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According to Flanders (1964) his system of interaction analysis 

is a specialized research procedure that provides information about 

only a few of the many aspects of teaching. It is an analysis of spon­

taneous communication between individuals, and it is of no value if 

no one is talking, if one person talks continuously, or if one person 

reads from a book or report. Unless additional records are kept, the 

following kinds of information will be ignored: right, wrong, good, or 

bad content information--whatever is being discussed; the variety of 

instructional materials being used; the various class formations during 

learning activities; the preparation of the teacher as revealed by 

lesson plans; and anything else not directly revealed by verbal com­

munication. Of the total complex called IIteaching," interaction analy­

sis applies only to the content-free characteristics of verbal communi­

cation. From his research on interaction analysis, Flanders has derived 

a two-thirds rule: in the average classroom someone is talking two­

thirds of the time; two-thirds of this is teacher talk; and two-thirds 

of teacher talk consists of direct influence which includes lecture, 

direction-giving, or criticism (Amidon & Simon, 1965). 

Schantz (1964), using Flanders' categories of interaction analy­

sis, tested the effect of indirect and direct teaching on high and low 

ability children in fourth-grade science lessons. She found that the 

high ability group exposed to indirect teacher influence scored sig­

nificantly higher on a science test at the end of the experiment than 

did the high ability group exposed to direct teacher influence. Flan­

ders (1960) found that seventh-.and eighth-grade students in social 
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studies and geometry learned significantly more when their teachers were 

indirect rather than direct. Above-average student participation, 

above-average acceptance of student ideas, and below average teacher 

talk were associated with higher achievement. 

Flanders (1959), in a series of studies over a lO-year period, 

attempted to relate pupil attitudes as measured by a climate index to 

teacher influence patterns as identified by trained observers using the 

Flanders system of interaction analysis. The studies, carried out in 

elementary and secondary schools in the United States and New Zealand, 

indicated that a positive social-emotional climate tended to be asso­

ciated with indirect teacher influence. LaShier (1966) has reported a 

study in which the relations were examined between the ratio of indirectl 

direct teacher behavior as measured by the Flanders system of interaction 

analysis, and achievement gain measured by an experimenter-constructed 

test, and pupil attitudes as measured by the Michigan Student Question­

naire. The study used data collected in the classrooms of 10 student 

teachers who were teaching a unit on animal behavior from a basic biology 

curriculum. A significant correlation (p<.Ol) was reported between the 

lID ratio and achievement gain. Significant correlations (p<.05) were 

reported between class medians for pupil attitude and median achieve­

ment gain and between lID ratio and pupil attitude. 

Observation of student teachers was carried out by Kirk (1964). 

His purpose in this study was to determine if teaching a system of 

interaction analysis would have any effect on the verbal interaction 

pattern in the classroom. There were three findings in this study: 
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(1) delineation of distinct verbal patterns of behavior which could be 

considered as characteristic of student teaching style can be determined 

by careful observation of student teachers; (2) the verbal patterns of 

student teachers taught a system of interaction analysis can be modified 

to a certain degree: the type and amount of student teacher ta"lk and the 

balance between that talk and the pupils' talk are affected significantly; 

and (3) pupils of student teachers taught the system of interaction 

analysis can detect some changes in the style of teaching used by their 

student teachers. 

In a study involving 153 elementary school teachers, Amidon 

and Giammatteo (1965) found that verbal behavior patterns of superior 

teachers differed substantially from those of average teachers. The 

superior teachers talked less, were more accepting of pupil-initiated 

ideas, tended to encourage those ideas more, dominated their classrooms 

less, used indirect influence more, and used direction giving criticism 

less than the normative group. The superior teachers were interrupted 

more often by questions from pupils. A similar but more sophisticated 

study by Flanders (l961)had yielded comparable results. Flanders had four 

major findings in his study of classrooms in which achievement and atti­

tudes were superior: (1) the teacher was capable of providing a range 

of roles. spontaneously, that varied from fairly active, dominative 

supervision, on the one hand, to reflective, discriminating support, 

on the other hand. The teacher was not only able to achieve compliance 

but also to support and encourage student initiative; (2) the teacher 

was able to control his own spontaneous behavior so that he could assume 
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one role or another at will; (3) the teacher had sufficient under­

standing of principles of teacher influence to make possible a logi­

cal bridge between his diagnosis of the present situation and the 

various actions he could take; and (4) the teacher was a sensitive, 

objective observer who could make valid diagnoses of current condi­

tions. The major characteristic of unsuccessful teachers in this 

study was the inability to expand or restrict the freedom of action 

of the students through one's self-control of verbal influence. 

Amidon and Flanders (1963) found that superior teachers could 

be just as direct as any other teacher in certain situations, but the 

difference was that they could be far more indirect in other situa­

tions. This ability, which was rarely found among teachers cate­

gorized as direct, meant that the teacher had the capability to make 

his own behavior appropriate to the requirements of the class situa­

tion at the moment. Amidon and Flanders also reported that teachers 

who are qualified in some content area should be exposed to some type 

of human relations training that will help them attain the following 

objectives: (1) the ability to use the social skills of accepting. 

clarifying, and using the ideas of students in planning work and 

diagnosing difficulties; (2) the knowledge of those acts of influence 

that restrict student reactions and those that expand student reac­

tions; and (3) understanding a theory of instruction that can be used 

to control teachers· behavior in guiding classroom communication. 

Flanders (1976) stated the system of Interaction Analysis is a very 

careful tool for assisting in the instructional improvement process. 
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During the last twenty years, the Flanders Interaction Analysis 

Scale has been the basis of a large proportion of the verbal teacher 

behavior studies reported in the literature (Eggland, 1974). 

Aspy (1975) did a study with the scale using 50 elementary 

school teachers in which levels of the teachers I meaning (empathy) 

were significantly related to categories of Flanders's Interaction 

Analysis in such a fashion that high levels of meaning could be inter­

preted as being accompanied by increased amounts of student involve­

ment. It;s hypothesized that for students, involvement and relevance 

may be a consequence of having the meaning of their experiences 

understood and responded to in a facilitative manner. 

Swigger (1976) describes a series of computer-assisted instruc­

tion (CAr) lessons developed a university teacher-education program. 

The specific lessons were designed to teach methods students the basic 

concepts of the Flanders Interaction Analysis method, a system by 

which teachers learn to categorize classroom verbal behavior. Rea­

sons for using the computer to teach interaction analysis, objectives 

and description of the specific lessons, and an evaluation of the 

entire module are considered. After a year of operation, CAl has 

proven to be markedly effective in teaching methods students how to 

analyze classroom behavior. 

Summary 

In summary, the research studies have pointed out the appli­

cability of interaction analysis in teaching. Much use has been made 
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of it as an instrument for self-evaluation. In addition to self­

evaluation. various measures in the Flanders Interaction Analysis 

system can be readily applied to the evaluation of a human relations 

training model. By definition of the categories in the Flanders sys­

tem, there will be predictable outcomes on the matrix for those 

teachers who have adapted any of the human relations training methods 

into their own way of interacting in the classroom. 

Review of Piers-Harris Scale (Self-Concepts) 

For this study the Piers-Harris Scale for Children (P-H) (the 

way I feel about myself) was used. Robinson and Shaver (1973) in the 

Measures of Self-Esteem chapter by Rick Crandall stated the P-H scale 

was the most highly recommended scale for children. 

Wingett (1974) attempted to assess the effect of a career de­

velopment program on the self-concept and career attitude maturity of 

eighth-grade girls. Students in three junior high schools in Wyoming 

participated in the program one class period a week for ten weeks. 

Treatment and control groups were each composed of 38 subjects. Self­

concept increased significantly more in the experimental than the con­

trol groups, but career attitude maturity showed no treatment effect. 

There were significant score differences in both variables from school 

to school, suggesting that the programs may have been presented more 

effectively in some schools than in others. This program was designed 

by the counselors in three junior high schools in Wyoming one class 
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period (40-45 minutes) per week for ten weeks with two additional class 

periods used to administer the pretests and posttests. The control 

group did not receive any facet of the instruction. 

Jackson (1974) studied the effect of a special reading program 

adapted from Aesop's Fables, on reading achievement and self-concept 

of fifth-grade students. Involved were 120 children enrolled in four 

elementary schools in Massachusetts. The experimental group parti­

cipated in the program during 40 minute sessions, three times a week 

for eight weeks. Results showed sionificant increases for self-concept, 

reading achievement, and responses to salient traits of the animal 

characters in the Aesop Fables for the experimental group. Female 

students in the experimental group increased in reading achievement 

more than males. The degree of posttest change was unrelated to level 

of initial self-concept scores. 

Wandel (1974) studied the effects of self-concept on students' 

planning and producing photographic and non-photographic projects, and 

the effects of presenting or not presenting these projects to signifi­

cant others. Sixth-, seventh-, and eighth-grade students in a Penn­

sylvania city summer school were randomly assigned to one of the four 

treatment groups. Results indicated that the group using photography 

in a project had higher self-concept scores than the group using non­

photographic media. However, the effects of presenting, or not present­

ing the results showed no differences, suggesting that the benefit 

came from the process itself. 
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It is recommended that the educator have some background in the 

basic tenets of self concept, be aware of and sensitive to the stu­

dent's needs in the affective domain, especially self-concept, and meet 

these needs with alternatives and options, such as photographic equip­

ment. 

In a complex study, Potter (1974) investigated the effects of 

the sex on the main character in some children's stories upon problem­

solving ideology (are girls or boys more likely to think of ideas?), 

upon self-concept, and upon problem solving performance. Middle-class 

California third-graders were divided into three groups who were ex­

posed either to a male model story, a female model story, or a balanced 

sex model story. The P-H, a measure of ideology, and a problem solving 

task were administered one week before and directly after exposure to 

the stories. 

Contrary to the hypotheses, children received the highest self­

concept scores after reading the book in which the opposite sex was the 

main character and the lowest scores after reading the same sex story. 

It was suggested that children tend to compare themselves positively to 

the same sex model when cast in the inferior role and negatively to the 

same sex model when cast in the superior role. 

Stevens (1974) studied the effects of didactic group therapy on 

the self-esteem of potential school dropouts. Half of the 38 poten­

tial dropouts constituted control group I and 20 children not at risk 

of dropping out (non-potential dropouts) constituted control group II. 
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The P-H was administered before the 9-week program, after the program, 

and four months later. The non-potential dropout group had signifi­

cantly higher scores on the pretest but neither they nor the other 

control group increased at posttest or follow-up. Potential dropout 

boys in treatment who had higher pretest scores than the girls, in­

creased significantly on the posttest only on Popularity, while the 

girls increased (p < .07) on the total mean and on three of the cluster 

scores. No additional increases were measured at follow-up. The author 

concluded that the girls had less need to maintain their egos, were 

more realistic, and more receptive to the treatment. 

Rudawski (1974) studied the comparative effect of open space 

versus self-contained classrooms on pupil self-concept. The 250 sub­

jects were students in grades one through five who had experienced a 

variety of combinations of classrooms. The P-H was administered during 

the second week of school and again after a 12-week period. While the 

differences that were significant favored slightly the self-contained 

classrooms, no firm conclusions can be drawn from this study. 

Houser (1974) studied the effects of a program in which seventh­

and eighth-grade students acted as tutors to younger children. The 

control group was a random sample of junior high students from the same 

school. Significant gains were recorded by the student-aides over the 

control group in self-concept and in reading. 

Mason (1975) studied the effects of tutoring on the self-concepts 

of elementary school pupils. The tutoring, conducted by university 

students, involved 2 to 4 ses'sions a week for 14 weeks in reading and 
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language arts. Results indicated that tutoring had a significant ef­

fect on the self-concepts of high-achieving students, but not of 

average-or low-achieving students. Both the experimental and control 

groups showed high achievers with the highest self-concepts, and 

average achievers with the lowest self-concepts. At the integrated 

school, white students had significantly higher self-concepts than 

black students. There were no significant differences between black 

students at the integrated and the predominantly black school, and no 

significant sex differences. 

Fitzpatrick (l975) studied the effects of a 16-week program of 

value clarifying strategies on the self-concept and reading achievement 

of 547 seventh-grade students in parochial schools. Analysis of vari­

ance was utilized, covarying for differences in 1.0. of the students, 

and number of years of teaching experience of the teachers. Results 

indicated that the treatment group achieved significantly higher gain 

scores (.001 confidence level) than the control groups on the P-H, the 

California Test of Personality, and the Iowa Silent Reading Test. 

Baker (1975) examined the relation between selected third­

graders' self-concept and attitude toward reading, following a two-year 

instructional sequence either in (1) Lippincott1s Basic Reading Program 

of (2) a teacher-designed "opportunistic" reading program. Numbers 

were rather uneven, amounting to 455 in the regular program versus 64 

in the opportunistic program. A significant positive relationship was 

found between attitude toward reading and self-concept for all partici­

pants, with the two groups not significantly different from each other. 
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An analysis of variance of IRA (Inventory of Reading Attitude) and P-H 

scores by race, sex, SES~ and reading program showed no significant 

main effect due to the reading programs. There was, however, a sig­

nificant interaction between race and socia-economic status, regardless 

of reading program. Cluster 1 (Behavior) of the P-H also showed this 

interaction, with high SES whites more accepting of the traditional 

norms of school behavior. In the Cluster 4 (Anxiety) analysis, there 

was some tendency over-all, for higher SES children to be less anxious 

about matters concerning schooling. 

Smith and others (1977) reported test-retest item instability 

indices for low, middle, and high scorers on the P-H self-concept scale 

were calculated in order to test WYlie's (1974) hypothesis that low 

scores are invalid because of unreliability of responding. Academic 

underachievers served as subjects, and the results failed to support 

Wylie's prediction. Children with high self-concept scores exhibited 

significantly less item instability than did children with either 

middle or low self-concept scores, while the latter groups did not 

differ on the item stability variable. Wylie's (1974) concern that 

low P-H self-concept scores are invalid because of unreliable or chance 

responding received little support in this investigation, and the 

writers believe that Wylie's concern is unfounded. 

Gabel, Harris and others (1977) were involved in a study that 

had to do with parental involvement in schools and the potential for 

increased dividends if communication between parent and school is 

increased. This investigation explores benefits claimed for 
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parent-teacher communication, with specific focus on a special educa­

tion setting. The hypotheses that change in readinq and mathematics 

achievement and child self-concept will relate to informal parent­

teacher communication are examined in a population of learning-disabled 

elementary school children. The P-H children's self-concept scale was 

used to assess children~ self-concept. Also, the Metropolitan Achieve­

ment Test (MAT) was administered. Difference of scores (posttest­

pretest) were calculated for P-H and MAT Reading, word knowledge, and 

arithmetic scores to indicate change in these variables. The results 

do not support the belief that changes in academic achievement and 

self-concept among learning disabled children would be related to in­

formal parent-teacher communication. 

Chang (1976) conducted a study with 197 pupils from fourth-, 

f1fth-, and sixth-grades were studied to determine the relationship 

between children's self-concept, academic achievement, and teacher's 

rating of children's self-concept. The differences between grade 

levels, sex, and ethnic group membership were tested by analysis of 

variance. Significant ethnic group differences were found in self­

concept, academic achievement, and teacher's rating of self-concept. 

The P-H test was used to determine self-concept. 

Malcolm (1975) studied the effect of an 18-week science curri­

culum improvement program on the self-concept and attitude toward sci­

ence. Subjects were children in grades 3-6. Total mean self-concept 
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gain scores failed to show significant differences, but the experi­

mental group was significantly higher on the cluster scores of Intel­

lectual and School Status, and Physical Appearance and Attributes. 

Effects of the program on attitudes toward science were less con­

sistent. 

Rath (1975) instituted two methods of training for mothers, be­

havior modification and child advocacy, and assessed the effect on 

fourth- and fifth-grade children with low self-concepts, and the effect 

on parental attitudes. One control group consisted of volunteer 

parents who received no training and the other consisted of non­

volunteer parents who received no training. The preliminary analysis 

of self-concept scores showed the change scores of children in the 

training groups to be significantly higher than those in the control 

groups, but further analysis showed this difference to be due to the 

volunteer effect rather than the training effect. Beyond the volun­

teer effect, only the behavior modification group was shown to be 

significantly effective in increasing children's self-concept scores. 

Neither type of training significantly affected parent attitudes. 

Summary 

The P-H scale is quickly and easily administered to groups. 

The scale was developed primarily for research and has been used in 

such studies as career development, reading programs, potential school 

dropouts, open space, and tutoring to name only a few. Wylie (1974) 

reviewed several instruments for children and considered the P-H 
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to be the most promising research tool available, for reasons which 

she detailed. For the above reasons, the P-H scale was used in this 

study. 
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Chapter III 

METHODOLOGY 

A ten-week systematic behavior modification program for class­

room teachers was held in Pulaski County, Virginia. Forty teachers in 

the County System registered for a 3-credit hour graduate level class 

entitled "Theoretical Foundations and Practical Implementation of Self­

Concept. II This class was placed on a county-wide listing, distributed 

throughout the county, of possible extension courses offered in the 

county (See Appendix C). This class was designed and instructed by 

Jerry Dale Jones, who was assisted by Dr. Robert Todd, Chairman of 

the Corrmittee. 

This course was a systematic human relations development pro­

gram based on the Robert Carkhuff model. It focused on teachers' 

verbal interaction with students; also clues for spotting students with 

low self-concepts, along with techniques and skills that may be em­

ployed to improve self-concept development 'were included in the 

format. Audio-visual aids were utilized to help communicate these 

ideas. See Append; x r. for detai 1 s of weekly meet; ngs. 

Part I 

Teachers--experimental group. Ten teachers who were members of 

the training class were chosen at random from the 40 teachers enrolled 

in the class. These ten teachers were pretested,using the Flanders 

40 
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interaction analysis, and given feedback on the analysis based on the 

10 categories used in the Scale. Methodology called for posttesting at 

the end of a 20-week time schedule. 

Teachers--Control Group. Ten teachers not taking the class were 

chosen as the control group. These teachers were selected from teachers 

in the Pulaski city school area. Teachers were posttested using 

F.I.A.S. at the end of a 20-week time schedule. 

Part II 

Self-Concept (student change). The second part of this study 

sought to determine student self-concept change. Ten students (5 boys, 

5 girls) in a stratified random sample were chosen from each teacher 

(control and experimenta1--approximately 200 students) and were ad­

ministered the Piers-Harris Children's Self-Concept Scale-- IIThe Way 

I Feel About Myself" (pretest). The methodology called for post­

testing at the end of a 20-week time schedule. 

The Sample 

Part I 

Teachers--Experimental group_ (See Figures 6 and 7 in Appen­

dix (D), which summarize specific characteristics of the Experimental 

and Control teachers.) Ten teachers who were members of the human 

relations training class were chosen at random. These teachers, from 

a class of 40, were actively involved in the development program (10-

week). The ten teachers chosen at random, with the exception of one 
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outlying school) were all from the Pulaski city area. The teachers were 

observed by a rater using the Flanders Interaction Analysis (pretest). 

