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ABSTRACT

This study investigated teacher-student relationships at Perth metropolitan
schools in Western Australia. From the literature, three key social and emotional
aspects that affect teacher-student relationships, namely, Connectedness,
Availability and Communication, were identified as important to good, positive
teacher-student relationships. Data were collected in four parts: (1) through a
teacher questionnaire; (2) through a student questionnaire; (3) through teacher
interviews; and (4) through student interviews. The three relationship aspects
formed the structure of a teacher questionnaire in which ten stem-items were
conceptualised from easy to hard - four stem-items for Connectedness, three
for Availability, and three for Communication — and answered in three
perspectives: (1) an idealistic attitude, this is what | would like to happen; (2) a
self-perceived Capability, this is what | am capable of, and (3) Actual Behaviour,
this is what actually happens, using three ordered response categories: not at
all or some of the time (score 1), most of the time (score 2), and almost always
(score 3). The same three aspects formed the structure of a student
questionnaire in which ten stem-items were conceptualised from easy to hard
and answered in two perspectives: (1)a realistic view, this is what does happen;
and (2) an idealistic view, this is what | wish would happen. Questionnaire data
were collected from 43 primary teachers concerning 139 teacher-student
relationships and 139 primary school students. Interview data were collected
from 25 primary teachers and 139 students gave either, or both, a brief written
comment and some verbal answers to relationship questions.

The teacher questionnaire data were analysed with a Rasch measurement
computer program (RUMM2020). Twenty-one out of 24 items fitted the
measurement model with p> 0.04 and formed a satisfactory linear scale. The
item-trait interaction chi-square =71.37, df=48, p=0.02 and so it can be claimed
that a dominant trait (called Teacher-Student Relationships) was measured.
The Person Separation Index (reliability) was 0.93 showing that the measures
were well-separated along the scale in comparison to the errors (which were
mainly from 0.17 to 0.22 logits). The results showed that, for each of the stem-
items, the ideal perspective was easier than the capability perspective which
was, in turn, easier than the actual happening perspective (where the items
fitted the model), as was conceptualised for the structure of the variable. That
is, there was reasonably strong, but not total support, for the structure of the
conceptualised variable. The easiest ideal item was ‘| would like to like this
child’ (very easy), and the hardest ideal item was ‘I would like to be available to
this child’ (but still very easy). The easiest capability item was ‘this child and |
are capable of getting along well together’ (moderately easy) and the hardest
capability item was ‘If | am busy and this child needs help urgently, | am
capable of stopping what | am doing and making myself available’ (moderately
hard). The easiest actual behaviour item was ‘This child and | actually get along
well together’ (moderately hard) and the hardest actual behaviour item was ‘I
am actually interested to learn about this child’s personal thoughts, feelings and
experiences’ (very hard indeed).

The student questionnaire data were analysed with a Rasch measurement
computer program (RUMM2020). Nineteen out of twenty items fitted the
measurement_ model with p> 0.10 and formed a satisfactory linear scale. The



item-trait interaction chi-square =45.0, df=40, p=0.27 and so it can be claimed
that a unidimensional trait (called Teacher-Student Relationships) was
measured. The Person Separation Index (reliability) was 0.90 showing that the
measures were well-separated along the scale in comparison to the errors. The
results showed that, for each of the stem-items, the ideal perspective was
easier than the real perspective. There was reasonably strong, but not total
support, for the structure of the conceptualised variable. The easiest ideal item
was ‘my teacher and | get along well together’ (very easy), and the hardest ideal
item was ‘if my teacher is busy, | can still go and get help’ (moderately hard).
The easiest actual behaviour item was ‘my teacher listens to me’ (moderately
hard) and the hardest actual behaviour item was ‘if my teacher is busy, | can
still go and get help’ (very hard indeed).

The teacher interview data were analysed using the Miles and Huberman
method and 31 themes about teacher-student relationships were identified from
the data. The student data were analysed in the same way as the teacher data
and 18 themes were identified. The 18 themes were then combined into five
abstractions about teacher-student relationships. Two of the abstractions
include 1) Students want to be able to connect with their teachers; students
want to be liked by their teachers; students want their teachers to be kind and
caring and to show a personal interest in them. However, these wants are not
always satisfied and 2) Students believe it is important to have a teacher who
will listen to them. Students want to be heard; students want to feel supported
by their teachers. Students who have teachers who will not listen to them feel
they are denied this source of support. The discussion data from teachers and
students confirm the inclusion Connectedness, Availability and Communication
-as key aspects impacting on teacher-student relationships. Additional key
aspects to emerge from the discussion data include Teachers’ relationships with
parents, Self-reflection, Equality and Teacher mood. The extended responses
made by teachers and students were useful for verifying questionnaire
responses, and provided an insight to their views. In particular, the responses
from students confirm that young children are able to provide reliable
information about their perceptions. )



DECLARATION

| certify that this thesis does not, to the best of my knowledge and belief:

(i) incorporate without acknowledgment any material previously submitted

for a degree or diploma in any institution of higher education.

(i) contain any material previously published or written by another person

except where due reference is made in the text; or
(iiiy  contain any defamatory material.

| also grant permission for the Library at Edith Cowan University to make

duplicate copies of my thesis as required.

Signature:

....................................



ACKNOWLEDGEMENTS

I am thankful to so many who have helped, supported and encouraged
me over the many years it has taken to complete this thesis. | especially want to
thank my God who has helped me to persevere. | wish to thank my family and
friends for their ongoing encouragement. | especially thank my husband Rico,
our children Jessica and Jayden, my parents Cher and Terry Harris, and my

grandfather Ron Ward.

| wish to thank my ‘Super’ Supervisors, Dr Russell, who edits and returns
draft chapters faster than the speed of light, and Dr Carmel, for sharing her
valuable insights. | greatly appreciate the time and energy that Russell and
Carmel have put into guiding me along this journey. | have particularly
appreciated their input and feedback over the last couple of years during my
chapter writing phase of the study. As | wrote and re-wrote each chapter,
Carmel and Russell patiently read and re-read my work until the final draft took

shape.

Finally, | wish to acknowledge and thank the many students and teachers
who agreed to participate in the study. | am grateful for their generosity in
sharing their precious time and knowledge so that we might better understand

the relationships that teachers and students share.

Our job is as much about human relations as it is literacy, numeracy,

science and so on and we, Iargely, set the tone.
Bill Rogers, 1990



‘ TABLE OF CONTENTS
Use of Thesis
Abstract
Declaration
Acknowledgements
List of Tables
List of Figures

Chapter One: Introduction
Teacher-Student Relationships
The Education System in Western Australia
Teacher Training in Western Australia
Research Questions
Relevance of this Study
Limitations
Definitions
Structure of the Thesis

Chapter Two: Literature Review
Relationship Development
Teacher-Student Relationships
Gaps in the Relationship Literature

Chapter Three: Theoretical Framework
Introduction
A Theoretical Model of Teachers’ Relationships with Students
Structural Model of Teachers’ Relationships With Students

Self-views

Chapter Four: Measurement and Tools for Data Collection
Measurement
Tools for Data Collection
Teachers’ Relationships with Students Questionnaire: Teacher's
View
‘Te‘_aChers" Relationships with Students Questionnaire: Student’s

View |

20
20
23
41

43
43
43
50
53

56
56
64

65

66

vi



Chapter Five: Methodology
Administrative Approvals
Method
Data Collection
Data Analysis

Chapter Six: Data Analysis: Part 1
Rasch Measurement (Teachers’ Views)
Initial Rasch Analysis
Final Analysis
The Teacher-Student Relationship Scale: Teacher's View

Summary

Chapter Seven: Data Analysis: Part 2
Rasch Measurement (Students’ Views)
Initial Rasch Analysis
Final Analysis
The Teacher-Student Relationship Scale: Student's View

Summary

Chapter Eight: Data Analysis: Part 3

Teacher Discussions and Open Ended Questions
Process of Analysis
Categories and Themes
Concluding Comments

Chapter Nine: Data Analysis: Part 4
Student Discussions and Open Ended Questions
Categories and Themes

Abstractions For Teacher-Student Relationships

Chapter Ten: Summarising the Research Questions
Summary
'Research Questions

68
68
69
79
82

84
84
85
91
96

98
98
99
105
110

112
112
114
147

148
148
160

167

167
168

vii



Chapter Eleven: Discussion and Implications
Discussion
. Implications

Conclusion

References

Appendices

Appendix A: ECU Human Research Ethics Committee Approval

Appendix B: Letter to Principals #1

Appendix C: Letter to Principals #2

Appendix D: 2" Letter to Principals

Appendix E: Letter to Parents

Appendix F: Teachers’ Relationships with Students Questionnaire
(Teacher’s View)

Appendix G: Teachers’ Relationships with Students Questionnaire
(Student’s View)

Appendix H: Samples of Discussion Schedules

Appendix I: Sample of Discussion Transcript

178
178
185
191

196

211
213
215
218
220

222

224

225
226

viii



Table 3.1

Table 5.1

Table 5.2

Table 6.1

Table 6.2

Table 6.3

Table 6.4

Table 6.5

Table 6.6

Table 7.1

Table 7.2

Table 7.3

Table 7.4

LIST OF TABLES

Structural Model of Teachers’ Relationships With Students

Details of the Participants in the Pilot Sample Used for
Testing the Quantitative Tools

Age and Gender of Student Participants

Global Item and Person Fit to the Measurement Model

Item Fit to the Measurement Model (Teacher Measure)

Item Thresholds for Teacher Measure

Item Wording and their Difficulties (Final Data Analysis)

Teachers with Lowest Teacher-Student Relationship
Measures (N=18)

Teachers with Highest Teacher-Student Relationship
Measures (N=25)

Global Iltem and Person Fit to the Measurement Model

Item Fit to the Measurement Model (Student Measure)

[tem Thresholds for Student Measure

Item Wording and their Difficulties (Final Data Analysis)

52

75
76

86

94

95
99
101
102

106



Table 7.5

Table 7.6

Table 11.1

Table 11.2

LIST OF TABLES (Continued)

Students with Lowest Teacher-Student Relationship Measures
(N=20) 108

Students with Highest Teacher-Student Relationship Measures
(N=29) 109

Revised Questionnaire: Teacher's View 193

Revised Questionnaire: Student's View 195



Figure 3.1

Figure 4.1

Figure 5.1

Figure 5.2

Figure 6.1

Figure 6.2

Figure 6.3

Figure 6.4

Figure 6.5

Figure 7.1

Figure 7.2

Figure 7.3

Figure 7.4

Figure 7.5

LIST OF FIGURES
Theoretical Model: Teachers’ Relationships with Students
Tools used for Data Collection
Research Design
Age and Gender of Student Participants

Response Category Curve for ltem 1 Showing Poor

Discrimination

Response Category Curve for ltem 13
Characteristic Curve for ltem 30
Person Measure/ltem Difficulty Graph
Person Measure/ltem Threshold Graph

Response Category Curve for Itém 1 Showing Poor

Discrimination

Response Category Curve for Item 1
Characteristic Curve for ltem 8
Person Measure/ltem Difficulty Graph

Person Measure/ltem Threshold Graph

44

64

74

77

84

88

89

90

91

98

102

103

104

105

Xi



CHAPTER ONE

- INTRODUCTION

Teaching is a people profession that demands a large proportion of time
being devoted to personal interaction. Positive teacher-student relationships are
believed to be necessary for effective teaching and learning to take place
(Arthur, Gordon, & Butterfield, 2003; Mclnerney & Mclnerney, 2006; Sztejnberg,
den Brok, & Hurek, 2004). Effective teachers are those who, in addition to being
skilled at teaching, are attuned to the human dimension of classroom life and
can foster positive relationships with their students (Good & Brophy, 2000;
Larrivee, 2005). But what is meant by positive teacher-student relationships?
Why are teacher-student relationships important and how are they to be
measured? This chapter begins with some discussion to these questions as a

background to the present study.

Teacher-Student Relationships

Positive teacher-student relationships are characterised by mutual
acceptance, understanding, warmth, closeness, trust, respect, care and
cooperation (Good & Brophy, 2000; Krause, Bochner, & Duchesne, 2006;
Larrivee, 2005; Noddings, 2005; Smeyers, 1999). The success of any
interpersonal relationship is dependent to a large extent upon input from both
parties (Noddings, 2005; Pianta, 1999). In the classroom setting, it is the
teacher who has the opportunity, and indeed, the responsibility, to initiate
positive interpersonal relationships (Barry & King, 1993, Krause, Bochner, &
Duchesne, 2006; Mclnerney & Mcinerney, 2006; Smeyers, 1999). The teacher
who is pro-active in demonstrating acceptance, understanding, warmth,
closeness, trust, respect, care and cooperation towards his or her students not
only works at initiating positive teacher-student relationships, but also increases
the likelihood of building strong relationships that will endure over time (Barry &
King, 1993).

Teacher-student relationships are important for many reasons. Teacher-
student relat_iohships greatly influence a student’s ability to adjust to school, to
do well at s‘chool, and to relate to peers {Entwisle & Hayduk, 1988; Howes,



Hamilton, & Matheson, 1994; Pianta, 1999; Sztejnberg, den Brok, & Hurek,
2004). The relationship between a teacher and a student impacts on classroom
management, levels of academic engagement and students' progress (Collins,
Harkin, & Nind, 2002; Klem & Connell, 2004; Sztejnberg, den Brok, & Hurek,
2004). Students who get on well with their teachers are more likely to develop
prosocial skills and behaviours and are less likely to adopt deviant behaviours
(Murray - #: Greenberg, 2000). Positive teacher-student relationships enhance
students' mental and emotional well-being, including their self-esteem and their
sense of belonging (Brazelton & Greenspan, 2000; Lynch & Cicchetti, 1992;
Murray & Greenberg, 2000; Pianta, 1999; Weare, 2000, 2004). Stable teacher-

H'student relationships have been found to promote resiliency in students,
enabling them to cope in the face of adversity, even into their adult years
(Novick, 1998; Rutter, 1979; Werner & Smith, 1992). Furthermore, the benefits
of positive teacher-student relationships extend to teachers, contributing to an
improved sunse of job satisfaction (L. Goldstein & Lake, 2000; Weare, 2004).
The importance of teacher-student relationships is further elaborated in the
second chapter of this thesis.

Familial and Social Trends

Due to familial and societal changes in Australia teachers are
increasingly challenged to support students socially and emotionally in ways
that were not so common 10 or 20 years ago. For example, as marriage rates
decrease and divorce rates increase the structure of the family in Australia has
altered to encompass de factor living, divorce, remarriage, blended families and
lone parenthood (Australian Bureau of Statistics, 2007a). With these changes
children and young people are increasingly concerned about their family
relationships and seek emotional support from people outside their families
(Kids Help Line, 2006). Teachers who possess an awareness and sensitivity
towards their students’ home life may be able to offer social and emotional
support in this area through the teacher-student relationships that are formed.

Other familial and societal trends in Australia that impact on children’s
social and emotional needs include the increased number of working mothers
and the increased number of children who attend child care. In 2004 close to
50% of women with children under the age of five were in the labour force



(Australian Bureau of Statistics, 2004). In the ten year period from 1996 to
2006, there was an increase from 46% to 52% of the number of mothers aged
25 to 34 who were employed. For mothers aged 35 to 44 in this same time
period, the rate of those employed rose from 64% to 68% (Australian Bureau of
Statistics, 2007¢). Alongside the increased rate of working mothers is an
increased rate of children who require child care. Recent figures suggest one in
five children under the age of five spend time in a formal child care settingin .
any given school week and 46% of children aged 12 and under receive some
form of care, be it before and/or after school care, long day care or informal
care by a relative (Australian Bureau of Statistics, 2005). Teachers who are
aware of their students’ care needs rnay be alert to the need for any additional
social and emqtionat support.

Increased immigration has added to the diversity of the Australian
_ classroom. Figures from 2005 - 2006 show a 72% increase in the number of
migrants to Australia compared with the period 1996 - 1997 (Australian Bureau
of Statistics, 2007a). Of the 180 000 permanent migrants who settled in
Australia in 2005 - 2006, 17 000 entered through the Humanitarian Programme
and mostly came from Sudan and traq (Australian Bureau of Statistics, 2007a).
Increased numbers of students from overseas means teachers are presented
with new chailenges as they seek to build supportive teacher-student
relationships. This is particularly the case for teachers of refugee students as
-"these students may be trying to settle into a new culture, learn English, and
cope with trauma associated with having experienced war in their home
countries (Earnest, Housen, & Gillieatt, 2007).

Measurement

The measurement of teacher-student relationships is a relatively new
area of résearch and, as such, there are few well-validated assessment
techniques (Pianta, 1999). Existing measurement methods are found wanting in
that they are based on True Score Theory. As explained in more detail in
- Chapter Four, there are many problems associated with using the True Score
Theory measurement model. Hence, there is need to provide an alternative
approach using.modern rules of measurement. In this way raw scores could be
used to produce linear measurement scales, so that valid inferences could be



drawn from these scales.

In addition to using linear measurement scales, there is a need to
continue to probe deeper and gather data to describe and assess teacher-
student relationships. A multi-method approach has been advocated by Pianta
(1999) who suggests that no single assessment device can be used to
adequately describe a relationship. In addition, Pianta (1999) recognises the
importance of “listening to teachers describe their relationships in their own
words, [and] listening to children describe [their] relationships with teachers” (p.
122). In Western Australia, there are relatively few studies where teachers and
students have been given the opportunity to provide first hand accounts of their
relationships, and no studies of linear measures of teacher-student relationships
seem to have been published with Western Australian data. A sombination of
qualitative data from questionnaires and quantitative data from face-to-face
discussions would seem to be needed to provide a study that has strength,
depth and detail. |

Past research on teacher-student interactions has mainly focussed on
instructional aspects of the teacher-student relationship and failed to recognise
relational aspects (Baker, 1999; Birch & Ladd, 1996; Pianta, 1999). Pianta
(1999) suggests educators themselves “often do not recognize that all or most
instruction involves social exchanges and emotional experiences” (p. 133). It
would seem that there are at least three key relational aspects of the teacher-
student relationship ~ namely Connectedness, Availability and Communication
(defined later in this chapter). These three key aspects could be considered
from different perspectives. Three main perspectives might be an ideal form (a
relationship that teachers and students consider to be most desirable), a
capability form (a relationship that teachers or students consider themselves to
be capable of forming, given their personalities) and an actual form (the
perceived actual relationships in th'e classroom). Before elaborating on this
study further, there is a need to explain the educational system in Western
Australia because this study is set within primary schools in Perth, and the
education system in Western Australia is different to other parts of Australia,

¥
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The Education System in Western Australia

The education system in Western Australia consists of a government
school sector and a non-government school sector, the latter being made up of
independent schools and systemic schools. Systemic schools are those with a
church or religious affiliation (Department of Education and Training, 2006).
Schools in both sectors rely on three sources of funding, namely, state grants,
federal grants and student fees (Association of Independent Schools of Western
Australia, n.d.; Australian Government, n.d.).

Western Australia currently has more than 1 000 schools servicing
around 370 000 students. The government school sector in Western Australia
comprises 771 schools which, in 2006, had an enrolment in excess of 250 000
studerits (Department of Education and Training, n.d.-b). The non-government
sector is made up of over 300 schools and in 2006, had an enrolment of over
119 000 students (Department of Education and Training, n.d.-c).

Schooling in Western Australian has three stages, namely
precompulsory, compulsory and post compulsory. The precompulsory stage is
comprised of kindergarten and pre-primary. The kindergarten programme runs
for eleven hours each week, and may be made up of four half days, two full
days or one full day and two half days. The pre-primary programme runs for five
full days each week. Kindergarten and pre-primary programmes are usually
offered on the primary school site. The compulsory stage of schooling in
Western Australia spans seven years of primary school (years 1 to 7) and three
years of secondary school (years 8 to 10). Students in the post compulsory
years of secondary school, namely eleven and twelve, have the option of
preparing for and sitting the Tertiary Entrance Examinations, or combining their
education with work place training or may leave school to commence full time
employment (Department of Education and Training, 2006).

Until recently, the school intake year coincided with the calendar year.
For example, children who turned five from January to December inclusively,
enrolled in pre-primary. Children who turned six from January to December
inclusively, enrolled in year one. In 2002, however, a change was made to the
school entry age. The revised cut-off date for determining class entry is the 30™
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of June. The new change means children must enrol in year one if they turn six
by the 30" of June. Children who turn six in the second half of the calendar year
may enrol at pre-primary (Department of Education and Training, n.d.-a).

An Outcomes and Standards approach was formulated by the Western
Australian Curriculum Council in the 1980s and formally adopted by the state
schooling system in 1998. The resultant Curriculum Framework “sets out what
all students should know, understand, value and be able to do as a resuit of the
programs they undertake in schools in Western Australia” (Curriculum Council,
1998, p. 6). All schools in Western Australia are expected to use the WA
Curriculum Framework, Although not yet fully implemented, the WA Curriculum
Framework caters for students from Kindergarten to Year 12 (Curriculum
Council, 1998). Some recent political decisions have delayed the
implementation of the Outcomes Based courses for Years 11 and 12, but this
has not affected the implementation of the Framework at the primary level.

The present study is focussed on teachers and students in the primary
school from year three (age 7) through to year seven (age 13). The following
section provides a background to teacher education in Western Australia and to
teacher-student relationships in Western Australia primary schools.

Teacher Training in Western Australia

This section begins with a background to teacher education in Western
Australia and traces the most significant changes as they have occurred in this
state. The discussion then focuses on teacher-student relationships in Western
Australia, looking at when teacher-student relationships have been recognised
as being important, and the steps that have been taken to support their
development.

For the greater part of the last century, the training of teachers in
Western Australia (as in other Australian states) was the responsibility of the
state's education department. From the early 1900s until the 1970s, the vast
majority of teachers in Western Australia were trained in state run Teachers'
Colleges at Claremont (established in 1902) and Graylands (established in
1955). Additional colleges were established at Mount Lawley in 1970 and at



Churchlands in 1972 (Edith Cowan University, n.d.). It is interesting to note that
the huge influence of the government run Teachers' Colleges on the state of
Western Australia was acknowledged as early as 1929 when Robert Cameron,
Professor of Education and Principal of the College at the time, shared his
thoughts about Claremont Teachers' College:

It is to be recognized that the Teachers' College is the most important
single institution under the control of the Government ... It would be
difficult to measure the College influence upon the State. What the State
will be in the future will depend upon what the College is to-day.
(Mossenson, 1955, p. 42)

The 1970s marked a period of change for teacher education, not only in
Western Australia, but around the country. In 1973, all state education
departments across Australia passed the control of teachers' colleges over to
the advanced education sector (National Board of Employment, 1990). In
Western Australia, the teachers’ colleges either closed, or converted to become
Colleges of Advanced Education. The change was further facilitated by the
delivery of the Federal Schools Commission Report in 1975. Included in the
report's recommendations was an injection of commonwealth funds into teacher
education. The financial support was extended to autonomous teacher training
facilities. This enabled independent colleges to become established and
simultaneously brought about a closure of state run teachers' colleges and an
end to the state government domination of teacher training (McKenzie &
Keeves, 1982).

. The 1980s and 1990s saw further changes to the operations of
iqstitﬁtions involved in teacher training and the emergence of new universities in
Western Australia. In the 1980s, additional campuses of the Western Australian
: College of Advanced Education were established, namely at Nedlands, Bunbury

" and Joondalup (Edith Cowan University, 2006). In 1991, the Colleges of

‘Advanced Education were amalgamated and became part of the Edith Cowan
2 University. In so doing, Edith Cowan University became the fourth university to
.- -_'_:'.-.','be established in Western Australia, the first being the University of Western
_ Australia which has been in existence since 1911, the second being Murdoch
v University which was established in 1972, and the third being Curtin University
of Technology which attained university status in 1986, having formerly been a
college of advanced education since 1966 (C'urlin University of Technology,



n.d.; Murdoch University, 2007; University of Western Australia, n.d.). A fifth
university, the University of Notre Dame, was founded in 1989 (The University
of Notre Dame, n.d.).

Although the training of teachers in Western Australia for many years
was the responsibility of the state education department, that responsibility has
- shifted from the state department to the individual universities that operate
within Western Australia. Each university is responsible for its individual course
content and, although aspects of the courses differ, their common goal is to
train teachers who may be employed to work in government or non-government
schools throughout Western Australia, Australia and overseas.

Teacher-Student Relationships in Western Australia

It is interesting to note that during the time of transition in the 1970s
when the state edtcation department’s control over teacher training was
lessened significantly, a Commiittee of Inquiry was established by the Western
Australian Minister for Education to “review the preparation and continuing
development of teachers in the light of existing and probable trends in the work
of schools” (Vickery, 1980, p. 4). The Report of the Committee of Inquiry into
Teacher Education in Western Australia, published in 1980, acknowledged the
impact of societal change on schools. Specifically, higher rates of marriage,
higher rates of divorce and higher rates of married women in the workforce
were just three of a number of trends thought to be redhcing the traditional
influences of the family, the church and the local community, resulting in “an
increased demand for pastoral and social education roles for the school”
(Vickery, 1980, p. 5). In recognition of the widening role of schools, the
Committee accepted that the primary function of schools was to provide for the
intellectual development of children, but believed "schools must also establish a
climate conducive to the healthy social, emotional and spiritual development of
all children” (Vickery, 1280, p. 7). In addition the Committee reported on issues
relating to pre-service education. Specifically, the Committee commented on the
importance of selecting preservice teachers who were suited to the profession.
Submissions received by the Committee claimed it was not enough for a
teacher to be knowledgeable about certain subject matter and skilled in the
processes of teaching and learning; personal qualities of the teacher mattered



as well. It was suggested preservice teachers needed te have “empathy for
children, patience, vitality, flexibility, tolerance, sensitivity and communication
skills” (Vickery, 1980, p. 23). While the Committee discussed this issue with all
teacher education institutions, it was agreed that it would be difficult to accept
prospective teachers to training courses based on their personal qualities.
Nonetheless, the importance of a teacher’s ability to relate positively to students
in the classroom had been noted.

More recently, teacher competency documents have incorporated
aspects of a teacher’s ability to relate positively to students in the classroom.
Planning for these documents began in the 1980s and 1990s when efforts were
made to “understand and articulate what effective teachers do” (Ministerial
Council on Education, 2003, p. 2). A competency based foundation was used to
produce documents at both national and state levels. At an Australian level, the
Ministerial Council on Education, Emplovment, Training and Youth Affairs
(MCEETYA) produced a National Framework for Professional Standards for
Teaching in 2003. Here in Western Australia, the Department of Education and
Training (DET) develo'ped the Competency Framework for Teachers in 2004.
The former was used to help shape the latter and, as a resuit, the two
documents cover similar ground. With regard to teacher-student relationships,
for example, both documents make reference to the importance of establishing
positive teacher-student relationships. The National Framework for Professional
Standards for Teaching refers to Professional Relationships that are
“‘underpinned by trust, respect and confidence” (Ministerial Counci! on
| Education, 2003, p. 11). In a similar vein, the Competency Framework for

- Teachers identifies the importance of a teacher's ability to “build and maintain
- learning partnerships with students” (Department of Education and Training,
2004, p. 21). Specifically, effective practice in this area is thought to be
~ evidenced when a teacher;

» respects students as individuals with different experiences, skills,
talents and interests,

* responds to students' emotional needs by providing appropriate
support,

» accepts and values students’ diversity and treats students equitably,

» listens and responds to students’ questions, comments, opinions,

~ thoughts, ideas and silences,

*  modifies communication styles to be inclusive of diverse students
needs. (Department of Education and Training, 2004, p. 21)



While the National Framework for Professional Standards for Teaching
and the Competency Framework for Teachers both advocate the establishment
of positive teacher-student relationships, neither document is mandatory. This
means that while teacher training and employment bodies in Western Australia
agree that positive teacher-student relationships are desirable, it is up to
individual schools to monitor and assess their progress towards achieving this

goal.
Research Questions
The present study addresses six research questions. These are now
presented.
1. Can a model involving three aspects (connectedness, availability and

communication) be devised to determine teacher self-reported views in three
perspectives (ideal, capability and actual) with regard to the teacher-student
relationship?

2. Can a model involving three aspects (connectedness, availability and
communication) be devised to determine student self-reported views in two
perspectives (ideal and actual) with regard to the teacher-student relationship?

3. Can a linear scale of self-reported teacher-student relationships be
created from the teacher’s point of view in which items within the main aspects
are ordered from easy to hard and calibrated on the same scale as the
measures from low to high?

4, Can a linear scale of self-reported teacher-student relationships be
created from the student's point of view in which items within the main aspects
are ordered from easy to hard and calibrated on the same scale as the
measures from low to high? L

5. What are teachers’ self-views about the aspects of Connectedness

Availability and Communlcatlon with respect to thelr ablllty to nmpact on |
relationships with students? MLOAER g e BT
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6. What are students' self-views about the aspects of Connectedness,
Availability and Communication with respect to their teacher's impact on their
shared relationships?

Relevance of this Study

It has been well established that positive teacher-student relationships
are important for student's cognitive development and for their social and
emotional well-being (Dowling, 2005; Weare, 2004). Teachers too stand to
benefit from positive relationships with their students (L. Goldstein & Lake,
2000; Weare, 2004). On a broader, international level teacher-student
relationships are being recognised as important contributors towards healthy
societal development (Willms, 2001). As such, an investigation into teacher-
student relationships has the potential to benefit students, teachers and the
wider community.

Past research on teacher-student relationships has focused heavily on
instructional aspects of the relationship, and largely ignored the social and
emotional aspects of teacher-student relationships (Baker, 1999; Birch & Ladd,
1996; Pianta, 1999). As such, research into social and emotional aspects of
teacher-student relationship is relatively new. This study, which takes place
across Perth metropolitan schools in Western Australia, helps to address this
gap in the research by identifying key social and emotional aspects of the
teacher-student relationship from the literature and exploring these in more
detail with data collected in Perth, Western Australia. Based on a review of the
current literature, the three key soctal and emotional aspects of the teacher-
student relationship that have been identified for inclusion in the present study
are Connectedness, Availability and Communication. Each of these three
aspects is explained in more detail in Chapter Three.

Given that research into the social and emotional aspects of teacher-
student relationships is a relatively new area of study, it is understandable that
there are few well-validated tools available. Calls have been made for the
development of valid and reliable tools that can be used to better understand
“'teacher-student relationships (Ang, 2005; Pianta, 1999). This study is unique in
that it uses a mixed-methods approach and modern methods of measurement
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to provide valid and reliable tools to investigate social and emotional aspects of
the teacher-student relationship. By employing world's best practice in
measurement in the human sciences (Rasch measurement), two linear scales
have been developed, one from the point of view of the teacher and the other
from the point of view of the student. This is a significant aspect to the study as
linear measures of teacher-student relationships using a Rasch measurement
model have not been created before. In addition, extensive discussion data has
been collected from the participants and offers valuable insights from the points
of view of both the teachers and the students. The quantitative data and the
qualitative data have been used to describe teachers' relationships with
students, and to determine the effectiveness of the newly designed
questionnaires. This is a completely new approach to better understand
relationships between teachers and students and the role these relationships
play in the primary school classroom.

Of the research published on teacher-student relationships most of the
studies have been conducted in the United States of America. My research
. provides information based on Western Australian teachers and students,
- resulting in greater local applicability than that of research conducted overseas.

- This study is important because it contributes new knowledge to the body of

. information about teachers’ relationships with students in primary school
- classrooms in Perth, Western Australia. | have designed a new theoretical
- model of teachers' relationships with students and a new structural model. Both

- models contribute to the development of new ways to measure teachers’

- relationships with students, and represent a significant aspect of the study. In
addition, this study contributes new knowledge concerning methods available
for obtaining information about teachers’ relationships with students.

3 It is anticipated that the information gained from this study may result in
beheﬁts to those involved in education. Information from this study may be used
in__téacher education to enhance the skills of training and practising teachers in
ord_er for them to more closely identify and meet students’ social and emotional

. nééds. The new scales may provide teachers with a tool for better

" understanding the dynamics of their own relationships with students and may
be used by researchers for further work in this area.
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Limitations

It is acknowledged that the present study has four main limitations and
these are now explained.

| The first limitation is that certain teacher participant variables have not
been controlled. The gender, socio-economic status and cultural background of
the teachers have not been controlled. Further, participating teachers’
educational qualifications and their years of teaching experience have not been
controlled.

A second limitation to the study is that the sample has been drawn from
the Perth metropolitan area in Western Australia. This means the results will not
necessarily be applicable to the wider population in Western Australia or
Australia.

| A third limitation to the study is that responses given to the
questionnaires and during the face-to-face discussions may have been in
accordance with how the participants felt they were expected to respond.
However, assurances of confidentiality coupled with encouragement for
participants to be accurate and true on responses is believed to have helped
alleviate this possible limitation. Further, a conscious effort to employ
appropriate interview techniques is believed to have encouraged true
responses.

A fourth limitation to the study lies in the construction of the theoretical
model itself. The model used for this study utilises three important aspects that
contribute to teachers’ relationships with students, but is by no means seen as a
complete set of aspects. It is readily acknowledged that there are a multitude of
aspects which contribute to teacher-student relationships, and for the purposes
of this study, three key aspects were selected. Future studies would do well to
further expand on the model by incorporating additional aspects which impact
on teachers’ relationships with students.

Definitions

The following definitions have been complied to explain how"t'he following
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terms are used in the context of this study.

Relationship is used to mean the relational connection between two people. It
covers aspects of bonding with others, belonging to others, feeling and showing
love and acceptance towards others and is based on feelings of safety and
trust. In this study the development of warm, personal relationships is
recognised as being impacted by the three key aspects of conneciedness,
availability and communication. |

Teacher-student relationship is the relationship that exists between a teacher
and his or her students. The focus in this study is on what the teacher brings to
the relationship in terms of their ability to connect with students, to be available
to students and to communicate with students. This is reported on from two
points of view: that of the teacher and that of the student. In this way the
teacher's point of view is reported in terms of how the teacher believes he or
she contributes to the relationship, and the student’s point of view is reported in
terms of how the student believes the teacher contributes to the relationship.

Resiliency refers to how well an individual copes with challenging
circumstances. Resiliency is believed to be evidenced when an individual works
through difficult experiences and can learn and grow from them.

Connectedness is used to mean how well teachers are able to connect with

_ their students on a personal level. It is expected that teachers who show a
genuine interest in students and who care about them as individuals are better
able to make positive connections. |

Availability encompasses how approachable and how accessible a teacher is,
as perceived by themselves and by their students. It is expected that teachers
who work at being approachable and accessible, and who are seen as such by
their students, will have greater opportunities to establish positive relationships
with their students.

Communication include various verbal and non-verbal skills that teachers use to
comiiunicate with students in meaningful ways. It is expected that good
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communication skills enhance a teacher's ability to relate to students in positive
and sensitive ways, thereby strengthening the teacher-student relationship.

(The following terms are relevant to the Rasch analysis)

True Score Theory is a theory of measuring social sciences variables which
claims that the true score obtained by a person is given by the total score of the
person on all the items of the test which is made up of a ‘true score’ and a
random error score. The scale created by the True Score Theory does not
contain equal units of measure and is therefore non-linear.

Rasch Measurement is a measurement mode! that calibrates item difficulties
and person measures on the same scale and creates a linear scale of variables
in the social sciences. To have the data fit the measurement model, the items
are ordered from low to high on the same scale. Persons who have low ability
can only answer the easy items but not the hard ones. Only persons who
possess higher ability can answer both the easy and the hard items.

The Partial Credit Model is one of the main models within Rasch measurement.
The Partial Credit Model makes it possible to use three or more response.:
categories, or outcomes, to create a linear scale. .

ot . ; o - .
Unidimensional means only one attribute of an object is being measured in a
test.

llem-trait Test-of-fit Statistic is a chi-square statistic with its corresponding
probability of fit that examines whether a unidimensional scale is created under
the specifications of a Rasch model. The statistic checks the consistency of the
item parameters across the r'éspondent measures for each item and then the
data are combined across ail items to give an overall test-of-fit (Andrich & van
Schoubroeck, 1989, pp. pp. 479-480). The test shows the collective agreement
for all items across persons of different measures along the scale and shows
whether a unidimensional trait (inferred by a single measure for each person)
can be used to describe each person’s item response.
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Person Separation Index is an index ranging from 0 to 1 that shows the
proportion of observed variance considered to be true. A high value of the Index
indicates that measures of the respondent’s ability or preference are sufficiently
well separated along the scale in relation to the errors of measurement. It is
“constructed as the ratio of estimated true variance among persons and
estimated observed variance among persons, using estimates of their locations
(measures) and the standard errors of these locations (measures)” (Andrich &
van Schoubroeck, 1989, p. p. 483). The Person Separation Index is interpreted
like a Cronbach'’s alpha which measures tie internal reliability of non-linear
scales (Cronbach, 1951).

Item Thresholds show the location on a continuum whereby it is likely a person
will obtain a particular score. More specifically, thresholds are points between
adjacent response categories where the odds of answering in either category
are 1:1. With three response categories there are two thresholds and with four
response categories there are three thresholds. Thresholds should be ordered
in line with the ordering of the response categories showing that the responses
are answered consistently and logically.

Targeting shows whether an item'’s level of difficulty is matched to the
participant measures. For example, targeting may show that hard items need to
be added to the scale to better target those participants with high measures.
Category Response Curve show whether items have been answered logically
and consistently. The actual curve that is produced shows the relationship
between the probability of answering each category in relation to the specific
measure. For example, the ideal curve for an item with three response
categories shows that when the measure is low, then the probability is high that
the participant response is low (category one). As the measure increases, the
probability of answering category one decreases and the probability of
answering category two increases. As the measure increases further still, the
probability of answering category two decreases and the probabitity of
answering category three increases. |

Item Characternistic Curve shows how well the items diﬁerentiatéltbetween
persons with differing measures. A curve is produced for each item showing the
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relationship between the expected response score and the particular measure.

Global ltem-person and Person-item Test-of-fit examines both the response
patterns for persons across items and for items across persons. The test-of-fit

~ examines the residual between the expected estimate and the actual values for
each person-item summed over all items for each person and summed over all
persons for each item. The fit statistics approximates a distribution with a mean
near zero and a slandard deviation near one when the data fit the Rasch
measurement model.

Structure of the Thesis

_ This thesis is presented in eleven chapters. Summaries of chapters two
to eleven are given below.

Chapter Two is the literature review. The chapter provides a discussion
;’m the development of relationships and why they are important for cognitive,
social and emotional development. The relationship between an infant and
primary care-giver is discussed in terms of the influence such a relationship has
on an individual's overall development and on the development of their future
relationships with others. The discussion then turns to the importance of
examining an individual's social development within the wider social network.
The wider social network is inclusive of teachers, and as such, the second half
of the chapter provides a review of past research into teacher-student
relationships. Key findings are discussed and gans in the research are
identified.

~ Chapter Three presents the theoretical framework for this study. A new
theoretical model of teachers’ relationships with students has been devised and
is described. Built into the theoretical model are the three key aspects of
Connectedness, Availability and Communication. The three key aspects are
described in terms of how each is expected to impact on a teacher’s ability to
develop relationships with students in the classroom. The chapter also presents
a newly constructed structural model. The structural model provides the
theoretical basis for the construction of the questionnaires used in this study.
The chapter concludes with an explanation of self-views as applicable to this
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study.

Chapter Four describes theories of measurement and highlights
problems that are encountered when using True Score Theory in social science
research. The advantages of using Item Response Theory in preference to True
Score Theory are explored and a summary of Rasch measurement is included.
The chapter then goes on to describe the tools used to collect data for this
study. The structure of the questionnaires and the discussion schedules is
explained.

Chapter Five explains the methodology. The chapter begins with an
explanation of the administration approvals that needed to be obtained and the
ethical considerations that were made. A rationale is then provided for the
method chosen for this study. The chapter includes details of the study design,
the study sample and a summary is given of the pilot tests. Procedures used for
data collection and data analysis are explained.

The Rasch analysis for the teachers' views on teacher-student
relationships is presented in Chapter Six. Results of the initial Rasch analysis
and the final analysis are included. Tables and graphs generated by the RUMM
2020 program are used to further explain the analysis results. The chapter
concludes with a summary of the Rasch measurement analysis of the teachers’
quéstionnaires.

Chapter Seven details the Rasch analysis for the students’ views on
teacher-student relationships. As in Chapter Six, Chapter Seven includes the
initial Rasch analysis and the final analysis. Tables and graphs are again used
to help explain the analysis resuits and the chapter concludes with a summary
of the Rasch measurement analysis of the students’ questionnaires.

Chapter Eight presents the data analysis from the face-to-face
- discussion with teachers and the responses teachers made to the open ended

- questions. The chapter begins with a description of the process used to analyse

these data. The findings are then presented as themes within main categories.
- The main categories are Connectedness, Availability, Communication,

18

R



Teachers’ Relationships with Parents and Self-Reflection for Teachers. In all,
thirty-two themes are put forward in this chapter and are supported using

material from the discussion transcripts.

Chapter Nine reports the students’ discussion data and the responses
students made to the open ended questions. The chapter presents the findings
as eighteen themes within the main categories of Connectedness, Availability,
Communication, Equality and Teacher Mood. The themes were then used to
formulate five abstractions. The abstractions portray students’ perceptions

about their relationships with their teachers.

Chapter Ten begins with a summary of the study and goes on to answer
each of the research questions. The key findings are presented along with a
review of the themes and abstractions identified in the discussion data.

Chapter Eleven is the conclusion of the thesis. The results of the study
are discussed in light of current literature. The chapter then concludes with

implications for educational administrators, teachers, students, policy makers

and future research.
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CHAPTER TWO

LITERATURE REVIEW

'--:--;_;ffBeglnnlng in infancy and continuing throughout childhood and into
| adulthood relationships are a key factor impacting on an individual's overall

" development (Tronick, 2005: Weare, 2004). Increasingly, relationships are
recognised as being essential for an individual's cognitive development, social
competence and psychological wellbeing (Dowling, 2005; Larrivee, 2005; Nadel
& Muir, 2005; Noddings, 2005). Pianta (1999) identifies children's relationships
with adults as being “a cornerstone of development’ (p. 185) and contends the
role of adult-child relationships is often underestimated due to a lack of
understanding. An increased understanding of the role of adult-child
relationships and specifically, teacher-student relationships can be made
possible with further research. Research into teacher-student relationships in
school settings is particularly valuable as the classroom situation provides a
social context in which teachers interact with students (Weare, 2000). It is within
the classroom setting that teachers have a unique opportunity to develop
supportive relationships that serve to enhance a student’s cognitive, social and
emotional development (Good & Brophy, 2000; Pianta, 1999; Wentzel, 1998).

