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The Purpose of the Study

The purpose of the study was to gain a better understanding of

the classroom environment by determining if student attitudes are

significantly related to the quantity and characteristics of verbal

interaction. A second concern was to determine if such verbal

interaction could be effectively examined through a student-perception,

self-report questionnaire. If student attitudes were found to be

related to verbal interaction, and if verbal interaction could be

accurately assessed with a self-report questionnaire, then a third

purpose of the study would identify the means for an educator to

evaluate one aspect of the classroom climate, verbal interaction,

that has been shown to effect students.

Procedures

A self-report questionnaire was designed to accurately reflect

sixth grade students' perceptions of classroom verbal interaction and



their expressed attitudes toward school, teachers, classmates, and

themselves. Students in self-contained classrooms from schools with-

in the Central Oregon Willamette Valley comprised the population from

which a random sample was drawn for inclusion in this study. A

questionnaire was administered to 33 classrooms and the resulting

data were analyzed based on classroom mean scores. The correlational

research method was used to determine the strength of 12 hypothesized

relationships.

Findings

For the purpose of this study, 12 hypotheses were tested to

determine if there exists a significant correlation between students'

perceptions of the verbal interaction found in sixth grade classrooms

and their expressed attitudes toward school, their teachers, their

classmates, and themselves. Each of the three verbal interaction

scales (quantity, receptiveness, and openness) was correlated with

each of the four student attitudinal scales (teacher, school, class-

mates, and self). These 12 hypotheses were statistically tested

using the correlational method to determine if significant coefficients

existed. The level of confidence was set at .05.

Seven hypotheses were found to have from moderate to very close

relationships that were statistically significant at the .05 level of

confidence. The results of this study indicate that classrooms where

teachers encourage student verbal interaction and are receptive of

student ideas and feelings, and where students feel safe when dis-

closing their personal ideas and feelings, are also classrooms where



students express strong positive attitudes toward school, their teacher,

and themselves. The five remaining hypotheses tested were found to

have slight relationships that were not statistically significant at

the .05 level of confidence.

Recommendations

In view of the findings, it is recommended that teacher-education

programs and educators concerned with teacher effectiveness consider

competencies in the areas of personal communication, active listening,

values clarification, questioning techniques, and increased group dis-

cussion in open, relaxed, trusted environments. It is also recommended

that teachers create classroom environments where students feel safe

to disclose their personal feelings and ideas, and where ample

opportunities are available for discussion and the sharing of ideas.

Educators seeking to improve student attitudes should include in

their efforts activities and skill building techniques that promote

teacher receptiveness and safe, open classroom environments.
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A Descriptive Study of the Relationships
Between Classroom Verbal Interaction

and Students' School-Related Attitudes

Chapter I

INTRODUCTION

During the sixties and seventies, education has been subjected

to increasing criticism from all quarters. Concerned parents, faculty,

and students joined social critics in questioning the effectiveness

of our educational system. Students themselves have begun to ques-

tion the value and relevance of formal education insofar as it pre-

pares them for coping with pressing social concerns in an increasingly

complex technological society (Lee 57, Ornstein 66, Doyle 44). Many

graduating students have found that their education has been irrele-

vant, that they have inappropriate skills as they enter an environ-

ment with very different demands from the ones they had anticipated

(links 72, C.B.S. 40, Khan and Weiss 23).

A growing number of observers of our educational system paint

a dismal, depressing picture which illustrates clearly how students,

teachers, and schools are failing to accomplish their mission (Kohl

24, Holt 16, 17, 18, 19, Silberman 34). John Holt describes schools

as dull, ugly, and inhuman places, where nobody ever says anything

either very true or truthful, where the teachers are no more free

to respond openly and honestly to the students than the students are

free to respond to the teachers or each other (19). He goes on to

say the experience of school is characterized by boredom, confusion,
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and fear; fear of not having the right answer, of not understanding

things the way everyone else does, of being singled out, of not

being singled out, of reproach, of ridicule, of failure. (16)

Charles Silberman depicts schools as being "mindless places,"

"centers of purposelessness," and teachers as being "killers of the

dream." (34)

Henry Adams wrote, "A teacher effects eternity. He never knows

where his influence ends." (26) Evidence supports this claim, but

teachers today often spend more time being concerned with maintaining

control, accountability, competencies, and administrative details.

(Robert 32) If teachers are to effect eternity, they must have a

positive effect on students first. (Friedman 78)

Many teachers today are aware of their massive responsibilities

and of their impact on the lives of children. Teachers recognize

that they need to foster the development of skills within each child

that will enable that child to survive with grace and personal ful-

fillment in our society. They also recognize their responsibility

for designing learning environments where students can continually

improve their relations to the world. (Jersild 22)

Teachers want to know how to foster positive involvement with

their students. They want to be liked and have their students look

forward to coming to class. They also want their students to look

back and feel that their school experiences were relevant and

meaningful. (Campbell 7, Flanders 12)
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Teachers are therefore most earnestly concerned with improving

their methods and in finding better means of performing their great

task. No other profession today is so actively engaged in explora-

tion and self-examination as is that of teaching. (Ornstein 66)

One of the main tasks of teacher-educators is to provide

teachers with the information, skills and methods that will foster

effective teaching. Teacher-educators have the responsibility to

continually keep abreast of recent research findings concerning

improvements in the field of education. They then must model the

type of behaviors and provide the kinds of learning experiences

that have been found to be most effective and beneficial. (Peck

and Tucker 30)

Some improvements in education can be brought
about by spending more money, by building
better schools, and by introducing new courses
of study, new standards, or new equipment.
But the really important changes will come
about only as teachers change. Institutions
are made up of people, and it is the behavior
of teachers in classrooms that will finally
determine whether or not our schools meet or
fail to meet the challenge of our times. It

is at the source of supply -- in our teacher-
preparation programs -- that major efforts
must be directed if we are to bring about
the improvements we need in education. (Combs

9)

Many efforts to improve teacher-education programs focus on

perusing new texts and programs, rearranging the old curriculum,

reorganizing the delivery of skills, and increasing the teacher's

responsibilities. (Combs 9) What teachers really want and need

are well-founded techniques for improving their effectiveness as
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teachers, and methods that are most likely to have a positive effect

on students.

Statement of the Problem

The central problem of this study was to determine if a

significant relationship exists between students' perceptions of

the verbal interaction in their classroom and their expressed atti-

tudes toward school, teachers, classmates, and themselves.

Purpose

The main purpose of this study was to determine if student

attitudes are related to the quantity and characteristics of the

verbal interaction in classrooms. A second concern was to deter-

mine if such verbal interaction could be effectively examined

through a student-perception, self-report questionnaire. If student

attitudes were found to be related to verbal interaction, and if

verbal interaction could be accurately assessed with a self-report

questionnaire, then a third purpose of the study identifies the means

for an educator to evaluate one aspect of the classroom climate that

has been shown to affect students.

Significance of the Study

Student attitudes have been identified by educators as being

important outcomes of the educational process. They have been

regarded as appropriate goals for the learner in state standards for
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elementary and secondary schools:

Each individual will have the opportunity to
develop to the best of his or her ability the
attitudes necessary to function as an individual,
a learner, a producer, a citizen, a consumer,
and a family member. (Duncan 76)

Student attitudes are an important entity in the teaching/

learning process, and are worthy of the educator's attention and

action.

An analysis of the statements of objectives for
formal education may help in gaining a perspective
of what has been seen by educators as the appro-
priate roles for the schools with regard to
affective outcomes. Such statements indicate
that attitudes, values, beliefs and interests
constitute important outcomes of education.

However laudable these objectives might be, the
extent to which they are reflected in the actual
operations of the school is a prime issue. In

practice, most classroom teaching is concentrated
on the realization of cognitive objectives. Often

it is assumed that students will acquire relevant
affective behaviors as a result of cognitive learn-
ings. The belief that a student will develop posi-
tive attitudes toward subject matter, school, educa-
tion, the teacher and others just by coming to school
is an untenable assumption.

What happens in teaching situations is highly
related to the affective responses acquired
related to school, teachers and the subject-
matter area. If desirable affective goals are
to be realized as a result of the educational
process, relevant formal learning situations
have to be developed and the effects of such
learning experiences will have to be system-
atically appraised. (Khan and Weiss 23, McMillan
60)

Therefore, the significance of this study was an attempt to

determine if one aspect of the classroom environment (verbal inter-
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action) directly influences how students feel about school, teachers,

classmates, and themselves. A second objective was to determine if

the amount of student verbal participation was significantly related

to student feelings concerning school, teachers, classmates, and

themselves.

Scope

One objective of this study was to design and validate a self-

report questionnaire that would accurately reflect students' percep-

tions of classroom verbal interaction and attitudes students express

toward school, teachers, classmates, and themselves. A second objec-

tive was to determine if the amount of student verbal participation

was significantly related to student feelings concerning school,

teachers, classmates, and themselves.

Design of the Study

To adequately fulfill the intended purpose of this investiga-

tion, a self-report questionnaire was adapted from several standard-

ized instruments. This study's questionnaire was designed to

retrieve the perceptions students have concerning the environment

of their classroom and their feelings toward that environment.

The following procedures were conducted to ensure that all

information gathered, and all conclusions drawn would accurately

reflect the perceptions and feelings of the sample:

1. A review of research studies that were concerned with

student attitudes and verbal interaction in classrooms was

completed.
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2. A review of student self-report questionnaires that have

been used to measure attitudes was conducted.

3. As a result of the reviews, a student self-report question-

naire was constructed.

4. This questionnaire was perused by a panel of experts to

determine its face validity. Modifications were completed as

recommended.

5. A field test of the questionnaire was conducted on a

sample of at least one-hundred sixth grade students.

6. Interitem correlations and a factor analysis was conducted

to determine which items show promise as potential measures of verbal

interaction and attitudes.

7. The questionnaire was revised in response to the statistical

analysis.

8. Schools from the Central Oregon Willamette Valley were

listed in alphabetical order and numbered. This list of schools

was then rearranged using a table of random numbers. Schools were

contacted in the order of their random selection. Permission to

survey all sixth grade classrooms within these schools was requested.

This process was continued until a minimum of thirty classrooms had

been identified for inclusion in this study.

9. The resulting data was programmed, entered into a com-

puter, and analyzed.

10. These results were studied to determine if a significant

relationship exists between verbal interaction and student attitudes.

11. The findings were summarized, clarified, and concluded

with relevant recommendations for further study.
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Hypotheses of the Study

It was hypothesized that there exists a significant correlation

between students' perceptions of the verbal interaction found in sixth

grade classrooms and their expressed attitudes toward school, their

teachers, their peers, and themselves. Each of the three verbal

interaction scales (quantity, openness, and teacher receptiveness)

was correlated with each of the four student attitude scales

(related to school, teachers, peers and themselves). Therefore,

the following twelve null hypotheses will be tested:

Ho (1) No significant correlation exists between
students' perceptions of the quantity of
verbal interaction in their classroom and
their expressed attitudes toward school.

Ho (2) No significant correlation exists between
students' perceptions of the quantity of
verbal interaction in their classroom and
their expressed attitudes toward their
teachers.

(3) No significant correlation exists between
students' perceptions of the quantity of
verbal interaction in their classroom
and their expressed attitudes toward their
classmates.

Ho (4) No significant correlation exists between
students' perceptions of the quantity of
verbal interaction in their classroom and
their expressed attitudes toward them-
selves.

Ho (5) No significant correlation exists between
students' perceptions of the teacher's
receptiveness to verbal interaction in
their classroom and their expressed
attitudes toward school.

Ho (6) No significant correlation exists between
students' perceptions of the teacher's
receptiveness to verbal interaction in
their classroom and their expressed
attitudes toward their teachers.
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Ho (7) No significant correlation exists between

students' perceptions of the teacher's
receptiveness to verbal interaction in
their classroom and their expressed
attitudes toward their classmates.

Ho (8) No significant correlation exists between
students' perceptions of the teacher's
receptiveness to verbal interaction in
their classroom and their expressed
attitudes toward themselves.

Ho (9) No significant correlation exists between
students' perceptions of the openness of
the verbal interaction in their classroom
and their expressed attitudes toward
school.

Ho (10) No significant correlation exists between
students' perceptions of the openness of
the verbal interaction in their classroom
and their expressed attitudes toward their
teachers.

Ho (11) No significant correlation exists between
students' perceptions of the openness of
the verbal interaction in their classroom
and their expressed attitudes toward their
classmates.

Ho (12) No significant correlation exists between
students' perceptions of the openness of
the verbal interaction in their classroom
and their expressed attitudes toward
themselves.
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Assumptions

In conducting the investigation, certain basic assumptions

were made:

1. Sixth grade students are capable of accurately

reporting their perceptions.

2. Sixth grade students are capable of accurately

assessing and expressing their feelings.

3. A valid and reliable instrument, in the form of

a self-report questionnaire, can be constructed

and used to retrieve the accurate perceptions

and feelings of sixth grade students.

4. Significant differences exist in the educational

environments of sixth grade classrooms.

5. A sample size of at least thirty sixth grade

classrooms will accurately reflect the attributes

of the designated population.

Limitations and Delimitations

1. This study will be limited to the school districts

located within the Central Willamette Valley in

the State of Oregon.

2. Only school districts that have expressed a

willingness to participate in the study will

be included.
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3. Only classrooms in schools where the principal

has agreed to cooperate by allowing students

to participate in this study will be included.

4. The study will be restricted to sixth-grade

students in self-contained classrooms.