This observation was done in class with the aid of a tape-recorder by the 

investigator. The time of observation with tape was 30 minutes, along 

with in-class observation of 30 minutes per teacher. A second rater was 

used to determine rater reliability. The second rater was given four 

tapes at random. The rater did not know if the tapes were control or 

experimental and was in no way involved with the study. 80th raters 

were self-taught using the Interaction Analysis Training Tape Manual 

Kit, by Amidon and Amidon, and The Role of the Teacher in the Classroom: 

A Manual for Understanding and Improvin[ Teacher Classroom Behavior, 

by Amidon and Flanders. 80th raters had used the Flanders Analysis 

prior to this study. 

Teachers--Control group. Ten teachers were chosen who were not 

involved in any way with the development program. The ten teachers were 

chosen from a pool of teachers in the Pulaski city schools, with the ex­

clusion of teachers who team taught with teachers in the experimental 

group. The City schools were selected for two basic reasons: (1) 

teachers were teaching students from a similar locality as experimental, 

and (2) the county is so large it would have involved unrealistic time 

demands to use schools away from the main population. The procedure 

using the Flanders Interaction Analysis was identical to that used in 

the experimental group. 
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Part II 

Students--Experimental group. The experimental group of students 

consisted of 50 boys and 50 girls (total 100); 5 boys and 5 girls were 

chosen at random from classrooms that had teachers who were participating 

in the Systematic Human Relations Development Course. The P-H scale 

was administered to each student. Pre- and posttests were utilized. 

Students--Control group. The student control group consisted 

of 50 boys and 50 girls (total 100); 5 boys and 5 girls (stratified ran­

dom sample) were chosen from classrooms that have teachers not partici­

pating in the Systematic Human Relations Development Course. The P-H 

Scale was administered to each student. Pre- and posttests were utilized. 

Tests and Observations 

There was a 20-week interval between pre- and posttesting. 

Pretest. All pretests and observations were administered the 

week of October 16,1977, the first week of the presentation of the 

experiment prior to any content presentation. 

Posttest. All posttests and observations were administered the 

week of March 20, 1978, twenty weeks after the initiation of the experi­

ment. 

Procedures before Treatment 

Hamachek (1971) states that there are 5 interrelated generali­

zations from which research is tellinq us about how effective teachers 

differ from less effective teachers when it comes to perceptions of 
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others. Effective teachers can be characterized in the following way: 

1. They seem to have a generally more positive view of 

others--students, colleagues, and administrators. 

2. They are not prone to view others as critically, attacking 

people with ulterior motives, but rather see them as potentially 

friendly and worthy in their own right. 

3. They have a more favorable view of democratic classroom 

procedures. 

4. They have the ability and capacity to see things as they 

seem to others; i.e., the ability to see things from the other person's 

point of view. 

5. They do not see students as persons "you do things toll 

but rather as individuals capable of doing for themselves once they 

feel trusted, respected, and valued. 

The Systematic Human Relations Development Course was 

instituted in a teacher-class format. McDonald (1973) indicated that 

the application of behavior modification techniques to teacher training 

was made possible through the development of video tape and micro­

teaching. This design was utilized by Brown (1972) with teachers to 

change their classroom behaviors. The advantage of this procedure 

appears to be teacher acceptance of the change program when presented 

in a familiar training mode. 

Goals of the Behavior Modification Program 

Goals for the program were individually determined with 

each teacher. The teacher and observer-consultant agreed on a 
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reasonable increase in the positive responses to be emitted after the 

baseline assessment and an individual conference was held concerning the 

results. Such an agreement eliminates ethical dilemmas and promotes 

involvement. This increase depends on the teacher's present performance. 

Sulzer (1972) warned that an unrealistic goal dooms a program to failure 

so a reasonable goal might be to increase positive responses from zero 

to three per hour. 

The criteria by which the final goal attainment was judged 

included the conditions and restrictions for performance. The teacher 

selected one academic class; i.e., reading, math, social studies, sci­

ence, in which to double the positive responses by the end of six weeks 

of class. However, a series of weekly goals provided more flexibility 

and permitted the final goal to be adjusted accordingly. The program 

had weekly goals mutually set by the teacher and observer-consultant and 

a final goal which was adjusted in some cases. A goal expansion into 

another academic class is preferred to increasing responses continually 

in one class. This provided a broader base for positive influence on the 

self-concept of students. 

Teachers responded in a positive manner to students some of the 

time; therefore, the procedures chosen to reach the goal were those to 

increase the desired behavior. Several factors are involved in the se­

lection of these procedures. One is whether positive or negative rein­

forcement will be applied since both can increase a behavior. The thrust 

of the program was positive reinforcement by the teacher to the student 

so, to be consistent. the training program utilized the positive approach. 
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To do otherwise would have implied a double standard and some doubt as 

to the efficacy of the method espoused. 

Temporal characteristics of the procedure are factors affecting 

rate and duration of the change. Sulzer (1972) presented a table of 

the characteristics of procedures for increasing behaviors which indi­

cates that positive reinforcement procedures gradually produce long­

lasting results. Modeling procedures can be combined with positive 

reinforcements to facilitate change and thus reduce the time required. 

Bandura (1969, p. 624) said that the change will persist "if 

the persons establish self-reinforcement systems and receive the social 

support available from those who share similar behavior norms. II 

Establishing self-reinforcement occurs as the person gradually assumes 

the role of the mediator or change agent which permits the person to 

control his own behavior. In the course the teacher gradually conducted 

an independent observation system analysis of audio tape for selective 

personal reinforcement. Social support was available from the other 

teachers in the school who are also participating in the change program. 

These teachers could be mutually supportive long after the observer­

consultants conclude the program. 

Modeling Procedures 

Modeling procedures have been used extensively in changing 

behavior, particularly interpersonal behavior. Much social learning is 

acquired through modeling cues, either observational clues, as direct 

observation or pictures, or through verbal clues. Modeling via video 

tape has been utilized in several studies. Bandura (1969) showed how 
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children reacted to the modeling of aggressive behavior. Student teacher 

behaviors in the classroom were altered by use of video tape modeling 

in a study conducted by Lange (1971). Another study by Brown (1972) 

used video tape modeling of teachers' classroom behaviors to influence 

other teachers in the same school to change their classroom behavior. 

Verbal clues are used extensively to guide behavior. Bandura 

(1969, p. 146) stated, tiThe use of verba 1 fonns of model i ng makes it 

possible to transmit an almost infinite variety of values and response 

patterns that it would be exceedingly difficult and time consuming to 

portray behaviorally.1I Positive responses to students should then be 

facilitated by verbal modeling procedures. These procedures specify 

the verbal behaviors to be exhibited. Awareness of what is expected 

is necessary, but for increased perfonnance some practice in using 

these behaviors is essential. Early in the program, communication 

exercises provided the practice. 

Models who are effective have certain characteristics such as 

high competence, or those who possess status-conferring symbols. 

Age, sex, social power, and ethnic status of the model also influence 

their effectiveness. Bandura (1969) indicated that utilizing the 

change agent to model the desired behavior produced good results. The 

observer-consultant in the program used the positive response pat­

terns in his interaction with the teachers as he worked with them to 

increase their positive responses to students. As his active par­

ticipation was phased out, the teachers shared their success in 
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the classroom via audio tapes and become models for each other. This 

assisted the maintenance of the acquired behaviors after the change 

agents had gone. According to Bandura (1969, p. 161), lithe combined 

use of modeling and reinforcement procedures is probably the most ef­

ficacious method of transmitting, eliciting, and maintaining social 

response patterns. II 

Reinforcement Procedures of Program 

A reinforcement procedure must be contingent on the desired 

behavior; and a reliable procedure for eliciting the behavior must be 

used. Effective reinforcers for teachers in behavior modification 

programs were specified by Sulzer (1972) as: salaries; raises; pro­

motions; evaluations by supervisors; satisfaction of doing an effective 

job; approval from students. peers, supervisors, parents, and the com­

munity; special assignments; and being consulted as an expert. One 

study by Baker (1971) asked the teachers to identify some potential 

reinforcers by rating some contingencies that could be arranged in the 

school. The teachers were to use behavioral objectives in their teach­

ing. The teachers preferred (1) reduction in class size, (2) addi­

tional money, (3) clerical assistance, and (4) released time. The study 

did say that there had been little research into the use of behavior 

modification with teachers as the persons to experience the behavior 

change. McDonald (1973) concurred and pointed out that true contingency 

management was more rarely utilized with teachers. Other studies 

(Brown, 1972; Lange, 1971) which utilized modeling procedures indicated 

that peer and supervisor approval were reinforcers. The reinforcer 
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must be one that is readily available and within the power of the 

mediator to apply. Social reinforcement appears to be the most appli­

cable to the Program; however, the teachers received three 

hours of graduate credit after completion of the program. 

Timing of the reinforcement is very important. At first, the 

best results come from use of immediate reinforcement delivered by 

smiles, nods, verbal approval, tally marks, results plotted on a graph 

or other forms of feedback. (Tally marks on the F.r.A.S. were 

used for this program.) An immediate increase of emitted posi-

tive statements by teachers would provide the self-confidence and moti­

vation to continue in the program beyond the starting point. One 

researcher (Silverman, 1972) wired student teachers for sound, and they 

heard an immediate reinforcing comment from the observer when they per­

fornred in a certain manner. Their performance rate doubled when receiv­

ing immediate feedback. Sulzer (1972) reported two additional cases. 

One case had the observer seated in the back of the room and he would 

smile and nod to reinforce the teacher. Another used a secretary's 

notebook which had large numbers on each page in sequence and the pages 

were flipped each time the teacher performed the desired behavior. The 

teacher could easily see how many responses he had made at any given 

point. These methods require an observer to be present, but at least 

one of these could be used with a limited number of teache~in the pro­

gram who are experiencing much difficulty or anxiety with positive re­

sponses to students. Lack of personnel available on a continual basis 

during the program restricted the use of such procedures. During the 
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first week a daily individual feedback session from that day's hour tape 

of class was planned. This is not as immediate as the previously cited 

methods, but it allows one person to consult with three teachers for 

twenty minutes without restricting the consultant to that program en­

tirely. 

Since intermittent reinforcement schedules maintain es­

tablished behaviors more effectively than continuous reinforce-

ment, a change in reinforcement is desirable (Bandura, p. 27). A 

gradual reduction in the number of times a correct response receives 

reinforcement slowly shifts the continuous reinforcement into the 

fixed interval schedule. These reinforcements depend on a specific 

length of time between reinforcement. Another shift to the variable 

interval makes the desired behavior less subject to extinction. In 

the program the first week had reinforcement each day by the observer­

consultant on a fixed interval schedule unless the person had great 

anxiety or showed no increase in positive responses the first two days. 

In those cases, continuous reinforcement was used. The second week 

the daily interval was thinned to three times a week and the next 

week reduced to three times a week on the variable interval schedule. 

This was reduced to twice a week for the remainder of the program. 

Hypothetically, as the reinforcement from the observer-consultant de­

creases, peer approval will increase as teachers are asked to share 

their successes with each other through listening to desirable responses 

they made on their tapes. Bandura (1969) indicated that specifically 
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arranged consequences are discontinued when behavior ;s brought under 

the influence of favorable contingencies in the social environment. 

Not only peer approval, but an improved classroom atmosphere with better 

communication should result, and become a favorable contingency. 

A three-hour meeting held each week with all the teachers in 

the experimental group involved facilitated awareness of pertinent skills 

and knowledge. Communication skills, the teacher's role in student 

self-concept development, and peer influences were discussed. Practice 

in utilizing communication skills comprised half of each meeting. In 

addition, these group meetings provided support and encouragement for 

the teachers. The optimum meeting time was early in the school week. 

The advantage appeared to be that the teacher is fresh and can be in­

spired to increase their efforts in the coming week. 

A favorable climate for the introduction of the program was 

instituted by the school principals. Their enthusiasm and support was 

essential. Other factors which influenced program acceptance are 

time and place. Many teachers preferred courses in their building 

with their co-workers. The program incorporated these ideas and the 

effectiveness of the program was evaluated on the basis of individual 

improvement. Schedule for the program follows: 

Weekly Meetings 

Appendix (C) gives details on the weekly meetings. The follow­

ing overview indicates the primary focus of content for the ten-week 

training sessions for teachers in the experimental group. 
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Overview 

First week. A meeting was held for orientation of the teachers 

to the activities of the program. The observation chart was within the 

classroom. The teachers signed up for the observation for one hour. 

The baseline was taken this week on 3D-minute classroom tape with the 

observation instrument. 

Individual consultation with the teacher was held that Friday 

concerning results and goal planning. A pretest determined the in­

coming level of communication. 

Second week. This meeting introduced communication skills. 

Their importance in influencing the self-perception, especially adult­

to-child communication, was stressed and specific responses were prac­

ticed. Exercises in listening skills were incorporated. 

Each teacher received feedback from the consultant on positive 

responses from an analysis of that day's tape. Anyone who wanted to 

volunteer to share their tape at the next meeting signed up. 

Third week. Communication skills continued at this meeting. 

Exercises in communication utilizing common situations were followed 

by an observation analysis of a taped session from another school. The 

group discussed these exercises. 

The teachers consulted on Thursday of this week concerning their 

tapes, and area of empathic responding was incorporated. 

Fourth week. This meeting was concerned with the teacher's 

role in self-concept development. The last half of the meeting was 
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given to a volunteer who provided his tape to listen to the positive 

responses made to students. Special attention was given to teacher 

responses and the dimension of respect was discussed. 

Teachers worked with the consultant this week on a variable 

interval schedule. 

Fifth week. Peer influence on self-perception was the topic 

for this meeting. The interactions of peers and the group interaction 

as an influence on self-concept development was the primary focus. 

Teachers presented tapes and special attention was given to the peer 

interaction recorded. The dimension of warmth was discussed. 

Teachers worked with the consultant this week on a variable in­

terval schedule. 

Sixth week. Teachers wrote and evaluated their individual 

progress. They compared their observation charts from the first and 

last week. Concreteness and genuineness areas of interpersonal rela­

tionships were discussed. 

Weeks 7 through 9. Consultant and teachers worked together on 

individual concerns and techniques. 

Week 10. Consultant worked with entire class discussing the 

course and summarizing the overall course content. A diagnostic in­

strument was administered (see Appendix (C). 

At the end of the 20-week period, a questionnaire was given the 

experimental and control group teachers. See Appendix (D) 
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Quest;onnaire--was given each teacher in the experimental group 

to determine motivation for taking class (see Appendix (E). 

Questionnaire--was given each teacher in the control group to 

determine motivation for not taking course and also to look at amount of 

contact, if any, that occurred with the experimental group. 

Summary 

Behavior modification was utilized to change student behavior 

in many cases and, recently, studies to demonstrate that teachers' be­

havior can be changed in this manner also. In the literature, modeling 

procedures were seen as the preferred method of change used in combina­

tion with reinforcement procedures. The program utilized this approach 

and incorporated it into a familiar course format to facilitate accep­

tance and implementation. 

The following segment is an example of the kind of statements 

to which the trainee was asked to respond early in the training. Fol­

lowing the statement are four responses which illustrate the four 

levels of responding according to the global scale. Trainees were 

told that there is no rapport or relationship between the student and 

the teacher in this situation. 

Helpee Situation (student to teacher)--Paraphrased from Gazda 

(1977) : 

"You have it in for me. You always make a fool of me in 
front of the whole class. You ask me the hardest questions every 
time just to pick on me. I don't think I have done anything to 
to deserve this.1I 
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Paraphrased from Gazda (1977) 

Responding Level 1.0. "youtre imagining things. You know I 
treat everyone a' i ke. II 

Discussion. This response is rated level 1.0 because it dis­
credits the helpee's perception. Whether it is true or not, 
the he1pee indicates that he is being grossly mistreated. 
The helpee may hear this response as saying to him, "What 
your eyes and ears are telling you is not true. I know more 
about what is happening to you than you do. 1I Contradicting 
the helpee's statement ;s the surest way to begin an argu­
ment, which sharply reduces the chances of developing a 
helping relationship. 

Paraphrased from Gazda (1977) 

Responding Level 2.0. "Maybe you're not studying enough.1I 

Discussion. This response is rated level 2.0 because it ;s 
premature.. A suggestion such as this is simply "hit or 
miss" at this early stage of the interaction. The helper 
is making a value judgment without the facts from the helpee 
to substantiate them. The helpee may think, "Here he goes 
again--doing the very thing I came in here to talk about! 
He's always on my back! II 

Paraphrased from Gazda (1977) 

Responding Level 3.0. uYou're upset with me because it seems 
to you that tim singling you out in class. 1I 

Discussion. This response is rated level 3.0 because it 
neither adds to nor subtracts from what the helpee said. 
It acknowledges the obvious surface feeling and conveys the 
content of the message. Remember that the goal at this 
stage in the helping relationship is not to solve the problem 
for the helpee but toccommunicate that you heard what he said 
and that you are attempting to understand how he feels. This 
leads to further self-exploration. 

Paraphrased from Gazda (1977) 

Responding Level 4.0. "You1re unhappy with what has been qoing 
on. You think rim die cause of the problem, but it sounds like 
you·re not completely sure." 

Helpee's reply to Level 4.0 response: "I don't know exactly 
why this is happening, but I do know that I need to do some­
thing about it. 
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Discussion. This response is rated level 4.0 because it con­
tains all the elements of a level 3.0 response and t in addition~ 
it communicates underlying feelings that have been perceived; 
in this case the idea that the helpee is not completely sure 
that the problem is entirely the teacher's fault. The additive 
portion of the response has been underlined. We must know the 
he1pee's response to confirm the accuracy of the additive por­
tion. 

In the training groups, emphasis was given to the level 3.0 

response initially since level 3.0 is defined as minimally helpful. 

Responses can also be rated between levels (i .e., 1.5,2.5, and 3.5) 

if a clear distinction cannot be made for 1.0,2.0,3.0, or 4.0). 

Flanders' System of Interaction Analysis 

Introduction 

The training program was primarily concerned with verbal inter­

action of teachers. The Flanders Interaction Analysis Scale has several 

characteristics which make it particularly appropriate for use in this 

study. 

1. Various measures in the Flanders Interaction Analysis system 

can be applied to the evaluation of a human relations training program. 

2. By definition of the categories in the Flanders' System, 

there will be predictable outcomes on the matrix for those teachers who 

have adapted any of the human relations training methods into their own 

way of interacting in the classroom. 

3. The Analysis is useful for looking at conditions and tools 

necessary for understanding and improving teacher behavior in the class-

room. 
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It is based on the assumption that a teacher can be helped to 

define more accurately his own concept of desirable or ideal teacher be­

havior and subsequently to modify their behavior in the direction of 

the ideal. The Flanders' system is concerned with verbal behavior only, 

primarily because it can be observed with higher reliability than can 

non-verbal behavior. (Non-verbal communication does take place in the 

classroom and this course dealt with aspects of it--see Appendix (C)-­

but its primary emphasis was on the verbal interaction with which Flan­

ders' Interaction Analysis is concerned.) 