This chapter begins by providing a general overview of relationship
development, and then specifically addresses teacher-student relationships and
the development of research in the classroom. This chapter inciudes overviews
of‘previous relevant studies. Gaps in the research are identified and, in so
doing, a platform is laid for the present study. Literature specifically relating to
the key aspects of Connectedness, Availability and Communication is
presented in Chapter Three.

Relationship Develapment

People are social beings with both a capacity and an in-built need to
interact with others (Tronick, 2005). As people interact with each other,
interpersonal connections are made that provide the basis of shared personal
relationships. The nature of shared personal relationships impact on an
individual's overall health and well-being (Tronick, 2005; Weare, 2000). Such a
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sense of “well-being" may be described as one’s sense of being ‘loved’ and of
‘belonging’, and is recognised as a primary human need upon which other
needs are established (Weare, 2000). This notion is supported by the
psychologist Maslow (1968) who developed a hierarchical list of five basic
human needs. Maslow listed the need for belongingness and love (affiliation,
acceptance and affection) third, preceded only by safety needs (security and
protection) and physiclogical needs (such as food and drink) (Krause, Bochner,
& Duchesne, 2008). While critics may argue the sequential nature of Maslow's
human needs model, few would argue the identification of belongingness and

love as a basic human need.

To better understand relationship development, it is essential to
appreciate the influence of interactions between a primary care-giver and an
infant. Such interactions influence how an infant’s early relationships are
shaped and formed. An infant has “social and psychological significance for
others and is responded to in an emotional way” (Broom & Selznick, 1975, p.
98). The responses received by the infant indicate acceptance or rejection,
~ approval or disapproval, relaxation or tension. The responses received
influence the physical care the infant receives and the construction of
interpersonal boundaries for that particular relationship (Broom & Selznick,
1975; Sameroff, 1989).

A discussion of attachment theory, as proposed by Bowlby (1958) and
Ainsworth (1963), is helpful in further examining the significance of interactions
between a primary care-giver and an infant. Attachment is viewed as a process
that begins in infancy, and continually evolves and adapts throughout an
individual's lifetime (Cicchetti, Cummings, Greenberg, & vdarvin, 1990; Dunn,
1993). Attachment theory suggests children develop secure or insecure
attachment to their mothers or no attachment at all, depending on the
frequency, reliability and appropriateness with which the children's needs are
met (Takahashi, 2005). This has been demonstrated in recent studies on
Romanian adoptees where duration of deprivation was shown to have a close
link with the degree of attachment behaviour disorders (O'Connor & Rutter,
2000). '
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The quality of attachment and the individual's personality traits determine
the child's future social development, with a direct connection existing from one
set of social experiences to the next (Fox, 1993). In highlighting the importance
of the parent-child relationship, Feiring and Lewis (1984), state:

The quality of the interaction, such as the parents’ responsiveness and
sensitivity to the child's needs, is predictive of a secure child-parent
relationship. The security of a parent-child relationship may affect the
child's social development inasmuch as secure children are more willing
to interact with other persons. (p. 62)

Proponents of attachment theory see positive child-parent relationships
as desirable for a number of reasons. Children who experience supportive,
emotional attachments early on are more likely to feel secure and be willing to
explore the world around them (Bretherton, 1992; Harrison, 2003). Children who
have supportive emotional bonds with their parents are more likely to develop
positive relationships with peers and teachers and are more likely to complete
school (Marcus & Sanders-Reio, 2001; Pianta, Nimetz, & Bennet, 1997).
Furthermore, secure attachment is considered to be a protective factor
contributing to one’s state of mental health (Eagie, 1995; Hart, Brinkman, &
Blackmore, 2003).

While a focus on the relationship that develops between a primary care-
giver and an infant is a necessary starting point, social theorists emphasise the
importance of examining a child’s total social experience rather than just an
individual's involvement within an isolated relationship (Furman, 1989; Lewis,
Feiring, & Kotsonis, 1984). This is borne out in the work of Bronfenbrenner
(1979) through his conceptualisation of categories of networks, specifically,
microsystem, mesosystem, exosystem and macrosystem. Lewis, Feiring and
Kotsonis (1984) stress that in order to gain a fuller understanding of a child’s
social development, the focus on the child’s interactions must go beyond that of

the immediate family, extending into the wider social network of adults and
peers, kin and nonkin.

A child’s social development is impacted by those in the wider social
network. The child as the ‘seeker’ of particular social needs relies on adults and
peers in their social network as the ‘suppliers’ of those needs. This view is
supported by the theories of Sullivan and Piaget (Youniss, 1980) whereby, at
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the initial stage of socialisation, the child is seen as a recipient only. As the child
matures and becomes able to perceive the needs of others, the second stage of
cooperative socialisation is reached, when the child may be a contributor, as
well as a recipient, through a collaborative, interactive process. Adults seek to
nurture mature skills, and children, keen to engage in adult activities, impel their
own development (Rogoff, 1986). This theory is consistent in part with Neo-
Piagetian views of children “actively constructing their own development,
through their interactions with the environment” (Davis, 1991, p. 16). This theory
aligns with the Vygotskian notion that adults and experienced peers provide
children with social guidance, assisting the internalisation of skills initially
practised with support in order for the skills to be used by children
independently (Rogoff, 1991).

The concept of learning through interaction with others is supported by
- the symbolic interactionist view which asserts that an individual's social

<oy I bghaviour will be modified in response to behaviours, attitudes and expectations

~ of others present (Fine, 1981). The view that social learning occurs through
interactions with others is widely supported in the literature and interactions
betwzen students and teachers are seen to contribute to students’ social
development, as well as to the development of the teacher-student relationships
that they share.

Teacher-Student Relationships

Research has shown that positive relationships between teachers and
students are essential for effective teaching and learning to take place (Corrie,
2002; Mclnerney & Mclnerney, 1994). However, the focus of much educational
research in the past has been on teacher effectiveness and students' academic
achievement in the absence of any relational context. While the outcomes of
such previous studies have been of value, the resulting overall picture of the
educational process has been incomplete (Fraser, 1986). This section reviews
past research into teacher-student relationships, details recent trends that have
contributed to knowledge in this area and outlines areas of research that still
need to be carried out.
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As far back as the late 1940s, research was being conducted into the
area of classroom climate, also referred to as psychological atmosphere and
social-emotional climate. John Withall (1949) was one of the early pioneers in
this area of research. He proposed a technique for analysing teachers' verbal
behaviours to ascertain the extent to which teachers create a climate conducive
to student learning. Withall (1943) found that teacher behaviour exerted a large
influence on the emotional tone of the classroom and claimed it was “the most
important single factor in creating climate in the classroom"” (Withall, 1949, p.
347). Although Withall did not explore teacher-student relationships as such, he
did recognise the impact teachers have on the classroom learning environment.
While there was some interest in this area of research, it would appear that the
interest was not sustained. This may have been due to the greater attention
given to research into student outcomes, particularly during the 1970s (Fraser,
1986).

. ¥ According to Brophy and Good (1986), the A "( of educational research
in the 1970s had a process-product emphasis that Iargely focussed on teacher
 effectiveness and curriculum effectiveness. Although studies at that time

. examined the interactions between teachers and students, the main focus was

~ on instructional aspects, such as methods of instruction (Brophy & Good, 1986),

teacher thought processes (Clark & Peterson, 1986), teacher behaviour
(Shulman, 1986) and the proportion of teacher talk to student talk (Brophy &
Good, 1986). Teacher effectiveness was gauged by student achievement. This
meant that teachers were recognised as being effective when their students
attained a h:igher-than-expected level of achievement on standardised tests.
(Shavelson, Webb, & Burstein, 1986). In this way process-product studies
linked teacher behaviour to student achievement but had little or no regard for
the relational context of teacher-student interaction (Birch & Ladd, 1996; Brophy
& Good, 1986).

While it has been suggested that most of the educational research

. "'gbnducted in the 1970s had a process-product focus, a notable exception is

'ff'tiUnd in the work of Rudolf Moos (Fraser, 1986) who spent most of the decade
exploring psychosocial environments. Moos conducted research in classroom
environments along with various other social environments that included
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“university residences, hospital wards, community-based treatment settings,
juvenile and adult correctional facilities, military companies, families, social and
therapeutic groups, and work milieus” (Fraser, 1986, p. 16). As a result of this
work, Moos identified three dimensions believed to be necessary for inclusion in
any instrument used to assess human environments. These dimensions are
described by Fraser (1986) as follows;

Relationship Dimensions which identily the nature and intensity of
personal relationships within the environment and assess the extent to
which people are involved in the environment and support and help each
other;

Personal Development Dimensions which assess the basic directions
along which personal growth and self-enhancement tend to occur; and
System Maintenance and System Change Dimensions which involve
the extent to which the environment is orderly, clear in expectations,
maintains control and is responsive to change. (p. 16)

The work of Moos and Trickett (1974) gave rise to the Classroom
Environment Scale proposed as suitable for use in secondary school
classrooms. The Classroom Environment Scale was designed to assess such
aspects as student involvement in the class, the affiliation felt between students,
competition that exists between students, and teacher support in terms of the
_ help, concern and friendship directed by the teacher towards the students
(Fraser, 1986). This particular scale provides evidence that during a “process-
product” dominated era in educational research, some researchers were
acti\?ély exploring the social and emotional climate of the classroom.

In the late 1970s, Rutter (1979), like Moos and Trickett (1974), was not
caught up in the process-product wave of educational research. Instead he was
focussed on finding out why some vulnerable children did not succumb to the
stress in their lives, but somehow managed to cope. In so doingff Rutter (1979)
identified “warm close personal relationships” as one factor thaf could provide
protective benefits (p. 71). He highlighted the idea that a non-parental adult who
develops a close bond to a child may have a positive psychological impact on
that child's life and named schools as “social institutions that have an impact on
children's behaviour and emotional development” (Rutter, 1979, p. 61).

In the late 1980s and continuing into the 1990s, an increasing number of
classroom studies emerged with a focus on the relational context of interaction
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between teachers and students. Psychosocial aspects of the classroom
environment were acknowledged as being important and the topic of teacher-
student relationship became a focus of attention. Teacher-student relationships
were found to influence students’ behavioural adjustment at school as well as
their academic success (Entwisle & Hayduk, 1988). Furthermore, teacher-
student relationships were found to enhance resiliency and provide protective
factors for mental health and social and emotional well being (Pianta & Walsh,
1996).

in recent years schools have been identified as key agencies that can
effect change in the community through the promotion of social and emotional
learning in students (Weare, 2000; Weissberg, Caplan, & Harwood, 1991).
Weissberg, Caplan and Harwood (1991) describe the education system as “the
most efficient and systematic means available to promote the psychological,
social, and physical health of school-age children and adolescents” (p 835).
The authors encourage administrators and educators to consider how schools
must cope with public pressure to raise achievement scores, and for schools to
use their potential to enhance the mental and physical wellbeing of students in
ways that improve the ability of students to perform academically to the best of
their capability and to become “responsible citizens and productive workers” (p.
835). In a similar vein, Weare (2000) challenges schoo! communities to promote
social, mental, and emotional health in students, in order to contribute to
improved social cohesion in the community at large.

Benefits for Students

Research into teacher-student relationships has highlighted a number of
ways in which students may benefit from having positive relationships with their
teachers. These are discussed as follows.

Adijustment to school

A student’s adjustment to school is determined partly by how well a
student has made the transition from his/her home or day-care setting to the
school setting. This includes how well they adapt socially, how well they perform
academically and how positively they feel towards being at school. Research on
classroom relationships has found that a positive relationship between a

26



teacher and a student will assist 2 student’s adjustment to school and enhance
hisfher school performance (Baker, 1999; Entwisle & Hayduk, 1988; Hamre &
Pianta, 2005; Valeski & Stipek, 2001).

) At a time when most research on educational attainment was focussed at
the secondary level of schooling, Entwisle and Hayduk (1988) chose to explore
“the social structural and interpersonal forces that impinge on children early in
their school carers” (p. 147). Their study traced students at three Baltimore
schools through their first three years of elementary school and beyond.
Students along with their mothers, teachers and peers were questioned to
determine the influence each had on how well the students would adjust to
school, Results found that students in all three schools were influenced by their
“significant others” (parents, teachers and peers) in the first three grades of
school and the influence continued into the long-term. While it was found that
some students were more greatly influenced by their parents and others were
more greatly influenced by their teachers, Entwisle and Hayduk (1988) were
able to conclude “children’'s development is embedded in their social life [and] to
understand it, one must take account of the social system in which children
function” (p. 158).

One way of examining the social system within which students function is
to investigate students’ perceived levels of support. Valeski and Stipek (2001)
did this with 225 kindergarten students and 127 first graders in American
schools, The measure Feelings About School (Valeski & Stipek, 200‘;l§) was
completed by students and used to ascertain their perceived levels of support
form teachers. Links were found between students’ perceptions of teacher
support and their attitudes to school. Students who felt their teachers cared

about them also had positive attitudes towards school.

Links between students’ perceptions of teacher support and their
attitudes to school have also been found for adolescents. A study by Wentzel
(1998) used subscales from the Classroom Life Measure (D. Johnson, Johnson,
Buckman, & Richards, 1985) to investigate perceived levels of support from
teachers for 167 adolescents. A total of eight items were used in the measure
and students answered using five Likert response categories where 1 = never
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and 5 = always. Sample items included “My teacher likes to help me learn” and
“My teacher really cares about me". Additional scales were used to determine
perceived support from peers, family cohesion, psychological distress, interest
in school and in class and academic achievement. Overall resuits found a
strong link between supportive interpersonal relationships and the motivation of
young adolescents to do well at school.

School adjustment may also be identified by the level of satisfaction a
student experiences. This concept was explored in an American study by Baker
(1999) who used self-report questionnaires, observations and interviews with

- sixty-one students to determine their levels of satisfaction with scheol. The

students, who were from grade 3 to grade 5, belonged to low-income, urban
African-American families. Baker (1999) confirmed that students who like school
had different social experiences with their teachers compared with students who
dislike school. Those students who liked school cited greater support from their
teachers than those who expressed less satisfaction with school. This indicates
that teacher-student interaction is a contributing factor to school adjustment in
the primary years.

Student learning
A child’s ability to develop relationships with others is considered by

- some to be the most essential factor affecting a child’s capacity to learn

(Brazelton & Greenspan, 2000; Malaguzzi, 1993). Research on interpersonal
relationships has found that a child's cognitive development is impacted to a

- large degree by the social and emotional qualities of the relationships they

share with their parents and teachers (Pianta, 1999). As Greenhalgh (1994)

~ states, “children need to develop a sense of emotional safety and trust in others
. for development and learning to proceed” (p. 25).

A number of studies have found links between cooperative, supportive

" school environments and a student's ability to do well at school and to attain
" higher levels of academic engagement and success (Entwisle & Hayduk, 1988;
~ Gardner, 1993; Howes, Hamilton, & Matheson, 1994). A recent example is

found in the work of Klem and Connell (2004) who analysed sets of longitudinal .
data collected during the period 1990 to 1995. The data included records and
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surveys frorfi teachers and students and measured teacher support and student
achlevemdnt Klem and Connell (2004) identified teacher support as being
lmportant to student engagement. Students who ‘engaged’ more at school were
more hkely to attend school and to achieve higher test results than those who
were less ‘engaged’. The results were consistent across the primary and the
junior high school classes. |

Another recent study that shows a link between positive teacher-student
relationships and enhanced student learning was conducted by Burchinal,
Peisner-Feinberg, Pianta and Howes (2002). These authors tracked 511
~ preschool children over a five year period. They found that while there are many
factors that contribute to academic competence in students, a close relationship
with the teacher is one such factor, and it is a factor that is particularly beneficial
for students considered to be at risk for lower achievement.

Furthermore, it has been suggested that “strong, positive relationships
with students can provide motivation [for teachers] to spend extra time and
energy promoting children's success” (Hamre & Pianta, 2001, p. 626). This may
produce a positive, on-going, cyclical effect whereby extra input from a teacher
contributes to a student’s success which prompts the teacher to have further
input and so on.

Peer relationships

: r/
Links have been found between teacher-student relationships and how

well students relate to their peers. Students who relate well to their teachers are
better able to develop positive relationships with their peers (Howes, 1999;
Howes, Hamilton, & Matheson, 1994; Peisner-Feinberg et al., 2001; Pianta,
1999). What remains to be determined is whether positive teacher-student
relationships assist students in establishing positive peer relations or whether
students experience success in both relationship domains by virtue of the social
skills they already possess (Hughes, Cavsll, & Willson, 2001).

In the United States of America, Howes (2000) used a longitudinal study
to explore the links between teacher-student relationships and peer
relationships between students. She tracked 307 students over a five year
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period from a childcare setting to kindergarten and into elementary school. The
study used the Peer Play Scale to determine peer social competence, the
Classroom Behaviour Inventory to assess behaviour problems and the Student-
Teacher Relationship Scale to measure the quality of relationships between the
~students and their teachers. The study found that students who developed
positive relationships with their teachers were more likely to interact with peers
in socially appropriate ways. Howes (2000) concluded “considerable individual
variation in children's social competence with peers as second graders can be
understood by examining both their individual experiences and behavioural
characteristics as four-year-olds in child care and the social and emotional
climate of their child care classrooms” (p. 202). The study emphasises the
impact teacher-student relationships have on the social development of young
children. Furthermore, the study highlights the need for an increased awareness
of the importance of establishing and maintaining a positive social and
emotional climate in the classroom. |

Student behaviour

Supportive interpersonal relationships between teachers and students
have been found to bring about positive behaviour in students. An American
study followed 436 children from -kindergarten to grade two in crder to identify
and compare relationship histories (Pianta, Steinberg, & Rollins, 1995). The
study showed kindergarten students who shared a “warm, close,
communicative” relationship with their teachers had more positive teacher-
student relationships in second grade, displayed fewer incidences of problem
behaviours and a greater incidence of competent behaviours compared with
those kindergarten students who had “angry, dependent” félationships with their
teachers (Pianta, Steinberg, & Rollins, 1995, p. 295). It is acknowledged that
teacher-student relationships are neither the only contributing factor to student
behaviour, nor the sole predictor of student behaviour. For example, students

| may come to school with problem behaviours such as aggressicn or defiance

- and teachers may find such behaviours challenging to deal with. In fact such

- challenging behaviours may make it more difficult for teachers to form a positive
| _relationship with those students. Nonetheless, the study supports the notion that
- once a good student-teacher relationship is established, it has a positive effect
on student behaviour (Pianta, Steinberg, & Rollins, 1995).
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Research into childhood aggression suggests positive teacher-student
relationships attenuate children's levels of aggression (Hughes, Cavell, &
Jackson, 1999; Meehan, Hughes, & Cavell, 2003). Data on 140 American
students in Years One and Two indicated that aggressive students who had a
positivé relationship with their teacher in Year One were more likely to have
lower levels of aggression in Year Two. The influence of positive teacher-
student relationships to lower levels of aggression was found to be even more
pronounced for students of African American and Hispanic backgrounds
compared with Caucasian students (Meehan, Hughes, & Cavell, 2003).

Positive teacher-student relationships have been found to r;duce the
likelihood of students dropping out of school (Marcus & Sanders-Reio, 2001;
Rumberger, 1995). This is desirable given the link between school retention and
the decreased incidence of social problems such as unemployment, teenage
pregnancy, crime and addiction (Marcus & Sanders-Reio, 2001). The quality of
teacher-student relationships has been identified as one of a number of factors
to influence a student'’s decision to complete school. This is supported by
findings in a study by Rumberger (1995) who found that students who believed
they had supportive, caring teachers were less inclined to drop out of school.
Students who do drop out of school “frequently express a sense of individual
alienation from school personnel” (Carnahan, 1994, p. 117). By actively
fostering positive relationships between teachers and students it may be
possible to minimise the incidence of school dropout behaviour.

Resiliency

Resiliency reters to an individual's ability to cope with risk factors such as
stress and disadvantage. A definition offered by Masten, Best and Garmezy
(1990) suggests resiliency is the “process of, capacity for, or outcome of
successful adaptation despite challenging circumstances” (p. 426). Positive
teacher-student relationships are known to promote resiliency in children.
Furthermore, positive teacher-student relationships are thought to assist in the
development of protective factors, potentially effective into adulthood (Novick,
1998; Pianta & Walsh, 1996; Rutter, 1979).

Rutter (1979) was one of the first to conduct research into factors that
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produce resiliency in students. His longitudinal study tracked the progress of a
cohort of 10-year-olds in Britain. The study spanned seven years starting from
the students’ final year of primary school and continuing across their years at
secondary school. Actual levels of delinquent behaviour were compared with
expected levels as predicted using information about student behaviour prior to
when they started secondary school. Distinct differences were found between
schools. In accounting for the differences, Rutter was able to identify “the
‘atmosphere’ of the schools and their qualities as a social institution” (Rutter,
1979, p. 63). This led Rutter to conclude that schools can and do produce a
significant protective effect in the lives of students at risk by impacting on
students’ behaviour and emotional development (Rutter, 1979).

A number of studies confirm the link between positive teacher-student
relationships and resiliency. For example, a Hawaiian study by Werner and
Smith (1992) found that infants who were able to overcome various risk factors
and grow up to lead productive lives did so through the support of people who
provided a secure relationship. Apart from members of one's own family,
teachers were identified as being a major source of support. Another study to
recognise the role of teacher-student relationships in promoting resiliency was
that of Moskovitz (cited in Larrivee, 2005). In this particular study, some
survivors of Nazi concentration camps “attributed their resilience to their

connection with warm, caring and encouraging teachers” (Larrivee, 2005, p.
71).

Sense of self

One's sense of self, or self-esteem, is considered to be necessary for
healthy mental, emotional and social development. An individual's developing
sense of self is contributed to by “warm personal, trustworthy relationships”
(Weare, 2000, p. 86). Positive teacher-student relationships have been
recognised as making an important contribution in this area. Students with high
levels of self-esteem have been found to have high levels of support from
parents and teachers. In cases where low parental support has been identified,
high teacher support has been found to have a compensatory effect on student
self-esteem (Harter, 1996). | |
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Emotional competence

Warm, caring relationships contribute to children’s emotional
competence (Kienbaum, 2001). Deiro (2005) suggests "strong, heaithy
connections with prosocial adults are essential to a child’s healthy social and
emotional development” and “without caring relationships with prosocial adults,
the prospects of a healthy social and emotional development are markedly
diminished” (p. 4).

Positive teacher-student relationships have the potential to strengthen
emotional competence thereby enhancing mental health. This is of particular
relevance in Western Australia, considering 17% of children aged 4 - 16 have
been identified as experiencing mental health problems, and an estimated 5%
of young children suffer depression (Australian Bureau of Statistics, 2007b;
Child Health Promotion Research, 2007; Zubrick et al., 1995). Schools are seen
to have the potential to help promote mental healith in children through the
strengthening of teacher-student relationships (Zubrick, Silburn, Burton & Blair,
2000; Pianta, 1999). In this way teachers are being challenged to view their
relationships with students as a resource for intervention (Karen, 1998; Pianta,
1999). Karen (1998) strongly advocates teachers take on a more active role in
the promotion of children's emotional well-being, and recommends they
capitalise on opportunities to relate to students (particularly those at risk) in
positive ways. He claims “the school years are a unique opportunity for troubled
children to be redirected emotionally, but that opportunity has not been seized”
(Karen, 1998, p. 424).

In an American study on emotions and school adjustment, Shields,
Dickstein, Seifer, Giusti, Magee, and Spritz (2001) illustrate the importance of a
teacher’s influence on students’ emotional competence. Contrary to their
| expectations, the authors found the input of teachers to children's emotional
competence was just as important for older children as it was for preschoolers.
They suggest teachers can and should coach students to display appropriate
emotional responses in a range of everyday situations (Shields et al., 2001).

Hargreaves (2000) regards teaching as “an emotional practice” (p. 824).

Alter interviewing 53 teachers from elementary and secondary schools in

33



Ontario, Canada, Hargreaves (2000) was able to stress the importance of
emational understanding and the dangers of emotional misunderstanding in the
context of teacher-student relationships. He suggests maximum emotional
engagement and understanding are achieved when teachers and students
share strong continucus relationships. In addition, positive teacher-student
relationships that contribute to emotional competence are believed to be
necessary for high-quality teaching and learning to take place (Elias &
Weissberg, 2000; Hargreaves, 2000).

Benefits for Teachers

Caring classroom relationships have been found to contribute to a
teacher's sense of job satisfaction (Connell, 1985; L. Goldstein & Lake, 2000),
resulting in what has been referred to by Lortie (cited in Hargreaves, 2000, p.
817) as the “psychic rewards” of teaching. One way teachers secure psychic
rewards is “by establishing close emotional bonds or emotional understanding
with their students as a foundation for teaching and learning” (Hargreaves,
2000, p. 817). Teachers who share positive relationships with students are
more likely to contribute to a supportive school climate in which teachers (as
well as students) enjoy the school experience (Deiro, 1996). Conversely,
teachers who interact with students in a negative manner, for example, “yell,
name call, threaten, or use sarcasm and social ridicule are using hostile means
to control students that destroy trust relationships and increase stress for all”
(Corrie, 2002, p. 13). Such behaviour results in dissatisfaction in the workplace.
It is also possible that teachers who become overwhelmed by the commitment
to care for students may suffer “emotional strain, anger and alienation” (L.

- Goldstein & Lake, 2000, p. 862), resulting in a loss of job satisfaction.

; ‘The idea that positive relationships support teaching and learning and
- exert a positive influence on teacher job satisfaction is supported by Pollard's

i (1985) model of a positive cycle of teaching and learning. The model suggests

that teacher initiatives that lead students to experience a sense of their own

. dignity and value are the ones that best stimulate learning. This then leads to

~ effective instruction and the maintenance of order which in turn enhances
- teacher self-esteem and job satisfaction (Pollard, 1985). Pollard (1985) also
puts forward a parallel model of a negative cycle of teaching and learning. In the
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second model teacher initiatives that threaten students’ sense of dignity and
value are seen as likely to damage the teacher-student relationship, to disrupt
effective teaching and learning, thereby increasing teacher stress levels and
reducing job satisfaction.

Developments Within the Area of Measurement

As research into teacher-student relationships has continued there have
been notable developments within the area of measurement. There have been
developments, for example, in the way teacher-student relationships are
identified and described, in the measures used to assess teacher-student
relationships, and in eliciting students’ views. An examination of these areas will
now follow.

The identification and description of teacher-student relationships

In order to assess relationships they must first be identified and
described. Georg Simmel (1858-1918) is hailed as the founder of sociology and
is recognised as one of the early pioneers in this field. He worked at identifying
and documenting the reciprocal patterns of behaviour that constitute the
interactive process between individuals. In so doing, Simmel suggested ways to
classify and analyse social relationships. In particular, Simmel identified
patterns of conflict, of cooperation, and of competition. The work of Simmel has
had “a deep influence on American social science” and effectively silenced his
critics who maintained “that no social science was possible” (Coser &
Rosenberg, 1989, p. 44).

Pianta is one example of a researcher whose own investigation of
relationship assessment has been influenced by Simmel's work. Pianta (1999)
has modified Simmel's groupings and uses the terms conflict, closeness and
dependency to describe relationships between teachers and students. These
terms feature in the Student-Teacher Relationship Scale (STRS), a too! used
extensively in the United States in nation wide and local studies (Pianta, 1996).
According to Pianta (1999), a relationship that is identified as conflictual is one
in which there is a display of anger, emotionally negative interactions, student
misbehaviour and ineffective behaviour management on the part of the teacher.
A relationship that is identified as close is one in which there is reciprocal
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involvement and high levels of positive emotional interactions. A relationship
that is identified as dependent is distinguished by a student who exhibits high
levels of help seeking behaviour and of seeking physical proximity to the
teacher. Such behaviour is interpreted as an over-dependence by the student
on the teacher (Pianta, 1999). These groupings are not hierarchical in order but
are thought to encompass the range of relationships that may exist.

In their investigation into teacher-student relationships, Birch and Ladd
(1998) also use three categories to identify and describe relationships, namely,
“moving against others”, “moving towards others” and “moving away from
others”. Of these categories the first two match Pianta’s categories and the third
is quite distinct. Birch and Ladd identify a “moving against others" behavicural
orientation that matches Pianta’s conflictual relationship pattern. According to
Birch and Ladd (1998), a relationship categorised as “moving against others” is
characterised by aggression, defiance and hyperactivity. Such behaviour tends
to result in discordant interactions and poor relationships with teachers. A
second behavioural orientation identified by Birch and Ladd (1998) is "“moving
toward others”. This is similar to Pianta's (1999) close relationship pattern and
is characterised by helpful, cooperative and considerate student behaviour. The
third behavioural orientation identified by Birch and Ladd (1998) is “moving
away from others”. Unlike any of the behavioural patterns identified by Pianta,
“moving away from others" is typified by asocial children who withdraw
themselves, minimise contact with teachers and reduce the opportunity to
develop positive teacher-student relationships (Birch & Ladd, 1998).

Within attachment theory, developed by Ainsworth and Bowlby in the
1960s, three different attachment styles are identified. These are, avoidant,
secure and anxious-ambivalent (Ainsworth, Blehar, Waters, & Wall, 1978).
Whilst attachment theory was initially used in research on infant-caregiver
relationships, much of the current work on teacher-student relationships is
“nested within an attachment theory perspective” (Howes, 2000, p. 191). This
perspective recognises the influence of teacher-student relationships on the
development of other relationships. For example, students who have a warm or
secure relationship with their teacher are thought to use their teachers as a
secure base and"_a resource for the development of other social relationships
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(Howes, 2000).

Relationship assessment procedures, by which data on relationships
may be collected, typically include observations and interviews. Lynch and
Cicchetti (1992) caution that no one assessment procedure on its own is
adequate for assessing relationships. Pianta (1999) goes further to say the
“description and assessment of relationships is ... best when informed by
multiple perspectives [and] by multiple methods” (p. 89). In future studies, there
is a need to find ways to best identify and describe relationships by considering
multiple perspectives (teachers' views as well as those of students), and by
using multiple methods (questionnaires as well as discussion schedules). in this
way it is possible to obtain a more complete picturé of the relationships teachers

and students share.

The development of non-linear measures

As research into the area of teacher-student relationships has developed
so too have various measures used to assess teacher-student relationships. To
date researchers in this area have typically relied on traditional methods of
measurement and have predominantly made use of rating scales like Likert
scales. For example, a number of studies into student-teacher relationships
have made use of the Relatedness Scale developed by Wellborn and Connell
(1987). The Relatedness Scale consists of 17 items that are assessed on a 4-
point scale. The first 7 items are *I” statements that describe the relationship
from the student's point of view (such as “l wish my teacher could spend more
time with me” and “| wish my teacher knew me better”). To each statement the
student must select one of four possible responses: definitely not true, not very
true, sort of true and very true. The final 10 items describe how the students feel
when they are with their teacher (for example, “When I'm with my teacher | feel
safe” and "When I'm with my teacher | feel bored”). To each of these statements
the student must select one of four possible responses: almost never, not very
often, some of the time and almost always. A significant weakness in the design
of the Relatedness Scale is that the level of difficulty between items is not taken
into consideration and neither is the level of difficulty of the responses. The
resulting scale may be ordinal but it is not additive or linear (see Chapter Four
on Measurement). Even so, calculations are made to determine which one of
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five possible patterns of relatedness exists between the student and their
teacher.

The Student-Teacher Relationship Scale is another example of a popular
tool that produces an ordinal scale rather than a linear measurement scale but
which, nevertheless, is treated as a linear measurement scale (Pianta, 1996).
As already stated, the Student-Teacher Relationship Scale has been used
extensively in recent American studies and has been promoted as “the only
standardized and validated instrument available for assessing teacher’s
perceptions of student-teacher relationships” (Pianta, 1999, p. 94). However,
within the instrument design, the item difficulties are not considered. For
example, the first three items read “| share an affectionate, warm relationship
with this child”, “This child and | always seem to be struggling with each other”
and “If upset, this child will seek comfort from me”. An additional problem is that
the 28 items are rated on a 5 point Likert-type format that includes a neutral
response. The scale is then scored by summing groups of items and calculating
a total score, This rating scale is treated erroneously as a linear scale.
Problems with these scales are explained in Chapter Four on Measurement.

Calls have been made for the development of valid teacher-student
'relationships measures (Pianta, 1997, 1999). Recently Ang (2005) responded to
the calls by producing a Teacher-Student Relationship Inventory. The Teacher-
Student Relationship Inventory was reported to be a reliable and potentially
valid instrument. Ang (2005) feit it was a necessary addition to the available
tools given that the Student-Teacher Relationship Scale was mainly suited to
students from preschool up to Year 3 and the Teacher-Student Relationship
Inventory was suitable for use with students from Year 4 through to junior high
school. The problem with the Teacher-Student Relationship Inventory is that,
like the Student-Teacher Relationship Scale and the Relatedness Scale, it is
treated as a measurement scale when it is in fact a rating scale.

There is a need to respond to the call for the development of valid

- teacher-student relationship measures by using modern methods to produce
linear measures with Rasch (1980/1960) Computer programs. Measurement
scales of this kind are superior to rating scales as explained further in Chapter
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Four. This would be a particularly important aspect of any new study as linear
measurement scales have not been used previously in any other research into
teacher-student relationships. There is a need to develop scales for use with
students across the primary years and secondary years.

Eliciting students’ views

Adult-like communication skills have been thought to appear in children
as young as 4 years of age (Black, Puckett, & Bell, 1992) and some studies
have demonstrated that young children are able to articulate “their
understandings of social roles and categories” in reasonable and reliable ways
(Corrie & Leitdao, 1999, p. 25). Even so, of the studies that have been conducted
in the area of teacher-student relationships, the main focus of attention has
been on teachers' views (Pianta, 1999; Saft & Pianta, 2001). This has resulted
in a lack of information about students’ views. This is of some concern
considering students’ perceptions are recognised as “the determinants of
student behaviour ... [and] can be more important than observed behaviours”
(Fraser, 1986, p. 3). Adding to the argument for eliciting students’ views is the
finding that adults’ perceptions of students' views may not necessarily match
that of the students (Dubow & Uliman, 1989).

Of the studies that have investigated teacher-student relationships from
the students’ perspective Lynch and Cicchetti (1992; , 1997), Toth and Cicchetti
(1996) and Wentzel (cited in Pianta, 1999) found that students were in fact able
to offer valuable information about the relationships they shared with teachers.
For example, Lynch and Cicchetti (1992) found in their study that it was
possible to use the information provided by the students to identify what kind of
relationship they shared with his/her teacher. In all, 215 students between the
ages of 7 and 13 participated in the study. Each student was able to be
identified as having either an optimal, adequate, deprived, disengaged or
confused relationship with their teachers. Furthermore, the relationships shared
with their teachers correlated to the students’ experiences with their parents.

- Results such as these provide support for the argument to inciude students'
views when researching teacher-student relationships.

A more recent example of a study that successfully elicited young
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students’ views is that conducted by Mantzicopoulos (2005) in the United
States. In this particular study, 103 economically disadvantaged students from
24 public school kindergarten classes were asked about conflictual aspects of
their relationships with their teachers. The student participants were aged
between 67 and 83 months of age. They were asked to agree or disagree with a
set of nine items. The students did this by viewing a card that related to the item
and “posting it" into either a letter box (if they agreed with the statement) or a
rubbish bin (if they disagreed with the statement). items included statements
such as "My teacher gets angry with me”, and “My teacher tells me | don't try
hard enough”. Results from this particular study seem to indicate that students
as young as 5 years and 7 months of age are able to articulate their awareness
of negative or conflictual interactions with their teacher. Furthermore, it was
found that student responses correlated with teacher responses, which was
seen to substantiate the reliability of the students’ responses. Calls have been
made to further examine teacher-student congruence of relational self-reports
within specific teacher-student dyads (Mantzicopoulos, 2005). This is an area
undertaken in my study.

It is important to note that while both of the studies just mentioned, that
~is, by Lynch and Cicchetti (1992) and by Mantzicopoulos (2005), did take
students’ views into consideration, they also both limited students to using
standard response formats. The inherent danger with using standard response
formats is that researchers may be imposing their own factors on the students
ar__j_’d may be limiting the responses students make (Dubow & Uliman, 1989).
This is because methods for assessing teacher-student relationships typical
involve standard response formats such as true-false and muitiple choice
-options. While these formats do yield useful information from the student's
perspective what is lacking is the student's voices. It must be remembered that
students may have more to say than just the limited responses on offer and

ol provision should be made io hear their extended responses if they so wish to

4 - make them. In this way, open ended questions may be used to further ratify and

arhplify student’s responses to the initial closed response questions. This gap in
t_he research can be addressed in a future study by giving students the

| ,(;pportunity to respond to open ended questions and to make extended
'response:-s during discussions. Likewise teachers can be invited to record
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written responses to open-ended questions and to give extended responses in
discussions. This stance is supported by Seidman (1991) who maintains talking
with participants is a “powerful way to gain insight” into the lives of individuals

(p. 7).

Gaps in the Relationship Literature

) Positive relationships are vital for an individual's ongoing overall
development. Positive relationships between teachers and students are said to
contribute to a student's cognitive, social and emotional development.
Furthermore, teachers who experience positive relationships with their students
are believed to benefit by way of increased job satisfaction. Such gains make
research into teacher-student relationships a very necessary endeavour.

Previous research into teacher-student relationships has had a strong
emphasis on instructional aspects but has failed to fully explore relational
aspects. There is a need to investigate relational aspects of teacher-student
relationships, such as the key aspects of connectedness, availability and
communication. Further justification for exploring these particular three key
aspects is provided in the following chapter.

There is a need for research into teacher-student relationships that uses
modern methods of measurement. Research to date has relied heavily on
traditional research methods that employ rating scales and, as a result, there is
a lack of linear scales. Furthermore, there have been calls for the development
of valid and reliable tools for use in teacher-student relationship research.
Modern methods of measurement, such as Rasch measurement, have been
used successfully in the human sciences to produce valid and reliable tools. In
addition, modern methods of measurement, such as Rasch measurement, have
the potential to contribute new information within the area of teacher-student
relationship research.

Greater research needs to be done to determine students’ views of
teacher-student relationships. Most research to date has taken teachers’ views
into consideration but failed to consider students’ perspectives. This has partly
been due to a lack of regard for the value of students’ views and partly due to a
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lack of available tools with which to obtain students’ views.

There is a lack of research in Perth, Western Australia, with respect to
teacher-student relationships. Local research is needed to determine teachers’
views and students’ views in order to better understand the role these shared
relationships play in Western Australian classrooms. In addition, this research is
particularly needed, given the current concern for the mental well-being of

Western Australian primary school students.

The next chapter explains the theoretical framework of the present study.
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CHAPTER THREE

THEORETICAL FRAMEWORK

e -_.-Thls chapter presents the theoretical framework for the study A new

) 'theorettcal model of teachers' relationships with students and a new structural

model have been devised for this study. Both models are presented and
explained along with supporting information from the iiterature. In addition, this
chapter explores the importance of self-views in the context of the study.

Introduction

There are many aspects that influence the quality and nature of personal
relationships and, specifically in this study, relationships between teachers and
students in the primary school. A complete understanding of how these aspects
influence teachers’ relationships with students is likely to be very complex. To
fully understand the interconnections between all possible aspects would be
very involved, and is beyond the scope of this study. However, it is possible to
simplify these connections by creating a theoretical model and building into it a
selected number of aspects that are considered most important. The resulting

- theoretical model of teachers’ relationships with students features in this study.

This simplified model provides an understanding of the interconnections
between the selected aspects, gives direction to the research in the collection of
data, and provides guidelines for the analysis and interpretation of the data. In
addition to the theoretical model, a structural model for the questionnaires has
been constructed for use in the study. The structural mode! presents the
theoretical basis for the construction of the questionnaires developed for this
study. Both models will now be explained.

A Theoretical Model of Teachers' Relationships with Students
A review of the literature on relationship development reveals there are a

number of vital aspects necessary for the development of strong, heaithy
relationships between teachers and students. The aspects identified as
significant include emotional safety and trust (Greenhalgh, 1994), positive
emotional involvement (Pianta, Nimetz, & Bennet, 1997), a sense of closeness
(Brazelton & Greenspan, 2000), teacher availability (Pianta, 1999; Weissberg,
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Caplan, & Harwood, 1991) and, open communication (Pianta, 1999). For the
purpose of this study, these aspects from the literature have been grouped into
three broad areas, namely Connectedness, Availability and Communication.
Each of these broad areas is seen to be a key aspect likely to impact on a
teacher’s ability to develop relationships with the students in their classroom.
These three key aspects have been built into the theoretical model for this
study. The model is depicted pictorially in Figure 3.1. An explanation of the

model and a description of each of the three key aspects follows.

Teachers’ Relationships with Students

Connectedness Availability
with students to students

|
l | l

/;eacher demqnstrates -N/fl'_eacher demonstrates .._\/T;acher demonstrates ‘\

Communication
with students

a personal knowledge an ability to communi- good verbal skills

of the students cate availability to the
i students good non-verbal skills

a genuine care far the

students making time to be good listening skills
o . available to students,

a genuine Interest in in groups and individu- | a sensitivity to

the students’ lives ally cultural differences

. I with regard to
a sensitivity to anindi- | annroachability (that is, | communication J

vidual student's emo- the students are able
tional state and/or to approach the

needs teacher)

a supportive attitude that spending time with

towards the students-/ students is a priotity

an ahility to follow up
with students concern-
ing academic, social or

kemo'[icxnal COhCEINS /

Figure 3.1. Theoretical Model: Teachers' Relationships with Students.
Source: Created from a literature review. for this study by Natalie Leitdo (2005)
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The Theoretical Model is a multi-levelled model. Incorporated in the first
level are the three key aspects most expected to impact on teachers’
relationships with students: Connectedness, Availability and Communication.
The second level of the model features the expected mechanisms by which the
key aspects will be demonstrated by teachers as they relate with the students in
their classes. Teachers who demonstrate the expected mechanisms will be
seen to be working towards achieving the key aspects in their relationships with

students. The three key aspects and the mechanisms are now explained.

