prob lem to be confron ted in using t h e t axo n omy is th e 

lack of di s cr e teness o f th - c a tego r ies . I f a t e a cher a s ks his pu pils 

to draw a p icture of impr ov ement s to the human b ody , is this tr a n s ­

lation, a ppli ca tion, or synth es i s? If a s tand a r d on e pu pi l is asked 

t o add t wo plus one, for him it c ould be a com plex. yn thesis of t he 

conc e pt s t ha t hav e been deve l oping , \Jhc r e as , f or a no t he r s t antl a rd one 

pu pil it could be a s imple statement of memory . 

To th e qu e stion, "l-Jh a t do you th i nk ab out slaver y?" a pup il' s 

answe r, " I don't like i t," co u l d be cate go ri z e d as a s t a t emen t of 

af f ec tiv i ty i f a standard of a ppra isa l is l acking or ev a l ua tion i f t he 

s tudent reco gnize s the humanit y o f th e s l ave and presupposes t he 

univer sa lity of her f eelings a nd va lue s. The f ocus of the TPQI, _ i s 

up on the question as the title rightly l e ad s one t o s u spec t. Does 

such a question expect an answer of eva luation, a ffectivit y , a nalysis, 

or what ever level of complexity? The categorie s in the TPQ I and in 

Bloom's taxonomy are not discrete entities. Any attempt to categorize 

classroom behaviour using these scales will involve a high amount of 

inference. Frequently, the coding will be based upon the answer ' s 

level of complexity. This negates the intention of the questioner. 

Another problem has been with the assumption of the unidimensionality 

of cognitive functioning . Thought can be conce i v ed to differ on t he 

dimension of complexity . Another variant is abstractness . Simple 

thought can be very concrete or very abs tract. Likewise, complex 

thought can be quite concrete or abstract. Solomon and Hood (Solomon 



and Wood, 1970; Solomon , 1970) reported that an increase in the 

c omp lexity of teacher 1 s questions was accompanied by a decrease in 

a bstractnes s and an increase in concre teness . This indicated that 

teache r s could inc rease the complexity of their quest i ons , bu t t o 

meet the ir pupils, th ey l owered t he level of abstractness to a more 

concrete l evel. 

Clear ly, one cou l d expect to encounter diff i cult i es when trying 

to utili ze the TPQI i n classroom observat ion . Most research using 

this instrument repor t ed accep t able l eve l s of reliability . One 
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(Davis a nd Tinsley , 1968) reported "almost un a nimo u s " agreement . t,Jhi l e 

th e training of raters involved in t h e mechanical recording of 

ca tego ries has gene r a t ed sa ti sfactory levels of re liability, one cannot 

help question t he validity of a process of observation based upon the 

Bloom t axonomy . 

One very similar ca t egory system is the Florida Taxonomy of 

Cogn itive Behaviour (Bro\~1 et al, 1968) . As can be seen in Tab]e 6 , 

i t s f ifty - five ca t egori es plu s whether the t eacher or the pup il is 

the e mitter, makes thi s a very complex i n strument. This complexity 

necessitates a recording system tha t can be stopp ed after ea ch codable 

bit t o allow adequate time for the trained rater to code . Live class­

room observa tion would be proh ibited . A f urther vari ation is t hat 

th e FTCB is a sign system . In a six minut e block of time any incidence 

of a ca t egory i s simply ticked off once whether it has occurred once or 

more frequent l y . While the number of categories has increased and 

extend ed behavioura l i nformation has been given to aid in catego r ization , 

simi l ar c ritic isms a s raised aga inst the TPQI are still relevant. 
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1. 30 

2.00 

3 . 00 

TABLE 6 

The Florida Taxonomy of Cogn i tive Behaviour 

Knowledge of Specifics 

1. Reads 
2 . Spells 
3 . Identifies something by name 
4 . Define s meaning of term 
5 . Gives a specific fact 
6. Tells abo u t an event 

Knowledge of Ways a nd Means of Dealing wit h 
Specifics 

7 . Recognizes symb ol 
8 . Cit es rule 
9 . Gives chronological seq uence 

10. Gives steps of process , describe s me t hod 
11. Cites t rend 
1 2 . Names clas sification system o r s t andard 
13 . Names what . fits given system or standard 

Knowledge~f Universals and Abstractions 

1 4 . States generalized concept or idea 
15. S t ates principle , law, t heory 
16 . Tell s about organization or structur e 
17. Recalls name of principle , law , theory 

Tr ans l a tion 

18 . Restates in own words or briefer terms 
19 . Gives concrete example of an abstract 

idea 
20 . Verbalizes from a g r aphic representation 
21. Translates verbal i zat ion into graphic 

form 
22 . Translates figure statements t o li terature 

s t atements 
23 . Translates foreig n lang uage to English or 

vice versa 

Interpre t ation 

24 . Gives reason 
25 . Shows similarities , differences 
26 . Summarizes or concludes from obj e cts of 

evidence 
27. Shows cause and effect relationships 
28 . Gives analogy, simile, metaphor 
29. Performs a directed task or p rocess 

37 . 



The Florida Taxonomy of Cog_nitive Behaviour continued 

4.00 

5 . 00 

6 . 00 

7 . 00 

Application 

30 . Applies previous learning to new 
situations 

31. Applies principle to new situation 
32 . Applies abstract knowledge in a 

practical situation 
33 . Identifies, selects , and carries out 

processes 

Analysis 

34 . Distinguishes fact from opinion 
35 . Distinguishes fac t from hypothesis 
36 . Distinguishes conclusions from 

supporting statements 
37. Points out unsta ted assumption 
38 . Shows inte r ac tion or r elationship 

e lements 
39. Point s out particulars to j us tify 

conclusions 
40. Checks hyp o th eses \vi th giv en infLJrma tion 
41. Distinguishes relevant from irrelevant 

s t atements 
42. Detects e rro r in thinkin g 
43 . Infers purposes, points of v iew, thou ghts , 

feelings 
44. Recognizes bias o r propaganda 

Synthesis (Creativ ity) 

45 . Reorganizes ideas, materials , process 
46 . Produces unique communication, divergent 

idea 
47. Produces a plan, proposed set of 

opportunities 
48. Designs an apparatus 
49. Designs a structure 
50 . Devises scheme for classifying information 
51 . Formulates hypothesis, intelligent guess 
52 . Makes deductions from abstract symbols, 

propositions 
53 . Draws inductive generalization from 

specifications 

Evaluation 

54. Evaluates something from evidence 
55. Evaluates something from criteria 
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Even with increased categories and extended info rma tion about 

th e c a tegor ies, the problem of overlapping categories rema in s 

as it did wi th the TPQl . To try to develop discrete categories 

that a r e us a ble by teacher s the Educationa l Tes ting Service (no dat e ) 

drastically condensed the n umber of categories to only three with 

only minimal def i nition of the categories . 

Remembering which includ es r ecal l of facts, rules, 

procedures, routine manipulation , and reproduction. 

Understanding whic h includes class ifica t ion, 

applica ti on, and transla tion. 

Th i nking which includes analys is, generalization , 

or eva luation . 
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The main purpose of t he Educational Testing Service in deve loping 

this approach has been to meet Bloom ' s origina l intentions , Lo aid 

in the formation of educational objectives and in the construction o[ 

evalua tion instruments . It has not been applied to class r oom observation , 

although i t is expec t e d that there would be difficulties encoun t ered 

similar to those with the more extensive systems . 

\.Jhi le there remains a diss:itisfaction with the scale , several 

research findings utilizing the scale are interesting . Teachers and 

pupils can be tr ained to use more high level questions. However, a 

direct inc r ease in th e leve l of teacher discourse will not have the 

desired effect of raising pupil level of pe r formance. Indeed , wit h 

disadvantaged youths h i gher levels of teacher behav iour were negatively 

associated with pupil gain. (Ragosta e t a l, 1971) Addition ally , 

pupils use higher levels of cognit ive behaviour the more the t each e r 

relinquishes hi s author ity . (Wood, 1970) Whether there a r e positive 

gains by pupils after being exposed to a teacher who has higher 

levels o f cognitive functioning is v e ry mu ch in doubt. In fact 

s tudents of high leve l cognitive functioning t eacher s did l ess well on 

analysis t ype quest ions than students of lower cognitive functioning 

teachers. (Rogers a nd Davis , 1970) 

There is evide nce tha t tea chers are asking questions a nd 

t e aching using various levels of cognitive difficulty. There is also 

evidence that teachers can increase the complexity of their teaching 

behaviour as measure d by one of the Bloom based scales t hrough 

training . There is eviden~e that the behaviour of pupils clos e l y 
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resembles that of the t eacher . However, criteria of performance on 

a chievement t e sts a nd other ob j ec t ive measures h ave not support ed any 

claim that r ai s ing the l evel of cognitive discour se in the c l assro om 

will improve the abili t y of pupils to think . This is indeed a 

disappointment t o be dealt wi th . Pos sibly the criterion measures do 

not weigh t he gain s effec t ed b y t he intervention. Possibly a combined 

study of complexity a nd a b s tractness would turn up desired t eaching 

behaviours . Possibly th e Bloom hi erarchy is not true and possibly the 

hiera r ch y developed by Ga8ne (19 70 ) reflects reality more accurately . 

The in forma tion and questions raised by developmental psychology must 

play an important par t . Learn ing sequences t h a t are effective must 

a lso play a part i n the comp l ex univ e r se of the c lassroom . One approach 

that is hier archica l and sequential is that of Fac ts, Concepts, 

Pri nc ipl es , Valu es , a nd Pr o8rammes. (Carkhu ff, 1975 and 1976) Indeed 

the question originally r aised by Bloom and by many edu ca t ors st ill 

s t ands . \.:ha t can be don e to improve the ability of p upils to think? 