To evaluate the impact of the teachers on their respective 

classes, the rater, in this study, used Flanders' system of interaction 

analysis (Amidon & Flanders, 1963). The rater observed each teacher for 

a period of 30 minutes with the aid of an audio-tape recorder. In the 

Flanders' system of interaction analysis, observation of all teacher 

statements are classified first as either indirect or direct. This clas­

sification gives central attention to the amount of freedom the teacher 

grants to the student. The Flanders' system also provides for the cate­

gorizing of student talk. A third major section is that of silence or 

confusion which accounts for that time spent in behavior other than that 

which can be classified as either teacher or student talk. All state­

ments that occur in the classroom are categorized in one of these three 

major sections. 

The larger sections of teacher and student verbal behavior are 

subdivided in order to make the total pattern of teacher-pupil inter­

action more meaningful. The two subdivisions for teacher verbal 
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behavior, indirect and direct teacher talk, are further divided into 

smaller categories. Indirect influence consists of four observation 

categories: (1) accepting feeling, (2) praising or encouraging, (3) 

accepting ideas, and (4) askinq questions. Direct influence is divided 

into three categories: (5) lecturing, (6) giving direction, and (7) 

criticizinq or justify;nq authority. Student talk is divided into two 

categories: (8) responding to teacher, and (9) initiating talk. Cate-

qory 10 is reserved for that time when there is silence or confusion 

in the classroom. All categories are mutually exclusive, yet totally 

inclusive of all verbal interaction occurring in the classroom. 

See Appendix (B). 

The definition of each of the categories has been paraphrased 

from the Flanders' Interaction Analysis Manual and is as follows: 

Category 1, Acceptance of Feeling 

The teacher accepts feelings when he says he understands how 
the children feel, that they have the right to have these 
feelings, and that he will not punish the children for their 
feelings. These kinds of statements often communicate to 
children both acceptance and clarification of the feeling. 
Also included in this category are statements that recall 
past feelings, refer to enjoyable or uncomfortable feelings 
that are present, or predict happy or sad events that will 
occur in the future. 

Category 2, Praise or Encouragement 

Included in this category are jokes that release tension, but 
not those that threaten students or are made at the expense 
of individual students. Often praise is a single word: 
"good," t'fine," or "right. 1I Sometimes the teacher simply says, 
"I like what you are doing .. fI 
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Category 3, Accepting Ideas 

This category is quite similar to Category 1; however. it 
includes only acceptance of student ideas, not acceptance 
of expressed emotion. When a student makes a suggestion, 
the teacher may paraphrase the student's statement, restate 
the idea more simply. or summarize what the student has said. 
The teacher may also say, "Well, that's an interesting point 
of vi ew. I see what you mean. II 

Category 4, Askino Questions 

This category includes only questions to which the teacher 
expects an answer from the pupils. A rhetorical question 
is not categorized as a question. 

Category 5, Lecture 

Lecture is the form of verbal interaction that is used to give 
information, facts, opinions, or ideas to children. The pre­
sentation of material may be used to introduce, review, or 
focus the attention of the class on an important topic. Usu­
ally information in the form of lecture is given in fairly 
extended time periods, but it may be interspersed with chil­
dren's comments, questions, and encouraging praise. Whenever 
the teacher is explaining, discussing, giving opinion, or 
giving facts or information, Category 5 is used. 

Category 6, Giving Directions 

ThlS category is determined by the degree of freedom that the 
student has in response to teacher direction. This category 
includes orders that are given by the teacher and are ex­
pected to be followed through by the student. 

Category 7! Cri ti ci zi ng or Jus ti fyi n9 Author; ty 

A statement of criticism is one that is designed to change stu­
dent behavior from nonacceptable to acceptable. The teacher 
is saying, in effect, III don't like what you are doing. Do 
something else." Another group of statements included in this 
category are those that might be called statements of defense 
or self-justification. If the teacher is explaining himself 
or his authority, defending himself against the student, or 
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justifying himself, the statement fits this category_ Other 
kinds of statements that fit this category are those of ex­
treme self-reference or those in which the teacher is con­
stantly asking the children to do somethinq as a special 
favor to the teacher. 

Category 8, Student Talk-Response 

This category ;s used when the teacher has initiated the con­
tact or has solicited student statements, when the student 
answers a question asked by the teacher, or when he responds 
verbally to a direction the teacher has given. Anything that 
the student says that is clearly in response to initiation by 
the teacher belongs in Category 8. 

Category 9, Student Talk-Initiation 

In general, if the student raises his hand to make a statement 
or to ask a question when he has not been prompted to do so by 
the teacher, category 9 is used. 

Category 10, Silence or Confusion 

This category includes anything not included in the other cate­
gories. Periods of confusion in communication, when it is 
difficult to determine who is talking, are classified in this 
category. 

A rating was made every three seconds by writing down the cate­

gory number of the observed interaction. These numbers were recorded in 

sequence in a column (see Appendix (B)). Marginal notes were sometimes 

used to explain what had been happening in the classroom. The raters 

spent 5 to 10 minutes getting oriented to the situation before categoriz­

ing the interaction. The rater remained in the back of the classroom 

for the entire period and did not interact with the supervising teacher 

or students in any way_ A short dialogue which has been rated is 

shown in Appendix (B). 



61 

The raw data were then paired in the following way: 

10 
Pair 1 

6 

6 
Pair 2 

Pai r 3 
6 

Pa~r 4 
1 

Pair 5 
1 

Pair 6 
4 

Pair 7 
8 

Pair 8 
8 

Pair 9 
10 

The pairs were entered into a 10 x 10 matrix (see Appendix B). The 

matrix made the data more manageable by allowing easier interpretation 

of the numbers. The matrix can be divided into seven areas that effec­

tively describe the kinds of classroom interaction that has taken place 

(see Figure 1). Area A indicates the teacher's use of students' ideas 

and acceptance of students' feelings. Area 8 shows the amount of em­

phasis upon direct authority--a large number of tallies here may repre­

sent a discipline problem or a rejection of the teacher's authority. 

Area C shows the amount of student talk that is stimulated by the teacher. 

Area 0 indicates sustained student interaction without interruption by 

the teacher. Area £ records the amount of indirect response by the 

teacher to statements by students. Area [ gives the amount of direct 

response by the teacher to statements by students. Area G shows the 

amount of emphasis on subject matter alone. In addition to investi­

gating the areas listed above, the percentages in each category were 

tabulated as well as the indirect to direct interaction (I/O) ratio. 
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Figure 1. Areas of Flanders' matrix. 
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The I/O ratio is obtained by totaling columns 1 to 4 of the matrix and 

dividing by the number of tallies in columns 5 to 7. A ratio of less 

than one classifies a teacher's teaching as direct. A 1.0 I/O ratio 

means that for every indirect response, the teacher made one direct 

response. 

Another item that was determined was the total percentage of 

teacher talk. This percentage was obtained by dividing the total num­

ber of tallies in columns 1 to 7 by the total number of tallies in the 

matrix. In addition, categories 3 (accepts ideas), 6 (gives directions), 

and 7 (criticizes) were investigated. According to Amidon and Flanders 

(1963), the differences between direct and indirect teachers should be 

apparent in these particular categories. 

Summary of Categories for Interaction Analysis 

This summary will be found in Appendix (8). 

Statistical Analysis of Data 

Flanders. Univariate analysis of covariance was used in examining 

the data. The .10 level of significance was used for,the purpose of 

accepting or rejecting the hypotheses under investigation. The univaria~ 

analysis of covariance was done considering the number of observations 

for the number of measures that were to be investigated. Figure 4 illus­

trates graphically the data analysis. According to Flanders, the differ­

ences between an Indirect and a Direct teacher should be found in these 

three categories (Fig.2). Figure 2 also shows the seven areas which at­

tempt to describe the kinds of classroom interaction that had taken place. 
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E C 

Pre- 3,6,7 3,6,7 

Post- 3,6,7 3,6,7 

(A) Differences between Direct and Indirect teacher 

E C 

Pre- A,B,C,D,E,F,G A,B,C,D,E,F,G 

Post- A,B,C,D,E,F,G A,B,C,D,E,F,G 

(B) ClassroOm interaction related to areas 

E c 

Pre-
I/O Ratio I/O Ratio 

% % 

I/O Ratio I/O Ratio 
% % Post-

(C) I/O ratios 

Figure 2J Graphic illustration of data analysis. 
(Flanders Interaction Analysis) 
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The percentage in each category shown in Figure 2 were tabu­

lated as well as the indirect to direct interaction I/O ratio. The 

I/O ratio is obtained by totaling columns 1 through 4 of the matrix 

and dividing the number of tallies in columns 5 through 7. The total 

percentage (%) of teacher talk is found by dividing the total number 

of tallies in columns 1 through 7 by the total number of tallies in 

the matrix. 

Piers-Harris Scale. A Multivariate Analysis of covariance was 

used to analyze the data (Figure 3). 

Six subscales are identified: 

Factor I Behavior 

Factor II Intellectual and School Status 

Factor III Physical appearance and attributes (related also 
to status and popularity) 

Factor IV Anxiety 

Factor V Popularity 

Factor VI Happiness and Satisfaction 
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E c 

Pre- 1,2,3,4,5,6 

Post- 1,2,3,4,5,6 1,2,3,4,5,6 

Figure 3. Graphic illustration of data analysis. 
(Piers-Harris) 



Chapter IV 

ANALYSIS OF THE DATA AND DISCUSSION OF RESULTS 

Introduction 

Part I of this study investigated the effects of a systematic 

behavior modification program on the verbal interaction of classroom 

teachers, as measured by the Flanders Interaction Analysis System. 

Five public elementary schools in Southwest Virginia were used in this 

study. 

Twenty teachers: ten experimental, ten control--were involved 

in the study. Pre- and Post-observation was utilized consisting of a 

20-week interval. 

The investigation centered around a lO-week graduate level 

course (3 credit hours) titled "Theoretical Foundation and Practical 

Implementation of Self-Concept." This class was designed and instructed 

by Jerry Dale Jones, who was assisted by Dr. Robert Todd, Chairman of 

the Committee. This class was primarily concerned with acquisition of 

skills that teachers could implement into the classroom for enhancing 

student self-concept (based on the Carkhuff Model, Appendix C). 

Statistical Analysis of Data. A univariate analysis of covari­

ance was used in examining the data for the purpose of accepting or 

rejecting the hypotheses under investigation. Univariate analysis, 

rather than the multivariate analysi~was considered more appropriate 

due to the number of observations and the number of measures that were 

67 
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investigated. The .10 level of significance was used for the purpose 

of accepting or rejecting the hypotheses under investigation. 

Results of Data (Part I) 

Null Hypothesis 1: 

There is no statistically significant difference between 
the experimental and control groups on Flanders' Category 3 
(accepts or uses ideas of students). 

The difference in acceptance and use of student ideas was tested 

using univariate analysis of covariance. The data indicated that a sig­

nificant difference exists. (F = 23.24; p <'.OOl, see Table,1.) 

Thus, the null hypothesis was rejected. 

Null Hypothesis 2: 

There is no statistically significant difference between 
the experimental and control groups on Flanders' Category 6 
(gives directions). 

The difference in acceptance and use of giving directions was 

tested using univariate analysis of covariance. The data indicated that 

no significant difference exists. (F = 1.62. P = .221, see Table 1.) 

Thus, the null hypothesis was not rejected. 

Null Hypothesis 3: 

There is no statistically significant difference between 
the experimental and control groups on Flanders' Category 7 
(Criticizes or justifies authority). 

The difference in acceptance and use of criticism and justifying 

authority was tested using univariate analysis of covariance. The data 

indicated that no significant difference exists. (F = 2.41; P = .139, 

see Table 1.) Thus, the null hypothesis was not rejected. 
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Null Hypothesis 4: 

There is no statistically significant difference between 
the experimental and control groups on Area A of the 
Flanders' matrix on teachers use of student's ideas and 
acceptance of student feelings. 

The difference in acceptance and use of student ideas and 

feelings was tested using univariate analysis of covariance. The data 

indicated that a significant difference exists. (F = 18.26, P = .001, 

see Table 1.) Thus, the null hypothesis was rejected. 

Null Hypothesis 5: 

There is no statistically significant difference between 
the experimental and control groups on Area ~ of the 
Flanders' matrix on emphasis placed upon direct authority. 

The difference in acceptance and use of the amount of emphasis 

placed upon direct authority was tested using univariate analysis of co­

variance. The data indicated that a significant difference exists. 

(F = 3.22, p = .090, see Table l.) Thus the null hypotheses was re­

jected. 

Null Hypothesis 6: 

There is no statistically significant difference between 
the experimental and control groups on Area C of the 
Flanders' matrix on amount of student talk. -

The difference in acceptance and use of the amount of student 

talk was tested using univariate analysis of covariance. The data indi­

cated that a significant difference exists. (F = 4.02, p = .061, see 

Table 1.) Thus, the null hypothesis was rejected. 
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Null Hypothesis 7: 

There is no statistically significant difference between 
the experimental and control groups on Area D of the 
Flanders' matrix on amount of sustained student interaction 
without interruption by the teacher. 

The difference in acceptance and use of the amount of sustained 

student interaction without interruption by the teacher was tested 

using univariate analysis of covariance. The data indicated that no 

significant difference exists. (F = .34. P = .568. see Table 1 .) 

Thus, the null hypothesis was not rejected. 

Null Hypothesis ~: 

There is no statistically significant difference between 
the experimental and control groups on Area E of the 
Flanders I matrix on amount of indirect responses by the 
teacher to statements by the students. 

The difference in acceptance and use of the amount of indirect 

responses by the teacher to statements by the students was tested 

using univariate analysis of covariance. The data indicated that a 

significant difference exists. (F = 5.01. P = .039. see Table 1.) 

Thus. the null hypothesis was rejected. 

Null Hypothesis 9: 

There is no statistically significant difference between 
the experimental and control groups on Area F of the 
Flanders' matrix on amount of direct response by the 
teacher to statements by the students. 

The difference in acceptance and use of the amount of direct 

responses by the teacher to statements by the students was tested using 

univariate analysis of covariance. The data indicated that no 
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significant difference exists. (F = 1.05, p = .320, see Table 1.) 

Thus, the null hypothesis was not rejected. 

Null Hypothesis 10: 

There is no statistically significant difference between 
the experimental and control groups on Area G of the 
Flanders' matrix on amount of emphasis placed on subject 
matter alone. 

The difference in acceptance and use of the amount of emphasis 

placed on subject matter alone was tested using univariate analysis of co­

variance. The data indicated that a significant difference exists. 

(F = 3.76, P = .069, see Table 1.) Thus, the null hypothesis was re­

jected. 

Null Hypothesis 11: 

There is no statistically significant difference between 
the experimental and control groups on the I/O ratio. 

The difference in acceptance and use of the I/O ratio was 

tested using univariate analysis of covariance. The data indicated 

that a significant difference exists. (F = 7.41. p = .014, see 

Table 1.) Thus, the null hypothesis was rejected. 

Null Hypothesis 12: 

There is no statistically signficant difference between 
the experimental and control groups on the total percen­
tage of teacher talk. 

The difference in acceptance and use of the total percentage 

of teacher talk was tested using univariate analysis of covariance. The 

data indicated there is no statistically significant difference. (F=l.22, 

P = .286, see Table 1.) Thus, the null hypothesis was not rejected. 



TABLE (1) 

ANALYSIS OF DATA ON EXPERIMENTAL AND CONTROL TEACHERS RELATED TO 

THE FLANDERS INTERACTION ANALYSIS SCAlE 

Experimenta 1 Control 

Pretest Posttest Posttest Diff. Adj. p 
P. T. 

x SD x SD x SD x SD 

Categories 

14.01 4.39 20.65 3.41 6.64 20.63 11.33 3.38 11.63 4.16 .30 11.65 23.24 .000* 

6 14.03 9.31 7.37 5.51 -6.66 7.37 14.05 5.25 10.53 5.47 -3.52 10.53 1.62 .221 

2.45 5.06 .61 .95 -1.84 .53 1.21 1.24 1. 31 1.52 .10 1. 39 2.41 .139 

Areas 

A 2.50 1.56 7.39 3.80 4.89 7.43 2.63 2.26 2.01 1.77 - .62 1.97 18.26 .001* 

B 6.80 4.78 3.36 2.58 -3.44 3.29 4.91 2.88 5.65 3.13 .75 5.73 3.22 .090* ...... 
N 

C 21.78 5.02 27.17 2.73 5.39 26.98 24.68 5.57 24.38 3.48 .30 24.28 4.02 .061* 

0 8.91 4.27 6.74 6.0i -2.17 6.65 7.75 4.45 7.91 3.56 .16 7.99 .34 .568 

19.76 5.40 23.93 2.30 4.17 23.98 18.12 5.30 20.92 3.57 2.79 20.89 5.01 .039* 

F 3.73 1.86 1.78 2.04 -1.95 1.87 5.05 2.50 3.02 2.57 -2.04 2.93 1.05 .320 

G 47.86 53.28 51.65 7.77 3.80 51.81 53.28 9.62 58.18 5.49 '4.89 58.01 3.76 .069* 

Ind1rec~' 
Direct atio .62 .12 .80 .11 .18 .80 .64 .08 .66 .12 .03 .66 7.41 .014* 

Teacher TaJ!. 61.54 7.04 64.15 6.32 2.61 64.02 60.11 6.74 61.15 4.55 1.04 61.28 1.22 .286 

*.10 Level of significance. 
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DISCUSSION OF RESULTS 

The purpose of this study was to determine if there would be a 

difference in the interaction pattern in the classroom between those 

teachers who had a human relations training course and those who did not. 

If there were a difference and the instrument were sensitive enough to 

reflect the differences, a significant directional difference should re­

sult. As the results indicated, seven of the null hypotheses were re­

jected. These were Category 3--the difference in acceptance and use of 

student ideas; Area A--the difference of student feelings; Area B--the 

difference between the amount of emphasis that was placed upon direct au­

thority; Area C--the difference between the amount of student talk; Area 

[--the difference between the amount of direct response by the teacher to 

statement by the students; Area G--the difference between the amount of 

emphasis placed on subject matter alone; and the Indirect/direct ratio. 

Category 3 was significant (p< .10) in the direction of aiding the 

student in thinking through what he has said or done. There was a greater 

increase in acceptance and use of ideas of students by teachers in the 

experimental group. This finding most directly reflects the use of em­

pathy dimension of the human relations training model (see Appendix C). 

Area A was significant (p < .10) in the direction of emphasis 

by experimental teachers to indirect influence in the classroom inter­

action. This emphasis is on accepting and enlarging pupil feelings, to 

praising pupil behavior, to using pupil ideas and to extending and 

amplifying pupil statements. The implication here is that the 
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experimental group of teachers created an atmosphere in the classroom 

that was one of accepting and enlarging upon pupil feelings. 