Connectedness

Connectedness refers to the connection that exists between a teacher
and a student and, as indicated in the literature, is expected to be an important
aspect in the development of teachers’ relationships with students in the
classroom (Fox, 1993; Howes, 2000). Connectedness is expected to
encompass how ‘in-tune’ a teacher may be with a student, and concerns the
emotional tone of the relationship (Lynch & Cicchetti, 1992). A secure
connection between a teacher and student is expected to contribute to an
individual student’s academic success, a student’s ability to regulate his or her
own behaviour, and a student’s ongoing ability to develop social relationships
with others (Entwisle & Hayduk, 1988; Shields et al., 2001; Thompson & Lamb,
1984; Valeski & Stipek, 2001). How well teachers connect with their students is
considered to be a significant aspect to investigate when considering teachers’
relationships with students in the primary school because positive connections

enhance a student’s sense of belonging and self value (Slater, 2004).

Connectedness mechanisms

The concept of connectedness is an abstract one, and is therefore
difficult to observe directly. However, it is possible to identify observable
mechanisms which teachers are expected to demonstrate in order to achieve
connectedness with the students in their classroom. For example, teachers are
expected to have a personal knowledge of their students, a caring attitude
towards their students and a genuine interest in their students’ lives (L.
‘Goldstein & Lake, 2000; Good & Brophy, 2000). Teachers who connect with
students-are éxpgcted to be sensitive to individual students’ emotional states
and needs, and communicate a supporﬁve attitude towards the students. In the
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present study, teachers are asked to report on these mechanisms by
responding to the ‘Connectedness’ items in the questionnaire. The degree to
which these mechanisms are demonstrated will indicate the degree to which
connectedness is being achieved.

Connectedness Constraints

Constraints are factors expected to'impinge on teachers' abilitir: to attain
the level of connectedness they desire or may be capable of achieving. The
following few paragraphs provide examples of these.

Personality type is an expected constraining factor. For instance, a -
student’s temperament may not be compatible with that of the teacher and a |
personality clash may result. Such a clash would make it more difficult for the
teacher and the student to trust each other ana to get to know each other on a
deeper, more personal level. Personality type may also present as a
constraining factor in the instance of a timid or reserved student who may be
disinclined to reveal personal information. Such reluctance to discuss personal
detail would make it harder for a teacher to connect with the studenton a

i
personal level. |

Time is expected to be a constraining facto_j'. Teachers have many
demands made of their time. How much time is devoted to connecting with
students is impacted by how much time is made available to achieve that.
Teachers who are burdened with administrative tasks and a demanding
teaching load are less likely to have the flexibility of investing time into getting to
know students on a personal level than teachers who have lesser administrative
Fasks and lower teaching loads.

Another constraint to be considered is that of attachment history.
Teachers' inclination and ability to connect well with others is impacted by their
own attachment history. Similarly, students' inclination and ability to connect
well with others is impacted by their attachment history (Harrison, 2003). Prior
ineffective attachment relationships have been found to inhibit the developmer:t
of an individual's future relationships (Pianta, 1999). In ac_i-'.ldition. teachers have
been found to alter their behaviour towards students depf;;nding on the student's

46



attachment history. For example, students with resistant attachment histories
elicited a higher level of nurturance and tolerance from their teachers than did
students with other types of attachment histories (Lynch & Cicchetti, 1992).

Availability

Availability is expected to be an important aspect influencing teachers’
relationships with students as indicated in the literature (Good & Brophy, 2000;
Pianta, 1999). In this study, availability means how :available teachers are to
their students. Put another way, it means how easily students are able to
access their teacher. Availability is expected to include a teacher being
available to fulfil a need for a student, be it an academic need (for example, to
help with school work), or a social or emotional need (for example, to talk about
being rejected by a friend). By being available and spending time with students,
it is expected that teachers and students will get to know each other better
(Good & Brophy, 2000; Pianta, 1999). In addition, ongoing contact with a caring
adult, such as the classroom teacher, is expected to help develop in children a
protective mechanism thereby reducing psychosocial risk factors (Weissberg,
Caplan, & Harwood, 1991).

Availability mechanisms
While availability itself may be difficult to observe, there are a number of

possible mechanisms related to availability which are observable. Teachers are
expected to demonstrate these mechanisms in order for the key aspect of
availability to be evidenced in their relationships with their students. For
example, it is expected that teachers will explicitly communicate their availability
to the students, by stating when and where they will be available. The teacher is
expected to make time available to students, in groups and individually, and to
follow up with individual students concerning academic, social or emotional
concerns. The students need to view the teacher as being ‘approachable’. In
addition, the teacher needs to prioritise putting time aside to be with students.
Participants in the study are asked to report on these mechanisms by
responding to the ‘Availability’ items in the questionnaire.

Availability constraints
Teachers’ perceived and actual availability is expected to be influenced
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by various constraining factors, such as the personalities of both the teacher
and the student. For example, teachers who demonstrate warmth and empathy
may be regarded by their students as more approachable than teachers who do
not exhibit those qualities. Furthermore, teachers may make themselves more
available to students who present as the ‘ideal’, be it on account of their
personality, physical attributes or their behaviour, compared with other students
who are considered to be less ‘ideal’ (Fox, 1993). With respect to students'
personality, they may or may not consider their teachers to be available
‘depending on their own feelings of confidence. Shy children, for example, may
not perceive their teachers to be approachable, even if those teachers are
demonstrating availability mechanisms.

Another constraining factor expected to impact on teacher availability is
the teacher’s ability to perceive a situation and respond appropriately.
According to attachment theorists, this is most likely influenced by the teacher's
own attachment history. It is believed that teachers who have “a secure
attachment history will be more likely to understand and value their role in this
relationship with their students and will be better able to meet the [student's]
attachment needs” (Kesner, 1994, p. 4).

Time is expecte% to be a constraining factor, as already mentioned in the
discussion on connectedness. Increased administrative tasks and challenging
teaching tasks take up the greater part of a teacher’s time in the classroom
each day, resulting in reduced time to be available to students.

Communication

Good communication is expected to be important to the ongoing
development of relationships between teachers and students. Adler (1485)
emphasises this point by stating “without communication, there can be no
community. Human beings cannot form a community or share in a common life
without communicating with one another” (p. 15). When done effectively,
communication allows for the meeting of ‘hearts and minds' (Adler, 1985). In the
context of the classroom, ongoing communication is noted by Wynne (cited in
Sroufe, 1989) as being a major process in the development of relationships.
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Effective communication is based on a shared focus of attention that
leads to shared meanings. Sroufe (1989) suggests “through repeated sharings
of meaning, attachment deepens” (p. 119). By communicating effectively people
are able to relate to each other in meaningful ways. Communication that takes
on “a quality of caring, openness, and authenticity ... naturally engenders
respect and love” (Campbell, 2005, p. xxix). Goldstein (1995) describes an
effective teacher as being one who is able to communicate with their students
“in positive, sensitive, and assertive ways” (p. 16). In the context of the
classroom, communication of this kind is expected to strengthen a relationship
of trust and respect between teacher and student (Good & Brophy, 2000).

Communication mechanisms

There are a number of mechanisms which are expected to indicate the
degree to which a teacher is achieving communication with students in the
. classroom.

Within the teacher-student dyad, good oral communication is expected to
require a teacher to be able to express information and ideas well. With regard
to oral communication, this is expected to be dependent upon a number of
factors, including a teacher's ability to select appropriate words, articulate words
correctly, use pitch, volume and pauses effectively, and to use suitable rates of
speech. Coupled with the oral delivery is the importance of non-verbal skills.
These include appropriate use of eye contact, facial expressions and body
language such as hand gestures. It must be acknowledged that much of this is
culturally determined. What may be considered appropriate in one culiure, may
or may not be considered appropriate in another (Bormann & Bormann, 1981).
The successful combination of these factors is expected to be essential for
good communication to be achieved.

®e —

Active listening is expected to be an essential ingredient for good
communication, and involves “an empathetic involvement with the other person”
(Bormann & Bormann, 1981, p. 75). For example, when a teacher is talking to
a student, the teacher should be alert to cues from the student to recognise
whether or not the intended message is being received, and actively listen to
what the student may have to say in return.
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Participants in the study are asked to report on these mechanisms by
responding to the ‘Communication’ items in the questionnaire. The degree to
which these mechanisms are evidenced will indicate the degree to which
communication is being achieved.

Communication constraints |

Time is an example of a constraining factor expected to hinder teachers'
attempts to communicate with their students as they would like or may be
capable. As mentioned earlier, increased demands on teacher time in terms of
teaching loads and administrative tasks are expected to limit the time available
to communicate effectively with students in the classroom.

Students’ inability or unwillingness to communicate with their teachers is
expected to inhibit effeclive communication with their teachers. In Western
Australia, a further contributing factor may be a student's limited knowledge of
English, as may be the case with students who do not speak English as their
first language.

Summary

The key aspects of Connectedness, Availability and Communication and
their related mechanisms were used to devise a theoretical model of teachers’
relationships with students in primary schools in Perth, Western Australia. While
a focus on expected mechanisms assists in the identification of the key aspects
that impact on teachers’ relationships with students, the questidn arises as to
how these aspects may be accurately measured. The theoretical model has
been used to devise a structure of teacher-student relationships which can be
tested through Rasch measurement. The structure provides a framework for the
items relating to the key aspects and their related mechanisms to be created for
a questionnaire that can be used to gather data on teachers' relationships with

students in the primary classroom. The next section explains the structural
model in detail.

_ Structural Model of Teachers’ Relationships With Students
- The structural model of teachers’ relationships with students developed

for this study is muiti-hierarchical. It is based on an expectation that attitudes
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will influence behaviour (Ajzen, 1989; Clark & Peterson, 1986). More
specifically, the theory of reasoned action purports that beliefs influence
attitudes, attitudes influence intentions, and intentions influence behaviour
(Ajzen, 1989). For example, one might hold the belief that it is not good to litter.
This belief is an ideal attitude that influences the individual's intentions and
actions. If the person feels strongly that littering is wrong, it is highly unlikely that
he or she will make a habit of littering. However, if the person happens to be
holding some rubbish and can not find a bin, he or she may be tempted to just
dispose of the rubbish by littering. Similarly, if the person is feeling lazy, or
thinks no one is watching, he or she may still litter. Even so, this will be hard for
them to do because their ideal is not to litter. In a similar way, a teacher may
have an attitude that it is important to listen to students who want to share
information about themselves. This attitude will influence the teacher’s intention
to listen to students when they express a desire to share. If the teacher felt
strongly that it was important to listen to students, it is highly unlikely that the
teacher would consistently ignore the students and not permit them to speak.
The teacher who values listening may even put aside a set time each week to
have an informal chat time with the students. However if the teacher
experiences an interruption to the weekly timetable, such as swimming lessons,
or a visiting speaker, and finds there is not enough time to fit in some core
lessons, the decision may be made to forego the chat time in order to catch up
on other work. This decision would not be made lightly because the teacher
values the chat time, but due to constraining factors, he or she would justify the
change. In these ways it may be seen that a person’s attitude influences their
intention which in turn influences their behaviour.

The structural model demonstrates the degrees of difficulty associated
with each of these steps. For example, it is expected that attitudes will influence
intentions and be easier than intentions, and intentions will influence behaviour
and be easier than behaviour. In this way, a pattern of difficulty emerges in the
structural mbdel irom left to right. In addition, a pattern of difficulty eméiges in
the structural model from top to bottom, because the items to be created within
each key aspect will be presented in order of difficulty. Within each key aspect,
the initial item is expected to be the easiest to answer, the following items are
expected to be harder to answer and the final item is expected to be the hardest
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of all to answer. Thus, what results is a structural model that maps out multi-
directional expected levels of difficulty as shown in Table 3.1. Varying intensities
of the colour blue have been used to represent the varying degrees of difficulty.
The lightest shade of blue represents the easy to answer attitudes and the easy
first items. The middle shade of blue represents the harder to answer intentions
and the harder middle items. The darkest shade of blue represents the hardest

to answer behaviour and the hardest to answer final items.

Table 3.1
Structural Model of Teachers’ Relationships With Students

Easy Harder Hardest

Attitudes Intentions Behaviour

Easy First item E‘f &‘ L‘

Harder Middle item/s ’

NERER
NERER

Source: Created by Natalie Leitao (2006)

Hardest Final item

This structural model of teachers’ relationships with students provides a
solid foundation for the design of the questionnaires used in this study.
Responses to the questionnaire items are expected to follow the pattern of
difficulty across the page and down the page as portrayed in Table 3.1. The
notion of participants responding from two or more perspectives that follow a
conceptual order of difficulty is one that has been demonstrated in a number of
recent studies (Waugh, 2003b, 2003c, 2005; Waugh, Hii, & Islam, 2000).

The structural model interconnects closely with the Rasch measurement
to be used in this study. Rasch measurement calculates item difficulties on the
~ same scale as the measures and will be used to enable a true linear scale to be
created \th 'standard units. In this way, Rasch measurement provides a means
for testihg the structure of the questionnaire and, in turn, testing the structure of
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the teachers’ relationships with students model, relating to the stated key
aspects that are expected to influence teachers’ relationships with students.
Rasch measurement is discussed in more detat! in the following chapter.

The final section of this chapter will address the concept of self-views as
applicable to this study. o

Self-views

To bet{ér t'.mder'stand teachers’ relationships with students, it is valuable
to discover ‘self-views'. Self-views are helpful in revealing the “perspective of an
insider in a relationship” (Furman & Buhrmester, 1985, p. 1017). Much recent
research on teacher-student relationships has gathered information from
teachers regarding self-views, but has neglected to include input from students
about their self-views (Birch & Ladd, 1998; Saft & Pianta, 20,01').' Both points of
view are important. For example, it is acknowledged that teachers’ beliefs
uriderpin and frame their thinking and their temperament to behave in certain
ways in their professional roles (Clark & Peterson, 1986; Hanrahan & Tate,
2001; Saft & Pianta, 2001). Pianta (1999) recognises the value of assisting
teachers in describing their relationships with students, as individuals or in
general. He identifies these descriptions as 'representations’ of relationships,
and notes the importance of identifying and understanding the connection
between “beliefs, feelings, and behaviours" (Pianta, 1999, p. 135). Similarly,
student views are important as they provide an insight into their beliefs, feelings
and behaviours. Hamre and Pianta (2001) note that student views are “valuable
indicators of relationship quality" and urge future researchers in the area of
teacher-student relationships to find ways to explore students’ szlf-views (p.
636). This is an area that is addressed in the current study as the
questionnaires and the discussions schedules are designed to elicit self-views
from both teachers ani students.

In order to discover teachers' self-views and students’' self-views, two
separate questionnaires have been designed for thic study. The focus of both
questionnaires is the teacher's role in the relationship with the student. That is,
teacher and student views are sought with regard to how they perceive the
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teacher to be connecting with the student, being available to the student and
communicating with the student.

In both questionnaires, the items to be answered are of varying degrees
of difficulty as based on the structural model constructed for this study. As such,
both questionnaires evidence a pattern of difficulty from easy to hard down the
page within each of the three key aspects. That is to say, the items within the
Connectedness section are ordered from easy to hard, the items within the
Availability section are ordered from easy to hard, and the items within the
Communication section are ordered from easy to hard. The pattern of difficulty
from easy to hard is also expected across the page. In the questionnaire for
teachers, the first response to be made for each item is the easy to answer
attitude statement (ldealistic response: this is what | would like to happen),
followed by the harder to answer intention statement (Capability response: this
is what | am capable of), followed by the hardest to answer behaviour statement
(Actual response: This is what actually happens). It is expected that
respondents will find it easy to report their idealistic view, harder to report views
about their capability, and harder still to report their views about their actual
behaviour. In consideration of students’ ongoing conceptual development,
responses expected from them will be limited to the two perspectives of ideal
and actual. Specifically, students are asked their views on easy to answer
attitude items (What | wish would happen) and harder to answer behaviour
items (This is what does happen). In this way both questionnaires have been
constructed to mirror the pattern of difficulty present in the structural model of
teachers’ relationships with students.

Establishing the accuracy of people's self-reports is seen to be a central
problem in research that is attempting to get ‘inside one’s head' to understand
one's “knowledge, attitudes, beliefs and values” (Feiman-Nemser & Floden,
1986, p. 506). This problem will be addressed two ways. One way is through
the use of Rasch measurement analysis which makes it possible to identify and
overcome inaccurate response patterns. The second way is through the use of
face-to-face discussions whereby participants have an opportunity to validate
the responses they have made on the questionnaires. Such validations would
be seen to contribute towards overall accuracy of the participants' self-reports.
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The following chapter describes the questionnaires and discussion
schedules in greater detail. The chapter also provides detail about theories of

measurement.
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CHAPTER FOUR

.+ ©  MEASUREMENT AND TOOLS FOR DATA COLLECTION

R This chapter begins with theories of measurement as they relate to the
:"-_':;tudy. True Score Theory and its associated problems are outlined, followed by
“an explanatory summary of Rasch measurement. The chapter then goes on to
describe the tools used to collect data for this study and explains the structure

of the questionnaires and the discussion schedules.

Measurement

The measurement of attitudes has been seen as an important area of
social science research since the 1920s and 1930s. Up until about 1980, the
measurement framework that has dominated the field of attitude scaling has
been True Score Theory (Punch, 1998). There have been, however, inherent
problems associated with the popular True Score Theory measurement model.
The following section explains these problems in more detail, and considers the
advantages of using Item Response Theory with specific reference to the Rasch
measurement model, as used in the current study.

Problems with True Score Theory

Traditionally, True Score Theory, also referred to as Classical Test
Theory, has provided the framework for social science research. True Score
Theory uses rating scales, such as Likert scales (Likert, 1932), which are
ordinal and therefore not necessarily additive (Wright, 1999; Zhu, 1996). Much
of the research on teacher-student relationships to date makes extensive use of
Likert Scales and other rating scales (Baker, 1999; Hamre & Pianta, 2001;
Pianta, Steinberg, & Rollins, 1995; Valeski & Stipek, 2001). The danger with
using total scores from ordinal rating scales is that the results may be
misleading. When such scales are employed, the sum of item scores and the
item difficulties are not calibrated on the same scale, thereby resulting in a
ranking scale, as opposed to a measurement scale. Nonetheless, data from
such scales have been interpreted as though the scales provided interval data.
Herein lies the falsehood, albeit unintentional. Ranking scales are erroneously
treated as measurement scales. Wright (1999) goes so far as to say it is not
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only wrong, but “immoral” to misuse raw scores in this way (p. 99). The present
study demonstrates how Rasch modelling may be used to overcome a number
of problems associated with using True Score Theory. Five of these specific
problem areas are identified below, highlighting why True Score Theory was
rejected for use in the current study.

Scores are not linear

To create a true measurement scale, it is necessary to use measures
that are linear. True Score Theory uses scores that are not linear. In the 1920s,
Thurstone devised a technique called the ‘equal appearing interval scale’ which
used ordinal raw scores to construct linear measures. He recognised the
importance of discerning the value of a response to make a fair comparison
between responses. Thurstone found a way to mathematically calculate the
response values and was then able to record them along a unidimensional
attitude contlnuum Likewise, Guttman (1944; , 1950) recognised that different
items contann a different value and he introduced the idea of cumulative scaling.
This method combined the ordering of items by difficulty according to their
content, with a two-part response format_. In this way, respondents could be
located along an attitude continuum. Some time {ater, Likert (1932) came up
with a similar idea that used a simpler response format. Unlike the combined
method of Thurstone and Guttman that aimed to produce a linear scale, Likert’s |
method produced a summated rating non-linear scale. It was thought that
similar results were yielded from using any of these three methods and, due to
the simplicity of the Likert method, the latter became the favoured option and
has been used widely in educational psychology ever since (Punch, 1998).

One of the problems with using Likert's method is that;'ihe data collected
are predominantly misused. Raw scores on Likert Scales are commonly
summed, then used as though they were interval data. Linear statistical
methods used on non-linear raw scores potentially produce “distorted results”
that are “inferentially ambiguous” (Wright, 1999, p. 71). For example, Likert
response categories typically have a score asslgned to each response as if on
an interval scale. In this way 'Strongly Agree' may be valued at 5; 'Agree’ at 4;
‘Neutral' at 3; 'Disagree’ at 2; ‘Strongly Disagree’ at 1. Although this kind of
scoring system was originally supported by data presented by Likert (1932),
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research from as far back as 1968 disputes the validity of Likert's assumptions
(DuBois & Burns, 1975; Glastonbury & MacKean, 1991). it has been discovered
that respondents may interpret ‘Strongly Agree’ as being ‘Very Strongly Agree’
and value it in their own minds as a score of 6 or 7 rather than 5, that is, more
than just a single equal interval from ‘Agree’ (DuBois & Burns, 1975). A further
problem exists with scoring 3 for a ‘Neutral’ response, as '‘Neutral’ is not more
than ‘Disagree’ nor is it less than ‘Agree’. As highlighted by Wright (1999),
simply “counting events does not produce equal units” (p. 69), and researchers
have been urged to consider more carefully the values that respondents may
place on their responses (DuBois & Burns, 1975). Michell (1990) asserts that
with True Score Theory one cannot even claim that, in all cases, a person with
a higher score has a higher amount of the attitude (behaviour or achievement)
than a person with a lower score, due to non-compliance with the ‘cancellation

condition’.

ltems are not ordered.

To create a linear measurement scale, it is necessary to use items that
are ordered in difficulty from easy to hard. Usually the items included in current
teacher-student relationship measures follow the Likert tradition and are loosely
related to one another conceptually, but are not ordered in difficulty. This is
demonstrated in the case of the Student-Teacher Relationship Scale (STRS)
developed by Pianta {(1996), which is credited as being “the only standardised
and validated instrument available for assessing teacher’s [sic] perceptions of
student-teacher relationships” (Pianta, 1999, p. 94). The 28 Likert-type items
that make up the STRS are statements to which teachers respond in four
categories ('Definitely not true’, ‘Not very true’, ‘Sort of true' and ‘Very true’). As
can be seen from reading the first six items, the items are not ordered according
to level of difficulty.
| share an aifectionate, warm relationship with this child.

This child and | always seem to be struggling with each other,

If upset, this child wili seek comfort from me.

This child is uncomfortable with physical affection or touch from me.
This child values his relationship with me.

O s W N =

This child appears hurt or embarrassed when | correct him/her.
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The responses are not ordered.

To create a linear measurement scale, it is necessary to use responses
that are ordered in difficulty from easy to hard. A check can be made to ensure
the responses have been answered in a consistent and logical way. Current
teacher-student relationship measures predominantly utilise Likert response
categories which, as Waugh (2003a) explains, “are not ordered from low to high
theoretically: they have a discontinuity in the middle” (p. 78). ‘Strongly Agree'is
considered to be more than ‘Agree’, but ‘Neutral’ is not necessarily less than
‘Agree’ cr more than ‘Disagree’. The neutral category may cater for various
responses such as 'l don't know', 'l don’t want to answer’, 'l don't care’, 'l can't
make up my mind’, or be used for between 'l agree’ and ‘| disagree’, or be
simply neutral (DuBois & Burns, 1975; Waugh, 2003a). Such a discrepancy
contributes to the ambiguity of raw scores. In spile of these weaknesses in the
design, a total score on the Likert item responses is usually counted,

erroneously, as though each response is an equal unit of measure.

Person measures are not calibrated on the same scale as item difficulties

To create a linear measurement scale, it is necessary that person
measuras he calihrated nn the same scale as the item difficulties. That is to say.,
a linear scale of difficulty and a linear scale of the measure must be calculated
together on the same scale. True Score Theory typically calculates a total score
by simply summing the items. Consideration is not given to the difference in
item difficulty alongside the persorn measures.

Scores are not scale-free and the items are not sample-free

To check that data are reliable, the difference between respondent
measures and item difficulties need to be sample-free and fit a measurement
model like Rasch (1980/1960). While this difference is not consider-‘fd within
traditional True Score theory, this is possible on a unldlmensnonal measure such
as one which fits the Rasch measurement model. To do this, stano 1rd units of
measurement need o be assigned across the full range of the continuum being
considered. In this way, checks may be made to ensure that respondents are
consistent in making their responses. The Rasch measurement model makes
use of logits as the standard unit of probability, which represent the “log odds of
successfully answering the items” (Andrich, 1988; Waugh, 2006, p. 1)
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_Requirements for Measurement

In order to create a measurement tool that will produce a true measuring
scale, certain measurement requirements must be met. These are summarised
- by Thurstone (cited in Wright, 1999) as follows:

1. Measures must be linear, so that arithmetic can be done with them.

2. item calibrations must not depend on whose responses they were
estimated from - must be sample-free.

3. Person measures must not depend on which items they were
estimated from — must be test-free.

4. Missing data must not matter.

5. The method must be easy to apply (p. 100).

The Rasch measurement model satisfies these criteria and has been
used in the present study to successfully create linear measurement scales.
The following section discusses Rasch measurement in greater detail.

Rasch Measurement
 Rasch modelling is a better alternative to True Score theory within the
- area of social science research. Rasch measurement models provide a way of
using raw scores to produce linear measurement scales. |

Rasch measurement takes its name from Georg Rasch, a Danish
mathematician, who discovered a measuring function that could be applied to
statistics to create a linear measurement model. Rasch measurement is
situated within the framework of Item Response Theory, also referred to as
Latent Trait Theory. tem Response Theory posits that unobservable
phenomena may be measured by making inferences from what can be
observed. In social-psychological measurement, Item Response Theory is most
fitting as certain traits that may not be directly observable may be discerned by
observing the interaction between the traits and the environment. This
interaction produces ‘items’ which are the observable indicators that show the
degree to which a trait is present. A measuring instrument is then needed to
interpret the data and make ieliable inferences (Punch, 1998). This takes us
into the realm of what Wright (1999) terms “abstract quantification” (p. 67).
Accurate measurement requires accurate units of measure. How does one
accurately measure something abstract such as social and emotional aspects of
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a relationship between teacher and student? Rasch measurement provides a
way, by using a mathematical formula to create a linear scale with interval data.
Interval data that is shown to fit the Rasch measurement model is verified as

reliable and valid inferences can be made from it.

Within Rasch measurement, there are a number of models, each of
which is designed to be used in a specific context. The following paragraphs
outline two of the main models that may be used to create a linear scale. The
first, the Simple Logistic Model was published in 1960 (Rasch, 1980/1960). The
second, the Partial Credit Model of Rasch (Masters, 1982, 1988, 1997), can be

described as an extension of the Simple Logistic Model.

Simple Logistic Model of Rasch

The Simple Logistic Model has two parameters: one represents the
measure for each person oh a variable, and the other one represents the level
of difficulty for each item (Wright, 1999). The equations for the Simple Logistic
Model of Rasch are as follows:

Probability of answering a(Bn-Di)
positively (score 1) = 1"_+ (Bn-Di)
for person n e

Probability of answering 1 :
negatively (score 0) = 1 + g(Bn-Di)
for person n

Where

e = natural logarithm base (€=2.7318)

Bn = parameter representing the measure (ability, attitude, performance) for person n
Di = parameter representing the difficulty for item i

Calculations involving these equations is time consuming and requires a
very advanced level of mathematical ability. To save time and to assist those
- researchers who do not have the level of mathematics required, there are a
number of ~_corhputer programs available such as RUMM (Rasch Unidimensional
Measurement Models), Winsteps, or Canuest. The researcher is able to solve
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these equations by entering data into the computer in a text format and using
one of the afore-mentioned computer programs which will take logarithms and

apply a conditional probability routine (Andrich, Sheridan, & Luo, 2005).

Partial Credit Model of Rasch
The Partial Credit Model builds on the Simple Logistic Model, in that it
uses three or more response categories, or outcomes. This is the model that

has been used for the current study. The equations for the Partial Credit Model

of Rasch are as follows (Masters, 1997).

X

>(Bn-3ij)
=1
Probability of person n scoring e
in outcome category x ofitemi = k .
(forx=1,2,3,4 ... Mi) . j23103"-8'1)
1+> e
k=1
Probability of person n scoring 1
in outcome category x of itemi = k .
- 2-(Bn-8ij)
1+> e
k=1
Where

e = natural logarithm base (e=2.7318)

Y (Bn-5ij) is the sum of Bn- &ij

Bn = a parameter representing the measure (ability, attitude, skill or performance) for person n
i1, 8i2, 6i3,.... 8iMi = are a set of parameters for item i which jointly locate the model probability
curves for item i. There are Mi item parameters for an item with Mi +1 outcome categories.

As explained in the previous section on the Simple Logistic Model, the equation
is solved by taking logarithms of the data and applying a conditional probability
routine, all of which may be done using a computer program such as RUMM
2020 (Andrich, Sheridan, & Luo, 2005). This particular computer program will

now be explained in more detail.
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RUMM 2020 Computer Program
The RUMM 2020 computer program has been used in the current study

to solve the mathematical equations involved. It has been chosen in preference
to other available programs for two main reasons. First, it is able to perform a
number of data analysis tests very quickly and efficiently, and second, it
generates colourful, graphical maps related to the measurement.

The RUMM 2020 computer program assisted me in demonstrating the
following data analysis tests for the current study:
1) Testing that the response categories were answered consistently and
logically (the RUMM program achieves this by producing two outputs, one being
a calculation of threshold values between response categories for each item,
and the other being response category curves which demonstrate the graphical
relationship between the linear measure and the probability of answering each
response category);
2) Testing for dimensionality (an item-trait test-of-fit calculated as a chi-square
with a corresponding probability of fit);
3) Testing for good global Item and global Person Fit Statistics (by examining
the response patterns for items across persons, and for persons across items
by using residuals);
4) Person Separation Index (lo test whether the standard errors were much
smaller than the differences between the person measures);
5) Testing for good individual item and person residuals (to confirm that items
were being answered in a consistent way and to give an indication of the
individual person and individual item fit to the measurement model),
6) Item Characteristic Curves (to check how well the items differentiate between
persons with differing measures);
7) Person Measure/ltem Difficuity Map (to show how the person measures and
item difficulties are distributed along the same variable, demonstrating if the
items were too easy or too hard for the persons being measured), and
8) Testing for construct validity (to confirm that the items were actually ordered
from easy to hard, and that the perspectives were actually ordered by
increasing difficulty in line with their conceptual order) (Waugh, 2006).
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Measuring Teachers' Relationships with Students

-
In this study, a new structural model was devised to appraise teachers'

relationships with students. This new structural model of teachers’ relationships
with students, described in detail in the previous chapter, was developed to
overcome the problems of existing models. As the views of both teachers and
students were required, two questionnaires for the study were compiled. The
items on both questionnaires needed to be consistent with the structural model
so that Rasch measurement could be used to calculate the items and produce
linear scales with standard units (Waugh, 2006).

Tools for Data Collection

The tools used for data collection include questionnaires and discussion
schedules. The questionnaires were used to obtain quantitative and qualitative
data from teachers and students, and the discussion schedules were used to
obtain further qualitative data from teachers and students who were willing to
participate in a follow-up discussion. The following section will explain the tools -
in more detail, using the headings of quantitative tools and qualitative tools. A
diagrammatic representation of the tools used for data collection is depicted in
Figure 4.1,

" Quantitative Tools

|2 Qualitative Tools

Questionnaires / Written and verbal

- Teachers' Relationships L _ responses to
with Students Questionnaire: 3 open-ended
Teacher's View questions

- on questionnaires

- Teachers' Relationships
with Students Questionnaire: : ; ; i
Student’'s View. - - during discussions

Students

Fiqure 4.1. Tools used for Data Collection.

Source: Devised by Natalie Leitao for this study.
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Quantitative Tools

As stated earlier, the quantitative data collection tools consist of two
questionnaires, one each for teachers and students. The questionnaire for
teachers is called the Teachers' Relationships with Students Questionnaire:

Teacher's View and the questionnaire for students is cailed the Teachers'
Relationships with Students Questionnaire: Student's View. The questionnaires

have been constructed to mirror the Structural Mode! designed for this study,
- and the ordered difficulties are tested using Rasch measurement. What follows
is a summary of the questionnaire structure.

The questionnaires incorporate three main aspects as identified in the
Teachers' Relationships with Students theoretical model. The three aspects are
Connecledness, Availability and Cqmmunication. The questionnaire items are
constructed around these aspecté. In the questionnaire for teachers, the
questions are structured to gather information from teachers about their
attitudes, intentions and behaviours in relation to their ability to connect with
students, to be available to students and to communicate well with students. In
the questionnaire for students, the students are asked about their expectations
and experiences regarding their teacher's ability to connect with them, be
available to them and communicate with them.

Teachers' Relationships with Students Questionnaire: Teacher's View.

The three aspects Connectedness, Availability and Communication have
been structurally arranged with sets of items ordered from easy to hard in
difficulty, giving a total of 30 items. ltems include “This child and | get along well
together”, and “l listen to this child when he/she needs to talk and he/she feels
better as a result.” (See Appendix A). Each ordered item has been answered in
three ways using the response categories to indicate the proportion of school
time needed for each item to be achieved. Firstly, an ldealistic Self-view
(expected to be easy on average), second, a Capability Self-view (expected to
be harder on average), and lastly, an Actual Self-view of behaviour (expected to
be harder still on average). This means that for each set of ordered items,
teachers self-reported any particular response aspect (ldealistic Self-view or
Capability Self-view or Actual Self-view) in a vertically ordered pattern from
easy to hard. It also means that, for any one particular item, teachers self-
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reported their responses (ldealistic Self-view, Capability Self-view and Actual

Self-view) in an ordered pattern from easy to hard. The structural model for this

study has been designed like this and the questionnaire has been designed to
mirror this.

Teachers' Relationships with Students Questionnaire: Student's View.
As with the questionnaire for teachers, the corresponding questionnaire

for students is based on the structural model designed for this study. The
questionnaire for students features the three aspects of Connectedness,
Availability and Communication structurally arranged with 18 items including
"My teacher likes me" and "| can go to my teacher and tell him/her about my
feelings and about things that happen to me." (see Appendix B) The response
categories have been adapted, making it more suited to younger children’s
conceptual ability. Ordered items have been answered in two ways, namely, an
Idealistic Self-view (expected to be easy on average), and an Actual Self-view
(expected to be harder on average). Students used the response category to
indicate the proportion of school time needed for each item to be achieved. A
pictorial guide sheet was used with the students to assist them in differentiating
between the different time periods.

Qualitative Tools

The qualitative tools used in the study are comprised of Open-ended'
questions recorded at the end of the questionnaires and a discussion schedule
that was used during one-on-one discussions. Some of the gquestions included
in the discussion schedules emerged from the questions used in the
questionnaires. The resulting data further describes participants’ beliefs,
attitudes and behaviours as they relate to their teacher-student relationships.

Wiritten and verbal comments to open-ended questions

The questionnaires conclude with a section whereby participants are
invited to write additional comments. Teachers were asked if there were any
comments they would like to make about their relationships with their students.
Students were asked if there were any comments they would like to make about
themselves and their teacher. Many participants availed themselves of the
opportunity to further communicate their thoughts and experiences resulting in
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some rich descriptions of teacher-student relationships. Younger students who
had difficuity with recording their own ideas were able to talk to me, and |
recorded their ideas for them as they spoke.

Discussions are commonly regarded as an important source of
information (Burns, 1994; Kvale, 1996). With regard to educational research,
the act of conversing with and listening to teachers and students means
“insights about teaching and classrooms can be secured” and information can
be obtained about how people perceive a situation to be in order to gain an
“understanding [of] what is going on” (Eisner, 1991, pp. 81-2). For this reason
discussion schedules were used to further determine teachers' and students'
beliefs, attitudes, behaviours and reasons for their behaviours, in keeping with
the theoretical model (see Appendix C). The discussion schedules connect
closely with the questionnaire structure, providing the participants with the
opportunity to validate their questionnaire responses. During the discussions,
teachers and students were asked their beliefs about social and emotional
aspects of the Teacher-Student relationship. The direction of the discussion
was flexible and allowed participants to contribute their own themes and ideas
as they related to teacher-student relationships. The face-to-face discussions
enabled the participants to provide further data about their own experiences,
and yielded information on a deeper, more personal level.

The next chapter explains the methodology for the present study.
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CHAPTER FIVE

METHODOLOGY

This chapter begins with an explanation of the administrative approvals
obtained for the study and includes ethical considerations that have been made.
Details of the method are then set out, and include the rationale for the method
used, the research design, and details about the samples and the pilot testing.
Next, an explanation is given about the procedures used for data collection. The

chapter concludes with a description of the procedures used for data analysis.

Administrative Approvals

Study Approval

Prior to the commencement of the study, approval was sought at the
university level and at the school level. Initial approval to conduct the study was
given by the Edith Cowan University Ethics Committee. Subsequent approval
was given by school principals, staff, students and the students’ parents.

Ethics

Research projects must conform to a number of ethical considerations. In
italics below are the ethical considerations applicable to the present study,
followed by details of how these considerations have been met.

Participants need to provide informed consent. This has been achieved
by informing a number of school principals in writing about the study and inviting
their staff and students to take part. Those principals who responded positively
gave their written consent to participate in the study. They were then sent letters
to pass on to interested staff and parents. The letters detailed the study and
what would be required of the participants. Staff members who were willing to
be a part of the study then sighed and returned the consent forms. Students
who were willing to be a part of the study and had parental consent returned
their forms with the necessary signatures. My telephone number was included
~-on all correspondence and participants were invited to telephone if further
information was required. A number of participants availed themselves of the

opportunity ‘and télephoned to tell me some of their concerns and to seek
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further clarification regarding the study.

The confidentiality of participants has to be maintained. This has been
achieved by not naming individual schools or participants in the writing of this
thesis. When referring to individuals, pseudonyms have been used. In addition,
| have pledged that no individual or school will be identified personally in any
future reports resulting from this study.

The confidentiality of the data has to be maintained. The data has been
stored securely for the duration of the study thereby preventing public access to
it. At the conclusion of the study, the data will be securely stored for the
required five years after which time it will be destroyed. |

A summary of results needs lo be made available o interested
participants at the conclusion of the study. A number of principals and staff
expressed their interest in knowing the results of the study and where possible,
a follow up report will be sent to them. Copies will be made available to any
_other interested parties. |

Participants have the freedom to withdraw from the study at any time.
This was made known in writing to all participants when letters of invitation were
sent out and consent forms were being signed. There were no withdrawals,
however, had there been any, | had planned to thank the participants for their
initial interest and respectfully acknowledged their decision to withdraw.

Method
Rationale .

Methodology in educational research may take a variety of forms.
Shulman (1988) recognizes that the area of education itself may be viewed as a
field of study rather than as a discipline per se and, as such, the choice of
methodology can be quite broad. He considers that various disciplines, each
with their own peculiar brand of methodology, may be legitimately used to
influence educational research. The choice of research method is typically
governed by the questions being asked, the approach to be taken and the way
in which the data are to be understood (R. B. Johnson & Onwuegbuzie, 2004).
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Trends in educational research have changed over time. Prior to the
1960s, the scientific quantitative approach was traditionally used (Burns, 1994;
Creswell, 2005). This approach involves the identification of set laws that can
be used to explain particular observations. These laws or principles then
provide a sound foundation upcn which to formulate a hypothesis and make
future predictions. Simply stated, this approach is one of ‘cause and effect’, the
results of which are analysed using statistical techniques (Burns, 1994).

In recent decades there has been a shift towards using qualitative
methods in educational research (Eisner, 1991). American anthropologist
Clifford Geenrtz is just one of a number of people recognised as having
contributed to the qualitative shift. In the 1970s, Geertz (cited in Eisner, 1991)
introduced the concept of ‘thick description’ calling on researchers to dig deeper
than the surface level so that meaning could be constructed from what was
observed. In this way, more than discovering cause and effect relationships,
researchers are challenged to make mea.'ing of what they see to better
understand the subjects within their context (Eisner, 1991).

In recent years qualitative methods have been widely accepted as wholly
suitable for educational research, particularly given the social context of the
educational setting. The subjective, naturalistic aspects of qualitative research
have been used effectively alongside objective, quantitative methods (Eisner,
1991). This mixed methods approach, a combination of quantitative and
qualitative methods, is now accepted as a distinct design within educational
: 1 research (Creswell, 2005; Linn, 1986). Johnson and Onwuegbuzie (2004),
agree that quantitative and qualitative methods need no longer be seen as
methods in competition with each other; mixed methods research is a research
paradigm in its own right. Shulman (1986) contends, however, for the mixed
methods approach to work well, strategies must be thoughtfully selected and
combined. He cautions against the ‘goulash’ or ‘garbage can' approach, which
he describes as “a form of eclecticism run wild, with little or no discipline to
regulate the decisions” (Shulman, 1986, p. 33). The selection and combination
of research methods must be done with thorough consideration as to what each
method has to offer in terms of its purpose and perspective. When done well,
this form of eclecticism “frequently results in superior research” when compared
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to research which utilises a single method of inquiry (R. B. Johnson &
Onwuegbuzie, 2004, p. 68).

The mixed methods approach has been selected for the prese_nt study to
enable me to use the strengths of both quantitative and qualitative methods,
and to minimise the weaknesses that may result from using either method on its
own. The methods have been chosen in recognition of the superior features
they have to offer. These are summarised in the following paragraphs.

A strength of quantitative research is the precision achieved by using
reliable measurement techniques which permit statistical analysis (Burns,
1994). The present study makes use of this strength through the design of
questionnaires that are created and analysed using a Rasch measurement
model. The Rasch measurement model has been selected because it is
“currently the only known method by which one can create linear, objective
measures applicable to the human sciences” (Waugh, 2006, p. 1). As has
already been argued in the previous chapter, linear, objective measures are
seen to be superior to ordinal scales which are produced using traditional true
score theory (Waugh & Chapman, 2005).