5. Attitudes are ever-changing entities and are

subject to the reflection of daily experiences.

6. The respondents may be influenced by their

initial reactions to the researcher and the

test instrument.

7. No attempt will be made to analyze types or

categories of verbal interaction.

8. The given shortcomings of self-report question-

naires will be accepted.

9. The perceptions and attitudes of students

who are being educated in school districts

that are receptive to research studies may

be significantly different from those students

that are being educated in school districts

that are not receptive to research studies.
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Definition of Terms

ATMOSPHERE: See Classroom Climate

ATTITUDE QUESTIONNAIRE: A list of planned written questions focusing

on one or more specified attitude objects or situations, with

space provided for indicating a response to each item, intended

for submission to a number of persons for reply, and designed

to obtain a measure of the attitude or attitudes in question.

(Good 15)

ATTITUDES: Learned patterns of feelings, emotions, reactions, and

behaviors which cause an individual to respond in a consistent

manner toward a certain person, object, or idea. (Mouly 27)

Attitudes are learned, emotionally toned predispositions which

cause favorable or unfavorable reactions to specific objects

or situations.

ATTITUDES NEGATIVE: Attitudes that indicate feelings of rejection

dislike, or disapproval, and are seen as unfavorable responses

or reactions to objects, persons, or situations.

ATTITUDES - POSITIVE: Attitudes that indicate feelings of acceptance,

approval or affection, and are seen as favorable responses or

reactions to objects, persons, or situations.

CLASS CENTERED: A learning structure that is characterized by pre-

arranged but flexible activities, authority vested in the

group, and defined situationally by who has the expertise,

two-way communication among group members, decisions made
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by the group through mutual influence, and the accomplishment

of the group's goals. (DiMarco 43)

CLASSROOM CLIMATE: The overall characteristic mood set by the

teacher and pupils within a particular classroom.

DIRECT INFLUENCE: Actions taken by the teacher which restrict student

participation. Expressing one's own views through lecture,

giving directions, and criticizing with the expectation of

compliance that tends to restrict pupil participation. (Flanders

46)

GROUP DISCUSSION: Involvement of a group of people talking and think-

ing together about some problem or topic. Group discussion is

not just conversation. It differs from conversation in that it

has direction, it examines problem areas and also faces un-

pleasant facts which normally are ignored or sidetracked.

Group discussion is the democratic interchange of ideas guided

by the needs of the group. (Dreikurs, Grunwald, & Pepper 11)

INDIRECT INFLUENCE: Actions taken by the teacher which encourage

and support student participation. Accepting, clarifying,

praising, and developing the ideas and feelings expressed

by the pupils that will support student participation.

(Flanders 46)

INITIATED INTERACTION: Those unpredictable, self-generated spoken

interventions, self-originated, created by the speaker that

/-

express an idea, evaluation, judgment or question.

INQUIRY-INVOLVEMENT: A classroom method associated with a flexible

child-centered curriculum, where students share the responsibility
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for curriculum decisions with the teacher whenever possible.

(Kopp and Zufelt 25)

INTERACTION: See Verbal Interaction

OPENNESS: A condition or an environment in which interpersonal

relationships are characterized by disclosure, directness,

honesty, patience, understanding and acceptance. (Zonca 75)

POSITIVE CLASSROOM CLIMATE: A climate in which the students

share high amounts of potential influence both with one

another and with the teacher; where high levels of attraction

exist for the group as a whole and between classmates; where

norms are supportive for getting academic work done, as well

as for maximizing individual differences; where communication

is open and featured by dialogue; and where the processes of

working and developing together as a group are considered

relevant in themselves for study. (Schmuck and Schmuck 33)

QUANTITY: A measure of verbal involvement, based on the opportunity

for participation and the amount of time spent in discussion.

RESPONSIVE INTERACTION: Talk that is restricted to the limits and

boundaries set by another; predictable responses to narrow

specific questions or directions.

SELF-CONTAINED CLASSROOM: A graded classroom in which all or

nearly all curriculum decision-making is the responsibility

of one teacher, and the same group of students remain in the

classroom for the majority of the school day.
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SELF-CONCEPT: A mental image one has of oneself that includes the

recognition of one's own value, worth, contributions and

importance.

SELF-REPORT QUESTIONNAIRE: A questionnaire designed specifically to

provide the opportunity for individuals to share privately with

an evaluator their feelings, perceptions, dispositions, and

attitudes toward identified criteria.

TEACHER CENTERED: A learning structure that is characterized by highly

programmed activities, authority is vested in the teacher, com-

munication is one way (teacher to student), decisions are made

by the teacher, and goals are set by the teacher. (DiMarco 43)

TEACHER RECEPTIVENESS: Teacher actions and attitudes which encourage

student verbal participation. These actions are characterized

by acceptance, encouragement, empathy, concern and inquiry,

and include efforts to understand students' ideas and feelings.

TEACHING: A means of guiding students in securing the amount and

quality of experience which will promote the optimum develop-

ment of their potential as human beings. (Pullias and Young

31) Teaching is any activity on the part of one person intended

to facilitate learning on the part of another. (Gage 13)

Teaching is relating -- it is interpersonal sharing it is

an interactive process, primarily involving classroom talk,

which takes place between teacher and pupils. (Amidon and

Hunter 1)



15

Teaching is fundamentally a social process involving
communication and interaction between at least two
people, a teacher and a student. It is a kind of
dialectic in which both serve as teacher and student
at different times and at different levels. A

teacher is not only instructing a student, but is
also learning about that student, and using what
he learns in making decisions about what to do next
in the course of his teaching. Similarly, the
student is not only learning, but he is providing
information to the teacher, which in turn guides
the teacher in the on-going interaction. (Stolurow
and Pahel 71)

TELLING-LECTURE: A classroom method, traditionally associated with

the graded classroom and a teacher-centered curriculum, in

which the teacher explains the facts to passive students.

(Kopp and Zufelt 25)

VERBAL INTERACTION: The oral communications spoken by students or

the teacher while in the classroom. Verbal interaction does

not include private, off-task conversations between students.
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CHAPTER II

REVIEW OF LITERATURE

Teachers Talk Too Much

Do teachers talk too much? I'm afraid we do. Much
too much. From the time we enter the school in the
morning till we leave it at night, we hardly stop
talking. What do we talk about? Some of the time
we hand out information. Other times we demonstrate,
or explain, or criticize, or correct. Much of
teachers' talk, maybe most of it, is just classroom
management keeping the kids in line.

We talk to get children ready to do what they are
supposed to do, and then we talk to make sure they
are doing it. We ask about yesterday's homework
or tell about tomorrow's. We talk to keep every-
one's attention focused on the front of the room.

One result of too much teacher talking is that
children who, when they were little, were turned
on full all the time, learn to turn themselves
off. If this goes on long enough, they forget how
to turn themselves up, to listen with all their
attention. Too often, it is school and nonstop
talking teachers that turn them into inert and
passive learners.

But more important, is the fact that while teachers
talk all they want, the children get hardly any
chance to talk at all. In most schools the rule
is still that children may speak only when called
upon by the teacher.

Some will say, "What's wrong with that? Children
come to school to learn, not to talk." As if learn-
ing were a passive process. The trouble is that
when we treat children this way, we make them bad
learners. For real learning takes place only when
the learner plays a dual role, when he is both
learner and teacher, doer and critic, listener
and speaker. (Holt 19)
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Introduction

The research that gave direction to this study initiated the

idea that teaching is defined and characterized by what teachers

do. These early studies attempted to examine teacher behaviors

and subsequently related those behaviors to student development

and educational outcomes. Among the first of these were those

studies of Flanders, Amidon, and Anderson. (12, 1, 35) The afore-

mentioned studies sought to find significant relationships among

the variables of teaching, attitudes and achievement. These educa-

tional researchers found that certain behaviors were conducive to

learning and/or promoting positive attitudes, and other behaviors

were not. (Smith 70)

This study organized the literature review in the following

manner to give an appropriate emphasis to the distinct character-

istics of each research direction. These studies grouped themselves

by (a) descriptions of present, typical teaching behaviors, class-

room characteristics, and students; (b) descriptions of behaviors

and conditions that provide optimum learning environments; and

(c) studies that provide rationale for increasing student verbal

interaction and the fostering of positive student attitudes.

Upon concluding the above, a critique of the reported

research was offered to give justification to the design of this

study and to the research efforts of the investigator.



18

Descri tions of Present T ca 1 Teachin Behaviors Classroom
Characteristics, and Students

The study of teaching behaviors, the psychological impact of

the teacher-learner association, and the affective characteristics

of students are, at present, enormously complex. Yet, some studies

have begun the process of illuminating these educational phenomena.

Those studies that were found to be most pertinent are examined

herein.

Teaching Behaviors

Kopp and Zufelt provided us with a concise description of a

classroom environment that has implications for nearly every teacher

and student when they reported that:

Ever since teachers have been charged with the
responsibility of working with children, they
have shown a tendency to tell their pupils sum-
marily what the teachers thought worthwhile to
know. Consequently, in a telling-lecture situa-
tion, children have been forced to assume passive
roles, either learning meaningless data or risk-
ing failure. When teachers are too concerned
with content coverage, becoming slaves to the
prescribed texts and workbooks, they find it
increasingly easy to tell children important
facts rather than allow them to discover
principles and relationships by themselves.

Even though the educational importance of readi-
ness, involvement, and transfer of learning are
well known, children are still being forced to
sit immobilized -- hearing but only half-listening
to what is being told to them. When curriculum
is teacher-centered, adult standards, insights,
and value systems pre-empt the child's concept
of his world. The child's own view of his
experiences, aspirations, and needs is seldom
considered. Hence, pupil motivation, is that
of survival rather than curiosity. (25)



19

Amidon and Hunter stated that it is axiomatic that the teacher

is the most influential person in the classroom. Since talk is such

a vital part of teaching and since the teacher's verbal behavior

directly influences pupils' verbal behavior, it follows that teacher

talk is tremendously important in education. (1)

Nuthall and Snook further iterated that teachers spend about:

(a) 18 to 22 percent of the time lecturing, or lecturing and demon-

strating or exhibiting materials; (b) 20 to 30 percent of the time

engaged in the question-answer type of recitation or discussion with

students (often interspersed with short lectures); (c) 14 to 23 per-

cent of the time combining demonstration or exhibition of materials

with question-answer type discussion; and (d) between 25 and 45

percent of the time supervising students who are engaged in individ-

ual seat or laboratory work. In another section of the same article,

they summarized their findings, indicating the percentages of time

spent in management activities included: (a) 51 percent in instruc-

tional activities; (b) 23 percent structuring and organizing the

behavior of the pupils; (c) 14 percent admonishing, giving permission,

and dealing with deviant behavior; and (d) 12 percent in other activ-

ities including dealing with individual problems. (29)

Jackson found in his studies of elementary school classrooms

that teachers engage in as many as a thousand interpersonal inter-

changes each day, and that in most classrooms the teacher acts as the

gatekeeper who manages the flow of interaction. When more than one

person wishes to say something, it is the teacher who decides who

will speak and who will not speak. (56)
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In a report by Olmo, research investigation indicated that

teachers talk more than 70 percent of the time. What little student

talk does occur consists of fact-finding 80 percent of the time,

and that 55 percent of teacher talk deals with the recall of

facts. (64) Flanders said that less than 20 percent of the ques-

tions asked are thought provoking. (12) Further, speaking in terms

of averages, Corey related that the chances were about sixty to one

that the teacher of a class rather than a particular pupil would be

talking at any one time, and two to one that teachers rather than

pupils would be talking, as well as more than eight questions asked

by teachers to every one asked by a pupil was fairly constant from

class to class. (42) In Bellack's text, The Language of The Class-

room (2), he reported that in a study of fifteen classrooms, the

teachers did more talking than did the 345 pupils, and that the

teachers spoke between 60 and 93 percent of the time.

Gall believes that it is a truism for educators that questions

play an important role in teaching. He called the teacher "a pro-

fessional question maker" and claimed that the asking of questions

is "one of the basic ways by which the teacher stimulates student

thinking and learning." Certainly teachers ask many questions dur-

ing an average school day. It has been estimated that four-fifths

of school time may be occupied with question-and-answer recitations.

He further reported that 77 percent of teacher's questions in sixth

grade history classes call for factual answers; only 17 percent of

the questions were judged to require students to think. (48)



21

It was reported by Hargie that, on the average, teachers ask

questions once every 72 seconds, and that some 38 percent of all

such teacher questions were not answered by the pupils at all. One

reason for this was that the teachers had formed the habit of answer-

ing their own questions, although many of the teachers' questions

remained unanswered by anyone. (53) In a synopsis of literature

describing opportunities for student questioning, Gall again found

that students accounted for only one to five percent of all questions

asked. (48)

In line with this, Flanders found that the proportion of

narrow questions and factual statements to all questions and all

lecture, teacher talk only, is an astonishing 89 percent. Appar-

ently current teaching practices not only involve teacher domination

through teacher initiation and pupil response, but in addition, the

logical quality of the verbal interchange more often consists of

narrow questions and simple factual relationships. The proportion

of discourse which is concerned with inductive and deductive reason-

ing, synthesizing, predicting, and generalizing probably reaches an

incidence that is below 15 or even 10 percent during subject matter

discussions. He also stated that the percent of all talk that

appears as a teacher statement which reacts to or makes use of an

idea previously expressed by a pupil can be estimated as 3 to 5

percent in grades one through six. This means that very little

teacher talk is devoted to a consideration of ideas or opinions

expressed by the pupils; their ideas are not dealt with adequately.