The actual placebo treatme nt was designed as follows : 

Session 1 : 

Se ssion 2: 

Placebo School 

Goal : Teachers who ar e awa r e of l evels 
of thinking . 
Methods: Discuss , how do you know whether 
s omebody ca n think? The ability to s olve 
p r oblems , more t han parro t ing . 
Introduce hierarchy of Remember ing , 
Understanding, and Thinking . 
Distribute the paper on Bloom Taxonomy 
that defin e s the s ix l evels. 

Goal: Teachers who are able to ask 
questions a t th e f irs t three levels of 
the Bloom Taxonomy . 
Methods : Define and give examples of 
Knowledge, Comprehens ion , and Application. 
Teachers develop questions from the ir 
own units that they are teaching 
illustrating each level . The other 
teachers identify the l evel . 



Sess i on 3 : 

Ses s i on 4 : 

Se s sio n 5 : 

Sess i on 6 : 

Sessions 7 
and 8: 

Sessions 9 
and 10: 

Goal: Teach e rs who a r e a b l e t o 
a sk question s at the l a s t three 
levels of the Blo om Taxon omy . 
Method s : Resp ond to t h e ir 
exper ienc es of a skin g qu es t ions this 
past week. 
Defin e and g i ve examples o f Ana l ysis, 
Synth e sis , and Eva lua tio n. 
Teachers dev e l op quest ions fr om the i r 
own units that t hey a r e t eaching 
which illus t ra t e eac h l evel. The 
other t e a c h e r s id e ntify the level. 

Goal: Teachers wh o a r e ab l e t o 
develop question s sponta neou sly f or 
all six levels. 
Me thods : Dis c u s s stu den ts who h av e 
difficulty und e r s t and i ng some thing . 
To h e lp solve t heir d ef i c i t iden t ify 
wha t lev el yo u wan t the m t o be a t, 
go t o lowe r l eve l s t o ascert ain th e 
pupil's l ack. Give examp le s . 

Goal : Te ac h e rs who can turn the 
c at egories i n t o ac tivit i es . 
Me thod: Wh a t is a person do ing whe n 
h e is opera tin g a t ea c h level? 
Develop a n a c tive verb l i s t fo r eac h 
cat ego r y that demonstra t e thnt the 
pupi l can work al tha t lev e l. 

Goal : Teachers who c a n prep a re 
behav i oural ob j e ctive s f or each 
l eve l of cognitive complexi t y . 
Me thod : Prepare heh avioural obj ec tive s 
for e a c h l evel of t h e taxonomy that 
g i ve s t h e des ire d t erminal p erforman c e, 
th e condi t ion s under which it is per ­
f ormed , a n d t he s t and a r d of ac c eptabili t y . 

Goal : Teach e rs who a r e abl e to 
identi f y their own leve l of ques t ion s . 
Method: Teachers obs e rve t h eir own 
teaching performance from vide o 
recording and identify the l eve l of 
complexity of each qu e stion . 

Goal: Teachers who are able to teach 
a small group of their children using 
the various levels of questions . 
Method: Teachers teach 3-5 children 
from their own class for ten minutes. 
The other teachers observe and 
identify the question levels and note 
the effects in the s tudents to 
quest ions of different l evels . 

41. 
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PROCEDURE 

Once the major programmes were prepared , three schools were needed 

which were roughl y comparable , teaching under one administration new 

entrants to Form II with at least six teachers from Standar d Two to 

Form II. A Rural School Advisory Officer from the Wellington Education 

Board suggested schools that could meet these requirements. 

The three schools were assigned to treatment conditions at random . 

It was assumed that the students and teachers at these t hr ee schools we re 

drawn from the normal population of New Zealand students a nd t eachers 

and that as such their variances were assumed to be equal. Initially, 

each teacher and each pupil had equal proba bilities of being ass i gned 

to any treatmen t. However, as the assignment of treatment conditions 

was to the group of teachers in one school, there was no possibili t y 

of randomly assigning individual teacher s or pupil s to tr eatment s as 

the teachers and pupils in one school could not r eac t to the treRtment 

ind e pendently of the o the r teacher s a nd pupils in the same school who 

would be unde r an al ternative tr ea tment . 

For the four assumptions ,,hich are necessary for using the fixed 

effects model for the a na lysis of variance (Glas s and S t anley , 1970) 

the present field experiment has met the first three assumptions of 

randomization from a normal popula t ion with equal variances for the 

three schools, the fifteen t eache r s , an d the almost 400 pupils. The 

difficulty arises with th e fourth assumption that t he samples are 

independent. At the level of schools there was a measure of 

independence as the schools knew that there were other schools 

involved, but as far as the experimenter is aware they had no communica­

tion with each other related to the treatment conditions. The teachers 

within one school were aware of the treatment that they were under, 

in fact they received training together and practiced the target 

behaviour together. Therefore, one could say that the teachers were 

not independent replications. Howeve r, the treatment effects did not 

have a unidimensional effect on the teachers in one school. It will be 

shown below that some teachers changed while others did not . Possibly, 

it can be assumed that although the teachers interacted within one 

school, they respond ed in their classroom independently. 



The de c ision as to whether o r not the students are independent 

units o r depend ent is more difficult to ascertain. The student s 
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within one c lass r oom have effects upon each other. Glass an d Sta nley 

(1970) g i ve an example of an obnoxious, di s trac ting member of a class 

who can effectively disrupt and impair the l earnings of the entire 

class . Because th e inclus ion of such an individual can depress th e 

ga in s of th e en ti re c l ass, the researcher would be wrong in assuming 

that the diff eren ces between classes was becaus e of tea ching methods . 

These t wo author s agree with Lingq u ist (1940 and 1953; see also 

Lumsda ine, 1962) that any test of difference between intact groups be 

done on the basis of the means of the g roups and th e degrees of freedom 

be based o n the number of g roups and not on the number of individuals . 

Thus , t he experimental units are the smallest divisions of th e experi­

ment that have been randomly assigned to t he different condi tions in 

the experiment who hav e responded independent l y of each other . 

The real ity of the c las s room and the school contaminate many 

effor ts to achieve the statis tical pu rity that underlie t he assump tions 

fo r conducting F tests . Studen t s in one classroom are not independent 

of each other . Surely, th ey touch elbows and respond to each o t her . 

Teachers in o n e schoo l are not independent of e3ch o ther as one can 

wi tn ess during breaks and also in staff meetings. One can even suggest 

that schools being in one educational d istrict interact through teach­

e r s attending in service courses , inspector s , newsJette r s, journals, 

syllabuses , sports, and teacher and pupil transf ers. Since even the 

schools cannot be considered to b e independent, shall the experimenta l 

unit b e pushed back to the experimenter with no degrees of freedom? 

Or possibly the expe r imenter is part of a larger design in which he 

is operating independen tly? 

The r es triction of the experimental unit responding independently 

during the duration of the experiment is one which is difficult i f not 

impossible to a chieve in a naturalistic setting . One can ignore the 

pupil interac tion and utili ze pupil performance as the output unit 

of statistical analysis. This is done with the danger of increasing 

the probability of Typ e I and Type II errors beca use of individual 

students who have more influence over the classroom learning environ­

ment, either positive or neg ative, than the teache r. This is a highl y 

suspect argument, especially a s the focu s in thi s experiment is the 

ability of the teacher to r espond to and to init iate e ffectively even 

with pupils who are disruptive. One c an utilize the teacher as the 



level of inquiry with the class mean performance as the analy tical 

unit . This choice decreases the probability of detecting changes 

that are significant because of the conservative degrees of freedom . 

This choice is attractive and intuitively sensjble in tha t it is 

teachers tha t are be i ng comp ared. 
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The principals accep t ed th e invitation to participate in the 

resea r ch . During the second vis it in the closing week of the 1976 

schoo l year , the r equirements for their participat ion and the expected 

benefi t s for them were explained to the t eachers. Full cooperation was 

granted in ever y case . The major hesitation centred around the vid eo 

r ecording of the classroom. The teachers understood that this was 

essentia l fo r the research and that the recordings and info r mation 

derived from them would be used confidentially with only those directly 

associa t ed with the research having access . It was agreed that the 

recordings would be ob t ained with as little disruption as possible to 

their normal r o u tine . 

Early in the 1977 school year, the three schools were visited 

again to meet the staff involved , to ascertain when the Progressiv~ 

Achievement Tests would be administered, and to obta in official school 

approval so that the Welling ton Education Board could be offic ially 

approached . At this time , the principal of o ne school said that his 

school was in the Wanganui Education Board which has different pr o­

cedures for conducting research . He had assumed that the experimenter 

had approached the Wanganui Ed ucat ion Board and had received approval . 

The ex pe rimenter had assumed because of the school ' s location and 

tha t i t had been s uggested by a Wellington Education Board emp l oyee 

that i t was a school of that district . 

The forms for applying to do research in t h e Wanganui Education 

Board were filled out and af t er t wo months of supplying additional 

justifications for the research proposal, the Wanganui Education Board 

g r a nte d permission to proceed with the i nvestigation wit"h the s tipula­

tion that the Progre ssive Achievement Tes t s not be used as a measure 

of student achievement. While the r e are many measures of educational 

achievement that are produced throughout the world, the Progress ive 

Achievement Test series have gained justifiable regard as the most 

accurate and reliable group tests available that give an indication of 

achievement toward meeting some of t he goals of New Zealand education. 