Area ~ was significant (p < .10) in the direction of less 

direct influence used by the experimental teachers. In general, a 

heavy tabulation in this area suggests a focus on the teacher's use of 

authority. This finding is in line with the human relations theory. 

Area I was significant (p < .10) in the direction of more 

student talk stimulated by the teachers in the experimental group. 

The fact that students of the experimental group teachers were able 

to interact verbally more than the students of the control group 

teachers is in line with the human relations training theory. If one 

person feels comfortable with another person, the verbalization will 

be increased. The implication here is that the experimental group of 

teachers created an atmosphere in the classroom that was more accept­

ing; thus creating more student verbal interaction. 

Area E was significant (p < .10) in the direction of more in­

direct responses by the experimental teachers to statements by students. 

This implies the experimental teachers used more positive reinforcement 

with their students which is in line with the human relations training 

program. 

Area & was significant (p < .10) in the direction of emphasis 

placed by the experimental teachers upon subject matter alone. Both 

groups seemed to use more time in the content area between pre- and 

post-observations, with the control group using the most. This could 
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imply that the experimental teachers were using more of the time in 

student/teacher interaction. 

The I/O ratio was significant (p < .10) in the direction that 

the experimental teachers spent using indirect responses, within their 

classroom situation. This implies that the experimental teachers gave 

more freedom for their students to respond than the control teachers. 

This. again, is in line with the human relation theory. There was 

significantly more acceptance of feelings and praise and encouragement 

in the experimental group. This finding is very encouraging and is 

reflected in the I/O ratio as being in line with an indirect teacher. 

The ideas of being indirect in communication is in line with the human 

relations course offered to the experimental teachers. 

Introduction--Part II 

The Piers Harris {P-H} Scale. How I Feel About MYself. was used 

to measure the self-concept of the teachers' students. Ten students who 

were chosen by a stratified random sample (five boys, five girls) from each 

class of experimental and control, were administered the scale. Two 

hundred students were pretested; out of this number twelve students 

moved from the county leaving a total of 188 students to posttest. 

This is the number that was dealt with in the analyses. 

The P-H scale has six subscales: I. Behavior; II, Intellec­

tual and School Status; III, Physical appearance; IV, Anxiety; V, 

Popularity; VI, Happiness and Satisfaction. The scale ;s made up of 80 

items, and the higher the score the higher is considered the self­

concept of the student. Pre- and posttesting was utilized consisting 

of a 20-week interval between testing. 
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Testing procedures for the P-H scale 

The investigator talked to the students about the importance of 

finding out how students really felt about themselves, before distribu­

ting the test booklets. The students were encouraged to answer the 

items as they really felt they were, not as they thought they should 

be. It was also stressed that the scale was not a test, i.e., there 

were no right or wrong answers and the results would not affect their 

school grades. Kindergarten and first grade tests were given individ­

ually as recommended in the Manual. 

The P-H scale was administered to both control and experimental 

groups the 1st week prior to any course content. The instructions were 

read aloud by the investigator. It was stressed that the student indi­

cate their responses by putting a circle around either yes or no for 

all the 80 items. There should have been no omissions and no double 

circles, even if some items were difficult to decide. Each item was 

read twice to the two groups. Each student in all the groups appeared 

to understand each itemffid completed the scale with no difficulty. All 

groups completed the scale within 20-25 minutes. The Kindergarten and 

First Graders were done individually and required more time. High 

scores indicated a positive self-concept, whereas low scores indicated 

a negative self-concept. The pre- and posttests were sent to the 

Counselor Recordings and Tests, Box 6184, Acklen Station, Nashville. 

Tennessee to be scored. The investigator received the computer print­

out on each student within two weeks. 
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Data Analysis 

The first step in the data analysis was to sum the item scores 

on the six subscales of the P-H scale. The mean scores for each group 

on each of these subscales were calculated separately. 

Multivariate analysis of covariance (MANCOVA) were then per­

formed on the mean scores to determine the differences between the two 

groups on the linear combination of the adjusted posttest scores on sub­

scales I, II, III, IV, V, and VI. In this analysis, the posttest on 

the subsca1es were adjusted for the representative pretest scores. The 

multivariate analysis of covariance combined the variables in such a 

way that it maximally separates the two groups of students (experimental 

and control). 

The multivariate analysis of covariance yielded a value for the 

Q statistic (Wilks· lambda) which was then converted to an approximate 

[statistic. If a significant I value was observed in the multivariate 

test, the univariate analysis of covariance for each of the subscales, 

as suggested by Hummel and Sligo (1971), wo~ld be inspected to determine 

which of the subscales were contributing to the significance on the 

linear combination of the subscale scores. If a univariate F ratio is 

significant, then the conclusion ;s that this variable is a significant 

contributor to the difference between the two groups. 

Results of Data (Part II) 

The results of the (MANCOVA) indicated that there was a statis­

tically significant difference between the linear combinations of the 

six subscales of the Piers-Harris Scales (F = 1.914, p = .081). 
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Inspection of the univariate analysis of covariance indicated that 

there was a statistically significant difference between the two 

groups on five of the six scales considered individually. These were 

subscales I. II. III. IV. and VI. A discussion of the univariate test 

as related to the specific hypothesis follows. 

Null Hypothesis 1: 

There is no statistically significant difference between 
the experimental and control groups on the P-H subscale I. 
Behavior. 

The difference in acceptance and use of behavior was tested 

using univariate analysis of covariance. The data indicated that a 

significant difference exists. (F = 5.03. P = .026. see Table 2.) 

Thus, the null hypothesis was rejected. 

Null Hypothesis 2: 

There is no statistically significant difference between 
the experimental and control groups on the P-H subscale II. 
Intellectual and School Status. 

The difference in acceptance and use of IIIntellectua1 and 

School Status" was tested using univariate analysis of covariance. 'The 

data indicated that a significant difference exists. (F = 6.85. 

P = .010. see Table 2.) Thus, the null hypothesis was rejected. 

Null Hypothesis 3: 

There is no statistically significant difference between 
the experimental and control groups on the P-H subscale III, 
Physical appearance and attributes. 
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The difference in acceptance and use of physical appearance 

and attributes was tested using univariate analysis of covariance. The 

data indicated that a significant difference exists. (F = 2.78, 

P = .097, see Table 2.) Thus, the null hypothesis was rejected. 

Null Hypothesis 4: 

There is no statistically significant difference between 
the experimental and control groups on the P-H subscale IV, 
Anxiety. 

The difference in acceptance and use of anxiety was tested 

using univariate analysis of covariance. The data indicated that a 

significant difference exists. (F = 8.58, p = .004, see Table 2.) 

Thus, the null hypothesis was rejected. 

Null Hypothesis 5: 

There is no statistically significant difference between 
the experimental and control groups on the P-H subscale V, 
Popularity. 

The difference in acceptance and use of popularity was tested 

using univariate analysis of covariance. The data indicated that no 

significant difference exists. (F = 2.57, P = .111, see Table 2.) 

Thus, the null hypothesis was not rejected. 

Null Hypothesis 6: 

There is no statistically significant difference between 
the experimental and control groups on the P-H subscale VI, 
Happiness and Satisfaction. 

The difference in acceptance and use of happiness and satis­

faction was tested using univariate analysis of covariance. The data 
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indicated that a significant difference exists. (F = 6.36, p = .013, 

see Table 2.) Thus, the null hypothesis was rejected. 

DISCUSSION OF RESULTS 

The purpose of this study was to determine if there would be a 

difference in the self concept of the Experimental teachers. As the 

results indicated, five of the null hypotheses were rejected. These 

were: Subscales I--Behavior; II--Intellectual and School Status; 

III--Phys;cal Appearance and Attributes; IV--Anxiety; VI--Happiness 

and Satisfaction. (See Table 3.) 

Subscale I has to do with how the students feel about their 

behavior. An example is: I am often in trouble, or I do many bad 

things, or I think many bad thoughts. 

This could imply that students who are in classrooms with 

teachers who are functioning at higher levels of interaction skills, 

interact more with students concerning their behavior in the class­

room. 

Subscale II relates to Intellectual and School Status. For 

example, I am good in my school work; I am smart; or I am dumb about 

most things. The implication here is that if students have teachers 

who are operating with feeling level responses with their students, 

along with positive interaction, the student could have better feel­

ings about his school environment, and his feelings toward his own 

capabilities. 
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Subscale III. relates to Physical Appearance and Attributes. 

For example: I am good looking; I have a pleasant face; I am strong; or 

I have a good figure. This area ties in with the empathy model of 

the Carkhuff model which the experimental teachers were involved with. 

Teachers trained in human relations training could be operating at 

higher levels of empathy in that they were more sensitive to individual 

students. 

Subscale IV relates to Anxiety. For example: I cry easily; I 

worry a lot; I am often afraid; and I get nervous when the teacher calls 

on me. A high score in anxiety indicates that the respondent describes 

himself as low in anxiety. The experimental students were analyzed as 

being lower in anxiety than the control students. 

Subscale VI relates to Happiness and Satisfaction. For example: 

I am a happy person; I like being the way I am. This implies that the 

students in the experimental group felt significantly happier than the 

control students. The control students seemed to be less satisfied 

when comparisons were made from pre- to posttesting. 



TABLE (2) 

AltALYSrS OF DATA ON STUDENTS RELATED TO THE PIERS-HARRIS SELF-CONCEPT SCAlE 

[xperimenta 1 Students Contro 1 Students 

Subsca1es Pretest Posttest 01ff. Adj. Pretest Posttest Diff. Adj. p 

x SO x SO ~ SD x SO ~ 

13.45 3.62 14.42 3.18 .97 14.32 13.13 3.63 13.23 3.84 .10 13.34 5.03 .026* 

II 12.89 3.46 13.77 3.22 .89 13.59 12.53 3.95 12.32 4.18 -.21 12.52 6.85 .010· 

III 8.35 2.80 8.78 2.67 .43 8.63 7.80 3.05 7.88 3.40 .10 8.04 2.78 .097* 

IV 7.15 2.66 8.68 2.62 .93 8.M 7.85 2.44 7.67 2.72 -.18 7.72 8.58 .004* 

V 8.21 2.33 8.66 2.05 .45 8.51 7.50 2.54 1.87 2.54 .37 8.03 2.57 .111 

VI 7.37 1.64 7.56 1.49 .19 7.50 7.08 1.71 6.89 2.00 -.19 6.95 6.36 .013* 

*.10 Level of significance. 
00 
N 
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TABLE 3 

UNIVARIATE F-RATIOS OF THE SUBSCALES 

ON THE PIERS HARRIS SCALE 

Subscale F 

1 

2 

3 

4 

5 

6 

5.029 

6.846 

2.775 

8.584 

2.566 

6.357 

.026 

.010 

.097 

.004 

.111 

.013 



Chapter V 

SUMMARY AND CONCLUSIONS 

Purpose of the Study 

The present study was conducted to determine if a systematic 

behavior modification program for teachers had an effect on teachers' 

verbal classroom interaction--Part I, and Part II seeks to determine 

if a change does occur. does it have an effect on the teachers' 

students' self-concepts. 

Rationale for the Study 

Sensitivity to other people and to what they are saying is one 

of the greatest assets a teacher can have. An adequate job is being 

done today to teach content expertise in teacher education programs. 

The missing link has been combining communication skills with the con­

tent expertise to yield a more effective teacher. 

Part I--Flanders Interaction Analysis System 

Introduction 

The F.I.A.S. was used to determine whether teachers who were 

enrolled in the human relations course (experimental group) which was 

conducted as part of this study were more empathetic toward their 

students and more capable of communicating with their students than 

were those teachers who did not have the human relations course (the 

84 
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control group). The Flanders Interaction Analysis System was selected 

for use in this study due to its accepted reliability and validity in 

the areas to be covered by this study. 

Selection of Subjects 

Teachers--Experimental group. Ten teachers who were members of 

the human relations class were chosen at random. These teachers were 

full time classroom teachers in the Pulaski County School System, 

Pulaski, Virginia. 

Teachers--Control group. Ten teachers were chosen who were not 

involved in any way with the development program. The ten teachers 

were chosen from a pool of teachers in the Pulaski City schools. 

Procedure 

Each group of teachers (10 experimental, 10 control) were ob­

served within their classroom situation by the investigator. Each 

teacher was observed for 30 minutes using the Flanders Interaction 

Analysis System. A second rater did the Interaction Analysis on a 

sample of tapes from both experimental and control classes. The second 

rater was unaware of which tapes were control or experimental. 

A rating was made every three seconds and recorded in sequence 

in a column. The raw data were paired and entered into a 10 x 10 

matrix. (see Appendix S, Table 5.) 

Statistical Analysis of Data on the F.I.A.S 

A univariate analysis of covariance was used in examining the 
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data and the .10 level of significance was used for the purpose of 

accepting or rejecting the hypothesis under investigation (see 

Table 1). 

Summary of Findings 

Twelve hypotheses were tested using different categories, dif­

ferent areas, and different relationships between the experimental and 

control group data on the Flanders' matrix. Seven of the hypotheses 

were statistically significant (p = .10). These hypotheses were re­

lated to: 

Category 3--the difference in acceptance and use of student 

ideas. 

Area A--the difference in teachers· use of student ideas and 

acceptance of student feelings. 

Area B--the difference in the amount of emphasis that was placed 

upon direct authority. 

Area C--the difference in the direction of more student talk 

stimulated by the teachers in the experimental group. 

Area E. the difference in the direction of more indirect re­

sponses by the experimental teacher to statements by students. 

Area G--the difference in the direction of emphasis placed by 

the experimental teachers upon subject matter alone. 

The I/O ratio--the difference in the direction of more indirect 

communication taking place with the Experimental teachers compared 

with the Control teachers. 
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Discussion of Results 

Prior to the actual discussion. for purposes of clarity of com­

munication, the following terms are defined: 

Indirect interactions--are actions taken by the teacher which 

encourage and support student participation; which accept 

feelings of students; praises or encourages; and accepts 

and uses ideas of students. 

Direct interaction--are actions taken by the teacher which 

are restrictive in nature. These areas are lecturing, 

giving directions, criticizing. or justifying authority. 

There is no give-and-take in this authoritarian type of 

situation. 

The Flanders system preserves a certain amount of information 

regarding the sequence of behavior. It is simple enough to permit an 

observer to gather data, and in a reasonable period of time, have the 

data in a final form for study and analysis. 

On the basis of the results of this study, it is concluded that 

a significant portion of change in the verbal interaction between 

teachers and students was evident for the experimental teaching group 

as compared to the control teaching group. The experimental teachers 

showed changes which 

1) were more indirect in their overall interaction pattern. 

2) were more indirect in their use of motivating and controlling 

behavior, 

3) used more extended indirect influence, 
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4) used less extended direct influence, and 

5) used more acceptance of student ideas 

than the change of control teachers. 

Conclusions 

The analysis of the classroom observations data indicate that 

there were statistically significant changes in the classroom environ­

ment and practices related to the verbal interaction of the teachers 

between the first observation and the second. 

The teachers who were enrolled in the systematic self-concept 

course (human relations) seemed to indicate that the techniques used 

in the lO-week program increased the teachers' sensitivity to their 

own verbal behaviors. Related to this, the experimental teachers in­

creased their understanding of how their behaviors affect classroom 

climate and individual pupils. This class seemed to increase the pos­

sibilities for the selection of appropriate and alternative teaching in 

verbal behaviors. 

Part II--The Piers Harris Self-Concept Scale 

Introduction 

This study sought to determine if there was a significant 

change in the students' self-concept when comparing the students in 

the experimental teachers' classrooms with the students in the 

control teachers classrooms. Ten students from each of these experi­

mental and control classes were chosen at random (5 boys and 5 girls). Of 

the 200 students chosen, only 188 were posttested due to the fact 
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that 12 moved from the county. The scale given was The Piers-Harris 

Self-Concept Scale--How I Feel About MYself. Pre- and posttesting was 

utilized consisting of a 20-week interval. The hypotheses were tested 

at the .10 level of significance. 

Selection of Subjects 

Students--Experimental group. This group of students consisted 

of 10 students from the classroom of each experimental teacher. These 

students were chosen at random. Each student was administered the 

Piers-Harris scale as the pre- and posttest. 

Students--Control group. This group of students consisted of 

10 students from the classroom of each control teacher. These students 

were chosen at random. Each student was administered the Piers-Harris 

scale as the pre- and posttest. 

Statistical Analysis of Data on the P-H Scale 

The results of the multivariate analysis of covariance indi­

cated that there was a statistically significant difference between 

the two groups on the linear combination of the adjusted posttest 

subscale scores (F = 1.914, p = .081). Subsequently the univariate 

analysis of covariance for each of the six subsca1es was inspected to 

determine which of the subscales were contributing to the difference 

between the two groups. These multivariate tests served as the basis 

for testing the specific hypotheses related to the six subscales (see 

Table 2). 



90 

Summary and Conclusions 

The findings of this study indicated significant differences 

in the self-concept of students who had the teachers from the experi­

mental group_ It was found that students whose teachers were in the 

experimental group which utilized a more indirect approach, had sig­

nificantly higher self-concepts on five of the six subscales tested. 

There does appear to be sufficient evidence to suggest that the 

experimental group students were more positive in the realm of self­

concept as measured by the Piers-Harris scale. 

There are indications that in the subscales of (I) Behavior; 

(II) Intellectual and School S~atus; (III) physical appearance; 

(IV) Anxiety; and (VI) Happiness and satisfaction, the students of 

the experimental teachers had more positive self-concept gains. This 

finding tends to support the claim that a program in human relations 

training is a factor in increasing self-concept of students. Also, 

it indicates that this course was successfully implemented and achieved 

some positive results. 

It is hypothesized that for students, Self-concept gains 

may be a consequence of having the meaning of their experiences under­

stood and responded to in a facilitative manner. 

Conclusions 

The findings of this investigation indicate a positive rela­

tionship exists between the course in human relations development and 

the verbal interaction of the experimental teachers in the direction of 

being more indirect. 
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In the Flanders Interaction Analysis System portion of the 

study, of the twelve hypotheses tested, seven were rejected at the 

.10 level of significance. It was concluded that a course in human 

relations training for in-service classroom teachers makes a differ-­

ence in the nature of the verbal interactions of teachers 

with students. This study offers some evidence that a positive rela­

tionship exists between human relation training and teacher's subse­

quent indirect verbal interaction in the classroom. If a school system 

wants teachers who are less direct, the school system should 

consider the merits of offering courses in human relations training to 

its classroom teachers. 

In the Piers-Harris scale section of the study, five of the 

six subscales relating to the self-concept of the students indicated 

that there had been improvement in the way the students felt about 

themselves compared to the students whose teachers were not enrolled 

in the -human relations training course. 

Limitations 

In all research there are some areas that are not as defen­

sible as others. In this study, due consideration must be given to 

the effect of using one observation in the classroom rather than 

several for pre- and post-observations. However, rigidly defined cri­

teria and the structure of the observational system should, and were 

assumed to, give high reliability and objectivity to the study. 
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The Experimental teachers were aware of what the observer was 

looking at, whereas the Control teachers were not aware of the purposes 

of the observations, indicating desired responses from the Experimental 

teachers. 