A limitation of using quantitative research methods alone is the possible
denigration of human individuality and a disregard for individuals to interpret
their personal experiences. In the present study, this limitation is addressed
through the use of open-ended questions and face-to-face discussions, both of
which are qualitative methods of inquiry. Open-ended questiohs allow the
participants {o make any comments they see as relevant to the topic. The
research discussions have enabled me to dig a little deeper intc areas covered
by the questionnaire and the open-ended comments. Kvale (1996) refers to the
research discussion as a “qualitative research interview" (p. 42) and likens it to
a conversation which “is neither strictly structured ... nor entirely ‘nondirective’,
but is focussed on certain themes” (p. 34). Face-to-face discussions are
considered to be a valuable method as they give the researcher the opportunity
to clarify participant’s responses by asking further questions, and allow the
researcher to pick up on non-verbal cues (Jaeger, 1988). The face-to-face
discussions enabled me to glimpse an “insider's view" into context specific
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relational areas, resulting in rich data that provides an in-depth picture of how
people think ard feel (Seidman, 1991). Through engaging participants in
discussions, | was able to “aim beneath manifest behaviour to the meaning
events have for those who experience them" {Eisner, 1991, p. 35), resulting in
data which provides a ‘thick description’.

Another limitation to using quantitative methods alone is the absence of
‘voice in the text'. As Eisner (1991) points out, “why take the heart out of
situations we are trying to help readers understand?” (p. 37). By incorporating
expressive language in the present study, | have attempted to counter the
neutralisation of voice and the detachment that is so often present in

quantitative studies. For example, } am using

“I" in preference to “the

“researcher”. This study is an investigation into social and emotional aspects of
teacher-student relationships, with an emphasis on gathering facts and the
meaning behind the facts. As such, | believe empathy needs to be evident in the

text, and this can not be achieved by an absence of the first person.

A further strength of using a mixed methods approach in the present
study is the opportunity to convey information using numbers and graphs
(traditionally belonging to the quantitative domain) plus words and commentary
(which traditionally belong to the qualitative domain). in this way, data may be
communicated more broadly and in a way which adds meaning overall

(Eisenhardt, 2002; R. B. Johnson & Onwuegbuzie, 2004). This is especially
helpful to a better understanding of an issue like teacher-student relationships, if
the coimmmentary flows directly from aspects of the measurement (as it does in
this study).

An additional benefit of using a mixed methods approach is that the
reliability and validity of the study may be checked through triangulation of the
data. As stated by Johnson and Onwuegbuzie (2004), “if findings are
corroborated across different approaches then greater confidence can be held
in the singular conclusion” {p. 73). Conversely, if conflicting findings result, the
researcher is able to draw on a broader base of methods to re-interpret the
findings and make modifications to the interpretations and conclusions as
needed.
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The internal rel‘iability of a measuring instrument is the degree to which
- the item difficulties and the person measures fit a Rasch measurement model.
This may be checked using various methods, and with regard to the present
study, the RUMM computer program has assisted in this area. Reliability of the
questionnaires is related to the consistency of participants’ responses.
Inaccurate response patterns are easily identifiable using the Rasch analysis
and may indicate the questionnaire item was not correctly understood, or was
not answered accurately. Questionnaires containing unacceptable response
patterns are eliminated thereby strengthening overall reliability (Zhu, 1996).
Simply stated, The RUMM computer program is able to align items that fit the
measurement model from easy to hard. Any item for which there is no
agreement on its difficulty on the scale is rejected. By adopting a mixed
methods approach for the current study, further support for the broad reliability
of the measuring instrument data has been made possible by checking for
consistency of the responses given to open-ended questions and during the

face-to-face discussions with teachers and students.

Internal validity of the data refers to the check that is made to ensure
relationships between the variables in the study have been interpreted correctly
(Punch, 1998). If this is found to be so with more than one method in the one
study, then the case for internal validity is strengthened. This has been
demonstrated in the present study whereby aspects of the questionnaire data
were further confirmed by information shared in the open-ended questions and
during the discussions. In addition, the mixed methods approach has increased
opportunities to gain insights and understandings that may have been missed,
had only a single method been used (R. B. Johnson & Onwuegbuzie, 2004).

To conclude this section, the words of Linn (1986), are appropriate,
“Quantitative analysis of primary research data and results of previous research
is a vital part of research on teaching. But quantitative methods cannot stand
alone” (p. 115). This notion is echoed by Johnson and Onwuegbuzie (2004),
who challenge researchers to “collect multiple data using different strategies,
approaches, and methods in such a way that the resulting mixture or
combination is likely to result in complementary strengths and non-overlapping
weakneéséé”.(p. 72). This challenge has been taken up in the present study. A
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mixed methods approach has been adopted to create a study that is superior to
mono-method studies and, as a whole, has greater depth and detail (R. B.
Johnson & Onwuegbuzie, 2004; Patton, 1990).

Research Design

A diagrammatic representation of the research design is shown in Figure
5.1. To begin with, the research topic was identified. After an initial review of the
literature, a theoretical model of teachers’ relationships with students was
designed (the model is described in detail in Chapter Three). Decisions were
then made about how to collect the data and what tools would be needed.
Questionnaires and discussion schedules were developed and a pilot sample
was used to trial the tools. Improvements were made to the data collection tools
as needed, and the revised tools were used with the study sample. The

collected data was then analysed and final reports prepared.

Teacher-Student Relationships in the Primary School

v

Literature Develop theoretical Design tools
review » model of Teachers' »| for data
Relationships with collection
Students
y
Obtain pilot .| Trial of
. sample ”| questionnaires
Obtain sample and discussion

schedules
/ \ I

Modifications to
Teachers Students data collection

tools for
improvement

A

Data collection: questionnaires and discussions

A

Analysis of Implications for research Write final
information and education report

A 4
v

Figure 5. 1.-.Re'search Design.
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Samples
Convenience sampling was used to find the participants. The pilot

sample of four teachers and fifteen students was taken from a school in the
Perth Metropolitan area in late 2002. | knew the principal personally and was
able to gain support for the study with little difficulty. This pilot sample tested the
quantitative tools (questionnaires) and was later incorporated into the main
sample. Table 5.1 below provides information about the participants, detailing

gender, students’ ages, and the class groupings represented.

Table 5.1

Details of the Participants in the Pilot Sample Used for Testing the Quantitative
Tools.

Gender of staff Class Age of Number of Number of

participant grouping students male students female students
female 3 8 2 2

female 4 9 2 2

female 5 10 2 2

female 7 12 1 2

The search for participants for the main sample began early in 2003 with
the mailing of letters to one hundred principals of schools throughout the Perth
metropolitan area. | experienced difficulty trying to elicit participants for the main
sample. Most teachers cited existing work demands as the reason for their
unavailability. Another commonly cited reason was the commitment already
made by the school to other research projects. | followed up with the schools
who indicated interest and availability to participate in the study. Additional
contacts were needed so letters were then mailed to a further one hundred
principals. Again, a small response was elicited and | followed up with those

contacts.

- Inan effort to garner additional participants, a more personal approach
was undertaken. | asked my university colleagues with school contacts to
suggest name of principals and teachers who would be sympathetic to the

study. I‘t'héh telephoned those contacts directly and requested an interview to

75



discuss the research project. Two princinals even consented to my attendance
at staff meetings to meet staff face-to-face and ask for their support. This
‘personal’ approach for finding participants yielded the greatest response.

Finally a total 43 teachers, 10 male and 33 female participated in the study:.

Once principals and teachers had committed to being in the study, the
next task was to find student participants. Teachers provided the names of
“students who they felt would be suitable and willing candidates, and whose
parents would most likely agree to participate in the study. Letters of invitation
were sent to these families via the schoo!. Included in each letter was a consent
form to be signed and returned to me using the pre-paid return addressed
envelope provided. Most families accepted the invitation to partake in the study.
A few parents telephoned me to clarify specifics, and expressed their consent
verbally as well as in writing. Only a few families declined the invitation to
participate. In total 139 students, 70 male and 69 female, paricipated in the
study. The students ranged in age from 7 to 13 and came from a tctal of 26
schoals, 13 of which were government schools, and 13 of which were
. independent schools. Table 5.2 below and Figure 5.2 on the following page
show the break down of students by age and gender. |

Table 5.2
Age and Gender of Student Paricipants.

Age 7 8 g 10 11 12 13
Gender s
Male 1 | 15 17 13 13 11 0 7(;_ i
Female 2 8 13 16 15 14 1 - 69
~:'otall 3 23 30 29 28 25 1 139




O Male
O Female

Number of Students

Student Age

Figure 5.2 Age and Gender of Student Participants.

Pilot Testing
The pilot testing phase of a research project is an essential part of the

overall study (Jaeger, 1988). The pilot test for the present study gave me the
opportunity to become familiar with the tools and with the data collection
procedures, and to be alerted to any modifications that were needed.
Specifically, | anticipated that the pilot test would help me to identify any
confusing or ambiguous language that may need to be eliminated (Wiersma,
2000). The pilot test was expected to help me to pinpoint any items which
gained little or no information, for example, responses which attracted too many
“I don’t know” or “| don’t understand” responses (DuBois & Burns, 1975;
Glastonbury & MacKean, 1991). A further purpose of the pilot test was to
confirm the appropriate length of the questionnaires and the discussion
schedules, not so short that insufficient information would bé gathered, and not
too long so that the questionnaires were unworkable and/or caused the
respondents to lose interest. Finally, the pilot testing phase gave me the
opportunity to become familiar with the equipment that was to be used to make
the audio recordlngs The following sectlons provide more detail about the pilot

testing phase of the study.
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Quantitative Tools

The pilot testing of the quantitative tools was conducted in late 2002 in
an inclependent primary school in the Perth metropolitan area. As already
explained, the pilot sample comprised four female middle and upper primary
school teachers and 15 students. | visited the school to formally trial the

questionnaires. | found the questionnaire items to be well understood by both

teachers and students, and the categories were sound. | was also satisfied with

the length of the questionnaires. The teachers took between 5 and 10 minutes
to complete their responses on a single questionnaire and reporied that they did
not find it too time consuming. The students took between 10 and 15 minutes to
complete their responses and were able to stay on task for that length of time.

Early in the pilot testing phase, one minor modification needed to be
made to the Teachers' Relationships with Students Questionnaire: Stude_nt's

View. This madification involved re-ordering the response columns, resulting in

‘a more logical flow of responses from the students' point of view. Specifically,

the original format of the questionnaire required the students to first comment
on their “ideal’ response, then to comment on their “actual’ response. For
example, when looking at the first item “My teacher likes me", the students were
asked to use the response format of Always, Most of the time, Some of the time

and Never to say what they wish would happen, that is, to give their ideal
response. The students were then asked to use the same response format to
indicate what actually did happen, that is, to give their actual response. While
working through the questionnaire with the first few participants it became
evident that the students found it easier to conceptualise their responses by first
stating what their actual situation was, and then to project what their ideal would
be. As | continued to work through the pilot sample, | made the adjustment to
the response columns and was satisfied that the students found it easier to
complete the questionnaire with this modification. Consequently, the change
was made to the Teachers' Relationships with Students Questionnaire:

Student's View for use with the main sample.

No changes needed to be made to the Teachers' Relationships with
Students Questionnaire: Teacher's View. All items were understood and the

questionnaires were completed satisfactorily.
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Qualitative Tools

As already explained, the students in the pilot sample were able to
answer the open-ended questions at the conclusion of the questionnaire. Due to
time constraints, however, the Student Discussion Schedule was not used.
Neither was the Discussion Schedule used with the teachers, as the busy
schedule at the end of the school year made it difficult to find a time to follow up

~with each teacher individually. To counter this dilemma, | contacted two

personal friends, both of whom were teachers, and asked them to assist with
the testing of the Teacher Discussion Schedule. Both friends agreed and in late
2003, they each signed a consent form. They were then each given a copy of

the Teachers’ Relationships with Students Questionnaire: Teacher's View to

complete in readiness for the open-ended discussion. Separate times were
arranged for each teacher to participate in the formal trial of the Teacher
Discussion Schedule. Each session took approximately 30 minutes to complete.
The sessions were audio taped with permission, enabling me tc gain
experience and confidence with using the recording equipment.

Data Collection

The collection of data was carried out in two phases. The first phase

7 mvolved administering a questionnaire to teachers, a second questlonnalre to
* students, and holding face-to-face discussions with students. The second phase

involved holding face-to-face discussions with the teachers.

Phase One: Questionnaires and Student Discussions

Phase One required two samples, teachers in the first and students in
the second. The first sample comprised 43 middle and upper primary teachers
from the Perth metropolitan area and included the teachers in the pilot sample.
The second sample was made up of the students from the classes of the
teachers in the first sample. Between one and five students from each of the .
classes participated, giving a total of 139 students.

The first phase of the study was begun in early 2003. Letters of invitation
were sent to primary school principals in the Perth metropdlitan area requesting
contact details of interested staff. Personal contact was then made by me with
those teachers who were interested in participating in the study. The teachers
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were asked to nominate four students in their classes who would be likely to
participate in the study. Letters of invitation were then sent home with those
nominated students and pareﬁtat permission sought. Once permission was
given for the students to participate, | arranged a suitable time to visit the
classes and administer the questionnaires,

All 43 teachers in the first sample were given a Teachers’ Relationships

with Students Questionnaire: Teacher's View to complete for each of the

students in their class who were participants in the study. The teachers
completed the questionnaires in their own time and used the reply paid
“envelopes that | provided to return the completed questionnaires to me. All 139
questionnaires were successtully returned to me.

All teachers who completed the Teachers' Relationships with Students

Questionnaire: Teacher's View were invited to participate in a follow-up

discussion. Twenty-five teachers indicated their willingness to be involved in this
way. Details of the face-to-face discussions are included in Phase Two below.

All 139 students in the second sample were given the Teachers'

Relationships with Students Questionnaire: Student's View to complete. The

questionnaires were completed during school time and in my presence. The
students and | were able to taik privately as we were usually assigned a position
outside their classroom or in a place nearby, for example, the classroom
veranda, the wet area, an art room or the covered assembly area. In order to
help the students to feel more at ease | would start by introducing myself as a
mother and as a teacher, | would then briefly explain that the purpose of the
visit was to find out more about what students thought so that teachers might be
héllped to do an even better job of teaching. | emphasised that there were no
'right’ or 'wrong' answers, and gave assurances of the confidentiality of the

students’ responses. | would then show a copy of the Teachers’ Relationships

with Students Questionnaire; Student's View and explain the format whilst

checking for understanding. Older students were able to complete the
questionnaire unaided, while younger children generally needed my help to
read the questionnaire items. The questionnaires generally took ten to fifteen
minutes to complete. All the questionnaires were completed.
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At the conclusion of the questionnaire, most students agreed to
participate in an informal discussion with me. This was done to a lesser or
greater degree depending on the student’s interest levels, their ability to
concentrate and the time constraints in place. For these reasons, parts of the
Student Discussion Schedule were used, rather than using the schedule in its
entirety. The discussions resembled a conversation, rather than a rigid interview
format, in order to help the students to feel more at ease and be willing to share
their thoughts and experiences. Student responses were documented in writing,
either by me or jointly with the student.

Phase Two: Teacher Discussions

The second phase involved a sub-sample of teachers from the first
phase. in total 25 teachers (6 male and 19 female) each accepted the invitation
to participate in a follow-up discussion with me. These took place in late 2003.
On average, the face-to-face discussions with teachers took half an hour. |
usually met with each teacher at the school where they taught and conducted
the discussion in their classroom or another convenient location such as the
staff room or the library. Two teachers preferred the discussion to take place in
their own home.

Each session began with me thanking the teacher for his or her
participation. | purposefully tried to put the participant at ease by saying that no
right or wrong answers were expected, just a sharing of insights from their point
of view. | felt this was achieved as a number of teachers gave feedback at the
end of the discussion saying that they had felt relaxed and at ease.

Each teacher consented to the discussion being tape recorded. | began
the discussion by asking the teacher questions based on their responses as
recorded on the Teacher-Student Questionnaires. As the discussion continued,
| would draw on questions from the Teacher Discussion Schedule ensuring that
the flow of the dialogue was maintained. The tape recorded discussions were
later transcribed. Without exception, | found that all the teachers were willing to
talk about their experiences.
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Data Analysis

This section will outline the methods used for data analysis. The
quantitative data that was collected using the questionnaires has been analysed
using the Rasch Unidimensional Measurement Models computer program
(RUMM) (Andrich, Sheridan, & Luo, 2005). The qualitative data that was
collected during face-to-face discussions was analysed by looking for thematic
connections (Punch, 1998; Seidman, 1991). A separate explanation is provided
below to further explain these forms of data analysis. Further descriptions are

provided in the appropriate data analysis chapters.

Rasch Analysis

Responses to the questionnaires have been calibrated using Rasch
analysis. This is a relatively new method of analysis and is used in preference
to the more widely adopted practice of using rating scales which are ordinal and
therefore not necessarily additive (Wright, 1999; Zhu, 1996). The danger with
using total scares from ordinal rating scales is that the results may be
misleading. Rasch analysis provides a way of creating a linear measure,
resulting in greater accuracy when analysing the data (Andrich, 1988; Waugh,
2002; Wright, 1999).

The RUMM compuiter program (Andrich, Sheridan, & Luo, 2005) has
been used to analyse the data and create two scales of Teacher-Student
Relationships, one from the teachers' view and the other from the students’
view. Wright (1999) recommends the use of such 'computer programs,
particularly as they may be a way of helping social scientists “to take the
decisive step from unavoidably ambiguous, concrete raw observations to well-
defined, abstract lincar measures with realistic estimates of precision and
explicit quality control” (p. 101).

Thematic Connections in the Qualitative Data

The framework for data analysis provided by Miles and Huberman (1984)
has been used as a guide for analysing the qualitative data for this study. The
authors suggest following an inter-related process involving the reduction of
data, data display and drawing and verifying conclusions. Findings are
presented in the form of themes.
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During the analysis process, | used the three variables of
Connectedness, Availability and Communication as my main categories. |
looked within these categories for connections and patterns to then identify
common themes. This is consistent with the view of Seidman (1991) who

suggests organising excerpts from the transcripts into categories and searching

for patterns and connections within the categories to identify themes. As the
analysis process continued additional categories emerged, along with their
additional themes. In this way, rather than forcing the discussion data into
predetermined categories, | remained open to other categories as they arose
(Seidman, 1991).

The following chapters explain the data analysis. Chapters Six and
Seven explain the Rasch analysis of the quantitative data using the computer
program RUMM 2020 (Andrich, Sheridan, & Luo, 2005). Chapters Eight and

Nine explain the analysis of the qualitative data.
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CHAPTER SIX

DATA ANALYSIS: PART 1
RASCH MEASUREMENT (TEACHERS’ VIEWS)

This chapter presents the questionnaire data analysis for the Teachers’
Relationships with Students model using the teachers’ views. It begins with an
explanation of the data analysis process using the Rasch Unidimensional
Measurement Model (RUMM 2020) program (Andrich, Sheridan, & Luo, 2005).
Following this, the results are presented through the use of tables, figures and
text. The general meaning of the Teacher-Student Relationship Scale:
Teacher’s View is put forward and valid inferences are drawn from the scale.

Initial Rasch Analysis

The analysis started with ten items, each answered in three perspectives
(‘ldealistic’, ‘Capability’ and ‘Actual’), giving 10 x 3 (30) items. Data were
analysed with the RUMM 2020 computer program (Andrich, Sheridan, & Luo,
2005). First, the data was checked to see whether the response categories
were answered consistently and logically. The RUMM 2020 program assesses
this with two outputs, namely, response category curves and thresholds.
Response category curves show the probability of answering each response
category by the Teacher-Student Relationship measure. These curves showed
that teachers could not consistently discriminate between the two lowest
categories, namely, ‘Not at all’ and ‘Some of the time (less than 50% of the

time)’. An example of this is shown in Figure 6.1.
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Figure 6.1 Response Category Curve for Item 1 Showing Poor Discrimination.
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Thresholds are points between adjacent response categories where the
odds are 1:1 of answering in either category. For good measurement,
thresholds should be ordered in line with the ordering of the response
categories. The thresholds, in this case, were not ordered in line with the
ordering of the response categories, and this supported the evidence from the
response category curves. Therefore, the two lowest response categories were
combined giving score 1 for ‘not at all or some of the time’, score 2 for ‘most of
the time’, and score 3 for ‘almost always. Using these three response
categories, the data were re-analysed with the RUMM 2020 program (note: the
RUMM 2020 program converts the scores to 0, 1, 2).

Of the 30 original items that formed the Teacher-Student Relationship
Scale, six items did not fit the measurement model. The non-performing items
were deleted thus creating a linear scale with all items fitting the model. This re-

analysis is now reported.

Final Analysis

The final analysis of the data for the Teacher-Student Relationship
model: teachers’ view used 24 items (6 x 3 perspectives; 2 x 2 perspectives and
2 x 1 perspective), and a total of 139 questionnaires completed by 43 teachers.
The RUMM 2020 program produces outputs to assess fit to the measurement

model, reliability and dimensionality. These are now explained.

Global Item and Person Fit

Table 6.1 shows the global item and global person fit. The fit residuals for
both the item difficulties and the person measures are the differences between
the actual values and the expected values, calculated according to the
measurement model. When they are standardised, they have an approximately
normal distribution (mean = 0, SD =1), if the data fit the measurement model.
The fit residual data for the measure of Teacher-Student Relationships have a

good fit to the measurement model (see Table 6.1).
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Table 6.1
Global item and Person Fit to the Measurement Model

ITEM-PERSON INTERACTION

ITEMS PERSONS
Location Fit Residual Location Fit Residual
Mean 0.00 -0.27 3.27 -0.37

SD 2.26 1.10 . 2.18 0.85
Notes on Table 6.1. "

1. Item location is item difficulty in logits

2. Person location is person measure in logits

3. SD is standard deviation

4, The mean item difficulty is constrained to zero by the RUMM 2020 program

5. Fit residuals are the difference between the actual values and the expecled values calculated
according to the measurement model (standardised). They have a mean near zero and an SD
near 1 when the data fit the measurement model. (A good fit for these dala).

6. All values are given to two decimal places because the errors are to two decimal places.

Individual ltem Fit

The RUMM 2020 program calculates individual item fits to the
measurement model and these are given in Table 6.2. Twenty items out of 24 fit
the measurement model with a probability greater than 0.05, indicating that
there is an excellent fit to the measurement model. Set out on the following
page is Table 6.2, accompanied by the explanatory notes relating to individual
item fit to the measurement model. Deleting the not-so-good fitting items and re-
analysing the data did not produce a better fit to the measurement model and
so the 24 items were retained.

Consistency of Cateqory Responses
The thresholds between category responses are given in Table 6.3. The

thresholds are ordered in line with the conceptual ordering from low to high (not
at all/'some of the time, most of the time and almost always). This indicates that

the teachers answered the three response categories consistently and logically.

The RUMM 2020 program produces category response curves for each
item showing the relationship between the probability of answering each
category in relation to the Teacher-Student measure. An example is given in
Figure 6.2. This figure shows that when the measure is low, then the probability
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is high that the teacher response is low (not at all/some of the time), that as the

measure increases, the pro‘bability of answering. in the lowest category
decreases and the probability of answering in the next category increases, and
that as fhe ;neasure increases further sfill, the prdbability of answering category
two (most of the time) decreases and the probability of answering category\
three (almost always) increases. This means that the teachers have answered

the three response categories logically and consistently. The response category

!

curves for all 24 items were good.

Table 6.2 <
item Fit to the Measurement Model (Teacher Measure)

| temNo. | Location |SE J Regidual | df Chi- Probability

' square,

ltem 01 -4.19 0.82 -0.48 124.52 0.26: 0.88
Item 04 -3.71 0.62 -0.43 124.52 0.30 0.86
Item 05 -0.27 0.22 -0.68 124.52 0.47 _|0.78
Item 06 1.58 0.18 -1.43 124.52 219 = [ 0.32
Item 07 -2.42 0.38 -0.72 125.46 1.15 0.55
item 08 0.03 0.22 -0.23 124.52 -1.70 0.41
Item 09 3.17 0.18 0.58 124.52 2.67 0.24
Iltem 10 -2.18 0.35 0.25 125.46 6.16 - 0.02
item 11 0.37 0.21 -1.28 124.52 1.63 0.43
Item 12 2.46 0.17 -1.42 124.52 1.63 0.43
ltem 13 -2.01 . 0.31 0.29 125.46 4.39 0.09
item 14 0.97 0.21 -2.05 124.52 8.51 0.00
item 15 3.06 0.18 0.26 124.52 3.59 0.14
Item 16 -2.66 0.36 -0.45 124.52 0.27 0.87
ltem 17 0.86 0.20 -0.35 125.46 3.44 0.16
item 18 2.20 0.18 1.76 124.52 3.20 0.18
Iltem 20 1.50 0.18 2.70 124.52 11.22 0.00
Item 23 0.74 0.20 1.44 125.46 3.39 0.16
item24 4| 2.46 0.18 -1.22 124.52 0.41 0.81
Item 25 -2.82 0.50 -0.05 125.46 1.16 0.55
Item 26 0.44 0.21 -1.59 124.52 2.61 0.25
Item 28 -2.652 0.42 -0.88 125.46 101 - | 0.59
[tem 29 0.62 0.20 -0.63 124,82 - | 4.53 0.08
Item 30 2.36 0.17 0.09 124.52 5.50 0.04
Notes on Table 6.2, i

1. Location is item difficuity in logits.
2. SE is Standard Error.

3. Residual is the difference between actual value and expected value, calculated according to

the measurement model. . ) e

4. df is degrees of freedom.

5. 20 out of 24 items fit the measurement model with a probability greater than 0.05.

6. All values are given to two decimal places because the errors are to two decimal places.
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Table 6.3
ltem Thresholds for Teacher Measure

"THRESHOLDS

Mean 1 2
Item 01 -4.19 -5.49 -2.88
ltem 04 -3.71 -5.33 -2.09
Item 05 -0.27 -2.36 1.82
Iltem 06 1.58 0.29 2.87
ltem 07 -2.43 -4.07 -0.78
Item 08 0.03 -3.02 3.08
Item 09 3.18 1.34 5.01
Item 10 -2.18 -3.91 -0.46
ltem 11 0.37 -1.83 2.57
ltem 12 2.46 1.18 3.74
ltem 13 -2.01 -4.09 0.07
ltem 14 0.97 -1.96 3.89
ltem 15 3.06 1.06 5.07
ltem 16 -2.66 -4.86 -0.47
Item 17 0.86 -1.48 3.19
ltem 18 2.20 0.33 4.08
Item 20 1.50 -0.12 3.13
Iltem 23 0.74 -1.56 3.03
Item 24 2.46 0.80 411
Item 25 -2.82 -3.97 -1.68
Item 26 0.44 -2.06 2.94
Iltem 28 -2.52 -3.92 -1.12
ltem 29 0.62 -1.48 2.71
ltem 30 2.34 0.79 3.89
Notes on Table 6.3.

1. Thresholds are points between adjacent response categories where the odds are 1:1 of

answering the adjacent categories.

2. Mean thresholds are the item difficulties in logits.

3. All values are given to two decimal places because the errors are to two decimal places.

4. The thresholds for each item are ordered in line with the ordering of the response categories.
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[tem Characteristic Curves
The RUMM 2020 program produces an item characteristic curve for each

item showing the relationship between the expected response score and the
Teacher-Student measure. An example is given in Figure 6.3 for item 30. It
shows how the item discriminates for groups of persons near the item difficulty.
In this case, the item is functioning as intended. The item characteristic curves

for all 24 items showed that the items were functioning as intended.
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Figure 6.3 Characteristic Curve for Item 30

Dimensionality

The RUMM 2020 program calculates an item-trait interaction effect to
determine whether a unidimensional trait has been measured. This examines
the consistency with which teachers with measures all along the scale agree
with the calculated difficulties of the items along the scale. That is, it provides a
check that all the teachers agree that particular items are easy, of medium
difficulty or hard. For the item-trait interaction, the total item chi-square was
71.37, and the probability was 0.02 (chi-square = 71, df = 48, p = 0.02). This
indicates that there was no significant interaction of person measures with item
difficulties along the scale and that, therefore, it can be concluded that a

unidimensional trait was measured.

Person Separation Index

T‘hé’Per‘sofn Separation Index is 0.93 indicating that the measures are

well separated along the scale in comparison to their errors of measurement.
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This also implies that the power of the tests-of-fit are strong and the RUMM

2020 program says that the power for these data are excellent.

Targeting
The RUMM 2020 program produces a Person Measure/ltem Difficulty

graph. This graph (see Figure 6.4) shows the scale of item difficulties from easy
(about -4.2 logits) to hard (about +3.2 logits) and the teacher measures
calibrated on the same scale from low (about -4.6 logits) to high (about + 7.8
logits). This shows that some hard items need to be added to the scale to better

target those teachers with high measures.

The RUMM 2020 program also produces a Person Measure/ltem
Threshold graph (see Figure 6.5) which shows the item thresholds instead of
item difficulties. The thresholds range from easy (about -5.8 logits) to hard
(about +5.1 logits) and thus better cover the range of teacher measures.
Nevertheless, in any future use of the scale, some harder items need to be
added to better measure those teachers with high teacher-student relationships.

Ferson-ltem Location Distribution
(Grouping Set to Interval Length of 0.20 making B5 Groups)
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Figure 6.4 Person Measure/ltem Difficulty Graph

-Notes on Figure 6.4

1. Person measures are given on the upper side in logits.
2. Item difficulties are given on the lower side in logits.
3. Some harder items need to be added to the scale in future use to cover the higher measures.
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FPerson-ltem Threshold Distribution
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Figure 6.5 Person Measure/ltem Threshold Graph

Notes on Figure 6.5

1. Person measures are given on the upper side in logits.
2. ltem threshold are given on the lower side in logits.

The Teacher-Student Relationship Scale: Teacher’'s View

The Rasch analysis has calibrated the teacher measures on the same
scale as the item difficulties and produced a linear, unidimensional scale (see
Table 6.4), for which the data have a good fit to the measurement model. Since
it has now been shown that the scale data are reliable (there is good individual
and global fit to the measurement model, the separation of measures is good in
comparison to the errors and the teachers have answered the response
categories consistently and logically), valid inferences can be made from the

scale.

Items

For each item, teachers found that the idealistic perspective (‘this is what
| would like to happen’) was easier to answer than the capability perspective
(‘this is what | am capable of’) and the actual behaviour (‘this is what actually
‘happens’) was the hardest to answer, as conceptualised at the beginning of the

study.

The four easiest attitude items (What teachers would like to happen) are,
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and these are very easy:

1. | like this child (item 1, difficulty -4.19 logits);

2. This child and | get along well together (item 2, difficulty -3.71 logits);

3. | listen to this child when he/she needs to talk about persona'l issues. (item 9,
difficulty -2.82 logits); |

4, | am available and will provide help when this child asks for it. (item 6,

difficulty -2.66 I?_gits).

Table 6.4
Item Wording and their Difficulties (Final Data Analysis)

item no. item Wording Response
Idealistic | Capability | Actual
Connectedness
1 1 like this child. -4.19 NF NF
2 This child and | get along well together. -3.71 -0.27 +1.58
3 | am interested to learn about this child's personal -2.42 +0.03 +3.17
thnughts, feelings and experiences.
4 This child and | have a good, supporive relationship. -2.18 +0.37 +2.46
Availability '
5 | am available for this child. -2.01 +0.97 +3.06
6 | am available and will provide help when this child -2.66 +0.86 +2.20
asks for it.
7 If | am busy and this child needs help urgently, | will NF +1.50 NF
stop what | am doing and make myself available.
Communication
8 | communicate effectively with this child. NF +0.74 +2.46
9 | listen to this child when he/she needs to talk about -2.82 +0.44 NF
personal issues.
10 | communicate with this child in positive and sensitive | -2.52 +0.61 +2.33
ways.
Note on Table 6.4

1. ltem difficulties are in logits.
2. NF means did not fit.

The four hardest attitude items (what teachers would like to happen) are,
although these are still quite easy: |
1. | am available for this child (item 5, difficulty -2.01 logits);
2. This child and | have a good, supportive relationship (item 4, difficulty -2.18
logits);
3. | am interested to learn about this child's personal thoughts, feelings and
experiences (item 3, difficulty -2.42 logits);
4. | communicate with this child in positive and sensitive ways (item 10, difficulty
-2.52 logits).
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The four easiest capability items (what teachers believed themselves to
be caﬁable of) are, although these are moderately hard:
1. This child and | get along well together (item 2, difficulty -0.27);
2. | am interested to learn about this child’s personal thoughts, feelings and
experiences (item 3, difficulty +0.03);
3. This child and | have a good, supportive relationship (item 4, difficulty +0.37),
4. | listen to this child when he/she needs to talk about personal issues (item 9,

difficulty +0.44).

The four hardest capability items (what teachers believed themselves to
be capable of_): are, and these are moderately hard:
1. If | am busy and this child needs helip urgently;’l will stop what | am doing and
make myself available (item 7, difficulty +1.50);
2. | am available for this child (item 5, difficulty +0.97);
3. | am available and will provide help when this child asks for it (item 6,
difficuity +0.86);
4. | communicate effectively with this child (item 8, difficulty +0.74).

The three easiest behaviour items (what actually does happen) are,
although these are still hard: |
1. This child and | get along well together (item 2, difficulty +1.58 logits);
2. | am available and will provide help when this child asks for it (item 6,
difficuity +2.20 logits);
3. | communicate with this child in positive and sensitive ways (item 10, difficulty
+2.33 logits). !

- The four hardest beharfidﬁ_r items (what actually does happen) are, and
these are very hard: }

- 1. | am interested to learn about this child's personal thoughts, feelings and

experiences (item 3, difficulty +3.17);

2. | am available for this child (item 5, difficulty +3.06);

3. This child and | have a good, supportive relationship (item 4, difficulty +2.46);
4. | communicate effectively with this child (item 8, also with a difficulty of
+2.46).
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Table 6.5
Teachers with Lowest Teacher-Student Relationship Measures (N=18)

ID Raw Score | Teacher Measure | SE Residual
123 2 -4.54 0.86 |+1.92
069 1 2.79 049 | -0.98
113 |19 105 046 | +0.39
066 21 -0.63 046 | -1.79
070 23 -0.21 046 | +0.17
108 23 -0.21 0.46 | -0.83
107 24 -0.00 046 | -0.06
122 24 -0.00 046 | +2.02
080 25 +0.21 046 | -2.58
088 26 +0.43 047 | -0.97
104 26 +0.43 047 | -0.27
076 26 +0.43 0.47 | -2.49
084 27 +0.64 047 | -2.26
106 27 +0.64 0.47 | +0.18
090 28 +0.86 0.47 | -0.91
102 28 +0.86 0.47 | +3.05
018 28 +0.86 0.47 | -0.09
079 28 +0.86 0.47 | +0.53

Notes on Table 6.5

1. ID is teacher identification number.

2. Raw score is the total score on the 24 questionnaire items with three response categories 0,
1, 2 (minimum raw score is 0, maximum is 48).

3. Teacher measure is in logits (minimum finear measure is -4.54 logits, maximum is +7.74).

4. SE is standard error in logits.

5. Residual is the standardised difference between the actual score and the score estimated
according to the measurement model.

6. All values are given to two decimal places because the errors are to two decimal places.

7. The teachers with the eight lowest measures (-4.54 logits to 0.00 logits) may need help in
improving their relationships with the students.
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Table 6.6
Teachers with Highest Teacher-Student Relationship Measures (N=25)

ID Raw Score | Teacher Measure | SE Residual
118 46 +5.67 0.78 -0.21
115 46 +5.67 0.78 -0.21
116 |46 1567 0.78 | -0.21
117 46 +5.67 0.78 -0.21
057 46 +5.67 0.78 | -0.31
125 46 +5.67 0.78 | +0.04
025 46 +5.67 0.78 -0.03
027 46 +5.67 0.78 | +0.21
029 46 +5.67 0.78 -0.16
011 47 +6.48 1.06 | -0.20
136 47 +6.48 1.06 | -0.09
030 47 +6.48 1.06 | -0.20
135 47 +6.48 1.06 | -0.21
134 47 +6.48 1.06 -0.09
010 47 +6.48 1.06 | -0.06
012 47 +3.06 1.06 | -0.06
013 47 +6.48 1.06 | +0.04
014 47 +6.48 1.06 | +0.04
028 47 +6.48 1.06 | -0.20
100 48 | +7.74 - -
126 48 +7.74 - -
093 48 +7.74 - -
094 48 +7.74 - -
095 48 +7.74 - -
138 48 +7.74 - -

Notes on Table 6.6

1. ID is teacher identification number.

2. Raw score is the total score on the 24 questionnaire items with three response categories 0,

1, 2 (minimum raw score is 0, maximum is 48).

3. Teacher measure is in logits (minimum linear measure is -4.54 logits, maximum is +7.74).

4. SE is standard error in logits (RUMM does not estimate for maximum scores).
'5.'Residual is the standardised difference between the actual score and the score estimated

according to the measurement model (RUMM does not estimate for maximum scores).

6. All \'/alues.are' given to two decimal places because the errors are to two decimal places.

7. The Rabscih measUres for the top six teachers’ questionnaires are estimated because they

obtained thé highest raw score possible (48).
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Persons __

Each person’s raw score has been converted to a teacher measure,
expressed in logits. The teacher measures range from a lowest possible -4.54
logits to a maximum possible +7.74 logits. The lowest measures indicate a
perception of a distant relationship while, conversely, the highest measures
indicate a perception of a close relationship. The data on person measures is
presented in Tables 6.5 and 6.6. Of the total 139 relationships reported on by
the teacher participants, 18 teacher-student relationships were measured at the
lower end of the scale, indicating those teachers perceived themselves to have
a not-so-good relationship with their students. In particular, the eight lowest
measures (the questionnaires numbered 123, 69, 113, 66, 70, 108, 107 and
122) indicate that these teachers heed some help in improving their
relationships with the particular students involved. Twenty-five teacher-student
relationships were measured at the higher end of the scale which indicates
tho;s,e teachers perceived themselves to have a close relationship with their
students.

Summary |
A Rasch measurement analysis was conducted with ten items,

- conceptually ordered from easy to hard, and answered in three perspectives
(‘Idealistic’, ‘Capability’ and ‘Actual'’) giving an effective scale of 30 items. The |
RUMM 2020 computer program (Andrich, Sheridan, & Luo, 2005) was
particularly helpful in conducting this analysis. It was found that six items did not
fit the measurement model and were deleted from the scale. The remaining 24
items were analysed and it was concluded that a reliable linear, unidimensional
scale of Teacher-Student Relationships was created using the teacher’s view in
which the measurés were calibrated on the same scale as the item difficulties.
The reliability of the scale data was shown by:

1. Good global and person item fit to the measurement model;

2. Good individual fit to the measurement model,

3. The three category responses being answered in a consistent and logical
way;, |

4. A good Person Separation Index indicating that the person measures were
well separated in comparison to the errors;

5. A good item-trait interaction indicating the measurement of a unidimensional
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trait;
6. Reasonable targeting of the items against the person measures, although
some harder items need to be added for any future use of the scale.

Since the scale data were shown to be reliable, the following valid
inferences were drawn from the scale.
1. All attitude relationships (‘idealistic’) were easier than the actual behaviour
relationship, and capability was harder than idealistic, but easier than the actual
behaviour.
2. Teachers found it very easy to give idealistic responses to like their students
and to get along well with them.
3. Teachers found it moderately easy to say that idealistically, they would like to
be available for the students.
4. Teachers found it moderately hard to say that they were capable of being
interested in learning about their student’s personal thoughts, feelings and
experiences.
5. Teachers found it very hard to say that they could actually be interested in

learning about their student’s personal thoughts, feelings and experiences.

The distribution of Teacher-Student Relationship Measures makes it
possible to describe a relationship as perceived by the teacher. The teachers
with highést measures perceive that they have a highly satisfactory relationship
with their students, and they do not need any help with their relationships with
their students. Teachers with low measures perceive that they have a not-so-
good relationship with their students. A closer look at the responses given by
the teachers within the three aspects of Connectedness, Availability and
Communication indicates which aspects specifically are sound and which may

need attention in order for the relationship to be improved or enhanced.

The next chapter explains the Rasch analysis for the students’ views on

Teacher-Student relationships.
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CHAPTER SEVEN

DATA ANALYSIS: PART 2
RASCH MEASUREMENT (STUDENTS’ VIEWS)

This chapter presents the questionnaire data analysis for the Teachers’
Relationships with Students model using the students’ views. An explanation is
provided of the data analysis process using the Rasch Unidimensional
Measurement Model (RUMM 2020) program (Andrich, Sheridan, & Luo, 2005).
The results are then presented through the use of tables, figures and text. The
general meaning of the Teacher-Student Relationship Scale: Student’s View is

put forward and valid inferences are drawn from the scale.

Initial Rasch Analysis

The analysis started with ten items, each answered in two perspectives
(‘this is what does happen’ and ‘what | wish would happen’), giving 10 x 2 (20)
items. Data were analysed with the RUMM 2020 computer program (Andrich,
Sheridan, & Luo, 2005). It was first checked to see whether the response
categories were answered consistently and logically. As stated in the previous
chapter, the RUMM 2020 program assesses this with two outputs, namely,
response category curves and thresholds. Response category curves show the
probability of answering each response category by the Teacher-Student
Relationship measure. These curves showed that students could not
discriminate consistently between the two lowest categories (“never” and “some

of the time”). An example of this is given in Figure 7.1.

| Descnptarforitem 1 Location =-0.396 Residual =0714 Chi Sg Proh = 0640

05 —l

0.0

Person Location (logits)

Figure 7.1 Response Category Curve for Item 1 Showing Poor Discrimination.
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Thresholds are points between adjaceﬁt response categories where the
odds are 1:1 of answering in either category. For good measurement,
thresholds should be ordered in line with the ordering of the response
categories. The thresholds, in this case, were not ordered in line with the
ordering of the response categories, and this supported the evidence from the
response category curves. Therefore, the two lowest response categories were
combined giving score 1 for ‘never or some of the time’, score 2 for ‘most of the
time', and score 3 for ‘always. Using these three response categories, the data
were re-analysed with the RUMM 2020 program (note: the RUMM 2020
program converts the scores to 0, 1, 2). This re-gmalysis is now reported.