(12)
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Rothbart, Dalfen and Barritt concluded that virtually all

interchanges between teachers and students were initiated by the

teachers rather than by the students. This suggests that teachers

were not actively responding to students but were persistently

initiating the interaction. (67)

In addition, Gall, with Borg, Kelly, and Langer, studied the

relationship of 17 personality variables to six kinds of teaching

behavior and found that the more male teachers talked in class dis-

cussion, the more likely they were to be achievement-oriented,

autonomous, nonaffiliative, aggressive, authoritarian and seeking

consistency. (79)

Nuthall and Snook in a later report indicated that the class-

room language game has had a long and persistent history. Records

of observational studies from the turn of the nineteenth century

indicate that the game has not changed substantially in approximately

60 years. (29) Gall reaffirms that when he states that it is

reasonable to conclude that in a half-century there has been no

essential change in the types of question which teachers emphasize

in the classroom. About 60 percent of teachers' questions require

students to recall facts; about 20 percent require students to

think; and the remaining 20 percent are procedural. (48)

In a study of teacher effectiveness, Flanders found that

teachers' use of indirect verbal behavior such as acceptance and

clarification of student ideas and feelings, and encouragement and

praise were associated with more positive attitudes toward school
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and higher student achievement. He also found that teacher criti-

cism, rejection, and extended verbal directness were associated

with less positive attitudes and lower student achievement. (77)

In a study that gives suggested direction to teachers in

the classroom, and indicates a resulting conclusion of the afore-

mentioned literature findings, Amidon and Hunter reported that the

verbal behavior patterns of superior teachers (identified by school

administrators) do differ substantially from those of average

teachers. The superior teachers talked approximately 40 percent of

their total class time, while the normative group talked approximately

52 percent of the time. The superior teachers were more accepting

of student-initiated ideas, tended to encourage these ideas more,

and also made more of an effort to build on these ideas than did

the average group of teachers. The superior teachers dominated

their classroom less, used indirect verbal behavior more, and used

direction-giving and criticism less than the normative group of

teachers. The superior teachers asked questions which were broader

in nature than the normative group, and their lectures were inter-

rupted more by questions from the students. There was about 12 per-

cent more student participation in the classes of the superior

teachers. (1)

In summary, the current state of affairs in our classrooms

indicates that it does not seem very far out of line to suggest

that teachers usually tell pupils what to do, how to do it, when

to start, when to stop, and how well they did whatever they did.
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It is true that at national professional conventions, in schools of

education, and as a conversation topic in the teachers' lounge,

better teaching intentions are discussed, but very little is said

about the conditions described in this indictment. My conservative

guess is that at least one-half of all the pupils in the country,

if not the world, experience chains of events that are inconsistent

with our educational aspirations and contrary to what we would like

to believe. This is a tragedy in terms of social science knowledge.

(Flanders 12)

Classroom Characteristics

Communicative acts in the classroom develop into routine and

regular patterns which are self-perpetuating. The teacher who domi-

nates discussions develops students who don't initiate. The student

who is ignored in discussions for a week may stop speaking the next

week, and may be ignored for much of the rest of the year. Teachers

and students can become victims of their own self-perpetuating

routines. As many as twenty-six different instruments provide

analyses of classroom verbal communication. These instruments may

be used to illustrate the communicative routines and patterns that

are operating within classrooms, and capture both affective and cog-

nitive aspects of classroom communication. (Schmuck and Schmuck 33)

One typical description of classrooms was offered by Robert

when he reported that because the school is an institution, effi-

ciency often takes precedence over humanness in the organization of

the environment. This causes problems in the schools because learning,
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which is the reason for the schools' existence, requires intensive

human interaction. Most schools preclude such interaction by com-

partmentalizing students and teachers and by creating such barriers

to human contact as fences, walls, locks, and grade-level separation

of classrooms. Classrooms are often arranged in ways that separate

students from each other. Utilized desks and other difficult to

handle compartmentalized furniture often lock the classroom into a

seating pattern in which the back of someone's head is the most

common view. (32)

Several writers describe classrooms as unattractive places of

learning. Among these reporters are Jackson, who states that a visit

to most schools will show that a great deal of time is wasted, and

that school life is characterized by "delay, denial, interruption,

and social distraction. Each is produced, in part, by the crowded

conditions of the classroom."

Jackson goes on to point out that the school has a hidden cur-

riculum which each student (and teacher) must master if he is to

make his way satisfactorily through the school. These are the

social demands as contrasted with the academic demands of the

school. He speaks of honoring institutional conformity instead of

intellectual progress. (21) Dale indicates that, perhaps more than

we realize, our present curriculum is based on the fear of poor dis-

cipline, the fear of possible lack of control. As a consequence,

we build a curriculum that emphasizes teacher domination and pro-

vides many overt and covert punishments for children who step out
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of line. The punishment may create a continuing anxiety about fail-

ing in the future. (10) Holt wrote that the great watchwords of

school are, "Sit still!" "Be quiet!" He continued, stating that

there is no better way of making men's children as stupid as possible

than to require them, for many hours a day, to be still and quiet.

It is absolutely guaranteed to work. (19)

In conclusion, when learning is seen solely as acquisition of

knowledge, teachers become uneasy over time spent in discussion and

interaction. They become impatient to push on to new ideas and

concepts, and they become slaves to outlines and feel impelled to

cover the subject. The students, on their part, having been brought

up by such teachers, perceive the matter in the same fashion. They

too make learning synonymous with listening to experts. (Combs 9)

Khan and Weiss describe school as more than a place where academic

skills are taught and learned: it is a miniature community in itself

where members interact and influence the behavior of each other. (23)

Students

In order to create humane learning climates for students, it is

important for educators to look at some of the factors which tend to

dehumanize. Dale recognized two of these factors. He says that we

dehumanize persons by ignoring them. It is the attitude of complete

indifference and lack of concern that administers students as if they

were things. Secondly, he states that we dehumanize and humiliate

students by not permitting them to become an integral part of the

classroom, by keeping them apart from it. Students become alienated
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spectators, not participants. (10)

In efforts to create classrooms in which students enjoy learn-

ing and feel good about themselves, researchers have identified

specific practices and behaviors which lend themselves to such

ends. In an article by Barth concerning a child's enjoyment of

school, three significant factors were identified that are pertinent

to this study. They are: (1) A child's enjoyment of school is

related to his having significant choice in determining the activity

in which he will be engaged. (2) A child's enjoyment of school is

related to his being able to pose his own problems and determine

the manner in which he will pursue them. (3) A child's enjoyment

of school is related to the extent he is permitted to collaborate

with his peers. Children want to share their experiences with those

around them. This social behavior may be viewed as talking, or

even as cheating, or it may be seen as a valuable learning experience

for the child and his peers. (36)

One study by Morrison and Thomas reveals that low self-esteem

students say less, contribute a smaller proportion of their thoughts,

suppress their questions, and consistently sit in the rear of the

classroom by choice as compared to students of high self-esteem. (62)

Flanders developed theoretical assumptions which included

that classrooms in which there is a large percentage of question-

asking, student-responding, and teacher-reinforcing have greater

achievement than classrooms in which these conditions are present

to a lesser extent. Classrooms in which there is a small percentage
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of criticism, justification of teacher authority and sarcasm

(aversive stimulation) have greater achievement than classrooms in

which these conditions are present to a greater extent. (47)

Insofar as students and their attitudes toward school, a

study reported by Khan and Weiss indicated that the classroom has

been designated as one of the most important places for organizing

children's attitudes and behavior. The nature of interactions and

experiences in the classroom is an important factor in determining

the learner's perceptions of school and his attitudes toward school-

related persons and activities. They further state by the time the

child enters school, he has already acquired both desirable and

undesirable attitudes. It therefore becomes one of the major tasks

of the school to change undesirable attitudes, to strengthen exist-

ing desirable ones, and to work toward the development of new

attitudes by providing appropriate learning experiences. (23)

Coleman said in his report, Equality of Educational Opportunity (8),

that, "Of all the variables measured in the survey, the attitudes

of student interest in school, self-concept and sense of environ-

mental control show the strongest relation to achievement." Yet,

a 1979 report by Haladyna and Thomas indicated that significant

negative attitudes toward school exist among sixth grade Oregon

students. They reported that the data unmistakably suggests that

children are somewhat positive about school in the primary grades,

but grow increasingly disenchanged as a function of grade level,

and by the grades seven and eight, they appear to be extremely

negative. (52)
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A study by Guerriero revealed that 40 percent of the students

sampled felt that too much time is wasted during the school day,

that 75 percent of these students indicated that there is not enough

variety in the way students are taught, and that one-third consider

most of what is taught to be useless in today's world. (51) Holt,

in his book Underachieving Schools, describes the effects schools

have on children, and well summarizes this particular literature

section by writing that children come to school curious about other

people, particularly other children. The most interesting thing

in the classroom -- often the only interesting thing in it is

the other children. But they have to act as if these other children,

all about them, only a few feet away, are not really there. They

cannot interact with them, talk with them, smile at them, often

even look at them. (19)

It seems, therefore, that the educational system generally,

and the classroom teacher, specifically, should be committed to the

implementation of a teaching strategy that will maximize the

students' expertise in using the very power that makes them human

their speech.

Descriptions of Behaviors and Conditions That Provide Optimum
Learning Environments

If we are to provide conducive learning climates for children,

our first obligation is to understand the specific needs of each

child and the conditions that enhance growth.
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Combs describes for us the need for understanding each child

in his article, What Can Man Become. He states that:

We need to develop a sensitivity to how things
seem to the people with whom we are working.
For a long time we have advocated in teacher-

training institutions the idea that teachers
need to understand the child. What has often
happened, however, is that we have confused
understanding about a child with understanding
the child himself. Even when I know a great
deal about human growth and development I may
fail to understand a given child. I do not
really understand him until I have learned to
see how he sees himself and how he sees the
world in which he lives. All this informa-
tion about him will be of limited value until
I have come to understand the way he sees
things in his private world of meaning and feel-
ing. We must regard the individual's self as a
recognized part of the curriculum. (41)

All persons, whether they be students or teachers, have certain

interpersonal needs and desires that must be gratified. Each of

the classroom members wants to feel included, influential, and

loved. Each wants respect and a feeling that he is important and

relevant. The human group, and especially the classroom group, is

a splendid myriad of different individual styles and emotional

experiences. It is virtually impossible to spend any time in class-

rooms or with other groups of people, for that matter, and not recog-

nize a host of personal desires which in some basic sense are common

to all of us. (Schmuck and Schmuck 33)

Bushman adds clarity by stating in his article that for

individuals to communicate effectively with each other is one of the

most important prerequisites, not only for classroom learning, but

also for efficient community living. The interaction by individuals
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within a community, a class of 30 or a city of 12,000 -- sharing

ideas, offering criticism, relating personal experiences, taking

stands on issues -- is absolutely necessary in order for that partic-

ular community to be alive, healthy, and productive. Schools must

help students become aware of the need for effective classroom

interaction and provide them with the skills which will enable young

people to discuss openly and constructively. (39)

In Robert's book, titled Loneliness in the Schools, he suggests

"doing something about listening, thinking and speaking." He wrote

that three skills which probably have the greatest personal, social,

and economic payoff in life are listening, thinking, and speaking.

Yet a student could conceivably go completely through elementary

school and high school without developing them. For some reason

these skills were not traditionally considered an important part of

most curricula. In many schools there is no opportunity for a student

to learn to speak thoughtfully before his peers in a friendly,

accepting environment. Skillful teachers are continuing to increase

the opportunities for listening, thinking, and speaking experiences

in the classroom. Such methods are: (a) providing time for students

to talk about relevant topics in a structured but non-judgmental

environment, (b) encouraging students to orally describe their

experiences and interests before their peers, (c) asking students

the kinds of questions which promote the use of higher thought

processes, (d) encouraging students to discuss their opinions and
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questioning students about those opinions, until essential meanings

are reached, (e) encouraging students to question and challenge

each other in respectful and nonthreatening ways, (f) enabling

students to teach each other and to make group presentations

before the class, and (g) arranging for debates and panel discus-

sions. (32)

In Goldberg's article (50), he defines important character-

istics of a good classroom program. Two of them focus on inter-

action and involvement. They are: (1) Students interact a great

deal. There is group discussion and cooperation. Students voice

opinions about the curriculum. There is opportunity for students

to play different roles in the group: directive leader, facilitator,

secretary, etc. There is emphasis on decision making. (2) Students

are not isolated by so-called individualizing materials. The teacher

plans interaction, spontaneous interaction is promoted, and students

work alone only when that is an important part of the learning pro-

gram. The emphasis is on a balance of independent work, group work,

and whole-class work, as it suits the needs of a particular child

and is within the competence and supervisory availability of the

teacher.

Insofar as the importance of listening, speaking, and discus-

sion, Bromvich (37) tells us to listen, listen, listen to the child,

not only to the words he is saying but to what he is trying to con-

vey. When adults sincerely listen to a child, especially if he

comes from a home where he is not used to being listened to, he
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finds new pleasures in language. Being listened to means that he

is important enough to be listened to -- what he says is important

to someone therefore he is important to someone he will up-

grade not only himself as a person in his own eyes, but also his

verbal utterances; his language all-of-a-sudden has a new importance --

among other things, it has become a means toward greater self-esteem.