Another limitation in this study could have been not looking at 

the achievement of students, not seeing if this self-concept gain had a 

relationship on academic achievement of the students. 

Recommendations 

The completion of this study has opened the door to further 

research and it is on that basis that the following recommendations 

are made: 

1. The sample size should be increased. 

2. There;s a need for longitudinal studies on the long-term 

effects of teacher1s verbal interaction after receiving 

a human relations course similar to the one offered in this 

study. A follow up of this study several years later would 

provide more sound evaluation. 

3. There is a need for evaluation which focuses on variables 

which were not associated with this course format such 

as the effect of this program on other areas--creativity, 

motivation, self direction. and social awareness. 

4. If self-concept is well established in early elementary 

school, there could be a need to begin at the very outset 

of the school experience to work with skills and techniques 

of enhancing self-concept of students. 
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Introduction (from P-H Manual) 

It can be administered and scored by responsible, educated 
nonpsychologists, but should be interpreted only with the aid of 
someone knowledgeable in measurement and statistics, psychology of 
adjustment, and self-theory. The Scale was designed primarily for 
research on the development of children's self-attitudes and 
correlates of these attitudes. 

As the manual points out, a pilot study established that the 
children understood the items, and that the inventory could be com­
pleted in approximately 30-35 minutes. Following the administration, 
items answered in one direction by fewer than 10% or more than 90% 
were iflspected and, in most cases, dropped. However, since the 
instrument was designed to identify cases nf children who are deviant, 
as well as to establish norms, a few items such as limy parents love 
me" were temporarily retained even though answered "yes" by the 
great majority of children. One hundred forty items remained, in­
cluding the "Lie" scale. 

Re 1; abi 1 i ty (From P--H t·1anua 1 ) 

Most of the reliability data come from the original standardi­
zation study which used the 95 item scale. 

Internal consistency. To judge the homogeneity of the test, 
the Kuder-Richardson Formula 21, which assumes equal difficulty of 
items, was employed with resulting coefficients ranging from .78 to 
.93. This formula, which is represented to be an underestimate as 
compared with Formula 20, reflects the size of the standard deviation, 
with the resultant lowering of the estimate for tenth-grade girls. As 
a check, the Spearman-Brown odd-even fornlula was applied for half the 
Grade 6 and Grade 10 sample, with resulting coefficients of .90 and 
.87, respectively. 

Validity 

An attempt was made at the outset to build content validity 
into the scale by defining the universe to be measured as the areas 
about which children reported qualities they liked or disliked about 
th~nselves (Jersild, 1952). Items were written to cover all these 
areas but during the item analysis non-discriminating items were 
dropped, so that the final scale no longer covers every area to the 
same degree. The factor analysis described later indicates that factors 
from the retained items cut across some of the original Jersild cate­
gories but reflect on emphasis on his last two groups, ; .e., "Just Me, 
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Myself" and "Personality) Character~ Inner Resources, Emotional Ten­
dencies." These presumably are a better reflection of a child1s 
general self concept than such narrower categories as IIEnjoyment 
of Recreation ll or "Special Talents." 

Stability 

It should be remembered that test-retest reliability co­
efficients which are calculated on a lumping together of several 
ages or grades, or over a shorter period of time, or on any sample 
with increased variability, can be expected to be higher. 

The scale is thus judged to have good internal consistency 
and adequate temporal stability. This does not mean, however, that 
individual changes in scores, or group differences can be taken at 
face value. 

Use in the Classroom 

It is strongly recommended that the scale not be used for 
comparisions between children, or other individual use, unless 
great care is paid to the standard error of measurement, and~ in 
the case of retesting, to the typically-found higher score on re­
test. In the case of group retesting after some experimental pro­
gram, a control group is essential. 

Tenninology 

Attitudes are not only descriptive but also evaluate. The 
Piers-Harris items are scored in a positive or negative direction 
to reflect this evaluation dimension. A high score on the scale ;s 
presumed to indicate a favorable self-concept, which thus becomes 
interchangeable with the term "self-esteem," or IIself-regard." 

Reviews of the Scale 

The third major review is contained in Measures of Social 
PS~ChOl0giCal Attitudes, Rev. Ed., edited by Robinson ana-Shaver 
<1 73). In the Measures of Self-Esteem chapter by Rick Crandall, 
the P-H was the most highly recommended scale for children. Posi­
tive and negative aspects of the P-H were noted, and for future 
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researchers, some useful suggestions were made of behaviors which 
might be expected to relate to self-concept, such as assertiveness, 
conformity, risk-taking, expression of aggression, and optimism. 
Investigation of these relationships might help develop further 
evidence of construct validity for the scale. 

Finally, Shreve (1973) found the P-H, among several self­
concept measures available to researchers and school personnel, to 
show the greatest promise according to criteria posed in the 
Technical Standards for Educational and Psychological Tests (French 
& Michael, 1966). -



Table 4 

Reliability Data from P-H Manual 

Grade Sex N Index Coefficients 

Pennsylvania Public Schools 3 Girls 56 Kuder Richardson .90 
(Piers-Harris, 1964: 3 Boys 63 Kuder Richardson .93 
95 items) 

6 Girls 56 Kuder Richardson .89 
6 Boys 71 Kuder Richardson .90 

10 Girls 53 Kuder Richardson .78 
10 Boys 64 Kuder Richardson .88 --' 

--' 
0 

6 Both 63 Spearman-Brown .90 
10 Both 58 Spearman-Brown .87 

3 Both 56 4 month Test-Retest .72 
6 Both 66 4 month Test-Retest .71 

10 Both 60 4 month Test-Retest .72 

Oregon Public Schools 5 Both 244 2 & 4 month Test-Retest .77 
(Wing, 1966: 80 items) 
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Raters 

Two raters were used in this study. Both had experience using 

the F.I.A.S. One rater is a faculty member in the Math Department at 

Virginia Polytechnic Institute and State University. The other rater 

was the instructor of this program (class). The faculty member rater 

did not know if Ss were experimental or control. This rater was given 

four tapes at random and was asked to analyze 3-minute segments of the 

tapes. Raters' reliability was established on the basis of procedures 

suggested by Scott's (1955) coefficient. Scott's method is unaffected 

by low frequencies and is more sensitive to higher levels of reliability 

(Ami don, 1967). 

Scott calls his coefficient "pi" and it is determined by the 

formula below: 

Summary 

1T = 
p - p 
a e 
1 - P e 

Scott coefficient of .92 exceeded the minimum reliability level 

of .85--was obtained as a measure of agreement between the two coders 

used in this study. It was concluded that valid inferences from the 

data analyses could be made. 
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TABLE 5 

RATER RELIABILITY 

Category Rater #1 Rater #2 % A % B % Diff. 

1T = 

1 

2 

3 

4 

5 

6 

7 

8 

9 

10 

p - p 

o 

2 

19 

18 

o 

4 

1 

17 

1 

3 

65 

o 

2 

18 

18 

o 

4 

1 

15 

4 

63 

o 

3.077 

29.231 

27.692 

o 

6.154 

1 .538 

26.154 

1.538 

4.615 

o 

3.175 

28.571 

28.571 

o 
6.349 

1 .587 

23.81 

1 .587 

6.349 

o 

0.098 

0.660 

0.879 

o 

0.195 

0.049 

2.344 

0.049 

1 .734 
6.008 

o e = (100 - 6.008) - 23.3453 = 70.6467 = 9216 
100 - Pe 100 - 23.3453 76.6547· 

Averagp of 
A and B % 

o 

0.0977 

8.3527 

7.9138 

o 

0.3908 

0.0244 

6.241 

0.0244 

0.3005 
23.3453 

Note: A Scott Coefficient of .85 or higher is a reasonable level 
of performance. 

~ = the amount that 2 observers exceeded chance agreement divided by 
the amount that perfect agreement exceeds chance. 
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Examples of Dialogue Rating 

Sixth Grade Class1 

Teacher: "Okay, please open your social studies books to page 5." 

(Observer classifies this as a 6. followed by a 10 because of the 
period of silence and confusion as the students find the page.) 

Teacher: "James, we are all wai ti ng for you. Wi 11 you please turn 
your book to page 51 11 

(Observer records a 7 and a 6). 

Teacher: III know now that some of us had a little difficulty with and 
were a little disturbed by the study of this chapter yester­
day; I think that today we are going to find it more exciting 
and interesting." 

(Observer records two 1 IS; reacting to feeling.) 

Teacher: IINow, has anyone had a chance to thi nk about wha t we di s­
cussed yes terday1 1/ 

(Observer records a 4 for a question.) 

Student: III thought about it, and it seems to me that the reason we 
are in so much trouble in southeast Asia is that we haven't 
really had a chance to learn to understand the ways of the 
people who live there. 1I 

(Observer records three 8's.) 

Teacher: IIGood, I am glad that you suggested that, John. Now let me 
see if I understand your idea completely. You have suggested 
that if we had known the people better in southeast Asia, 
we might not be in the trouble we are in today." 

(Observer records a 2. followed by two 3's.) 

lAdapted from Amidon, E. J., and Flanders, N. A. The Role of 
the Teacher in the Classroom. Paul S. Amidon & Associates, Inc., 
Minneapolis, Minnesota, 1963. 
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TALLY J ~C WORKS! ILETS 
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I -----,--- -----.. -.- -------- ~~--
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Figure 4. EXAMPLE OF COMPLETED MATRIX (10 X 10) 

1 2 3 4 

1 6 

2 3 4 4 

3 1 c 3 .I 

4 9 

5 1 10 

6 ·2 1 

7 1 

8 15 1 

9 4 2 2 

10 
TOTAL 6 26 16 30 

-0/0 1cl 
IV 4.3% 2.6% 5% 

1 = Accepts feeling 
2 = Praises, encourages 
3 = Accepts student ideas 
4 = As~s questions 
5 = Lectures 

5 

7 

1 

129 

6 

5 

22 

6 

176 

29.3% 

Legend 

6 

LI-

1 

9 

26 

4 

2 

Lr6 

7.7% 

. ... -,--- --. ----- --..-

7 8 9 10 

-

3 1 

--.- ---- ---

1 
-- . __ ._--_ .. _ .... --.-.....•.. --, 

20 1 
._------ --

1 19 6 

(. 2 .I 

1 1 

8 

1 ~9 7 

9 161 

3' 28 )11 178 
-

0.5% 4.7% 15.2/: 29.7% 

6 = Gives directions 
7 = Criticizes 

Matrix 

Total 

600 

8 = Student ta:k - Response 
9 = Student talk.- Initiation 

10 = Silence or 'confusion 
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TABLE 6 

Surmnary of Categories for Interaction Analysis 

INDIRECT 

INFLUENCE 

DIRECT 

INFLUENCE 

STUDENT 

TALK 

1. ACCEPTS FEELING: accepts and clarifies the feel­
ing tone of the students in a nonthreatening 
manner. Feelings may be positive or negative. 
Predicting and recalling feelings are included. 

2. PRAISES OR ENCOURAGES: Praises or encourages 
student action or behavior. Jokes that release 
tension, not at the expense of another individ­
ual, nodding head or saying "uh huh" or IIgo on ll 

i ncl uded. 
3. ACCEPTS OR USES IDEAS OF STUDENT: clarifying, 

building, or developing ideas or suggestions by 
a student. As teacher brings more of his own 
ideas into play, shift to category five. 

4. ASKS QUESTIONS: asking a question about content 
or procedure with the intent that student an­
swer. 

5. LECTURES: glvlng factors or opinions about con­
tent or procedure; expressing his own ideas; 
asking rhetorical questions. 

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

7. CRITICIZES OR JUSTIFIES AUTHORITY: statements 
intended to change student behavior from nonac­
ceptable to acceptable pattern; bawling someone 
out; stating why the teacher is doing what he 
is doing; extreme self-reference. 

8. STUDENT TALK-RESPONSE: talk by students in re­
sponse to teacher. Teacher initiates the contact 
or solicits student statement. 

9. STUDENT TALK-INITIATION: talk by students, which 
they initiate. If "calling on ll student is only 
to indicate who may talk next, observer must de­
cide whether student wanted to talk. If he did, 
use this category. 

10. SILENCE OR CONFUSION: pauses, short periods of 
silence, and periods of confusion in which com­
munication cannot be understood by observer. 

Source: Amidon & Flanders, "The Role of the Teacher in the Classroom. 1I 

A Manual for Understanding and Improving Teacher Classroom 
Behavior. 
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Flanders' Interaction Analysis Scale (FIAS) Manual 

The following were used with experimental teachers and are 

based on the FIAS Manual. 

Questions Useful to a Teacher in 
Interpreting His Own Matrix 

1. Do I do too much of the talking in the classroom? 

2. Am I typically a direct or indirect teacher? 

3. How do I react to student verbal behavior? 

4. How much time do I spend in lecturing? 

5. Do I spend enough time in the extension of student ideas? 

6. Do students tend to resist my influence? 

7. Do I accept, clarify, and use student emotion? 

8. How effectively do I use praise? 

9. How effective am I in communicating subject matter to my pupils? 

10. How effectively do I use criticism in my teaching? 

11. Is there adequate pupil participation in my classroom? 

Interaction Analysis and Behavior Change 

1. Collect observation data about the existing classroom behavior 
pattern. 

2. Analyze the pattern in light of your own goals, determining what 
seem to be strengths and weaknesses. 

3. Experiment with specific areas of the matrix that seem to present 
problems, substituting alternative behavior for that previously 
used. 
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4. Evaluate through further observation data the success in specific 
attempts to change your teaching pattern. 

5. Continue to work on unchanged portions of the matrix in which 
change is considered desirable. 



120 

APPENDIX C 

COURSE FORMAT 
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8/30/77 

TO: All Pulaski County Teachers 

FROM: Harry N. Foglesong t Director of Instruction 
Pulaski County School Board 

SUBJECT: In-service Classes - Fall. 1977 

The following classes will be offered if there is sufficient enrollment. 

There will be no tuition charge to teachers under contract. 

Please complete and return to your prinCipal by September 2t 1977. 

DETACH HERE 

/J EDC! 542 Math for Elementary Teachers - 3 semester hours 

0 CEED 634 Metric Education - 1 semester hour 

U CEED 558 Holt Mathematics Workshop for Second Grade Teachers 
1 semester hour 

D CEED 558 Holt f1athematics \-lorkshop for Third Grade Teachers 
1 semester hour 

0 Vocational Mathematics for Teachers - 1 semester hour 

o EDCI Theonetical Foundation and Practical Implementation of 
Self Concepts -4-7 pm,' - 3 semester hours 

I:! I do not plan to take an in-service class during the Fall, 1977. 

School 
g(e, -.. 



Session 1 

122 

Table 7 

Course Outlined for a lO-Session 
Human Relations Training Course 

Pretesting to determine the incoming level of communication. Over­
view and theoretical rationale for the model to be presented. 

Session 2 
Exercises in listening. This session involves learning to be more 
aware of both what other people say and how they feel. It includes 
discrimination of primary surface and underlying feelings of others. 
The stimulus situations will be hypothetical ones that are rele­
vant to the population. 

Session 3 

Introduction of the dimension of empathy. Definitions of the levels 
of empathic responding. Practice in responding with empathy. 

Session 4 

Introduction of the dimension of respect. Definitions of the levels 
of respect. Being respectful in interpersonal relationships. At 
this point, the input for roleplaying in the group will ideally be 
made by a group member who will present a personally relevant situa­
tion that can be dealt with in the group, using the model as a guide 
for responding. 

Session 5 
Introduction of the dimension of warmth. Definitions of the levels 
of warmth. Practice in being aware of the nonverbal messages which 
are communicated during interpersonal interaction. Opportunity for 
more roleplaying of problem situations introduced by the group 
members. 

Session 6 
Introduction of the dimensions of concreteness and genuineness. 
Definitions of the levels of these two dimensions. Practice in the 
appropriate use of concreteness and genuineness in interpersonal 
relationships. 



123 

Table 7 (Continued) 

Session 7 
Teacher-consultant in classrooms (individual needs and concerns). 

Session 8 
Teacher-consultant in classrooms (individual needs and concerns). 

Session 9 

Teacher-consultant in classrooms (individual needs and concerns). 

Session 10 
Posttesting to determine effectiveness of training. Putting it all 
together. 
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WEEKLY MEETINGS 
(Overview of Weekly Class Meetings) 

First Meeting 

This class was concerned with registration of class members by 

instructor using the university extension procedures. Specifically 

this meeting dealt with orientation of the teachers to the activities 

of the program. A discussion was held concerning the ten teachers who 

would be chosen at random, and the requirements involved with those 

teachers along with the responsibilities for each class member in­

cluding testing and interaction analysis. Each teacher for the next 

meeting would be responsible for one article taken from the literature 

that related to the area of self-concept. This article would be shared 

at the next week's meeting. The forty teachers were divided up into 

groups. The groups consisted of five groups of seven and one group of 

five. The large groups were given the responsibility of choosing the 

members of their groups. The groups remained the same throughout the 

ten week training period. 

Second Meeting 

The instructor sold the text books to be used in the course: 

1. Human Relations Development: A Manual for Educators by 

Gazda and others, 1977, based on Dr. Robert Carkhuff's basic models in 

communications. 
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2. l00.ways to Enhance Self-Concept in the Classroom: A 

Handbook for Teachers and Parents, by Canfield and Wells (1976). -
This book is intended to be a practical book. It contains over one­

hundred techniques which are designed to enhance one's sense of 

identity and self-esteem and which have been classroom tested at all 

grade levels from kindegarten through college. 

The two books were ordered through the Virginia Polytechnic 

Institute and State University and sold by the instructor in Pulaski 

County. 

An overview of the Carkhuff model was given and the "Level 311 

response in communication was set as one goal for the class, to be 

reached by the end of the ten week training session. 

Each member wrote a personal definition of self-concept, and 

each definition was shared in the small group, after which a working 

definition was suggested to the large group. The one used vias by 

Combs (1971, p. 43) who wrote, IIOnce established, the self-concept 

thereafter provides a screen through which everything else is seen, 

heard, evaluated, and understood. 1I Thus, if our self-structure is 

generally positive, it engenders self-respect and confidence, while a 

generally negative self-image leads to feelings of inadequacy and a 

lack of confidence. The perception we form of ourselves largely 

determines what we can do and how we react to life in general. 

A discussion followed concerning the small groups' roles that 

would be played during the course. Each member in the small group 
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would break up into triads where each member would rotate roles after 

working through activities. The three roles would be: (1) helper, 

(2) helpee, and (3) observer. These three roles were discussed. The 

accepted goal of helping (helper) would be to generate more appropriate 

behavior. The helpee would be the person seeking some kind of 

assistance at a given moment of time. The observer would be the person 

who would give some type feedback on the interaction or communication 

that took place. The three roles were discussed in the large group_ 

The instructor then spent time with each small group pointing out the 

responsibilities within the small groups. Videotape was used so that 

each member in the small group could evaluate his/her role at the 

completion of the activity. An example of this process is shown 

in Figure 1. 