Final Analysis

The final anfc'ysis of the data for the Teacher-Student Relationship
model: Student’s View used 20 items (10 x 2 perspectives), three response
categories and 139 students. The RUMM 2020 program produces outputs to
assess fit to the measurement model, reliability and dimeri;sionality. These are

L]

now explained.

. = 8
43

Global ltem and Person Fit

Table 7.1 shows the global item and person fit. Following the’ltab'l'e are
related notes, and an explanatory paragraph. L E

Table 7.1
Global ltem and Person Fit to the Measurement Model

ITEM-PERSON INTERACTION

ITEMS PERSONS
Location Fit Residual Location Fit Residual
Mean 0.00 -0.16 1.54 -0.13 '
SD 1.78 0.95 1.53 0.93

Notes on Table 7.1.

1. ltem location is item difficulty in logits

2. Person location is person measure in logits

3. 8D is standard deviation

4. The mean item difficulty is constrained to zero by the RUMM 2020 program

5. Fit residuals are the difference between the actual values and the expected' values calculated
according to the measurement model (standardised). They have a mean near zero and arrSD
near 1 when the dala fit the measurement model. (A good fit for these data).

6. All values are given to two decimal places because the errors ar¢: o0 two decimal places.
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The fit residuals for both the item difficulties and the person measures
have a mean near zero and a standard deviation near one. The residuals are
the differences between the actual values and the expected values, calculated
| according to the measurement model and, when they are standardised, they
have an approximately normal distribution (mean = 0, SD =1), if the data fit the
‘measurement model. These fit residual data forthe measure of Teacher-
Student Relationships have a good fit to the measurement model (see Table
7.1
Individual Item Fit ,

The RUMM 2020 program calculates individual item fits to the

measurement model and fhese are given in Table 7.2. Nineteen items out of 20
fit the measurement model with a probability greaterthan 0.05, indicating that
there is an excelient fit to the measurement model. Set out on the following
page is Table 7.2, accompanied by the explanatory notes relating to individual
item fit to the measurement model. '

Consistency of Category Responses

The thresholds between category responses are give“ﬁ in Taplégf’?.a. The .

T
s
.-
ral

i el ',h"'
thresholds are ordered in line with the conceptual ordering from low to high "

(never/some of the time, most of the time and all the time). This indicates that

the students answered the three response categories consistently and logically.

The RUMM 2020 program produces category response curves for each
item showing' the relationship between the probability of answering each
category in relation to the Teacher-Student measure. An example is given° in
Figure 7.2. This figure shows that when the measure is low, then the probability .
is high that the student response is low (never/some of the time), that as the

measure increases, the probébility of answering in the lowest category
decreases and the probability of answering in the next category increases, éind
that as the measure increases further still, the probability of answering category
two (most of the time) decreases and the probability of answering category

three _(all the time) increases. This means that the students have answered the

three response categories logically-and consistently. The response category
curves for all 20 items were good.
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Table 7.2

item _Fit to the Measurement Model (Student Measure)

ftem No. Location SE Residual | df Chi- Probability
square

Item 1 -1.68 0.21 0.80 125.35 2.40 0.28
Item 2 0.84 0.16 -0.26 125.35 1.47 0.46
Item 3 -1.79 0.22 -0.27 125.35 0.03 0.98
Item 4 0.99 0.14 -0.77 125.35 1.01 0.59
Item 5 -0.74 0.18 -0.62 125.35 0.82 0.65
item 6 1,15 0.13 0.67 125.35 0.32 0.85
item 7 -0.19 0.16 -1.34 125.35 3.82 0.12
item 8 0.87 0.14 -3.51 125.35 2.52 0.26
item 9 -0.60 0.18 -0.63 125.35 0.71 0.69
item 10 1.30 0.14 1.44 125.35 0.82 0.66
ftem 11 -1.12 0.21 -0.93 125.35 2.02 0.35
Item 12 0.20 0.16 0.85 125.35 0.88 0.63
Item 13 0.43 0.15 1.90 124.41 14.01 0.00
item 14 2.57 0.15 0.82 125.35 2.04 0.34
Item 15 -1.47 0.23 -0.32 125.35 1.50 0.46
tem 16 0.37 0.15 -0.83 125.35 2.01 0.35
item 17 -0.36 0.17 -0.65 126.35 0.58 0.74
Item 18 0.55 0.14 0.28 125.35 1.85 0.45
Item 19 -1.71 0.23 -0.68 125.35 2.68 0.24
Item 20 0.41 0.156 -1.14 125.35 3.81 0.13
Notes on Table 7.2.

1. Location is item difficulty in logits.
2. SE is Standard Error.

3. Residual is the difference between actual value and expected value, calculated according to

the measurement model,
4. df is degrees of freedom.

5. 19 out of 20 items fit the measurement mode! with a probability greater than 0.05,
6. All values are given to two decimal places because the errors are to two decimal places.

.
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Table 7.3
ltem Thresholds for Student Measure

. THRESHOLDS

Mean 1 2
ltem 1 -1.68 -3.40 0.13
ltem 2 0.84 -0.62 2.29
ltem 3 -1.80 -3.39 -0.20
Item 4 0.99 0.36 1.63
Iltem 5 -0.74 -2.14 0.65
ltem 6 1.15 0.77 1.52
ltem 7 -0.19 -0.64 0.27
ltem 8 0.87 0.47 1.27
Iltem 9 -0.60 -1.42 0.21
Item 10 1.30 0.80 1.80
Iltem 11 -1.12 -1.83 -0.40
ltem 12 0.19 -1.13 1.51
ltem 13 0.43 -0.12 0.97
ltem 14 257 2.06 3.08
ltem 15 -1.47 -2.32 -0.61
Iltem 16 0.37 -0.38 1.12
Item 17 -0.36 -0.79 0.06
Item 18 0.55 0.32 0.78
ltem 19 -1.71 -3.11 -0.30
ltem 20 0.41 -0.30 1.12

Notes on Table 7.3.

1. Thresholds are points between adjacent response categories where the odds are 1:1 of
answering the adjacent categories.

2. Mean thresholds are the item difficulties in logits.

3. All values are given to two decimal places because the errors are to two decimal places.

4. The thresholds for each item are ordered in line with the ordering of the response categories.

~rintor ierm 1 | ncatior -1 ba3 Eecicdual = [1 Bl1; Chi Sc Proab =1 P8¢

o~ ———

Person Location (logits)

Figure 7.2 Response Category Curve for ltem 1
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Item Characteristic Curves
The RUMM 2020 program produces an item characteristic curve for each

item showing the relationship between the expected response score and the
Teacher-Student measure. An example is given in Figure 7.3 for item 8. It
shows how the item discriminates for groups of persons near the item difficulty.
In this case, the item is functioning as intended. The item characteristic curves

for all 20 items showed that the items were functioning as intended.

oG Dezcriptorforitern 8 Locstion = 0871 Residual =-1.805  Chi S Prob = 0.265 Slope
20 i iinieieiateliafiolalintieiniehaeledbeiefeateth el e il ekl e ikttt R edetete Sk s
E 1 5 . ‘v/,\,-!"uw
P ] &
'i E f,/‘!
o104
) .HF"'N
5 | s
:E. 0.5 — I,ﬁf"
; 1
& s
0.0 ey : e Ly —t
3 2 1 0 1 2 3 4 5

Fereon Location [logits]

Figure 7.3 Characteristic Curve for ltem 8

Dimensionality

The RUMM 2020 program calculates an item-trait interaction effect to
determine whether a unidimensional trait has been measured. This examines
the consistency with which students with measures all along the scale agree
with the calculated difficulties of the items along the scale. That is, it provides a
check that all the students agree that particular items are easy, of medium
difficulty or hard. For the item-trait interaction, the total item chi-square was
45.00, and the probability was 0.27 (chi-square = 45, df = 40, p = 0.27). This
indicates that there was no significant interaction of person measures with item
difficulties along the scale and that, therefore, it can be concluded that a

unidimensional trait was measured.

Person Separation Index

The Person Separation Index is 0.90 indicating that the measures are

well separated along the scale in comparison to their errors of measurement.
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This also implies that the power of the tests-of-fit are strong and the RUMM

2020 program says that the power for these data are excellent.

Targeting
The RUMM 2020 program produces a Person Measure/ltem Difficulty

graph. This graph (see Figure 7.4) shows the scale of item difficulties from easy
(about -1.8 logits) to hard (about +2.6 logits) and the student measures
calibrated on the same scale from low (about -6.2 logits) to high (about + 5.6
logits). This shows that some hard items need to be added to the scale to better

target those students with high measures.

The RUMM 2020 program also produces a Person Measure/ltem
Threshold graph (see Figure 7.5) which shows the item thresholds instead of
item difficulties. The thresholds range from easy (about -3.6 logits) to hard
(about +3.1 logits) and thus better cover the range of student measures.
Nevertheless, in any future use of the scale, some harder items need to be
added to better measure those students with high teacher-student relationships.

Person-ltem Location Distribution
(Grouping Sei to Interval Length of 0.20 making 65 Groups)
e e N et T 108%
) X No. Hean SD
B Total [139] 1.54 1,53

PERSONS

T FA-F{-- 4o === o - 7.2%

<~o0oJ0coe—~m

- 36%

0.0%
6 Location (logiis)

ITEY: » —:_, I_J‘J T U\_l_.l_l._[_] U_l_.l =)

M SXesesacnssesi sz anesnnaes e R B e s e e e SR R ARG S e e s S L =0

Figure 7.4 Person Measure/ltem Difficulty Graph

Notes on Figure 7.4

1. Person measures are given on the upper side in logits.

2. Item difficulties are given on the lower side in logits.

3. Some harder items need to be added to the s:cale in future use to cover the higher measures.
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Person-ltem Threshold Distribution

PERSONS (Csoupmq Set to Interval Length of 0.20 making 65 Groups)
T e T L I R T 108%
No. Hean SD
B F Total [139] 1.54 1.53

- 7.2%

<0O0Ooo0cao™mT

- 36%

0.0%
6 Location (logits)

Figure 7.5 Person Measure/ltem Threshold Graph

Notes on Figure 7.5

1. Person measures are given on the upper side in logits.
2. Item threshold are given on the lower side in logits.

The Teacher-Student Relationship Scale: Student’s View

The Rasch analysis has calibrated the student measures on the same
scale as the item difficulties and produced a linear, unidimensional scale (see
Figure 7.4), for which the data have a good fit to the measurement model. Since
it has now been shown that the scale data are reliable (there is good individual
and global fit to the measurement model, the separation of measures is good in
comparison to the errors and the students have answered the response
categories consistently and logically), valid inferences can be made from the

scale.

ltems
For each item, the ideal perspective (‘what | wish would happen’) was
easier than the actual behaviour (‘what does happen’), as conceptualised at the

-beginning of the study.
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The four easiest attitude items (what students wish fo happen) are, and
these are very easy:
1. My teacher and | get along well together (item 2, difficulty -1.79 logits);
2. My teacher listens to me and helps me to feel better (item 10, difficulty -1.71
logits);
3. My teacher likes me (item 1, difficulty -1.68 logits);
4. My teacher listens to me (item 8, difficulty -1.47 logits).

i

Table 7.4 = ¢

item Wording and their Difficulties (Final Data Analysis) L
ltem no. Item Wording Response
What | This is
“wish” what does
would happen
happen
Connectedness
1 My teacher likes me. -1.68 +(.83
2 My teacher and | get along well together, -1.79 +0.99
3 My teacher is interested in what | think and feel, and in what } do. | -0.74 +1.15
4 My teacher and | care about each other. -0.19 +0.87
Availability
5 | .can go up to my teacher any time. -0.60 +1.30
6 | can ask my teacher for help. -1.12 +0.92
7 If my teacher is busy, | can still go and get help. +().42 +2.57
Communication
8 My teacher listens to me, ' -1.47 +(.37
- 9 My teacher listens when | talk about personal/private things. -0.36 +().65
10 My teacher listens to me and helps me to feal better. -1.71¢ +0.41

Note on Table 7.4

1. ltem difﬁculties are in logits.

The four hardest attitude items (what students wish to happen) are,
although these are still moderately easy, except for item 7 which is hard:
1. If my teacher is busy, | can still go and get help (item 7, difficuity +0.42 logits);
2. My teacher and | care about each other (item 4, difficulty -0.19 logits);
3. My teacher listens when I_talk about personal/private things (item 9, difficulty
-0.36 logits);
4. | can go up to my teacher any time (item 5, difficulty -0.60 logits).
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The four easiest behaviour items (what actually does happen) are,
although these are still hard:
1. My teacher listens to me (item 8, difficulty +0.37 logits);
2. My teacher listens to me and helps me to feel better (item 10, difficulty +0.41
logits);
3. My teacher listens when | talk about personal/private things (item 9, difficulty
+0.55 logits);
4. My teacher likes me (item 1, difficulty +0.83 logits).

The four hardest behaviour items (what actually does happen) are, and
these are very hard:
1. If my teacher is busy, | can still go and get help (item 7, difficulty +2.57 logits);
2. | can go up to my teacher any time (item 5, difficulty +1.30 logits);
3. My teacher is interested in what | think and feel, and in what | do (item 3,
difficulty +1.15 logits);
4. My teacher and [ get along well together (item 2, difficulty +0.99 logits).

Persons

Each person’s raw score has been converted to a student measure,
expressed in logits. The student measures range from a lowest possible -6.01
logits to a maximum possible +5.49 logits. The lowest measures indicate a
perception of a distant relationship while, conversely, the highest measures
indicate a perception of a close relationship. The data on person measures is
presented on the following pages in Tables 7.5 and 7.6. Of the total 139
students who participated in the study, 20 students were measured at the lower
end of the scale, indicating they perceived themselves to have a not-so-good
relationship with their teacher. Twenty-nine students were measured at the
higher end of the scale which indicates they perceived themselves to have a

highly satisfactory relationship with their teacher.
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Table 7.5
Students with Lowest Teacher-Student Relationship Measures (N=20)

ID Raw Score Stuaent Measure | SE Residual
051 0 -6.01 - -
050 6 -2.28 0.53 | -0.97
079 8 -1.78 047 | +0.72
063 10 -1.37 0.43 |-0.13
049 13 -0.86 0.40 | +2.06
069 14 -0.71 0.39 |[-0.24
059 16 -0.43 0.37 | +1.40
093 17 -0.29 0.37 | -0.91
061 17 -0.29 0.37 | -0.41
137 18 -0.15 0.36 | +1.48
023 18 -0.15 0.36 | -063
102 19 -0.02 0.36 | -2.49
070 19 -0.02 0.36 | +0.92
080 19 -0.02 0.36 | +0.02
091 19 -0.02 0.36 | +0.69
067 19 -0.02 0.36 | +0.01
120 20 +0.10 0.36 | -0.58
100 20 +0.10 0.36 | -0.59
095 20 +0.10 0.36 | +0.92
021 20 +0.10 0.36 |-2.16

Notes on Table 7.5

1. |D is student identification number.

2. Raw score is the total score on the 20 questionnaire items with three response categories 0,
1, 2 (minimum raw score is 0, maximum is 40).

3. Student measure is in logits (minimum linear measure is -6.01 logits, maximum is +5.49).

4. SE is standard error in logits.
5. Residual is the standardised difference between the actual score and the score estimated

according to the measurement model.
6. All values are given to two decimal places because the errors are to two decimal places.
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Table 7.6
Students with Highest Teacher-Student Relationship Measures (N=29)

D Raw Score | Student Measure | SE Residual
044 36 +2.72 0.56 |-0.79
004 36 +2.72 0.56 | -0.22
036 36 +2.72 0.56 | -0.52
003 36 +2.72 0.56 | +0.02
092 36 +2.72 0.56 |-0.80
038 36 +2.72 0.56 |-0.93
138 36 +2.72 0.56 |-0.27
018 36 +2.72 0.56 |-0.78
134 36 +2.72 0.56 | +1.00
013 36 +2.72 0.56 | -0.66
017 37 +3.06 063 |-1.03
111 37 +3.06 063 |-1.10
014 37 +3.06 0.63 |-0.37
086 37 +3.06 063 |-1.03
040 37 +3.06 063 |(-0.62
129 37 +3.06 0.63 | +0.37
074 38 +3.53 0.75 |-0.99
034 38 +3.53 0.75 |-0.40
039 38 +3.53 0.75 |-0.64
057 38 +3.53 0.75 |-0.80
127 39 +4.28 1.02 | -1.17
047 39 +4,28 1.02 | -1.17
011 39 +4.28 1.02 |-0.30
001 39 +4.28 1.02 | -1.17
089 39 +4.28 1.02 | -1.17
064 40 +5.49 - -
041 40 +5.49 - -
055 40 +5.49 - -
077 40 +5.49 - -

Notes on Table 7.6

1. ID is student identification number.

2. Raw score is the total score on the 20 questionnaire items with three response categories 0, 1, 2
(minimum raw score is 0, maximum is 40).

'3. Student measure is in logits (minimum linear measure is -6.01 logits, maximum is +5.49).

| 4. SE is standard error in logits (RUMM does not estimate for maximum scores).

5. Residual is'the standardised difference between the actual score and the score estimated according to
the meas_uferhént model (RUMM does not estimate for maximum scores).

6. All values are given to two decimal places because the errors are to two decimal places.
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Summary
A Rasch measurement analysis was conducted with ten items, |
. conceptually ordered from easy to hard, and answered in two perspectives

o (‘what | wish would happen’ and ‘what actually happens’) giving an effective

scale of 20 items. The RUMM 2020 computer program (Andrich, Sheridan, &.
Luo, 2005) was particularly helpful in conducting this analysis. It was concluded
that a reliable linear, unidimensional scale of Teacher-Student Relatonships
was created using student views in which the measures were calibrated on the
same scale as the item difficulties. The reliability of the scale data was shown
by:

1. Good global and person item fit to the measurement model; o

¢
2. Good individual fit to the measurement model; !

3. The three category responses being answered in a consistent and lzagical
way; |

4. A good Person Separation Index indicating that the person measures were
well separated in comparison to the errors;

5. A good item-trait interaction indicating the measurement of a unidimensional
trait;

6. Reasonable targeting of the items against the person measures, although
some harder items need to be added for any future use of the scale.

Since the scale data were shown to be reliable, the following valid
inferences were drawn from the scale.
*1. All attitude relationships (‘what | wish would happen’) were easier than the
actual behaviour relationship.
2. Students found it very easy to wish that they could get along well with their

teacher. v

3. Students found it moderately easy to wish that they and their teacher care
gﬁaﬁt each other. .

4. Students found it moderately hard to say that their teacher actually listens to
them.

5. Students found it very hard to say that their teacher could be approached for

help when the teacher was busy.

The distribution of Teacher-Student Relationship Measures makes it
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possible to describe a relationship as perceived by the student. Students with
low measures perceive that they have a not-so-good relationship with their
teacher. Students with a high measure perceive that they have a close
relationship with their teacher. A closer look at the responses given by the
students within the three aspects of Connectedness, Availability and
Communication may indicate which aspects specifically are sound and which
may need attention in order for the relationship to be further enhanced.

The next chapter explains the discussion data analysis for the teachers’

views on Teacher-Student relationships.
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CHAPTER EIGHT

DATA ANALYSIS: PART 3
TEACH'ER DISCUSSIONS AND OPEN ENDED QUESTIONS

-Thls"chapter presents the data analysis and discussion from the

E 'teachers view. This data comprises the oral responses that teachers made

dunng the face-to-face discussions and the written responses that teachers
gave to the open-ended question on the questionnaire. A description is provided
of the process used to analyse these data as well as the data from students,
described in the next chapter. The findings are then presented as themes. In
this way, the fifth research question is answered, specifically, what are teachers'
self-views about the aspects of Connectedness, Availability and Communication
with respect to their ability to impact on retationships with students?

Process of Analysis

o As stated in Chapter Five, the Miles and Huberman framework for data
analysis (Miles & Huberman, 1994) has been used as a guide for analysing thfz
qualitative data for this study. Miles and Huberman (1994) suggest following an
inter-related process involving the reduction of data, data display and drawing
and verifying conclusions. The process began by reading‘and re-reading the

discussion transcripts and the open-ended responses made on the

questionnaires. In this way | became familiar with the data, and could recognise
the general themes as they began to emerge. | selected material that fitted

~ within the three main categories of Connectedness, Availability and

Communication. As | re-read the material within each main category, | looked
for links and patterns to then identify common themes. This is consistent with
the view of Seidman (1991) who suggests organising excerpts from the
iranscripts into categories and searching for pafterns and connections within the
categories to identify themes. As | worked through this process, the volume of
data was reduced, enabling me to focus more fully on the main themes as they

' ¢
became more apparent.

]

During the process of data analysis, | jotted notes, or memos, to myself
as certain ideas occurred to me. | recorded my thoUghts as | identified common
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concepts within the data and as | recognised links between certain ideas
(Creswell, 2005). These notes have helped me to make sense of the data and
to formulate wnat Punch (1998) refers to és propositions, and what | have
termed themes. In presenting the themes in this chapter, | have provided an
interpretation of each theme. The themes are then validated using supporting

)

As the process of data analysis continued, the number of t":étegories _
J not fit within the

main categories of Connectedness, Availability and Communication became

material from.the transcripts.

actually increased. This happened as additional themes that di!

evident. The additional themes warranted inclusion in this study as they raised
further ideas about what impacts teacher-student relationships. As a resutt,
additional categories to accommodate these themes have been developed. For
example, in the discussion with some teachers, the topic branched off to include
teachers’ relationships with students’ parents and the bearing that that is
believed to have on teacher-student relationships. As such, a category has
emerged to do with teacher-parent relationships. Another examplgis that |
asked the teachers for feedback regarding the assessment tools that | used in
' this study. Even though this was not a specific research question, it was a
question on the Discussion Schedule that brought about some insightful
responses. As a result, | decided these responses warranted incldéion within
the data analysis chapter.. ..

. In this study, 43 teachers completed a combined total of 139 .
questlonnanres At the conclusion of the questionnaire, pamc;pants were mwted
to record an answer to an open-ended question. The open-ended question
simply asked “Are there any comments that you would like to make about your
relationships with your students?” Fifty questionnaires had a written.resporise
recorded. These responses have been coded using the. letter Q to dencte
‘questionnaire, and the number already assigned to the questionnaire (001

'through to 139). For example, a response made by a teacher to the open-ended
question on the 87" questionnaire is coded as 0087 '

Twenty-five of the 43 teachers agreed to have a follow up face-to-face

-
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discussions were audio taped and later typed up into transcripts. The transcripts
have been cgded by letter (for participant), number (for page number of the
transcript) and Roman numeral (for the paragraph). This means a comment
made by the 2™ participant that appears on the sixth page and in the 2"
paragraph of the transcript has been identified as B.6.ii.

Categories and Themes‘
Category 1: Connectedness ‘

The themes that have been identified within the category of

Connectedness reflect teachers’ self-views with regard to the personal

connections they make with the students in their classes. In discussing this
topic with teachers, we talked about whether or nat it is important for teachers to
have a good relationship with students. We also discussed the ways in which
the teachers saw themselves being able to do this sucqessfully. As was

" expected, all the teachers in this study consider it to be a high priority to -

connect with their students and to form positive relatfonships with them., This is
articulated in the first theme. | | * =

Theme 1: Teachers believe that 6eing able to establish positive relationships

with their students is a necessary part of their work. e

A-positive relationship between teachers and students is necessary for
teachers to do their job well. Teachers in this study recognise the importance of

| establishing positive relationships with their students. Of the 25 teachers who

participated in the face-to-face discussions, all of them agree that positive.
teacher-student relationships are absolutely necessary. To describe how
important they viewed their classroom relationshipé, the teachers used words
|iké. “vital”, “crucial”, “critical” and “essential” as shown in the excerpts below:

| think it's vital. it's what we're all about as teachers before anything else.
The content comes after, you can't teach a child unless you're starting to

- n _know them and love them a little bit and have a relationship with them. |
. think it's really the number one priority. (V.1.i) o

Crucial, it's crucial for every aspect. (U.1.i)

It's critical. You can't work with the kids unless you have a good
[
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relationship with them — just vital. (X.1.i)
That's essential. Without that ... It's hard work sometimes. (L.1.i)

| think it's probably the most important thing to have happen in a class.
(F.1.0)

The teachers’ choice of words demonstrates the importance they place
upon being able to establish a positive relationship with their students. A
positive teacher-student relationship is not viewed as an optional extra, but as

an absolute necessity.

During the discussions it became evident that the teachers see a link
between teacher-student relationships and student performance. This is

articulated in the following theme.

Theme 2: Teachers consider positive relationships with students to be

necessary for effective teaching and learning to take place.

When discussing the importance of connecting with their students,
teachers’ responses indicate that they recognise a link between having a
personal connection with students and maximising learning opportunities.
Connectedness between teachers and students is seen by the teachers in this
study to be an essential first step in the teaching-learning process. The

statements below are some examples that illustrate this point.

[connecting with students] underpins everything you do in a classroom ..
(B.1.iii)

... once you can develop that rapport then teaching the students is much
easier because you can teach to the student’s heart and head. (C.1.i)

If they have a good relationship with the teacher then the children will
perform at their best, and want to perform at their best. (U.1.i)

» Conversely, teachers believe that if the relationship between themselves
~and their students is lacking, then the students’ progress in the classroom may
be impedéd in some way. This thought is echoed in the following statements.
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... if you can't interact positively with the children then you lost them
straight away ... (B.1.i)

If you don’t have a positive relationship with your children, and | don't just
* mean as in the collective form meaning the whole class, but with each
individual child, then | don't believe that that child is able to learn at their
- true potential. | think most children will probably progress anyway,
academically, but unless you build that relationship with theri on their
particular level, their special emotional level, then they wili not be able to

S ~ progress at the rate that they probably could have. (F.1.i)

| think very few have that strong relationship and the kids aren't going fto
produce the work and socialise within the classroom as well as what
they're capable of. (A.1.i)

While all the'teachers who were interviewed agreed that positive teacher-

- student relationships were the ideal, it was noted that such relationships did not

just form by themselves. Teachers recognise they need to put an effort into
building positive connections with their students. This notion is presented in the
next theme.

Theme 3: Teachers believe it takes time and effort on their pait to connect with
students in order to establish positive teacher-student relationships.

Teachers know that relationships with students do not just occur by
chance. Teachers need to put time and effort into getting to know their students
and establishing a rapport with them. The statements below demonstrate that
teachers believe relationships require deliberate effort to be developed. In -

particular, teachers acknowlegge that some relationships require more work

than others, and recognise it to be their own responsibility to work at improving
relationships with particular students.

..it was hard work to kind of work through that, to get to a point where
yc..l ‘iad a relationship develop. You have to work 2t it, a lot. (L 1 1)

I had tried spending more time with that child in instances where they

struggle with work, | put more effort into that child, give them more one-
-~ on-one, perhaps more than other children have. The reason being that |
- have to work harder to have a relationship. (G.2.ii)

Basically in the mornings | try and say hello to the children as they come
into the door, just one-on-one, especially with the kids that | find harder
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to relate to, or | notice they have difficulty relating to me as well. (J.1.ii)

... this little girl isn’t a particularly delightful child and she'll be in my face
all the time (sic) and so | find often | have to work a little bit harder to
~ make sure that she doesn't go away from my classroom thinking that,
ag  “Mrs [U] really likes this child but she doesn’t like me". | would like to
think that each of the kids would think that “Mrs [U] likes us all evenly”, so
therefore | have to work a little harder sometimes. (U.2.)
I'd say you usually get at least one child in the class that you have to
work extra hard [with] because you're not going to like every child, you're
not going to have the same relationship with every child so therefore you
have to be aware of what you're doing with that child ... (X.11.v)

... there's always a queue in your class — and often they're the children
that you wouldn't necessarily feel like you get along with as such or
you're not sort of attached to that child as much and so you do feel like
you have to work harder. Whether it's because.you know you don't click
together or because you know what they're like and you know that for
them to do the right thing by you, you've got to connect with them and
put that extra effort in. (J.8.iv)

A couple of children that | think | do need to work harder [with], their
fathers work away and they're only home intermittently. So they're often
-a little bit lonely so to speak. Only child — would be another one, | mean
I'm talking now after sixteen years' experience, they're the ones | tend to
find that | do need to work a bit harder with. (B.6.i)

One student that I've had before, he was very, very hard to get to know
and to like. So, | put a stamp on the back of my hand and whenever |
looked at the stamp | had to praise him. Even if he was just sitting there
and not hitting anyone at the time. (M.3.iv)

In discussing how positive teacher-student relationships could be
established, teachers mentioned the various strategies they use, some
purposefully, and some incidentally, in order to strengthen their connections
“with students. Some of the specific strategies that teachers have found to be
successful are addressed in themes 4 to 8.

Theme 4: Teachers connect with students by showing a personal interest in
them and by getting to know them as individuals. '

When teachers show a personal interest in students, and make an effort
to get to know them as individual beings, they are able to make connections on
a personal level thereby potentially strengthening the teacher-student
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relationship. When this happens, teachers have the opportunity to make a
positive influence on the child's adjustment to school, to contribute to their

sense of self and their emotional competence, and to the development of
protective factors that enhance resiliency.

Teachers who show a personal interest in their students make an effort

to discover personal information about their students. For example, teachers

learn students’ names, their family background, their likes and dislikes, and their

hobbies and interests. Teachers also take time to greet students individually

and to enquire about people and events as personally relevant to them.

[1] get to know them individually by name right from the start. To find out
about their interests, not necessarily to delve into their personal lives, |
don't mean that, because some children really don't like that so that
would certainly come later if they wanted to talk about it. But just find out
what they're into basically, whether they like music, whether they like
sports. Just always put aside tiime to have a one to one talk with the child
to find out what they like and go from there. But | think if you start off
being focused in that area where you do show some interest in them,
from the start they feel as though they're a little bit more secure, that you
are interested in them as a person, they're not just a name on the roll.
(E.1.iD)

| tend to know which sporting clubs the kids are involved in, whether or
not they play sport on a weekend, or whether they do dancing, or
whether they go to YMCA clubs or whatever. So you get to know what
the home life is like of that child, whether or not they're still at home with
mum and dad or whether there's a boyfriend or whether or not they've
got older brothers and sisters and those type of things. | think I'm pretty
knowledgeable about the kids — and that's only because you ask the kids
-~ and they feel comfortable enough to tell you certain things ... (A.2.ii)

I think the more you know about the child the better you can teach them
because you can speak to them and touch them in a very personal way.
Know their strengths, their weaknesses, their likes, their dislikes, their
fears, and things they're proud of. (C.2.i)

‘When asked about the strategies teachers use to get to know their

students as individuals, one teacher shared the following anecdote.

| get them usually to do a ‘me’ type thing where they tell us about their
favourite things and draw a picture of themselves. And by drawing a
picture of themselves you can get an insight into how they perceive
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themselves. A kid with glasses might draw really dark or big glasses and
you can see that's a feature that they recognise in themseilves ...[one
child] drew herself as a very womanly figure, and she thought of herself
as very mature ... a lot of the times just talking — in the mornings they
come and we talk about what they’ve been doing, end of the day and
during the days and quiet times, and it's just really talking and listening.
Diary entries sometimes, but most of the time they're private, the kids.
They might share when they do some writing, “Who wants to share?”
they can tell me all about it. (Q.2.i-ii)

One of the teachers who taught in a Christian school describes the daily
prayer time as an important way of connecting with students and getting to
know them individually. For this teacher, prayer time provides an opportunity for
students to share their particular prayer needs with her and with each other.

In addition to gettirig to know students on a personal level, teachers who
take time to support students in their individual interests or pursuits can further
strengthen the teacher-student connection. For example, Teachers J and W
capitalise on opportunities to see their students perform in activities outside of
school and, in so doing, are able to build even stronger connections with those
individual students.

- ... on the weekend [1] go and watch them play sport if they come and ask
-~ < metogo and watch them, | generally go and do that sort of thing with
o them. (J.2.i)

- ... this one back here is very dramatic and she invited me to a local play
- - shewas in. So last Friday night a few of us went and watched her in this
- local amateur theatre company play — she was absolutely stoked but so

- was |, that | was asked. (W.11.i)

- I've got a ballet dancer and then | say, “Look, if you've got something on
- that| can come to, if | can get there I'll be there”. Why not? They're great
~ kids. (W.12.ii)

L
*

. Theme 5: Teachers connect with students by showing empathy towards them.

Teachers recogmse the importance of showing empathy towards their

"sludents and, in so domg, belng able to connect with their students more

closely. When teachers empathtse with their students, they try to understand
the situation from the student'’s perspective in order to respond more sensitively
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in ways that will enhance their relationship. Empathy is seen to be an essential
skill for those involved in caring professions, such as teaching, as supported by
the following comments:

| think empathy has a lot to do with it and | try and imagine that
sometimes they have a bad morning and you have children that don't
bring their pencils or they don't bring things to school. Rather than say,
“Grow up and be more responsible”, | try to think, what was it like for

- them that morning before they came to school? (F.1.iii)

[1] try very clearly to have a relationship with each particular child so
rather than trying to do it with kids en masse | try and develop that one-
‘on-one with children and sort of understand how they're feeling and
where they're coming from. (F.2.1)

If | see kids who are distressed, like today there was this child that her
mum yelled at her and she reckons for no reason but... all kids say that.
| said, “Look, if you need to talk about it", | took her to the side quite early
and said, "If you need to talk about it | can arrange for you to talk to me
or to a female member of admin”, so... if the kid's having a problem | try
and get in there as soon as possibie and say, “Look, | understand that
you've got a problem, do you want to talk about it?" (N.3.iv - 4.i)

- Theme 6: Teachers connect with students by being authentic in their
relationships with them.

It is important for teachers to be authentic in‘the relationships they

| develop with students. To be authentic means te be real or genuine in one's
interactions with others and to avoid pretence. Teachers in this study recognise
the importance of being authentic in their relationships with their students. They
acknowledge that at times, being authentic means sharing personal information
about themseives. They believe that being ‘real’ in the stories they share and in
the way they communicate enhances the genuineness of their interaction, as

shown in the following statements:

| do share with them what's going on in my life and what my children are
doing and how we solve things or do things or mistakes we've made. |
‘know at times | have to be careful not to abuse my children’s confidence
in the stories I'm sharing, but | just find that they find it... they're
fascinated because it makes me real and it often gives them a starting
point for discussion. (O.15.ii)
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. if you try and show them that you're a real person as well then they
respect you more for that. So when [ try and develop a relationship with
them | try and be a real person, and based on friendship. | think that
works. (R.1.ii)

| actually cringe when | hear teachers put on these voices of
encouragement, | mean, some of them have a whole bag of voices that
they use for different situations but they aren't real. And I think the
children hear the artificiality so it doesn't necessarily have as much
impact as the teachers hope or believe that it does ... So, keep it real, |
think if you sum it up in one — you have to keep it real. (Y.3.ii)

y

For some teachers, being authentic extends beyond their communication
to include their behaviour as well. This is illustrated by Teacher W who recalled
a time when she joined in a ghasing game with her students. As a result she
was better able to connect with one particular student with whom previously
there had been some conflict.

Our relationship has evolved more positively as the year has progressed.
We clashed quite a bit early on but we have a much more positive
relationship now. This is partly because | joined in with a game of chasey
once. (Q087). [On this] particular day we had about 5 or 10 minutes left
and they were playing chasey so | just joined in with them and it really
did, it changed her outlook. | mean it probably made me look more
human | suppose, more like one of them. (W.4.i)

Theme 7: Teachers who are experienced in teaching a particular year level
_beheve they have insight into working with students of that particular year level
ina way that contributes to their ability o connect with students.

When teachers have the opportunity to teach the same year level for a
number of years, they get to know what studenfs of that particular year levél are
like. They know what levels of development to expect and what students of that
age may be capable of. They gain an understanding of what interests those
students and what does not. They recognise strategies that will work.for those
students and strategies that won't. Such insight is thought to assist teachers in
making positive connections with their students.

|

9 ..:.‘:_-_;:_'.{;
| think after 12, 13 years of teaching Year 7s |'ve got a pretty good idea

of what they enjoy and what's relevant to them. (T.7. u) %

* 121



L

I'm talking now after sixteen years' experience, they're the ones | tend to
find that | do need to work a bit harder with. (B.6.i)

| suppose 41 years' experience helps me ... (C.2.iii)

| think 15 years at this level, I've sort of got a little bit of basic
understanding. (N.2.iii)

Theme 8: Teachers believe having the opportunity to work with the same class
of students for a number of years can help strengthen their relationships with
those students.

Teachers who teach the same students for more than one year cite
having an advantage when it comes to connecting with those students in
meaningful wayé. Known as 'looping’ in some education circles, working with a
particular class of students for a number of cons scutive years is thought to
contribute to a teacher's ability to develop and maintain strong connections with
- their students (Noddings, 2005; Pianta, 1999). Looping is also thought to bring
about improved instruction and higher levels of learning (Denault, 1999). In this
study, teachers who have had a looping experience made the following
comments:

Well in my workplace the idea was for a teacher to begin with a group of
- children in the first year and to stay with the same group right through

primary school. In my case I've had the children for 3 years now ... | find
. it very rewarding because you build up, usually, warm, supportive

-~ relationships with the whole family and you get to know the children very

- well. You have the satisfaction but also hopefully the humility which

needs to come with it in knowing that you're a major part of this child's

life. (Y.4.2-4.3)

- I've been in a small country school before where I've had the 4/5 class
. 80... And that's all the 4s and all the 5s in the school so the 4s | had the
next year anyway. And it is, it's a really good thing. At the beginning of
the year you walk in and you know the kids and they know you so there's
none of this having to get to know each other business. (W.9.iv)

I'm lucky that | know most of the kids in the school because | used to do
- Phys. Ed. with all the students 2 or 3 years so | have a bit of background
on them anyway. (T.1.ii)
... because I've had them for 3 years, | think they feel really confident in
their classroom to be able to say what they want out loud. (H.7.iii)

.
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During the discussions it became evident that some teachers feel their
efforts to connect with students are not always successful. When asked about
the factors that may prevent them from establishing a close connection with
their students, teachers cited two main reasons: personality issues and class
size. These ideas are presented in themes 9 and 10.

Theme 9: Teachers may not be successful in connecting with a student if there
are personality issues.

Teachers identified a number of personality issues that may prevent
them from connecting with students in meaningful ways. For example, some
. teachers find shy students can be difficult to get to know an a personal level.

The student’s shyness or unwillingness to ‘open up’ is thought to act as a block
to teachers' efforts to connect. The statements below illustrate this viewpoint.

&

... kids that are ultra-shy. They're in their little cave, they feel safe there,

- they really, really want to stay there. They'd stay there for mainy, many -

- years and they're used to it. They really don’t want ... to step outside that
cave and somehow you've got to coax them into coming out. Dragging
them doesn't do it. It just embarrasses them, they begin to resent you for
it, they feel embarrassed, humiliated sometimes and it just builds up
walls. (D.9.iii)

... he's quite sensitive and if | do sort of talk to him he often cries. So he
doesn't like to open up very much, he's very closed. (M.3.i)

... sometimes they're afraid to open up and afraid to let you know who
they are and what they are. (C.6.ii)

_ Another personality issue that is thought to create a barrier between a
teacher and a student is that of a personality clash. A clash in personality may
result in a teacher and a student not being able to get along together. This may
be contributed to by the teacher’s teaching style and expectations, and by
personal attitudes, qualities anc_l characteristics of the teacher and student
concerned. When teachers find it hard to get along with a student, for whatever
reason, it becomes a block to their efforts to connect on a personal level, as
evidenced by the following comments:
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[There are] personality clashes with some kids and [you] can't expect
everyone to get on well with you and you're not going to get on with
everyone else. (T.4.)

To be honest, you can't connect with every child, you can only with
some. And it's the same with adults, some adults just don't get on with
other adults and [there are] abrasive personalities with children as there
are with adults and that makes it difficult. (Q.2.iv)

| think it's my own block, which makes it harder to connect ... Because,
he's a pain in the neck. | won’t mention the child’s name ... Things about
the personality that make it difficuit, | think he makes, through his actions,
through his words, through his mannerisms... Kids don't like him, kids
find it hard to get on with him, and | find it hard to get on with him. (K.3.iv
- V)

| think there's personalities — that's what's good about having different
teachers teaching different classes because if personalities don't meld in
one class, the next teacher they go to they may find their personality
does meld with on a better level. Sometimes you do have to be
conscious that that child's personality grates, and so instead of
automatically jumping you do have to pull yourself back a bit and think,
“Well, okay that's the way that child is”. (5.3.)

A further personality issue that is thought to hinder a teacher's ability to
connect with particular students relates to discipline problems. Teachers in this
study believe it is harder to connect on a personal level with students who are
identified as having discipline problems. This notion is borne out in the following
statements:

James (pseudonym) and | have an inconsistent relationship. Some days,
James is very disobedient, angry and distant and other days, he is
affectionate and settled. (Q006)

| usually wait for this child to approach me. Sometimes he is not
forthcoming. He has had many struggles and the breakdown in our
relationship has more to do with behaviour issues. (Q015)

... the child who is a real discipline problem. They're often hard to reach
because you're trying to find something positive to say about them but
they don't give you that opportunity to and you feel like you're always
being negative towards them ... (D.10.ii)

If | find them annoying other children, it's a bit harder [for me] to warm to
them sometimes. (V.5.iii)

]
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Theme 10:; Teachers find the demands of the class size can make it difficult to

successfully connect with all students in the class.

n

There is only so much time in each school day for teachers to capitalise
on opportunities to connect with their students. The reality is, the bigger the
class size, the harder it is for teachers to have that personal contact with all
individual members of the class. At times, teachers feel they do not have
enough time to develop and maintain strong connections with all their students.