To place the restriction of not u s ing these tests on the planned 

research would weaken the possibility of drawing valid conclusions on 



several of the major hypotheses. As the Wellingt on Educ a tion Board 

had given their support and encouragement t o proceed in a ll ma tters, 

another school in the Wellington Educ a tion Board wa s sea rch ed f or, 

found, approached, and upon v e r y shor t n o tic e , v i d eo-taped . 
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All three schoo ls were video-ta pe d in t h e same ma nn e r. Durin g a 

t ime wh en n o stud ent s we r e i n th e classroom , two tel evis ion c amer as 

with remot e contro l driv e s wer e p l aced on tripods in cor ners of the 

ro om where the y would not b e in t he way but would s t ill maintain a 

good cov e rage of the classroom. The lenses cou ld f oc u s , zoom , a nd 

control the amount of light admit t ed remot e l y . Two microphones were 

hung from the ceiling to reco rd s tud e nt talk. Thi s was t o be fed into 

o ne audio channel. The teac h er wor e a s ma ll mi c r oph one with a small 

FM radio transmitter . This permi tt e d c omplete fr e edom of mo tion. The 

radio signa l fr om the teac h er was p i cked up b y a r ece i v e r i n the class­

room and was to b e r e cord e d o n th e secon d audio ch a nnel. Unfor tuna t ely, 

b e c a u se of a technical pr o b lem , bo t h aud i o channel s we r e re c orded on 

on e channe l . The t eacher was then free t o s t ar t his t eac hing whe n 

ready. Al l r ecord i ng a n d came ra c ontrols were perforn1ed b y the two 

man t eam , loca t e d o ut side of t h e c l a s s r oom . Thi r ty mi nut es of a 

ma t hema tics l es s on and t hir ty minute s of a n a r t lt: Ss o n were r e cor ded 

fo r each t eacher. If the teach e r wi shed, the cla s s was permi tted t o 

h ave a l o ok at t he insid e of th e mobile re co r di n g stud io. The r ecord ­

i ng s were compl e t ed during t wo weeks in the middl e of April , 1977 . 

Tr a in i n g s ess ions began the f irs t week of the sec ond ter m. Th e se 

we r e conducted a f ter school t ime, one day a week for approx i mately a n 

ho ur ea c h s e ssio n . Th e t en session s were c omp l eted b y the last week of 

the second term . Attendanc e was n o t a l ways pe r fec t. At th e e x per imental 

school one teacher dropped out of schoo l e ntire l y. Another t e a cher was 

admitted to the hospital and confined to bed r es t fo r the l as t half of 

the second t e rm . She returned f or some of the third term and com-

pleted all post measures. In the placebo school the senior t e acher 

retired shortly after the initial video-taping . The replacement 

teacher declined the invitation to participate. Another tea cher wa s 

frequently missing from the training sessions as h eavy sport's 

obligations kept him involve d. He wa s a pproached and encouraged to be 

present, which he a greed to do, but he was only present for three o f 

the ten sessions. At the t wo treatment schools five teachers were 

thus able to be recorded twice and data collected from their students. 

This number was balanced with five teachers from the control school. 
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The final video-record ing went according to schedule during 

the second and third weeks of November. The one change was that the 

only microphone used was the radio microphone of the teacher . This 

picked up the r elevant stud e nt talk and teacher talk more satisfac torily. 

Unfortunately, the answer shee t s for the mathematics examination were 

not included with the Progressi ve Achievement Test mater ial s posted from 

Wellington . Two of the s chools had sufficient answer sheets on ha nd to 

complete this examination durin g the last week of classes , however, one 

school did not do this examination. Nei ther did they complete the 

attitude questionnaire . 
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DATA ANALYSIS 

The research programme incorporated measures of t eache rs and 

their pupils taken at the beginning and at the end of the school year . 

First the initial teaching behaviour of the t eachers will be analyzed 

followed by an examination of their final behaviour . Then the major 

hypothesis will be tested, does the attending and responding behaviour 

of the teach e r make a differenc e in the performanc e of the student? 

Attending - Reliability 

A summary tape was constructed of ten minute segments of each of 

the five teachers from one schoo l. The segments were selected on the 

b a sis of active teacher par ticipation wi th i nd i vidual children. 

Three graduate education students par ticipated in a ten minute 

description and discussion of the attend ing scale . Then, they b egan 

viewing the recording , noting the index time of the incident and thei r 

judgement of the teacher ' s attending behaviour based on th e scale . The 

first fifteen minutes of viewing were spent clarifying the application 

of the scale to the observed teaching behaviours. After thi s , they 

wer e able to watch and code the remainder o f th e tap e . There was a 

ninety per cent agreement as to when a n incident occurred. Indiv id­

ua lly seventy-four per cent , s ixty-five p e r cent, and seventy-four per 

cent of the ir cod ings agreed with an expert rat er. After only a 

minimum of training time, this standard was deemed sufficient to 

proceed. 

The tapes were subsequently coded by raters who were checked for 

inter-rater reliability and the amount of agreement with an expert 

rater. There was an inter-ra ter agreement on ninety-four per cent 

of the ratings for one complete lesson by one teacher and eighty-one 

per cent agreement with the expert rater. All ratings were done 

independently. 

There was sufficient inter-rater reliability to justify using 

the attending scale. However, overall the teachers were not stable 

in th.eir mean attending behaviour across subject matter and over 

time. Pearson product moment coefficients were determined for 
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initial teacher mean attending scores in mathematics and ar t (r = -.17), 

for initial and final teacher mean attending scores (r = .10), and 

initial and final attending scores of the non-experimental teachers 

(r = . 04) . The experimentally trained teachers had a coefficient of 

r = .88 for their initial me an attending b ehav iour compared t o the ir 

final mean attending behaviour. There was an average increas e with 

this group of 0 . 20 on the attending scale . They improved with their 

ability to attend in a highly r e liable manner compa r ed wi th their 

initial attending behaviour . The remaining t eachers varie d 

unsystematically. 

TABLE 7 

Product Moment Coefficients of 
Teacher Attending Scores 

All teachers initia l mathematics attendin g with 
ar t att ending r = -.17 

All t eachers init ial attending wi th final 
attending r = . 10 

Non-expe rimental teache r s ini tial attending with 
final a ttending r = .04 

Exp e rimental teach e rs initial attending with final 
a tt ending r = . 88 

Mos t previous attempts to identify teaching behaviours tha t are 

associated with student gains have encoun tered similar inconsistent 

teacher behav i ours. (Shavelson and Dempsey, 1976) The ra ting 

process and scales to measure teacher behaviours have been developed 

to a chieve high reliability levels. However , teachers have varied 

their teaching behaviours, whether systematically or randomly , over 

time . This has weakened previous attempts to identify those teaching 

behaviours that do make a dif ference. 
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Teacher At t ending Behaviour 

A complication of conduct ing a field experiment in a naturalistic 

setting is the g r e ater likelihood of h aving an unb a l anced factorial 

d esign . Th e analysis of variance becomes somewhat more involved than it 

is in an orthogonal design wher e every cell has an equal number of cases . 

One noticeable effect of an unb alanced factorial des i gn is that th e com­

ponent sum of squa r es fre quently will not be equa l to th e total s um of 

squares . Thus , the combined effect of two variables can differ from t he 

contribution of the variables working independently . This effect is 

acc entua t e d when the two variables are highly correlated . It is possible 

for the additive effect of two variab l es t o b e significant while n e ither 

o f the individual variables is significant. In th e summary table present­

ation the sum of squares tha t is shown fo r a vari able is that variable ' s 

total contribution of variance adjusted for the influenc e of the other 

variables at th e same level . (Nie, et al , 197 5) 

From the initial video re cord ings there were no significant <liffer­

enc es b e tween th e at t ending behaviour of the teach ers a t the thr ee schools , 

betwe en male a nd fema le t eachers, n or between teachers a t different lev e l s . 

Early in the school year, the teachers tended to give more a ttentio n to 

the pu pils durin g art . While this difference was significant, in a bso lute 

terms tile average difference in attending was 0.12 unit s on the a ttending 

scale . There were no significant interaction effec ts. 

TABLE 8 

Analysis of Variance Teachers Attending Pre- test 

Source of Variation 
Sum of 

df 
Mean 

F Ratio 
Level of 

Squares Square Significance 

Main Effects 0.165 4 0.041 1. 52 0.24 
Schools 0 .032 2 0.016 0.59 
Teacher Sex 0.014 1 0.014 0. 52 
Subject 0 . 124 1 0.124 4.55 .04 

Two Way Interactions 0.082 5 0.016 0.60 
School x Se x 0.065 2 0.033 1.19 .3 2 
School x Subject 0.013 2 0.007 0. 24 
Sex x Subject 0 . 006 1 0 . 006 0.24 

Total Expla i ned 0.247 9 
Residual 0 . 545 20 0.027 

Total 0. 793 29 
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The mean for all of the teachers' attending behaviour was 1.26. 

On the attending scale 1.0 is the absence of all major non-verbal 

indicators of paying attention, whereas, 1 . 5 is the addition of facing 

the person squarely. On average , these fifteen teachers were facing 

their children one half of the time while they were engaged in a one 

to one intera ction. The o ther half of the time they were not giving 

any physical indication of paying personal a tt ention . The range of 

teacher mean attending behaviour went from 1.08 to 1.44 . 

From the ratings of teacher att ending behaviour taken at the end 

of the year there were no significant differences between the teachers 

of the three s chool s and between mal e and female teachers. There was 

a significant difference in teacher attending behaviour between 

mathema tics and a rt lessons . Teachers gave mor e a tt e ntion during 

mathematics les sons . The mean a ttending for mathematic s was 1.50 and 

for art was 1.38. On the initial bas e line mea sures the teachers' 

mean attending behaviour fo r ma thematics was 1.20 and for ar t was 1. 33 . 

During the course of the yea r the t eacher s did not change t heir attend­

ing behaviour during art . They did give more ind icat ion s of attention 

at the end of the year during mathemat ics . 