When expressive language takes on new significance, so will recep-

tive language. When a child has the experience of being listened

to, he will be more likely to think that what the other person has

to say is also important. Through conversational interaction, he

will become a good listener, and will begin to enjoy being read to,

being talked to -- yes, he might even be willing to listen to direc-

tions. It is only when the child truly begins to listen to the adult

that the adult can become a useful language model.

Wood (74), in her article, further states that teachers need

to listen to children in their classes if they are to determine and

subsequently plan help for individual language needs. Children

need support and respect for the language abilities they have, time

to express their thoughts, and a learning atmosphere rich with

experiences that encourage rather than prohibit oral expression.

She continues by outlining the importance of promoting oral

language skills when she says:

In school, individual teachers have the most
frequent opportunities to promote oral language
skills because they work with children daily.
Teachers either inspire or discourage children
from engaging in conversations, discussions,
and other activities which lead to improved
language usage.
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She concludes her position by emphasizing that only in class-

rooms which foster oral expression -- those in which teachers are

more concerned with language development than about maintaining

silence -- will adequate opportunities for children be made avail-

able. Silent classrooms do not fulfill this need.

In Dale's book, Building a Learning Environment (10), he pro-

vided a simplistic stand for the importance of discussion in the

learning process:

Easy learning is based upon much first-hand
experience, but the two basic learning activities
are reading and discussion, and both of these are
learning from others. Discussion is learning from
others who are present; reading is learning from
others who are absent. The direction of the edu-
cative process involves thorough understanding of
the learning process.

Fisher and Lyons (45) in their article further emphasized the

importance of discussion when they stated that oral discussion is

an important learning experience in the elementary grades. Discus-

sion periods do achieve significant goals in helping children develop

the cognitive skills of relating one piece of information to another

by comparing one thing or idea with another, of setting up inter-

relationships by categorizing, and of extending relationships by

making inferences. Two factors which are significant in further

developing the language children bring to school are a rich

language environment and the opportunity, in fact the need, for

children to use language in a variety of contexts.

In two articles that discuss the meaningfulness of group

discussion, the authors, Dreikurs, Grunwald and Pepper (11), and
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Combs (9), state that by using group discussion not only helps

children to develop better interpersonal relationships but enhances

learning through accumulated information. Effective communication

of ideas leads to problem solving. Children learn through discus-

sions to explore controversial matters and to deal with people of

different backgrounds. The interaction involved in such groups

lends itself especially well to the exploration and clarification

of personal purposes. In a discussion group, children form atti-

tudes and set values which may influence them for their whole life

and may affect their behavior inside and outside of school. Group

discussions provide opportunities for emotional and intellectual

participation and a feeling of reassurance that one is not alone.

The child learns to evaluate and profit from another classmate's

experience as well as from his own. He feels supported and be-

comes more responsive. He can learn constructive ways of handling

frustrations and of working through upsetting problems.

We sometimes forget that learning is something
that goes on inside a child, and that a class-
room is a place where it is more important for
the child to learn than for the teacher to teach.
Perhaps the most important part of creating a
learning environment is allowing children to
talk, listening, accepting their contributions
and points of view. Children must feel that
their thoughts and ideas are interesting and
intelligent if they are to have the courage
to go on investigating the world. (Levenson
58)
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Studies That Provide Rationale for Increasing Student Verbal Inter-
action and The Fostering of Positive Student Attitudes

Because problems in the real world must be solved by discus-

sing ideas with people who differ in beliefs, interests, and objec-

tives, schools should help children develop oral communication

skills. They should provide the opportunity for students to toss

thoughts back and forth among themselves in a setting where responses

are not geared to getting right answers and differences are not

buffered by teachers. (Moran 61)

People turn people on. Given the contemplative and restora-

tive values of aloneness, when people are kept away from one another

they shrivel and begin to lose access to the joys of aliveness. The

literature suggests that humans are basically social creatures whose

greatest and most devastating anguish is experienced, not in physical

pain or biological deprivation, but when he feels alienated, dis-

graced, debased -- as a person. One must feel useful and functional

and when that is impossible, the inferiority that follows accounts

for much deviance in human behavior. A person must have access to

meaning and that such meaning is profoundly related to the access

one has with other people. The experience of being truly heard by

another person is a basic growth event.

It appears that people need people and that this need and its

fulfillment greatly influences the behavior of persons. Therefore

access to other people is a powerful reinforcing event. (Salt, Hubele

and Canada 68)
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Benjamin Bloom points out in Stability and Change that

specialists "are able to specify some of the major character-

istics of an environment which will positively or negatively

affect the development of general intelligence or school achieve-

ment." He says, for example, differences in general intelligence

are likely to be related to stimulation provided in the environ-

ment for verbal development, and the extent to which affection and

reward are related to verbal-reasoning accomplishments. (3)

In Bruner's text, Toward A Theory of Instruction (6), he

states that intellectual growth involves an increasing capacity to

say to oneself and others, by means of words or symbols, what one

has done or what one will do, and that intellectual development

depends upon a systematic and contigent interaction between a

tutor and a learner. He further states that teaching is vastly

facilitated by the medium of language, which ends by being not

only the medium for exchange but the instrument that the learner

can then use himself in bringing order into the environment. The

nature of language and the functions it serves must be part of any

theory of cognitive development.

In a recent editorial, lannacone (55) related that our schools

have taken the areas of knowledge and culture and rendered these

aspects of human life into something which is not related to life,

and which lacks meaning, therefore not relevant. Our educational

system dulls the edge of creativity, inquiry, imagination, and the

joy of learning in our children. Our entire model of education is
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quite inappropriate to its function. This is because prohibiting

communication between students in a classroom is unnatural, and the

lack of social interaction between students, teachers, and com-

munity is unnatural.

If one operates from the premise that human beings learn com-

munication proficiency by communicating, and if stiffled commun-

ication channels have existed since early in the students' scholastic

career, the students simply will not have the communication skills

that they need. Communication skills are learned; therefore they

can be taught. The teacher is the communication "gatekeeper" in

the classroom; therefore, the teacher holds the key to any change

that is to take place. (Olson 65) When we ask children to be

quiet and sit still, we suppress not only their spontaneity, cur-

iosity, and freedom of movement, but also their self-assurance,

dignity, verbal spontaneity, verbal responsiveness, and fluency.

Since the language they bring with them is so vital for their con-

tinued intellectual as well as psychosocial development, we must

find ways of helping them to become involved totally so that they

do not turn off the goings-on in the classroom altogether and

become either "impossible, disruptive problem children" or quite,

withdrawn, unresponsive, inactive, and non-learning children.

(Bromvich 37)

Attitudes

The crucial test in the search for meaning in education is

the personal implication of what we learn and teach. In some
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educational circles it often seems that a body of information is in

itself meaningful. If we as educators are to face the problem of

meaninglessness, we must make an effort to conduct education in

depth -- to move toward something that is personally significant

beyond the facade of facts, subject matter, logic. This does not

mean the rejection of subject matter -- far from it -- but it does

mean helping the learner to relate himself to what he is learning

and to fit what he learns into the fabric of his life in a meaning-

ful way. (Jersild 22)

Mancini, Cheffers and Zaichkowsky (59), in their study,

validated the importance of connecting positive attitudes to improved

learning attitudes. The assumption can be made that students who

are enjoying a program are more receptive to what is being taught

and are more willing to learn. This study demonstrated that students

involved in decisionmaking displayed more positive attitudes than

students not involved in decisionmaking, and that teachers who make

all the classroom decisions tend to be quite dominating in class

activities, using more "talk time," and deciding on and directing

most of the student's learning activities. Students of teachers

that share the decisionmaking process with students by being more

indirect, by asking more questions, by accepting students' responses,

and by involving students more, usually like school better.

The result of Flanders' studies (12, 46, 47, 77) indicated

that in classrooms that are above average in positive pupil

attitudes and content achievement, the teacher-pupil interaction
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exhibits a somewhat greater orientation toward pupil ideas and pupil

initiative.

When Hicks and Buhler (54) surveyed over 1000 pupils through-

out the United States, they found that the students' reasons for

liking their schools centered about four areas: the people; the

school climate, opportunity for self-expression, involvement, and

responsibility; and the flexibility of the curriculum and organiza-

tional structure.

In an article by Bromvich (37), he describes the effects

that schools often have on children:

It seems that many children come into our
schools with a considerable degree of self-
confidence, eager to become involved in new
ventures, full of language of their own, but
who, for a variety of reasons, do not fit
into the classroom scheme of the teacher;
therefore they must change their ways
which may mean suppressing their spontaneity
in personal responsiveness and language, their
inquisitiveness about their new environment --
and learn the ways of the subdued, bland,
conforming, quiet child who will perform
tasks in which he finds no relevance to his
reservoir of personal (cognitive and affec-
tive) experience.

Galloway writes from the prospective of ignored children when

he related that students wonder if they matter so little that

teachers escape contact. They begin to fear the worst; that they

are unworthy, and deserve no special attention. Teacher behaviors

tend to confirm their worst fear: a feeling of worthlessness. Many

students sit in classrooms believing teachers do not know they are

are there. They are otherwise invisible. (49)
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It is because teachers are forever under the student's watch-

ful eye that we must learn more about how students perceive their

teachers and the influence those perceptions can have on teacher-

student interaction. The more knowledge an individual has concern-

ing the intentions, preferences, and beliefs of other persons, the

more effective that individual is at participating in group

activities with other persons. It makes little difference what

the teacher's intentions are and how "good" the methods he uses;

if he fails to see what meaning his behavior has for the students

he will not be able to understand their reactions to him. What

children do, say, and believe is a consequence of the way they

perceive the world and the events that make it live. (Whitfield 73)

It has been shown by Flanders that even introducing new

materials has little effect on teacher behavior and student attitudes.

He stated that in the vast majority, some 97 percent of the class-

room interaction, was more or less the same when the new materials

were used. Teachers still tended to dominate, asked narrow ques-

tions, and the pupils responded in a highly controlled fashion. (12)

As a result of all pursued research in the Teacher Education

Program at Stanford University, an identified educational goal was

to open up wide the channels of communication among the members of

the group on an emotional and social as well as an intellectual

level between pupil and pupil as well as between teacher and pupil.

(Bush 38) This goal speaks for itself an identified need.
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Summary

In summary, a number of researchers have indicated that there

is a scarcity of information concerning the relationship between

teacher performance and student affective outcomes. (Santiesleban

69) Many studies on teacher behavior fail to examine this critical

aspect of the teacher/learner interaction. Despite the fact that

millions of children and thousands of adults are daily pressed into

a student-teacher relationship, we know very little about their

interactions and the influences they have on each other. (Holt 16)

Few school systems would admit to the exclusion of affective

objectives as desired outcomes of a student's education. If educa-

tors and school psychologists could identify the factors which

affect attitude development, positive action could be taken to

promote the formation of favorable attitudes. Educators would be

better equipped to understand why certain attitudes are promoted

and the steps which must be taken to improve these attitudes. In

a review of Dissertation Abstracts, an assessment of recent research

concerning the factors which affect student attitudes was conducted.

The data compiled suggest some interesting and significant

conclusions. First, there seems to be a good deal of interest in

the area, as shown by the total number of dissertations completed,

124. Second, only a small, proportion of the 124 resulted in

statistically significant results, 33. This confirms what educa-

tors have suspected for many years, that it is difficult to measure

changes in affective growth. Third, the evidence suggests that certain
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variables are more likely than others to affect attitude development.

The results indicate that noncurriculum related variables

may have as much, if not more, impact on attitude formation. The

value of this finding is that such generic variables as teacher

behavior can be generalized across subject areas and instructional

settings. Evidently, much formation depends on the teacher who

conveys excitement and stimulates students, regardless of the

curriculum materials. (McMillan 60)

In the review of the literature by this researcher, no con-

clusive evidence was found that would substantiate the premise

that verbal involvement by students in classrooms had a direct

influence on their school-related attitudes. Therefore, since

attitudes are in themselves appropriate educational outcomes, any

factor which can be shown to promote favorable attitudes needs

to be clearly defined. The thesis of this study is to examine one

factor that has been alluded to by others -- classroom interaction.



Chapter III

RESEARCH DESIGN

Introduction
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Despite years of educational research in the area of classroom

verbal interaction, the verbal behavior of teachers and students has

remained virtually unchanged. This is true even though the implica-

tions and the findings of this research bear directly upon the teach-

ing process and can be usefully applied to the improvement of educa-

tional practices. (Brophy and Good 5)

The Research Design Chapter contains the following sections:

population and sample, instrumentation, data collection and proce-

dures, and treatment of the data.

Population and Sample

For the purposes of this study, school districts that had

sixth grade, self-contained classrooms in the Central Mid-

Willamette Valley were selected. These included both urban and

rural. The schools were alphabetized and corresponding numerical

designators were affixed. Using the Borg and Gall table of random

numbers (4), a random sample was drawn. All sixth grade classrooms

within the school buildings selected from the random sample were

included for application of instrumentation until a sample size of

thirty classrooms was obtained. Only those classrooms that con-

tained at least ten sixth grade students were included. The
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respondent size was otherwise inconsequential.

Instrumentation

Although individual differences have been discussed in educa-

tion and psychology for a long time, studies analyzing classroom

interaction have seldom focused upon the individual student. Some

have focused almost solely on the teacher. Others have focused on

teacher-student interaction, but even here the students are treated

as a class or group rather than as a collection of different indi-

viduals. (Brophy and Good 5)

Noble and Nolan (63) reported that student traits were better

predictors of teacher-student interaction than teacher traits.