I've aot so many kids, 27 students, 28 students in the class (sic), it's
really difficult to get, you've always got your certain characters who are
outgoing and whatever, and you always connect with them better
because they're the ones that come up and chat and say hello or

-~ whatever. And then you've got those quiet ones who maybe you don't
quite get as much opportunity to speak to individually or to connect with
quite as well, because you're so busy doing other things ... (T.3.iv)

Just certain times, | can't always give all my time to all students ... | think
the main reason for me is just the number of students in the class, you
can't physically get around and discuss with every single kid over the
course of a week what did they get up to on the weekend. | mean
‘obviously once you're marking your work and have a discussion
whatever, but just to bring up personal information can be a bit difficult.
(T.4.1)

I've got 27 kids but often have 30-32, 33. Time to connect — | find that
really, really difficult ... sometimes it's just the constraints of, “I can't. I've
got to achieve this and it's got to be achieved by this date” and so you

 just don't have the time and you think, “| know that child's struggling, I've
got to find time to talk to them”, and then it's the weekend and you think,
“| never got there, | never made that time". So time, | think, is the
teacher's biggest obstruction... (L.3.ii)

To summarise, within the category of Connectedness, all teachers who
participated in the discussions consider it a priority to make positive connections
with the students in their classes. Various strategies have been identified as
b"éing successfully used by these teachers to establish close bonds with
students. In addition, a number of circumstances have been identified that make
it difficult at times for these teachers to be able to connect with all students.

Category 2: Availability
When the teacher discussions turned to the topic of availability, teachers
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described the importance of being available to students to provide help and
support with aspects of school work as well as with personal issues as they
arose. Teachers shared information about the ways in which they communicate
their availability to their students and the ways in which students communicate
their need to see the teacher. Teachers also spoke about how they endeavour
to make themselves available to students as needed. These ideas are now
explored within the following themes. |

Theme 11: Teachers believe it is important to make time to be available to their
students.

Teachers agree that making time to be available to their students
contributes to ﬁuilding positive relationships in the classroom, To teachers in
this study, making time to be available means foregoing some of their own time
- to spend it with students in need. In so doing, teachers demonstrate that
students are a priority. The following comments support this:

-t

. ... you've got to be available for them. If they want to talk to you then
they've got to see that you're prepared to give up some of your time, |

~ think that if they see that your cup of tea is more important than them
telling you something, then they're going to get the wrong impression and
see that maybe you're not as interested as what they would like you to
be. (A.3.iii)

[Through being available] you can sense the rapport that you have with
the children. You get rewarded twofold, tenfold, for that investment in
time, trying to make that link with the kids that | do care about each and
every one of them. (U.5.iii) :

Teachers acknowledge that they communicate their availability to
- students in different ways. This is expressed in the next theme.

Theme 12: Teachers use various means to communicate their availability to
their students. ,

A direct approach is one of the most common ways that teachers do
| communicate their availability to students. Teachers do this by issuing a direct
invitation for students to come and talk with them. This is invitation is given to
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the whole class and to individuals, as confirmed by the following comments:

#Most of the time [I'll] say, “If you've got a problem and you want to
. _ discuss it with me, you can come and speak to me about it" ... | always
. say [to] write at the bottom of their work if they're having difficulty, {I say]
- "Come and discuss it, ask me for some assistance” ... | go through that
. =dt the start of the year. (T.4.ii - 5.i)

~ Generally | say to the children right from the beginning, “If you do have
. anissue [come and] speak to me about it because | can't help you
-~ 4 Uunless you speak”, so that's a blanket statement. (S.3.iv)
| say to them if | sit at my desk that’s quite often a good time ... | said
DOTT time is always a good time, if I'm on duty same sort of deal, come
and see me, that's a good time. And | say any time that you see that I'm
| not engaged in teaching a class and I'm not in the middle of hanging
. - something up, sort of look at my body language and look who else is
) around me and sort of be a bit intuitive. And so | encourage the kids to
. sort of say that even though [ know they have needs, it's going to be
better for both of us if they can pick their times (F.9.ii)

~ If | see kids who are distressed, like today there was this child that her

~ mum yelled at her and she reckons for no reason but... all kids say that.

| said, “Look, if you need to talk about it", | took her to the side quite early
and said, “If you need to talk about it | can arrange for you to talk to me
or to a female member of admin”, so ... 1 try and make sure | give them
options but other than offering it and also showing you're caring, there'’s
not much ... | show it through my body language and the way.| say it.
And also | try and, if the kid's having a problem | try and get in there as
soon as possible and say, “Look, | understand that you've got a problem,
do you want to talk about it?" (N.3.iv - 4.i)

At times, it is the teacher who will initiate the contact with students and
sometimes it is the students. During the discussions, teachers talked about the
importance of picking up on cues the students may give to indicate a need to
see the teacher. The following comments exp'lain how some teachers recognise
when students need them to be available.

If | find a child is having difficultly or in tears or whatever, | try to‘get them
alone and then talk to them calmly and quietly and mother them a little bit
... (8.3.iv) |

"y "- - Some kids outright ask, “Can | speak to you at recess time" or whatever.
© = Some kids, it's just a difference in the way they are on a particular day. It
might be, “Are you okay, would you like to come and talk to me?" Some
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kids are quile capable of actually asking, some aren't. | supbése you've
got to really look for it in their manner. (W.7.ii) ’

They know that if they ever need to speak to me alone, that they just
need to whisper in my ear, “Can | have a word with you at lunchtime?” or
whatever, and they know that I'll make myself available to them. They're
allowed to write me notes ~ they're not allowed to write each other notes
but they're allowed to write me notes — so if they've got a problem that
they want to discuss they can just drop me a little note (P.3.i)

!

Téﬁéﬁérs accept that finding time to be available to their students does

_not just happen on its own; a determined effort is required as explained in the

next theme.
rd

Theme 13: Teachers make efforls during class time to be available to their
students on an individual basis.

When teachers interact with students on an individual basis,
opportunities to connect with the student on a personal level are maximised. in
addition, students’ feelings of being valued and accepted are enhanced
because the teacher has considered them important enough to spend individual
time with them. Te_achers in this study recognise the importance of having one
on one time with students during the school day. The following excerpts
describe the experiences of two teachers who try to be available to their
students on an individual basis.

A

[l had] a situation where the children actually have to come up and one-
on-one ... they have a rostered system [it] was these children come on
Monday, Tuesday, Wednesday, Thursday, Friday and they had to show
~ me different things — that was extremely valuable. They had things that
they had to bring up ... So they had to bring something they'd done that
they were proud of, something that they thought they could improve if
-+ they had a second chance, their homework, they needed to show me
* their homework ... Something that they enjoyed doing that week and ...
where they were able to say to me “This incident | was self-motivated” or
‘| worked collaboratively” or cooperative or whatever. And they had to
prepare all that before they came to me. (U.5.iii, 6.ii-7i)

| try to have every Thursday to do reading with them on an individual
basis and to have that chat. Try, doesn't always work. And when I'm
marking their work it's always on a one-to-one, sit down, have a chat.
And | suppose at class meetings | try to get across that if they ever need
to talk to me | am there. (H.6.v-7.i)
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Theme 14: Teachers give up their own time to be more available to their
students.

In making time to be available to their students, teachers accept that they
need to give up their own time. This may be before or after school, and during
break times. In the following quotes, teachers explain how they make time to be
available to their students.

I'm always here early and my door is always unlocked so that if they
need to come and speak to me they can. And it's open from 8.30 so they
can come in at any time and if | see someone's having problems | stay
back at recess and lunch and lalk. | actually had one girl who's gone
through a tough time and | spent a lot of time talking to her and built up a
bit of a rapport trying to help her out. (M.4.v)

I'm there before school and after school They have a website and [my]
page on there and they're welcome to get ideas from there, homework
assistance they can access, they can leave messages on my webpage
and so, | can communicate with them at home ... (Q.4.1)

| give them my home phone number and my ennail.r which they know they
can use if they need to, and I've never ever had it abused ... (C.2.v)

There are times when teachers give up their allotted administration time
during a school day (o be available to students in need. The next quote explains
how this works for one particular teacher during her Duties Other Than
Teaching (DOTT) time.

[Students] come up and say, “Can you please speak to us?” And I’say.
“Well, I'm right in the miadle of a lesson bul |I've got some DOTT time
coming up after lunch, come and get rme and I'l sit down”. There was a
couple of week ago | think | had two hours DOTT on a Thursday
afternoon and both those weeks | spent | think an hour one time, an hour
and a hall another time just with a group ¢f gitis that were very unhappy,
their relationship had got off track and they weren't speaking to each
other and they were very unhappy. their parents were miserable too,
their friends were sort of fighting around them and | ... spent and hour
and a half of my two hours’ DOTT and althoug!y | didn't basically get

. anything done at the end of it aiter that, | at least came away knowing

- that | maybe had made a little bit of difference and I'd given them the
opportunity to discuss things that they couldn't find time to discuss ... |
find that somelimes | think ... { haven't achieved what | wanted to
achieve for that week as far as my preparation, | think “Well that was just
a waste”, but at the end of the day if | know that my kids are happy
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coming to school and |'ve made a bit of difierence and |'ve helped to
achieve that then it's not a waste of my time at all. {F.7.ii)

~ As teachers discussed how they structured their time to make
themselves available to their students, a number of teachers mentioned they
endeavour to make the most of any extra opportunities they have to interact
with students outside the classroom. This idea is addressed in the next theme.

Theme 15: Teachers believe spending time with their students outside of the
classroom can help strengthen their relationships.

Some teachers feel that spending extra time to interact with the students
is helpful in establishing positive teacher-student relationships. One of the
feachers talked about the impact of his involvement with school students during
weekend sporting activities and on school camps. This is what he had to say:

| organise the Saturday morning netball ... so go down there for an hour
or so on a Saturday morning with my daughter and watch some of the
games ... There's the school camp which | organise, | spend a week on
camp with the kids and that's a great time for me, when you're away
obviously 24 hours a day you really get to see the kids out of a school
environment, you get to see what they're really like. | do quite a lot of
other activities, sporting-type activities being a Physical Education
leacher, so | get to see the kids when they're in the classroom but also
how they perform in out of school activities. | think all those, just that littie
bit of extra work that you do and having known them from previous years
and known their brothers and sisters and you just sort of build up a
relationship with the kids and hopefully they respect that relationship.
(T.2.1)

Another teacher spoke of his plans for out of school hours visits to each
of the student's homes. Such contact was seen to be beneficial to him, to the
student and to the student's family.

I'm starling this new class and I'm making a point of going around and
visiting the homes. We do home visits, that's part of our communication
process, so that at least once in each child's time in the school the
teacher actually goes 1o the home and visits that family there, which
helps build a stronger connection and the child always enjoys having the
teacher visit them at the home and showing the teacher their room and
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things like this. It gives the tea&ber a better understanding of where the
child's coming from. Normally this is spread out over some time but I'm

- making the effort with my new class that I'm beginning work with in
February to do this during the holidays, so that | will know the children
and the families when i begin ... (Y.6.i)

'_In discussing how teachers make themselves available to students, the

ss_ue of following up with students who had been to see them was highlighted
s___.belng important. This is explored in the next theme.

_ Theme 16: Teachers recognise the importance of being available to follow up
- - with individuals or groups of students.

Quite often, teachers find that after making contact with individual
students, they need to follow through soon after to ensure everything is as it

- should be. This may be because the student's concerns were not adequately
addressed during the initial contact, for whatever reason, or because additional
contact time is considered necessary to conclude a particular matter. By
following through with stuglents, teachers show they care about their students
and consider students to be a priority. Examples are provided in the excerpts
below:

N

| need to make time, and | néed to make sure I'get back to the kids. If
somebody has come in and said, “l want to tell you about this” and | say,
“Look, | can't talk now", but | need to make sure | go after that kid later,
because whatever they want to say is important to that kid. (Q.5.iv)

| always set a time, “Right, we'll get together at 12 o'clock once
everyone's gone out for lunch”, or "How about - " if they've got to rush off-
after school - “We'll tell mum that I'll speak to you temorrow afternoon or
before school tomorrow”, or whatever. (P.3.i)

| hope they see that things are resolved. That if they make a complaint to

me | will follow if up, even if it takes a lunchtime, even if it takes a week.

Like sometimes | have said to them, “L.ook, | just can't do that today

e because | have to go to pre-primary or whatever, but | will see about it

o B tomorrow” and I'll follow it up. And if they think something's being done it
B probably takes a little bit of weight off their shoulders. (E.6.ii)

The importance of following up is thought by teachers to be valued by
parents too, as suggested in this quote:
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| just have this feeling that parents like things to be followed up too.
They don't want their child to go home and say, "OP | told a teacher
about it but the teacher ignored me." (E.7.i)

Idealistically, teachers want to be available to their students most of the
time. In reality, teachers find there are numerous reasons why this does not
| always happen. Some of these reasons are explored in the following themes.

- Theme 17: Teachers feel the increasing pressure of demands on their time and
believe it can interfare with maintaining positive teacher-student relationships.

In discussing the constraints that impinge on fostering and maintaining
pbsitive relationships with their students, teachers cited ‘time’ as being a major
factor. Teachers feel they don't have enocugh time to be with their students. This
is partly due to the demands of the job, and partly due to an increase in work
pressure, for example, increased administration duties. Some teachers deal
with this dilemma by sacrificing time spent with their students, others respond
by putting in additional work hours. Others still, make a conscious decision to
leave some aspects of their work undone. Some teachers believe that the
increased demands on their time contribute to increased stress levels, This is
made evident in the following statements from teachers:

... it's not just the portfolios; it's all the paperwork, all the accountability
- paperwork that we have to do. You spend so much time collecting data,
= marking work, even collating it and putting it into the files and that sort of
~ = thing ... | find these last couple of weeks I've spent most of my time
sitting at my desk so i'm not getting out and with the kids, I'm not working
with the kids. (P.9.ii)

g [1]} find that you just get stretched so thinly these days that you have to
- prioritise, you have to say, “This is what's important and I'm sorry the rest
either has to get done at a lesser level or just doesn't get done at all”.

(F.7.i)

... as a teacher | feel like I'm just forever having my head above water.
The pressures are enormous. If you want to be a good teacher, and I'm
not talking about one that gets here 5 minutes before the bell rings and
teaves just after the bell rings, if you want to be a good teacher then the
demands on time are just huge and there are huge stress levels that go
with it. But at the end of the day, all | want to know is that I've made a
difference to my children in my class and if | can do that then | know that
I've done my job. (F.9.i)
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Conversely, one particular teacher shared how she had extra time to be
available to her students by virtue of having a small class.

When | was filling out this survey, that’s one of the things in our situation
with a class size of a limit of twenty, availability is... you know, we are
‘always right there. It's so different to the norm of thirty or more children.
You know |'ve come from schools with thirty, thirty-five children and |
know how hard it is to get to every child and to be available, Situation of
twenty, you'll notice a lot of my comments are, “Yeah, I'm available”. I've
got twenty children, I'm available. (B.3.iii) |

To summarise, within the category of Availability, teachers consider it
important to be available to students. Teachers have various ways in which they
communicate their availability. This is usually communicated directly to the
children in the form of an open invitation. That is, students are asked to
approach the teacher as and when they decide they need to. In addition,
teat:hers are on the look out for student cues that may indicate the student may
benefit from additional time with the teacher. Teachers use various ways to
actually make themselves available to students. Teachers are concerned with
students' academic needs and social-emotional needs and are usually willing to
put extra time aside, even their private time, to see students individually or in
groups as needed. Understandably, teachers find time to be a limiting factor
with regard to being as available to their students as they would desire.

Category 3: Communication

The themes that have bleen. identified within the category of
Communication provide information about the perceived importance of
communication and the ways in which teachers see themselves using
communication in the classroom to strengthen teacher-student relationships.
The final theme in this category addresses the problems that teachers
encounter when trying to achieve the level of communication they desire.

- Theme 18: Teachers believe the ability to communicate effectively contributes

to their ability to foster positive relationships with students.

Effective communication, b_oth verbal and non-verbal, is necessary for
people to be able to reiate to one another. In the classroom, the way messages
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are sent and received will impact on teachers and students, and in so doing, on
the climate of the classroom. Effective communication can help create a caring,
supportive atmosphere, conducive to the overall learning process. Teachers

. who effectively use non-verbal cues, such as facial expressions, tone of voice
and gestures, are better able to engage in activé listening and to convey
positive messages to their students. When teachers' words are backed up by
non-verbal language, students are more likely to gauge a sense of sincerity that
has the potential to strengthen their shared relationship.

When one of the teachers in this study was asked about how she builds
positive relationships with her students, she highlighted the importance of
~ effective communication.

Non-verbal communication is possibly the most important - a smile, the
eye contact. Explain to children how things work, guidelines, routines.
T It's definitely one of the most important ways that you can establish a

¢ positive relationship. The usual things like stickers and rewards and-all
that sort of thing, that wears off after a while so children need to know
when you say something that you're genuine and that you mean it.

(B.1.ii)

Another teacher indicated that being able to communicate was an
essential requirement for teachers.

" | think if you can't communicate with students then, | think yOU might be
" in the wrong profession. (A.6.iii) |

| asked teachers about the strategies they use to cgmmunicate
effectively. The strategies discussed include teachers being available to talk
with students, teachers making sure communication is non-threatening,
teachers being good listeners, teachers building trust, being authentic, and
using humour appropriately. Teacher responses shaped the following themes
as follows: ‘

Theme 19: Teachers believe it is important to keep the lines of COm}nuﬁicatioh
open so students feel free to discuss personal issues. s
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For many teachers, keeping the lines of communication open is
important. Teachers believe it is not enough just to discuss school subject
matter; teachers recognise the need to communicate on a personai level too.
For this reason, teachers seek to be_ available 1o students before, during and
after school, as shown by these responses:

Walking around with them and sitting down and just having a chat with
them about their goals, | find that's a really good way to establish open
communication. (H.9.iv) ‘

| really try and deal with them personally at some stage, so it's on an
individual basis, not as a whole because they don't feel quite as
important. As | was walking around or they were writing stories or
something | have a bit of chat to them about their life and what was
important to them. So it's sort of on a one-on-one at times when | have a
chance to talk to them by themselves or in small groups as well
sometimes. (R.2.iii)

Before schoal in the morning they'll come and have a chat, that sort of
thing just to keep the lines open. If I'm in at my desk they'll all just come
up and say hello. (V.6.iii)

... 80 | think the best thing for my kids, they know that they can come and
talk to me about anything. We've had some issues lately, especially a
few years ago ... there was a vandalism incident by my Kids, the boys
who were involved came and admitted that they did it, which was huge.
They know whatever happens we can deal with that, literally, that's
important, so they come and talk to me about lots of things. We sit down,
“I'm having a problem with a girlfriend”, you know, two girls, friends not
getting on “Right, we sit down and talk about it". (Q.4.i)

| find yard duty is fantastic as far as availability goes because it's that
‘very, very informal air - you're not in a classroom, there are no other kids
around and then one can come up and just say, "Hi, how was your
weekend?" and | say, “Oh look, my weekend was pretty good thanks, |
did a bit of gardening, | did a bit of this", so I'm volunteering stuff back to
them not just a matter of “Good". That shuts doors. But then | say, “Oh
my wife and | went shopping and we did this and we did that”, that sort of
thing so, “Oh, gee, he's a person. He does things just like all of us". And
that helps break down barriers. (D.8.ii)

One particular teacher mentioned class meetings as a way that she
provides a forum for the students in her class to share their ideas or concerns.
When asked how the class meetings were conducted she described them as
follows:

135



-—

[A]t class meetings | try to get across that if they ever need to talk to me |
am there. [We have a] community circle, [and] a ball, we usually start off
with something positive, so they go around and say something positive
about school, which | might, if | want to direct it towards playground I'll
say somzthing positive about playground, if | want to direct it towards
class I'it say a positive thing about the classroom. When we go to the
negative and they all have a chance to say something that they're not
very happy with ... | write them down and | sort of categorise them *
according to needs that | think, and how many kids are saying that that's
the same issue and then I'll bring up a question about, “Okay, how can
we address this?” and we'll go and make a suggestion for that, how we
can address it. | write on my piece of paper, what was the outcome, what
we decided and then next class meeting we revisit to make sure that it's
going okay. That sort of thing. And they love their class meetings. (H.7.i-

i)

Theme 20: Teachers work at ensuring their communication is non-threatening.

Whén communicating w{th students, teachers need to control those
factors that may be perceived as threatening. For example, if the situation is
emotionally charged, teachers may need to allow time for temper.s to cool
before the communication continues. At times, physical stance and proximity .
may be perceived as threatening, for example, if thé'teacher is towering over
the student who is seated at their desk. The words that teachers use should be
devoid of ridicule, sarcasm and derogatory terminology. Teachers would also
need to be aware of others who may be listening to the conversation and decide
whether or not that would have a negative impact on the student. If so, the
conversation may need to take place at another location and/or at another time.

In talking about the need to communicate in non-threatening ways, the
teachers in this study made the following comments:

[W]hen | speak to them | don't want them feeling threatened or
intimidated or embarrassed, | make sure that when | deal with them it's
the right sort of communication level that I'm speaking to them. (F.2.i)

| always try and make sure that | never embarrass a child; | never want
to humiliate a child or intimidate them. | never want to make them fee!
vulnerable and | always want to make them feel safe so that when | deal
with them if they know that I'm not going to put them in that vulnerable
situation 1 feel that maybe | will get a better response or get a more
honest response. If children feel unsafe or insecure when you talk to
them then they’re not going to be honest with you. (F.2.ii)
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| think most of children feel safe enough to come and tell me what's on
their mind if they’re happy with me or unhappy, they're generally quite
confident to let me know when that's occurring. | guess [l have] the ability
to make them feel comfortable enough to chat. (G.3.1i)

Theme 21: Optimal communication between teachers and students requires
teachers to be good listeners.

-Most teachers mentioned the importance of being a good listener, of
modelling good listening and giving the students the confidence to know they
will be listened to. Being a good listener includes being an empathetic listener.
The following comments are examples of what teachers had to say with regard
to listening to their students:

... in the morning when they come in and want to tell you something, .
then you take the time to listen no matter what you've got to do. | think

-that’s the most important thing, no matter what they've got to tell you, you
listen and value what they've got to say and then usually the kids are
more than willing to share and appreciate that, big time. (X.1.iii)

| think effective communication starts with your ability to listen first ... In
being able to listen i think that shows that you are prepared to accept

- other people's points of views and that you're prepared to listen to other
people ... | think a lot of teachers and a lot of adults prefer hear their own
voice and are not prepared to hear what the children have got to say. So
| think, “Hey listen”, listening to the kids — that's the basis of good
communication skills. (A.6.v)

| think I'm prepared to listen to them, especially when it's during what you
call ‘my time’, recesses and lunchtimes and after school or before school
— when there's time, of course. (W.11.i)

Theme 22: Teachers work at building a sense of confidentiality and trust into
their relationships with students to enhance communication.

*on

In teacher-student relationships, confidentiality and trust were cited as
contributing factors for good communication to take place. Confidentiality in this |
sense refers to the safe-guarding of information that has been shared between
teacher and student. The information may be something personal the teacher
has chosen to share with the class or it may be a disclosure made by the
student to tie teacher. Trust, in this instance, refers to the reliance teachers:‘and
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students place on each other to keep confidential information just that;

confidential. Trust is seen to be broken if the information is made public by one

party without the consent of the other. The following comments by teachers

show how they try to build conﬁdentiaiity and trust into their relationships.

| told [the students], “Now, if we talk, what you say to me is between us.
If 1 want to take it somewhere else | will ask your permission”, and | do ...
so they know that they can trust me ... | reckon that gives them the
confidence to talk with me.(L.7.iii)

| pull children aside and | speak with them quietly by themselves without
anyone else around. | quite often don't see the benefit of, when you're
trying to speak to a child, giving them an instruction or telling them what
you think with everyone else listening en masse. And | think you have to
tailor-make your conversations and what you have to say just fof that
particular child for that occasion. | mean, it becomes really hard because
you don't have a lot of time to do that so when other kids are off working
if there's anything | need to say to a child | will draw them out and speak
to them without anyone else being around. I'm very particular that no
other child is around, that they can hear conversations that | have. (F.3.i)

... if a child is coming up to you with something a little bit personal and
you've got other students around, you might ask the children to move
and go away and what have you, so | think depending on what you're
actually teaching, the actual physical environment and so on, needs to
change, or you need to move around that particular environment that
you're in and into a quieter area. (A.7.ii)

We do a lot of values education, talking about communication and trust
and | try to make sure that | live that as well with the kids and they know
they can trust me. (Q.4.i)

L4

" Theme 23: Communication between teachers and students nee&é to'be natural.

Teachers want their communication with students to be natural. They aim

to be natural themselves and encourage students to be natural in return. Such

communication is more likely to enhance a relationship as this type of
communication is perceived to be “real”. When people pretend in their
communication with each other they risk sending false messages and risk

putting a barrier between themselves and others. The following comments by

teachers describe how they aim to achieve natural communication with
students:
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| just try and be me and | try and talk to them at the level they're used to,
as these kids would be talking to each other in certain respects. | try and
talk to them as an equal. | mean | try and make sure that there's still a
line, that | am still the teacher and |1 am still in control and I'm still the

. authority in this classroom, but | also tiy and make sure that’s not, "I told
you to do that, that's why you're going to do it blah, blah, blah". | try and
let the kids know that | am on their level. (N.6.i)

| don't use ‘teacherly’ voices, | use my own voice all the time. And | insist
that the children use their own voices. With certain children I've pointed
out that they're using a cartoon voice, for instance, and that { won't listen
to them if they're using a cartoon voice, they have to use their own voice.
And with some children they get into this real habit, they speak all the
time in this cartoon voice or some sort of ingratiating voice because they
think that they have to. Very important — part of what | believe I'm
teaching, to get people to be straightforward and to be straightforward
myself. (Y.10.i) “

Theme 24: Teachers believe sharing a sense of humour when they
communicate with their students contributes to establishing positive teacher-
student relationships.

Having a sense of humour means being able to appreciate a comical or
amusing situation. A person who has a sense of humour is able to see a funny
side to a particular situation and may also be able to share the joke with others.
Humour is often culturally determined. This means, what may be considered
funny within a particular cultural context may not be considered so within
another cultural context. Humour may also be age determined. Something that
appeals to the sense of humour of a 4-year-old may be lost on an adult and vice
versa. Humour may be considered appropriate or inappropriate depending on
the audience and the content of the joke. .

Teachers who use humour appropriately may do so in such a way as to
strengthen their relationships with students. Laughter can often diffuse a tense
situation and help people to relax. A joke that is shared can bring about a sense
of unity for those who share in it. When the teachers in this study were asked if
humour helps to enhance their communication with students, many agreed that
it does, as typified by the foiiowing response.

4d . i

139



~ Yes it's very important (laughs). | think it helps you cope and it also helps
the kids relax as well. They don't want to be in an army barracks. | think
it's important, very important. (G.5.iii)

Teachers said that at times they will initiate the humour, and at other
times they will recognise when it is being initiated by the studer]ts and will go |
"a'lc'mg with it. The following comments from teachers provide examples of how
they share humour with their students.

1

| try to as much as possible make activities which are quite interesting
and when a joke happens you go aleng with it, you don't shush the kids,
you go with the joke. You smile, you laugh, somebody does something
silly, you laugh. (K.1.iv)

I'm that type of person where if something funny happens as long as it's
not downgrading somebody, it's always good to have a bit of fun with it,
. kids can have a laugh and they can be relaxed. If you can have a laugh
- and you're relaxed then obviously the kids appreciate that, it's not all
| work, work, work, work, work all day. (T2.ii)

.~ | think humour is extremely important, there's a right time and place for it,

gt it can't be all the time but certain parts throughout the day ... it makes a
relaxed atmosphere. But you can only have that relaxed atmosphere
when you have the kids' respect ... and once you've got that then you
can inject a bit of humour. !T.3.i)

During the discussion on communication, | asked the teachers if they
| encounter any blocks that prevent them from establishing the degree of
communication they desire to have with their students. Teachers responded
that there were some blocks. These perceived blocks shape themes 25 and 26.

Theme 25: Teachers believe demands on their time can limit their opportunities

to communicate effectively with their students.

* Some teachers identified the constraints of time as working againét théfh'
in their efforts to sustain good communlcatlon wuth thelr students as shown by
~ the following comments, e '

... you just don't have the time and ”y'ou think; “| know that child‘s
struggling, I've got to find time to talk to them”, and then it's the weekend
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and you think, “I never got there, | never made that time”. So time, | think,
is the teacher’s biggest obstruction. (L.3.ii)

It would be nice to be able to speak to them all the time but some of the
things, depending — again a lot of that's got to do with environment, if
other students are around it's not for their ears to be hearing, then
obviously you going to say to that child, “this is not the time”, and you

- have to try to catch them at another time. (A.8.ii)

One particular teacher recognised that time coupled with class size can
limit her efforts to communicate effectively with the students in her class. When
asked about the possible inhibitors that prevented her from attaining her
idealistic level of communication with her students, she gave the following reply:

... I have to say, | think probably time ... and also maybe with that one,
the number of children that you've got in the classroom, ! think if you've
got a smaller class you can spend more time communicating on an
individual basis with the child whereas if you've a big class it's
sometimes hard to get around to each child. (R.6.i)

Theme 26: Teachers’ perceptions about restrictions to do with physical contact
with students hamper their efforts to communicate effectively with their
students.

In the discussions it became evident that limits to physical contact
between teachers and students is seen by some teachers to prevent them from
being able to offer the level of supportive communication they would otherwise
like. Here in Australia we have a current climate of cautiousness regarding
physical contact between teachers and students. This presents teachers with a
dilemma; teachers want to use physical contact to enhance their communication
(for example, give a student an encouraging pat on the back) but do not want to
risk making physical contact that is misinterpreted as being ivnappropriate.

Schools are not sterile places but it is required that teachers be alert to
cues from students indicatin'g their responses to physical contact. Such cues
may be verbal, for example the student says “Don't touch me" or non-verbal, for
example, the student may have a non-responsive facial expression. If students
indicate that a particular form of physical contact is unwanted, teachers refrain
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from making that contact again. If teachers do not heed a student's signals,

then that behaviour may be regarded as assault.

in the current climate where many teachers, particularly male teachers,
are afraid to make any kind of physical contact with students, this lack of
physical contact is believed to hamper their communication efforts. One

particular teacher made this evident in the following remarks.

... for male teachers, you've got to be aware that sociely is looking at you
- and you can't just be friends. You can't just go up and put your arm
~around the kid and say, “It'll be alright.” (N.7.i)

... even talking to kids. Putting your hand on them can be felt as a
threatening issue and you're considered as, “You're abusing my child”, It
~ stops you from being the caring, sharing type person like a father figure
- type. because you think, “No, there's got to be a distance”. So, yeah it
~ does, it does make my job a little harder but then again there's obviously
been people that have abused trust and therefore you've got to wear it.
(N.8.ii) -

As a consequence, this particular teacher feels he has to guard against
ahy risk that may be incurred to his reputation when ccmmunicating with his
students. He described how he does this in the following comments.

1

| ~ ltry to make sure that if | have students in my classroom that there's
e more than one of them. Also | try to make sure that the door is open if...
| - ifthere's a class then | close the door but if there's one or two students |

- . make sure the door's open, | make sure that I'm in clear sight. There's all

these little constraints and yes, youwre always thinking, there's got to be
- distance. There are some times when | see kids upset and |... just put
., my arm around them ~ no you can't do that. My wife is also a teacher,

she can, and she does, she actually puts her arms around kids and says,
5 "0Oh, there, there". It's different. Whereas me it's construed as, "Well he's
+ being a dirty old man”. (N.7.iii - 8.i)

Theme 27: Tedchers believe a student’s personality may block teacher efforts

-_'to communicate effectivealy.

Even though a teacher may be highly skilled at communicating with
students, if a particular studgnt has a shy disposition or a certain personality,
teachers expect their efforts to communicate will be blocked. This is evidenced
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in the following comments:

- ... [this] child could at times be unresponsive and just not very receptive
~ to anything | would say, and sometimes I'd find myself being short-
tempered or just being frustrated and not really knowing what to say.
(G. 3.iii)

... he perhaps wouldn't talk to me about anything, because he would
rather keep it at home and he would concider it none of my business. So
| wouldn't even dsk him. He is different. (E.8.11)

Some particular children do not bring their personal issues to the
teacher, prefer not to and you would be imposing on them, you would be
prying, you would be violating their personal sanctity by insisting on it.
(Y.12.ii)

To summarise, within the category of Communication, teachers agree
that open communication with students contributes towards positive teacher-
student relationships. Teachers identify certain aspects of communication as
being necessary, for example, being available to students, communicating sn
non-threatening ways, having good hstening skills, building trust and
authenticity into the relationship and using humour appropriately. Certain blocks
are acknowledged that prevent teachers from engaging in the level of
communication they would otherwise desire, and are recognised specifically as
being Iimitz:tions of time, limits to physical confact with students and paricular

personality attributes.

Cateqgory 4: Teachers' Relationships with Parents

This particular category emerged from the data as being quite significant.
Themes 28 and 29, put forward within this category, highlight the importance

leachers place on developing a positive relationship with students’ parents.

Theme 28. Teachors rocognise.tﬂ importance of building a supportive
rélationship with parents and the benelit that brings to them in their role as
leacher.
¢
Teachers believe it is important to establish good relationships with the
parents of the students in their classes. It is thought that positive teacher-parent

relationships contribute to positive teacher-student realationships. Teachers who
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develop a positive rapport with the parents of the students they teach create a
link between school and home. Teachers in this study recagnise the
responsibility they have in establishing and maintaining contat .<(v_?!h parents

and spoke about the ways in which they go about doing it. 2

. getting to know their families as well, getting to know their parents and
thelr siblings at school and then having that sort of a bond with them,
saying, “| know that your dad works as this", and havmg a chat to their
parents when they come in. | think that's really quite important, having
that relationship, so it's more than just the child it's more of a family
relationship. (W.10.iv)

But if you've got the parents onside as well as the child, you've gota
happy kid and a happy family and a happy teacher. And you've got all
those working in the same direction and well, what you've got — quahty
learning. (D 11.iv)

Always realiy important to have a good relationship with the parents and
that starts when they start bringing — as soon as they open the door
they're being welcomed (sic). (Q.5.ii)

You can’t do it without their [parents’] heip. We're a very important part of
their life but you don't get by without the parents. it's a very important
partnership. (Q.5.ii")

Contact and interacting with the parents, even if it's by phone call or by
note and keeping them fully aware of what's going on, what's happening,
even letting them have some say in what's going on in the classroom.
Getting them in if there's any problems ... If you keep parents involved
and aware of what's going on you don't have any problems. (P.7.ii)

Theme 29: Qut of school contact with parents is believed to be valuable in
astablishing a positive teacher-student relationship.

During the discussions, one particular teacher mentioned he has )
opportunities to meet with parents outside of school hours. When asked if he
feels this to be a valuable ingredient in building relationships with his students,
he replied as follows:

| definitely do. Because then they feel comfortable coming to speak to
you at any time and they know I'm always approachable. And also if you
mix with parents and their kids in an out-of-school setting, it's a totally
different atmosphere to what you get in the school setting... in school I'm
a teacher, they're the student ... but out of [tht] schoo! setting I'm like
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one of their parents’ friends basically and it's a lot more relaxed
atmosphere and you get to know the parents, you get to know their
names and they feel comfortable coming to speak to you and they
support you in the.things that you do. | think it's really important.
(T.8.iii - 9i)

(fatéciorv 5: Self-Reflection for Teachers

" This category describes teachers’ views about the importance of self-
reflection. It emerged when the topic of discussion turned to how user-friendly
the teachers found the assessment tools to be,

Theme 30: Teachers find il valuable to reflect on their teacher-student
relationships.

When | asked teachers how they had found the discussion session to be,
most of them responded with enthusiasm and said they appreciated having the

opportunity to paﬁicipate because the session had been helpful to them.

... It's good, makes you think actually. Yeah, think about what you're
. doing ... you do things without thinking so it's good to thlnk “What do |
- do? What don't | do? What should | do?" (X.15.iii}

I think it's good. | think it also makes you think about the relationship with
" your students more, actually having time to reflect, because in busy
.. classroom life sometimes you don't get time to think about how your
“  relationships are going with the kids. (R.11.iv)
Fs LES '
' ... you like to think you're doing a good job and I think for the most part |
do, but it's really important to do reflection ... (Q.8.iii)

~ Thinking about what | think about and how else | can | improve oh some
of the areas, that's good. (M.10.ii)

| | - You very rarely sit dov.n and think, “How do | work with these kids as
.people?" ... S0 it's good, it's great to focus on it for a change. (L.11.v)

" It's interesting because when you put it down on paper it's one thing but
- when you talk to someone you find that you're able to bring into play

~other things ... When it comes to something that you want to give a lot
... more in-depth information about you have to have a one-on-one

% discussion with someone so | find this really valuable. (F.13.iv)
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Also, just thinking about each kid and thinking, like | said about levels
you know, making you realise that there are some kids that you'll put
more effort into ... (N.11.i)

During the discussions, teachers were asked how they found the
assessment tools. Specifically, they were asked two questions; “how easy or
difficult was the questionnaire to complete?” and “how easy or hard was the
face-to-face discussion?” The teachers mainly responded positivgly. and
acknowledged they found it useful to have some tools to guide them through the
process of béing able to reflect on their teacher-student relationships.

Theme 31: Teachers find it valuable to have {ools available that assist them in
reflecting on their teacher-student relationships.

The majority of teachers.gave positive feedback regarding the structure
of the questionnaire and its “user friendliness”. Teachers acknowledged that the
questionnaire required them to put some thought into their responses, but that it
was not a time consuming or arduous task. These are some of the responses
that were made with regard to the questionnaire:

The format'’s fine because | think that comes into what we're doing a lot
these days. That seems to be a fairly systematic way ... And | think it
gives you a range, a scale to accommodate all your thoughts.(C.7.iii)

... the questionnaire | didn't have any problems with it. It was brief, it was
easy, it wasn't invasive of my time, it wasn’t one of these things where
you sort of think, “Oh | don't understand what this person's on about.”
And | found it took me about 5-6 minutes, light and | didn't mind it at all. |
thought it was pretty much to the point, which is great. (D.11.v - 12.)

Just having to think, ‘idealistic’, ‘capable’ and 'actual’ and - it was quite
good actually because it makes you think, makes you stop and think,
“Yeah well | know that's what | really want to happen, but does it really
happen?”, it was quite good. (X.14.iii)

The next set of responses was made with regard to the discussion

teachers had with me. As can be seen by the comments, the teachers felt lhe

face-to-face discussions had been a very positive experience.
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It's good, makes you think actually. Yeah, think about what you're doing.
As you say, you do things without thinking so it's good to think, “What do
| do? What don't | do? What should_ | do?” (X.15.iii)

| think it's good. | think it also makes you think about the relationship with
your students more, actually having time to reflect, because in busy
classroom life sometimes you don't get time to think about how your
relationships are going with the kids. (R.11.iv)

It's really good to actually ... You very rarely sit down and think, “How do
| work with these kids as people?” We talk about kids ... but you don't
- often sit down and think, “What do | do with these [students]?” And |
¢ know | work hard at it but ... it's good, it's great to focus on it for a
. - change. (L.11.v)

... it's good to actually talk out what you've done because often you don't
tend to do it with other teachers because they're busy ... I've certainly
found it, | suppose affirming in a way that | have done things even though
| haven't consciously done them. (I.15.vi - 16.i)

| think it's been helpful ... Thinking about what 1 think about and how else
| can | improve on some of the areas, that's good. (M.10.ii)

L

Concluding Comments

The face-to-face discussions with teachers yielded a wealth of
‘information regarding their views on the importance of building positive
relationships with their students. Their comments backed up the informiation’
provided in the questionnaires. Teachers agree that connecting with students,
being available to-them and communicating well are all important aspects of
establishing and maintaining positive relationships in the classroom. In |
particular, teachers commented on the value of connecting with students on a
personal level and being able to learn information about home contexts and
their personal likes and dislikes. Teachers shared vsays that they make
themselves available to students and engage in effective communication.
Teachers also spoke about the importance of establishing positive relationships
with the parents of the students they teach, and explained the impact this is
believed to have on making positive connections with their students. Finally,

" teachers revealed the value they place on self-reflection and how they find it
beneficial to take time to evaluate how they are progressing with building
classroom relationships.

The next chapter presents the analysis of the student qualitative data,
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CHAPTER NINE

1 s 'DATA ANALYSIS: PART 4
STUDENT DISCUSSIONS AND OPEN ENDED QUESTIONS

2 " 3

Thls chapter presents the data analysis and discussion from the

. ',students view. These.data comprise the oral responses that students'made

: during the face-to-face discussions and the written responses that students
gave to the open-ended question on the questionnaire. The process used to

. analyse these data has been described in Chapter Eight. The ﬁndings are
presented in this chapter as themes. The themes are then used to formulate
abstractions. In this way, the sixth research question is answered, specifically,
what are students’ self-views about the aspects of Connectedness, Availability
and Communtication with respect to their teacher's impact on their shared
relationships?

j . _
in this study, 139 students each completed a questionnaire. At the

conclusion of the questionnaire, students were invited to make a general
comment about their relationship with their teacher. All 139 students chose to
make a response. Many of the students were happy to chat further about their
relationship with their teacher. This gave me the opportunity to ask some of the

" questions from the discussion schedule. As students answered the questions, |
recorded their responses on the questionnaire sheet. Student responses have
been transcribed and coded. The coding uses the letter S to denote ‘student’, a
number to match the one already assigned to the questionnaire, (001 through to
139) and a Roman numeral to indicate the line number. For example, a
response made by a student on the 2_5‘h questionnaire that appears on the 3
line of the transcript is coded as S.025.iii.

Categories and Themes

Cateqgory 1: Connectedness

The themes that have been identified within the category of
Connectedness reflect students’ self-views with regard to the personal ..
connection they have with their teachers. These include students’ views about
how teachers and students get along with each other, and about certain teacher
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behaviours that students believe indicate whether or not they are liked by their
teachers. Overall, students agree it is important to have a positive relationship
with their teachers. This is shown in the first theme.

~ Theme 1: Students believe they perform better at school when they have a

positive xglationship with their teachers. -

" When students were asked whether or not they thought it was important
to have a positive relationship with their teachers, the response was
overwhelmingly affirmative. When asked why a positive relaiionship was
important, students said it helpéd them to perform better at school, and to enjoy
school more, as shown by the following responses. |

It makes you feel nappier and you can get'on with your work and feel Iike
you enjoy school more. (S.074.vii-viii)

Yeah, because you get along well, and it makes the work"'éasier.
(S.127.ix)

If teachers and students don't get on, students feel left out and lonely,
scared to ask questions. (S.076.vii-viii)

If your teacher doesn't like you it's harder to learn ‘cause it's easier to
learn with someone you feel comfortable with. (S.078.vi-viii)

Theme 2: Students like to connect with their teachers on a personal level.