TABLE 9 

Analysis o f Variance Teacher At tend ing Post-test 

Source of Variation 
Sum of 

d f 
Mean 

F Ratio 
Level o f 

Squares Square Significance 

Main Effects 0 . 244 4 0.061 2.40 . 08 
Schools 0 . 097 2 0.049 1. 92 . 17 
Teacher Sex 0.016 1 0.016 0 . 63 
Subject 0.123 1 0.123 4. 84 .04 

Two Way Interactions 0.300 5 0.060 2.36 .08 
School x Sex 0.277 2 0.139 5.46 .01 
School x Subj ect 0.017 2 0.009 0.34 
Sex x Subject 0 . 005 1 0.005 0.19 

Total Explained 0.544 9 
Residual 0. 507 20 0.025 

Total 1.051 29 
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There was a significant interaction of school and sex of teacher. 

The female teachers in the experimental school gained an average of 

0.213 . The female teachers in the placebo school went down -0.09 and 

the control school females went up 0.17 . The males in the treatment 

school went up 0.135 . However, the males in the placebo treatment 

increased 0 . 382, while the males in the control group increased by 

0.09. 

TABLE 10 

Increases in Attending by Teachers Sex 

School Male n Female n Total Average -----

Experimental +0.135 (2) +0. 213 (3) +0.182 

Placebo +0.382 ( 3) -o.mo (2) +0. 166 

Control +0.090 (2) +0 . 170 (3) +O . 138 

Total average +0.228 +0.121 +0 . 162 

On average the teachers who received training to impr ove their 

attending behaviours did improve the mos t of the three schools. An 

average gain of less than 0.2 illustrates that these teachers were 

ab le to exhibit a higher level behavio ur fo ur times more out of ten 

behav i ours than they were at the beginning of the year. 

The con trol teachers gained familiarity with their students by 

being with them during the year . They exhibited a higher level of 

behaviour less than three additional times for every ten interactions. 

The F ratio of 1 . 92 shows that the probability of this difference 

happening by chance is less than .17. While this is not statistically 

significant , the diffe rence is in the direction hypothesized . Train­

ing changed the classroom attending behaviours of the teachers. 
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Responding - Reliab ility 

In a review of the r esearch methodology and the reporting of 

results of th e C.:irkhuff t raining model Gormally and Hill (19 74) 

encouraged the reporting of reliability leve ls obtained in a ll exper i ­

ments a nd replications instea d of depend ing on reli ab ility levels 

r eached previously. Sometimes there has been no reporting o f r e lia bility 

coefficients on scales similar to the on e us e d in this resea r ch. 

Stat e ments have been provided that the scale has been valida t e d in 

process and outcome resear ch and that "reliabilities were de t e rmined 

in previous stud ies t o be in the . 80 1 s and . 90 1 s . 11 (Pierce and 

Schauble, 1970; Gormally and Hill, 1974 ; Lambert and De Juli o , 1977; 

Hefele a nd Har s t, 1 972) 

Rogers (1967) in his process and ou tc ome r esearch with the 

counselling of schizophrenic patients developed r a ters until they were 

able to achi eve a product moment correlation of r = .60 for inter­

rater reliability using writ t e n practice materials . Thei r actual 

r e liabili t y on the job was not calculated but only estima t ed by u s ing 

th e raters' mean scores . 

In this pr ojec t one rater was trained init i ally with ro le plays, 

examp l es , and didac tic illustra ti ons uf each level of the Teacher 

Effectiv e nes s Scale until there was ngreement with an expert rater. 

On his own th.Ls ro. ter then achieved r = . 31 with an ,~xper t ra t er . 

Another discussi on a nd wor kshop ensued wi th subsequent ratings of t he 

r ecord ing having a correlation of r = . 36 wi th an expert . The actual 

r a tings were compared and it was found that 80 . 5 pe r cent of the 

ra t ings agreed exac tly. On ly t hree per cent of t he ratings were more 

than one scal e stop in difference. Checks af t er this time showed 

r = .50 and later r = . 54 with high levels of agreement with an 

expert rater with only small di f f e r ences. 

Considering that the rang e of the verbal behaviour of the teachers 

was so limited as measured by this scale, from 1 . 0 to 1.5 t o 2.0, the 

reliability coefficients wer e deemed sa tis fac tory . Through increasing 

the range of teacher behaviour on the scale one can easily expect even 

higher reliability coefficients. (Wesman, 19 52) In tra ining sessions 

examples of the higher levels were discriminated accurately by the 

raters, however, in the class room t eachers were not utilizing these 

behavio urs. 



There was no correlation between all of the t eacher s overall 

pre- a nd post-measures of r esponding (r = . 00) . Between teachers 

mean responding in mathemati cs and a rt there was a correlation of 
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r = .35. Thus teachers responded at a relatively similar level on the 

same day in two subj e cts, but there was no r ela tion t o their responding 

level at the b eg inn i n g and the end of th e year. Interes tingly, t he 

five experimental teachers had a correla tion of r = -.51 of pre-

a nd post-responding leve l s . On average the teachers who tended t o 

be the most accura t e at identify ing the pupil ' s frame of r efer ence 

in the beginning did n o t improve the ir l eve l of responding, whereas 

the t hree t eachers who ini tially were lower, passed th em. 

Teachers Responding Behaviour 

From the initial v ideo recordings there were no significant 

differ en ces in ve rbal r esponding skills betw,2en tlie t eachers of the 

three s choo l s , between mal e and female teachers, nor between t eachers 

during ma t hematics and ar t. Neither were there any significant in t e r­

ac tion effec t s . Male t eachers had a tendency t o respond more accurate­

l y duri ng mathematics while female teachers had a slight tendency to 

be more accura te during art . This pa ttern wa s n ot found at the end of 

th e year. 

TABLE 11 

Analysis of Vari a n ce Teache r Responding Pre-test 

Sum o f Mean Leve l of 
Source of Variation Squares df Square F Ratio Significance 

Main Effects 0.011 4 0.003 0.35 
Schools 0.007 2 0 . 004 0.46 
Teacher Sex 0.000 1 0.000 0 . 00 
Subjec t 0.004 1 0.004 0.48 

Two Way Interac tions 0.051 5 0.010 1. 28 .31 
School x Sex 0.016 2 0.008 1.02 
School x Subject 0.012 2 0.006 0 . 77 
Sex x Subject 0.022 1 0.022 2. 72 . 11 

Total Explained 0.063 9 
Residual 0.160 20 0.008 

Total 0.223 29 
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The mean for all of the teachers' responding behaviou r was 1.45 . 

On the average these fifteen teachers responded to an indiv i dual talk­

ing with them by talking about the general subject of interes t, but 

largely from the teachers' own frame of reference. The range of 

teacher mean responding behaviour was 1 . 32 to 1.57. Only once out of 

almost 1 , 500 t eacher responses was the feeling of a pupil jdentified. 

TABLE 12 

Analysis of Variance Teacher Responding Post - test 

Source of Variation 

Main Effects 
Schools 
Teacher Sex 
Subject 

Two Way Int e ractions 
School x Sex 
School x Subject 
Sex x Subject 

Tota l Explained 
Residual 

Total 

Sum of 
Squares 

0.099 
O. Oll 
0.002 
0 . 086 

0.031 
0.001 
0.027 
0.002 

0 . 130 
0 . 154 

0.284 

df 

4 
2 
l 
1 

5 
2 
2 
1 

9 
20 

29 

Mean 
Squares 

0 . 025 
0 . 006 
0 . 002 
0 . 086 

0 . 006 
0 . 001 
0 .013 
0.002 

0.008 

F Ratio 

3.23 
0. 74 
0. 31 

11. 22 

0 . 80 
0.09 
l. 74 
0. 29 

Level of 
Significance 

.03 

.003 

.20 

From the ratings of teach er responding behaviour taken at the end 

of the school year there were no significant differences between the 

t eachers of the three schools and between male and female teachers . 

There was a difference in the level of responses between mathematics 

and art that was s i gnificant at the . 003 level. In mathematics the 

t eacher responding average was 1 . 60. While in art, it was 1 .5 0. The 

teachers were slightly more accurate in demonstrating their understand­

ing of the child's communication during mathematics. During the same 

period, the teachers also gave more attention in mathematics. (See 

Table 9.) 

On aver age the teachers who received training to improve their 

responding behaviour did improve the most of the three schools, however, 

this difference was detectable only at th e third decimal place . 



TABLE 13 

Average Gain in Responding 

Experimental 

Placebo 

Control 

+0.108 

+0.106 

+0.062 

Given that the responding scale identifies an additional s kill 

for each 0.5 unit, the treatment school teachers are able to use a n 

additional responding skill two additional times out of every ten 

interchanges. 
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The range of verbal responding is of interest as it was only in 

the experimental school that teachers were able to r espond verbally 

to the feelings of the students . Of the slightly more than 800 

teacher re sponses in the experimental schoo l, thirty-two included 

accurate identification of the pupil's feeling. No other t eacher in 

the other schools did this even onc e . In addition , of the five t eachers 

in the expe rimental school, two teachers gave no feeling response at 

all and one teacher us ed only two responses that incorporat ed feelings . 

Possibly, it is only with training thRt these verbal responses will be 

achieved and conceivably ten hour s of training 1nay not be enough for 

th e majority of teachers . One teacher employed a feeling response in 

8 . 7% of her responses and the other t eacher used a feeling response in 

5 . 9% of her responses . Their overall average wa s not significantly 

different from all of the other teachers as they both had many lower 

level responses which levelled off their responding average. 

The verbal andnon-verbal teaching behaviours of the experimental 

school teachers improved in the direction desired, toward giving more 

indications that they are ready to receive information from their 

pupils and that they do understand where their pupils are. Almost 

all o f the other teachers also improved along these dimensions, 

although not to the same extent. As groups there are no significant 

differences when the mean behaviour is analyzed. One would therefore 

expect that there will be no significant differences between the per­

formance of the pupils that can be attributed to the mean attending and 

responding behaviour of the teachers. 
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A more meaningful comp a r i son in t hat it is closer to testing the 

original hypothesis is to comp a r e the student s of those t eachers who 

have demonstrated the highes t level r espondin g with th e student s of 

the t eachers who have th e l owest overal l average and are teaching 

at the s ame cla s s l evel . 