Because of this, a self-report questionnaire was created to assess

both the perceptions and feelings of students, and to measure the

relationships that exist between the two educational constructs,

verbal interaction and attitudes.

The following steps were taken in instrumentation preparation:

1. The published instruments that measure attitudes

toward school, teachers, classmates and students

themselves were systematically studied.

2. From those questionnaires that the authors granted

permission to replicate, items were adapted and

adopted which appear to measure the attitude scales

defined in the study.
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3. Since there are relatively few instruments which

attempt to measure or define classroom interaction,

nearly all interaction items were created by the

researcher.

4. The resulting first draft of the self-report

questionnaire, consisting of 158 items, was

completed.

5. A descriptive title which also reflected the

agency which provided support for its formu-

lation was given to the instrument: Teaching

Research Attitude Interaction Test, known herein

after as the TRAIT.

6. This draft questionnaire was perused by a group

of educational researchers from Teaching Research

to determine the appropriateness of the format,

items, and selected response choices. This pro-

cess afforded face validity to the instrument.

7. Their recommendations resulted in a second

draft which consisted of 144 items. Several

of these were reworded and restructured.

8. The questionnaire was then field tested with

six (6) sixth grade classrooms, totalling 106

students.

9. A statistical analysis, consisting of interitem

correlations of the four attitudinal scales,
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and for the interaction scale was conducted.

10. The results of this analysis identified those

items within each scale that showed promise

as potential indicators. Items that had low

correlations with the attitudinal measures

were eliminated.

11. Estimates of reliability based on the Spearman

Brown test for internal consistency were com-

puted. (Nunnally 28)

12. Reliability coefficients of at least .70 were

considered acceptable.

13. The internal consistency reliability coefficients

for school-related attitudes were estimated at:

(a) school = .95, (b) teachers = .97, (c) class-

mates = .92, and (d) self = .86.

14..An analysis of the interaction scale indicated

that interaction, like that of attitudes, could

best be defined as an educational construct

which contains several identifiable scales.

15. Three scales surfaced as a result of a quartimax

rotation factor analysis of the interaction items.

These scales were measures of: (a) teacher

receptiveness, (b) quantity of interaction, and

(c) open communication channels.
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computed for the three interaction scales, and co-

efficients were derived. They were: (a) teacher

receptiveness = .89, (b) quantity of interaction =

.90, and (c) open communication channels = .93.

17. From this statistical analysis, four separate and

identifiable scales surfaced as indicators of the

construct of school-related attitudes, and three

scales reflected the construct of verbal inter-

action. These seven scales were then seen as

appropriate measures of attitudes and interactions

for the study. As a result of this investigation,

it was appropriate to construct the final draft

of the TRAIT.

18. The TRAIT then consisted of 99 items reflecting the

results of the item analyses and the factor analysis,

and was returned to the educational researchers for

a final critique. All three drafts of the TRAIT

are contained in Appendices, Appendix A, B, and C,

respectively. A listing of the seven scales and

the test items that comprise those scales can be

found in Appendix E.

19. The Alpha level of statistical significance for

this study was established at the .05 level by

the researcher.
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Data Collection and Procedure

All data were collected from sixth grade students in self-

contained classrooms. The following data collecting procedures

were adhered to:

I. There is no established time limitations for

completing the instrument.

2. The entire questionnaire will be read by the

test administrator to the respondents.

3. The classroom teacher will be absent during

the test administration.

4. The identity of the students, teachers, and

schools will be anonymous.

5. The students' sex and age will be used only

for demographic factors.

6. The teachers' sex will be used as a demographic

factor.

7. Efforts will be made to test on Mondays through

Thursdays.

8. Absenteeism will be disregarded insofar as data

collection as long as the student room count

exceeds ten.

9. As much as possible, teachers will not be

informed of the exact scope and purpose of

the research study.
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(Appendix D) and will be adhered to to provide for

testing consistency.

11. The investigator of the study will personally

administer the questionnaire.

12. An estimated length of classroom time for gathering

the data is from 15 to 30 minutes.

13. An abstract of the completed study will be pro-

vided for each cooperating teacher and school as

a note of appreciation for their involvement and

assistance.

Treatment of the Data

The data resulting from the instrument application will be

processed in the following sequential manner:

1. Numerical values will be assigned to each answer

choice, one (1) through four (4).

2. Negatively phrased questions will have their

numerical values reversed.

3. The numerical values for each student within

each class will be transcribed to computer

cards.

4. A statistical program will be applied so that

each item is located within its appropriate

scale.

50
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5. Each scale will be appropriately isolated under

its corresponding construct.

6. The classroom mean scores for each scale will be

derived.

7. The Pearson r correlation coefficient will be

applied to determine the strengths of the

correlations between the attitude scales and

the interaction scales.

8. The numerical magnitude of each correlation

between the attitudinal and interaction con-

structs will be compared with the established

Alpha level of significance to determine if a

significant relationship exists.

9. The results of this data analysis will be

studied and subsequently described in Chapter

IV.
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Chapter IV

ANALYSIS OF THE DATA

For the purpose of this study, and for the clarity of under-

standing of the data analysis, a review of the Correlational Method

follows: The Correlational Method is highly useful in studying

problems in education. It is used in studies that explore relation-

ships between two or more variables. Its principal advantage is

that it permits one to measure a number of variables and their

interrelationships simultaneously.

Correlational statistics are used to discover and clarify the

magnitude of relationships through the use of correlation co-

efficients. The purpose of the correlation coefficient is to express

in mathematical terms the degree of relationship between any two

variables. If the relationship is perfectly positive (for each

increment in one variable there is an increment in the other), the

coefficient will be 1.00. If there is no relationship, the co-

efficient will be zero. If two variables are somewhat related,

the coefficient will have a value of between zero and 1.00.

Correlations ranging from .20 to .35 show a slight relation-

ship; this relationship may be statistically significant. Correla-

tions ranging from .35 to .65 are usually statistically significant

beyond the one percent level. Correlations ranging from .65 to .85

express a high relationship and can be used to make accurage group

predictions. Correlations over .80 indicate a very close
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relationship and are extremely useful for either individual or group

prediction. Thus, the correlation coefficient is a precise way of

stating the extent to which one variable is related to another.

Statistical significance when referred to a correlation usually

describes whether or not the correlation coefficient obtained is

different from zero for a given level of confidence. If the correla-

tion is not significantly different from zero, it must be assumed

that no relationship exists between variables, or that the sample

size was not large enough or that the collecting procedures were

not accurate enough to detect a difference. If a correlation co-

efficient is statistically significant, it means that a true relation-

ship exists between the variables correlated.

Statistics texts usually include a table from which the

statistical significance of a correlation may be determined directly.

The level of statistical significance of the correlation is determined

to a great degree by the number of cases upon which the correlation

is based. if the correlation is significant at the five percent

level (.05), it may be interpreted as indicating that there are only

five chances in a hundred that the correlation is due to chance

errors in sampling.

The basic design in correlational research involves the collect-

ing of scores on two or more variables from the same group of sub-

jects, computing correlational coefficients and determining whether

the coefficients indicate a statistically significant relationship
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based on a pre-established level of confidence. (Borg and Gall 4)

The data for this study were collected from 33 sixth grade

classrooms. Scores were obtained from individual students and

were used to describe attitudes and classroom verbal interaction.

The purpose of this study was to gain a better understanding

of the special world of the classroom. The study concentrated only

on the perceptions and feelings of students. It was also an effort

to substantiate inferences about student attitudes and the dynamics

of classroom verbal interaction.

The TRAIT was designed to provide objective data which would

enable educational researchers, school administrators, and classroom

teachers to examine the attitudes expressed by students toward school

their teachers, their classmates, and themselves. The questionnaire

also provided a measure of the quantity of student verbal inter-

action, the degree of teacher receptiveness toward student verbal

interactions, and the degree to which students felt safe to discuss

sincere thoughts and feelings in the confines of the classroom.

The variables used for the correlations in this study consist

of four attitudinal and three verbal interaction scales. These

seven scales are defined and described below:

Scale 1. A measure of student-expressed attitudes

toward the teacher. Students were asked

to respond to 13 test items that reflected

their attitudes and feelings.
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Scale 2. A measure of student-expressed attitudes

toward school. Students were asked to

respond to 13 test items that reflect

their feelings and attitudes.

Scale 3. A measure of student-expressed attitudes

toward their classmates. Students were

asked to respond to 10 items that reflect

their feelings and attitudes.

Scale 4. A measure of student-expressed attitudes

toward themselves. Students were asked

to respond to 13 items that reflected

their feelings of self-worth and success.

Scale 5. A measure of the perceptions of students

concerning the amount and/or frequency

of student verbal interaction in the

classroom. Students responded to 8 test

items.

Scale 6. A measure of the perceptions of students

concerning the degree of teacher receptive-

ness and encouragement of student verbal

interaction. Students responded to 10

test items.

Scale 7. A measure of the perceptions of students

concerning the degree of openness of

communication and the degree to which
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students felt safe to discuss personal

thoughts and feelings in their classroom.

Students responded to 8 test items.

The level of confidence (Alpha level) was established at .05.

The primary reason for selecting this level of confidence was because

the study attempts to gather human perceptions, emotions, and attitudes

which by nature are complex constructs. In the correlation coefficient

tables, all popular levels of confidence were displayed to clarify

the strength of the interrelationships.

Attitudinal and Verbal Interaction Correlations. Correlation

coefficients were derived from pairing the four attitudinal scales

with each other. This was done in order to understand whether or not

attitudes toward one aspect of the classroom environment was

significantly related to the others. Since this information was

available, it was reported to provide a peripheral portrayal which

would allow for a clearer understanding of the 12 correlations

which are the focus of the study. This same process was completed

to gain insights about the relationships of the three verbal inter-

action scales.

As illustrated in Table 1, there was a very high correlation

between students' feelings toward school and toward their teacher.

The correlations were strong enough to enable one to make both

individual and group predictions concerning this relationship.

How students felt about their teacher and being in school was

highly related to their feelings of self-worth and success.
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TABLE I. Correlation Coefficients Between the Attitudinal
Scales.

Teacher School Classmates Self

Teacher

School

Classmates

Self

.84

.17

.70

.54

.70 .42
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Relations with classmates were moderately correlated with feelings of

self-esteem and with the extent with which students enjoyed school.

The data indicate an insignificant relationship between student

attitude expressed toward their teacher and toward their classmates.

Table 2. displays the correlation coefficient between the pair-

ings of the three verbal interaction scales. The coefficients

indicate a strong relationship between the degree of openness when

matched with the measure of teacher receptiveness and the measure

of quantity. There is a moderate relationship between quantity of

verbal interaction and the degree of teacher receptiveness. All

relationships among the verbal interaction scales were statistically

significant at the .05 level of confidence.

Descriptive Statistics of the Classroom Mean Scores. The

questionnaire was administered to 33 sixth grade classes. The

smallest class contained 10 students, and the largest class com-

prised 28 students. The class size average was 21 students.

Individual student scores from each of the 33 classrooms were

statistically computed to provide class mean scores. These class

scores provide the descriptive statistics which will enable educa-

tors to examine the attitudes, feelings, and perceptions of students,

and to gain a better understanding of classroom dynamics.

These classroom scores were adjusted by using the linear trans-

formation process which insured a consistent ratio. This was done in

order to provide a more familiar context of test scores. The possible

range of scores is now zero to one hundred. (Glass & Stanley 14)
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TABLE 2. Correlation Coefficient Between Verbal Interaction
Scales.

Quantity Receptive Openness

Quantity --

Receptive .45

Openness .70 .80
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Scores in the upper range of this continuum indicate very

positive attitudes toward school, teachers, classmates, and them-

selves. The mid-point (50) is seen as the division line between

positive and negative attitude. As scores drop below 50 they

indicate increasingly more negative attitudes.

Verbal interaction scores in this continuum indicate measures

of quantity of verbal interaction, teacher receptiveness, and open-

ness. High scores (60 - 100) indicate that students perceived there

to be numerous opportunities for verbal interaction; saw their

teacher to be receptive and encouraging of verbal interaction, and

felt safe to disclose ideas and feelings of a personal nature.

The descriptive statistics of the classroom scores are dis-

played in Table 3. They include the high score and the low score

of the 33 classrooms; also included is the range, the mean of the

classroom scores, and the standard deviation.

These scores indicate that most students have positive

attitudes toward school, their teacher, their classmates, and

themselves, but there exists classrooms where students have very

negative feelings about school and toward their teacher. The

range of scores concerning attitudes toward teachers and school is

more extreme than the range of scores expressing attitudes toward

classmates and themselves. Most students found their teachers

receptive and felt safe to share personal thoughts and feelings.

The quantity of verbal interaction in most classrooms is fairly

limited as indicated by the classroom mean score. The range of



TABLE 3. Descriptive Statistics of the Classroom Scores Based on the Means of the Students' Raw Test
Scores.

Teacher

Attitude

Classmates Self

Verbal Interaction

School Quantity Receptive Openness

High Score 93.6 80.4 78.1 76.4 68.4 92.7 83.0

Low Score 40.3 32.4 50.1 52.9 44.5 52.1 43.6

Range 53.3 48.0 28.0 23.5 23.8 40.7 39.5

Classroom Mean 69.3 58.9 62.8 61.3 57.7 71.0 63.3

Standard Deviation 11.0 9.2 6.7 5.5 6.7 9.0 8.4
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scores among the verbal interaction scales is fairly consistent,

with the greatest deviation found in the measure of teacher recep-

tiveness. The standard deviations for all scales extended from

5.5 to 11.0. The greatest variation was found in the teacher,

school, and teacher receptiveness scales. Feelings toward self

showed the least variance.