In the discussion about what made a teacher-student relationship a good

'_' one, students mentioned personal connactions as being important. Such

personal connections help students to feel special and valued by the teacher.
Personal connections can be in the form of shared interests, or shared
experiences, as shown in the following comments.

& ]

We get along because we like the same colour, we both like the same
activities and we both like to laugh. (S.126.i-ii)

We both have an interest in horses and we sometumes see each other
out of school. (S.110.ii-iii)
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We connect and we talk to each other reguiarly and it's sort of like
instinct, there is kind of a space between you if you don't connect.
(S.085.iii-iv)

One student related a personal anecdote about going on a school camp
/" and really connecting with her teacher. The student recalled her teacher was
out of ‘teacher-mode’ (5.080.vi) as they chatted and toasted marshmallows

Students recognise that personal connections are made between
themselves and their teachers when their teachers show an interest in students
as individuals. In describing the personal connection Estella (pseudonym) has
with her teacher, Estella related how her teacher knows about, and shows an
interest in, various happenings in her life. For example, Estella’s teacher has

.been to see Estella perform in a dance competition. Another example is that
Estella’s teacher knows that Estella’s father works away from home and will
enquire after him, as evidenced in this quote: “My Dad goes away and [my
teacher] she wants to know when my Dad gets back.” (S5.001.v)

Theme 3: Students who have the same teacher for more than one year feel
they are able to connect more closely with that teacher. |

Students who have the same teacher for more lh'an one year feel they
have an especially close bond with their teacher. This is the case for one
& 7 particular student who had the same teacher from Year 2 to Year 7. In this
instance, haVing the same teacher for five years was seen to enhance their
relationshie, as shown in the following quote. )

My teacher and me get on really well {sic). We never have arguments ...
[| know she likes me] ‘cause I've been with her all my life, (S.123., iii)

. For another student, having the same teacher fer more than one year

- means there is continuity in the relationship, as expressed in the following
quote. |
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She was my teacher last year and she hasn't changed a bit. She is my
favourite teacher in the world. (S.056.i-ii)

Students believe to be liked by a teacher, means being accepted and
valued as an individual ciass member. When asked how a student could know
whether or not a teacher liked them, responses centred on aspects of teacher
behaviour and on teacher aeproval of stgdent behaviour. These ideas are
presented in the following three themes.

Theme 4: Stude}tte believe teachers use certain cues lo indicale whether or not
students are liked.

_ Students are alert to various cues that they believe indicate whether or
not thelr teacher likes them. Some of the cues are verbal and others are non-
verbal. Students gave the following examples of cues teachers give to show
whether students are liked. A |

j,.f f{ i

et

They laugh, be nice, smile, say “hello”, use my name. (5.007.iv)

. The look that she gives you and how she talks to you, her voice (sic).
B (S.031.iv)

It's just how their face (sic) ... they just sit there and tistert to you. They
always help you whenever you're stuck. (S.044.v-vi)

- They are more talkative. (S.028.iii)
“They treat you better. (S.030.iv)

They don't ignore you and they will treat you equally wﬂh the other klds
- (S.077.v)

- -

]"heme 5: Students believe a teacher’s display of compassion and empathy is
evidence of the teacher liking a student.

Along with the verbal and non-verbal cues, students interpret a teacher’s
expression of compassion and empathy as evidence that the teacher likes
theim. This is made evident in the following comments:

+  When | got hurt they were kind to me. (S.073.vi)
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"When they're nice to you ... if you're having problems at home and you
haven't had time to finish your homework and they give you extra time.
(S.076.iv-v)

When they be nice to them and tell them things like if they are sad, to
make them cheerful (sic). (S.092.v-vi)

She talks to everybody, she doesn't get mad, she really understands us
and doesn't give us hard work. (S.033.iv-vii)

~ She cares about me. She knows about my sensitive feelings ... She
“. . understands why sometimes | forget my homework. (S.100.i-iii)

Interestingly, one student noted that teachers do not necessarily display
behaviour to indicate whether or not a student is liked. As the student explains:

" You can get a really mean teacher who still likes you but she doesn't
show it. (S.079.vi)

Théme 6. Students interpret teacher approval of student behaviour as an
iﬁd{fcator that the student is liked by the teacher.

It seems students interpret their teacher's approval of their behaviour to
méan approval of them as individuals. This idea is evident in the following
comments as they were all made in response to the question “How do you know
when your teacher likes you?"

When she passes good comments like if | do something good she says
“good boy” or something. (s.082. v-w)

She says that we're being good. (S.083.iv)

When you say something and give the correct answiér to sometning she
congratulates you and everything. (S.088.iv-v)

When she like gives me points when I'm sitting up and being good and
when | answer a question with lots of detail. (S.068.v-vi)

... She will be pleaged with your work, she'll be nice to you and reward you
[y Wllh things. (S 074.iv-v) 7
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Theme 7: An element of reciprocily is present in teacher-student relationships.

When talking about teacher-students relationships, students described
how both teacher and student contribute to the relationship in a mutual manner.
Examples.of the elements in their teacher-student relationships that students
recognise to be reciprocated include listening to each other, sharing jokes,
laughing together, caring for each other and helping each other. These
elements are contained in the quotes that follow.

We always get on together. We both listen to each other. (S.041.iii)

- One of the things that | like about us is that we joke ground with each
~ other. (S.085.i-ii)

We always have a laugh together because we like each other and we
care for each other. (S.086.i-ii)

T We laugh at each other's jokes and we like to help each other. (S.092.iii)

One particular student, however, described a situation that took place
with her teacher in which expected reciprocity did not occur. This situation is
explained by the student as follows:

Sometimes Miss Martin is nice to me like if | give her a nice card and
stuff. And then it means nothing after, she might just forget about me.
(S.007.i-ii)

Theme 8: Students regard their teacher as a friend.

. Some teacher-student relationships deepen on a ﬁéﬁrsonél level to the
point where the classroom relationship becomes a friendship. Two students in
this study mentioned that they regard their teacher as a friend, This is what they
had to say:

..a good thing about our relatlonshlp is I count him as a friend as well
Y '_..'}_--'asateacher (S.022.ii-ii) - I

... he's really nice to all of us. He is kind of like a good friend to me as
well. (S.108.iii-iv)
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Category 2: Availability
Within the category of availability, students shared their beliefs about

when and how often a teacher may be approached, and about how receptive
they felt their teachers were when an approach was made. In addition, students
commented on the degree of help they felt could be gained from their teachers,
including help for classroom related work tasks (for example, when working on
a new mathematical concept), and for issues of a personal nature (for example,
when being bullied). The two main themes that emerged will now be presented

and discussed.
Theme 9: Students perceive their teachers to be available and able to help.

Students perceive their teachers to be available most of the time.
Students’ responses to do with teacher availability were coupled with a
comment about the help teachers give. This is seen in the comments by the
following students, who see their teachers as being both available and able to

help.

When | need help with work [ can go to her, she’s always there, she
really helps you. (S.001.iii-iv)

| can go up to her and she helps me. (S.003.ii)

She is generally busy, but can almost always help, she is an excellent
teacher. (S.026.i-ii)

Most of the time he just tells us to work and if | need help | put my hand
up and all the time he comes to help those who have their hand up - not
just some of the time but all the time. (S.032.ii-iv)

Theme 10: Students recognise teachers are busy people and accept that there

may be a delay in gelting help.

When discussing teacher availability, students observed that, at times,
teachers may be busy and not immediately available. Some of the students’
. comments ,shqw the students have an understanding of the need to wait to have

their qUer_y;attended to.
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There are times he can't be disturbed. (S.032.1)

My teacher is very good but sometimes she is very busy so you can't talk
to her. (S.057.i)

If a teacher is busy it is rude to interrupt them. (S.094.ii)
Sometimes you have to wait because she’s busy. (S.001.iv)

If he's busy | should wait until he’s done what he's supposed to do."'

Category 3: Communication

The themes that have been identified within the category of
Communication reflect students’ self-views wiih regard to how communication
between teachers and students impacts on the persor;fal relationships they
share. Students believe that for good communication to take place between
students and teachers, it is necessary for teachers to be good at listening and
for.teachers to be able to safeguard student confidentiality.

5 '_ Oy

Theme 11: Students value being listened to.

Students want to be heard. They want their teachers to take time to listen
to what they have to say. On the questionnaire, nearly all the students indicated
that they wished their teachers were able to listen to them all of the time. -

Students not only value being listered to, they also value having
teachers who are able to respond to what has been said. These views are
evidenced in the following comments: '

She listens to me. She makes me feel good about myself. (S.043.i) |

She's nice to me and always listens to what | have to say. If | have a
problem she listens and helps me sort it out. (S.047.i-if) |

Ouf teacher listens to everything we have to say and is willing to help
everyone. (S.058.i)

| like my teacher but sometimes | wish my teacher WOuld"Iisté_n more.
(S.065.1) . . W

-—
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Students value having teachers who listen, particularly when there is no-
- one else available to listeh to them. This idea is shown in the following quotes.

Yes, because if your parents are away and you're being babysat you
may not be able to talk to them about it. (8.137.v-vi)

Yes because if you have a problem that your friends can't help you with
~and it is at school you have no one else to talk to. (S.131.ix-x)

- ... sometimes you can't talk to your parents or your friends. (S.129.vii)
L

. ... if you have a bad parent ot something and you can't talk to them you
- can talk to your teacher. (5.132,iii-iv)
] /_F'

-
=]

Theme 12: Students appreciale being able to share personal information with a

teacher. ~

Students like being able to talk to their teachers about'anythihg, not just

% school related issues. This idea is evident in the comments to follow. ?

| can always talk about things that have happened to me or if something
good has gone on in my family. (S.003.i-ii) .

l thinkzsmy teacher and | get on well because | can talk to him about what
| did on the weekend or after school and he will still listen to me. (5.022.i-

i)

My teacher is a great help. | can talk to her most of the time even through
private things. | feel that she cares for me and likes me very much.
(S.013.i-ii) t

| can speak my own opinion withoutfeeling restricted and she always

& 2 g listens. (S.014.i-ii)
Ty

. 'ﬁfThéme 13: Students value confidentiality when personal information is shared.

When students share personal information with teachers, students
appreciate knowing that the information they share will be kept private. This
\
notion IS supported by the following comments by students.

# |'|iké the way my teacher is always ready to listen to what | think and how
-+ | can trust her with personal things. (S.074.i-ii)

1 -
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Me and my teacher get on well when | tell her private things sjue doesn’
tell anybody else. (5.082 .1-ii)

Anything | say to her is kept with her and she never will tell anyone about
“private” stuff. She is a good teacher. (S.089 i-iii)

Mrs Harris (pseudonym) and | get on very well, because if | tell her
something and | don't want her to tell anyone else she doesn', which |
think is very important. (S.129.i-ii)

Theme 14: Students find it beneficial to talk with their leachers about Ipersonal

problems or concems.

Not only do students appreciate having a teacher they can talk to about
personal things, they also feel better as a resull. Students who have shared
personai problems or concerns with their teacher teslify to feeling supported by

their teacher and being able to resolve issues as a consequence.

... she is nice and she helps me feel better if | get into a fight with my
friends. (5.109.i-1)

| She's kind and she helps when you need help. When you're angry you
feel better when you talk to her. Had a fight with my friend once, she put
~ us together and made us say "sorry” (S.111 .i-iii)

... well sometimes if you have a problem youi discuss it so you can get it

out of you. (S.126.iv-v)

she can understand me in a way nobody else can. (S5.019.)

Theme 15: Students may choose not (o share personal information about

themselves with their leachers.

item 9 on the queslionnaire reads "My teacher listens when | talk about
personal/private things.” Two of the students indicated that their ideal for this
particular item was "Never " In other words, they never want to discuss personal
information with their teacher One of the students, Jess (pseudonym), said she
chooses nol to share personal information with her teacher based on past
experience (S.063.i-iil). The other student said he has been advised not to
disclose personal information to people outside the home, as shown in the

following quote.
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My Mum says anything that is said or done in the house stays in the
house. (S.090.11-1i1)

Cateqgory 4: Equality

The topic of equality emerged from the discussion data as a separate
category. Students talked about the importance of fairness in the classroom and
said they desire equal treatment over preferential treatment. This idea is

expressed in the following theme and is supported by comments from students.

Theme 16: Studenls want teachers lo treal all students equally.

She does not have favourites, that's a good thing. (S.080.ii-iii)
She treats everyone the same. (S.064.iii)

~ |feel like everybody else, like all the same. | feel like we are all treated
“the same. (S.118.viii)

| think it is important that a teacher pays the same amount of altention to
everyone - not just their favourite children, Because some teachers have
favourites and they pay more attention to them and leave the others by
themselves. (S.103.i-iv)

Interestingly, one student made a comment about a teacher who did
show what was, al least in the eyes of this student, favouritism Towards a couple

of other students in the class.

He likes Terry (pseudonym), | can tell. He treats him a bit different. How
he talks to him, and when he gets into trouble. He doesn't get into too
much trouble. And Jayden (pseudonym) t00. (S.032.v-vii)

Another student also noted that, on occasions, teachers do have .

favourites amongst the class.

... some teachers have favourites and they pay more attention to them

o and leave the others by themselves. (S.1M.ili-iv)
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Cateqory 5: Teacher Mood

The final category to emerge from the discussion data is that of teacher
mood. As students shared their beliefs and experiences, it became evident that
many students feel they are somehow responsible for their teachers’ moods.
For example, students feel they are the ones to blame if their teachers become
grumpy or angry, as presented in the next theme and evidenced in the
comments that follow.

Theme 17: Students feel responsible for their teacher's mood.

By listening to what Mrs Tucker (pseudonym) says and doing it first time
... this helps us to get on better so she won't get angry and frustrated.
- (5.016.i-ii)

| will be good for her [my teacher] so she doesn't have to get angry.
- (5.018.i) |

Sometimes | can get on with my teacher because the teacher will be in a
good mood. But sometimes he is in a bad mood and makes me feel bad
about it. (S.048.i-ii)

Sometimes other kids get him really mad and he gets into a bad mood.
(S.033.i-ii)

When students discussed various aspects of their teacher-student
relationship, many made reference to teachers who raise their voice in the
class. These comments helped shape the final theme in this chapter.

T_heme 18. Studsenis do not like it when teachers raise their voice and shout at
them.

Students said they like teachers who do not “shout” or "yell” in the class.
Teachers who do not raise their voice are considered to be good teachers.
These thoughts are expressed in the following quotes.

We get on well at school, like, (sic) she doesn't yell at me much. (S.083.1)

The teacher r:ever yells at me and when | do something wrong he lalks
about it. (5.094.iii)
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~ She doesn't yell anymore and she's nice to people. (S5.084.i)
... when you are good she treats you better than when you were bad.
When she'’s having a good day she doesn't like (sic) shout or anything.
(S.072.iii-v)

{A good teacher] listens, doesn't yell for no reason. (S.116.vi)

Abstractions For Teacher-Student Relationships

_ A closer examination of the eighteen themes drawn from the student
data reveals that several links can be made. Such linkages can be supported by
student quotes and expressed as abstractions. The abstractions that have been
identified in the following section relate to students’ perceptions about their

relationships with their teachers.

Abstraction 1 (taken from Themes 1, 2, 11 and 12)

Students want to be able to connect with their teachers; students want (o be

liked by their teachers, students want their teachers to be kind and carning and to
show a personal interest in them. However, these wants are not always

salisfied.

Ninety percent of the students in this study indicated that they desire to
have positive relationships with their teachers. Nearly all of the students said
they want their teachers to like them, to care for them and to be interested in
them as individuals. Many students shared anecdoles about positive teacher-
student experiences. Such anecdotes are typified by the following comments,

the first of which has already featured in Theme 12:

My teacher is a great help. | can talk to her most of the time even through
private things. | feel that she cares for me and likes me very much.
(S.013.i-ii)

| think Mrs Glencross (pseudonym) is a caring person and she always
talked to me about things and treated me very well. (5.075.i-ii)

We get on well all the time and she is very concerned about me. (S.077.i)

Even so, a number of students reported experiences that were very
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negative. Students who identified these negative experiences did so in the
context of explaining how a teacher-student relationship was less than what
they desired it to be. For example, students recounted instances where they
were disturbed by a teacher’s negative physical or verbal behaviour, as -
explained in the following quotes.

She didn't like me, threw a whiteboard marker at me. (S.090.vi)

She likes no one in the class. She said so. “l dun't like any of you in the
class, | just have to teach you." (S.091.i-ii)

We sometimes get along but | hate it when he yells in the class or when
something bad happens. (S.105.i-ii)

in these instances, students feel let down by their teachers. The
students' expectations of having caring, kind teachers who like them have not
been realised. These unfulfilled expectations contribute to students’ negative

feelings towards school and negative feelings about themselves.

Abstraction 2 (taken from Themes 4-7)

Students interpret certain teacher behaviours and the receipt of privileges as
proof that they are liked by their teéchef‘s, Students who believe they are liked
by their teachers say they like their teachers in return, even when certain
leacher behaviours are negative or when privileges are withdrawn or when

consequences for negative student behaviour are being experienced.

Students are able to identify certain teacher behaviours they believe ‘
indicate that their teacher likes them. Such behaviours are elahorated on in
Themes 4, 5 and 6 and include a teacher smiling, saying "hello”, being nice,
being kind, showing compassion and empathy and giving praise. In addition,
students helieve that being given certain privileges and responsibilities is futher
proof that their teacher likes them. Examples of such privileges and

responsibilities are provided in the quotes below:

How | can tell he likes me is that he has chosen three [students] to do
stuff (sic) the rest of the class won't da, and I'm one of them. {S.036.i-iii)
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[| know my teacher likes me] Because she always lets me out first and if
we play a game she will let me be “it". (S5.046.v) :

[l know my teacher likes me because] Normally he lets me go and do the
. messages. (5.054.iv)

Students shared stories about being on the receiving end of negative
teacher behaviour. Even when privileges may be withdrawn or punishments
meted out, students said they still liked their teachers. This idea is evidenced in
the comments below. |

| like her very much but even though sometimes she can be a bit rough
on me, she is really nice to me most of the time. (S.070.i-iii)

| like my teachers but sometimes | don't like when | have lines. (S.009.i)
It would seem that the students quoted ahove feel secure enough in their
relationship with their teachers to remain positive about their relationship, even

in the face of conflict or negative circumstances.

Abstraction 3 (taken from Themes 9 and 10)

Sludents value their teachers' availability. Some students understand that
teachers will not always be immediateiy available to them and they understand
lhe need lo wait until a teacher has lime io see lo their reques! Other students
| feel frustrated when they are unable to gel their teacher s aftention.

Nearly seventy percent of the students in this study said that they can go
up to their teacher at any time and that they can ask their teacher for help.
Nearly two thirds of the students, within this group of seventy percent, accept
that even when their teacher is busy, they may still go and get help. This view is
typified by the following gomment, previously featured in Theme Nine;

She is generally busy, but can almost always help, she is an excellent
teacher. (S.026.i-ii) .

Students accept that teachers are busy people. In so doing, they seem to
understand why there is sometimes a need to wait before their r_eqiiest for help
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can be met. In some cases, the students express consideration for their
teachers being so busy and a supportive attitude with regard to waiting. These

ideas are evident in the students' quotes to follow.

If he's busy | should wait until he's done what he's supposed to do. "

(S.118.ii-ii)

™

You don't want to take her off what she's doing. (S.098.ii)

ﬂ"} While students in this study expressed an understanding of the need to
wait for their teachers to be available to them, some students expressed
frustration at not having the access thuy ideally want. The following comments

present this point of view.

| think we get on quite well although sometimes | get a bit annoyed when
he says if something is going on he will help and then he just tells me to

He's with other kids when | ask him he won't always come. (S.033.i)

Abstraction 4 (taken from Themes 11-15) . ;

Students believe it is important to have a teacher who will listen lo them.
Students want to be heard; students want to feel supported by their teachers.
Studenis who have teachers who will not listen to them feel they are denied this

source of support.

Students believe they may rely on their teachers as a source of support.
They expect teachers to listen to them and to help them, both with academic
work and when dealing with social or personal issues, as shown by the 1

following comments:

{

... if you get into a situation and you need help she [the teacher] can help
v you deal with it. (S.128.iv-v)

The teacher should listen to other people’s thoughts and they'll be happy
- s because the teacher listened to them. (S.102.v-vi)

... if the teacher doesn't listen you'll never know.what to do. (S.138.iv)
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Students testify to having received support from their teachers. These
supportive teachers are the ones who took the time to listen to what students
had to say, as explained in the following words.

-

My teacher always listens to me when | have something to say and when
| don't understand something, he always helps me. (S.116.i-ii)

When something goes wrong out in the playground at recess or lunch |
can always tell her what happened and how it upset me and she will
listen to me and have a little talk to the other person. (S.044.i-iii)

By way of contrast, there are students who have a very different
testimony. Some students feel they do not receive the support they desire from
their teachers, and some feel they do not receive a fair hearing. These opinions

are evidenced in the following quotes.

Mr Santos (pseudonym) and | usually get on very well but he doesn't
always listen to me if | say something [against what] he has already
resolved to do. (S.052.i-ii)

... when | go to him sometimes he doesn't listen very much (S.108.i-ii)
She [my teacher] sometimes doesn't listen to me. (85.122.v)
In computer she only listens to the people good at computer. (S.080.ii)

Sometimes | feel Miss Ward (pseudonym) doesn't support me. (S.063.iv)

These students feel they are denied the opportunity to be heard and
supported, as shown by the above comment by student 080 who feels that she
does not get the necessary help during computer lessons. When students
discern that their teachers do not listen to them and do not support them,
students may be reluctant to approach their teachers for help. In such
instances, students may resolve not to rely on their teachers as a source of
support and, in so doing, forego opportunities that they may have had to seek
help from the teachers. | . £,
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Abstraction 5 (taken'trom Themes 12-15)
There are students who want to be able to share personal information with their

teachers and have it kept confidential. Some of these students have benefited
from being able to confide in a teacher they trust. There are also students who
choose not to share personal information with their teachers for various |
reasons, and in so doing, elect riot to rely on their teacher for this form of
support.

Nearly three quarters of the students in this study indicated that they are
content with the opportunities they have to talk with teachers about personal or
private issues. A number of students reported their satisfaction as shown by

these comments:

Mrs Ferguson (pseudonym) and | get on well because she listens to me
and | could talk to her al?out anything. (S.110.i-ii)

Mrs Mo'uchemore (pseudonym) always listens to me when I've got a
probleny or something. (S.114.ii-iii)

7 . It's good to have a chat with them because it is really good to talk to a
© grown-up. (S.038.iv} .

(It is important to have a teacher you can talk to] because sometimes yéu
can't talk to your parents or your friends. (S.129.vii)

3
A number of students in this study said they opt not to share personal
information with their teachers. One of the reasons for not sharing personal
information with their teacher is because students felt there was no need; they
had nothing of a personal or private nature that they needed to share, as shown
by this statement.

| don't really have any personal things to talk about with her. (S.025.i)

Other students choose not to disclose personal information to their
teachers because they have access to other peOplé with whom they choose to
discuss personal issues. For example, students 079 and 133 indicated they
prefer to talk to their mothers. t
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Students who have had poor prior experience also choose not to share
personal information with their teachers. This was the case for Jess as
mentioned earlier in Theme 15. Jess said she never wants to share personal
information with her teacher. She referred to a previous incident where private
information had been entrusted to her teacher, and that trust had been broken.

Jess has now resolved never to trust her teacher again.

Another reason why students do not want to share personal information
with their teacher is due to poor teacher-student relationships. For example,
Ricardo (pseudonym) indicated he never wants to share personal information
with his teacher. In discussing this further, Ricardo simply stated he does not
like his teacher (S.051.i, vi). It is interesting to note that the total responses
Ricardo gave to the Student-Teacher Relationship Questionnaire reveal he

thinks he has a very poor relationship with his teacher.

The next chapter presents a summary of the study and the answers to

the research questions.
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CHAPTER TEN

.7 SUMMARISING THE RESEARCH QUESTIONS

Summary

_ * Previous research has established that positive teacher-student
relatlonshlps enhance children’s educat:onal experiences at school. Research
has also established that relationships between teachers and students
contribute to students developing a sense of self and contribute to their ability to
adjust to school (see the Literature Review chapter). Positive teacher-student
relationships promote students’ cognitive, social and emotional development,
and teachers who experience positive relationships with their students are
believed to benefit by way of psychic rewards and increased job satisfaction.
The present study builds on this foundation by placing greater emphasis on the
social and emotional aspects of teacher-student relationships.

Research into the social and emotional aspects of teacher-student
relationships is a relatively new area of study and, as such, there have been
calls for further research in this area. This study is in response to such calls.
Three key social and emotional aspects were identified from the literature on
teacher-student relationships (namely, Connectedness, Availability and
Communication) and were used to form the theoretical framework of the study.
My study recognises that no single assessment tool adequately describes
relationships (Pianta, 1999). By using a mixed-methods approach, | have
utilised questionnaires to collect quantitative data and face-to-face discussions
to collect qualitative data about teacher-student relationships. My study also
supports the view that information about a particular relationship needs to be
obtaiined from different perspectives (Pianta, 1892). Consequently teachers’
views and students’ views have been sought.

As research into the sccial and emotional aspects of teacher-student
relationships is a fairly new area of study, there are few well-validated tools
available. This study responds to the calls for the development of valid and-. , ...
reliable tools that can be used to better understand teacher-student T
relationships (Ang, 2005; Pianta, 1999). For this reason, world's hest practice in

-
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measurement in the human sciences (Rasch measurement) has been
employed to develop two linear scales; one from the ‘point of view of the
teacher, and one from the point of view of the student. In so doing this study
offers a completely new approach to better understand teacher-student
relationships and the role these relationships play in the primary school
classroor. |

This study is important because it contributes new knowledge to the body
of information about teachers’ relationships with students in primary school
classrooms in Penlh, Western Australia. To date, much of the research
published on teacher-student relationships originates from the United States of
America. My research provides information based on Western Australian
teachers and students, resulting in greater local applicébility than that of
research conducted overseas.

This study addressed six research questions. These will now be g
answered. &\

~ Research Questions ,g

Research Question 1 | : Torik
Can a model involving three aspects (Connectedness Ava:labmty and
Communication) be devised lo determine teacher self-repoded views in three
perspectives (ideal, capability and actual) with regard to the teacher-student

relationship?

This study demonstrates that a model involving three aspects
(Connectedness, Availab?lity and Communication) can be devised t:) determine
teacher self-reported views in three perspectives (ideal, capability and actual)
with regard to the teacher-student relationship. This has been shown by
analysing teacher questionnaire data and finding a good fit to the measurement
model. The model is hierarchical, as exp'ained in Chapter Three, and is based
on the expectation that beliefs influence attitudes, attitudes influence intentions,
and intentions influence behaviour (Ajzen, 1989). This study shows that attitude
items (those from the ‘ideal’ perspective) are easier to answer than intentions
(the ‘capability’ items), and intentions are easier to answer than behaviour
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(‘actual' items). In this way, a pattern of difficulty emerges within the model, as
was anticipated at the beginning of the study.

The responses made by teachers on the questionnaire support the
inclusion of the three key aspects that have been identified in the T_heoretical
Model devised for this study (as presented in Chapter Three), narﬁely,
Connectedness, Availability and Communication. This is made e{rident by the
frequency with which the response “Almost always (ovei 80% of the time)” was
used when answering items from an idealistic view within each of tie three key
aspects. The questionnaire responses show there is close to niﬁety-ﬁve percent
agreement from teachers that the items featured in the idealistic p'erspective are
most necessary for positive teacher-student relationships to take 'place.

Research Question 2

Can a model involving three aspects (Connectedness, Availabi!ity and
Communication) be devised to determine student self-reported views in two
perspectives (ideal and actual) with regard to the teacher-student relationship?

This study demonstrates that a model involving three aspects
(Connectedness, Availability and Communication) can be devised to determine
_student self-reported views in two perspectives (ideal and actual) with regard to
the teacher-student relationship. This has been shown by analysing student
questionnaire data and finding a good fit to the measurement model. As with the
model for teacher self-reported views, the model for student self-reported views.
is hierarchical and is based on the expectation that beliefs influence attitudes,
attitudes influence intentions, and intentions influence bekaviour (Ajzen, 1989).
Given limits to young children’s conceptual capabilities, the model was
simplified to consider just two-perspectives from students. In this way, this study
shows that the atfitude items for students (those from the ‘ideal’ perspective)
are easier to answer than behaviour items (from the ‘actual’ perspective). In this
way, a pattern of difficulty emerges within the model, as was anticipated at the
beginning of the study. '

The questionnaire responses made by students support the inclusion of
the three key aspects that have been identified in the Theoretical Model devised
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theoretical ordering; . L% e Wk

for this study, namely, Cunnectedness, Availability and Connectedness. As was
the case with teachers in this study, students made frequent use of the
response “Almost always (over 80% of the time)" when answering items from an
idealistic view within each of the three key aspects. Students used this
particular response seventy-three percent of the time, indicating that they view
the way a teacher connects with students, is available to students and
communicates with students as significant to the development of teacher-

-student relationships.

Research Question 3

Can a linear scale cf self-reported teacher-student relationships be created from
the teacher’s point of view in which items within the main aspeCts ane ordered
from easy to hard and calibrated on the same scale as the measures from low
to high? "

This study shows a linear scale of self-reported teacher-student
relationships can be created from the teacher's point of view in which items

‘within the main aspects are ordered from easy to hard and calibrated on the

same scale as the measures from low to high. This has been shown using a

Rasch measurement analysisgwith ten items, conceptually ordered from easy to
hard, and answered in three perspectives ('ldealistic’, ‘Capability’ and ‘Actual’).
Using the RUMM 2020-computer program (Andrich, Sheridan, & Luo, 2005) six
items were found that did not fit the measurement mode! and were deleted from

. the scale. The remaining 24 items were analysed and a reliable linear,
“unidimensional scale of Teacher-Student Relationships was created. The scale

uses the teacher's view and calibrates the measures on the same scale as the
item difficulties.

A summary of the indicators of the scale data reliability showed that there
was:
1. Good global and person item fit to the measurement model
2. Good individual fit to the measurement model;

3. Consnstent and logical answenng of the response categones |n Ilne wnth thelr

s ' "'E-
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4. A good Person Separation Index indicated that the person measures were
well separated in companson to the errors,

5. A good item-trait interaction indicated the measurement of a unidirmensional
trait;

6. Reasonable targeling of the items agains! the person measures were
evident, although some harder items need to be added for any future use of the
scale.

As anticipated, the items within each of the key aspeclts were found to be
ordered from easy ta hard. This order of difficulty fits the Structural Model
presented in Chapter Three whereby attitudes influence intentions and are
easier than intentions, and whereby intentions influence behaviour and are
easier than behaviour [n this study, all atttude tems (dealistic) were easier
than the actual behaviour, and capabihty items were harder than the deahstic
but easier than the actual behaviour. For example. in this study, teachers found
it very easy to say thal, ideabhstically. they would ke to get along well with their
students Teachers found it moderately harder to say they were capable of
getting along wel! with then students, and found it harder still to say they did
actually get along well with therr students Since the teachers’ responses it the

expected pattern of difficulty, vahd inferences can now be made from the scale.

Research Question 4

Can a hnear scale of self-reported teacher-student rolationships ho created from
the student's pomt of view i which tems within the man aspects aro ordered
from easy to hard and calbrated on the same scale as the measwes from low

o high?

This study shows a inear scale of self-reported leacher- student
relatilonships can be created from the student's point ol view 1in which items
within the mamn aspects are ordered from easy to hard and calibialed on the
same scale as the measures from low to high This has been shown using a
Rasch measurement analysis with ten tems, conceptually ordered from easy to
hard. and answered in two perspectives (what [wish would happen” and "'whit
actually happens’) giving an effective scale of 20 tems The RUMM 2020

computer program (Andnch, Shendan, & Luo 2005) wais used to analyse the
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data and produce a reliable linear, unidimensional scale of Teacher-Student
Relationships using student views. In the scale the measures are calibrated on

the same scale as the item difficulties.

A summary of the indicators of the scale data reliability showed that there
was
1. Good globd! and person item fit to the measurement modei,
2. Good individual fit to the measurement model, .
3. Consistent and Iogic.'?ill answering of the response categories in line with their
theoretical ordenng,
4. A good Person Separation Index indicating that the person measures were
well separated in companson to the eriors,
5. A good item-trait interachion indicating the measurement of a unidimensional
trad;
6. Reasonable targeting of the items against the person measures, although

some harder items need to be added for any fulure use of the scale.

As expected, the tems within each of the key aspecté were found to be
ordered from casy to hard Thus order of difficulty fits the Structural Model
presented in Chapter Three The simphfied model for students uses two
perspectives and predicts that attitudes influence tbehaviour and are easier than
behawviour In this study, all atitude items (idealistic) were easier than the actual
behaviour For example, students found it very easy to say that, idealistically,
they would like then teachers to listen to them, Students found it harder to say
their teachers actually dd listen to them: Since the students’ responses fit the

expected pattern of difficulty, vakd inferences can now be made from the scale.

Research Question 5
What are teachers” sell-views about the aspects of Connacledness, Avarlability
and Conmumcation with tespect lo their ability to impact on relationships with

stuclonts?

Teachers agree that the three aspects of connecting with students, being
avalable to students and communicating with students all impact on the

leacher-student retationship Dunng the face to-face discussions, teachers had
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much to say about how these three key aspects impact on their relationships
with students. Teachers discussed additional aspects that had an impact on
their relationships with students, namely, teachers' relationships with students’
parents and teachers’ ability to self-reflect on their relationships with students.
Teachers’ self-views are made evident in the thirty-one themes that were
crealed, based on aﬁalysis of ihe discussion data. The themes are summarised
below within the five main categories that featured during the analysis. The
themes reflect teachers' self-views regarding the factors that impact on their

relationships with students.

Cateqory 1: Connectedness (Themes 1-10)

This study demonstrates that teachers believe that being able to
establish positive relationships with their students is an essential part of their
work. Teachers consider positive relationships with students to be necessary for
effective teaching and learning to take place. Teachers also believe it takes time
and effort on their part to connect with students in order to establish positive
teacher-student relationships Teachecrs connect with students by showing a
personal interest in them and by getting to know them as individuals,

Showing empathy towarde students and being authentic in their relationships
with them are ways that teachers believe they are able to connect on a personal

level with the students they leach.

Teachers indicate that there are other factors that contribute to the
development of positive connections with students. For example, teachers who
are expenenced in teaching a particular year level believe they have insight into
working with students of that particular year level in a way that contiibutes to
their ability to connect with students. In addition, teachers believe having the
opportunity to work with the same class of students for a number of years can

help strengthen their relationships with those students.

Whilst all the teachers in this study consider it important to develop
positive relationships with every student, teachers concede there may be
various blocks that prevent this from happening. Two examples include
personalily 1ssues that may anse and the demands of a large class, these

situations can make it difficult for teacheis to successful'y conniect with all
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students.

Category 2: Availability (Themes 11-17)

Teachers in this study believe that by being available to their students
they are able to strengthen teacher-student relationships. They recognise the
importance of making time to be available to their students. Teachers said they

use various means to communicate their availability to their students, including

. direct invitations to individuals and to the whole class. Teachers are also alert to

various cues studenis may give to indicate that help is needed.

Teachers make efforts during and outside of class time to be available to
their students. This sometimes involves time before school, during recess and
lunch breaks, during DOTT time and even after school. Teachers recognise the
importance of being available to follow up with individuais and with groups of
students, and of capitalising on opportunities to spend time with their students
apart from the school setting. To be available in these ways teachers accept
they must prioritise their time. and be prepared to give up some of their own
time. In so doing, teachers feel the increasing pressure of demands on their
time. When there is insufficient time to spend with their students, teachers feel it

IS a struggle to maintain positive relationships with them.

Category 3: Communication (Themes 18-27)

Teachers helieve that effective communication contributes td being able

o foster positive relationships with students. Teachers believe it is important to

keep the lines of communication open so students feel free to discuss anything
at all, even personal issues. This is made possible by ensuring their
communication is non-threatening, by being a good listener, and by building a
sense of confidentiality and trust into their relationships with students.
Additionally, teachers recognise the importance of being natural in their
communication (being “real”) and being able to share a sense of humour with
their students.

Teachers attest to certain constraints that may limit their oppottunities to
communicate effectively with their students. These include demands made on
teacher time, perceptions about restrictions to do with physical contact with

174



students, and even a student's personality, all of these circumstances are
perceived to be possibie blocks to teacher efforts to communicate effectively
with students.

Cateqory 4: Teachers Relationships with Parenis (Themes 28-29)

Teachers recognise the importance of building a supportive relationship
with parents and the benefit that brings to them in their role as teacher.
Additionally, out of school! contact with parents is believed to be valuable in

establishing a positive teacher-student relationship.

- Category 5: Self-Reflection for Teachers (Themes 30-31)

Teachers find it valuable to reflect on their teacher-student relationships.
Such self-reflection helps to inform teachers of the areas of strength and need
concerning the relationships they have with the students in their classes. For
this to happen, teachers need to have tools to guide and assist them in the

reflection process.

Research Question 6 -

What are students’ self-views about the aspects of Connectedness, Availability
and Communication with respect to their teacher’s impact on their shared
relationships? ‘

Students agree that it is important to have a good relationship with their
teachers. Students believe that when they have a positive teacher-student
relationship they are able to perform better at school and they enjoy school
more, Students agree that the way teachers connect with students, are
available to students and communicate with students all affect teacher-student
relationships. During the face-to-face discussions, students discussed the ways
in which they felt these three key aspects impacted on their teacher-student
relationships. Students’ self-views are made evident by the eighteen themes
that were created based on analysis of the discussion data. The themes will
now be reviewed within the five main categories that featured during the
analysis. The themes reflect students’ self-views regarding the factors that
impact on their relationships with teachers.
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Cateqory 1: Connectedness (Themes 1-8)

Students like to connect with their teachers on a personal level. Students
who have the same teacher for more than one year feel that they are able to

connect even more closely with that particular teacher.

Students believe teachers use certain cues to indicate whether or not
students are liked. For example, when teachers display compassion and
empathy, and when teachers communicate approval of student behaviour,
students interpret these as indicators that the student is liked by the teacher.

| Students are able to identify an element of reciprocity in their
relationships with their teachers. By listening to each other, caring for each
other, helping each other, sharing jokes and laughter, students see themselves

 being able to connect with their teachers in an equal fashion. In this way

students believe the feelings between themselves and their teachers are
mutual. Some students even regard their teacher as a friend. |

Cateqgory 2: Availability (Themes 9-10) _
Students perceive their teachers to be available to them and able to help.

Students recognise that leachers are busy people and, as such, accept that
there will be times when help is not immediate. in these situations, students
understand the need to be patient and to wait.

Category 3: Communication (Themes 11-15)

Students value being listened to. They appreciate being able to share
personal information with a teacher, and value confidentiality when personal
information is shared. Even though students find it beneficial to talk with their
teachers about personal problems or concerns, some students may choose not
to share personal information about themselves with their teachers.

Cateqory 4: Equality (Theme 16)

Students want teachers to treat all students equally They do not want

their teacher to show favourltlsm m the classroom
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Category 5: Teacher Mood (Theme 17-18)
Students feel responsible for their teacher's mood. This is particularly the

case when a teacher may be angry or in a grumpy mood. When this happens,

students feel somehow responsible for their teacher’'s emotional state.

Students do not like it when their teacher raises their voice in class. They

prefer it when teachers refrain from yelling or shouting at them.

The next chapter presents the discussion and the implications of the

study.
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CHAPTER ELEVEN

DISCUSSION AND IMPLICATIONS

: Thlschapter discusses the findings of this study in relation to previous

% 'régeérch findings on teacher-student relationships as presented in the literature
review. The chapter concludes with impli"fstions for educational administrators,
teachers, students, policy makers and further research.

Discussion

The idea that teacher-student relationships are important to the whole .. -
school experience is consistent with that of Mclnerney and Mcinerney (1994)
who describe positive teacher-student relationships as “both a function of
effective teaching and learning and a significant contributing factor” (p. 579).
When teachers’ relationships with students are caring and supportive, teachers
teach more effectively and student performance is enhanced. As teachers and
studen!s';engége in positive ways in the classroom through effective teaching
and Iezﬁning experiences, their relationship is further enhanced.
Theoretical Model ’

This sti:dy shows that the relational aspects of Connectedness,

Availability and Communication, as presented in the Theoretical Model (Chapter
Three), are necessary contributors to positive teacher-student relationships.
This is evidenced by the responses teachers and students made on the
questionnaires and during the face-to-face discussions, and is discussed as
follows.

Connectedness

In this study, responses from the participants indicate that a strong
-connection between a teacher and a student is absolutely necessary for
establishing positive teacher—student relationships. The study shows
connectedness is evident when a teacher likes a student, is able to get along
well with them and shows a personal interest in the student’s life.
Connectedness is also evident when the teacher and the student care about
each other. This kind of personal connection produces feelings of mutual
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respect and regard. These findings confirm what the literature says about
personal connections between teachers and students being important (Corrie,
2002; Good & Brophy, 2000; Noddings, 2005; Pollard, 1985).

Teachers in this study connect with students by being authentic in their
relationships with them. This particular idea is supported by Rogers (1983) who
identifies authenticity, or genuineness, as essential for developing caring
relationships. Teachers who display authenticity in their relationships have a
genuine concern for the well-being of individual students and a real desire to
have a positive input into the lives of those they teach. Additionally, teachers in
this study use empathy to connect with students. Empathy is documented in the
literature as a fundamental interpersonal skill, whereby individuals recognise the
emotions in others (Goleman, 1995). Empathetic teachers are better able to
identify how a student may be feeling, and are more in tune with the subtle
signals students may give:to indicate what they want or need.