Th e two teachers who were able to identify their pupils ' feeling 

frequently were selected . Their average post-attending behaviour was 

1 . 52 and 1. 54 . Their average post-responding b ehaviour was 1.63 and 

1.59. These teachers we r e teaching in standards two, three, and fo ur. 

Table !Lf list s th e teachers at the same levels in the o ther 

schoo ls, their averages, and a grand average taken by adding the 

attending and r es p ond ing scores and obtain ing the average . 

TABLE 1 4 

Lower Primary Teachers ' Average Scores 

School At tending Respondin g Grand Average 

Experimenta l A 1. 52 1. 63 1. 57 5 

II B 1. 54 1. 59 1. 565 

Placebo A 1.82 ] . 55 1. 685 

II B 1. 34 1.51 1.425 

II C 1. 27 1. 54 1.405 

Control A 1.44 1. 52 1.480 

II B 1. 37 1. 54 1.455 

II C 1.3 6 1. 48 1.420 

Teach e r "C" in the placebo school a nd teacher "C" in t he control 

s chool were c hos e n to act as the greatest possible contrast to the 

two teachers selected. 

The comparisons of their students' raw scores on the Progressive 

Achievement Tests of reading comprehension, vocabulary, and mathematic s 

given at the end of the school year with their scor es from the beginning 

of the school year acting as covariates are shown in Tables 15, 1 6 a nd 17. 
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TABLE 15 

Analysis of Covariance : High Teacher vs Low Teacher -
Reading Comprehension 

Source of Variation 

Covariate 
Comprehens i on Pre- Test 

Main Eff ect 
Teacher High-Low 

Residual 

Total 

Sum of 
Squares 

2872 . 391 

55 . 73 2 

2376 .983 

5305.106 

df 

1 

1 

82 

84 

TABLE 16 

Mean 
Sq uar e 

2872 . 391 

55. 7 32 

28.988 

F Ra t io 

99 . 09 

1. 92 

Level of 
Significance 

.001 

. 17 

Analys is of Covarian ce : High Teacher vs Low Teacher -
Vocabulary 

Source of Var i ation 

Covariate 
Vocabulary Pre-Test 

Ma in Effect 
Teacher High-Low 

Residual 

Total 

Sum of 
Squares 

8739 . 941 

0.315 

df 

1 

1 

2969 . 156 82 

11709 . 412 84 

Mean 
Square 

8739 . 941 

0.315 

36.209 

F Ratio 

241.373 

0 . 009 

Leve l of 
Significance 

. 001 
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TABLE 17 

Analysis of Covariance : High Teacher vs Low Teacher -
Mathematics 

Sum of 
df 

Mean Level of 
Source of Variation 

Sq u ares Square 
F Ratio 

Signif icance 

Covariate 
Mathematics Pre-Test 3475.954 1 3475 . 954 70.10 . 001 

Main Effect 
Teacher High-Low 115 . 454 1 115 . 454 2.33 .13 

Residu a l 2925 . 560 59 49 . 586 

Total 6516 . 968 61 

The differen ce in gains for reading comprehension does not reach 

s t atistical significanc e . However , on average t he two experimental 

teachers' student s score 1 . 74 more correct answers than the comparison 

teachers' stu den ts when adjusted by the pre-test scores . 

The difference in the vocabulary test is much smul ler, althou gh 

it is in the hypothes ized direction . 

The difference in the levels of mathematics achievement is more 

noticeable. The F ratio of 2. 33 is significant at the .13 level. While 

this is not st r ong enough to reject the null hypothesis, s uspicions 

can be raised t hat a meaningful contrast has been raised especially 

when it is consider ed tha t on average the experimental teachers ' 

students score 2 . 83 more c orrec t answers than the comparison students 

when adjusted by the covariate. 

Thus there are indications from these results that teachers who 

incorporate the feelings of their pupils into their responses tend to 

a chieve some of the cognitive objectives more readily than teachers 

who do not give evidence of this under standing. 

Whilst the sample is small, an indication of the strength of this 

factor in explaining academic achievement may be constructed through 

multiple regression onto the average raw score gain of the pupils of 

each teacher on the three Progressive Achievement Tests . Factors that 

will be regressed onto this average gain score of each teacher will be 

teacher sex, teacher class level, teacher experience, average post-
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attending score, average post-responding score, school, and the number 

of teacher responses that incorporate pupil feeling in one hour. 

The hypothesis is that the level of accurate responding behaviour 

of the teacher will be positively associated with student academi c 

achievement . The variable of gross number of feeling responses appears 

to reflect this factor to a greater degree than does the average 

responding score. Because of this and because of the high intercorrel a tion 

of teacher sex and number of feeling r es ponses and the further high 

correlation of both of these factors on pupi l achievement, it was 

decided t o enter teacher feeling responses into the regression first 

to obtain the maximum explana tory effect of teacher feeling responses 

on pupil achievement that this sample shows . This is an additional, 

direc t test of the major hy pothesis. In addition, this variable is a 

behaviour that a ny teacher can utilize, irrespective of such categorical 

variables of sex , level, school, and experience . These rema ining 

var iables and the average attending and responding scores will be e nter-

ed into the regression on a stepwise progression with the variable 

that explains the largest amount of remaining variance of pupil achieve­

ment being entered next into the equation until there is no more 

significant amount of variation l ef t. 



TABLE 18 

Correla ti on Matrix 

Correlation Matrix 
Average Attend Res pond Sex Experience Level School Feeling Gain 

Average Gains 1.00000 -0.02891 0 . 11296 o. 74578 - 0.26948 -0. 35558 0 .19909 0 . 40344 

Attending 1.00000 0.05137 - 0.19426 0 . 20122 -0. 42511 - 0.30177 0 . 22851 

Responding 1 .00000 0.08211 -0.11333 - 0. 147 42 -0. 29565 0.41529 

Teacher Sex 1 . 00000 - 0 . 09629 -0.18898 0 . 00000 0 . 30434 

Teacher Experience 1 . 00000 0 .113 23 0.1961 2 -0. 40040 

Class Level 1 .00000 0 . 00000 - 0 .39845 

School 1 . 00000 -0 . 46009 

Number of Feeling 1.00000 
Responses 

Teacher Sex: Ma le = l· Female = 2 . , 
Teacher Experience : 1- 3 years taught; 4-6 years ; 7 or more . Q'\ 

Teacher Level: Standard 2 = l; Stnndard 3 = 2 ; Standard 4 = 3; Form I = 4 ; Form II = 5 . 0 

Teacher School: Experimental= l ; Placebo= 2 ; Control= 3 . 



TABLE 19 

Multiple Regression onto Average Student Gain 

Feeling responses entered first into the regression . The r ema ind er entered stepwise. 

Variable Multiple R R Squa re RSQ Change Si mple R F Ra tio 

Number of Feeling 
Responses 0.40344 0 . 16276 0 . 16276 0 . 4034 4 4. 71 

Teacher Sex 0.76845 0 .59051 0.42775 0.74578 12. 39 

School 0.83614 0.69913 0 . 10861 0 .1 99 09 3.15 

Teacher Experience 0.84782 0.71881 0.01 968 - 0 . 26948 1.00 

Attending 0.86950 0.75603 0.03722 -0.02891 l. 07 

Responding 0.87082 0 .7 5832 0 .00230 0 . 11296 1. 00 

Constant 

R 

0 . 06756 

2.44835 

0 . 92968 

-0.50612 

3 .01558 

1. 54852 

-6.09903 

Beta 

0.21887 

0. 69683 

0.43305 

-0.24042 

0 . 23274 

0.05367 

°' I-' 
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The variable of teacher level was not entered into the regression 

as all of the variance that it accounted for was explained previously . 

The number of teacher feeling responses accounted for sixteen 

per cent of the variance in pupil achi evement. The more teachers we re 

able to accurately identify their pupils ' feelings, the more the 

pupils tended to achieve . Nie, et al (1975) offer a test of significance 

for the amount of R2 change. 

2 R change of the variable/ 1 
F 

2 
1 - total R change/ df 

The degrees of freedom are one a nd the number o f cases, minus the 

number of independent variables, minus one. For this regression the 

d f = l 7 . 

The F ratio of 4 . 71 for teacher fee ling response is significant 

between .10 and .05 . There fore , the probability of teacher feeling 

responses not affecting student achievement by chance as shown by the 

present data is l e ss than .10 and greater than . 05. While the null 

hypothesis usually has the cri t erion of . 05 s e t for rejection arbitrarily , 

the null hypothesis still must be en t ertained that teacher feeling 

responses make no difference on pupil achievement. However, the null 

hypothesis has no t been accepted as the true statement of reality. 

More investigation is needed, especially in broad ening the sample of 

teachers who can use this skill in the classro om and under laboratory 

settings to further test the effects . 

The variable of teacher sex explained forty-three per cent of the 

remaining variance in pupil achievement. The F ratio of 12.39 with 

1 and 7 degrees of freedom is significan t beyond the .01 level . For 

this sample we can confidently reject the null hypothesis that teacher 

sex made no difference. By inspecting pupil achievement gains and 

teacher sex in Table 20 it is shown that the pupils of female teachers 

had higher average gains . 

What did these teachers do that was important? The correlation 

(r = . 30) of teacher feeling and teache r sex offers the possibility 

of one dimension of the difference. The female teachers in the experi­

mental school included more of the responses that the training sessions 

hoped to evoke . 