Hypotheses. It was hypothesized that there existed a signifi-

cant correlation between students' perceptions of the verbal inter-

action found in sixth grade classrooms and their expressed attitudes

toward school, their teachers, their classmates, and themselves.

Each of the three verbal interaction scales (quantity, receptive-

ness, and openness) was correlated with each of the four student

attitudinal scales (teacher, school, classmates, and self). The

following null hypotheses were statistically tested using the

correlational method to determine if significant coefficients exist:

Ho (1) No significant correlation exists between students'
perceptions of the quantity of verbal interaction
in their classroom and their expressed attitudes
toward school.

The correlation coefficient .3584 is statistically
significant at the .05 level of confidence, indicat-
ing a true relationship exists. Therefore, the
null hypothesis Ho (1) is rejected. (Table 4)

Ho (2) No significant correlation exists between students'
perceptions of the quantity of verbal interaction
in their classroom and their expressed attitudes
toward their teachers.

The correlation coefficient .3022 is statistically
insignificant at the .05 level of confidence.
Therefore, the null hypothesis Ho (2) is retained.
(Table 5)
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Ho (3) No significant correlation exists between students'
perceptions of the quantity of verbal interaction
in their classroom and their expressed attitudes
toward their classmates.

The correlation coefficient .3340 is statistically
insignificant at the .05 level of confidence.
Therefore, the null hypothesis Ho (3) is retained.
(Table 6)

Ho (4) No significant correlation exists between students'
perceptions of the quantity of verbal interaction
in their classroom and their expressed attitudes
toward themselves.

Ho (5)

Ho (6)

The correlation coefficient .2889 is statistically
insignificant at the .05 level of confidence.
Therefore, the null hypothesis Ho (4) is retained.
(Table 7)

No significant correlation exists between students'
perceptions of the teacher's receptiveness to ver-
bal interaction in their classroom and their
expressed attitudes toward school.

The correlation coefficient .7638 is statistically
significant at the .05 level of confidence, indica-
ting a true relationship exists. Therefore, the
null hypothesis Ho (5) is rejected. (Table 4)

No significant correlation exists between students'
perceptions of the teacher's receptiveness to ver-
bal interaction in their classroom and their
expressed attitudes toward their teacher.

The correlation coefficient .9031 is statistically
significant at the .05 level of confidence, indicat-
ing a true relationship exists. Therefore, the
null hypothesis Ho (6) is rejected. (Table 5)

Ho (7) No significant correlation exists between students'
perceptions of the teacher's receptiveness to
verbal interaction in their classroom and their
expressed attitudes toward their classmates.

The correlation coefficient .1915 is statistically
insignificant at the *05 level of confidence.
Therefore, the null hypothesis Ho (7) is retained.
(Table 6)



Ho (8)

Ho (9)

No significant correlation exists between students'
perceptions of the teacher's receptiveness to ver-
bal interaction in their classroom and their
expressed attitudes toward themselves.

The correlation coefficient .7078 is statistically
significant at the *05 level of confidence, indicat-
ing a true relationship exists. Therefore, the null
hypothesis Ho (8) is rejected. (Table 7)

No significant correlation exists between students'
perceptions of the openness of the verbal inter-
action in their classroom and their expressed
attitudes toward school.

The correlation coefficient .6505 is statistically
significant at the .05 level of confidence, indicat-
ing a true relationship exists. Therefore, the
null hypothesis Ho (9) is rejected. (Table 4)

Ho (10) No significant correlation exists between students'
perceptions of the openness of the verbal inter-
action in their classroom and their expressed
attitudes toward their teachers.

The correlation between .7139 is statistically
significant at the .05 level of confidence, indicat-
ing a true relationship exists. Therefore, the
null hypothesis Ho (10) is rejected. (Table 5)

Ho (11) No significant correlation exists between students'
perceptions of the openness of the verbal inter-
action in their classroom and their expressed
attitudes toward their classmates.

The correlation coefficient .2002 is statistically
insignificant at the .05 level of confidence.
Therefore, the null hypothesis Ho (11) is

retained. (Table 6)

Ho (12) No significant correlation exists between
students' perceptions of the openness of the
verbal interaction in their classroom and their
expressed attitudes toward themselves.

The correlation coefficient .4532 is statistically
significant at the .05 level of confidence, indicat-
ing a true relationship exists. Therefore, the
null hypothesis Ho (12) is rejected. (Table 7)



65

Of the twelve null hypotheses tested, seven were rejected:

Ho (1), Ho (5), Ho (6), Ho (8), Ho (9), Ho (10), and Ho (12).

Their correlation coefficients were statistically significant and

indicated that a true relationship exists in each case.
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Table 4. Correlation Coefficients Verbal Interaction and Attitudes
toward School.
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Table 5. Correlation Coefficients Verbal Interaction and Attitudes
toward the Teacher.
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Table 6. Correlation Coefficients Verbal Interaction and Attitudes
toward their Classmates.
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Table 7. Correlation Coefficients Verbal Interaction and Attitudes
toward Themselves.

.001

.01

.02

.05

.10

critical
value
for

N = 33

.5365

.4334

.3951

.3370

.2889

1.0

.9

.8

7

.6

.5

.4

.3

.2

0.0

Verbal Interaction

.2889 .7078

Quantity

Ho (4)

Receptive Open

Ho (8) Ho (12)



Chapter V

SUMMARY, CONCLUSIONS, AND RECOMMENDATIONS

A child is a person who is going to carry on what you
have started. He is going to sit where you are sitting
and when you have gone, attend to those things which
you think are important. You may adopt all the
policies you please, but how they are carried out
depends on him.

He will assume control of your cities, states and
nations. He is going to move in and take over your
churches, schools, universities and corporations-
the fate of humanity is in his hands.

Abraham Lincoln

Summary

70

Teaching and learning are complementary acts that involve a

host of interpersonal relationships. When this process takes place

in the classroom, it is complicated and is affected by the relation-

ships among students, and between the students and the teachers. In

some classrooms, the learning process is enhanced by peer and teacher

relationships that actively support a productive learning atmosphere;

in others, it is inhibited by these relationships. The teacher's

instructional style and the curriculum, the student's feelings

about himself and his academic abilities, and the nature of the

interpersonal relationships in the classroom are major influences

on this teaching-learning process.

Students need to be an active part of the whole educational

enterprise. Far too often children are viewed as helpless, mall-

eable individuals who must be trained, conditioned and modified
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so that they become worthy adult human beings.

In the past, educators have been disillusioned about student

involvement and quiet classrooms. It is now recognized that quiet

and nonparticipation are deterrents to learning and a definite

factor in preventing students from interacting in educationally

important ways.

Young people learn how to be human through interpersonal

encounters; their communication and exchanges provide for open,

honest sharing and growth; and for the giving and the receiving

of each other.

Statement of the Problem

The purpose of this study was to gain a better understanding

of the classroom environment by determining if student attitudes

are significantly related to the quantity and characteristics of

verbal interaction. A second concern was to determine if such

verbal interaction could be effectively examined through a student-

perception, self-report questionnaire. If student activities were

found to be related to verbal interaction, and if verbal inter-

action could be accurately assessed with a self-report questionnaire,

then a third purpose of the study would identify the means for an

educator to evaluate one aspect of the classroom climate, verbal

interaction, that has been shown to affect students.
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Scope

One task of this study was to design and validate a self-report

questionnaire that would accurately reflect sixth grade students'

perceptions of classroom verbal interaction and attitudes expressed

toward school, teachers, classmates, and themselves. A second task

was to determine if student verbal participation was significantly

related to student feelings concerning school, teachers, classmates,

and themselves.

Design

Sixth grade students in self-contained classrooms from schools

within the Central Oregon Willamette Valley comprised the population

for this study. Schools were randomly selected for inclusion, and a

self-report questionnaire was administered to all sixth graders with-

in these buildings.

This self-report questionnaire was constructed and revised

as a result of reviews and a factor analysis of a field test.

Inter-item correlations provided reliability coefficients which

substantiated the validity of the questionnaire. The questionnaire

was administered by the author of this study to all students in

the absence of the classroom teacher. The data were analyzed by

classroom using the individual raw scores of the students from

within each distinct classroom.



Hypotheses

It was hypothesized that there existed a significant correla-

tion between students' perceptions of the verbal interaction found

in sixth grade classrooms and their expressed attitudes toward

school, their teachers, their classmates, and themselves. Each

of the three verbal interaction scales (quantity, receptiveness,

and openness) was correlated with each of the four student

attitudinal scales (teacher, school, classmates, and self). Twelve

null hypotheses were statistically tested using the correlational

method to determine if significant coefficients existed. The level

of confidence was set at .05.

Conclusions

Correlation coefficients for the following seven hypotheses

were found to be statistically significant beyond the .05 level of

confidence:

Ho (1) A moderate relationship was found to exist between
students' perceptions of the quantity of verbal
interaction in their classroom and their expressed
attitudes toward school.

Ho (5)

Ho (6)

A high relationship was found to exist between
students' perceptions of the teacher's receptive-
ness to verbal interaction in their classroom
and their expressed attitudes toward school.

An extremely close relationship was found to
exist between students' perceptions of the
teacher's receptiveness to verbal interaction
in their classroom and their expressed attitudes
toward their teacher.
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Ho (8) A high relationship was found to exist between
students' perceptions of the teacher's receptive-
ness to verbal interaction in their classroom
and their expressed attitudes toward themselves.

Ho (9) A high relationship was found to exist between
students' perceptions of the openness of the
verbal interaction in their classroom and their
expressed attitudes toward school.

Ho (10) A high relationship was found to exist between
students' perceptions of the openness of the
verbal interaction in their classroom and their
expressed attitudes toward their teachers.

Ho (12) A moderate relationship was found to exist between
students' perceptions of the openness of the verbal
interaction in their classroom and their expressed
attitudes toward themselves.

The results of this study indicate that classrooms where

teachers encourage student verbal interaction and are receptive of

student ideas and feelings, and where students feel safe when dis-

closing their personal ideas and feelings, are also classrooms

where students express strong positive attitudes toward school,

their teachers, and themselves. The remaining five hypotheses

that were tested were found to have slight relationships that

were not statistically significant at the .05 level of confidence.

Discussion

Statistical analysis indicated that the questionnaire (TRAIT)

accurately reflected students' perceptions and attitudes. Students

were able to understand and respond to the concepts measured by the

questionnaire. The findings support what past studies have reported

concerning sixth graders' ability to assess aspects of the
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classroom environment, and to report their feelings.

The results of this study indicate that at least three

separate variables concerning classroom verbal interaction exist:

the students' perceptions of the amount of time spent in dis-

cussion, and of their opportunity to participate in those dis-

cussions; the degree to which the teacher encourages students to

verbally participate and then is attentively receptive to the

students' responses; the extent to which students feel safe to

disclose personal thoughts and ideas in the classroom.

Several studies have identified teacher characteristics that

foster increased achievement and/or more positive school-related

attitudes. The results of this study have identified an additional

characteristic, teacher receptiveness. Students who perceive their

teacher to be highly receptive of their verbal participation also

reported extremely positive attitudes toward that teacher, the

classroom, and themselves.

Teachers who have the ability to create an atmosphere in

which interpersonal verbal interaction is characterized by dis-

closure, directness, honesty, understanding, and acceptance, also

foster positive school-related attitudes and enhance students'

self-concepts. This finding has impact for teacher-education,

and for those who are attempting to define teacher competencies.

After a comprehensive study of the completed questionnaires,

the following insights were felt to be of value to educators:

1. Fifty-three percent of the students reported that they desired

more opportunity to say things in class.
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2. Forty-six percent of the students stated that they had

questions but no opportunity to ask them.

3. Sixty percent of the students responded that "we do not

spend time talking in class about our feelings."

4. Eight-three percent of the students felt their teachers

encourage students to ask questions and share ideas,

but yet 20% of the students reported that their teachers

do not listen to their replies, 32% indicated that their

teachers embarrass them for not knowing the correct

answers, and 20% of the students reported that their

teachers think that their ideas are stupid.

5. Forty-two percent of the students felt that their

teachers talk too much, and 36% of the students admitted

that they do not "really listen to what the teacher is

saying."

The findings of this study reinforce the previously reported

premise that teachers are by far the most influential persons in

the classroom. Teacher-education programs and educators concerned

with teacher effectiveness need to consider competencies in the

areas of personal communication, active listening, values clarifica-

tion, questioning techniques and increased group discussion in open,

relaxed, trusted environments. Teachers need to create classroom

environments where students feel safe to disclose their personal

feelings and ideas, and where ample opportunities are available

for discussion. Educators concerned with changing students'
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perceptions and their school related attitudes should concentrate

their efforts on fostering those teacher competencies and actions

that have been shown to enhance effective education.

Recommendations for Action

Teacher-Evaluation. Evaluation procedures should include the

subject of teacher receptiveness. This includes the encouragement

of student verbal interaction, active listening, and interpersonal

communication skills. Another aspect of teacher-evaluation should

include the teacher's ability to foster a classroom environment

where students feel safe to disclose their personal feelings and

ideas.