Carkhuff (1969a) theorized that training in human relations 

skills, in general, is best accomplished through a three pronged 

approach: (1) experimental, (2) didactic, and (3) trainer modeling. 

The solid experimental base is developed if the circumstances sur­

rounding the training are facilitative. Specifically, trainers must 

be perceiving and responding at high levels, and they must manage the 

group of trainees so that they provide experiences that are facilita­

tive to one another. Trainees must experience an atmosphere where they 

are understood and accepted and where they can practice extending them­

selves through experimenting with varying behaviors. 

Gazda (1977) points out four propositions which were discussed 

in the large group (p. 37): 



127 

proaosition 1. Both parties involved in an interaction are 
modifie by the interaction. This means that the response pro­
duced by person A from person B will affect the next response of 
person A. That is to say, we are being influenced while we are 
influencing others. 

Proposition 2. Responses may be nonverbal, verbal, or a 
combination of both. 

Proposition 3. Nonverbal responses are more likely to 
transmit the real message, since they are often involuntary 
reactions transmitted from the autonomic nervous system. 
Mehrabian (1968) has shown that facial expression alone trans­
mits over 55 percent of the meaning of a message. Often, one 
communicates more than he/she may intend by his/her body 
posture, gestures, tone of voice, eye contact, and the like. 
Nonverbal communications may speak so loudly that one's verbal 
messages are scarcely heard. 

proaosition 4. Verbal responses or messages are generally 
compose of two parts: content and affect. Content refers to 
the topic under discussion; whereas affect tells how one feels 
about the topic. For example, a child who has just been struck 
and hurt by a playmate says, "Sally hit me; I hate her!/I The 
topic ;s Sally's hitting. The "affect" or feeling expressed 
is hurt combined with anger. 

Assignment at End of the Session 

Each teacher was responsible for using one activity in Canfield 

and Wells book, 100 Ways to Enhance Self-Concept in the Classroom. 

This activity was written on a 4 x 6 index card specifying the activ­

ity used along with the teacher's evaluation of the activity. 

Training in perceiving feelings was emphasized. A 30-minute 

tape was assigned each teacher. This tape was concerned with the 

teachers' verbal interactions with students within their classroom. 
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Work in a triad (helper-helpee-observer)--you will play each role. 

Behavioral Objective--you should be able to write helper responses in 

a natural style at level 3.0. 

Ideas from Gazda, 1977, p. 68 

Role 1 

Student to student: "I used to really enjoy going to the coffee house 
and sitting around talking with the people there, but it all seems so 
trivial to me now. 1I 

Helper responses 

Formula: You feel because -------------- -----------------------
Role 2 (switch roles) 

Student to teacher: "I work so hard to get an A in your class, but 
you don't like me enough to give it to me." 

Helper responses 

Formula: You feel because -------------- -----------------------
Role 3 (switch roles) 

Teacher to principal: "That Sanders· girl is really driving me up 
the wall. I don't know how to deal with her attitude." 

Helper responses 

Formula: You feel because -------------- -----------------------

Figure 5. Small group roles with activities presented by instructor. 
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Third Meeting 

In small groups, each teacher shared activity used and discussed 

positive and negative evaluations of each activity. 

Various teachers' styles of communication were delineated. 

One teacher in each group volunteered to share his/her tape. 

Behavioral Objective--Paraphrased from Gazda (1977, pp. 44-45) 

The trainee should be able to classify helpeerp.quires for 
assistance according to the four areas outlined: (1) requests 
for information, (2) requests for action, (3) requests for 
inappropriate interaction, and (4) requests for understanding 
involvement. 

1. Request for information. In this type of request the 
helpee is asking the helper for something. For example, a 
student might ask, "Will you let me know where I might find 
some information on locomotives?" Information involves a 
verbal response only. 

2. Request for action. This request requires some physical 
movement on the part of the helper. For example, a student 
might say, "Would you please hand me a pencil? Mine is broken. 1f 

This request is simple and straightforward; its meaning is 
obvious. An appropriate helper response would be to hand the 
student a pencil. 

3. Re~uest for inapproEriate communication (Gazda, 1977, 
p. 42). T ere are several inds ot conversations that are 
potentially damaging to the person talking, to persons not pre­
sent, or to the organization. This type of interaction is 
inappropriate, and it can become destructive and disruptive. 
Included in this category are: (1) gossip, (2) rumor, (3) in­
ordinate griping, (4) solicitation of a dependency relation­
ship, and (5) encouragement of activities that are counter to 
the benefit of other persons or the organization, e.g., a 
teacher attempts to turn one teacher against another. 

For example, a sixth grade student might say, "11m always glad 
to come into this pod, Miss Jones is so boring." Engaging in a 
conversation such as this could lead to either talking 
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negatively about a person or persons not present or to defending 
others t perhaps without firsthand knowledge. Either way of 
responding would be ineffective. 

Gazda (1977, p. 43) states: liThe best response to an inappro-

priate helpee statement is to communicate your preference by not rein­

forcing that kind of conversation. II This response must not offend a 

friend and helper. Gazda says this is much more easily proposed than 

practiced! Even the act of listening without comment may create 

problems. Gazda (p. 43) states, " ... without comment to inappro­

priate communication reinforces the speaker's behavior positively, 

and he/she may infer that you agree with him/her. If you encourage 

inappropriate behaviors, even by silence, you may lose your opportun­

ity to be a helper." An example of a response to a person who is 

trying to involve you in gossip is as follows: Helpee: "Did you hear 

about my tenth grade teacher going out with our principal, it makes 

me mad that these things are going on. II Helper: "I feel you1re 

upset about the teacher going out with the principal, but I would 

rather not get into a discussion about that situation. It sounds 

interesting but I have bad feelings when I talk about those kinds 

of situations. 1I 

4. Request for understanding/involvement (Gazda, p. 42). 
This category has to do with conversations in which the helpee's 
feelings are of prime importance. Here we see the helpee is 
seeking a relationship with another person rather than direct 
answers. A request for involvement may be explicit. "I've been 
wanting to talk to you about this concern I have." Or, for 
example, a student might say, "I thought school was a nice place 
to be, but recently I have second thoughts.1I This student has 
verbalized a real concern and the most appropriate response at 
this point is to listen fully and to respond to that concern 
with understanding and caring. 
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Introduction of the Dimension of Empathy (Gaxda, p. 62) 

Gazda (p. 62) states helpee's feelings must not only be 
understood, but the helper's understanding of the feelings must 
be put into words. The helper's first step in communicating 
with empathy is to listen carefully to what helpees are saying 
about how they feel because of what is happening to them. The 
second step is thinking of words that represent the helpees' 
feelings and the helpees' situation. The third step is to use 
those words to tell helpees that you understand their feelings 
and their situation. 

Assignment 

Classify the following communication types. 

A 20 minute audiotape with small groups of students is to be 

used in the next class. Each teacher working in small groups was 

responsible for keying in on feeling levels and responding appro­

priately. (See Empathy Scale) 
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Training in Perceiving Feelings (Gazda, 1977, pp. 60-61) 

The following activites were worked through the small group, 
and a large group discussion followed. 

IISince I lost the weight, I feel like a million dollars. 

Surface: 

It's great!" 

-----------------------------------------------------Underlying: ---------------------------------------------------
"I thought you'd never get here~ What took you so long?" 

Surface: -----------------------------------------------------Underlying: ________________________________________________ ___ 

"Sure, I could get ahead too, if I pulled the kind of tricks she does. 1I 

Surface: -----------------------------------------------------Underlying: ---------------------------------------------------
"How can I ever face them again? They will be laughing about my 
mistake for years. II 

Surface: 
Underly;-n-g-:--------------------------------------------------

IIEveryone else is having fun after class, but I always seem to go 
home by myself." 

Surface: 
Underlyi-ng-·-,-------------------------------------------------

"Don't crowd me!" 

Surface: -----------------------------------------------------Underlying: ---------------------------------------------------
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Task: Classifying Communication Types (Gazda, 1977, pp. 44-45) 

The triad was used as a technique in working with this activity. 

1. Principal to teacher: "Mrs. Johnson is not here today. -- Will you take her bus duty?" 

2. Teacher to teacher: IISometimes John Smith (student) really -- irritates me with his questions. 1I 

__ 3. Student to teacher: "You know, you're a really neat teacher. 
You're so much different from Mr. Jones. He always gives us 
too much homework to do. Do the other teachers like him?" 

__ 4. Student to teac her: II I j IJ S t don't understa nd these algebra 
problems. Would you do an example and explain it for me?'1 

5. Student to teacher: "Would you sign this class excuse for -- me? I have to study for a test tomorrow and don't have time 
to sit in Mrs. Haynes' class and listen to her babble." 

6. Principal to teacher: "I seem to make all the wrong -- decisions. Every time I try to please someone, it makes 
someone else angry." 

7. Teacher to teacher: "00 you have a lot of students in your -- classes this year? It seems like I have twice as many as 
usual. 1I 

8. Student to counselor: IIHey, man, I hear you've been doing 
-- some counseling with Stevie (student). He's really a messed­

up kid, isn't he? What kind of problems does he have?" 

__ 9. Student to teacher: "I 'm lost in this big school. Where's 
the cafeteria?" 

10. Teacher to custodian: "Can you get me a new chair for my -- desk? The one I have is just too short for me." 

Check: 1. RA 6. RUI 
2 • RU I 7 • R I, RU I 
3. II 8. II 
4. RA, RI 9. RI 
5 . I I, RA 1 0 . RA 

Defining Areas 
I = RA = Request for action 

II = RUI = Request for understanding/involvement 
III = RI = Request for information 

IV = II = Request for inappropriate intention 
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Illustration of Empathy Scale (Gazda, 1977, p. 63) 

This activity was discussed with the large group and individual 

concerns were brought out. 

Teacher to teacher: liThe harder I try to get along with the new math 

teacher, the more I feel that he just wants to be left alone. 1I 

Level 1.0 "Don't you have a minor in math?!! 

Ignores surface feelings. 

Level 2.0 IIThat's too bad. 1I 

Only a partial awareness of the helpee as a person. 

Level 3.0 III guess it's kind of disappointing when you make an effort 
to be friendly and itts not accepted." 

(1) It includes a communication of a primary surface 

feeling (disappointment); (2) it includes the essence of 

~hecontent; and (3) it neither adds to nor subtracts 

from the helpee's statement. 

Level 4.0 lilt's upsetting not to be responded to positively. 
Although you are only referring to this one incident, 
it sounds like maybe you are questioning your ability 
in general to get along with people. II 

This response is rated level 4.0 because it goes beyond 

the present awareness, or at least the present verbaliza­

tion, of the helpee. In order to be rated level 4.0, 

however, a response must be validated by the helpee. For 
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example, if the he1pee responded, III guess maybe things 

have not been going well in that area for quite some 

time," the underlying idea of the helper would have 

been validated. An attempt at level 4.0 that is not 

validated is generally a level 2.0. For example, if 

the helpee had resEonded, "No! This is the first time 

anything like this has ever happened," the helper has 

attempted to go beyond, but the response was not accepted 

by the helpee. Conseguently, the response would be 

rated level 2.0. 

The instructor role-played the following situation in the large 

Role Play 

Teacher to teacher: "I really like my job here and I like the 

people I work with, but I can't seem to please the principal. The 

harder I work, it seems, the more she expects me to do. 1I 
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Fourth Meeting 

To begin this session, as a large group we discussed and 

worked through a refresher exercise, the Empathy Scale, stressing 

Level 3 responses. The following is a short re-run covering some 

of the points emphasized from Gazda, 1977, p. 66: 

Several helper responses are given to the helpee situations. 
Rate each on the Empathy Scale. Place your rating (1, 2,3,4). If 
you need some refreshment check last weeks handout that gives defini­
tions of the empathy scale. Place your rating (1.0, 2.0,3.0,4.0 
in the blank to the left of each helper response, and then check your 
choices against the answer key at the end of the exercise. 

Educator to educator: III really feel like my family is being short-

changed. With graduate school at night, plus all the other things I 

have to do around the house, I don't have much time at all to just be 

with my fami ly. II 

1. "You seem pretty perplexed because you feel that you are --
short-changing your family due to your responsibility of 

working all day and going to school at night. This doesn't 

allow enough time with your family." 

2. "You feel like you are spreading yourself too thin, taking on --
too much and missing out on your family life. tI 

3. "You seem concerned that your relationship with your family is --
not all it could be due to your many activities." 

4. "Rearrange your activities so you can let some things gO." --
1 . 3.0 2. 2.0 3. 3. a 4. 1 .0 
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The dimension of respect is introduced in this session (see 

chart in Appendix D). 

During this session the teacher and instructor discussed 

the role of the teacher in the classroom and its effects on self­

concept development. The class worked with a Fundamental Communica­

tion Exercise outlined on the following pages. 
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A Fundamental Communication Exercise (Gazda, 1977) 

Introduction 

In these exercises we will help trainees become more effec­
tive in the use of two communication skills: accurate discriminating 
and relevant responding. These are basic skills in the communication 
processes. When your goals are to reduce distance between yourself 
and another person, reduce tensions in others and in general be more 
helpful to others through what you communicate, you will find these 
valuable skills to have. 

First Experience: To become aware of some of the barriers to effective, 
helpful communication. 

Purpose: To avoid using typical responses that often have a 
depreciating effect upon using communications help­
fully or to establish better relationships. 

Barriers to Communications (p. 47) 

Expression of person: "I'm just so stupid. I never get to play 
in these games. 1I 

1. Ordering or commanding: "You must not feel that way;1I or, 
IIStop feeling sorry for yourself. II 

2. Admonishing: "You ought to be thankful you have the 
opportunity to do as much as you have,1I 

3. Threatening: Ilyou better stop talking like that." 

4. Advising: "If I were you I would talk with the Counselor. 1I 

5. Instructing: "You should think about yourself in other 
ways. II 

6. Criticizing: "You are hurting yourself for feeling that 
way. II 

7. Praising and agreeing: "People often feel that way even 
when they are bright like you. 1I 

8. Name calling: lIyou are behaving like a baby.1I 

9. Interpreting: "You are just tired." 
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10. Reassuring, sympathizing: IIYou'll feel better about your­
self after a rest. 1I 

11. Probing or questioning: IIWhy do you feel that way?1I 

12. Diverting (often by humor): "You don't look like Dumbo to 
me. Go get your mind off it." 

Second Exeerience: After hearing some of the responses, consider how 
they might retard the goals you have in communica­
tion and how they might deny the right of the 
person to have the feeling. They tend to shut off 
understanding. They tend to put people off and 
make them feel ~ don't care. The person may 
well infer "I am not understood. I shouldn't 
have such a feeling, but I do. 1I This may generate 
frustration, anger, a power struggle with the 
responder. It may set up a situation that creates 
some hostility and tension. 

A. What is the person feeling? (Who says "I'm just so stupid?") 

Some possible discriminations: dumb, inadequate, overburdened, 
i nteri or, di scouraged , overy/helmed. 

B. How can we let the person know we have heard his feeling--that we 
have not denied it? 

Example: uYou seem awfully discouraged today.1I 

C. In accurate discriminating (1) we hear the feeling and determine 
the meaning; (2) in relevant responding we reflect what we heard by 
asking questions and making statements which include what we have 
discriminated. 

Third Experience: Discriminating Feelings (p. 58) 

In partnerships or small groups, have one person read the expressions 
with feeling. Try to discriminate the feeling. 

a. "~Jhat the hell good is the Counselor gonna do me?" 

The most obvious feeling(s) -----------------------------------
b. "Why do we have to do everything you people say?" 

The most obvious feeling(s) 
------------------~---------------
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c. "I have too much 'Mickey Mouse' in my work. II 

The most obvious feeling(s) ----------------------------------
d. "I hate this job!" 

The most obvious feeling(s -----------------------------------
e. "Other people are always running me down." 

The most obvious feeling(s) ----------------------------------
f. "I hate this place. It stinks." 

The most obvious feeling(s) ----------------------------------
g. IICounseling people get the best of everything. 1I 

The most obvious feeling(s) ----------------------------------
h. "Why can't I do it? I know how. 'I 

The most obvious feeling(s) ---------------------------------
i. "They always pick on me." 

The most obvious feeling(s) ----------------------------------
j. "I've made my time. It's time to be out." 

The most obvious feeling(s) ----------------------------------
k. "r~y buddy gets away with everything but I can't. I can't stand him." 

The most obvious feelings(s) __________ -------___ 

Fourth Experience: Relevant Responding (pp. 62-70) 

Look at the first five expressions (a thru e) to become familiar with 
relevant responding. Break into pairs and develop relevant responses 
for the remaining expressions. 

a. Il~Jhen we have meetings I never get to tal k~'11 

Relevant response: "You're not sure talk is going to help. What 
you need is some action.1! 
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b. lI\~hy do we have to do everything people say?" 

Relevant response: "You feel people are always telling you what 
to do? Bossing too much?" 

c. II I have too much I ~'i ckey Mouse' in my work. II 

Relevant response: "You feel that much of your work is a lot 
of 'bull. 11I 

d. II I ha te you! II 

Relevant response: "You're angry at me for something live done 
to you. II 

e. "Other people are always running me down." 

Relevant response: lilt hurts to be put down all the time." 

Fifth Experience: 

f. "I hate this place. It stinks.1I 

Relevant response: -------------------------------------------
g. "Counselors get the best of everything." 

Relevant response: -------------------------------------------
h. "Why can't I do it? I tno\v how." 

Relevant response: -------------------------------------------
i. "You always pick on me. II 

Relevant response: -------------------------------------------
j. "Il ve made my time; it's time to be out. II 

Relevant response: 
----------------------------~~------~------

k. liMy buddy gets away with everything, but I can't. I can't stand 
him. " 

Relevant response: -------------------------------------------
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Sixth Experience: 

Your responses can be assessed and rated in terms of their helpful 
impact upon others whom you wish to get closer to or develop an inter­
active relationship with. Generally the exercises were designed to 
teach you to empathize (see things as others experience them) with 
others. The five point scale below may be used to make the ratings: 

Scale to Measure Accurate Empathy (Gazda, p. 67) 

5 Completely tuned in to feelings. 

4 Additive (gets at unexpressed feelings). 

3 Essentially interchangeable (feelings). 

2 Subtractive (distractive) denies person's feelings, or 
takes away from person. 

1 Irrelevant or very harmful response. 
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Fifth Meeting 

This session introduces the dimension of warmth and in­

cludes definitions of the levels of warmth. 

Nonverbal communication took the largest segment with this 

session. The large groups worked on arrangement of chairs and feelings 

that came out during the exercise. 

In the large group we divided up into two's and worked on 

areas of eye-contact, space, and arrangement of chairs and desks. 