TABLE 20 

Rank Ordering of Teachers Accordin g to Average Pupil Gain 

Average Pupil Gain Sex Level Experience 
Number of Feeling 

Attending (% Responses With 
Responding Responses Eye Contact 

8 . 16 F 1 1 19 1. 52 (26.6 %) 1. 63 

7.06 F 4 2 0 1.30 (12.4 %) 1. 67 

6.86 F 2 1 0 1. 34 (12.3%) 1.51 

6.63 F 1 3 0 1. L14 (21. 2%) 1. 52 

6.60 F 5 3 0 1.34 (17.2%) 1.44 

6 . 08 M 3 1 0 1. 37 (14.7 %) 1. 52 

5 . 83 F 3 l 0 1. 27 (11. 2%) 1. 54 

5.59 F 4 3 0 1.52 (23.4%) 1.50 

5.10 F 2 2 11 1. 54 (27.5%) 1.59 

4. 78 M 1 3 0 1. 82 (33 . 6%) 1. 52 

4.52 M 4 2 0 1. 56 (23 .6%) 1. 60 

4.11 M 5 2 2 1. 37 (22.2%) 1.51 

3.49 M 2 3 0 1.36 (17 . 9%) 1.48 

2.63 M 3 3 0 1.36 (15.2%) 1. 62 

1. 39 M 5 2 0 1. 39 (21.1%) 1. 53 
--
(20.0%) °' w . 
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Whether it is the actual response with th e student or a broader teach­

ing and interpe rsonal strategy of acquiescin g or accep ting the other 

person's point of view a s a starting point in the lea rning process 

r emains t o be inves tigat ed. One of the p rin ciples of effec tive t each-

ing has b een to start where the l earner is . Possibly, the female teachers 

a r e doing this more effective ly. Two fea tures do s tand o ut: (1) female 

teachers over a ll schools and l evels accomp lished higher achievement; 

(2) in the experimental school the female teachers included mo r e of 

the verbal responses that were one of the objec tives of the training 

sessions . 

The next most powerful predicto r o f pupil achievement was t he 

school itself. Almost eleven p e r cent of the v a r iance was exp l ain ed 

by this factor . The F r a tio of 3.15 was less than tha t needed to be 

significant at the . 10 level. Wha t was the overall factor tha t j u st 

b eing at one school instead o f ano t her tended to affec t pupil perform­

ance? The contributing factors may be the socio-economic status of 

the parents o f the children . One expec t s that if one school has parents 

of a h ighe r soc io-econ omic status, t hat t heir chi.Jdr e n will achieve 

s li ghtly more even when en t ering achievement levels are a ccounted for . 

Th e childr e n in the upper thr ee levels in t he control school , 

which had the highes t overa]l gain average , and the experimental school 

children had been asked what work t heir father and/or mother did. Only 

the uppe r l evels were u sed for analysis as over generalization and 

ambiguity was more notic eable in the responses from childre n in standards 

two and three . Th e results were then coded based on the Soc io-Economi c 

Index for New Zealand developed by El l ey and I r ving ( 1972) . This ind ex 

ran k s the highest levels based on education and income a s 1 and the 

lowest level as 6 . 

TABLE 21 

Students' Parents Socio-Economic Status 

1 n 2 n _3_ n 4 n 5 n 6 n 

Experimental 6.9% 6 26.4% 23 12.6% 11 19.5% 17 19 .5% 17 14.9% 13 

Control 3.8% 3 40.5% 32 11.4% 9 21.5% 17 11.4% 9 11.4% 9 



The frequencies of level one and two for each school were added 

together as were levels five and six. 

(1) Totals show that the control school had a grea ter 

proportion in the higher categories and a lesser 

proportion in the lower ca tegories. 

(2) The chi square goodness of fit was used to determine 

if the frequency of high e r level and lower level 

socio-economic conditions at the experimental school 

matched frequencies at the control school . 

(3) The chi squared statistic with the Yates' correction 

for continuity was 2.60. 
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The probability for such a balanc e to occur by chance would be 

approximately .11. Thus, the control sc hool which had the highest . 

overall gain score average also had higher socio-economic status of 

parents. Interestingly, the c las s from t he experimental school with 

the teache r that used feelings frequently had a distribution tha t was 

predominantly (70%) lower class. Yet this class achieved more than 

any other class as measured by the average ga in score. 

The remaining four variables that were en tered into the regression 

contributed smaller amounts of predicting power. Teacher experience 

contributed almost two per cent of th e remaining variance. The less 

experienced teachers tended to have pupils that ach ieved at a higher 

rate. 

The two averages of teacher classroom behaviour , post-attending 

and post-responding scores, contributed an additional four per cent 

of the variance. The F ratios for these two as well as teacher 

experience were less than one or just slightly more than one. They 

did not approach significance. 

The level of the class contributed nothing in addition to explain­

ing the gain score of the students. 

The results from the open-ended attitude measure are equivocal 

as only fourteen out of twenty-five students from the target class 

in the control school replied and these were returned by mail after 

school break-up. Also the female teacher in the experimental school 

who was pregnant received a number of comments that she would have 

a boy or a girl. As the sex of the respondent was not known, no 
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inference was made whether this was a positive or negative attitude. 

TABLE 22 

Pupil Attitude of Teache r 

School Positive Neutral Negative 

Experimental 75 % 22 % 3% 

Contrast 85% 7% 7% 
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DISCUSSION AND CONCLUSIONS 

Teachers aim at increas ing the knowledge a nd the skills of their 

pupils. They have been trained to approach teaching with a front a l 

assault on performance . "Can the child read? Does he know his 

multiplication tables?' ' If he d oes not know seven times eight, h e i s 

told to l earn seven times eight . 

Evidence of this is in the performance of teachers as analyzed 

by their attending behaviour which showed that teachers give their 

prime attention to books, written work, and projects eighty per cent 

of the time. (Table 20) In only twenty per cent of the individual 

interchanges between a teacher and a pupil did the two have eye con­

tact. Frequently, it was evident tha t the pupil followed the teacher's 

lead. If the teacher looke d at the c hild, the child reciprocated. If 

the teac her focused on a thing, so did the child. The teacher with 

the highest percentage of maintaining eye contact did so in thirty-three 

per cent of the interchanges. The lowes t level of eye co ntact was 

eleven per cent . Books, paper, a nd ob j ec ts are important carriers of 

information and are proof of performance, but i f the child is the cent r e 

and the purpose of education, it would seem logical to g ive him more 

attention. 

Teachers are apparen tly available and approachable . In the 

average hour of videotaping, each teacher had 150 instances of paying 

attention to an individual. This is two and one half different inter­

changes per minute usually with different pupils. There are rapid 

conversations, rapid diagnoses, rapid solutions and rapid changeovers. 

Through it all, these teachers focus on things. 

This is borne out still more when teacher response to pupil talk 

is analyzed. The verbal behaviour of teachers who were not trained in 

responding skills is largely restricted to ignoring or criticising the 

pupil, rewarding the child for agreeing with the teacher's answer, 

talking about the general area of pupil interest, and infrequently, 

identifying the specific content area of the child's concern. Only 

once out of 2,757 responses was the feeling of a pupil identified. 

Never was a deficit of a pupi l mutually identified so that they could 

work on it. 

There are indications in the present research that if the process 
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inherent in the teacher effectiveness scale is embarked on, ga ins in 

learning will be forthcomin g . It is c once ivable that equipp ing 

teachers in New Zea land with more of th ese huma nistic -behaviouristic 

skills would produce result s such as tho se seen by Aspy and Hadlock 

(Carkhuff, 1969) that so impressed Pa tt erson (1973) and Good , Biddle 

and Brcphy (1975). 

From this sample of fifteen t each ers the pupil s of female teachers 

showed higher ga ins than pupil s of male teachers ir r espective of class 

level . There were male and female t eachers at every level with on l y a 

tendency (r -.18) for femal es to be with lower class levels a nd 

ma les to be with the upp e r l evels . There wa s a very strong corre l­

ation of female teachers with highe r average pupil gains (r = .7 4) . 

Part of this can be explained by di ffe r e nces in classroom 

behaviours and even differences at the int a ke leve l of male and 

fema le applicants at teac h ers colleges i n years pas t. Ano ther 

cont ributing factor may b e th e perceptions of th e children. 

Webster (197 3) fo und that male t eachers college students were 

female oriented for s upport and preferred the emotional security of a 

safe institution. In contrast the female students exhibited more 

personal stren g th and se l f - confidence . Whilst these teachers college 

s tuden ts differ f rom the usual expecta tion that m~leness is equal to 

hardness and initia tive a nd femaleness is equal to softness and 

re sponsivene ss, the findings do indicate that th e quality and actual 

behaviours of male and female t eachers differ from each other and that 

part of this difference is ope r a ting a t the time of select i on int o 

teacher training . 

Children tend to see ma les as more power ful, more dominant , and 

more inclined to punish. Thus children generally tend to fear males 

more than females. (Jersild , 1968) This research found that female 

teachers tended to be more responsive to children and that their 

pupils achieved more than pupils of male teachers . If males enter 

teachers college with an inclination to docility and if they are not 

train.ed in responsiveness, then the results indica te that male teachers 

are deficient in both responding to pupils and in being able to act 

to direct pupil learning effectively. 

To adequately test the original hypotheses will require more effective 

training with additional teachers as they are not n a turally responding 

accurately to their pupils. Whether the breakdown in communication is 



poor listening by the teacher, inadequate observing skills by the 

teacher, lack of attending by the teacher , or internal and external 

distractions that the teacher has no a bility to contro l remains to 

be seen. 
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The necessity of training raises problems of effectively changing 

teacher classroom behaviour. In the small sample of five teachers who 

participated in the experimental tra i nin g , two comfortably us ed the 

skill of responding accurately to pupil feelings. One other teacher 

did it twice in one hour in a pejorative manner and two did not do it 

at all. For these five teachers ther e was a correlation of r = -.81 

of the number of times feelings were identified in the c l assroom and 

years of teaching experience. One would not wish categorically to 

shape f uture training inputs on the basis of this negative correlation 

of length of service with empathy. The high correlation though does 

give one possible area of concern if training is to be widespread . 