When relationships with students are strained or difficult, more work is
required by the teacher to improve the situation. This is a notion supported by
teachers in this study who recognise that when relationships are in trouble,
teachers must pour in extra time and extra effort. For example, teachers may
experience difficulty connecting with students when there are personality
issues, A personality clash is often characterised by “discordant interactions
and a lack of rapport between teacher and child” (Birch & Ladd, 1996). Another
example is that of inappropriate student behaviours that may also make it
difficult for a teacher to connect with a student. Such behaviours may include
not following teacher’s instructions or being slow to follow them; talking out of
turn; inappropriate movement around the room; not having the necessary
materials to complete learning tasks; not settling to work; not completing
learning tasks; preventing others from engaging in learning tasks and display of
physical aégression (Arthur, Gordon, & Butterfield, 2003; Corrie, 2002; W,
Rogers, 1990). In these instances, teachers in this study acknowledged the
‘need to work harder at making positive connections with their students in order
to establish a positive teacher-student relationship.
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Availability

Teachers recognise the need to put time and effort into being available to
their students. As indicated in the literature, “time and repeated encounters” are
necessary for teachers and students to come to know one another well (Pianta,
1989, p. 29). In many cases, teachers in this study opt to give up their private
time in order to be more available to their students. Students, in return, value
having a teacher who is available and approachable. However, teachers find it
increasingly difficult to afford the necessary time and effort for building positive
relationships with students while coping with the extra demands made of them
professionally, particularly with regard to increased administrative tasks. At
times, increased work obligations prevent teachers from being as available to
their students as they desire.

One way teachers try to maintain their availability to students is by
making time to talk with individual students before and after school and during
break times. This is recognised by Good and Brophy (2000) as an important
way to build close relationships, to earn the respect and affection of students,
and to maximise student engagement in classroom activities.

Another way the teachers in this study try to be available to their students
is by scheduling short, regular time slots with individuals. This is an idea
advocated by Pianta (1998) who describes the strategy as "Banking Time".
While this particular strategy is used for remediation with students who have
relational difficulties, it is also useful as a preventative approach. In Banking
Time, teachers commit to spending between 5 and 15 minutes with individual
students on a regular basis. During this shared time, the teacher and student
share an activity that has been selected by the student. The activity may be
doing a puzzle together, reading a book, playing a game or just chatting. As the
teacher and the student share in the activity, the teacher communicates that the
student is valued and important and that the teacher is available, safe and
consistent. These messages help the student to perceive the shared
relationship in a positive light. As the teacher and student spend regular time
together, they accumulate positive shared experiences. In this way, when there
is tension or conflict, the teacher and the student can “draw on their accrued
relationship capital and can 'withdraw' from the relationship resources ... [to]
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enable them to interact effectively in times of stress” (Pianta, 1999, p. 140).

Communication

Teachers and students in this study agree on the importance of{;ood )
communication for developing positive teacher-student relationships. Their
views confirm what the literature has to say about the need for teachers to have
good communication skills, and in particular, good listening skills (Brophy &
Good, 1986). Good listening skills include being able to listen with empathy.
Goleman (1995) describes being an empathetic listener as one who hears “the
feelings behind what is being said" (p. 145). In this way, when students talk with
teachers about school work or personal issues, teachers are able to really hear
what students are saying and be in a better position to provide the necessary
support.

Teachers' Relationships with Parents

This study found that shared relationships between teachers and their
students’ parents impact on teacher-student relationships. Teachers and
students made reference to the added connection they felt towards each other
on account of there being a positive teacher-parent relationship. This idea is
supported in the relationship literature. When a teacher develops a positive
relationship with students’ parents, it provides a link that sirengthens a child's
sense of the teacher being a significant person in their life (Tietjen, 1989).
Additionally, when teachers have a positive rapport with parents, student’s
performance at school is enhanced. When school and home work together
students attain higher academic achievement, and have better behaviour at
home and at school (Corrie, 2002; Padgett, 2006).

Self-Views

This study demonstrates the importance of obtaining reliable self-views
to better understand teacher-student relationships. By giving teachers and
students the opportunity to share their perspectives, it is possible to gauge their
representations of teacher-student relationships. It is also possible to gain an
insight into what aspects contribute to positive relationships. This is particularly
important considering the lack of information currently available from the
student's point of view. Increasingly, there is an understahding that students are
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able to accurately assess and express how they perceive themselves and
others within their social worlds (Mantzicopoulos, 2005, Murray & Greenberg,
2000; Sztejnberg, den Brok, & Hurek, 2004; Valeski & Stipek, 2001). Evidence
is provided in this study to show that students as young as seven years of age
do haQe an ability to discuss aspects of the relationship they have with their
teacher, and that students are able to provide reliable self-reports. The self-
views of both students and teachers in this study have been shown to be
reliable because modern methods of measurement have been used to produce
linear measures. This is a unique aspect to the study and one that makes a new
contribution to this area of research. '“ |

Self-Reflection

It is important for teachers to reflect on their shared relationships with
students. This need was voiced by a number of teachers. However, tools for -
self-reflection of teacher-student relationships are lacking (Pianta, 1999). The
questionnaires and the discussion scheduflyes developed in this study are tools
that may be used by teachers for self-reflection. Such self-reflection may assist
teachers to identify areas of particular relationships that are developing well and
areas that need further attention.

Self-reflection for teachers extends to considering students’ views.
Teachers who support students in the process of self-reflection may gain a
- sense of how they as teachers are being perceived by the students. Such an
insight may assist teachers to identify areas of the relationship that need
adapting. As Pianta (1999) states, “Children’s feelings about teachers ... -
contribute to an understanding of the relationship and should be acknowledged”
(p. 86). This may be particularly helpful when the teacher’s view of a particular
relationship does not match that of the student. This notion is explored further in
the following discussion on congruence of self-repoits.

v

Teacher-Student Congruence of Self-Reports

There have been calls for further examination of teacher-student .
congruence of self-reports within specific teacher-student dyads
(Mantzicopoulos, 2005). In other words, there is a need to be able to foc.us:on a
specific teacher and a specific student who share a dyadic relationship withé"
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each other and compare the teacher’s perspective of their relationship with that
of the student to determine how closely the two different perspectives match. In
this way, perceived gaps in the relationship may be identified and addressed.
This study shows how this may be done.

The questionnaires constructed for this study ask teachers and students
to report o.r'1 ten teacher behaviours. Congruence of opinion regarding the
behaviours can be determined by comparing the responses mace by a
particular student with those made by their teacher. This means making a
comparison between the questionnaire responses made by the teacher in the
column headed “Actual (This is what actually happens)” and the questionnaire
responses made by the student in the column headed “This is what does
happen”. A match between the responses indicates congruence, a mismatch
shows otherwise. For example, if a student reports that the teacher listens to
him or her most of the time and the teacher rnakes a corresponding report, it is
- fair to say that the student and teacher share a congruent view. If the student
reports that the teacher listens to him or her only some of the time, but the
tea;;:'xér reports otherwise, an incongruity is evident. The teacher would then
need to determine if his or her own behaviour needed to be adapted
(Sztejnberg, den Brok, &ﬁurek, 2004). In this case, the teacher may decide to
work on improving his or her active listening skills and affording more time to
listen to this particular student.

When determining congruence of self-reports and deciding whether or
not teachers need to adapt the‘l‘r behaviour, it is necessary to take into
consideration one's ideal view and their actual view of the relationship. Doing so ™
provides a context upon which to base the téacher’s and the student's
expectations of the shared relationship. This is made possible by referring to the
responses in the “What | ‘wish’ would happen” column on the student’s view
questionnaire, and the idealistic responses “This is what | would like to happen”
made on the teacher's view questionnaire. To use the example given eatrlier, if a
student reports that a teacher listens 4o him or her only some of the time, and
reports that ideally he or she only wants the teacher to listen to them some of
the time, the student has indicated satisfaction with this papicular item. That is,
the teacher's behaviour matches what the student desiresl-.f and no change in
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teacher behaviour would be expected. If, however, the student reports that
ideally he or she wants the teacher to always listen and yet, in reality, the
teacher only listens some of the time, a change in teacher behaviour could be
warranted. Such a change would be especially anticipated if the teacher thinks
likewise. That is to say, if the teacher has indicated on his or her questionnaire
that their ideal behaviour is to always listen to the student. In this way, teachers
may exarnine students’ reports and compare them witt'; their own to discern
congruency. When particular aspects of the relationship are found to be lacking,
specific support can be given {0 strengthen those areas of the relationship.

Examples of relationships in this study that warrant specific support were
reported on by four students in the same class. An examination of *he students’
responses showed a pattern of dissatisfaction with their teacher’s behaviour. In
particular, three of the students used the responses “some of the time” and
“never” when reporting on most of their teacher's behaviours. The
corresponding responses from the teacher indicate that he felt the relationships
were satisfactory. The lack of congruence indicates a mismatch between the
teacher's perspective and that of the students. Upon closer inspection, the
_teacher's expectations of the relationships were mainly fulfilled, that is, his
actual behaviour closely matched his idealistic view. This confirms that, fror.; the
teacher’s parspective, the relationships with the four students were satisfactory.
A closer look at the student's questionnaire responses shows a different story.
Three of the four students indicated that they want more from their teacher in
terms of his ability to connect with them, be available to them and communicate
with them. The fourth student has indicated he wants little or nothing to do with
his teacher. The fourth student concluded the questionnaire with the comment
that he does not like his teacher. The mismatches indicate thét there are gaps
in the way this particular teacher is relating to his students. As a result of the
analysis, this teacher needs guidance and support to strengthen his

relationships. a5y

L i xE
JF

Review of the Questionnaires

Participants in this study found the questionnaires easy to use. Even
though the format of the questionnaire is different to the kind teachers and
students are generally familiar with, the participants found the instructions were
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adequate and the setting out of the items easy to iollow. Furthermore, at

roughly ten minutes each, the questionnaires did not take very long to complete.

With regard to the response categories on the questionnaire used to
gauge the teachers' views, it was helpful to include both the wording and the
time percentages as some teachers reported using the wording while others
preferred to use the time percentages. The clock faces depicted in the response
categories on the questionnaire used to gauge students’ views were a useful
tool, and helped students to visualise and choose between different time
periods.

Review of the Discussions

In this study the face-to-face discussions provided a valuable opportunity
to gain insight to the points of view of both teachers and students. Rather than
limiting the responses from the participants according to set response formats,
as has happened in past research, this study used the discussions to provide
teachers and students with the opportunity to make extended responses. These
extended responses were useful for verifying questionnaire responses and for
learning about teachers’ and students’ experiences and the meaning they place
on their experiences. In addition, teachers reported the benefit of taking time to
think about their classroom relationships. One teacher said she had found the
experience valuable and another said it had been affirming for her as she
reflected on her own relationships. Another teacher said he had never been
asked about his relationships with students and so had not considered the issue
before. |

Implications

Research into relational aspects of the teacher-student relationship is

| f'-ff_;f-?j"_'?'-"f;necessary to strengthen and enhance the influence of positive teacher-student
: rela_tlonsh;ps. This study has shown that such research is made possible using
.modern methods of measurement, and by considering the points of view of
* teachers and students. The results from this research produce implications for
i é‘ducational administrators, teachers, students, policy makers and for future

research. These implications are explained as follows.
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For Educational Administrators

There are benefits to be experienced from an administrative point of view
when teachers are encouraged and supported in establishing and maintaining
positive relationships with their students. For example, positive teacher-student
relationships contribute to higher levels of job satisfaction and so impact on
teacher morale (Hargreaves, 2000; Weare, 2000). Teachers who héve positive
relationships with their students want to go to school and look forward to
spending time with their students. On the other hand, poor classroom
relationships may contribute to teacher burn out and to depression and
absenteeism (Weare, 2000). For these reasons alone it may be said that
educational administrators have an obligation to actively work towards
strengthening teatcher-student relationships.

An administrative responsibility of schools is to regularly appraise staff.
‘Given that the development of children’s cognitive and socioemotional
| competence is enhanced by teachers who are able to interact with students in
warm, affectionate ways, it then follows that staff appraisal should include an
overview of teacher-student relationship development (Kienbaum, 2001;
;_.Peisnér-Feinberg et al., 2001). Considering the limited tools available for
- _éssessing teacher-student relationships, the tools developed in this study would
be useful in this regard. The questionnaires and the discussion schedules in this
study may be used by educational administrators to help teachers to recognise
teacher-student relationships that are working well and those that are in trouble.
In so doing, administrators can provide specific support to teachers and
students in need.

| The results of this study suggest that teachers and students benefit from
spending extended periods of time with each other. Decisions regarding the
- length of time teachers spend with students are made by school administrators.
- To make optimal use of teacher-student contact time, administrators must
" carefully consider two main areas, the timetabling of specialist staff and.the
-';_-:__f-_optlon of looping.

-While it is arknowledged that SpeCIallSt staff play a valuable and
necessary role within the primary school, it is vital that educational
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administrators limit the number of teachers that students spend time with. For
example, séme schools employ specialist staff in the areas of sport, music, art
and languages other than English. In addition, many schools have a specialist
library teacher. While it may seem advantageous to expose students to a wide
range of expertise within speéialist areas, doing so at the expense of teacher
continuity is not in $he best interests of primary students’ development. The
greater the number of teachers engaged to work with individual students the
less time each teacher is able to spend with them. This has the effect of
splintering the timetable and making it more difficult for teachers and students to

-~ establish personal relationships. It is preferable for teachers and students to

spend prolonged periods of time together and this is achieved by limiting the
number of staff assigned to each student.

In considering ways to enable teachers and students to spend prolonged
periods of time together, educational administrators need to consider the option
of looping. As explained earlier, looping is the practice whereby teachers teach
the same class of students for two or more consecutive years. Doing so has
been found to enhance teacher-student relationships and to contribute to
improved learning for students (Denault, 1999; Noddings, 2005; Pianta, 1999).
In instances where a teacher and student have a strained relationship, looping
may well not be a viable option. Even so, the potential benefits of looping make

~itan option worth exploring.

| For Teachers

Teachers are being e'r'fé’b'uraged to take on a more active role in the

promotion of children’s emotional well-being, ard to capitalise on opportunities
to relate to students, particularly those at risk, in positive ways (Karen, 1998).

Karen (1998) claims “the school years are a unique opportunity for troubled
children to be redirected emotionally, but that opportunity has not been seized"
(p. 424). It has been suggested that teacher-student relationships can be
harnessed as a preventative intervention and that positive teacher-student
relationships offer protective factors for students (Karen, 1998; Pianta, 1999).

* For these reasons it is necessary for teachers to be aware cf the importance of
 developing and maintaining positive relationships with students, and to be better
| equippeq to identify aspects of the teacher-student relationship that need to be
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strengthened. This study contributes information in these areas by reporting on
ways in which teachers successfully work at building positive relationships and
providing tools that assist in the monitoring of relationship development.

For teachers to effectively monitor the development of their relationships
with students, they need information about their r;éiationships. Teachers are
typically not encouraged or supported in this kind of self-reflection (Pianta,
1999). This study offers tools that will assist teachers in the self-refiection
process by helping them to examine their own views and those of their
students. The tools are easy to use, not time consuming, and help to pinpoint
areas of strength and need within individual relationships. To make use of the
discussion component, teachers would need to seek support from a mentor or
school psychologist. In using the tools, teachers may choose to periodically
assess their relationships with all their students, or to select and assess a
sample of students. In selecting a sample of students, teachers may take a
trouble shooting approach and decide to find out information about specific

relationships that are conflictual or deemed to be in trouble.

For Students

This study demonstrates that students are able to comment on their

perspectives with regard to their relationships. Students are able to provide
teachers with valuable insight into what students expect from the relationship,
and how students perceive things to be. Given that such insight can guide
teachers in improving the way they relate to their students, an implication from

this study is that teachers and educational administrators should engage
“students in the assessment process by giving them the opportunity and the
means to provide information aoout their relationships with teachers.

In recent years there has been a growing awareness of mental health
disorders in Australia, and surveys have been used to determine the scope of
the problem (Minas & Sawyer, 2002). Extensive research conducted in 1998
found that, Australia-wide, over 17% of adults and 14% of children and
adolescents had a mental health disorder or mental health problem - a
prevalence rate considered comparable to rates in other developing nations
(Sawyer et al., 2000). In Western Australia, a child health survey conducted
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between 1993 and 1994 found that around 17% of 4 - 16 year old children and
adolescents had significant mental health problems and as many as one in four
children are currently considered to be at risk of developing mental health
problems (Zubrick et al., 1995). Two of the eight mental health problems
specified were “social problems”, which referred to an individual's inability to get
along with peers, adults and siblings, and “anxiety/depression”, which referred
to an individual feeling lonely, fearful, unloved and worthless (Zubrick et al.,
1995). The increased awareness of mental health concerns in Australia
highlights the need for strategies to be developed to address the problem. The
development of positive teacher-student relationships is seen as important for
promoting mental health in students (Denham, 2001; Nadel & Muir, 2005). This
study contributes towards the development of strategies to promote the mental
well being of students through the identification of social and emotional aspects
of the teacher-student relationship that may be actively strengthened in order to

enhance the relationships that teachers and students share.

For Policy Makers
Recent school reform in the United States has added pressure to school

stakeholders and policy makers by legislating detailed expectations for student
performance and consequences for students, teachers, and schools who fail to

imeet those expectations (Klem & Connell, 2004). Similar legislative changes

have been mooted here in Australia. Recent debate has covered such topics as
the development of a National Curriculum to specifically raise literacy and

‘numeracy standards across the country, and the introduction of merit pay or

performance based salary for teachers (Department for Education Science and
Training, 20073, 2007b). Any changes that our policy makers make must guard

- against student achievement becoming the sole focus of attention. An

educational system that determines its success by demonstrable evidence may
direct the spotlight onto standards of academic achievement and direct attention
away from social and emotional areas of development. As Hargreaves (2000)
pointedly states:

If we are serious about standards, we must become serious about
emotions too and look again at the organizational conditions and
professional expectations that can increase emotional understanding
between teachers and their students as a basis for learning. By focussing
only on cognitive standards themselves, and the rational processes to
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achieve them, we may, ironically, be reinforcing structures and
professional expectations that undermine the very emotional |
understanding that is foundational to achieving and sustaining those
standards. {p. 825)

If a National Curriculum is to be:introduced, our policy makers must avoid
the pitfalls experienced in other parts of the world. For example, some now
recognise that the National Curriculum impiemented in the United Kingdom
during 1988-1993 was done so in a “clearly unmanageable” way (Woods &
Jeffrey, 1996, p. 116) and over the last twenty years has contributed to
increased stress levels and a reduction of retention levels amongst teachers
(Troman & Woods, 2001). In the push to raise teaching standards and levels of
literacy and numeracy here in Australia, policy makers must not overlook the
importance of the social and emotional involvement of teachers and students in
the teaching and learning process. As Pianta (1999) suggests “No amourit of
focus on academics, no matter how strong or exclusive, will substantially
change tﬁe,fact that the substrate of classroom life is social and emotional” (p.
170). Goleman (1995) challenges schools to educate the whole child, “bringing
together mind and heart in the classroom’” (p. xiv). In helping to maintain a
balanced approach to determining the success of our education system here in
Australia it is vital that when policy makers debate National Curriculum, they
must focus on strengthening academic learning alongside social and emotional
development. The teacher-student relationship must be recognised as relevant
to the success of instruction and seen as a powerful resource in the classroom.
Not only must our policy makers be aware of the importance of teacher-student
relationships with regard to student achievement and development, but they
must also be committed to supporting teachers in harnessing this resource.

For Future Research

Two fully-refereed papers, based on this thesis, have been approved for
presentation at the Australian Association for Research in Education
Conference in November 2007 (Leitdo & Waugh, 2007a, 2007b), and it should
be possible to extend this research to country areas of Western Australia and
inter-state. Whilst this study has shown it is possible to create a linear measure
of teacher-student relationships to better understand teachers’ views of their
relationships with students, more needs to be done to extend the use of the two
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" questionnaires. Future studies could expand on the Questionnaires used in this

study and build in additional stem items. Furthermore, future studies could
incorporate additional aspects that impact on the shared relationship between
teachers and students. Examples include class size, length of contact between
class teacher and the class, the timetabling of specialised staff, and the use of

humour in the classroom.

The results of the Rasch analysis for this study indicate that
modifications need to be made to the questionnaires to improve them for future
use. Two specific improvements are noted. Firstly, the response categories
need to be revised. In this study, neither the teachers nor the students could
consistently discriminate between the two lowest categories, namely, ‘Not at all’
and ‘Some of the time {less than 50% of the time)'. This problem can be
overcome by collapsing the two lowest response categories into one, namely,
‘Not very often’ (less than 50% of the time).

A second improvement to the questionnaires used in this study concerns

" replacing some of the items. The results of the Rasch analysis show that more

difficult items need to be added to both the teacher and the student
questionnaire to cover the higher measures. Also, in the questionnaire used to
gauge teachers' views, it was found that six of the thirty items did not fit the
measurement model. These six items need to be replaced by items that will fit
the measurement model. | have revised the questionnaires to include these
modifications and they are now ready for use in future studies. (See Tables 11.1
and 11.2).

Conclusion

.To cohclude, this study contributes new knowledge to the body of

-information about teachers’ relationships with students in primary school

classrooms in Perth, Western Australia. Further research in this area is needed
to expand our understanding of how good teacher-student relationships can be
recognised and promoted. To use the words of Pianta (1999), “Relationships

~ with teachers are an essential part of the classroom experience for all children

and a potential resource for improving developmental outcomes” (p. 21). The
more that is known about how to identify and build positive teacher-student
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relationships, the better use can be made of this resource in our schools and in

our communities.
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Table 11.1
Revised Questionnaire: Teacher's View

Teachers’ Relationships with Students Questionnaire
(Teacher's View)

The aim of this questionnaire is to find out your self-views regarding your relationship
with a child in your class. Answer each question with one particular child in mind. One
set of responses is labelled “idealistic”, the next is “capability”, and the third is “actual”.
These labels are to help you differentiate between what you would idealistically like to
happen, what you are capable of making happen, and what actually does happen.
Please rate the 30 questionnaire items using the following response format.

Almost always (over 80% of the time) record 3
Most of the time (50% to 80% of the time) record 2
Not very often (less than 50% of the time) record 1

Example ltem 1
| care about this child.

If you think that ideally you should care about child “A” almost always (over 80% of the
time), record 3. If you think you are capable of caring about child “A” most of the time
(50% to 80% of the time) record 2. If you think that actually it is not very often that you
care about child “A” (less than 50% of the time) record 1. Your recorded responses
would be as follows:

Item no. ltem wording Idealistic Capability Actual
(Thisiswhat| (Thisiswhat (Thisis
what would | am actually

like to happen) capable of) happens)

Sub-group: Connectedness
1-3 | care about this child. 3 2 1

T '...L
LS

e i

F:"'I'éééé'_jiﬁaléatéiif you are willing to participate in a follow-up dis_cussion.":': o
ESt O no o 1

L lf you responded “yes’, please supply your name and contact number. All responses to
- the questionnaire will remain strictly confidential.

“(printname) STRRR- N " (contact number)

(signature) Tee Ll A (date)
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Table 11.1(Continued)

Teachers Relationships with Students Questionnaire
(Teacher's View)

item no. ltem wording ldealistic Capability Actual

' (Thisiswhat| (Thisiswhat  (Thisis what
would like to ! am capable actually
happen) of) happens)

Sub-group: Connectedness

1-3 | care about this child.

4-6  This child and | get along well together

7-9 | am interested to learn about this
child’'s personal thoughts, feelings
and experiences

10-12 This child and | have a supportive,
trusting relationship.

Sub-group: Availability

13-15 1 am available for this child.

16-18 | am available and will provide help
when this child asks for it.

19-21 When necessary, | put extra time and
effort into helping this child.

Sub-group: Communication

22-24 | communicate with this child in
positive and sensitive ways

25-27 | communicate in ways that enable this
child and me to understand each other

28-30 | communicate in ways that help this
child to resolve personal difficulties
(academic or personal)

7
Are there any comments that you would like to make abuut your relationship
with this particular student or about your relationships with students in general?
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Table 11.2

Revised Questionnaire: Student’'s View

Teachers’ Relationships with Students Questionnaire
(Student’s View)

The child is asked to think about each statement in relation to their current
classroom teacher, and to rate a response according to the format below.

Response Format

Almost always 3 Most of the time 2 Some of the time 1

Item no. ltem wording Response
Thisiswhat ~ What | “Wish”
does happen  would happen

Sub-group: Connectedness

2-1 My teacher cares about me.

4-3 My teacher and | get on well together.

6-5 My teacher is interested in me as a person (that is,
in what | think and feel, and in what | do.

8-7 My teacher and | have a good, trusting relationship.

Sub-group: Availability

10 -9 When | need help, | can ask my teacher

12-11 When | ask for help, my teacher gives it to me.

14-13 When | need extra help, | can rely on my teacher
to give it to me.

Sub-group: Communication

16-15 My teacher is easy to talk to.

18-17 When we talk, my teacher and | understand each
other.

20-19 When we talk, my teacher helps me to feel
better and to work through any problems.

Are there any comments you would like to make about the relationship you
have with your teacher?
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Project Title: Teacher-Student Relationships in the Primary School
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Appendix B

Letter to Principals #1

15 Melaleuca Crt
Morley WA 6062
31 March 2003

Dear

As a doctorate student of Edith Cowan University, | am involved in conducting
research into the area of teacher-student relationships with a particular focus on
social and emotional aspects. This research is aimed at students in the 8 to 12
year old age bracket and their teachers. | am seeking your permission to involve
two or more of your full time teaching staff and four students from each of their
classes in the study. Participating staff will be asked to complete a short
questionnaire for each of the four students, and participating students will be
asked to complete one short questionnaire. With your permission, | plan to visit
schools to supervise students’ completion of the questionnaire. | will be
available if needed to provide relief and so provide time for participating
teachers to complete the questionnaires. (It is anticipated that teachers would
need up to 2 hours to complete all the questionnaires). Copies of my credentials
and current police clearance will be forwarded on request.

This is a new area of research and your school’s involvement will contribute to
our understanding of teacher-student relationships in the classroom and the role
they play in education. All data will remain strictly confidential. Names of staff
and students will not be used and the school will not be identified in any reports
resulting from the study. Participants will be free to withdraw from the study at
any time without penalty. Findings of the study will be made available to you at -
its conclusion.

I would be grateful to receive your agreement at your earliest convenience.
Please complete the response form enclosed and mail it to me in the return
envelope provided. | welcome the opportunity to talk with you and discuss this
further if you wish. | may be contacted by phone on 9377 2692 or by mail at the
address above. You may also contact ECU staff as detailed below.

If you have any concerns about the project or would like to talk to an
independent person, you may contact Prof. Maxwell Angus (ph. 9370 6399).
Yours sincerely,

Natalie Leitao.

- Ph.D student

Supervisbfé-i Dr. Carmel Maloney ph. 9273 8463 Edith Cowan University
- Dr. Russell Waugh ph. 9273 8360 Edith Cowan University
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Appendix B (Continued)

PRINCIPAL'S RESPONSE FORM

I am / am not willing for staff and students at this school to be involved in the
teacher-student relationship study.

Name

School

Signed Date

If you are willing for your school to participate in the study, please complete the
following details of potential staff participants so | may post to your school
sufficient copies of letters of invitation and consent.

The names of staff at this school who may like to be involved are as follows:

Staff Member's name Year Group

214



Appendix C

Letter to Principals #2

15 Melaleuca Crt
Morley WA 6062
9 April, 2003

Dear

| sincerely thank you for agreeing to be a part of the teacher-student
relationships study. Please find enclosed copies of letters to be given to
potential staff participants. | would be grateful if you could please ensure these
letters are given to those nominated. | anticipate visiting the school in term 3 to
administer the questionnaire, and will be in touch closer to that time to confirm
the details.

| welcome the opportunity to talk with you and discuss this further if you wish. |
may be contacted on 9377 2692. You may also contact ECU staff as detailed
below.

If you have any concerns about the project or would like to talk to an
independent person, you may contact Prof. Maxwell Angus (ph. 9370 6399).

Yours sincerely

Natalie Leitao.

Student ID: 0864842

Supervisors: Dr. Carmel Maloney ph. 9370 6438 Edith Cowan University
Dr. Russell Waugh ph. 9273 8360 Edith Cowan University
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Appendix C (Continued)

15 Melaleuca Crt
Morley WA 6062
9 April, 2003

Dear

As a doctorate student of Edith Cowan University, | am involved in conducting
research into the area of teacher-student relationships with a particular focus on
social and emotional aspects. This research is aimed at students in the 8 to 12
year old age bracket and their teachers. The purpose of my study is to
understand more about the self-views of teachers and students regarding their
classroom relationships. | believe this will help us to better understand the role
that teacher-student relationships play in education.

I am seeking your involvement in the following ways:

e Nominate four students in your class who are likely to be permitted by
parents to be involved in the study. (If possible, nominate a mixture of
students, some being those with whom you think you get along with easily,
and others with whom it may sometimes be a bit of a struggle ... | will not
need to know who is who.)

e Contact parents of potential student participants on my behalf (I will supply
copies of letters and stamped return envelopes).

o In term 3 complete a short questionnaire for each of the four participating
students.

e In term 3 permit me to spend 20 minutes with each of the four students to
assist them in completing a questionnaire.

All data will remain strictly confidential. Names of staff and students will not be
used and the school will not be identified in any reports resulting from the study.
Participants will be free to withdraw from the study at any time without penalty.
Findings of the study will be made available to you at its conclusion.

| would be grateful to receive your agreement at your earliest convenience.
Please complete the response form enclosed and mail it to me in the return
envelope provided. | welcome the opportunity to talk with you and discuss this
further if you wish. | may be contacted on 9377 2692. You may also contact
ECU staff as detailed below.

If you have any concerns about the project or would like to talk to an
independent person, you may contact Prof. Maxwell Angus (ph. 9370 6399).

Yours sincerely

Natalie Leitdo.
Student I1D:- 0864842 .
Supervisors: Dr. Carmel Maloney ph. 9370 6438 Edith Cowan University
~Dr. Russell Waugh ph. 9273 8360 Edith Cowan University
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Appendix C (Continued)

TEACHER'S RESPONSE FORM

I am / am not willing to participate in the teacher-student relationship study. |
understand | may withdraw from the study at any time without penalty.

Name Phone Contact

School

Year group Signed Date

(If you are willing to participate in the study, please complete the following details. | will

send you letters to be given to these families.)

The details of four students from my class who are potential participants are as

follows:

(Please include each student’'s name, age and their parent's name)

1.
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Appendix D

2" | etter to Principals

100 full time teachers of students aged 8 to 13
to complete a short questionnaire

and
4 students from each of their classes

to complete a short questionnaire.

REWARD OFFERED

Your involvement in this new area of research will contribute to our

understanding of how to build teacher-student relationships in the classroom

and how to strengthen these connections.

COnItioNS: Names of staff and students will not be used and the school will
not be identified in any reports resulting from the study. Participants will be free

to withdraw from the study at any time without penalty. Findings of the study will
be made available to you at its conclusion.

Contact Details: picase complete the response form enclosed and mail it
to me in the return envelope provided. | welcome the opportunity to talk with you
and discuss this further if you wish. | may be contacted by phone on 9377 2692,
by e-mail at jieitac@iinel.net.au or by mail at 15 Melaleuca Crt, Morley, WA,
6062. You may also contact ECU staff as detailed below. If you have any
concerns about the project or would like to talk to an independent person, you
may contact Prof. Maxwell Angus (ph. 9370 6399).

Natalie Leitdo.
Ph._D student

~ Supervisors:
Dr. Carmel Maloney ph. 8370 6438 Edith Cowan University
Dr. Russell Waugh ph. 9273 8360 Edith Cowan University
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Appendix D (Continued)

PRINCIPAL'S RESPONSE FORM

I am / am not willing for staff and students at this school to be involved in the
teacher-student relationship study.

Name

School

Signed Date

If you are willing for your school to participate in the study, please complete the
following details of potential staff participants so | may post to your school
sufficient copies of letters of invitation and consent.

The names of staff at this school who may like to be involved are as follows:

Staff Member's hame Year Group
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Appendix E

Letter to Parents

Dear

I am a doctorate student of Edith Cowan University, and | am conducting a
study at your child’s school. | am seeking your permission for
to be involved.

My study is about classroom relationships between teachers and students and |
hope to find out more about how children develop socially and emotionaily.

With your consent, | will visit the school to give your child a short questionnaire
to complete. All data will remain strictly confidential. Your child’s name will not
be used and the school will not be identified in any reports resulting from the
study. You will be free to withdraw your child from the study at any time without
penalty.

| would be grateful if you and your child would read and sign the consent form
and return it to me via the reply paid envelope at your earliest convenience. |

welcome the opportunity to talk with you and discuss this further if you wish. |
may be contacted on 9377 2692. You may also contact ECU staff as detailed
below.

If you have any concerns about the project or would like to talk to an
independent person, you may contact Prof. Maxwell Angus (ph. 9370 6399).

Yours sincerely
Natalie Leitdo.

Supervisors: Dr. Carmel Maloney ph. 9273 8463 Edith Cowan University
Dr. Russell Waugh ph. 9273 8360 Edith Cowan University
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RESPONSE SLIP

PARENT CONSENT
(circle your response)
| give / do not give permission for to participate in the

teacher-student relationship study. | understand that all information will be
treated with the strictest confidence, and that | may withdraw

from this study at any time.

Parent / Guardian name/s

Signature/s Date

Phone contact (optional)

STUDENT CONSENT

| would like to help in a study to help other people learn more about how
teachers and kids get along at school. | understand everything | say will be kept
private, and that later on if | change my mind, | don't have to continue helping in

the study.

Student’s name

Signature Date
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Teachers’ Relationships with Students Questionnaire
(Teacher’s View)

The aim of this questionnaire is to find out your self-views regarding your relationship with a
child in your class. Answer each question with one particular child in mind. One set of
responses is labelled “idealistic”, the next is “capability”, and the third is “actual”. These labels
are to help you differentiate between what you would idealistically like to happen, what you are
capable of making happen, and what actually happens. Please rate the 30 questionnaire items
using the following response format.

Almost always (over 80% of the time) record 4
Most of the time (50% to 80% of the time) record 3
Some of the time (less than 50% of the time) record 2
Not at all record 1

Example ltem 1
This child and | get along well together.

If you would like to get along well with child “A” almost always (over 80% of the
time), record 4. If you think you are capable of getting along well with child “A”
most of the time (50% to 80% of the time) record 3. If you think you actually only
get along well with child “A” some of the time (less than 50% of the time) record
2. Your recorded responses would be as follows:

ltem no. [tem wording Idealistic Capability Actual
(This is what (This is (This is
| would like what | am what
to happen) capable of) actually
happens)

Sub-group: Connectedness
1-3 | like this child
4-6  This child and | get along
well together 4 3 2

Please indicate if you are willing to participate in a follow-up discussion.
YES [ NO (]

If you responded “yes”, please supply your name and contact number. All responses to the
" questionnaire will remain strictly confidential.

(print name) (contact number)
(signature) (date)

Thank you

Natalie Leitao

May 2002
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Teachers’ Relationships with Students Questionnaire
(Teacher’s View)

The following questionnaire is anonymous. Please don't put your name or any identification on
it. Please read the consent and cover page.

Iltem no. ltem wording Idealistic Capability Actual
(This iswhat!  (This is what (This is what
would like to | am capable actually
happen) of) happens)

Sub-group: Connectedness

1-3 | like this child.
4-6 This child and | get along well together.
7-9 | am interested to learn about this child's

personal thoughts, feelings and experiences.
10-13  This child and | have a good, supportive
relationship.

Sub-group: Availability

13-15 1 am available for this child.

16-18 | am available and will provide help when
this child asks for it.

19-22  |f | am busy and this child needs help
urgently, where possible, | will stop what
| am doing and make myself available.

Sub-group: Communication

22-24 | communicate effectively with this child.

25-27 llisten to this child when he/she needs
to talk about personal issues.

28-30 | communicate with this child in positive
and sensitive ways.

Are there any comments that you would like to make about your relationships with your
students?

Thank you for taking the time to answer this questionnaire.
Natalie Leitao
May 2002

223



Appendix G

Teachers’ Relationships with Students Questionnaire
(Student’s View)

The child is asked to think about each statement in relation to their current
classroom teacher, and to rate a response according to the response format
below. The child is told that all responses will remain confidential.

Response Format
Almost always 4 Most of the time 3

'Y e

Some of the time 2 Not at all 1

Item no. Item wording Response
Thisiswhat ~ What | “Wish”
does happen  would happen

Sub-group: Connectedness

1-2 My teacher likes me.

3-4 My teacher and | get along well together.

5-6 My teacher is interested in what | think and
feel, and in what | do.

7-8 My teacher and | care about each other.

Sub-group: Availability
9-10 | can go up to my teacher any time.
11-12 | can ask my teacher for help.
13-14 If my teacher is busy, | can still go and get
help.

Sub-group: Communication

15-16 My teacher listens to me.

17-18 My teacher listens when | talk about
personal/private things.

19-20 My teacher listens to me and helps me
to feel better.

Are there any comments you would like to make about you and your teacher?
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Samples of Discussion Schedules

A. Teacher Discussion Schedule

Begin by discussing responses to the questionnaire. Note any differences between the
“idealistic”, “capability”, and “actual” responses, and find out why the teacher

responded the way he/she did.

Continue by asking the following questions:

1. How does the aspect of connectedness impact on teacher-student relationships?

2. How does the aspect of availability impact on teacher-student relationships?

3. How does the aspect of communication impact on teacher-student relationships?

4. What are the strengths that you bring to building relationships with the students in
your class?

5. What difficulties do you experience in building relationships with the students in your

class?

B. Student Discussion Schedule

Begin by discussing responses to the questionnaire. Note any differences between the
“idealistic” and “actual” responses, and find out why the student responded the way
he/she did.

Continue by asking the following questions:

. Is it important for teachers and kids to like each other? Why/why not?
. How does a teacher know when you like him/her?

. How do you know when a teacher likes you?

. How does a teacher show you that he/she cares for you?

. How do you show a teacher that you care about him/her?

. Is it important to have a teacher you can talk to? Why/why not?

~N OO O AWON

. How do you know when a teacher is the kind of person you can talk to?

C. Response to Assessment Tools

1. What aspects of the questionnaire were easy?

2. What aspects of the questionnaire were difficult?

3. During the discussion, how easy or difficult was it to discuss aspects of your
teacher—stu,dent relationship? Elaborate.
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Samples of Discussion Transcript

| just want to start by asking how important do you think it is for teachers
to establish good relationships with kids in the class?

Probably the most important part of teaching. It's very important to, I think, gain
their trust, with any of the students, gain their trust and have them consider you
fair. And | think once you can develop that rapport then teaching the students is

much easier because you can teach fo the student’s heart and head.

Well, you mentioned something about establishing a relaxed family
attitude within the class. How does this help with the teaching and
learning that goes on?

| think if the kids are relaxed, | think they’re more in tune with what’s happening,
they’ll cooperate a Ilot with each other, we work very hard on understanding
each other, being fair to each other, being nice people in the classroom, we try
fo be a nice person in the classroom. And | think if there’'s a relaxed
atmosphere it happens a lot easier. | think the learning happens a lot easier;
the kids are much more frusting and not afraid to ask and | think that's very

important.

In your view, how important is it for teachers to make connections with
kids?

As | said to start with, once you've got that trust and once you've got that trust
given to the student and the student trusting you, | think that is the crucial thing
fo be ablé_ to get through fo the individual child to teach them. Especially the

way we teach these days, to the individual, to their own developmental stage.
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So how can a teacher work at building that trust?

Knowing more about the child. Knowing as much about the child as you
possibly can. | think the more you know about the child the better you can
teach them because you can speak to them and touch them in a very personal
way. Know their strengths, their weaknesses, their likes, their dislikes, their

fears, and thihgs they’re proud of.

Do you feel that you do this successfully with your students and connect
with them in a positive way?

| think so. | think so.

Are there any factors that might prohibit you from doing that to the full
extent you would like?

No, | probably tread on toes sometimes, and | suppose 41 years’ experience
helps me, but | think it's very important to not bulldoze through but to make sure
to speak to the parents if you're unsure. | do have a survey which | give out at
the beginning of the year asking parents to tell me about what they think of their

child, how they perceive their child, and that also gives me a help.

Thinking about how available teachers make themselves to their students,
do you feel that you do this successfully?

Yes, yes.

And how.,doés_a; teacher do that, how does a teacher make themselves

available?
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Be one of the children, understand where they're coming from. | give at the
beginning of the year when they fill in their diary, | give them my home phone
number and my email, which they know they can use if they need fo, and I've
never ever had it abused, and | think that's very important. Again, it's very

much a trust... if | trust them then they will trust me.

And how do you think your being available impacts on the relationships
with the students?

| think it gives them another point of support. They've got their parents and |
think especially students of 11, 12 years of age, ready for high school, need
somebody else who’s jdst a step aside from their family perhaps, but someone
they know understands them, someone they know loves them, | think that’s very
important for kids to know that you love them in a very special sort of a way,

they’re part of your life and you're part of their life for 12 months.

Love is a word that we're sometimes scared to use, because of the nature
of the abuse that can be associated with it...

Definitely, definitely.

When you’re talking about building positive classroom relationships and
having a positive classroom environment, | agree that love is very...

There has to be love. Teaching is to me such an emotional thing. It's always
“be‘en life; | didn’t ever want to be anything else but a teacher. And you only do

the best‘y(}_u can for the kids, you do the best you can for each one of them in
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the best way that you can. And so | think a lot of love has to go into them to

help nurture them to become a nice adult.

Hopefully a loving adult.

Well that's right. Yes, loving of each other.

If you don’t have a love for children and a love for the children there’s not

much else that would hold you to the job...

(Laughs) Teaching would be horrible. It would be absolutely ghastly.

Well I'm happy to hear you say...
But | think it goes with... | mean | love teaching, | love coming to school

everyday. And the kids know that, they know that | come because | want to

come.

In a way, that impacts upon the value that you take from them as well.

[ think so; | know they know that value | place on being a teacher. And | say to
them it's not just teaching you how to do your formal work, it’s teaching you how
fo appreciate people and understand and be a nice person. And we all have

faults, we talk about our faults. | know my faults, so | suppose...
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