Each student choose another partner. The instructor gave specific 

directions for each of the class members. For example: 

Each student stood and talked down to the other partner; 

then the role was switched. A discussion followed concerning 

feelings in the two positions, i.e., seated and standing: 

Feeling responses in the standing position: Adult, superior, 

responsible, overbearing. 

Feeling responses for seating position: Childlike, inferior. 

The discussion centered on power in the classroom, and feelings at 

different positions in relation to students. The nonverbal assignments 

would be completed by the end of the seventh meeting. 
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Nonverbal Communication 

Galloway (1970) in his Teaching is Communicative Non-Verbal 

Language in the Classroom, gives the following descriptive definitions 

regarding nonverbal communication. 

Nonverbal communication, is behavior that conveys meaning 
without words. It can be symbolic or nonsymbolic, spontaneous 
or managed. It can be expressive, transmitting emotion; or it 
can be informative, transmitting facts. It can be either dynamic 
or static. 

Nonverbal communication takes a certain amount of time and 
occurs at a certain tempo. It can be quick or slow. It can be 
negative or positive--something that doesn't happen as well as 
something that does. Or it can be a combination of any of these-­
and there's even a nonverbal component in verbalisms. 

Nonverbal phenomena established the status of interaction. 
At a party you are talking to someone, but his eyes are following 
someone else around the room. His posture and manner indicate 
his desire to be off. What conclusion do you come to? 

Nonverbal behavior indicates what the other eerson thinks 
of us. You are discussing a controversial topic wlth a small 
group. Everyone is reacting politely, but you are aware of those 
who approve of your ideas and those who disagree. How do you 
know? 

Nonverbal clues are used to check the reliability of what 
is said. You had mailed a coupon indicating interest in an 
expensive set of books. The man who shows up at your door is 
poorly groomed and shifty-eyed. Although his credentials seem 
in order, you hesitate even to let him in. 

Assignment 

1. Review the last two days of school. Can you recall an 
incident in which a child's behavior belied his remarks? 

2. When a nonverbal cue disagrees with or contradicts a 
verbal remark, we tend to accept the nonverbal message as 
representative of the real meaning. Discuss why this occurs. 
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Nonverbal behavior consists of such events as facial 
expression, posture, gestures,movements even the arrangement 
of space or objects around the behaver. It involves use of the 
body, use of space, and even the use of time. 

Although we are often unaware of the process, we are very 
conscious of the eloquence of nonverbal cues. We all agree that 
actions speak louder than words, and realize that how we say 
something can be as important as what we say. We also know the 
feeling of being in tune with someone--immediately understanding 
him and having him understand us. 

Substitute Expression--A child shrugs his shoulder in an 
I don't know manner after being accosted in the hallway for 
running. Probably this means he feels guilty at being caught, 
yet he hesitates to engage the teacher in a verbal debate. This 
is especially true if his verbal defense is likely to be employed 
against him later in the conversation. One of the places events 
like this occur repeatedly is in inner-city schools, where 
children are already conditioned to express their frustrations 
and defiance in a nonverbal way. 

Qualifying Expression--Ann says, "I don't sing well ," but 
what does she mean? Stated one way, it suggests that she does 
sing well; or it may mean that she would like to sing well; or, 
that she truly does not sing well. The intent of verbal remarks 
;s usually qualified through intonation and inflection. Facial 
expressions and gestures also qualify verbal language. 

Attentive or Inattentive--Your students are pretending to 
listen while their minds wander in fields of fantasy, and when 
they respond it is in a bored fashion. Nonverbally they are 
being inattentive. As an experienced teacher, you are able to 
detect such reactions and use them to change the pace and 
direction of what is being taught. Observing when students are 
involved and interested and when they are not is a skill that 
teachers learn. But teachers vary widely in their ability or 
willingness to use these pupil reactions as directions for their 
own behavior. 

Assignments 

1. Identify children in your class who typically react 
nonverbally to either reprimand or approval. Do you know what 
they are really trying to communicate? 
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2. Experiment with positive body and facial qualifying 
expressions, especially when you feel a need to support a re­
quest or judgment you are making. 

Consider phenomena that are typical of any classroom: 

Use of Space--Classrooms are divided into territories. Both 
teacher and students occupy space. Some arrangements of 
territorial rights are traditional, with the teacher's desk at 
the front of the room and studentsseated in rows. Other arrange­
ments are more imaginative. Some uses of space are fluid, 
others are static. 

Space arrangement shows the teacher's priorities--what 
she thinks important; what shethinks about her children; how 
she envisions her own position. A change in a spatial arrange­
ment influences the potential meaning of a learning context. 

Teacher Travel--Where and when a teacher chooses to travel 
in a classroom is significant. In the past, teachers usually 
moved around their own desks as if they were isles of security. 
They rarely ventured into territories of student residence, 
unless they wished to check up on or monitor seatwork. Today 
that picture has changed. Some teachers have done away with 
desks; others have put them in less focal places. 

To move toward or away from students signifies relation­
ships. Teachers may avoid some students or frequent the work 
areas of others. All of those movements have meaning that 
students recognize. 

Use of Time--How teachers use their time indicates the 
value and importance they place on types of work, on subject 
areas, and on acceptable activities. Spending little or no 
time on a topic indicates a lack of interest in or knowledge 
about it so that even little children are aware of teachers' 
preferences. 

Nonverbal qualities that contribute to effective classroom 
interaction are suggested: 

Attention--The event of listening to pupils when they talk. 
This ;s essential. When a teacher fails to listen, a pupil is 
likely to believe that what he says is unimportant. 
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Reception--Behavioral evidence that a teacher is listening, 
by maintaining eye contact while a pupil is talking. The event 
of attending to pupils when they talk assures pupils and 
encourages them to believe that their verbal communication is 
valued by the teacher. 

Reinforcement--A look or gesture to reinforce approval of 
an act by a student. Not only the timid but also the seemingly 
forward child may need reinforcement if he is to go ahead on 
his own. 

Facilitation--A movement toward a student for the purpose of 
helping or assisting. Teachers quite often detect needs of 
unexpressed feelings by students, and initiate a move toward 
the student to alleviate his concern. Teachers engage in such 
events because, either consciously or subconsciously, they have 
become sensitive to the nonverbal cues given by their students. 

We all recognize that expressive cues are fleeting and 
transitory. Nonetheless, they transmit emotion and feeling, and 
are detected as indications of meaning far more quickly than 
speech. It is the a~pearance of such cues that especially 
suggests to others t e attitudes we hold at a riven time. There­
fore, they are particularly important in estab ;shing the class­
room environment and in working out good rapport with each child. 

Assignments 

1. Draw some alternate layouts for your classroom. List 
changes in nonverbal phenomena that each layout would imply. 

2. Make a two-day study of how often you contact each child 
in any of many ways. Keep a list of children's names and devise 
a simple code to indicate times of approving or disapproving, 
individual or group sharing, listening, or other interaction. 

Awareness of the behavior of yourself and your students and 
what it means does not come all at once. Interpretations change 
as realization increases. But the processes of awareness and 
realization are concomitant. You perceive to greater depths, you 
are more attuned to those around you, and you begin to employ 
nonverbal clues for positive purposes. Having opened the door, 
you realize you have the ability to change and in1prove. 

In conclusion, the purpose of this is to become more aware 
of nonverbal cues because they operate as a silent language to 
influence teacher-student understandings and interactions. And 
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it is through these understandings and interactions in the class­
room that the business of teaching and learning goes forward. 

The final assignment in the nonverbal area was an invitation 
to experiement in ever phase of classroom nonverbal communica­
tion. Choose three out of eight: 

1. If you customarily work with small groups of children, 
experiment with the spread of the chairs. When the chairs are 
touching each other, do children react differently from when 
they are a foot apart? What about two feet? Does it make a 
difference whether you sit on a higher chair or one of the same 
height? 

2. Nonverbal acts are often preferable to words, and many 
studies show that the teacher's voice is heard far too often. 
Without telling the children of your intentions, experiment with 
giving nonverbal instead of verbal directions. Use devices such 
as a tap of a bell to tell children you want their attention, 
or the flick of lights to show that a period is about to end. 

3. Use nonverbal displays. The old adage that a picture is 
worth a thousand words applies in establihsing classroom climate, 
especially if you employ humor and relaxation. One teacher 
experimented \'Jith two signs. The first said s Pick up paper and 
put it in the wastebasket. The second was a silhouette of a 
child neatly dropping paper in the wastebasket. The second 
proved to be by far the better reminder. 

4. Provide opportunities for children to express emotions 
by nonverbal means. Pantomimes are not only highly expressive 
for the actors but also give teachers insight into their feelings 
and emotions. Various forms of rhythm and creative dance are 
good nonverbal expressions, and so of course are all types of 
art work. 

5. Increase your practice of looking students in the eye. 
Experiment with glance exchanges for individual-to-individual 
contact. 

6. Experiment with new movement patterns. Things you have 
been doing, do differently for a while. You may be making 
yourself too available or not available enough. Be sure, however, 
that your accessibility is not just a sneaky way to maintain 
close supervision. 
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7. Let children experiment with furniture arrangement that 
involves group interaction. One teacher tried putting desks in 
groups of four with children facing each other. Two days later 
the desks were reversed so that this time the children faced 
away from each other. 

8. Individualize your attention. You can't listen to all 
of the chldren all of the time, so experiment with listening 
very intently to a child for a brief period. As long as he ;s 
talking, look directly at him. 
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Sixth Meeting 

Introduction of the dimensions of concreteness and genuine­

ness are introduced and investigated in this section. Also, the 

Johari Window was discussed at this session. In large groups we 

talked about various group dynamics and their implications. See 

the following chart on the Johari Window, along with ideas on 

group dynamics. 
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The Johari Window (Ingham and Luft, 1955) 

A Graphic Model of Awareness in Interpersonal Relations 

Like the happy centipede, many people get along 
fine working with others~ without thinking about which 
foot to put forward. But when there are difficulties, 
when the usual methods do not work, when we want to learn 
more--there is no alternative but to examine our own be­
havior in relation to others. The trouble is that, among 
other things, it is so hard to find ways of thinking about 
such matters, particularly for people who have no exten­
sive backgrounds in the social sciences. 

The Johari Window illustrates relationships in terms of aware­

ness. It seems to lend itself as a heuristic device, to speculating 

about human relations. It is simple to visualize the four quadrants 

which represent the Johari Window. 

Known to 
others 

Not known 
to others 

Known to Not known 
self to self 

I II 
Area of Blind 

free area 
activity 

III Iv 
Avoided Area of 

or hidden unknown 
ares activity 

Quadrant I: The area of free activity refers to behavior 

and motivation known to self and known to others. 

Quadrant II: The blind area, where others can see things in 

ourselves of which we are unaware. 



152 

Quadrant III: The avoided or hidden area, represents things 

we know but do not revea1 to others (e.g., a hidden agend~, or 

matters about which we have sensitive feelings). 

Quadrant IV: Area of unknown activity. Neither the indi­

vidual nor others are aware of certain behaviors of motives. Yet, 

we can assume their existence because eventually some of these 

unknown behaviors and motives were influencing relationships all 

along. 



1 . 

2. 

Circle Check 
X X X 

X X 
X 
X X 

Xx X X X 

Fi shbov/l 
X 

X •• 
X 

X 0.. X 
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3. Pairing 

XX 
XX 

XX 

4. Brainstorming 

X-»>1El ... ·x 
X~.tX 
~k 

x1x 
X 
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Ideas on Group Dynamics 

a. To get everyone involved at 
the beginning 

b. To surface individual feelings 
about an issue 

c. To dissolve a sub-group that 
is taking over 

a. To speed up dialogue 

b. To guarantee a giving-receiving 
experience for each member in 
a large group 

c. To offer an experience to 
observe group process 

a. To provide a quick warm-up on 
a new topic 

b. To provide a change of pace 
after lecture situation 

c. To get everyone in a large 
group involved at the same 
time. 

a. To generate many ideas in a 
hurry 

b. To structure a task-oriented 
climate 



5. Mirror-Listening 

Xo 
X 

X 0 
X 

X 0 
X 

6. Task Force 

X X X 

° X 
X °0 

X 

X 
X 

7. Group Consensus 
,x X ex> 

x 
X 

-
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a. To show how easy it is to 
distort messages 

b. To provide practice in care­
ful listening 

a. To double the group's problem­
solving time 

b. To utilize special know-how 
among group members 

a. To provide recognition for a 
loyal minority without forcing 
a hand vote 

b. To promote harmony by asking 
group to act as one 

Taken from West Virginia Dept. of Mental Health, Charleston, 
West Virginia, 1976, Field Manual. 
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Seventh Meeting 

The seventh meet i ng covered a 11 ass i gnments on nonverba 1 

communications. 

Meetings seven through nine. Consultant and teachers worked 

together in classrooms on activities, assignments and tapes, making 

sure all were meeting target date and responsibilities. Each teacher 

worked with activities taken from textbook that correlated with their 

levels of students. Verbal communication was stressed. 

Tenth Meeting 

Session ten included the following concerns: 

1. Guest speaker, Robert Morrill, Virginia Polytechnic 

Institute and State University, Geography Department, spoke on 

self-concept of students. 

2. The class took the Diagnostic Instrument (shown after 

Group Dynamics on the following pages) to determine the effectiveness 

of communications at Level 3 of the Carkhuff Model. 

3. The class read and discussed the handout IIBui1ding Self 

Concepts in Students and Teachers" by William W. Purkey, College of 

Education at the University of Florida. A copy of this handout is 

included in this paper, following the form for Item 2 above. 
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Name Date --------------------------
Behavioral Objective: Classify accurately three out of four exercises 

on communication types--Paraphrased from 
Gazda, 1977, pp. 44-45. 

After studying the examples of the four types of helpee 
statements, write in the space in front of each interaction the 
type of communication it illustrates. Use RA for request for 
action, RI for request for information, II for inappropriate 
interaction and RUI for request for understanding/involvement. 
In some instances categories overlap; therefore, more than one 
category may be used to classify one interaction. 

1. Principal to teacher: IIMrs. Johnson is not here -- today. Will you take her bus duty?" 

2. Student to teacher: "I'm lost in this big school. -- Where's the cafeteria?" 

3. Student to teacher: "I just don't understand these -- algebra problems. Would you do an example and explain 
it for me?" 

4. Teacher to teacher: "00 you have a lot of students in 
your classes this year? It seems like I have twice as 
many as usual." 

Behavioral Objective: You should be able to write helper responses 
at level 3.0 for two out of the three state­
ments (Gazda, 1977, p. 68). 

Discussion: A level three response is rated as such if it (1) 
includes a communication of a primary surface feeling (disappointment); 
(2) it includes the essence of the content; and (3) it neither adds 
to nor subtracts from the helpee's statement. 

1. Student to teacher: III don't see why we can't wear short 
shorts. I want to be an individual and express my own feelings 
and values. This is just a scheme you teachers thought up to 
keep us in place. II 

Helper response __________________________________________ __ 

EDCI 5780--Diagnostic Instrument 
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2. Student to teacher: "How can I ever face them again? 
They will be laughing about my mistake for years'" 

Helper response --------------------------------------------

3. Student to Principal: "Whenever you work as hard as I 
worked toward a goal and then something like this happens, it1s 
enough to make you want to give Up.1I 

Helper response ------------------------------------------, 

EDC! 5780--Diagnostic Instrument 

Note: It was determined through instrument that students mastered 
level three responses based on Carkhuff model. 
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Building Self Concepts in Students and Teachers 

William W. Purkey 
College of Education 
University of Florida 

How can we make schools a better place for people, a place 
where warmth, joy, imagination, civility, personal responsibility, 
and sensitivity to human needs are encouraged? A clue might lie 
;n the four factors of the Florida Key, an observation inventory 
which we developed in 1970 to infer student self concept as learner. 
When we analyzed the items on the Florida Key, four factors were 
isolated. We named these. Relating, Asserting, Inventing, and 
Coping. These four factors seem to highlight important features 
of life in classrooms. 

How well do people relate to each other in your school, 
student to student, student to teacher, and teacher to teacher? 
In your school, do people feel free to assert their feelings, their 
wants, their individuality? Does everyone feel safe enough to in­
vest themselves in trying new things? And how well do the people 
;n your school cope with their own expectations and the expecta­
tions of society? Answers to questions like these indicate ways 
of making schools a better place for students and teachers. 

Please consider the following additional questions as they 
relate to your school. As you answer, keep looking for ideas 
that might make your school a better place for students and 
teachers. Who knows? We may end up wishing for school on 
Saturday! 
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Purkey-page 2 

Relating 

Do we welcome and greet each other at the beginning of the day 
or class? 

Do we share our feelings with each other? (laughter, eagerness, 
excitment, enthusiasm, sadness, happiness, boredom?) 

Do we usually say goodbye to each other at the close of the day 
or class? 

Are we sensitive to, and do we take into account, how each is 
feeling on a particular day? 

Do we take special note of everyone's birthday and other special 
occasions? (even Principals have birthdays!) 

After absences, do we show each other that we1re glad to be 
together again? 

Do we talk with each other, not just AT each other? 

Are times arranged when we can talk privately? 

Do we practice courtesy and civility with each other? 

Do we accept small irritations as normal, and not as personal 
insults? 

Do we touch each other, by shaking hands or giving a pat on the 
back? 
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Purkey-page 3 

Asserting 

Are we free to question each others' opinions? 

Do we all participate in decision-making activities? 

Is everyone encouraged to speak up for his own ideas? 

Does everyone take part in planning what takes place in 
school? 

Do we encourage each other to demonstrate special talents, 
abilities, interests? 

Do we act in ways that say we trust each other? 

Investing 

Do we encourage each other to try new things and join in 
fresh activities? 

Do we encourage cooperation and collaboration? 

Do we give each other the opportunity to make mistakes 
without penalty? 

Do we all work together to make what happens in school as 
exciting and interesting as possible? 

Do we encourage each other's expression and imagina­
tion in class? 

Is there opportunity for everyone to be active 
and natural? 
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APPENDIX D 

SCALES USED IN TRAINING PROGRAM 

BASED ON CARKHUFF'S MODEL 



1 .0 

The response is irrele­
vant or punishing. An 
irrelevant response ig­
nores or discredits 
what the helpee commu­
nicated. A punishing 
response may ridicule 
or scold the helpee. 
These responses dis­
courage the helpee 
from self-exploration 
and hinder further 
interaction. (Both 
facilitative and action 
dimensions are at a 
low level.) 

1 .5 

GLOBAL SCALE 

2.0 2.5 

The response is distort­
ing, premature, or in­
complete. It is dis­
torting when it adds new 
meaning before the helpee 
can utilize it; or in­
complete when it sub­
tracts from the helpee's 
intended meaning. Level 
2 responses generally do 
not seriously impede in­
teraction, but may re­
quire clarification by 
the helpee before pro­
ceeding. (These re­
sponses are low on 
facilitative dimensions 
and high on action di­
mensions.) 