This finding may have a parallel in r esearch done wi th the 

possibility of closed-mindedness of teachers. Heikkinen (1975) 

a nalyzed n ew e ntrants into a counselling training cour s e and found 

that those teachers who were older t ended to be more closed-mind ed wh i ch 

was thought to be detrimental to the learning of h e lping skills . 

Selvage (197 7) attempted a replication and found no consistent pa t tern 

of bias. These results leave open the possibility that closed-mindedness 

is present among more experienced teachers and has a detrimental effec t. 

While the behaviours of eff ec tive interpersonal communica tion are 

readily observable skills, their acqu isition may be impeded if the 

trainee is not open to trying these n ew behaviour s . One of the hindrances 

would be a dogmatic personality trait which may or may not be associated 

with age . Whatever the case, in order to enable all teachers to gain 

the skills, training will have to be conducted in a non-threatening 

environment by trainers who exhibit and model the desired behaviours 

consis t ently . 

Ten hours of training in one hour units, separated by a week were 

not as productive as desired. Possibly, more extended blocks of time 

with less time in between sessions would have allowed more progress to 

be made. Subsequent to the research design and execution of the project, 

Carkhuff and Pierce (1976) published guidelines for the hours of train­

ing necessary to accomplish different levels of interpersonal skills. 

Their findings support the recommendation that more time for training 



is necessary. They suggest 15-20 hours of training for a survey of 

interpersonal skills, 45-50 hours of training for the acquisition 
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of the skills appropriate for brief i nt e rpersonal c ontacts, and 90 

hours of training for the mast e r y of the skills ne cessary fo r on-going 

relationships. 

As can be s een from tables 10 and 1 3 , t he placebo school 

t eachers improved in attendin g and responding more than t he con trol 

school t eacher s , ye t n o t as much as the experimental school teachers. 

The latter g roup were explicitly t a ug h t thes e skills which were also 

modelled by the experimenter . The teachers at t h e placebo school were 

taught another aspect of educational informa tion by the experimenter 

who at the same time modelled high level attending a nd responding 

skills. From thi s observation alone they were able to move in the 

hypothesized direction . 

There appears to b e support for the model of effective t eaching 

presented here , but th e evidence is no t c onclusive . Th e pos itive 

inte raction of the affective and cogni tive dimensions in the c lassroom 

is becoming more evident . While a t on e time it was popular to i gnore 

e mo tions as detrac tors from th e p ursuit of tr u th , now lt is mo r e 

rea dily se e n that feelings are integrally invo l ved in the learning 

process . The t eacher who is able to work with feelings will b e able 

t o facilitate more learning of s ubj ect matter. One would also suppose 

that this procedure could improv e the human r elations tha t exist in the 

classroom . This thesi s did not investiga te the affective b enefits 

s ave t hrough the a ttempt at attitude measur ement . The specif ic validation 

of affective b enef its could b e a broader sphere fo r future inves t igation . 

This study ha s been small in terms of the number of t eachers who 

achieved part of the target b ehaviours in the classroom. The result s 

indicate that a broadening of the number of teache rs with the skills 

of attending and responding will make it pos s ible for more generalizable 

conclusions to be reached. Further in-service training efforts are 

warranted . 

The broadening of the sample of those who undergo training will 

p r ovide increased data from classroom observation of t eaching behaviour. 

This will further enable a testing of teacher characteristics and 

training procedures that lead to the acquisition or non-acquisition of 

relevant teaching skills. If the present finding of a very high 

negative correlation of teaching experience and the demonstration of 

target skills persists, one may question the most appropriate applic-

ation of training. Pre-select ion may be indicated and/or even pre-service 



training in interpersonal skills . Indeed, it is logical to expect 

that continuous and intensive training opportunities will have to 

be available for teachers to develop and maintain their skills. 

This would help to prevent the loss of responsiveness over the 

years . There is also a responsibility to de liver benefits when 

the resources for training are limited . 
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There remain some of th e original questions that have not been 

tested and indeed would be modified after this experience . Instead of 

testing the effec tiveness of the complete model, are there critical 

steps that produce more benefits than others or is there a steady 

slope of increased benefits in terms of learning and emotional develop­

ment? Or is there the possibility of greatly increased benefits after 

a certain stage is reached with only small benefi t s up to that stage? 

Information of this nature cannot be readi l y achieved in a classroom 

setting and points more to con trolled , laboratory settings . This 

information can then be bala n ced against the training needs. To 

achieve the beginning stages of the model may require then t o twenty 

hours of training. Whereas, the regular achievement of the ent ire 

process in the classroom may necessitate one hundred hours or more of 

intensive training if the training of teachers in th ese s kills is 

parallel to the training of paraprofess i onals in psychiatric work. 

(Carkhuff, 1969) 

The results point to the need for furth er explication of the 

amount of pupil learning, both cognitive and affect iv e , attributable 

to the l evel of teacher conditions offered . Such a project would a l so 

require careful re- examina tion of the amount of training necessary to 

achieve the various levels of teacher conditions. The teacher per­

formance on initial video-taping and in the control and the placebo 

school at the conclusion strongly indicate that the delivery of the 

desired skills will not happen by chance . Specific, even systematic 

concentration upon the classroom delivery of r elevant behaviours is 

essential in future training efforts. 

The principles of good education have not been changed . The 

major contribution of the present study has been the identification of 

some of the neglected behaviours of teachers which appear to influence 

teacher effectiveness . 



BIBLIOGRAPHY 

Aspy , David (1972) . Toward a Technology for Humanizing Education . 
Champaign, Illinois:Research Press. 

Aspy , David and Hutson, Barbara (1972) . "Promotion of Student 
Success ." Jnl. Educ. Res. 66:2 : 57-60. 

Berenson, David (1971). "The Effects of Systematic Human Relations 
Tra ining upon Classroom Performance of Elemen t ar y 

72. 

School Teachers ." Jnl. Res . and Devel. in Educ . 4:2:70-85. 

Bloom , Benjamin, et al (eds.) (1956). Taxonomy of Educational 
Objectives : The Classification of Educat ional Goals. 
Handbook I: Cognitive Domain . New York :David McKay . 

Brookover , Wilbur, e t al (1964) . "Self-Concept of Ability and 
School Achievement." Soc. of Educ. 37:271-278. 

Brophy, Jere and Good , T. (1974) . Teacher- Student Relationships : 
Causes and Consequences. New York: Holt, Rinehart, & 

Wins ton . 

Brown, B., et al (1968) . The Florida Taxonomy of Cogn i tive Be­
haviours . The Institute for Development of Human Resources . 
Gainsville :University of Florida . 

Br own, G. (1971) . Human Teaching for Human Learning : An Intro­
duction to Confluent Education. Auckland :Penguin . 

Campbell, D. and Stanley , J. (1963) . Experimental and Quasi­
Experimental Designs for Research . Chicago : Rand McNally. 

Carkhuff, Robert (19 69). Helping and Human Relations. Vol . I: 
Selection and Training . Vol. II: Practice and Research . 
New York:Holt, Rinehart, and Winston . 

Carkhuff, Robert (1972). "The Development of Systematic Human 
Resource Development Models ." Counselling Psychologist . 
3 : 3: 4-11. 

Carkhuff, Robert and Berenson, Bernard (1967). Beyond Counselling 
and Therapy. New York :Holt, Rinehart, and Wins ton. 

Carkhuff, Robert and Berenson, Bernard (1976) . Teaching as Treat­
ment. Amherst :Human Resource Development Press . 



Carkhuff, Robert and Pierce, Richard (1975) . Trainer's Guide : 
The Art of He lping. Amherst: Human Resource Development 
Press. 

Carkhuff, Robert and Pierce, Richard (1976). Teacher as Person. 
Washington, D.C.:National Education Association. 

73 . 

Combs, Ar t hur (1965) . "What Can Man Become?" In Hamachek, Don (ed.). 
The Self in Growth, Teaching, and Learning . Englewood 
Cliffs, New Jersey :Prent ice Hall . 

Davidson , Helen and Lang, Gerhard (1960) . "Children's Perceptions 
of the Teachers ' Feelings toward Them Related to Self­
perception , School Achievement, and Behaviour ." 
Jnl . Exp . Educ . 29:107-118 . 

Davis, O. and Tinsley , D. (1968) . "Cognitive objectives revealed 
by classroom questions asked by social studies student 
teachers ." In Hyman, R. (ed.) Teaching:Vantage Points 
for Study. Philadelphia : J.B . Lippincott. 

Dawson, R. and Hallinan, P. (1969). "Culturally Disadvantaged 
Children : A Study of Two Schools . " Delta. 4 : 3-13. 

Day, H. and Berlyne, D. (1971). "Motivation and Learning." In 
Lesser, G. (ed.). Psychology and Educational Practice . 
Glenview , Illinois: Scott, Foresman. 

Dechant, Emerald (1968) . Diagnosis and Remediation of Reading 
Disability . New York:Parker. 

Dunkin, Michael and Biddle, Bruce (1974). The Study of Teaching . 
New York: Holt, Rinehart, and Winston . 

Educational Testing Service (no date). Making Your Own Tests. 
Princeton, New Jersey:Educational Testing Service. 

Elley, W. and Irving, J . (1972) . "A Socio-Economic Index for 
New Zealand Based on Levels of Education and Income 
from the 1966 Census." N. Z. Jnl. Educ. Stud. 7:2:153-167. 

Ellis, Albert (1962) . Reason and Emotion in Psychotherapy. 
New York:Lyle Stuart. 

Eysenck, Hans (1960) . "Learning Theory and Behaviour Therapy . " In 
Behaviour Therapy and the Neuroses . London:Pergamon Press. 