Teacher-Education and Teacher-Effectiveness: Teacher-education

should promote competence in the areas of interpersonal communica-

tion, active listening, values clarification, questioning techni-

ques, and group discussion in open, relaxed, trusted environments.

Teachers seeking to increase their effectiveness in the classroom

should focus on increasing their skills in these same competency

areas.

Student Attitudes: Schools seeking improved student attitudes

should include in their efforts activities and skill building tech-

niques that promote teacher receptiveness and safe, open classroom

environments.
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Recommendations for Further Study

I. To identify other aspects of student verbal inter-

action in classrooms other than quantity, teacher

receptiveness, and openness, that may be related

to positive student attitudes.

2. To examine the relationships between student ver-

bal interaction and attitudes expressed toward

curriculum, subject matter, and school programs.

3. To use observational techniques for identifying

classrooms where obvious discrepancies exist

between classrooms that have large amounts of

student verbal interaction and those classrooms

where student behavior appears subdued. The

purpose of this study would be to reexamine the

relationship between the quantity of student

verbal interaction and student attitude.

4. To replicate this study in other locales, i.e.,

intercity schools, and among minority populations,

to determine the universality of the tested relation-

ships.

5. To replicate this study at other grade levels to

determine if the findings are applicable to other

age and maturity populations.

6. To expand the questionnaire to include other

aspects of the teaching/learning process that
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might influence student activities, i.e., involvement

in decision making, meaningful use of time, and

group discussion.

7. To design a study that investigates factors influenc-

ing student attitudes toward their classmates.
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APPENDIX A

TRAIT -- FIRST DRAFT



Please answer all questions.

1. Age -
L_1 LJ

0 11 12 13

1 1 girl2. 1 toy

3. How Par in school do you think you get?

El 1 drop out as soon as possible

2 finish hign scnool

1.11 3 go on to a vocational or technical or business school

U 4 complete some college

i

I
5 finish college

Lj 6 go beyond college, for example, become a doctor or a lawyer.

AbOut the class:

True False

i_j U L___1

I. the class is ..ell organized.

2. The students would be oroud to show the classroom
to a visitor.

2. l_j 1_J

3. The better students are granted special privileges. 3. E Li ED :=
4 Students have fun learning in this class. 4. E
5. Some students in this class have no respect for

other students.
5. 17-] 0 0 E

6. It is easy to tell that the teacher likes her
students.

6. E E
7. Students make a lot of the decisions about how 7. LE E

they HiII spend their time.

a. New ideas are always being tried out here.

3. The class has plenty of time to cover the assigned

10. Most students dislike the work the teacher asks
them to do.

a. E: El
9. u E E E

10.
11J7
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II. A student has the chance to get to know all
other students in the class.

12. We spend time talking in class about our
feelings.

13. Students are asked to follow strict rules.

14. Students help other students learn.

15. A lot of time is wasteC waiting for the
slower students.

True
II.

12. 7( Ell 71

False

16. most students now each other 4ery well 16.

17. Students are proud to be in this class.

18. Students do not have to hurry to finish
their work.

19. The room is bright and comfortable.

23. ,Jery few students participate in class
discussions ar ask questions.

18. '

19. E
z o . 7 7

21. Most students know what is expected of them, 21.
E 1.__.1 El

22. A lot of time is spent discussing ideas. 22. := i.

J
i ri :_i

23. There is a group of students who always try 23.
'-_-_: Ei E LEto spoil everything.

24. Students learn a lot py listening to each 24. L, IJ Eother.

25. Students are afraid to make mistakes.

26. Students are often able to choose what they
are going to JO.

27. Students like each other.

28. Most students know the goals of each lesson.

29. Students cooperate with other class members.

30. A lot of time is spent doing unimportant
seatwork.

31. Students try hard to get good grades.

32. A lot of time is spent working in groups.

33. There is little chance for students to ask
questions.

25-

26. 71- (.1.-.) 1-1

27. 7,
28. 7
29. 1

30

31. 7 El :LI
32. E
33. 11.-j

34. Students seem satisfied with the class.
34'
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35.

36.

37.

38.

39.

Too much time is spent talking about rules.

Students often share their feelings and ideas
with the class.

Students look forward to coming to class.

Students care about each other.

most stacents really listen to wnat the teacher
is saving.

35.

36.

37.

38.

39.

True False

L j Li 7

E E
17 12

ae always do the same old things every lay. 40. 77

People and materials are treated with respect. 41. 7- 77

Z. Students are careful not to hurt each other's
feelings.

42. L_

43. Students are always being told what to co.

44. Many students in our class play together after
school.

44. iL 7 7

45. Students in our class fight a lot. 45. IJ E.]
46. In tnis class students work at tneir own speed. 46. Ej 7i IJI

+7. Students can work by themselves in this class.
47. IE 7:1

+8. There is a at of neat equipment to work with
in our classroom.

48. EiEE
49. We have good work sheets in this class. 49. L_..1 J E
50. Too much time is spent asking students to be

quiet or to sit down.
50. L; LI 1_2

51. Students enjoy helping each other. 51. E 1...]

52. Lots of exciting things happen in our class. 52. 71 E
53. Certain students always want to have their own

way.
53. 1:1 E

54. Most students are willing to share. 54. 0 7 7
55. A lot of time is wasted in class. 55. r !I]
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About this School

True False
I. 10 U EI. Students are respected at this school.

Z. My scnool has a lot of books and materials that 2. E ED ED ED
1 can use to help myself.

3. This scnool is old and crummy.
3 V C 1_11

1(ids like this school. 4 El C]
j. Going to school is worthwhile and necessary. 5. 1-7 Ell TT

5. Students and teachers work together at our school. 6. T fl, 77

7. The scnool is a friendly place.
7

3. The teachers in my school seem to like what they
are doing.

B. 0
3. The people who run my school probably like ,hat

they are doing.
9. L=1 El Li

10. There is a lot of fighting at my school. 10. 0J
II. Students treat each other Fairly at tnis school. II.

12. inc school treats students fairly. 12. E IJ
13. There are a lot of angry people at my school. 13. 71 U E E
14. Students are made to feel important at this

school.
14. EEEE

15. Some students are afraid to go to this school. 15.

16. The people in this school like kids. 16. 0 0
17. Students are proud of this school. 17.

18. There are a lot of exciting things going on at
our school.

13. 0 1=3

19. Teachers act more like friends than bosses. 19 EDEE
Very Not Much

I. How much do you like your school?
I. 0 10

2. How much do you like your class? 2. E E
3. Mow much do you like the students in your class? 3.

4. Mow much do you like your teacher? 4. iJ
5. How much do you speak out and share your ideas

in class?
5.

6. Now much do you care about doing well in school? 6. ED ED h ED



22. knows what is important to me

20. spends too much time asking students to be

21. tells the class how she feels

23. makes things boring.

24. acts like a real person.

25. makes me feel stupid.

19. is fair in testing and grading.

17. says nice things to me when I complete my work.

18. gives me extra help when needed

quiet or to sit down.

17.

20.

22.

18-

19.

21.

23.

24.

25.

U 0

E

U 0
E 0
E

E 1E
E 0 0 0

0 0
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My Teacher

I. is interested in me.
/.

FalseTrue

2. tells me when I do good work.
2. E 0

3. is often too busy to help me when I need help. 3. Ti
4. is fair to me.

4. E 0
5. is dissatisfied with the work of the class.

5- CT:

6, tries very hard to help me understand hard
6.

schoolwork.

7, really cares about me.
7.

8. encourages students to ask questions and share 3. Etheir ideas.

9, is willing to help students learn.
8. ri

10. doesn't listen when I ask a question. 10. E 0
II. is fair when disciplining students. E 0 0
12. wants me to say what I think. 12. ! 0
13, makes things worse when I have a problem. 13 EJ 0
14, explains things very well.

14. E 0
IS. only seems interested in making students follow

15.
L-Ithe rules.

16, has a friendly attitude.
16. U 0



My Teacher, con't.

26. would let the class plan an event.

27. listens to what 1 have to say.

23. has said sometimes that s(he) doesn't know
something.

25. lets me work at my own speed.

30. treats us like we were babies.

31. asks good questions.

32. tells us about herself.

33. likes the other students more than she likes me.

34. cares about my feelings.

35. acts like rules are more important than students.

3i,. is interesting to listen to.

37. lets students discuss their ideas in class.

35. asks students for their opinions.

35. cares about now much 1 learn.

41. talks too much.

41. makes me feel important.

42. understands me.

43. doesn't like us.

44. tells the class what she thinks.

45. wastes a lot of my time.

;6. wants me to like school.

47. works hard to make school intersting.

.3. lets us make decisions.

45. trusts us.

53. is afraid of some of the students.

26.

27.

True False

Li

0 0 10
28. 0000
29. 0 0 0
30. ODOE
31. 0 0
32. 0 0
33.

E-1

34.

35. 0 0 0
36. 0
37. 0
38. 0 0
39. 0 0 0
40. 0 0
41. 0
42.

43.

44. 0
45.

46. 0
47.

48. 0
49.

50. 0
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My Teacher, con't.
True False

51. spends a It of ti-e just talking with students. 51. 0 0 0 El
52. wants to know what stucents the:rselves want to

learn awact.

52. 0 El 0 CI
53. emoarrasses students for not knowing the right

answer.
53. El 0 0 0

54. is kind and loving. 54.

55. treats us like we were stupid. 55.
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Aoout Me

TI. Learning things in school is easy for me.

2. 1 feel that I am doing a good job in school. 2.

3. I feel left out of most activities.
3.

4.
I am only punished when

I deserve it. 4 0 0
5. 1 have lots of questions that I never get to ask. 5. 0
5. I like to show the teacher my work. 6.

7. 1 know what things are important to my teacher. 7.

3. my classmates like what 1 say. 8.

.3. When I work hard in school
I do better in school. 9.

io. I am rarely told when
I do good work. 10.

11. I think that I an a successful student.
II. El

12.
I would like to be given more chances to say 12.things in class.

:3. go one in the class understands how 1 feel. 13.

... I like to work with ocher students. 14. 0000
15. There are a lot of things

1 don't understand, no 15. 0matter how hard I try.

ii. My classmates listen to my suggestions.
16.

17. my classmates like me and treat me with respect. 17.

3. Working hard makes me happy
18.

19. I like sharing my ideas with the class. 19.

20. Most of the time I do not want to go to school. 20.

21. I wish that I could have the same teacher next 21.Year.

22. I like the stuff we work on in class. 22.

23. I hate it when the teacher calls on me to answer 23.a question.
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APPENDIX B

TRAIT -- SECOND DRAFT
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Please answer all questions.

i. Age C-1
9 10 11 12 13

2.
I boy 2 [Li girl

3, Grade n
47; 5th

About the class:

6th 7tn

1

True False
I.

Students enjoy being in this class. L
2. Students are often able

co choose what they are going to do. 2.00003. A lot of time is
wasted waiting for ocher students.

3. 1:=3
Se have a super teacher.

4. 7 17 Ei
5. Very few students

participate in class discussions or askluestions. 5 E
6. Students are careful not Co hurt each other's feelings. 6. n
7. The Students would be proud to snow the classroom to aytsitor. 7. 7 0 7
3. S t,i dents try hard to get good grades.

3. 7-1
L_H 1-79. In many of the lessons

students choose what they will study. B. E
10. The room is bright and comfortable.

10.
E-7111. Students often brag about what a neat class we have. ll. E..]12. We spend time talking in class about our feelings. 12.

1-__t13. Students are always
being told what to do.

13.
14. Students help other students learn.

14.
15 A lot of time is spent doing unimportant

seatwork. !S.
EJt6. Most students are willing to snare materials. 16.

E LT-J17. Students decide what they are going to work on. 17.
18. Students can work

by themselves in this class. 18. Ej
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19.

20.

21.

22.

23.

24.

25.

26.

2
most students know each other very well.

There is a group of students who always try to spoil
everything.

Students Jo not have to hurry to finish their work.

. lot of time is spent discussing ideas.

There is little chance for students to ask questions.

Students are aroud to be in this class.

4 lot of time is wasted in class.

Students often share their feelings with the class.

True False

19. 0 0
20. 0 0
21.

22. 0 0
23. 0
24. 0
25.

26. 0000
27. Students want to please the teacher. 27.

28. Students look forward to coming to class. 29.

29. Students care about each other. 29.

30. We aiways do cne same old things every day. 30.

31. People are treated with respect. 31. 0
32. Students learn a lot by listening to each other. 32. 0
33. Students are afraid to make mistakes. 33. E.:1

34. Students seem satisfied with the class. 34. 0 0
35. Too much time is spent asking students to be quiet or

to sit down.
35. 0 0

36. Students are not allowed to help make decisions. 36. 0 0
37. Lots of nice things happen in our class. 37. 0
38. Students enjoy helping each other. 38. 0
39. Students often brag about what a neat teacher we have. 39. 0
40. Too much time is spent talking about rules. 40.

41. most students really listen to what the teacher is
saying.

41. 0
42. Students like each other. 42.

43. We spend a lot of time talking in class about things 43.

that are important to us.
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3 True False

44. There are a lot of exciting things ;ding on in our class. 44. 0[D
45. Our classroom is a warm and friendly place. 45. 0E00
46. Students are afraid of making mistakes in front of others. 46. 000
47. Students make a lot of the decisions about how they will 47.

spend their time.
000

48. 'The work that we do is worthwhile and important. 0E00
45. People are treated with respect. 49 0000
50. Students iook forward to coming to school.

50. 00
Pl. Certain students always want to have their own way.