3.0 3.5 

The response reflects 
the essence of what the 
helpee expressed. A 
level 3 response is 
minimally helpful and 
encourages the helpee 
to self-explore and 
self-disclose. (These 
responses are high on 
facilitative and low 
on action dimensions.) 

4.0 

In addition to reflect­
ing the essence of what 
the helpee expressed, 
the response of the 
helper accurately adds 
new material for the 
helpee to evaluate. The 
helper's response may 
include making interpre­
tations, revealing rela­
tionships, or giving in­
formation. The response 
allows the helpee to 

lize heretofore un­
known or misunderstood 
avenues for problem 
solving, learning, or 
self-fulfillment, and 
encourages further in­
teraction. (Level 4 
responses are high on 
both facilitative and 
action dimensions.) 
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1 .0 1 .5 

An irrelevant response 
that attends to nei ther 
the content nor the 
feeling of the 
helpee, or is hurtful 
or punishing. 

EMPATHY SCALE 

2.0 

An incomplete response 
that only partially 
recognizes the feel­
ings and/or the con­
tent of the helpee. 

2.5 3.0 

A response that in­
cludes both hearing 
what the helpee is 
saying and attempting 
to understand his sur-
face ings with an 
intensity equivalent 
to that of the helpee. 
It neither adds to 
nor subtracts from 
what the helpee is 
saying. 

3.5 4.0 

A response that goes 
beyond level 3 by 
accurately responding 
to underlying feel­
ings. 

--' 
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1 .0 1 .5 

A response which overtly 
communicates disrespect. 
The helper may attempt 
to impose his own be­
liefs and values onto 
the helpee, seek to 
focus attention on him­
self by dominating the 
conversation, instantly 
challenge the accuracy 
of the helpee's per­
ception, or devalue the 
worth of the helpee as 
an individual by com­
municating that the 
helpee is not able to 
function appropriately 
on his own. These 
responses leave the 
helpee wishing that he 
had not talked to the 
helper, and probably 
preclude future inter­
actions. 

2.0 

RESPECT SCALE 

2.5 3.0 3.5 

A response in which the 
helper withholds him­
self from involvement 
with the helpee. This 
may be communicated by 
declining to enter a 
helping relationship, 
by ignoring what the 
helpee is saying, or by 
responding in a casual 
or mechanical way. 
Such responses tend to 
terminate the inter­
action. 

A response which com­
municates that the 
helper is open to or 
will consider entering 
a helping relation­
ship. It communicates 
recognition of the 
helpee as a person of 
worth, capable of think­
ing and expressing him­
self and able to act 
constructively. The 
helper suspends acting 
on his judgment of the 
helpee in his situatio~ 

4.0 

A response which demon­
strates the helper's 
willingness to make 
sacrifices and bear the 
risk of being hurt in 
order to further the 
helping relationship. 
This results in the 
helpee experiencing him­
self as a valued indi­
vidual and stimulates 
deeper interaction by 
allowing the helpee to 
feel free to be himself. 

--' 
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1 .0 

The helper has dis­
approving facial ex­
pression or appears 
disinterested. He 
turns away or does 
other tasks while 
the helpee is talk­
ing. 

1 .5 2.0 

Expressions and ges­
tures are absent or 
neutral; responses 
sound mechanical or 
rehearsed. 

WARMTH SCALE 

2.5 3.0 

Shows attention and 
interest clearly; non­
verbal behaviors vary 
appropriately as 
helpee's emotions 
vary. 

3.5 4.0 

The helper is wholly 
and intensely atten­
tive to the interac­
tion, resulting ;n the 
helpee feeling complete 
acceptance and signifi­
cance. The helper is 
physically closer to 
the helpee than at 
level 3, and may 
physical contact. ..... 



1 .0 

The helper responds to 
the helpee in abstract, 
vague terms or he re­
sponds in a very 
specific but premature 
and hurtful manner. 

1 .5 2.0 

CONCRETENESS SCALE 

2.5 3.0 3.5 

per responds to 
the helpee in general 
terms. He does not 
focus on specific mani­
festations of helpee 
concerns. He may ask 
the helpee to be more 
specific without 
modeling specificity 

mself. 

The helper responds to 
the helpee in specific 
and concrete terms. The 
helper accepts abstrac­
tions on the part of the 
helpee but models 
specificity. 

4.0 

The helper responds 
the helpee in speci c 
and concrete terms and 
actively solicits 
specificity from the 
helpee. During the 
earlier stages this 
may involve asking for 
clarification of vague 
or abstract hel 
statements. During 
later stages it may en­
tail assisting the 
helpee to enumerate 
clear and concrete 
alternatives that de­
rive from the interac­
tion, summarizi his 
newly acquired f-
understanding, or out­
lining his plans for 
future action. 
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1 .0 

A response in which the 
per attempts to hide 

his feelings or uses 
them to punish the 
helpee. 

1 .5 

GENUINENESS SCALE 

2.0 

The helper responds ac­
cording to some pre­
conceived role. His 
responses are congru­
ent with the role he 
is taking but are in­
congruent with his 
true feelings. 

2.5 3.0 

A controlled expression 
of feelings which fa­
cilitates the develop­
ment of the relation­
ship. The helper 
refrains from express­
ing feelings which 
could impede the de­
velopment of the 
relationship. 

3.5 4.0 

A response in which the 
helper's verbal and 
non-verbal messages, 
whether they be posi­
tive or negative, are 
congruent with how he 
feels. These feelings 
are communicated in a 
way that strengthenes 
the relationship. ---I 
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1 .0 

The helper actively re­
mains detached from the 
helpee and reveals 

1 .5 

about himself; 
does disclose 
about himself, 

so exclusively 
to meet his own needs. 
When the helper changes 
the focus of the inter­
action to himself and 
his own problems, the 
helpee may be over­
whelmed by the 
helperts self-disclo­
sures, feeling that 
the helper is not 
interested in him or 
become disillusioned 
with the helper's 
ability to help. 

SELF-DISCLOSURE SCALE 

2.0 

The helper does not 
volunteer personal 
information. He may 
answer direct ques­
tions, but only hesi­
tantly and briefly. 
The helpee, then, only 
gets to know exactly 
what he asks about the 
helpee. 

2.5 3.0 

The helper reveals 
i , attitudes and 
experiences relevant 

the he 1 I S con­
cerns' in a genuine 
fashion; he reveals 
his feelings at a sur­
face level. There­
fore, his uniqueness 
as a person is not 
communicated. The 
helpee, then, knows a 
little about the 
helper's ideas or ex­
periences that may be 
useful in dealing 
his own oroblem 

3.5 4.0 

The helper freely volun­
teers information about 

s own personal ideas, 
experiences and feel­
ings when they are 
relevant to the helpee's 
interests and concerns. 
These may involve a 
degree of risk-taking 
on the part of the 
helper. The helper 
reveals his uniqueness 
as a person. 
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1 .0 

A response which does 
not allow any consider­
ation of discrepancies 
existing for the 

. The helper may 
accept the discrepan­
cies expressed by the 
helpee, may contradict 
the expressed or felt 
conflict of the helpee, 
ignore the discrepan­
cies or give direction 
prematurely. In any of 
these instances the 
helper is closing off 
possible fruitful 
avenues of investi­
gation. 

1 .5 

CONFRONTATION SCALE 

2.0 2.5 

The helper does not ex­
plicitly draw attention 
to discrepancies in the 
helpee's behavior. He 
does not overtly accept 
or deny these discrepan­
cies but does not point 
them out to the helpee, 
either. He may simply 
remain silent about the 
discrepancies or re­
flect the helpee's 
feelings about them. 
The helpee, therefore, 
is not explicitly 
aware of possible use­
ful areas of inquiry. 

3.0 

The helper indicates 
discrepancies without 
pointing out the 

fic ons in 
lead. 

3.5 

is tentative in compar­
ing diverging communi­
cations expressed by the 
helpee. This allows the 
helpee to explore dif­
ferent areas in which he 
may become aware of di­
verging trends in his 
behavior. 

4.0 

A response which clearly 
points out discrepancies 
which the helper has 
noticed and the specific 
directions in which the 
discrepancies lead. 
focuses the helpee's at­
tention on specific dis­
continuities in his be­
havior. It facilitates 
his dealing with areas 
of which he had been un­
aware or brings out more 
clearly a discrepancy of 
which he had been vaguely 
aware. 
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1 .0 

Helper ignores all cues 
from helpee which deal 
with their interper­
sonal relationship. 

1 .5 

IMMEDIACY OF RELATIONSHIP SCALE 

2.0 2.5 

per consciously gives 
token recognition to 
helpee statements about 
their interpersonal re­
lationship but postpones 
discussing it or dis­
misses it after havi 
commented on it super­
ficially. 

3.0 

per discusses the 
interpersonal rela­
tionship between him­
self and the helpee, 

3.5 

but in a general rather 
than a personal way, 
which obscures the 
uniqueness of their re­
lationship. Helper is 
open to sharing respon­
sibility for any defects 

ch may exist in the 
relationship. 

4.0 

Helper and helpee 
explicitly discuss 
their interpersonal 
relationship as it 
exists at that moment. 

--J 
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APPENDIX E 

CHARACTERISTICS OF EXPERIMENTAL AND CONTROL TEACHERS 
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TABLE 8 

Characteristics of Experimental and Control Teachers 

Involved in Study 

Experimental Teachers Control Teachers 

Tota 1 Years Grade Total Years Grade 
Teacher Experience Level Teacher Experience Level 

EOl 5 2 COl 9 5 

E02 7 4 CO2 30 3 

E03 12 4 C03 34 3 

E04 9 K C04 6 4 

E05 11 5 C05 3 5 

E06 10 5 C06 3 

E07 22 1 C07 4 2 

E08 5 5 C08 3 2 

E09 9 3 C09 18 3 

E10 6 4 C10 16 2 

X = 9.6 X = 3.3 X = 12.4 X = 3.2 
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QUESTIONNAIRE (C) 

1. Were you aware of a class being taught Fall Quarter EDCI 5780 

that dealt with self-concept development? Yes No __ 

If yes, how did you find out about it? ___________ _ 

2. How much contact did you have with teachers who took this course? 

None If you did please write in the space below indicating 

how much contact. --------------------------------------
Where did this contact take place? --------------------------

3. If contact took place, did you use any of the ideas of these 

teachers with your own classes? -----------------------------

4. Would you take a class ;n the area of self-concept if another 

class was offered? Yes No If no, what specific area 

of study would you be interested in? ___________________ _ 

5. Did you enroll in any classes fall quarter? Yes No --

6. Are you planning on enrolling in any classes winter or spring 

quarter? Yes No --
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QUESTIONNAIRE (E) 

1. Other than the class EDCI 5780 in the area of self-concept develop­

ment, how many classes did you take Fall Quarter 1977? --
Total hours? • Please list course/s ---- --------------------

2. Did you take courses last year? Yes No -- -- If ~ 

please list ---------------------------------------------

3. Are you planning to enroll in classes this coming Winter, or 

Spring Quarters? (1978) Yes No, If ~ please list. 

4. For what Primary reason did you enroll in EDCI 5780 Self-Concept 

Development? Please Check one. 

a. Certification 

b. Personal Interest/Professional Development 

c. Meet Degree requirenents/Credits 

d. Other (please explain) 
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01 02 03 04 05 06 07 08 09 10 

1 . Teachers who were 
enrolled in classes 
Fall Quarter 1978 X X X X X X 

2. Teachers who were 
enrolled in classes 
Winter and Spring 
Quarter 1978 X X X X X X X 

3. Teachers who had 
contact with experi-
mental teachers and 
were aware of class 
technigues X 

4. Teachers who were 
unaware of the 
class being offered X X 

Figure 6. Questionnaire results on Control Teachers. 
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01 02 03 04 05 06 07 08 09 10 

1 • Teachers who were 
enrolled in classes 
other than EDCI 5780 X 

2. Teachers who enrolled 
in any other class or 
classes last school 
~ear X X X X 

3. Teachers who took 
classes Winter and 
SEring Quarter 1978 X X X X 

4. Reasons for taking 
class: 

a. Certification X X X X X 

b. Personal Interest X X X X X 

c. Meet Degree 
Reguirements 

d. Other 

Figure 7. Questionnaire results on Experimental Teachers. 
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APPENDIX F 

STATISTICAL ANCOVA RELATED TO FLANDERS AND PIERS-HARRIS 



178 

TABLE 9 

Summary ANCOVA for Flanders Data 

SS df MS F P 

Area A 

Covariates 
(pre a) 16. 16 1 16. 16 1 .99 . 177 

Between groups 148.45 1 148.45 18.26 .001 

Within groups 138. 18 17 8. 13 

Total 302.80 19 15.94 

Area B 

Covariates 
(pre b) .01 .01 .00 .980 

Between groups 27.79 27.79 3.22 .090 

Within groups 146.52 17 8.62 

Total 174.32 19 9. 18 

Area C 

Covariates 
(pre c) .08 1 .08 .01 .929 

Between groups 41.12 1 41 • 12 4.02 .061 

Within groups 174.11 17 10.24 

Total 215.31 19 11.33 
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TABLE 9 (Continued) 

SS df MS F P 

Area D 

Covariates 
(pre d) 5.07 5.07 .20 .663 

Between groups 8.75 8.75 .34 .568 

Within groups 438.30 17 25.78 

Total 452. 12 19 23.80 

Area E 

Covariates 
(pre e) .07 .07 .01 .934 

Between groups 47.22 47.22 5.01 .039 

Within groups 160.34 17 9.43 

Total 207.62 19 10.93 

Area F 

Covariates 
(pre f) 4. 16 4. 16 .86 .366 

Between groups 5.05 1 5.05 1 .05 .320 

Within groups 81.86 17 4.82 

Total 91.07 19 
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TA8LE 9 (Continued) 

55 df M5 F p 

Area G 

Covariates 
(pre g) 41.47 41.47 .87 .363 

Between groups 178.48 1 178.48 3.76 .069 

Within groups 806.83 17 47.46 

Total 1026.78 19 54.04 

Categor~ 3 
Covariates 
(pre 3) 50.17 1 50.17 3.27 .088 

Between groups 356.71 1 356.71 23.24 .000 

Within groups 260.90 17 15.35 

Total 667.77 19 35.15 

Categorl 6 
Covariates 
(pre 6) 18.09 18.09 .59 .454 

Between groups 49.84 1 49.84 1 .10 .355 

Within groups 524.68 17 30.86 

Total 592.61 19 31. 19 

Categor~ 7 

Covariates 
(pre 7) 2.73 1 2.73 1.85 . 191 

Between groups 3.55 3.55 2.41 . 139 

Within groups 25.05 17 1.47 

Total 31.33 19 1.69 
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TABLE 9 (Continued) 

SS df MS F p 

Area Teacher Talk 

Covariates 
(pre t-ta1k) 37.91 37.91 1 .25 .279 

Between groups 36.91 36.91 1 .22 .286 

Within groups 516.17 17 30.36 

Total 590.99 19 31 . 11 

Area Indirect/ 
Direct ~atio 

Covariates 
(pre I/O) .00 .00 .30 .593 

Between group .10 . , 0 7.41 .014 

Within groups .22 17 .01 

Total .32 19 .02 
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TABLE 10 

Summary ANCOVA for Piers-Harris Data 

55 df M5 F P 

Subscale I 

Regression 769.176 6 128.196 15.076 .001 

Between groups 42.767 1 42.767 5.029 .026 

Within groups 1530.540 180 8.503 

Total 2342.483 187 

5ubsca1e II 

Regression 1219.158 6 203.193 27 .181 .001 

Between groups 51 .177 1 51.177 6.846 .010 

Wi thi n groups 1345.680 180 7.476 

Total 2616.015 187 

Subsca1e III 

Regression 697.014 6 116.169 20.359 .001 

Between groups 15.835 1 15.835 2.775 .097 

Within groups 1027.080 180 5.706 

Total 1739.929 187 

Subscale IV 

Regression 520.074 6 86.679 19.679 .001 

Between groups 38.394 1 38.394 8.584 .004 

Within groups 792.900 180 4.405 

Total 1351.368 187 

\~ 
\ 
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TABLE 10 (Continued) 

55 df M5 F P 

Subscale V 

Regression 252.552 6 42.092 10.356 .001 

Between groups 10.430 1 10.430 2.566 .111 

Wi thi n groups 731.700 180 4.065 

Total 994.682 187 

5ubscale VI 

Regression 196.542 6 32.757 15. 187 .001 

Between groups 13.359 1 13.359 6.257 .013 

Within groups 388.260 180 2.157 

Total 598.161 187 
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AN INVESTIGATION OF THE EFFECTS OF A SYSTEMATIC BEHAVIOR 

MODIFICATION PROGRAM ON THE VERBAL INTERACTION OF 

CLASSROOM TEACHERS AND ITS RELATIONSHIP 

TO TEACHERS· STUDENTS' SELF-CONCEPT 

by 

Jerry Dale Jones 

(ABSTRACT) 

The purpose of this study was to determine if a ten week (30 

hour) systematic behavior modification program for classroom teachers 

had an effect on the verbal interaction of these classroom teachers. 

A second part of this study sought to determine if this verbal change 

had an effect on the se1f-concept of the teachers' students. A 

, graduate level, 3 credit hour course was offered to Pulaski County, 

Virginia classroom teachers, and was based on the Robert Carkhuff 

model of communications. 

Ten teachers chosen at random from the class of 40 were 

selected for the experimental teachers. Ten teachers within the 

county not enrolled in the class were chosen at random for the con­

trol teachers. Ten students were also chosen at random (five boys 

and five girls) from each of these experimental and control teachers. 

The instruments used to collect the data were the Flanders Interac­

tion Analysis System for the teachers; and the Piers-Harris Self­

Concept Scale, "How I Feel About Myself," was administered to the 

experimental and control teachers' students. 



Pre- post-data gathering procedures were used based on a 20 

week time interval. The data were analyzed on the Flanders using a 

univariate analysis of covariance. Seven of the null hypotheses out 

of the 12 were rejected at the .10 level of significance. The data 

were analyzed on the Piers-Harris Scale using a univariate analysis 

of covariance on the six subsca1es. Five of the null hypotheses were 

rejected out of the six at the .10 level of significance. 

On the basis of the results of this study, it is concluded that 

a Significant change in the verbal interaction between teachers and 

students was evident for the experimental teaching group when compared 

with control teaching group. The experimental teachers 

1) used more acceptance of student ideas, 

2) were more indirect in their overall interaction pattern, 

3) were more indirect in their use of motivating and controlling 

behavior, 

4) used more extended indirect influence, and 

5) used less extended direct influence. 

The results showed that in the subscales of (I) Behavior; (II) 

Intellectual and School Status; (III) Physical Appearance; (IV) Anxiety; 

and (VI) Happiness and Satisfaction; the students of the experimental 

teachers had more positive self-concept gains as compared with the con­

trol teachers. This finding supports the claim that a program in human 

relations training for teachers is a factor in increasing self-concept 

of students. Also, it indicates that this class was successfully 

implemented and achieved some positive results. 