Eysenck, Hans (1965) . "The Effects of Psychotherapy." International 
Jnl . of Psychiatry. 1 : 99-178. 



Fink, Martin (1965). "Self-concept as it Relates to Academic 
Underachievement." In Hamachek, Don (ed.). The · Self in 
Growth, Teaching, and Learning. Englewood Cliffs, New 
Jersey:Prentice Hall. 

Flanders, Ned (1960). Teacher Influence, Pupil Attitudes, and 
Achievement. Minneapolis:University of Minnesota. 

Flanders, Ned (1970). Analyzing Teaching Behaviour . Reading, Mass­
achusetts:Addison Wesley. 

Gagne, Robert (1970). The Conditions of Learning, second edition. 
London:Holt, Rinehart, and Winston. 

74. 

Genthrer, Robert and Maughan, J. (1977). "Introverts' and Extroverts' 
Response to Nonverbal Attending Behaviour. " Jnl. Counsel. 
~ . 24:2 :144-146. 

Gladstein , Gerald (1974). "Nonverbal Communication and Counselling/ 
Psychotherapy: A Rev i ew . " Counselling Psychologist. 
4:3 : 34-57. 

Glass, Gene and Stanley, Julian (1970). Statistical Methods in Ed­
ucation and Psychology. Englewood Clif fs , New Jersey : 
Prentice Hall. 

Go rmally, James and Hill, Clara (1974) . "Guidelines for Resear ch on 
Carkhuff' s Training Model." Jnl. Counsel. Psy. 21 : 6 : 539-547. 

Haase, R. and Tepper , D. (1972). "Nonverbal Components of Empathic 
Communication." Jnl. Counsel. Psy . 19:5:417-424. 

Harrison, F . (1968). " Relationship Between Home Background, School 
Success, and Adolescent Attitudes ." Merrill-Palmer 
Quarterly of Behaviour Development . 14:331 -3 44 . 

Hebb, D. (1955). "Drives and the Conceptual Nervous System. fl 
Psy. Rev. 62:244 ff. 

Hefele, Thomas (1971). "The Effects of Systematic Human Relations 
Training upon Student Achievement. fl Jnl. Res. and Devel. 
in Educ. 4:2:52-69 . 

Hefele, Thomas and Hurst, M. (1972). "Interpersonal Skill Measurement: 
Prediction, Validity, and Utility." Counselling Psychologist. 
3:62-69. 

Heikkinen, Charles (1975) . "Another Look at Teaching Experience and 
Closed-Mindedness." Jnl. Counsel. Psy. 22:1:79-83. 



Hess, R. and Shipman, V. (1971). "Maternal Influences on Early 
Learning."In Personality Growth and Learning. London: 
Longmans for Open University. 

Humphreys , Lloyd (1975). "Race and Sex Differences and thei r 
Implications for Educational and Occupational Equa lity." 
In Maehr, M. and Stallings, W. (eds.) . Culture, Child, 
and School. Monterey, California : Br ooks/Cole. 

Hunt, J . McV . (1968) . "Experience and the Development of Motivation: 
Some Reinterpretations." In Hamach ek, Don (ed.). Human 
Dynamics in Psychology and Education. Englewood Cliffs, 
New Jers ey : Prentice Hall. 

Jersild, Arthur (1951). "Self-understanding in Childhood and Ad ­
olescence . " Amer. Psych. 6 :122-126 . 

Jersild, Arthur (1955) . When Teachers Face Themse l ves . New York : 
Columbia University. 

Kerlinger, Fred (1964). Foundations of Behavioural Research. 
London: Holt , Rinehart, and Winston. 

Kerlinger, Fred and Pedhazur, Elaz ar (1973). Multipl e Regr es sion 
in Behavioural Research . New York : Holt, Rinehart, 
a nd Wins ton . 

Krathwohl , David, et al. (1964). Taxonomy of Educational Objectives : 
The Classification of Educational Goals . Handbook II: 
Affective Domai n. New Yo rk: David McKay . 

Kratochvil, D. (1968) . The Effect of Parent and Teacher offered 
Leve ls of Facilitative Conditions upo n Indexes of 

75. 

Student Phys ical, Emotional, and Intellectual Functioning. 
Unpublished Ph.D. Thesis, State University of New Yo rk 
at Buffalo. 

Krumboltz, John (1966). "Promoting Adaptive Behaviour." In Krumboltz, 
John (ed . ) . Revolution in Counselling: Implications of 
Behavioural Science . Boston: Houghton Mifflin. 

Lambert, Michael and DeJulio, Steven (1977) . "Outcome Research 
in Carkhuff ' s Human Resource Development Programmes: 
Where is the Donut?" Counselling Psychologist. 6:4:79-86. 

Levitt , E. (1963). "Psychotherapy with Children: A Further Evaluation . " 
Behaviour Research and Therapy. 1:45-51. 

Lindquist, E.F. (1940). Statistical Analysis in Educational Research. 
Boston: Houghton Mifflin. 



Lindquist, E .F. (1953) . Design and Analysis of Experiments in 
Psychology and Education. Boston : Houghton Mifflin. 

Lumsdaine, A. (1962). " Instruments and Media of Ins truction." In 
Gage , N. (ed . ). Handbook of Research on Teaching . 
Chicago : Rand McNally. 

McClelland, David (1965). "Toward a Theory of Motive Acquisition." 
Amer . Psych. 20 : 321- 333. 

Mehrabian, A. (1972). Nonverbal Communication. Chicago: Aldine ­
Atherton . 

76. 

Murray , Henry (1938). Explorations in Personality. New York: Oxford . 

Nie, (et al .) (1975). Statistical Package for the Social Sciences, 
Second Edition. New York: McGraw Hill. 

Patterson , Cecil (1973). Humanistic Education . Eng lewood Cliffs, 
New Jersey: Prentice - Hall. 

Pierce, R. and Schauble, P . (1970). "Graduate Tr .::iinin g of Facili­
tative Counselors: The Effects of Individual Supervision." 
Jnl . Counsel . Psy. 17:210-215. 

Purkey, W. (1970). Self-Concept and School Achievement. Englewood 
Cliffs, New J ersey : Prentic e -Hall . 

Ragosta , M. , e t al. (1971). Sign versus Category: Two Instruments 
for Observing Level of Thinking. Paper presented at the 
annual meeting of the American Educational Research 
Association. 

Reed, H. (1961). "Eff ec ts of Tea cher Warmth. " Jnl. Tea . Educ. 
12 : 330-334 . 

Reed, H. (1961) "Teacher Variables of Warmth, Demand, and utiliza tion 
of Intrinsic Motivation Related to Pupils' Science 
Interests ." Jnl. Exp . Educ . 29:203-229. 

Reid, N. and Hughes, D. (1974) . Progressive Achievement Test: 
Teacher's Manual : Mathematics . Wellington: New Zealand 
Council for Ed ucational Research. 

Rogers, C. (ed.) (1967). The Therapeutic Relationship and Its Impact. 
Westport, Conneticut: Greenwood Press. 

Rogers , C. (1969). "Personal Thoughts on Teaching and Learning ." 
In Rogers, C. Freedom to Learn. Columbus, Ohio: Charles 
E. Merrill. 



Rogers, C., et al. (1948). "The Role of Self - understanding in the 
Prediction of Behaviour." Jnl . of Consult. Psy. 
12 :174-186 . 

77. 

Rogers, Virginia and Davis, 0. (1970). Varying the Level of Cogn i tive 
Questions in the Classroom. Pap er pres ented a t the annual 
meeting of the American Educational Research Associat ion . 

Selvage , Rob (1977) "Comment on Another look a t Teaching Experience a nd 
Closed- mindedness." Jnl . Counsel . Psy. 24 :2:142-143. 

Shavelson, R. and Dempsey-Atwood, N. (1976) . "G eneralizability of 
Measures of Teaching Behaviour ." Rev . of Educ. Res . 
46:4 : 553-611 . 

Solomon, G. (1970) . "The Analysis of Concrete to Abstract Classroom 
Patterns utilizing the TIP Profile." Jnl. of Res. and 
Devel. in Educ. 4:52-61. 

Solomon, G. and Wood. S. (1970). Classroom Behaviour Accompanying 
TIP Profile Measures . Unpublished, West Virginia University. 

Staines, J. (1958) . "The Self - picture as a Factor in the Classroom." 
Brit . J nl . of Edu c . Psy. 28:97-111 . 

Swift, D. (1971). " Soc ial Class and Achievement Motivation ." In 
Personality Growth and Learning . London: Longmans for 
Open University. 

Tatum, Carl (1972). "Human i sm in Ed ucation ." In A.spy, David. 
Toward a Technology for Humanizing Education . Champaign, 
Illinois: Research Press. 

Truax, Charles and Carkhuff, Robert (1967). Toward Effective 
Counselling and Psychotherapy: Training and Practice. 
Chicago: Aldine. 

Webster, A. (1972) . Structure and Relationships of Standard 
Environmental Personality and Ability Factors in 
Secondary School Adolescents. Ph.D. Thesis. Palmerston 
North: Massey University. 

Webster, A. (1973). "Factors in the Effects of Education on the 
Human Resource." In Thomson, K. and Trlin, A. Contemporary 
New Zealand . Wellington: Hicks Smith. 

Wesman, A. (1952). Reliability and Confidence. Test Bulletin Number 
44. New York : The Psychological Corporation. 



78 . 

Wood, S . (19 70 ) . " A Mul tid imensional mode l for observation, analysis , 
a nd assessmen t of classroom behaviour . " Jnl . of Res. and 
Devel . i n Edu c . 4 : 84 - 97 . 

Wylie , Ruth (19 74) . The Self Concept : Revised Edition, Vol . I . 
Lincoln : University of Nebraska Press . 

Yablonsky , L. (19 65 ) . The Tunnel Back : Synanon . New York : Macmillan . 