51. 0000
52. It is easy to tell that the students like their teacher. 52.

53. Students have fun learning in this class. 53. 00E0
54. Some students in this class have no respect for other 54.

students. 0E00
55. 'se have good work sheets in this class. 55. 0000
56. Students in our class fight a lot. 56. 0
57. Students treat others fairly. 57. 0000
58. Kias like this class. 53. 0000
59. Students are made to feel important. 59. DODO
60. Most students dislike the work the teacher asks them to jo.60. 0000
61. I ;owe filling out this questionnaire. 61. 0000

Very Much Much
1. How much do you like your school?

2. How such do you like your class? 2. 0000
3. how such do yOu like the students in your class? 3. 0000
4. Now such do you like your teacher? 4.

5. How much do you speak out and share your ideas in class? 5. 0000
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m, Teacher 4
True FalseI. is interested in me.
I. C,f

2. tells ne when
1 do good work. 2. E E 0 0

3. is often too busy to help me when I need help.
3. Ei

4, is fair to me.
4. 0000

5, is dissatisfied with the work that I do. 5. J E
6. tries ,ery hard to nelp ne understand hard

6. LT] Eschoolwork.

7. really cares about ne.
7. E L-73

8. encourages students to ask questions and share o. iJtheir ideas.

9. doesn't listen when I ask a question.
9. E C-1 0

10. wants me to say what
I think.

10' 0
11. never does what we want co Jo.

II. E E
12. makes things worse when I have a problem. 12. fl

13. explains cnings very well.
13. E.;

14. only seems interested in making students follow 14. E Lithe rules.

15. has a friendly attitude.
15. E), U 1J

16. says lice things to me when
I complete my work. 16. E 0 0

17. gives me extra help when needed. 17.

18. is fair in testing and grading.
18. Ell

19. spends too much time asking students to be 19. 0quiet or to sit down.

20. tells the class how sne feels.
20. 0

21. knows what is imoortant to me. 21. 0 0
22. makes things coring.

22. E 0
23. likes ne.

23. E 1 C
24. makes me feel stupid.

24. 0 0
25. always decides what work we will do. 25. 0
26. would let the class plan an event 26. 0 0 0
27. listens to what I have to say.

27. 0
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My Teacher, con't.

28. is interested in my ideas.

:9 treats us like we were babies.

30. asks good questions.

31 tells us about 7erself.

32. likes the other students more than she likes me.

33. cares about my feelings.

34. acts like rules are more important than students.

35 is interesting to listen to.

3b. lets students discuss their ideas in class.

37 asks students for their opinions.

38. cares about how mucn I learn.

33 talks too much.

'0. makes 7e feel important.

41. understands 7e.

42. doesn't like us.

43. tells the class what she thinks.

44. wastes a lot of my time.

45. wants me to like scnool.

46. works hard Co make school intersting.

47. lets us make decisions.

48. trusts us.

49. thinks our ideas are stupid.

30. spends a lot of time just calking with students.

51. asks us what we want to study.

52. embarrasses students for not knowing the right
answers.

53. is kind and loving.

True False

28. 0 0 0 :L-
29. 000E
30. DUDE03: 000E
33. 000E
34. 0000
35. 00E
36. 0 0 0 E
37. 000E
38. OODE
39. DUDE
40. 0000
41. 000E
42. DUDE
43. 000E
44, 0 0
46. 0 0 El
46. DUDE
47. DODO
48. DODO
49. 0E
50. 0000

000C
52. :3 0'00
53. E
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About Me 6
1.

2.

3.

True False

0 C:3

1.

2.

3.

Learning things in school is easy for me.

1 feel that I am doing a good Job in school.

feel left out of most activities.

nave a lot of neat ideas. 4. 000E
5. nave lots of questions that

I never get to ask. 5. 0
a. like to show the teacher my work.

6. 0 0 El
know what things are important to my teacner. 7.

3. My classmates like what I say. 3 0
9. when 1 work hard in school I do better in school. 9.

10. 1 am rarely told ..hen I do good work. 10.

11. I think that I am a successful student. II.

12. I would like to oe given more chances to say
things in class.

12.

13. No one in the class understands how
I feel. 13.

14. I like to work with other students. 14.

15. There are a lot of things I don't understand. no
matter how hard I try.

15.

16. My classmates listen to my suggestions. 16. El
17. My classmates like me and treat me with respect. 17. 0 lJ
18.

I like my classmates. t8. C3 0 0
19. I like sharing my ideas with the class. 19. 0 0 0
20. most of the time I do not want to go to school. 20. CI CI 0 0
21. I wish that I could have the same teacher next 21. 0 0 0
22. I like the stuff we work on in class. 22. 0 0 0
23. 1 hate it when the teacher calls on me to answer

a question.
23. 0000

24. I like my teacher. 24. if,
25. I am able to do lots of things well. 25. 0000
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APPENDIX C

TRAIT -- FINAL DRAFT



Please answer all questions.

2.

1

Age El U
9 10 11 12 13

1 boy 2 Li girl

3. Grade - Li LI
4th 5tn 6th 7th

About the class:

I. Students enjoy being in this class.

TRAIT

T . Very true, always true
t = Usually true, sort of true
f = Usually false, sort of false
F = Very false, always false

2. Students are often able to choose what they are going 2.
to do.

3. A lot of time is wasted waiting for other students.

4. We have a super teacher.

5. Very few students participate in class discussions or ask
questions.

It f F

0 0
0 E 0 0

3. 0 E-1
4. fl
5. E

6. Students are careful not to hurt each other's feelings. 6. 7 E
7. Kids like this class.

7. E 0 7
8. Some students in this class have no respect for other 8. 7students.

9. In many of the lessons students choose what they will study. 9.

10. Students treat others fairly.

II. Students often brag about what a neat class we have.

12. We spend time talking in class about our feelings.

13. Students are asked to help choose the day's activities.

14. Students help other students learn.

15. Students look forward to coming to school. 15.

16. Most students are willing to share materials. 16.

17. Students decide what they are going to work on. 17.

Id. Students have fun learning in this class. 18.

19. A lot of time is wasted doing unimportant work at 19.
our desks.
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About the class:

20.

21.

22.

T t f F

n 7 E
E 0 0 0

E LT]

20.

21.

22.

Our classroom is a warm and friendly place.

There is a group of students who always try to spoil
everything.

The work that we do is worthwhile and important.

23. A lot of time is spent discussing ideas. 23. Ti t I 11

24.

25.

There is little chance For students to ask questions

Students are proud to be in this class.

24.

25.

-,C 1-7...7 L n
L! Ej 7 ::::

26. A lot of time is wasted in class. 26. 7 Ej 7 1-1-
27. Students often share their feelings with the class. 27. E 71 0
23. Students make a lot of the decisions about now they will

spend their time.
28. 0 E E l

29. Students look forward to coning to class. 29. E 0
30. Students care atouc each other. 30. n 7 7
31. We aiwaya do the same old things every day. 31. 1-7 n 7 ----,t

32. People are treated ,i0 respect. 32. n E 171 7
33. Students learn a lot by listening to each other. 33. U Ei
34. Students are afraid of making mistakes in front of others. 34. E 7-1.l__I

C-1
L..2 0

35. Students seem satisfied with the class. 35. E r---'L___1

36. Students never get the chance to say anything. 36. 11 E 0
37. Students are not allowed to help make decisions. 37. p E.-3

38. Lots of nice things happen in our class. 38. 0 7
39. Students enjoy helping each other. 39. 0 fil

40. Students often brag about what a neat teacher we have. 40. 0 7
41. There are a lot of exciting things goina on in our class. 41. E El 7
42. Most students really listen to what the teacher is saving. 42. TiEi E n
43. Students like each other. 43. 0 7
44. We spend a lot of time talking in class about things

that are important to us.
44. Li

f--, E Ei
45. We seldom have class discussions. 45. 7 0
46. Students spend a lot of time listening to each ocher. 46. E]
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ny Teacher T t f F

I. Works hard to make school interesting
I. L :]

2. Spends a lot of time just talking with students. 2- -7

3. Asks us what we want to study. 3.E EE
4. Is fair to me. 4. E
5. Is kind and loving. c
6. Embarrasses students for not knowing the right answers. . ri:17 1-7

7. Cares about my feelings.

S. Encourages students to ask questions and snare their ideas. 5.

9. Doesn't listen when I ask a question. 9. 7 J7 ...T.] L.]

10. Wants me to say what I think. 10. iJ 77 7
'

11. Listens to me and tries to understand how f feel. H. E 1 E E
12. Makes things worse when I have a problem. 12. 7 71 77 E
13. Lets us rake decisions. 13. E_] E
14. Thinks our ideas are stupid. 14. E
15. Has a friendly attitude. 15. E
16. Doesn't like us.

16. LJ Li Li L
17. Tells the class what she thinks. 17. 7 77
IS. Wastes a lot of my time. 18- El Ei

15. Never lets us discuss our ideas or share our feelings
in class. 19. L j Ll]

20. Tells the class how she feels. 20. L_J, E Li Li
21. Never listens to me and is not interested in my ideas. 2i.

17..] 11

22. Makes things boring. 22. 1-7 L Li Li
23. Makes me feel important. 23. E. 1121 E
24. Cards about how much I learn.

24' E E
25. Always decides what work we will do. 25 E I11 :]

26. Talks too much. 26. E E 0
27. Listens to what I have to say. 27. 7 71

:3. Is interested in my ideas. 28. Li F7



Teacher

29. Asks students for their opinions.

30. Asks good questions.

31. Tells us about herself.

32. Likes the otner students more than she likes me.

33. Lets students discuss their ideas in class.

29.

30.

31.

32.

33-

About Me
T f

E:1 LI-
I . Learning thincs in school is easy for me

I . 7
,---.i
---1

2. I feet that I act doing a good lob in school. 2. 7] 7 171
3. I really like my teacher. 3. 7 :7 7 L"
4. I have a lot of neat ideas.

4. Li Li rj
5. 1 na,,a lots of questions that

I never cet to ask. 5. F-7 77 .---,7 i_j

1 like to show the teacher h),./ work.

7. 1 hate it .,hen the teacher calls on to answer
' a question.

B. My classmates like what
I say.

9. t really like the ocher students in my class.

lO. t am rarely told that
I do good work.

II. I think that I am a successful student.

12. 1 would like to be given more chances to say
things in class.

13. I really like our class.

14. l am able !"0 do 10:3 of things well.

15. There are a lot of things
I don't understand, no

matter how nard I try.

6. Li Li

7'

8 E'77 T7

9.

10.

12.

=1

EL.172:1

13. E ;=_-J

14. n
15. E E Ci

16. My classmates listen to my suggestions.
16.

17. My classmates like me and treat me with respect.

18. I like my clgssmatts-

19. I like sharing my ideas with the class.

17.

Is.

19.

20. i like the stuff we work on in class.
20.

E

E E

L

rl
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APPENDIX D

TRAIT ADMINISTRATION PROCEDURES
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Administration Procedures
TRAIT -- 6th Grade

1. Introduce yourself, Teaching Research, and the research project tothe class.

2. Ask the teacher to please leave the room.

3. Explain honestly and briefly what is about to happen.

4. Describe the research project and illustrate the importance of collect-ing data from students. Explain why students' perceptions, ideas andfeelings are worthy of study. Ask for their cooperation and indicate
your appreciation for their efforts and honesty.

5. Explain to the students that they are not required to participate and
that they may discontinue participation at any point.

6. Assure the students that they will not be identified in any way ;nameswon't be asked for) and that their teachers and administrators willnever see the questionnaire that they are about to fill out.

7. Explain that they may feel uneasy answering questions about themselves,their friends, and their teacher. Reassure them that no one will beable to determine who filled out the questionnaire.

8. Explain the format of the questionnaire.

9. Pose two sample items and illustrate how to respond.

10. Ask for questions.

11. Reiterate the need for honest answers.

12. Tell the students that you will read the items to them and they shouldfollow along and mark their answers where indicated.

13. Ask the students to keep up by reading along with you.

14. Move briskly along with the reading. administration time is 15-20
minutes. Student responses should be quick, as the items reflect
simple information and not complex problem solving.

15. Collect all the questionnaires.

16. Thank the students for their help.

17. Reassure the students that the information they provided will be keptprivate and treated respectfully.
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APPENDIX E

SCALES & COORESPONDING TEST ITEMS



TRAIT

Scales & Corresponding Test Items

Attitude Scales (4)

1. Toward Teacher

Test Section Item Number

About the Class 4, 40, 42
My Teacher 1, 4, 5, 7, 12, 15, 16, 22, 24
About Me 3

2. Toward School

Test Section

About the Class

About Me

3. Toward Classmates

Test Section

About the Class
About Me

4. Toward Myself

Test Section

My Teacher
About Me

Item Number

1, 7, 11, 15, 18, 20, 25, 29,
35, 38, 41
13, 20

Item Number

6, 10, 14, 16, 30, 32, 39, 43
9, 18

Item Number

23, 32
1, 2, 6, 7, 8, 10, 11, 14, 16,
17, 19
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Interaction Scales (3)

1. Quantity

Test Section

About the Class
My Teacher

2. Teacher Receptiveness

Test Section

My Teacher

3. Open Communication

Item Number

12, 23, 27, 33, 45, 46
2, 19

Item Number

6, 8, 9, 10, 11, 14, 21, 26,
27, 28

Test Section Item Number

About the Class 34, 44
My Teacher 17, 20, 29, 30, 31, 33
About Me 5


